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Pismenost je, prema savremenom razumevanju, situaciona, slozena kompetencija,
integrisana u razlicite socijalne prakse. Zato je odredujemo kao visestruku pismenost
koja ima brojne dimenzije - jezicku, matematicku, naucnu, politicku, ekonomsku, medijsku i sli¢no.
Medutim, visestruka pismenost se moZe ostvariti samo preko razvoja jezicke pismenosti koja je medijator
i moderator svih drugih pismenosti. Najvise istraZivani aspekt jezicke pismenosti je razumevanje
procitanog na kome pociva svako smisleno ucenje. Cilj ovog rada je da predstavi, opise i analizira
kriticne Cinioce koje sadrZi pedagoska intervencija usmerena na razvoj razumevanja procitanog. Kada
se primeni kriterijum Sta je u fokusu, onda se empirijski nalazi, programi podrske i prakti¢ni poduhvati
za podsticaj razumevanja procitanog grupisu oko nekoliko ¢inioca: modifikacija samog teksta iz koga
se Cita i uci; podrska razvoju ucenickih kognitivnih kompetencija povezanih sa Citanjem; podrska
razvoju li¢nosti i afektivnih kompetencija ucenika i efikasne aktivnosti ¢itanja u nastavi, nastavnim
situacijama, metodama nastave/ucenja. U radu su opisani, analizirani i dati primeri za svaki aspekt
efikasne pedagoske intervencije i zakljucak da je sinergija svih najefikasniji nacin za razvoj pismenosti
dece i mladih.

Apstrakt

Kljucnereci:  jezicka pismenost, podsticanje ¢italacke kompetencije, razumevanje procita-
nog, pedagoska intervencija, funkcionalna pismenost.

Uvod

Znacaj pismenosti u obrazovanju i opstem razvoju jedinke je Siroko prihvacen i na-
lazi se u vrhu politickih agendi svih zainteresovanih za obrazovanje. Obrazovne politike
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mnogih zemalja su u stalnom reformskom preispitivanju postupaka, pristupa i interven-
cija koji mogu da osiguraju razvoj funkcionalne pismenosti u formalnom i neformalnom
kontekstu za ucenje. Funkcionalna pismenost oznacava procenjenu granicu ispod koje
pismenost osobe nije dovoljna da razume, koristi i razmislja o tekstu, da razvije znanja da
bi postigla li¢ne ciljeve i da kvalitetno participira u drustvu (OECD, 2019).

Vaznost jezicke pismenosti za li¢ni razvoj ali i napredak jednog drustva su brojne. Po-
vezana je sa akademskim uspehom ucenika i sa duzinom i kvalitetom Skolovanja (Bussie-
re et al.,, 2009). Vise od toga, pismenost osobe je pozitivno povezana sa njenim fizickim
zdravljem (DeWalt & Pignone, 2005), ali i metalnim zdravljem (Hunn et al., 2023; Lincoln
et al, 2017; Maughan & Carroll, 2006; Sentell & Shumway, 2003). Pismenost je u nega-
tivnoj korelaciji sa socijalnim problemima jedinke u razvoju. U odeljenjima u kojima se
deca,bore” s ¢itanjem ima vise konflikata, agresije, ¢ak delinkvencije, preranih napustanja
Skolovanja i sli¢no (Slavin & Madden, 2001). Kada se vestina Citanja u¢enika u odeljenju
unapredi, poboljsava se i njihovo mentalno, socijalno i fizicko blagostanje.

Pored istrazivanja koja pokazuju vaznost citalacke kompetencije za individualni ra-
zvoj, poslednjih decenija na znacaju dobijaju i medunarodna istraZivanja, kao $to su PISA
i PIRLS. Prednost ovih istrazivanja je $to se realizuju cikli¢cno na reprezentativhom uzorku,
pa se nalazi mogu generalizovati na celu populaciju dece i mladih u jednom obrazovnom
sistemu. Drugo, mozemo pratiti trendove promena postignuca a trece, istovremeno uce-
$¢e mladih iz brojnih zemalja daje podatak o njihovoj poredivosti u odnosu na kompeten-
cije koje se mere (lvi¢ i sar., 2021; Mullis et al., 2023; Videnovi¢ i Capri¢, 2020). U kritikama
ovih istrazivanja ukazuje se da nacionalni programi i nacini rada ne pripremaju ucenike na
isti nacin, pa nisu ravnopravni u resavanju zadataka, da PISA ima svoj,skriveni kurikulum”
(Uljens, 2007) koji promovise neoliberalne ekonomske principe, smanjenu osetljivost na
kulturne razlike (Eivers, 2010) i udaljavanje od humanistickih ideala vezanih za obrazova-
nje (Liessmann, 2008). Ipak, zadaci na testovima su zasnovani na novom odredenju pisme-
nosti, pa mogu biti upotrebljivi za planiranje reformi na nivou obrazovnih politika.

Dalje, poducavanje Citalackim vestinama u savremeno doba nosi mozda najvedi iza-
zov koji stvara odrastanje uz digitalne medije. Plasticitet mozga ¢e, verovatno vremenom
omoguciti da se prilagodimo na ucenje ,sa ekrana” koje trazi drugaciju funkcionalnu or-
ganizaciju. U ovom trenutku sve su brojnija istrazivanja koja govore o problemima citanja
teksta a povezana su sa razvojem u digitalnom okruzenju: preopterecenost informacijama,
»dekoncentrisani um’, oteZzano odrzavanje paznje, laka distrakcija i prekid paznje, fragmen-
tisano znanje, oteZzano dublje promisljanje, tesko pracenje osnovne ideja duZzeg teksta,
otezano zadrzavanje znanja u dugoro¢nom pamceniju i sli¢no (Firth et al., 2019; Ivi¢, 2019;
Vaidhyanathan, 2011). Tome treba dodati i karakteristike novih generacija na socio-emoci-
onalnom planu, u domenu interesovanja i motivacije: povisen individualizam, manje brige
za druge, smanjeno verovanje da je istrajan i tezak rad efikasan, smanjena vera da se nesto
moze promeniti zajednic¢kim akcijamai sli¢cno (Terkl, 2011; Tvengi, 2019).

Karakteristika savremene kulture u kojoj odrastaju mladi je i eksponencijalni rast
svih vrsta Stampanih dokumenata koja je bila nezamisliva prethodnim generacijama.
Od pocetka 1960-ih godina, verovatno je Stampano i objavljeno vise knjiga, novina, ¢a-
sopisa i drugih pisanih dokumenata nego u svim vekovima od Gutenbergovog vremena
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(Brockmeier & Olson, 2009). Sada je brzo i lako svima dostupan svaki tekst koji se moze

Kako se menja sociokulturni kontekst tako se menja i teorijski i istrazivacki odnos
prema pismenosti. Razvilo se vise teorijskih modela i empirijskih istrazivackih paradigmi
pismenosti i pristupa kako poducavati uc¢enike govornom i pisanom jeziku. Koncept pi-
smenosti je asimilovan u razli¢itim nau¢nim disciplinama i drustvenim pokretima. Nova
razumevanja idu ka tome da vise nije re¢ samo o alfabetu vec vise o fuziji mnogih sistema
znakova, simbola, medija, na¢ina komunikacije i odgovarajucih praksi u jednom simbolic-
kom prostoru koji, ponovo, obuhvataju i drustvo i um (Brockmeier, 2000). Drugim re¢ima,
danas se pismenost ne vidi kao individualna, kognitivna, alfanumericka vestina, ve¢ kao
situaciona, slozena kompetencija, integrisana u razlicite socijalne prakse (Anti¢ i Steva-
novi¢, 2023; Gee, 2000; New London Group, 1996; OECD, 2019). Pismenost se u komplek-
snom svetu ispoljava u svojim razli¢itim dimenzijama, kao jezicka ali i kao matematicka,
medijska, naucna, digitalna, ekonomska, politicka i tako dalje. ViSestruka pismenost, me-
dutim, mozZe se ostvariti samo preko razvoja jezicke pismenosti koja je medijator i mo-
derator svih drugih pismenosti (Anti¢, 2022; Anti¢ i Stevanovi¢, 2023). Jezicka pismenost
je ispoljena pre svega kao citalacka pismenost i razumevanje procitanog i kao takva je u
osnovi svakog smislenog ucenja verbalnog sadrzaja.

Sa novim pogledom na pismenost, otvorilo se pitanje obrazovanja ucéenika: da li ih
poducavati jednoj opstoj transferabilnoj vestini ili specifi¢cnim pismenostima koje su po-
trebne za razlicite profesije (Brockmeier & Olson, 2009), kako razvijati pismenost u razlici-
tim predmetima i na razli¢itim nivoima obrazovanja, koje bi bile odgovarajuée pedagoske
intervencije kao podrska daljem razvoju, koje bi sve aspekte trebalo pokriti, odnosno koje
su kriticne zone koje bi efikasna pedagoska intervencija trebalo da pokrije?

Za potrebe ovog rada, pedagoske intervencije odredujemo kao sve planske, osmislje-
ne akcije u formalnom kontekstu za ucenje koji uklju¢uje nastavna sredstva, nastavni am-
bijent, nastavne metode i u¢es¢e kompetentnije druge osobe. Dakle, re¢ je o poducavanju
u najsirem smislu reci koje se ne odnosi samo na organizovanje ¢asa iz nekog predmeta,
nego i na ostala vannastavna, $kolska i vanskolska iskustva ucenika ukoliko su planirana
i organizovana, na bilo kom nivou obrazovanja. Termin intervencija bi trebalo da naglasi
fokusiranost pedagoskih aktivnosti. Nalik u drugim kontekstima u kojima se ovaj termin
koristi (medicinskom, psiholoskom, u specijalnoj edukaciji), i ovde se Zeli naglasiti da su to,
u ovom slucaju, pedagoski napori ciljano, planski usmereni na razvoj jezi¢cke pismenosti.

