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Pregledni naucni rad

OBRAZOVANJE GLUVIH I NAGLUVIH OSOBA KROZ ISTORIJU?
Apstrakt

Pitanje kvalitetnog obrazovanja za svu decu pokretalo je brojne teorijske i prakticne
rasprave mnogih ucenih ljudi, promene zakona i reforme obrazovnog sistema u celini. Posebna
paznja je usmeravana na obrazovanje i vaspitanje dece sa smetnjama u razvoju, samim tim i
gluve i nagluve dece. Stvaranje uslova za jednako i kvalitetno obrazovanje dece sa smetnjama
U razvoju predstavlja obavezu svakog razvijenog drustva. Predmet ovog rada je istorijat
obrazovanja gluvih, od pojedinacnog poducavanja, osnivanja prvih privatnih skola, do
otvaranja drzavnih Skola i uvodenja inkluzivnog obrazovanja. Ukazano je na specificnost
nastavnih metoda koje su u njima koristene, kroz analizu i prikaz obrazovanja gluvih kroz
istoriju, uslove i razlicite drustvene kontekste. Pitanja pristupacnosti i ukljucivanja u redovno
obrazovanje su centralna u diskusijama od najstarijih vremena, sve do danas. U radu je
koristena deskriptivna metoda, koja je zasnovana na analizi i sintezi literature strucnjaka iz

oblasti obrazovanja gluvih i nagluvih.

Kljucne reci: obrazovanje, skole za gluvu i nagluvu decu, znakovna metoda, oralna

metoda, kombinovana metoda.
Uvod

Obrazovanje kao drustvena pojava stara je koliko i ljudsko drustvo i usko je povezana
sa drustvenim strukturama odredene epohe. Sama istorija obrazovanja gluvih predstavlja
evoluiraju¢e razumevanje ljudske komunikacije i njeno prilagodavanje razvoju drustva. Od

drevnih civilizacija do modernih vremena, put obrazovanja gluvih prosao je mnoge prekretnice,

! irinakljajic@gmail.com
2 Diplomski rad. Mentor: prof. dr Renata Skrbi¢
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oblikovane kulturnim, tehnoloskim i obrazovnim napretkom. Od vremena kada su odbacivani
ili zbrinjavani u manastirima, srednjeg veka kada su iskoriStavani kao jeftina radna snaga
(Savi¢, 1973), do budenja svesti kod humanih pojedinaca 0 potrebi socijalne integracije gluvih
osoba. Preko pokusaja individualnog obucavanja gluvih, od Ponsa de Leona, prvih privatnih
Skola za gluve, poput 1 > Epeove, do otvaranja prvih drzavnih Skola i zavoda. Ovaj evolutivni
put odrazava ne samo teznju da se omoguci komunikacija i obrazovanje gluvih osoba, ve¢ i
Sire drustvene promene u percepciji i inkluziji. Istrazujuci istorijski aspekt obrazovanja gluvih,
otkrivamo bogat niz savladanih izazova, prihvaéenih inovacija i osnazenih pojedinaca. Citav

ovaj put napretka proslo je i obrazovanje gluvih u Srbiji.
Istorijski osvrt na poloZaj i obrazovanje gluvih u starom veku

U prvobitnoj ljudskoj zajednici ljudi su svakodnevno morali da se bore za opstanak.
Polozaj gluvih osoba u takvim uslovima bio je komplikovan i tezak, jer im je sama priroda
hendikepa onemogucéavala ukljuc¢ivanje u zajednicu. Oni nisu mogli u¢estvovati u gonjenju i
lovu na divljag, jer su nemi, a da idu u pratnju takode im je bilo nemoguce, jer su gluvi i ne
¢uju priblizavanje zveri koja ih je svakog momenta mogla napasti. Smatrano je kao neophodno
da se zajednica oslobodi za rad nesposobnog ¢lana. To ubijanje je, kako Herodot kaze, u stvari
samo ,,akt ljubavi zajednice”, jer je surovo ostaviti one koje volimo da lagano umiru od starosti
i nemo¢i (Savié, 1973). U robovlasni$tvu se ne nailazi na pomen o odnosu prema deci robova
koja su imala invaliditet, ali imamo tragova o njihovom ubijanju (Savi¢, 1973). Prezivele slepe
i gluve osobe su bile koris¢ene za najteze fizicke poslove kao i za prosjacenje (Sovak, 1979).
Proucavanjem anticke grcke knjizevnosti saznajemo da je gluvoca prepoznata u najranije doba.
Iz Aristotelovih dela moZemo videti da je on razumevao da postoji veza izmedu gluvoce i
nemogucnosti govora, ali je smatrao da je obrazovanje nemoguce za osobe sa oSte¢enjem sluha
i takav stav se zadrzao sve do 16. veka (Ferreri, 1906). Ovakav Aristotelov stav uticao je na to
da su lekari punih 20 vekova pogresno shvatali uzrok gluvoc¢e i nemosti i nisu prihvatali
mogucnost obucavanja gluvih govoru (Laes, 2011). Stari Rimljani nisu smatrali gluve
punopravnim gradanima, tako da prema ,,Justinijanovom zakoniku”, nijedna osoba gluva od
rodenja nije imala nikakva imovinska prava (Ferreri, 1906). Kod Jevreja, ,,Talmud” (Kiddushin
29a), rabinska ucenja i Jevrejski usmeni zakon (Tora Shebe’al Peh) donet u petom veku nove
ere, pokrenuli su moguénost podu¢avanja gluvih. Posto je u to vreme uéenje bilo uglavnom
usmeno, gluvima je preporucivano koris¢enje pisane reci ili vizuelnih znakova (Lang, 2003).

HriS¢anska crkva je u pocetku prema osobama sa smetnjama u razvoju, uopste, a

posebno prema gluvima, zauzimala misticki, a potom demonoloski stav, vremenom otvarajuci
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azile u kojima se stara o njima, dok joj oni sluze za prikupljanje milostinje (Savi¢, 1973; Savi¢
i Masli¢, 1974). Razvoj drustva doveo je do rasta proizvodnih snaga i produkcionih odnosa,
Sto je dovelo do novog, feudalnog drustvenog uredenja koje je donelo napredak u odnosu na
prethodno, gde su gluve osobe, koje su do tada bile odbacivane, postale jeftina radna snaga

vlasnicima manufakturnih radionica.
Poceci Skolovanja gluvih

Srednjovekovni filozofi 1 ucitelji su osobe sa oSte¢enjem sluha smatrali delom Bozijeg
plana na koji nemaju pravo da uticu. Samo je visoko sveStenstvo imalo pravo da se bavi
gluvima i slepima (Radi¢ Sesti¢, Dimi¢, Sesum, 2012). Postavlja se pitanje, otkud to da u
srednjem veku, u Spaniji, zemlji u kojoj je besnela inkvizicija, u manastirima zapoéne
Skolovanje gluvih i pojavi se prvo obrazovanje za gluve, a da Spanija postane ,kolevka
surdopedagogije” (Savié, 1973). Benediktinski kaluder, Pedro Pons de Leon 1540. godine
zapoceo je obuku gluve dece Spanske vlastele. S obzirom na to da su monasi njegovog reda bili
pod strogim zavetom ¢utanja, Pons je sa njima, kao 1 sa svojih dvanaest ucenika komunicirao
gestikulacijom. Posto se njegov metod pokazao efikasnim, poceo je na isti na¢in da poducava
i druge gluve osobe, koje su uglavnom bile iz bogatih porodica (Van Cleve, 1987). Da bi
izbegao osudu inkvizicije, tvrdio je da je dobio dozvolu od samog Ignasija Lojole®, kako bi
mogao da obucava gluve (Savi¢ i Masli¢, 1974). Svojim radom je dokazao da ¢ak i gluvi mogu
da ¢itaju, pidu, misle i govore (Radié¢ Sesti¢ i sar., 2012). Pons je koristio direktnu intuitivnu
metodu na poCetnom nivou obrazovanja gluvih, a nakon toga je prelazio na ucenje fonetskih
elemenata. Njegova metoda, nazalost, nigde nije opisana, iako je detalje svog metoda zabeleZio
u spisima koji nikada nisu Stampani. Danas postoji samo jedna stranica za koju se smatra da
pripada tom delu. Iako nijedan od istoricara surdopedagogije ne opisuje detaljnije njegov
metod, svi ga smatraju prvim uciteljem gluvih (Savi¢ i Masli¢, 1974). Naslednikom Pedra
Ponsa de Leona smatra se Manuel Ramirez de Karion. Karion je pofeo sa obukom gluvih u
Spaniji, gde je objavio knjigu ,,Cuda prirode” (1629), u kojoj je delimi¢no opisao svoj metod
kojim je obucavao gluve da Citaju i piSu, kao i o moguénostima njihovog obrazovanja (Radi¢
Sestié¢ i sar., 2012). Karion, kao i veéina uéitelja tog vremena, nastojao je da svoju metodu
saCuva u tajnosti, trudeci se da izbegne pojavu konkurencije. On je primetio da je nerazvijenost
govora kod gluvih posledica nedostatka slusne stimulacije, a s obzirom na to da su njihovi

govorni organi potpuno funkcionalni, moguce ih je nauciti da govore. Karionov metod se

% Ignasio Lojola - katolicki svestenik i teolog
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najverovatnije zasnivao na uéenju slova prema glasovima koje predstavljaju. Karion je koristio
i prstnu azbuku koju je najverovatnije preuzeo od Boneta, uz minimalne korekcije (Van Cleve,
1987). Njegov metod je postao poznat tek kada ga je opisao i objavio Bonet, 1620. godine.
Huan Pablo Bonet je bio uditelj Spanskog jezika i autor prve knjige u potpunosti posveéene
obrazovanju gluvih. Bonet je posmatrao nacin na koji Karion poducava gluvu decu, pa je
usvojio njegov metod i sam krenuo u obrazovanje gluvih. Godine 1620. objavio je knjigu ,,0
prirodi glasova i vestini ucenja govora gluvonemih”. Ova knjiga ima dva dela: prvi je
deskriptivna fonetika $panskog jezika, dok je u drugom delu izlozio brojne principe vaspitanja
gluvih i tako postavio temelje artikulacione nastave. Njegov rad sa gluvima posluzio je kao
inspiracija ostalim evropskim ugiteljima (Radi¢ Sesti¢ i sar., 2012).

Razdoblje humanizma i renesanse donosi preporod u celokupnom drustvu, pa i u
razvoju teorije o vaspitanju i obrazovanju gluvih osoba. Prvi predstavnik nau¢ne misli i
osniva¢ teorijske koncepcije obrazovanja gluvih bio je Italijan Dirolamo Kardano (Savi¢ i
Masli¢, 1974). On je prvi javno izneo da je nemogucnost govora nastala kao posledica gluvocée
i da nije bozanska kazna, zbog Cega je bio zatvoren od strane Inkvizicije, a mnoge njegove
knjige su spaljene. Smatrao je da gluva osoba uz odgovarajucu obuku moze da dostigne visok
intelektualni nivo. Postao je prvi lekar koji je postavio teoriju da se gluvi mogu obrazovati
(Radi¢ Sesti¢ i sar., 2012). Kardanove ideje 0 moguénosti intelektualnog razvoja i obrazovanja
gluvih omoguéile su Sirenje individualnog obrazovanja gluvih, zapoéeto u Spaniji, a koje se
zatim prenosi na celu Evropu (Savi¢ i Masli¢, 1974). U Holandiji se Svajcarac Johan Konrad
Aman prvi u praksi uspesno bavio formiranjem govora kod gluvih osoba. On je u nastavi
primenio Citanje govora s usana. Bio je izri¢iti pobornik kori$¢enja oralne metode u nastavi i
potpuno odbacio prstnu azbuku Ponsa i Bonea (Savi¢ i Masli¢, 1974). U svom delu ,,Govoreci
gluvi”, opisao je osnovne principe ucenja govora gluvih. Amanovi stavovi nisu nasli mnogo
pristalica u Holandiji, ali su zato prihvaceni u drugim zemljama, posebno u Nemackoj i Italiji
(Kovacevi¢ i Radovanovi¢, 2021). U pocetnom razdoblju nastave i vaspitanja gluvih u
Francuskoj bili su retki pojedinci koji su u radu koristili oralnu metodu. Nju je prvi upotrebio
Pereira, a pored njega, oralnom metodom su se bavili Erno i Desan. Desan je imao nesrecu $to
se pojavio bas u ono vreme kad je I” Epe u punoj svojoj slavi privukao na sebe poglede Citavog

civilizovanog sveta (Savi¢ i Masli¢, 1974).
Otvaranje $kola za gluve

Izgleda cudno kako je doslo do toga da posle uspeha koje su postigli Pereira, Erno i

opat Desan, oralna metoda bude potisnuta zbog znakovne metode, ali to se moze objasniti
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velikim uticajem koji je imao njen osniva¢ Sarl Misel De 1’ Epe, koji je u svojoj kuéi u Parizu,
osnovao internatsku $kolu za gluve, prvu u svetu, koju je dobrim delom sam finansirao (Savié¢
i Masli¢, 1974). L ’Epe je od Bonea preuzeo sistem daktiloloske abecede i prilagodio ga
potrebama francuskog jezika, dopunio ga i dao mu metodicka pravila (Hedberg & Lane, 2020).
Njegova metoda se nije zasnivala isklju¢ivo na gestikulaciji. On je uvideo znacaj Citanja sa
usana, ali je smatrao da se govor 1 Citanje sa usana mogu koristiti samo kod onih koji su pre
gubitka sluha culi i govorili (Savi¢ i Masli¢, 1974). Epeov rad u nastavi sa osobama oStecenog
sluha razradio je Ro§ Ambroaz Kikiron Sikar, koji je 1790. preuzeo upravu nad De | > Epeovim
zavodom, koji postoji 1 danas u Parizu. lako je dugo podrzavao poducavanje upotrebom
znakovnog jezika on se pred kraj svoje duge karijere okrenuo oralnoj metodi. Njegov rad je
uticao na Tomasa Galadeta i u¢enje gluvih u Sjedinjenim Americkim Drzavama (Hedberg &
Lane, 2020).

Oralna metoda se prosirila u francuskim $kolama za gluve, iako su se mnogi protivili
njenom uvodenju. U tome imaju zasluge Svajcarci Zantoble i Manja, koji su organizovali
zavode za gluve u Lionu i Parizu. Manja je, kao pristalica oralne metode, bio jedan od
organizatora Medunarodnog kongresa surdopedagoga u Parizu 1878. Godine. Od oktobra
1880. godine, tj. od Kongresa surdopedagoga u Milanu, kod svih novih ucenika pariskog
zavoda, kao i u drugim francuskim $kolama za osobe sa oStecenjem sluha, nastava se izvodila
iskljuc¢ivo oralnom metodom (Savi¢ i Masli¢, 1974).

U ruskom sistemu, prve godine 19. veka predstavljaju najbitnije razdoblje, jer se tada
otvaraju prve Skole za gluve. U nastavi se koristila gestovno mimic¢ka metoda. Krajem istog
veka, uvedena je oralna metoda u Skole za gluve, ali zadrzani su i delovi mimicke metode.
Nakon Oktobarske revolucije, izvrSena je diferencijacija ucCenika prema stepenu oStecenja
sluha, nakon Cega su gluva i nagluva deca slata na Skolovanje u ustanove za gluve i nagluve u
cilju sticanja obrazovanja naspram njihovih moguénosti koris¢enjem odgovarajucih nastavnih
metoda (Savi¢ i Masli¢, 1974).

U Habsburskoj monarhiji, I > Epeovi ugenici Johan Fridrih Stork i Jozef Maj osnivaju
zavod za gluve u Bedu. U pocetku se koristila znakovna metoda, ali je Stork upoznavsi oralnu
metodu, sa saznanjem da gluvi mogu i govoriti po¢eo da primenjuje kombinovanu metodu.
Tako je stvorena tzv, ,becka Skola”. U Madarskoj, najznacajnije Skole za obrazovanje gluvih
su bile Jevrejska Skola u Budimpesti i Zavod za gluvoneme u Vacu. Ucenici su primani u
uzrastu od sedam do deset godina (osim u jevrejskoj Skoli, gde je nastava pocinjala sa Sest

godina). Skolovanje je trajalo uglavnom osam godina, a uéenici su osposobljavani za razne
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zanate. lako se u pocetku koristila kombinovana metoda, od 1877. u nastavi se koristi Cista
oralna metoda (Savi¢ i Masli¢, 1974).

U Spaniji, poéetkom 19. veka je Huan Albert Martin osnovao prvu $kolu za gluve.
Koristio je prvo Spansku ru¢nu abecedu, a zatim je nastavio Bonetov oralni metod i Epeove
,metodi¢ke znakove”. Skola je prestala sa radom nakon tri godine (Moores & Miller, 2020). U
isto vreme se javlja joS jedna velika figura Spanske surdopedagogije dr Faustino Barbera Marti,
lekar-otorinolaringolog, koji je 1886. godine osnovao u Valensiji privatnu skolu za gluve
(Savi¢ i Masli¢, 1974). U skoli se koristila oralna metoda, Sto je podrazumevalo potpuno
odbacivanje znakovnog jezika. Skola je postala baza za Sirenje oralizma kao sistema
komunikacije i nastave za gluvu i nagluvu decu. (Fresquet Febrer, 2016).

U Nemackoj dolazi do javnog sukoba izmedu Samuela Hajnikea, koji je 1778. u
Lajpcigu otvorio ,,Saksonski institut za neme i druge osobe koje imaju poremecen govor”, prvu
javnu 8kolu za gluve u Nemackoj i opata De I’ Epea oko principijelnih pitanja u metodi: da li
je oralni ili znakovni govor uspesniji u obuci gluvih (Savi¢, 1973). Tako je zapoceo ,.rat
metoda” izmedu zagovornika sistematske upotrebe znakovnog jezika u obrazovanju gluve dece
i onih koji su insistirali na isklju¢ivoj upotrebi govornog jezika, bez znakova kao
sveobuhvatnog reSenja (Lang, 2003). Njihova prepiska je prevedena na gotovo sve jezike sveta.
Hajnike je svoju metodu bazirao na principima nemacke idealisticke filozofije, $to ga je odvelo
u verbalizam. On je podredio govoru sadrzaj obrazovanja, razvoj inteligencije i psihi¢ki razvoj,
Sto su bile 1 glavne tacke napada pristalica znakovne metode. Prevelik naglasak na oralnom
govoru doveo je do zapostavljanja rada na jezickom razvoju. Gluvi su imali dobar izgovor
odredenih glasova i reci, ali je fond re¢i bio siromasan (Kovacevi¢ i Radovanovi¢, 2021).

U Velikoj Britaniji, najstariji zapis o obuc¢avanju gluvih nalazimo u osmom veku kod
Bede, u crkvenoj istoriji Engleske, gde je zabelezio da je sv. DZon od Beverlija obucio oralnom
govoru jednog gluvog decaka. Kao prva osoba u engleskoj modernoj istoriji koja se bavila
obucavanjem gluvih osoba bio je engleski lekar Dzon Bulver. On je obuc¢avanje gluvih bazirao
na gestovnoj metodi. Naucno je obrazlozio Citanje s usana, prvi u svetskoj literaturi (Savi¢ i
Masli¢, 1974; Wollock, 2012). Znacajna licnost engleske surdopedagogije je i DzZordz
Dalgarno. On je smatrao da gluve osobe imaju iste sposobnosti kao i ¢ujuce i da bi ih od
najranijeg doba trebalo uciti ru¢noj azbuci (Lang, 2003). Porodica Brejdvud je dala veliki
doprinos otvaranju skola za gluve u Velikoj Britaniji. Tomas Brejdvud je 1760. godine osnovao
Skolu u Edinburgu u kojoj je gluve ucio oralnom govoru. lako je $kola bila poznata po tome
Sto koristi oralnu metodu, u stvari je koristila ,,kombinovani sistem”. U nastojanju da sacuvaju

prednost u oblasti obrazovanja osoba sa oSte¢enjem sluha, ¢lanovi porodice Brejdvud i
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zaposleni ¢uvali su svoje pedagoske metode poducavanja u tajnosti (Zimmerman & Horejes,
2020).

Nema mnogo podataka o obrazovanju gluvih u Sjedinjenim Americkim Drzavama pre
1800. godine, iako se znakovni jezik koristio u mnogim delovima Severne Amerike, kako kod
osoba sa oSte¢enjem sluha, tako i1 kod ¢uju¢ih osoba, kako bi se olakSala medukulturalna
komunikacija medu mnogobrojnim narodima koji su tamo ziveli i govorili razliitim jezicima
(Mc Kay Cody & Davis, 2010). Prvu skolu u SAD osnovao je 1815. godine pukovnik Vilijam
Boling, ¢ija su deca imala nasledno o$teéenje sluha. Skola je imala pet uéenika. Opstala je
samo nekoliko godina (Hawkins & Galloway, 2011; Zimmerman & Horejes, 2020). Otprilike
u isto vreme, Tomas Hopkins Galadet je otisao u Englesku na $kolovanje, kako bi prouc¢avao
metode koje se koriste u Brejdvud akademiji, ali kako je Akademija drzala u tajnosti metode
rada, Galadet je imao velikih poteskoc¢a da nauci bilo sta (Van Cleve & Crouch, 1989). U isto
vreme, opat Sikar poslao je dva svoja najbolja studenta, Lorena Klerka i Zana Masjea, da u
Britaniji odrze predavanja o obrazovanju gluvih. Upoznavsi ih, Galadet je pozvan da poseti
skolu u Parizu i upozna njihove metode rada (Hawkins & Galloway, 2011). U maju 1816,
godine, Klerk se dobrovoljno ponudio da pode sa Galadetom u Severnu Ameriku (Zimmerman
& Horejes, 2020), gde osnivaju Americki zavod za obrazovanje gluvih osoba u Hartfordu, sa
ukupno sedam daka. U pocetku nisu poducavali samo ucenike, nego i nastavnike (Hawkins &
Galloway, 2011). U nastavi se koristio francuski znakovni jezik kojeg je Klerk prilagodio
engleskom jeziku (Hedberg & Lane, 2020). Loren Klerk je umro 1869. godine, a na spomeniku
postavljenom u krugu Skole stoji natpis: ,,Loren Klerk, apostol gluvonemih Novog sveta.
Podigli su ga gluvonemi Amerike u znak secanja na svog dobrotvora, Sikarovog ucenika,
Galadetovog saradnika, koji je napustio svoju domovinu da bi ih svojim ucenjem uzdigao i
svojim primerom ohrabrio”. Klerk je mozda najvaznija figura u istoriji americkog znakovnog
jezika (American Sign Language-ASL). Mesavina francuskog znakovnog jezika i americkih
znakova koje koriste ucenici, postao je standardizovani jezik koji se koristi Sirom Amerike.
Aleksandar Grejem Bel, poznati pronalaza¢ 1 jedan od pionira surdopedagogije u Americi,
prihvatio je Dalgarnov znakovni sistem. Budu¢i da se ovaj sistem moze upotrebljavati ¢ak i
kod osoba sa oSte¢enjem sluha i vida, dao je doprinos u poducavanju Helen Keler, s kojom se
njena nastavnica mis Saliven sporazumevala pomocu tog sistema (Savi¢ i Masli¢, 1974). Bel
je koristio znakovni jezik za komunikaciju sa odraslim gluvim osobama, dok se u radu sa
decom zalagao izriCito za oralnu obrazovnu metodu, jer je verovao da su oralne vestine
neophodne za druStvenu integraciju gluvih (Lane & Philip, 1984). Integracija gluvih kao

aktuelna ideja tog vremena predstavlja prvi korak ka inkluziji kakvu danas poznajemo.
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Posle Milanskog kongresa, 1880. godine, doslo je do dominacije oralne metode i
upotrebe govornog jezika u obrazovanju gluvih. Znakovni jezik, koji je do tada bio
primenjivan, bio je potisnut, pa ¢ak i zabranjen u mnogim obrazovnim institucijama. U ovom
periodu doslo je do opadanja upotrebe znakovnog jezika, Sto je imalo duboke posledice na
zajednicu gluvih. Gluvi su nastavili da koriste znakovni jezik van obrazovnih institucija, $to je
vremenom dovelo do njegovog ponovnog pojavljivanja kao priznatog i cenjenog jezika u
obrazovanju gluvih. Vremenom su ucitelji gluvih poceli da prepoznaju znacaj bilingvalnog
obrazovanja, koje naglasava upotrebu znakovnog uz govorni jezik. Primena bilingvalnog
nacina obrazovanja dala je dobre rezultate u mnogim zemljama (Kovacevi¢, Isakovi¢, Arsic,
2019). Tokom 1980-ih i 1990-ih, bilingvalni nastavni programi su bili u eksperimentalnoj fazi
i kako su dali dobre rezultate, postali su sastavni deo nastave za gluve danas (Lang, 2003).

Istorijski osvrt na poloZaj i obrazovanje gluvih u Srbiji

Biografija Stefana Nemanje predstavlja najstariji trag u kojem se pojavljuje podatak
0 gluvima. Pri manastirima su po ugledu na evropske, postojale institucije za Cuvanje i
negovanje siromasnih, medu njima i gluvih (Savi¢, 1991). Oslobodenje Srbije od Turaka
oznacilo je kraj perioda srednjeg veka i feudalnog doba. 1882. godine, na inicijativu tadasnjeg
ministra prosvete Stojana Novakovi¢a, donet je ,,Zakon o osnovnim Skolama”, kojim je
propisano obavezno pohadanje osnovne $kole u trajanju od Sest godina. Ovi propisi su bili na
snazi sve do Prvog svetskog rata (Savi¢, 1991). Narodna skupstina je donela ,,Zakon o uredenju
sanitetske struke 1 cuvanju narodnog zdravlja”, koji je predvidao osnivanje Sirotinjskog doma
za telesno nesposobne u Nisu, koji je trebalo da zbrine svu gluvu decu iz drzave i obudi ih
zanatu od koga mogu kasnije zaradivati i samostalno ziveti. Siromasna deca primala bi se
besplatno. Gluva deca nakon izu€enog zanata, mogla bi ostati da rade u radionicama doma.
Nakon donoSenja pomenutog zakona, prvi zadatak je bio Skolovanje stru¢nog kadra za rad u
domu. Ministarstvo prosvete na skolovanje u Nemacku Salje Kostu Nikoli¢a, ucitelja iz
Para¢ina. On 1884. podnosi svoj prvi izvestaj o studijama u kojem postavlja pitanje koje se
postavljalo sirom Evrope - Moze li gluvi da nauci govor. U nastavi gluvih isti¢e oralni metod.
Najvecu paznju posvecuje glasovima: 1j, nj, d, ¢, ¢, Z, kojih nema u nemackom jeziku. Dok je
Nikoli¢ izu¢avao nastavu za gluve, u Srbiji je doslo do bitnih promena u Zakonu, koje su dovele
do odlaganje rada Sirotinjskog doma za telesno nesposobne. U Srbiji se viSe nije spominjalo
otvaranje ustanova za Skolovanje dece sa smetnjama u razvoju, sve do 1896. godine (Savic,
1991).
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Srpski narod u Vojvodini do 20. veka nije imao drZzavnu samostalnost, pa su se
duhovni i prosvetni zivot odvijali u okvirima crkve. O obrazovanju gluve dece u VVojvodini nije
bilo reci. U nedostatku nacionalnih $kola, gluva srpska deca su se Skolovala u madarskim i
nemackim $kolama za gluve, gde su ucila govor, ali su istovremeno gubila nacionalni identitet
i jezik (Savi¢, 1991; Savi¢, 1970). Javljaju se sporadi¢ni pokus$aji otvaranja privatnih Skola za
gluve (Sremska Mitrovica), koji posle duzeg ili kraceg vremena prestaju sa radom (Savic¢, 1991;
Savi¢, 1970). Prvu skolu za gluve u Vojvodini osnovao je Radivoj Popovié, roden u selu Vasica
kod Sida, koji se sa nastavom za gluve upoznao na $kolovanju u Bedu, u Jevrejskom zavodu,
a zatim u Drzavnom zavodu, gde je obavljao praksu za vreme studija (Savi¢, 1970). Nakon
zavrSenog Skolovanja, Popovi¢ se vraa u Sremsku Mitrovicu gde 1886. godine otvara
., Privatni zavod za gluvonemu decu”. Nastava u Zavodu je trajala osam godina, §to je tada
predstavljalo novinu, jer je do tada nastava u evropskim zavodima trajala od cetiri do Sest
godina. Popovi¢ je sam uredio plan i program, napisao priru¢nik za bukvarsku nastavu,
prirucnik za artikulacionu nastavu, Citanke za prvih Sest razreda, biblijske price za versku
nastavu. Kroz zavod je, za dvanaest godina, proslo oko trideset uc¢enika koji su po zavrSenom
Skolovanju odlazili na zanat. Tezak materijalni polozaj, nedovoljne subvencije drzave,
politicke okolnosti, 108i uslovi rada su primorali Popovica da 1898. zatvori Zavod (Savic,
1991). Radivoj Popovi¢ je bio izdavac prvog srpskog surdopedagoskog ¢asopisa ,,Dobrotvor”
(Savi¢, 1991; Savi¢, 1970).

Zavodi tog vremena su osnivani po uzoru na zavode drugih evropskih zemalja. Bili su
to privatni zavodi, sa malim brojem uc€enika (10-15), a primana su gluva deca razli¢itog uzrasta
I stepena ostecenja sluha. Praksa je bila da je u njima obi¢no radio samo jedan nastavnik. U
Srbiji, prvi Srpski zavod za gluvonemu decu u Pozarevcu, 1896. godine, otvara Veljko
Ramadanovi¢ koji je u Pragu zavrsio uciteljsku skolu i specijalizovao se za rad sa slepom i
gluvom decom (Obradovié, 2011). Skola je bila internatski uredena, ali je primala i uéenike
koji nisu boravili u internatu. Kako Ministarstvo prosvete nije moglo finansijski da pomogne
Ramadanovic¢u oko izdrzavanja doma, preporu¢eno mu je da se obrati za pomo¢ Drustvu ,,Kralj
Decanski”, ali je to bila loSa odluka kako za njega li¢no tako i1 za Zavod u Pozarevcu. Uprava
Drustva na brzinu sakuplja gluvu decu i 1897. godine otvara Zavod za obrazovanje i vaspitanje
gluvoneme dece Drustva ,,Kralj Decanski”. Za direktora novoosnovanog zavoda postavljen je
ve¢ pomenuti Kosta Nikoli¢. Po nalogu Drustva ,,Kralj Decanski”, Kosta Nikoli¢ je poveo
kampanju protiv Ramadanovica i njegove skole. Na prvom mestu je osporavao Ramadanovicu
strucne kvalifikacije, smatrajuci sebe jedinim stru¢njakom za gluvoneme u drzavi (Savié,

1991). Skola za gluve u Pozarevcu, zbog nedostatka finansija i losih materijalnih prilika,
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morala je da se zatvori 1898. Ramadanovi¢eve namere bile su ugasene predrasudama, zaviséu
i politikom, jer su bile daleko ispred doba u kojem je Ziveo (Jankovi¢, 2016). Nastava u Zavodu
drustva ,,Kralj Decanski”, organizovana je prema nastavnom planu i programu Kkoji je napisao
Kosta Nikoli¢. To je bio prvi i jedini nastavni plan za gluvu decu u Srbiji do Prvog svetskog
rata. Nastava je trajala osam godina. U radu se Koristio ¢ist oralni metod. Nikoli¢ je isticao da
govor gluvog deteta treba razvijati na isti nacin kao 1 kod ¢ujuc¢eg. Najvaznije Nikoli¢evo delo
bila je ,,Citanka za gluvoneme u¢enike” (Savié, 1991).
Obrazovanje i vaspitanje gluvih u Srbiji izmedu dva rata sprovodilo se uglavnom u
dva zavoda za gluvu decu, u Beogradu i Jagodini. U njima je Skolovanje trajalo osam godina i
sastojalo se od Sestorazredne osnovne $kole i dva razreda zanatske obuke. Profesionalno
osposobljavanje u skolama za gluve sprovodilo se u radionicama zatvorenog tipa, u kojima su
se gluvi uglavnom obucavali zanatima, bez mogucnosti da izaberu poziv prema svojim
naklonostima. Do 1929. godine specijalno $kolstvo u Srbiji je imalo privatno - humanitarni
karakter, sve do donoSenja Zakona o narodnim Skolama 1929. godine, kada ulaze u drZzavni
Skolski sistem. U praksi je mali broj ove dece obuhvacen Skolovanjem (Obradovi¢, 2001;
Savi¢, 1991). Za vreme Drugog svetskog rata, od 1941. do 1945. godine ustanove za
obrazovanje gluvih su bile zatvorene (Obradovi¢, 2011). Nakon Drugog svetskog rata,
Zakonom o obaveznom $kolovanju propisano je obavezno $kolovanje za svu decu od sedam
do 15 godina starosti. U specijalnim $§kolama, nastavni planovi i programi za gluve ucenike bili
su isti kao i oni u redovnim osmogodis$njim $kolama i sadrzali su iste predmete (nisu obuhvatali
muzi¢ku kulturu) (Obradovi¢, 2011). Privatne $kole su ukinute, doneti su jedinstveni nastavni
planovi i programi za slepu, gluvu i decu sa smetnjama u razvoju. Skole za gluve ukljuéene su
u jedinstveni $kolski sistem u nasoj republici (Savi¢, 1991).
Skolovanje gluvih nakon rata proslo je kroz cetiri faze.
Prvu fazu razvoja, od 1945. do 1958. godine karakterise briga drustva za Skolovanje
gluve dece. Nakon rata Srbija je ostala samo sa jednom i to veoma oSte¢enom Skolom u
Jagodini, kao i nekoliko odeljenja u Beogradu, stoga je glavna paznja bila posvecena otvaranju
novih $kola (Savi¢, 1991). Kako bi se obezbedio $kolovani kadar za rad u njima 1947. godine
otvara se Defektoloski odsek u sastavu Vise pedagoske skole u Beogradu, za obrazovanje
surdopedagoga. Prema statistickim podacima iz 1957. godine, u Narodnoj Republici Srbiji
postojalo je dvadeset jedno odeljenje za gluvu decu pri redovnim osnovnim $kolama, pet
zavoda internatskog tipa za osnovno $kolovanje gluve dece, tri odeljenja za nagluve ucenike i

Sest Skola za uéenike u privredi (Obradovic¢, 2011).
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Drugu fazu razvoja, od 1958, do 1974. godine, karakterise:

a) intenzivni rad na reformi specijalnog Skolstva u okviru reforme osnovnoskolskog sistema;
b) prvi put u Republici Srbiji donet je Zakon o specijalnim $kolama, 1960. godine, kojim su
obuhvacene i skole za gluve;

V) donet je pravilnik o kategorizaciji i evidenciji dece sa smetnjama u razvoju, prema kojem se
nijedno dete sa oSteCenim sluhom ne sme primiti u Skolu bez posebnog nalaza i misljenja
komisije;

g) doneta je Uredba o profesionalnoj rehabilitaciji dece oste¢enog sluha.

Otpocela je i diferencijacija odeljenja za nagluvu decu u Skolama za gluve. Donet je
Nastavni plan i program za obrazovanje gluve dece u osmogodis$njim Skolama 1959. godine,
kao i nastavni plan i program za trogodiSnju specijalnu Skolu za gluve ucenike u privredi.
Otvaraju se domovi za gluve — internati (Savi¢, 1991).

Trecu fazu razvoja karakteriSe izdavanje metodickih priru¢nika za mnoge predmete, u
cilju unapredivanja nastave u $kolama za gluve. Sa istim ciljem Kulturno-prosvetno vecée
Skupstine Srbije je odlucilo da obrazovanje i usavrSavanje nastavnika i defektologa za rad sa
decom i omladinom sa smetnjama u razvoju treba organizovati na fakultetskom nivou (Savi¢,
1991). Defektoloski fakultet je poceo sa radom 10. novembra 1975. Fakultet 2005. menja ime
u Fakultet za specijalnu edukaciju rehabilitaciju (FASPER). U Novom Sadu, 2008. godine
osniva se studijski program Specijalna edukacija i rehabilitacija na Medicinskom fakultetu.

Cetvrta faza razvoja po¢inje donosenjem Zakona 0 osnovama sistema obrazovanja i
vaspitanja iz 2009. (Sluzbeni glasnik RS, 2009), po kojem uéenici mogu pohadati redovne
Skole, bez obzira na stepen oStecenja sluha. Kako bi se pruzila adekvatna podrska deci sa
smetnjama u razvoju koja pohadaju redovnu nastavu uveden je individualni obrazovni
plan (IOP), a na osnovu ¢lana 98 stav 19 Zakona o osnovama sistema obrazovanja 1 vaspitanja
i ¢lana 34 stav 6 Zakona o predskolskom vaspitanju i obrazovanju, propisan je Pravilnik o
dodatnoj obrazovnoj, zdravstvenoj i socijalnoj podrSci detetu i uceniku (Sluzbeni glasnik
RS, 2010). Ovim pravilnikom ureduju se blizi uslovi za procenu potreba za pruzanje dodatne
obrazovne, zdravstvene ili socijalne podrske detetu 1 uceniku, i sastav i nacin rada interresorne
komisije (Clan 1). Pored ¢injenice da su gluva i nagluva deca ukljucena u program inkluzivnog
obrazovanja u redovnim skolama i dalje im je omoguceno obrazovanje u izdvojenim grupama
ili odeljenjima, kao i u specijalnim $kolama za obrazovanje gluvih i nagluvih. Danas u Srbiji

radi osam skola za gluve i nagluve.
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Zakljucak

Istorija obrazovanja gluvih i nagluvih odrazava put od iskljucenosti do inkluzije kao
svedocanstvo kako napretka, tako i izazova koje je on nosio. Kroz istoriju, tretman gluvih osoba
se veoma razlikovao. Rana drustva su gluvocu Cesto posmatrala kao bozansku kaznu ili znak
inferiornosti, $to je dovelo do drustvene iskljucenosti i ogranicenih moguénosti obrazovanja.
Postojali su izolovani napori da se obrazuju gluvi pojedinci, ali je sistematsko obrazovanje
pocelo da se javljatek u 18. i 19. veku. Debate se i danas nastavljaju oko najboljeg metodi¢kog
pristupa, bilo kroz znakovni jezik, oralizam (fokus na Citanje sa usana i govorni jezik) ili
kombinaciju oba ova metoda. Pitanja pristupa¢nosti i ukljuc¢ivanja u obrazovni sistem ostaju
centralna u diskusijama. lako je postignut napredak, potrebni su stalni napori da se osigura

jednak pristup obrazovanju i da se poStuje razliCitost.

DEAF AND HARD OF HEARING EDUCATION THROUGHOUT HISTORY
Abstract

The issue of providing high-quality education for all children has long been the subject
of extensive theoretical and practical discussion, as well as numerous legislative changes and
reforms to the education system. Particular attention is given to the education and training of
children with developmental disabilities, including those with hearing impairments. Ensuring
equal and high-quality education for children with developmental disabilities is a fundamental
responsibility of every developed society. This paper explores the history of deaf education -
from early individual instruction and the founding of the first private schools to the
establishment of state institutions. Special attention is given to the evolution of teaching
methods used throughout this history, with a focus on how these approaches have developed
from the earliest periods to the present day, as illustrated through an analysis of educational
practices for the deaf. The aim of this graduation thesis is to analyze and present the education
of the deaf through its historical development, conditions, and various social contexts. Issues
of accessibility and inclusion in mainstream education have been central to discussions from
ancient times to the present day. This study employs a descriptive method, drawing on the work
of experts specialized in the field of hearing impairment and the education of both children and
adults with hearing difficulties.

