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Introduction 
 

 Scientific theory, understood as a set of general, ordered laws and theorems, is the most 

important area of any scientific discipline. Scientific theory describes and explains the conditions 

and effects of pedagogical processes. It can be used and applied to practice by solving problems that 

occur in the educational reality. It should be noted that pedagogy is not an isolated discipline, 

and therefore it uses the theoretical achievements of the humanities and social sciences – it is 

precisely such a complementary and multifaceted approach that results in a coherent knowledge 

about people functioning in the socio-cultural reality (Palka, 1989, p. 32). Thus, theoretical pedagogical 

knowledge concerns the collected general statements about upbringing, education, self-education 

and lifelong learning. Pedagogical scientists believe that it is both theoretically and practically oriented 

science. On the one hand, theoretical constructs, assumptions and hypotheses are verified in practice, 

and on the other hand, a thorough and reliable analysis of practice provides grounds for building 

a theory. The practical dimension of pedagogy relates to the improvement, refinement and 

optimization of educational activities (Palka, 2003; Hejnicka-Bezwińska, 2008). 

 The quoted, important, although only selected, views and scientific statements of pedagogical 

authorities make people aware of the need to refer to the theoretical foundations when designing 

and implementing fragmentary pedagogical research that allows to diagnose narrow and wider 

issues related to education. Complementary to qualitative and quantitative research and the use of 

triangulation of approaches and a variety of methods open up new fields of research interest. These 

two research approaches are useful in pedagogical research, they allow us for a more complete 

understanding the subjects of education in the context of developmental age and the expectations 

and challenges of contemporary education. Their results are of cognitive, theoretical, practical 

and methodological importance (Palka, 2020, pp. 107-108). 

 In the monograph, the authors present many different issues related to the issues of 

education, upbringing and teaching. On the basis of theoretical foundations, they discuss the 

results of empirical research that enable the creation of optimal and effective and stimulating 

conditions leading to the improvement of the quality of educational activities in socio-cultural 

spaces. Educational space and environment are significant stimulants of the educational changes 

taking place. The need to keep up with changes, understand them and undertake transformations, 

as well as active participation in changes related to the sphere of education, are important factors 

in creating favorable conditions for shaping open individuals an who prepared for life in the 

changing present and future. Creating conditions for education, most often considered in two 

categories: space and environment, parameterizes the existence of an individual in the world, and 

at the same time gives the opportunity to design an individual educational path, allowing for the 

implementation of its development tasks. Most often it is assumed that the learning process takes 

place in a specific educational space and in specific environmental conditions that determine its 

character. Space defines the scope and framework of the phenomena considered in it, thus constituting 

a category of place or time in which the educational process takes place. The environment, on 

the other hand, consists of specific physical, social and virtual elements that fill this space, their 

mutual connections, interactions and dependencies. The educational environment includes a set 

of elements that create the structure of this space (Nowak, 2014, p. 76). 
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 The considerations presented in this publication are characteristic of theoretical and practical 

approaches carried out in the areas of selected elements that make up the multidimensional space 

of education. The scope of the subject has been organized in two separate parts of the monograph. 

 Part I covers issues related to the problems of early childhood education. The authors Ana 

Sarvanović and Marta Nikolić write about the role of space in early childhood education from 

a relational-materialistic perspective. They review contemporary educational and non-educational 

theoretical views on space that fit in the sociological-constructivist perspective. Against this 

background, they describe the new role of space in contemporary childhood. The results of diagnostic 

tests by Tatjana Milosavljević Đukić, Dragana Bogavac and Ivica Radovanović show the school 

as an educational environment from the students' perspective. Their analysis allows for a better 

understanding of children’s opinions about the educational role of the school, while the conclusions 

presented in the conclusions may be useful for in-depth analyses and introducing justified pedagogical 

changes. The issues of interpersonal conflicts in the school class during late childhood are presented 

by Joanna Jachimowicz and Zdzisława Zacłona. The authors refer to conflicts related to interpersonal 

relations between students, students and the teacher. They believe that minimizing the negative 

and using the positive effects of interpersonal conflicts occurring in classrooms is possible when 

teachers have sufficient knowledge about the causes of conflicts, their dynamics and ways of 

responding to the conflict. Anna Struzik discusses the results of research on textbooks for early 

childhood education – she presents students' statements about the strengths and weaknesses 

of textbooks, she also points out the need to move away from textbook-centricity and hybrid 

use of both traditional and new educational media. This part of the study also includes a text 

by Danica Džinović and Filip Kojić on the involvement of preschool children in organized physical 

activity. The authors see the relationship between children's activities and their motivation and 

success, as well as the presented content and the teacher. 

 Part II contains texts on various areas of education presented in the aspect of theoretical 

and practical considerations. Snežana Babić-Kekez reviews social needs to improve parental 

involvement in their children's school life as part of developing a pedagogical culture. The 

author emphasizes that parents are partners in the joint interaction of school and family, but 

they expect professional support from the teacher in bringing up their children. Nevena Buđevac, 

Marija Meršnik and Ivan Umeljić present the issues of implementing the Oxford debates in teaching 

subjects and getting to know students. They prove, based on their implementation studies in 

secondary schools that it can be a useful tool in early learning comprehension, argumentation in thinking 

and discussing, and collaborative skills. The text by Mirosław Michalik, Katarzyna Kaczorowska- 

-Bray, Stanisław Milewski and Anna Solak is a part of the broadly understood paradigm of inclusive 

pedagogy, which concerns the description of the prosodic phenomenon that determines the 

speed of creating an utterance – the rate of articulation on the example of statements made by people 

with intellectual disabilities and autism. The topic of the importance of the Festival of Puppetry in 

the education of teachers and development of puppetry in Serbia in the context of cooperation with 

the local community is undertaken by Ana Milovanović. The author also draws attention to the 

development of interest among children of a group of children in preschool and school age. Marek 

Mierzyński, Elżbieta Cygnar and Bogusława Gaweł pay attention to the axiological dimension 

of human functioning. The morality of the person and social morality as well as professional 

ethics, including those who are serving the social good, are an important issue in the modern 

world. The authors focus their reflection on the philosophical and axiological dimension of the 

ethics of uniformed services. 
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 The variety and multidimensionality of the issues to which this publication is devoted 

may serve as an inspiration to broaden and deepen theoretical knowledge, but also to reflect on 

the presented texts. The awareness of the sense of learning about the educational reality from 

the perspective of a researcher may become a stimulus to plan and carry out empirical research 

that provides insight into explaining the dependencies and cause-effect relationships of specific 

educational situations and events1. 

 

assoc. prof. Zdzisława Zacłona, PhD 

prof. Ivica Radovanović, PhD 
 

                                                           
1 „Szkoła – nowe przestrzenie edukacyjne” (t. 1, s. 76-87), J. Nowak, 2014, w: M. Magda-Adamowicz, I. Kopaczyńska (red.), 

Pedagogika wczesnoszkolna wobec zmieniających się kontekstów społecznych, Toruń: Wydawnictwo Adam Marszałek; 

Pedagogika ogólna, T. Hejnicka-Bezwińska, 2008, Warszawa: Wydawnictwa Akademickie i Profesjonalne; Teoria pedagogiczna 

a praktyczne działania nauczycieli, S. Palka, 1989, Warszawa: WSiP; „Teoretyczna wiedza pedagogiczna a praktyka szkolna”, 

S. Palka, 2003, Krakowskie Studia Małopolskie, 7, s. 31-37; „Dziecko jako obiekt i partner w badaniach pedagogicznych”, 

S. Palka, 2020, w: M.M. Adamowicz, E. Kowalska (red.), Dziecko i dzieciństwo w badaniach pedagogicznych (s. 105-109). 

Toruń: Wydawnictwo Adam Marszałek.  
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Ana SARVANOVIĆ, Marta NIKOLIĆ 
University of Belgrade, Teacher Education Faculty  

 

THE ACTIVE ENVIRONMENT: THE ROLE OF SPACE  

IN EARLY CHILDHOOD EDUCATION  

FROM A RELATIONAL MATERIALIST PERSPECTIVE 
 

 

Summary 

 Although it is impossible to imagine a world or anything that exists in it without a place, thinking 

about a place, space or environment is not so common in (early childhood) educational research. This 

paper begins with an overview of both contemporary educational and non-educational theoretical views 

of space that could be situated under the social-constructionist approach. Thus, space is viewed as both 

a physical and a social context, and children construct knowledge, produce identities and feelings through 

encounters in space and with space. Following the new trends in current humanistic thought that seeks 

to figure out the new ways of being and becoming-with, including other-than-human perspectives, 

research in early childhood education is changing its frameworks. After a brief review of the most important 

aspects of new theoretical findings (primarily relational materialism), the new role of space in early childhood 

is considered.  

 

Key words: space, early childhood education, relational materialsm, intra-active pedagogy, learning 

bodies. 

 

 

Introduction: Space in contemporary early childhood education 

In the center of contemporary studies and research on the relationship between the child 

and space, the focus is on perceiving space within the framework of the social practices that 

produce it, more specifically in the context of childhood as a phenomenon. How space influences 

and encourages children's development and learning is also considered, as well as how children 

write inscribe meanings into the space that surrounds them. Thus, the emphasis is put on the 

processes of learning and acquiring knowledge/experience, as well as on creating the physical 

and social context in which these processes take place. 

An integral approach to understanding the space-experience relationship is reflected 

in Henry Lefebvre’s (1991) concept in which space is the result of both the structural characteristics 

and the complex everyday activities and meanings of society. Of all Lefebvre's conceptual 

elements (spatial practices/perceived space, representations of space/conceptualized space, 

spaces of representation/living space), the importance of spatial practices stands out, i.e. the 

research of perceived space which includes: spatial behaviours, physical space, and space 

experience, or more precisely, the sensory perception activities of space. Lefebvre connects 

perceived space with social practices in the context of space production. The understanding 

of space is conditioned by human relations and practices, which implies the action of actors in 

this process. The relationship between space, social relations, and practice implies the freedom 

of subjects to transform their environment, to inscribe their own meanings in space, and to 

change and shape it. Thus, the focus is on the different experiences that each subject or social 

group inscribes in a particular space. Space becomes a place of coexistence and evoking memories 

and building experiences within the perception of the subject. For that reason, space is seen 

as dynamic and open to social processes, relationships, new knowledge, and upgrading experiences. 
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So, on the one hand, attention is focused on how different and complex social processes, relationships, 

activities, and behaviours shape and transform space and perception; on the other hand, analysis 

is being done of how a specific space structures social relations, activities, behaviours and 

perception. Both perspectives are imbued with mutual relations and the action of space and 

social relations and form an integrated whole of the production of space itself and the way 

it is perceived. 

Lefebvre's understanding of the relationship between perceived and produced space 

is seen further from the spatial context within socio-cultural theories in the context of childhood. 

The spatial context is defined by the basic and natural need of the child for (free) movement, 

play (especially symbolic play), communication, and the relationship of children with each other, 

with the educator, and the contents of learning. That is why the environment must enable 

the child to learn naturally, and this is achieved by organizing such an environment in which 

the child will learn actively (by researching and doing) and collaborating with other children 

and adults. To achieve a natural learning context, in preparing a stimulating environment 

one should be aware of the fact that “[…] space that surrounds us affects how we feel, how 

we think and how we behave and dramatically affects our quality of life. (...) Everything 

we do, the spatial environment can make it easier or harder for us” (Greenmen, 1998, p. 168, 

according to Gandini, 1998). Accordingly, the ways in which the spatial environment of children 

supports or disables children's activities are also re-examined. By including the meaning that 

space has for children, the ability of children to connect with space, to identify with representations 

of space and/or to appropriate it is revealed. Modern research shows that children do not use 

space passively but, in different relationships, modify and adapt it to their needs (Rasmussen, 

Smidt, 2003), creating their own space of representation (Philo, 2000). It follows that children 

are competent actors in society who influence the processes of their own learning and cognition 

by acting (relationships, experiences) in a certain space. This approach in understanding the 

relationship between children's experience and perception of space has developed within 

socio-cultural theories, in which childhood is not seen as a universal biological phase that 

children go through, but as a category that depends on social and cultural ideas, relationships, 

activities, experiences in a particular historical context. 

Instead of the traditional teaching of pre-set and planned facts (contents) by educators 

(characteristic of a traditional kindergarten), the focus is on self-initiated, self-organized learning 

of children and the effort for children to increasingly manage and take responsibility for their 

own learning process (Kinsler, Gamble, 2001). Thus, within the developmental paradigm, the 

emphasis shifts from age-related cognitive development theories to research into the experiences, 

experiences of space, and the interaction of the child and the environment (Ward, 1978). The 

connection between experience and space further implies a way of acquiring knowledge and 

experience in that space. 

According to research by Biljana C. Fredriksen (2012) conducted in Norwegian kindergartens, 

preschool children are viewed as co-constructors of knowledge. An important role in the processes 

of learning and acquiring knowledge is played by the educator who prepares the physical 

context and chooses the materials for the work (ibid). In such a prepared social and physical 

context, space is seen within the framework of the concept of embodied space, i.e. space for 

reflection (ibid). Within the framework of the educational system, this means that thinking 

depends on both space and the unity of body and mind (Dewey, 1925). In embodied space, 

the child-educator relationship occurs simultaneously and implies the ways in which “[…] 

children and educators use bodies in physical space, communicate with objects in space, engage 
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emotionally, imaginatively, creatively” (Fredriksen, 2012, p. 337). By engaging the body and 

mind in this way, attention is focused on the processes of learning and gaining embodied experience 

in those processes (Dewey, 1925). 

Relying on Dewey's body-mind concept, Gibson (1979) and Howes (2005) consider 

the body-mind-environment concept in their research. Thus, the context of space extends to the 

physical environment, which significantly affects the learning processes. In other words, the 

body-mind produces knowledge and experiences about the world around us, and at the same 

time through this type of interaction we know the possibilities of our own bodies and mind in 

a given environment. Paraphrasing Merleau-Ponty, Fredriksen (2012) emphasizes the curiosity 

and interest of younger children to explore the possibilities of the environment and themselves 

(their bodies) in those environments.  

Similar importance is given to the environment within the framework of Reggio Emilia 

pedagogy, i.e. its concept of the “environment as a third educator”. In that sense, the environment 

is perceived as alive (being) that contributes to children's learning, and not “[…] as a result of 

human imagination and work” (Frye, 1963). Fraser (2006) has identified eight Reggio principles 

key to understanding the concept of environment as a third teacher: aesthetics, transparency, 

active learning, flexibility, collaboration, reciprocity, bringing the outdoors in, and relationships1. 

The mentioned principles describe the different roles that the environment has in teaching 

and learning, and explain how children use it to create meaning. Namely, in the environment, 

we pay attention not only to what we see and/or observe but also to what we feel while observing. 

In such a perceptual experience, the environment ‘speaks’ with children, creates a dialogue/story 

inviting them in free exploratory play, creating children’s space. By connecting with space in this 

way, the child understands it as what he can make of it, how he can use it, or change it according 

to the game in which he finds himself. Thus space becomes “[…] a source for meaning, belonging, 

and identity largely because of the relationships facilitated by bonds to place” (Strong-Wilson, 

Ellis, 2007, p. 43). 

In that sense, children mostly use those places that enable them creative exploration 

or self-development like awareness, reasoning, and observational skills. Educators also provide 

social support in meetings with others, but in meetings that should deepen children’s thinking 

and learning. This is one of the important aspects that educators take into account in the Reggio 

Emilia approach. In order to engage and involve children in play/research, educators introduce 

‘provocations’2 in a certain space. This revives space, because what the educator originally 

plannned in a certain space and the child-space relationship further develops in unexpected 

directions. Unexpected here means that educators do not know in advance how the child will 

react to a certain provocation, how s/he will understand it and treat it, in order to know how 

to plan further steps3. The child’s communication with a certain object or material (provocation) 

and the educator in a certain space emphasizes the need for a way for the child to learn about 

himself and the world around him. The teachers' choices of objects bear traces of their own 

remembered experiences of how stimulating and full of unexpected surprises the world was 
                                                           
1 “Aesthetics and transparency draw our attention to how children are attracted by and curious about anything that engages 

their senses. The principle of flexibility articulates how children will often use objects in their play in ways not explicitly 

intended by the teacher or curriculum. Active learning recognizes how children learn through experimenting with and 

manipulating objects, while bringing the outdoors in acknowledges children's curiosity about the natural and social worlds 

surrounding them” (Strong-Wilson, Ellis, 2007, p. 45). 
2 Teachers choose realistic or everyday objects for children to use in their play or materials that “invite” children 

for exploration. 
3 This attitude towards planning and curriculum is better known in the literature as the negotiated curriculum or curriculum as 

lived. 



13 

when they were children, and “those remembered experiences are mostly of unplanned rather 

than planned learning opportunities” (Strong-Wilson, Ellis, 2007, p. 45). Likewise, the most 

meaningful experiences for children are those in which, in play, they transform their environment 

in such ways that adults do not “see” them, thus creating “children's spaces”. Having in mind 

such live encounters of children in space and with space, the task for the educator is to think about 

the “planning for place-making” situation, but from the perspective of the child, its story or play. 

From such relationships, space, in Reggio Emilia pedagogy, is seen as the context in/with 

which children learn. It is important to “[…] create contexts that allow children to find their 

own ‘affordances’4 through their interaction with objects and other people” (Kyatta, 2002). In 

such a set context, educators are in a position to learn from children and with children. 

 

New theoretical trends within early childhood education: Relational materialism 

Dealing with the classification of ideologies5 of educational programs, Živka Krnjaja 

(2014) states that one of the important functions in their deconstruction is that they “[…] reflect 

the historical influence as well as current beliefs and understandings of education at the time 

in which they originate” (Krnjaja, 2014, p. 288). The time in which this paper is being written 

is marked by climate change, global warming, the unpredictable future of the planet and humanity, 

which leads to a large number of humanistic thoughts moving research towards finding new 

ways of being and becoming-with, away from the dominant idea of seeing and understanding 

the world only from humans' perspective. A growing body of research within the social sciences 

and humanities arises on the critique of anthropocentrism6, with the idea of overcoming the 

perspective in which the man is a superior being, the only one who has power and agency. Contrary 

to that perspective, a new one is born in which the human is seen as a being who is ‘relational and 

mutually agentic’. 

Although they differ from each other, theoretical directions such as post-humanism, 

material feminism7, new materialism, and relational materialism, come to light as attempts 

to move the human from a central position and to think in an object-oriented way. That is, to 

give significance to materials, objects, and other living beings – which are most often defined 

in these discourses as more-than-humans, other-than-humans, or non-human organisms – 

which equally and actively exist and act with all their characteristics and affordances8. 

Consequently, in the field of early childhood education (ECE), there is a noticeable shift 

from a dominant concept (in which the child is understood as a subject who is independent 

and autonomous, and as such distanced from his environment) to a concept in which the 

child is situational, contextual and discursively inscribed (Hultman, Lenz Taguchi, 2010). 

By taking theoretical concepts from post-structuralism on the one hand and the idea of the 

                                                           
4 Here, affordances are the term used to refer to what it is possible to imagine or do, because of aspects of a place that children 

perceive as valuable (Kyatta, 2002).  
5 Krnjaja takes into account what is the focus of the educational programme (according to Schiro, 2013) and singles out 

four ideologies. The focus thus shifts from scientific-academic discipline (the academic ideology) to universal outcomes 

for functional life and market efficiency (the ideology of social efficiency), to the child himself (child-centered programs 

or the ideology of individual development), to focus on relationships, that is, on the change of power relations and the transformation 

of culture (the ideology of socio-cultural reconstruction). Contemporary socio-cultural perspective places the child at the 

center of the educational process, in the sense that the child constructs knowledge, produces identities/feelings. This central 

position will be criticized in the theories we deal with in this text. 
6 Where man is seen as a new geological force that changes the planet with its activity. 
7 Most of these directions emerge from feminist poststructural research. 
8 Affordance is a term encountered in these object-oriented discourses, developed in this regard by James J. Gibson (1979). According 

to him, men perceive what matters afford. “[A]n affordance is neither an objective property nor a subjective property; or it is both 

if you like. It is equally a fact of the environment and a fact of behavior. It is both physical and psychical, yet neither” (Gibson, 1979, p. 129). 
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material turn9 on the other, ECE becomes an arena in which ontological assumptions about 

the child, learning and teaching processes are deconstructed, and accordingly new knowledge 

is created with the world. Under the influence of French philosophers Gilles Deleuze and 

Félix Guattari, a significant shift is made in the perception of knowledge itself. It strives to 

overcome the dominant vertical and hierarchically organized structures of knowledge (typical 

of Western European scientific thought), which are focused on origin and ontology. Instead 

of these linear, logic-based, arborescent knowledge structures, there is a “rhizomatic”, horizontal 

structure of knowledge, which is characterized by surface connections, i.e. networks of small 

roots that conquer a certain territory in constant (nomadic) movement (Deleuze, Guattari, 1987). 

Under the influence of ideas of the material turn within ECE and post qualitative inquiry10, 

besides the cultural contexts and constructs, the material agency11 of objects, materials, but also 

place and space are taken into account (Eriksson, 2020). 

What is implied in such reflections of pedagogical practice is that learning is not an activity 

that is reduced only to the brain, but a holistic12 activity in which the body, senses, experiences, 

and feelings participate. Therefore, knowledge is not something that can be expressed only 

verbally but is understood as tacit13, embodied, emplaced knowledge that can be expressed 

through many different languages spoken by children (Vecchi, 2010; Hadži Jovančić, 2012) 

– physical, pictorial, spatial, conceptual etc. 

 

An intra-active pedagogy 

Hillevi Lenz Taguchi14 introduces the concept of intra-active pedagogy, taking the very 

notion of intra-activity from Karen Barad15, thus opening the field for trans-disciplinary teaching 

and learning that goes beyond16 the theory/practice binary divide. The neologism “intra-action” 

stands instead of “interaction” reflecting the idea that in a complex world there is no agent/entity/ 

time/place as an individual pre-defined, independent category. Rather, it is about the fact that 

individuals could not be perceived without their environment, so they could only become 

or materialize through intra-actions with it. In this regard, along with humans, all matter 

(objects, environments, more-than-humans, other living organisms, artifacts, environments) 

have an agency and influence each other within a permanent continuum. They are all part of 

a complex world in which they mutually create relationships and react with each other. At the 

same time, humans affect and are being affected by everything else in the event (Deleuze, 1988). 

Within the intra-active pedagogy, the child is not observed separately from the environment 
                                                           
9 The material turn brought a new view of the process of constructing knowledge in which all aspects (both immaterial 

and material) are equally (horizontally, non-hierarchically) important and active, and have their own agency and are performative 

agents. In the world where “[l]anguage matters. Discourse matters. Culture matters. There is an important sense in which 

the only thing that doesn’t seem to matter anymore is matter” (Barad, 2007, p. 132). 
10 See St Pierre, E.A. (2018a). Post Qualitative Inquiry in an Ontology of Immanence. Qualitative Inquiry; St Pierre, E.A. (2018b). 

Writing Post Qualitative Inquiry. Qualitative Inquiry. 
11 The possibility of intervening and acting upon others and the world. Rather, all matter can be understood as having agency 

in a relationship in which they mutually will change and alter in their on-going intra-actions (Lenz Taguchi, 2009, p. 4). 
12 Embodied forms of knowledge are traditionally promoted in the arts, therefore this view of learning has long been present 

in art education (Dewey, 2005 [1934]; Eisner, 2002; Efland, 2004 and others). 
13 As an embodied engagement with the materiality.  
14 The author comes from the context of Swedish ECE, which has been inspired by the Reggio Emilia approach for decades. 
15 Karen Barad is an American feminist theorist, who introduced the theory of agential realism as a way to go beyond material: 

immaterial and human: non-human division. Roots of this theory of active materials could be found in quantum physics, chemistry, 

biology, and cybernetics. In some works when she speaks about space, she even uses spacetimemattering as a new concept (Barad, 2010). 
16 Through intra-active pedagogy, Lenz Taguchi tries to avoid “[…] the trap of either/or: of essentialising biology, cognitive and 

constructivist learning-theory or discursive social constructivist theories” (Lenz Taguchi, 2009, p. 14), referring to how these educational 

theories and research place great emphasis on the discursive while not recognizing “[…] the constitutive force of the material” (Ibidem). 
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and the materials, and learning/knowing “[…] occurs in the interconnections that take place 

in-between different forms of matter making themselves intelligible to each other” (Dahlberg, 

Moss, 2009, p. xv). In other words, equal attention is paid to the teacher, the child, the material 

possibilities and affordances of the space, that is, all matter and all organisms have a performative 

contribution in learning. 

Analyzing a picture of a girl who is sitting in a sandbox and playing, Lenz Taguchi (2011) 

wonders if the girl is playing with the sand or it is the opposite. In this way, the author is trying 

to flatten the border between the girl (subject) and the sand (object/material/ environment), 

emphasizing that playing (the same could be said for learning or becoming) always takes place 

in-between them. With their different affordances, materials “[…] can be understood to ask 

specific questions and formulate problems by virtue of its own force” (Lenz Taguchi, 2011, 

p. 38) in relation to the subject who tries to solve them. The child’s activity is understood as 

an activity in “suggesting meaning, conceptual understanding, and solutions to problems, and 

in posing new questions and formulating new problems to investigate” (Ibidem, 2011, p. 46). 

Not only do objects, materials, places play a significant role in children's play (learning and 

becoming), but it is also about perceiving objects, materials, places as agents who ‘play 

back’. While engaging with materials or environments (as in the case of the girl and the sand), 

or to say when the body of a subject intra-act with the body of some object or place, they form 

a so-called assemblage17 (Deleuze, Guattari, 1987). In this way, the intra-active pedagogy does 

not deal with what the girl is or what the sand is, but with what emerges in that newly created 

assemblage, that is, how all participants in that process become-with each other and become 

different in themselves (Deleuze, 1994). “Different kinds of matter make [the subject] competent 

in different ways” (Lenz Taguchi, 2011, p. 38). 
 

The role of space in processes of learning and becoming 

It is clear that in this kind of pedagogy there is no hierarchical and power relation between 

the teacher and the child. Even more, there is no hierarchical and power relation between the 

child and the material objects, but a horizontal relationship in which the focus is precisely 

on what happens in-between them. By the fact that human and non-human actors who are 

in an intra-action are viewed as an assemblage, it is possible to talk about a different (horizontal, 

rhizomatic) kind of learning/becoming. Thus, learning and becoming are “[…] the phenomena 

that are produced in the intra-activity taking place in between the child, its body, its discursive 

inscriptions, the discursive conditions in the space of learning, the materials available, the 

time-space relations in a specific room of situated organisms, where people are only one such 

material organism among others” (Lenz Taguchi, 2009, p. 36). 

Under the influence of Deleuze’s ideas on knowledge, it is considered that through the 

embodied experience and intra-actions with the environment, the learner comes to certain knowledge 

that goes beyond linear, hierarchical, traditional, verbal, and institutional forms of knowledge. 

It is more about the knowledge that is about survival, for-life, horizontal, small but real knowledge. 

Learning is seen as “[…] an adaptive process as bodies interact with other bodies to produce 

newly established emergent behaviors” (Smith, Ovens, 2014, p. 125). It is a process of experimentation, 

adaptation, and structural change (Ibidem), that is, a dynamic and fluid process that is constantly 

changing and is open for different readings. Fluidity also refers to the subject itself, the human 

whose body is constantly in the process of adapting both to external and to internal forces that 

act upon it. 

                                                           
17 Barad (2007) uses the term entanglement. 
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Since nothing is predefined, learning/knowing/becoming is always an unpredictable event 

whose framework can be determined, but not what will be learned within it. That is the huge 

potential of these processes. In the intra-actions/assemblages where all participants (humans, 

not-humans, materials, environments) matter, learning is always the result of an “involuntary 

adventure” (Deleuze, 1994, p. 165). 

The more the child changes the environment/materials/contexts/beings the more 

experience he will get, and the more self-confidence he will have. Parafrizing Hultman (2011) 

Lenz Taguchi states: “[…] the more connections the learner is able to make, and the more s/he 

acknowledges dependence on other human beings, things, artefacts, milieus and environments 

to form connections with, the ‘freer’ s/he becomes to make new and increasingly more complex 

interconnections” (Lenz Taguchi, 2011, p. 40). 

 

The active environment 

As soon as he woke up in a darkened room, a boy (11 months) looked in astonishment 

in the direction of the window. The curtain was drawn, and only a thin ray of light 

could break through it, illuminating the opposite wall. Staring in the direction 

of the light, the boy seemed like he was looking at something I could not see. 

It was as if only he knew what he saw and he liked that very much. When I took 

a closer look, I saw that tiny dust particles flew around the room and floated 

carelessly in that ray of light. He looked at them and then at the light on the wall. 

I started moving my hands to make shadows on the opposite wall. My improvisation 

changed the boy's attention; therefore, he turned quickly to the lighted wall and 

tried to touch the shadows. After trying to touch it, he returned to the light source 

and reached for it, as if he was trying to imitate me, or maybe to grab flying dust 

particles…18. 
 

  
Figures 1 and 2. An assemblage of the boy and the environment. 

 

 

 

                                                           
18 Vignettes are short stories that have been used in qualitative educational research. The described situation in the 

vignette above and the photos were taken by one of the authors in the spring of 2020. 
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Conclusion 

Children examine the world around them with entire bodies and all senses, with an open 

mind and often without a predefined idea of a specific matter or its affordances. The vignette 

written above is a description of an assemblage. In such an encounter that occurred in-between 

the boy, the dust particles, and the mother’s hands in a specific space and atmosphere (dark room, 

the ray of light, shadows on the wall, etc.) new knowledge must be born. This space becomes 

an important agent because it is encouraging the boy to play and to become a confidently playing 

child (Ibidem). 

The presented theoretical perspective enables the production of new knowledge and thinking 

about how much space is a significant and active participant in the processes of learning, behaviour, 

becoming. Moreover, that is another shift in comparison to previous pedagogical concepts in 

which the focus of the learning process over the years has been on either the child or the teacher- 

-child relationship. Although considerations of space as a significant factor, not just a passive 

physical environment, are not new, with relational materialism it is possible to think of space 

as something that has its agency, that is, something that equally arises along with the subject 

through their mutual encounters and relationships. Put in a nutshell, space becomes a co-creator 

of knowledge in the process of becoming a subject. 

 

Moreover, sitting on a specific chair in a specific space with specific other 

human and non-human organisms and matter will regulate how and what we 

might say or do, or not say or do. All spaces, and certainly pedagogical spaces, 

call upon us and demand specific ways of sitting or moving, talking or socialising 

with different affective force and intensities, depending on the material-discursive 

interconnections and intra-actions at work in this space (Hultman, 2009, according 

to Lenz Taguchi, 2009, pp. 5-6). 
 

A small shift from previous perceptions of learning that is located within an isolated 

human being represents a major shift in the context of the upheaval of the anthropocentric 

paradigm. Learning, as well as becoming, is not possible without the world and the various spaces 

in which the human is embedded. It remains for pedagogical practices to be further developed 

in this direction, as well as the curricula to be constructed between active participants and their 

active physical environments. It is up to the educators not only to create a stimulating environment 

in which the child will actively learn, but also to “see [the child] involved in an encounter of mutual 

engagement and transformation with [space]” (Lenz Taguchi, 2011, p. 48). Bearing in mind the 

new views on space and materials, the educator will become aware that s/he and everything 

around her/him, human or non-human organisms, matter or space, have the same agency in the 

learning process. 
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SCHOOL AS AN EDUCATIONAL ENVIRONMENT  

FROM THE PUPILS’ PERSPECTIVE1 
 

 
Summary  

The aim of this paper was to examine how pupils see school as an educational environment. The 

research was conducted on a sample of 265 fourth grade primary school students from five towns in 

South Serbia. The research is based on the application of the descriptive method and a Questionnaire 

for assessing the educational function of the school from the pupils’ perspective as the research instrument. 

Among the statistical procedures, descriptive statistics, One-factor analysis of variance (ANOVA), t-test 

for large independent samples and a Chi-square test (χ2) were used. The obtained research results help 

gain a better insight into the educational role of the school from the perspective of primary school pupils 

in the Republic of Serbia. The research findings can be used for a deeper observation of this very important 

pedagogical issue. 

 

Key words: educational function of the school, school as an educational environment, student. 

