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AHHOTAIIUA

OCHOBBIBasICH Ha KOHIENIMUA pedopMHUCTCKON memaroruku Jkona Jlptom, B JaHHOW CTaThe
paccMaTpHBaeTCsl BOIIPOC O TOM, KaK MOTYT IPOSIBIATHCS KOMMYHHKAIlMM M Kakylo pOJb OHM WIPAlOT B
pa3BuUTHH UAECHTHYHOCTH ydammxcs. B XXI B. BaxkHOCTh OOmIeHHS U TpoOiieMa HOPMHUPOBAHUS JTHYHOCTH
CTYJCHTA CTAaHOBATCS Bce OoJiee aKTyaldbHBIMH B 00Pa30BaTEIbHBIX HCCIEeAOBaHMAX. ONHAKO J0 CHX IOp HE
CYIIECTBYET KOMIIEKCHOH KOHIIETIIIUHU, KOTOpasi ObI pacKpblIa, B KAKOH CTENICHN OOIIEHNE BIMSAET Ha MOJETb
HUAEHTUYHOCTH Ha MHIWBUIYaIbHOM YPOBHE U B 00pa30BaTEIILHOM IPOIIECCE.

YToObI yriryOUTHCS B 9TY TEMY, B CTaThe CHauajla OCHOBHOE BHUMAHHE YIEINSIeTCsI KOMMYHHKATHBHOMY
neiicturo (FOpren Xabepmac), 4ToOBI NPEACTaBUTH POJb OOMIECTBAa B MOCTPOCHUH HICHTHYHOCTH Yepe3
Mopanb. ConnaiabHBIl YPOBEHb COIOCTAaBISIETCS C YPOBHEM CaMOCTH, pa3paboraHHbM J[kopmxem ['epbep-
ToM Munom u Yapiezom Kynmu. DT ydeHBle 0XBaTBIBAIOT KaK MEXKINYHOCTHOE OOIIEHHE, TaK W OOLIeHHe
BHYTPH JINYHOCTH, a TaKXK€ UX BIHMIHHE Ha ()OPMUPOBAHUE HWACHTUYHOCTH. [[eMOHCTpHpYeTCsl, KaK MOTEH-
nuan oOpa3oBaHUs BIUAET Ha MPOIECC PA3BUTUS MIACHTHIHOCTH ITOCPEIACTBOM OOLICHHS B MPETOJaBaHUN H
00y4YeHHUH.

Jannas paboTa MOKa3bIBaeT B3aMMOJICHCTBHE 3THX ABYX YpPOBHEH dUepe3 MX MOACUCTEMBL. B Hem
OIUCHIBAETCS, Kak 0Opa3oBaHKe, OCOOEHHO Yepe3 ero MHCTUTYIHMOHAIBHOE BOIUIOIICHHE B IIKOJAX, MOXKET
BMEIIAThCS M TIOJIOXKUTENBHO MOBIHUSTH Ha IPOLECC Pa3BUTHS HICHTUYHOCTH MOCPEICTBOM oOIeHus. Takum
o0pa3oMm, 3Ta CTaThsl MCCIEOyeT B3aUMOCBSI3b MEXIY KOMMYHHKalMei, o0pa3oBaHMEM M pa3BHTHEM
WJICHTHYHOCTH, OIMPasch Ha Iemarorudeckue uaen Jpion M cormonorndeckue teopud Muna n Kymn st
TOTO, YTOOBI MPE/UIOKUTh MOJIENb, KOTOpas Mpe/iaraeT MOHMMaHHe TOT0, KaK 00pa30BaHHE MOXKET BIIHATH
Ha Pa3BUTHE WHANBUIYaNbHOI NACHTHIHOCTH Yepe3 OOIeHHe.

Kniouesvle cnoga: pazeumue nuunocmu, UOeHMUYHOCMb, COYUATUZAYUSA, 0OPA308AMeENbHbI OUCKYPC,
KOMMYHUKAYUU, MOOETU KOMMYHUKAYUU, UHOUBUOYATbHASL MOOETb UOEHMUYHOCTIUL.
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Abstract

Starting from John Dewey's concept of reform pedagogy, this work addresses the question of how the
relevance of communication can be demonstrated in an educational concept for the development of learners'
identities. In the 21st century, the importance of communication and the individuality of learners have
become increasingly relevant in educational research. However, there is still a lack of a comprehensive
concept that explores the extent to which communication influences an individual's identity.

To delve into this topic, the paper initially focuses on communicative action (Jiirgen Habermas) to
introduce the role of society in shaping identity through morality. The societal level is juxtaposed with the
level of the self, drawing on the works of George Herbert Mead and Charles Cooley. These scholars
illuminate both interpersonal communication and communication within an individual's self and their impact
on identity formation. With this knowledge and an understanding of the dialectic relationship between self
and society in identity formation, the paper demonstrates the potential for education to influence the process
of identity development through communication in the teaching and learning process.

