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Abstract. This paper presents and analyses the results of the empirical research basi-
cally intended to determine how students understand the main role of teachers and
their own role and to find out what they consider as their significant learning experi-
ence during the studies. We were interested in whether their conceptions of teachers’
and students’ roles had changed during the studies and whether they had approached
modern scientific concepts on active and constructive learning. The research was
carried out during the winter semester of the 2012/13 academic year on the sample
of first- and third-year students, enrolled at the first level of the pedagogy study
programme at the Faculty of Philosophy in Belgrade and pedagogy and andragogy at
the Faculty of Arts in Ljubljana. The results from comparing the first and the third
year have shown that third-year students demonstrate a shift to higher conceptions
of students’ and teachers’ roles, which is more likely to lead to a deeper approach to
learning. Modifications towards higher conceptions of students’ and teachers’ roles
can thus indicate the quality of studies, since they clearly demonstrate that students
are prepared to adopt a more responsible and autonomous role in their studies. In
the efforts to achieve the high quality of university studies, the above-mentioned
perspectives serve as pieces of information important for the reform of study pro-
grammes and introduction of changes in the study process.

Key words: the quality of university studies, comparative study, effective teaching,
conceptions of student role, conceptions of teacher role, learning experiences.

*Note. The project within which the research paper originated was financially supported
by the Slovenian Research Agency and the Ministry of Education and Science of the Republic
of Serbia.

*E-mail: jasna.mazgon@ff.uni-lj.si



51 The Role and Responsibility of Teachers and Students in University Studies

Introduction

Over the past 30 years, numerous studies have dealt with the question of quality
teaching in higher education. The cases of best practice have been researched
and the questions of ensuring quality in higher education have been discussed,
including how to prompt students to be active co-creators of the study proc-
ess. Studies have focused on various aspects of teaching and learning, and ap-
proaches to improve teaching have been suggested. A variety of these studies
have shown that good teaching in higher education is a concept with no uni-
versally accepted definition (Devlin & Samarawickrema, 2010). In this paper,
however, we aim to highlight some aspects of quality in university teaching that
will help us understand the role of students in evaluating the study process and
their inclusion in the processes of ensuring high quality studies.

Based on a survey of different sources on effective teaching, various
characteristics of effective university teaching can be singled out (Hativa et
al., 2001). Forest (2007: 350-351), for example, paraphrases Lee Shulman and
points out that the goal of higher education should be to ensure that students
are engaged and motivated, to help them acquire knowledge and develop un-
derstanding, to enable them to demonstrate their knowledge and understand-
ing through performance and action, to encourage them to engage in critical
reflection of the world and their place within it, to develop their ability to
navigate the constraints and complexities of the world in formulating their
own judgements and designs for action and to foster a lifelong commitment to
critical examination and self-development. All the above-mentioned goals are
mutually dependent and intertwined. To attain them means to encourage the
cognitive as well as the affective and social development of an individual.

Trigwell (2008) emphasised: “The scholarship of teaching is about in-
quiry that has, as the main focus, the facilitation and improvement of stu-
dent learning” (p. 9). The teacher’s fundamental role is thus to provide the
conditions for students’ learning. This assumes that teachers cannot under-
stand their role only from the point of view of teaching as the transmission
of knowledge. This is the perspective needed for reflecting and regarding
students as partners in the educational process.

We thus refer to the cognitive-constructivist theory that emphasises that
students are the ones who find meaning and (re)construct their knowledge
(Shuell, 1986; Simons, 1997; Vermunt, 1993). The frame of this paradigm
advocates the dynamic nature of knowledge, its constant building and re-
constructing. In his meta-study of papers on constructive learning, Simons
(1997) lists six key features of constructive learning on which there is a high
degree of consonance between different authors. Constructive learning is (1)
an active process, in which students find out specific meanings with their own
mental activity, (2) a constructive process, in which connecting information,
theses and concepts is necessary to master complex study subject-matter, (3)
a cumulative process, in which each learning derives from previous knowl-
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edge or existing concepts, (4) a goal-oriented process, (5) a process in which
learning goals are diagnosed or continue to be pursued, and (6) a reflective
process. Naturally, we cannot expect students to exhibit the same amount
and quality of mental activity in every moment; sometimes they dispose with
insufficient previous knowledge, at times they have to concentrate on details,
at other times they can let the learning process take place without a specific
learning goal, etc. However, it is important that these crucial processes are
present in the students’ learning processes and that teachers are aware of their
own significant role in successfully introducing constructive learning and in
developing students’ learning strategies.

