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KOREKTIVNA POVRATNA INFORMACIJA U POUCAVANJU
MATERINSKOGA JEZIKA

APSTRAKT: Ispravljanje ucenickih pogresaka jedna je od tema o kojima se najcesce
raspravlja u vezi s poucavanjem i u¢enjem materinskoga i inoga jezika. U srediStu je ovoga
rada ucenicki dozivljaj uliteljeve korektivne povratne informacije i njezina ucinkovitost.
Istrazivanje je pokazalo da se korektivna povratna informacija primjenjuje u Skolskoj
zadaci ispitanika, te da su ispitanici svjesni pojedinih namjernih postupaka ucéitelja u vezi s
njihovim pogreskama u Skolskim zadacama. Ispitanici najéeS¢e prepoznaju korektorske
znakove i opisni komentar kao tipove korektivne povratne informacije. Istrazivanje je
pokazalo da ispitanici, ako jo$ ne vladaju pojedinom jezi¢nom jedinicom, sustavno grijese u
pisanju ispravka, neovisno o primijenjenom tipu korektivne povratne informacije. Ipak,
¢eS¢e piSu normativne oblike uz izravno ispravljanje, dok im je podjednako tesko uz
korektorske znakove i opisni komentar. Ti rezultati upucuju na vaznost ovladavanja
pojedinom jezi¢nom jedinicom kao preduvjetu tocnog ispravljanja uz bilo koji tip
korektivne povratne informacije.

Kljucne rijeci: korektivna povratna informacija, ispravljanje pogresaka, pisani radovi,
Skolska zadaca, uenici.

CORRECTIVE FEEDBACK IN MOTHER TONGUE TEACHING

ABSTRACT: Error correction is a frequently debated topic in the field of mother tongue and
second language teaching and learning. This study focuses on students’ perception of
teachers’ corrective feedback and its effectiveness. The research has shown that written
corrective feedback is used in school assignments and that the participants are aware of
teachers’ treatments of their errors in certain cases. The participants most often recognize
correction marks and descriptive comments as types of written corrective feedback in
school assignments. Moreover, the research has shown that the participants regularly fail to
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correct their errors regardless of the type of corrective feedback employed if they have still
not mastered the language unit in question. However, they are more likely to produce
standard forms with direct error correction, while they find it equally difficult with the help
of correction marks and descriptive comments. These results point to the fact that the
mastery of specific language units is a prerequisite for successful error correction,
regardless of the type of corrective feedback provided.

Key words: corrective feedback, error correction, written assignments, school assignment,
students.

1. UvOD

Korektivna povratna informacija jedna je od tema o kojoj se najceSce
raspravlja u vezi s poucavanjem i ucenjem jezika (...), kao i jedno od gorucih
teorijskih pitanja, zastupljeno u raspravama o usvajanju materinskoga i inoga
jezika (Mifka-Profozi¢ 2016). U vezi s tim, otvaraju se brojna pitanja: utjece li ona
na jezi¢ni napredak, koje pogreske treba ispraviti, tko treba ispravljati — ucenik i/ili
ucitelj, koji je tip korektivne povratne informacije najucinkovitiji, koje je najbolje
vrijeme za to i sl. (Ellis 2009a).

Uloga je ucitelja u davanju korektivne povratne informacije iznimno
vazna, ali istovremeno predstavlja i zahtjevan posao koji iziskuje mnogo vremena i
truda. Ucitelji su svjesni vaznosti toga procesa te propituju koji su najbolji tipovi
korektivne povratne informacije (Ferris et al. 2011). No, istrazivanja usmjerena na
ucenike, njihova vjerovanja i stavove o ispravljanju pogreSaka puno su rjeda u
odnosu na istrazivanja usmjerena na ucitelje. Izdvojiti valja istrazivanja korektivne
povratne informacije u udenju stranoga jezika' koja su pokazala kako ugenici Zele
primiti uciteljevu povratnu informaciju o svojim pisanim radovima i smatraju da od
toga imaju Koristi. Stoga je vazno da uditelj osvijesti odnos izmedu onoga §to on
procjenjuje korisnim i onoga §to je ucenicima vazno, jer ignoriranje moze utjecati
na motivaciju ucenika. No, pritom treba uzeti u obzir da su ucenicke preferencije i
ocekivanja Cesto pod utjecajem iskustva ucenja jezika (Lee 2005). U skladu s time
ucitelji trebaju utvrditi stavove svojih ucenika prema korektivnoj povratnoj
informaciji, prilagoditi tipove korektivne povratne informacije svojim uéenicima,
odnosno uzeti u obzir Sto, kada i kako ispravljaju, tj. uvaziti kognitivne i
emocionalne potrebe utenika®.

Cilj je ovoga rada istraziti prepoznaju li ucenici korektivnu povratnu
informaciju u pisanim radovima, te koliko je u¢inkovito primjenjuju u ispravljanju

L Usp. Leki 1991; Lee 2005.
2 Usp. Ellis 2009a, Amrhein, Nassaji 2010.
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odabranih jezi¢nih oblika kojima je potrebno ovladati uéenjem U nastavi
Hrvatskoga jezika. Ispravljanjem nenormativnih oblika pomocu razli¢itih tipova
korektivne povratne informacije nastojalo se istraziti uz koji tip u€enici napisu
najvise tocnih oblika. Osim toga, pokusava se utvrditi moze li pisanje to¢nih oblika
biti povezano s primijenjenim tipom korektivne povratne informacije ili je u vezi s
ovladanosti izdvojenom gramatickom kategorijom.

2. KOREKTIVNA POVRATNA INFORMACIJA U TEORUI | PRAKSI

Korektivha povratna informacija (engl. corrective feedback) termin je koji
u hrvatskoj literaturi navodi Mifka-Profozi¢ (2016), a u nastavnoj se praksi odnosi
na razliCite tipove naznacivanja i ispravljanja pogresaka. Jednu od prvih definicija
dao je Chaudron (1977 prema Mifka-Profozi¢ 2016) navodeci da je ispravljanje
»svaka reakcija ucitelja koja jasno mijenja, ne odobrava ili zahtijeva poboljSanje
onoga §to je ucenik rekao”. Korektivna povratna informacija je nacin poticanja
ucenikove motivacije i osiguravanja jezi¢ne tocnosti (Ellis 2009a), a moze biti
pozitivna ili negativna, pisana ili usmena, uciteljeva ili vr§njacka. U ovome je radu
uciteljeva pisana korektivna povratna informacija u srediStu istraZivanja, a moze
biti na dvjema razinama: ucitelji pogresku mogu ispraviti (ispisivanjem pravilnoga
rjeSenja) ili je samo naznaciti (i tada naznacivanje pogreske prati razliciti stupanj
metalingvistickoga pojasnjenja’).

2.1. Sto podlijeze korektivnoj povratnoj informaciji?

U ucenikovu pisanome radu korektivnoj povratnoj informaciji podlijeze
svako odstupanje od norme i ono se naziva pogreskom® (Tezak 1998, Rosandié

¥ Lee (2005) isti¢e da valja paziti na uporabu metalingvistitkog znanja koje ucenici mogu razumjeti u
primjeni korektorskih znakova. S tim je u vezi i odnos prema poucavanju jezika prije i nakon jezi¢ne
automatizacije koju se vezuje uz dvanaestu godinu ucenikova zivota i prijelaz iz faze konkretnih
misaonih operacija u fazu apstraktnih operacija. Nastava Hrvatskoga jezika trebala bi biti usmjerena
ka razvijanju komunikacijske kompetencije u odnosu na lingvisti¢ku kompetenciju do kraja 6. razreda
(Sto odgovara razdoblju jeziéne automatizacije), pa se postavlja pitanje stupnja ucenikova
razumijevanja metalingvistiCkih pojasnjenja u primjeni korektivne informacije prije jezi¢ne
automatizacije.

* Jelaska i Bjedov (2015) normativno neto&ne oblike (pogreske) u ucenickoj proizvodniji dijele na:
propuste, pogreske i odstupanja (te dvojnosti i promjene) i tu kategorizaciju valja uvaziti u vezi s
ovladavanjem (ufenjem i poucavanjem) materinskim jezikom. S obzirom da se u ovome radu nece
analizirati uzroci proizvodnje normativno neto¢nih oblika, u vezi se s davanjem korektivne povratne
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2002, Visinko 2010). Postoje razliCite vrste pogreSaka, a mogu se razlikovati
jezi¢ne i nejezicne pogreSke. Prema Rosandi¢u (2002) jeziénim pogreSkama
smatraju se odstupanja na pravopisnoj, gramatickoj (morfoloskoj, sintaktickoj,
tvorbenoj), leksickoj i stilistickoj razini, dok se nejezinima mogu smatrati
odstupanja na razini sadrzaja, logicke organizacije i interpretacije (sadrzajne,
logicke, kompozicijske i interpretacijske pogreske).

2.2. Kada se u pisanim radovima primjenjuje korektivha povratna informacija?

Pisani radovi (sastavci) mogu biti u funkciji uvjezbavanja, ali i provjere
usvojenosti odredenoga sadrzaja (o razli¢itim oblicima jezi¢noga izrazavanja). U
oba slucaja u hrvatskoj se nastavnoj praksi primjenjuje korektivna povratna
informacija. Pisane radove najCe$ce ispravlja ucitelj, ali to mogu Ciniti i uéenici.
Nakon svakoga pisanog rada ucenici bi trebali pisati ispravak, ali se ispravak od
uCenika traZi najéeS¢e samo nakon pisanja Skolske zadaée (dvaput ili triput
godisnje). Tada, ovisno o broju i vrsti pogresaka, te ocjeni, ucenici prepisuju samo
pojedine dijelove teksta u kojima je oznacCena pogreska ili cijeli tekst. Medutim,
istrazivanja su pokazala da ucCenici viSe paznje usmjeravaju na povratnu
informaciju ucitelja o svome pisanu radu za sve inacice teksta nastale prije zavrsne
inacice (Ferris 1995, Lee 2005), pa bi u tome smjeru trebalo i¢i i pri promjeni
uobicajene prakse u nastavi materinskoga jezika u hrvatskim Skolama. Korektivnoj
bi povratnoj informaciji trebalo pristupiti kao nacinu ucenja, a ne samo kao
sastavnici ocjenjivanja.

2.3. Tipovi pisane korektivne povratne informacije

Ovisno o tome hoée li ucitelj pogresku samo naznaciti ili ¢e je ispraviti
razlikovat ¢e se stupanj ucenikove angaziranosti tijekom pisanja ispravka. S
obzirom na navedeno, u hrvatskoj nastavnoj praksi razlikujemo Cetiri tipa
korektivne povratne informacije: izravno ispravljanje pogre$aka, oznalivanje
pogreske korektorskim znakovima, podcrtavanje s metalingvistickim komentarom
na rubnici i opisni komentar (prema Tezak 1998, Rosandi¢ 2002, Visinko 2010,
Pavli¢evi¢-Frani¢ 2005, Ellis 2009).

informacije rabi termin pogreSka za svako odstupanje od norme koje u pisanome radu podlijeze
naznacivanju i ispravljanju.
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Izravnim ispravljanjem pogreSaka ucitelj predlaze uceniku ispravnu
inacicu nacinjene pogreske. Pogresku se izravno moze ispraviti tako da ucitelj u
tekstu podcrta ili precrta pogresku, a iznad nje ili na rubnici napiSe to¢no rjesenje,
npr. (1)

1) automobilom
U Skolu idem sa automebilom.

Prednost je primjene ovoga tipa korektivne povratne informacije u tome da
pruza ucenicima vodstvo kako ispraviti pogreske, a poZeljan je kada ucenik ne zna
tocan oblik jer jo$ nije poucen odredenom jezicnom sadrzaju. Nedostatak je da
iziskuje vrlo malo ucenikove angaziranosti. Ovo je jedini tip korektivne povratne
informacije koji pogresku ispravlja i daje to¢no rjeSenje.

Za razliku od izravnoga ispravljanja, korektorskim se znakovima razliciti
tipovi pogreSaka (pravopisna, gramaticka, leksicka, stilisticka) podcrtavaju
odgovaraju¢im dogovorenim znakom (2).

2 U skolu idem s autobusom.
(dvije ravne crte oznaka su za gramati¢ku pogresku)

Korektorski je znak metalingvisticko pojasnjenje kojim se pogreska samo
oznacuje, a ne ispravlja. Rijec¢ je o tipu korektivne povratne informacije kojim se
ucenika znakovima upucuje na kategoriju pogreske, a pritom bi znakovi trebali biti
jednoznacni 1 ucenicima poznati. Smatramo ovaj tip najzahtjevnijim jer ucenik
mora prvo prepoznati odgovarajuci znak za kategoriju pogreske (npr. dvije crte), a
potom sam otkriti njezinu vrstu (npr. besprijedlozni instrumental sredstva) i
napisati tocno rjesenje.

Podcrtavanje s metalingvistickim komentarom na rubnici jo$ je jedan tip
korektivne povratne informacije kojim se pogreske samo naznaCuju. Moze
ukljuciti: podcrtavanje pogreske u tekstu, a na rubnici se imenuje vrsta pogreske
(npr. prijedlog s/sa, kao u 3) ili oznaivanje pogreSske i navodenje izvora koji
ucenici mogu konzultirati kako bi pronasli ispravno rjesenje (npr. Pravopis).

3) (...) U Setnju idem s psom. (...) prijedlog s/sa

Primjenom metalingvistickog komentara (kao u 3) uceniku bi trebalo biti
lakse ispraviti pogresku nego li uporabom korektorskih znakova jer je preciznije
upucivanje na pogresku.
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Ucitelj moze ispod teksta pisanoga rada napisati sazet, poticajan i jasan
komentar ili napomenu. Svrha je takvoga opisnog komentara poticanje uc¢enika na
pisanje, poticanje urednosti i tocnosti, pohvala i sl. (Pavli¢evi¢-Frani¢ 2005), njime
se najces¢e daje osvrt na sadrzaj i kompoziciju pisanoga rada, a na jezicne
pogreske samo kada su ucestale (kao u 4).

(@) Postar dostavlja postu s biciklom.
Pazi na pisanje prijedloga uz imenice koje u instrumentalu znace sredstvo.

Opisni komentar ne moze biti jedini tip korektivne povratne informacije na
temelju koje ¢e ucenik pisati ispravak. No, dijelom je ovoga istraZivanja jer se
zeljelo utvrditi prepoznaju 1li ga ucenici kao tip korektivne povratne informacije,
odnosno, primjenjuje li se u nastavnoj praksi. Naznaci li ucitelj u opisnome
komentaru ucestale jezine pogreske, to se takoder moze smatrati
metalingvistickim pojasnjenjem.

Bez obzira na to hoée li se pogreska naznacCiti ili ispraviti, postupak
davanja korektivne povratne informacije trebao bi za u¢enike biti u funkciji uéenja,
a za ucitelja u funkciji pra¢enja napredovanja ucenikova rada. Pritom valja
istaknuti da se u nastavnoj praksi predmeta Hrvatski jezik pogreske koje je ucenik
mogao izbje¢i (jer bi o tom jezicnom sadrzaju trebao imati dostatno znanje)
naznacuju (uz metalingvistiCko pojasnjenje), a ispravljaju pogreske koje ucenik
nije mogao izbjeéi (jer jo§ nije poucen odredenom jezi¢nom sadrzaju). Stoga ¢e u
ucenikovu pisanom radu biti zastupljena najmanje dva tipa korektivne povratne
informacije (izravno ispravljanje + npr. korektorski znakovi).

2.4. Ispitanici i grada

Ovaj je rad nastao na temelju istrazivanja koje je provedeno u svibnju
2018. godine u jednoj osnovnoj Skoli u Primorsko-goranskoj zupaniji na
namjernome uzorku od 80 ucenika Sestih® razreda kojima nastavni predmet
Hrvatski jezik predaje ista u€iteljica. Grada kojom se u vezi s na¢inima ispravljanja
pogresaka u pisanim radovima ispitivalo ucenicko prepoznavanje razlicitih tipova
korektivne povratne informacije, te ucinkovitost u ispravljanju izdvojene jezi¢ne
jedinice izdvojena je iz opseznijega upitnika. Upitnik je izraden na temelju upitnika

> Moguce je provesti ponovljeno istrazivanje s ispitanicima razli¢ite dobi, ali pritom valja
paziti da nenormativni jezi¢ni oblici, koje bi uCenici trebali ispravljati, budu oni kojima su
ucenici pouéeni na nekom od prethodnih stupnjeva obrazovanja.
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prethodno provedenih istrazivanja: I. Leki (1991), I. Lee (2005), H. R. Amrhein, H.
Nassaji (2010). Pilot-istrazivanje provedeno je u studenome 2017. godine u trima
Skolama Primorsko-goranske Zzupanije medu uéenicima 6., 7. i 8. razreda, te je na
temelju tih rezultata upitnik preraden.

U dijelu upitnika kojim se provjeravala ucinkovitost u ispravljanju
izdvojene jezicne jedinice primjenjujuci razliite tipove korektivne povratne
informacije odabrana je jezi¢na jedinica kojoj su ispitanici poucavani u $koli (u 5.
razredu) i dijelom je Nastavnoga plana i programa za osnovnu $kolu. Promatralo se
uz koji ¢e tip korektivne povratne informacije ispitanici napisati najvise toc¢nih
oblika prijedloznoga i besprijedloznoga instrumentala®. Osim toga, nastojalo se
utvrditi moze li pisanje toCnih oblika biti povezano s primijenjenim tipom
naznacivanja i ispravljanja pogreSaka ili je u vezi s ovladanosti izdvojenom
gramatickom kategorijom.

2.5. Nacin istrazivanja

U vezi s oblikovanjem upitnika rabljenoga u ovome istrazivanju valja
izdvojiti redoslijed pitanja. Prvo pitanje imalo je trojaku funkciju (5): imenovati tip
korektivne povratne informacije u pisanim radovima (5a) i dati primjer primjene
pojedinoga tipa u recenici u kojoj je uporabljen nenormativni oblik prijedloznoga i
besprijedloznoga instrumentala (5b) kako bi ispitanici mogli osvijestiti nacine koje
rabi njihov ucitelj/uciteljica na primjeru, te ispitati ucinkovitost u ispravljanju
reCenica pomocu razli¢itih tipova korektivne povratne informacije (5c). Takav je
postupak uporabljen za &etiri tipa korektivne povratne informacije (vidi 2. 3.).

(5) a Ucitel] moZe pogresku podcrtati dogovorenim korektorskim
znakovima.
b Primjer: U $kolu idem s autobusom.

® Jelaska i Bjedov (2015) provjeravale su ovladanost odabranim jezi¢nim jedinicama hrvatskoga
standardnoga jezika na kraju obaveznoga Skolovanja u kojemu su ispitanici u zadatcima
nadopunjavanja, odnosno konstrukcije trebali upisivati prihvatljive rije¢i i izraze. Besprijedlozni
padezni oblici bili su jedna od ispitivanih jezi¢nih jedinica. Aladrovi¢-Slovacek (2012) istrazivala je
lingvisti¢ku i komunikacijsku kompetenciju ucenika 5. razreda. Na testu prepoznavanja gramatickoga
metajeziénoga znanja ispitanicima 5. razreda postavljeno je pitanje u vezi s instrumentalom: Padez
sredstva je ., @ na razini komunikacijske kompetencije ispitanici su trebali prepoznati
pogreske u pisanju besprijedloznoga instrumentala u recenici: S vlakom putujem u Skolu, te reenicu
pravilno prepisati.
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(Dvije su crte dogovoreni korektorski znak za gramaticku
pogresku.)
¢ Pokusaj napisati to¢nu recenicu.

Uslijedila su pitanja zatvorenoga tipa u kojima su ispitanici mogli
zaokruziti viSe odgovora. Provjeravalo se prepoznavanje tipova korektivne
povratne informacije koje rabi uditelj/uciteljica, te procjenjivanje Korisnosti
pojedinih tipova. U tim su pitanjima tipovi korektivne povratne informacije
navedeni nazivom koji se rabi u literaturi (6). Pretpostavljeno je da ispitanici nece
imati poteskoc¢a u njihovu prepoznavanju jer su u pitanju koje je prethodilo bili
upoznati s nazivom i jednim primjerom svakoga tipa korektivne povratne
informacije.

(6) a) Moj ucitelj/uciteljica podcrtava dogovorenim korektorskim
znakovima pogreske u skolskoj zadaci.

Nakon pitanja zatvorenoga tipa, u vezi s procjenjivanjem Kkorisnosti
pojedinih tipova korektivne povratne informacije ispitanici su u pitanju otvorenoga
tipa mogli obrazloziti svoje izbore’.

Ispitanicima sudjelovanje u istrazivanju nije unaprijed najavljeno i za
potrebe ovoga istraZivanja nisu uvjezbavani gramaticki sadrzaji i ispravljanje
pomocu razlicitih tipova korektivne povratne informacije koji su se njime ispitivali.

Ispunjavanje je upitnika trajalo 20 minuta, bilo je anonimno i provodilo se
tijekom redovitih $kolskih sati.

2.6. Rezultati i rasprava

U ovome ¢e poglavlju ponajprije biti prikazano prepoznaju li ispitanici
tipove korektivne povratne informacije, a potom, u vezi s ispravcima ispitanika uz
pomo¢ razlicitih tipova, tabli¢no i opisno oblici koje su ispitanici napisali u skladu
s gramati¢kom i pravopisnom normom, ali i oblici odstupanja od norme. Na kraju
¢e biti prikazana analiza broja pogreSaka s obzirom na tipove korektivne povratne
informacije i vrstu pogreske koju je trebalo ispraviti.

" Obrazlozenja ispitanika o tome koje nagine oznadivanja i ispravljanja pogreSaka procjenjuju
korisnima i za$to analizirat ¢e se u drugome radu.
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2.6.1. Prepoznavanje tipova korektivne povratne informacije u skolskoj zadaci

Uciteljev nacin ispravljanja istovjetne ucenikove pogreske u Skolskoj
zadaéi odreduju stupanj obrazovanja i ocekivanje o jezi¢nome znanju ucenika
oblikovano na temelju plana i programa za Hrvatski jezik®. Ocekuje se da ¢e na
vi§im stupnjevima obrazovanja sve viSe pogreSaka biti naznaCeno korektorskim
znakovima, a izravno ¢e ispravljanje postupno opadati. Opisni ¢e komentar biti
dijelom svakoga ispravka jer se njime pohvaljuje uspjesnost pisanoga rada i daju
preporuke za buduca pisanja. Navedeni tipovi ucenicima bi trebali biti poznati, a
utemeljeno na smjernicama metodicke literature u nas, u Skolskoj je praksi
ocekivana najslabija zastupljenost podcrtavanja pogreSaka ravnom crtom s
metalingvistickim komentarom na rubnici.

Graf 1 prikazuje frekvenciju odgovora ispitanika u prepoznavanju tipova
korektivne povratne informacije koje rabi njihov uditelj. U Skolskim zada¢ama
ispitanika primjenjuje se korektivna povratna informacija jer je frekvencija
zaokruzivanja odgovora ,,Moj ucitelj/uciteljica ne koristi nijedan od nacina
ispravljanja pogresaka u Skolskoj zada¢i” nula, (f = 0). Vecina ispitanika
prepoznaje uciteljeve postupke ispravljanja pogresaka u Skolskim zadac¢ama i
zaokruzuje najmanje jedan, a najviSe tri tipa, a tek manji broj ispitanika (f = 6)
zaokruzuje odgovor ,,Ne znam koji nacin ispravljanja pogresaka u skolskoj zadaci
koristi moj ucitelj/uciteljica”.

Najvise ispitanika prepoznaje korektorske znakove (f = 52), te opisni
komentar na kraju rada (f = 39) kao tipove korektivne povratne informacije koje
rabi njihov ucitelj. Potom, manje ispitanika (f = 21) prepoznaje podcrtavanje
ravnom crtom s metalingvistickim komentarom na rubnici, te Sesnaest (f = 16)
izravno ispravljanje.

® Tako ée ucitelj do 6. razreda pogreske u, primjerice, pisanju infinitiva ispred i iza zanaglasnice u
futuru 1. (u&i se u 6. razredu, u drugome polugodistu®), izravno ispraviti jer udenik jo§ ne poznaje
pravila, a na kraju 6. razreda tu ¢e istu pogresku oznaditi korektorskim znakovima jer bi tada ucenik
trebao poznavati pravilo o pisanju infinitiva ispred i iza zanaglasnice u futuru 1.
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Graf 1. Prepoznavanje korektivne povratne informacije u Skolskim zadacama
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B Prepoznavanje nacina ispravljanja pogresaka

Razvidno je kako se u razrednim odjelima u kojima je istraZivanje
provedeno primjenjuje korektivna povratna informacija kao odgovor na ucenicku
pogresku u Skolskoj zada¢i, te da su ispitanici svjesni pojedinih namjernih
postupaka ucitelja u vezi s njihovim pogreskama u $kolskim zada¢ama.

Cedée prepoznavanje korektorskih znakova kao tipa korektivne povratne
informacije koji rabi ucitelj u $kolskoj zadaci u odnosu na izravno ispravljanje bilo
je ocekivano s obzirom na stupanj obrazovanja ispitanika. Isto tako, ocekivan je
rezultat prepoznavanja opisnoga komentara jer bi on trebao biti dijelom ispravka
svake Skolske zadace.

No, frekvencije izravnoga ispravljanja i podcrtavanja ravnom crtom s
metalingvistickim komentarom na rubnici obrnute su od o¢ekivanoga. U vezi s tim
valja istaknuti kako ucitelji Cesto oznace pogreSan odgovor jednom crtom i, radi
urednosti 1 preglednosti rada, tocan odgovor — ispravak napiSu na rubnici, §to je i
dalje izravno ispravljanje. Ispitanici su taj postupak mogli zamijeniti s
podcrtavanjem ravnom crtom s metalingvistickim komentarom na rubnici, pa je
zbog toga rezultat u prepoznavanju toga tipa visi od ocekivanoga.

2.6.2. Ucinkovitost ispravljanja pomocu razlicitih tipova korektivne povratne
informacije

U reCenicama koje je trebalo ispraviti pomocu razli¢itih tipova korektivne
povratne informacije uporabljeni su normativno netoc¢ni oblici prijedloznoga i
besprijedloznoga instrumentala na gramati¢koj razini i normativno neto¢ni oblici s
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obzirom na pravopisnu normu®. Tim su sadrzajima uenici pouceni u 5. razredu u
okviru dviju nastavnih tema: sklonidba imenica i pisanje i izgovor prijedloga,
priloga, veznika i Cestica.

Prijedlog s(sa) naj¢es¢i je i najtipi¢niji instrumentalni prijedlog (Sili¢,
Pranjkovi¢ 2007). S obzirom na izricanje prijedloga s(sa), razlikuju se i dva
temeljna znacenja instrumentala: znacenje drustva i znaCenje sredstva. Glavno je
znacenje instrumentala sredstvo i njime se oznacuje predmet kojim se ili uz pomo¢
kojega se obavlja kakva radnja, npr. putovati vlakom (Sili¢, Pranjkovi¢ 2007) i
najcesce se izriCe bez prijedloga. Znacenje drustva ili pratnje u pravilu se izrazava
prijedlozno-padeznim izrazima s prijedlogom s(sa) (Sili¢, Pranjkovi¢ 2007).

Tablica 1. Tipovi korektivne povratne informacije, primjeri zadataka i vrste pogresaka

Tip korektivne Primjer: Gramaticka  Pravopisna
povratne informacije: norma: norma:
1. Korektorski U skolu idem s autobusom. - Uvjetno +
znakovi Dvije su crte dogovoreni (s + autobus)
korektorski znak za gramaticku
pogresku.
2. lzravno ispravljanje  automobilom - Uvjetno —
U skolu idem sa-automebiom- (sa +
automobil)
3. Podcrtavanje U Setnju idem s psom. + -
ravnom crtom s Prijedlog s/sa (s + psom)
metalingvistickim
komentarom
4. Opisni komentar Postar dostavlja postu s biciklom. - Uvjetno +
(s+
Pazi na pisanje prijedloga uz biciklom)

imenice koje u instrumentalu
znace sredstvo.

Kada je rijec¢ o pravopisnoj normi, ucenici su pouceni o dodavanju naveska
a prijedlogu s kada se nade ispred rije¢i koje pocinju glasovima s, §, z, Z
skupovima ks i ps, te zamjenicom mnom.

® U vezi s prijedloznim i besprijedloznim instrumentalom, uéenici, prema Planu i programu (2006)
trebaju razumjeti temeljnu ulogu padeZa u hrvatskome jeziku i ovladati uporabom padeza uz pojedine
prijedloge u skladu s (gramati¢kom) normom, te u vezi s pravopisnom normom pravilno pisati
prijedloge s(a) (mnom) u govoru i pismu.
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U vezi s navedenim Tablica 1 pokazuje kako je u 1. (korektorski znakovi),
2. (izravno ispravljanje) i 4. zadatku (opisni komentar) uporabljen nenormativni
oblik besprijedloznoga instrumentala (u znacenju sredstva), a u 3. je zadatku
(podcrtavanje ravnom crtom s metalingvistickim komentarom) naruSena
pravopisna norma, ali je uporabljen normativni oblik instrumentala s prijedlogom
s(sa) (u znacenju drustva). U 1., 2. i 4. zadatku varirano je pravopisno pravilo bez
obzira na naruSavanje gramaticke norme kako se primjerima ne bi sugeriralo je li
pogreska pravopisna ili gramaticka. Naznaka ,,uvjetno +” znaci: da je na tome
mjestu trebao biti oblik instrumentala s prijedlogom s(sa), tada u tom primjeru ne
bi bila narusena pravopisna norma. Naznaka ,uvjetno —’ znaCi: da je na tome
mjestu trebao biti instrumental s prijedlogom s(sa), tada bi u tom primjeru bila
narusena pravopisna norma.

2.6.2.1. Korektorski znakovi

U Tablici 2 nalazi se primjer reenice koju su ispitanici trebali ispraviti
pomoc¢u korektorskih znakova. Oblik besprijedloznoga instrumentala autobusom
tocno je napisalo 59 ispitanika (73,75%), a 20 je ispitanika (25,00%) variralo
pravopisno pravilo i napisalo oblik sa autobusom, iako je uz korektorski znak bilo
naznateno da oznaCava gramaticku pogresku. Jedan ispitanik (1,25%) nije
odgovorio.

Tablica 2. Korektorski znakovi

Zadana recenica Ucenicki ispravci Brojc¢ani omjer Postotni omjer
U $kolu idem s autobusom. autobusom 59 73,75%

sa autobusom 20 25,00%

nije odgovorio 1 1,25%

2.6.2.2. Izravno ispravljanje

U sljedecoj je recenici, a prikazano je u Tablici 3, oblik besprijedloznoga
instrumentala automobilom to¢no napisalo 65 ispitanika (81,25%), variralo je
pravopisno pravilo i napisalo oblik s automobilom 7 ispitanika (8,75%), a prepisalo
prekrizeni oblik sa automobilom troje ispitanika (3,75%). Petero ispitanika (6,25%)
nije odgovorilo.
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Tablica 3. Izravno ispravljanje

Zadana reéenica Ucenic¢ki ispravci Broj¢ani Postotni omjer
omjer
automobilom automobilom 65 81,25%
U skolu idem sa s automobilom 7 8,75%
adtomebilom: sa automobilom 3 3,75%
nije odgovorio 5 6,25%

2.6.2.3. Podcrtavanje ravnom crtom s metalingvistickim komentarom

U trecoj je recenici uporabljen gramaticki normativan oblik instrumentala
sredstva, ali je to jedina recenica u kojoj je trebalo ispraviti pravopisno netocan
oblik s psom u pravopisno to¢an oblik sa psom (Tablica 4). Pogreska je u toj
reCenici bila podcrtana ravnom crtom, a uz nju je naznacen metalingvisticki
komentar (prijedlog s/sa). Veéina je ispitanika, 71 (88,75%) napisala pravopisno i
gramati¢ki normativni oblik sa psom, 3 (3,75%) su ispitanika napisala oblik
istovjetan pogresnome u polazi$noj reCenici, S psom, a petero ispitanika (6,25%)
nije odgovorilo. Jedan je ispitanik (1,25%) napisao s pticom S§to je gramaticki
ovjeren oblik, pravopisno to&an, ali je sadrZaj re¢enice malo vjerojatan™.