Keywords: education, schools for deaf and hard of hearing children, sign method, oral

method, combined method.
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TWICE-EXCEPTIONAL ESL STUDENTS IN ELEMENTARY SCHOOLS:
A CASE STUDY

Abstract

With the help of technological advances, ESL students have the opportunity to study
English through various sources, which makes them eager to learn and enables them to easily
comprehend new aspects of the language. It is generally acknowledged that people who are
open to different experiences often seek out information that aligns with their interests;
therefore, they tend to enjoy change, technology, self-expression, and creativity - features
commonly found in English language learning (Zivlak, 2019).

When the schooling process begins, students are expected to learn in a controlled
environment where they cannot choose different sources but must rely on the ones provided. In
such situations, talented, gifted students and underachievers are identified by teachers through
various means. Exceptional students are typically identified based on their academic
performance. Twice-exceptional students (2e) are defined as individuals who, in addition to
being gifted, also have a physical or emotional disability or a learning difficulty. These
children are often frustrated by their inability to meet their own expectations, and their feelings
of discouragement and helplessness may manifest as impatience, resistance to criticism, or a
tendency to belittle the task (Altaras, 2006). Misconceptions frequently arise because 2e
students are often mistakenly categorized as underachievers.

This paper explores the identification of 2e students and the application of SEN
(Special Educational Needs) documents in English classes in elementary schools. It also
presents findings based on input from the students’ parents, their personal assistants (where

applicable), and the students themselves. The aim of this paper is to emphasize the importance
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of recognizing, adapting, and implementing SEN documentation when working with 2e
students, and to highlight its positive effects.
Keywords: ESL students, twice-exceptional students (2e), SEN papers, underachievers,

elementary school
Introduction

English has been accepted as the global language among speakers of thousands of
different languages (Rao, 2019) and, as of February 2025, English was the most popular

language for web content, with over 49.4 percent of websites using it (Petrosyan, 2025). With

the help of technological advances, the acquisition of the English language is accessible to
numerous students.

In Serbian elementary schools, the English language is taught from the first until the
eighth grade (ages from 7 to 15). The development of abilities, interests, and creativity occurs
intensively during primary education, with the support of the school and family playing a
crucial role (Maksi¢ & Tenjovi¢, 2008). In the first and the second grade of elementary school,
students acquire the language with ease and without obstacles, and, because of that, the talented
and gifted ones commonly appear. Young students enjoy the process of language learning due
to the appealing and entertaining methods of ESL (TPR, direct method, and audio-lingual
method). As Halliwell (1992) suggests, young children do not come to the language classroom
empty-handed. They bring with them an already well-established set of instincts, skills, and
characteristics that help them to learn another language (Okan & Ispinar, 2009). The problems
appear when students stop showing willingness or motivation in the third year of learning when
the writing starts getting tested and students’ progression stops. In the findings of their study,
Okan & Ispinar show that even in unfamiliar situations, the gifted children did not experience
any problems in adapting themselves to roles in the activities. This shows that gifted and
talented children do not easily give up and they try to do their best when they are expected to
do something for their learning. This makes us conclude that genuinely gifted students emerge
in this period of change. Motivation, despite the difficulties, remains and increases among these
students. In a smaller number of students, high results and impressive achievement in class

provide clear evidence of talent and giftedness.
Identification of the gifted and talented

ESL teachers often encounter challenges when identifying exceptional students, as

talent and giftedness are not always easy to distinguish. Talent is generally easier to recognize
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due to the student’s consistent motivation and sustained effort over time. However, many
students also attend private lessons as part of their extracurricular activities. In many cases, this
additional instruction, combined with innate ability, leads to exceptional results.

According to Ericsson, Nandagopal, and Roring (2005), even the most talented
individuals require at least ten years of intense practice before reaching an international level
of achievement - and for most, the process takes significantly longer.

The teacher and the parent are the first to identify a talented or gifted child, and their
role is to foster an environment that nurtures the child’s development. Parents provide the child
with initial knowledge about potential areas of interest, guide them, and offer examples. Up to
around the age of ten, one can speak of ephemeral, loose, and extensive interests. In the period
from puberty to maturity, a process of differentiation of interests takes place, starting from a
diffuse stage, moving through the imaginary stage and the verification stage, and reaching the
crystallization of interests (Maksi¢ & Tenjovi¢, 2008). In practice, over the years, 1Q tests or
alternative tests that correlate highly with 1Q scores have been used as the preferred method
for identifying experimental samples over long periods. This was noted by Tannenbaum in his
International Handbook of Giftedness and Talent (2003), where he also refers to Snyderman
and Rothman’s (1988) findings, which show that psychologists and educators knowledgeable
in areas related to intelligence testing generally agree that 1Q instruments are valid and useful
in measuring some of the most vital aspects of intelligence. On the other hand, DeHaan and
Havighurst (1961) list domains of excellence: intellectual ability, creative thinking, scientific
ability, social leadership, mechanical skills, and talents in the fine arts. Similarly, Gardner
(1983) initially identified seven types of intelligence - linguistic, musical, mathematical, visual-
spatial, bodily-kinesthetic, social-interpersonal, and intrapersonal - and in the mid-1990s
concluded that an eighth and ninth type, naturalistic and existential intelligence, also met the
criteria for identification as distinct intelligences (Davis, Christodoulou, Seider, & Gardner,
1999). These findings suggest that standardized 1Q tests are useful tools for the recognition of
gifted children, but they capture only one aspect of intelligence. Further research expanded the
topic and established a connection between intelligence and creativity. E. Paul Torrance
developed a battery of tests called the Torrance Tests of Creative Thinking (originally the
Minnesota Tests of Creative Thinking; Torrance & Gowan, 1963). As Boradley (1943) noted,
Torrance (1962) believed that all students have creative abilities that can be enhanced.
However, it is especially important to recognize and harness the abilities of students who may
have behavioral or learning difficulties due to their different ways of thinking (Ahmed,

Alabbasi, Paek, Kim, & Cramond, 2022). “Sensitivity to sound, thythms, and the meaning of
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words, and sensitivity to different functions of language” (Woolfolk, Hughes, & Walkup, 2013)
refers to linguistic intelligence, which is the most important for language learning. When it
comes to learning a foreign language, talented individuals are better than others at
understanding texts and forming new messages, often while using a rich vocabulary (Zivlak,
2021).

In practice, teachers are a viable tool for identifying talented and gifted students. In
addition to achieving remarkable scores, exceptional students often demonstrate high
motivation, well-developed creative and deductive skills, and benefit from a supportive circle
of family and friends. Gifted children typically surpass their peers in cognitive development
and therefore often have difficulty forming friendships within their age group. Moreover, when
following the regular school curriculum, a gifted child tends to master the material quickly,
which can lead to boredom, hyperactivity, classroom disruption, and attention-seeking
behaviour (Adzi¢, 2011). After the teacher’s initial identification, a team of psychologists and
pedagogues reviews the teacher’s suggestions for a special educational needs (SEN) program,
and together they prepare an individual SEN plan for the student. This document is tailored to
the child’s specific needs to support their progress in mastering the curriculum and reaching
their full potential. The parents review the plan with the teacher, and both parties sign it as a
kind of agreement- a commitment to cooperate in implementing adapted educational methods
into the student’s learning process. The SEN plan is reviewed every three months by both the
parents and the teacher (Sluzbeni glasnik, 2018). Cooperation is essential and plays a crucial

role in the progress of a gifted child.
Problems

Gifted students often respond positively to tasks that provide opportunities to
demonstrate creativity and advanced deductive skills. However, in practice, their initial
motivation frequently declines, and a lack of willingness to improve their abilities and skills
becomes evident. Innate giftedness is not always accompanied by sustained effort, unlike the
example of talented students mentioned earlier. In educational settings, only a small percentage
of gifted students are typically identified, and many of them exhibit various forms of reluctance
to learn. Several studies indicate that gifted students often feel isolated within school systems.
Ozge Unlii and Yazgiil Karadas (2023) conducted a study in which 81% of 26 students
identified as gifted and talented reported feeling different due to their exceptional academic
achievements. A large portion of the participants (also 81%) expressed interest in receiving

extracurricular training. However, the study also revealed that 50% of the students had
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experienced bullying, and 65% reported problems with peers - 31% even stated that they were
bullied by friends. Peer influence and peer pressure pose significant challenges. As a result,
gifted students often show reluctance to stand out or be separated from the group in any way.

2e students

Twice-exceptional individuals or 2e students demonstrate exceptional levels of
capacity, competence, commitment, or creativity in one or more domains coupled with one or
more learning difficulties. This combination of exceptionalities results in a unique set of
circumstances (Kaufman, 2018) which results in twice-exceptional students not being easily
detected in general classrooms because their talent is overshadowed by their underperformance
in typical areas of interest.

In the USA, the concept of 2e students has been recognized, and specialized programs
have been integrated into the educational system, including the formation of dedicated twice-
exceptional classes. For example, one case study describes a boy whose primary area of
disability was identified as reading and writing—areas that were later also discovered to be his
domains of giftedness. He maintained progress in reading through the use of audiobooks, and
in ninth grade, when his exceptional abilities were acknowledged, his IEP was modified to
support his writing by focusing on content rather than spelling or other writing conventions
(Kirk, Gallagher, Coleman, & Anastasiow, 2009). This example illustrates that SEN plans in
the Serbian educational system could support 2e students in a similar way. The Serbian system
promotes inclusion in public schools, where students with disabilities often attend classes
accompanied by personal assistants who support their participation and provide help when
needed (Sluzbeni glasnik, 2018). Working with special needs students presents challenges due
to large class sizes (up to 28 students), the demanding curriculum, and the learning outcomes
mandated by the Ministry of Education (SluZbeni glasnik, 2025). The system's focus on
standardized approaches rather than individualized instruction makes it difficult for teachers to
meet the needs of 2e students. Additional effort is required to identify them, as their difficulties
with reading and writing - often rooted in cognitive processing deficits - can mask their true
abilities.

In a study conducted by Roid and Barram, the availability of Working Memory
subtests and composites was designed to meet some of the assessment needs of twice-
exceptional students. It was found that the more difficult Form Patterns tasks were often failed
by some twice-exceptional gifted students due to strict time limits (Roid & Barram, 2004).

From this example, it can be concluded that certain abilities typically associated with gifted
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students may be lacking in twice-exceptional individuals, which can hinder the recognition
process. Their exceptional abilities may overshadow their disabilities—or vice versa - so that
each masks the other, leaving both unrecognized and unaddressed (Kaufman, 2018). It is
therefore essential for teachers to identify the exceptional strengths of 2e students in order to
adapt learning strategies and implement appropriate interventions. Without proper
identification, motivation often drops significantly among 2e students, as standardized
programs in public schools do not allow them to express themselves in ways that suit their
individual needs. Teachers must feel empowered to teach twice-exceptional students
effectively and creatively. To support this, more teacher education should be offered, such as
professional development workshops focused on twice-exceptional learners (Chivers, 2012).
Still, to date, scientific research on SEN documentation for 2e students remains limited -
particularly in the context of ESL learners.

Methodology

Based on a case study, this paper employs a qualitative approach to examine how
various aspects of language acquisition among 2e students affect the students themselves, their
parents, and their personal assistants. The survey was conducted at the elementary school
,.Zarko Zrenjanin” in Novi Sad. Three students of different ages (14, 11, and 10) participated,
having previously been identified as 2e by their English teacher. Each student has a unique
profile and distinct areas of disability, which set them apart from one another. However, their
shared experience of learning English makes them a relevant sample for investigating ESL
among 2e students. All three students are male. The parents (three in total) and personal
assistants (two in total) were asked to complete the survey. The form was reviewed in advance
by the school psychologist, who had been involved in the identification of the 2e students and
the development of the SEN program for one of them. The teacher—who is also the author of
this paper - was familiar with the students’ language-learning profiles, having worked with
them for approximately four years.

Questions of general interest related to SEN were included. Parents and personal
assistants were asked to share their opinions on several topics: whether they were interested in
the concept of 2e and the SEN program; whether the child was interested in learning English
and enjoyed the classes; which topics the child was most engaged with; and whether writing
and grammar structures posed a particular challenge in learning ESL. Finally, one student was
asked about previous experiences with SEN-related learning, and an opportunity was provided

to express interest in further engagement with the program.
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Research and results

In the description of the Google Form, it was stated that the questionnaire aimed to
present the parents’ perception of how well the students were improving their skills. It was also
indicated that the child was considered twice-exceptional in the area of ESL acquisition and
that, based on the responses, the teacher would gain insight into whether the parents were
interested in the SEN program. Additionally, the parents of the child who had completed the
SEN program a year earlier were given the opportunity to reflect on his progress.

The questionnaire included eight questions, along with one open-ended question
allowing parents to address any uncertainties regarding the SEN plan directly to the teacher.
The questions were grouped into three sections:

1. Familiarity with the concepts of twice-exceptionality and special education needs
(SEN) program

2. Children’s attitude to ESL learning and their favorite/the least favorite topics
covered in class

3. Previous experience with the SEN program and a question about any further
inquiries that a parent/assistant might have

Parents and assistants were previously informed about the definition of 2e students
and the characteristics of children identified as such. However, due to the nature of the research,
the participants still needed the opportunity to respond truthfully regarding their prior
familiarity with the mentioned concepts. Based on the collected data, it can be concluded that

the respondents felt familiar with these concepts, as shown in Table 1.

Table 1
Familiarity with the Concepts of Twice-Exceptionality and Special Education Needs (SEN)

yes no no and I don’t want to learn more
Awareness of the term 2e 5 (100%) 0 0
Awareness of the SEN program 5 (100%) 0 0

Inquiries were made about the children’s attitudes toward English language learning
both in the classroom and at home. The responses indicate that parents and assistants feel the

children enjoy attending English classes and like sharing the topics covered in class. Regarding
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specific topics and skills, the answers varied: one respondent stated that the child loves animals
most, another mentioned countries and capital cities, and three reported an interest in country
flags. Questions were also asked about handwriting and the children’s general attitude toward
writing. Three respondents confirmed that the children dislike writing in class, whereas two
disagreed. Finally, the children’s attitude toward grammar acquisition was assessed: four
respondents gave negative answers, and one reported a positive attitude, suggesting that
grammar rules are generally not well received. Two respondents elaborated: one parent noted
that the child is interested in expanding language learning after showing curiosity about idioms,
while one personal assistant observed that the child’s lack of interest in grammar stems from
insufficient parental support at home. The results are presented in Table 2. Different methods
of grammar teaching were introduced to address this lack of interest. All students had the
opportunity to use computer-based learning, which they found most engaging. In addition,
Content and Language Integrated Learning proved beneficial, as did Communicative Language

Teaching, whereas other methods were less effective.

Table 2

Children’s attitude to ESL learning and their favorite/the least favorite topics covered in class.

yes no no and I don’t want to learn more
The child likes English classes,
and enjoys speaking in
English at home 5 (100%) 0 0
The child likes attending
English classes
and enjoys speaking
about them at home. 5 (100%) 0 0
The topics taught in class that
the child likes
country flags 3 (60%) 0 0
countries and capital cities 1 (20%) 0 0
animals 1 (20%) 0 0

The child dislikes writing
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in class and 3(60%) 2(40%) 0

his handwriting is illegible.

The child dislikes learning
grammar and has problems 4(80%) 1(20%) 0
with understanding

grammar rules.

In the final section of the form, parents and personal assistants were invited to reflect
on the SEN program that one of the students had followed the previous year, and to ask any
general questions regarding the SEN program. One personal assistant commented that the
teacher’s support provided additional motivation, helping the student develop an interest in the
topics covered in English classes. The parents expressed full support for the SEN program
implemented the previous year and for any future programs. Some respondents emphasized the
importance of providing support to gifted students through the use of SEN programs, especially
for 2e students. One parent asked whether the child was expected to follow an SEN program
in other subjects as well. The teacher explained that the SEN program is typically written for a
single subject - or even a specific topic - if the teacher identifies a student’s aptitude in that

area, such as ESL learning. The responses to this section are presented in Table 3.

Table 3
Previous experience with the SEN program and a question about any further inquiries that a

parent/assistant might have

yes no

The child finished SEN  -full support for this type

program last year of programs and the initiative.

and this is -the teacher provides additional effort 3(60%)
my experience to motivate the student to get interested

towards his in ESL learning.

accomplishments
Additional questions or  -Is the SEN program required for other subjects?  4(80%)

comments for the teacher
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Discussion

The research results indicate that parents of 2e students are aware of the importance
of implementing SEN programs within mainstream education. Although this is a small-scale
case study, it supports the need for broader research in the future. The results are valid but not
conclusive. Few studies have been conducted in Serbia on this topic, and further investigation
is needed.

The collected data reflect the attitudes of parents and personal assistants toward
implementing additional programs, as well as the resulting increase in motivation among 2e
students when learning ESL. Respondents demonstrated familiarity with the concepts of 2e
students and SEN programs. Moreover, the identification of the students as twice-exceptional
was reinforced through the responses provided by parents and assistants. Specifically, all five
respondents answered positively when asked whether the children enjoyed attending English
classes and speaking English at home. Certain assumptions regarding ESL instruction for 2e
students were confirmed - particularly in relation to areas of interest, as well as challenges with
writing and grammar acquisition. Most students reported a dislike for writing in English, often
had illegible handwriting, and showed a general dislike or lack of understanding when it came
to learning grammatical structures. Nevertheless, the findings suggest that, despite these
difficulties, 2e students demonstrate more advanced language and communication skills in ESL
learning compared to their peers. Similar results were reported in a study by Alsamani,
Alsamiri, and Alfaidi (2023), which concluded that although teachers are aware of the
characteristics exhibited by 2e students and find them relatively easy to identify, they are not
sufficiently trained to do so and therefore rarely refer such students to SEN programs.

Additionally, three individual opinions were provided. One parent shared a personal
impression regarding their child’s attitude toward understanding idiomatic structures. This
indicates that the child has a strong interest in language development and the cultural dimension
of linguistic forms. One personal assistant confirmed that the child used English outside the
classroom and enjoyed absorbing new language structures from various sources. This supports
the idea that there is a general interest in language learning and that diverse ESL techniques
should be employed in class to help the child fully acquire the language. These reflections
highlight the importance of implementing SEN support in English classes for 2e students.

There are several opportunities for improvement. Further research is needed to
develop specific strategies for implementing SEN plans tailored to the needs of 2e students in

ESL learning. At the same time, the unique profiles of 2e students must be taken into account.
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In this study, one student showed no difficulty in understanding grammatical structures,
writing, or producing legible handwriting. This reinforces the importance of identifying
individual needs before designing a specific SEN program. It is essential to conduct detailed
assessments of each student’s learning profile and to consult both a psychologist and a
pedagogue to determine appropriate measures for supporting ESL acquisition among 2e
students.

Conclusion

This research provided deeper insight into the importance of implementing special
educational needs (SEN) programs for twice-exceptional (2e) students in elementary English
as a Second Language (ESL) classes. English language learning is rapidly evolving due to
technological advancements, and new teaching methods present valuable tools for ESL
teachers. This is one of the main reasons why many students find learning English interesting
and engaging. However, motivation for ESL learning tends to drop significantly when students
are introduced to writing and grammatical structures. It is during this stage that gifted and
talented students are typically identified, as they stand out through exceptional results,
creativity, and sustained motivation for language learning. Still, students who show both
exceptional strengths and learning difficulties are often hard to recognize. For this reason, a
key implication of this study is the need for the Serbian Ministry of Education to invest in
professional development aimed at helping teachers better understand the specific needs of 2e
students. It should be noted, however, that SEN programs for exceptional students do not
always yield positive outcomes. For instance, a study by Ozge Unlii and Yazgiil Karadas
highlights challenges faced by gifted and talented students, such as bullying and peer pressure,
which often make them reluctant to be placed in separate groups that might mark them as
different from their peers. As a result, motivation among these students can decrease
significantly. This underscores the urgent need for improved teacher training focused on the
true characteristics of 2e students. Without it, this population risks being left without the
support needed to address their learning difficulties, ultimately leading to academic

underachievement.

For 2e students, the stage at which writing and complex grammatical structures are
introduced in class becomes particularly challenging if they are not identified as exceptional in
ESL and do not receive a special educational needs (SEN) program for English language
acquisition. Twice-exceptional students are typically already recognized as different by their

peers and teachers, so this challenge does not apply in the same way to them. They tend to
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become accustomed to being set apart earlier, and any kind of additional involvement in class
activities actually makes them more visible and more integrated into the peer group. Moreover,
preparing a SEN program does not constitute additional work for the teacher, as certain
adjustments should already be in place to meet the specific needs and profiles of 2e students.
Ultimately, this paper presents positive feedback from parents, personal assistants, and the
children identified as 2e students. Their motivation and contributions positively impact not
only their own progress but also the motivation of teachers, assistants, and parents.

ESL learning is vital in modern society, and the implementation of individualized and
modern learning approaches should not be left to chance - it requires thoughtful planning and
awillingness to explore all available resources. Teachers who work with talented students must
be creative, innovative, and committed to continuous learning about new teaching methods,
current trends, and emerging technologies (Zivlak, 2019). Still, the support of the Ministry of
Education must remain consistent. In order to design and deliver the most effective teaching
strategies, teachers need to identify students’ individual needs and collaborate with
professionals, parents, and students to become truly successful educators in the contemporary

world.

DVOSTRUKO IZUZETNI UCENICI ENGLESKOG JEZIKA KAO PRVOG
STRANOG JEZIKA U OSNOVNIM SKOLAMA — STUDIJA SLUCAJA

Apstrakt

Uz pomo¢ tehnoloskog napretka, ucenici engleskog jezika kao prvog stranog jezika
imaju mogucnost da uce engleski kroz razlicite izvore i to ih ¢ini zainteresovanim da uce i sa
lakocom razumeju nove aspekte jezika. Zahvaljujuci ¢injenici da ljudi koji su otvoreni novim
iskustvima ceSce aktivno traze informacije zasnovane na njihovim interesovanjima i da oni
obicno vole promene i nove tehnologije, slobodu izrazavanja misljenja i kreativne aktivnosti
koje su integrisane u ucenju engleskog jezika, pokazuju posebno interesovanje za iste (Zivlak,
2019)

Kada postanu deo obrazovnog sistema, ucenicima se plasira ucenje u kontrolisanim
uslovima gde ne mogu da biraju razne izvore ve¢ one koji su dati. U ovakvim situacijama,
talentovani, nadareni i ucenici sa slabijim postignucima su identifikovani od strane nastavnika
na razne nacine. lzuzetni ucenici su identifikovani prema njihovim Skolskim rezultatima.
Dvostruko izuzetni ucenici (2i) su opisani kao ucenici koji, pored izuzetnih sposobnosti, imaju

neki fizicki ili emocionalni hendikep, ili tesSkoce u ucenju. Ovakvo dete Cesto je frustrirano
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nesposobnoscu da ispuni sopstvena ocekivanja, a njegova obeshrabrenost i bespomocnost
mogu se manifestovati kroz nestrpljivost, tvrdoglavost kada je suoceno sa kritikom i
omalovazavanje zadatka (Altaras, 2006). Pogresni zakljucci se donose jer se obicno ti ucenici
kategorisu kao ucenici sa slabijim postignucima.

Ovaj rad se bavi identifikacijom tih ucenika i IOP-om 3 (individualnim obrazovnim
planom) i ucenika na casovima engleskog jezika u osnovnim Skolama. Pored toga, ovaj rad
prikazuje rezultate dobijene uz pomoc¢ roditelja 2i ucenika, decijih licnih asistenata (ukoliko ih
je bilo) i 2i dece. Cilj ovog rada je da naglasi vaznost prepoznavanja, adaptiranja i
implementiranja IOP-3 programa pri radu sa 2i ucenicima i da prikaZe pozitivne aspekte
ovakvog rada.

Kljucne reci: ucenici Engleskog jezika kao prvog stranog jezika, dvostruko izuzetni

ucenicic(2i), |OP-3 program, ucenici sa slabijim postignu¢ima, osnovna Skola
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Pregledni naucni rad

SCHOOL SAFETY: A REVIEW OF DEFINING DIMENSIONS AND EFFECTIVE
STRATEGIES

Abstract

School safety is a critical aspect of creating a positive learning environment, yet its
definition remains elusive. This paper aims to analyze the literature on school safety,
examining its physical and psychological dimensions as well as the effectiveness of
implemented safety strategies. Following a brief analysis of the substantive elements of the
school safety concept in the introduction, the paper synthesizes theoretical perspectives on both
physical and psychological safety. In addressing the most critical safety concerns, scholars
have highlighted two main aspects of physical safety: 1) protecting the school from student
misbehavior, crime, and violence using security measures, procedures, and personnel; 2)
ensuring that the school can mitigate risks from natural hazards and address traffic safety
concerns. Psychological safety focuses on creating a supportive environment that protects
students from psychological violence and promotes positive interpersonal relationships.
Research has not consistently shown the effectiveness of physical strategies in preventing
school violence - no empirical confirmation of their effectiveness has been found, although
some studies suggest that School Resource Officers (SROs) may reduce certain forms of school
violence, such as assaults without a weapon and student gun possession, and increase the
detection of drug offenses. Regarding school preparedness for natural hazards, some studies
show moderate preparedness in certain developed countries, but there are significant
shortcomings, particularly in developing countries. As for the effectiveness of psychological
safety strategies, research suggests that positive interpersonal relationships within an
authoritative school climate contribute to a safer school environment by preventing and

reducing various forms of problem behaviors.
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safety strategies.

Introduction

School safety is an important social issue, but despite agreement on its importance,
there is little consensus on what the term actually means (Gastic & Gasiewski, 2008). The term
is defined differently in the literature, which makes it difficult to understand and approach the
term itself, compare the results of various research, and manage the safety of the educational
process (Tadi¢, 2022). Defining school safety is often challenging, as the definition can
encompass a wide range of different themes, where separating rhetoric from reality becomes
problematic, and where a key difficulty lies in distinguishing between personal beliefs and
evidence-based research (Mayer & Cornell, 2010).

Early definitions were focused on reducing crime and acts of physical violence on
school grounds (Furlong, & Morrison, 2000). In contrast, today’s definitions are more
comprehensive and also include social, emotional, and psychological factors associated with
feeling safe at school (Edwards, 2021). School safety is typically conceptualized as a
component of school climate (Bradshaw et al., 2021). Despite the fact that there is still no
unanimous definition of school climate or school safety, there is a soft consensus that school
climate is a broad, multidimensional construct for which school safety is a critical dimension
(Edwards, 2021; Lewno-Dumdie et al., 2020).

Although there is still no single definition and no agreement on the substantive
elements of school safety (Lewno-Dumdie et al., 2020), it can be seen in the definitions that
there is an emphasis on three elements. The first element is the perception of school actors,
most often students and teachers. In definitions of this category, perception can refer to
individuals’ 1) views on the level of school safety (Kutsyuruba et al., 2015); 2) fear of
victimization or sense of safety at school (Hernandez et al., 2010; Hilarski, 2004); and/or 3)
views on overall physical and emotional safety (Frederick et al., 2021; Wang & Degol, 2016).
The second element is related to the environment. In the definitions of this category, the focus
is on the environment that is 1) free from violence, crime, intimidation, threats, and fear
(Cornell & Mayer, 2010; Butcher & Manning, 2005; Tadi¢, 2022); and 2) supportive of
educational mission and welfare of school actors (Butcher & Manning, 2005; Diaz-Vicario &
Gairin Sallan, 2017). The third element involves the presence and implementation of effective,

consistent, and fair disciplinary procedures and practices (Hernandez et al., 2010; Wang &

129



PEDAGOSKA STVARNOST LXXII, 2 (2025), Novi Sad

Degol, 2016). In this context, it can be said that research on school safety has flowed along two
overlapping but distinguishable dimensions of physical and psychological safety (Reeves et al.,
2011).

Dimensions of School Safety
Physical Safety

Physical safety refers to the establishment of a secure environment within the school
where students, school staff, and visitors are protected from physical harm, injury, or violence.
It encompasses the conditions and structures that ensure the well-being of everyone within the
school. At its core, physical safety in schools is concerned with creating an environment where
the security risk is minimized. The concept of physical safety includes the protection from
internal security risks, such as student misbehavior, crime and violence, as well as from
external security risks, such as disasters due to natural hazards and traffic safety near the school
(Cornell et al., 2021; Mubita, 2021).

Internal security risks originate from behaviors within the school community that
endanger individuals, whether through deliberate acts or negligence. These risks include
homicides and suicides, violent and non-violent crimes, possession or use of weapons, student
disciplinary offenses that results in injury or pose threat to others, gang activity, and the
distribution, possession, or consumption of illicit substances (Fredrick et al., 2021; Robers et
al., 2015; Wang & Degol, 2016). In regard to internal security risk, physical safety includes
measures, procedures, and personnel put in place by the school to help ensure the security of
persons, as well as minimize crime and misbehaviour. The most commonly applied are
technological systems such as video surveillance and metal detectors; security procedures such
as restricted access to school premises, emergency response protocols; and security personnel,
including school resource officers (SROs), security guards, and stationed police officers
(Cornell et al., 2021; Lazarus & Sulkowski, 2024; Servoss, 2014).

External risks to physical safety stem from environmental and societal conditions
outside the school’s immediate control, notably natural disasters and traffic-related hazards.
Natural disasters that occur due to natural hazards can cause infrastructural damages to
educational institution buildings and these damages may result in fatalities and severe injuries
to their occupants in both developing and developed countries. Research indicates that school
buildings often exhibit greater structural vulnerability compared to other types of buildings,
resulting in a disproportionately higher number of casualties among students during seismic

events (Khan et al., 2020). Floods and storm surges alone affect hundreds of thousands of
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school-age children annually, disrupting educational access and requiring mass evacuations
(Ersoy & Kocak, 2016). Consequently, schools are ethically and operationally responsible for
maintaining a disaster-resilient environment (Fahad & Jing, 2018). This includes designing and
maintaining facilities to withstand potential disasters; implementing effective evacuation
routes and procedures; and ensuring the availability of emergency resources and life-saving
equipment (Khan et al., 2020; Tipler et al., 2017).

When it comes to traffic safety, in many developing countries, school-related traffic
incidents remain one of the leading causes of injury among students (Srichai et al., 2013). For
instance, in countries with large school-age populations, such as India, inadequate school
transportation and road safety measures contribute significantly to student injuries (John et al.,
2012). Conversely, in developed countries—particularly in urban areas—school traffic safety
interventions sometimes yield unintended consequences. Some initiatives, although well-
intentioned, limit students’ mobility by keeping them off roads without effectively addressing
their safety as pedestrians, cyclists, or passengers, thereby creating a false perception of
security (Parusel & McLaren, 2010).

Psychological Safety

Regarding the psychological dimension of school safety, different terminology is used
in the literature. Some scholars use psychological safety (Cornell et al., 2021; Reeves et al.,
2011), others use social-emotional safety (Cohen et al., 2009; Thapa et al., 2013; Wang &
Degol, 2016), but there are also those who use the term emotional safety (Frederick et al.,
2021).

The various definitions that exist for this dimension can be summarized by referring
to an environment that is free from psychological violence in the interactions of its participants
(Baeva & Bordovskaia, 2015). Accordingly, psychological safety is concerned with protecting
students from aggressive behavior that inflicts emotional distress, rather than physical injury
(Cornell et al., 2021).

Psychological safety, in a narrow sense, refers to students’ perceptions of their own
safety to express their emotions, take risks, and engage in new experiences (Frederick et al.,
2021; Hebib & Zunié-Pavlovié, 2018). The perception of safety is often confounded with
perceived vulnerability or tolerance to contextual risk factors, where feelings of safety play a
major role. Feelings of safety can be defined as emotional reactions to relevant contextual

factors that allow for a personal sense of safety at school. It is a multidimensional construct
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that encompasses a range of reactions to one’s safety and includes judgments (e.g., cognitive
assessments of the severity or prevalence of crime), values (e.g., concern about crime), and
emotions (e.g., feelings of fear) (Fisher et al., 2016).

In a broader sense, psychological safety refers, on the one hand, to the nature of social
interactions among various school actors, as well as to their satisfaction with interpersonal
relationships (Baeva & Bordovskaia, 2015) and on the other hand, to expectations that the
school will enable students’ social and emotional needs to be met in a safe manner (Edwards,
2021). Accordingly, psychological safety is focused on the quality of interpersonal
relationships at school, with school being perceived as a place where caring and supportive
adults, especially teachers, are available (Baeva & Bordovskaia, 2015; Diaz-Vicario & Gairin
Sallan, 2017; Edwards, 2021).

Based on how psychological safety is conceptualized, its operationalization is
conditionally feasible. To make it practically applicable within the school settings,
psychological safety should be delineated into specific elements that can be observed and
assessed. These elements serve as a framework for creating an environment in which both
students and staff feel emotionally secure. Considering that psychological safety rooted in the
theoretical construct of school climate, many of its defining elements overlap with those that
foster a positive school climate - namely, trust, respect, and emotional support. These
overlapping elements underscore the necessity of a holistic and integrated approach to
psychological safety, as a nurturing school climate is inextricably linked to the emotional well-
being of both students and school staff (Bradshaw et al., 2021). The following are key elements
of psychological safety and the ways in which they can be operationalized within the school
context. The first is the teacher—student relationships (TSRs), which can be defined as
meaningful emotional and relational bonds that develop between students and teachers through
prolonged interaction (Longobardi et al., 2016). Positive TSRs are characterized by the
availability of caring and supportive adults, friendship, closeness, and affection (Endedijk et
al., 2022; Longobardi et al., 2021). The second element refers to peer relationships (PRs) that
occur among same-age peers. Unlike TSRs, peer relationships are voluntary and fundamentally
egalitarian (Bukowski et al., 2018). Positive PRs are associated with several psychosocial
variables, including the quality of peer attachment and friendship, as well as social positioning
indicators such as peer acceptance, perceived popularity, likability, and social preference (Portt
et al., 2020). Finally, there are feelings of safety, which encompass emotional responses to
contextual factors that shape an individual’s subjective sense of security at school. This

construct is multidimensional, incorporating cognitive evaluations (e.g., perceived severity or
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frequency of crime), affective responses (e.g., fear), and value-based concerns (e.g., personal

significance attributed to safety threats) (Fisher et al., 2016).

Strategies of School Safety and their Effectiveness

Physical Safety Strategies

Physical safety strategies involve the use of measures, procedures, and personnel put in
place by the school to help ensure the security of students and staff, as well as minimize crime
and misbehavior. Collectively, such strategies have been coined as “target hardening”, meaning
the purposeful strengthening of a school building and other facilities to protect it in the event
of an attack (Addington, 2009).

Regarding internal risks, physical safety strategies encompass two functions. The first
is the deterrence function, aimed at dissuading the student from exhibiting problem behavior
(Cornell et al., 2021; Tanner-Smith et al., 2017). This function is based on the application of
rational choice theory, whereby the probability of exhibiting problematic behavior depends on
the perceived costs and benefits associated with a specific act, which means that potential
perpetrators will make a decision not to initiate or continue activities that lead to the risk of
being caught (Tanner-Smith et al., 2017). The second function has a symbolic character and is
related to assuring the public that the school is a safe place for students. At the heart of this
function is the idea that when cases of serious school violence occur, the school should reassert
its power and convince the public that, as a symbol of authority, it maintains control primarily
over students (Servoss, 2014). However, policymakers are often criticized by the media and
academia for recommending the implementation of strategies that are appealing to the public
but have little or no scientific support (Mann & Brock, 2020). Leading academic authorities in
the field have concluded that there is a lack of methodologically and analytically rigorous
studies of these topics. The quality and quantity of research are uneven across the topics. Some
school safety practices draw upon a large and sophisticated research base, while others have
little empirical support despite being widely accepted (Lamoreaux & Sulkowski, 2020; Mann
& Brock, 2020; Nickerson et al., 2021).

Despite the aforementioned limitations, it can be concluded that research has not found
empirical evidence of the effectiveness of strategies based on the use of metal detectors, video
surveillance, or increased presence of security personnel in schools in preventing school
violence or reducing crime and violence victimization in general (Addington, 2009; Servoss,

2014; Tanner-Smith et al., 2017). In some cases, the use of multiple security measures reduced
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the likelihood of exposure to property crime only in high schools but was shown to be
ineffective for most other issues in both elementary and high schools (Tanner-Smith et al.,
2017). As for the effectiveness of SRO engagement, some studies show that their increased
presence reduces some forms of violence in schools, such as physical assaults without a weapon
(Sorensen et al., 2023; Theriot, 2016), and student gun possession (Theriot, 2016). The
presence of SROs has also been shown to increase the detection and arrest of drug offenses
(Gottfredson et al., 2020; Owens, 2017). However, increased SRO presence has not prevented
gun-related incidents (Sorensen et al., 2023) and has no effect on bullying (Broll & Lafferty,
2018; Devlin et al., 2018), which has also been confirmed in high schools in Serbia (Grmusa,
2024).

In addition, the implementation of physical safety strategies carries the potential risk of
creating a school environment that focuses heavily on rules and their enforcement to the
detriment of teaching and learning. In this regard, a potentially negative outcome is that
students do not perceive safety strategies as relevant to ensuring their safety, but as an
additional means by which school personnel assert (or abuse) their power and control over
students (Kupchik & Farina, 2016). This is particularly significant in relation to the engagement
of SROs, as by adopting a “zero tolerance” response to student misbehavior, many schools
engage SROs as a means of enforcing student discipline (Bleakley & Bleakley, 2018). As a
result, SROs are regularly involved in standard school discipline, even for students who have
committed minor offenses rather than serious acts of violence (Fisher et al., 2020). There is
quantitative evidence that the arrival of an SRO is associated with an increase in standard
disciplinary sanctions against students (Gottfredson et al., 2020; Sorensen et al., 2021).

In this regard, schools are increasingly faced with the dilemma of ensuring the physical
safety of the school environment without turning it into a fortress (Lazarus & Sulkowski, 2024).
It is therefore necessary for policymakers to insist on rigorous studies to justify the huge
financial investments in the implementation of physical safety strategies (Cornell et al., 2021).

A small subset of the school safety literature explores school safety in the context of
addressing external risks, and this is usually limited to certain countries affected by devastating
disasters like earthquakes in Taiwan (Chen & Lee, 2012), New Zealand (Tipler et al., 2017) or
Tarkiye (Ersoy & Kocak, 2016). Research is limited in terms of nature and level of
preparedness in schools and there is a lack of consistent methodology for assessing school
disaster preparedness (Khan et al., 2020), and this situation has been recorded in both

developing and developed countries (Kano et al., 2017).
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In the few specific cases that have been investigated, studies have shown medium to
higher level of preparedness in certain US states in terms of school facilities (Kano et al., 2017)
and inadequate preparedness in developing countries such as Pakistan (Khan et al., 2020). But
even developed countries with multiple experiences with devastating earthquakes, such as
Tdrkiye, face the problem of inadequate preparedness. For instance, training practices and
student drills are often considered as a formality and not taken seriously, lacking proper visual
materials. Training is limited to response after disasters. Although teachers have very good
attitudes during training, they do not have enough detailed knowledge for disaster preparedness
(Ersoy & Kocak, 2016). In Serbia, available insights into school safety regarding natural
disasters are limited and rely solely on student perceptions. Findings from the only study
conducted on this topic reveal that fewer than half of students feel safe within school buildings
when considering the potential consequences of natural disasters. (Cvetkovi¢, Jankovié i
Milojevi¢, 2016).

In addition, research has shown that previous disaster experiences increase
preparedness only for the type of disaster that occurred in the recent past, as demonstrated by
the 2011 Christchurch (New Zealand) earthquake, after which schools introduced or reinforced

measures aimed at responding only in the event of an earthquake (Tipler et al., 2017).
Psychological Safety Strategies

Regarding psychological safety, a wealth of research has shown the importance of
feelings of safety and the quality of interpersonal relationships for both academic and
psychosocial outcomes of the educational process and the prevention and reduction of student
problem behaviors. Increased feelings of safety at school are associated with more positive
academic and psychosocial outcomes for students, as shown in cross-sectional studies (Cote-
Lussier & Fitzpatrick, 2016; Johnson et al., 2014).