All this considered, the role of subjective conceptions of learning and the
conceptions of students’ and teachers’ roles that students have when entering
the study process should not be neglected. Empirical studies have established
that subjective conceptions of learning influence the quality of learning itself
(Ferla et al., 2009; Marton et al., 1993; Ramsden, 1985; Steh, 1998; Van Ros-
sum & Schenk, 1984). A shift to higher conceptions of learning and students’
and teachers’ roles is desired, since such conceptions are more likely to lead to
a deeper approach to learning. Devlin notes (Devlin, 2002, according to: Ferla
et al., 2009), for example, that students with a constructive learning conception
strongly equate learning with seeking understanding and feel responsible for
their learning outcomes, whereas students with a reproductive learning con-
ception equate learning more with memorising knowledge, and tend to shift a
greater part of the responsibility for their learning to teachers. Shifts towards
higher students’ conceptions of learning and students’ and teachers’ roles can
thus indicate the quality of studies, since they clearly demonstrate that students
are prepared to adopt a more responsible and autonomous role in their studies.
Therefore, as Ferla et al. (2009) point out, it is not surprising that students’ cog-
nitions about learning are the key concept in a typical model of self-regulated
learning. The aforementioned authors have focused in their research on finding
out higher education students’ models of learning (a complex set of interacting
students’ cognitions) and their impact on students’ study strategies (e.g. the ex-
tent to which students adopt a self-regulated and meaning-oriented study strat-
egy). Their key finding is that students’ basic study strategy is primarily deter-
mined by their perceived control over learning: “Strong control over learning
beliefs induces a deep-oriented and self-regulated study strategy, while weak
control over learning beliefs encourages the adoption of a surface-oriented and
non self-regulated study strategy (ibid.: 198)”.

Moreover, the conceptions of learning and of students’ and teachers’ roles
also serve as the central concepts of the pedagogy and andragogy subject-mat-
ter. Hence, we were interested in finding out whether these conceptions change
during the studies and approach modern scientific concepts on active and con-
structive learning (Barr & Tagg, 1995; Driscoll, 1994; Shuell, 1986; Simons,
1997; Steh, 2004; Vermunt, 1993). Valenci¢ Zuljan (2007: 38) emphasises: “If
scientific models are to become a key component of students’ conceptions and
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professional competences, we need to encourage and enable students to become
aware of their own conceptions, the potential lacks and conflicts in their con-
ceptions and a need for change.” Ferla et al. (2009: 198) similarly believe that
“any learning environment aimed at encouraging a deep-oriented and self-reg-
ulated study strategy will explicitly have to target student models of learning.”
They suggest educational practitioners to develop learning environments which
enhance students’ perceived control over their learning. Revealing students’
conceptions of their own and teacher’s role as well as analysing their significant
learning experiences thus serves as feedback that is important to further renew
the study programmes and introduce modifications in the study process in our
efforts to reach higher quality university studies.

Purpose of the study

In the comparative study entitled “Ensuring quality university study: the role
and responsibility of students and teachers” that took place in 2012 and 2013
at the Department of Educational Sciences of the Faculty of Arts, University
of Ljubljana, and at the Department of Pedagogy of the Faculty of Philoso-
phy, University of Belgrade', we aimed to obtain feedback from students in-
cluded in the renewed Bologna programmes on the structure and contents of
the study programmes, learning and teaching forms and activities, achieved
competences as well as their conceptions of the essence of learning, their own
and teacher’s roles. In this paper we were particularly interested in finding
out whether students assume a more responsible and independent role during
their studies and what learning experiences are the most important for them.
We will present our findings according to the following research questions:

(I) How do first- and third-year students of pedagogy and andragogy in
Ljubljana and pedagogy in Belgrade included in the renewed first-
degree Bologna programmes understand teachers’ and students’
main roles?

(2) In which form of organised faculty studies did the significant learn-
ing experience occur to the third-year pedagogy students?

(3) Which changes did third-year pedagogy students notice in them-
selves following their significant learning experiences during their
studies?

(4) Do students in Ljubljana and Belgrade differ in their answers to the
above-mentioned questions?

I At the first level, the Faculty of Arts of the University of Ljubljana offers a uniform
three-year study programme of pedagogy and andragogy, while the Faculty of Philosophy of the
University of Belgrade offers two separate four-year programmes — Pedagogy and Andragogy
— already at the first level. Further on, when presenting results and comparisons, only students
of pedagogy will be mentioned, although in Ljubljana students of the pedagogy and andragogy
programme were included in the study.
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Method

The research used the descriptive and causal non-experimental method. The
descriptive method was used to describe the characteristics of the population
or the phenomenon being studied, with the causal non-experimental method
was used to explore causal relationships between variables without involve-
ment of experimental manipulation (Sagadin, 1993).

Sample. The study involved first- and third-year students of pedagogy
and andragogy at the Faculty of Arts in Ljubljana, and first- and third-year
students of pedagogy at the Faculty of Philosophy in Belgrade in the 2012/13
academic year?. The sample at the University of Ljubljana included 78 first-
year students and 54 third-year students, while the sample at the University of
Belgrade included 57 first-year students and 56 third-year students.