 

 

Introduction 

School as an educational institution is characterized by: purposefulness – the existence 

of adopted goals that are to be achieved; complexity – it consists of elements that can be identified 

and interconnected with the whole of the targeted activities; and differentiation of goals and 

structure in relation to the environment (Dymara, 2009, p. 42). Purposefulness is also relevant 

for the specific needs of each student on the way to the fulfilment of educational goals (Perkowska- 

-Klejman, Górka-Strzałkowska, 2016, p. 14). 

There are numerous classifications of methods and methodological strategies in the 

literature that can be applied both in pedagogical activities and in teaching, such as those 

proposed by Reich (2006) and Müller and Wiegman (2001), Udiljak (2010) and others.  

Related to this issue, Kersten Reich is an advocate of systemic-constructivist methodological 

pluralism (Reich, 2010, p. 224). Thus, the basic concepts in his theory are those of construction 

(enabling children/students to find and design, then explaining and proving and finally shaping 

and developing their own cognition), reconstruction (discovery and finding, then generalization 

and finally an independent experiential verification and personal discovery) and deconstruction 

(enabling children/students to discover and doubt, to be in a position of critical thinking and 

evaluation) (Reich, 2010, pp. 119-121). Namely, from his point of view, it is important to 

constructivistically set up and observe all pedagogical activities. 

 

 

                                                           
1 The text is the result of work on the Project (number 179020) titled Concepts and Strategies for Ensuring the Quality 

of Basic Education and Upbringing of the Teacher Education Faculty in Belgrade, whose implementation is funded by 

the Ministry of Education, Science and Technological Development of the Republic of Serbia. 
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With reference to teaching and upbringing, Reich's constructivist approach does not 

allow for the dominance of teacher-oriented teaching and the passive position of students. Therefore, 

Kersten Reich talks about strategies and methods that focus on the child/student (Reich, 2006, 

p. 297), strategies and methods of upbringing, strategies of upbringing and education directed 

towards action, as well as complex methodological scenarios2. When it comes to the strategies 

and methods of upbringing, Reich names the following: working studio (Arbeitsateliers), flash 

(Blitzlicht), storm of ideas (Brainstorming), grouping (Clustering), conceptual learning (Concept- 

-Learning), input/output (Einstiege/Ausstiege), talking (Erzählung), guided fantasy (Fantasiereise), 

conversation (Gespräch), constructivist game of knowledge (Konstruktives Wissensspiel), 

correspondence (Korrespondenz), memory game (Memory), metacognition (Metacognition), 

metaplan (Metaplan), mnemonics (Mnemotechniken), mind maps (Mindmapping), open space 

(Open Space), learning content organizer (Organizer), individual mat (Placemat-Methode), 

mailbox method (Postkorbmethode), quiz and puzzles/riddles (Quiz und Rätsel), subjective 

mapping (Subjektives Kartografieren), script method (Szenario-Methode), stage interpretation 

(Szenischelnterpretation), social study (Sozialstudie), diary keeping (Tagebuchmethode), selection 

of different techniques (Techniken-einigeausgewählte), wall newspapers (Wandzeitung), network 

tools (Web-Tools), weekly plan (Wochenplan). 

The German pedagogue Reich also gives a classification of strategies of upbringing and 

education according to action undertaken: motivational instructions (Anchored Instruction), 

biographical method (Biografiearbeit), method of writing letters for different purposes (Briefmethode), 

method of cognitive learning (Cognitive Apprententiceship), e-learning (E-learning), research 

(Erkundung), conducting experiments (Experiment), case study (Fallstudien), freelance work 

(Freiarbeit), group meeting of experts (Gruppen-Experten-Rallye), group competition (Gruppen-

Wettkampf-Rallye), collaborative learning (Kooperatives Lernen), text work (Leittexte), meta 

learning (Metalernen – nach Reich), moderation/metaplan – stimulative impulses for group 

activities (Moderation/Metaplan), open lecture (Offener Unterricht), constructivist game plan 

(Planspiel), portfolio (Portfolio), problem-based learning (Problem Based Learning), project work 

(Projektarbeit), role-playing (Rollenspiele), paper-writing (Referate), situational learning (Situiertes 

Lernen), thematically (situation description) directed method (Storyline-Methode Glasgow), 

centers of interest (Stationenlernen). 

In addition to the above, Kersten Reich defines a corpus of methodological scenarios of 

a complex format. These “systemic methods”, thus, are: feedback (Feedback), psychodrama 

(Psyghodrama), reflective teams (Reflectingteams) – psychotherapeutic technique, reinterpretation 

(Reframing) – psychotherapeutic technique, visualization of a situation in the form of a sculpture 

(Skulpturen), systemic constellations (Sistemmaufstellungen) – developed from the sculpture 

technique, questions in a circle (Zirkuläres Fragen). 

Every interaction in the educational process is related to the input (Perkowska-Klejman, 

Górka-Strzałkowska, 2016, p. 11). In order to achieve the defined goal of education, Reich emphasizes 

that it is important to respect the methodological principles of competence, diversity and interdependence. 

When pedagogical activities are in question, the inevitable question is that of the styles 

of upbringing, as well as the issue of positive discipline. In pedagogical theory, when it comes 

to the styles of upbringing, the ones typically named are: authoritarian, compliant, indifferent 

and authoritative. Of course, in the process of education in general, and even in school as an 

educational environment, a democratic (authoritative) style is desirable. The characteristics of 

                                                           
2 Detailed explanation of the stated methods at: http://methodenpool.uni-koeln.de/uebersicht.html (accessed on 14th Nov.2019). 
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this style are two-way communication (Nelsen, Escobar, 2001), caring for the child's feelings, 

respect for the child's abilities and interests. Based on the positive discipline as a determinant 

of the methodology of upbringing, the child/student is supposed to feel acceptance and encouragement, 

the need to discover what is positive, the need to expresses unconditional love and be always 

ready for agreement and cooperation (Nelsen, Escobar, 2001). 

 

Research methodology 

The aim of the research was to examine how primary school pupils perceive school as 

an educational environment. Based on the aim of the research, the following tasks were defined: 

1) To seek the opinion of fourth grade pupils on various aspects of the educational 

activities in primary school; 

2) To seek the opinion of fourth grade primary school pupils on the contents of the 

compulsory elective courses; 

3) To seek the opinion of fourth grade pupils about classroom community lessons; 

4) To explore the interest of fourth grade pupils in educational activities organized in 

primary school; 

5) To examine fourth grade pupils’ reasons for opting for certain educational activities 

organized in primary school; 

6) To determine what problems fourth grade pupils face in primary school; 

7) To seek the opinions of fourth grade pupils on raising the level of satisfaction with 

school as an educational environment. 

The main hypothesis is: it is assumed that fourth grade primary school pupils have recognized 

the school as an educational environment. 

The research was conducted in the school year 2020/21 on a sample of 265 fourth grade 

primary school pupils from five towns in South Serbia. The sample included 154 girls and 108 

boys. Regarding the academic achievement of fourth grade pupils in the previous school year, 

40 of them ended it with good overal academic performance (15.7%), 58 students with very good 

performance (22.8%), and 156 students with excellent performance (61.4%).  

The research was based on the descriptive method. For the needs of the research, a Questionnaire 

for assessing the educational function of the school from the pupils’ perspective was constructed, 

which contains 17 questions related to various educational aspects within the school context. 

After the analysis of descriptive indicators, and of the measure of distribution normality, 

the factorization of the questionnaire was done. The following statistical procedures were used 

in data processing: descriptive statistics to calculate the measure of frequency between different 

segments of variables, arithmetic mean, standard deviation; one-factor analysis of variance (ANOVA) 

to determine differences between the arithmetic means of multiple samples; t-test for large 

independent samples, which examined statistically significant differences between the two samples; 

Chi-square test (χ2) to examine the difference in frequency distribution. 

 

Interpretation of results and discussion 

  Based on the collected data, several types of narratives were singled out. 

The first type of narrative refers to the opinion of fourth grade pupils on various aspects 

of the educational activity of primary school. Out of the total number of respondents, 224 (84.8%) 

fourth graders answered that they like going to school, 30 (11.4%) like only sometimes, while 

10 (3.8%) pupils said they do not like going to school. When it comes to the involvement of 

pupils in extracurricular activities, out of the total number of surveyed fourth grade pupils, 
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the coverage of pupils with extracurricular activities is 217 (81.9%), and the other 48 (18.1%) 

pupils answered they do not participate in any extracurricular activities. From this, it can be 

concluded that most fourth grade pupils are engaged in extracurricular activities. The engagement 

of pupils in out-of-school activities is also important for our research into the educational role 

of the school. The following results were obtained: 131 pupils (3.9%) answered that they do 

not belong to any club or workshop outside the school, and 112 (46.1%) pupils confirmed that 

they are a regular member of a club or workshop outside the school, while 22 (8.3%) pupils did 

not answer the question. The fourth grade pupils also expressed their opinion on the responsibilities 

in the classroom community, as one of the frameworks of the educational activities of the primary 

school. Out of the total number, 186 (70.2%) pupils answered that they do not have any responsibilities, 

while the other 79 (29.8%) answered that they have certain responsibilities in the classroom 

community. The focus of this research was also to establish the opinion of pupils about the problems 

that occur in primary school. Pupils who have some kind of problem in school, more precisely 

204 of them (85.7%) address their class teacher, 25 of them (10.5%) answered they contact the 

teacher on duty, and only 9 pupils (3.8%) addresses someone else. The answer to this question 

was not provided by 27 (10.2%) pupils, which may imply that they have not faced a problematic 

situation within the school. When we talk about the educational role of the school, the aspect 

of safety/security of pupils is also important. When we consider this segment, 226 (85.6%) pupils 

feel safe, 34 (12.9%) pupils do not feel safe and secure only sometimes, while 4 (1.5%) pupils 

do not feel safe. The pupils are of the opinion that among the rules of conduct that they talk most 

about with their class teacher is the rule of good behaviour in every situation, which was pointed 

out by 88 (33.2%) pupils. There are also high scores related to the responsibility for one’s actions 

(31.7%), respect for diversity (30.9%), care for others (30.2%), cooperation with peers (21.9%). 

The topics on tolerance and freedom of expressing personal opinions in front of others were less 

represented in their conversations (18.5%), while 13 (4.9%) pupils reported talking about other 

things with their teachers as well. According to the estimates of fourth grade pupils, the teacher 

very often praises positive behaviour, which is the opinion of 179 (74.9%) pupils, while 79 

(32.2%) pupils think that the teacher punishes them very often; 54 (22.6%) pupils think that 

the teacher only sometimes praises positive behaviour, while 69 (28.2%) pupils think that they 

resort to punishment; and 6 (2.5%) pupils are of the opinion that the teacher never praises positive 

behaviour, while 97 (39.6%) pupils think that negative behaviour is punished. Among the compulsory 

elective courses, 144 respondents (56.5%) attend Civic Education lessons, 111 (43.5%) attend 

Religious Education lessons, while 10 (3.8%) respondents did not answer. The results of the above 

fourth grade pupils’ answers are shown in table 1.  
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Table 1 

Opinions of fourth grade pupils on various aspects of primary school educational activity  

  (n=265) 

Do you like going to school, n (%)   

Yes, because I feel good in it. 224 (84,8%) 

Only sometimes. 30 (11,4%) 

No, I don't feel good at school. 10 (3,8%) 

Extracurricular activities, n (%)   

yes 217 (81,9%) 

no 48 (18,1%) 

Participation in out-of-school activities, n (%)   

yes 112 (46,1%) 

no 131 (53,9%) 

Coverage of pupils with responsibilities in the classroom community, n (%)   

yes 79 (29,8%) 

no 186 (70,2%) 

When I have a problem at school I address, n (%)   

My class teacher 204 (85,7%) 

The teacher on duty 25 (10,5%) 

Someone else 9 (3,8%) 

Pupils' opinion on the pupils’ safety and security at school, n (%)   

I often feel safe 226 (85,6%) 

I only sometimes feel safe 34 (12,9%) 

I never feel safe 4 (1,5%) 

Rules of conduct that are most often the topic of conversation with the class teacher, n (%)   

good behaviour in every situation 88 (33,2%) 

being responsible for one’s actions 84 (31,7%) 

respect for diversity 82 (30,9%) 

care for others 80 (30,2%) 

cooperating with peers 58 (21,9%) 

being tolerant 49 (18,5%) 

express opinion freely in front of friends 49 (18,5%) 

something else* 13 (4,9%) 

Pupils’ evaluations on the ways of the teachers’ monitoring of pupils’ behaviour, n (%)   

− the teacher praises pupils’ positive behaviour   

Very often 179 (74,9%) 

Only sometimes 54 (22,6%) 

Never 6 (2,5%) 

− the teacher punishes negative behaviour   

Very often 79 (32,2%) 

Only sometimes 69 (28,2%) 

Never 97 (39,6%) 

Pupils’ attendance of compulsory elective courses, n (%)   

Civic education 144 (56,5%) 

Religious education 111 (43,5%) 
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The second type of narrative refers to pupils' opinions on the contents of compulsory 

elective courses. There are 40 (27.8%) pupils who attend the compulsory elective subject Civic 

Education, and they state that the issue of peaceful conflict resolution is in the focus of their 

interest, and among the 44 (41.1%) pupils who attend Religious Education, the highest score 

is occupied by the contents related to their religion and personal qualities. Statistical significance 

is at the level of 0.01 (χ² = 266.43, df = 1, p = 0.000). The results are shown in table 2. 
 

Table 2 

Opinions of fourth grade pupils on the contents of compulsory elective courses in primary school 
 What do you particularly like in these classes: 

Total 

(Ʃ) 

we learn to 

resolve 

conflicts 

peacefully 

we learn to love 

and respect 

ourselves and 

others 

we learn 

about our 

religion and 

our qualities 

we learn how 

to talk politely 

with other 

people 

I have no 

benefit from 

attending 

these subjects 

Which elective 

course do you attend 

among compulsory 

courses? 

Civic 

education 

Total 40 35 57 11 1 144 

% 27,8% 24,3% 39,6% 7,6% 0,7% 100,0% 

Religious 

education 

Total 24 7 44 32 0 107 

% 22,4% 6,5% 41,1% 29,9% 0,0% 100,0% 

Total (Ʃ) 
Total 64 42 101 43 1 251 

% 25,5% 16,7% 40,2% 17,1% 0,4% 100,0% 

 

The opinion of fourth grade pupils about the classroom community lessons is the third 

type of narrative within which the following data were obtained: 178 (67.2%) pupils answered 

that in classroom community lessons they all discuss topics together, 42 (15.8%) respondents 

answered that they solve peer problems in these lessons, 15 (5.7%) respondents answered that 

the class teacher talks to some pupils while the other pupils are neglected, 2 (8%) pupils answered 

that the class teacher uses the classroom community lessons to complete administrative tasks 

during which pupils are bored, and 28 (10.6%) respondents gave the answer that the teacher is 

then doing other things, but did not specify what. Statistical significance is at the level of 0.01 

(χ² = 87.61, df = 1, p = 0.000). The results are shown in table 3. 
 

Table 3 

Opinion of fourth grade pupils about their classroom community lessons 

 
Frequency Percentage 

Valid 

percentage 

The teacher talks about a topic, we listen and discuss 178 67,2 67,2 

We solve current problems in the class  42 15,8 15,8 

The teacher talks to some pupils while others are bored 15 5,7 5,7 

The teacher deals with absences with pupils and does other work 2 ,8 ,8 

Other 28 10,6 10,6 

Total (Ʃ) 265 100,0 100,0 
χ²=87,61, df=1, p=0,000. 

 

The obtained results within the fourth narrative, which referred to the interest of fourth 

grade pupils in educational activities organized in primary school, indicate that: 91 (34.3%) 

pupils are most interested in sports activities, in the second place are pupils' interests in fine art 

activities 53 (20.0%), then scientific and research activities 35 (13.2%), music activities 16 (6%), 

and only 5 (1.9%) pupils are interested in creative activities. Among the activities related to helping 

others, only 27 (10.2%) pupils show interest, which is certainly a low percentage. The obtained 
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result implies the need for greater involvement of teachers in the field of student empathy. Other 

activities, initiated by pupils themselves are also represented, which 38 (14.3%) respondents 

are attracted to. Statistical significance is at the level of 0.01 (χ² = 241.35, df = 1, p = 0.000). The 

results are shown in table 4. 

 
Table 4 

Interest of fourth grade pupils in educational activities organized in primary school 

 Frequency Percentage Valid percentage 

Sports activities 91 34,3 34,3 

Fine art activities 53 20,0 20,0 

Scientific and research activities 35 13,2 13,2 

Humanitarian activities (helping others) 27 10,2 10,2 

Music activities 16 6,0 6,0 

Creative activities 5 1,9 1,9 

Other activities 38 14,3 14,3 

Total (Ʃ) 265 100,0 100,0 
χ²=241,35, df=1, p=0,000. 

 

Statistical analysis of the obtained data within the narrative related to the reasons why 

fourth grade pupils opt for certain educational activities organized in primary school shows 

the following: 120 (46.7%) respondents answered that they find the specific workshop interesting 

and fun and that is the reason they joined it; 34 (13.2%) pupils mentioned research as a reason 

for joining a workshop, public appearances are attractive to 31 (12.1%) pupils, 24 (9.3%) pupils 

gave the answer that they could choose which workshop they wanted to join, 15 (5.8%) pupils 

opted for a workshop because of socializing, 12 (4.7%) pupils joined a certain workshop because 

activities are based on their own initiative, for 11 (4.3%) pupils the reasons for joining a workshop 

are music and sports. Statistical significance is at the level of 0.01 (χ² = 189.56, df = 1, p = 0.000). 

The results are shown in table 5. 

 
Table 5 

Fourth grade pupils' reasons for choosing certain educational activities organized in primary school 

 
 

Frequency Percentage 
Valid 

percentage 

It is interesting and fun to me 120 45,3 46,7 

I can explore and discover something new 34 12,8 13,2 

We can have public appearances 31 11,7 12,1 

I could choose it as I wished 24 9,1 9,3 

We can socialize 15 5,7 5,8 

Pupils can suggest what they will do in the workshop 12 4,5 4,7 

The contents vary and include music and sports 11 4,2 4,3 

Other 10 3,8 3,9 

Total (Ʃ) 257 97,0 100,0 

Missing data 8 3,0  

Total (Ʃ) 265 100,0  
χ²=189,56, df=1, p=0,000. 
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Within the narrative that refers to the opinion of fourth grade pupils about problems in 

primary school, statistical analysis showed the following: 95 (35.8%) pupils believe that the biggest 

problem they face in school is too strict assessment, 67 (25.3%) pupils see lack of discipline in 

some lessons as a problem, while 60 (22.6%) pupils believe that there are poor relations in the 

class. The main issue for 49 (18.5%) pupils is too strict discipline in some of their lessons, while 

45 (17%) pupils find it to be safety and security. For 43 (16.2%) pupils the biggest problem is 

information overload, and for another 29 (10.9%) of them the problems lies in learning and 

understanding the contents. Private problems that prevent pupils from progressing in school 

(7.2%), class teacher’s disrespect for pupils (4.9%), and rarely given opportunities for pupils to 

express their knowledge and opinion (1.9%) are of justifiably low scores. This percentage distribution 

of responses caused the statistical significance of the Chi-square test to be at the level of 0.01 

(χ² = 231.67, df = 1, p = 0.000). The results of pupils' opinions are shown in table 6. 

 
Table 6 

Fourth grade pupils’ opinion on problems in primary school 

  Frequency Percentage 

Too strict assessment 95 35,8 

Lack of discipline in some of the lessons 67 25,3 

Poor relations in the class 60 22,6 

Too strict discipline in some of the lessons 49 18,5 

Safety and security in the school 45 17,0 

Information overload 43 16,2 

Problems in learning and understanding the contents 29 10,9 

Problems of a personal nature that prevent you from committing 

to school obligations (family problems, health problems, etc.) 
19 7,2 

Disrespect of pupils by teachers 13 4,9 

Inability to show your knowledge and express your opinion 5 1,9 

Some other problem, write 0 0 
χ²=231,67, df=1, p=0,000. 

 

The opinions of fourth grade primary school pupils about the feeling of satisfaction in 

the school environment is the following narrative within this research. What the pupils suggest 

should be done is as follows: strengthen group and team work, which is proposed by 97 (36.6%) 

pupils, organize new workshops at the request of pupils to help them feel more satisfied as proposed 

by 94 (35.5%) pupils, make lessons more interesting as suggested by 64 (24.2%) pupils, reduce 

school obligations as stated by 44 (16.6%) pupils, provide learning assistance as requested by 

40 (15.1%) pupils, increase student safety, which 15 (5.7%) pupils find an important issue. Within 

this segment, pupils stated the following: undisciplined pupils should be strictly punished, as 

said by 36 (13.6%) pupils, pupils should be enabled to exercise their rights and obligations in 

the opinion of 22 (8.3%) pupils, and student discipline should be improved, as stated by 16 (6.0%) 

pupils. There is a statistically significant difference when it comes to the percentage of responses 

(χ² = 143.29, df = 1, p = 0.000). The results of pupils' opinions are shown in table 7. 
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Table 7 

Opinions of fourth grade primary school pupils about the feeling of satisfaction in the school environment 

  Frequency Percentage 

Strengthen pupils’ group and team work  97 36,6 

Organize new workshops according to pupils’ wishes and interests 94 35,5 

Make classes more interesting 64 24,2 

Reduce school obligations 44 16,6 

Provide learning assistance – “how to learn” 40 15,1 

Strictly punish undisciplined pupils 36 13,6 

Enable pupils to exercise their rights and obligations 22 8,3 

Improve student discipline 16 6,0 

Increase student safety 15 5,7 

something else 5 1,9 
χ²=143,29, df=1, p=0,000. 

 

After determining the statistical significance in the representation of certain modalities 

of answers to questions, as well as the percentage of pupils' answers, it was found that fourth 

grade primary school pupils differ statistically significantly related to the activities with a dominant 

educational component, taking into account the independent variables (gender, school performance 

at the end of the previous grade, whether the pupil participates in some extracurricular activities 

and whether he/she has any responsibilities in the class community). 

One of the questions that can serve as an example of this type of statistical analysis is the 

following: We have listed several activities related to student behaviour to find out the pupils’ attitude 

to these activities: they respect the elders, their teachers, they like to explore and learn something 

new, they pay attention to their behaviour and rules of conduct, they respect the rights of others, 

they regularly fulfill school obligations, socialize, help others, and are active in the class community. 

The T-test examined whether there was a statistically significant difference between 

the boys and girls for the questions related to school activities that contain an educational component. 

There is a statistically significant difference between the following items: they regularly fulfill 

school obligations (t = 4.87, p = 0.000), they like to explore and learn something new (t = 2.70, 

p = 0.007) and they socialize, help others (t = 1.97, p = 0.050). From the mean values (M), we see 

that boys fulfill school obligations to a greater extent and socialize more, while girls prefer to research 

and learn something new. The results are presented in table 8. 

 
Table 8 

Independent variable “Gender differences” and fourth grade pupils’ attitude towards listed activities 

 

  

Female 

(N=141) 

Male 

 (N=107) 
p 

they regularly fulfill school obligations 3,87±0,72 4,33±0,76 < 0,001 

they like to explore and learn something new 4,43±0,777 4,14±0,96 < 0,01 

they socialize, help others 3,88±1,21 4,19±1,23 < 0,05 

they respect the elders, the teachers 4,51±0,58 4,49±0,84 > 0,05 

they respect the rights of others 4,26±0,74 4,06±1,20 > 0,05 

they pay attention to their behaviour, rules of conduct 3,87±0,83 3,86±1,31 > 0,05 

they are active in the class community 4,27±0,93 4,23±1,24 > 0,05 
Note: Mean ± Std. Deviation; A t-test was performed for large independent samples 

Abbreviations: N – number of respondents; p – statistical significance 
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During the research, by using ANOVA, it was concluded that there is a statistically 

significant difference between pupils of different academic performance on issues related to 

activities that contain an educational component. There is a statistically significant difference 

on the items: they regularly fulfill school obligations (F = 26.90, p = 0.000), they like to research 

and learn something new (F = 6.53, p = 0.002), they socialize, help others (F = 6.92, p = 0.001) 

and respect the rights of others (F = 3.58, p = 0.029). All statistical significance is below the 

limit of 0.05. From the mean values (M), we see that excellent pupils more often than others 

regularly fulfill school obligations, like to research and learn something new and socialize. 

While the rights of others are more often respected by pupils with good school performance 

than by others. The results are presented in table 9. 

 
Table 9 

Independent variable “Academic performance” and fourth grade pupils’ attitude towards listed activities 

 Good 

(N=40) 

Very good  

(N=58) 

Excellent 

(N=153) 
p 

they regularly fulfill school obligations 3,50±0,71 3,82±0,75 4,33±0,68 < 0,001 

they like to explore and learn something new 3,90±0,70 4,27±0,91 4,44±0,86 < 0,01 

they socialize, help others 3,95±0,71 3,55±1,61 4,23±1,11 < 0,01 

the respect the elders, the teachers 4,50±0,50 4,51±0,53 4,52±0,79 > 0,05 

they respect the rights of others 4,47±0,50 3,94±0,73 4,20±1,11 < 0,05 

they pay attention to behaviour and rules of conduct 4,24±0,57 3,74±0,86 3,87±1,17 > 0,05 

they are active in the class community 4,24±0,98 4,00±0,95 4,37±1,10 > 0,05 
Note: Mean ± Std. Deviation; One-factor analysis of variance (ANOVA) was performed 

Abbreviations: N – number of respondents; p – statistical significance 

 

The T-test examined whether there was a statistically significant difference between 

the pupils who attend and do not attend extracurricular activities in terms of the activities that 

contain an educational component. There is a statistically significant difference on the item: they 

regularly fulfill school obligations (t = 2.53, p = 0.012). Those pupils who do not attend extracurricular 

activities perform their duties more regularly than those who do. The results are presented in 

table 10. 

Based on the obtained statistical data, we see that the pupils’ academic performance and 

engagement in extracurricular activities are negatively correlated. 

 
Table 10 

Independent variable “Membership in extracurricular activities” and fourth grade pupils’ attitude 

towards these activities  

  

No  

(N=47) 

Yes 

 (N=204) 
p 

they regularly fulfill school obligations 4,34± 0,56 4,02±0 ,80 < 0,05 

they like to explore and learn something new 4,34± 0,96 4,31± 0,85 > 0,05 

they hang out, help others 4,44± 0,87 3,93±1,27 > 0,05 

they respect the elders, the teachers 4,20±1,00 4,57± 0,59 > 0,05 

they respect the rights of others 4,29± 0,74 4,16±1,01 > 0,05 

they pay attention to behaviour and rules of conduct 3,93±1,16 3,87±1,02 > 0,05 

they are active in the class community 4,53± 0,71 4,21±1,11 > 0,05 
Note: Mean ± Std. Deviation; A t-test was performed for large independent samples 

Abbreviations: N – number of respondents; p – statistical significance 
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Whether there is a statistically significant difference between pupils who have and do 

not have responsibilities in the class community in terms of activities that contain an educational 

component, was also examined by T-test. There is a statistically significant difference on the 

item: they regularly fulfill school obligations (t = 4.55, p = 0.000). Those pupils who have certain 

duties in the class community fulfill their obligations more regularly than those who do not. 

The results of the research are presented in table 11. 

 
Table 11  

Independent variable “Duty in the classroom community” and fourth grade pupils’ attitude to these activities 

  

No 

(N=176) 

Yes 

 (N=75) 
p 

they regularly fulfill school obligations 3,94± ,73 4,41± ,79 < 0,001 

they like to explore and learn something new 4,34± ,86 4,26± ,89 > 0,05 

they socialize, help others 3,83±1,34 4,49± ,70 > 0,05 

they respect the elders, the teachers 4,33± ,74 4,95± ,26 > 0,05 

they respect the rights of others 4,11±1,01 4,34± ,84 > 0,05 

they pay attention to behaviour and rules of conduct 3,84±1,13 3,98± ,84 > 0,05 

they are active in the classroom community 4,13±1,12 4,54± ,85 < 0,01 
Note: Mean ± Std. Deviation; A t-test was performed for large independent samples 

Abbreviations: N – number of respondents; p – statistical significance 

 

Conclusion 

The paper examines the opinions of younger primary school pupils on the educational 

function of the school in order to obtain data on how the educational role of the school is seen 

by those for whom it is intended, as well as to determine whether aspects of educational work 

implemented in schools meet the pupils’ needs. 

A hypothesis was set which according to which it is assumed that the pupils of the fourth 

grade of primary school recognize the school as an educational environment, and it has been 

confirmed. 

The largest number of surveyed fourth grade pupils (84.8%) answered that they like 

going to school because they feel good in it. Pupils (85.7%) turn to their class teacher when they 

have a problem, and 85.6% of pupils feel safe and secure in the school. The rules that the pupils 

know best are the rules of good behaviour in every situation, of being responsible for their actions, 

of respecting diversity and taking care of others. The teacher, in their opinion, monitors the 

behaviour of pupils by very often praising the positive behaviour of pupils, and sometimes 

punishing negative behaviour. 

What they like about their elective courses most is that they learn to resolve conflicts 

peacefully and also about their religion and personal qualities. The largest percentage of pupils 

(67.2%) discuss a certain topic in their lessons of classroom community, though the percentage 

(15.8%) is not negligible either of those who think that other pupils' problems are solved in those 

lessons and that conflicts often occur. 

Pupils' interest in extracurricular activities is mostly in the field of sports. Their reasons 

for opting for a certain extracurricular activity is because it is interesting and fun or because 

pupils can explore and discover something new. 

The problems that fourth grade pupils most often encounter in school are, in the highest 

percentage, too strict assessment, lack of discipline and poor relations in the class. 
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Pupils believe that they would feel more satisfied at school if new workshops were 

organized, if lessons were made more interesting, if assistance in learning was provided and 

if student safety was increased. 

After determining the statistical significance in the representation of certain modalities 

of answers to questions, as well as the percentage of pupils' answers, it was found that fourth- 

-graders differ statistically significantly in the performance of activities with a dominant educational 

component with reference to the independent variables (gender, academic performance at the 

end of the previous school year, membership in extracurricular activities and performing duties 

in the classroom community). 

In the independent variable “Gender differences”, we see that boys are more focused on 

fulfilling school obligations and socializing, while girls prefer to research and learn something 

new. 

Among the independent variables, the negatively correlated ones are the “Academic 

performance” and “Membership in extracurricular activities”. From the mean values, we can 

see that excellent pupils regularly fulfill school obligations more often than others, they like to 

research and learn something new and socialize. While pupils with good academic performance 

respect the rights of others more often than others. Also, those pupils who do not attend 

extracurricular activities fulfill their obligations more regularly than those who do. 

There is a statistically significant difference in the independent variable “Duty in the 

classroom community” in the question that contains an educational component and relates to 

the fulfilment of school obligations. Those pupils who have certain duties in the classroom 

community fulfill school obligations more regularly than those who do not. 

The obtained research results contribute to a more complete picture of the educational 

role of the school from the perspective of the pupils of younger school age in primary school in 

the Republic of Serbia. The research findings can serve for a deeper observation of this very 

important pedagogical problem. 
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Summary 

As in all social groups conflicts arise in the collectivity of a school class. They are related to interpersonal 

relations between pupils and between pupils and teachers. This publication presents fragmentary diagnostic 

survey concerning the opinion of 112 children from grade III of elementary schools and 50 early school 

education teachers on the subject of interpersonal conflicts and the reasons behind them. 

 

Key words: late childhood period, school class, interpersonal conflict. 

 
 

1. Theoretical deliberations  

1.1. Development of a child in the period of late childhood and the interpersonal 

contacts in a school class 

Late childhood, also referred to as the early school education period or mature childhood 

falls on years 6-7 to 10-12 of life. It is a period of radical changes in life of a child significantly 

influenced by school education (Brzezińska, Appelt, Ziółkowska, 2016, p. 164). At this age the 

activities of a child, until now dominated by the desire to play, change and move towards actions 

related to responsibilities and educational tasks. Psychological functions are developing further 

still and entering the environment of school results in the necessity of subjecting oneself to social 

influence including the rules effective in school and a classroom which are different from the 

rules adopted for functioning of family. 

From the point of view of the theoretical deliberations and the analysis of the results of 

own pedagogic research it is worth to refer to the social development of children in the late childhood 

period as it is significant for forming interpersonal relations in the classroom group of school 

peers. „Most frequently social development is understood as a number of changes occurring 

in personality of an individual resulting in this individual becoming capable of constructive 

participation in life and activities of the society” (Wołoszynowa, 1982, p. 627). In truth, an individual 

becomes fully capable of operating within society only after reaching the age of maturity but 

in the early school education period significant development changes occur in this sphere because 

a child enters new social groups, school environment and learns to commune with peers in the 

area of school and classroom.  

