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Interkulturna osetljivost nastavnika
u kulturno heterogenom kontekstu u Srbiji:
prihvatanje kulturnih razlika ili precenjivanje
sopstvene interkulturne osetljivosti?’
Bojana Dimitrijevi¢®
Fakultet pedagoskih nauka Univerziteta u Kragujevcu, Jagodina, Srbija
Danijela Petrovic
Odeljenje za psihologiju, Filozofski fakultet, Univerzitet u Beogradu,
Beograd, Srbija
Blagica Zlatkovi¢
Pedagoski fakultet u Vranju, Univerzitet u Nisu, Vranje, Srbija
Jelena Starcevié
Fakultet pedagoskih nauka Univerziteta u Kragujevcu, Jagodina, Srbija

—0 =D o<

Predmet ovog rada jeste interkulturna osetljivost nastavnika u kulturno heterogenom
kontekstu u Srbiji, koja je odredena u skladu sa razvojnim modelom interkulturne osetljivosti
Miltona Beneta. Osnovni cilj ovog istraZivanja je da se ustanovi: a) prosecan skor razvojne i opaZzene
orijentacije nastavnika; b) ucestalost ispitanika u razlicitim razvojnim fazama interkulturne osetljivosti;
¢) da li postoje statisticki znacajne razlike izmedu razvojne i opaZene orijentacije ispitanika; d) da li
diskrepancija izmedu opazZene i razvojne orijentacije varira medu razlicitim razvojnim stadijumima u
skladu s pretpostavkom o Daning-Krugerovom efektu. Uzorak je Cinilo 76 nastavnika razredne nastave iz
AP Vojvodine i juzne Srbije. Primenjen je instrument zasnovan na teorijskim postavkama razvojnog modela
interkulturne osetljivosti — Inventar interkulturnog razvoja (u daljem tekstu IDI®)). Rezultati su pokazali
da je razvojna orijentacija nastavnika u proseku u okvirima minimizacije, dok oni procenjuju sopstvenu
interkulturnu osetljivost viSom, u skladu etnorelativistickom orijentacijom u fazi prihvatanja.
Razlike izmedu opaZene i razvojne orijentacije su statisticki znacajne. Diskrepancija izmedu opazZene i

Apstrakt

1 Realizaciju ovog istrazivanja finansiralo je Ministarstvo nauke, tehnoloskog razvoja i inovacija
Republike Srbije (Ugovor sa Filozofskim fakultetom Univerziteta u Beogradu, br. 451-03-66/2024-03/
200163 i Ugovor sa Fakultetom pedagoskih nauka Univerziteta u Kragujevcu br. 451-03-65/2024-03/
200140).

2 bojana.dimitrijevic@pefja.kg.ac.rs
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nastavnici objektivnije procenjuju svoju interkulturnu osetljivost od onih koji su manje interkulturno
osetljivi. Implikacije ovih rezultata kada je re¢ o profesionalnoj ulozi i razvoju nastavnika kao refleksivnih
prakti¢ara su razmotrene u radu.

Kljucnereci: ~ Razvojni model interkulturne osetljivosti; Nastavnici; Inventar interkulturnog razvoja
- IDI®; Razvojna i opaZena orijentacija; Daning-Krugerov efekat.

Uvod

Ucenici iz marginalizovanih kulturnih grupa ¢esto dozivljavaju $kolski neuspeh, kao i
niz drugih teSkoca u obrazovanju. Takve poteskoce su se nekada pripisivale kognitivnimiili
nekognitivnim ,nedostacima” (Bernstein, 2003; Hess & Shipman, 1965; Lewis, 1998; Payne,
2005), ili ,otporu prema obrazovanju” (Fordham & Ogbu, 1986; Ogbu, 2004). Savremena
naucna objasnjenja akademskog podbacivanja uc¢enika iz manjinskih grupa zasnovana su
na premisi multikulturnog obrazovanja o neprilagodenosti skolskog programa i nastave
kulturnim razlikama (Gay, 2013, 2015; Gay & Kirkland, 2003; Ladson-Billings, 2012), ili na
pretpostavkama kriticke teorije o sistematskom reprodukovanju nejednakosti kroz obra-
zovanje (Apple, 2011; Freire, 2014; Gorski, 2008; Skubic Ermenc, 2016). Ove promene u
pristupu problemu akademskog podbacivanja dovode do naglasavanja znacaja razvoja
nastavnickih kompetencija, uklju¢ujudi razvijanje svesti o etickim pitanjima u vezi s profe-
sijom (Banks, 2006), kao i kriticke kulturne svesti i samosvesti (Gay & Howard, 2000; Ville-
gas & Lucas, 2007).

Prema popisu stanovnistva iz 2022. godine, u Srbiji zivi dvadeset jedna etnicka
grupa, sa vise od dve hiljade samoizjasnjenih pripadnika, medu kojima su najbrojniji
Madari, Bosnjaci i Romi (Republicki zavod za statistiku, 2022). Ovakva raznolikost po-
stavlja razlicite izazove za obrazovni sistem, posebno u vezi s pitanjima kvaliteta i pra-
vi¢nosti. Dokazano je da je romska kulturna grupa u nepovoljnom polozaju kada je re¢
o obrazovanju. Nastavnici smatraju da Romi ne vrednuju skolu i obrazovanje (Dimitri-
jevi¢, 2019; Dimitrijevi¢ i sar., 2017; Macura-Milovanovi¢ & Pecek, 2013; Petrovi¢, 2010).
Obuhvat ranim, predskolskim i osnovnim obrazovanjem romske dece je nizak (Baucal,
2012), napustanje obrazovanja je ucestalo (Baucal, 2012; Macura-Milovanovi¢, 2008),
a kvalitet nastave i obrazovni ishodi romskih ucenika su ispod proseka (Baucal, 2006;
Macura-Milovanovi¢, 2008). Pored toga, obrazovna inkluzija dece izbeglica s Bliskog
istoka i u¢enika muslimanskog kulturnog porekla postaje sve vaznije pitanje posled-
njih godina. Postoje indicije da su uc¢enici migranti odbaceni od strane svojih vrinjaka,
da nastavnici sniZavaju ocekivanja i nedovoljno individualizuju nastavu da bi se prila-
godili obrazovnim potrebama ovih ucenika (Simi¢ & Vranjesevi¢, 2019). Imigracija iz
Ukrajine i Ruske Federacije kao posledica rata u Ukrajini takode je naglasila potrebu za
preispitivanjem aktuelnih praksa i mogu¢nosti za ukljucivanje u obrazovanje u¢enika iz
razlicitih etnickih grupa, narocito imajuci u vidu njihovo nepoznavanje srpskog jezika.

Pitanja u vezi s multikulturalno$¢u delimi¢no su prepoznata u zakonima i pravil-
nicima koji regulisu oblast obrazovanja i odgovornosti nastavnika u Srbiji. U ¢lanu 8.
Zakona o osnovama sistema obrazovanja i vaspitanja (2023), medu osnovne ciljeve obra-
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zovanja i vaspitanja uvrsteni su,razvoj i postovanje rasne, nacionalne, kulturne, jezicke,
verske, rodne, polne i uzrasne ravnopravnosti, tolerancije i uvazavanje razli¢itosti”, ,ra-
zvijanje li¢nog i nacionalnog identiteta” i ,razvijanje interkulturalnosti”. Zvani¢ni propis
o standardima kompetencija za profesiju nastavnika i njihovog profesionalnog razvoja
(Pravilnik o standardima kompetencija za profesiju nastavnika i njihovog profesionalnog
razvoja, 2011) navodi sposobnost razumevanja kulturnih razlika medu ucenicima kao
jednu od klju¢nih nastavni¢kih kompetencija. Prepoznato je, medutim, da nedostaju
napori usmereni ka unapredenju interkulturne kompetentnosti, kako tokom inicijalnog
obrazovanja nastavnika tako i tokom kasnijeg profesionalnog razvoja (Petrovi¢, 2016;
Zlatkovic i Petrovi¢, 2016).

S obzirom na nekadasnju i sadasnju kulturnu heterogenost Srbije, kao i znacaj-
nu ulogu koju nastavnici imaju u redukovanju akademskog neuspeha ucenika iz ma-
njinskih zajednica, vazno je ispitati nivo kompetentnosti nastavnika u radu s u¢enicima
iz drugih kultura. Ovaj rad se bavi interkulturnom osetljivo$¢u nastavnika kao klju¢nih
aktera u oblasti obrazovanja. Interkulturna osetljivost je konceptualizovana u skladu
s ubedljivo najpoznatijim modelom - Razvojnim modelom interkulturne osetljivosti
(Bennett, 1986, 2004).

Teorijske osnove istrazivanja

Kompetencije za poducavanje u kulturno heterogenim odeljenjima:
Razvojni model interkulturne osetljivosti

U polju interkulturne interakcije razvijeni su brojni koncepti koji bi trebalo da obja-
sne zbog ¢ega su neke osobe uspesdnije u interakciji s pripadnicima drugih kulturnih gru-
pa. Dominiraju heterogena i uopstena odredenja teorijski neutemeljenih konstrukata
(Deardorff, 2006; Starcevi¢, 2011). Zajednicki imenitelj razlicitih konceptualizacija inter-
kulturne kompetentnosti je sposobnost da se prevazide etnocentri¢ni pogled na svetida
se ,uravnotezi” sopstvena perspektiva s perspektivama drugih (Starcevi¢, 2018). Postoje,
medutim, i upadljive razlike medu modelima. Ve¢ina modela interkulturne kompetentno-
sti su kompozitni modeli koji su usmereni na identifikaciju konstituenata kompetentnosti
(Spitzberg & Changnon, 2009). ,Razvojni” modeli su redi i usredsredeni su na objasnjenje
transformacije nacina na koji ljudi dozivljavaju i razumeju kulturne razlike na razli¢itim
stadijumima duz pretpostavljenog razvojnog kontinuuma (Hammer, 2015; Spitzberg &
Changnon, 2009).

Prema Benetu (Bennett, 1986, 2009), interkulturna osetljivost predstavlja specifi¢an
oblik opazanja i pripisivanja znacenja kulturnim razlikama koji varira na relativno pravilan
nacin kroz stadijume duz kontinuuma od etnocentrizma do etnorelativizma. Etnocentri-
zam se odnosi na pojavu da pogled na svet i uverenja, usvojeni kroz primarnu socijaliza-
ciju, nisu preispitivani te su tako postali norma i osnova za donosenje sudova o kulturnim
razlikama (Bennett, 1986). U najeksplicitnijoj formi etnocentrizam je oli¢en u poricanju
kulturnih razlika, videnju prema kome svi ljudi opazaju svet na isti nacin, odnosno svi
dele iste norme i uverenja. Pogled na svet u fazi odbrane odlikuje napredak u uocavanju i
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prepoznavanju razlika (Bennett, 1986, 2004). Etnocentri¢an je svojom prirodom jer osoba
preterano istice opazene medugrupne razlike i naglasava njihove negativne konotacije
(Bennett, 1986, 2004). Odbrana moze imati formu isticanja superiornosti sopstvene gru-
pe, ili u obrnutoj varijanti, formu veli¢anja ,druge grupe” (Bennett, 1986, 2004; Bennett
& Bennett, 2004). Napominjemo da Hamer (Hammer, 2011) koristi termin polarizacija za
oznacavanje ove razvojne faze i uvodi odbranu i obrtanje u suprotnost kao dve forme
faze polarizacije. Odbrana u okviru Razvojnog modela (Bennett, 1986, 2004) i polarizacija
u Hamerovim razmatranjima (Hammer, 2011) u osnovi imaju isto znacenje i razlike su
iskljucivo terminoloske. Faza minimizacije upucuje na razvoj specifi¢nijih kategorija za
konceptualizaciju razlika, ali ukljucuje i potcenjivanje znacaja razlika i isticanje univerzal-
ne ljudskosti bez obzira na kulturnu pripadnost (Bennett, 1986). Minimizacija se ponekad
posmatra kao prelazna faza izmedu etnocentri¢nog i etnorelativistickog pogleda na svet
(Bennett, 2004; Hammer, 2011).

Etnorelativisticki pogled na svet karakterise smestanje kulture s kojom se ¢ovek
identifikuje u kontekst postojanja drugih kultura, koje se smatraju mogucim i podjedna-
ko vrednim nacinima sagledavanja stvarnosti (Bennett, 1986). U prvoj etnorelativistickoj
fazi prihvatanja, druge kulture i pogledi na svet (npr. uverenja, vrednosti, norme) vide
se podjednako slozenim kao i sopstveni, a osoba usvaja samorefleksivan stav (Bennett,
2004). Kompetentnost za interakciju s osobama razli¢itog kulturnog porekla javlja se u fazi
adaptacije (Bennett, 1986). Konac¢no, poslednja razvojna faza, integracija, ne podrazumeva
unapredenje prethodno dostignutog nivoa kompetentnosti (Bennett, 2004), ve¢ se od-
nosi na redefinisanje kulturnog identiteta osobe, koji sada ukljucuje vise kulturnih okvira
(Bennett, 2004; Bennett & Bennett, 2004).

Odnos izmedu interkulturne osetljivosti nastavnika i njihovih uverenja o kultur-
nim razlikama obraden je u nekoliko studija koje su se zasnivale na kvalitativnim pri-
stupima. Utvrdeno je da su uverenja i percepcije nastavnika uglavnom u skladu s pret-
postavkama koje poti¢u iz Razvojnog modela. Ispitanici u fazama poricanja ili odbrane
opazaju razlike iskljucivo iz perspektive vecinske kulturne grupe (Mantel et al., 2012) i
anticipiraju konflikte u vezi s pitanjima kulture i kulturnih razlika (Leutwyler et al., 2014;
Mahon, 2003, prema Mahon, 2009). Ispitanici u fazi minimizacije pokusavali su da raz-
motre situaciju iz vise uglova (Mantel et al., 2012), izrazavajuci radoznalost i spremnost
da razumeju predmet potencijalnog konflikta iz obe perspektive (Mahon, 2003, prema
Mahon, 2009). Takode su naglasili kulturnu univerzalnost vrednovanja akademskog
postignuca i obrazovanja (Leutwyler et al., 2014). Drugim recima, bili su fokusirani na
slicnosti, a ne na razlike medu studentima razli¢itog kulturnog porekla (Leutwyler
et al., 2014).

Operacionalizacija Razvojnog modela interkulturne osetljivosti: Inventar
interkulturnog razvoja (IDI®)

Na osnovu teorijskih pretpostavki Razvojnog modela, u saradnji s Miltonom Bene-
tom, razvijen je IDI' (Hammer, 2008, 2011; Hammer et al., 2003). Instrument zauzima ista-
knuto mesto uistrazivatkom polju u odnosu na ostale mere interkulturne kompetentnosti
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narocito kada je re¢ o istrazivanjima na velikim uzorcima i kroskulturnim istrazivanjima
(Hammer, 2011). Pregledne studije metrijskih karakteristika i relacija IDI' s drugim rele-
vantnim merama zavrsavaju zaklju¢kom da je instrument validan (Matsumoto & Hwang,
2013; Zhang, 2014). Na uzorcima nastavnika ili studenata nastavnickih fakulteta ustanov-
ljena je pozitivna korelacija interkulturne osetljivosti sa staros¢u ispitanika, samoproce-
nom kompetentnosti za interkulturno obrazovanje i stavovima prema razli¢itim aspekti-
ma inicijalnog obrazovanja nastavnika (Joki¢ & Petrovi¢, 2016), stepenom kooperativnosti
(Mahon, 2009), heterogenoscu skolskog konteksta i viemenom provedenim u drugacijem
kulturnom kontekstu (Westrick & Yuen, 2007; Yuen, 2010).

Distribuciju i administraciju inventara, kao i davanje povratne informacije ispitanici-
ma, moze da vrii samo kvalifikovani administrator koji je prosao obuku. Prvi i drugi autor
rada su kvalifikovani administratori za IDI". Stoga su imali licencu da kupe i primenjuju in-
strument, kao i da pruze povratne informacije ucesnicima. IDI" je dostupan u elektronskoj
formi na vise jezika, ukljucujuci srpski.

Razvojna i opazena orijentacija

Razvojna orijentacija ukazuje na distinktivan nacin opazanja i odnosenja prema
kulturnim razlikama koji ¢e pojedinac najcesce primenjivati kada je suocen s razli¢itoscu.
Opazena orijentacija ukazuje na to kako osobe ocenjuju sopstvenu interkulturnu osetlji-
vost (Hammer, 2008, 2011). Izvestaj o individualnom profilu na IDI" sadrzi informacije o
skoru razvojne orijentacije, skoru opazene orijentacije i o njihovoj razlici (engl. orientation
gap). Posto termin nije prevoden na srpski jezik, u nastavku ¢emo koristiti termine diskre-
pancija ili razlika. Konstruktori instrumenta su naveli da se supstancijalnom u pogledu
toga da li ispitanici precenjuju ili potcenjuju svoju interkulturnu osetljivost moze smatrati
ona razlika izmedu skora opazene i skora razvojne orijentacije koja je veca ili jednaka od
sedam (Hammer, 2009).

Rezultati prethodnih studija pokazuju da je naj¢eséa razvojna orijentacija ili pro-
secan skor razvojne orijentacije nastavnika i studenata nastavnickih fakulteta u rasponu
faze minimizacije (Jokic i Petrovi¢, 2016; Mahon, 2009; Westrick & Yuen, 2007; Yuen & Gro-
ssman, 2009). Ista tendencija se moze primetiti u istrazivanjima usredsredenim na evalui-
ranje obuka namenjenih razvoju interkulturne osetljivosti na malim uzorcima nastavnika
i studenata nastavnickih fakulteta (Cushner & Chang, 2015; He et al., 2017). U jednoj stu-
diji prosec¢na razvojna orijentacija ispitanika je u rasponu orijentacije poricanja/odbrane
(Yuen, 2010). U prethodnoj verziji IDI" koja je koris¢ena u navedenoj studiji, stavke iz ka-
tegorija poricanja i odbrane su imale zasi¢enja na istom faktoru. Shodno tome, ucesnici
u fazama poricanja i odbrane nisu diferencirani. S druge strane, opazZena orijentacija je u
vedini studija u rasponu faze prihvatanja (Cushner & Chang, 2015; DeJaeghere & Zhang,
2008; He et al., 2017; Mahon, 2009; Westrick & Yuen, 2007; Yuen, 2010; Yuen & Grossman,
2009). Dostupni istrazivacki podaci prikazuju upadljive razlike izmedu skorova razvojne
i opazene orijentacije i kod nastavnika i kod studenata nastavnickih fakulteta (Westrick
& Yuen, 2007; Yuen, 2010; Yuen & Grossman, 2009), ali ne ukljuc¢uju informacije o stati-
sti¢koj znacajnosti ovih razlika. Istrazivanje na nenastavni¢ckom uzorku dokumentuje da
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je razlika statisticki znacajna pri ¢emu je opaZena orijentacija znacajno visa od razvojne
(Snodgrass et al., 2018). Ipak, nije nam poznata nijedna studija koja je istrazivala da li
je veli¢ina diskrepancije izmedu razvojne i opaZene orijentacije pod uticajem stepena
interkulturne osetljivosti, kao $to je Hamer nedavno sugerisao (Hammer, 2022). Naime,
baveci se ograni¢enjima kvalitativnih istrazivanja zasnovanih na samoizjasnjavanju, Ha-
mer skrece paznju na to da ova istrazivanja ne uzimaju u obzir tzv. Daning-Krugerov efe-
kat. Ovaj efekat se opisuje kao tendencija osoba s niskim postignu¢ima ka precenjivanju
sopstvenih kompetencija u socijalnom i intelektualnom domenu, moguce usled meta-
kognitivnih ograni¢enja, dok osobe s visim postignu¢ima imaju realisti¢nije samopro-
cene (Dunning, 2011). Hamer (Hammer, 2022) je takode sugerisao da se u slucaju IDI
Daning-Krugerov efekat moze empirijski utvrditi kao razlika izmedu skorova opazZene i
razvojne orijentacije.

Metod

Predmet i cilj studije

Predmet ovog rada je interkulturna osetljivost nastavnika u kulturno heterogenim
sredinama u Srbiji, odredena u skladu sa Razvojnim modelom Miltona Beneta i procenje-
nainstrumentom koji predstavlja operacionalizaciju modela. Prvi ciljistrazivanja bio je da
se utvrde prosecni skorovi razvojne i opazene orijentacije nastavnika, kao i broj nastav-
nika u svakoj od faza interkulturne osetljivosti. Drugi cilj bio je ispitivanje odnosa izmedu
razvojne i opazene orijentacije. Prema dosadasnjim istrazivanjima, srednja vrednost ra-
zvojne orijentacije nastavnika je u opsegu minimizacije, iako nastavnici imaju tendenciju
da procenjuju svoju opazenu orijentaciju kao da se nalazi u opsegu prihvatanja (We-
strick & Yuen, 2007; Yuen, 2010; Yuen & Grossman, 2009); tako je nasa pretpostavka da
postoji znacajna razlika izmedu razvojne i opazene orijentacije kod nastavnika u Srbiji,
pri ¢emu je opazena orijentacija visa (H1). Pretpostavljamo takode da je diskrepancija
izmedu opaZene i razvojne orijentacije veca kod ispitanika sa nizim nivoima interkultur-
ne osetljivosti (H2), $to bi bilo u skladu s pretpostavkom o Daning-Krugerovom efektu
(Dunning, 2011).

Uzorak

Uzimajudi u obzir znacaj interkulturnih kompetencija za nastavnike koji rade u mul-
tikulturnim sredinama, geografske regije Vojvodine i juZzne Srbije su namerno odabrane
za sprovodenje naseg istrazivanja. Medutim, izbor pojedinacnih skola bio je prigodan, tj.
spremnost direktora $kola da olak3aju kontakt izmedu istrazivaca i nastavnika bio je glavni
kriterijum za odabir $kola. Neprobabilisti¢ki uzorak u ovoj studiji je obuhvatio 76 nastav-
nika osnovnih 3kola, od kojih je 3est bilo muskih, a 70 Zenskih. Oni su bili zaposleni u 12
razlicitih Skola: Sest Skola u Vojvodini i drugih 3est u juznoj Srbiji. Nastavnici iz Vojvodine
¢ine 56,6% uzorka (43 nastavnika), dok nastavnici iz juzne Srbije ¢ine 43,4% uzorka (33
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nastavnika). Re¢ je o veoma iskusnim nastavnicima cije prosecno trajanje radnog staza u
skoli iznosi ne$to manje od 21 godine (M = 20.58, SD = 7.69).

Svi nastavnici u odabranim skolama bili su obavesteni o svrsi istraZivanja i garan-
tovana im je potpuna anonimnost pre nego 3Sto su pristali da ucestvuju. Takode im je
objasnjena mogu¢nost da se u bilo kom trenutku povuku iz istrazivanja bez posledica.
Nastavnicima su bili dostupni elektronski obrasci IDI" upitnika na srpskom jeziku, koje su
mogli da popune individualno, kada im to odgovara. Nakon toga su dobili personalizova-
ni izvestaj o IDI" profilu u pisanom obliku, prac¢en povratnim informacijama kvalifikovanog
administratora, u individualnoj sesiji u vidu telefonskog poziva ili onlajn sastanka.

Instrument

Inventar interkulturnog razvoja (Hammer, 2008, 2011; Hammer et al., 2003) je pret-
hodnoopisankaooperacionalizacijaRazvojnogmodelainterkulturne osetljivosti(Bennett,
1986, 2004). U ovom istrazivanju je koris¢ena treca verzija IDI". Instrument obuhvata 50
stavki u okviru sedam petostepenih supskala Likertovog tipa i upitnik u vezi s demograf-
skim karakteristikama ispitanika (Hammer, 2011). Sest supskala predstavlja operaciona-
lizaciju faza Razvojnog modela: Poricanje — sedam stavki (a = .66), Polarizacija/Odbrana
- Sest stavki (a=0.72), polarizacija/Obrtanje u suprotnost — devet stavki (a=0.78), Minimi-
zacija - devet stavki (a = 0.74), Prihvatanje - pet stavki (a = 0.69) i Adaptacija — devet stavki
(a=0.71) (Hammer, 2011). Sedma supskala, Skala izmestenosti iz sopstvene kulture (engl.
Cultural Disengagement Scale), ne smatra se operacionalizacijom razvojnog kontinuu-
ma interkulturne osetljivosti pa tako nije predmet ovog istrazivanja. Primeri objavljenih
stavki /DI su: U svetu bi bilo manje problema ukoliko se kulturoloski razli¢ite grupe ne
bi mesale” (poricanje); ,Ljudi iz drugih kultura nisu toliko bez predrasuda koliko ljudi iz
nase kulture” (polarizacija/odbrana); ,Ljudi su u osnovi isti uprkos ociglednim razlikama
u izgledu” (minimizacija); ,Prikladno je da ljudi iz drugih kultura nemaju nuzno iste vred-
nosti i ciljeve kao ljudi iz moje kulture” (prihvatanje); ,Kada dodem u kontakt s ljudima iz
druge kulture, primec¢ujem da menjam svoje ponasanje kako bih se prilagodio/la njiho-
vom" (adaptacija) (Paige et al., 2003).

Skorovi razvojne i opazene orijentacije istraziva¢ima su dostupni u formi standar-
dizovanih skorova (M = 100, SD = 15), dok je sirov skor nedostupan. Kako je Hamer na-
veo, skor razvojne orijentacije izracunava se primenom ponderisane formule koja je u
skladu s pretpostavkama Razvojnog modela, dok se skor opaZene orijentacije izracuna-
va na osnovu neponderisane formule prethodno pomenutih supskala (Hammer, 2011).
Kronbahova alfa za skalu razvojne orijentacije u celini iznosila je a = .83, dok je za skalu
opazene orijentacije u celini a = .82 (Hammer, 2011).

Obrada podataka

Za obradu podataka koris¢en je SPSS 20.0.
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Rezultati

Deskriptivna statistika: Razvojna i opazena orijentacija nastavnika

U Tabeli 1 prikazani su deskriptivni statisticki pokazatelji za skale razvojne i opaze-
ne orijentacije i njihovu medusobnu diskrepanciju. Prose¢an skor razvojne orijentacije na
uzorku u celini u opsegu je minimizacije (M = 91.53, SD = 13.77), dok prosecan skor opa-
Zene orijentacije (M =119.01, SD = 4.85) pripada fazi prihvatanja (raspon skorova za svaku
od faza je naveden u Tabeli 2). Primenom Man-Vitnijevog U-testa utvrdeno je da izmedu
ispitanika iz dva kulturno i geografski razli¢ita poduzorka, Vojvodine i juzne Srbije, nema
statisticki znacajnih razlika ni u pogledu razvojne orijentacije (Z=-.36, p =.718, r =.04) ni
u pogledu opazene orijentacije (Z= .88, p=.382,r=.10).

Distribucije skorova razvojne i opazene orijentacije na uzorku u celini, kao i na poduzor-
ku nastavnika iz Vojvodine, u skladu su s normalnom raspodelom. Distribucije dve vrste sko-
rova na poduzorku nastavnika iz juzne Srbije su izduzene i odstupaju od normalne raspodele.
Tabela 1 prikazuje vrednosti Kolmogorov-Smirnovljevog testa za uzorak u celini, bududi da
ima vie od 50 ispitanika. Za poduzorke su navedene vrednosti Sapiro-Vilkovog testa.

Tabela 1
Deskriptivni statisticki pokazatelji i znacajnost razlika izmedu prosecnih skorova razvojne
i opaZene orijentacije
S ) K-S/
Skala N M SD Raspon Skjunis  Kurtozis S tdf)/z  dr
ROU 76 9153 1377 4899-12003  -697 833 064 9504m L g0
O0u 76 11901 485 1046313069  -247 35 051 (79
Dlu 76 27.66 941 10.66 - 55.64 763 771 070
ROV 43 9250 1262 589512003  -251 005 982  pqpw .
OOv 43 11883 472 1103113069 324 260 980 (42 '
Div 43 2633 858 10.66-51.36 467 308 976
ROjs 33 90.25 15.26 4899-110.24 -974 1.091 918*
-5012% 062
00Qjs 33 119.25 5.08 104.63-126.91 -890 1420 935*%
Dljs 33 29.39 10.28 15.31-55.64 900 704 927%

Napomena. ROu - Razvojna orijentacija na uzorku u celini; OOu — Opazena orijentacija na uzorku u celini;
Dlu - Diskrepancija izmedu OOu i ROu; ROv - Razvojna orijentacija na poduzorku Vojvodina; OOv - Opazena
orijentacija na poduzorku Vojvodina; DIv - Diskrepancija izmedu OOv i ROv; ROjs — Razvojna orijentacija na
poduzorku juzna Srbija; OOjs — Opazena orijentacija na poduzorku juzna Srbija; Dljs — Diskrepancija izmedu
00js i ROjs; K-S — Kolmogorov-Smirnovljev test; S-W — Sapiro-Vilkov test; t — t test za zavisne uzorke; z -
Vilkoksonov test ekvivalentnih parova; d/r — mera veli¢ine uticaja; * p < 0.05; ** p < 0.01.
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Deskriptivna statistika: Faze interkulturne osetljivosti nastavnika

Broj nastavnika u svakoj od faza interkulturne osetljivosti moze se procitati u Tabeli
2. U Tabeli je takode naveden broj nastavnika u ,prelaznim” kategorijama koje neposred-
no prethode sledecoj fazi (tj. prelaz ka polarizaciji, prelaz ka minimizaciji i prelaz ka pri-
hvatanju). Za ove prelazne kategorije konstruktori ne specifikuju teorijski raspon skorova,
ali ih kategorizuju u nizi stadijum (na primer, prelaz ka prihvatanju se smatra potfazom
minimizacije). Rezultati pokazuju da je vecina nastavnika u fazi minimizacije, dok 30.3% is-
pitanika ostvaruje cak i nize skorove, koji ih smestaju na etnocentri¢ni kraj spektra. Najvisi
stadijum u uzorku je prihvatanje i na njemu se nalazi samo jedan ispitanik.

Tabela 2
Uestalost i procenat ispitanika u odnosu na faze interkulturne osetljivosti
Faza Teorijski raspon skorova Fo % Kumulativni %
1 Poricanje <69 4 53 53
Prelaz ka polarizaciji 1 13 6.6
2 Polarizacija/Odbrana 70-84 8 105 17.1
Polarizacija/Obrtanje u suprotnost 5 66 237
Prelaz ka minimizaciji 5 66 303
3 Minimizacija 85-114 47 618 92.1
Prelaz ka prihvatanju 5 66 98.7
4 Prihvatanje 115-129 1 1.3 100
Adaptacija >130 0 00
Ukupno N 76 1000

Znacajnost razlika izmedu razvojne i opazene orijentacije

Vrednosti t-testa za zavisne uzorke, navedene u Tabeli 1 za uzorak u celini i za po-
duzorak iz Vojvodine, pokazuju da postoji statisti¢ki znacajna razlika izmedu skorova ra-
zvojne orijentacije i opaZene orijentacije. Srednje vrednosti prikazane u istoj tabeli poka-
zuju da ispitanici imaju vise skorove na opazenoj orijentaciji, sto implicira da precenjuju
svoju interkulturnu osetljivost.

S obzirom na to da na poduzorku iz juzne Srbije raspodele skorova razvojne i opa-
Zene orijentacije odstupaju od normalne krive, koris¢en je Vilkoksonov test ekvivalentnih
parova za proveru znacajnosti razlika izmedu ovih skorova. Test je otkrio da je i na ovom
poduzorku razlika znacajna. Pored toga, parametri veli¢ine uticaja (d ili r) pokazuju da
se diskrepancija moze smatrati velikom i na oba poduzorka i na uzorku u celini (Cohen,
1988). Tabela 3 nas dodatno informise da svaka osoba precenjuje svoju interkulturnu oset-
ljivost, uzimajuci u obzir ¢injenicu da je minimalna diskrepancija izmedu skorova opazene
i razvojne orijentacije bila 10.66. Kao $to je prethodno navedeno, da bi se diskrepancija
smatrala supstancijalnom, mora biti jednaka ili ve¢a od sedam (Hammer, 2009).
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Znacajnost razlika prosecne diskrepancije razvojne
i opazene orijentacije medu ispitanicima u razlicitim
fazama interkulturne osetljivosti

Kako bismo ustanovili da li ispitanici u razli¢itim fazama i potfazama u razli¢itoj
meri precenjuju svoju interkulturnu osetljivost, primenili smo analizu varijanse (ANOVA).
Iz analize su isklju¢ene potkategorije sa samo jednim ispitanikom (prelaz ka polarizaciji i
prihvatanje). Rezultati su pokazali da postoji minimalno jedna statisti¢ki znacajna razlika
medu ispitanicima iz razli¢itih potkategorija, F (5, 68) = 39.22, p < .001, sa velikim efektom
n?=.74.

Tabela 3 pokazuje srednje vrednosti diskrepancije izmedu skorova razvojne i opa-
Zene orijentacije koje postepeno opadaju duz razvojnog kontinuuma i rezultate naknad-
nih poredenja srednjih vrednosti diskrepancije, dobijene primenom Tukijevog HSD testa
(pretpostavka homogenosti varijansi nije narusena, Leveneov test homogenosti varijanse
je bio neznacajan, F (5, 68) = 1.92, p =.102). Tabela 3 prikazuje da s porastom interkulturne
osetljivosti ispitanika raste i objektivnost u procenjivanju sopstvene interkulturne oset-
ljivosti, $to znaci da opada diskrepancija izmedu skorova razvojne i opazene orijentacije.
Ispitanici ¢ija je interkulturna osetljivost u skladu s poricanjem najvise precenjuju svoju
osetljivost. Za njima slede ispitanici u fazama polarizacija/odbrana, polarizacija/obrtanje u
suprotnost i prelaz ka minimizaciji, medu kojima nema statisti¢ki znacajnih razlika. Ispita-
nici iz ove tri kategorije precenjuju svoju interkulturnu osetljivost u manjoj meri u odnosu
na ispitanike u fazi poricanja i u ve¢oj meri u odnosu na one koji su u fazama minimizacije
i prelaza ka prihvatanju. Kona¢no, ispitanici iz faza minimizacije i prelaza ka prihvatanju,
medu kojima nema statisti¢ki znacajne razlike, najmanje precenjuju svoju interkulturnu
osetljivost, $to znaci da imaju najmanju prose¢nu diskrepanciju izmedu razvojne i opaze-
ne orijentacije.

Nalazi u Tabeli 3 takode pokazuju da se potkategorije koje su teorijski kategorizo-
vane u istu fazu u pogledu prosec¢ne diskrepancije razvojne i opazene orijentacije zaista
statisticki ne razlikuju (na primer, potkategorije minimizacija i prelaz ka prihvatanju su
svrstane u istu kategoriju — fazu minimizacije). Ovi nalazi podrzavaju pretpostavku da su
faze homogeni supsetovi u pogledu prosecne diskrepancije: poricanje kao zaseban supset;
polarizacija u obe forme i prelaz ka minimizaciji kao drugi supset; minimizacija i prelaz ka
prihvatanju kao tredi supset.

Tabela 3
Prosecna diskrepancija razvojne i opaZene orijentacije i znacajnost razlika prosecne diskrepancije
izmedu ispitanika na razlicitim stadijumima/podstadijumima

Faza Md  RasponMd  Polarizacija/  Polarizacija/ Prelaz ka Minimizacija ~ Prelazka
(SD) Odbrana Obrtanje minimizaciji prihvatanju

Poricanje 5093 41.54-5564 14.78 ** 14.58%* 17.58%* 27.18% 33.27%
(6.55)

Prelaz ka 44.95 /

polarizaciji (/)
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Polarizacija/ 36.15 31.14-39.71 - -0.20 2.80 12.40%* 18.49%*

Odbrana (3.12)

Polarizacija/ 3635 32.97-39.74 - 3.00 12.60%* 18.69%*

Obrtanje (3.00)

Prelaz ka 3335 2993-34.95 - 9.60** 15.69%*

minimizaciji (2.15)

Minimizacija 2375 13.33-32.86 - 6.09
(5.13)

Prelaz ka 1766 12.86-26.01 -

prihvatanju (4.97)

Prihvatanje 10.66 / -

(/)

Napomena. Md - srednja vrednost diskrepancije izmedu razvojne i opazene orijentacije; **p <. 001

Diskusija

Prvi cilj ovog istrazivanja ticao se utvrdivanja nivoa interkulturne osetljivosti nastav-
nika koji rade u Skolama u kulturno heterogenim sredinama u Srbiji i skoro su svakod-
nevno u kontaktu s u¢enicima iz drugih kultura ili njihovim roditeljima. Specifi¢cnost ovog
istrazivanja u poredenju s prethodnim ogleda se u podrobnom ispitivanju odnosa izmedu
razvojne i opazene orijentacije, tj. toga kako nastavnici opazaju kulturne razlike i kako se
odnose prema njima (razvojna orijentacija), a kako sebe procenjuju u vezi s tim (opazena
orijentacija).

Rezultati ove studije pokazuju da nastavnici imaju prosecan skor razvojne orijentacije
u opsegu faze minimizacije, $to je takode najucestalija razvojna orijentacija u nasem uzorku.
Ovi nalazi su podudarni s rezultatima prethodnih studija na uzorcima nastavnika (Jokic i Pe-
trovi¢, 2016; Mahon, 2009; Westrick & Yuen, 2007). Studija je takode otkrila da postoji znaca-
jan broj ispitanika sa skorom nizim od minimizacije — 23,7% nastavnika u fazi polarizacije i
6,6% u fazi poricanja — vise nego sto bi bilo ocekivano u odnosu na rezultate istraZivanja na
velikim uzorcima (Hammer, 2011), ali u skladu s prethodnim istraZivanjem u Srbiji na uzorku
nastavnika (Joki¢ & Petrovi¢, 2016). Medutim, treba primetiti da prethodno istrazivanje nije
sprovedeno iskljucivo u sredinama u Srbiji koje se smatraju kulturno heterogenim.

Koje su moguce karakteristike pogleda na svet i percepcije kulturnih razlika nastavnika
u fazama polarizacije i poricanja? Prema pretpostavkama Razvojnog modela, etnocentri¢na
videnja u njihovom najotvorenijem vidu u fazi poricanja karakterise neuocavanje kulturnih
razlika koje je rezultat ili situacione izolacije od drugih grupa ili namerne separacije. Fazu pola-
rizacije karakterise hijerarhijsko vrednovanje i stereotipi o kulturnim grupama (Bennett, 1986).
Postojeci nalazi sugerisu da nastavnici u fazi polarizacije i odbrane pozicioniraju sebe kao one
koji su izvan”iskustva pripadnika manjinske grupe, bez ispoljavanja namere da uzmu u obzir
visestruke perspektive (Mantel et al., 2012). Ovi nastavnici takode anticipiraju mogu¢nost kon-
flikta s roditeljima iz manjinskih grupa, ali u znatno manjoj meri sa samim ucenicima, za koje
misle da su pod uticajem kulturne grupe kojoj pripadaju (Leutwyler et al., 2014). Tako je oceki-
vano da u skladu s pretpostavkama Razvojnog modela i citiranim kvalitativnim istrazivanjima
opisana etnocentri¢na uverenja i stavove deli priblizno trec¢ina uzorka u ovoj studiji. U svetlu
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ovih i predasnjih sli¢nih nalaza u Srbiji (Joki¢ i Petrovi¢, 2016), smatramo da je neophodno
resavati pitanje unapredivanja kompetencija nastavnika za rad s u¢enicima iz drugih kulturnih
grupa i njihovim porodicama.

Osobe u fazi minimizacije, u kojoj je vecina nastavnika u ovoj studiji, ali i inace,
uocavaju razlike medu razli¢itim kulturnim grupama, medutim, umanjuju im znadaj i
smatraju norme sopstvene kulturne grupe univerzalno primenljivim (Bennett, 1986).
U svom kasnijem radu Milton Benet (Bennett, 2004) sugeriSe da faza minimizacije ima
elemente prelaza ka etnorelativizmu jer se ,drugi” uglavnom ne sagledavaju na stereo-
tipan nacin i priznaje se ljudskost pripadnika svih kulturnih grupa. Nastavnici u fazi mi-
nimizacije mogu izraZzavati uverenja da kultura ima mali znacaj u poredenju s bioloskim
slicnostima svih ljudi, kao i da su svi ljudi sli¢ni u pogledu svojih potreba, motivacije za
postizanjem uspeha, teznje za slobodom i individualnoscu, religijskim iskustvima itd.
(Bennett, 1986). Univerzalni principi koji se primenjuju na sve ljude bez obzira na nji-
hovo kulturno poreklo poti¢u iz sopstvenog kulturnog referentnog okvira i nedostaje
kulturne samosvesti da bi se poreklo referentnog okvira potpuno razumelo (Bennett,
2004). To implicira da nastavnici koji smatraju da su svi ljudi u sustini isti, Sto znaci da
ih pokrecu ili bi trebalo da ih pokrecu sli¢ni motivi i teznje, posledi¢no mogu prenebre-
gnuti kulturne razlike ili potceniti njihov znacaj u interakciji s u¢enicima i roditeljima iz
raznolikih kulturnih zajednica. Iz istih razloga mogu rede prilagodavati svoje ponasanje
u interakciji s ovim ucenicima i roditeljima, kao i svoje instrukcije, aktivhosti namenjene
ucenju i pristupe ocenjivanju ucenika.

Obe istrazivacke hipoteze u pogledu odnosa razvojne i opaZzene orijentacije su po-
tvrdene u ovoj studiji. Naime, razlika izmedu dve orijentacije je znacajna i nastavnici su, u
proseku, opazali sebe kao da su u fazi prihvatanja (tj. njihova opazena orijentacija je visa,
kao sto je navedeno u H1). Nastavnici veruju da procenjuju jednako kompleksnim druge
kulture i sopstvenu kulturu, da su sposobni da opazaju razlike u sustinskim vrednostima
i ponasanjima, kao i da zauzimaju samorefleksivan stav (Bennett, 2004). Drugim re¢ima,
nastavnici opazaju sami sebe kao tolerantne i sposobne da promisljaju pitanja kulturnih
razlika. Ovaj nalaz je takode u skladu s prethodnim istrazivanjima (Mahon, 2009; Westrick
& Yuen, 2007). Neobjektivna samoprocena moze biti dodatna prepreka za razvoj jer se ne
uvida potreba za unapredivanjem kompetencija (Dunning, 2011).

Prema saznanjima koje imamo, jedinstveni doprinos ovog istrazivanja postoje¢em
korpusu empirijskih ¢injenica jeste u nalazu da postoji dosledan obrazac u odnosu izme-
du razvojne i opaZene orijentacije: ispitanici sa nizim skorovima na razvojnoj orijentaciji
imaju vecu diskrepanciju izmedu razvojne i opaZene orijentacije nego ispitanici sa visim
skorovima. U sustini, veca diskrepancija izmedu razvojne i opazene orijentacije znaci da se
vise precenjuje sopstvena interkulturna osetljivost (Hammer, 2022). Stepen precenjivanja
opada sa porastom interkulturne osetljivosti. Nasa druga hipoteza je time takode potvr-
dena. Verujemo da ova pravilnost, kao $to je nedavno sugerisao konstruktor instrumenta
(Hammer, 2022), a za koju postoje jasni pokazatelji u ovim nalazima (u srednjim vredno-
stima diskrepancija, rezultatima Tukijevog HSD testa), odrazava delovanje Daning-Kruge-
rovog efekta.
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Prakti¢ne implikacije

Sklonost refleksiji nad sopstvenom praksom smatra se vaznom i pozeljnom ka-
rakteristikom nastavnika uopste (Korthagen, 2014; Radulovi¢, 2011), ali i elementom
specifi¢nijih kompetencija za poducavanje u kulturno heterogenom kontekstu (Banks,
2006; Gay & Howard, 2000; Villegas & Lucas, 2007). Stoga, relativno niska interkulturna
osetljivost nastavnika udruzena s tendencijom precenjivanja sopstvene interkulturne
osetljivosti ukazuje na znacajnu potrebu za unapredivanjem kompetencija nastavnika.
Precenjivanje interkulturne osetljivosti (najvidljivije kod osoba ¢ija je interkulturna oset-
ljivost na najnizem nivou) implicira neuspesnu refleksiju nad sopstvenim profesionalnim
iskustvom i posledi¢no teskoce u istrazivanju i unapredivanju sopstvene nastavne prak-
se.Verujemo da je ovakvo precenjivanje posebno nepovoljno kada je re¢ o samorefleksiji
u pogledu vaznih elemenata u profesionalnom razvoju nastavnika, kao $to su samopro-
cena kompetencija, preispitivanje sopstvenih uverenja, profesionalnog identiteta i pro-
fesionalne misije (Korthagen, 2014).

Neuspesnost u tome da se uoci da postoji potreba za promenom (na metako-
gnitivnom nivou) i mogudi otpor promeni mogle bi biti glavne prepreke za inicijalno
obrazovanje i profesionalni razvoj koji bi imali za cilj unapredenje interkulturne kom-
petentnosti nastavnika. Optimalno bi bilo da programi profesionalnog razvoja budu di-
zajnirani u skladu s trenutnim nivoom interkulturne osetljivosti nastavnika, umesto da
se fokusiraju na ucenje specifi¢nih sadrzaja (Bennett, 2004; Dimitrijevic i Petrovi¢, 2014;
Petrovi¢, 2018). Programi koji su usmereni na redukovanje stereotipa i predrasuda, s po-
sebnim naglaskom na sli¢cnostima medu ljudima, bili bi prikladni za nastavnike u etno-
centri¢cnim fazama. Za nastavnike u fazi minimizacije neophodno je naglasavati znacaj
zapostavljenih razlika i njihovih obrazovnih implikacija (Bennett & Bennett, 2004). Bilo
bi posebno korisno ako bi nastavnici pohadali obuke prilagodene njihovim specifi¢cnim
potrebama, na osnovu procene njihovih trenutnih kompetencija, i sprovedene na po-
drzavajuci nacin.

Ogranicenja i preporuke za buduca istrazivanja

Osnovno ogranicenje ove studije proistice iz ¢injenice da je IDI" zasticen autorskim
pravom i da sirovi podaci nisu dostupni istrazivacima. Dodatna ogranicenja proizlaze
iz prigodnog odabira $kola (unutar namerno odabranih multikulturnih sredina) i velici-
ne uzorka nastavnika, $to u celini uzev zahteva oprez prilikom generalizacije nalaza. U
bududim istrazivanjima trebalo bi da se prosiri uzorak i da se ciljano odaberu ispitanici s
bogatim medunarodnim iskustvom, kako bi se povecala verovatnoca identifikacije i uklju-
¢ivanja ispitanika u fazama prihvatanja i adaptacije. Na taj nacin bi bilo moguce proveriti
pretpostavke o Daning-Krugerovom efektu i kada je re¢ o ispitanicima u visim fazama
interkulturne osetljivosti.
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Zakljucci

Ovo istrazivanje pruzilo je uvid u interkulturnu osetljivost, tj. razvojnu orijentaciju
iskusnih nastavnika koji rade u multikulturnim sredinama u Srbiji, kao i njihovu procenu
sopstvene interkulturne osetljivosti, tj. opaZenu orijentaciju. Utvrdena je znacajna razlika
izmedu razvojne i opaZzene orijentacije i zaklju¢eno je da nastavnici precenjuju svoju in-
terkulturnu osetljivost. Konac¢no, analiza podataka u vezi s ovom diskrepancijom otkrila je
obrazac koji ima kako teorijski tako i prakti¢ni znacaj.
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U radu se uporedno razmatraju dva koncepta skolskog prostora — ,siguran prostor” i
,bezbedan prostor’, koriste¢i obrazovni i arhitektonski pristup. Ukazuje se na razlike ali i
preklapanja ova dva pojma. U radu se takode analiziraju medunarodna iskustva u projektovanju
bezbednih skolskih prostora i postoje¢a zakonodavna reSenja za bezbednost u skolskim zgradama u
Srbiji. Ostvarivanje uslova sigurnog i bezbednog $kolskog prostora je razmatrano na nivou propisa,
preporuka i postojecih mera. Pokazalo se da zakonodavna reSenja mera bezbednosti u Skolskim zgradama
ne uklju¢uju konkretne preventivne mere koje se odnose na bezbednost i sigurnost u pomenutom
kontekstu. Konstatovano je da razvijanje koncepta ,sigurnog”i,bezbednog” prostora u srpskim skolama
zahteva reviziju postojecih propisa. Da bi se omogucilo efikasno upravljanje bezbednos¢u uopste, kao
i upravljanje u vanrednim situacijama, prilikom projektovanja skolskih zgrada treba voditi racuna o
arhitektonskoj logici prostora i ljudskom faktoru. Takode, svaka aktivnost usmerena na donosenje
prostorne regulative i organizovanje sistema reagovanja unutar skolske zgrade na bezbednosne rizike
treba da uzme u obzir specificnosti pojedinacnih skolskix zgrada. Novim propisima treba osigurati

Apstrakt

1 Ovajrad je napisan u okviru Programa istrazivanja Instituta drustvenih nauka i Inovacionog centra
Masinskog fakulteta za 2024. godinu uz podrsku Ministarstva nauke, tehnoloskog razvoja i inovacija
Republike Srbije, kao i u okviru projektne aktivnosti,Vrednosni aspekti bezbednosti u obrazovno-
vaspitnom sistemu” koju realizuje Institut drustvenih nauka, i istrazivanja podrzanog od strane
Ministarstva nauke, tehnoloskog razvoja i inovacija Republike Srbije po ugovoru 451-03-66/2024-03/
200213 od 05.02.2024. godine.
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bezbednost za sve subjekte koji su ukljuceni u vaspitno-obrazovni proces, pri cemu Skolsko okruZenje
treba da odgovara potrebama ucenika i nastavnika, uz mogucnost menjanja i prilagodavanja obrazovno-
kulturnoj zajednici.

Kljucne reci: siguran prostor, $kola, bezbedan prostor, arhitektura skolskih zgrada.

Uvod

Bezbednost je veoma Siroka tema koju mozemo da razmatramo kao fizicku bez-
bednost i kao kvalitet okruzenja u kojem se osoba oseca slobodnom da izrazava svo-
je misdljenje i bude ono sto jeste. Usled tragi¢nog dogadaja pucnjave u jednoj skoli u
Beogradu, u domacoj javnosti je postala dominantna tema bezbednosti u skolama, tj.
bezbednosti u Skolskom prostoru. Ni naucna istrazivanja na ovom polju nisu izrodila
jedinstven teorijski pristup izu¢avanju bezbednosnih rizika u $kolama, Sto predstav-
lja prepreku za stvaranje nau¢no zasnovanog i prakti¢no upotrebljivog hipotetickog
okvira za procenu i odgovor na heterogene rizike s kojima se suocava $kolska omladina
(Kekovic i sar., 2012).

U obrazovaniju sve vise dolazi do preklapanja pojmova bezbednosti (eng. security) i
sigurnosti (eng. safety), odnosno oni se ¢esto povezuju kroz sintagmu,bezbednost i sigur-
nost u Skolama” (Vallinkoski & Koirikivi, 2020: 103). Koncept sigurnosti ima razne dimen-
Zije, od fizicke sigurnosti od zemljotresa, do socijalne sigurnosti od siromastva i iskljuce-
nosti. S druge strane, koncept bezbednosti se odnosi pre svega na bezbednost od fizickih
napada na telesni integritet, sa razli¢itim stepenom Zivotnog ugrozavanja. U skladu s pre-
ovladujuc¢im pristupom da se bezbednost/sigurnost posmatra kao jedinstven koncept,
predlazu se modeli za resavanje glavnih problema u skolama u vezi s ovim aspektom.
U strateskim dokumentima se govori o ,sveobuhvatnoj sigurnosti” (eng. comprehensive
safety), koja obuhvata veoma Sirok spektar pitanja sigurnosti/bezbednosti: od psihosoci-
jalne sigurnosti i vr$njackog nasilja i sadrzaja kurikuluma, do kontrole rizika od katastrofa,
nasilja i klimatskih promena (GADRRRES, 2022).

U radu ¢emo razlikovati dva koncepta koji se odnose na bezbednost, tj. sigurnost.
Koncept,sigurnog prostora” ima pre svega socijalnu i psiholosku osnovu, ali takode i fizic-
ku prostornu komponentu. Drugi koncept koji je tesno vezan za dimenziju fizi¢ckog pro-
stora u obrazovanju odnosi se na bezbednost u uzem smislu reci u okviru skolske zgrade
i prostora izvan zgrade koji joj pripada. Ovde mislimo na zastitu fizickog integriteta, kako
od opasnosti spolja (,amok situacije”) (Vulevi¢, 2019) tako i od opasnosti unutar skole (vr3-
njacko nasilje).

Prostor skole je prvenstveno drustveni prostor koji oznacava drustveno uokvi-
ravanje fizickog, geografskog ili materijalnog supstrata (Reed-Danahay, 2015). On je
definisan sociokulturnim obrascima shvatanja $kole kao obrazovne institucije i osnov-
nog instrumenta javnog obrazovanja. Skola kao ,dru$tveni prostor” podrazumeva
spoljasnje prostorne granice (koje odreduju fizi¢ki okvir skolskog prostora), i unutras-
nje prostorne granice (koje odreduju razli¢ite funkcije skole, tj. kompartmentalizaciju
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prostora unutar datih granica Skole). U tako Sirokom okviru, postavlja se pitanje kako
u praksi artikulisati kontrole rizika koji se odnose na fizicku bezbednost, uz postovanje
principa sigurnog prostora kao socijalne i psiholoske kategorije. Na koji nacin se odre-
duju granice ,sigurnog prostora” unutar skole, a na koji nacin ,bezbednog prostora“?
Da li postoje odredeni delovi skole koji su posebno namenjeni sigurnom prostoru (na
primer, kabinet psiholoske i pedagoske sluzbe) a neki fizickoj bezbednosti u slucaju
rizika? Da li se norme ponasanja prostorno ogranicavaju u realizaciji principa sigurnog
i principa bezbednog prostora?