Data collection. Data collection took place in the winter semester of the
2012/13 academic year, namely during lectures at various courses, attended
by first- and third-year students. The survey was anonymous, students filled
in written questionnaires and one of the researchers was always present at the
survey taking.

Instruments. Two questionnaires about studies were designed for the pur-
pose of our research, one for first-year and the other for third-year students of
pedagogy (and andragogy) at the Universities of Ljubljana and Belgrade. Most
questions in the questionnaires were identical, except that the questionnaire
for first-year students omitted questions related to their views of the level of
development of professional competences, the role of practical training, the
description of their positive experience during the studies and the influence
of that experience. In addition to the survey questions, the questionnaires for
first- and third-year students also contained scales of attitudes. Most ques-
tions were closed-ended.

Data analysis. The collected data were processed and presented at the
level of descriptive and inference statistics. To verify hypotheses, the y2-test
was used (alternatively, Kullback’s test was used when the conditions for the
y2-test were not fulfilled) to test the hypothesis of independence, while the
t-test was used for independent samples. Some ordinal variables (multilevel
scales) were treated as interval variables with the assumption that the differ-
ences between levels were similar. Such method of processing variables refers
only to the calculation procedure and by no means to the interpretation of the
acquired results (Kozuh, 2013: 54-55). Statistical processing was performed
with the SPSS software package, version 20.0.

2 At the first level, the Faculty of Arts of the University of Ljubljana offers a uniform
three-year study programme of pedagogy and andragogy, while the Faculty of Philosophy of the
University of Belgrade offers two separate four-year programmes — Pedagogy and Andragogy
— already at the first level. Further on, when presenting results and comparisons, only students
of pedagogy will be mentioned, although in Ljubljana students of the pedagogy and andragogy
programme were included in the study.
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RESULTS AND DISCUSSION
Conceptions of teacher and student roles

To obtain an insight into how students understand the key role of the teacher
and their own role, we asked them to select between various descriptions of a
“good” faculty teacher and student’s role in studying. These descriptions were
based on a classification of teaching conceptions or personal theories of teach-
ing as identified by Fox (1983) for higher education teachers. Both roles — of
teachers and of students — were defined within the frame of these conceptions.
At a lower level the author distinguishes between the conception of teaching
as a transfer of knowledge and as shaping students, while at a higher level the
author distinguishes between the conception of teaching as a journey around
the subject area and teaching as fostering personal growth. The key dividing
line between both lower and both higher teaching conceptions lies in a more ac-
tive and responsible role of students, since it is only within the frame of higher
conceptions that they may be seen as partners in the educational process, es-
sentially contributing to the results of learning. In designing the descriptions of
the main teacher and student roles we took account of the descriptions given by
students themselves in previous empirical studies, carried out on the sample of
pedagogy and andragogy students of the Faculty of Arts, University of Ljublja-
na (cf. Kalin & Steh, 2007, 2013; Steh & Kalin, 2006, 2008) and the sample of
primary education student teachers (Valenc¢i¢ Zuljan, 2007). On this basis, the
following descriptions giving the characteristics of “good” teachers were given,
corresponding to the four teaching conceptions according to Fox (1983):

(1) The teacher delivers in a clear, illustrative and interesting manner. If
there is anything we don’t understand, the teacher is ready to explain
it again. The explanation is often made more vivid with real-life cas-
es and additional material is prepared by the teacher.

(2) The teacher helps us understand and master the subject-matter. The
teacher teaches us to tackle solving certain practical problems, how
to prepare good summaries, how to write good seminar papers.

(3) The teacher encourages us to think critically and leads us in cast-
ing light on the treated subject-matter from new perspectives. The
teacher encourages independent revealing, forming conclusions and
constructing knowledge.

(4) The teacher encourages us to develop, as much as possible, our po-
tentials and to become independent and responsible students. The
teacher helps us to instil sense in our own experiences.

According to the above-mentioned classification, the following descriptions
of the main role of students in their studies were formed:

* The descriptions of “good” teachers and students’ roles are provided in the summarised
form below.
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(1) Students have to fulfil all their study obligations, regularly attend
lectures, exercises and seminars and benefit from all such activities
as much as possible.

(2) Students have to regularly attend lectures, exercises and seminars,
and actively participate in them. They study the subject-matter and
try to understand it.

(3) Students have to ask themselves and their teachers questions, and
they have to be critical towards the subject-matters discussed. Stu-
dents are responsible for their knowledge.

(4) Students also have to be prepared for certain personality changes by
working a lot on themselves and by forming their professional identity.