A characteristic feature of this period is the shift of the developmental areas and tasks 

a child must be methodically introduced to in order to cope with the educational requirements, 

master the abilities related to reading and writing, become a member of peer group and function 

appropriately within it. Accepting school responsibilities and subjecting oneself to external 

discipline normalizes social life and presents an opportunity for developing extensive social 

contacts. The goal of a school is to support children's upbringing and to help them in fulfilling 

social roles by providing children with positive examples and stimuli which come from social 

environment, primarily from school. A school class − as an educational environment− becomes 

a place where a pupil experiences important social interactions. It is a peculiar group, „a system 

consisting of pupils mutually influencing each other, who differ in terms of position and roles 
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occupied and possessing a common system of values and standards regulating their behaviour 

during the events and interactions significant for the class” (Łobocki, 1985, p. 15). 

The most important changes occurring at this stage pertain to the nature of social relations 

and interactions concerning functioning in a classroom group which can become a source 

of peer support, an environment for forming friendships or camaraderie. By coexisting with 

other people a child becomes more aware of itself. Working together, engaging in various 

activities, learning to help each other and mastering interpersonal communication are all valuable 

skills to acquire, which in a structured manner is significant for pupils of early school education. 

At the early school education stage the interpersonal relations are not static, they change 

under the influence of educational actions and members of class group accumulating social 

experiences. At this stage we can observe the interest in engaging in contact with peers, children 

display more activity in social interactions. These interactions become important subjects of 

children's conversation, which particularly concerns class peers. Children are becoming interested 

in opinions of their peers, which are becoming models for evaluation, expressing opinion and 

communication. School class is a group playing a prominent role in adopting social standards, 

communication, expressing friendship, seizing initiative and directing others. Over time pupils 

within a class begin to establish collegial contacts, form sympathy, establish sovereignty, develop 

the sense of belonging and identification with class group. 

In contact with peers a child satisfies its needs for play, sense of security, acclaim and 

acceptance within the group and this fact facilitates development of collegial relations and friendships 

(Cywińska, 2005, p. 4). The most prominent qualities of colleagueship are displayed as mutual 

help, the ability to cooperate, kindness and common care for joint success. “To be a colleague 

means to be able to adapt to the rhythm, rate and capabilities of a partner. Frequently one has 

to relinquish own egotistical benefits in favour of the success of joint work or realization of joint 

tasks” (Niebrzydowski, 1989, p. 258). Small informal and collegial groups begin to form in classes 

which share interests or are formed by children living close to each other. Colleagueship is an 

important element of class life, based on mutual interpersonal relations. Friendship is also a specific 

form of emotional connection between two individuals. M. Szczepańska claims that friendship 

cannot be imposed or forbidden by anyone, it is a mutual interpersonal relationship based on 

expressing selfless sympathy, willingness to help and on mutual interests and engaging in 

activities jointly (2009, pp. 28-29). Friendships are distinguished by the need for constant or 

frequent company of each other, sharing, doing things together and providing help to other 

person. J. Dunn observes that a difference exists between how friendship is being perceived by 

boys and girls. Girls more frequently than boys discuss emotions and impressions, are prone to 

providing support and aid. In general children select friends from among persons similar in 

terms of age, sex and interests. At the early school education stage children most frequently choose 

friends of the same sex, however, this does not mean that friendships between children of 

different sexes do not exist (Dunn, 2008, pp. 114-125). 

Colleagueship and friendships improve children's sensitivity towards the needs of other 

people, increase interest in other people, expand knowledge of peers and teach understanding 

their needs and experiencing successes and failures (Ibidem, pp. 114-125). Simultaneously it 

has to be noted that children are susceptible to behaviour of their colleagues as the phenomenon 

of group pressure exists within a class group. The need for recognition, acceptance and acclaim 

in the period of late childhood is strong enough for children to respect the opinion of a group, 

wish for becoming a member of this group and so children attempt to adapt their behaviour to 

expectations of class peers (Fontana, 1995, pp. 318-319). 
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Psychologists emphasize that at the late childhood stage interpersonal relations between 

children are personal in character and frequently are based on emotional connection, particularly 

in groups bound by colleagueship or friendship. They can also be substantive in character and 

form while completing given tasks and engaging in activities. It is also worth noting that intergroup 

relations also fall within the widely understood scope of personal relations in a class group. They 

can take the form of cooperation or aid but can also be negative in character and display antagonistic 

attitudes leading to conflicts (Skorny, 1987, pp. 150-151). 

An actual community of a school class, based on positive interpersonal relations between 

pupils and between pupils and a teacher is the foundation for optimal development of children 

and supporting them adequately to their individual capabilities. A teacher is obliged to in the 

education process to actively participate in task groups, communicate effectively, establish 

and maintain proper interpersonal relations. A teacher is a central figure of the interpersonal 

relations in a class group and thus his attitude and behaviour in particular situations and the manner 

in which he communicates frequently decide whether pupils are able to (individually or with 

the aid of the teacher) appropriately resolve arising conflicts or if they are pushing conflicts 

towards a destructive stage. 

 

1.2. Interpersonal conflicts in school classes at the stage of late childhood 

Speaking of conflicts it is wise to remember that they are a common phenomenon because 

there is not a single field of human activity where varied conflicts would not exists, beginning 

with the conflict of consciousness of an individual person, through familial conflicts, conflicts 

among friends or in a workplace, and finishing with group conflicts in which numerous persons 

or informal groups participate. The same is true for education. In this case the attention is being 

drawn to the very difficult problem of notorious passivity of children and detrimental conditions 

of relations between pupils and adults (Bodanko, Kowolik, 2007, p. 83). 

The daily and several hours-long interpersonal contacts occurring in the classroom are 

inescapably related with conflicts which arise due to various misunderstandings in communication 

with other persons. It is so because there are individual differences between children being 

members of a particular school class and children do not need to agree on their views, assessments 

or opinions on particular subjects, which results in tensions leading to conflicts. In the subject 

literature a conflict presents itself as complex, multivariate term dependant on numerous factors. 

M. Cywińsk writes that an interpersonal conflict is the result of interpersonal contacts during 

which influence exerted by at least one person is detrimental for a partner and thus it endangers 

partner's existence, well-being, prosperity, opinion on oneself or good name (2004, p. 14). K. Polak 

indicates that the term “conflict” originates from Latin and means collision, antagonism, discord, 

contention and discussion. It refers to such situations in which opposite actions, intentions or 

feelings appear. Conflicts arise for various reasons. Some originate from improper interpersonal 

relations and are related to disturbance of the communication process, accumulation of negative 

emotions and being unable to control them (Polak, 2010, p. 23). 

The reasons behind school conflicts are also varied and pertain to school environment 

in which pupils, teachers, principals and the remaining staff operate. A school is a living environment 

presenting a wide array of various people, differing characters, plethora of events, stereotypes, 

emotions, biases, sympathy and antipathy. In face of such a plenitude of people and situations 

conflicts in school and school class appear to be something natural (Ibidem, p. 25). Conflicts between 

pupils are the most common and the most cumbersome for young children. By participating in pupil-

pupil conflicts a child acquires experience, learns how to recognize and read emotions of itself 
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and another child, express them and, over time, to control them. It also discovers needs and 

expectations of class peers, discovers values and patterns of behaviour in particular situations. It 

has the opportunity to perceive opinions of its peers on various subjects different from its own 

views. It expands own experience of socializing with other people and learns that the readiness 

for cooperation, colleagueship and willingness to provide aid are important conditions for maintaining 

proper peer relationships (Ibidem, p. 28). 

In principle, pupils at the stage of late childhood have poor knowledge of themselves, or the 

manner in which they react in conflict situations, putting forward arguments or expressing emotions 

during conflicts. Although the emerging cognitive conflicts contribute to intellectual development, 

because experiencing such conflict is related with differing opinions and assessment of reality 

such conflicts have to fulfill the conditions of logical consistency and the opposing opinions and 

assessments should be presented by different persons. Understanding this is not easy for a child, 

conflicts in the class peer group resulting from such conditions may result in the sense of not 

being understood, being underappreciated and not being accepted by a group. On the other hand, 

they are stimuli towards discovering oneself and others by participating in conflict situations. 

However, at times conflicts arise in a school class which are destructive in nature and 

provoke aggression and hate. They are conditioned by the motifs of jealousy, envy and resentment. 

Their negative overtone translates into handicapping teamwork in task groups or establishing 

positive relations between peers. 

 The interpersonal conflicts at the early school education stage can also be a result of relations 

between pupils and teachers. They are related to obstacles in the teacher-pupil communication 

during classes and pertain to verbal and nonverbal communication or transmitting conflict-

sparking messages directly related to a teacher including not hearing a pupil's words properly, 

questions improperly formulated by a teacher, not giving an answer to the pupil's question or 

diverging views of the teacher and the pupil on the subject of the scope and contents of homework 

(Jachimowicz, 2018, pp. 123-176). A plenitude of conflict situations is connected with assessing 

pupils. Sending such messages by a teacher is sometimes experienced by younger children as 

a conflict situation because a child feels underappreciated, harmed, judged unjustly or compared 

to other pupils without noticing its contribution. 

Another group of conflicts arising due to interpersonal conflicts is related with behaviours 

of a pupil/pupils not accepted by a teacher. These may be aggressive behaviours, destruction of 

property and school assets, unjustified absence from classes, improper behaviour of a pupil during 

classes etc. Usually, teachers' view on such behaviours is unambiguous. They do not tolerate such 

behaviour and usually attempt to eliminate it by all means possible or severely restrict its occurrence 

in class or in school. Such behaviours are prominent and unequivocally assessed as negative. 

However, sometimes situations arise in school which are hard to judge unequivocally and pupils' 

behaviours do not submit to easy judgment in terms of right and wrong. For teacher such situations 

are controversial as they do not result from a pupil's ill will or shortcomings of socialization 

(Polak, 2010, p. 26) but are, indeed, the root of conflict. 

Personality related differences can also spark conflict situations between teachers and 

pupils. They may pertain to fulfilling school obligations, rate and diligence of work, the manner 

in which a teacher discusses subjects, the scope of homework tasks assigned by a teacher etc. 

Conscious and deliberate actions of a teacher aimed at learning about pupils under his care 

could minimize these conflicts because such a teacher would possess knowledge concerning 

relatively permanent qualities of pupils' personality which determine pupils' actions but do not 

submit (or do not submit easily) to the teacher’s intervention (e.g. intellect, capabilities, organic 
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characteristics). Undoubtedly the condition for resolving interpersonal conflicts in a class is recognizing 

such qualities which can be successfully shaped over the course of school education such as 

motives, interests and aspirations (Ibidem, p. 27). 

Adopting wise attitude towards conflicts in a school class by a teacher is related to the 

assumption that such conflicts are an ordinary element of pupils' coexistence. Children differ 

among themselves in terms of reasoning and conduct, sensitivity and behaviour and the diverse 

qualities of their personalities criss-cross in peer relations observed in classrooms. However, 

it appears that proper educational cooperation between teachers and parents facilitates resolving 

conflicts at the early school education stage as the possibility exists to refer to similar and 

socially acceptable patterns of behaviour and hierarchy of values which provide pupils with stimuli 

towards effecting constructive changes in their behaviours and simultaneously satisfying their needs. 

Introducing children to the idea of resolving conflicts independently, adequately to their developmental 

capabilities, teaches children how to act in conflict situation, draw conclusions and, in consequence, 

how to perceive interpersonal conflicts also as positive and constructive categories instead of 

destructive categories. 

 

2. Methodological premises of own research 

The subject matter of the diagnostic survey was formulated into the following questions: 

− What interpersonal conflicts occur in grade III and what are their causes according to 

pupils? 

− What conflicts arise between children and what are their causes according to early 

school education teachers? 

The empirical material was collected on the grounds of individual interviews with pupils. 

The research was conducted through diagnostic survey method including the questionnaire 

technique – teachers were filling the questionnaire on the subject of conflicts they observe 

in grade III and their causes. 

The area of research covered 5 instances of grade III of elementary schools. The research 

group consisted of 112 grade III pupils, including 58 girls and 54 boys. The surveyed classes 

were selected according to their availability. Fifty early school education teachers also participated 

in the research. All teachers had between 10 to 20 years of practice and thus possessed rather 

extensive professional experience and education appropriate for working with children at the 

late childhood stage as these teacher all held MA degree. The research was conducted in years 

2016-2017. 

 

3. The analysis of the results of own research 

The fact that conflicts are an inseparable element of interpersonal relations is an undeniable. 

From the point of view of the conducted research collecting empirical material from pupils of 

grade III of elementary schools and early school education teachers on the subject of conflicts 

arising in school class and their causes was cognitively interesting. 

 

3.1. Interpersonal conflicts and their causes according to pupils 

The conflicts between pupils and their peers in school take the form of peer clashes. The 

children from the surveyed group (112 individuals) claimed that arguments are the most frequent 

form of conflict between peers and such answer was given by as many as 76 pupils (67.8%). Within 

this group 31 children (27.6%) said that arguments occur daily although children emphasized 

that arguments arise between different pupils, as many as 45 individuals (40.2%) argue with 
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their class peers occasionally (once a week or less frequently). Analyzing answers given by children 

and taking their sex into consideration is noteworthy. Girls argue more frequently than boys. 

Such behaviour primarily pertained to conflicts within the same-sex groups. 

 
Table 1 

Arguments with peers in the opinion of grade III pupils (N=76) 

Pupils of grade III argue about: Girls Boys Amount Percentage 

a schoolmate (a schoolmate returns home from school 

with someone else; does not want to pair with me) 
32 3 

35 

 
15,5 

taking away objects (school supplies, backpacks, jackets etc.) 21 19 40 17,6 

opinion 6 17 23 10,1 

refusal to help 15 9 24 10,6 

games, gadgets, toys 11 14 25 11,0 

badmouthing/giving offence/calling names 26 15 41 18,1 

pushing/pinching/tugging/jostling/hitting 17 21 39 17,1 

In Total 128 98 226 100 
Source: own research. 

* the table takes into account answers given by 76 pupils who indicated arguments as conflicts between class peers. 

 

From among the collected answers grouped into categories and presented in table 1 it 

can be discerned that 76 pupils from grade III gave 226 answers in total which pertained to 

conflicts resulting in arguments of which answers 128 (56.6%) answers were given by girls and 

98 (43.4%) by boys. The largest number of answers (32 – 14.1%) given by girls related to jealousy 

towards a schoolmate/friend. The surveyed boys claimed that the most frequent causes for 

argument are related to aggressive behaviour of classmates – there were 39 (17.3%) such answers. 

Determining what children argue about most frequently leads to the claim that the causes 

for arguments among girls are not the same as among boys. Girls indicate that most frequently 

they argue about classmates as confirmed by the following answers given: “I argue when my 

best friend chooses someone else to play with; when she insults me and I do not know what 

she refers to; I do not like it when my friend takes something from me (e.g. crayons, an eraser, 

a book) or when she does not want to walk home from school with me; when she pairs with 

someone else; I argue with girls about my opinion; I argue when they tell on me, when they 

call me names (“you are stupid”), when they badmouth my looks (hair, eyes, nose, clothes) 

or speak about me untruthfully; about treating me badly (shouting at me, saying bad words, 

pointing at me with fingers, turning away from me, hitting me, putting rubbish on my shelf, 

pushing my book from the table); when they are shouting at me and saying they do not like 

me; when she gets offended; when she is not helping me although I help her; when she pulls 

my hair; when she takes my pocket money; when she calls me names in chat”. Several girls, despite 

considering the issue, were unable to say why they argue. Two girls claim: “I argue because 

someone irritates me; other children are arguing so I also argue”. 

Boys have given slightly different causes for participation in arguments. Among them 

they listed: “I argue about games, gadgets, school supplies; when I want to prove that I am right; 

when someone starts an argument with me, hits me or pushes me, walks behind me into a toilet; 

when someone attempts to tip me over, jerks me around, harasses me; when they accuse me; when 

someone cheats; when they take my things from me”. In the analysis of the quoted children’s 

statements it can be concluded that irrespective of sex the conflicts between classmates are related 

to arguments bearing marks of verbal aggression (insults, badmouthing, accusations) or physical 
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aggression (harassment, hitting, jerking, taking away items). Among girls jealousy towards 

friends can be observed whereas among boys the causes for conflicts consist of arguing about 

games, defending own opinion and views but also behaviours founded on aggression (harassment, 

mockery, fights). From among the surveyed children only barely more than a third of pupils (32.1%) 

claims that they do not argue with their peers. 

In summary it can be concluded that the conflicts arising between children from grade 

III usually concern clashes between individual pupils which manifest as arguments caused by 

various reasons and conditions. 

The surveyed pupils are aware that the conflicts in school class pertain not only to their 

peers. Interpersonal contacts with teachers also give birth to certain difficulties leading to 

conflicts. More than 66% of pupils (74 individuals) claims that they can trust their teacher, refer 

to their teacher in the case of difficulties or when they require aid, explanation or counsel. They 

claim that the teacher will always help them, listen to them and will become interested in their 

affairs. They refer to the teacher when they do not know something, do not know how to do 

something, do not understand a task or an exercise, when something troubles them or they are 

ill. They also indicate other situations when, e.g. someone is pestering them, hits them, does 

not allow them to speak during a conversation, insults them or interrupts classes. This group of 

children believes that a teacher will always take an action to resolve a conflict. They trust their 

teacher and speak to him/her freely, are open for counsel and follow it. This group of pupils like 

their teacher or likes him/her very much. When confirming their words children explained that 

the teacher is nice, likeable, kind, helpful, takes care of them (opinions given by girls), laughs 

a lot, tells interesting things, likes them, has a sense of humour, jokes with them, conducts short 

tests and teaches them a lot, is wise, is reliable (opinions given by boys). 

From among the surveyed pupils 32 children (28.6%) indicated that they never or almost 

never refer to a teacher as they believe that turning to a teacher will not change anything and this 

is why they resolve conflicts with class peers on their own. The answers given by children indicate 

that they “are afraid to talk to the teacher; the teacher is not interested in what children have to say; 

“when I am speaking the teacher is not listening to me”; “I do not need teacher's help, he/she will 

think that I am worse than the other pupil and I am unable to do something”; “the teacher did not 

help my friend and I think he/she will not be able to help me with my problem”; “the teacher gets 

angry when children ask questions”; “when children come to talk to the teacher he/she says we 

should not tell on others”; “the teacher does not listen to me and says he/she has no time”. This 

group of children indirectly indicate the conflict situations which are incited in interpersonal contacts 

by teachers themselves. The following answers given by pupils indicate that teachers create 

communication obstructions in interpersonal contacts with pupils: “I do not know what the teacher 

means; a teacher always hurries me up; a teacher does not want me to be a good pupil; the teacher 

asks one question after another and I do not know which one I am to answer; the teacher only tells 

me off, and he does not tell off other children even if they behave badly; a teacher constantly writes 

comments on me in the class register; the teacher compares me to other children; I do not always 

understand what the teacher has in mind” (14 individuals). Several pupils (9) claim that they are 

very agitated when speaking to the teacher and claim that the teacher does not treat all children 

equally, they are afraid that the teacher will mock them in front of the class or will not keep a secret. 

These pupils perceive their teacher as aloof, unpleasant, unlikeable, bossy and authoritarian. Pupils 

claim that “teachers speak ill of them to parents; always order something to be done; hush pupils; 

assess and grade behaviour; call in parents; separate children when they tease each other; order 

children to sit elsewhere; send emails to parents; send children to the principal's office”. 
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Summarizing the deliberations concerning the interpersonal relations between pupils 

and teachers as seen by children, it can be stated that in general these relations are positive as 

66% of respondents do not associate these relations with conflict. Only less than a third of grade 

III pupils perceive the arising conflicts with teachers and considers these conflicts to be a negative 

experience because these pupils feel rejected, misunderstood and treated unjustly. 
 

3.2. Conflicts among the children and their causes – opinions of early school education 

teachers 

Writing about interpersonal conflicts in a school classroom it is important to also present 

the issue from the point of view of early school education teachers. The surveyed teachers 

(35 out of 50 respondents) claim that the conflicts among children occur rarely or very rarely 

– in teachers’ opinion once or twice a week. The remaining teachers indicate that they observe 

conflicts between children frequently – several times a day. Comparing these answers with the 

answers given by the pupils we can observe discrepancies in indications of these two subjects of 

survey. Teachers do not notice such conflicts or deprecate them and do not consider such conflicts 

meaningful saying that: “even when I see that there is a conflict between pupils I attempt to not 

intervene; I believe that as long as children do not inform me about conflict I should not react 

because I believe they should resolve it themselves; I do not focus on conflicts between pupils 

because children make amends just as fast as they are arguing; in the third grade children do not 

always wish for the teacher to resolve their conflicts because they have experience in dealing 

with peers”. 

Among the conflict situations the surveyed teachers (18 individuals) indicate arguments 

between children as the most frequent form of conflict. In teachers’ opinion these conflicts stem 

from misunderstandings, differing opinions, different family home upbringing or different values 

children believe in. Several individuals (9) claim that the conflicts between children are caused 

by rivalry for education and sports achievements, jealousy towards friends/schoolmates, possessing 

fashionable clothes/items/smartphones, new computer games. Teachers claim that children notify 

them of such events. It is evidenced by the following phrases: “children come to me when they 

do not understand tasks; are unable to do an exercise; when they say that they did not do homework; 

ask me to explain the rules of grading”. Other individuals speak of resolving conflicts concerning 

peer problems between children, including certain children boasting about good grades or other 

achievements or material goods related to higher standard of living. 

Eight persons drew attention to children’s behaviour which contributes to sparking conflicts 

− they write about insulting, fights, pushing, harassing, jerking, taking away school supplies or 

tattling. The statements of teachers concerning their reaction to such situations are also interesting 

− teachers claim that in such situations they always attempt to lead to resolution of interpersonal 

conflicts, particularly when these conflicts are related to aggressive behaviour. Two persons declare 

that they authoritatively give orders to make up, determine who and why caused the incident and 

give orders concerning further conduct. Six persons state that they always involve children in 

resolving conflicts in order to teach them the skills necessary for future harmonious coexistence 

in a group of peers. These individuals emphasize that they refer to the defined rules of behaviour 

in a school class adopted by all pupils and remind pupils of cultural and acceptable behaviour in 

a peer group because they want children to acquire positive experiences related to responsible 

functioning under a group. 
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Only one in three teachers in the surveyed group is aware that the conflicts arising in a school 

class may also result from the communication barriers created by teachers. They admit that “lack 

of time; excess of material to teach in the process of education; personal indispositions; too many 

classes; stress and lack of professional satisfaction” are the causes of conflicts with individual pupils 

or a group of pupils. Teachers indicate the following situations: “I enforce rapid pace of work;  

I do not always react to children's questions; I refer to the class as a group rather than referring to 

individual pupils; I give a lot of commands and use a lot of prohibitions; I get angry when pupils 

are unable to answer my questions or do not listen to what I am saying”. The majority of the surveyed 

teachers (33) claims that their relations with pupils are very good (29) or good (4). They emphasize 

that pupils trust them, respect them, come for aid, speak about their problems not only in school 

but also at home. These teachers believe that they have knowledge and professional experience 

appropriate for education process and are well prepared for teaching. Furthermore, over the course 

of professional work they have already developed efficient methods of communicating with pupils 

in class which result in high level of educational achievements. 

An effective communication between a teacher and pupils may be beneficial for pupils’ 

school achievement educational effects of but we must remember that ineffective communication 

in teacher-pupil(s) relations may be the cause of lack of effectiveness in resolving conflicts which 

inevitably arise in a peer group. The conflicts in interpersonal relations between teachers and 

pupils result in both parties in communication becoming frustrated, which when not resolved on 

an ongoing basis leads to excessive psychological encumbrance of individuals. The psychological 

resistance of a child at the stage of late childhood is decidedly lower than the psychological resistance 

of an adult. Therefore teachers should at all costs avoid strong emotional tensions in personal 

relations which generate conflicts. 

Care for constructive resolution of conflicts or, if it is possible − not allowing for conflicts 

to arise, appears to be an important element of caring for proper atmosphere in a school class 

and learning about the mutual, unobstructed communication. Skillful reception of feedback 

is the evidence of how pupils and teachers react to another person and a source presenting 

opportunities of making conscious corrections to one’s own behaviour. Methodically introducing 

pupils to the analysis of interpersonal conflicts and the means of resolving such conflicts are important 

educational tasks of a school and when realizing them we have to remember that conflicts are 

conditioned by numerous various factors among which the personality related qualities of pupils 

and teachers are imperative. The factors related to the characteristics of a class group in which 

a child functions, its structure, patterns of behaviour and the interpersonal relations in informal 

groups are also significant. 
 

Conclusion 

The difficulties of social integration, including emergence of conflicts in class groups at 

the early school education stage are a rather frequent phenomenon. The relations of pupils of grade 

III with their peers and teachers determine not only the academic achievement but undoubtedly 

influence the atmosphere in a class because interpersonal contacts of pupils and teachers are 

long-lasting, based on a particular connection determining the manner of communication in 

a school class. 

The fact that children at the stage of late childhood still have difficulties with verbalizing 

their feelings and emotions is also not without importance and thus it is significant for the verbal 

language of a teacher to correspond to non-verbal messages. The interpersonal skills of early 

school education teachers, including the constructive resolution of difficult situations and conflicts, 
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are a model for pupils for acquiring communication competences. A teacher, as a person leading 

a school class and intentionally realizing educational tasks should display care for his/her 

communication with pupils and communication between pupils and their peers to be beneficial 

for development of harmonious personal relations based on respecting other people under the 

dialogue of goodwill. 

In order to minimize the negative outcomes of conflicts and maximize the use of positive 

results of resolving conflicts arising in school classes it would be important for teachers to possess 

adequate knowledge (concerning the causes of conflicts, conflict dynamics, manners of reacting 

to conflicts i.e. avoiding conflicts, tempering conflicts, reaching a compromise, cooperation) 

and to possess the capability for and the awareness of the need for perfecting their competences 

in the field of positive communication with pupils, including the ability to resolve conflicts arising 

at the late childhood stage. 

Resolving conflicts in a class is a major task as it requires being aware which conflicts 

are important, which are trite and which can be mitigated and tempered through humour. A good 

mediator can do so with benefits for all engaged parties and simultaneously earn trust and approval 

of members of a class but it must be emphasized that it is an ability which will result in success 

only when an educator possesses knowledge on the subject of his/her charges. 
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OLD AND NEW MEDIA VERSUS INTEGRATED TEACHING TEXTBOOKS 
 
 

Summary 

This paper discusses various research performed on the early school education textbooks, more 

frequently conducted under the conventional rather than analytic-discourse approach. It has been stated 

assumed the results of this exploration will not present an optimistic vision. The opinions of the surveyed 

pupils concerning merits and drawbacks of the textbooks turned out to be interesting and consistent with 

the theory.  

The conclusion indicates the necessity of departing from teaching focused on textbooks and the 

need for hybrid use of new and old educational media. Several series of books and websites useful for 

organizing engaging tasks under the integrated teaching were indicated. 

 

Key words: integrated teaching textbook, educational measures, media, Information Technology, early-school 

education, learning paradigms. 

 

 

Introduction 

 Considering the theory and practice of early school education it is difficult to not refer 

to the modern learning paradigms. Two opposing paradigms are the objectivist theory stemming 

from exact sciences and the premises of behavioural psychology and the interpretative-constructivist 

theory stemming from human sciences and developmental psychology. The first paradigm is 

expressed through the traditional school and puts emphasis on the curriculum, the supervisory 

role of a teacher and the objectiveness of a pupil in the education process. A textbook is considered 

the most important teaching aid. The other paradigm, in turn, is represented by the so-called 

progressive school model in which the emphasis is put on the focus on the holistic development 

of a pupil and its subjectivity whereas the role of a teacher is to provide proper conditions for 

learning and observing the changes occurring in children as the result of the social process of 

learning. In both humanistic variations, the constructive-cognitive approach and in the constructive- 

-social approach, the necessity for using various sources of information and knowledge acquisition 

is being emphasized. 

Despite the modest attempts at restructuring early school education the references to the 

conservative vision of school and to the effectiveness in reaching education goals are still strongly 

rooted. The primary aid in realizing this goal is to be the government-sanctioned, a legal document, 

The Programme of General Education, as well as the integrated teaching textbooks based on 

the Programme's premises. The textbooks themselves, their volume, contents and construction, 

sparked controversies from the very beginning of reform's introduction and were subject of research 

conducted by various authors. Their pervasiveness, during both the school classes and home 

learning, merit taking a closer look at the selected trends of their analysis. 
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The research areas of the integrated teaching textbooks research 

 The genesis of a textbook as a basic teaching aid for the entire generations of children is 

related to the model of traditional school. The politicized education authorities decided what 

proper knowledge to include within textbooks and selected and standardized the contents. After 

political transformation and in the face of contemporary challenges the formula of the textbook 

should be changed, particularly in the face of giving teachers the right of selecting textbooks 

autonomously from among the presented selection. 

 The acceptance of the alternative selection of textbooks and the criteria for assessing value 

of textbooks were researched by, for instance, M. Drost, A. Struzik and Z. Zbróg. The results of 

M. Drost's research (2002) conducted on a group of 600 early school education teachers indicate 

that majority of teachers (79.8%) accepts the possibility of a teacher selecting the textbook. 

However, the justifications for such attitude may cause aloofness as the teachers presented the 

following arguments: making teacher's work easier, preventing routine, adapting the choice to 

the financial capacities of parents and making solving cognitive problems and acquiring knowledge 

by pupils easier. Simultaneously, 55.2% of the surveyed teachers thinks that working with children 

without the use of textbook is impossible, a fact which attests not only to the dominant role of 

a textbook but also the attachment to the traditional manner of control over the sequentiality 

of the arranged actions aimed at reaching goals established beforehand. Low percentage of 

respondents (10.5%) perceives such possibility but emphasizes that working in such a manner 

is very difficult in case of the leading areas of education. When asked about the role which the 

textbook should play, the respondents, referring to the classification created by J. Grzesiak in 

accordance with the multilateral education theory, indicated the informational-structuring role 

– corresponding with learning through assimilation (96.7%), exercise/self-learning role (learning 

through activity, 81%), motivational-verifying role (learning through experience, 30.0%) and, 

ultimately, transformation-research role (learning through discovery, 14.2%). Among the criteria 

for selection of a textbook the following were indicated: compliance with curriculum (27.3%), 

accessibility of contents (25.7%), the format of a book (14.1%), presence of problem solving 

tasks and price (10.1%). 

 The results of the research conducted by A. Struzik (2005) on the group of 60 early school 

education teachers, also concerning the criteria for selection of textbooks, yielded similar results. 

According to the answers given by respondents the most important were, in order, the format 

of a book, wealth and diversity of contents, price, approachable and easy language of the textbook, 

consistency with curriculum, scripts for classes prepared for the textbook, integrated arrangement 

of contents and substantive correctness of the book. The extratextual elements such as: the manner 

of formulating questions, tasks and instructions, which are reflection of the convention adopted 

by authors of the textbook, were not recorded among the answers given by the teachers. 15.0% 

of respondents gave no answers. Thus it can be assumed that teachers are not selecting and 

evaluating the textbook through the lens of their own substantive and didactic competences 

and do not take into consideration the capacities, cognitive needs and interests of pupils. In the 

subsequent studies A. Struzik (2007) engaged in comparison of the number of elements incorporated 

into 7 popular and frequently selected educational packages. In general it can be stated that the 

compared packages differ in terms of number and subject of the included materials addressed to 

pupils. Over the years the offers of publishing houses were expanded. Three packages were 

indicated particularly often which consist of: 73, 68 and 59 basic and additional elements for 

pupils as well as 46, 107 elements (63 printed components and 44 video components) for teachers 

including 38 compilations for early school education teachers. The components for pupils apart 
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from several volumes of textbooks included work sheets, writing exercise books, required reading 

exercise books, counting exercise books, expanded exercise books for talented and skilled pupils 

and the exercise books for consolidating material for pupils with difficulties with learning, work 

sheets for reading comprehension exercises, required reading summaries and homework exercise 

books. The materials prepared for teachers were equally impressive and consisted of, apart from 

lesson scripts including distribution of contents of education, e.g. descriptive evaluation sheets, 

pupils' achievements tests, dictation exercises, method guides for required readings, method guides 

for European education, method guides for didactic-compensatory classes, drama interpretations 

of required school readings and the guide for parents of the first grade pupils. Even a superficial 

analysis of the contents of the textbooks indicated their unification, frequent instances of infantilisation, 

preserving stereotypes far removed from the modern interpretation of the world as well as the 

schematization of pupils' activity. The materials for teachers were characterized with methodic 

instrumentalism encouraging intellectual passivity and pedagogic reproductiveness. 

