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The Correlates of Turkish Preschool Preservice Teachers’ Social Competence,
Empathy and Communication Skills

Emine Ahmetoglu 2., Ibrahim H. Acar?

aTrakya University, Edirne, Turkey
b University of Nebraska-Lincoln, United States

Abstract

The purpose of the current study was to examine the associations between Turkish preschool
pre-service teacher’s personal and educational characteristics, and their social competence,
empathy, and communication skills. A total of 385 state university Turkish pre-service teachers
(age range 18 to 32 years) from the early childhood education field completed a Demographic
Information Form on personal and educational characteristics, the Social Skills Inventory (SSI)
Scale measuring their social competence, The Scales of Empathic Tendency for measuring empathy
skills, and a Communication Skills Evaluation Scale measuring communication skills. Bivariate
Pearson-correlations, independent t tests, and one-way ANOVAs were used to test study
hypotheses. Results indicated that women scored higher on empathy and communication skills,
and having more friends was related to higher social competence and empathy. Pre-service
teachers who were members of a social club scored higher on communication skills than their
peers. Additional associations among variables, limitations, and future directions are discussed.

Keywords: pre-service teacher, social relationship, teacher training, college students,
educational characteristics.

1. Introduction
A large body of research has been conducted investigating pre-service teachers and in-service
teachers’ social skills related to different factors in Turkish and international contexts (e.g., Bakx,
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van der Sanden, Sijtsma, Croon, & Vermetten, 2006; Ergiil, Baydik, & Demir, 2013; Ozerbas, Bulut,
& Usta, 2007; Zwaans, ten Dama, &Volman, 2006). Considering importance of pre-service
teachers’ development of social skills for their concurrent and future personal and professional life,
in the current study we aimed to explore the associations between Turkish preschool pre-service
teachers’ personal and educational characteristics, social competence, empathy, and
communication skills. In addition, by conducting this research, we aimed to contribute to the
literature base by conducting discrete analyses of personal and educational characteristics on pre-
service teachers’ social competence, empathy, and communication skills.

Pre-service Teacher Training in Turkey

Preschool teacher training programs consist of a four-year college degree in Turkey. High
school graduates are eligible for admittance to these programs if they earn the required score on a
university entrance exam (OSS). The preschool teacher training programs have daytime and
nighttime training tracks. The classes in the program are based on child development, anatomy
and psychology, music, play, drama activities for children, and class management. Besides
theoretical classes, a teaching practicum is required during the last three semesters of the program.
After graduating from the program, teacher candidates take a public personnel selection
examination (KPSS) to be assigned as a preschool teacher by the Ministry of Education (MEB)
according to a match of the candidate’s KPSS score and the MEB-standardized rubric for teacher
promotion (The Council of Higher Education[YOK], 2007; Yuksel. 2012).

2, Literature review

Competence in social skills is an important behavioral element in starting and sustaining
positive and effective interpersonal relationships (Westwood, 1993). Social skills are defined as the
ability to behave in accordance with the requirements of the social context in which the
interpersonal relationship occurs (Alber, Heward, 1996; Bakx et al., 2006). The components of
social skills are: social competence, being flexible within a context, being target-oriented, and
possessing intra- and inter- personal characteristics (Bakx et al., 2006; Schlundt & McFall, 1985).
Social competence, empathy, and communication skills are part of the social development of pre-
service teachers (Ergiil et al, 2013; Zwaans, ten Dama, &Volman, 2006). Social skills may help
teachers to interact with their students and parents. From this perspective, pre-service teachers’
social development has an important role in their personal and professional development.

Social Competence, empathy, and communication skills

Social competence is defined as an ability to integrate feelings and thinking, and to express
behaviors in alignment with personal goals within a given context and culture (Kostelnik, Whiren,
Soderman, & Gregory, 2005). Achieving social competence includes the development of social-
cognitive and emotional regulation skills (Eisenberg et al., 2006). These capabilities give
an individual ability to adapt to and behave appropriately in situations that require a sensitive
response and certain expected behaviors within the situations (Eisenberg et al., 2006; Sebanc, 2003).
Researchers have found associations between social competence in parenting, temperament, peer
group influences, interpersonal interactions, and cognitive abilities (Lindsey & Colwell, 2013;
Schlundt & McFall, 1985; Wright, Rosenberg, Egbert, Ploeger, Bernard, & King, 2013).

A decent body of research in Turkey has shown relationships between social competence
among both pre-service and in-service teachers’ personal characteristics and educational
characteristics (e.g., Akbulut & Saglam, 2010; Celikten, Sanal, &Yeni, 2005; Yuksel, 1997).
For example, in an empirical study with Turkish college students, Yuksel (1997) found that training
about social competence development helped college students to develop positive social
competence regarding emotional sensitivity with their peers and social interactions with others in
their social environment. In this respect, Bakx et al., 2006 found a similar association between
college students’ personal characteristics and self-perceived communicative competence and
learning conceptions. Accordingly, pre-service teachers’ personal characteristics such as gender,
age, and socioeconomic status may be related to their social competence.

Researchers have also found an association between pre-service teachers’ communication skills
and their personal characteristics (Korkut, 1996; Ozerbas et al., 2007; Wright et al., 2013).
For example, Ozerbas et al. (2007) investigated the association between Turkish pre-service teachers’
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communication skills and socioeconomic status, gender, and year in college. The authors found that
socioeconomic status was not significantly associated with pre-service teachers’ communication
skills, whereas gender and year in college were significantly correlated with communication skills.
These findings suggest that personal characteristics of pre-service teachers are associated with their
communication skills. Teacher’s communication skills may be important for them to build positive
relationships with the students in their classrooms (Pianta, 1999; Sumi, 2011).

In addition to social competence and communication skills, researchers have also
investigated how pre-service and in-service teachers’ personal and other characteristics are related
to their empathic skills (e.g., Hojat et al., 2002; Ozcan, Oflaz, & Sutcu Cicek, 2010). Empathy is
defined as the ability to recognize other people’s emotional states and to develop a response
according to the emotional state and need (Reynolds, Scott, & Jessiman, 1999). Ozcan and
colleagues (2010) investigated how Turkish nursing college students’ empathic skills were related
to their communication skills and personal characteristics. They found that higher communication
skills were related to empathic skills, and empathic skills appeared to be higher when college
students were at their senior year at college than earlier years in the college. Although several
studies have indicated associations between several personal characteristics, social skills, empathy,
and communication skills of Turkish college students (Oz, 1998; Ozcan et al., 2010; Ozerbas et al.,
2007), there has been lack of research investigating a large group of personal and educational
characteristics together. Therefore, the purpose of the current study was to extend previous
research by examining the associations between Turkish preschool pre-service teachers’ personal
and educational characteristics and social competence, empathy, and communication skills.
Personal characteristics included age, gender, number of friends, socio-economic status, while
educational characteristics included year in the college, membership in a social club, and schooling
type(daytime-nighttime). We focused on the investigation of both personal and educational
characteristics by framing them as correlates of pre-service teachers’ social competence, empathy,
and communication skills, based on previous research examining the similar nature of these
characteristics (e.g., Oz, 1998; Ozerbas et al., 2007).

Based on previous research, there are important associations between pre-service teachers’
personal and educational characteristics with social competence, empathy, and communication
skills. Due to differences in university students’ SES and friendship structure, it is expected that
students may have different levels of social competence, empathy, and communication skills
depending upon these personal characteristics. Investigating the relationships between educational
and personal characteristics such as schooling type and social competence may help both
researchers and university authorities provide beneficial guidelines for pre-service teachers’
personal and professional development.

The following research questions and hypotheses were addressed in the current study:

RQ1: Does the social competence of pre-service preschool teachers differ depending on their
personal and educational characteristics?

RQ2: Does the empathy of pre-service preschool teachers differ depending on their personal
and educational characteristics?

RQ3: Do the communication skills of pre-service preschool teachers differ depending on their
personal and educational characteristics??

Considering these three research questions, we hypothesized that female pre-service teachers
would score higher than male pre-service teachers on social competence, empathy, and
communication skills. In addition, pre-service teachers with more friends would score higher on
social competence, empathy, and communication skills, as they would engage in social interactions
more frequently than their counterpart peers; low SES pre-service teachers would score higher on
empathy and on social competence and communication skills; freshmen pre-service teachers would
score lower on social competence, empathy, and communication skills than pre-service teachers in
later years of college (Ozcan et al., 2012).

3. Methods
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Overview: This was a cross-sectional study investigating the associations between Turkish
Pre-service Preschool Teachers’ personal and educational characteristics, and their social
competence, empathy, and communication skills.

Participants: A total of 384, freshman (N = 86), sophomore (N= 108), junior (N= 142),
and senior (N = 49) pre-service preschool teachers (331 females), from one state university in the
city of Edirne, Turkey. Participants’ ages ranged from 18 to 32 years.

Measures:

Demographic Information Form: Participants completed a questionnaire to obtain
information about their demographics such as gender, age, marital status, number of friends,
schooling type, and social club membership. Number of friends were categorized as 1-2, 3-4, 5-6, 7-
8, and 9+. Participants self-reported the number of friends they had based on their own
judgement, as well as the other demographic variables. Schooling type refers to when participants
attended class, either in the daytime (8 am- 5 pm) or nighttime (5 pm- 11 pm).

Social Competence: Participants completed the Social Skills Inventory (SSI; Riggio, 1986).
The SSI is a 9o-item Likert-type self-report inventory, consisting of six subscales, with 15 items on
each subscale. The Turkish validation of SSI was conducted by Yiiksel (1998) who obtained an
internal consistency coefficient of .92 and a test-retest reliability coefficient of .94, indicating
acceptable reliability for the scale. The inventory is used to calculate an individual’s level of global
social skills. Higher scores refer to higher levels of social skills. A respondent chooses from 5-likert
type options (1= exactly like me 5= absolutely not like me) in response to 90 statements
(e.g., I enjoy being social). Test-retest reliability has been reported as .94 (Riggio, 1986). This scale
has been widely used with Turkish university students, given acceptable face and construct validity
(Yuksel, 1998).

Empathy Skills: Participants completed The Empathic Tendency Scale (ETS; Dokmen,
1988). The ETS is a 20-item questionnaire measuring the potential of an individual in their
empathic relationships with their social environment in their daily life. Participants use 5-point
Likert type scale (1= totally disagree, 5= totally agree). An example item is: “I do care about others’
problems as much as mine.” Total scores for empathetic skills range from 20 to 100, with higher
scores indicate higher empathic skills. For validation of the ETS, Dokmen (1988) tested face and
construct validity by examining its structure with empathy-related theories and found it covered
a spectrum of empathic tendencies of college students. For predictive validity, Dokmen (1988)
found correlation of .68 between the ETS and the “understanding emotions” subscale of the
Edwards Personal Preference Schedule. Internal consistency was .88 for the current study,
consistent with the original study (a= .81) by Dokmen (1988).

Communication Skills: Participants completed the Communication Skills Evaluation Scale
(CSAS; Korkut, 1996). The CSAS is a 5-point Likert type measure with 25 items assessing one’s
perceived level of communication skills (5=always, 1=never). An example item is: “I listen to others
without any bias towards them”. Korkut (1996) validated the measure with Turkish college
students and found that it discriminated female students and male students on their
communication skills (t= 3.00, p< .05), favoring females. Korkut (1996) also found a correlation of
.80 between the CSAS total score and empathic tendency , indicating predictive valdity. The test-
retest reliability coefficient was .76, and Cronbach’s alpha was .80 (Korkut, 1996). Cronbach’s
alpha in the current study was .89. The current internal consistency values, along with the
descriptive values of scales are presented in Table 1.

Data Collection Procedures: After obtaining permission from the ethics committee of
the University, informed consent forms were distributed to pre-service students. Scales were then
distributed to participants for whom consents were obtained. Participants completed scales during
their class once instruction ended. All scales were completed during the fall semester of 2012.

Data Analyses: Researchers and research assistants entered data into SPSS. Descriptive
statistics, t-tests, and ANOVA tests were conducted for the purpose of the study. Significance
criteria was p value of .05 (one-tailed for correlations) for all analyses.

4. Results
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Preliminary Results

Descriptive statistics of the study variables are presented in Table 1. Results from bivariate
correlations showed that pre-service teachers’ social competence was correlated with gender
(r (383) = -.09, p< .05), favoring girls, number of friends (r (383) = .16, p< .01), and membership
in a social club (r (383) = -.16, p< .01).

Table 1. Demographic information and descriptive statistics of variables

Variable n (%) Mean SD Range a
Gender
|__Boy | 54(14) | | | | |
Girl 331(86)
| Age | | | | | |
18-22 332(86)
|__23-27 | 50(13) | | | | |
27-32 3(.8)
| SES | | | | | |
Low 29(7.5)
|__Middle [ 343(89.) | | | | |
High 13(3.4)
| Number of Friends | | | | | |
1-2 12(3.1)
[ 34 | 38(9.9) | | | | |
5-6 29(7.5)
| 78 | 30(7.8) | | | | |
9 and more 276(71.7)
| School Time | | | | | |
Daytime 226(58.7)
| Nighttime | 159(41.3) | | | | |
Social Club
Membership
| Member | 61(15.8) | | | | |
Non-member 323(83.9)
| Social Competence | | 28157 | 25.60 | 203-360 | .71 |
Empathy 73.25 8.96 45-93 .70
Communication | | 106.,50 | 10.82 | 42-125 | .89

Note. There was no missing data

Empathy skills were correlated with gender (r (383) = -19, p< .01), favoring girls, number of
friends (r (383) = .17, p< .01), and year in college (r (383) = .11, p< .05). Communication skills were
correlated with gender (r (383) = -.20, p< .01), favoring girls, SES (r (383) = -.11, p< .05), number
of friends (r (383) = .08, p< .05), and membership in a social club (r (383) = -.12, p< .01).
(See Table 2 for complete results). As shown, correlations values fall in low and medium range.
However, they may still provide practical significance as they help us to understand bivariate
associations between pre-service teachers’ social skills and their personal and education
characteristics.

Table 2. Correlations among Variables (N= 385)

Variable 1 2 3 4 5 6 7 8 9 10

1. Social
Competence
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2. Empathy 49%* | -

gidl(ljsmmumcatlon a2%r | a8% | -

4. Gender -.09% | -.19%* | - 20%* | -

5. Age -.01 -.01 -.02 .06 |-

6. SES -.03 -.01 ~-11* -.11% | .01 -

;}iengsumber of A6%* | 17FF .08* 11% | -.09* | -10* | -

8. School Time .09% -.03 .03 .07 | -.a11* -.07 .09% -

9. Social Club -.16%* | .04 -.12*%* | .09* | .05 .01 -14%% | 11* | -
10. Year in o1 11% -.0 -.01 |.21%* | .0 o1 ) o1 |-
university degree ) ) ‘03 ) ) 07 ’ A7
Note. *p< .05 (one-tailed). ** p< .01 (one-tailed)

Differences of personal and educational correlates on social competence, empathy, and
communication skills

To examine study hypotheses, one-way ANOVA and independent t-test analyses were
employed to test the independent variables (gender, age, SES, number of friends, schooling type,
membership to social club, and year in college) on preservice teachers’ social competence,
empathy, and communication skills.

Results from one-way Analysis of Variance (ANOVA) suggested that pre-service teachers’
social competence (F (4, 380) = 4.14, p < .01) and empathy skills (F (4, 380) = 5.32, p < .001)
differed depending upon their number of friends. Tukey HSD Post Hoc analysis were conducted for
all possible pairwise contrasts considering the statistically significant omnibus ANOVA test. The
Post Hoc analysis revealed that pre-service teachers with 9 or more friends (M=284.77, SD= 25.65)
had higher scores on social competence than pre-service teachers with 5-6 number of friends
(M=270.21, SD= 27.98). In addition, pre-service teachers with 9 or more friends (M= 34.87, SD=
4.33) had higher scores than their peers with 5-6 friends (M=31.86, SD= 4.29) and 3-4 friends
(M=32.71, SD= 5.24) on their empathic skills.

Results from one-way ANOVAs also suggested that pre-service teachers’ communication
skills differed across their SES levels (F (2, 3820 = 3.11, p < .04). The Post Hoc analysis revealed
that pre-service teachers with low SES (M= 108.62, SD= 8.17) reported higher levels of
communication skills than their peers with higher levels of SES peers (M=99.77, SD= 21.52).

Results from the Independent t-tests revealed that female pre-service teachers (M= 73.96,
SD= 8.99) scored higher than male pre-service teachers (M= 68.93, SD= 9.98) on empathy skills ¢
(382) = 3.89, p = .000, d=.53 Additionally, female pre-service teachers (M= 107.4, SD= 10.22)
scored higher than male pre-service teachers (M= 101.02, SD= 12.76) in communication skills ¢
(382) = 4.09, p = .000, d= .55. The pre-service teachers who were members of a social club (M=
201.16, SD= 25.32) scored higher than pre-service teachers who were not members of a social club
(M= 279.76, SD= 25.33) in social competence t (382) = 3.22, p = .001, d= .45. Additionally,
participants who were members of a social club (M= 109.21, SD= 9.16) scored higher than non-
members (M= 106.05, SD= 11.01) on their communication skills t (382) = 2.10, p = .03. d= .41.
(See Table 3 for complete results).
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5. Discussion

In this study, we examined the associations of Turkish preschool pre-service teacher’s
personal and educational characteristics with their social competence, empathy, and
communication skills, and differences in these characteristics on their social competence, empathy,
and communication skills.

Consistent with previous research, gender appears to be related to the empathy, communication,
and social competence of pre-service teachers (Burleson, Samter, 1990; Yigiter et al., 2011; Yuksel,
1998). In parallel with bivariate results, female Turkish pre-service teachers scored higher than male
Turkish pre-service teachers on their empathy and communication skills. This result is consistent with
previous research showing that female pre-service teachers showed higher levels of communication
skills than did male pre-service teachers in a Turkish state university context (Guven, 2001).
In addition, female Turkish pre-service teachers showed higher levels of empathic skills than did male
Turkish pre-service teachers. Duru (2002) also found congruent findings that female Turkish pre-
service teachers tended to show higher level of empathic skills than male Turkish pre-service teachers
(Duru, 2002). In particular, the researcher found that Turkish pre-service teachers who are pursuing
social science degrees (e.g., education, art, educational sciences) showed higher levels of empathic
tendencies than Turkish pre-service teachers in other areas of study (Duru, 2002). In addition, female
Turkish pre-service teachers in elementary teaching departments perceived themselves to be more
positive in communication skills as compared to males (Nacar, Tumkaya, 2012). Along with this
finding, the results of the current study indicate that female pre-service teachers tended to
demonstrate higher scores in communication skills.

The current findings showed that the communication skills of Turkish preschool pre-service
teachers differed depending upon their socioeconomic status (SES). In particular, pre-service
teachers from low-SES backgrounds reported higher communication skills than pre-service
teachers from high-SES backgrounds. This is in contrast to findings by Nacar, Tumkaya (2001)
who found that as SES increased, teachers’ communication skills increased proportionally.
However, the authors (Nacar, Tumkaya, 2001) collected their data from a different demographic
group at a university. For this reason, differences in SES may vary across college students and its
relation to communication skills.

Another finding from the current study revealed that pre-service teachers who had higher
numbers of friends scored higher on social competence and empathy skills, as compared to their
counterpart peers with a fewer number of friends. Previous work parallel findings with the current
study by stating that college students who had more friends than their peers scored higher on social
skills such as social networking, empathic tendency, and altruism (Avci et al., 2013). Although the
nature of the current study is not experimental in order to infer causal associations between
number of friends and social competence, it is still noteworthy that having friends may be helpful
for pre-service teachers to improve their social skills, which can be useful for them to engage in
social interaction with both adults and children.

Finally, results from independent t-tests revealed that Turkish pre-service preschool teachers
who are members of a social club during college years scored higher on social competence and
communication skills than those who are not members of a social club. Similar to having a higher
number of friends, this result is similar to previous findings showing that Turkish pre-service
teachers from different majors in colleges of education perceived being a member social club during
college years as part of their social capital (Toprak, Bozgeyikli, 2011). Thus, active membership in
social clubs may benefit pre-service teachers by utilizing opportunities of improving social and
communication skills through interactions with other peers as well as community.

6. Conclusion and Implications

The findings from the current study showed that pre-service preschool teachers’ social
competence, empathy, and communication skills differed across gender, SES, membership to social
club, and number of friends. These findings extend previous research by demonstrating that pre-
service teachers’ social competence, empathy, and communication skills may depend upon their
personal and educational characteristics (Alber, Heward, 1996; Brakx et al., 2006).

Implications of these findings suggest that pre-service teachers can use college years to gain
social capital, such as social networking, interpersonal communication skills, problem solving
skills, and development of empathic skills with one another (Aylor, 2003; Bakx et al., 2006; Nacar,
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Tumkaya, 2011). Although the current sample was Turkish pre-service teachers, findings can be
translated to another context such that recognizing what kind of characteristics may play a role in
pre-service teachers’ social competence, empathy, communication skills can help university
administration and policymakers to develop effective programs to foster pre-service teachers’ social
capital. Indeed, the recognition of personal and educational characteristics of pre-service teachers
may be important for university administration and student services to create effective and
responsive social development programs for pre-service teachers.

Teachers’ emotional support such as warmth, sensitivity, encouragement, and attention to
students’ concerns helps young children to regulate their behaviors and exhibit prosocial behaviors
in classrooms (Merritt et al., 2012). From this perspective, pre-service preschool teachers should
develop essential social skills, such as social competence, communication skills, and empathy
during their college years so that they can use these skills to provide effective and supportive
emotional and instructional classroom environment for children in their classroom.