Table 1: An overview of the selected descriptions of a “good” teacher
in first- and third-year pedagogy students of the University of Belgrade
and the University of Ljubljana

University University
of Belgrade of Ljubljana

Teacher’s role*

first year third year first year third year

f % f % f % f %

1. The teacher delivers in
a clear, illustrative and 21 37,5 11 19,6 31 40,8 13 24,1
interesting manner.

2. The teacher helps us
to understand and master 3 5,4 5 8,9 13 17,1 6 11,1
the subject-matter.

3. The teacher encourages
us to think critically

and leads us in casting
light on the discussed
subject-matter from new
perspectives.

12 21,4 16 28,6 10 13,2 14 25,9

4. The teacher
encourages us to develop,
as much as possible,

our potentials and to
become independent and
responsible students.

20 357 24 429 22 289 21 389

Total 56 100,0 56 100,0 76 100,0 54  100,0

*In the questionnaire, the descriptions of a “good” teacher were listed in no particular
order, unlike the present table, where the bottom-up approach is used.
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It is noteworthy that among first-year students of the University of Belgrade
and the University of Ljubljana there are no statistically significant differ-
ences in the conceptions of the key teacher’s role (¥2=5,547; n=132; df=3;
p=,136). Students of both universities most often selected as a model of a
“good” teacher — the teacher who delivers in a clear and interesting manner,
is an expert in his/her subject area and is clear about what will be required
at the exam. These results are consistent with the findings of Valen¢i¢ Zuljan
(2007), referring to first-year students of the Faculty of Education enrolled
in the primary education teacher’s programme, that an even higher percent-
age of them note the conception of the teacher as a transmitter of knowledge
(71%) and that it is teacher’s duty to help students to understand (15%). It is
evident that these students as future teachers shift the responsibility for the
efficiency of the learning process to the teachers.

Compared to Belgrade students, the first-year students from Ljubljana
selected lower level conceptions of teacher’s role (57,9% : 42,9%) to a greater
extent, and also attributed to teachers the dominant role in the study proc-
ess. In their views, a “good” teacher is the one who delivers well, motivates
them and ensures that the subject-matter is mastered. This may be expected
considering the insecurity of first-year students, who are still accustoming
themselves to the study arrangements and requirements, although we assume
that university students have had some positive experiences with schooling as
they decided to study at the university. It should be added that among first-
year students in Belgrade there is a slightly greater percentage of students
(35,7%) who selected a teacher who encourages them to develop as much as
possible their potentials and become independent and responsible students,
i.e. a teacher who is also oriented towards encouraging their personal growth,
as a model “good” teacher.

Our conclusion is that during the studies, some students change their
conception of teacher’s role. The differences between first- and third-year
students in their view of a model “good” teacher have not proved to be statisti-
cally significant either in Belgrade students (21=4,621; n=112; df=3; p=,207)
or in Ljubljana students (x2=7,113; n=130; df=3; p=,068). However, certain
tendencies in the desired direction are discernible. Among third-year stu-
dents, the number of those whose views of a “good” teacher corresponded
to higher level teaching conceptions increased both in Belgrade (71,5%) and
Ljubljana (64,8%). Namely, since the former and the latter to a greater extent
selected a teacher who encourages their personal growth, it can be concluded
and expected that students are gradually becoming more prepared for inde-
pendent development of their own potentials.

Let us look at what students say of their own key role. Table 2 shows
that the greatest percentage of first-year students both in Belgrade (42,1%)
and Ljubljana (35,9%) are of the opinion that student’s most important role
is to regularly attend lectures, seminars and exercises and to actively partici-
pate and understand the subject-matter. The same percentage of students at
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the University of Ljubljana (35,9%) are of the opinion that their role is more
autonomous and responsible since they consider themselves responsible for
their knowledge: they have to tackle specific themes with self-initiative and
independence, they have to pose questions to themselves and teachers, as well
as to be critical towards the treated subject matter. There were 31,6% of such
students at the University of Belgrade.

Table 2: Representation of the selected descriptions of the principal role
in the studies of first- and third-year pedagogy students of the University
of Belgrade and University of Ljubljana

University University
of Belgrade of Ljubljana

) 5
Student’s role first year third year first year third year

f % f % f % f %

1. Students have to fulfil

all their study obligations,

regularly attend lectures, 9 15.8 3 54 12 154 5 093
exercises and seminars and i i ? ?
benefit from them as much

as possible.

2. Students have to regularly
attend lectures, exercises
and seminars, and actively
participate in them.

24 421 10 179 28 359 6 1Ll

3. Students are responsible
for their knowledge; they
have to ask themselves
and teachers questions,
and be critical towards the
subject-matter discussed.

18 31,6 28 50,0 28 359 33 61,1

4. Students also have to

be prepared for certain
personality changes by
working a lot on themselves
and by forming their
professional identity.