In this regard, it should be stressed that exposure to violence and victimization,
regardless of its type, whether experienced, witnessed, or perpetrated, predicted feeling less
safe at school (Bachman et al., 2011). Additionally, students are most likely to feel unsafe in
schools where bullying is prevalent (Fredrick et al., 2021; C6té-Lussier & Fitzpatrick, 2016),
which has also been confirmed in schools in Serbia (Novoselja¢ki, Simonji Cernak i
Pokusevski, 2020; Tadi¢ i Kordi¢, 2024). Interpersonal relationships (both TSRs and PRS)
significantly predicted various forms of problem behaviors (general maladaptive behavior,

delinquency, aggression, and violence within and outside of school) that serve to compromise
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school safety for all school members (Reaves et al., 2018). Schools, both abroad and in Serbia,
characterized by positive TSRs are expected to reduce students’ engagement in problem
behaviors and limit their risk of being exposed to violence and victimization (Fisher et al.,
2018; Grmusa & Hong, 2024; Tadi¢ & Kordic¢, 2024). As for PRs, students who fail to achieve
positive social relationships with their peers represent a risk group for the emergence of
behavioral, emotional and academic problems in the following years of life (Spasenovi¢, 2009).
In addition, research has shown that interpersonal relationships are particularly associated with
bullying perpetration and victimization. A recent comprehensive meta-analysis showed that
higher-quality TSRs are associated with less bullying perpetration and victimization. Hence,
promoting positive and minimizing negative TSRs may help to tackle school-based bullying
issues (Bokkel, et al., 2022). Another meta-analysis suggests that caring, supportive and warm
PRs in the class should be considered as a crucial protective factor against bullying
victimization (Thornberg et al., 2017).

With this in mind, the only empirically proved strategies that can increase feelings of
safety and quality of interpersonal relationships are those that contribute to building an
authoritative school climate. Authoritative school climate theory, which serves as a conceptual
framework for understanding the linkages between school climate and school safety, is derived
from developmental scholarship focused on authoritative parenting (Baumrind, 1968), which
includes a combination of high expectations (e.g., demandingness) and emotional support (e.g.,
responsiveness) for their children. Cornell et al. (2016) conceptualize an authoritative school
as one characterized by high levels of structure (strict and consistent, but fair discipline) and
high support (school staff demonstrating respect and concern for students). Accordingly, in
authoritative schools, structure and support are both high and act in combination, which is
associated with greater academic engagement and achievement, fewer mental health problems,
less truancy, and less violence and bullying among students (Kloo et al., 2023). An
authoritative school climate is associated with improvement in academic outcomes such as
engagement, grades, and educational aspirations (Cornell et al., 2016), but it also has multiple
benefits for safety, as shown by a wealth of research. Firstly, students feel safer in schools that
they perceive to have an authoritative school climate (Fisher et al., 2018). In addition, the
probability and frequency of subsequent behavioral problems are lower in schools where
students perceive a better-structured school, fair discipline practices, and more positive TSRs
(Wang et al., 2010). Schools with more authoritative school climates tend to have lower rates
of bullying victimization and perpetration (Gerlinger & Wo, 2014; Cornell et al., 2015).

Students attending schools with authoritative school climates also engaged in less risky
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behaviors such as drug use, suicide ideation, gang involvement, and carrying weapons (Cornell
& Huang, 2016). In contrast, findings from multilevel regression analyses show that students
with less authoritative teachers engage more in bullying behaviors and are more often
victimized (Kloo et al., 2023).

Conclusions

This review underscores a persistent and pressing challenge in the domain of school
safety: although its importance is universally recognized, a unified definition remains elusive.
This complexity largely arises from the need to integrate both physical and psychological
dimensions of safety. Yet, ambiguity surrounding the specific components of each significantly
hinders the development of effective strategies and the ability to compare research
meaningfully. While physical security measures are widely implemented, their inconsistent
effectiveness in preventing violence raises a critical question about their behavioral impact—
do they truly influence actions or simply enhance detection? In contrast, psychological safety
approaches, especially those that promote positive interpersonal relationships within a
structured and supportive school climate, consistently show greater potential in reducing
problematic student behaviors. To move the field forward, future research should prioritize
uncovering the causal mechanisms behind safety interventions, focusing on how and why
certain measures succeed or fail. Reliance on correlation studies alone is insufficient. Through
longitudinal designs, researchers can evolve and move beyond merely evaluating whether
strategies work to understanding the conditions under which they do and the reasons behind

their effectiveness.

BEZBEDNOST SKOLE — RAZMATRANJE NJENIH DIMENZIJA |
DELOTVORNIH STRATEGIJA

Apstrakt

Bezbednost Skole ima kljucnu vaznost u stvaranju pozitivnog Skolskog okruzenja za
ucenje. Ipak, definisanje ovog koncepta ostaje slozeno i viseslojno. Ovaj rad analizira
postojecu literaturu o bezbednosti skole, fokusirajuci se na njene fizicke i psiholoske dimenzije,
kao i na delotvornost razlicitih strategija za njeno unapredenje. Nakon uvodne analize glavnih
elemenata bezbednosti Skole, rad sagledava teorijske perspektive koje se odnose na fizicku i

psiholosku bezbednost Skole. U skladu sa bezbednosnim pitanjima koje autori smatraju
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najvaznijim, mogu se identifikovati dva glavna aspekta u definisanju fizicke bezbednosti, a to
su: 1) primena bezbednosnih mera i procedura, kao i angaZovanje lica zaduZenih za
bezbednost u skoli, radi zastite skolskog objekta i ljudi koji borave u njemu od ponasanja kojim
ucenici ugrozavaju sebe ili druge; i 2) pripremljenost Skole za suocavanje sa rizikom od
prirodnih katastrofa i reSavanje problema bezbednosti saobracaja u okruzenju Skole.
Psiholoska bezbednost se fokusira na stvaranje okruzenja u kojem ucenici imaju neophodnu
podrsku i zastitu od psiholoskog nasilja i koje podstice razvoj i unapredenje kvaliteta
meduljudskih odnosa. U tom kontekstu, kvalitet meduljudskih odnosa u skoli obuhvata dva
aspekta: kvalitet odnosa izmedu ucenika i nastavnika i kvalitet odnosa medu vrsnjacima.
Osnovna funkcija strategija fizicke bezbednosti u prevenciji nasilja u Skolama je
efekat odvracanja. Ove strategije imaju za cilj da obeshrabre ucenike od ispoljavanja
nedozvoljenog ponasanja. Zasnivanjem na teoriji racionalnog izbora, polazi se od
pretpostavke da ucenici procenjuju moguce koristi i posledice svojih postupaka — ukoliko je
rizik od otkrivanja i sankcija visok, manja je verovatnoca da ce se upustiti u nedozvoljena
ponasanja. Empirijski dokazi o delotvornosti ovih strategija u prevenciji nasilja u skolama su
neujednaceni. S jedne strane, nedostaje konzistentna potvrda da vidljive bezbednosne mere
poput detektora metala, video nadzora ili pojacanog prisustva strucnih lica zaduzenih za
bezbednost Skole znacajno doprinose smanjenju nasilja u Skoli. S druge strane, pojedina
istrazivanja ukazuju da angazZovanje strucnih lica zaduzenih za bezbednost skole moze da
smanji stopu odredenih oblika nasilja u Skoli, kao Sto su napadi bez oruzja i posedovanje oruzja
od strane ucenika, kao i da poveca otkrivanje krivicnih dela povezanih sa drogom. U tom
kontekstu, buduca istrazivanja trebalo bi da se usmere na dublje razumevanje delotvornosti
strategija fizicke bezbednosti u Skolama, sa posebnim fokusom na pitanje da li ove strategije
zaista uticu na promenu ponasanja ucenika ili prvenstveno doprinose vecoj identifikaciji i
evidentiranju problematicnih ponasanja. Kada je rec¢ o pripremljenosti skola za prirodne
katastrofe, istrazivanja pokazuju varijabilnost, sa umerenom pripremljenoséu u razvijenim
zemljama i znacajnim nedostacima u zemljama u razvoju. U pogledu delotvornosti strategija
psiholoske bezbednosti, istrazivanja ukazuju da one strategije koje unapreduju pozitivne
meduljudske odnose u okvirima autoritativne Skolske klime doprinose stvaranju bezbednijeg
Skolskog okruzenja kroz prevenciju i suzbijanje razlicitih oblika problematicnog ponasanja
ucenika. Takva klima, koju karakterisu jasna pravila i dosledna ocekivanja, u kombinaciji sa
toplinom i podrskom, ne samo da doprinosi smanjenju razlicitih oblika problematicnog
ponasanja, ve¢ ima i Siri razvojni znacaj. Naime, autoritativna Skolska klima povezuje se sa

unapredenjem akademskih postignuca, veéim angazovanjem ucenika i visim obrazovnim
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aspiracijama. S obzirom na to da se psiholoska bezbednost — a narocito kvalitet meduljudskih
odnosa — uobicajeno proucava u okviru Sireg koncepta Skolske klime, buduca istraZivanja
trebalo bi da se fokusiraju na diferencirano sagledavanje njenih efekata u poredenju sa drugim
komponentama skolske klime, poput osec¢aja pripadnosti skoli, stavova ucenika prema nasilju.
Posebno je vazno ispitati u kojoj meri psiholoska bezbednost doprinosi prevenciji nasilja, u
poredenju sa drugim aspektima skolskog okruzenja, ali i kako se ona povezuje i potencijalno
nadopunjuje sa elementima fizicke bezbednosti — kao Sto su angazovanje lica zaduzenih za
bezbednost u skoli, primena video nadzora i drugih vidljivih bezbednosnih mera. Razumevanje
medusobnih odnosa izmedu psiholoske i fizicke bezbednosti mozZe doprineti razvoju
sveobuhvatnijih i delotvornijih strategija koje istovremeno unapreduju subjektivni dozivljaj
bezbednosti ucenika, smanjuju izloZenost rizicnim ponasanjima i doprinose stvaranju
podrzavajuceg, podsticjanog i bezbednog skolskog okruzenja.

Kljucne reci: bezbednost Skole, fizicka bezbednost skole, psiholoska bezbednost Skole,

delotvornost strategija bezbednosti u skolama.
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MENTALNI MODELI KAO KLJUCNI RESURSI ZA SUSTINSKE PROMENE U
OBRAZOVNIM INSTITUCIJAMA: TEORIJISKA RAZMATRANJA

Apstrakt

U savremenim obrazovnim institucijama, mentalni modeli nastavnika predstavijaju
kljucne kognitivne filtere kroz koje se interpretiraju liderstvo, obrazovne reforme i kolektivne
inicijative. Ovaj teorijski rad analizira kako ovi modeli uticu na percepciju rukovodilaca,
tumacenje institucionalnih poruka i ucestvovanje u kolektivnom odlucivanju. Poseban akcenat
stavljen je na fenomene kognitivne nesinhronizovanosti izmedu nastavnika i lidera, koji se
Jjavljaju kao posledica razlicitih mentalnih modela i profesionalnih ocekivanja. Kroz uvid u
relevantnu literaturu istrazuju se uslovi pod kojima se ovi modeli transformisu — sa fokusom
na refleksivnu praksu, organizacionu klimu i participativno liderstvo. Rezultati teorijske sinteze
ukazuju da mentalni modeli mogu predstavijati i resurs i prepreku razvoju obrazovne ustanove,
u zavisnosti od toga da li su uskladeni sa institucionalnom vizijom i kulturom dijaloga. Na
osnovu analize, formulisane su preporuke za obrazovnu praksu koje podrazumevaju razvoj
refleksije kod nastavnika, dijalosko liderstvo i strateSku podrsku u transformaciji mentalnih

modela kroz institucionalne i obrazovne politike.

Kljucne reci: mentalni modeli nastavnika, participativno lidertvo u obrazovanju,

kognitivna nesinhronizovanost, refleksivna praksa, transformacija obrazovanja
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Uvod

U savremenim obrazovnim institucijama, nastavnici ne funkcioniSu samo kao
prenosioci znanja, ve¢ i kao interpretatori obrazovne stvarnosti (Manrique & Sanchez Abchi,
2015; Mevorach & Strauss, 2012). Njihovo razumevanje promena, reformi i rukovodstva
oblikuju mentalni modeli — unutrasnje kognitivne strukture koje filtriraju poruke lidera,
strategije reformi i organizacionu dinamiku obrazovnih institucija (Senge et al., 2012). Ovi
modeli se formiraju kroz profesionalna iskustva i svakodnevne interakcije, Cesto su implicitni,
ali snazno uti¢u na motivaciju i otvorenost prema promenama (Manrique & Sanchez Abchi,
2015; Tarnanen et al., 2021). Kada su uskladeni sa institucionalnim vrednostima, doprinose
koherenciji i profesionalnoj efikasnosti. Suprotno tome, kognitivna nesinhronizovanost izmedu
lidera 1 nastavnika (u smislu neuskladenog razvoja razlicitih aspekata kognitivnog
funkcionisanja) kod pojedinca moze izazvati otpor 1 profesionalnu distancu
(Darling-Hammond & Bransford, 2005; Katz & Dack, 2015; Spillane, 2006).

U savremenim reformama, koje se oslanjaju na principe distribuiranog liderstva
(Spillane, 2006; Yang & Chang, 2024), Seme mentalnih modela kod lidera (Zuckerman &
O’Shea, 2021) 1 razvoj profesionalnih zajednica ucenja kao okvira za profesionalni razvoj
nastavnika (Yang & Chang, 2024), razumevanje i transformacija mentalnih modela nastavnika
postaje klju¢no za svaku transformaciju obrazovnih institucija (ChenLevi et al., 2020;
Desimone, 2009). Ovaj rad polazi od ¢injenice da kvalitet liderstva zavisi od nacina na koji ga
nastavnici dozivljavaju te istrazuje kako mentalni modeli uticu na percepciju liderstva? i na koji
nacin se mogu transformisati u pravcu podrske organizacionim promenama.

U skladu sa tim, wu ovom radu istrazuyjemo sledeCa pitanja:
(1) kako mentalni modeli nastavnika oblikuju njihovu percepciju liderstva,
(2) koji faktori doprinose kognitivhoj neusaglaSenosti sa rukovodstvom, i
(3) na koji nacin refleksija, dijalog i organizaciona klima mogu doprineti transformaciji
mentalnih modela?

Posebno se naglasava da su refleksija, dijalog 1 organizaciona klima u ovom radu

tretirani kao podrZavajuéi faktori u transformaciji mentalnih modela nastavnika, a ne kao

2 Liderstvo je proces usmeravanja, motivisanja i uticaja na ljude kako bi ostvarili zajednicke ciljeve.
Ono podrazumeva sposobnost inspirisanja drugih, donosenja odluka i preuzimanja odgovornosti za
pravac i uspeh tima, organizacije ili zajednice. Liderstvo moze biti formalno (npr. menadzerske

pozicije) ili neformalno (npr. prirodna sposobnost vodenja u grupi).

148



PEDAGOSKA STVARNOST LXXII, 2 (2025), Novi Sad

zasebni teorijski koncepti. Njihova uloga proisti¢e iz teorijskog okvira (Louis et al., 2010;

Senge, 1990) i direktno je usmerena ka odgovoru na trece istrazivacko pitanje.

U daljem tekstu, termini rukovodilac 1 lider koriste se kao ekvivalentni, sa znaCenjem
formalnih lidera u obrazovnoj instituciji (npr. direktor Skole, rukovodilac stru¢nog veca, tim

lider).
Metodoloski okvir

U svrhu oblikovanja konceptualnog okvira istrazivanja, ovaj rad koristi tematski
teorijski pristup sa fokusiranom pretragom literature, bez primene formalnog protokola
sistematskog pregleda. Umesto toga, cilj je bio teorijska sinteza i razvoj konceptualnog modela
koji moze posluziti kao osnova za buduc¢a empirijska istrazivanja. Ovakav pristup u potpunosti
je u skladu sa metodoloskim smernicama koje definiSu integrativni i konceptualni pregledi
literature (Snyder, 2019; Torraco, 2005), a koji se Cesto koriste u oblastima obrazovnog
liderstva i organizacionih studija (npr. Fullan, 2007; Leithwood & Jantzi, 2005; Spillane, 2006).

Prema definiciji Torraca (2005), integrativni pregled literature ne zahteva formalno
kodiranje podataka ve¢ se fokusira na povezivanje kljuénih teorijskih uvida. Snyder (2019)
dodatno razjasnjava razlike izmedu narativnih, konceptualnih 1 sistematskih pregleda,
naglasavajuci da ne postoji samo jedan validan metod pretrage i sinteze literature (kao Sto je
PRISMA), ve¢ da izbor metodologije zavisi od istrazivackih ciljeva.

Analiza u ovom radu izvedena je u okviru interpretativno-konstruktivistickog pristupa,
pri cemu se mentalni modeli posmatraju kao subjektivne, kontekstualno uslovljene kognitivne
strukture. Teorijska analiza fokusirala se na Cetiri kljucna tematska podrucja:

1. mentalni modeli u obrazovanju,

2. percepcija liderstva i profesionalna interakcija,

3. refleksivna praksa i organizaciono ucenje,

4. kognitivna nesinhronizovanost i obrazovne promene.

Ukupno je analizirano 35 referenci, koje su selektovane prema kriterijumu teorijske
relevantnosti 1 doprinosa izgradnji konceptualnog okvira. Korpus radova obuhvata klasi¢ne
teorijske izvore iz oblasti kognitivne psihologije, obrazovanja i liderstva (npr. Argyris & Schon,
Johnson-Laird, Kolb, Senge, Vygotsky), aktuelne empirske studije iz perioda 2020-2024.
godine (npr. Wahyuni et al., 2024; Yang & Chang, 2024; Zhou & Guo, 2024), metodoloske

izvore koji se bave klasifikacijom i vrednovanjem pregleda literature (Snyder, 2019; Torraco,
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2005) kao 1 nau¢ne radove iz medunarodnih Casopisa, dostupne putem baza kao $to su JSTOR,
Elsevier, SAGE, Springer, Google Scholar 1 dr.

Posebna paznja posvecena je radovima koji se bave: psiholoskim osnovama mentalnih
modela (Johnson-Laird, 1983; Vosniadou & Brewer, 1992), percepcijom liderstva (Bryk &
Schneider, 2002; Leithwood & Jantzi, 2005; Wahyuni et al., 2024), refleksivnom praksom
(Argyris & Schon, 1996; Senge, 1990) i1 transformacijom nastavniCkih modela misljenja
(Spillane, 2006; Tschannen-Moran, 2004).

Zakljucno, iako ovaj pristup ne omogucava kvantitativno testiranje, njegova vrednost
lezi u teorijskoj integraciji 1 u identifikaciji konceptualnih tacaka preseka koje osvetljavaju

slozen odnos izmedu mentalnih modela nastavnika i obrazovnog liderstva.
Teorijski okvir

Mentalni modeli kao nevidljiva arhitektura percepcije i ponasanja nastavnika

Mentalni modeli predstavljaju unutrasnje, kognitivne strukture koje pojedincima
omogucavaju da interpretiraju kompleksne situacije, donose odluke i predvidaju moguce
ishode svojih postupaka (ChenLevi et al., 2020; Johnson-Laird, 1983; Manrique & Sanchez
Abchi, 2015; Mevorach & Strauss, 2012). obrazovnom kontekstu, ovi modeli oblikuju nacin
na koji nastavnici razumeju ulogu skole, obrazovne ciljeve, sopstvenu profesionalnu poziciju,
kao 1 odnose sa rukovodstvom 1 u€enicima.

Analiza relevantne literature (ChenLevi et al., 2020; Tarnanen et al., 2021) sugerira da
mentalni modeli ne odrazavaju objektivnu stvarnost, ve¢ predstavljaju subjektivne konstrukte
zasnovane na prethodnim iskustvima i duboko ukorenjenim uverenjima. Oni funkcioniSu kao
funkcionalne mape znacenja, koje usmeravaju opazanje 1 ponaSanje, ali mogu i ograniciti
otvorenost ka promenama ukoliko ostanu neosveS¢eni. U tom smislu, oni nisu stabilni ni
neutralni, ve¢ se dinamicki oblikuju kroz neprekidnu interakciju sa obrazovnim, kulturnim 1
institucionalnim okruZenjem. Upravo zbog toga Spillane et al. (2002) naglasavaju da
implementacija obrazovnih politika nije mehanicki prijenos nego kognitivni proces u kojem
nastavnici 1 lideri aktivno interpretiraju politiku kroz vlastite mentalne modele, znanja i
uvjerenja. UspjeSna provedba obrazovnih politika stoga zavisi od toga kako akteri percipiraju
promjene u kontekstu svojih profesionalnih praksi i organizacijskog okruzenja.

U kontekstu teorija organizacionog ucenja (Senge, 1990; Silins & Mulford, 2002),

mentalni modeli se prepoznaju kao klju¢ni elementi koji usmeravaju ponasanje pojedinaca i
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organizacija — ali istovremeno mogu postati prepreka za inovacije ukoliko ostanu neartikulisani
ili nekompatibilni sa novim obrazovnim paradigama.

U obrazovnim institucijama mentalni modeli nastavnika deluju kao kognitivni filteri >~
oni ne samo da uti¢u na tumacenje nastavnih zadataka, ve¢ i oblikuju percepciju liderstva. Na
primer, nastavnik koji vrednuje saradnju i1 profesionalnu autonomiju moze doziveti
participativni stil rukovodioca kao podsticaj za razvoj, dok nastavnik koji ima iskustvo
autoritarnog liderstva moze isto ponasanje tumaciti kao prikrivenu kontrolu.

Relevantni teorijski okviri za razumevanje ovih procesa ukljucuju konstruktivizam
(Vygotsky, 1978), teoriju iskustvenog ucenja (Kolb, 1984) i koncepciju organizacija koje uce
(Senge, 1990). Vigotski (Vygotsky, 1978) naglasava ulogu drustvene interakcije u oblikovanju
znacenja i mentalnih modela, dok Kolb (1984) ukazuje na refleksiju nad iskustvom kao temelj
za kognitivnu promenu. Senge, pak, isti¢e da je Skola kao organizacija koja uci koncept u kojem
svi Clanovi Skole — nastavnici, ucenici, uprava i roditelji — zajednicki uce, saraduju i stalno
unapreduju praksu. Fokus je na timskom radu, razmeni znanja, refleksiji i stalnom
profesionalnom razvoju, sa ciljem da se poboljsa kvalitet nastave i postignuca uc¢enika. Takva
Skola neguje kulturu poverenja, ucenja i inovacija pri ¢emu je fokus na osveséivanja
pretpostavki 1 dijaloga kao preduslova za institucionalno ucenje.

U savremenoj obrazovnim institucijama, mentalni modeli se formiraju kroz
akumulaciju profesionalnih interakcija, vrednosnih orijentacija kolektiva i institucionalnih
normi. Njithova funkcija nije samo da pojednostave kompleksnu stvarnost obrazovne prakse,
ve¢ 1 da usmere ponaSanje u skladu sa dominantnim profesionalnim i organizacionim
vrednostima. Zato se mentalni modeli mogu posmatrati kao dvosmerna snaga — kao resurs koji

podsti¢e razvoj ili kao kognitivna barijera koja usporava promenu.

3 Kognitivni filteri su mentalni obrasci ili mehanizmi koje koristimo za selekciju, interpretaciju i obradu
informacija iz okoline. Oni oblikuju nacin na koji percipiramo svet oko sebe, utiCuéi na to koje
informacije ¢emo primetiti, kako ¢emo ih razumeti i koje ¢emo zanemariti. Ovi filteri su funkcionalni
jer pomazu da obradimo veliku koli¢inu podataka bez preopterecenja, ali mogu i dovesti do pristranosti,
iskrivljenih uverenja i kognitivnih distorzija. Na primer, osoba sa negativnim kognitivnim filterom
moze primetiti samo negativne aspekte situacije, zanemarujuci pozitivne. Tipi¢ni primeri kognitivnih
filtera ukljucuju selektivnu paznju, generalizaciju i potvrdujucéu pristranost (uocavamo samo
informacije koje podrzavaju nasa postojeca uverenja).
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Percepcija liderstva kroz prizmu mentalnih modela nastavnika: izmedu rezonance i

otpora

Percepcija liderstva u obrazovnim institucijama, kao S§to pokazuje teorijska i empirijska
literatura (Manrique & Sanchez Abchi, 2015; Mevorach & Strauss, 2012; Senge et al., 2012;
Tarnanen et al., 2021), ne zavisi iskljuc¢ivo od formalnih stilova rukovodenja, ve¢ u velikoj meri
od mentalnih modela nastavnika — njihovih duboko ukorenjenih uverenja, prethodnih iskustava
1 profesionalnih o¢ekivanja. Drugim recima, isti rukovodilac moze biti percipiran kao vizionar
u jednoj Skoli, a kao autoritaran u drugoj — u zavisnosti od mentalnih modela koje nastavnici

koriste da tumace njegove postupke i poruke.

Prema Argyrisu 1 Schonu (1996), postoji razlika izmedu deklarativnih uverenja
(espoused theories) 1 stvarnih ponasanja (theories-in-use). Deklarativne se odnose na vrednosti
i principa koje pojedinci ili organizacije verbalno zastupaju. S druge strane stoje implicitni
obrasci, odnosno stvarna ponaSanja i pravila koja se zaista primenjuju u praksi, ¢esto nesvesno
i ne uvek u skladu sa deklarisanim nacelima.

Nastavnici ne reaguju na izjave rukovodilaca ili formalne deklaracije obrazovne
politike, ve¢ na njihove stvarne postupke, koje interpretiraju kroz sopstvene mentalne modele.
Na primer, direktor koji verbalno promoviSe participaciju, ali u praksi koristi zatvorene,
birokratski kontrolisane komunikacione kanale, ¢esto biva doZivljen kao neautentiCan —
naro¢ito medu nastavnicima koji vrednuju transparentnost i doslednost. Ovakav raskorak
izmedu poruka 1 ponaSanja prepoznat je u istrazivanju Louis et al. (2010), gde se pokazuje da
nesklad u komunikaciji doprinosi osecaju nesigurnosti 1 eroziji poverenja u liderstvo.

Leithwood and Riehl (2003) ukazuju da efektivno liderstvo u obrazovanju zavisi od
kognitivne kompatibilnosti izmedu lidera i nastavnika. Ukoliko dode do raskoraka izmedu
poruka koje lider emituje 1 nacina na koji ih nastavnici interpretiraju, javlja se otpor, konfuzija
1 smanjena motivacija za ukljucivanje u procese promene. To je naroc€ito izrazeno u obrazovnim
institucijama koji imaju istoriju konflikata, autoritarnog upravljanja ili neuspesnih reformi.

U savremenim empirijskim studijama (ChenLevi et al., 2020; Griffith et al., 2018)
razumevanje i uskladivanje mentalnih modela unutar obrazovnih timova sve se vise prepoznaje
kao klju¢no za uspjes$no liderstvo i implementaciju promjena. ChenLevi et al. (2020) isticu da
razvoj zajednickih mentalnih modela unutar Skolskih menadZerskih timova povecava
koordinaciju 1 koherentnost u vodenju skole, $to je klju¢no za ucinkovitu implementaciju
obrazovnih reformi i odrzivu organizacijsku promjenu. S druge strane, Griffith et al. (2018)

naglasavaju vaznost uskladenosti mentalnih modela izmedu lidera 1 ¢lanova tima, tvrde¢i da
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"kada lideri i sljedbenici dijele slicne kognitivne strukture, povecava se kvaliteta timskog
procesa 1 kreativnog ishoda" (Griffith et al., 2018).

Drugim re¢ima, u obrazovnim institucijama u kojima se liderstvo percipira kao podrska
i zajednicko kreiranje znacenja, nastavnici pokazuju visi nivo angazovanosti i spremnosti za
inovaciju. Ovi principi ne ostaju samo u domenu teorije — oni se jasno reflektuju u
svakodnevnim mikrosituacijama unutar obrazovnih institucija. Slede¢i primer ilustrativno
prikazuje kako isti lider moze biti potpuno razli¢ito dozivljen u zavisnosti od prethodnih
iskustava i mentalnih modela nastavnika.

Dve nastavnice, zaposlene u istoj osnovnoj skoli, razli¢ito tumace ponaSanje novog
direktora koji forsira participativni pristup. Prva je ranije radila u sredini u kojoj je zajednicko
donosenje odluka bilo norma; ona dozivljava direktora kao inspirativnog lidera koji osnazuje
tim. Druga, sa iskustvom iz autoritarne $kole, interpretira istog direktora kao neodlu¢nog i
zbunjujuc¢eg. Ova razlika u tumacenju identicnog ponaSanja ilustrativno prikazuje kako
prethodna iskustva oblikuju mentalne modele i1 izazivaju kognitivhu disonancu unutar
kolektiva (Spillane, 2006; Tschannen-Moran, 2004). Obe koriste sopstvene mentalne modele
da ,,prevedu” istu stvarnost — sa dijametralno razli¢itim rezultatima. Ova razlika u percepciji se
moze sistematski prikazati kroz slede¢u matricu, koja je autorski modelovana na osnovu uvida
iz literature (Argyris & Schon, 1996; Leithwood & Riehl, 2003; Yollu & Korkmaz, 2024; Zhou
& Guo, 2024) - vidi Tabelu 1.

Tabela 1

Mentalni modeli i percepcija liderstva

Stil rukovodioca Mentalni model nastavnika  Percepcija: lider se dozivljava kao
Participativan i Otvoren, refleksivan, sa podrzavaju¢i  vizionar, facilitator
konsultativan iskustvom timskog rada razvoja
Participativan i Tradicionalan, sklon neodlucan, neko ko "ne zna da vodi",
konsultativan hijerarhiji 1 rutini stvara osecaj nesigurnosti

Model autoriteta i organizator koji zna S$ta radi, osigurava
Direktivan i strukturisan

efikasnosti jasnocu i kontrolu

Model profesionalne

Direktivan i strukturisan autonomije 1 saradni¢ke kontrolor, gusi inicijativu, stvara otpor

odgovornosti
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Vizionarski, Model otvorenog dijaloga i
inspirator, motivator, "agent promene"
transformativan zajednicke vizije
SkeptiCan model prema
Vizionarski, ideolog, '"previSe apstraktan", ne
reformama 1 promenama
transformativan razume stvarne probleme u uc¢ionici
"odozgo"

Kao sto prikazuje tabela, percepcija lidera nije jednostavna reakcija na njegove
postupke, ve¢ slozena interpretacija koja zavisi od prethodnih iskustava, liénih vrednosti i
profesionalne socijalizacije nastavnika. Na primer, participativan lider moze biti dozivljen kao
podrSka razvoju u kolektivu koji vrednuje dijalog, dok isti stil moze izazvati konfuziju i
nesigurnost u sredini gde se ocekuje jasna hijerarhijska struktura. Zato je razumevanje ovih
mentalnih modela od sustinskog znacaja za rukovodioce — jer neusaglasenost izmedu liderove
namere 1 nastavni¢ke percepcije moze rezultirati u latentnom otporu, nesporazumima i
neuspehu reformi. Tabela efektivno pokazuje potencijalni jaz izmedu stvarnosti lidera i
stvarnosti koju nastavnici konstruiSu kroz svoje modele — jaz koji lideri moraju prepoznati i
mostiti kroz refleksivnu i adaptivnu praksu.

Razumevanje percepcije liderstva zahteva mapiranje postoje¢ih mentalnih modela
nastavnika. Lider koji poznaje mentalne modele u svom kolektivu moZze prilagoditi stil
komunikacije 1 izgraditi poverenje, dok ignorisanje ovih modela Cesto vodi neefikasnim
reformama. U tom smislu, efektivno liderstvo u obrazovanju nije samo pitanje strategije, vec i

sposobnosti za dijalog s mentalnim mapama onih koji su deo promene (Senge, 1990).
Kognitivna nesinhronizovanost: primeri, efekti i implikacije

U obrazovnim institucijama, mentalni modeli nastavnika i lidera ¢esto nisu medusobno
uskladeni, $to dovodi do kognitivne nesinhronizovanosti — stanja u kojem razliciti akteri
razli¢ito tumace iste poruke, inicijative 1 strategije (Chrispeels et al., 2008). Ovaj fenomen ne
mora uvek dovesti do otvorenog konflikta, ali znacajno otezava komunikaciju, naruSava
poverenje i blokira potencijal za kolektivno u€enje i zajednicko delovanje. Katz and Dack
(2015) istrazuju kako profesionalne zajednice u obrazovanju ¢esto zapinju u povrsnim oblicima
suradnje upravo zbog neusuglaSenih ili neosvijeStenih mentalnih modela o ucenju,
poducavanju 1 promjeni. Autori identificiraju niz kognitivnih 1 kulturnih barijera koje
onemogucuju stvaranje istinskog zajedni€¢kog razumijevanja — ukljucujuéi otpor prema

slozenosti, automatizirane obrasce misljenja te preferenciju potvrdivanja postojecih uvjerenja.
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Prema Leithwoodu and Riehl (2003), neusaglaseni mentalni okviri dovode do pasivnog
otpora, selektivnog ignorisanja promena i povlacenja iz zajednickih inicijativa. Umesto
sinergije i saradnje, nastaje fragmentacija znacenja — svaki pojedinac tumaci reformske impulse
kroz sopstveni kognitivni filter, $to proizvodi konfuziju, emocionalni stres i disfunkcionalne
obrasce ponasanja.

Spillane et al. (2002) isticu da se obrazovne reforme ne implementiraju automatski —
vec se ,.filtriraju” kroz postoje¢e mentalne modele nastavnika. Na primer, lider koji poziva na
,Viziju razvoja” moze biti percipiran kao autentican ili autoritaran, u zavisnosti od prethodnog
iskustva 1 stepena profesionalne sigurnosti aktera. Razlika u tumacenju identi¢ne poruke
ukazuje na epistemoloski raskorak — problem €esto ne leZi u sadrzaju promene, ve¢ u okvirima
kroz koje se ona interpretira.

Ifenthaler and Yau (2020) dodatno potvrduju ovaj obrazac kroz analizu digitalnih
reformi: pokazano je da otpor ne proizlazi iz same tehnologije, ve¢ iz raskoraka izmedu
institucionalnih ocekivanja i individualnih digitalnih kompetencija, kao 1 emocionalne
(ne)sigurnosti u promenljivim uslovima.

Zajednicki zakljucak ranije navedenih autora jeste da lideri ne mogu pretpostaviti
jednoznacno razumevanje institucionalnih poruka. Umesto toga, neophodno je da prepoznaju
viSeslojnost mentalnih modela i aktivno rade na njithovom usaglaSavanju kroz dijalog,
validaciju 1 refleksiju.

Posledice kognitivne nesinhronizovanosti:

e Smanjena sposobnost za timsko reSavanje problema — svako polazi iz drugacijeg

mentalnog modela;

e Povecana emocionalna napetost i rezistencija prema inovacijama;

e Formiranje paralelnih realnosti unutar istih institucija — lideri i1 nastavnici

funkcioniSu iz razli¢itih znacenjskih svetova.

U tom svetlu, kognitivnu nesinhronizovanost ne treba tumaciti kao neuspeh lidera, ve¢
kao prirodni proizvod razlika u iskustvu, vrednostima i komunikacionim oc¢ekivanjima. Njeno
prevazilazenje, kako naglasava Senge (1990), zahteva proaktivno mapiranje mentalnih modela,
facilitaciju reflektivnog dijaloga i stvaranje emocionalno bezbednog okruzenja u kome se

tumacenja mogu uskladivati, a promene prihvatiti iznutra, a ne kao spoljasn;ji pritisak.
Organizaciona klima, refleksija i uslovi za transformaciju mentalnih modela

Iako mentalni modeli nastavnika Cesto vode ka kognitivnoj nesinhronizovanosti i

otporu, postoje institucionalni uslovi koji omoguéavaju njihovu evoluciju i uskladivanje sa
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kolektivnim ciljevima. U tom kontekstu, organizaciona klima i refleksivna praksa postaju
kljuni mehanizmi za podsticanje kognitivne fleksibilnosti 1 prevazilazenje barijera zbog
postoje¢ih mentalnih modela.

Senge (1990) naglasSava da su mentalni modeli jedan od osnovnih stubova organizacija
koje uce — ali da se promene desSavaju tek kada ¢lanovi organizacije dobiju priliku da artikuliSu
1 reflektuju svoja uverenja. Drugim recima, bez prostora za dijalog, mentalni modeli ostaju
nevidljivi i otporni na promenu, zbog Cega se institucionalne inicijative dozivljavaju kao
spoljasnje nametanje, a ne kao deo zajednicke strategije razvoja.

Wahyuni et al. (2024) empirijski potvrduju da klima medusobnog poverenja i podrske
omogucava nastavnicima da reinterpretiraju reforme kao Sansu, a ne kao pretnju. Takva
okruzenja ne kaznjavaju gresku, ve¢ je prepoznaju kao izvor ucenja — §to je klju¢no za razvoj
elasti¢nosti mentalnih modela i kapaciteta za adaptaciju.

U skladu s tim, refleksivna praksa — kroz timske sastanke, stru¢na veca, mentorstvo i
strukturisani dijalog — postaje alat za osve$¢ivanje 1 usmeravanje mentalnih modela ka
zajednickoj viziji. Ovi procesi ne samo da otvaraju prostor za komunikaciju, ve¢ i omogucavaju
deljenje znacenja, ¢ime se gradi osnova za transformaciju individualnih modela u kolektivne
obrasce delovanja.

U kontekstu Skolskog menadZmenta, ulogu rukovodioca u stvaranju takve klime
potvrduju brojni autori. Na primer, Yollu 1 Korkmaz (2024) isticu da lider koji komunicira
jasno, pokazuje ranjivost 1 otvorenost za razliita miSljenja, stvara emocionalno bezbedno
okruZenje u kojem je promena mentalnih modela prirodan proces, a ne institucionalna pretnja.
U tom smislu, lider nije samo menadZer promena, ve¢ i “facilitator smisla” — onaj koji
omogucava zajednicko tumacenje reformskih poruka.

Transformacija mentalnih modela nastavnika, dakle, nije tehnicki izazov, vec
psiholosko-socijalni proces, duboko ukorenjen u kvalitetu profesionalnih odnosa i
organizacionih rutina. Ova teorijska pretpostavka nalazi potvrdu i u stvarnim obrazovnim
praksama. Tako u jednoj srednjoj Skoli u urbanom okruzenju, gde je prethodna uprava bila
strogo hijerarhijska, novi direktor uvodi praksu mesecnih ,refleksivnih sastanaka®“. Isprva,
nastavnici izrazavaju skepsu i distancu. Medutim, tokom nekoliko meseci, kroz facilitirani
dijalog i neformalnu razmenu iskustava, menja se ton razgovora. Jedna dugogodis$nja
nastavnica, ranije tihi posmatrac, predlaze novi model rada sa u¢enicima kroz projektno ucenje
— Sto se dozivljava kao znak transformacije njenog defanzivnog modela u proaktivni

profesionalni okvir (Bryk & Schneider, 2002; Louis et al., 2010).
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U zakljucku, organizaciona klima odreduje da li ¢e mentalni modeli nastavnika ostati
barijera ili postati resurs za obrazovne promene. Samo obrazovne ustanove koje podsticu
refleksiju, uzajamno priznanje perspektiva i emocionalnu sigurnost mogu postati istinske

zajednice koje uce — spremne da prevazidu otpor i grade odrzive transformacije.

Zakljucna razmatranja: Mentalni modeli nastavnika kao pokretaci (ili barijere)

promena

Mentalni modeli nastavnika nisu samo odraz profesionalnih znanja i veStina, veé
duboko ukorenjeni internalizirani obrasci misljenja kroz koje se interpretira obrazovna praksa,
percipira liderstvo 1 doZivljavaju institucionalne promene. Oni funkcioniSu kao kognitivni
filteri — interpretativni okviri koji usmeravaju dozivljaj rukovodenja, institucionalnih poruka i
kolektivnih procesa odlucivanja.