~. Limitations and Future Directions

There are several limitations in the current study that must be mentioned. First, the study
sample was drawn from only one state university in Turkey. Future studies with different
university student populations may improve generalizability of these findings.

Second, only self-reports were used in the current study. This may have reduced the
independent nature and increase social desirability within data. Future studies should use different
types of data collection instruments, such as observations and peer—reports of social skills to have
independent data for the study variables.

Third, all data was collected within one semester period. Therefore, we were not able to
examine how measured constructs have changed over time. Future studies should focus on the
developmental aspects of constructs using a longitudinal approach to better investigate change in
the measured constructs over time.
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Teaching Translation and Interpreting in Slovakia: is there anything
other than Levy and Popovic¢?

Vladimir Bilovesky 2-* , Martin Djovcos 2
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Abstract

Institutional translation and interpreting training has a long lasting tradition in Slovakia
mainly thanks to such significant translation scholars as Anton Popovié, FrantiSek Miko, Jan
Vilikovsky and many others. However the situation has changed after the Velvet Revolution
in 1989 and the education needed to start adapting to the new market situation and face new
economic conditions. The paper presents the tradition, its main point of departure, describes
market conditions and suggests some methods how to improve the training of future translators
not neglecting the tradition. It is a very delicate and sensitive issue. But finding the right balance
seems to be the effort worth taking. The paper also introduces a project of University Translation
Centre which has been designed to tackle this challenge and provide students with variety of
practical experience during their studies.

Keywords: translator training, tradition, Slovak translation school, employability, market
requirements, University Translation Centre.

1. Introduction

Translator and interpreter training has a long-standing tradition in Slovakia. Its institutional
and academic roots can be traced all the way back to the common state of the Czechs and Slovaks,
to the times of Czechoslovakia. On 15 September 1961 the University of 17th November was
founded in Prague, former Czechoslovakia. The role of the university was to provide university
education to foreign students, to prepare them language-wise for studies at different Czechoslovak
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universities, to prepare Czechoslovak experts for working in foreign countries as well as provide
university education to Czechoslovak students. This course included training of future translators
and interpreters within a translation and interpreting programme. The University consisted of two
faculties: the Faculty of Language and Professional Training and the Faculty of Social Sciences.
We must mention that the University of 17th November was the third higher-education institution
founded in the Eastern Bloc (following Patrice Lumumba People’s Friendship University in
Moscow and the Herder Institute at Karl Marx University of Leipzig, Germany) with the aim of
assisting foreign students, especially those from the Third World. At that time, this institution was
the only one offering the study of translation and interpreting in Czechoslovakia. In 1969
a subsidiary of the University of 17th November bearing the same name was established in
Bratislava, Slovakia (then part of Czechoslovakia), and the Institute of Translation and Interpreting
was created there thanks to efforts by Anton Popovi¢ and others. This institute was then the only
institution offering translation and interpreting field of study in Slovakia. Unfortunately, the
University of 17th November was closed in 1974 and its fields of study were transferred to other
faculties. Translation studies/translatology was moved to the Faculty of Arts at Charles University
in Prague and to the Faculty of Philosophy at Comenius University in Bratislava.”

2. Discussion

The status quo and the existing methodology used in translation and interpreting training
have built, to great extent, on the traditions of the University of 17th November in Czechoslovakia.
Besides creating an institutional and academic base for translation and interpreting training, it also
contributed to the successful development of translation studies research in Czechoslovakia at the
time, significantly impacting the methodology and contents of translation and interpreting
training. The groundwork for translation studies was laid in the 1950s, and Slovak and Czech
linguists, literary scientists and theorising translators (Havranek, Horalek, Ilek, Levy, Hausenblas,
Kochol, Felix, Cepan, Jesenska, Ferenéik, et al.; Demjanova, 2016) played an important role in its
formation. It was then that the fundamental concepts of general translation theory were
formulated, taking directions related to linguistics, stylistics, versology and literary science. The
scholars involved devoted themselves primarily to literary translation, which reflected the
translation trade’s focus on literary texts at the time. However, Slovak thought on translation
developed intensively and distinctively in the 1970s and 80s. We must note that at that time the
works of theorists reflected the influence of Soviet structuralism and literary communication on
one hand, e.g. works by semiotician Lotman, as well as the influence of Jakobson’s theories of
translation. In 1968 the conference Translation as Art was held in Bratislava under the auspices of
the International Federation of Translators. Popovi¢ was the leading figure of translation studies
research at that time as well as the founder of the theory of literary translation. His scholarly
activities were the outcome of literary translation activities in the 1950s. Popovic closely cooperated
with significant Czech translation theorist Jifi Levy, who had greatly influenced his thinking on
translation studies, especially with his work Umeéni piekladu (The Art of Translation, 1963).
Besides the influence of Levy, works by Popovi¢ also reflected Western translation studies, namely
Nida, Holmes and J.C. Catford. As early as the late 1960s, Popovi¢ launched a systematic
development of Slovak translation thought, bringing about the semiotic and communication theory
of translation. This concept can be already found in his first monographs Preklad a vyraz
(Translation and Expression, 1968) and Poetika umeleckého prekladu (The Poetics of Literary
Translation, 1971). In his concept, Popovi¢ applies the general communication model AUTHOR —
TEXT — RECIPIENT to translation. He considers translation to be a communication confrontation
with the original act and expresses this in the model EXPEDIENT — TEXT 1 — TRANSLATOR -
TEXT 2 — PERCIPIENT. Popovic believed that the translation process is a confrontation of systems
of two expedients, two texts and two percipients, as well as of two different cultural and literary
systems. The key concept of the Slovak thinking on translation is shift, which would later become
shift in translation. Popovi¢ considered the idea as early as 1970 in his essay The Concept ‘Shift of
Expression’ in Translation Analysis, defining it on the basis of Levy’s stylistic shift. Up to that

" Important current Slovak translation theorists and practicing translators such as Jan Vilikovsky, Alojz
Keniz, Edita Gromov4, Jana Rak$anyiova, Milan Zitny, etc. graduated from the Slovak subsidiary of Prague’s
University of 17th November.
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point, differences between the source text and its translation had only been assessed empirically
and subjectively, though a certain amount of subjectivity is doubtlessly also present in Popovié’s
shifts. Nonetheless, the concept of shift of expression is an attempt to objectively determine and
give a name to what is lost and gained in the translation process. It allows us to delineate
translation approaches more precisely, label differences between the original and the translation,
even identify the styles of individual translators. The shift of expression also enables us to
investigate often disregarded equivalence, given that shifts of expression are used in order to attain
equivalence/adequacy at the higher level of the text. Shifts can thus signalize equivalence between
the source and target texts, emphasizing the fact that the term is not restricted to describing
“negative” changes occurring during the translation process; it also aims to describe the broadest
possible array of phenomena that occur when textual-cultural material is transferred from one
culture to another. Taken together, Popovi¢’s shifts of expression in translation — which he further
divides into categories such as constitutive shifts, individual shifts, retardation shifts, negative
shifts, thematic shifts, generic shifts and rhythmic shifts — enable us to compare the source and the
target text with the goal of establishing the extent of their commensurability or relation to each
other. These are, above all, terminological contributions, but they also contribute methodologically
to the theory, history and criticism of translation, and even to translation in practice. Furthermore,
we cannot omit Popovi¢’s understanding of translation as intercultural communication, through
which he introduced the following concepts: interspatial factors in translation, cultural factors in
translation, cultural creolization in translation, temporal cultural factors in the translated text and
domestic culture in translation. As already mentioned, in defining these concepts, he drew on those
conceived by Russian semiotician Yuri Lotman. We believe that Popovi¢’s theoretic model of
translation activity and translation process has not lost its relevance even today and can be very
appropriately used in training translators and interpreters, although it requires some
“refurnishing”. It needs to be built on and further developed; however, it seems to have been
forgotten today under the influence of other foreign theories.

When considering the Slovak translation tradition and translation and interpreting training
we must also look beyond teaching at institutions. In the 1970s, “besides teaching at institutions,
theoretical and critical reflection on translation was promoted in the form of scholarly seminars,
conferences and club activities” (Keniz, 2015: 153). These activities also included the Summer
School of Translation, which first took place in 1975 and lasted for three weeks. Popovié, the
founder of the Summer School of Translation, explains the establishment of the traditional event as
follows: “The idea of organising the Summer School of Translation emerged from day-to-day needs
in educating the young generation of literary scientists and journalists, as well as from the
awareness of the increased significance of translation in the life of our society. Our intention was
also motivated by the lack of qualified translation critics at a time when translation practice had
reached a decent standard, and its top representatives, especially in poetry, even comprise a new
school. Under such circumstances the lack of informed professional criticism and translation
theory was especially critical” (Mina¢, 1982: 29). The tradition of the Summer School of
Translation has been preserved until this day. It has undergone some organisational changes and
now is only held for three days, not three weeks. Every year of the Summer School of Translation is
devoted to one particular issue. The School takes the form of lectures, which are then included in
the proceedings. The proceedings aim to capture the content of the Summer School of Translation
in particular years and to document it. The Summer School of Translation has impacted the
development of Slovak translation theory and its penetration into wider translation circles, and
today it offers the opportunity for young translators and translation and interpreting students to
present themselves, as well as facilitating dialogue between translators and publishers.

We have been recently witnessing an increased interest in “Eastern” translation studies.
This is evidenced by international conferences primarily focusing on Eastern European translation
studies research: in 2013 the conference Czech, Slovak and Polish Structuralist Traditions in the
Translation Studies Paradigm Today was held at the Faculty of Arts of Charles University in
Prague, Czech Republic as apart of the 12th traditional translation studies event the Prague
International Conference on Translation and Interpreting, and in the same year the conference
Low Countries Conference II, Transferring Translation Studies was also held at the Faculty of
Philosophy of Catholic University in Leuven, Belgium. In 2014 the conference Slavic Translatology
was held in Bologna. In 2015 the conference Going East: Discovering New and Alternative
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Traditions in Translation (Studies) was held in Vienna, and in the same year the conference
entitled Some Holmes and Popovi¢ in all of us? The Low Countries and the Nitra Schools in the
21st Century will be held at the Faculty of Philosophy of Constantine the Philosopher University in
Nitra, where Anton Popovi¢ worked in the past. This makes us wonder: Are all these conferences
reflecting Eastern European translation studies just a coincidence? It seems that Western
translation studies is seeking new insights and has therefore begun to reinvestigate and show
interest in seemingly long-forgotten thought on translation. This claim is supported by the fact that
current translation studies research performed in the West might be inspired by Eastern European
translation-studies research. In the East, however, we are witnessing an uncritical and
indiscriminate uptake of Western theories, as if we did not value our rich own translation-studies
tradition (e.g. represented by Czech: Levy, Polish: Balcerzan, Russian: Rossels, Toper, Slovak:
Popovi¢, Miko).

The form of translation and interpreting studies in Slovakia builds on the rich Czechoslovak
tradition. The Czechoslovak tradition favoured a combined study of translation and interpreting
within a single programme. The model which is currently used in Slovakia also offers the
combined study of translation and interpreting to students within one programme. Another
distinctive feature of the Slovak model is that students of translation and interpreting study two
foreign languages simultaneously. We believe that graduates in the field of translation and
interpreting designed in this way are better equipped for practice and have increased
opportunities of finding employment in the trade. Such graduates may choose whether they will
pursue both professions (translator and interpreter) or work only one field. This is a market
requirement reflecting the “smallness” of our language. We are seeing that this form of study is
a good choice with regards to the needs of the Slovak translation market and other factors, and
this has been proven by the long-standing Czechoslovak tradition. At the moment, the translation
and interpreting field of study is offered by four Slovak universities (the Faculty of Arts of
Comenius University in Bratislava, the Faculty of Arts of Constantine the Philosopher in Nitra,
the Faculty of Arts of University of Matej Bel in Bansk4 Bystrica and the Faculty of Arts of Presov
University in PreSov). The content of the programmes at these institutions is slightly different in
structure: some of them emphasise literary translation, some focus on non-literary translation
and others accentuate interpreting. Besides traditional university education for translators and
interpreters, these university institutions also offer specialised postgraduate forms of study
focusing solely on translation, which are designed for practicing translators with any kind of
master’s degree. The postgraduate study is a two-year programme completed by a final
examination and a final translation of a technical text. Graduates of this form of study are
awarded a certificate. Such specialised study may only be offered by university institutions with
nationally accredited bachelor’s and master’s degree programmes in the field of translation and
interpreting. The curriculum for the programme was developed in 1990 in cooperation with the
Institute of Translation, Interpreting and International Relations of Marc Bloch University in
Strasbourg.

Market situation and student employability

As mentioned above, in Slovakia there are four institutions officially focused on translator
training and some that offer optional or elective translation courses as a part of their curriculum
within general linguistic programs (e.g. Kosice, Trnava etc.).

The result is market oversaturation. According to the official data provided by the Institute of
Information and Prognoses of Education, in 2003 there were 130 graduates of translation and
interpreting programs in all language combinations, whereas in 2013 there were 820 graduates”.
(Pym et al., 2012: 37), in a chart summarizing association members and percentage of potential

* It has to be noted that the huge increase may be caused by the introduction of the bachelor’s degree in line
with the Bologna Process. Some of these students decide not to continue and not to complete their master’s
degree. However, they still possess an official document proving that they have completed their education in
TS. It also needs to be noted that only approximately 40 % of graduates are interested in profession they
graduated in. Moreover the official information of Central Office of Labour, Social Affairs and Family states
that at the end of 2013 there were only 56 unemployed graduates of Translation and Interpreting Studies.
However, they were unable to say which positions were the graduates employed at.
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demand for translators, conclude that in Slovakia, given the present data, 102 % of potential
demand is fulfilled by the members of three associations alone (SSPUL, SSPOL, SAPT). Had the
studies also taken into account the current numbers of members for the Slovak Association of
Translators and Interpreters (app. 160 members up to date; the authors state data from 2005,
which was 82) and the Union of Interpreters and Translators (which is active mainly in the Czech
Republic but has also Slovak members), the potential demand would have been exceeded even
more. If we add the overall number of annual graduates, we may clearly see that the market is not
able to accept such a surge of translators and interpreters, which consequently leads to market
deviations and failure of a basic signalling mechanism — the authority of academic qualification.
Interestingly enough, when talking about the state regulations guiding the translation profession,
Pym et. al. (2012) also say that “A more concerted exception would appear to be Slovakia, where
Appendix 2 of the Trades Licensing Act No. 455/1991 was amended in 2007 so that translation,
interpreting and teaching became licensed trades. This means that in order to present an invoice
for a translation, the translator needs to be professionally qualified as a translator, with a degree
either in Translation and Interpreting or in the languages concerned. There are, however, several
ways of getting around this, and we would hesitate to claim that this constitutes complete
protection of a professional title.” Moreover, we see a great demand for translations. For example,
in the area of literary translation, as stated in the survey performed by the European Council of
Literary Translators’ Associations (CEATL), “The real ‘European champions’ of literary
translation are the Czechs and the Slovaks with a proportion of 80 % in fiction” (Fock, De Haan et
al. 2008: 67). This means that as much as 80 % of overall literary production consists of
translations. However, Djovcos, 2012, for example, in his comprehensive study of the translation
market in Slovakia, found that only 44.8 % of interviewed translators actually have a degree in
translation studies.

In other words, we can say that the Slovak translation market is full of paradoxes. On one
hand, we see a significantly oversaturated market that keeps being “resaturated” every year by the
hundreds of new graduates, but on the other hand there are a lot of translation requests to “feed”
these multitudes. Still, when it comes to decision making on the part of the client, we dare say that
academic qualification is not sufficient. They seem to be more interested in practical experience
and “real” skills than formal education, as illustrated in the OPTIMALE project, for example, the
previously mentioned study by (Pym et al., 2012)."

In order to keep pace with the market demands and avoid contributing to further
deviation of the market, the Faculty of Arts has started the project of a Translation Centre in
August 2012 in order to provide our students real-life experience with translation situations,
teamwork, project management, editing, efficient communication with clients etc. The centre is
supervised by the project manager (Marianna Bachledova, previously Zuzana Kraviarova), who
also teaches translation and CAT courses. The Centre mainly translates texts for internal
university purposes (general documents, scholarly papers, contracts, promotional materials),
but also cooperates with state institutions such as the municipal office and the State Scientific
Library in Banski Bystrica. Students are divided into teams, each consisting of a project
manager, terminologist, translator, editor, and proof-reader. Moreover, the whole process is
supervised by the quality manager, who oversees students’ communication and workflow. After
a translation is completed, the final product is proofread by a professional native-speaker
editor/reviser, who corrects the text and sends it back to students so they can learn from their
own mistakes. Professional editors are selected in line with the subject of the text. If the
translated text is about economics, the editor will have a background in that field in order to
discover as many errors as possible. At the end of the process, the text is sent to the client, who
provides us with valuable feedback.

Since its founding, approximately 60 master’s students have worked for the Translation
Centre. Over three years they have translated 2524 standard pages®™and interpreted 9o hours

* For a more detailed analysis see Djovcos, Martin (2014). Translators and Social Context: The Case Study of
Slovakia. In Meta: journal des traducteurs / Meta: Translators' Journal, vol. 59, n° 2, 2014, pp. 330—359.
"It needs to be added that the number doesn’t include an extensive project in cooperation with the Faculty of
Political Science and International Relations, where our students worked on translation of 18 books, app.
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(consecutive and simultaneous). During the simultaneous interpreting, the student is in the booth
with a professional interpreter who mentors him/her.

In 2014, former project manager Zuzana Kraviarova conducted a survey to assess students’
satisfaction with this way of gaining practical experience. Overall she managed to collect
29 responses. She was interested in why they had decided to work for the Centre, what they
thought about this opportunity, how satisfied they were with the Centre’s management and which
skills it helped them improve. In the conclusion of her paper she summarises her results as follows:

1. More than 90 % of students who worked for the Centre did so voluntarily and their
primary motivation was either personal or professional;

2. More than 95 % of students considered this kind of practice absolutely essential or
somewhat important;

3. More than 90 % of students considered the Centre’s management to be excellent or
somewhat satisfactory;

4. The practice helped students gain new skills in translation and interpreting from and to
Slovak, terminology research, editing and work with CAT tools;

5. It also helped them improve their soft skills, mainly communication in a team and
working under pressure (time/deadlines, stress etc.);

6. It didn’t help them in terms of specialisation in a given field of expertise, translation ethics
or finding a paid job.

3. Conclusion

So is there anything other than Levy and Popovi¢ in Slovakia? Yes there is. Although their
theories are still valid, they need to “refurnished” in order to suit new situation. Slovakia has a rich
tradition in theorising and teaching translation and interpreting. However, the current chaotic
market and defective signalling mechanisms require serious rethinking and reshaping of
traditional didactic methods, which nevertheless need to stay an integral part of the process.
We have thus presented our reaction to the current situation, and we believe that students with
such experience are better prepared for the market and have a better starting position.
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Abstract

The authors analyze the results of two universities students' survey aimed at finding out the
respondents' media competence levels. The findings confirm a general tendency, that commonly,
less than a quarter of the young audience reveals a high level development of the media
competence's motivational index. A considerably larger part of respondents, about a half,
demonstrates a low level of the motivational index. The analysis of the received data proves that a
high degree of the media contact frequency and a high level of media competence’s motivational
index are not directly linked with an ability level to analyze a media text comprehensively.
Nevertheless, the levels of interpretational/evaluation parameters of the audience's media
competence to a large extent reflect the levels of their informational and motivational descriptors.
Moreover, it turns out that the high level of informational index does not necessarily correlate to
the level of media competence’s evaluation index. On the whole, the survey shows that media
competence of modern students needs to be developed. Therefore, university students (not less
that school students) do need media literacy courses.
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1. Introduction

The students' survey was organized in order to find out levels of the audience’s media
competence (with emphasis on the synthesis of media education and criticism). Media competence
is defined as a complex of motives, knowledge, skills, abilities (descriptors: contact, motivational,
informational, interpretation/evaluation, activity), facilitating the choice, use, critical analysis,
evaluation, creation and communicating media texts in different forms, types and genres, analysis
of the media functioning in society (Ashley et al., 2013; Downey et al., 2014; Fantin, 2010; Fedorov,
2003; Korochensky, 2003; Marchessault, 2014; Myasnikova, 2010; Potter, 2014; Soldatova, 2013;
Sourbati, 2009; Sparks, 2013; Tsymbalenko et al., 2013; Wilson et al., 2011; Zircon, 2013).

While developing most of the units of questions and assignments we deliberately chose the
close form of a questionnaire (so that a question was followed by several options to choose from).
This decision is explained by the fact that most students are as a rule not able to provide clear and
brief argumentation for their viewpoint on media preferences. Therefore several most probable
variants of an answer were offered. Moreover, close questionnaires take less time to fill out for the
respondents, and can fit in within the time limit of a class period.

The differentiation of media competence levels is based on the classification of media
competence levels (the audience's development in the media culture sphere). According to it,
audiences are offered 5 main units of questions and assignments:

e the unit of questions for ascertaining the media competence’s contact index level (frequency
of contacts with different types of media, media criticism and media literacy texts);

¢ the unit of questions to determine motivational level of the audience's media competence
(genre, thematic, psychological, therapeutic, emotional, gnoseological, moral, intellectual, creative,
and aesthetical motives that effect the audience's choice to contact various media texts);

e the unit of questions to discover the informational level (knowledge of terminology, history
and theory of media culture, media education and media criticism) of the audience's media
competence;

e the unit of analytical assignments to determine the interpretation/evaluation level of the
audience's media competence;

ethe unit of assignments to ascertain the activity (practical, hands-on) index of the
audience's media competence.

