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Abstract

This research ighe first output of the Erasmus+ project Empowering teachers for a
student-centred approactthat investigated the student-centred and/or petsed
approach in several European countries, preparbédnabook of good practices for
teachers and published several peer-reviewed estimh student-centred learning. The
aims of the researchare to critically evaluate the latest researcldifigs in student-
centred learning and make an empirical researclam university teachers in three
European countries use this pedagogical approant, they try to personalise learning,
and what are the main challenges faced by teachieesesearch methodologyincludes

a survey of the contemporary literature on studentred learning and an analysis of
guestionnaires completed by university lecturetse Thtroductory part discusses basic
theoretical concepts, definition of student cerdesining, offers a brief outline of its
development, the positive outcomes and criticisnthi§ approach and application of
student-centred learning. The second part of therature overview discusses the
characteristics of the student-centred learninggss, the most popular types of student-
centred learning, and the importance of giving ket to students. The research shows
that student-centred learning is introduced in eddht professional fields; different
geographical areas and that it can be practiced Bveig classes. Whilst teachers and
students are acquainted with student-centred legutoi a certain degree, they are in need
of more guidance, knowledge and understanding dawgits application and practice.
The third part of the theoretical research discaissachers' role in implementing SCL in

higher education. It stresses the importance oBitlegna system in the development of
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student-centred learning, discusses the concegtudent-centred studies and carries out
an analysis of documents and scientific literatureorder to identify criteria for the

assessment of the teacher’s role in student-centuglies.

The empirical part of the research presents datbysin of the questionnaires answered
by 634 teachers from 42 tertiary institutions iEopean countries. The analysis shows
that SCL, or some of its facets at least, are lewn to teachers and that they are aware
of the positive effects of student-centred learnmimgstudent attainment and motivation.
The final part of the empirical research includesomparative analysis of SCL practice
in 3 European countries and directions for furtidewvelopment of SCL in higher

education.
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1 LITERATURE SURVEY

1.1 BASIC THEORETICAL CONCEPTS

In the main, this literature review mainly coveng period from 1990s to the present day
and is restricted tpeer reviewed articles and bookgublished all over the world. It
does not include unreferenced work and/or instindl blogs or other social media in any
significant way. Although these are rich sources@drmation and opinion, particularly
regarding the most current issues relating to ffects of technology on learning, they

are largely outside the scope of this review.

There is an ambiguity in thexpression “empowering teachers for a student ceregd
approach”. One interpretation is in the sense of prepargmrhers to use a student
centred (SC) approach addressing questions suethatsthe prerequisite conditions are,
what strategies can be used, what the criticalessctactors might be, how is »success«
measured and so on. Much of the available liteeatibased on issues of practice and on

case studies and this has been included in thewevi

Another interpretation of “empowering teachers dostudent centred approach” is more
abstract and descriptive, rather than concrete predcriptive. Many writers have
explored the underpinning theory or constructs drave provided models and
commentaries in an attempt to suggest reasons @dshérs should be empowered to
provide a SC approach or have compared and cosdraSC learning with more
traditional approaches or considered the advantaged disadvantages or the
consequences. Other writers have been concernbdivatbroader picture in which SC
learning is located in a culture or socio-econoamnd political context and some have
examined SC learning as an approach which is pgartoo reflects - wider pedagogic
change looking at how SC learning both shapes afiécts those trends. These

perspectives have also been included.



In reviewing the literature there have been probklefor example reconcilindifferent
definitions of SC learning or divorcing SC learning from related topics sua$
personalised learning. There have been constrairis as not using unreferenced work
or ideas emanating from online communities throsmtial media although these sources

might provide good insights into current thinking.

O’Sullivan (2004) says the concept of SCL can kedited to Hayward in as early as
1905 and, later, to Dewey’s work in 1956. In itsntpdorms and incarnations, SCL, or
facets of it, also occur in the work of Piaget angjotsky but any real paradigm shift
towards SCL in its current form occurs in the lattecades of the 20th century. This shift
from teaching to an emphasis on learning meansttiesé has been a parallel shift in
power away from the teacher to the student (B&95L Whilst SCL is acknowledged in
most education systems of being generally wortheoreficial, there are few examples
where it has been adopted wholesale across ahitepsectors, subjects and teaching

activities. Possible theories and explanationgtisrare given later in this review.

Because SCL occurs in different guises and is suligedifferent definitions, it can be

easy to overlook evidence and examples of ideaspaactice. Maria Montessori, a
forerunner of SCL, contributed to the theory andctice by implementing a curriculum
structured to encourage children to learn througlependent self-directed interaction
with previously presented activities. Carl Rogeidéas about the formation of the
individual also contributed to the theories and yoawf work that have informed

contemporary ideas on student-centered learningeiRonrote “the only learning which

significantly influences behaviour [and educatiengelf discovered”, Kraft (1994). Also

a number of others like Bruner, Ferriere, Rousséaainet, Gardner, Rodari, Ciari,
reported on the benefits of experiential, handssbagent-centered learning (Cubukcu,
2012, 50).

Many researchers and practitioners have alreadyrbegdiscuss the diversity of opinion
regarding what constitutes an SC approach. Wiitstetis a broad consistency in general

opinion there are also growing concerns regardiegapparent misinterpretation of the



“ingredients” of SCL and what SCL actually “lookiRe in practice. “A student-centred
classroom isn’t a place where students decide thiegtwant to learn and what they want
to do. It's a place where we consider the needghef students, as group and as
individuals, and encourage them to participatéhenlearning process all the time”, Jones
(2007). Lea et al (2003) also found that differamerpretations of SCL meant that
“...many institutions or educators claim to be imgftstudent-centred learning into
practice, but in reality they are not”. Any ideatheory that is open to interpretation is
bound, at least in part, to be interpreted incalye®ersonal interpretation can cause
theory to be applied too meanly, too generally eraty inappropriately due to lack of
proper understanding of the underlying tenets assireld outcomes.

O’Neill (2005) also cites that the range of ternmsed to describe SCL has led to
confusion surrounding its implementation. Our owpegience of terms such as “self-
directed learning”, “autonomous learning” and “ilde learning” used to describe the
same (or similar) idea or process has also, weewmliled to a bloom of different
interpretations of SCL. It is also likely that thember of synonymous terms is increased
by those coining a new phrase/concept when, intye#that which they are describing is
either a mutation of the original or a hybrid ofotyere-existing ideas. These practices
may be the norm for theorists and researchersobyr&ctitioners and classroom teachers
it is unlikely to be helpful in providing claritynal, ultimately, consistency and superiority

of practice.

This suggests that there may be a disconnectionvelet the theory and the
implementation and practice of SCL which, in tuisaggests a need for a clearly defined
set of prerequisite conditions or principles tha¢ aneasurable or capable of being

assessed.

Whilst there are differences in interpreting whatlLSis, there are also broad and
consistent similarities in the identifiable facetsSCL. These facets or principles can be
broadly interpreted as targeting specific needskanavledge deficits, the use of methods

that suit students learning styles, maximising stuigégngagement and ensuring relevancy



in course content. An argument can also be madéh@inclusion of access, meaning
that students should have some say or control \m they access their learning (online,
small groups, one-to-one sessions with tutors) whén they are available to learn
(convenient day and time and around other commitsperBut flexibility in the
opportunities to access education cannot in iteelfconsidered an example of SCL
because it does not always influence course comtem¢aching methods and is only
meant to answer students’ logistic or timetablirepas, not their learning needs or
knowledge deficits.

There is evidence to suggest that different sulgpetialists find SCL easier to adopt,
more appropriate for their teaching context and ersuccessful than others. Barraket
(2005) suggests that a re-orientation of the culuim to student-centred learning can, in
specific cases, have a positive effect on studerfopnance. This study was carried out
in a “...masters-level social research methodsestibjput there seemed to a general
agreement that MST faculties are especially opes3b.

The research that recommends the adoption of SQivealwther, more traditional
approaches is convincing in its evidence. Priné®42 found there was a year on year
increase in enrolment and curricular retention aarses that practiced active learning
compared to the same courses where students wajeetsto traditional lecturing. Also,
The Stanford findings provide independent evidethet deeper learning strategies and
student-centered practices increase academic a&cheu. The Stanford Center for
Opportunity Policy in Education (SCOPE) looked elgsat four schools achieving
positive outcomes and found they were engaging dedeloping high levels of
proficiency for students of colour, English leasjeand low-income students at levels
that far exceeded traditional schools serving sinstudents, Friedlaender (2014). Swan
(2007) found that in an environment where retakelestts were taught mathematics

using SCL “.... learning increased with both thenber of activities used and the degree

to which the teaching was reported (by students)stslertcentred”. However,



“Learning gains were modest, possibly reflecting thfficulty of algebraic concepts for
these students”. Interestingly, the study found tizd only were academic gains modest

but “Students’ confidence, motivation and anxiegmained largely unchanged, in

contrast to a control group, where the more trassimibased approaches were

associated with a small decline in these aspeétsidings such as these add to the
confusion regarding the mereits of SCL because $keyn to contradict some of the most
supposed key benefits of SCL such as increasedvatioth, enthusiasm and increased

confidence.

In contrast, Felder et al (1996) reported resigdnom students: “Some students view
the approach as a threat or as some kind of gamdea &w may become sullen or hostile
when they find they have no choice about playinigiey found that students in higher
education that had always been spoon-fed in thenitega environment could be
particularly resistant due to the belief “... thia¢y are paying tuition or their parents are
paying taxes to be taught, not to teach themselvEsis may suggest that there is a
significant obstacle to overcome when implemen®&®&).. By shifting the onus from the
teacher to the student, a large portion of resjditgi must also be transferred which

may not be to the students’ liking.

Whilst there are numerous examples and suggestgasding strategies that make SCL
possible these in themselves may not be suffidiergnsuring a consistency in good
practice. It would appear that it is fairly essahthat practitioners understand the theory
as well as familiarising themselves with excellemamples or case studies of SC

activities in action.

Whilst some may see SCL as something like a panaceal learning contexts, others

believe it is a system that can place an unusugiittee burden on the learner. It is also



apparent that a significant portion of the resedhat found distinct benefits in using
SCL was carried out with smaller groups of learnkrdeed, even the possibility of using

an SC approach with large groups may be inheremthplematic. “... student centred
learning with classes of over thirty students... may be easily achieved, practical or
even possible in the university setting”, Sparr@®9Q0). The findings of this study also
reveal that even in a small group context, “Compses and variations in emphasis
between student centred and teacher centred séstegorporating negotiated and non-
negotiable content with flexible delivery modes nieeya way forward”. This contradicts
the idea that SCL requires the teacher to undergmerananent change in teaching
practices but, instead, suggests that the suregttovampower teachers through an
understanding of the theory of SCL would be to hekm understand that SCL may not
always be the most appropriate approach - that #teyuld use their professional

judgement when deciding on the most appropriatehiag techniques.

The lack of a definitive theory supported by webedmented examples of practice has
hampered the wholesale adoption of SCL by educaltimstitutions. But that is not to

say that SCL isn’t making any inroads; strategigshsas assessment for learning (AfL),
differentiation and collaborative learning are@mponents or derivatives of the general

idea behind SCL and all are practiced widely acteashing sectors.

The literature survey seems to suggest that SClntzake its way into higher education,
and that the Bologna system has had a very imgamdéain its development. Whilst the
large body of literature and accompanying definisiavould seem to represent a wealth
of resources for educational institutions and ptiacers, there is also some criticism and
disaffection worth discussing.

In order for SCL to empower teachers they will egja clear understanding of what
SCL is, what it “looks” like in practice and what the benefits are They will also need
to understand how they can assess their (andgtugients’) progress with the aid of clear
and structured success criteria. Presenting theth wuccessful case studies and

empirical evidence would also be beneficial in emaging them to implement SCL and



would also act a guide to troubleshooting as thewenaway from their traditional
teaching methods. Projects such as Time for a Neavadigm Shift in Education:
Student-Centred Learning, Attard et al, (2010),ehbegun the process of standardising
SCL planning, practice and assessment by creat®dlg éecklists and step-by-step
diagnostic strategies for policy makers and priactérs. The work covers all aspects of
implementation and advice to all stakeholders @ating and maintaining a consistent

SCL environment.

Teachers take their responsibilities very serioualyd are not overly fond of

experimenting with their students’ futures by dafdplin strategies that have not been
trialled or lack consistently positive outcomes. ildheducational institutions and writers
are very open to theory and supposed good ideasg thre not usually enough to
convince teachers to commit to adopting a newudtit a “new state of mind” or a new
way of working. It is of course true that they che made to conform, obliged to
implement and practice new strategies and techajdué if we want the best results we

must concede that that teachers should believénat they are doing.

It would be impossible to finish without giving senrecognition to the role that
information technology must play in the developmantl implementation of any new
educational theory or strategy today. Even in #ve $hort years since the publication of
the majority of papers and articles read in thecgss of writing this review, the growth
of technology in education has been exponentialldiMine benefits of using technology
may be plentiful, the peer-reviewed literature aesearch in the field of technology and
SCL is somewhat less so. Having said this, thetfeadttechnologies could, should or are
being used in SCL is often referred to in the regeaut only in passing, as though it is

something that is not important yet.

SCL needs a more consistent and solid identity taadhers need a generally agreed
model of SCL that is better defined, based on abioation of theory, practice and
evidence, utilises technologies to their best athga and is underpinned by effective

assessment strategies. Teachers need a deep andergt of what constitutes the
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successful practice of SCL and what the best outsdior students “look like”. It is only
then that we can hope to see the kind of seismit i#guired in teachers’ attitude,
approach and practice to make SCL a genuinely méaleinode of education — and only

then that we can hope to empower teachers in gsirent-centred learning.
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1.2 CONTEMPORARY STUDENT-CENTRED LEARNING

Literature overview representise latest research findingsin student-centred learning
and offersthe main target groups - lecturers in the participating and other cowsi
managing boards of HEIls, students, ministries oficaton, public and private
professional educational organizations and largemlip - information about
contemporary good practices of the student-cenfemining and/or personalised
approach. The literature survey discusses theilgaprocess, the most popular models
of student-centred learning, the importance ofrgjvieedback to students, presents that
student-centred learning is introduced in differgmtofessional fields, different
geographical areas and practiced also in big dadsealso shows that teachers and
students are acquainted with student-centred legutoi a certain degree but that they are
in need of more guidance, knowledge and undersigndigarding its application and

practice.

1.2.1 Characteristics of the contemporary studeettred learning process

Zhu and Engels (2013) claim thatudent-centred learning is the most important
innovation on the micro levelthat can be placed beside the communication técies
and the use of collaborative learning approachés. duthors mention that innovations
like student-centred learning are most typical ngamisations that have integrative
structures, emphasize diversity and that also p&cemphasis on collaboration and

teamwork.

The main characteristics of a student-centred apprach are the considerations given
to individual learners’ experiences, perspectiyesgkgrounds, interests, capacities and
needs (Harkema and Schout, 2008). Within this aapraeachers mainly focus upon
what students should learn and emphasize why (BmahsVye & Bateman, 2002).
Teachers take into account the existing knowledfestodents (Bransford, Brown,
Cocking, 2000; Protheroe, 2007), provide differepportunities for students to learn,

12



often change teaching methods, help students wkie Hdficulties and consider their
background. Teachers discuss with students whiaotfysactivities lead to good results,
expose students to looking for alternatives andndryto find their own solutions.
Examination questions refer to real-life situataord do not lead to categorising students
with regard to their scores or grades. The basmditions for an effective learning
situation are the learning environment in whichrheas feel safe and accepted; numerous
opportunities for students to confront new inforimiat experiences, and personal
discovery of new understandings that are all adbpiehe individual students and their

pace of learning (Mc Combs et al., 1997).

Harden and Laidlaw (2013) emphasise that teachérs work on the basis of the
student-centred approach should provide feedbatkecstudent, engage the student in
active learning, individualise the learning to fhersonal needs of the student and make
the learning relevant. They quote Hattie and Tidgye (2007) that students should
receive constructive and enough specific feedbaglexplanation and that the language
used in doing so should be non-evaluative, givetinie and frequently and should help
learners to plan further studies. Students havevithehl needs regarding personal
capabilities, motivation and what drives their leag goals and career aspirations,
achieving mastery of the course learning outconmesrury to the course, learning styles
and the place of learning — on campus or at amista and the time of learning.
Individualisation can be achieved in many ways: Teaching programme may be
arranged so that students can choose to attertuaden a subject, view a podcast of the
lecture, engage in collaborative problem-basedniegr with their peers or work
independently using an online learning programmearhing resources or learning
opportunities can be adapted or prepared so thattluents’ learning experience, as they
work through the programme, is personalised tor timelividual needs. When learning
experiences are scheduled in the programme, suals@ssion with a simulator, the time
allotted for an individual student is not fixed,ths the length of time necessary for the
student to master the required skills. Also theiculum can be designed so that it helps

students’ individual requirements e.g. by includegeriences in the early year of the
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course, by encouraging a problem-based approactiebyse of virtual problems related
to the subject (Harden and Laidlaw, 2013, 31).

Mclean and Gibbs (2010) claim that the studentsilshbe included also at all levels of
curriculum design, implementation and evaluatios.“élients”, students need to be part
of the process of developing a learner-centredalum. A clear admission policy (with

appropriate support structures) should be developkd school should support student
diversity and individual learning needs, the psyapwmal and social aspects of student
diversity, develop students’ self-learning skidlow time for independent learning and
pursing areas of interest, regularly review theecourriculum content, recognise that
their education continues beyond graduation, pewanple opportunity for student

professional development and not pay lip servideamer-centredness.

Cubukgu (2012) lists a number of characteristicstiod student-centred teaching
programme, emphasising tasks that attract studenesests, organising content and
activities around subjects that are meaningful e students, determining clear
opportunities that let all students develop thewndearning, skills and progress to the
next level of learning, organising activities ttrelp students understand and improve
their own viewpoints, developing global, interd@oiary, and complementary activities,
supporting challenging learning activities everthié learners find them difficult, and
emphasising activities that encourage studentsoté with other students in cooperation.
In student-centered learning environments it i®esal that students take responsibility
for learning and that they are directly involvedtie discovery of knowledge, choosing
the materials used so that they offer them a chaocactivate their background
knowledge and ensuring that the planned activéresbased on problem solving. Various
institutions and outside-class activities are ipooated to support students' learning
(Cubukcu, 2012, 53). The time dimension should\@uated in psychological terms. It
is important that the students have enough timeotestruct the information cognitively
and connect the new knowledge to real life. Thelexstts should have enough time for
communication, for learning, synthesising, obsegvand applying new knowledge to

social life, work, family and society. When talkidpout “location” of student-centred
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learning we should include all the places wherdestis learn: school, library, museums,

work place and home.

Lemos, Sandars, Alves and Costa (2014) claim HeBologna Process emphasises the
importance of the student-centred approaclrhey point out that this system introduces
students to the idea of taking responsibility foeit learning activities, increased
retention of the content, improved student engageénamd improved status of the
learners. Their study tried to investigate a neweadimethods approach to evaluate the
student centredness of teaching and learning. Blsearch results showed that, in
particular, teachers appreciated especially thioviahg: the importance of engaging
students in the learning process, that the classamalace for discussion, students were
encouraged to be autonomous and that there wadtansipower relationships from
teachers to students. Course objectives and assesgmogramme remained under
teacher control. Teachers used content to capttuderst curiosity and increase
motivation. Teachers considered themselves mofac#gators: they gave students high

responsibility in classroom activities, and provdestant feedback.

According to theEuropean Students’ Union (Student-centred learning, 2010) the
student-centred learning is actually a synonyngtality higher education. Among other
student-related issues they emphasise transparecedures for students to be able to
give feedback on the quality of the educationalcpss, students are consulted on
curriculum content, on the teaching and evaluativethods used, are involved in
periodic programme quality reviews, are involved fai and equal members in
committees, procedures for students to appeal idasisregarding their academic
attainment or progression are provided, they areswated when learning outcomes are
designed, student needs and the diversity of tlexaet student group are considered
when designing learning outcomes, students arernm@d on the intended learning
outcomes before they start a course or programmmg@aoent, representatives of teachers
and students are involved as full and equal memipetse panels undertaking quality
assurance reviews, institutional quality assurarmgews and guidelines take into

account the overall elements of teaching and legrnprior learning (in non-formal
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learning environments) is recognised by the institufor the purpose of access into
educational programmes, the process of recogngi@asy, recognition of prior learning
can be done without significant costs or bureaygrdiere are special support measures
in place in order to help students from disadvaedabackgrounds, learning paths are
flexible enough so as to permit combining work/fgnife and studies, group-work is
used in the learning process, the goals of thenileguprocess are agreed upon between
teachers and students, peer and self-assessmenseaeas a method in the student
assessment process, projects are used in therassesd students, simulations of tasks
and real life situations are used in the assesswofestudents, students have access to
appropriate research and study facilities, theitutgin contributes to promoting a
national/regional culture of student—centred laagnithe programme uses a student-
centred learning approach in providing training the use of innovative teaching
methods and student-centred curriculum developm&aditionally, in the classroom,
there is practical implementation of an SCL apphaéat includes a number of following
components: problem-based learning, group projecrkw student-centred active
learning, resource-based learning, use of the caethod, role plays, classroom
workshops, group presentations, use of a web-ceméarg environment, particularly in
distance education, small group work that enabledesits to learn how to work in a
team, in the process of which they identify anttfie gaps in their knowledge. They also
stress the importance of involving students aftex task is completed, making self-
assessment comments, making peer-assessment feediraments, suggesting self-

assessment grades and negotiating self-assessradasg

The European Students’ Union seems to have the detailed and concrete list of what
constitutes student-centred learning. They empbasis importance of feedback in
learners’ progress, students’ rights to decide alwouriculum content, teaching and
evaluation methods, using committees to evaluaejtiality of the institution, the use of
credits, stressing that prior learning should m®gaised, emphasising the importance of
group-work, the use of projects, different formsassessment, simulation, research, IT,

the collaboration of librarians and teachers, amdbvative teaching methods.
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This chapter describes a number of different wéng enable focusing upon students
within the learning process, assessment and eveicldum development. It includes the
opinions that the Bologna process emphasizes steeeired learning and/or shows that
indicators of higher education quality are basedhenstudent-centred approach. Since
the Bologna system has been used in universityatducfor a number of years this
might suggest that universities have introducedralver of new learning methods based
on the student-centred approach. On the otherwsdesrsities are big and rather rigid
organisations that accept changes very slowly.dgssistudent-centred approach requires
from lecturers a lot of work and even personal geanwhich might hinder the process.
Further chapters of the research and its empipeal will show if higher education
institutions in the participating countries accepttudent-centred approach or if the
process is not as fast as expected.
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1.2.2 Popular types of student-centred learning

Among the most often mentionagpes of student-centred learning are problem-based
learning, project-led education, learning contractiexible learning, self-directed

learning, inquiry learning, just-in-time checkimggrsonalised learning etc.

Tarhan and Acar-Sesen (2013) descripeblem-based learning (PBL) as an active
learning approach which was first developed in mw&ldeducation. Before students start
learning, they are acquainted with a problem aed timve to learn some new knowledge
about the topic in order to solve the problem. 8hisl receive information about PBL
process, rules of working in cooperative groups, dbjectives, the requirements roles,
and the assessment strategies. The teacher actsfaaglitator who guides students'
learning through the learning cycle. According histcycle, also known as the PBL
tutorial process, the students are presented wphoblem, formulate and analyse the
problem by identifying the relevant facts from theblem, and, finally, as students
understand the problem better, they begin to gé&mehgpotheses about possible
solutions. During the self-directed learning praeces PBL, students research the
knowledge deficiencies and identify the concepéy theed to learn more about in order
to solve the problem. After each session is accisimpd in the classroom environment,
students collect data and information from thedlgrmaterials and resources on the
Internet and books. Students then share what tteaye Hearned, reconsider their
hypotheses, and/or generate new hypotheses in dghiteir new knowledge. When
completing the task, the students reflect on thstrabt knowledge gained by oral
presentation and begin to study a new problem tirdeBL. This study confirmed that
PBL as an active learning approach had positiveceffon higher learning achievement,
overcoming alternative conceptions, and developraésbme social skills. Therefore, it
was suggested that instructional methods promdtigly level cognitive processing such
as the PBL should be integrated into the chemisyriculum from middle to
undergraduate level.
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Project-led education in which problem and project-based learning anerag the most
known and used learning strategies, requires thatemts are actively involved in
learning (Fenandes et al, 2014). Project-based learning imslstudents in complex
projects that require problem-solving, researcliviiets, decision making and realistic

products or presentations (Thomas, 2000).

One of the ways of including students in the redeawork and/or student-centred
learning is also usingearning contracts. The learning contract ensures that students
plan their learning experiences together with lesasi Brecko (2004) says that the main
advantages of the learning contract are that legris of interest to the learner, it
motivates him, the learner is free to choose thka af learning, learners can learn at their
own pace, students are focused upon their learrting, learning contract respects
differences in individuals and that it increasesfm®nce and excitement in learning.
Frank & Scharf (2013) find that learning contragtge opportunities for self-directed
learning that fosters greater accountability, resgality and commitment. The learning
contract has proven to be among the best waysniollste active approaches to learning
and to acquaint students with the research prooesause it makes students take an

active role in defining and fulfilling their leamy (Bone, 2014, 122).

Within flexible learning students may negotiate with their lecturers ontensitsuch as
choice of topic areas, use of support material$h ag textbook and web resources,
timetable and venues for meetings with their ingbrs and the nature and weighting of
individual assessment tasks. Students have someauy over how, when, where and
what to learn. In this way, flexible learning takascount of the individual needs of
students and therefore implies a more ‘studentredhtapproach to learningGuest,
2005, 287).

Silen and Uhlin (2008) pay special attentiorsédf-directed learningas an essential part
of problem-based learning, and, in a broader sstugkent-centred learning. Self-directed
learning should not be considered just as selfysamti/or students’ own concern. Self-

directed learning means that students have to dnedy the corresponding sources of
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literature in order to to develop information laey skills/‘competences. Information
literacy is one of the most important factors fbe tdevelopment of problem-based
learning. Problem-based curricula offer many opputies to include information

literacy as a natural part of the learning proc&iten and Uhlin suggest that it is
necessary to give the students the freedom tolseard make choices about what to
read, but they also need challenges, support aabéek to develop information literacy.
In this regard university teachers can get a dnelt from librarians who are experts on
information literacy. They can support the studewisws on the information that they
need to start thinking about problem-based learriityyarians are important not just as
providers of information literacy but should be luded in problem-based learning as

people who could help teach students how to beddenkeng learners.

Inquiry learning requires students’ active learning by exploringadand by seeking
information (Plush, 2014). Inquiry learning usuafifarts with questions and not with
lectures. Students work in teams and examine dagéxmore models. Plush mentions a
number of researchers who believe that inquiryniegrimproves problem solving skills,
understanding and motivation. There are also sopagioms that inquiry learning has

negative effects on the content coverage (but natadent grades).

Just-in-time teaching is a type of student-centred learning developed Noyak,
Patterson, Gavrin and Christian for undergradubissips courses. It involves the use of
online activities in the form of short-answer andltiple-choice questions that students

are required to complete just prior to attendingcture (Plush, 2014).

The termpersonalised learningis very often used in connection with student-caht

learning and frequently has the same meaning. Alaogrto Johnson (2004) the term
personalised learning was first used by Britishtpidns who stressed that personalised
learning means really knowing the strengths andknesses of individual students, the
necessity of developing the competence and cordaleh each learner through teaching
and learning that builds on individual needs, t#ngry student should enjoy the study

choice, that it requires a new school organisatmm, that the community should support
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schools in this progress. Rich (2014) claims tHa¢ &xpression “a personalised
approach” was introduced from the business wortdided on providing the consumer

with a very wide range of products.

According to Hambleton, Foster and Richardson (198%& characteristics of the
personalised system of instruction are:

1) Students proceed through the course at their owe.pa

2) Students must show that they have mastered theguie course before going to

the next.

3) The teaching materials are largely text-based.

4) There is tutorial support and individual assessmértich of the courses.

5) Lectures should motivate students rather than eleiontent-based courses.

There are many critics of personalised learningirPet al. (2013) discuss opinions of
numerous authors who speak about the conceptuat@ate of personalised learning but
they still claim that personalised learning is ay ketrategy to improve student

achievements.

There are some examples showing that personaksedihg brings about good results.
Choi and Ma (2014) describe a school in Hong Kohgt tmanaged to develop a
personalised instruction strategy with studenteteté vocabulary. To help students
whose vocabulary was rather poor, a number of lolwexing teenagers in Hong Kong
were told to design and make their own personaksedculum. They had to select from
their preferred sources five items per school day then record and retain these items.
The results of the research showed that this pealised strategy took into account the
learners' differences, motivated responsible legrriehaviour and led to satisfactory

marks.

Another interesting example of personalised apgrdaeducation was made in Sweden.
Eiken (2011) described personalised students' &ducéy combining goal setting,

weekly coaching, personalised scheduling and tinand a unique curriculum on the
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web-based learning portal. Students listened ttuldes, attended workshops, seminars,
work in laboratories etc. Parents, students ancheza/coaches met at the start of every
term and defined an individual educational plan &n-term goal for each student.
Students had weekly meetings with their coach &ifsthey had met their goals and to
plan for the coming week. The author reported thaidents developed improved
personal responsibility for their learning. Eachtloé teachers also acted as a coach for
about 20 students in order to provide support wiegessary. The timings were flexible
which allowed students to attend a number of grmgsons, presentations, to study
individually or visit teacher-led workshops. Howevémetables were defined during
weekly coaching sessions. Students were monitonedagsessed on continuous basis.
Rather than belonging to a specific class, studealsnged to a base group and spent
time in various group formations. Some of theiri\aties were compulsory and some
voluntary. The curriculum was designed in steps emabled students to progress on an
individual basis without being tied to a class eadg. The curriculum, syllabus, steps,
texts and assignments were on the web-based lggvoital so that students could access
assignments and resources whenever they wisheth@iénternet. The learning portal
also gave insight to parents, and served as a iteposfor teachers' resources

(presentations, planning tools, lessons etc.).