The developed "Model of Identity in an educational discourse of communication” illustrates the
interplay of these two levels through their subsystems. It describes how education, particularly through its
institutional embodiment in schools, can intervene in and positively affect the process of identity
development through communication. In summary, this work explores the nexus between communication,
education, and identity development, drawing from Dewey's pedagogical ideas and the sociological theories
of Mead and Cooley to propose a model that offers insights into how education can impact the development
of individual identities through communication.
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Introduction (relevance, purpose, outcomes):

In the modern world the role of communications and sources of information are of highest
importance. The information and communication are controlling the mindset of a person.
Especially social media and social networks are defining the priorities of a person in society. In
order to understand how social communications are influencing a person, how they can have an
impact on development of a person and how they define identity construction, we should start to
study peculiarities of communication and communicative nature of a person. We should
understand how some communication sources have an impact, but others not so much? Why and
how communications influence identity construction starting from educational processes?

To answer these questions, we aimed to explore communicative development of Identity and
impact of social communications in education processes.

In the process, we were able to formulate a model of identity based on the theories of identity
development by George Herbert Mead and Charles Cooley. This model highlights that the
development of identity is strongly dependent on both self-communication and interaction with the
social environment. Drawing upon Dewey's insights on communication as an educational activity,
we have seamlessly integrated pedagogy into this model. This integration underscores the role of
educational science in shaping identity through communication.

Current research and publications related to the problem.

At the core of John Dewey's educational theory lies the principle of indirect education.
According to Dewey, children do not necessarily need to be educated, as they can engage with
things that are interesting and relevant to them on their own [6, p.209]. In his eyes school must
help students in three equally important categories:

e Natural development (1) involves children recognizing and satisfying their individual
needs and dealing with their strengths and weaknesses.

e Social competence (2), encouraging students to freely participate in social life, engage
reflexively with the environment, and enjoy both vocational and political education.

e The individual "culture" (3) of children, which involves unfolding and developing their
own identity and the drive to assimilate new ideas into it.

Dewey further identified four groups of interests shared by all individuals by nature [6,
p.207]. Each child is interested in social interaction (1) with other individuals. Children want to
express themselves through gestures, play, and imagination (2), constructing something in the
process and want to discover and understand the world around them (3). The fourth common
interest is expressive action (4), through which they express and refine themselves, invent new
ideas, and incorporate them into their identity.

With these goals and methods in mind, it's clear that children's participation in school played
a crucial role for Dewey [6, p.208]. He believed it was essential for these principles to be practised
in schools. Children should communicate, participate, and cooperate to practise and train for the
goal of a just social democracy in the "society in the making™ of the school. The role of the teacher
should not be excluded from this process. They should be integrated into the class system and plan
their teaching and content through communication with the children, making it interesting and
relevant for all involved parties, without neglecting fundamental didactic plans. This way, the
teacher becomes a mediator between the students and the school system, aiming for mutual
satisfaction.

Dewey views action as mutual communication between the actor and the environment, in
accordance with a Darwinian perspective [10,p.48] and further considers the social sphere as a
realm of experimental actions but does not provide an explanation for the specific impact of
sociality on action. [10, p.52].

Also, in Person-Centred Psychotherapy, the personal identity of clients is a central concern
that is addressed. It is based on a concept of the self-determined, emancipated subject that seeks
self-realisation. Identity is divided into three aspects: every individual's identity is constant (1),
coherent (2), and unique (3) [5, 361/376]. The therapist's role in therapy is to make their own
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person understandable and relatable to the client through interaction. It goes beyond just
empathising with the client, as the therapist also shares their own perspective. In doing so, the
therapist intervenes in the process and helps the client's personality and identity develop through
the opportunity for reflection. [5, p.370]

While Dewey's concept of education did not fully prevail, the core idea has remained relevant
to this day. The role of communication in the classroom has become increasingly important [8,
p.210]. What can we learn from the relevance of these communicative concepts for education in
terms of identity development?

In the following | will discuss a Model of Identity in an educational discourse of
communication based on Habermas theory of communicative actions as well as on Charles Cooley
and Georg Herbert Mead. The idea behind this model ist to offer education a place to anchor its
efforts to shape and educate the identity of its students.

communicative action

Drawing from Mead, Kant, and other universalist moral theories, Habermas assumes a
general moral concept that asserts any action claiming to be moral must be based on a perspective
that represents the interests of all affected parties [3, pp.141-142]. Moral norms are those that
represent the general interests of society. This, in turn, implies that any action guided by morality
is determined by the entire society. However, not every action is of such importance that it can
represent the interests of all, but it must garner the rational agreement of all members regulated by
the applicable norms of the intersubjective system involved.

Actions thus always arise within a context of moral obligations towards society. Moreover,
they are situated within a social structure. Thus, language itself serves the purpose of promoting
socialisation by generating mutual understanding. However, the desire for socialisation itself arises
from a desire for sociability. Society, therefore, serves as the fulfilment of the desire for
sociability, and morality serves as a tool to stabilise society to counter the danger of dissolution.
This leads to the development of a communicatively generated intersubjective system.[3, p.143]

They are always in discourse with the interests and ideas of others. Even one's own needs can
only be recognized and interpreted through the knowledge and socialisation of others. Habermas is
referring this discourse to the communicative ethics by Mead. Communicative action is based on a
universal discourse of formal linguistic communication. Normative validity approaches, such as
morality and ethics, depend on communicatively achieved consensus. Therefore, ethics itself is to
be seen as communicative ethics, internalised by individuals through an understanding of the
interests of others [3, pp.145-147]

To speak of communicative action, language must be presupposed in addition to norm-
regulated action [2, 134], that is, action according to certain norms. In language, the actor's
worldview is reflected, which is mediated by the interests of the action. Thus, the rationality of
action comes into the perspective of the actor, who must ask themselves to what extent the action
is justified intersubjectively in society. To convey this understanding, a consensus must be
assumed between the communication parties [2,p.141].