Prostor Skole postaje predmet intervencija u skladu sa zahtevima ,sveobuhvat-
ne sigurnosti” i bezbednosti, dakle sigurnost i bezbednost se tretiraju kao celina, a
ne pojedinac¢no. U radu se bavimo fizickim i prostornim dimenzijama regulisanja dva
glavna zahteva koja smo prepoznali kao jezgro savremenih paradigmi: zahtev za ,si-
gurnim prostorom” (eng. safe space) i zahtev za fizickom bezbednos¢u. U kombinaciji,
ova dva pojma imaju podjednako simboli¢ko i prakti¢no znacenje, a u ovom radu nas
posebno zanima prostorni i fizicki aspekt sigurnosti, odnosno bezbednosti. Kako se
ona operativno sprovodi (sistemi bezbednosti unutar prostora skole)? Kako se prostor
segmentira prema bezbednosnim rizicima (zgrada, dvoriste)? Kako se definisu uloge
aktera u skoli u kontroli prostorne bezbednosti (roditelji, nastavnici, ucenici, uprava)
- ko ima nadleznost da proverava prostorije, ko ima pristup kom delu prostora? Kako
se prostor bezbednosno kontrolise, koja su arhitektonska resenja, raspored kontrolnih
punktova, evakuacioni izlazi itd. Osim toga, vazno pitanje je da li dolazi do kolizije dva
koncepta u realnosti Skolskog okruzenja - sigurnog prostora kao drustveno toleran-
tne sredine, s jedne strane, i bezbednosti kao zastite od rizika fizickog ugrozavanja, s
druge strane, posebno iz perspektive prostorne regulacije i arhitektonskih resenja. U
domacoj literaturi nema mnogo radova o ovom pitanju (Hebib i Zuni¢ Pavlovi¢, 2018;
Tadi¢, 2022).

»Siguran prostor” kao skolski prostor

Znacenje sigurnosti u ovom kontekstu odnosi se na kombinaciju fizicke bezbedno-
sti i slobode da se otvoreno iznose stavovi i govori o sebi. Poslednjih godina ovaj termin
je sve viSe zastupljen u obrazovnim dokumentima, kada se govori o dimenziji ,sigurnog
prostora” koji se vezuje za slobodu i prava ucenika.? Vaznost ove teme prepoznatajeiu
zvani¢nim dokumentima i preporukama Saveta Evrope, pa se tako u dokumentu Putoka-
zi,siguran prostor” definise kao mesto gde su,ucenici u mogucnosti da izraze svoje sta-
vove i otvoreno govore, ¢ak i ako se razlikuju od pozicija nastavnikaili vrSnjaka” (Jackson,
2014: 48). Fizicka bezbednost tu pada u drugi plan.

"

3 Urelevantnoj literaturi mogu se naci razlicite definicije koje opisuju koncept,sigurnog prostora
(eng.,safe space”). Vazno je napomenuti da je koncept,bezbednog prostora” potekao od feministickog
i LGBT pokreta 1970-ih godina proslog veka, i da je prvobitno koris¢en za imenovanje ,fizickih mesta
za sastanke gde su istomisljenici mogli da se sretnu i podele svoja iskustva u bezbednom okruzenju”
(Flensner & Von der Lippe, 2019: 276).
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S druge strane, pojedini autori, kao $to su Domalevska i saradnici (Domalewska et al.,
2021), ukazuju da ,siguran prostor bez rizika predstavlja ‘hrabri prostor, naime okruzenje
slobodno od zlostavljanja i podsmeha” (Domalewska et al., 2021: 36). Siguran prostor je
drustveni prostor u metaforickom znacenju i podrazumeva okruzenje ili sredinu. Takav
Jprostor” u skolama vezuje se za fizicki prostor u kojem ucenici borave tokom obrazov-
no-vaspitnog procesa, a to su ucionice, Skolske prostorije (kancelarije, sale za sport i rekre-
aciju, trpezarija, Skolsko dvoriste, nastavnicke kancelarije i sl.). Taj prostor oznacava okru-
zenje koje podrzava ucenje, gde je zastupljeno prosocijalno nacelo kojim se obezbeduje
da se pojedinci, tj. u¢enici postuju uprkos razlikama. Medutim, u SAD u praksi se pokazalo
da koncept ,sigurnog prostora” (safe space) cesto moze izazvati negativan efekat, gde
preventivna upozorenja o merama sigurnosti i bezbednosti mogu sama po sebi delovati
uznemirujuce na ucenike, a predavadi i literatura sa potencijalom da izazovu neprijatna
osecanja mogu biti odstranjeni iz kurikuluma (Byron, 2017).

Autori Domalevska i sar. (2021) navode da se ,ucionice bezbednog prostora u obra-
zovnim ustanovama razlikuju od politike bezbednog prostora u visokoskolskim ustano-
vama ili radnim mestima jer se pravila i ciljevi kohabitacije razlikuju” (Flensner et al., 2019,
prema: Domalewska et al., 2021: 36). Siguran prostor je prvenstveno prostor za u¢enje koji
treba da obezbedi pozitivnu atmosferu koja podstice u¢enike da razbiju svoju izolovanost,
i doprinosi formiranju saradnje unutar zajednice tj. u¢ionice (Biegel, 2010; Gawlik-Kobylin-
ska, 2021; Kislyakov et al., 2014, prema: Domalewska et al., 2021: 36). Takav prostor podra-
zumeva klimu u ucionici u kojoj se svi ucesnici u vaspitno-obrazovnom procesu osecaju
bezbedno, gde pritom svi mogu da iskazu svoje misljenje i osecanja bez straha da ce biti
meta nasilja, uznemiravanja ili govora mrznje” (Domalewska et al., 2021: 36). Takav pristup
je podsticajan za interakciju unutar prostora bez straha i podsmevanja, jer se u takvom
prostoru ,podrzava njihovo blagostanje, otpornost i moralni identitet” (Domalewska et
al., 2021: 36; Kislyakov, 2014 ).

Karakteristikama obrazovnog okruzenja mogu se smatrati faktori sredine koji defi-
nisu psihosocijalno blagostanje svih subjekata vaspitno-obrazovnog procesa (Kislyakov
et al., 2014), i podjednako je vazno za ucenike i nastavnike. Samo u sigurnom prostoru
nastavnik moze da primeni individualni pristup svakom uceniku i,stvori prostor za inte-
rakciju subjekat-subjekat” (Antonova, 2013: 286, prema: Kislyakov et al., 2014). Vestina
nastavnika da formira ,tolerantni prostor” uklju¢uje sinergiju mnogih elemenata kao $to
su prihvatanje subjekata bez obzira na razlicitost (starost, rasa, etni¢ka grupa, jezik, mate-
rijalni polozaj itd.) i administraciju (Pogodina, 2006, prema: Kislyakov et al., 2014).

S druge strane, treba imati u vidu da je kod klime bezbednog prostora kao socijal-
nog okruzenja glavni preduslov medukulturni dijalog, s jedne strane, i istrazivanja razli-
¢itosti misljenja, vrednosti i stavova, s druge strane (Domalewska et al., 2021; Jackson,
2014). Ovakav ambijent podstice samootkrivanje kod ucenika prac¢eno razli¢itim izazo-
vima, ali jedino na ovaj nacin dolazi do kognitivhog, emocionalnog i drustvenog razvoja
(Vygotsky, 1978) pojedinca, tj. u¢enika. Medutim, klima bezbednog prostora ne podra-
zumeva ,udobnost” (Domalewska et al., 2021), pa moZemo govoriti o socijalno-psiho-
loskoj sigurnosti u razli¢itim situacijama. Vaspitno-obrazovne institucije moraju da rade
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na stvaranju pozitivnog okruzenja za ucenje koje obuhvata komponente fizi¢kih resursa
(u¢ionice, materijali, tehnologije, i sl.) (Velissaratou & Blyth, 2017).

Treba imati u vidu da intersekcionalni pristup podrazumeva da je bezbedan prostor
nemoguc¢ za pripadnike marginalizovanih grupa u kontekstu dominantnih institucija. 1z
tog razloga, okvir bezbednog prostora je u nekim kontekstima, suprotno ideji otvorene
multikulturalne komunikacije, rezultirao isklju¢ivanjem neprijatnih tema i davanjem pri-
mata udobnosti u¢enika i nastavnika. Ovako shvacen, pojam bezbednog prostora je ¢esto
kritikovan (Haidt & Lukianoff, 2019).

Sve vise seisti¢e i vaznost inkluzivnosti $kolskog okruzenja, koja doprinosi da se uce-
nici osecaju bezbedno i prijatno (Joseph et al., 2023). Tako je jedan od klju¢nih elemenata
medunarodnih obrazovnih smernica i $kolskih politika Sirom sveta upravo izgradnja inklu-
zivnijih Skola, za koje se smatra da podsti¢u pozitivne odnose izmedu ucenika i smanjuju
vrénjacko nasilje te unapreduju opstu dobrobit u¢enika (Margas, 2023). Neka istrazivanja
(Baeva, 2023; Flynn, 2018) su pokazala da je u cilju prevencije potencijalno ugrozavaju-
¢ih situacija u Skolskom okruzenju neophodno posvetiti paznju socijalno-emocionalnom
ucenju i angazZovati se na formiranju pozitivnih vrednosti kod ucenika, kao i obuciti na-
stavnike da prepoznaju i reSavaju probleme koji nisu lako uocljivi (nasilnistvo i sl.). Praksa
je pokazala da Skolska zgrada moze da ima veliki uticaj na proces ucenja, nastavu i odnose
ucenika i nastavnika (Harber, 2021). Zbog toga bi Skolske zgrade trebalo projektovati tako
da podsticu u¢enje, u skladu s teorijom i praksom u oblasti obrazovanja i psihologije zivot-
ne sredine (Dyck & Lippman, 2023).

Ipak, koncept ,sigurnog prostora” kao socijalno bezbednog okruzenja u skoli sve
vise pada u drugi plan sa novim rizicima u Skolskom prostoru. Ucestale pojave pucnjava
u Skolama (eng. school shootings) stavile su fizicku bezbednost u¢enika u fokus i otvorile
polemiku o nacinu projektovanja $kolskih zgrada kako bi se minimizovale zrtve do kojih
dolazi prilikom ovih napada. Preporuke o pozZeljnim prostornim resenjima koja treba da
podstaknu toleranciju i komunikaciju unutar $kole mogu da budu u koliziji sa prioritetom
fizicke bezbednosti. Stoga ¢emo se u nastavku rada pozabaviti ovim drugim konceptom
bezbednosti iz perspektive arhitektonskih reSenja za bezbednosne rizike u Skolskim zgra-
dama.

Skolska zgrada kao bezbedan prostor

Posle Drugog svetskog rata, porast broja dece skolskog uzrasta i reforma u prav-
cu demokratizacije obrazovanja doveli su do promene propisa u projektovanju skolskih
zgrada i uspostavljanja dinamicnije prostorne veze s okruzenjem (Tiskevi¢, 2023). Ovakva
otvorena koncepcija $kolskih zgrada ucinila ih je dostupnijim lokalnoj zajednici. Medutim,
otvorenost $kole za komunikaciju s okruzenjem ujedno je ¢ini podloznom bezbednosnim
rizicima. Usled ucestalosti ovakvih dogadaja poslednjih decenija, postalo je neophodno
raditi na unapredivanju bezbednosti $kolskih zgrada. Tako je prilikom projektovanja skol-
skih zgrada pored prakti¢nih, estetskih i ekonomskih zahteva, potrebno uzeti u obzir i
bezbednosne zahteve (Tiskevic, 2023).
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Savremena 3kola treba da kombinuje efektivni dizajn s fizickim, socijalnim i psi-
holoskim potrebama korisnika (Blue, 1998). To usloZnjava proces projektovanja posto
arhitekte moraju da izbegnu Stetne efekte preventivnih mera bezbednosti koje mogu
izazvati strah i nelagodu kod ucenika. Potrebno je pronadi inovativna prostorna resenja
koja mogu da sprece i ogranice nasilje, ali koja ne narusavaju karakter podsticajnog okru-
Zenja za ucenje. Na ovaj nacin stvorile bi se povezane, otvorene 3kolske zajednice u skla-
du s drustvenim, psiholoskim, ekonomskim faktorima i faktorima Zivotne sredine (AIA,
n.d.). Prostorni elementi koji doprinose bezbednosti mogu ukljucivati razli¢ite barijere
u kretanju, ograni¢avanje pristupa ili sigurnosne sisteme. Oni treba da budu $to manje
primetni i projektovani kao sastavni deo prostornog resenja. U suprotnom, obrazovni
proces, emocionalni razvoj ucenika i njihovo drustveno ponasanje mogu biti ugrozeni
(Schneidawind, 2018).

Medutim, jedan od glavnih problema koji se namece je nedostatak smernica i pri-
stupa adekvatnim informacijama za projektovanje skolskih zgrada. Pri tome, ne postoji
jedinstveno projektno resenje koje moze biti primenjeno u svakoj skoli, ve¢ ono mora
biti prilagodeno konkretnoj populaciji u¢enika, zahtevima lokacije, i potrebama lokalne
zajednice (Schneidawind, 2018). Kada se govori o unapredivanju bezbednosti $kolskog
okruzenja, moraju se uzeti u obzir ne samo vanredne okolnosti, ve¢ i uobicajeni problemi
koji ugrozavaju bezbednost, s kojima se ucenici i nastavnici mogu susresti svakodnevno,
kao sto je vrsnjacko nasilje. Zbog toga je, pored strategija za unapredivanje bezbednosti,
neophodno voditi racuna i o aspektima koji doprinose ,sigurnom prostoru” u psihosoci-
jalnom smislu. Dobins isti¢e da treba uciniti pristupacnim prostorije za savetovanje i psi-
holosku podrsku tako $to ¢e biti locirane u blizini biblioteke ili neke zajednicke prostorije
(Dobbins, 2018).

Rasprava o bezbednosti u skolskom prostoru mora uzeti u obzir individualni doZiv-
ljaj javnog prostora razli¢itih aktera u 3koli — u¢enika, nastavnika, roditelja. Skolski prostor
je ujedno i javni prostor. A percepcija bezbednosti u javnom prostoru kod dece $kolskog
uzrasta razlikuje se od razumevanja rizika kod odraslih. Jedno istraZivanje o percepciji ri-
zika za decu u javnom prostoru u Srbiji pokazalo je manje ostru podelu javno-privatno
nego na Zapadu, kao i ve¢u autonomiju mobilnosti dece u prostoru u odnosu na druge
zemlje (Tomanovi¢ & Petrovi¢, 2006). Isto istrazivanje je pokazalo da je anksioznost u vezi s
rizikom u Srbiji relativno niza od ocekivane, a roditelji vise pribegavaju instruktivnim nego
restriktivnim merama u kontroli rizika u prostoru (Tomanovic & Petrovi¢, 2006). Naravno,
iskustvo takode uti¢e na promenu percepcije. Prvo masovno ubistvo u skoli u Srbiji mozda
¢e promeniti dominantni kulturni skript u reagovanju na opasnosti u javhom prostoru,
ukljucujuci i skolski prostor.

Ekstremne situacije bezbednosnog rizika i Skolski prostor

Sjedinjene Americke Drzave beleze najvise slucajeva ekstremnih situacija sa mo-
gucim teskim posledicama, pre svega onih u vezi s oruzanim napadima u $koli. Zbog
toga su razvijeni posebni protokoli bezbednosti koji se od 2013. godine moraju uvaziti
prilikom projektovanja Skolskih zgrada ili rekonstrukcija vecih obima postojecih objekata
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(OSPI, 2013; Vulevi¢, 2019). Kada su u pitanju ekstremne situacije gde se predvida da opa-
snost dolazi iz spoljasnjeg okruzenja, bezbednosne strategije zasnivaju se na otezavanju
pristupa unutrasnjem prostoru $kolske zgrade fizickim preprekama, posebno projekto-
vanim prostornim elementima i sistemima kontrole ulaska u skolski prostor. Istovreme-
no, radi se na omogucavanju brze evakuacije iz unutradnjeg prostora $kolske zgrade u
slucaju nuzde, planiranjem putanja za bekstvo. Vazno je i da se u okviru skolske zgrade
obezbede sigurna mesta za skrivanje u slu¢aju nemogucnosti evakuacije. Navedene pre-
ventivne mere mogu ukljucivati razlic¢ite elemente arhitektonskog i pejzaznog dizajna,
kao i upotrebu savremene tehnologije i posebnu prostorno-funkcionalnu organizaciju
Skolske zgrade.

Prostorno-funkcionalna organizacija $kolske zgrade je polazna osnova za stvaranje
sigurnog i bezbednog okruzenja. Neki autori isti¢u da zona glavnog prostora skole sa uci-
onicama i prostorijama sa prate¢im sadrzajima u kojima borave ucenici treba da bude od-
vojena od ulaznog hola, uz koji treba da budu grupisane prostorije javne namene (usluz-
ni toaleti, sale za sastanke/prijem roditelja i kancelarije za rad sa strankama) kojima nije
ogranicen pristup (Cassidy, 2014). Takode, ulazni hol sa prijemnim delom treba da bude
i fizicki odvojen od glavnog dela 3kole, i ¢esto se preporucuje zastakljivanje staklom ot-
pornim na metke. Medutim, ova preporuka ne vazi za sve prostorije, tj. zastakljivanje oko
ulaza u ucionice treba izbegavati jer se na taj nacin mogu stvoriti tzv. bezbednosne nise
u slepim tackama koje se ne mogu sagledati iz hodnika (Flynn, 2018). Ulaz treba da bude
pozicioniran tako da se kretanje posetilaca moze pratiti kako iz glavnog prostora Skolske
zgrade i prijemnog dela, tako i sa partera i javnih povrsina. Preporucuje se ogranicen broj
ulaza, sa tehnologijom nadzora i provere, kao $to su kamere i detektori metala koji mogu
biti locirani unutar prvih dvostrukih vrata. U slu¢aju da detektori nesto otkriju, druga vrata
se ne otvaraju dok ih ne otvori obezbedenje (Schneider, 1998; 2007). Takode, pozeljno
je omoguciti vise alternativnih izlaza u slucaju hitne evakuacije (Kirk, 2018). Postojanje
jednog ulaza i izlaza moze stvoriti efekat uskog grla, ¢ineci u¢enike posebno ranjivim me-
tama tokom guZzve koja se stvara u vreme dolaska i odlaska iz skole. Najzad, preporuka
je i da osoblje u prijemnom delu prode obuku kako bi ta¢no znalo 3ta da radi ili koga da
pozove ako se otkrije pretnja (Flynn, 2018). PoZeljno bi bilo i da postoje sigurne sobe na
strateski odabranim lokacijama u celoj zgradi, sa sigurnosnim bravama i metalnim vratima
(Kirk, 2018).

Takode se preporucuju i planska resenja za Skolsko dvoriste i prilaz skoli. Staza kojom
se pristupa Skolskoj zgradi treba da bude projektovana tako da usporava kretanje, upotre-
bom razli¢itih prostornih prepreka koje su deo parternog reSenja* (Flynn, 2018). Stru¢njaci
za bezbednost smatraju da dobro razradena parterna redenja salju poruku da je ljudima
stalo do $kole, i da mogu odvratiti od loSih namera. Medutim, zelenilo u parteru treba da
bude pazljivo uredeno da ne bi zaklanjalo pogled i da se ne bi moglo iskoristiti kao mesto
za skrivanje (Cassidy, 2014). Pristupna staza i pripadajuce povrsine partera treba da budu
lako sagledive iz unutradnjeg prostora skolske zgrade (Flynn, 2018).

4 Parterno redenje ili pejzazno arhitektonsko reSenje obuhvata poploc¢ane povrsine za okupljanjeiili
komunikaciju (staze), parking i zelenilo neposredno u zoni Skolske zgrade, kao pripadajuci spoljasnji
prostor izmedu $kolske zgrade i povrsina javne namene.
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»Siguran prostor” kao koncept nije moguce ostvariti ako fizi¢cka organizacija prostora
ne podsti¢e komunikaciju, otvorenost i povezanost u nastavnim i socijalnim aktivnostima
u skoli. Arhitekta Brotman koji se zalaze za ,otvoreni prostor” u resavanju bezbednosti
Skolske zgrade, navodi primer ,kisne baste” oko skole (kao ,$anac”) ¢ija je dobra strana to
da nije toliko primetna kao deo projektnog resenja, a ima bezbednosnu funkciju (Schnei-
dawind, 2018). To je primer prostorne organizacije u kojoj su povezani koncepti,sigurnog
prostora’, kao pozitivnog socijalnog okruzenja, i fizicke bezbednosti.

Pored ovih, primenjuju se i strategije unapredivanja bezbednosti Skolskih zgrada za-
snovane na performansama evakuacije (eng. performance-oriented). Pokazalo se da svaki
pojedinac sledi tri principa prilikom donosenja odluka u procesu hitne evakuacije: pra-
¢enje instinkta, pracenje iskustva i ograni¢ene racionalnosti (Pan et al., 2005, prema: Lian
et al., 2023). U kriznoj situaciji, vecina ljudi ima tendenciju da napusti zgradu putem koji
im je najpoznatiji (Lian et al., 2023). Pored toga, za predvidanje ponasanja prilikom eva-
kuacije u skolskim zgradama treba posmatrati i interakcije izmedu evakuisanih i okoline,
dakle, uzeti u obzir druge pojedince i prostorne prepreke. Rezultati simulacije evakuacije
uz pomo¢ programskog paketa za modeliranje AnyLogic platform u jednoj osnovnoj skoli
u Hangdzou u Kini pokazali su da nacin na koji su projektovane komunikacije u skolskoj
zgradi, dimenzije i pozicije hodnika i stepenista mogu da uticu na ishod evakuacije (Lian
et al,, 2023). Simulacija evakuacije u 3koli ,Svetozar Markovi¢” u Nisu uz pomoc¢ specijal-
nog softvera Pathfinder, pokazala je da je za efikasnost evakuacije vazna brzina kretanja,
i da ona treba da bude u odredenim granicama, kako ne bi do3lo do stvaranja ¢epova
na prolazima i izlazima iz $kolske zgrade, koji bi uzrokovali zastoje (Jevti¢, 2023). U SAD,
kada je re¢ o napadima tipa ,aktivnog strelca”, vec¢ina skola ima protokole o ponasanju
u ovakvim situacijama, a veliki broj takode sprovodi obuke nastavnika i u¢enika i vezbe
evakuacije (Flynn, 2018).

Mere bezbednosti u Skolskim zgradama u Srbiji

U Srbiji nisu propisani posebni bezbednosni uslovi koje 3kolska zgrada mora da is-
puni, osim onih koji su u vezi s protivpozarnim propisima. U ¢lanu 92. Zakona o osnovama
sistema obrazovanja i vaspitanja (SI. glasnik RS, br. 88/2017, 27/2018-dr. zakoni i 10/2019)
propisani su Uslovi za pocetak rada i obavljanje delatnosti ustanove, koji, izmedu ostalog,
obuhvataju i higijensko-tehnicke uslove (sanitarne i protivpozarne), u skladu s propisi-
ma. Prema Pravilniku o izmenama i dopunama Pravilnika o blizim uslovima za osnivanje,
pocetak rada i obavljanje delatnosti osnovne skole, pri projektovanju, izgradnji, dogradniji,
rekonstrukciji, adaptaciji i opremanju skolskih objekata treba se pridrZavati nacionalnih
standarda o gradenju javnih objekata: standarda pristupacnosti, protivpoZarne zastite,
energetske efikasnosti, bezbednosti i drugih standarda iz oblasti projektovanja i izgrad-
nje objekata (Pravilnik o izmenama i dopunama Pravilnika o blizim uslovima za osniva-
nje, pocetak rada i obavljanje delatnosti osnovne $kole, 2020).

U pogledu preventivnih mera bezbednosti, Normativi skolskog prostora predvida-
ju odredene mere koje su vise vezane za prostorno-funkcionalnu organizaciju, kretanje
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i pristupacnost, nego $to su konkretno proizvod razmatranja bezbednosti. Izuzetak je
propis koji predvida da skolski kompleks (koji uklju¢uje $kolsku zgradu, $kolsko dvoriste
locirano uz $kolsku zgradu i neposredno povezano s ulazima u $kolsku zgradu, sportske
terene, zelene povriine, prilaze za pesake i vozila, dostavno dvoriste i parkiraliste) bude
ograden zastitnom ogradom visine do 180-210 cm, kao i propis koji nalaze da se pri izbo-
ru uze lokacije skolske zgrade, pored tehnickih i ostalih, uzimaju u obzir i uslovi povoljne
nosivosti i seizmike, kao i bezbednosti od prirodnih katastrofa. Prilazi za pesake i vozila
po pravilu treba da su odvojeni. Kod svih spratnih objekata treba obezbediti lift dimen-
zija i ostalih karakteristika prema standardima pristupacnosti. Medutim, ne postoje ja-
sne smernice za prostorno-funkcionalnu organizaciju u pogledu bezbednosti, na primer
da prostorije za zaposlene i viSenamenski prostor u okviru zajednickih prostorija budu
prostorno odvojeni od nastavnih prostorija. Postoji jedino smernica da administrativne
prostorije budu grupisane i smestene $to bliZze ulazu u $kolsku zgradu (Pravilnik o izme-
nama i dopunama Pravilnika o blizim uslovima za osnivanje, pocetak rada i obavljanje
delatnosti osnovne skole, 2020).

Nedavno objavljeni priru¢nik Ministarstva prosvete o postupanju u kriznim situaci-
jama u skolama nedovoljno razmatra prostorne faktore (Vukovic i sar., 2024). Prirucnik se
uglavnom bavi psiholoskim aspektima reagovanja tokom i nakon kriznih dogadaja i daje
samo nekoliko smernica vezanih za prostor 3kole. Istice se da svaka $kola treba da ima
plan evakuacije, bezbedna mesta kao skrovista i mesta ponovnog okupljanja nakon na-
pustanja objekta, kao i prostor za psiholosku pomo¢ zrtvama nakon odredenog dogadaja
(Vukovi¢ i sar., 2024). Medutim, preporuke nisu dovoljno specifi¢cne prema tipu skolske
zgrade i okruzenja, kao i tipovima ugrozavajudih situacija.

Na osnovu ovako definisanih zakona namece se zaklju¢ak da prostorni faktori
bezbednosnih rizika nisu dovoljno prepoznati u obrazovnom sistemu Srbije, pa iz tog
razloga nemamo pravne regulative koje se odnose konkretno na segment ,sigurnog” i
.bezbednog” prostora. Domaca literatura jos uvek nedovoljno razmatra,,problem stan-
darda gradnje skola kao faktor prevencije krize” (KeSetovi¢ i sar., 2012: 207). Recimo,
nisu prepoznata nacela koja autori definisu kao ,koncept prevencije kriminaliteta kroz
dizajniranje okruzenja” (eng. Crime Prevention Through Environmental Design — CPTED)
koji je zasnovan na tri temelja: prirodni nadzor (odnosi se na,mogucnost da se vidi Sta
se u prostoru i objektu dogada bez posebnih mera“), prirodna kontrola pristupa (,mo-
gucnost da se ograni¢i ko mozZe da ude u objekat i kako”) i teritorijalnost (,kapacitet
da se uspostavi kontrola nad okruzenjem, jasnim utvrdivanjem ko je glavni i ko se pita,
ko pripada unutra, a ko je stranac”) (KeSetovic i sar., 2012: 203). Naravno, odlucivanje
o vrsti prostornog prilagodavanja skolske zgrade rizicima nije jednostavan zadatak. Iz-
bor bezbednosnih mera zavisi od raznih faktora (veli¢ina skole i lokalne specifi¢nosti) i
potrebno je naci pravu meru mogucih resenja (Kesetovic i sar., 2012). Ovo je posebno
slozeno pitanje danas kada se javljaju novi rizici koji nisu ranije bili u fokusu bezbednosti
(amok situacije).
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Diskusija i zaklju¢ak

Razvijanje koncepta ,bezbednog prostora” u srpskim Skolama zahteva da kreatori
obrazovnih politika izvr3e reviziju postojecih propisa. Njihov cilj treba da bude stvaranje
novih normativa, koji ¢e uzeti u obzir potencijalne rizike u implementaciji i kreiranju bez-
bednosnih standarda, a voditi raCuna i o oCuvanju obrazovne kulture jedne zajednice.
Medutim, u donosenje novih nacrta koji se ticu bezbednosti prostora u srpskim skolama
potrebno je ukljuciti i stru¢njake iz razli¢itih nau¢nih oblasti, kako bi se uspostavili novi
principi koji bi smanijili bezbednosne rizike. Kroz nove propise treba osigurati bezbed-
nost za sve subjekte koji su uklju¢eni u vaspitno-obrazovni proces. Skolsko okruzenje
treba da bude prilagodeno potrebama ucenika i nastavnika, uz moguénost menjanja u
skladu s drustvenim i vaspitnim promenama. Jedan od izazova s kojima ¢e se suociti
arhitekti koji se budu bavili unapredivanjem bezbednosti prostora skolskih zgrada u Sr-
biji bi¢e implementacija prostornih re$enja i elemenata zasnovanih na preporukama i
propisima o preventivnim merama bezbednosti u prostore postojecih skolskih zgrada,
gde sprovodenje ovakvih mera nije bilo predvideno na pocetku. U ovom radu, ostvari-
vanje uslova sigurnog i bezbednog 3kolskog prostora razmatrano je na nivou propisa,
preporuka i postoje¢ih mera. Nase zakljucke svakako treba dopuniti analizom postojeceg
stanja opremljenosti skolskih zgrada i potrebnih infrastrukturnih ulaganja za smanjiva-
nje bezbednosnih rizika. Svaka aktivnost usmerena na donosenje prostorne regulative i
organizovanje sistema reagovanja unutar $kolske zgrade na bezbednosne rizike treba da
uzme u obzir specifi¢nosti svake skole, velic¢inu (prostorno i po broju u¢enika), poziciju
(gustina urbanog prostora), kao i drustvene i kulturoloske specifi¢nosti (percepcija rizika
i bezbednosti).

Kako bi se omogucilo efikasno upravljanje bezbedno3¢u uopste, kao i upravljanje
bezbednos¢u u vanrednim situacijama, prilikom projektovanja skolskih zgrada vazno je
uzeti u obzir dva povezana aspekta - arhitektonsku logiku prostora i ljudski faktor. Prvi
faktor se odnosi na optimalno pozicioniranje i dimenzionisanje prostornih elemenata,
¢ime se otklanja bezbednosna pretnja ili se dobija dovoljno vremena za adekvatnu reak-
ciju. Drugi faktor je podjednako vazan. U ekstremnim situacijama oruzanih napada koji
zahtevaju brzu i koordinisanu reakciju svih prisutnih u $kolskoj zgradi, vazno je razume-
ti da ljudi imaju razli¢it doZivljaj prostora i reagovanja na krizne situacije. Stoga je, osim
prostorno-funkcionalne organizacije skolske zgrade, neophodno i unapredivanje sistema
obezbedenja i tehnoloskih reSenja, kao i obuka osoblja, nastavnika i u¢enika.
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Ubrzani razvoj tehnologije doveo je do kreiranja modela vestacke inteligencije ChatGPT
koji omogucava generisanje tekstova na temelju upita korisnika. Premda predstavlja
inovaciju u domenu vestacke inteligencije, ovaj model jos uvek nije dovoljno istrazen kroz empirijske
studije. Stoga je sprovedeno istrazivanje kako bi se dublje istraZile percepcije studenata u vezi sa
upotrebom ChatGPT-a u visokom obrazovanju. Uzorkom je obuhvaceno 200 studenata Univerziteta
u Novom Sadu, a podaci su analizirani koriscenjem mera deskriptivne statistike, uz koris¢enje programa
SPSS. Rezultati istraZivanja upucuju na to da studenti u velikoj meri koriste ChatGPT u akademske
svrhe, prepoznajuci prednosti poput ustede vremena i personalizovanog iskustva ucenja. Medutim,
rezultati isto tako pokazuju zabrinutost studenata u vezi s mogucim smanjenjem kreativnosti i kritickog
misljenja, kao i s rizicima po privatnost korisnika. Dodatno, vecina studenata nije imala iskustva s
obrazovnim radionicamaiili kursevima usmerenim na koris¢enje ChatGPT-a u akademskom kontekstu.
Na osnovu ovih nalaza, zakljucuje se da postoji potreba za edukacijom studenata o efikasnijem i
odgovornijem koris¢enju ChatGPT-a u visokom obrazovanju. Takode, naglasava se vaznost daljeg
istrazivanja i razvoja resursa kako bi se studentima pruZila adekvatna podrska u primeni ovog
tehnoloskog alata.

Apstrakt

Kljucne reci: ChatGPT, studenti, vestacka inteligencija, visoko obrazovanje.

Uvod

ChatGPT je model vestacke inteligencije koji je kreiran tako da moze da razume jezik
i pruzi relevantne odgovore na pitanja korisnika. Pitanje obrazovnih potencijala ChatGPT
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modela bilo je predmet razli¢itih istrazivanja u poslednje dve godine (Grassini 2023;
Ouyang et al., 2022; Rawas, 2023; Sok & Heng, 2024; Tlili et al., 2023; Zawacki et al., 2023).
ChatGPT nudi mnogobrojne moguénosti u okviru visokog obrazovanja: podrsku u nastavi,
inovacije u proceni znanja studenata, pomoc¢ prilikom akademskog pisanja, ali i admini-
strativnu pomo¢ i produktivnost (Sok & Heng, 2024). Ipak, koris¢enje ChatGPT modela u vi-
sokom obrazovanju moze da prouzrokuje i niz izazova u vezi s bezbednoscu, privatnoscu,
tacnoscu informacija, kao i s akademskim integritetom nastavnika (Sok & Heng, 2024).

Kada se govori o upotrebi ChatGPT-a u visokom obrazovaniju, izuzetno je vazno is-
pitati njegov uticaj na akademsku uspesnost studenata, proces ucenja, kao i dugoroc¢ne
implikacije na obrazovni sistem. S tim u vezi, da bi se ispitala uspeSnost ovog modela, ne-
ophodno je identifikovati ograni¢enja prethodnih istrazivanja i postaviti temelje za dalja
istrazivanja koje ¢e doprineti boljem razumevanju njegove upotrebe u visokom obrazo-
vanju. Cilj realizovanog istrazivanja odnosio se na ispitivanje percepcije studenata Univer-
ziteta u Novom Sadu o upotrebi ChatGPT-a u visokom obrazovanju. U teorijskom okviru
rada, prikazani su rezultati prethodnih istraZivanja koja su se bavila ovom temom. Meto-
dologija istrazivanja je detaljno opisana, uz prikaz dobijenih rezultata, diskusiju, zakljucke
i navedene pedagoske implikacije.

Teorijska osnova rada

U skladu s konstruktivistickom teorijom ucenja, u€enje bi trebalo organizovati kao
priliku za konstruisanje znanja. Prema navedenoj teoriji, znanje se ne prenosi pasivno, veé
ga aktivno konstruisu studenti. Uloga nastavnika u okviru konstruktivisti¢ke teorije pred-
stavljena je kroz pruzanje podrske studentima u procesu ucenja (Makewa, 2019). Tehno-
loskim razvojem, bar prema rezultatima nekih istraZivanja, mentorsku ulogu u procesu
ucenja mogu preuzeti modeli veStacke inteligencije. Istrazivanje Makeve (Makewa, 2019)
upucuje na to da tehnologija moze ubrzati interaktivna iskustva ucenja, jer studentima
osigurava eksperimentisanje i istrazivanje. Tako, ChatGPT omogucava studentima da brze
dodu do odredenih saznanja (Rasul et al., 2023). Povratne informacije koje im pruza, pod-
sticanje i usmeravanje mogu dovesti do konstrukcije novih znanja. Pored navedenog,
konstruktivisticka teorija naglasava vaznost autenti¢ne procene koja ocenjuje osposo-
bljenost studenata da primene znanje i vestine u stvarnim situacijama (Rasul et al., 2023).

Prvo istrazivanje grupe autora (Ouyang et al., 2022) koje ¢e biti predstavljeno bilo
je usmereno na upotrebu vestacke inteligencije u onlajn visokom obrazovanju. Oujang
i saradnici (Ouyang et al., 2022) su u radu pruzili uvid u empirijska istraZivanja o primeni
vestacke inteligencije. Ovakav pregled literature analizira funkcije vestacke inteligencije,
algoritme koji se najcesce koriste, efekte i implikacije koje proizilaze iz ovih istraZivanja
(Ouyang et al., 2022). Rezultati pokazuju da su funkcije aplikacija vestacke inteligencije u
onlajn visokom obrazovanju raznovrsne, uklju¢ujuci predvidanje statusa ucenja, uc¢inka ili
zadovoljstva, preporuku resursa, automatsku procenu i poboljSanje iskustva ucenja. Efekti
koje generisu aplikacije vestacke inteligencije ukljucuju visok kvalitet predvidanja, visok
kvalitet preporuka zasnovanih na karakteristikama studenata, poboljsanje akademskog
ucinka i poboljsanje onlajn angaZovanja i u¢e$¢a (Ouyang et al., 2022). Ovaj sistematski
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pregled literature ukazuje na nekoliko teorijskih, tehnoloskih i prakti¢nih implikacija. Jed-
na od implikacija je da primena vestacke inteligencije u obrazovanju treba da se osloni na
utemeljene teorije ucenja i obrazovanja, kao i da koristi napredne tehnologije za priku-
plianje i analizu podataka u realnom vremenu (Ouyang et al., 2022).

Relevantno istrazivanje usmereno na Cet-botove (eng. chatbot) u visokom obra-
zovanju je istrazivanje Demperea i njegovih saradnika (Dempere et al., 2023). U ovom
opseznom istrazivanju, autori su koristili razli¢ite baze podataka poput Pab-Meda (eng.
PubMed-a), IEEE-lksplore (eng. IEEE Explore), i Gugl-Skolara (eng. Google Scholar), kako bi
istrazili literaturu koja se bavi uticajem Cet-botova (chatbot) vestacke inteligencije u viso-
kom obrazovanju. Autori su identifikovali brojne prednosti ChatGPT-a, ukljucujudi podrs-
ku u istrazivanju, automatizovano ocenjivanje, unapredenu interakciju izmedu korisnika
i racunara, olaksano prijavljivanje, poboljsane studentske usluge, unapredenje nastave.
Medutim, istrazivanje je identifikovalo nekoliko problema, kao sto su: bezbednost onlajn
testiranja, jaz u digitalnoj pismenosti, anksioznost koja je prouzrokovana vestackom inte-
ligencijom, krsenje privatnosti, zloupotreba, pristrasnost, dezinformacije, smanjena inte-
rakcija medu ljudima, problemi pristupacnosti i nestanak pojedinih radnih mesta.

Naredno znacajno istrazivanje obuhvatilo je upotrebu ChatGPT-a u visokom obra-
zovanju, s posebnim naglaskom na ucestalost koris¢enja i uticaj na produktivnost na-
stavnika (Firaina & Sulisworo, 2023). Cilj navedenog istrazivanja odnosio se na procenu
optimizma nastavnika u vezi s koris¢enjem ChatGPT-a. Pokazano je da vecina nastavnika
izraZzava optimizam u vezi s primenom ChatGPT-a u nastavi. Ipak, istrazivanjem je takode
utvrdeno da postoji i izvestan broj nastavnika koji su bili manje optimisti¢ni. To sugerise
da postoji odredeni stepen sumnje medu nastavnicima u vezi s primenom ovog modela
u nastavi (Firaina & Sulisworo, 2023).

Cilj istrazivanja autora Ljujic¢a i saradnika (2023) odnosio se na ispitivanje performan-
si ChatGPT-a u pisanju akademskih zadataka i uporedivanje tih performansi s performan-
sama studenata. Glavni izvori podataka ukljucivali su: predispitne zadatke koje su napisali
studenti andragogije na Univerzitetu u Beogradu i eseje generisane od strane ChatGPT-a.
Naime, i studenti i ChatGPT dobili su zadatak da napisu andragosku analizu odredenog
multimedijalnog sadrzaja (Ljuji¢ et al., 2023). Komparativna analiza sadrzaja sprovedena
je na osnovu kriterijuma koji su se koristili za ocenjivanje pomenutih predispitnih zada-
taka. Ovi kriterijumi obuhvatali su razli¢ite aspekte, uklju¢ujuc¢i gramatiku, organizaciju
i strukturu sadrzaja, relevantnost za datu temu, praksu citiranja, dubinu razumevanja
i znanja, integraciju teorijskih, istrazivackih i iskustvenih uvida, kvalitet argumentacije
i diskusije, nivo refleksije i kriticke analize, kao i originalnost i kreativnost (Ljuji¢ et al.,
2023). Rezultati su pokazali da ChatGPT poseduje lingvisti¢ke i semanticke algoritme koji
omogucavaju automatsku evaluaciju, ispravke i povratne informacije u vezi s gramatikom
i vokabularom. Medutim, iako prili¢no strukturirani i logi¢no organizovani, eseji koje je
generisao ChatGPT sadrzali su bazi¢ne tekstualne jedinice, dok su eseji studenata bili slo-
zenije strukture. Razlika u kvalitetu sadrzaja bila je velika, pri ¢emu su radovi studenata
pokazivali vecu integraciju teorijskih i iskustvenih uvida. Dakle, rezultati jasno ukazuju na
to da su ljudska intervencija i interakcija nezamenljive u sastavljanju iskustvenog pisanog
sadrzaja (Ljuji¢ et al., 2023).
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Istrazivanje grupe autora (Huallpa et al., 2023) imalo je za cilj ispitivanje stavova stu-
denata u vezi s integracijom ChatGPT-a u njihova obrazovna iskustva. U istrazivanju je
ucestvovalo 220 studenata osnovnih studija na Univerzitetu u Peruu. Upitnik se sastojao
od zatvorenih i otvorenih pitanja, kako bi se prikupili kvantitativni i kvalitativni podaci. Re-
zultati su pokazali da studenti razumeju vrednost ChatGPT-a u kreiranju personalizovanih
obrazovnih mogu¢nosti. Takode, studenti su istakli neophodnost jasnih, institucionalnih
standarda u vezi s privatnoscu i bezbednosc¢u podataka (Huallpa et al., 2023). Dodatno,
rezultati su pokazali da su se stavovi korisnika u vezi sa ChatGPT-om menjali pod utica-
jem razli¢itih faktora, ukljucujuci demografske faktore (kao $to su pol, starost i percepcija
dostupnosti), drustvene stavove, iskustva, kao i brige u vezi s privatnoscu i bezbednos¢u
podataka. Kako bi se sacuvala privatnost studenata, institucije bi trebalo da uspostave
standarde i eticke okvire za koris¢enje ChatGPT-a (Huallpa et al., 2023).

IstraZivanje Salivana i saradnika (Sullivan et al., 2023) o tome kako ChatGPT utice
na visoko obrazovanje je obuhvatilo analizu dve oblasti. Prva se odnosila na istraZivanje
klju¢nih tema u novinskim ¢lancima o ChatGPT-u u kontekstu visokog obrazovanja, a dru-
ga na procenu u kojoj meri ove diskusije percipiraju ChatGPT kao potencijalno sredstvo za
ucenje i podrsku razli¢itim studentima, umesto kao rizik po akademski integritet (Sullivan
et al., 2023). Kroz analizu sadrzaja 100 medijskih ¢lanaka, tekst je kodiran kako bi istrazio
nekoliko klju¢nih tema u vezi s uticajem ChatGPT-a na visoko obrazovanje. Ove teme obu-
hvataju odgovore zaposlenih na univerzitetu, brige o akademskom integritetu, ogranice-
nja i slabosti alata vestacke inteligencije, kao i moguc¢nosti za u¢enje studenata (Sullivan
et al., 2023). Analizom sadrzaja novinskih ¢lanaka, utvrdeno je da su odgovori zaposlenih
na univerzitetu o ChatGPT-u uglavnom usredsredeni na pitanje akademske ispravnosti i
novih pristupa ocenjivanju. Primetno je da je u navedenom istraZivanju zanemarena per-
spektiva studenata na ¢iji se akademski uspeh reflektuju uticaji modela vestacke inteli-
gencije (Sullivan et al., 2023). Takode, zanimljivo je uociti da je podjednako zastupljeno
i pitanje koje se tice nacina na koji ¢e se studenti podstaci da izbegavaju ChatGPT, dok
je u okviru manjeg broja ¢lanaka eksplicitno uspostavljena korelacija izmedu upotrebe
modela vestacke inteligencije i ishoda ucenja. Ova studija sugerise da vedi broj ustanova
visokog obrazovanja zabranjuje upotrebu ChatGPT-a.

Metodologija istrazivanja

Cilj istrazivanja odnosio se na ispitivanje percepcija studenata u vezi s upotrebom
ChatGPT-a u visokom obrazovanju. Na osnovu formulisanog cilja, postavljeni su sledeci
istrazivacki zadaci:

1. Proceniti informisanost studenata o upotrebi ChatGPT-a u obrazovne svrhe;

2. Ispitati percepciju studenata o mogucnostima upotrebe ChatGPT-a u visokom
obrazovanju (pitanje promena u obrazovanju, kvaliteta studiranja);

3. Ispitati percepciju studenata o potencijalnim izazovima upotrebe ChatGPT-a u viso-
kom obrazovanju (pitanje,,zamene” profesora, kreativnosti i privatnosti).

Za ispitivanje upotrebe ChatGPT-a u visokom obrazovanju koris¢en je upitnik koji
je konstruisala grupa autora (Abbas et al., 2023). Originalni upitnik se sastoji od 19 pita-
nja zatvorenog tipa. Instrument je namenjen za merenje efekata integracije ChatGPT-a u
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obrazovanju i istrazivanju. Za potrebe ovog rada autori su adaptirali i validirali prethodno
naveden instrument za srpsko govorno podru¢je. Kao i originalna verzija, instrument je
obuhvatao 19 pitanja zatvorenog tipa. Pitanja u originalnom radu se odnose na upotrebu
ChatGPT-a u obrazovne i istrazivacke svrhe, dok su za potrebe ovog rada odabrana samo
pitanja usmerena na ispitivanje upotrebe ChatGPT modela u obrazovne svrhe.

U ovom istrazivanju bice predstavljena pitanja koja se odnose na informisanost stu-
denata o upotrebi ChatGPT-a u obrazovne svrhe, njihovo prisustvo na radionicamaili kur-
sevima o upotrebi navedenog modela, pitanja o moguénostima primene, ali i izazovima
upotrebe ChatGPT-a u visokom obrazovanju. Podaci o sociodemografskim karakteristika-
ma ispitanika odnosili su se na: pol, godinu studija, oblast studiranja (prirodne ili drus-
tvene nauke) i prose¢nu ocenu na studijama. U istrazivanju je uéestvovalo 200 studenata
Univerziteta u Novom Sadu, re¢ je o prigodnom uzorku. Istrazivanje je sprovedeno onlajn,
putem Gugl Forms (eng. Google Forms) platforme, u periodu od januara do marta 2024.
godine. Podaci dobijeni ovim istrazivanjem obradeni su statistickim programom IBM SPSS
for Windows (verzija 26). Primenjeni su deskriptivni statisticki pokazatelji.

Tabela 1
Struktura ispitanika
N %

Pol
Mugki 101 50.5
Zenski 99 495
Godina studija
Druga godina 58 290
Treca godina 88 440
Cetvrta godina 54 270
Ukupno 200 100

Napomena: N - broj ispitanika

Prikaz rezultata istrazivanja

Informisanost studenata o upotrebi ChatGPT-a u obrazovanju. Vecina ispitanika,
odnosno 77%, izjavila je da im je poznata upotreba ChatGPT-a u obrazovanju, dok je 23%
ispitanika izjavilo suprotno. Visok stepen znanja o upotrebi ChatGPT-a u obrazovanju su-
geriSe da je ovaj model Siroko prepoznat medu studentskom populacijom, $to ukazuje
na potencijalno znacajnu ulogu koju moze imati u obrazovnom procesu. Takode, u okviru
istrazivanja postavljeno je pitanje koje se odnosilo na pohadanje dodatne obuke za kori-
$¢enje ChatGPT-a u akademske svrhe. Samo 15,5% ispitanika je ucestvovalo ili pohadalo
kurs upotrebe ChatGPT-a u akademskom kontekstu, dok je vecina, tacnije 84,5%, odgo-
vorila da nije. Ovi rezultati ukazuju na to da vecina ispitanika nije u¢estvovala u dodatnoj
obuci ili kursu za koris¢enje ChatGPT-a u akademskom kontekstu. To dalje implicira da
su studenti samostalno istrazivali ili koristili ChatGPT bez formalne obuke. Ova saznanja
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mogu biti korisna za obrazovne institucije i akademsku zajednicu kako bi bolje razu-
meli potrebe studenata i pruzili odgovaraju¢u podrsku i resurse za efikasno koriscenje
ChatGPT-a u obrazovaniju.

Percepcija studenata o mogucnostima upotrebe ChatGPT-a u visokom obrazo-
vanju. Vedina ispitanika, tacnije 74,5%, smatra da ChatGPT ima potencijal da promeni
obrazovni proces. S druge strane, 25,5% ispitanika nije saglasno s ovom tvrdnjom. Ovo
izrazeno uverenje medu studentima o potencijalu ChatGPT-a da promeni obrazovni pro-
ces naglasava znacajnu ulogu koju ovaj model moze imati u buduénosti visokog obrazo-
vanja i istrazivanja. Takode, vecina ispitanika, tacnije 63,5%, smatra da ChatGPT moze da
poboljsa kvalitet studiranja. S druge strane, 36,5% ispitanika nije saglasno s ovom tvrd-
njom. Pozitivan stav vecine studenata o potencijalu ChatGPT-a da poboljsa kvalitet stu-
diranja naglasava vaznost tehnoloskih inovacija u obrazovanju. Ispitanici koji podrzavaju
ovu ideju mogu percipirati ChatGPT kao korisni model koji osigurava dodatnu podrsku
u ucenju i istrazivanju, doprinoseci produktivnijem obrazovnom iskustvu. Dodatno, ovo
otvara mogucnosti za dalje istrazivanje i implementaciju ChatGPT-a u obrazovnom pro-
cesu kako bi se razumelo u ¢emu studenti vide potencijalno poboljsanje i kako bi se
unapredio kvalitet studiranja.

Percepcija studenata o potencijalnim izazovima upotrebe ChatGPT-a u visokom
obrazovanju. Ispitivanjem percepcije studenata o tome da li smatraju da ChatGPT moze
da zameni nastavnike, vecina ispitanika (82%) istakla je da ne veruje u ovu moguénost,
dok maniji procenat (18%) smatra da je moguce da ChatGPT zameni nastavnike. Dalje,
ovo sugerise da postoji opsti stav medu studentima da modeli vestacke inteligencije,
poput ChatGPT-a, ne mogu u potpunosti zameniti ulogu i kompetencije nastavnika u
obrazovnom procesu. Takode, vecina ispitanika (63%) smatra da ChatGPT moze dovesti
do smanjenja kreativnosti i kritickog misljenja medu studentima, dok je manji procenat
(37%) izrazio suprotno misljenje. Rezultati upucuju na to da postoji zabrinutost medu
vecinom ispitanika da bi koris¢enje ChatGPT-a moglo dovesti do smanjenja kreativnosti i
kritickog misljenja. Medutim, vazno je napomenuti da manji procenat ispitanika ima su-
protno misljenje, Sto moze ukazivati na razlicite perspektive i stavove o uticaju ChatGPT
tehnologije na kreativnost i kriticko razmisljanje. Analiziraju¢i odgovore ispitanika na
pitanje o tome da li misle da ChatGPT moze biti pretnja i opasnost po njihovu privat-
nost, vecina ispitanika (58%) izrazila je zabrinutost, dok je manji broj ispitanika (42%)
odgovorio negativno. Ovi rezultati ukazuju na to da vedina ispitanih studenata smatra
da ChatGPT predstavlja pretnju privatnosti. To naglasava vaznost paZljivog upravljanja
podacima i primene adekvatnih mera zastite privatnosti prilikom implementacije ove
tehnologije u obrazovnom kontekstu.

Diskusija

Cilj ovog istrazivanja odnosio se na ispitivanje percepcija studenata u vezi sa upotrebom
ChatGPT-a u visokom obrazovanju. Prema nasim saznanjima, malo empirijskih istrazivanja
sprovedeno je na teritoriji Republike Srbije u vezi s upotrebom ChatGPT-a u obrazovnom kon-
tekstu. Na osnovu rezultata naseg istraZivanja, ¢ak 77% studenata navelo je da su informisani
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o upotrebi ChatGPT-a u visokom obrazovanju. Analiza relevantne literature koja se bavi ovom
temom, posebno iz perspektive studenata u Srbiji, naglasava da postoji visok nivo upoznatosti
s ovim virtuelnim asistentom medu studentskom populacijom (Ljuji¢ et al., 2023). Dodatno,
rezultati istraZivanja su pokazali da vecina studenata nije u¢estvovala u dodatnim obukama za
koris¢enje ChatGPT-a u akademske svrhe. Ovi podaci ukazuju na vrlo zabrinjavajucu situaciju
s obzirom na sveprisutnost i rasprostranjenost modela vestacke inteligencije. S ciljem isko-
ris¢avanja svih benefita koje nudi ChatGPT, kao i radi anuliranja i izbegavanja njegovih ne-
dostataka koji se cesto odnose na zloupotrebu i plagijarizam, klju¢no je uspostaviti sistem
obuka za adekvatnu upotrebu ChatGPT-a u obrazovne svrhe.

