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Abstract

The paper studies the students” perception of their language proficiency against the
backdrop of intended university study outcomes of their English language courses.
The research was conducted on a sample of 216 undergraduate students from the
Faculty of Teacher Education (58), Faculty of Engineering (79), and Faculty of Law
(79) of the University of Rijeka.

The aim of this research, which was carried out in the form of a “needs analysis”
questionnaire, was to obtain an understanding of the students’ attitudes towards
General English (GE) and English for Specific Purposes (ESP) and to find out
whether the current availability of English courses in their study programmes caters
to their expectations and perceived professional needs. The results of self-assessments
indicate that while the students of all study programmes note that the English courses
have contributed to their language proficiency and are an invaluable asset to their
professional skills, they highlight the need for additional English courses, both GE

and ESP, in senior years of study, which is currently not available to all.

The obtained results are an important contribution to the discussion on the quality

of English language courses currently available at the university level.

Keywords: General english, English for specific purposes, Needs analysis, Language
skills, Language proficiency
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1. Introduction

English, as the principal language in contemporary global communication (Balenovi¢
2008), has reinforced its status as the most prestigious language in all European
countries, including Croatia (Naran¢i¢ Kova¢ and Cindri¢ 2007). The demands that
the contemporary society imposes upon individuals include, among other competencies,
mastering communicative and linguistic skills. In that manner it comes as no surprise
that children start learning English at such a young age in our country since speaking
foreign languages is, according to Yvonne Vrhovac (2007), one of the main competencies
individuals are expected to develop in the modern world. Moreover, Vrhovac argues,
speaking one foreign language fluently is considered insufficient in this time and age,
thereby stressing the recommendations of The Council of Europe that soon it will
be a must to be in command of at least two foreign languages. In “Conclusions on
Multilingualism and the Development of Language Competencies” the Council of
the European Union called on the Member States to “adopt and improve measures
aimed at promoting multilingualism and enhancing the quality and efficiency of
language learning and teaching, including by teaching at least two languages in
addition to the main language(s) of instruction from an early age and by exploring
the potential of innovative approach to the development of language competencies”
(Conclusions 2014:3), given that linguistic diversity is one of the core components
of European culture and intercultural dialogue, and that the ability to communicate
in foreign languages is “one of the key competencies which citizens should seek to
acquire”. Language competencies “contribute to the mobility, employability and
personal development of European citizens, in particular young people” (Ibid. 2); the
latter being in line with the objectives of the Europe 2020 strategy for growth and jobs.
Similarly, Mirjana Prebeg-Vilke claims that the ultimate goal of the programmes for
learning a foreign language at an early age is an adult bilingual speaker, who will be
able to use foreign languages both in his private and professional life (Prebeg-Vilke,
1991). Speaking foreign languages fluently is a prerequisite, stresses Neda Bori¢, to

functioning as a competent and competitive expert in all professional areas (2005).

When it comes to the academic setting, things start getting more complex. The
Bologna process has focused on adopting new, modern methods of teaching and
assessing foreign languages, as Anna Martinovi¢ and Ivan Poljakovi¢ point out (2010).
Accordingly, instruction started to be held in smaller classes, continuous assessment
was introduced, and language competencies based on language outcomes were devised.
The curricula had to be adapted to the conventions of the Bologna Treaty, which

resulted in the conversion of some obligatory subjects to optional, while keeping the
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structure of the original courses, the consequence of which was usually accompanied

by a decreased number of teaching periods.

One of the key aims of the Bologna process has been for higher education institutions
to “implement a coherent language policy clarifying its role in promoting language
learning and linguistic diversity, both among its learning community and in the wider
locality” (Communication 2003:8). These changes also affected the instruction of
foreign languages at universities throughout Croatia. The developments related to the
introduction of the Bologna process at Croatian universities resulted in a new status
of foreign languages within the curricula of non-language faculties. Bori¢ argues
that the attitudes toward the instruction of foreign languages as subjects taught at
non-language faculties range from complete indifference (this is, fortunately, a rare
practice at Croatian faculties) to an awareness of the importance of foreign languages as
indispensable subjects in the education of future young professionals, who are expected
“to be not only competitive on the European labor market, but also able to promote
Croatian science, expertise, culture and products” (Bori¢, 2005:110). The prevailing
attitude, continues Bori¢, seems to be somewhere in the middle: while admitting
the importance of foreign languages for future professionals, there are voices that
express concern over the possibilities to fit foreign language classes into the curricula
of non-language faculties, which usually favor professional subjects (Bori¢, 2005).
As Terry Kim (2010) suggests, foreign language training is crucial for Europeization
and globalization, and should be a requirement for all students in higher education.
English for Specific Purposes (ESP) plays a vital role in this endeavor.

2. The Study

Teaching English at institutions of higher education is related to the term English for
Specific Purposes (ESP), as outlined by Dubravka Kuna (2007). Bori¢ sees ESP and
EAP as separate though related areas. Thus, continues Bori¢, ESP focuses on helping
future experts acquire necessary linguistic skills and competencies, which will enable
them to communicate and perform their professional skills in the contemporary
context of globalization. In EAP, on the other hand, emphasis is put on teaching
skills that are necessary during academic education and is in particular beneficial to
students who wish to continue their education in the form of scientific development
(Bori¢, 2005). The instruction of ESP is based on a presupposition that the learners
already have a respectable knowledge of General English and is thus oriented towards
teaching those aspects of the English language which the learners will be needing in

their future professions or at foreign academic institutions.
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Tom Hutchinson and Alan Waters conclude that ESP “is an approach to language
teaching in which all decisions as to content and method are based on the learner’s
reason for learning” (1997:19). Teaching both ESP and EAP is, argues Sarah Benesch,
“guided by learner needs” (1996: 723). These can be defined as “identifiable elements
of students’ target situations” (Johns and Dudley-Evans, 1991:299). As Hutchinson
and Waters further highlight, “what distinguishes ESP from General English is not
the existence of a need as such, but rather an awareness of the need” (Hutchinson
and Waters 1987:53). The purpose of ESP courses is then to prepare learners to more
confidently tackle challenges which target situations place before them, i.e. ESP

refers to “what the learner needs to know in order to function effectively in the target
situation” (Hutchinson and Waters 1987:54).

According to Benesch, researching students’ needs represents a formidable task since
it involves “areas as different as students’ backgrounds and objectives, their linguistic
and behavioral demands, evaluation of their assignments, as well as observation of
students in their natural settings” (1996:723). Students’ needs are often researched
in the form of a “needs analysis.” Naran¢i¢ Kova¢ and Cindri¢ (2007) point out that
teachers mainly create needs analyses in order to collect diverse information about
their learners, so that they could learn what their learners need during the process
of English language instruction. Another purpose of a needs analysis is, according
to Tony Dudley-Evans and Maggie St. John to establish “how language learning
and skills learning can be maximized for a given learner group” (1998:126). Given
the close connection between ESP and EAP, Hamp-Lyons (2001) observes that “it
is not unexpected that needs analysis is also indispensible to an EAP approach to
course design” (qtd. in Khajavi and Gordani 2010:2). Needs analyses are of vital
importance as they provide a “legitimate foundation from which to carry on to the
specification of the special skills, forms, and functions vital for a specific purpose”
(Munby, 1987). This form of exploring students” academic needs reflects a “learner-
centered” approach, where the focus is placed on learners’ needs (Hutchinson and
Waters, 1987) and turns the students into active contributors to the shaping of the
university curriculum (Chan, 2011; Kormos et al., 2002; Evans and Green, 2007;
Tahririan and Mazdayasna, 2008; Khajavi and Gordani, 2010), thereby helping
teachers to identify “the gap between what is currently being taught and what needs
to be taught for students’ future careers” (Poedjiastutie and Oliver, 2017:3). In fact,
according to Oliver et al. (2012), filling this gap should be one of the key purposes of
education. Moreover, asserts David Nunan (1987), teachers should pay more attention
to the students” “subjective” rather than to their “objective” needs. While the latter (ex.

students’ age, nationality and gender) do not reflect students’ attitudes and views as
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such, the former, which include learners’ objectives, motivating factors and preferred
teaching methods, help teachers realize what really matters in the process of foreign/

second language learning,.

In the last few decades, extensive research has been conducted at various Croatian
universities with an aim to explore the students’ satisfaction with their English classes,
as well as their motivation for learning English. The respondents, who were all non -
language majors, were mainly first-year students who learned English for professional/
academic purposes. In that way students who were learning English as a foreign
language at the Universities of Zadar, Osijek, and Zagreb took part in responding to
questionnaires, which had been designed in the form of a “needs analysis” and with
an aim to research their English language needs (Martinovi¢ and Poljakovi¢, 2010;
Kuna, 2007; Naranci¢ Kova¢ and Cindri¢, 2007).

So where does this place English language courses at the Faculty of Law, Faculty of
Teachers Education, and Faculty of Engineering of the University of Rijeka? English
language, as one of the offered foreign language courses at the university level, is a
mandatory course in the first and/or second year of university and professional studies
at the University of Rijeka. At the Faculty of Law, Legal English courses are taught
during the first four semesters of undergraduate studies, at the Faculty of Engineering
only in the third and fourth semester of undergraduate studies, and at the Faculty
of Teacher Education in the first and second semester of Teacher Education Study
and only during the first semester of Early and Preschool Education. But unlike the
Faculty of Teacher Education where students have the option of choosing an elective
course in English (Integrated Language Skills in English, Anglo-Saxon World, Children’s
Literature in English for students enrolled in Teacher Education Study, and Integrated
Language Skills and English in Preschool Education for Early and Preschool Education
Study) in senior years of study, this is not the case with the Faculty of Law and the
Faculty of Engineering.

The programme of the Legal English I course at the undergraduate University Integrated
Study of Law and Professional Administrative Study corresponds to levels B1/B2
according to the European language portfolio and the level “intermediate” according
to the International Legal English Certificate. The focus of the course is professional
legal terminology such as legal collocations, compound nouns, language of contracts,
legal phrases, etc. Grammar is taught within the context of texts and includes
linking words, active/passive voice, expressing modality, direct/indirect speech, and

prepositions typical for the legal context. In terms of communication skills, emphasis
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is placed on summarizing and elaborating on information from text, especially on
phrases which are used to express (dis)agreement, (un)certainty, means of asking
formal questions, expressing opinions about discussion topics. Some of the more
general competencies which the students are expected to acquire through the course
are: mastering the language skills (understanding, listening, speaking and writing);
developing the ability to draw conclusions and present opinions; applying professional
terminology in speaking and writing (communication skills); understanding verbal
presentations and expert dialogues in English; and independent monitoring of the
scientific literature in the English language. The literature that helps in the endeavor
is Vi¢an, D. M., Pavi¢, Z., Smerdel, B. (2008) Engleski za pravnike, Krois-Lindner, A.,
Firth, M. (2008) Introduction to International Legal English, Mason, C. and Atkins,
R. (2007) The Lawyer’s English Language Coursebook, as well as additional handouts

and Power point presentations that further elaborate on particular topics.

The English Language I course for the undergraduate University Study of Engineering
corresponds to levels B1/B2 according to the European language portfolio. The course
focuses on electrical engineering terminology such as analyzing and describing graphs,
diagrams, pictures, experiments, and mathematical formulas, as well as transforming
information from graphs and images into descriptive text. Grammar is also taught
within appropriate contexts and always in connection with the read text and technical
vocabulary. They are encouraged to express aspects of perfect, progressiveness, and the
passive aspect, to recognize and translate grammatical structures, and to distinguish
ways to form words and compounds in technical vocabulary. It is expected that by
the end of the course the students will be able to describe and compare materials in
electrical engineering, select materials depending on their features and application,
discuss advantages and disadvantages of methods, theories, different technologies,
technical innovations, use appropriate language means to express their views, present
ideas and phenomena, as well as demonstrate cohesiveness and coherence in writing.
The main literature for the course is Bartoli¢, Lj. (1987) Technical English in Electronics
and Electrical Power Engineering, Vince, M. (1998) Upper - Intermediate Language
Practice, and additional handouts.

The English I course for undergraduate and graduate integrated University Study of
Teacher Education corresponds to levels B1/B2 and so does the course English for
the undergraduate University Study of Early and Preschool Education. The focus
in these courses is on adopting terminology used in the area of education through
texts about different aspects of education such as the development of young children’s

linguistic skills, acquiring concepts of shapes and colours, encouraging children in
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developing their literacy and numeracy skills, establishing cooperation with parents,
identifying characteristics of good teachers, etc. Grammar categories are explained
and practiced on the examples of sentences taken from texts, while lexical exercises
focus on comprehension, reading for information, word formation and development
of follow-up discussions. Some of the learning outcomes include students being
able to express their opinions on different topics related to education, write short
compositions and essays on a given topic in a clear and coherent manner, confidently
use the acquired grammatical structures in their oral and written expression, and
others. The main literature for the courses is Marasovi¢-Alujevi¢, M. (2003) English
for Educators.

Unlike the situation at the Faculty of Law and Technical Faculty, where the teachers
can choose between different course books, at the Faculty of Teacher Education this
is not the case. There is a scarcity of course material for students of primary school
education and early and preschool education, so the teachers heavily rely on the sole
available course book for students training for these two professions in education,
namely the course book English for Educators by Marina Marasovi¢ Alujevié. As
Kuna (2007) notes, in humanities, and even in social sciences, there is a lack of
appropriate literature for academic English. The reason for this, as she claims, might
be that even though the style is scientific, it is closer to General English than other
scientific disciplines.

2.1. Research questions and hypotheses
As a learner needs-based approach, ESP practitioners are “particularly interested in
the gap between learners” current and target competencies” (Belcher 2009:3). This
was also the starting point of this research. While we were interested to know more
about our students” background in acquiring and learning the English language, the
focus was also on our students’ wants, i.e. awareness of their needs, so as to determine
whether their views about ESP are in conflict with their teachers’ perceptions. Do
the current programmes offered at the three analyzed faculties cater to the needs
and expectations of the students? Is the current setup of English language courses
preparing the students to become confident users of the English language, which

would contribute to their employability and mobility?

It was hypothesized that the students would recognize the importance of the English
language for their future professions and understand the difference between General
English and English for Specific Purposes. Also, it was thought that the students would
highlight the need for additional English language courses is senior years of study.
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3. Methodology

With the aim of finding answers to the aforementioned research questions, a
questionnaire (Appendix 1) was administered at the end of the winter semester in
the academic year 2016/2017 to first-year students enrolled in the Administrative
Study and Integrated Study of Law at the Faculty of Law, those enrolled in Early
and Preschool Education and Teacher Education at the Faculty of Teacher Education,
and to second-year students enrolled in the University Study of Engineering at the
Faculty of Engineering of the University of Rijeka. The students were asked to self-
assess their level of English language proficiency, to highlight their self-perceived
strengths and weaknesses, to give their opinions about the necessity and importance
of English language for their prospective professions, as well as to provide feedback on

the current organization and availability of English language courses at their faculty.

3.1. Sample
There were 216 undergraduate students (66 female and 150 male) participating in this
research: 79 first-year students (23 students enrolled in Administrative Study and 56
students in the Integrated Studies of Law) at the Faculty of Law, 58 first-year students
at the Faculty of Teacher Education (44 students of Early and Preschool Education
and 14 students of Teacher Education), and 79 second-year students enrolled in the
university Study of Engineering at the Faculty of Engineering, University of Rijeka.

3.2. Instrument
The questionnaire was divided into three parts consisting of seven descriptive questions,
six multiple choice questions, and seven statements accompanied by a 5-point Likert-
type scale (I = I fully disagree, 2 = I disagree, 3 = I neither agree nor disagree, 4 = 1
agree, 5 = I fully agree). The purpose of these three parts was to gain an insight into
the students” opinions regarding their previous, current, and future experiences with
the English language. The language used in the questionnaire was English and it

was administered anonymously.

The first part of the questionnaire included variables such as gender, length, and means
of acquiring English language skills (e.g. primary school, high school, faculty, foreign
language school, summer school abroad, private tutor, self-taught, etc.), finished high
school, self-assessed mastery of the four main skills which they had acquired prior
to enrolling in the desired study program, level of English language proficiency in
accordance with the European Language Framework, type of dictionary they consult

(if any), self-perceived importance of English language proficiency, and their perception
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of differences between General English (GE) and English for Specific Purposes (ESP).

The second part focused on the students’ impressions about their university English
course and how important they perceived ESP for their future profession.

In the third part the students were asked to provide opinions and comments about
the course, which the teachers could use to improve the content for future generations,
as well as to provide feedback on the most challenging aspects from English classes.
We were especially curious about the students’ opinion whether English language
courses should be offered in senior years of studies, given that this is not the case at
these three faculties, or at least not in equal measure.

4, Research results and discussion

a) University study of Teacher Education
Fourteen students (12 female (85.7 %) and two male (14.2 %)) participated in the
research. The results show that 13 students (93 %) reported having acquired their
English language skills in primary and high school, while one (7 %) student is self-
taught. The same number of students (7.1 %) reported learning English for 8, 9, 10,
and 11 years, respectively, nine students (64 %) learned it for 12 years, three students
(21.5 %) for 13 years, and two students (14.5 %) for 16 years; one student (7.1 %) did
not provide a response. Four students (28.5 %) assessed their knowledge to be at the
intermediate level, seven students (50 %) said they were at the upper-intermediate,
and three students (21.5 %) were at the advanced level of proficiency. The skill they
believe to have mastered the most during their education is reading (86%), followed
by listening (57 %), speaking (50 %), and writing (43 %). On the other hand, the
skill which they have mastered the least is speaking (64 %), followed by writing (43%),
listening (36 %), and reading (7 %). In terms of dictionaries which the students
consult, 11 students (78.5%) use a bilingual dictionary, while only three (21.5 %)
use a monolingual dictionary. Twelve students (86 %) believe that English language
proficiency is important for their future professions, while two (14%) disagree with
such a statement. The students show a lack of understanding of what constitutes
General English and English for Specific Purposes. Even though eight students (57%)
noticed that these were not synonymous concepts, as many as five (36 %) were not

sure and one (7 %) believed they were one and the same.

In the second part of the questionnaire (Table 1) the students revealed that the vast
majority of them have benefitted from the English course. Of them all, 50 % agree
and 28.5 % fully agree that “The course English 1 has contributed to my knowledge
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of professional English,” while none of the students disagreed with this statement.
However, the same percentage of students (36 %) disagreed and fully disagreed with
the statement that they “feel more competent in expressing my thoughts when discussing
topics connected to the teaching profession.” On the other hand, as many as 50 % “fee/
more competent to consult literature written in English in my research”and 64 % believe
“The English course will help me in my career.” The vast majority of them also agree (50%)
and fully agree (43 %) that “It is important for a teaching professional to be proficient
in General English,” while an almost equal percentage of students agree (50 %) and
fully agree (36 %) that “It is important for a teaching professional to be proficient in
English for Specific Purposes.” It is interesting that in terms of the hours per week and
number of semesters devoted to foreign language teaching the students are divided
between not being sure (43 %) and disagreeing (36 %), which shows their inclination

towards more access to English language in senior years of study.

The third part of the questionnaire revealed the students’ attitudes toward learning
English in general, the most challenging part about the offered English course at
the university level, and their view of the need for additional English courses in
senior years of studies. Six students (43 %) were of the opinion that grater emphasis
should be placed on English for Specific Purposes, three (21.5 %) believed the ratio
between GE and ESP should be the same, while five students (25.8 %) were not sure.
For seven students (50 %) the main motive for learning the English language has been
“better communication with people around the world,” for one student the motivating
factor is “to find employment in another country,” for one it is to “better understand the
spoken language,” and one student mentioned “liking to learn foreign languages.” Seven
students (50 %) observed that grammar has been the most difficult aspect of English 1,
two students (14 %) opted for listening comprehension, two (14%) mentioned reading
comprehension, and one student (7 %) noted writing essays. Two (14 %) students
did not provide a response. Twelve students (86 %) agreed and two students (14 %)
disagreed with the statement that English should be offered in the third, fourth, and
[ifth year of studies.

b) University Early and Preschool Education
As many as 44 students (100% female) participated in this research. Of tem all, there
were 43 students (97.8 %) who reported to have acquired their English language skills
in primary and high school, while one student (2.2 %) gained their English skills
with the help of a private tutor. There were 9 % of students who also mentioned
foreign language schools as a source of English language knowledge. One student
(22.8 %) reported learning English for eight years, three students (6.8 %) for 10, and
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11 years, respectively, six students (13.6 %) for 12 years, 17 for 13 years, five students
(11.4%) for 14 years, and five students (11.4 %) for 15 years; three students (6.8 %)
did not provide a response. Ten students (22.8 %) assessed their knowledge to be
at the intermediate level, while 32 students (72.8 %) are at the upper-intermediate,
and two students (4.4 %) are at the advanced level of proficiency. The skill which
they believe to have mastered the most is reading (66 %), followed by speaking (52
%), listening (32 %), and writing (20.5 %). On the other hand, writing is the skill
they have mastered the least (43%), followed by speaking (36 %), listening (18 %),
and reading (4.5 %). In terms of dictionaries which the students consult, 34 students
(77.3%) use a bilingual dictionary, while only three (6.8%) use a monolingual
dictionary, while four students (9 %) do not use a dictionary and 7 % use both
monolingual and bilingual dictionaries. As many as 40 students (91 %) believe that
English language proficiency is important for their future profession, 0 % disagree
with this statement, and 4 students (9 %) were not sure. Once again, the students
seem unsure about the difference between General English and English for Specific
Purposes. Although 18 students (41 %) observed that these two concepts were not
the same, as many as 26 students (59 %) were not sure if there was a difference. The
reason behind this finding might be that when compared to the technical and legal
terminology, the vocabulary used in the teacher education and early and preschool

education fields does not so vastly differ from General English.

The second part (Table 2) of the questionnaire revealed this group’s stance towards
English for Specific Purposes. The results of the first item, “The course English 1 has
contributed to my knowledge of professional English,” prove once again that students
of this study program are not quite sure about the difference between GE and
ESP. While 59 % agree that the course has contributed to the advancement of
their professional English skills, as many as 32 % are not sure. There were 48 % of
them who observed that they “feel more competent in expressing my thoughts when
discussing topics connected to the teaching profession” and 79.5 % feel more competent
to consult literature written in English in my research.” The students also agree (38.5
%) and strongly agree (27%) that “the English course will help me in my career.” The
vast majority of students (63.5%) agree that “It is important for a teaching professional
to be proficient in General English” and 47 % agree and 29.5 % fully agree that “7¢
is important for the teaching professional to be proficient in English for Professional
Purposes.” A particularly interesting finding is the one for item 5, “Four semesters and
two hours per week are enough for me to become a confident and proficient user of the
English language,” which refers to the number of hours per week and semesters of

mandatory English language courses. The results show that students’ opinions are
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almost equally distributed between fully disagreeing (29.5 %), not being sure (25 %),
agreeing (25 %) and fully agreeing (18%) with the statement.

In the final, third, part of the questionnaire 13 students observed that there should
be an equal ratio of GE and ESP, four students believed that General English should
be learned more, and one student highlighted ESP as needing more emphasis. The

“ability to communicate better with foreigners” (88.6 %) is the primary reason why

students of Early and Preschool Education learn English; the second major reason
is “to find employment” (13.6 %). Grammar (38.5 %) and vocabulary (29.5 %) are
the two most difficult aspects of English, followed by speaking (7 %), reading (4.5 %),
and writing (4.5 %). As many as 41 students (93 %) agree and three students (7 %)
disagree that English should be offered in the third, fourth, and fifth year of studies.
Students suggest more workshops, debates, less reading tasks, more verbal interaction,

and more vocabulary explanations to improve the course.

c) University Integrated Study of Law
There were 56 students (16 female (28.5 %), 36 male 64.3 %, and four (7.1 %)
unspecified) who participated in this research. A total of 87.5 % of the students
reported having acquired their English language skills in high school, 64.5 % in
primary school, 43 % were self-taught, 23 % gained the skills during their higher
education, 9 % with the help of a private tutor, and 7 % took part in a summer school
program abroad. As many as 61% of the students had been learning English for 12
years, 28.5 % for 13 years, and 7 % for eight years. The majority of the students
assessed their language proficiency level to be at the upper-intermediate level (43 %),
followed by 37.5 % who estimated their proficiency to be at the intermediate level,
9% believed to be at the advanced level, and 5 % of the students believed they wered
only at the upper-elementary level. Among the skills which the students believe to
have mastered the most were: reading (43 %), listening (47 %), speaking (25 %), and
writing (21.5 %). On the other hand, the skills which the students evaluated to be the
least mastered so far were: speaking (43 %), writing (44.5 %), listening (12.5 %), and
reading (5%). The students consult bilingual dictionaries the most (68 %), followed
by monolingual dictionaries (19.5 %), and do not use a dictionary (16 %). The vast
majority of students (86 %) found English language proficiency to be of importance
to them, while 10 % of them were not sure, and only one student (1.8 %) did not find
foreign language proficiency to be significant for their future profession. As many as
86 % of the students understood the difference between General English and English
for Specific Purposes, while only 12.5 % were not sure if there was a difference, and

none of the students believed these were the same concepts.
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In the second part of the questionnaire (Table 3) the results show that law students
agree (55.5 %) and fully agree (26.5 %) with the statement “The course Legal English
1 has contributed to my knowledge of professional English.” They also agree (48.2 %)
that it has contributed to them becoming “more competent in expressing my thoughts
when discussing topics connected to the legal profession,” however, 37.5 % of the students
neither agree nor disagree with this statement. Almost the same percentage of students
as it is the case with the previous statement agree (46.5 %), but also neither agree
nor disagree (35.8 %) that they “fee/ more competent to consult literature written in
English in my research” after participating in the course. This could be explained by
the fact that upon enrollment, the students were required to successfully complete
the higher level of English language for their matura examination, which presupposes
that their level of knowledge is at the B2 level, which is also the level of complexity
of this course. The vast majority of students agree (41.1 %) and fully agree (51.8%)
that “The Legal English course will help me in my career.” A total of 41.1 % of the
students agree and 43 % fully agree with the statement that “I¢ is important for a
legal professional to be proficient in General English,” while an even greater number
fully agrees (70 %) with the statement that ‘7z is important for a legal professional to be
proficient in English for Specific Purposes.” As it was the case with the students enrolled
in the Faculty of Teacher Education, the students seem unsure (41.1 %) whether the
current availability of English courses is appropriate, with a slight tendency (21.5 %)

toward it being appropriate.