6 10,5 15 268 10 12,8 10 18,5

Total 57 100,0 56 100,0 78 100,0 54 1000

There were statistically significant differences in understanding the signifi-
cant student’s role in both first- and third-year students of the Universities of

5 In the questionnaire, the descriptions of a “good” teacher were listed in no particular
order, unlike the present table, where the bottom-up approach is used.
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Belgrade and Ljubljana (Belgrade: x2=14,788; n=113; df=3; p=,002; Ljubljana:
¥2=13,614; n=132; df=3; p=,003). A pleasing fact is that there is a turning
point in the third year at both Belgrade and Ljubljana universities: one half
of Belgrade students and 61,1% of Ljubljana students emphasised the more
autonomous and responsible role of students in acquiring knowledge. In the
third year there is an increased percentage of students who are ready for per-
sonal growth (26,8% of students from Belgrade University and 18,5% of stu-
dents from Ljubljana University). In this context, we are wondering about
the role of the studies and its demands and the role of other factors such as
personal maturity, life experiences, etc. As teachers we should certainly keep
asking ourselves about the way to develop learning environments which en-
hance students’ perceived control over their learning (Ferla et al., 2009).We
can also extract many important guidelines from what students themselves
tell us about their important learning experiences.

Significant learning experiences

We were also interested in the types of positive learning experiences from
the time of studies that significantly influenced third-year students in their
opinions. We wanted to explore the study form in which this experience oc-
curred and the aspects of changes that students had detected based on that
experience. Some answers were offered to the respondents based on students’
answers to an open-ended question from prior studies in this area (Kalin &
Steh, 2007, 2013; Steh & Kalin, 2008, 2012).

First-year students were not asked this question as we considered that
after the first year of studies they might find it difficult to answer the ques-
tion on significant learning experiences and to recognise the characteristics
of changes in their views, the mastered knowledge, the development of com-
petences and similar. Students’ answers to the question where the significant
learning experiences took place are given in Table 3.

There were statistically significant differences between the students of
the Universities of Belgrade and Ljubljana in reference to their answers where
the important learning experience took place. To compare answers given by
Belgrade and Ljubljana students, the answers regarding “practical training”
and “organised visits to institutions” were combined into one category, while
all other answers were categorised as “other”. The differences between the
answers of pedagogy (and andragogy) students from Belgrade and Ljubljana
proved to be statistically significant (y2= 22,76; n=110; df=3; p=,000).
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Table 3: Answers to the question where the significant
learning experiences took place given by third-year students
of pedagogy at the University of Belgrade and the University of Ljubljana

University University

of Belgrade of Ljubljana
Significant learning experience

f % f %

At lectures 19 33,9 10 18,5
At exercises and seminars 8 14,3 5 9,3
At practical training 2 3,6 34 63,0
At‘orggmged visits 10 17.9 1 1.9
to 1nstitutions
Dur.mg independent study 1 1.8 > 37
of literature
In group work Wlth colleagues 1 196 1 1.9
at projects, seminars, etc.
At consultat.lons 1 1.8 / /
or consultation hours
Other 4 7,1 1 1,9
Total 56 100,0 54 100,0

The answer most often given by the students of the Ljubljana University was
that their practical training was the significant learning experience (63%),
followed by lectures (18,5%). This was the answer most frequently selected by
Belgrade students (33,9%), followed by learning experiences that happened
in group work with colleagues at projects, seminars, etc. — 19,6%, and during
organised visits to institutions — 17,9%. Each of the last two answers was
selected only once by the students of the University of Ljubljana. Exercises and
seminars would be expected to represent an important learning situation that
enables students to challenge their existing subjective theories, test themselves
in various new situations, and personally consider pedagogic issues. However,
students’ answers imply that exercises and seminars have less power — this
answer was more frequently selected by Belgrade students (14,3%), while
only 9,3% of Ljubljana students opted for this answer. This poses the question
of the concept and scope of exercises and seminars or their contents, goals
and realisation. Notably, it was mostly students of the University of Belgrade
who experienced the most important learning experience at lectures (33,9%
of answers), which can encourage a more responsible and high quality
performance of lectures. The differences in answers between Belgrade and
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Ljubljana students to some extent reflect the differences in the way the study
programme is conceived at each university. For example, at the University of
Belgrade, practical training takes place as late as during the summer semester
of the third year (which was after the survey was conducted), and hence the
answers did not refer to practical training.

We were further interested in the influence of these significant learn-
ing experiences students recognised in themselves. Various answers were
offered, among which they could select no more than three that were most
relevant to them.