Habermas views language as a combination of teleological, norm-regulated, and
dramaturgical action, which all have reference to at least the objective world [2, p.142]. This is
further subdivided into bodily movements and operations that carry out the actions[2, p.144].
Bodily movements encompass all causal movements, such as the movement of the vocal cords,
tongue, lips, as well as hand movements in writing or playing music. These are in themselves
primitive basic actions.[2, p.145] In contrast, operations cannot stand alone but are always enacted
within other actions. They manifest through individuals' thinking and speaking and are established
and prescribed by external constructs. [2, p.147] For instance, pressing a piano key is a bodily
action, but to play a specific piece, the operational action must be invoked to press the keys in the
correct sequence and tempo. Operations on their own do not directly interact with the environment
[2, p.147].

Habermas advocates for the theory of communicative action as significantly relevant to
explaining ego development and familial socialisation [3, p.567]. By moving away from super-ego
structures that shape the individual, towards communication and discourse-driven socialisation,
education is no longer a pulling process but rather an individual shaping process. Communicative
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infrastructures are formed in the individual's life, where socialisation is developed in the form of
communicative action [3, pp.568-569]. Because of that, the family's socialisation structure is both
demanding and vulnerable. Through contact with the outside world, irritations arise, and with
them, the potential for conflict in the family, as the child is confronted with identity, moral, and
behavioural structures external to the family, which influence the child's actions and development.
To transition from the family environment to the development of the self, Habermas turns to
Freud’s social psychology . Habermas thus explains the end of Freud's drive theory but not Freud's
work itself [3 ,pp.570-571]. Habermas views Mead's extension of Freud through communicative
action as a valuable framework for social psychology. Communicative action replaces drives with
interaction history and identity formation, emphasising the intersubjectivity of the actors. Through
the approach of communicative action, ego psychology and object relations theory can be
incorporated. However, Freud's theory of defence mechanisms remains intact. Communicative
action can provide a connection here, aiming to explain communication barriers and disorders at
an intersubjective level. This also involves the preservation of conscious and unconscious conflict
resolution mechanisms between the inner and outer worlds of the individual, which can be
explored through the theory of communicative action.

Influence of Communication in human development

Charles Cooley argues that the foundation for the possibility of living in a society lies in the
ability to share one's own thoughts and to understand and empathise with the thoughts of others [1,
p.93]. This requires perceiving the same things with one's own senses as others and attributing the
same symbolism to what is perceived [1, pp.94-95]. This seems to be more straightforward at first
thought than it actually is. Since every individual is unique in their imagination, their perceptions
and explanations of the world are also unique. To create a common basis from which it is possible
to share thoughts and understand those of others, a compromise of these individual worlds is
necessary. This coming together is not a passive process; it requires the willingness of those
involved to approach each other, rather than merely coexisting. This willingness to understand is
supported, before the possibility of communication, solely by the desire to participate in society.
This participation is expressed through the willingness to experience the world as the other does,
simultaneously setting natural limits on exchange that cannot be regulated by shared perceptions
alone but require artefacts to facilitate communication. For example, it is not possible to feel
physical pain exactly as another person does. The limits of shared perception are determined by
physical contact alone, driven by the external senses of the body. Thus, pain and psychological
stimuli remain private, as the physical character of perception is lacking. Such sensations can only
be approximated through shared memories and shared symbolism. It is only through assuming that
the other person has the same understanding of the word "stabbing," for example, that it is possible
to describe pain as such.

Cooley refers to this mechanism of creating a common reality with shared artefacts and
perceptions as communication [1, p.101]. It includes language, facial expressions, body language,
emphasis, as well as tools such as telegraphs or telephones that support intersubjective exchange,
as well as artefacts and symbols subject to common interpretation. All these aspects of
communication shape humans as social beings. Learning communication continually develops
human existence and allows for self-development. There is no clear boundary between
communication and the external world, as ultimately everything can be used as an artefact of
communication, yet still exists outside of communication. In their imagination, humans are unique,
consciously perceiving the world. However, without the possibility of creating a social truth, they
lack the ability to progress and remain in a state without sense and consciousness[1, p.102]. It is
trapped in the here and now, cut off from traditions, symbols, and institutions, all of which arise
from the spirit of intersubjective communication. Communication becomes a tool to accomplish
things that would never be possible alone, drawing upon the social knowledge and experiences of
entire generations which has impact on every individual and develop humanity itself. [1, p.103]

General education is inseparable from societal development. For example, the requirement
for the population to learn reading and writing has become increasingly important over the past
centuries. More recent examples include soft skills for working with computers or the expected
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knowledge of English for better international interaction. Thus, the communication skills of
individual individuals must also be continuously improved and developed in order to be a
functional part of society. This is where pedagogical activity comes into play in the eyes of
Cooley, preparing individuals for their future role in society and providing them with the necessary
content for communication tailored to their individual needs, which is anchored in social
knowledge. For example, it is socially accepted what skills a scientist should have and what must
be imparted to a person for them to be called a scientist. [1, p.107]

The task of pedagogical activity to expand this social knowledge also includes the expansion
of a common moral compass and an understanding of human behaviour, without excluding people
based on their "race," class, or nationality, in order to further cultivate a sense of shared humanity
and thus advance communication on individual and societal levels [1, p.108].