Skoro pola veka u nauci i obrazovnoj praksi se akumulira znanje o tome 3ta je vazno
za poducavanje u citanju s razumevanjem. Neka empirijska istrazivanja u ovom dome-
nu imaju jasne prakti¢ne implikacije i direktne preporuke za nastavnu praksu, drugima
je potrebno dodatno ,prevodenje” od teorije ka praksi, u tre¢im slucajevima rec je o ve¢
razradenim i proveravanim prakti¢nim postupcima. Raznovrsni programi podrske razvo-
ju ¢itanja i jezicke pismenosti realizovani su u razli¢itim kontekstima za ucenje, razli¢itim
predmetima, razli¢itim nivoima obrazovanja. Medutim, kada se kao kriterijum uzme 3ta je
u fokusu ovih poduhvata, mozemo izdvojiti nekoliko kriti¢nih zona efikasne pedagoske
intervencije.
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Potrebno je redi da su pomenuta istrazivanja nastajala u okvirima razli¢itih disciplina,
lingvistike, psiholingvistike, kognitivne psihologije i psihologije obrazovanja, pa su i teo-
rijska polazista bila razli¢ita. Ovi teorijski modeli kognicije i razumevanja jezika pripisuju
razlicit znacaj kognitivnim, socijalnim i kulturoloskim aspektima citanja. Izdvoji¢emo dva
dominantna teorijska pristupa.

Kognitivisticke teorije, pismenost vide kao kognitivnu vestinu koja se razvija direk-
tnim poducavanjem. Citanje se smatra nizom kognitivnih koraka, koji uklju¢uju dekodira-
nje, prepoznavanje redi i stvaranje mentalnih slika za razumevanje procitanog, odnosno
proces ide od razumevanja povrsinske forme teksta, njene mikrostrukture do procesa u
radnoj memoriji u kojoj se mikrostrukture umrezavaju u makrostrukturu teksta (Lalovi¢,
2012). Proces se odvija kroz interakciju kognitivnih sposobnosti onoga ko ¢ita i samog
teksta.

Socio konstruktivisticko razumevanje pismenosti, ukazuje da se vaspitavanje jezicke
pismenosti odvija kroz situacionu socijalnu praksu (Purcell-Gates et al., 2007). Praksa je
uslovljena kulturnim vrednostima, znanjem i ocekivanjima zajednice, Pa samim tim onaj
ko cita stvara znacenje u okviru tog konteksta. U zavisnosti od socijalnih i kulturoloskih
iskustava, razumevanije istog teksta moze biti razli¢ito (Gee, 2000).

Svrha ovog rada je da ponudi jedan ,pogled odozgo®, odnosno da na jednom mestu
prikaze, mapira nezaobilazne razliCite aspekte koje bi trebalo obuhvatiti pedagoskom in-
tervencijom usmerenom na razvoj jezicke pismenosti, odnosno Citanja s razumevanjem.
Drugim re¢ima, ne zagovara neki konkretni pristup ili odredenu pedagosku intervenciju
nego ukazuje Sta bi sve trebalo da pokrije efikasna podrska razvoju citalacke pismenosti.

Slozena i holisticka priroda fenomena zahteva i eklekti¢ki odnos prema teorijskim
okvirima koja nude vaZzne uvide. Zato e teorijski okvir ovog rada biti heuristi¢ki model
za istraZivanje razumevanja procitanog RRSG (Snow, 2002). U ovom modelu jednako vaz-
na su Cetiri ¢inioca: onaj ko ¢ita (kognitivni, afektivni i motivacioni aspekti), tekst koji se
¢ita (ne samo sadrzaj, vec i brojni lingvisticki aspekti teksta), aktivnosti ¢itanja (priroda
zadatka, svrhe i konteksta u kome se ¢ita) i sociokulturni kontekst u kome se svi pret-
hodni ¢inioci postoje. Granice izmedu ovih elemenata su propusne $to jasno ukazuje na
dinami¢nu prirodu procesa razumevanja procitanog (Snow, 2002). Dakle, cilj ovog rada
je da mapira, opise kriti¢cne zone intervencije za efikasni pristup razvoju razumevanja
protitanog u formalnom kontekstu u¢enja. Citanje u ovom kontekstu je nuzno poveza-
no sa aktivnostima smislenog ucenja, zato je je u fokusu citanje u sluzbi ucenja. Vazno
je napomenuti, da rad ne razmatra elementarno, prvo opismenjavanje, ve¢ dalji razvoj
kompetencije ¢itanja u¢enika koji su usvojili pocetnu pismenost. Isto tako, van ovog rada
ostaju specifi¢ne intervencije namenjene ucenicima sa disleksijom i drugim specifi¢nim
tesko¢ama u ucenju.

Kako do efikasne pedagoske intervencije za razvoj
razumevanja procitanog

U nastavku ¢emo pojasniti vaznost svakog od sledecih cinioca koji imaju ulogu u
efikasnom citanju, dati primere koji su primenljivi u praksi i ukazati na potrebe za daljim
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istrazivanjima. U fokusu ce biti: modifikacija teksta iz koga se ¢ita/uci; podrika razvoju
kognitivnih vestina ucenika povezanih sa citanjem; podrska razvoju afektivnih aspekata
licnosti u¢enika koji su povezani sa razumevanjem ¢itanja i efikasne aktivnosti ¢itanja s
razumevanjem u nastavi, nastavnim situacijama, metodama nastave/ucenja. Bitno je napo-
menuti da iako ¢e pojedini Cinioci biti posebno predstavljeni, u svakoj konkretnoj realnoj
situaciji oni deluju u dinamic¢noj interakciji, pa bi zato efikasna pedagoska intervencija
morala da uzme u obzir sve Cinioce istovremeno.

Modifikacije teksta iz koga se ¢ita/uci

Od prvih udzbenika, autori nastoje da podrze proces ucenja didakti¢ckim oblikova-
njem sadrzaja nauke. Pored selekcije i organizacije sadrZaja, autori tekstova namenjenih
¢itanju u Skolskom kontekstu, morali bi biti osetljivi na karakteristike jezika samog teksta.
Konkretno mislimo na sledece:

a. Mikrostruktura teksta. Odnosi se na stilske i lingvisticke parametre teksta (na pri-
mer, koliko je dugacka i sloZzena recenica, koliko ima zavisnih recenica, koliko su reci bliske
ili daleke uc¢enicima tog uzrasta i sli¢no). Istrazivanja kognitivne psihologije ukazala su na
mnoge varijable mikrostrukture samog teksta koje su povezane sa uspe$nim uc¢enjem tek-
stualnog sadrzaja (Cunningham &Stanovich, 2001; McNamaraetal. 1996;2007; Otero, 2002;
Snow, 2002). Primer ovog tipa istrazivanja sa jasnim preporukama za praksu je istrazivanje
Daniele Maknamara i saradnika pod naslovom,Da li je uvek bolje uciti iz dobrih tekstova?”
(Mcnamara et al., 1996). Eksperimentalno je utvrdeno da ucenici koji su dobri Citaciiimaju
odgovarajuce predznanje, efektivnije uce ukoliko u sintaksi nisu dati svi elementi. Dok ¢i-
tajuci nailazimo na preklapanje reciili pojmova, jasno je da se govori o jednoj ideji. Ili, kada
autor teksta koristi priloge zato sto, stoga, predloge usled, zbog, veznike pa, takode, isto, re¢-
ce dakle, osim, upravo, medutim, onaj ko Cita dobija informaciju da medu idejama u tekstu
postoji relacija i kakva je pridodate relacije. Ali, ako se pojedini od navedenih elemenata
recenice izostave, u¢enici su aktivniji u ¢itanju, moraju samostalno da izgrade razumevanje
nedostajucih delova i celine, pokrenu procese samoregulacije, metakognitivhog pracenja
vlastitog razumevanja i ,popravke recenice”. Posledi¢no, bolje nauce ono sto uce. Medu-
tim, ova pravilnost vazi samo za veste citace, slabijim treba $to vise pomodi u samom tek-
stu da bi konstruisali razumevanije. Istrazivanje sugerise da i autori tekstova koji se koriste
u nastavi, ali i nastavnici moraju promisljati i prilagodavati tekstove ucenicima i po ovim
lingvistickim karakteristikama.

b. Makrostruktura teksta. Filozofska, socioloska i psiholoska analiza odnosa jezika
i misljenja (Bernstine, Fuko, Derida, Bachtin, Vigotski, Gee), ukazala je na druge aspekte
teksta koji mogu biti vazni za razumevanje procitanog, kao, kao $to su Zanr teksta ili nje-
gove diskurzivne karakteristike. Mnoga istraZivanja ukazuju na razlike ucenja iz razlicitih
tipova tekstova, pre svega narativnog, ekspozitornog i deskriptivhog (Graesser, 2007;
Otero, 2002; Purcell-Gates et al., 2007). Nalazi uglavhom pokazuju da upotreba narativne
strukture teksta ima pozitivne efekte na ucenje: povec¢ava motivaciju i interesovanje, uce-
nici lakse aktiviraju postojeca znanja, bolji je kvalitet prisecanja i slicno (Duke & Roberts,
2010; Duke & Cartwright, 2019). Ima i oprecnih nalaza (Golke et al., 2019), koji ukazuju
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da se samo kroz susret ucenika i ekspozitornog teksta, moze ostvariti usvajanje sistema
naucnih pojmova i razvoj visih misaonih procesa (Golke et al., 2019; Graesser, 2007; lvi¢
et al., 2013; Otero, 2002).

Osim tipova i Zanrova teksta iz kojih se uci, analiza sadrzaja i analiza diskursa uka-
zuju na potrebu da se u njima utvrduje i ona interpretativna, vrednosna zona koja cesto
nije ocigledna vec implicitna (Anti¢, 2022; 2024; Gee, 2000; 1999). Ova istrazivanja su za-
snovana na socio konstruktivistickom razumevanju jezika koji je neraskidivo povezan sa
socijalnom praksom (Bachtin, 2008; Vigotski, 1983; Gee, 2000). Analiza diskursa (jo$ vise
kriticka analiza diskursa), primenjena na tekstove u nastavi, omogucuje da se identifiku-
ju pogledi na svet i sistemi vrednosti koje ucenici neosetno usvajaju (Anti¢, 2024). Kao
primer naves¢emo analizu diskursa jedne lekcije iz istorije (Anti¢ i sar., 2008). Skoro da
nema udzbenika istorije koji prezentuje sadrZaje vezane za Prvi svetski rat, u kome ne
postoji lekcija o Sarajevskom atentatu. Rec je o dogadaju koji se pouzdano desio i za koji
nema nedoumica oko toga ,kada, ko, kako, gde i $ta” Istrazivanje je primenom pristupa
gramatika price obuhvatilo dvadeset udzbenika istorije iz devet zemalja i pokazalo je kako
se finom manipulacijom elemenata pric¢e (kontekst, zaplet, uloga protagonista i rasplet)
moze formirati vrednosni sud o dogadaju i protagonistima, koji nije samo deo istorijskog
tumacenja, nego i politicke platforme odredene zemlje. Uceci istoriju ucenici nuzno usva-
jaju i te implicitne vrednosne poruke.