Tablica 4. Podcrtavanje ravnom crtom s metalingvistickim komentarom

Zadana reGenica Ucenicki ispravci Broj¢ani Postotni omjer
omjer
U Setnju idem s psom. sa psom 71 88,75%
Prijedlog s/sa S psom 3 3,75%
s pticom 1 1,25%
nije odgovorio 5 6,25%

2.6.2.4. Opisni komentar

U Cetvrtoj reCenici (Tablica 5) viSe od polovice ispitanika, 53 (66,25%)
napisalo je tocan odgovor biciklom. Sesnaest ispitanika (20,00%) variralo je

19 primjeri koje su ispitanici napisali, a gramati¢ki su ovjereni (iako ne odgovaraju o&ekivanome
obliku) ne prikazuju se kao pogresni odgovori u Tablici 6.
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pravopisno pravilo u toj reCenici napisavsi oblik sa biciklom, troje je ispitanika
(3,75%) zapisalo reCenicu jednaku polazisnoj s oblikom s biciklom, a Sest
ispitanika (7,50%) nije odgovorilo. Reenicu (Postar dostavija postu na biciklu.)
napisala su dva ispitanika, te je reCenica gramaticki ovjerena jer su ispitanici
uporabili prijedlog na + lokativ u znaéenju sredstva, dok je u recenici (Postar
dostavlja postu s autom.) Koju je napisao jedan ispitanik sadrzaj re¢enice moguc,
ali je uporabljen nenormativni oblik besprijedloZznoga instrumentala sredstva (uz
uvjetnu pravopisnu to¢nost).

Tablica 5. Opisni komentar

Zadana reGenica Uceni¢ki ispravei  Brojcani Postotni omjer
omjer

Postar dostavlja poStu s biciklom 53 66,25%
biciklom. sa biciklom 16 20,00%
Pazi na pisanje prijedloga uz s biciklom 2 3,75%
imenice koje u instrumentalu s autom 1 1,25%
znace sredstvo. na biciklu 2 2,50%

nije odgovorio 6 7,50%

2.6.2.5. Analiza pogresaka

Postavlja se pitanje: Moze li pisanje to¢nih oblika biti povezano s
primijenjenim tipom naznaCivanja i ispravljanja pogreSaka ili je u vezi s
ovladanosti izdvojenom gramatickom kategorijom? U Tablici 6 navedeni su, za
ispitanike koji su grijesili, zajednicki rezultati broja pogre$aka uz primjenu Cetiriju
tipova korektivne povratne informacije koji pomazu odgovoriti na postavljeno
pitanje.

Ispitanici su (njih 29, 36,25%) ispravljajuci 4 reenice napisali ukupno 53
nenormativna oblika prijedloznoga i besprijedloZznoga instrumentala narusavajuci
gramati¢ku i pravopisnu normu. Cak polovicu pogresnih oblika (27) napisalo je 9
ispitanika sustavno grijeSe¢i u 3 od 4 zadatka. Oni koji su pogresno ispravili 3 od 4
zadatka, dosljedno u zadatcima variraju pravopisno pravilo u odnosu na polazi$ne
reCenice ili prepisuju re€enicu istovjetnu polazi$noj. Ni u jednom zadatku nisu
proizveli oblik besprijedloznoga instrumentala sredstva i, mozemo re¢i, do kraja 6.
razreda ne vladaju tom jedinicom standardnoga jezika, te sustavno grijese u pisanju
ispravka bez obzira na primijenjen tip korektivne povratne informacije koji bi im
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(viSe ili manje, ovisno o stupnju metalingvistickog pojasnjenja) u tome trebao
pomo¢i. GrijeSe ¢ak i u pisanju ispravka kada im je tocan odgovor napisan iznad
pogreske (izravno ispravljanje).

Tablica 6. Broj pogresaka uz primjenu Cetiriju nacina ispravljanja pogresaka

3 pogreske 2 pogreske 1 pogreska BROJ
POGRESAKA

1 - - - - - 20
2 - - 10
3 - - - - 4
4 - - - - - 19
Ispitanika: 1 8 4 1 1 6 2 0 6
UKUPNO 9 6 14 29
ISPITANIKA:
UKUPNO 27 12 14 53
POGRESAKA:

No, sto kada ispitanici grijeSe u jednom ili dvama zadatcima?

Koji grijese u dvama zadatcima, najc¢esce grijeSe u 1. i 4. zadatku (f=4), te
po jedan ispitanik u 1. i 3. (f = 1) i jedan u 3. i 4. zadatku (f = 1). Najvise je
ispitanika koji su imali jednu pogresku pogresno napisalo 1. zadatak (f = 6) i 4.
zadatak (f = 6), samo dva ispitanika 2. zadatak (f = 2) i nitko od ispitanika 3.
zadatak (f = 0). Izostavimo li rezultate u 3. zadatku (koji je jedini zadatak u kojemu
je pogreska bila pravopisna, a ne gramaticka), dobivamo sljedece: u ispravljanju
nenormativnih  oblika besprijedloZznoga instrumentala sredstva ispitanici
podjednako tesko ispravljaju pogreske uz pomo¢ korektorskih znakova u 1.
zadatku (11 pogresaka) i opisnoga komentara u 4. zadatku (11 pogreSaka), a lakse
uz pomo¢ izravnoga ispravljanja (2 pogreske). Ispitanici ¢eS¢e piSu normativne
oblike besprijedloZznoga instrumentala sredstva uz izravno ispravljanje, dok im je
podjednako tesko uz korektorske znakove i opisni komentar*,

1 Neka su istrazivanja (Lee 2005) pokazala da se izvedba ucenika nije razlikovala kada su ugitelji
pogreske samo oznadili ili kada su se koristili korektorski znakovi kao tip korektivne povratne
informacije s metalingvistickim poja$njenjem.
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Na samome kraju, usporedit ¢e se rezultati prethodnih istrazivanja u vezi s
ovladanos¢u ispitanika besprijedloZznim instrumentalom 1 rezultata ovoga
istrazivanja. Aladrovi¢ Slovacek (2012) u vezi s komunikacijskom kompetencijom
ucenika 5. razreda navodi kako 47% ispitanika prepoznaje pogreske u pisanju
besprijedloznoga instrumentala sredstva (u recenici S viakom putujem u $kolu.) $to
je tumaceno dobrim rezultatom. Jelaska i Bjedov (2015) zakljucuju kako su ucenici
na kraju 8. razreda opcenito ovladali tom jedinicom standardnoga jezika (vlak kao
sredstvo) jer ju je proizvelo vise od 90% ispitanika, ali nisu ovladali kategorijom
sredstva jer olovka kao sredstvo pisanja, te dvije crte kao sredstvo podcrtavanja
imaju manji broj normativnih odgovora (84%). Rezultati se ovoga istraZivanja
smjestaju izmedu rezultata dvaju navedenih istrazivanja — 27 ispitanika na kraju 6.
razreda (33,75%) napravilo je pogreSku u zadatcima u kojima im je
metalingvisticko pojasnjenje trebalo pomo¢i u prizivanju svoga znanja o
besprijedloznome instrumentalu sredstva iz 5. razreda (1. i 4. zadatak). Zakljucuje
se da trecina ispitanika ovoga istrazivanja jo§ ne vlada ovom gramatickom
kategorijom (putovanje prijevoznim sredstvom), te bi vjezbama proizvodnje
besprijedloznoga instrumentala sredstva trebalo u praksi posvetiti viSe pozornosti.

3. UMJESTO ZAKLJUCKA

Ovo je istrazivanje pokazalo da je korektivna povratna informacija dijelom
nastavne prakse kojom se odgovara na uc¢enicku pogresku u skolskoj zadaci. U vezi
je s tim svjesnost ucenika o namjernim postupcima ulitelja kada je rije¢ o
pogreskama u Skolskoj zadacdi, postupku koji je za ucitelje zahtjevan i iziskuje
mnogo vremena i truda. Stupanj obrazovanja ispitanika usmjerio je ocekivanja o
¢es¢em prepoznavanju korektorskih znakova u odnosu na izravno ispravljanje kao
tipa korektivne povratne informacije, Sto je istraZivanje i pokazalo. Ocekivan je
visok rezultat i prepoznavanja opisnoga komentara. Suprotno ocekivanjima,
rezultatima je potvrdeno da je izravno ispravljanje slabije prepoznato u odnosu na
podcrtavanje ravnom crtom s metalingvistickim komentarom. To moZemo pripisati
moguéem zamjenjivanju tih dvaju tipova jer izravno ispravljanje u praksi zbog
podcrtavanja ravnom crtom i pisanja to¢noga odgovora na rubnici (radi
preglednosti) nalikuje podcrtavanju ravnom crtom s metalingvistickim
komentarom na rubnici. Svakako bi bilo potrebno provesti usporedno istrazivanje i
s uciteljima (ili barem analizom Skolskih zadac¢a) o primjeni pojedinih tipova
korektivne povratne informacije i njihovoj zastupljenosti na razli¢itim stupnjevima
obrazovanja.
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Rezultati u zadatcima ispravljanja nenormativnih oblika prijedloznoga
instrumentala druStva i besprijedloznoga instrumentala sredstva primjenom
razli¢itih tipova korektivne povratne informacije pokazuju da su ucenici u
ispravljanju istovjetne gramaticke pogreske uspjesniji kada im je ponudeno to¢no
rjeSenje (izravno ispravljanje), a teze im je ispraviti kada su pogreske oznacene ili
pojaSnjene  metalingvisti¢ki  (korektorski  znakovi, opisni komentar) i
pretpostavljaju aktiviranje ucenikova znanja o jeziku. Buduca bi istrazivanja
trebalo usmjeriti ucinkovitosti ucenikova ispravljanja pogresaka prije i nakon
razdoblja jezi¢ne automatizacije uz tipove korektivne povratne informacije kojima
se pogreske samo naznaCuju i prati ih razliCiti stupanj metalingvistickog
pojasnjenja. Analiza broja pogresaka upucuje na vaznost ovladavanja pojedinom
jezi¢nom jedinicom kao preduvjeta to¢nog ispravljanja uz bilo koji tip korektivne
povratne informacije.

Kako bi se ispitala funkcionalnost i svrhovitost korektivne povratne
informacije, buduca bi istrazivanja medu ucenicima trebala pokazati razlikuju 1i se
ucenici u proizvodnji normativnih oblika besprijedloznoga instrumentala sredstva
(i drugih jezi¢nih jedinica) kada im je put od pogreske do to¢noga odgovora
posredovan korektivnom povratnom informacijom s razli¢itim stupnjem
metalingvistickog pojasnjenja, tek naznacivanjem pogreske bez metalingvistickog
pojasnjenja ili kada korektivna povratna informacija izostaje.
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CORRECTIVE FEEDBACK IN MOTHER TONGUE TEACHING

Summary

Error correction is a frequently debated topic in the field of mother tongue and second
language teaching and learning. This study focuses on students’ perception of teachers’
corrective feedback and its effectiveness. The aim of this study was to examine whether
students recognize corrective feedback in written assignments and how effectively they use
it to correct the selected language forms. By treating non-standard forms with different
types of corrective feedback we tried to analyse which type of feedback helps students to
produce the highest number of correct forms. Furthermore, we tried to determine whether
the production of correct forms is connected with the way errors are marked and corrected
or with the degree of mastery of a particular grammatical category.

30



KOREKTIVNA POVRATNA INFORMACIJA U POUCAVANJU MATERINSKOGA ...

The research has shown that written corrective feedback is used in school assignments and
that the participants are aware of teachers’ treatments of their errors in certain cases. The
participants most often recognize correction marks and descriptive comments as types of
written corrective feedback in school assignments. Moreover, the research has shown that
the participants regularly fail to correct their errors regardless of the type of corrective
feedback employed if they have still not mastered the language unit in question. However,
they are more likely to produce standard forms with direct error correction, while they find
it equally difficult with the help of correction marks and descriptive comments.

Key words: corrective feedback, error correction, written assignments, school assignment,
students.
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Prihvacéeno: 24. 7. 2019.

31






busbana M. baouh OpUrHHAITHN HCTPAXKUBAYKH pajl

Yuusepauret y Hoom Cany YIK: 811.163.41°367.625(038):371.3
Ounoszodckn paxynrer, OICeK 3a CPICKH VIK: 811.163.41°243:371.3
JE3WK W JIMHTBUCTHKY DOI: 10.19090/mv.2019.10.33-58

biljanab@ff.uns.ac.rs

MOP®OJIOIIKO-CUHTAKCUYKHU MUHUMAJIHU PEYHUK
I'JIAT'OJIA Y HACTABHU CPIICKOI JESUKA KAO CTPAHOI / IPYT'OI
N KAO MATEPIBET

AIICTPAKT: Y pany ce: 1) npe3eHtyje MOP(OJIOIIKO-CHHTAKCUYKH MUHUMAIHU PEYHUK
rjaroia, Kako OW ce TOKa3aju MPUHIMIHN HEeroBor ypehema W HeroB caapxkaj, 2)
aHanu3upa rpaheme Npe3eHTa M HUMIIEpPaTHBAa y CPIICKOM jE3MKy IpeMa pelieBAaHTHUM
rpaMaTuKaMa, Kako OH ce yKa3ajo Ha IpoOieMe y Be3d ¢ OBUM OOJHLIMA KOjH MOTHYY OX
HEYyCKIAjeHOCTH TMpUCTYN4 M MHIOUBCHA Yy THM TIpaMaTukamMa, W Hpernopydyje
HAajjeTHOCTAaBHUjH MPUCTYI Yy o0Opajy OBa JIBa TJarojcka oOiuKa, 3) majy YecTH MpUMepH
HapyIIeHe HOpMe y YIOTpeOH IIarojckux o0JIHKa, a O]l CTpaHe H3BOPHUX FOBOPHHUKA, KAKO
0u ce mokas3ajo Jia 32 OBaKBHM PEYHHKOM IIOCTOjH ¥ IIHMpa IOTpeda HEero IITO je HacTaBa
CPIICKOT KA0 CTPaHOT / IPyToT.

Kwyune peuu: cprcku je3suk, MopdoIioryja, CHHTaKca, JiekCukorpaduja, riaroju, Mpe3eHT,
HMMIIEPATHUB.

A MORPHOLOGICAL AND SYNTACTIC MINIMAL DICTIONARY OF
VERBS IN TEACHING SERBIAN AS A FOREIGN/SECOND AND FIRST
LANGUAGE

ABSTRACT: The paper presents a morphological and syntactic minimal dictionary of verbs
and describes the principles of its organization and its content. It also analyzes the
formation of present and imperative forms in Serbian according to relevant grammar books
of Serbian, pointing out problems related to these forms that arise from a mismatch of
approaches and viewpoints in these grammar books and recommends an approach to the
treatment of the given verb forms which is believed to be the simplest for foreign students.
Finally, it provides common examples of breaking of the norm in the use of verb forms by
native speakers in order to show that there is a need for such a dictionary, not only in
teaching Serbian as a foreign/second language, but also in teaching Serbian as a first
language.

Key words: Serbian language, morphology, syntax, lexicography, verbs, present,
imperative.
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Kammdukanmjy pednuka mopgonowko-cunmaxcuuky y CpOUCTHII MOTY
MIOHETH TPH PEUHMKA: Peunuk enazona ca epamamuykum u IeKCUYKUM OONYHAMA
(TTerposuh—Tyauh 1989), satum Srpsko-madarski recnik glagolske rekcije (Burzan
i dr. 1992), u Naucimo srpski 1 i 2 — Recnik glagola (Babi¢ 2011). V oBom pany
Jato oapeheme OJHOCH ce Ha MOCHIEAH HAaBEIECHH PEYHUK KOjU CE O OCTaJHX,
npe CBera, pasiuKyje IpeMa KpUTEpHjyMy Mpoduiia KOPHUCHUKA, & TO Cy OHH
KOjuMa je CPIICKH CTPaHHU je3UK, HE HEMaTePhU.

1. MOPO®OJIOINKO-CMHTAKCUYKU MMHUMAJIHU PEUHUK I'TAT'OJIA
CPIICKOI" JEBUKA KAO CTPAHOTI"

Ionasehn ox ocHoBHHX Jekcukorpadckux mocraku (Sipka 2006%: 160—
164), MoxeM0 OCMaTpaTh U OMKMCATH OJHOC PEUHHKA IpeMa:

1. rpahwu, xojum je onapeleH 3axBaT pedyHHKA,

2. cacTaBjbauy, IITO oapel)yje BEeropy Hamepy u

3. KOpHCHHKY, mTO onpel)yje HaMeHy peyHHKa.
Ha ocHoBy oBe Tpu penamuje, y Be3W C THUIIOM MOCMAaTPaHOT peqHI/IKa2

Moxemo pehu aa je:

1. mpema chepu HHTEpecOBamba — TMHIBUCTHYKH, jep ce 0aBU UCKIbYYHBO
jE3UYKOM CTPaHOM JIEKCHYKE jEeJHHUIIE,

2. mpemMa Opojy je3uka Koju ¢y y lbeMy o0pal)eHH — jeTHOje3UUHH,

3. mpema oOyxBalieHO] JIEKCUIIM — Yy MHTamky je MOCEOHH PEYHHK, jep ce
pazy 0 caMo jeJHO] BPCTH peud; MUHUMAIITHIM ra YuHE U3BOpHU rpahe —
TO Cy HACTaBHU MaTepHjalld Koju ce KopucTe y LIeHTpy 3a cpricku je3nk
kao cTtpanu (mpu OJceky 3a CpICKM jEe3UK M JIMHTBHCTHUKY
dunozodekor dpakyntera Yuusepsurera y Hosom Cany),

4. mpema HauuHy NpeAcTaB/bakba oOyxBaheHe JEKCHUKe, pagd ce O
CHEUMjaTHOM, YYEHHYKOM PEYHHMKY, KOjU 3a LWJb UMa IOIHC, OIUC,
TyMauewe, W JIOTWYHY, TperjieqHy W (QYyHKIMOHANHY Mpe3eHTaIujy
CBUX PEJICBAHTHHX I'PaMaTHUKUX U CEMAaHTHUKHUX OCOOMHA ogabpaHux
ryarosa.

! 3a pasnuky oz HaBeeHa TPH JIeKCHKOrpadcKa Aeia, PedHHK riaroickix odmika Glossary of Verbal
Forms (Otasevi¢ 2006) mpeacTaBsba 9UCTO MOP(OIJIONIKN PEUHHK.

2 11 oBaj pax, ka0 1 caM Peunnk rmaronma, oclama ce Ha Marucrapcku pag b. Ba6uh, mox macioBom
MopdoI01IKO-CHHTAKCMYKH MUHHMMAaJIHH PEYHHK IJIaroja CPICKOr je3UKa Kao CTPaHor, oA0pameH
26. jyna 2010. na ®unozodckom dakynrery Yuausep3urera y HoBom Cany.
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[ToMeHyTH peYHHUK TJ1arojia HacTao je Kao pe3yiTaT BUIIETOIHUIIBET pajaa
ca CTpPaHHMM CTYJCHTHMA M Kao IOCIEINIa CyouaBama ca YHIHCHNAIIOM JIa OHH KOjH
yue CPIICKH je3UK peJ0OBHO Hauja3e Ha UCTe MpobieMe y mpolecy yuema, a To je —
C jemHe cTpaHe — TEeKWHA MaTepHje Koja ce y4d, W ca Jpyre — HETNOCTOjame
onaropapajyher mpupyyHuKa ¥ PEUYHUKA, JBOjE3MYHOT WU jeJHOje3UYHOT. Peunnk
je, Jakie, HacCTao0 Kao pe3yiTaT MOKyIlaja Ja ce CTyACHTHMA OJaKila Y4Yeme H
yCBajambe IJIaroya y CBUM BUXOBHM CETMEHTHMa — MOP(OJIOIIKOM, CEMaHTHIKOM,
CHHTAKCMYKOM W HUAMOMATcKoM. [naromu cy wu3a0paHM Kao BpcTa pedyd ca
HAjCIOXKEHUJUM CHUCTEMOM MOPQOIIOMIKAX O0JIMKAa W TPaMaTHYKUX 3HAYEHa, KOjH
CTpaHWM CTyIEHTHMa 3aliajy HeCyMIMBO HajBuile Myke. [Ipumepa pamgu, Ha
noueTHUM HuBoMMa (Al 1 A2) yue ce: MHGUHUTHB, ITPe3eHT (6 00uKa), nepdekar
(16 cnoxxenux obmuka), motennujai (13 crnoxennx obmmka), pyryp I (5 mpoctux u
5 cioxxeHuX 00JIMKa) U uMmrepatus (3 00JuKa, U Heka + TPE3eHT 3a 3. J1. jJeIHUHE,
onu. MuOXHHE).? JIako je 3aK/bY4MTH 1a CTYACHTH Ha OBHM HHMBOHMA 3a CAMO
jemaH TpaBWJIaH TPAH3WTHUBHU TJIAroJl CPIICKOT je3wka (HIp. negamu) Tpeda na
Haydye 51 pasnumuuty Qopmy, mpocTy wid cloxkeny. [ogamo nu Tome jom u
napTUIMI nacusa (6 00JIMKa) U jeraH oJ JIBa IJIarojcka npuiora — Ha HuBouma b1
u b2, nonaszumo 10 58 paznmuuutux Gopmu.

1.1. Maxpocmpyxmypa Peunuka 2nazona

bynyhu na je peyHuK HaMemeH CTYJeHTHMA, MPUWIAroheH UM je Y CBaKOM
norneay. Kopmyc je ¢gopmupan ekcuepriujom rpaje U3 HACTAaBHHX KOMILIETA
Hayuumo cpncku — Let's Learn Serbian 1 (yubenuk, pamgna cBecka u L[J]) u
Hayuumo cpnexu — Let's Learn Serbian 2 (yubenuk, pagHa ceecka u 2 I1J]-a),
rpyre ayropa, Koju ce kopucre y LleHTpy 3a cpricku je3uk Kao cTpaHH. Y KOpITycC
j€ YBPIUTEH CBakH IJaroJ 3abejexeH y HaBeIeHOM Marepujany. 300T H3y3€THO
BEJMKOr Opoja Jiekcema MpeaBu)eHHX 3a yCBajarbe, M30CTaBJbEH j€ OHAj CJIOj
TJIar0JICKE JIEKCUKE KOjU ce Hajla3Hu y MHCTpyKLHMjaMa 3a cTyaeHTte. Tako Gopmupan
KOpITyC caapKu yKymHo 1122 rmaroma u 1594 muxoBa 3HauernA.

[MomrTo HaBeJeHM HACTAaBHH KOMIUIETH O0YyXBaTajy TPaJvBO 32 YETHPH
HHMBOA 3Hama je3uka (mpema 3ajeonuuxom esponckom oxeupy Casema Eepone):
noyethu 1 u 2 (Al, A2) u cpenwu 1 u 2 (bl, B2), Peunux je HamemeH
NoJIa3HULIMMa OBUX KypceBa. [la Ou ce cTyneHTH JaKiie CHaJa3wil y lbemy, 1a Ou

¥ 3ameMapyjeMO OBOM NPHIIMKOM F>CTOBE OIPHIHE OOIIIKE.
* AKO 3aMHCTIMO Ja CBAKH TIaroj y KOpmycy uma yrephennx 58 hopMu Ha MOUETHOM H CPEImeM
HHBOY, 0J1a3uMo 110 65.076 ¢hopmu kojuMa O CTyASHT Tpebao fa Baga Ha Kpajy CpeAmber 2 HUBOA.
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pa3ay4mniu moTpeOHO o1 HemoTpeOHOT, a y 3aBUCHOCTH O/ HUBOA 3HaMa je3NKa Ha
KOjeM Cy, 3a CBaKH OJI YeTHPU HHUBOA yBe/IeHa je moceOHa 60ja. Kao moaceTHuk, y
NOJHOXKjYy TapHUX CTpaHHMLA pEYHMKAa Hama3u ce cineaeha nereHma vy
onromapajyhum 6ojama: Al A2 B1 B2 (Al — 3eneno, A2 — tamHoIpBeHO, bl —
mwiaBo u b2 — 1pBeHo).

CBe peuHMUYKE OJApETHHIE H3JIOKEHE Cy aleleHUM pPEIOM CPIICKOT
je3WKa; y OKBHUPY PEYHHWYKOT WIaHKa HM3ABOjeHa Cy cBa 3a0ere)keHa TIaroicka
3Ha4YeHa, 3aTUM Y OKBHPY CBAKOT 3HaueHha M3IBOjEHH Cy 3a0€lIeKCHU PEKLHjCKH
MOJENW, M Ha Kpajy CBakKM MOJET MOTBpHEeH je mpuMepruMa W3 HaCTaBHOT
MaTepujaia; a CBe TO je YHyTap jEIHOr WIaHKa H3JI0KEHO IMpemMa peaociery
HOj aBJbMBakba Yy HACTABHUM KOMIUJICTHUMA, HITO CC JIAKO MOXKC MPATUTH HAa OCHOBY
ynoTpedJpeHux 00ja.

On enemeHaTa KOju ce y JIeKcUkorpaduju Ha3upajy npatehuM JenoBuMa
peYHHKa, a KOjU JONMyHaBajy HEroOB OCHOBHH CaJpikaj W KOPHUCHHIIMMA
onakmaajy ymotpeby (Sipka 2006% 165-166), oBaj pedHHK CampKH: YBOIHH
TekcT (YKIbyuyjyhu u rpamatiuky ckully — Vodic kroz Recnik) n cimcak cumbona
U ckpaheHuIa, CBe TO Ha CPIICKOM j€3MKy M y TPEBOJY Ha EHIVIECKH, HEMayKH,
PYCKH ¥ KOPEjCKH.

1.2. Muxpocmpyxmypa Peunuka 2nazona

Peunnuky 4nmaHak 4yuHA 12 eneMeHarta, YMjU je pacmope] mpuiaroeH
CTYJICHTUMA U JIOCJICTHO CIIPOBE/ICH: MH(HHUTUB, TIIar0JICKH BH/I, TJIArOJICKH PO,
NPE3EHT, MAPTUIUI aKTHBA, UMIIEPATUB, TAPTHUIIMI TACKBa, Je(DUHUIIN]jA 3HAYCHA,
PEKIHMjCKH MOJIEN, TpUMep ynoTpeOe riarojia, BHIACKH map W HIUOM. Pacropen
uHpopMaIFja YCIOB/BEH je: PeIOoCeIOM I0jaB/bHBakba y HACTABHOM IIPOIIECY,
CTEMEHOM Ba)XHOCTH 3a CTyZeHTe, Mel)ycoOHOM moBe3aHomily U ycioBibeHOIIhy
TMIOje/IMHUX eJIEMEHATA.

IIpBu eleMEHT je OApeIHHYKA Pedy, Y OBOM Cliyya)y MH(UHHTHB, ca
00aBe3HO 00EJIeKEHUM MECTOM aKICHTa U He 00aBE3HO MCTAKHYTHM MPe(hUKCOM.
W3a nnduHuTHBa pacnopeleHe cy rpamaTHyke KaTeropuje IrJiaroJicKor BHAa U
pona. Kom Bumma, 3abenexeHa Cy TpU OCHOBHA THMA: UMIEPPEKTHBHH,
nep(HEeKTHBHA ¥ JABOBHICKH TJIATOJIM, Ka0 W MOTYNHOCT Ja jelaH WCTH TJIaron y
3aBHCHOCTH O] CBOjUX 3HAUCHa MMa Pa3IHUNTE O3HAKE BUJIA:

POpiti A pf, tr
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Kan je poa y mutamy, kmacudukaiuja o0yxsaTa MeT THIIOBA Ii1aroja Koje
OM CTyZeHTH MOpand pa3yMeTH, TO Cy: TPAH3UTHBHH, TpPAaH3UTUBHU 0e3
eKCIUTHIMPaHe 00jeKaTCKe TOMyHe,” MHTPAH3UTHBHH, Pe(IeKCHBHU ¥ PELUITPOUHH
rimaronu. Kao mTo je 6mo cirydaj ¢ BHIOM, TaKo je UCTO U C POJOM — y 3aBUCHOCTH
0]l CBOjUX 3HAUEHa, jelaH UCTH TJIarojl MOXKe MMaTH Pa3uuuTe 03HAKe Poja.

Hakon rpamaTHukux Kareropuja BHAa W poaa, pacnopeheHu cy
MOP(DOIIOMIKY OOJIUITH, OHUM DPEIOM KOjHM C€ YBOJE y HACTaBHOM IIPOIECy Ha
YeTUpU MOMEHYTa HUBOA: MPE3CHT, NapTHUWN akTuBa (y cactaBy nepdexTa) u
umnepatuB (HuBo Al), m maprurun nacusa (b2). Pagn Oosbe mperimeaHocTH u
JIAKIIe OpHjeHTaldje cTyneHaTa, Mel)ycoOHO Cy pa3/BojeHH YCIIPaBHOM ILIPTOM.
Ipe3enT je mpencrasbeH ABama oOnunuMa — 1. 1. jeqHuHE U 3. 1. MHOXKHHE. 3a
Pa3ivKy OJ Eera, OCTAIX TIATOJICKH OOJHIH MPEICTAB/FEHH Cy jeTHOM (hOpPMOM:
NapTHIMI AKTHBA — OOJMKOM MYIIKOT poja jeTHUHE, MMIEpaTuB — 2. .
jemHuHE, MAPpTHIHUI MAacHBA — O0JMKOM MYIIKOT POJa jeTHUHE:

POpiti A pf, tr B popijem, popiju | popio | popij | popijen

N3a mopdonomkux obauka ciaeau AeUHUIUja 3HAYEHA, 32 BOM J]0J1a3e
PeKLIMjcKH MojeJ U NMpuMepH ymoTpede, 1 To He ciyyajHo. C jemHe crpase,
MOJIEJI CJIE/IN 32 3HAYCHEM jep je BbUME YCJIOBJBEH, a ca JApyre CTpaHe, MPEeTXOAN
npuMepumMa yrnorpede 300T cBoje BaXHOCTH U JIAKIIET youaBama:

POpiti A pf, tr B popijem, popiju | popio | popij | popijen C ako si popio
nesto (vodu, kafu, sok i sl.), pio si to do kraja i niSta nije ostalo D (V + @ AK) Idem
da popijem mleko. Obi¢no ne stignem da doruckujem, ali uvek imam dovoljno
vremena da popijem kafu.

Peknujcku Mojen TpeACTaBibeH je TJarojoM Kao BpPCTOM pPedH, ¢
KOHKpEeTHOM (opMoM  (MaJIe)KHOM WJIM  MIPEJUIOIIKO-TIAIC)KHOM), WIH  ca
CHUHTAaKCUYKOM jE€AMHHUIIOM (3aBUCHOM WJIM HE3aBUCHOM peueHHLoM). Pacmopen
eleMeHara y Mojeiy Mo TpaBWIly je YCTaJbeH W HJE OJ] Tiarojia Ka HEeroBUM
JoIlyHama ¥ onpendama, 1 OJHOCH Ce, HE3aBUCHO O IPUMEpa, Ha HeyTpajlaH pex
peun. Hajehu Opoj mpumepa npeHer je U3 u3Bopa y HEU3MEHEHOM OOJIHKY.