This chapter does not include all the types of ettrdtentred learning but just those that
are most often found in literature. Some authors tem as synonyms for student-
centred learning, others as strategies or evenkspieaut teaching methods. Besides,
there is no clear differentiation among some temng, problem-based learning, inquiry
learning, project-based learning etc. The problémght definitions becomes even more
complicated when we start thinking if personalidedrning is a type of the student-

centred learning or a special construct with narcgrounding. This research and/or this
project do not intend to discuss or clarify theini@bns of different types of student-

centred learning. Our task is to make a theoretieahework for the research and for the
handbook of good practices. Therefore we use tlmstas mentioned above and have

included personalised learning among other typethefstudent-centred learning. We
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speak about personalised learning as a type oestwntred learning which tries to

bring new possibilities to adapt learning to indival students’ needs.
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1.2.3 Assessment in student-centred learning

Assessmenthas always been one of the most important pointthe@fstudent-centred
approach and there have been numerous suggestidm®oto introduce improvements
in this area. Randall and Zundel (2012) claim thanhy teachers and scholars have tried
to change the old assessment procedures with d¢dmtemy, summative and norm-
referenced approaches by including more constisttand student-centred assessment
practices; their aim was to introduce more flexibigegrative, contextualized, criteria
referenced and formative assessment (Ellery, 2088)ording to Randall and Zundel
assessment is much more than grading. Assessneseats defining the criteria that
can be observed, observing the performance, judtfiegperformance, informing the
students of the results and giving advice on howintprove. Randall and Zundel
conducted a study that explored the effectivenéssad and written formative feedback.
The results of this research showed that studetitshe positive effect of multi-channel
feedback. Students' learning improved and theirivation increased. Students prefer
feedback comments about the task not themselvesn@rd, Merry, & Reiling, 2005).
They like comments that discuss strengths and vesslas; explain mistakes and give
advice on how to improve (Lizzo & Wilson, 2008).dtcthinks that feedback should be
timely, and as specific as possible (Scott, 2018)rhentions that feedback is difficult
with mass education and that many teachers comthamntstudents do not read the
feedback.

Papinczak et al. claim that students followingtadsnt-centred curriculum should be
actively involved in the assessment process becdhise contributes to learning
(Papinczak et al., 2012). The authors of this sttriyd to engage students in the
generation of their own examination questions. Teiguired revision of key learning
outcomes, of core subject material, and made stsdezflect on their learning.
Assessment also contributed to the social contegtilse it required collaboration and
negotiation between individuals in a small groupiemment. Development of quality

questions for inclusion in written examinations y@d to be more difficult and time-
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consuming than many students had anticipated bumhatlerately reduced students'

anxiety.

According to Maher (2004), learning about outcomets the student at the centre of the
learning experience because this puts attentione narectly on the activities and
achievements of students rather than on the tegaifithe curriculum content. On the
other hand Brooks et al think that the impact efiéng outcomes on students’ learning
is still relatively unknown (Brooks et al, 2014,4§2 The research they made, however,
proves that eighty one per cent of respondentsedgfeither agreed or strongly agreed)
that learning outcomes are useful learning aid#) wmly approximately 7% disagreeing
(Brooks et al, 2014).

Assessment is still an important element of studentred learning but also among those
elements of SCL that have not been developed kerethe satisfaction of teachers or
students. There are a lot of suggestions how asse$sn the student-centred approach
should be: flexible, integrative, contextualizedteria referenced, formative; it should
discuss strengths and weaknesses, explain miséakkgive advice on how to improve;
be timely, as specific as possible etc. These rewamdations are theoretically good but
many of them cannot be used in practice when teschave to assess hundreds of
students. Student-generated questions are also mteesting but this kind of
assessment seems to cause the same problemsquiiesetoo much time (in this case
from students and not from teachers). Everybodynsee have a lot of expectationst bu
it is still not clear how to realize ideal assessmein practice. This segment of SCL

certainly offers further possibilities for improvent.
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1.2.4 Limits of student-centred learning

1.2.4.1 Use of SCL in different scientific fields

Student-centred learning is developed in a numbstugly programmes - very often in
different areas of medicine, business, chemisthysggs, mathematics etc. With the
Bologna systen$CL entered in the majority of the university programmesand many

of its elements are required by the quality reviews

Medical education was among the first areas thedl to introduce the student-centred
approach. Milanese, Gordon, and Pellatt (2013)udisthe followindearning situations
in the field of clinical education(physiotherapy):

- the student demonstrates patient treatment aneldieator facilitates the process

- the student observes another student during clipreatice

- the educator facilitates reflection after a dem@tisin

- the student completes a patient documentation form

- routine evaluation/treatment of the patient by tkident (patient-centred

activities)

- aone to one tutorial between educator and student

- the student participates in small group discussimpatient management

- the student is tutored by a fellow student

- the student presents a case study to fellow stademnt staff (discussion)

- the educator gives verbal feedback about clinicattce

- the educator gives written feedback about clingcattice

- the educator gives immediate feedback

- the educator gives feedback on what the studenweld

- the educator gives feedback on the student’s ltraita

- the educator gives feedback on the student’s krayele

- the educator gives feedback on the student’s skill

- the educator gives feedback on the student’s déti{teedback to the student)

- the student assesses him/her self on patient maresge
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- the student is assessed by other students on patzEragement
- the student is assessed by the patient regardirenpeare
- the educator assesses the student using a mockttedion
- the educator assesses the student at the end ditieal placement (student
assessment)
- the student performs role-play activities durinigickal placement
- the educator and student plan learning activibelinical placement together
- the student draws up a SWOT analysis of his/henieg abilities
- the student performs self reflection tasks on céihabilities
- the student writes a report on patient managentkatstudent makes a poster,
evaluates an outcome measure, writes a case @pp#gtient management, writes
a report on evidence based physiotherapy on theevad patient statistics and
completes a clinical folder for assessment.
The study found out that the most valuable acésifor students were individual patient-
centred learning activities with adequate discussamd immediate feedback that
informed students about their limitations, skillsjowledge and attitude. The worst

learning opportunities were those that were naatly related to patient-care.

Nowadays researchers suggest that evercdh&emporary military higher education
should introduce a student-centred approach. Rizesal (2009) suggest that that also
the military high schools should be based on quald#surance, curricular compatibility,
competences and conformity with the European labmanket, optimal study conditions,
materials, modern methods and equipment, studeniteck systems, career counselling,
student mobility etc. To introduce a student-cahtapproach universities and colleges
should encourage the students, the teachers anddtitetion as a whole to participate.
Teachers in such student-centred learning envirahnshould put emphasis on
encouraging students' independent thinking, workorg projects, solving practical
problems, cooperating in research activities, legrmew research methods, stimulating
students' imagination, creativity and originalitydaon eliminating the lack of motivation.
Students should be taught how to plan their leggrtim interact with teachers, participate

in research and assessment. Teachers' guiding andonng should be based upon
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selection of materials and resources for study apdn the students' interests and

capabilities.

These are just two examples of two rather differamas of education: medical and
military. SCL in the area of medical education hasn known for a very long time while
one would not expect that this democratic approaohld be recommended also for
military education. But the Bologna system of ediocarequires many elements of the
student-centred approach so we can expect thagrgtgdntred learning will slowly make

its way to all the educational areas and to alluthiersities in EU.
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1.2.4.2 Use of SCL in different geographical areas

The opinions about the global applicability of staticentred learning are different.
Some authors stress that student-centred learsing product of Western education
systems and thaisian teachers and students have difficulties accepg, adopting

and developing it.

According to Pham and Renshaw (2013) a number @fnAteachers showed reluctance
to accept student-centred learning therefore thieg tto empower Asian teachers in
adopting a student-centred approach. At first theyd a one-day workshop that
acquainnted all the teachers with some basic skdlsimplement student-centred
activities. They formed small groups, set tasks exypectations for student behaviours,
clarified individual and group responsibilities, niwred both the process and outcomes
of the group experience and advised on how teactleosild perform their roles in
student-centred learning classes. The teachers alsveintroduced to and instructed in
the use of the main student-centred activities:

- Preparing short multiple-choice tests that airtesd the conceptual understanding of the
students. The students were asked to work in sgnalips to complete the tests after each
part of the lesson or at the end of each lesson.

- Questioning formulation strategy: Whenever thedshts worked on the readings they
were required to work in small groups. Studentpéeleach other to understand the
readings not simply by summarising a set of fadigerg in the text but also by
formulating a set of questions about the text.

- In-class questions: The teachers gave the clagthar general question and asked the
students to discuss it with their group memberstedistening to the answers.

- The students discussed a recent relevant joartiale that the teachers had sent to the
students to read prior to class with a specifio$efuestions to answer.

- Case studies: The students read cases fromxt@tk and then discussed in groups
the case using the questions provided.

- Student presentation with class discussion: Tiuelemts prepared a term paper in

groups followed by a class presentation. The stisd@are encouraged to develop a class
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discussion (20% or 30% of their presentation assests depended on their class
discussion stimulating good questions as well asvars).

- To encourage the students to adopt more actiwke deeper learning practices,
assessment practice was also redesigned. Insteadsing only one end-semester
assessment, formative assessment practices liké etgays and group projects were
used.

- The teachers were encouraged to use more comphnyeverbal behaviours because

this had greater influence on students’ particgrati

In the Asian context, this type of behaviour copldve even more important because
there is evidence showing that Asian students arg wuch influenced by teachers’
appraisals. For instance, Niles, (1995) claims $loaial praise might be the most potent

force that could motivate Asian students to maxéntigeir learning efforts.

Frambach, Driessen, Chan, van der Vleuten (201¢stigated the cross-cultural
applicability of Western-origin, problem-based ldag and how education contexts and
learning approaches differ across cultures. Thesearch found out that problem-based
learning could be applied in different cultural texis regardless of the cultural

differences, challenges and difficulties.

The study of Jocz, Zhai and Tan (2014) investigatedquiry activities contributed to
students' interest in science in the Singaporeategb Questionnaires and focus group
interviews showed high interest in science classtien condition that the activities

enabled the possibility of applications of sciennd peer discussion (Jocz et al, 2014).

Manisha et al. claim that not mamedical colleges in Indiahave incorporated problem-
based learning as one of the teaching methods. ddu&d be because of a lack of
awareness regarding problem-based learning or imegagrceptions about the role of a
teacher in problem-based learning. However, in aompn with the traditional lecture
method (Manisha, Aniruddha, Bajaj, 2012) the méjoof the students said that project-

based learning increased their motivation to pigdie in class, to attend class and to do
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well on the course respectively and that projectebalearning enhanced their
communication skills and their retention of coucsmtent. In problem-based covered
topics, 68.75% students scored above 75% whilgadittonal lecture covered topics
44.79% students scored 75%. Average attendanc8linsBssion was 89.79% while in

traditional lectures it was 78.95%.
These data show that the student-centred approggtit be foreign to Asian teachers but

they can be taught how to accept and introduae tiheir institutions. On the other hand

Asian students seem to accept and like the studbarited learning.
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1.2.4.3 SCL in big classes

There are different opinions about whag classesare. In many countries (Slovenia,
U.K., Finland etc.) an average lecture will have-2050 students and big classes about
300. But in some countries there are also classés 00 and more students in one
class.

Some scholars think that it is only possible toeddtice student-centred learning in small
classes while classes with 100 to 1000 and morgests cannot use this. However,
Exeter et al. (2010) discuss the teachers' petigpsdnh very large classes and show that
teaching methods used in small classes can alsoused in large onesAlso in very
large classes teachers have to motivate studee{zane a systematic and organised way
of teaching and appropriate assessment tasks.rde kgasses it is more difficult for
teachers to interact with students and more diffitar teachers to get to know them
personally. Exeter's study shows that teacherbdiadih teaching large classes) used a
number of methods which are used also in smalselssuch as problem-based learning,
small-group discussions and strategies that enstbidents to ask questions, including
individual or small-group based activities, in-dadiscussions and a well-structured
course book. The teachers made the ‘key slidedladla the evening before each
lecture, with space beside each slide for furthetedtaking. They included in-class
quizzes and small-group exercises in lectures ina@mpt to deepen the students’

learning and introduced an automated feedbackrmyste
Although some relevant authors think that SCL carubed only in small classes, this

chapter shows that some find it quite possible acckptable to use SCL also in big
classes.
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1.2.5 Teachers' and students' acquaintance withdguat-centred learning

Student-centred learning has been in use for atiomg but its influence should become
stronger after the introduction of the Bologna sgstHowever, it does not seem that all
the teachers and students are acquainted with ratadatred learning. They seem to
know some terms like active participation in stgdiaey might know certain models like
problem-based or project-based learning but nothedl participants of education are

aware that these elements belong to SCL.

New university teachershave some troubles with student-centred learrithgsh, 2014,
3). At the beginning of their career, academicsehaery little experience, especially if
they are employed more as experts than pedagoguesany countries university
lecturers have no formal teacher training, no erations, and, consequently, no
academic qualifications in the field — unlike teahin other sectors. Very often, young
university teachers receive no training as regéndspedagogical approaches, teaching

strategies, practical instructions, and the avditglof learning technologies.

Besides being acquainted with pedagogical appreateaching strategies etc. university
teachers should also believe in these approachegsgpecially in SCL. Jacobs et al.
(2012) found the attitude of the teachers toward. 6 important that they even
developed an instrument to measure concepts abautihg and teaching in student-
centred medical education (because several autiere noted that teachers’ beliefs

influence their teaching approaches).

In the literature there afast a couple of cases when students speak aboutigent-
centred learning Lea, Stephenson and Troy (2003) describe resedrah investigated
the students’ opinions and knowledge about studentred learning. Although the
students who participated in the research clairhatithey were unfamiliar with the term,
they came up with various ideas about what studentred approach might mean.
Students expected that student-centred teachingti@st would be active, interactive,

contain group work, creative in nature, offer flakty in the choice of modules, ensure
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continuous qualitative feedback, that students lshbave a say in learning outcomes,
there should be respect for students, that stuademid be treated as adults and be given
greater responsibility, that it would be an empomgrmprocess, more motivating and
include constructive feedback. Students expectad ttieir learning might be easier if
they had a better timetable, more personal motimatiess anxiety before examinations,
more guidance from lecturers, if lecturers wereswunapproachable, if there was more
flexibility in module selection, more flexibilityni relation to students’ work, and

improved access to resources etc.

It seems that lecturers as well as students woeét rfurther training in SCL. Young
lecturers who are starting with their pedagogicaker certainly need knowledge about
the student-centred approach. But it would be rezacgghat all the teachers accepted the
student-centred approach and believed in it becéesehers’ beliefs influence their
teaching. On the other side students are even degsainted with student-centred
approach. It would be useful that also studentshnleame more about SCL and realize

that they can expect from universities much moam tiey get at present.
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1.2.6 Pros and cons for future development of stodeentred learning

The above-mentioned authors show that studentesfgarning, or at least aspects of it,
has become an important part of the university atioic in countries that emphasise the

role of student-centred learning and that accefiteBologna system

Hocking (2009) mentions a number of studies (Lo&kAhola, 1995; Hall & Sanders,

1997; Cannon & Newble, 2000; Honkimaki et al., 2004Hockings, 2009) that have
shown that student-centred learniagcourages deep learninghat is associated with

searching for meaning in the task and the integmatif task aspects into a whole
(Beausaert et al., 2013, 2).

On the other side there are studies (Herington,WAfea2008) that explored how more
student-centred teaching methods encouraged dsamlnt learning and self-regulated
learning behaviours but found out that whilst theojgct motivated the students’

participation in the classroom it did not provetthay deeper learning style had been

achieved.

There are also some studies proving statlent-centred learning was ineffective for
around 30 % of students (Hockings, 2009; Honkimaki et al., 2004ockings has not
discovered why this is so nor how to help studeriisse learning remains ineffective in

spite of the advantages of a student-centred approa

The most frequent problems for teachers usingdestucentred approach seem to be that
students expect model answers, students are aftepdssive, a lack of motivation for

learning and a reluctance to engage in discussidraetivities.

Blackie, Case, and Jawitz (2010) claim that studentred learning createslink that

can transform students and teachersStudent-centred teaching is not just a different
style of teaching. This approach requires that tdechers really understand and pay
attention to the students and their learning (BlRek al, 2010, 638), that teachers use
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Rogers' optimistic view of the potential of any hammbeing, to tend towards
psychological health and maturity, that teachemukhhave congruence, unconditional
positive regard and empathy and thus help to dpveladeeply human relationship
between student and teacher. This is similar tdfitieengs of Barnett (2008, 170) who
concluded that the process of higher educationldhzei more than increasing skills and
knowledge, that there should be fundamental growtihe student. This idea is further
developed by Sarah Mann (2008, 141) who empha#iigestudent is a valued human
being, that teachers should treat the students with césped actively guide students in
finding their own way of higher education. Mannwmaver, does not develop the idea
about what a university could do to encourage texscto practice this ideal.

Blackie et al suggest an academic staff developmpedramme that will introduce the
idea of student-centredness in higher educatioaciiers and lecturers should work on
increasing their own and their students’ sense alfier and self-esteem and begin to
believe that it is possible to change (Blackielg2@10, 645).

Kember (2009) says that many university teachersider that they are experts who
should provide content-oriented teaching causirgmtio be reluctant to change their
lectures to include active student engagement. iaog to Kember it is necessary to
improve the quality of teaching and learning by@®maging teachers to adopt student-
centred methods of teaching. Kember (2008) descioeinitiative to promote student-
centred teaching and learning. The campaign induate analysis of good practice by
award-winning teachers, promoted wider use of gm@dtice, a teacher training course

which encouraged student-centred learning, progcts

Although this chapter mentions not just positivé &lso critical opinions about student-
centred learning, SC strategies still have so naiwantages that it is quite impossible
not to expect further development of SCL. Even aime scholars doubt that SCL
encourages deeper learning, although SCL is netwfe for some students and some
students do not like this way of learning, the stutecentred approach represents a link

that can create better relationships and transguaeents and teachers.
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1.3 THE TEACHER'S ROLE IN UNIVERSITY STUDENT-CENTRE D STUDIES

1.3.1 Introduction

The third part of this literature overview analyshe Bologna Process documents and
scientific literature andentifies the essential criteria for assessing @acher’s role in
student-centred learning The research findings reveal the importance eftdacher’s
role in striving for quality in higher educatiomat a shift in the teaching and learning
paradigm whilst time consuming, provides opporiesifor the teacher to change his/her

work style as well as to develop professionally.

The gradual shift from the traditional study andchtemt-based, constructivist theories
represented by Dewey and Vygotsky to student-ceéngarning was observed with the
change in higher education trends caused by theeagnt to create the single European
Higher Education Area. The documents of the Bologracess (London Communicate,
2007; Leuven Communicate, 2009; Budapest-Vienna r@anicate, 2010; Bucharest
Communicate, 2012) which state that European higdacation has to be based on the
study outcomes and European Credit Transfer andirAatation System (hereinafter

ECTS) revealed the status and importance givetutteat-centred learning.

Analysis of the documents and scientific literatwas carried out by applying logical
induction methods. It allowed identification of thgpical characteristics the
systematisation and classification of which lecatéormulation of criteria for assessing
teacher's roles in the context of student-centradlies. The survey analysed the
teacher’s roles in the context of student-centtediss carried out by the authors from
different parts of the world. The positive effedtfsthe "pure” student-centred approach
have been proved in a number of case-studies andel-documented in the literature:
O’Neill and McMahon, 2014; Armstrong, 2012, Patexs@007; Rogers 1983; Baxter,
2001; Chase, 2001; Hannafin, 2010; Gamboa, 200fs&ait, 2014; Tamelis, 2014;
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Sajieré, 2012, Ruskus 2007; Kardelis and others, 2008ty3, 2010; Pukelis, 2011,
Pileicikiené, 2011 et al.

The changing trends in higher education were ardlythe paradigm of student-centred
learning discussed and an analysis of the teachgpgrience in an international context

was carried out in this study in order to implemigetintended aims and objectives.
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1.3.2 Trends in higher education

The force behind the advocation of the Bologna &savas the Sorbonne Declaration
signed in 1998 by the Ministers of Education ofrfé& the UK and Germany. The focus
of the essential principles guiding the creationhaf Single European Education Area is
on the clarity of the study programs at the inteomal level, accreditation of the
gualifications, students’ and teachers’ mobilitythin the European area as well as
integration into the European labour market anceedrapproach towards the degree
system (including bachelor’'s as well as post-gréalstudies at the master’'s or doctoral
levels)! In 1999 in Bologna, the Ministers of Educationnfr®9 countries signed the
Bologna DeclarationEuropean Higher Education AredEHEA) which highlighted the
main aims of the EHEA up until the year 2010 anglosuced the main principles of
compatibility, comparability, competitiveness andttractiveness. The Prague
Communicate (2001) highlighted the life-long leagiprinciple and emphasised the
importance of the measures for increasing theditteness of the European Education
Area. The main aims of the Berlin Communicate (9088re quality assurance at the
institutional, national and European levels and ititeoduction of the two-level study
cycle system to guarantee accreditation of botferiht study levels and study periods.
The Bergen Communicate (2005) had forseen the tweednsider other aspects such as
improving students’ access to higher education, tie®ed to eliminate obstacles
surrounding student mobility, the need to implemguality assurance measures and
guidelines (ENQA), the introduction of flexible gt forms and the fostering of
accreditation of prior learning. The following aimare formulated in London
Communicate (2007) — European Quality Assurancasiagior Higher Education; till
2010 to finish development of national qualificatidrameworks linked tothe
qualification framework of EHEA;develop national strategies and action plans for
dealing with the social aspects of higher educationapprove EHEA global scale

development strategy. The main aims highlightedthe Leuven and New Leuven

! Bolonijos procesas.
http://www.smm.lt/uploads/documents/Papildomas%2tia#Bolonijos_procesas/Svarbiausi_Bolonijos
proceso_dokumentai.pdfst visited 16 02 2015)
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Communicate (2009) emphasised the need to inctkaseumbers of students and more
active representation of marginalised groups, &esthat more than 20 % of the study
time was spent in other country, that study prognas should be reorganised to reflect
the shift towards student-centred learning and thgiroving attitudes to life-long
learning and increasing employability were importatuties of higher education
institutions. The Budapest — Vienna Communicatel(20marked the opening of the
Common European Education Area. The importance ighen education in the
sustainable development of the economy and thdieneaf employment places in the
aftermath of the economic crisis is highlightedtle Bucharest Communicate (2012)
where it was agreed that cooperation is key iniping quality higher education for all,
improving employability and encouraging academidiiiy. It is also important to pay
attention to the emphasis put on the developmestuafent-centred learning whereby the
student becomes an active participant of the sfuagess as a result of innovative

teaching and learning methods.

Implementation of the ECTS was based on the Tumethodology prepared by Deust
(Spain) and Groningen (Netherlands) universitieis, tnethodology was applied not only
by European countries but also by the Latin Amer@aorgia, Russia, Australia, and the
USA. The methodology is based on agreements, topétaorks, principles of trust and
willingness to develop. It was expected that imgatation of the ECTS would foster
students’ mobility and accreditation of certificatend qualifications. The main aim of
this project is creation of the tool for common aerslanding and identification of the
common points which would make comparability of #ueication systems possible but at

the same time would protect individuality of théfefient countries.

It is possible to state that the EHEA provides pmkigses for a student to become an
active participant of the study process becaussheeis responsible for the study results
and is able to choose study program as well asdkendecisions about participation in

different mobility programsHowever,both at the international anthtional as well as

2 Peiliakauskait K., Varanauskas A. (2011). Programtnaujinimas: studento vaidmuo diegiant ir
tobulinant kompetencijomis gta ir | studend orientuot studijy sistem. Vilnius: Vilniaus universitetas.
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institutional levelit is necessaryo carry outhigh-qualitystudies which are available to
all who wantto acquire higheeducation. At the institutiondével, a studentsupport
system including consultingnd information servicegproviding flexibility in learning
environment and alternative methofits improving accessibility tcigher education
should be developed. The focus has to be put oddahelopment of such study programs
that allow the graduates to acquire and develomMuation, entrepreneurshipand
scientific research skillsWith the recent change in the education paradigmere the
focus is put on thetudentsindependent learningherole of the teacher remains very
important a specialemphasis is put othe teachés personalityhis/herpedagogical and
scientific activitiesprofessional skills as well as selévelopmentAs the result of it, the
teacheris encouragedto apply innovative methodso makethe studentan active
participant inthe study procesas well asto participate in the internationahobility

programsprojects professional organizatioradother activities.
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1.3.3 The concept of student-centred studies and thanging role of teachers and
students

Higher education is an essential and integral pérthe lifelong learning process.
Application of the individualized modular study sy® allows people of different ages to
study in universities. A flexible and adequate systfor the approval of the education
acquired in other universities, prior learning, grdfessional experience are in place.
Partial and continuing studies are foreseen foth®gizing/uniting interdisciplinary and
experiential knowledge as well as creating innaeatpractical decisions. Higher
education institutions operate as the lifelongreay centres making a huge impact on

the development of the society, economy and cufture

In traditional education system the essential efegmef the study program were
knowledge and teaching process. ECTS (Europeant drasisfer and accumulation
system)is a means to develop, describe and execute §trafyrams as well as award
competences of higher education. ECTS is a stutemited credit accumulation and
transfer system based on clear study outcomeseanadimg process. It aims at making the
planning process of qualifications and learningsjrexecution of teaching and learning,
assessment, accreditation and validation of theoous as well as students’ mobility
easier. ECTS is a student-centred system becabsdpg an education institution focus
on the learner's needs and expectations which ateseen as essential elements in
traditional teacher-oriented system. These areestucentred studies. This new system

provides more freedom for the teachers as“well

The study process is characterised by widely agpliaterdisciplinary and

multidisciplinary approach and active individuatizéearning methods. Experiential

3 Mosta, Lietuvos Mokslo ir StudjjAteities Vizija: Mokslioji Lietuva 203@vailable at:
http://www.kikas.It/It/dokumentai/Mokslioji_Lietuvarumprastis.pdflast visited January 14, 2015), p. 5.
* SUMSKAITE, 1., Besikediantis Déstytoj ir Studeny Mokymo(Si) Vaidmuo Rengiant Apskaitos
Specialistusyilniaus Kolegija, Available athttp:/eif.viko.lt/uploads/file/eif konf 2012/Suneike.pdf
(last visited November 15, 2014), p. 97.
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learning culture bridging theoretical studies wptiactical activities and real life projects
of the public and private sector is common. A digant part of studies is organized in
virtual learning communities. A person with theversity education is able to synthesize
competences from several different areas, create km®wledge, study independently

and teach others in multicultural environménts

The student-centred studies are characterized byges in the study program and
schedule, content of the subjects and interactiEyucation system is focused on the
learners’ and not on other players of the studgess (teachers, administrators) needs. In
the study process, the teacher performs the rotheosupporter which means that the
focus is put on the student; students take respitingsifor the study process; the teacher

creates study situations for the students’ actartigpatiors.

The term student—centred learning (SCL) is widedgdiin the teaching and learning
literature. Many terms have been linked with stideentred learning, such as flexible
learnind, experiential learnirfy and self-directed learning and therefore thehsljg
overused term ‘student—centred learning’ can méfferent things to different people. In
addition, in practice it is also described by ageof terms and this has led to confusion

surrounding its implementation.

The implementation of the student-centred paradigndirectly linked to systemic
changes at all levels of the study content: reconu®d, written, taught, checked,
supportive and hidden. The change at written stmiytent level is identified by the

reformulation of the study programmes based ordgies of the study outcomes; at the

® Mosta,supranote 5, p. 5.

® TAMELIS, A., [ Studery Orientuotos Studijosvailable at:
http://www4066.vu.lt/Files/File/Algimantas%20Tansfl427 _atnaujintas.pdfiast visited November 18,
2014).

"TAYLOR, P. G., Changing Expectations: Preparingisnts for Flexible Learninghe International
Journal of Academic Developme00 (5 (2)), pp. 107-115.

8 BURNARD, P.,Carl Rogers and Postmodernism: Challenged in Ngrsind Health ScienceBlursing
and Health Sciences 1, 1999, pp. 241-247.
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teaching level it is described by active study mdthas well as more attention paid to the
independent studies; at the evaluation level osthdy content — the assessment is based
on the achievement level of the study outcomes;stygportive level guarantees the
creation of the environment in the higher educatiostitutions needed for the
achievement of the foreseen study outcomes; whilsiementing student-centred studies
at the supportive level big attention is paid te ttevelopment of the student support
system. The change at the hidden level is focusethe development of the values,
believes and attitudes and because of that idakest on€.

Student-centred learning, also known as learnetr@@greducation, broadly encompasses
methods oteachingthat shift the focus of instruction from tkeacherto thestudent In
original usage, student-centred learning aims toeld@ learner autonomy and
independendd by putting responsibility for the learning paththre hands of studefts

Student-centred instruction focuses on skills arattces that enabliéelong learning

and independent problem-solviig Student-centred learning theory and practice are

based on theonstructivist learning theorthat emphasizes the learner's critical role in

constructing meaning from new information and parperience.