U kontekstu savremenog obrazovanja, koje sve viSe zahteva fleksibilnost, participaciju
1 inovaciju, ovi modeli mogu igrati ambivalentnu ulogu:

e kada su usmereni ka rastu, saradnji i u€enju, postaju katalizatori transformacije —

omogucavaju reinterpretaciju profesionalne prakse, prihvatanje vizije rukovodstva
i razvoj kolektivnog identiteta;

e kada su rigidni, defanzivni i zasnovani na nepoverenju, postaju barijere — proizvode

otpor prema reformama i dovode do epistemoloskog raskola unutar kolektiva.

Ovaj rad je imao za cilj da odgovori na sledeca istrazivacka pitanja:

1. kako mentalni modeli nastavnika oblikuju njihovu percepciju liderstva,

2. koji faktori doprinose kognitivnoj neusaglaSenosti sa rukovodstvom, 1

3. nakoji nacin refleksija, dijalog i organizaciona klima mogu doprineti transformaciji

mentalnih modela.

Analizom relevantne literature pokazano je:

e da ista ponaSanja lidera mogu biti interpretirana kao podrska ili kontrola, u

zavisnosti od prethodnog iskustva i dominantnih uverenja nastavnika;

e da nesinhronizovani mentalni modeli izazivaju otpor, kognitivnu nesaglasnost 1

otezavaju implementaciju promena;

e da klju¢ni uslovi za preispitivanje 1 transformaciju mentalnih modela ukljucuju
psiholosku sigurnost, refleksivnu praksu, participativno liderstvo 1 kvalitet

organizacione klime.
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Ove nalaze potvrduju i aktuelna empirijska istrazivanja (Wahyuni et al., 2024; Yollu &
Korkmaz, 2024; Zhou & Guo, 2024), koja ukazuju da se transformacija mentalnih modela ne
desava direktivno, ve¢ u okruzenjima koja podsticu refleksiju, dijalog i emocionalnu validaciju.
Rukovodioci koji razumeju ovu dinamiku i ne pokusavaju da ,,preoblikuju” zaposlene spolja,
ve¢ im pomazu da preispitaju sopstvene mentalne modele iznutra, imaju daleko veci potencijal
da postignu odrzivu i kolektivno prihvac¢enu promenu.

Promena obrazovanja ne pocinje u kabinetima rukovodilaca, ve¢ u mentalnim
modelima nastavnika. Razumevanje, validacija i usmeravanje tih modela predstavljaju temelj

svake istinske transformacije obrazovnih institucija.

Preporuke za obrazovnu praksu

e Za nastavnike: Podsticati razvoj samosvesti o sopstvenim modelima kroz
dnevnicku refleksiju, superviziju i horizontalno ucenje sa kolegama. Otvoriti se
prema eksperimentisanju i ucenju iz neuspeha.

e Za rukovodioce: Razvijati stilove vodenja koji podsticu refleksiju, uvazavaju
razli¢ite mentalne modele 1 olakSavaju razmenu znafenja. Umesto direktivnosti,
favorizovati dijalosku facilitaciju i osnazivanje kolektiva.

e Zaobrazovne institucije: Uspostaviti rutine za strukturisanu kolektivnu refleksiju —
kroz tematske sastanke, peer review sesije, zajednice prakse i mentorski rad.
Poseban fokus staviti na medugeneracijski dijalog.

e Za obrazovne politike: Prilikom planiranja reformi, ukljuciti mapiranje postojecih
mentalnih modela zaposlenih 1 osmisliti strategije tranzicije koje nisu samo
informativne, vec¢ 1 psiholoski 1 kognitivno podrzavajuce.

Buduéa istrazivanja bi mogla ispitati kako razli¢iti stilovi rukovodenja (npr.

transformativni, transakcioni, distribuisani) deluju na specifiéne komponente mentalnih

modela (npr. poverenje, autonomija, percepcija rizika).
Zavr$na poruka

Mentalni modeli nastavnika nisu pasivni elementi profesionalne stvarnosti — oni su
aktivni konstruktori znacenja, otpora ili podrSke obrazovnim promenama. Njihovo
prepoznavanje, osnazivanje i usmeravanje ne predstavlja sporednu dimenziju obrazovne
politike, ve¢ njen strateski centar. Ulaganjem u ove procese, stvaramo temelje obrazovnih

institucija koje ne samo da reaguju na promene — ve¢ ih promisljeno oblikuju iznutra
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TEACHERS’ MENTAL MODELS: LEADERSHIP, RESISTANCE, AND
ORGANIZATIONAL TRANSFORMATION

Abstract

In contemporary educational institutions, teachers’ mental models represent key
cognitive filters through which leadership, educational reforms, and collective initiatives are
interpreted. This theoretical paper analyzes how such models influence the perception of school
leaders, the interpretation of institutional messages, and participation in collective decision-
making. Particular emphasis is placed on the phenomenon of cognitive desynchronization
between teachers and leaders, which arises as a result of differing cognitive frameworks and
professional expectations. Drawing upon relevant literature, the paper explores the conditions
under which these models can be transformed—with a focus on reflective practice,
organizational climate, and participatory leadership. Findings from the theoretical synthesis
suggest that mental models can function as either a resource or a barrier to the development
of educational institutions, depending on the degree to which they align with institutional vision
and a culture of dialogue. Based on the analysis, recommendations for educational practice
have been formulated, which include the development of reflection in teachers, dialogical
leadership and strategic support in the transformation of mental models through institutional

and educational policies.

Keywords: teachers’ mental models, participatory leadership in education, cognitive

desynchronization, reflective practice, educational transformationarg
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THE AFFECTIVE DIMENSION IN THE VIRTUAL EXCHANGE PROGRAMS IN
HIGHER EDUCATION - A CASE STUDY OF ENGLISH FOR SPECIFIC
PURPOSES COURSE?

Abstract

This study investigates the affective dimensions—motivation, communication anxiety,
and self-confidence—of students participating in a Virtual Exchange (VE) program within
English for Specific Purposes (ESP) courses. The program was implemented through
Collaborative Online International Learning (COIL) between the University of Novi Sad and
international partner institutions. Grounded in theoretical frameworks such as achievement
motivation, willingness to communicate, grit, and foreign language anxiety, the research
explores students' emotional engagement, motivation, and communication apprehension in
intercultural contexts. A mixed-methods design was employed using a tailor-made online
questionnaire to gather data from first- and second-year university students enrolled in ESP
courses. The results indicate that high levels of satisfaction and reduced stage fright are
positively associated with intrinsic motivation, improved English proficiency, and enriched
intercultural exchange. In contrast, moderate satisfaction and persistent anxiety were found to
be linked to extrinsic motivation and challenges such as language barriers and group
dynamics. These findings underscore the importance of fostering intrinsic motivation and

positive affective experiences to enhance student engagement in VE environments. The study

! vukovic.vojnovic@gmail.com
2 The authors gratefully acknowledge the financial support of the Ministry of Science, Technological
Development and Innovation of the Republic of Serbia (Grants No. 451-03-137/2025-03/ 200125 &
451-03-136/2025-03/ 200125).

163


mailto:vukovic.vojnovic@gmail.com

PEDAGOSKA STVARNOST LXXII, 2 (2025), Novi Sad

offers pedagogical recommendations for educators aiming to integrate VE into ESP curricula
effectively, promoting global citizenship, intercultural competence, and language development

through structured, supportive virtual collaboration and scaffolded virtual interactions.

Keywords: Virtual Exchange (VE), English for Specific Purposes (ESP), Affective

Factors, Intrinsic Motivation, Intercultural Communication

Introduction

In an increasingly globalized educational landscape, Virtual Exchange (VE) has
emerged as a transformative pedagogical tool, especially within English for Specific Purposes
(ESP) contexts. VE facilitates cross-cultural communication and collaboration by connecting
students from diverse geographical and cultural backgrounds through online platforms. These
exchanges, often integrated into Collaborative Online International Learning (COIL)
frameworks, not only enhance linguistic competencies but also promote intercultural
competence, global citizenship, and personal growth.

VE programs also facilitate the internationalization of the higher education, in terms of
innovating courses and curricula design. This was recognized by the University of Novi Sad,
Faculty of Sciences, whose professors and students have actively participated in several
international VE programs, collaborating with institutions such as the University of Manizales
(Colombia), Penn State University (USA), University Paris-Saclay (France), University of
Szeged (Hungary), and Ludwig Maximilian University of Munich (Germany), and quite
recently University of Alcala and University of Porto. These projects have revolved around a
variety of topics, in particular Sustainable Development Goals (SDGs) and intercultural
communication topics, engaging students in meaningful dialogue based on real world issues
and joint output creation.

While the academic and intercultural benefits of VE are well-documented, affective
factors such as motivation, anxiety, self-confidence, and willingness to communicate remain
underexplored, particularly in ESP courses in the context of virtual exchange. Understanding
these emotional and psychological dimensions is crucial, as they significantly influence
learners' engagement and success in foreign language learning.

This paper is focused on a case-study at the Faculty of Sciences, University of Novi
Sad, and investigates the affective aspects of ESP students' participation in a VE program, with

a focus on their self-reported intrinsic and extrinsic motivation, levels of foreign language
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anxiety, self-perceived communicative competence, and overall satisfaction with the program.
By examining these variables and their interrelationships, the study aims to offer insights into
student perceptions of the activity. The findings can help their language instructors to find
effective ways to leverage emotional and motivational factors in order to improve the

effectiveness of VE in ESP curricula.
Literature Review

In the context of foreign language education in digitally mediated environments such
as Virtual Exchange (VE), learner success is affected by a complex interplay of affective,
motivational and cognitive variables. Drawing on McClelland’s (1961) achievement theory
and its expansion by Atkinson (1974) and Weiner (1985), the research foregrounds how
students’ intrinsic motivation and perceptions of success influence their academic behaviour.
Simultaneously, constructs such as willingness to communicate (Maclntyre et al., 1998;
Dewaele & Dewacle, 2018) and foreign language anxiety (Horwitz, 2017; Botes et al., 2020)
highlight the emotional undercurrents of communication, emphasizing the significance of self-
perception, classroom dynamics, and intercultural stressors in language learning. The inclusion
of grit (Duckworth & Quinn, 2009; Lee, 2020) further enriches this framework, illustrating
how perseverance and emotional resilience sustain motivation over time. Together, these
perspectives offer a comprehensive lens to understand how affective and motivational factors
intersect and shape students’ engagement in VE, where communicative competence and
psychological readiness are constantly negotiated. In this section, we will explore each of the

dimensions in more detail.

Virtual exchange and collaborative online international learning

Virtual Exchange (VE) refers to structured online interactions between students from
different cultural or national backgrounds, typically facilitated by educators from at least two
respective institutions to foster dialogue, collaboration, sharing findings on the jointly chosen
topics and intercultural understanding (O’Dowd, 2021). As a method rooted in experiential
learning and intercultural communication, VE aligns closely with the goals of English for
Specific Purposes (ESP), where language learning is tailored to professional or academic
domains. Collaborative Online International Learning (COIL), a widely adopted model of VE,
embeds international collaboration into university curricula through joint modules and projects
of different scopes. COIL initiatives promote global learning by encouraging students to

examine international perspectives, co-create outputs, and engage with real-world issues
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through culturally diverse perspectives. These programs are often interdisciplinary and
emphasize equity, service-learning, and institutional cooperation.

Virtual exchange and COIL programs have already been recognized as beneficial for
the development of soft skills, intercultural awareness and sensitivity (Vukovi¢ Vojnovi¢ &
Knezevié¢, 2023) and for the affective dimensions of the students (Porto, Golubeva & Byram,
2023). However, more attention should be given to the affective domain, in terms of
motivation, expectations, miscommunication and other external factors such as technical issues
or other academic obligations (Cift¢i & Savas 2018; Mestre-Segarra & Ruiz-Garrido, 2022).

Achievement motivation

Achievement motivation encompasses the internal and external drivers that influence a
student’s engagement with learning tasks. McClelland’s foundational work on the achievement
theory (1961) introduces the concept of the need for achievement as a key motivating factor in
human behaviour, providing an explanation for individual differences in the motivation for
success. Furthermore, this theory suggests that the achievement motives are stable and
unrelated to the context or domain, and that high achievers are more motivated and set higher
standards and goals for themselves, whereas low achievers tend to avoid challenges. His theory
was complemented by Atkinson (1974) who proposes that the achievement motivation is dual
in character — people are either motivated by the willingness to succeed, i.e. to take part in
something, or by the fear of failure, i.e. they tend to withdraw. Based on empirical evidence,
more work was done on the relationship between achievement motives and academic success,
as well as on the attribution of our achievement, i.e. how people explain their success or failure
— if they see it as internal factor that can be controlled or as an external factor that is beyond
our control (Weiner, 1985). Steinmayr et al. (2019) conceptualize achievement motivation
through several constructs: ability self-concept, task values, goal orientation, and achievement
motives. In the context of VE, these constructs influence how students approach intercultural
tasks, manage linguistic challenges, and perceive their growth. High intrinsic motivation -
defined by genuine interest and personal relevance - is often associated with deeper learning

and sustained participation.

Willingness to communicate

Achievement motivation is further scaffolded by the willingness to communicate
(WTC), which is a critical predictor of success in foreign language learning and is closely

related to language anxiety. WTC can be defined as a personal choice to engage in
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communication, and it is individually constructed based on personality traits. It is immensely
affected by the self-evaluation of one’s ability to communicate, i.e. how people perceive their
competence, as well as the afore- mentioned language anxiety or communication apprehension
(McIntyre et al., 2003: 591). Dewaele & Dewaele (2018) argue that WTC is shaped by both
learner-internal variables (e.g., motivation, self-confidence) and learner-external factors (e.g.,
classroom environment, group dynamics). In online and intercultural settings, WTC can
fluctuate due to uncertainty, unfamiliar communication norms, and linguistic insecurity.
However, positive affective experiences and supportive structures can enhance learners’

readiness to communicate.

Foreign language anxiety

Unlike achievement motivation and willingness to communicate which strongly
support students’ participation in virtual exchange activities, foreign language anxiety (FLA)
can be a highly impeding factor to successful experience in virtual exchange. It refers to the
apprehension and nervousness experienced by learners when using a foreign language.
However, it is important to emphasize that foreign language learners can experience a specific
type of foreign language classroom anxiety (FLCA) that is specific to the learning process. In
addition, Horwitz (2017) emphasizes that FLA is context-specific and often heightened in
settings that require spontaneous communication, such as virtual exchange which is organized
online. Unlike a ‘habitual anxiety’, FLCA is connected to a specific situation, social anxiety,
communicative apprehension, fear of negative evaluation and test anxiety’ (Botes et al, 2020:
28). In terms of correlations with other factors, high levels of anxiety can inhibit learners’ WTC,
reduce performance, and lead to avoidance behaviours. Conversely, environments that reduce

stress and promote self-efficacy are more likely to foster language development.

Grit and affective engagement

Recent research has introduced the role of grit — defined as perseverance regarding the
challenges and passion for taking up long-term goals (Duckworth & Quinn, 2009) — in foreign
language education. Lee (2020) found that grit positively correlates with classroom enjoyment
and willingness to communicate in a foreign language, suggesting that emotionally resilient
learners are more likely to engage meaningfully in VE contexts. Similarly, Lee & Drajati (2019)
highlight the affective variables, including enjoyment and self-motivation, significantly

influence learners’ participation in informal and formal digital learning environments.
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Taken together, these theoretical frameworks underscore the importance of affective
factors in shaping student outcomes in VE programs. It is important to create a positive
environment in foreign language classes that will enable positive states, emotions and
experiences for language for foreign language learners (Dewaele & Maclntyre, 2016). The
present study builds on these insights to explore how such variables manifest in the experiences
of ESP students engaged in virtual exchange at the Faculty of Sciences, University of Novi
Sad.

Methodology

Virtual exchange procedure

The virtual exchange initiative was introduced by the University Paris-Saclay (France),
within the EUGLOH project®, in collaboration with international partners, including the
Faculty of Sciences, University of Novi Sad, University of Szeged (Hungary), and Ludwig
Maximilian University of Munich (Germany). Students first had two introductory webinars on
intercultural communication and later were divided into multicultural, multidisciplinary groups
and engaged in discussing intercultural topics within their groups. They also had some
suggested reading materials to prepare for the online sessions, had to keep minutes of the
meetings, prepare a roadmap for the project and prepare a final product of their collaboration.
Activities were facilitated online through video conferencing and collaborative platforms, with

tasks designed to foster cross-cultural exchange and collective output creation.

Research design

This study employs a mixed-method research design to explore the affective element
of the students’ experiences in the VE program implemented within ESP classes at the Faculty
of Sciences University of Novi Sad. The main research interests can be summarized in the
following questions:

R1: How do students perceive their motivation, self-confidence and speaking anxiety
in the international context of virtual exchange?

R2: What are the correlations between the affective aspects concerning their
participation?

R3: What are their overall views on intercultural challenges and VE experience?

Based on the findings, the guidelines for further improvement and implementation of

international VE in this particular context of ESP teaching and learning will be proposed.

3 https://www.eugloh.eu/
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The research methodology combined quantitative data from closed-ended survey items
with closer qualitative insights from open-ended responses, allowing for a nuanced
understanding of students’ motivation, anxiety, self-confidence, and willingness to
communicate in an intercultural online context. The participants in the study were twenty-five
(N=25) first- and second-year undergraduate students enrolled in ESP courses at the Faculty of
Sciences, University of Novi Sad. The students represented diverse academic modules,
including Information Science, Mathematics, and Tourism and Hotel Management. All
participants volunteered to join the VE program as part of their coursework. It needs to be
mentioned that only twenty-one (N=21) students returned the fully completed questionnaire,
so the discussion is based on these results.

The research instrument used for data collection was a tailor-made online questionnaire
developed on basis of the previous studies of VE practice by the authors. The questionnaire
was administered via Google Forms and included twenty questions. Thirteen closed-ended
questions had multiple-choice or Yes/No formats, as well as a Likert scale for overall program
assessment. In addition, there were seven open-ended questions, designed to elicit detailed
reflections and explanations of students’ affective experiences.

The survey focused on key constructs including intrinsic and extrinsic motivation,
foreign language anxiety, self-perceived communicative competence, and satisfaction with the

VE experience.

Procedure

Students completed the questionnaire at the conclusion of the VE program.
Participation was voluntary, and responses were anonymized. The qualitative data underwent
content analysis of the students’ responses to identify patterns and correlations between
affective variables and students’ reported experiences. Key themes were categorized according
to the theoretical framework of achievement motivation, willingness to communicate, and

foreign language anxiety, which had been foregrounded in the previous section.

Results and analysis

Based on self-assessments, students rated their English language proficiency as good
(N=2, 9.5%), very good (N=10, 47.6%), or excellent (N=9, 42.8%). Their overall social self-
perceptions varied, with most students identifying themselves as moderately (N=11, 52.3%) or

very communicative (N=9, 42.8%), while one student reported not being very sociable. Sixteen
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students (76%) expressed a willingness to participate, while five (23.8%) were initially
reluctant but completed the program successfully. The main reasons they mentioned can be
summarized as the fear of unfamiliar situations and their personal perception of not being able

to communicate successfully in English.
Motivation and satisfaction

The analysis of the responses to an open-ended question ‘“What would be the main
reason for participating in the programme?’ revealed that students were primarily driven by
intrinsic motivation. This involved a desire to improve their English language and
communication skills, expand cultural knowledge and meet people from different cultures, as
well as to engage in meaningful communication. Here are some of the students’ responses:
‘Meeting people from different cultures’, ‘Improve my English...I like meeting new friends’,
‘Meeting new people and cultures’, ‘Improve my communication skills in a foreign language’,
‘New experiences’, etc. This internal drive was closely linked to high levels of satisfaction with
the VE program with 52.4% of the students saying they were completely satisfied with the
program and 42.9% were very satisfied, whereas only one student was partially satisfied.
Students who expressed strong personal interest in intercultural collaboration reported enjoying
the exchange, gaining confidence in their English abilities, and feeling intellectually stimulated
by the content and interaction.

There were only three students who were motivated by extrinsic factors, i.e. by getting
a better grade and/or an additional certificate. They appreciated the opportunity for
participation but reported communication problems in the group due to the lower level of
English by other members of the group or general lack in meaningful communication and
collaboration. This can be attributed to lower emotional engagement, when students are more
likely to view the experience as a requirement rather than a learning opportunity. This has been
already identified in previous studies, such as Ryan and Deci (2000) who have conducted
research in educational psychology and motivation and confirmed that extrinsically motivated
students often show lower emotional engagement and may perceive collaborative learning as

a task rather than a meaningful opportunity.

Communication anxiety, emotional readiness and self-confidence

In this section of the questionnaire, students were first given a multiple-choice question,
and then they were asked to elaborate their answer:

Question 8. Choose the best answer that describes your experience.
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a) Ididn’t have stage fright.

b) Before the first meeting, I had stage fright, but it diminished gradually.

C) Before each meeting, I had stage fright.

Question 9. If you had stage fright, what were its reasons.

Students displayed varying degrees of foreign language anxiety, particularly at the
beginning of the VE program. Twelve students (57%) said they did not experience any stage
fright before online video meetings, seven (33%) had it on the first meeting, and only two
students (9.5%) experienced this type of anxiety before every meeting. Common concerns
included foreign language related anxiety such as fear of making mistakes, difficulties in
understanding different accents or unsatisfactory level of English on behalf of other
participants. One student said that they ‘feared of being judged by others about the way they
speak’. Other factors that influenced anxiety were related to more general perceptions. One
student worried about ‘meeting new people for the first time’ and explained that ‘this was their
first experience to engage in an activity with a complete strangers’. A couple of students in
addition to other factors expressed a general feeling of stage fright during video calls. However,
for more than half of the participants these anxieties diminished over time as they became more
familiar with the format, content, and collaborative nature of the project.

Questions 10 and 11 asked about the overall feeling students experienced during
meetings. In question 10 students were asked how they felt during the meeting, and the options
were: a) relaxed, comfortable and safe, b) comfortable but insecure, and c) uncomfortable
and/or insecure. In question 11 they were asked to give more details if their answer was c)
uncomfortable and/or insecure.

Most of the students reported feeling relaxed, comfortable and safe in meetings (90.5%)
and only two reported that they felt comfortable but insecure, with one of them explaining that
they were not aware of the ways to express themselves freely and engage in humorous
interaction with people they’ve just met.

Based on the students’ responses, one of the key findings was the correlation between
reduced anxiety and increased self-confidence. Students who reported feeling comfortable and
accepted by their international peers noted improvements in their communicative competence
and a greater willingness to express themselves, even in imperfect English. Those who
emphasized intrinsic motivation were also more likely to overcome initial nervousness and

actively participate in discussions.
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Willingness to communicate and engagement

Most students reported an increased willingness to communicate (WTC) in the foreign
language throughout the VE program, with 76% equally participating as their peers from other
universities, and 19% who reported that they communicated more than others. Students were
also asked if they had any problems during the collaboration (Yes/No question), and to disclose
how they handled such situations, i.e., if they readily reached out to other group members to
solve the issues. A vast majority of the students (85.7%) were ready to directly engage and
openly ask for additional explanations from other members of the group during the sessions.
Two of them did not engage directly but used asynchronous communication via email, while
only one did not react at all when assistance regarding the groupwork was needed.

It can be concluded that most of the students were actively engaged with their
international peers and who viewed the exchange as a space for mutual learning rather than
evaluation. Open-ended responses revealed that students valued the opportunity to learn about
different cultures, collaborate on meaningful intercultural topics, and challenge their
assumptions in a supportive environment.

However, several students highlighted obstacles that affected their engagement. These
included language barriers, lack of preparation, uneven group participation, and unfamiliar
digital tools. In some cases, students reported that members from other universities with lower
initial motivation or greater anxiety withdrew from active participation, indicating that without

appropriate support, VE programs may exacerbate feelings of insecurity or exclusion.

Summary of key findings

Based on the results obtained from this case study, the summary of positive correlations
indicates that intrinsic motivation is positively correlated with higher satisfaction and lower
anxiety, and that increased comfort results in greater willingness to communicate. Students
who showed more emotional readiness contributed more to a stronger group cohesion and
active participation within the entire group. Regarding the barriers, a negative correlation exists
between extrinsic motivation and overall course satisfaction and the feeling of persistent
anxiety among the students. Furthermore, the unfamiliar format of the VE, which was a
completely new experience for the students, affected higher avoidance and lower engagement
among only a few students. This is in line with the work of Topalov, KneZevi¢ and Halupka-
Resetar (2023) who explored students’ anxiety in online ESP setting during the COVID

pandemic and found that several factors contributed to avoidance and reduced student
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engagement, where one of them was unfamiliarity with online learning formats, paired with
other factors such as visual and audio overload, silence and turn-taking, self-perceived
proficiency, technical challenges, and other factors.

These findings suggest that the affective domain plays a crucial role in shaping student
experiences in VE programs. Motivation, emotional resilience, and the perception of a safe,
inclusive environment emerged as critical factors for meaningful participation and learning and

should be seriously considered when planning similar courses.

Discussion

The findings of this study illuminate the vital role affective factors play in shaping ESP
students’ experiences within virtual exchange programs. The correlations observed between
motivation, anxiety, self-confidence, and willingness to communicate provide valuable insights
into the emotional dynamics that underpin successful engagement in intercultural online

learning.

Intrinsic motivation as a driver of engagement

One of the most striking results was the positive impact of intrinsic motivation on
student participation in the projects, enhancing their affective comfort and promoting their
sustained engagement. Students who joined the VE program out of genuine interest in
intercultural communication and personal growth were more likely to report lower levels of
anxiety and higher degrees of enjoyment. This supports the assertion by Steinmayr et al. (2019)
that internalized goal orientation fosters deeper cognitive and emotional investment in learning
tasks. The qualitative responses further suggest that intrinsically motivated students were more
adaptable and open to the challenges of working in multicultural, multidisciplinary teams. A
few students who experienced persistent anxiety were under external pressure to achieve the

best grade and were not ready to learn in the community.

Anxiety and communicative confidence

Foreign language anxiety (FLA) emerged as a significant barrier among some of the
students, particularly at the beginning of the program. However, this anxiety often lessened
over time, especially among students who felt supported by peers and instructors. This finding
corresponds to Horwitz’s (2017) view that FLA is situational and can be mitigated by
familiarity and positive reinforcement. Importantly, as anxiety decreased, students’

communicative self-confidence increased, leading to greater participation and willingness to

173



PEDAGOSKA STVARNOST LXXII, 2 (2025), Novi Sad

communicate and engage both in the online sessions and task completion. This type of
individual traits affecting group dynamics underlines the importance of scaffolding VE
programs carefully by the teachers to promote early successes and encourage emotional safety.

Willingness to communicate and social integration

The study also highlights how willingness to communicate (WTC) in VE settings is
influenced by both personal and environmental factors. This aligns with Dewaele and Dewaele
(2018) who emphasize that WTC is shaped by learners’ internal states and the perceived
communicative context. In the current study, students who perceived the VE environment as
non-judgmental and culturally enriching were more willing to contribute and initiate
conversations. Conversely, when students felt unprepared, overwhelmed by unfamiliar tools,

or unsupported by their peers, their WTC decreased.

Implications for practice

The implications for ESP educators and program designers are significant. VE
programs, while rich in pedagogical potential, must consider the emotional readiness of
students. Activities should be scaffolded to gradually build confidence, and instructors should
cultivate a psychologically safe environment. Additionally, fostering intrinsic motivation—
through relevance, autonomy and self-drive, and meaningful intercultural themes—can greatly
enhance the effectiveness of VE.

These findings also suggest the need for better preparatory work, including technical
training, language support, and cultural orientation. Such measures can reduce early anxiety
and facilitate smoother integration into the collaborative process.

Conclusion and recommendations

This study explored the affective dimensions of ESP students' participation in a Virtual
Exchange (VE) program at the Faculty of Sciences, University of Novi Sad, focusing on
motivation, foreign language anxiety, self-confidence, and willingness to communicate. The
limitations of the study are that it is a small-scale study based on the cohort of students
participating in the program in one academic year. However, separate studies have been done
in earlier years, and are planned for the future participants, so broader insights will be available.
Having said that, the findings of this study comply with the theoretical views explained earlier
and underscore that emotional and psychological readiness plays a decisive role in shaping

students’ experiences and outcomes in intercultural online learning environments.
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Students with strong intrinsic motivation experienced higher satisfaction and lower
anxiety, ultimately engaging more confidently and actively in communication tasks. In
contrast, those driven by extrinsic goals often struggled with persistent anxiety and exhibited
lower engagement. The study also showed that anxiety can be transient, decreasing as students
become familiar with the VE format and supported by positive peer interactions.

Overall, the affective domain significantly influences the success of VE initiatives.
Programs that nurture emotional safety, self-efficacy, and a sense of purpose are more likely to
produce meaningful educational and intercultural outcomes.

Based on the findings, there are several recommendations proposed for educators and
program designers involved in VE for ESP. Firstly, it is important to foster intrinsic motivation.
This can be achieved by designing activities that are aligned with students’ personal interests
and professional goals, emphasizing the real-world relevance of intercultural communication
and collaborative problem-solving. Secondly, it is important to address foreign language
anxiety and incorporate confidence-building activity prior to VE program, instruct students that
linguistic mistakes are normal and that they should focus on the growth mindset, i.e. that by
practicing they will improve their language skills. Furthermore, it is crucial to create a
supportive learning environment, ensure inclusivity and empathy, through structured
icebreakers, collaborative tasks and mediation. For asynchronous communication, clear
communication channels and norms should be established along with clear deadlines. Finally,
since not all students are equally skilled in using digital platforms and intercultural
communication strategies before the virtual exchange, teachers should provide training for
students in need. During the program, as well as at the end, there should be enough
opportunities for reflection and feedback to enhance critical thinking, self-evaluation and
intercultural sensitivity. Formative assessments in regular courses can help teachers and
students to evaluate their emotional readiness and adjust the activities accordingly. Students
should be able to clearly express their feelings and challenges in a safe space through reflection
essays and debrief sessions.

By integrating these strategies, VE programs in ESP contexts can maximize student
engagement, reduce barriers to communication, and achieve their intercultural and linguistic

learning objectives.
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AFEKTIVNA DIMENZIJA U VIRTUELNIM PROGRAMIMA RAZMENE U
VISOKOM OBRAZOVANJU - STUDIJA SLUCAJA KURSA ENGLESKOG ZA
POSEBNE NAMENE

Apstrakt

U kontekstu globalnog obrazovanja koje se neprekidno razvija, posebno sa pojavom
novih tehnologija i digitalnog okruzenja, virtuelna razmena (Virtual Exchange - VE) postala
Jje uticajna pedagoska praksa, posebno u okviru programa engleskog jezika za posebne namene
(English for Specific Purposes - ESP), ali svakako nije ogranicena samo na nastavu jezika.
Virtuelna razmena olaksava medukulturnu interdisciplinarnu saradnju povezivanjem
studenata iz razlicitih kulturnih i geografskih sredina putem online platformi. Ove razmene,
koje se cesto sprovode u okviru prakse kolaborativnog onlajn medunarodnog ucenja
(Collaborative Online International Learning - COIL), podrzavaju razvoj znanja jezika,
interkulturalne kompetencije, kritickog misljenja i globalne svesti (O'Dowd, 2021). Uprkos
znacajnim zabelezenim iskustvima iz prakse o lingvistickim i akademskim prednostima
virtuelne razmene, afektivne dimenzije kao Sto su motivacija, anksioznost, samopouzdanje i
spremnost na komunikaciju — ostaju nedovoljno ispitane, posebno u kontekstima engleskog
jezika za posebne namene.

Ova studija istrazuje emocionalne i psiholoske faktore medu studentima sa Prirodno-
matematickog fakulteta Univerziteta u Novom Sadu koji su ucestvovali u programu virtuelne
razmene. Sprovedena u okviru projekta EUGLOH, na inicijativu Univerziteta Pariz-Sakle, a u
saradnji sa drugim medunarodnim partnerima, studija istrazuje unutrasnju i spoljasnju
motivaciju studenata, anksioznost u vezi sa komunikacijom na stranom jeziku, percipiranu
komunikativnu kompetenciju i sveukupno zadovoljstvo studenata iskustvom virtuelne razmene.
Metodologija istrazivanja podrazumeva kombinovani model pre svega usmeren na analizu
kvalitativnih rezultata. PokuSalo se odgovoriti na sledeca istrazivacka pitanja: (1) Kakva je
percepcija studenta u vezi sa njihovom motivacijom, samopouzdanje i anksioznost tokom
virtuelne razmene? (2) Koje korelacije postoje izmedu ovih afektivnih varijabli? (3) Kako
studenti pristupaju interkulturnim izazovima i kakvi su njihovi sveukupni utisci u vezi sa ovim
iskustvom?

Teorijski okvir ukratko integrise kljucne konstrukte iz psihologije motivacije za
postignuce (McClelland, 1961; Atkinson, 1974), teorija atribucije (Weiner, 1985) i novije
modele koji naglasavaju samopoimanje, vrednosti zadataka i orijentaciju cilja (Steinmayr et

al., 2019). Ovi konstrukti pomazu da se objasni kako ucenici pristupaju interkulturnim i
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jezickim izazovima u grupnom onlajn radu putem virtuelne razmene. Pored toga, studija se
oslanja i na istrazivanje u vezi sa spremnoscu da se komunicira (Maclntyre et al., 2003), a koje
indentifikuje samopouzdanje, percipiranu kompetentnost i faktore okruzemja kao elemente
uticaja na sklonost studenata da se ukljuce u komunikaciju. Anksioznost u vezi sa
komunikacijom na stranom jeziku, kao Sto navode Horwitz (2017), Botes et al. (2020), tretira
se kao situacioni konstrukt koji mozZe da varira na osnovu konteksta, posebno u onlajn
interakcijama u realnom vremenu.

Emocionalna otpornost takode ima vazan uticaj pri donosenju odluke da se ucestvuje
u aktivnostima virtuelne razmene, kao sto su rad na zajednickim projektima u onlajn timovima.
Istrajnost i zainteresovanost za dugorocne ciljeve (Duckworth & Quinn, 2009) pozitivno su
povezani sa odlucnoscu, voljom i uzZivanjem u procesu ucenja (Lee, 2020). Ovi afektivni
elementi su posebno relevantni u onlajn okruzenju, a gde se ucenici moraju prilagoditi novim
komunikativnim normama i digitalnim alatima.

Kao Sto je ve¢ spomenuto, ovaj program sproveden je u okviru medunarodne
univerzitetske alijanse EUGLOH u partnerstvu sa institucijama iz Francuske, Madarske i
Nemacke, a istrazivanje je sprovedeno medu studentima Prirodno-matematickog fakulteta u
Novom Sadu, kako bi se implikacije rezultata mogle primeniti u planiranju buducih slicnih
saradnji. Ucestvovalo je ukupno 25 studenata, a 21 je u potpunosti ispunilo upitnik nakon
razmene tako da su ti rezultati obradeni. Instrument je ukljucivao 13 zatvorenih i 7 otvorenih
pitanja, distribuiranih putem Google obrazaca, ispitujuci afektivne aspekte vezane za iskustvo
studenata.

Rezultati su pokazali da vecina studenata dozZivljavala svoje znanje engleskog jezika
kao veoma dobro ili odlicno, a veéina sebe smatra komunikativnim. Sesnaest studenata bilo je
motivisano da od pocetka aktivno ucestvuje u aktivnostima programa, dok je pet izrazilo
pocetno oklevanje, prvenstveno zbog straha da se neposeduje odgovarajuci nivo jezickih
sposobnosti i zbog nepoznatog okruzenja. Unutrasnja motivacija se pojavila kao dominantan
afektivni pokretac. Studenti koji su nastojali da poboljsaju svoje jezicke vestine i kulturnu svest
pokazali su vece zadovoljstvo, manju anksioznost i aktivnije ucesce. Nasuprot tome, studenti
vodeni spoljnim ciljevima (npr. mogucnost dobijanja veée ocene ili sertifikata) imali su
poteskoce u komunikaciji i smanjen angazman.

Anksioznost povezana sa komunikacijom na stranom jeziku bila je najizrazenija na
pocetku programa, a neki studenti su dozivljavali tremu i nesigurnost u vezi sa nerazumevanjem
razlicitih govora ili vokabulara. Medutim, anksioznost je imala tendenciju da se smanjuje kako

je program napredovao i kako su studenti razvili osecaj sigurnosti, upoznali se bolje sa svojim
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vrsnjacima i kao i formatom saradnje. Ovo smanjenje anksioznosti bilo je pozitivno povezano
sa povecanjem samopouzdanja i spremnosti da se komunicira.

Spremnost na komunikaciju znacajno se povecala kod vecine ucesnika. Skoro 76% je
izjavilo da je podjednako ucestvovalo kao i njihove kolege sa drugih univerziteta, a 19% je
navelo da su cak i vise doprinosili. Studenti su Cesto istakli vrednost direktnog angazmana u
radu grupe, uzajamnog ucenja i okruzenja koje nije ocenjivacko. Ipak, nekoliko studenata je
kao izazove navelo grupnu dinamiku, tehnicke barijere i neujednacen nivo posvecenosti,
posebno medu nekim kolegama iz partnerskih institucija.

Rezultati ukazuju na nekoliko kriticnih korelacija: unutrasnja motivacija je pozitivno
povezana sa zadovoljstvom, samopouzdanjem i smanjenom anksioznoscéu,; osecaj emocionalne
sigurnosti olakSava ucesce u komunikaciji; povecana spoljina motivacija je povezana sa
persistentnom anksioznos¢u i nizim uces¢em. Ovi ishodi su u skladu sa prethodnim
istrazivanjima koja naglasavaju vaznost emocionalne spremnosti i psiholoske sigurnosti u
kontekstu spremnosti za komunikaciju na stranom jeziku (Dewaele & Maclntyre, 2016).

Pedagoske implikacije za edukatore su znacajne. Programi virtuelne razmene moraju
biti podrzani od strane profesora i pre pocetka same razmene kako bi se afektivne potrebe
studenata uocile i na njih adekvatno odgovorilo, i kako bi se stvorila podrzavajuca, inkluzivna
atmosfera. Neophodna je priprema pre razmene - posebno u digitalnoj pismenosti i
interkulturalnoj komunikaciji kako bi se ublazZila anksioznost i povecao angazman studenata.
Na kraju je neophodno sprovesti i analizu, refleksiju i samoprocenu nakon razmene, kroz
grupne aktivnosti i u pisanoj formi.

U zakljucku, studija pokazuje da afektivne varijable znacajno oblikuju iskustva
studenata u programima virtualne razmene. Motivacija, samopouzdanje i smanjena
anksioznost doprinose dubljem angazmanu i smislenijoj komunikaciji. Kao takvi, edukatori i
dizajneri programa treba da daju prioritet emocionalnoj spremnosti i unutrasnjoj motivaciji
prilikom razvoja i implementacije slicnih inicijativa.