® V3 MHOre TpaH3MTHBHE IyIaroje 06jeKaT ce He MOpa eKCILTHIHPATH — Y CIy4ajy Kaj je caMma paimba
BaXHHja OJ Hera WiM Kaja ce OHa CyOjeKTy NPUIKCYje Kao HEeroBO CBOjCTBO, ymMehe MM HaBHKa
(uumamu, oopyuxosamu, kyéamu u ci. (Ilerposuh—/ynuh 1989: 6)).
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30or wMamer 3HaYaja KOju WMa y Topehemy C PEeTXOTHUM
nHpopMaIjamMa, Kao M 300T TOra IITO Ta CTYACHTH TEeXKE CXBaTajy, TOTOBO Ha
caMOM Kpajy WiaHKa Hajda3d ce BHMACKH Napmak. 3a pasiuKy OX Ipyrux
HaBEJCHNX PEYHMKA TJaroyia, OBJIE Cy BHACKH IAPOBH PA3IBOjEHH W Y LEIUHH
obOpalhenn y moceOHMM uinaHupma. CacBUM Ha Kpajy PEUYHHUYKOr YJaHKa J0Ja3e
HINOMM:

POpiti A pf, tr B popijem, popiju | popio | popij | popijen C ako si popio
nesto (vodu, kafu, sok i sl.), pio si to do kraja i nista nije ostalo D (V + @ AK) Idem
da popijem mleko. Obi¢no ne stignem da doruckujem, ali uvek imam dovoljno
vremena da popijem kafu. E piti F POPITI NESTO S NOGU ako si popio nesto s
nogu, popio si to na brzinu, vrlo brzo ¢ POPITI NESTO NASTE SRCA ako si
popio neSto naste srca, popio si to pre nego Sto si nesto pojeo, obicno odmah
ujutru.

HJa ©Ou peyHHykd ujaHak OWO TMpErJIeAHWjH, TPBUM CIOBUMA
(MHTEepHAIIMOHANIHE) alelene pasrpaHUYeHH Cy MOjeMHH HErOBH CErMEHTH.
CermenT A creiyd oaMax u3a MHOUHUTHBA U y HEMY c€ Hajlaze rpaMaTHiKe
KaTeropuje riarojiickor Buaa u ponxa. CermeHt B cagpxu detnpu mopdoonika
obnuka. Y tpehem cermenty (C) mato je 3Haueme riarona, y uerBprom (D)
pexumjcku Mozaen u npumepu ynorpede. CermeHT E HamemeH je BHICKOM
napmaky, u nocneamn (F) nanomuma.

C 003upoM Ha TO Jia je 3HaUYeHE TIaroja CpeAUIIBbY eIEMEHT PEUHUYKOT
YJIaHKa, jep OHO MOXKE YCJIOB/bABaTH OWJIO KOJU OJf €JIeMEHara: BHJ, PO/,
Mopdoomike o0IMKe, PeKIMjCKU MOJIEN WM BUACKU Napkhak, y HUJbY MOCTH3Amba
NPErJIeIHOCTH W Pa3yMJBHBOCTH, YBEJCH j€ TOTWIAHAK 332 CBAKO HOBO 3HAUCH:-C
jenHor ucror riarona. lloTumaHak HHje HHUIOTa APYrO IO IOHOBJHEH HMOYETHH
4JlaHaK, anu ca obeNexjuMa riiaroyia Koja cy KapakTepUCTHYHA 3a JIATO 3HAYCHE.
Ja mnpunanajy jeaHOM HCTOM TIJIarojiCKOM YIaHKY, IOKa3aHO je THME IITO
NOTYIAHLIM HUCY Pa3[BOjEHH MPOPEIOM U IITO HEMajy cerMeHT F, Hero oH nonas3u
CacBMM Ha Kpajy WiaHKa, 3arBapajyhu ra, y 00ju KOjOM je ¥ OTBOpPEH, OJTHOCHO Y
00ju TIPBOT 3HAYEH:A.

2. CIIEHONYHOCTU TTPE3EHTA U UMITEPATUBA YV HACTABU
CPIICKOTI JESUKA

2.1. Jla Obucmo Oosbe pazymenu moTpedy 3a MOpGOJIONIKO-CHHTAKCHIKUM
PEYHHMKOM TJIarojia y HAaCTaBH CPIICKOT je3uka, Tpebda pa3MOTPUTH HEKOJIMKO
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nuTama. [lohuMo o mpe3eHTa, Ka0 OCHOBHOT TJIArOJICKOT OOJMKA, KOjU CE€ MPBH
YBOAM Yy HACTaBU CPIICKOT Kao CTPAaHOT, M MOhHUMO O YETHUPH peJeBaHTHE
rpaMaThKe CPIICKOT je3rKa, Ha Koje OM CBaku JIEKTOp Tpebajo 1a ce OCIOHH
HNPUINKOM TIpHIIpEeMe 3a o0paay mpe3eHTa. /IBe o HBHUX HaMEHhEeHE Cy M3BOPHHM
TOBOPHUIIMMA, a JIBE OHMMa KOjH ce 0aBe CPIICKUM Ka0 CTPaHHM:

1. I'pamamuka cpnckoe jesuxka (3a eumHazuje U cpedrwe UiKoje)
(Cranojunti-ITonosuh 2012,

2. Gramatika srpskog jezika za strance (Mrazovié—Vukadinovié 2009°),

Tpamamuxa cpncxoe jesuxa 3a cmpanye (Knaju 2006),

w

4. Hopmamusna epamamura cpnckoe jesuxa (Iunep—Knaju 2013).

2.1.1. Tlonazehim on mnurama Kaxo ce epadu npezewm?, HaBEICHE
rpaMaTUKe MOXXEMO MOJENUTH Ha OHE KOj€ yodaBajy MPE3EHTCKY OCHOBY U OHE
Koje To He 4nHe. Y BHUMa HanmaszuMmo cienehe onrosope. IlpeMa cpeamOmKoICcKoj
rpamMaTuIly, MPE3eHT ce Tpaau O/ NMpe3eHTCKe 0CHOBE ,,0IaBAbeM CaMO JIMYHUX
HacraBaka® Ha Ty ocHoBy” (Cranojunh—ITormosih 2012%: 120).

IMpema Hopmamusnoj epamamuyu: ,JIpe3eHT uMa mpocte OOJIMKE KOje
yiHe mpe3eHTcKa ocHoBa U HacTaBun” ([Tunep—Knaju 2013: 167).

Y Ipamamuyu cpnckoe jesuxa 3a cmpanye W. KnajHa, y onesmky
nocBeheHoM rpal)emy Mpe3eHTa HaBOAM ce camo: ,,JIMUHU HAcTABIM 32 MpPe3eHT
cy: -m, -ut, -, -mo, -me, -e | -y [ -jy”, 10Kk ce OCHOBa Ha KOjy C€ J10/ajy HE TIOMHUEbE
(Kmaju 2006: 118).

U npyra rpamaTika 3a ctpasie, ayropku [1. Mpazosuh u 3. Bykanunosuh,
y OIeJbKy O Hpe3eHTy Jaje BpJOo CIMYHO objammewne: ,llocTroje Tpm THna
NMpe3eHTCKUX HacTaBaka: | -um, -uw, -u, -umo, -ume, -e, Il -am, -aw, -a, -amo, -
ame, -ajy, Il -em, -ew, -e, -emo, -eme, -y” (Mrazovic—Vukadinovié¢ 20092 144). Ha
KOjy OCHOBY cC€ JI0Jlajy TpPE3eHTCKH HacTaBIM — HU OBJIE CE HE Kaxke.
3anHTEepecOBaHOM YHMTAOIly OCTaje Jia Tpara Mo KiW3U M Ja CE BpaTH TPHUJIECETaK
CTpaHa Ha3aj, Ha Jeo nocseheH MPe3eHTCKOj OCHOBH, I1a /1a U3 00jalllbemka Kako ce
yTBphyje Impe3eHTCKa OCHOBa 3aKJbY4H Jla OHa CIYy)XH 3a Tpaljeme Npe3eHTCKUX
obmuka: ,IIpeseHTcKka OCHOBa CBUX TJjaroja ce aoduja Kaga ce ox 3. numa

® Hcruuame ayTopa y CBUM IHTATHMA.

" Ha negecerax crpama mocBeheHHX IIIaroIMMa IPE3eHTCKA OCHOBA CE EKCILIMIJHTHO MOMHILE CaMO
Ha jeJTHOM MecTy, U TO y ofeJbKy mocBeheHOM rpaljemby TPIHOT TJIaroJICKOT MpUAEBa, ¢ THM IITO Ce
HU Ty He aeduuuiie. [Tomume ce kao a cy ynTaonu Beh ynosHatu ¢ nojMom: ,,Hacrasak -ew, -ena, -
€HO JI0JIa31 Ha IPE3EHTCKY OCHOBY JIMILEHY 3aBpIiuHor -¢ uin -u” (Kiaju 2006: 131).
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MHOXHHE TIPE3eHTa Oox0Mje JHMYHH HacTaBak -e¢ wim -()y”° (Mrazovié—
Vukadinovi¢ 2009% 115, B. u 130).

Haxie, Tpu rpamaTuke ce Claxy Ja Ce NPE3CHT Ipaiu Of Mpe3eHTCKe
OCHOBE W HacTaBaka (JIMYHUX WJIH TPE3EHTCKUX), YETBPTa O HUX OCTaje
HepopeueHa y cBoM TyMadewy (Knaju 2006).

2.1.2. Cnenehe BaxkHO nuTame jecte Kako ce uzosaja npeseHmcKka ocHosa?
— CpeamOoIIKoIICKa rpaMaTHKa HAC yUH:

»APE3EHMCKa OCHO8a THAroja W3JBaja ce TaKo MTO CE Yy NMPe3eHTCKOM
00JIMKY OWJI0 KOMe JIMIY KOje HMA JTUYHHM HACTABAK OH 00Mje; HIIp., TOKa3aHO
Ha |. Uy MHOXKHMHE Mpe3eHTa — oAOujameM JMYHOT HacTaBKa -Mo TO0OHjaMo
NPE3CHTCKE OCHOBE: padu- [-mMo], uuma- [-Mo], uyje- [-Mo], nieme- [-mo], dohe- -
mo]” (Cranojunh—ITonosuh 2012': 113).

HUcto oapeheme Hanasumo u 'y Hopmamusernoj epamamuyus’

»lIpe3eHTCKa OcHOBa (WJIM OCHOBa CcaJallllber BpEeMeHa) je [1eo
MPe3eHTCKOr 00JIMKA KOjU ce HaJIa3u ucnpen HacrtaBka. [Ipesentcka ocHoBa ce
HajIOy3/IaHHj€ HaJa3| y 2. JIUIy caJalllber BpEMEHa, HIIP. 3HA-Ui, nea-ul, nuuie-
w” (Iunep—Kuaju 2013: 151).

A Mayoyac CMO HEITO CIUYHO BHJCIU M Yy Tpamatuim Mrazovié—
Vukadinovi¢ 2009° — na ce mpe3eHTCKa OCHOBA J00Mja OOMjaEmEM JHUHOT
HACTaBKa o1 3. muila MHOXKHHE Tipe3enTa (Mrazovic—Vukadinovié¢ 2009% 115,B. 1
130).

YerBpTa rpamMaTvka KOjy aHalIM3HpaMoO, OHA KOja je HaMEmheHa YIpaBo
ctpaninuma, U. Knajua, mpe3eHTCKy OCHOBY Y OBOM JIETTY YOIIITE HE TOMHUELE.

Kao mro BuaMMO, ayTopu TpHUjy rpaMaTHKa Claxy ce Jia ce Mpe3eHTCKa
OCHOBa JI00Mja TaKO MITO CE€ OJf MPE3CHTCKOT 00JMKa 0/0Mje HACTABaK 3a JIMIIE.
Kao unycrpanujy nocrynka HaBoje 1. Jl. MHOXKHHE, 2. JI. JeIHUHE | 3. JI. MHOXKHHE.
Jla 11 je cBejeHO o1 Kojer hiemo suia nohu, To hieMo BHIETH KacHHje.

U Ty 320Kpy’KyjeMO NpBH MPoOJIeM, Y BE3H € IPE3CHTOM, Ha KOjU JIEKTOPH
CPIICKOT Kao CTPaHOT Hawiasze: MPE3eHT ce Tpajyl OJl MPE3EeHTCKE OCHOBE, a by

® [IpBo m3name oBe rpamaruke (w3 1990. romume) y geiy o IPE3EHTy CApiKi jeAHY PEUEHHIy KOja
yHocH jouwr Behy 3a0yHy y Be3M ¢ HacTaBLUMa M TEepMHUHUMA: ,,CBM IJIaroju y INpPE3CHTY UMajy
jenHaxe 3aBpuIeTKe y 1. 1 2. JIMIY U jeJHUHE U MHOXUHE, Y 3. JIHIly jeHUHE je HyITH cy(duKc, a y
3. Iy MHOKHHE TTocToje Tpu MoryhHa 3aBpuerka: -m, -, -@, -mo, -me, -e | -jy [ -y” (Mrazovié—
Vukadinovi¢ 1990: 113). Ta peuenuna je ykjiomeHa U3 APYror, npepal)eHor u IOmymheHOr H3lama,
any je HejacHoha ocTana.
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J00MjaMO TaKo IITO OJ MPE3EHTCKOT 00JIMKa 010MjeMO HACTaBak 3a jmie. Jpyrum
pedrMa, MopamMo 3HaTH IPE3CHTCKE 00IMKe ga OrcMo X rpaamiy. Jla 6u HeKko oBO
MOTa0 YYHMHUTH B pa3yMeTH, NOTPEeOHO je 1a y MOTIYHOCTH Biaja MHOUHUTUBHUM
M TIPE3EHTCKUM OOJIMIIMA CPIICKOT je3HKa, a TO ¢a CTPaHHM CTYJCHTHMA, HapaBHO,
HUje cnydaj. Ty ce MoXaa Kpuje oaroBop 3amro ce y rpamaruiu M. KnajHa ne
MOMHUIE TPE3CHTCKAa OCHOBA — 3aTO IITO je IHcaHa 3a OHE KOju He BIAAajy
CPIICKUM jE€3HKOM.

2.1.3. Tpehe BaxxHo nuTame raacu Koju cy npezenmcxu nacmasyu? — Beh
CMO TIOMEHYJIM Ja C€ IMpeMa CPeIbONIKOJICKO] I'paMaTHIM IPE3CHT TPaad Of
NPE3eHTCKE OCHOBE JI0/aBakbeM CaMO JIMYHUX HACTABAKA Ha TY OCHOBY
(Cranojuuh-TIonosuh 2012': 120), a muunn HactaBuu cy:

jeaHuHa MHOKHHA

1. -M -MO

2. -1 -Te

3. -@ -y (I-IV Bpcra) / -jy (V Bpcra) / -e (VI, VII Bpera)’

Hcre nuune HAcTaBKe Hala3uMoO W Yy [ pamamuyu cpnckoe jesuxa 3a
cmpanye W. Knajaa (¢ TUM ITO je HEjaCHO Ha KOjy M KaKBY OCHOBY HX JIOAajeMO).
AyTtop aucTpuOylHjy TpHjy HacTtaBaka 3a 3. J. MHOXXHHE HE JIOBOJH Y BE3y C
riarosickuM BpctaMa (kao JK. Cranojuuh u Jb. IlonoBuh), Hero npasuia mUXOBE
yrorpebe Be3yje 3a HacTaBak 1. JI. jeTHHHE Mpe3eHTa:

»— AKo ce 1. nuiie jeHMHE 3aBpIliaBa Ha -uM, HACTaBaK 3. JI. MH. je -¢ U
Jl0/1aje ce Ha OKpHE-eHY 0CHOBY (6e3 3aBpiuHor -u),'® Hip. sudum — eude [...].

— Ako ce 1. nuile jemHUHE 3aBplliaBa Ha -eM, HACTaBaK 3. JI. MH. je -y U
J0J1aje ce Ha OKPEeHY OCHOBY (0€3 3aBPINHOT -¢), HIIp. Kavcem — Kaxcy [...].

® OBie ce pazm o knacudukamujn rmaroma M. Cresarosuha, koja je npeysera y Cranojunh—ITomosuh
2012,

10 Beh cMo HamoMeHyH 1a OBa rpaMAaTHKA He W3[BAja IPE3EHTCKY OCHOBY U He Ae()MHHIIE je, ami ce
Yy OBOM M HapeAHOM IpaBUITy, Kao LITO BUANMO, IOMHUIbE OKpHEeHa ocHOBA (0€3 3aBpIIHOT -u, OfH. -
e). Onespak 0 00pa3oBamy Mpe3eHTa 3aBpIlaBa Ce jOII jeTHOM OMAacKOM Y Be3H ¢ OCHOBOM: ,,OCHOBa
tpeher nMIla MHOXKHMHE Pa3JUKyje ce 0]l OCTANIMX JIMIA caMo y IJIaroyiuMa Ha -fiu, -uem, HIp. nehiu —
neuem [...], e 3. 1. MH. ©IMa OCHOBY Ha -k: neky [...]” (Kmaju 2006: 119). Mako HuCY UMEeHOBaHeE,
HUTH je PEYECHO Kako MX J00MjaMo, OCHOBE O KOjUMa je ped OJroBapajy OHOj OCHOBH KOjy
Cranojunh—IlomoBuh, omu. Ilunep—Knaju Ha3uBajy mHpe3eHTCKOM, M Koja je y 3. JI. MHOXHHE
HPE3eHTA OKPHH-CHA.
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— Axo ce 1. nure jenHuHE 3aBpIaBa Ha -am, HACTABaK 3. JI. MH. j€ -jy, HIIP.
oam — dajy. Victu je HacTaBak W Kox riiarona cuemu (cmejy), ymemu (ymejy) [...]7
(Knaju 2006: 118).

IIpema Hopmamusnoj epamamuyu: ,,JIpe3eHTCKM HACTABUM CY JBOWIAHU,
Ipy YeMy IPBU WIaH UMa 3HaueH-e JIUIa, a Jpyrd uMa 3Haueme Opoja” (Ilunep—
Knaju 2013: 167):

jenHuHa MHOKHHA
1. -m-D -M-0
2. -w-@ -m-e
3. -@-@ -()y-4 win -e-@

VY cymrTuHHW, paad ce O HCTHM HAacCTaBIMMa, KOjU Cy y TpaMaTHKama
Cranojunh—ITonosuh 2012 n Knaju 2006 mocmarpasu kao jeTHOMOP(hEMCKH, a y
oBoM Tpehem kao aBomopdeMcku. Hu oBme ayropu Tpojaku HacTaBak y 3. JI.
MHOXXMHE HE JOBOJIE y Be3y ca TIJarojCKUM BpcTaMa, Beh ra craBibajy y
KOpenanjy ¢ THIIOM TJlarojia, 0OJHOCHO HAaCTaBKOM IIPE3EHTCKE OCHOBE (ILUTO ce
CBOJTM Ha KCTO KaJl MOTJIEAaMO MIPUMEpE):

,»Y 3. 1. MHOXHHE 3aBpILeTaK -jy-@ uMmajy riaroiu tana konamu (konajy),
a HacTaBak -e-@ MMajy IJIarojM ca MPe3eHTCKOM OCHOBOM Ha -u-, HIIP. 36euami,
eoeopumu, cusemu (36euum, 206opum, dHcugum). 3aBpLIETaK -y- UMajy TIIAroiu
tuna nucamu v Heku npyru rinaronun” (Iunep—Kimaju 2013: 167).

Ha wucroj ctpanmu, mMano HWXe, HaBOJE C€ W Mayjoyac IUTHpaHa TpU
npaBuna u3 I pamamuxe cpnckoe jesuxa 3a cmpanye . Knajua, a xoja ce tuuay
npaBuiIa yrorpede HacTaBaka 3a 3. J1. MHOXKHHE.

CacBuM Jpyrauvje Mpe3eHTCKe HACTaBKe HAIA3uMO Y TpaMaTHIIN
Mrazovi¢é—Vukadinovi¢ 2009°, Tamo ayTopke pasiHKyjy TpH Ipylle HacTaBaka
(Mrazovi¢—Vukadinovi¢ 2009% 144):

JInne I rpyna II rpyna III rpyna

ja. MH. jOA. MH. jA. MH.

1. -UM  -MMO -aM -aM0 -€M -€MO
2. -MII -UTE€ -all -aTe¢ -ClI -CTe
3. U -e -a -3y -e -y
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CeTnMO ce 112 y CpeAmbOIIKOJICKOj TPAaMaTHIN ayTOpU MPE3EHTCKY OCHOBY
u3/1Bajajy u3 1. 1. MHOKHHE Tpe3eHTa, 0101jajyhin HacTaBak 3a JIMIE -MO: padu-[-
Mo], yuma-[-mo], noune-[-mMo0], nuje-[-mo], nieme-[-mo0], dohe-[-Mo0], uou-[-mo],
neue-[-mo], ypne-[-mo0], sebe-[-m0]. Y Hopmamuenoj epamamuyu TO 4YHHE
onoujajyhu HacraBak ox 2. nuua MHOXuHE. Kaga mpaBuio NPpUMEHUMO Ha HCTE
riarosyie, 100MjaMo UCTy MPE3EHTCKY OCHOBY: padu-[-mi], wuma-[-m], noune-[-ui],
nuje-[-m], naieme-[-ut], dohe-[-m], euou-[-m), neue-[-u1], ypne-[-ui], sebe-[-u].
I'pamamuxa cpnckoe jesuxa 3a cmpanye V. KnajHa mojam mpe3eHTCKE OCHOBE Y
BE3H C MPE3EHTCKUM OOJIUIMA HE TOMUILE.

V rpamatuin Mrazovié—Vukadinovi¢ 2009° mpeseHTCKy OCHOBY Hanase
TaKo IITO OJ 3. NUIla MHOXHHE IMpe3eHTa oA0ujajy JIUMYHU HACTaBaK -e WIH -(j)y
(Mrazovié—Vukadinovié 2009% 115, 130). IIpuMermseHO Ha OCMATpaHe Tiarolne,
Jn00MjaMo HemTo OWTHO Jpyraddje oJf OHOTa INTO HAC y4ye NpBE JBE IPaMaTHKE:
pao-[-<l, wuma-[5y), noun-{-yl, my-[-yl, naem-[-y], doh-[-y], suo-[-e] , nex-[-y,
ypn-[-yl, 3e6-[-y]. Y uemy je paznuxa?

Ogne ce Bpahamo Ha mUTame Koje cMO moctaBuian Manomnpe (B. 2.1.2): [la
T je cBejenqHo oj kojer hemo ymma nohu? Bumumo na Huje cBejenHo jep Hehemo
Jo0UTH MCTH pe3ynTar. Pasnuka Mmel)y rpamatukama je y TOMe Kako CXBarajy H
TyMade MpPe3eHTCKY OCHOBY M HAaCTaBKe 3a JIMIE, U TJie MOBJavye TpaHuiy usmehy
wux. [ pamamuxa 3a cmpanye 1. Mpazouh u 3. BykanuHoBuh 3anemapyje
YHILEHUILY /1A je MMPEe3eHTCKAa OCHOBA y 3. JINIly MHOXXHHE OKPH-EHa, U Ja 300T Tora
HaBEJICHO JIMIIE HE MOKE MOCIY)KHTH 3a BheHO Hanaxeme. [lohemo i ox 3. nuia
MHOXHHE, y MHOTHM CJIy4ajeBUMa yYMECTO IPE3eHTCKe OCHOBE J00uheMo KopeH
WM ONINTH J1e0 (u0-y, 3¢0-y, HOC-e, 6ud-¢), WU (POHEMCKH CKYIl KOjeM je& TEIIKO
olpenuTu MOpHeMCKy CTPYKTYpy (8uxH-y, omm-y, donp-y, kyyu-y) (Crakuh 201006:
138). OBo je Beh npyrm mpoOiieM KOjU HaM TrpaMaTHKEe NpaBe Yy BE3W C
NPE3EHTCKUM OOJINIIIMA.

CamuM THM, OBa rpamMaTvka Jpyraddmje cxBaTa ¥ TyMadd U HaCTaBKe 3a
TvIIe, OKasyjyhu TUME yjeTHO U HEeJIOCIEeTHOCT YHyTap CBOJUX KOPHIIA, a HE CAMO
pasyIuKy y OAHOCY Ha Apyre rpamatuke. Panu ce o cneneheM. Aytopke, roBopehu
0 TIPE3EHTCKO] OCHOBH, TIOMUY JHYHE HACTABKE -€ U -(j)y (YUjUM ce 0JI0H]jambeM
oxn 3. 1. MHOXHWHE Tpe3eHTa Jo0uja oBa ocHOBa; Mrazovic—Vukadinovié 2009
115, 130), anu Beh Ha uayhoj cTpaHULM Te UCTE HACTABKE 3. JI. MHOXKUHE, 3aj€JHO
ca CBHM OCTaJIIM HAcTaBIMMa, Ha3MBajy HACTABIMMa 3a 00/1MKe Mpe3eHTa, Koje
Jieie — Kao IITO CMO BHAEIH — y TpH rpyme.

" Pcro unme u y oxessky mocsehernom mpesenty (Mrazovié—Vukadinovié 2009% 144).
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3a0yna je TMM Beha MITO TUYHM HACTaBIHU MPE3EHTa Y OBOj rpaMaTui (y
JIPYTOM H3Aamy) HA paHHje a HU KacHHje€ HUCY JedUHHCAHU, HUTH Ha OWIO KOjU
HauMH W3ABOjEHH M MOKa3aHW, Ma HEe 3HaMO Ja JIM OBAE JIMYHUM HacTaBIUMa
MOXIa CMATpajy ¥ CBE OCTajle HACTABKE Koje Cy TpHKasane kao mpeseHtcke.'” Ha
UCTOM MecTy, roBopehu o Il rpynu rnarona, unm -am rmaroiuma, HaBoje:

I [pe3eHTCKa OCHOBA OBHX TJIaroJia ce 3aBpllaBa BOKAaJOM -a. Taj Kpajmbu
BOKaJI TIPE3EHTCKE OCHOBE j€ ¥ MCTO BpeMe obenexje 3. nuua jexnamue.”® Crora
CMO BOKAJI -a (MaKo je TO 3aBPIIETAK OCHOBE) OCTABWJIM y3 JHYHE HACTABKe
npe3eHTa 3a cBa jauna” (Mrazovic—Vukadinovié¢ 2009% 117).

[Monazehu on oBor oxpehema, Jako 3aKkibydyjeMo InTa OM OWIM JINYHU
HacTaBIM y oBOj, Il rpymu rmaroja — Kajxa OJBOjUMO BOKaJl -d, Kao JIHMYHU
HACTABLIM OCTajy Ham: "

. MH.
L.o. -Mm -MO
2.1 - -Te
3.1, -@ -jy

Jaspe, Ha OCHOBY OBOTa MOKEMO 3aKJbYYWTH joul JBe cTBapu, na I u III

rpyma riaroja HemMajy JHYHe, HeTo MPe3eHTCKE HACTaBKe:

—  Irpyna (-um rmaronu) — HaCTaBUM: -UM, -Ul, -U, -UMO, -UME, -€

— I rpyna (-(j)-em rnaronu) — HaCTaBUH: -eM, -€ld, -€, -eMO, -eme, -y
(1 mopen Tora mTO Cy -€ U -y 3a 3. JI. MHOXKUHE SKCIUTMIUTHO ojipel)eHu kao TuuHu
nacraBuu (Mrazovié—Vukadinovié 2009% 115, 130)). M na mpeseHTCKa OCHOBA
OBHX TJIarojla HemMa CBOj 3aBpIIETaK Yy BUJY BOKaJa -4-, ONH. -e- (jep Cy OHH
cacTaBHU JIe0 MPE3CHTCKUX HacTaBaka), 3a pa3nuky oj Il rpyme riarona, riae je
3aBpIIETAK MPE3EHTCKE OCHOBE -a-. [1a Tako, mopes TepMHHOIOMIKOT podiieMa (J1a
gy hemo jeiaHy HMCTy 10jaBy MMEHOBATH Kao HACTaBaK 3a JIMIE WK MPE3CHTCKU
HACTaBaK), JOJIa3UMO U JIO CYIITHHCKOT, TIOjJMOBHOT Mpo0iieMa — J1a JIM TO IITO

12y 1. u3pamy nMYHE HACTABLM jecy GWIIM M3IBOjCHH M IIOKA3aHHM, y OHOJ jeAHOj PEYCHHIH Koja je
H30CTaBJbeHA y 2. M3Aamy. VcTuHa, HUCY OWIIM Ha3BaHU JINYHHUM HACTaBLMMa, HEro 3aBpIUELHMa,
onH. cypukcom (Mrazovic—Vukadinovi¢ 1990: 113).

13 Hejaco je 3amrro ce nctude aa je Bokan -a obenexje 3. 1. jeAHHHE, TOTHIHO G GUIO0 HCTAKHYTH
Ja je oH obenexje 3. J. MHOXKHHE, jep caMO IJIarojM C IPE3CHTCKOM OCHOBOM Ha -d UMajy IyHY
OCHOBY M Y TOM JIULLY.

1 Tako momasumo 10 OHOra IITO Ce U y APYTHM rPAMATHKAMA CMATpa IMYHHM HACTABIIHMA IPE3EHTA.
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MMeHyjeMo (HacTaBak, MPE3eHTCKa OCHOBA) MMa jelHy WIH IpYyry GopMmy, jenHy
WIH APYTY CTPYKTYpPY, Ha Kpajy — Jla JU MpeJCTaBiba jeAHy WIH ABe TojaBe? Y
0BOj TpaMaTUIM pasjammbee ce He Moxe Hahu. OBo je Tpehu mpobieM Ha Koju
JeKTopH Mory Hanhu y oOpanu rmpe3eHTta (UCTUHA, caMo y I pamamuyu 3a cmpanye
Mrazovié—Vukadinovi¢ 2009%)."

H3ocraBbambe OHE jeAHE peueHHIe O JUYHUM HACTaBIMMAa W3 TPBOT
n3nama ['pamaruke (B. HarmoMeHy 7), a 3a KOje MpeTIoCcTaBbaM Jia je Tpebano aa
pel TePMHUHOJOMWIKK Mpo0JieM, HUje MHOTO TONpaBWIIO CHTyauujy. bpucame
JUYHUX HacTaBaka (Kako TOJ WX ayTOpKe Ha3WBaje) HUMOMITO HHUje OTKIOHWIIO
3a0yHy (UMHH MH c€ Jia je HUje YaK HU YMambuIlo), jep mpobieM, Kao MTO BUANMO,
HUjE caMo Y TOj jeJHOj peUeHHIIN, HEAOCIEAHOCTH MOCTOj€ U Ha IPYTUM MECTHMA.
Tpeba crioMeHyTH 1a HU OJHOC HacTaBaka HH(PHUHUTUBHE U HACTABaKa MPE3CHTCKE
OCHOBE, WJIM KiIacH(UKalMja TIJarojla Ha BpCTE JaTra y CPEAEOIIKOJICKO]
rpamaTHiH, a npeysera og M. Cresanopuha (Cranojunh—ITormosuh 2012': 114
119), He HOMPHHOCH IIAKIIEM pa3yMeBamby W yUelmy IMPE3EHTCKUX 00NMKa. AKO
MOTJIEIaMO OJHOC HAacTaBaka WHMOUHUTHBHE M TIPE3EHTCKE OCHOBE 32 CBaKy
TJIaroJIcKy BPCTY IOjeAMHAaYHO, MpUKa3aH y cieaehoj Tadenn, BUANMO 1a TIIaroiu
¢ MHOUHUTHBHUM HACTaBKOM -@ y MPE3eHTY MOTY HMMAaTH jelaH O] YETHPH
HacTaBKa IPE3EHTCKE OCHOBE: -e, -je, -a, WIN -U; a TJIAroJH ¢ WH()UHUTHBHUM
HACTaBKOM -e¢ y NPE3eHTy MOy MMaTh HacTaBaK INPE3EHTCKE OCHOBE -€ WIH -U
(oBOM TpMIIMKOM 3aHeMapyjemo mposoaujcke upre). llIto 3Haum na He MOkeMO
u3ByhHn jesHOCTaBHA MpaBWia TUMA: aKO WH(GUWHUTHBHA OCHOBA MMa HACTaBaK -d,
MPE3eHTCKa MOYKE UMAaTH CaMO HACTAaBaK...