UdZbenici svih predmeta imaju moguénost da posreduju jasan vrednosni stav (vi-
deti analizu diskursa razlicitih tekstova iz biologije (Gee, 2000). Zbog toga je vazno da se
u nastavi otvori i pitanje ovih implicitnih vrednosti, pogleda na svet, ideologija, koje svaki
udzbenik dodatno posreduje. Drugim re¢ima, duboko ¢itanje kao preduslov dubokom
ucenju, trebalo bi da ima elemente analize diskursa a zadatak nastavnika bi bio da osigura
nastavnu situaciju u kojoj se kroz smislenu aktivnost uc¢enika, dijalog i pregovaranje o smi-
slui znacenju otkriva interpretativni nivo znacenja teksta (Anti¢, 2024; Gee, 2000).

v. Didakticko prilagodavanje teksta. Istrazivanja i prakti¢ne primena tih istrazZiva-
nja su najbrojnija. Predstavljaju deo svesnih napora da se u samu knjigu za ucenje uve-
de $to vise razli¢itih podrski, potpora, alata za podupiranje procesa razumevanja (lvi¢ i
sar., 2013). U obuhvatnoj sistematizaciji standarda kvaliteta udzbenika, Ivica i saradnika,
opisano je 42 standarda kvaliteta udzbenika od kojih se trinaest odnose na didakticko
oblikovanje sadrzaja a tri na standarde kvaliteta jezika (lvi¢ i sar., 2013). Standardi opisuju
brojne moguce strukturalne komponente udzbenika, konstruisane tako da odrazavaju pri-
stup ,nastave orijentisane na ucenika i u¢enje”. Polazeci od razvojnih, jezickih, kulturalnih
karakteristika u¢enika, komponente imaju za cilj da olaksaju susret u¢enika i organizova-
nog sistema znanja odredene naucne discipline. To su na primer, pitanja i zadaci, grafikoni
i tabele, re¢nik manje poznatih reciisli¢no.

Ipak, istrazivanja sugerisu da nije dovoljno da u¢eniciimaju udzbenik konstruisan po
standardima kvaliteta (Anti¢, 2015; Gurung, 2004). U eksperimentalnom dizajnu jednog
istrazivanja, u¢enici, prethodno ujednaceni po predznanjima i vestini ¢itanja, ucili su lekci-
ju o Zakonu odrzanja mase iz dva tipa teksta: u prvom je sav sadrzaj dat kao linearni tekst,
dok je drugi konstruisan tako da ima brojne strukturalne komponente koje bi trebalo da
budu pro drska ucenju s razumevanjem. Drugi tekst je koristio sredstva za ukljucivanje

350



Nastava i vaspitanje, 2024, 73(3), 345-362

ucenika u interakciju koliko god je to moguce u mediju kao $to je Stampani tekst. Rezultati
su pokazali da nije bilo znacajne razlike izmedu dve grupe u efektima ucenja. Dodatno,
intervju sa ucenicima je ukazao da su strukturalne komponente doziveli kao prepreku
da pridu osnovnom tekstu koji vide kao linearni niz informacija koje jednostavno treba
upamtiti (Anti¢, 2015). U drugom istrazivanju, odnos uc¢enika prema didakti¢ckim pomaga-
lima u tekstu, nije se menjao bez obzira koliko su bili uspesni na proverama znanja (Guru-
ng, 2004). Nalaz ukazuje da je u praksi neophodno, ne samo da ucenici uce iz udzbenika
konstruisanog da bude podrska ucenju, nego i da udzbenik postane deo nastave, da uce-
nici u€e kako da ga koriste i da nastavnici evaluiraju razumevanje a ne puku reprodukciju.
Nacin evaluacije naucenog je najvazniji faktor koji oblikuje ponasanje u¢enika u ucenju.

Podrska razvoju kognitivnih vetina ucenika
povezanih sa ¢itanjem

Efikasna pedagoska intervencija svakako mora biti usmerena i na kognitivne vestine
ucenika. Vazna znanja su proistekla iz istrazivanja kognitivne psihologije o prirodi cita-
nja, o tome koliko je to sloZzena vestina, koje vestine su klju¢ne, kako su organizovane i
slicno. Uglavnom postoji saglasnost da je re¢ hijerarhijski organizovanom setu vestina i
sposobnosti, $to znaci da bez vestog dekodiranja slova i rei, $to su jednostavnije kogni-
tivne vestine, nije moguce savladati kognitivnu vestinu viseg nivoa (recimo razumevanje
zanra i diskursa). Pravac pedagoskih intervencija je jasan: treba poceti sa uvezbavanjem
subsposobnosti nizeg reda, preko razvoja predznanja i bogacenja re¢nika do metako-
gnitivne regulacije i upravljanja vlastitim kognitivnim procesima (McNamara et al., 2007;
Pressley, 2000). Smagorinski i Majer su prepoznali tri klju¢na fokusa: a. Podrska opstim i
osnovnim kognitivnim sposobnostima; b. Razvoj ucenickih znanja koja su specifi¢na za
zadatak (u¢enje citanja romana i ucenje Citanja recepta zahtevaju razli¢ita deklarativna i
proceduralna znanja) i ¢. Razvoj ucenickih znanja o diskurzivnoj prirodi i interpretativnim
karakteristikama teksta (Smagorinsky & Mayer, 2018). Izdvoji¢cemo moguce nacine podsti-
canja pojedinih podprocesa razumevanja procitanog.

a. Razvoj vestine dekodiranja reci. Pretpostavka za to da ucenici razumeju tekst
jeste da mogu da prepoznaju, procitaju i razumeju one reci od kojih se recenica sastoji.
Majer prepoznaje Cetiri komponente kognitivne vestine dekodiranja: prepoznavanje fo-
nema, dekodiranje reci, te¢no dekodiranje reci i razumevanje reci (Mayer, 2008). Istrazi-
vanja pokazuju da nije dovoljno da ucenici mogu da procitaju i razumeju svaku re¢ vec i
da to postane automatizovana, fluentna radnja jer se tako, ograni¢eni kognitivni resursi u
radnoj memoriji, oslobadaju za slozenije procese. Postoje znacajni dokazi da sistematsko
praktikovanje citanja, u skolskim i vanskolskim situacijama doprinosi fluentnom dekodi-
ranju (Cunningham & Stanovich, 2001; Mayer, 2008; Pressley, 2000; Smagorinsky & Smi-
th, 1992; Smagorinsky & Mayer, 2018). Zbog toga su ovi autori osim istrazivanja, aktivho
ukljuceni u popularizaciju ¢itanja medu mladima.

b. Razvoj recnika. Kada se savlada efikasno ¢itanje reci, drugi procesi postaju zna-
¢ajni za razumevanje procitanog (Lalovi¢, 2012). Praktikovanje citanja je i za ovu subspo-
sobnost, bogacenje re¢nika, vazan podsticaj. Ocekuje se da ucenici pod uticajem nastave
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napreduju po 1000-2000 reci godisnje (Smagorinsky & Smith, 1992). Izlozenost novim
rec¢ima nije dovoljna (iako se i tako uce nove reci), vec je efikasnije kada to postane plan-
ski deo nastave (Joshi, 2005; Nagy & Scott, 2000). Recimo, ucenici osnovne $kole nauce
vise novih reci iz re¢nika kada ih njihov nastavnik ukljucuje u diskusiju pre, tokom i posle
glasnog ¢itanja knjige, nego kada nastavnik jednostavno ¢ita knjigu bez razgovora u ra-
zredu (Greene Brabham & Lynch-Brown, 2002).

v. Sticanje opstih znanja, znanja specifi¢nih za sadrzaj ali i lingvistickih znanja.
Istrazivanja potvrduju da sadrzaj dugoro¢ne memorije (on $to osoba ve¢ zna) presudno
utice narazumevanje procitanog (Lalovi¢, 2012). Posledi¢no, kvalitetna nastava i efektivno
ucenje svih Skolskih sadrzaja (i Sire), istovremeno su intervencije za podsticanje kompe-
tencije Citanja.

Posebna kategorija vaznih znanja su metalingvisti¢cka znanja o poziciji, odlukama
i namerama autora, o strukturi samog teksta i njegovoj diskurzivnoj prirodi. Ova znanja
su retko sastavni deo planske nastave iako osim boljeg razumevanja teksta doprinose ra-
zvoju decentracije i drugih opstih kognitivnih sposobnosti (Danielson, 2010; Palincsar &
Magnusson, 2001). Na toj liniji je program ,Pitajte autora” kome je cilj da u diskusiji u¢enici
uoce da iza svakog teksta stoji autor koji je doneo ¢itav niz odluka koje su dovele do teksta
takav kakav je na kraju (Reichenberg & Axelsson, 2006, prema, Danielson, 2010).

g. Posebna grupa znanja koja bi trebalo usavrsavati su znanja o strategijama razu-
mevanja i metakognitivna znanja ucenika. Sva ova znanja, zatim epistemoloska uvere-
nja ucenika ali i razvoj jezika misljenja doprinose samoregulisanom radu na tekstu (Snow,
2002). Vesti ¢itaci umeju da upotrebe sva pomenuta znanja da konstruisu mentalni model
teksta. Osim znanja, u€enici moraju biti osposobljeni za aktivnu primenu strategija sa-
moregulacije. Medu razli¢itim kognitivnim procesima (izdvajanje bitnog, pravljenje pret-
postavki i sli¢no), mnogi autori izdvajaju kao najvaznije osposobljenost za pracenje proce-
sa razumevanja i aktivno menjanje strategija kad razumevanje izostane (Mcnamara, 1996;
McNamara et al., 2007; Otero, 2002). Razvoj aktivne primene strategija se moze podsticati
postepenim povecavanjem tezine teksta na kome ucenici rade (Cunningham & Stanovich,
2001; McNamara et al., 1996; Pressley, 2000). Napori da se tekst razume ne znace nuzno
problem, ali je jasno da je potrebna budna prisutnost nastavnika da proceni i deluje u zoni
narednog razvoja ovih vestina ucenika.