Kljucne reci: Virtuelna razmena (VE), engleski jezik za posebne svrhe (ESP), afektivni

faktori, unutrasnja motivacija, interkulturalna komunikacija
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OSPOSOBLJENOST POLAZNIKA INICIJALNOG OBRAZOVANJA UCITELJA ZA
INTEGRACIJU VIZUELNIH UMETNOSTI U NASTAVI

Apstrakt

Cilj ovog istrazivanja bio je da se ispita u kojoj meri su studenti zavrsne godine
Uciteljskog fakulteta u Beogradu, u periodu od 2016. do kraja 2023. godine, integrisali
vizuelne umetnosti u svoje nastavne pripreme tokom strucne prakse. Usmerenost je bila ka
identifikovanju i proceni prisutnosti vizuelnih umetnosti u nastavnim pripremama studenata,
kao i razmatranju nacina njihove integracije u okviru metodicke prakse. IstraZivanje je
obuhvatilo analizu 675 pisanih nastavnih priprema i 135 upitnika sa studentskom
samoprocenom znanja i primene integracije vizuelnih umetnosti. Primenjena je kombinacija
kvantitativne i kvalitativne metode — deskriptivna statistika i tematska analiza. Rezultati
pokazuju da studenti Cesto izrazavaju teorijsko razumevanje znacaja vizuelnih umetnosti, ali
da one retko nalaze funkcionalno mesto u njihovim pripremama. Samo 2,4% analiziranih
priprema sadrzZi elemente integracije vizuelnih umetnosti, dok ih 88% u potpunosti izostavlja.
Zakljucuje se da postoji izrazen raskorak izmedu teorijskog razumevanja znacaja integracije
vizuelnih umetnosti i konkretne primene u nastavnim pripremama studenata. Nalazi ukazuju
na potrebu za sistemskim ukljucivanjem vizuelnih umetnosti u metodiku, modelovanjem
integrisanih casova i razvojem jasnih evaluacionih kriterijuma. IstraZivanje mozZe doprineti
unapredenju kurikuluma i daljim analizama uloge vizuelnih umetnosti u profesionalnom
razvoju ucitelja.

Kljucne reci: interdisciplinarni pristup, kurikularne inovacije, priprema za
nastavni rad, refleksija prakse buducih ucitelja, vizuelna umetnost u obrazovanju.

I milicaznikolin@gmail.com

181


mailto:milicaznikolin@gmail.com

PEDAGOSKA STVARNOST LXXII, 2 (2025), Novi Sad

Uvod

Prema savremenim pedagoSkim i metodickim pristupima, vizuelna umetnost se
posmatra ne samo kao oblast estetskog izrazavanja, ve¢ i kao znaCajan instrument za celovito
ucenje, razvijanje misljenja 1 komunikacije (Franklin, 2002; Hardiman, Rinne &
Yarmolinskaya, 2014; Robinson, 2012; Root Bernstein, 2015; Wilson, 2018). Integracija
vizuelnih umetnosti sa drugim nastavnim oblastima doprinosi viSestrukoj stimulaciji u¢enika i
osnazuje smisleno ucenje (Gojkov, 2008). Medutim, istrazivanja ukazuju da vizuelne umetnosti
u obrazovanju ucitelja Cesto ostaju marginalizovane, tretirane kao dodatak, a ne kao integralni
deo nastavnog procesa (Milosevi¢, 2021; Nedimovi¢, Pordev i Stojanovi¢, 2022). Ovaj
raskorak narocito se uocava u inicijalnom obrazovanju ucitelja, gde integrativni pristupi retko
nalaze sistemsku podrsku u nastavnim programima metodike (MiloSevi¢, 2021; Mini¢, 2021).

Aktuelne obrazovne reforme reafirmiSu znacaj integrisanog ucenja i umetnickog
izrazavanja, Sto ¢ini ovu temu posebno relevantnom (Pavlovi¢ Breneselovi¢ 1 Krnjaja, 2021;
Stamatovi¢, 2021). Savremeni programski dokumenti naglasavaju vrednosti povezane sa
integracijom, §to je vazan kontekst, ali predmet ovog istrazivanja nije analiza tih dokumenata,
ve¢ procena stvarnog stepena zastupljenosti vizuelnih umetnosti u nastavnim pripremama
studenata Fakulteta za obrazovanje ucitelja i vaspitaca u Beogradu (u daljem tekstu: U¢iteljski
fakultet).

Brojna istrazivanja isti¢u vaznost integracije vizuelnih umetnosti u obrazovanju dece
predskolskog 1 mladeg Skolskog uzrasta. Pokazano je da vizuelne umetnosti doprinose razvoju
divergentnog misljenja, emocionalne ekspresije i viSestrukih inteligencija (Franklin, 2002;
Hardiman, Rinne & Yarmolinskaya, 2014; Robinson, 2012; Root Bernstein, 2015). Ipak, autori
upozoravaju da vizuelne umetnosti Cesto ostaju marginalizovane, dok njihova integracija s
drugim oblastima nije sistematski podrzana (Martin, Mansour, Anderson & Gibson, 2013;
Ronksley Pavia, 2014; Wilson, 2018).

Zajednicki zakljucak ovih radova jeste potreba za osnaZivanjem prakse vizuelnih
umetnosti 1 razvojem integrisanih pristupa u svim segmentima obrazovanja, ukljucujuéi i
obrazovanje ucitelja. U tim istrazivanjima prepoznaje se zajednicki razvojno-podsticajni cilj,
ali se ne razmatra povezanost sa inicijalnim obrazovanjem ucitelja.

Ciljevi ovog istrazivanja su dvostruki: 1) da se na osnovu ankete medu studentima
cetvrte godine Uciteljskog fakulteta, u periodu od 2016. do kraja 2023. godine, utvrdi u kojoj
meri su tokom studija bili upoznati sa pojmom integracije i da li su bili usmeravani od strane

profesora na integraciju vizuelnih umetnosti u nastavne pripreme; 2) da se analizom 675
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pisanih nastavnih priprema (od 2016. do kraja 2023. godine) utvrdi postojanje i nivo integracije
vizuelnih umetnosti u nastavi u slede¢im metodikama: Metodika nastave srpskog jezika i
knjizevnosti, Metodika nastave matematike, Metodika nastave prirode i druStva, Metodika
nastave muzicke kulture i Metodika nastave fizickog vaspitanja (iskljucuju¢i Metodiku nastave
likovne kulture).

Ovo istrazivanje ima za cilj da doprinese razumevanju sadasnjeg stanja inicijalnog
obrazovanja ucitelja i ukaze na moguca unapredenja kurikuluma i strukture metodike, u skladu
sa savremenim obrazovnim dokumentima i praksama. Posebno se naglaSava potreba za
uspostavljanjem kontinuiteta izmedu predskolskog i osnovnoskolskog obrazovanja, Sto
teorijska literatura sve ¢esce prepoznaje kao preduslov za uspeSan razvoj i obrazovanje dece
(Pavlovi¢ Breneselovi¢ i Krnjaja, 2021).

Teorijski okvir
Pojam integracije u savremenom obrazovanju

Integracija u nastavi oznaCava povezivanje sadrzaja iz razli¢itih nastavnih oblasti ili
predmeta na osnovu tematskih, problemskih ili funkcionalnih celina, ali i povezivanje procesa,
postupaka i aktera vaspitno-obrazovnog rada (Vecanski, Blagdani¢ i Pavlovi¢, 2019). Kao
takva, integracija omogucéava celovitije sagledavanje stvarnosti, razvijanje viSestrukih
kompetencija i dublje razumevanje pojmova kod ucenika (Gojkov, 2008). Umetnicki sadrzaji,
posebno vizuelna umetnost, imaju znacajnu ulogu u ovom procesu jer doprinose aktivaciji
vizuelno-prostorne i kreativne dimenzije misljenja (Franklin, 2002; Root Bernstein, 2015).

Posebno se isti¢e doprinos Grozdanke Gojkov (2008), koja integraciju razume ne samo
kao tehnicko povezivanje sadrzaja, ve¢ kao osmisljeno pedagosko strukturiranje koje
omogucava razvoj kognitivne fleksibilnosti, kreativnosti i viSestruke inteligencije kod ucenika.
U tom kontekstu, integracija postaje oblik misljenja i promis$ljanja o nastavi, a ne samo njeno
organizaciono resenje.

U praksi, medutim, Cesto se primecuje nerazumevanje koncepta integracije ili njegovo
formalno prisustvo bez stvarnog povezivanja sadrzaja. To narocito se ispoljava u inicijalnom
obrazovanju nastavnika, gde integracija ¢esto nije sistemski ugradena u predmete metodike
(Mini¢, 2021; Milosevi¢, 2021).

Vizuelna umetnost u obrazovanju buduéih ucitelja

Vizuelna umetnost u obrazovanju doprinosi razvijanju osetljivosti, estetskog

kriterijuma, divergentnog misljenja 1 emocionalne pismenosti kod dece (Robinson, 2012;

183



PEDAGOSKA STVARNOST LXXII, 2 (2025), Novi Sad

Wilson, 2018). Njena integracija sa drugim nastavnim oblastima omogucava ucenicima da kroz
razliite izrazajne medije razumeju i istraze pojave 1 odnose.

Medutim, istrazivanja pokazuju da se vizuelna umetnost retko funkcionalno ukljucuje
u nastavne pripreme buduéih ugitelja. Cesto se koristi kao dekoracija ili ilustracija, bez stvarne
povezanosti sa ciljevima ucenja (Hardiman, Rinne & Yarmolinskaya, 2014; Ronksley Pavia,
2014). Nevena Hadzi Jovanci¢ (2012) ukazuje na vaznost razvijanja estetskih i umetnickih
kompetencija jo§ tokom inicijalnog obrazovanja, isti¢uci da vizuelne umetnosti moraju biti
tretirane kao ravnopravni nosioci nastavnih ciljeva, a ne kao dodatni sadrzaj.

U obrazovanju ucitelja, ovo ukazuje na potrebu za redefinisanjem uloge umetnosti u
metodici 1 za razvijanjem kompetencija studenata za njenu smisleniju i1 funkcionalnu

integraciju (Hadzi Jovanci¢, 2012; Robinson, 2012).
Kontekst istrazivanja

U okviru osnovnih akademskih studija, prakticna nastava na Uciteljskom fakultetu
organizovana je kroz tri ciklusa: Metodicku praksu I, metodicke vezbe u Skoli — vezbaonici i
Metodicku praksu II. Studenti tokom tih ciklusa izraduju pisane pripreme za nastavne ¢asove
iz Sest nastavnih metodika: Metodike nastave srpskog jezika i knjiZzevnosti, matematike,
prirode i drustva, likovne kulture, muzicke kulture i fizickog vaspitanja. Ove pripreme
predstavljaju vaZan pokazatelj nacina na koji studenti razumeju i primenjuju principe
integracije vizuelnih umetnosti u praksi.

Poseban izazov u periodu istrazivanja predstavljali su izmenjeni uslovi nastave tokom
pandemije COVID-19, §to je moglo uticati na planiranje 1 realizaciju prakse studenata 1
nastavnika. Imajuci u vidu da predskolsko i osnovnoskolsko obrazovanje ne treba posmatrati
kao odvojene sisteme, ve¢ kao kontinuitet (Pavlovi¢ Breneselovi¢ i Krnjaja, 2021), istraZivanje
ukazuje na potrebu da se razmotri kako se vrednosti integracije vizuelnih umetnosti reflektuju

u inicijalnom obrazovanju ucitelja 1 u njthovim nastavnim pripremama.
Metod

U ovom istrazivanju primenjena je deskriptivna metoda s ciljem da se ispita nivo
informisanosti studenata o pojmu integracije, kao i njihova usmerenost i osposobljenost za
primenu integracije vizuelnih umetnosti sa drugim nastavnim sadrzajima u okviru pisanih
priprema za nastavu iz metodika.

Primenjene su tehnike analize sadrZaja 1 uporedne analize na uzorku od 675 pisanih

nastavnih priprema koje su studenti kreirali za ¢asove iz slede¢ih metodika nastave: srpskog
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jezika i1 knjizevnosti, matematike, prirode 1 drusStva, muzicke kulture i fizickog vaspitanja.
Metodika nastave likovne kulture nije bila uklju¢ena u analizu. Ispitivan je kvalitet integracije
vizuelnih umetnosti u nastavne pripreme, sa posebnim akcentom na njenu funkcionalnost i
uskladenost sa nastavnim ciljevim.

Pored toga, koris¢en je anketni upitnik kreiran za potrebe ovog istrazivanja, koji je
primenjen na prigodnom uzorku od 135 studenata cetvrte godine UCciteljskog fakulteta u
periodu od 2016. do kraja 2023. godine. Upitnik je sadrzao pet tvrdnji oblikovanih po modelu
Likertove skale sa pet nivoa slaganja. Ispitivana su slede¢a podrucja: razumevanje pojma
integracije, informisanost o integraciji tokom studija, usmeravanje od strane nastavnika na
integraciju vizuelnih umetnosti i drugih nastavnih oblasti, primena integracije u pripremama
za Casove, kao i samoprocena studenata o primeni integrisanih pristupa u okviru metodike.

Podaci prikupljeni putem upitnika i analize nastavnih priprema obradeni su
deskriptivnom statistikom, ukljucujuéi frekvencijsku analizu, procente 1 hi-kvadrat test. Takode
je analiziran i modalni broj priprema po godinama (Mo), s ciljem da se utvrdi eventualna
povezanost izmedu kalendarske godine i prisustva integracije vizuelnih umetnosti u nastavnim
pripremama.

Rezultati istrazivanja

U ovom poglavlju prikazani su rezultati ankete sprovedene medu studentima zavrSne
godine 1 analize pisanih nastavnih priprema koje su izradivali tokom metodicke prakse.
Rezultati obuhvataju stepen informisanosti o integraciji vizuelnih umetnosti, percepciju o
usmeravanju na primenu integracije i ucestalost same integracije vizuelnih umetnosti u
nastavnim pripremama. Kvantitativni nalazi predstavljeni su pregledno u dve tabele (Tabela 1

1 Tabela 2), a u nastavku je data interpretacija.

Tabela 1

Pregled frekvencije studentskih procena o integraciji vizuelnih umetnosti (2016—-2023)

Tvrdnja 2016-2019 2020-2023
Razumem pojam integracije — delimi¢no/potpuno slaganje 41 50
Ne znam/nemam misljenje 14 3

Upoznat/a sam sa integracijom tokom studiranja -

- : 41 50
delimi¢no/potpuno slaganje

Tokom studija sam bio/bila usmeravan/a ka integraciji VU —

51 68
potpuno neslaganje
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Tvrdnja 2016-2019 2020-2023
Ne znam/nemam misljenje 16 —

Tokom priprema sam integrisao/la vizuelne umetnosti —

o ‘ 31 53
delimi¢no/potpuno slaganje

Ne znam/nemam misljenje 20 4

Napomena: N = 135 studenata zavrsne godine Uciteljskog fakulteta; prikazane su

frekvencije odgovora za tvrdnje oblikovane po Likertovom modelu.

Tabela 2

Zastupljenost integracije vizuelnih umetnosti u nastavnim pripremama (2016-2023)

. 2020-
Pokazatelj 2016-2019
2023
Broj priprema koje sadrze elemente vizuelnih . 1
umetnosti
Od toga: kvalitetno integrisanih — 4
Modalna vrednost (Mo) — broj priprema sa 5

integracijom

_ y?=3.006 < 14.067 — nije
Hi-kvadrat test
znacajno

Napomena: N = 675 pisanih nastavnih priprema analiziranih u okviru Sest metodika

nastave (bez Metodike nastave likovne kulture).

Na osnovu ankete sprovedene medu 135 studenata Cetvrte godine (Tabela 1), moze se
uociti da vecina ispitanika izrazava osnovnu informisanost o pojmu integracije, $to potvrduje
visok procenat slaganja sa tvrdnjom Razumem pojam integracije. Medutim, podaci ukazuju na
znacajan nedostatak sistemskog usmeravanja tokom studija, jer 88,15% studenata izjavljuje da
nisu bili usmeravani na integraciju vizuelnih umetnosti u nastavne pripreme.

Rezultati analize pisanih nastavnih priprema (Tabela 2) pokazuju izrazito nisku
zastupljenost integracije vizuelnih umetnosti. U svega 16 od 675 priprema primeceni su
elementi integracije, a funkcionalna i kvalitetna integracija identifikovana je u samo Cetiri
slu¢aja. Modalna vrednost po godinama bila je 2, Sto potvrduje da se integracija pojavljuje

sporadi¢no. Hi-kvadrat analiza pokazala je da nema statisticki znaCajne razlike po
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kalendarskim godinama (y*> = 3.006 < 14.067, df = 7), §to ukazuje da vremenski period nije
uticao na prisutnost integracije u pripremama.
Diskusija

Rezultati istrazivanja potvrduju postojanje znacajnog raskoraka izmedu teorijskog
razumevanja integracije vizuelnih umetnosti i njene stvarne primene u nastavnoj praksi
studenata Uciteljskog fakulteta. Vecina ispitanika pokazuje osnovnu informisanost o pojmu
integracije, ali istovremeno navodi da tokom studija nisu bili sistematski usmeravani na
primenu integrisanih pristupa. Ovi nalazi potvrduju prethodne nalaze MiloSevi¢ (2021) i
Nedimovi¢, Pordev i Stojanovi¢ (2022), koji isti¢u da vizuelne umetnosti u obrazovanju
ucitelja ostaju marginalizovane i nedovoljno funkcionalno integrisane.

Analiza pisanih nastavnih priprema dodatno osvetljava ovaj problem. Od 675
analiziranih priprema, samo 16 sadrzi bilo kakav element vizuelnih umetnosti, dok su cetiri
pripreme ocenjene kao primeri funkcionalne integracije. Modalna vrednost iznosi svega dve
pripreme godiSnje, Sto jasno pokazuje da integracija vizuelnih umetnosti nije ustaljena praksa.
Ovi nalazi se podudaraju sa zapazanjima Ronksley Pavia (2014) i1 Stojanovi¢ (2017), koji
ukazuju da umetnicki sadrzaji u praksi Cesto ostaju povrsno ukljuceni, bez povezivanja sa
ciljevima ucenja i bez jasno definisane pedagoske funkcije.

Hi-kvadrat test potvrduje da nema statisticki znacajnih razlika po kalendarskim
godinama, $to znaci da u periodu od 2016. do kraja 2023. godine nije doslo do vidljivog
napretka u integraciji vizuelnih umetnosti. Ovo otvara pitanje zaSto integracija ostaje
sporadi¢na, uprkos savremenim pedagoskim tendencijama i dokazanim benefitima vizuelnih
umetnosti za razvoj divergentnog misljenja, kreativnosti i celovitog ucenja (Franklin, 2002;
Hardiman, Rinne i Yarmolinskaya, 2014; Robinson, 2012; Root Bernstein, 2015; Wilson,
2018).

Mogu¢i razlozi za ovakav raskorak ukljuc¢uju: (1) nedovoljnu povezanost teorijskih
postavki 1 prakticnih aktivnosti u inicijalnom obrazovanju ucitelja (MiloSevi¢, 2021;
Nedimovi¢, Pordev i Stojanovi¢, 2022); (2) nedostatak eksplicitnih metodoloskih smernica za
implementaciju integracije vizuelnih umetnosti (Stamatovi¢, 2021); (3) ogranicene
kompetencije nastavnog osoblja za interdisciplinarno planiranje (Mini¢, 2021); i (4) nedostatak
modelovanih primera i instruktivnih integrisanih ¢asova u toku metodicke prakse (Stamatovic,
2021).

Na osnovu ovih nalaza, preporucuje se razvoj nastavnih modula posvecenih

funkcionalnoj integraciji vizuelnih umetnosti, unapredenje profesionalne obuke nastavnika
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metodika 1 uvodenje primera dobre prakse u nastavne programe fakulteta, Sto je u skladu sa
preporukama Milosevi¢ (2021) i Stamatovi¢ (2021). Takode je potrebno formulisati jasne
kriterijume za evaluaciju kvaliteta integracije vizuelnih umetnosti u nastavnim pripremama,
¢ime bi se unapredio kontinuitet izmedu teorije i prakse i podrzao razvoj kreativnog potencijala

ucenika, kako isticu Hardiman, Rinne i Yarmolinskaya (2014) i Robinson (2012).

Zakljucéak

Nalazi ovog istrazivanja ukazuju na izrazenu neuskladenost izmedu teorijskih postavki
integracije vizuelnih umetnosti i prakticne primene u inicijalnom obrazovanju ucitelja. Iako
studenti pokazuju osnovnu informisanost o pojmu integracije, analiza pisanih nastavnih
priprema potvrduje da se vizuelne umetnosti ukljucuju retko i najéesce povrsno, dok su primeri
funkcionalne integracije vizuelnih umetnosti izuzetno retki.

Ovakvo stanje je u suprotnosti sa savremenim vrednosnim okvirima koji naglaSavaju
celovit razvoj deteta, kreativnost 1 medupredmetno povezivanje sadrzaja (Pavlovié
Breneselovi¢ 1 Krnjaja, 2017; Stojanovi¢, Kovacevi¢ i Bogavac, 2018). lako dokumenti poput
Osnova programa predskolskog vaspitanja i obrazovanja — Godine uzleta (MPNTR, 2019)
afirmiSu principe integracije, oni se ne reflektuju dosledno u inicijalnom obrazovanju ucitelja,
Sto ukazuje na raskorak izmedu razliitih nivoa obrazovnog sistema (Pavlovi¢ Breneselovi€ i
Krnjaja, 2021; Stamatovi¢, 2021).

Preporucuje se unapredenje kurikuluma Uciteljskog fakulteta kroz: (1) redefinisanje
ciljeva 1 sadrzaja metodika tako da eksplicitno obuhvate integraciju vizuelnih umetnosti; (2)
modelovanje i realizaciju integrisanih ¢asova u okviru nastave na fakultetu; (3) obezbedivanje
primera dobre prakse u okviru metodicke prakse; i1 (4) razvoj evaluacionih instrumenata za
procenu kvaliteta integracije vizuelnih umetnosti (MiloSevi¢, 2021; Stamatovi¢, 2021).
Poseban naglasak treba staviti na neposredno usmeravanje studenata ka razumevanju
funkcionalne uloge vizuelnih umetnosti u razvoju kreativnog misljenja, povezanog ucenja 1
emocionalne angazovanosti u¢enika (Hardiman, Rinne 1 Yarmolinskaya, 2014; Robinson,
2012).

Istrazivanje ima nekoliko ograni¢enja. Prvo, uzorak se odnosi na studente jednog
fakulteta 1 specifican vremenski okvir (2016-2023), Sto ograniCava generalizaciju nalaza.
Drugo, deo podataka prikupljen je u uslovima pandemije COVID-19, §to je moglo uticati na
broj i kvalitet pisanih priprema. Trece, istrazivanje je fokusirano na prisustvo i nivo integracije
vizuelnih umetnosti, ali ne obuhvata dublje razloge zaSto integracija izostaje, Sto ostavlja

prostor za dalja kvalitativna istraZivanja.
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Implikacije nalaza upucuju na to da povezivanje vrednosnih okvira savremenih
obrazovnih dokumenata, poput onih koje afirmiSe Godine uzleta (MPNTR, 2019), sa
inicijalnim obrazovanjem ucitelja moze doprineti stvaranju koherentnog i integrisanog
obrazovnog sistema (Pavlovi¢ Breneselovi¢ i Krnjaja, 2021). Buduca istraZzivanja treba
usmeriti na evaluaciju konkretnih modela integrisanih ¢asova u studentskoj praksi i na razvoj

instrumenata za procenu efekata integracije vizuelnih umetnosti na ucenicka postignuca.

PREPAREDNESS OF PRE-SERVICE TEACHERS FOR THE INTEGRATION
OF VISUAL ARTS INTO CLASSROOM PRACTICE

Abstract

The purpose of this study was to examine the extent to which final-year students of the
Faculty of Teacher Education in Belgrade, in the period from 2016 to 2023, incorporated visual
arts into their lesson plans during teaching practice. The research focused on identifying and
evaluating the presence of visual arts within students’ lesson plans and analyzing approaches
to their integration in methodological practice. The sample comprised 675 written lesson plans
and 135 questionnaires containing students’ self-assessments of their knowledge and
application of arts integration. A mixed-method approach was applied, combining descriptive
statistics with thematic analysis. The findings indicate that, although students demonstrate a
theoretical understanding of the significance of visual arts, these elements are rarely integrated
into practice. Only 2.4% of the analyzed plans included components of visual arts integration,
while 88% contained none. These results reveal a pronounced gap between conceptual
understanding and practical implementation of arts integration in lesson planning. The study
highlights the need for systematic incorporation of visual arts into teacher education curricula,
the modeling of integrated lessons, and the development of clear evaluation criteria. These
insights offer implications for curriculum design and contribute to further research on the role

of visual arts in the professional preparation of future teachers.

Keywords: curricular innovations, interdisciplinary approach, lesson planning,

reflection on prospective teachers’practice, visual arts in education.
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CILJEVI I VREDNOSTI U KONCIPIRANJU | REALIZACIJI PROGRAMA
INICIJALNOG OBRAZOVANJA VASPITACA

Apstrakt

U radu se razmatraju kljucni ciljevi i vrednosti na kojima bi trebalo da se zasnivaju
program i praksa inicijalnog obrazovanja vaspitaca. Polazista cine zahtevi vezani za
kompleksnu, kontekstualno oblikovanu prirodu prakse predskolskog vaspitanja i obrazovanja,
kao i ocekivanja od vaspitaca kao refleksivnih prakticara i istraZivaca sopstvene prakse.
Kvalitativna analiza zvanicnih dokumenata, relevantnih izvestaja, teorijskih izvora i iskustava
u praksi vezanih za obrazovanje i profesiju vaspitaca, implicira potrebu za fokusom na
emancipaciju i osnazivanje studenata za suocavanje sa neizvesnoséu, izazovima i problemima,
zatim na razvijanje drustvene svesti, samosvesti, refleksivnosti, kritickog i istraZivackog duha,
proaktivnosti i otvorenosti za promene, kao i kapaciteta za gradenje pravednih odnosa,
kooperaciju i kolaboraciju. Postizanje navedenih ciljeva zahteva kontinuirano preispitivanje
vrednosti koje su u osnovi prakse obrazovanja vaspitaca, a samim tim i metoda, nacina rada i
odnosa nastavnika sa i prema studentima, kao i polozaja studenata u obrazovnom procesu.
Rad poziva na kriticko preispitivanje postojec¢ih programa inicijalnog obrazovanja vaspitaca,

sa ciljem njihovog unapredivanja i uskladivanja sa savremenim zahtevima profesije.

Kljucne reci: kompetencije vaspitaca, osnazivanje studenata, refleksivnost, kriticko-
istrazivacki pristup, kvalitet odnosa

Uvod

Nuznost unapredivanja programa inicijalnog obrazovanja vaspitaca proizilazi iz
rekonceptualizacije predskolskog vaspitanja 1 obrazovanja zasnovane na postmodernim
perspektivama, koje u fokus stavljaju kvalitet odnosa i nacine uce$¢a dece 1 odraslih, isti¢uci

kompleksnost, relacionu, eti¢ku i refleksivnu prirodu profesije vaspitaca (Osnove programa

1st.ivana@vaspks.edu.rs
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predskolskog vaspitanja i obrazovanja - Godine uzleta, 2019), te iz redefinisanja standarda
kompetencija za profesiju vaspitaca (Pravilnik o standardima kompetencija za profesiju
vaspita¢a 1 njegovog profesionalnog razvoja, 2018). Navedeni dokumenti, ali i materijali
nastali kroz projekat Ministarstva prosvete ,,Inkluzivno predskolsko vaspitanje i obrazovanje*
(podkomponenta ,,Unapredivanje inicijalnog obrazovanja vaspitaca®) impliciraju da se u
konceptualizaciji 1 realizaciji programa treba teziti razvijanju kompetencija (znanja, umenja i
vrednosti) za profesionalno, odgovorno, eticko i kreativno delovanje, zasnovano na kritickoj
refleksiji u promenljivim kontekstima, usmereno na dobrobit deteta, kvalitet odnosa i
zajedni¢ko ucesce, kao i kapaciteta za autenti¢no razvijanje programa kroz saradnju sa svim
ucesnicima u praksi vrtica. O¢ekivanja u pogledu uloga i odgovornosti vaspitaca ukazuju da
program njihovog inicijalnog obrazovanja prvenstveno treba biti usmeren na: Razvijanje
drustvene svesti, samosvesti, refleksivnosti, kriticko-istrazivackog duha, proaktivnosti i
otvorenosti za promene; Emancipaciju i (licno i profesionalno) osnazivanje studenata;
Razvijanje kapaciteta za definisanje i1 (kolaborativno) re$avanje problema; Razvijanje
kapaciteta za gradenje pravednih odnosa, kooperaciju i kolaboraciju. Ciljevi programa
neodvojivi su od vrednosti na kojima se zasniva praksa obrazovanja vaspitaca, pa se u radu
paralelno isticu klju¢ne vrednosti koje bi nastavnici trebalo da neguju u svom pristupu i odnosu
sa i prema studentima. Osim univerzalnih humanistickih vrednosti, naglasak je na onima koje
podrazumevaju promene metoda i na¢ina rada, a samim tim i polozaja studenata.

lako su kvalitativnom analizom zvani¢nih dokumenata, relevantnih izvestaja,
teorijskih izvora i iskustava u praksi izdvojeni neki od najvaznijih ciljeva i vrednosti na kojima
treba da se zasnivaju program i praksa inicijalnog obrazovanja vaspita¢a, namera nije stvaranje
konac¢ne liste, ve¢ podsticanje kritickog preispitivanja 1 ukazivanje na moguce pravce
unapredivanja programa i prakse. Uostalom, Bulou (Bullough, 2003: 21) isti¢e da ciljevi
obrazovanja prakti¢ara treba da budu fleksibilni, da su ishodi obrazovanja nepredvidivi, a
najvazniji ishodi ucenja zapravo ,personalni, idiosinkraticki i verovatno nemerljivi®.
Zagovornici kriticke pedagogije, Stavise, zahtevaju neprestano preispitivanje polaznih ideala,

svrhe i ciljeva obrazovanja, kao i vrednosti na kojima se zasniva obrazovanje.

Razvijanje drustvene svesti, samosvesti, refleksivnosti, kriticko-istrazivackog duha,

proaktivnosti i otvorenosti za promene

Postmoderne perspektive pred vaspitaca postavljaju sledece zahteve: otvorenost za
viseperspektivnost i razliitost, posvecenost ravnopravnosti, pravednosti i pravic¢nosti,

promovisanje informisane, participativne i kriticke demokratije, te iniciranje drustvenih
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promena (Bennett, 2008; Dahlberg, Moss & Pence, 1999; Krnjaja & Pavlovi¢ Breneselovi¢,
2013; Moss, 2007; Pavlovi¢ Breneselovi¢ 1 Krnjaja, 2014). Navedeno implicira da se u
inicijalnom obrazovanju vaspitaca treba teziti razvijanju drusStvene svesti i osetljivosti za
razli¢ita drustvena, politi¢ka, kulturna i eticka pitanja i probleme, svesti o drugima, samosvesti
i kritiCkog misljenja.

Razvijanje drustvene svesti i kritickog misljenja je klju¢no zbog ocekivanja od
vaspitaca da kriticki preispituju drustvene i kulturne faktore koji oblikuju praksu predskolskog
vaspitanja, kao i njihove razvojne trendove (Osnove programa, 2019). Uostalom, demokratska
praksa u zajednici predSkolske ustanove podrazumeva negovanje kritickog misljenja i
zauzimanje kritickog stava prema onome §to se predstavlja kao ,,vanvremensko, prirodno,
neupitno® (Moss, 2007: 18).

Vazno je razvijati skepti¢nost i svest studenata o sopstvenom shvatanju sveta,
ideologijama i znanjima, te sposobnost za preispitivanje postojecih diskursa i odnosa moci
(Romanowski & Nasser, 2012). Potrebno je podsticati ih da svesno promisljaju o pitanjima
vezanim za znanje, mo¢ i nejednakost (Rautins & Ibrahim, 2011), da ispituju nepravdu, tragaju
za visestrukim perspektivama o socijalnim problemima i razvijaju konkretne strategije za
unapredivanje zajednice (Hinchey, 2010).

Osim 0 znaaju samospoznaje, razvijanja svesti o sebi, sopstvenim akcijama,
verovanjima, vrednostima, stavovima i idejama, govori se i 0 znacaju razvijanja svesti 0
sopstvenom druStvenom polozaju 1 o na¢inu na koji kultura oblikuje na$ pogled na svet 1 utice
na interakcije, odnose i o¢ekivanja od drugih (Ukpokodu, 2010). Ukazuje se i na znacaj samo-
razumevanja, odnosno razumevanja sopstvene individualnosti ili identiteta (Korthagen &
Verkuyl, 2007). Razvijanje samosvesti studenata (posebno svesti o sopstvenim slabostima i
jakim stranama, brigama, prioritetima, tendencijama u ponaSanju i obrascima ponasanja)
neophodno je zbog ocekivanja da vaspitaCi istraZzuju sopstvene profesionalne granice i
mogucénosti (Krnjaja i Pavlovi¢ Breneselovic, 2022a).

Za razvijanje osetljivosti za razli¢ita pitanja i probleme, svesti o drugima, samosvesti,
refleksivnosti i kritickog misljenja, posebno samokriticnosti studenata, potrebno je podsticati
kriti¢ko preispitivanje i analiziranje iskustava 1 situacija u kojima su se nasli tokom stru¢ne
prakse, ukljucuju¢i sopstveno ponasanje, konstrukcije, emocije i ocekivanja, kao i
metakognitivno promisljanje o utiscima, zapazanjima, (samo)uvidima i (samo)spoznajama. To
se moze posti¢i igrom uloga 1 vodenjem (samo)refleksivnih dnevnika.

Kompleksna, dinamic¢na, nepredvidiva i neizvesna priroda prakse implicira

nemogucnost formulisanja standardizovanih reSenja za razlicite izazove i probleme sa kojima
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se vaspita¢i susrecu. Zato je neophodno neprestano postavljanje pitanja, posvecenost
preispitivanju (sopstvene) prakse i istrazivanju razliitih fenomena, te menjanje prakse u
zavisnosti od potreba, uslova i okolnosti. Upravo zbog toga se od vaspitaca ocekuje
istrazivacki, kriticki i refleksivni pristup (sopstvenoj) praksi (Osnove programa, 2019;
Pravilnik, 2018). To ukljucuje istrazivanje (sopstvene) prakse i njeno kriti¢ko preispitivanje u
razli¢itim okolnostima, problematizovanje dominantnih diskursa obrazovanja i traganje za
alternativnim reSenjima (Krnjaja & Pavlovi¢ Breneselovi¢, 2013; Pavlovi¢ Breneselovié i
Krnjaja, 2014); razvijanje novih nac¢ina razmisljanja i razumevanja sopstvene prakse i kreiranje
novih mogucénosti izlaZenjem iz ustaljenih okvira onog §to se ve¢ zna i radi (Krnjaja i Pavlovié¢
Breneselovi¢, 2022a); otvorenost i spremnost za promene (Radulovi¢, 2011). Navedeno
implicira da je kod studenata kljuéno razvijati prvenstveno spremnost za istrazivanje i
(samo)kriticko preispitivanje, a zatim i kompetencije potrebne za: sprovodenje istraZivanja,
(samo)vrednovanje i kriticku (samo)refleksiju; za profesionalno delovanje u istrazivackoj
zajednici i negovanje refleksivne prakse i kulture profesionalne zajednice ucenja; za zajedni¢ko
delovanje u pravcu promena usmerenih na gradenje kvaliteta predSkolskog vaspitanja i
obrazovanja kroz razvojne projekte, istrazivanja i kriticke refleksije; za preuzimanje uloge
kritickog prijatelja, inicijatora razli¢itih akcija i agensa promene; kao i za aktivan doprinos
istrazivackoj zajednici u povezivanju i unapredivanju teorije 1 prakse.

Razvijanje kriticko-istrazivackog duha, refleksivnosti i spremnosti za istrazivanje i
isprobavanje novih ideja 1 pristupa, posebno je znacajno zato §to se od vaspitaca ocekuje
(Krnjaja i Pavlovi¢ Breneselovi¢, 2022a, 2022b; Osnove programa, 2019; Pavlovi¢
Breneselovi¢, Krnjaja, Jovanovic¢ i Sjenici¢, 2022): da budu upitani i mastoviti istrazivaci, koji
istrazuju moguénosti, ideje 1 razli¢ite izvore saznanja kako bi podsticali 1 razvijali istraZivanje
sa decom; da se kao Kko-istrazivaci upustaju sa decom i odraslima u istrazivanje, koristeci
razli¢ite postupke za produbljivanje i proSirivanje istraZivanja; da usmeravaju istrazivanje, ali
1 da se u istrazivanju upustaju u neizvesno; da podsticu 1 ohrabruju decu na istrazivacko
ponasanje i upusStanje u rizik istrazivanja; da budu uzor deci kao istrazivaci, modelujuci
istrazivaCki odnos u ucenju, istrazivacki pristup sebi 1 svetu, otvorenost prema novom,
spremnost na preuzimanje rizika i radost istraZivanja i otkrivanja; da podsti¢u uenje kroz
istrazivanje 1 omogucavaju deci da razvijaju strategije istraZivanja; da podstiCu razvoj
refleksivnosti 1 kritickog misljenja kod dece.

RiSert (Richert, 2003) kao imperativ navodi pruzanje mogucénosti studentima da
tokom obrazovanja razvijaju refleksivnost, kako bi u buduénosti umeli i tezili da promisljaju 0

moralnim pitanjima vezanim za sopstvene akcije, da preispituju svrhu i posledice sopstvenih
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akcija (Sto podrazumeva da preispituju zaSto rade to Sto rade, Sta i kako rade), zatim da
preispituju ono $to se deSava, §to je poznato i izvesno u ustanovi ili vaspitno-obrazovnom
procesu, ali i da promisljaju o tome Sta bi moglo ili trebalo biti, kao i da delaju na moralno
odgovoran nacin. Ovo stanoviste implicira da studenti moraju razvijati proaktivnost, odnosno
kapacitete potrebne za iniciranje promena, za preduzimanje inicijative i odlu¢nih akcija. Zato
je vazno kod njih razvijati kompetencije potrebne za profesionalno javno delovanje u
promenljivom  drustveno-Kulturno-politicko-ekonomskom  kontekstu,  argumentovano
ukazivanje na probleme u predskolskom vaspitanju i obrazovanju, doprinos Kreiranju
obrazovne politike, promovisanje (pro)aktivizma, prava dece i porodica, predskolskog
vaspitanja i obrazovanja i profesije vaspitaca. Uostalom, pored proaktivnog odnosa u promociji
1 zaStiti profesije vaspitaca, prava deteta i porodice, proaktivnog zastupanja interesa dece i
porodica, od vaspitaca se ocekuje da pruzaju podrsku razvijanju detetovog proaktivnog odnosa
prema Zivotu i okruZzenju (Osnove programa, 2019; Pravilnik, 2018).

Istrazujué¢i kompleksnost odnosa sopstvo-drugi, Dirks (Dirkx, 2008), ukazuje da
prakti¢ari u obrazovanju moraju empati¢no ulaziti u te odnose bez osporavanja, poricanja ili
odbijanja individualnosti drugih, ali i bez ,,gubljenja sebe”. To ,,zahteva duboki oseéaj
samosvesti, autenti¢nosti i integriteta, skup personalnih atributa koji se ogledaju u razvijanju
samospoznaje (Dirkx, 2008: 65). Brandenburg (Brandenburg, 2008) govori 0 mnogobrojnim
1zazovima, frustracijama, ali i o osecanju zadovoljstva prilikom suocavanja sa predstavama o
sebi, sopstvenom ponaSanju i uéenju, naglasavajuéi da nastavnici treba da rade na razvijanju
jasne predstave o sebi i svom nacinu rada, kako bi osnazili studente da ¢ine isto. Osim toga,
ukoliko nastavnici ne neguju socijalnu pravdu u licnim odnosima sa studentima, ne mogu

ocekivati da oni u buducoj profesiji budu posveceni socijalnoj pravdi (Hinchey, 2010).