 In the instance of constructing textbooks in such instructional manner the fact of prof. 

E. Gruszczyk-Kolczyńską calling the early school education “paper education” based on meticulously 

and frequently uniformly plowing through the subsequent pages of the textbook and work sheets 

in order, is not surprising. Treating a textbook as the primary source of knowledge results in 

fetishizing a textbook and makes it impossible for an average pupil to develop independent thinking. 

In search for the causes of such a state of affairs Z. Zbróg (2005) has determined that 

the attachment of a teacher to working with a textbook is the result of fear of criticism on the 

part of the school board and pressure of parents who are enforcing full completion and exhaustion 

of all the purchased learning materials. 65% of the surveyed parents held to the belief that not 

exhausting textbook material, leaving certain parts of a textbook not completely filled in, is the 

evidence of the lack of teaching competences, improper organization of classes and the classes 

not being up to standard. The author of the research claims that the reason behind substituting 

the work of teachers with textbooks is the lack of teachers' reflection on the purposefulness of 

their actions, lack of knowledge concerning facilitating comprehensive development of children 

and the manner in which children construct their knowledge. 

 The selected areas of education are also the subject of the analysis of the early school 

education textbooks. The object of the research conducted by K. Gąsiorek (2007) was to determine 

the degree of clarity of the texts contained within the Grade I-III textbooks from the point of 

view of the recipients these textbooks were designed for. The meticulous calculations concerning 

the readability indicators allowed establishing that not all texts presented in the textbooks can 

be deemed readable and thus make it more difficult for children to acquire language competences. 

  In turn A. Korzeniowska (2007), in her analysis of the questions and instructions used 

in three series of integrated education textbooks, has determined that the majority of the instructions 

in the textbooks has the character of a command and was formulated in imperative. Interpreting 

these results the author believes that such construction is supposed to, on the one hand, spur pupils 

on towards executing certain actions but, on the other hand, this construction may facilitate 

developing improper language habits reinforcing strongly imperative forms and eliminating 

more polite forms. 

 For particularly contemplative teachers the initial studies of B. Pawlak (2013) may prove 

particularly interesting as they concern the search for the criteria of the order of introducing letters 

used by the authors in 4 textbooks for Grade I. B. Pawlak, referring to the proposition of B. Racławski, 

isolated the following criteria: phonetic, orthographic and graphical; B. Pawlak also considers 

the thematic criterion to be significant. Compiling the collected material the author determined 
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that only a singular textbook takes into consideration the orthographical criterion of introducing 

letters, in the remaining textbooks this criterion remained unresolved. The thematic criterion is 

related to the selection of the words which accompany introduction of a letter, e.g. foreman – 

effect, river – Andrew, cat – catastrophe, and working towards integration of the educational 

content. The presented examples allow us to observe that combining them into a singular or 

two at most thematic areas presents itself as an exceedingly difficult task. The more thorough 

analysis of the entirety of the issues proposed by the authors of the Grade I textbooks also confirms 

such distribution of contents – which according to B. Pawlak is not beneficial, or even is damaging 

for the process of integration of education (2013, p. 531). 

 The analysis of textbooks used in years 2008-2009 in terms of mathematical education 

was undertaken by Z. Semadeni. The results of the studies allowed indicating several disturbing 

phenomena including: 

− an enormous number of books per a single pupil in a single package; 

− excess of visual information on covers, difficulties with determining the structure of 

the package; 

− insufficient assistance in terms of pre-activity thinking; 

− inclusion of contents which are not required by curriculum without providing information 

that such material is optional; 

− inclusion of tasks/exercises with level of difficulty far exceeding the capabilities 

of pupils at this stage of education without marking them as “difficult”; 

− use of general instructions, e.g. “Use the formula to calculate”, commanding a pupil to 

copy a pattern; 

− overuse of arrows with various meanings (quoting: Pawlak, 2013). 

A. Jakubowicz-Bryx (2013) engaged in the studies concerning formation of pro-ecological 

knowledge of Grade I pupils on the basis of two different textbooks. The author created a descriptive 

analysis as the result of which she established that the contents of these textbooks significantly 

influence formation of pro-ecological attitudes. New terms are introduced through words as 

well as images and the textbooks observe the rule of increasing difficulty and complexity gradually. 

The illustrative material consists of drawings and pictures which reflect the real shapes and colours 

of the world surrounding a child. In one of the textbooks the author has noticed an illustration 

distorting the actual image of the environment but she did not notice substantive errors. The 

author emphasized that the analyzed textbooks include tasks which require not only reading, 

listening but also engaging in activity and, furthermore, the nature-related contents are seamlessly 

and legibly combined with other areas of education such as: Polish language, music, arts and 

even mathematics.  

Another area for exploration of textbooks has been for years related to the issue of developing 

critical thinking of younger pupils. For a modern man living in a world with free access to various 

media this competence is crucial. The very term constitutes the principal goal of the transformative 

learning directed at changes and stems from the Dewey's school of reasoning. Critical thinking 

is related to the attitude of skepticism which encourages individuals to challenging established 

facts, debunking, questioning ideas and premises and not accepting them without reservations. 

The studies undertaken by I. Czaja-Chudyba (2006) had the object of identifying the instruction 

which facilitates development of inquisitiveness and the attitude of doubting, searching for 

alternatives or debating contained within 3 sets of textbooks, work sheets and exercise books 

for pupils of Grades II and III. On the grounds of the analysis of 6793 instructions the author 

has determined that only approximately 6% of all the analyzed materials pertained to or contributed 
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to development of critical thinking. The tasks pertaining to judging correctness, conduct and 

possibility were rather frequent whereas the tasks pertaining to individual evaluation were rare. 

The other categories were: searching for causes and explaining them in own words, determining 

own wishes and preferences, searching for alternatives. More rarely tasks encouraged pupils to 

search for information in various sources or to provide explanation of meaning and justification; 

the tasks stimulating doubts, searching for consequences or encouraging redefinition of problems 

were the rarest. In conclusion of the performed analysis the author states that: 

 

tasks and instructions activating critical thinking of children are extremely rare. 

It results in the situation in which a teacher basing his work on these didactic 

materials as well as a child using them do not learn to interpret, doubt and search 

for the sources of information. Not only does the information conveyed through these 

materials display excessive encyclopedism but even more disturbing is the fact 

that individual tasks through which this knowledge is acquired and processed 

are based on schematism, algorithm and receptiveness (Ibidem, p. 297). 

 

In reference to the experience of Germans in the field of analyzing textbooks E. Zalewska 

(2009) recommends examining textbooks through the lens of their informational, pedagogic 

and political functions as well as their socializing potential which is to be understood as the space 

of varied meanings, attitudes, symbols and values. It means that in selecting a textbook we should 

consider the image of the world presented by the authors. On the grounds of the analysis of 

7 series of textbooks for grades I-III the author cautions about the monodiscoursive vision of 

the world expressed in the act of shaping a pupil in accordance with the adopted patterns and 

presenting a school as an institution which plays only a positive role in the education and development 

of a child. The author indicates the idealistic vision of the world devoid of contradictions, multi- 

-dimensionality and conflicts and based on the bipolar version of reality. The author notices the 

one-dimensional patterns of social roles e.g. stereotypical images of family members, dominance 

of the technical aspect of forming pupil's competences and marginalizing the critical and creative 

aspect, as well as the transmissive-reproductive strategy of teaching and learning based on the 

premises of behaviourism. It is recommended when selecting a textbook to contemplate the topicality 

of the presented goals and the proposed subject matter, search for complementarity and complexity 

of the holistic view of the world devoid of reductionism, schematism or superficiality of the discussed 

subjects, marginalizing certain issues due to their low rank in the hierarchy of contents significant 

for education, disintegration of contents expressed as the liberal associations or the regressive 

character of the diachronic order in terms of content resulting from not applying the rule of increasing 

difficulty gradually in relation to the educational material, in the subsequent classes. 

 Worthy of attention are also the latest results of the studies of textbooks in both the 

conventional aspect (functions, texts and extratextual components in the area of language, 

mathematics and nature) and the analytical-discourse aspect (socializing potential and source 

of knowledge concerning the world). An analysis of 3 educational packages was conducted by 

A. Szyller (2018) who complemented it with opinions of grade III pupils concerning the role 

and usefulness of the textbooks in education and the experiences of children related to the use 

of textbooks in the educational practice. Taking into consideration opinions of pupils is very 

valuable as pupils themselves are recipients and main users of the developed educational materials. 

As a result of diligent and expanded analysis the author indicated a number of positive and negative 

substantive and didactic aspects and illustrated them with book examples. In summary the 
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author states that evaluating textbooks unequivocally is impossible because textbooks contained 

both pro-development tasks, e.g. divergent, creative, alluding to personal knowledge of a pupil 

and inspiring a pupil to research independently as well as the tasks which were obliterating the pupil's 

potential and were not taking into consideration the pupil's capabilities e.g. language mistakes, 

incomprehensible instructions, meaningless tasks and tasks demotivating pupils to learning. 

A. Szyller considered the lack of realization of the transformational function and neglecting 

the research-motivational function in the packages as a serious reservation; it clearly indicates 

the transmissional character of the premises underlying the conception of textbooks. On the ground 

of the examination of instructions and tasks the author strongly stated that: 

 

The character, type and level of difficulty of the tasks presented in the textbook 

may also telegraph the attitude of authors of textbooks towards pupils and authors' 

opinion on pupils. Analyzing the modern textbooks it can be stated that this attitude 

is at least dismissive. The authors and publishers of the educational packages are 

going back in time, they do not adapt their offer of textbooks to the needs and 

capabilities of the contemporary pupil, which are changing under the influence 

of social and cultural transformations (Szyller, 2018a, p. 162). 

 

The opinions of pupils, the majority of which were not in favour of textbooks, deserve 

a discussion, even if a brief one. In formulating their opinions on the progress of integrated education 

children indicated that it is obligatory on the school grounds, complained about neglecting such 

activities as: arts and crafts, music or physical education and computer classes. They also suggested 

the methods of learning such as: conversation, discussion, direct experiences and referring to 

own experiences, learning through spontaneous, organized and scientific play as well as learning 

through contact with nature, carrying out observations and experiments as well as creating constructions 

and projects. 

Pupils are noticing the unified education which does not respect individual needs of children 

and does not allow for independent decisions concerning what and how to learn. Children complain 

about the excess of homework consisting of catching up with the textbook material not realized 

during classes and the excessive verbalism in school. 

Pupils display ambivalent attitude towards textbooks. They accept: knowledge-forming 

texts, current and pragmatic topics related to the context of their experience, e.g. with the calendar, 

celebrated holidays, as well as the variety of forms of expression, e.g. cartoons, interviews, 

demonstrativeness of the presentation of information as well as repetitions and consolidation 

and summaries of contents which help pupils in learning, Children prefer creative activities, solving 

crosswords, word puzzles, riddles and other forms of activity which require thinking, decoding 

information or containing an element of mystery. Pupils prefer group activities to collective learning. 

Among the issues requiring improvement pupils listed, among other issues, excessive 

number of books in educational packages, chaotic nature of contents and lack of integration, infantility, 

triteness, stereotypical character, repeatability as well as worthlessness of certain parts of content, 

excess of tasks assigned to one skill as well as lack of fictionalization of the texts of readers which 

some pupils consider dull. Speaking on the subject of textbooks pupils assess negatively imposing 

restrictions upon them during written assignments, inability to choose the manner of solving 

mathematical tasks or the meaninglessness of certain tasks, for instance writing out the entirety 

of calculations during mathematics classes, cut-out tasks, colouring tasks, filling in word gaps 

in sentences. They experience shortage in the area of analyzing poetry. Among the neglected 
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subjects pupils indicated: sport, anatomy, health and human body, multicultural aspects of traditions, 

customs, religion and character qualities of people from various corner of the world. Pupils desire 

pragmatic knowledge from the fields of chemistry, physics, technology, robotics; are interested 

in inventions, geology, geography, natural phenomena, history, politics and science fiction subjects. 

Pupils did not shy away from tackling difficult subjects such as: death of relatives, disorders and 

disabilities, arguments between parents, racial differences, poverty or migration of Poles. The 

opinions on the last issue divided the respondents into supporters of discussing these subjects 

in school due to their importance, topicality and closeness to real life issues and opponents who 

suggested home and family as the place and circle for discussing such subjects. 

In summary of the opinions given by pupils it must be stated that these opinions are 

consistent with the modern theory of learning and the very respondents know better than their 

teachers how they would like their education to look. 

 In conclusion of the conducted review of the studies concerning the early school education 

textbooks it must be emphasized that these studies cover a wide spectrum of issues and present 

varied degree of penetration of the subject. The analyses primarily cover the conventional methodological 

approach based on the post-war pedagogic ideas. The modern approach, more adequate for the 

interpretative-constructive or transformative theories of learning was proposed by E. Zalewska. 

The work of A. Szyller combines both research approaches although the conventional approach 

is dominant. The results of the empirical inquiries conducted through various methods are critical 

towards the authors of textbooks, publishers and reviewers. Despite numerous shortcomings, 

errors and faults in the practice the excessive fetishization of textbooks can be observed which 

should be acknowledged as the main source of the problems of Polish education. The dominant 

focus on textbooks directs the process of education towards the skills important in the XIX century 

and at the beginning of XX century, which Cz. Kupisiewicz refers to as the 3R: Reading, wRiting, 

aRytmetic. 

 

Old and new media as an inspiring alternative to textbooks 

 The use of traditional and modern teaching aids, commonly referred to as media, constitutes 

an important factor in organization of education and its effectiveness. According to W. Strykowski 

(2003) media is a broad term covering teaching aids, demonstrative aids, didactic aids as well 

as mass media and information technologies. A medium is an intermediary in relaying information 

between the sender and recipient and if it is used in the process of education it becomes an 

educational medium.  

 In case of education media consist of various items, devices and materials as well as institutions: 

radio, television, the Internet, which enable accessing information or passing information from 

sender to recipient in the form of messages constructed from words, images and sounds (Strykowski, 

2003, p. 27). 

Works on the subject propose different divisions of educational media. B. Niemierko 

(1996) divides them in terms of interactivity to: natural passive, e.g. landscapes, live and fabricated 

specimen; passive low-simulationist, e.g. texts, images, theatre performances, films, radio shows; 

passive high-simulationist, e.g. word and graphical symbols, graphical models, books and school 

textbooks, and to interactive natural, e.g. musical instruments, live culture specimen, craft tools; 

interactive low-simulationist, e.g. cameras, models with movable parts, school farms; interactive 

high-simulationist, e.g. didactic games, computers, software.  

 

 



48 

The most popular form of classification is division into simple, single-element, and 

complex, multi-element (technical) media. 

An interesting division of media in terms of their source was proposed by R. Meighan 

(brw). “First hand” means of learning are the media which are used by pupils to search and process 

information independently, they create their own textbooks, participate in various simulations, 

create slides, TV programs, exhibitions. “Second hand learning” consists of using the information 

contained in films, books, TV programs or standard classes to learn. “Third hand” experiences 

are information obtained from textbooks and problem studies (Meighan, brw, p. 52). 

Development of modern information technologies led to digitalization of culture in many 

areas of social life, in both macroeconomic areas (commerce, medicine, art, economy, science 

etc.) and in the ways of spending leisure time, engaging in social contacts or, ultimately, obtaining 

information. Education answered to development of digital media by developing the theory of 

connectivity described as a concept of online learning. 

Current corona-virus pandemic which enforced rapid introduction of remote education 

using web and the Internet itself, along with its various educational platforms, is now a liaison between 

teachers realizing classes and pupils. 

In search for the alternative to extra-textbook learning, the grade III children participating 

in Szyller's studies (2018) indicated various sources for obtaining information. Among these 

there were books, magazines, textbooks created by teachers and pupils, propositions of using 

simple objects from the nearest surroundings and introducing didactic card and board games 

into the process of education. The postulate for classes conducted through the use of modern media, 

educational films, tablets, computers or interactive blackboards was also prominent.  

Strong implications of the theory can be observed in children's statements. Multimedia 

displayed enormous potential and became not only the unrestricted source of information but 

they also serve as an alternative to teachers. The threats of anonymous and unrestricted access 

to the Internet must also be taken into consideration. For this reason, being aware of the importance 

of the use of simple, manipulative teaching aids in the didactic process, we may be tempted to 

claim that by organizing classes for younger pupils we must take into account the hybrid sources 

facilitating the process of learning. By contemplatively and intentionally adopting various − simple 

and technical − media or well thought − out textbooks or their elements we will be able to help 

to satisfy the cognitive inquisitiveness, interest and provide children with positive motivation 

and by the same token we will make the process of acquiring knowledge easier. 
 

Conclusion 

 The modern early school education requires changes. One of the main reasons behind 

its low quality is the excessive attachment of teachers to the textbook-based education methods 

consisting of giving information and exercises only rarely activating pupils during classes and 

using interactive boards in well thought-out manner. 

Redirecting the reasoning from textbook-based teaching towards considering pupils 

− and their development, potential and needs – as the most important subjects of stimulation for 

the purpose of independent and group learning, we should replace the 3R education with 3EX: 

EXploring, EXpressing and EXchanging (Kupisiewicz 2006). 

I recommend the following series of books, different than the ones presented in method 

guides, as the alternative sources of inspiring research: 
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PATRZĘ. PODZIWIAM. POZNAJĘ (I SEE, I ADMIRE, I LEARN) – is a series of popular 

science books published by Arkady publishing house in years 1990-2005 in Warsaw. It is an 

album publication consisting of nearly 70 titles from the field of natural sciences (e.g. Butterflies, 

Birds, Plants), geography (e.g. Africa, Cosmos, Hurricanes and tornadoes), social sciences 

(e.g. Spies, Salvage Services, Inventions). 

Młody Obserwator Przyrody (Young Nature Observer) – is a series of books published in 

years 2010-2012 by Oficyna Wydawnicza Multico from Warsaw which received Edukacja 

XXI award. It combines play and learning. The contents of each volume consist of beautiful 

pictures, interesting information, questions for independent deliberation as well as exercises, 

and quizzes. The series consists of 24 titles incl. Ecology, Nature 2000, Amphibians and reptiles, 

Birds of lakes and rivers, Protected plants, Animal tracks. 

MYSTERIOUS ANIMALS – are a proposition of Wydawnictwo Dolnośląskie from Wrocław 

published in the Nineties. The books have the album format and are devoted to popular science, 

describe and illustrate in an interesting manner the life of prehistoric and modern fauna living 

in ecosystems in Poland and around the world. This series allows readers to learn about numerous 

interesting species of animals, their habits and interesting facts about them. Examples of available 

titles: House cats, Monkeys. From a dwarf to a giant, Amazing fish, House dogs, Secrets of small 

mammals, Nocturnal animals. 

 

Websites for children which can be used during classes and in leisure time: 

− http://fdn.pl/kursy/; 

− http://matematykadladzieci.pl; 

− www.anglomaniacy.pl/; 

− www.dyktanda.net/; 

− www.edukacyjne-gry.pl; 

− www.sieciaki.pl; 

− www.tuxpaint.org/; 

− www.wierszedladzieci.pl; 

− www.zygotebody.com/. 
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PRESCHOOL CHILDREN’S ENGAGEMENT  

IN STRUCTURED PHYSICAL ACTIVITY 
 

 
Summary 

The paper presents the results of research that aimed to explore preschool children’s engagement 

during structured physical activity, and to find in which phase of the structured physical activity the children 

are most engaged.  

The research results, obtained on a sample of 25 middle-group children, show that the children 

were optimally engaged in structured activities which included dance activities and movement games. 

The children’s engagement largely depended on their motivation induced both by the contents and the 

teachers. Since the peak of motivation in the dance activity was based on individual success with no 

competitive element, the children persevered longer and tried harder to learn the given choreography. 

Related to the contents of the movement game, the children’s engagement in the introductory phase of 

this activity yielded better results than in the introductory phase of the dance activity, with a complete 

turn of events in the central phase, when the dance choreography motivated children more and gave better 

results than the central phase of the movement games. It can be concluded that children’s engagement 

in the movement games was dependent on the success, that is, victory or defeat in the game set. If the 

child is not successful in a movement game, their motivation drops and so does their overall engagement 

in the game.  

The child’s gender did not significantly influence the level of their physical engagement during 

the structured physical activity. Results show that girls were slightly more engaged in dance activities, 

while the movement games were dominated by the competitive spirit, regardless of the gender. Thus, 

it can be concluded that the driving force of a child’s engagement in both types of structured activities 

is motivation, as well as success in the task performance.  

 

Key words: engagement, physical education, preschool children, structured activity. 

 

 

Introduction 

During the early childhood, physical activity is one of the essential needs of the child. Children 

have a constant need for movement and play, and through such activities they develop psycho- 

-somatically. The National Association for Sports and Physical Education (NASPE) recommends 

that preschoolers engage in minimum 60 minutes of physical activity daily (Clarke et al., 2002). 

It is generally believed that young children can meet these recommendations through free play, 

however there are certain indications that it is necessary to implement structured movement 

(motor) activities in order to achieve optimal development of the preschoolers (Tucker, 2008).  

It is well-established that structured physical activity leads to positive effects on physiological 

and psychological characteristics of school children (Strong et al., 2005). On the other hand, for 

preschoolers, the effect of structured physical activity is often neglected. One of the reasons of 

such trend was a general opinion that children at that age are sufficiently physically active 

(Timmons et al., 2007). However, recent studies point out that there is a problem of increasing 

obesity and sedentary behaviour in children aged 2-6 years (Tucker, 2008; Marie et al., 2013). 

In a systematic review, Tucker (2008) concluded that nearly 50% of preschool-aged children 

(2-6 years) do not engage in sufficient physical activity. Furthermore, Lin et al. (2016) reported 
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that as many as 90% of Taiwan preschoolers do not follow the recommendations related to 

participation in physical activities prescribed by the National Association for Sports and Physical 

Education. Lack of time spent in physical activities leads to reduced motor skills (Holfelder, 

Schott, 2014; Santos et al., 2016), which are the basis for efficient movement in adulthood 

(Džinović, Pelemiš, 2016). Also, there is a connection between developed motor skills in preschool 

age, with engagement in physical activities and the prevalence of obesity during adolescence. 

Children who have adopted proper movement habits will later participate in physical activities, 

which certainly have a positive effect on overall health (Robinson et al., 2015). In that context, 

proper planning, dosing and selection of motor activities are essentials in order to promote 

optimal morpho-functional development of a child, and later an adult. Special attention should 

be paid to the selection of a movement programmeme itself, as children's motor engagement may 

vary according to the type of physical activity.  

Probably the most utilized activity in preschoolers’ physical education is movement games, 

which are highly effective in improving basic motor skills (Kojić, 2016). Apart from movement 

games, dance activities could be a useful tool in preschool curriculum. Dancing themes are always 

accompanied with music and listening to music has a positive effect on psychological factors 

during physical activity (Mohammadzadeh, Tartibiyan, Ahmadi, 2008). Also, implementing 

dance contents promotes significant improvements in motor abilities (Alpert et al., 1990) and 

can be very productive, especially for young females (Oja, Jurimae, 2002).  

In adddition to that, introducing modern technologies and non-traditional equipment 

in the curriculum of physical education can contribute to a greater level of interest and motivation 

of preschool children in both competitive and relay games as well as individual motor activities. 

The characteristics of the external environment have a positive effect on the level of children’s 

physical activity, where green areas and playgrounds contribute to a longer duration of physical 

activity (Boldemann et al., 2006). Children of more active parents and those who spend more 

time outdoors are also more physically active (Hinkley, Crawford, Salmon, Okely, Hesketh, 2008). 

Based on the observation of traditional physical activities with preschool children, we 

may notice a decrease in children's interest in organized motor activities, their inactivity, and 

unwillingness to participate in games and exercises. Motor activities should be purposeful and 

need to correspond to the experience, interests, desires, and functional capabilities of preschool 

children. The contents of the movement should be rational, based on the optimal ratio of different 

types of activities, aimed at the development of mental, spiritual and physical abilities, taking 

into account the age and individual characteristics of children. Constant monitoring is required 

to meet such conditions. One of the most important areas of preschool teachers’ expertise is 

the methodological management of the physical education syllabus fulfilment based on a range 

of factors. First and foremost, it includes the analysis of children’s engagement and amount 

of activity while performing different tasks. The form in which the monitoring of children’s 

engagement is applied mainly coincides with the children’s activity in different areas of physical 

education, the change of their engagement in physical activities depending on the children’s 

physical fitness, their own and their teachers’ motivation, but most of all depending on the children’s 

interest. Apart from providing feedback, the obtained results will enable comparisons with the 

planned outcomes, i.e., aims, which, in turn, would open the possibilities for direct monitoring 

of every child’s progress and assessment of the level of acquired physical contents that make part 

of the physical education syllabus.  

 

 



53 

Previous research 

Palmer, Matsuyama & Robertson (2016) investigated preschoolers’ (n=87, 4.7±0.5 years) 

engagement during free play and during structured movement programme. The structured 

movement programme consisted of dance-based activity, a variety of motor skills exercises 

and movement games. All sessions lasted 30 minutes and physical activity was determined using 

the accelerometers. They found that children in structured movement programme demonstrated 

an average of 15 minutes more time spent in light to vigorous physical activity compared to 

children who played freely.  

Shen et al. (2013) examined seasonal variation from autumn to winter in the physical 

activity among preschoolers (n=60, 3-5 years). The engagement in physical activity was measured 

via accelerometers during the preschool time and during the after-school or weekend time. The 

results indicate that overall physical activity level declined in winter, however only during 

no-school time. On the other hand, during school time, the level of physical activity was equal, 

regardless of the season. These results point to the importance of preschool institutions in maintaining 

the optimal dosage of children’s physical activity level.  

Jakson et al. (2003) compared the level of physical activity between preschool boys and 

girls (n=104, 52 boys, 3.7±0.4 years). The physical activity level was assessed using accelerometers 

over 3 days. After 1 year, the measurement was repeated for 60 children (30 boys). The main 

results indicated that boys were significantly more active than girls and that total activity increases 

after 1-year period, for both genders. 

Vazou et al. (2016) investigated the influence of a 12-week structured movement programme 

on the physical and psycho-social outcomes with preschool children (n=27, 4 years). They found 

that movement intervention positively affected the children’s perceived competence, which was 

related to higher motor engagement during the movement programme. These results indicate 

that success in performing motor tasks is one of the main drivers of the child's engagement in 

physical activity. 

Janković (2013) points out that children's motor engagement varies between different 

phases of physical activity (introductory, preparatory, main and final phase). On a sample of 

166 children, the results showed that during a 30-minute period of physical activity, the children’s 

motor engagement was 17 minutes, and that the engagement was at its peak during the preparatory 

phase (22.9%), while it is the lowest in the main activity (5.7%). 

Marković & Višnjić (2016) investigated preschoolers’ motor engagement during the 

performance of dancing and movement games contents in each phase (i.e. introductory, preparatory, 

main and final phase). The time of the engagement was measured by random choice of one of 

the children, who was monitored during the structured activity. The main results indicated that 

the total dance contents elicited 18 seconds longer engagement compared to the movement games; 

however this was not statistically significant. During the introductory and final phase, the children’s 

engagement was longer related to the dance contents, while movement games provoked greater 

engagement during the preparatory and main phase.  

Marković et al. (2017) examined the influence of athletic, gymnastic and dance contents 

on the preschoolers’ motor engagement during each phase (introductory, preparatory, main and 

final phase). They found that the total motor engagement with the athletic and dance contents 

was higher compared to gymnastics. Also, during the preparatory and main phase, the greatest 

engagement was observed with the dance contents, while elements of athletics were more efficient 

during the introductory and final phase. The authors concluded that athletic and dance activities 

influence preschoolers’ motor engagement more positively than gymnastic contents.  
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Sharma, Chuang, Skala, Atteberry (2011) showed, by using the SOFIT protocol on a sample 

of children aged 3-6 years, that about 77% of the time measured was spent in light physical activity, 

and the rest of the time in moderate and intense activity. This study found that physical activity 

was more intense when the children were outdoors than when they were indoors (about 45% of 

outdoor time was spent in physical activities, from moderate to intense, and indoors about 13%). 

 

Methodological framework 

In the literature, research examining the involvement of preschool children in organized 

structured activities is scarce, and one of the main factors in the proper growth and development 

of children is physical activity, about which there is little empirical data; therefore, physical activity 

of preschool children is largely unexplored. 

There is no perfect way to obtain data on physical activities, because no measuring instrument 

meets all the above criteria at the same time. The ideal measuring instrument or method should 

be accurate, precise, objective, easy to use, unaffected by the subject's activity, and should also 

allow continuous and detailed monitoring of motor movement, be socially acceptable and applicable 

to a large sample of subjects (Livingstone, Robson, Wallace, McKinley, 2003). 

However, if more well-designed research is introduced into the practice of preschool 

education, it is possible to obtain quality data that can eventually lead to appropriate conclusions. 

The best way to collect data during structured activities is by direct observation because, in 

addition to data on children's motor engagement, data can be collected on the type of activity, 

work intensity, social and pedagogical context, etc. In addition, other instruments (pedometer, 

accelerometer and heart rate monitor) can be used, but the purpose of their use should be to 

supplement the discussion of the results obtained by direct observation (Janković, 2016). 

The research problem refers to the analysis of children's engagement in structured physical 

activities. In other words, it was necessary to apply the test of children's engagement in physical 

activity to determine which contents and in which parts of the activity engage children the most. 

The research objective was getting a clear picture of the engagement of middle-group 

preschool children in structured activities of different contents. What is a very important indicator 

of structured activity is children’s active movement, i.e. their direct engagement in the activity. 

Therefore, the aim of the research was to collect data that would help determine the engagement 

of middle-group preschool children in structured physical activity. The subsidiary aims were 

related to obtaining data on children's engagement by phases of activities, and on the contents 

which engage children more (movement games or dance activities). 

Based on the set aims, the structure of the research was defined, with the following research 

tasks:  

− to prepare and apply suitable structured physical activities in a preschool institution 

(dance activities and movement games), 

− to measure and record chronometric values of children’s engagement in structured 

physical activities (dance activities and movement games), 

− to determine the level of children’s engagement in a structured physical activity by 

its phases, 

− to determine if there is a connection, and of what kind, between the type of the 

structured activity and the level of children’s engagement, 

− to draw adequate conclusions based on the obtained results. 
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The following hypotheses were proposed for the needs of the research:  

H1 – it is assumed that children are optimally engaged and will be able to successfully complete 

the structured activities (dance activities and movement games); 

H2 – it is assumed that there are differences in children’s engagement between structured physical 

activities (dance activities and movement games) related to activity phases (introductory, preparatory, 

main and final phase); 

H3 – it is assumed that children’s engagement is closely related to the type of the structured 

physical activity;  

H4 – it is assumed that the child’s gender does not affect the level of children’s engagement 

during a structured physical activity. 

 

Since our goal is acquiring new information and knowledge necessary for practical 

application in preschool physical education, this is classified as applied research. The monitoring 

of physical engagement was performed in a preschool institution gym, so according to the nature 

of scientific research, it is empirical, and in terms of duration – it is transversal. Prior to the start 

of the research, a written consent for conducting it was sought from the management of the 

preschool institution, an oral consent of the preschool teachers who lead the kindergarten group 

and a written consent of the parents for their child to participate in the research. 

For the purposes of the research, the following instruments were used: a) the test of measuring 

the children’s engagement in the physical activity according to its structure (Appendix 1); b) the 

protocol for observing children during the activity; and c) a record sheet for recording the data 

during each stage of measurement (Appendix 2). The dynamics of children's engagement were 

analyzed and assessed by monitoring the recorded values of chronometric measurement, as 

a reliable indicator of the level of children’s physical engagement during the observed targeted 

activities. 

The research was conducted in the school year 2019/2020. The target group of the research 

are 4-5 years old (middle-group) children from preschool institution “Blue bird”. The sample 

included 25 participants – 14 girls and 11 boys. 

 

Results and discussion 

As already mentioned, a total of 25 children, 11 boys and 14 girls, participated in this 

research. The two observed activities were divided into four phases (introductory, preparatory, 

main and final), with a total duration of 30 minutes per activity. The introductory phase lasted 

5 minutes, the preparatory 7 minutes, the main 14 minutes and the final 4 minutes. 