2. Materials and Methods

The following respondents took part in the survey:

e 61 first and second year students of Taganrog Management and Economics Institute
(respondents only participating in summative experiment), including 38 young women and
23 young men;

¢ 59 first and second year students of Anton Chekhov Taganrog Institute (respondents,
participating both in summative and formative experiments), including 39 female and 20 male
students.

The aim of ascertaining the media competence’s contact index level: to determine the
frequency of contacts of the audience with various types of media. Gained results reflect the degree
of respondents' involvement with media culture, media critics and educators' texts.
Each respondent was offered to choose an option characteristic of his/her frequency of contacts
with different media (press, TV, radio, Internet, etc.).

While determining the contact level we decided to consider the following scale:

¢ high level: respondent’s daily contacts with media texts;

¢ medium level: respondent's contact vary from several times a week to a month;

¢ low level: rare contacts with media or total isolation from media.

It is clear that the content of such contacts is affected by media competence’s motivational
factor. However, according to our hypothesis, such influence is not direct: i.e. single contacts with
media do not necessarily mean that a respondent possesses a wide spectrum of media motives and
vice versa.

The aim of determining motivational index levels was to ascertain most popular with the
audience contact motives (genre, thematic, psychological, therapeutic, emotional, gnoseological,
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moral, intellectual, aesthetical, functional) with media texts (including media critics' texts and
media educational texts).

While determining the motivational index levels of media competence development, we
defined:

¢ high level as a wide complex of genre, thematic, emotional, hedonistic, intellectual, creative,
psychological, aesthetical motives (including: choice of various genre and thematic spectrum, in
particular including non-entertaining genres; pursuit for philosophical/intellectual, aesthetic
challenge/dialogue with a media text's creators, criticism; identification, sympathy; quest for
aesthetical impressions; quest for new information; for proving own competence in various spheres
of life and media culture; search for material for study, research objectives, etc.);

e medium level as a complex of genre, thematic, emotional, hedonistic, intellectual, creative,
psychological, aesthetical motives, including: the choice of rather varied genre and thematic range,
search for study/research materials; however without significant evidence of pursuit for
philosophical/intellectual, aesthetical challenge/dialogue with media text's creators;

e low level: narrow range of genre, thematic, emotional, hedonistic, psychological motives,
mainly the choice of entertainment genre; pursuit for compensation, for psychological "treatment";
search for suspense, recreation, absence of aesthetical, intellectual, creative motives of contacts
with media texts.

Achieved results help us to account for audiences’ real preferences, take into consideration
concrete media genres and themes, that the audiences are motivated by, and therefore, are
considerably affected (morally and psychologically). These findings need to be compared with the
written creative assignments, and interviews, in order to more specifically ascertain audiences’ self
evaluation of preferences and underpinning grounds, as revealed by the research.

At this stage students were offered a list of media genres and functions (press, radio,
television, Internet, video games, etc.) to choose the ones they prefer. Respondents were also
presented a list of psychological, therapeutical, emotional, gnoseological, moral, intellectual,
creative, and aesthetic motives of contacts with media texts. Knowing media genre and functions
direction, chosen by the respondents, with high degree of probability we were able to suppose the
types of most important motives of contacts with media. For example, if a person prefers
entertainment, blockbuster media, he/she is likely to choose the search for recreation,
entertainment, suspense, as his/her main motives for media contacts.

Detection of informational index level was aimed at discovering the audience's knowledge of
terminology, history, and theory of media culture, media education, and media criticism. Students
were asked to answer 22 questions. While defining media competence’s informational index levels,
we agreed upon:

¢ high level: more than 75 % of correct answers;

e medium level: more than 50 % of correct answers;

e low level: less than 50 % of correct answers.

Of course, there is a linkage between levels of contact, motivational and informational
factors. A person not contacting with media, cannot possess any information about media culture.
However, according to our hypothesis, a high level of contact and motivational descriptors of media
competence can combine with a low/medium level of informational index and vice versa.

Undoubtedly, a survey based on the multiple choice questions, is always limited by a chance
of getting a correct answer unfairly, a guess, not based on real knowledge. Moreover, some
respondents might even cheat. Therefore, the results of the tests were validated later by additional
individual analytical and creative tasks, and interviews.

While working on determining the levels of interpretation/evaluation index we agreed upon
the following scale:

e high level: media texts analysis is based on the ability to relate with its author, ability to
analyze and synthesize space and time form of a media text; understanding, interpretation, and
evaluation of the author's concept in the context of a media text's structure; the ability to correlate
emotional appreciation with the conceptual judgment, to transfer this opinion onto other media
culture types; to connect a media text with own experience and other people's experience;

e medium level: ability to characterize a media character’s behavior and psychological state;
using fragments of knowledge to be able to explain the logics of the events in the plot, ability to
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comment on some components of a media image; absence of the interpretation of the author's
stance (or its simplistic interpretation);

elow level: naive comprehension of a media text, poor knowledge of media language,
incomprehensibly expressed opinions, conformity to other opinions, neither interpretation of
characters' and authors' positions, nor their evaluation.

We gave to the respondents the choice between three topics for writing assignments:

a) "Audiovisual media text that impressed me",

b) "Audiovisual media text that influenced my self esteem and/or relation to other people",

¢) "Analysis of a single episode from an impressive media text".

Respondents had to choose one topic and write a 3-4 page essay. According to Usov (1989),
the very choice of the topic can indirectly testify of the interpretation/evaluation index level of a
respondent’s media competence: option c), as a rule, is chosen by respondents with higher level of
interpretation/evaluation parameter. With that, it is logical to suppose that the motivational index
level of media competence is considerably linked with the interpretation/evaluation index level.
That is, the more varied media contact motives are (including intellectual and aesthetic
components), the higher his/her level of media competence’s interpretation/evaluation index.

While ascertaining levels of media competence’s activity factor, i.e. practical/hands-on skills
to create and communicate media texts of various types and genres, we agreed upon the following:

e high level: independent/autonomous skills to create media texts of various types and
genres;

emedium level: practical skills of media texts creation with the help of
teachers/experts/peers;

e low level: practical skills are deficient.

The audience was offered to do several hands-on tasks aimed at a media text creation
(video/photo, layout of a poster, etc.). Noticeably, a high level of activity parameter can combine
with a low/medium level of interpretation/evaluation index and vice versa.

3. Results

Table 1. Classification of Contact Index Levels

Levels of Taganrog Management Anton Chekhov Taganrog
contact index and Economics Institute students: Institute students:
control group (%) experimental group (%)
Female Male Total Female Male Total
High 73.7 95.7 82.0 84.5 80.0 83.1
Medium 23.7 4.3 16.4 12.9 15.0 13.5
Low 2.6 0.0 1.6 2.6 5.0 3.4

Table 1 data testify that there is no big difference between the media contact levels of the
students in two universities (control and experimental groups). Over 80 % of the respondents show
high (daily) level of contact index. However, from the start, we didn't consider the contact index as
an ultimate parameter for media competence. Certainly, a respondent never contacting with media,
cannot be media competent. Nevertheless, the highest level of contacts cannot guarantee a high
level of media competence if a person does not acquire analytical skills.

On the other hand, there are less than 4 % of the students who show a low level of contact
index providing evidence that our category of respondents cannot imagine their life without media.
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Table 2. Classification of the Contact Levels Index of the Students' Media Competence
Development Related to Media Critics' Texts

Levels of
contact index

Taganrog Management
and Economics Institute students:
control group (%)

Anton Chekhov Taganrog
Institute students:
experimental group (%)

Female Male Total Female Male Total
High 10.4 8.7 9.8 12.8 10.0 11.9
Medium 44.8 43.5 44.2 61.6 45.0 55.9
Low 44.8 47.8 46.0 25.6 45.0 32.2

The Table 2 data indicate that on the whole there is no significant difference between the
contact levels with media criticism texts between two universities (control and experimental
groups). Less than 12 % show high (daily) level of contact with media criticism texts. On the other
hand, students revealing medium contact level comprise from 42.2 % to 55.9 %, so about half of the
given respondents category in that or another way (several times a week/a month) do
read/listen/watch media critics' texts.

Table 3. Classification of Contact Levels Index of the Media Competence Development Related to
Media Education Texts

Levels of
contact index

Anton Chekhov Taganrog
Institute students:

Taganrog Management
and Economics Institute students:

control group (%) experimental group (%)
Female Male Total Female Male Total
High 2.6 13.1 6.6 0.0 15.0 5.1
Medium 21.1 17.4 19.6 33.3 20.0 28.8
Low 76.3 69.5 73.8 66.7 65.0 66.1

The data of Table 3 attests no significant difference between levels of contact related to media
education texts expressed by the students in two universities (control and experimental groups).
On the whole, less than 7 % of them reveal a high (daily) level of contact related to media education
texts. On the other hand, there are 19.6 % to 28.8 % of students who manifest medium level, which
testifies that nearly one quarter of respondents do address media education texts several times a
week/month.

Table 4. Classification of the Motivation Index of Students' Media Competence Development

Levels of Taganrog Management Anton Chekhov Taganrog

motivational and Economics Institute students: Institute students:

index control group (%) experimental group (%)
Female Male Total Female Male Total

High 15.8 17.4 16.4 17.9 15.0 17.0

Medium 28.9 30.4 20.5 25.7 30.0 27.1

Low 55.3 52.2 54.1 56.4 55.0 55.9

Table 4 data show that a high level of media competence’s motivational index development,
i.e. a wide complex of genre, thematic, emotional, gnoseological, hedonistic, intellectual,
psychological, creative, aesthetic motives (including: choice of various genre and thematic
spectrum of media texts, in particular including non-entertaining genres; pursuit for
philosophical/intellectual, aesthetic challenge/dialogue with a media text's creators, criticism;
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identification, sympathy; quest for aesthetical impressions; quest for new information; for proving
own competence in various spheres of life and media culture; search for material for study,
research objectives, etc.) is only expressed by 16—17 % of the students (with no significant gender
differentiation). And vice versa, a lot more respondents — ranging from 54.1 % (Taganrog
Management and Economics Institute) up to 55.9 % (Anton Chekhov Taganrog Institute) show a
low level of motivational parameter, meaning a narrow spectrum of genre, thematic, emotional,
hedonistic, psychological motives, including: the choice of media texts that are of strictly
entertaining genres and themes; pursuit of compensation; pursuit of psychological "therapy";
longing for thrill; recreation, entertainment and absence of aesthetical, intellectual, or creative
reasons of contacts with media).

Herewith, a deeper study of the findings showed that the students of two Russian universities
- Taganrog Management and Economics Institute (further: TMEI) and Anton Chekhov Taganrog
Institute (further: ACTI) - are attracted by the following genres most:

e comedy — from 77.1 % (TMEI) to 76.3 % (ACTI);

e science fiction — from 55.8 % (TMEI) to 59.3 % (ACTI);

e thriller — from 49.1 % (TMEI) to 40.7 % (ACTI);

e detective — from 45.9 % (TMEI) to 47.5 % (ACTI).

As far as the gender is concerned, it turns out that the number of male students preferring
such entertaining genres as science fiction, thriller and a detective story, is somewhat higher than
the number of female ones:

e science fiction: 60.9 % of male students and 52.7 % female students (TMEI); 60 % of male
students and 59 % of female students (ACTI);

e thriller: 60.9 % of males and 42.2 % of females (TMEI); 45.0 % of male students and 38.5 %
of female students (ACTI);

e detective genre: 47.8 % of male students and 44.8 % of females (TMEI); 50.0 % of male and
46.2 % of female students (ACTI).

At the same time, female students prefer a sentimental melodrama genre: 17.4 % of male
preferences vs. 42.2 % of female preferences (TMEI); 15.0 % of male preferences vs. 53.8 % of
female preferences (ACTI).

The following genres became outsiders:

e musical comedy - from 1.6 % (preferences of students of TMEI) to 5.1 % (ACTI);

e operetta - from 1.7 % (preferences of students of TMEI) to 6.8 % (ACTI);

e opera - from 5.0 % (preferences of students of TMEI) to 11.9 % (ACTI);

e satire - from 5.0 % (preferences of students of TMEI) to 18.6 % (ACTI).

Subsequent talks with the respondents in focus groups showed that modern students
perceive opera and operetta as archaic, boring genres; and they appreciate not satire in comedies
but pure entertainment (gags, tricks, funny jokes, stand-up comedian acts, etc.).

The answer of the students of two Russian institutes - TMEI and ACTI - to the question about
the appealing functions in print/audiovisual media texts, media critics' works, media education
literature (in press, Internet, radio or TV), has considerably assisted us to correlate them to
previously expressed genre preferences.

The analysis of students' answers demonstrates that the most popular function of media texts
is a recreational one: 60.7 % of TMEI students (at that this function is 20 % more popular with
female respondents than with male ones) and 52.5 % of ACTI students (without significant genre
difference).

Then follow:

e information-communicative function (46.0 % of students' answers in TMEI; 28.8 % of
students' answers in ACTI, no big gender difference);

e aesthetical, artistic function (41.0 % of TMEI students, with females prevailing by 23.9 %;
and 44.1 % of ACTI students’ preferences, with female answers prevailing 21.3 %).

Gender differences are visible in the answers about other functions of media texts:

e analytical function: 60.9 % of male TMEI students vs. 15.8 % of female students; 35.0 % of
male ACTI students vs. 28.2 % of female students;
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e ideological, political function: the function is popular with 39.1 % of male TMEI and 26.3 %
female students, while in ACTI — 15.2 % of male vs. 28.2 % of female students;

e aesthetical function: in TMEI it is favoured by 30.4 % male and 18.5 % female students,
while in ACTT this function is popular with 20.0 % of male respondents and 10.3 % of female ones;

e advertising / commercial function: 4.3 % of male and 15.8 % of female TMEI students;
30.0 % of male and 15.4 % of female respondents in ACTI marked this function.

Let us bear in mind that the analysis of genre motivation showed that on the whole,
entertaining media texts ranked from 45.9 % to 77.0 %, that correlates to popularity of the
recreational function with the surveyed audience. The smallest number of votes (1.6—1.7 %) of both
universities' students was collected by the regulatory-corporation function of media texts. We have
expected that because our survey group was not a media-related major, but comprised of future
managers, economists, lawyers, and teachers who are not very keen on professional backstage of
media industry.

Answering the question of what main psychological, intellectual, creative, aesthetic, etc.
motives of the students' contacts with media critics’ works, are, revealed the following leading
motives:

e pursuit to access new information — 82.0 % (preferences of TMEI students, with female
students' answers prevailing 13.0 %) and 67 % (ACTI students with female answers prevailing by
26.9 %);

e search for entertainment, recreation - 60.7 % (TMEI students, with 20.7 % more female
answers than male ones) and 52.5 % of ACTI students, without significant gender differentiation;

e search for aesthetical, artistic impressions — 44.3 % (preferences of TMEI students, with
female voices dominating by 22.3 %) and 41.1 % (preferences of ACTI students, with female
students dominating by 21.3 %);

¢ longing for spending one's free time - from 29.5 % (TMEI students with female voices
exceeding male ones by 12.6 %) to 32.2 % (ACTI students with no big gender difference).

On the whole, the students' aspiration for entertainment and recreation (60.7 %) and relaxed
way of watching/listening media (29.5 %) correlates to students' preferences of entertaining media
genres and functions.

The less number of students' voices was received by:

e aspiration for improving one's skills in media literacy — 2.6 % (TMEI students) and 1.9 %
(ACTI students);

¢ pursuit of developing one's knowledge in media education - 4.4 % of TMEI students and
3.2 % of ACTI students.

To sum up, the low motivation of students to gain knowledge and skills in the field of media
literacy was something we had expected because the survey was conducted with 1-2 year students
who had never taken a media education course.

Table 5. Classification of the Informational Index Levels

Levels of Taganrog Management Anton Chekhov Taganrog
information and Economics Institute Institute students:
index students: control group (%) experimental group (%)
Female Male Total Female Male Total
High 0.0 0.0 0.0 0.0 0.0 0.0
Medium 55.3 52.2 54.1 51.3 55.0 52.5
Low 44.7 47.8 45.9 48.7 45.0 47.5

The detection of the information index levels of TMEI and ACTI students' media competence
development was conducted with the help of a test. The testing procedure with the developed
questions (see Appendix) had some vulnerable spots. On the one hand, the test format contains the
opportunity of guessing (intuitive or logic — by eliminating most ambiguous answers) the right
answer with the probability of 25 %. On the other hand, during the testing there might have
occurred cheating or prompting by some participants. However, the test results were verified by
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the finding of focus groups and face-to-face interviews that to a large extent facilitated the
clarification and validation of students' competence levels.

None of the students questioned demonstrated the high level of media competence
development’s information index (which was assigned as 75—-100 % of correct answers to questions
related to terminology, history and theory of media, media culture, media criticism and media
education). About 52-54 % of surveyed students showed a medium level of the information
parameter (without significant gender differences between the respondents). 45-47 % of the
students revealed a low level of media competence's information index that is they were able to give
less than 50 % of correct answers. Herewith, the minimal number of correct answers (less than
40 %) was received to the questions connected to the knowledge of media specialists' activities,
media educators, media theories, and a media text production stages.

Completing a phrase "Media criticism is ..." from 65.6 % (TMEI students) to 69.5 % (ACTI
students) could choose a correct answer out of four suggested. Preliminary conversations with
students in focus groups showed that without multiple choice options they, as a rule, found it hard
to give a definition to media criticism. Still, we should note that even having a correct answer as
one of the options, one third of the students could not detect it.

Completing a sentence “Media culture is...”, from 85.3 % of TMEI students to 89.8 % of ACTI
students were able to choose a correct answer out of the four given options. However, as focus
groups had previously revealed, without ready answers to choose from, students were at a loss.

Completing a definition for media education, from 77.1 % of TMEI students to 83.0 % of
ACTT students could choose a correct answer. But again, the same question in focus groups was
difficult for the participants.

Finishing a phrase "Media perception is...", 72.1 % of TMEI students and 69.5 % of ACTI
students chose the correct option. As before, they had difficulty giving this definition without
suggested answers in focus groups.

Completing a phrase "Media language is..." 91.8 % of TMEI students and 83.0 % of ACTI
students surveyed could choose the correct answer out of the four provided. Nevertheless,
preliminary conversations with students in focus groups showed that without multiple choice
options they, as a rule, found it hard to give a definition.

Completing a definition for media competence, 62.3 % of TMEI students and 59.3 % of ACTI
students chose the right answer. 64.0 % of TMEI students and 52.5 % of ACTI students were able
to differentiate a correct answer while completing a sentence "Media text is...".

Matching a "story line" with its definition, 62.3 % of TMEI students and 47.4 % of ACTI
students recognized the correct answer out of the four offered options. 72.1 % TMEI and 67.8 %
ACTI students gave the correct answer continuing the phrase "Manipulative influence of media
is...".

When answering a question about the workplace of a media critic, 72.1 % of TMEI students
and 67.8 % of ACTI students gave the correct answer. We should remember that the latter and all
of the above listed questions raised problems when they were asked in focus groups with no
multiple choice options. Therefore, the students' choice during a test is more likely a result of
logical comparison of the suggested options for choice (the so called "test-wiseness"), but not of the
real knowledge. Moreover, a test's major weakness is that it promotes guessing (one can get 25 %
by choosing all "a"s or "b"s , etc.). So it should be stressed, that the test results have been balanced
with other forms of research.

Answering the question about the job of a media teacher, 37.7 % of TMEI students and
50.8 % of ACTI students got the right answer. Choosing a surname of a researcher who had
introduced the media theory concept of the "global village", only one third — 37.7 % of TMEI
students and 37.3 % of ACTI students chose the correct answer. While in focus groups none of the
participants could remember the name of Marshall McLuhan as its author.

Looking for a term not related to media culture, media criticism or education, 70.5 % (TMEI
students) and 72.9 % (ACTI students) were able to choose the correct answer.

However, identifying skills, not related to media culture, media criticism or education, only
14.8 % of Management and Economics Institute, and 27.1 % of ACTI were able to choose the
correct answer out of the four options. Another rather low result was shown by the choice of the
media-related "wrong sentence": only 34.4 % of TMEI students and 50.8 % of ACTI students could
identify the correct answer.
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While answering the question, which of the following theories of media is based on the idea
of strong, direct impact of a media text on the audience, the impact that provokes immediate
reaction, only 34.4 % of respondents from TMEI and 32.2 % of ACTI students chose the correct
answer (inoculatory approach). Answering the question, which of the suggested media theories is
based on studying sign systems, only 39.4 % of TMEI students and 52.5 % of ACTI students
surveyed identified semiotic theory as the correct one.

Choosing the correct phrase (out of 4 options) connected to media criticism, 19.7 % of TMEI
students and 18.6 % of ACTI students were able to find it. Answering the question about what
media critic's writing about television, only 16.4 % and 23.7 % (students of TMEI and ACTI,
correspondently) identified the right person. When doing the assignment to re-arrange the stages
of an audiovisual or print media critic's text in the logical sequence, only 39.3 % of TMEI and
23.7 % of ACTI students coped with the task.

Table 6. Classification of the Interpretation/evaluation Index Levels

Levels of Taganrog Management Anton Chekhov Taganrog
interpretation/  and Economics Institute students: Institute students:
evaluation control group (%) experimental group (%)
index Female Male Total Female Male Total
High 0.0 0.0 0.0 0.0 0.0 0.0
Medium 76.3 73.9 75.4 76.9 75.0 76.3
Low 23.7 26.1 24.6 23.1 25.0 23.7

Exposure of the interpretation/evaluation index levels was conducted through the
assignments related to the analysis of various media texts.

As a result (Table 6) it turned out that none of the respondents demonstrated a high level of
interpretation/evaluation index. The high level presumes a media text’s analysis based on the
ability to relate to its author, analysis and synthesis of the space and time form, its understanding,
interpretation and evaluation of the author's concept in the context of a media text’s structure; the
ability to correlate emotional perception with concept opinion, to transfer this opinion onto other
genres and types of media culture, to relate a media text with own experience or experience of
other people.