In the third part of the questionnaire, 34 % of the students believe that more emphasis
should be placed on legal terminology, while 21.5 % believe that the ratio between
General English and English for Specific Purposes should be equal, and only 5 %
think General English should be given preference. The students’ motive for learning
English is primarily “better communication” (34 %), “better employment prospects”
(23 %), and “reaching the proficiency level” (9 %). The most difficult aspect of their
English course was professional vocabulary (55 %), followed by grammar (5 %) and
no difficulties (5 %). Unlike in the second part of the questionnaire, where this
group of students seemed unsure whether four semesters and two hours of classes per
week were enough, in this section as many as 66 % of students agreed that English
courses should be offered in senior years, while 20 % disagreed with this, and 3.5%

were not sure.
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d) Professional Administrative Study
A total of 23 students (eight female (35 %) and 15 male (65 %)) participated in this
research. Of them all, 91 % of the students have acquired their English language
skills in high school, 78 % in primary school, 60 % at the faculty, 43 % are self-
taught, and 8.5% had help from a private tutor. There are 43 % of them who had
been learning English for 12 years, 26 % for 13, and 4 % for 10, 14, and 15 years,
respectively. A many as 35% estimated their knowledge to be at the intermediate
and upper-intermediate level, respectively, while 17 % believe it was at the upper-
elementary level, 8.5 % at the elementary, and only one student (4 %) believed they
were at the advanced level. The most developed skill is reading (82.5 %), followed
by speaking (43.5 %), listening (26 %), and writing (26 %). The least mastered skill
is writing (43.5 %), followed by listening and speaking (30.5 %), respectively, and
reading 18 %. The vast majority of the students (78 %) use a bilingual dictionary,
4 % use a bilingual dictionary, and 18 % do not consult a dictionary. There were
95.5 % of the students who found English language proficiency to be of importance
to them, while only one student (4.5 %) did not find it important. In terms of the
difference between General English and English for Specific Purposes, 74 % of the
students noticed a difference between the two, while 13 % were not sure and 13 %

did not see a difference.

The second part of the questionnaire (Table 4) reveals a different distribution of
responses among this group of students when compared to the students enrolled in
the integrated study of law. While 60.1 % of students agree that the Legal English
course has contributed to their knowledge of ESP, the same percentage, 60.1 %, is
not sure if it has contributed to their communication skills, which is in contrast to
law students. Also, the majority of the students are not sure if they have become
more competent to consult literature in English, unlike law students who do feel the
course has aided them in this regard. They do, however, agree (39.2 %) and fully
agree (43.5 %) that “The Legal English course will help me in my career.” An identical
percentage of students agree (43.5 %) and fully agree (56.5 %) that Iz is important
Jfor a legal professional to be proficient in General English”and “proficient in English for
Specific Purposes.” Again, the students seem unsure (43.5 %) if “Four semesters and 2
hours per week are enough for me to become a confident and proficient user of the English
language,”with a slight tendency (21.8 %) toward disagreeing with it, which denotes
a need for additional time devoted to the English language.
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In the third part 50 % of the students expressed their view that the ratio between
General English and English for Specific Purposes should remain equal, while the
same percentage of students (13 %) found that more emphasis should be put on either
General English or English for Specific Purposes. Their motive for learning English
is “finding better employment” (35 %), “love of foreign languages” (26 %), “better
communication with foreigners” (13 %), and “travel” purposes (8 %). The students
found legal terminology (78 %) and grammar (13 %) particularly difficult. As many
as 74 % of the students agree that English courses should be offered in senior years

of study, compared to only 8 % who do not agree with this.

e) University Engineering Study
There were 79 students (six female (7.6%) and 73 male (92.4%)) who participated in
this research. As many as 75% of the students acquired their English language skills
in primary school and high school, respectively, followed by 42 % at the faculty level,
42% reported being self-taught, 5 % attended a foreign language school, 4 % a summer
school abroad, and only one student (1.3 %) had a private tutor. A total of 34 % of
the students had been learning English for 12 years, followed by 18 % who had been
learning it for 13 years, 8 % for 14 years, 6 % for 10 years, 2.5 % for 8, 9, and 10 years,
respectively, and 1.3 % for 15 and 16 years, respectively. The majority of students
(38%) believed to be at the upper-intermediate level of knowledge, followed by 20.3 %
who thought they were at the intermediate level, 14 % at the upper-elementary level,
5 % at the advanced level, and two students (2.5 %) believed to be at the proficiency
level. Among the skills which they believe they have mastered the most are: reading
(52 %) and listening (34 %) followed by speaking (24 %) and (11.5%) and writing.
Among the skills which they believe to have mastered the least are: writing (48 %) and
speaking (31 %) followed by listening (14 %) and reading (5%). There were 45.5%
of the students who used a bilingual dictionary, a monolingual dictionary (28 %),
and as many as 29 % did not use a dictionary at all. A total of 70 % of the students
found English language proficiency to be important to them, while 14 % were not
sure about its relevance, and 2.5 % did not believe in its significance. In terms of the
difference between General English and English for Specific Purposes, as many as
45.5 % noticed a difference between the two, 34 % were not sure, and 5 % believed

they were essentially the same.

In the second part (Table 5) the students expressed their agreement (58.2 %) with
the statement that “The course English 1 has contributed to my knowledge of professional
English,”while 60.8 % of students “fee/ more competent in expressing my thoughts when

discussing topics connected to the engineering profession”and 71 % “feel more competent
24 g 24
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to consult literature written in English in my research.” As many as 53.2 % of students
agree and none disagree with the statement that “The course English 1 will help me
in my career.” There were 50.6 % of students who fully disagreed with the statement
that ‘Tz is important for an engineering professional to be proficient in General English”
and 62 % fully agree that Tz is important for an engineering professional to be proficient
in English for Specific Purposes.” The majority of the students agree (38%) and fully
agree (29.1 %) that “Two semesters and two hours per week are enough for me to become

a confident and proficient user of the English language.”

In the final part of the questionnaire 80 % of the students expressed the view that
emphasis should be placed only on professional vocabulary, while 19 % were not
sure and 1.3 % of the students disagreed. Their main motive for learning English
is “better communication” (50.5 %), “better employment opportunities” (26.5 %), and
“travel” purposes (2.5 %). The most difficult aspect of their English course was
professional terminology (25.5 %), grammar (10 %), holding a presentation (2.5 %),
and 15 % did not experience any difficulties with the course. A total of 49 % of the
students agree that English courses should be offered throughout their engineering
study, but some students highlighted that this should be restricted to the first year
(11 %) and some suggested such courses to be elective (6 %) rather than mandatory.
There were 25.5% of the students did not find it necessary to have English courses
in other years of study. This result differs from the one obtained in the second part
based on which the students agree (38 %) and fully agree (29.1 %) that “Two semesters
and two hours per week are enough for me to become a confident and proficient user of
the English language.” Suggestions for the course are “more group work” (11 %) and

“more discussion topics” (15 %).

4.1. Discussion of the combined results
The research results obtained from the total sample of respondents (N = 216) (Table 6)
show that 40 % of the students have been learning English for 12 years and they assess
their level of knowledge to be at the B2 (upper intermediate) level (47.2 %), which is
in line with the higher level of the Croatian matura examination. As Dudley-Evans
and St. John (1998:4-5) note, the minimal level of general knowledge of language
for learning language for specific purposes should be intermediate or advanced. In
terms of the students’ skills and habits obtained prior to enrolling in the chosen field
of study the results have shown that: a) the skill which the students of all five study
programs have mastered the most throughout their primary and secondary education
is reading (53.7 %), b) the least developed skills are speaking (26 %) and writing

(45.3%), and ¢) 63.5 % rely on bilingual dictionaries when learning new vocabulary.
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The results of the most and least developed language skills might be particularly useful
as feedback on the impact which primary and high school English classes have on
the development of learners’ skills. As the results suggest, the students are the least
confident in their verbal and written expression. The fact that the vast majority of
students exclusively use bilingual dictionaries (63.5 %) is an interesting discovery
about the students’ habit of learning new vocabulary. As Atkins and Varantola (1998)
observe, bilingual dictionaries are popular among learners at all levels; in fact, lower
proficiency learners show improvements in their reading comprehension when they
use bilingual dictionaries (Knight 1994), while more advanced learners use them
to confirm their understanding of the L2 lexicon (Hulstijn 1993; Knight 1994).
However, according to Prince (1996), sole reliance on bilingual dictionaries can lead
to less successful transfers of L1 information to L2 contexts among lower proficiency
learners, therefore, they need to engage in additional activities and exercises to go

beyond the translation phase.

The students of all five study programmes agree (83 %) that it is important for them
to become proficient in the English language, and also acknowledge (59 %) the
difference between General English and English for Specific Purposes even though
the students enrolled in the Faculty of Teacher Education show greater insecurity
about this division.

The students’ feedback shows a positive attitude toward the courses since 78 % agree
that English language courses have contributed to their knowledge of professional
English; they also feel more competent in expressing their thoughts in English (60.2%)
and consulting literature written in English (72.7 %). They are also convinced that

the course will prove useful in their future career (80.5 %).

In terms of their attitude toward being proficient users of language, 81.5 % hold the
view that is important to be proficient in General English and for 83 % it is important
to be proficient in English for Specific Purposes. The students’ responses particularly
vary when it comes to the ratio of GE and ESP in language instruction. While the
students of the Faculty of Engineering agree (80 %) that ESP should have precedence,
only 28 % of the students enrolled in the Study of Law and Administration Study agree
with this, possibly because their classes already are devoted solely to legal terminology,
and only 18 % of students enrolled in the Faculty of Teacher Education agree with
this, most likely because the line between GE and ESP is much blurrier than it is the
case with engineering and legal terminology. Communication is the main motive

for learning English (41 %), while professional terminology was most challenging
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for the majority of students (51.8 %), but not for the students enrolled at the Faculty
of Teacher Education; they highlighted grammar as being most problematic. Again,
this could be understood as an additional proof that professional vocabulary for these

two programmes does not greatly differ from GE.

And finally, the students’ responses regarding their interest in additional English courses
confirm our initial hypothesis. However, here we find some differences between the
three analyzed faculties. While 65.5 % of the students believe that additional English
courses should be offered in senior years of study (as many as 91.4 % of students
enrolled in the Faculty of Law hold this view), it is the engineering students whose
responses differ from the rest of the sample. Namely, 67.1 % of these students actually
believe that it suffices that English is offered only in the second year of study, even
though they acknowledge the need for additional courses. The students enrolled in

the other two faculties show a greater demand for additional courses.
5. Conclusion

Overall, the research results have provided positive responses to out initial research
questions. The research results suggest that ESP courses offered at the three analyzed
constituents of the University of Rijeka — Faculty of Law, Faculty of Engineering,
and Faculty of Teacher Education — are contributing to the advancement of their

students’ foreign language competencies.

Also, the vast majority of students do not consult monolingual dictionaries. In each of
these courses, emphasis is placed on language in professional context, however, the line
between GE and ESP is not as clearly cut for all the aforementioned courses. Despite
the fact that General English is the foundation for building knowledge in these two
highly specific areas, it is by no means enough to successfully pass the courses as the
content of both Legal English I and English language I is devoted to specifics of each
profession. While in the legal and technical fields the differences are fairly obvious,
the language used in the teacher education and early and preschool education contexts
does not vastly differ from General English vocabulary. A surprisingly vast number of
students do not notice a distinct line between GE and ESP, in particular the students
of both study courses at the Faculty of Teacher Education. This is understandable
since, as stated earlier in the text, the difference between GE and ESP for professions
within human sciences and some social sciences is not as prominent as between GE
and ESP for professions belonging to other scientific fields, specially the technical,
medical, legal, and economic fields (Kuna, 2007).
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Students from all three faculties consider the English courses taught at their faculties
beneficial for their future careers, as well as for the development of their ability to read
foreign professional literature in English. However, when it comes to motivation, the
responses vary. The main factor of motivation for learning English for the students
of both courses at the Faculty of Teacher Education, the students of the integrated
university study of Law, and the students from the Faculty of Engineering is the abilizy
to communicate in English, whereas the students of the professional Administrative
Study put finding better employment as their first reason for learning English. Perhaps
the students of the professional course are being more pragmatic since they are aware
that they are likely to enter workforce earlier than the students of university courses
of study. It is interesting to note that the respondents obtained from a questionnaire
taken at the University of Zagreb 21 years ago (students of the Faculties of Economics,
Mechanical Engineering, and Veterinary Medicine) answered the questions in a similar
way (1. communication with speakers from different linguistic areas, 2. requirements
of future jobs), without significant differences between the scientific fields these
courses of study belong to (Vilke-Pinter, 1996). The issue of motivation for learning
English at Croatian universities provides room for a cross-linguistic research, which

could be simultaneously conducted at all or most Croatian universities.

The vast majority of students from all three faculties agree that additional English
language courses should be offered throughout their studies, with the students from
the Faculty of Engineering being less open to introducing new English subjects in
senior years of study. This is in line with the suggestions offered by Bori¢ (2005), who
proposes two stages of teaching English at Croatian universities. In undergraduate
studies emphasis would be on developing academic language skills, and in graduate
studies the focus would lie on professional language skills. Alongside the compulsory
program of learning a foreign language, Bori¢ suggests elective courses in senior years
of study, which would depend on the needs of particular study programmes.

It can be concluded that teaching ESP at the tertiary level in Croatia is a challenging
task. All the participants in this process are becoming increasingly aware of the
importance of teaching these courses at Croatian universities and the benefits they
bring in the form of more competent and more competitive professionals. We hope
our research on perceived English language needs of university students at the
three faculties of the University of Rijeka can serve as a starting point for similar
comprehensive studies of the status of ESP courses at Croatian universities, which
is of particular importance in the days to come and the major changes in education

we have been witnessing.
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Appendix 1

Table 1. Teacher Education students’ impressions and attitudes towards ESP

Ifully | Idisagree | Ineither | Iagree | I fully

disagree agree nor agree
disagree

1. The course English I has contributed to

my knowledge of professional English. 0% 7% 14% | 50% | 28.5%

2. I feel more competent in expressing
my thoughts when discussing topics 0% 36% | 28.5% | 0% | 36%

connected to the teaching profession.

3. I feel more competent to consult
literature written in English in my 0% 14% | 28.5% | 50% | 7%
research.

4. The English course will help me in my

career.

0% 0% 7% |28.5%| 64%

@ 5. Four semesters and 2 hours per week
are enough for me to become a confident
and proficient user of the English
language.

0% 36% 43% 7% 7%

6. It is important for a teaching

professional to be proficient in General 7% 0% 0% 50% | 43%
English.

7. It is important for a teaching

professional to be proficient in English for 7% 0% 7% 50% | 36%
Specific Purposes.
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Table 2. Early and preschool education students’ impressions and attitudes
towards ESP

1 2 3 4 5

Ifully | Idisagree | Ineither | I agree | I fully

disagree agree nor agree
disagree

1. The course English 1 has contributed

to my knowledge of professional English. 0% 7% 32% | 59% | 4.5%

2. I feel more competent in expressing
my thoughts when discussing topics 0% 23% 18% | 48% | 9%
connected to the teaching profession.

3. I feel more competent to consult
literature written in English in my 4.5% 7% 0% |79.5%| 7%

research.

4. The English course will help me in my

career.

0% 16% 16% |38.5%| 27%

5. Four semesters and 2 hours per week

are enough for me to become a confident o o o o o

and proficient user of the English 0% 29.5% | 25% | 25% | 18% @
language.

6. It is important for a teaching

professional to be proficient in General 0% 7% 11% |63.5%| 18%

English.

7. It is important for the teaching
professional to be proficient in English 0% 4.5% 16% | 48% |29.5%

for Professional Purposes.
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Table 3. Law students’ impressions and attitudes towards ESP

1 2 3 4 b)

Lfully | Idisagree | Ineither | Iagree | I fully

disagree agree nor agree
disagree

1. The course Legal English 1 has
contributed to my knowledge of 0% 0% 18% |55.5%]26.5%
professional English.

2.1 feel more competent in expressing
my thoughts when discussing topics 1.8% 3.6% | 37.5% [48.2%| 9%

connected to the legal profession.

3. I feel more competent to consult
literature written in English in my 0% 7.1% | 35.8% [46.5%|10.7%
research.

4. The Legal English course will help me

. 0% 0% 7.1% [41.1% |51.8%
in my career.

5. Four semesters and 2 hours per
week are enough for me to become a
confident and proficient user of the
English language.

7.1% | 143% | 41.1% |21.5%| 16%

6. It is important for a legal professional

to be proficient in General English. L L 14.3% |41.1%)| 43%

7. It is important for a legal professional
to be proficient in English for Specific 0% 0% 10.7% |37.5%| 70%
Purposes.
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Table 4. Administrative Study students’ impressions and attitudes towards ESP

1. The course Legal English 1 has
contributed to my knowledge of
professional English.

1

2

3

I fully |1 disagree | I neither

disagree

0%

0%

agree nor

disagree

21.8%

4

1 agree

60.1%

b)

I faully

agree

9%

2.1 feel more competent in expressing
my thoughts when discussing topics
connected to the legal profession.

0%

8.5%

60.1%

26%

4.5%

3. I feel more competent to consult
literature written in English in my
research.

4.5%

4.5%

43.5%

39.2%

4.5%

4. The Legal English course will help me

in my career.

4.5%

0%

13%

39.2%

43.5%

5. Four semesters and 2 hours per
week are enough for me to become a
confident and proficient user of the
English language.

4.5%

21.8%

43.5%

17.5%

13%

6. It is important for a legal professional
to be proficient in General English.

0%

0%

0%

43.5%

56.5%

7. It is important for a legal professional
to be proficient in English for Specific
Purposes.

0%

0%

0%

43.5%

56.5%
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Table 5. Engineering students’ impressions and attitudes towards ESP

1 2

I fully |1 disagree | I neither | I agree

3

4 5

I fuully

disagree agree nor agree
disagree

1. The course English I has gontrlbutefi 25% | 3.8% | 11.4% |58.2%| 24%
to my knowledge of professional English.
2. I feel more competent in expressing
my thoughts when discussing topics 1.3% 1.3% | 20.2% |60.8%|16.5%
connected to the engineering profession.
3. I feel more competent to consult
literature written in English in my 0% 1.3% 24% | 71% |16.5%
research.
4. The course English 1 will help me in 0% 13% | 21.5% |53.2%| 24%
my career.
5. Two semesters and 2 hours per
week are enough for.me to become a 6.3% 63% | 20.2% | 38% |29.1%
confident and proficient user of the
English language.
6. It is important for an engineering
professional to be proficient in General 1.3% | 2.5% | 11.4% [34.1%]50.6%
English.
7. It is important for an engineering
professional to be proficient in English 1.3% 1.3% 8.9% [26.6%| 62%
for Specific Purposes.

Table 6. Overview of the most common student responses

Faculty of

Faculty of

Institution Eneineeri Teacher Facfl Lt ‘ Total
nglneerlng E duca o aw
Number of respondents 79 58 79

12 years of learning English 34% 26% 55.7% 40%

B2 level of English 38% 67.3% 41.8% 47.2%

Most developed skl - 52% 62% 49.3% 53.7%

reading
39.3%

Least .develon_:d skill - 48% writing 43.1% spez.llfing speaking | 26% spea%(ilng

speaking/writing 43.1% writing |  44.3% | 45.3% writing
writing

Bilingual dictionary 45.5% 77.5% 70.1% 63.5%
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English proficiency is

important.

70%

89.6%

88.6%

83%

GE and ESP are not the

same.

45.5%

43.1%

82.2%

59%

'The course has contributed
to my knowledge of
professional English.

82.3%

67.3%

81%

78%

I feel more competent in
expressing my thoughts
when discussing topics
connected to my
profession.

77.2%

51.8%

49.4%

60.2%

I feel more competent to
consult literature written
in English in my research.

87.4%

79.4%

53.2%

72.7%

The course will help me in
my career.

77.2%

72.4%

90%

80.5%

It is important for
a professional to be
proficient in General

English.

85%

67.2%

88.6%

81.5%

It is important for

a professional to be
proficient in English for
Specific Purposes.

88.6%

62%

92.5%

83%

Greater emphasis should
be placed on ESP.

80%

13.8%

28%

32.5%

Communication is the
motive for learning

English.

50.5%

76%

30.4%

41%

Vocabulary/grammar has
been the most difficult
aspect of the course.

25.5%

professional
terminology

24%

grammar

62%

professional
terminology

51.8%
professional
terminology

6.5% grammar

Four semesters and 2 hours
per week are enough for
me to become a confident
and proficient user of the
English language.

67.1%

36.2%

35.4%

47.3%

English courses should be
offered in senior years of
study.

49%

91.4%

68.4%

65.5%

* combined results of “agree” and “ fully agree” responses
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Appendix 2

QUESTIONNAIRE

Year of study: Study program:

Gender: male  female
PART 1 - Previous experiences in learning the English language

1. I acquired my English language skills in the following way:
a) elementary school

b) high school

o) faculty

d) foreign language school

e) summer school abroad

f) private tutor

g) self-taught
2. How long have you been formally learning English (at school, faculty...)?

3. How do you assess your level of English language skills? Circle the appropriate answer.

In principle, the student has no knowledge of the
language in question.

BEGINNER LEVEL

The student understands basic phrases and
instructions used in specific situations. He/she can
interact in a very simple way and uses incomplete
sentences, without real grammatical content.

ELEMENTARY LEVEL (A1*)

The student masters simple sentences and can
write them, and understands expressions related
() NDABIININIEVAEBRY AP 0 arcas of immediate relevance. He/she is able
(A2%) to participate in a direct exchange of simple
information and uses vocabulary that is generally
taught in school.

The student gets the general idea of what is being
said, but usually has difficulties, except in some
specific contexts. He/she can read and write simple
texts and is able to hold a basic conversation about
topics that are familiar or of personal interest.

LOWER-INTERMEDIATE
LEVEL (A2-B1*)
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‘The student is able to understand the main ideas
LINAN YIRS AYA B0 BRI of 2 complex text. He/she can interact with a
B2*) degree of spontaneity, but often has trouble with
grammar and vocabulary.

The student understands everyday language.
Despite making some grammar and spelling
UPPER-INTERMEDIATE mistakes, he/she can write and speak fluently. He/
LEVEL (B2*) she is able to interact with native speakers without
strain. Language knowledge is sufficient to use in
professional contexts.

The student can understand almost everything,
including idiomatic expressions. He/she can
ADVANCED LEVEL (C1%*) produce complex texts and uses the language
effectively for professional, academic and social
purposes.

Usually following a long stay abroad, the student
can understand virtually everything and masters
the foreign language perfectly. Sometimes, his/
her knowledge of the language is superior to that
of a native speaker, with perhaps fewer idiomatic
expressions.

PROFICIENCY LEVEL (C2*)

4. Which of the following skills do you think you have mastered the most during
your education?

a) reading

b) listening

¢) speaking

d) writing

5. Which of the following skills do you think you have mastered the least during
your education?

a) reading

b) listening

¢) speaking

d) writing

6. Which type of dictionary do you use to look up unfamiliar English words?
a) monolingual dictionary (English explanations)

b) bilingual dictionary (English — Croatian/Croatian — English)

o) I do not use a dictionary
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7. Itis important for me to be proficient in the English language. Yes No Notsure

8. General English and English for Spe
Not sure

cific Purposes are the same thing. Yes No

PART 2 - Impressions from the course Legal English 1.* Circle the most

appropriate answer.