Based on each child’s individual results of engagement, the statistical value of the cross-

section, and the arithmetic mean, we generated the average values of children’s engagement in 

the physical activity in the movement game and dance activity areas (tables 1 and 2). 
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Table 1 

Descriptive statistics for each phase during the movement game activity 

Phase Min Max Mean Sd 

Introductory (s) 196.0 512.0 310.3 101.2 

Preparatory (s) 176.0 508.0 311.6 101.9 

Main (s) 404.0 813.0 577.8 133.93 

Final (s) 73.0 243.0 153.12 53.93 

Total (s) 938.0 1988.0 1353.8 320.2 

 

Table 1 shows that the average motor engagement of children during the movement game 

in the introductory phase was 310.3 seconds (5 minutes and 10 seconds), in the preparatory phase 

311.6 seconds (5 minutes and 11 seconds), in the main phase 577.8 seconds (9 minutes and 

37.8 seconds), and in the final phase 153.12 seconds (2 minutes and 33.12 seconds). The total 

average engagement of children in the structured physical activity conducted in the area of 

movement games is 1353.8 seconds (22 minutes and 33.8 seconds). The obtained results show 

that about 80% of the children were engaged in the total duration of the structured activity. 

A previous study conducted with children of an average age of four and a half years showed 

that out of the planned 30 minutes, activities lasted 24, and the children were motorically engaged 

9.46 minutes (Ružić, Marincel, Runjić, 2006). The maximum and minimum score, as well as 

standard deviation are also shown in tables 1 and 2. 
 

Table 2 

Descriptive statistics for each phase during the dance activity 

Phase Min Max Mean Sd 

Introductory (s) 79.0 256.0 144.0 42.1 

Preparatory (s) 114.0 381.0 245.0 60.9 

Main (s) 601.0 1009.0 879.4 107.4 

Final (s) 67.0 211.0 133.7 47.8 

Total (s) 866.0 1771.0 1402.5 225.1 
 

When we look at the structured physical activity performed through the dance activity 

(table 2), we can see that in the introductory phase, the engagement of children through different 

types of movement is 144.0 seconds (2 minutes and 24 seconds), in the preparatory phase 

245.0 seconds (4 minutes and 5 seconds), in the main phase 879.4 seconds (14 minutes and 39.4 

seconds), and in the final phase 133.7 seconds (2 minutes and 13.7 seconds). The total average 

engagement of children in the structured physical activity that was conducted through in the 

area of dance activity is 1771.4 seconds (29 minutes and 31.4 seconds). The obtained results show 

a high average value of motor engagement, which can be explained by the higher motivation 

for the performance of the activity contents, as well as a longer duration of the activity itself. 

As the key part of this research was related to testing the accuracy of the proposed hypotheses, 

we may conclude the following:  

The first hypothesis (H1), which assumes that children are optimally engaged and will 

be able to successfully complete the structured activities (dance activities and movement games) 

has been confirmed. The total average engagement of the children in the structured physical 

activity conducted in the field of dance was higher than the engagement of the children in the 

performance of movement games. Therefore, by applying different contents within structured 

physical activities, different results for the total motor engagement appear, since higher or 

lower scores are achieved due to the application of different contents. 
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The second hypothesis (H2) assumed that there are differences in children’s engagement 

between structured physical activities (dance activities and movement games) related to the 

activity phases (introductory, preparatory, main and final phase). When looking at the obtained 

values in children's motor engagement between the movement games and the dance activities 

for each phase, there are certain diffrences, although not statistically significant (table 3).  

In the introductory phase of the movement games children are more engaged than in the 

introductory phase of the dance activities. It was noticed that there was a lot of restraint on the 

part of the boys in getting involved in the dance choreography, as opposed to the movement games, 

which motivated them.  

In the central part of the structured activity, there was a greater involvement of children 

in dance activities. The choice of songs and choreography motivated the children to persevere 

in repetitions and successfully master the tasks. The girls dominated here as well, as they did 

in the introductory phase of the dance activity, especially those who are already active in dancing. 

This result corresponds to the previous findings of Oja & Jurimae (2002), who found greater motor 

engagement in dance contents for young girls than boys. Nevertheless, after some time, motivated 

by the positive atmosphere, laughter and encouragement from their teachers, the boys also actively 

participated in learning the choreography. When performing the central part of the movement 

games, the children were motivated by personal success (victory or defeat in the game), which 

contributed to a certain number of children losing interest after one failure, and this was reflected 

in the results. Similar findings were obtained in a previous research, which reported greater 

engagement of children who successfully performed the given motor task (Stodden et al., 2008; 

Vazou et al., 2016). This indicates that perceived competence is one of the main drivers of the 

child's engagement in physical activity. 

In the final phase of the activity, the children were more engaged in the performance of 

the movement games, which is explained by the choice of content. The children were motivated 

by the interesting rules and the way they move during the game, so the children's engagement 

in the final phase was greater in the movement games than in the dance activities. 

While assessing the children’s engagement in each individual phase of the structured 

activities, it was observed that in the introductory and preparatory phase, the children were most 

engaged in the movement games. Conversely, in the main part of the activity, children’s engagement 

was higher during dance contents compared to movement games. This finding indicates that 

the interest of the children fluctuated depending on the performed activity. 

Given that the third hypothesis (H3), which assumes that children's engagement is closely 

related to the type of the structured physical activity is also confirmed, we can conclude that children's 

engagement is optimal when, in addition to its main parameters (volume, duration, intensity), 

the choice of the content is harmonized with children’s interests. Besides that, when planning 

children’s engagement in structured physical activities, and, therefore, a successful and efficient 

fulfilment of physical education contents, the factors to bear in mind are: presence of interest in 

performing the activity; providing good atmosphere that enables cooperation and prospects of 

success; assistance only in extreme cases, i.e. if the child asks for it; all activities, if possible, should 

be conducted outdoors, or if not, then in a sports gym which fulfills all the hygienic (sanitary) 

conditions.  
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Table 3 

Differences in children’s motor engagement between the movement games and dance activities for 

each phase (mean ± standard deviation) 

Phase Movement games Dance activities t p 

Introductory (s) 310.3±101.2 144.0±42.1 7.573 0.000 

Preparatory (s) 311.6±101.9 245.0±60.9 2.800 0.008 

Main (s) 577.8±133.9 879.4±107.4 -8.778 0.000 

Final (s) 153.12±53.9 133.7±47.8 1.346 0.185 

Total (s) 1353.8 1402.5±225.1 -0.622 0.537 

 

Part of the research is based on determining the differences between boys and girls, in 

respect to different phases of the activity and to the two differently content-oriented activities. 

These potential differences were examined by t-test for independent samples and can be read 

from tables 4 and 5. The results show that the fourth hypothesis (H4) is justified, in which it 

was assumed that the child’s gender does not affect the degree of their engagement during the 

structured physical activity. It is crucial that all children be motivated not only for the contents 

of the games and dances, but also for a range of other contents, regardless of gender. Based on 

these results we can see that if all children are sufficiently motivated, there will be no differences 

between them in terms of their interest in the movement within the two different types of structured 

activities. In line with these results are the findings obtained by Janković (2016), who reported 

no significant differences between boys and girls in the variables used to assess the motor 

engagement of children in structured physical activities. This is an important factor, because 

preschool teachers do not have to plan programmes specifically for boys and girls, which is also 

reflected in the rational use of time. 

 
Table 4 

Gender differences in motor engagement during movement games for each phase (mean ± standard 

deviation) 

Phase Girls (n=14) Boys (n=11) t p 

Introductory (s) 306.2±112.1 315.54±90.4 -0.224 0.824 

Preparatory (s) 316.7±114.9 305.2±87.6 0.275 0.786 

Main (s) 584.4±128.4 571.5±145.3 0.235 0.816 

Final (s) 151.9±56.9 154.6±52.5 -0.122 0.904 

Total (s) 1359.3±356.5 1346.9±284.1 0.094 0.926 

 
Table 5 

Gender differences in motor engagement during dance activities for each phase (mean ± standard 

deviation) 

Phase Girls (n=14) Boys (n=11) t p 

Introductory (s) 146.3±30.6 141.7±55.1 0.267 0.792 

Preparatory (s) 256.8±46.2 230.3±75.6 1.083 0.290 

Main (s) 926.0±42.4 820.0±135.8 2.494 0.029 

Final (s) 141.2±42.9 124.2±53.9 0.880 0.388 

Total (s) 1470.3±103.8 1316.2±304.8 1.606 0.135 

 

In conclusion, direct observation can be useful in many ways, because it can enable collecting 

relevant data on the content, type and intensity of physical activity, etc., as well as data related 

to their social and pedagogical aspects.  
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The combination of these results opens space for the improvement of structured activities 

themselves and contributes to a better fulfilment of the goals and tasks of physical education, 

which can directly be reflected in the optimal growth and development of each child. 
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Appendix 1 

Test: Measuring children’s engagement in physical activity  

In order for a preschool teacher to have an objective picture of the children's engagement, 

values are to be recorded for the chronometric measuring of their active engagement in a physical 

activity, in such a way that the assessor chooses a child and monitors them during the activity. 

When the child is performing the activity (running, jumping, throwing, doing warm-up or obstacle 

course exercises...), that is, when it is active, the assessor starts the stopwatch and records the 

result expressed in seconds in a designated form. Upon the completed performance, the recorded 

times are summed up, the children's activity (engagement) percentage value is calculated for 

activity phases and in total, and is graphically represented. The child whose engagement time 

is being measured should not know they are subject of measuring and observation.  

 

Record 

Activity____________________________________________________ 

Type of activity______________________________________________ 

1 introductory phase__________________________________________ 

___________________________________total____________________ 

2 central phase 

a) preparatory phase (warm-up exercises)_____________________________ 

___________________________________total____________________ 

b) main phase _______________________________________________ 

___________________________________total____________________ 

3 final phase ________________________________________________ 

___________________________________total____________________ 

 

 

Appendix 2 

Graphic representation 
Percentage 

% 
Chart of children's active engagement in physical education activities in % 

100 

90 

80 

70 

60 

50 

40 

30 

20 

10 

     

 

 

 

 

 

 

Activity 

phase 
introductory warm-up main phase game final phase 

      

 



 

 



63 

 

 

 

 

 

 

 

 

 

 

 

 
 
 
 

PART II. 

VARIOUS SPACES OF EDUCATION IN TERMS OF THEORY AND PRACTICE 
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PARENT ENGAGEMENT TEACHING METHODOLOGY – 

CHALLENGES AND DILEMMAS1 
 

 
Summary  

The goal is to review the current social needs for the development and improvement of parents’ 

engagement in their children’s school life as part of their pedagogical culture development through the 

analysis of the existing policy and current scarce research. One of the basic pedagogical principles is 

the principle of unified influence of all educational factors. The need for educating parents in this direction 

is thus self-imposing, since parents are equal partners in the educational process, according to the Law 

on the bases of education (Sl. glasnik RS, 88/2017). The extent to which parents can be expected to perform 

responsible school-related functions and progress in them is another important question. The school- 

-parent partnership mostly takes place within the school, so teachers and pedagogues are expected 

to educate parents and give them full professional support for such forms of engagement. To what extent, 

if at all, are future education workers instructed for advisory work with parents? Social support to the 

family is defined within strategic documents of social care through population policies. Operationalizing 

the aims of population education, as a measure of non-material nature, includes, among other things, 

sharing knowledge about family life, that is, the promotion of healthy family life. It also entails the 

reaffirmation and modernization of the advisory function of institutions, through the creation of an advisory 

network meant for raising and developing parents’ pedagogical culture (Babić-Kekez, 2016, p. 118). 

Scarce research on the educational needs of parents shows there are both individual and social needs for 

it; programmes of parent education should be developed, as well as methods and frameworks for their 

implementation. A very important question is the training of future preschool and school teachers and 

form tutors for the pedagogical education of parents for their school-life engagement. The paper attempts 

to answer these questions by proposing a syllabus for a corresponding teaching methodology. 

 

Key words: parent engagement, pedagogical culture of parents, population education, teaching methodology. 

 

 

Introduction 

There has been a growing need for strengthening the family in the last few decades, not 

only in a material, organizational and programme sense, but above all in the sense of strengthening 

its educational function. This need results from the fact that, due to its policies, society has 

minimized its role in children’s upbringing within the educational system, transferring this 

aspect of their education almost entirely onto the family. The question is being raised of the 

extent to which parents are capable of performing the two basic functions in the parent-child 

relationship: the function of childcare in the sense of fulfilling the child’s basic physiological 

needs, and the function of upbringing with the aim of forming the child’s complete personality. 

How does one “get equipped” for efficient individual and social functioning? According to 

Gojkov (2008), there is an entire set of general abilities, or competences, which are necessary 

for achieving individual and social fulfilment. Competence, and its subfields of self-competence 

                                                           
1 The paper is result of the project “Pedagogical pluralism as a basis for education strategy”, no. 179036 (2011-2020), 

which is supported by the Ministry of Education, Science and Technological Development of Serbia. 
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and social competence, are considered to be the key abilities for an individual’s personal and social 

fulfilment. On the other hand, the tendency and the requirements of society for attaining knowledge 

in competent parenthood impose the need for a systemic solution, which implies the growing 

need of society for educating parents for the active role in child-rearing within the family (Babić- 

-Kekez, 2009a, p. 32). The rising demands of society, the new socio-economic circumstances, 

and the pluralization of the family forms create the need for strengthening the family and developing 

a family policy. Thus, in broader sense, the social conditions for fulfilling the aims of child upbringing 

and education make the basis for new reform processes and creation of new education policies 

with the aim of educating parents and developing their pedagogical culture. 

The end of last century was marked by a transition of former socialist countries. The 

political and economic crisis, immense social changes and wars have brought about changes 

within the family itself, its functions and moral values. Serbia is one of the countries where transition 

took place on several parallel tracks at the same time, largely starting from the year 2000. Unlike 

other Eastern European countries, Serbia was about 10 years late with the beginning of the 

transitional reforms. In those “missed” years, negative trends were on the rise: the fall of gross 

domestic product; instead of integrative processes, the country was disintegrated through several 

wars; instead of being included in the international community, the country was isolated and 

sanctions were imposed on it; the processes of forming new social and federal units were not 

yet completed; the social stratification of the population was changing on a daily basis because 

of the economic instability and restructuring. From today’s point of view, it is evident that these 

years were not only missed but were much more devastating, starting from the destruction of 

the basic social infrastructure all the way to the human resources (National report on the development 

and condition of education and adult learning – Serbia, Confintea VI, 2008, p. 1). The question 

of a social need for the reform of the entire education system was opened by the end of the year 

2000; however, excluding a few sporadic attempts, it has not come into the focus of the governing 

elite to this day. The enthusiasm for the reconstruction of all basic social systems lasted until 

2003, when Serbia was faced with another social crisis. The dissolution of the State Union of 

Serbia and Montenegro, the separation and proclamation of independence of Montenegro, and 

then the Kosovo crisis, turned the focus of society to completely different problems and again 

shoved education to the margins of governmental support – both in the sphere of politics and 

legislation and in the sphere of finance and institutionalization (Ibidem, p. 2). Under such 

circumstances, the society only takes education into consideration through legal acts, that is, 

through educational policies, and thus minimizes its own role in the processes and tasks pertaining 

to upbringing, leaving it largely to the responsibility of the family and parents. This opens many 

dilemmas and challenges, but also problems which directly affect the adaptability of family 

and its functioning in general. The basic question is that of the level of parents’ competences for 

responsible parenthood, as well as the question of social support to the family.  

Social support to the family and the development of family policy have been in the focus 

of our public in the recent years. They include a long-term intent of employing both parents, 

enhancing the development of family services and investing in children’s development. It is 

necessary to gradually shift from the current compensation model towards a developmental 

model of family policy. The society has to face with the pluralization of family forms, which, 

besides a complete family, includes single-parent families, cohabitation, extramarital children, 

and single-person households, and also with an increase in the divorce rate, a decrease in the 

number of formal marriages and postponement of childbirth. The country’s support to the 

family is paramount in financial, organizational, and logistical sense. The financial support 
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should be separated from the social support system over time and acquire developmental character, 

and it should be an investment in the future, since positive demographic development directly 

influences industrial progress and overall progress of society. The family policy needs to have 

its basepoints in both parents’ employment – the two jobholders model, and in the development 

of family services which would strengthen the family in performing its basic functions, including 

raising and socializing the children. The two-jobholders model firstly implies employment of 

women, especially those who want to get an employment after having raised their children. 

Employing people younger than 25 is supposed to improve the unfavourable demographic image, 

the quality of future family relations, the partnership among family members, as well as between 

the family and society. Family services should be developed at the level of local governments 

and especially in terms of affirmation programmes for successful and responsible parenting. 

This can be achieved by investing in the improved pedagogical culture of parents with the aim 

of lowering the psychological costs of parenthood (Babić-Kekez, 2012a, p. 160). The question 

of the developmental level of parents’ pedagogical culture and the improvement of their competences 

for responsible parenting as a social and personal, i.e. individual goal, depends on the changes 

in the modern family and parents’ awareness of their role and responsibility in raising a child. 

The readiness of parents to cope with changes opens the possibility for new approaches to and 

methods of parent education.  

The education and engagement of parents through new approaches and methods, as well 

as the education of primary and preschool teachers and other experts cooperating with parents, 

either through the process of population education or through the school system, is the topic 

of research presented in this paper.  

 

Parent education aimed at developing pedagogical culture  

Parent education with the aim of strengthening the educational competences within 

the family and developing its pedagogical culture has been gaining more and more interest 

in Serbia in the recent years. Due to the fact that this and other forms of educational activity 

are socially dependent, we may say that the need for parent education and the development of 

parents’ pedagogical culture in general has been following the development of the family as 

a social group (Babić-Kekez, 2013, p. 143). 

Organized work on developing the pedagogical culture of parents started at the end of 

19th century as a specificity or consequence of the economic growth of certain countries. At the 

beginning of the 20th century, an entire line of new pedagogical ideas and theories emerge as 

consequence of the new social and cultural milieu. The society was showing the necessity for 

strengthening the educational function of the family and the development of parents’ pedagogical 

culture, especially after the dramatic changes of the time. Namely, after the World War II, the 

development of the pedagogical scientific thought in former Yugoslavia was heavily influenced 

by Soviet authors, primarily A.S. Makarenko, which resulted in the publication of papers following 

in the footsteps of Makarenko’s A Book for Parents. The work of R.G. Glavički We and Our 

Children, published in 1954, tells of the ways parents act, the pedagogical mistakes they make 

and the consequences of those mistakes, and about the way of forming a healthy person. In 

her work The Dysfunctional Family and Children, published in 1958 in the form of then-popular 

pocket edition, R.G. Glavički talks of the fatality of an unhealthy family atmosphere for the 

child’s development, exemlifying it with authentic everyday stories. R. Makarić writes about 

the need and importance of the unique educational work of the family and school in the book 

On our children’s behaviour, published in 1956 by the Pedagogical Center for Family Education 
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in Novi Sad. The book is intended for parent education and was printed in Serbo-Croatian, Hungarian, 

Slovakian and Romanian. Parents’ Mistakes in Raising Children by M.V. Matić, published 

in 1957, instructs parents on the educational work within the family in a popular and approachable 

way. The author's intention is to help parents, as many of them lack knowledge on how to 

pedagogically aproach the child and so make unintentional mistakes. The book is important 

because it puts forward the demand for pedagogical education of parents as an important 

factor of achieving better results in children’s upbringing. In the book Education for family 

life, published in 1966, D. Savićević speaks of the importance of educating parents and suggests 

concrete methods of work. The book is particularly important because it proposes constituting 

Family andragogy as a specific discipline of andragogy. Among other things, the author considers 

the sociological and psychological bases and specificities of education for the life in a family; 

the goal, tasks and principles of life in a family; and, particularly important for this paper, the 

methods, forms and resources for the upbringing and education for the life in a family. The methods 

which D. Savićević (1966) postulates are: the method of teaching, talking, discussion, demonstration, 

of working on a text, the method of written and graphic pieces of work and the method of practical 

work; the interactive forms of work proposed are: courses, seminars, parents’ meetings, lectures, 

discussions and conversations, theme-based evenings, senior evenings, music and film nights, 

performances, visitations, exhibitions, conferences about family education, whole-group work, 

group work and individual form of work. In the chapter: “The choice and implementation of 

educational resources”, the author (ibid) suggests films, radio and television shows, magnetophons, 

applicators, educational journals, propaganda leaflets and posters. What is particularly important 

is the emphasis placed on the role of the teacher in the process of upbringing and education 

for life within the family. An immense theoretical and practical contribution to the development 

of pedagogical culture in Serbia in the last decades has been made by Lj. Prodanović with her 

works such as In what, when and how... to collaborate with parents in the school (1979); 

Collaboration of the family with the school (Prodanović and Lunginović, 1987); Individual 

collaboration with parents (1997); Check your educational skills within your family (2007); 

and Colaboration of the teacher with parents (2008). In the same time period, the Handbook 

for Parents – Secrets Big and Small, was written by S. Babić-Kekez and published by Matica 

Srpska (1998). In the range of the ever growing theoretical and practical activities and knowledge 

accrued in Serbia in the recent years, the following outstanding works can be singled out: The 

Child in the Family and School – Check Your Educational Skills by S. Stanojlović (2004), 

and the international project “Kindergarten as a family center“, carried out by the Serbian Institutte 

for Pedagogy and Andragogy within the Faculty of Philosophy in Belgrade. An entire set of 

programme activities was developed, with the specific standards for performance set, which 

contributed to the development and improvement of the pedagogical culture of parents.  

Parent education for child-rearing within the family has found its place in the systematic 

documents of the last years under the scope of population education. Population education, which 

is an important element of population policy, starts from the fact that an individual does not 

have enough specific knowledge necessary for decision-making and informed acting in many 

areas of life. The goal of population education is to effect a change in the value system, attitudes 

and behaviours, and the process of population education itself should be long-lasting and systematic. 

The measures for educating population are versatile and depend on the national strategy for 

the population policy or on the country’ programme of demographic development. Most commonly, 

a measure of non-material nature is sharing knowledge, that is, population education which 

should include the entire population as well as specific target groups, such as teachers and school 
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associates, social workers, preschool staff and parents. The emphasis is placed on the application 

of interactive teaching methods and training in modern working methods of those who are 

conducting the population education. Operationalizing the aims of population education, as 

a measure of non-material nature, includes, among other things, sharing knowledge about family 

life, that is, the promotion of healthy family life. It also entails the reaffirmation and modernization 

of the advisory function of institutions, through the creation of an advisory network meant 

for raising and developing parents’ pedagogical culture (Babić-Kekez, 2016, p. 118). The conditions 

for the fulfilment of such demands are provided by the Law on adult education (2013) through 

different forms of non-formal education. Starting from its primary characteristics, such as 

willingness, flexibility and accessibility, non-formal education provides the possibilities of 

satisfying social and personal needs. Alongside formal education, non-formal education, as part 

of modern education concept, should create the conditions for the fulfilment of the goals referring 

to acquiring new knowledge and mastering different skills. 

Given that the development and improvement of pedagogical culture of parents is not 

only a social but also an individual goal, the important question is what parent competences need 

to be improved. The importance of parent education for responsible parenthood is gaining ever 

more attention of not only scientific community but of general public as well. The problem can 

be examined from different points of view. Some of them may provide the answer to the questions: 

how to organize parent education, which methods and forms of work with parents are adequate, 

which resources to use, what content to offer, how to strengthen parents’ competences, etc. The 

ultimate goal of the implementation of a programme of parents’ engagement in the work of educational 

institutions is harmonization of their influences on children’s upbringing. It is very important 

to choose correctly the forms, methods, and contents of cooperation. While devising their programme 

of collaboration with parents, the educational institutions should establish why the parents 

want to be engaged in their work, whether they are satisfied with the cooperation, how it can 

be improved, and how the educational needs of parents can be met in order to harmonize the 

effects of their child-rearing with the development of their competence for responsible parenthood 

(Babić-Kekez, 2014, p. 660). 

Although this is a topical issue, there is scarce research aimed at establishes the educational 

needs of parents. One of such studies comes from the Faculty of Philosophy in Novi Sad: The 

pedagogical culture of parents and the effects of child-rearing in the family (Babić-Kekez, 2008). 

It identifies the educational needs of parents and offers a framework for devising a programme 

for their engagement on the three levels of education in Serbia. The problem of the educational 

needs of parents is closely considered as well as the need for new approaches in parent education 

with the aim of developing their competences for responsible parenthood. The survey results, 

with a representative sample (N=709) including parents from two cities in Vojvodina, gave 

the guidelines for introducing new ways, forms and resources necessary for the collaboration 

between the parents and preschool and school teachers during the programme implementation. 

According to the acquired data, the parents were motivated to get engaged in cooperation with 

the educational institution, primarily in order to help their child become part of the preschool/ 

school life, in order to balance their own requirements towards the child with the requirements 

of the preschool/school. They were also willing to ensure the best conditions for their child’s 

development through collaboration with preschool/school teachers and the pedagogical-

psychological service. The established forms of parent engagement are individual contacts and 

parents’ meetings, mainly focused on the children’s achievement as a group, as well as theme- 

-based parents’ meetings with expert lecturers, usually the institution’s pedagogue or psychologist. 
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There are also parent counselling practices, however, they are rare and exist only within larger 

urban environments. Based on a questionnaire administered in 2007, the following forms of 

engagement are proposed: parents’ meetings, lectures and forums, educational workshops where 

parents can actively participate and exchange experience, parent counselling, brochures and 

handbooks which contain advice and recommendations. Most of the surveyed parents (42.37%) 

consider that brochures and handbooks with advice and recommendations are the best way 

to gain more knowledge about parenthood and child-rearing. Almost the same percentage of 

the respondents (40.08%) think that parents’ meetings and individual contacts are the most 

convenient forms of work. One third of the surveyed parents (32.69%) think that educational 

workshops are the form of work which would give them more knowledge on parenthood and 

family education, while a smaller, but not negligible, number of parents (18.04%) consider that 

counselling as well as forum lectures would suit them most. It may be concluded that parents 

find all the offered forms and methods of engagement interesting; the novelty is their need to 

participate in educational workshops. This should by all means be taken into consideration while 

planning one’s work with parents (Babić-Kekez, 2014, p. 658). 

 

A contribution to the development of parent engagement teaching methodology 

Speaking of the social context for developing parents’ pedagogical function, it is extremely 

important to include parent education in strategic documents which define education policy and 

refer to formal and non-formal education. The focus should be on the accreditation and ensuring 

programme quality (in terms of contents and teaching methods), teaching conditions and the level 

of teachers’ (educators’, trainers’) competences. 

Taking into account all the above, we think it is highly important to educate future preschool 

and school teachers, and other professionals who get in daily contact with parents and can provide 

them support for the educational work within the family. In line with that, we suggest introducing 

the elective subject: Parent Engagement Teaching Methodology, which could be implemented 

in vocational, basic academic or master studies at higher education institutions which educate 

the aforementioned professionals. 
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Course title: Parent Engagement Teaching Methodology 

Lecturer: dr Snežana Babić-Kekez 

Status: Elective 

ECTS:  

Requirements: Exam in Pedagogy 

Learning objectives:  

− comprehension of different theoretical frameworks in studying the family and adopting the basic 

concepts related to family, marriage and parenthood.  

− Obtaining knowledge on characteristics and functions of modern family and development of 

pedagogical culture of parents in the conditions of social changes.  

− Training students for parent education and engagement.  

− Training students to prepare, perform and evaluate parent education and engagement counselling. 

Learning outcomes: 

− gaining competences for parent engagement counselling and development of parents’ pedagogical 

culture, 

− affirmation of family life values and parenthood in the development of individual within society. 

Syllabus: 

− Theoretical approaches to studying family, marriage, and parenthood.  

− Historical review of parent pedagogical culture development.  

− Functioning of modern family in the conditions of social changes (characteristics and functions).  

− Types of family, structure and functionality. Family relations.  

− Models of family upbringing based on marital and parental relationship.  

− Family-planning and responsible parenthood as a need of modern society. 

− Forms of organizing the educational work with family. 

− Didactic principles, modern teaching methods, interaction patterns.  

− Educational technology, multimedia in teaching.  

− Counselling work with parents.  

− Family protection in society and child protection in society and family. 

Literature: 

Babić-Kekez,S. (2009a): Obrazovne potrebe u funkciji razvoja kompetencija za odgovornim 

roditeljstvom, Vršac. 

Babić-Kekez, S. (2009b): Utvrđivanje obrazovnih potreba roditelja, Pedagogija, 2, s. 269-275. 

Babić-Kekez, S. (2009c): Novi pristupi u obrazovanju roditelja za odgovorno roditeljstvo, Zbornik 

TIO 5, Institut za pedagoška istraživanja, Beograd; Fakultet tehničkih nauka, Novi Sad; Centar 

za razvoj i primenu nauke, tehnologije i informatike, Novi Sad. 

Babić-Kekez, S. (2013): Razvoj pedagoške kulture roditelja, Zbornik Matice srpske za društvene 

nauke, Novi Sad. 

Weekly teaching load Lectures: 2 (30) Practice: 2 

Teaching Methods: Lectures, individual work, pair and group work, workshops, discussions, 

debates, simulations, case studies, role play, consultation hours.  

Score (maximum 100 points) 

Pre-examination assignments points Examination  

Class activity 10 Written examination  

Seminar paper 30 Oral examination 60 
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The proposed elective course Parent Engagement Teaching Methodology, should be 

taken after the attended and successfully passed course of Pedagogy in the third year of basic 

vocational and basic academic studies of pedagogical orientation.  

 

Conclusion 

The paper looks into the education of parents by exploring new approaches and methods 

of teaching, as well as the education of preschool and school teachers and other professionals 

engaged in work with parents, either through the process of population education or within school 

institutions. 

Through history, every society has fulfilled its general social needs and goals by concretizing 

its educational goals and adjusting them to its stated needs. Reform processes are inseparable 

from the fact that goals of education and upbringing and socially dependent, particularly in school 

systems. Currently, in the midst of the pandemic, we are witnessing global economic crisis, and 

new trends in education are already visible, especially in the requalification of the related professionals. 

These new socio-economic needs will surely influence in the near future influence the creation 

of new educational policies on the global level, and also in individual countries, depending on 

the level of its economic and technological development. 

Social development causes changes in education; therefore, the traditional role of education 

in acquiring knowledge, and the development of one’s individual competences is getting new 

characteristics. The wealth of a country does not only depend on its natural resources, but is rather 

reflected in the expertise and educational level of its people, who discover, develop, improve 

and use those resources. 

The process of transition which our society is exposed to, has led to some major social changes, 

political and economic crisis, which affect the family directly, as well as its functions, dynamics, 

structure, adaptability, functionality and value system. According to A. Milić (2001), the conflict 

in the society and impossibility of the individual to satisfy their basic needs and aspirations can 

affect the family in various ways: the dissatisfaction with society can be transferred from parents 

to the family, which may represent a latent source of family conflict and disorganization. Similarly, 

given that the society has minimized its responsibilities in the tasks of children’s upbringing 

pertaining to the education system in the last two decades, rather transferring them to the family, 

there is a growing need to strengthen the family, not only in a material, organizational and 

programme sense, but above all in the sense of strengthening its educational function. Social 

support to the family, which is based on pluralization of family forms and the growing demands 

of the society, should take steps to implement programmes of development of family policy 

and family strengthening. As one of the forms of population policy, the programme of social 

support to the family should be developed through population education. That entails investment 

in raising the pedagogical culture of parents in order to lower the psychological cost of parenthood. 

Population education, an important element of population policy, starts from the fact that the 

individual does not have enough specialized knowledge necessary for decision making and 

acting in different spheres of life. The goal of population education is to initiate change in the 

value system, attitudes and behaviour, and the process itself is supposed to be long-lasting and 

systematic. The society should establish family services at the local level and should develop 

programmes towards the affirmation of successful and responsible parenthood by investing in 

the development of the pedagogical culture of parents. 
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Parents’ education for strengthening competences for educational activity in the family 

and pedagogical culture development has been gaining importance recently in Serbia. A responsible 

parent strives to balance their own demands pertaining to child’s upbringing with the demands 

of society, i.e. the school. The feeling of personal responsibility guides them to obtain necessary 

knowledge for parenthood (more in: Babić-Kekez, 2012b). Given that the development and 

improvement of parents’ pedagogical culture is not only a social, but also an individual goal, 

the important question is what competences should be improved. Despite the topicality of the 

issue in question, there is scarce research focused on the educational needs of parents. Such research 

was conducted at the Faculty of Philosophy in Novi Sad: The pedagogical culture of parents and 

the effects of child-rearing in the family (Babić-Kekez, Oljača, 2008), looking into the educational 

needs of parents and establishing a framework for developing a programme of work with parents 

at the three levels of education in Serbia. It also focused on the approaches necessary for helping 

parents to develop new competences for responsible parenthood. The results of the survey 

conducted in two cities in the region of Vojvodina provided guidelines for developing new 

ways, forms and resources for parents’ engagement and the parent-teacher collaboration programme. 