Bpcra NHUHUTHBHA : IPE3EHTCKA 0CHOBA IIpumepu

1. -@:-e Tpec- : Tpece-
2. -a:-e opa- : ope-, Mca- : MHIIe-
3. -Hy : -HeE OpuHy- : OpuHe-

4.A) -@: -je qy- : gyje-

4.b) -a:-je KOBa- : Kyje-
5. -a:-a;-e:-¢e meBa- : IeBa-; yme- | yMme-
6. -U:-U;-€:-u HOCH- : HOCHU-; BUJIE- ;| BHJIH-
7. -a:-"u JIpKa- : IpKu-

15 Asm me Tpeba ryGuTH M3 BHIA YMILCHHILY 1a KAO IEKTOPH CPIICKOT je3UKA Y HHOCTPAHCTBY HEPETKO
paze JbyIH KOjU HE caMO LITO HHCY CTYIMPAIH CPICKH je3UK HEro HeMajy HU OCHOBHO (hHIIOJIOLIKO
o0pa3oBame, U y OBaKBHM Hepa3jallleHuM CTBapUMa OHH Ce TEIIKO MOTy pa3abparn.
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Kao mTo BummMo Ha OCHOBY CBera IOKa3aHOT, 00jaCHHTH HEKOME KO He
3HA CPIICKH jE€3WK KaKO Ce Tpajie MPEe3eHTCKH OONHIY HHje HUMaIo jJako. Hemamo
jacHa ¥ jemTHOCTaBHA IMpaBMiIa KOjuMa OMCMO CTYJCHTE MOTJM HAYYUTH M Mpema
KOojuMa OM OHH ITOTOM IPABHIIHO Tpaawuiu mpe3eHT. Crora je y oOpann cagamrmer
BPEMEHA JIaJeKO jeHOCTaBHUje IMOhM 0/ TOTOBUX TPE3CHTCKUX OOJHMKAa U HE
VIOyIITaTd ce y NpaBuia muxoBora rpahema. Ha mpBum vacoBuma — mpema
nHOUHUTHBY Tpeba maTy OOJIMKE 3a CBa JHIA jeAHWHE W MHOXKHHE IPE3eHTa, U
MOKAa3aTu Jia HallW TJ1arojid UMajy jeJHy OXl TpH IpyIle 3aBplieTaka (He HacTaBaka
3a smne). OBaj MeTon oAroBapa KIacCH(HKAIMH TJarojia KoOjy Hala3uMo Yy
Ipamamuyu 3a cmpanye I1. Mpazosuh u 3. BykamuHoBuh (ako 3aHemapumo
MOMEHYTY KOH(Y3Hjy Yy Be3U C JIMYHUM W/WIM TPE3CHTCKMM HACTAaBIIMMA, W
OTIPEACTUMO C€ 3a TEPMHUH 3d6puiemaxk y CBe TpU TPyIle Ijaroiia; THME He
JOJa3uMO y CyKoO ca TpaauluoHamHO cxBaheHWM HAcTaBKOM Y HalluM
rpaMatukama, jep je 1mojaMm 3agpuiemaxk TIHPW Of HacTaBka Oyayhu ma oBrne
CaJp KM ¥ HACTaBaK MPE3EHTCKE OCHOBE U INYHHU HACTABAaK 32 IMPE3EHT):

—  Irpyna (-um rmaronm): -um, -uw, -u, -umo, -ume, -e
— I rpyna (-am tnaronmm): -am, -aw, -a, -amo, -ame, -ajy
— I rpyna (-em Tmaromnm): -em, -eut, -e, -emo, -eme, -y

Kan crymenTu 3Hajy OOJMK Makap jeIHOr JIMIIA, Jlako he mpeMa mwemy
rpaguTH M CBa OCTajlla JWIa jep 3Hajy oaroBapajyhe 3aspmierke. KacHuje je y
HACTaBM JIOBOJBHO JaTW camMoO 1. JI. jeAHUHE W 3. JI. MHOXXHHE (300T HEroBe
OKpH-CHE TIPE3EHTCKE OCHOBE W MOTYHHMX TJIaCOBHHUX allTepHAINja Y HOj: ceyem —
cex-y, newem — nex-y u ci.; Babié 2011: 507).°

Knacudukaiuja riarona gara y oBoj rpaMaTuiid (HAKOH TEPMHHOJIOIIKOT
pa3zjalmemha Koje CMO Aajin) M0jeJHOCTaBIbyje pa3yMeBamke NPE3eHTCKUX O0JIMKa,
y3 TO je jeJHOCTaBHHja W MpPEriieAHUja Y OJHOCY HA OHY IOJEIY KOjy UMaMo y
CPE/IbOIIIKOJICKO] TpaMaTHIM (Koja, Kao INTO CMO BHJENHU, CaJpXH celam
[JIArOJICKUX BPCTa U TPH MOABPCTE). JeAHOCTaBHUja je W IperjeaHuja U y OJHOCY
Ha knacudukanujy riarona gary y I pamamuyu W. Knajua u Hopmamusnoj
epamamuyy (pagd ce O jeAHO] WCTO] TMOAENH, Ka0 WU O HCTOM ayTopy OBHX
rpamarvka). AyTOpd Ha OCHOBY 3aBpLIeTKa WH(UHMATHBA M 3aBpuieTKa 1. nuima

16 W3zpana Peunnka riarona u obpaga 1122 nekceme Iokasaja je Ja c€ CaCBUM Myl Opoj HamIMX
rJIarona He yKJiama 0 Kpaja y oBy kinacuduxauujy: xmemu, mohu, jecam, npospemu, pasymemu (ce),
cmemu, ymemu, ycnemu (Babi¢ 2011: 507).
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jemHWHE TMpe3eHTa pa3iuKyjy 7 Bpcra riiaroia u 28 muxoBux noaspcta (Kmaju
2006: 142—150; IMunep—Knaju 2013: 189—196). Ha oBom MecTy ayTopu ce Ciyxe
MOjMOM 3aBpIIeTKa (a He HacTaBka), KOju oOyxBaTa HAacTaBaK WH(GUHUTUBHE
OCHOBE ¥ HACTaBaK 3a MH(QUHUTHB, OJHOCHO HACTaBaK IIPE3EHTCKE OCHOBE H
HACTaBaK 3a JIWIE Mpe3eHTa (Hp. ,,AHPUHUTHB Ha -amu, IPE3CHT Ha -aM. nUmamu,
numam’; Knaju 2006: 142—-143; IMunep—Knaju 2013: 189—-190), uako cy rpaheme
Mpe3eHTa, BUAETH CMO paHHje, O0jaCHHIM Ha TPaJUIMOHAIHA HAYUH — TPEKO
HacTaBaka 3a JIMIE, OJHOCHO MPEKO IMPE3eHTCKE OCHOBE W HACTaBaka 3a JIUIIE;
HOpEeJ TOra, y OJIeJbKY O MPE3CHTY M OHH yKa3yjy Ha TPH IpyIie 3aBpIIeTaKa Koje
HamasuMo y rpamatuii Mrazovié—Vukadinovi¢ 2009° (Knaju 2006: 118; Iumep—
Kuaju 2013: 167-168).

2.2. Kao apyru Mopdoomku 00Uk, U TO 00JIHK KOjH je Y AUPEKTHO] BE3U
C Mpe3eHTOM, h3abpaH je MMIICPATUB KaKo OM Cce M Ha HheMy MOKa3alld M3BECHH
mpoOiieMu Ha Koje he yekropu Hawhw, jep ce YeTHpH rpaMaThKe HE CIaxXy HU y
norseny rpahema, HE y morieay Opoja HacTaBaka OBOT OOJIMKA.

[Mpema cpenmOMIKOICKO] TpaMaTHIM WMIIEPATHB ce Tpaad of 3. Juma
MHOKMHE TPE3eHTa, 0J0alMBambeM HhEeroBOI HACTaBKa U JI0/IaBak-éM HACcTaBKa 3a
o6k nmneparusa (-u, -@, -jy) 1 HacTaBka 3a jure (- 3a 2. j1. jeaaune, -mo 3a 1.
7. MHOXHHE, -me 3a 2. JI. MHO)KUHE). AyTOpH pa3iiiKyjy TpH Tpyne HacTaBaka (U
MpH TOM TIpaBe CIOBHY TpEIIKy, jep HacTaBak -jy HHUje Moryh y umrmepaTuBy),
HaBOJIE TJIAr0JICKE BPCTE KOjUMa Cce JI0/1a]y, aJld IIPUMEpE TJIarojia He HaBojie, 1a He
3HamM0 Koju rimaromu IV Bpcre nodujajy -@ HacraBak, a Koju n00Hjajy -ju
(Cranojunfi-TTorosuh 2012': 120):

Jlune Bpcra
I, 1 11, VI, VI Behuna rimaroma IV 5, V Hexu rimaronu IV, VI
JI. MH. JI. MH. JI. MH.
1. -- -1-MO -- -@-mo -- -ju-MO
2. -u-@ -u-@"’ -0-0 -@-te -ju-@ -ju-Te
3. -- -- -- -- -- --

Henoymunm nonpuHocu Moxaa ¥ Tpeha ciioBHa rperika (apyra je y
Tabesn), y TEKCTy HarmoMeHe (Ha MCTOj CTpaHM) Kaja ce ymecto - Mopdeme Kao
HACTaBaK 3a OOJIMK WMIepaTHBa HaBOAU -/ (,,3aBUCHO OJ TJIATOJICKE BPCTE,
rpaMaTHYKH HACTaBIM 3a OOJHMK HMIIEpaTHBa Cy, HNaKie: -#, -j, W -ju [Moje

17 Jomr jexma cnoBma rpemka.
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HCTHUIake|, a TPaMaTHYKK HACTaBIM 3a JHna cy: -@ 3a 2. 5. jexHune, -mo 3a 1. 1.
MHOXXHHE | -me 3a 2. JI. MHOXKHUHE).

He3zaxBaiHo je 3akJbydnBaTH 1ITA CY ayTOPHU TAYHO MUCIHIIH, aJIH MOXKEMO
npoBeputn obauke [V Bpcte m mohm 10 00jeKTHBHOT 3aKJbydKa OapeM y Be3u ca
BehnHoM rnarona. Behunna rnarona IV 5 BpeTe y 3. 1. MHOXHHE MpE3eHTa UMa
HACTaBaK 3a JIMLE -y U UCIIPEI ’bera COHAHT j. nuj-y, Kpuj-y, wyj-y, nymyj-y, mayyj-
¥, npooaj-y u ci. llomro ce -j jaBiba y CBUM JIMIIMMA TIPE3€HTa, OHO HE MOXKe OUTH
HacTaBak (HUTH JIe0 HACTaBKa) 3. J. MHOKMHE TPE3eHTa, HETO je JeO OCHOBE, a
OH/Ja HAa TAaKBy OCHOBY HE MOXKEMO JOJAaTH HACTaBaK -j Ja OHMCMO TpajiiIH
ummneparus. Crora Behuna rmaroma IV, g Bpcte nmmepatus rpaau -@ nactaBkom. '

IlITo ce TMYe UMMIEpPAaTUBHOI HACTaBKa -ju, He TpeOa HarahaTh Ha Koje
rJIaroje cy ayTopH MHCIIHIIH.

U rpamatuka Mrazovié—Vukadinovié 2009? HaBou TpH rpyIie HACTABAKa:
,LYIMIepatuB ce Tpagu Tako INTO ce€ OJ 3. JMIAa MHOXKMHE HpEe3eHTa Oa0aIH
3aBpIIETAaK " U 0/ OroBapajyhn HacTaBak 3a OGIHMK HMIIEPATHBA U TO: -, -ju HIIA
-u” (Mrazovi¢—Vukadinovié 2009% 160). IlpaBuia muXOBe AUCTPHOYLHje Cy
cineneha:

,,a) HacraBak -j 3a o0JiMk uMIIepaTHBa MMajy TJIaroju KOJa KOjux je y 3.
JMIly MHOXKHHE IIPE3eHTa CJIOT MCIpEe]] 3aBpIIeTKA -jy WM -je KpaTtak:” oupamu —
oupa-jy — oupa-j, 3a0amu — 3ada-jy — 3ada-j, npooamu — npPooa-jy — npooa-j,
wumamu — yuma-jy — wuma-j (Mrazovié—Vukadinovié¢ 20097 160).

VY Be3u ¢ OBUM HACTaBKOM Tpeba ce OCBPHYTH Ha HEKOJHMKO cTBapu. Kao
NPBO, CBH NPUMEPH TPEYy3eTH Cy U3 ['paMaTHKe, ¢ TUM IITO TaMO OOJUIM HHCY
MoJICJbEHU Ha OCHOBY M HacTaBak (Tj. 3aBpiieTak). C 003MpoM Ha TO Ja je U3 OBOT
objamimermha CaCBUM jaCHO IIITa je 3aBpIIETaK 3. JI. MHOXHHE mpe3eHTa (-jy / -je),
OJTHOCHO HacTaBak 2. JI. jeJIHUHE uMIepatuBa (-j), HAje TENIKO H3/IBOJUTH HX H
NoKa3aTH, a Ja OM HaMm y HAcTaBKy aHaimu3e Owio sakmie. [Iurame ocHOBE M
HAcTaBKa MMIIEpaTHBa OBUX IJIarojiia MOrjo OM ce M MpOXyOUTH, aKO €€ CETHMO
KaKo je omrcaHa TBopOa Mpe3eHTCKHUX OOJMKA Y OBOj FPaMaTHIM: /1a CY HACTaBIU
-e ¥ -(j)y onpeheHn Kao NTMYHM HACTABLU 3. JI. MHOKHHE NPE3EHTA, U Ja je TOTOM
peueHo Jia BOKaN -a OcTaje y3 JIndHe HacTtaBke ko I rpyne riarona (nnm Kox -am

'8 TMorepmy na ce xox OBHX TyIaroma pamgy o -@ HacTaBKy HamasuMo u y paxy M. Craxuha (Craxuh
2010a: 133).

1%V onemky o rpaljemy nMmepatHBa ynoTpe6IbeH je H TOCTEAHO ce KOPHCTH M Tpehn TepMUH 3a
HacTaBak 3. JI. MHOXKMHE TIpe3eHTa — 3aepuiemax, MOPER paHHje KOpUIINEHMX TEepMHUHA JIuUYHU
Hacmaeak W npesewmcku Hacmasax. YNOTpeda OBOI TEPMHHA HE JONPUHOCH OOJbEM pazyMeBamby
MIPEeTXO/HA IBa.
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rmarona). Cama of cebe Hamehy ce cieneha muTama: KOju ce 3aBpIIeTaK o0aIyje
KOJ -am riarona: -jy wim -ajy? U mra je ocHOBa 3a rpaleme nMmmepatusa: oupa-
WM 6up-, 3a0a- WU 3a0-, npoda- WIHA npoo-, yuma- Wi yum-? AKo morieaaMo
npumepe y mornaeiby [lodena enacona no umacmasyuma 3a 00aUKe Npe3eHmd,
BugehemMo na cy mpe3eHTCKH (3. JI. MHOXKMHE) M WMIEpaTHBHU OONWK (2. I
jeIHHMHE) OBOT THUIIA IJaroia mojaejbeHu Ha cienehu HauuH: nes-ajy — nes-aj, bay-
ajy — bay-aj, yek-ajy — uek-aj, um-ajy — um-aj, UCRUj-ajy — UCnuj-aj, cKpue-ajy —
CKpus-aj, cmyoup-ajy — cmyoup-aj, ouxmup-ajy — ouxmup-aj (Mrazovié—
Vukadinovi¢ 2009% 117, 119). OBako paurdiambeHy OOJIHIE HMIEPATHBA CBOjOM
OCHOBOM TIOJyJapajy ce ca OCHOBOM KOjy J00MjaMO OJ0HjameM MPEe3eCHTCKOT
3aBpIIETKa -ajy y 3. J. MHOXKHHE, i c€ HE YKJamajy y OBJE ONWCAaH HaYhH
BUXOBOTa rpahema, jep Kao IMTO BUAUMO — MMajy CacBUM JAPYrd HACTaBaK 3a
00JIMK, HACTABaK -aj, a HE -j. A HACTaBaK -aj ayTOpPKe He HaBoje Mel)y HacTaBiuMa
3a UMIIEPATUB.

Hpyro, oBae cy HaBeleHH caMoO Tiaroiu koju npunanajy Il rpymm (wmu
-aMm TIIATOJIM), ¥ CBH OHM y 3. JI. MHOXHHE MPe3cHTa UMajy 3aBpIieTak -jy. Mehy
npuUMeprMa HeMa IJiaroja Kao IITo Cy: numu — nuj-y — nuj-@, eeposamu — eepyj-y
— 6epyj-D, bpojamu — bpoj-e — 6poj-DB, 00sojumu — 0060j-¢ — 0060j-D, KO KOjUX
j€ cIIoT McIpea 3aBplIeTKa -jy WM -je Takohe KpaTak M KOJl KOjUX ce, HECYMIbHBO,
2. 1. jenHUHE UMIIEpaTHBa Takole 3aBpiiaBa coHaHTOM j. Pagu ce o Tome na oBH
TJIarosy y 3. JI. MHOXKHHE TIpe3eHTa HeMajy HacTaBak -jy, OJH. -je, HEro -y, OJiH. -
(nuj-y, éepyj-y, 6poj-e, 0060j-¢), a MpeMa TOME HU j HE MOXKE OMTH HACTaBak 3a
00JIMK UMIIepaThBa, HEeTo je JIeo MPE3EHTCKE OCHOBE O/ KOje& TPaiMO HUMIIEPATHB
(nuje-m, nuj-y), WTO Najbe 3HAYM Ja OBU IJIaroJIM Kao0 HACTaBaK HMIIEpPaTHBA
nobujajy -@ mopdemy — oHy MOpdeMy Kojy ayTOpKe U HE IOMHIbY.

W 3a riarosie oBora TUNa NMPUMEpPH WUMIIEpATHBA HABOJE C€ Y3 MpHMEpe
npe3eHTa y Beh nomMeHyToM nornasiby [lodena enazona no nacmasyuma 3a 00IuKe
npesenma, TJie Cy UM OCHOBA U HACTaBIU pa3TrpaHUYCHU Ha ciefiehr HaYuH: nuj-y,
0cBoj-e — 0c80-j, bpoj-e — 6p0j20, nym-yj-y — nymy-j, 60j-yj-y — 60jy-j, noceh-yj-y —
nocehy-j, 006u-j-y — 006u-j, cakpu-j-y — cakpu-j, wu-j-y — wu-j, 4y-j-y — uy-j,
pasyme-j-y — pazyme-j, yme-j-y — yme-j, opu-j-y — 6pu-j. Y HallOMEHU y3 OOJIUK
0c60-j Kaxe ce: ,]aronu Ha -ojumu Tpaje UMIEpPATUB HACTABKOM -j Ka0 U CBH
IJIaroJId KOju ce y 3. JMIy MHOXHMHE INpe3eHTa 3aBplIaBajy Ha -je aKko je
nperxomHH cior kpartak” (Mrazovié—Vukadinovié 2009% 117-122). Osaxso
o0jalmeme U mojena Ha MopdemMe HeMajy CMHUCTa, jep Yak ¥ Kaj OucMo onomimu

20 HejacHo je 3amTo OBJE Hifje TOKA3aH HACTABAK.
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NpEe3eHTCKe 3aBplIeTKe mpema oBoj ['pamatuuu (-um, -uwi, -u, -umo, -ume, -e;
OITHOCHO -eM, -el, -e, -eMo, -eme, -y), OcTana Ou HaM OCHOBa nuj-, 0c60j-, Opoj-,
nymyj-, 6ojyj-, nocehyj-, 0oobuj-, caxpuj-, wuj-, uyj-, opuj- Ha KOjy je HEIOTUIHO
JI0JIaBaTH HACTaBaK -j. JEUHO y oOmMIuMa pasyme-j, yme-j MOXKe ce TOBOPUTH O
HacTaBKy -j. C apyre ctpane, onucyjyhu rpaljeme npe3eHTCKuX o0NMKa, ayTOpKe
HaBOJIC HACTaBKE -¢ M -(j)y Kao HAcTaBKe 3. J. MHOXKMHE NpE3eHTa, HUTIE He
MMOMHIbY HA HAaCTaBaK HU 3aBPIIETaK -je (KOju of0Mjajy Y Opoje, oceoje). Hamehe
ce MUTame: Kako Cy y onucy TBopOe mmmeparuBa jnouuie a0 mera? Kako cy momute
IO OCHOBA: 0C80-, Nymy-, 80jy-, nocely-, 00o6u-, cakpu-, wiu-, 4y-, opu-"?

,0) HacTtaBak -ju 3a oOJIMK MMITEpaTHBa UMajy TJAroJid KOja Kojux je y 3.
JIMIy MHOKWHE TIPE3CHTa CJIOT WCTpE] 3aBplIeTKa -jy WM -je Ayr:” 3adagamu —
3a0a-jy — 3a0a-ju, npooasamu — npooa-jy — npooa-ju, sajumu — ea-je — ea-ju
(Mrazovi¢—Vukadinovi¢ 20097 161).

U oBne HaunasMMo Ha MCTH NpoOieM U Ha UcTa, Beh moMeHyTa, MUTamba —
3alITO Cy KOJA OBUX IJIarojiia Mpe3eHTCKU HACTaBIM -jy, ONH. -je, jep KOJ HHX
COHAHT j MOpa OWUTH €0 MPE3SCHTCKE OCHOBE (3adaje-m, 3adaj-y), He MOXKE OUTH
3aBpIneTak (Kao HM HAcTaBak) 3. JI. MHOYKHHE TPE3CHTA, 11 OHJa HU HACTABaK 3a
UMIIEPAaTUB HE MOXKe OWUTH -ju, HEro MOke OUTH caMo -u: 3adasamu — 3a0aj-y —
3a0aj-u, npooasamu — nPooaj-y — NPooaj-u, 2ajumu — 2aj-e — 2aj-u.

OcuM TOra, Hajga3MMoO jOII jeJaH NpuMep HeycKIajeHOCTH C OBOM
TBPIKBOM Y MOTNABIbY [lodena enazona no Hacmasyuma 3a 0OauKe npe3eHma, TIe
Cy OOJIMITH T1arona 3yjamu nojae/heHu Ha MopdeMe Ha crenehn HauuH: 3yj-um, 3yj-
e (1. n. jennuHe u 3. JI. MHOXXMHE TIpe3eHTa), 3yj-u (2. JI. jeqHUHE UMIICPATHBA,
Mrazovié—Vukadinovi¢ 2009% 118). V mutarby je HCTH THII TIIAroNia Kao 2ajumu,
UCTUM TMPE3CHTCKUM HACTaBIMMa mpema oBoj ['paMartunu (-um, -uut, -u, -umo, -
ume, -€), M yT'MIM CIIOTOM HCIIPE]] CJIOTa -je, alli ¢ UMIIEPATUBHUM HACTABKOM -U.

,»11) CBY IJ1aroiu Koju y 3. Jily MHOKWHE MIPE3eHTa MCIpe/T 3aBplIeTKa -y
WIN -e¢ UMajy OMJIO KOjH IJIaC OCHMM KOHCOHAHTA j, 32 OOJIMK MMIIEpaTHBa MMajy
HACTaBaK -u:” nucamu — nuwi-y — RUU-U, 2060PUMU — 2080pP-€ — 2080P-U, CNACMU —
cnac-y — cnac-u (Mrazovié—Vukadinovié 2009%: 161).

YnpaBo cMO BHJIENH Ja HA OBa TBP/ha HUje CACBUM TadHa jep U TIaroiu
ca OKpPHCHOM IIPE3EHTCKOM OCHOBOM Ha -j Tpajie MMIIEpaTUB HACTAaBKOM -u
(3a0asamu — 3aoaj-y — 3a0aj-u, npooasamu — npodaj-y — npooaj-u, 2ajumu — 2aj-e
— eaj-u).

Y Ipamamuyu cpnckoe jesuxa 3a cmpanye V. Knajua u Hopmamuenoj
2pamamuyy HABOJIE ce JIBE BPCTE HACTAaBaKa 3a UMIICPATHB, TIPH TOM CE HE 0/IBajajy
HACTAaBIIM 3a JIMIE 0J HacTtaBaka 3a oonuk (Knaju 2006: 113; IMunep—Kiaju 2013:
181):
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2. 7. jn. 1. 1. MH. 2. JI. MH.
-j -jMo -jme
-u -UMO -ume

I'paleme umnepaTuBa objanimasa ce Ha ciaenehy HauuH.

a) ,,3a oapehuBame 00IMKa UMIIepaTuBa Tpeda mohu of 3. JTUIa MHOXKUHE
mpe3eHTa. AKO ce OHO 3aBpIlaBa Ha -j)y WIH -je, MIiepaTuB he OuTH Ha -j, -jmo, -
jme” (upentnyan HaBo y o0e kmwure; Kiaju 2006: 113; [Tunep—Kunaju 2013: 181).
He kaxe ce mTa Tpeba YMHUTH C TUM 3. JIMIIEM MHOXXHHE Mpe3eHTa Ja OUCMO
Jo0WIM 00JIMK UMIIepaTHBa, Ha KOjy TJIarojiCKy OCHOBY JI0/1ajeMO OBE HacTaBKe.

Axo je y I pamamuyu cpnckoe jesuka 3a cmpanye M30erHyTO TOMHbALE
IPE3CHTCKE OCHOBE y OMHCY TNIAroJCKUX OONMKa (M y OMUCY caMor MpPEe3eHTa),
Hopmamuena epamamuka jacHo kaxe: ,,JIpe3eHTCka OCHOBa je Je€0 0O0JIMKa 3a
MIPE3eHT (3Ha-ui), IMIEPaTUB (3HA-j), ¥ HECBPIIEHHU TPIIOT (3Ha-jy-hu)” ([Tunep—
Kumaju 2013: 151).

Hasbe, y 00€ rpamMaThKe IaTh Cy UCTH MPUMEPH MMIIEPATUBA C HACTaBKOM
-j (Kimaju 2006: 113; [Munep—Koaju 2013: 181). Axo mokymamo 1a ux pasyMeMo H
o0jacHuMo mnojiazehu o1 ynpaBo nuTUpaHor, Hanhu hemo Ha npoOIeM.

HH(PUHUTHUB 3. 1. MH. mpe3. 2. JI. jA. UMIL.
opojaru opoje 0poj
HAIOjJUTH Haroje HAIoj
OJIBOjUTH 0J1BOje 0J1BOj

cejaTu cejy cej

MTUTH nujy 1]

pasoutu pas3oujy pasou;j
BEPOBATH BEPYjy BEpYyj
pasymeru pasymejy pasymej
YeKaTH 4yeKajy YeKaj

[Mohumo on HaBoma 1a je y OBHM IpHMEpHUMa -j HACTaBaK, HETOBUM
o10MjamkeM JIaKO J0JIa3UMO J0 OCHOBE MUMIIEpaTUBa: Opo-, Hano-, 0080-, ce-, nu-,
pasbu-, eepy-, pazyme-, yexa-. OcuM y Toclieiba 1Ba ciiydaja (pasyme-, uexa-, a
10 je V CresanosuhieBa Bpcra (Cramojunh—ITomouh 2012: 117)), y cBum
OCTaJIUM TIPEMEpPHMa MMaMO OCHOBY KOja HE OAT0Bapa OCHOBH NPE3€HTa, IITO HE
oaroBapa TBpABH came Hopmamuene epamamuxe na ce TPE3CHTCKa OCHOBA
HaJla3W y uWMIepaTuBy. Tako noOMjeHa OCHOBa HHUje HH TMPE3CHTCKA HH
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WHOUHUTHBHA, W TEIIKO jy jé OKapaKTepHcaTH jep Hallla TpaMaTHKa IT03Haje caMo
JIBE TJIar0JICKE OCHOBE.

[IpezenTcke ocHOBe NOOMjeHE O 2. JI. jeAHWHE Mpe3eHTa OBHX IJaroia
riace: Opoju-, Hanoju-, 008oju-, ceje-, nuje-, pazouje-, eepyje-. Hu taxse, myHe
MpEe3eHTCKE OCHOBE HEMaMo y 00IHMIIMMa UMIIEpaTHBa, ILITO OMET OMOBPraBa HaBOJ
came Hopmamuene cpamamuxe. IlyHa npe3eHTCKa OCHOBa jecTe MPUCYTHA Yy
NOKA3aHOM HWMIICpaTUBY 3Ha-j, amd TO je Moryhe camo kon rmaroma V
CreBanoBuheBe BpCTe, TO CMO BUACTH U Y pasyme-j, ueka-j.

Y mpBOj rpynu npuMepa HacTaBaK 3a JIAIE j& CaMo -¢ Wi -, TIPH TOM j€ -f
JIe0 TPE3eHTCKE OCHOBE M CTOra ra He OuM Tpebajio cMaTpaTH HACTaBKOM 3a
umnepatuB. [la je Tako, uMajau OMCMO YABOjEHO j — jeIHO Y OCHOBU W JPYro y
HACTaBKy, ITO HHUje ciy4aj. 300T TOra OB/Ie HACTaBaK 3a MMIIEPATHB MOXKE OUTH
jemuno -@ mopdema (Kojy HHM OBe rpamMaThke He HaBoje, kao Hu I pamamuxa T1.
Mpa3zosuh u 3. Bykanunoswuh):

HH(PUHUTUB 1. 1. jo. mpe3. 3. J1. MH. mpe3. 2. J1. jA. uMIL.
Opojaru Opoju-m Opoj-e 0poj-@
HAIOjUTH HAIOju-M HAroj-e Haroj-J
OJIBOjUTH 0JIBOjU-M 0/1BOj-€ 01180j-0
cejaTu ceje-M cej-y cej-@

UTH nuje-M nvj-y nuj-@
pazourtu pas3buje-m pasouj-y pa3ouj-@
BEPOBATH Bepyje-M BEpYyj-y Bepyj-@

3a pa3nuKy OJ] OBUX IJ1aronia, y Ipyroj rpynu npumepa (pasyme-jy, ueka-
jy) HacTaBak 3a 3. JIMIIE MHOKHMHE IPE3CHTa jecTe -jy, U Ha IyHY IPE3CHTCKY
OCHOBY, KOja Ce 3aBpllIaBa BOKAJIOM, J0J1ajy c€ HACTaBIH -f, -jmo, -jme (pazyme-j,
yexa-j).