The concept of social knowledge is central to Cooley's theory of social development and
communication. Knowledge can be seen, according to Cooley, as an organic evolution that allows
individuals to adapt to their environment and gain power over environmental conditions. These
environmental conditions can be broadly divided into two factors: the material environment, which
includes all sensations, and instincts, and the social environment, which depends on
communication. Knowledge itself needs to be further divided into material knowledge, which
arises from contact with the material environment, and social knowledge, which arises from the
process of communication and interaction with the social environment. [1, pp.110-111] In the
context of this work, the primary focus is on social knowledge, particularly on how
communication plays a role in the development of social knowledge. It's important to note that the
two levels of knowledge, material and social, are not strictly separable, and communication also
affects the perception of the material level.

When an agreement has been reached at the material level between actors, it is verified and,
thus, cumulatively built, leading to scientific progress. However, knowledge at the social level
requires repeated verification and review. The question that arises in this work is how cumulative
material knowledge about the social environment can be transmitted to a child or another new
actor in the system through pedagogical communication [1, pp.112-113].

Explaining this through the example of a child is fundamental because no other set of
knowledge has already been internalised. The child is born with the evolutionary foundations to
perceive the environment similarly to adults, possessing the potential to acquire social emotions
and intelligence. The integration of the child into the social network of society is a lengthy process
in which knowledge grows in the human or social mind. This process, based on James Mark
Baldwin's concept, is called the dialectic of personal growth. It's based on the innate drive that
accompanies every human from birth: to react to stimuli from other people. Children respond to
facial expressions, language, gestures, as well as writing, symbols, and objects. Each reaction
elicits a counter-reaction, which, in turn, generates a learning effect. [1, pp.113-114].

As already mentioned, communication relies on shared artefacts that can be perceived
together. However, in many aspects of social knowledge, this is not possible. It's impossible for
the child to dive into the inner world of another person and perceive the inner state of the other as
they do themselves [1, p.115]. While material knowledge is tangible and verifiable, social
knowledge is, to a large extent, behaviourist. It is learned and executed without the ability to
develop a profound understanding of its core. Social knowledge is thus anchored in a socio-mental
complex through which individuals simultaneously live outwardly and inwardly.

This complex cannot be directly examined due to its dual nature. However, the process is
expressed in the individual's mind through their actions and behaviour, making the processes
measurable to some extent. Even the most inner thoughts and emotions are conveyed outwardly
through symbols in communication, influencing language, gestures, words, etc. This symbolism is
characterised by the behaviourist nature of social knowledge and is thus present in the practice of
constant self-control [1, p.117]. The individual continually checks whether the symbols used in
communication have the desired effect on others, ensuring that they understand the actor's
thoughts, which exist only in the actor's consciousness .

Through methods borrowed, among others, from psychoanalysis, pedagogical
communication can verify social knowledge by using qualitative methods to work out social
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knowledge through memories and introspection. This process supports the development of the
individual [1, p.119].

Social self

George Herbert Mead, in his work "Mind, Self, and Society,” also emphasises
communication as a fundamental tool for humans to develop an identity and group identity (e.g.,
society). He agrees with Cooley that the basic motivation for forming a community lies in the
desire for participation in the group [9, p.299]. For this to happen, one's own identity must be
compatible with that of others, and a self-awareness of the self, which Mead calls the "self," is
achieved through interactions with others.

Since Mead's fundamental assumption is nearly identical to Cooley's, it is possible to
seamlessly integrate Mead's theory with Cooley's and explain identity as the self from Mead's
social-psychological, behaviourist perspective. This will help build a comprehensive framework
for understanding identity formation as a result of communication, even though the focus of the
work remains on identity formation through pedagogical communication.

Mead posits that humans are not born with an identity but develop it over the course of their
lives through the accumulation of experiences [9, pp.177-178]. These experiences are initially
encountered and then organised within the individual, evaluating their value for personal
development, which subsequently influences identity. The organisation itself is supported by the
existing identity. This means that individuals are always confronted with everyday experiences,
which they integrate into new experiences within their social context based on their past
experiences.

Mead emphasises the duality of identity as both an object and a subject. The ability of
individuals to be self-aware and know their own personality requires them to view identity from an
external perspective as an object. Simultaneously, identity exists beyond individual awareness,
manifesting itself through memories and imagination, entirely detached from the object of identity
or the individual's body. Interaction creates a two-way communication with others and with
oneself through significant symbols. Only through communication as part of behaviour does
identity enter the subject and become separated from the purely intelligent being. It is only through
reactions to communication in dialogue with the self that an idea of the self-object is formed,
which must take a position in the situation. The individual is no longer merely an entity but
positions themselves in their environment [9, pp.171-181].