1 2 3 4 5

I fully |I disagree | I neither |I agree | I fully

disagree agree nor agree
disagree

1. The course Legal English I has
contributed to my knowledge of
professional English.

2. I feel more competent in expressing
my thoughts when discussing topics
connected to the legal profession.

3. I feel more competent to consult
literature written in English in my
research.

4. The Legal English course will help me in

my career.

5. Four semesters and 2 hours per week are
enough for me to become a confident and
proficient user of the English language.

6. It is important for a legal professional
to be proficient in General English.

7. It is important for a legal professional
to be proficient in English for Specific
Purposes.

* Faculty of Teacher Education: English (Early and Preschool Education) and English 1 (Teacher
Education); Faculty of Engineering: English 1.

PART 3 — Student’s opinions. Provide

your honest opinions, praise, critique, etc.

1. What is in your opinion the ideal ratio between General English and English for

Specific Purposes?

2. What is your motive for learning the

English language?
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3. What has been the most difficult aspect of Legal English?
4. Do you think courses in English should be offered in the third, fourth, and fifth

year of studies?
5. Give any other opinions, comments, suggestions, etc. m
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Percepcija sveucilisnih studenata o njihovim engleskim jezicnim
potrebama

Sazetak

U radu se istrazuju percepcije studenata o vlastitoj razini znanja engleskog jezika u
konekstu oc¢ekivanih ishoda sveucilisnih studija za nastavu engleskog jezika. Istrazivanje
je provedeno na uzorku od 216 studenata Uéiteljskog fakulteta (58), Tehnickog
fakulteta (79) te Pravnog fakulteta (79) pri Sveucilistu u Rijeci.

Cilj ovog istrazivanja, koje je provedeno u obliku upitnika “analize potreba”, bio je dobiti
uvid u stavove studenata o “op¢em engleskom jeziku” (General English) i engleskog
jezika za posebne namjene (English for Special Purposes), te saznati odgovara li trenutna
dostupnost kolegija iz engleskog jezika na njihovim studijskim programima njihovim
ocekivanjima i uo¢enim profesionalnim potrebama. Rezultati samoprocjene studenata
svih studijskih programa ukazuju na doprinos kolegija iz engleskog jezika njihovim
jezi¢nim vjeStinama ali ukazuju i na potrebu studenata za dodatnim kolegijima iz

engleskog jezika, kako iz opéeg engleskog jezika tako i engleskog jezika za posebne @

namjene na visim godinama studija, koji trenutno nisu dostupni svima.

Dobiveni rezultati su vazan doprinos raspravi o kvaliteti kolegija iz engleskog jezika

koji su trenutno dostupni na sveu¢ilisnoj razini.

Kljuéne rijeci: opéi engleski jezik, engleski jezik za posebne namjene, analiza potreba,

jezi¢ne vjestine, jezi¢na kompetencija
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Abstract

A humanistic approach to language study recognizes the necessity of learning a
language in its social and cultural contexts. One of the conspicuous shifts in the
world’s educational system was the introduction of humanism and humanistic
views into education in general and language teaching in particular. The purpose
of this study was to investigate the effects of humanistic learning techniques on
foreign language self-esteem. This research was carried out through an experimental
design with experimental and control groups. In experimental language classrooms
students were engaged in humanistic learning whereas in control groups students
were exposed to traditional lecture methods for fifteen weeks. The sample of the study
consisted of 133 college students studying in college. The data was collected through
adapted questionare made by Laine (1987). The results demonstrated that the effect
of humanistic learning on foreign language self-esteem was found to be statisticaly
significant. The participants of the experimental group had a higher academic self-

esteem than those from the control group.

Keywords: Foreign language learning; Academic self-esteem; Humanistic approach.
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1. Introduction

Humanism is defined as a philosophy of joyous service for the greater good of all
humanity in this natural world and advocating the methods of reason, science, and
democracy. Humanism concerns various aspects of human nature, and it insists that
reason should utterly recognize the emotional side of human beings although it looks

upon reason as the final arbiter of what is true and good and beautiful (Lamont,1997).

It is not an end in itself; it is the means to progress towards the pinnacle of self-

development, which Maslow terms self-actualisation.

The humanistic approach to education involves a move away from traditional behaviour
theories and practices towards a perspective that recognizes the uniqueness of each
individual’s perception, experiences and approaches to learning. The humanistic
approach to teaching and learning focuses on developing a child’s self-concept. If
the child feels good about him or herself then that is a positive start. Feeling good
about oneself would involve an understanding of one’s strengths and weaknesses,
and a belief in one’s ability to improve. It would be important for children to feel
good about themselves (high self-esteem), and to feel that they can set and achieve

appropriate goals (high self-efficacy).

The approach has a long history, having appeared in various forms from the times
of classical Athens and ancient Rome. Modern aspects have often been referred to as
child-centred and have developed from the work of key theorists Maslow (1962) and
Rogers (1959). The theories stress the importance of a holistic approach to learning
that recognises the importance of feelings and emotions. A humanist teacher’s effort
would be put into developing a child’s self-esteem. According to Slavin (2000), learners
will learn best what they want and need to know. The emphasis here is on internal
development and self-regulation. The humanist teacher is a facilitator, not a disseminator,
of knowledge. Participatory and discovery methods would be favoured instead of
traditional didacticism. Along with the child’s academic needs the humanistic teacher
is concerned with the child’s affective or emotional needs. Feeling and thinking are
very much interlinked. Feeling positive about oneself facilitates learning. According
to Bartolome (1994), teachers can also humanize instruction by permitting learners to
speak from their vantage points and acting as cultural mentors. Permitting learners to
speak from their vantage points involves creating learning context in which learners
can empower themselves throughout the strategic learning process. Along the same
line, Fines (2008) contends that establishing creative, positive, supportive learning
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environments is the starting point in valuing students; however, we must do more
than merely remove negatives if we are to place the highest priority on the humans
we are educating. Acting as cultural mentors entails introducing learners not only
to culture of the classroom, but also to the subject and discourse styles (Bartolome,

1994). In fact, as Fines (2008) maintains, a teacher is a humanizer if he or she:

1. treats students as persons having rights and personalities,
2. emphasizes the strength employed by students, and
3. helps students protect his/her identity.

On the whole, Bartolome (1994) outlines two approaches in humanizing ELT:

1. Culturally responsive instruction is an attempt to create instructional situations
where the teacher uses teaching approaches and strategies that recognize and build
on culturally different ways of learning, behaving and using in the classroom.

2. Strategic teaching refers to explicit teaching students learning strategies that enable
them to monitor their own learning consciously (e.g. teaching through graphic
organizers: graphic organizers are visual maps that represent the structure and

organization of texts).
English Language Teaching and Humanistic Approaches

One of the most remarkable movements in the realm of language teaching was the
type of language education approach that was called Humanistic language teaching
(HLT). Gattegno (1972), Curran (1972), Moskowitz (1978), and Stevick (1980) were
the prominent exponents of the approach. HLT is an approach, which views the
learner as a whole person who has physical, emotional and social features as well as

cognitive features.

The humanistic approach tends to see language learning as a process that engages
the whole person and not just the intellect. It takes into account the emotional and
spiritual needs of an individual, too. Stevick (1996) might be the most significant
figure for humanistic approach. He (1996) remarks that in a language course, success
depends less on materials, techniques and linguistic analyses, and more on what
goes on inside and between the people in the classroom. The desire on the part of
students and teachers to be the object of primacy in the world of meaningful action
is plausible. Stevick (1980) recommends that teachers take a serious attention to what

goes on inside and between their students.
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Along the same line, Arnold (2007) goes on to hold that humanistic language teaching
does not mean to substitute the cognitive for the affective, but rather to add the affective.

Stevick (1996) also criticizes that teachers should stop constant evaluating, praising
and blaming students, but should enable students to reconcile their performing self

and their critical self to provide a harmony between them.

Stevick (1990) believed that humanistic approach has the eligibility to be practiced
in English language teaching. He firmly believed in the concepts of humanism, i.e.
whole person, emotive behaviour, learner-centeredness, and rejected alienation and
learning apprehension. Therefore, he put significant contribution in advocating

humanism in ELT.

Despite all the positive points of humanistic education, some teachers resist applying
its principles in their classrooms. They think that in the humanistic approach, the
role of the teacher is diminished and this, in turn, lessens their power to manage and
control the class. Brumfit (2001) and Gadd (1998) are skeptic whether the discussed
humanistic elements make English Language Teaching successful. At the same time,
Arnold (1999) is highly optimistic when she views humanistic approaches as a privilege

for English language Teachers.

The three methods which are generally considered to reflect the philosophy of the
humanistic approach in the fullest measure, and which we used in teaching the

experimental group presented in our research, are explained below:

1. The silent way was developed by Gattengo (1972). This method is based on a
problem-solving approach to learning, whereby the students’ learning becomes
autonomous and co-operative. The teacher remains as silent as possible when the
learners are engaged in learning, but the still remains the firm controller of the
class. The scope is to help students select the appropriate phrases and know how
to control them, with good intonation and rhythm. Patterns contain vocabulary,
and coloured guides for pronunciation are used to assist the teacher in guiding

the students’ understanding while saying the least amount possible.

2. Suggestopedia is established by Lozanov (1979). He used a suggestion as an
anxiety-reducing and barrier-removing tool. The scope is to supply an atmosphere
of relaxation where understanding is purely accidental and subliminal. Using large

quantities of linguistic material introduces the idea that language understanding
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is easy and natural. Classes include fine arts as an integral part of the lesson.

3. Community Language Learning was developed by Curran (1972), who wanted
learning to take place in an anxiety-free atmosphere. He proposed that the
teachers take an unobtrusive role and just aid the learners to learn the language.
The learners form a community, and they help each other to learn the target

language through active interaction.

As teachers, we have enormous power in the classroom, but we must strive to use it to
create a climate in which students are neither so intimidated that they never challenge
us, nor become so infuriated that they revolt. The way we design our courses and
interact with students regulates this power relationship and determines the outcome
(Ginott, 1976). In fact, in humanism, language and peace are integrated as two
juxtaposed concepts (Gomes de Matos, 2006). In this regard, the way the teacher
designs his/her courses and interacts with students regulates this power relationship

and determines the outcome.

According to Stevick (1990), the requirements of a humanistic language teaching and

the roles of teachers are as follows:

-a firm command of the language being taught and a good grasp of language learning
theories. The teachers should realise the importance of change, which is implicit in
all learning;
- a proper training in language teaching methodology and a proper understanding of
teacher’s emotional intelligence;
- a realistic understanding of learner’s language needs and cognitive and affective

requirements.

The humanistic teachers need to be aware of what motivates their students. He/she
will be aware of the individual learners’ developmental readiness, which will determine
when and how to teach each student something. Above all, the successful humanistic
teacher will probably be a pragmatist, allowing a combination of language learning
theories and their own experience to interact with each other to produce effective

language lessons.

The emphasis in education should be transferred from actual teaching to learning.
Teaching is not the transmission of information - it’s the facilitation that is both

stimulating and facilitating the process of meaningful learning,
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Self-esteem

Nowdays the role of affective variables and the necessity of focusing on the emotional

states of learners are readily acknowledged by the language teaching,.

When considering the learner’s self-esteem, it is necessary to recognize that how
learners feel about themselves and about language learning is likely to be different at
different points in the language learning process (Horwitz and Young, 1991). A broad
understanding of affect in language learning is important for at least two reasons.
First, attention to affective aspects can lead to more effective language learning. When
dealing with the affective side of language learners, attention needs to be given both
to how we can overcome problems created by negative emotions and to how we can
create and use more positive, facilitative emotions. Second, stimulating the different
positive emotional factors, such as self-esteem, empathy or motivation, can greatly
facilitate the language learning process (Arnold, 2007).

What is self-esteem?

Self-esteem has to do with the inevitable evaluations one makes about one’s own
worth. It is a basic requirement for successful cognitive and affective activity. We
derive our notions of self-esteem from our inner experience and our relationship with
the external world.

There are a lot of definitions of self-esteem. Self esteem can be defined as a form of
self-acceptance, personal appreciation and subjective respect of one’s own (Lane et
al., 2004).

Branden (2001) describes self-esteem as the disposition to experience oneself as being
competent to cope with the basic challenges of life and of being worthy of happiness.
Rosenberg (1965) defines self-esteem as the negative and positive attitude of the individual
to oneself. According to him, self-esteem arises in the result of self-evaluation of the
individual. The judgment attained as a consequence of self-evaluation is indicative
for the level of self-esteem. Self-esteem is the judgment of worthiness related to the
concept of self. One's self -esteem would be academic success divided by how well one
thinks he/she ought to be doing. To increase the sum total of one's self -esteem, one
needs to boost successes or diminish expectations for achievements. This continues
to influence the understanding of self-esteem (Orth, 2010). Self-esteem represents the
individual’s feelings such as self-acceptance, personal appreciation, overall acceptance

of the personality and self-love (Adams and Gullota, 1989).
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However, because self-esteem is a complex construct, a short definition cannot
possibly grasp the whole concept and phenomenological process. Basically, self-esteem
is a psychological and social phenomenon in which an individual evaluates his/her
competence and own self according to some values, which may result in different
emotional states, and which becomes developmentally stable, but is still open to
variation depending on the person.

Self-esteem has multi-dimensions which are:

1. global self-esteem which means general assessment a person makes of one’s self;

2. situational self-esteem which means a specific situation such as foreign language
context, and

3. task self-esteem that implies a particular task within a situation e.g. writing or
speaking in an EFL context (Brown, 2000).

Extensive research indicates conclusively that the cognitive aspects of learning are
fostered in an atmosphere in which all dimensions of self-esteem are promoted (Waltz
and Bleuer, 1992).

Teachers can build on this phenomenon with students of any age. Canfield and
Wells (1994) suggest that the most important thing a teacher can do to help students
emotionally and intellectually is to create an environment of mutual support and care.

The crucial thing is the safety and encouragement students’ sense in the classroom.
Self-esteem and the language classroom

In school, students are constantly evaluating their competence in classroom tasks and
performances. Accordingly, self-efficacy, which is the perception people have about
their competence, is fostered mainly in schools (Bandura 1997).

Researchers in communication studies, an area very relevant for language teaching,
affirm that the perceptions one has of the self significantly affect attitudes, behaviours,
evaluations, and cognitive processes. Therefore, the concept an individual has of the
self has played an important role in the classroom (McCroskey, 1977).

Many researchers refer to the importance of affect in the language classroom.

Some studies (Gardner and Lambert, 1972) found that self-esteem is a very important
factor in second/foreign language success. It is a requisite for successful language
learning. Therefore, if students lack the confidence in their abilities and feel unable to
do certain tasks, they will not be able to learn a second/foreign language successfully.

Students with low self-esteem have negative attitudes such as worthlessness and
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uselessness about themselves; therefore they do not focus on learning (Stevick, 1990;
Brown, 2000).

Language learning is an anxiety-provoking experience for many students (Muchnick
and Wolfe, 1982; Horwitz et al. 1986; Kosti¢-Bobanovi¢, 2009; Maclntyre and
Gardner, 1991; Arnold, 1999). As Horwitz et al. (1986:128) note, the importance of
the disparity between the true self as known to the language learner and the more
limited self as can be presented at any given moment in the foreign language would
seem to distinguish foreign language anxiety from other academic anxieties such
as those associated with mathematics or science. Probably no other field of study
implicates self-esteem and self-expression to the degree that language study does.

A number of studies found that self-esteem affects academic performance in English
among English as foreign language students positively (Marsh, 1990; Kurtz-Costes
and Schneider, 1994; Chapman and Tunmer, 1997; Marsh et al., 1988; Choi, 2005;
De Fraine, Van Damme and Ongheda, 2007; Liu, 2008). On the other hand, some
studies showed that it is the English achievement that positively affects English
self-esteem (Marsh, Kong and Hau, 2000). Helmke and Van Aken (1995) suggest
that, although there is no agreement about the direction of causal ordering between
academic self-esteem and academic achievement, one thing is certain - academic self-
esteem is formed at least in part as a result of prior academic achievement and support.
Cantfield and Wells (1994) stated that self-esteem is correlated with previous experience
of language learning. The authors conclude that the students who had a good deal
of success in the past will be likely to risk success again; if they should fail, their
self-concept can afford it. Students with a history predominated by failures will be
reluctant to risk failure again. Their depleted self-concept cannot afford it.

There are many enemies of self-esteem in the classroom. Hoffman et al. (2005)
discusses some of them: labelling, criticism, sarcasm, put-downs, comparisons, and
evaluating the person rather than the behaviour. If these are not avoided, learners’
self-concept will not be protected in the classroom.

Generally speaking, self-esteem is one of the central drives in human beings. When
the level of self-esteem is low, the psychological homeostasis is unbalanced, creating
insecurity, fear, social distance and other negative situations.

In the context of language learning low self-esteem can have serious consequences.
Students may avoid taking the necessary risks to acquire communicative competence
in the target language; they may feel deeply insecure and even drop out of the class.
Taking these effects into consideration, in the language classroom it is important to
be concerned about learners’ self-esteem.

According to Reasoner (1992) applications of a self-esteem model, which comprises

security, identity, belonging, purpose and competence as the main components of
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self-esteem, should be pre-planned in the teaching units and integrated within the
foreign language curriculum. Teachers themselves need to be aware of their own
self-esteem, to understand what self-esteem is, what the sources and components are,

and how applications can be implemented in the language classroom.

The aim of the study
The aim of this study was to find out the effects of humanistic approach on foreign
language self-esteem across control and experiment group students.
The two major research questions of the present study are:
1. What is the level of academic self-esteem among English as a foreign language
students who participated in our research?
2. Do the humanistic learning techniques lead to a statistically significant difference

in the control and experiment group students’ foreign language self-esteem?
2. Method

The purpose of this study was to investigate the effects of humanistic learning techniques
on foreign language self-esteem. In order to apply active learning techniques successfully,
teaching the academic staff was a must. So, all the teaching staff participating in this
study attended three workshops.

Humanistic learning training programme comprised the theoretical background,
discussion of theory and practice teaching sessions followed by discussions.

It is expected that this study would enable the educational administrators to compare
the present and proposed educational practices in the light of valid research data.
In this research, pretest-posttest experimental design with the control group was
employed. Language teaching based on the humanistic learning techniques was used
in the experimental group whereas traditional language teaching methods were used in
the control group. Following the pre-test administration of foreign language academic
self-esteem scale, humanistic learning techniques were applied to the experimental
group for fifteen weeks while the control groups got traditional English language
teaching methods. At the end of the experiment, the same foreign language academic

self-esteem scale was administrated as post-tests.

2.1. Participants
The subjects were 133 students enrolled in EFL courses at the Juraj Dobrila University
of Pula. All the subjects were freshmen: 76 males and 57 females ranging in age from
18 to 20. All of them majored in information and communication technology. The

average age of the students was 19. One group (n=65) formed the experimental groups,
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and the other one (n=68) formed the control group. Their language levels in English
were all intermediate. All the classes met twice per week and lasted 90 minutes.

2.2. Instruments
Participants’ foreign language academic self-esteem scores were measured by a
modified version of Laine’s questionnaire (1987). It consisted of five parts related to
the student’s actual self-image, to the student’s satisfaction with the success in learning
the English language, the social image of self-esteem through the eyes of teachers and
other students and intention to achieve a certain grade. The questionnaire comprising
Likert Scale Type of questions with five points from 1 to 5, where 1 represented weak

self-esteem and 5 strong self-esteem.
3. Data analysis

After sorting out the invalid questionnaires, data were coded, computed, and analyzed
using the Statistical Package for Social Sciences (SPSS). Descriptive statistics (means
and standard deviations) were used to describe the study sample. Comparison of means
was done using t-test. The level of significance selected for this study was p< 0.05 level.

4, Results and discussion.

To investigate academic self-esteem among English as foreign language students a

Croatian translation of the adapted version of Laine’s questionnaire (1987) was used.

The total number of participants of the study was 133. The results of the questionnare
can be seen in the table 1.
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Table 1: Real and social components of self-esteem (Whole group N=133)

Self-esteem Level of agreement Percentage
bad 10,7%
My English level is average 51,2%
good 38,1%
dissatisfied 9,5%
[ am with my English grade quite satisfied 61,9%
completely satisfied 28,6%
bad 13,1%
E/gg ltieS:;;:her thinks thatIam _ in — 50,0%
good 36,9%
bad 7,1%
ll;/fl}:g lcilsa;fsmates thinklam __ in average 48.8%
good 44,0%
grade 2 9,5%
This year I would like to achieve grade 3 39,3%
in English grade 4 29,8%
grade 5 20,2%

Analysing the results presented in the above table we may conclude that our respondents
have rather good self-esteem. Most of them (51.2 %) believed that their English
level was average and 61.9 % were quite satisfied with their English language grade.

As for the social component of self-concept, it is interesting that 50.0 % of respondents
considered that their teachers thought their English level was average. A high
percentage of respondents (48.8 %) believe that their classmates also perceived their

English level as average.

Respondents participating in our research presented high aspirations for their final
grade. Although most of them felt that their knowledge of English was average, 50.0%

intended to acquire a very good or excellent grade.

Based on the research of self-esteem, we may conclude that, although respondents
have a satisfactory image of themselves, they want to achieve more, which means
that their motivation for learning English is high. Means and standard deviations of

students” percieved self-esteem are shown in the Table 2.
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Table 2: Means and standard deviations, descriptive statistics (Whole group)

Academic self-esteem N M SD

Students’ self perception of English ability 133 2,28 0,66
m Student’s opinion of their English grade 133 2,18 0,58

Teachers’ perception of student’s

. 133 2,25 0,68
achievement
Cla§smates perception of student’s 133 2.36 0.61
achievement
Aspiration level about the sudent’s final 133 2,65 0.96
grade
Total 133 2,34 0,69

The minimum score on the questionnaire was 5, and the maximum 22. The reliability
coefficient of the questionnaire (Cronbach Alpha) is 0.78.

Analyzing the results presented in Table 2 it may be concluded that the total mean
® score is medium (2.34) meaning that the respondents’ perceived self-esteem is average.
The highest score was achieved on the Aspiration for the sudent’s final grade (2.65)
and the lowest on Student’s opinion of their English grade (2.18). From this it may be
concluded that the respondents are not satisfied with their present English grade and

in the future they would like to achieve a higer one.

We wanted to investigate whether there are differences in the studens” academic self-
esteem between the experimental and control groups in the first measurement, i.e.
before applying humanistic learning techniques, and in the second measurement, i.e.

after applying them. The significance of differences was checked with t-tests.
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Table 3: Comparison of academic self-esteem between the experimental and control
groups before applying humanistic methods of learning

Students N M SD t p

Self-esteem

I 65 | 11,74 |1,86
68 | 11,31 |2,48

0,87 | 0,35

According to the data presented in Table 3 it is clear that there are no statistically
significant differences in the academic self-esteem between the experimental and control
groups before applying the humanistic methods of learning (t (0.87= 0.35 p > 0.05).

Table 4: Comparison of academic self-esteem between the experimental and control
groups after applying humanistic methods of learning

Students N M SD t P

Self-esteem

18 65 | 12,26 |2,57
68 | 11,12 (2,46

2,04 | 0,02

The results show that after applying the humanistic methods of learning there
were statistically significant differences in the academic self-esteem between the
experimental and control group. The participants of the experimental group had a
higher academic self-esteem than those from the control group (t (2.04= 0.02 p > 0.05).
These conclusions are based on the computed t-test of the differences between both
groups (2 — tailed significance levels) shown in Table 4. The results were found to
be very effective and also enhanced the spirit of motivation in teaching and learning
a language skill humanistically.

These results do match with the findings presented in the study made by Zisk (1998).
The author examined the effects of cooperative learning on 10th graders’ academic
self-concept, pointed out the fact that experiment group students engaged in the
cooperative learning techniques acquired statistically significant higher scores of
self-concept than the traditional lecture group, i.e. control group students. In other
words, cooperative learning practices created a positive effect on the experiment

group students.

Similary, Aspy and Roebuck (1969), applaying Carl Roger’s person-centered concept of




Moira Kosti¢-Bobanovi¢, Jelena Mandic¢

education, have proved efficiency in the English language teaching at the University.
Taking into account the results achieved, the authors can state that it is necessary for
the teacher to focus on the students’ inner world, as well as their reflections appearing
in the processing and understanding of the information received. In addition, students
whose teachers are facilitators are less prone to absenteeism, exhibit higher self-esteem

and demonstrate higher academic achievement.