Table 4: The percentage of answers given by third-year students
of pedagogy at the University of Belgrade and the University of Ljubljana
about what changed due to the significant learning experience
at the time of their studies

University University
Recognised changes originating from of Belgrade of Ljubljana
the significant learning experience

f £%* f f%*

Recogmsmg the usefu!ness of theory 16 28.6 19 352
in solving actual practical problems
Acquiring new experiences through 16 28.6 18 333
actual work
Testing oneself in actual situations 15 26,8 20 37,0

Developing various competences
important 17 30,4 19 35,2
for professional work

Getting to know what is necessary
for good preparation for teaching and 7 12,5 6 11,1
carrying out a lesson (a workshop, etc.)

Acquiring experience of one-to-one

work with pupils 2 36 1 204
Learmng vyith ot.hers and from others 1 19,6 1 1.9
in group discussions

Vlewmg.contents from different 12 214 9 167
perspectives

Deepening theoretical knowledge 5 8,9 3 5,6

Changing one’s views and attitudes 13 232 11 20,4
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Increased motivation for studies 27 48,2 13 24,1
Recognising the usefulness of studies 7 12,5 11 20,4
Getting t’o know a pedagogue s/adult 10 17.9 13 24,1
educator’s work in practice

Other 1 1,8 0 0,0

Note. £%* — the percentage of answers in reference to the number of students who answered this ques-
tion; each student could select a maximum of three described changes (University of Belgrade: n= 56;
University of Ljubljana: n=54).

Students of the University of Belgrade most often pointed out that the impor-
tant learning experience during their studies encouraged their motivation for
study (48,2%). This was followed by the answer that the development of com-
petences relevant for professional work was important (30,4%), while next
came the equally frequent selection of two aspects — one was recognising
usefulness of theory in solving actual problems and the other acquiring new
experiences through work (26,6% each). The students of the University of
Ljubljana most often selected the answer that the important study experience
was testing themselves in actual situations (37%). It was followed by a bal-
anced choice of two answers: first, that they acquired knowledge on the use-
fulness of theory in solving actual problems, and second, that they developed
competences important for their professional work (each selected by 35,2%
of students). The answers students gave to this question were strongly re-
lated to the place where the important learning experience occurred. Among
Ljubljana students it very often happened during their practical training,
where they had the opportunity to work and test themselves in some typical
situations in which pedagogues or adult educators work. A considerable gap
and statistically significant differences between the answers of Ljubljana and
Belgrade students are noticeable in some items, such as: acquiring experi-
ence of individual work with pupils, learning with others and from others in
group discussions and increased motivation for studies. Acquiring experienc-
es in individual work was strongly emphasised by students of the University
of Ljubljana (20,4%); among Belgrade students the prevailing choices were
learning with others in group discussions (19,6%) and increased motivation
for their studies (48,2%).The answers of Belgrade students can be understood
in the context of answers to the question where the important learning experi-
ence took place, in which they strongly referred to the importance of lectures,
group work with colleagues on projects and during seminars as well as visits
to educational institutions. All these work methods evidently reflected in in-
creased motivation for studies among Belgrade students. Previous findings
on student-student relationships in the study process have acknowledged that
active learning in groups, peer relationships and social skills are important in
engaging a learner. Moran and Gonyea (Moran & Gonyea, 2003, according
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to: Zepke & Leach, 2010: 7) found that among student-teacher interaction,
the quality of student effort and peer interaction, the last one had the strong-
est predictive capacity for students’ perception of engagement and outcomes.
Umbach and Wawrzynski (2005) reported a positive relationship between ac-
tive and collaborative learning techniques and student gains. Increasing the
use of active and collaborative experiences contributed to student engagement
(Lambert et al., 2007); student’s levels of co-operative learning, the levels of
cognitive challenge and the development of personal skills were also highly
correlated (Ahlfeldt, Mehta & Sellnow, 2005, according to: Zepke & Leach,
2010).

Conclusion

This research has shown that third-year students of both the University of Bel-
grade and Ljubljana demonstrate shifts toward higher conceptions of teach-
er’s role. Compared to the first-year students of both universities who most
often selected as a model “good” teacher the teacher who delivers well (37,5%
and 40,8%), 28,6% of Belgrade and 25,9% of Ljubljana third-year students
opted for a teacher who encourages critical thinking and leads them in discov-
ering the subject area. Moreover, 42,9% of Belgrade and 38,9% of Ljubljana
third-year students selected a teacher who encourages them to be more inde-
pendent and responsible as well as to continue their personal growth. Even
more pronounced is the shift to higher conceptions in understanding their
own role, since there are statistically significant differences in the concep-
tions of student’s role between both Belgrade and Ljubljana first- and third-
year students. While first-year students mostly pointed out that their duty was
predominantly to fulfil their study obligations, to attend lectures, exercises
and seminars and to actively participate in them, the majority of third-year
students already emphasised a more responsible and autonomous role. There
are various determinants influencing this choice — from gaining personal ma-
turity, life experiences, the study itself, etc. Students’ answers regarding their
significant learning experiences during their studies indicate that they were to
a certain degree influenced by the contents of studies, their concept and op-
portunities to learn from colleagues, teachers and mentors at practical train-
ing. The findings have confirmed the thesis that it is worthwhile to orient our
efforts towards planning and forming learning situations that will enable stu-
dents to be actively and responsibly included in the study process. As pointed
out by Devlin and Samarawickrema (2010), the answers to the question how
to conceive such a learning situation as to encourage the quality learning of
students, along with the specific learning objectives, students themselves and
all other circumstances, need to be searched for again and again.