Ispitivanje percepcije studenata o potencijalnim mogucnostima i izazovima u
vezi s upotrebom ChatGPT-a u visokom obrazovanju obuhvatilo je pitanje o potencijalu
ChatGPT u oblasti visokog obrazovanja. Nasim istrazivanjem utvrdeno je da vedina ispi-
tanika smatra da ChatGPT ima potencijal da promeni oblast visokog obrazovanja i istra-
Zivanja. Navedeni nalazi su u skladu s istrazivanjem Oranga u kome se, na osnovu analize
relevantne literature, istice da ChatGPT otvara moguénost za personalizovano ucenje,
neprekidan pristup velikom broju informacija, instantne povratne informacije i kontinui-
ranu pomo¢ prilikom ucenja (Oranga, 2023). Individualizovano ucenje, fleksibilnost i po-
vratna informacija su uoceni kao benefiti i u drugim istrazivanjima (Huallpa et al., 2023).
Studija Firata takode isti¢e potencijalne moguénosti upotrebe modela vestacke inteli-
gencije u obrazovanju poput individualizovanog ucenja i ve¢e angaZovanosti studenata,
ali i izazove kao $to su nedovoljna digitalna pismenoost i problemi s eti¢nos¢u korisce-
nja ChatGPT-a (Firat, 2023). Dalje, rezultati istrazivanja koji su predstavljeni u ovom radu
pokazali su da vise od polovine studenata smatra da ChatGPT moze pozitivho da utice
na kvalitet studija. Navedeni nalazi su u suprotnosti s istrazivanjem Hjualpa i saradnika
koji su istakli dominaciju neutralnog stava studenata prema obrazovnoj ulozi ChatGPT-a.
Prema ovom istrazivanju, studenti smatraju da su podaci koje generise ChatGPT besmisleni
i neupotrebljivi bez ljudske konstrukcije konteksta i interpretacije (Huallpa et al.,, 2023). S
druge strane, istrazivanje Limne i saradnika (Limna et al., 2023) pokazalo je da profesori i
studenti percipiraju ChatGPT kao dragoceni dodatak obrazovnom iskustvu, ali i veruju da se
kontinuiranom upotrebom navedenog modela moZe obezbediti poboljSanje ishoda u¢enja
studenata. Dodatno, istraZivanje Demperea i saradnika (Dempere et al., 2023) ukazuje na
brojne prednosti upotrebe ChatGPT-a u visokom obrazovanju, poput podrske u istraZivanju
i mogucnosti da se unapredi nastava. U prilog ovom nalazu govore i rezultati drugih istra-
Zivanja: profesori izrazavaju optimizam u koris¢enju ChatGPT-a u visokom obrazovanju, na-
vodedi produktivnost studenata kao klju¢ni element upotrebe navedenog modela (Firaina
& Sulisworo, 2023); korid¢enje vestacke inteligencije u visokom obrazovanju ima potencijal
da poboljsa akademski uc¢inak studenata (Ouyang et al., 2022). Ovi nalazi su u saglasnostii s
rezultatima prethodno navedenih istrazivanja, ali i s nalazima naseg istrazivanja.

Ispitivanje percepcije studenata o potencijalnim izazovima u vezi s upotrebom
ChatGPT-a u visokom obrazovanju obuhvatilo je pitanje o mogu¢nosti da nastavnici budu
zamenjeni modelima vestacke inteligencije. Dobijeni nalazi ukazuju na to da vecina ispi-
tanih studenata nije saglasna s navedenom tvrdnjom. Ovakvi nalazi su u skladu s istrazi-
vanjem Firata, koji naglasava da upotreba modela vestacke inteligencije moze osloboditi
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profesore rutinskih zadataka i omoguciti im da se posvete mentorstvu i podsticanju razvo-
ja, tzv. vestina viseg reda (Firat, 2023). Dalje, to bi podrazumevalo da upotreba ChatGPT-a
u visokom obrazovanju moze promeniti ulogu nastavnika, ali ne i zameniti nastavnika.
Shodno tome, zasad se ne uvida opasnost da ChatGPT moze postati zamena za personali-
zovanu podrsku i vodstvo koje pruzaju nastavnici.

Neophodno je odrzati balans izmedu tehnologije i ljudske interakcije u u¢ionici (Limna
et al.,, 2023). Takode, kada se govori o izazovima upotrebe ChatGPT-a u visokom obrazova-
nju, navodi se i potencijalni rizik za razvoj kritickog misljenja i kreativnosti. Vec¢ina studenata
smatra da bi ovaj model vestacke inteligencije mogao da dovede do opadanja nivoa kre-
ativnosti i kritickog razmisljanja medu studentskom populacijom. Posebno je vazno istaci
nedostatke upotrebe ChatGPT-a, kao $to su potencijalna neta¢nost i nepouzdanost informa-
cija, nedovoljna razmotrenost, ali i moguénost kontekstualne neadekvatnosti i pristrasnosti
(Oranga, 2023). Iz navedenog proizilazi potreba za podsticanjem razvoja kritickog misljenja
medu studentima. U drugoj studiji Sidik (Shidiq, 2023) ukazuje na potencijalne negativne
efekte upotrebe modela vestacke inteligencije na vestine kreativnog pisanja. Ovaj nalaz je
u saglasnosti s misljenjem ispitanih studenata u nasem istrazivanju, koji takode veruju da bi
ChatGPT mogao da smaniji kreativnost studenata. Salivan i saradnici (Sullivan et al., 2023) su
istakli opasnost od nedostatka razvoja kritickog misljenja, upozoravajuci na to da studenti
mogu izgubiti fokus prilikom razumevanja gradiva.

Kao jedan od izazova upotrebe ChatGPT-a u visokom obrazovanju navodi se i rizik
koji se odnosi na privatnost podataka studenata. Analiza rezultata ukazuje da odreden
broj studenata (58%) smatra da ChatGPT moze ugroziti privatnost njihovih podataka.
Prema studiji Orange (Oranga, 2023), postoji zabrinutost u vezi s privatnos¢u podataka, s
obzirom na to da su razgovori s ovim modelom podlozni snimanju i memorisanju. Ova za-
brinutost za bezbednost podataka takode je izrazena i u drugim istrazivanjima (Dempere
etal, 2023; Limna et al,, 2023), naglasavajuci snaznu potrebu za merama zastite podataka,
kako bi se osiguralo da se li¢cne informacije studenata koriste isklju¢ivo u svrhu za koju su
namenjene.

Zakljucak

Svrharealizovanog istraZivanja odnosila se naispitivanje percepcija studenata u vezi
upotrebom ChatGPT-a u visokom obrazovanju. Navedeni cilj je operacionalizovan kroz
sledece istrazivacke zadatke: proceniti informisanost studenata o upotrebi ChatGPT-a u
obrazovne svrhe; ispitati percepciju studenata o mogucnostima upotrebe ChatGPT-a u
visokom obrazovanju; ispitati percepciju studenata o potencijalnim izazovima upotre-
be ChatGPT-a u visokom obrazovanju. Rezultati realizovanog istrazivanja pokazali su da
je vedina ispitanih studenata navela da je upoznata s upotrebom ChatGPT-a u visokom
obrazovanju, kao i da su prepoznali potencijal navedenog modela vestacke inteligen-
cije u unapredenju kvaliteta studiranja. Naime, rezultati naseg istrazivanja ukazuju na
mogucnosti upotrebe ChatGPT modela u visokom obrazovanju koje se ogledaju u pod-
sticanju personalizovanog ucenja, pravovremenim povratnim informacijama nastavnika
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i brzem pristupu razli¢itim relevantnim izvorima. Dalje, nalazi istrazivanja pokazuju da
vedina ispitanih studenata nije ucestvovala na obukamaiili kursevima u vezi s navedenim
modelom. S obzirom na to da tezimo da obezbedimo eticki, pouzdan i efikasan kontekst
koris¢enja ChatGPT-a, neophodno je da profesori i studenti budu edukovani u oblasti
koriS¢enja vestacke inteligencije (Rasul et al., 2023). Kursevi ili radionice koje bi orga-
nizovale obrazovne institucije omogudile bi stru¢no vodenje i resurse koji bi pomogli
studentima da bolje razumeju funkcije i moguénosti ChatGPT-a, kao i da razviju vestine
za efektivno koris¢enje alata u svojim akademskim aktivnostima.

Percepcije studenata su prikazane i kroz identifikovanje izazova i mogu¢nosti upotre-
be modela ChatGPT-a u visokom obrazovanju. Rezultati realizovanog istraZivanja ukazuju na
odredene izazove upotrebe ChatGPT-a koji se odnose na pitanja ljudske interakcije, razvoja
kritickog misljenja i kreativnosti, opasnost od akademske necestitosti, pristrasnosti, ugroze-
nost privatnosti podataka i pitanja etike. S tim u vezi, neupitno je vazna uloga obrazovnih
institucija u neutralizaciji ili ublaZzavanju ovih izazova, osiguravajuci da vestacka inteligencija
sluzi kao dopuna ljudskoj interakciji, a ne kao njena zamena. Kako bi se sa¢uvala privatnost
podataka studenata, nuzno je da obrazovne institucije preuzmu odgovornost i uspostave
eticke smernice za koris¢enje modela vestacke inteligencije (Huallpa et al., 2023). Takode,
obrazovne institucije bi trebalo da razvijaju strategije kako bi podstakle kriti¢cko razmisljanje
medu studentima u vezi s koris¢enjem modela vestacke inteligencije, kao 3to je ChatGPT. To
ukljucuje podsticanje studenata da analiziraju informacije koje dobijaju putem ovih modela,
prepoznaju potencijalne nedostatke ili pristrasnosti i razvijaju sposobnost kritickog proce-
njivanja informacija.

Postojedi rad moze posluziti kao osnova za dalja istrazivanja koja ¢e se baviti speci-
ficnim aspektima upotrebe ChatGPT-a u visokom obrazovanju. To moze ukljucivati istra-
Zivanje uticaja dugorocne upotrebe ChatGPT modela na akademske performanse stude-
nata ili istrazivanje razli¢itih obuka za koris¢enje modela vestacke inteligencije. Takode,
vazno je istaci da prigodan uzorak ispitanika ogranic¢ava generalizaciju dobijenih rezultata
istrazivanja, kao i da koriS¢enje samo pitanja zatvorenog tipa moze onemogucditi dublje
razumevanje percepcija studenata. Osim toga, obuhvacéene su samo percepcije studena-
ta, pa bi ukljucivanje perspektive nastavnika ili stru¢njaka iz oblasti vestacke inteligencije
moglo pruziti dodatnu dubinu analize. Uzimajudi u obzir navedene pedagoske implikacije
i identifikovana ograni¢enja, buduce istrazivanje moze dodatno doprineti ispitivanju uti-
caja ChatGPT-a modela na oblast visokog obrazovanja, ali i podrzati dalji razvoj pedagos-
kih praksa u digitalnom dobu.
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Uronjeni u prostor moguceg: susret s digitalnim
tehnologijama u predskolskom vaspitanju
i obrazovanju’

Jelena Stojkovi¢?
Institut za pedagoska istrazivanja, Beograd, Srbija

U kompleksnom i visestrukom svetu u kom Zivimo, savremene teorije promovisu obrazovanje

kao prostor susreta i gradenja drugacijih, afirmativnih i konstruktivnih odnosa. U ovom
radu polazimo od pitanja kako i koga obrazujemo u trenutku koji Zivimo, razmatrajuci ih kroz
poststrukturalisticke i posthumanisticke ideje i koncepte, uz jedan primer susretanja s digitalnim
tehnologijama u vrti¢u. Na taj nacin Zelimo da razmotrimo obrise predskolskog vaspitanja i obrazovanja,
koje materijalno i diskurzivno ispada iz unapred definisanih (i humanistickih) okvira, i potencijale koji
bivaju u senci dominantnih razumevanja i praksi upotrebe digitalnih tehnologija. Posthumanisticko
promisljanje predskolskog vaspitanja i obrazovanja koje predstavlja susret s bi¢ima, procesima,
stvarima, idejama, otvara potencijal za drugacije promisljanje bliskosti, osetljivosti i nepredvidivosti
kao vrednosti pomenutog procesa. Na njima se, uz smislenost, svrsishodnost i kriticki odnos, utemeljuje
razumevanje upotrebe digitalnih tehnologija. Istrazivanje je pokazalo da slucajni susreti s digitalnim
tehnologijama u vrticu mogu biti nagovestaj gradenja odgovornosti kao zajednicke sposobnosti da
odgovorimo. Istovremeno, snazno se afirmise potreba za kritickim pozicioniranjem i dodatnim
istraZivanjem posthumanistickih ideja i koncepata, posebno u svetlu razumevanja obrazovanja kao
eticke prakse.

Apstrakt

Kljucnereci: ~ posthumanizam, poststrukturalizam, predskolsko vaspitanje i obrazovanje, digitalne
tehnologije.

1 Realizaciju ovog istrazivanja finansiralo je Ministarstvo nauke, tehnoloskog razvoja i inovacija
Republike Srbije (br. ugovora 451-03-66/2024-03/ 200018).
2 jelas29@gmail.com
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Uvod

Ovim radom zelimo da zapo¢nemo razgovor o trenutku koji Zivimo i obrisima
posthumanog obrazovanja. Nazivamo ga trenutkom zato $to se interesovanje za post-
humano (neopravdano) javlja kao odgovor na odredenu, ¢esto tehnolosku promenu,
iako bi smislenije bilo o njemu govoriti kao o sazivotu u kom je teSko jasno povudi
granicu gde pocinje ljudsko a zavrsava se tehnolosko, i obrnuto, gde pocinje tehno-
losko a zavr3ava se ljudsko. Drugi razlog za upotrebljeni termin nalazimo u ¢injeni-
ci da je posthumanizam, shvaéen kao neuniformna filozofija (Miah, 2008), uputio na
vaznost sagledavanja mikroplana, na situaciono, odnosno na sluc¢ajnosti i moguc¢nosti
u obrazovanju (Hackett et al., 2020). To je znacajan uvid za sve one koji se bave obra-
zovanjem jer predstavlja poziv da se jo$ jednom preispita ukorenjena potreba za nje-
govim stavljanjem u unapred definisane, prepoznatljive okvire i za pozicioniranjem
onih koji u njemu ucestvuju kao konacnih i nepromenljivih, ili bar promenljivih u od-
nosu na odredenu ,normu” (na primer, odraslog). U kontekstu razmatranja upotrebe
digitalnih tehnologija u obrazovanju prethodno pomenuto uniformisanje primetno
je u istrajavanju razvojno primerene perspektive, odnosno sagledavanja upotrebe
digitalnih tehnologija kroz moguce efekte (pozitivne i negativne) na razvoj i ucenje
dece (Parette et al., 2010). Istorijski gledano postojala je, i dalje postoji, izrazena teznja
da se predskolsko vaspitanje i obrazovanje utemelji na vrednostima individualizma,
autonomije i agensnosti pojedinaca. Ta teZznja posebno dolazi do izrazaja u neolibe-
ralnim nastojanjima za reformom obrazovanja, a ogleda se u zagovaranju ucenja koje
je vodeno svesnim namerama individue i koje pociva na njihovoj autonomiji, licnom
izboru, efikasnosti (Duhn, 2015: 921). Uzimajuci u obzir da ,diskurs efekata” dominira
u akademskim krugovima (dominantan u smislu zastupljenosti), ne iznenaduje insi-
stiranje na njihovom istrazivanju i davanju preporuka u pogledu nadina i vremena
koriS¢enja digitalnih tehnologija, a kao nacina da se deca zastite od rizika i opasnosti.
Takvo pozicioniranje upotrebe digitalnih tehnologija doprinelo je stavljanju fokusa na
digitalnu pismenost kao ocekivani ishod procesa uéenja i razvoja, odnosno kao pri-
premu za zivot u drustvu koja se procenjuje kroz posedovanje seta vestina i ponasanja
u vezi s koris¢enjem digitalnih tehnologija.

Bez namere da posthumanizam afirmiSemo kao nuznu promenu ili kao jedinu
perspektivu koja je dovela u pitanje pomenutu potrebu, zelimo da istrazimo moguéno-
sti koje otvara u konceptualizovanju upotrebe digitalnih tehnologija u predskolskom
vaspitanju i obrazovanju kao kulture koja se zasniva na autenti¢nim i bliskim odnosi-
ma, pre nego na razvijanju pojedinacnih vestina i ponasanja. Vodedi se poststruktura-
listickim i posthumanisti¢kim idejama i konceptima, u ovom radu razmotricemo Sta to
drugacije i novo posthumanizam donosi u polje predskolskog vaspitanja i obrazovanja
u pogledu razvijanja kulture upotrebe digitalnih tehnologija, svesni da postoje izvesna
ogranicenja, problemi i kritike koje mu se mogu uputiti. Imajudi u vidu specifi¢nosti,
posebno neuniformnost, izabranih teorijsko-vrednosnih polazista, rad je, uz uvod i
metodoloski okvir, strukturiran kroz zamisljene pravce kretanja i trajektoriju (putanju)
promisljanja:
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«  Pravac kretanja: oslobadanje predskolskog vaspitanja i obrazovanja - Zelimo da
uputimo na posthumanistic¢ke ideje i koncepte koji su otvorili prostor za druga-
¢ija promisljanja upotrebe digitalnih tehnologija, posebno u odnosu na post-
strukturalisti¢ka razumevanja kulture upotrebe digitalnih tehnologija.

«  Pravac kretanja: susret s digitalnim tehnologijama u vrti¢u - zelimo da ,upletemo”
poststrukturalisti¢cka i posthumanisti¢cka polazista predstavljena kroz ,pravac
oslobadanja” u razmisljanje sa konkretnim primerom susreta s digitalnim teh-
nologijama u vrticu.

« Trajektorija: Sta digitalne tehnologije u predskolskom vaspitanju i obrazovanju
mogu postati- zelimo da razmotrimo pedagoske implikacije razmisljanja i susre-
tanja s digitalnim tehnologijama u predskolskom vaspitanju i obrazovanju, uz
upucivanje na preduzimanje neophodnog opreza kada za teorijsko-vrednosno
polaziste uzimamo posthumanizam.

Pravac kretanja: oslobadanje predskolskog
vaspitanja i obrazovanja

Tokom istorije, obrazovanje je nosilo epitet ,humanizujuce prakse” (eng. practice
of humanization), tacnije, one prakse koja omogucava da postanemo ljudi. Medutim,
tako shvaceno obrazovanje bilo je zasnovano na odredenoj ideologiji koja je prepozna-
vala ljude, bele rase, koji pripadaju imu¢nim drustvenim slojevima, izostavljajudi sve
one koji se ne uklapaju u,univerzalni kalup” (Snaza, 2013). U predskolskom vaspitanju
i obrazovanju ukalupljivanje i kategorisanje ispoljilo se u reprezentacijama deteta kao
bica koje je u procesu razvoja, ranjivog, nezrelog, iracionalnog i na putu ka odraslosti.
Odrasli, shvacen kao zreo, racionalan, samostalan, onaj koji poseduje samokontrolu i
univerzalna znanja, sluzio je kao ,norma” po kojoj se dete procenjivalo. Na taj nacin
ono postaje margnalizovano, vlasnistvo i odgovornost odraslog, a detinjstvo se razu-
me kao odredeni period zivota (hronoloski gledano) tokom kog se dete, uz pomo¢ upli-
va odraslih, progresivno krece ka nezavisnosti, autonomiji i racionalnosti (odraslosti)
- poput ,...Zivotinje koju treba ukrotiti” (Murris, 2018: 57). Oslobadanje predskolskog
vaspitanja i obrazovanja od unapred definisanih obrazaca i kartezijanskih binarnosti
(kao $to su pojedinac—-drustvo, dete—odrasli, priroda—kultura i sli¢no) zapoceli su teore-
ticari i autori priklonjeni poststrukturalizmu, dovodedi u pitanje hijerarhijsku strukturu
pozicija i odnosa modi, razumevanje prirode predskolskog vaspitanja i obrazovanja kao
tehnicke strategije koja se menja na osnovu objektivnih znanja i istina, sagledavanje
programa predskolskog vaspitanja i obrazovanja kao gotovog modela koji se imple-
mentira u praksi, i tome sli¢no (Pavlovi¢ Breneselovic i Krnjaja, 2014). Za nasa promislja-
nja upotrebe digitalnih tehnologija u predskolskom vaspitanju i obrazovanju znacajni
su slededi poststrukturalisticki uvidi:
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Subjektivnost se razume kao kolektivna kreacija koja nastaje u okviru mreze, od-
nosno ona koja ide od ,individualne misli” (lat. cogito - ja mislim) ka ,kolektivnoj
misli” (lat. cogitamus — mi mislimo) (Lévy, 2005: 191).

Dete se razume kao jedinstveno bice koje je ravnopravni ucesnik procesa ob-
razovanja, kompetentno da komunicira, gradi, pregovara i dogovara znanja i
znacenja s vrSnjacima i odraslima, kroz raznovrsne prilike za ucenje i ucesée u
kojima autenti¢no dozivljava obrazovanje (Miskeljin, 2022).

Odrasli, posebno vaspita¢, razume se kao koucenik i koucesnik procesa obrazo-
vanja, spreman da uci zajedno sa decom i drugim odraslima (na primer, kolega-
ma, ¢lanovima porodice, lokalne i Sire zajednice), osetljiv za iskustva i perspek-
tivu dece, te kompetentan da na razli¢ite nacine i kroz raznovrsne prilike podrzi
njihovo ispoljavanje i deljeno razumevanje (Krnjaja, 2010; Lazarevi¢, 2023; Pa-
vlovi¢ Breneselovi¢, 2012).

Digitalne tehnologije se razumeju kao kulturna oruda situirana u slozenoj
mreZi praksi, odnosa i drugih oruda koje se u obrazovanju neodvojivo pre-
pli¢u. U predskolskom vaspitanju i obrazovanju ona se pozicioniraju kao je-
dan od nacina da se razlicite perspektive ¢uju i da postanu vidljive, odnosno
da se podrzi smisao koji se izgraduje kroz proces zajednickog ucéenja i u¢esca
dece i odraslih. Shodno tome, digitalne tehnologije ne mogu biti shvacene
kao vrednosno neutralna sredstva, niti se njihov potencijal moze sagledava-
ti izvan ljudskog delovanja i razlic¢itih konteksta u koje su uronjene. Ono na
¢emu se insistira jeste gradenje kulture upotrebe digitalnih tehnologija kao
kriticke, eticke prakse koja je vodena smislom i svrhom koja se pregovara i
izgraduje u odnosima dece i odraslih (Johnston, 2019; Nikoli¢, 2020; Pavlovic¢
Breneselovi¢, 2021).

Ucenje se ne deSava samo u unapred isplaniranim, ve¢ i u autenti¢nim situaci-
jama koje se deavaju u vrti¢u (Krnjaja i Pavlovi¢ Breneselovi¢, 2022; Miskeljin,
2022).

Granice izmedu,digitalnog”i,realnog” deci nisu bitne, jer ona neometano funk-
cionisu u njihovom preplitanju (Bonilauri & Tedeschi, 2019).

Predskolsko vaspitanje se razume kao kompleksan i dinamican sistem koji sadrzi
mnostvo ,istina” i puteva promisljanja, u kom se kroz uzajamne interakcije tran-
sformisu brojni ucesnici (Pavlovi¢ Breneselovic i Krnjaja, 2014).

Na osnovama poststrukturalistickih promisljanja, koja su napravila vazan pomak u
uvazavanju dinamicnosti i kompleksnosti obrazovanja utemeljujuci ih na razumevanju
autenti¢nih ljudskih odnosa kao srzi ovog procesa, posthumanizam je pomenuti proces
radikalnije izmestio iz humanisti¢kih okvira. Kao termin, on okuplja raznolika razmislja-
nja, posebno ona koja dolaze ,posle ¢oveka’, odnosno posle fokusa na ljudsko i zabluda u
vezi s tim (Ferrando, 2014). Na primer, Sneza (Snaza, 2013) u posthumanizmu prepoznaje
nacin da se uvazi kompleksnost obrazovanja i njegovo izmestanje iz unapred definisanih
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okvira kroz koncept,drugacijeg obrazovanja“ On o obrazovanju govori kao o onom koje
»ne zna kuda se uputilo”, odnosno odustaje od njegovog definisanja i podredivanja una-
pred ustanovljenim ciljevima. Tako shva¢enim obrazovanjem se ne tezi usvajanju znanja
i razvijanju vestina, ve¢ gradenju odgovornih odnosa s okruzenjem. Stavljanjem fokusa
na izgradivanje odgovornih odnosa u obrazovanju prevazilazi se razumevanje ucesnika
obrazovanja kao elemenata koji postoje kao izolovani i samodelujudi, fokusirani samo na
ljudsko. Na primer, Fons (Fawns, 2022: 713-714) utemeljenje nalazi u,,pedagogiji preplita-
nja“ (eng. entangled pedagogy) kojom se afirmise razumevanje obrazovnog procesa kao
kompleksnog preplitanja brojnih aktera koji se medusobno oblikuju. Pojedini autori (na
primer, Malone et al., 2020: 110) ¢ak govore o ,posthumanistickim pedagogijama” (eng.
posthuman pedagogies) kojima teze da istaknu specifi¢nost obrazovnih praksi kroz raz-
matranje mogucnosti u¢enja sa i deljene nacine saznavanja, bivanja i postajanja u svetu i
sa svetom (eng. shared ways of knowing, being and becoming worldlings). O specifi¢no-
sti pomenutih relacija se u literaturi govori kao o intraakcijama, i za razliku od interakcija,
one se utemeljuju na shvatanju da nijedna stvar ili proces ne postoji po sebi ve¢ uvek i
samo u relaciji sa svetom (Barad, 2003; 2007; Shotter, 2013). To je posebno znacajno sta-
noviste za nasa promisljanja jer se zasniva na pretpostavci da u€enje zahteva osetljivost
za dinamiku sveta i otvorenost za ono $to ce ,tek postati” (Matos Lins, 2021). Razvijanje
osetljivosti zahteva podesenost za mikromomente i slu¢ajnosti u kojima se ucenje desa-
va, zapravo zivljenje kurikuluma pre nego njegovo planiranje (Duobliene & Vaitekaitis,
2021). Odaljavanje od modernisticke perspektive i etike, koja je prepoznavala samo ¢o-
veka, omogucilo je da se predskolsko vaspitanje i obrazovanje sagleda kao proces zajed-
nickog pronalaZzenja Sta znadi Ziveti sa i kroz relacije sa svetom (sa ljudima i ne-ljudima,
materijalnim i virtuelnim, potencijalnim i stvarnim). Time se tezi da uvazi sve ono $to je
zapadnjacka humanisticka filozofija osporavala (ne-ljudsko, ne-hegemoni¢no, autohto-
noisli¢cno), da se prepoznaju razliciti konteksti i razli¢ite forme saznavanja koje se u njima
desdavaju (Snaza et al., 2014). Kako Brajdotijeva isti¢e, ,posthumanu pometnju razumem
kao priliku za osnazenje kroz potragu za alternativnim $emama misljenja, znanja i samo-
reprezentacije. Posthumano stanje nas primorava da mislimo kriticki i stvaralacki o tome
ko i Sta zapravo jesmo u procesu postajanja” (Brajdoti, 2013/2016: 41), odnosno ko smo i
sa kim u procesu obrazovanja.

Moze se rec¢i da, umesto ljudi, posthumanizam u centar obrazovnog procesa stavlja
relacije shvacene kao intraakcije (Ceder, 2019; Duobliene & Vaitekaitis, 2021). U kontekstu
uplitanja s digitalnim tehnologijama, ovakva promisljanja otvaraju znacajno pitanje:,sta
se dedava kada nas nasi filteri, fokusirani na humano i odraslog, sprece da se otvorimo za
relaciona uplitanja dece sa i u njihovim svetovima?” (Malone et al., 2020: 207), odnosno
Sta je to $to nam konstantno izmice u razumevanju, prepoznavanju i uvazavanju kom-
pleksnosti u kojoj deca odrastaju i u kojoj se obrazovanje desava. Ono u ¢emu se poseb-
no ogleda vrednost prethodno otvorenog pitanja jeste afirmisanje shvatanja da je svaki
ucesnik mesavine (Covek, masina, zZivotinja ili neko/nesto drugo) akter ili aktant (Latour,
2005), odnosno ima moc¢ da uti¢e na druge i da u slozenim medu-odnosima sa drugima
ostvaruje svoju agensnost. Kako posthumanisti dovode u pitanje duboko ukorenjenu
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potrebu za isticanjem individualne autonomije, svesne akcije i namere usmerene ka ci-
lju, i oznacavaju je kao neadekvatan konceptualni okvir kojim bi se odgovorilo na iza-
zove odrastanja i obrazovanja u savremenom svetu (Duhn, 2015), primecujemo da dete
i vaspitac vesto ,izbegavaju” svako definisanje i stavljanje u poznate okvire. Zapravo,
oni ne postoje mimo relacija koje uspostavljaju i grade sa svetom, otuda se u najsirem
smislu mogu oznaciti kao ,vise-od-ljudi” (Murris, 2020; Murris & Osgood, 2022; Tesar &
Arndt, 2020). Na taj nacin se prepoznaju i uvazavaju kompleksna postajanja koja dovo-
de u pitanje, oblikuju i menjaju prosvetiteljsku odrednicu ,Ja” (eng. I) koja istrajava kao
Jkalup” u koji se smesta ljudska subjektivnost (Taylor, 2016). Drugacija subjektivnost
koja tezi da se afirmiSe moze se odrediti kao ,nomadska’, odnosno kao ona koja nije
fiksirana, nepromenljiva, te ne moze biti precizno geografski, istorijski, etnicki ili klasno
locirana. S tim u vezi, fokus se pomera sa subjekta kao supstance ka subjektu u procesu
koji nuzno podrazumeva razmatranje kontradiktornosti koje se u tom procesu mogu
ispoljiti (Murris, 2016: 89). Ovakvo razumevanje subjektivnosti znac¢ajno je za nasa pro-
misljanja kompleksnih uplitanja s digitalnim tehnologijama u predskolskom vaspitanju
i obrazovaniju, jer je otvorilo prostor za bliske susrete s ovim orudima kao slu¢ajnostima,
kroz koje postaju i menjaju se ne samo deca i odrasli, ve¢ i digitalne tehnologije. Dakle,
oni koji u¢estvuju u obrazovanju jedni od drugih kontinuirano pozajmljuju ono 5to im
.nedostaje” (Lee, 2001). Na primer, digitalne tehnologije mogu biti ,produzena memo-
rija” coveka, da sacuva ono $to ne mora ili ne moze da zapamti, istovremeno, kroz datu
upotrebu tehnologije ostvaruju svoju funkciju i agensnost. Upucivanjem na dinami¢ne
veze koje postoje izmedu coveka i sveta, napusta se koncept liberalnog humanisti¢ckog
subjekta koji dominira i kontrolise svet oko sebe. Dakle, ljudsko bice se sagledava kao
deo sveta u kom se ne priznaje podeljenost nepomi¢nog fizickog tela od bestelesne
subjektivnosti. Ovakvo razumevanje subjektivnosti pretpostavlja da dok ljude sagleda-
vamo kao autonomne subjekte jasnih granica, odnosi izmedu ¢oveka i digitalnih tehno-
logija svodice se i razdeljivati na opipljivost stvarnog Zivota, s jedne strane, i na iluziju
virtuelne realnosti, s druge strane (Hayles, 1999). | ne samo to, postaje evidentno da
trenutna znanja i vestine nisu dovoljna priprema za buduénost. Prema re¢ima Gibonsa
(Gibbons, 2015), obrazovanje treba da osnazuje za nepredvidivo (bilo da je re¢ o sa-
dasnjosti ili buduc¢nosti). Razvijanje takvog kapaciteta podrazumeva, izmedu ostalog,
i stalnu zapitanost za to na kojim pretpostavkama se zasniva upotreba tehnologija, Sta
utice na to kako reagujemo na svoje okruzenje shvaceno kao tehnolosko i na koji nacin
se suocavamo s razli¢itim poimanjima tehnologija.

Na taj nacin se od onih koji se bave predskolskim vaspitanjem i obrazovanjem
zahteva izmestanje iz ,prijatnih” pozicija u okviru kojih delaju (Rautio, 2014) i privi-
legija, prava, vrednosti koje one nose (Lindgren & Sjéstrand Ohrfelt, 2019), te suo-
¢avanje sa strahovima i izazovima izmestanja obrazovanja iz humanisti¢kih okvira.
Istice se da je pomenuta strepnja nasa realnost (na primer, ugradivanjepejsmejkera
ili prosirivanje memorije kroz upotrebu kompjutera ili pametnih telefona), ujedno i
vazan podsetnik da u promisljanjima o predskolskom vaspitanju i obrazovanju moze
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da se ide izvan onoga 5to je poznato i prijatno, odnosno da kiborge (mesavine ljudi
i kiberneti¢kih delova) ne doZivljavamo samo kao nau¢nu fantastiku, ve¢ kao proziv-
ljeno iskustvo (Haraway, 2006). Istovremeno, sa strahom dolazi i izvesno olaksanje,
jer posthumanizam ne zagovara potpuno odbacivanje ljudskog, ve¢ njegovo dekon-
struisanje u relaciji sa svetom (Stojkovi¢, 2024). Oslanjajuci se na takva razumeva-
nja, nalazimo argumentaciju za stav da se dete i detinjstvo mogu razumeti kao deo
mesavina koje same sebe stvaraju. Medutim, nisu samo digitalne, ve¢ obuhvataju
raznovrsne materijalnosti koji se neodvojivo prepli¢u sa ljudskim (videti Hackett &
Rautio, 2019; Rautio, 2013). Dakle, dete se razume kao ,klupko” u kom se prepli¢e
politicko, biolosko i drustveno, digitalno i prirodno, koje se sastoji od koncepata i
materijalnih sila koji su neodvojivo povezani. Svaki element pomenutog zapleta je
agensan, ¢ime se prosiruje dijapazon faktora koji doprinose razumevanju ne samo
deteta, ve¢i onoga $to se deSava u obrazovnom susretu. Time se zahteva i oslobada-
nje odraslog pozicije individualnog subjekta koji kontrolise obrazovni proces (vodi,
instruise, trenira, socijalizuje, $titi) i one koji u njemu ucestvuju, odnosno prepozna-
vanja i uvazavanja da je i on taj koji postaje sa svetom (Murris, 2020). A to nam dalje
govori da biti vaspita¢ nikada nije bio niti ¢e biti lak posao, kakva god da se teh-
nologija ,uplela” u obrazovni proces, kao i da je teSko nadomestiti njegovu ulogu.
,Odnos saputnika” (Murris, 2016: 89) koji se datim pozicioniranjem deteta i vaspitaca
pretpostavlja zahteva prevazilazenje upotrebe digitalnih tehnologija koja se svodi
samo na promenjenu (digitalnu) formu sadrzaja kojima se deca poducavaju. Kako po-
jedini autori primecuju (Kuby & Gutshall Rucker, 2020), neophodno je izdvojiti vreme
i prostor za uplitanja sa tehnologijama bez odredenog cilja i otvoriti se za smisao koji
iz ovih susreta izranja. Ovakav pristup blizak je postrukturalistickim stremljenjima
koja su usmerena na gradenje kulture upotrebe digitalnih tehnologija utemeljene
u vrednostima smisla, svrsishodnosti i razvijanja kritickog odnosa. Medutim, post-
humanizam osvetljava jedan drugaciji segment kulture upotrebe digitalnih tehno-
logija, a to je da se ona moze razumeti kao relacioni i afektivni proces, odnosno kao
Jpostajanje sa” mnogima (koji nisu samo ljudi), odnosno kao dogadaj ili ,pismenost
u akciji” (Burnett, 2017; Collier, 2024; Lenters, 2016). Karen Barad (Barad, 2013) to
opisuje kao poziv u zajedni¢ko putovanje, odnosno kao poziv u eksperimentisanje
sa mogucnostima pric¢anja drugacijih prica, koje stavljaju naratora pred rizik, te upu-
¢uju na drugaciju osetljivost i sposobnost da se odgovori i bude odgovoran. U tom
smislu, (digitalna) pismenost predstavlja multidimenzionalni konstrukt, proces koji
pretpostavlja gradenje specificnog odnosa, niposto razvijanje pojedinacnih i teh-
nickih vestina upotrebe digitalnih tehnologija (Pavlovi¢ Breneselovi¢, 2021). Dakle,
susreti s digitalnim tehnologijama moraju se razumeti kao odgovorna praksa koje se
ogleda u sposobnosti razlic¢itih u¢esnika (ljudi i ne-ljudi) da odgovore (Murris & Peers,
2022: 334). Prethodno predstavljene ideje i koncepti namecu pitanje da li je takvo
susretanje moguce, pa ¢ak i potrebno, zbog ¢ega ¢emo se u nastavku fokusirati na
konkretnu situaciju koris¢enja digitalnih tehnologija u vrticu.
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Metodoloski okvir

Proucavanje pitanja upotrebe digitalnih tehnologija u ovom radu utemeljujemo
na pristupu koji Dzekson i Mezei (Jackson & Mazzei, 2012) nazivaju ,misliti s teorijom”.
Izabrani pristup ne karakterise primenjivanje odredenog metoda prema unapred po-
znatim obrascima, ve¢ spremnost da se pozajme i rekonfigurisu koncepti, da se razvi-
ju kreativni pristupi problematici koja se proucava tako da se uvazi nepredvidivost i
razvojnost procesa razmisljanja (sa) (Jackson & Mazzei, 2012). Argumentaciju za osla-
njanje na ovaj pristup nalazimo u njegovoj primerenosti i otvorenosti za posthumani-
sticka dekonstruisanja i repozicioniranja koncepta ,humanog’, te ,postajanja u svetu
“i,sa svetom” kroz proces obrazovanja. To je znacajno jer se omogucava izmestanje
upotrebe digitalnih tehnologija u obrazovanju iz dominantnih okvira njihovog razu-
mevanja samo kao sredstava podredenih unapred zamisljenoj svrsi. S obzirom na to da
ne postoji ustaljena forma po kojoj se ,misli s teorijom” (Jackson & Mazzei, 2012) svesni
smo da su dometi ovog rada ograniceni na interpretacije autora rada i onih autora ¢ije
uvide koristi da argumentuje razmisljanja o digitalnim tehnologijama u predskolskom
vaspitanju i obrazovanju. Iz tog razloga nalaze ovog istrazivanja ne treba sagledavati
kao ,istine o fenomenu’, ve¢ kao jedan od nacina da se razume fenomen i njegova uro-
njenost u kontekst(e), a koji je podlozan preispitivanju, kako u procesu pisanja, tako i
mimo njega.

Pravac kretanja: susret s digitalnim tehnologijama u vrticu

Boravedi nekoliko meseci u vrti¢u za potrebe izrade doktorske disertacije, primetila
sam da su pojedine situacije koris¢enja digitalnih tehnologija izlazile izvan granica po-
ststrukturalisti¢ckog teorijsko-vrednosnog okvira na kom sam zasnovala svoje istraziva-
nje. Kao istrazivaca to me je provociralo, tacnije, ¢inilo je da ose¢am izvesnu nelagodu u
susretu s predmetom svog istrazivanja. Prepoznala sam da nemam nuzno kontrolu nad
onim 3$to ¢e proizadi iz susreta s digitalnim, te da kao istraziva¢ ne moram stavljati sebe
u ,mesijansku poziciju” — onog koji spasava svet i/ili otkriva ,velike” istine o njemu, ve¢
da otvorim svoja promisljanja za drugacije susrete s decom i digitalnim tehnologijama.
Istovremeno, osecala sam potrebu da tome kriti¢ki pristupim jer prostor koji posthuma-
nizam otvara za digitalne tehnologije u vrti¢u nije dovoljno istrazen, a moze biti i jeste
predmet opravdanih strepniji i rasprava. Svakodnevica vrti¢a mi je pokazala da digitalne
tehnologije po sebi nisu fokus niti jedne situacije u vrti¢u, one se zapravo upli¢u u smi-
sao koji se izgraduje. Primetila sam da ono $to decu ,¢udi” u njihovom istrazivanju jesu
Zivotinje. Deca su vrlo brzo pocela da me uklju¢uju u pomenutu potragu - vodila su me u
obilaske dvorista i upucivala na mesta gde su nalazili Zivotinje u projektu koji su razvijali
s vaspita¢em, donosila su mi Zivotinje (puZzeve, musice, razli¢ite tvrdokrilce i druge) kako
bih osetila njihovo kretanje po ruci, zajedno smo crtali Zivotinje koje nismo pronalazili u
dvoristu i tome sli¢no.
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Maj je bio mesec trazenja puZeva, jer je u tom periodu bilo puno padavina. Medutim,
posle odredenog vremena intenzivnog bavljenja puZevima, upali smo u izvesnu rutinu,
delovalo je kao da je svaki dan isti, a da se smisao s ostalim Zivotinjama negde sakrio od
kise. Trazeci druge Zivotinje s decom, jacao je osecaj da sam donekle zaboravila na ono
¢ime se bavim u svojoj disertaciji. Medutim, ve¢ prvi nekisni dan upleo je novi smisao
u potragu, kako za Zivotinjama tako i za nacinima koriS¢enja digitalnih tehnologija. Po-
vod da u potragu uklju¢imo digitalne tehnologije bilo je de¢je zamisljanje bazena punog
kiSnice kao prostora u kom mogu da Zive Zivotinje koje su karakteristicne za neke druge
zemlje i kontinente. To me je navelo na razmisljanje kako bih mogla da dovedem Zivotinje
uprkos kisi ili daljini, a podrzim smisao koji izranja iz susreta. Upotreba Gugl alata koji
prikazuje 3D modele zZivotinja desila se slucajno, kao nacin da podrzim zamisljanje dece
i njihovo promisljanje opasnosti susreta s pojedinim Zivotinjama. Ovaj alat, osim prika-
za 3D modela, poseduje karakteristike prosirene realnosti (eng. agumented reality, AR)
jer pruza i projekciju modela Zivotinje u realni prostor. Vrlo je jednostavan za koriséenje
jer zahteva samo da ukucate naziv zivotinje u Gugl pretragu na mobilnom telefonu (na
primer, ukucate termin ,Zirafa” i kliknete opciju ,trazi“ na osnovu cega dobijete klju¢ne
informacije i fotografije o zirafi, moguénost da Cujete zvuke koje proizvodi, te opciju za
3D prikaz modela i drugo). U nastavku je opisana situacija,Sta iskace iz telefona?” koja je
pronikla drugadiji smisao u vezi sa upotrebom digitalnih tehnologija. Ona ce biti podrska
nasem,razmisljanju sa” posthumanistickim i poststrukturalistickim idejama i konceptima.
Projekcije Zivotinja koje je omogucio Gugl alat ne shvataju se kao objekti opisanog susre-
ta, niti kao reprezentacije onoga $to se tada desilo u vremenu i prostoru. Naime, one nisu
nacin da se dublje zagledamo u ljudsko ili da dalje produbimo binarnost u sagledavanju
odnosa subjekat-objekat, covek-tehnologije, ve¢ se razumeju kao nacin da dovedemo u
pitanje nasu subjektivnost tako sto ¢emo vizuelno prikazati,...difraktivna angaZovanja s
fenomenom” (Murris & Peers, 2022: 334).

Sta iskace iz telefona?

Zbog kise koja je danima padala, u dvoristu vrti¢a su se mogli nac¢i samo puzevi.
Traganje za puzevima je u jednom trenutku za decu postalo zamorna aktivnost. | sama
sam se osecala ,pokislo”, delovalo mi je kao da mi je nestalo ideja, kao da je istraZivanje
utihnulo. Medutim, zajednicka lutanja po dvoristu koje je pomenuto traganje proizvodilo
nisu nuzno bila beznadezna i prazna. Grupa dece prilazi bazenu koji je napunjen kiSnicom,
okupirana decakom iz druge grupe koji traga za ne¢im u vodi (izgleda kao da nesto lovi,
zurno gazedi ¢izmama po vodi), i zapocinju razgovor.

Decak M.: Vidite, bazen izgleda kao bara. Zamislite da u njoj ima krokodila ili nekih drugih
Zivotinja, na primer, gustera. To bi bilo zabavno. Ali onda Marko ne bi smeo da bude u vodi.

Grupa dece uzbudeno uzvikuje: Da!
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Decak V. prilazi i vu¢e me za ruku: Hajde ukljuc¢i nam krokodila kao da je u bazenu! Kao juce
kad smo videli zmiju (projektovanu).

Istraziva¢: Sad ¢u da proverim da li aplikacija moZe da projektuje krokodila u vodi.

Decaci se meskolje oko telefona, nestrpljivi da vide virtuelnu projekciju krokodila u svom
dvoristu.

Istraziva¢: NaZalost, nema krokodila, ali dajte mi predloge nekih drugih Zivotinja, moZda njih
mogu projektovati.

Decak M. dodaje: Hajde pokazi nam kljunara!

Istrazivac pretrazuje i projektuje kljunara u bazen, a deca pruzaju ruke kako bi uhvatila
Zivotinju (Fotografija 1).
Deca uzvikuju: Vau, gledajte imamo kljunara u dvoristu!

Fotografija 1
Virtuelne projekcije kljunara i kornjace u dvoristu vrtica

Fotografisano 2023. godine. Izvor: arhiva istraZivaca.

Na uzvik, jos nekoliko dece se nosedi puzeve u ruci pridruzuje grupi zainteresovano za
desavanja u bazenu i oko njega.

Decak V.: Doc¢i ¢e kljunar do Marka! Pazi, Marko! (uzbudenje i smeh, pruza ruku da zakloni
druga i uzme kljunara).

Grupa dece uzvikuje: Spasao si Marka!

Decak V.: Hajde, projektuj nam i kornjacu.

Grupa dece uzvikuje: Da, hajde da vidimo!

Istrazivac pretrazuje i projektuje kornjacu (Fotografija 1).

Decak M.: Hajde sada projektuj kengura, ovde na pesku (pokazuje rukom na mesto pored
bazena gde Zeli da istraZivac projektuje kengura). On Zivi u Australiji, voli pesak.

Decak V. uskace u kadar i govori kroz smeh: Je I’ kengur skocio na mene? (Fotografija 2).

Grupa dece se okuplja oko telefona, posmatraju svog druga i uzvikuju: Jeste! Veci je mno-
go od tebe, vidi se samo tvoja noga! Smesni ste!
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Decak M.: Hajde, Vojo, pomeri se da pomazim kengura (Fotografija 2).

Decak V.: Ne smetam ti, slobodno ga pomazi.

Decak M.: Hajde, stavi mi kengura na glavu (smeh).

Istrazivac: Prevelik je kengur, izlazi iz okvira kamere ako ga postavim na tvoju glavu.
Decak M.: Je I’ to znaci da ¢e da iskoci iz telefona? (smeh).

Ostala deca se smeju, a ja sam ostala pod utiskom ovog pitanja.

Devojcica S. dobacuje: Koliko Zivotinja imamo u dvoristu, i puZeve i Zivotinje iz telefona!

Fotografija 2
Virtuelne projekcije kengura i orla u dvoristu vrtica

Fotografisano 2023. godine. Izvor: arhiva istraZivaca.

Istraziva¢: NaZalost, nece iskociti iz telefona iako bi bilo super da moze. Ali ako Zelis da pro-
jektujem neku Zivotinju na tvoju glavu, moZda to moze da bude neka ptica? Imas li ideju koja?
Decak M.: Moze! Hajde projektuj orla ili tako nesto. | napravi sliku, molim te, da moZzemo da
vidimo.

Decak V.: Ja ¢u da ga poljubim u letu (smeh).

Decaci staju ispred kamere telefona i namestaju se.

Istrazivac: Spremni?

Decaci: Da! Slikaj! (Fotografija 2).

Okupljaju se oko telefona da bi videli fotografiju.

Deca (uzbudeno): Dobra je slika! Hajde ponovo, moramo da vidimo sve Zivotinje i da ih do-
dirnemo!

Opisana situacija uputila je na nekoliko znacajnih uvida. Prvo, da smisao zahteva bli-
skost (koja se ne ostvaruje samo sa ljudima). Kao $to vidimo u nekoliko navrata, bez obzira
na ¢injenicu Sto je re¢ o susretima s virtuelnim projekcijama, deca traze nacine da ostvare
bliskost sa zZivotinjama (na primer, pokusavaju da drze kljunara ili da pomaze kengura).
Istovremeno, ne zanemaruju razvijanje bliskosti sa svojim vrSnjacima (na primer, dec¢ak
brine za svog druga u bazenu koji bi mogao da bude izlozen opasnosti da su umesto pro-
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jekcija u bazenu prave Zivotinje). Drugo, pomenuta bliskost ostvaruje se kroz intraakcije,
jer virtuelne projekcije ,nama nesto ¢ine i mi ¢inimo njima“. To zahteva drugaciju osetlji-
vost za ono $to se deSava oko nas i u nama, $to je u primeru primetno u delu razgovora u
kom decak otvara prostor za moguce iskakanje kengura iz telefona ili zajednic¢kog skoka.
Zapravo, otvara se jedna drugacija potreba za dolazenjem u susret koji se na drugaciji
nacin materijalizuje. Trece, problem s ovim primerom jeste $to je ostao samo slucajnost,
ostavljajudi za sobom pitanje 3ta je to $to nam nedostaje ili nas koci u promisljanju saio
digitalnim tehnologijama.

Nismo mogli da planiramo niti da predvidimo da bi bazen pun kiSnice mogao da
postane ,sidro” koje bi ,probilo” novi, nedovrieni smisao. Pomenuti smisao nije nesto
$to se voljno izgradilo, zapravo vise je stvar deljenog osecaja koji se ustanovljava u re-
lacijama (Puresevi¢ & Mitrani¢, 2023) nasih ¢injenja i otelovljenja (Murris, 2016). Dakle,
nije re¢ o znacenju kao takvom, ve¢ o znacenju koje se materijalizuje (eng. meaning
that matters) (Mazzarella, 2017). Imajudi to u vidu, moZzemo da kazemo da slu¢ajnosti
(kakva je prethodno opisana situacija) zahtevaju poigravanja s granicama, vremenom,
ulogama i pozicijama iz kojih istupamo, uzrocima i posledicama naseg delanja i tome
sli¢no. Zbog toga ¢emo na kraju ovog rada razmotriti pedagoske implikacije razmislja-
nja i susretanja s digitalnim tehnologijama u vrti¢u, kao i dileme koje ne smemo da
zanemarimo kada upotrebu digitalnih tehnologija sagledavamo iz posthumanistickih
okvira.

Trajektorija: sta digitalne tehnologije u predskolskom vaspitanju
i obrazovanju mogu postati

Kako Delez i Gatari isticu, klju¢no pitanje filozofije nije ,Sta jeste’, ve¢ sta,moze po-
stati” (Holland, 2013: 350, prema Lentres, 2016: 284). Otvaranjem ovog pitanja pomenuti
autori zele da upute na ,ontoloski preokret” kojim se zagovara razumevanje Zivota, ne
kao stati¢nog, ve¢ kao procesa kontinuirane promene, odvijanja, pokreta i preokreta. To
znaci da oni koji su u intraakciji ili koji postaju u mesavinama ne imitiraju, ve¢ se kon-
tinuirano menjaju, prozimaju, postaju ne samo drugaciji, nego i drugi (eng. becoming
other) (Lenters, 2016). Ovim pitanjem Zelimo da uputimo na odredene pedagoske impli-
kacije koje proizilaze iz pozicioniranja u posthumane okvire. UvaZzavanje neocekivanog
u procesu postajanja predstavlja vazno polaziste za obrazovanje jer otvara prostor za
gradenje drugacijeg kvaliteta odnosa, u kojima se smisao izgraduje ne kao stvar licne
(ljudske) odluke, ve¢ situaciono (svih onih koji u njoj u¢estvuju). Kao sto smo mogli da vi-
dimo iz opisane situacije, bliskost s virtuelnim projekcijama zivotinja nagovestila je kako
se odgovornost za drugog izgraduje kroz zajednicko istraZivanje ¢ak i onda kada nema
neposrednog kontakta. Na taj nacin se poststrukturalisti¢ka ideja o zajednickom ucenju i
uce$cu dalje otvara za bliskost i brigu koje, iako ljudski kapaciteti, treba da uvaze i mnoge
druge. Kada o upotrebi digitalnih tehnologija govorimo kao o kulturi koja je utemeljena
na smislu, svrsishodnosti i kritickom odnosu, onda mozemo da kazemo da su posthuma-
nisticke ideje upletene u situaciju susretanja s digitalnim tehnologijama u vrti¢u otvorile
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prostor za promisljanje o tome kako moZemo da podrZimo gradenje bliskosti s drugim(a)
(koji nisu nuzno ljudi) i osetljivost za drugacije (za dozivljaj s projekcijama). Dakle, kako
mozemo da gradimo odgovornost i sposobnost da odgovorimo kroz fino podesavanje
u kom se preplic¢u bliskost i osetljivost. To zahteva, posebno od vaspitaca i istrazivaca, da
uc¢imo da razmisljamo,dok smo u pokretu’, takoredi, da tretiramo svoja,razmisljanja” kao
privremene rezultate u okviru procesa postajanja koji traje. Dakle, jedan od preokreta koji
moramo da nacinimo jeste da se udaljimo od ideje da svemu dajemo objasnjenje koje
sluzi kao reprezentacija ,stvari” koje se mogu identifikovati i imenovati (Shotter, 2013:
33-34) i da se priblizZimo onome 3to Barad (Barad, 2007) naziva direktnim materijalnim
angazovanjem sa svetom. U¢initi ovo nije nimalo lako, posebno kada je re¢ o susretima
s digitalnim tehnologijama i specifi¢cnostima takvog angazovanja sa svetom, Sto je po-
kazala i opisana situacija iz vrti¢a. Posebno zelimo da naglasimo da takvo angazovanje
ne treba tumaciti kao podsticaj opremanju vrti¢a robotima, niti kao afirmisanje stava da
iskustvo upotrebe digitalnih tehnologija bude klju¢no i jedino iskustvo u vrti¢u. To bi bilo
suprotno stavu autora i upudivalo na sustinsko nerazumevanje poststrukturalistickih i
posthumanistickih ideja i koncepata.