The medium level of media competence development’s interpretation/evaluation index
assumes the ability to characterize characters' behaviour and psychological state on the basis of
rudimentary knowledge; the ability to explain the logic of the events sequence in a plot; the ability
to dwell on some components of a media image; lack of an author's stance interpretation (or its
simplistic interpretation). The medium level was demonstrated by 75-76 % of students without a
significant gender difference in both universities.

The low level of interpretation/evaluation parameter presumes a naive, realistic perception of
a media text's story line, unawareness of media language peculiarities, inconsistency, confusion of
opinions, dependency on peer influence; simplistic interpretation of characters' positions and the
author's stance. This level was shown approximately by a quarter of respondents in both
universities.

Table 7. Classification of Activity Index Levels

Activity index Taganrog Management Anton Chekhov Taganrog
levels and Economics Institute students: Institute students:
control group (%) experimental group (%)
Female Male Total Female Male Total
High 28.9 34.8 31.2 25.6 30.0 27.1
Medium 55.3 56.5 55.7 56.4 60.0 57.6
Low 15.8 8.7 13.1 18.0 10.0 15.3
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The identification of activity index levels was realized in the course of analysis of their
assignments targeted at creation and communication of media texts’ various forms and genres.

On the whole (Table 7), the high level of the activity index (practical skills to create a media
text) was demonstrated by 27-31 % of students. With that male students prevailed by 5 %
approximately.

The medium level of activity parameter (hands-on skills to create a media text with the help
of a teacher/specialist/other people) was revealed by about a half of the students, with male
respondents outnumbering female ones by 1-4 %.

The low level of activity index (inability to create a media text or unwillingness to do it) was
shown by 13-15 % of students, with female students prevailing by 7-8 %.

4. Discussion

Validness of our findings can be proved by the research results of Moscow sociological group
"Zircon" under the title "Current state and perspectives of media literacy of the Russian citizens
based on the national monitoring of media behavior (2009-2013)" which was initiated by the
Ministry of Communications and Mass Media of the Russian Federation and used the volume of
1600 respondents (representative sample). The surveys were held annually in five stages from
2009 to 2013. As reported by "Zircon", on average, over 80 % of Russian population watch
television (i.e. contact with television media texts) daily (Zircon, 2013).

If we address the survey results of teenagers’ Internet contacts, held by the research group
headed by G. Soldatova in 2013 (1203 teenagers aged 12-17 were questioned, living in 58 Russian
cities with the population of 100 thousand people and more, from 45 regions and 8 federal areas),
we'll see that Russian teens somewhat surpass both adults and university students as far as the
frequency of contacts with media texts is concerned. 89 % of teenagers use Internet daily
(Soldatova, 2013). Similar findings were gained by other Russian (Tsymbalenko et al., 2013),
British (Ofcom, 2013) researches of teenagers' media behavior, and others media researches
(Fenton, 2009; Garcia-Ruiz, Ramirez-Garcia, Rodriguez-Rosell, 2014; Hammer, 2011; Hermes et
al., 2013; Holt, & Von Krogh, 2010).

The comparative analysis of the students’ answers in two Russian universities — Taganrog
Management and Economics Institute and Anton Chekhov Taganrog Institute - to the question
about the frequency of their contacts with media texts showed that on average, over 80 % of
students (82.0 % in TMEI and 83.0 % in ACTI) contact with media on a daily basis. On the whole,
the findings verify the results of many sociological surveys (Fedorov, 2003; Myasnikova, 2010;
Zircon, 2013; Ofcom, 2013), held in different years. The level of media contacts is very high, while
entertaining genres dominate in their preferences. Male respondents to a larger degree than female
prefer action/thriller genres, female respondents tend to favor melodramas.

At the same time, as far as we know, neither in Russia, nor in other countries, a research of
audience's (including students'’) contacts with media criticism was conducted. Comparative
analysis of students' answers testifies the degree of demand for print and audiovisual media critics'
texts: without a significant gender difference, it turned out that from 9.8 % (TMEI students) to
11.9 % (ACTI students) have such contacts daily. Another 42-55 % students read/listen/watch
media critical text several times a week/month. Still, as we had anticipated, there are young people
in both universities who rarely or never contact media critics' messages: ranging from 32 to 47 %.
Focus groups conversations showed that the respondents in the first place, contact with texts of
popular but "amateur" media bloggers (who review latest films and computer games, videos, etc.),
because these texts are easier and more understandable for them than texts of media professionals.

As far as the research of audience's contacts with media literacy texts, we also have not found
the previously done similar surveys in Russia or elsewhere. Before conducting a survey, we took
into account that the first or second year students had not studied any media literacy course yet,
therefore a percentage of respondents who contacted media education texts on a regular basis
would be very low. However the findings corrected our initial expectation: there is a demand for
that kind of media texts. It turned out that 5.1 % (ACTI students) to 6.6 % (TMEI students) contact
with media education texts daily. From 19.6 % to 28.8 % of students try and do that several times a
week/month. However, as we had anticipated, the vast majority of young people - from 66.1 %
(ACTI) to 73.8 % (TMEI) never have anything to do with media literacy texts. Focus group
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discussions showed that the respondents, in the first place, read the texts related to technical,
computer learning aids, and do not differentiate between media education and computer literacy.

Our research has affirmed the tendencies, that had been revealed in previous researches
(Ashley et al., 2013; Downey et. Al, 2014; Fantin, 2010; Korochensky, 2003; Marchessault, 2014;
Myasnikova, 2010; Sparks, 2013; Potter, 2014).

Noticeably, a high level of motivational index is demonstrated, as a rule, by less than a
quarter of young audience. Whereas a considerably larger number of respondents - about a half -
has a low level of motivational parameter.

Our research findings proved that the high frequency of contacts with media and high level of
motivational index are not directly linked with the high level of comprehensive media texts
analysis. Although the information and motivational index levels of media competence are
reflected on levels of interpretation/evaluation parameter.

We have also acknowledged a tendency that a high level of media competence's information
index does not necessarily correspond to an equally high level of evaluation index. Therefore,
awareness of media terms, theory and history of media culture and media criticism does not
automatically foster analytical skills related to media texts.

The high level of media competence's information index was not demonstrated by a single
student of two universities surveyed that is characteristic of non-media studies departments. We
have found that half of respondents have a medium level of information index, that is they do have
some knowledge about media terminology, history and theory, gained through self education
or/and family education.

As far as the activity levels of media competence development are concerned, our analysis has
shown that they are rather similar to previous survey results (Fedorov, 2003; Myasnikova, 2010;
Soldatova, 2013; Zircon, 2013; Wilson et al., 2011; Tsymbalenko et al. 2013; Sourbati, 2009), when
a high level of this parameter was indicated by around a quarter of a similar age group respondents
(with male respondents slightly exceeding female ones).

5. Conclusion

In summary, we can draw a conclusion that our research demonstrates that modern students'
media competence in several parameters (motivational, information, interpretation/evaluation,
activity) needs to be considerably elevated. The development of the media competence’s above
mentioned parameters, in our opinion, is possible in the course of media education. Therefore,
university students (not less than school students) need to take media literacy courses. In that case
we can only speak about significant advancement of the UNESCO concept (Wilson et al., 2011)
about the synthesis of information and media literacy.
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Abstract

The purpose of the article is to study the way the female teacher education was formed in late
imperial Russia. The subject of the study is the specific element of this process in Kazan province,
being a multi-ethnic region. The article analyses a number of issues, the ones related to the
activities of the two Kazan gymnasia - Maryinskaya and Ksenyinskaya, generalizes both functioning
conditions of these institutions and problems and achievements in quality preparation of teaching
staff for schools of the Volga region.

The study reveals the socio-cultural and pedagogical factors that determined the way the
subsystem of female teachers training was formed. The dynamics of the education classes
development demonstrated a certain degree of improvement of the educational process, extension
of the academic term from one year to two years, increasing demand applied to students.
The enhanced focus on practice-oriented training greatly affected development of professionally
significant qualities of the future female teachers.

As this educational activity was insufficiently regulated, that allowed for its planning and
organization on a local level while taking into account particular regional conditions and needs.
Such local ‘testing’ of the way education classes function helped to build a well-coordinated
subsystem of female teacher training in the country as well as obtain the required number of
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teachers within a short period.

The results of the study can be applied while modernizing the practices of modern teacher
training.

Keywords: Russian empire; Kazan; women’s education; teacher training; gymnasium.

1. Introduction

Studying historical formation patterns of female teacher training is of particular relevance to
modern teacher training as it is closely associated with defining the role of women in modern
society, especially in terms of the younger generation education. The history of female teachers
training in Russia is inextricably linked to women’s gymnasia activity of the last third of the XIX —
early XX centuries, which were quite popular with girls as those institutions trained them to teach
at elementary schools.

The adoption in 1870 of “The regulations on women’s gymnasia and progymnasia’, that led to
women’s colleges of the first degree being renamed as gymnasia, gave a vigorous start to further
development and spreading of girls’ upbringing through education in public schools that had a full
right to be called secondary schools.

The Ministry of Education (the ME) gave great importance to educational training for
women, as ‘a woman, in terms of the way she can influence her family, has a responsibility to its
impact on the family, have an upbringing obligation. Should she fail to fulfil the obligation or do it
in the wrong way, then it affects all society and state; and that is particularly dangerous as evil is
pervasive and able to undermine the foundations of both public and state life without appearing to
do so’ (Kovalensky, 1908: 199). Therefore, along with the adoption of the new ‘Regulations’ in 1870
teacher training courses were established at ten provincial gymnasia. In 1874, in connection with
the adoption of ‘The regulations on the eighth special teacher training grade in women’s gymnasia’
the eighth grade was added in gymnasia, that used to have seven grades (Kantorovich, 1899: 157-
158), the one that was training students to work as a home tutor or public school teacher.

2. Materials and methods

There are plenty of various sources on the matter, being different in nature and content.
Priority was given to archival and periodical materials. Various groups of documents stored at the
National Archives of the Republic of Tatarstan (the NART) constituted the main source base of the
study. The following funds are especially important: 92, 93, 122, 125, 150, 421, which store circular
documents and workflow records. Those include documents that describe the activities of
legislative, executive and administrative bodies in the field of education, as well as the state of
education in Kazan in different years of the period under study, such as minutes of gymnasium
teachers’ boards meetings, school districts and gymnasia annual reports, historical descriptions of
educational institutions, statements and information on annual and semi-annual testing at schools.

A numerous group of sources consists of legislative and other regulatory laws of the Russian
Empire within the period from 1881 to 1905; orders concerning the ME, Kazan educational district
(KED); compilations of regulations issued by the government and ME; statistical data on the
number of schools and pupils; materials on public education history and the reform of secondary
school; reports and extracts from a schools status reports; reference books, commemorative books,
calendars of Kazan province published over the period. The value of all these publications is that
they are all, besides providing a lot of statistical data, are sources of summary information on the
most important moments of school activities, students’ performance, school facilities, etc. All these
materials can be very useful if taken with a pinch of salt. It was ‘The review of the activities of the
ME’ and circulars by KED that were of great assistance as they contain a lot of documents that are
interesting from the content and methodical point of view.

Another big and no less valuable set of sources on the history of female teacher training
Kazan is both all-Russian and local periodicals. The all-Russian magazines that published extensive
reviews on the development of teacher training in Russia made it possible to trace the activities of
the prominent figures of public education (M.L. Peskovsky, N.A. Korf, A. Anastasiyev,
N. Bobrovnikov, I. Iznoskov and others). These stressed the importance of issues related to the
teaching staff training and brought up these issues in magazines. The provincial media contains
information on the organization and quality of elementary school teacher training, i.e. female
graduates of gymnasia in Kazan.
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The degree of reliability of the sources was determined by their critical benchmarking.

Having studied the above-mentioned materials, we formed a set of sources, allowing to
consider various aspects of the issue. It makes it possible to trace the formation of government
policy in the field of education in relation to primary schools teaching staff training within the
period under review, obtain valuable information on the number of students in the eighth teacher
training grades; determine the number of female teachers who got education in such teaching
classes in Kazan as well as find out the need for teaching staff.

For the purposes of the study the sources are analysed from historical and genetic point of
view using the comparative-historical method, whereas it is the integrity method and steady focus
on value-based approach while taking into account the interdisciplinary nature of the issue under
study that are of paramount importance when a historiographic analysis is carried out. The basis of
the study was a microanalysis of the two female gymnasia’s educational environment in Kazan.
Upon defining the methodological basis of the study, the authors used specific scientific
approaches being typical for modernisation lead paradigm, educational urban planning and
adaptive-activity cultural studies. The results of the study are structured in the issue-chronological
order.

3. Discussion

The works by A. Derevitskiy (Derevitskiy, 1902), M.N. Kovalensky (Kovalensky, 1908),
E.O. Likhacheva (Likhacheva, 1907), P.G. Mizhuyev (Mizhuyev, 1906) relating to women’s
secondary education make one of the most interesting sections of the issue’s historiography.
The works by M.N. Kovalensky, found in a multi-volume work ‘History of Russia in the XIX
century’, are of great interest. The author acknowledged the progress made by women in both
education field and actual teaching. The author believes that the reasons for a temporary delay of
further development of women’s education have something to do with the internal politics of the
government, including the one in the field of education, describing it as a reactionary one.
E.O. Likhacheva, having performed a comparative characteristic analysis of women’s education in
Russia and Western Europe, believes that secondary women’s education in Russia was organized at
a better scale than in any European country, primary education being an exception.

Taking into account the value of each of these studies, it should be noted that all these works
had, in general, a journalistic nature. This is explained by the fact that the authors of these works
still had a small number of sources at their disposal, and they were guided primarily by their
political objectives. Many of the assessments and conclusions they made are now thought to be
obsolete. At the same time, they generalized and systematized the accumulated material.

It is known that education issues in Russia of the period under consideration were quite fully
studied in the works by Soviet historians. F.G. Panachin (Panachin, 1979), for example, was the
first to thoroughly investigate a wide range of issues: the secondary female teacher training
institutions, social composition of the students, curricula and programs, policies of the government
in relation to teacher training, etc. A relatively rapid growth of educational institutions network, a
change in its social structure, establishment of new areas of school education is explained by the
author as the result of the development of capitalism (not as a result of the government activities),
which caused changes in all domains of social life in Russia. Another important aspect that
F.G. Panachin drew his attention to was the teacher training institutions of KED. However, the
author only loosely touched upon some of their organization issues.

Modern historiography is represented by works which cover certain aspects of primary
schools female teachers training while studying the development of education in a number of
multinational parts of the country, i.e. Kazan region (Kornilova, 2011; Kornilova, 2012) and the
whole Volga region (Magsumov, 2015a; Magsumov, 2015b), as well as in the Caucasus (Zakaraya,
Cherkasov, 2010; Shevchenko et al., 2016).

Having studied historiography of the issue, we can pinpoint the main disadvantage of most of
the works, that is a biased assessment of certain events or processes. The regional level aspect of
the issue also failed to get a thorough research.

4. Results
The government policy in the field of female teacher training is considered as an integral part
its domestic policies activities in the last third of the XIX — early XX centuries. It was aimed at
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preserving and maintaining the political system at the time. The growing activity of the opposition
forced the government of Alexander III to give up liberalism in education, the latter had manifested
itself in a number of reforms of the 80-90s of the XIX century. And yet the government permitted
certain turns in its political course related primarily to the increasing need for socio-economic
development of society.

In the period under study tertiary teacher training education in Russia gained considerable
success as the educational institution network aimed at training teacher spread every year. Since
the 1870s the government started to pay attention to the organization of teacher training in various
regions of the country. A few state teacher training institutions opened in Kazan as well that were
to train only male teachers for primary schools. Women could get such type of education in
teaching grades of women’s gymnasia, which were also widespread in the 70s of the XIX century.
In the last third of the XIX — early XX centuries there was a significant increase in the number of
women’s secondary schools in the province, funded not only by the government, but also the local
authorities, companies as well as by means of private donations. This is due, first of all, to the
population’s increased need for secondary education for women and, secondly, to the need for
training female staff for public schools.

In the last third of the XIX — early XX centuries there were women’s gymnasia only in the
provincial city of Kazan. Those were 1st Maryinskaya gymnasium converted from Maryinskoye first
grade women’s college on 30 August 1871 (NART, fund 92, inv.1, file 24887: 1) and 2nd
Ksenyinskaya gymnasium converted from a progymnasium in August 1880. In other towns of the
province women’s gymnasia were opened only at the beginning of the XX century. In 1905
Chistopolskaya women’s gymnasium, converted from a progymnasium, was (NART, fund 92, inv. 1,
file 4028: 19).

Women’s gymnasia curriculum included the following subjects: Scripture knowledge, the
Russian language, arithmetic with an enhanced accounting element, geometry basics, general and
Russian geography, general and Russian history, natural history and physics with the addition of
data relating to household keeping and hygiene, calligraphy, crafts and gymnastics (Code of laws,
1893: 327). Thus, the new charter made teaching more practical with regard to the woman’s future
way of life. He also affected women’s gymnasia by introducing classicism, the one that dominated
in men’s educational institutions.

In 1874, in women’s gymnasia it was allowed to teach classical languages (Greek and Latin)
as optional subjects or just Latin, French and German, drawing, music, dancing, singing
(Kantorovich, 1899: 158-159). Thus, in 1896 in Kazan Ksenyinskaya gymnasium they taught Latin
as an optional subject, in 1901 at the Maryinskaya gymnasium practical lessons of French were
introduced (On the introduction in Kazan, 1896: 519). Classical languages were not taught at Kazan
Maryinskaya gymnasium due to the fact that there was no demand for those subjects (NART,
fund 125, inv. 1, file 235: 3). The number of both curriculum subjects and academic hours given to a
particular subject was significantly lower compared to men’s gymnasia and non-classical secondary
schools. For example, maths, history, geography and literature courses were significantly
contracted compared to those in men’s gymnasia (Kirpichnikov, 1890: 164). Logic and other
subjects were not taught. Instead, curricula were overloaded with lessons of crafts and other types
of household keeping.

Students were charged fees to be taught in women’s gymnasia. The tuition fee amount was
determined by the local council (Polyansky, 1901: 121). The tuition fee was quite high. At the
beginning of the 1880s, in the two Kazan women’s gymnasia the students paid 30 roubles a year for
compulsory subjects, 18 roubles for optional subjects and 15 roubles per year at a preparatory grade
(NART, fund 92, inv. 1, file 13591: 238). Collection of tuition fees was the main funding source for
gymnasia.

It is necessary to note the activities of a ggmnasium’s board of trustees, whose function was
to involve the public into establishing women’s gymnasia and their promotion. In addition to
raising funds the Board was entitled to relieve certain poor students from paying tuition fees at the
request of the administration or students’ relatives. In 1st Maryinskaya gymnasium in Kazan
106 students were relieved from tuition fees for studying compulsory subjects in 1880 (NART,
fund 125, inv. 1, file 235: 17). The fees for poor students were paid by some philanthropists of the
city of Kazan. For example, during the first half of the 1880/81 school year, I.N. Zhuravlev paid the
tuition fees for eight students, A.S. Alexandrovich paid for 12 students, M.I. Popov paid five
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students and A.P. Pribytkov paid for one student. All the above-mentioned donors were the
hereditary honorary citizen of the city. Moreover, I.N. Zhuravlev paid for many poor students on a
yearly (NART, fund 125, inv.1, file235: 18). While permitting a certain degree of society
involvement into establishing women’s gymnasia and their maintenance, the ME limited the way
society was allowed to affect daily activities and curriculum of these educational institutions.

Provincial women’s gymnasia were placed under the supervision of the governors and
chairmen of the teachers’ councils. The head of the entire educational work was appointed the head
of the men’s gymnasium or the school superintendent was appointed the head of the teachers’
council being responsible for all the educational activities in the region. None of the events related
to teaching might take place without the permission of the high-rank officials. As a result, the role
of the headmistress and teachers of the ggymnasium was thereby limited.

In women’s gymnasia, just as in universities, there were class mistresses who worked as
intermediaries between teachers and students. They attended all lessons and their function was to
help the teacher maintain discipline and order in class, thus allowing the teacher to be fully
engaged in teaching (Kirpichnikov, 1890: 164-166). Using rare archival materials and press
publications, we can obtain evidence that class mistresses did not only maintain discipline, but also
watch the way the teacher works, assess the teacher’s morality as well as to ensure that the teacher
does not exceed the education content scope for women’s educational institutions determined by
the ME. As a rule, male teachers working in male educational institutions, normally gymnasia,
were invited to teach at women’s middle and senior grades, whereas female teachers worked in
lower grades. As a result of class mistresses’ permanent supervision, smaller education content
scope, lack of classical languages as a compulsory subject in such institutions, women, who had
received secondary education, were not allowed to teach in all gymnasium grades, thus being
limited to the lower grades only.

Having finished the seven grades, students, who had successfully completed a full course of
study, were given the right to the title of the primary school teachers and teachers of public schools
(Deryuzhinsky, 1900: 9). Later, they were given the right to teach in the lower colleges grades.
Since March 1881, students in women’s gymnasia were permitted to be awarded with the gold and
silver medals in the same order, which had been set for men’s gymnasia. Students in Kazan
province were proved to be very good at studies from the very beginning. They were quite zealous
while studying and often, according to official reports, showed better results than students from
men’s gymnasia. The annual report of Maryinskaya gymnasium for 1898 contains information out
of 743 students in main grades 57 students completed seven grades, six of them were awarded with
gold medals and 10 were awarded with silver ones (Traubenberg, 1900: 42). In 1899, in
Ksenyinskaya gymnasium, out of 46 students of the seventh grade three were awarded with gold
medals and 12 were awarded with silver ones (NART, fund 92, inv. 1, file 24888: sheet isn't
numbered).