The student-centred approach is based on the hggietthat students who are given the
freedom to explore areas based on their persoteests, and who are accompanied in
their striving for solutions by a supportive, urgtanding facilitator not only achieve

higher academic results but also experience areaser in personal values, such as

flexibility, self-confidence and social skills. Ehapproach, also known as experiential

® SAJIENE, L., TAMULIENE R. “Studiy Turinio Kaitai Studer Orientuoty Studiy Paradigmoje:
Teorinis Aspektas” Profesinis Rengimas ir Realijogd012 (23), p. 103.

19 JONES, L.The Student-Centered ClassrodBambridge: Cambridge University Press, 2007.

1 ROGERS, C. RFreedom to Learn for the 80'Blew York: Charles E. Merrill Publishing Company, A
Bell & Howell Company, 1983; PEDERSEN, S., & Liu,.MTeachers’ beliefs about issues in the
implementation of a student-centered learning emwvirent”, Educational Technology Research and
Development2003 (51 (2)), pp. 57-76.

2 YOUNG, L., E., PATERSON, B., LTeaching Nursing: Developing a Student-centeredriiag
Environment, Available at:
http://books.google.lt/books/about/Teaching_Nurditrgl?id=cSHalFhWNdJEC&redir_esclast visited
January 20, 2015), 2007, p. 5.
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learning, requires specific personal attitudeshendide of the instructor who takes over
the role of a facilitator. These attitudes are higinansparent: open communication,

positive regard towards students and the seekindefep understandify

Student-centred learning puts students' interests ficknowledgingstudent voiceas
central to the learning experience. In a studentred classroom, students choose what
they will learn, how they will learn, and how thesll assess their own learnitfy This is

in contrast tdraditional educationalso dubbed "teacher-centred learning”, whiahesés

the teacher as the primarily "active" role whiladgnts take a more "passive", receptive
role. In a teacher-centred classroom, teacherssehatat the students will learn, how
the students will learn, and how the students Wwél assessed on their learning. In
contrast, student-centred learning requires stgdenbe active, responsible participants

in their own learning and with their own pace afreing”.

Student-centred learning means inverting the tiatht teacher-centred understanding of
the learning process and putting students at térecef the learning process. In the
teacher-centrectlassroom, teachers are the primary source fowlauge. On the other
hand, instudent-centreatlassrooms, active learning is strongly encourageohstrong

(2012) claimed that "traditional education ignooesuppresses learner responsibifity”

Usage of the term "student-centred learning” maso aimply refer to educational
mindsets or instructional methods that recogniztividual differences in learnéfs In
this sense, student-centred learning emphasizes sadent's interests, abilities, and

13 ROGERS, C. RFreedom to Learn for the 80'Blew York: Charles E. Merrill Publishing Company, A
Bell & Howell Company, 1983.

14 HANNAFIN, M. J., & HANNAFIN, K. M., Cognition and Student-centered, Web-based Legrni
Issues and Implications for Research and Theory [inte-ractive],
http://link.springer.com/chapter/10.1007/978-1-448%1-1 2#, (last visited January 20, 201Springer
Us, 2010, pp. 11-23.

15 JOHNSON, E The Student Centered Classro@ucial Studies and History, 2013 (1), p. 19.

1 ARMSTRONG, J. S., "Natural Learning in Higher Edtion" [inte-ractive], Encyclopedia of the
Sciences of Learning, Available at:
https://marketing.wharton.upenn.edu/files/?whdnisaepublic:main.file&fileID=8113 (last  visited
January 25, 2015), Heidelberg: Springer, 2012, p. 2

7 Student-Centered Learnindeducation Reform Glossary, Available éfitp://edglossary.org/student-
centered-learninglast visited January 25, 2015), 2014.
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learning styles, placing the teacher as a faailitaf learning for individuals rather than

for the class as a whole.

The student-centred approach is based on the ealpjriproved hypothesi& that
students achieve superior academic results and gy=onal growth in terms of higher
self-confidence, openness to experience, etc.ey tbarn in an atmosphere or climate
that can be characterized by three basic attitldioditions: realness, acceptance, and
empathic understanding. These necessary and sufficonditions must be held or lived

by the instructor, better facilitator, and recigathg be perceived by the students.

* Realness, genuineness, or transparency in thetdsmil means that he or she
must be real in the relationship with student, lbe person he/she is and not use any
masks or facades in communicating with the students

» Acceptance, prizing, or respect towards studentsliés that the facilitator
accepts and respects the whole personality ofttiteest and feels basic trust in his or her
constructive tendency, his/her striving for solagan his/her own way.

» Deep understanding, often called empathic undeifsign means that the
facilitator actively listens to the students wiltetultimate goal to profoundly understand
their questions, motivations, intentions, and tleamngs of their communication as well

as solution¥.

There dominates the opinion that students are aapsociety group with the individual
needs and problems. Of course, there are commdarggiuniting problems, but we have
to understand that the students’ community is #ftection of the society: they have
different experience, believes, attitudes, wishibsy face different problems and are
interested in different things. One of the maindstt-centred study principles is the
understanding that students are different and Isecafithat their needs and expectations
are different as well. It is very important to remiger that every single person has had

unique experiences, different upbringing, is indézd in various things and because of

18 ASPY, D. N., Toward a Technology for Humanizing Educatid®hampaign (IL): Research Press
Company, 1972.
19 ASPY, supranote 21.

46



that their world outlook is not identical. Very eft people approach the same things in a
different way, plan their future differently. Evemhen studying the same subject or
module, students tend to see different perspectiMes same as in the science where it is
very often impossible to find one right answer, #tadents have their own opinion,
support one or other author, are willing to studgrencarefully one specific chosen
scientific field area. It is crucial to remembere timportance of the methodological
support because of all other things students hagividual learning styles. For some
students it is easier to acquire written inform@atiothers prefer visual aids; some require
audio or sensory information. Some students chtmstudy individually; others prefer
small group discussions and etc. It means thahehts meets a lot of difficulties when
trying to transfer his/lher message in an effectared clear way. Advantages of
information technologies should not be forgottenwasl. Seeking to create effective
learning implementation situations “in any placeaay time”, it is necessary to ‘untie’
part of the information from the teacher and preval student with the possibility to

acquire it in other ways (i.e., in the form of amtBctures or e-book$).

In summary, student-centred teaching requires quéati personal attitudes from the
facilitator and at least a certain degree of opsaff@m the side of the curriculum as well
as the students. From personal experience we'ddikeld the requirement on, or at least
the benefit of social skills and techniques sucimaderation. These help to make group

processes more transparent, to converge fastdrearmt to improve student satisfaction.

2 PEILAKAUSKAITE, K., VARANAUSKAS, A., Studij; Programy Atnaujinimas: StudentVaidmuo
Diegiant ir Tobulinant Kompetencijomis 8ty ir ; Student Orientuot; Studiy Sistery, Vilnius: Vilniaus
Universitetas, 2011, p. 15.
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1.3.4 Comparison with other didactic methods

We live in the time of a fundamental social andrexoic shift from an era of mass-
production to a new period characterized by thesgralization and customization of
products and servic®s In order to survive in a changing world, the athed economies
need to adapt to this new reality not only in tlhendin of business but also in other ones
including education. Most contemporary public ediocasystems are still based on the
‘one size fits all’, full-time classroom-based mbdeis believed to effectively serve all
learners, or at least to provide them with the ledsication our society is able to offer in
current economic and social circumstances. Howetés,single model approach does
not allow many students to achieve their best péséearning results. This situation can
be dramatically improved by transition to a new eation paradigm characterized by
greater flexibility and choice options for each iindual student. So, the idea of
personalization in education in general is verymarno enable teachers to match what
is taught and how it is taught with the needs of e individual schoolchild, student or
adult learne?.

The idea of personalization of education can beettaback to the XIX century, when
Helen Parkhurst created the Dalton Plan statingdfaeh student can program his or her
curriculum in order to meet his or her needs, egey and abilities; to promote both
independence and dependability; to enhance theersfgsdsocial skills and sense of
responsibility toward others. The idea of custoaraand personalization of education
has evolved ever since. In the 1970s, Victor Garoa was the first to coin the term of

‘personalization’ in the context of educationalkswé®.

21 KEELEY, B.Human Capital: How What You Know Shapes Your, Beis, OECD, 2007.

22 personalized Learning: A New Ict-Enabled Educati@proach Policy brief, Available at:
http://iite.unesco.org/pics/publications/en/filexl&716.pdf (last visited December 14, 2014), 2012, p. 50.
23 ANDERSON, K. M. Differentiating Instruction to Include All Studen#svailable at:
http://www.dentonisd.org/cms/lib/tx21000245/cerityit®omain/900/diffedincludeall.pdf(last visited
December 14, 2014), p. 50.
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S. Warring (2010) states that independent learisiggprocess, during which learners are
able to acquire, independently analyze and crijicavaluate knowledge. The author
identifies the following levels of independent leiaig:

« the first level: is not able and does not want (oh@mt features are poor abilities,
low motivation, low self-confidence, unwillingnesstake responsibility);

» the second level: is not able but wants (domineatures are poor abilities, high
motivation, high self-confidence);

 the third level: is able but does not want (domtrf@atures are good abilities,
low motivation, low self-confidence; both teachemsd students are seen to be
responsible);

» the fourth level: is able and wants (dominant feeguare rich abilities, high

motivation, taking responsibility for the study cames)?*

The content analysis of the answers to the opestigms was the basis for identifying
the threats to the independent learning:

» technicalwhich are related to poor ability to perform tasksng software as
well as poor knowledge of math and physics;

» psychological and socidghreats which are reflected in poor communicatod
cooperation skills, low self-responsibility levdbw motivation and other personal
gualities;

» thedrawbacks of the study proceskich are related to the too fast pace of the

lectures and practical classes and improper préparaf the self-study assignmefits

Differentiating the process within a lesson refierfiow the learners come to understand
and assimilate facts, concepts, or skills. In tradal lesson planning, the process is the

guided and independent practice within a lessospe differences in abilities, learning

#WARRING, S., ,Facilitating Independence Amongsii@se International Students Completing a
Bachelor of Applied Business Studies Degréefiovations in Education and Teaching Internatiqr910
(47 (4)), pp- 379-392.

® BAUZIENE, Z., GURKLIENE, A., MORKUNIENE, J., ,Peculiarities of Students’ Time Planning for
Self — Study of Mathematics and Physicijurnal of International Scientific PublicationsdEcational
Alternatives Available athttp://www.scientific-publications.net/download/edtional-alternatives-2013-
2.pdf, (last visited November 20, 2014), 2013 (11 (g}, 231-241.
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styles, and students’ prior knowledge, this comporeg a lesson is typically a stable
constant in most instructional lessons, meaning dlatudents complete the same type

and amount of practicé

Every didactic method builds upon a theory of l@gagnCurrently, individual approaches

tend to be categorized under three mainstréams

Behaviourism deals with perceptible data and exdudleas, emotions, and inner
experience. Learning is seen as a pure stimulutioeamechanism being based on
conditioning. Although pure behaviourism is ofteiticized, its various forms still prove
effective for the acquisition of factual knowledgehis applies despite the fact that

human beings play the role of passive "knowledgeptacles®.

Cognitivism refers to the study of the mind and hibwbtains, processes, and stores
informatiorf®. This theory was a response to behaviourism. & emued that not all
learning occurs through shaping and changing o&welrs. In this theory, learners are
active participants in their learning, and the mfadctions like a computer processor.
Information comes in as input, the mind proceskesrtformation for the time being, and
the information is stored away to be retrievedrfitd_earning is shaped by acquired
learning strategies and prior knowledge and awisiidalled schemas. The cognitive view
of learning is teacher-centred, and information tnlngspresented in an organized manner

in order to achieve the most efficient learning.

26 ANDERSON, K. M. Differentiating Instruction to Include All Studen#svailable at:
http://www.dentonisd.org/cms/lib/tx21000245/cerntyiDomain/900/diffedincludeall.pdf(last visited
December 14, 2014), p. 50.

2" HOLZINGER, A., Cognitive Fundamentals of Multimedial Informati@ystemsMultimedia Basics,
Volume 2: Learning, New Delhi: Laxmi Publicatior2902.

2 SKINNER, B. F.,About Behaviourismiondon: Jonathan Cape, 1974.

29 STAVREDES, T.Effective Online Teaching: Foundations and Stragedor Student Succegsvailable
at: http://learn.education.illinois.edu/file.php/164@ArningTheory-Jossey-Bass.pdfiversity of lllinois,
College of Education, 2011.

30 | earning Theories Knowledgebase (2011b, Augubgnitivism at Learning-Theories.corfyailable
at: http://www.learning-theories.com/cognitivism.htraQ11.
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Constructivism is the study of a learner's own tmmsion of knowledg®. This
knowledge is constructed through one's own persexgériences and interactions with
the outside world. The learner takes in new infdromaand gives meaning to it using his
or her own prior attitudes, beliefs, and experisnas referencés (Stavredes, 2011).
Learners are active participants in the constractd knowledge while the instructor
serves as a facilitator. Two types of constructiviesmerged beginning in the late 1970s.
Lev Vygotsky introduced social constructivism, imieh social interaction with others

helps the learner put meaning to information.

Student-centred teaching shares with constructapptoaches the theory that knowledge
is constructed as the result of problem solvingaimauthentic, situated environment.
Also, interaction is central to the process of peobsolving that calls for understanding
a complex situation in its entirety. Yet, studeatited teaching is less directed than
constructivist approaches. The instructor role agkeh over by a facilitator who
accompanies rather than leads or coaches studetitsii personal learnifiy Emphasis
thereby is on interpersonal values — how can | gpertive here and now — and on
providing a climate of trust and openness that lmarused for whole-person learning,
involving cognition and feeling, mind and heartesery individual. It is precisely this
acceptant climate and balance of cognition and iemohat is made responsible for their
synergetic effects leading to deeper, life-longrésy experiencés. This phenomenon
has also been observed by Roger Schank and exgressee of his popular phrases as:

“We learn best what we feel mo$t”

31 Learning Theories Knowledgebase (2011c, Augu§ipnstructivism at Learning-Theories.com,
Available at: http://www.learning-theories.com/constructivism.ht2011.

32 STAVREDES supranote 32.

%3 HOLZINGER, A., “Computer-aided Mathematics Instian with Mathematica 3.0"Mathematica in
Education and Research (4), 1997, pp. 37-40.

3 ROGERS, C. R.Freedom to Learn for the 8)Q'Blew York: Charles E. Merrill Publishing Compary,
Bell & Howell Company, 1983.

% SCHANK, R. C.Engines for Education.Hillsdal¢NJ): Erlbaum, 1995.
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Empowering education should produce self-direcliéelpng learners, but sometimes it
creates dependency instead. Based on the Situlatieadership model of Hersey and
Blanchard (1988f, the Staged Self-Directed Learning Model proposest learners
advance through stages of increasing self-direcimh that teachers can help or hinder
that development. Good teaching matches the Iéarsege of self-direction and helps
the learner advance toward greater self-direct®pecific methods are proposed for
teaching students at each stage, although mangretiff teaching styles are good when
appropriately applied. Several pedagogical diftiesl are explained as mismatches
between teacher style and learner stage, espetia@lymismatch between a student

needing direction and a non-directive teather

“<A student-centred study programs as an oppositiona teacher-centred study
programs...>" — discussions of this kind reflect ei#int approach towards teaching and
learning. All education systems can be describearianted more towards a teacher or a
student. A teacher-centred approach usually doepayoattention to the time factor; it is
based on the attitude that a teacher defines apatetudy objectives highlighting what
a student has to learn. A student-centred apprfmeises on the structure of the whole
study program and especially on how it may helpgtaguate to find the place in the
society. Not so long ago almost all of the existeducation systems were teacher
oriented. Nowadays more attention is paid to owaing obstacles which are very
common among the students when during the studjogehey seek to acquire
competences necessary for future professionaligctlvis agreed that the scope of the
student’s learning is a very important factor; eatacs agree that there is some tension
between what a studentould have to learrand what a studens$ able to learnduring
certain period of time. When identifying the numizércredits which are needed for
acquiring certain competences and requirementshef dtudy program, it is very
important to bear in mind that prior knowledge,llskand competences of the students

may be different. Because of these preconceivebradased on the difference in the

% HERSEY, P., BLANCHARD, K.Management of Organizational BehavipuEnglewood Cliffs, NJ:
Prentice Hall, Tenth edition, 2012.
3" GROW, G.Teaching Learners to be Self-Direct&tigrida A&M University, Tallahassee, 1991.
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structure and content of secondary education, rdifteattitudes are observed in different
countrieg®. Differentiated instruction is a way of recognigiand teaching according to
different student talents and learning styles...C&wh Tomlinson (2010), one of the
leading researchers on differentiated instructtbscusses that, in addition to providing
effective teaching tall students, differentiated instruction and its subgetsonalized
instruction are particularly useful for pupils who do nottfie mould. For these students
she recommends three strategies when implemerttiagapproach of teaching that can
make it very powerful - emphasizing students’ iagtr using the right starting point, and

allowing students to work at their own pace.

An important strategy for differentiating instruami in the twenty-first century that will
likely benefit students greatly involves the effeetimplementation of technology. Since
today's students tend to be more engaged whilegusathnology and may find
traditional approaches less motivating, teachirigctizely with digital resources should

help teachers instruct in a manner that matchete#neing styles of their studerits

Differentiation is a way of teaching; it's not aogram or package of worksheets. It asks
teachers to know their students well so they cawige each one with experiences and
tasks that will improve learning. As Carol Ann Tamslon has said, differentiation means
giving students multiple options for taking in inmfieation (1999). Differentiating

instruction means that you observe and understandifferences and similarities among
students and use this information to plan instauctHere is a list of some key principles

that form the foundation of differentiating insttio.

% MASILIAUSKIENE, E., POCEVCIENE, R., MALINAUSKIENE D., Individualiy Konsultacij,
Rengiant Kursinius ir Baigiamuosius Darbus, Orgavimo VadovasSiauliai: Siaulii universitetas, 2011,
p. 5.

39 MORGAN, H., ,Maximizing Student Success with Difémtiated Learning“The Clearing House2014
(87), pp.34-38.
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1.3.5 Teacher’s role in the student-centred studies

The following Lithuanian researchers have analykedole of the teacher in the context
of the student-centred studies: Sumska®014: Tamelis, 2014; Sajien2012, Ruskus
2007; Kardelis and ect, 2008;uflys, 2010; Pukelis, 2011; Pitékien¢, 2011 etc.

The researctStudents’ Approach towards the Improvements inHigher Education
Systemwas carried out in Lithuania in 200%.992 respondents (60 % of the academic
university students and 40 % of the applied uni#erstudents) participated in it. The
research findings revealed that the key playersr@ating study quality improvement

conditions are teachers. The followiregjuirements for them were identified:

» ability to construct a study process oriented tasadevelopment of the
students’ competences;

» create conditions for students’ personal develogmen

» apply appropriate methods for the assessment ofstindy results (from the
students’ point of view, formative assessment iy wvaportant);

* pay special attention to the development of thdesits’ creativity.

Development of information and communication tedbges introduced possibility to
acquire education in a distant way where independed group teaching and learning
activities as well as the communication and codperaof the teachers and learners and
delivery of the teaching and learning materialetaglace online and may be specified by
the differences in time and location. In 2012 researciistant Learning: the Way to
Expand Learning Opportunitiesas carried out. Its results revealed challengesadrs

have to deal with: quality assurance and developmikthe valid system for assessment

“C GALKUTE, L., ,Student; PoZiiris { Aukstojo Mokslo Sistemos Tobulinity Svietimo Problemos ir
Analiz. Kas Lemia StudijKokyke?, Lietuvos Svietimo Ministerija, Available at:
http://www.smm.lt/uploads/documents/kiti/SPA(8) R&Z0lemia%?20studiju%20kokybe.pdfast visited
February 19, 2015), 2008 (Nr.8 (28)).

“1 SORIENE, N., ,Nuotolinis Mokymasis. Mokymosi GalimypiPletra®, Svietimo Problemos ir Analiz
Kas Lemia Studij Kokyke?, 2012 (9 (73)), Lietuvos Svietimo Ministerija. Alable at:
http://www.smm.It/uploads/documents/kiti/Nuotolinlfeokymas.pdf(last visited February 19, 2015).
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and assurance of the distant learning quatitywever, organisation, preparation of the
teaching and learning materials and delivery oftad learning activities results in the

workload of the teachers, tutors of the practicalriings and administrative staff.

When introducing researdfactors Influencing Studies of the Persons with $ipecial
Needs in Higher Education Institutions, Ruskus and others (20873iraw attention to
the fact that the presence of the students witlcigspeneeds in higher education
institutions encourages the change in both thehtgaand students’ values and attitudes
and at the same time initiates reflection and ckahges focused on individualization of
studies. As a result, both administration and teachers amrcéd to look for
individualized study forms. Such changes may barérg) point for new individualized
approach towards methodology of preparation ofg¢hely programs and organization of
the study process. However, specific knowledgeséild are required from the teacher

in such situation.

In 2008, the results of the surv&fie Approach of the Lecturers of the Lithuanianhig
University Education Institutions towards PsychaabAcademic Work Conditionsere
presented by G. J. Rastauskiemd others. This research was focused on the sisalfy
the lecturers’ opinion about being the part of @raid community as well as expression
and evidence of the psychological conditions 0Oih the basis of the research findings,
it is possible to state that the lecturers of titauanian higher education institutions are
positive when assessing opportunities for pedagbgiod scientific activities as well as
interpersonal relationships and as the result appy to be the part of this academic
community. The research findings revealed thetfzattthe positive emotional expression
(being proud about the organization) of the teaghstaff of the higher university
education institutions is directly linked to theadlges in the field of higher education as
well as the teacher’s pedagogical and scientifickvexperience. Solution of the higher

education problems is directly linked to the psydwal factors that influence the

* RUSKUS, J., DAUGLA, M., ZUKAUSKAS, S., BLINSTRUBAS A., SAPARNIS, GAukstasis
mokslas ir Studentai, Turintys NegaBiikles ir Galimybi; Tyrimas, Siauliai: V§ Siauly universiteto
leidykla, 2007.
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teacher's performance. They are important for #ecler's scientific activities, study
quality and relationship of the higher science wilile society. The expression of the
factor of performance opportunities is determineg the science field a teacher
represents; expression of emotional safety is ctfte in the change of the higher
education, duration of the teacher’s scientific kvexperience as well as the represented
scientific area. It was clarified, that the teashesth the lower subjective safety level
give a higher score when assessing students. \Wdeking for the improvement of the
quality of studies, it is very important to evakidhe subjective emotions of a teacher as
a member of the academic community related to gssipility of the implementation of
pedagogical and scientific activities. The resedirtings revealed that younger teachers
looking for the result oriented activities expederhigher level of safety; the older ones

who seek just to approve their status do not feslde.

V. Tatlys (2010) statéd that one of the most important aims of the ECT® isontribute

to the creation of the EHEA through guaranteeirgitidlependent and effective mobility
of the learners within the EU countries. The autherealed the problem related to
different interpretation and usage of the ECTS sxithe EU countries. He pointed out
some mismatches of the ECTS application observedifiarent education institutions
within one country or even within departments o€ anstitution. V. Ttlys (2010) paid
attention to the fact that the current demograpieieds, the process of ageing society and
headhunting of talented people in the internatiomalrket of human resources can
significantly increase the competition among Euespédigher education institutions
fighting for the recruitment of the new studentsl aecademic staff. These factors, as the
author states, encourage to look for different ways to increase the accessibility of the
studies and emphasise the importance of studetriecdestudies as well as flexible study
methods. In all study fields the emphasis is puthen study outcomes, employability,
increase of the students mobility, improvement dfe tstudy quality and
internationalization of studies. When shifting be tstudent-centred studies, Lithuania as

well as most European countries have to deal wlth teacher workload related

3 TOTLYS, V., Europos Kredig Perklimo ir Kaupimo Sistemos (ECTSpyvendinimo Lietuvos
Aukstosiose Mokyklose TyrimaAlnius: Vilniaus Universiteto Leidykla, 2010.

56



difficulties. This process looks for more creati@pproach towards and application of
innovative teaching methods. It is noticed that iean problems are related to teacher

motivation when reviewing and evaluating programmes

K. Pukelis (2011¥ emphasised importance of compatibility of studpsivith the study
outcomes because it is necessary to evaluate tpe suf the credits foreseen in the
different study cycle study programs. It is stathdt quite often “<...a too ambitious
study aim and consequently study outcome as wellhssessment criteria for its
achievement are formulated...> (p. 67) that dodscoaespond to the amount of the
student’s independent work hours planned in th@gnara. Attention is paid to the fact
that when developing study programs, it is necgssadecide which hours — academic
or astronomic — will be used for measuring studemtependent work time. The concept
of ‘a typical student’ (it includes student’s abés, skills and other personal qualities) is
also highlighted because it is very important wlestimating the independent study
workload which is needed for the achievement of theeseen study results. It is
necessary to point out the diversity of the prefpamdevel and personal characteristics of
the new entrantsChe author pays attention to the fact that the tiraent and renewal
of the study programs is a complicated process tkqtires didactic knowledge the
teachers have to possess; it is based on teamwaraohers and social stakeholders,
involvement of the international partners as wallsupporting organisational culture of

higher education institution.

N. Pileicikiene (2011J° emphasises the importance of the social staketsoldaudents,

teachers, graduates, employers, ect.) networkipating in the quality assurance of the
study programs. In this situation, teachers arparsible for identifying study outcomes
of the study programs; they are responsible forsictaming such study program

development aspects as the purpose of higher edocatternational experience in the

“ PUKELIS, K., “Studij; Programa Rengimas ir Atnaujinimas: StudijRezultat, Paradigma” Aukstojo
Mokslo Kokyb, Kaunas: Vytauto DidZiojo Universitetas, 2011,%.6

“ PILEICIKIENE, N., Studiiy Rezultai Integravimas; Studiy Programas: Bendiy Mokéjimy
Paradigma,Daktaro Disertacija, Kaunas: Vytauto DidZiojo Usisitetas, 2011.
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field of higher studies, formulation of the studytecomes and the compatibility of the
elements and infrastructure of the study prograth #ie study outcomes. It means that
the teacher is responsible for all stages of thdysguality assurance. Graduates and
employers take the part of responsibility. Theytipgrate in the identification of the
study results but are not responsible for theimigdation or compatibility with other
study program content or infrastructure related ponents. Apart from that, employers
are responsible for providing appropriate skill l@pment conditions during practical
trainings as well as reasoned final assessmefiteo$tudy results. The active part in the
cooperation of the stakeholders should be teadhdrthey face different problems such
as lack of cooperation traditions, shortage oftdsehers’ competence when identifying

employers’ functions, insufficient financial resoes.

The key roles of the teachers — a scientist amdtarder who is an information provider —
were identified on the basis of the discussion $eduon the results of the students’
experience (Tijneliers, 2012§°. The research findings revealed that the maintfonof

the teacher is to strive for career and be an aityhfor students because it increases
students’ motivation and interest to study the ecibjOne of the requirements imposed
on the teacher is diverse professional developmiest, showing interest in recent
research findings not only in the area of intelegtin other fields as well. The teacher’s
ability to create such teaching and learning emvitent that can be characterised by the

low level of tension and positive emotions is alsgy important.

With the shift in the teaching and learning paradighe teacher’s ability to take care
about own professional growth and to create as a&lto apply innovative teaching
methods needed for the development of the studeatspetences becomes very
important. The teachers’ opinion abdkié main abilities needed for being successful in

their profession expressed in the scale of 10 pagnas follows:

6 TIJONELIENE, O., “Studeni Nuomoni; apie Déstytojp Fenomenologinis TyrimasTiltai, Klaipeda:
Klaipédos Universiteto Leidykla, 2012 (4).
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* holistic thinking and practice (integration ofethlifferent subjects, cultures and
the points of view at the same time taking intooaett local and global perspectives) —
9,26;

* strategic thinking (ability to foresee differefntture alternatives as well as their
implementation possibilities based on the crit@aalysis and understanding of the past
and current situations) — 9,17,

 implementation of changes and innovations (tegshele, teaching and learning
methods, organization of studies and changes isttity system) — 8,95(p. 26).

When summing up experience of the Lithuanian rebess, the following critical
aspects can be identified a certain level of the didactic knowledge has b®
demonstrated by teachers when shifting to the $€icher — stakeholder teamwork and
involvement of the international partners as welbapropriate organisational culture are
needed to support this transformation processnduttie study process, the teacher’s
roles are realised through organisation of thehiegcand learning process, preparation
of the teaching and learning materials, provisidndestant learning possibilities,
participation in scientific activities. It resulis the increased workload of the teacher.
The teacher’'s professional performance is also itondd by psycho sociological
aspects which are important both for the teachssisntific activities as well as study

quality and the relation between higher educatistitutions and society.

The following foreign researchers analysed the hegs role in the student centred
learning context: ONeill and Mcmahon, 2014; Armsggp2011; 2012, Brown, 2011,
Scott, Curaj, 2012, Hannafin, 2010; and others.