A step further would be an advanced training for future teachers and other professionals in 

education who cooperate with parents in their everyday practice. The aim of the training is to 

prepare them for professional collaboration with parents in terms of parent engagement in 

their children’s educational activities in the family and at school. In line with that, the paper 

offers a proposal of detailed contents of the elective subject: Parent Engagement Teaching 

Methodology. The primary goal of the subject is training students towards the development of 

parents’ pedagogical culture and their informed engagement in their children’s school education 

and upbringing. The contents of the course thoroughly ponder the theoretical and pragmatic 

aspects of family life and relations, marriage and parenthood, family members’ protection, and 

functioning of the modern family in the conditions of social change. The final outcomes should 

be gaining competences for the counselling work with parents and development of their pedagogical 

culture, as well as the affirmation of family values and parenthood in the development of an 

individual within society. 

Taking into account all above-mentioned, it is essential that society should acknowledge 

the need for parent education, and include it, through collective activity, in the strategic documents 

which define educational policy, as well as legislation which arranges the system of education 

and upbringing. 
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Summary 

Debate is a discussion between two teams, which includes research on a topic through argumentative 

practice. Having in mind the importance of argumentative thinking for learning with understanding, 

we can hypothesize that this kind of discussion can be a useful teaching tool in everyday classroom 

practices. In this paper we present the results of an International Erasmus+ KA2 project ODYSSEY 

which attempted to implement Oxford debates in STEM education in several high schools in Serbia. 

Specifically, we have collected feedback from teachers involved in the project and tried to analyze their 

experiences. The results showed that teachers recognize the relevance of debate for the development of 

several competences that students in Serbia lack, such as argumentation, public speech, collaboration, 

and research skills. At the same time, they observed several obstacles incorporated in our educational 

system and practice, hindering the use of debate. We conclude the paper by highlighting why it is important 

to include argumentative practices in education from the very beginning, and which prerequisites are 

required to make it possible, especially concerning future teacher education. 
 

Key words: argumentation, debate, STEM subjects, teaching, students, future teacher education. 
 

 

Introduction 

Debate is a structured discussion on a specific topic between two teams, one of which 

supports a specific viewpoint, while the other opposes it. Participation in a debate requires 

tackling a topic, or doing research on a particular topic, through argumentation. Also, debate 

demands active participation from all parties, i.e. this is an educational activity without passive 

participants. Whichever role they assume (position team member, opposition team member, 

or audience member), participants assume active roles defined by debate rules. The debate 

rules followed in the project are outlined in one of the project intellectual outputs Methodological 

Guide for Teachers. ODYSSEY: Oxford Debates for Youths in Science Education (Egglezou, 

2019). We will first provide an overview of empirical and theoretical knowledge on argumentative 

thinking, and the position of argumentation in learning. We will also outline what is known so 

far about the opportunities to develop argumentation in school practice in Serbia. 

According to one of the definitions of argumentation, it is a dialogue in which participants 

tend to increase or decrease the acceptability of their viewpoints (Walton, 2006). Therefore, 

by connecting their viewpoint to other knowledge sources, participants strive to determine the 

epistemological status of ideas discussed, and persuade other persons of the correctness of 

the idea they question (Toulmin et al., 1979; Baker, 2002). Argumentation skills are part of 

a number of official documents which define educational outcomes, both in our country and other 

countries (European Commission, 2008; Nacionalni okvir kvalifikacija, 2010). They also play 

a highly important role in the very process of learning, which is confirmed by a large volume 

of research in the area (e.g. Mercer, 2000; Fernández et al., 2001; Schwarz, Linchevski, 2007; 
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Schwarz et al., 2008). In other words, on the one hand this is a cognitive tool required for learning 

with understanding, and on the other – it represents skills recognized as key for navigating the 

professional and private life of every individual. Since the focus of this paper is on debate as 

a teaching activity which should help students learn, the following paragraphs will be devoted to 

the importance of discussion and argumentation as tools for learning with understanding. 

Opportunity for discussion on different viewpoints on a topic in focus has long been 

recognized as one of the key factors for further development of knowledge and competences 

(Doise, Mugny, Perret-Clermont, 1975; Mugny, Doise, 1978; Doise, Mugny, 1979; Light, Perret- 

-Clermont, 1989; Schwartz, 1995; Schwartz et al., 2000; Howe et al., 2007; Schwartz, Linchevski, 

2007; Howe, 2010). If participants hold the same viewpoint, the work process will be similar 

to individual work, which decreases the developmental potential of social interaction, or its 

power to broaden our understanding of a specific subject (Tudge, 1992). On the other hand, laying 

out and analyzing different ideas in a dialogue leads to other new ideas whose analysis furthers 

the understanding of a subject (Schwartz et al., 2000). However, although analyzing different 

viewpoints is very important for the creation of a socio-cognitive conflict (Doise, Mugny, 

Perret-Clermont, 1975; Mugny, Doise, 1978; Doise, Mugny, 1979) and the subsequent development 

of new knowledge and competences, this will not happen if understanding is not a product of 

argumentative discussion – discussion in which the answer to different viewpoints is argumentation 

(Muller Mirza et al., 2009). Numerous studies show that argumentative dialogues open more 

space for learning in comparison to other types of dialogues (e.g. Asterhan, Schwartz, 2009). 

In addition, it is also important to focus attention on findings which reveal that teachers can 

successfully support children in learning how to effectively use argumentative dialogue in the 

educational context (Mercer, 2000; Fernández et al., 2001). Related to that, we would like to 

highlight that present-day studies define argumentation not as a result of a dialogue, but as 

a process which is a part of interaction, as it is jointly co-constructed by interlocutors (Kuhn et al., 

1997; Arcidiacono, Perret-Clermont, 2009). 

Although the role of argumentation and argumentative dialogues in the development 

of new competences has been extensively documented in scientific literature, research done in 

Serbia shows that our students fail to develop this complex and relevant competence to the extent 

necessary to use it as a tool for learning and development. Although children participate in 

argumentative exchanges early on, much before school age (Arcidiacono, Bova, 2013; Pontecorvo, 

Arcidiacono, 2014), experimental studies in the educational context show that the use of argumentation 

at the early age is not stable and that it depends on contextual factors (Muller Mirza et al., 2009). 

One of our previous studies (Buđevac, Baucal, 2015) also showed that even seven-year-olds 

managed to spontaneously produce arguments within educational exchanges, unsupported 

by a teacher and without any previous systematic preparation. However, another study done 

within our educational system (Branković et al., 2013) showed that our students completely 

lack systematic support in the development of this competence during their schooling. Starting 

from the results of PISA evaluative study (Baucal, Pavlović Babić, 2010), authors of this paper 

attempt to explain why there are 0% of students at the highest level of the reading literacy scale 

in Serbia. Taking into account that argumentative practice is inherent to these tasks, authors 

analyzed students’ answers, on the one hand, and the educational practice in our schools, on the 

other (through interviews with teachers and the analysis of students’ course books) (Branković 

et al., 2013). This showed that the school practice does not support the development of argumentative 

skills and that these skills are not even recognized as a relevant educational outcome.  
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Most European countries have identified the need to increase interest and reasoning 

in STEM (Science, Technology, Engineering, and Mathematics) subjects with elementary and 

high school students. Consequently, argumentative and critical thinking, public presentation, 

and debate have been identified as the main prerequisites for advancement in these fields. One 

of the starting points is that students who lack these important life and professional skills are 

more susceptible to fake news, fallacies, and incredible information. International Erasmus+ 

KA2 project ODYSSEY (Oxford Debates for Youths in Science Education) has been devised 

as an attempted answer to these needs and a possible way to bridge the gap between the need 

to develop argumentative practices in our schools and the systematic absence of these practices.  

The project was implemented in four countries (Serbia, Poland, Estonia and Greece), 

in 32 schools (8 schools per country), with students aged between 13 and 19. Initial work on 

the project began in October 2018, and the expected completion date is March 2021. ODYSSEY 

ran in five phases: preparatory phase (devising desk report research, project implementation 

methodology, Oxford debate guidelines, and educational materials); recruitment of schools; 

testing phase (workshop for teachers followed by the implementation of debate and educational 

packages in each school participating in the project, finishing with a national debate competition); 

dissemination (national conference with debate finals and subsequent workshops for new teachers 

interested in applying this method in their everyday practice); and wrap-up (drafting reports and 

evaluating project outputs, see: https://odyssey.igf.edu.pl/?page_id=210). 

Despite being implemented in four different national curricula, the educational materials 

proved to be easily adaptable to meet local needs. As for Serbia, eight high schools took part 

in the course of the testing phase (five schools from Belgrade, and one from Kragujevac, Niš, 

Pančevo, and Ruski Krstur respectively). Two teachers per school (usually a STEM teacher and 

a teacher of a social science-related subject) went through a training, where they were familiarized 

with the basics of the Oxford debate and the educational materials prepared within the project, 

followed by a simulation of a debate in which they themselves acted as debaters. Afterwards, 

during the summer term of school year 2019/2020, teachers applied this knowledge with their 

students and practiced debate on five different pre-prepared topics. Unfortunately, due to the 

situation with COVID-19 pandemic, teachers were unable to implement the educational materials 

in-class, and turned to online platforms. Despite the hindrances, the debate contest held in September 

2020 showed that both teachers and students managed to make the most out of the project and 

found it to be a great success. The contest was followed by the national conference, where interested 

teachers from the whole country were given an opportunity to get acquainted with the project content 

and outputs and see the power of debate in teaching and reasoning.  

A focus group interview was organized before the national contest and the national conference 

and served to evaluate the project from the perspective of STEM teachers involved in project 

implementation in schools. They are, apart from the students, the best source of information about 

the utility of debate in everyday school practice. The aim of this paper is to present and summarize 

teachers’ experiences and to explore implications for future teachers’ education. 
  
Method 

Teachers from the eight high schools in Serbia participating in the project, who were 

trained how to implement debate in everyday school practice and worked with students using 

debate, participated in the focus group interview. The interview took approximately one hour 

and was conducted online, via Zoom platform. Having in mind the global epidemiological 

circumstances caused by the COVID-19 pandemic, it was not safe to organize it differently. 

The interview was held by one of the authors of this paper following the guidelines for a focus 
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group interview prepared earlier within the project. The following topics were discussed: 

1. Expectations (concerning teachers’ professional development as well as their students’ learning); 

2. Experience with debate in classrooms; 3. Educational materials supporting debate in classrooms; 

4. Sustainability and utility of the method. All teachers were willing to share their impressions 

and thoughts and actively participated in the meeting. 
 

Results 

Teachers’ answers are summarized and presented following the aforementioned topics. 

Digested answers are accompanied by the cited segments of teachers’ responses in order to further 

clarify and support their thoughts. 
 

1 Expectations (efficacy) 

The first questions addressed what the teachers expected of the project, both in terms of their 

professional development and their students’ learning. 

Answering these questions, all teachers evaluated the project in a very positive manner, stating that 

their expectations were exceeded on both points. They initially expected only some kind of teacher 

training, but they got much more – useful guidelines for their teaching practice, excellent training 

and a very nice collaboration with other teachers and colleagues running the project. 

“This project is the best we’ve had for the last several years. We got the opportunity to 

implement in our teaching exactly what we usually completely miss – public speech, confrontation 

of different positions, argumentation. I would like it to be implemented more broadly.” 

(Math teacher) 

“We expected to get just another teacher training without further development, but then 

we were surprised when it turned out to be much more than a training for us. The training 

was very useful, as well as the guidelines and the whole collaboration within the project.” 

(Biology teacher) 

2 Experience with debate 

The first subtopic concerning teachers’ experiences was related to the main challenges they faced 

during the implementation of the project in their schools and the ways they attempted to overcome 

these challenges. 

All teachers pointed to the COVID-19 pandemic as the main barrier in the implementation of 

project activities in their schools. One teacher said that it did not lead to attrition of students previously 

enrolled in the project, but made the opportunities to practice debate limited. So, the main barrier 

was a completely external factor, unrelated to the topic of the project or the educational system. 

However, it influenced the course of the project activities.  

Teachers highlighted another challenge in this part of conversation – lack of time for practicing debate 

at school, as it was considered an extracurricular activity and not a part of everyday teaching. A teacher 

mentioned this challenge and the others confirmed this to have been a problem they faced as well. 

“The system does not recognize this kind of activity and that is why it is very difficult to find 

time for them. We really need to do mental gymnastics in order to organize it to fit with all students’ 

other obligations.” (Math teacher) 

The second subtopic in this part of the conversation with teachers referred to their impressions 

about the relation between the project workload and its results. Teachers either stated that there was 

a balance between the workload and the results, or that they gained much more than they had invested. 

Teachers elaborated on this issue using descriptors such as: this is a very valuable project, we really 

enjoyed working, it is definitely not wasted time, etc. 

“It was useful both for us and our students. We got to know our students in a different way 

through this engagement.” (Math teacher) 

“We got much more than we invested. One year is not much compared to the fact that we 

are going to use these tools for many, many years.” (Biology teacher) 



78 

3 Usefulness of educational materials 

All teachers confirmed that the materials were very useful, well designed, with sufficiently detailed 

and carefully thought-out content, examples and explanations. From their perspective, the materials 

were all created by professionals and, as one teacher said – were selflessly shared with teachers. 

As the most useful, teachers indicated the resolutions with pro and con argumentation, and 

video materials. Two teachers described the materials with the following statement:  

“Materials were great because they offered us borders to have a better understanding 

of the space we are moving through.” (Biology and Math teachers)  

One of the questions concerning materials focused on the materials that were less useful. However, 

teachers did not name any material that was not useful to them. They all said that it is impossible 

to describe any material as less useful, so we did not spend much time on this question. 

4 Sustainability and utility of the method 

Talking about the barriers of using the proposed method in school practice, all teachers agreed 

that our educational system lacks support for the various skills necessary for debate. Thus, the main 

challenges concerned the insufficiently developed students’ skills such as: finding information and 

checking its reliability, developing argumentation, communication and public speech, self-confidence 

when presenting one’s opinion in front of classmates, etc. 

“They are used to digested lectures, to materials they are supposed to memorize. It is not 

easy for them to communicate, debate, discuss argumentatively. It is not simple. They feel 

insecure.” (Math teacher) 

“They are not so skilled in research and argumentation. They are not careful enough 

about the reliability of information they find although we ask them to check everything.” 

(Chemistry teacher) 

“Students definitely like debate, but they are not all very motivated to work hard, because 

it requires hard work. They need to take responsibility and they are not always ready for 

that.” (Physics teacher)  

A part of the conversation was dedicated to the possibilities of using project results after its termination. 

All teachers said that debate is an excellent way of teaching elective subjects and primarily see its 

use there. They said that the syllabi of other subjects usually provided no room for such a method 

because it is time-consuming. However, two Math teachers added that they recognized Mathematics 

classes as a great opportunity for debate because it helps students to better understand mathematics 

and relate it to everyday topics. Finally, two teachers said that debate was very useful to use when 

they discuss their own relations and conflicts with students because it allows them to communicate 

constructively. 

“The debate has become the main teaching method within all my elective courses.” 

(Biology teacher, also teaching elective courses Sustainable development and Science) 

“Debate helps students to understand the applicability of mathematics in a great way 

because they discuss everyday topics based on mathematics and other sciences.” (Math teacher) 

“It is also very good because it motivates us and our students to establish a debate club in 

our school.” (Math teacher) 

Talking about the future support that would help teachers work this way with students, all teachers 

commented on a list of topics for future work – some of them said that it would be very useful to 

get a list of topics with elaborated resolutions, and some of them said that they would like to get 

a list of topics not suitable for debate. A teacher added that it would be great to have new, up-to-date 

topics (such as something connected to the coronavirus); another teacher said that it would be 

great to think about the topics relevant for high-school students’ everyday life. A teacher highlighted 

that during the project they learned that some topics should not be debated, as the pro and con 

arguments are not balanced, saying that this would be very useful – to get a list of topics not suitable 

for debate as she does not feel experienced enough to estimate it by herself. 
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5 Ending 

At the very end of the interview, two teachers wanted to add something that is their most valuable 

impression related to the project. Here are their statements: 

“I would like to have more opportunities to play with students in this useful way.” 

(Chemistry teacher) 

“I was running a debate with students from the social sciences department who are 

traditionally not so interested in physics and this is the first time for me to have students 

from that department so motivated for physics.” (Physics teacher) 

 

Discussion and implications for future teachers’ education 

The aim of this paper was to look at the effects of a program which attempted to implement 

debate in everyday school practice. Although ODYSSEY is an international project which was 

simultaneously implemented in several countries (Poland, Greece, Estonia and Serbia), our 

goal was to review its effects in Serbia. The importance of this project lies in the fact that it is 

one of the rare efforts to include important argumentative practice in our educational system. 

As we have already pointed out, numerous studies during past decades have shown the importance 

of argumentative thinking for learning. We can say that it lies in the core of the learning process. 

Considering teachers’ statements during the interview, the project can be given positive 

evaluation and should be continued. However, what is more relevant from the scientific and 

educational perspective are two findings, both very significant from the point of view of learning 

and development of competences. Firstly, debate can be used in the regular teaching process 

and can have multiple positive effects on learning and the acquisition of knowledge. Teachers’ 

answers show that they easily recognize all the positive effects of the debate method on learning 

and learning motivation. Secondly, although the importance of teaching based on argumentative 

practices is well documented, teachers’ answers indicate significant barriers inherent to our educational 

practice which imply that this method of teaching has little support and the possibilities for its 

use are quite limited. Teachers have stated that this type of practice is not recognized by the school 

system, which puts them and students in a difficult position to practice it as some kind of 

extracurricular activity. Of course, teachers participating in this project were motivated and 

creative, and managed to incorporate it in their classroom activities, but if we want to make it 

part of wider practice, it would be necessary to provide additional support for teachers and remove 

the identified barriers. 

Having in mind the role of argumentation and argumentative practices in the learning 

process, it is of great importance to include this type of practice into the education of future 

teachers. Also, they should be directly taught about the concept of argumentative thinking, its 

place in the learning and competence development processes, how we can foster argumentative 

thinking in students, and so on. Thereby, we want to emphasize that supporting argumentative 

thinking should start from the youngest age. As we could see from earlier studies (Buđevac, 2011; 

Buđevac, Baucal, 2015) even the youngest students are ready to use argumentation in the educational 

context, but this competence is still unstable and very much depends on the support from the 

teacher. For this reason, it is necessary to strengthen the capacities of teachers to be effective 

partners of students on this important journey of learning and development. Unfortunately, previous 

studies of our educational system (Branković et al., 2013) revealed that our subject teachers 

lack understanding of the concept of argumentative thinking (equating it, for example, with 

expressing an opinion), and they are unaware of its importance in the learning processes or how 

they can help their students to develop it. This is in a way paradoxical, because argumentative 

thinking is at the core of science. The whole scientific work revolves around the production of 
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evidence and the change of the epistemological status of justifications. On the other hand, we 

are witnessing that science concepts acquisition in our schools is mostly devoid of argumentative 

practices and teaching children how to explore a topic and find pro or con arguments to a statement. 

Teachers’ statements show us that students are mostly unskilled in argumentation, oral 

communication and research. This is also confirmed by different international student assessment 

studies, such as PISA (Branković et al., 2013). Still, although this tradition of expelling argumentative 

practices from everyday classroom activities is quite long and strong, even minor interventions 

and adjustments can help implement it. Of course, one project is not and cannot be enough, but 

it is an example of good practice and can be used as an exemplar of the possibility to implement 

debate in teaching even in a system that does not recognize its importance.  

If we want to take the project a step further towards a more robust improvement of 

educational practice, we need to consider preparing future teachers for teaching more based 

on argumentative practices. As already mentioned, it includes direct teaching of argumentation 

and its role in learning within a specialized course. At one stage of the ODYSSEY project, teachers 

went through extensive training in order to learn about argumentation and different related concepts. 

Unfortunately, that was not part of their initial teacher education. They also received a substantial 

amount of educational material for direct use in their work with students, including methodological 

guidelines on how to implement it. Consequently, special attention should be paid to prepare future 

teachers to use teaching methods with carefully incorporated argumentative practices.  

Learning is not a process of memorizing, but a process of thinking and re-thinking, 

reconsidering, doubting and resolving doubts, making decisions based on investigation, questioning 

and looking for answers. However, in the classroom reality, learning is a reflection of a teacher’s 

understanding of the concept. Argumentation can and does develop spontaneously, but a teacher 

needs to plant its seeds and help it grow. The only way to assure this is to make argumentative 

practice part of teachers’ initial education. In addition to the previously mentioned directions for 

its implementation, this kind of practice should be incorporated in the future teachers’ own learning. 

In other words, the way we teach them and our classroom practice needs to be argumentative in 

exactly the same way. Their experience of learning through debate is the most direct way to reach 

our goal, as previous studies have shown that teachers’ everyday practice is mostly affected by 

their implicit theories about teaching, which are based on the way they had been taught (Brookfield, 

1995; Radulović, 2011). For this reason, those teaching future teachers are the first link in the chain.  

It goes without saying that university students are capable of argumentative discussion 

on professional topics, which is evident both from the perspective of the developmental cognitive 

preconditions they need to meet to participate in this kind of activity and from the perspective 

of our experience with them. We know that they are capable of discussion and favor this kind 

of communication when given an opportunity to practice it. However, we also know that they are 

insufficiently skilled, as their pre-university education was mostly disengaged from argumentative 

discussions. Therefore, we need to carefully guide them through the process, not only to open 

discussions. To this end, we can also rely on the materials from ODYSSEY and/or prepare our 

own by expanding and tailoring them to the topics of the field we teach. ODYSSEY focused on 

STEM subjects, but debate is equally useful in social sciences and humanities. Organizing seminars 

and workshops for active university teachers would be the first step towards reaching this goal. 

Their experience could, thus, be transferred to the pre-service teachers they educate, and through 

them, to younger generations as well.  
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To conclude, it is obvious that we all need to devote considerable effort to set in motion 

this kind of practice in our schools. It is a long, complex endeavor in which we all depend on 

each other, but it is a safe way to enable our teachers and their young students to enjoy fruitful 

learning and playful growth. 
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ARTICULATION RATE IN THE DYSFUNCTIONAL DISCOURSE  

ON THE EXAMPLE OF SPEECH OF PERSONS WITH INTELLECTUAL 

DISABILITIES AND PERSONS WITH AUTISM 
 

 

Summary 

This paper describes the prosodic phenomenon defining the rate of forming utterances – the 

articulation rate. During collection of the research material with the use of measuring instruments (Audacity 

computer software) and statistical processing of the collected material (tests: Shapiro-Wilk test, Mann- 

-Whitney test, t-Student test) we focused on the persons afflicted with speech, language and communication 

issues based on mild intellectual disability, afflicted with speech, language and communication issues 

based on moderate intellectual disability and persons with autism (ASD). Such persons jointly form 

dysfunctional speech-therapy discourse. 
 

Key words: articulation rate, autism, speech, language and communication issues. 
 
 

Introduction 

The term invoked in the title, related to the phenomenon of the speech rate, is most frequently 

connected with the field of prosody, articulation and the problem of utterance forming competences 

of a language user (Grabias, 2012; Wysocka, 2012). Considering the fact that the articulation rate 

is of concrete and physical character (it pertains to actual utterances), closely related to the parolé 

plane of speech, it can be researched experimentally and measured (see: Wagner, 2017, p. 66). 

If we were to accept, following S. Grabias, that a “discourse” is a sequence of “language” 

behaviours the form of which is dependent of who and why is speaking to whom and in what 

situation” and that it is “a kind of social interaction conducted through language” (1994, p. 231) 

then the “dysfunctional discourse” should be perceived in the categories of the language interaction 

behaviours engaged in by persons with dysfunctional linguistic competences. Following T. Rittel 

we understand a dysfunctional language competence as a disturbed competency defined by the 

dysfunctional language model (resulting from audiological, larayngological and orthodontic deficiencies) 

and the pathological model (resulting from the occurrence of deficiencies related to damage to nervous 

system, its dysfunctions or underdevelopment in the field of language competence) (1994, p. 71). 

Undeniably the articulation rate subjected to analysis occurred among the subjects of 

research displaying dysfunctional and/or pathological and/or non-normative language model. 

We assessed utterances formed by representatives of three research groups: children afflicted 

with speech, language and communication issues as a result of a mild intellectual disability, children 

afflicted with speech, language and communication issues as a result of a moderate intellectual 

disability and children with autism. Children not afflicted with any speech or development disorders 

served as the control group1. 
                                                           
1 This chapter constitutes major modification of our paper titled Tempo mówienia i tempo artykulacji w dyskursie zaburzonym 

(Speech rate and articulation rate in disturbed discourse) published in Prozodia. Przyswajanie, badanie, zaburzenia, terapia 

under editorship of M. Wysocka, B.Kamińskaand S. Milewski published in Gdańsk in 2020. 
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Articulation rate as a research category 

Under the discipline of logopaedics the titular term is closely related to the phenomenon 

of rate and fluency of forming verbal utterances. The fluency of realizing verbal sub-code, as 

T. Woźniak claims (2012, p. 550) referring to the articulation rate, consists in: 

 

Effortlessly forming a phonic sequence understandable for the recipient. The 

fluency is based on continuously realizing subsequent sounds of speech which 

occur within the constraints of regularly repeating rhythmic groups (phrases) 

which last approximately 2-3 seconds and are nearly identically arranged in terms 

of prosody. A phrase can consists of a varied amount of sounds (syllables) depending 

on the rate (...) and the average rate (...) in the common speech is 10-12 sounds 

(4-5 syllables) per second. A short break occurs in between phrases the duration 

of which is not precisely defined. However, in the case of uninterrupted utterance it 

should be shorter than 2 seconds as such length of break does not carry meaning. 

 

In turn, phrases, as stated by A. Wagner, are “rhythmical units forming a perceptual whole 

or a form” (2017, s. 16). In relation to the above statement, new regularly repeating rhythmic 

groups (phrases) are used for assessing articulation rate during analysis which last approx. 

2-3 seconds (Woźniak, 2012, p. 550; compare: Michalik, Cholewiak, 2017; Michalik, Solak, 

2017). In other words, the articulation rate informs about the number of spoken sounds/syllables 

in an utterance in a time unit. S. Milewski (2020) characterizes this category in the following 

words in Encyklopedia logopedii (Encyclopedia of Logopeadics): 
 

The rate (...) may significantly influence pronunciation. Rapid rate usually leads 

to the decrease in clarity of articulation. Slowing down rate is usually beneficial 

for the correctness of articulation. However, the relation between pronunciation 

and rate (...) is not absolute. In rapid rate of speech (...) the qualities of diligent 

speech can be maintained, the slow rate not always guarantees pronunciation 

compliant with the orthophonic standards. 
 

Milewski also indicates that “three types of rate are usually distinguished: lento – a slow 

rate, moderato – a moderate rate, and allegro – a quick rate. Usually phrases are uttered at 

a moderate rate” (Milewski, 2020). 
 

Articulation rate of children's speech 

Owing to the fact that there were no standards set for the articulation rate for Polish-

speaking children this task was realized in 2018 in Neurolinguisitcs Institute of Pedagogical 

University of Kraków (Solak, 2018).The first stage of the conducted research consisted in 

collecting recordings of speech. During individual meetings with children the following questions 

were asked: What are you doing in class/group? What are you playing? What were you doing 

in common room? What were you doing today? What were you doing yesterday? What do you 

most frequently do at home? What will you do? The material collected for research consisted of 

audio recordings which were replayed repeatedly in order to take measurements of significant 

phenomena. For this purpose Audacity2 computer software was used. 

                                                           
2 Audacity Team (2014).Audacity(R): Free Audio Editor and Recorder [Computer program]. Version 2.1.0 retrieved September 

19th 2015 from http://audacity.sourceforge.net/  
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From the entirety of the speaker's utterance a 30-second, continuous fragment was 

selected. If numerous fragments of this length appeared in the utterance the first one meeting 

the stated criteria was selected for analysis. 

First stage of the analysis of the recording consisted of listening to the recording in its 

entirety. Listening to the recording repeatedly allowed for preparing a simplified transcript 

– which made it possible to indicate the number of speech sounds. 

The first stage of the analysis (quantitative) covered the assessment of the average 

articulation rate (speech sounds per second, syllables per second), the second stage consisted 

of statistical calculations concerning average articulation rate. The following tests were used 

for this purpose: Saphiro-Wilk, Mann-Whitney and t-Student. 

In order to establish the developmental standards for articulation rate the utterances 

of children not afflicted with speech communication or any development disorders were selected 

(Solak, 2018). The following children participated in the research: 30 children from a senior 

pre-school group; 15 boys aged 5.7-6.5 (average age: 6.0) and 15 girls aged 5.7-6.3 (average 

age: 5.9); 30 pupils of grade I: 15 boys aged 6.9-7.5 (average age: 7.2) and 15 girls aged 6.7-7.4 

(average age: 6.9); 30 pupils of grade III: 15 boys aged 8.7-9.5 (average age: 9.0) and 15 girls 

aged 8.8-9.5 (average age: 9.0). 

After the analysis of the collected material through the use of Audacity program and 

conducting quantitative and statistical calculations we were able to formulate the following 

conclusion: the articulation rate increases depending on age (Solak, 2018). 

The data collected from 9-year old children (quantitative and statistical) became a point 

of reference, a specific interpretative matrix for the research on articulation rate. The choice of 

the control group resulted from the fact that children at this age have practically concluded 

the process of acquiring language competences. The results of the average articulation rate 

applied in the research, calculated on the basis of the analysis of the utterance of 9-year old 

children not afflicted with any development disorders, are as follows: 11.226875 sounds/sec 

and 4.666625 syllables/sec.3 

 

Articulation rate of people with intellectual disabilities 

Phenomena directly or indirectly indicating problems with realization of articulation 

rate are frequently listed in symptomatological characteristics of the speech process of people 

with intellectual disabilities. From among the problems indirectly influencing pace of speech 

the oligophrenologopaedic subject literature emphasizes, for instance: slower rate of development 

of passive and active vocabulary, difficulties with constructing utterances consisting of two or 

more words (dysfunction of syntactic competence), using improper grammatical forms (problems 

with flection), difficulties with forming coherent longer texts (decrease in narrative proficiency) 

(Jęczeń, 2015, p. 268; Kaczorowska-Bray, 2012). Simultaneously a statement is frequently 

present in oligophrenologopaedic subject literature – usually arbitrary and unequivocal – directly 

pertaining to the slower rate of speech of people with intellectual disabilities. For example, 

J. Błeszyński indicates such phenomena as: slower rate of speech, increasing problems with 

fluency of expression (2013, p. 47); K. Kaczorowska-Bray – decreased verbal activity, difficulties 

with remembering an appropriate word, difficulties with updating names resulting in frequent 

breaks for searching for words (2012, pp. 55-56); U. Jęczeń – broadly understood dysfunctions 

                                                           
3 The presented parameter, i.e. articulation rate, is consistent with the standards given by Milewski (2020) and Woźniak 

(2012) for general Polish language for adults – it fits in within the caesura of 10-15 sounds/sec. It may constitute another 

argument for the aptness of the choice of the control group. 
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of articulation (2015, p.268); T. Gałkowski and Z.Tarkowski – stutter (Gałkowski, 1979, p.192; 

Tarkowski, 2003, p. 209). Undoubtedly these phenomena may substantially influence articulation 

rate and rate of speech of people with intellectual disabilities which, aside from other prosodic 

dysfunctions, we recognize, following opinion of S. Grabias, as the indicator of formation dysfunction 

of this group of speakers (2012; see also: Michalik, Cholewiak, 2017). 