The existence of identity as an object is a reflection of societal structure and arises from the
individual's societal experience [9, pp.182-183]. Once identity has been developed, it generates its
own societal experiences. Reactions from communication partners based on words and gestures
used in communication determine whether an action is accepted within the societal circle, allowing
the actor to control and verify their identity and the process itself during communication. Actors
consider what to say and how it will be perceived by others, simultaneously reflecting on how this
statement will be received by others. The reactions of others serve as the second verification cycle
for the actor's identity in the social environment.

Every identity is preceded by communication. This communication, in turn, can only occur
through clear symbolism as general concepts. It is assumed that the other person shares the same
understanding behind the symbol as the actor. If internal and external communication did not use
the same symbolism, it would be incomprehensible to the other level. In addition to the
universality of symbolism, the act of playing plays a crucial role in identity formation [9, pp.192-
193]. Children project themselves into Roles. Through play, children can organise reactions they
see in themselves or others, generating a clear image of the role they are playing. In the phase of
imitative play, the child takes on various roles, such as mother or police officer, exploring the role
that elicits specific stimuli and responses. In this phase, the child speaks to themselves in the role,
triggering in themselves the same stimuli that another person has triggered in them, thus creating a
clear image of the role and further of role construct by constructing several of these roles and
letting them interact. For example, the child, in their role as a mother, addresses themselves in the
role of the child, generating stimuli in one role that affect the other, and vice versa. This phase is
further developed in the next phase. Playing in a group (e.g., mother-father-child) leads to the first
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encounter of the individual's role concept with those of other children. To enable functional play,
the generated stimuli from the roles in the playing children must be aligned. These confrontations
between individual role concepts reveal to children the depth of roles for the first time. A mother
can be not only one thing or the other but can also be both and much more.

Following imitative play, Mead names an advanced form called organised play (game) [9,
pp.193-194]. In this form, each participating role has clear characteristics that the children must
agree upon, and each child can assume any of these roles. For example, Mead mentions the game
of hide-and-seek, in which the roles of the hunter and the hiding individuals are clearly defined,
and the rules governing the actions each role can take are clearly specified. Children can no longer
freely switch and adapt their roles as they did in the first variant but are part of an organised
system in which they must fulfil the role's actions to successfully play the game. Additionally, they
are aware of the actions of the other roles, so they can react to how those roles behave. These
actions are defined by rules that children can refer to in order to prevent problems and test
communication between roles and the stimuli triggered, not just within themselves but also with
the other children. This type of play represents the transition from the playful adoption of a role to
embodying an organised role, which is crucial for the development of identity awareness.

The main argument in Mead's theory of identity formation takes place between the two
aspects of identity "I" and "me" [9, pp.236-238]. Mead demonstrates that individuals are not only
in interaction with their social environment through symbols but also in interaction with
themselves. The self is under constant dialogue between their own image of the situation and the
intersubjective role. This self is the consciousness, the objective part of identity. The "I" is the
subjective part of identity, and the "me" is the social group's role expectations for the actor. Only
through the interaction of these two factors can the actor's consciousness (“'self") develop, enabling
them to react not just as a human being or an idealised role but as a self-aware being capable of
responding in their social environment and continuing to develop.

Charles Cooley's "Looking Glass Self* concept complements Mead's theory of identity
formation by focusing on the role of significant others in self-development. While Mead
emphasises that self-interaction and reflection on the self are crucial in identity formation, Cooley
highlights that the perception and expectations of other people, especially significant reference
figures, play a central role in shaping the self.

While Mead assumes a natural awareness of the self, Cooley speaks of a differentiation of the
self from others. The "I"" begins where the other ends, meaning that any mention of the "I" has an
impact on the other. Without the other, the "I" loses all significance. The social self is different
from the "1" due to its monumental character. While the "I" is limited to the here and now and the
associated activities and self-definitions ("I am hungry"), the self serves a higher function. From a
system of internalised ideas incorporated into the "I" through communication, an idea of the self is
formed. This stimulates the process of differentiating the "I." Now, the perception of the "I" is no
longer rudimentary; instead, it is determined by the overarching self. The "I" becomes an
executive agent of the self, with the self being referenced in every action of the "I".[1, p.161]

Since the ideas that constitute the self are originating from external communication, the self
does not emerge as an actor's internal construct. Instead, it reflects how the actor should be seen by
other actors. Cooley refers to this as the "looking glass self"[1, p.164]. It reflects how the actor
exists in the imagination of the generalised other and includes three primary aspects for the actor:
the idea of how the other perceives them (1), the idea of how this perception is judged by the other
(2), and a self-feeling about whether the actor feels proud or dissatisfied with the other two aspects
(3). Consequently, the person with whom the actor interacts determines which behavioural patterns
the actor exhibits. For example, the actor feels shame when feeling fearful next to a courageous
person but feels pride when mirroring the role of the courageous one and thereby fulfilling
(imagined) expectations.