Emancipacija i (lino i profesionalno) osnaZivanje studenata

Stavljanje akcenta na odnos prema znanjima, umesto samih znanja (Radulovi¢, 2011),
znacaj personalnog i profesionalnog osnazivanja studenata (Beck & Kosnik, 2006), implicira
zahtev da se u obrazovanju tezi emancipaciji studenata, razvijanju samostalnosti,
samopouzdanja, samouverenosti i kapaciteta potrebnih za: autonomno rasudivanje |
odlu¢ivanje 0 pravcu (strategijama) svog delovanja u susretu sa razli¢itim izazovima,
dilemama, problemima i zahtevima, te za suofavanje sa nesigurnoS¢u i neizvesno$éu u
kompleksnoj, dinami¢noj, promenljivoj, nepredvidljivoj 1 kontekstualno oblikovanoj praksi

vaspitanja i obrazovanja. Uostalom, predstavnici kriticke pedagogije posebno se zalazu za
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usmerenost obrazovanja na osnazivanje, emancipaciju, samoaktualizaciju i samopotvrdivanje
svakog pojedinca, razvijanje samopouzdanja, autonomije i odgovornosti (Freire, 2005).

Specifican kontekst svakog vrti¢a implicira uticaj kontekstualnih faktora na delovanje
vaspitaca, posebno u pogledu razvijanja programa (zajedno sa decom, kolegama, roditeljima i
ucesnicima iz lokalne zajednice), Sto podrazumeva profesionalnu autonomiju i odgovornost.
Upravo zbog toga je vazno i li¢no i profesionalno osnaZzivanje studenata. Studenti se personalno
i profesionalno osnazuju ukoliko im program obrazovanja omogucava ispitivanje sopstva,
konteksta i odnosa (Beck & Kosnik, 2006).

Risert (Richert, 2003) navodi da program obrazovanja prakti¢ara treba obuhvatati
ucenje o neizvesnosti prakse, da prakticari tokom inicijalnog obrazovanja moraju nauciti da
prihvataju promene i neizvesnost, iskreno se suocavaju sa onim §to ne znaju, koriste ono §to
znaju u sluzbi onoga §to ne znaju i tragaju za onim §to treba da znaju. Dalberg i saradnici
(Dahlberg et al., 1999: 79) se oslanjaju na Fromove (Fromm, 1942) misli o »pozitivnoj slobodi«
(nasuprot »kompulzivnoj potrazi za sigurno$¢u«), koja predstavlja slobodu spontanog delanja
i samostalnog razmisljanja i ne iskljucuje »racionalnu sumnju«, pa u tom kontekstu isti¢u da
osobe koje dozivljavaju pozitivnu slobodu prihvataju nesigurnost i neizvesnost, osecaju
slobodu da »ne znaju« i da pitaju, ne teze¢i kona¢nim zakljuccima i zastupanju nepromenljivih
stavova. Ukazujuéi da neizvesnost vaspitno-obrazovne prakse povlaci za sobom moralno
odlucivanje kao sastavni deo profesije prakticara, Risert (Richert, 2003: 79) navodi da studenti
tokom svog obrazovanja moraju nauciti kako da prepoznaju moralne komponente svog rada,
ispitujuci svrhu i posledice svojih akcija, kako da se nose sa neizvesno$cu, kako da reSavaju
moralne dileme i preduzimaju moralne akcije, da bi se pripremili za ,,svesrdno angazovanje u
susretu sa izazovima®. Korthagen (Korthagen, 2001) ukazuje na problem vezan za prirodne
emocionalne reakcije prilikom suocavanja sa opasnosc¢u od gubitka izvesnosti, predvidljivosti
1 stabilnosti, a to je da osec¢aj straha moze vrlo negativno uticati na bilo koje racionalne namere
i dovesti do povratka na stare obrasce ponaSanja pod uticajem sopstvenog iskustva u
obrazovanju. Stoga, on smatra da je u obrazovanju prakticara potrebno uzeti u obzir afektivnu
dimenziju, jer delanje nije zasnovano isklju¢ivo na logickim i racionalnim analizama
(Korthagen, 2001).

Navedena shvatanja impliciraju da program obrazovanja vaspitaca treba da bude
usmeren na razvijanje autenti¢nog licnog i profesionalnog identiteta, kao i svesti studenata o
sopstvenim vrednostima, kapacitetima i potencijalima. Time se moZe doprineti razvijanju
osecaja osnazenosti, kao i spremnosti za preuzimanje odgovornosti koju za sobom nosi

profesija vaspitaca, za donosenje informisanih odluka, odupiranje iskusenjima ili pritiscima da
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konformisticki prihvataju ocekivanja drugih, nametnute diskurse, stercotipna ,reSenja“ i
autoritarizam, te za preuzimanje rizika i iniciranje promena u sopstvenoj praksi, ali i drustvu.
To se, pre svega, moze posti¢i sagledavanjem studenata kao kompetentnih ucesnika i ko-
kreatora programa sopstvenog obrazovanja. Iz navedenog sledi i vaznost davanja glasa
studentima, stvaranja prostora za slobodu izbora 1 samostalno odlu¢ivanje uz preuzimanje
odgovornosti, podrzavanja njihovih inicijativa, a posebno ohrabrivanja njihovog aktivnog

ucesc¢a u zivotu vrti¢a i uvazavanja njihovog doprinosa.

Razvijanje kapaciteta za definisanje i (kolaborativno) reSavanje problema

Jedan od ciljeva obrazovanja praktiCara treba da bude razvijanje sposobnosti
uocavanja i definisanja problema, kao i kapaciteta za njihovo resavanje u konkretnom
kontekstu (Buchberger, Campos, Kallos & Stephenson, 2000). Donald Son (Schén, 2016),
govore¢i 0 refleksivnoj profesionalnoj praksi, isti¢e da najveéi izazov lezi u definisanju
problema. On naglaSava da program obrazovanja prakticara i polaziste za istrazivanje treba da
budu realni problemi ili dileme, odnosno da su vezani za realne okolnosti u lokalnim
ustanovama, ali i definisani (konstruisani) tako da dovode u pitanje postojeci sistem i strukturu
ustanove (Schon, 2016). Rajovi¢ i Radulovi¢ (2007: 418) istiCu znacaj razvijanja umeca
odluc¢ivanja o tome §ta je potrebno raditi u odredenoj situaciji i umeca delovanja u skladu sa
odlukom, govoreci o razvijanju akcionih znanja ,,koja podrazumevaju kapacitete za otkrivanje,
razumevanje i reSavanje problema®. Mihalski i Sehter (Michalsky & Schechter, 2013)
oslanjaju¢i se na Djuijeve tvrdnje (Dewey, 1909, 1933: 61) da razmis$ljanje o problemima
stvara prostor za nova znanja, zato $to se u procesu refleksije (koja proizilazi iz stanja sumnje,
zbunjenosti ili nesigurnosti prilikom reSavanja poteskoca) dolazi do relevantnih informacija
koje pokrecu nova pitanja, pa stoga zakljucuju da neprijatni i nezeljeni dogadaji mogu biti
,,produktivan okidac¢* za refleksiju nakon akcije i razmatranje pretpostavki. Ovakvo stanoviste
implicira da problemi i problemati¢ne situacije koje su studenti iskusili tokom stru¢ne prakse
treba da budu polazisSte za promisljanje, istrazivanje i ucenje. Govoreci o pristupu obrazovanju
baziranom na postavljanju i istrazivanju problema, Freire (Freire, 2005) naglasava da nastavnik
treba da koristi iskustva i1 perspektive studenata kao polaznu tacku u kriticnom dijalogu. Kar
(Carr, 2008) istice da studenti treba da prihvate ¢injenicu da niko ne zna sve i da se uvek moze
uciti, kao 1 da treba da budu otvoreni za nove nacine razmisljanja o starim problemima.

Lohran (Loughran, 2007) podrobno opisuje zna¢aj uéenja o kompleksnoj prirodi
prakse, ukazujuéi da nastavnici i studenti zajedno treba da rade na prepoznavanju i istraZivanju

onog §to je problemati¢no u praksi, te na razmatranju nacina pristupanja i reagovanja u takvim
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situacijama. On, medutim, upozorava na opasnost da ,,zbrka“ i ,,nedostatak jasnog puta“ mogu
proizvesti teznju ka jednostavnijim reSenjima, kako bi se stvorio osecaj kontrole u susretu sa
neizvesnim situacijama u praksi (Loughran, 2007: 2). Ukazujuéi da se studenti neprestano
suoCavaju sa borbama, teSko¢ama i dilemama koje uticu na njihovo razumevanje prirode
prakse, a ono zavisi od njihovih predasnjih obrazovnih iskustava i u¢enja o praksi, Lohran
(Loughran, 2007) sugeriSe da u obrazovanju prakticara treba razvijati medusobno poverenje i
to kroz otvoreno ispitivanje dilema, tenzija, problema i briga vezanih za kompleksnu prirodu
prakse.

Navedena shvatanja impliciraju da u inicijalnom obrazovanju vaspitaca treba teziti
razvijanju kompetencija potrebnih za: identifikovanje i definisanje problema vezanih za
predskolsko vaspitanje i obrazovanje, ali i izvora (uzroka, korena) problema; kriticko
analiziranje odnosa (uzro¢no-posledi¢nih veza) izmedu razli¢itih problema i okolnosti u kojima
se problemi javljaju; suocavanje sa izazovima i problemima; istrazivanje i preispitivanje
moguéih reSenja, rasudivanje o (alternativnim) strategijama delovanja i konstruktivno
(kolaborativno) reSavanje problema, uz kreativno primenjivanje znanja i umenja i koriséenje
resursa predskolske ustanove, ali i drugih relevantnih ustanova i institucija u okruzenju; ucenje
kroz reSavanje problema i kriti¢ko, refleksivno, metakognitivno promisljanje. Preduslov za
razvijanje navedenih kompetencija je jacanje slede¢ih kapaciteta studenata: divergentnog
misljenja, kreativnosti, inventivnosti, inovativnosti, pronicljivosti, domisljatosti, snalazljivosti,
fleksibilnosti, inicijativnosti, spremnosti za preuzimanje rizika i isprobavanje ideja, kao i
istrajnosti.

Da bi se navedene kompetencije i kapaciteti studenata razvijali, potrebno je podsticati
kriticku refleksiju iz razli¢itih perspektiva o izazovima i problemima sa kojima se susrecu
tokom stru¢ne prakse, okolnostima u kojima Se javljaju, nac¢inima dozivljavanja (izvora,
uzroka, korena) problema i reagovanja na izazove i probleme, mogucnostima (strategijama) za
njihovo prevazilazenje i (potencijalnim) posledicama razli¢itih reSenja u specifi¢nim
kontekstima.

Razvijanje navedenih kompetencija studenata je posebno vazno jer se od vaspitaca
o¢ekuje (Krnjaja i Pavlovi¢ Breneselovi¢, 2022a, 2022b; Osnove programa, 2019; Pavlovié
Breneselovic¢ i sar., 2022; Pravilnik, 2018): da argumentovano ukazuju na probleme u praksi i
pokrecu akcije; da reSavaju razli€ite izazove na osnovu refleksivnog preispitivanja teorije 1
prakse u odnosu na specifi¢ni kontekst; da razlike u misljenju i probleme u praksi koriste kao
prilike za ucenje; da osnazuju decu za suo¢avanje sa problemima i izazovima, da ih podrzavaju

da (zajedno) traze razliCite (alternativne) nacine reSavanja problema i omogucéavaju im da
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razvijaju razliCite strategije reSavanja problema, da podrzavaju njihove originalne pristupe u
reSavanju problema, da im pruzaju podrSku da budu istrajna u reSavanju problema i razvijaju

sposobnost konstruktivnog pristupa problemima.

Razvijanje kapaciteta za gradenje pravednih odnosa, kooperaciju i kolaboraciju

Zagovornici pedagogije odnosa (Dinneen, 2008; Oates et al., 2008; Papatheodorou &
Moyles, 2008) isticu da studenti moraju razumeti kompleksnu prirodu odnosa, te razvijati
osetljivost za odnose, sposobnost sluSanja i veStine potrebne za uspostavljanje efikasnih,
pravednih i toplih odnosa sa decom, porodicama i kolegama. Posebno je znacajno da studenti
nauce da slusaju 1 vode dijalog, na Sta ukazuju brojni autori u razli¢itim kontekstima: Freire
(Freire, 1998: 104), kada govori 0 neophodnosti da prakticari nauce da ,,govore slusajuéi i
budu tolerantni i otvoreni za drugacija misljenja; Rinaldi (Rinaldi, 2021), kada govori o
pedagogiji slusanja, kao pristupu zasnovanom na sluSanju, otvorenosti (za razlicitosti i
promene) i senzitivnosti; Papateodoru (Papatheodorou, 2008), kada govori o pedagogiji
slusanja, odnosno predusretljivosti i responzivnosti za potrebe dece; Pavlovi¢ Breneselovi¢
(2010), kada govori o znacaju aktivnog slusanja, vodenja diskusije i dijaloga. Ukazujuéi na
znacaj razvijanja vestina potrebnih za savesno slusanje i dijalog, Kar (Carr, 2008) naglasava
vaznost otvorenosti za razli¢ite naine razmisljanja, prihvatanja razli¢itih dozivljaja i
sposobnosti kriticke analize razlicitih gledista. To je klju¢no zbog Cinjenice da komunikacija
moze pruziti uslove i za razumevanje i za nerazumevanje, zbog Cega se isti¢e potreba
razumevanja viSestrukih perspektiva, a posebno onog §to je neizre¢eno (Brandenburg, 2008).
Smits i saradnici (Smits, Towers, Panayotidis & Lund, 2008: 74) naglasavaju da u obrazovanju
prakticara treba teziti razvijanju »sposobnog« ljudskog bi¢a, odnosno razvijanju kapaciteta da
se ,,slusa, govori, vidi 1 oseca sa paznjom 1 uverenjem-.

Od senzitivnih, takti¢nih prakti¢ara o¢ekuje se da imaju razvijenu sposobnost da
prepoznaju motive i uzroke odredenog ponasanja dece, te da osete Sta je adekvatno, prikladno
1 ispravno uraditi u zavisnosti od decje individualne prirode, ali i okolnosti (van Manen, 2016).
Zato je vazno teziti podsticanju studenata da promisljaju o tome Sta deca porucuju u razli¢itim
situacijama tokom struc¢ne prakse i na koji na¢in i deca i oni sami dozivljavaju medusobne
odnose, interakciju i (ne)verbalnu komunikaciju.

Zbog potrebe da vaspitaci uvidaju sopstvenu ulogu u emocionalnom i socijalnom
ponasanju dece, u celokupnoj atmosferi i odnosima koji se grade u vrtickoj zajednici, kod
studenata je potrebno razvijati svest o razli¢itim dimenzijama (kvaliteta) odnosa, izazovima

vezanim za odnose i implikacijama sopstvenog ponasanja na odnose. Da bi prihvatili ulogu
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refleksivnih, demokratski i samokriticki nastrojenih prakticara koji neprestano postavljaju sebi
pitanje o tome kako i1 da 1i njihove akcije doprinose gradenju atmosfere postovanja,
ravnopravnosti i pravednosti (Zeichner & Liston, 1996), potrebno je pomoci studentima da
razumeju kompleksnost odnosa znanja, moci i akcije, te ih podsticati da kriticki promisljaju iz
razliCitih perspektiva o svojim postupcima i reakcijama tokom stru¢ne prakse, njihovim
moralnim i etickim osnovama i (ne)nameravanim posledicama (efektima). Ovo je posebno
znacajno jer se od vaspitaca ocCekuje promisljanje o svojim i de¢jim akcijama i kriti¢ko
preispitivanje vlastitih oc¢ekivanja, pitanja pravednosti, kontrole i moc¢i u odnosu sa decom
(Osnove programa, 2019). Ukoliko se oslonimo na misli Pavlovi¢ Breneselovi¢ (2012),
potrebno je omoguciti studentima da razvijaju odgovornost za stavljanje svoje mo¢i u funkciju
osnazivanja deteta i njegovih individualnih kapaciteta, kako ne bi tezili kontrolisanju decjeg
ponasanja i odlucivanju umesto deteta, ve¢ prihvatili stav da se kroz dijalog, kolaboraciju,
solidarnost, zajednicko odlucivanje i kolektivnu akciju treba teziti jaCanju (unutraS$nje) moci
deteta.

Medusobna uslovljenost licnih karakteristika, ponaSanja i odnosa vaspita¢a sa decom,
te znaCaj kako kognitivnih, tako i etickih i afektivnih, racionalnih i intuitivnih aspekata
delovanja vaspitaca, impliciraju potrebu za podsticanjem studenata da kriticki preispituju: licne
osobine, sklonosti i tendencije u ponasanju; sopstveni pristup deci i odnos sa decom tokom
struéne prakse, ali i percepcije, pretpostavke, uverenja, stavove, oCekivanja, namere, teznje i
ciljeve koji su u osnovi njihovih postupaka. Da bi studenti bolje razumeli eticke dimenzije i
posledice sopstvenih postupaka, ali i ulogu i odgovornost vaspitaca u gradenju odnosa, te
razvijali osetljivost za odnose, veoma je vazno podsticati metakognitivno promisljanje o nacinu
manifestacije 1 demonstracije mo¢i u interakciji i (ne)verbalnoj komunikaciji, kao 1 o na¢inu
na koji odredene (implicitne) sklonosti i tendencije u ponaSanju podupiru i ograni¢avaju
gradenje odnosa (Stamenkovic¢, 2023).

Profesionalna odgovornost prakti¢ara podrazumeva upravljanje emocijama (Levine
Brown, 2011), a pored emocionalnog senzibiliteta, podrazumeva se i aktivni emocionalni trud,
odnosno svestan rad na sebi kako bi se doveli u stanje da zaista dozivljavaju ona osec¢anja koja
su neophodna da bi svoj posao dobro radili (Hargreaves, 1998), sto implicira da je kod
studenata potrebno razvijati i veStine samokontrole.

Razvijanje otvorenosti za viSeperspektivnost, senzitivnosti za odnose i responzivnosti,
vestine sluSanja, dijaloga i samokontrole, posebno je znacajno zbog sledec¢ih ocekivanja od
vaspitaca (Krnjaja i Pavlovi¢ Breneselovi¢, 2022a; Osnove programa, 2019; Pavlovié

Breneselovic i sar., 2022; Pravilnik, 2018):
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1. U odnosu sa decom: da ih pazljivo slusa i bude osetljiv na ono §to (ne)verbalno
porucuju, odnosno da bude osetljiv u interpretaciji njihovih potreba i Zelja i adekvatno tumaci
njihova osecanja, misljenja i namere; da uzima u obzir njihovu perspektivu, uvazava njihova
prava, potrebe i razliCitosti i da se odnosi prema svakom detetu kao vrednom i jedinstvenom
ljudskom bi¢u; da sa decom gradi i neguje odnose uzajamnog posStovanja, uvazavanja i
razumevanja, bliskosti, pripadanja, prihvatanja, poverenja, saradnje, odgovornosti, zajedniStva
1 brige o drugima; da modeluje pozeljno socijalno ponasanje, odnos uvazavanja, razumevanja
I saradnje; da pruza deci pomo¢ da prepoznaju $ta je pravicno a $ta ne, da ih podsti¢e da
saraduju 1 pruzaju jedni drugima podrSku; da im pruza podrSsku u razvijanju empati¢nosti,
potencijala za solidarnost i aktivizam, kapaciteta da se nose sa konfliktima, sposobnosti
uspesne socijalne komunikacije i kooperativnosti; da doprinosi razvoju njihove samokontrole.

2. U odnosu sa odraslima: da saraduje sa roditeljima i ¢lanovima porodice, da kroz
stalnu otvorenu komunikaciju i dijalog sa njima gradi partnerski odnos zasnovan na poverenju,
medusobnom razumevanju i uvazavanju; da sa kolegama razvija odnos zasnovan na poverenju,
uvazavanju, razmeni, uzajamnoj podrsci i1 zajedniStvu, da saraduje sa njima radi razmene
iskustava, zajednickog ucenja i istrazivanja usmerenog na gradenje kvaliteta predskolskog
vaspitanja i obrazovanja.

Da bi se studenti vodili odredenim vrednostima u svojoj buducoj profesiji, tokom
sopstvenog obrazovanja moraju iskusiti i uvideti njihov znacaj u gradenju odnosa i zajednice
ucenja. To implicira da nastavnici treba da neguju te vrednosti u odnosima sa studentima, a
medu njima se kao klju¢ne izdvajaju sledece: uzajamno postovanje, uvazavanje i razumevanje,
uvazavanje razliGitih perspektiva, pravednost, zajedniStvo, kooperativnost, fleksibilnost,
deljena odgovornost, poverenje, iskrenost i saose¢ajnost.

Umesto zakljucka

Iako je kroz projekat Ministarstva prosvete radeno na uskladivanju programa
inicijalnog obrazovanja vaspitaca u Srbiji sa Standardima kompetencija (2018) 1 Osnovama
programa (2019), ipak se (na osnovu onoga §to se moglo Cuti prilikom odrzavanja okruglih
stolova 1 savetovanja, ali i proc€itati u izveStajima vezanim za dosadasnje promene) moze
zakljuciti da smo tek na pocetku neophodnih promena. Pre svega je potrebno kontinuirano
kriticko preispitivanje slede¢ih elemenata: na nivou studijskih programa - definisane svrhe i
postavljenih ciljeva, ocekivanih kompetencija diplomiranih studenata i ishoda u¢enja; na nivou
svih obaveznih i izbornih predmeta - ciljeva i o¢ekivanih ishoda predmeta, ali i metoda nastave;

na nivou strucne prakse - ciljeva i ocekivanih ishoda prakse, koncipiranih zadataka za praksu i
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natina realizacije prakse. Posebnu paznju treba posvetiti kontinuiranom kritickom
preispitivanju medusobnog odnosa navedenih elemenata, kao i nacina integracije iskustava sa
prakse u nastavu, te na osnovu toga neprestano raditi na promenama usmerenim na gradenje
kvaliteta studijskih programa. Posebna opreznost je potrebna u razmatranju onoga $to ,,stoji na
papiru®“ i onoga Sto se zaista deSava u realnosti. Naime, ostaje otvoreno pitanje koliko su
zapravo metode i nacin rada, pristupi i konkretni postupci nastavnika zaista uskladeni sa onim
Sto piSe u izvesStajima i u materijalima za akreditaciju studijskih programa. Upravo zbog toga
ovaj rad poziva na kriticko promisljanje i preispitivanje, vodeno slede¢im pitanjima: gde smo
trenutno i ¢emu 1 na koji nacin tezimo, kakve vaspitace obrazujemo i za kakvu praksu ih

pripremamo, imamo li uvek u vidu dobrobit deteta?

GOALS AND VALUES IN THE CONCEPTUALIZATION AND
IMPLEMENTATION OF THE INITIAL PRESCHOOL TEACHER EDUCATION
PROGRAMS

Abstract

This paper discusses the key goals and values that are to underpin the program and
practice of the initial preschool teacher education. The starting points are requirements related
to the complex, contextually shaped nature of early childhood education and care practice, as
well as the expectations of preschool teachers, as reflexive practitioners and researchers of
their own practice. A qualitative analysis of official documents, relevant reports, theoretical
sources, and experiences in practice related to both preschool teacher education and
profession, implies the need to focus on emancipating and empowering students to cope with
uncertainty and challenges, while developing social awareness, self-awareness, reflexivity, a
critical and research-oriented mindset, proactivity, and openness to change, as well as
capacities for building equitable relationships, cooperation, and collaboration. Achieving
these goals requires continuous reflection on the values underpining preschool teacher
education practice, and consequently on the zeachers’ methods, teaching approaches, attitudes
towards students, the nature of teacher-student relationships, as well as the students’ position
in the educational process. The paper calls for a critical re-examination of existing initial
preschool teacher education programs, with the aim of improving and harminizing them with
the contemporary requirements of the profession.

Keywords: preschool teacher competencies, student empowerment, reflexivity,

critical and research-based approach, quality of relationships
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DIMENZIJE RODITELJSTVA U SAVREMENOM CRNOGORSKOM KONTEKSTU
Apstrakt

Tema roditeljstva je svevremena i veoma kompleksna, aktuelna i podlozna razlicitim
naucno-teorijskim i empirijskim analizama. Tema naSeg istrazivanja bila je usmjerena na
propitivanje misljenja roditelja djece predskolskog uzrasta, putem online upitnika i sagledavanje
njihove samo/procjene dominantnog vaspitnog stila u danasnjoj crnogorskoj porodici. Takode,
propitivali smo njihovu percepciju najboljeg djecjeg interesa, kao i vaspitnih postupaka koji, po
njihovoj procjeni, najefikasnije vode djecjoj dobrobiti. Uzorak je cinilo 159 ispitanika iz sve tri
crnogorske regije. IstraZivacki rezultati pokazuju da prema samoocjeni roditelja, preovladavaju
demokratski (autoritativni), a potom autoritarni vaspitni stil u crnogorskoj obitelji. U izboru
vaspitnih ciljeva, takode, uocavamo dva razlicito odredena slozaja odgovora, dok jedni teze
modelovanju autonomnog djeteta, s izgradenim osjecajem vlastite vrijednosti, drugi prednost daju
pozeljnom, “uzornom”, pa i instrumentalizovanom ponasanju, iz vizure etabliranih drustvenih
diskursa i prevalencije poznatis socijalno pozeljnih normi. Rezultati pokazuju da prema
percepcijama roditelja dominira autoritativno roditeljstvo, dok u viziji dobrobiti za dijete

preovladuje vizija socijalno pozeljinog dobro “adaptiranog” djeteta.
Kljucne rijeci: dobrobit djeteta; porodica; roditelji; vaspitni stil
Uvod

Porodica u svom svecivilizacijskom hodu 1 fluidnom hronotopskom perpetuiranju
jedinstvenih relacija, “zivi” u vrlo razliito strukturisanim kontekstualnim prilikama.
Fenomenoloski, izvan posebnih modaliteta, horizontalno i transgeneracijski, ona predstavlja

dominantno klju¢ni agens 1 bazi¢nu sredinu u kojoj individua sazrijeva, kultiviSe svoje potencijale
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1 uspostavlja manje ili viSe plodonosne interakcije. U savremenim kontekstualnim okolnostima,
porodica kao sloZeni sistem,” otvoren za interpretaciju i varijabilan od drustva do drustva i izmedu
individua’® (Larrabee & Kim, 2010: 354), prirodno zrcali razli¢itim strukturnim odnosima,
dinamikom i relacijama izmedu njenih uc¢esnika, mijenjajuci se s viemenom i ukupnim drustvenim
i mikrogibanjima (Novovi¢ i Popovi¢, 2017). Pedagoske dimenzije naSeg istrazivackog
interesovanja usmjerene su na vaspitne strategije roditeljevanja u periodu ranog razvoja djeteta. U
prezentnom drustvenom kontekstu, svjedoCimo transformisanju porodi¢nih modaliteta unutar
razli¢itih, sveop$tim promjenama dimenzioniranih interpersonalnih i intrapersonalnih odnosa.
Vaspitni izazovi su svevremeno prisutni u svim kontekstualno-hronoloskim etapama razvoja
porodice i ostalih nuzno participirajucih sistemski “ugnjezdenih struktura” (Bronfenbrener, 1992).
Predmet naSeg istrazivanja jeste preispitivanje misljenja roditelja o dominantim vaspitnim
stilovima u crnogorskim porodicama i na¢ina percipiranja najboljeg interesa djeteta u postojeéim
drustvenim prilikama.

U radu ¢emo se posebno fokusirati na aspekte roditeljskih vaspitnih stilova 1 njima
imanentnih postupaka u crnogorskoj porodici, sa djecom predskolskog uzrasta, prema

samo(pr)ocjenama roditelja, kao ispitanika.
Roditeljski vaspitni stilovi

O vaspitnim stilovima u literaturi, uz relevantna teorijska utemeljenja i polazista, nalazimo
razlicita obrazlozenja i klasifikacije. Porodica kao fluidno konstituisani sistem prirodno prolazi
kroz dugu i izazovnu trajektoriju, pa su i zahtjevi u pogledu vaspitne djelatnosti determinisani
razvojnom etapom ove primarne zajednice kao bazi¢nog zaleda individue (Dragisi¢ Labas, 2014).
Pored li¢nih, genetskih, kulturolosko-sistemskih faktora, na ponasanje i razvoj dje¢jih potencijala
uti¢u nuzno vaspitni postupci roditelja u ranorazvojnim fazama djeteta (Koestner et al., 1990).
Matejevi¢ (2007) definise vaspitni stil kao relativno dosledan nacin ponasanja i djelovanja
roditelja kojim dimenzioniraju transakcije sa djetetom. Za razvoj prosocijalne orijentacije kod
djece, suportivna je porodi¢na sredina, u kojoj se uvazavaju djecje raznorodne i viseslojne potrebe,
od primarnih do licno-prokreativnih i svaka individua se ohrabruje da projektuje sirok dijapazon
emocija, razvijajuci vlastitu senzitivnost i mogucu responzivnost (Barnett et al., 1996). Ugledajuci
se na roditelje, djeca filtiraju kroz svoju licnu percepciju odredene vaspitne poruke i postupno
internalizuju vlastiti vrijednosni sistem (Opaci¢ i sar., 1995). Dajana Baumrind (1966) istice da je
roditeljski vaspitni stil moguce opisati kombinovanjem dvije klju¢ne dimenzije: afektivne, koja
implicira nivo roditeljske topline i, sa druge strane, nivoa kontrole, koji implicira ponasajne
varijacije izmedu polova popustljivosti i ogranicavajuce-restriktivnog vaspitanja (Matejevic,

2007). Kombinovanjem pomenutih dimenzija dobijaju se cetiri vaspitna stila: toplo-popustljiv,
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hladno-popustljiv, toplo-ogranic¢avaju¢i i hladno-ograni¢avajuci pristup (Pavicevi¢, 2016).
Baumrindova (1966) razmatraju¢i razlicite sklopove ponasajnih postupaka roditelja izdvaja tri
dominantna vaspitna stila: autoritarni, autoritativni (demokratski) i permisivni. Roditelji koji u
svoje vaspitno ponasanje ukljucuju visoko naglasenu kontrolu, restriktivno i naredbodavno-
subordiniraju¢e postupke, ocekujuci bespogovornu poslusnost djece, razvijaju autoritarni stil
ponasanja. U takvom ambijentu, redukovanje prava na izbor, inicijativu, odlucivanje, moze
ishoditi infatilizovanjem i depersonalizovanjem ukupnih i individualno-personalnih potencijala
djece (Todorovi¢, 2005). Obi¢no, ovaj tip roditeljevanja imanentan je patricentriénom ustrojstvu
porodice (DragiSi¢ Labas, 2014). U porodici “autoritarne orjentacije” dominira psiholoska
kontrola, koja kod djeteta “utiSava” autenti¢ne potrebe i pravo na izbor (Klarin i Perda, 2014).
Roditelji sa autoritativnim (demokratskim) stilom u svom vaspitnom odnosu sa djecom imaju
jasne i odmjereno-visoke zahtjeve, postavljaju odredene granice i kontrolu, uz visok nivo
emocionalne topline i podrske, izgraduju¢i odnos sa puno povjerenja i pozitivne uzajamnosti
(Baumrind, 1966). Autori razli¢itih studija istrazivacki utvrduju da autoritativnost nije ni u jednoj
situaciji imala Stetne posledice po djecu (Steinberg et al., 1989; Adams & Ryan, 2000). Istrazivacki
nalazi srodnih studija pokazuju da djeca, ¢ije majke pretezno razvijaju autoritativni stil
roditeljstva, izrazavaju prosocijalno ponasanje (Guajardo, Snyder & Petersen, 2009; Yagmurlu et
al., 2005; Altay & Giire, 2012). Gronlick i Pomerantz (2009) isti¢u da djeca, ¢iji roditelji pokazuju
emocionalnu toplinu, podsticu autonomiju, pokazuju vi$i nivo kompetentnog i integrisanog
ponasanja. Prema rezultatima brojnih istrazivanja (Cudina Obradovi¢ i Obradovié, 2006,
Matejevi¢ 1 Todorovi¢, 2012), djeca koja odrastaju u autoritativno ustrojenom porodi¢nom
okruZenju, kooperativnija su u odnosu sa vrSnjacima 1 roditeljima, otvorenija, s jasnijom i
realnijom slikom o sebi i visokim nivoom samoregusiranja i tolerancije na neuspjeh.

U pretjerano zaStitni¢ki orjentisanoj roditeljskoj vaspitnoj sredini, djeca nemaju jasne
granice, niti jasnije usaglasenu ponaSajnu “magistralu”, Sto moZe ishoditi osjecanjem nesigurnosti,
i fluidne predstave o sebi (Cudina Obradovi¢ i Obradovi¢, 2006). F. Merije (2014) isti¢e da
popustljivo ponaSanje afirmiSe infantilizam kao ponasajni stil djeteta, koji umnogome li¢i pocetnoj
etapi u razvoju licnosti — djecjoj infantilnosti, narcizmu, egocentrizmu (Tadi¢, Bodroski Spariosu,
2017). Jul (2021) bave¢i se izazovima u roditeljskom ponaSanju posebno apostrofira pitanje
curling-roditelja, koji se trude da kreiraju “minijaturni raj” u porodici, motreéi na sve djetetove
zelje 1 emitujuci implicitno nepovjerenje u djetetove snage. Maccoby i Martin (1983), razvijajuci
sire klasifikaciju vaspitnih stilova Baumrindove (1966), pomenutoj trijadi dodaju i indolentno-
hladnopopustljivi stil, koji se rjede pojavljuje, a rijec¢ je o roditeljskom ponasanju koje je liseno

brige i paznje za dijete i neophodne emotivne podrske (Opsenica-Kosti¢, 2012). Prema “mercedes-
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modelu” Milivojevica, roditeljski stilovi zavise od nivoa i omjera tri nuzno povezana aspekta:

pohvale ili nagrade, kritike ili kazne i roditeljskih zahtjeva (Milivojevic i sar., 2007).
Majcinstvo i oCinstvo kao dimenzije roditeljstva

Dijadni odnos na relaciji majka-dijete dimenzioniran je posebnom prisno$éu, emocijama i
multipliciranim relacijama (Pickens & Pizur-Barnekow, 2009). Zivotni stil majke gradi se kroz
kontinuiranu verbalnu i neverbalnu interakciju, zajednicke aktivnosti ili “saokupacije” (mothering
co-occupations), koje su ugodne i visestruko produktivne (npr. dojenje, igra sa djetetom) (Olson
& Esdaile, 2004). Kroz zajednicko bivanje i mnostvene “saokupacije” i transakciju, dijete i majka
grade poseban odnos i doZivljavaju inter/intraindividualni razvoj (Hendelja i Bartolac, 2021). Van
Doesumova i sar. (2005), u okviru poznatog transakcijskog modela apostrofiraju tri mehanizma
transakcije: genetski, neurobioloski i ranu interakciju majke i djeteta (Kozljan, 2023: 37). U
interkulturalnom, transgeneracijskom perpetuiranju porodi¢nih uloga i odnosa, maj¢instvo se
“kodira kao spektakl bozanskog, matrijarhalnog porijekla/energije stvaranja, sto simbiotic¢ki tvori
majcinski kontinent” (Omeragi¢, 2021: 120). Etika brige za dijete i dobrobit zajednice bitno je
obiljezje majcinstva (Traustadottir, 1991). Razliciti kulturolosko-diskurzivni obrasci uokviruju u
znacajnoj mjeri i vaspitne stilove majki i oceva u prirodnoj medusobnoj povezanosti i
uslovljenosti. Na dozivljaj maj¢instva i na¢in otjelovljenja ove uloge, uticu brojni spoljni faktori,
poput uslova zivota, konteksta, porodic¢ne strukture, te se “majcinske prakse” oblikuju “in situ”
(Cudina-Obradovié¢ i Obradovi¢, 2003). U patricentricnom drustvu sa dominantno autoritarnim
modelom roditeljstva, uloga oca je bila “pijadestalna”, dok je u egalitarnom porodi¢nom
ustrojstvu, ovaj roditelj zauzimao prirodno koparticipativnu poziciju (Vrcelj, 2019). Uloga oca u
porodici, u patricentricnim kulturama, neodvojiva od uloge muskarca u ,,postpatrijarhatu i S
aktivnim kulturolosko-antropoloskim praksama” (Omeragi¢, 2021: 125), uslovljena razli¢itim
ocekivanjima u kontekstu, tradicijskim 1 transgeneracijskim obrascima pozeljnog roditeljevanja.
Transformisanje porodi¢nog sistema kroz civilizacijski hronotop, nuzno je uticalo na
redizajniranje pozicija, uloga i relacija medu ucesnicima porodi¢nih celija i pojavu tzv.
“departenalizacije”. lako se u istrazivanjima ulozi oca prilazi iz razli¢itih uglova, poput percepcije
vaspitnog stila ili komparisanja sa ulogom i roditeljskim uticajem majke (Todorovi¢, 2004; Mihig,
2005; Grubor i sar., 2008), uglavnom se prepoznaje manje topao odnos sa djetetom, sa nizim
udjelom prisnosti, pozitivne razmjene i povjerenja (Mihi¢, 2010). Michael Lamb (1975) je istakao
da je do sredine “70-ih godina proslog vijeka otac bio “zaboravljeni sudionik” u djetetovom
razvoju i “bioloska nuznost koja igra minornu ulogu u socijalnom i emocionalnom razvoju djeteta”
(Lamb, 1975: 246). Stoga se moze uociti da se porodi¢no vaspitanje, do 90-ih godina 20. vijeka

poistovjecivalo sa majcinstvom, budu¢i da su se i istrazivanja sprovodila, uglavnom sa majkama
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(Cudina-Obradovi¢ i Obradovi¢, 2003). U razli¢itim recentnim istrazivanjima uloga oca se
propitivala kroz binarni sistem ,,prisustvo-odsustvo”, pa se zapravo uocavaju cesce efekti odsustva
nego prisustva i ukljucenosti oca (Leci¢ Tosevski i sar., 2001). Kao sto maj¢instvo predstavlja
konstrukt satkan od razli¢itih uloga i nacina sprovodenja “roditeljskih praksi”, tako i o¢instvo
implicira raznovrsne postupke, uslovljene fluidnim okolnostima porodi¢ne ukljucenosti i
drustvene sub/kulture (Marsiglio et al., 2000). Autori, koji su se bavili prou¢avanjem porodi¢nih
odnosa, apostrofiraju zna¢ajnu ulogu oca u vaspitanju djece ukazujuci na ¢injenicu da odsustvo
ove roditeljske “figure”, moze ishoditi dje¢jim maladaptivnim postupcima (Dogra, Parkin, Frake
& Gale, 2002). Berdica (2015) govori 0 novoj krizi o¢instva u kontekstu savremenih okolnosti i
cesce razvedenih brakova, usled ¢ega primat u roditeljstvu pripada majkama, dok se “ocevi

pomjeraju ka periferiji roditeljskih dogadanja” (Berdica, 2015: 16).
Kako odgajati dijete?

Vaspitni postupci su svakako uslovljeni kulturoloskim specificnim vrijednostima i
prioritetima, pa u kolektivistickim miljeima dominira poslusnost i nekriticko uklapanje u socijalni
poredak, dok u drugim, vise individualistickim drustvima, prednost se daje nezavisnosti,
radoznalosti, linim ciljevima (Cudina-Obradovi¢ i Obradovié¢, 2002). No, prirodno, djeca se
oblikuju “u organiziranim i dinamic¢kim sustavima koji ukljucuju slozene sredisnje i vanjske razine
utjecaja” (Brajsa-Zganec, 2014: 157).