However, the importance of the role of students’ feedback in ensuring
high quality university studies has again become evident, since it reveals both
strong and weak points of study programmes and their implementation, while
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indicating guidelines for introducing changes to the study process. This paper
has presented only a small portion of the results obtained in the comparative
study, and yet even this has shown that the challenge in Ljubljana may be
to organise quality discussion and particular forms of participative learning
more frequently, while in Belgrade the challenge may be to integrate more op-
portunities for students to test themselves and show their knowledge in prac-
tical situations in the first two years of the studies already. It is particularly
important that students in both Ljubljana and Belgrade are offered adequate
support in connecting theory and practice, as this allows them to add meaning
to their studies, work through their misconceptions and develop an in-depth
understanding of the contents in the areas of pedagogy and andragogy as well
as to independently solve topical issues and problems encountered in this sub-
ject area. Together with efforts oriented towards developing professional com-
petences of students, the key issue is the way the university teachers should
work and co-operate with students to ensure that they develop into profes-
sionals, capable of further learning and growth in responsibility towards all
with whom they will work and co-operate during their professional career.
According to Mearns, Meyer and Bharadway (Mearns et al., 2007, accord-
ing to: Zepke & Leach, 2010), if the teacher is perceived to be approachable,
well-prepared and sensitive to students’ needs, students are more committed
to work harder, get more out of the session and are more willing to express
their own opinion. Students are more likely to engage in the study process if
they are supported by teachers who establish inviting environments, demand
high standards, challenge, and make themselves freely available to students to
discuss academic progress. The present study was focused on researching the
views of students at both universities that conceived study programmes some-
what differently, both however giving a comparable level of education or the
professional title. In order to obtain a more comprehensive view of the ques-
tion of students’ and teachers’ roles and responsibilities in the university stud-
ies, we would also have to study the subjective theories of university teachers
that serve as an important factor of ensuring quality teaching through the
working method and through establishing such learning situations in which
students become co-designers of the study process and to a greater extent as-
sume their own share of responsibility for its results.
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bapb6apa Illtex, Jana Kanun u Jacna Maxron
VIJIOTA U OAT'OBOPHOCT YHUBEP3UTETCKMX HACTABHUKA
N CTYAEHATA: KOMITAPATHBHA AHAJIN3A CTABOBA
CTYAEHATA IIEAATOI'NJE
Ancmpaxm

VY pagy cy npeicTaB/beHU U aHAJIM3UPAHU PE3YJITATH EMIIMPH]CKOT HCTPAKHBabha
YUjH je LUJb J1a Ce YTBPIU KaKo CTYJEHTH CXBATajy yJIOTY HAaCTaBHHKA U CONCTBEHY
YJIOTY W IITa CMATpajy 3HAYajHOM CHUTYAI[HjOM Y KOjOj CE OJIBHjaJI0 YUYCHEC TOKOM
cTyauja. MHTepecoBaio Hac je a i ce BHXOBO CXBaTambe O YJIO3M HACTaBHHKA U
CTy/ICHATa IPOMEHHJIO TOKOM CTY/IHja H Ja JIH C& MPUOIIIKUIO CaBPEMEHHM Hayd-
HUM CXBaTambHMa 0 aKTHBHOM M KOHCTPYKTHBHOM y4emy. MicTpaxkuBame je crpoBe-
JICHO TOKOM 3UMCKOT cemectpa mkosicke 2012/13. rojuHe Ha y30pKy cTyieHara npse
u Tpehe roaune koju rnoxahajy npeu HUBO cTyauja nenaroruje Ha Dusozodcekom da-
KyaTeTy y beorpany u ctyauja nenaroruje u anaparoruje Ha ®unozodckom paky-
teTy y JbyOsmanu. [lopehemwe npse u Tpehe roauHe mokasano je aa Kox CTyAeHaTa
Tpehe roquHe NOCTOju NOMAaK Ka HallpeJHH]eM CXBaTakby yJOore CTyIeHaTa 1 HaCTaB-
HHKa, 3a Koje je BepoBaTHH]je 1a he moBecTH 10 1yodJber mpuctyna y4dewy. [Ipomene
ycMepeHe Ka opMUparby HalpeIHUjUX CXBaTamba O yJI03H CTyAeHaTa 1 HaCTaBHUKA
Mory na Oyay MHAMKATOP KBAJIUTETa CTyauja Oyayhu qa jacHO Mokasyjy zia Cy CTy-
JICHTH CIIPEMHH 32 OITOBOPHH]Y U HE3aBHUCHHU]Y YJIOTY TOKOM CTYAUPama. Y CBETIY
HAIopa Jia ce MOCTUTHE BUCOKOT KBAIUTET YHHUBEP3UTETCKOT 00pa3oBama, MOMEHY-
T MEPCIIEKTHBE MPEACTaBIbajy BayKHE HHPOpMaIHje 3a pehopMy CTYIUjCKHX MPO-
rpama ¥ yBoheme MpoMeHa y IpoLecy CTyIupama.