For the majority of women’s gymnasia graduates, who belonged to the low-income social
groups, education was the only capital that could save them from poverty; and that capital was, in
most cases, applied in teaching. In order to provide poor girls with the opportunity to learn
teaching terms and methods the eighth teaching grade was established in gymnasia, its completion
gave the right to the title of the home tutors and teachers (Code of Laws, 1893: 328).

In Kazan province the eighth grade was established in both women’s gymnasia.
In Maryinskaya gymnasium it was opened in 1870, and in Ksenyinskaya gymnasium it was opened
in 1881 r. (NART, fund 125, inv. 1, file 544: sheet isn't numbered; NART, fund 122, inv. 1, file 52: 1).
In 1881/82 academic year the eighth grade in Maryinskaya gymnasium was divided into two
subdivisions for the first time as the number of those willing to obtain such qualification had
grown. The biggest number of students in Maryinskaya gymnasium was seen in 1889/90 academic
year (82 students) (NART, fund 125, inv. 1, file 647a: sheet isn't numbered).

There was tuition fee for studying in the eighth grade. Thus, in Ksenyinskaya and
Maryinskaya gymnasia students were charged 50 roubles per year (NART, fund 92, inv.1,
file 24888: sheet isn't numbered; NART, fund 125, inv. 1, file 544: sheet isn't numbered). It is easy
to notice that the fee for the teaching grade was much higher than for the lower grades. So, we can
conclude that in the eighth grade there were normally students from well-to-do families rather
than poor girls, though it was them that the grade was intended for. The archival data prove this.
Thus, in 1883, in the eighth grade of Maryinskaya gymnasia there were 14 daughters from noble
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and officials families, 8 students were born into clergy families, 12 persons were from merchants
and burghers families, 19 were from other social groups, but none were from a peasant family
(NART, fund 125, inv. 1, file 278: 30).

It should be noted that teaching grade tuition fee in Kazan province was relatively small
compared to other regions. Thus, in Saratovskaya women’s gymnasium it was 70 roubles per year,
60 roubles in Yekaterininskaya women’s gymnasium (the city of Rostov-on-Don) and the amount
of the tuition fee in Khersonskaya 1st Maryinskaya gymnasium was 100 roubles per year (NART,
fund 125, inv. 1, file 579: sheet isn't numbered).

The students in this special grade were given information on main educational principles,
teaching techniques and methods in women’s gymnasia. They also practiced teaching under the
guidance of their teachers.

The ME developed universal curricula and teaching programs for gymnasia based on
‘Regulations, dated 1870’. Differences were only allowed in relation to the eighth additional teacher
training grade of Kazan and Moscow education districts (MED). This can be clearly seen from the
Table 1 of weekly lessons in the eighth teacher training grade Kazan and Moscow school districts
(NART, fund 492, inv. 1, file 24167: 8):

Table 1. Number of weekly lessons in a teacher training grade in MED
and KED women’s gymnasia

Subjects | Kazan ED | Moscow ED
Compulsory

Scripture knowledge 2 2
The Russian language 4 3
Arithmetic 4 3
Education science 3 3
Singing 2 -
Total 15 11
Optional

The Russian language 2 3
Mathematics 2 3
History 2 3
Geography 2 3
The French language 3 3
The German language 3 3
Total 14 18

Based on the above-mentioned, we can conclude that in KED more attention was paid to
teaching basic disciplines that form the basis of primary school curriculum, whereas in MED there
was a focus on subjects taught in secondary school. In both districts, the number of lessons was
minimal. Therefore, both the tables are not exclusive. In 1883, having taken the regulation as a
basis, the KED trustee proposed a new curriculum draft as well as teaching programs for the eighth
grade in women’s gymnasia of his district, that had been drawn up at the meeting of boards of
trustees of both Kazan women’s gymnasia (Maryinskaya and Ksenyinskaya).

The new project was introduced as the methodological and work regulation base for women’s
gymnasia at the time was considered unsatisfactory and insufficient, for example, the number of
test lessons was not determined while the theoretical course content was unclear. It was due to the
fact that there was no yearly planning, that resulted in the lack of weekly planning of the number of
theoretical and practical lessons. Similar proposals were also received from the board of trustees of
other districts.

Having come to the conclusion that it was impossible to fulfil all the functions of the eighth
grade of women’s gymnasia within a year, on December 27, 1884 the ME commission under the
chairmanship of Prince M.S. Volkonsky adopted and approved a two-year academic course of the
eighth grade (NART, fund 92, inv. 1, file 24167: 6). A one-year course of study in the eighth grade
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was allowed only in case it is impossible to organize a two-year course.

The commission also developed a new table of weekly lessons. In junior and senior teacher
training grades three lessons were allocated for Scripture knowledge and the Russian language, two
lessons were allocated for arithmetic lesson. Practical training and exercises were to take 12 lessons
per week (five lessons in the junior grade and seven classes in the senior one) (NART, fund 92,
inv. 1, file 24167: 7). For practical training of teaching activities junior grade students attended
classes of senior grade students who themselves were teaching under the guidance of adult teachers
in the preparatory and four lower gymnasium grades.

Following the decision, made by the board of trustees, hygiene and cloth making-up lessons
were introduced in the eighth grades as optional subjects. In 1889, cloth making-up lessons were
introduced in Maryinskaya gymnasium as an optional subject in the eighth grade (NART, fund 125,
inv. 1, file 549: 1). Later on, in 1900/01 academic year hygiene classes were introduced in both the
gymnasia as optional subjects (NART, fund 122, inv. 1, file 412: 5; NART, fund 125, inv. 1, file 496: 2).

It should be noted, however, that it is the Russian language and literature that should have
been in the focus of the study in women’s gymnasia. In this respect, as far as the official studying
program makes it possible to figure out, Maryinskaya gymnasium did its best to achieve good
results, both in the junior and especially in senior grades.

It was Maryinskaya gymnasium that arranged ‘literary discussions’ for the eighth grade
(Traubenberg, 1900: 37). These discussions were started by the initiative of V.P. Bryukhanov, the
gymnasium’s teacher, for the purposes of studying the best Russian literary works (by the authors
who worked after A.S. Pushkin). In addition to its direct purpose these discussions were to fill the
gap in education concerning thorough studying of Russian literature, which characterized the
Russian school as a whole. For the discussion, works required for the study as well as those that
were permitted for reading in senior grade were selected. The talks did not take place three to four
times a year, normally on public holidays or in evenings and were held for two or three hours.
The participation was voluntary. Two or three weeks before the discussion took place the teacher
would name the book and provide questions to give spoken replies to. For example, during 1897-
1900 there were discussions concerning The Overcoat by N.V. Gogol, A Profitable Position by
A.N. Ostrovsky, Home of the Gentry by 1.S. Turgenev, Oblomov by I.A. Goncharov, Childhood and
Boyhood by L.N. Tolstoy.

Until 1899/1900 academic year, teaching in the eighth grade of women’s gymnasia in Kazan
was performed on the basis of the curricula dated back to 1874. Since 1899/1900 academic year,
upon the permission of the Minister of Education new test curricula and programs were introduced
for the eighth grade of women’s gymnasia. These programs were developed earlier in 1897 by a
commission of two teachers working in Kazan women’s gymnasia, chaired by the former KED
trustee assistant S.F. Speshkov.

Under the new curricula and programs all eighth grade students were to study the following
subjects: Scripture knowledge, teaching science and didactics, the basics of teaching of the Russian
language, arithmetic and singing. In addition, each student was to select one of the subjects (except
for singing) she was going to get the specialization as a home tutor or teacher. Some of these
subjects included the Russian language along with the Church Slavonic language and literature; the
German and French languages; mathematics; history and geography.

In fact, the number of students in the eighth grade was not limited. In each of Kazan women’s
gymnasia everyone who had completed seven grades could go to the eighth grade. Therefore, the
number of students were different throughout the history of the eighth grade. However, in the city
of Kazan there was a tendency of increasing the total number of students in the teacher training
grade.

In this regard, in 1901, the board of trustees received a report by the head of Maryinskaya
gymnasium M.N. Andreevskaya on the admission restriction in the eighth grade. The limit norm of
45-50 people, i.e. the number of students in one subdivision, was justified by the fact that studying
there was believed to be very easy, and almost all the students who had completed the seventh
grade entered the eighth grade as well. As a result, in the gymnasium they had students in the
eighth grade had no love for children or teacher training, being in the grade only for formal
reasons.

Based on this report, on May 29, 1901 the board of trustees decided to admit no more than
50 students in the eighth teacher training grade being guided by the following selection criteria:
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academic success, their attitude to profession, punctuality referring to attendance, state of health
and the way they treated teaching. Should there be more applicants than it was allowed to admit,
the student with less favourable financial standing was admitted (NART, fund 125, inv. 1, file 647a:
sheet isn't numbered). This decision created favourable conditions especially for members of the
underprivileged social groups, who, working as teachers, could support themselves financially.
Not only gymnasium graduates, but also the ones from eparchial colleges were permitted to enter
the teacher training grade provided they had passed all exams on the gymnasium’s curriculum
(Concerning the fact that the persons, 1901: 609-610).

Those who had completed the course and were awarded with medals received the title of
home tutors, while those with no medals received the title of home teachers (Deryuzhinsky, 1900:
9). By 1899, in Ksenyinskaya gymnasia, since the opening year (1880), 117 students completed the
course with the title of home tutor and 347 received the title of home teacher (Report extract, 1900:
3). The number of students in Maryinskaya gymnasium were 302 and 1062 consequently
(Traubenberg, 1900: 2). As a matter of fact, the gymnasium graduates were not allowed to enter
higher educational institutions, thus being restricted from obtaining certain professions.

The new form of women’s secondary educational institutions, especially after they were given
the title of gymnasia and spread wide around Russia, met opposition from ardent opponents of
women’s education. They distributed printed lampoons on the students, accusing them of
immorality, nihilism, undermining the family ties and state foundations. However, despite this, the
number of women’s gymnasia affected by the inevitable requirements of life grew, and by 1882
their number in Russia exceeded the number of men’s gymnasia, that had been in operation five
times as long comp. According to some reports, in 1882 in Russia there were not more than
130 men’s gymnasia and progymnasia, that makes about 200 schools, whereas there were
259 women’s gymnasia, that exceeded the number of gymnasia for men by 59 institutions
(Peskovsky, 1886: 70).

This was typical for Russia as a whole, but the situation in Kazan region was slightly different.
The number of women’s gymnasia failed to exceed the number of men’s ones. This can be
explained by the specific features of the province’s population as a significant portion of the female
population of the province were not Russian. According to official data women’s education among
the Tatars, even at the end of the XIX century, was only beginning to appear, although there was
not a single village without girls who studied. But even during the period of their extensive
spreading women's gymnasia involve only a small portion of the female youth. Commissions that
considered the ME annual reports again started to bring up the idea of establishing women’s
educational institutions that ‘could provide the majority of girls from middle-class families with
education being quite appropriate to their needs and requirements, whereas not alienating them
from the general environment’ (Women’s gymnasia, 1905: 20-21).

The campaign against women’s school continued under guidance by A.A. Saburov. In 1880 he
established a special commission to discuss a new type of women’s education, a cross between a
gymnasium and primary school. But this was done neither by A.A. Saburov nor his successor,
A.P. Nicolai. It was I.D. Delyanov who took the initiative using a note by Baroness E.F. Raden,
submitted to the empress in 1884, the Empress. The note proved the need for fundamental change
in women’s education. Baroness E.F. Raden felt strongly to:

1) deprive women’s secondary educational institutions from the right to grant teaching
degrees;

2) grant this right to special teaching courses, classes, seminaries;

3) establish teaching courses dormitories.

On December 27, 1884, I.D. Delyanov set up a commission under the chairmanship of Prince
M.S. Volkonsky, consisting of the ME representatives, members of the clergy, department of
religious affairs, as well as department of institutions of Empress Maria, for the purposes of
reorganization of the entire system of women’s education. In his report to the emperor,
I.D. Delianov, repeating Baroness E.F. Raden’s ideas, formulated the need for radical change in this
area, ‘The recent establishment, since the 1860s, of a large number of women’s gymnasia and
progymnasia under the ME, along with no colleges with a complete basic course or profession-
oriented institutions negatively affected ngesury of certain young women, who, having graduated
from secondary educational institutions, are eager to enter a variety of higher women’s courses,
both in Russia and abroad, the majority of them being interested not so much in scientific sphere,
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but in getting out of their family and general environment, leaving mundane duties and trying to
achieve rights, which are hardly appropriate for a woman’ (Collection of resolutions, 1881-1904:
1304; Rozhdestvensky, 1902: 660).

These words clearly showed the anti-democratic, conservative nature of the proposed reform.
In connection with this report the new commission was established under the chairmanship of
Prince M.S. Volkonsky. But the projects that the commission had developed failed to receive
approval in most educational districts, one of them being KED. Only in some regions (the Baltics,
the Don region, the Caucasus, Turkestan) there appeared women’s four-year colleges that were
equal to municipal colleges of 1872.

Moreover, the reform failed to be implemented as women’s gymnasia with relatively
expensive training gradually turned into privileged educational institutions, while it was women’s
progymnasia that played the role of the preparatory schools for the less privileged.

Formalism, humdrum and constant supervision flourished in women’s educational
institutions. Monitoring of the students’ behaviour was not limited to the gymnasium itself. Class
mistresses regularly paid visits to the students’ apartments, especially non-resident ones. Even the
students’ accommodation selection had to be approved by the head of the gymnasium.

The tuition fee in women’s gymnasia, being quite high from the beginning, kept on going up.
Thus, since 1859 to 1899, the tuition fee in Maryinskaya gymnasium rose from 15 to 20 roubles per
year in the preparatory grade; the tuition fee (grade 1 to grade 7) rose from 30 to 42 roubles for
compulsory subjects and from 15 to 18 roubles for optional subjects; whereas it remained
unchanged in the eighth teacher training grade, being 50 roubles per year (NART, fund 125, inv. 1,
file 544: sheet isn't numbered).

Nevertheless, the popularity of women’s education was growing in Russia. In the 9os of the
XIX century there were a large number of private women’s schools, which turned into government
ones at the end of the century. A similar process took place in Kazan province as well. On July 1,
1901 3rd Kazan gymnasium of A.I. Kotova was granted the title of a government women’s
educational institution. Until that time, it was a private women’s educational institution managed
by S.F. Wagner (1877 to 1892) and then by A.I. Kotova (1892 to 1901) (NART, fund 421, inv. 1,
file 6: 1).

The tuition fees in the gymnasium of A.I. Kotova was considerably higher than in
Maryinskaya and Ksenyinskaya gymnasia. In 1903, the tuition fee in the preparatory grade was
40 roubles per year, 60 roubles per year in the main grades and 75 roubles per year in the teacher
training grade (Status report, 1905: 7).

The need to increase tuition fee was dictated by the insufficient funds, which was still a
drawback in the development of women’s education. In 1900, when the total sum of public benefits
to gymnasia and progymnasia had reached up to 350 thousand roubles a year, the Minister of
Education, N.P. Bogolepov presented strong evidence in favour of the urgency of increasing the
amount of funds allocated to these institutions: only 36 % gymnasia had a satisfactory budget, the
remaining institutions did not have sufficient funds, and 16 % were declared in desperate need.

In 1900, in order to somewhat weaken the harmful effects of this poverty on the progress of
women’s education N.P. Bogolepov, with the approval of the State Council, allocated an additional
150 thousand roubles per year in the form of grants for women’s secondary educational
institutions. And in 1902 this amount was increased up to 125 thousand roubles a year
(Rozhdestvensky, 1902: 566-569, 720, 727).

5. Conclusion

After the establishment of women’s gymnasia women’s secondary education started
developing. Students, who had completed a course in a ggmnasium, were granted the right to teach
in their junior grades. But, unfortunately, they failed to receive the right to continue their own
education, that is, the right to get higher education. Meanwhile, the young teachers soon felt their
education being insufficient and came to realize that a gymnasium is just the beginning, not the
end of studying. Naturally, the students started thinking about getting a university degree.

In general, in the last quarter of the XIX - early XX century, there was a great step forward in
women’s education. We believe that an additional teacher training grade in gymnasia was able to
provide sufficient training for a person to start a career in primary education. Women’s secondary
education was characterized by a trend towards increasing the share of female employment in the
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field of education. This is proved by the following data: special educational institutions of Kazan
province had trained 1550 teachers by 1905 (NART, fund 92, inv. 1, file 16563: 1; NART, fund 92,
inv. 1, file 16896: 9; NART, fund 92, inv. 1, file 19584: 2; NART, fund 92, inv. 1, file 19585: 2;
NART, fund 92, inv. 1, file 19586: 3; NART, fund 92, inv. 1, file 17500: sheet isn't numbered; NART,
fund 92, inv. 2, file 18: sheet isn't numbered; NART, fund 92, inv. 1, file 759: 1a, 37; NART, fund 92,
inv. 1, file 4031: 42, 47; NART, fund 92, inv. 1, file 448: 2; NART, fund 93, inv. 1, file 683: 2; NART,
fund 93, inv. 1, file 513: 1; NART, fund 93, inv. 1, file 842: 2; NART, fund 150, inv. 1, file 561: 8;
NART, fund 150, inv. 1, file 553: 15-28, 29-66; NART, fund 150, inv. 1, file 592: 71-74), whereas
women’s secondary educational institutions had trained 1828 teachers by 1899 (Report extract,
1900: 3; Traubenberg, 1900: 2). This proves women’s intention to be allowed to teach both in
junior and senior grades, thus being able to continue their further education.

However, speaking of the positive change in the field of secondary education for women in
the province, it should be noted that the results of these achievements were used mainly by the
ones coming from well-to-do families, as seen while analysing the students’ social composition.
The principle of boys and girls’ co-education, being supported by the liberal public, was not put
into practice. Women at the beginning of the XX century did not receive equal education right with
men.

While analysing the process of women’s education development, it is not only the progressive
trend that is significant, being associated with further emancipation of women, but also the way
women’s professional education (teaching training, above all) was formed.
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AnHoramua. llenplo cTaTbu CTAJI0 HCCAEAOBAaHUE MOPOIECCOB CTAHOBJIEHUA >KEHCKOTO
Ielaroruyeckoro  obpasoBaHusA B mo3aHenmIiepckor Poccum. Ilpeamer paccMoTpeHust
peruoHaIbHOE TMpeIOMJIeHHMe 3STHUX IIPOoIeccoB B  IOJUSTHUYeCKOM Kas3aHCKOM  Kpae.
AHanmsupyeTcs psAA BaXKHBIX BOIPOCOB KU3HEJIEATEJHbHOCTH ABYX KazaHCKUX THUMHA3UM —
MapunHckori u KceHHMHMHCKOH, 00600maioTcss ycaoBus (GYHKIIMOHUPOBAHHUA STHUX YUeOHBIX
3aBe/IeHU, TPo0JIeMbI U YCIIEXH B KaUeCTBEHHOM IO/ITOTOBKE I1€/JarOTUYECKUX Ka/POB JIJISI IIIKOJT
IToBOIKbsI.

PackppiBaoTcss COIMOKYIBTYPHBIE U IeJlaroruueckre (pakTophl, ONpeeIUBIINE CO3/aHUE B
Mo3HENMIIEpCKO Poccru mojicucTeMbl KEHCKOTO IIe/laroTUUeckoro obpasoBaHus. /[uHaMuKa
Pa3BUTHA TE€IATOTUYECKUX KJIACCOB JIEMOHCTPUPOBasIa VIydIlleHHE OPTaHU3alMU Y4eOHOTO
Mporiecca, yBeJIMUEeHHE CPOKOB OOy4YeHHs C Tofa 0 JIByX JIET, YCHUJIeHHe TpeOOBaHUHA K
obOyuatomuMcsi. Pa3BuUTHe akIleHTa Ha IPaKTUKOOPHUEHTHPOBAHHOEe OOydeHHe O00yCIaBJIHUBAJIO
dopmupoBaHre PO ecCHOHATFHO 3HAYNMBIX KAUeCTB Oy/IyIIUuX YIUTETbHUII.

HopmatuBHas Hepa3zpabOTaHHOCTD JIEATEIFHOCTH 3TOTO BUia 0O0pa30OBaHMs JIOIyCKaja ero
IUITAaHUPOBAHWE W OPraHW3allMi0 Ha MECTHOM YPOBHE, C YYE€TOM pPETrMOHaIbHBIX YCIOBUMU U
norpebHocTel. Takass mepBUYHAs «anpobarus» GYHKIIMOHUPOBAHUS IeAarOrHYecKiX KJIacCoB Ha
MecCTax MO3BOJINJIA BBICTPOUTH JOCTATOYHO CJIAKEHHYIO IOJICUCTEMY KEHCKOTO I1€/IarOTUYeCcKOro
00pa3oBaHUs B CTPaHE U MOATOTOBUTH HEOOXOIMMOE YHCJIO YUUTEHHUIL B IOCTATOUHO KOPOTKHUE
CPOKHU.