Model roditeljske bihevioralne regulacije dje€jeg ponaSanja vodi ka socijalizaciji,
usmjerenoj dominantno ka spoljnim pravilima 1 zadatim obrascima druStveno prihvatljivih normi,
te su ,,deca tretirana kao sirovi materijal procesa socijalizacije* (Qvortrup, 1985: 132). Nadzor nad
dje¢jim postupcima, posebno u periodu srednjeg djetinjstva, pozitivno utiCe na prosocijalne
odnose djece, no bihevioralna regulacija je i u korelaciji sa eksternalizovanim problemima u
ponasanju kao $to su agresivnost i delinkvencija (Klarin 1 Perda, 2014). PsiholoSka kontrola
ograni¢ava socijalne interakcije 1 iskustva djeteta, budu¢i da roditelji u ovakvim porodi¢nim
relacijama emituju manipulativno, pasivno agresivno ponasanje u svojim postupcima (Silk et al.,
2003). Ukoliko roditelji odgajaju djecu ukazujuci im uvazavanje i povjerenje, doprinose njihovoj
punijoj individuaciji 1 gradenju osjecaja licne autonomije (Smojver-Azi¢, 1998). Iz osjecanja
vlastite vrijednosti ukotvljenog u autonomno ponaSanje i dozivljaj selfa, proistice stabilan
individualni identitet, koji se formira kroz proces osobadanja ili primarne separacije djeteta iz
simbiotskog odnosa sa roditeljima 1 spoznaju vlastitih individualnih obiljezja 1 granica
(McClanahan & Holmbeck, 1992). Jul (2021), analizirajuci vaspitne postupke roditelja i njihovu
povezanost sa dje¢jim samopostovanjem, rasvjetljava optimalnu ulogu roditelja kao “svjetionika”,

umjesto “svemoguceg zastitnika”, koji “stoji ¢vrsto na svom mestu i redovno odasilje signale,
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prema kojima se djeca, koja vrludaju okolo, mogu orjentisati.” (Jul, 2021: 143). Naime, djeca
prirodno teze ucenju o svijetu oko sebe i samima sebi, uspostavljajuéi postepeno vlastite granice,
kroz uvide, propitivanja, kao jedini “put u vise” i vlastitu “nad-odredenost” (Freire, 2002).
Vaspitni postupci utemeljeni u pozitivnim samoocjenama roditelja rezultiraju socioemocionalnom
stabilno$¢u, kognitivnom zrelo$¢u i autonomijom u ponasanju djeteta (Belsky, 1984). Steinberg i
saradnici (1994) su identifikovali stilove porodi¢nog roditeljstva usrednjujuci vaspitne postupke
majki 1 oCeva, no ova strategija je pokazala ogranicenja. Opisujuéi pozitivne i osobenosti
savremene porodice, koja je rezistentna na izazove promjenjljivog uzeg i Sireg drustvenog
konteksta Golombok (2000) podcrtava: prilagodljivost, jasne uloge i komunikaciju, podsticanje

autonomije pojedinca i podsticanje moralnih i etickih smjernica vaspitanja (Lozanci¢, 2012).
Metod

Cilj naSeg istrazivanja je ispitati koji vaspitni stil dominira u crnogorskim porodicama
(autoritativni/demokratski, popustljivi, autoritarni i indolentno-indiferentni), te na koji nacin
roditelji vide najbolju perspektivu odrastanja za njihovu djecu, koje probleme posebno prepoznaju
u procesu ostvarivanja roditeljskih obaveza, kao i Sto predlazu/ocekuju u svrhu poboljsanja
aktuelnih porodi¢nih prilika. Nuzno se namecu i sledeca istrazivacka pitanja:

o Kaoji su vaspitni ciljevi roditelja, tj. koje osobine djeteta vide kao pozeljne i
dobrobitne u njihovom ponaSanju (djecijem)?

o Na koji nacin te osobine djece podstiCu: afirmisanjem spoljnih ponaSajano-
adaptivnih postupaka kod djece ili unutrasnjih snaga, koje vode punijem
samoprepoznavanju, samoregulisanju, internalizovanju vrijednosti?

U istrazivackom uzorku, od 159 respondenata (152 majke, 5 oceva 1 2 staratelja djeteta),
ispitanici su odgovarali na pitanja iz tematski struktuiranog upitnika. Psihometrijska svojstva
instrumenta su evaluirana kroz deskriptivne pokazatelje (srednja vrijednost, standardna devijacija,
minimum, maksimum, distribucija).

Anketnim istrazivanjem krossekcionog tipa nastojali smo direktno prikupiti podatke o
odabranoj tematici, od ispitanika koji su reprezenti populacije roditelja djece predskolskog uzrasta
u Crnoj Gori (Besic, 2019, str. 129). Upitnik je napravljen u svrhu propitivanja odabrane tematike
1 za potrebe ovog istraZivanja. Pitanja su po svom sadrzaju organizovana u okviru 4 kategorije :
(a) demografska pitanja, kojima dobijamo podatke o ulozi ispitanika u roditeljstvu (majka, otac,
staratelj), regija u kojoj zive (sjeverna, centralna, juzna); (b) otvorena pitanja, za koje su, prema
dobijenim sadrzajima odgovora, definisane uze teme 1 kategorije; (c) zatvorena pitanja sa
ponudenim opcijama; (d) pitanja u obliku intervalne skale, putem kojih smo ispitivali nivo

zastupljenosti odredenih vaspitnih stilova roditeljevanja.
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Pitanja su bila usmjerena na propitivanje misljenja ispitanika o najpozeljnijim vaspitnim
postupcima roditeljevanja, uvjerenjima o adekvatnim mjerama regulisanja dje¢jeg ponasanja,
preprekama na koje nailaze u socijalnom kontekstu, te oCekivanjima za potporu roditeljima i
porodici. Skale pokazuju zadovoljavaju¢u internu konzistentnost, a rezultati ukazuju na normalnu
distribuciju za demokratski/autoritativni stil roditeljstva, §to je vazno za primjenu parametrijskih
testova (npr. ANOVA). Validnost instrumenta moze se posredno potvrditi kroz teorijsko
utemeljenje i diferencijaciju stilova ponaSanja u skladu sa relevantnom literaturom. Za potrebe
analize razlika po regijama i drugim demografskim varijablama koriS¢ena je jednofaktorska
analiza varijanse (ANOVA), uz Leveneov test homogenosti varijanse i post hoc Tukey testove
gdje je bilo primjenjivo.

Istrazivanje je sprovedeno putem google upitnika 2024. godine i distribuirano
posredovanjem Udruzenja Roditelji u Crnoj Gori. Prilikom distribuiranja upitnika u uvodnom
dijelu su date precizne informacije i ispitanici su upoznati sa tematikom i ciljem istraZivanja.

Anketiranje je bilo na bazi dobrovoljnog izbora i anonimno.
Rezultati istrazivanja

Primijenjeni statisticki pokazatelji izvode se na kategorijskim i neprekidnim varijablama.
Za dobijanje opisnih statistickih pokazatelja na kategorijskim varijablama upotrebljava se
ucestalost njihovih vrijednosti (frekvencije). U okviru kriterijskih varijabli navedene su uloge
ispitanika, regije u Crnoj Gori, u kojima zive nasi respondenti (Tabela 1), kao i nivo njihovog
obrazovanja. U Crnoj Gori postoje 3 geografske regije: primorska (Herceg Novi, Kotor, Tivat,
Budva, Bar, Ulcinj), centralna (Podgorica, Cetinje i NikSi¢) i sjeverna (Andrejevica, Berane, Bijelo

Polje, Kolasin, Mojkovac, Pljevlja, Pluzine, Rozaje, Savnik, Zabljak).

Tabela 1.

Regije u Crnoj Gori u kojima Zive ispitanici

Valid Frequency Percent
PrimorskaCG 40 25.2
CentralnaCG 94 59.1
SjevernaCG 25 15.7

Total 159 100.0

Ocekivano, najveci broj popunjenih upitnika nalazimo u centralnoj regiji (tabela 2), gdje
je i najbrojnija populacija djece i roditelja u Crnoj Gori. U uzorku dominiraju visokoobrazovani
roditelji (63.5%), dok su ostali (36,5%) sa zavrSenom srednjom ili viSom $kolom, a 62.9% njihove

djece pohada vrtic.
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Vaspitni stil roditeljevanja u danasnjoj crnogorskoj porodici

U okviru zadatka o determinantama roditeljskog stila, u upitniku je kreirana ¢etvorostepena
intervalna skala sa odgovaraju¢im kvalifikacionim opcijama, koje su grupisane po semanticki

srodnim obiljezjima Cetiri, prethodno navedena modela vaspitanja djece (Tabela 2).

Tabela 2
Roditeljski vaspitni stil
Valid Demokratski stil  Indolentni stil  Popustljivi stil  Autoritarni stil
N 159 159 159 159

Missing 0 0 0 0
Mean 3.52463 1.67296 1.69811 2.21384

Median 3.58333 1.50000 1.75000 2.25000
Mode 3.833 1.500 1.250 2.000

Std. Deviation 329561 435295 463950 .396620

Demokratski (autoritativni) vaspitni stil ponasanja roditelja prema djeci, u ¢etvorostepenoj
skali, kreiranoj u okviru upitnika, dimenzioniran je putem odgovaraju¢ih kvalifikacionih
kategorija (nikada, rijetko, Cesto, stalno), uz opcije: jasne granice u postavljanju zahtjeva;
uvazavanje djetetovog misljenja i interesovanja; razumijevanje i dijeljenje problema, prihvatanje

viastitih gresaka; ukljucivanje djeteta u zajednicke obaveze, argumentovana kritika...
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Zanimljivo je da nakon pomenutog, dominantno biranog, demokratskog/autoritativnog stila
vaspitanja (tabela 2; graf 1), najfrekventnije izbore nasih ispitanika/roditelja nalazimo u sasvim
opozitnoj kategoriji kvalifikacionih odrednica autoritarnog stila, (Tabela 2; Grafikon 2), u kojem
su pozicionirane tvrdnje: djetetu postavljam granice u ponasanju bez uvazavanja njegovog/njenog
misljenja; vazno mi je da dijete ide na sport, muziku, jezik i tu nema pogodbe, kad dijete pogrijesi,
kaznjavam ga cutanjom; nekada uslovljavam dijete ako se ne drzi pravila ponasanja, podsticem
dijete da bude bolje od drugih; moja je poslednja uvijek.

Popustljivo i indolentno ponasanje roditelja u odnosu sa djecom, prema dobijenim
odgovorima nasih ispitanika, zauzimaju znatno manje prostora u prikazanim distribucijama
rezultata (tabela 2, graf 3 i 4). Iznenaduje znatno manji broj izbora opcija/odrednica popustljivog
ponasanja roditelja, projektovanog kroz ponasajne manifestacije: ispunjavam Zelje djeteta bez
razmisljanja,; popustam pred djecijim usloviljavanjem, kupujem djetetu sve Sto pozeli; odustajem

od zahtjeva ako dijete negoduje...
Vaspitni ciljevi roditelja ili koje osobine djeteta vide kao pozeljne i dobrobitne?!

Od nasih ispitanika smo nastojali saznati kako roditelji otjelovljuju koncept dobrobiti za
dijete 1 iz kojeg rakursa prilaze dizajniranju, za dijete, najpozZeljnijeg prospektivnog Zivotnog
interesa?! Na ovo pitanje otvorenog tipa, dobili smo razli¢ite odgovore, pa smo prema semanti¢noj

kongruentnosti sadrzaja, izdvojili kategorije i odredili njihov nivo frekventnosti.

Tabela 3
Cilj vaspitanja

Valid Frequency Percent
uzorno ponasanje, postovanje socijalnih normi, drustveni 85 535
uspjeh '
samostalno zrelo, samosvjesno ponasanje 54 34.0
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“biti dobar covjek” 16 10.1
Ispitanik nije dao odgovor 4 25
Total 159 100.0

Analiziraju¢i dobijene odgovore nasSih respondenata, zapazamo da je dominantna
frekventnost izbora u pogledu cilja vaspitanja za dijete, u kategoriji: uzorno ponasanje djeteta, uz
postovanje socijalnih normi i drustveni uspjeh (53.5%). Odabrani najpozeljniji ishod vaspitanja,
utkiva se u matricu socijalnih normi i spoljne regulacije (u kongruenciji je sa nivoom i tipom

sadrzaja autoritarnog vaspitnog stila), pa ispitanici odgovaraju:

- Vazno je da su (djeca) poslusna, da postuju misljenje roditelja i starijih jer je to za njihovo dobro;

-Treba da budu uctivi i ljubazni (djeca), da znaju da cijene ono sto roditelji i drugi odrasli cine za

njih, da gledaju sto se u drustvu trazi (?!)

Nasi ispitanici, ¢ije smo odgovore na pitanje o vaspitnom cilju, po kvalitetu sadrzaja,
reifikovanom u konstruktu djecje dobrobiti, ukljucili u kategoriju samostalno zrelo, samosvjesno

ponasanje djeteta (34%), pisu da je potrebno:

- Probuditi u njima (djeci) ono najbolje;
-Nauciti ih da razmisljaju “svojom glavom”;
- Cilj je imati dijete koje slobodno mozemo pustiti u svijet, da zna da brine o sebi, a da pritom

nikoga ne ugrozi.

U nastavku su nasi anketirani roditelji odgovarali koji slojevi iz one metafori¢ne “glavice

luka” (Hofstede, 2011) “omotavaju” vrijedno jezgro dje¢je dobrobiti, odnosno dobrog vaspitanja?!

Tabela 4

Karakteristike dobrog vaspitanja djeteta

. Valid Cumulative
Valid Frequency Percent Percent Percent
vaspitanje koje podsti¢e dijete na poslusnost i
uvazavanje miSljenja starijih, socijalno pozeljno i 515
“adaptirano” ponasanje (spoljasnji mehanizmi 82 ' 51.5 51.5
regulacije)
vaspitanje zasnovano na autoritetu, podrsci djetetu da 69 434 43.4 949
bude samostalno i samoregulisano; ’ ' '
Bez odgovora 8 5.0 5.0 99,9
Total 159 100.0 100.0

Opisujuci karakteristike “dobrog vaspitanja”, roditelji u najve¢em broju isticu (82), da je
najznacajnije razvijati kod djece odmjereno 1 socijalno pozeljno ponasSanje, “u granicama”, uz

uvazavanje drugih (spoljni mehanizmi regulacije), $to je u korelaciji sa prethodno dobijenim
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odgovorom u vezi sa ciljem vaspitanja. Roditelji/ispitanici izdvajaju znacaj spoljnih pravila koja
vode poslusnosti i bihevioralnoj, psiholoskoj regulaciji ponasanja. U toj kategoriji su i odgovori
koji sadrze 1 dimenziju instrumentalizovanja djecjeg ponaSanja (,, nema tu mnogo zanosa i zelja,
ve¢ ono Sto se u drustvu trazi, od cega se bolje zivi“, majka), Cije posledice mogu biti u
eksternalizovanim ponasajnim manifestacijama socijalno neprilagodenog ponasanja djece (Klarin
i Berda, 2014).

Izazovi i prepreke u roditeljskom vaspitnom djelovanju

Kao najveci problem u aktuelnom i dominirajuéem vaspitnom modelu, vecina roditelja
(47.8%) izdvaja inverziju uloga roditelja i djece, nesposobnost funkcionalnog razumijevanja i

razlikovanja djetetovih Zelja i potreba (Tabela 5).

Tabela 5
Koji su najcesci problemi u vaspitnom ponasanju roditelja
Frequency Percent
zamjena uloga roditelja i djece, pretjerano 78 491
udovoljavanje i ispunjavanje djetetovih zelja '
nedostatak zajednic¢ki provedenog vremena, djeca
pred neprikladnim medijskim sadrzajima, 51 32.1
zanemarivanje
strogo kaznjavanje 15 94
spoljni izazovi, nespremnost roditelja za vaspitnu 10 6.3
ulogu, neadekvatni zivotni uslovi '
bez odgovora 5 3.1
Total 159 100.0

Prezastitnicki odnos roditelja i inverzija uloga djece i odraslih, nejasna i konfuzna
distrubucija moc¢i, nedostajuce zajednicki provedeno vrijeme, neke su od prepreka, koje nasi
ispitanici izdvajaju kao razlog vaspitne nedostatnosti (tabela 5). U okviru ove kategorije, ispitanici
naglaSavaju kao problem ispunjavanje djecjih zelja ’sad i odmah”, ali 1 projektovanja vlastitih
ambicija na djecje izbore. Nedostatak zajednicki provedenog vremena, pa i zanemarivanje djece,
nedostajuc¢a kontrola nad slobodnim vremenom, izborom aktivnosti, koje djeca upraznjavaju,
opcije su u okviru druge kategorije odgovora, a koje su apostrofirali 32.1% ispitanika (tabela 5).
Ispitanici podcrtavaju problem prekomjerne izloZenosti djece medijskim sadrzajima, koji mogu

biti upitnog karaktera.
Sta roditelji predlazu/ocekuju?

Nasi ispitanici u najve¢em procentu (64%) smatraju da bi bilo od velikog znacaja
obezbijediti viSe paznje roditeljima, u vidu sistemski organizovanih edukacija, da roditelji:

“planiraju roditeljstvo”, “nauce kako sa djecom da razgovaraju, da im postavljaju granice”, “da
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nauce kako kontrolisati izlozenost medijima i video-igricama”, “da naufe kako djecu
disciplinovati i da batina nije izasla iz raja..”, ““...kako vratiti dostojanstvo, povjerenje i autoritet
odraslima, roditeljima i nastavnicima”...

U nasem istrazivanju, roditelji isti¢u potrebu transformisanja sistemske politike u pravcu
efikasnije  zaStite porodice, ukljucivanje stru¢njaka (psihologa, pedagoga, Ijekara,
psihoterapeuta...), koji ¢e govoriti 0 uzrocima problema i posledicama neadekvatnog uticaja
roditelja na djecu, kao i uvodenje digitalnih resursa za roditelje, kao Sto su aplikacije i online
platforme za edukaciju, savjete i razmjenu iskustava. Ostali ucesnici u naSem uzorku (36%)
odgovaraju da je potrebna afirmacija holisticke brige o porodici, putem obezbjedivanja
odgovarajucih uslova Zivota i efikasnije drustveno-institucionalne organizovane podrske djeci u
predskolskim institucijama (prostorni uslovi, manji broj djece, ve¢i broj strucnjaka, vise igrovnih
materijala, raznovrsnija programska shema). ..

Diskusija

Na osnovu dobijene empirijske evidencije, moguce je zakljuciti da, prema odgovorima
nasih ispitanika/roditelja iz tri regije u Crnoj Gori, dominira demokratski (autoritativni) vaspitni
stil roditeljevanja, pa nasi ispitanici, ¢ije smo odgovore pozicionirali u ovoj kategoriji, izrazavaju
visok nivo razumijevanja za djecje potrebe i1 interesovanja, nastojeci, po vlastitim navodima djeci
dati pravo na dijalog, ali i jasne granice i proces prirodne ,konscijentizacije” (Freire, 2002; 14).
Sli¢no naSim rezultatima, u istrazivanju sprovedenom u Hrvatskoj (Koller-Trbovi¢, 1994), na
temelju samoocjena roditelja o vaspitnom stilu dominira autoritativno roditeljstvo, s tim da autori
napominju da je sa malim djetetom “u prvom planu prihvatanje”. No, znacajan broj nasih
ispitanika, €inili su veoma ambiciozni roditelji u zahtjevima 1 isklju¢ivi u namjerama da njihova
djeca budu uspjesna 1 dostizna u projektovanim ciljevima (tabela 2, graf 4), koje sami postavljaju
(autoritarni stil), u atmosferi naglasene “poslusnosti” ili ,kulture Sutnje* (Freire, 2002). U
uslovima autoritarnog roditeljstva, od djece se ocekuje konformisanje roditeljskim ocekivanjima
bez mnogo prilika za preuzimanje vlastite odgovornosti, inicijative i samostalno rjeSavanje
izazova (Hrka¢, Pahljina-Reini¢, 2015). Zapravo, u atmosferi naglaSene kompetitivnosti,
zamagljuju se djeci intrinzi¢ne vrijednosti (Toki¢ Zec i Mlinarevié¢, 2023). Mensah i Kuranchie
(2013) su u svojoj istrazivackoj studiji ukazali da djeca autoritativnih roditelja pokazuju visok nivo
socijalne kompetentnosti, dok su djeca autoritarnih roditelja ocijenjena kao socijalno neadaptirana.

Znatno manji broj izbora opcija/odrednica u naSem istrazivanju se nalazi u kategoriji
popustljivog ponasanja roditelja. Kuppens i Ceulemans (2018) prilikom preispitivanja vaspitnih

stilova flamanskih roditelja djece od 8-10 godina isti¢u da regulisanje ponasanja djeteta nije nuzno
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povezano sa jednim stilom vaspitanja, te da je nuzno razlikovanje “prelaznih” podstilova
roditeljstva.

Cilj roditeljskog vaspitanja, nesumnjivo je dobrobit djeteta, koju razli¢iti autori definisu
kroz odredene posebno odabrane kriterijske vizure, pa Vajtova (White, 2008, prema Pavlovi¢
Breneselovi¢, 2010) istice da se ovaj koncept moze operacionalizovati kroz tri klju¢ne sastavnice:
“imati dobar zivot, zivjeti dobar zivot (ostvarenje vrednosti i ideala), pozicionirati vlastiti zivot
(iskustvo i subjektivnost)” (Pavlovi¢ Breneselovi¢, 2010: 4). Ben-Arieh i sar. (2014) razmatraju
tri dimenzije djec¢je dobrobiti: 1) uslovi zivota djece i objektivhe mjere dobrobiti; 2) subjektivne
procjene dobrobiti djece; 3) percepcije i vrednovanje djecjih ishoda od strane drugih vaznih osoba
u zivotu djece poput roditelja, ugitelja i ostalih stru¢njaka (Brajsa Zganec i sar., 2019: 353). O
doborobiti se, takode moze raspravljati kroz razli¢ite kroskulturne perspektive, pa se navedeni
konstrukt mijenja u hronotopskoj i socio-kulturnoj mrezi relacija (Woodhead & Faulkner, 2008).
Ishodisni konstrukt dobrobiti, reifikovan dominantno kroz viziju samostalnosti djeteta u
perspektivi, podcrtavaju i nasi ispitanici u svojim izborima najpozeljnijeg vaspitnog cilja.
Malaguzzi (1996) istice da dijete posjeduje stotinu jezika za iskazivanje vlastitih kreativnih
kapaciteta, a od odraslih, u zna¢ajnoj mjeri zavisi, da li ¢e se ti potencijali aktualizovati i razvijati
(Lemaji¢, Stojanac i Vukasinovi¢, 2019). Razvijajuci autonomiju, dijete zapravo razvija kriticko
misljenje, u stanju je da samostalno odlucuje, argumentuje vlastite izbore i istrajava u svojim
namjerama, uz ohrabrivanje roditelja i drugih odraslih. Istovremeno, kroz svjesniji proces
socijalizacije odvija se “ucenje intersubjektivnosti ”, tj.paralelno i povezano “podrustvljavanje i
individuacija” (Ivkovi¢, 2010). U nasem istrazivanju znacajan broj roditelja vjeruje da je za dje¢ju
dobrobit vazno da “slusaju” 1 prate roditeljske “lekcije” 1 “socijalne norme”, uz elemente
psiholoske kontrole (Smetana & Daddis, 2002). Ako uporedimo frekvencije odgovora na pitanje
o0 vaspitnom ponaSanju i one koje su ispitanici dali u okviru intervalne skale o stilovima, u naSemu
istrazivanju, uocavamo disonancu u sadrzaju njihovih percepcija. Dok su u samoocjeni
demokraticniji 1 teze vaspitanju ,,autonomnog djeteta, u percepciji pozeljnog vaspitanja, nasi
ispitanici teZiSte pomjeraju ka spoljnom lokusu kontrole i mehanizmima regulacije. Jul (2021)
istice da kljucna rije¢ u svakoj zajednici “odnos” i ona je od izuzetnog znacaja za dobrobit
porodice, a za kvalitet relacija u porodici odgovornost pripada odraslima. Stoga je i u nasem
istrazivanju 1 donoSenju zakljucaka, dodatni ogranicavaju¢i faktor kako to sugeriSu Simons i
Conger (2007) prostic¢e iz Cinjenice da nemamo mogucnost uvida u razlicite stilove vaspitanja
roditeljskog para. U tom smislu Mari¢ (2021) konstatuje u istrazivackoj diskusiji vlastitih
dobijenih nalaza znacaj uravnoteZzenoga i kongruentnoga roditeljskoga stila, koji je najznacajniji
prediktor kognitivne ukljucenosti djeteta. N0, posebno je pitanje kako roditelji projektuju dobrobit

sa aspekta rodne uloge djeteta 1 kako se to uklapa u heteronormativne obrasce naSe tradicionalne
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kulture (Vuckovi¢, 2023). Aunola i Nurmi (2005) zaklju€uju da vaspitni stil, koji implicira razlicite
omjere psiholoske kontrole i privrZenosti zavisi od uzrasta djeteta, buduci da se tokom srednjeg

djetinjstva, nije jos desilo emocionalno i psiholosko odvajanje djeteta.

Jednofaktorskom analizom varijanse istrazen je uticaj regije iz koje dolaze ucesnici u
nasem istrazivanju na vaspitno ponasanje i utvrdeno je da je stvarna razlika izmedu srednjih
vrijednosti mala, te da nema statisticki znacajnih razlika na nivou p< 0.005 (demokratski stil-
0.126; autoritarni stil-0.158; popustljivi stil-0.222; indolentni stil-0.614). ANOVA analiza nije
pokazala statisticki znacajne razlike u stilovima roditeljstva po regijama (p > 0.05), §to moze
ukazivati na relativno ujednaCen obrazac roditeljskog ponaSanja unutar zemlje, bez obzira na
geografski kontekst. Uoceni obrasci naglasavaju potrebu za sistemskom podr§skom roditeljima

kroz edukaciju, savjetovanje i ja¢anje roditeljskih kompetencija.
Zakljucak

Sagledavaju¢i rezultate istrazivanja, usmjerenog na vaspitno ponaSanje roditelja u
aktuelnom crnogorskom drustvenom kontekstu, prvenstveno potcrtavamo odredene
antagonisticke perspektive u pogledu izbora najpozeljnijeg modela dje¢je dobrobiti, odnosno
postupaka koji, po misljenju nasih ispitanika najcjelishodnije vode ka projektovanim najboljim
interesima djeteta. U izboru vaspitnih stilova, izdvajaju se dvije dominantne i medusobno
sadrzajno-semanticki udaljene kategorije odgovora, koje upucuju na demokratsko-autoritativni i,
s druge strane, autoritarni stil roditeljskoga ponasanja. Dominiraju odgovori roditelja koji afirmisu
demokratski/autoritativni stil roditeljskog vaspitanja i emituju visok nivo razumijevanja za djecje
potrebe i interesovanja. Oni u svojim odgovorima i percepciji pozeljnog roditeljevanja, afirmisu
perspektivu autonomnog ponasanja djeteta, kao dostizni cilj dobrobiti za sve sudionike u porodici
i zajednici. IstiCu u svojim odgovorima da postuju djetetove potrebe u emocionalnoj klimi pune
uzajamnosti, uz visok nivo tolerancije. U “autoritarno-poslu$ni¢kom modelu”, koji zaprema drugu
po redu najfrekventniju kategoriju odabranih odgovora nasih respondenata, u roditeljskom
ponasanju nalazimo elemente kontrole ponaSanja i1 psiholoSke kontrole djeteta. Roditelji prednost
daju spoljnim socionormativima, kao domininatnim referentnim ponaSajnim vodiljama 1
kompetitivnom odnosu u dje¢jem dosezanju uspjeha. Postavljanjem ozbiljnijih zahtjeva, roditelji
uocavamo dva razli¢ito vrijednosno postulirana “grozda” odgovora, dok jedni teze modelovanju
autonomnog, samoregulisanog ponasanja djeteta sa izgradenim osjecanjem li¢ne vrijednosti, drugi
prednost daju “uzornom”, spolja orjentisanom, pa i instrumentalizovanom ponasanju, iz vizure
etabliranih drustvenih diskursa i prevalencije poznatih socionormativa. Nasi ispitanici smatraju da

je potrebno sistemski unaprijediti 1 afirmisati koncept roditeljstva, obezbijediti odgovarajucu
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promociju zdravih stilova roditeljstva u medijima, kako bi se u javnom diskursu snaznije etablirale
vrijednosti uzajamnog postovanja, emocionalne podrske i dosljednog ponasanja.

U svrhu odredenijeg trasiranja narednih pravaca razvoja fokusirane problematike, moguce
je konstatovati izvjesna ogranicenja sprovedenog istrazivanja. Uzorak je formiran “spontano”,
anketa je upucena roditeljima, ali su se odazvale majke, dominantno (95,6%), tako da nam
nedostaje perspektiva ofeva o vaspitnom ponasanju i viziji dobra za djecu. Stoga bi u narednom
istrazivackom koraku bilo poZeljno proSiriti uzorak i namjenski ukljuciti veéi broj o¢eva, kako
bismo napravili temeljniji uvid u stepen i sadrzaj razlika u roditeljskom paru, kao 1 nivo
kongruentonsti u njihovim izborima ponasajnih prioriteta u vaspitavanju djece. Svakako, Siri
uzorak, viSeaspekatsko sagledavanje i koreliranje stilova roditeljskog ponasanja sa odredenim
dimenzijama kognitivnog, socio-emocionalnog “reda” kod djece, uz primjenu odgovarajucih,
namjenski strkturisanih instrumenata, mogu biti zanimljiv izazov za dalji razvoj fokusirane

“otvorene” problematike.

DIMENSIONS OF PARENTING IN THE MODERN MONTENEGRIN CONTEXT
Abstract

The topic of parenthood is a rather complex one, both contemporary and of lasting
relevance, and as such has been the subject of various scientific-theoretical and empirical
analyses. The aim of our research was to gather the opinions of parents of preschool children
through an online questionnaire and to investigate their self-assessment of the prevailing
parenting style in today's Montenegrin family. We also asked about their perceptions of child
welfare and the parenting practises that they believe contribute most effectively to the child's
welfare. The sample consisted of 159 respondents from all three Montenegrin regions. The
research results show that, according to the parents’ self-assessment, democratic (authoritative)
followed by authoritarian parenting styles predominate in Montenegrin families. We have also
identified two differently determined combinations of responses in the choice of parenting goals—
one of which seeks to model an autonomous child with a built-up sense of self-worth, while the
other focuses on desirable, "exemplary" and even instrumentalized behavior from the point of view
of established social discourses and the prevalence of known social norms of desirability. The
results show that, according to parents' statements, authoritative parenting dominates, while the
vision of well-being for the child is dominated by the vision of a socially desirable well-adjusted
child.

Keywords: child well-being; family; parents; parenting style
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CORE COMPETENCE OF PRESCHOOL TEACHERS
Abstract

This theoretical study explores the evolving landscape of professional competencies
required of preschool teachers in contemporary early childhood education. Drawing on a
systematic review of 37 peer-reviewed scholarly sources retrieved from the Scopus and Web of
Science databases, the study examines three key domains: (1) essential professional competencies
for high-quality preschool education, (2) the role and significance of interdisciplinary
collaboration with specialists, and (3) strategies for supporting inclusion, cultural diversity, and
sustainability in pedagogical practice. The analysis reveals that high-quality preschool teaching
increasingly depends on emotional and relational competence, reflective adaptability,
interdisciplinary communication, and ethical engagement with diversity and sustainability.
Teachers are expected to function not only as educators but also as emotional anchors, cultural
mediators, and collaborative partners in multidisciplinary teams. Emotional support, inclusive
pedagogy, and sustainability education emerge as interconnected dimensions of professional
identity. The findings suggest that effective early childhood educators are those who integrate
pedagogical knowledge with social-emotional intelligence and intercultural sensitivity. The study
also emphasizes the need for systematic professional development that fosters reflective practice,
interdisciplinary readiness, and resilience in teachers. A limitation of this study is its reliance on
international literature without in-depth analysis of national and local contexts. Overall, the
study contributes to a broader conceptualization of preschool teacher professionalism—one that
is relational, collaborative, and values-driven - and offers implications for teacher education,

policy, and future research.
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Introduction

The competencies of preschool teachers represent a fundamental pillar of high-quality
early childhood education. This profession requires not only professional expertise but also well-
developed personal and social skills that enable the effective support of a child’s holistic
development. Teaching competencies are dynamic and continuously evolving in response to
emerging challenges such as the inclusion of children with special educational needs, increasing
cultural diversity, and the growing demand for interdisciplinary collaboration. A key aspect of the
teacher’s role is the ability to create a safe and stimulating environment that fosters children’s
emotional, cognitive, and social growth, while also facilitating effective communication and
cooperation with parents and other professionals (Gibbs, 1995).

Historically, the role of the teacher was often viewed primarily as that of a transmitter of
knowledge. Contemporary approaches, however, emphasize the active role of the teacher as a
facilitator of learning who encourages autonomy, curiosity, and individual development in
children (Wood & Bennett, 2000). This shift entails new demands on educators—not only in terms
of pedagogy, but also in their capacity for empathy, relationship-building with children and
families, and effective collaboration with specialists in special education, psychology, and
healthcare (Cochran-Smith & Lytle, 1999). The breadth and complexity of these competencies
underscore the need for preschool teachers to be experts not only in educational methodologies,
but also in providing emotional support and functioning as active partners within multidisciplinary
teams that address the diverse needs of each child.

Competence and importance for education

Competencies in education represent a key concept that defines the set of knowledge,
skills, and attitudes essential for effective teaching and fostering the development of students. The
notion of competencies began to gain prominence in educational discourse in the second half of
the 20th century, becoming the foundation for various pedagogical approaches and reforms (Hart,
1998). In the context of teaching, competencies encompass professional expertise as well as
personal and social skills that teachers need to effectively contribute to the development of children
and create an optimal educational environment.

The definition of competencies in education extends beyond theoretical subject
knowledge. It includes the ability to transfer knowledge to students, tailor teaching to meet
individual needs, and ensure that instruction is not only effective but also promotes the
development of cognitive, emotional, and social skills in children (Creswell, 2013). Teacher
competencies are often structured into several key domains, including pedagogical expertise,
organizational abilities, communication skills, and the capacity to work with diverse students and

their families.
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The importance of teacher competencies in education cannot be understated, as teacher
quality is one of the primary factors influencing the success of the educational process. Studies
show that teachers with well-developed competencies are able to create environments that support
effective learning, provide emotional support, and foster both cognitive and social development in
children (Silverman, Hong & Trepanier-Street, 2010). Competent teachers are not only capable of
adapting their teaching strategies to the individual needs of students but are also able to actively
collaborate with other professionals, which is particularly crucial when working with children who
have specific educational needs.

The significance of competencies in education is also highlighted in the context of
modern challenges, such as inclusion, diversity, and globalization. Teachers must be prepared to
work with diverse groups of children, where cultural differences and varying social contexts are
respected. To do this, teachers need to develop not only their professional competencies but also
their intercultural and social skills, enabling them to create inclusive and supportive environments
for all children (Hart, 1998).

The Development of the concept of competence in preschool teachers

Over the past few decades, the concept of competencies in preschool teachers has
undergone significant development. Historically, teacher competencies were primarily understood
within the context of traditional pedagogical skills, such as the ability to transfer knowledge and
manage children's behavior. This approach, rooted in behavioral theories from the early 20th
century, emphasized that teachers must primarily master technical skills necessary for classroom
management and instruction. Teachers were viewed as experts whose main role was to deliver
knowledge through strictly structured lesson plans (Gibbs, 1995).

In the 1960s and 1970s, this model gradually began to shift in response to changes in
educational theory and practice. With the advent of humanistic and constructivist approaches, the
focus moved away from merely transmitting factual knowledge toward fostering the development
of children’s individual abilities and potential. Teachers came to be seen as facilitators of learning,
tasked with encouraging active engagement in the educational process and nurturing children’s
social and emotional skills. This shift away from traditional pedagogical roles led to the demand
for new competencies, such as empathy, the ability to sensitively respond to children's needs, and
effective communication with parents and other professionals (Wood & Bennett, 2000).

In the 1980s and 1990s, the concept of competencies evolved further, particularly in
relation to the growing emphasis on inclusion and diversity in education. Research indicated that
teachers must not only be able to work with diverse groups of children but also collaborate

effectively with professionals from various fields to provide comprehensive support for children
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with special needs. Teacher competencies expanded to include the ability to work in
interdisciplinary teams and develop flexible approaches tailored to the individual needs of each
child (NAEYC, 2009). This development led to the creation of new standards for teacher education
that incorporate not only pedagogical skills but also emotional intelligence, cultural sensitivity,
and adaptability to changing conditions.

The contemporary understanding of preschool teacher competencies is thus far broader
and more complex than in the past. Today, teachers are viewed as key actors in the educational
process who not only impart knowledge but also contribute to the holistic development of
children's personalities, supporting their social and emotional growth. In addition to traditional
pedagogical skills, teachers must possess competencies that enable them to work effectively in
inclusive and multicultural environments, while collaborating with experts from other fields,

which is essential for ensuring the quality of preschool education (Lesloe et al., 2016).

Professional development and support for teachers

Professional support and continuous development of teachers are critical factors
contributing to ensuring the high quality of education. Preschool teachers must continually adapt
to new challenges, pedagogical approaches, and the evolving needs of children, making their
professional development indispensable. Professional support encompasses both formal education
and informal processes that help teachers acquire new knowledge and skills, reflect on their
practice, and improve teaching effectiveness (Cochran-Smith & Lytle, 1999).

Formal teacher education, including courses, training sessions, and seminars, serves as
one of the primary means by which teachers expand their expertise. This type of support focuses
on specific pedagogical techniques, new instructional methods, and areas that reflect the current
demands of the educational environment. One of the main benefits of formal education is the
systematic improvement of competencies essential for working with preschool children, such as
inclusion, supporting children with various special needs, and developing emotional and social
intelligence (Darling-Hammond et al., 2017).

In addition to formal education, informal professional development plays a vital role. This
type of support involves the mutual exchange of experiences among colleagues, mentoring, and
feedback. Teachers have the opportunity to develop theirmskills through collaboration with other
teachers or experts. Peer support and reflective practice enable teachers to better understand
children's needs and effectively address the challenges they encounter in their daily work. Informal
professional development fosters teacher creativity and enhances their motivation for continuous
improvement (Arnshy et al., 2023).

Teacher professional development is not limited to acquiring technical skills. An essential
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aspect is also emotional support and attention to teachers' mental well-being.

Research shows that teachers who have access to emotional support and opportunities for
reflecting on their emotional experiences are better able to manage stressful situations, positively
impacting both their personal well-being and the quality of their work with children (Gu & Day,
2011). Therefore, professional development also includes aspects of mental hygiene and
resilience-building, which are crucial for a long and successful career.

Thus, ensuring professional support and development for preschool teachers is essential
for improving the quality of the educational process and supporting teachers in their daily work.
A combination of formal educational programs, informal support, and emotional care creates a

comprehensive system that enables teachers to grow both professionally and personally.
Aim

The aim of this theoretical study is to analyze and synthesize the key professional
competencies of preschool teachers that contribute to the quality and effectiveness of early
childhood education. Drawing on current academic research and scholarly literature focused on
pedagogical practice in preschool settings, the study seeks to understand how specific
competencies influence both the quality of educational processes and the holistic development of
young children.

Given the broad scope of the topic, the theoretical inquiry is further directed by three
specific research questions, which delineate the main areas of focus:

1. What professional competencies are considered essential for high-quality preschool
education according to current research?

2. What is the significance of interdisciplinary collaboration with specialists (e.g.,
psychologists, speech therapists, healthcare professionals) for child development in
early childhood education?

3. How do preschool teachers support inclusion, cultural diversity, and sustainable values
within their pedagogical practice?