Matukhin’s et al. (2014) survey showed that successful teaching of a foreign language
to engineering students and formation of the student’s personality depend on both
external and internal factors. Learner-centered approach in teaching of foreign language
is particularly characterized by the functional pedagogical activity of the educator to
optimize the teaching process which among other includes encouragement of students’
self-esteem and self-worth development. As cited in Wang (2004), within humanistic
classrooms, the students’ multiple perspectives are valued and their errors are admitted.
Some of the cooperative activities, such as pair-work or group-work are good examples
of this point, since in such activities, the students can best convey their ideas and
the anxiety is much lower. The author pointed out that slowest students and the best
ones should be denied being in the same group, since the slowest students can benefit
nothing from such group except that their self-esteem diminishes. Grouped with
an excellent partner, the only thing they can do is to keep silent (Wang, 2004:59).

In the language classroom attention to self-esteem can help to direct learner energy
which has been diverted from the learning task and focused on non-productive identity

beliefs back to a state which is productive for acquisition.
5. Conclusion

Humanistic language teachers need to have a thorough grasp of both how people learn
and what motivates them to learn. They need to shed the old image of the teacher
being the fount of wisdom and replace it with the teacher as facilitator. So in language
teaching, teachers should always bear the affective factors in their minds and put
students in the first place. Then they may achieve the success in language teaching.
While examining the findings of the research, it was seen that humanistic approaches

to learning positively affect a student’s self esteem.

Since the current study’s findings showed that the difference between the experiment
and control groups is found to be statistically significant, it is concluded that humanistic
learning had a substantial effect on the experiment group students’ academic self-esteem.

Arguably, one of the challenges of education today is to provide more ways to educate
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all aspects of the student, including greater attention to the affective aspects as well
as the cognitive ones.
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Studentski akademski pojam o sebi i humanisticki pristupi

Sazetak

Humanisticki pristup ucenju jezika prepoznaje nuznost ucenja jezika u drustvenim i
kulturnim jezi¢nim kontekstima. Jedan od uodljivih pomaka u obrazovnom sustavu
svijeta bio je uvodenje humanizma i humanistickih u obrazovanje opéenito, a posebice
u ucenju jezika. Cilj ovog rada bio je istraziti u¢inke humanistickih tehnika u¢enja na
samopouzdanje u sluzenju stranim jezikom. Ovo istrazivanje provedeno je u obliku
eksperimentalnog projekta s eksperimentalnom i kontrolnom skupinom. U petnaeset
tjedana predavanja, studenti u eksperimentalnoj skupini poucavani su stranom jeziku
uz humanisti¢ki pristup ucenju, dok su studenti u kontrolnoj skupini bili izlozeni
tradicionalnim metodama uéenja. Uzorak studije sastojao se od 133 studenta koji su
pohadali fakultet. Podaci su prikupljeni prilagodenim upitnikom koji je izradio Laine
(1987). Rezultati su pokazali statisitcki znacajan u¢inak humanisti¢kog pristupa ucenju
na samopouzdanje u sluzenju stranim jezikom. Sudionici iz eksperimentalne skupine

imali su vi$u razinu akademskog samopouzdanja od sudionika iz kontrolne skupine.

Kljucne rijeci: u¢enje stranih jezika; akademsko samopuzdanje; humanisticki pristup
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Abstract

Studying journalistic abilities in the field of journalism education is important
because they are a prerequisite for the acquisition of journalistic competencies. The
paper inspects the distribution of the journalistic abilities in Croatian academic study
programs for journalists starting from the definition of it as a potential reactive system
that develops the journalist’s natural tendency to practice journalism in academic
and media institutions. While communication studies researchers have traditionally
explored them from the perspective of journalistic occupation, this article studies them
from the new educational, holistic approach, which, as the final learning outcome,
anticipates a socially active whole human being. Content analysis of the pedagogical
documentation, the usual method of the communication and pedagogic research,
found a discrepancy of journalistic abilities; while focusing on the mental (mostly

logical-mathematical) they disregard intrapersonal and physical ones.

Keywords: Journalism education, Journalistic abilities, Holistic education, Pedagogical
documentation content analysis, Syllabus
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Introduction

Journalism education is one of the communicology’s research subjects (Kunczik and
Zipfel, 2006) and this study uses its interdisciplinary nature. The knowledge of pedagogy
(Previsi¢ 2007), didactics (Poljak, 1984; Jelavi¢, 2003; Bognar and Matijevi¢, 2002 and
Cindri¢ et al. 2010), work pedagogy (Petricevi¢, 1998 and Milisa, 1999), personality
psychology (Fulgosi 1997), work psychology (Petz, 1987) and educational psychology
(Grgin, 2004) have set up the theoretical basis of universal human abilities, abilities in
the learning process, as well as the specific abilities required for certain occupations
and the acquisition of competencies. These are, therefore, a logical scientific ground

for both theoretical and empirical journalism education research domains.
Journalistic ability as a concept

Numerous and extensive research of previous communication science works discloses
that the term journalistic ability is often used in scholarly discussions and regularly
described in the context of journalistic competencies. The fact is that its meaning is
commonly implied, often mixed with other terms such as skills or competencies, or
connected to different connotations and scopes (Vuki¢, 2014). Therefore, general
determinations of the human abilities concept served for its application to a specific

domain of journalism.

When reflecting about the position and the value of journalistic abilities in journalists’

overall qualification, there are at least two arguments supporting the thesis that it
could be seen as one of the fundamental terms of journalism education and the
journalistic occupation (Vuki¢, 2014).

First, psychology has long ago scientifically confirmed that individuals do not acquire
the ability, as opposed to knowledge and skills, but develop it by learning under
the influence of natural and social environments, primarily systemic ones such as
schools, university studies and other forms of education. So do future journalists.
Abilities develop in the human nervous system and its ‘anatomic-physiological
characteristics’ vary the level of development of individual skills (Jelavi¢, 2003, 18).
Thus, the conversion degree of genetic basis in the ability depends on the stimulus
conditions. Hence, Jelavi¢ prescribes ‘learning in freedom’ as the recipe for raising
the potential of individual actualization (Jelavi¢, 2003, 19). Understanding the ability
as “the underlying individual characteristics” (...) “based on inherited dispositions
and under the influence of the natural and social environment within which the
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individual develops” and “that determines the level of success in various activities”
by repeating them, it is easy to mark it as “a prerequisite for the realization of an
activity” (Sverko, 2005, 458).

Similarly, according to the psychological definition of the term at the Croatian Language
Portal, ability is “the potential reactive system for the provision of a certain activity
which develops the innate predispositions under the influence of the environment.”[1].
Predispositions are primarily improved during education, and people differ according
to their nervous system attributes, anatomic-physiological and functional characteristics,
not according to their abilities. Therefore, from the genetic, organic, physiological
and instinctively determined predisposition to ability “there is the entire development
path of a personality” (Rubinstein, 1940 in Kadum, 2006, 96).

Secondly, the prerequisites needed to work in journalism in the context of the study of
journalism education, but also the journalistic profession and work, have so far been
defined in many ways. One of them are necessary abilities. Mass communication,
journalism theoreticians and communicologists, as well as the experts’ interest to
define the necessary preconditions for exercising journalism, have grown parallel
to journalism development. However, neither communication nor psychology has
yet given a definite answer to the question about abilities necessary for a successful
journalistic work and the way they develop (Vuki¢, 2014). The lists vary through
countries, for particular historical periods and regarding the socio-economic and
political environment, as well as technical evolution. There are also different initiatives
supporting the development of journalism education referring to the necessary
journalistic abilities - Miinchen, 1971; UNESCO, 1983; Tartu, 2006; Singapore
2007; UNESCO, 2007 and Varna, 2009 (Vuki¢, 2014).

Until 2014, when the first general definition of the term was proposed (Vuki¢, 2014),
in the theory of journalism, scientific and professional articles that empirically explore
journalism education, profession, and journalists in general, as well as in everyday
dialogues on the journalistic or media praxis, the term journalistic ability was used
as if the meaning was widely shared and understandable. It mostly referred to either
‘what’ the journalist should rule to carry out journalistic work or to the various
descriptions of journalistic tasks which establish the requirements for their abilities.

Although a long-term lack of definition can be partly supported by the fact that
communication science is young, theoretical and practical ideas about journalistic
abilities still differ, even though it is a dilemma almost as old as journalism itself.
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It was until recently, however, not only the feature of journalism as an academic
discipline, but a vague definition of specific abilities or their absence inherent also to
other older scientific disciplines, such as linguistics (Jelaska, 2005) and mathematics
(Kadum, 20006).

Detecting the vital theoretical research problem about journalistic abilities as that of
attempting to define the term results from the journalism perspective; a proposition
of an opposite approach - from a journalist’s viewpoint - was presented. Thus, relying
on the pedagogical and psychological theoretical knowledge about human abilities,
the first constitutional scientific definition of the concept determines it as a:

(...) potential reactive system that develops the journalist’s natural aptitude for the
practice of journalism under the influence of two specific environments: academic

(systemic) and media institutions (Vuki¢, 2014, 72).

Theoretical backgrounds for determining universal categories of
journalistic abilities

The paper, therefore, does not start from the definition of journalism as an occupation,
and a journalist as a human being that exclusively performs journalism, but rather
from the idea of one becoming a whole, complete entity, before starting to work in
journalism and developing during the journalistic career (Vuki¢, 2014). Hence, for its
purpose the author relies to the answer of the humanistic-holistic question defining
the criteria for the list of journalistic abilities: Which are the useful traits, in this case
- abilities, that journalists should develop during the academic education to become
whole ‘human-journalists’? (Vuki¢ Stjelja, 2009). It was not, however, an easy mission.

As part of different systems of journalism education, abilities are differently encouraged
and developed, relying on the individual perception of journalism which these

institutions have, their preference of certain social roles, functions and tasks.

In attempting to define the universal categories of journalistic abilities, sources were
used in which they were specifically outlined (Vuki¢, 2014). These two reference
sources, connected to journalistic democratic views, the UNESCO Model Curricula
for Journalism Education and Eve Nowak’s journalistic qualification frame, were
proposed as a theoretical framework for the operationalization of socio-humanistic
abilities important to journalists. Furthermore, holistic education fundamentals and the

psychological and pedagogical body of knowledge was the basis for applying universal
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human abilities categories to the one needed by the academically educated journalist.

With the aim of offering a unique list of journalistic skills and competencies, regardless

of the circumstances, in 2002 UNESCO first tried to unify the curricula of journalism,
advertising, publishing, public relations and film at African universities. This attempt
was barely ‘culturally relevant’ due to Western Europe and North American values and
resources (Freedman and Shafer, 2008, 9). UNESCO again presented the attitude
of the necessity for a unique set of abilities and competencies in 2007 in a Model
Curricula for Journalism Education. Scientists and experts discussed on the Model
twice during 2012 in the United States and Turkey.

According to Banda (2013) there were positive, negative and neutral opinions and
experiences applying the Model. Many panelists questioned its universality. Freeman
and Shafer’s negative criticism qualified the Model as ‘unrealistic’ (Freedman and
Shafer, 2008, 4). They warned that western standards, values, norms and pedagogies
could not be imposed to third world countries and those in transition due to the
non-existing protection of journalists, the bond market economy, lack of quality
personnel, economic resources and technological inferiority (Freedman and Shafer,
2008). Banda (2013, 10) describes it as a ‘static’ approach to development, emphasizing
it was an international programme comprising many sociocultural perspectives during
the designation of curriculums. He suggests that interested journalism education
institutions can perceive the Model as an ‘abstraction’ or a template for adjustment
and application in national contexts. The fact that by 2013 seventy institutions
around the world adopted this model partially, as a whole or only reflecting its ideas
of democratic practices through their journalism education models and programmes,
supports the Model (Banda, 2013).

Regardless of the criticism, this Model can be an excellent guideline for systematizing
current ability categories needed by today’s journalist in a democratic context and
the author of this paper used it for the creation of a methodology instrument. The
Model consists of three groups of competencies: professional standards, journalism
and society and knowledge (UNESCO, 2007, 30). The two latter thematic blocks
exclusively relate to the acquisition of knowledge, and that is why they are not taken
into consideration. Competencies prescribed by professional standards are those that
arise from the description of journalistic work and they mainly consist of abilities
even though they are presented mostly as skills.

Professional standards categorize diverse sets of skills, which manifest in: research skills,
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observation skills, writing and tool using skills and the one connected to journalistic

ethics and workplace (UNESCO, 2007, 31-33).

According to the Model, research abilities are critical, individual and creative thinking,
deep questioning, creating interdisciplinary connections and comparing perspectives
interpretations and theories, judging news and thoughtful understanding of what makes
it ‘a good” and publishable story, collecting, understanding and selecting information
through variable research methods and sources with the help of computers, using
the network, records and documents, effective reading and recognizing news stories,
compressing, paraphrasing and correcting citations, choosing sources and getting
to them by various communication channels and mediums, structuring interviews,

asking and answering questions, correcting scripts and using techniques of checking

and confirming information (UNESCO 2007, 30-32).

Observation skills imply observation and memory abilities, keeping them observers

overcoming the temptation to become participants of the story which they, as

journalists, inform us about (UNESCO 2007, 31).

Writing skills are all those associated with the direct creation of the journalistic
product - text, broadcast stories, photographs, images, reports, and else, such as:
applying correctness, clearness, fairness, accurateness and engagement in all forms of
journalism primarily thinking about the subject and the audience, always explaining
the source of information by quoting or paraphrasing, recognizing text composition,
marking the story focus, structuring a clear and true story for narrative purposes,
styling management of journalistic discourse, showing, not telling, in an active voice,
for those working in the electronic media to work and write with the voice, sound and
image, introducing recorded parts and standups fluently speaking to the audience
by using colloquial language (UNESCO 2007, 32).

100l using skills include editing, designing and producing content for all media types:
conforming to the news and media convergence and technological development,
precise typing, accurate and reliable assessment and authentication of information
found on the Web, working with the tools of journalism in all media, specifically
changing styles and methods through different media by mastering the abilities
for one in particular, ability to use Mac and Windows environments, all types of
computers, text and images processing, creating a simple database and all related
technical competencies, different for each media type (UNESCO 2007, 32-33).
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Understanding journalistic ethics means raising awareness of ethical issues, choices
and decisions in their work from a professional or any other code, finding grounds
for resolving ethical dilemmas in the journalists’ personal morality and philosophy,
understanding their rights and obligations in the context of the democratic journalism
role and from the need to do an accurate, fair and balanced job of reporting and

writing (UNESCO 2007, 33).

Lastly, workplace competencies are those relating to the abilities associated with the
performance of this specific work as a part of an organization including working within
time limits, either independently or in a team, in an organization or individually as

a freelancer (UNESCO 2007, 33).

Nowak (2009) sets the standards of journalistic competencies in a democratic society
as a contribution to journalistic professionalization reflected through press freedom and
pluralism. Besides competencies, ‘willingness’ and ‘the possibility to act’, ‘journalistic
action requires ability’, she highlights. Seeing it as a part of the journalist’s ‘production’
skills and knowledge as well as ‘reflection’ section as professional competencies (Nowak,
2009, 95), she identifies the ability with competency as ‘inborn ability’ opposed to
performance as ‘learnt ability’ (Nowak, 2009, 99). Although Nowak offers the most
comprehensive model of journalistic competencies, this is also a continuation of the
traditional idea, which sees only one purpose of journalistic competencies: acting in

professional journalism.

The third theoretical tool in determining journalistic abilities list are holistic aspects,
principles and learning types, known as ‘the four pillars of learning’ (Mahmoudi
et al., 2012, 181). The holistic theory of education is extremely productive. The
development of holism as an idea begun with the evolutionary theory (Smuts, 1927)
and the holistic paradigm relies on the scientific heritage that confirms the development
interdependence between theory, research and practice (Education 2000, 1990) such
as “philosophy, pedagogy, psychology and theology” (Forbes and Martin, 2004, 4).

Holistic education, including a large number of teaching praxis, has developed from
the need for comprehensive human experience (Forbes and Martin, 2004, 4 according
to Forbes, 1999 and 2003). The fundamental differences between the mechanistic and
holistic educational perspective (Nava, 2001 in Miller, 2005) sets on the definition of
holism as opposed to reductionism, atomism, positivism and the current mechanistic
education (Schreiner et al., 2005). Standardizing and testing, which encourage

students to competitiveness and the ability to work on the job, has the leading role
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in traditional education. In contrast, a holistic education stands for the education of
the whole student’s personality (Mahmoudi et al. 2012 according to Miller, 2007).

The heart of holistic education is in the following relationships: ‘linear thinking and
intuition’, ‘mind and body’, ‘different knowledge domains’, ‘individuals and the
community’, ‘toward the Earth and our soul’ (Miller, 2007). The holistic practices
develop student’s abilities through the four pillars of learning — ‘learning to learn’,
‘learning to do’, ‘learning to live together’ and ‘learning to be’ (Mahmoudi et al., 2012,
181-182 according to Nava, 2001; Schreiner, 2005 and UNESCO, 1996). Applying
holistic principles is also a praxis of: ‘educating for human development’, ‘honoring
students as individuals’, ‘the central role of experience’, ‘holistic education’, ‘new role
of educators’, ‘freedom of choice’, ‘educating for participatory democracy’, ‘educating
for global citizenship’, ‘educating for Earth literacy’ and ‘spirituality and education’
(Education 2000, 1990).

The holistic idea of theorizing and practicing journalism is not new. Esser (1998)
highlights that Germany is the only country where it is systematically understood
in theory (Weischenberg, 1995 and 1998; Scholl and Weischenberg, 1998 and 1999
and Pérksen and Scholl, 2011) and is practically implemented into the mass media
routine. Other theoreticians around the world differently reflect their holistic ideas:
journalism occupation as an application of communication theory (Skinner et. al.
2001), holistic approach to investigative journalism (Bacon, 1998, 2006 and 2012), a
holistic view of journalism education in the context of journalistic multi-skills using
new media in journalism (Bardoel and Deuze, 2001 according to Bierkoff, 1999)
and so on.

As the analysis was performed regarding journalism education in the Croatian
system, the National Classification of Occupations (2010) is key for the context
comprehension. That is, except for the Croatian Qualifications Framework (2014),
the only document based on which one can speak about journalism as a profession
since the professional journalistic standards are still missing. The nomenclature of
the Croatian National Classification of Occupations from 1998 is lined up with the
international standards of 2010. It defines the term occupation as

“(...) aset of jobs and tasks which are with its content and type organizationally and
technologically so related and interconnected to be performed by one person who has
adequate knowledge, skills and abilities.” (Narodne novine, n. 111/98).
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Journalists are classified into the category 2451 with writers and related professions.
Therefore, the definition of the journalistic work is within the definition of the entire

category:

“Writers, journalists and employees of related professions write works for publication
and presentation, assess the value of artistic creation, literary and other works of art
and write and edit news stories and comments.” (Narodne novine, n. 111/98).

Similarly, a systematic part of the occupation classification includes the elements that
unite all these jobs. For the journalist’s job, hence, that means:

(...) writing (...) texts and preparing (...) radio and television programmes, rating values
and writing literary, musical and other works of art criticism and artistic performances,
collecting, reporting and commenting on news and events for publication in newspapers
or on the radio and television, interviewing politicians and other public figures at
press conferences and other occasions, including individual interviews recorded for
the radio or television, writing editorials (...) and other publication materials for

newspapers and periodicals, as well as related activities (Narodne novine, n. 111/98).

Even though Croatian journalism is registered as an occupation, the Croatian Database
of Regulated Professions lists 68 occupational groups, but not journalism (none in

the mass media domain), so proving that it is still not a profession [2].

Finally, the general psychological and pedagogical human abilities allocation fit specific
different activities of the journalistic work. According to their division (Sverko, 2005
and Jelavi¢, 2003) and following the idea of journalists as whole human beings, the
next general abilities are necessary: mental, sensory, psychomotor and physical. Besides,
it is vital for adding creativity to the general ability list, regarding its meaning in

journalism production.

The mental abilities are intellectual ones and are essential for carrying out the
journalistic work. This paper uses the Howard Gardner’s Multiple intelligence theory
and his Theory of five minds to cover all necessary abilities. In 1983, he proved the
limitations of a single concept of cognitive intelligence that makes it inapplicable to
the language or logical abilities testing (Gardner, 2006). Individuals, in fact, differ
by type of intelligence, and their (in) activation has profound implications in school
and at work. Gardner sees intelligence as a widespread use of the mind that can be

cultivated in schools, within the profession and/or the workplace. Therefore, he brings




Tijana Vuki¢

a theory in which he indicates that the individual has different, relatively autonomous,
cognitive abilities determined as the existence of various types of intelligence. Those
are the linguistic, logical-mathematical, musical, bodily-kinesthetic, spatial, interpersonal,

intrapersonal and naturalistic intelligence [3].

Linguistic intelligence means sensitivity and the ability to learn a language and
the capacity for its purposeful use. Logical-mathematical intelligence indicates the
capacity for logical analysis of problems, the treatment of mathematical operations
and the performance of scientific research. Musical intelligence denotes the ability
to perform, compose and understand music samples. Bodily-kinesthetic intelligence
comprises physical abilities and skills to solve problems or create products. Spatial
intelligence is the potential to identify and manipulate patterns of open and limited
space. Interpersonal intelligence is the capacity to understand the intentions, motivations
and desires of others and effectively work with them. Intrapersonal intelligence implies
the ability to understand oneself, including one’s desires, fears, and abilities to use this
knowledge. The last, naturalistic intelligence denotes the ability to identify the parts
or members of the species, species differentiation and marking relationships among
them, as well as the ability to categorize produced objects (Gardner, 2006). Gardner
proved the existence of naturalistic intelligence in 1999 after reviewing his theory,

but he did not succeed to prove spiritual and existential intelligence (Schreiner, 2005).

Psychologist Daniel Goleman, whose area of research is emotional intelligence, goes
further and considers competencies of self-awareness, self-discipline, perseverance and
empathy more important than mental ones. He also claims that business performance
based on emotional competencies is higher than the one based on intellectual or

technical skills (Goleman, 1997).

Self-awareness is the content of spirituality, and the holistic perspective of spirituality
is easily applicable to the secular social systems (Hay and Nye, 2006), which includes
the system of journalism education itself. In fact, education in the spirit of holism
implies, among other things, students’ self-realization as self-consciousness, deeply
spiritual beings associated with themselves and others in creative experiences. That
part of the mental ability is closely related to intrapersonal ones, and its development
is essential for training an engaged, civil-democratic journalist (Vuki¢ Stjelja, 2009).
Nowak (2009, 96) also points out ‘personal’ competencies as the key ones leading
them right after learning in a ‘production’ section. In addition, the holistic idea of
bringing a sustainable change - becoming individually responsible to oneself, others

and the planet - refers to journalism, as journalists should develop the abilities of
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cultivating their inner being as a part of their awareness of the connection between

all living beings.

Due to their particular importance in journalism, it is indispensable to join #he ability of
critical thinking to the list of mental abilities. Previous studies on journalism education
have shown that academics usually talk about supporting the development of mental
ability and, especially recently, of critical thinking as a basis for the development of
active citizenship (Sheridan Burns, 2009; Deuze, 2005; UNESCO, 2007; Zgrablji¢
Rotar, 2007; Nowak, 2009; Miliga and Curko, 2010, and others) in which mass
media have an irreplaceable function. Therefore, it is necessary to find the place for

it in study programs of journalism education.

As a confirmation of the idea that critical thinking is the foundation of active and
democratic citizenship, in liberal societies it became a separate study course in
different journalism studies. One of the journalism profession characteristics is a
critical approach to the topic. This fundamental social journalistic function derives
from the mass media social functions to enable public dialogue and basic journalistic

processes. That argument can justify the introduction of these abilities in a separate

course through all journalism study years (UNESCO, 2007).

The achievement of democratic journalism from the perspective of journalists is
impossible without the development of ‘engaged’ journalists; primarily active citizens
with critical awareness and tolerance, having competencies that are the foundation of
intrapersonal and interpersonal (Vuki¢ Stjelja, 2009) and critical thinking abilities. As
a part of the social role of journalism, relying on the normative social theory, McQuail
(2008) sets up the foundation of journalistic professionalization on the theory of public

interest. As the first criterion, he emphasizes the importance of high-level education.

Furthermore, logical-mathematical abilities are also crucial for journalistic work because
the logical analysis of the problem and research (according to scientific laws often

using mathematical operations) are journalistic routines.

In addition, without linguistic abilities journalistic work could not be done, as they
are fundamental for creating a journalistic piece. Croatian linguists (Gluhak, 2000;
Babi¢, 2004; Hudecek and Mihaljevi¢, 2011; Opaci¢ [4]; Sego, 2011 etc.) have long
been warning about the decline of Croatian journalists’ linguistic competencies [5]
over the years and the need for a serious academic linguistic approach in journalism

education studies.
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Finally, the development of mental journalistic abilities is an indispensable prerequisite
for the successful acquisition of journalistic competencies, both simple and complex
journalistic skills, as well as their application, essential for the quality of journalistic
work, relationships with themselves and others - journalistic autonomy and journalistic
responsibility.