Naime, kada mislimo sa i o upotrebi digitalnih tehnologija u predskolskom vaspi-
tanju i obrazovanju, ne smemo da zaboravimo da ¢ak i oni koji svoja razmisljanja ute-
meljuju na posthumanizmu izrazavaju dilemu u pogledu toga da li ¢e bliski susreti sa
digitalnim tehnologijama biti ispunjavajudi ili da ¢e podrzati stvaranje pravednijeg sve-
ta:,da li ¢e Fejsbuk, Instagram, Tviter, Tik-tok, Snepcet i druge forme drustvenih mreza
postati prostori koji podrzavaju glas kolektivnhog detinjstva, u kojima ¢e postojati de-
lieno pripadanje i odgovornost kao zajednicka sposobnost da odgovorimo na ono $to
se desava u svetu” (Malone et al.,, 2020: 134). Osim toga, izli$no je misliti da je ,beg” od
antropocentrizma (pozicioniranja ¢oveka u centar sveta i obrazovanja) samo nas izbor
ili da ¢e konstrukcije o ljudskom biti izbrisane ili prosto zamenjene nekim drugim kon-
strukcijama (Mitrani¢ Marinkovi¢ & Krsti¢, 2024). Zapravo, mozemo da se izgubimo u
drugoj krajnosti koja instrumentalizuje ¢oveka u odnosu na digitalne tehnologije. Na
kraju, ne smemo da zaboravimo ¢injenicu da obrazujemo ljude, kao i da je predskolsko
vaspitanje i obrazovanje etic¢ka praksa, sto zahteva da i upotrebu digitalnih tehnologija
razvijamo kao takvu. Ono $to mozemo jeste da prepoznamo da je (predskolsko) vas-
pitanje i obrazovanje u procesu postajanja koje je i humano i posthumano (Mitrani¢
Marinkovi¢ & Krsti¢, 2024), te da zahteva transformisanje koje je usmereno na uvazava-
nje, redefinisanje, osetljivost, a ne na zaboravljanje i odbacivanje nekoga ili necega. U
tom redefinisanju neke granice ipak moraju da se uvaze, jer bismo bili u riziku da obra-
zovanje prepustimo potpunoj sluc¢ajnosti. Zato situaciju koju smo opisali u radu treba
razumeti kao nagovestaj za nesto $to se dalje mora istraZivati. Briga je ljudski kapacitet,
zbog ¢ega ne iznenaduje kolektivna anksioznost u pogledu sadasnjosti i buduénosti u
kojoj roboti tu sposobnost i ose¢anje,,oduzimaju” ljudima (DeFalco, 2020). Zbog toga se
prema posthumanim razmatranjima relacija dece i odraslih sa svetom mora odnositi s
odredenom rezervom, posebno kada se otvori pitanje upotrebe digitalnih tehnologija
u predskolskom vaspitanju i obrazovanju.
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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
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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

351



Slobodanka Anti¢, Jelena Stevanovic - Kako unaprediti razumevanje procitanog: mapiranje kriti¢nih ...

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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Laganje je cesta pojava koja se javlja u odredenom trenutku ¢ovekovog individualnog
razvoja. U mnogim slucajevima deca uce da laZzu zbog lose izabranih obrazovnih metoda.
Kada je porodicno ili skolsko obrazovanje zasnovano na principu kaznjavanja, deca brzo nauce da laganje
moZe pomodi u izbegavanju posledica. Istovremeno, laganje je drustveno neprihvatljivo ponasanje. Deca
sticu drustveno prihvatljiva ponasanja kako razvijaju svoje socijalne kompetencije. Za decu, ono sto je
dobro i lose ne mora se nuzno poklapati sa onim sto drustvo smatra prihvatljivim. Nase istraZivanje
ispituje da li deca starijih razreda osnovne skole i adolescenti posmatraju laganje na isti nacin kao odrasli
ili razli¢ito doZivljavaju razlicite situacije laganja i elemente laganja. U nasem istrazivanju smo replicirali
eksperiment Kolmana i Kaja o laganju, koristeci njihov instrument za merenje prilagoden na madarski
jezik. Studija je sprovedena medu ucenicima starijih razreda osnovnih skola u Srbiji Ciji je maternji jezik
madarski. Rezultati pokazuju da deca drugacije razmisljaju u odnosu na odrasle kada je u pitanju
percepcija laganja i procena sloZenih elemenata koji ¢ine laz. Nasi rezultati istraZivanja mogu istaci
klju¢nu ulogu koju skole i adekvatno odabrane obrazovne metode imaju u oblikovanju ispravnog sistema
moralnih vrednosti, posebno u razvoju socijalnih kompetencija.

Apstrakt

Kljucnereci:  razvoj socijalnih kompetencija, razumevanje laZi, prototipske laZi, moralne vrednosti.
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Uvod

Kada odredujemo da li je neka ljudska aktivnost dobra ili losa za pojedinca ili za-
jednicu, prosudujemo prema normama te zajednice. Ova moralna evaluacija i dono3enje
odluka uvek su situacioni, razlikuju se u zavisnosti od epohe, drustva i situacije, a takode
zavise i od starosti pojedinca i nivoa njegovog moralnog razvoja (Fusti-Molnar & Mikl6s,
2021).

Individualni stavovi prema laganju variraju od osobe do osobe, i ostaje nejasno da
li sklonost ili ,talenat” za laganje zavisi od faktora kao $to su starost, inteligencija, obra-
zovanije ili genetsko naslede (Tang & Davis-Kean, 2015). Istrazivanja pokazuju da laganje
obi¢no pocinje da se razvija kod dece oko druge do trece godine i naglo se povecava s
godinama. Pijazeovo istrazivanje (Vincze, 2002) ukazuje na to da deca mlada od Sest godi-
na imaju tendenciju da sve netac¢ne izjave tumace kao lazi, ukljucujuéi pogresne pretpo-
stavke i lazne izjave kao 5to je psovanje (Evans & Lee, 2013). Za decu, dobro i loe ne znace
nuzno ono $to drustvo smatra prihvatljivim. U slu¢aju dece, dobro i lose ¢esto su ono $to
odrasli smatraju da jeste, jer deca jo$ uvek nisu u stanju da prosuduju o datoj situaciji
na osnovu svojih uverenja. Decija percepcija stvarnosti nije deo stvarnosti odraslih, niti
njena minijaturna kopija, ve¢ specificna predstava koja proistice iz specifi¢cne spoznaje.
Ako smatramo pretpostavku laganja subjektivnom, problem postaje jos akutniji, jer razli-
ka izmedu istine i lazi koja proizlazi iz ograni¢ene spoznaje dece ne odgovara uvek onoj
odraslih (Ddsa, 2020).

Ova perspektiva je takode podstakla nase istrazivacko pitanje, koje ima za cilj da
ispita da li adolescenti posmatraju laganje na isti nacin kao odrasli ili razli¢ito dozivljavaju
razlicite situacije laganja i elemente laganja. Istrazivanje laganja na ovaj nacin ima obra-
zovnu relevantnost, jer su, prema dobro utvrdenim nalazima psiholoskih studija, laganje
u detinjstvu i Sirok spektar drugih problemati¢nih ponasanja pozitivho povezani, kao $to
su ometajuce ponasanje, agresija, poremecaji ponasanja, krada, bezanje iz skole ili krimi-
nalno ponasanje (Gervais et al., 1998; Gervais et al., 2000). Stavise, longitudinalne studije
pokazuju da laganje u ranom uzrastu ima prediktivnu ulogu u kriminalnom ponasanju ili
upotrebi droga u adolescenciji i odraslom dobu (Cauffman et al., 2023).

Teorijske osnove

Uloga obrazovanja u formiranju koncepta laganja
i razvoju licnosti dece

Najranija forma laganja koju uc¢imo da koristimo je izbegavanje kazne (Lync et al.,
2020). Ova vrsta laganja obi¢no se razvija oko druge godine i postaje uobicajena do Cetvr-
te godine (Peskin, 1992). Kao deca, u¢imo da ne priznajemo svoja dela nakon kazni za pri-
znanje krivice. Laganje Cesto postaje alat komunikacije za decu koji koriste kada se plase
kazne, Zele da izbegnu osecaj srama ili samo Zele paznju (Gordon, 2015; Lynch et al., 2020;
Wilson et al., 2003). Razvoj socijalnih kompetencija omogucava pojedincima da osiguraju
da njihovo ponasanje bude drustveno prihvatljivo i da ne dolazi na ra¢un drugih (Zsolnai
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et al., 2007). Razvoj socijalnih kompetencija zavisi od spontane i namerne socijalizacije,
kao i od obrazovanja. Centralni zadaci obrazovanja uklju¢uju pomo¢ u razvoju individual-
ne svesti i socijalne kompetencije (Zsolnai et al., 2012).

Prema principu razvoja tokom celog Zivota, razvoj li¢nosti se moze tumaciti ne kao uza-
stopne faze, ve¢ kao nivoi koji se nadovezuju jedni na druge, hijerarhiju u kojoj se individualni
nivoi razvijaju odrazavanjem iz nizih nivoa, dok njihova relativna nezavisnost ostaje (Blair et
al., 2015). U okviru razvojnog procesa u kojem deca uce uzro¢no-posledi¢ne odnose, pravil-
no izrazavanje emocija i odgovarajuce socijalne interakcije takode uce $ta je laz (Orza, 2022;
Talwar & Lee, 2008; Talwar et al,, 2011). Mlada deca prioritet daju postenju, ¢ak i ako to moze
povrediti druge. Medutim, starija deca obi¢no pozitivnije gledaju na prosocijalne laZi dok ka-
Znjavaju antisocijalne lazi (Talwar et al., 2002). Pored toga, socijalni i kulturni faktori takode
uti¢u na to kako deca percipiraju lazi sa moralnog stanovista (Lee, 2013). Vazno je da roditelji
i ucitelji poznaju razvojne faze koncepta laganja; kada ih uhvate u lazi, vazno je poznavati
pozadinu i razloge za to ponasanje (Bair et al., 2015; Tang & Davis-Kean, 2015). Prepoznava-
nje ovih faktora moze pomoci u odabiru odgovarajuéih obrazovnih metoda koje odgovaraju
licnosti pojedinog deteta. Umesto koris¢enja kaznjavajucih pristupa, pristup zasnovan na na-
gradama je efikasniji u pomaganju deci da razviju svoje razumevanje laganja na drustveno
prihvatljive nivoe (Lynch et al., 2020). Dete koje nije kaZnjeno za priznanje greske verovatnije
je da ¢e biti posteno (Gordon, 2015).

Istrazivanje prototipske lazi medu manjinskim ucéenicima
madarskog jezika u starijim razredima osnovne $kole

Preduslovi istrazivacke metodologije

Kolman i Kaj (1981) predlazu tri konstitutivna elementa prototipske laZi: objektivna
laz, verovanje u laz i obmanjujuéa namera. Objektivna laz znaci da se ¢injenic¢na izjava
izrazena u tvrdnji ne poklapa sa stvarnoscu. Verovanje se odnosi na uverenje govornika
da je njegova izjava lazna. Element namere se odnosi na namernu neta¢nost govornika,
$to znaci da ima za cilj da prevari svog sagovornika. Na osnovu njihovih istrazivackih na-
laza, najznacajniji element prototipske lazi za izvorne govornike engleskog jezika bio je
element verovanja, zatim namera, a na kraju objektivna laz. Eksperiment Kolmana i Kaja
ponovljen je s izvornim govornicima nekoliko jezika, pri ¢emu su rezultati bili delimi¢no
sli¢ni i delimi¢no razliciti u razlicitim kulturama. Govornici arapskog i ekvadorskog Span-
skog jezika ocenjivali su lazi slicno kao izvorni govornici engleskog jezika, pridrzavajuci
se redosleda snage: verovanja > namera > laz. Medutim, za izvorne govornike indone-
zanskog jezika, prototipski koncept laganja koji su predlozili Kolman i Kaj (1981) ne vazi.
U indonezanskoj kulturi, najvazniji element lazi je ¢injeni¢na laz, zatim namera, a kom-
ponenta verovanja nije nuzno prisutna u konceptu laganja (Adha, 2020). Vajtai (Vajtai,
2013) je prvi sproveo eksperiment Kolmana i Kaja (1981) s izvornim govornicima madar-
skog jezika. Prema rezultatima studije, primarni element u odredivanju da li se izjava u
datoj situaciji smatra laZju je namera da se prevari. Nemet i Ada ponovili su eksperiment
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2021. godine sa ve¢im uzorkom izvornih govornika madarskog jezika. Njihova studija je
pokazala da je redosled tri prototipska elementa laganja koje su predlozili Kolman i Kaj
(1981) u upotrebi madarskog jezika: verovanje u laz > namera da se prevari > objektivna
laz. Ovaj redosled odgovara sekvenci koju su uspostavili Kolman i Kaj (1981) na osnovu
ocena izvornih govornika engleskog jezika.

Ciljevi i istrazivacka pitanja studije

Nasa studija je replicirala eksperiment Kolmana i Kaja (1981) o prototipskim laZzima
medu ucenicima starijih razreda osnovne 3kole koji govore madarski u Vojvodini. Na$ uzo-
rak se razlikuje od originalne studije kako u pogledu koriséenja jezika tako i u pogledu sta-
rosne grupe. Nas primarni cilj bio je da utvrdimo da li se razumevanje lazi medu ucenicima
starijih razreda osnovne skole koji Zive u manjinskom kontekstu razlikuje od razumevanja
lazi kod odraslih, i kako se njihova percepcija prototipskih elemenata lazi poredi sa per-
cepcijom odraslih.

(1) Nase prvo istrazivacko pitanje je: Kakav je redosled vaznosti elemenata prototip-
ske lazi, kako ga percipiraju ucesnici studije, u poredenju sa redosledom koji su identifiko-
vali Kolman i Kaj (1981) u svojoj studiji o odraslima?

(2) Nase drugo istrazivacko pitanje je: Koliko su ucenici sigurni u svoje ocene lazi, i da
li postoje faktori koji uti¢u na njihove procene?

Razumevanje odgovora na ova pitanja je klju¢no, jer moze informisati obrazovne
prakse kako bi se poboljsalo moralno rezonovanje i socijalne kompetencije u¢enika. Pre-
poznavanjem nacina na koji ucenici percipiraju elemente laganja i njihove sigurnosti u tim
procenama, nastavnici mogu prilagoditi intervencije i kurikulume koji podsticu kriticko
razmisljanje i eticko donosenje odluka, sto na kraju pomaze ucenicima da se efikasnije
snalaze u sloZzenim socijalnim interakcijama.

Metode i tehnike

U nasoj studiji koristili smo merni instrument koji su razvili Nemet i Ada (2021), a
koji je adaptacija upitnika koris¢enog u eksperimentu Kolmana i Kaja (1981) za madarski
jezik. Upitnik sadrzi osam moralnih prica koje kombinuju tri elementa prototipskih laZi: (a)
objektivna laz, (b) verovanje u laZ i (v) obmanjuju¢a namera. Tokom prevodenja original-
nog upitnika, autori su osigurali da je jezik pri¢a kulturno prihvatljiva za izvorne govornike
madarskog jezika. Nakon analize prica, zakljucili smo da se njihov sadrzaj moze interpreti-
rati na isti nacin lingvisticki i kulturno medu korisnicima madarskog manjinskog jezika kao
$to je to slucaj u populaciji izvornih govornika madarskog jezika.

Tabela 1 prikazuje kombinacije tri elementa prototipske lazi u osam prica. U tabeli,
znak + oznacava prisustvo odgovarajuceg elementa u prici, dok znak - oznacava njegovu
odsutnost.
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Tabela 1
Prisutnost elemenata prototipske laZi u moralnim pricama
Osobine price Objektivna laz Verovanje u laz Obmanjuju¢a namera
1.Maté - torta + + +
2. David - golf - - -
3. Patrik — bilijar + -
4. Katalin - ispit - +
5.Sandor - vecera + + -
6. Méria — bivsa prijateljica - - +
7. Betti sestra — apendiks + - -
8. Miklés — bol u stomaku - + -

Metoda evaluacije odgovora

U eksperimentu, nakon citanja svake price, ucesnici su morali da odgovore na dva
pitanja kako bi se utvrdio nivo ocene lazi i sigurnosti u svojoj oceni. Prvo pitanje imalo je
za cilj da proceni da li je glavni lik u prici lagao ili ne, dok se drugo pitanje fokusiralo na
to koliko je ucesnik siguran u svoj odgovor na prvo pitanje. Prva i druga prica su sluzile
kao kontrolne price. Za prvu pri¢u, oCekivani odgovor je bio da Mate je lagao, dok je za
drugu pri¢u ocekivani odgovor bio da Janos nije lagao. Ako ucesnici nisu odgovorili kako
se ocekivalo na bilo koju od ovih prica, iskljuceni su iz analize, a njihovi odgovori na ostale
price takode su zanemareni. Od 191 ucesnika u studiji, 125 je dalo validne odgovore za
obe kontrolne price. Njihovi odgovori su uzeti u obzir u daljoj analizi.

Uzorak

Podaci o uzorku prikupljeni su putem anonimne onlajn ankete na platformi Gugl an-
kete, ujunuijulu 2022. godine, pretezno u severnom delu Vojvodine. Istrazivanje je spro-
vedeno onlajn. Ucesce je bilo dobrovoljno i anonimno. Prikupljanje podataka je dobilo
eticko odobrenje. Predstavljamo pozadinske varijable uzorka ucesnika koji su dali validne
odgovore na kontrolna pitanja (N=125).

Opsti podaci: Prosecna starost ispitanika je 12,8 godina (ucenici visih razreda). 66%
validnog uzorka (83 ué¢enika) dolazi iz Cantavira, dok 32% (40 u¢enika) dolazi iz Feketica (2
ucesnika nisu odgovorila).

Porodicni status: Medu ispitanicima, 103 osobe Zive s oba roditelja. Dvanaest osoba
Zivi samo s majkom, a jedan ispitanik Zivi samo s ocem. Pored toga, pet ispitanika Zivi s
hraniteljima, a Cetiri ispitanika Zive sa svojim bakama i dekama. Stotinu cetrnaest ucesnika
ima bracu i sestre. Sto se ti¢e obrazovanja roditelja, ve¢ina o¢eva i majki je zavriila srednju
$kolu. Kod 51% ucenika, oba roditelja su zaposlena, 38% ima samo jednog zaposlenog
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roditelja, a u devet slu¢ajeva (7%) nijedan roditelj nije zaposlen. Cetiri procenta u¢esnika
nije odgovorilo na ovo pitanje. Dvadeset Sest procenata porodica ispitanika prima socijal-
nu pomoc¢.

Podaci o $kolskom ucinku: Ukupni prosek ocena uc¢enika u uzorku je 4,17, pri ¢emu
84% ucenika ostvaruje rezultate iznad nivoa dobre ocene. Osamdeset jedan procenat
ucenika je ucestvovao na akademskim takmicenjima. Samo 8% uzorka (10 u¢enika) za-
hteva poja¢anu obrazovnu podrsku. Osamdeset devet procenata ucenika ima uzorno
ponasanje. Osamdeset procenata u¢enika nije primilo nikakve opomene. Sest proce-
nata je primilo verbalnu opomenu, jo$ 6% je primilo opomenu razrednog staresine, 2%
je bilo opomenuto od strane razrednog veca, dok je dodatnih 6% primilo opomenu
direktora.

Rezultati vezani za istrazivanje prototipicnih lazi

Kao sto je pomenuto tokom prezentacije metodologije ankete, ispitanici su morali
da odgovore na dva pitanja za svaku pri¢u. Prvo pitanje se odnosilo na procenu lazi, dok
se drugo pitanje ticalo koliko je ispitanik siguran u svoj odgovor. Poeni su odredeni kom-
binovanjem odgovora na ova dva pitanja za svaku pri¢u, posebno za price 2-8 (pitanja
koja funkcionisu kao prava test pitanja, a ne kao kontrolne price). Uzimajuci u obzir sistem
ocenjivanja kori$¢en u eksperimentu Kolmana i Kaja (1981), odgovori na prvo pitanje koji
su oznaceni kao ,ne znam"” automatski su dodeljivali 4 poena, dok se odgovor na drugo
pitanje nije uzimao u obzir. Ako je odgovor na prvo pitanje bio ,lagao”, onda je drugo
pitanje,,potpuno siguran” vredelo 7 poena, ,prili¢no siguran” 6 poena, a,nije bas siguran”
5 poena. Ako je odgovor na prvo pitanje bio ,nije lagao”, tada je drugo pitanje ,potpuno
siguran” vredelo 1 poen, ,prilicno siguran” 2 poena, a ,nije bas siguran” 3 poena. Proces
evaluacije je sazet u Tabelama 2 i 3 kako bi bio ilustrativniji.

Tabela 2
Vrednosti za prvu grupu odgovora
Odgovori Vrednost
1.1az 7ili6ili 5 poena u zavisnosti od dodatnog odgovora (videti Tabelu 3)
2.nije laz 1ili 21ili 3 poena u zavisnosti od dodatnog odgovora poena (videti Tabelu 3)
3.neznam 4 poena
Tabela 3
Vrednosti za drugu grupu odgovora
Odgovori Laz nije laz
1. potpuno siguran: 7 poena 1 poen
2.sasvim siguran: 6 poena 2 poena
3. nisam ba$ siguran: 5 poena 3 poena
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Sli¢no istrazivanju Nemeta i Ade (2021), odredili smo prose¢nu ocenu za svaku pricu
zbrajanjem ocena koje su dodelili validni ispitanici i deljenjem s brojem validnih ispitani-
ka. Rezultati su prikazani u Tabeli 4.

Tabela 4

Ocene za osam prica zasnovane na odgovorima 125 ispitanika
Prica Ukupan bod Prosecan bod
1. Mété - torta (+++) 798 6,38
2. Déavid - golf (- --) 227 1,82
3. Patrik — bilijar (+ - +) 491 3,93
4. Katalin - veZba (- + +) 483 3,86
5.Sandor - vecera (+ +-) 647 518
6. Méria — bivsi prijateljica (- - +) 596 4,77
7. Betti névér — apendiks (+ - -) 515 4,12
8. Miklds — bol u stomaku (- + -) 448 3,58

Prosecni rezultati prikazani u Tabeli 4 ukazuju na to kako su pojedinaéne price oce-
njene kao prototipske na osnovu odgovora ispitanika. Ako se prose¢na ocena priblizava 7,
ispitanici su ocenjivali da je glavni lik u pri¢i pocinio prototipsku laz, dok su, ako se prosec-
na ocena priblizava 1, verovali da glavni lik nije pocinio prototipsku laz.

U nasoj studiji, rezultati za test pitanja ispunjavaju navedene kriterijume. Bodovi za
prvu pricu (koja ukljucuje laz) snazno se priblizavaju vrednosti 7, dok se bodovi za dru-
gu pricu (koja ne ukljucuje laz) priblizavaju vrednosti 1 (Slika 1). U studiji Nemeta i Ade
(2021), ispitanici su ocenjivali da je u Cetiri price (price 1, 4, 5 i 6) lik pocinio prototipi¢nu
laz, dok su u Cetiri price (price 2, 3, 7 i 8) tvrdili da nije doslo do prototipi¢ne lazi. Prema
nasim rezultatima, ispitanici su takode odredili prototipi¢ne lazi u ¢etiri slu¢aja i nije bilo
prototipi¢nih lazi u Cetiri slu¢aja, ali se ove pric¢e ne poklapaju potpuno s pricama iz studije
Nemeta i Ade (2021). U nasoj studiji, ispitanici su smatrali da likovi u pricama 2, 3,4 i 8 nisu
lagali, dok su likovi u pricama 1, 5, 6 i 7 lagali (Slika 1).

Slika 1
PoloZaj prica na skali laZi
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Prema Kolmanu i Kaju (1981), ako pric¢a sadrzi samo jedan ili dva od tri sastojka lazi,
smatra se slabijom laZi u poredenju sa situacijom kada su prisutna sva tri ili dva elementa.
U skladu s tim, u Figuri 1, laZ sa manje od tri prototipi¢na elementa trebalo bi da se priblizi
levom kraju skale vrednosti lazi, $to znaci da bi trebalo da se smatra manjom lazi.

U nasoj studiji ova hipoteza nije potvrdena za pitanja 6 i 7, gde se u svakom slucaju
javlja samo jedan prototipi¢an element lazi. Oba pitanja se nalaze na desnoj strani skale
lazi, $to znaci da su bliza kraju ,laz”. Ispitanici su kategorisali pri¢u 8, gde se kao element
lazZi pojavljuje samo verovanje u neistinu, na odgovarajucu stranu skale lazi. Procena ove
pri¢e podrzava hipotezu Kolmana i Kaja (1981). Uporedujudi elemente lazi prisutne u
pri¢ama, moze se odrediti njihova snaga. Na skali lazi, pomerajudi se ulevo od neutralne
vrednosti prema kraju ,nije [az” — u proceni svake pri¢e — objektivna neistina se pojav-
ljuje u jednom slucaju, dok se verovanje u neistinu i obmanjuju¢a namera pojavljuju u
po dva slucaja. Pomerajudi se prema kraju ,laz, objektivna neistina se pojavljuje u tri
slucaja, dok se verovanje u neistinu i obmanjuju¢a namera takode pojavljuju u po dva
slucaja (Tabela 5).

Tabela 5
Postavljanje pojave elemenata laZi na osnovu rezultata studije
Objektivna laz Verovanje u laz Obmanjujuc¢a namera
Nije laz 1 2 2
Laz 3 2 2

Ovaj rezultat sugerise da medu studentima koje smo ispitivali objektivna laz ¢edce
ukazuje na percepciju lazi u poredenju s druga dva elementa lazi. Snaga verovanja u laz i
uticaj obmanjujuée namere odredeni su poredenjem prose¢nih ocena datih pricama, $to
takode odrazava redosled. Redosled snage medu elementima lazi je sledeci: objektivna
laz > obmanjuju¢a namera > verovanje u laz. Ovaj rezultat se protivi nalazima Nemeta i
Ade (2021), kao i Kolmana i Kaja (1981), gde je objektivna laz najslabija od tri elementa, a
redosled je: verovanje u laz > obmanjuju¢a namera > objektivna laz.

Takode smo ispitivali stepen poverenja u odgovore koje su dali ucenici koristedi
podatke iz drugog pitanja vezanog za price. Za ova pitanja smo pitali u¢enike koliko su
sigurni u svoje odgovore u vezi s procenom pojedinacnih elemenata lazi. Tri opcije odgo-
vora bile su: potpuno sigurni, prilicno sigurni i ne ba$ sigurni. Pridruzili smo ocene od 3,
2i 1 poen, redom, na osnovu snage odgovora. Stoga je ocena misljenja vezana za svaku
pri¢u mogla varirati izmedu 1 i 3 poena. Za sve price, vecina ispitanika bila je potpuno
sigurna u svoje misljenje o laZzima (Slika 2).
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Slika 2
Sigurnost u odgovore date za ocenjivanje prica
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Najveca sigurnost zabeleZena je u prvoj i drugoj test prici, gde su svi elementi lazi
bili prisutni ili potpuno odsutni. Ova okolnost takode podrzava ta¢nost njihovog daljeg
ocenjivanja. Da bismo utvrdili da li su ispitanici bili sigurniji u identifikaciji istine ili lazi,
uporedili smo prose¢ne ocene dobijene za odgovore na price koje se nalaze na suprotnim
stranama skale lazi (Slika 1 Slika 3). Rezultati pokazuju da su prose¢ne ocene identi¢ne za
Cetiri pitanja sa svake strane skale, sa prose¢cnom ocenom od 2,4 poena.

Slika 3
Poverenje u date odgovore prilikom ocenjivanja prica
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Poverenje ucenika u sopstvene odgovore dodatno osnazuje prethodne rezultate hi-
poteza, koji sugerisu da, prema misljenju ucenika, objektivni element laganja igra najvaz-
niju ulogu u odredivanju ¢injenice laganja.

Analize korelacije zasnovane na pozadinskim faktorima

Rezultati studija u vezi s porodi¢cnom pozadinom

Istrazivali smo korelacije izmedu odgovora ucenika na pojedinacne price i relevan-
tnih pozadinskih varijabli. Za porodi¢nu pozadinu, rezultati su dobijeni za tri faktora u
analizama korelacija. Nivo obrazovanja oca, struktura porodice i zanimanja roditelja uticali
su na odgovore na pojedinacne price, posebno na dve kontrolne price.

Sto se ti¢e obrazovnog nivoa oca, postoji razlika u ocenjivanju prve price (+ + +).
Ucenici Ciji o€evi nisu zavrsili osnovnu $kolu rede su prepoznavali nepostenje u prici u
poredenju s decom oceva sa visim nivoima obrazovanja (jednosmerna ANOVA: F=8,6
p=0,001). U slucaju druge price (- - -), deca koja Zive s oba roditelja rede su prepo-
znavala nepostenje nego ucenici iz nekompletnih porodica (t-test za nezavisne uzorke:
t=-2,44 p=0,02).

Faktori da li roditelji rade na radnom mestu, rade od kuce ili su nezaposleni pokazu-
ju razlike u ocenjivanju prica 1, 2i 5. U prvom slucaju, deca nezaposlenih ili roditelja koji
rade od kuce prepoznala su lazi rede nego deca ¢iji su roditelji zaposleni (jednosmerna
ANOVA: F=9,6 p=0,001). U drugoj prici, deca nezaposlenih roditelja su ¢es¢e prepoznala
laz nego deca zaposlenih roditelja (jednosmerna ANOVA: F=5,2 p=0,001). U petoj prici (+
+ -), gde likovi predstavljaju hijerarhiju zaposleni-sef, deca nezaposlenih roditelja znat-
no rede su prepoznavala laZi u poredenju s decom zaposlenih roditelja (jednosmerna
ANOVA; F=2,5 p=0,03).

Rezultati istrazivanja u vezi sa Skolskim uc¢inkom

U proceni skolskih performansi uzeli smo u obzir faktore kao $to su da li je uce-
nik ucestvovao na takmicenjima, da li je dobio dodatnu obrazovnu podrsku, njegovo
ponasanje i njegov prosek ocena. Ove pozadinske varijable su se pokazale povezane s
evaluacijom elemenata postenja u odredenim pitanjima. Ovde je razlika pretezno oci-
gledna u slucaju dve kontrolne price, kao i u korelaciji s odredenim varijablama u petoj
i osmoj prici.

Sto se ti¢e u¢e$ca na takmicenjima, u¢enici s boljim $kolskim u¢inkom ¢e3ce su pre-
poznavali nepostenje u prvoj i petoj prici u poredenju sa u¢enicima koji su postizali sla-
bije rezultate (prva prica: t=-2,7 p=0,007; peta prica: t=-2,27, p=0,03). Prva prica ukljucuje
sva tri elementa nepostenja, dok peta prica sadrzi dva: objektivno nepostenje i verovanje
u laz.

Ucenici kojima je potrebna dodatna obrazovna podrska manje su prepoznavali
nepostenje u prvoj prici (t=4,32 p=0,001), ali viSe u drugoj prici (t=-3,17 p=0,02), koja
nije sadrzala elemente nepostenja. Ovaj rezultat ukazuje na to da su bili manje sposobni
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da procene elemente nepostenja u kontrolnim pri¢ama. Isti rezultat se primecuje i kod
varijable ponasanja. U¢enici s uzornim ponasanjem koji nisu primili formalne opomene
prepoznali su nepostenje ¢esc¢e u prvoj pri¢i nego oni koji su primili opomene u skoli
(razredni ucitelj, razredni savet, direktor) (t=2,98 p=0,003).

Analiza korelacije zasnovana na akademskim prose¢nim ocenama pokazuje razlike
u misljenjima uc¢enika u vezi s prvom, drugom i osmom pricom. U slu¢aju prve price, uce-
nici sa nizim akademskim prosekom rede su prepoznavali nepostenje nego oni sa visim
prosekom (jednosmerna ANOVA: F=10,86 p=0,001). U slu¢aju druge price, ucenici sa vi-
sim akademskim prosekom rede su prepoznavali nepostenje nego oni sa nizim prosekom
(jednosmerna ANOVA: F=4,3 p=0,03). Za osmu pricu, ucenici sa nizim akademskim pro-
sekom rede su identifikovali nepostenje nego oni sa visim akademskim prosekom (jed-
nosmerna ANOVA: F=2,5 p=0,04).

Buduci da ucenici s nizim akademskim prosekom manje verovatno prepoznaju ne-
posteno ponasanje, ciljani intervencijski programi mogli bi biti korisni. Programi osmi-
Sljeni da poboljsaju kako akademske vestine tako i razumevanje etike mogu podrzati ove
ucenike u prepoznavanju vaznosti postenja i etickog dono3enja odluka. Nastavnici bi tre-
balo da budu obuceni da prepoznaju ove razlike u percepciji i da olak3avaju diskusije o
etici u ucionici. Programi profesionalnog razvoja mogu opremiti nastavnike strategijama
za ukljucivanje ucenika u razgovore o moralnom rezonovanju, prilagodenim njihovom
akademskom nivou.

Sazetak rezultata i zakljucaka

U na3doj studiji analizirali smo razumevanje laganja medu ucenicima visih razreda
koji govore madarski jezik u Vojvodini. Nase prvo istrazivac¢ko pitanje je bilo da utvrdimo
da li se razumevanje laganja kod ucenika razlikuje od onog kod odraslih i da li se elementi
laganja procenjuju sli¢no u obe grupe. Rezultati pokazuju da ucenici smatraju objektivnu
neistinu znacajnijim faktorom u odredivanju laZi u poredenju s odraslima. Za ucenike, hi-
jerarhija elemenata laganja je sledeca: objektivna neistina > obmanjuju¢a namera > ve-
rovanje u neistinu. Ova saznanja su u suprotnosti sa studijama sprovedenim s odraslima,
gde je objektivna neistina smatrana najslabijim od tri elementa, sa hijerarhijom: verovanja
u neistinu > obmanjujuca namera > objektivna neistina (Coleman & Kay, 1981; Németh &
Adha, 2021). Posledi¢no, razumevanje laganja medu decom se razlikuje od razumevanja
odraslih.

Ova razlika naglasava vaznost fokusiranja na razvoj socijalnih kompetencija i moral-
nog rasudivanja medu ucenicima, posebno u razumevanju i ocenjivanju razli¢itih aspe-
kata laganja. Integracija programa socijalno-emocionalnog ucenja (SEL) koji naglasava
empatiju, komunikacione vestine i eticko donosenje odluka moze umnogome poboljsati
svest ucenika o uticaju njihovih reci i dela na druge. Pored toga, obuka nastavnika treba
da istakne razumevanje razvojnih razlika u moralnom rezonovanju, opremajuci nastavni-
ke da se suoce sa zabludama i kreiraju podrzavajuce okruzenje pogodno za ucenje. Ovaj
pristup ne samo da podstice nijansirano razumevanje laganja i postenja, ve¢ i promovise
sveukupni razvoj socijalnih kompetencija ucenika.
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Nase drugo istraZivacko pitanje ispitivalo je koje pozadinske varijable karakteristi¢ne
za uzorak mogu uticati na njihove vrednosne sudove. Identifikovali smo porodi¢ne okol-
nosti i akademske performanse kao klju¢ne faktore. Rezultati su pokazali da odredene so-
cijalne i kognitivne karakteristike u¢enika zaista uticu na njihovu procenu moralnih prica
koje se odnose na laganje.

Nalazi nase studije isticu kriticnu vaznost institucionalnog obrazovanja u podrsci
razvoju socijalnih kompetencija i odgovarajucéeg socijalnog ponasanja. Koris¢enje neka-
znenih obrazovnih metoda, kao $to sugerisu Talvar i saradnici (2011) i Gordon (2015), uz
odgovarajuci pristup upravljanju laganjem, moze podstaci postenje tokom detinjstva i
adolescencije. To doprinosi uspostavljanju zdravih socijalnih odnosa i efikasnom resava-
nju konflikata. Pored toga, ovi pristupi mogu pomoci mladima da razviju i u¢vrste svoje
moralne vrednosti.

Medutim, studija ima svoja ogranicenja. Na primer, veli¢ina uzorka moze ograniciti
generalizaciju nalaza, a posto je bilo prekida u istrazivanju, nismo mogli da procenimo
promene tokom vremena. Pored toga, oslanjanje na podatke dobijene samoprocenom
moze da uklju¢uje pristrasnosti u vezi s razumevanjem ucenika o postenju i nepostenju.

Zaklju¢no, nasi nalazi naglasavaju potrebu za ciljanom obrazovnom praksom koja
se bavi ovim razvojnim razlikama. Buduca istrazivanja bi trebalo da teZe prosirenju ra-
znolikosti uzorka kako bi istrazila kako razlicite demografske grupe uticu na percepci-
ju laganja. Longitudinalne studije bi bile korisne za procenu dugoroc¢nih efekata obra-
zovnih intervencija na moralno rezonovanje ucenika. Pored toga, razvijanje i evaluacija
specifi¢nih programa socijalno-emocionalnog ucenja fokusiranih na postenje i moralno
rezonovanje moglo bi doneti dragocene uvide u njihovu efikasnost. Ulaganje u profesio-
nalni razvoj edukatora je klju¢no, kao i podsticanje roditeljskog ukljucivanja u diskusije o
etici, stvarajuci podrzavajuce okruzenje koje se proteZe izvan ucionice. Redovne procene
razumevanja etickih koncepata kod u¢enika takode bi trebalo da se sprovode kako bi se
informisale i prilagodile obrazovne strategije. Bavedi se snagama i slabostima nase studi-
je, dok jasno povezujemo nase zakljucke sa nalazima, moZzemo bolje informisati buduce
obrazovne prakse i istrazivacke inicijative usmerene na unapredenje moralnog i socijal-
nog razvoja ucenika.
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Koncept karijere je poslednjih decenija dozZiveo znacajnu transformaciju, u kojoj
karijera gubi na linearnosti, a dobija na heterogenosti, visestrukosti, sa cestim
oscilacijama i brojnim paralelnim i bo¢nim linijama. U toj konstelaciji, karijerno vodenje i savetovanje
se i u Evropskoj uniji i u Srbiji javlja kao jedan od vodecih koncepata razlicitih sektorskih politika,
koji se nesumnjivo nalazi i u samom vrhu obrazovnih politika. Da bi se karijernim vodenjem i
savetovanjem (KViS) adekvatno upravljalo, odnosno da bi se optimizovali efekti koji se ocekuju od
ovoga fenomena i delatnosti, neophodno je imati konzistentan i pazljivo osmisljen legislativni
okvir. Koriste¢i kvalitativni istraZivacki pristup, realizovali smo istraZivanje s ciljem da saznamo
kako se u legislativnim dokumentima Republike Srbije posmatra fenomen karijernog vodenja i
savetovanja. Osnovno istraZivacko pitanje operacionalizovali smo kroz posmatranje sedam
elemenata KViS: razumevanje koncepta, ciljeve, programe, nosioce aktivnosti, karijerne prakticare,
ciline grupe i efekte. Koristili smo deskriptivnu i komparativnu metodu, kao i analizu dokumentacije
koja je obuhvatila 19 dokumenata, iz sektora mladih, obrazovanja (od osnovnoskolskog do
obrazovanja odraslih) i sektora zaposljavanja, sa ciljem da obuhvatimo sve uzraste i Zivotne uloge

Apstrakt

1 Uradu je predstavljen deo rezultata istrazivanja sprovedenog u okviru projekta,,Implementacija
usluge karijernog vodenja i savetovanja (KViS)” (broj ugovora 404-02-97/2022-08), koji je trajao od
pocetka novembra 2022. godine do kraja novembra 2023. godine, a koji su finansirali Kancelarija za
dualno obrazovanje i Nacionalni okvir kvalifikacija Republike Srbije.

2 jovan.miljkovic@f.bg.ac.rs
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u kojima KViS mozZe imati svoje mesto. Rezultati istraZivanja pokazuju da je KViS, kao meduresorna
delatnost, nejednako artikulisana u razlicitim sektorima politika. Dominantna je usmerenost ka
mladima, obrazovnom sektoru i karijernom informisanju, od tri oblasti rada KViS. Naglasena je
potreba za donosenjem integrativnog dokumenta i uspostavljanjem tela koje bi koordinisalo ovu
delatnost, kao i obaveznosti primene postojec¢ih standarda KViS u njoj.

Kljucnereci:  karijerno vodenje i savetovanje, politike obrazovanja, legislativa obrazovanja, karijerni
prakticari, standardi karijernog vodenja i savetovanja.

Uvod

Polje rada i karijere trpi krupne promene u savremenom drustvu, Cije posledice
u najvecoj meri snose pojedinci. Savremeno radno okruzenje od pojedinaca ocekuje
neprekidan i intenzivan napor kako bi odrzali konkurentnost na trzistu rada (Pejatovic
i Orlovi¢ Lovren, 2014). Koncept jednoznacne, linearne karijere je pluskvamperfekat —
danas je karijerni put pun uspona i padova, sa mnostvom bo¢nih karijernih linija koje
se dalje granaju. Karijera sada traje i nakon penzije, sto znaci da su pojedinci upleteni u
ovu dinamiku ceo svoj zivotni vek. Karijerno vodenje i savetovanje (KViS) se javlja kao
conditio sine qua non upravljanja ovim dozivotnim procesom. Izazovi savremene karije-
re, potreba za njenim efikasnim upravljanjem, ali i podrskom u tome, prepoznati su na
globalnom planu, ¢ime je KViS postao predmet interesovanja svih znacajnijih svetskih
institucija povezanih s obrazovanjem. ,Govoredi re¢nikom politike, karijerno vodenje i
savetovanje videno je kao mocna alatka, instrument za suoc¢avanje s mnogobrojnim
izazovima, ne samo karijere, vec i Zivota u 21. veku. To moze da se uoci u gotovo svim
vaznijim dokumentima, strategijama, preporukama u poslednjih nekoliko decenija ve-
zanih za obrazovanje, posmatrano i na globalnom i na evropskom i na nacionalnom
nivou” (Mihajlovi¢, 2021: 25-26). Legislative u svakoj oblasti, pa i u oblasti KViS, imaju
znacajno mesto u definisanju te oblasti, planskom i sistematskom uredivanju i daljem
usmeravanju njenog razvoja. Imajudi to na umu, treba sagledati kako je KViS ureden
legislativnim okvirom u politikama u Srbiji, Sto smatramo da je vazno i za nauke o obra-
zovanju u nasoj zemlji.

Teorijski okvir istrazivanja

Terminoloski konzistentan okvir je preduslov da bismo se u bilo kojoj oblasti jasno
razumeli. ,Termini nisu samonikli. Oni su proizvod socijalnih okolnosti i filozofskih razma-
tranja sustine ¢oveka i njegovog obrazovanja. Oni imaju ne samo sadrzajnu, vec i idej-
nu (ideolosku) dimenziju” (Savicevi¢, 2003: 207). Prema analizi koju daje Mihajlovi¢, ter-
minoloska dZzungla nije zaobisla ni oblast KViS u kojoj se koriste brojni termini ,bilo da
pretenduju da budu sinonimi ili insistiraju na razlikama u odnosu na karijerno vodenje”
(Mihajlovi¢, 2021: 13). U zelji da se jasno odredimo prema fenomenu o kojem pisemo, pod
KViS podrazumevamo uslugu,kojom se pojedincu pomaze da proceni svoje sposobnosti,
interesovanja i vrednosti, da dobije informacije o mogu¢nostima dodatnog obrazovanja
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i zaposlenja, pozicionira sebe na trzistu rada — kako u odnosu na zahteve trzista tako i u
odnosu na sopstvene sposobnosti, interesovanja i iskustvo. Rad s pojedincem ne zavrsa-
va se pronalazenjem adekvatnog zaposlenja, ve¢ se on prati i dalje radi stalnog li¢cnog i
profesionalnog razvoja, a u skladu sa kretanjima na trzistu” (Secibovi¢, prema: Brankovi¢,
2010: 604). Mozemo zakljuciti da se radi o celozivotnom procesu, a karijera se ¢esto na-
stavlja i menja i posle penzionisanja individue. Celozivotnost prevazilazi dimenziju starosti
i podrazumeva dostupnost i prilagodenost KViS pojedincima razlic¢itih obrazovnih i pro-
fesionalnih karakteristika, u razlicitim zivotnim i karijernim fazama i tranzicijama, sto je i
nedostatak navedene definicije, koja ne uvazava zahteve vezane za karijeru koji ne dolaze
iz sveta rada, a ¢ime bismo je mogli dopuniti.

Vazno je da ovako znacajan fenomen bude predmet bavljenja politike, pod kojom
podrazumevamo ,sve aktivnosti za pripremu i donosenje obavezujucih odluka i/ili odluka
orijentiranih opem dobru i u korist drustva u celini” (Meyer, 2013: 31). Re¢ je o komplek-
snom fenomenu, koji ima tri dimenzije: polity (obuhvata ustav, osnovna prava, drzavu, po-
liticki sistem i politicku kulturu), policy (obuhvata politicke probleme, uspeh i programe)
i politics (obuhvata interese, aktere, konflikt, konsenzus, legitimitet i vlast) (Meyer, 2013).
lako za puno razumevanje politike ne mozemo izostaviti nijednu dimenziju, za potrebe
ovoga rada ogranici¢emo se na prvu, u koju bismo mogli svrstati legislativu, koja je alter-
nativna u procesu nastajanja, ali obavezujuéa nakon njenog donosenja.

Sudbina KViS je, u pogledu odredivanja mesta koje ima u politikama, identi¢na
sudbini obrazovanja. ,Obrazovanje se javlja kao preduslov ostvarivanja razlicitih ciljeva
(ekonomskih, nacionalnih, ekoloskih, bezbednosnih...) i kao takvo moze se nadii nalazi se
kao sastavni deo drugih politika, a pre svih, kao sastavni deo razvojnih politika” (Alibabi¢
i sar., 2012: 9-10). To zapravo znaci da je KViS meduresorna delatnost, koja nije predmet
interesovanja jednog ministarstva, vec vise resora, od kojih svaki ima svoje interese i po-
kusava da uredi ovu delatnost onako kako to njemu odgovara. To daje Sirinu u bavljenju
KViS na politickom nivou, ali i otezava donosenje i implementaciju odluka. Politika KViS
deli jo$ jednu karakteristiku obrazovne politike: ,politika obrazovanja predstavlja zbirnu
imenicu koja obuhvata vise razli¢itih obrazovnih politika” (Alibabi¢ i sar.,, 2012: 10). To
znadi da bi se politika KViS mogla sagledavati i u okviru posebnih politika KViS, na primer
politika usmerenih na decu, mlade, odrasle, na posebne nivoe formalnog obrazovanja,
ili specifi¢ne ciljne grupe (osobe s invaliditetom, (ne)zaposleni, stari i sl.). U ovom radu
je predmet naseg proucavanja legislativa vezana za KViS u jednini, odnosno integralna
politika KViS, koja obuhvata sve pojedinacne politike KViS.

Sigurno je da politike svetskih organizacija imaju uticaja i na politiku KViS u Republi-
ci Srbiji (RS), ali s aspekta zvani¢nog strateskog politickog opredeljenja Srbije, najintere-
santniji je odnos EU prema ovom fenomenu, koja KViS smesta u paradigmu celoZivotnog
razvoja. Fokusirajuci se na obrazovanje odraslih, Ovesni i Pejatovi¢ navode da su ,u doku-
mentima Evropske unije (Lisabonska strategija) procesi savetovanje i vodenje obrazova-
nja odraslih shvaceni kao preduslov zaposljivosti, koja se ne odnosi samo na kontinuirano
osveZavanje znanja i vestina, ve¢ i na sticanje potpuno novih, kompleksnih kompetencija,
neophodnih za nove profesionalne i/ili stru¢ne profile” (Ovesni i Pejatovi¢, 2012: 168). Ana-
lizom dokumentacije EU moze se zakljuciti da KViS predstavlja,znacajan aspekt koncepta
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dozivotnog ucenja i obrazovanja, koji treba da budu kontinuirano dostupni, usmereni ka
[...] zadovoljavanju obrazovnih potreba pojedinaca, ekonomije i Sireg drustva” (CEDEFOP,
2009, prema: Ovesni i Pejatovi¢, 2012: 168).

Logi¢no je da se difuzije politika, pod ¢ime smatramo proces u kome se usvajanje
politike desava vodenjem iste politike koju vode neke druge zemlje, ali bez prinude (Hol-
zinger et al., 2008, prema: Popovi¢, 2014), politika EU prema problematici KViS reflektuje
na politiku KViS RS. Na osnovu rezultata istrazivanja Miljkovi¢ i Alibabi¢ (2016), u politi-
kama obrazovanja odraslih postoji visok stepen podudarnosti sa slicnim politikama EU,
nekada i do nivoa konvergencije, otvara se pitanje da li je to i ovde slucaj. Autori tvrde
da ,prenosivost obrazovnih ciljeva podrazumeva moguénost prenosenja okvirne legisla-
tive, pa ¢ak i obrazovnih programa” (Miljkovi¢ & Alibabi¢, 2016: 176). Analizirajuci KViS u
Srbiji, Mihajlovi¢ isti¢e da,karijerno vodenje i savetovanje na nacionalnom nivou deli ista
usmerenja koja se mogu pronacdi i na evropskom nivou” (Mihajlovi¢, 2014: 127). Pitanje je
da li su evropska usmerenja samo ,prepisana” u nacionalnu politiky, ili je kreiran, na njima
baziran, sveobuhvatan, medusobno uskladen legislativni okvir. S obzirom na brojna otvo-
rena pitanja povodom KViS u Srbiji, kao i znacaj ovog fenomena na svim nivoima ljudske
egzistencije, smatramo potrebnim i nuznim da se pozabavimo aktuelnim stanjem legi-
slative KViS u RS, svesni ¢injenice da njeno postojanje i usmerenost ne garantuju i njenu
implementaciju, koja ostaje u relacijama dimenzija policy i politics.

Metodoloski okvir istrazivanja

Kako je predmet naleq istrazivanja iz oblasti obrazovne politike, odlucili smo se
za kvalitativni pristup koji pociva na teoriji razumevanja (Matovi¢, 2013). Nase osnovno
istrazivacko pitanje Kako se u legislativnim dokumentima RS posmatra fenomen KViS ope-
racionalizovali smo preko niza posebnih istrazivackih pitanja, koja nam sluze da sveobu-
hvatnije, dublje i potpunije sagledamo analizirani fenomen. To su: Kako je KViS definisan
u legislativnim dokumentima RS?; Koju svrhu legislativni dokumenti RS namenjuju KViS, od-
nosno s kojim ciljem se realizuju aktivnosti KViS?; Ko su definisani nosioci aktivnosti KViS na
makro, mezo i mikro nivou u legislativi RS?; Koje ciline grupe korisnika usluga KViS akcentuje
legislativa RS?; Koje profesionalne pripadnosti i kakve kompetentnosti bi, prema legislativi
RS, trebalo da budu karijerni prakticari?; Kako legislativa RS ureduje programe KViS, njihovu
orijentaciju i mere kvaliteta?; Koje efekte KViS legislativa RS ocekuje i kako ih meri?. |zbor
kvalitativnog istrazivackog pristupa, alii osnovnog istraziva¢kog pitanja, uslovio je izbor
metoda i tehnika. Koris¢ene su deskriptivna i komparativha metoda, kao i analiza do-
kumentacije. Deskriptivna metoda nam je neophodna da bismo 3to je moguce tacnije
opisali posmatranu pojavu. Uz to, ekonomi¢na je, jer omogucava da se obuhvati veliki
broj ¢injenica (Bandur i Potkonjak, 1999). Uz pomo¢ komparativne metode uporedivali
smo istorodne pojave u razli¢itim legislativnim dokumentima, a $to se tice analize do-
kumentacije kao istrazivatcke metode, naglasicemo misljenje Miljevi¢a koji smatra da
je ovo ,operativna metoda koja se moze nadi u istrazivanjima u raznim ulogama” (Mi-
ljevi¢, 2007: 236), odnosno kao metoda u prikupljanju podataka i kao metoda obrade
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podataka, $to smo i mi iskoristili. Kao tehnike istraZivanja koris¢ene su analiza sadrzaja
dokumentacije, analiza narativa i diskursa, jer se radi o specifi¢noj vrsti dokumentacije,
kako po formi tako i po stilu pisanja. U odabiru dokumenata za analizu vodili smo se
nacelom da koristimo isklju¢ivo primarne izvore, odnosno zvani¢na dokumenta koja su
doneli organi RS. Dokumenta obuhvacéena analizom pripadaju sektoru mladih, sektoru
obrazovanja (od osnovnoskolskog do obrazovanja odraslih) i sektoru zaposljavanja, sa
ciliem da obuhvatimo sve uzraste i sve Zivotne uloge u kojima KViS moze imati svoje
mesto (u spisku literature navedena su analizirana dokumenta sa punim nazivima i skra-
¢enicama koje ¢e se koristiti u radu). Vazan dokument Pravilnik o standardima usluga
karijernog vodenja i savetovanja (Standardi KViS) nije pripao uzorku, ve¢ je koris¢en
kao referentna tacka za analizu ostale legislative. IstraZivanje je realizovano tokom 2023.
godine, a kao instrument koris¢en je posebno konstruisan protokol.