*" CHMIELIAUSKAS, A., LIEPUONIS, A., VEN'KAUSKAS, R., PLANKYTE-AIDIETIENE, K.,
Tendencijos AukStajame Moksle: Suinteres$atliy PoZiriai [inte-ractive],
http://www.esparama.lt/es_parama_pletra/failai/E88pktai/2012 Tendencijos aukstajame moksle.pdf
KaiSiadorys: UAB ,Printja“, 2012.
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The most important role in the student-centrednliegr belongs to the student and the
teacher as a scientist. In such case, studentsriiarior evaluating him/her are based on
their needs. This is a person who has a callinghferjob he/she is doing, who likes the
subject being taught, who is on extending knowleidgiae field, cherishing its theories,

properly performing his/her duties. Students hawedoubt that a teacher has to be a

scientist demonstrating the top level of profesalismi',

Students are the centre of the educational enserpand their cognitive and affective
learning experiences should guide all decision®aghat is done and how. Most of the
learning activities for the class are traditionatbrried out by the teacher: choosing and
organizing the content, interpreting and applyihg toncepts, and evaluating student
learning, while the students’ efforts are focused mcording the informatidi
Empowered learners are more motivated to perfoasscbom tasks, and they feel more
competent in the classroom, find the required tas&se meaningful, and feel they have
an impact on their learning process. Empowermergrimarily influenced by teacher
behaviour, which is not consistent with contemppraesearch on achievement
motivation. In learning process also is very impaottthe role of student characteristics
(temperament and learner orientation) on empowernadong with the impact of
instructor communication behaviour (nonverbal imraed and clarity). Interpretation of
results via the motivation model revealed teacharitg to be the primary predictor of
student empowerment and learning. Student tempertaare learner orientation had
little impact on empowermetit

“8 BUTLER-KISBER, L., Creativity: Insights, Directions, and Possibilitie€reativity: Insights,
Directions, and PossibilitiesCanada, 2012 (6 (1), 129.

49 BROWN WRIGHT, G., “Student-centered Learning inghér Education” International Journal of
Teaching and Learning in Higher Educatjoftvailable at:http://www.isetl.org/ijtihe/ 2011 (23 (3)), pp.
92-97.

* HOUSER, M., BAINBRIDGE FRYMIER A., “The Role of Gtent Characteristics and Teacher
Behaviors in Students’ Learner Empowerme@dmmunication Educatigr.ondon, 2009 (58 (1)), p. 35.
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In recent years, researchers have focused on mgawith multimodal representation and
this research has shown that when learners camat@ith an appropriate representation

their performance is enhancéd

Nearly all universities use student evaluationseathers (SETs). For example, they are

used by over 99% of business schtlk is assumed that students understand how they
learn, that the feedback will help to select theckeers best able to help students, that

happy students are good learners, and that thédekdvill lead teachers to improve. It

is difficult to find evidence to support any of §eeassumptiond

At the teacher’s level, greater involvement withudgints provides for a successful
student—centred learning approach. Where studergsnetivated to come to an
understanding of, and engage with, the materiah witich they are presented, they are
more likely to adopt strategies that will lead ®eger levels of learnin§ The teaching
and learning methods used by teachers are alsowartin the student—centred learning

approach.

The intentions of a teacher and students shouldiméar in the process of teaching-
learning. It is not wrong to meet the objectivesf@iowing a fair method be it a teacher-
centred or student-centred learning. These two masthwith a limited number of
challenges, are always handy in meeting the obgxif teaching and learning. Teacher
is instrumental in any method what can realizediteams of students. Teacher cannot do

anything without the cooperation of the studentthinclassroorf.

1 YESILDAG HASANCEB, F., GUNEL, M., “College Students’ Pertieps toward the Multi Modal
Representations and Instruction of Representationsearning Modern Physic’Eurasian Journal of
Educational Resear¢t2013 (53), pp.197-214.
®2CLAYSON, DENNIS E., “Student Evaluations of Teadfirre they Related to What Students Learn? A
Meta-analysis and Review of the Literaturégurnal of Marketing Educatiqr2009 (31 (1)), pp. 16-30.
% SCOTT ARMSTRONG, J.Natural Learning in Higher Education Natural Leang in Higher
Education [inter-active] Available at:http://repository.upenn.edu/marketing_papers/140niversity of
Pennsylvania, 1-1-2011.
* CURAJ, A., SCOTT P.European Higher Education at the Crossroads— Betwtbe Bologna Process
E<’315nd national reformPolitechnic University of Bucharest, Buchare$t12, p. 156.

Id.
* NAGARAJU, CH.*, MADHAVAIAH, G. AND PETER S., “Teaker-Centred Learning and Student-
Centred Learning in English Classroom: the TeacHitgthods Realizing the Dreams of Language
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Student—centred learning, despite its popularisynot without its critics. The main
critique of student—centred learning is its focustbe individual learner. In addition,
there are some difficulties in its implementatiar, the resources needed to implement

it, the belief system of the students and staffl students’ lack of familiarity with the

ternt’.

Simon (1999) describes that student—centred legynmthe school system, can be in
danger of focusing completely on the individuakesat and taken to its extreme does not
take into account the needs of the whole classo&imghlights the point that ‘if each

child is unique, and each requires a specific pegiagl approach appropriate to him or
her and to no other, the construction of an all4@ming pedagogy or general principles

of teaching become impossibilit§:

Learning is often presented in this dualism ofeitstudent—centred learning or teacher—
centred learning. In the reality of practice theation is less black and white. It appears
from the literature some view student—centred legras: the concept of the student’'s
choice in their education; others see it as thaghabout the student doing more than the
lecturer (active versus passive learning); whilkeat have a much broader definition
which includes both of these concepts but, in &dlditdescribes the shift in the power

relationship between the student and the tedther

Learners”, International Journal of Scientific Research and viees Available at:
http://www.ijsrr.org/publicationfeel.phiflast visited November 15, 2014).

>” O'NEILL and MCMAHON, T.,Student centred learning: what does it mean fodetts and lecturers?
Available at:
http://www.uai.cl/images/sitio/investigacion/cergrinvestigacion/innovacion_aprendizaje/literatuspee
ializada/Student%20centered%20learning (et visited November 15, 2014), University CgieDublin,
p. 33.

8 SIMON, B.,Why no pedagogy in EnglaPd Learners and Pedagogy, London: Sage Publisati®99.
*9 O’'NEILL and MCMAHON, T.,Student centred learning: what does it mean fodetiis and lecturers?,
University College Dublin, Available at:
http://www.uai.cl/images/sitio/investigacion/cergrinvestigacion/innovacion_aprendizaje/literatuspee
ializada/Student%20centered%20learning.fd&t visited November 15, 2014), p. 28.
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Education can either develop or stifle studentslifration to ask why and to learn. If the
students’ task is to memorize rules and existingwkadge, without questioning the
subject matter or the learning process, their gitkefor critical thought and action will

be restricted®

Successful learners develop critical thinking, widilial initiative, and a sense of
themselves as co-creators of the culture that shizygeen. This may involve a therapy-like
shift of personal paradigm - a "perspective tramsfion® or “life-world
transformation® - or it may come as a gradual enhancement of dpirgj power.
Because part of the function of a teacher is tgpame students to become more self-
directing, it is important at this stage to begairting students in such basic skills as goal
setting. Use praise, but with an eye to phasing pratse (extrinsic motivation) and

phasing in encouragement (which builds intrinsidiwaion)®®

. Significant predictors of
personal student’s empowerment are administratofegsional treatment of teachers,
reflective self-awareness, honouring of studenteopersonal teaching efficacy, and

satisfaction with teaching as a caréer.

The key role in assisting students to become sedttdd learners lies behind teachers.
M. Gibbon (2004) introduces idea of a bridge bathstudents and teachers, a bridge of
five stages each involving a new set of tasks, tagdther providing steps in a gradual

transition to self-direction. These five stages are

» incidental self-direction: introducing self-diremti in assignments, special

projects or brief use of any of the other approadbeself-direction

0 SHOR, I.,Empowering Education—Critical Teaching for Socidiabge Chicago: Chicago University
Press, 1992, p. 12.

®1 MEZIROW, J.,A Critical Theory of Adult Learning and EducatioBolumbia University Teachers
College, New York, 1981.

%2 WILDEMEERSCH & LEIRMAN, The facilitation of the life-world transformatiosdult Education
Quarterly, 1988 (39 (1)), pp. 19-30.

% DINKMEYER, D. & LOSONCY, L.,Encouragement BogRichmond: Prentice Hall, 1980.

% EDWARDS, J. L., GREEN K. E, LYONS, C. A., “Persbn&mpowerment, Efficacy, And
Environmental CharacteristicsJpournal of Educational Administratio2002 (40 (1)), pp.67-86.
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» independent thinking: teaching students to fornir ten judgements, ideas and
solutions to problems by transforming the curricnlinto questions or by using such
participatory approaches as case studies, trialstds and dramatizations

» self-managed learning: creating guides that tellents how to achieve course
outcomes, then teaching them how to regulate therk on the guides, and providing
support systems to assist them;

» self-planned learning: teaching students how toigdesheir own plans for
achieving course outcomes, negotiating their pralsowith them, and coaching them to
success;

» self-directed learning: teaching students to amatye situation, formulate their

own goals, plan how to achieve them, take actiaiyesproblems that arise, and
demonstrate their achievem®&hnt

Similarly to the Lithuanian situation, the follovgrmain aspects can be identified when
summing up experience of foreign researchers. Brachre required to demonstrate
knowledge of didactics, innovation and ability taovolve international partners into
pedagogical and scientific activities. Foreign egshers emphasise importance of close
teacher-student cooperation, teacher’'s behaviodremen his/her sense of humour as
well as ability to engage a student into successfutly process. Application of the

appropriate study methods in the study processigkliphted as the essential study
aspect.

®GIBBONS, M.Pardon Me, Didn't | Just Hear A Paradigm Shéwailable at:
http://www.selfdirectedlearning.com/teaching-sealedted-learning-tools/articles/paradigm-shift.html
(last visited 15 January, 2015).
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1.3.6 Conclusions

1. The EHEA enables a student to become an actisecipant of the study process and
take responsibility for the study outcomes becawsshe has a possibility to choose a
study program and participate in different mobilfgyograms. However, both at the
national and international level there is a nee@rtavide high quality studies available

for all who are seeking to acquire higher education

The shift in the teaching and learning paradigm dog not diminish the role of the
teacher. The teacher has to participate in internationabifitg programs, look for
innovative teaching and learning methods to orgasisidies and make a student an

active participant of them.

Student-centred teaching requires particpknsonal attitudes from the facilitator and

(at least a certain degree) openness from the cfide curriculum as well as the
students. From personal experience we would likadid the requirement on, or at least
to emphasise the benefit of social skills and teges such as moderation. These help to
make group processes more transparent, to confestgr and hence to improve student

satisfaction.

2. Having analysed experience of the Lithuanian faneign researchers, it has become
clear that a certaitevel of the didactic knowledgehas to be demonstrated by teachers
when shifting to the SCL,; teacher — stakeholdemteark and involvement of the

international partners as well as appropriate asgdional culture are needed to support

this transformation process.

Another important aspect (criterion) is timereased workload of the teacheibecause
the teacher’s roles are realised through organisati the teaching and learning process,
preparation of the teaching and learning materigiggvision of distant learning

possibilities, and participation in scientific adtiies that are time consuming.
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One more important criterion fmay attention to is psycho sociological aspectghich
are important both for the teacher’s scientifio\aties as well as study quality and the

relation between higher education institutions smciety.

When moving towards SCL, both in Lithuania and m&uwopean countries there is a
need to revise the structure of the teacher’'s waikl This process requires from the
teacher more creative approach in choice and agtigic of the innovative teaching and
learning methods. Some problems related to the vetatn of the teachers when

reviewing and evaluating study programs are observe

With the shift in teacher’s roles, the teacher’dligbto take care about personal
qualification development, to use and to create asel innovative teaching methods

supporting the development of the students’ conmuete becomes very important.
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2 EMPIRICAL RESEARCH

2.1 INTRODUCTION

Student-centred learning refers not only to thecatanal theory but also to the
educational practice. The below empirical resedhett was made in Lithuania, Poland
and Slovenia enables an insight into teachers’iopgnabout student-centred learning
and/or personalised approach and contains a lisgowfd practices performed by
university teachers in the participating countrighis empirical research collected a
number of data which helped to produce the secoddlfze third output of the project —
the teachers’ handbook on student-centred appreach articles published in peer-
reviewed and other journals and disseminate thernmdtion on the student-centred
learning. The teachers’ handbook presents the mgsirtant findings of the research
study and suggestions how to introduce the stucemtered and/or personalised
approach by descriptions of good practices. Asiggablished in peer-reviewed journals
and/or other publications use the theoretical angigecal data of the research study as

well.
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2.2 AIMS AND METHODOLOGY OF THE EMPIRICAL RESEARCH

The empirical research was performed with the tderto find out if university teachers

in Lithuania, Poland and Slovenia know and use different methods which are
characteristic for student-centred learning. Befoeestarted this project we checked in
which countries the student-centred approach wast meveloped and found out that
U.K., U.S.A,, Australia and several other countiiesl many peer reviewed articles on
student-centred learning while there were not smyma the participating countries

(especially in Poland and in Slovenia). On the oth@&nd also Polish and Slovenian
literature often speak about active learning, probbased learning, experiential learning
etc. which are typical for student-centred approand both countries introduced the
Bologna system of education which emphasizes stumgrired learning so SCL

approach should be developed.

The empirical research intended to find out howclheas in higher education use this
pedagogical approach, how they try to personaksening, and what are the main

challenges faced by teachers.

The first version of the questionnaire had morentB@ questions but the number was
then reduced t@5 questions The reasons for reduction were mainly that swueig |
guestionnaires in East European countries shoupshlieand that too long questionnaires

might avert a number of teachers to respond thetoummaire.

The main findings of the theoretical research ssggkat teachers should consider
individual experiences, perspectives, backgroumdigrests, capacities and needs of
students; provide different opportunities for studeto learn and to cooperate, often
change teaching methods, discuss which activitiesylgood results, adapt learning to
students’ pace. The feedback to students shoulccdmstructive, specific, contain

explanation, use non-evaluative language, in-time faequent. The curriculum should

include considering experiences, problem-basedilegy and new technologies. The

European Students’ Union emphasizes also studergbts to decide about the
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curriculum, teaching and evaluation methods, rigbtdgecide in the committees on the
quality of their institution, about credits, andgmctically implement SCL approach by
including PBL, group-work, projects, case methaade plays, classroom workshops,
distance eduction, different forms of assessmemiylation, research, IT, collaboration
of librarians with teachers, etc. On this groun@v#s decided to ask the teachers about
their organization of the learning process, givifegdback to students, including
students’ interests in the curriculum, consideghglents’ rights and about the attitude of

their universities toward student-centred learning.

The most important theme was tlearning processso teachers were asked about the
main advantages of student-centred learninigichv teaching methods they useawh
they tried to involve students who did not seembé®o interested in student-centred
learning, if they could support student diversibdandividual learning needs, how they
materials they offered their students, if they doektend the study period, if they ever
took students to libraries, museums, if they asktedents to describe cases from their
work place, how teachers showed that they valuedestts, and which were the most
frequent problems that they faced when using thdesit-centred approach. The teachers

were asked also to describe cases of good praftatedent-centred learning.

Another important set of questions concernsabssessmentThe teachers were asked to
evaluate their assessment, how they provided tmresits’ word in the assessment, how
they tried to reduce students’ anxiety before erations, how long it took before

students received feedback, if there were procedfoe students to appeal decisions
regarding their academic attainment or progressiod,if they tried less often used ways

of examination.

The questions related to tlarriculum asked teachers if students were consulted on
curriculum content, on the teaching and evaluatr@thods that were included in the
curriculum, if students were consulted when leagnitcomes in the curriculum were

designed and on assessment methods included autheulum.
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The last set of questions asked if the high schdwd a regularprofessional
development programmefor teaching staff, if they thought that studenticed learning
encouraged deep learning and academic engagement toey believed that student-
centred learning meant a link that would improviatienships between students and

teachers (and why).

Some questions were closed and some open endedat8gbries of the open ended
guestions were made with regard to the frequen@nefvers. The researchers had to be
very careful with these questions because we hadio up the answers with the same

meaning that was sometimes expressed with diffeverds.

We did not investigate how many teachers use tmdest-centred approach because the
Bologna system expects that all the teachers shHuad introduced the student-centred
approach (at least many of its elements). The resealso did not intend to solve

guestions concerning different definitions of S@rfeng. The research also did not deal
with the question of the teachers’ work overloadause this was out of the scope of our

work.

The empirical part of the research presents datbysin of the questionnaires answered
by 634 lecturers from 42 higher education institutionsn 3 European countries:

100 lecturers from 10 universities/faculties/coiegn Slovenia

300 lecturers from 22 universities in Poland and

234 lecturers from 10 Lithuanian universities/higeehools.

The empirical research was made in two parts,iteevias made in 2015 and the second
in 2016. Both questionnaires contained the samestigms. When we first sent

guestionnaires to the management boards, deansnaretsity teachers we expected that
we would get more answers. However we received @Bl completed questionnaires
(52 from Slovenia, 70 from Poland and 65 from L#hia). In 2016 we asked more

universities (deans of universities and of thepatéments) if they could help us and we
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acquired more answers. The sample in Sloveniailisnstt very large although we

contacted and asked for help almost all tertiastitutions (public and private ones).
Slovenia is in comparison with Poland and Lithuaaiamaller country but the small
number of responses still surprised us and madevarsder if Slovenian university

teachers might really not be interested or acgedintith the student-centred learning.
However, also in Poland and Lithuania it was nasyet collect about 200 — 300
responses. The results of the research with inedeaamples are very similar to the
results of the first partial research.

We hoped that the teachers would have put doweast short descriptions of their best
practices in student-centred learning but this tioesvas answered just by names of
individual best practices and not by descriptidriee reasons might be either lack of time
or lack of knowledge. Both reasons are probable: dhestion which asks that the
teachers should describe two cases of their or lsodyeelse’s best practice really

demands some thinking and some time. IBS Ljubljand Kauno Kolegija Lithuania

later tried to invite teachers to participate irc@mpetition for a prize but also this

competition gave a rather small number of desamgstiof the best practices (e.g. in
Slovenia university teachers were asked to wrilescription on about two pages and the
best description was awarded 1000 EUR but we redednly 10 descriptions). Besides
not having enough time university teachers miglso ahot have enough knowledge
because the results of the empirical research shatia considerable number of teachers

miss knowledge and skills about the student-cer&aching.
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2.3 EMPIRICAL RESEARCH IN SLOVENIA

The empirical research in Slovenia includgi) academic teachers from 10 Slovenian
universities/faculties and/or collegeq(IBS International Business School Ljubljana,
University of Ljubljana, University of Maribor, Uwersity of Primorska, Faculty for
Industrial Engineering, Gea College Ljubljana, Rgcdor Organizational Studies in
Novo mesto and in business colleges in Novo mé&&istojna and Slovenj Gradec). The

guestionnaires were anonimous and sent aroundtesnét.

The opinions of teachers are presented in the dabddow. The questionnaires were
processed by statistical and/or graphic presemtabescriptions of the tables are limited
to the most frequent responses which have the siigsatistical significance. Open

guestions are presented as collected responsasn&lo teachers did not respond the
propositions under »other«.

I Questions related to the teaching/learning proces
1 Which are according to your opinion the main atteges of the student-centred

learning (1 — very important, 2 - important, 3 - devately important, 4 - of little

importance, 5 — unimportant):

Proposition 1 2 3 4 5

1. | Motivation of students 72 14 1 6 7

N

Possibility that students learn at their 27 40 21 8 3

own pace

Being more focused upon learning 31 4p 16 b 5

Respecting different individuals 35 41 14 5 9

Increase of confidence 38 40 172 6 4

o g A~ W

Partnership between teachers and| 45 28 15 10 2
students
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More responsibility and committmept 48 33 8 5 6

Other (please describe)

The majority of the teachers think that the maineedages of the student-centred

learning are:

Increased motivation of students (72 % very impurtd4 % important: 86 %)
More responsibility and commitment (48 % very intpot, 33 % important: 81
%)

Increase of confidence (38 % very important, 408¥partant: 78 %), and

Respecting different individuals (35 % very impoittad1 % important: 76 %).

However, the Slovenian teachers find all the pras rather important.

2 Which of the below methods do you include in yeaching 1 - very frequently, 2 —

frequently, 3 — occasionally, 4 — rarely, 5 — never)

Proposition 1 2 3 4 5
1. | Problem-based learning 34 32 23 8 2
2. | Individual or small group based | 39 36 9 11 4

activities
3. | In-class discussions 42 37 13 3 5
4. | Classroom workshops 18 33 23 15 10
5. | Group presentations 16 30 24 15 13
6. | Projects 16 25 28 21 14
7. | Solving practical problems 50 26 10 8 6
8. | Cooperating in research activities | 7 18 25 29 20
9. | Quizzes 6 12 20 29 31
10. | Use of the case method 26 29 23 15 5
11.| Use of role plays 22 18 17 20 21
12. | Collaborative paper assignments | 8 23 18 24 23

73




13.| Web-conferencing environment in| 8 5 7 24 53

distance education

14.| Other (please describe):

Slovenian teachers include in their teaching estigci
- In-class discussions (42 % very frequently and 3ffeguently: 79 %)
- Solving practical problems (50 % very frequently &6 % frequently: 76 %)
- Individual or small group based activities @Overy frequently and 3%
frequently: 75 %)
- Problem — based learning (34 % very frequently 2 &b frequently: 66 %).

The also often include case studies, workshopgemegp presentations but they do not

work with web-conferencing.

3 How do you try to involve students who do notrsiebe interested in the student-

centred learning? Please describe with a coupleafds.

- Different ways of motivating students 22 %

- Additional explanations 4 %

- Discussions 15 %

- Including a lot of practical examples 10 %

- Offering scores for examination 6 %

- Selection of contemporary and interesting casesatioaise interest of students 23
%

- Different ways of teaching 4 %

- Presentation of importance of the study topicgtieir work 8 %

- Presentation of benefits of student-centred legrBifro

- Linking of study topics with their values 1 %

- Humour 3 %

- 5 minutes of sports 1 %

- Inviting students to speak about their experiemegarding the theme 5 %
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- Work in small groups/teamwork 10 %

- | tell students who do not want to work to go o1
- Connecting the topic with students' problems 3 %
- By understanding students 2 %

- By trying to find reasons why students are notradgeed 5 %

Slovenian teachers try to involve students whoalosseem to be interested in the
student-centred learning by:

- Including contemporary cases that arouse intefestudents (23),

- Different ways of motivating students (22).

- By discussions (15).

Beside these they use also a number of other waygtluding a lot of practical

examples 10, work in small groups etc.

4 Can you support student diversity and individuakfeng needs by (1 —yes, 2 —no, 3 —

| don't know):
Proposition 1 2 3
1. | Offering students additional 94 3 1
consultations/advice
2. | Offering students individual 75 25 8

examination terms (beside the terms
which are defined by the University

calendar)

3. | Taking some time to speak with a 96 2 1
student who has troubles
personally/trying to tell him/her how tg
achieve better results

4. | Enabling students to accelerate their | 53 16 30

studies (= to finish their studies in 2
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years instead of 3)

5. | Enabling students to prolong their 48 19 32
studies (= to finish their studies in e

years instead of 1 year)

6. | Helping foreign students who do not | 72 8 18

speak your national language

7. | Using special support measures that | 41 31 27
help students from disadvantaged
backgrounds?

8. | Studying either on campus or at a 62 24 11
distance

9. | Other (please put down):

Slovenian teachers support student diversity adidigiual learning needs mainly by:
- Taking some time to speak with a student who lagtes personally/trying to
tell him/her how to achieve better results (96 %)
- Offering students additional consultations/advigg %), and
- Offering students individual examination terms {deghe terms which are
defined by the University calendar) 75 %
They also try to help foreign students who do patak the national language (72 %),
they enable students to study either on campusadstance (62 %) and accelerate their
studies (= to finish their studies in 2 years iadtef 3): 53 %.

5 How do you support students when they find teadeisgning activities difficult (1 -

very frequently, 2 — frequently, 3 — occasionaly; rarely, 5 — never)

Proposition 1 2 3 4 5
1. | I explain the topic 55 30 10 4 0
again
2. | Itell them to read 27 37 26 5 4
additional literature
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3. | | have no time to 3 7 14 27 46
repeat things

4. | 1 am looking for new 26 40 25 5 1
study methods
5. | Other:

When students find teaching/learning activitieficlift, Slovenian teachers support
students hy:
- Explaining the topic again (55 % very frequentl§,% frequently: 85 %)
- Looking for new study methods (26 % very frequgntD % frequently: 66 %)
- Tell them to read additional literature (27 % vémsquently, 37 % frequently: 64
%).

6 Which typical study materials do you introducsupport students? (1 - very
frequently, 2 — frequently, 3 — occasionally, 4arety, 5 — never)

Proposition 1 2 3 4 5
1. | Textbook 49 22 14 7 5
2. | Additional slides 46 23 20 4 5
3. | List of additional literature 43 24 14 13 3
4. | Research articles 27 30 22 8 10
5. | Popular scientific literature 18 25 28 17 8
6. | Statistics 16 20 24 24 12
7. | Other (please describe with a couple of

words):

Slovenian teachers introduce mainly the followitgly materials with which they
support students:

- Textbooks (49 % very frequently, 22 % frequentl¥:%)

- Additional slides (46 % very frequently, 23 % duently: 69 %)

- Lists of addtional literature (43 % very frequen24 % frequently: 67 %).
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It is surprising that university teachers do na o®ore research articles, popular

scientific literature and statistics.

7 Do you ever ask students if they have enoughfanmstudies? If you find that is not
enough, what do you do?

- | suggest that they come to a later/additional eration term 11

- | explain the student which themes are the mosbitapt for the examination 6

- | prepare a list of possible questions for exannomaB

- | repeat the most important parts of the syllabus 6

- | suggest that they regularly come to lecturesleen intensively 4

- | suggest atime plan 15

- I tell students that they do not have much time tiiadlit will be difficult to pass

the exam 1

- Additional help to produce seminary papers 1

- I show them online teaching in an interesting way 1

- I discuss their problems 2

- | suggest different/effective methods for studyirg

- | generalize and reduce the depth of the studies 1

- ldonotask10

- |l adapt lectures and examination terms 6

- | have individual discussion with students 4

- | suggesst different ways of effective study methdd

Many Slovenian teachers ask students if they havegh time for studies (but 10 %

claim that they do not). If they find that therenst enough time, the teachers:

suggest a time plan 15 %

- suggest different/effective methods for studyingd 4

- suggest that they come to a later/additional exatiwn term 11 %

- explain the student which themes are the most itapbfor the examination 6 %

- repeat the most important parts of the syllabus 6 %
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- suggest that students regularly come to lecturddisten intensively 4 % and/or

- adapt lectures and examinations terms 6 %.

8 Do you ever take students to:
- Libraries: 12 %
- Museums 8 %
- Ask them to describe a case from their work plat& %
- Other (please describe with a couple of words)y¥@@ot specified)

Slovenian teachers include in their teaching cases students' work place but rarely
take students to the libraries or museums. Sineeyawniversity has its own library this
might mean that libraries are not much in use at there is no cooperation between

librarians and teachers.

9 How do you show that you value studerfpd@ase describe with a couple of words):

- | praise students 11 %

- | speak with them (ask them about their expectatibow they wish to cooperate,
what problems they have etc.) 24 %

- | offer information also beyond lectures 10 %

- By my relationship and approach to students: tdrige kind 5 %

- Ihelpthem4 %

- I show respect 19 %

- I try to understand diversity and individual chdeaistics 5 %

- ltryto be fair 2 %

- | am relaxed and show humour 5 %

- | create a good team 2 %

- Empathy towards each individual 3 %

- Students can contact me personally, by mail or pl&%

- I memorize their names 3 %

- I am open for additional questions, consultatiog 7

- By mimics and voice 2 %
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- laminterested in their work and life goals 3 %

- By giving them additional activities and advice 6 %

- Itry to find new ways how to motivate people fordign languages 1 %
- | try to teach them as much as possible 2 %

- Itry to be tolerant, understanding, sensible tasarach individual 2 %
- By being positive 1 %

- | encourage students 4 %

Slovenian teachers show that they value studeptcesdly so that they:
- speak with them 24 %
- show respect 19 %
- praise students 11 %

- offer information also beyond lectures 10 %

Beside these the teachers have a number of oth&s ltbw to show that they appreciate

students.

10 Which are the most frequent problems that yoa feéhen using the student-centred

approach? (1 —yes, 2 — no, 3 — 1 don't know):

Proposition 1 2 3

1. | Strict syllabus that does not allow student+azht 30 55 12
approach

2. | No interest in the university 14 58 22

3. | Lack of knowledge and skills about student-cestte 46 36 14
learning

4. | Study programs are not being able to change&iyuic| 54 34 6

5. | Other (please put down)
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The most frequent problems that teachers face whieng the student-centred approach

are:

Study programs cannot be changed quickly (54 %)

Lack of knowledge and skills about student-centéeadhing / learning method
(46 %)

Strict syllabus that does not allow student-cengqgroach (30 %).

Since changing study programmes requires a proedtat can take months and/or years

it was expected that this would be a problem. Beidwd not expect that so many teachers

would complain about lack of knowledge and skibgarding student-centred learning.

Although teachers claim that they have some dewedop programmes (as explained

later) they obviously do not include student-ceshigarning.