Mental abilities, however, are not sufficient for working in a varying environment
where one performs journalism in both newsrooms and outdoors. In this context, the
key abilities are sensory, psychomotor and physical. Sensory journalistic abilities relate
to the senses (vision, hearing, touch, taste, smell). Psychomotor mental abilities are
the ones including movements (changes of the body position) and gestures (single
body movement). Psychology differs global and fine psychomotor abilities. Global
psychomotor abilities are necessary for the cameramen and photographers’ performance
and for journalists who investigate in unusual conditions. They are the static and
dynamic strength, explosive power, strength of the hull, flexibility stretching, dynamic
[lexibility, body coordination, balance and physical stamina. Fine motor abilities include
reaction time, oculomotor coordination, manual and finger dexterity, hand and fingers
speed (Sverko, 2005, 393-394). Manual dexterity, hand and fingers speed movements,
gestures and hand stillness are essential for cameramen and photographers, but also
for all journalists’ and video-journalists’ typing and recording activities.

They are prerequisites for the physical abilities, which include mental and bodily-
kinesthetic abilities, and are those related to the complex ability of the body such
as strength, speed, endurance, flexibility, coordination, agility, balance and accuracy
(Milanovi¢, 2009; Breslauer et al., 2014). Even though the importance of the journalistic
physical abilities development stems from the specificity of the journalism occupation,
theoreticians did not think about them in relation to journalistic education until
recently (Bozi¢evi¢, 2007; Vuki¢, 2014). The journalists, on one hand, sit while doing
their job, and on the other, they are constantly on the move. In addition, some of
them work under unordinary conditions. Journalist-photographers, video-journalists

and cameramen carry heavy equipment every day and often develop serious spine
problems (Vuki¢, 2014).

Completing the general journalistic abilities list means also adding an important
one - creativity. It is distinct from the other ones primarily because of its complexity
as it is a compound of several other abilities, knowledge and skills pervading it. In
everyday conversation, a creative journalist is the one whose work, journalistic product
(photos, articles, videos, reports, broadcasts), somehow differs from the other ones
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and is described as ‘original’ and ‘different’ (Vuki¢, 2014).

In a broader sense, it is the essential element of journalistic work for the development
of the journalistic occupation of social and public importance (Fulton and Mclntyre
2009; Nowak, 2009; Fulton, 2011 and Mclntyre, 2012) as well as deepest human
expression. Hence, it is imperative to encourage it systematically while studying

journalism.

Specifically, there is a definition of journalistic creativity, which is a result of an extensive
psychological and pedagogical theoretical analysis of different conceptualizations
and definitions of human creativity in general. It proposes an understanding of
journalistic creativity as the:

(...) ability to create an original and convenient journalistic contribution manifested
twofold: independently detecting the rules and the technical skills of journalism, inventing
unusual strategies to solve journalistic problems with minimal guidance and regardless
of educational levels and experience or changing the journalism domain through socially

and culturally significant creation with many years of experience and extensive knowledge
base. (Vukié, 2014 and 2015).

Content analysis of pedagogical documentation

Considering it as one of the commonly used methodological procedures in
communicational and didactical (educational) research, content analysis of pedagogical
documentation specifically intended for academic journalism education, concretely
syllabuses or ‘functional curriculums’ (Milat, 2005, 202), was determined in the
research draft as the fundamental scientific research method. The interdisciplinary

nature of this study reflects also through its methodological complementarity.

From the perspective of pedagogical sciences, unlike methods of empirical research
that examine the educational system and what surrounds it, the analysis of pedagogical
documentation is one of the most economical. Moreover, the changes implemented
within the education system without its core structure modification are the fastest and
easiest to realize. Furthermore, the content analysis of pedagogical documentation
is one of the most commonly used methods in educational development research
(Berelson, 1952), and assessing school documentation and publications can be used to
detect educational trends (Halmi, 2005). The most frequent method of data collection

in didactics methodology referred to is - work on pedagogical documentation (Muzi¢,
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1979), while the content analysis of textbooks, workbooks, teacher’s preparations and

other is a common research method of didactic researches (Bognar and Matijevi¢, 2002).

Other subjects and courses” syllabus analysis confirmed it as the standard method
in different sciences research examining their own educational domain, for example:
computer science (Lipljin, 2000), philosophy and physics (Kalin, 2004), films in
Croatian language teaching (Bjedov, 2006), arts (Turkovi¢, 2009), nursing (Simunovi¢
et al. 2010), ethics of sport (Skerbi¢, 2014), intercultural learning (Pirsl et al., 2016)

and so on.

The syllabus, here understood as the author’s work of university teachers, is studied as
a basic form of their (and the communication of institutions as a whole, because the
Senate or other institutional authorities approve programmes) written communication
about the characteristics of a study course primarily with the students, and then with
other participants in the educational process. Students use it to know the demands
and expectations in a particular course (Kova¢ and Koli¢-Vehovec, 2008). The
educational content unites learning activities, operations and processes and plans a

particular course within the study programme. It is:

“(...) a school document which lays down the scope, depth and order of teaching
content of each teaching subject (...) the teaching programme is the concretization
of the curriculum (...)” (Bognar and Matijevi¢, 2002, 37).

As the written text is, from the traditional communication studies’ perspective, a
qualitative material (Zito, 1975), this study uses descriptive statistics and frequency
analysis to establish the quantity and features (Halmi, 2005) of certain types of
journalistic abilities which appear in the syllabuses’ text of the study programmes of
journalism education in Croatia. Using only one scientific method and examining only
one element of the educational communication process — the message (respectively,
only the content of the message, which refers to the development of the students’
abilities, and specifically, the learning outcomes), this paper has no intention to be

comprehensive.

Even though, Nash still in 1928 started the trend of content analysis of various
curriculums or/and syllabuses in the field of communication that explores journalism
education with the aim of improving both the academic discipline and professional

journalistic practice. Later it became a practice not only in the United States (Luxon,

1937 and 1958; Casey 1944 and 1955; Schramm 1947 and others), but also in the



®

Socio-humanistic Qualities of Journalistic Abilities in the Croatian Academic Journalism Education

rest of the world: The Netherlands (Nieuwenhuis, 1955), Pakistan (Khurshid 1955),
Israel (Isaak, 1961), Sweden (Sundell, 1963), Turkey (Ertug, 1964), Nigeria (Doghudje,
1965), Yugoslavia (Zlender, 1966) and so on.

Since the 1980s, the analysis of journalism education curriculums and syllabuses
has become a common scientific communication practice assessing its current state,
comparing various academic realities or proposing new approaches. Those are in
general, like the previous, qualitative researches: simple structural and history content

analysis as well as complex critical and discourse analysis.

That kind of tradition is not new in Croatia either. Croatian journalism education is
analyzed by Malovi¢ (1998, 2000 and 2002), Vilovi¢ (1999 and 2011), Novak (2005),
Bozicevi¢ (2007), Zgrablji¢ Rotar and Viljevi¢ Sari¢ (2009), Plenkovi¢ and Musti¢
(2014), Perisin and Mlaci¢ (2014) and others. This paper, however, introduces the
quantitative dimension in analyzing journalism education in Croatia for the first time.

Research methodology

The research subject are journalistic abilities in the compulsory courses syllabuses’
content of the study programmes for educating journalists in Croatia. The analyzed
variables are based on the idea of the journalist as a holistic human being. The author,

hence, categorized them according to the following matrix:

Table 1. Journalistic abilities matrix

General Particular
Mental Sensory  Psychomotor  Physical Creativity
et vision global motoric | speed knowledge
mathematical
linguistic hearing fine motoric endurance skills
critical touch strength autonomy
thinking taste coordination | responsibility
interpersonal | smell flexibility
intrapersonal
physically-
kinetic
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The research unit. Specifically, the word ability and the context in which it was set
up or what it related to (ability to write, ability to analyze media content, etc.) was
primarily sought for in the content of the syllabuses referring to educational (learning
and teaching) outcomes. Since the syllabuses that were written before 2005, which
were still not reformed according to the Bologna system, were also analyzed, it was
necessary to include as analysis both the phrase, the sentence and the whole section
of syllabuses’ contents which in some way described the concept of journalistic
abilities. Thus, the occurrence of words or larger textual units was counted after
it was isolated from syllabuses’ content, which directly or indirectly referred to a
particular journalistic capacity. The found variables joined the particular category of
journalistic abilities listed in the Journalistic ability matrix according to the criteria

detailed in the theoretical part of this paper.

The research sample. The results are based on the analysis of the eight study
programmes for journalists’ education in Croatia and their 186 mandatory syllabuses
from 2011-2012 academic year. Including the only undergraduate specialist study
programme of Journalism at the Higher School for Journalism [6], there are three
undergraduate and four graduate university study programmes - undergraduate and
graduate Study of Journalism at the Faculty of Political Sciences of the University of
Zagreb, undergraduate (single and double major) and graduate Communication Studies
at the Croatian Studies of the University of Zagreb, undergraduate Media and Social
Culture Studies as well as graduate Media Studies at the Department of Communication
Studies of the University of Dubrovnik and in the end, the graduate study journalism
and Public Relations at the Department of Tourism and Communication Sciences at
the University of Zadar.

Since then, the number of studies for journalists has increased by three university
programmes: undergraduate and graduate Journalism Study at the North University
and the undergraduate Study in Communication Sciences at the Catholic University
of Croatia. At the time the research was conducted, the sample included all available
academic programmes for the education of journalists in Croatia. Today, they represent
the total amount of 73% or almost 3 of actual ones. Besides, the fact that all results
are more or less the same, with none or small deflection, is in favour of the fact that
this sample is still representative and general conclusions relating to higher journalism
education programmes in Croatia can be drawn from it. It can also be understood

as a preliminary research for future studies.



®

Socio-humanistic Qualities of Journalistic Abilities in the Croatian Academic Journalism Education

The hypothesis. Journalistic abilities are unevenly distributed in the mandatory
courses’ syllabuses” content of Croatian journalism education study programmes;
they mostly prescribe the development of mental (intellectual) abilities while the less
represented is creativity.

The main goal of this qualitative study is, by using the content analysis method,
to determine the distribution of journalistic abilities in the mandatory syllabuses’
content of Croatian journalism study programmes, and specifically, to affirm that
they are all focused the most on the mental abilities, and the least of their attention
is directed to creativity.

Data sources. This study uses primary and secondary data sources. The main primary
data relate to both the scientific research on journalistic abilities and connected
themes and to the mandatory courses’ syllabuses - copyrights of university teachers.
Secondary data sources are all other scientific and professional literature in which

the journalistic abilities are part of the research of other, related, subjects.
Research results and discussion

This paper shows the first concrete results dealing with journalistic abilities that are

prescribed to be taught in the Croatian journalistic education system [7].

The question of the representation of journalistic abilities in study programmes that
educate journalists is a very complex issue as the content of teaching is much more
complex than the content of what is prescribed, and educational outcomes depend
on multiple factors. Therefore, the presented research is only a part, although not

insignificant, of the whole picture of a reality of the academic journalism education.

To understand the result review, it is important to emphasize that the analysis is
grounded on a different perspective than in previous researches. Namely, it is a study of
the quality and the amount of journalistic abilities found in study programmes content
needed for an educational production of a journalist - human being. By changing the
view in that way, the analysis does not depend on a particular journalistic job or study
programme specialties as it has been done so far. Rather, the main understanding is
that every journalist, no matter the specialization, has to be a whole human being

above all. That should be, the author believes, ensured by journalistic education.
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Regardless of the angle change, it is important to note that no significant deflection
(from +/- 2) was found in the number of analysis’ units regarding most particular
category with respect to the study programme and study degree. The greatest
difference was found between undergraduate study programmes in the category of
mental abilities (+/- 6). That shows almost a unique stand of Croatian institutions
that educate journalists about journalistic abilities in their study programmes.

The research results presentation has been conducted under the Journalistic abilities
matrix and systematized into two levels: distribution of overall journalistic abilities
(mental, psychomotor, sensory, physical and creative) and subcategories of mental
ones (logical-mathematical, linguistic, critical thinking, interpersonal, intrapersonal,
and bodily-kinesthetic).

Firstly, all analyzed categories were displayed bringing their overall distribution in

syllabuses regarding undergraduate and graduate study programmes as showed in

Table 2.

Table 2. Journalistic ability categories distribution

Undergraduate Graduate studies o
" Total Contribution
bk e studies frequency frequency

(n1 ) (nz) (nl + nz) (%)
Mental 325 337 662 58%
Creative 127 115 242 21%
Psychomotor 68 72 140 12%
Sensor 44 43 87 8%
Physical 4 7 11 1%
Total 568 574 1142 100

Those data are primarily important to confirm the first part of the hypothesis
advocating that the content of compulsory syllabuses mostly prescribes the development
of mental (intellectual) abilities. Those abilities are an indispensable prerequisite for
the acquisition of both simple and complex journalistic knowledge, skills, as well as
their application (autonomy and responsibility). It seems they are literally understood
in the study programmes’ design because they are essential for journalism quality,
relationships with themselves and others.

All study programmes direct their syllabus’ contents primarily to develop these abilities.
Their proportion is almost three times higher than the total number of all other
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abilities. Considering journalistic work specificities and the fact that not only mental
abilities, but all other listed ones, allow journalists to manage work requirements, it is
inevitable to conclude that mental abilities should be more proportionate to the others.

For example, psychomotor abilities which are mostly about global psychomotor skills
significant for the performance of the cameraman, photographers and journalists
who investigate in unusual conditions, are almost five times less represented. Results
also show a lack of the development of fine psychomotor abilities essential to all
journalists. Hand ability, ability of fingers and speed of hand are movements and
gestures that are also required, not only for the cameraman and photographer jobs,
but also for typing and recording.

The share of sensory abilities that relate solely to the development of vision (in courses
which deal with work on photographs and videos) and hearing (in courses that deal
with audio and audio-visual media) is less than 1/10 of the total abilities. The outcome

also shows the absence of other sensory abilities.

Unexpectedly, the results revealed that syllabuses largely exclude physical abilities from
their content. Physical education is one of the least represented courses (4) in the total
number of all compulsory ones - three for undergraduate and one for the graduate
studies [8]. From that amount, undergraduate study programmes develop only one,
and graduate study programmes mainly two students’ physical abilities. Taking into
account the importance of training autonomous and responsible journalists in the
implementation of physical education throughout their work in long terms, and in the
spirit of lifelong learning, it is reasonable to include that kind of course in all study
years’ programmes. It is also important to adapt them to the specifics of journalistic
work and to approach them both practically and theoretically as well as to modify
them for students with special needs.

Journalistic creativity was treated as a complex ability, which is why its presence has
been searched not only in the syllabuses’ content that signalized abilities, but at all
levels of competencies as well. It was found as creativity of regulative (169) and expert
autonomy (63), knowledge of professional creativity (8), creativity in tool usage (1) and

creative business communication (1).

Creativity ranks second, according to the findings only 2.74 times less than mental
abilities, while its representation is, in fact, a sum of all other abilities’ representation
(psychomotor, sensor and physical abilities). Considering such results, the author
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dismissed the presumption stating that syllabuses’ content connected to creativity
as educational outcome is the lowest ranking. Contrary to what was expected, it
could be seen as an indicator stating creativity is a significant journalistic ability
for institutions of Croatian academic journalism education. It is worth mentioning
that experimenting and discovering creativity in study courses that teach writing for
different media types is especially encouraged.

Although almost 65 % of syllabuses’ content relates to abilities focused on mental
ones, the author calculated the extent of the syllabuses’ content for the other ones.
An extreme disproportion between them was recorded. Mental abilities were present
60 times more than physical, 8 times more than sensory and 5 times more than
psychomotor.

Following the obtained answers, the author also analyzed the representation of mental
ability categories shown in Table 3. [9] Logical-mathematical mental abilities occupy
almost half of the whole syllabuses’ content. Taking into account that the research
was conducted mostly for university studies, the logical-mathematical abilities
development priority could be justified because scientific and professional research

methodology is extremely vital for journalists.

Table 3. Mental ability categories distribution

Undergraduate Graduate studies e
dies fr f Total Contribution

ATt e studies frequency requency

(n,) (n,) (fn + fn) (%)
Logical-
mathematical 136 136 272 41
Linguistic 93 93 186 28
gﬁ;ﬁg 40 34 74 11
Unclassified 27 36 63 10
Interpersonal 26 23 49 7
Intrapersonal 8 8 16 2.5
Bodily-
kinesthetic 0 3 3 0.5
Total: 330 333 663 100

Furthermore, linguistic abilities are more developed in foreign language courses than

in the mother tongue ones. Given their vital importance in performing journalism
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and linguists’ criticism, it is reasonable to ask whether their share or ranking should

be higher.

Itis also crucial to emphasize that the Croatian journalism education system has still
not included separate courses of critical thinking in study programmes, although
it has long been the world’s practice and it is the recommendation given by many
academics and experts, as well as the UNESCO. They are present in the syllabuses’
content of only a few courses, mainly related to the acquisition of factual knowledge.
However, that does not mean that teachers in actual educational processes at different

courses do not encourage students to think critically.

Even though, if one considers the analysis results in the light of the consequences
of journalistic work for the society, a reasonable suggestion would be to introduce
separate critical thinking courses into journalism study programmes. One way of
doing that could be the development of critical thinking abilities as an integral part
for all study years and in all courses. Then, students could systematically develop
one of the primary mental abilities, not only for journalism as a profession, but also

for society as a whole.

The main argument for increasing the share of interpersonal abilities is the fact that
human relationships are the journalism occupation’s framework. It refers to getting

ideas, collecting information and implementing the journalistic product.

On the other hand, the low rank of the overall valuable intrapersonal abilities could be
seen as insufficient consideration of just one of many causes - the stressful nature of
journalistic work. However, according to the holistic principles of the human personality
development in learning, education in the spirit of holism includes the realization
of students as self-conscious, spiritual beings, deeply associated with themselves and
others in creative experiences. As its development is essential for training engaged,
civil-democratic journalists, study programmes should consider developing the ability
of future journalists’ inner being cultivation. Only through the process of raising
awareness about the connection of all forms of life and realizing it as an individual

responsible to oneself, others and the planet, the journalist can improve journalism.

Lastly, disregarding bodily-kinesthetic mental abilities confirms the lack of physical
abilities in the total share of general capabilities as explained above.
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The extreme extent of the mandatory courses’ syllabuses’ content that envisages the
development of logical-mathematical abilities more than the other ones can be seen
more vividly in Table 4.

Table 4. Mental abilities disproportion

Mental abilities Contribution

Bodily- kinesthetic 1%

Intrapersonal 6%

Interpersonal 18%
Logical-mathematical | Critical thinking 27%
(100%) S

Linguistic 68%

As already argued, the presence of other mental abilities should balance around the
logical-mathematical by increasing the quantity of intrapersonal, linguistic and critical
thinking abilities, considering their exceptional impact to the journalism profession.

A possible simplified proposal for the future development of journalistic abilities based
on the holistic-humanistic vision of human-journalists and reviewed results could
be to create a three blocks template of a study programme content reserved for it. It
is a template aiming at paying more attention to the journalistic abilities’ needs in
the overall pedagogical process of journalistic education that could be reviewed and

adjusted according to researchers and professors’ scientific needs.

Relying on the theoretical knowledge, the first block with the largest proportion
could consist of logical-mathematical (25 %) and linguistic abilities (25 %). The
second one should include interpersonal and intrapersonal abilities, critical thinking
and creative abilities to the same amount (10 % each). The last, third block, could
present bodily-kinesthetic abilities (10 %), as shown in Table 5.

Table 5. The proposal of the journalistic abilities in 3-blocks share

Block Abilities Quota
L Lf)glcz%l—r.nathematlcal 50%
Linguistic
Interpersonal
) Intrapersonal
’ Critic'al. thinking 40%
Creativity
3. Bodily-kinesthetic 10%
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To summarize, Croatian academic education for journalists in its syllabuses’ content
focuses on mental abilities while other important socio-humanistic journalistic
abilities, needed for the educational production of a journalist as a whole, are either
not represented proportionally to their importance or missing. Those are primarily
physical, sensory and psychomotor abilities. Mental abilities discrepancy is also
recorded especially as far as it concerned bodily-kinesthetic, intrapersonal and

interpersonal abilities.

The purpose of this paper, according to the results, could be to call upon the educational,
scientific and professional public about the imbalance of certain journalistic abilities
in the journalism education study programmes content. Since they are a prerequisite
for the acquisition of all journalistic competencies — knowledge, skills, autonomy and

responsibility — their suitable harmonization regarding their importance is significant.
Conclusion

In their scientific and professional discussions, scholars have so far implied or even
identified the meaning of the abilities that journalists should have in order to perform
journalism. However, they have studied them just theoretically and only from the
context of the journalistic profession demands. From another paradigm rooted
in the journalist’s viewpoint, the main scholarly goal that follows should be the
production of journalists as whole, integral beings developing abilities through their
whole, professional life. This wholeness manifests as the socio-humanistic quality of

journalistic abilities.

The author has operationalized the fundamental general categories of journalistic
abilities according to theoretical orientations connected to the democratic view of
journalism. The final list of journalistic abilities includes mental, sensory, psychomotor,

physical and creative.

The study analyzes the distribution of journalistic abilities in the syllabuses’ content
of all study programmes’ mandatory courses that educated journalists in Croatia in
the 2011/12 academic year. It is the common research method used in the journalism
education domain, but also pedagogy and other scientific fields, which deal with
education. The results of this qualitative research show a significant disproportion
of journalistic abilities in syllabuses of the Croatian academic study programmes for

journalists.
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Ranked first, mental journalistic abilities confirm the first part of this paper research
thesis. The author refuted the following part of the hypothesis assuming that creative
journalistic abilities were the least present, since they ranked second on the list of
all journalistic abilities. Surprisingly, all syllabuses’ contents almost totally neglect
physical journalistic abilities. From the mental abilities list of categories, it further
favors logical-mathematical, while the intrapersonal and bodily-kinesthetic are the

least represented.

Using the holistic educational design that presupposes journalists as integral human
beings and leading to the research outcome, the author suggests reconsidering the
balance of journalistic abilities in the content of mandatory courses’ syllabuses of the
Croatian academic journalism study programmes. For future researches’ purposes, the
paper also emphasizes the need of including not only a professional, but also a socio-

humanistic view into the paradigm of journalistic abilities in the educational context.
Notes

1. Entries Ability (cro. sposobnost) <http://hjp.znanje.hr/index.php?show=search>
(last accessed on February 11th, 2017)

2. Data were taken from the Database of Regulated Professions in the Republic
of Croatia from <http://db.azvo.hr/hr/profesije/?full Tree=1> in March 2017
supplemented by data from article 1 of the Law on Regulated Professions and
Recognition of Foreign Professional Qualifications, Narodne novine, n. 124/09
available at: <http://narodne-novine.nn.hr/clanci/sluzbeni/2009_10_124_3045.
html> (last accessed on 31st of March 2017)

3. Naturalistic abilities were not included in this analysis, because their development
in the content of syllabuses is most commonly associated with the acquisition
of professional-theoretical knowledge, and the author could not separate them
from educational outcomes. Since spatial abilities are not essential for everyday
journalistic work, but more crucial to those special journalistic tasks performed
only by a small number of journalists during their working life, who are regarded
as extra-trained, those were also not included in this research.

4. The Croatian language lector Nives Opaci¢ has written a lot of language books
dealing with the Croatian language in the media and regularly writes critiques
and analyses the Croatian journalists’ media language for 7he Journalist, the
Croatian Journalism Society’s monthly publication.

5.  Linguists more often operate with the term linguistic competencies not linguistic
abilities, that way referring to the concrete manifestation and application of
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journalists’ linguistic abilities.

6. At the time of the study, the undergraduate specialist study programme of
Journalism was a programme at the Higher School for Journalism in Zagreb.
Today it is a programme at the University of Applied Sciences VERN in Zagreb.

7. It is a representation of one part of the results of a wider research within the
PhD dissertation “Journalistic Skills within Croatian Higher Programmes for
Journalists Education” from 2014.

8. Syllabuses to that content are weak and do not provide detailed information on
how to approach the development of physical abilities, so the author has retrieved
them from the study programmes.