Prikaz i analiza rezultata istrazivanja

Analizom 19 dokumenata iz legislativnog opusa RS koji se bave, ili bi trebalo da se
bave, tematikom KViS, pokusali smo da mapiramo regulisanost ove oblasti. Analizi smo
pristupili tako $to smo prethodno izdvojili odredene elemente (videti Tabelu 1) koji su
vazni ¢inioci KViS i razmatrali njihovo prisustvo i odredenost u legislativi Srbije. Prvi utisak
o potpori koju praksa KViS ima u legislativnom okviru mozemo steci pogledom na Tabelu
1. Detaljnijom problematizacijom svakog elementa bavimo se u posebnim poglavljima
koja slede.

Odredenje KViS u legislativnim dokumentima RS

Podaci iz Tabele 1 pokazuju da je KViS jasno definisan samo u nekolicini dokume-
nata, prvenstveno u sektoru obrazovanja i na nivou strateskih dokumenata. Zakonska re-
gulativa ili ne prepoznaje KViS, ili se o njegovom odredenju posredno saznaje kroz tekst
zakona. U pojedinim zakonima koji se ticu obrazovanja je situacija nesto bolja, ali precizna
definicija ipak izostaje.

Analiza postojec¢ih odredenja pokazuje da se na KViS gleda siroko, poput definicije
date u Clanu 7 Zakona OO kojom se pod KViS podrazumeva ,pruzanje stru¢ne podrike
odraslima za li¢ni i profesionalni razvoj i zaposljavanje”ili, pak, definicije date u dokumen-
tima sadrze sazete ciljeve KViS, suzavaju sadrzaj KViS ili obuhvataju vrlo specifi¢ne ciljne
grupe, u odnosu na sektorsku pripadnost ili tematsku orijentaciju dokumenta (na primer
Zakon o obrazovanju odraslih, 2020).

Konceptualna nedoslednost pracena je i nedovoljnom terminoloskom uskladeno-
$¢u. U pojedinim dokumentima dosledno je prihvaéena sintagma karijerno vodenje i save-
tovanje, dok se negde govori o karijernom vodenju, savetovanju u planiranju karijere, pro-
fesionalnoj orijentaciji. Nema jasnog isticanja odnosa ovih termina, a neretko se precutno
posmatraju kao sinonimi. Raznovrsnost u terminologiji postoji ne samo medu razli¢itim
dokumentima, ve¢ i kroz jedinstven dokument (na primer Strategija KViS, 2010).
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Legislativa u sektoru obrazovanja, a posebno obrazovanja odraslih (u kojima je i KViS
najvise zastupljen) direktno smesta KViS u aktuelni koncept celoZivotnog ucenja, posma-
trajuci ga kao njegov ,sastavni deo” (Godisnji plan obrazovanja odraslih u Republici Srbiji
za 2023. godinu, 2023: 32). To iziskuje da KViS bude dostupan svim pojedincima, neveza-
no od njihovog uzrasta, obrazovanja, radnog statusa i sli¢no, ¢ime postaje meduresorna
delatnost i predmet razli¢itih sektorskih politika. Ipak, trenutna zakonska i podzakonska
regulativa u RS prikazuje drugaciju sliku u kojoj se KViS segmentirano javlja, otezavajudi
time stvaranje jedinstvene politike KViS. Mnogi aspekti KViS su i dalje na nivou preporuka
upravo zbog isuvise prostora u legislativi za razli¢ito interpretiranje koncepta KVisS.

Svrhaii ciljevi KViS u legislativnim dokumentima RS

Odgovor na nase drugo istrazivacko pitanje, koju svrhu i ciljeve legislativni doku-
menti RS namenjuju KViS, pruza sli¢nu sliku onoj koju vidimo kod definisanja ovog kon-
cepta. lako se, za razliku od odredenja koncepta, ciljevi KViS mogu pronadi u nesto ve¢em
broju dokumenata (videti Tabelu 1), njihovo navodenje i dalje u znatnom broju dokume-
nata u potpunosti izostaje ili se o njima jedino moze zakljuciti pratedi narativ dokumenta.
Cesto se svrhai ciljevi prepoznaju indirektno - kroz definisanje koncepta, blize odredenje
posla karijernih prakticara, rada $kolskog Tima za KViS itd.

Analizom su izdvojeni slededi ciljevi KViS:

- li¢nirazvoj;

- upravljanje procesima ucenja, rada, karijernim promenama i drugim aspektima

licnog razvoja;

- razumevanje sebe u kontekstu profesionalnog razvoja, donosenje odluka po pi-
tanju obrazovanja, u¢enja i rada, istrazivanje mogucnosti za rad i u¢enje, uprav-
lianje karijerom - jacanje vestina upravljanja karijerom;

- profesionalni razvoj;

- unapredivanje zaposljivosti i zaposljavanja;

- prohodnost kroz nivoe Nacionalnog okvira kvalifikacija Srbije (NOKS), a time i
lak$a pokretljivost radne snage.

Bilo decidirano ili posredno odredena, svrha koju je legislativa RS namenila KViS je
pruzanje podrske pojedincima da postanu ,menadzeri svoje karijere” (Mihajlovi¢ i Popo-
vi¢, 2012: 30; Strategija karijernog vodenja i savetovanja u Republici Srbiji, 2010: 11). U
okviru ovog cilja, svaki legislativni dokument u skladu s oblas¢u koju ureduje daje spe-
cifiénije ciljeve. Na primer, Clan 10 Zakona NOKS (2023) kao cilj usluge KViS vidi,podriku
pojedincu za ostvarivanje prohodnosti kroz nivoe NOKS-a...”; Clan 43 Zakona OS kao cilj
odreduje podrsku za ,izbor srednje $kole i zanimanja u skladu sa sklonostima i sposobno-
stima ucenika” (pri ¢emu je vazno naglasiti da se ovde govori o profesionalnoj orijentaciji,
a ne KViS), i sli¢no.

Kroz ciljeve KViS se ukazuje na znacaj koje on ima za pojedinca i za drustvo, $to je
posebno vidljivo u legislativi u sektoru zaposljavanja, gde se kao ciljevi KViS isti¢u unapre-
divanje zaposlenja, laksa pokretljivost radne snageii sl.
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Organizacioni nosioci KViS u legislativi RS

Prema podacima u Tabeli 1 ¢ini se da je ovaj element, u poredenju s ostalima, u vecoj
meri regulisan. Medutim, ukoliko sagledamo listu nosilaca aktivnosti KViS, moze se kon-
statovati da su i oni u skladu sa preovladuju¢im diskursom KViS, a to je ,usmerenje koje
dominantno ide ka mladima, i ka sektoru obrazovanja, sa blagim pomakom ka sektoru
zaposljavanja” (Pejatovic i sar., 2023: 20).

Na makronivou se nadleZnost razliva na razli¢ita ministarstva, zavode i druge orga-
nizacije na nacionalnom nivou, shodno prirodi KViS kao meduresorne delatnosti. Pode-
liena nadleZnost narusava kreiranje jedinstvenog sistema KViS njegovim pretvaranjem u
set pojedinac¢nih aktivnosti koje odgovaraju interesima i potrebama odredenog resora.
Pomak ka efikasnijem upravljanju sistemom KViS napravljen je novim Zakonom NOKS,
gde je krovna nadleznost za upravljanje dodeljena Agenciji za kvalifikacije (AZK), i delom
Savetu za NOKS. Uzimajuci u obzir postojece organizacione jedinice AZK (RKiPSV centar
- Centar za razvoj kvalifikacija i podrsku sektorskim ve¢ima NOKS-a, ENIC/NARIC centar -
organizaciona jedinica Agencije za kvalifikacije koja sprovodi postupak priznavanja strane
Skolske isprave, JPOA centar - Centar za akreditaciju javno priznatih organizatora aktivno-
sti obrazovanja odraslih), nejasno je kojoj od njih pripada problematika KViS i otvara se
pitanje aktuelnih kapaciteta AZK da se time bavi.

Na mezonivou, listu bi trebalo dopuniti organizacijama van sistema obrazovanja i sek-
tora za mlade. Kompanije kao nosioci aktivnosti KViS izostaju, a Zakon o radu ne pominje
nikakve nosioce KViS. Mihajlovi¢ i Popovi¢ isti¢u da je realizacija KViS u okriljima kompanija
vazan preduslov za prihvatanje koncepta doZivotnog ucenja i politiku aktivnog zaposljava-
nja (Mihajlovi¢ i Popovi¢, 2012). Pored privrede, i civilni sektor je potrebno jace ukljuciti, Sto
je prepoznato novim Zakonom NOKS.

Na mikronivou, pored pojedinaca koji realizuju aktivnosti KViS u okviru skolskog si-
stema, kao nosioci definisani su karijerni prakticari (Zakon NOKS, 2023). Cini se da je svim
pojedincima otvoren put da budu karijerni prakticari, ali nije definisano kako se to i po-
staje. Nedostaje jasnije uredenje njihove kvalifikovanosti i kompetentnosti, o ¢emu ¢e biti
reci kasnije.

Mogucnost za efikasnije upravljanje sistemom KViS, na sva tri nivoa, vidi se kroz
umrezavanje njegovih nosilaca, koje ,moze biti put zadovoljavanja razlicitih potreba za
karijernim vodenjem i savetovanjem” (Mihajlovic¢ i Popovi¢, 2012: 38-39).

Ciljne grupe usluga KViS u legislativi RS

Odredenje KViS koje zastupamo podrazumeva da je to celozZivotni proces koji ,po-
maze pojedincima svih uzrasta u svim periodima njihovog zivota da donesu odluke rele-
vantne za razvoj karijere, a koje obuhvataju i li¢ni i profesionalni domen” (Pejatovic i sar.,
2023: 17). Shodno tome, svi bi trebalo da spadaju u ciljnu grupu KViS. Medutim, analiza
pokazuje da legislativni okvir RS ipak postavlja granice i da ciljna grupa nije toliko razno-
vrsna koliko bi se ocekivalo da bude.
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Nosioci aktivnosti KViS na makro, mezo i mikro nivou

NIVO

NOSIOCI AKTIVNOSTI

MAKRONIVO
(nacionalni)

Ministarstvo nadlezno za obrazovanje

Ministarstvo nadlezno za mlade

Ministarstvo nadlezno za zaposljavanje

Savet za mlade

Krovna organizacija mladih Srbije

Nacionalna asocijacija prakti¢ara/ki omladinskog rada
Nacionalna asocijacija kancelarija za mlade

Agencija za kvalifikacije

Zavod za unapredivanje obrazovanja i vaspitanja
Zavod za vrednovanje kvaliteta obrazovanja i vaspitanja
Savet za stru¢no obrazovanje i obrazovanje odraslih
Savet za NOKS

Sektorska veca

Privredna komora Srbije

Nacionalna sluzba za zaposljavanje

Nacionalna akademija za javnu upravu

Fondacija Tempus

MEZONIVO
(lokalni)

Organizacije u lokalnoj zajednici sa kojima $kola saraduje, a koje se bave KViS
Osnovna i srednja Skola ili druga organizacija koje imaju status JPOA za aktivnosti KViS za
odrasle

Centar za karijerno vodenije i savetovanje i podréku studentima

Udruzenja mladih i udruzenja za mlade

Savezi udruzenja mladih i udruzenja za mlade

Pokrajinski savet za mlade i savet za mlade jedinice lokalne samouprave
Kancelarije za mlade

Organizacije civilnog drustva koje se bave KViS

Agencije za zaposljavanje

Agencija za mlade

Druga pravna lica

MIKRONIVO
(pojedinci)

Karijerni prakticari

Roditelji i drugi zakonski zastupnici

Tim za profesionalnu orijentaciju u osnovnoj skoli

Tim za karijerno vodenje i savetovanje u srednjoj skoli

Tim za karijerno vodenije i savetovanje u dualnom obrazovanju

Napomena 1. Prilagodeno na osnovu Pejatovic i sar, 2023: 19-20.
Napomena 2. Nazivi nosilaca aktivnosti su prikazani onako kako su navedeni u analiziranim legislativnim

dokumentima.
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Ciljne grupe sagledali smo u odnosu na tri kriterijuma (koja su se izdvojila i kroz
samu analizu):

- starost;

— obrazovni status;

- radni status — (ne)zaposlenost.

Prema starosti, legislativna dokumenta RS kao korisnike usluga KViS akcentuju mla-
de i mlade odrasle (15-30 god.). Pri tome se uvazavaju i razli¢ite karijerne potrebe mladih,
pa je u dokumentima poput Strategije KViS prisutno dalje ras¢lanjavanje na potkategorije
prema uzrastu (do 14 god., 15-18, 19-30, 30+). lako su u istoj strategiji odrasli preko 45
godina prepoznati kao osetljiva kategorija, nema dalje razrade ponude za njih. Diverzifi-
kacija odraslih kao ciljne grupe izostaje ¢ak i u dokumentima koja ureduju obrazovanje
odraslih. Razmatrajuci razlike izmedu mladih i odraslih, Mihajlovic isti¢e da one ,iziskuju
potrebu da se odraslima omoguce dodatne i svakako drugacije aktivnosti karijernog vo-
denja i savetovanja” (Mihajlovi¢, 2014: 130).

Legislativa RS ne samo da akcentuje mlade, ve¢ najces¢e mlade koji su u obrazov-
nom sistemu. U tom smislu se obrazovni status izdvojio kao jedan od kriterijuma po kojem
se posebno izdvaja ciljna grupa - ucenici. Jedino se u Nacionalnoj strategiji za mlade kao
ciljna grupa pominju i mladi van obrazovnog sistema.

Kada je re¢ o radnom statusu, aktivnosti KViS uglavnom su namenjene nezaposle-
nim licima. Strategija ZAPOSLJAVANJE medu korisnike aktivne mere politike zaposljavanja
ubraja i zaposlene, medutim segmenti dokumenta koji se direktno ti¢u aktivnosti KViS
ipak naglasavaju usmerenost usluga ka nezaposlenim mladima i odraslima. Kao i u slu¢aju
nosilaca aktivnosti KViS gde analiza ukazuje na nedostatak prepoznavanja poslodavaca
kao bitnih pruzalaca usluga, i podaci o ciljnim grupama jos jednom ukazuju na potrebu za
daljom razradom sistema KViS u sektoru zaposljavanja i privrede.

Kao posebna ciljna grupa isticu se karijerni prakticari. Kada se o njima govori kao o
korisnicima aktivnosti KViS, misli se na aktivhosti namenjene razvoju njihove kompeten-
tnosti za obavljanje ove uloge. Medu njima se pominju nastavnici i stru¢ni saradnici koji
sprovode aktivnosti KViS u skolama, karijerni prakticari u NSZ i organizacijama civilnog
drustva, edukatori, omladinski radnici, socijalni radnici...

Ukrstajuci posmatrane kriterijume mogli bismo zakljuciti je legislativa KViS usmere-
na ka mladima kao krajnjim korisnicima, a posebno ka mladima u obrazovnom sistemu,
kao i ka nezaposlenim licima. Ovakvo usmerenje u suprotnosti je sa savremenim i promo-
visanim shvatanjem KViS, svodeci ga na svakako vazan, ali samo jedan njegov deo.

Legislativno odredenje profesionalne pripadnosti
i kompetentnosti karijernih prakticara

U prethodnim poglavljima dotakli smo se karijernih prakti¢ara i neresenosti pitanja
njihove profesionalne pripadnosti i kompetentnosti. Zakon NOKS ne redava to pitanje, ali
jasno navodi da karijerni prakticari mogu biti osobe razli¢itih kvalifikacija, bez ogranica-
vanja vrste ili nivoa kvalifikacije. Profesionalna pripadnost je naizgled blize definisana u
sektoru obrazovanja. Dok s jedne strane dokumenta specifikuju pedagoge i psihologe
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kao nosioce, s druge strane otvaraju moguc¢nost nastavnicima bilo kog predmeta da rea-
lizuju aktivnosti KViS, ¢ime brisu granice profesionalne pripadnosti karijernih prakticara.

Mogli bismo reci da je kompetentnost karijernih prakti¢ara nesto definisanija, ali
analiza ukazuje na niz neredenih pitanja. Standardi KViS obuhvataju i standarde kompe-
tencija praktic¢ara koje daju set opstih i specifi¢cnih kompetencija prema oblastima rada.
lako su kompetencije definisane Standardima KViS, druga dokumenta ne referisu na njih
(videti Tabelu 1), a vidljiva je i potreba da se definise nacin sticanja kompetencija. Dok
nacin nije definisan zakonskom regulativom, ponuda za razvoj kompetencija karijernih
prakti¢ara u praksi postoji - u GPOO 2023 planiran je niz razlicitih aktivnosti s ovim ciljem.
Podaci pokazuju da je teZznja ka razvoju kompetencija karijernih prakti¢ara vidljiva na ni-
vou strateskih dokumenata, ali oni ne pretpostavljaju obaveznost.

Programi KViS u legislativi RS

Dva aspekta programa KViS je neophodno regulisati legislativnim okvirom:

1. ka kome i ka ¢emu su usmereni programi KViS (programska orijentacija);

2. kako se legislativnim dokumentima obezbeduje kvalitet programa KViS (krite-

rijumi kvaliteta).

Polaznu osnovu za regulisanje oba pitanja ¢ine Standardi KViS, ¢ija ¢e primena
umnogome zavisiti od podrske obezbedene kroz druga legislativna dokumenta koja,
kako nasa analiza ukazuje, najcesce izostaje. Programi KViS se pominju u nekoliko do-
kumenata, najcesce strateskih i, shodno uocenoj tendenciji razvijenosti KViS u sektoru
obrazovanja, u zakonima koji se ticu osnovnog i srednjeg obrazovanja (Pejatovi¢ i sar.,
2023). Dokumenta koja regulisu sektore zaposljavanja i mladih ne obraduju direktno te-
matiku programa KVisS.

Kada je re¢ o programskoj orijentaciji, pitanje o ciljnim grupama je ve¢ obradeno,
zbog ¢ega ¢emo se na ovom mestu koncentrisati na sadrzajnu usmerenost programa.
Prema Standardima KViS, programi bi trebalo da razvijaju vestine upravljanja karijerom
(VUK). U vedini analiziranih dokumenata one se uopste ne pominju (Tabela 1), a samo
ponegde se mogu indirektno prepoznati kroz tekst dokumenta. Izuzetak se javlja kod
Pravilnika KVIS Tim DUAL gde se eksplicitno navodi da Tim za KViS ,organizuje i sprovo-
di aktivnosti savetovanja, informisanja i obucavanja za vestine upravljanja karijerom u
skladu sa Standardima” (Clan 4).

Programsku orijentaciju je moguce razmatrati u odnosu na jo$ dva kriterijuma: do-
men razvoja li¢nosti i usmerenost na odredene oblasti rada KViS. Orijentacija programa na
liéni razvoj postoji samo u GPOO 2023, dok se u ostalim dokumentima ostaje u okriljima
povecanja zaposljavanja i unapredivanja zaposljivosti.

Fragmentarni pristup zastupljen je i kad je re¢ o oblastima rada. Usluge KViS se mogu
podeliti na informisanje, savetovanje i obrazovanje za karijeru. Najkorisnije je primenjivati
ih holisticki, kao objedinjen klaster aktivnosti, pa je o¢ekivano da ga tako obraduje i legi-
slativni korpus. No, pregledom Tabele 1 vidimo ne samo da je neujednacena pokrivenost
triju oblasti rada KViS u dokumentima, vec se fragmentiranost usloznjava time 3to se razli-
¢ita dokumenta bave razli¢itim oblastima rada. Jedino Zakon MLADI, mada veoma $iroko,
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i Pravilnik Tim KViS DUAL obraduju sve tri oblasti. Sva ostala dokumenta izostave po jedan
deo slagalice. Prisutan disbalans u orijentaciji programa prema oblastima rada KViS ,osli-
kava nestratesko kreiranje regulativnog okvira za KViS, ili pak oslikava upravo stratesko
planiranje realizacije najjeftinije aktivnosti KViS (informisanja), $to indirektno govori o pri-
oritetizaciji KViS od strane donosioca odluka” (Pejatovic i sar., 2023: 26-27).

Drugo vazno pitanje vezano za programe KViS jeste pitanje njihovog kvaliteta - da
li i na koji nacin legislativni okvir RS obezbeduje mehanizme za postavljanje i pracenje
kvaliteta programa KViS.

Standardi KViS propisuju da celovit KViS program ima definisan cilj, ishode, za-
snovanost na ispitanim obrazovnim potrebama ciljne grupe, definisan nacin i vreme
trajanja, plan evaluacije programa i merenje njegovih efekata, sto su indikatori kvaliteta
jednog obrazovnog programa. Stoga smo sagledali koliko legislativni sistem prepozna-
je ove elemente i kakvu potporu pruza ostvarenju ovih finih zahteva koje postavljaju
Standardi KViS. Rezultati analize ne pruzaju povoljnu sliku ni po ovom pitanju — obuhva-
¢ena dokumenta se ,izrazito retko, ako i uopste, potanko doti¢u prethodno navedenih
elemenata programa” (Pejatovic i sar., 2023: 23). Cak i u retkim dokumentima u kojima
se eksplicitno pominju programi KViS nema celovite i detaljne razrade programa prema
svim elementima.

Postojanje Standarda programa KViS znaci postojanje legislative o kvalitetu progra-
ma. Ipak, njihova nedovoljna zastupljenost u drugim, a posebno zakonskim dokumenti-
ma, ukazuje na nepostojanje obaveze implementacije tog kvaliteta, ¢ime se obesmisljava
i postojanje samih Standarda KViS. Legislativni okvir RS propisuje indikatore kvaliteta pro-
grama kroz postojece Standarde KViS, ali nedostaju mehanizmi za obezbedivanje i pra-
¢enje istih, odnosno podrska njegovoj implementaciji. Unapredenje ovog pitanja vidi se
kroz uskladivanje legislativnih dokumenata s postoje¢im Standardima KViS, a posebno
onih dokumenata koji propisuju obaveznost u primeni.

Posebno vazan element za obezbedivanje kvaliteta celokupnog sistema KViS jeste
pracenje njegovih efekata, zbog ¢ega je ovaj segment razmatran kao posebno istrazivac-
ko pitanje.

Efekti KViS

Ako KViS posmatramo kao integrativnu uslugu koja pocinje ispitivanjem (obrazov-
nih) potreba krajnjih korisnika, a zavrsava se procenom uspesnosti realizacije usluge, onda
uslugu KViS posmatramo kao obrazovni ciklus. Evaluacija je integralni korak njegovog
uspednog ostvarenja (Pastuovi¢, 1978), i moze se odnositi na procenu razlicitih elemenata
i aspekata obrazovnog ciklusa. Jedan od njih koji najvise ukazuje na ostvarenu vrednost
obrazovnog ciklusa jesu dugorocni efekti do kojih dovodi. Vaznost evaluiranja efekata
prepoznata je u Standardima KViS, gde se u Clanu 1 navodi da je njihov stub primena,,po-
litike obezbedivanja dokaza za efekte KViS’, a kao poseban indikator Standarda programa
KViS je naveden ,jasno definisan nac¢in merenja efekata” (stavka 7.3) (Strategija karijernog
vodenja i savetovanja u Republici Srbiji, 2010).
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Kada pogledamo Tabelu 1, mozemo videti da se pracenje efekata eksplicitno pomi-
nje samo u jednom aktuelnom dokumentu, koji se tice dualnog sistema obrazovanja. lako
ih vidimo i u Strategiji KViS, ona datira iz 2010. godine, te se ne moze uzeti kao pokazatelj
aktuelnog stanja u politikama KViS.

Strateska dokumenta pokazuju da je u okviru douniverzitetskog obrazovanja o
efektima KViS planirano da se zakljucuje na osnovu indikatora kao $to su nastavak ob-
razovanja i zapos$ljavanje pojedinaca koji su stekli odredenu kvalifikaciju (SROVRS 2030,
2020); ili, mada prili¢no indirektno, na osnovu retencije u¢enika u obrazovanju ili brzine
zavrsetka nivoa obrazovanja (ZOSQV, 2021). U okviru dualnog sistema obrazovanja se
usluge KViS uglavnom vrednuju preko postignutosti ishoda VUK, dakle preko ishoda, a
pracenje efekata izostaje. Eventualno se moze pretpostaviti da ¢e se meriti zaposljivost
ucenika, no bez razvijenog mehanizma kako.

Korak ka regulaciji oblasti KViS nacinjen je time $to je AZK dodeljeno krovno zadu-
Zenje evaluacije rada organizacija koje se bave KViS (Zakon NOKS, 2023, prema: Pejatovi¢
i sar., 2023). Medutim, u predlozenom mehanizmu izvestavanja od strane organizacija o
sprovedenim uslugama KViS izostaje izvestavanje o pracenju dugorocnih efekata tih ak-
tivnosti. Uz nedostatke u samoj proceduri, otvoreno je pitanje kapaciteta AZK da studi-
ozno prati kvalitet usluga KViS u svim sektorima. ZOSOV (2021) definiSe da je za stru¢no
obrazovanje i obrazovanje odraslih nosilac evaluacije razvoja i sprovodenja KViS Savet za
stru¢no obrazovanje i obrazovanje odraslih. Nedostaje dalja razrada kako e Savet to spro-
voditi i da li ¢e saradivati sa AZK.

Zaklju¢na razmatranja

U uslovima transformacije koncepta karijere, KViS postaje celozZivotni proces i in-
strument podrske pojedincima da postanu i ostanu menadzeri svoje karijere, od naj-
ranijeg uzrasta do kraja Zivota, u cilju licnog i profesionalnog razvoja. S obzirom na
kompleksnost KViS kao meduresorne delatnosti, u cilju konstituisanja jedinstvenog efi-
kasnog i efektivnog sistema, neophodna je usaglasena, a u isto vreme diverzifikovana
legislativa. Stoga smo u radu pokusali da sagledamo kako je KViS ureden legislativnim
okvirom u Srbiji.

Sprovedena analiza ukazuje na fragmentarni i neujednacen pristup politici KViS u
nasoj zemlji, $to je posledica meduresornosti ove delatnosti i nepostojanja jedinstve-
nog integrativnog tela i dokumenta koji bi objedinili, koordinisali i usmerili razlicite in-
terese i delatnosti mnogobrojnih interesnih strana u ovom procesu. Legislativnim okvi-
rom jeste postavljena osnova za KViS u Srbiji, ali i dalje vazna pitanja vezana za KViS u
velikom broju dokumenata izostaju, ¢esto se samo pominjudi bez jasnih odredenija, ili
se o njima implicitno zakljucuje ¢itajuci izmedu redova. Neretko se uocavaju neuskla-
denosti u definisanju samog koncepta, preklapanja medu dokumentima u vezi s ciljnim
grupama, nadleznoscu i sl. lako su identifikovani napori ka vecoj legislativnoj uredeno-
sti ove oblasti, aktuelno stanje govori o nedovoljnoj razvijenosti jedinstvene, integralne
politike KViS u nasoj zemlji.
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U odnosu na tri posmatrana sektora, KViS je najrazradeniji u dokumentima koja se
ti¢u obrazovanja, a najveca potreba za boljom transparentnoscu i integrisanosc¢u vidljiva
je u sektoru zaposljavanja i rada. Po pitanju ciljnih grupa, akcentuju se mladi, najcesce
u formalnom skolskom sistemu, $to otvara prostor za dalje prosirenje obuhvatnosti cilj-
nih grupa. Pored toga, u odnosu na oblasti rada, zastupljeno je prevashodno usmerenje
ka informisanju (o daljim obrazovnim moguénostima i prilikama za zaposlenje), dok su
druge dve oblasti rada (savetovanje i obrazovanje za karijeru) mestimi¢no pominjane i
regulisane. Ovakav pristup, uzak i po pitanju sadrzaja i ciljnih grupa, u suprotnosti je sa
paradigmom celozivotnog ucenja u koju se smesta KViS, kako u EU diskursu tako i u na3oj
zemlji. Na osnovu rezultata analize, Cini se da pre mozemo da govorimo o diskursu celo-
Zivotnog obrazovanja umesto ucenja, s obzirom na to da je politika KViS najintegrisanija
kroz nivoe formalnog sistema obrazovanja, i delom neformalnog obrazovanja odraslih
(kroz JPOA i PPU koji je trenutno aktuelan u obrazovnoj politici Srbije).

Takode, uocen je nesklad izmedu aktuelnog i promovisanog modela KViS kao ra-
zvojnog, obuhvatajuci time holisticki razvoj individue (li¢ni i profesionalni) i modela
uocenog analizom za koji bismo mogli reci da je viSe neoliberalni i kompenzacijski (sa
prevashodnim ciljem zaposljavanja i kompenzacije obrazovnih i karijernih nedostataka).
Dok ciljevi KViS identifikovani analizom jasno isticu i li¢ni razvoj individue, u razradi dru-
gih elemenata (ciljne grupe — mladi, nezaposleni; informisanje kao primarna oblast rada,
prevashodna programska orijentacija ka povecanju zaposljivosti) ¢ini se da ovaj segment
izostaje. Dalja razrada elemenata KViS u legislativnom okviru RS ne samo da treba da bude
detaljnija i uskladenija, vec i strateski osmisljena u skladu sa celoZivotnom koncepcijom
karijernog razvoja.

S aspekta nauka o obrazovanju, znacajno je pomenuti i karijerne prakticare kao jos
jedan vazan element koji smo u ovom radu posmatrali. Legislativni okvir Srbije Sirom otva-
ra vrata po pitanju njihove profesionalne pripadnosti, ¢ime zapravo jos jace istice uocenu
potrebu za blizim odredenjem njihove kompetentnosti i nacina njenog razvoja, posebno
u zakonskim dokumentima.

Kako bi ulozen napor u razvoj oblasti KViS imao vise smisla, potrebno je da postoji
razvijen sistem evaluacije usluga KViS, a posebno njihovih dugoro¢nih efekata. Sustinski
problem zakonskih i podzakonskih akata je Sto iz svih njih izostaju jasna procedura i indi-
katori za sprovodenje pracenja i procene efekata usluga KViS, bez ¢ega se ne moze oceki-
vati uspesan strateski razvoj KViS u celini. Od celokupne legislative, samo Standardi KViS
pozivaju na razradu mehanizama pracenja efekata, a oni su neobavezujuci dokument.

Vracdajuci se na osnovno istrazivacko pitanje, mogli bismo reci da legislativni okvir
RS prepoznaje KViS kao fenomen znacajan kako za pojedinca tako i za drustvo u celini,
ali je za kreiranje jedinstvene politike KViS u Srbiji neophodno uciniti niz koraka. Oni se
ti¢u iznalaZzenja nacina da KViS ostane meduresorna delatnost ($to ona de facto jeste),
koja ipak mora do neke mere biti centralizovana u koordinaciji i kontroli, gde se jasno
vidi deficit u telu koje bi to realizovalo, kao i u jedinstvenom strateskom dokumentu koji
bi objedinio razli¢ite interese i tendencije u ovoj oblasti, ali je i jasno orijentisao u pravcu
daljeg usmeravanja i razvoja.
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Urednistvo ¢asopisa,Nastava i vaspitanje” zahvaljuje recenzentima koji su svojim stru¢nim
uvidima, savetima i konstruktivnim sugestijama doprineli unapredenju kvaliteta radova u
2024. godini:

dr Maja Andrijevi¢, docent Filolosko-umetni¢kog fakulteta, Univerzitet u Kragujevcu

dr Radovan Antonijevi¢, redovan profesor Filozofskog fakulteta, Univerzitet u Beogradu
dr Dejana Boulet, redovni profesor Filozofskog fakulteta, Univerzitet u Zagrebu

dr Otilija Velisek Brasko, profesor strukovnih studija Visoke $kole strukovnih studija za
obrazovanje vaspita¢a u Novom Sadu

dr Marina Videnovi¢, naucni saradnik Instituta za psihologiju Filozofskog fakulteta,
Univerzitet u Beogradu

dr Jelena Vranjesevi¢, redovni profesor Filozofskog fakulteta, Univerzitet u Beogradu

dr Milja Vujaci¢, naucni savetnik Instituta za pedagoska istrazivanja u Beoradu

dr Natasa Lali¢-Vuceti¢, nau¢ni saradnik Instituta za pedagoska istrazivanja u Beoradu

dr Hajdana Glomazi¢, naucni saradnik Instituta za kriminoloska i sociolo$ka istrazivanja u
Beogradu

dr Spela Golubovi¢, redovni profesor Medicinskog fakulteta, Univerzitet u Novom Sadu
dr Sasa Dubljanin, docent Filozofskog fakulteta, Univerzitet u Beogradu

dr Rajka Pevi¢, naucni saradnik Intituta za pedagoska istrazivanja u Beoradu

dr Andrijana Zeki¢, vanredni profesor Fizickog fakulteta, Univerzitet u Beogradu

dr Sladana Zukovi¢, redovni profesor Filozofskog fakulteta, Univerzitet u Novom Sadu

dr Ivana Jeremi¢, docent Filozofskog fakulteta, Univerzitet u Beogradu

dr Ana Jovanovi¢, vanredni profesor Filoloskog fakulteta, Univerzitet u Beogradu

dr Mojca Jurisevi¢, redovni profesor Pedagoskog fakulteta, Univerzitet u Ljubljani

dr Jasmina Becirovi¢-Karabegovi¢, vanredni profesor Pedagoskog fakulteta, Univerzitet u
Sarajevu

dr Bojan Lazarevi¢, docent na Institutu za napredne obrazovne tehnologije, Univerzitet
na Floridi

dr Milijana Lazarevi¢, asistent na Visokoj skoli strukovnih studija za vaspitace i poslovne
informaticare ,Sirmijum?’, Sremska Mitrovica

dr Biljana Lungulov, vanredni profesor Filozofskog fakulteta, Univerzitet u Novom Sadu
dr Bojan Ljuji¢, docent Filozofskog fakulteta, Univerzitet u Beogradu

dr Ljiljana Mani¢, redovni profesor na Akademiji za humani razvoj u Beogradu

dr Natasa Matovi¢, redovni profesor Filozofskog fakulteta, Univerzitet u Beogradu

dr Nikola Macut, docent Arhitektonskog fakulteta, Univerzitet u Beogradu

dr Zorica Milosevi¢, docent Filozofskog fakulteta, Univerzitet u Beogradu

dr SneZana Mirkov, nau¢ni saradnik Intituta za pedagoska istrazivanja u Beoradu

dr Nevena Mitrani¢ Marinkovi¢, docent Filozofskog fakulteta, Univerzitet u Beogradu

dr Jelena Radisi¢, istrazivac na Fakultetu organizacionih nauka, Univerzitet u Oslu

dr Vera Savi¢, docent Pedagoskog fakulteta u Jagodini, Univerzitet u Kragujevcu

dr Natasa Simi¢, visi naucni saradnik Instituta za psihologiju Filozofskog fakulteta,
Univerzitet u Beogradu

dr Vera Spasenovi¢, redovni profesor Filozofskog fakulteta, Univerzitet u Beogradu
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dr Zorica Stanisavljevic Petrovi¢, redovni profesor Filozofskog fakulteta, Univerzitet u Nisu
dr Jelena Stanisi¢, naucni saradnik Instituta za pedagoska istraZivanja u Beoradu

dr Emina Hebib, redovni profesor Filozofskog fakulteta, Univerzitet u Beogradu

dr Andreja Hocevar, vanredni profesor Filozofskog fakulteta, Univerzitet u Ljubljani

dr Zorica Salji¢, vanredni profesor Filozofskog fakulteta, Univerzitet u Beogradu
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Uputstvo za autore

Nastava i vaspitanje je ¢asopis u kojem se objavljuju originalni naucni i pregledni radovi pedagoske
tematike.

Dostavljanje radova

Dostavljanje radova

Radovi se dostavljaju iskljucivo posredstvom SCIndeks Asistent sistema za uredivanje ¢asopisa koji
mozete pronaci nalinku:

https://aseestant.ceon.rs/index.php/nasvas/index

Tekstove je potrebno pripremiti u skladu sa tehni¢kim uputstvima datim u Uputstvu za autore.
Obaveza autora je da na adresu Urednistva 3alju isklju¢ivo originalne radove koji nisu objavljeni ili
istovremeno ponudeni nekom drugom ¢asopisu. U skladu sa tim autori su duzni da uz rad dostave i
popunjenu i potpisanu Izjavu o autorstvu (dokument se nalazi na sajtu ¢asopisa).

Uz rad, potrebno je dostaviti sledece informacije o autoru (autorima): ime, srednje slovo i prezime,
godinu rodenja, ORCID, punu afilijaciju i sluzbenu e-mail adresu. Radne verzije grafikona i tabela se prilazu
u excel formatu.

Eticke norme

Dostavljeni radovi moraju biti napisani u skladu sa etickim standardima koji vaze za nau¢no-
istrazivacke radove, uz postovanje principa dobrobiti i dostojanstva ucesnika u istrazivanju, kao i zastite
njihove privatnosti (za dodatne informacije, konsultovati poslednju verziju APA Publication Manual).

Ocenjivanje radova

Nakon prijema radova urednici obavljaju pregled radova i donose odluku o tome koji radovi ulaze u
proces recenziranja. Ukoliko se rad tematski ne uklapa u koncepciju ¢asopisa, ne uvazava eticke norme ili
nije uskladen sa Uputstvom za autore, autori se obavestavaju o tome da rad ne moze biti prihvacen.

Radove koji udu u proces recenziranja, procenjuju dva kompetentna recenzenta. Recenzenti ne
znaju identitet autora, niti autori dobijaju podatke o identitetu recenzenata.

Nakon recenziranja, Urednistvo donosi odluku o objavljivanju, korekciji ili odbijanju rada. Autori
dobijaju recenzije i informaciju o odluci Urednistva.

Prilikom dostavljanja korigovane verzije rada, autori su duzni da u pisanoj formi Urednistvo upoznaju
sa svim izvrsenim izmenama (broj stranice na kojoj se nalazi izmena i oznacavanje mesta na kome je
promena izvréena), kao i da u tekstu jasno oznace izvrSene izmene u skladu sa preporukama recenzenata.

Radovi se nakon prihvatanja za objavljivanje upucuju na softversku proveru na plagijarizam. Ukoliko
rezultati provere pokazu da rad sadrzi plagirani tekst, rad nece biti objavljen i pored pozitivnih recenzija.

Objavljivanje radova

Ukoliko je rad napisan na srpskom jeziku autori su duzni da dostave prevod apstrakta na engleski
jezik.

Autori ¢e na uvid dobiti tekst koji je pripremljen za stampu kako bi se obezbedila kona¢na verifikacija
pre objavljivanja. Ovaj korak ne dozvoljava dodavanje novog teksta ili znacajnije promene u radu.

Troskovi objavljivanja radova
Objavljivanje rada u ¢asopisu Nastava i vaspitanje se ne naplacuje. Izdavac ¢asopisa snosi troskove
lekture, tehnicke pripreme i Stampanja radova.

Tehnicka upustva za pisanje rada

Jezik rada

Rad se dostavlja u tekst procesoru Microsoft Word, stranica A4 formata, font Times New Roman,
veli¢ina slova 12, prored 1,5.

Rad se dostavlja na srpskom (koristi se ¢irilicno pismo — Serbian, cyrillic) ili engleskom jeziku. Apstrakt
rada se dostavlja i na srpskom i na engleskom jeziku, bez obzira na to da li je jezik rada srpski ili engleski.
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Duzinarada

Obim rada obuhvata jedan autorski tabak, odnosno do 30.000 znakova s praznim mestima. Izuzetno,
pregledni radovi i radovi koji predstavljaju teorijske analize mogu da budu duZine do 50.000 znakova.
U obim nisu uracunati apstrakt i spisak koris¢ene literature na kraju rada. Urednici zadrzavaju pravo da
donose odluku o objavljivanju radova duzeg obima od predvidenog ukoliko tematika rada i/ili predmet
istraZivanja to zahtevaju i ukoliko se radi o nau¢nim tekstovima visokog nivoa kvaliteta.

Elementi i struktura rada

Naslov rada. Naslov rada treba da bude koncizan, precizno formulisan i formatiran kao recenica,
bold, centrirano, velic¢ina slova 14.

Ukoliko su radovi rezultat rada na naucno-istrazivackim projektima, u fusnoti uz naslov rada navode
se osnovni podaci o projektu.

Apstrakt. Apstrakt treba da ima od 150 do 250 reci. Ukoliko je re¢ o radu koji predstavlja prikaz
obavljenog istrazivanja, apstrakt treba da sadrzi sledece elemente: znacaj problema istraZivanja, ciljeve
istrazivanja, metodologiju istraZivanja, klju¢ne rezultate istrazivanja, zakljucke i pedagoske implikacije. U
slu¢aju preglednog rada ili rada koji predstavlja teorijsku analizu, apstrakt treba da sadrzi: problem koji se
u radu razmatra, prikaz strukture rada, klju¢ne postavke koje se daju u radu i zakljucke. Apstrakt treba da
bude napisan u jednom pasusu, bez pozivanja na reference, veli¢ina slova 11, obostrano poravnan.

Kljucne reci. Uz apstrakt se navode klju¢ne reci (do pet) na jeziku rada. Klju¢ne reci treba da budu
relevantne za problematiku kojom se rad bavi i pogodne za pretrazivanje. Preporucujemo koris¢enje
tezaurusa, kao $to je npr. ERIC: https://eric.ed.gov/?ti=all

Struktura rada. Rad je potrebno strukturirati na logicki ureden nacin. Rad koji predstavlja prikaz
obavljenih istrazivanja treba da sadrzi sledece celine: uvod, predstavljanje teorijskih osnova istraZivanja,
opis metodologije istraZivanja, prikaz rezultata istraZivanja sa diskusijom (uz navodenje pedagoskih
implikacija obavljenog istraZivanja) i zakljucke. Pregledni rad ili rad koji predstavlja teorijsku analizu, pored
uvoda i zaklju¢aka treba da bude logicki strukturiran u skladu sa osnovnom temom rada.

Naslovi i podnaslovi odeljaka. Naslovi i podnaslovi odeljaka ne oznacavaju se numericki, potrebno ih
je jasno i precizno formulisati i formatirati prema uputstvu prikazanom u Tabeli 1.

Tabela 1
Nacin formatiranja naslova i podnaslova odeljaka prema nivoima
Nivo Nacin formatiranja
1 Centrirano, bold, font 12
2 Levo poravnanje, bold, font 12
3 Levo poravnanje, bold i kurziv, font 12
4 Uvucdeno, bold, font 12, ta¢ka na kraju. (tekst u nastavku)
5 Uvuceno, bold i kurziv, font 12, tacka na kraju. (tekst u nastavku)

Napomena. Primeri formata dati su samo za naslove i podnaslove odeljaka i ne odnose se na naslov rada.

Tabele i grafikoni. Svaka tabela, odnosno grafikon oznacava se odgovarajuc¢im brojem. Jasno
i precizno formulisan naslov tabele ili grafikona daje se u novom redu, u kurzivu. Naslov tabela ili
grafikona treba da bude pozicioniran iznad tabele ili grafikona (videti Tabelu 1 ovog uputstva). Sve
skracenice navedene u tabelama i grafikonima treba da budu objasnjene. U objasnjenju (legendi),
ispod tabele ili grafikona re¢ napomena pise se kurzivom sa tackom na kraju reci (Napomena. ili
Note. u zavisnosti od jezika rada, videti primer u Tabeli 1). Tabele ne treba da sadrze vertikalne linije.
Horizontalne linije treba koristiti samo izmedu zaglavlja tabele i prikazanih podataka (kao na primeru
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u Tabeli 1) i na dnu tabele. Izuzetno, horizontalne linije dozvoljene su i u okviru samog zaglavlja
ukoliko to doprinosi preglednosti tabele.

Tabele i grafikone prilozZiti u Microsoft Word formatu, kreirati i dostaviti u programu koji omogucava
njihovo dodatno uredivanje. Informacije na grafikonima se ne isticu bojama, ve¢ $rafiranjem. Digitalne
fotografije ili slike dostavljaju se u rezoluciji najmanje 300 dpi, grayscale color mode.

Oznake statistickih testova i mera. Sve oznake statistickih testova i mera pisati kurzivom u celom
tekstu rada, ukljucujudii tabele (M, SD, F, t, p).
Fusnote i skracenice. Fusnote i skracenice trebalo bi izbegavati.

Reference u radu. Pozive na izvore u tekstu i spisak koris¢ene literature na kraju rada treba dati u
skladu sa APA stilom (APA Citation Style - American Psychological Association 7th Edition, https://apastyle.
apa.org/instructional-aids/reference-examples.pdf).

U spisku koris¢ene literature na kraju rada i u zagradama u tekstu sve reference, uklju¢ujuéi one
na srpskom jeziku, navode se latinicom. Prezimena stranih autora u radu pisanom na srpskom jeziku se
transkribuju - fonetskim pisanjem prezimena. U zagradi se obavezno navode u originalu, na primer: Skot
(Scott, 2004).

Pozive na izvore u tekstu dati u zagradama uz navodenje: prezimena autora, godine izdanja
koris¢enog izvoraibroja stranice ukoliko se radi o citatu. Navodenje viSe autora u zagradi urediti abecednim
redom prema pocetnom slovu prezimena autora, a ne hronoloski. Ako su u pitanju dva autora, u zagradi
se navode oba autora. Ukoliko je vise od dva autora navodi se prezime prvog autora skracenica,,i sar" ili,et
al” (u zavisnosti od jezika na kom je rad objavljen).

Reference na kraju rada. Spisak koris¢ene literature obuhvata iskljucivo izvore na koje se autor poziva u
radu. Reference se navode abecednim redom po prezimenima autora. Ako se navodi vise radova istog autora,
radovi se izlazu hronoloskim redom (od najstarijeg ka najnovijem radu). Ukoliko postoji vise radova istog
autora sa istom godinom objavljivanja, radovi se oznacavaju slovima a, b, c itd., uz godinu izdanja u zagradi
(npr: 2012a, 2012b). Ukoliko ima vise autora, referenca se navodi prema prezimenu prvog autora, ali sadrzi
prezimena i inicijale ostalih autora.

Na spisku koris¢ene literature na kraju rada ne stavljaju se redni brojevi ispred referenci.
Primeri navodenja referenci na spisku koris¢ene literature na kraju rada:

Knjiga: Referenca sadrzi prezime i inicijale svih autora, godinu izdanja u zagradi, naslov knjige
(kurzivom) i naziv izdavaca. Ukoliko je knjiga u Web izdanju, neophodno je dodati i internet adresu sa koje
je preuzeta.

Apple, M. W. (2012). Ideologija i kurikulum. Fabrika knjiga.

Clanak u ¢asopisu: Referenca sadri prezime i inicijale svih autora, godinu izdanja u zagradi, naslov
¢lanka, pun naziv ¢asopisa (kurzivom), volumen (kurzivom), broj, stranice i, ukoliko je dostupno, DOI
oznaku (u https:// formi).

Coli¢, V. (2012). Roditelji i vaspitaci o pripremi dece za polazak u $kolu. Pedagogija, 67(2), 252-260.

Emmer, E.T, & Stough, L. M. (2001). Classroom management: A critical part of educational psychology, with implications
for teacher education. Educational Psychology, 36(2), 103-112. https://doi.org/10.1207/515326985EP3602_5

Poglavlje u knjizi (tematskom zborniku): Referenca sadrzi prezime i inicijale svih autora, godinu izdanja
u zagradi, naziv poglavlja, inicijale i prezime svih urednika, naslov knjige (kurzivom), prvu i poslednju
stranicu poglavlja u zagradi i naziv izdavaca.

Maksi¢, S. i Pavlovi¢, J. (2013). Nastava koja podrzava kreativnost. U R. Nikoli¢ (ur.), Nastava i ucenje, Kvalitet vaspitno-
obrazovnog procesa (str. 53-64). Uciteljski fakultet u UZicu Univerziteta u Kragujevcu.

Cruse, D. A.(2002). Hyponymy and its varieties. In R. Green, C. A. Bean, & S. H. Myaeng (Eds.), The semantics of relationships:
An interdisciplinary perspective (pp. 3-22). Kluwer Academic Publishers.
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Naucni skupovii konferencije - radovi Stampani u celini: Referenca sadrZi prezime i inicijale svih autora,
godinu izdanja, naslov priloga, inicijale i prezime svih urednika, naslov izdanja (kurzivom), prvu i poslednju
stranicu priloga i naziv institucije — organizatora skupa.

Spasenovic, V., Vujisi¢ Zivkovi¢, N., & Skubic Ermenc, K. (2012). The role of comparative pedagogy in the training of
pedagogues in Serbia and Slovenia. In N. Popov, C. Wolhuter, B. Leutwyler, G. Hilton, J. Ogunleye, & P. Aimeida (Eds.),
International perspectives on education, BCES Conference (pp. 36-42). Bulgarian Comparative Education Society.

Doktorske disertacije i magistarske teze: Referenca sadrzi ime autora, godinu, naziv dokumenta
(kurzivom), naznaku: doktorska disertacija ili magistarska teza, bazu u kojoj je objavljena, broj disertacije u
bazi ukoliko je preuzet iz baze.

Stamatovi¢, J. (2013). Samovrednovanje nastavnika u funkciji unapredivanja vaspitno-obrazovnog rada
(doktorska disertacija). NaRDUS (123456789/3226)

Web izvor (novinski ¢lanak, blog, dokument): Referenca sadrzi ime autora, godinu, mesec i datum
objavljivanja (ukoliko su navedeni), naziv dokumenta (kurzivom), naziv Web stranice i internet adresu sa
koje je preuzet.

Hodges, C., Moore, S., Lockee, B., Trust, T., & Bond, A. (2020, March 27). The difference between emergency
remote teaching and online learning. EDUCASE Review. https://er.educause.edu/articles/2020/3/the-
difference-between-emergency-remote-teaching-and-online-learning

Zvani¢na dokumenta: Referenca sadrzi naziv dokumenta (kurzivom), godinu objavljivanja, naziv
glasila, broj.

Pravilnik o programu svih oblika rada strucnih saradnika (2012). Prosvetni glasnik, Sluzbeni glasnik Republike Srbije,
br.5/2012.

Prilozi i dodatni materijali. Uz osnovni tekst autori mogu dostaviti Urednistvu i priloge, odnosno
dodatni materijal koji je od znacaja za potpunije razumevanje sadrzaja rada.
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Original research paper

https://doi.org/10.5937/nasvas2403283D

Intercultural Sensitivity of Teachers in a Culturally
Heterogeneous Context in Serbia: Accepting Cultural
Differences or Overrating One’s Intercultural Sensitivity?’

Bojana Dimitrijevi¢?
Faculty of Education, University of Kragujevac, Jagodina, Serbia

Danijela Petrovi¢
Department of Psychology, Faculty of Philosophy,
University of Belgrade, Belgrade, Serbia

Blagica Zlatkovi¢
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This paper looks at the intercultural sensitivity of teachers in a culturally heterogeneous
context in Serbia, defined in accordance with Milton Bennett’s Developmental Model of In-
tercultural Sensitivity. The main objective of this research was to determine the following: a) the average
developmental orientation and perceived orientation scores of the teachers; b) the frequency of participants
in different stages of developmental orientation; c) whether there are significant differences between the
developmental and the perceived orientation of teachers; d) whether the gap between the perceived and
the developmental orientation varies across the developmental continuum in line with the supposition
of the Dunning—Kruger effect. The sample consisted of 76 primary school teachers from Vojvodina and
South Serbia. Furthermore, the Intercultural Development Inventory (IDI°), used in this research, is based
on the theoretical foundations of the selected model of intercultural sensitivity. The results indicate that
the mean developmental orientation of teachers is in the range of minimization, while they perceive
themselves as more interculturally sensitive, in alignment with the ethno-relativistic orientation of ac-
ceptance. The differences between the perceived and the developmental orientations are significant. The
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gap between the perceived and the developmental orientations decreases with higher intercultural
sensitivity, meaning that those teachers who are interculturally sensitive are more objective in assessing
their own intercultural sensitivity in comparison with those who are less interculturally sensitive. The
implications of the obtained results, when it comes to the professional roles of teachers and their devel-
opment as reflexive practitioners, are further discussed in this article.

Keywords: Developmental Model of Intercultural Sensitivity, teachers, Intercultural Development In-
ventory — IDI®, developmental and perceived orientation, Dunning—Kruger effect.

Introduction

Students from marginalized cultural groups often experience academic undera-
chievement, as well as a number of other difficulties in education. Such difficulties used to
be ascribed to cognitive or non-cognitive “deficits” (Bernstein, 2003; Hess & Shipman, 1965;
Lewis, 1998; Payne, 2005), or “opposition to education” (Fordham & Ogbu, 1986; Ogbu,
2004). Contemporary scientific explanations of the academic failure of minority students
are founded on the multicultural education premise that schools have not adapted the
curriculum and instruction to cultural differences (Gay, 2013, 2015; Gay & Kirkland, 2003;
Ladson-Billings, 2012), or on the critical theory assumptions that inequalities have been
systematically reproduced through education (Apple, 2011; Freire, 2014; Gorski, 2008;
Skubic Ermenc, 2016). These changes in addressing the issue of academic underachieve-
ment have led to placing additional emphasis on the importance of developing teacher
competencies, including raising their awareness about teaching-related ethical questions
(Banks, 2006), as well as enhancing critical cultural awareness and self-awareness (Gay &
Howard, 2000; Villegas & Lucas, 2007).