11 Please describe two cases of good practiceeo$tiident-centred learning (either

good practice that you use or good practice that lave heard of):

Working in groups 8 %

Case studies 3 %

Discussions 3 %

Role playing 2 %

Describing students' problems on their work plaéé 6

Trying to find study methods that will lead to nkmowledge 1 %

Applying studies to students' practical experiergés

| prepare special programme and examinations @alestts who are hospitalized 1
%

| offer students distance study although our sclffatially does not perform it 1
%

Individual examinations each week 1 %

| often adapt to younger generations by contempgdhemes and technologies
(facebook, start-ups, modern phones etc.) 1 %
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| suggest that they learn languages with the hietpear children, by listening
radio and TV in foreign language, students makis tisemselves, they work in
pairs 4 %

Solving problems in real situations 3

| present a problem and its solutions (from eveyyda) 2 %

| give additional consultations 2 %

| use Moodle 1 %

Different workshops and courses 2 %

Research of motivation of employees for the neddsei firms, inviting
directors from practice 1 %

Application of practice on theory 4 %

| explain that mistakes are nothing bad, | try éckind, | repeat things that they
do not understand, | introduce some minutes oftsporrelaxation 1 %
Examination passed in more parts 1 %

Explaining tricks how to remember words or gramtés

By special projects e.g. Out of forty 2 %

Helping student who cannot walk, understandingrditye 1 %

Explaining the topics with examples 1 %

Quizzes in e-learning 1 %

Students' own innovations 1 %

Students' research work — cooperation in real ptej2 %

Students have to learn a topic and then we digbirsgs 1 %

Two teachers are present in the class 1 %

Written projects selected by students themselv#s 2

Encouraing critical thinking 2 %

Visiting working organisations 4 %

Participating in conferences and commenting theergap %

Presentation of a work place created by a studergdif/herself 1 %

Making a business plan 1 %

Career plan 1 %
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Essays (about students, their competences, misggion, SWOT analysis,
career plans) 1 %

Family business (application of theory on practitép

Using the methods of coaching 1 %

Neuro linguistic programming 1 %

Recording of a lecture 1 %

Reading biblographies of teachers (novels) 1 %

Reflexions on readings 1 %

Dynamic lecturing 1 %

Work in pairs 1 %

Adapting the programme to the majority of studdn®

Preparing notes together 1 %

Asking students what interests them 1 %

Including teachers from working organisations 1 %

Including students in projects 1 %

Presentation of business themes by literature ande® 1 %

Participation of students in meetings, analysidafuments, writing minutes,
sending them to the forum 1 %

No answer: 1 %

| do not know student-centred methods: 2 %

Student-centred learning is just a phrase: 1 %

The teachers describe a number of cases of gootigeravith which they introduce the

student-centred learning. Among the most frequent a

Working in groups 8 %

Describing students' problems on their work plaéé 6

Visiting working organisations 4 %

Application of practice on theory %

Teachers suggest that students learn languagesheitielp of their children, by
listening radio and TV in foreign language, studentke tests themselves, they

work in pairs 4 %.
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We actually expected that the teachers would desgood practices with more words
but their descriptions are limited to minimum. Thesa pity because we are sure that

many teachers might have their own innovative vasiaf the SCL teaching methods.

Il Questions related to the feedback

12 Select the evaluation methods which you use€ty-frequently, 2 — frequently, 3 —

occasionally, 4 —rarely, 5 — never, 6 — | don’ iw)o

Method Importance
Content-heavy 1-40, 2-41, 3-11, 4-4, 5-1
Summative 1-22, 2-37, 3-28, 4-8, 5-2
Norm-referenced 1-85, 2-8, 3-1, 4-2, 5-1
Flexible 1-32, 2-31, 3-16, 4-15, 5-3
Criteria referenced 1-84, 2-10, 3-1, 4-2, 5-0
Formative 1-1, 2-9, 3-28, 4-24, 5-35
Other (please put down)

Evaluation methods of Slovenian teachers are:
- Criteria-referenced (84 % very frequently, 10 %gtrently: 94 %)
- Norm-referenced (85 % very frequently, 8 % freqlyer®t3 %)
- Content-heavy (40 % very frequently, 41 % frequer8ll %)
- Flexible (32 % very frequently, 31 % frequently: 3.

13 Evaluate your assessment students feedbackiey frequently, 2 — frequently, 3 —

occasionally, 4 —rarely, 5 — never, 6 — | don’ iw)o

Proposition Importance
Do you make feedback, comment directed towards the59, 2-23, 3-7, 4-8, 5-0
task
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Do you discuss strengths and weaknesses 1-41,2-1B3 4-8, 5-3

Explain mistakes and give advice how to improve 45]12-39, 3-6, 4-5, 5-2
Help to focus on skills relating to a deep appraach | 1-42, 2-30, 3-18, 4-5, 5-2

learning

Other (please explain)

Slovenian teachers most often make feedback by:
- Explanation of mistakes and advice how to impreMe% very frequently, 39 %
frequently: 84 %)
- Comments directed towards the task (59 % veryiaty, 23 % frequently: 82
%)
- Discussing strengths and weaknesses (41 % veyydngly, 33 % frequently: 74
%).

14 How do you provide for students’ word in theegssnent?

0 Students suggest self-assessment grades 16 %

o Students negotiate self-assessment grades 4 %

o Students can come and ask for explanation of th&@¥ %

o Other (please explain): 12 %
Teachers provide for students’ word in the assessmainly so that students come and
ask for explanation of the marks 87 % and so thatesnts suggest self-assessment grades
(16 %).

15 How do you try to reduce students’ anxiety etdaminations?
0 | speak with students and try to relax them 67 %

| give them questions that help to repeat the t6giéo

| tell them to calm down 17 %

| tell students to think logically 48 %

Other (please describe): 12 %

o O O O

Teachers try to reduce students’ anxiety beforenaxations by:
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- Speaking with students and trying to relax then¥67
- Giving them questions that help to repeat the t6giéo
- Telling students to think logically 48 % (whichnst very helpful).

16 How long does it take before students receisglfack?
0 One week 67 %
0 Two weeks 3 %
o One month 0
o0 Other: 26 %

The majority of teachers give feedback to studantse week.

17 Are there procedures for students of your UrsiNgito appeal decisions regarding
their academic attainment or progression?

Yes 7/,

No 19%;

| don’'t know 17%

In Slovenia there are procedures for students peapdecisions regarding their academic

attainment or progression: 77 % positive answers.

18 Has any of the teachers tried to introduce stirdeenerated examination questions? If

yes, How were the results?

| do not know 22 %

No 15 %

Not yet but a good idea 5 %

Yes, they give questions just like the teacherés\wuccessful 8 %.

Just 8 % teachers tried to introduce student-g&etexamination questions and they say

that it functioned well.
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[Il Questions related to curriculum

19 Are students of your University consulted omricutum content?Briefly describe
how)

Yes, the students can suggest changes by studeptssentatives 45 %

No answer: 2 %

| do not know 7 %

No 10 %

Students are pleased with the curriculum 1 %

The main part of the teachers claim that studesrtssaggest curriculum contents by

students’ representatives 45 %

20 Are students of your University consulted ontglaehing methods that are included in

the curriculum?Briefly describe how).

- Yes in yearly evaluations of their studies 54 %
- No8%

- They are pleased with teaching methods 1 %
- No answer: 1 %

- | do not know 6 %.

Slovenian students can express their opinion otetlehing methods that are included in

the curriculum by yearly evaluations of quality (B.

21 Are students of your University consulted wieaniing outcomes in the curriculum

are designedBriefly describe how)

- N0 10 %
- Yes 33 %
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- 1do not know 9 %

- Noanswer: 3 %
Slovenian students are consulted when learningomés in the curriculum are designed:
33 %.

22 Are students of your University consulted oresssient methods included in the
curriculum?(Briefly describe how)

- Yes42%

- No answer 2 %

-l do not know 7 %

- No7%

Slovenian students are consulted on assessmenbaséatitluded in the curriculum: 42

% positive answers.

IV Questions related to professional development mgrammes

23 Does your institution have a regular professiatevelopment programme for
teaching staff?

Yes - 59 %

No - 21 %

| don’t know-13 %.

59 % of teachers claim that their university hasgular professional development
programme for teaching staff. Since teachers c(asmuoted above) that they lack
knowledge about SCL, these professional developpregirammes probably do not
include SCL.

24 Do you think that student-centred learning emagas deep learning and academic
engagement? Please justify.

- Yes but such methods can spoil students
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Yes this stimulates self-initiative and reflectiand focuses students’ personal
growth

Yes 42 %

Yes, students feel more responsibility towards Kedge acquisition

Yes, students feel more self-confident

Yes, it increases motivation and success of stsdefb

No answer: 2 %

Yes but this is impossible if there are too manylshts

Yes, students are more pleased, results are obwvionediately

Yes but it depends on students 2 %

No 2 %

Yes because this stimulates also teachers thateéhel contemporary topics and
can adapt to new generations 3 %

Yes, this improves the atmosphere

Yes, students acquire more concrete knowledge,dbeynunicate more and
learn more easily

Yes it stimulates studies because students feet atéention

Yes, students must feel that they are not just rausnb

| do not know 5 %

According to my experiences there is not enougle tim

No answer 1 %.

The majority of teachers think that student-centeagining encourages deep learning and

academic engagement: 65 %. A number of teachenis that it increases motivation and

success of students.

25 Do you believe that student-centred learningmsealink that will improve

relationships between students and teachers? Pieat#y.

Yes 40 %

Yes, enables communication and feedback to tea@hgrs
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Yes, this is the best way to improve relationsl3i$

Yes in theory but there are different practicalaitons 1 %

No answer 2 %

Yes this is urgent. But limits are still necessaistudents must achieve basic
requirements and teachers must perform the stumbeps so that the required
level of knowledge is achieved and that personahgr is ensured 2 %

Yes, more trust between students and teachers 1 %

Yes, students are central for our work and perscmatiacts have very good
influence on the study system 2 %

Yes, there should be no other way of teaching ftadent-centred approach 1 %
Yes, this is possible but there is also the quesifanotivation for this approach
1%

Yes, students appreciate if teachers pay attetditimem; students' fears are
reduced 1 %

Yes, because the emphasis is on cooperation beteaeiners and students 1 %
Yes, students and teachers have in this way conimterests 1 %

Yes, it is necessary to change the paradigm ofagtucl %

Yes, if the teacher discusses also personal magiges possibility to explain
things, shows humour, this brings about betteramiatand students more easily
accept the teacher who is a normal human beinghandfriend who wishes that
they study well 1 %

Maybe 2 %

Yes, it reduces the distance between studentseactiers 1 %

The relationship between teachers and studentddshetethical and friendly
already now 1 %

Yes, partly, especially with students who need taiail motivation 1 %

Yes, student-centred learning increases engageshsetudents and influences on
better relationships between students and teadH#rs

Yes, possibly but not within the present systerachfcation 1 %

Yes but | think this depends upon each school,arsity, professor and student 1
%
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- No1l%.

Teachers believe that student-centred learning sn@dink that will improve

relationships between students and teachers.
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2.4 EMPIRICAL RESEARCH IN POLAND

300 academic teachers from 22 Polish higher schodlgniwersytet Technologiczno-
Humanistyczny im. Kazimierza Putaskiego w Radoratolicki Uniwersytet Lubelski
Jana Pawta Il, Uniwersytet Przyrodniczo-Humanistycw Siedlcach, Uniwersytet Jana
Kochanowskiego w Kielcach, Uniwersytet Jagigdki, Wyzsza Szkota Handlowa w
Radomiu, Akademia Humanistyczo-Ekonomiczna w to8pioteczna Akademia Nauk
w todzi, Wyzsza Szkota Menegrska w Warszawie, Wgza Szkota Biznesu w
Dabrowie Gorniczej, Uczelnia Warszawska w Warsza®taropolska Szkota Wgza w
Kielcach, Akademia Jana Ditugosza weStochowie, Uniwersytet Pedagogiczny im.
KEN w Krakowie, Akademia Frycza Modrzewskiego w Koavie, Wyzsza Szkota
Policyjna w Szczytnie, Collegium Civitas w WarszaywpPastwowa Wysza Szkota
Zawodowa w Gtogowie, Wasza Szkota Adminisracji Publicznej im Stanistawas3ica
w Biatymstoku, Uniwersytet Szczéski w Szczecinie, Uniwersytet Ekonomiczny we

Wroctawiu, Uniwersytet Rzeszowski) participatedhe research.

Responses are in the tables below. The analysisnade by mathematical presentation,
summing up the results of responses and graphieaéptation in the form of summary
tables. Responses are systematised from the mtbst teast important. Descriptions of
the tables are limited to the three most frequesponses, which indicate the highest
characteristic intensity and have the greatessstatl significance. The analysis of open
guestions shows all collected responses. Staterardtdescriptions of individual
guestions referring to answers of responder’s een processed as well.

First part: Education/Training process

I Questions related to the teaching/learning proces
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1 Which are according to your opinion the main ateges of student-centred learning

(1 - very important, 2 - important, 3 - moderatetyportant, 4 - of little importance, 5 —

unimportant):

Proposition 1 2 3 4
1. | Motivation of students 272 17 11
90.6%| 5.6% | 3.8%
2. | Possibility that students learn at their 46 237 17
15.3%| 79% | 5.7%
own pace
3. | Being more focused upon learning| 287 13
95.7%| 4.3%
4. | Respecting different individuals 43 223 34
14.3% | 74.3% | 11.4%
5. | Increase of confidence 33 69 186 12
11% | 23% | 62% 4%
6. | Partnership between teachers an@91 9
97.1%| 2.9%
students
7. | More responsibility and committment 219 39 43
72.9%| 12.9% | 14.3%

8. | Other (please describe)

Science

Regularity: 20

Honesty: 5

practical

Responsibility: 10

Honouring of obligations:31

approach:

300 (100 %) academic teachers pointed out partipels&tween lecturer and student as

the main advantage in student-centred learning. (300 %) teachers - mentioned as

advantage students’ being more focused upon lgar@n the third place is motivation

of students: 289 (96%) teachers.

2 Which of the below methods do you include in yeaching 1 - very frequently, 2 —

frequently, 3 — occasionally, 4 — rarely, 5 — ngver
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Proposition 1 2 3 4 5
1. | Problem-based learning 276 24
92% | 8%
2. | Individual or small group based80 93 24 3
_— 60% | 31% 8% 1%
activities
3. | In-class discussions 300
100%
4. | Classroom workshops 64 107 77 9 43
21.4%)| 35.7% | 25.7%| 2.9% | 14.3%
5. | Group presentations 300
100%
6. | Projects 279 21
92.9%| 7.1%
7. | Solving practical problems 219 |81
72.9%| 27.1%
8. | Cooperating in research activities 22 290
7.4% | 96.6%
9. | Quizzes 223 9 43
74.3%| 2.9% | 14.3%
10. | Use of the case method 262 34 4
87.1% | 11.4%| 1.4%
11.| Use of role plays 300
100%
12.| Collaborative paper assignments | 300
100%
13. | Web-conferencing environment |n 300
. : 100%
Distance education
14.| Other (please describe): School problems disscusing: 8.6% - 26
School theatre: 5.7% - 14
Preparing movies: 2.9% - 9
Writing conspects of lessons: 2.9% - 9

The most commonly used teaching methods are:

In-class discussions — 300 (100 %)

Group presentations —300 (100 %)

Use of role plays — 300 (100 %)

Classroom workshops — 300 (100 %)

Projects — 279 + 21 (100 %)

Problem-based learning — 276 + 24 (100 %)

Individual or small group based activities — 1893+(91 %).
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The respondents do not use or rarely use suchitee®as: cooperating in research

activities:290teachers46.6%never use it and 22 (7.4 %) rarely use it.

None of the respondents used the Internet in aim@maent conference, and distance

education.

Among other methods the teachers listed the folgviactors:
School problems disscusing: 42 (14%)

School theatre: 18 (6%)

Preparing movies: 9 (3%)

Writing concepts of lessons: 9 (3%).

3 How do you try to involve students who do notrseebe interested in student-centred

learning? Please describe with a couple of words.

Allocation of topics for preparation: 248 (82.6%acthers
Presentation of finished task in the forum of gra2@®b (78.3%) teachers
Work as project methods: 218 (72.6%) teachers

Recommending literature, news of the topic: 2024peachers
Individual allocation of task: 182 (61.3%) teachers

Personal training: 173 (57.6%) teachers

Stimulation of motivation: 183 (61%) teachers

Positive reinforcement: 177 (59%) teachers

Common educational trips organized for studentq2823%) teachers
Students’ educational circle: 130 (43.3%) teachers

Taking students to conferences: 108 (36%) teachers

Writing e- mails to students: 71 (20 %) teachers

4 Can you support student diversity and individuakteng needs by (1 — yes, 2 —no, 3 —

| don't know):
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Proposition 1 2 3
Offering students additionaB00
: . 100%
consultations/advice
Offering students individual300
o . 100%
examination terms (beside the terms
which are defined by the University
calendar)
Taking some time to speak with| 800
100%
student who has troubles
personally/trying to tell him/her how to
achieve better results
Enabling students to accelerate their 124 176
0, 0,
studies (= to finish their studies in|2 41.3% 58.6%
years instead of 3)
Enabling students to prolong their 124 176
0, 0,
studies (= to finish their studies in|e 41.4% 58.6%
years instead of 1 year)
Helping foreign students who do nd61 39
: 87% 13%
speak your national language
Using special support measures that 300
0,
help students from disadvantaged 100%
backgrounds?
Studying either on campus or at| 200
. 100%
distance
Other (please put down): Preparation and consultation of studen
work by Internet: 180 — 60.0%
Consultation by Internet: 136 — 45.3%
Invitation for science conference: 86 —
28.6%
Meeting with experts: 76 — 25.3%
Additional consultation: 63 - 21%
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Respondents actively support individual needs udestts.

The most frequently used methods of supportingtadents are the following:
- Offering students additional consultations/advi@0 — 100 %
- Offering students individual examination terms: 30000 %
- Taking some time to speak with a student who hagbtes personally/trying to
tell him/her how to achieve better results: 3000 %
- Studying either on campus or at a distance: 3000-%4
- Helping foreign students who do not speak youromaii language: 261 — 87 %.

From 300 respondents 176 (58.6%) teachers do rw kinthey can enable students to
accelerate their studies. However in the same gt@4p(41.3%) teachers do not have the
ability to accelerate/prolong studies. Perhapestits from organizational capabilities of

universities in which teachers work.

Among other forms of support academic techers piothe following:
Preparation and consultation of student's workughonternet: 180 (60 %)
Consultation through Internet: 136 (45.3%)

Invitation to science conferences: 88 (28.6%)

Meeting with experts: 76 (25.3%)

Additional consultation: 63 (21%)

5 How do you support students when they find teade@gning activities difficult (1 -

very frequently, 2 — frequently, 3 — occasionaly; rarely, 5 — never)

Proposition 1 2 3 4 5
1. | | explain the topic 280 20
) 93.3% 6.7%
again
2. || tell them to read 30 231 39
0, 0, 0,
additional literature 10% 7% 13%
3. | | have no time to 54 246
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repeat things 18% 82%

4. | I am looking for new 129 150 21

0, 0, 0
study methods 43% 50% 7%

5. | Other: Sugestion regarding additional literature: 39.6%19
Additional lessons: 42% - 126
Stimulationg of student's creative: 276 — 83 %
Individual expanations of topic: 14% - 42

Polish teachers support students when they findhieg/learning activities difficult in
different ways:
- Explaining the topic again: very frequently — 283.8%), frequently 20 (6.7%);
300 lecturers (100 %)
- 231 (77%) frequently tell students to read adddlditerature, very frequently 30
(10%); 261 (87%)
- 150 academic teachers (50 %) are looking for nemystnethods, 129 lecturers
(43 %) do that often; 279 (93 %).

It's worrying that 246 teachers (82 %) often do have time to repeat study topics, and
54 (18 %) lecturers do not have that time veryrofte

Among other forms of support the teachers mentioned
Reading additional literature: 39.6 % - 119

Additional lessons: 128 (42.6%)

Stimulating of student's creativeness: 83 (27.6%)

Individual explanations of topic: 42 (14%)

6 Which typical study materials do you introduce sapport students? (1 — very
frequently, 2 — frequently, 3 — occasionally, 4rety, 5 — never)

Proposition 1 2 3 4 5
1. | Textbook 96 153 81
32% |51% |27%
2. | Additional slides 249 51
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83% | 17%
3. | List of additional literature 253 47
84.3%| 15.7%
4. | Research articles 65 235
21.7% 78.3%
5. | Popular scientific literature 300
100%
6. | Statistics 300
100%
7. | Other (please describe with a couple| bfternet source: 290 — 96.6%
words):

Polish teachers offer students:
- Lists of additional literature, 253 — 84.3 % vergduently and 47 — 15.7 %
frequently: 100 %
- Textbooks — 153 (51 %) frequently, 96 (32 %) vepgliently: 249 (83 % )
- Additional slides are used frequently by 249 teel(@3 %)

All respondents recommend to students popular sfienliterature, but only
occasionally. None of the respondents uses statisficcasionally few lecturers — only
65 (21.7 %) use research articles, 235 lectur& s (%) resign from this form of support.

Among other methods academic teachers pointedhetteources — 290 (96.6%).

7 Do you ever ask students if they have enoughfomstudies? If you find that is not

enough, what do you do?

| never ask students if they have enough timettaties — 250 (83.3%).
Sometimes | ask if they have enough time — 35 (b).6

Among the teachers who asked students about tiere tere 42 (14%) answers that
there is not enough time. 18 lecturers argue tiuaesits have sufficient time to learn. 42
teachers whose students answered that they hawnowgh time use the following

measures:

Suggesting books on time management — 28 (9.3%)
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Working in house with deadline — 24 (8%)

Selecting the most important issues in the magefalthe exam — 14 (4.7%)

8 Do you ever:
- take students to libraries 201 (67%)
- take students to museums 54 (18%)
- speak about their work 291 (97%)

Among other forms of student interest, adacemicltees listed:

- Own life experience related to the topic of actest- 199 (66.3%)
- Didactic work outside the university — 148 (49.3%)

- Educational trips — 140 (46.6%)

- Study visits to workplaces — 181 (60.3%)

9 How do you show that you value studeriB@ase describe with a couple of words):

Assessment of the work entered in the index andsca279 (93%)
Individual verbal commendation — 271 (90.3%)

Commendation in group — 237 (79%)

Proposition of common project publication — 139.886)
Proposition of conference participation — 133 (44)3

Invitation to Student Scientific — 122 (15.6%)

Internships proposition at the company — 47 (5.6%)
Proposition of doctoral studies — 17 (5.6%)

Project publication — 11 (3.6%)

10 Which are the most frequent problems that yae fahen using student-centred

approach? (1 —yes, 2 —no, 3 — | don't know):

Proposition 1 2 3
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1. | Strict syllabus that does not allow studentieht 39 291

13% 97%
approach

2. | No interest in the university 243 577
81% 19%

3. | Lack of knowledge and skills about student-cesate/| 144 156
48% | 52%

learning
4. | Study programs are not being able to changeiyuic | 300
100%
5. | Other (please put down) Huge group of students:

219 - 73%

Lack of opportunities for
individual study program;
138 - 46%

Lack of student's time: 135

- 45%
Lack of financal resources:
102 - 34%

300 academic teachers (100 %) indicated that gtuolyrams cannot be changed quickly.
243 (81%) answered that there is no interest irUthigersity. Half of teachers (144 — 48
%) think that lack of knowledge and skills in thee@ of student-centred teaching is a

problem.

A number of respondents — 156 (52%) did not finat trict syllabus would not allow

student-centred approach.

Among other problems the teachers mentioned:

Huge group of students: 219 (73%)

Lack of opportunities for individual study prografr88 (46%)
Lack of student's time: 135 (45%)

Lack of financal resources: 102 (34%)

11 Please describe two cases of good practice efstbdent-centred learning (either
good practice that you use or good practice that pave heard of):

Appealing to the experience of students — 288 (96%)
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Teaching through projects and problems — 281 (98.6%

Education in the specialty — 271 (90.3%)

Lecturers interest in the problems of studentsG-(86.6%)

Linking theory and practice — 197 (65.6%)

Analysis of students' expectations associated avjtarticular subject — 195 (65%)
Use of remote learning methods -180 (60%)

Systematic consultation for students — 178 (59.3%)

Virtual Dean's Office and served on the topics ofkyevaluation, etc. — 174 (58%)
Inclusion in the teaching process students' opgiet58 (52.6%)

Methods of teamwork — 156 (52%)

Student volunteering — 151 (50.3%)

Student Scientific — 149 (49.3%)

Activities of teaching methods such as: drama,ttbeal46 (48.6%)

Regular subjects consultations — 143 (47.6%)

Practical implementation of projects which are dgsed in class — 141 (47%)
Teaching by students in schools — 139 (46.3%)

Science multiculturalism through ERASMUS +, daysafional culture, international
symposiums and intercultural — 137 (45.6%)

Combining educational work with local businessds32 (44%)

Discussions in the group on a selected culturhgioas or social topic — 127 (42.3%)
Good access to libraries and sources indicatetidietturers — 123 (41%)

Clear criteria for student assessment — 120 (40%)

Student's conferention — 119 (39.6%)

Taking students to the museum, a cinema theaiencgpicnics — 118 (39.3%)
Student's publications — 116 (38.6%)

Establishment of business combined with the desigm, design — 106 (35.3%)
The availability of lecturers at the university 6 32%)

The substantive preparation of teachers for clas$85(29.6%)

Publishing plans and syllabuses on the Internét 28%)

Information about lectures — 38 (12.6%)

Participation of students in decision making prece26 (8.6%)
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Students availability to university documents «(8%)

Il Questions related to the feedback

12 Select the evaluation methods which you usevéty-frequently, 2 — frequently, 3 —

occasionally, 4 —rarely, 5 — never, 6 — | don’ iw)o

Method Importance

Content-heavy 6 — 100%

Summative 2-91%; 1-18%,; 3—1%
Norm-referenced 3-8.7% , 6-91.3%

Flexible 1-98%, 2-2%

Criteria referenced 4—-75%, 3-25%

Formative 1-93%, 2—-7%

Other (please put down) student self-assessment: 25%

With regard to the evaluation methods Polish terchse:
- Tryto be flexible - 294 (98%) very frequently a®@@2%) frequently: 100 %
- Formative evaluation — 279 (93%) very frequentlg 2 (7%) frequently: 100%
- Summative assessment is used by 273 (91%) verydraly, by 24 (8%)
frequently: 92.9 %.

Criteria referenced assessment is rarely used By (22%), and occasionally by 74
(25%). Norm-referenced assessment is occasionakyl by 26 (7%) and 247 (93%)

teachers answered “l don’'t know”.

Student self-assessment as an evaluation methusedsonly by 75 teachers (25 %).

13 Evaluate your assessment - feedback: (1 - vegyuéntly, 2 — frequently, 3 —

occasionally, 4 —rarely, 5 — never, 6 — | don’ iw)o
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Proposition Importance

Do you make feedback, comment directed towards 1tk 00%

task

Do you discuss strengths and weaknesses 1-43%, 2—-36%, 3-21%

Explain mistakes and give advice how to improve | 2—-90%, 3-5%, 4-5%

Help to focus on skills relating to a deep approach3—-63%, 4-20%, 6-17%

learning

Other (please explain)

The above table indicates that academic teachéte faadback by:

Comments directed towards the task — 100 % of redgms answered that they
make comments very frequently

129 (43%) very frequently discuss the strengthswaeaknesses of working with
students and 108 (36%) do that frequently: 237 ¥%9)

Among the respondents 270 (90%) explain mistakegibijmg advice how to
improve

189 (63%) occasionally help students to focus dlisslkelated to a deep approach

to learning.

The teachers did not propose another variant chtisgver.

14 How do you provide for students’ word in theegssnent?

o O O O O

Students receive an assessment from results otfextieporing exam: 108 (36%)
Students can come and ask for explanation of thr&an@2 (24%)

Students suggest self-assessment grades: 48 (16%)

Students negotiate self-assessment grades: 30 (15%)

Students have no impact on the assessment: 33 (11%)
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15 How do you try to reduce students’ anxiety efaminations?
0 | speak with students and try to relax them — 2Z71134)

Group exams— 84 (28%)

Defense of the project — 48 (16%)

| give them questions that help to repeat the tepl8 (16%)

| tell them to calm down - 39 (13%)

Exams by the Internet — 29 (9.6%)

O O O O o

16 How long does it take before students receisglfack?
0 One week — 282 (94%)
0 Two weeks — 18 (6%)
o One month-0
o Other-0

The biggest part of respondents — 282 (94%) reg@dhat the waiting time is not longer

then one week. Just 18 (6%) teachers say thaedubéck can extend up to two weeks.

17 Are there procedures for students of your Ursigeto appeal decisionsegarding
their academic attainment or progression?

Yes — 300 (100%) people

No-0

| don't know — 0

18 Have any of the teachers tried to introduce stidjenerated examination questions?
If yes, how were the results?

Yes — 300 (100%)

Correct solution of task, pass the exam (at l&asthe minimum assessment) — 282
(94%)

Better understanding of the commands in the takk (4%)

Nothing helped students — 6 (2%)
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I1l Questions related to curriculum

The third part of the questionnaire opens the quest students were consulted on

curriculum content. Respondents responded to thisigm as follows:

19 Are students of your University consulted orriculum content?Briefly describe

how)

Polish teachers answered with more than one ans®4®. (83.3%) answered
affirmatively that curriculum was consulted by sats. 19 (6.3%) pointed out that
curiculum were not consulted and 12 (4%) repliedt t#hey did not know. Ways of
consultations were different. The respondents' ansare shown below:

Discussions during the Faculty Council: 100 (33.3%)

Conversations during the meeting with studentg:3826%)

Surveys among students during the curriculum: $06&)

Overview of the curriculum in college library ortime Internet: 80 (26.6%)

During the presentation, during the first class(29.6%)

When preparing the opinion on the internal orgammaof curriculum: 59 (19.6%)
Consultations in the framework of meetings withgpés: 57 (19%)

During the meeting of the university Senate: 28%8).