Pe3ysibTaThl MCCIEAOBAaHUSA MOTYT OBITh IIPUMEHEHBI B IPAKTUKE MOJEPHU3AIUU
IeIarOruyecKoro o0pa3oBaHUs.
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IeJlaroruyeckoe oopa3oBaHye, TMMHA3H.
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Abstract

This study investigates the current process of internationalization of higher education in the
countries of the Asia Pacific region (APR) through the example of China, the Republic of Korea,
Japan, and Russia. The article aims to familiarize the reader with the experience
of internationalizing higher education in APR states against a backdrop of global trends.
The authors examine the major strategies for the internationalization of education, such as taking a
coordinated approach, attracting qualified manpower, focusing on deriving profit, and expanding
the potential. The paper analyzes the traditions, strengths and weaknesses, and general traits and
characteristics of the above states’ national systems of education, as well as the major forms of
international partnership and key dimensions of education internationalization in APR states.
The authors show that over the last few years APR states have been increasingly active in entering
into agreements in the area of education internationalization, which has facilitated the division of
spheres of influence and zones of responsibility within the educational area, as well as the steering
of educational approaches along a common course. The paper employs traditional methods of
research, such as classification, comparative analysis, generalization, juxtaposition, and
forecasting. The study suggests three possible scenarios for the future development of the process
of higher education internationalization: sustainably diverse internationalization, convergence in
the direction of the liberal model, and the triumph of developing economies. The paper also
describes current trends in this area in APR states. The authors come to the conclusion that we are
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in for considerable changes in the international market of educational services, such as the
reconsideration of spheres of influence and redistribution of key players in the market, dynamicity
and heterochrony in development being among the key traits inherent to today’s market of
educational services.

Keywords: higher education, internationalization, competitiveness, student mobility,
standardization, unification.

1. Introduction

The development of systems of higher education in various countries around the world is
increasingly characterized by a trend towards unification and standardization. The Bologna
Declaration on the European Space for Higher Education, signed on June 19, 1999 by 29 countries
(47 countries taking part in the process at present), marks the transition of higher education to a
new international level.

The Bologna process seeks to facilitate student mobility via the removal of obstacles to free
movement, enable comparing qualifications acquired at various institutions of higher learning,
guarantee that these qualifications meet the present-day needs in the labor market, and ensure
college graduate competitiveness.

Thanks to the internationalization of higher education, students are provided with the
opportunity to go to virtually any college in any foreign country, study foreign culture and
mentality, travel, and learn what it is like around the world. The internationalization of education
incorporates the following forms of international partnership: individual mobility, i.e. the mobility
of students and instructors for educational purposes; the mobility of curricula; putting together
new international standards for academic curricula; institutional partnership; forming strategic
educational alliances.

The benefits of internationalization include (Abdulkerimov et al., 2012): attaining a unity of
resources; preventing the duplication and copying of research topics; identifying educational
projects, boosting the accessibility of higher education, universalizing knowledge, facilitating the
emergence of international quality standards, boosting the innovativeness of higher education, and
expanding and bolstering international partnership.

However, despite the internationalization of higher education, there is a lot that is unique,
special, interesting, and unusual that national education systems have to offer. This includes the
systems of higher education of Asia’s following leading states: China, Japan, the Republic of Korea,
and Russia.

2. Materials and methods

This study aims to analyze the general and particular in the systems of higher education of
China, Japan, Korea, and Russia in the context of the internationalization of higher education
taking place across the globe at the moment, expansion of international partnership, and increase
in the share of the export and import of students at colleges within these countries.

Among the major strategies for the internationalization of higher education are (Vincent-
Lancrin, 2010a):

— taking a coordinated approach, which implies giving sanction to the international
mobility of students and instructors through grants and student exchange programs and being
oriented towards smaller groups;

— attracting qualified manpower, which implies taking a more active and targeted
approach to recruiting foreign students and shifting from mass enrollment of students to seeking
out and inviting the most talented ones;

— Dbeing focused on deriving profit, which implies being oriented towards commercial
objectives and deriving maximum profit;

— expanding the potential, which implies focusing on the support and development of
academic curricula overseas and setting up foreign colleges in the territory of the receiving country;
this, mainly, has to do with developing countries.

Since the beginning of the 215t century, the academic mobility indicators for the US, Japan,
and Korea have risen more than 2 times. We have witnessed a similar trend in respect of Europe as
a whole, too (Vincent-Lancrin, 2010a, 2010b).
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Note that the US is gradually losing ground to Australia, New Zealand, Great Britain,
Germany, and France when it comes to receiving foreign students. Among the chief suppliers of
students are China, India, the Republic of Korea, Japan, and the US. In recent years, the global
market of educational services has witnessed considerable changes. Thus, for instance, Singapore
was planning on having brought in 150,000 foreign students by 2015, Japan — 300,000 by 2025,
and China — 500,000 by 2020.

The attractiveness of the Asian market of education is high also because we are expecting the
number of people to be educated to have grown from 17 to 87 million in Asia by 2025 (Rasha,
2013). The intensity of measures for the internationalization of higher education in the Asia Pacific
region depends on the educational policy of particular states.

There are three major dimensions to international education (Huang, 2007):

— state-regulated (China, Malaysia, South Korea, Russia);

— market-oriented (Hong Kong);

— transitive, i.e. subject to a shift from state-regulated to market-oriented (Japan, Taiwan).

3. Results and discussion

Russia. Education internationalization in Russia is mainly oriented towards the experience of
US colleges and adopting the American model for higher education, which may appear as a
paradox, given a pronounced anti-American sentiment we have witnessed in Russian society of
late.

A subscriber to the Bologna Declaration since 2003, Russia started implementing a two-level,
bachelor’s/master’s degree, system of higher education back in 1992. Compared with some other
participants in the Bologna process, Russia is currently a lot closer to the full-scale fulfillment of
the Bologna Declaration.

At present, the key objectives for Russian education in the context of the Bologna Declaration
are: instituting a credit system, working out and implementing a new system of education appraisal
and quality control, as well as implementing the Diploma Supplement, established for participants
in the Bologna process (A comparative characterization, n. d.).

Leading Russian colleges, especially those specializing in technical disciplines, have always
been recognized globally due to their traditionally high preparation level. And Russians, rightfully,
have always been proud of the level of Russian education. In Russia, this area has received
a significant safety margin, which allows Russian education to stay at a respectable level
(Krechetnikov, 2014). The major strengths of the Russian system of education have always been
the fundamental and systemic nature of instruction and the high quality of educational services.
Russian education is founded on firm cultural and pedagogical national traditions and has deep
historical roots (Yemelyanov, 2012).

So why are Russian colleges not ranked by foreign ratings agencies the way they should,
based on their actual position in the global system of education?

There are several reasons behind this:

1) the majority of the world’s top ratings for educational institutions are oriented towards
the American or European education models; there are too few parameters, many of which do not
work for the Russian education system as they do not reflect the specificity of Russian education,
like the number of Nobel Prize and Field Medal laureates among graduates and staff or the citation
rate, mainly in English-language journals (Sadovnichiy, 2013);

2) the nature of requirements set by global educational ratings being too uncustomary and
novel for Russian realities; making the Russian system of education a full entrant in global ratings
takes time, as there is a need to overhaul the nation’s education system and worldviews and adapt
them to meet relevant global requirements, align with the structure of educational curricula, etc.;

3) the language barrier; additional costs in time and money for instructors associated with
writing papers in pure English, as well as the total lack of representatives of Russia on the editorial
boards of the world’s top journals;

4)  historically, Russian universities have never really been regarded to be at the forefront
of Russian science, while in the world’s practice science has been mainly centered in universities; in
Russia, apart from universities, there are the institutes of the Russian Academy of Sciences (RAS),
with which universities engage in close partnership, but there is no particular rating indicator in
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the world classification to assess activity associated with the partnership between universities and
the RAS;

5) the fact that Russian universities do not have an extensive foreign student support
program; the importance of preparing foreign students is only now beginning to be realized, there
being an increase in quotas and funding for these purposes, but you cannot raise the number of
foreign students overnight, for it takes time to create maximally favorable conditions for them and
make them want to study in Russia; since the Russian language is hard to learn, there is a need to
switch to providing instruction of academic disciplines in English; in addition, Russia could bring
in a large number of students from the post-Soviet space and Eastern Europe, for whom learning
Russian should not be a problem;

6) one of the key factors in determining the existing educational global ratings is the
opinion of experts on a specific college, but there are almost no experts from Russia on expert
committees, which, obviously, tells on the outcome;

7) education is an open system whose state, developmental dynamics and characteristics
are largely determined by the social-economic context, especially the level of the nation’s economic
development and its demographic characteristics (Agranovich et al., 2009); it would be incorrect to
compare the world’s education systems without taking account of these factors;

8) a list of major indicators for a university’s global ranking should include the level of
education and the content and quality of curricula, while these parameters are not regarded as
principal by leading international rankings.

In 2013, Russia’s Ministry of Science and Education placed an order with the Center for
Education Monitoring and Statistics for a comparative study into the Russian and global systems of
education. The study included data on colleges and schools in 50 countries (Education in Russia,
n.d.). It was revealed that in the world’s most advanced countries to receive a basic secondary
education students have to attend school for a period of 12 to 14 years, while in Russia it is
mandatory to complete only 9 grades at a general education school. That said, Russia has a high
share of certified specialists (ranked 10t in the world on the number of college and technical
college graduates), whom it shares generously with the West. While the number of Master's and
Doctorate degree holders is even greater, Russia ranking 6t in the world.

Every year the US, a key player in the world’s educational market, brings in 760,000 foreign
students, which translates into $24 billion worth of revenue to the state budget. Russian students
going overseas to study tend to go with (with the number of students in descending order)
Germany, the US, France, Great Britain, Canada, Finland, and the Czech Republic. A trend that
may alarm one is that, while Russians preferred going to the world’s leading universities most of
the time before, right now they tend to enroll in colleges that are not ranked that high globally
(Agranovich et al., 2009). This could be due to the following reasons: getting a higher education in
foreign colleges is oftentimes a better deal than going to a Russian college, based on the price to
quality ratio; the theoretical and linguistic preparation level of Russian school graduates does not
allow many to be worthy candidates for attending the world’s top universities; getting an education
overseas is viewed by many Russians as not just a way to receive a quality education but also a rung
on the ladder to a career outside Russia.

Currently, Russia enrolls just about 5 % of all foreign students enrolled around the globe.
This is comparable to figures reported for such nations as New Zealand and South Africa. Having
said that, Russian higher education has huge export potential (Lobov, 2014).

China. Russia and the US are currently evincing a similar trend towards the expansion of
college partnership with China.

China’s system of education goes back into remote antiquity. Confucius laid down its deep
spiritual principles as early as the 6t century BC. Some 3,000 disciples of Confucius passed his
legacy along from generation to generation. Being educated has always been held in high regard in
China. There is a multi-tier system of college admission allowing only the best members of Chinese
society enroll in the nation’s top educational institutions.

In February, 1993, China launched the implementation of an educational program grounded
in the principles of decentralization and taking account of the needs of the labor market.
The following four key principles of reforming the college system were declared: joint development,
restructuring, merging, and cooperation.
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Over the last decade, the volume of state support for research in China has been increasing by
20 % per annum, with the number of Chinese colleges more than doubling over the same period
(Garusova, Piginesheva, 2013). The government has been investing funds in support for the
nation’s 39 largest universities with a view to turning them into world-class colleges. Chinese
colleges have received additional government support (about $6 billion) and are looking for
dependable college partners prepared to engage in implementing joint programs in the area of
education and science.

China’s entry into the WTO has given a new impetus to the development of transnational
educational programs in China — primarily, joint programs run by Chinese and foreign colleges. In
addition, new emphasis has been laid on the export of Chinese education as not just an instrument
for expanding Chinese influence through the use of “soft power” but also a source of greater profits
for Chinese colleges.

China is mainly attractive to foreigners because of the opportunity to learn foreign languages
— Chinese and English. Most foreigners go to China to learn the language and, maybe, “take some
commercial course in passing”. Most universities offer Chinese courses for foreigners: short-term
(ranging from a week to half a year) and long-term (a year and up). After a year-long preparation
period, all subjects are taught in Chinese.

Very few have the courage to go for a full-scale higher education, mostly due to the language
barrier. But the barrier is quite overcomeable: a third of all foreigners who study in China do so in
order to get a diploma of higher education and a postgraduate degree. Most of them are
representatives of the Chinese diaspora from Asian countries. In an effort to attract Europeans and
Americans, special courses are put together where a portion of subjects are taught in English.

About half of China’s foreign students major in the Humanities: Chinese Language and
Culture, International Economics and Trade, and Chinese Philosophy. Most of the foreign students
come from the Republic of Korea (33 %), followed by Japan (9.5 %), the US (7.5 %), Vietnam (5 %),
and Thailand (3.7 %). Russians account for about 3.5 %, which is around 7,000 students, including
those who have completed language courses.

Based on data from China’s Ministry of Education, over the last 20 years China has sent
nearly 350,000 of its own citizens to over 100 countries across the globe and has received over
380,000 foreigners. Currently, there are over 1,500 universities in China, 544 of which provide
instruction to foreign students in various disciplines and the Chinese language.

At the moment, there are several forms the internationalization of Chinese education has
taken on: sending Chinese students and instructors overseas; bringing in foreign instructors,
professors, and researchers; bringing in foreign students to China, both at their own expense and
via a vast system of grants; developing joint educational programs in partnership with foreign
colleges; employing the double diploma system; using modular education overseas; implementing
foreign textbooks and bilingual curricula in the educational process; opening up foreign linguistic
centers.

The Chinese government does its best to stimulate the inflow of foreign students to China, its
foreign student government scholarship quotas expected to have doubled by the year 2020.
These measures will allow Chinese colleges to acquire an international status and stimulate the
development of the nation’s education system.

According to China’s Ministry of Education, the reason behind growing interest in studying
in China is the nation’s phenomenal economic growth, as well as understanding that speaking
Chinese may expand considerably one’s career opportunities. Increases in the number of incoming
foreign students also reflect growing interest in China as Asia’s historical and cultural center.

Several times a year China holds an exam testing one’s knowledge of Chinese, called the
Hanyu Shuiping Kaoshi (HSK) test (an analogue of the American TOEFL test). The exam can be
taken by anyone. It checks one’s communication skills, as well as one’s oral and written knowledge
of Chinese. By taking the exam, one can have one’s linguistic level assessed, an HSK certificate
being a nice asset when applying for a job.

Studying in China is cheaper than going to most foreign universities and even those in
Moscow. The average price is $2,000—3,000 per year (several times higher at elite colleges).
Attending linguistic courses costs about $300—500 per month.
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Despite its lower rankings, Moscow is currently losing the price rivalry to China. One year of
study at Moscow State University of Economics, Statistics, and Informatics (MESI) costs $3,750,
while the price for enrolling in the Department of Economics at Moscow State University is $6000.
To compare, it costs yearly 1.5 times less to attend Peking University, which ranks several dozen
positions higher than the former (Zlobin, 2007).

There are two types of scholarships (grants) for foreign students: full and partial. Students
with full scholarship are exempt from paying tuition, insurance, and registration fees and are
entitled to free dorm lodging and some money to cover their pocket expenses. For undergraduates
this amount is 1,400 yuan, for graduates it is 1,700 yuan, and for postgraduates it is 2,000 yuan.
Newly arrived students also get 1,000 yuan (those attending one term) or 1,500 yuan (2 terms and
more) as a way to help them settle down.

The “cheap implies poor quality” stereotype is becoming obsolete with respect to not just
China-made consumer goods but Chinese higher education as well: diligent students are helped in
China to secure a comfortable berth in life (Getting your MBA, 2006).

The introduction of the English language and textbooks in English into the Chinese
educational process reflects global trends. The need to align with global standards requires getting
an insight into the world’s best practices, something that is not always available in the Chinese
language. Chinese colleges are actively adopting top foreign methodological solutions.

Research interest in the experience of the development and internationalization of
continuing education in China is, on the one hand, associated with the fact that China’s colleges
tend to copy and be oriented towards European and Western models, while, on the other, China
manages to retain its national traditions in the area of education. It is this balance that has
determined, in large part, China’s achievements in the area.

The Republic of Korea. Korea’s system of education comprises three stages: general
secondary education, secondary special education, and higher education. General secondary
education commences at the age of 6 and lasts through the first 6 grades. There is a single
curriculum for all students.

This is followed by the second stage — secondary special education, which incorporates not
only mandatory disciplines but lets you select specific subjects of interest to you, which gives you
the opportunity to decide in advance on your future occupation. This stage has a timeframe of
2 years.

Institutions of higher learning include higher schools, colleges, and universities. The length
of study at colleges is from 2 to 4 years (undergraduates). In addition, one can also pursue a
Master’s degree (1.5—2 years) and a Doctorate degree (2—3 years). Your Master’s major must be the
same as your Bachelor’s one. The academic year in Korea begins in March. The spring term lasts
for 16 weeks and ends in June. After a break from school in July, you resume your studies during
the fall term, which starts in August and lasts until January.

To enroll in a university in Korea, you have to pass a special general test, an analogue of
Russia’s Unified State Exam. Private colleges have their own procedure for admitting students.

Korea’s colleges have a clear-cut hierarchy in terms of ratings, for which reason the way
diplomas awarded are rated can also vary significantly. All of Korea’s citizens, just like foreigners,
can receive a higher education both in Korean and in English. To receive instruction in English,
all entrants must pass a unified language exam. Each college offers multi-level English courses
completing which can boost significantly your chances of passing the unified language exam.

Currently, private colleges are the most popular type of institution of higher learning in
Korea. To enroll in them, you will need to have a secondary education certificate and an English
language certificate.

Until recently, foreigners were allowed to get only their Bachelor’s or Master’s degree in
Korea. However, currently foreigners can also pursue a Doctorate degree in certain disciplines.
The roster of majors available to foreigners is somewhat narrow. Among the areas that are
particularly popular among foreigners in Korea, due to the high quality of education in them, are
IT, programming, and Web design.

The major advantages of study in Korea is its relatively low cost ($7,000 to $10,000 per year,
exclusive, of course, of prestigious universities and majors), the opportunity to acquire knowledge
used within rewarding and promising trades, the use of cutting-edge pedagogical and information
technology, and quite a high quality of education.
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Classrooms in Korea are equipped with information technology, computer equipment, and
free 24-hour Internet access. Lectures are conducted in the form of presentations, with instructors
sending all study materials to students by email. There are a sufficient number of labs for practical
classes. Foreign students can take their internships at the nation’s top factories alongside local
students (Why does study in Korea facilitate successful career growth?)

Among the major characteristics of study at some of Korea’s universities is the opportunity to
do your on-the-job training at major, globally recognized Korean companies, like Hyundai, LG, and
Samsung, which is quite attractive to many foreign students. In addition, Korea retains its deep
cultural traditions, with which foreign students have the chance to familiarize themselves while in
college. What may impress one particularly much is the synthesis of ancient culture and cutting-
edge technology.

Japan. Higher education in Japan incorporates getting a Bachelor’s degree (4 years), a
Master’s degree (2 years), and a Doctorate degree (3 years). Medical/pharmaceutical departments
do not offer Bachelor’s degrees. Getting a basic higher education in them takes 6 years and getting
a Doctorate degree takes 4—5 years.

Japan has 3 types of university: national, public, and private. Free higher education is hardly
offered anywhere. Based on data for 2011, out of 2,880,000 students at Japanese colleges just
around 100 received a scholarship from the Japanese government. Scholarships are granted only to
the most talented students and the least financially advantaged ones. Note that these funds are
subject to repayment and do not cover all of your tuition costs (Education in Japan, n. d).

According to the QS World University Rankings, the world’s top 100 universities in the
2014—2015 academic year included: Tokyo University (ranked 31st), Kyoto University (36%), Osaka
University (55%), Tokyo University of Technology (68t%), and Tohoku University (71%)
(Topuniversites, 2014).

The academic year commences in Japan in April. Classes are held Monday through Friday,
rarely on Saturdays, which varies from college to college. The academic year consists of three
trimesters which are separated from each other by brief college breaks, in spring and in winter,
while there is a month-long break in summer, normally in July or in August. There are also
academic years divided into 2 terms with breaks in spring and in fall. The leadership of Tokyo
University was going to divide, as of 2015, the academic year into 4 terms two months long each
(University of Tokyo, 2013). A number of universities in Japan have plans to switch within a 4-year
period to a new system of classes whereby the academic year will begin in fall (on the 15t of
September). This implies an attempt to get the Japanese academic year to share a common
denominator with the academic years of foreign colleges and a willingness to prepare a generation
of globally oriented graduates.

Moving the beginning of the academic year to fall will facilitate a better inflow of foreign
students, who are a lucrative source of revenue for Japan’s colleges. Around 70 % of the world’s
colleges commence their academic year in September—October. Currently, the number of foreign
students studying in Japan is just about 2 %, which is also due to the somewhat peculiar
characteristics of the Japanese system of education. There are plans to adapt, in the near future,
Japan’s education system to match the requirements of the global one, which should help increase,
as planned, the number of foreign students to 10 % of all students at Japanese colleges.

Education for students in Japan is their personal responsibility. At the majority of Japanese
universities there are no strict rules and no attendance is taken, students allowed to come to class
at any time, even when there is just 10 minutes left in the lesson. What matters the most is that the
student has hands-on exposure to the material and passes through all the established types of
control.

Japan’s system of higher education is divided into 4 major types of educational institution
(Moryakov, 2002):

1. Full-cycle universities. The basic length of study is 4 years, while at the Department of
Medicine and that of Veterinary Medicine it is 6 years. On completing the basic 4-year course of
study at the university, graduates can then pursue their Master’s or Doctorate degree.

2. Fast-track universities. The length of study is between 2 (for nurses) and 3 years. About
60% of all students at these universities are females. One can major in foreign languages, literature,
pedagogy, social welfare/protection, and economics.
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3. Occupational colleges. These institutions are oriented towards those keen to receive a
narrowly technical education. The length of study is no more than 3 years.

4. Technical institutes. The length of study is 5 years. These institutions provide technical
and technological training and turn out engineers and researchers for areas associated with the
development of innovation technology, microelectronics, etc. They also train merchant navy
specialists.