6) Hu y Besu c apyrmM HacTaBKOM Hema pazimke u3Mmely oBe aBe
rpaMaTrKe — jeHaKo je TyMadewe, jelHaK! Cy IPUMEpH: HACTaBKe -U, -UMO, -Ume
y UIMIIEpaTHBY UMajy MPAKTUYHO CBU OCTAJH TJIATOJIH, MTOJIEJhEHN Y JBE KaTETOpH]je
(Knaju 2006: 114; [Munep—Knaju 2013: 181):

1) mawmu Opoj riiarosia Koju y 3. J. MHOXHHE IPE3eHTa UCIpE] HacTaBKa
-jy / -je ©Majy nyr BoKa (HarjaiieH Wi HeHarJIaIleH):
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uHpuauTUB 1. 1. jO. mpe3eHTa 3. 1. MH. ipe3. 2. J1. jO. UMIIL.
oiejatu oreju-m> ouej-e onej-u
TajuTH raju-m raj-e raj-u
MpOJaBaTH mpojaje-M pozaj-y pojaj-u

VY oBoMm ciyuajy, cynehu mo onucy TBopOe mMIiepatuBa (HACTaBIM CY -U, -
umo, -ume), ayTopu 00ejy rpaMaTHKa COHAHT j CMaTpajy AeIOM OCHOBE, 3a Pa3iIuKy
Ol TOpHHUX NpuMepa, MOA a), TAe Cy ra cMaTpalld HACTaBKOM 3a OOJHUK
umneparuBa. OBJie HaWJIa3UMO Ha jOII J[Be MPOTUBPEYHOCTH: aKo ayTopu -jy [ -je
cMarpajy HacTaBUUMa 3. J. MHOKMHE TpPE3eHTa, Kao INTO Cy UX Ha OBOM MECTY
MMCHOBAIH, OHJIA -j He OM MOTJI0 OMTH e0 ocHOBe. [lojceTnMo ce Aa HuU jenHa HH
Jpyra TpamaThKa He IMO03Hajy -je Kao HacTaBak 3. J. MHOXHHE Tpe3eHTta (Kmaju
2006: 118; ITunep—Knaju 2013: 167). C apyre cTpaHe, HacTaBaK -jy J10BOJE Y BE3y
C TIPE3EHTCKUM 3aBpIIeMa -aM, -aul, -a, -amo, -ame (Kmaju 2006: 118; [Tunep—
Kuaju 2013: 167-168) — koje HeMamo y OBjie HaBe/IEHO] rPyITH riiaroja. 300r Tora,
MOY/Ia, Ha OBOM MeCTy He OM HU TpeOano rOBOPUTH O HACTABKY -j).

2) CBu ocTany TJAroJIu: KPeHYmu — KpeH-y — KpeH-u, mpecmu — mpec-y —
mpec-u, opucamu — 6puwi-y — Opuwi-u, ckakamu — cKay-y — cKau-u, ouzamu —
OUIC-Y — OUIIC-U, OPHCAMU — OPIHC-€ — OPIHC-UL, 2080PUMU — 2080D-€ — 2080P-U.

Buanmo, kao W y Be3M C NMpE3eHTOM, Jla ce rpaMaTHyapy He CiIaxy Ha
BUIIIE MeCcTa, M Jia C€ ONeT YyHyTap JeJHe WCTe TIpaMaTUKe |aBJbajy
NPOTUBPEYHOCTH, LITO CBE CKYIIa JIGKTOPA JOBOAM y HE3aBHUAHY CHUTYaIHjy. 3aTo
rpaMaTuke Tpe6a MMaXXJbUBO HINYUTATH U U3 BHUX I/I3)Z[BOjI/ITI/I CaMO OHO HITO HMMa
CMHCIa ¥ WITO je ompapnaHo. Ha OCHOBY crHpoBe/ieHEe aHann3e HMIIEPaTHBHUX
oOllMKa M TperjieAa HacTaBaka 3a HMMIEpaTtuB (IO TJIArojCKuM Bpcrama M.
CreBanoBuha), 3aKpydyjeMo Jla Cy HACTaBIM 3a OONUMK nMmreparuBa (yKiby4dyjyhu
W HacTaBke 3a yuie) cneaehu: 1) -u-@, -u-mo, -u-me, 2) -B8-@, -B-mo, -B-me — u
JeIHU W JIPYTH 03]y C€ Ha OKPH-EHY MPE3CHTCKY OCHOBY (Hala3uMmo je y 3. J.
MHOHHE TIpe3enTa),’? 3) 1 caMo KO/ IIaroJia ¢ IyHOM HPE3eHTCKOM OCHOBOM: -
@, -j-mo, -j-me (V Bpcra):>

%! Moje u3/1Bajarse HACTABKA y OBHM IPHMEPHMA, KA0 H Y IPHMEPHMA IO 2).

22y BpeMe Kajl CTPAHH CTYJACHTH yu¢ MMIICPATHB, IIPE3CHT j¢ Beh yBEMMKO CABIafaH M H3IBAjame
MpPE3eHTCKE OCHOBE U3 3. JI. MHOXHUHE He Ou Tpebasio 1a UM Oy/e TemKo.

2V panuje nomenyroM pagy M. Craxulia HATa3uMO BPIIO CIMYAH 3aKJbydaK, PAa3iHKa CE THIE CaMO
V CreBanoBuhieBe BpcTe — OH U 3a IJ1aroJje TUIa negaj cMarpa 1a umajy -@ nHacrasak (Crakuh 20106:
142).
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I: mpece-m — mpec-y — mpec-u

Il ope-M — op-y — op-u, nuuie-m — LU=y — RUUL-U

i bpune-m — Opun-y — Opun-u

IV uyje-m — uyj-y — uyj-@, nymyje-m — nymyj-y — nymyj-@

V: neea-m — neea-jy — neea-j, pazyme-m — pazyme-jy — pazyme-j

VI:  Hocu-m — Hoc-e — HOC-U, 80AU-M — OJI-€ — GOJI-U, 2Aju-M — 2aj-e —
eaj-u, 0ceoju-m, oceoj-e, 0ceoj-0d

VII:  Opowcu-m — Opoic-e — Opoic-u, breju-m — bnej-e — baej-u, opoju-m —
opoj-e — 6poj-D

[IpaBuna o rpaMaTHYKOj OCHOBH M HacTaBIMMa, OpOjHE TJaroJjicke BpPCTE,
npasmia o rpaljemy cBakor obmuKa mojequHadHo (YKJbydyjyhu M decTe riiacoBHE
alTepHaIMje), ¥ Ha Kpajy OOJHUIM HEeMpaBWIHOT rpaleba — CBE CKyIla MPeCTaBsba
MPEeBENNKY KOMMYNHY WH(OpMaIlja KOjy CTpaHIM HE MOTY Ja CaBlajajy u Koja
MOXe camo jga ux obOecxpabpum Beh Ha camom moueTky. CBe Te OKOJIHOCTH
OTpaBliaBajy MocTojambe PeuHuka riaroia u Mokasyjy HEeroB 3Hauaj 3a CTYACHTE,
jep UM mpyxa roroBe Mopdoiomke o0NIMKe 3a CBE OHE JIEKCeMe Koje yde Ha
MOYETHOM U CPEIheM HUBOY, YUME MM YjeIHO Jaje U Behy CaMOCTaIHOCT Y yUekhy
jesuka. Jlameko je jeqHOCTaBHHje JaTH UM TOTOBE OOJHMKE 3a jeIHO WJIM JBa JIMIA
(jeman mim nBa pona) Koje he yako 3amaMTHTH, a IMpeMa HbHMa MCTO TaKO JIAKO
dbopmupatn u ocrtajie OOJNMKEe Kaju Hayde ojaropapajyhe HacTaBKe, OJHOCHO
3aBpIIETKE.

Iloceban mpobsiem y yuewy rjarojia TNpeACTaBba  KopeJaluja
MOpQOJIOMKHX OOJMKA W HHUXOBE ceMaHTHKe. Hamme, rpaMaTuke Jajy camo
npaBmiia rpalhema rIarojickux o0JIMKa, Koja ce OJHOce Ha meny (TIOf)BpPCTY, 0K
Peunux Mamuye cpncxe naje rotose oOnuKe, a HHpOpPMaIMje O TOME Y KOjUM ce
¢dopmama (nuiy, Opojy, pody, BpeMeHy, HauMHy) MOjeIMHaYHa 3Hauema Iiiaronia
MOTY pealli30BaTH HANa3UMO TEK y KOHTEKCTY. MHOTHM TJaroiud MopQOIONIKH
MOT'y HIMaTH CBa JIMIIA MIPE3CHTA, M Y jeJIHUHNA M Y MHOKUHH, aJli KaJl Ce CyOuHMO C
NOjeIMHAM UXOBHM 3HAueHHMa, y JIaTOM KOHTEKCTY, jacHO je jaa ce oxpeheHu
o0MIM He ynoTpeOshaBajy, mpe cBera 300r OJICYCTBAa CMHCJA. TakBU CliydyajeBH
jacHo cy noka3anu y Peunuky rinarona (amp. desiti se A pf, intr B (3. sg&pl) desi
se, dese se | desio | — | —), ma 300r Tora OH MOXX€ OWUTH KOPHUCTAaH HE CaMO
CTyIICHTUMa HEr0 W JIGKTOPMMA, YaK M W3BOPHUM TOBOPHHIMMA — OWIIO Ja cy
YUYCHUIIH, CTYACHTHU CPIICKOT je3MKa WM IIHpa MyOJHKa.
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3. HAPYIIEHA HOPMA V VIIOTPEBU I'JTAT'OJICKUX OBJIMKA

Wako oBaj Peunuk HHUje HOPMaTHBHOT KapakTepa, Y MUTAKBY je YICHUIKU
PEUHHK, OH U Te KaKO MOXKE€ MOCIY>KUTH M M3BOPHHM TOBOPHHUIIMMA 32 CTHILIAE
HOBUX 3Hama WM CaMo 3a MPOBEpy MOPQOIOMKUX 00NMKa, 3HaYeHa W JOMyHa
ryiaroja 3a0elie)kKCHUX Y lbeMy, a Y UHMjOj YIOTpeOu cy HecurypHu. Jla je moTpeOHo
VUUTH W TPOBEpaBaTH OBaKBe IMOJATKE HAKO HaM je TO MaTepmhH je3WK,
CBaKOJHEBHO HaM HajOoJpe TOKa3yje oHa cdepa ynorpede je3mka ¢ KOjOM CMO
HajBUILIE y AOAWUPY, a TO je jesuk menuja. KopuchHe mHbpopmainuje y Pednuky
MokeMo Hahv Ha HaBeJeHWM je3WYKHM HUBOHMMA, a MoKazaheMo caMO HEeKOJHUKO
npumepa.

3.1. Mopgonowxu Huso

YTBpauhemo ma HEKW TIaroiyd mMMmajy ayoneTHe ¢opMe W na Cy cacBUM
MPaBUITHU TIPE3EHTCKH OOJMIN (MaKo He YBEK U jeJHAKO yoOudajeHun): kauzam ce |
knudicem ce (kmuzamu ce), npumuckam | npumuwhem (npumuckamu), Kao u
umnepatuBau: omuhu | omuou (omuhu), viaM na je mapTHOWN Tacusa: nociam |
nocnan (nocaamu), oonem | donecen (Oonemu), oonem | oonecen (oonemu), a na
HUje: OOHeuleH, OOHeueH — TO BPIIO YECTO 9yjeMo.

Mormu Oucmo mpoBepuTH: 3. J. MHOXHMHE Tpe3eHTa Ipe Hero IITo
M3rOBOPUMO HJIM HAIUIIEMO TTOTPEIIaH OOJIMK TJIaroiICKOr MPHJIOTa CaIaliiber Kao
ITO je: ynosnasajyhu, npedasajyhu, ovexusajyhu, nucajyhu, niaxajyhu v ci.; uimm
NapTHUIXI aKTUBA MYIIKOT poJia Iiaroia u30ocmu, ¥ TO TOCIe TPUMEHUTH U Ha
TJIaroi 6ocmu M CBE OCTalle HeroBe MpeduKcare.

Muoru he ce W3HEHAOUTW Kaja BUJE Ja TJATONH pasymMemu, YMemu,
npooasamu, npeoasamu, u30asamu, u308ojumu, y2ojumu ce HEMajy OOJIHKe
MMIIEpaTUBa Ha KOj€ Cy HABUKIIU: pazymi, npoodj, npeodj, u3oaj, uzoeoju, yeoju ce.

3.2. Cunmakcuyko-cemanmuyky Hueo

VY Be3u C TaaroiuMa ooMopumu ce U 0OMopumu, y3 jacHe IpuMmepe y
Peunuky, Bunehemo n1a o1 Mopdeme ce 3aBHCH M 3HAYCHE 1 JIOMyHA OBUX TJaroja:
Oomopu ce mano . Cedu, oyuty oomopu.

Hcto Tako, obaBecTuhieMo ce 0 ToMe J1a J1Ba pa3inynTa 3Ha4YCHa riarojia
cymMmamu yCIIOBIbABajy JIBe pasnuuute pomyne: Ocoba y Kojy noauyuja cymrod .
Cymrmam 0a ce 6a6u HeKUM KPUMUHATIOM.

Ha xpajy, Peunnk ce cBojuM caaprkajeM u U300pOM elieMeHaTa peYHUIKOT
YJIaHKa TI0Ka3a0 Kao KOPUCTaH y HACTaBH CPIICKOT Kao CTPAHOT / IpyTor, HAPOUUTO
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y ydemy mIpe3eHTa M mMmneparuBa. Y mopex Tora mTo je OKBaIM(pHUKOBAH Kao
MUHUMAJIHU PEYHHK, 3axBasbyjyhu OpojHEIM wuH(DOpMaIijama Koje cagpXu, Ha
BUILIE je3WYKHX HHMBOA, CBOjY MPHUMEHY MOKE MMaTH M y HACTaBU CPIICKOT Kao
MaTepbeT, Ka0 KOPUCTAH je3NYKH IPUPYIHHK.
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A MORPHOLOGICAL AND SYNTACTIC MINIMAL DICTIONARY OF VERBS IN
TEACHING SERBIAN AS A FOREIGN/SECOND AND FIRST LANGUAGE

Summary

The paper presented a morphological and syntactic minimal dictionary of verbs for foreign
students and described and explained the principles of its organization, its content and
elements of an entry in order to show who it is intended for, what kind of information it
offers and to what extent, as well as to what degree, it can facilitate learning verbs of the
Serbian language. The paper also analyzed the formation of present and imperative forms in
Serbian according to four relevant grammar books of Serbian (two of them are intended for
native speakers, while the other two are for foreigners) and pointed out problems related to
these forms that arise primarily from their morphological structure as well as from the
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mismatch of approaches and viewpoints in these grammar books in terms of bases and
inflections used for creating the given forms. After all definitions, interpretations and
groups of inflections offered in these grammar books have been considered, the author
recommended an approach to the treatment of the given verb forms which is believed to be
the simplest for foreign students. Finally, the paper provided common examples of breaking
of the norm in the use of verb forms (on the morphological, syntactic and semantic levels)
by native speakers in order to show that there is a need for a dictionary that provides ready-
made verb forms, not only in teaching Serbian as a foreign/second language, but also
among native speakers, which includes both teaching Serbian as a first language and
everyday use of language.

Key words: Serbian language, morphology, syntax, lexicography, verbs, present,
imperative.
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ALISA OVDE | SADA: SAVREMENA KNJIZEVNOST
U UNIVERZITETSKOJ NASTAVI

APSTRAKT: Ulazak savremene knjizevnosti u univerzitetsku nastavu nije uvek
metodoloski jednostavan, iako bi se moglo uéiniti da se koris¢enjem aktuelnijih narativa
koji su, direktno ili ne, odjek recentnih istorijskih i kulturnih okolnosti, postize adekvatnija
korelacija kako sa ostalim nastavnim sadrZajima tako i sa linim i generacijskim
prioritetima studenata. Nedostaje kriticka recepcija i knjiZzevnoteorijska evaluacija koja bi
predavacu pomogla da vrednuje knjizevno delo ali, s druge strane, podsticajno je usmeriti
studente da sami potraze interpretacijski klju¢ u licnom iskustvu i generacijskim
opredeljenjima. Analiza romana Uhvati zeca Lane Bastasi¢ ukazuje na moguénosti
uvodenja savremene knjizevnosti u kurikulum.

Kljucne reci: savremena knjizevnost, nastava, rod, kanon, kurikulum.

ALICE, HERE AND NOW: CONTEMPORARY LITERATURE IN
UNIVERSITY TEACHING

ABSTRACT: Introducing contemporary literature into university teaching is a challenge in
terms of the methodological approach, although it seems that employing current narratives
which might, in one way or the other, resonate with readers as historically or culturally
referential, correlates with both some other teaching contents as well as students’ personal
and generational priorities. Contemporary literary texts lack critical reception and
theoretical evaluation which might help the teacher determine their relevance, but, on the
other hand, encouraging students to search for an interpretational key within their personal
experience and generational choices is worth the effort. The analysis of the novel Catch the
Rabbit by Lana Basta$i¢ indicates the potential of introducing a work of contemporary
literature into the curriculum.

Key words: contemporary literature, teaching, gender, canon, curriculum.

1. UVOD: KANON | KURIKULUM

Definicije knjizevnog kanona menjaju se sa svakim novim metodoloskim
pristupom: tradicionalisti, poput ameri¢kog teoretiCara Harolda Bluma, smatraju da
je kanon nasu$na potreba i da bez njega ,,prestajemo da mislimo” (Bloom 1994:
41). Medutim, ovakvi nacelni iskazi ne govore nam mnogo dok ne po¢nemo da
uvidamo sta se krije u njihovom podtekstu: Blum se protivi inicijativi da se estetski
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standardi u proceni knjiZzevnosti zamene etnocentri¢nim i rodnim kriterijumima,
smatrajuci da se drustveni ciljevi ne mogu postizati takvim razgrani¢enjima, bar ne
u knjizevnosti. Ovaj teoretiCar jasno i nedvosmisleno insistira na izuzetnosti u
njenom klasicnom znacenju. Bori se za radost Citanja, reaktualizuje (po mnogima
anahron) metod kritickog impresionizma i zagovara konzervativne vrednosti.
~Knjizevnog genija, a njega je teSko definisati, ne moZemo otkriti bez
usredsredenog itanja”, pise Blum (Bloom 2002: 3). ,,Citalac uéi da se identifikuje
sa onim §to oseca kao veli¢inu koja moze da upotpuni jednu li¢nost, a da ne ugrozi
njen integritet. 'Veli¢ina' je mozda izasSla iz mode, kao i transcendentalno, ali je
tesko ziveti bez nade da ¢emo naici na izuzetnost.” (Bloom 2002: 3—4).

Blumov metod vrednovanja zasniva se na poredenju, jukstaponiranju i
sinteticnosti, a kao protivnik novije francuske filozofije i ideje Rolana Barta o
sustinskoj nepro¢itljivosti (illisibilité) knjizevnog dela (Richaudeau 1970: 19), bori
se da prevagu nad remek-delima ne odnesu njihove parodije i da se u procesu
profilisanja novih klasika odbaci kriterijum politicke korektnosti i obaveza kulturne
raznovrsnosti. Ovaj teoretiCar Zeleo je da Citanju prida punu spiritualnost i tako $to
je svojih sto genija svrstao u deset grupa, od kojih je svaka nosilac jednog od deset
kabalistickih bozanskih atributa.

Cinjenica je, ipak, da u nauci o knjizevnosti danas preovladuje
argumentacija one struje teoretiCara koja smatra da bi kanon morao da bude
inkluzivan i kulturno reprezentativan, te da je njegov zadatak da inkorporira
razlicitost identiteta i kulturni diversitet, tim viSe zbog toga §to ,,konzervativni
edukatori pruzaju otpor svakom potezu koji bi umanjio autoritet kanona” (Pike
2002: 355). U pokusaju da bude pomirljiv, knjiZevni teoretiCar i istori¢ar Teri
Iglton izvodi jednu, na prvi pogled vrlo neodredenu definiciju, koja otkriva sustinu:
kako on kaze, kanon stvaraju ,,narociti ljudi iz naroCitih razloga u izvesnom
vremenskom trenutku” (Eagleton 1983: 11), ukazuju¢i tako na ono svojstvo kanona
koje bi trebalo da se podrazumeva, a koje i tradicionalni i moderni teoretiCari gube
iz vida — knjizevni kanon je, naime, specifi¢an proizvod odredenih istorijskih i
kulturnih okolnosti.

Kako kazu Barnet i Kout, zamisli o obrazovanju dejstvuju samo kroz
kurikulum (Barnett & Coate 2004: 25), a u okviru njega uspostavljaju se vrednosti,
nacela i principi povezani s ucenjem, razumevanjem, znanjem i pojedinacnim
disciplinama. Reklo bi se, medutim, da u posredovanju kanonskih vrednosti kroz
kurikulum najmanje uticaja imaju oni koji po njemu uce. Helen Dej je pokusala da
rezimira stavove svojih studenata o prioritetima, vrednostima i stavovima koje
usvajaju tokom procesa obrazovanja, dosavsi do zakljucka da ,,predavaci predaju u
skladu sa svojim disciplinama, a (ponekad i) usko definisanim predmetnim
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poljima” (Day 2007: 536); jedna od teSkoc¢a koju ona narodito istiCe jeste to §to
studenti nisu podsticani da formiraju holisticki pogled na materiju koja je predmet
ucenja — manjka im perspektiva ,,helikoptera”, kako Helen Dej to duhovito a
precizno naziva. Uz pomo¢ ove neobi¢ne metafore dolazimo do sustine, do
dimenzije u kojoj uloga knjizevnog kanona treba da bude najvaznija: ma kakav
odnos prema kanonu imali, bilo da ga smatramo neprikosnovenim, bilo da ga
proglasavamo patrijarhalnim, zastarelim ili, uopste uzev, zrelim za redefinisanje i
promene, on mora da demonstrira tu vaznu funkciju posredovanja holistickog,
integrativnog pogleda na knjizevnost.

Poriv da se knjizevno naslede preusmeri i izmeni danas mahom
podrazumeva zelju da se nevidljivi elementi kulture ucine vidljivim, prisutnim i
relevantnim, S§to se postize tako Sto se marginalizovani i zanemareni autori
uvrStavaju u referentnu literaturu i kurikulum. Medutim, uvodenje recentnih
knjizevnih tekstova ne znaci nuzno da je njihovo citanje u ucionici jednostavnije od
Citanja tradicionalnih, kanonskih tekstova, niti da ¢e ucenici i studenti biti dodatno
motivisani da ih analiziraju: problemi Citanja, razumevanja i tumacenja nisu ni
umanjeni ni eliminisani kad paZnju usmerimo na knjizevna dela novijeg datuma, a
razlog tome leZi u Cinjenici da svako tumacenje zahteva metodologiju i definisan
teorijski pristup, bez obzira na to kojoj istorijskoj i stilskoj epohi pripada tekst.
Zabluda je da se teSskofe u razumevanju automatski smanjuju smanjivanjem
istorijske distance koja razdvaja trenutak pisanja i trenutak ¢itanja — plodotvorna
interpretacija pocinje tamo gde se jasno i nedvosmisleno uvedu teorijski postulati
koji ¢e posluziti kao temelj pristupa knjizevnom tekstu.

Promene u kurikulumu predocavaju prethodne promene u nacinu na koji
definiSemo kulturu: ne treba, naime, smetnuti s uma da je od definicije Metjua
Arnolda, po kojoj je kultura, da parafraziramo, ono $to je najbolje medu plodovima
ljudskog misljenja i pisanja, pojam doziveo mnogo modifikacija, da bi se dospelo
do odredenja koje iznosi teoretiCar Rejmond Vilijams, u kome on kulturu definise
kao ,,celokupan nacin zivota” (Williams 1960: 254).

Studije kulture podrazumevaju tri aspekta: zaokupljenost zbirom
raznorodnih tekstova koji nisu samo knjizevni, multidisciplinarni pristup koji
proishodi i1 iz druStvenih nauka i iz humanistike, kao i naglasak na teoriji s
obelezjima autorefleksivnosti (Frith 1992: 4). Stoga, ukoliko Citanje savremenog
knjizevnog teksta bude praceno jasno definisanim pristupom koji ukljucuje
prepoznavanje i razumevanje istorijskih, drustvenih i kulturoloskih ¢injenica koje
kontekstualizuju knjiZevni tekst u vremenu i prostoru, time je veca verovatnoc¢a da
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2. PRED VRATIMA KANONA

Premda u knjizi Genije ima ambiciju da konstruiSe mozaik koji ¢e
obuhvatiti sto najvec¢ih kreativnih umova svetske knjizevnosti i kulture, a takode i
da kreira neku vrstu periodickog sistema knjiZzevne istorije, Harold Blum se ne
odri¢e iznoSenja li¢nih stavova i naglaSavanja li¢nih afiniteta u vrednovanju
beletristike, te se tako ne usteze ni da izrazi divljenje Luisu Kerolu i njegovim
romanima o Alisi: ,,Onda kada je de¢ja knjizevnost zaista postojala, njena remek-
dela bila su ona Kerolova.” (Bloom 2002: 742). Blum ¢e kategoricki tvrditi da je
»lose pisanje loSe po decu” i da ¢e knjige o Hariju Poteru, ,dela pretrpana
kliSeima”, zavrsiti u ,kantama za smece” (Bloom 2002: 742). Ne treba, ipak,
misliti da su ovakve, vrlo zaoStrene, izjave motivisane samo omalovazavanjem
jedne uspesne fransize kakva je serija romana Dz. K. Rouling. U sedmoknjizju o
deCaku cCarobnjaku ima mnogo elemenata koji idu u prilog savremenim
vrednovanjima knjizevnog dela: autorka romana o Hariju Poteru gradi fiktivni svet
na slicnim principima na kojima se zasnivaju zamiSljeni svetovi realistiCkog
romana — na principima socijalne hijerarhije i fluktuacije moc¢i kojima se dodaju
elementi potrage, sukoba dobra i zla, kao i iskuSenje gradenja i primene etickih
merila u svakodnevnom Zivotu. Arhetipski elementi su osavremenjeni, tako da
Voldemor, na primer, od dijabolicnog junaka u stilu Miltonovog Satane do kraja
sedmoknjiZzja izrasta u autenti¢nu teroristicku pretnju, pretnju koja je
internalizovana u samom sistemu i ima mo¢ da ,,probudi” pasivizirane sledbenike
Onoga-koji-se-ne-sme-imenovati. Svako delo o Hariju Poteru je u jednakoj meri
roman traganja i roman odrastanja, buduc¢i da je glavni junak iskusio socijalne i
kulturne konflikte, egzistencijalnu pretnju i smrtnu opasnost, kao i s obzirom na to
da je pratio kako nastaje globalna zavera zla protiv dobra; Hari dozivljava
nepravde, potcenjivanje, mrznju, izolaciju, konflikte sa korumpiranim i
vlastoljubivim pojedincima i sistemom, postaje, u nekim trenucima, Zrtva
medijskog rata, politickih igara i imperativa drustvene hijerarhije, mucen tajnama
rodnih, identitetskih, genealoskih razlika i traumiran gubitkom ocinske figure. Svi
se ovi formalni (Zzanrovski), tematski i idejni aspekti prepoznaju u procesima
¢itanja, tumacenja, analize teksta i primene razli¢itog spektra teorijskih metoda.

Hari Poter objedinjuje vrline i mane mnogih junaka koji su se u istoriji
knjiZevnosti etablirali kao arhetipski, od Odiseja pa sve do Jozefa K. iz Kafkinog
Procesa, a sve njegove patnje i iskuSenja su refleksija prepreka s kojima se
arhetipski lik suofava. Medutim, uvid u uticaje koji su obrazovali knjiZevnog
junaka ne ukida potrebu da se istrazi da li je Hari Poter ipak neSto vise od
individualnog junaka, vise od paradigme heroja decje knjizevnosti.
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Kontekst u kome deluje Alisa ne €ini se tako obuhvatnim kao onaj koji Dz.
K. Rouling stvara. Ipak, Kerolova junakinja slovi za jedan od najintrigantnijih
likova u anglofonoj decjoj knjizevnosti. 1z Alise u zemlji cuda detalji socijalne
hijerarhije i kulturnih obelezja prividno su izostavljeni, ali se ostvaruju u drugacijoj
dimenziji fantasticnog, u kojoj elemente druStvene kritike, satire, parodije i
ideoloskog angazmana zamenjuje i, mozemo re¢i, natkriljuje konvencija
snovidenja, odnosno onirickog predstavljanja realnosti. Roman o Alisi, devojcici
koja putuje kroz svet apsurda koji se opire svakom njenom racionalnom pokusaju
interpretacije, nije samo klasik de¢je knjizevnosti, nego i zavodljiv eksperiment na
temu teorije haosa. Zaplet Alise u zemlji cuda moze se opisati dvojako: kao
avantura identiteta i kao avantura znanja; tome u prilog govori i ¢esta tendencija da
se roman posmatra kao komicni mit o problemu smisla i o potrazi za njim u svetu
koji se posmatracu ¢ini kao nasumican i potpuno obesmisljen. Remek-delo Luisa
Kerola na originalan nacin pristupa izazovu otkrivanja i sagledavanja ontoloskih
principa na kojima pociva realnost, a to je esencijalno pitanje kojim se bavi
celokupna fantasti¢na knjiZzevnost: ona se pita kakav je svet u stvari, da li ga, i
kako, mozemo spoznati, kakvo to mesto ¢ovek u njemu zapravo zauzima. lza
Kerolove stvaralacke maste i jeziCke invencije skriva se Citava jedna nova
dimenzija — dimenzija filozofske meditacije o pojmovima stvarnog i nepostojeceg,
sna i realnosti, prolaznosti i ve¢nosti, logike i apsurda, pravila i anarhije.

Ako karakterizaciji glavne junakinje pristupimo iz kulturoloskog i rodnog
aspekta, Alisa se ukazuje kao izvrnuta paralela viktorijanske Zene Cija je
radoznalost nagradena avanturom (makar se ta avantura odigrala samo u snu): ta se
avantura suprotstavlja logici i sistemu po kojima funkcioniSe gradanski svet, a to je
svet u kome je Zeni poveren samo prostor oko domaceg ognjista, i U kom je ona
lisena svake inicijative; sve $to je izvan granice doma predstavljeno je kao pretnja,
opasnost i prostor seksualnog sagresenja, moralnog posrnuca ili ¢ak zlocina. Kao
knjiZzevna junakinja, Alisa je samo delimi¢no modelovana prema principima koji
poricu autonomnost Zenskog bica: raste i smanjuje se, zaboravlja jezik i ponovo ga
udi, ali autor sve vreme insistira na pasivnosti junakinje i na njenom krotkom,
pomirljivom prihvatanju zadatih stanja, ma koliko se promene koje joj se deSavaju
protivile principima zdravog razuma.

Uhvati zeca, roman Lane Bastasi¢ (1986), spisateljice rodene u Zagrebu,
koja je odrastala i skolovala se u Banjaluci, a potom se nastanila u Barseloni, gde
danas vodi skolu kreativnog pisanja, specifican je ne samo po nizu tema koje
razmatra, ne samo po stilu i postupku, nego i po recepcijskim odjecima koje
pokrece. Inspirisan je Alisom u zemlji cuda i korpusom decje knjizevnosti,
zasnovan na konvencijama knjizevne fantastike, ali se bavi vrlo delikatnim temama
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odrastanja i sazrevanja u posleratnom, postjugoslovenskom okruzenju. Roman se
plasirao u najuzi izbor za NIN-ovu nagradu kritike za roman godine i izazvao
prilicnu citalacku i kriticarsku paznju u Srbiji i zemljama regiona. Ono sto ga ¢ini
izuzetnim jeste i bavljenje zenskim prijateljstvom, ina¢e marginalizovanim i
potcenjenim motivom u srpskom knjizevnom stvaralastvu: ravnopravne junakinje
su Sara i Lejla, prijateljice iz detinjstva koje se ponovo srecu nakon dvanaest
godina kako bi krenule na zajedni¢ko putovanje potrage i sazrevanja, na putovanje
koje ¢e im mozda donekle razjasniti njihov slozen i slojevit odnos.