Podrska razvoju afektivnih aspekata licnosti u¢enika
koji su povezani sa razumevanjem citanja

Tradicionalno videnje ¢itanja kao iskljuc¢ivo kognitivnhog angazovanja osobe, pre-
vazideno je dokazima neuropsihologije koji ukazuju na povezanost kognitivne i afek-
tivne sfere. Medutim, i dalje postoje dva bogata, ali ¢esto nepovezana polja istrazivanja
i prakse, prvi ima fokus na lingvistickim a drugi na afektivnim komponentama razume-
vanja proc¢itanog (Katzir & Lipka, 2017). U novim teorijskim modelima ¢itanja objasnjava
se i uloga brojnih emocija (Beck et al,, 2012; Katzir et al., 2018; Liyan et al., 2023; Meer
et al,, 2016). Medutim, vecina programa za podrsku ¢itanja orijentisana je na tehnicke
aspekte ove vestine a mnogo manje na podizanje interesovanja, uzbudenja, suo¢avanja
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sa anksioznosc¢u i brigom (Zaccoletti et al., 2023) i dosadom (National Reading Panel &
National Institute of Child Health and Human Development, 2000). Osim predznanja i
iskustva, svako ko ¢ita ulaZe u susret s tekstom i svoje stavove, vrednosti, sliku sveta, soci-
jalno-emocionalne vestine i odredeni afektivni odnos prema konkretnom tekstu, od do-
sade do brige i uznemirenja (Katzir & Lipka, 2017). U zavisnosti od interesovanja, namere
(svrhe) i afektivnog odnosa prema tekstu, ista osoba ce razlicito koristiti svoje postoje-
Ce strategije i biti razli¢ito prijem¢iva na podrsku u tekstu i podrsku iz socijalne okoline.
U istrazivanju u kome je kombinacija afektivnih i kognitivnih strategija bila deo obuke
¢itanja sa razumevanjem (ELBRCS), u¢enici u eksperimentalnoj grupi su bili su znac¢ajno
bolji na testu razumevanja procitanog i to u visSim nivoima razumevanja (zakljucivanje,
evaluacija i slicno) (Yussof et al., 2013). U drugoj studiji, u¢enici su pokazali znacajno bolji
uspeh u razumevanju samo kad su u tekstu iz koga uce, neutralno formulisani pojmovi,
na primer ,oko”, obogaceni pridevskom prisvojnom zamenicom ,tvoje oko” Ova perso-
nalizacija teksta obezbedila je visi transfer, viSu motivaciju za ucenje i duze vreme prove-
deno u ¢itanju (Dutke et al., 2016).

Empirijski nalazi ukazuju da je vazno i da ucenici izgrade i mentalni model sebe kao
¢itaoca. Ukoliko ucenici imaju identitet uspesnog Citaca, primenjivaée drugacije strategije
razumevanja, vodice drugacije diskusije o tekstu za razliku od uéenika koji uz svoj iden-
titet vezuju da su losi ¢itaci, nezavisno da li je stvarno tako. Razvoj identiteta uspesnog
¢itaoca i /ili citalacko samopoimanje (eng. reading self-concept)je vazan faktor koji moze
osigurati uspeh. Veza je povratna, kada se postize uspeh u ¢itanju, u€enicima ,raste” ose-
¢aj mentalnog blagostanja — dozivljaj smisla, svrhovitosti svojih aktivnosti, zajednistva i
solidarnosti (Katzir et al., 2018; 2022; Sabag-Shushan & Katzir, 2023; Segal et al., 2023).
Dodatno, pojedini autori sugerisu da je osim mentalnog modela sebe, to jest citalatkog
samopoimanja, vazna i teorija uma onog ko ¢ita. Teorija uma se odreduje kao kapacitet
osobe za razumevanje da drugi ljudi imaju mentalna stanja koja pokrec¢u njihove postup-
ke i da se ta mentalna stanja mogu razlikovati od nasih. Bez razumevanja teorije uma i
mogucnosti da zauzmu tude perspektive, deci je tesko da Citaju i razumeju narativne tek-
stove. Autori istraZivanja, prezentuju teoriju uma kao skriveni faktor vaZzan za razumevanje
procitanog (Dore et al., 2018).

Aktivnosti citanja s razumevanjem u nastavi, nastavnim situacijama,
metodama nastave/ucenja

Do sada opisane uvide o zna¢ajnim aspektima podrske u¢enicima na individualnom
planu, trebalo bi integrisati u sam nastavni proces koji se odvija u odeljenju sa tridesetak
ucenika razli¢itih predznanja i ¢italackih vestina. Malo se zna o tome kako se tekstovi/
udzbenici koriste u nastavnom procesu (Johnsen, 1993). Vise znamo na osnovu izvestaja
prakti¢ara i interventnih programa a manje na osnovu istrazivanja. Duga tradicija nasta-
ve orijentisane na sadrzaj predmeta, oteZava da se prepoznaju potencijali nastave raznih
predmeta i na razli¢itim nivoima za podrsku razvoju citalacke kompetencije.

Brojne studije su utvrdile da neke nastavne situacije (pored drugih obrazovnih ciljeva),
imaju potencijal za razvoj jezi¢kih kompetencija posebno razumevanja procitanog (Block et
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al,, 2009; Dole et al., 1991; Li et al., 2024; Palincsar & Brown, 1984; Reynolds & Fisher, 2022).
Izdvojicemo neke: individualni i grupni rad u radnim sveskama; individualno tiho ¢itanje
koje prati i nadzire nastavnik; tiho individualno citanje sa prethodno datom instrukcijom
nastavnika koju vestinu ili strategiju bi trebalo uvezbavati; pojmovno u¢enje (ko-konstrukci-
ja- dva ucenika citaju dva izabrana ekspozitorna teksta na istu temui i ¢itaju jedan drugome i
raspravljaju); tiho ¢itanje koje prati diskusija na nivou razreda; podupiranje - nastavnik pruza
uvremenjenu personalizovanu podrsku i postepeno povecava slozenost tekstova i zadata-
ka; upotreba grafickih organizatora, postavljanje pitanja pre Citanja; interaktivno ¢itanje na-
glas — nastavnik ili u¢enik cita tekst naglas a zatim sledi diskusija (u kojoj se odreduje znacaj
teksta generalno i znacaj za ucenike); situacije u kojima se praktikuje sumiranje, izvodenje
rezimea i zakljuaka nekog teksta ili viSe razlicitih izvora; literarni kruzoci, gde ucenici Citaju
istu knjigu ili tekst i diskutuju; nastavne situacije u kojima nastavnik,glasno misli’, verbalizu-
je misli dok ¢ita tekst i slicno. Posebno izdvajamo reciprocno poducavanje, model nastave koji
su osmislile Palinskar i Braun (Palincsar & Brown, 1984). Uc¢enici uc¢e kako se radi na tekstu
da bi postigli razumevanje. Kroz interakciju s nastavnikom i medusobno, usvajaju strategije
postavljanja pitanja, razjasnjavanja, predvidanja i slicno. Vremenom se pomo¢ nastavnika
smanjuje da bi na kraju, konkretnu strategiju primenili samostalno na novom tekstu.

Sta je zajedni¢ko ovim razli¢itim nastavnim situacijama? Mozemo prepoznati jednu
karakteristiku, a to je dijalog: neke situacije podrazumevaju,,tiho” ¢itanje ili duboko citanje
u kome postoji mogucnost da se ostvari ,dijalog” s tekstom. Druge situacije stavljaju u
smisleni kontekst interakciju, pregovaranje o smislu i znacenju izmedu ucenika i izmedu
nastavnika i u¢enika. MoZzemo redi da je i na ovaj empirijski nacin potvrdena Bahtinova
ideja o dijalogizmu kao klju¢nom sredstvu pomocu koga nastaje smisao i znacenje za
onog ko ¢ita (Bachtin, 2008).

Nekada nastavna situacija moze ukljuciti i tekst koji nije standardni udzbenicki nego
ga nastavnik/ca planski konstruiSe. Na primer, moze biti ,laboratorijska beleznica” (Palin-
csar & Magnusson, 2001) ili privatno pismo jednog nauc¢nika drugom (Muzdeka, 2005).
Efekti ovih primera su visestruki, ne samo na usvajanje znanja i razvoj razumevanja proci-
tanog, nego i na podizanje motivacije, a posebno na razvoj pozitivnog vrednovanja nauke
(koja dobija li¢nu, personalizovanu dimenziju).

Razliciti tekstovi iz nauke (popularna nauke, naucni ¢asopisi, izvestaji) mogu biti do-
bar izvor za ucenje. Struktura tih tekstova i upotrebljeni jezik odrazavaju samu prirodu
naucne discipline, pa je vazno da ucenici uce i jezik svake nauke kao jezik discipline ili zanr
discipline. Danijelsonova smatra da je usvajanje nau¢nog Zanra od strane ucenika vid pro-
cesa akulturacije ka diskursu naucne discipline u kome deca usvajaju i uce da koriste naucni
jezik tako da ga posle mogu koristiti van skolskog konteksta (Danielson, 2010). Zato au-
torka insistira na sledecem: ceo skolski kontekst bi trebalo da podrzava ovu akulturaciju.
Nije dovoljno samo da brinemo o udzZbenicima iz kojih ucenici uce, ve¢ bi trebalo brinuti o
stvaranju ambijenta. Vazna su sva semioticka sredstva jedne nauc¢ne discipline koja su pri-
sutna u okruzenju uc¢enika, na tabli, na panoima, u sveskama, u jeziku nastavnika, u hod-
nicima $kole, svi verbalni i neverbalni znakovi. Bitno je i da u¢enici imaju pristup razli¢itim
zanrovima jedne discipline (izvestajima, biografijama, autobiografijama, monografijama,
tekstovima iz popularne nauke i sli¢no).
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Kao sto pokazuju pojedini programi podrike, kada se deca kroz duzi vremenski pe-
riod (bar godinu dana), stave u situaciju da su okruzena raznovrsnim tekstovima i da su
angazovana relevantnim aktivnostima, obrazovni efekti se visestruko uvecavaju - sticu se
znanja iz naucne oblasti ali i povecava funkcionalna pismenost (Danielson, 2010; Vitale
& Romance, 2007). S toga, Danijelsonova predlaze da svaki nastavnik povremeno preis-
pituje svoj rad i preko slededih pitanja: Koliko i kako koristi tekst u nastavnom procesu?
Koje tipove/zanrove tekstova koristi? Koliko ima eksplicitnog rada u vezi teksta i koliko
meta-tekstualnih razgovora (o strukturi, Zanru, re¢niku discipline i sli¢cno)? Kako se izvode
ove aktivnosti sa tekstovima? Ko ih inicira? Kako se evaluiraju? (Danielson, 2010).