In undertaking the empirical verification of the statements concerning the rate of forming 

utterances by people with intellectual disabilities we collected research material from the 

representatives of two groups: children with mild intellectual disability and children with 

moderate intellectual disability. The first stage of research concluded with the comparative analysis 

of the selected parameters deciding the articulation rate obtained from pupils with mild intellectual 

disabilities and the previously established standards in this field (see also: Michalik, Cholewiak, 

2017). Specifically: the subjects of the research were people with mild intellectual disabilities, 

aged 9 years and 3 months. The choice of the research group results from the fact that the people 

with diagnosed intellectual disability are in 85% of cases displaying mild level of disability 

(Kaczorowska-Bray, 2017). The progress and organization of the research were similar to the 

research which allowed us to establish the developmental standards (see also: Solak, 2018). 

The collected numerical data are presented in table 1. 
 

Table 1 

Articulation rate of people with mild intellectual disabilities in comparison to the control group – 

quantitative data 

Criteria of comparison – research 

parameters 

Pupils within the 

intellectual norm 

Pupils with mild 

intellectual disabilities 

Average articulation rate 
11.226875 sounds/sec 

4.66625 syllables/sec 

10.990625 sounds/sec 

4.563125 syllables/sec 

Number of the research subjects 16 16 

Age of the research subjects (in years) 9,1 9,3 

Source: own research 
 

Subsequently statistical calculations were performed concerning the average articulation 

rate, average number of breaks in utterances and average length of proper breaks, average length 

of partially filled breaks and the average length of filled breaks. The Shapiro-Wilk test was used 

for performing calculations. The collected data are presented in table 2. 
 

Table 2 

Statistical analysis of the average statistical articulation rate of people with mild intellectual disabilities 

in comparison to control group 

Variables 

Group 

Results of t test Norm 
speech, language and 

communication issues 

M SD Me M SD Me 

Average articulation 

rate: sounds/sec 
11,2 1,5 11,5 11,0 2,3 10,1 

t = 0,339 

df = 26 

p = 0,737 

Average articulation 

rate: syllables/sec 
4,7 0,6 4,7 4,6 1,1 4,2 

t = 0,335 

df = 24 

p = 0,741 
Source: own research 
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Statistical analysis did not confirm the assumed, hypothetical differences in the articulation 

rate of representatives of two research groups. The results also did not overlap with the quantitative 

data – see: table 1. Thus the results demonstrate that the articulation rate in the case of speech, 

language and communication issues based on mild intellectual disability does not differ significantly 

from the articulation rate of people fully capable intellectually (see: Michalik, Cholewiak 2017). 

The second stage of the research concerned the articulation rate in cases of speech, language 

and communication issues based on moderate intellectual disability. The control group did not 

differ from the group that provided results concerning articulation rate which were used during 

confrontative analysis pertaining to people with mild intellectual disabilities. The group proper 

consisted of 16 children with moderate intellectual disabilities. 

Comparing the data we adopted the criterion of mental age. It results from the fact that 

the subject literature frequently compares the skills of children with mental disabilities with 

the skills of a group of children who are younger but within the intellectual norm (both groups 

function on the same level of mental age). Referring to the mental age criterion it is assumed that 

the people with moderate intellectual disabilities are functioning on the level of 6-9-year-old 

children not afflicted with development disorders4. The average biological age of the research 

subjects is 15.4 years and the sex parameter – girls/boys was – analogously to the control group – 5/11.  

Analogously to the research concerning the rate of speech of persons with mild intellectual 

disability the analysis concerned the average articulation rate (sounds/sec, syllables/sec). Data 

is presented in table 3. 

 
Table 3 

Articulation rate of persons with moderate intellectual disabilities in comparison to the control group – 

quantitative data 

Criteria of comparison – research 

parameters 

Pupils within the 

intellectual norm 

Pupils with moderate 

intellectual disabilities 

Average articulation rate 
11.226875 sounds/sec 

4.66625 syllables/sec 

7.7875 sounds/sec 

3.3875 syllables/sec 

Number of the research subjects 16 16 

Age of the research subjects (in years) 9,1 15,3 

Mental age (in years) 9 6-9 

Source: own research 

 

The approximate evaluation of the collected data allows us to observe the differences 

between individual parameters in the two researched groups. The importance of the differences 

was verified through statistical analysis – the parametric t-Student test and the non-parametric 

Mann-Whitney U test were preformed. The first test was used in the case of the variables which 

bore the characteristics of normal distribution; the second test was used when variables did not 

meet this premise. The character of the distribution of variables was checked through use of the 

Shapiro-Wilk test. In all analysis the level of importance p = 0.05 was adopted. The results are 

presented in table 4. 

                                                           
4 According to the ICD-10 (1998: 128) rating persons with intellectual disabilities reach the mental age indicated below: 

severe intellectual disability – 3 to >6 years of age; moderate intellectual disability – 6 to >9 years of age; mild intellectual 

disability – within the range of 9 to >12 years old (compare: Kaczorowska-Bray, 2017). 
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Table 4 

Statistical analysis of the average articulation rate of persons with moderate intellectual disabilities 

in comparison to the control group. 

 

Group 
Test 

results 
Norm Moderate intellectual disability 

M SD Min Max Me M SD Min Max Me 

Average 

articulation rate: 

sounds/sec 

11,23 1,50 8,69 13,72 11,52 7,79 1,77 5,60 12,30 7,35 

t = 5,929 

df = 30 

p < 0,001 

Average 

articulation rate: 

syllables/sec 

4,67 0,62 3,53 5,71 4,70 3,39 0,82 2,40 5,50 3,10 

t = 4,974 

df = 30 

p < 0,001 

Source: own research. 
 

Statistically significant result was noted in reference to the average articulation rate. 

In comparison of both parameters comprising articulation rate of people with moderate 

intellectual disability and people with mild intellectual disability the following results were 

produced (table 5). 
 

Table 5 

Articulation rate parameters for people with moderate intellectual disabilities in comparison to utterances 

of people with mild intellectual disabilities – statistical data 

 

Group 
Test 

results 
Mild intellectual disability Moderate intellectual disability 

M SD Min Max Me M SD Min Max Me 

Average 

articulation 

rate: 

sounds/sec 

10,99 2,35 8,10 15,13 10,12 7,79 1,77 5,60 12,30 7,35 

t = 4,362 

df = 30 

p < 0,001 

Average 

articulation 

rate: 

syllables/sec 

4,56 1,06 3,18 6,47 4,19 3,39 0,82 2,40 5,50 3,10 

t = 3,506 

df = 30 

p = 0,001 

Source: own research 

 

Also in this case, in reference to the average articulation rate, the statistically significant 

results have been noted. 

 

Conclusions 

Statistical analyses indicate that meaningful differences occur in the average articulation 

rate of the children with moderate intellectual disabilities in comparison to the children within 

the range of developmental norm. The same conclusions pertain to the differences in the average 

articulation rate of the children with moderate intellectual disabilities and the children with 

mild intellectual disabilities. No statistically significant differences pertaining to utterances 

of the children with mild intellectual disabilities were indicated in comparison to the children 

within the range of developmental norm. 
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Articulation rate in cases of autism spectrum dysfunctions (atrial septal defect) 

The communication difficulties of people afflicted with developmental disorders related 

to the autism spectrum can manifest in various forms and are dependant on numerous factors: 

the stage of development at which the first symptoms of autism manifested, the intensity and 

type of autism characteristics, intellectual development level, coexisting disabilities, type and 

progress of therapies, including speech therapy (see: Wolski, 2009, p. 160). 

Taking a synthetic look at the issue of speech in autism it can be stated that, as W. Lipski 

indicates, “autistic children have problems with mimicking sounds of speech they hear, signalling 

their needs in verbal manner, naming objects and illustrations of objects, understanding spoken 

and written texts, exchanging opinions, engaging in discussion, forming narrative statements” 

(2015, p. 487). The listed general characteristics have more or less direct influence on the 

rate of forming verbal messages. However, only under the expanded characteristic of individual 

types of autistic children, isolated on the basis of symptomatology, we may enter their communication 

problems into, on one side, the model of a child with infinitesimal or even no signs of engaging 

in verbal or nonverbal interactions (withdrawn persons) or, on the other side, into the model 

of a child with idiosyncratic patterns (repeating questions constantly, verbal rituals) which 

may or may not be used for communication (see: echophrasia phenomenon) (peculiar persons, 

active but in a specific manner) or, on yet another side, into the model of a person able of 

verbal or non-verbal communication (passive persons) (Lipski, 2015, p. 466). The articulation 

rate phenomenon in the case of child autism can be referred to two groups of persons: peculiar 

and passive persons (Bobkowicz-Lewartowska, 2005). The following phenomena which 

can influence articulation rate can be distinguished in their linguistic competences: verbal 

expression consisting of messages in the form of singular words (Jaklewicz, 1996, p. 35), disprosody, 

echolalia and echophrasia (Bobkowicz-Lewartowska, 2005, p. 58; Lipski, 2015, p. 471), monotonous, 

interrupted, chaunted and disfluent utterances, excessive syntax complexity, syntactic errors, 

prolonged vowel length, exagerated articulation, irregular speech tempo, vowel perseveration, 

stereotypical repetition of meaningless sequences of utterances, breathing dysfunctions (Winczura, 

2008, p. 37), repeated, idiosyncratic verbal behaviour patterns, problems with assigning meaning 

(Lipski, 2015, p. 466, p. 487). Some of the listed phenomena fit in with the theory of language 

competence (syntactic and articulation errors) but the majority should be placed within the domain 

of language, pragmatic competences. Undoubtedly all the listed phenomena may influence the 

speech rate of people with autism (compare: Michalik, Solak, 2017). 

Working towards empirical verifications of judgements and hypotheses concerning the 

rate of forming utterances by persons with autism the research material collected from this group 

was compared with the previously established norms for this field (Solak, 2018). The progress 

and organization of the research was not different from the methods used in working with people 

with speech, language and communication issues. The language material obtained from 16 children 

with autism, described and analyzed in accordance with the adopted research criteria, was compared 

with the analogous data collected from 16 properly developing pupils. The researched group of 

children with autism, of average age 9 years and 6 months, can be classified into two groups: the 

peculiar language users and the linguistically passive ones (Bobkowicz-Lewartowska, 2005). 

All researched children were fully capable intellectually. Sex parameter – girls/boys – 5/11 in 

both groups, the average age of pupils with no developmental disorders – being 9 years and 

1 month. 
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In order to verify the hypothesis concerning the possible differences pertaining to the 

rate of forming utterances the same parameter which decided the rate of forming verbal utterances 

by persons with speech, language and communication issues was subjected to comparative 

analysis. The produced results were collected in table 6. 

 
Table 6 

Articulation rate of persons with autism in comparison to the control group – quantitative data – 

quantitative data 

Criteria of comparison – research 

parameters 

Pupils within the 

intellectual norm 
Pupils with autism 

Average articulation rate 
11.226875 sounds/sec 

4.66625 syllables/sec 

10.43435 sounds/sec 

4.27297 syllables/sec 

Average age 9,1 9,6 

Source: own research 

 

The approximate evaluation of the collected results allows us to identify appearance of 

differences in two research groups. The problem of its possible importance was verified through 

statistical analysis. 

The statistical analysis of the collected material covered the average articulation rate, in 

this case: sounds/sec and syllables/sec. In order to examine the relationships emerging in the 

first group of data the parametric t-Student test was performed. The test was used because the 

distribution of variables had the characteristics of normal distribution. In all analyses the level 

of importance p = 0.05 was adopted. The produced results were collected in table 7. 

 
Table 7 

The statistical analysis concerning the average articulation rate of persons with autism in comparison 

to the control group 

 Developmental norm Autism Results of t 

test M SD Me M SD Me 

Average articulation rate: 

sounds/sec 
11,2 1,5 11,5 10,4 1,5 10,7 

t = 1,517 

df = 30 

p = 0,140 

Average articulation rate: 

syllables/sec 
4,7 0,6 4,7 4,3 0,6 4,4 

t = 1,750 

df = 30 

p = 0,090 

Source: own research 

 

The performed test did not indicate statistically significant differences in the examined 

area. 

 

Conclusions 

The statistical analysis did not confirm the assumed, hypothetical differences between 

the articulation rate of the representatives of two research groups. Thus it falls out that the rate 

of forming verbal utterances displayed by pupils with autism (two groups: the peculiar language 

users and the linguistically passive ones) does not differ significant from the rate of speech of 

their peers not afflicted with developmental disorders. 
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The performed analyses indicated that from the four researched groups only the representatives 

of the persons afflicted with speech, language and communication issues related to moderate 

intellectual disability speak distinctively slower in comparison to the children constituting the 

control group. The articulation rate analyzed on the basis of the utterances recorded in the three 

remaining groups does not differ significant in comparison to the data established during the 

ontolinguistic process of defining the norms for undisturbed discourse. 

Obviously we cannot rule out the possibility that the size of the research group – there 

were 80 individuals examined in total – had influence on the results, frequently deviating from 

the data presented in subject literature. On the other hand, we can assume that the authors of the 

statements concerning the rate of forming messages in dysfunctional discourse are frequently 

formulating notions and judgements not supported by experimental studies and based solely on 

diagnostic intuition and linguistic sense. The assessment of such a particular phenomenon 

as speech requires conducting specific empirical studies, not simply proclaiming statements apriori. 
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Summary 

During the 25 years of its existence, the Festival of Puppetry in Education (LUTKEF) has developed 

and significantly improved the position of puppetry art in Serbian education. It also initiated or largely 

contributed to the founding of puppetry art in the education in Montenegro and in the Republic of Srpska. 

Through its various forms of organization and multiple programmes, LUTKEF gathers children, students 

and teachers from many places inside and out of the borders of today’s Serbia. Through its activities, 

the Festival helps children and teachers to expand their knowledge and skills within the education system 

and wider, as it also includes humanitarian programmes, local community events and televised performances. 

The motivation of local communities for puppetry in education has resulted in opening 12 LUTKEF 

centres around Serbia. Due to its cultural and educational significance, the art of puppetry makes an 

obligatory course in the university education of future preschool and primary school teachers. Most of 

all, the Festival of Puppetry in Education has proved to be very important for the awakening of interest and 

developing of love for the puppet theatre and arts among pre-schoolers and pupils in Serbia.  
 

Key words: Festival of Puppetry in Education (LUTKEF), puppet theatre art, puppet workshop, preschool 

teacher education, school teacher education, puppet dramaturgy.  

 
 

Puppetry in education 

Puppetry has always been an important form of human expression, which can best be 

seen in the following quotation: “’If very small children are to determine the question, they will 

decide for the puppet show.’ Plato’s words (Laws II-658) are proof that children’s fondness for 

puppets is not a new thing” (Dolci, 2000, p. 74). Dolci means the temptation in the world of education 

to exploit this interest is legitimate. According to him:  
 

Teachers have to be persuaded that the use of puppet theatre is not merely 

the result of artistic conceit or a desire to hone particular skills, but rather of 

a semantic void that an actor cannot fill. Puppets need to be seen as a specific 

theatrical strategy, which extends and broadens the creative power of the figure 

on stage and thereby develops the heuristic power of the fiction introducing 

a freedom that would be unthinkable for an actor (Dolci, 2000, p. 77). 
 

In the process of education, puppetry has many functions, some of them being: aesthetic, 

educational, therapeutic, and the function of development and improving of child's knowledge 

(Hunt, Renfro, 1981, p. 5). According to Currell, “puppetry is an excellent medium for integrating 

a wide spectrum of the curriculum, not only crafts and performance arts but academic subjects 

as well” (Currell, 1980, p. 12). From Dolci’s point of view, “regular use of puppets can be considered 

an intelligent strategy for exploring, experimenting with and coming to terms with inner and 

outer reality” (Dolci, 2000, p. 80).  
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The exceptional potentials of puppet art and the importance of the application of puppet 

theatre art in education are emphasized in all theories of educational puppetry (Milovanović, 1992; 

1993; 1994). Puppet theatre art has symbolic, metaphoric and incorporate qualities which offer 

exclusive possibilities of child's cognitive, sensitive and emotional development. The huge potential 

of puppet art lies in its ability of symbolic and metaphoric presentation, which supports children’s 

development and their acquisition of knowledge and competences. According to Bensky (1971) 

and Korolov (1967), there are no more paradigmatic stage symbols than the theatre puppets. 

Similarly, Obrascov (1971; 1973) observes that due to the fact that it is not a living creature, 

a puppet can represent man in general, and can make the universal in him raised to the symbolic 

level (Milovanović, 2016, p. 21). By its very nature, a puppet is predestined to tell us the truths 

about ourselves and to make a strong impression on us, and the reason why puppets can do so 

is that they are given in a metaphorical form (Meschke, 1992; Tilis, 1992). Since metaphor is 

a legitimate means of dramatic expression of a puppet (Pavlova, 1993), many puppetry theoreticians 

consider it to be a dramatic metaphor (Tarbay, 1972, p. 79). Puppetry helps children’s progress 

in a number of ways, as they must master the language of symbols, and must have a particularly 

well-developed symbolic thinking, which will support their cognitive, sensitive and emotional 

development. In particular, a puppet could be useful in the development of the symbolic function 

in children’s growing and development of speech and thinking of deaf children (Vigotski, 1977). 

When playing with puppets, children can free their creative spirit and express themselves through 

different symbolic systems.  

 

It is worth noting first that puppetry is a language, a way of communicating 

ideas and feelings; it has a place alongside other forms of communication, whether 

prose, poetry, graphic arts or performance arts (Currell, 1980, p. 11).  

 

  Also, playing with puppet allows children to adopt an aesthetic taste in literature, (Milovanović, 

2008), music and art. Puppetry in children education facilitates the development of their special 

talents, skills, feelings, perception, speech, willingness for communication, and emotional 

intelligence. According to Vygotsky, playing with puppets also fulfills children’s psychosocial 

needs and strengthens their self-confidence and self-respect (Vigotski, 2005). 

Puppet plays carry both individual and collective benefits. They are characterized by 

a child’s conscious and voluntary acting in a joint activity with peers. They also encourage children 

towards diversity, correlating with their individual abilities, to the benefit of both the child and 

the community. “Puppetry also performs a useful function as an integrating medium by bringing 

together children of varied interests, abilities and talents in a way that few other school activities 

can” (Currell, 1980, p. 12). The knowledge, moral and spiritual values adopted by children this 

way are permanent and suitable for further improvement and transfer (Signorielli, 1991). Then 

the puppet method has all the qualities of a method of active learning.  

Writing about the learning experiences, David Currell (1980, p. 10) pointed that, unlike 

a popular misunderstanding, the idea is not that maths, history, geography, science, etc. should 

be taught through puppetry, but rather that puppetry provides the child “with opportunities 

to meet and understand a wide range of concepts or situations for the first time through a puppet 

activity”. The child then has to accommodate, and puppetry becomes a stimulus for further 

learning. At other times, as Currell notices, “puppetry provides the opportunity to confront concepts 

already encountered, so providing practice and reinforcement, that is, opportunities for assimilation”. 

That is why Currell sees puppets as a stimulus for, and consolidation of, learning. “Moreover, 
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the learning that takes place is linked to a meaningful activity and is not just another of the 

apparently pointless exercises with which children are faced in school all too frequently” (Ibidem). 

He believes the appeal of puppet activities and the performance provide a subject and the motivation 

to talk, but language development with puppets goes further than this.  

 

For too long the role of puppetry in language development has been seen simply 

as helping to release children’s inhibitions and encourage them to talk. Puppetry 

promotes language development has become almost a slogan (Currell, 1980, p. 13).  

 

The author also notices that the emphasis has so far mainly been on the oral aspects of 

language, since it is the least well understood and utilized in puppetry in education and adds that 

puppets can be beneficial for reading too, as they create and stimulate a need to read, at the same 

time diverting the child’s attention from the anxiety of reading (Currell, 1980, p. 15).  

Research on children’s speech, conducted in kindergartens in Belgrade and focused especially 

on the suprasegmental features formed and developed under the application of the puppet theatre 

method, proved that the morphological and prosodic features of speech in the studied group of 

children, and the theatrical features in their dialogues, were much better than in the control group 

of children (Milovanović, 2001).  

Morris Willitts (1980, p. 3) is sure that a child will talk freely when given the chance 

to indulge in talking to the puppets.  

 

Puppetry is the perfect combination of storytelling and education with 

humour, symbolic thinking, and problem solving techniques, to teach pre/school 

children concepts like health and safety, socialization skills, and stories. A child 

can learn to attend, assess, evaluate, participate, and co-operate with other children.  

 

Referring to the vast range of arts and crafts and the accompanying skills involved in 

puppet theatre, Currell also sees the benefits of art and craft activities, as they contribute to the 

construction of puppets and of the scenery and props. Through these activities, the child can meet 

and develop a wide range of skills, handle various kinds of materials and get to know their properties. 

Additionally, these types of activities present many opportunities for introducing and using 

a variety of concepts, measurement and so on (Currell, 1980, p. 11). In terms of practical manual 

skills, he observes that making puppets and props involves such activities as: drawing, painting, 

cutting, sewing, gluing, modelling from a range of materials, sculpting or carving from wood, 

balsa, foam rubber, and casting in various materials. An opportunity to develop mathematical 

concepts is another benefit of constructing puppets and stages (Ibidem, p. 16). Such activities 

include: measuring, sorting, classifying and matching; dealing with shape, proportions and 

weight; doing various kinds of calculations and making comparisons such as taller and shorter, 

stouter and slimmer, heavier and lighter; calculating sight lines and viewing angles; making 

designs and scale drawings, plans and elevations. Moreover, as Currell states (Ibidem), there are 

many concepts that might not arise during the construction stage (e.g. distance and proximity), 

but they will arise in the performance-time and space. 

According to the therapeutic puppeteer Mickey Aronoff, puppets are perceived as useful 

not only for their ability to serve as a symbol, but also because of their projective ability. Therefore, 

when applied to health education or special education, psychotherapies, and other institutional 

work (for instance, in speech therapies, physical or occupational therapies, in drama, art or play 
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therapy, in social and prison work, etc.), puppet theatre arts all fit under the broad umbrella 

of therapeutic puppetry. In such settings, puppets can be used for psychotherapeutic understanding 

or change, for psysical strengthening (passive or active) – either purely in each category or in 

combination (Aronoff, 2000, p. 82). 

 

The origins of the Festival of Puppetry in Education (LUTKEF) 

The Festival of Puppetry in Education (LUTKEF) was founded by Ana Milovanović 

as the result of her seven-year practical and theoretical work on the development of puppetry 

in education. She decided to research and work in the area of puppetry in education for two basic 

reasons. First, working as a puppet director and a puppet playwright, she recognized the great 

importance of the puppet theatre art for children, as well as its enormous educational potentials. 

Secondly, in communication with teachers, she came to the conclusion that, despite its educational 

values, the puppet was insufficiently and unprofessionally applied in the work with children. It 

means the current status of puppetry in education in the country was in direct contradiction both 

to the real needs of children and the contemporary approach to education. In former Yugoslavia, 

to be engaged in puppetry in education meant to be engaged in pioneering undertakings, especially 

in view of the fact that the disparaging attitude towards the puppet theatre art was already 

a genetically established phenomenon in the country.  

The first step in the systematic development of puppetry in education was the “Puppet 

Workshop”, which was founded by Ana Milovanović at the Pedagogical Academy for Teacher 

Education in Belgrade (now the Teacher Education Faculty) in the school year 1989/1990. The 

“Puppet Workshop” was seriously engaged in experimental research of the application of puppet 

theatre arts in the education of primary school children, focusing to specific subjects in their 

curriculum. Although experimental work of the “Puppet Workshop” had remarkable success 

among students and professors of the Academy, as well as at many educational conferences and 

theatre festivals, puppetry did not enter into schools and the other formal education institutions 

massively. 

 

  
Picture 1. Hand Theatre of the Puppet Workshop Teacher Education Faculty, Belgrade, Serbia. 
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In order to motivate teachers for the creative application of puppetry and to provide a more 

efficient transfer of acquired knowledge and experience to the field of puppetry in education 

in Yugoslavia, Ana Milovanović (in cooperation with the Teachers Union of Serbia) decided 

to establish the Puppetry Festival in Education (FLUO) in 1993. The first Puppetry Festival in 

Education (FLUO) was held at the Pedagogical Academy for Teacher Education in Belgrade. 

In practice, the entire festival was based on the “Puppet Workshop”, with its former members 

and their pupils participating in all of the seven puppet shows (the only ones existing in the country 

at all). It was the second stage in the development of puppetry in education in Yugoslavia. FLUO had 

three successful editions, each one contributing to a wider and more professional application 

of puppetry in education in Yugoslavia. As a result, at the Third FLUO Festival, there were 

twenty-six puppet performances made by preschool and school children and their teachers, 

as well as two outstanding professional performances from The National Academy for Theatre 

and Film Arts from Sofia, Bulgaria. There was an obvious advancement not only in the number 

of performances, but also in their theatrical and educational quality. It means that the Festival 

stimulated the children’s and their teachers’ creative expression in puppetry and hastened  

a progress both in the quantity and quality of production of children’s puppet performances. 

The Festival sparked remarkable media and professional attention and confirmed itself both 

as a model of motivation and as good practice for the development of puppetry in education. 

 

 
 

Picture 2. Emblem of the Festival of Puppetry in Education (LUTKEF).  
Source: private collection.  

  

 The third stage of the project devoted to the development of puppetry in education in 

former Yugoslavia (today in the Republic of Serbia and in Montenegro) was the organization 

of a larger and more comprehensive and inclusive festival, with higher quality expectations. It 

was The Festival of Puppetry in Education (LUTKEF), founded in 1996 by Ana Milovanović, 

under the auspices of the Ministry of Education of Serbia and Radio-Television of Serbia 

(Milovanović, 2010), as a follow-up of the closed FLUO festival. 

 

 



98 

 
 

Picture 3. The poster of XXII Festival of Puppetry in Education (LUTKEF). 
Source: private collection. 

 

Conception of the Festival of Puppetry in Education (LUTKEF) 

The Festival of Puppetry in Education (LUTKEF), unique by its conception, is a specific 

theatrical and educational festival for children and made by children. 

At the time of its conception, the main aims of LUTKEF were, and still are, to represent, 

develop and promote both the puppet theatre the performance productions of preschool children, 

pupils, educators, teachers, pedagogues, students and professors, and any form of application 

of puppetry in education. The secondary (but no less important) goals of LUTKEF are: contribution 

to the development of the theatre culture in general and innovation of education as a whole in 

then Yugoslavia (now Serbia and Montenegro). As written in the LUTKEF Manifesto: “LUTKEF 

exists to remind: that the puppet in the school and kindergarten is not a toy, but the object to 

which life is given by the child or teacher; that everything can become a puppet if somebody finds 

a reason for its existence” (Milovanović, 1997, p. 89). 

The complex conception of LUTKEF considers the main programme and a series of 

complementary programmes. The main programme of LUTKEF contains two parts: the first one 

presents puppet performances made by preschool and primary school children and high school 

and university students (with the methodological guidance of their educators, teachers and professors). 

It is very important that children participate in all the phases of the realisation of a puppet performance 

(starting from the text, through the creating and making of the puppets, to the voice characterization, 

selection of theatre music and the animation of puppets). The second part of the main programme 

presents the possible kinds of application of puppetry in education by the educators, teachers and 

professors. The main programme of LUTKEF has a competitive character: it means the best 

puppet performances made by children and the best applications of puppetry in education by 

educators, teachers and professors are selected and rewarded. The jury of LUTKEF always consists 

of the specialists in puppet theatre and pedagogy, not only from Serbia, but also including professors 

from the best European puppet academies. The awards are motivational ones (for example, participation 

in a professional puppet festival for children or ten days’ holiday at a seaside). “LUTKEF wants 
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at least one puppet to come to life in every kindergarten and at every school throughout the country, 

and to show to all educators and teachers that the best way for children to express themselves, 

learn, get experience and feel loved is through playing with puppets” (Manifesto of LUTKEF) 

(Milovanović, 1997, p. 89). The Festival is aimed at the development of all children, not only 

those who are gifted with theatrical abilities, which is one of the main reasons for the Festival 

decentralization and realization of LUTKEF programmes all year round in different centres 

of LUTKEF in then Yugoslavia (nowadays, Serbia and Montenegro).  

   From the beginning of LUTKEF, children with special needs have not only been included 

in the Festival activities, but their participation is based on absolutely equal rights. 

The complementary programme of LUTKEF has three parts: a) the education of educators; 

b) the humanitarian LUTKEF; c) the motivation of local communities for puppetry in education.  

The education of educators (through puppet workshops and seminars for educators and 

teachers, round tables and conferences, theatre puppets exhibitions and puppet stage design) 

gives educators and teachers both the basic knowledge and skills in the field of puppet art and 

the methodological knowledge and examples of the best practices of applying puppetry in education. 

The conception of this part of LUTKEF’s complementary programme was initially based on 

the curriculums both of The Drama Academy of Muse's Arts, Prague, Czechoslovakia and The 

National Academy for Theatre and Film Arts, Sofia, Bulgaria.  

The contents of the puppet workshop, as the main form of educating educators, are: 

1) the theory of puppet theatre art (the fundamental concepts of puppet art, the differential 

characteristics of the puppet theatre in relation to the drama theatre, the poetics of puppetry), 

2) the history of puppet theatre (a short review; the puppet as the theatre symbol in the history 

of human civilization), 3) puppet plays (specifics of drama for children; the basic principles 

of dramatization of fairy tales; characteristics of puppet dramaturgy with examples from famous 

literature), 4) the types of puppets (the idea, genesis, characteristics, principles of creation and 

construction, and technology of different types of puppets: marionette, the sticky puppet, puppet 

of java, shadow puppets, hand puppets, improvised puppets, mimics puppets), 5) improvisations 

in puppetry (the theatre of hands, the hand as a fundamental means of expression in puppet art; 

theatrical potentials and principles of animation of hands; methods of analyzing everyday objects 

from the aspect of their usability for animation), 6) the speech of different types of puppets 

(characteristics of theatre speech, speech characteristics of different types of puppets), 7) the 

puppet animation (universal principles of puppet animation; specific principles of animation 

of different types of puppets), 8) the puppet scenery (specifics of scenic space; the visual and 

theatric patterns of shaping of puppet space; different principles of creation and construction 

of a puppet scene), 9) the music in the puppet theatre (characteristics of scenic music; the principles 

of choosing the music for different types of puppets), 10) the puppet directing (the basic patterns 

of theatre directing, the specifics of puppet directing; the puppet mise-en-scene, the principles 

of composition of a puppet spectacle). 

The humanitarian LUTKEF considers not only holding humanitarian performances in 

children’s hospitals, orphanages and refugee centres, but also the design of special performances 

for health education and therapeutic re-education performances. 

The motivation of society for puppetry in education means motivating local communities 

and places without puppet theatres for puppetry in education (through puppet carnivals and 

children’s collective creation of puppets in town squares). 
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The achievements of the Festival of Puppetry in Education (LUTKEF)  

  During the 25 years of its existence, LUTKEF has significantly developed the puppetry 

in education in Serbia. It also initiated the founding of puppetry in education in Montenegro and 

contributed to its foundation in education in the Republic of Srpska. Only the highest achievements 

of LUTKEF will be mentioned here. 

The Festival of Puppetry in Education (LUTKEF) founded its centres of puppetry in 

education in the following cities and towns in Serbia: Belgrade, Kruševac, Batočina, Aleksinac, 

Kragujevac, Subotica, Brus, Ćićevac, Smederevo, Knjaževac, Sokobanja, as well as in Montenegro 

(Podgorica). For twenty-four years now there have been parallel annual editions of the Festival 

in the centres of LUTKEF in: Belgrade (I-XIII, XX-XXIV), Kruševac (II-XI), Batočina (XIV-XIX), 

Aleksinac (VI-VIII), Kragujevac (XII, XIII), Subotica (II-III), Brus (IV), Ćićevac (XIII), Smederevo 

(I), Knjaževac (II), Sokobanja and Podgorica (III) (Milovanović, 2016).  
 

 
Pictures 4-6. The Festival of Puppetry in Education (LUTKEF).  
Source: private collection.  
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  In the official system of education throughout Serbia, children perform puppet theatre 

plays with more and more quality as a result of professional supervision and evaluation. All types 

of puppet theatre (even marionette) are now represented in Serbian education, as well as all 

puppetry theatre genres (even operettas). More than 5,500 children (aged 4 to 15) from all over Serbia, 

Montenegro and the Republic of Srpska have played in 518 puppet performances. LUTKEF’s 

audience in Serbia and Montenegro counts more than 30,000 children and, it is important to 

notice, all performances and programmes can be enjoyed by children for free. 