Consultation before the examination with lectuBe2.6%)

20 Are students of your University consulted ont&aehing methods that are included in

the curriculum?Briefly describe how).

Students are not involved in consultation aboutheey methods and ways of evaluating
learning outcomes: 263 (87.6%)
Students were consulted teaching and assesmenbaseB? (10.6%)

I don’t know if students were consulted teachind assesment methods: 17 (5.6%).
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It should be noted that teachers do not see needsnisult the methodology of learning

with students. For the biggest part of respondingss unnecessary.

21 Are students of your University consulted whearding outcomes in the curriculum
are designed?Briefly describe how)

There has not been consultation with students {B00Po) teachers.

22 Are students of your University consulted oressmient methods included in the
curriculum? (Briefly describe how)

Students are not consulted on assessment methadtie iprograms of education: 248
(82.6%)

Students were consulted on assessment methodsledcin the training programs: 38
(12.6%)

I do not know if students were consulted on assessmmethods included in the
curriculum: 4 (1.3%).

Respondents did not say how consultation with sttedeegarding assessment methods
proceeded.

IV Questions related to professional development mgrammes

23 Does your institution have a regular professiod@velopment programme for
teaching staff?

Yes — 228 (76%)

No — 72 (24%)

| don’t know — 30 (10%)

76 % of lecturers said that their universities haggular professional development
programmes and 24 % teachers missed such programiiesr institution.
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24 Do you think that student-centred learning emagas deep learning and academic

engagement? Please justify.

Respondents gave more than one answer.

Methods of the student-centred learning engageestadwith science: 213 (71%)
Engagement in education does not depend on theodwetf education: 69 (23%)

I have no opinion: 18 (6%)

Student-centred approach is focused on modernnmgftion technology attractive for
students — 197 (65.3%)

It contributes to individuality and subjectivity sfudents — 188 (62.6%)

Students are at the center of education - 170 ¥%)6.6

It uses activity and creativity of student - 149.@P6)

Student-centred learning is practical - 137 (45.6%)

Student-centred learning teaches teamwork - 99 J33%

Student-centred learning reveals career prospe®2s(27.3%)

This kind of teaching creates a partnership betwibenteacher and the student - 71
(23.6%)

It connects students with the university — 49 (%0).3

It opens students the work environment — 41 (13.6%)

It shapes the self-reliance of students — 33 (11%)

It teaches responsibility toward themselves andebm — 27 (9%)

It is modern — 9 (3%)

It is less stressful than traditional teaching (@.%%)

25 Do you believe that student-centred learning msea link that will improve

relationships between students and teachers? Pieat#y.

The respondents gave more than one answer:
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The bigger part of respondents believes that stucksmred learning will improve
relations beetween academic teachers and studeassanswered by 250 (83.3%) of
teachers. 47 (15.7%) teachers think that studemtred learning will not change
anything.

The teamwork improves mutual relationship basedwared responsibility and trust to
all members of the team - 125 (41.6%)

Teachers can be recognized from the other sidettiealectures — 117 (39%)

Teachers are partners in this teaching for studea? (34%)

Students feel that they are seriously taken byhierac- 97 (32.3%)

Students and teachers have constant contact vathather - 84 (28%)

Teachers and students jointly discuss importanes$or both parties - 77 (25.6%)
Student-centred learning gives prospects for theeldpment of students and teachers,
creating a common space for them - 50 (16.6%)

The university becomes responsible for the futdirgtudents - 29 (9.6%).

The student has the feeling that he is responfobline future the university — 11 (3.6%).
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2.5 EMPIRICAL RESEARCH IN LITHUANIA

234 academic teachers from 10 Lithuanian higher edwation institutions (Vytautas
Magnus University, Mykolas Riomeris University, Kes University of Technology,
Aleksandras Stulginskis University, Siauliai Unisiy, Kauno kolegija/University of
Applied Sciences, Forestry and Environment EngingeCollege, Siauliai State College,
Alytaus kolegija/University of Applies Sciences,Iiaus kolegija/University of Applied
Sciences) participated in the research. The quesices were anonymous and sent

around by Internet.

The opinions of teachers are presented in the ddiéow. The analysis was made by
applying mathematic or percentage presentation. questionnaires were processed by
statistical and/or graphic presentation. Descngtiof the tables are limited to the most
frequent responses which have the highest stafissignificance. Open questions are
presented as collected responses. Statements andptlens of individual questions

referring to answers of respondents’ have beenegssd as well.
I Questions related to the teaching/learning proces
1. Which are according to your opinion the main aabages of student-centred learning

(1 - very important, 2 - important, 3 - moderatetyportant, 4 - of little importance, 5 —

unimportant):

Proposition 1 2 3 4 5
1. | Motivation of students 156 64 10 0 4
2. | Possibility that students learn at the@0 122 44 6 2
own pace
3. | Being more focused upon learning 122 86 22 4 0
4. | Respecting different individuals 104 102 18 10 0
5. | Increase of confidence 117 91 18 6 2
6. | Partnership between teachers and 134 78 18 4 0
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students

7. | More responsibility and commitment 125 76 25 8 0

8. | Other (please describe)

The most important advantages of student-centeadileg are:
- motivation of students: 156 - 66.7 % very importantl 64 - 27.4 % important:
94.1 %
- partnership between teachers and students: 133 96y very important and 78
(33.3 %) important: 90.6 %
- respecting different individuals: 104 (44.4 %) vemyportant and 102 (43.6 %)
important: 88 %
Less important aspects for the respondents weree mesponsibility and commitment:
125 (53.4 %) very important and 76 (32.5 %) impat;téghe ability to work at ones own
pace: 60 (25.6 %) very important and 122 (52.18%gartant.

2. Which of the below methods do you include i y@aching L - very frequently, 2 —

frequently, 3 — occasionally, 4 — rarely, 5 — ngver

Proposition 1 2 3 4 5
1. | Problem-based learning 49 105 52 25 3
2. | Individual or small group based00 79 45 8 2
activities
3. | In-class discussions 99 80 47 8 0
4. | Classroom workshops 22 69 78 38 27
5. | Group presentations 60 88 53 19 14
6. | Projects 36 58 65 55 20
7. | Solving practical problems 107 83 30 11 3
8. | Cooperating in research activities 16 54 82 67 5 1
9. | Quizzes 44 42 63 54 31
11.| Use of the case method 65 87 61 20 1
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12. | Use of role plays 25 23 58 55 73

13.| Collaborative paper assignments | 53 49 65 36 31

14.| Web-conferencing environment 5 59 57 46 27

distance education

15. | Other (please describe): “Critically disposed friend”, individua

demand, , T-S, American Army, Knowledge

Map, Films

The most frequent methods used by Lithuanian teacre:

- Solving practical problems: very frequently 107 (4860), frequently 83 (35.86): 190
(81.2 %)

- Individual or small group based activities: verygftently 100 (42.R4), frequently 79
(33.8%): 179 (76.5 %)

- In-class discussions very frequently 99 (4% frequently 80 (34.20): 179 (76.5 %)

- Problem-based learning very frequently 49 (2% frequently 105 (44.90): 154 (65.8
%)

- Use of the case method very frequently (B2.8 %) frequently 87 (37.26): 43 (65 %)
- Group presentations: very frequently @5.6 %) frequently 88 (37.66): 148 (63.2 %)

Methods which are less popular acellaborative paper assignmentsry frequently 53
(22.6 %), frequently 48 (20.5 %); web-conferenceamyironment in distance education

very frequently 45 (19.2 %), frequently 59 (25.2 %)

The respondents occasionally or rarely use sucthadst as classroom workshops,

cooperating in research activities and projects.

31.6 % of respondents never use role plays.

3. How do you try to involve students who do netrsé be interested in student-centred

learning? Please describe with a couple of words.
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Respondents answer as follows:
- Involve in discussion — 5.7 %;
- Additional more complicated tasks — 3 %;
- Teamwork — 31.8 %;
- Personal training — 23.1 %;
- Motivation (pay more attention to attendance) —%:;8
- Group presentations — 4.8 %;
- Project work — 4.6 %;
- Motivational conversations about the necessityeafriing — 13.8 %;
- Individual/practical tasks — 43.5 %;
- Do not motivate — 10.8 %.

- Try to arouse their interest — 5 %

4. Can you support student diversity and individuariteng needs by (1 — yes, 2 — no, 3

— I don't know):
Proposition 1 2 3
1. | Offering students additionak31 3 0

consultations/advice

2. | Offering students individual143 83 8
examination terms (beside the terms
which are defined by the University

calendar)
3. | Taking some time to speak with| 225 3 6
student who has troubles

personally/trying to tell him/her how to

achieve better results

4. | Enabling students to accelerate the&lp 51 103
studies (= to finish their studies in|2

years instead of 3)

r 157 18 59

5. | Enabling students to prolong the
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studies (= to finish their studies in|2

years instead of 1 year)

6. | Helping foreign students who do nad54 49 31
speak the national language

7. | Using special support measures thk43 24 67
help students from disadvantaged
backgrounds?

8. | Studying either on campus or at| B5 33 56
distance

10. | Other (please put down):

The most frequently used methods of supportingestigdare:

Offering students additional consultations/advi@3% (98.7 %);

Taking some time to speak with a student who hasbtes personally/trying to

tell him/her how to achieve better results — 222Z%%);

Enabling students to prolong their studies (= tash their studies in 2 years
instead of 1 year) - 157 (67.1 %);

Helping foreign students who do not speak youromati language — 154 (65.8
%);

Studying either on campus or at a distance — 12548

Offering students individual examination terms (besthe terms which are

defined by the University calendar) and using sgdesiipport measures that help
students from disadvantaged backgrounds — 143 g6)..1

102 from 234 respondents (43.6 %) don't know ifytban enable students to accelerate

their studies.

5. How do you support students when they find teadeigning activities difficult (1 -

very

frequently, 2 — frequently, 3 — occasionaly; rarely, 5 — never)

Proposition 1 2 3 4 5
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1. | | explain the topic 57 91 42 31 13
again

2. || tell them to read75 89 59 7 4
additional literature

3. || have no time to6 53 40 59 76
repeat things

4. | 1 am looking for new 55 98 68 8 5
study methods

5. | Other:

The most popular answers have been:

- Suggesting students to read additional literatuf® ¢32.1 %) very frequently and

89 (38 %) frequently: 164 (70.1 %)

- Looking for new methods - 55 (23.5 %) very freqierdand 98 (41.9 %)

frequently: 153 (65.4 %)

- Explaining the topic again - 57 (24.4 %) very freqtly, 91 (38.9 %) frequently:

148 (63.2 %).

6. Which typical study materials do you introduee support students? (1 - very

frequently, 2 — frequently, 3 — occasionally, 4arety, 5 — never)

words):

Proposition 1 2 3 4 5
1. | Textbook 99 71 41 21 2
2. | Additional slides 94 57 39 32 12
3. | List of additional literature 85 119 29 1 0
4. | Research articles 61 83 65 20 5
5. | Popular scientific literature 38 68 83 35 1(
6. | Statistics 45 57 54 47 31
7. | Other (please describe with a couple| of
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The most typical study materials used by Lithuaneathers to support students are:
- Additional literature very frequently 85 (36.3) %equently 119 (50.9 %): 204
(87.2 %)
- Textbooks 99 (42.3 %), frequently 71 (30.3 %): {7B.6 %)
- Additional slides: 94 (40.2 %) very frequently, $24.4 %) frequently: 151
(64.5%)

7. Do you ever ask students if they have enough fiamstudies? If you find that is not

enough, what do you do?

Lithuanian teachers use:
- Individual conversations with students — 20.5 %;
- Questioning — 10.3 %;
- Students’ assessment results help to identify+i#9 %
- Students tell about the lack of time — 6.5 %j;
Teachers think that students have enough timetdioiess, but they pay too little attention
to it and are not motivated to use study time éffety (9.9 %).
To help students, teachers apply these approaches:
- Extended task performance time — 20.1 %;
- Additional consultations — 10.2 %;
- Estimate self-study hours when preparing independ&ndy assignments for
students — 3 %;
- Set up a schedule for presenting individual assegre - 3 %;
- If students do not have enough time, teachers stiggepay more attention to
time management, working with deadlines, discussid§.7 %;

- Use a cumulative assessment — 3 %.

8. Do you ever take students to:
- Libraries — 63 (26. 9 %)
- Museums — 25 (10.7 %)
- Ask them to describe a case from their work plad@€6-(51.3 %)
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Other (please describe with a couple of words)14- (88. 7 %)

Other forms teachers listed were exhibitions, esioms to business enterprises,

excursions, open lessons, hospitals.

9. How do you show that you value studerliid@ase describe with a couple of words):

Teachers show it by:

Listening to students’ opinion and taking it intcaunt — 16.9 %;

Applying to students by ‘you” (which is specific lge plural form of the
Lithuanian pronoun) — 19 %;

Respectful behavior — 16.2 %;

Constructive and polite communication — 21.6 %;

Approaching a student as an equal partner — 14.4 %;

Other (praise students for their correct solutiggosd ideas etc.) — 20 %.

10. Which are the most frequent problems that yoe fvhen using the student-centred

approach? (1 —yes, 2 — no, 3 — 1 don't know):

Proposition 1 2 3
1. | Strict syllabus that does not allow student4ezht57 123 54
approach
2. | No interest in the university 28 120 86
3. | Lack of knowledge and skills about student-cextte 34 135 65
learning
4. | Study programs are not being able to changekiyuic | 73 91 70
5. | Other (please put down)

73 (31.2 %) lecturers claim that study programmamot be changed quickly, 57 (24.4

%) say that strict syllabus does not allow studmmttred approach and 34 (14.5 %)
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university teachers indicated that they do not len@ugh knowledge and skills about the

student-centred teaching/learning method.

11. Please describe two cases of good practiceunest-centred learning (either good
practice that you use or good practice that youehbgard of):
Teachers provided very different answers but pioissible to group them as follows:

- Selection of authentic tasks incorporating realid/problems — 54.5 %;

- Introduction of the learning outcomes of study pamg and subject — 51.5 %;

- Introduction of the teacher’s role and descriptidrieaching/learning methods —

49.3 %;

- Introduction of integrated tasks and reporting tohéhem — 53 %;

- Projects and problem based method, reflection 5 %.

- Consultation of students — 49.2 %;

- Active teaching methods — 55.2 %;

- Application of student self-evaluation/assessmesthiods — 7.7 %;

- Real business situations — 13.4 %j;

- Practical teamwork activities — 19.3 %;

- Discussions to find out students’ opinions — 33,1 %

- Taking students to exhibitions and giving them $ask 6.2 %

- Use of role plays — 9.3 %;

- Case study — 36.2 %;

- Concept maps — 3.1 %.

Il Questions related to the feedback

12. Select the evaluation methods which you usevéty frequently, 2 — frequently, 3 —

occasionally, 4 —rarely, 5 — never, 6 — | don’ iw)o

Method 1 2 3 4 5 6
Content-heavy 17 40 83 48 33 13
Summative 192 | 38 4 0 0 0
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Flexible 22 57 81 24 35 15
Criteria referenced 204 19 3 5 1 2
Formative 12 18 58 22 54 70

Other (please put down)

When asked about assessment methods, respondamtified:

- Summative assessment method 192 (82.1 %) very drglyuand 38 (16.2 %)
frequently: 230 (98.3 %);

- Criteria referenced approach as the most common 2fie (87.2 %) very
frequently and 19 (8.1 %) frequently: 223 (95.3 %);

- Flexible assessment method is seen as less impartdns very frequently used
only by 22 (9.4 %) and frequently by 57 (24.4 Y%gpendents: 79 (33.8 %).

13. Evaluate your assessment - feedback providetuttents: (1 - very frequently, 2 —

frequently, 3 — occasionally, 4 — rarely, 5 — ne\&+ | don’ know)

Proposition 1 2 |3 |4 |5 |6

Do you make feedback, comment directed towart2b | 89 | 20
the task

Do you discuss strengths and weaknesses 8@9| 26 | 9 | 3 | 6

Explain mistakes and give advice how to improve 1183 |5 |3 | 0 | 2

help to focus on skills relating to a deep approa®é | 89 | 45| 3 | 8 1

to learning

Other (please explain)

The above table indicates that teachers:

- explain mistakes and give advice how to improv¥d 160.3 %) very frequently, 83
(35.5 %) frequently): 224 (95.7 %);

- make feedback-comments about the task very freabpu@25 (53.4 %) and frequently
89 (38 %): 214 (91.5 %);
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- discuss strengths and weaknesses 109 (46.6 %jreguently and frequently 81 — 34.6
%): 190 (81.2 %).

14. How do you provide for students’ word in theessment?

Teachers provide for students’ word by:

Students can come and ask for explanation of thrksna210 (89.7 %)

Students negotiate self-assessment grades - 3BY37.

Students suggest self-assessment grades — 52622.2

Other (please explain) — 18 (7.6 %) (Assessmerdissussed — 11 (4.7 %);

sometimes teachers apply student self-evaluatiproaph — 7 (3 %).

15. How do you try to reduce students’ anxiety teeéxaminations?

Teachers provided the following answers:

| speak with students and try to relax them — B#43 %)

| ask them questions that help repeat the topis6-(66.7 %)

| tell students to think logically — 92 (39.3 %)

| tell them to calm down — 44 (18.8 %)

Other (please describe) — 14 (6 %) teachers usellative assessment method
where an exam result covers only (in some case$p 20 the final grade/score;

advice how to study; teach stress management.skills

16. How long does it take before students recegdidack?

One week - 108 (46, 2 %)

Two weeks — 24 (10.3 %)

One month — 1 (0.4 %)

Other 100 (42.7 %) (2-3 days, the same dayy5)da
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17. Are there procedures for students of your Usite to appeal decisions regarding

their academic attainment or progression?

Yes — 162 (69.2 %)

No — 4 (1.7 %)

Don’t know — 32 (13.7 %)

Other — 4 (1.7 %) (Procedure is not clearly desctiit can be challenged only
during the process but not after the final evatugti

18. Have any of the teachers tried to introducesti-generated examination questions?

If yes, how were the results?

Yes — 5.6 %.

No —53.9 %

| don‘t know — 27 %.
Other — 13.5 %.

[Il Questions related to curriculum

19. Are students of your University consulted omiculum contentXDescribe how this

is happening)

Respondents pointed out that:

Students participate in curriculum development -537%:

Students participate in improving the already pregastudy programs. They
provide suggestions about the sequence of the @slgering the study process,
clarify what knowledge or skills they feel shortstudies of different subjects (it
usually happens after internships/practical trgg)nthey offer how to improve
organization of practical trainings, and so on.

Employers, program organizers and Alumni (formedsnts) are involved in the

development of the study program.
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- Students are members of Study Program Committee.

- Students inform about their needs during studeaft-steetings.
- Do not know if it is consulted 33 %

- No-9.4%.

20. Are students of your University consulted antdaching methods that are included

in the curriculum?Briefly describe how this is happening).

It happens by:
- Students are involved in consultation about tearhimethods and ways of
evaluating learning outcomes — 59 %.
- Round table discussions.
- Surveys.
- Students are involved in assessment, but not iicetud teaching methods.
- Yes, they are involved.
- Dissemination of good practice.
- Seminars for teachers.
- Discussions at the beginning of the course.
- Alumni can recommend.

- 24 % of respondents don’t know.

21. Are students of your University consulted wleanning outcomes in the curriculum

are designed?Briefly describe how this is happening)

- 44.3 % of respondents don’t know

- 21.6 % claim that there are no consultations.

- 34 % of all respondents noted, that studentewaerolved in consultation (in
discussions, provided comments and suggestions).
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22. Are students of your University consulted oseasment methods included in the

curriculum? (Briefly describe how this is happening)

- | do not know if students were consulted on assessmethods included in
curriculum — 47.9 %.
- Yes, they were consulted — 25 % (The choice ofhiegcmethods is teacher’s

responsibility, but teachers discuss with studériteey understand them).

IV Questions related to professional development mgrammes

23. Does your institution have a regular professioievelopment programme for

teaching staff?

- Yes 136 (58.1 %)
- No 18 (7.7 %)
- ldon’t know 80 (34.2 %)

24. Do you think that student-centred learning emages deep learning and academic

engagement? Justify.

Most of the respondents (79.9 %) see the connettatween student-centred learning
and academic engagement because it:
- Increases responsibility and motivation to strieeletter results — 50 (21.40 %).
- Student-centred learning helps develop teamwollssdad independence — 6 (2.6
%).
- Teachers achieve better results — 8 (3.4 %).
- Student-centred learning is more practical — 2 $0)9
- This kind of teaching allows the choice of differé@aching and learning methods
—10 (4.3 %).
- Consultations — 4 (1.7 %).

- Partnership between a teacher and a student 6%)2.
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- Possibility for self-expression — 4 (1.7 %).

25. Do you believe that student-centred learningamsea link that will improve

relationships between students and teachers? yustif

Teachers think that:
- Itimproves relations — 83.1 %
- No-7.7%
- ldon't know — 4.6 %
- Other -4.6 %.
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2.6 COMPARATIVE ANALYSIS OF QUESTIONNAIRES

Questionnaires were sent to a large number of &eacbmployed in the universities

and/or faculties and some colleges in Sloveniaaftblnd Lithuania. We received 634

answers that were filled in by:

100 university teachers from 10 universities/faesltolleges in Slovenia

300 university teachers from 22 universities indhadl, and

234 university teachers from 10 Lithuanian univazsi

1 The main advantages of student-centred learning

The majority ofSlovenianteachers think that the main advantages of stuckmited

learning are:

Increased motivation of students (72 % very impurtd4 % important: 86 %)
More responsibility and commitment (48 % very intpot, 33 % important: 81
%)

Increase of confidence (38 % very important, 40¥partant: 78 %)

Polish teacher$ind most important:

Partnership between teachers and students (29lim@ortant + 9 important =
300 — 100 %)

Being more focused upon learning (287 very impdrtari3 important = 300 —
100 %)

Increased motivation of students (272 very impdrtarl7 important = 289 — 96
%).

Lithuanian teachers:

Motivation of students: 156 - 66.7 % very importand 64 - 27.4 % important:
94.1 %

Prtnership between teachers and students: 134 ¢5Y.3ery important and 78
(33.3 %) important: 90.6 %

Respecting different individuals: 104 (44.4 %) ve@nportant and 102 (43.6 %)
important: 88 %
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Teachers in the participating countries think ttke main advantages of the student-
centred learning are:

1) Increased motivation of students 86 + 289 + 2205 93,9 %

2) Partnership between teachers and students 300 = 212: 80.8 %

3) Being more focused upon learning 300: 47.3 %

Table 1: Advantages of SCL

Slovenia | Poland | Lithuania | Total
increased motivation of students 86 289 220 595
partnership between teachers and students 300 212 512
being more focused upon learning - 300 - 300
300 -~
250 A
200 - M increased motivation of students

M partnership between teachers and

150 -
students
™ being more focused upon learning
100 -
50 A
A
0 T T L
Slovenia Poland Lithuania

Common belief of teachers in all three countrieth& increased motivation of students
is the main advantage of student-centred learrffodish and Lithuanian teachers also
think that an important advantage is partnershipgvéen teachers and students. Other
opinions are rather different: Slovenian teachemd &s advantage increased confidence,
according to Polish teachers the advantage is shatents are more focused upon
learning and according to Lithuanians respectiffigidint individuals.
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2 The methods that teachers include in their teaati

Sloveniarteachers include in their teaching especially:

- In-class discussions (42 % very frequently and 3ffeguently: 79 %)

- Solving practical problems (50 % very frequently &6 % frequently: 76 %)

- Individual or small group based activities @dvery frequently and 3%

frequently: 75 %)

- Problem — based learning (34 % very frequently 2 &b frequently: 66 %).
Polishteachers most commonly use methods:

- In-class discussions — 300 (100 %)

- Group presentations —300 (100 %)

- Use of role plays — 300 (100 %)

- Classroom workshops — 300 (100 %)

- Projects — 279 very frequently and 21 frequent806 (100 %)

- Problem-based learning — 276 very frequently anttéguently — 300 (100 %)
Lithuanianteachers use the following teaching methods:
- Solving practical problems: very frequently 107 (4860), frequently 83 (35.86): 190
(81.2 %)
- Individual or small group based activities: vergduently 100 (42.%), frequently 79
(33.8%): 179 (76.5 %)
- In-class discussions very frequently 99 (4% frequently 80 (34.20): 179 (76.5 %)
- Problem-based learning (very frequently 49 (2069 frequently 105 (44.96): 154
(65.8 %
- Use of the case method (very frequently(BB.8 %) frequently 87 (37.26): 43 (65 %)
- Group presentations: very frequently @5.6 %) frequently 88 (37.66): 148 (63.2 %)

The most popular methods which teachers of thestboentries include in their teaching
are:

- In-class discussions (79 + 300 + 179 = 558 — 88 %)

- Problem-based learning (66 + 300 + 154 = 520 — 82 %
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- Group presentations (300 + 148 = 448 — 70.7 %)

- Projects (300 = 47.3 %)

- Role plays (300 = 47.3 %)

- Classroom workshops (300 = 47.3 %)

- Solving practical problems (76 + 190 = 266 — 419 %

- Individual or small group based activitie& + 179 = 254 — 40 %)

Only in-class discussions and problem-based legrania very frequently used in all three
countries. Group presentations, solving practicablems and small group activities are
used in two countries. Polish teachers also vesguently use projects, role plays and

classroom workshops.

Table 2: Teaching methods

Slovenia | Poland | Lithuania | Total
in-class discussions 79 300 179 558
problem-based learning 66 300 154 520
group presentations 300 148 448
projects - 300 - 300
role plays - 300 - 300
classroom workshops - 300 - 300
solving practical problems 76 - 190 266
individual or small group based activities 75 - 179 254
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3 The third question asked how teachers try to ilweostudents who do not seem to be
interested in student-centred learning. They wellsamasked to describe it with a couple
of words

Slovenianteaches try to involve students who do not seem to be @dtd in the
student-centred learning primarily by:

- Including contemporary cases that arouse intefestidents (23 %)

- Different ways of motivating students (22 %)

- Discussions (15 %).
Polish teachergry to involve students who do not seem to ber@sied in the student-

centred learning primarily by:
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- Allocation of topics for preparation: 248 (82.6 %)
- Presentation of finished task in the forum of gra2@b (78.3%)
- Work as project methods: 218 (72.6%)
- Recommending literature, news of the topic: 202457
- Individual allocation of task: 182 (61.3%)
- Stimulation of motivation: 183 (61%)
- Positive reinforcement: 177 (59%)
- Personal training: 173 (57.6%)
Lithuanian teachers:
- Individual/practical tasks — 102 (43.5 %)
- Teamwork — 74 (31.8 %)
- Personal training — 54 (23.1 %)

Table 3: Involving students who are not intereste8CL

Slovenia | Poland | Lithuania | Total
including contemporary cases that arouse interest of
students 23 - - 23
different ways of motivating students 22 - - 22
by discussions 15 - - 15
Allocation of topics for preparation - 248 - 248
Presentation of finished task in the forum of group - 235 - 235
Work as project methods - 218 - 218
Recommending literature, news of the topic - 201 - 201
Individual allocation of task - 182 182
Stimulation of motivation - 183 - 183
Positive reinforcement - 177 - 177
Personal training - 173 54 227
Individual/practical tasks - - 102 102
Teamwork - - 74 74
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Teachers of all three participating countries @rynivolve students who do not seem to be
interested in the student-centred learning. Thehtets try to motivate students and/or
arouse their interest in different ways. In froftadl they speak with students and give
them different tasks. Slovenian teachers try tduohe a lot of practical examples and

convince students that the topics are importanisiPstudents work on different topics,

present the tasks in the class, work on projeatsaa recommended that they should
read literature. Lithuanian teachers try to invabedents in teamwork or train students

individually. Also Lithuanian teachers include pieal examples.

4 Question number four asked if teachers can suppstudent diversity and individual

learning needs
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Slovenianéachers support student diversity and individuaiigg needs mainly by:

Taking some time to speak with a student who lashtes personally/trying to
tell him/her how to achieve better results (96 %)

Offering students additional consultations/advie4 %), and

Offering students individual examination terms (deghe terms which are

defined by the University calendar) 75 %

Polishteachers support student diversity in the followiveys:

Offering students additional consultations/advE@0 — 100 %

Offering students individual examination terms: 30000 %

Taking some time to speak with a student who hasbtes personally/trying to
tell him/her how to achieve better results: 3000 %

Studying either on campus or at a distance: 300024

Lithuanianteachers:

Offering students additional consultations/advi@3% (98.7 %);

Taking some time to speak with a student who hasbtes personally/trying to
tell him/her how to achieve better results — 222%0);

Enabling students to prolong their studies (= tash their studies in 2 years
instead of 1 year) - 157 (67.1 %);

Helping foreign students who do not speak youromati language — 154 (65.8
%);

Studying either on campus or at a distance — 12348

Offering students individual examination terms (besthe terms which are
defined by the University calendar) and using sglesiipport measures that help

students from disadvantaged backgrounds — 143 @6}.1

Teachers in all three countries try to support emtiddiversity and individual learning

needs in rather similar ways:
1) Taking time to speak with students who have traulf8 + 300 + 225) =619 —

97.6 %)

2) Offering students additional consultations/advigé ¢ 300 + 231 = 625 — 98.6

%)
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3) Offering students individual examination terms 7300 + 143 = 518 — 81.7 %)
4) Offering studies at campus or by distance (62 +80@5 = 507 — 80 %)

Table 4: Supporting individual learning needs

‘ Slovenia | Poland | Lithuania | Total
taking time to speak with students who have troaif 94 300 225 619
offering students additional consultations/advice 94 300 231 625
offering students individual examination terms 75 300 143 518
offering studies at campus or by distance 62 300 145 507

300 -
250 -
200 - m taking time to speak with students

who have troubles

m offering students additional

. consultations/advice
w offering studies at campus or by
100 - distance
50 A
0 T T 1

Slovenia Poland Lithuania

Teachers use also many other activities to suppditidual learning needs:
- Teachers of all three countries help foreign sttglaino do not speak the national
language
- Slovenian, Polish and Lithuanian teachers offerpsup to students from
disadvantaged backgrounds
- Slovenian and Lithuanian teachers enable accederati studies (but Polish do

not)
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- Polish teachers emphasize also consultations leyniett and inviting students to
science conferences.