Kultura $kole je takode vazna (Bruner, 2000). Skole su sociokulturne institucije a
ucenje se desava i samim boravkom u skoli, eksplicitno i implicitno. Medu razlicitim fak-
torima koji ¢ine i oblikuju kulturu $kole ¢esto previdamo znacaj $kolskog prostora. Da li
dominiraju ,slusaonice” ili ,ucionice” (Ivi¢ i sar., 2003; Thomas, 2010)? Prostori u kojima
dominiraju slusaonice demotivisu i udaljavaju ucenike od praktikovanja koje je nuzno za
razvoj funkcionalne pismenosti i obrnuto.

Na kraju, prepoznajemo jos neke specificne oblasti vazne za efikasnu podrsku ra-
zvoju pismenosti kojima se dosadasnja istrazivanja nisu dovoljno bavila. Recimo, iako se
sve vide priznaje vaznost socio emocionalnih faktora u ¢itanju i u¢enju, oni nisu dovoljno
istrazivani u poredenju sa konkretnim tehnikama poucavanija ili kognitivnim strategijama.
Zatim, istrazivanja i intervencije usmerene na specificne grupe ucenika, kao $to su pripad-
nici manjinskih socijalnih grupa, u¢enici sa niskim socioekonomskim statusom ili u¢enici
sa smetnjama u razvoju. lako se raznolikost u¢enika sve vise priznaje (bar u dokumentima
obrazovne politike), istrazivanja koja se fokusiraju na uticaj razli¢itih jezickih i kulturnih
konteksta na Citanje nisu toliko brojna.

Zakljucak

Pismenost ne uti¢e samo na pojedince, ve¢ i na drustvo i covecanstvo u celini. Cita-
nje bi trebalo da ostane centralno ljudsko iskustvo u kome su jasne veze izmedu saznanja,
emocija i vrednosti i kao takvo ugradeno u poducavanje svih predmeta na svim nivoima
obrazovanja kao eksplicitan i stalan zadatak.

Svaka pedagoska intervencija koja je zapravo metodoloski gledano, akciono istra-
Zivanje, mora poceti od analize problema. U nasem obrazovnom sistemu, na PISA istra-
Zivanju, petnaestogodisnjaci kontinuirano postizu rezultate ispod proseka zemalja koje
ucestvuju. Postignuce u ¢italackoj pismenosti u razli¢itim ciklusima razlikuje se u nijan-
sama, pa se moze zakljuciti da oko 40% petnaestogodisnjaka nije funkcionalno pisme-
no (lvi¢ i sar., 2021; Videnovic¢ i Capri¢, 2020). IzraZzeno na drugi nacin, nasi u¢enici ne¢e
biti konkurentni svojim vrSnjacima u Evropi jer su rezultati takvi kao da za njima zaostaju
godinu i po dana $kolovanja. U jednom od retkih istrazivanja na velikim uzorcima uceni-
ka, ponovljeno testiranje PISA testom citalacke pismenosti, posle dve godine pohadanja
srednje skole, pokazalo je da ucenici napreduju u proseku 26 poena, dok na nivou zemalja
OECD-a u¢enici za jednu godinu napreduju, u proseku, 38 poena, $to ukazuje da skolova-
nje nedovoljno utice na brzinu napredovanja ucenika iz Srbije (Jovanovi¢ i Baucal, 2016).
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Na individualnom planu, to znaci slabu osposobljenost za dalja u¢enja (ukljucujuci studi-
ranje), ali i sve druge pismenosti, na primer medijsku koja trazi kriticko ¢itanje tekstova, ali
i zdravstvenu, mentalnu, politi¢ku i slicno. Na drustvenom planu to znaci nedovoljan broj
gradana koji mogu da participiraju u vaznim odlukama, za njih li¢no kao i za zajednicu, ali
i slabu opremljenost za sve pokusaje politicke i medijske manipulacije.

U ovom radu smo predlozili kriticne, nezaobilazne aspekte efikasne pedagoske in-
tervencije koja je usmerena na razvoj jezicke pismenosti. Iz prethodno navedenih vaznih
aspekata dobre pedagoske itervencije vidi se koliko su medusobno povezani tekst iz koga
se Cita i udi, karakteristike u¢enika i priroda zadatka (iza koga stoji nastavnik) koji osmislja-
va aktivnost ¢itanja. Mnoga pomenuta istraZivanja su realizovana u skolskom kontekstu,
u njima su ucestvovali nastavnici, pa su nuzno i faktori sociokulturnog miljea $kole ugra-
deni u dobijene rezultate. Dodatno, mera razumevanja je ¢esto procenjivana stepenom
naucenog nastavnog sadrzaja (na razli¢itim nivoima, od paméenja podataka do izvodenja
predikcije i zaklju¢aka). Drugim rec¢ima, iako smo ¢inioce za potrebe ovog rada privreme-
no razdvojili, jasno je da je skoro nemoguce izdvojiti stepen doprinosa svakog posebno.

Na nivou prakse, ova lista vaznih ¢inioca razvoja razumevanja procitanog, moze biti
izvor ideja za kratkoro¢ne i dugorocne akcije koje se realizuju u nastavi svakog predmeta,
na nivou skole i u vanskolskim aktivnostima. Tri su klju¢na zaklju¢ka. Razvoj razumevanja
jezika je pitanje celozivotnog razvoja i sigurno se ne zavrsava pocetnim opismenjavam.
Drugo, nema jednog idealnog resenja niti sigurne pedagoske intervencije. Umesto toga,
svaki nastavnik reSava i donosi odluke u odnosu na ucenike sa kojima radi i u odnosu na
uslove u kojima radi. Iz toga dalje proizilazi da je osmisljavanje pedagoske intervencije, ne
samo strucni vec i kreativni proces — kako domisliti, pronaci nacin koji kognitivno i afek-
tivno ukljucuje ucenike u smislene aktivnosti u¢enja koje doprinose i razvoju pismenosti.
Poput vestog dirigenta, u razli¢itim prilikama, za razli¢ite obrazovne ciljeve, nastavnik bi
mogao da daje prednost nekom od pomenutih faktora: tekstu ili posebnim vezbanjima
kognitivnih ili socio afektivnih vestina ucenika.

Pored nastavnika, odgovornost za efikasnu pedagosku intervenciju leZi na razli¢itim
akterima, preciznije receno razliciti akteri bi u timu imali vodec¢u ulogu. Tim koji sprovodi
pedagosku intervenciju trebalo bi da ima: autore udzbenika, izdavace, stru¢njake za kva-
litet udzbenika, nastavnike, istraZiva¢e obrazovanja iz domena pedagogije, psihologije,
lingvistike, fakultete koji obrazuju nastavnike i tako dalje. Kada govorimo o nasim uslovi-
ma, pretpostavka je da obrazovna politika decentralizacijom i depolitizacijom rada Skola i
nastavnika postavi povoljan ambijent za promene.
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Literacy, in contemporary understanding, is a situational, complex competency embedded
in various social practices. It is therefore conceptualized as a multidimensional literacy en-
compassing numerous dimensions—Ilinguistic, mathematical, scientific, political, economic, media, and
others. However, the development of multiple literacies is achievable only through the advancement of
linguistic literacy, which serves as both a mediator and a moderator for all other forms of literacy. The
most extensively researched aspect of linguistic literacy is reading comprehension, which underpins all
meaningful learning. The aim of this paper is to present, describe, and analyze the critical components
that must be included in educational interventions focused on developing reading comprehension. When
the criterion of focus is applied, empirical findings, support programs, and practical efforts to foster
reading comprehension cluster around several key factors: modification of the text itself from which
reading and learning occur; support for developing students’ cognitive competencies associated with
reading; support for students’ personal and affective competencies; and effective reading activities with-
in teaching, instructional situations, and teaching/learning methods. Each of these aspects of effective
pedagogical intervention is described, analyzed, and exemplified in this paper, with the conclusion that
asynergistic approach is the most efficient way to develop literacy among children and youth.
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Introduction

The importance of literacy in education and overall individual development is wide-
ly recognized and remains a top priority on the policy agendas of all stakeholders involved
in education. Educational policies in many countries are undergoing continuous reform,
re-evaluating approaches, methods, and interventions that can foster the development of
functional literacy within both formal and informal learning contexts. Functional literacy
denotes a threshold below which an individual’s literacy is insufficient to comprehend,
utilize, and reflect upon text, to acquire knowledge needed to achieve personal goals, and
to engage meaningfully in society (OECD, 2019).

Linguistic literacy plays a pivotal role in both individual growth and societal ad-
vancement. It is closely linked to students’ academic success as well as to the length and
quality of their education (Bussiere et al., 2009). Beyond academics, an individual’s literacy
is positively correlated with physical health (DeWalt & Pignone, 2005) and mental health
(Hunn et al., 2023; Lincoln et al., 2017; Maughan & Carroll, 2006; Sentell & Shumway, 2003).
Literacy is negatively correlated with social problems experienced by the individual dur-
ing development. In classrooms where children “struggle” with reading, there is a higher
incidence of conflicts, aggression, even delinquency, early school dropout, and similar is-
sues (Slavin & Madden, 2001). When students’ reading skills are improved, their mental,
social, and physical well-being also see a positive impact.