However, the actor is not entirely passive in shaping their self [1, pp.170-171]. Even though
communication incorporates ideas into the actor that they must fulfil to meet the expectations of
others, it is up to the actor to decide which individuals they do not want to disappoint in specific
role models. Social bonds play a role in shaping the self [1, pp.172-174]. While a child does not
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want to disappoint their parents or friends, the opinions of third parties often hold less value. It
may choose an action that fulfils the expectations of their immediate environment, even if it
disappoints the more distant surroundings. Children, in particular, show incentives to fulfil the
expectations of individuals important to them, hoping to receive attention and affection in return.

Communication as educational activities

According to Dewey, schools must depict real life and simplify it for children to make the
complexity of the world more understandable for them. Furthermore, the real world must be
cleansed of all unwanted behaviours to teach children only socially desirable behaviours, enriched
through new experiences, to provide children with insights beyond their family environment and
social class, enabling them to learn various methods for coping with everyday life across all social
levels. This can be achieved through a restructuring of education towards a problem-centred
presentation of aspects of real life, in which children are encouraged to identify questions and
solve them independently. [8, pp.205-206]

In the field of education and educational science, various methods of transmitting knowledge
can be considered: explicit communication (1) is focused on knowledge transition and person-
centred with a shift of power towards the teacher. [7, pp.607-608]. In a socially embedded form
the second method is the hybrid knowledge transition (2) The transmission is highly adaptable to
the dynamics of the learners, who share information with others through socialisation,
entertainment, self-presentation, or play without a power shift on any side. The communication's
main purpose is not solely knowledge transmission but is interwoven with the pragmatic purpose
of communicative activity. [7, pp.608-609]). The third method of knowledge transmission relies
on asynchronous communication through a media-based form of knowledge transmission (3). The
power lies by the learners, who are accessing, per example, journal article which they find
interesting.[7, p.609]

To transition from knowledge transmission to pedagogical communication, it is necessary to
clarify the fundamental concepts of pedagogical communication. In this context, the recipient of
communication is considered a person, symbolising social communication. The person is
explicitly distinguished from the individual because the individual, as a human, is not reachable by
the education system. [6, pp.201-202] The concept of the individual here corresponds to Mead's
definition of the "I" as a social psychological construct. The person, or the personification of the
human, is seen as the goal of education, constructed from the individual within the process of
socialisation. The three construction features relevant to communication are memory, motivation,
and coping with the double contingency of the person[6, p.203]. Double contingency describes the
interaction and mutual influence within communication/interaction. While communication focuses
only on the person, pedagogical communication refers to both the individual and the person [6,
p.204]. Although the individual is not malleable by pedagogy, it is included as part of pedagogical
communication. Thus, the person, as the social exterior of the human, connects the social world
with the "I" (self), and the person holds the same significance as the "self" in Cooley's theory or
the "me" in Mead's theory. Therefore, the question in pedagogical communication is not to what
extent the individual is excluded from communication but rather how it influences the formation of
the self.

The activity of communication in the pedagogical context is divided into two parts. The
operation of pedagogical communication focuses on the process of mediation and the process of
acquisition [6, p.205]. To address the challenge of the individual as a participating but unattainable
actor in education, the duality of communication is emphasised. Mediation is anchored in the
communication of the social system that affects individuals. Mediation is asynchronous with
acquisition, as acquisition can only occur after mediation.[6, pp.206-207] Furthermore, acquisition
can be understood as the socio-psychological reaction of individuals to mediation. This leads to a
goal for pedagogical communication, where mediation must be oriented towards acquisition to
best support the individual's absorption of knowledge. However, acquisition must also be
distinguished from itself since it originates from both the individual and the person. Individual
acquisition is not visible to the communicator and emanates from the individual. Communicative
acquisition originates from the person and is the direct goal of mediation. Communicative
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acquisition and individual acquisition, like person and individual, must be distinguished on one
hand and yet are closely interconnected on the other, like two sides of a coin, allowing indirect and
limited targeting of the otherwise unattainable individual. [6, pp.208-209]

The third process in the pedagogical communication process is selection, which serves as a high-
level-process encompassing mediation and acquisition while it connects pedagogical communication
with society [6,210]. Fundamentally, selection involves choosing which information to mediate and
how to receive that information. Selection is influenced by its social environment and, thus, is shaped
by socialisation. In acquisition, selection is contingent on the content of mediation and is a consequence
of mediation. Self-evaluation through external referencing of social norms is conducted to verify the
person's acquisition (reflection). [6, pp.211-213].

In the context of education, the goal of pedagogical communication is to shape the life course
from childhood to adulthood [6,216]. Pedagogical communication is necessary to personify the
individual. it aims to connect the individual with society, thereby developing a social identity that
enables the person to continue interacting and communicating.[6, p.217] The person's biography is
part of the life story, describing self-referential aspects of the person’s past situations. The biography
represents the ongoing process of the person, while the career represents the mediating process of the
social world. The key difference is that both the person and the social world are snapshots, while
biography and career represent processes underlying these snapshots. [6, pp.218-225].