Japanese colleges have a unique institution, well-known around the world, called “kenkyusei”
(“research students”): students pursuing a postgraduate degree have the opportunity to engage
in research work in a specific area they have chosen for a period of 6 months to 1 academic year.

There are 3 major types of research student in Japan:

— students who are keen to achieve a scientific result within their university in addition to
the basic 4-year education;

— students who continue their study at a different university via an agreement with the
university where they pursued the primary course of study;

—  foreign students who can be admitted to the university both to be trained for taking
entrance exams and to engage in specific research — for a period of 1 term to 2 years.

At present, Japan’s 20—30 private universities and a portion of its state colleges provide
foreign students with the opportunity to receive a higher education in a fast-track fashion. State
and private foundations provide scholarships and other types of financial aid on terms prescribed
for students pursuing a full-cycle course of study. Students who demonstrate a good command of
the Japanese language are allowed to attend lectures given to Japanese students at the college.
However, most of the time, to save time instruction is provided to foreign students in English.
Short-term variants of study in Japan are mostly oriented towards learning Japanese, studying
Japanese culture, management, and economics.

Foreign students’ tuition costs include entrance exam fees, tuition fees, and the cost of
textbooks and computer equipment and range from $5,000 to $12,000 (depending on the college’s
prestige).

Among the priority dimensions for boosting the quality of Japan’s higher education is the
‘Global 30’ plan, launched by the Japanese government in 2008. It aims to have brought in
300,000 foreign students by 2020. There are 30 of Japan’s top universities selected for this
purpose (Pododimenko, 2013). The CAMPUS Asia (Collective Action for Mobility Program of
University Students) program was initiated by Japan’s government, industry, and universities with
a view to boosting the nation’s partnership with its closest neighbors, China and South Korea.

Japan is among the world’s most highly developed countries. It ranks 2rd—3rd globally on the
volume of investment in the system of education (Education in Japan, 2014). Young Japanese
people, normally, wish to go to no other than a Japanese college, and, only if they fail to get
admitted to one, they start considering the possibility of pursuing a course of study at a foreign
university. This is not only and not so much about patriotism as it is about the prestigiousness of
Japanese universities and one’s prospects of getting a job and starting a career in the future.

Nevertheless, Japanese education is quite accessible to foreigners, thanks to Japan’s well-
conducted foreign policy, which welcomes foreign students. The internationalization of education
helps Japan promote its culture, foster a favorable image for its nation, and prepare young
specialists who afterwards will work with Japan in the various areas of activity.

4. Conclusion

Recent years have seen many international agreements in the area of education intended to
facilitate international partnership. Thus, for instance, in an effort to encourage multilateral
partnership there was set up an institution known as UMAP (University Mobility in Asia and the
Pacific), expected to facilitate effective international academic student mobility in the Asia Pacific
region through the use of its credit transfer scheme (UCTS, UMAP Credit Transfer Scheme).
In November, 2010, there was held the first conference on Pioneering ASEAN (Association of
Southeast Asian Nations) Higher Education Research Clusters. It was decided that the first
3 clusters would concentrate on health care and medicine and be coordinated by Singapore and
Thailand; agriculture and food, with Vietnam, Thailand, and Malaysia at the core; and energy,
environment, and biodiversity, with the Philippines and Indonesia acting as the research
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coordinators. Thus, we will have the best research teams from different countries working to
maximize the effect of scientific/pedagogical work of the entire community (Vincent-Lancrin,
2010b).

There are three future scenarios for the internationalization of higher education:

1) sustainably diverse internationalization, which implies the use of the afore-mentioned
4 strategies for internationalization while retaining the diversity of higher education systems from
the standpoint of institutional autonomy, terms of admission, and funding;

2) convergence in the direction of the liberal model, which is based on the principles of
trade and implies competing to bring in foreign students prepared to pay for their tuition at market
prices;

3) the triumph of developing economies, which implies that taking a strategic approach to
the development of human capital and knowledge will help former “developing economies” achieve
proper economic growth and high competitiveness for their education systems — both in terms of
quality and tuition costs.

An analysis of the area of education internationalization reveals that nations which have led
the way historically in the international market of educational services tend to limit foreigners’
access to the labor market within the higher education sector and give preference to foreign
specialists with a unique set of competencies. By contrast, countries aspiring to bolster their
standing in the international market of educational services, including all of the nations examined
in this article, do not tend to establish strict requirements for foreign candidates — they try to ease
the complexities and restrictions associated with the foreigner’s employment and stay in the
country.

The development of the system of higher education in Russia, China, the Republic of Korea,
and Japan, as well as measures for attracting foreign students (migration policy, tuition cost and
quality, security issues), could have a major impact on today’s market of international educational
services.
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Abstract

The use of method of imitational modeling to study forming the empirical knowledge in
pupil’s consciousness is discussed. The offered model is based on division of the physical facts into
three categories: 1) the facts established in everyday life; 2) the facts, which the pupil can
experimentally establish at a physics lesson; 3) the facts which are studied only on the theoretical
level (speculative or ideally). The determination of the forgetting coefficients of the facts of the
first, second and third categories and coordination of imitating model with distribution of
empirical information in the school physics course and testing results is carried out. The graphs
of dependence of empirical knowledge for various physics sections and facts categories on time are
given.

Keywords: didactics, imitation models, mathematical methods, pedagogics, pedagogical
examination, computer simulations, theory of training.

1. Introduction

At the junction of didactics and mathematics the mathematical theory of training appeared,
which provides research of the system “teacher — pupil” by methods of mathematical modeling
(Dobrynina, 2009; Roberts, 1986; Hunt, 2007). Development of information technologies has led
to the emergence of imitating models of didactic systems (Dorrer, Ivanilova, 2007; Kudrjavcev et
al., 1996). The essence of the modeling method is that the real pedagogical system is replaced with
an abstract model, — some idealized object which behaves like the studied system. Such model can
be a system of logical rules, mathematical equations or a computer program allowing to make a
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series of computational experiments at various parameters, entry conditions and external
influences. Changing an initial condition of the pupil, distribution of educational information and
other parameters of the modelled didactic process, it is possible to study their influence on the
result of training (Atkinson et al., 1969).

Now the discrete and continuous computer models of training which are based on automatic
approach and on the solution of the differential equations (Leont'ev, Gohman, 1984; Mayer, 2013;
Novikov, 1998) are known. Sometimes the multi—agent models, by which each pupil is replaced
with a program agent functioning irrespective of other agents, are used (Ivashkin, Nazojkin, 2011).
Also there are imitating models using Petri's networks, genetic algorithms, matrix modeling and
others (Solovov, Men'shikov, 2001; Firstov, 2011). In all these cases there is a problem of the
computer model coordination with the distribution of educational information and results of
testing. It is necessary to set certain numerical values to the pupil's parameters, the speed of
information transfer, the level of teacher’s requirements during training; only in this case the
model will describe a real situation.

The purpose of the physics course is to construct a physical picture of the world in the pupil’s
consciousness. Because of bifurcation of the world into the external (open) and internal (hidden)
parties, in the theory of knowledge there is a phenomenon (external aspect) and essence (internal
aspect). The outer side of the object (a phenomenon) is perceived by the person’s sense organs
directly or by means of devices. This leads to emergence of the empirical or factual knowledge as
the result of observation and experiments. The generalized facts and empirical laws are elements of
empirical knowledge. Comprehension of the inside of researched object (that is its essence) leads to
receiving theoretical knowledge.

The empirical knowledge is an important component of the physics course, therefore the
formation of the empirical knowledge system in the pupil’s consciousness is an actual problem.
To study it, methods of mathematical and computer modeling can be used. The purpose of the
present work is as follows: 1) creation of the imitational model of the empirical knowledge
assimilation at physics lessons at Russian schools; 2) coordination of the model with distribution of
educational information in a school course of physics and the testing results of the school
graduates.

2. Division of facts into three categories

The studying method of this or that fact depends on the possibility of its experimental
establishment in everyday life and at school. It is obvious that almost all facts established in
everyday life can be studied experimentally at the physics lesson. Therefore we have formulated
three following categories of the facts differing in the way of their studying by pupils (Mayer, 2014):

1. The facts of the first category which can be established by an average pupil in the everyday
life after experimental studying them at school. Such facts belong to this category as: the existence
of Archimedes force, heat exchange, electrization by friction, light reflection and refraction, heating
of the conductor at course of current, a luminescence of heated bodies, thermal expansion of bodies
and others. Certainly, these facts can be also experimentally established while training.

2. The facts of the second category can't be experimentally established by pupils in everyday
life, however they can be experimentally proved at the physics lessons: Kirchhoff's laws,
electromagnetic induction, electric resonance, photo—effect, polarization of light, refraction of
electromagnetic waves.

3. The facts of the third category can't be experimentally established in the conditions of
training, and their studying is carried out on the speculative level by means of educational video
movies and computer models. For example, the facts of existence of light pressure, thermonuclear
reaction, relativistic delay of time, results of Michelson's experiment.

It is obvious that assimilation durability and the forgetting speed for the facts of first, second
and third categories are various. It is possible to assume that the facts of the first category are
easier and strongly acquired and forgotten slower as they are included in activity of the pupil who
continuously faces them, "rediscovering". The facts of the second category are forgotten quicker,
than the first, but not so quickly, as the third category facts because the pupils have observed or
performed the corresponding experiments at physics lessons. The forgetting speed of the third
category facts is the highest, because the pupils studied them speculative (or ideally) and seldom
use this knowledge in their everyday activity. Because of a big variety of the facts and their features
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the offered division into three categories is not absolute and has no clear boundary: there are facts
which can be taken simultaneously to the first and the second or to the second and the third
categories. However, in most cases it is possible to tell definitely, what category this or that fact
belongs to.

3. Mathematical model of assimilation of empirical knowledge
Let us break training process into small intervals and consider that in each interval the speed

of information transfer to the pupil is constant: v =dl/dt=const. Let us consider, that all
educational information is acquired by the pupil. The speed of increase in the pupil’s knowledge Z
is equal to the sum of the speed of training and speed of forgetting —y-Z: dZ/dt=v—y-Z.

Here y is the forgetting coefficient. Considering that at the beginning of training {; the amount of

the pupil’s knowledge is Z (ty) = Z,, we get:

Z t
dz
[
Z-vly
Zg to
It follows that amount of the pupil’s knowledge in a timepoint t is equal to:

Z(t) =2 1-e7t0)) 4 7 o7 0),
y

Let at an initial timepoint t; =0 the amount of knowledge of the pupil to be equal to Z;.
The amount of knowledge of the pupil at the end of the (i +1) — the academic year:

Zig =2 " + (1 _e77),

where Z; — the level of knowledge at the end of | —th of year, v;,; — the speed of the

knowledge transfer in the (i+1) —th year and 7 =1 year. This equation allows to calculate

sequentially the amount of the pupil’s empirical knowledge at the end of the 1st, 2nd, ..., 11th years
of training at school.

As amount of the pupil’s facts knowledge of the j—th academic year is equal to the sum of
the knowledge acquired in the 1st, 2nd, ..., i —th, ..., ] —th classes and partially forgotten during
(J-1, (j—2), ..., 1, 0 years respectively, we have:

J y . iy
ZJ — ZAZIE_}/(J_I)T — Zﬂ(l_ e_7r)e_}/(1_|)r ,
i1 i1/
where AZ; = (v;/ 7)(L—e7") - the quantity of knowledge acquired in the i —th class, the

multiplier € 7U™7 considers the forgetting within (J —1) years, 7 =1 year — training time in one
class.

Using this model for research of knowledge assimilation demands to account the dependence
of the forgetting time on the category of the facts. Considering that forgetting coefficients of the

facts for the first, second and third categories and their transfer speeds are respectively equal to 74,

V2, V3 and U1, Ujs, Uj3, where =1, 2, .., 11 — number of a class, after transformations, we
receive:
3 3 o
k - -
Zi=>7Zj =ZZ¢(1—exp(—ykr» (- (j-i)7),
k=1 k=1i=1 "K
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where Z; — the amount of the pupil’s knowledge corresponding to the facts of k —th
category at the end of the ]—th class. We offer an assimilation coefficient of empirical knowledge
K as the relation of the factual knowledge Z; in the j —th class to the total empirical

3 i
information: K' j= Z i /1 j - Thus, the quantity of the given information is equal: | j= ZZUikT .
k=1li=1

Table 1. Quantity of the facts of first, second and third categories in various sections of the school
physics course

Cate-
Class Mecha- Theory | Electro- : Quantum

i oj?(])‘z!: to nics of heat |dynamics Opiack physics
1 32 13 0 0 0
7 2 13 0 0 0 0
3 1 0 0 0 0
1 1 13 12 9 0
8 2 0 13 32 4 0
3 0 0 3 0 0
1 27 0 0 0 0
9 2 23 0 0 0 0
3 1 0 0 0 0
1 2 9 16 0 0
10 2 2 13 42 0 0
3 0 3 8 0 0
1 2 0 2 3 2
11 2 2 0 28 13 13
3 1 0 8 6 37

4. Coordination of model with results of testing

As a result of the content analysis of the Russian physics textbooks the transfer speed of
empirical knowledge in different classes in fact/year have been determined. This allows take into
account the division of the facts in dependence on the sections of physics and on the categories
(Table 1). To determine the forgetting coefficients, the testing of about 100 first—year students of
the Physics Department of the Glazov State Pedagogical Institute has been held. It allows to
determine approximately the these student’s knowledge level of 50 educational facts (10 from each
section of physics) and estimate the assimilation coefficients K of the facts of the first, second and
third categories as the relation of number N of the asked questions to the number N of the

correct answers: K =N/ N . The received results are presented in the second column of Table 2.
The problem of coordination of mathematical model with the testing results is reduced to

determination of such values »;, 7, , y3 at which the assimilation coefficients of empirical

knowledge K', for the facts of various categories predicted by the model, are closest to the
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corresponding values K, received at testing. For this purpose we use the method of the smallest
squares consisting in minimization of the sum:

3
S =) (Ky—K')?=min .
k=1

For the optimization of the parameters y;, 7,, 73 and modeling of empirical knowledge

learning, the computer programs and files have been created:

1. A data file which consists of the information about distribution of the facts in the school
physics course and about test result of the school graduates in a half year after school
(t =11,5 years). From the test results we get that the pupil’s knowledge levels for the facts of the

first, second and third categories are respectively equal to K; = 0,72, K, 0,35, K3 =0,19.

2. The subprogramme which allows, using the information about facts distribution in the
physics course and coefficients yq, 75, 73, to calculate the theoretical (predicted by the model)
values of the empirical knowledge levels for facts of various categories K', in timepoint t =
11,5 years.

3. The program for determination of values y (k = 1, 2, 3) at which the sum of squares of
differences K, and K'y is minimum. It adjusts of the model to the results of testing and

distribution of the empirical information.
4. The program which carries out imitating modeling of learning of empirical knowledge for
the facts of the first, second and third categories and various sections of physics.

Table 2. Coordination of model with results of testing

Result of MODEL
testin
J 1 2 3 4

Levelof  Ki| 0,72 | 030 | 0,50 | 0,73 | 0,73
the facts K, 0,35 0,43 0,62 0,17 0,35
knowledge K3 0,19 0,60 0,]_9 0,32 0,19

The forgetting T | — || 038 | ©0:20 | 0,000 [ 0,090
" Y2 — 0,38 0,20 0,95 0,49
coefficients
V3 — 0,38 1,48 0,95 1,5
Criterion S — 0,36 0,12 0,049 | 0,00016

5. Determination of forgetting coefficients
To prove the necessity of division of the facts into three categories, we have carried out
calculations for four cases: 1) the facts of all three categories have identical coefficients of

forgetting: ;1 =7, =73; 2) the facts of the first and the second categories have the identical
forgetting coefficients y; = 7, which are not equal to y3; 3) the facts of the second and third
categories have the identical forgetting coefficients y, = 73 which are not equal to 7;; 4) the
forgetting coefficients of the facts y;, 75, 73 of the first, second and third categories are different.

The criterion of proximity of the results given by the model to the testing results is the sum S
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which at their coincidence is equal to zero. Values S for these four models are presented in the
third, fourth, fifth and sixth columns of tab. 2 respectively.

From the received results it is visible that the fourth model considering the distinction of the
forgetting coefficients of the facts of the first, second and third categories most precisely
corresponds to the results of testing. So, the required forgetting coefficients are approximately
equal to 1 70,090, 77 ® 0,49, Y3 ~1,5 (1/year).

Limits of applicability of the offered model are defined by an error of the data entered into
the model, and by influence of some unaccounted and uncontrollable factors. For example, when
modelling it was supposed that studying of physics was carried out without breaks and the speed of
receipt of educational information within a year was constant; the training of pupils for final and
entrance examinations wasn't considered. The accounting of these factors demands essential
complication of the model, introduction of new variables, assessment of which would require more

complex testing. In the present work the first approach which allows to estimate the parameters y;

, 72, 73 and to determine the main features of process of empirical knowledge formation is made.

6. The result of modelling of the empirical knowledge assimilation
The curves of dependence of the pupil’s empirical knowledge from time are presented on fig.
1. It is visible that the facts of the third category studied at purely speculative level are most quickly

forgotten. Their forgetting coefficient is y3 ®15 1/year, the period of the half information
forgetting is T3 =IN2/y3 = 0,46 years. The facts studied with the help of physical experiments are
forgotten slightly slower: ¥, ~0,49 1/year, T, =IN2/y5 =1,4 year. The first category facts,
which the pupil can establish experimentally in everyday life are forgotten even slower: y; ~ 0,090

1/year, Ty =In2/y, = 7,7 1/year. The received values y;, 75, 73 allow to calculate and construct

graphs of dependences of the empirical knowledge quantities on time for various categories.

In fig. 1 general changes of the pupil’s empirical knowledge with the time, and also the
knowledge of the facts of the first, second and third categories are shown. In fig. 2.1 and 2.2 it is
shown how the amount of empirical knowledge of the physics sections changes: for mechanics
(curve 1), for molecular physics and thermodynamics (curve 2), for electrodynamics (curve 3), for
optics (curve 4), for quantum physics (curve 5). Failures in graphs are connected with forgetting in
intervals between the first and second studying of the given section of physics, taking place at the
first (7—9 classes) and second step (10—11 classes) of training. It is visible that empirical knowledge
of various sections of physics is forgotten with a different speed. For example, the level of
formation of the empirical knowledge of mechanics consisting mainly of the first facts category
decreases slowly (fig. 2.1, a curve 1) while the facts of quantum physics which are generally relating
to the third category are forgotten quicker (fig. 2.2, a curve 5).
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Figure 1. Dependence of factual knowledge of various categories on time
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Figure 2. Dependence of factual knowledge of various physics sections on time

It follows from Figure 1 and Figure 2 that the level of knowledge of the first category facts
smoothly increases to some value, and then remains almost invariable. The knowledge levels of the
second and third category facts smoothly increase, at the end of training they reach a maximum,
and then exponential decrease. Correspondence of modeling results to pedagogical experience
confirms the validity of initial assumptions. First of all, it is about a hypothesis of expediency to
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divide the facts into three categories that allows to consider their dissimilarity from the didactic
point of view caused by occurrence of some facts in everyday life and possibility of their
experimental establishment at a lesson.

The analysis of the received graphs and testing results allows to formulate the following
regularities of the empirical knowledge formation in the pupil’s consciousness:

1. In studying process the knowledge level of the first category facts entering the pupil’s daily
experience increases, and after training remains almost unchanged.

2. After studying the levels of knowledge of the second and third category facts which do not
enter pupil’s daily activity decreases due to forgetting.

3. The more the studying of the second and third category facts is based on the pupil’s
activities, connected with observations and performance of educational experiments or their
theoretical (speculative) studying, the less is the forgetting speed of those facts.

~. Conclusion

The article presents application of mathematical and computer models for studying of the
empirical knowledge assimilation by pupils. The three—component model which bases on division
of the physical facts into three categories is offered. For approximate assessment of the forgetting
coefficients of the first, second and third categories facts the coordination of imitating model with
distribution of empirical information in a school physics course and results of testing is carried out.
The graphs of dependence of empirical knowledge for various physics sections and categories
of facts on time are received. The above described regularities explain why school graduates usually
remember the facts of the first category well enough, but satisfactory — the facts of the second
category, and rather poor — the facts of the third category. Further specification of the computer
model of the empirical knowledge assimilation by pupils through the use of more accurate data
about distribution of empirical information and testing results is possible. The above mentioned
approach can be used to simulate the process of learning in other academic disciplines.
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Interrelation of Evaluation and Self-Evaluation in the Diagnostic Procedures
to Assess Teachers’ Readiness for Innovation

Yurii S. Tyunnikov 2.~
aSochi state university, Russian Federation

Abstract

The paper solves the problem of the relationship of external diagnosis and self-diagnosis
of readiness of teachers to innovative activity. It highlights major disadvantages of measurement
tools that are used to this process. The author demonstrates an alternative approach to
harmonizing the diagnosis, based on a modular diagnostic model, general diagnostic tools, to
synchronize the management tasks of the process of readiness for innovation and self-innovation.
The proposed approach, in the author’s opinion, creates the necessary conditions for improving the
quality of innovative activity of both teachers and ongoing modernization of education.

Keywords: teacher readiness for innovation, the relationship of external diagnostics and
self-diagnostics, a modular diagnostic model, diagnostic tools, control specifications.

1. Introduction

Existing conditions of the innovative development in education feature an important element
- the diagnosis of readiness of teachers to innovative activity. Such a diagnosis is implemented in
different forms and involves harmonization of tools and expertise procedures with those of
self-diagnostics.