5 How teachers support students who find teachingfiging activities difficult

Sloveniarteachers support students by:
- Explaining the topic again (55 % very frequentl§,%@ frequently: 85 %)
- Looking for new study methods (26 % very frequgntD % frequently: 66 %)
- Tell them to read additional literature (27 % vémsquently, 37 % frequently: 64
%).
Polishteachers:
- Explaining the topic again: very frequently — 283.8%), frequently 20 (6.7%):
300 (100 %)
- 150 academic teachers (50 %) are looking for nemystnethods, 129 lecturers
(43 %) do that often; 279 (93 %)
- 231 (77%) frequently tell students to read addaloliterature, 7 teachers very
frequently 30 (10%); 261 (87%).
Lithuanianteachers:
- Suggesting students to read additional literatuf® ¢32.1 %) very frequently and
89 (38 %) frequently: 164 (70.1 %)
- Looking for new methods - 55 (23.5 %) very freqierdand 98 (41.9 %)
frequently: 153 (65.4 %)
- Explaining the topic again - 57 (24.4 %) very freqtly, 91 (38.9 %) frequently:
148 (63.2 %).

Teachers support students who find learning ass/difficult mainly by:
- Explaining the topic again (85 + 300 + 148 = 5384-%)
- Looking for new study methods (66 + 279 + 153 = 498.6 %)
- Tell them to read additional literature (64 + 26164 = 489 — 77 %).

Table 5: Supporting students who find learningiclifit
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‘ Slovenia | Poland | Lithuania | Total
explaining the topic again 85 300 148 533
looking for new study methods 66 279 153 498
tell them to read additional literature 64 261 164 489

300

250

200

150

100

50

Slovenia

Poland

Lithuania

M explaining the topic again

M looking for new study methods

™ tell them to read additional
literature

It is good that the majority of teachers explaia thpic again and that the teachers look

for new study methods. On the other side readingdaofitional literature might not be

very useful because this takes a lot of time. #l$® rather worrying that quite a number

of teachers have no time to repeat study topics.

6 Typical study materials that teachers use to sopstudents

Slovenianteachers mainly offer the following study materialgh which they support

students:

Textbooks (49 % very frequently, 22 % frequently:%)

Additional slides (46 % very frequently, 23 % duently: 69 %)
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- Lists of addtional literature (43 % very frequgn24 % frequently: 67 %).

Polishteachers offer students in front of all:

- Lists of additional literature, 253 — 84.3 % vergduently and 47 — 15.7 %

frequently: 100 %

- Textbooks — 153 (51 %) frequently, 96 (32 %) veggliently: 249 (83 % )
- Additional slides are used frequently by 249 teel(@3 %)

Lithuanianteachers support students with:

- Additional literature (very frequently 85 (36.3 %ijequently 119 (50.9 %): 204

(87.2 %)

- Textbooks very frequently 99 (42.3 %), frequently(30.3 %): 170 (72.6 %)

- Additional slides: 94 (40.2 %) very frequently, $24.4 %) frequently: 151

(64.5%)

Teachers mainly offer the following study materiaith which they support students:
1) Lists of additional literature (67 + 300 + 204 = 37 90 %)

2) Textbooks (71 + 249 + 170=490- 77.3 %)
3) Additional slides (69 + 249 + 131= 449 — 70.8 %)

Table 6: Typical study materials with which teachsupport students

‘ Slovenia | Poland | Lithuania | Total
Lists of additional literature 67 300 204 571
Textbooks 71 249 170 490
Additional slides 69 249 131 449
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The combination of these resources is good butudest-centred learning we would

expect also the use of other supporting materfadslitional literature should not be on

the first place of the study materials that supptutients. Besides, we would expect that

teachers would use much more research articlesulgoscientific literature and

statistical data. Slovenian and Lithuanian teaclstil put some importance on the

research articles and less on the popular scierti@irature but Polish teachers do not.

On the other hand Polish teachers emphasize Inteoneces that are not very reliable.

7 Do teachers ever ask if students have enough tiorestudies?

Slovenianteachers ask students if they have enough timstfmlies (just four claim that

they do not). If they find that there is not enotighe, the teachers

suggest a time plan 15 %

suggest different/effective methods for studyind/4.4

suggest that they come to a later/additional exatiun term 11 %

explain the student which themes are the most itapbfor the examination 6 %
repeat the most important parts of the syllabus 6 %

suggest that students regularly come to lecturddisten intensively 4 % and/or

adapt lectures and examinations terms 5 %.

Polishteachers:
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- I never ask students if they have enough timetiaties — 250 (83.3%).

- Sometimes | ask if they have enough time — 35 ()..6
Lithuanianteachers

- Extended task performance time — 20.1 %;

- Time management, working with deadlines, discussiag.7 %;

- Additional consultations — 10.2 %;

This question gave rather surprising results imRdlwhere a lot of teachers never ask
students if they have enough time for studies (3303 %). In Slovenia and in Lithuania
teachers try to teach students how to make a gouod plan and/or teach time
management, suggest different/effective methodstiatying, suggest that they come to

a later exam term, give additional consultatioms et

8 The teachers were asked if they ever take stuslémtlibraries and museums and if

they ask students to describe cases from their wadce.

Sloveniarteachers:
- Ask them to describe a case from their work ple& &6/
- Libraries: 12 %
- Museums 8 %
Polishteachers:
- Speak about their work 291 (97%)
- Take students to libraries 201 (67%)
- Take students to museums 54 (18%)
Lithuanianteachers:
- Ask them to describe a case from their work plad@€6-(51.3 %)
- Libraries — 63 (26. 9 %)
- Museums - 25 (10.7 %)

Also these answers are surprising. It is goodtéeathers include in their teaching a lot of

cases from the work places of the students (thleelsigpercentage in Poland, the lowest
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in Lithuania). On the other hand it is hard to &ed that teachers do not take students to
the library. All the participating institutions hatheir own libraries so it would not be
difficult to take students to the library and shthem how to look for materials and teach
them information literacy. Maybe teachers expeat tibrarians will do it. However, it is
alarming that in Slovenia and Lithuania so few besis take care of the connection with
the library. Poland is in this view much better rthidne other two countries. Polish

teachers mention also study visits of work places.

9 How teachers show that they value students

Sloveniarteachers show that they value students espechmally b
- Speak with them 24 %
- Show respect 19 %
- Praise students 11 %
- Offer information also beyond lectures 10 %
Polishteachers
- Assessment of the work entered in the index andsca279 (93%)
- Individual verbal commendation — 271 (90.3%)
- Commendation in group — 237 (79%)
- Proposition of common project publication — 139.886)
- Proposition of conference participation — 133 (44).3
Lithuanianteachers
- Constructive and polite communication — 21.6 %;
- Applying to students by ‘you” (which is specific lge plural form of the
Lithuanian pronoun) — 19 %;

- Listening to students’ opinion and taking it intacaunt — 16.9 %;
Teachers show that they value students espechalydising students (high percentage is

seen especially in Poland, less in Slovenia antubitia), speaking with and listening to
students and by different forms of respectful bénhav Slovenian teachers devote
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students also their private hours; in Poland teacheopose students common project

publication, participation in conferences etc.

10 Which are the most frequent problems that thadkers face when using student-

centred approach?

Sloveniarteachers:

- Study programs cannot be changed quickly (54 %)

- Lack of knowledge and skills about student-centelestning (46 %)

- Strict syllabus that does not allow student-cengqgroach (30 %).
Polishteachers:

- Study programmes are not being able to change Iguid&0 — 100 %)

- There is no interest in the University (243 — 81 %)

- Huge groups of students (219 — 73 %)

- Lack of knowledge and skills about student-centéeaching (144 — 48 %).
Lithuanianteachers:

- Study programmes cannot be changed quickly (732 %)

- Strict syllabus does not allow student-centred @g@gh (57 — 24.4 %)

- Lack of knowledge and skills about student-centéeaching (34 — 14.5 %).

The most frequent problems that teachers face wkemy the student-centred approach
are:
1) Study programmes cannot be changed quickly (540++303) = 427 — 67.4 %)
2) No interest in the University (243 — 38.3 %)
3) Huge groups of students (219 — 34.5 %)
4) Strict syllabus that does not allow student-cenapgroach (30 + 57 = 87 — 13.7
%).
5) Lack of knowledge and skills about student-centdezaining (46 + 34 = 80 —
12.6 %)

Table 7: The most frequent problems faced by taaabfeSCL
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Slovenia | Poland | Lithuania | Total

study programmes cannot be changed quickly 54 300 73 427

no interest in the University - 243 - 243

huge groups of students - 219 - 219

strict syllabus 30 57 - 87
lack of knowledge on SCL 46 34 - 80

300
250 -
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m Poland

LU m Lithuania
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study no interest in  huge groups of strict syllabus lack of
programmes  the University students knowledge on
cannof be SCL
changed
quickly

The problem that study programs cannot be changgéckly is similar in all three

countries, and so is lack of knowledge and skiis $tudent-centred learning. Strict
syllabus seems to be a problem in Slovenia andi&iila. In Poland there are two more
difficulties, namely no interest in the universapd huge groups of students. All these
problems might cause troubles but they could beesblWithin student-centred learning
there are a number of teaching/learning methodsdbanot require the change of the

study programs. Also syllabus could be easily miade strict. It is possible to use a
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number of SCL methods also with huge groups. Lddknowledge demands additional

education of the teachers.

11 Teachers were asked to describe two cases ofl gwactice of student-centred
learning (either their own or somebody else’s)

Sloveniarteachers:
- Working in groups 8 %
- Describing students' problems on their work plaéé 6
- Visiting working organisations 4 %
Polishteachers:
- Appealing to the experience of students — 288 (96%)
- Teaching through projects and problems — 281 (98.6%
- Education in the specialty — 271 (90.3%)
- Lecturers interest in the problems of studentsG-(36.6%)
- Linking theory and practice — 197 (65.6%)
- Analysis of students' expectations associated avihrticular subject — 195 (65%)
- Use of remote learning methods -180 (60%)
- Systematic consultation for students — 178 (59.3%)
- Virtual Dean's Office and served on the topics ofkyevaluation, etc — 174
(58%)
- Inclusion in the teaching process students' opsiet58 (52.6%)
- Methods of teamwork — 156 (52%)
- Student volunteering — 151 (50.3%)
Lithuanianteachers:
- Active teaching methods — 55.2 %;
- Selection of authentic tasks incorporating realid/problems — 54.5 %;
- Projects and problem based method, reflection 5 %.

- Introduction of integrated tasks and reporting dallbem — 53 %;

- Introduction of the learning outcomes of study pamg and subject — 51.5 %;
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- Introduction of the teacher’s role and descriptidrteaching/learning methods —
49.3 %;

- Consultation of students — 49.2 %;

Teachers described a number of cases of good gracéferring to the experiences of
students, teaching through projects and problemsréast in the problems of students,
linking theory and practice, analysis of studeetgectations associated with a particular
subject, distance studies, systematic consultafmmstudents, teamwork, volunteering of
students etc. Many of these short descriptions \waoged especially by Polish teachers
while Slovenian and Lithuanian teachers descrilesd tases of good practice. Each of
the cases might be interesting for a teacher whaldvéke to introduce in his/her
teaching an interesting and effective case. Thasescare described more in detail in the
handbook for teachers.

12 Evaluation methods

Sloveniarteachers:
- Criteria-referenced (84 % very frequently, 10 %gtrently: 94 %)
- Norm-referenced (85 % very frequently, 8 % freqlyer®t3 %)
- Content-heavy (40 % very frequently, 41 % frequer8ll %)
Polishteachers:
- Tryto be flexible - 294 (98%) very frequently a®&@2%) frequently: 100 %
- Formative evaluation — 279 (93%) very frequentlg 2 (7%) frequently: 100%
- Summative assessment is used by 273 (91%) verydrely, by 24 (8%)
frequently: 92.9 %.
Lithuanian teachers:
- Summative assessment method 192 (82.1 %) verydrglyuand 38 (16.2 %)
frequently: 230 (98.3 %);
- Criteria referenced approach as the most common 2fie (87.2 %) very
frequently and 19 (8.1 %) frequently: 223 (95.3 %);
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- Flexible assessment method is seen as less impartdns very frequently used

only by 22 (9.4 %) and frequently by 57 (24.4 %gpendents: 79 (33.8 %).

The teachers in all three countries most ofterthisdollowing evaluation methods:

1) Summative in Poland and Lithuania (297 + 230 =538.1 %)

2) Try to be flexible in all three countries (63+3009 = 442 — 69.7 %)

3) Criteria-referenced in all three countries (94 +7523 = 392 — 61.8 %)
4) Formative in Poland 300 — 47.3 %

5) Norm-referenced in Slovenia 93 — 14.7 %

6) Content heavy in Slovenia 81 —12.7 %

Table 8: Methods of evaluation

‘ Slovenia | Poland | Lithuania | Total
summative in Poland and Lithuania - 297 230 527
try to be flexible in all three countries 63 300 79 442
criteria-referenced in all three countries 94 75 223 392
formative in Poland - 300 - 300
norm-referenced in Slovenia 93 - - 93
content heavy in Slovenia 81 - - 81
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As expected, there is still a lot of summative eatibn but there is also criteria-
referenced and flexible assessment. The teachel ithree countries use criteria
referenced and flexible assessment but also o#sgsament methods. This question was
not enough specific so we did not get enough gomivars that could provide a more
reliable and detailed information — e.g. what elyaet teacher means when he/she
performs criteria-referenced or flexible evaluatidio get more reliable information we

should make a much more detailed analysis of cemereamination papers.

13 The teachers were asked to evaluate their feellia students

Sloveniarteachers most often make feedback by:
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- Explaining mistakes and giving advice how to imgrdd5 % very frequently, 39

% frequently: 84 %)

- Comments directed towards the task (59 % veryiatyy, 23 % frequently: 82

%)

- Discussion about strengths and weaknesses (41r§ofreguently, 33 %

frequently: 74 %).

Polishteachers most frequently make feedback by:

- Comments directed towards the task — (very fredy&@t= 100 %)

Explaining mistakes and giving advice how to imgdrequently 270 (90%)

- Discussing the strengths and weaknesses 129 (48%) frequently and 108

(36%) frequently: 237 (79) %
Lithuanianteachers:

- Explain mistakes and give advice how to improvd 160.3 %) very frequently, 83

(35.5 %) frequently): 224 (95.7 %);

- Make feedback-comments about the task very frettypd 25 (53.4 %) and frequently

89 (38 %): 214 (91.5 %);

- Discuss strengths and weaknesses 109 (46.6 %)frexyuently and frequently 81 —

34.6 %): 190 (81.2 %).

Teachers most often make feedback by:

1) Comments directed towards the task (82 + 300 +=29496 — 94 % )

2) They explain mistakes and give advice how to impr@®4 + 270 + 224 = 578 —

91.1 %)

3) Discuss strengths and weaknesses (74 + 129 + B9G = 62 %)

Table 9: Feedback to students

‘ Slovenia | Poland | Lithuania | Total
comments directed towards the task 82 300 214 596
explain mistakes and give advice how to improve 84 270 224 578
discuss strengths and weaknesses 74 129 190 393
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In all three participating countries teachers goeenments, explain mistakes and give

advice and discuss strengths and weaknesses. ahgsers do not offer enough specific

information. We would need a much deeper analyist®ocrete comments, explanations,

advice etc. to get reliable results.

14 How teachers provide for students’ word in theseassment

Slovenianteachers provide for students’ word in the asseasmainly so that:

Students can come and ask for explanation of the@&y %
Students suggest self-assessment grades 16 %

Students negotiate self-assessment grades 4 %

Polishteachers:

Students receive an assessment from results otetigporing exam (108 — 36
%)
Students can come and ask for explanation of thr&s{@2 — 24 %)

Students suggest self-assessment grades (48 — 16 %)
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Lithuanianteachers:

- Students can come and ask for explanation of thr&gra210 (89.7 %)

- Students negotiate self-assessment grades - 3BYJ7.

- Students suggest self-assessment grades — 52422.2

The main method to provide for students’ word ie tissessment is their asking for

explanation of the marks (90 %). There are alsdegsome cases of negotiations for

grades (38 %) and even less self-assessment (2Rdigh students do not seem to have

much word in the assessment.

Table 10: Students’ word in assessment

Slovenia | Poland | Lithuania
Students can come and ask for explanation of thikgna 87% 24% 90%
Students suggest self-assessment grades 16% 16% 22%
Students negotiate self-assessment grades 4% - 38%
students receive an assessment from results ofeisporing - 36% -

250% -

200% +~

150% -

100% +~

50% -

0%

Slovenia Poland Lithuania Total
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15 How teachers try to reduce students’ anxietydsefexaminations

Sloveniarteachers try to reduce students’ anxiety beforenaxations by:

- | speak with students and try to relax them 67 %
- | give them questions that help to repeat the t6giéso
- I tell students to think logically 48 %

Polish teaches:
- | speak with students and try to relax them — 271134)
- Group exams— 84 (28%)
- Defense of the project — 48 (16%)

- | give them questions that help to repeat the tepi8 (16%)

Lithuanian teachers:

- | speak with students and try to relax them — B343 %)

- |l ask them questions that help repeat the tops6-{66.7 %)

- I tell students to think logically — 92 (39.3 %)

Teachers try to reduce students’ anxiety beforenexations by:
- Speaking with students and trying to relax théh+{ 213 + 134 = 414 — 65.3 %)
- Giving them questions that help to repeat thect(@4 + 48 + 156 = 268 — 42.3 %

- Telling students to think logically (48 + 92 =14 22 %).

The first two ways are rather good and used ithale countries. Telling the students to

think logically has not much sense. Polish teacbeggest several additional possibilities

like group exams, projects and exams by Internghubnian teachers suggest stress

management skills and cumulative assessment.

Table 11: Reducing students’ anxiety before exatiuina

‘ Slovenia | Poland | Lithuania | Total
speaking with students and trying to relax them 67 213 134 414
giving them questions that help to repeat the topiq 64 48 156 268
telling students to think logically 48 92 140
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16 How long does it take before students receivedfeck?

Slovenia one week 67 %Poland: one week 280 — 92.9 %jthuania: one week or even
less (108 + 100 = 208 — 89 %).

Table 12: Feedback time

Slovenia | Poland | Lithuania

one week 67% 92,90% 89%
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In all the universities students receive feedbacalkiout a week — this is rather good and

according to the principles of the student-centésacding.

17 Are there procedures for students to appeal diecis regarding their academic

attainment or progression?

Slovenia: Yes 7%; no 1%; | don’t know 17%
Poland: Yes — 300 (100 %)
Lithuania: Yes - 162 (69.2 %), | don’t kn@& (13.7 %)

In Poland it is quite clear that there are proceduior students to appeal decisions
regarding their academic attainment or progressitve. percentage of positive answers
in Slovenia and Lithuania is a bit lower than inldal. In many universities there are

appropriate rules to appeal but it is possible tiw@y are not used in practice.

Table 13: Procedures to appeal decisions

Slovenia | Poland | Lithuania
Yes 77% 100% 69,00%
No 1% - -
| don’t know 17% - 14,00%
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18 Has any of the teachers tried to introduce stotlgenerated examination questions,

how were the results?

In Slovenia (8 %) and in Lithuania (5.6 %) just@uple of teachers tried to introduce
student-generated examination questions and theyhsa it functioned well. In Poland

this is a usual practice (300 %) and obviouslydmigood results.

19 Are students consulted on curriculum content?

A number of Slovenian (45 %), Polish (83.3 %) arnithanian (57.5 %) teachers claim
that students can suggest curriculum contents.f Bsiplanations show that there are
different ways how students are consulted: formal Senate or Faculty Council, at
meetings and individual discussions. The answeye/ ghat Slovenian students have less

word about the curriculum content than Polish.

20 Are students consulted on the teaching methodtsittare included in the

curriculum?
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Slovenian (54 %) and Lithuanian (59 %) students eapress their opinion on the
teaching methods that are included in the currioulBolish students are not involved in

consultation teaching methods and ways of evalgadtiarning outcomes (263 — 87.6 %).

Table 14: Students’ voice — teaching methods

Slovenia Poland Lithuania Total
students can express their opinion 54 - 59 113
students are not involved in consultation - 87,6 - 87,6

100 -
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80 - on the teaching methods that are
) included in the curriculum

60

a0 - m students are not involved in
consultation teaching methods

20 A and ways of evaluating learning
outcomes

0 T T T
Slovenia Poland Lithuania

21 Are students consulted when learning outcomesha curriculum are designed?
Some Sloveniaand Lithuanian students are consulted when learaitgomes in the
curriculum are designed (Slovenia 33 %, Lithuarda®@) but there is no such thing in
Poland. However, the results are rather low als8lavenia and Lithuania. We expected
such answers because design of learning outcorgesese a lot of knowledge.

22 Are students consulted on assessment methodaded in the curriculum?

Some Sloveniastudents are consulted on assessment methodseddludhe curriculum

(42 %) but not so many in Poland (38 — 12.6 %)iandthuania (25 %).
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Table 15: Students’ voice — assessment methods

Slovenia | Poland | Lithuania | Total

students are consulted on assessment methods included in the
curriculum 42% - - 42%

students are not consulted on assessment methods - 12,60% 25% 0,376
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23 Regular professional development programmestéaching staff

In Slovenia 59 teachers (59 %) claim that their university lasegular professional
development programme for teaching staff.

In Poland, 228 lecturers (76 %) said that their universities/e regular professional
development programmes.

In Lithuania, 136(58.1 %)teachers claim that their university has a regptafessional

development programme for teaching staff.
About half of the teachers in Slovenia and in L#&hia say that universities have regular
development programmes for teaching staff. In Rbldre percentage is higher. We

expected that all the teachers would answer wigh ye

24 Does student-centred learning encourage deepriggy and academic engagement?
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A number of Sloveniateachers (65 %) think that student-centred leareingourages
deep learning and academic engagement. Also a [@@geent of Lithuanian teachers

think so (79.9 %). Polish answers are not quitarcle

25 Does student-centred learning mean a link thatlwnprove relationships between

students and teachers?

Slovenianteachers (76 %) believe that student-centred legrmeans a link that will
improve relationships between students and teaclRather similar are also answers
given by Polish (83.3 %) and Lithuanian teacheB18%6). The answers to this question
are not always clear although the question was lsinfperhaps we could get better
answers if we could motivate teachers to answer sgime more sentences.

This comparison shows thaniversity teachers from Slovenia, Poland and Lithania
think and work similarly in many points. They all believe that the main advantages of
student-centred learning are increased motivatiah @artnership between teachers and
students. Among the most popular SCL learning nugthm Slovenia, Poland and
Lithuania are in-class discussions and problembésarning. The teachers of all three
countries try to to support student diversity amdividual learning needs by taking time
to speak with students who have troubles, offerirsjudents additional
consultations/advice, individual examination teramsl support studies at campus or by
distance. If students find learning activities idiilt the teachers explain the topic again,
look for new study methods and recommend additiditedature. The teachers in all
three countries provide for study materials in fibren of additional literature, textbooks
and additional slides. Teachers from all three twes include a lot of cases from the
work places of the students (the highest percentag®land, the lowest in Lithuania).
Teachers from all three countries show that thduevatudents especially by praising
students (high percentage is seen especially iandpless in Slovenia and Lithuania),
speaking with and listening to students and byeddffit forms of respectful behaviour.
The most frequent problems that teachers face wkemy the student-centred approach

are that study programmes cannot be changed quisklict syllabus and lack of
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knowledge and skills in the area of the studentreenlearning. Many cases of good
practice of SCL are similar in all three countrieferring to the experiences of students,
teaching through projects and problems, interesthen problems of students, linking
theory and practice, analysis of students' expgeastssociated with a particular subject,
distance studies, systematic consultations for estigd teamwork, volunteering of
students etc. As regards assessment the teachelistiimee countries try to be flexible
and use criteria-referenced evaluation methodsrelaee no considerable differences
among the countries as regards giving feedbackh&ra most often make feedback by
comments directed towards the task, they explaistakés and give advice how to
improve and discuss strengths and weaknesses. dinenmethod to provide for students’
word in the assessment is students’ asking foragwgpion of the marks. There are also
some cases of negotiations for grades and seléstsemt. Teachers try to reduce
students’ anxiety before examinations mainly bya&pey with students and trying to
relax them, giving them questions that help to atpghe topic, and telling students to
think logically. In all the universities it takeb@ut a week to inform students about their
grades. In Poland it is quite clear that there pmecedures for students to appeal
decisions regarding their academic attainment ognassion while the percentage of
positive answers in Slovenia and Lithuania is aldter than in Poland. About half of
the teachers in Slovenia and in Lithuania say tmatersities have regular development
programmes for teaching staff. In Poland the peaeggnis higher. Slovenian, Polish and
Lithuanian teachers believe that student-centrathieg means a link that will improve
relationships between students and teachers.

We noticed also differences among the participatingountries. Slovenian teachers
find as advantage of SCL increased confidence wifesits while Polish teachers think
that advantage is in students’ better focusing upaming and according to Lithuanians
respecting different individuals. Teachers in thetipipating countries do not use just the
same but also different methods of SCL: Slovenl&essolving practical problems and
small group based activitieBplish teachers frequently use group presentatmosgcts,
role plays and classroom workshops. Lithuaniane ake solving practical problems,

small group based activities, group presentatioase methods and projects. Slovenian
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teachers try to involve students who do not seelpetinterested in the student-centred
approach by practical examples and by convincindesits that the topics are important.
Polish teachers introduce different topics, stuslamé recommended to present the tasks
in the class, work on projects and read additidibedature. Lithuanian teachers try to
increase interest by involving students in teamwar&ining students individually and
including practical examples. Slovenian and Lithaanteachers try to support student
diversity and individual learning needs by accdleraof studies but Polish do not.
Polish teachers support student individual learmiegds by Internet consultations and by
inviting students to science conferences. Somehegaccan support students who find
learning activities difficult but not all: 100 % Fsh and 59 % Lithuanian teachers have
no time to repeat study topics (in Slovenia only%a@o not have time for repetitions).
Slovenian and Lithuanian teachers introduce somseareh articles and popular scientific
literature among study materials but Polish teaxiigr not. On the other hand Polish
teachers emphasize Internet sources that are ngt rediable. In Slovenia and in
Lithuania teachers ask students if they have entiughfor studies and try to teach them
how to make good time plans and/or teach time mamagt, suggest effective methods
for studying, give additional exam terms, additioc@nsultations etc. Polish teachers do
not ask students if they have enough time for sgidn Slovenia and Lithuania very few
teachers take students to the library while Podisquaint students also with libraries.
Slovenian teachers show that they respect studntevoting them private time while
Polish teachers propose students common projectlicatibn, participation in
conferences etc. Polish teachers face more problenen using the student-centred
approach because they have huge groups of stualethtthere is often no interest in their
universities. Polish teachers mentioned more gooakctiges than Slovenian and
Lithuanian ones. Teachers in Poland and Lithuaseaalso summative assessment, while
Slovenians use also content-heavy evaluation. lPdtadents have less word in the
assessment than Slovenian and Lithuanian. Polsthées try to reduce students’ anxiety
before examinations by group exams, projects aathexy Internet. Lithuanian teachers
suggest stress management skills and cumulativesseent. Teachers in Poland use
student-generated questions while in Slovenia andthuania just a couple of teachers

tried to introduce student-generated examinatiorstions (and they say that it
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functioned well). Slovenian and Lithuanian studecés express their opinion on the
teaching methods that are included in the currinulBolish students are not involved in
consultations about the teaching methods and waysvaluating learning outcomes.
Some Sloveniaand Lithuanian students are consulted when learautigomes in the
curriculum are designed but there is no such timnBoland. Some Slovenian students
are consulted on assessment methods included icutieeulum but not so many in
Poland and in Lithuania.
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3 FURTHER DEVELOPMENT OF STUDENT-CENTRED LEARNING

Student-centred learning has been developingot just in the U.S.A., U.K., Australia
and other countries that were among the first taduce this approach but has become
popular also in countries where SCL is not verywmngpe.g. in Eastern Europe. The role
of the teachers is of increasing importance ang thee required not only to have
appropriate education but also psycho-sociologichbracteristics, knowledge of
information technology, they must develop theirso@mal growth etc. This requires
development programmes for teachers and raiseguigtion of the teachers’ overload.
Even if certain aspects of the student-centrechiegr— especially the teaching methods
and/or types are very popular, it is still necegsaimprove ways of assessment, develop
information literacy in cooperation with librarigrieok for new methods of learning and
further personalise students’ learning. There ghdoé more research that would
investigate students’ opinions about SCL and mesearch of the aspects of SCL that

have been criticised by some relevant authors.
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3.1 SWOT ANALYSIS

» Strengths

More and more schools and especially universitiesasvare of the benefits of student-
centred learning for students, teachers, educdtiosttutions and others. Even Asian
countries who claimed that SCL approach was foréigtheir culture started to accept
SCL.