9. The author has classified as unclassified those that do not belong to any given

category of mental abilities.
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Drustveno-humanisticke odlike novinarskih sposobnosti u
hrvatskom akademskom obrazovanju novinara

Sazetak

Proucavanje novinarskih sposobnosti u domeni novinarskog obrazovanja vazno je
jer su one preduvjet za stjecanje novinarskih kompetencija. Rad istrazuje distribuciju
novinarskih sposobnosti u sadrzaju hrvatskih visokoskolskih programa za obrazovanje
novinara polazeéi od definicije da je to potencijalni reaktivni sustav koji novinarove
prirodne sklonosti za prakticiranje novinarstva razvija u akademskim ustanovama i
medijskim institucijama. Dok ih komunikolozi tradicionalno promatraju iz perspektive
novinarskog zanimanja, ovdje se koristi nova obrazovna, holisti¢ka paradigma koja,
kao kona¢ni obrazovni ishod novinarskog studija, predvida cjelovito bic¢e aktivno u
razvoju drustva. Analizom sadrzaja pedagoske dokumentacije, uobi¢ajenom metodom
komunikoloskih i pedagoskih istrazivanja, utvrden je nerazmjer obrazovnih ishoda
koji se odnose na novinarske sposobnosti: usmjerenost na mentalne (najvise logicko-
matematicke, najmanje intrapersonalne), a zapostavljanje tjelesnih novinarskih

sposobnosti.

Kljuéne rije¢i: obrazovanje novinara, novinarske sposobnosti, holisticko obrazovanje,

analiza sadrzaja pedagoske dokumentacije, izvedbeni nastavni program.
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Abstract:

Starting from the notion of literary interpretation, this paper analyses the specific
features of the Freudian and Jungian interpretations of fairy tales. In doing so, it
searches for answers to the questions whether the interpretation of fairy tales is current
even in contemporary times, and whether the fairy tales reveal semi-conscious and
unconscious perceptions of a specific model of the human world to the contemporary
recipient. Acknowledging that the model is based on mimesis, transmitted via multiple
ways, it is indicated that the value of its psychoanalytic readings is in the discovery
of new, deep layers of meaning. Furthermore, the paper shows that the disclosures
are neither temporally nor spatially conditioned, and are offered to the contemporary
recipients who are searching for authenticity in the ways in which literature changes
their understanding of themselves and the world. Therefore, the paper concludes, as
fermentation of dynamics of the genre, such reading should also be included in the
guise of contemporary literary interpretation. And any gestures of excommunication
unable plunging into the multiplicity of literary mimesis as well as the progress of

aesthetic and political interpretation of literature.

Keywords: Fairy tale, Literature, Interpretation, Psychoanalysis, Analytical psychology




Vjekoslava Jurdana Alen Klancar

Introduction

The fairy tale has been the subject of interest of many literary theoreticians and
critics who have been developing literary and theoretical issues of this literary genre
through their studies and various interpretations. Literary interpretation of a fairy
tale enables us to discover its aesthetic and ethical values, to respect the autonomy
of its world and to define its essential elements. By entering into the richness of a
fairy-tale idea, we combine compositional analyses, character analyses and conceptual
organization analyses of the fairy tale, which is the fundamental methodical principle

of interpretation (Rosandi¢, 1986).

According to Ani¢ (2003, 482), interpretation in literary science is the process of
discovering the aesthetics of a literary work by studying the text, that is, it is a critical
explanation of the literary text. The German philosopher, historian and philologist
Hans-Georg Gadamer, observing the interpretation as a mediation towards the text",
highlights the specific changes in the value of these concepts in the modern age. He
says, “Text is more than just the subject matter and object of literary research. In the
twentieth century, both of these concepts have acquired a new place in the equations
we make about the world and our knowledge of it.”(Gadamer, 2007, 165). In doing so,
Gadamer explains the role of the interpreter (2007, 180): “In this form of interpretation,
whatever is alienating in a text, whatever makes the text unintelligible, is overcome and
thereby cancelled out by the interpreter. The interpreter steps in, however, only when
the text (the discourse) is not able to do what it is supposed to do, namely, be heard and
understood on its own. (...) The discourse of the interpreter, therefore, is itself not a
text; rather, it serves a text. This does not mean, however, that the contribution of the
interpreter to the manner in which the text is heard would completely disappear. The
contribution is just not thematic, not something as objective as the text; rather it enters
into the text.” Within this framework, Gadamer considered that each interpretation
was one-sided®. Other theoreticians, in the context of the rich tradition of (German)

hermeneutics®, dealt with the problem of interpretation. Thus, the Swiss art historian

(1] , Interpretation performs the never fully complete mediation between man and world, and to this
extent the fact that we understand something as something is the only real immediacy and givenness.
(...) the concept of text presents itself only in the context of interpretation, and only from the point of
view of interpretation is there an authentic given to be understood.” (Gadamer, 2007, 167)

[2] ,Kantwas right in asserting that universal validity is required of the judgement of taste, though
its recognition cannot be compelled by reasons. This holds true for every interpretation of works of
art as well. It holds true for the active interpretation of the reproductive performer or the reader, as
well as for that of the scientific interpreter." (Gadamer, 2002, 125)

[3] According to Ani¢ (2003, 431) hermeneutics is the theory and practice of presenting and interpreting
a text. Zdenko Skreb (1986, 27) analyses the emergence and development of hermeneutics in literature.
Thus he points out that at the time of the constitution of the science of literature, and for many decades
afterwards, hermeneutics (Greek herménela = interpretation), the science of understanding, was
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Oskar Bitschmann (2004), starting from the connection between the two notions of
hermeneutics and interpretation, says that it is possible for one work to have several
correct interpretations that mutually contradict each other.”! On the other hand,
Gottfried Boehm (1997), a German historian and philosopher, emphasizes that any

exaggeration in the interpretation itself implies a misinterpretation.

However, Gadamer (2007, 180) contemplates the reader as an important link in this
chain: “When the text interpreter overcomes what is alienating in the text and thereby
helps the reader to an understanding of the text, his or her own stepping back is not
a disappearance in any negative sense; rather, it is an entering into communication
in such a way that the tension between the horizon of the text and the horizon of
the reader is resolved. I have called this a “ fusion of horizons.” The reception theory,
established in the 1960s by German theoretician Hans Robert Jauss attempting to
found literary hermeneutics theoretically, has developed within this framework. In
the light of this theory, namely the reception perspective of the so-called horizon of
expectations, a literary text is observed as a MESSAGE to be received, listened to, read,
and acquired by an ADDRESSEE, i.e. a RECIPIENT®!. The entire communication
process, comprising the sender, the message and the recipient, thus takes place in
the light of a complex reception process, which teaches us the importance of the way
people receive a certain literary and artistic message. Not only receive, but also how the
message affects them, motivates them, directs them. The reception theory, therefore,
focuses placing the problem of communication between the reader (recipient, addressee)
and the work of literature in the centre of its studies. Jauss and the German literary
theoretician Wolfgang Iser point out that the relationship between the recipient and the

work is active, dynamic, it appears as a kind of dialogue, all which must be preceded

considered to be the main cognitive means. The German philosopher and cultural historian Wilhelm
Dilthey (1833-1911) renewed the significance of hermeneutics in the late 19th century by teaching
that, unlike with natural sciences, the basic scientific function of which is that of interpretation, the
scientific function of humanities is understanding. Although such teaching was subjected to ruthless
critique in the 20th century, the reputation of hermeneutics has been maintained: in 1964 a group
of prominent West German experts began publishing journals devoted to various issues of literary
science on an interdisciplinary basis.

[4] Bitschmann starts from the concept of interpretation — Latin interpretatio — deriving from the
ancient mythological and religious context, and denoting the activity of the conveyors and interpreters
of messages and signs. In Greek mythology, Hermes conveyed and interpreted the messages and
the will of the gods to the people. The word hermeneutics, to which interpreratio corresponds, was
derived from his name. The goal of hermeneutics (methods and practices), Bitschmann points out,
is the protection of cultural property, because if one does not understand something, he/she becomes
aggressive and indifferent to negligence and destruction.

[5] ,In the triangle of author, work, and public the last is no passive part, no chain of mere reactions,
but rather itself an energy formative of history. The historical life of a literary work is unthinkable
without the active participation of its addressees. For it is only through the process of its mediation
that the work enters into the changing horizon-of-experience of a continuity in which the perpetual
inversion occurs from simple reception to critical understanding, from passive to active reception, from
recognized aesthetic norms to a new production that surpasses them®. (Jauss, 1982, 19)
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by the power of listening. And listening is most important also with Gadamer, i.e. in
hermeneutics'®. In her book Uses of Literature the contemporary American literary
theoretician Rita Felski emphasizes the importance of returning to the stage of the
reader in the context of interpretation: “Readers and viewers engage in covert yet
complex acts of decoding, their brains silently buzzing away, carrying out complex
forms of mental processing, drawing upon accumulated reservoirs of tacit knowledge.
We are always involved in translating signs into imaginary scenarios, responding to
subtle textual cues, filling in the blanks, elaborating and expanding on what a text
gives us.” (Felski, 2008, 75).

However, the issue of the receiver of the literary message, i.e. the recipient, compounds
considerably when the recipient is a child, a young being still in the process of growing
and developing. It is extremely important to recognize this issue as children approach
everything actively, lead the dialogue, and their encounter with a literary text is always
communication. At this contemporary moment, parents, educators, teachers find it
difficult to cope with the complex circumstances of an ever-expanding and often
aggressive market, marketing and media which promote materialism, consumerism
and instant pleasure. Is reading and listening to literary texts necessary today, do
people still read, what is reading today like and is reading (still) joy and pleasure, but
also an opportunity to develop one’s own literary competencies? These competencies
are part of a broad spectrum of human(istic) skills, achievements and affinities, their
value perceptibly eroding in the domineering and self-proclaimed culture of relativism.
Many have found that in the area where we are perhaps the most vulnerable, namely
in the field of education of our youngest, there is a “war for our children’s souls”
(O’Brien, 2003) going on. For, children and young people, but also the family as
a whole are a particular target of this culture that stimulates experience only at the

level of the senses.

The consequences are not immediately visible in full dimensions, but ultimately
children are deprived of the vital force and primordial power of imagination that is
replaced by the addictive appetite for the sensory stimuli. In such a re-evaluated world,

all the moral relativism where everything is acceptable and everything is allowed,

[6] A literary work is not an object that stands by itself and that offers the same view to each reader
in each period. It is not a monument that monologically reveals its timeless essence. It is much more
like an orchestration that strikes ever new resonances among its readers and that frees the text from
the material of the words and brings it to a contemporary existence: "words that must, at the same
time that they speak to them, create interlocutors capable of understanding them." This dialogical
character of the literary work also establishes why philological understanding can exist only in a
perpetual confrontation with the text, and cannot be allowed to be reduced to a knowledge of facts®.
(Jauss, 1982, 21)
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the question arises: “If the natural and spiritual guard has been lowered in children’s
minds, if their concept of morality has been skewed and authority undermined, what
other kinds of disordered interests and activities will follow as they make their choices
later in life? (O’Brien, 2003)

Moreover, literature itself, apart from being under attack of the visual culture, is
overwhelmed by megahit “children’s books” that achieve high and desirable sales,
children queue for them and they are made into film blockbusters and hit toys. These
“products”, which generate huge profits, generally do not develop a sense of real value,
nor do they encourage the development of imagination and an all-round spirit in
developing personalities (O’Brien, 2003).

It is important to awaken all these aspects of the dangers to which children and
young people, i.e. those who are still in the formative period, are exposed today more
than ever before, because they read fiction with an awareness different from that of
adults. If they read it at all. Therefore, the task of parents”, educators and teachers,
as well as methodologists and theoreticians, is to question and raise awareness of
the contemporary situation and to question its devastating effects, as well as to offer
rescue measures or ways of (co)existence in contemporary culture, which John Paul
IT called “the culture of death”. It is a culture that does not define us to ourselves,
it does not tell us what is of value, what is harmless or dangerous, and it does not

encourage us to find the real meaning of existence (O’Brien, 2003).

But the good news is that the children’s hunger for the literary aesthetic and ethical
message even in these “recent times”, or precisely because of them, does not dry up
in terms of a quest for true heroism in a simple and easy-to-remember manner. The
duty and responsibility of adults is to enable them to see the hidden foundations of
the world before the complexity and nuances of the modern mind overwhelm their

knowledge.

In this context, one should also consider the role of the fairy tale in the life of a child.
Namely, in the theory of children’s literature it is well known that fairy tales are the
literary genre children encounter earliest. Crnkovi¢ (1980) says that the fairy tale
and the child are connected in a symbolic way, and the child, by experiencing fairy

tales, goes through everything that peoples have thought of the world for thousands

[7] Manuela Zlatar (2007, 84) highlights the fact that the contemporary publishing and media
abundance offered to children affronts parents with the task to create acceprability filters which provide
support to development processes of the child's mind.
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of years, how they have used imagination to represent the forces that rule the world,
relations in the society, desires and aspirations. Indeed, fairy tales are not intended for
children, but “their simple poetic imagery, the charm of humour, their extraordinary
characters and objects, the wonder of events and the focus on great moral ideals, have
made them attractive to children.” (Dikli¢ and Zalar, 1984, 112) This is also witnessed
by contemporary research. Dragana Antonijevi¢ (2013) describes in her article the
research undertaken by André Favat®™ in 1977, which confirmed that the content and
structure of folk fairy tales correspond to the way a child conceives the world, that
is, child’s understanding of the world complies with the value determinants of fairy
tales. Gordana Gali¢ (2004) points out that fairy tales actually send strong moral
messages and images to a child and teach that we can achieve true happiness only
by moral action. “The morality-imbued story helps children to expand the horizons
with moral intent, filling them with hope and mercy” (Gali¢, 2004, 99).

Fairy tales can also help adults. Psychologist Gerlinde Ortner (2009, 9) writes that
fairy tales are “very suitable for overcoming language and mental barriers between
children and adults”. Moreover, the role of the fairy tale does not cease as soon as
the child passes into the world of adults — since it prepares children for adulthood,
the fairy tale greatly affects their entire life (Ortner, 1999).

This is also what Marc Girard (2013) talks about when he observes that fairy tales
encourage and drive us to think about basic human values in general. Moreover, Girard
explores the phenomenon of interest in this form of literature today. He grounds his
analytical approach to this phenomenon on the sentences of Marc Soriano: “The
question of the universal success of these fairy tales today remains [...]. What are

these fairies, ghosts and dwarves doing in our modernity? How to explain that we

still like them?” (Girard, 2013, 9).

Why are, therefore, even in the contemporary context, fairy tales having a strong
and profound influence on the recipient? Essential postulates for answers to these
questions were offered by the greatest psychologists: Sigmund Freud and Carl Gustav
Jung. However, by following these postulates, other experts have also shown great
interest in rendering and interpreting fairy tales in order to answer these questions.
There has been a development of literary interpretations dealing with the study of

literature in a completely new way, based on psychoanalysis, “that is the method of

[8] André Favat carried out his research based on the theories of the Swiss psychologist Jean Piaget,
and published it in the book Child and Tale: The Origins of Interest in 1977. He studied children aged
six to eight, and found that after the age of ten children lose their interest in fairy tales, while after
adolescence is completed, they returned to them as adults.
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treating mental disorders where this method has evolved over time into a holistic
study of man.” (Solar, 2001, 271). These interpretations of literary works have also
shown a great interest precisely in the fairy tale.

In the guise of contemporary literary interpretation, this paper will try to indicate the
specifics of Freudian or Jungian interpretations of fairy tales and their views of the
psychic apparatus. On the one hand, the paper presents psychological interpretations
based on Freud’s psychoanalysis and, on the other hand, the deep psychological
interpretations based on the analytical psychology of Carl Gustav Jung.

The representative of the psychoanalytic interpretation of fairy tales - Bruno
Bettelheim will be considered by presenting the thoughts he gave in the book 7he
Meaning and Importance of Fairy Tales. In this framework, but opposed to Bettelheim,
the contemporary critical thoughts of Marc Girard have been analysed. Within the
Jungian analytical psychology, the interpretative postulates of “Jung’s spiritual successor”
by Marie-Louise von Franz are analysed, and everything is contextualized through

individual viewpoints of contemporary critical reinterpretations.

In doing so, we depart from the point that a fairy tale is, above all, a literary work.
As such, it also presumes someone who will read it, listen to it... That someone is a
person, a human being who continuously shapes his/her own self. Can a recipient
(i) in today’s world which, in its fluidity, is based solely on general relativism, be
helped by the fairy tale, its structure (both at the levels of content and expression), its
ethics (Hranjec, 2001), clarity, consistent distinction between good and evil and the
constructive differentiation of good and evil characters, to build his own self?’. It is the
impossibility of building the self that leads to a series of difficulties and behavioural
disorders, especially with teenagers and adolescents!"”. Of course, this issue should
be considered by looking at the complex relationships between adults and children
in experiencing and understanding the function of fairy tales. Namely, some adults
are afraid that children could be caught up in their dreams, that by being exposed
to fairy tales, they could start believing in magic. Milivoj Solar (1981, 187) responds:

[9] Inhis search for his own self, the contemporary man becomes the recipient of summary patterns,
themes, motifs, fairy tale ideas, which today are abundantly transmitted and varied in the media
industry. Advertisements, advertising slogans, various promotions and campaigns, music videos and
soap operas are thus often mere contemporary versions of classic fairy tales.

[10] The unique self is an enduring integrity within oneself, an authentic experience of oneself as a
biological, sexual and social being in the continuity of time. The comprehensive self (complete self)
comprises personality structures: body and body parts, psychic representations, memory traces and
object relationships. The final personality development takes place in adolescence through a series of
successive identifications through which the aspects of objects are unconsciously assumed. The result
of this is the identity - personality, what we recognize in each individual as something constant, as
the identity of his being. (Bastasi¢ 1995, 39, according to E. Jacobson 1964).
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“Of course the child discerns the world of fairy tale from the real world in the sense
that the child is aware that what is represented in the fairy tale is not here, besides
us, that perhaps these fairies, witches and animals that speak are nowhere. The child,
however, also knows, or rather feels, that the world of fairy tales is not an imaginary
duality of the real world, but only a differently shaped real world, a world in which
personal problems can easily be identified and is therefore even more real than that
language-world of adults that a child does not understand enough.” Furthermore,
adults often wonder about the cruelty of fairy-tales. However, this is a question that
can only be asked by adults, since their experience and knowledge complement
the basic image of fairy tales, while the children do not have that experience and
knowledge, so their images as they read or listen to fairy tales are never so bloody and
cruel. The dark forces of fairy tales have their course, cruelty and violence have clear
roles in the story, as well as the negative characters who are there for the sake of the
relationship between good and evil, the struggle for truth and justice. Children only
enjoy a just ending without being distracted by moral dilemmas and horrible scenes
(Bettelheim, 2010, 141)". In fact, fairy tales address the childhood experience of
adult violence, underscores Marc Girard (2013, 10), and process this experience. The
individual experiences of adult cruelty are elaborated in fantastic stories in collective
testimony, “enabled by strictly written literary formalization, where it is necessary
to know how long it takes to accept such a deep descent ...” That is, “the story is the
opposition to reason to liberate reason, distortion of reality to plunge into its depths,
denial of a system to create another, more comprehensive one “(Crnkovi¢, 1987, 7).
In this framework, fairy tales can be shocking. Rita Felski explicates this effect of a
literary text in general. It is about the effect of art which distresses or appals and can
stimulate an entire spectrum of bodily reactions ,We are rudely ripped from aesthetic
reflection to the baseline workings of biology, confronted with the stark evidence of
our involuntary responses: the manufacturing of adrenalin, the acceleration of heart
rate, the constriction of blood vessels. Our body may react even before our mind

registers what it is at stake, underscoring the extent of our emotional suggestibility

[11] Not all educators and psychologists view fairy tales in the same way. Milan Crnkovi¢ speaks
about the arguments given by opponents of the fairy tale in childhood education, these arguments being
that the fairy tale is harmful because it is built on an overpowering and uncontrollable imagination,
it promotes superstition, removes a child from the real world, leaves harmful imprints on the child's
psyche (fear), develops monarchist feelings, puts a child to sleep (1980, 22). Bruno Bettelheim (2010,
120) says that ,Fairy tales underwent severe criticism when the new discoveries of psychoanalysis and
child psychology revealed just how violent, anxious, destructive, and even sadistic a child's imagination
is. A young child, for example, not only loves his parents with an incredible intensity of feeling, but
at times also hates them. With this knowledge, it should have been easy to recognize that fairy tales
speak to the inner mental life of the child. But, instead, doubters claimed that these stories create or
at least greatly encourage these upsetting feelings." Naturally, as with everything else, there must be a
sense of measure here too. First of all, respect the feelings of children and their choice, says Bettelheim.
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and physical vulnerability. Images and words inscribe their all too material effects on
our bodies from a distance, as if through a mysterious machinery of remote control;
we feel ourselves stirred by forces we only vaguely apprehend. The protective shield
of the psyche is broached; our sense of autonomy and separateness is bruised; we
are no longer in full command of our own response.“ (Felski, 2008, 117-118) Leo
Bersani calls this state self-shattering. Taking up a psychoanalytic perspective, Bersani
insists on the fundamental contemporaneity of shock, as a form of psychic disruption
impervious to chronological markers. Human sexuality, according to Bersani, is
grounded in masochism, making us ontologically implicated in violence from our
earliest years. ,,Our choice is not between violence and nonviolence, “he declares, ,but
is rather between the psychic dislocations of mobile desire and a destructive fixation
on anecdotal violence. “ (Bersani, 1986, 70, according to Felski, 2008, 118). Such
an aesthetic of dissolution, Bersani proposes, liberates us from totalitarian models of
identity and the sheer implausibility of our notions of individuality. Bersani, Rita Felski
emphasizes (2008, 118), is surely right to highlight the masochistic thrill of aesthetic
shock, “the painful pleasure caused by a temporary release from the prison-house of
the self and its retinue of burdens and obligations.” Starting from the assumption
that literary texts offer an exceptionally rich field for parsing the complexities of
recognition, and , Through their attentiveness to particulars, they possess the power
to promote a heightened awareness of the density and distinctiveness of particular
life-worlds, of the stickiness of selves (Felski, 2008, 46), the rest of this paper shall
analyse several types of fairy tale interpretation as an exemplification of the continuous
fermentation of various theories and approaches. This fermentation as ,,dynamics of
the genre® (Girard, 2013, 10) points to the conclusion that modern men question
themselves and search for the best way to fulfilment and happiness, despite all the

tempting promises of modern civilization that they have already found it.

We wonder, together with Rita Felski (2008, 33), under what conditions does
literature — in our case the fairy tales — come to play a mediating role in this drama
of self-formation?"” Or, in the words of Marc Girard (2013, 10), are (Grimm’s) fairy
tales still of any interest to our society? Furthermore, (Girard, 2013, 20) why being
so attached to the psychoanalysis in the reading of fairy tales?

[12] Reading, says Rita Felski ,may offer a solace and relief not to be found elsewhere, confirming
that I am not entirely alone, that there are others who think or feel like me. Through this experience
of affiliation I feel myself acknowledged; I am rescued from the fear of invisibility, from the terror
of not being seen.”
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Psychoanalytic guise

»Deeper meaning resides in the fairy tales told
me in my childhood than any truth that is
taught in life.

Schiller

The Viennese psychologist, Sigmund Freud (1856-1939), in the late 19th century,
laid the foundations of psychoanalysis, which divides the psychic apparatus into the
conscious and the unconscious. This model enables the understanding of pathological
processes of mental life (Freud, 1961). Created as a psychotherapeutic technique,
psychoanalysis soon became “a theory of a specific, deep-psychological understanding
of art and culture, and then religion and society as a whole” (Freud, 1986, 403).

Considering that he cures psychological disorders and reveals their hidden causes,
we talk about psychoanalysis as a therapy, but also as hermeneutics. Since it exits the
framework of consciousness and psychological research, it is also metapsychology.
Psychoanalysis is also anthropology because it speaks of the essence of men and
their relation to the world. Ultimately, psychoanalysis is the theory of the creative
process because it notices that human relationships with the world have an artistic
character. (Burzynska and Markowski, 2009) By exploring the sleep phenomenon
as a combination of metaphorical and metonymic principles, Freud observed similar
laws of the sublimation mechanism also in the process of artistic creation. It is a
dream, speaking in Freud’s, but also in Jung’s words, which is the dreamer’s wish
shown as fulfilment, oneiric as well as mythic, and shows what the wish would say
in a personification without reservations. These processes occur in order to restore
the psychological balance, and the produced material re-establishes, in a subtle way,
the total psychic equilibrium. In this sense, dream/artistic creativity is like a mimicry,
in which disguise prevails over the revelation, and the dream stretches far back, into

the past, into to childhood (Freud, 1976, 124, Jung, 1964, 50).