According to the 2022 population census, there are twenty-one ethnic groups with
more than two thousands self-declared members in Serbia, with Hungarians, Bosniaks
and Roma being the most numerous (Statistical Office of the Republic of Serbia, 2022).
Such diversity poses various challenges to the educational system especially regarding
the issues of quality and equity. It is well documented that the Roma cultural group is
in a disadvantaged position. Teachers believe that the Roma do not value schools and
education (Dimitrijevi¢, 2019; Dimitrijevi¢ et al., 2017; Macura-Milovanovi¢ & Pecek, 2013;
Petrovi¢, 2010). The number of Roma children enrolled in kindergarten, preschool, and
primary education is low (Baucal, 2012), early school leaving is frequent (Baucal, 2012;
Macura-Milovanovi¢, 2008), while the quality of education they receive and the learning
outcomes of Roma students are substandard (Baucal, 2006; Macura-Milovanovi¢, 2008).

Additionally, the educational inclusion of Middle Eastern refugee children and stu-
dents of Muslim cultural backgrounds has become an increasingly important issue in re-
cent years. There are indications that migrant students are rejected by their peers, and
that teachers are lowering their expectations and insufficiently individualizing instruction
to accommodate the educational needs of these students (Simi¢ & Vranjesevi¢, 2019).
The immigration from Ukraine and the Russian Federation as a consequence of the war
in Ukraine has also emphasized the need for the re-evaluation of current practices and
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opportunities for the educational inclusion of students from various ethnic groups, espe-
cially considering their lack of Serbian language proficiency.

The issues related to multiculturalism have been partially recognized within the laws
and regulations regulating the domain of education and teachers’ responsibilities in Ser-
bia. Article 8 of the Law on the Foundations of the Education System (2023) of the Republic
of Serbia recognizes “the development of and respect for racial, national, cultural, reli-
gious, gender, sexual, and age equality, tolerance and appreciation for differences’, “devel-
opment of personal and national identity,” and “development of interculturality’, among
the other primary goals of education. The official regulation on the standards of compe-
tence for the teaching profession and teachers’ professional development (Rulebook on
the Standards of competencies for the Profession of Teacher and their Professional Develop-
ment, 2011) specifies the ability to understand cultural differences among students as a
key teacher competence. It has been acknowledged, however, that efforts aimed at im-
proving intercultural competence are lacking, both during initial teacher education and
subsequent professional development (Petrovi¢, 2016; Zlatkovi¢ & Petrovi¢, 2016).

Considering both the former and the current cultural heterogeneity of Serbia, and
the significant role that teachers have in mitigating the academic failure of minority
students, it is important to examine teachers’ level of competence in working with stu-
dents from other cultures. This paper deals with the intercultural sensitivity of teachers as
key actors in the field of education. Intercultural sensitivity is conceptualized within the
framework of the arguably most well-known model - Developmental Model of Intercul-
tural Sensitivity (hereinafter referred to as DMIS) (Bennett, 1986, 2004).

Theoretical Foundations of the Research

Competencies for Teaching in Culturally Heterogeneous Classrooms:
Developmental Model of Intercultural Sensitivity (DMIS)

In the field of intercultural interaction numerous concepts have been developed to
explain why certain individuals are more successful in interacting with members of cul-
tural groups different from one’s own. The field is dominated by heterogeneous and gen-
eral descriptions of the theoretically insufficiently founded constructs (Deardorff, 2006;
Starcevi¢, 2011). A common denominator of various conceptualizations of intercultural
competence is the ability to overcome the ethnocentric worldview and to “balance” one’s
own perspective with the perspectives of others (Starcevi¢, 2018). There are, however,
some noticeable differences between models. Most models of intercultural competence
are composite models and are focused on identifying the constituents of competence
(Spitzberg & Changnon, 2009). “Developmental” models are focused on explaining the
transformation of the way people experience and understand cultural differences in dif-
ferent stages of the assumed developmental continuum, and are less common (Hammer,
2015; see also Spitzberg & Changnon, 2009).

According to Bennett (1986, 2009), intercultural sensitivity is a specific form of per-
ceiving and attributing meaning to cultural differences that varies in a relatively regular
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manner through the stages along the continuum from ethnocentrism to ethnorelativism.
Ethnocentrism refers to the phenomenon that views and beliefs adopted through prima-
ry socialization have not been questioned, and have thus become a norm and a founda-
tion for making judgments about cultural differences (Bennett, 1986). In its most explicit
form, ethnocentrism is reflected in the denial of cultural differences, a perception that all
people see the world in the same way as them, that is, that everyone shares the same
norms and beliefs. The defense stage worldview is characterized by progression in the abil-
ity to perceive and identify differences (Bennett, 1986, 2004). It is ethnocentric in its nature
because a person excessively emphasizes perceived intergroup differences and stresses
their negative connotations (Bennett, 1986, 2004). Defense can have the form of asserting
the superiority of one’s own group, and the reversal form of glorifying the “other group”
(Bennett, 1986, 2004; Bennett & Bennett, 2004). It should be noted that Hammer (2011)
uses the term polarization for this stage, and introduces defense and reversal as two forms
of polarization. Defense in the DMIS and polarization in the IDI essentially mean the same,
and the differences between the two are purely terminological. The minimization stage
refers to the development of more specific categories for conceptualizing differences, but
it also involves the process of underestimating the significance of differences and empha-
sizing universal humanity regardless of cultural affiliation (Bennett, 1986). The minimiza-
tion is sometimes seen as a transitional stage between ethnocentric and ethnorelativistic
worldviews (Bennett, 2004; Hammer, 2011).

The ethnorelativistic worldview is characterized by placing a culture that a person
identifies with into the context of coexistence with other cultures, which are considered
to be alternative and equally valuable ways of perceiving reality (Bennett, 1986). In the
first ethnorelativistic stage of acceptance, other cultures and views (e.g., beliefs, values,
norms) are seen as equally complex as one’s own, and an individual adopts a self-reflex-
ive attitude (Bennett, 2004). Competence for interaction with individuals with different
cultural backgrounds emerges in the adaptation stage (Bennett, 1986). Finally, the last
developmental stage, integration, does not imply the enhancement of the previously
reached level of competence (Bennett, 2004), but is related to redefining the cultural
identity of a person, which now incorporates multiple cultural frameworks (Bennett,
2004; Bennett & Bennett, 2004).

The relationship between the intercultural sensitivity of teachers and their beliefs
about cultural differences have been addressed in several studies that were based on
qualitative approaches. It was found that teachers’ beliefs and perceptions were mostly
in alignment with the assumptions originating from the DMIS. The respondents in the
stages of denial or defense perceived differences solely from the perspective of the ma-
jority cultural group (Mantel et al., 2012), and anticipated conflicts regarding the issues
of culture and cultural differences (Leutwyler et al., 2014; Mahon, 2003, according to Ma-
hon, 2009). The respondents in the minimization stage attempted to consider the situa-
tion from multiple standpoints (Mantel et al., 2012), expressing curiosity and willingness
to understand the subject of potential conflict from both perspectives (Mahon, 2003,
according to Mahon, 2009). They also stressed the cultural commonality of valuing ac-
ademic achievement and education (Leutwyler et al., 2014). In other words, they were
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focused on similarities rather than differences among students of different cultural back-
grounds (Leutwyler et al., 2014).

Operationalization of the DMIS: Intercultural Development Inventory (IDI°)

The IDI" was developed and grounded on the theoretical assumptions of the DMIS,
and in collaboration with Milton James Bennett (Hammer, 2008, 2011; Hammer et al.,
2003). The instrument occupies a prominent position in the research field in comparison
with other measures of intercultural competence, especially regarding the use in studies
on large samples and cross-cultural studies (see Hammer, 2011). The review studies of
the psychometric properties of the IDI" and the relations of IDI" with other relevant meas-
ures ended with the conclusion that the instrument is valid (Matsumoto & Hwang, 2013;
Zhang, 2014). The studies conducted on samples of teachers or pre-service teachers have
found a positive correlation between the intercultural sensitivity and the respondents’
age, self-evaluation of competence for intercultural education, and attitudes towards the
various aspects of initial teacher education (Joki¢ & Petrovi¢, 2016), degree of cooperative-
ness (Mahon, 2009), heterogeneity of the school context, and the time spent in a cultural
context different from one’s own (Westrick & Yuen, 2007; Yuen, 2010).

The distribution and administration of the inventory, as well as the provision of feed-
back to the respondents, can only be realized by a qualified administrator who has been
certified. The first and the second author of this paper are qualified administrators of the
IDI". They were, therefore, licensed to purchase and administer the instrument, as well as
to provide feedback to the respondents. IDI"is available in electronic form in various lan-
guages, including Serbian.

Developmental and Perceived Orientations

Developmental orientation refers to the distinctive manner of perceiving cultural
differences and engaging with cultural differences an individual is most likely to employ
when he or she is being faced with differences. Perceived orientation indicates how an
individual evaluates one’s own intercultural sensitivity (Hammer, 2008, 2011). The individ-
ual profile report from the IDI’ contains information about the developmental orientation
score, perceived orientation score and the discrepancy between the two measures, i.e.,
orientation gap. Constructors of the instrument have stated that an orientation gap equal
to or higher than seven can be considered substantial in determining whether respond-
ents underestimate or overestimate their intercultural sensitivity (Hammer, 2009).

Results of previous studies indicate that the most frequent developmental orienta-
tion or average developmental orientation score of teachers and pre-service teachers is
in the range of the minimization stage (Joki¢ & Petrovi¢, 2016; Mahon, 2009; Westrick &
Yuen, 2007; Yuen & Grossman, 2007). The same tendency can be observed in small sample
studies focused on the evaluation of the effects of training courses designed to influence
the intercultural sensitivity of teachers or pre-service teachers (e.g., Cushner & Chang,
2015; He et al.,, 2017). In a study using the previous version of the IDI’, respondents’ main
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developmental orientation was in the range of denial/defense stage (Yuen, 2010). Partici-
pants in the denial and defense stages were not distinguished, as items from both stages
saturated a single factor. On the other hand, the perceived orientation in most studies was
in the range of the acceptance stage (Cushner & Chang, 2015; DeJaeghere & Zhang, 2008;
He et al,, 2017; Mahon, 2009; Westrick & Yuen, 2007; Yuen, 2010; Yuen & Grossman, 2007).
Available research data present salient differences between the developmental and per-
ceived orientation scores of teachers or pre-service teachers (for example Westrick & Yuen,
2007; Yuen, 2010; Yuen & Grossman, 2007), however, they do not include information
about the statistical significance of these differences. A study of a non-teaching sample
has documented that the difference is statistically significant, with the perceived orien-
tation significantly higher than the developmental orientation (Snodgrass et al., 2018).
Still, we are not aware of any study that investigated whether the discrepancy between
the perceived and developmental orientation score (orientation gap) is influenced by the
level of intercultural sensitivity of the respondents, as Hammer (2022) recently suggest-
ed. Namely, pointing out the limitations of qualitative studies based on self-evaluations,
Hammer draws attention to the fact that such studies do not consider the Dunning-Kru-
ger effect. This effect is described as a tendency of individuals with low achievements to
overrate their competence in the social or intellectual domain, possibly due to metacog-
nitive limitations, while individuals with higher achievements tend to have more realistic
self-evaluations of competence (Dunning, 2011). Hammer (2022) also suggested that in
the case of IDI° the Dunning-Kruger effect can be determined empirically as a discrepancy
between the scores of the perceived and the developmental orientation.

Method

The Present Study

The subject of this paper is the intercultural sensitivity of teachers in culturally heter-
ogeneous regions in Serbia, defined in accordance with the DMIS of Milton James Bennett
and assessed by the instrument representing operationalization of the model. The first
aim of the research was to determine the average developmental and perceived orien-
tation scores of the teachers, and additionally to determine the frequency of participants
in each of the stages of intercultural sensitivity. The second aim of the research was to
explore the relationship between the developmental and the perceived orientation. Ac-
cording to the studies realized thus far, the mean developmental orientation of teachers
is in the range of minimization, although teachers tend to assess their perceived orienta-
tion as being in the range of acceptance (for example Westrick & Yuen, 2007; Yuen, 2010;
Yuen & Grossman, 2007); thus, our assumption was that there is a significant difference
between the developmental and perceived orientation of teachers in Serbia, with per-
ceived orientation being higher (H1). It was also anticipated that the discrepancy between
the perceived and developmental orientation (i.e., orientation gap) is higher in those re-
spondents who have lower levels of intercultural sensitivity (H2), which would be in line
with the supposition of the Dunning-Kruger effect (Dunning, 2011).
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Participants

Considering the significance of intercultural competencies for teachers working
within multicultural contexts, the geographic regions of Vojvodina and South Serbia have
been purposely chosen for conducting our research. However, the selection of particular
schools was convenient, i.e., the willingness of school principals to facilitate contact be-
tween researchers and teachers was the main criterion of school selection. The non-prob-
ability sample in this study included 76 primary school teachers, six of whom were male,
and 70 of whom were female. They were employed in 12 different schools: six schools in
Vojvodina and another six in South Serbia. Teachers from Vojvodina constituted 56.6% of
the sample (43 teachers), while teachers from South Serbia made up 43.4% of the sample
(33 teachers). The participants were considered to be very experienced teachers with an
average teaching experience of nearly 21 years (M = 20.58, SD = 7.69).

All the teachers in the selected schools were informed about the general purpose
of the study and were guaranteed full anonymity prior to consenting to participate. They
were also made aware of the option to withdraw from the research at any time without
consequences. The teachers were provided with electronic forms of the IDI" inventory in
the Serbian language that they could access individually when it was convenient for them.
Subsequently they received a personalized IDI" profile report in written form followed by
an individual feedback session with the qualified administrator in the form of a phone call
or an online meeting.

Instrument

The Intercultural Development Inventory (Hammer, 2008, 2011; Hammer et al.,
2003) has been previously described as an operationalization of the DMIS (Bennett,
1986, 2004). In this study, the third version of the IDI" was utilized. The instrument com-
prises 50 items across seven 5-point Likert-type sub-scales, and a questionnaire about
the demographic characteristics of respondents (Hammer, 2011). Six sub-scales repre-
sent the operationalization of the developmental stages of the DMIS: Denial - seven
items (a = .66), Polarization/Defense — six items (a = 0.72), Polarization/Reversal — nine
items (a = 0.78), Minimization - nine items (a = 0.74), Acceptance - five items (a = 0.69),
and Adaptation — nine items (a = 0.71) (Hammer, 2011). The seventh sub-scale, Cultural
Disengagement Scale, is not considered to be an operationalization of the developmen-
tal continuum of intercultural sensitivity and thus is not the subject of this research.
Some examples of the published items from the IDI" are as follows: “Society would be
better off if culturally different groups kept to themselves” (Denial); “People from other
cultures are not as open-minded as people from my own culture” (Polarization/Defense);
“People are the same despite outward differences in appearance” (Minimization); “It is
appropriate that people from other cultures do not necessarily have the same values
and goals as people from my own culture” (Acceptance); “When | come in contact with
people from a different culture, | find | change my behavior to adapt to theirs” (Adapta-
tion) (Paige et al., 2003).
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Developmental and perceived orientation scores are available to the researchers in
the form of standardized scores (M = 100, SD = 15), while the raw data is unavailable. As
Hammer indicated, the developmental orientation score is calculated using a weighted
formula that was in accordance with the DMIS suppositions, while the perceived orien-
tation score is calculated based on the unweighted formula of the aforementioned sub-
scales (Hammer, 2011). Cronbach’s alpha for the Developmental Orientation Scale was a =
.83, while for the Perceived Orientation Scale it was a =.82 (Hammer, 2011).

Data Analysis

SPSS 20.0 was used for data analysis.

Results

Descriptive Statistics: Developmental and Perceived Orientation of Teachers

Descriptive statistical indicators for developmental and perceived orientation scales
and for orientation gap are presented in Table 1. The average developmental orientation
score across the entire sample is in the range of the minimization (M =91.53, SD = 13.77),
while the average perceived orientation score (M = 119.01, SD = 4.85) belongs to the ac-
ceptance stage (ranges of scores for each of the stages are presented in Table 2). By con-
ducting Mann-Whitney U tests it was established that there are no statistically significant
differences between the participants from the two culturally and geographically different
sub-samples, either in terms of developmental orientation (Z=-36, p =.718, r = .04) or
perceived orientation (Z=.88, p=.382,r=.10).

The distributions of the developmental and perceived orientation scores across the
entire sample, as well as the sub-sample of teachers from Vojvodina, follow the normal
curve. Distributions of the two types of scores in the sub-sample of teachers from South
Serbia are rather peaked and deviate from the normal curve. Table 1 presents the values of
the Kolmogorov-Smirnov test for the entire sample, given that it exceeds 50 participants.
For the sub-samples the values of the Shapiro-Wilk test are listed.

Table 1
Descriptive statistics and significance of differences between mean scores of developmental and perceived orientation

K-S/

Scale N M SD Range Skew Ku SW tdf)/z  dr
DO 76 9153 1377 489912003  -697 833 064 gsoam
PO 76 11901 4.85 104.63-130.69 -247 350 051 (75) ’
Gap 76 27.66 941 10.66 - 55.64 763 J71 070
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DOv 43 9250 1262  5895-120.03 -251 005 982 20.12%

POv 43 11883 472  11031-13069 324 -260 980 (42) 307
Gapv 43 2633 858 10.66-51.36 467 308 976

DOss 33 9025 1526  4899-110.24 -974 1.091 918*

POss 33 11925 508 10463-12691  -890 1420 935% Do 062
Gapss 33 2939 1028  1531-5564 900 704 927%

Note. DO - Developmental Orientation Scale; PO - Perceived Orientation Scale; Gap — orientation gap;
DOv - Developmental Orientation Scale in the Vojvodina sub-sample; POv — Perceived Orientation Scale in the
Vojvodina sub-sample; Gapv — orientation gap in the Vojvodina sub-sample; DOss — Developmental Orientation
Scale in the South Serbia sub-sample; POss — Perceived Orientation Scale in the South Serbia sub-sample; Gapss
— orientation gap in the South Serbia sub-sample; K-S — Kolmogorov-Smirnov test; S-W — Shapiro-Wilk test;
t - paired-samples t-test; z— Wilcoxon Signed Rank Test; d/r — effect size; * p < 0.05; ** p < 0.01.

Descriptive Statistics: The Stages of Intercultural Sensitivity of Teachers

The frequency of teachers in each stage of intercultural sensitivity can be found in
Table 2. The table also lists the frequencies of teachers in “transitional” categories that im-
mediately precede the next stage (i.e, Cusp of polarization, Cusp of minimization, and
Cusp of acceptance). For these transitional categories constructors do not specify the the-
oretical range of scores, but categorize them into the lower stage (for example, cusp of
acceptance is considered to be a sub-stage of minimization). The results indicate that the
majority of teachers are in the minimization stage, while 30.3% of participants have even
lower scores placing them on the ethnocentric end of the spectrum. The highest stage in
the sample is acceptance, with only one respondent in that stage.

Table 2
Frequency and percentage of participants in relation to the stages of intercultural sensitivity
Stage Theoretical range F % Cumulative
of scores %
1. Denial <69 4 53 53
Cusp of polarization 1 13 6.6
2. Polarization/Defense 70-84 8 10.5 17.1
Polarization/Reversal 5 6.6 237
Cusp of minimization 5 6.6 303
3. Minimization 85-114 47 61.8 92.1
Cusp of acceptance 5 6.6 98.7
4. Acceptance 115-129 1 13 100
5. Adaptation >130 0 00
Total N 76 100.0
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Significance of Differences between the Developmental
and the Perceived Orientation

The values of the paired-sample t-tests, given in Table 1 for the entire sample and
for the sub-sample from Vojvodina, indicate that there is a significant difference between
the scores of the developmental orientation and the perceived orientation. The means
presented in the same table show that the participants have higher scores of perceived
orientation, which implies that they overrate their intercultural sensitivity.

Given the fact that for the sub-sample from South Serbia the distributions of scores
of developmental and of perceived orientation deviate from the normal curve, the Wilcox-
on signed rank test was used to examine the significance of the difference between these
scores. The test revealed that the difference is statistically significant for this sub-sample
as well. Besides, the parameters of effect size (d or r) showed that the discrepancy is con-
sidered to be large in both sub-samples and in the whole sample (see Cohen, 1988). Table
3 additionally informs us that each individual overrated their own intercultural sensitivity,
considering the fact that the minimal orientation gap between the scores of perceived
and developmental orientation was 10.66. As previously mentioned, in order for the gap
to be marked as substantial, it has to be seven or higher (Hammer, 2009).

Significance of Differences in the Average Orientation Gap between
Participants in Different Stages of Intercultural Sensitivity

In order to establish whether participants in different stages and sub-stages over-
rate their intercultural sensitivity to different degrees, an analysis of variance (ANOVA) was
conducted. Sub-categories with only one participant (cusp of polarization and accept-
ance) were excluded from the analysis. The results have shown that there was at least one
statistically significant difference between participants from different subcategories, F (5,
68) = 39.22, p <.001, with a large effect size, n? = .74.

Table 3 shows the values of the orientation gap means that are gradually declining
along the developmental continuum, and results of post-hoc comparisons of mean ori-
entation gap values, using the Tukey HSD test (the homogeneity of variance assumption
was not violated, i.e., Levene’s test for homogeneity of variances was insignificant, F (5, 68)
=1.92, p =.102). Table 3 also shows that as the intercultural sensitivity of participants in-
creases, the objectivity in evaluating intercultural sensitivity also increases, meaning that
the discrepancy between scores of developmental and perceived orientation (i.e., average
orientation gap) decreases. The participants whose intercultural sensitivity is in line with
the denial stage tend to overrate their sensitivity the most. They are followed by partic-
ipants from the polarization-defense, polarization-reversal, and cusp of minimization,
among whom there are no statistically significant differences. Participants in these three
categories overrate their intercultural sensitivity to a lesser degree in comparison with
the participants who are in the denial stage, and to a greater degree than those who are
in the minimization and cusp of acceptance categories. Finally, the respondents from the
minimization and cusp of acceptance, among whom there are no statistically significant
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differences, overrate their intercultural sensitivity the least, meaning that they show the
lowest discrepancy between developmental and perceived orientation.

The findings in Table 3 also indicate that sub-categories which are theoretically cat-
egorized into the same stage indeed do not statistically differ in the average orientation
gap (for instance, minimization and cusp of acceptance are both categorized into the min-
imization stage). These findings support the assumption that stages are considered to be
homogeneous subsets when it comes to the average orientation gap: denial as a separate
subset; polarization in both forms and the cusp of minimization as the second subset;
minimization and the cusp of acceptance as the third subset.

Table 3
The average orientation gap and the significance of mean differences in the orientation gap between participants
in different stages/sub-stages

Mgap  Rangeof Polarization - Polarization - Cusp of Minimization Cusp of
(SD) Mgap Defense Reversal ~ minimization acceptance
) 5093
Denial (6.55) 4154-5564  14.78* 14.58%* 17.58** 27.18% 33.27%
Cusp of 4495 / i
polarization (/)
Polarization—  36.15 o x
Defense (3.12) 31.14-39.71 0.20 2.80 1240 1849
Polarization—  36.35 %% *x
Reversal 3.00) 32.97-39.74 - 3.00 1260 1869
Cuspof 3335 59933405 - 9.60% 15.60%
minimization  (2.15)
o 23.75
Minimization (5.13) 13.33-32.86 - 6.09
Cusp of 17.66
acceptance (4.97) 12.86-2601
Acceptance 1066 / -

(/)

Note. ** p <. 001

Discussion

The first goal of this research was to determine the level of intercultural sensitivity
of teachers who work in schools in culturally heterogeneous regions of Serbia and are in
contact with students or parents from other cultures on a daily basis. A distinctive charac-
teristic of this research in comparison to previous studies is reflected in a thorough exami-
nation of the relationship between developmental and perceived orientation, that is, how
teachers perceive and relate to cultural differences (developmental orientation), and how
they evaluate themselves with regard to them (perceived orientation).
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The results of this study indicate that teachers have an average developmental ori-
entation score within the range of the minimization stage, which is also the most frequent
developmental orientation in our sample. These findings are consistent with the results of
previous studies on samples of teachers (Joki¢ & Petrovi¢, 2016; Mahon, 2009; Westrick &
Yuen, 2007). The study has also revealed that there are a number of respondents below
minimization — 23.7% of teachers in the polarization stage and 6.6% in the denial stage
- more than would be anticipated when compared to the results of research on large
samples (Hammer, 2011), but in alignment with previous research on teacher samples in
Serbia (Joki¢ & Petrovi¢, 2016). However, it should be noted that previous research was
not conducted exclusively in the regions of Serbia that are considered to be culturally
heterogeneous.

What are the possible characteristics of the teachers’ worldviews and perceptions
of cultural differences in the polarization and denial stages? According to the DMIS, eth-
nocentric views in their most salient form in the denial stage are distinguished by failing
to notice cultural differences, as a result of either situational isolation from other groups
or purposeful separation (Bennett, 1986). The polarization stage is characterized by the
hierarchical evaluation and stereotyping of other cultural groups (Bennett, 1986). Exist-
ing findings suggest that teachers who are in the polarization and denial stages position
themselves as being “outside” of the minority experience, with no intention to take into
consideration multiple perspectives (Mantel et al., 2012). These teachers also anticipate
the possibility of conflicts with minority parents, but to a significantly lesser degree with
minority students, who are perceived as being influenced by the cultural group they be-
long to (Leutwyler et al., 2014). Thus, in line with the DMIS premises and cited qualitative
research, the described ethnocentric beliefs and attitudes are expected to be shared by
approximately one-third of the sample in this study. Considering these findings alongside
prior similar results in Serbia (Joki¢ & Petrovi¢, 2016), we believe that there is a necessity
for addressing the issue of enhancing teacher competencies related to interacting with
students from diverse cultural backgrounds and their families.

Individuals in the minimization stage, which encompasses the majority of teachers
in this study, as well as in the general population, acknowledge the differences among
diverse cultural groups but diminish their importance, and regard the norms of their own
cultural group as universally applicable (Bennett, 1986). In his later work, Milton James
Bennett (2004) suggested that minimization has elements of transitioning towards eth-
norelativism, because “others” are generally not viewed in a stereotypical manner, and the
common humanity of all cultural groups is recognized. Teachers in the minimization stage
may express the beliefs that cultural differences bear minor significance in comparison to
biological similarities of all people, as well as that all people are similar with regard to their
needs, motivation to succeed, aspirations to achieve freedom and individuality, religious
experiences, etc. (Bennett, 1986). Universal principles applied to all people regardless of
their cultural background stem from a person’s cultural frame of reference, however, a
person lacks cultural self-awareness to fully comprehend the origins of such a frame of
reference (Bennett, 2004). This implies that the teachers who think that people are essen-
tially all the same, meaning that they are driven, or should be driven by similar motives
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and aspirations, may consequently overlook cultural differences or underestimate their
importance in interaction with students and parents from diverse cultural communities.
For the same reasons, they may less frequently adapt their behavior in interactions with
these students and parents, as well as their instruction, learning activities and approaches
to student assessment.

Both research hypotheses regarding the relationship between the developmental
and the perceived orientation have been confirmed in this study. Namely, the difference
between the two orientations is significant and teachers, on average, perceived them-
selves to be in the range of the acceptance stage (i.e., their perceived orientation is higher,
as stated in H1). Teachers believe that they appraise other cultures as equally complex
as their own, and that they are able to perceive differences in core values and behaviors,
as well as that they have adopted a self-reflexive stance (Bennett, 2004). In other words,
teachers see themselves as tolerant and capable of reflecting on the issues of cultural
differences. This finding is also in alignment with previous studies (Mahon, 2009; Westrick
& Yuen, 2007). Unobjective self-evaluation may be an additional obstacle to the devel-
opment of competencies, since the need for improvement is overlooked (see Dunning,
2011).

The unique contribution of this research to the existing corpus of empirical facts, ac-
cording to our knowledge, lies in the finding that there is a consistent pattern in the rela-
tionship between developmental and perceived orientation: the respondents with lower
scores on the developmental orientation exhibit a larger orientation gap than respond-
ents with higher scores. Namely, a larger orientation gap means overrating one’s own in-
tercultural sensitivity to a greater extent (Hammer, 2009). The degree of overestimation
drops with the rise in intercultural sensitivity. Our second research hypothesis is thus also
confirmed. We believe that this regularity, as recently suggested by the instrument con-
structor (Hammer, 2022), and clearly indicated in our findings (mean discrepancy/orienta-
tion gap values, results of the Tukey HSD test), reflects the Dunning-Kruger effect.

Practical Implications

The tendency to reflect upon one’s own practice is regarded as an important and
desirable characteristic of teachers in general (Korthagen, 2014; Radulovi¢, 2011), but also
as an element of more specific competencies for teaching in culturally heterogeneous
contexts (Banks, 2006; Gay & Howard, 2000; Villegas & Lucas, 2007). Thus, relatively low
intercultural sensitivity of teachers, accompanied with the tendency to overrate one's in-
tercultural sensitivity, strongly suggests a need for enhancement of teachers’ competen-
cies. Overestimation of one’s intercultural sensitivity (the most visible in persons whose
intercultural sensitivity is at the lowest level) implies unsuccessful reflection on one’s own
professional experience, and consequently difficulties in researching and improving one’s
teaching practice. We believe that such overrating is particularly unfavorable when it
comes to self-reflection concerning important elements of the professional development
of teachers, such as self-evaluation of competencies, questioning one’s own beliefs, pro-
fessional identity, and professional mission (Korthagen, 2014).
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Failure to perceive that there is a need for change (on a metacognitive level), and
a possible resistance to change, could be the main obstacles to initial education and
professional development aiming to improve the intercultural competence of teachers.
Professional development programs should optimally be designed in accordance with
the current level of intercultural sensitivity of teachers, instead of focusing on learning
of specific content (Bennett, 2004; Dimitrijevi¢ & Petrovi¢, 2014; Petrovi¢, 2018). The pro-
grams focusing on reduction of stereotypes and prejudice, with special emphasis on sim-
ilarities between people, would be appropriate in the case of teachers in ethnocentric
stages. For those in the minimization stage it is necessary to prioritize the importance of
the neglected differences and their educational implications (Bennett & Bennett, 2004).
It would be particularly beneficial if teachers would attend training tailored to their spe-
cific needs, based on assessment of their current competencies, and conducted in a sup-
portive manner.

Limitations and Directions for Future Research

The primary limitations of this study stem from the fact that the IDI"is protected by
copyright and that raw data are not available to researchers. Additional limitations arise
from the convenience sampling of schools (within the chosen multicultural regions) and
the size of the teachers’ sample, all of which necessitate caution when generalizing the
findings. For future reference, researchers should broaden the sample, as well as purpose-
ly select respondents with ample international experience in order to increase the proba-
bility of identifying and including respondents in the acceptance and adaptation stages.
Thus it would be possible to verify the suppositions of the Dunning-Kruger effect when it
comes to the respondents in the higher stages of intercultural sensitivity.

Conclusion

This research provided insight into the intercultural sensitivity, i.e., the develomental
orientation of experienced teachers working in multicultural regions in Serbia, as well as
their evaluations of their own intercultural sensitivity, i.e., perceived orientation. A signifi-
cant difference was found between the developmental and perceived orientations, and it
was concluded that teachers overestimate their intercultural sensitivity. Finally, data anal-
yses revealed the pattern of this discrepancy, which holds both theoretical and practical
significance.
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The paper discusses the two concepts of school space - “safe space” and “secure space”, using
the educational and architectural approach. It points to the differences, as well as the over-
lapping of these two concepts. The paper also provides a critical overview of best practices and interna-
tional standards for physical and psychosocial school safety/security and design of school buildings, as
well as current Serbian regulatory framework addressing these issues. Achieving the conditions of a safe
and secure school space is addressed at the level of regulations, recommendations, and current measures.
The current regulations on security in school buildings do not include specific preventive measures for
security and safety. Developing the concept of “safe space” and “secure space” in Serbian schools requires
arevision of the current legislation by the creators of educational policies. In order to enable the efficient
management of security in general, as well as management in emergency situations, it is necessary to
take into consideration the architectural logic of the space, as well as human factors, in designing school

Abstract

buildings. Also, any activity aimed at adopting appropriate spatial regulations and organising the risk
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the Ministry of Science, Technological Development, and Innovations of the Republic of Serbia, as well
as within the framework of the project activity “Value Aspects of Security in the Education-Training
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response system in a school building, has to take into account specific features of that building. New
regulations will have to ensure security for all subjects involved in the educational process, while the school
environment has to be aligned with the needs of students and teachers, and provide opportunities for
introducing changes and adjusting to the broader educational and cultural community.

Keywords: safe space, school, secure space, architecture of school buildings.

Introduction

School security can be understood as physical security within a school building as
well as an environment where an individual feels free to express his/her opinion and be
himself/herself. As a result of the tragic shooting event that took place at a school in Bel-
grade in 2023, security in schools, i.e., physical security within the school space, has be-
come a dominant topic among the local public. However, there is no uniform theoretical
approach to researching security risks in schools, preventing an emergence of scientifical-
ly-based and practically applicable framework for assessing and responding to heteroge-
neous risks school youth face today (Kekovic et al., 2012).

In education, there is an ever greater overlap between the concepts of “security”and
“safety”, which tend to be frequently associated through the phrase “school safety and
security” (Vallinkoski & Koirikivi, 2020: 103). The concept of safety involves several dimen-
sions, from physical safety from earthquakes, to social safety from poverty and exclusion.
On the other hand, the concept of security refers, primarily, to security against physical as-
saults against bodily integrity involving different degrees of life threat. In accordance with
the prevalent approach, which considers security/safety to be a single concept, different
models have been presented for resolving the major problems in schools relating to this
aspect. Strategic documents discuss “comprehensive safety”, which includes a very broad
spectrum of safety/security issues: from psychosocial safety, peer violence, and curricu-
lum contents, to disaster risk reduction, violence, and climate change (GADRRRES, 2022).

In this paper, we distinguish between safety and security. The concept of “safe space”
has a dominant social and a psychological dimension, which is also indirectly related to a
physical space component. In contrast, we use ‘security’to refer to the protection of phys-
ical integrity against any danger from the outside (an “amok situation”) (Vulevi¢, 2019), as
well as against any danger inside the school premises (peer violence). Therefore, “security”
has more narrow meaning, largely limited to the framework of the school building and the
its associated outdoor space.

School space is refers to the social framing of the physical, geographical, or material
substrate (Reed-Danahay, 2015) and is therefore primarily a social space. It is defined by
the social and cultural patterns of perception of the school as an educational institution
and the basic instrument of public education. The school as a “social space” implies outer
spatial boundaries (determined by the physical boundaries of the school space), as well
as internal spatial boundaries (determined by different functions of the school, i.e.,, com-
partmentalisation of the space within the school). Within such a broad framework, the
question of how to articulate risk control in terms of physical security, while complying
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with the principle of safe space as a social and psychological category becomes relevant.
How do we determine the boundaries of “safe space” within the school, and how do we
determine the boundaries of a “secure space”? Are there specific places within the school
building designed specially to serve as a safe space (for instance, offices for academic and
psychological counseling), in addition to other places designed for physical security in at-
risk situation? Are behavioural norms overridden by the implementation of the safe space
principle and the secure space principle?

School space has become the subject of interventions in accordance with the re-
quirements of “comprehensive safety” and security, and hence, safety and security are
treated as an integral whole, rather than individually. In our paper, we address both the
physical and the spatial dimension of the two main requirements we have identified as
being at the core of contemporary paradigms: the “safe space” requirement and the phys-
ical security requirement. Combined, these two concepts have a meaning that is as sym-
bolic as it is practical. However, in this paper we are particularly interested in the spatial
and physical aspects of safety and security, respectively: how they should be implement-
ed operationally (security systems within the school space); how the school space should
be segmented with regard to security risks (building, school yard); how to define the roles
of the involved parties in controlling the security of the school space (parents, teachers,
pupils, management) - who should have the authority to check the premises, who should
have access and to which particular parts of the school facility; how should the school
space to be surveilled for security purposes, what are the appropriate architectural solu-
tions, such as the layout of check points, evacuation exits, etc. Another important ques-
tion is whether the two concepts - safe space as a socially tolerant milieu, on the one hand,
and security as protection against the risk of physical threat, on the other - may collide
within the school environment, especially from the perspective of spatial regulation and
architectural solutions. This topic is rarely discussed in domestic literature (Hebib i Zunié
Pavlovi¢, 2018; Tadi¢, 2022).

“Safe space” as school space

The meaning of safety in this context refers to the combination of physical security
and freedom to openly express one’s views and speak about oneself. In recent years, this
term has been increasingly present in education, in reference to the dimension of “safe
space”, which is associated with pupils’rights and freedoms.? The importance of this topic
has been highlighted in the official documents and recommendations by the Council of
Europe. For example, Signposts defined “safe space”as “in a safe classroom space, students
are able to express their views and positions openly, even if these differ from those of the
teacher or peers” (Jackson, 2014: 48). Here, physical security is of secondary importance.

3 The relevant literature provides different definitions describing the concept of “safe space”. It is
worth noting that the “secure space” concept derives from the feminist and LGBT movement in the
1970s and that it was originally used for referring to the “"physical meeting places where like-minded
individuals could meet and share their experiences in a safe environment” (Flensner & Von der Lippe,
2019, p.276).
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On the other hand, certain authors, such as Domalewska and associates, point to
the fact that “safe space is risk free as it constitutes ‘brave space; namely, an environment
free from abuse and ridicule” (Domalewska et al., 2021: 36). Safe space is an environment
or a milieu. Such “space”in schools is associated with the physical space where pupils stay
during the education and training, including classrooms, school premises (offices, sports
and recreation gyms, cafeteria, school yard, staff offices, and the like). Safe space is an
environment that supports learning, and embraces a prosocial principle, which ensures
that individuals, i.e., pupils have respect for each other in spite of their differences. Never-
theless, in the USA, the “safe space” concept has often had the opposite effect, with trigger
warnings having a disquieting effect on the pupils and teachers and literature with a po-
tential to cause unpleasant feelings getting removed from the curriculum (Byron, 2017).

The authors Domalewska et al. (2021) state that “safe-space classrooms in educa-
tional institutions differ from the safe-space policy in higher education institutions or
workplaces because the rules and goals of cohabitation differ” (Flensner et al., 2019, as
cited in Domalewska, et al., 2021: 36). A safe space is primarily a learning space intended
to provide a“positive atmosphere that encourages students to break down their isolation,
form an inclusive and collaborative classroom community” (Biegel, 2010; Gawlik-Kobylins-
ka, 2021; Kislyakov et al., 2014, as cited in Domalewska et al., 2021: 36). Such space implies
“a classroom climate that feels secure, supportive and risk-free so that students can hon-
estly express their individuality, opinions, attitudes, knowledge, and behaviour without
fear of being the target of violence, harassment or hate speech” (Domalewska et al., 2021:
36). Such an approach is stimulating for interaction within the space “without fear of ridi-
cule and supports their well-being, resilience and moral identity” (Kislyakov 2014, as cited
in Domalewska et al., 2021: 36).

The characteristics of the educational environment can be considered environmen-
tal factors that affect psychosocial well-being of all subjects of the educational process
(Kislyakov et al., 2014), and are equally important for students and teachers. It is only in
a safe space that the teacher can apply an individual approach to each pupil, “creating a
space for a subject-subject interaction” (Antonova, 2013: 286, as cited in Kislyakov et al.,
2014). The skill of the teacher in forming a “tolerant space” requires synergy among nu-
merous elements, such as unconditional acceptance of the subject (irrespective of age,
race, ethnic group, language, financial status, etc.), as well as support of the administra-
tion (Pogodina, 2006, as cited in Kislyakov et al., 2014).

One must bear in mind that the main precondition for a safe space is a cross-cul-
tural dialogue, on the one hand, and exploration of the diversity of opinions, values, and
views, on the other (Domalewska et al., 2021; Jackson, 2014). An environment of this kind
encourages pupils’ self-discovery. This necessarily leads to a different set of challenges.
Yet, it is only in this manner that cognitive, emotional, and social development (Vygotsky,
1978) of an individual, i.e., the pupil, can take place. However, safe space does not imply
“comfortableness” (Domalewska et al., 2021), making social and psychological safety situ-
ation dependent. Educational institutions need to create a positive learning environment,
which includes adequate physical resources (classrooms, materials, technologies, and the
like) (Velissaratou & Blyth, 2017).
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One must bear in mind that, in the context of dominant institutions, intersection-
al approach implies that safe space is impossible for members of marginalised groups.
As a result, contrary to the idea of open multicultural communication, the framework of
safe spaces has resulted in exclusion of unpleasant topics and prioritization of pupils’and
teachers’feelings. For this reason, the concept of safe space has been subject of numerous
critiques (Haidt & Lukianoff, 2019).

An increasing emphasis has also been put on the importance of inclusiveness in the
school environment, which contributes to the pupils’ security and comfort (Joseph et al.,
2023). Thus, one of the key elements in international educational guidelines and school
policies around the world is construction of inclusive schools, which are meant to stim-
ulate positive relations among pupils, reduce peer violence and enhance pupils’ general
wellbeing (Margas, 2023). Some studies (Baeva, 2023; Flynn, 2018) have shown that taking
care of social and emotional learning, engaging in cultivating positive values in pupils,
and training teachers to be able to identify and resolve problems which are not easily
noticeable (rowdiness, violence, and the like) might prevent potentially threatening sit-
uations in school environment. Practice has shown that school building can have a great
impact on learning process, instruction provided, and relationship between students and
teachers (Harber, 2021). Therefore, school buildings should be designed in a manner that
stimulates learning, in accordance with theory and practice in education and environ-
mental psychology (Dyck & Lippman, 2023).

Nonetheless, the concept of “safe space” as a school environment secure in a psy-
chological sense, has been increasingly relegated to the background following the emer-
gence of new risks within the school space. The frequent occurrence of school shootings
has brought pupils’ physical security to the forefront, triggering a polemic on the design
of school facilities most likely to reduce the number of victims resulting from such attacks.
Recommendations regarding desirable spatial solutions, which are supposed to encour-
age tolerance and communication within the school, may be in collision with the priority
of physical security. For this reason, the rest of our paper focuses on architectural solutions
that mitigate security risks in school facilities.

School building as a secure space

Following World War II, the increase in the number of school age children and de-
mocratisation of education led to changes in the regulations on school buildings design,
as well as to establishing a more dynamic interaction between the school space and its
surroundings (Tiskevi¢, 2023). The more open concept of school buildings has made
them more accessible to the local community, but at the same time more susceptible to
security risks. Due to the frequency of such events over the past decades, it has become
necessary to work on improving the safety and security of school facilities. Thus, in archi-
tectural projects of school facilities, apart from considering the practical, aesthetic, and
economic requirements, it is also necessary to address the security-related requirements
(Tiskevi¢, 2023).
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Modern school should have effective design while addressing physical, social, and
psychological needs of its users (Blue, 1998). This adds to the intricacy to project design,
where architects have consider possible adverse effects of preventive security measures
which may trigger fear and unease in the pupils. It is necessary to identify innovative
architectural solutions that can prevent and contain violence which, however, do not
disrupt the character of an environment that stimulates learning. This approach creates
open school communities in accordance with social, psychological, economic, and en-
vironmental factors (AlA, n.d.). Security enhancing architectural may include various
barriers to movement, limitation of access, or security systems. They have to be as un-
noticeable as possible and be an integral part of the overall design. Otherwise, educa-
tional and emotional development of pupils and their socialization could be put at risk
(Schneidawind, 2018).

However, there is a lack of guidelines and access to relevant information in the school
building design process. Moreover, there is no single design concept that is applicable to
each school. Instead, in each individual case, school design has to accommodate student
population, specifics of the location, and the needs of local community (Schneidawind,
2018). It is necessary to take into account not only emergency circumstances, but also
more common problems, which pupils and teachers may encounter on a daily basis, such
as bullying. Therefore, in addition to strategies for improving security, it is necessary to
work toward “safe space” as well. Dobbins (2018) emphasises the need to ensure better
access to counseling and psychological services by placing them close to the library, or
other common areas (Dobbins, 2018).

Discussions about security at the school building must also take into account indi-
vidual experiences among different school actors - students, teachers and parents. School
space is a public space. The perception of security at a public space by school age children
differs from adults’ understanding of risk. A study on the perception of public space risk
by children in Serbia has shown a less prominent separation between the public and the
private than is the case in the West. There is also greater autonomy in children’s mobility
compared to some other countries (Tomanovi¢ & Petrovi¢, 2006). The same research has
revealed that, in Serbia, risk-related anxiety associated is comparatively lower than ex-
pected, and that parents use instructions far more than restrictions to control public space
risks (Tomanovi¢ & Petrovi¢, 2006). Indeed, experience can change perceptions. Serbia’s
first school shooting may change dominant cultural scripts regarding risks in public spac-
es, including school buildings.

Extreme security-risk situations and school space

Schools in the United States of America experience the highest number of situations
with potentially grievous consequences, primarily those relating to armed attacks, known
as school shootings. This is why, since 2013, special security protocols in designing school
buildings or in major reconstruction works in the existing facilities (OSPI, 2013; Vulevi¢,
2019), have become mandatory. When the threat is external, security strategies are based
on making it more difficult to access interior of the school building by applying physical

426



Studies In Teaching and Education, 2024, 73(3), 421-433

barriers, specially designed spatial elements, and school access security control systems.
At the same time, efforts have been made to ensure a quick evacuation from the interior
of the school building, if necessary, by identifying evacuation routes. It is also import-
ant to establish secure hiding places within the school building in case evacuation is not
possible. The above preventive measures may include different elements of architectural
and landscape design, and the use of modern technology, as well as a special spatial and
functional organisation of the school building.

The spatial and functional organisation of the school building is the starting point for
the creation of a safe and secure environment. Certain authors emphasise that the zone
of the main school area, which includes classrooms and student dedicated zones, has to
be separate from the entrance hall. A cluster of public purpose areas (toilets, halls intend-
ed for parent meetings and reception, as well as other offices), which can be accessed
without any restrictions (Cassidy, 2014) should be between them. The entrance hall with
the reception area should also be physically separated from the main school area, and it
has been frequently recommended, have bullet proof glass. However, this recommenda-
tion does not apply to all school areas, i.e. glazing around the entrance to the classrooms
should be avoided in order to create so called secure niches in the classroom blind spots
which cannot be viewed from the hall (Flynn, 2018). The entrance has to be positioned in
such a manner as to enable monitoring of school visitors from the main area and recep-
tion area of the school building as well as from the ground floor and public areas. School
buildings should have a limited number of entrances and they should be equipped with
monitoring and screening technology, such as cameras and metal detectors, which can
be located within the first double gate area. If the detectors identify a suspicious object,
the second gate can only be opened by security (Schneider, 1998, 2007). Furthermore, it
is desirable to provide several alternative exits in the event of an urgent evacuation (Kirk,
2018). Having one single entrance and exit may cause the bottleneck effect, which can
make student vulnerable targets during rush hours. Finally, it is recommended that staff
in the reception area be trained to know exactly what to do or whom to call if they iden-
tify a threat (Flynn, 2018). It would also be desirable to have secure rooms in strategically
selected locations throughout the building, equipped with security locks and metal doors
(Kirk, 2018).

There exist recommendations for design-based security solutions for the school
yard and the access path as well. The path leading to the school building has to be de-
signed in such a manner as to slow down movement by means of various space barriers,
which are part of the ground floor design* (Flynn, 2018). Security experts consider that
well elaborated ground floor designs send out the message that people care about the
school and that they can provide deterrent against bad actors. Nevertheless, the green-
ery on the ground floor has to be carefully arranged to make sure it does not block the

4 The ground floor design concept or the landscaping architectural design concept includes
paved surfaces intended for gatherings or communications (pathways), parking, and greenery, in
the immediate zone of the school building, as a space belonging to it between the school building
and the area intended for public purposes..
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view, or that it cannot be used as a hiding place (Cassidy, 2014). The access path and
pertaining area of the ground floor should be designed in a way to be easily seen from
the interior of the school building (Flynn, 2018).

“Safe space”, as a concept, cannot be achieved if architectural organisation of the
space does not encourage communication, openness, and connectivity in teaching and
social activities. The architect Brotman, who advocates for “open space” solutions the issue
of school building security, gives the example of a “rain garden” surrounding the school
(like a “trench”), its positive side being that it is not so noticeable as part of the design
project, while performing a security function (Schneidawind, 2018). This is an example of
spatial organisation where the concept of “safe space’, as a positive social environment, is
associated with physical security.

In addition, strategies for improving school building security based on perfor-
mance-oriented evacuation are also being implemented. It has been established that
each individual relies on three principles while making decisions during the process
of an emergency evacuation: their instincts, their experience, and limited rationality
(Pan et al., 2005, as cited in Lian et al., 2023). In a crisis situation, the majority of people
have the tendency to leave the building by taking the most familiar path (Lian et al.,
2023). In addition to this, in predicting behaviour during evacuation from school build-
ings, it is also necessary to observe interactions between the evacuated persons and
the surroundings, i.e., to take into consideration other individuals and space barriers.
The results of an evacuation simulation performed using AnyLogic platform (simulation
modelling software) in a school in Hangzhou (China), have shown that the design of
communications in the school building and the dimensions and positions of the corri-
dors and stairways can impact the results of evacuation (Lian et al., 2023). Evacuation
simulation at the Svetozar Markovi¢ School in Ni§ performed using Pathfinder (simu-
lation software), has shown that the efficiency of evacuation depends on the speed
of movement, which needs to be within certain limits in order to avoid bottlenecks at
critical points (Jevti¢, 2023). In the USA, the majority of schools have protocols for “ac-
tive shooter” situations, and a large number provide teacher and student trainings and
evacuation drills (Flynn, 2018).

Security measures in school buildings in Serbia

The only requirements Serbian regulations regarding security measures in school
buildings have are those relating to fire safety regulations. Article 92 of The Basic Edu-
cation Law (Official Gazette of the RS, No. 88/2017, 27/2018-other law and 10/2019) pre-
scribes norms and standards for educational facilities, which include, among others, hy-
giene-technical requirements (sanitary and fire safety requirements), in accordance with
the regulations. The Regulations specify that in designing school facilities, as well as in
their construction, construction of building extensions, reconstruction, adaptation, and
equipment, it is necessary to adhere to the national standards on the construction of pub-
lic facilities, namely: the standards applying to accessibility, fire safety, energy efficiency,
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security, and other standards in the area of project design and construction of facilities
(Rulebook on Amendments to the Rulebook on Closer Conditions for the Establishment,
Start of Work, and Performance of Elementary School Activities, 2020).

With regard to preventive security measures, Architectural Standards for Education-
al Facilities prescribes certain measures associated with spatial and functional organi-
sation, movement, and accessibility, without much regard for security. An exception to
this is the regulation requiring that school compound (which includes school building,
the school yard next to the school building, which is directly connected with the school
building entrances, sports grounds, green areas, access roads for pedestrians and vehi-
cles, the supply delivery yard, and the parking lot) be fenced off by a protective fence
180-210 cm high. Another regulation requires that, when considering locations for a
school building, it is necessary to consider ground bearing capacity and seismic param-
eters, and possibilities of natural catastrophes, among others. Access roads for pedes-
trians and vehicles must be separated from each other. All multi-storey facilities have to
be provided with elevators complying with accessibility standards. However, there are
no clear guidelines regarding the spatial and functional organisation in the context of
security, for instance, ensuring that staff area and the multi-purpose area within com-
mon areas are spatially separated from the classrooms. There is only one guideline spec-
ifying that administrative premises should be clustered together and situated closer
to the school building entrance (Rulebook on Amendments to the Rulebook on Closer
Conditions for the Establishment, Start of Work, and Performance of Elementary School
Activities, 2020).

In the recently published handbook by the Ministry of Education on dealing with
crisis situations in schools, spatial factors are not sufficiently addressed (Vukovi¢ et al.,
2024). The handbook’s focus is on the psychological aspects of response during crisis and
its aftermath, providing few guidelines related to the school building. It emphasises that
every school must have an evacuation plan, secure hideouts and places for reunion after
evacuation from the facility, as well as a space for psychological assistance to the victims
following a crisis event (Vukovic et al., 2024). However, the recommendations are not spe-
cific enough in respect of either the type of school buildings and their surroundings, or
the types of hazardous situations.

The obvious conclusion here is that spatial security factors have not been suffi-
ciently appreciated in the educational system of Serbia. There are no legal regulations
relating specifically to the segment of “safe” and “secure space”. Scholarly literature has
not yet adequately addressed the “problem of the standard of school building con-
struction as a factor of crisis prevention’, either. (KeSetovi¢ et al., 2012: 207). The con-
cept of Crime Prevention Through Environmental Design — CPTED, which is based on
three foundations: natural supervision (referring to the “possibility of detecting what is
happening in the space and the facility without taking any special measures”), natural
access control (“the possibility of applying restrictions with regard to who can enter
the facility and how”), and territoriality (“the capacity for establishing control of the
environment, by clearly defining who is in charge, who belongs inside, and who is an
outsider” Kesetovic et al., 2012: 203) has not been widely recognized. Of course, decid-
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ing on the architectural adjustments to the school building in relation to risks is not an
easy task. The selection of adequate security measures depends on various factors (size
of the school and other local specifics), and it is necessary to identify the right scope
of potential solutions. This is an issue of particular complexity, as we face emergence
of new risks (amok situations) which were formerly outside of security considerations.