Pedagogical communication occurs where knowledge is not comprehensible to learners
without pedagogical assistance or where learners doubt the knowledge content and is not solely
focused on content transmission but deals with the processes of mediation, understanding, and
reflection of these aspects[7, p.610]. Therefore, pedagogical communication is not content-specific
and can be applied with various contents repeatedly. In its rudimentary form in daily life,
pedagogical communication is described as fleeting, rudimentary, and network-like. It emerges
among other forms of communication and
transitions into them. The focus lies on the
ambiguity of knowledge as a productive force society
for development and accordingly evolves

within a network of actors, influenced by | l |
them. [7, p.613] ' _ '
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as learned deliberate movements, are subject to communicative ethics. This means that actions are
subject to ethics in terms of communicating with the means (language and artefacts) understood by
other members. Communicative action always targets the other, and the expected interpretation of
the other regarding one's own action which is either confirmation or falsification. The role of
pedagogy is, in this cycle, through pedagogical institutions (in this case - schools) and activities, to
support the individual. Pedagogy should intervene in communicative action to support the
perception of the other and the reflection of the reaction and one's own actions, thereby promoting
identity development.

The institution that acts pedagogically must consider what knowledge (selectively) it wants to
convey, how this knowledge will be transmitted, and how the acquisition of knowledge can be
supported. These institutions intervene in the subject's experiences and attempt to reduce the
complexity of reality there to facilitate learning from experience. At the same time, pedagogical
institutions directly influence the individual to support their development and unfolding of the self
as a constant, coherent, and unique subject.

Conclusion. Pedagogical communication activities must consider the development of
identity, social skills, and self-knowledge. Identity develops through imitation and reflection, and
the articulation of needs is crucial for integrating new knowledge into one's identity. If needs are
not clear, discrepancies may arise, as hidden needs cannot be effectively communicated. In
pedagogical communication, the socio-cultural background and interests of learners should also be
considered. Humans are intelligent beings with the potential for identity but do not inherently
possess one. It is through communication with others within the societal system, governed by
norms and practices, that individuals can form an identity. It can be concluded that pedagogical
activity can address identity development on two levels. On one hand, it is essential to provide
feedback to the child to encourage development on the interpersonal level. On the other hand, it is
necessary to help the child communicate with themselves and become aware of their self, needs,
and perceptions.

In pedagogical communication, the focus is not just on conveying knowledge but also on
how communication needs to be structured to reach the "I." To reach the "I," three aspects must be
considered: memory, motivation, and dealing with the double contingency of the individual.
Different forms of knowledge transmission can be employed, either in rudimentary forms or in
organised structures. The most crucial tool for knowledge transmission is the learner's ability to
reflect, allowing them to integrate newly acquired knowledge into their identity and further
develop it.

References

1. Cooley, C.H. (1998). On self and social organization. University of Chicago Press, Chicago.

2. Habermas, J. (2019a). Theorie des kommunikativen Handelns. Volume 1. 11th Edition. Suhrkamp
Frankfurt am Main

3. Habermas, J. (2019D). Theorie des kommunikativen Handelns. Volume 2.
11.Edition. Suhrkamp Frankfurt am Main

4. Heyting, F. (2004) Pragmatische Préasuppositionen als Indikatoren pédagogischer Reflexion. In:
Lenzen, D. (Ed.): Irritationen des Erziehungssystems. P&dagogische Resonanzen auf die Systemtheorie.
Frankfurt am Main: Suhrkamp, pp.88-121

5. Finke, J. & Stumm, G. (2012). Identitdt aus der Sicht der Gesprachspsychotherapie. In: Petzold,
H.G. (Ed.). Identitét. VS Verlag fur Sozialwissenschaften Wiesbaden. pp.361-378

6. Kade, J. (2004): Erziehung als pddagogische Kommunikation. In: Lenzen, D. (Hrsg.): Irritationen des
Erziehungssystems. P&dagogische Resonanzen auf die Systemtheorie. Frankfurt am Main: Suhrkamp, PP.
199- 232

7. Kade, J. & Seitter, W. (2003). Von der Wissensvermittlung zur pédagogischen
Kommunikation, Zeitschrift fir Erziehungswissenschaft, 6(4), pp. 602—617.

8. Knoll, M. (2018). John Deweys péadagogischer Reformimpuls. In: Barz, H. (eds) Handbuch
Bildungsreform und Reformpadagogik. Springer VS, Wiesbaden. pp. 203-216

9. Mead, G. H. (2020) Geist, Identitat und Gesellschaft. 19. Edition. Suhrkamp Verlag

68



10. Nungesser, F. & Wéhrle, P. (2013) Die sozialtheoretische Relevanz des Pragmatismus — Dewey,
Cooley, Mead In: Osterreichische Zeitschrift fiir Soziologie 38(3), pp.43-71

Honyueno: 01.11.2023 Received: 01.11.2023
Paccmompeno: 06.11.2023 Reviewed: 06.11.2023
Ipunamo: 10.12.2023 Accepted: 10.12.2023

Journal *’Education in the 21st Century’’, Vol1-10/2/, 2023

@006

This work is licensed under a Creative Commons Attribution-Non Comercial 4.0
International License