Owing to these aspects of psychoanalysis, the psychology of literature has evolved, a
special scientific discipline that “studies the psychic regularity of literary creativity,
both in terms of writers who creates the work, as well as readers and their way of
acceptance of the work of literature.” (Solar, 2001, 272) In this context, literature

serves to fictitious resolution of the inner tensions between subconscious incentives

and conscious activities of individuals, because in symbolic form it represents and thus
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in some way awakes the primary human urges.” (Solar, 2001, 271-272) The literary
text is viewed as a “symbolic representation of neurosis”, with the only difference being
whether it is the author™ that is subjected to psychoanalysis or the text (Burzyriska
and Markowski, 2009).

The psychology of literature continues developing successfully, sometimes in
accordance with psychoanalysis, and sometimes in sharp criticism of and opposition

to psychoanalytic attitudes and conclusions (Solar, 2001).
The fairy-tale world of Bruno Bettelheim

Psychological interpretations of literary works show particular interest in fairy tales as
aliterary genre. Freud’s followers find in fairy tales the oppressed conflicts and wishes
in the complex relationships of the fundamental components of the psychic apparatus

(id, ego and super-ego) invoking the psychoanalytic model of a human person.

Bruno Bettelheim points out (2010, 25) that “in a fairy tale internal processes are
externalized and become comprehensible as represented by the figures of the story
and events” and the fairy tale is therapeutic because patients find their own solutions
through contemplating what the story seems to imply about them and their inner
conflicts at this moment in their life. “In his patients, Bettelheim noted the inability
to face the problems which growing up entails, as well as the lack of motivation to
address them. Two developmental crises are most difficult to master: the personality
integration and the oedipal conflict. The first relates to the integration of id, ego and
superego that we do not achieve once for all, and the second relates to the crisis that

is caused by the fear of separation.”

Moreover, Bettelheim realized that the modern educational system neglects the
psychological states of the child, which leads to the suppression of the problem.
Namely, men are bound by their animal (id) and human natures, and they function
only when the id does what the ego requires, which should be done until we achieve
full personality integration. Bettelheim sees the solution of the problem in the telling
of fairy tales. He considered that fairy tales addressed children and encouraged their
development, while protecting them from the pressure of unconscious impulses. (Biti,

1981b) In 1976, Bruno Bettelheim published the book 7he Uses of Enchantment: The

(13] Wilhelm Dilthey in his work, which appeared in the same year as the Interpretation of Dreams,
sets the underlying thesis of his concept of hermeneutics that explains how we need to understand
an author better than he/she understood himself/herself, we have to make possible within ourselves a
re-creation of an alien form of life. (Burzyriska and Markowski, 2009, 62)
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Meaning and Importance of Fairy Tales in which he emphasized , The fairy story begins
where children are at this time in their lives and where, without the help of the story,
they would remain stuck: feeling neglected, rejected, degraded. Then, using thought
processes which are their own (...) the story opens glorious vistas which permit the
child to overcome momentary feelings of utter hopelessness.” (Bettelheim, 2010,
58). Emphasizing that the id is as an inseparable part of our personality as the ego,
Bettelheim (2010) points out that fairy tales do not say that the ego and superego
are superior to our animal nature. Fairy tales show that every part of our personality
has to get its due. Only the cooperation and integration of all three elements permits
success and leads to human happiness. If elements of personality do not integrate,
do not bind together, this can only lead to failure, Bettelheim points out, since the
prevalence of any factor (id, ego, superego, the conscious or the unconscious) prevents
the harmonious development of personality. “Only a person whose ego has learned to
draw on the positive energies of the id for its constructive purposes can then set that
ego to control and civilize the murderous propensities of the id.” (Bettelheim, 2010,
89). Nevertheless, becoming acquainted with the parts of our personality is not enough.
We must know how to apply them in relationships with the world. Bettelheim (2010,
110) writes that “we must refine and sublimate the content of the unconscious. (...) It
is ourselves alone who can turn the primordial, uncouth, and most ordinary content
of our unconscious (...) into the most refined products of our mind.” The fairy tale is
a children’s tool that enables them to better understand the nature of their condition
and circumstances and gives them courage to struggle against the difficulties they
are concerned with. The moment children begin to struggle against their complex
and ambivalent relations to the parents, they step towards achieving a well-integrated
personality (Bettelheim, 2010).

Psychoanalytic reading of fairy tales by Marc Girard

In 1999, the French literary critic, psychotherapist, physician and mathematician
Marc Girard published a book entitled Les Contes de Grimm. Lecture psychanalytique,
in the Croatian translation Bajke brace Grimm. Psihoanaliticko citanje™. In this book,
Girard, calling the fairy tale “a miraculous sediment of folk poetry blended with the
collective unconscious, thus being an excellent occasion for analysts embarking on
criticism of therapeutic anxieties” (2013, 19), departs from Freud’s psychoanalysis

and reveals the consequences of parental violence and incompetence. Girard, like

[14] This is the first Girard's book published in Croatia.
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Bruno Bettelheim, is a Freudian follower; however, he is sharp in his criticism of the
place of psychoanalysis in the literary interpretation of the fairy tale, as well as of
Bettelheim himself.

Commenting Bettelheim’s book 7he Meaning and Importance of Fairy Tales, Girard
points out that it is not clear to whom the offered psychoanalytic interpretations of
fairy tales refer. Do they talk about characters of fairy tales, about some imaginary
patients or about real children the psychoanalyst has observed? He considers that the
book was created only to “show how fairy tales help children overcome psychological
problems during development and integrate their personality.” (Girard, 2013, 27)
He emphasizes that the evidence derived from the text of Bettelheim’s book is also
rather scarce and interpretations are exceptionally similar in the observed fairy tales

and that Bettelheim sees oedipal conflicts where there are none!™.

Vladimir Biti also notes the lack of attainment of such psychoanalytic interpretation
of fairy tales. First of all, underlines Biti, the thesis of the therapeutic function of fairy
tales that Bettelheim departs from, “is far from being undisputable, because he works
uncritically on the assumption that actual conflicts can be resolved in an imaginary
fashion.” (Biti, 1981b, 340). Biti considers that these interpretations “failed to find
a valid explanation for the fact that not even the conclusive fairy-tale state of perfect
harmony liberates the child completely from the feeling of fear and guilt. Moreover,
this feeling is relentlessly renewed and the child constantly demands new tales.”(Biti,
1981a, 137) Biti observes that Bettelheim actually departs from the original Freud’s
tenets and fully follows Jung’s therapeutic method: “He puts the therapist in the
position of the one who knows what the patient does not know yet, but with effort
will find out.”(Biti, 1981b, 341).

However, Biti emphasizes that more radical researches of human psyche have shown
that “the birth at a higher plan inevitably entails the perversion of the lower plan,
the conversion of its true desires, and hence the opening of new, sharper conflicts
among instances of man’s personality.” Therefore, “only the interpretation which

would dare to take this into consideration would not fail to meet the demand of our

[15] This is best seen in the analysis of the Snow White. Girard considers that it is false to allude
to the oedipal conflict as pertinent to this fairy tale. ,This unhappy child, who is happy to grow
like a flower, should be therefore imagined struggling for the fondness of a desperately absent father.
How can one believe that Snow White is asking for the fondness of that man, when, afflicted by the
murderous violence of the queen, she does not even think to demand his protection? (...) She knows
well that her problem is a question of life and death, and not a struggle for pre-eminence where, in a
way, the wrongs would be more or less shared. (Girard, 2013, 106) On the other hand, Manuela Zlatar
(2007, 76), points out that it is a type of fairy tale that shows "the young girl's soul on the path to her
corporate, sexual and psychological identity .

107
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time.”(Biti, 1981b, 341)

Maja Boskovi¢-Stulli (2012, 289-290) underlines that the psychoanalytic interpretations
by Bruno Bettelheim reflect the segments of man’s world, or more precisely the inner
world of the child, and in this light of child psychotherapy they are justified and
appropriate as long as they do not want to substitute possible different adoptions of
fairy tales, not just by adults but also by children.

Bettelheim’s book, says Maja Boskovi¢-Stulli, did not fully avoid this trap. On the other
hand, the author notes, his paper points to the overwhelming hidden opportunities
in perceiving the functions of fairy tales, their vitality and the need to continue to
exist today at least for the children. But the potential timeliness of fairy tales is not
exhausted at all.

Girard, ,in a certain incredulity when it comes to the possibility to psychoanalyze
works of art* (2013, 19-20) actually emphasizes the basic assumption — he favours the
literary criticism key to the interpretation of fairy tales over the psychoanalytic key,
whereby literature goes beyond any possible theoretical exhaustion in the narrative and
conceptual superiority of the artistic text (Protrka Stimec, 2015, 172). Despite opting
for the psychoanalytic approach to the interpretation of fairy tales, Girard considers
that “art involves the potential of sublimation of individuals and that the sublimation is
the dividing line beyond which human achievements escape psychoanalysis.” (Protrka
Stimec, 2015, 172). On the other hand, Girard emphasizes that “in comparison to
a literature focused, like the one of fairy tales, on the presentation of inclinations,
conducts or most intimate human responses” psychoanalysis enables “with its
considerable investigative power to extend the mimetic field, the presentable reality,
leaving a much more rigorous delimitation of the form and its aesthetic potential.”
Namely, what was “once attributed to ‘illogicality” of fairy tales, the mysterious or the
inexplicable, is now inscribed in the linearity of a causal chain precisely in the way
in which ‘fantasy’ fades in favour of upsetting crudeness in the portrayal of motifs.”
(Girard, 2013, 20).

To read the Grimm Brothers’ fairy tales with Freudian eyes, for Girard means “to go
through the looking glass to discover a fascinating mimesis of psychological reality”
(Girard, 2013, 21). It is Freud’s psychoanalysis (focused on determinism) and not
that of Lacan (focused on analogies), as he points out, that “provides the method of
choice to decipher the mimetic presentations of literature” (Girard, 2013, 21). Rita
Felski (2008, 48) also emphasizes that the famous Lacanian picture of the child gazing
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entranced at its own idealized self-image proves to be short as a schema for describing
ways in which literature represents selves. The experience of reading is often similar to
seeing an unattractive, scowling, middle-aged person coming into a restaurant “only
to suddenly realize that you have been looking into a mirror behind the counter and
that this unappealing-looking person is you”. Moreover, the author stresses “mirrors
do not always flatter; they can take us off our guard, pull us up short, reflect our
image in unexpected ways and from unfamiliar angles. (...) We can value literary
works precisely because they force us — in often unforgiving ways — to confront our

failings and blind spots rather than shoring up our self-esteem.”

In the psychoanalytic interpretation of a literary work, fairy tales included, we must
not forget that this is primarily a literary work. Interpretation is not the same as
psychoanalytic treatment; it is just one of the means to achieve the goal. Girard (2013,
31) explicitly emphasizes that “it is not possible and never will be to ‘psychoanalyse’
a text, so it is not even worth trying.” He believes that any symbolic interpretation
that does “not come naturally inscribed in a general psychoanalytic framework”
should be refused. This is in contradiction with literary coherence and we need to
“resolve arbitrary interpretations” (Girard, 2013, 33). Only observance of these three
principles can lead to restoring the credibility of the psychoanalysis of literary works,

in this case, fairy tales.
The World of Archetypes of Carl Gustav Jung

A major milestone in the field of psychoanalysis was marked by the rupture of the
psychoanalytic camp in 1913, when Sigmund Freud and Carl Gustav Jung broke up.
Namely, in 1913, Jung published his book 7he Transformations and Symbolisms of
the Libido, in which he made known that he had taken a different course. From that
moment on, he called his own understanding “analytical psychology”. It is a departure
from Freud’s determinism and reduction of everything to instinctive elements, while

putting archetypes and the collective unconscious in the centre.

The collective unconscious “is a picture-language” and “the archetypes appear in
personified or symbolized picture form.” (Jacobi, 1951, 63). The major archetypes
are the persona, the shadow, the anima or animus and the self. The symbol,
Carl Gustav Jung (1964, 20) emphasizes, always implies something more than its
obvious and immediate meaning. It is the manifestation of the archetype that points
to the area of strong connection between conscious and unconscious life. Because,

Jung underlines (1980b, 11), every archetype is capable of endless development and
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differentiation. Even in an outward form of religion where all emphasis is on the
outward figure, the archetype remains unconscious as a psychic factor.

Since there is a close relationship between archetypes and symbols, Jung’s analytical
psychology has become a subject of interest to many literary critics. The foundations
of this criticism were laid out by Jung himself, by his interest in literature and art
in general, whereby he emphasized the autonomy of the work of art much more
powerfully than Freud (Grbi¢, 2010, 7)"°. In this key, the literary text is treated as a
symptom represented by symbols on the basis of which we reach the hidden meaning
of the text presented in archetypes (Burzynska and Markowski, 2009). Identifying
their presence in the literary work is the first step in the reading of its deeper meaning.
Jung’s literary criticism observes and analyses the phases of a character’s individuation
for its clearer understanding and more accurate correlation with other characters and
the entire text. In such an analysis, the text can be read as the imprint of the author’s
individuation (Grbi¢, 2010, 14). Certainly, in the context of general literary theory,
it is worth highlighting the phenomenon of archetypal criticism that occurred in the
Anglo-American area between 1930 and 1950, and whose significant representatives
were M. Bodkin, R. Graves, J. Campbell, G. Wilson Knight, R. Chase, F. Fergusson,
Ph. Wheelwright and N. Frye. Their starting point is Frazer and Jung’s concepts of
the archetype as an ancient ritual or symbolic pattern which unconsciously shapes
both modern psychological and artistic creations. The most prominent archetypal
critic, Northrop Frye, introduces three perspectives in his Anatomy of Criticism: the
archetypal, which examines the formal-compositional element of forms; the historical,
dealing with their content-modal features; and the rhetorical, which differentiates the
radical of presentation (speaking, enactment and writing). However, the followers
of Jung’s psychology, especially in fairy tales, understand archetypes as patterns of
thought, feelings and actions arising from the collective unconscious. Carl Gustav
Jung emphasizes that in myths and fairy tales, as in dreams, the psyche tells its
own story, and the interplay of the archetypes is revealed in its natural setting as
formation, transformation of the eternal Mind, eternal recreation. Jung holds that in
fairy tales one can best study the comparative anatomy of the psyche. (1980a, 215)
The fairy tale tells us, explains Jung (1980a, 250-252), that the power of darkness
can be overcome by turning its own weapons against it. However, in the context of
contemporary rational dogmatism and “platitudes”, Jung notices, instead of taking
the human psyche seriously, all the superhuman that the former ages predicated are

[16] Inhisstudy of Jungand literature, Igor Grbi¢ analyses the publications in which Jung specifically
discusses the relationship between analytical psychology and art, literature included: "On the Relation
of Analytical Psychology to Poetry"” dated 1922, "Psychology and Literature” dated 1930/1950 and "Ulysses:
A Monologue" dated 1932.
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reduced to “reasonable” proportions as though they were pure exaggeration. However,
Jung wonders if the collective beliefs from the past were just exaggerations? Has
rational reduction led to the beneficial control of matter and spirit? Moreover, Jung
asks, what have all our other cultural achievements led to? By giving the answer(s)
to these questions, Jung points out with horror that man has been delivered from
no fear and a hideous nightmare lies upon the world. Man has accomplished many
things, but Reason has failed lamentably, and the very thing that everybody wanted
to avoid rolls on in ghastly progression. When will we, Jung concludes, find ways
and means to cleanse mae and liberate them from obsession and unconsciousness,

and make this the most vital task of civilization?

Following these Jung’s ideas and questions, Marie-Louise von Franz sought for deeper
aspects of the fairy tale interpretation and is considered to be one of the most prolific

and most representative Jung’s followers in the area.

Marie-Louise von Franz and the Jungian interpretation of fairy
tales

Marie-Louise von Franz met Carl Gustav Jung in 1933 and continued to collaborate
with him closely until his death in 1961. Her book The Interpretation of Fairy Tales
was published for the first time in1 970. In her book the author claims fairy tales
to be “the purest and simplest expression of collective unconscious psychic processes” (von
Franz, 1970, I:1). She continues by saying that after working for many years in this
field, she has come to the conclusion that all fairy tales endeavour to describe the Self.
They sometime dwell on the beginning stages of individuation — experience of the
shadow or encounter with animus and anima. Considering that zhe archetype is not
only an ‘elementary thought’ but also an elementary poetical image and fantasy, and an
elementary emotion, and even an elementary impulse towards some typical action (von
Franz, 1970, 1:6), it is important to get as close as possible to the specific character
of such archetypal image to try to study in deep the psychic situation contained in
it. In order to reach a valid interpretation, we must consider the knowledge of the
average setup of fairy tales, of the comparative anatomy of all symbols and of the role
and symbolism of numbers. Marie-Louise von Franz considers that interpretation
is an art that can be learned only by practice and experience, while the space where
interpretation goes on is very much like a confessional. Subjectivism in the interpretation
of fairy tales should be entirely excluded. Only objectivity of the interpreter can lead
to exact analyses (von Franz, 1970). This allows for a special course of interpretation.
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When we attempt to interpret a fairy tale from the Jungian standpoint, it must be,
as a dream, divided into the four stages of the classic drama. The first stage refers
to the exposition, i.e. to time and place — in fairy tales always in timelessness and
spacelessness that is the realm of the collective unconscious. The second stage relates
to people involved, i.e. the characters appearing in the story. It is important to count
the number of characters at the beginning and at the end and interpret the symbolism
of the numbers. Then there is the naming of the problem. It usually comes at the
beginning of the story, we define it “psychologically” and we “try to understand what
it is.” (von Franz, 1970, I1I:1). In the end comes the peripetia, which can be short or
long. If a fairy tale finishes happily, a negative narrator’s comment follows. These
comments at the end of a fairy tale are called rite de sortie (fr. rite of return, coming
back) “because a fairy tale takes you far away into the childhood dream world of the
collective unconscious where you may not stay. (...) We have to be switched out of
the fairy-tale world.” (von Franz, 1970, I11:4).

Apart from following certain stages to interpret a fairy tale correctly, in order to make
interpretation successful, we must also understand the average setup of fairy tales and
know the symbols and symbolism. By enlarging motifs by means of amplification,
we reach the last two essential steps. First is to construct the context. All amplified
motifs must be studied in the story context. Then comes the second and last step
— the interpretation itself. We have “the task of translating the amplified story into
psychological language.” (von Franz, 1970, I11:6). Marie-Louise von Franz continues
by saying that psychological interpretation is a Jungian way of interpreting, i.c. of
telling stories because, she says, “we still have the same need and we still crave the
renewal that comes from understanding archetypal images.” (von Franz, 1970, I11:7).
Although she believes that it would be false to claim that Jungian psychological
interpretations are relative and not absolutely true, she believes that a story offers
only those revelations the interpreter is ready to digest. An interpreter can grasp only
to his own limits at a given moment. “But we interpret for the same reason as that
for which fairy tales and myths were told: because it has a vivifying effect and gives
a satisfactory reaction and brings one into peace with one’s unconscious instinctive

substratum, just as the telling of fairy tales always did.” (von Franz, 1970, I11.7).
A critique of Jungian interpretation
Marie-Louise von Franz, in the Preface to her book 7he Interpretation of Fairy Tales,

sharply criticizes and rebuts certain Jungian interpretations of fairy tales. She thinks
they are too personalistic and reduce the heroes of fairy tales to a mere human ego,
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while their misfortunes are treated as neurosis. On the other hand, Marie-Louise
von Franz writes that many academic scholars criticize Jungian psychology and find
it unscientific because it takes into consideration emotional factors and emotional
experience of individuals. While from Freud’s point of view a certain symbol (e.g.
the eagle) means a precisely defined term, the Jung’s point of view emphasizes the
emotional evaluation of the symbol diversity (e.g. why is it an eagle and not a dove
or some other bird species) (von Franz, 1970). This is about those interpretations,
emphasizes Maja Boskovi¢-Stulli (2012, 289), which search symbolism. They move
on an insecure ground of speculation and most often use the fairy tale as a means to
argue other theories. Jung’s interpretation of fairy tales as symbols of unconscious
mental processes, where characters are not seen as humans, but represent the individual

archetypal imaginary components of the human soul, belongs here.

In addition to some critiques of Jung’s introduction of mysticism to describe the material
found in the unconscious area (Lee, 1981), the Dutch Germanist and folklorist Jan
de Vries (1954) argues that we cannot apply archetypal criticism to a literary work
since the fairy tale is not a spontaneous creation like, for example, a dream. In his
scientific work, De Vries, accepts the Jungian concept of archetypes as a structure
of the collective unconscious, but, as explained by Eliade (1998), De Vries notices
the fact that this concept neglects the entire history of folklore motifs, the evolution
of popular literary themes and tendency to reduce everything to abstract schemas.

It is certainly worth pointing out that Jung’s tenets are strongly incorporated in feminist
literary criticism. However, the relationship of this criticism towards the Jungian
interpretation of fairy tales is, at the very least, twofold. On the one hand, Jung’s
precept of female and male archetypes - the concept of anima (a woman in a man,
an expression of female psychological aspirations in the male’s psyche) and animus
(a man in a woman, a male reflection of the unconscious in a woman) is criticized -
emphasizing that Jung’s archetypes are socio-cultural constructions and not eternal
psychological truths (Marjani¢, 2007, 12). On the other hand, it should be noted that
Jung’s precepts point to the androgynous structure of the human psyche. These are
psychological precepts of gender equality which, besides the rational, include also the
irrational interpretation of the unconscious. In this way, female qualities are liberated
and placed in a more equal relationship with male qualities (Katunari¢, 1983, 50-51).
In such constellations the kind of art is created where the anima has taken on the role of
a positive guide to the inner world, and this positive function occurs when a man takes
seriously the feelings, moods, expectations, and fantasies sent by the anima. Then he

fixes them in some form — in writing, painting, sculpture, musical composition (Jung,
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1964, 186)". In the archetypical sense, in the procession of individuation, anima
represents manifestations of unrealized libidinal energy and suppressed and distorted
unconscious contents. According to C. G. Jung, the anima is the personification of
all feminine psychological tendencies in a man’s psyche, such as vague feelings and
moods, prophetic hunches, capacity for personal love, feeling for nature, and his
relation to the unconscious. It is the mental image of the (male) individual presented
by the opposite sex (Jung, 1964, 177)!"¥. C. G. Jung underlines that ,no man is so
entirely masculine that he has nothing feminine in him.“ Moreover, the anima as
a feminine character is a figure which compensates the masculine consciousness
(Jung, 1982, 87, 68). It is also worth mentioning that this is a dynamic process which
does not allow for given entities. In the development of the Self, i.e. in the process
of individuation, Jung differentiates four stages of the evolution of the anima. “The
first stage is best symbolized by the figure of Eve, which represents purely instinctual
and biological relations. The second can be seen in Faust’s Helen: She personifies a
romantic and aesthetic level that is, however, still characterized by sexual elements.
The third is represented, for instance, by the Virgin Mary — a figure who raised love
(eros) to the heights of spiritual devotion. The fourth type is symbolized by Sapientia,
wisdom transcending even the most holy and the purest (Jung, 1964, 185). On the
other hand, Jung emphasizes (1964, 301), the animus plays an important role in the
connecting, integrating of the conscious ego. In this way the subject of individuation
can come into full possession of his male side. The appearance of the animus, the ego
has found the security which foreshadows the emergence of the Self, and with this
the completion of the first half of the individuation process — strengthening of the
ego and of his masculinity. The second half of this process — the establishment of a
right relationship between the ego end the Self — lies in the second half of one’s life.

Many feminists and women psychoanalysts follow these postulates of C. G. Jung, as
well as the archetypal interpretation shaped by Marie-Louise von Franz, to illuminate
women’s themes in fairy tales'”. In doing so, they underline the considerable difficulties

[17] "Many examples from literature show the anima as a guide and mediator to the inner world:
Francesco Colonna's Hypnerotomachia, Rider Haggard's She, or "the eternal feminine" in Goethe’s
Faust. In a medieval mystical text, an anima figure explains her own nature as follows: Iam the flower
of the field and the lily of the valleys. I am the mother of fair love and of fear and of knowledge and
of holy hope... I am the mediator of the elements, making one to agree with another; that which is
warm | make cold and the reverse, and that which is dry I make moist and reverse, and that which is
hard I soften... I am the law in the priest and the word in the prophet and the counsel in the wise. I
will kill and I will make to live and there is none that can deliver out of my hand.”

[18] Anima, as the female element in the male, explains Jung (1973, 180), enables putting a man's
mind in tune with the right inner values and thereby opening the way into more profound inner depths.
The anima takes (...) on the role of guide, or mediator, to the world within and to the Self. She can
be dark or bright, a virgin or a whore, a source of wisdom, a muse.