Discussion and conclusion

Developing the “safe space” and “secure space” concept in Serbian schools calls for
a review of the current regulations by creators of educational policies. Their objective
should be the creation of new norms which take into account potential risks in implemen-
tation and creation of security standards, while also preserving educational culture of the
community. The drafting of new regulations on security in Serbian schools should involve
experts from different scientific fields, in order to establish new principles designed to
reduce security-related risks. New regulations have to ensure security for all the subjects
involved in the educational process. The school environment has to be adjusted to the
needs of the pupils and teachers, while remaining open to modifications in accordance
with the changes in society and education. One of the challenges architects will face when
trying to improve security of school buildings in Serbia will be implementation of design
concepts and elements in line with the recommendations and regulations on preventive
security measures, in the space of the existing school buildings, where the implementa-
tion of such measures was not anticipated at the very beginning. This paper discusses
the implementation of the requirements for a safe and secure school space at the level of
regulations, recommendations, and current measures. Indeed, our conclusions have to be
supplemented by an analysis of the current infrastructure in school buildings, including
needed investments for reducing security risks. Adoption of relevant spatial regulations
and creation of response systems within the school building in the event of security risks
has to take into account the specifics of each school, its size (space-wise and in terms of
the number of pupils), its position (urban area density), as well as the social and cultural
specifics (perception of risks and security).

In order to provide for efficient security management in general, as well as security
management in emergencies, the process of drafting school building design projects has
to take into consideration two mutually associated aspects — the architectural logic of
the space and the human factor. The first aspect refers to the optimum positioning and
dimensioning of spatial elements, resulting in either the elimination of security threats
or provision of time for adequate response. The second aspect is equally important. In
extreme situations involving armed attacks, which require a prompt and coordinated re-
sponse by all the individuals present in the school building, it is important to understand
that people experience space in different ways, and that they have varied reactions to
crisis situations. Hence, apart from the spatial and functional organisation of the school
building, it is necessary to upgrade security systems and technological solutions, provide
training to the staff, teachers, and pupils.
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The rapid development of technology has led to the creation of the artificial intelligence
model ChatGPT, which enables the generation of texts based on user queries. Although it rep-
resents an innovation in the domain of artificial intelligence, this model is still insufficiently explored
through empirical studies. Therefore, a study was conducted to further explore students’ perceptions
regarding the use of ChatGPT in higher education. The sample included 200 students from the University
of Novi Sad, and the data were analyzed using SPSS and descriptive statistics measures. The research
results indicate that students extensively use ChatGPT for academic purposes, recognizing benefits such
as time-saving and personalized learning experiences. However, the results also show students’ concerns
about the potential reduction of creativity and critical thinking, as well as privacy risks. Additionally, most
students had no experience with educational workshops or courses focused on using ChatGPT in an ac-

Abstract

ademic context. Based on these findings, it is concluded that there is a need for educating students on a
more efficient and responsible use of ChatGPT in higher education. Furthermore, the importance of further
research and the development of resources to provide adequate support for students in applying this
technological tool is emphasized.

Keywords: ChatGPT, students, artificial intelligence, higher education.

Introduction

ChatGPT is an artificial intelligence model designed to understand language and
provide relevant responses to user queries. The educational potential of the ChatGPT
model has been the subject of various studies over the past two years (Grassini, 2023;
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Ouyang et al., 2022; Rawas, 2023; Sok & Heng, 2024; Tlili et al., 2023; Zawacki et al., 2023).
ChatGPT offers numerous possibilities within higher education: support in teaching, in-
novations in student knowledge assessment, assistance with academic writing, as well as
administrative help and productivity (Sok & Heng, 2024). However, the use of the ChatGPT
model in higher education may also present a range of challenges related to security, pri-
vacy, information accuracy, and the academic integrity of educators (Sok & Heng, 2024).

When discussing the use of ChatGPT in higher education, it is crucial to examine its
impact on students’ academic success, the learning process, and the long-term implica-
tions for the educational system. In this regard, to assess the effectiveness of this model,
it is essential to identify the limitations of previous research and lay the foundations for
future studies that will contribute to a better understanding of its use in higher education.
The aim of this research was to examine the perceptions of students at the University of
Novi Sad regarding the use of ChatGPT in higher education. The theoretical framework of
the paper presents the results of previous research that dealt with this topic. The research
methodology is described in detail, followed by a presentation of the obtained results,
discussion, conclusions, and pedagogical implications.

Theoretical Framework

According to constructivist learning theory, learning should be organized as an op-
portunity for constructing knowledge. According to this theory, knowledge is not pas-
sively transmitted but actively constructed by the student. The role of the teacher within
constructivist theory is represented by providing support to students in the learning pro-
cess (Makewa, 2019). With technological development, according to some research find-
ings, artificial intelligence models can take on a mentoring role in the learning process.
Research by Makewa (Makewa, 2019) indicates that technology can accelerate interac-
tive learning experiences by allowing students to experiment and explore. For example,
ChatGPT enables students to reach certain insights more quickly (Rasul et al., 2023). The
feedback it provides, encouragement, and guidance can lead to the construction of new
knowledge. Additionally, constructivist theory emphasizes the importance of authentic
assessment, which evaluates students’ ability to apply knowledge and skills in real-world
situations (Rasul et al., 2023).

The first study (Ouyang et al., 2022) to be presented focused on the use of artificial
intelligence in online higher education. Ouyang and colleagues (Ouyang et al., 2022) pro-
vided insights into empirical research on the application of artificial intelligence. This lit-
erature review analyzed the functions of artificial intelligence applications, the algorithms
most commonly used, effects, and implications arising from these studies (Ouyang et al.,
2022). The results show that the functions of artificial intelligence applications in online
higher education are diverse, including predicting learning status, performance or satis-
faction, recommending resources, automatic assessment, and improving the learning ex-
perience. The effects generated by artificial intelligence applications include high-quality
predictions, high-quality recommendations based on student characteristics, improved
academic performance, and enhanced online engagement and participation (Ouyang et
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al., 2022). This systematic literature review points to several theoretical, technological, and
practical implications. One implication is that the application of artificial intelligence in
education should rely on established learning and educational theories and use advanced
technologies to collect and analyze data in real-time (Ouyang et al., 2022).

A relevant study focusing on chatbots in higher education is by Dempere and col-
leagues (Dempere et al., 2023). In this extensive research, the authors used various da-
tabases such as PubMed, IEEE Explore, and Google Scholar to explore the literature on
the impact of chatbot artificial intelligence in higher education. The authors identified
numerous benefits of ChatGPT, including support in research, automated assessment,
enhanced user-computer interaction, simplified registration, improved student services,
and enhanced teaching. However, the research also identified several issues, such as on-
line testing security, digital literacy gaps, anxiety caused by artificial intelligence, privacy
violations, misuse, bias, misinformation, reduced human interaction, accessibility issues,
and the disappearance of certain jobs.

Another significant study covered the use of ChatGPT in higher education, with a
special emphasis on the frequency of use and its impact on teacher productivity (Firaina &
Sulisworo, 2023). The aim of this study was to assess teachers’ optimism regarding the use
of ChatGPT. It was shown that most teachers expressed optimism about the application
of ChatGPT in teaching. However, the research also found that there is a certain level of
skepticism among teachers regarding the use of this model in teaching (Firaina & Sulis-
woro, 2023).

The goal of the research by Ljuji¢ and colleagues (2023) was to examine ChatGPT'’s
performance in writing academic assignments and compare these performances with
those of students. The main data sources included pre-exam assignments written by An-
dragogy students at the University of Belgrade and essays generated by ChatGPT. Both
students and ChatGPT were tasked with writing an andragogical analysis of a multimedia
content (Ljuji¢ et al., 2023). The comparative content analysis was conducted based on cri-
teria used to evaluate the pre-exam assignments. These criteria included various aspects
such as grammar, organization and structure of content, relevance to the given topic, cita-
tion practice, depth of understanding and knowledge, integration of theoretical, research,
and experiential insights, quality of argumentation and discussion, level of reflection and
critical analysis, and originality and creativity (Ljuji¢ et al., 2023). The results showed that
ChatGPT has linguistic and semantic algorithms that enable automatic evaluation, correc-
tions, and feedback regarding grammar and vocabulary. However, although quite struc-
tured and logically organized, the essays generated by ChatGPT contained basic textual
units, while student essays exhibited more complex structures. The difference in content
quality was significant, with student papers showing greater integration of theoretical
and experiential insights. Thus, the results clearly indicate that human intervention and in-
teraction are indispensable in composing experiential written content (Ljuji¢ et al., 2023).

The research by Huallpa and colleagues (2023) aimed to investigate students’ atti-
tudes toward the integration of ChatGPT into their educational experiences. The study
involved 220 undergraduate students at the University of Peru. The questionnaire consist-
ed of closed and open-ended questions to gather both quantitative and qualitative data.
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The results showed that students recognize the value of ChatGPT in creating personalized
educational opportunities. Additionally, students highlighted the need for clear institu-
tional standards regarding data privacy and security (Huallpa et al., 2023). Furthermore,
the results indicated that users’ attitudes toward ChatGPT changed under the influence
of various factors, including demographic factors (such as gender, age, and perceived ac-
cessibility), social attitudes, experiences, and concerns about data privacy and security. To
maintain students’ privacy, institutions should establish standards and ethical frameworks
for the use of ChatGPT (Huallpa et al., 2023).

The study by Sullivan and colleagues (Sullivan et al., 2023) on the impact of ChatGPT
on higher education covered two areas. The first was the investigation of key themes in
newspaper articles about ChatGPT in the context of higher education, and the second
was the assessment of how these discussions perceive ChatGPT as a potential learning
tool and support for different students, rather than a risk to academic integrity (Sullivan
et al,, 2023). Through content analysis of 100 media articles, the text was coded to explore
several key themes regarding the impact of ChatGPT on higher education. These themes
included university employees’ responses to ChatGPT, concerns about academic integ-
rity, the limitations and weaknesses of artificial intelligence tools, and opportunities for
student learning (Sullivan et al., 2023). Content analysis of newspaper articles revealed
that university employees’ responses to ChatGPT were mainly focused on concerns about
academic integrity and new approaches to assessment. It is noteworthy that the study
neglected the students’ perspective, whose academic success is affected by the impacts
of artificial intelligence models (Sullivan et al., 2023). Additionally, it is interesting to note
that there is an equal representation of issues related to how students will be encouraged
to avoid ChatGPT, while a smaller number of articles explicitly established a correlation
between the use of artificial intelligence models and learning outcomes. This study sug-
gests that a larger number of higher education institutions prohibit the use of ChatGPT
compared to those that do not.

Research Methodology

The aim of the research was to investigate students’ perceptions regarding the use
of ChatGPT in higher education. Based on this aim, the following research tasks were set:

1. To assess students’ awareness of the use of ChatGPT for educational purposes;

2. To examine students’ perceptions of the potential applications of ChatGPT in

higher education (including changes in education and the quality of studying);

3. Toinvestigate students’ perceptions of the potential challenges associated with

the use of ChatGPT in higher education (including issues related to «replace-
ment» of professors, creativity, and privacy).

To explore the use of ChatGPT in higher education, a questionnaire developed by
Abbas and colleagues (Abbas et al., 2023) was used. The original questionnaire consists
of 19 closed-ended questions. This instrument is intended to measure the effects of inte-
grating ChatGPT into education and research. For the purposes of this study, the authors
adapted and validated the previously mentioned instrument for the Serbian-speaking
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area. Like the original version, the adapted instrument included 19 closed-ended ques-
tions. While the original study addressed the use of ChatGPT for educational and research
purposes, only questions focused on examining the use of ChatGPT models for education-
al purposes were selected for this study.

This research will present questions related to students’ awareness of the use of
ChatGPT for educational purposes, their participation in workshops or courses on the use
of this model, questions about potential applications, as well as challenges associated
with the use of ChatGPT in higher education. Data on the socio-demographic character-
istics of the respondents included: gender, year of study, field of study (natural or social
sciences), and average grade. The study involved 200 students from the University of Novi
Sad, using a convenience sample. The research was conducted online via the Google
Forms platform from January to March 2024. The data obtained from this research were
analyzed using the IBM SPSS for Windows statistical software (version 26). Descriptive sta-
tistical indicators were applied.

Table 1
Structure of respondents

N %
Gender
Male 101 505
Female 99 495
Year of study
Second year 58 29.0
Third year 88 44.0
Fourth year 54 270
Total 200 100

Note. N — number of respondents

Results

Students’ Awareness of the Use of ChatGPT in Education. The majority of re-
spondents, 77.0%, reported being aware of the use of ChatGPT in education, while 23.0%
stated otherwise. The high level of awareness of the use of ChatGPT in education sug-
gests that this model is widely recognized among the student population, indicating it
could play a potentially significant role in the educational process. Additionally, the survey
included a question about attending additional training for using ChatGPT in academic
contexts. Only 15.5% of respondents had participated in or attended a course on using
ChatGPT in an academic context, while the majority, 84.5%, had not. These results indi-
cate that most respondents have not engaged in additional training or courses for using
ChatGPT in academic settings, implying that students have explored or used ChatGPT
independently without formal training. This finding could be useful for educational
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institutions and the academic community to better understand students’ needs and pro-
vide appropriate support and resources for effective use of ChatGPT in education.

Students’ Perception of the Potential of ChatGPT in Higher Education. The ma-
jority of respondents, 74.5%, believe that ChatGPT has the potential to change the educa-
tional process. On the other hand, 25.5% disagree with this statement. This expressed be-
lief among students about ChatGPT’s potential to alter the educational process highlights
the significant role this model could play in the future of higher education and research.
Furthermore, the majority of respondents, 63.5%, think that ChatGPT could improve the
quality of studying. Conversely, 36.5% did not agree with this statement. The positive view
of the majority of students regarding ChatGPT's potential to enhance the quality of study-
ing underscores the importance of technological innovations in education. Respondents
supporting this idea may perceive ChatGPT as a helpful model that provides additional
support in learning and research, contributing to a more productive educational experi-
ence. Additionally, this opens up opportunities for further research and implementation
of ChatGPT in the educational process to understand where students see potential im-
provements and how to enhance the quality of studying.

Students’ Perception of the Potential Challenges of Using ChatGPT in Higher
Education. When examining students’ perceptions about whether ChatGPT could re-
place teachers, the majority of respondents (82.0%) indicated that they do not believe this
is possible, while a smaller percentage (18.0%) thought that ChatGPT might replace teach-
ers. This suggests a general view among students that artificial intelligence models like
ChatGPT cannot fully replace the role and competencies of teachers in the educational
process. Additionally, the majority of respondents (63.0%) believe that ChatGPT could lead
to a decrease in creativity and critical thinking among students, while a smaller percent-
age (37.0%) hold the opposite view. The results suggest that there is concern among most
respondents that using ChatGPT could reduce creativity and critical thinking. However, it
isimportant to note that a smaller percentage of respondents hold a contrary view, which
may indicate varying perspectives and attitudes about the impact of ChatGPT technolo-
gy on creativity and critical thinking. Analyzing respondents’ answers regarding wheth-
er they think ChatGPT could be a threat to their privacy, the majority (58.0%) expressed
concern, while a smaller number (42.0%) answered negatively. These results indicate that
most students consider ChatGPT to be a threat to privacy, highlighting the importance of
careful data management and the implementation of adequate privacy protection meas-
ures when integrating this technology into an educational context.

Discussion

The aim of this study was to examine students’ perceptions regarding the use of
ChatGPT in higher education. According to our findings, there is a limited amount of em-
pirical research conducted in the Republic of Serbia concerning the use of ChatGPT in an
educational context. Based on the results of our study, 77% of students reported being
aware of the use of ChatGPT in higher education. An analysis of the relevant literature on
this topic, especially from the perspective of students in Serbia, highlights a high level
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of awareness of this virtual assistant among the student population (Ljuji¢ et al., 2023).
Furthermore, the research results show that most students have not participated in addi-
tional training for using ChatGPT for academic purposes. This data points to a concerning
situation, given the widespread presence and diffusion of artificial intelligence models. To
leverage all the benefits ChatGPT offers, and to address and avoid its shortcomings, which
often relate to misuse and plagiarism, it is crucial to establish a training system for the
appropriate use of ChatGPT in educational contexts.

Examining students’ perceptions of the potential benefits and challenges of using
ChatGPT in higher education included questions about ChatGPT’s potential in the field
of higher education. Our research found that most respondents believe ChatGPT has the
potential to change the higher education and research landscape. These findings are con-
sistent with research by Oranga, which highlights that ChatGPT opens up possibilities for
personalized learning, continuous access to a vast amount of information, instant feed-
back, and ongoing assistance in learning (Oranga, 2023). Personalized learning, flexibility,
and feedback have been recognized as benefits in other studies as well (Huallpa et al.,
2023). Firat's study also emphasizes the potential benefits of artificial intelligence mod-
els in education, such as personalized learning and increased student engagement, but
also challenges such as insufficient digital literacy and ethical issues surrounding the use
of ChatGPT (Firat, 2023). Moreover, the results presented in this paper show that more
than half of the students believe ChatGPT could positively impact the quality of study-
ing. These findings contrast with Huallpa et al’s research, which highlighted a dominant
neutral stance among students towards ChatGPT’s educational role. According to this re-
search, students consider the information generated by ChatGPT to be meaningless and
unusable without human contextualization and interpretation (Huallpa et al., 2023). On
the other hand, Limna et al’s research (Limna et al., 2023) showed that both professors
and students perceive ChatGPT as a valuable addition to the educational experience and
believe that continuous use of this model can improve students’ learning outcomes. Ad-
ditionally, Dempere et al. (Dempere et al., 2023) highlight numerous advantages of using
ChatGPT in higher education, such as support in research and the potential to enhance
teaching. This finding is supported by other research — professors express optimism about
using ChatGPT in higher education, citing student productivity as a key element of using
this model (Firaina & Sulisworo, 2023); the use of artificial intelligence in higher education
has the potential to improve students’ academic performance (Ouyang et al., 2022). These
findings align with previously mentioned studies and the results of our research.

Examining students’ perceptions of potential challenges associated with using
ChatGPT in higher education included questions about whether artificial intelligence
models could replace teachers. The findings indicate that most students do not agree with
this statement. These findings align with Firat’s research, which emphasizes that the use
of artificial intelligence models can free professors from routine tasks and allow them to
focus on mentoring and fostering development, i.e., higher-order skills (Firat, 2023). This
implies that while the use of ChatGPT in higher education might change the role of teach-
ers, it does not replace them. Therefore, there is currently no perceived risk that ChatGPT
could replace the personalized support and guidance provided by teachers. It is essential
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to maintain a balance between technology and human interaction in the classroom (Lim-
na et al., 2023).

Furthermore, when discussing the challenges associated with the use of ChatGPT in
higher education, the potential risks to the development of critical thinking and creativity
are also mentioned. Most students believe that this artificial intelligence model could lead
to a decrease in creativity and critical thinking among students. It is particularly important
to highlight the shortcomings of using ChatGPT, such as potential inaccuracies and unre-
liability of information, insufficient consideration, and possible contextual inadequacies
and biases (Oranga, 2023). This underscores the need to promote the development of
critical thinking among students. Shidiq’s study (Shidig, 2023) also points to the poten-
tial negative effects of using artificial intelligence models on creative writing skills. This
finding is consistent with the opinions of respondents in our study, who also believe that
ChatGPT might reduce students’ creativity. Sullivan et al. (Sullivan et al., 2023) highlight
the danger of a lack of critical thinking development, warning that students might lose
focus when understanding the material.

Another challenge associated with using ChatGPT in higher education is the risk
related to students’ data privacy. The analysis of results indicates that a certain number
of students (58%) believe that ChatGPT could threaten their data privacy. According to
Oranga’s study (Oranga, 2023), there is concern about data privacy, as interactions with
this model are subject to recording and memorization. This concern about data security is
also expressed in other research (Dempere et al., 2023; Limna et al., 2023), emphasizing a
strong need for data protection measures to ensure that students’ personal information is
used solely for its intended purpose.

Conclusion

The purpose of the conducted research was to examine students’ perceptions regard-
ing the use of ChatGPT in higher education. This objective was operationalized through
the following research tasks: to assess students’ awareness of the use of ChatGPT for ed-
ucational purposes; to explore students’ perceptions of the potential uses of ChatGPT in
higher education; and to investigate students’ perceptions of the potential challenges of
using ChatGPT in higher education. The results of the research showed that most of the
surveyed students were aware of the use of ChatGPT in higher education and recognized
the potential of this artificial intelligence model to improve the quality of studying. Spe-
cifically, our research results indicate the potential uses of the ChatGPT model in higher
education, which include fostering personalized learning, providing timely feedback from
instructors, and faster access to various relevant sources. Furthermore, the findings indi-
cate that most students have not participated in training or courses related to this model.
Given the goal of ensuring an ethical, reliable, and effective context for using ChatGPT,
it is necessary for both professors and students to be educated in the field of artificial
intelligence (Rasul et al., 2023). Courses or workshops organized by educational institu-
tions could provide expert guidance and resources to help students better understand
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the functions and capabilities of ChatGPT and to develop skills for the effective use of the
tool in their academic activities.

Students’ perceptions were also illustrated through the identification of challenges
and opportunities associated with using the ChatGPT model in higher education. The re-
sults of the research indicate certain challenges related to the use of ChatGPT, including
the issues of human interaction, the development of critical thinking and creativity, the
risk of academic dishonesty, biases, privacy concerns, and ethical issues. In this regard, the
role of educational institutions is undeniably crucial in neutralizing or mitigating these
challenges, ensuring that artificial intelligence serves as a complement to human inter-
action rather than a replacement. To protect students’ data privacy, educational institu-
tions must take responsibility and establish ethical guidelines for using artificial intelli-
gence models (Huallpa et al., 2023). Additionally, educational institutions should develop
strategies to encourage critical thinking among students regarding the use of artificial
intelligence models such as ChatGPT. This includes encouraging students to analyze the
information provided by these models, recognize potential flaws or biases, and develop
the ability to critically evaluate information.

The existing work can serve as a foundation for further research that explores spe-
cific aspects of using ChatGPT in higher education. This could include investigating the
impact of long-term use of the ChatGPT model on students’ academic performance or
exploring various training programs for using artificial intelligence models. It is also im-
portant to note that the convenience sample of respondents limits the generalizability of
the research results, and using only closed-ended questions may prevent a deeper under-
standing of students’ perceptions. Moreover, only students’ perceptions were covered, so
including the perspectives of instructors or experts in artificial intelligence could provide
additional depth to the analysis. Considering these pedagogical implications and iden-
tified limitations, future research can further contribute to examining the impact of the
ChatGPT model on the field of higher education and support the continued development
of pedagogical practices in the digital age.
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In the complex and multifaceted world we live in, contemporary theories promote education
as a space for encounters and building of different, affirmative, and constructive relationships.
In this paper, we start from the question of what and whom we are educating in the current moment,
examining these through poststructuralist and posthumanist ideas and concepts, along with an example
of an encounter with digital technologies in early childhood education. In this way, we aim to explore the
outlines of early childhood education that materially and discursively fall outside predefined (and hu-
manistic) frameworks, as well as the potentials that remain overshadowed by dominant understandings
and practices of using digital technologies. Posthumanist thinking about early childhood education as
an encounter with beings, processes, things, and ideas, opens up a space for a different consideration of
proximity, sensitivity, and unpredictability. Alongside meaningfulness, purposefulness, and a critical
stance, these are the key values on which the use of digital technologies in early childhood education can
be established. The research has shown that unexpected encounters with digital technologies in early
childhood education can indicate a building capacity to respond collectively and be responsible. Howev-
er, there is a strong need for critical positioning and further exploration of posthumanist ideas and concepts,
especially in the light of understanding education as an ethical practice.

Abstract

Keywords: posthumanism, poststructuralism, early childhood education, digital technologies.

Introduction

In this paper we aim to initiate a conversation about the current moment we are
living in and the outline of posthuman education weaving through it. This is referred to as

1 This research was funded by the Ministry of Science, Technological Development and Innovation
of the Republic of Serbia (contract no. 451-03-66/2024-03/ 200018).
2 jelas29@gmail.com
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“a moment”because the interest in the posthuman arises (unjustifiably) as a response to a
certain, often technological change, although it would be more meaningful to talk about
it as a co-existence in which it is difficult to clearly draw a line where the human begins
and the technological ends, and vice versa. Another reason for calling it “a moment” has
been found in the understanding of posthumanism as a non-uniform philosophy (Miah,
2008), which refers to the importance of looking at the micro-plan, the situational, that is,
the coincidences and possibilities in education (Hackett et al., 2020). This is a significant
insight for all those engaged in the field of education because it represents an invita-
tion to reconsider once again the rooted need to place education in predefined, recog-
nizable frameworks and to position its participants as final and unchanging, or at least
changeable in relation to a certain “norm” (for example, an adult). Considering the use of
digital technologies in education, this previously mentioned uniformity is noticeable in
the persistence of a developmentally appropriate perspective, i.e. looking at the use of
digital technologies through the possible effects (positive and negative) on the child’s
development and learning (Parette et al., 2010). Historically, there was, and still is, a pro-
nounced tendency to establish early childhood education on the values of individualism,
autonomy and personal agency. This tendency is particularly expressed in neoliberal ef-
forts to reform education, and is reflected in the advocacy of learning that is guided by the
conscious intentions of the individual, therefore resting on his/her autonomy, personal
choice, efficiency (Duhn, 2015: 921). Given that “the discourse of effects” predominates
within academic circles, it is not unexpected that there is a persistent emphasis on inves-
tigating the effects and formulating recommendations regarding the time and modes of
digital technologies use, as a means to safeguard children from associated risks and dan-
gers. Such positioning puts an emphasis on digital literacy as an anticipated outcome of
the learning and development process, serving as a preparation for societal engagement,
which is evaluated through the acquisition of a specific set of skills and behaviors.

Without the intention to affirm posthumanism as a necessary change or the sole

perspective within education which has questioned the above-mentioned tendency, we
want to reconsider the many possibilities it opens for conceptualizing the use of digital
technologies in early childhood education as a culture based on authentic and imminent
relationships, rather than on developing individual skills and behaviors. Thinking in terms
of poststructuralist and posthumanist ideas and concepts, in this research paper we will
consider what is different and new that posthumanism brings to the field of early child-
hood education concerning the use of digital technologies, aware of many limitations,
problems and criticism that can be directed at this perspective. Acknowledging the par-
ticulars of our chosen theoretical starting point, especially non-uniformity, this research
paper is, apart from the introduction and methodological framework, structured through
imagined directions and trajectory (path) of thinking:

«  Direction of Movement: Liberating Early Childhood Education — we are referring
to posthumanist ideas and concepts that have opened up space for a different
perspective regarding the use of digital technologies, especially in relation to
the poststructuralist understanding of the use of digital technologies as a spe-
cific culture.
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«  Direction of Movement: An Encounter with Digital Technologies in Kindergarten —
we want to “intertwine” poststructuralist and posthumanist premises, presented
within the previous “direction of liberation’, in thinking with a concrete example
of one encounter with digital technologies in the kindergarten.

+  Trajectory: What Digital Technologies Can Become in Early Childhood Education -
we are reconsidering the pedagogical implications of thinking and encounter-
ing digital technologies in early childhood education, taking necessary precau-
tions when choosing posthumanism as a theoretical starting point.

Direction of Movement: Liberating Early Childhood Education

Throughout history, education has been labeled the “practice of humanization’,
specifically, the practice which enables us to become humans. However, this under-
standing was based on a certain ideology which only recognized people, especially of
the white race, who belonged to “the wealthy”, leaving out all those who do not fit into
the “universal mold” (Snaza, 2013). In early chldhood education this “structuring” and
“categorization” was manifested in representations of the child as a being in the process
of development - vulnerable, immature, irrational and “on the way to adulthood"” The
adult, understood as mature, rational, independent, the one who possesses self-control
and universal knowledge, served as the “norm” according to which the child was val-
ued. Consequently, the child becomes marginalized, the property and responsibility of
an adult. Childhood is understood as a certain period of life (chronologically speaking)
during which the child, with the help of adults, progressively moves towards independ-
ence, autonomy and rationality (adulthood) - like an “... animal that needs to be tamed”
(Murris, 2018: 57). The liberation of early childhood education from pre-defined patterns
and Cartesian binaries (such as individual-society, child-adult, nature-culture, etc.) was
initiated by theorists and authors inclined to poststructuralism, who questioned the hier-
archical positions and power relations, the understanding of early childhood education
as a technical strategy which changes based on objective knowledge and truths, the
understanding of the curriculum as a finished model that should be implemented as is
in practice, etc. (Pavlovi¢ Breneselovi¢ & Krnjaja, 2014). The following poststructuralist
insights are significant for our reconsideration of the use of digital technologies in early
childhood education:

+  Subjectivity is understood as a collective creation that arises within a network,

i.e. one that goes from “individual thought” (lat. cogito - | think) to “collective
thought” (lat. cogitamus - we think) (Lévy, 2005: 191).

« Achild is understood as a unique being who is an equal participant in the edu-
cational process, competent to communicate, construct, negotiate, and co-cre-
ate knowledge and meanings with peers and adults, through diverse learning
opportunities and experiences in which they authentically engage (Miskeljin,
2022).

«  An adult, especially a teacher, is understood as a co-learner and participant in
the educational process, ready to learn together with children and other adults
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(for example, colleagues, family members, the local and wider community) at-
tentive to the experiences and perspective of a child, hence competent to sup-
port its expression and shared understanding in various ways and on various
occasions (Krnjaja, 2010; Lazarevi¢, 2023; Pavlovi¢ Breneselovi¢, 2012).

+ Digital technologies are understood as cultural tools situated in a complex
network of practices, relationships and other tools which are inextricably inter-
twined in education. In early childhood education, they are positioned as one of
the many ways in which different perspectives are heard and made visible, that
is, to support the construction of meaning through the process of joint learn-
ing and participation of children and adults. Consequently, digital technologies
cannot be understood as value-neutral means, nor can their potential be seen
outside of human action and the different contexts in which they are immersed.
What is insisted upon is building a culture of using digital technologies as a crit-
ical and ethical practice based on meaning and purpose, negotiated and built
through many relationships between children and adults (Johnston, 2019; Niko-
li¢, 2020; Pavlovi¢ Breneselovi¢, 2021).

« Learning does not only happen in pre-planned, but also in authentic situa-
tions that happen in kindergarten (Krnjaja & Pavlovi¢ Breneselovi¢, 2022;
Miskeljin, 2022).

«  The boundaries between “digital” and “real” are not important to children, be-
cause they function seamlessly in their intertwining (Bonilauri & Tedeschi, 2019).

«  Early childhood education is understood as a complex and dynamic system
that contains many “truths” and ways of thinking, in which numerous partic-
ipants are transformed through mutual interactions (Pavlovi¢ Breneselovi¢ &
Krnjaja, 2014).

Starting from these poststructuralist reflections, which have led to an important
shift in the appreciation of the dynamism and complexity of education, basing them
on authentic human relationships as the core of this process, posthumanism displaced
education more radically from the humanistic framework. As a term, posthumanism
draws together diverse perspectives, especially those that come “after the human’, that
is, after the focus on the human and the misconceptions related to it (Ferrando, 2014).
For example, Snaza (2013) acknowledges in posthumanism a way to appreciate the
complexity of education and its displacement from predefined frameworks through the
concept of “bewildering education” He speaks of education as one that “does not know
where it is headed’, that is, he gives up on defining it and subordinating it to pre-estab-
lished goals. Understood in this way, education is not aimed at acquiring knowledge
and developing skills, but building responsible relationships with the environment. By
focusing on the development of responsible relationships, the understanding of edu-
cation participants as isolated and self-functioning elements, solely concerned with the
human, is transcended. For example, Fawns (2022: 713-714) establishes his thoughts on
“entangled pedagogy” which affirms the understanding of the educational process as
a complex intertwining of numerous actors that shape each other. Some other authors
(for example, Malone et al., 2020: 110) talk about “posthuman pedagogies’, striving to

III
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highlight the specificity of educational practices through consideration of the possibili-
ty of “learning through” shared ways of knowing, being and becoming in the world and
with the world. In the literature the specificity of the mentioned relations is referred to
as intraactions, and unlike interactions, they are based on the understanding that no
single thing or process exists by itself, rather always and only in relation to the world
(Barad, 2003; 2007; Shotter, 2013). It is a particularly significant perspective for our con-
siderations because it is based on the assumption that learning requires sensitivity to
the dynamics of the world and openness to what is “yet to become” (Matos Lins, 2021).
Developing this kind of sensitivity requires being attuned to the micro-moments and
coincidences in which learning happens, actually “living the curriculum” rather than
planning it (Duobliene & Vaitekaitis, 2021). Moving away from the modernist perspec-
tive and ethics which recognized only humans, made it possible for early childhood
education to be understood as a process of joint search for what it means to live with
and through relations with the world (human and non-human, material and virtual, po-
tential and real). In this way, everything that Western humanistic philosophy contested
is ackowledged (non-human, non-hegemonic, autochthonous and similar), therefore
the diverse contexts and various forms of knowledge are recognized (Snaza et al., 2014).
As Braidotti (2013/2016: 41) points out, “I take the posthuman predicament as an op-
portunity to empower the pursuit of alternative schemes of thought, knowledge and
self-representation. The posthuman condition urges us to think critically and creatively
about who and what we are actually in the process of becoming’, that is, who we are and
with whom in the education process.

Instead of people, posthumanism places relationships, understood as intraactions,
at the center of the educational process (Ceder, 2019; Duobliene & Vaitekaitis, 2021). In
the context of intertwining with digital technologies, such considerations open up an
important question: “what happens when our adult and human-centric filters prevent
us from ever really opening up to children’s relational entanglements with and in their
worlds?” (Malone et al., 2020: 207), i.e. what continually eludes our comprehension is the
necessity of recognizing and appreciating the complexities within which children grow
up and education unfolds. What particularly reflects the value of the previously raised
questions is the understanding that each participant in the assemblage (man, machine,
animal or someone/something else) is an actor or actant (Latour, 2005), hence, they have
the power to affect and be affected in a web of complex relationships. As posthumanists
question the deep-rooted need for emphasizing individual autonomy, conscious action
and goal-directed intention, and mark it as an inadequate conceptual framework to an-
swer the many challenges of growing up in the contemporary world (Duhn, 2015), we
recognize that the child and the teacher skilfully “avoid” defining and molding. They do
not exist apart from the relationships they establish and build with the world, therefore
in the broadest sense they can be labeled as “more-than-human” (Murris, 2020; Murris
& Osgood, 2022; Tesar & Arndt, 2020). Accordingly, complex becomings are recognized
and acknowledged, which is why the Enlightenment determinant“l” as a “mold”in which
human subjectivity is placed must be questioned and changed (Taylor, 2016). The alter-
native subjectivity that is aimed to be affirmed can be defined as “nomadic’, meaning it
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is not fixed or immutable, and therefore cannot be precisely located geographically, his-
torically, ethnically, or class-wise. In this regard, the focus shifts from the subject as a sub-
stance to the subject in process, which necessarily entails consideration of the contradic-
tions that may manifest within that process (Murris, 2016: 89). This kind of subjectivity is
significant for our reflections concerning the complex interactions with digital technol-
ogies in early childhood education, because it opens a space for close encounters with
these tools as coincidences through which not only children and adults, but also digital
technologies are becoming and changing. Thus, those who participate in education con-
tinuously borrow from each other what they are “missing” (Lee, 2001). For example, digi-
tal technologies can be the “extended memory” of human beings, preserving what they
do not have to or cannot remember. At the same time, through this kind of use, technolo-
gy achieves its function and agency. By referring to the dynamic connections which exist
between humans and the world, the concept of a liberal humanist subject which dom-
inates and controls the world is abandoned. Thus, the human is seen as part of a world
in which the division of “an inert body” from “a disembodied subjectivity” is surpassed.
This conceptualization of subjectivity presupposes that, as long as we understand peo-
ple as autonomous subjects with clear boundaries, the relationship between human and
digital technologies will be reduced and divided into the tangibility of real life, on the
one hand, and the illusion of virtual reality, on the other (Hayles, 1999). Furthermore, it
becomes evident that current knowledge and skills are not sufficient preparation for the
future. According to Gibbons (2015), education should empower for the unpredictable,
whether it be in the present or in the future. Developing such capacity entails, among
other considerations, a continuous deliberation on the underlying assumptions that in-
form our engagement with technology, and also how we react to our environment un-
derstood as technological, and deal with different notions of technology.

Therefore, those who are engaged in the matters of early childhood education are
required to move from the “comfortable” positions in which they work (Rautio, 2014),
also the privileges, rights, values that they have (Lindgren & Sjéstrand Ohrfelt, 2019),
and face the fears and challenges of decentring education from humanistic frameworks.
It is emphasized that the above-mentioned concern is our reality (for example, implant-
ing a pacemaker or expanding memory through the use of computers or smartphones),
but also an important reminder that, when thinking about early childhood education,
one must go beyond what is familiar and pleasant. Which is why cyborgs (a hybrid of
machine and organism) cannot be understood only as science fiction but as a lived ex-
perience (Haraway, 2006). At the same time, with fear comes a certain relief, because
posthumanism does not advocate for the complete rejection of the human, but rather its
deconstruction in relation to the world (Stojkovi¢, 2024). Building on these understand-
ings, we found a solid basis supporting the premise that the child and the experience of
childhood may be viewed as integral components of many assemblages. However, these
assemblages are not only digital, but encompass a variety of materialities that are inex-
tricably intertwined with the human (see Hackett & Rautio, 2019; Rautio, 2013). There-
fore, the child is understood as a “tangle of knots” in which the political, biological and
social, digital and natural intertwine, consisting of concepts and material forces that are
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inseparably connected. Each element of the mentioned “tangle of knots” is agentic, thus
expanding the range of factors that contribute to the understanding, not only of the
child, but also of what happens in the educational encounter. This requires the liberation
of the adult from the position of individual subject who controls the educational process
(leads, instructs, trains, socializes, protects) and those who participate in it, hence the
recognition and appreciation of him as the one who is becoming with the world (Murris,
2020). Furthermore, this suggests that being and becoming a teacher has never been,
and will never be an easy job. No matter what the technology “entangled” in the edu-
cational process is, it is difficult to replace the teacher’s role. Inherent in the established
roles of both the child and the teacher, the “fellow travellers” relationship (Murris, 2016:
89) requires transcending the use of digital technologies reduced to the changed form
of the content children are being taught. As some authors note (Kuby & Gutshall Rucker,
2020), it is necessary to dedicate time and space for intertwining with technologies with-
out a specific academic goal in mind, therefore to be open to the meaning that emerges
from these encounters. This approach is close to poststructuralist inclinations, which are
aimed at building a culture established on a meaningful, purposeful, and critical use of
digital technologies. However, posthumanism sheds light on a different segment of cul-
ture, meaning it can be understood as a relational and affective process, as a process of
“becoming with” many (not only people), even as an event or “literacy in action” (Burnett,
2017; Collier, 2024; Lenters, 2016). Karen Barad (2013) describes this as an invitation to a
joint journey, or as experimentation with the possibilities of telling different stories, sto-
ries that put the story-teller at risk, stories that point to a multitude of different abilities
to respond to someone/something, at the same time being attentative to the materiality
of imagining. In this sense, (digital) literacy represents a multidimensional construct, a
process which assumes a specific relationship building through the use of digital tech-
nologies, rather than the development of individual and technical skills (Pavlovi¢ Bre-
neselovi¢, 2021). Thus, encounters with digital technologies must be understood as a
responsible practice which is reflected in the ability of different participants (human and
non-human) to respond (Murris & Peers, 2022: 334). The previously presented ideas and
concepts raise the question of whether such encounters are possible, even necessary,
which is why in the next section we will focus on the specific situation of using digital
technologies in kindergarten.

Methodological Framework

Our research on the use of digital technologies was based on the approach which
Jackson and Mazzei (2012) call “thinking with theory”. The selected approach is not de-
fined by the adherence to a specific method following established patterns, rather by
the openness to adopt and reconfigure concepts, fostering innovative strategies to ad-
dress the research problem, thereby recognizing the unpredictability and evolution of
the thinking (with) process (Jackson & Mazzei, 2012.). Within this approach, especially its
appropriateness and openness, we found a solid base for a posthumanist deconstruc-
tion and repositioning of the concept of “human’, therefore, “becoming in” and “with
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the world” through education. This insight is significant as it facilitates a repositioning
of digital technologies in education, moving beyond the prevailing perspective which
views them solely as tools subordinated to predetermined purposes. Given that there
is no established form of “thinking with theory” (Jackson & Mazzei, 2012), we are aware
that the scope of this paper is limited to the interpretations of the author of the paper
and other authors whose insights are used to study digital technologies in early child-
hood education. For this reason, the findings of this research should not be seen as
“truths about the phenomenon’, but as one of the ways to understand the phenomenon
and its immersion in the context(s), which is susceptible to re-examination, both in the
writing process and beyond it.

Direction of Movement: An Encounter
with Digital Technologies in Kindergarten

During many visits to the kindergarten, for the purposes of writing my doctoral
dissertation, | noticed that certain situations involving the use of digital technologies
surpassed the poststructuralist theoretical framework on which | had established my re-
search. This posed a challenge to me as a researcher, or rather, it made me feel a certain
discomfort regarding my research problem. | realized that | do not necessarily possess
control over what will come out of the encounter with the digital. Therefore, | recognized
that being a researcher does not mean being the one who saves the world and/or discov-
ers the“big” truths about it (“messianic position”), but being open for different encounters
and thinking with children and digital technologies. At the same time, | felt the need to
approach this problem critically because the space that posthumanism opens for digital
technologies in kindergarten has not been sufficiently explored, and it can be the subject
of justified concerns and discussions. Daily experiences showed me that digital technol-
ogies “per se” are not the focus of any situation in the kindergarten. They are actually in-
volved based on the meaning that is being built between many (human and non-human).
What actually captivated children’s curiosity in their explorations were animals. They very
quickly began to involve me in these explorations — they took me on tours through the
kindergarten backyard and showed me places where they had found animals in the pro-
ject they were developing with their teacher, they brought me animals (snails, flies, vari-
ous beetles and many others) so that | could feel their movement on my hand, we drew
animals that we did not find in the backyard and so on.

May was the month in which we were looking for snails, because it would rain fre-
quently. However, after a certain time of intensively engaging in the search for snails, we
fell into a particular routine. It seemed as if every day was the same - the meaning was
somewhere hidden from us and the rain with the other animals. This search with children
strengthened the feeling that | had somewhat forgotten about what | was dealing with in
my dissertation. However, the first non-rainy day brought a new meaning to the search,
both for animals and the many ways of using digital technologies. The main reason to
include digital technologies in the search was children’s envisioning of a pool full of rain-
water as a space where animals from all over the world can live. This led me to think how |
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could bring those animals despite the rain or distance, and support the meaning that was
emerging from the encounter. The utilization of the Google tool, displaying 3D models
of animals, occurred spontaneously as a way to support children’s imagination and their
consideration of the dangers we can be exposed to in encounters with certain animals.
This tool also has the characteristics of augmented reality (AR) because it provides a pro-
jection of the 3D model in real space. It is user-friendly because it only requires typing
the name of the animal into Google search on the mobile phone (for example, typing
the term “giraffe” and clicking on “search” gives key information and photos about this
animal, the option to hear the sounds a giraffe makes, the option to display a 3D model,
etc.). The following section of this paper describes the situation “What emerges from the
phone?”which proposed a different meaning in relation to the use of digital technologies.
This example from kindergarten supported our “thinking with” posthumanist and post-
structuralist ideas and concepts. Animal projections created with the Google tool are not
understood as objects of the described encounter, nor as representations of what had
happened in time and space. In other words, they are not understood as a way to look
deeper into the human or to further deepen the existing binaries (subject/object, human/
technology etc.), but as a way to question our subjectivity by visually displaying the “..
diffractive engagements with phenomena” (Murris & Peers, 2022: 334).

“What emerges from the phone?”

Due to the heavy rain, only snails can be found in the kindergarten backyard. At one
point, the search becomes a tiring activity for the children, but also for myself. It seems as
if | had run out of ideas, as if the research has stopped. However, the common wander-
ings through the backyard are not necessarily hopeless and empty. A group of children
approaches the pool filled with rainwater, where a boy from another group is searching
for something in the water (he appears to be hunting something, hurriedly splashing his
boots in the water). They start a conversation.

Boy M: The pool looks like a pond. Imagine that there are crocodiles or some other animals in
it, for example lizards. That would be fun. But then Marko should not be in the water.

The group of children shouts excitedly: Yes!

Boy V approaches and pulls my hand: Let’s see the crocodile in the pool! Like yesterday when
we saw the snake (virtually projected).

Researcher: Let me check if the app can project a crocodile in the water.

The boys are jostling around the phone, eager to see a virtual projection of a crocodile in
their backyard.

Researcher: Unfortunately there are no crocodiles, but give me some other animal sugges-
tions, maybe | can project them in the backyard.

Boy M adds: Show us the platypus!

The researcher searches and projects the platypus into the pool, then the children reach
out to catch the animal (Photo 1).

Children shout: Wow, look, we have a platypus in the backyard!
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Photo 1
Virtual projections of a platypus and a turtle in the kindergarten yard

Photographed in 2023. Source: Researcher’s archive.

At the shout, several other children, with snails in their hands, join the group interested
in the events in and around the pool.

Boy V: The platypus will come to Marko! Watch out Marko! (excitement and laughter,
extends his hand to shield his friend and take the platypus).

The group of children exclaims: You saved Marko!

Boy V: Project a turtle too!

The group of children exclaims: Yes, let’s see!

The researcher projects a turtle (Photo 1).

Boy M: Now project the kangaroo, here on the sand (points with his hand to the spot by
the pool where he wants the researcher to project the kangaroo). It lives in Australia
and loves sand.

Boy V jumps into the frame and says with a laugh: Did the kangaroo jump on me? (Photo 2).
A group of children gather around the phone, looking at their friend and exclaiming:
Yes! It is much bigger than you, only your leg is visible! You are funny!

Boy M: Come on Voja, move so | can pet the kangaroo (Photo 2).

Boy V:/ am not bothering you, feel free to pet him.

Boy M: Put the kangaroo on my head (laughs).

Researcher: The kangaroo is too big. If | put it on your head, it goes out of the camera
frame.

Boy M: Does that mean he is going to jump out of the phone? (laughter).

The other children laugh, but this question has made an impression on me.

Girl S adds: We have so many animals in our backyard, snails and animals from the phone!
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Photo 2
Virtual projections of a kangaroo and an eagle in the kindergarten backyard

Photographed in 2023. Source: Researcher’s archive.

Researcher: Unfortunately it won't jump out of the phone although it would be cool if that
happened. But if you want me to project a different animal on your head, maybe it could be a
bird? Any idea which one?

Boy M: Yes! Project an eagle or something like that. And take a picture, please, so we can see.
Boy V: / am going to kiss the eagle while it’s flying (laughs).

The boys stand in front of the camera and get ready for the photo.

Researcher: Ready?

Boys: Yes! Take the photo! (Photo 2).

The children gather around the phone to see the photo.

Children (excited): It is a good photo! Come on again, we have to see all the animals and
interact with them!

The situation described above led to several important insights. First, that meaning
requires proximity (which is not achieved only with people). As we see on several occa-
sions in this example, regardless of the fact that we are talking about encounters with
virtual projections, children are looking for ways to achieve proximity with animals (for ex-
ample, trying to hold a platypus or pet a kangaroo). At the same time, they do not neglect
proximity with their peers (for example, a boy worries about his friend in the pool who
could be exposed to danger if there were real animals instead of projections). Second,
the aforementioned proximity is built through intraactions, hence virtual projections “are
doing something to us just as we are doing something to them”. This requires a different
sensibility for what is happening around and within us, which is noticeable in the part of
the conversation where a boy opens space for the possiblity of a kangaroo jumping out
of the phone or them jumping together. In fact, a different prerequisite arises from en-
countering which materializes in a distinct way. Thirdly, the issue with this example is that
it remains merely a coincidence, raising the question of what is lacking or hindering our
thinking with and about the encounters with digital technologies.
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We could not have planned or foreseen that the pool full of rainwater could become
the “anchor” which “broke through” a new, but unfinished meaning. This meaning is not
something that has been consciously constructed, in fact, it is more a matter of a shared
feeling that is established in many relationships (Puresevi¢ & Mitrani¢, 2023), actions and
embodiments (Murris, 2016). Therefore, the focus is not on meaning per se, but rather
on the meaning that matters (Mazzarella, 2017). Bearing that in mind, we can say that
coincidences (like the situation described above) require playing with boundaries, time,
roles and positions, and the causes and consequences of our actions. In the concluding
section of this paper, we will consider the pedagogical implications of thinking about and
encountering digital technologies in kindergarden, as well as the dilemmas that we must
not ignore when we base the use of digital technologies on posthumanism.

Trajectory: What Digital Technologies Can Become
in Early Childhood Education

As Deleuze and Guattari point out, the key question of philosophy is not “what is”
but “what can it become” (Holland, 2013: 350, as cited in Lentres, 2016: 284). By posing this
question, the authors aim to highlight an “ontological turn”advocating for the understand-
ing of life, not as a static, but as a dynamic process of continuous change, development,
movement and shifts. This means that those who are in intraaction or who are becoming
in assemblages, do not imitate, but continuously change, permeate, becoming not only
different, but also other (Lenters, 2016). With this question in mind, we want to highlight
certain pedagogical implications which arise from positioning the use of digital technol-
ogies within posthuman frameworks. Appreciation of the unexpected in the process of
becoming is an important starting point for education, because it opens space for building
a different quality of relationships, in which meaning is built not as a matter of personal
(human) decision, but situationally (of all those who participate in it). As illustrated in the
example described above, a proximity with the virtual projections of the animals indicated
how responsibility for others is built through joint search, even when there is no direct
contact. In this way, the poststructuralist idea of joint learning and participation further
opens to proximity and care which, although human capacities, should acknowledge
others. When discussing the use of digital technologies as a culture, it could be said that
the posthumanist ideas have encouraged thinking about how we can support building
proximity with other(s) (i.e. who are not necessarily human) and sensitivity for the different
(i.e. experience with virtual projections). This leads us to the question: how can we build
accountability and responsiveness through fine-tuning where proximity and sensitivity in-
tertwine. Especially for teachers and researchers, this demands that we learn to think “in
action’, to treat our “thinkings” as temporary results within an ongoing process. One of the
turns we have to make is to move away from the idea of giving everything an explanation
which serves as a representation of “things” (Shotter, 2013: 33-34), thus getting closer to
what Barad (2007) calls “direct material engagement with the world”. Doing that is not easy,
especially when it comes to digital technologies and the specifics of those encounters with
the world, as described in the example from the kindergarten. We want to emphasize that
such an encounter should not be interpreted as an incentive for equipping kindergartens
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with robots, nor as an affirmative position that the experience of using digital technologies
should be a key or sole experience in a kindergarten. That would be contrary to the author’s
position, but also indicate a fundamental misunderstanding of poststructuralist and post-
humanist theories and concepts.

Particularly, when we think with and about the use of digital technologies in ear-
ly childhood education, we must not forget that even those authors who establish their
thoughts on posthumanism question whether encounters with technologies will be ful-
filling or support the creation of a more just world: “Will Facebook, Instagram, Twitter, Tik-
Tok, Snapchat and other forms of social media become the sites for supporting a collective
childhood voice, where a shared belonging and a shared response-ability ... will be played
out?” (Malone et al., 2020: 134). Futhermore, it is unfounded to think that the “escape” from
anthropocentrism (the positioning of humans at the center of the world and education) is
only our choice or that some considerations about the human can be simply removed or
replaced with others (Mitrani¢ Marinkovi¢ & Krsti¢, 2024). In fact, we can get lost in the other
extreme, which instrumentalizes man in relation to digital technologies. Lastly, we must not
forget that we are educating people, and that early childhood education is an ethical prac-
tice, which requires us to develop the use of digital technologies as such. What we can do
is to recognize that (early childhood) education is in the process of becoming which is both
human and posthuman (Mitrani¢ Marinkovic & Krsti¢, 2024), and it requires a transformation
which is aimed at acknowledging, developing sensibility, not at rejection of someone or
something. In this redefining, some limits must still be acknowledged, because we would
be at risk of leaving education to utter coincidence. Hence, the example from kindergarten
we described in this research paper should be understood as “a hint” for something that
must be further investigated. Caring is a human capacity, therefore, it is not surprising we
are noticing a collective anxiety about the present and the future in which digital technolo-
gies “take away” this ability and feeling from people (DeFalco, 2020). This is why we need to
question posthuman reconsiderations of many relations being built between and through
the human and the world, especially when we raise the question of the use of digital tech-
nologies in early childhood education.
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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
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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.

465



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

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
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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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Lying is a common phenomenon that becomes a part of human life from a certain point in
individual development. In many cases, it is through poorly chosen educational methods
that children learn to lie. When family or school education is based on the principle of punishment, children
quickly learn that lying can help them avoid consequences. At the same time, lying is a socially unaccept-
able behavior. Children acquire socially acceptable behaviors as they develop their social competencies.
For children, what is good and bad does not necessarily align with what society deems acceptable. Our
research question focuses on whether adolescent children view lying in the same way as adults or if they
perceive various lying situations and elements differently. In our study, we replicated Coleman and Kay's
experiment on lying using their measurement tool adapted to the Hungarian language. The study was
conducted among upper primary school students who are native Hungarian speakers in Serbia. The results
show that children differ from adults in their perception of lying and their evaluation of the complex ele-
ments that constitute lies. Our research findings highlight the crucial role that schools and appropriately
chosen educational methods can play in shaping a proper moral value system, particularly in developing
social competencies.
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Introduction

When determining whether a human activity is good or bad for the individual or
the community, we judge according to the community’s norms. This moral evaluation
and decision-making is always situational, varying by era, society, and situation, and
also depends on the individual’s age and level of moral development (Flsti-Molnar &
Miklos, 2021).