371.134 https://orcid.org/0000-0003-1007-9560 DOI: 10.46991/ai.2023.2.69
https://orcid.org/0000-0002-4757-6459
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Xapvkosckuil HAYUOHANLHBLIL YHUBEPCUMEN 6HYMPEHHUX Oell, YKpauHa,
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Bapaniok Mapuana
Kanouoam ¢usuxo-mamemamuueckux Hayk, cmapuiuii npenooasameiv,
Hayuonanvuvlii papmayeemuueckuil ynueepcumem, Yxkpauna,
Marchenko_8@ukr.net
AHHOTALUA

Lemnpto mccemoBaHust ABISETCS ONpENeNieHHE CTETIEHH BO3ACHCTBUS (PakTOpoB 00pa3oBaTEIbHOM
cpellbl BBICIIErO y4eOHOTO 3aBeleHHsi Ha Tpouece (GopmupoBanus mnpodeccuonansusix (Hard Skills) u
cormanbshbix (Soft SKills) komnerentHoCTel Oymymux crieUanucToB. AKTYyalbHOCTh CTAThH 3aKIIFOYAETCS B
OIpe/ieNIeHNH TOTEHIMana o0pa30BaTEeNbHOM Cpelbl BBICIIETO Y4eOHOrO 3aBEeleHUs KaK BO3MOXKHOCTH
npeoOpa3oBaHusl BHEIIHWUX IEJarOTMYEeCKUX BO3JACHCTBUH BO BHYTPEHHIOIO CTPYKTYpY JIMYHOCTH, e€e
MHTEJUIEKTyaIbHOE, MOpaIBHOE, TyXOBHOE, (pr3nueckoe pa3BuTre. HaydHas HOBH3HA CTaThs 3aKJIIOYAETCS B
KOMOWHHMPOBAaHHOM XapaKTepe Hay4YHO-IIeJarornueckoro HCCIIeOBaHus, IOCKOJbKY padoTa COAEPKHUT
TEOPETHYECKUE HayYHbIE MOJOKEHHUS, KOTOPhIE KaCAIOTCs CYIHOCTH KIIIOYEBBIX MOJIOKCHHH MCCIIEIOBaHHS
(oOpa3zoBatenbHast cpena, npodeccHoHaNbHas, CONUaNbHAs KOMIETEHTHOCTh, CIEMUANIICT U Jp.), a TaKKe
KauecTBEHHbIE 000OIICHNS Pe3y/IbTaTOB (haKTOPHOTO aHAIM3a SMITUPUYECKUX JAHHBIX, KOTOPBIC MOJIYYECHBI
BCJIEJICTBUE M3YYCHHUs KOIMYECTBEHHON XapaKTePUCTHKH BIMSHHUS (PAKTOPOB BHYTPEHHEH MCHXOJIOTHYECKON
Cpelbl M BHEITHEro 00pa3oBaTelbHOTO IPOCTPAHCTRA.

JlokazaHo, 4TO 0Opa3oBaTeNbHasl CpeAa BBICHIErO Y4eOHOro 3aBeleHHsS] CIIOCOOCTBYET HAIOJIHEHUIO
9THKO-3CTETHYECKIUMH, TNPO(PECCHOHABHO-KYIbTYPHBIMH, KOPIOPATHBHBIMU LEHHOCTSMH akKCHOC(hephl
CyOBEKTOB 00pa30BaTENIbHOM e TEIbHOCTH, CTUMYJIUPYET TPYIIOBBIE HHTEPECH], yCUIINBaeT GopmansHoe 1
MEXJIMYHOCTHOE B3aHMOJCHCTBHE, MOMOTaeT YCBOCHHIO COLMAIIBHOTO OIbITa HMPHOOPETEHHIO Ka4ecTs,
HEOOXOAMMBIX HYENOBEKYy I JKM3HM W JUIS TOrO, YTOOBI COCTOATHCS B THpodeccun, obecrneynBaeT
BO3MOXKHOCTh TIPHOOpeTeHUs 00IUX (KIIOYEBBIX) W MPOPECCHOHANBHBIX KOMIIETEHTHOCTEH B TyMaHHTap-
HO#1, COL[MANIBHOI, €CTECTBEHHO, HHKEHEPHO-TEXHUYECKOH chepax. AKKYMYJIALHMS IMINPUYECKHX JTaHHBIX
OCyIIEeCTBIATACh B Ipoliecce HaONIOAEHHUs 3a Tpynmoil cryneHToB (N = 925): ompocoB, aHKETUPOBAHUS,
TECTHPOBAHUs, HMHTEPBBIOMPOBAHUs. Pe3ynbTaTel HCCIEJOBaHUS IeJecO00pa3sHO yduecTh B Ipoliecce
IMOCTPOCHHUA U p€ain3alilii MOAECIU BbIITYCKHUKOB BBICIIIUX y'-le6HbIX SaBeﬂeHﬂﬁ.

Kniwouesvie cnosa: svicuiee yuebnoe sagedenue, cneyuaiucm, obpazosamenvHas cpeoa, Gaxmop,
KOMREMEHMHOCb.
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