[19] For instance, Jungian psychoanalyst, Clarissa Pinkola Estés who published the book Women Who
Run with the Wolves in 1992. Along these lines, in Croatia, the book by Manuela Zlatar Novo ¢itanje
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in the process of forming of the animus in women and of the anima in men as free,
constructive spaces in the psyche. Namely, most people, Manuela Zlatar points out
(2007, 47), observe “masculinity” or “femininity” as a sequence of learned patterns of
behaviour and activities. However, each of us is responsible for recognizing in these

terms the archetypal energies which pervade our lives and enable free creative work.2
Interpretation as communication in the age of authenticity

Throughout historical periods which preceded the turbulent contemporary moment,
the cultivation of personal virtues such as wisdom, justice, strength and moderation
was entailed as a necessary foundation for a truly happy and fruitful life. Nevertheless,
our time is characterized by the “revaluation of all powers®, whereby virtue has been
replaced with an indefinite term “value” (Nietzsche, 1968). At this historic moment,
it is urgent to carefully review what has been revaluated. Among other things, it
is important to see what is happening with the skill of fostering the culture of the
word as a unique way of knowing the world and forming the human personality. It

is obvious that children today are growing without the once usual custom of their

parents reading or telling them classic tales, lullabies, fairy tales, legends, myths?'.

Today the child is lonelier than ever and as such, it has to face the challenges of growing
up. In the modern way of life, children no longer grow up within the security of an
extended family. Therefore, it is important to provide them with heroes who have
to face the world all by themselves and who, although ignorant, find their right way
(Bettelheim, 2010, 11). Moreover, loneliness in the challenges of modern life is a major
problem of today’s man in general. Even adults have a need for images of heroes who,
in spite of everything, eventually win and thus allow to be admired. But, the problem
lies in what is being depicted as good and what as bad. Namely, potential readers

bajke: arhetipsko, divije, Zensko (A New Reading of the Fairy Tale: Archetypal, Wild, Female) published
in 2007 should be pointed out.

[20] This is about creativity as a process of personal development, but also of artistic work, which do
not take place outside the community, the society. From the analytical psychology perspective, Erich
Neumann sees the relation of art to society also as a process in four stages. In the first one, the self-
representation of the unconscious goes on within the unity of the community and artist's personality.
In the second stage the artist invests his own effort to represent the cultural canon. The third stage
provides compensation for the cultural canon, i.e. individual products of new ones appear. The fourth
stage brings the transcendence of art — the artist becomes a great individual who transcends his bond
with the collective both outwardly and inwardly and attains to the level of timelessness. (Neumann
1974, 91-100, according to Grbi¢, 2010, 17). Each of the great artists seems to follow these stages in his
opuses: he begins by responding to a creative impulse within him, which strives to find form of whatever
kind; he then becomes a contingency of his epoch, and ultimately proves his artistic authenticity by
finding himself alone (Neumann, 1974, 102-103, Grbi¢, 2010, 17).

[21]  The classic fairy tales, tales, legends, myths, lullabies, with their symbolism, act in special ways
upon the conscious and the unconscious of recipients, especially those youngest, and as such have
an irreplaceable role in the shaping of the conscious and the conscience in a child. Along with the
psychologist Bruno Bettelheim, this topic was written about by the theologian-ethicist Vigen Guroian
and the philologist and writer J. R. R. Tolkien
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or listeners carry individual, sometimes semiconscious and subconscious images of
the model of the human world in which they live. The feature of the literary work,
as short as it may be, is that it shows a coherent, rounded and complete picture of
the model of that world (Skreb, 1986, 489). However, in the modern world, thrills
have swept aside wonder—the wonder that is the source of both philosophy and love
and all great literature; the wonder, moreover, which is the traditional source of the
“enchantment” that is to be found in reality itself (O’Brien, 2003).

To save what can be saved, Rita Felski (2008, 14) proposes that modern thinking of
reading involves a logic of recognition; that aesthetic experience has analogies with
enchantment in a supposedly disenchanted age; that literature creates distinctive
configurations of social knowledge; that we may value the experience of being shocked
by what we read. Furthermore, the author underlines (2006, 16) the importance of
giving equal weight to cognitive and affective aspects of aesthetic response; any theory
worth its salt surely needs to ponder how literature changes our understanding of

ourselves and the world as well as its often visceral impact on our psyche.

Within this framework, in this final part of the paper, we shall examine the diversity
of approaches and opinions about psychoanalytic and analytical psychological
interpretations of fairy tales. First of all, speaking in the words of Hans-Georg
Gadamer (2007, 179), in this analysis, as well as in all the cases where motivation for
interpretation has been established, and where in the communicative process something
was constituted as a text, the interpretation, like the text itself, must be subordinated
to understanding. This corresponds perfectly, of course, to the literal meaning of the
term interpres, which refers to someone who stands between and therefore has first
of all the primordial function of the interpreter of languages, someone who stands
between speakers of various languages and through intermediary speaking brings

the separated persons together.

However, this does not include exclusivity of any kind. Especially when it comes to
fairy tales. For, says Manuela Zlatar (2007, 72), we walk along a very slippery path
if we want to validate any interpretation as correct or incorrect. It is questionable
what and how much of this narrative can be extracted even by the most thorough
scientific research. In the case of fairy tales, as well as of any other literary work, one
must be aware that “mimesis is mediated by multiple devices designed to lure in
readers and to keep them hooked: suspense filled plots, fine-tuned verbal mimicry.”
Moreover, it is also about expanding the reader’s understanding that takes place

not only through formal methods and literary techniques “but also by the magical
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illusions, imaginative associations and emotional susceptibilities that such techniques
call into being.” (Felski, 2008, 133)%2.

Fairy tales address the recipient at a conscious and unconscious level, and this duality
is exactly what is the most remarkable in the narrative. To conclude, why would the
psychoanalytic interpretation of fairy tales and their literary interpretation in the
narrow sense be mutually exclusive? Ruin each other? Here, in the end, we emphasize

again that the fairy tale is, above all, a work of literature.

Do we thus deprive literature of its power of knowledge? Indeed, let us ask ourselves
together with Rita Felski - What does literature know? (2008, 77). And read her
answer: “That literary works yield limited perspectives does not prevent them from
also serving as sources of epistemic insight.” (2008, 84) Even of the complexity of the
human psyche. By analysing these possible aspects of literature, do we deprive it of
the features, which make it a distinct art; do we ultimately take away its literary and
artistic values? Do we deprive it of the recipient - the reader? If we decide to agree
with Rita Felski that “the act of reading fuses cognitive and affective impulses”, that
“it looks outward to the world as well as inward to the self”, then we must agree with
her assertion that “isolating and scrutinizing these intermeshed components looks

suspiciously like an exercise in academic hairsplitting.” (Felski, 2009, 132).

By observing the elements of the psychoanalytic reading of fairy tales, as well as the
elements of the model of analytical psychology, we have come from Sigmund Freud’s
assertions that psychoanalysis can provide information that cannot be obtained by
other means, thus showing to the author of the work new strings scattered between
intellectual talent, experience and the work itself. All the time we were aware of two
facts: first, as Freud says, the effect that the observed text produces on us, so that
the effectiveness of a work of art can be analysed only in the relation between the
observed work and the subject that observes it; second, the psychoanalytic theory
can in no way reveal the last, the deepest layers of the meaning of the literary work.
Nevertheless, the value of its application to literature is that it can achieve the discovery
of new, deeper layers of meaning, as well as provide the opportunity to illuminate
the nature of literary creativity (Martinovi¢, 1985, 11-41)%.

[22] Moreover, Jung (1980b, 218) points out, not only in fairy tales but in life generally, the objective
intervention of the archetype is needed since it checks the affective reactions with a chain of inner
confrontations and realizations. In this way it brings knowledge of the immediate situation as well as
of the goal. This enlightenment, or "untying of the fatal tangle", contains a positive magical experience
that is not unknown to the psychoanalyst.

[23] The author quotes Freud's address delivered at the awarding of the Goethe's Prize for Literature
in 1930 (Address Delivered in the Goethe House at Frankfurt. St. ed., vol.21, Hogart Press, London,
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It simply means to recognize that works of art, fairy tales included, can be appreciated
for a whole host of good reasons. Literary theory of the twenty-first century is
still struggling to come to terms with such plurality; it has manifest difficulties in
recognizing that literature may be valued for different, even incommensurable reasons.
Any such gestures of excommunication fail to advance either the aesthetics or the

politics of literary interpretation (Felski, 2009, 135).

Speaking in the discourse characteristic of the field of cultural theory, we live in the
atmosphere of Metamodernism, which succeeded postmodernism. This has led to the
current situation - almost a paradox - where the problem for the present generation
is just the opposite: no one has told us what to do. It is the literary theory, or literary
science, that is based on the premise that interpretation is successful if, once it has
been carried out with the artistic persuasiveness of the poetry language in front of a
reader or a listener, it shows a peculiar model of the human world with the mutual
relationships of people in it (Skreb, 1986, 498). But this is not just a mere return
to the old, or a one-sided rejection of postmodern premises. These are processes of
repositioning between the ideas and the views of the modern age (which determine
what to and what not to) and the postmodernist age (anything goes).?!! We can detect
this growing desire for authenticity. In general, three ideas prevail, of specificity, of
values and of authenticity. They characterize the new Age of Authenticism. (Docx,
2011) This is a negotiation between the longing for the universal truth on the one
hand, and (political) relativism on the other, between hopes and doubts, sincerity
and irony, wisdom and naiveté, construction and deconstruction. It is a case of
cultural metamorphosis and the development of cultural sensitivity in a time called
Metamodernism, in which man, in a certain way, oscillating and floating between
the future, the present and the past, with the ideals and between them, returns to
metaphysics'®!.

In this context and after what has been said in this paper, it is necessary to wrap
up the answer to the question whether the psychoanalytical interpretations of fairy
tales are still current in this modern moment, society, the world, that is, whether the
distinctive model of the human world that is offered by the interpretations of fairy

1961, pp. 208-212).

[24] This is a criticism of the postmodern credo "anything goes” that emerged in 1995 in the field
of architecture with the views of the urban planner Tom Turner and his suggestion (1995, 9) that "the
built environment professions are witnessing the gradual dawn of a post-Postmodernism that secks
to temper reason with faith."

[25] Asaperspective to post-Postmodernism, or in response to Postmodernism, the term Metamodernism
was introduced by cultural theorists Timotheus Vermeulen and Robin van den Akker in 2010 in their
discussion Notes on Metamodernism.
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tales, is necessary and current to the contemporary recipient. Marc Girard (2013,
21) indicates that the question of importance of fairy tales is apparent primarily
with regard to sincerity or authenticity. The modern recipient lives in a time of an
inordinate media attention where human vices and virtues are relentlessly exposed
and it is useful that there are places of healing. The fairy tales tell us of the difficulty
of being with and by Another. The still present need of a contemporary recipient,
both a child and an adult, for the authentic guise of fairy tales is testified by Philip
Pullman’s book Fairy Tales from the Brothers Grimm (2013). Pullman maintains (2013,
xiii): “All T set out to do in this book was tell the best and most interesting of them,
clearing out of the way anything that would prevent them from running freely. I
didn’t want to put them in modern settings, or produce personal interpretations or
compose poetic variations on the originals; I just wanted to produce a version that

was as clear as water.”

Therefore, irrespective of the fact that fairy tales emerged as literary works in the past,
they attract their contemporary recipient with their authenticity. This phenomenon can
be explained precisely through the term derived from psychoanalysis— Nacheriglichkeit.
Most successfully translated as “afterwardness’™, explains Felski (2008, 119-120),
this term crystallizes the idea that meaning is not embedded once and for all in a
particular moment, but diffused across a temporal continuum. Thanks to the time-lag
between the occurrence of an event and its resonance, meaning is delayed, washed
forward into the future rather than anchored in one defining moment. The term
“afterwardness”, therefore, highlights the transtemporal movements of texts and their
unpredictable dynamics of address so that texts from the past can interrupt our stories
of cultural progress, speak across centuries, spark moments of affinity across the gulf
of temporal difference. Nachtriglichkeit must therefore be made current and play a
more central and dominant role in modern literary theory. In this we shall agree with
Marc Girard (2013, 23) and conclude that fairy tales open their perspective also to
modern recipients and thus direct them to their power to do and to change their
own destiny. In the axiological desert of our daily lives, fairy tales require from us to
consider fundamental values which transcend those used for centuries. They take the
modern man, by showing the importance of solidarity and compassion, tenderness
and the structuring force of desire, to the centre of the authentic Metamodernist
humanity. Even today, in the 21st century, it is worth pointing out, together with H.
Gadamer (2007, 181), this fundamental: “Thus, it is by no means accidental that the
word “literature” has acquired a very positive value, so that something which belongs
to the category of literature possess a special distinction. A text of this kind represents

not just a translation of discourse into a fixed form; no, a literary text possesses its
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own authenticity in itself.”

The interpretation of fairy tales is, therefore, important also in the contemporary guise.
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Psihoanaliticka i analiticko psiholoska interpretacija bajki u ruhu
suvremene knjiZevne interpretacije

Sazetak

U radu se, polazedi od pojma knjizevne interpretacije, analiziraju specifi¢nosti
frojdovskog, odnosno jungovskog tumacenja bajki. Pri tome se traga za odgovorima
na pitanja je li interpretacija bajki i u suvremenom ruhu aktualna te otkrivaju li bajke
i suvremenom recipijentu polusvjesne i podsvjesne predodzbe o specificnom modelu
ljudskoga svijeta. Uoc¢avajudi da taj model pociva na mimezi koja posreduje putem
viSestrukih nacina, ukazuje se da je vrijednost njezinih psihoanalitickih ¢itanja u
otkrivanju novih, dubinskih slojeva zna¢enja. Stovise, u radu se pokazuje da ta otkrivanja
nisu temporalno ni spacijalno uvjetovana pa se nude i suvremenom recipijentu koji
traga za autenti¢no$¢u i to kao nacini kojima knjizevnost mijenja njegovo shvacanje
samog sebe i svijeta. Stoga, u radu se zakljucuje, kao vrenje dinamike Zanra i takva
¢itanja valja ukljuciti u ruho suvremene knjizevne interpretacije. A bilo koje geste
ekskomuniciranja onemogucuju poniranje u visestrukost knjizevne mimeze kao i

napredak u estetickom i politickom tumacenju knjizevnosti.

Klju¢ne rijeci: bajka, knjizevnost, interpretacija, psihoanaliza, analiticka psihologija
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Abstract

This paper presents a model of gallery education using the example of the didactic
exhibition “The Story of the Cravat”, created by Nikola Albaneze. It presents the
foundation of the cultural institution “Academia cravatica”, the art installation “A
Cravat around the Arena’”, the exhibition of works of art by Croatian artists on the
subject of the cravat, held in the Amphitheatre Gallery in Pula, the foundation of
the Cravat Museum and the history of the cravat. The aim is the need for children
and students to appreciate and understand Croatia’s cultural heritage in relation to
the cravat (also known as a neck tie). Gallery (museum) education was conducted
using the hand puppet Kravatko. In the final part children and students complete a
prepared educational (didactic) worksheet, and draw a picture of their own choosing

in coloured pencils.

Keywords: Gallery education, Puppet, Didactic exhibition, Didactic worksheets
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Introduction

The institution Academia Cravatica was founded on 26th March 1997 for the purpose
of appreciation of the Croatian heritage of the cravat. It is a not-for-profit institution
that works to study, preserve and promote the cravat, as a symbol of Croatian and
the world’s moveable heritage (Academia Cravatica, 2018). The symbol and logo
of Academia Cravatica are designed using the two large capital letters A and C in
Roman Antiqua font. The letter A is set above the letter C, whilst the upper curve
of the letter C joins and partially coincides with the horizontal line of the letter A.
The symbol is simple, dignified, stylish, solemn and faultlessly classical, reflecting
the character and purpose of the institution.

& B

ACADEMIA Muzej kravate

G Logo of Academia Cravatica and the Cravat Museum. Source:

1. Billboard of the Story of the Cravat exhibition (scan by A. Rotar, 2016).

The Cravat Museum was founded in Zagreb at the initiative of Academia Cravatica.
The idea to found it was prompted and realized after the first exhibition of works
of art by visual artists inspired by the cravat, held in the Amphitheatre Gallery in
Pula in 2003. The Cravat Museum has its own logo, comprised of a large capital
letter M with a slanted line, below which it flows into the shape of the lower part
of a cravat whereby all the lines are straight and angular and of equal width. The

cultural institution Academia Cravatica and the Cravat Museum are closely linked.
Cultural heritage

The past becomes heritage at the moment when we become aware of it. How the
cultural heritage will develop further, be passed on, evaluated and used for financial
benefit, so that it is possible to live from it, depends on the level of awareness that is
attained regarding assets from the past. Heritage is important for the development of
cultural tourism, for the national and international public. Heritage comprises assets
that grew out of nothing, the creativity of the people, and precisely the fact that it
grew from nothing makes it most valuable, in order to hold a nation firmly together
and lead it into the future. It is the possibility for a population, whose heritage grew

out of its internal pacifism, to lend it to others (but not to sell it!). An example of
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how a nation can make money for its life by sharing its heritage by presenting or
multiplying it, is the way in which it is presented in the posters and billboards of the
current exhibition. Through this role the nation will certainly receive respect from
others, and live better and more happily. Heritage, as shown by the example of the

cravat, is an increasingly important factor in our concept of the world.

Culture (Latin: colere) means to nurture, the word has the same root as “to carefully
raise something or someone”. According to the Croatian Encyclopaedia, culture is also
to work the land, to care for (body and spirit), to ennoble, to respect (enciklopedija.
hr, 2018)

Culture is also the totality of the material and spiritual assets, ethical and spiritual
values, created by mankind. It is the totality of the spiritual, moral, social and
manufacturing activities of a society or epoch. It is the totality of the education,
knowledge, skills, ethical and social sensibility, social conduct and behaviour of a

person. Tomislav Marasovi¢ wrote the following about culture:

“Culture (..) comprises the totality of the formations or phenomena in the material
and spiritual life of every nation and mankind as a whole, and the concept of heritage
presumes the inherited assets left by ancestors to their descendants. Therefore the cultural
heritage is a broad concept of inherited cultural assets, relating to the achievements left
to us by our ancestors (...) in architecture and the visual arts, including folk art, music,
theatre, film, sciences and other fields, which altogether comprise the totality of culture.”
(Marasovi¢, 2001)

Artistic works of architecture are also cultural heritage, that is, all works made by
people through their work. In order to protect and preserve the material cultural
heritage, in recent years international charters, conventions and recommendations
have come into being, as well as contemporary conservation theory, such as: the
Hague Convention of 1955, the Recommendations from New Delhi (1956) relating
to archaeology, the Venice Charter (1964) for the conservation and restoration of
monuments and sites, the Split Declaration of 1971 on the role of local authorities,
the Convention Concerning the Protection of World Cultural and Natural Heritage
0f 1972, the Declaration of Amsterdam, 1975 - the integral protection of architectural
heritage, the Recommendation from Nairobi of 1976 on protection of historical
areas and their contemporary use, the Washington Charter on the conservation of
historic towns and urban areas, the Mexican Charter of 1999 on tourism and cultural
heritage (Marasovi¢, 2001)
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Didactic exhibitions

Didactics (Greek: 818omtinn té€xvn: the skill of teaching). The original founders are
deemed to be Wolfgang Ratke and Jan Amos Komensky. It is the theory of education,
independent of the location of the educational process or the theory of education in
classes as the most organized and most systematic encounter between those who are
learning and teachers and sources — or media as support in that process. As the theory
of teaching, it deals with the questions of the purpose and tasks of lessons, which it
sees in teaching goals (acquisition of knowledge, developing skills), and training goals
(affirmation, developing interests, affirmation of rational points of view, encouraging
useful needs). Realization of the goals of didactics is linked to the highly efficient
organization of education as a whole, as well as its division into periods of time (school
year, month, day, lesson, or the time planned by a project, or more liberally organized
classes), and the content of the subject, thematic and teaching units (enciklopedija.
hr, 2018). Contemporary didactics include didactically related content (curriculum
theory) because it deals with goals, content, strategies, media and assessment. It is key
to the process of learning and knowledge, maturation, critical thinking and progress
in the development of the students’ consciousness. It is closely linked to methods of
teaching art, which enable the population to think freely and critically, and prepare
them for a constructive and responsible life. Didactics are curriculum theory. Method
is the theory and practice of teaching and learning. Together they form education.
Herbert Gudjons, Rita Teske and Rainer Winkel led us to this concept:

“Didactics are: (...) a critically defined process, which means that it always relates to some
existing and intended practice, and therefore is not only theory, but also consideration
and practice and responsibility for it. (...) In everyday lesson planning and practice, it is
important to allow progress in learning and build long-term motivation.” (Gudjons, 1992)

The exhibition “The Cravat Story” is a didactic exhibition (closely linked with method)
because its aim is didactic, the presentation of a theory, and its method is teaching in
a different way than through textbooks or the internet, in a different space, outside

the kindergarten or school building. This method of learning is more effective.
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The Cravat Story Exhibition

The Cravat Story Exhibition, devised by Nikola Albaneze, was set up in the Gallery
of the Croatian Homeland War Veterans’ Hall in Pula, on Cravat Day, which was
established by the Croatian Parliament. Since then Cravat Day has been marked
every year on 18th October. The organizer of the exhibition in 2016 was the cultural
institution, Academia Cravatica. The exhibition was staged by Aleksandra Rotar,
Dino Bedrina and Ida Kova¢. The official opening of the exhibition took place on
18th October 2016 in the Gallery of the Croatian Homeland Veterans’ Hall (CHV)

in Pula.
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Logo of World Cravat Day; Source: 1. Billboard of the Story
of the Cravat exhibition (scan by A. Rotar, 2016).

The story of the cravat tells briefly of the origins and formation of the cravat, which
today is a symbol of formality, dignity, and responsibility.

“The 18th October, when the spectacular installation of a cravat around the Pula Arena

took place, was declared as Cravat Day in the Republic of Croatia by the Croatian
Parliament in 2008. Since then, every year Cravat Day has been marked in Pula and
throughout Croatia and in various other parts of the world, and this also promotes Pula,
Istria and Croatia.

Academia Cravatica, through the Croatian representatives in the European Parliament,
launched an initiative for 18th October to be declared European Cravat Day. As part of
that initiative, to mark Cravat Day last year, on 27th October 2016, a panel discussion
was held in Strasbourg, in the Flower Carpet Exhibition Area of the European Parliament,
on the subject of European Cultural Heritage as Means of Enhancing European Identity,
about the cravat as one of the most powerful symbols of the European identity. On the
same day, also in the premises of the Euro-parliament in Strasbourg, the opening of an
international exhibition took place entitled, “The Challenge of the Cravat”, which has
so far been staged in about ten countries, in Europe and around the world. Cravar Day
was marked for the first time officially in Rome, where the Italian-Croatian Mosaic
Association-Associazione Mosaico Italo Croato, under the patronage and support of the
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Croatian Embassy in Rome, prepared a programme for the occasion in the Spazio Europa

centre, which also space belonging to the European Union,”

In these words Dino Bedrina summarized the announcement of the programme of
the staging and realization of the opening of the didactic exhibition, The Cravat Story,
in the Gallery of the Croatian Homeland War Veterans’ Hall in Pula. The originator
of the concept and the texts of the exhibition was Nikola Albaneze, curator of the

Cravat Museum, which is being founded. The exhibition, according to Bedrina,

“(...) presents in pictures and texts the historical development of the cravat, its Croatian
origins and its spread through Europe and the world, and its symbolic value and identity

as a media of communication’.

The following people supported this event by taking part in the programme of the
opening of the exhibition: representing the Istrian County, vice-prefect Giusseppina
Raiko, representing the City of Pula, Mayor Boris Mileti¢, the secretary general of
the institution Academia Cravatica (now retired) Dino Bedrina, doc.art. Aleksandra
Rotar, pupils of Pula High School, and the Master of Ceremonies was Ida Kovac, prof.
A. Rotar, in her speech at the opening of the exhibition, explained the connection
between the cravat and industrial design. The textile and fashion, industrial and
graphic design of the cravat is the work of industrial and graphic designers who are
most often educated in colleges and academies for the study of fashion, graphic design
and similar courses. Cravats (neck ties) are usually made from various types and
qualities of cloth, which can be formed and designed in the widest manner of ways.
The School of Applied Art and Design in Pula has a Textile Design Department,
whose programme covers fashion, fashion design, including the cravat. It would be
a real pity if the new creative cravats and designs developed in the school were not

sold to textile workshops who then produce unique cravats.

All the materials on the boards were graphically designed using a computer program,
together with the texts explaining the reproductions of the original paintings and
photographs. This is one possibility in the realization of a didactic exhibition.
Due to the character of the travelling exhibition, the original works of the painters,
cartographers and photographers are not exhibited. An exhibition designed in that
way would entail significantly more expense. Consideration of an original painting
or a reproduction is not the same. An original painting always radiates an energy
that a reproduction does not have. When you observe a reproduction, its content

cannot remain in your memory as long as when you look at an original painting, or