In addition to studies highlighting the importance of literacy for individual devel-
opment, valuable insights are also provided by international assessments such as PISA
and PIRLS. The advantage of these assessments lies in their cyclical implementation with
representative samples, allowing findings to be generalized across entire student popula-
tions within an educational system. Moreover, these assessments facilitate the tracking of
achievement trends and provide cross-national comparisons of youth competencies (lvi¢
et al., 2021; Mullis et al., 2023; Videnovi¢ & Capri¢, 2020;). Critics of these studies, howev-
er, argue that national curricula and teaching methods do not equally prepare students
for these assessments, potentially disadvantaging some groups. Additionally, it has been
suggested that PISA promotes a “hidden curriculum” (Uljens, 2007) aligned with neoliber-
al economic principles, lacks sensitivity to cultural differences (Eivers, 2010), and diverg-
es from humanistic educational ideals (Liessmann, 2008). Nonetheless, the tasks in these
assessments are based on contemporary definitions of literacy and can serve as valuable
tools for planning educational policy reforms.

Moreover, teaching reading skills in today’s era faces perhaps its greatest challenge
with the rise of digital media, which profoundly shapes the development of young peo-
ple. While brain plasticity may, over time, allow for adaptation to screen-based learning—
requiring a different functional organization—current research increasingly points to
reading difficulties associated with growing up in a digital environment. These include
information overload, a ‘scattered mind, reduced attention span, frequent distractions,
fragmented knowledge, limited capacity for deep reflection, difficulty tracking main ideas
in longer texts, and challenges in retaining information in long-term memory (Firth et
al, 2019; lvi¢, 2019; Vaidhyanathan, 2011). Additionally, the socio-emotional character-
istics of new generations, along with their interests and motivations, reflect shifts such

464



Studies In Teaching and Education, 2024, 73(3), 463-480

as heightened individualism, reduced empathy, decreased belief in the effectiveness of
perseverance and hard work, and a diminished faith in the power of collective action to
bring about change (Terkl, 2011; Tvengi, 2019).

A characteristic of modern culture, in which today’s youth are growing up, is the ex-
ponential increase in all types of printed documents—an expansion unimaginable to pre-
vious generations. Since the 1960s, it is likely that more books, newspapers, journals, and
other written documents have been printed and published than in all previous centuries
since Gutenberg’s time (Brockmeier & Olson, 2009). Now, any text that can be reproduced
oris stored in numerous virtual, public, and private libraries is quickly and easily accessible
to all.

As the sociocultural context changes, so does the theoretical and research approach
to literacy. Multiple theoretical models and empirical research paradigms of literacy have
emerged, as well as approaches to teaching students spoken and written language. The
concept of literacy has been assimilated across various scientific disciplines and social
movements. New understandings suggest that literacy is no longer just about the alpha-
bet; it is increasingly viewed as a fusion of numerous systems of signs, symbols, media,
communication methods, and corresponding practices within a symbolic space that en-
compasses both society and the mind (Brockmeier, 2000).

In other words, today, literacy is not seen as an individual, cognitive, alphanumeric
skill but rather as a situational, complex competency integrated into various social prac-
tices (Anti¢ & Stevanovi¢, 2023; Gee, 2000; New London Group, 1996; OECD, 2019). In a
complex world, literacy manifests itself in its various dimensions: linguistic, mathematical,
media, scientific, digital, economic, political, and so on. However, multiliteracy can only be
achieved through the development of linguistic literacy, which serves as a mediator and
moderator of all other literacies (Anti¢, 2022; Anti¢ & Stevanovi¢, 2023). Linguistic literacy
is primarily expressed as reading literacy and reading comprehension, forming the foun-
dation of all meaningful learning of verbal content.

With new perspectives on literacy, a critical question arises in educating students:
should we teach them a single, general transferable skill, or specific literacies tailored to
various professions (Brockmeier & Olson, 2009)? How should literacy be developed across
different subjects and educational levels? What types of pedagogical interventions would
best support continued development, and which aspects should be addressed? In other
words, what are the critical areas that effective pedagogical intervention should cover?

For the purposes of this paper, we define pedagogical interventions as all intentional,
planned actions within a formal learning context, encompassing teaching materials, the
learning environment, instructional methods, and the involvement of a“more competent
other”. Thus, it refers broadly to any structured educational experience—not limited to
classroom instruction in specific subjects but also including extracurricular, school-based,
and out-of-school experiences organized at any educational level. The term “intervention”
is intended to highlight the focused nature of pedagogical activities. Similar to its usage
in other fields—such as medicine, psychology, and special education—the term here un-
derscores that these efforts are pedagogically targeted and strategically directed toward
the development of linguistic literacy.
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For nearly half a century, science and educational practice have been accumulat-
ing knowledge on what is essential for teaching reading comprehension. Some empirical
studies in this field provide clear practical implications and direct recommendations for
instructional practice; others require further “translation” from theory to practice, and still
others involve well-developed and tested practical methods. Diverse support programs
for developing reading and linguistic literacy have been implemented across various
learning contexts, subjects, and educational levels. However, when these efforts are ex-
amined through the lens of their focal points, several critical areas essential for effective
pedagogical intervention become apparent.

It is important to note that the research mentioned here has emerged from various
disciplines, including linguistics, psycholinguistics, cognitive psychology, and educational
psychology, leading to diverse theoretical foundations. These theoretical models of cog-
nition and language comprehension attribute varying degrees of importance to the cog-
nitive, social, and cultural aspects of reading. Two dominant theoretical approaches can
be identified.

Cognitive theories view literacy as a cognitive skill that develops through direct in-
struction. Reading is seen as a sequence of cognitive steps, including decoding, word rec-
ognition, and the creation of mental representations to comprehend the text. This process
moves from understanding the surface structure of the text and its microstructure to pro-
cesses in working memory, where microstructures are integrated into a macrostructure of
the text (Lalovi¢, 2012). This process occurs through the interaction between the reader’s
cognitive abilities and the text itself.

The socioconstructivist perspective on literacy suggests that the development of
linguistic literacy takes place through situated social practices (Purcell-Gates et al., 2007).
These practices are shaped by the cultural values, knowledge, and expectations of the
community, meaning that the reader constructs meaning within that context. Depend-
ing on social and cultural experiences, the understanding of the same text can vary (Gee,
2000).

This paper aims to offer an overview by identifying and mapping the key elements
that pedagogical interventions should encompass to effectively foster linguistic literacy
and reading comprehension. In other words, it does not advocate for a specific approach
or a particular pedagogical intervention but rather highlights the areas that effective sup-
port for the development of reading literacy should encompass.

The complex and holistic nature of this phenomenon necessitates an eclectic ap-
proach to theoretical frameworks, which offer valuable insights. Therefore, the theoreti-
cal framework of this paper is the heuristic model for reading comprehension research,
the RRSG model (Snow, 2002). In this model, four factors are equally important: the read-
er (including cognitive, affective, and motivational aspects), the text being read (not
only its content but also various linguistic aspects of the text), the reading activities (in-
cluding the nature of the tasks, purposes, and the context in which reading occurs), and
the sociocultural context in which these factors operate. The boundaries between these
elements are permeable, indicating the dynamic nature of the reading comprehension
process (Snow, 2002).
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Thus, the goal of this paper is to map and describe the critical areas for interven-
tion to create an effective approach to developing reading comprehension within formal
learning contexts. Reading, in this context, is necessarily linked to meaningful learning
activities, and the focus is therefore on reading in the service of learning. It is important
to note that this paper does not address initial literacy acquisition but rather the further
development of reading competence in students who have already attained basic litera-
cy. Similarly, specific interventions designed for students with dyslexia and other specific
learning difficulties are beyond the scope of this paper.

Towards Effective Pedagogical Intervention
for Developing Reading Comprehension

In the following sections, we will clarify the importance of each of the key factors
contributing to effective reading, provide practical examples, and highlight areas requir-
ing further research. The focus will be on: modifying texts used for reading/learning; sup-
porting the development of students’ cognitive skills related to reading; supporting the de-
velopment of affective aspects of students’ personalities linked to reading comprehension;
and implementing effective reading comprehension activities within teaching, teaching/
learning contexts, and teaching/learning methods. It is important to note that, although
each factor will be discussed separately, in actual practice, they interact dynamically.
Therefore, effective pedagogical intervention must take all these factors into account si-
multaneously.

Text Modifications for Reading and Learning

Since the earliest textbooks, authors have aimed to support the learning process
through didactic structuring of scientific content. Beyond content selection and organi-
zation, authors of educational texts should carefully consider the linguistic features of the
text itself. Specifically, this includes:

a. Microstructure of the Text: This refers to stylistic and linguistic parameters of
the text (e.g., sentence length and complexity, the presence of subordinate clauses, and
the familiarity of vocabulary for students of a particular age). Research in cognitive psy-
chology has identified numerous microstructural text variables associated with successful
learning of text content (Cunningham & Stanovich, 2001; McNamara et al., 1996; 2007;
Otero, 2002; Snow, 2002). An example of this research with practical recommendations is
the study by Danielle McNamara and colleagues titled “Are good texts always better?” (Mc-
Namara et al., 1996). It was experimentally established that students who are proficient
readers with adequate prior knowledge learn more effectively when not all syntactic ele-
ments are explicitly presented. When readers encounter overlapping words or concepts,
it becomes evident that a single idea is being discussed. Likewise, when the author em-
ploys adverbs such as “because” and “therefore”, prepositions like “due to” and “owing to’,
or conjunctions such as “so” and “also”, along with discourse markers like “thus’, “besides”,
and “however’, the reader is provided with cues about the relationships between ideas in
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the text. When certain syntactic elements are omitted, students are prompted to engage
more actively with the text, as they must infer missing information and reconstruct the
overall message. This process activates self-regulation, metacognitive monitoring, and
sentence “repair’, leading to improved learning outcomes. However, this principle applies
primarily to proficient readers, while less skilled readers require more extensive linguistic
support to construct meaning. These findings suggest that textbook authors and teach-
ers must carefully consider and adjust texts based on these linguistic features to better
support students.

b. Macrostructure of the Text: Philosophical, sociological, and psychological anal-
yses of the relationship between language and thought (Bernstein, Foucault, Derrida,
Bakhtin, Vygotsky, Gee) have highlighted additional aspects of text that can be crucial
for comprehension, such as text genre and discourse features. Numerous studies indi-
cate that learning from different text types—particularly narrative, expository, and de-
scriptive—uvaries in effectiveness (Graesser, 2007; Otero , 2002; Purcell-Gates et al., 2007).
The findings generally show that using a narrative structure in texts has positive effects
on learning: it increases motivation and interest, helps students activate prior knowledge
more easily, and improves recall quality (Duke & Roberts, 2010; Duke & Cartwright, 2019).
However, contrasting findings (Golke et al., 2019) indicate that only through engagement
with expository texts can students develop scientific concepts and higher-order thinking
skills (Golke et al., 2019; Graesser, 2007; Ivi¢ et al., 2013; Otero et al., 2002).