Individual attitudes toward lying vary from person to person, and it remains unclear
whether the propensity or “talent” for lying depends on factors such as age, intelligence,
education, or genetic inheritance (Tang & Davis-Kean, 2015). Research supports that lying
typically begins to develop in children around 2-3 years old and increases rapidly with
age. Piaget's research (as cited in Vincze, 2002) indicates that children under the age of
6 tend to interpret all inaccurate statements as lies, including incorrect assumptions and
false statements such as swearing (Evans & Lee, 2013). For children, good and bad do not
necessarily mean what society deems acceptable. In the case of children, good and bad
are often what adults consider to be, because they are not yet able to judge a given situ-
ation based on their own convictions. Children’s perception of reality is not a part of adult
reality, or a miniature copy, but a specific representation that arises from specific cogni-
tion. If we consider the assumption of lying as subjective, then the problem becomes even
more acute, because the distinction between truth and lies, arising from children’s limited
cognition, does not always match that of adults (Désa, 2020).

This perspective has also prompted our research question, which aims to investigate
whether adolescent children view lying the same way as adults do, or if they perceive dif-
ferent lying situations and lying elements differently. Researching lying in this manner has
educational relevance because, according to well-established findings from psychological
studies, lying in childhood is positively associated with a wide range of other problematic
behaviors, such as disruptive conduct, aggression, conduct disorders, theft, truancy, or
criminal behavior (Gervais et al., 1998; Gervais et al., 2000). Moreover, longitudinal studies
show that lying at an early age plays a predictive role in criminal behavior or drug use in
adolescence and adulthood (Cauffman, et al., 2023).

Theoretical Foundations

The Role of Education in the Formation of the Concept of Lying
and the Development of Children’s Personalities

The earliest form of lying that we learn to use is to avoid punishment (Lynch et al.,
2020). This type of lying typically develops around the age of two and becomes com-
monly used by the age of four (Peskin, 1992). As children, we learn not to admit our
actions following punishments for admissions of guilt. Lying often becomes a commu-
nication tool for children, which they use when they are afraid of punishment, want to
avoid feeling ashamed, or just want attention (Gordon, 2015; Lynch et al., 2020; Wilson
etal., 2003). The development of social competencies enables individuals to ensure that
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their behavior is socially acceptable and does not come at the expense of others (Zsol-
nai et al., 2007). The development of social competencies depends on both spontane-
ous and intentional socialization, as well as education. One of the central tasks of edu-
cation is to support the development of individual awareness and social competence
(Zsolnai et al., 2012).

According to the principle of life-span development, personality development can
be interpreted not as successive stages, but as levels built on each other, a hierarchy, in
which the individual levels are developed by unfolding from the lower levels, while their
relative independence remains (Blair et al., 2015). Within a developmental process where
children learn cause-and-effect relationships, the correct expression of emotion and ap-
propriate social interactions, they also learn what a lie is (Orza, 2022; Talwar & Lee, 2008;
Talwar et al., 2011). Younger children prioritize honesty even if it may hurt others. Howev-
er, older children tend to view prosocial lies more favorably while punishing antisocial lies
(Talwar et al., 2002). Additionally, social and cultural factors also influence how children
perceive lies from a moral standpoint (Lee, 2013). It is important for parents and teachers
to know the developmental stages of the concept of lying, and if children are caught lying,
it is important to know the background and reasons for this behavior (Bair et al., 2015;
Tang & Davis-Kean, 2015). Recognizing these factors can help select appropriate educa-
tional methods that match the individual child’s personality. Rather than using punitive
approaches, a reward-based approach is more effective in helping children develop their
understanding of lying to socially acceptable levels (Lynch et al., 2020). A child not pun-
ished for admitting a mistake is likelier to be honest (Gordon, 2015).

Investigation of the Prototypical Lie Among Minority
Hungarian-Speaking Upper Primary School Students

The antecedents of the research methodology

Coleman and Kay (1981) propose three constitutive elements of the prototypical
lie: objective falsehood, belief in the falsehood, and deceptive intent. Objective false-
hood means that the factual statement expressed in the claim does not align with reality.
Belief refers to the speaker’s belief that their statement is false. The intent element refers
to the speaker’s intentional lack of truthfulness, meaning they aim to deceive their part-
ner. Based on their research findings, the most significant element of the prototypical
lie for native English speakers was the belief element, followed by intent, and finally,
objective falsehood. Coleman and Kay’s experiment was repeated with native speakers
of several languages, yielding results that were partially similar and partially different
across cultures. Arabic and Ecuadorian Spanish speakers evaluated lies similarly to Eng-
lish speakers, adhering to the strength order of belief > intent > falsehood. However,
for Indonesian native speakers, the prototypical concept of lying proposed by Coleman
and Kay (1981) does not hold. In Indonesian culture, the most important element of a
lie is factual falsehood, followed by intent, and the belief component is not necessarily
present in the concept of lying (Adha, 2020). Vajtai (2013) first conducted Coleman and
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Kay's (1981) experiment on Hungarian native speakers. According to the study’s results,
the primary element in determining whether a statement is judged to be a lie in a given
situation is the intent to deceive. Németh T. and Adha repeated the experiment in 2021
with a larger sample of Hungarian native speakers. Their study found that the order of
the three prototypical elements of lying proposed by Coleman and Kay (1981) among
Hungarian native speakers is: belief in falsehood > intent to deceive > objective false-
hood. This order matches the sequence established by Coleman and Kay (1981) based
on judgments by English speakers.

Objectives and Research Questions of the Study

Our study replicated Coleman and Kay’s (1981) experiment on prototypical lies
among Hungarian-speaking upper primary school (grades 5-8) students in Vojvodina. Our
sample differed from the original study in terms of both language use and age group. Our
primary aim was to determine whether the understanding of lies among upper primary
school students living in a minority context differs from that of adults, and how their per-
ceptions of the prototypical elements of lies compare to those of adults.

(1) Our first research question was: What is the order of importance of the proto-
typical lie elements, as perceived by the participating students, compared to the order
identified by Coleman and Kay (1981) in their study of adults?

(2) Our second research question was: How confident are the students in their judg-
ments of lies, and are there any factors that influence their assessments?

Understanding the answers to these questions is crucial, as it can inform educational
practices to enhance students’ moral reasoning and social competencies. By recognizing
how students perceive the elements of lying and their confidence in these judgments,
educators can tailor interventions and curricula that foster critical thinking and ethical
decision-making, ultimately helping students navigate complex social interactions more
effectively.

Tools and Methods of the Study

In our study, we used the measurement tool developed by Németh T. and Adha
(2021), which is an adaptation of the questionnaire used in Coleman and Kay's (1981) ex-
periment for the Hungarian language. The questionnaire contains eight moral stories that
combine the three elements of prototypical lies: (a) objective falsehood, (b) belief in the
falsehood, and (c) intent to deceive. While translating the original questionnaire, the au-
thors ensured that the language of the stories was culturally acceptable for Hungarian na-
tive speakers. After analyzing the stories, we concluded that their content is interpretable
in the same way linguistically and culturally among Hungarian minority language users as
it is within the native Hungarian-speaking population.

Table 1 shows the combinations of the three elements of the prototypical lie in the
eight stories. In the table, the + sign indicates the presence of the respective element in
the story, while the - sign indicates its absence.
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Table 1

The Presence of Prototypical Lie Elements in the Moral Stories

Story Characteristics Objective Falsehood Belief in Falsehood Intent to Deceive
1. Mété—cake + + +
2. David-golf - - -
3. Patrik-billiard + -

4. Katalin—exam -
5. Sandor—dinner + + -
6. Méria—exfriend - - +
7. Betti névér-appendix + - -
8. Miklés— stomachache - + -

Method of Evaluating the Responses

In the experiment, after reading each story, participants were required to answer
two questions to determine the level of judgment regarding the lie and the certainty of
their judgment. The first question aimed to assess whether the main character in the story
had lied or not, while the second question focused on how confident the participant was
in their response to the first question. The first and second stories functioned as control
stories. For the first story, the expected answer was that yes, Maté had lied, while for the
second story, the expected answer was that no, Janos had not lied. If participants did not
respond as expected to either or both of these stories, they were excluded from the anal-
ysis, and their responses to the other stories were also disregarded. Out of the 191 partic-
ipants in the study, 125 provided valid responses for both control stories. Their answers
were considered in the subsequent analysis.

Sample

The data collection sample consisted of participants surveyed in June and July 2022
using an anonymous online questionnaire on the Google Forms platform, primarily in the
northern part of Vojvodina. The research was conducted online. Participation was volun-
tary and anonymous. Ethical approval was obtained for data collection. We present the
background variables of the sample elements, which provided valid responses to the con-
trol questions (N=125).

General data: The average age of the respondents is 12.8 years (upper primary school
students). 66% of the valid sample (83 students) come from Cantavir, while 32% (40 stu-
dents) come from Feketi¢ (2 participants did not answer).

Family status: Among the respondents, 103 persons live with both parents. Twelve
people live only with their mother, and one respondent lives only with their father. Addi-
tionally, 5 respondents live with foster parents, and 4 respondents live with their grand-
parents. One hundred and fourteen participants have siblings. Regarding the parents’ ed-
ucational level, most fathers and mothers have completed secondary education. For 51%

485



Gabiriella Simonyi, Lenke Major - Who is Lying and Who is Telling the Truth? The Role of Education ...

of the students, both parents are employed, 38% have only one employed parent, and in
9 cases (7%), neither parent is employed. Four percent of the participants did not answer
the question. Twenty-six percent of the respondents’ families receive social assistance.

School performance-related data: The overall academic average of the students in
the sample is 4.17 out of 5, with 84% of the students performing above the good grade
level. Eighty-one percent of the students have participated in academic competitions.
Only 8% of the sample (10 students) require reinforced educational support. Eighty-nine
percent of the students have exemplary behavior. Eighty percent of the students have not
received any reprimands. Six percent have received a verbal warning, another 6% have
received a class teacher’s reprimand, 2% have been reprimanded by the class council, and
an additional 6% have received a principal’s reprimand.

Results related to the investigation of prototypical lies

As mentioned during the presentation of the survey methodology, the respondents
had to answer two questions for each story. The first question was about the assessment
of the lie, and the second question was about how certain the respondent was about their
answer. The scores were determined by combining the responses to these two questions
for each story, specifically for Stories 2-8 (the questions that function as real test questions
rather than test stories). Considering the scoring system used in the Coleman and Kay
(1981) experiment, responses to the first question that were marked as / don’t know’ were
automatically assigned 4 points, and the response to the second question was not taken
into account. If the answer to the first question was 7ied, then for the second question,
‘completely sure’ was worth 7 points, ‘quite sure’ was worth 6 points, and ‘not really sure’
was worth 5 points. If the answer to the first question was did not lie, then for the second
question, ‘completely sure’ was worth 1 point, ‘quite sure’ was worth 2 points, and ‘not really
sure’ was worth 3 points. The evaluation process is summarized in Tables 2 and 3 to make
it more illustrative.

Table 2

Values for the first response group

Answer Value

1. lied 7 or 6 or 5 points depending on the additional answer (see Table 3)
2.did not lie 1 or 2 or 3 points depending on the additional answer (see Table 3)
3.1 don't know 4 points
Table 3

Values for the second response group

Answer Lie did not lie

1. completely sure: 7 points 1 points
2.quite sure: 6 points 2 points

3. not really sure: 5 points 3 points
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Similarly to the research by Németh and Adha (2021), we determined the average
score for each story by adding up the scores assigned to the valid respondents and divi-
ding the sum by the number of valid respondents. The results are illustrated in Table 4.

Table 4

Scores for the eight stories based on the responses of the 125 respondents
Story Total score Average score
1. Maté—cake(+ + +) 798 6,38
2. David-golf (- - -) 227 1,82
3. Patrik-billiard (+ — +) 491 3,93
4. Katalin—exam (- + +) 483 3,86
5.Sandor-dinner (+ + -) 647 5,18
6. Méaria—exfriend (- — +) 596 4,77
7. Betti névér-appendix (+ — -) 515 4,12
8. Miklés— stomachache (- +-) 448 3,58

The average scores shown in Table 4 indicate how prototypical the individual stories
are considered based on the respondents’ answers. If the average score approaches 7,
the respondents judged that the main character in the story committed a prototypical
lie, whereas if the average score approaches 1, the respondents believed that the main
character did not commit a prototypical lie.

In our study, the results for the test questions meet the above criteria. The scores
for the first story (which involves a lie) are strongly approaching the value of 7, while the
scores for the second story (which does not involve a lie) are approaching the value of
1 (Figure 1). In the study by Németh and Adha (2021), respondents judged that in four
stories (Stories 1,4, 5, and 6), the character committed a prototypical lie, while in four sto-
ries (Stories 2, 3, 7, and 8), they stated that no prototypical lie occurred. According to our
results, respondents also determined prototypical lies in four cases and no prototypical
lies in four cases, but these stories do not completely match the stories in the Németh
and Adha (2021) study. In our study, respondents found that the characters in Stories 2, 3,
4, and 8 did not lie, while the characters in Stories 1, 5, 6, and 7 did lie (Figure 1).

Figure 1
The placement of the stories on the lying scale

2 g 3 7 6 5 1
-5 C+) o8 (=) = e ¢+
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According to Coleman and Kay (1981), if a story contains only one or two of the
three components of lying, it is considered a weaker lie compared to when all three or
two elements are present. Accordingly, in Figure 1, a lie with fewer than three prototypi-
cal elements should approach the left end of the lying value scale, meaning it should be
considered less of a lie.

In our study, this hypothesis was not confirmed for Questions 6 and 7, where only
one prototypical element of lying occurs in each case. Both questions are located on the
right side of the lying scale, meaning they are closer to the ‘lying’ end. Respondents cat-
egorized the 8th story, where only belief in falsehood appears as an element of lying, on
the appropriate side of the lying scale. The assessment of this story supports Coleman
and Kay’s (1981) hypothesis. Comparing the elements of lying present in the stories, their
strength can be determined. On the lying scale, moving left from the neutral value to-
wards the ‘not lying’ end ‘in judging each story’ objective falsehood occurs in one case,
while belief in falsehood and deceptive intent each occur in two cases. Moving towards
the ‘lying’ end, objective falsehood occurs in three cases, while belief in falsehood and
deceptive intent each occur in two cases as well (Table 5).

Table 5
Placement of the occurrence of lying elements based on the results of the study
Objective Falsehood Belief in Falsehood Deceptive Intent
Does not lie 1 2 2
Lies 3 2 2

This result suggests that among the students we examined, objective falsehood
more often indicates the perception of a lie compared to the other two elements of lying.
The strength of belief in falsehood and the effect of deceptive intent was determined by
comparing the average scores given to the stories, which also reflects the order. The order
of strength among the elements of lying is as follows: objective falsehood > deceptive intent
> belief in lies. This result contrasts with the findings of Német and Adha (2021) as well as
Coleman and Kay (1981), where objective falsehood is the weakest of the three elements,
and the order is: belief in falsehood > deceptive intent > objective falsehood.

We also examined the degree of confidence in the responses given by the stu-
dents using the data from the second question related to the stories. For these ques-
tions, we asked the students how confident they were in their responses regarding the
evaluation of the individual elements of lying. The three response options were: com-
pletely confident, quite confident, and not very confident. We assigned scores of 3, 2,
and 1 points, respectively, for the strength of the responses. Therefore, the evaluation
of opinions related to each story could range between 1 and 3 points. For all stories,
the majority of respondents were completely confident in their opinions about the lies
(Figure 2).
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The highest confidence was observed in the first and second test questions, where
all three lying elements were present or completely absent. This circumstance also sup-
ports the correctness of their further assessment. To determine whether the respondents
were more confident in identifying the truth or lies, we compared the average scores re-
ceived for the responses to the stories located on either side of the lying scale (Figure 1)
(Figure 3). The results show that the average scores are identical for the 4 questions on

each side of the scale, with an average of 2.4 points.

Figure 3
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The students’ confidence in their answers further reinforces the previous hypothesis
results, which suggest that, according to the students, the objective element of lying plays
the most important role in determining the fact of a lie.

Correlation analyses based on background factors

Results of the studies related to family background

We examined the correlations between the student’s responses to the individual sto-
ries and the relevant background variables. For family background, results were obtained
for three factors in the correlation analyses. The father’s education level, family structure,
and parents’ occupations influenced the responses to the individual stories, particularly
the two control stories.

Regarding the father’s educational level, there is a difference in the evaluation of the
first story (+ + +). Students whose fathers did not complete elementary school identified
dishonesty less frequently in the story compared to children of fathers with higher levels
of education (one-way ANOVA: F=8,6 p=0,001). In the case of the second story (- - -), chil-
dren who live with both parents identified dishonesty less frequently than students from
incomplete families (two-sample t-test: t=-2,44 p=0,02).

The factors of whether parents work at a workplace, work from home, or are unem-
ployed show differences in the assessment of Stories 1, 2, and 5. In the case of the first sto-
ry, children of unemployed or work-from-home parents identified lies less frequently than
those whose parents are employed (one-way ANOVA: F=9,6 p=0,007). In the second story,
children of unemployed parents identified the fact of lying more frequently than children
of employed parents (one-way ANOVA: F=5,2 p=0,001). In the fifth story (+ + -), where
the characters represent an employee-boss hierarchy, children of unemployed parents
identified lies significantly less frequently than children of employed parents (one-way
ANOVA: F=2,5 p=0,03).

Results of the studies related to school performance

In assessing school performance, we considered factors such as whether the student
had participated in academic competitions, whether they had received enhanced educa-
tional support, their behavior, and their academic average. These background variables
were found to be related to the evaluation of the honesty elements in certain questions.
Here, the difference is primarily evident in the case of the two control stories, as well as in
the correlation with certain variables in the 5th and 8th stories.

Regarding participation in competitions, higher-performing students identified dis-
honesty more frequently in both the first and fifth stories compared to lower-performing
students (1st story: t=-2,7 p=0.007; 5th story: t=-2.27, p=0.03). The first story includes all
three elements of dishonesty, while the fifth story features two: objective dishonesty and
the belief in falsehood.
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Students needing enhanced educational support identified dishonesty less in the
first story (t=4,32 p=0.001), but more in the second story (t=-3,17 p=0.02), which did not
contain elements of dishonesty. This result indicates that they were less capable of evalu-
ating the elements of dishonesty in the control stories. The same result is observed with
the behavior variable. Students with exemplary behavior who have not received any for-
mal reprimands identified dishonesty more frequently in the first story than those who
had received school (class teacher, class council, principal) reprimands (t=2,98 p=0.003).

The correlation analysis based on academic averages shows differences in students
opinions regarding the first, second, and eighth stories. In the case of the first story, stu-
dents with a lower academic average identified dishonesty less frequently than those
with a higher average (one-way ANOVA: F=10,86 p=0,001). In the case of the second story,
students with higher academic averages identified dishonesty less frequently than those
with lower averages (one-way ANOVA: F=4,3 p=0,03). For the eighth story, students with
lower academic averages identified dishonesty less frequently than those with higher ac-
ademic averages (one-way ANOVA: F=2,5 p=0,04).

Since students with lower academic averages are less likely to identify dishonest be-
havior, targeted interventions could be beneficial. Programs designed to improve both
academic skills and ethical understanding can support these students in recognizing the
importance of honesty and ethical decision-making. Educators should be trained to rec-
ognize these differences in perception and to facilitate discussions about ethics in the
classroom. Professional development programs can equip teachers with strategies to en-
gage students in conversations about moral reasoning, tailored to their academic levels.

’

Summary of Results and Conclusions

In our study, we analyzed the understanding of lies among upper primary school
students speaking Hungarian in Vojvodina. Our first research question sought to deter-
mine whether the students’ understanding of lies differs from that of adults and whether
the elements of lies are judged similarly in both groups. The results indicate that students
consider objective falsity to be a more significant factor in determining a lie compared
to adults. For the students, the hierarchy of the elements of lying is as follows: objective
falsity > deceptive intent > belief in falsity. This finding contrasts with studies conducted
with adults, where objective falsity was regarded as the weakest of the three elements,
with a hierarchy of belief in falsity > deceptive intent > objective falsity (Coleman & Kay,
1981; Németh & Adha, 2021). Thus, the understanding of lying among children diverges
from that of adults.

This distinction underscores the importance of focusing on developing social
competencies and moral judgment among students, particularly in understanding and
evaluating different aspects of lying. Integrating Social-Emotional Learning (SEL) pro-
grams that emphasize empathy, communication skills, and ethical decision-making can
significantly enhance students’ awareness of the impact of their words and actions on
others. Furthermore, teacher training should prioritize understanding developmental
differences in moral reasoning, equipping educators to address misconceptions and
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create a supportive environment conducive to learning. This approach not only fosters
a nuanced understanding of lying and honesty but also promotes the overall develop-
ment of students’ social competencies.

Our second research question examined which background variables characteristic
of the sample might influence their value judgments. We identified family circumstances
and academic performance as key factors. The results indicated that certain social and
cognitive characteristics of the students indeed influence their evaluation of moral stories
related to lying.

The findings of our study highlight the critical importance of institutional education
in supporting the development of social competencies and appropriate social behavior.
Utilizing non-punitive educational methods, as suggested by Talwar, Carlson & Lee (2011)
and Gordon (2015), along with an appropriate approach to handling lies, can foster hon-
esty during childhood and adolescence. This contributes to the establishment of healthy
social relationships and effective conflict resolution. Additionally, these approaches can
aid young people in developing and reinforcing their moral value systems.

However, the study does have its limitations. For instance, the sample size may re-
strict the generalizability of the findings, and the cross-sectional design limits our ability
to assess changes over time. Furthermore, reliance on self-reported data may introduce
biases regarding students’ understanding of honesty and dishonesty.

In conclusion, our findings emphasize the need for targeted educational practices
that address these developmental differences. Future research should seek to expand
the diversity of the sample to explore how different demographics influence perceptions
of lying. Longitudinal studies would be beneficial to assess the long-term effects of edu-
cational interventions on students’ moral reasoning. Additionally, developing and evalu-
ating specific SEL programs focused on honesty and moral reasoning could yield valua-
ble insights into their effectiveness. Investing in professional development for educators
is crucial, as is encouraging parental involvement in discussions about ethics, creating
a supportive environment that extends beyond the classroom. Regular assessments of
students’understanding of ethical concepts should also be conducted to inform and ad-
just educational strategies. By addressing the strengths and weaknesses of our research
while clearly linking our conclusions to the findings, we can better inform future educa-
tional practices and research initiatives aimed at enhancing students’ moral and social
development.
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The concept of career has undergone a significant transformation in recent decades. It has
become less linear and more heterogeneous and multifaceted, often marked by frequent
changes and numerous parallel and lateral paths. Within this context, career guidance and counselling
(CGC) has emerged as a leading concept in various sector polities, both in the European Union and in
Serbia, and is undoubtedly at the forefront of educational polities. For career guidance and counselling
to be managed adequately and to optimize its expected outcomes, it is necessary to have a consistent,
carefully designed legislative framework in place. Using a qualitative research approach, we conducted

Abstract

our research with the aim of discovering how the phenomenon of career guidance and counselling is
perceived in the legislative documents of the Republic of Serbia. We decomposed the main research
question into seven CGC elements to be observed: understanding of the concept, objectives, programmes,
carriers of activity, career practitioners, target groups, and effects. We used a descriptive and comparative
method to analyse 19 documents in the sectors of youth, education (from primary school to adult educa-
tion) and employment, with the aim of covering all ages and life roles in which CGC may be relevant. The
research results indicate that CGC, as a cross-sectoral activity, is unevenly articulated across different

1 The paper presents part of the results of the research carried out as part of the project 'Implementation
of career guidance and counselling (CGC) services’ (contract number 404-02-97/2022-08), which lasted
from the beginning of November 2022 to the end of November 2023, funded by the Office for Dual
Education and the National Qualifications Framework of the Republic of Serbia.

2 jovan.miljkovic@f.bg.ac.rs
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polity sectors. There is a predominant orientation towards youth, the education sector, and the service of
informing about career, out of the three areas of CGC services. The study highlights the need to adopt an
integrating document and to establish a body to coordinate activities of CGC as well as the obligation to
apply existing CGC standards.

Keywords: career guidance and counselling, educational policies, educational legislation, career prac-
titioners, Career Guidance and Counselling Standards.

Introduction

In modern society, the area of work and careers is undergoing significant chang-
es, the effects of which are mainly borne by individuals. The modern work environment
expects individuals to make continuous and intensive efforts in order to maintain their
competitiveness in the labour market (Pejatovi¢ & Orlovi¢ Lovren, 2014). The concept of
a linear, uniform career belongs to a time long past; nowadays, a career path is marked
by ups and downs, with many branching secondary lines. Careers now last beyond re-
tirement, meaning that individuals are involved in this dynamic throughout their lives.
Career guidance and counselling (CGC) emerges as a conditio sine qua non for managing
this lifelong process. The challenges of modern careers, as well as the need for appro-
priate management and assistance, have been recognized on a global scale; as a result,
CGC has stirred the interest of all major global educational institutions.‘In political terms,
career guidance and counselling is seen as an effective tool, an instrument for resolving
numerous challenges, not only related to careers but also to life in the 21st century. This is
evident, at global, European, and national levels in almost all of the important documents,
strategies, and recommendations relating to education over the last several decades’ (Mi-
hajlovi¢, 2021: 25-26). In all fields, including the field of CGC, legislation plays an important
role in defining the field, systematically drafting and planning it, and directing its further
development. With this in mind, examining how CGC is regulated by the Serbia’s legisla-
tive framework is important, which, we believe, is also important for educational sciences
in our country.

Theoretical framework for the research

In any field, a consistent terminological framework is essential for clear mutual un-
derstanding. ‘The terms did not arise out of the blue. They are products of social circum-
stances and philosophical reflections on the essence of human beings and education. In
addition to their objective content, they also have a speculative (ideological) dimension’
(Savicevi¢, 2003: 207). According to Mihajlovi¢'s analysis, CGC has not been spared from
the terminological chaos; different terms are employed in the field ‘whether they claim
to be synonymous or emphasise disparities in relation to career guidance’ (Mihajlovi¢,
2021: 13). To avoid terminological ambiguity surrounding CGC, we define it as a service
‘that helps individuals in assessing their skills, interests, and values, obtaining information
about further education and employment opportunities, and positioning themselves in
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the labour market taking into account not only its requirements, but also their personal
abilities, interests, and experiences. Working with individuals does not end with finding
suitable job for them, but continues with a view to their permanent personal and pro-
fessional development in line with market trends’ (Se¢ibovi¢, as cited in Brankovi¢, 2010:
604). It could be said that this is a lifelong process and that the career often continues and
changes even after the individual has retired. The concept of ‘lifelong’ goes beyond age
and implies the availability and adaptability of CGC to individuals with different educa-
tional and professional profiles, as well as in different life and career stages and transitions.
A perceived shortcoming of the above definition is that it does not consider those ca-
reer-related demands that do not arise from the world of work; in this sense, the definition
could be improved.

Such a significant phenomenon should be addressed by politics, by which we mean
‘all activities aimed at preparing and adopting binding decisions and/or decisions orient-
ed towards the common good and the benefit of society as a whole’ (Meyer, 2013: 31). It
is a complex phenomenon with three dimensions: polity (comprising constitution, fun-
damental rights, state, political system, and political culture), policy (comprising policy
issues, outcomes, and programmes) and politics (comprising interests, actors, conflicts,
consensus, legitimacy and power) (Meyer, 2013). Although politics in its full sense cannot
disregard any single dimension, for the purposes of this work we will focus on the first
dimension, to whose corpus we could add legislation, which is variational while in the
process of creation but binding once it has been adopted.

The fate of the CGC, in terms of determining its place in politics, is identical to
that of education. ‘Education seems to be a necessary condition for achieving various
objectives (economic, national, environmental, security, etc.) and, as such, it can be
found, and is indeed found, in other politics as their integral part, above all as part of
the development politics’ (Alibabi¢ et al., 2012: 9-10). In practice, this means that CGC
is a cross-sectoral activity; it is not the concern of a single ministry, but rather the re-
sponsibility of several sectors, each of which has its own interests and tries to organise
this activity as it sees fit. This allows for flexibility in dealing with CGC at the polity level,
but also makes deciding and implementing decisions a challenging process. There is
another feature shared by CGC and education polity: ‘education policy is a collective
noun that includes several different education policies’ (Alibabi¢ et al., 2012: 10). This
means that the CGC polity could also be considered within the framework of specific
CGC polities - for example, those aimed at children, adolescents and adults or at specific
levels of formal education, or specific target groups (persons with disabilities, the (un)
employed, the elderly, etc.). In this paper, we focus on the legislation related to the CGC,
which includes all individual CGC polities.

There is no doubt that the politics of global organisations have an impact on CGC
polity in the Republic of Serbia (RS). However, it is the attitude of the EU towards this phe-
nomenon that is of particular interest from the perspective of Serbia‘s official strategic
political commitment. The EU places CGC within the paradigm of lifelong development.
Focusing on adult education, Ovesni and Pejatovic state that‘in the documents of the Eu-
ropean Union (Lisbon Strategy), counselling and guidance processes in adult education
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are considered a prerequisite for employability, since the employability does not only
imply the continuous updating of knowledge and skills, but also the acquisition of com-
pletely new, complex competencies needed for new professional and/or occupational
profiles’ (Ovesni & Pejatovi¢, 2012: 168). The analysis of the EU documentation shows
that CGCis‘an important aspect of the concept of lifelong learning and education, which
should be permanently available, aiming to ‘meet [...] the educational needs of individu-
als, the economy and the environment, as well as the larger society” (CEDEFOP, 2009 as
cited in Ovesni & Pejatovi¢, 2012: 168).

Itis expected that the EU polity towards the CGC will be reflected in the CGC polity of
the Repubilic of Serbia due to polity diffusion, which is the process of adopting a polity that
occurs when a country follows the same polity as some other countries, but without coer-
cion (Holzinger et al., 2008, as cited in Popovi¢, 2014). According to the research results of
Miljkovi¢ and Alibabi¢ (2016), the adult education polity shows a high degree of congru-
ence with similar EU polities, sometimes even to the point of convergence; the question
is whether this is also the case with CGC polities. The authors state that ‘the transferability
of educational objectives implies the possibility of transferability of legislative framework
and even educational programmes’ (Miljkovi¢ &Alibabi¢, 2016: 176). In her analysis of CGC
in Serbia, Mihajlovi¢ emphasises that ‘career guidance and counselling at the national lev-
el shares the same orientations that can be found at the European level’ (Mihajlovi¢, 2014:
127). The question is whether the European guidelines were simply ‘transposed’into na-
tional polity, or a comprehensive and mutually harmonised legal framework was created
on this basis. In view of the many open questions regarding CGC in Serbia, as well as the
importance of this phenomenon at all levels of human existence, we consider it necessary
to examine the current state of the CGC legislation in RS, aware of the fact that its exist-
ence and orientation do not guarantee its implementation, which remains in relations
between the aforementioned dimensions policy and politics.

Methodological research framework

Since the subject of our research is in the field of educational polity, we decided
to use a qualitative approach based on the theory of understanding (Matovi¢, 2013). We
broke down our basic research question How is the phenomenon of CGC perceived in the
legislative documents of the RS? into a number of specific research questions in order to
have a broader, deeper and more complete view of the phenomenon of our analysis.
These are: How is CGC defined in the legislative documents of the RS? What is the purpose of
the CGC according to the legislative documents of the RS, i.e. what is the aim of CGC activities?
How does the legislation of the RS define carriers of CGC activities at the macro, meso, and
micro levels? Which target groups of CGC service users does the RS legislation emphasise? Ac-
cording to the legislation of the RS, which professional backgrounds and competencies should
career practitioners have? How does the RS legislation regulate CGC programmes, their orien-
tation and quality measures? What effects does the RS legislation expect from CGC and how
are these effects measured? The choice of a qualitative research approach, as well as the
basic research question, determined the choice of methods and techniques. Descriptive
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and comparative methods were used, as well as document analysis. A descriptive method
was used to describe the observed phenomenon as accurately as possible; besides, it is
economical since it allows us to cover a large number of facts (Bandur & Potkonjak, 1999).
Using the comparative method, we compared homogenous phenomena in different leg-
islative documents. As regards document analysis as a research method, we were guided
by Miljevi¢'s statement that it is an ‘operational method found in research in various roles’
(Miljevi¢, 2007: 236); we only used it in two of its roles, as a method of data collectingand a
method of data processing. Document content analysis as well as narrative and discourse
analysis were used as research techniques, because we were dealing with a specific type
of documents, both in terms of form and writing style. Our selection of documents to
be analysed was guided by the principle of using only primary sources, i.e. official docu-
ments produced by the RS authorities. The documents included in the analysis belong to
the youth sector, the education sector (from primary school to adult education) and the
employment sector, and our ambition was to cover all the ages and roles in life in which
CGC may be relevant (the analysed documents are listed in the bibliography with their
full titles and the abbreviations used throughout the text).One important document, the
Bylaw on Standards of Career Guidance and Counselling Services (CGC Standards), was
not included in the sample, but was used as a reference point for the analysis of other
legislation. The research was carried out in 2023, and a specially developed protocol was
used as the instrument.

Presentation and analysis of research results

By analysing 19 documents of the legislative body of the RS that deal or should deal
with the subject of CGC, we tried to map the regulation of this area. We began the re-
search by identifying certain elements (see Table 1) that are significant factors of CGC and
observing their presence and definition in the legislation of Serbia. By looking at the Table
1, we can get first impression of the support that CGC practice has in the legislative frame-
work. In the following chapters, each element will be discussed in more detail.

Definition of CGC in RS legislative documents

The data in Table 1 show that CGC is clearly defined only in a few documents, pri-
marily in the education sector and at the level of strategic documents. The legal regulation
either does not recognize CGC, or its definition is known indirectly through the text of
the law. In certain laws concerning education, the situation is somewhat brighter, but a
precise definition is still lacking.

The analysis of the present definitions shows that CGC is viewed broadly, as in the
definition given in the Law AE, where CGC means‘providing professional support to adults
for personal and professional development and employment’ (Article 7); or, on the other
hand, the definitions given in the documents contain narrowed objectives of CGC, reduce
their content or include very specific target groups, based on the sector or thematic ori-
entation of the document.
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Conceptual inconsistency is accompanied by insufficient terminological alignment.
In some documents, career guidance and counselling is consistently accepted, while oth-
er documents use the terms career guidance, counselling in career planning, professional
orientation. The relationship between these terms is not always clear, and they are often
tacitly considered synonyms. Terminological diversity is present not only across different
documents, but also in one and the same document (e.g. CGC Strategy).

Legislation in the education sector, especially adult education (where CGC is most
represented) directly places CGC in the current concept of lifelong learning as its ‘integral
part’ (Annual plan for Adult Education 2023, 2023: 32). This requires that CGC be availa-
ble to all individuals, regardless of their age, education, work status, etc., which makes it
a cross-sectoral activity and the subject of various sector polities. However, the existing
legal and by-law regulations in the RS show a different picture, one in which CGC is frag-
mented, making it difficult to create a unified CGC polity. Many aspects of CGC are still at
the level of recommendations precisely because the legislation leaves too much space for
different interpretations of the concept of CGC.

Purpose and goals of CGC in RS legislative documents

The answer to our second research question (which purpose and goals RS legislative
documents intend for CGC) results in a picture similar to that in the case of the definition
of the concept. Although the objectives of CGC can be found in a somewhat larger num-
ber of documents (see Table 1), in a significant number of documents they are not men-
tioned at all or can only be inferred from the accompanying narrative of the document.
The purpose and goals are often recognised indirectly — through defining the concept of
CGC, through the proposed sccope of the work of career practitioners and work of the
school CGC Team, etc.

The analysis identified the following CGC goals:

- personal development;

- management of learning and work processes, career changes and other as-
pects of personal development;

- individuals’ self-understanding in the context of professional development,
making decisions about education, study and work, researching opportuni-
ties for work and study, career management - improving career management
skills;

- professional development;

- improving employability and employment;

- ability to pass through the levels of the National Qualifications Framework of
Serbia (NQFS), allowing easier mobility of the workforce.

Whether directly or indirectly defined, the purpose assigned by the RS legislation
to CGC is to provide support to individuals, empowering them to become ‘managers of
their own careers’ (Mihajlovi¢ & Popovi¢, 2012: 30; Strategy for Career Guidance and Coun-
selling, 2010: 11). Each legislative document, in accordance with the area it regulates,
provides more specific goals within this general goal. For example, the Law NQFS (2023)
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sees as the goal of the CGC service the ‘support to the individual to acquire the ability of
passing through the levels of the NQFS..! (Article 10); The Law EE specifies support for ‘the
choice of secondary school and profession in accordance with the student’s preferences
and abilities’ (Article 43) (it is important to emphasize that this refers to professional ori-
entation, not CGC), etc.

The goals of CGC indicate its importance for the individual and for society; this is
particularly visible in the employment sector legislation, where the goals of CGC include
the improvement of employment, easier mobility of the workforce and similar.

Institutional Bearers of CGC in the Legislation of the RS

Based on data in Table 1, this component seems better regulated compared to oth-
ers. However, looking at the list of CGC activities carriers, one could conclude that it con-
forms with the prevailing discourse of CGC, which is ‘an orientation mostly directed to-
wards youth, with a slight shift toward the employment sector’ (Pejatovic et al., 2023: 20).

Given that CGC is an cross-sectoral activity, responsibilities at the macro level are
divided between different ministries, agencies, and other nation-level organisations. This
division of responsibilities undermines the possibility of creating a unified CGC system,
turning it into a set of separate activities that correspond to the interests and needs of
a specific sector. A step toward more efficient management of the CGC system was the
passing of the new NQFS Law, which delegated primary management responsibilities to
the Qualification Agency (QA) and partly to the NQFS Council. However, it is unclear which
one of QA’s three existing centres (RKiPSB Centre — Centre for the Development of Qual-
ifications and Support to the Sectoral Councils of NQFS, ENIC/NARIC Centre - the Qual-
ification Agency’s centre that implements the process of recognition of foreign school
documents, JPOA Centre — Centre for accreditation of publicly recognised organisers of
adult education activities) is responsible for CGC, raising concerns about QA's capacity to
perform this task.

At the meso level, the list should include organisations outside of the education sys-
tem and youth sector. There are no companies mentioned as CGC activity carriers, and
the Law on Labour (2017) does not include any reference to any activity carrier. Mihajlovi¢
and Popovic stress that implementing CGC within companies is essential for promoting
lifelong learning and active employment policy (Mihajlovi¢ & Popovi¢, 2012). Both the
economic and civil sectors must be involved more actively, which is recognised by the
new Law NQFS.

At the micro level, activity carriers include career practitioners (Law NQFS, 2023), as
well as individuals implementing CGC activities within the school system. It seems that
all individuals can be career practitioners, but there is no specification of how to become
one. Their qualifications and competencies are not thoroughly specified, which we shall
address later.

A potential strategy for more efficient management of the CGC system at all three
levels is to create a network of its activity carriers, which ‘could be the answer to meeting
different needs for career guidance and counselling’ (Mihajlovi¢ & Popovi¢, 2012: 38-39).
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Table 2
(GC activity carriers at the macro, meso, and micro level

LEVEL ACTIMITY CARRIERS

Ministry in charge of education
Ministry in charge of youth
Ministry in charge of employment

Youth councils
National Youth Council of Serbia
National Association of the Local Youth Offices
Qualification Agency
MACRO Institute for the Improvement of Education
(national) LEVEL Institute for Education Quality and Evaluation
Council for Vocational and Adult Education
NQFS Council
Sector councils
Serbian Chamber of Commerce
National Employment Service
National Academy of Public Administration

Foundation Tempus

Local organisations involved in CGC and collaborating with schools

Primary and secondary schools or other organisations with the status of publicly
recognised organisers of adult education activities and activities of CGC for adults

Centre for Career Development and Student Counselling
Youth associations and organisations for youth

MESO Federation of youth associations and organisations for youth
(local) Provincial and local government youth councils
LEVEL Youth offices

Civil society organisations involved in CGC

Employment agencies

Youth agency

Other legal entities

Career development practitioners

Parents and other legal representatives of children
Z/r‘wlgr\{/%ti\l/s?_ Professional orientation team in primary schools

Career guidance and counselling team in middle schools
Career guidance and counselling team in a dual education setting

Note 1. Adjusted based on Pejatovic et al,, 2023: 19-20.

Note 2. The names of CGC activity carriers are listed based on how they were named in the legislative

documents.
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Target Groups of CGC Services in the RS Legislation

According to our definition, CGC is a lifelong process that ‘helps individuals of all
ages in all periods of life to make decisions relevant for their career development, includ-
ing both personal and professional domains’ (Pejatovi¢ et al., 2023: 17). Based on this,
everyone is a potential CGC user. However, analysis shows that the legislative framework
of the RS sets limits and that the target group is not as diversified as it should be.

The target groups can be defined based on three criteria (that emerged during the
analysis):

- age;

- education level;

- work status - (un)employed.

In terms of age, the legislative documents of the RS highlight youth and young
adults (ages 15-30) as CGC service users. Legislation also recognises differentiation of
career needs of youth; hence, documents like the CGC Strategy further divide this user
group into subgroups based on age (14 and under, 15-18, 19-30, 30+). Although the same
Strategy recognises the 45+ age group as vulnerable, there is no further differentiation of
the offer of CGC services for them. Similarly, the documents on adult education do not dif-
ferentiate between adults as a target group. Considering the differences between youth
and adults, Mihajlovi¢ emphasises the ‘'need for additional and different career guidance
and counselling activities for adults’ (Mihajlovi¢, 2014: 130).

The RS legislation not only highlights youth but also focuses specifically on youth in
the education system. Consequently, the level of education has become a main criterion,
with students emerging as a dominant target group. Only the National Youth Strategy
mentions youth outside the education system as a target group.

In terms of employment status, CGC activities are usually intended for the unem-
ployed. Although the EMPLOYMENT Strategy cites employed persons as beneficiaries of
the active employment policy, sections of the document specifically addressing CGC ac-
tivities emphasise that these services are intended for youths and adults without employ-
ment. As with CGC activity carriers, where the analysis indicated the need to recognise
employers as relevant CGC service providers, data on target groups also indicate the need
to further develop the CGC system in the economic and employment sectors.

Career practitioners emerge as a specific target group. They are referred to as CGC
activity users in terms of activities designed to develop their competencies for performing
this role. This includes teachers and professional associates who implement CGC activities
in schools, career practitioners in the National Employment Service, civil society organisa-
tions, educators, youth workers, social workers...

After considering all the criteria, we can conclude that the CGC legislation is direct-
ed to youth as end users, particularly youth in the education system, and unemployed
individuals. This orientation contrasts with how CGC is presently viewed and promoted,
reducing it to merely one component, albeit an important one.
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Legislative Determination of Professional Backgrounds
and Competence of Career Practitioners

The previous sections mentioned career practitioners and the unsolved issue of their
professional backgrounds and competence. The Law NQFS does not solve this problem,
but it clearly states that career practitioners can be persons with a variety of qualifica-
tions regardless of the kind or level of qualification. While some documents specify ped-
agogues and psychologists as carriers, others allow teachers of any subject to implement
CGC activities, erasing the boundaries between the professional backgrounds of career
practitioners.

The needed competence of career practitioners is slightly better defined, but the
analysis points to several unresolved issues. The CGC Standards cover practitioners’ com-
petencies, which includes sets of general and more specific competencies dependent on
the field of work. Although CGC Standards establish the required competencies, they are
not mentioned in other documents (see Table 1). There is also an obvious necessity to de-
fine the process of acquiring competencies. Although the legislation does not specify the
process, there are possibilities to develop career practitioner competencies in practice.
The AAEP 2023 proposes a variety of activities with this goal. The findings indicate that
there is an aspiration to improve the competencies of career practitioners at the strategic
documents level, but this type of document does not presuppose mandatory implemen-
tation.

CGC Programmes in the RS Legislation

The legislative framework must address the following two features of CGC pro-
grammes:
1. targets and objectives of CGC programmes (programme orientation)
2. how legislative documents ensure the quality of CGC programmes (quality cri-
teria).

The CGC Standards make up the starting point for regulating both issues. The appli-
cation of these Standards will mostly depend on the support ensured through other leg-
islative documents which, as our analysis has shown, is mostly lacking. CGC programmes
are mentioned in several documents, mostly strategic, and they are mostly related to pri-
mary and secondary education, in accordance with the observed tendency of developing
CGC in the education sector (Pejatovi¢ et al., 2023). The documents governing the em-
ployment and youth sectors do not specifically address CGC programmes.

In terms of programme orientation, since the issue of target groups has already been
discussed, here we focus on the programme content. According to CGC Standards, pro-
grammes should develop Career Guidance Skills (CGS). These skills are not mentioned at
allin most of the analysed documents (Table 1), and in some documents, they appear only
indirectly. The exception is the Bylaw CGC Dual, as it specifies that the CGC Team ‘organises
and conducts activities of counselling, informing, and training for career guidance skills
development in accordance with the Standard’ (Article 4).

505



Jovan Miljkovi¢, Neda Cairovi¢ Pavlovi¢, Kristina Robertson - Legislative Framework of Career Guidance and ...

Two additional criteria can be used to examine programme orientation: domain of
personal development and orientation toward certain CGC service types. The program’s
focus on personal development is only obvious in the AAEP 2023, whereas other docu-
ments limit it to improving employment and employability.

The fragmented approach also applies when it comes to CGC fields of work. CGC
services can be grouped into informing, counselling, and career education. The most
effective approach is applying these services holistically, as a cohesive set of actions.
For these reasons, one would expect the legislative body to treat them in the same
manner. However, as shown in Table 1, the three CGC fields of work are unevenly ad-
dressed in documents, and this fragmentation is exacerbated by the fact that different
documents cover different types of services. Only the Law YOUTH, albeit broadly, and
the Bylaw CGC Dual, address all three types of services. The other documents omit
one piece of the puzzle. The observed imbalance in programme orientation in terms
of CGC services reflects a lack of strategy in building the CGC regulative framework,
or on the contrary, strategic planning of the implementation of CGC cheapest activity
(informing), implicitly demonstrating how decision-makers ranked CGC’ (Pejatovi¢ et
al., 2023: 26-27).

The second important question related to CGC programmes is whether the RS leg-
islative framework provides mechanisms for establishing and monitoring the quality of
CGC programmes, and if so, how.

CGC Standards specify that a comprehensive CGC programme has a defined goal
and results, that it is based on the examined educational needs of the target group,
has a defined approach and length, and a programme assessment and effects meas-
urement plan, which are all indicators of quality of an education programme. Thus, we
examined the extent to which the legislative framework considers these elements and
what support it provides to realise the sophisticated demands set by CGC Standards.
The results paint an unfavourable picture, showing that the examined documents ‘very
rarely, if ever, slightly touch upon the mentioned elements of the programme’ (Pejatovic
et al,, 2023: 23). Even the rare documents that explicitly mention CGC programmes do
not provide a comprehensive and detailed exposition of the programme based on all
elements.

The very existence of CGC Programme Standards entails legislation governing pro-
gramme quality. However, their insufficient incorporation into other legal documents,
particularly binding ones, points to the lack of obligation to ensure quality, rendering the
existence of CGC Standards meaningless. The RS legislative framework specifies indica-
tors of programme quality through the existing CGC Standards; however, methods for
ensuring and monitoring them, or supporting theirimplementation, are lacking. Aligning
legislative texts with current CGC Standards, particularly those requiring mandatory ap-
plication, would be an improvement in this regard.

Essential to ensuring the quality of the overall CGC system is monitoring its effects,
which is why this issue is treated as a separate research question.
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Effects of CGC

Career guidance and counselling can be understood as an education cycle that starts
with examining the end users’ (educational) needs and ends with assessing the success
of the service implementation. Assessment is a crucial step in ensuring successful imple-
mentation (Pastuovié, 1978), involving the evaluation of several elements and aspects of
the education cycle. The most important aspects that indicate the achieved value of the
education cycle are its long-term effects. The CGC Standards recognise the importance
of evaluating effects and state that their cornerstone is the application of a ‘policy of en-
suring evidence for the achieved effects of CGC’ (Article 1). As a special indicator, the CGC
Programme Standards cites a ‘clearly defined way of measuring effects’ (paragraph 7.3.).

Table 1 shows that effect monitoring is mentioned only in the document about dual
education. Although it is mentioned in the CGC Strategy as well, this document dates back
to 2010, hence it cannot be taken as an indicator of the current state of CGC polities.

According to strategic documents, the proposed method to measure CGC effects on
pre-university education is to use indicators like continuation with education and the em-
ployment of individuals who had acquired a specific qualification (Strategy for the Develop-
ment of Education in Serbia by 2030, 2020); or, indirectly, based on student retention in ed-
ucation or the time needed to complete a level of education (Law on the Education System
Foundation, 2021). Within the dual education system, CGC services are typically assessed
based on the degree of attained Career Guidance Skills, i.e. based on the attained outcomes,
whereas effects monitoring is lacking. One may expect student employability to be mea-
sured as a form of achieved effects, but there is no formalized mechanism for doing so.

A positive step towards regulating CGC was granting Qualification Agency the re-
sponsibility of evaluating the work of organisations involved in CGC nationwide (Law on
the National Qualifications Framework of the Republic of Serbia, 2023 as cited in Pejatovic¢
et al,, 2023). However, in the proposed procedures for organisations to report on imple-
mented CGC activities, there is no mention of reporting on the long-term effects of these
activities. In addition to these issues, there is also the question of QA’s capacity to studi-
ously track the quality of CGC services across all sectors. The Law on the Education System
Foundation (2021) states that the Council of Vocational and Adult Education is in charge
of the assessment of CGC development and CGC programme implementation. There are
no further details on how this Council will do this or whether it will work with the QA.

Concluding remarks

Given the changes in the concept of career, CGC has evolved into a lifelong process
and support for individuals to become managers of their own careers, from a young age to
the end of their lives, in order to achieve personal and professional growth. Considering the
complexity of CGC as a cross-sectoral activity, and in order to create a unified, efficient and
effective system, a harmonised and in the same time diversified legislation is needed. For
this reason, we explored in this paper how the legislative framework in Serbia governs CGC.
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Our analysis points to a fragmented and uneven approach to CGC polities in Serbia
as a result of the cross-sectoral nature of the service, as well as the lack of a unified, inte-
grated body and document that would encompass, coordinate, and direct the various
interests and activities of the many stakeholders in this process. The legislative framework
provides a basis for CGC in Serbia, but many documents still fail to address the numerous
important CGC-related issues, or they are only indirectly addressed, leaving us to read be-
tween the lines. Inconsistencies in defining the very concept of CGC often occur, as does
overlapping between documents regarding target groups, responsibilities, etc. While at-
tempts to improve legal regulation in this field can be observed, the current state indi-
cates that Serbia has not sufficiently developed a unique, integral CGC polity.

In terms of the three observed sectors (education, youth and employment), CGC is
most extensively addressed in documents relating to education. At the same time, the
greatest need for improved transparency and integrity is seen in the employment sector.
In terms of target groups, the emphasis is on youth, particularly those in the formal school
system, which leaves room for further expansion of target groups. Additionally, in terms
of the type of service, the most common is informing (on further educational and em-
ployment opportunities). The other two types (counselling and career education) are only
sporadically mentioned and regulated. Such an approach, narrow in content and target
groups, runs counter to the lifelong learning model that includes CGC, both in the EU of-
ficial narrative and in Serbia. Based on research results, it appears that we have at play the
concept of lifelong education rather than learning since the CGC policy is predominantly
integrated through the formal education system, as well as partially through adults’ infor-
mal education (through Publicly Accredited Providers of Adult Education and Recognition
of Prior Learning that are currently prevalent in Serbia’s educational polity).

Furthermore, a discrepancy can be perceived between the actual and promoted
CGC models. CGC is promoted as a developmental process that encompasses the holistic
development of individuals (including personal and professional domains); however, the
model that the analysis found can be described as more neoliberal and compensatory
(with the primary goal of employing and compensating educational and career disadvan-
tages). While the CGC goals identified by the analysis focus on the individual’s personal
development, this approach seems to be absent in the other elements (target groups -
youth, unemployed; informing as the primary activity, a programme orientation toward
greater employability). CGC elements must not only be handled more extensively and
integratively within the RS legislative framework but also strategically envisioned in ac-
cordance with the lifelong notion of career development.

From the viewpoint of educational sciences, the findings about career practitioners
are significant. The legislative framework of Serbia is open in terms of their professional
background, which only emphasizes the observed need for a closer specification of their
required competencies and the way they could be acquired, particularly in binding doc-
uments such are laws.

For the efforts put into developing CGC to be meaningful, a developed CGC service
evaluation system must be in place, particularly for its long-term effects. The problem is
that legally binding acts and sub-legal acts lack a defined mechanism and indicators for
CGC service monitoring and evaluation, which is necessary for the successful strategic
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development of CGC. Only the CGC Standards, which are a non-binding document, call
for developing mechanisms for effect monitoring.

Returning to the main research question, we may conclude that the RS legislative
framework recognises CGC as a phenomenon that affects both individuals and society as a
whole. However, to create a unified CGC polity in Serbia, several steps need to be made. The
most important is to find a way to keep CGC a cross-sectoral activity (which it is de facto) while
still centralising it for coordination and control purposes. However, there is no proper body to
take over this duty, nor is there a strategic document that would unify the varying interests
and tendencies in this field while still leaving space for further direction and development.
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