Roman mlade ali ve¢ afirmisane autorke koja se okusala u pisanju poezije i
proze moze da posluzi za knjizevnu analizu u okvirima univerzitetske nastave kako
zbog svog kvaliteta tako i zbog aktuelnosti tema kojima se bavi: odrastanje, rat kao
deo iskustva, formiranje predstava o nacionalnom, rodnom i kulturnom identitetu,
samo su neke od njih. Knjizevni kriticari koji su do sada pisali o knjizi Uhvati zeca
isticali su tematske i motivske srodnosti sa nizom ostvarenja klasi¢ne i savremene
knjizevnosti, od Luisa Kerola do Elene Ferante, ali su ukazivali i na njegove
vrhunske domete: ,,Uhvati zeca je odlican roman. Re¢ je o knjizi koja seze u
nemali broj potisnutih i marginalizovanih mesta istorijskog, poeti¢kog i rodnog
iskustva postjugoslovenskog prostora.” (Svircev 2019: 184). Kao izuzetno vazna
odredenja, knjizevna kriticarka Zarka Svir¢ev navodi i ona zanrovska — roman
svrstava u ,,Bildungsroman i road fiction — koja omogucavaju da se narativni
postupci odrastanja i sazrevanja, uz teme traume i suo¢avanja s prosloséu, uoblice
u koherentnu celinu.

3. 1ZAZOVI | ZAMKE INTERPRETACIJE POSTJUGOSLOVENSKE PROZE

Putovanje prostorom nekadasnje Jugoslavije koje se pretvara u potragu za
secanjem, istorijom i identitetom: tako bi se mogao opisati drugi roman Lane
Bastasi¢ — prvi, Trajni pigmenti, objavljen 2010, takode inkorporira autobiografski
materijal na teme odrastanja u okruzenju rata i egzistencijalne nesigurnosti — koji
jeste fantasti¢ki paraboli¢ni sunovrat u proslost, u detinjstvo, u oblikovanje
emocija, duha i duse, u bezuspesan pokusaj mirenja sa poreklom kao zadatim
identitetom. Na kraju romana ocituje se da je potraga za korenima osudena na
neuspeh ukoliko u poreklu trazimo odgovor na sva pitanja koja nas muce:
ciklicnom formom naracije u kojoj se sve potrage vrac¢aju na pocetnu tacku
sugerise se da se koreni ne otkrivaju nakon dugog traganja zato da bi se slavili i
idealizovali, ve¢ da bi se od njih sto dalje pobeglo. Poreklo Sarinog i Lejlinog
identiteta sakriveno je, potisnuto, a mozda c¢ak i nepovratno izgubljeno u istoriji
ratova, mrznje i konflikata sa kojima su nesposobne da se suo¢e. Ponovni susret
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dveju prijateljica nije nostalgi¢an, romantic¢an niti obec¢ava mirenje i idilu, naprotiv:
taj susret je silazak u mra¢ne hodnike proslosti, o ¢emu svedoce reci Sare, koja je
istovremeno i dramatizovana naratorka, sa ¢ijim videnjem nepouzdanog
pripovedaca c¢italastvo sve vreme mora da se nosi, interaktivno preispitujuci njene
motive i porive. ,,Lejlin poziv mi je napravio muzej od zivota” (Bastasi¢ 2018: 25),
kaze Sara, znajuci da predstojece putovanje sa Lejlom nije ,,dvonedjeljni odmor”,
veé je ,.kao da se vrati§ heroinu” (Bastasi¢ 2018: 25). Ovako postulirati osnovnu
ideju romana znaci duboko se posvetiti najvaznijim pojmovima jedne kulture:
nac¢inu zivota i na¢inu misljenja koji predodreduje sudbinu pojedinaca u zaostrenim
zivotnim okolnostima.

Kako navodi Zarka Sviréev, u romanu su ,formiranje identiteta i
sazrevanje, kao i dinamika medusobnog odnosa” predoceni ne samo individualnim
obelezjima, veé i ,,specificnim pozicijama obeju devoj¢ica, odnosno zena, na cemu
se posebno insistira — njihovim rodom, odnosno patrijarhalnim kontekstom koji ga
nastoji oblikovati, klasnim statusom, nacionalnom i verskom pripadnoséu”
(Svircev 2019: 185).

Na mnogo nacina, roman Uhvati zeca korespondira sa zivotom generacija
odraslih u postjugoslovenskom miljeu: glavna junakinja Sara rodena je i odrasla u
Banjaluci, ali je nakon zavrsenih studija otisla u Irsku i tamo nastavila zivot i
obrazovanje. Formativne, osetljive godine njenog puberteta i adolescencije tekle su
pocetkom devedesetih, a Sarin razvoj paralelan je, a istovremeno kulturologki i
iskustveno suprotstavljen, odrastanju njene najbolje prijateljice Lejle, koja je zbog
svoje pripadnosti muslimanskoj verskoj zajednici prinudena da promeni ime i
prilagodi se vec¢inskom stanovnistvu, ali ne i dominantnom mentalitetu: ¢ak i sa
neznatno drugacijim imenom, ona je jednako nekonvencionalna. Razdvojene
vremenom i u odrastanju ustanovljenim razlikama, Sara i Lejla se ponovo srecu,
ovaj put u Mostaru, gde Sara dolazi nakon Lejlinog poziva da otputuju u Bec i
sastanu se tamo s njenim bratom Arminom.

Parabola i paradoks zdruzeni su u nedeljivu simbiozu stoga sto je Sarin
polazak na put sa Lejlom istovremeno i ¢in potpunog poverenja i let sa slepom
navigacijom, bas kao i Alisin pad kroz zec¢ju rupu. Pokorno sledeci poziv koji je iz
temelja promenio njen odnos prema sadasnjosti, a na koji je fakticki cekala
dvanaest godina, Sara se vraca u svet detinjstva, u jezik, u prapocetak osecanja
ljubavi, odnosno u prvu fasciniranost jednim muskarcem i jednom zenom,
Arminom i Lejlom. To dvoje Begica, u pokusaju da neutralisu nacionalnu napetost
u Banjaluci devedesetih gde necija zla ruka iz mraka truje pse, postaju Marko i
Lela Beri¢, i njihova, u svodenju na jedno slovo prezimena naoko jedva primetna,
promena identiteta prva je Sarina zivotna lekcija o hegemonijskom diskursu, o
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normativima koji u socijalnom okruzenju iznenada pocinju da vaze ¢im se zaostri
politicka situacija.

Sara uporno opisuje i pripoveda, ne verujuc¢i ni sama da pripovedanjem i
opisima stizemo do spoznaje dubljih znacenja. Njena najbolja prijateljica Lejla ¢e
ostati neuspesno predocena misterija jer se i sama opire svrstavanjima, zato §to
svim onim s$to c¢ini i govori zapravo unosi zbunjenost i nered u svaki pokusaj
definisanja. Sara Lejlu vidi kao znamenje pobune, liéne i generacijske, jedino §to
se ta pobuna manifestuje vise kao mirno iskazivanje nehaja za obicaje i zakone
nego kao organizovana strategija otpora. Lejla zeli da bude sveprisutna, da bude u
centru Sarine paznje, ali da istovremeno onemogué¢i svaki njen pokusaj
pripovedanja: ,,Kad bi mogla, zavukla bi mi se izmedu dvije recenice kao moljac
medu dva rebra na venecijaneru”, kaze Sara za Lejlu (Bastasi¢ 2018: 7), jer Sarin
zivot je upravo pokusaj da se resi misterija najbolje i najblize prijateljice, da se
ponovi fascinacija njihovim prvim zajedni¢kim iskustvima, ali istovremeno i
pokusaj da se Sara oslobodi onog $to naziva Lejlinim suptilnim nasiljem”
(Bastasi¢ 2018: 8), i da zaobide rodnu Bosnu ,,kao grofica kakvog prosjaka na putu
ka operi” (Bastasi¢ 2018: 8). Opis moljca zavucenog izmedu dva rebra
venecijanera izabran je da bi predocio suzenost, ograni¢enost pogleda i iskustvo
koje je nemoguce ukloniti iz vidokruga, ali ga je isto tako nemoguce i razresiti.

4. PUTOVANJE | ODRASTANJE KAO DOMINANTNI MOTIVI: IDENTITET |
NJEGOVE ZAGONETKE

Koliko su prva iskustva vazna glavnoj junakinji, pokazuje i ¢injenica da su
sva njena zivotna opredeljivanja neka vrsta ponavljanja i varijacije ranih
uspomena. To vidimo i na osnovu opisa kako je zapocela Sarina irska romansa,
ljubav s Majklom i zajednicki zivot s njim. I ljubavno iskustvo ranog zrelog doba
jedne Zene gradi se na ehu proslosti i na analogijama sa prvim iskustvima: nakon
prvog intimnog kontakta, koji je nije u¢inio narocito sre¢nom ni zadovoljnom, Saru
¢e Majklu silovito privuci otkrice da medu njegovim knjigama postoji i roman
Roberta Luisa Stivensona Ostrvo s blagom. To je detalj koji ¢e je navesti da se
vrati u njegov krevet i prespava do jutra umesto da se tiho iSunja iz stana. Vise
decenija omiljena lektira dece u Skolskom uzrastu koja je dozivela preko Cetrdeset
izdanja u vreme SFR Jugoslavije, Stivensonov roman je i omiljena knjiga Lejlinog
brata Armina, a to je razlog $to ga je Sara i sama bezbroj puta Citala. Sa druge
strane, pitanja o omiljenim stvarima kojima je Armin zasipa na proslavi Lejlinog
sedmog rodendana Saru ¢e uvesti u praksu komunikacijskog rituala koji se zasniva
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na anketiranju sagovornika o omiljenim stvarima; takva ¢e vrsta radoznale istrage
oznaciti 1 zaCetak njene ljubavi s Majklom.

Put u Be¢ na koji dve drugarice krecu nije put potrage, kao $to Sara misli,
ve¢ put secanja, kao §to Lejla od samog pocetka vrlo dobro zna. One idu bas u grad
gde je Armin u muzeju Albertina kao sedmogodi$nji decak ,dirnuo Direra”
(Bastasi¢ 2018: 19; isti se izraz u identi¢noj recenici ponavlja i na stranici 260), i to
dodirivanje slike koja se nikako ne sme dotaknuti svedoci da je iskorak iz sistema
pravila i zabrana uvek onoliko mogu¢ koliko je opasan i zabranjen. Jedna od
dilema koje roman pokrece, a vazna je i za analizu u ucionici, jeste motivacija
dveju devojaka, koja se svodi na Armina, na odsutnog muskarca koji definise
njihov odnos ovde i sad. Zarka Sviréev navodi da roman Uhvati zeca ipak govori o
zenskom identitetu ,,jer je, i pored izrazitih razlika i specificnosti obe junakinje,
njihov zajednic¢ki imenitelj diskurzivno oblikovanje patrijarhalnim patronatima
(ponajvise odsutnim bratom) (podvukla VGP) &iji se represivni ucinci ogoljavaju.”
(Svirc¢ev 2019: 185).

Dve prijateljice je moguce sagledati ne samo kao dve mlade Zene koje
prozivljavaju blazenstva i traume, nego i kao simbolicke funkcije ljudskog uma.
Lejla je imaginacija, masta i tekst koji se otimaju tvorcu, Sara je bezuspe$ni
analiticki racio, opsesivna, kako je Lejla u viSe navrata opisuje. Njih dve mozemo
posmatrati i kao proizvod vaspitanja njihovih roditelja: Lejlini roditelji su
otvoreniji i tolerantniji, Sarini insistiraju na rigidnosti i disciplini, nespretni su i
neartikulisani kada pokusaju da pokazu emocije. Lejlin otac, koji je umro od
tumora u grlu dok je ona bila mala, bio je peva¢ sevdalinki; Sarin otac, koji ¢e
umreti kad je ona veé¢ uveliko nastanjena u drugoj zemlji, radi kao nacelnik
policije. Ocevi su osmisljeni kao suprotstavljeni koncepti koji dodatno zaostravaju
identitetske razlike dve devojke: jedan je orficka figura umetnika, drugi otelovljuje
vlast i red, monotoni automatizam autoriteta i kontrole, nalog discipline i lisavanja.
Kako Sara dozivljava oca vidimo i po tome $to ona u njegovom prisustvu
sistematski izbegava da jede slatkiSe i Secer, da ne bi postala gojazna i malodusna
kao Sto je njena majka. Sarin otac je u izvesnoj meri i dijaboli¢ni lik, jer nosi Stap i
ima ,lijenu nogu” (Bastasi¢ 2018: 70) koja ga spreava da se ,,rijeSi gamadi”: 0
kakvoj se gamadi radi, otkriva govor pun uvredljivih kvalifikacija i nultog stepena
tolerancije za sve Sto je drugacije kojim se otac obilato sluzi. On lezi na kaucu
lenjo i opusteno, pije zeleni ¢aj zato Sto je dobar za metabolizam, njegova briga za
sebe povezana je sa potpunim nehajem za sve druge, a narocito za one drugacije.
Kada se Lejlinom bratu Arminu izgubi svaki trag, Sarinog oca taj nestanak ne
uznemirava, jer mladi¢a opisuje kao ,,malog debila”, a kad Arminova i Lejlina
majka dode u policiju da se raspita za nestalog sina, bezdusno joj kaze da su ,,Svi ti
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dripci to su nestali, i Habdi¢, i mali Sehi¢ (...) prvi osumnji¢eni za zlo¢in nad
naSim psima i da je bilo pitanje vremena kad ¢e neko da popizdi.” (Bastasi¢ 2018:
69). Povezivanje nestanka ljudi sa ubijanjem pasa jasna je indikacija
medunacionalnog konflikta, budu¢i da je ocigledno da su svi oni koji su netragom
nestali iste etniCke pripadnosti, i da se svim slucajevima nestanka posvecuje
jednako malo paznje.

Sarin otac je svoju kéer odveo da se krsti u pravoslavnoj crkvi na njen
trinaesti rodendan, Sto jasno ukazuje na njegovu potrebu za socijalnom
integracijom 1 za prestrojavanjem na ideoloski kolosek koji smatra ako ne
ispravnim, ono bar aktuelnim. U Zelji da postuje sva pravila, Sari otac daruje i
zlatni medaljon na lancu kao maturski poklon: u pitanju je neZeljen i nepodesan dar
koji ukazuje kako izmedu oca i kéeri nema bliskosti ni razumevanja, niti saglasja o
tome Sta jeste zrelost, i kako se ona obelezava i dozivljava. Taj ¢e glomazni komad
nakita u Irskoj biti pretvoren u novac za egzistencijalne potrebe. Zivot u egzilu
zahteva da, zarad pukog prezivljavanja, junakinja u zalagaonici ostavi svoje
uspomene, pa ¢e tamo zavrsiti i zlatni lanac dobijen od oca, i prstenje koje je
pripadalo njenoj baki. U pitanju je stalan motiv izgnaniStva koji nalazimo i u
drugim delima srpske i hrvatske knjiZevnosti, recimo kod Nine Zivanéevi¢ u
Vizantijskim pricama 1 u autofikcijskom romanu Umiranje u Torontu hrvatske
autorke Dase Drndi¢. Uglavnom je motiv prodaje porodi¢nih dragocenosti i
uspomena signal o dodatnom nivou otudenja, o prevrednovanju vrednosti usled
egzistencijalnih imperativa.

Dolazak u Be¢ na kraju romana ne daje jasne odgovore, niti nudi rasplet.
Na simbolickom nivou tumacenja, ukazuje se da je ureden svet u kome vladaju
pravila zapravo samo nova dimenzija dekandencije od koje su devojke zelele da
pobegnu. Dolazak u Be¢ ne oznacava spasenje, ve¢ je pocetak novog koSmara u
kom se mora nac¢i odgovor na pitanje kako da se zivi sa kulturnim 1 istorijskim
nasledem svoje zemlje i svog vremena. Bec je nova enigma, koju tek treba resiti i
od koje tek treba pobeéi. Sara je jasno i beskompromisno pobegla od Bosne, od
usuda korena i porekla koji zadaju identitet, ali odlu¢no odbija i identitet koji nudi
becka dekadencija: ona Zeli da ,,uhvati zeca”, kako i sam naslov romana kaze, ali
joj je potpuno jasno da je zec (bio on oznacitelj identiteta, saznanja, unutrasnjeg
mira ili neCeg sasvim drugog) neuhvatljiv i nedostizan, da se on ne moze
posedovati i pripitomiti, izuzev ako se potraga za njim smesti u umetnicko delo.
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5. SLIKE KRVI | DOMA

Simboli, rituali i metafore vezani za krv su nedvosmisleno univerzalni: ova
je telesna supstanca povezana sa ¢itavom paletom razli¢itih znacenja, ne samo zbog
specificne boje koja se, po zakonima neurofiziologije, opaza kao primarna boja
spektra, nego i zbog povezanosti sa zZivotnim ciklusima (Gordi¢ Petkovi¢ 2016: 301
i dalje).

Knjizevnost povezuje krv sa zlo¢inom i straséu, ali jo$ jedan aspekt
prisustva krvi kao znaka i simbola jeste krivica — krv se vezuje za krivicu,
imaginarnu ili stvarnu, koja prati zloCine i nepocinstva. Krv na rukama junakinja
knjizevnog dela, uvek marginalizovanih i obespravljenih u svetu patrijarhata,
imacée posebno znacenje, vec i stoga Sto specifi¢nost zenskog polozaja uslovljava
Citav niz ambivalentnih reakcija, emotivnih 1 etickih, na pitanja krivice,
odgovornosti, (samo)kaznjavanja i ispastanja (Gordi¢ Petkovi¢ 2016: 301 i dalje).

Krv u romanu Uhvati zeca predstavlja mnogo slozeniji simbol i nadilazi
ocekivana znacenja i tumacenja, najveéim delom i zato §to se u ovom delu telo
predstavlja kao mladim zenama poznata i bliska teritorija: za Lejlu i Saru ni telo ni
telesne te¢nosti nisu bauk, stigma ili izvor ose¢anja inferiornosti — telo je ugodna
zagonetka, misterija koja se reSava, tajna sa kojom se zivi.

,,Znala sam je duze nego §to sam imala menstruaciju” (Bastasi¢ 2018: 18),
kaze Sara kad Zeli da otkrije kolliko ve¢ traje njeno poznanstvo s Lejlom, i to je
znakovita odrednica kojom pocinje koloplet slika krvi, od fizioloskih (tamponi koje
Lejla gotovo automatski stavlja i vadi dok se vozi na suvozackom sedistu od
Mostara ka Jajcu, bez ikakvog nastojanja da to cini diskretno ili kriomice), do
identitetskih: Lejla menstruaciju dobija sa jedanaest godina, iste godine kad menja i
ime. ,,Dobila si menstruaciju i novo ime, a ja, iako osam mjeseci starija, nista”
(Bastasi¢ 2018: 47), sa tugom i goré¢inom govori Sara u imaginarnom monologu
upucenom prijateljici. ,,Do juce si bila Lejla, bez krvi i Cista, kao i ja. Sada se u
naSe prijateljstvo uvukla ta prokleta Lela, koja ima menstruaciju i namjerno ne Zeli
da mi je objasni.” (Bastasi¢ 2018: 48).

Bosna je za Saru povratak u nesvesno, nekakav otrov bez kog se ne moze.
Kad kaze svom partneru Majklu da ¢e otputovati kuci, oseca da je upotrebila
pogresnu rec: ,,Home je bio na$ stan, nase knjige (...) Home nije Bosna. Bosna je
nesto drugo. Zardalo sidro u nekom popiSanom moru. Bodes se tetanusom uredno,
iako su prosle tolike godine.” (Bastasi¢ 2018: 27). ZaviCaj je za Saru upravo
zavisnost od zagadenja, od toksi¢nih, Stetnih materija koje su postale metafore
njenog iskaza o Bosni. Dolazak u Mostar je i ponovni ulazak u jezik, ali je i taj
ulazak vezan za toksi¢ne materije: ,,Okruzile su me rije¢i od kojih sam se bila
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ocistila, kao Covjek koji se jedva nekako odvikao od cigareta, a potom se naSao
zatvoren u prostoriji za puSace.” (Bastasi¢ 2018: 57). Dok se u jeziku ocituje
zagadenje 1 opasnost od trovanja, teritorija i rodno mesto su u Sarinom narativu
predstavljene kao bolest: kad ih putovanje dovede do Banjaluke, ona je ,hladna
raka nasred naSe putanje” i ,,vjesto skrivan ¢ir” (Bastasi¢ 2018: 112). Medutim, kad
Lejla pita ,,Mozemo li stati kod kuée?”, to menja Sarinu percepciju; slika groblja i
hladnoce koja joj se ukazala odjednom nestane: ,,Izvukla je Banjaluku iz zemlje u
dvije rije¢i.” (Bastasi¢ 2018: 112).

Figure majke su crne i tuzne, ili zastraSujuce: kada upozna Sarinu majku
prilikom njene prve i jedine posete ¢erki u Dablinu, Majkl lakonski i takti¢no kaze
da ima lepe o¢i, ali Sara zna §ta je on mislio: ,,gledao je u njeno ogromno tijelo i
pitao se da li je to u genima” (Bastasi¢ 2018: 21). Sara ume da protumaci i ofev
pogled upucen majci nakon $to ona stavi u usta kockicu Se¢era umocenu u kafu; taj
pogled interpretira kao da se njime kaze ,.trebalo bi da pazi na kilazu, rasirila se
kao svadbeni Sator” (BastaSi¢ 2018: 57). Sarina majka je ,,najveca na roditeljskom
sastanku, ¢lanci nateCeni preko tirkiznog kaiSica na sandali” (Bastasi¢ 2018: 68),
»tiha i Siroka kao jezero u svijetloplavoj haljini za priredbe” (Bastasi¢ 2018: 27); na
proslavi mature gde je Sarina majka u svetloj haljini Lejlina majka je ,,sama i u
crnini, kao znak interpunkcije usred svih tih Sarenih bluza” (Bastasi¢ 2018: 30);
crno je boja smrti i zalosti, pa na roditeljskom sastanku pored njene niko ne sedi,
,kao da je tragedija vaska” (Bastasi¢ 2018: 68). Zena u svetloplavoj haljini posle
niza godina postaje ,,jednoli¢na hrpa sala” (Bastasi¢ 2018: 127) u invalidskim
kolicima; kad se Sara i Lejla tokom putovanja do Beca na kratko zaustave u
Banjaluci, Sara majku posmatra iz prikrajka, skrivena iza komsijskog hrasta i
ruzinog zbuna (,,Krila sam se iza tudih ruza i gledala je kako se prezderava.”
(Bastasi¢ 2018: 129)), shvativsi da Lejlino ,.kod kuée” ne znaci dolazak majci
posle dvanaest godina tokom kojih nije dosla na ofevu sahranu i nije bila u
redovnom kontaktu sa njom, te smogne snage samo da pobegne od rodne kuce i
skrije se iza spomenika narodnom heroju Ranku Sipki, sanjaju¢i potom san o tome
kako spomenik oZzivljava i vraca joj uspomene (Bastasi¢ 2018: 130 i dalje).

Narativ je pun slika umrlih Zivotinja, kao oznacitelja nasilne i neumitne, ali
krajnje nasumicne smrti kojoj su u ratu izloZeni i ljudi: pominju se tri Sarine
kornjace koje umiru zato §to se nije brinula dobro o njima i koje je sahranila ispod
bora, polumrtvi vrabac kog Sara zgazi ¢izmom da mu prekrati muke, potrovani psi
u Banjaluci pocetkom devedesetih, ljubimac beli zec kog drugarice sahranjuju, a
svim tim smrtima suprotstavlja se tuzan, naoko pedantno reziran, naoko civilizovan
i planiran, kraj Majklovog psa Njutna koji je uspavan zato S§to je oboleo od
dijabetesa. Saputnici u mra¢nom autobusu kojim Sara od Zagreba putuje za
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Mostar, gde ¢e se sastati s Lejlom, nazvani su sovama i guskama, stan gospode
Knezevi¢ u Jajcu u kom prenoce prijateljice prepun je pataka keramickih, pliSanih i
plasticnih, Sto ¢e Citaoca podsetiti na rucak u Sarinoj kuci kad otac, oblaporno
jedu¢i pacetinu, nehajno govori o Arminovom nestanku kao o slucaju koji se
zatvara nakon Sest meseci (BastaSi¢ 2018: 122). Prete¢e deluje zivi Zohar kog
devojéica Masa Cekovi¢, drugarica koju Sari majka pokusava da nametne kao
alternativu druZenju sa Lejlom, ¢uva u kutiji od Sibica; u pitanju je devojcica ¢iji je
sadizam nevesto maskiran prisustvom gomile lutaka u njenoj sobi. Apsurd i patnja
koji se vezuju za sudbinu zivotinja kulminiraju kad po dolasku u Be¢ junakinje u
hotelu simboli¢nog imena ,,Veseli lovac” ugledaju niz prepariranih zivotinja i
dobiju klju¢ s drvenim priveskom na kom je ,,medvjeda glava s urezanim brojem
42 na poledini” (Bastasi¢ 2018: 190); igra simbola i znaCenja se samo nastavlja,
bez moguénosti razresenja.

6. ZAKLJUCAK: KAKO U KURIKULUM?

Uhvati zeca nije delo koje ¢e u knjiZzevni kanon uéi lako i brzo: kao
zapazen roman autorke koja pripada mladoj generaciji pisaca u regionu, i ¢ija
poetika svesno i hotimi¢no reflektuje dobro poznate knjizevne i kulturne motive iz
dela Luisa Kerola, ovo ostvarenje moze da bude primer za ukr$tanje razli¢itih tema
i uticaja, za preispitivanje motiva doma i porekla, tela i teritorije, ali u velikoj meri
moze da bude i popriste sukoba suceljenih filozofskih, istorijskih i ideoloskih
koncepcija.

Roman Lane BastaSi¢ vazan je za analizu u univerzitetskoj nastavi na
nekoliko epistemoloskih nivoa: kao roman odrastanja, koji inkorporira teme koje
su mladim ljudima razumljive i bliske; kao roman o ratu i posledicama rata, $to je
takode tematski blisko mladim ljudima; kao roman o identitetu; kao prozni tekst u
kom se obilato koriste pesnicke metafore, no isto tako i parabole, hiperbole i
aluzije; kao prilog izucavanju fantastike u prozi; kao primer aproprijacije tema i
motiva u narativu.

| kao jedno od pitanja za kraj ostaje i pitanje naslova ovog rada: da li je
Lana Basta$i¢ zaista ispisala novu, postjugoslovensku Alisu, koja egzistira ovde i
sada? Ko je u njenom romanu ta zbunjena, ali odluéna i na avanturu saznavanja
spremna Alisa? Da li Alisu oli¢ava racionalna i staloZzena Sara, koja pokuSava da
artikuliSe rasutu sliku sveta, ili je Kerolova junakinja predstavljena u nesputanoj,
spontanoj i neprilagodenoj Lejli? Neka od tih pitanja moze da resi diskusija o
procitanoj knjizi, upriliCena medu pripadnicima generacije koja ¢e se sa teSkim
identitetskim dilemama tek suocavati.
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ALICE, HERE AND NOW: CONTEMPORARY LITERATURE IN UNIVERSITY
TEACHING

Summary

The debate of the literary canon continues, as the ongoing battle to reshape literary heritage
has been fought on many fronts. The traditionalists, such as Harold Bloom, assert that
aesthetic standards must not be replaced with ethnocentric and gender considerations,
whereas the scholars who seek to modernize the canon advocate a more diverse set of
literary works in the belief that the dominance of dead, white and male writers perpetuates
cultural injustice. The wish to reshape literary heritage is connected to the idea that the
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invisible elements of culture should be made visible and present and that the writers who
have been marginalized or neglected should be introduced into the curricula. Contemporary
literary texts lack theoretical evaluation which might indicate their relevance, but, on the
other hand, encouraging students to search for an interpretational key within their personal
and generational experience is worth the effort. The analysis of the novel Catch the Rabbit
by Lana Bastasi¢ indicates the immense potential of introducing a work of contemporary
literature into the university curriculum.

The author appropriates the narrative of Alice’s Adventures in Wonderland in order to relate
the conflicting issues of memory and belonging in the post-Yugoslav context. Bastasi¢
reaches for a familiar fictional setting in order to present her characters’ internal conflicts as
universal, but still reminiscent of the actual Bosnian and ex-Yugoslav issues. Her novel
cuts deep into the feeling of otherness imposed by either a traumatic overdose of history or
an individual neurosis of non-belonging. Bastasi¢ represents diverging memories and
concepts connected with the homeland that was willfully abandoned, but constantly longed
for and therefore narrativized. Displacement is painful, but shown to be the only way to
rescue oneself, although the protagonists return to the turbulent history of both the family
and the homeland with a renewed potential of self-reflection. Lana Basta$i¢’s narrative
finds its own way to express the pain, anger, memory and longing through the carefully
developed imagery of home, blood, and animals.

Key words: contemporary literature, teaching, gender, canon, curriculum.
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HEKOJIMKO TE3A O HACTABHUM UHTEPIIPETAIIUJAMA
CYMATPE U ObJAIIELbEHbA CYMATPE MUJIOIIA IPEBAHCKOTI!

AIICTPAKT: VY pany ce aHammsupa mpucyctBo Cymampe u Objawrsersa ‘Cymampe’
Munoma Lpmanckor y ogabpaunm Yumanxama 3a mpehu pasped suMHasuja u cpeorsux
CMpPYUHUX WKONA, C aKIEHTOM Ha TEKCTOBUMaA, YIyTCTBHUMA 3a aHAIU3Y, 3ajaluMa U
nUTakbUMa KoOje ayTopu HaMmewyjy YydeHunmma. Mcnuryje ce Ha KOjUM MecTHMa
MOCMaTpaHe HacTaBHE WMHTEpIIPETalllje KOPECHOHIWpajy Y Be3H ca H300pOM KIbYUHHX
(eHoMeHa M TPOOJIEMCKHX TOJpYydYja aBaHTapJHE KHWKEBHOCTH, JOK Cy IpeIMer
UHTEpecoBama OBOI paja, Takohe, M OHa MecTa Koja Oeneke pa3lIuuuTe MPUCTYHe U
onabup muTama pelieBaHTHHX 3a TyMaudewe TekcTa. KoHcyntyjy ce, Takohe, n nomatHe
HACTaBHE MHTEPIIpPETaIlrje KOoje CBOjUM IPEOKyMaIijaMa OaroBapajy OCHOBHO] MHTCHIIHjH
pama, a TO je IOKa3MBambe IpecyJHEe BaXKHOCTH TEMEJFHOI M CBeCTpaHOr ynyhuBama
YUCHHYKE MaKkhe Ha PaJAuKaIHy NPOMEHY Yy IMOMMamy YMETHHUKOT JIeJa, KOjy aBaHrapnaa
JIOHOCH, ¥ yKa3MBamhe¢ Ha OCHOBHE MOTHBE TAKBOT IIpeBpara.

Kmwyune peuu: aBanrapna, Yumanxa, HacTaBHa uHTepnperauuja, Cymampa, maHudecr,
Objawrerve Cymampe.

SOME THESES REGARDING THE TEACHING INTERPRETATIONS OF
SUMATRA AND THE EXPLANATION OF 'SUMATRA’ BY MILOS
CRNJANSKI

ABSTRACT: The subject of this paper is the analysis of the poems Sumatra and The
Explanation of ‘Sumatra’ by Milo§ Crnjanski as parts of selected reading-books in high
schools. The texts themselves, the instructions for the analysis and the questions for
students are especially emphasized. The paper deals with various interpretations of the texts
and their relation to the key problems and phenomena of avant-garde literature. Also, the
paper analyzes different approaches and the relevance of the questions designed for better
interpretation. Furthermore, additional interpretations are consulted to demonstrate the
primary intention of this paper, which is to emphasize the importance of explaining to
students the radical change in the reception of artwork itself in the avant-garde and the
primary motives for that change.