In addition to text types and genres, content analysis and discourse analysis under-
score the need to examine the interpretative and value-laden dimensions within texts,
which are often implicit (Anti¢, 2022; 2024; Gee, 1999; 2000). These studies are based on a
socioconstructivist understanding of language, which is intrinsically linked to social prac-
tice (Bakhtin, 2008; Gee, 2000; Vygotsky, 1983). Discourse analysis (and particularly crit-
ical discourse analysis), when applied to educational texts, enables the identification of
worldviews and value systems that students subconsciously internalize (Anti¢, 2024). An
example is the discourse analysis of a history lesson (Antic¢ et al., 2008). Almost every his-
tory textbook presenting content related to World War | includes a lesson on the Sarajevo
assassination. This event is well-documented, with no ambiguity about “when, who, how,
where, and what."The study analyzed twenty history textbooks from nine countries using
the “story grammar” approach and demonstrated how subtle manipulation of story ele-
ments (context, plot, role of protagonists, resolution), can shape a value judgment about
the event and its protagonists, which goes beyond historical interpretation and aligns
with the political platform of a particular country. Learning history necessarily involves
adopting these implicit value messages.

Textbooks in all subjects can convey explicit value stances (see Gee, 2000). For this
reason, it is essential to address the implicit values, worldviews, and ideologies present-
ed in textbooks. In other words, deep reading—as a prerequisite for deep learning—
should incorporate elements of discourse analysis. Teachers play a vital role in shaping
instructional environments where students, through purposeful activities, dialogue,
and negotiated understanding, explore the interpretative layers of a text (Anti¢, 2024;
Gee, 2000).
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c. Didactic Adaptation of Texts: Although listed last, these represent the most ex-
tensive group of studies and practical applications. They are part of a conscious effort to
introduce a variety of supports, aids, and tools into the textbook to facilitate the com-
prehension process (lvi¢ et al., 2013). In a comprehensive systematization of textbook
quality standards, Ivi¢ and colleagues identified 42 quality standards, thirteen of which
address the didactic structuring of content and three the standards for language quali-
ty (lvi¢ et al., 2013). These standards outline numerous potential structural components
designed to reflect a “student-centered, learning-oriented” approach. Based on students’
developmental, linguistic, and cultural characteristics, these components aim to facilitate
students’ engagement with the organized system of knowledge of a particular academic
discipline. Examples include questions and tasks, graphs and tables, glossaries of less fa-
miliar terms, and more.

However, research suggests that simply providing students with a textbook de-
signed to meet quality standards is not sufficient (Anti¢, 2015; Gurung, 2004). In an exper-
imental study, students with matched prior knowledge and reading skills learned a lesson
on the Law of Conservation of Mass from two types of texts: the first text presented the
content in a traditional linear format, while the second incorporated multiple structural
elements specifically designed to enhance comprehension. The latter text employed var-
ious interactive features to engage students as fully as possible within the limitations of
the printed medium. Results showed no significant difference in learning outcomes be-
tween the two groups. Moreover, interviews with students indicated that they often per-
ceived these structural components as obstacles to accessing the main text, which they
viewed as a linear sequence of information to be memorized (Anti¢, 2015). Another study
found that students’ attitudes toward didactic aids in the text did not change regardless
of their success on knowledge assessments (Gurung, 2004). This finding suggests that, in
practice, it is essential not only to provide students with textbooks designed to support
learning but also to integrate textbook use into instruction actively. Students should learn
how to use the textbook effectively, and teachers should evaluate understanding rather
than mere reproduction. The method of evaluating the learning performance of students
is the most critical factor shaping their learning behaviors.

Supporting the Development of Students’ Cognitive Skills
Related to Reading

An effective pedagogical intervention must undoubtedly target students’ cognitive
skills. Significant insights have emerged from cognitive psychology research on the nature
of reading, highlighting its complexity, the essential skills involved, and how these skills
are organized. There is general consensus that reading involves a hierarchically organ-
ized set of skills and abilities. This means that without proficient decoding of letters and
words—fundamental cognitive skills—it is impossible to develop higher-level cognitive
skills, such as understanding genre and discourse. The direction for pedagogical interven-
tions is clear: begin with practicing lower-order subskills, advance through building prior
knowledge and vocabulary enrichment, and finally foster metacognitive regulation and

469



Slobodanka Anti¢, Jelena Stevanovic¢ « How to Improve Reading Comprehension: Mapping Critical Areas ...

self-management of cognitive processes (McNamara et al., 2007; Pressley, 2000). Smago-
rinsky and Mayer identified three key focuses: (a) support for general and basic cognitive
skills, (b) development of task-specific knowledge (reading a novel vs. reading a recipe re-
quires different declarative and procedural knowledge), and (c) development of students’
understanding of the discursive and interpretive nature of texts (Smagorinsky & Mayer,
2018). Below are strategies for enhancing specific reading comprehension sub-processes.

a. Developing Word Decoding Skills: To comprehend a text, students must be able
to recognize, read, and understand the individual words that form each sentence. Mayer
identifies four components of the cognitive skill of decoding: phoneme recognition, word
decoding, fluent word decoding, and word comprehension (Mayer, 2008). Research shows
that it is not enough for students simply to read and understand each word; they must
also achieve automaticity and fluency, freeing up limited cognitive resources in working
memory for more complex processes. There is substantial evidence that systematic read-
ing practice, both in school and in out-of-school contexts, contributes to fluent decoding
(Cunningham & Stanovich, 2001; Mayer, 2008; Pressley, 2000; Smagorinsky & Smit, 1992;
Smagorinsky & Mayer, 2018;). For this reason, these authors, in addition to their research,
are actively involved in promoting reading among young people.

b. Vocabulary Development: Once efficient word reading is mastered, other pro-
cesses become significant for comprehension (Lalovi¢, 2012). Regular reading practice is
essential also for developing this subskill, as it actively enriches vocabulary. It is expected
that students, with instructional support, should expand their vocabulary by 1,000-2,000
words per year (Smagorinsky & Smit, 1992). Merely exposing students to new words is not
sufficient (although new words can be learned this way); it is more effective when vocab-
ulary development is a structured part of the curriculum (Joshi, 2005; Nagy & Scott, 2000).
For example, elementary school students learn more new words when teachers engage
them in discussions before, during, and after reading a book aloud, rather than simply
reading without class discussion (Greene Brabham & Lynch-Brown, 2002).

c. Acquiring General, Content-Specific, and Linguistic Knowledge: Research con-
firms that the content of long-term memory (what a person already knows) has a decisive
impact on reading comprehension (Lalovi¢, 2012). Consequently, quality instruction and
effective learning of all school subjects (and beyond) simultaneously is a part of effective
interventions to enhance reading competence.

An important category of knowledge includes metalinguistic knowledge about the
author’s position, decisions, and intentions, as well as the structure and discursive nature
of the text itself. Although these skills are rarely an explicit part of formal instruction, they
not only improve text comprehension but also foster decentration and other general cog-
nitive abilities (Danielson, 2010; Palincsar & Magnusson, 2001). Along these lines is the
“Ask the Author” program, which aims to encourage students, through discussion, to rec-
ognize that every text has an author who made numerous decisions that shaped the final
text (Reichenberg & Axelsson, 2006, as cited in Danielson, 2010).

d. This category includes knowledge of comprehension strategies and students’
metacognitive knowledge. These skills, along with students’ epistemological beliefs and
the development of the language of thought, contribute to self-regulated engagement
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with the text (Snow, 2002). Skilled readers know how to use all of this knowledge to con-
struct a mental model of the text. Beyond acquiring knowledge, students must also be
equipped for the active application of self-regulation strategies. Among various cognitive
processes (such as identifying key information, making inferences, etc.), many authors
highlight the importance of the ability to monitor comprehension and actively adjust
strategies when understanding falters (McNamara, 1996; McNamara et al., 2007; Otero,
2002). The development of active strategy use can be encouraged by gradually increas-
ing the difficulty level of texts that students work on (Cunningham & Stanovich, 2001;
McNamara et al., 1996; Pressley, 2000). Efforts to understand a challenging text do not
necessarily signify a problem; however, it is clear that the attentive presence of the teacher
is essential for assessing and supporting these skills within the students’zone of proximal
development.

Supporting the Development of Affective Aspects of Students’
Personalities Related to Reading Comprehension

Traditionally, reading has been viewed as a purely cognitive activity, but this per-
spective has been challenged by neuropsychological evidence demonstrating a link
between the cognitive and affective domains. However, two rich but often separate
fields of research and practice persist, with one focused on linguistic and the other on
affective components of reading comprehension (Katzir & Lipka, 2017). New theoretical
models of reading also emphasize the role of various emotions (Beck et al., 2012; Katzir
et al., 2018; Liyan et al,, 2023; Meer et al., 2016;). Despite this, most reading support
programs still focus on the technical aspects of reading skills, with far less attention
given to fostering interest and excitement, managing anxiety and worry (Zaccoletti et
al., 2023), and reducing boredom (National Reading Panel & National Institute of Child
Health and Human Development, 2000). Beyond prior knowledge and experience,
every reader brings their attitudes, values, worldview, socio-emotional skills, and a spe-
cific affective response to the text, ranging from boredom to concern and anxiety (Katzir
& Lipka, 2017). Depending on interest, purpose, and emotional engagement with the
text, the same person may employ different reading strategies and respond differently
to textual and social support.