All the universities in EU that introduced the Bgia system should include also the
student-centred approach because the Bologna systpnnes introduction of numerous

characteristics of SCL.
It seems that teachers no more think that theypanearily experts for a scientific area
while teaching is their second (less importantjvégt. Many teachers use at least some

types and/or methods of the student-centred approac

A number of relevant authors think that studenti®zh learning contributes to deep

learning (although there are some investigatioasdb not support this opinion).

Many researchers think that the student-centredroapp contributes to better

relationships between teachers and students.

* Weaknesses
Student-centred learning requires from teachersusbknowledge of their scientific area

and pedagogy but also new knowledge such as infmmgechnology, team work skills,

foreign languages etc.
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Teachers must acquire not just a lot new knowlebge also develop their personal
characteristics. This requires a lot of work andses an overload without appropriate

rewards.

Assessment is still a rather weak point of SCL aftdough a number of theoretical

findings recommend what to do, there is still nealdpractical solution.

The cooperation among teachers and librarians rig weak. Students do not seem to
spend much time in libraries and/or receive infdramaliteracy skills. Rare libraries
offer their students complete texts from the mogiartant books, peer-reviewed journals

and other library materials.

* Opportunities

Although students do not know much about SCL (theme just a few peer-reviewed
articles on students’ voice) they find this apptoaateresting. Students can be strong

motivators for further development of SCL.

Managements of universities and of learning orgdiuas should be interested in
development of organisational culture and goodtigeiahips within their institutions so

they should also be interested in further develogroe€SCL.

Information technology is very important for educatbut to influence SCL it should
provide a personalised approach to students. Thgansi not only developing new
appropriate technological solutions but also cotingdeachers and technology in a way

that will best serve students.

There are plenty of opportunities in developmenindbrmation literacy and in better

cooperation between librarians and teachers.
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Study materials for students have been just slhigithproved (beside traditional
textbooks students nowadays receive also sliddshhere are still many possibilities to

add new materials.

e Threats

Among the most serious threats of the contempd®&l is overload of teachers in the
new system. An SCL teacher should know the scientifea, be acquainted with
pedagogy and didactics, know how to prepare studienals, make connections with
libraries and employers, and be an ideal facilitafthis role requires additional
knowledge). Teachers do not receive all this dutivegr studies and it is also difficult for

them to acquire this knowledge in the first yeathafir work.

There are not enough development programmes foersiiy teachers.

Teachers’ salaries have not improved in the mgjofitountries that were faced with the

economic crisis while teachers should work more getdnore training.

Analysis of the environment

Environment Description

analysis

Political + Universities' policies are said to be autonomous iby

environment reality they are subject to the ministries of ediataand to
governments.

=

+ The procedures of changing laws and rules on usiiye

education are very long.

« Global crisis dictates the finances that are used| f

Economic ) . . ) . .
universities. If the crisis continues, teacherdases will

environment .
remain on the same level.

162



« The number of people who believe in SCL is growing.

Social - cultural . . .
« Particularly important is development of better
environment . .
relationships among teachers and students.

« Information tehnology in the modern world enahbles

Tehnological . . .
Y different ways of teaching and offers new oppotiasialso

environment
for SCL.
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3.2 GUIDELINES FOR FURTHER DEVELOPMENT OF SCL

Student-centred learning should be further suppadten all countries

This theoretical and empirical research of stusdemtred learning (SCL) shows that the
Bologna system influenced the student-centred appach in higher education

institutions that have introduced a number of S@ments. The SCL teaching/learning
methods seem to have been introduced and recogoyzéd university teachers not only
in West European countries that have known SCLnfany years but also in Eastern
Europe where the term student-centred learning nmsbeen very often used. This
research has found that SCL shows many positivee®sfin different areas (students are
more motivated, more focused upon learning, SClirdmrtes to partnership between
teachers and students etc.). The empirical researdf tertiary institutions in three EU

countries Lithuania, Poland and Slovenia (the tast have at the first sight not shown
special achievements in student-centred learning special projects, not many peer-
reviewed articles or books etc.), proves that teecinclude SCL teaching methods in
studies, that they appreciate advantages of SGit,tdachers try (at least to a certain
degree) to support students’ interests and diyersitganize contents and activities
around the subjects that are meaningful to theesiisd that they try to help students to
improve their viewpoints and their abilities foroperation. Several investigations show
that SCL could be introduced also in Asian cousttieat found this strategy too Western

and where many teachers opposed it.

Development programmes for teachers are necessary

With the change in the education paradigm whereftioeis is put on the students'
independent learning, a special emphasis shouldolienot just on the teacher’s

pedagogical and scientific activities but also logirt self-development.

The teacher in student-centred learning has be@ofaeilitator and/or mentor of studies
but he/she still has the main role in forwarding #ducation. This research investigated

the teacher's role and found that thisw teacher’'s role requires plenty of new
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knowledgewhich can be acquired by teachers' acquaintante €L (not just with its
teaching methods), encouragement of teachers to thiseapproach, development
programmes for personal growth, exchange of goahsd discussion of additional

workload and financial rewards.

The teachers in this new teaching and learning paradignshould develop different
main abilities: holistic thinking and practice to integrate drffat subjects, cultures and
the points of view at the same time taking intocakt local and global perspectives;
strategic thinking (ability to foresee differenttdte alternatives as well as their
implementation possibilities based on the crit@aalysis and understanding of the past
and current situations); implementation of changes innovations (teacher’s role,
teaching and learning methods, organization ofistudnd changes in the study system).
Teachers do not need only didactic knowledge batishdevelop also their abilities to
work in team, to communicate with internationaltpars, they must be able to prepare
the study materials, provide distant learning pubses, participate in scientific
activities etc. The teacher’'s professional perforoeais also conditioned by psycho
sociological aspects which are important both fier teacher’s scientific activities as well

as study quality and the relation between highecation institutions and society.

When moving towards SCL, in many European countthese is a need to revise the

structure of théeacher’s workload

It is necessary to further improve assessment afiehts

The assessment still seems to be one of the waakspf the student-centred learning
that could be improved. The sources recommend pmel-self-assessment, projects,
simulations of tasks and real life situations, -sasessment grades, negotiating self-
assessment grades, more flexible, integrative, extumlized, criteria referenced
assessment but a number of teachers still repait ttite assessment procedures are
summative. From the empirical study it is obvioumttteachers have changed

assessment only parthand that they would need good solutions to makdebdback to
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students more constructive and enough specificpdote an explanation, include non-

evaluative language and help learners to plandudtudies.

SCL needs appropritate information technology

Our research mentions that information technoldgy$an important role in educational
theory or strategy. Information technology is afiieg every aspect of teaching, learning
and students’ lives therefore it is also one ofontignt questions of the student-centred
approach. Whilst the benefits of using technologgyrbe plentiful, the peer-reviewed
literature and research in the field of technologgyd SCL is somewhat less so.
Development of information and communication tedbges introduced the possibility
of distance studieSeachers who use the SCL approach should be wellqainted
with IT so that they could prepare study materialswhich are sent online.However,
not all the teachers are acquainted with the mesént developments of IT; many
teachers do not know how to prepare the study mégend the technology is not yet so
developed that it would enable a smooth online eosation. There are some universities
that introduced in their distant studies a sopteséid IT system that gives the students a
number of the necessary answers but no such systeenfect (even if some universities
have practiced distance education for decadesd. véb-conferencing is still performed
in a rather poor way because the technology ina@shtoes not enable its functioning
withought interruptions and because people araised to it. At present the information
technology in SCL does not offer a personalisatjestt-friendly approach. Our research
did not deal with this question in detail but wenkhthat it deserves special attention and

requires a lot of work.

The places of learning should be extended

The place of learning should be extendee@arning should take place orcampus, in
classrooms, libraries, museums, on workplaces or at distance Different methods of
distance learning enable learning either on canopwud home and they more or less also
enable different time of learning. In Slovenia tHistance learning is supposed as

acceptable only if students study at home (prefgrabthe time specified in advance)
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and sit for examinations in the school becauseddathorities are afraid that students
might hire somebody to help them and/or studentddceopy the answers from the
textbooks. In U.K. (The Open University) distanidsting is accredited but the study and
examinations are organized so that students caapytthe answers from the textbooks.

This should be a perspective also for other coestri

There is not enough learning in libraries and mosetherefore we should encourage the
teachers and students to use also these instgution

Better study materials and development of infornwatiliteracy

Our empirial research shows that teachers prepatbdoks, slides and they recommend
students to read additional literature. Lists ofliadnal literature were very popular in
the teacher-oriented learning but it is a questisgtudents really read the literature on
the lists. Besides libraries do not always havekband scientific journals. If teachers do
not take students to the library and if nobody shtvem how to read and study scientific
literature, students cannot be acquainted with information liteacy. However,
information literacy is one of the most importaactors for the development of the
student-centred learning. Problem-based currictfiar anany opportunities to include
information literacy as a natural part of the léagnprocess but students also need
support and feedback to develop information litgrdéniversity teachers could get help
from librarians who are experts on informationriiey. They can support the students'
views on the information which students need tot $kanking about the problem based
learning. Librarians are important not just as ptexs of information literacy but should
be included in problem-based learning as people witideach students how to become
life long learners. It was beyond the scope of tleisearch to further investigate also

literacy skills of the students.
This research also suggests tteg@chers should introduce more research articles ah
popular scientific literature as well as searchingfor statistical data. These would

prepare students for written papers that they haygoduce within their studies and for
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the final paper (diploma or report). If students mimt know how to study and read
scientific literature, research articles and look gtatistical data this means that they are

not directly involved in the discovery of knowledge

Is inclusion of students in curriculum design, imementation and evaluation
reasonable?

A number of sources recommend that students shbeldncluded at all levels of
curriculum design, implementation and evaluatiomr @mpirical research shows that
students are formally invited to cooperate during process of developing a learner-
centred curriculum. The majority of answers werat tstudents have the right to
cooperate and that they do it by their represev@stin yearly evaluations. However,
curriculum design requires a lot of knowledge whichstudents (and very often even

teachers) simply do not possess.

SCL should be developed as a means to achieve rbeéationships in higher
education

As underlined by a number of authors and shown dryempirical researctstudent-
centred learning mearsslink between transforming students and teachersStudent-
centred teaching is not just a different style ediching but a challenge to encourage

personal growth os students and teachers.

Student-centred learning is very important for theorganizational culture and/or for
better relationships among students, teachers andanagements of higher education
institutions. This change is focused on the development ofveidaes, believes and
attitudes and is the slowest one so there hase®t ery much research so far. We think
that further research should focus also upon thestion and try to find out how SCL
influences better relationships, communication amaosphere in universities. Being able
to maintain good personal relationships, commuitnatteam-work, developing one’s
values, beliefs and attitudes in a positive waysdoet mean just development of one’s
personal characteristics but also developing oabikties to find employment. Personal
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characteristics such as flexibility, self-confiderand social skills are beside the working

experiences and education the most important fécadimakes a person employable.

If we want that students achieve superior acadeesiclts and personal growth in terms
of higher self-confidence, openness to experietita, they learn in an atmosphere or
climate that can be characterized by acceptanckempathic understanding we should
recommend that further development programmesefactters are created. They should
develop teachers/facilitators to be real in thatrehship with student, be the person
he/she is and not use any masks of facades in camoating with the students. The

programmes should teach the teachers to show acweptprizing, and respect towards
students. Deep understanding, often called empathaerstanding, means that the
facilitator actively listens to the students wiltetultimate goal to profoundly understand
their questions, motivations, intentions, and tleamngs of their communication as well

as solutions It is very important for teachers to remembet #hgery single person has

had unique experiences, different upbringing, tergsted in various things and because
of that their world outlook is not identical. Veoften people approach the same things in
a different way, plan their future differently. Evevhen studying the same subject or

module, students tend to see different perspectives

It is necessary to make further research of problkem@nd criticism of the SCL

Student-centred learning is not without problend #aere is also some criticism.

According to the findings the lack of a definititeeory supported by well-documented
examples of practice has hampered the wholesalptiadoof SCL by educational
institutions. In order for SCL to make further dmment it is necessary tmake a
clear understanding of what SCL is, what it looks ike in practice and what its
benefits are It is also necessary to understand how teaclarsassess their (and their

students’) progress with the aid of clear and stimecl success criteria.
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SCL needs a more consistent and solid identity taadhers need a generally agreed
model of SCL that is better defined, based on abioation of theory, practice and

evidence, utilises technologies to their best athgerand is underpinned by effective
assessment strategies. It is only then that wéhopa to truly empower teachers in using

student-centred learning.

How to individualise the learning to the personaéads of the students

One of the questions that arose during this rebearas also whether and how to
individualise the learning to the personal needthefstudent. Aslan in Reigeluth (2013)
state that modern educational systems should aldhesneeds of the contemporary
students, facilitate the study process and pregtadents for social life. Each educational
systemshould look at each individual student as a studenwith special needsand
should not require that all students learn in thenes way. Our research shows that
teachers can list a number of methods with whigly tiny to address individual needs of
the students. This makes us think that teachersremdy for individualisation. The
theoretical recommendations that it is necessaryddéwelop the competence and
confidence of each learner through teaching anmileg, that every student should enjoy
the study choice, proceed through the course at tven pace, that there is tutorial
support and individual assessment of each of theses, that lectures should motivate
students rather than deliver content based coasesll as the empirical results suggest
that we should develop personalized learning (wdreth is a learning strategy or a
teaching method).

There should be more students’ voice concerning SCL

Although the literature does not contain much afdents' opinion concering SCL,
students seem to have some ideas how this shakdike. What we have missed in the
up-to-now studies ismore research on student-centred learning made fronthe
standpoint of the students The student-centred approach puts a lot of eniplas
students so there is student’s voice that showtyreount when discussing this area.

Students themselves will also be the most adeqextons to explain whether and how
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SCL contributes to their knowledge, to their acagesmehievements and to their personal

development.
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4 CONCLUSIONS

This research presents opinions of relevant autborthe contemporary student-centred
learning and enables an insight into the practitdeoturers from three countries,
Lithuania, Poland and Slovenia. It shows that SGs lgot its place in European

universities however several of its aspects shbeldeveloped further.

The theoretical part of the research cites a nunaberelevant authors who present
important features of the contemporary student-cemed approach taking into
account individual learners’ experiences, perspesfibackgrounds, interests, capacities
and needs. SCL requires that teachers should galiterent opportunities for students
to learn, often change teaching methods, help stadeho have troubles, discuss with
students which study activities lead to good res@kpose students to finding their own
solutions, provide different learning environmeris which learners feel safe and
accepted, develop global, interdisciplinary, andnptementary activities, emphasize
activities that encourage cooperation, provideedéht study materials and give students
enough time to construct the information cognityvahd connect the new knowledge and
real life. Many of these characteristics are désdiat large because they helped to
produce two important outputs of the research:he@s handbook on student-centred

learning and several articles.

The research describ#ise most frequent types of student-centred learninguch as
problem-based learning, project-led education, niegr contracts, flexible learning,

inquiry learning, just-in-time checking and persiared learning.

A number of relevant authors think thhe assessmenn student-centred learning is not
yet enough developed. Assessment within the stumbsrited approach should be more
flexible, integrative, contextualized, criteriaesfnced, informing the students about the
results, giving advice on how to improve knowledaed be fair. Examination questions
should refer to real situation and not lead to gaieing students with regard to their

marks. The feedback should contain an explanatibe, language should be non-
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evaluative, given in time and frequently, and ibwld help learners to plan further
studies. The assessment has been dealt with foy yemars and teachers seem to know

what they should do. However, this is difficult bese it is very time-consuming.

The curriculum should be designed so that it would help individieduirements of
students: by including experiences, problem-basagroach, by the use of virtual
problems related to the subject, by new technotogiech as simulators that provide a
more realistic learning experience. Many authoentlthat students intisdent-centred
curricula should be active participants in designiihe curriculum but there are doubts

that this is possible because designing curriced@ires plenty of knowledge.

Even today a number of teachers think that thezdiraits beyond which SCL cannot

go. The most frequently listed are limits as regaius scientific fields, geographical
areas and big sizes of classes.This researchsetesal relevant authors who proved that
student-centred learning is developed in diffeameas of medicine, business, chemistry
and in many other scientific areas. SCL has beemldging also in Asian countries
whose culture is different from Western ones arggé@ms that it can be used also in very

big classes.

This research found that teachers are well accedintith many different aspects of
student-centred learning although the there is emernlly accepted definition of SCL.
However, teachers need more development programwhesh will not acquaint them

just with pedagogic and didactic issues but alstelacate their personal growth and
other topics (like use of information technologyjhe research did not investigate
student’s voice (because this was beyond the sobiie project) but it would be useful

and could show if students have the same opinionts®CL as teachers.

A number of authors claim that student-centred @gghn stimulates students to adopt a
deep approach to learningbut there are also other scholars whose invesiigatlid not
find any advance as regards deep approach tomgaideveral authors write that student-

centred learning is ineffective and unpopular wsttme students but it has not been
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discovered yet how to help students whose learmergains ineffective. The most
frequent problems of teachers using the studertte@rapproach seem to be students
who expect model answers, passive students, laaokotiation for learning, reluctance
to engage in discussion and activities. These gumssare not dealt with in this research

but are important and deserve further attention.

Many authors and also the empirical research shatstudent-centred learning means a
link that can bring about a different culture in universities. This approach requires
that the teachers really understand and pay aitemdi the students, that they develop
optimistic view of the potential of any human beiegipathy and thus contribute to more
human relationships between student and teachés. WiH also increase fundamental
personal growth of the participants in education.

The third part of the theoretical research focuspdn typical characteristics of the
teachers in SC approach and led to formulatiorritéra for assessing teacher’s roles in
the context of the student-centred studies. Thehts& role in the student-centred
learning at first sight appears less important thrarthe past — an SCL teacher is a
facilitator of knowledge and no more the only source of power. Student-edrigzarning
means inverting the traditional teacher-centredewstdnding of the learning process and
putting students at the centre of the learning ggscin thaeacher-centredlassroom,
teachers are the primary source for knowledgestudent-centrectlassrooms, active
learning is strongly encouraged. The instructoe rigl taken over by a facilitator who
accompanies rather than leads or coaches studethisii personal learning. Emphasis in
SCL is on interpersonal values — how can | be siumgohere and now — and on
providing a climate of trust and openness that lmarused for whole-person learning,
involving cognition and feeling, mind and heartesMery individual. It is precisely this
acceptant climate and balance of cognition and iemohat is made responsible for their
synergetic effects leading to deeper, life-longnéay experiences.

The teacher who accepts student-centred learnm¢phaork much harder than befdce

develop the knowledge and personal characteristiasecessary for SCL approach.
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The teacher needs a considerable level of the titidiacowledge that he/she is able to
organize the teaching and learning process, preparéeaching and learning materials,
provide distant learning possibilities etc. Thectesa still participates in scientific
activities. He/she must also be able to work innte@ooperate with international
partners, consider organisational culture etc.td knowledge and qualities cannot be

developed during their studies and need furthepsdy development programmes.

This research intended to empower teachers foesttmentred learning therefatedoes
not try to solve some important problems, namely tat SCL needs a more consistent
and solid identity and teachers need a generally agreed model of tB&iLis better
defined, based on a combination of theory, pra&iu evidence, utilises technologies to

their best advantage and is underpinned by effeetssessment strategies.

The second part of our research focused upon peafice of the student-centred
approach in three European countries, Sloveniduhitia and Poland. The empirical
research gives a possibility to take a look atttleads of SCL in the three countries
involved in the project and it helped to produce ttext project outputs, particularly

teachers’ handbook with good practices.

Lithuanian literature has quite some authors whotevon the student-centred learning
but in Poland and Slovenia the term SCL is notrofised. However, also Poland and
Slovenia use the Bologna system and their tertgmhycation had to include its main
characteristics. Even if the East European couwnthave so far not led many SCL
projects, some of its strategies and teaching ndstlame known and used also in these

countries.

The teachers seem to be quite well aware that studecentred learning has
advantageslike motivation of students, that it contributestheir being more focused
upon learning, and that it develops partnershipvéeh teachers and students. The
teachers include in their teaching SCL methods ilikelass discussions, problem-based

learning, group based activities, solving practipedblems, individual or small group
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based activities, etc. Teachers try to involve stiigl who are not interested in SCL by
practical tasks, by discussions and in other walys.majority of the teachers can support
student diversity and individual learning needs that they offer them additional
consultations, speak with those who have troubdfer them individual examination
terms, and enable studies at a distance. Someetsaalso contact students via Internet.
Teachers support students who find their learnaityities difficult by by explaining the
topic again and by looking for new study methodeadhers support students by
textbooks, additional slides, lists of additiorisdrature but they do not often use research
articles, popular scientific literature and statest data. Only teachers in one of the
countries say that they have no time to repeagghilf students do not have enough time,
teachers try to help them by discussions and bsnebed terms. It is rather surprising that
teachers do not often take the students to litsasikich should be the other place for
learning. However, they very often ask them to esperiences from their work place.
Teachers also try to show that they value studeitteer by polite behaviour, or by
listening to students. Among the most frequent f@mis of SCL are rather fixed study
programmes that cannot be changed quicky; sometasesstrict syllabus that does not
allow SC approach. The teachers listed a numbgood practices of the student-centred
learning which they use. The assessment is in roasgs flexible and criteria-referenced
but in some countries still summative and contezavly. The teachers frequently provide
feedback to students, explain mistakes and givécadww to improve. If students are
not pleased with the assessment, they can comasknfibr explanation but students are
not actively involved in assessment. Teachersdrietax students before examinations
and often give them questions to repeat the t&iiadents receive assessment in average
in about a week. Less than half of the teachersaagriainted with the practice that
students can appeal decisions regarding their atadechievements which means that
students’ voice in this regard does not mean méchregards students’ voice in the
curriculum content, the teaching methods, learmotgomes, assessment etc., less than
half of the teachers say that students have infleermpon curriculum — only indirectly —
by their representatives. Only about half of théversity teachers who responded the
guestionnaire mention that they have regular psid@sldevelopment programmedor

the staff. A considerable number of teachers tesi SCL encourages deep learning and
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academic engagement and even more find this agprgacd for development of the

relationships and organizational culture in thevarsity.

The universities from the three participating coi@stdo not seem to oppose the student-
centred learning but on the other side they alsmatogive it any special support. Less
than half of the teachers mentioned that they ligxelopment programmes and it is a
guestion if these programmes contain any specaisfaipon SCL. This requires special
attention and further research. How should theheac gain more knowledge about

contemporary teaching if they do not have any tngim this regard?

Another important weak point is connections amagachers and librarians. It is most
surprising that teachers do not take students ¢olitirary (the situation is better in
Poland). All the universities have libraries andicteers and librarians should be
encouraged to cooperate and thus offer students apportunities for different learning
environment, for acquainting students with infonmatliteracy and for inclusion of
students in the research work. Better cooperatimoong librarians and students could
also encourage teachers to support their studethsr@search articles, statistics and so
on which are a much better source than lists oftiaddl literature that is usually not

consulted by students.

We can conclude that student-centred learning dragd its way in the tertiary education
even if teachers do not receive much support fiwgir tiniversities. There are of course a
number of open questions which should still be @med — from the uniform definition to
new development programmes. However, teachers lammiwuse many of SCL teaching
methods and other useful items of SCL. This mehas $CL is a good approach that

should be investigated and introduced also on déwvets of education all over the world.
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REMARKS

The research was written by researchers from fostitutions that come from different
parts of Europe: Slovenia, Poland, Lithuania anl.UVe had considerable language
difficulties because some researchers do not speaékinderstand English. In some cases
it appears as if teachers might have not understodjuestions in the right way but we
had no possibility of giving them additional expdéions because questionnaires were
sent by Internet and were anonymous.
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ENCLOSURE: Questionnaire for teachers

| Questions related to the teaching/learning proces

1 Which are according to your opinion the main adeges of student-centred learning
(1 - very important, 2 - important, 3 - moderatetyportant, 4 - of little importance, 5 —

unimportant):

Proposition 1 2 3 4 5

1. | Motivation of students

2. | Possibility that students learn at their
own pace

3. | Being more focused upon learning

4. | Respecting different individuals

5. | Increase of confidence

6. | Partnership between teachers and
students

7. | More responsibility and committmept
Other (please describe)

2 Which of the below methods do you include in yeaching 1 - very frequently, 2 —

frequently, 3 — occasionally, 4 — rarely, 5 — ngver

Proposition 1 2 3 4 5

Problem-based learning

n

Individual or small group based

activities

In-class discussions

Classroom workshops

Group presentations

o g A W

Projects
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7. | Solving practical problems

8. | Cooperating in research activities

9. | Quizzes

10. | Use of the case method

11.| Use of role plays

12.| Collaborative paper assignments

13.| Web-conferencing environment |n

distance education

14.| Other (please describe):

3 How do you try to involve students who do notrsé® be interested in the student-

centred learning? Please describe with a coupleafds.

4 Can you support student diversity and individuakteng needs by (1 — yes, 2 —no, 3 —

| don't know):

Proposition 1 2 3

1. | Offering students additiona

consultations/advice

2. | Offering students individual
examination terms (beside the terms
which are defined by the University

calendar)

3. | Taking some time to speak with|a
student who has troubles
personally/trying to tell him/her how to

achieve better results
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4. | Enabling students to accelerate their
studies (= to finish their studies in|2

years instead of 3)

5. | Enabling students to prolong their
studies (= to finish their studies in|e

years instead of 1 year)

6. | Helping foreign students who do not

speak your national language

7. | Using special support measures that
help students from disadvantaged
backgrounds?

8. | Studying either on campus or at| a
distance

9. | Other (please put down):

5 How do you support students when they find teade@gning activities difficult (1 -
very frequently, 2 — frequently, 3 — occasionally, rarely, 5 — never)

Proposition 1 2 3 4 5
1. | | explain the topic¢

again
2. || tell them to read

additional literature

3. | | have no time to

repeat things

4. | I am looking for new
study methods
5. | Other:
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6 Which typical study materials do you introduce siopport students? (1 - very
frequently, 2 — frequently, 3 — occasionally, 4arety, 5 — never)

Proposition 1 2 3 4 5

Textbook

Additional slides

List of additional literature

Research articles

Popular scientific literature

Statistics

Nl oo A W N e

Other (please describe with a couple| of

words):

7 Do you ever ask students if they have enoughfomstudies? If you find that is not

enough, what do you do?

8 Do you ever take students to:
- Libraries
- Museums
- Ask them to describe a case from their work place?

- Other (please describe with a couple of words):

9 How do you show that you value studeri@@ase describe with a couple of words):

10 Which are the most frequent problems that yee f@ahen using the student-centred

approach? (1 —yes, 2 —no, 3 — | don't know):
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Proposition 1 2 3

1. | Strict syllabus that does not allow student-eht

approach

2. | No interest in the university

1%

3. | Lack of knowledge and skills about student-ceui

learning

4. | Study programs are not being able to changeiyuic

5. | Other (please put down)

11 Please describe two cases of good practice efstodent-centred learning (either

good practice that you use or good practice that lpave heard of):
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Il Questions related to the feedback

12 Select the evaluation methods which you usevéty-frequently, 2 — frequently, 3 —

occasionally, 4 —rarely, 5 — never, 6 — | don’ iw)o

Method Importance

Content-heavy

Summative

Norm-referenced
Flexible

Criteria referenced

Formative

Other (please put down)

13 Evaluate your assessment — feedback to studd@ntszery frequently, 2 — frequently,

3 — occasionally, 4 —rarely, 5 — never, 6 — | denbw)

Proposition Importance

Do you make feedback, comment directed towards the

task

Do you discuss strengths and weaknesses

Explain mistakes and give advice how toimprove

Help to focus on skills relating to a deep approtexh

learning

Other (please explain)

14 How do you provide for students’ word in theesssnent?

0 Students suggest self-assessment grades
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o

o

o

Students negotiate self-assessment grades
Students can come and ask for explanation of thikgna

Other (please explain):

15 How do you try to reduce students’ anxiety etdaminations?

o O O O O

| speak with students and try to relax them

| give them questions that help to repeat the topic
| tell them to calm down

| tell students to think logically

Other (please describe):

16 How long does it take before students receieedack?

o

0]
0]
0]

One week
Two weeks
One month
Other:

17 Are there procedures for students of your UrsiNgrto appeal decisions regarding

their academic attainment or progression?

Yes-no-l don’'t know

18 Has any of the teachers tried to introduce stixdenerated examination questions? If

yes, how were the results?
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I1l Questions related to curriculum

19 Are students of your University consulted orricutum content?Briefly describe

how)

20 Are students of your University consulted ont&aehing methods that are included in

the curriculum?Briefly describe how).

21 Are students of your University consulted whearding outcomes in the curriculum

are designed?Briefly describe how)

22 Are students of your University consulted oresssment methods included in the

curriculum?(Briefly describe how)
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IV Questions related to professional development mgrammes

23 Does your institution have a regular professio@velopment programme for
teaching staffYes-no-I don’t know

24 Do you think that student-centred learning emagas deep learning and academic
engagement? Please justify.

25 Do you believe that student-centred learning msea link that will improve
relationships between students and teachers? Pieat#y.
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