Key words: avant-garde, reading-book, teaching interpretation, Sumatra, manifest, The
Explanation of ‘Sumatra’.
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1. VBOJI

Ilecma Munana hypuwna, [lycmume me kako ja xohy!, cBojeBpcHa je
yBepTHpa y TNPEBPAaTHUYKY IMOETHKY KOja HAacTyma ca aBaHTrapJoM Yy CpIICKO]
KIBIDKEBHOCTH, OTBapajyhu IoriaBjbe JKECTOKMX pacmpaBa U IIOJIEMHUKa.
UzpakaBame ayxa emoxe, ajld W JMYHUX NOETHKA MHUcala, MpoHala3u HajOoJbH
u3pa3 y hpopmu Mmanudecrta, koju he nocratu GyHmaMeHTaIHA OJUTHKA CTBApAIavuKe
aBanrapaue npaxce. Hasupajyhn aBaHrapaun MaHH(ECT , KEHKEBHOM BPCTOM”,
Anekcannap ®nakep yka3yje Ha BEroB 3HauajaH CTaTyc W MPOTJIACHH KapakTep, Te
TBPAM Ja Cy TO ,,TEKCTOBU C HArJIAIICHOM €CTETCKOM (YHKIHMjOM™ M Ja ce HhHMa
»HE MCTpaXxkyje MUHYJIH E€CTETCKH IpPOLEC, HErO0 OHU cajp)KaBajy UMIIEPaTUBHE
3axTjeBe 3a MHjeHaMa yHyTap Ipoleca U y TOM MHUjehamby HEIOCPEIHO CyIjely]jy,
MpH 4YeMy EJIEMEHT eCTeTCKe IMPOBOKAIWje CjelAHIbyje TOETCKE W METAIOeTCKe
tekcroBe” (Flaker 1988: 213). Ono mrto je, ®nakepoBUM jE€3UKOM, E€CTETCKH
MPOBOKATHUBHO, MPUOIIKaBa aBaHTapIHU TecT JIMHUjU cykoba m3mely cmapoe n
Ho602, KOja WMa OoraTy Tpagullfjy, a OBJE C€ jaBJba, MOrjio Ou ce pehm, y
OPWINYHO pagukaiHoM obiuky. [Ipemaa 6u manudect tpebano na nma moh aa
yOenu penunujeHTa y cBoje HaMepe M IMJbEBE, J1a Ta YIO3Ha Ca MOSTHKOM Jela
KOja MO/ HKErOBHM OKPHUJbEM HACTAjy, OH Ta HEPETKO cabia3HH, IIOKHPA, KaKo
CaMOM MHTEHIIMjOM TAaKO M PYIIMIAYKOM EHEprijoM ca KojoM padyHa.” Mmajyhu y
BUJy U3pa3UTy OLITPHHY Yy U3pa3y, y3 KOjy aBaHTap/a HacTyIa JIako je 3aKJbyYHTH,
a 0 TOME C€ jJaCHO M CaMM aBaHTapJHM YMETHHUIIM W3jalllbaBajy, Aa aobap Jeo
nyOJiMKe, Ha 4Yely ca ,,BpXOBHHM Cyaujama” KyJITYpHE jaBHOCTH, TaKaB HACTYII
JOXKHMBJbaBa Kao TPETEpaHo Jp3aKk W CMEO y CBOM OJIHOCY IpeMa KaHOHY,
TpaIuIUjy, ,,HATUOHAITHUM TpUOMHAMa™ U ,,CJIaBHUM MTOeTHKaMa”.

Cratyc u cynOouHa MaHudecTa y KIlbHKEBHOCTH MPEJCTaBIba]y JEIUKATHO
nUTamke, Koje 3aciykyje mocebaH TperMaH. Mnak, y OBOj NPHIINIM, BaXXHO je
MOMEHYTH T'a Kao TeMeJb Jjajbe PacipaBe M yKa3aTH Ha HEKE O] ’EeroBUX Bes3a ca
MOTOKOM YMETHHYKOM TIPAKCOM, C 003MPOM Ha TO Jia Cy MaHU(ECTHHU MOCTYJIATH
Hajuemthe Owin mnpalieHd W TMOTKPEIUbMBAHU KOHKPETHHUM  YMETHUYKHM
ocTBapemuMa. Tpaauuuju nucama MaHudecTa U nporpama, y jellHoM HeOOMYHOM

! Mocebry makmy oBoM muramy DIakep MOKIama y CB0joj Kiu3u Homadu menome, TIe UHTaBO
jenHo mornaeibe ynyhyje Ha craTtyc MaHudecTta U EBEroBy 0COOCHY JKaHPOBCKY MPHUPOIY, O YeMy
CBE/IOYM M IIOJIHACIIOB KOjH ayTop Oupa: ,,ABaHrapaHu MaHu(ecT Kao KiikeBHa Bpcra” (Puakep
1988: 213-223).

2 ®makep, rosopelint 0 0B0j 0COGMHN MaHH(ECTa, KOPHCTH CjajHy CHHTATMY — [OETHKA MepCyasuje —
KOjOM yKa3zyje Ha CTHJI TeKCTa, anu He obehaBa 1 HCHymemhe lhoMe Ha3HadeHe (QyHKIHje.
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¥ TIOMaJI0 MHBEP3HOM peIIeY, MpHAPYXKyje ce 1 Mwmom Llpmancku, Ha Tpary
hypunHOBOT ,,KaKO0 ja X0hy”, TaKo IMITO HajIpe CTBapa MeCMy, a OHJA je, HaKHAIHO,
objawrvaéa. Cymarpanzam y Jeny LlpmaHCKOr JTOKMBJbaBa Pa3lUuUTE
Metamop(o3e, T0K ce Ha HeKMM MeCTHMa y HaylM TBpAHM Aa mpaheme renese came
ujaeje BOOM Ka 3aKJby4Ky Aa L[pmaHCKM CBOj u3am HHMKaga HUje Y MOTIYHOCTH
Hanyctho. Mnak, kaga je ped o nmoMeHytoj necmu Cymampa n o Objawrversy
'‘Cymampe’, y3 BUX je, a y OKBUPY TIpBe (a3e KIIDKEBHOT CTBapajamTsa Muoma
LpmwaHckor, MoTpeOHO HApOYHTO HM3JBOJUTH jOLI HEKa OCTBApEHma, Kao IITO CY
jemaH oJ HajIenImuX ITyTOIMca CPIICKE KIIKEBHOCTH — Jhybae y Tockawmu
penpe3eHTaTHBHU KpaTKu poMaH aBaHrapiae — /Juesnux o Yapmuojesuhy, rme ce
moceOHO M31Bajajy elieMeHTH cyMarpan3ma. Tako ["opana Panueruh nctude na u'y
Jnesnuxy ,,0esnmenn JlamMaTHHAL-CyMaTpancTa IMPOIIOBEAA CBOjY jeIWHCTBEHY
¢uno3opujy o cBETYy y KOME Cy CBE CTBapH, Ma KaKO YJaJbeHE M HECIIOjUBE
u3riesasie, noBe3ane”’, Te 3aKJbydyje J1a ce paau o ,,ACTOBETHOM JI0)KHUBJbajy CBETA
, Y3 HallOMEeHY

LR

Koju je Temarm3oBaH y 'Cymarpu’, kao u y 'O0jammemy Cymarpe
Jia je oBaj neo /[neeHuxa HYKHO MOpPAo HacTaTH ,,ocie IIpBor cBerckor pata —y
Bpeme Kkajna je llpmaHcku cBOj 'eTepm3am’ MpeHMEHOBAao y 'cymaTpausaM', JTakKie
TEK IOIITO je Hanmucana necMma 'Cymatpa” (Pauuesuh 2010: 135-136). ITotpeba na
ce ayTop Kpo3 MaHU(ECT OTJIacH M YITyTH YUTAOIE Y CBOj€ ,,Bjepyjy O Moe3uju’,
KOje ce Ha pa3inyuTe HauyhHe, YIpaBo, MaHHU(ECTyje y FHEeroBOM ey, HHje
Clly4yajaH TecT. ABaHrapia y CBOJUM OpOJHMM EKCIIEPUMEHTHMAa OCTaBJba
OTBOpPEHHM TIPOOJIEMCKO TOApydje MOTYNHOCTH 06/betba 3Hauersa, MTo je Ouna
TEHJIEHIIMja TyMadyema y TpaJAuIMOHAIHOM cMmHciny. He ocmopaBa ce mocTojame
TakKBe KeJbe KOJl YHTallald, Hero je, MpocTo, MOTPeOHO YKa3aTH Ha heHE pealiHe
OKBHpE, Y KOjUMa TyMaueHmhe yBa)kaBa M KOHTEKCT KOjH je M3HEAPHO aBaHrapIHa
ocTBapema, a KOjH MpeMellTa akIeHaT ca 3Hauema Jielia, Ha HeroBy (opmy,
KOHCTPYKILIMjy, 3ByYame, JeloBame . [IpBM CycpeT ca  aBaHTapIHOM
KEM)KEBHOIINY MOKe M3a3BaTH CBOjEBPCHU Hecnopaszym U3Mely unTaora u Tekcra,
YKOJIMKO C€, YIIPaBO MOMEHYTH KOHTEKCT, 0ap y CBOjJUM OCHOBHHMM Ha3HaKama, He
no3Haje. Tex Taga he Outm omoryheHo jeAHO caBeCHHj€ M MaXKJbUBHjE UHUTAHLC,

® Ca cranoBumTa gujanekTHke cagpxkaja u gopme xena, Ierep Buprep mume: ,,Caapkajua crpasa
YMETHHYKOT Jejla, BeroBa 'mopyka', CBe Ce BHUIIE MOBJIAYMiIa Y KOPUCT (POPMATHOT aclekTa Koju ce,
Ka0 eCTETCKO Y YKeM CMHCIy, cBe Buuie audepennnpao. OBa NpeSOMHHAHTHOCT (opme Y
YMETHOCTH Herze oJ] cpenune 19. Beka MoxXe ce ABOCTPYKO CXBAaTUTH: IIPOLYKIHOHO-ECTETUYKH Kao
pacnoyararsé YMETHHUKHM CpEICTBHMA, a pPELENIUOHO-€CTCTUYKM Kao YCMEPEeHOCT Ha
CCH3MOMIN30Babe PELMINjeHTa. BaXkHO je yBHAETH jeIMHCTBO OBOT IPOLECA: YMETHHYKA CPEICTBA
HOCTajy pacrojioKKBa, 10K, y HCTH Max, KpiKJba Kateropuja cagpxaja” (Birger 1998: 29).
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Koje ce Hehe 3aBpPIIMTH HA OMaXamy THIIOJOIIKMX Be3a, WM, JOII Tope, Ha
KOHCTATOBaby HEKAKBOT Xaoca y JIeNy, alCoOIyTHE XePMETHIHOCTH U CINYHO. To
HHUje TOBOP O KIHbIDKEBHOCTH, HHTH TpPEIUIOr TyMadema HEKOr TeKcra, Beh
ooycmajarbe O Ihera.

2. ABAHT'APJJA KAO IEO ITPOI'PAMA YV TPEREM PA3PEJLY CPEALE
IIKOJIE. HACTABHE UHTEPIIPETALIMIE CYMATPE N OBJALLIEFERHA
CYMATPE MUJIOIIA IPBBAHCKOI

Kana ce aBanrapma kao 3acebaH ojejbak jaBuW y JHTepaTypu 3a Tpehn
paspen cpelmbe MKoje, HACTABHUK MOpa MMaTH y BUAY Jla IPEeBpaT KakaB HACTaje y
KIbM)KEBHOCTH, CTPOTO y3€B y JeleHuju mpe [IpBor cBeTckor parta ma cBe 10
CpeluHe TpUAeceTuX roauHa, Tpeba ma mponahe CBOj oIpa3 W Ha IIKOJICKHM
YacoBHMMa, KOjH, Ja O TMOCBEAOYIIIN, KOJUKO je TO Moryhe, AyX emoxe W camor
MOKpETa, MOpPajy OACTYNUTH OJ TOKyIlaja YHWTamba aBaHrapJHUX TEKCTOBa Y
MaHUPY TPETXOAHO 0O0pal)eHNX HaCTaBHUX jeMWHUIIA, KOj€ CE OClIamkajy Ha CACBUM
Jpyradmjy CBECT O MPOLNUIOCTH M MOJeJe HEHOr Tymadewma. Hamme, na Ou
yIIO3HABaWkE YUYEHHKA Cca TEKCTOM OmiIo OJaropofHuje, M Kako OW ce JaKiie
NPEMOCTHO ja3 u3Mely TpanunmoHaTHUX TyMaderma W KEWKEBHOCTH KOja UM ce
omupe, y Mamoj wid Behoj Mepu, Ha TOTOBO CBAaKOM OOJIMKOTBOPDHOM U
CEeMaHTUYKOM IUIaHy, TOTPeOHO je m30ehu MEeTonOoJNOmKy MamKaBOCT Ha CaMOM
HOYETKY MHTEpIIpeTalnyje, Koja Ou ciiyTaja OCTBapHBambE NaJCKOCEKHUJUX YBHIA
U yCBajame TeMeJbHHjer 3Hama. OBakaB NOTEHIMjaJIHW MpoOsieM Moryhe je
MpeHeOpEerHyTH OCMUIILbaBakeM YBOJHOT 4Yaca, Koju he OuTh y ciyxOu pama Ha
KOHKPETHHM JIelIuMa Koja MpeJICToje, a 3Haunhie ¥ CBOjeBPCHY OJCKOYHY JacKy 3a
pa3yMeBame aBaHrap/He YMETHOCTH Kao jEHOI IIUpPEr IUIaHa, y HEHOj IYHO],
pYLUIMIAuKoj, NPEBPaTHOj VYJIO3M, YMHOIOME YCJIOBJBEHOM 30MBambUMa Ha
HCTOPHjCKOj TIO30pHUIIM cBeTa. bai kajga u y cBeTy, aBaHrapja ce u KoJ| Hac, 0e3
yoOHYajeHnX 3aKalliberba, jaBjba Yy IIyHO] CHas3H, OcTBapyjyhm wW3BaHpeIHe
pe3yiTaTe u 'y CIMKapCcTBY, BajapcTBy, U, CBakako, KibmxkeBHOCTH. Cama Yumanka,
npemja JIETHTUMHO, HUje W JIOBOJBHO CPEJCTBO 3a paji Ha 4Yacy, HUTH jeJIUHU
Moryhin U3BOp TEeKCTOBa. Y TOM CMHCIY, He OM TpeOano MOTLEHUBATH YUEHHKE,
cMmarpajyhn na he gomatHu marepujai, mponparHa rpahja WM KpaTku M3BOAH W3
nuteparype Outu OecrorpeOHO omTepeheme, jep MyIOpuM, KOHIHM3HHUM H, TIpe
CBera, CTPYYHUM 0Ja0bMpoM HacTaBHe rpal)e, MOKe ce caMmO JONPHUHETH JIaKIIeM
npobujarby Kpo3 TekcT. Kako ce Hajuemrhe nemaBa, yBogHA TIOTJIaB/ba Y
yHOSHHIIUMA, KaJla je ped O KIbM)KEBHOCTH, poOYjy OHUM TEOPHjCKUM MOCTaBKaMa
0]l KOjux Hayka Beh CTOTMAK roAWHa MOKYIIaBa Ja HAIpaBH HEJBOCMHUCIICH
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OTKJIOH. Tako ce KIIKEeBHE €Moxe, ca CBOjUM IPEACTaBHULMMA U
HajTIOMYJIADHUjM KEIBIDKEBHUM BpCTaMa, OCJIHMKAaBajy MOHOJHWTHO, 3aTBOPEHO U
MO3UTUBUCTUYKA  JeTepMUHUCAaHO. Y3  TO, JAajy ce  OCBpPTH  Ha
JIPYIITBEHONCTOPHjCKA JIelllaBama, YKOIWKO Cy OHa 3HauajHO oOO0elexwmia
MOCMaTpaHo BpeMe, WK Ce MPeUIaXKy pa3InyiTe HHTEPTEKCTyallHEe Be3€ ca paHHje
oOpahjeHuM ayTopriMa W HACTaBHUM jeJIMHUIIAMa, KOje MOTY OWTH CjajHa MecTa,
YKOJIMKO T€ BE3€ HUCY 4YHCTO THIIOJOUIKE, HEr0 TEOPHUJCKU U IPAKTUIHO
ompasnaHe. Herme ce, mak, uWHHM, Aa ce HpubOeraBa MOKYIIajy OCTBapuBamba
JEOMHCTBEHE MpEKe TEKCTOBa, Ha HHMBOY YHUTABOI Nporpama mnpeasubeHor 3a
4acoBe KIbHKEBHOCTH, KOjU HA HEKUM MECTUMa MOKe GUTypHpaTH Kao YCIIEo, aju
MY IPETH OMACHOCT O] CKyUeHe ONTHKE 300T KeJbe /1a TI0jeTHOCTABH U YUYCHUIIMA
MPHOIDKY MIUPOKY Jiene3y O Mpeaduonmjcke 10 caBpeMeHe KEbIKEBHOCTH, a Ty
ce Mopa nojsehu mpeBuarMa 1 MpoIycTUMa.

Camo jenHO y HM3Y MHOTHX HpOOJIEMaTHYHHX MECTa OBAaKBOT IIPOrpama,
ynHU U Cymampa Munowa Lpwanckor. OHa npHU3uBa HYKHOCT [TO3HABAKA, KaKO
je Beh pedeHo, yMTaBOr jeHOT KOHTEKCTa, add W ojjuka (hase y Kojoj mucail
cTBapa, 4yuMMe OM ce YKa3aJo Ha CJIOJeBUTOCT M KOMIUIEKCHOCT YKYIHOT
KIbMDKeBHOT omyca. [lomTo yBoJIHA mpuya O aBaHTapAWd OJroBapa MOMEHYTOM
o0pacity MaJjior HCTOPHjCKOT OCBPTA, Y3 HCTHLAE er3eMILIapHUX ()eHOMEHa, je/iBa
Ja ce Moxxe Hanhu Ha uckase y GYHKLHUjU KJby4a 32 YNTAbE aBaHIApAHUX CTHXOBA,
KOjH, 10 MpaBUIly, HE MOJUICKY TEOPHjH ,,pe] TIO pel’, HEro aHraxyjy 4uTaolla,
OJIHOCHO Yy4Y€HHKa, Ha jemaH xoaymopcku HauvH. Ilpempma Cymampa, HapouuTo
KaJa ce ymopeau ca HajpaJuKaHUjUM EKCIIEPUMEHTHMA y CTUXY KakBe CY
npaBwid, perumo, Pactko [etposuh nnm Cranmcnas BunaBep, Bullle oArosapa
THUIly IPOrPaMCKHX IlecaMa, OHa TAaKBO CBPCTABal-€ WIIAK HAAMAIIyje, jep CHAXHO
pa3buja JoTajallkby OPraHUuYHOCT, U TOTOBO CaMOPa3yMJbMBHM YMHU IPHHITHIT
rpalema, Koju HaIMKyje MO3auKy, T€ CE€ YuTajall, OAHOCHO YUCHUK MOXE y8yhu y
TEKCT Tako MTO he My ce ykazaTh Ha MOTyhHOCT KOHCTpyHcama W
JIEKOHCTPYHCamba YKYITHOT YTHUCKA, pa3MelITama JeoBa, OJJHOCHO cTpoda, a Jia ce
PUTOM, CEMAHTHUKH, He HAYMHM HUKAKBO 310°. Kajia yueHHK To OCeTH Ha CaMuM
CTHXOBMMa, mocrahie My jacHO 3alITO aBaHTapJIHU YMETHHK HAPOYHTY MaXKby

* Yromiko je 3HAuajHije YUEHHIMMA jaCHO MPEIOYMTH PA3IHKY y PEleMIHjH TpajHIlHOHATHOT U
ABAHTapJHOT YMETHHYKOT fena: ,Jlaxma pelunijeHTa He ycMepaBa ce BHILE Ha CMHCAO0 Jeia, KOju
Ce MOXKE CXBATHTH YMTAEHEM H-CTOBHX JIEJIOBa, HEr0 Ha MPHUHLHI KOHCTPYKIMje. Taj THII peleniuje
HAMETHYT j€ PCLUIIHjEHTY THME LITO AEO Yy aBaHTapAHOM JENy II0CTaje CaMO HCIYHEHE jeJHOT
CTPYKTypHOr ofpacua, JOK je Yy OpPraHCKOM YMETHHYKOM [eNy HY)KaH M HEH30CTaBaH YKOJHKO
cajiejcTByje Y KOHCTHTYLHjH cMucia uenune” (Birger 1998: 123).
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MOKJIaFa IMyOJIAIIN 1 3aIITO padyHa ¢ lbeHOM 0COOEHOM MMITPECH)OM, YaK M Kaja je
HENOBOJbHA. ABaHrap/a pacKkpuyje jeaH HOBH IyT y YMETHOCTH, KOJH j& Heraluja
HBCHOT eJTMTUCTHYKOT MpEA3HaKa U MOo3uBa MKpoke Mace Kk cebu. Kommko je oHa y
TOME yCIIeJIa 1 J1a JIH je Tajia Ha HeKUM COIICTBEHUM 3a0iTy/iaMa, IPYTo je MUTambe.
OHo 1ITO je, UMakK, BaXXHH]je, HAPOUUTO HAa HUBOY CPEIHH-OLIKOJICKOT yIIO3HABAka Ca
HBOM, a Y OBOM Cly4ajy y3 neno Musoma LipmaHCcKOTr y OHOM CErMEHTY KOjUM je
MOBE3aH ca TOM TEH/EHIHjOM, jecTe OBJIaflaBame IMOCTyNIuMa Trpahema mena, y
IUJby OJAroBOpa Ha NHUTAKE KAaKO TO JEJ0 HacTaje, y3 MOKyIIaje Ja Ce OHO
ocrmo0oIn eTUKeTa O CBOjOj Hepa3yMJBMBOCTU. To je MOXxma mMamno mokpuhe y
BpeMEHY KaJla ce Ta TMecMa jaBWiia, W KaJa Cy TaKBH EKCIIEPUMEHTH, YOTIITE,
U3a3uBaly PEBOJIT, alli HE M JaHac, Kaja AMCTAHIMPAHOCT OJ YHUTABOI BeKa
omoryhaBa cBeoOyXBaTHHje caryieflaBambe TOT BAXKHOT IEPHOJA HCTOPHje CPIICKE
KIbMKEBHOCTH. 3aTO HI/IjC HAaOoAMCT Ha OBOM MCCTY AOHCTH IIECMY Yy LCIIWHU, TC
HaJaJbe, y3 KOHCYNTOBamke ,,O0jamema” Koje YISeHHIIH, TIpeMa porpamy, Takohe
YUTajy, IaTH OCHOBHE MTyTOKa3e 3a TyMademe mecme M. LipmaHckor.

Can cMo 0e30pIKHY, JTAKH U HEXKHH.
ITomucanMo: KaKo Cy THXH, CHE)KHU
BpXOBHU Yparna.

Pacryxwu nu Hac KkakaB OJIeIH JIHIK,
IITO Ta U3ryOHCMO jeTHO Beye,
3HAMO J1a, HEeT/e, HEKH MOTOK,

MECTO Hera, pyMeHo Teve!

ITo jenna sby0as, jyTpo, y TyhuHH,
JyLy HaM yBHja, CBE TCLIE,
0eckpajHIM MHPOM IUIaBUX MODa,
U3 KOjUX IIPBEHE 3pHa Kopaa,
Kao, U3 3aBUYaja, TPEIbE.

IIpobyanmo ce HOhy M cMemMo, Iparo,

Ha Mecell ca 3aeTHM JIYKOM.

N Mummyjemo naneka 6paa

u JeneHe rope, 6maro, pykom (Lpmancku 2016: 152).

Y nutepatypu je Beh BHIIECTPYKO HCTaKHYTO carjlacje u3Mmely nBa
JKQHPOBCKU PAa3NUUMTa TEKCTa, LITO je 3ampaBo OUIMYHA I[ojla3Ha Tauka 3a
TyMademe Jella, U3 Koje he ce M3HEOPHUTH YBEPJbUBHjEC UUTAHE CHMOOJIHIKOT
IUIaHa TIecMe W 3aJpKaTH (QOKyc Ha caMOM TeKcTy. 3a moTpebe OBOT pajna, U Ha
OCHOBY omabpaHnx Yumanxku W HaCTaBHUX WHTEPIIPETALNja, MOXE CE 3aKJbYUHUTH
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Jla HEKOIWKO TPOOIeMaTHYHMX MeECTa, KOja Cy TOTOBO OIIITa Kaja je ped o
aQHAIM3M aBaHTApJHOT TEKCTa, ayTOpPH MOKYyIIaBajy Na INpeHeOperHy, CBaKako,
pasNIuuuTHUM pememrMa. Melly mbHMa MOCTOjeé OHa Koja Ce MOTY CMaTpaTH
U3Y3eTHO BEINTHM, JOK HEKa Oejexxe mporycrte Beh mpm camMoMm yno3HaBamy ca
aBaHrapZoM kao mpezacrojehoM TeMOM, IITO KacHHje yYCHHIIUMa MOXKE OTEeKaTH
pasyMeBame NpOrpaMoM MpeABUEHHX KOHKPETHHUX aBaHTapIHUX Jena. Y
oapelieHoj MepH, Takap ciydaj onaxa ce y Yumanyu® Kojy Kao ayTopke MOTIHCY]y
Omnusepa Panynoeuh u Jenena Xypuh (Bumetn Pamynmosuh, Xypuh 2017: 211—
227). Hamme, aytopke mpemnaxy ydeHWIMMa ga ce moxacete moeTuke l[llapma
Bonnepa n yHuBep3anHWX aHaJIOTHja, INITO HABOAM Ha YCIIOCTaBJbame Be3e ca
MOETUKOM YHUTAaBOT CUMOOJIHM3Ma, KOHKPETHHU]E Ca MMOE3HjOM KOjy YUCHHUIH 3aTHUY
y Llgehy 31a, mICaHUM BHIIIE O] TIOJa BeKa Ipe rmecMe Mujormna I_[pH,chxore. V3
Majly HEOIpPEe3HOCT W 0e3 JoJaTHOr oO0jallkberma, CyMaTpan3aM ca KOjuM ce
YY9eHUIIM TeK cycpehy Morao OM ce TyMadyWTH Kao TO3HH peduieKC MHUHYIE
HOETHKE, KOjH, CTOTa, IOYMBA HA UCTUM MPUHIUINMA KA0 TIOMEHYTH IPEIOKAK.
To je oHO MecTO TJie MeTOIMYapy WHCHCTHPAjy Ha CTATHOM MO3MBamy Ha mpeheHo
rpasuBo, ITO CaMo IO ceOu He MpeAcTaBiba MpodieM, YKOIUKO He johe 1o oaseh
MPOM3BOJFHUX YUHTaBama. JacHo je ia he yuenunwm 3akibyuntu aa necma Cymampa
UMa CHaXaH CHUMOOJHMYKM TIOTEHIMjaJl, alli TO j€é He YMHU jaCHHjOM Ha (OHY
bomrepoBor crBapamamrTBa. TpermMan cumOoia KO OBHX ayTOpa CacBUM je
Jpyradydju u He OW Tpebano, camMo 3aTO WITO je CHMOOJ OCHOBHO H3pa)kajHO
CPeICTBO CHUMOOJNM3Ma, CBAaKO HHETOBO jaBJbale Y KIHMDKEBHOCTH CMAaTpaTH
napagurmMatuuauM. Jlakite, lpwancku, npeMia je untao u Bojeo boanepa, oymxu
je OHOME INTO YWHU Tpyla YMETHUKA HeroBe IeHepalldje, Te Kao ITO YMETHOCT
HpeTeH/yje J1a MOCTaHe CBUMa JIOCTYIHA, a He MHCTHTYI[HOHAIN30BaHA, €UTHA
KaTeropuja, Tako W OHAa caMa, y ceOH, MOXe Jia OKYIH pPas3iiuuTe U yIaJbeHe
YUILCHUIIC CTBAPHOCTH. 3aTO aBaHrap/JHM YMETHUK IIOCeXKE 3a Er30THYHHUM
JecTHHANjamMa, JPYT'HMM pacama, yAaJbeHHM KyaTypama, TpUMHTHBHUM
TUIeMeHNMa, MapruHama nuBmim3anuje. Ca pyre cTpaHe, TakBYy MajeTy MOTHBA H
Tema’, mpumpyxyje Hajpehum nocTurHyhmma cBOr BpeMeHa, Kao IITO Cy

®V usnamy Enyke us Beorpana, 2017. romuse.

® Tume ce He yMamyje peBomymIoHapHOCT Boamepose moesuje, HEro je, HampOTHB, MOTPEOGHO yKA3aTH
Ha JIaJleKo KOMIUIEKCHH]jy ynory ymernoctu of cpeanHe XV Beka. O npoGieMiuMa YMETHOCTH Y
rpaljaHCKOM JIpYIITBY U O pedhiieKcHjama UCTHX y aBaHrapau, nuie u Ilerep Buprep (Birger 1998).

7 Jacuo je na Ta ,,1anera” mpeBa3MIA3M MOTHBCKY H TEMATCKY OPHjEHTHCAHOCT, Al YKA3HBAIbE Ha
noTeHuujanHy Gpuno3odhcKy mo3aauHy moMeHyTHx (GeHomeHa wian npaheme myTa KOjuM OHH OUBajy
MHKOPIIOPUPAHH y YMETHHYKO JIEJI0, HaaMallyje Opoj dacoBa NpeaBul)eHHUX 3a aBaHrap/y YOIILITe, a
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aeporutand, GpuiIM UTA. AyTOpKe, MMaK, HHCTPYKIHje 3a TyMauelhe OpraHu3yjy Ha
NOJBY CaMOI' TEPMHHA M HHETOBOT IIOPEKJIA, NPEKO U3/Bajarba HEKUX Of
HAjBXHUjUX TpaBala, OJHOCHO uzama (PyTypusaMm, eKCIPECHOHU3aM, KyOu3am,
Jajgan3aM, Hajapeann3aM), KOjH BOJIE Ka TIOjaBH COLHWjajHe JuTeparype. Y3
OJUIOMKE W3 BaXXHHX MaHH(}ECTa, MOMEHYTH MpPaBUU WIYCTPYjy C€ LHUTHpPAmHEM
Peunuka xrudicegnux mepmuna, KOju je, MO TNPUPOAU CTBapH, U3y3eTaH H3BOP
nHbOpMaIja U YICHUIN Cy YIO3HATH Ca FETOBOM pelleBaHTHOIINY, T€ Ta, 1Mo
NPETHOCTaBKOM, M KOpPHUCTE, alli OH He oMoryhyje cTBapame jelHe IIMpe CIHKE,
HETO Tako yBeleH y Yumanky W30idyje omabpaHe MOjMOBE, CKUIMPA WX M CTBapa
jenHy koHQyY3Hjy UMeHa, ToAnHa, 0cOOWHa, MKoIa, yTuuaja u ci. OBo je cropHa
Tauka Kojy Ou Tpebano 3aMEHHTH CIOXKEHHjOM, &, OIeT, YyYeHHIUMa
MIPHjE€MYNBH]OM CIIMKOM CTBAPHOCTH KOja je yCIIoBmIa (hyHIaMeHTaIHA OJCTyama
y OOHOCY Ha JOTaJalllby yMETHHYKY mpakcy. Kao mro je u300p JIMKOBHHX
NpUIoTa y aHAM3UpaHoj Yumanyu BPIO WIYCTPaTUBAaH, y HCTOM KJbYdy je
Tpebaro pa3MHUILBATA U O TEOPHjCKO] OCHOBH. OBaKo, YHCTUM IMPEHOIICHEM
oJJIOMaka W3 KOHCYJITOBaHe JuTeparype, mnocrtojehe Bese Melly BUMa H
CIJIOj€BUTOCT HACTAJIOT PEBOJITA HA MHOTOJIMKOM TOJbY KYIATYpe W JPYLITBA OCTaje
HEJI0BOJHHO pa3jallibeHa.