In one study where a combination of affective and cognitive strategies was part of
reading comprehension training (ELBRCS), students in the experimental group performed
significantly better on reading comprehension tests, particularly at higher levels of under-
standing (such as inference and evaluation) (Yussof et al., 2013). Another study showed
that students’comprehension improved significantly when neutral terms in a text, such as
“eye,"were personalized, for example, as “your eye."This personalization increased transfer,
boosted motivation, and led to longer reading engagement (Dutke et al., 2016).

Empirical findings suggest that it is essential for students to develop a mental model
of themselves as readers. Students who identify as successful readers will employ differ-
ent comprehension strategies and engage in different discussions about the text com-
pared to students who perceive themselves as poor readers, regardless of their actual
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reading ability. The development of a successful reader identity or “reading self-con-
cept” is an important factor that can contribute to reading success. This connection is
reciprocal: as students experience success in reading, they also experience a growing
sense of mental well-being—feeling a sense of meaning, purpose in their activities, and
a sense of community and solidarity (Katzir et al., 2018; 2022; Sabag-Shushan & Katzir,
2023; Segal et al., 2023;).

Furthermore, some researchers suggest that, in addition to the mental model or
reading self-concept, students’ theory of mind is also crucial. Theory of mind is defined as
the capacity to understand that other people have mental states that drive their actions,
which may differ from our own. Without an understanding of theory of mind and the
ability to adopt different perspectives, children may struggle to read and comprehend
narrative texts. Researchers present theory of mind as a hidden factor essential for reading
comprehension (Dore et al., 2018).

Reading Comprehension Activities in Teaching, Teaching/Learning
Contexts, and Teaching/Learning Methods

The previously discussed insights on supporting students at an individual level must
be incorporated into classroom instruction, where approximately thirty students with
varying backgrounds and reading abilities are present. Little is known about how texts
and textbooks are used in instructional settings (Johnsen, 1993). Most of our knowledge
comes from practitioners’ reports and intervention programs rather than research. The
long-standing tradition of content-focused teaching makes it challenging to recognize
the potential of various subjects and educational levels for supporting the development
of reading competence.

Numerous studies have found that some instructional situations, beyond their pri-
mary educational goals, hold potential for developing linguistic competencies, particu-
larly reading comprehension (Block et al., 2009; Dole et al., 1991; Li et al., 2024; Palincsar
& Brown, 1984; Reynolds & Fisher, 2022). Examples include: individual and group work in
workbooks; silent individual reading monitored by the teacher; silent individual reading
with specific instructions on practicing particular skills or strategies; conceptual learning
(co-construction, where two students read two selected expository texts on the same top-
ic, read to each other, and discuss); silent reading followed by classroom discussion; scaf-
folding (where the teacher provides timely, personalized support and gradually increas-
es the complexity of texts and tasks); use of graphic organizers; asking questions before
reading; interactive read-alouds (where a teacher or student reads a text aloud followed
by a discussion about the text's general significance and relevance to students); activi-
ties that involve summarizing, creating outlines, or synthesizing information from various
sources; literature circles (where students read the same book or text and discuss it); and
instructional situations where the teacher “thinks aloud,” verbalizing their thoughts while
reading, etc. One noteworthy example is reciprocal teaching, a model developed by Pal-
inscar and Brown (Brown & Palincsar, 1984). In this approach, students learn how to work
with a text to achieve comprehension. Through interaction with the teacher and peers,
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they acquire strategies such as questioning, clarifying, predicting, and more. Over time,
the teacher’s assistance decreases, allowing students to independently apply these strat-
egies to new texts.

What do these various instructional situations have in common? They all share one
characteristic—dialogue: some situations involve “silent” or deep reading, where there is
an opportunity for the reader to engage in an internal dialogue with the text. Other sit-
uations place interaction, negotiation of meaning, and sense-making between students
and between students and teachers in a meaningful context. Empirical evidence supports
Bakhtin's idea of dialogism as a crucial means through which meaning and understanding
are created for the reader (Bakhtin, 2008).

Sometimes, instructional situations may include texts beyond the standard textbook,
crafted intentionally by the teacher. For example, these could be “laboratory notebooks”
(Palincsar & Magnusson, 2001) or private letters between scientists (Muzdeka, 2005). The
benefits of these examples are multifaceted—not only for acquiring knowledge and en-
hancing reading comprehension but also for increasing motivation and fostering a posi-
tive appreciation of science (which gains a personal, relatable dimension).

Various science texts (such as popular science, scientific journals, and reports) can
be excellent resources for learning. The structure and language of these texts reflect the
nature of the scientific discipline itself, making it essential for students to learn the lan-
guage of each science as a disciplinary language or genre. Danielson considers students’
acquisition of scientific genre as a form of acculturation into the discourse of a scientific
discipline, where children learn and adopt scientific language, eventually using it beyond
the school context (Danielson, 2010). Thus, she emphasizes the need for a supportive
school environment for this acculturation. It is not enough to focus solely on textbooks;
the learning environment itself should be crafted thoughtfully. All semiotic resources of a
discipline—those present in the student’s surroundings, on the blackboard, on posters, in
notebooks, in the teacher’s language, and throughout the school’s hallways, whether ver-
bal or non-verbal—are significant. It is also crucial for students to access a variety of texts
within a discipline (reports, biographies, autobiographies, monographs, popular science
texts, etc.).

As support programs have shown, when children are immersed in diverse texts and
engaged in relevant activities over an extended period (at least one year), educational
effects are significantly enhanced. Not only do they acquire knowledge in a scientific field,
but their functional literacy also improves (Danielson, 2010; Vitale & Romance, 2007).
Consequently, Danielson suggests that teachers periodically reflect on their instructional
practices using questions such as: How and to what extent are texts used in instruction?
What types/genres of texts are used? How much explicit text-related work is there, and
how many meta-textual discussions (on structure, genre, disciplinary vocabulary, etc.)
take place? How are these text activities conducted? Who initiates them? How are they
evaluated? (Danielson, 2010).

The culture of the school itself is also significant (Bruner, 2000). Schools are socio-
cultural institutions, and learning occurs both explicitly and implicitly through students’
presence in the school environment. Among the various factors that shape school culture,
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the significance of physical school spaces is often overlooked. Do these spaces primarily
serve as “lecture halls” or “classrooms” (lvi¢ et al., 2003; Thomas, 2010;)? Spaces dominat-
ed by lecture-based settings can demotivate students and deter them from engaging in
practices essential for developing functional literacy, and vice versa.

Finally, we recognize other specific areas crucial for effective literacy support that
have not been thoroughly explored in research thus far. Although the importance of so-
cio-emotional factors in reading and learning is increasingly acknowledged, they remain
under-researched compared to specific teaching techniques or cognitive strategies. Addi-
tionally, research and interventions targeted at specific student groups, such as minority
social groups, students with low family socioeconomic status, or students with develop-
mental challenges, are limited. Although student diversity is increasingly recognized (at
least in educational policy documents), studies focusing on the impact of various linguis-
tic and cultural contexts on reading are relatively scarce.

Conclusion

Literacy impacts not only individuals but also society and humanity as a whole.
Reading should remain a central human experience, connecting knowledge, emotions,
and values, and, as such, should be embedded in the teaching of all subjects across all
educational levels as an explicit and continuous objective.

Every pedagogical intervention—essentially an action research effort from a meth-
odological perspective—must begin with a problem analysis. In our educational system,
fifteen-year-olds consistently score below the average of participating countries in PISA
assessments. Reading literacy performance fluctuates slightly across cycles, but around
40% of fifteen-year-olds remain functionally illiterate (lvi¢ et al., 2021; Videnovi¢ & Capri¢,
2020). In other words, our students lag behind their European peers by the equivalent of
one and a half years of schooling, affecting their competitiveness. In one of the rare stud-
ies conducted on large samples, retesting students using the PISA reading literacy test
after two years of secondary school showed an average gain of only 26 points. In OECD
countries, students improve by an average of 38 points per year, indicating that schooling
in Serbia has limited impact on students’ reading progress (Jovanovi¢ & Baucal, 2016).
Individually, this translates to weak preparation for future learning (including higher edu-
cation) and other forms of literacy, such as media literacy, which requires critical reading,
or health, mental, and political literacy. At the societal level, this reflects a lack of citizens
equipped to participate in essential decisions for themselves and their communities, as
well as greater susceptibility to political and media manipulation.

This paper outlines essential, interconnected aspects of effective pedagogical inter-
ventions focused on developing linguistic literacy. The previously discussed components
of successful intervention reveal the deep interdependence among the text, student
characteristics, and the nature of the reading task (as shaped by the teacher) in fostering
comprehension. Many of the cited studies were conducted in school settings, integrating
teacher involvement and the school’s sociocultural context into the findings. Moreover,
comprehension was frequently assessed through varying levels of content mastery, from
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data recall to inference and prediction. Thus, while we have temporarily separated these
components for the purposes of this study, it is evident that isolating the contribution of
each individual factor is nearly impossible.

In practice, this list of essential factors for developing reading comprehension can
inspire both short- and long-term actions implemented in every subject, at the school
level, and in extracurricular activities. Three key conclusions emerge. First, language com-
prehension is a lifelong process that does not end with basic literacy acquisition. Second,
there is no ideal solution or guaranteed pedagogical intervention. Instead, each teacher
must make decisions based on the characteristics of their students and the specific condi-
tions of their classroom. Consequently, designing pedagogical interventions is not only a
professional task but also a creative process—finding ways to cognitively and affectively
engage students in meaningful learning activities that foster literacy development. Like
a skilled conductor, the teacher may prioritize different factors depending on the educa-
tional goals: focusing on text or exercises that enhance cognitive or socio-affective skills.

Beyond teachers, the responsibility for effective pedagogical intervention is shared
by a range of stakeholders, each potentially assuming a leadership role within a collabo-
rative team. This team should encompass textbook authors, publishers, quality assurance
experts, teachers, educational researchers from fields such as pedagogy, psychology, and
linguistics, as well as teacher-training institutions. In our context, creating a favorable en-
vironment for change primarily requires that educational policies decentralize and depo-
liticize the functioning of schools and educators.
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