  The biggest of the creative achievements of the puppeteers in education – both children 

and educators – was the series of the Radio-Television of Serbia “The Smallest Theatre in the 

World” (filmed and viewed in the period 1996-2002). The best children puppet performances 

from LUTKEF were selected and professionally recorded for that series, which ran 3 cycles 

(each consisting of 13 episodes). Until now, LUTKEF’s “The Smallest Theatre in the World” 

has been replayed on the Radio-Television of Serbia 11 times and has participated at the festival 

of TV programmes for children in Gera, Germany, offering the widest affirmation to its authors.  

  The best children and adult puppeteers from LUTKEF were rewarded with live 

participation in the educational puppet serial program “The Puppet Primary Book” on The 

Independent Television “Studio B” (aired live 1997-1999).  

  The books in which LUTKEF’s best puppet plays were published represent its permanent 

contribution to puppetry in education. The first one was The Anthology of puppet plays of LUTKEF 

(with The Introduction to Puppet Dramaturgy), which has had three editions until now (2001, 

2003, 2008) and sold more than 10,000 copies (Milovanović, 2008). The second book, The Puppet 

plays for kindergarten and school (from LUTKEF) was published in Belgrade in 2016 by the 

Festival, which then starts with its publishing work as well (Milovanović, 2016). 

The number and aesthetic values of the original puppet plays written by teachers are 

better represented in the second book. Both books have become primary books for puppet play 

writing, representing the affirmation of puppet play writers and a support for their further creativity 

in puppetry in education.  

  The approach of LUTKEF to the development of puppet dramaturgy is based on the results 

of research which not only shed light on the existence, function and importance of elements 

of Serbian fairy tale in children’s drama literature in Serbia, but lead to the conclusion that 

Serbian fairy tales are the inspiration of the best drama for children in the Serbian language. 

There is, however, a wrong tendency noticed in modern Serbian dramaturgy for children: a negative 

change of the meaning of fairy tale has been keeping up with the changing political situation 

during the last thirty years. Serbian fairy tale is a very important base for crating plays for children 

of high aesthetic qualities and both the meaning and the Weltanschauung of Serbian fairy tales 

have been inventively conserved among LUTKEF’s puppet play writers (Milovanović, 2002, p. 80).  

The thematic diversity of puppet performances in education in Serbia is also increased 

through the efforts of LUTKEF. Teachers, authors of plays for older school age (pre-adolescents), do 

not flee from the cruel reality in which their pupils live, but they creatively cope with it. Social 

justice and emotional and other problems of the young, which are of particular importance to 

pre-adolescents (e.g.: the dangers that ‘lurk’ from social networks and human traffickers, bullying, 

etc.), are treated very successfully at LUTKEF.  
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Pictures 7-8. The Puppetry in Education Festival (LUTKEF).  
Source: private collection.  

  

It is important to point out that, in a situation where true critical tones are rarely heard 

in the professional children’s drama theatre of Serbia, the strongest social criticism comes from 

a puppet theatre at a small puppet festival. Secondly, LUTKEF promotes plays based on the 

application of puppet theatre art in the processes of young people’s forming and adopting patriotic 

attitudes, values and behaviours; assimilating knowledge about the Serbian culture, history 

and tradition; moulding a positive attitude towards them and a continuous interest in their spiritual 

values; cultivating the feeling of national self-consciousness and cherishing the deepest love 

for their own country.  

LUTKEF has successfully presented the optimal models for children's speech development, 

as well as an original method of initial reading and writing of Serbian Cyrillic alphabet based 

on the application of puppet theatre art in developing literacy (Milovanović, 2020). There were 

performances based on that method and approach to learning the Serbian language, then made 

by the students of the Department of the Serbocroatian language at the Faculty of Slavic languages 

at Sofia University “St kliment Ohridski” (Milovanović, 2007). 

We should point out another contribution of LUTKEF in a very rare application of puppetry 

in education, which is very important for children’s development – the creative application of 

puppet art in the process of forming and developing initial mathematical concepts and relations 

among preschool children. There have been a dozen “math” performances at LUTKEF as a result 

of its workshops, initiated through annual public calls and targeted towards the professional 

development of educators.  
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Picture 9. Math performance of pre-schoolers at The Festival of Puppetry in Education (LUTKEF). 
Source: private collection. 

 

LUTKEF also pays attention to the full inclusion of children with special needs. They, 

too, have received the main rewards and were selected for television series (Milovanović, 1997). 

Various attempts to establish the influence of a systematic and professional utilization of puppet 

theatre art in the development of speech and literacy development of children with hearing 

impairment have proved to be successful, too. The performances in which puppets helped in 

the learning of a foreign language have found their place at LUTKEF, too. 

  From the very beginning, the Festival has been devoted to developing children’s musical 

taste and ecological awareness, and to presenting and promoting the national tradition and folk 

literature of Serbia. Special attention is always paid to promoting and adopting moral norms 

and ethical principles among children. As an integral part of all LUTKEF performances, the 

development of children's motor skills (especially delicate hand movements), is becoming 

increasingly important in the world of the prevailing information technology progress. 

These achievements of the Festival are not accidental: they arrived after a continual, 

systematic and thorough preparation of the complementary LUTKEF programme – ‘The education 

of educators’. More than five hundred education workers in Serbia have participated in the workshops 

and seminars related to the specific fields of puppet art (dramaturgy, directing, animation, creating 

and making of puppets), often held by eminent professors of the puppet academies from Bulgaria 

and Great Britain. Many of the teachers-puppeteers had the opportunities to see very good performances 

of international puppet theatres at dozens of exhibitions of puppets and stage design. 

  The roundtables devoted to the status of puppetry in education in Serbia have precisely 

identified and highlighted the problems and proposed effective solutions to them. 

  The humanitarian LUTKEF has delivered more than 150 charity plays performed in children’s 

hospitals and orphans’ homes and more than 200 puppets have been donated to children. It has 

served as a kind of therapy in re-education as well, and was particularly useful in the post-war 

period in Yugoslavia and after the NATO bombing of Serbia and Montenegro. Humanitarian 

LUTKEF concerns not only performing humanitarian performances in children’s hospitals, 

orphanages and refugee centres, but also the design of special performances for health education 

and therapeutic re-education performances. 
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  The motivation of local communities for puppetry in education has resulted in opening 

12 LUTKEF’s centres around Serbia in which 38 puppet carnivals have been held and 11 collective 

creations of puppets in town squares).  

  The festival has significantly contributed to the wider media and professional affirmation 

of both puppetry in education and the best contributors of LUTKEF. 

 

 
Picture 10. Press clipping of The Festival of Puppetry in Education (LUTKEF).  
Source: private collection.  

 

The very important contribution of LUTKEF lies in the fact that puppet theatre art 

is an obligatory subject at all levels of education of preschool and primary school teachers. In 

accordance with its tradition of innovative application of puppet theatre art in the primary school, 

LUTKEF is based at the Teacher Education Faculty in Belgrade1. 

 

Conclusion 

The Puppetry in Education Festival (LUTKEF) has been very important for the development 

of puppetry in education in Serbia and for the awakening of interest and developing love for 

the puppet theatre and arts among pre-schoolers and pupils.  

 

 

 

                                                           
1 https://www.flickr.com/photos/87316354@N02/sets/72157676854897532/. 
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MODERN PHILOSOPHICAL AND AXIOLOGIAL CONSIDERATIONS 

IN REFERENCE TO THE ETHICS OF UNIFORMED SERVICES 
 

  
Summary 

The morality of the individual man, as well as the social one, as well as that of individual 

professional groups, including those who perform the important service for the good of society, are 

inevitably connected with ethical decisions made constantly. 

The sources of moral and ethical attitudes of functionaries are based on specific ideas and 

phenomena of human communities. They are described, among others, by ethics – in the article, in terms 

useful for members of uniformed services. 

 

Key words: sense of justice, officer, coercion, restriction of freedom, security, ethics of uniformed services. 

 

 

The operations of an institution and performance of public servants and relations between 

an individual and various institutions is related to the overwhelmingly complex moral issues and 

is focused on two crucial problems. One of these problems is the widely understood and interpreted 

sense of justice which concerns the problem of what pertains to who in social relations and thus 

it refers to the mutual obligations between an individual and institutions. Under this problem 

the reflection focuses on the analysis of the moral foundations and search for the rules of just 

law and political system of the state in its institutional aspect. Subsequently the issue of the moral, 

proper and just conduct of an individual in the public space, both private and public persons such 

as officials and policemen, emerges. 

 The second problem pertains to the issue of justifying the application of coercion in the 

field of restriction of freedom by authorized public authorities and the specific formulation of 

conditions and scope of its admissibility. However, as it can be easily discerned, the use of a form 

of coercion is in each case undeniably related with the issue of justice as the justice constitutes 

a proper justifying rationale. Executing each vision of just public order requires application 

of coercion for the purpose of implementing adopted legal imperatives and proscriptions (Taracha, 

1994). At such time a question is revealed: is the public authority and its officers morally authorized 

to restrict our freedoms in the name of the upheld beliefs concerning the issue of what public 

order is proper and just and what behaviours of individuals merit rejection and to what extent 

they are allowed to do so? 

 It must be stated that contemporarily the majority of moral debates tackling the issues 

related to the public aspect is woven around the values of justice and freedom (from coercion). 

Both assume affirmation of something akin to a common denominator, mainly a particular and 

enigmatic concept called equality (Hartman, Woleński, 2009, p. 271). Deliberating on the issue 

of conditioning, particularly the conditioning of the uniformed services, we must take into 
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account other momentous and significant values of public and social life. Among these we must 

distinguish such values as the internal security of citizens and external security (peace, personal 

inviolability, care for family piety, low crime rates), property (legal protection of property), 

law-abidingness (observing the law, the law giver respecting the fundamental rights), self-determination 

(care for democratic autonomy), public health (care for preservation of health, also during pandemic). 

Thus working towards the ideal of justice would consist of realization of all these values with 

simultaneous possible least depreciation of the freedoms of an individual and avoidance of 

causing harm to anyone in the space of public life (Wiszowaty, 2011). 

Thus in the declaratory aspect – developed over the last decades – a moral ideal of the 

modern civilized world presents itself. 

 However, in terms of the efficient and proper functioning of social life a common conviction 

exists in the modern western societies that subjecting laws and public system to any form of 

ideology defining a proper life model is not ethically acceptable and this issue is no longer up 

for discussion. Regarding the vision of social life it is accepted that a liberal democracy constitutes 

a proper and just form of organizing political life. It is so because it is being acknowledged that 

a liberal democracy allows for peaceful life and functioning of all participants of the political 

dispute concerning the proper model of life. Liberal democracy constitutes a guarantee that none 

of the parties will force its beliefs and systems upon the remaining members of the society 

(Lyons, 2000). 

The ethical argument regarding the boundaries of freedom in the private and public domains, 

along with particular devotion to all displays of discrimination in social life, is contemporarily 

instigated. This argument also touches upon the issues of the presence of the state in realizing 

state's care functions towards the citizens as well as the moral scope of the practicalities of the 

functioning of a civil society. 

 

Liberal-conservative doctrinal considerations 

Since the birth of the ethical and political thought, since the times of ancient Greece and 

Rome, two paths of reasoning concerning the state and civic conduct were formed. According 

to the republican reasoning formulated by Plato and Aristotle further developed and interpreted 

anew in the early modern period (Machiavelli, Rousseau) and currently cultivated by the conservatives 

the state (res publica) is the greatest moral achievement of humanity and a civic state possesses 

the rank of the highest moral dignity of an individual. The state, as a collectivity of the citizens' lives, 

requires veneration and servitude as the state is the means by which every individual becomes 

civilized and morally responsible. For these reasons the virtue of a good citizen is one of the noblest 

virtues and service to the state is the highest honour and the greatest of responsibilities. Thus the 

conservatism undeniably presents itself as a clear opposite of the liberal ideology. E. Burke, 

a representative of this movement was characterized by the attitude of suspicion and distrust 

towards Lock's empiricism, and he did not agree with his arguments justifying the revolutionary 

changes (Gottfreid, 1993). Rather than that he sided with and lauded the tradition of cultural 

heritage as the achievement of humanity and emphasized its contribution to preserving societal 

order (Chapman, 1967). 

The declaration of Burke's conservative ideals emphasized the importance of tradition 

and the cultural heritage as the timeless treasury of human knowledge. Such perception of the 

world and mechanisms of history allowed Burke to see social, political, religious and educational 

institutions – a family, the state, the church and a school – as products of culture which constitute 

a derivative of the experience accumulated over generations. The standards of decent behaviour 
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and civilized discourse, ethical standards and values were not defined in accordance with the 

will of the majority. Such ideological stance is the result of a careful, suspicious even, approach 

towards all changes perceived as a possible threat to civilization and morality (Kirk, 1995). 

 The main characteristic of individualism which distinguishes the idea of liberalism 

is the premise and belief that an individual is more important than society (Rawis, 1993). 

According to the conception of individualism, the basics of which were formed by Locke and 

Jefferson, an individual possesses certain guaranteed rights and an individual under this social 

and political system possesses practically unrestricted opportunities for realization of own desires 

and the state should interfere with his actions as little as possible (Mill, 2006). 

 In emphasizing the significance of general education representatives of liberalism 

underline the importance of the civic upbringing possessing cognitive and emotional aspects. 

On one hand expanding and enriching the knowledge of young people concerning structures 

of the state system and its institutions is indispensable, on the other the emotional aspect of 

upbringing which should, according to the liberal vision, be based on implanting the sense 

of civic responsibility is displayed. The indicated aspects, the cognitive aspect and the aspect 

related to forming attitudes, are combined in the liberal concept of the so-called “public decency” 

which, in turn, translates in the practicalities of social life to appreciation of the importance of 

ranks of the procedures and functioning of institutions in politics and education alike (Nowak, 

Cern, 2008). 

Liberalism is an ideology under which a concept was developed of a human as a sapient 

being which realizes its potential in unrestrained manner in the spirit of individualism and at 

the same time respects the democratic social order. Liberals eagerly speak of a civil society – 

but they refer not to the idea of the collectivity but to the idea of possessing inalienable human 

and political rights – as the essence of citizenship. Participation in political life is an expression 

of goodwill of a citizen and not their moral obligation. However, ultimately this right has a decisive 

character in regards to what is acceptable and what is not in the institutional and political aspect. 

Thus the moral value consists of law-abidingness – the dominance of laws over the particular 

will of any state official (Kahan, 1992). 

 Discovering an easy solution for the moral controversy between conservatives and liberals 

is therefore difficult. Both parties consider their beliefs as morally justified which results in their 

beliefs being apodictic and non-negotiable in character. 

 The equivalent of this fundamental political dispute in the field of ethics is the dispute 

between the conception of the eudemonic ethics and absolutist ethics on one hand and the utilitarian 

and pragmatic ethics on the other (Anzenbacher, 2008). Conservatives are convinced that the 

state plays the role of an educator teaching citizens about virtues and the very fact of being 

a citizens is connected with practising virtues of a good citizen which include bravery and honesty 

but also obedience to proper superiors. Frequently conservatives adopt the attitude of moral 

absolutism and perceive moral obligations as absolute and unarguable and, by the same token, 

possible to unequivocally define through the use of moral intuition. Thinking in categories of 

virtues and thinking in categories of the purity of motivations to act, the goodwill of fulfilling 

moral obligations in accordance with moral law (deontologism), frequently occur together in 

ethics. One representative of such reasoning was I. Kant (Hoeffe, 2003). 
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Ethics and law 

 The history appears to clearly indicate that the rulers rather frequently displayed abuse 

of the state authorities for realization of their own particular or ideological goals. Thus the 

strict criteria are applied contemporarily in order to elevate a form of a state authority to the rank 

of a “democratic state based on the rule of law”. In such a state, supposed to distinguish itself 

with high standards of law-abidingness, the forces of law and order must be subjected to strictly 

define legal rigours. Thus a question can be posed: why is it necessary to touch upon the subject 

of ethics in the work of a policeman if the professional actions he undertakes are very strictly 

regulated by law? In essence this question pertains not to the separateness of the ethics of the 

police or the widely understood uniformed services but to the mutual relations between ethics 

and law (Wiszowaty, 2011). 

 However, it must be noted here that a policeman is bound by both the obligation to 

remain faithful to the constitutional state authorities (as a public-legal official) as well as the 

obligation to serve the people, which, in turn, raises practical implications. The terms law and 

morality can be, obviously, assigned various meanings. The very term “law” possesses numerous 

varied components. First and foremost it designates the effective legal order along with the 

appropriate legal standards defined by codices and judicial sentences. The law formulated in this 

manner constitutes the foundation for legitimizing the effective legal order. Ultimately, these 

definitions are frequently used to define particular legal standards in the object meaning (“the 

wording of law as an obligation” -lex) as well as the subject meaning (“as a right to do something, 

an authorization” - ius) (Lyons, 2000). 

 In search for the answer to the question of what constitutes the essence of law two movements 

were formed: the conception of the natural law and the so called legal positivism. The supporters 

of natural law assume that it is common for all people regardless of the cultural differences; 

in terms of history it does not change; this law cannot be taken away as it results from the human 

nature and defines the fundamental rights and obligations of a human being. Furthermore, the 

natural law has an imperative character in regards to the positive law and serves as its legitimizing 

and critical-correctional factor (Brandt, 1996). 

 The differences in the understanding of the basic wording of the rules of natural law result 

from the different approach to its genesis and the very anthropological premises (Hartman, Woleński, 

2009). In essence they depend on whether the substance of this law is of Greek origins, which 

are founded on the Plato's philosophy of ideals and the Aristotle's conception of the intentional 

structure of the human nature, or based on the theological Christian teachings of St. Augustine 

concerning the order of creation presenting the primeval display of God's law and teachings of 

St. Thomas of Aquinas concerning the law of nature as the reflection of the eternal God-given law 

in the mind of men (Anzenbacher, 2010). These rules may also be woven from the ideals of 

enlightenment (the theory of I. Kant of the natural law based purely on the a priori rules recognized 

and acknowledged by human reason) (Kant, 2004). 

 In the tradition of Aristotle and St. Thomas the natural law has the character of the moral 

law and its fundamental rule is contained within the “do good, avoid evil” adage. The awareness 

of this law increases when the law effective in the country is being perceived as unjust or when 

the practice of law is being assessed negatively because it is deviating from the legislation deemed 

as just because in such circumstances the natural law entitles citizens to a so-called civil refusal 

which constitutes the foundation for legal opposition (Fuller, 2004). 
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 The opposite movement is called the legal positivism. J. Austin (1790-1859) was the 

most prominent representative of its Anglo-Saxon iteration. This movement operates under 

the premise that the law is binding solely due to the act of establishing a legislative body of the 

state and its binding nature is independent of the moral principles. It is well exemplified by the 

adage formulated by T. Hobbs: “The authority, not the truth, makes right”. Expressed in such 

a manner the content of a moral standard constitutes a second-rate reality which depending on 

needs can be altered and its importance is based solely on the formal and procedural considerations. 

Thus the legal positivism dissolves the internal connection between the law and morality (Hołda, 2008). 

 The movement attempts to solve the problem of how the law should be formed and 

established in order for it to become a vector for justice and not only a tool of the authorities by 

indicating the instruments of democratic expression of will in a country based on the rule of 

law. However, the history teaches us that the majority does not always guarantee infallibility. 

For this reason the question of moral (ethical) foundations of law still remains open. The early 

modern period contained the certain defined collection of normative elements which are supposed 

to form the moral foundation of law in various human rights declarations (Wiszowaty, 2011). 

The theory proposed by an Austrian lawyer H. Kelsen (1991) presented a belief that there 

is no relation between legal and moral standards. According to this conception a policeman is 

an official of the state which is equated with law. Therefore his personal conscience and sense 

of responsibility must give way to the authority of the state. 

In its preamble the Constitution of the Republic of Poland refers to the universal values 

and in this intended manner connects them with the positive legal order. Under this momentous 

document the compromise which assumes the existence of ethics and law as the mutually 

non-exclusive realities associated with each other is presented. 

Tackling the issue of relation between law and ethics we have to first and foremost underline 

that the codified law – as a formal act of the state authority – is able to regulate only the external 

actions of citizens subject to control with particular attention and consideration of the rule of 

justice. Breaching the law is threatened with specific, defined punitive sanctions. The law directs 

its standards – usually expressed in the form of restrictive imperatives and proscriptions – at 

the members of specific collectivity (Szlachta, 2008). 

Engaging in philosophical deliberation normative ethics, in turn, attempt to indicate 

values and formulate norms which are to define the life worthy of a man. In the case of conflict 

between these values and standards normative ethics indicate what just and rational actions are. 

We must observe that the ethical standards equated with moral law are not as precise and 

unambiguous as the regulations of positive law. Possessing teleological character these laws 

indicate a general path, the proper inclinations for acting. Apart from that the ethics refer to the 

internal side of the personality of an individual and respect the autonomy of conscience in the 

field of the ethical decisions made (Brandt, 1996). 

In the light of the collation presented above we must properly emphasize the ascertainment 

that the ethics of the police do not intend or aspire to transforms guardians of law into guardians 

of morality. However, we can imagine a situation in which despite numerous detailed legal 

adjudications a police officer may come to the conclusion that if law does not proscribe a particular 

deed this deed is ethically acceptable (Szerauc, 2010). 

In such case the professional ethics, which maintain the immutable independence of moral 

resolutions, are supposed to indicate the authenticity of what is moral and by the same token 

practically illustrate the critical function of ethics in regards to the standards of positive law. 
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The spectrum of contemporarily emerging ethical tendencies 

More or less since time immemorial ethical deliberations have accompanied human existence. 

From the very beginning, coming into contact with good and evil, people were debating not so 

much the genesis of good but primarily the means of achieving the good which would satisfy 

yearnings of hearts but would also allow experiencing joy and fulfillment of existence. Particularly 

the work of uniformed services, police officers in particular, leads to constant contact and confrontations 

with moral evil. 

Ethics make efforts to present certain fundamental value which is the source of common 

conviction concerning moral good and evil. Depending on the approach to this issue, in particular 

to how the basic good towards which each human action should aspire is perceived and understood, 

various different movements emerge in the field of ethics. The moral good understood in such 

a manner became the foundation for distinguishing three main movements of the ethics: deontological 

ethics, eudemonism and personalism. We will focus our deliberations on these movements in 

order to indicate various ethical inclinations as considerations and circumstances in which the 

representatives of modern uniformed services realize their social service (Styczeń, Merecki, 2007). 

Representatives of deontological ethics (Greek – deon – obligation, responsibility; Greek 

– Logos – a word, science) claim that an action is good when it is compliant with the imperative 

of an appropriate authority. In this fact they seek for the source of moral obligation – the moral 

duty to fulfil an imperative of sorts. According to the heteronomous deontological ethics the 

authority constituting the higher instance can be the God as well as the state (Hegel) but also 

the society or a social class (Marx). In turn the autonomous deontological ethics adopts the 

belief that the entity imposing the imperative can be the entity itself (practical reason according 

to Kant) or “an authentic choice” stemming from the propulsion towards freedom according to 

the concept of Sartre (January, 2001). 

Thus the deontological ethics striving for guaranteeing selflessness of the moral good 

presents itself as the reaction to the subjectivity of theories looking for the fundamental good in 

joy. The key reservation which rises in response to this movement is related with bereaving the 

moral entity of the right to act rationally. A sapient and rational human, in order to act in accordance 

with the moral imperative and accept it as right and just, has to find the rational justification 

himself, independently of even the highest authorities (Czarnik, 1998). 

In turn, the second of the listed movements − eudemonism (Greek – eudajmon – happy) 

− deems an act to be morally good if it leads towards happiness which it indicates as the greatest 

goal and motif behind human actions. Thus happiness is elevated to the rank of the greatest 

good and constitutes the final goal of human struggle. This movement contains the majority of 

ancient conceptions, although these conceptions differ among themselves. This is also where 

we can place the hedonism of epicureans (Aristippus, Epicurus) related to the worship of life 

but also to moderation and prudence which are to ensure the serenity and calmness of mind 

(Paszyński, 2001). 

This movement also includes utilitarianism (Latin – utilis – useful) the meaning of which 

can be brought down to the adage: “as much happiness and joy for the greatest number of people”. 

The very name of the movement would point towards the utility as the criterion of the moral 

good. This movement was primarily represented by J. Bentham (1748-1832) and J.S. Mill (1806-1873). 

In the opinion of Bentham the act is good which brings as much joy and happiness and as 

little pain as possible. Thus striving for happiness a man should choose the enjoyable good which 

brings the greatest benefits. In order to rationally define the scale of pleasure (happiness) and 
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pain J. Bentham introduced a number of criteria, including the criterion of intensity and endurance 

of sensations (Anzenbacher, 2008). 

In this context the underlying question presents itself – can happiness reduced to the level 

of pleasure and enjoyment constitute the fundamental good which could decide what is morally 

good and what is not? It is probably doubtful as the modern condition of culture is severely 

strained by such a consumerist perception of the world of values. In any case, J.S. Mill (2006) 

himself saw that pleasure is experienced incidentally when struggling towards other goals. 

The third of the listed movements is personalism which was formed under the influence 

of several modern philosophical movements. Its formation was influenced by the contemporary 

European philosophy emphasizing the autonomous value of personality understood as the 

dignity of an individual and appreciating the value of individual's existence (Vardy, Grosch, 

1995). The ordeal of the XX century totalitarian regimes – which radically obliterated human 

dignity – gave this movement the quality of particular and deep social sensitivity to the threat 

to human dignity and individuals' inalienable rights. The modern term “personalism” (taking 

its name from the Latin word persona) refers to numerous different philosophical movements. 

In its basics personalism can be described as a movement focusing on the ethical issues 

concerning the meaning of the term “person”. Its representatives, such as J. Maritain (1882-1973) 

and E.H. Gilson (1884-1978), held a deep belief that the development of a human should 

constitute the main goal of social life and that the personal values are more important under 

the hierarchy of values than the economical and social values. One of the most important statements 

of the Christian personalism is the belief that a human is the greatest worldly entity, possessing 

reason and free will, individualized, inimitable nature and the capacity for exceeding oneself 

through affirmation of the truth about oneself and presenting oneself through actions (Szostek, 2007). 

It is prudent to emphasize that personalism constitutes a conception fundamentally 

compliant with the Christian vision of a man although it underlines the exceptional character of 

men stemming from the very fact of existence (Szlachta, 2008). Such perception of human value 

is concordant with the contemporarily commonly accepted rule of respecting human dignity 

and the resulting inherent rights. This very presumption presents itself as one of the main premises 

of the ethics of the police. 

 

Human dignity and rights as fundamental standards 

In our modern times the perception of human rights and dignity is influenced by both 

positive and negative factors. The positive factors include the philosophical conceptions referring 

to humanistic values, the religiousness related to ethics and development of culture and civilization. 

Among the negative factors we may list humiliation of human beings, genocide, totalitarian and 

racist ideologies as well as the barbaric and genocidal political systems established on the foundation 

of such ideologies. 

Thus as a reaction to such criminal and sinister systems a peculiar “revolution of human 

dignity” occurred and resulted in various actions including introduction of the human dignity 

definition into the United Nations Charter, Universal Declaration of Human Rights (1948), 

and in the subsequent documents of UN devoted to the issue of human rights and in other 

international documents, including the documents of certain state institutions. Thus despite 

the undeniable bolstering of the value of human dignity the modernity, marked with the pluralism 

of the convictions, attitudes and behaviours, departing from not only the Christian but also the 

enlightenment sources of the human dignity concept, is unable to reach a uniform stance concerning 

the issue of human dignity or the justification for this term and its contents. However, the modernity 
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cannot constitute the foundation for any form of neglecting or disregarding human dignity or 

relativizing it as it would mean renouncing all humanistic values of our culture and would, in 

consequence, lead to degeneration and violations (Skorowski, 2004). 

It appears that in our times the human dignity is primarily violated there where police 

force is being consciously or unconsciously manipulated by the political factors or is provoked 

to taking certain actions by the contemporary media which in their pursuit of ratings are focusing 

on search for sensationalist material. In the face of the enormous influence of media a disastrous 

inclination may emerge among police chiefs to improve the image of the police force by presenting 

successful and spectacular interventions displaying the necessity of police operations (Wiszowaty, 

2011). 

In the case of detaining an individual (or individuals) suspected of committing a penal 

act and the following treatment of detainees and interrogation – particularly when such individuals 

have little chance of submitting a complaint regarding officers' behaviour – the policeman sensitized 

to respecting human dignity must exercise delicate tact regarding how far he can interfere with 

the sphere of human rights in order to protect the endangered social safety and order (Nowak, 

Cern, 2008). 

Along with transfer of the subject of human dignity from the philosophical and theological 

plane onto the political and legal plane the issue acquired a new quality. Incorporation of the 

postulate of the human dignity respect into the basic law of the democratic nations resulted 

in the issue gaining importance in the field of, for instance, equality in the face of law. Thus 

contemporarily the human dignity plays momentous role not only in regards to ethics but also 

as a fundamental value it underlies other moral standards and constitutes the foundation of 

human rights which would hover in void without acknowledging it (Szostek, 2007). 

The issue of human rights possesses numerous definitions. The definition contained 

within the encyclopedia of international public law defines it as “these freedoms, protection and 

benefit measures which should be respected as rights in accordance with the contemporarily 

accepted freedoms and demanded by people from the society they are living in” (Wąsik, 2000). 

The content aspect of the human rights is concisely defined by A. Wielomski as a “set 

of inalienable laws due to each human always and everywhere by the very merit of being a human” 

(2008, p. 319). These rights being founded on the inviolability of human dignity are universal 

and do not require referring to other laws and thus are defined as the basic laws. From the point 

of view of the daily police practice it seems prudent to emphasize that their basic character does 

not mean that these rights are absolute. Thus they can be subject to restrictions – but only in 

the exceptional circumstances defined beforehand, under recognized and acknowledged procedures 

and not in accordance with arbitrary caprice (Taracha, 1994). In reality human rights are the 

ethical foundation of the state and its institutions. 
 

The dispute regarding values 

The contemporary acute axiological crisis is related with the act of undermining the 

existence of the objective truth, including the truth regarding mankind (Bartnik, 2006). Therefore 

entering into service in uniformed services is undertaken under difficult and complicated 

circumstances of the ethical and moral crisis. The value of a person, acknowledged as a primal 

and absolute value which does not require justification owing to its dignity, cannot be a means 

to an end but must constitute a goal in its own right. The role of this value for service in the police 

force cannot be overestimated (Mazurek, 2001). The value of a person lies at the foundation 

of the inalienable inherent dignity and rights of human respecting which we recognized as the 

fundamental rule of the police ethics. 
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Although in the consumer society – which we are increasingly growing similar to owing 

to the progressing process of mcdonaldization of culture – we will discover a rather large throng 

of supporters of vital and utilitarian values, the popularization of such values presents itself as 

a threat to society because selecting such values equates with covertly siding with the hedonistic 

attitudes and permissive behaviours which relativize the difference between moral good and 

moral evil (Hostyński, 2006). Giving consent for introducing this rule into the police service 

would mean degrading the role of the police force to the role of an instrument of violence. Apart 

from that it seems that the hedonistic values which put pleasure in the forefront are not appropriate 

as the leading ideals of social life. It is difficult to imagine a policeman considering pleasure and 

enjoyment as the supreme values of his life, a policeman ready to endanger his life in order to 

protect any other values. 

Ultimately a justified question emerges – Can a singular unifying plane of common 

values emerge in the pluralist society, individualized and targeted at market laws and profits, 

adopting the liberal and axiological vision of a man (Promieńska, 1998)? The search for an 

answer to this problem indicated the so-called basic values regarding which O.V. Nell Breuning 

(1890-1991) stated that without them human society, and by the same token, the state, cannot 

exists (Lehmann, 1992). These values can be defined as the values which are accepted by the 

majority of citizens convinced that these values give meaning and identity to society and the 

state. These values present themselves as the values which should enjoy the particular protection, 

also the police protection, and should focus the service of police force. However, asking what 

particular values are indispensable for maintaining unity, integrity and sovereignty of the state 

we will receive various answers dependant on the reasoning and the thought inspirations under 

which the answer for the presented problem was formulated. 

The morality of both an individual and the society as well as the morality of individual 

professional groups, including the groups committed to the momentous service for the benefit of 

society, is inseparably connected with continuously made ethical decisions. The modern considerations 

and circumstances of the axiological choices fit in with the reality of the multiplying communal 

and personal good and, at the same time, are a kind of peculiar hermeneutic key which allows us 

to understand longings, desires and aspirations of the modern man. 
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