Kmwyune peuu: KBaIUTeT yHHBEP3UTETCKOI 00pa3oBama, KOMIIAPATHUBHA CTYIH]a,
e(eKTHBHA HACTABa, CXBATAE YIIOTe CTYICHATA, CXBATAKE YJIOre HACTABHUKA, CH-
Tyaldja y Kojoj Ce OJIBHja yUCHE.
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bapb6apa Illtex, Sina Kanuu u Jacha Maxxron
POJIb U OTBETCTBEHHOCTH BY30BCKHUX HPEHOI[ABATEHEIZ
N CTYAEHOB: CPABHUTEJIBHBI AHAJIN3
MHEHUH CTYIAEHTOB IIEJATOI'MKU
Pesiome

B paboTe npenararoTcsi 1 aHaTU3UPYIOTCS Pe3yIbTaThl SMITUPUIECKOr0 UCCIIEIO0-
BaHUA, IPOBEACHHOTO C LCJIBIO BBIABUTD, KaK CTYJACHTBI IOHUMAIOT POJIb ITpETioJa-
BaTeJisi U COOCTBEHHYIO POJIb M YTO MMEHHO OHU CUHTAIOT BAXXHOM CHUTyalueil, B
KOTOPOI mpoucxoauia yuyeOHas JesTeIbHOCTh B XO/Ie By30BCKoro oOyuenus. Hac
HWHTEPECOBAJIO, U3MEHUJIOCh JIW UX MOHMMAaHUE POJIU IPENOAaBaTeNsl U CTYICHTA
B X0/ By30BCKOro oOyuenwust. MccienoBanue ObLIIO MPOBEICHO B TEUEHHE MEPBO-
ro cemectpa 2012/13. 1., mpudeM KOPIyC UCTIBITYEMBIX COCTABHIIM CTYAEHTHI Tep-
BOI'O M TPEThEro KypcoB OCHOBHOro oOyuenusi Ha Otnenenun negarorunku dumno-
co(ekoro dakynbrera B benarpazne n Ha OTnesieHHH MEAarorukKy U aHAPAroruy Ha
dunocodekom pakynsrere B Jlrobusue. CpaBHEHHE TIEPBOTO U TPETHEr0 KypcoB
[0Ka3aJ0, 4TO Y CTYACHTOB TPETHEro Kypca CyIIECTBYET CABUT K Doliee mporpec-
CHBHOMY TIOHMMAaHHUIO POJIM CTY/ACHTOB M MpEoAaBareieil, KOTopbie, 10 BCeil Be-
POSITHOCTH, TIPUBENYT K OoJiee yriyOJIeHHOMY MOAX0AYy K y4eOHOU NesITeIbHOCTH.
Cauru, nposiBiIsionecs B OpMUPOBAHUU OoJiee Pa3BUTHIX OHSATHI U IPEACTaB-
JICHUH O POJIM CTYJCHTOB M MperoaaBareseil MoryT ObITh MHAMKATOpaMH KayecTBa
00y4eHHsI, TIOCKOJIBbKY OHH SICHO ITOKa3bIBAIOT, YTO y CTYJICHTOB €CTh TOTOBHOCTh
K OoJice OTBETCTBEHHOW U OoJiee HE3aBUCUMOM posid B 00yueHuu. B cBere ycunmii
K 00eCIeueHHI0 BBICOKOTO KAaueCTBa By30BCKOIO 0OpPa30BaHMUsI, BBIIICYTOMSIHY ThIe
MEPCHEKTHBBI AT BAXKHYIO HH(OpMAIHIO UIsi pe)OpPMBI [IPOrpaMM U BBEJICHHE
MHHOBAIIMI B By30BCKOE O0yUEHHE.

Kurouesvie crosa: xauecTBO BBICIIETO 00pa30BaHMs, CONOCTaBUTEIBHOE UCCIIEI0BA-
Hue, 3QdexTuBHOE MpenoaBanue, TOHUMAHUE POJIM CTYICHTA, TOHUMAHUC POJIU
[penoaBareisi, CATYaIus, B KOTOPOU IPOXOAUT 00y YeHHe.