An additional objective of the study is to explore the role of preschool teachers within
interdisciplinary approaches to early education. In today’s educational landscape, teachers are
expected to possess not only pedagogical expertise but also the ability to engage effectively in
collaborative work with professionals from other fields. This study thus aims to provide a
theoretical overview of how such collaboration can enhance inclusive practices and
comprehensive child development, and what competencies are required for teachers to

successfully participate in interdisciplinary educational models.
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Methods

This study is grounded in a qualitative research approach, selected for its capacity to
explore the complex nature of professional competencies among preschool teachers, particularly
in the context of emotional support and interdisciplinary collaboration. Qualitative methodology
enables the examination of meaning-making processes and patterns in pedagogical practice and
offers in-depth insight into how these competencies are developed and applied in real educational
settings (Creswell, 2013; Braun & Clarke, 2006).

The primary method of data collection was a systematic literature review, conducted
using two prominent scientific databases - Scopus and Web of Science. The search covered the
period from 2000 to 2025. Only peer-reviewed scientific articles and scholarly book chapters were
included, with relevance to early childhood education, teacher competencies, professional
development, interdisciplinary collaboration, and emotional support.

The search strategy employed a combination of keywords such as early childhood teacher
competencies, professional identity in preschool education, emotional support, inclusive
pedagogy, reflective practice, and interprofessional collaboration in ECEC. After excluding
irrelevant records and duplicates, a total of 37 scholarly sources were selected for in-depth
analysis; these are in the table in the results chapter.

The data were analysed using thematic analysis, as outlined by Braun and Clarke (2006).
The analysis began with open coding, identifying recurring semantic patterns across the literature.
This stage generated 56 initial codes, which were subsequently grouped into broader thematic
categories based on conceptual proximity. For instance, codes such as teacher as secure base,
emotional scaffolding, and trust building were consolidated under “Emotional Support” theme,
while joint planning, collaboration with therapists, and shared responsibility were included under
“Interdisciplinary Collaboration.”

Additional themes identified included Reflective and Didactic Competencies (e.g.,
adaptive teaching, differentiation, observation-based assessment) and Digital and Sustainability
Competencies (e.g., digital tools in preschool, environmental education, education for
sustainability). Each theme was analysed in terms of its frequency, relevance to pedagogical
practice, and interconnection with other thematic categories.

The analysis was conducted using an interpretative framework, emphasizing not only the
occurrence of themes but also the contextual meaning in which they were framed within the
studies. Findings were continuously compared with methodological and review literature (e.g.,
Hart, 1998; Bowen, 2009; Braun & Clarke, 2006), allowing for data triangulation and greater
validity of interpretation. This methodological approach proved effective in capturing the

dynamics of teachers' professional growth, the nature of collaboration with professionals such as
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therapists, special educators, and psychologists, and the broader systemic factors influencing the
quality of early childhood education.

Results

The analysis of 37 sources confirms that the discourse on professional competencies of
preschool teachers has, over the past decade, shifted from a technical-instructional understanding
toward a holistic and relational conception of teacher professionalism. The findings have been
structured in response to three key research questions: (1) Which professional competencies are
considered essential for high-quality early childhood education? (2) What is the role of
interdisciplinary collaboration in supporting child development? (3) How do teachers promote

inclusion, cultural diversity, and sustainability in their pedagogical practice?

Author(s) Year Title Focus
Saksri Suebsing et al. 2025 Learning Management Teaching  management
Development Model for model  for  preschool
Early Childhood Teachers teachers in Thailand
Collin Shepley et al. 2025 Toward Developing and Validation of a tool for
Validating a Measure to formative assessment in
Appraise Progress preschool
Monitoring Ability
Joke Torbeyns et al. 2024 Preschool Teachers' Teachers' mathematical
Mathematical Questions competencies during
during Shared Picture shared book reading
Book Reading
Yuejiu Wang et al. 2024 Creating Conditions for Development of teachers'
Chinese Kindergarten professional skills in play-
Teachers' Professional based environments
Development
Nicole Larsen et al. 2025 Kindergarten Teachers' Competencies in social-
Facilitation of Social and emotional learning
Emotional Learning
Sarah N. Lang et al. 2025 Implementation of the Supporting teaching
VLS Momentum Project practice in preschool
education
Chuanmei Dong 2025 "Young Children Teachers' perceptions and
Nowadays Are Very use of ICT in China
Smart in ICT
Simone Dunekacke et al. 2024 Teaching Quality in Adaptive teaching in
Kindergarten: mathematics
Professional Development
Marija Karacic et al. 2025 Importance of Children's Play-related
Play: The Croatian competencies of future
Experience teachers
Farhana Borg et al. 2025 Principals' Views and Leadership and
Actions on Sustainability sustainability in preschool
Marwan Hamid & Misnar 2025 Scientific Literacy in STEAM and special
Misnar Early Childhood Special education
Education
Eva Mikuska et al. 2025 Quality Early Childhood Knowledge and skills of
Education and Care ECEC graduates
Practices
Sarah Years in the 2025 Association Between Relationship between
Classroom Teaching Experience teaching experience and
self-assessed
competencies
Hien T. Nguyen et al. 2023 Management of Preschool Competency
Teacher's Professional development in the digital
Competence in the 4.0 era
Revolution
Ning Yulin & Solomon 2025 Pedagogical Readiness for Teachers' readiness for
D. Danso Digital Innovation digital innovation
Ollonen, B. et al. 2025 Teacher Motivational Motivational strategies
Scaffolding and and digital literacy
Preschoolers’
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Motivational Triggers in
the Context of Playful
Learning of Multiliteracy
and Digital Skills.

Olli Merjovaara et al. 2024 Early childhood pre- Attitudes and digital
service teachers’ attitudes competencies (TPACK)
towards digital
technologies and their
relation to digital
competence.

Marina Dikovi¢ & 2025 Digital Competence in Current state of digital

Monika Terlevi¢ Initial Teacher Education competence in Croatian

preschool teachers

Christine Michel & 2024 Model-Based Methods to Model of teachers' digital

Laétitia Pierrot Diagnose Teachers' maturity
Digital Maturity

Melinda Plumb & 2016 Barriers to IT Integration Barriers to IT integration

Karlheinz Kautz in ECEC Organisations in preschool education

Abry, T. etal. 2015 Preschool and Teachers’ beliefs in early
kindergarten teachers’ school competencies and
beliefs about early school their impact on
competencies kindergarten transition

Alisauskiene, S. et al. 2023 Interprofessional Collaboration between
collaboration in early teachers and specialists in
childhood education and preschool
care

Dean, A. et al. 2019 Defining competencies Competency model for
for the early childhood teachers of children under
workforce 3

Farr6, M. A. & Melief, P. 2022 What competencies Future-oriented teacher
should early childhood competencies
educators possess for the
future?

Guo, Y. etal. 2010 Relations among Teacher self-efficacy and
preschool teachers' self- teaching quality
efficacy, classroom
quality...

Movahedazarhouligh, S. 2023 STEM integrated STEM approaches in

etal. curriculums in early preschool education
childhood

Hong, S. B. & Shaffer, L. 2015 Inter-professional Collaboration between
collaboration teachers and therapists

Kadji-Beltran, C. 2024 Enhancing sustainability Environmental
teaching competence... sustainability and

pedagogical skills

NAEYC 2021 Professional standards Professional standards
and competencies for and inclusive practices
early childhood educators

Poulou, M. S. & Akgun, 2018 Teachers’ self-efficacy in Teacher self-efficacy and

S. classroom management... emotional competence

Public Agenda & Spencer 2015 Teacher collaboration in Importance of teacher-

Foundation perspective specialist collaboration

Silverman, K. et al. 2010 Collaboration of Teacher Transdisciplinary
Education and Child approach to inclusion
Disability Health Care

Tilbe, T. J. & Xiaosong, 2024 Teacher-related factors Factors affecting the

G. associated with teacher— quality of teacher-child
child interaction quality in interactions
preschool education.

Wood, E. & Bennett, N. 2000 Changing theories, Professional learning in
changing practice early education

Table of Sources

Essential Professional Competencies for Preschool Teachers

The most frequently identified areas of professional competence include: emotional and
relational competence, reflective and adaptive capacity, didactic and planning skills,
communicative proficiency, and digital and environmental literacy. Contemporary literature

underscores that high-quality pedagogy is not solely a matter of instructional skill, but rather of
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the teacher’s ability to integrate knowledge with emotional intelligence and responsiveness to the
child’s holistic needs.

A foundational pillar of early childhood teaching is the teacher’s emotional competence
and capacity for building secure relationships. Scholars such as Guo et al. (2010), Farré & Melief
(2022), Larsen et al. (2025), and Tilbe & Xiaosong (2024) stress that the ability to provide
emotional support—creating a safe, trust-based, and emotionally nurturing environment—is
central to the child’s well-being, motivation, and capacity to learn. In this context, the teacher
functions as a “secure base,” akin to a parental attachment figure, enabling children to explore
their environment with confidence (Bowlby, as cited in Larsen et al., 2025).

Equally significant is the teacher’s reflective and adaptive competence. High-quality
early childhood educators are distinguished not only by their mastery of curriculum content, but
by their ability to continuously reflect on and adapt their pedagogical strategies in response to the
individual needs, interests, and developmental trajectories of children. Studies by Wood & Bennett
(2000) and Braun & Clarke (2006) emphasize the importance of reflective practice as a core
component of professional growth. Simone Dunekacke et al. (2024) elaborate on the concept of
“adaptive teaching,” which entails differentiated instruction based on ongoing observation and
responsiveness to diversity within the classroom.

In the context of 21st-century education, increasing attention is also paid to digital
competencies. Studies by Dong (2025), Ollonen et al. (2025), and Merjovaara et al. (2024)
demonstrate that digital tools are only pedagogically meaningful when integrated reflectively and
with a clear understanding of their developmental appropriateness. Teachers need to not only
possess technical skills but also the pedagogical judgment to determine when, how, and why to
employ digital media in early childhood education.

The Role of Interdisciplinary Collaboration

A consistently emphasized theme across the reviewed literature is the crucial role of
interdisciplinary collaboration as an integral component of high-quality early childhood education.
Collaboration between preschool teachers and other professionals—such as psychologists, speech
therapists, healthcare providers, social workers, and special educators—is not only essential for
supporting children with special educational needs, but also serves as a key mechanism for
enhancing the overall inclusivity, quality, and complexity of the educational process (Silverman
et al., 2010; Alisauskiene et al., 2023).

Given the increasing diversity in preschool classrooms, the rising prevalence of
developmental disorders (e.g., autism spectrum disorders, language delays, emotional and
behavioral difficulties), and the growing emphasis on early intervention, interdisciplinary
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collaboration is now viewed as a fundamental framework for supporting the child’s development.
Within this model, the teacher becomes part of a broader team of professionals responsible for
shared planning, coordinated support strategies, and ongoing reflection on the child’s
developmental trajectory. Research by Hong & Shaffer (2015) and Convertini (2020)
demonstrates that such collaboration leads to earlier identification of developmental risks, more
targeted support, and more coherent, child-centered educational responses that are aligned with
the child’s bio-psycho-social needs.

However, interdisciplinary work is not solely a matter of organizational structure (e.g.,
availability of in-house specialists); it requires a set of specific transdisciplinary competencies on
the part of teachers. These include the ability to engage in open, dialogic communication,
demonstrate mutual respect between professions, reflect on one’s own limitations, and show a
willingness to learn from others. Dean et al. (2019), in their review study, highlight the importance
of "professional cross-over"—the ability to understand the basic language and conceptual
frameworks of other disciplines, share responsibility, and approach child development from
multiple perspectives.

Successful collaboration also demands time, trust, and coordination, all of which are often
limited by practical constraints such as staff shortages, institutional barriers, or the heavy
administrative workload faced by early childhood educators. Nonetheless, studies such as those
by Public Agenda & Spencer Foundation (2015) show that when collaboration is effectively
structured, it brings not only benefits for the child but also greater professional confidence and
motivation among teachers, who feel less isolated when facing complex pedagogical challenges.

Recent studies have also highlighted the value of collaboration with STEM professionals
in enriching the early childhood curriculum through inquiry-based and exploratory learning.
Research by Movahedazarhouligh et al. (2023) and Impedovo & Smyrnaiou (2017) illustrates how
such partnerships introduce new pedagogical perspectives and foster cognitive flexibility,
questioning, problem-solving, and systemic thinking in young children. These forms of
interdisciplinary collaboration are not limited to children with developmental needs; rather, they
represent a pedagogical enrichment that benefits all learners.

Moreover, working with specialists allows teachers to gain deeper insight into the social
determinants of learning, such as family dynamics, health status, language barriers, and cultural
differences. Teachers who actively draw on the expertise of allied professionals are better equipped
to respond to complex needs, including mental health support, identity formation, and the
management of transitions between home and school (Alisauskiene et al., 2023; NAEYC, 2021).

In light of the growing complexity of early childhood classrooms, it is clear that the

teacher cannot act as an isolated expert. Instead, the teacher should function as a facilitator of
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collaboration and a communication bridge between the child, their family, and a network of
professionals. Interdisciplinary collaboration is not only becoming embedded in professional
standards but is increasingly seen as a pathway to greater inclusion, quality, and equity in early

childhood education.

Supporting Inclusion, Diversity, and Sustainability

The third thematic area identified in the analyzed literature focuses on preschool teachers’
ability to create inclusive, culturally responsive, and sustainability-oriented educational
environments. This domain is increasingly recognized as a transversal professional competence
that permeates all aspects of early childhood education and requires not only technical expertise
but also deep personal and ethical engagement from the teacher.

In the area of inclusion, research emphasizes that teachers must be able to work
consciously and proactively with differences among children—whether linguistic, cultural, ethnic,
religious, gender-based, or socio-economic. According to NAEYC (2021), inclusive practice
entails more than physical integration; it involves ensuring that every child is meaningfully
engaged, accepted, and actively participating in all aspects of early learning. This requires teachers
to differentiate instruction, challenge implicit bias, and build authentic, reciprocal relationships
with each child and their family.

Highlight that truly inclusive education begins with a deep understanding of children’s
social and cultural contexts, including family values, parenting styles, language backgrounds, and
attitudes toward education. Teachers who are sensitive to these contexts are better equipped to
design educational experiences that resonate with children, affirm their identities, and promote a
sense of belonging. Central to this work is the teacher’s intercultural and communication
competence, which enables respectful dialogue with families and positions the teacher as a cultural
mediator within the school community.

Inclusion is thus reframed in current literature not as “support for the disadvantaged,” but
as a fundamental philosophy of education that views diversity as a baseline and a strength.
Teachers act as architects of classroom environments where their daily language, materials,
attitudes, and interactions convey a consistent message: every child has the right to be seen, heard,
and valued.

Closely linked to inclusion is the theme of sustainability and ecological literacy, which is
gaining prominence in early childhood education discourse. As Kadji-Beltran (2024) argues,
sustainability should not be approached as a stand-alone topic but rather as an ethical and
pedagogical orientation—a lens through which all aspects of preschool education can be filtered.
Competent early childhood educators foster children's understanding of environmental
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interdependence, incorporate sustainable practices into daily routines (e.g., recycling, water
conservation, gardening), and cultivate a sense of responsibility toward living systems.

Examples from countries such as Finland, Sweden, and the Netherlands illustrate that
integrating environmental education into the curriculum not only raises ecological awareness, but
also promotes children’s autonomy, decision-making, cooperation, and critical thinking (Olsson
et al., 2016). In particular, Kadji-Beltran (2024) demonstrates that student teachers involved in
experiential sustainability initiatives such as living labs develop a deeper understanding of
ecological interconnectedness and are more likely to embed sustainability values in their future
pedagogical practice.

Importantly, studies indicate that sustainability-oriented teaching does not provoke fear
or helplessness in children; rather, it strengthens their sense of competence, agency, and hope.
Teachers assume the role of facilitators of values education, not by prescribing beliefs, but by
creating space for open dialogue, posing ethical questions, and guiding children in the process of
developing their own informed stances on issues such as climate, justice, and equality.

The relationship between inclusion, cultural responsiveness, and sustainability is
increasingly viewed as interconnected and mutually reinforcing. Teachers who foster children’s
respect for one another simultaneously nurture their respect for the environment and future
generations. Thus, education for democracy, social justice, and ecological stewardship becomes a
core dimension of contemporary teacher identity in early childhood education.

Discussion

The findings suggest that the professional profile of the early childhood educator is
increasingly being conceptualized as multidimensional, ethically grounded, and relationship-
oriented, surpassing the traditional understanding of the teacher as an instructional expert.

This evolution reflects broader pedagogical and societal trends toward more humanistic,
child-centered, and ecologically responsible approaches to education. However, such an expanded
view of professionalism also raises critical questions. For example: To what extent can this
complex and idealized profile be realistically achieved within the everyday constraints of
preschools—particularly where resources, time, and institutional support are limited?

The identification of emotional and relational competencies as central to teaching practice
is consistent with a growing body of research on attachment and early development (Larsen et al.,
2025; Ahnert, 2021). The teacher is not merely a facilitator of learning but serves as a secure
relational base, offering emotional safety, authentic presence, and consistent affective support.
However, this invites further reflection: Is emotional labor sufficiently acknowledged, valued, and
supported within institutional frameworks? Emotional competence remains difficult to quantify

and is often overlooked in teacher assessments, despite its profound impact on child development.
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Therefore, emotional and relational skills must be explicitly cultivated and embedded in teacher
education and ongoing professional development.

The findings also confirm the critical importance of interdisciplinary collaboration. As
the developmental needs of children become more complex, collaboration with professionals such
as psychologists, therapists, and health workers is increasingly essential. Yet this collaboration is
not merely logistical—it requires a culture of openness, mutual trust, and shared responsibility. As
highlighted by Alisauskiene et al. (2023) and Convertini (2020), effective collaboration depends
not only on structural support (e.g., time, clearly defined roles) but also on interpersonal
competencies, such as dialogue, negotiation, and professional empathy. Thus, teacher training
programs must foster not only the “what” of collaboration, but also the “how.”

In terms of inclusion and cultural responsiveness, the study reinforces the expectation that
preschool teachers act as cultural mediators, capable of understanding and responding to the
multifaceted identities of children and their families. This requires going beyond surface-level
diversity to engage with the deeper dimensions of cultural identity, systemic inequality, and
unconscious bias. However, such competencies are often underdeveloped in teacher education,
despite their clear relevance for educational equity and classroom quality (NAEYC, 2021).

A particularly novel contribution of this study is the attention to sustainability as a core
professional competence. While environmental education is widely acknowledged as urgent, it
remains underrepresented in preschool pedagogy or reduced to isolated, symbolic activities. As
Kadji-Beltran (2024) demonstrates, sustainability becomes genuinely transformative when
internalized as a pedagogical and ethical orientation, rather than simply a theme. Teachers who
experience sustainability as part of their professional identity—through immersive experiences
such as “living labs”—are more likely to integrate it into daily routines and foster environmentally
literate and socially conscious children.

It is important to acknowledge a key methodological limitation of this study: the analysis
is based primarily on peer-reviewed academic literature from global databases (Scopus and Web
of Science), most of which originates from high-income educational systems. The study does not
examine the historical, institutional, or cultural contexts of the individual countries from which
these sources are drawn. As such, any generalization or application of findings to specific national
contexts (e.g., the Czech Republic) must be approached with caution, taking into account local
curricula, educational traditions, and policy frameworks.

Ultimately, this study invites a broader rethinking of teacher professionalism in early
childhood education. Rather than focusing exclusively on the question “what should teachers be
able to do?”, we must also ask: In what kind of system, under what values and with what support

structures can such competencies be cultivated? Teacher professionalism does not develop in
241



PEDAGOSKA STVARNOST LXXII, 2 (2025), Novi Sad

isolation but emerges through dialogue between the individual, the institution, and the broader
sociopolitical context.

Conclusion

In conclusion, this study has shown that the professional competencies of preschool
teachers, as represented in recent academic literature, are understood as a multifaceted set of skills,
dispositions, and values that go far beyond traditional teaching and planning. Today, the preschool
teacher is increasingly viewed not only as an instructional expert but also as a relational actor,
cultural mediator, and ethical guide. This study highlights that key areas of competence include
the ability to establish emotionally safe relationships with children, collaborate within
interdisciplinary teams, respond sensitively to social and cultural diversity, and support children
in understanding principles of sustainability and social responsibility.

The findings confirm that emotional and relational competencies form the core of high-
quality early childhood education. A teacher who is emotionally present, authentic, and stable
provides the foundation for healthy child development, secure attachment, and effective learning.
This dimension must be systematically supported, both in initial teacher education and throughout
the professional life of educators, through supervision, mentoring, and peer support.

Another important conclusion concerns the growing role of interdisciplinary collaboration.
In light of the increasing complexity of children’s needs, teachers must be able to cooperate with
other professionals - such as psychologists, therapists, speech-language pathologists, and
healthcare providers - and contribute to the creation of individualized support strategies for
children and families. This kind of collaboration is not automatic; it requires the development of
transdisciplinary skills, including open communication, dialogue, and shared responsibility.
Teacher preparation should address these areas and provide opportunities for students and
practicing educators to engage in real, cross-sector collaboration.

The third key area concerns inclusion, cultural sensitivity, and sustainability. In today’s
world, education cannot ignore the diverse lived experiences of children and families - including
differences in language, religion, family structure, and environmental challenges. The teacher
becomes a bearer of democratic values, educating not only for academic achievement but also for
responsibility, mutual respect, and care—for people and for the planet. These values should be
treated as an integral part of professional identity, not as supplementary goals.

It is important to acknowledge a methodological limitation of this study. The analysis is
based primarily on international scholarly sources indexed in Scopus and Web of Science and does
not explore the historical, institutional, or cultural contexts of the countries from which the
literature is drawn. Therefore, any application of the findings to specific national settings—such

242



PEDAGOSKA STVARNOST LXXII, 2 (2025), Novi Sad

as the Czech Republic—should be undertaken with caution and awareness of local curricula, legal
frameworks, and pedagogical traditions.

The findings of this study offer concrete implications for educational practice, teacher
preparation, and policy. Initial teacher education must systematically incorporate emotional
literacy, self-reflection, intercultural competence, and environmental education into its programs.
At the same time, this broadened vision of professionalism must be accompanied by adequate
support - in terms of time, institutional structure, and emotional resources. Teachers cannot fulfill
their complex roles without space for their own growth, peer collaboration, and recognition of
their work.

Future research should further explore how these competencies are constructed in practice,
how they are experienced by teachers, what barriers hinder their development, and what conditions
support them. It will be especially important to connect focused studies on specific dimensions of
competence with a holistic understanding of professional identity as a dynamic, relational, and
evolving process.

In summary, the quality of early childhood education is inseparably linked to the quality of
the teacher - not only in technical terms but in their human, relational, and ethical wholeness.
Supporting teachers at this level appears to be a key pathway toward building resilient, equitable,

and sustainable educational systems for the future.

KOMPETENCIJE VASPITACA U PREDSKOLSKIM USTANOVAMA
Apstrakt

Ova teorijska studija istrazuje promenljivi pejzaz profesionalnih kompetencija koje
se zahtevaju od vaspitaca u savremenom predskolskom obrazovanju. Na osnovu sistematskog
pregleda 37 recenziranih naucnih radova preuzetih iz baza podataka Scopus i Web of Science,
studija analizira tri kljucne oblasti: (1) osnovne profesionalne kompetencije neophodne za
kvalitetno predskolsko obrazovanje, (2) ulogu i znacaj interdisciplinarne saradnje sa
strucnjacima i (3) strategije za podrsku inkluziji, kulturnoj raznolikosti i odrZivosti u
pedagoskoj praksi. Analiza pokazuje da kvalitetno predskolsko obrazovanje sve vise zavisi od
emocionalne i relacione kompetencije, reflektivne prilagodljivosti, interdisciplinarne
komunikacije i etickog pristupa raznolikosti i odrzivosti. Od vaspitaca se ocekuje da deluju ne
samo kao edukatori, ve¢ i kao emocionalni oslonci, kulturni medijatori i saradnici u
multidisciplinarnim timovima. Emocionalna podrska, inkluzivna pedagogija i obrazovanje za
odrzivost pojavljuju se kao medusobno povezane dimenzije profesionalnog identiteta. Nalazi
sugerisu da su efektivni vaspitaci oni koji integrisu pedagosko znanje sa socio-emocionalnom
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inteligencijom i interkulturalnom senzitivnoséu. Studija takode naglasava potrebu :za
sistematskim strucnim usavrsavanjem koje podstice reflektivnu praksu, interdisciplinarnu
spremnost i otpornost kod vaspitaca. Ogranicenje ove studije jeste oslanjanje na
medunarodnu literaturu bez dublje analize nacionalnih i lokalnih konteksta. U celini, studija
doprinosi Sirem sagledavanju profesionalizma vaspitaca — kao relacione, saradnicke i
vrednosno utemeljene prakse — i nudi implikacije za obrazovanje vaspitaca, obrazovne politike

i buduca istraZivanja.

Kljucne reci: vaspitac, profesionalne kompetencije; interdisciplinarna saradnja;

predskolsko obrazovanje; emocionalna podrska
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UPUTSTVO AUTORIMA

Casopis Pedagoska stvarnost objavljuje teorijske, pregledne, originalne naucne i
stru¢ne radove iz svih oblasti pedagogije i srodnih nauc¢nih disciplina. Prilazu se isklju¢ivo
radovi koji nisu ve¢ objavljeni ili ponudeni za objavljivanje u nekoj drugoj publikaciji.

Casopis Pedagoska stvarnost objavljuje radove sa najvise &etiri koautora. Ukoliko
rad sadrzi viSe od dva koautora, potrebno je u odvojenom dokumentu priloziti pojedina¢ni
doprinos svakog autora. Ukoliko radovi nisu napisani u skladu sa Uputstvom za autore,

nakon tehniCke provere, radovi se vrac¢aju autorima na ispravku, pre procesa recenziranja.

Eti¢ke norme objavljivanja
Autori su duzni da se pridrzavaju etickih standarda koji se odnose na
naucnoistrazivacki rad. Softverski ¢e biti provereno prisustvo plagijata u svakom
priloZzenom radu. Po prihvatanju rada za objavljivanje, autori potpisuju lzjavu autora kojom
potvrduju da je re¢ o originalnom radu i da su posStovani svi naucni i izdavacki standardi,

kao 1 da sva autorska prava zadrzavaju autori.

Dostavljanje radova
Radovi se dostavljaju iskljucivo preko platforme ¢asopisa:

http://pedagoskastvarnost.ff.uns.ac.rs/index.php/ps. Potrebno je pripremiti odvojene

dokumente za predaju:
1) Naslovna strana sa afilijacijom autora, adresom autora i elektronskom
adresom autora. (u nastavku je pojaSnjenje)
2) Rad (Clanak) bez podataka o autorima. Na prvoj stranici rada sastaviti
apstrakt sa 5 klju¢nih rec¢i na srpskom jeziku. (u nastavku je pojasnjenje)

3) Potpisanu Izjavu autora

Jezik rada
Radovi se prilazu i objavljuju na: srpskom jeziku (koristi se latini¢no pismo),

jezicima Kkoji se koriste u zvani¢noj upotrebi u Vojvodini ili na engleskom jeziku.
Recenziranje i objavljivanje
Prilozeni radovi za koje redakcija proceni da ispunjavaju standarde ¢asopisa bice

poslati na recenziju. Sve radove recenziraju dva anonimno recenzenta. Nakon recenziranja,
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redakcija donosi odluku o objavljivanju, objavljivanju uz korekciju ili odbijanju rada.
Nakon toga, autori dobijaju informaciju o odluci redakcije. U zavisnosti od odluke
redakcije, radovi mogu biti odmah prihvaéeni, mogu se vratiti na korekciju ili mogu biti
odbijeni. U sva tri slucaja autori dobijaju uvid u recenzije svog rada.

Rad moze biti prihva¢n uz dve pozitivne recenzije. Ukoliko rad bude procenjen sa
jednom pozitivnom i jednom negativnom recenzijom, rad se $alje na recenziju kod tre¢eg
recenzenta. Takode, u slucaju da jedan od recenzenata nije u moguénosti u predvidenom
roku da zavrsi recenziju, redakcija ¢e kontaktirati novog recenzenta.

Uz dostavljanje korigovanog rada, potrebno je da autor/koautori svoje izmene
unesu crvenom bojom u rad i u posebnom dokumentu upoznaju redakciju sa izmenama
koje su unete (Prilog: Odgovor recenzentima). Ukoliko autor smatra da neka od preporuka
recenzenata nije opravdana, ili je iz nekog razloga nije moguce ispuniti, potrebno je da o

tome napiSe detaljno obrazlozenje redakciji.

Formatiranje teksta
Rad mora biti napisan u programu Microsoft Word, na stranici formata A4, fontom
Times New Roman (12 tacaka), latinicom, sa proredom 1.5, sa marginama 2.54 cm. Tekst
treba izravnati sa obe strane (“justify”). Rad treba da bude duZine do jednog autorskog
tabaka (do 30.000 znakova sa praznim mestima). Apstrakt i spisak koris¢enih referenci ne
ulaze u obim rada. Sve stranice rada moraju biti numerisane u donjem delu stranice

centrirano.

Pisanje rada
Reference kori$éene u radu trebalo bi da budu navedene u skladu sa sedmim

izdanjem Priru¢nika Ameri¢ke psiholoSke asocijacije. Radovi koji predstavljaju prikaz

obavljenih istraZivanja, pored apstrakta, treba da imaju sledece odeljke: uvod, metod,
rezultati istrazivanja, diskusija (sa pedagoskim implikacijama), zaklju€ak i spisak literature.
Strukturu preglednih radova i radova koji predstavljaju teorijske analize trebalo bi uskladiti
sa osnovnom temom rada.

Naslovi odeljaka se pisu podebljanim slovima, velikim pocetnim slovom, veli¢ina
fonta 12, centrirano. Svaki pasus trebalo bi da bude uvucen 1,5cm. Ukoliko se u tekstu
odeljka koriste podnaslovi, pisu se podebljanim slovima, poravnati u levo i u ,,reCeni¢noj*
formi. Ukoliko autori koriste 1 tre¢i nivo podnaslova, trebalo bi da se piSu kurzivom,

poravnati u levo i u ,,reCeni¢noj* formi.
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NASLOVNA STRANA

Naslovna strana se Salje odvojeno, kao poseban dokument. Trebalo bi da sadrzi
slede¢e informacije:

* napocetnoj strani ¢lanka, u levom uglu, navodi se ime autora podebljanim slovima,
ispod toga afilijacija (npr. fakultet), zatim univerzitet i drzava (ako je autor iz
inostranstva), a odmah ispod toga ORCID identifikacioni broj. Isti raspored
primenjuje se i za sve koautore, ¢iji se podaci navode jedni ispod drugih. Iza imena
autora za korespondenciju dodaje se fusnota sa e-mail adresom. Neophodno je da
svi autori navedu svoje ORCID brojeve, koji se kreiraju registracijom na sajtu

https://orcid.org/.

= nakon toga pise se naziv rada podebljanim velikim slovima, centrirano. Ukoliko je
rad nastao u okviru nau¢noistrazivackog projekta ili sadrzi rezultate nekog drugog
istrazivanja, u fusnoti iza naslova rada treba prikazati osnovne informacije o

projektu ili istrazivanju. Za fusnote se koriste arapski brojevi od 1 pa nadalje.

Apstrakt

Pre osnovnog teksta rada, ispod naslova, sledi apstrakt.

Apstrakt se piSe na jeziku osnovnog teksta u jednom paragrafu, velicinom fonta
12, kurzivom. Prvi red je uvucen (1,5cm).

Apstrakt bi trebalo da bude duZzine od 150 do 250 reéi, strukturisan tako da moze
da bude prikazan odvojeno od ¢lanka. Apstrakt ne bi trebalo da sadrzi reference, osim ako
je to neophodno. Ispod apstrakta, red razmaka, sledi do 5 klju¢nih re¢i sa naslovom Kljucne
reci na jeziku rada (kurzivom, uvucen red 1,5cm).

Ukoliko je rad na srpskom jeziku, potrebno je priloZiti apstrakt na engleskom
jeziku. Nakon zakljuCka rada a pre literature potrebno je priloZiti naslov (podebljanim
velikim slovima), apstrakt (kurzivom) i kljuéne reci, formatirane na isti nacin kao na
srpskom jeziku.

Ukoliko je rad na engleskom jeziku, potrebno je priloziti prosireni rezime (do 1000

reci) na srpskom jeziku.

Tabele, grafikoni i slike
Tabele i grafikoni treba da budu kreirani u Wordu ili nekom kompatibilnom

formatu. Tabele i grafikoni treba da budu konsekutivno numerisani i u tekstu se treba
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pozvati na svaku tabelu, grafikon ili sliku. Sve skra¢enice navedene u tabelama i
grafikonima treba da budu objasnjene pomocu legende (napomene) koja se daje ispod
tabele ili grafikona.
Tabele

Broj tabele treba da bude napisan standardnim slovima, a naziv tabele treba da
bude napisan u slede¢em redu, kurzivom. Tabele ne treba da sadrze vertikalne linije.
Redovi tabele ne treba da budu razdvojeni linijama, ali zaglavlje tabele treba da bude

linijom odvojeno od ostalih redova. Iste rezultate ne treba prikazivati i tabelarno i graficki.

Korektan prikaz tabele:

Tabela 1
Korelacije izmedu ispitivanih varijabli

1 2 3 4
(1) aaa - 13 A1 29"
(2) bbb - -.38" -.34"
(3) cce - 27"
(4) ddd -

Napomena: *p < .05, **p < .01

Grafikoni i slike
Broj i naziv grafikona se navode ispod grafikona, centrirano. Broj tabele treba da
bude napisan standardnim slovima, a naziv tabele u istom redu, kurzivom. Ukoliko rad

sadrzi slike, one treba da budu prikazane rezolucijom od najmanje 300 dpi.
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Rezultati statisticke obrada
Rezultati statistickih analiza treba da budu dati u slede¢em obliku: t(253) = -
14.23, p < .001. Treba navoditi manji broj konvencionalnih p nivoa (.05, .01, .001).
Ukoliko je broj teorijski manji od 1 (na primer, r, «) nula se ne pise ispred tacke. Po

pravilu, nazivi statistickih testova i oznaka treba da budu napisani kurzivom.

Fusnote i skraéenice
Fusnote i skracenice trebalo bi izbegavati. Ukoliko se fusnote koriste, treba da

sadrze samo komentar, a ne podatke o koris¢enim izvorima.

Literatura

Sve navedene reference u tekstu, moraju biti u spisku literature koja treba da je u
skladu sa APA stilom (APA Publication Manual). Sve reference na srpskom jeziku u spisku
koriS¢ene literature na kraju rada i u zagradama u tekstu navode se latinicom, bez obzira na
vrstu pisma na kojem su Stampani koriS¢eni izvori. Prezimena stranih autora u tekstu se
navode ili u originalu ili u srpskoj transkripciji — fonetskim pisanjem prezimena. Ukoliko
se transkribuje, u zagradi se obavezno navodi prezime autora u originalu, na primer: Fulan
(Fullan, 1997). U slu€aju koriS¢enja prevoda stranih referenci, navode se iskljucivo
prevedeni bibliografski elementi, na primer: Ziru (Ziru, 2013).

Koris¢eni izvori navode se unutar teksta tako Sto se elementi (prezime autora,
godina izdanja, i broj stranice ukoliko se radi o citatu) navode u zagradama i odvajaju
zarezom i dvotackom. Navodenje viSe referenci u zagradi treba urediti alfabetski, a ne
hronoloski, na primer: (Bodroza, 2011; Kostovi¢, 2009; Petrovi¢, 2016).

Ukoliko referenca ima dva autora, oba se navode u tekstu, na primer: (Yada &
Savolainen, 2017). Ukoliko je u pitanju referenca na srpskom jeziku, umesto znaka ,,&
navodi se ,,1.

Ukoliko rad ima 3 do 5 autora, u prvom navodu se pominju prezimena svih, a u
kasnijim navodima samo prezime prvog autora i skracenica ,,et al.“ za strane reference,
odnosno ,,1 sar.”“ za domace.

Ukoliko rad ima 6 i vise autora, prilikom prvog navodenja se navodi samo prezime
prvog i skraéenica ,,et al.“ 1li ,,1 sar.*.

Ukoliko dva rada iz iste godine imaju istog prvog autora, a ostali su razliciti, treba
navesti onoliko imena autora koliko je potrebno da bi se referenca mogla jasno razlikovati

u tekstu. Na primer, reference (Harris, Jones, & Baba, 2013) i (Harris, Day, Hopkins,
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Hadfield, Hargreaves, & Chapman, 2013) imaju istog prvog autora i istu godinu izdanja. U
ovom slucaju, u tekstu bi se navodile kao (Harris, Jones, et al., 2010) i (Harris, Day, et al.,
2010).
Spisak koriséene literature

Spisak koriS¢ene literature treba da obuhvati iskljucivo izvore na koje se autor
poziva u radu. Pise se pod naslovom Literatura, podebljano i centrirano, nakon apstrakta na
engleskom. Spisak literature date na kraju rada nije neophodno numerisati. Font je veli¢ine
12, a oblik navoda “vise¢i” (Hanging) na 1,5cm, kao u slede¢im primerima.
Monografija

Bibliografska jedinica treba da sadrzi prezime i inicijale autora, godinu izdanja,
naslov knjige (kurzivom), mesto izdavanja i izdavaca, odnosno:
Popadi¢, D. (2009). Nasilje u skoli. Beograd: Institut za psihologiju i UNICEF.
Clanak u Easopisu

Referenca treba da sadrzi prezimena svih autora s inicijalima, godinu izdanja u
zagradi, naslov ¢lanka, puno ime casopisa (kurzivom), volumen (kurzivom), broj i
stranice. Naziv ¢asopisa na engleskom jeziku piSe se tako da pocetna slova svih reci,
izuzev veznika, budu velika.
Hattie, J., & Timperley, H. (2007). The power of feedback. Review of
Educational Research, 77(1), 81-112.

Poglavlje u knjizi (tematskom zborniku)

Referenca treba da sadrZzi prezime 1 inicijale autora, godinu izdanja, naziv
poglavlja, inicijale i prezimena svih urednika, naslov knjige (kurzivom), prvu i poslednju
stranicu poglavlja u zagradi, mesto izdanja i izdava¢a. U domacim referencama ovog tipa,

skracenica ,,Eds.” treba da bude zamenjena sa ,,Ur.“, a umesto ,,In*“ navodi se ,,U*.

Leithwood, K., Anderson, S., Mascall, B., & Strauss, T. (2010). School leaders’
influences on student learning: The four paths. In T. Bush, L. Bell, & D.
Middlewood (Eds.), The principles of educational leadership and management
(pp. 13-30). Thousand Oaks, CA: Sage.

Web dokumenta

Referenca treba da sadrzi ime autora, godinu, naziv dokumenta (kurzivom),

datum preuzimanja i internet adresu, odnosno:
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Kenny, D. A. (2011). Measuring model fit. Retrieved October 2011
from http://davidakenny.net/cm/fit.htm

Nepublikovani radovi (doktorske disertacije i magistarske teze)

Referenca treba da sadrzi ime autora, godinu, naziv dokumenta (kurzivom), naznaku o
vrsti rada, mesto i izadavac, odnosno:

Ivanov, L. (2007). Znacenje opce, akademske i socijalne samoefikasnosti te socijalne podrske
u prilagodbi studiju (magistarski rad). Zagreb: Odsjek za psihologiju Filozofskog
fakulteta.

Zvani¢na dokumenta

Referenca treba da sadrzi naziv dokumenta (kurzivom), godinu objavljivanja, naziv
glasila i broj. Na primer:

Zakon o osnovama sistema obrazovanja i vaspitanja (2009). Sluzbeni glasnik Republike Srbije,
Br. 72/2009, 52/2011, 55/2013, 35/2013, 68/2105, 88/2017.
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