If one conducts an analysis of approaches to the development of diagnostic material and
studies the results of measurements (Voropaeva, 2014; Lazarev et al., 2015; Ponomareva, 2011;
Prischepa, 2010), it is usually possible to detect significant gaps in the ontological structure of the
innovation readiness, gaps between the essential characteristics of readiness, its indicators and
indices, excessive detail of some characteristics and poor representation of others, the lack of
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important determinations, etc. These circumstances indicate definite disadvantages of the
diagnostic tools and the need for its further improvement.

2. Method and materials

The relationship of evaluation and self-evaluation of innovation readiness of the teacher
should be reflected in the requirements for diagnostic criteria. These requirements define a general
framework for shaping up the criteria. The conducted research has the following basic
requirements that we observe: reliability, practicality, capacity to discern, validity (Deviatko;
Magura, Kurbatov, 2007).

The initial material for the development of methodological bases to diagnose readiness for
innovation tapped into the results of study of the nature and structure of psychological readiness
(Dyachenko, Kandybovich, 1976; Nersisyan, Pushkin, 1969), as well as the study of problems of
innovative activity of teachers conducted by V.S. Lazarev, B.P. Martirosyan (Lazarev, Martirosyan,
2006) E.P. Morozov (Morozov, Pidkasistyi, 1991), P.I. Pidkasistyi (Morozov, Pidkasistyi, 1991)
V.A. Slastenin, L.S. Podymova (Slastenin, Podymova, 1997) and others.

3. Discussion

At the harmonization of tools and procedures of the external diagnostic and self-diagnostic
of readiness of teachers to innovative activity, the following circumstances must be considered.

Firstly, the scope of diagnosis should include relative phenomena of diagnosis. The relative
phenomena of diagnosis of the innovation activity, on the one hand, governed by the tasks of
management of innovative pedagogical process. In this case, the results of the survey contribute to
the optimization of decisions that are being taken. On the other hand, the relative phenomena of
diagnosis are focused on the area of self-regulation tasks for teachers readiness to innovate, and the
results of the diagnosis are designed to serve the processes of professional and personal self-
development of a teacher.

Secondly, the external and internal diagnostics have their differences in the positions and
attitudes of the participants. External diagnostics performed, as a rule, by heads of educational
institutions, heads of methodological associations, specialists in the field of innovation — is
conducted as an expert review. The experts more strictly adhere to the specified criterion-semantic
units than do the teachers during procedures of self-analysis and self-assessment. Self-diagnosis is
carried out autonomously by each teacher. However, his personal qualities are included directly in
the system of self-analysis and self-assessment, in his view of the current level of readiness for
innovation. Often the reasoning and self-esteem of the teacher can be interpreted only in the
context of the innovative actions and in connection with the goals he sets for himself. This is
especially true for self-analysis and self-assessment of motivational sphere of innovation, its value-
semantic structure.

Thirdly, harmonization of diagnostics and self-diagnostics - is, above all, the question of
harmonization of logic and semantics of performed procedures, and to this end, it is important to
use a single diagnostic set of tools.

Development of diagnostic tools is preceded by the drawing up of the diagnostic model of
innovation readiness. Creation of the model occurs through structuring of the semantic space of
diagnostics in the form of a specific set of diagnostic modules. Separation of the diagnostic model
to standalone modules gives flexibility to the diagnosis. Depending on the goals and objectives
pursued by the diagnosis, there may be used not all diagnostic models but only certain individual
modules.

The modular structure of the diagnostic model is based on the principle of availability of
functional-level regulation to innovation, and also on the concept of value-and-meaning control of
such readiness. At the same time, willingness to innovate is manifested as separate local structures.
As part of the diagnostic module such local structures are represented by diagnostic units.
They are, in their turn, divided according to their status into the main and auxiliary. The main
diagnostic units form a dialectical couple of interrelated variables that reveal the essential core of a
local structure. For example, the dyad of "values of innovation —meanings of innovation" allows
assessing the ideological positions and attitudes of a teacher, motivational side of innovation
activities.
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Auxiliary diagnostic unit is also variable. It is regarded as a mechanism for the practical
implementation of innovation. In this case, the auxiliary diagnostic unit appears as a marker of a
causal link of both key variables, as well as a significant factor influencing the nature and content of
their implementation. In this example, the value-semantic mechanisms of innovation activity play
a role of such a variable.

Thus, each diagnostic module provides a unified description of a well-defined structure of
readiness for innovation in the form of diagnostic tasks, diagnostic units (main and auxiliary)
criterion and its indicators. As a result, we obtain a diagnostic model of innovation readiness of a
teacher, which includes four Diagnostic Modules (DM1 - DM4).

DM 1 "Activity-and-competence structure of readiness to innovate." The module is
designed for the analysis and evaluation of readiness for innovation by the criterion - the potential
of innovative activity. The criterion gives an idea of how well teachers have mastered basic types of
innovation activities and relative skills, specific to these activities. Indices of the criterion are (1)
activities range of innovation and (2) competence range of innovation activity.

The innovative activity of a teacher is not uniform in its content. It is necessary to distinguish
relatively independent activities, which take shape as a result of natural classification. Practice-
oriented structure of innovative activity in the most general form is predetermined by:

« research activity;

« planning activity;

« communicative activity;

« experimental activity;

« management activity;

« competence self-regulation.

In the framework of each individual type of innovation there can be identified certain
competences by which it is implemented. Here are examples of innovation activities and their
respective competences on the basis of which, the assessment of the current readiness level is
conducted.

*(PC — Professional Competence)

Research Activities (PC 1: mastery of ways and methods of analysis in the field of education
in light of the influence of innovations; PC2: mastery of ways and methods of laying out acute
educational problems, training and development of students; PC3: mastery of pedagogical
innovation research methodology).

Planning activities (PC1: mastery of methodology to develop the concept and plan out
development of the educational organization; PC2: mastery of methodology for modeling of the
innovation process; PC3: the ability to structure one’s teaching activities in accordance with the
targets and requirements of the innovation process).

Communicative activity (PC 1: mastery of methods of presentation of pedagogical
innovations; PC2: the ability to discuss issues of innovation activity in accordance with the rules
of professional communication; PC3: the ability to work in a team to solve innovation tasks).

Experimental activities (PC 1: mastery of methodology of experimental work planning on
the validation of the innovation process; PC2: mastery of methodology of research and
experimental validation of the innovation process; PC3: mastery of experimental data
processing).

Management activities (PC 1: the ability to make rational decisions in the field of
modernization of education; PC2: the ability to plan the innovation process with consideration of
interdisciplinary relationships; PC3: mastery of methods of organizing a collective innovation
activity; PC4: mastery of the innovation process monitoring methods).

Competence self-regulation (PC 1: mastery of methods to self-assess the ability to innovate;
PC2: the ability for self-planning of the readiness to innovate; PC3: the ability for self-
development of the competencies to innovate).

Making the analysis and evaluation of action-competence structure of innovation readiness,
an important place is given to the practical mechanisms of implementation of the desired
competencies. Such mechanisms reveal substantive competences and functional characteristics
at different phases of their implementation. These primarily include:

« subject-analytical mechanism;

» practice-transforming mechanism;
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« activity-regulatory mechanism.

Subject-analytical mechanism of competencies is related to the procedures of search and
processing of missing information in the domain of innovation. This mechanism allows us to
estimate the difficulties that arise for teachers within a particular competence in carrying out
analytical activities.

Practice-converting mechanism of innovation competencies is associated with the
modernization of the existing practice of education. It is based on related procedures
(conceptualization, planning, experimentation, self-development, etc.) with a clear focus on the
mastery of specific pedagogical innovation.

On the basis of the activity-regulatory mechanism there is implemented self-examination,
self-assessment and self-correction of one’s innovation. Obviously, the diagnosis should show how
well a teacher is able to identify the emerging deviations and difficulties, to what extent has he/she
developed ways and means of overcoming them.

DMz2 "Functional-role structure of willingness to innovate." Innovative activity is
characterized by the variety of role positions and functions, by the dependency of teachers on each
other. In this regard, it is necessary to include in the ongoing diagnostic the criteria of functional-
role activity, based on the following indicators: (1) role definiteness and (2) role functionality.

Roles need to be analyzed and evaluated from the standpoint of major groups. The concept of
role groups is ultimately a reflection of the fact that the role of innovation activities may be
different, as well as the fact that within a given situation there can be performed roles of different
groups. In the diagnosis of the innovation readiness of teachers, one should distinguish three main
groups of roles (A, B and C) (Tynnikov, 2015).

Roles of Group A are directly related to the implementation of the innovation process. Roles
in this group reveal the interaction of the teacher with an innovative process. The group includes
such roles: analyst, expert, innovator, methodologist, planner, designer, coordinator, consultant,
controller, methodologist with hands-on experience.

Roles of Group B are directly related to the organization of interaction between participants
of the innovation process. These roles are introduced in the innovation process in the form of
functions, positions and appropriate forms of cooperation, specific to the discussion of the
problems of development of education, specific conditions of the innovation process, forms of co-
ordination and monitoring of innovation. At the same time business communication takes place in
the form of business simulation, group discussions, debates, consultations, presentations, etc. The
group includes the following roles: initiator, organizer, moderator, critic, mediator, motivator,
conflict resolution specialist, facilitator.

Roles of the Group C are centered on the objectives of self-preparedness for innovation. This
group should include such roles as self-diagnosis specialist, planner, self organization manager,
autodidactic, self-controller.

Role steps are important in the event if they are adequate to the situation of innovation.
Depending on the nature and content of such situations there considerably varies the role of
characteristics of innovation. In the diagnosis of functional-role activities of teachers there must be
evaluated role behavior with respect to situations such as:

« the situation of the innovation team creation;

« situation of problematization of the innovation process;

« situation of planning of the innovation process;

« situation of business communication;

« situation of management of innovation process;

« situation of professional self-development.

Function-role activity is implemented through specific mechanisms. The ongoing diagnosis
should distinguish, first of all, the mechanisms that cover the main phases of the Functional-role
activity:

« role self-identification;

« positioning of the role;

« role interaction.

The mechanism of functional-role identity is built on a premise that a teacher views himself
as a subject of innovation and plays a specific role. The transition to the new role means a new role
specification, and is accompanied by changes of previous roles and functions and obligations.
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Functionally-role identity is limited in time and unthinkable without the knowledge of the rules
and regulations of behavior within the role, without tapping into the special knowledge and skills,
professional and personal experience of the teacher.

Functional-role positioning is an important condition for the inclusion of the teacher in the
situation of innovation. Positioning is achieved by determining a teacher's place and role in the
innovation process, development or adoption of the most important ideas for the innovative
transformation, translation of innovative ideas in the process of collective decision-making.

The mechanism of functional-role interaction is characterized by a general business
orientation, which implies quite clear ideas about the principles of role interaction, possession of
professional communications skills in different contexts of innovation activities (team building,
research for teaching innovations, creation of an innovative project, project discussion and
others.).

Dmg3 "Task-operational structure of willingness to innovate." The diagnostic
module emphasizes the main feature of the subject field of innovative activity: A variety of practical
problems of improving of the educational process. Analysis and evaluation of readiness for
innovative activity is carried out by the criterion of operational completion. Indicators of the
criterion (1) holistic task structure and (2) operational completion.

Innovative readiness involves stimulating teachers to use the system of innovative practical
tasks, understanding of the baseline and posing questions about the unknown, their logic and
common interconnection. In general, this corresponds to the interpretation of the problem as a
text, expressing fixed information about the "situation" and the content of the question, the answer
to which is contained in the data ("baseline conditions") (Sociological Dictionary of Project Socium,
2003). However, we must distinguish the concept of a problem situation and objective (Psychology.
Dictionary, 1990; Tyunnikov, 2014).

Here is the typological structure of innovation tasks segmented by the activity-functional
base:

« research and analysis tasks;

« planning and converting tasks;

« experimental and forming tasks;

« communicative and discursive tasks;

« managerial and organizational tasks;

« competence-regulatory tasks.

The need to strengthen the focus of the professional work of the teacher to solve such
problems is pointed out by many researchers (Gavrilenko, 2008; Kazakov, 2006; Kharisova,
Shukaeva, 2015).

Operational structures is related to the methods and techniques of solving practical
problems, and suggests that teachers have specialized groups of skills. Let's define the skill groups
that are subject to analysis and assessment in the diagnosis of the innovation readiness of teachers.

Research and analytical tasks (the ability of socio-cultural orientation in the field of
education; the ability to identify the source of contradiction in the educational system; ability to
identify main trends of development of education, etc.).

Planning-and-converting tasks (ability to identify problems of an educational organization,
the ability to evaluate innovative ideas and proposals; ability to identify and assess the
possibility of further development of an educational organization; the ability to develop a concept
of an educational organization; the ability to develop a program for the development of an
educational organization etc.).

Experimental-and-forming tasks (setting goals for an experiment; ability to plan an
experiment; the ability to control the progress of an experiment, etc.).

Communicative and discursive tasks (presentation skills to show pedagogical innovations;
the ability to express their attitude to an innovative activity; the ability to analyze statements; the
ability to work in a team to solve problems of innovation, etc.).

Managerial-and-organizational tasks (ability to identify priority areas for the development
of an innovative educational organization; the ability to plan the innovation process; ability to
organize innovative activities; the ability to control an innovation activity etc.).

Competence-regulatory tasks (the ability to analyze and evaluate professional competences
on the basis of reflection of an innovation activity; self-development goal-setting skills in the area
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of willingness to innovate; the ability to develop a program of self-development to master one’s
willingness to innovate, etc.).

When diagnosing task-operational readiness of the structure it is also important to take into
account the mechanisms of practical implementation of innovation skills. Mechanisms determine
the characteristics of different levels of application of skills, indicate knowledge and ability specific
to each level. These include:

« reproductive use of abilities,

« reproductive-and-creative use of skills,

« creative use of skills.

Reproductive mechanism of innovative skill application means a reliance on the various
kinds of regulations, procedures, algorithms. Improving the educational process in this case is
carried out according to a certain pattern or predetermined by instructions in recognizable
situations.

Reproductive-and-creative mechanism of skill application is basically built on the regulations
and samples, with extensive use of individual elements of creativity.

Creative mechanism of implementation involves the use of skills as a means of building an
innovative pedagogical process of new knowledge acquisition, non-standard ways to act.

DM4 "Value-semantic structure of readiness for innovation."The innovation
activity is strongly influenced by psychological phenomena of consciousness, determining the
value-semantic structure of readiness for innovation: the identity of the system, values, worldviews,
personal meanings, motivational hierarchy. The primary tasks of the diagnosis in this case are the
analysis and evaluation of readiness for innovation by the criterion of value-semantic certainty.
Important indicators of the criterion are (1) value-sense certainty of innovation, (2) value-sense
certainty of self-development of one’s readiness for innovation.

For the innovative values to serve as the main targets and motivation of innovation activity,
they should be meaningful. Furthermore, one should understand the value in modernization of
education, recognize the social demand for innovation activity. Equally important is an
understanding of the need to maintain an adequate level of innovative activity by means of
professional self-development and self-education. In this regard, diagnostic of value orientations of
teachers should primarily focus on the analysis and assessment of such structural elements of
innovation readiness as:

« social values of innovation (quality of education, sustainability of education, the path of
education in the long term);

« professional and personal values of innovation (creative self-fulfillment, leadership,
openness to new experiences, professional responsibility, cooperation and team work, professional
and personal self-development).

In its turn, the diagnosis of semantic elements of the innovation readiness of teachers should
also include analysis and evaluation of the meanings of two kinds:

« socio-cultural meanings of innovation;

« professional and personal meanings of innovation.

The content of the concepts of value and meaning is associated with the concept of self-
identification, which is regarded as self-determination, one’s own pro-activeness, a conscious
desire to take a stand; personal new-formation associated with the formation of the inner attitude,
awareness of their social and professional functions, the need to solve the problems of one’s own
future, of the professional community (Rozov, 1998; Shokhin, Abushenko).

Value-semantic self-determination in the field of innovation is realized through certain
mechanisms. Mechanisms of value-semantic self-determination are another important variable in
the diagnosis that is being carried out. With their help, it is possible to identify weaknesses and
gaps in philosophical attitudes and motivation of innovation, in willingness for creative self-
fulfillment, reflection of innovative stance, involvement in the solutions of practical problems of
innovative activity, in making of important decisions in the field of modernization of education, in
understanding the need for professional and personal self-development, etc.

Above all, for the purposes of an ongoing diagnosis, there should be identified those
mechanisms that cover the main phases of the value-semantic self-determination:

« value-semantic strategy development;

« value-semantic conceptualization;
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« value-sense reflection.

Value-semantic strategic planning is focused on determining the prospects of innovative
development of a particular educational process, and —appreciation of the value, meaning and
prospects for professional and personal development of teachers.

Value-semantic conceptualization focuses on the formation of value-semantic foundations of
innovation and professional and personal development of a teacher. First of all, it involves a
detailed review of the relationship of values and meanings of their own innovation with the
problems of its planning, organization and implementation, as well as with the problems of self-
development of innovation readiness.

Value-semantic reflection defines how deep the values of a teacher and his understanding of
the meaning of innovation correspond to the real conditions and possibilities of education.
Diagnosis based on the mechanisms of value-semantic reflection reveals whether teachers are able
to analyze their value orientations in the field of educational upgrades, demonstrate their
innovative abilities, whether they are ready to decide on changing their values and meanings.

Therefore, in relation to the tasks of each module (DM1, DM4) there have been identified
criteria, indicators and diagnostic variables. Thus, we have defined the methodological basis for
selecting various system diagnostic tools.

In our opinion, the most succinct yet informative are the diagnostic tasks, structured as a
matrix. We will show a matrix form of the diagnosis with the example of DM1 "Activity-competence
structure of readiness for innovative activity" (see Table 1).

Basic and auxiliary variables set the meaningful framework and define the logic of the matrix.
Completing the diagnostics it is possible to identify the parameters of the main types of innovation
(the first basic variable) and those professional competences (second main variable), which ensure
the implementation of these activities.

Table 1. Diagnostics Matrix of activity-competence structure of readiness for Innovative Activity

Types of Innovation Activity. Mechanisms of implementation of TA
Competences of Innovation Activity competences
subject- Practice- activity-
analytical converting regulatory

Research activity

PC1: mastery of ways and methods of
analysis in the field of education in light of
the influence of innovations

PC2: et

) (05 3
Planning activities

PCi: mastery of methodology to
develop the concept and plan out
development of the educational
organization

PC2: ettt

) (O PP
Communicative activity

PC 1: mastery of methods of
presentation of pedagogical innovations

PC2: oottt

) (O
Experimental activities

PC 1: mastery of methodology of
experimental work planning on the
validation of the innovation process

PC2: ettt
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Management activities

PC 1: the ability to make rational
decisions in the field of modernization of
education

PC2: vttt

PCOY: aeeeieiieeeeeeeeeeeteeeieeeeeeeeeeaenenns
Competence self-regulation
PC 1: mastery of methods to self-assess

the ability to innovate
PC2: it

In its turn, the nature and content of innovation and related competencies are strongly
influenced by the mechanisms of their implementation (auxiliary variable). The levels of the
practical implementation of each mechanism are measured against a barrier parameter in four
gradations, and the result is entered in the diagnostic matrix. The obtained data allow to draw the
conclusions about the current level of readiness of a teacher to innovative, based on the criterion of
innovation potential with a differentiated assessment in terms of activity-related competence and
competence completeness.

We have studied the problem of reconciling of the external diagnostic and self-diagnostic of
teachers” readiness to innovative from the perspective of unified diagnostic tools. We must now
consider the problem from the perspective of management tasks of innovative process and
management tasks for professional self-development of a teacher.

Through the innovation process management one carried out the basic idea of the
pedagogical innovation, which is to ensure proper quality of the educational system at the expense
of its current renovation. At the same time management is defined by the targeted, organizing and
regulating influence (through the system of administrative, scientific and methodical management
of the educational institution) of the processes of implementation of pedagogical innovations,
relationships and activities of all participants in the innovation process.

Innovative pedagogical process Management System, as well as any complex process, can be
represented as a specific circuit, which includes analysis, goal setting, planning, organization,
control and correction.

The decisive role in ensuring the proper quality of innovation is placed on self-regulation of
innovation readiness. O.A. Konopkin considers the essence of self-regulation as a mental process,
which provides the initiation, construction, maintenance and management by a teacher of all kinds
and forms of external and internal activities (Konopkin, 2002).

Self-regulation of readiness for innovative activity is also possible in a specialized circuit.
The circuit covers the procedures of professional and personal self-development of a teacher, and
includes self-examination, self-development planning, self-organization, self-education, self-
monitoring, self-correction. Dedicated components interact in the structure of self-regulation as
key links in a single logical strand. Self-monitoring is becoming a significant element of self-
regulation in innovation, if the indicators correlate with expert evaluation and are considered in the
management of innovative pedagogical processes.

As you can see, the expert diagnosis of readiness for innovation and relevant self-testing
should complement each other dialectically. The result is that each type of diagnosis has a dual
function and plays a key role in the control circuit, and self-control circuit. In other words, internal
and external diagnosis must simultaneously perform two basic functions: object-planning, which is
reflected in the management decision process in the holistic educational process, and subject-
planning, which is an auxiliary to diagnostic information with regards to the individual
participants of the innovation process and, consequently, to their specific self-development
programs.
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4. Conclusion

Matching external diagnostic and self-test readiness of teachers to innovative is aimed at solving
problems of improving the innovation process and objectives of professional and personal self-
development of teachers. Methodological key to the solution of the problem of diagnosis harmonization
is the development of a common set of diagnostic tools and its application in two adjacent circuits —
management of an innovative process and self-regulation of readiness to innovate. This approach
fundamentally changes the nature of harmonization, and its implementation minimizes the innovative
risks associated with the professional readiness of teachers.
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