Ilecma Cymampa cBojuM TOHOM Jenyje ymupyjyhe, 3ato je Beh uctakHyTO
Jla ’heHA YHYTpallliba JOTUKA HUje PaJANKAIHH OOJIMK aBaHrapaHor uspasa. [locne
noesuje o0eNexkeHe paToM, arpeCUBHOT U PEBOIYIIMOHAPHOT 3BYKa, HACTYIIA jeTHO
»MI” Koje je kox Llpmanckor ,,0e30pmKHO0”, ,,J1aK0”, ,,HEXKHO , ,,THX0", KOj& MHUCIIH
Ha Ypan, Muiyje ra’. Pagosan Byukopuh mnume ma je Cymarpa OCTpBO Yy
MasajckoM apxurieiary ,,koje je Tako OJM3y W JaJeKO Kao M CHEKHHU BPXOBHU
VYpana, ka0 ¥ MHOMjCKAa MOpa, Kao M CjajaH Mecell M BUCOKe Marie” W ja je
,,A3a0bpaHa Kao cuM00J1 j1a 30epe y ceOu cBe IITO je O3y U JaJIeKO HCTOBPEMEHO”
(Byuxosuh 2014: 86—87), mpu ueMy je ped ucmogpemero Kiby4Ha 3a pa3yMeBambe
camMor MpHHIMIIA TOBE3WBamka. He dYymu ImITO ce y IMTeparypu BHIIE ITyTa
yKazuBasio Ha chougHocT w3Mmelly cymarpam3sma W JyHrOBe  Teopwje
cuEXpoHunuTeTa’. Y Besu ca tuM, lopana Panuesnh kase:

CBAKaKo je M 3HaK jeZIHOT NoapoOHHjer 0aBbemba OBUM ITUTAKEM, O] OHOT KOje MOAPa3yMeBa Cpe/imba
LIKOJIA.

8 Ucro satmaemo y Jbybasu y Tockanu, rne L{pmaHcku Kaxke Aa MPYKEHOM 0JIaroM pyKoM MOXe Ja
nomMuiyje Ypai.

® Taj TepMuH 03HAUYaBa 3HAUCHCKY HCTOZOOHOCT' BAICKHMX M yHYTPAIIBUX foraljaja KOji caMi mo
cebu Hucy y3po4HO moBe3anu. (...) CtBapajyhu mojaMm CHHKPOHHYHOCTH, Ap JyHT je Ha3HA4YUO HyT
kojum hemo Mohin ny6ibe npo3peru MeljycobHu oguoc nyxa u marepuje” (Franc 1987: 211).
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3aHUMJBMBO je J1a Cy c€ OBE OBE THIIOJOUIKH CIWYHE HJeje O ITOBE3aHOCTH

(heHOMEHA KOjU ce HE MOTY O0jaCHHTH y3pOUYHO-TIOCICTUYHNM Be3ama (Be3e Cy

TUTOJIOMIKE, jep O YTHIajuMa He MOXe OWTH TOBOpA) jaBWIE OTIPHINKE Y MCTO

BpeMe, Te na cy o0e, BepyjeMo, Omiie MHCIUpHCaHe MUILbemeM u ocehajHomhy

TpaguIroHaIHe moesnje u punozoduje Janexor ucroka (Paraesuh 2010, 142).

Ha tom mecty cycpehy ce, m3mely ocrajor, m oBa JBa IWTHpaHa
Tymauewa — ByukoBuh Takohe moBomu y Be3y moesujy Llpmanckor ca
WCTOYHAYKUM TOTIOCHMA. YUeHHKe O mpe Tpebano HaBEeCTH Ha jeqHO CII0OOIHO,
HEYCIIOBJbEHO TyMauele CHMOONMYKE paBHM MecMe, yKazyjyhn Ha eneMeHTe
npupoje, JyHapHH TPHUHLUI, 3Ha4eHe 00ja, TOHOBA, HETO0 HMHCHCTUPATH Ha
MpHIajalby Tpamuiuju cumOonu3Mma. [lutama koja ayropke Yumanke HaBOIE
mocjie TecMe, a Koja HUCY Y BE3H ca NPBOOMTHO MPEIOKEHHM TMpaBIEeM
TyMadema, yCleldja cy, all W Jajbe HempenusHa. lM3aBajame OHOT MITO je
y4eHHUIUMa ,,0JJMCKO” CIIpaM OHOT IITO UM je ,,HEjaCHO™ OIIIITE j& MECTO TOTOBO
CBAKOT TPOIPATHOT TEKCTa y yIIOCHWIIMMA Koje, yciel MambKka KOHKPETHOCTH H
JaCHUX CMEpHHUIIA, TEUIKO Ja JOIPUHOCH OCBETJhaBalhy HEKOT acleKTa Jelna, Hero,
mpe, BOAU Ka UCKA3WMBamy OMIITUX MMIIPECHja WIM HalOpajamby MymHUX JIEloBa.
Taxkobe, ,,aconupame ITUpCKOr cy0jekTa” U MUTame ,,Kako ce oH oceha” 3anmamu cy
KOjH, TaKo MOCTaBJbEHH, PeBUhajy Jla CTUXOBUMA JOMHUHHPA jeIHO YHHUBEP3AIHO,
KOJIGKTHBHO ocehame, uaeHTH(HUKaIMja ca CBETOM M BPEMEHOM, ca Moryhum
JTIO’)KMBJbaj€M CTBAPHOCTH, IITO CE€ TEIIKO CBOJU Ha OJI'OBOP O JIMYHUM ocehamuma
yupckor cyojekra. Ca apyre cTpaHe, yKa3HUBame Ha MPUIOT ,,cajl’, KOjUM ITOYHLE
necMma, 100ap je MoJCTHIlA] 32 YUYeHUKe, ¢ 003MpOM Ha TO Ja Cy MOYeTaK u Kpaj
TEKCTa HapOYMTO IMOBIamhieHa MecTa TyMadewma, W THTAlke YeMy C€ TaKaB
MoYeTaK, aJli U Iieja ecMa, MOTy CYMpOTCTaBUTH, HABOJHM Ha pa3MaTpame 0JHOca
KapaKTepUCTHUYHOT 3a aBaHTaply: cal/HeKal, cajammoct/mpouuioct. McTo Tako,
BpETHO MOXBAJIE jecTe UCTUIAkEe HApOUUTE YIOTpebe prMe, MHTOHAIMje, PUTMA.
To je u3y3eTHO BakaH (YOpPMaAJIHU ACHEKT KEIKEBHOT Jieja U Tpeda ra HapoyuTo
HarjJacuTH Kao JISTUTUMHO NuTame noeruke Mwtoma Llpmanckor. OHO je U y
HayIIY ¥ T€ KaKO Pa3MOTPEHO:

ITocebno ce y mecmu Cymampa, Hacranoj HakoH Jlupuxe Mmaxe, NOXnBJjbaBa
MPEHOIICHE PUTMOTBOPHE YIIOTe€ Ha CHHTAKCHYKHU CKJIOI, IIpeM/a TO He 3HAa4YM Ja
METpHUYKH 00pa3all uirde3asa npe npepnamhy CHHTakCHYKor Hadena. Tako hiemo
U y necMama ucneBanuM nocie Llpmanckose [sic!] jenune 30upke, oq Cymampe
no Ilpusuherva, Hahw TpaguIiOHATaH MeTap CaoOpa)KeH HOBOj MENOIH]CKO]
JUHUjH, OWJIO Ja je YWTaB TOETCKH TEKCT XETePOMETPHUYAH, IOMYT PEIHMO
Iocranuye u3 Ilapuza, vim ce Tak OH cropaaudHo ynotpedspaBa (ITapumosuh
Kpumap 2014: 388).
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Mely Yumanxama HOBHjer naTyma, ca HAapOYHTHM KBAJIHTETHMA, Kana je
ped o aBaHTapau, OJHOCHO aeny Llpmanckor, pauyHa oHa Kojy nornucyjy Jbusrana
Bajuh, Muozpar ITasnosuh u 3ona Mpkass'’, Hajnpe 360r H3y3eTHE IPOIpATHE
amapartype, y BHAY pa3IMYATHX TEOPHjCKHX JOJaTaKa, BHU3YEIHUX MPUIIOTa,
yIoyTcTaBa, pe3umea UTA. Y O] je TmoceOHa mnaxma nocBehena
KOHTEKCTyaJIM3allji aBaHTapJHOT Jella Kao TaKBOT, OCBETJ/haBAMEM HCTOPH]jCKE
MO3a/INHE c8ecmparo, yKazyjyhu Ha BakHe 0COOCHOCTH MpBUX AenieHrja XX Beka,
KOje ce orfenajy Kpo3 IO Taja HEMOjMJBHBE pasMepe pa3Boja HWHAYCTpHje U
TEXHHKE, alli U paToBe, TOTAJUTapHE peXxuMe U Bianajyhe naeosnoruje, yBesyjyhu
UX y jeAHy, KOJHKO je To moryhe, jemuHcTBeHyY nenuny. [IpusnBamem AjHIITajHa,
Kao JIOMHHAHTHE, [1a YaK ¥ Y HEKUM pacnpasama 0 YMETHOCTH MPHUCYTHE QUType,
aBaHTAPJHA YMETHUYKH TECT CE jOII jeJHOM IIpHIaja OHOME INTO OW C€ MOTJIOo
Ha3BaTH JIyXOM €IOXe, a He KallpuCcOM: ,,AJHIITajHOBA TECOpHja PEJIaTHBUTETA U3
KOpEeHa Mema JI0TaIallke IpeacTaBe o npoctopy u Bpemeny” (bajuh, [laBnosuh,
Mpxass 2015: 184). IIpoctop u Bpeme mopnamheHe Cy KaTeropHje aBaHTapIHOT
JieNa, Koje CBOjy HOBY MHKapHAIU]y JOKHBJbABA]Y Y Pa3IMUUTHM yYMETHOCTHMA,
HIOCPE/ICTBOM Ce0H CBOjCTBEHOT M3PakajHOT CPENICTBA (Kao MpUMEp ayTOpH HaBOJE
[Mukaca). Takohe, y3 mecmy Cymampa ayTopu yKa3yjy Ha BaKHOCT OIaKamba
BPEMEHCKUX M MPOCTOPHUX pelialyja, ald U Ha OJHOC MPOIUIOT M CaJalliber, Te
KOMITO3UIIMjy TIECME U TTOBE3MBakbe MOTHBA YHYTap e. 3aJaly ce UCIOCTaBIbajy
Kao IUJIOOHOCHHje TJIO 3a HCIpTaBalke¢ HAjBAXHHjUX KOOpAWHATA TIeCMe H
ycrocTaBjbame JeTepMuHuInyhe Be3e ca moTomuM ,,Ob0jammemeM”’, Koje ce
3ajeJIHO ca MECMOM jaBJba, KAKO ayTOPH UCTHUY, KA0 HEKa BPCTa yJIBOjEHOT TEKCTA.
Hcro tako, Yumanxa aytropa bomka Cysajumha, Harame Crankosuh Illomo u
Mune Bypuh' Temartusyje apamrapny Ha mmpeM Iwiamy, uctauyhu
penpe3eHTaTHBHa MMeHa Hayke (Anekcanmap Pnakep, Ilerep buprep, 3opan
Koncrantunosuh, ['ojxko Temwh w ap.) u IoHEKIIE Ha WUCTOM Tpary MpecyHE
aciekre Cymampe, TOCTaBJbajyhu, y3rpell, U MUTAlkE CaMOT HhHEHOT HAaCIOBa.
,O0jammeme”, Beh, oBa Yumanka HEe TOBOIM y HAPOUYHUTY BE3y Ca TPAJAMIIUjOM
nucama MaHu(ecTa, HUTH ca CaMOM TIECMOM, T€ Ce€ CaMo 3aKJbydyje Jia ,,IOETCKH,
¢uno3odckn U KUBOTHHU CTaB Koju je Mmomn LlpmaHcku MpoKiIaMoBao y CBOM
(Cysajyuh, Crankosuh lomio,
Bypuh 2015: 231) jecre ympaBo cymaTpau3aMm. Tako OM ce y W3BECHOM CMHCIY

9

necHU4YkoM Manugectry 'O0jammeme Cymarpe

10 TIpBo m3name je u3 2015. romune, Klett, Beorpan. 3akspyuno ca 2018. rogusom, oBa Yumanka
JOKMBEJIA je YeTUPHU U3/Iamba.
! Hogwu Jloroc, Beorpan, 2015, npso n3name. [pyro usname odjaBibeHo je 2016. roqune.
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MOTao OKapaKTepUCAaTH TOTOBO CBAaKM U3aM KOjU Cy HW3HEIPWIN aBaHTapIHH
CTBapaoly, a Jia ce, IIPUTOM, Ha Kpajy, O ’beMy HUIITa HAPOYNUTO HE Ca3Ha.
Baxuoct Objawrmersa 'Cymampe’ BUIIECTPYKO C€ OApakaBa y YHECHUIU
na he ygeHuIMa u caMa rmecMa M B€HO PaciiojaBame MPIITNKOM WHTEPIIPETaIje
M XEPMEHEYTHUYKOT MPHCTyNa y3 MOMON HACTaBHMKA, MOCTaTH OJIMKAa UYUTAHEM
OBOI' TEKCTa, Koju llpmancku o0jaBibyje Y Cpnckom KUJCEBHOM 2IACHUKY,
ocTaBibajyhn HEKe O] HajayTeHTUIHUjUX MAHU(ECTHUX M ayTOMOETUYKUX PeloBa
ToT 100a, ca OHUM MO3HATHM, IPYTUM JEJIOM, ayTOOHOrpad)CKU MHTOHHPAHUM, Te
ce 3aTo, BEpOBaTHO, W OBaj MaHUdeCT Hamao KacHuje, 1959. romumHe y
Komenmapuma, Koju ce MOTYy YMTAaTH Kao poMaHCHpaHa ayToOuorpaduja, Kako ce
Hajuenthe u oxpelyjy. XKapuine tauke camor ,,O0jalmemha” MOTY e TIOCMaTPaTH
Ka0 HAKHAJHO YIYTCTBO 3a YHTame, OJHOCHO pa3yMeBame IecMe, Koja je y
OHJAIIHUM KIIDKEBHUM IPHJIMKaMa TOJeNWIa KpUTHKY. LlpmaHckm kaxke Ja
MUIIe Kako O ymoBOJbHO kesbr bormana Ilonmoswha, anm ma muaHO HE Bepyje Oa
,yoehrBame, y KibImKeBHO] 00pOH, v OopOu yommre, ninra nmomaxke” (LlpmaHcku
2016: 153). O6paha ce yuTaolly, MTO je, KAKO j& PaHUje PEUCHO, MPESAMET MaAKIHE
aBaHTapIHOT TIECHHMKA, MpETIoCTaBsbajyhn na HuUje ,IMHUK , T€ C HPOHHUjOM
TOBOPH O HalaJuMa Ha HOBY JIUPUKY, BEHY HEPa3yMJBHBOCT M JICKAaJEHTHOCT.
LlpmaHCcKH Kaxe Ja moe3uja ,,He CIaBa, KaKo je YeCTO YUTAOLM 3aMUILIbajy, Kao
HeKa JIeTIoTHIa, y Kynu on cioHoBaue” (L[pmancku 2016: 154), mTo kao ¢urypy
TpeOa yYCHHIIMMA pa3jaCHUTH M YyKa3aTH Ha jeJAHY OJ OCHOBHHMX ITIOCTaBKH
aBaHTapJe — HalylmTamke HJIeje O YMETHOCTH Kao ecKalmm3My, u30eraBamy
ctBapHoct. OHa ce cnywma Mely Jbyne, Bpaha KMBOTY, oxdallyje M30JI0BaHU
MOJIOKA] Y ,,Kyyn”. Tpaguija He TOJIekKE YMCTO] HETaIlUj1, HEro0 Ce TPaXKu HOBU
NOYETAaK WM Ce BPIIU HEHa peBaJIOpH3alja, yCIIe KeJbe Ja Ce YKHHY KOHAuHH
CYJIOBM W yBepema Jia je Beh cBe peueHo 0 OHOME WITO TPUIaja MPOILIOCTH.
Lpmancku To caxuma y jegHo recio: ,llane cy uzaeje, dopme u, xBana 6ory, u
kaHoHu” (pmancku 2016: 154). OgHoc npemMa KeHKEBHOM KaHOHY OHO j& MECTO
koje he ydeHHMIIMMa yMHOTOME OCBETIIMTH CaMO TOPEKIJIO aBaHrapjHe MOoOyHe,
packup ca ,,[iuje-Muiie” CTHXOBUMA, jep C€ OHO ILTO j€ HOBO, Y PUTMY ,,CYHYaHUX
JaHa” HE cMelTa y ,JpulpaBibeHe Kanyme”. Hbuxop jesuk ocinobohen je
»OaHAIHUX CTera W caMm NMPHUHLUII CTBapama IocTaje 0CoOeH, ayTeHTHYaH, Te ce
He MOXke 00jacHUTH BiaaajyhuM teopujama. LlpmaHCKH TO UMHH caM, Y CBOj€ UME,
y apyrom naeny ,,O0jammema’”, KOju je u rpadudku u3aBojeH. O ToMe TOBOPH U
JoBan [Jlenuh: ,,'O0jammeme’ je MaHU(ECT, CBOjUM NPBUM JHjE€JIOM IPOTPAMCKH
TEKCT, Kako JIMYHH, TaKO M IHjele jeaHe TeHepaldje, IHjelic aBaHTapIHe
MjeCHUYKE OpHjEeHTaluje MIaAuX MjecHuka noodymenuka” (Hemuh 2014: 17). Kana
Ha Kpajy uctor Tekcta LlpmaHcku 3akibydd Jia je Ha CBETY ,,CBE Y Be3u’, Bpahame
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CaMUM CTHXOBHMa OTBapa jeJaH HOBH IOTJE. Y3 HCTUIAkE HEKOINKO CACBUM
KOPEKTHHX, BXHUX MecTa 3 ,,O0jammema’, 3aany 32 YICHHKE MPIIIOKEHH Y
npBOGUTHO mocMaTpano] Yumanyu'™ omet ymyhyjy Ha Bese ca Bomtepom, koje ce
MOTy, CBakako, y BHIYy HEKaKBHX KOHTypa HAa3HAUUTH, Il HHCY OJ
(¢yHIaMeHTamHOr 3Hayaja, jep HHUje ped O HCTHM MOETHKamMa W TpeTMaHy
aconujaTuBHUX Be3a. Takohe, dopmynanuje kao mwTo Cy ,,KOCMHUYKO carnacje” y
koje Llpmancku Bepyje u neduHnCcame ocehama U CTpeMIbermha TUPCKOT CyOjeKTa
Ha OCHOBY ,,eKCIIPECUBHHMX IE€CHHYKHX CJIHKa’, Mpy)Kajy MOryhHOCT MHOIITBa
CIIOOOJHMX TyMaderma Koja Ou, MOkJa, OWIO 3aHMMJBUBO YYTH, alld HE CIIyXKe
NOCHTHPamky Ha Kpajy 4aca, kaja Ou TpeOaio HAmpaBUTH Malu ocgpm. Y HUCTO]
Yumanyyu HACTaBHA jeNUHHIA CE 3aBpIlaBa MHUTamEM KOje MOYMBAa HA HAYYHOM
TEKCTy W 3aKJbydKy H3BEICHOM W3 BHIICTOAMIIBET paja Ha jaery Mmoma
LlpwaHcKkor, W TUME CTBap MOJATHO MHUCTHU(HKYje, M jOII jeTHOM Yy4YCHHKE
yJdajbaBa OJf YBOPHIIHMX MeCTa aHAIM3UpaHWX TekcroBa. Beh Buheno mwurame,
3alITO je cymaTpam3aM , KHBOTHH, TOCTHYKH U (IIo30pcku craB” Mmoma
LlpmaHcKor, TEIIKO Aa MOKE Ja padyHa Ha CTaTyC BaJMJHOI eMWIora 4vaca, ¢
003MpOM Ha TO JIa OJrOBOp yYCHHKA HA TAaKBO NHUTAKE 3aXTEBa MHOTO BHIIE O]
MO3HaBama jellHe TecMe W HHEHOT MpompaTHOT MaHudecra. YdyeHUIM Tpeba aa
3aapke OKYC Ha CaMOM TEKCTy W Jia yde Jia M3/BOje W3 Hhera OHO IITO je
HajCyrecTHBHUjE, /1a HaJl UM IOCTaBJbajy MUTamba M TPaKe OATOBOPE, KIby4YHE
MO0jMOBE U MUCJIU, T¢ HA Kpajy HaIllpaBe Majly CUHTE3y M YBUJ Y OCHOBHE TIOCTHYKE
craBoBe mucna. Ha Taj Ha4YMH KEMKEBHO JIEJNO TMOCTaje CACTAaBHU JIEO HHHXOBOT
YUTATAYKOT UCKYCTBA, jep Cy CTEKJIM M3BECHA 3HaMa, U TEK TaJla Ce aHAIN3a MOXKE
HAJOTpaJAWTH Be3ama Mel)y ayropuma, WJICjHHUM [033qMHAMa, JIMYHUM
AKCHOJIOIIKHUM CYJIOBUMA HTI.

Mebhy HacraBHuM wuHTeprperanujama necme Cymampa Muioma
Lpmwanckor erzemiuiapuuM ce unHM TekeT Jbuibane bajuh, xoju ca m3yseTHom
METOJMYKOM BEIITHHOM Ioralja IeHTpaIHa MecTa Kako caMe IecMe Tako M OHOT
(oHa ca KOjUM OHA payyHa, a KOJH Cy YYCHHUIIM JO TajJa MOpalM YIO3HATH Ha
yacoBuMa mocBeheHnM yBoay y aBaHrapay Kao BEJIHMKY TeMmy. 3amamm koje Jb.
bajuh mpennaxke Ha MOYETKY CBOje MHTEpHpeTalfjeé OTKPHBAjy Kako ce 100po
KOHIIMITUPAHUM M BELITUM 6o/jerbem haka Kpo3 TEKCT MOKE OCTBAPUTH CUMYJITAHO
packpuBame aBaHTapIHE MOETHKE Ca jeJHe, U KOHKPETHOI KEMIKEBHOI Jena, ca
apyre crpane. Tako ce oap:kaBa AWHAMHUKA dYaca, JOK CE HETPECTaHO OXKHBJHABA
CBECT O NpOMEHaMa Koje Cy HAcTyNHje ca aBaHTapJHOM II0E3HjOM, Yy OBOM

12 Mucu ce na Yumanxy Omasepe Paxynosuh n Jenene XKypuh, Enyxa, 2017.
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crydajy. Y CKIIay ca THM TPEIJIOKEH je W MPBU KOpaK HHTEpIpeTanuje, Koju
moJpa3yMeBa yIro3HaBame ca ,,O0jammemeM” W CTBapalladykuM TMoOygama 3a
HacTaHaK MecMe, JOK ce, Jajbe, Kpo3 HeHy KOMMNO3ulMjy, kpehe muramuma o
BPEMEHCKUM M TMPOCTOPHHUM pelanyjama, JIUIy MHOXHHE KPOo3 KOje ce TEeCHHK
jaBJba, AetepMuHHUIIyheM ,.can’ KOjUM MOYMIbE MecMa WTA. HapouuT KBamuTer
HacTaBHe uHTeprperanuje Jbubane bajuh 3ampaBo je HauWH Ha KOjU ayTopka
MOVMa aBaHTAPJHU TEKCT, a KOjU CE MOXKE YHTATH U3 Mpedice YBOPUIITHUX MECTa,
YCIIOCTAaBJbEHE Tako Ja, Kako je Beh wucrakHyTo, OTKpHBa (pyHIaMEeHTamHe
NPETIIOCTABKE aBaHTapHOT Jiejla U YBOIM YUYCHHKE y CyMaTpauCTHYKH CBET, iN
medias res. Ha jeaHom TakBOM MeCTy ayTopka Mpeiiaxke aa y ,,CaoqHOCY ca
MoeTckuM BpeMeHoM Can’ yYeHUK HCTpaxyje M ,,cajpiKaje MPOLUIOCTH KOjH
npucyctByjy y necmu’”’ (bajuh 2004: 19), npu yemy ce npucycmeo TPOILIOCTHA Y
aBaHrapJHOM JIeJly YMHU BHUIIECTPYKO MHAMKATUBHHM, jep ce HUME yKa3yje Ha
CIIOXEHOCT Tpo0JIeMaTh3oBaka OHOT MHUHYJOT, M HaaMaIllyje jeTHO3HAYHO
TyMademhe MPeJoueHor 0JHOCa Kao CykoOa U MeljycoOHOT moHuIITaBama. Jujanor
u3Mehy camammocTH M MPOIUIOCTH YBIAYd y JIENO OHO IITO j€, Y HM3BECHOM
CMUCITy, OIIOHEHT BpPEMEHy Ha3HAauYe€HOM Ha TOYETKYy TeCMe, W TaKo HYXHUM
MOCTaje TyMaueme YIMpaBo MPUCYCTBA MPOLUIOT Y OHOME ,.can’. JeaHako BaKHO
MecTo TymMauewma Cymampe, IOPEA OJTHOCA TIpeMa MPOIUIOCTH, je€CTe UMIUTHIIUTAH
OJIHOC TIpeMa YHTaoIly, KOjH je JIe0 OHOT ,,Mu~’, u koju Jbmibana bajuh Bumu xao
notpedy ,,Ca)KMBJbaBaha Ca CyMaTPauCTHYKUM CBeTOM”, jep ,necma Cymarpa
Tpaky TpoyvaBaona Koju ce (paHTa3ujCKu YHOCH y BeH yMeTHuukH cBer’ (bajuh
2004: 20-21). lasbe y TEKCTy ayTOpKa M3HOBA MHCUCTHUPA Ha TyMademy OJHOCA
KOjU TIPEICTaBIBbA]Y ,,capafHUIITBO u3Mel)y mupckor cyOjexra u umuraona” (bajuh
2004: 21), mro ynyhyje Ha OBJe WCTaKHYTy Te3y O TOTPeOHM aKTHUBHOT
VKJbYUHMBamka PEHUIHMjEHTa y JIeNOo, a y CKJIaJy ca HOBHUM OOJIMKOTBOPHUM
Hauenuma. OHa cy, kako Tymauu [lerep buprep, numana npecynHe mocienuie mo
peleniujy aeia:
PenmmnujeHT aBaHTapAHOT JAela CTHYE HCKYCTBO Ja TPEAMETY KOju HMa Tpej
co0OM He ojroBapa IOCTYIaK NpHCBajama AYXOBHHUX O0jeKTHBallMja ca3jlaH Ha
OpPraHCKMM YMCETHUYKUM JeJIrMa. ABaHFapHHI/I JACO0 HUTU CTBApa HCKHU YTUCAK
OCIINHE, KOjI/I ou OMOI‘th/IO TyMauCwhE CMHCIIA, HUTU JA03BOJbaBa J[id, aKO U
HacTaHe, Taj yTHcak Oyzae o0jallmbeH y MOjeIMHAYHNM JISJIOBUMA, jep OHM BHIIE
Hucy noapehenn uaTennuju fena. OBo o0ujame CMUCIIAa PELUIN]SHT I0KHBIJbABa
Kao oK. To je MHTeHIMja aBaHrapAHOT YMETHHKA, a OH ce IpU ToMe Hana aa he
pPEIUNMjeHT Kpo3 TO onxdaruBame cMHcia OWTH ymyheH Ha YIMUTHOCT CBOje
BJIACTHTE YXMBOTHE IIPAKCE U Ha HYKHOCT meHe npomene (buprep 1998: 121-122).
HeorpanuueHoct, ¢parMeHTapHOCT, MOHTHPAHOCT AaBaHTApJHOT Jiena
Jbupana Bajuh cyrepuime m muTameM O HACIOBY M EETOBOj (YHKIHjH, KOjy
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y4eHHUI Tpeba 1a 3amas3e u Tymaue kKao 3aceban gpparment. To, HapaBHO, HE 3HAYH
Jla ce OH Ha CHMOOJHMYKOM IUIaHy HE MOJXKE TPAHCIIOHOBATH Y PEX ca APYTUM
NECHUYKHM ClIMKaMa Koje ayTOpKa cMaTpa BaXHMM 3a IPEMo3HaBame, ald ce
CaMUM U3[[BajalbéM HAClIoOBa Kao ToceOHOT mpobiemMa y WHTEpIpeTanuju
NoJpaBa Hjeja 0 MO3aWYHOCTH aBaHTapAHE TBOPEBHHE, PACICTIKAHOCTH KOjOM ce
nocpeayje BU3Wja CTBApPHOCTH. JOII jeTHOM, OBOra IMyTa Y BE3W ca MPEACTaBOM
BpeMeHa U mpoctopa y Cymampu, ayTopKa TPOIINpPYje XOPH30HT 00jaBJbUBarba
aBaHrapJHOT Jesia, NOAmKyhH MOMEHYTO ,.can’, Kojeé OTBapa IecMy, OO HHBOA
CBEBPEMEHOT, YHUBEP3AJIHOT CBETA TeCMe, IPU YeMy H HJeja IPOCTopa yIecTBYje
y TaKBOj HU3TPaJbU, jep C€ HEroBe ,,JUMEH3Uje CTATHO IIUPE U PacTy Y BUCHHE .
Ha taj HaumH ce cTBapa TeMeJb AyXOBHE OJUCKOCTH Ca CAMHUM JIMPCKHM CY0jEKTOM,
mrTo oMoryhasa jia ce ,,y IeCMH 3a4HbE jeJHa HOBAa 3aBHYAjHOCT, 3aBUYajHOCT ca
ceerom” (bajuh 2004: 22). [Topen oBe, yMHOrOME y30pHE MHTEPIPETAIIH]E TIECME
M. IlpmaHCKOT, y METOIWYKH OpPHjCHTHUCAHO] IIUTEPATypH jaBjhba CE€ U TEKCT
Tatjane JlazapeBuh, Koju je CBOjIM OCHOBHHM H7€jaMa CPOJaH U OBJIE MPEI0YCHO]
BAXHOCTU TIO3HaBama JAyxa emoxe. To omoryhaBa ydeHWIMMa Ja JIaKiie
ApTHKYJUIIY HE caMO IpoOiieMe KIIKEBHOCTH KOjy Y TOM TPEHYTKY HM3ydaBajy,
HET0 U YMETHOCTH, €CTETHKE, HCTOpHje Ueja, U ApymTBa yommTe. Tpeba ncrahu
Jla HeKH o]l THX mpoOiema OuTHO oapelyjy M naHammHIly. AyTOpKa IJIaBHH €0
Yaca 3aloyMibe YKa3uBameM Ha ,,0TeXKaHy peleNujy rnecMe y HacieheHoM
KIbW)KEBHOM ~ OKpYyXewy~’, U, Kako ©Om o00e30eanmna ,,CHalaXeme Y
cymarpanctinakom cBeTy” (Jlazapesuh 1992: 22), pauyHa ca moacehamem Ha
Mokpere Ay0oko obenexeHe [IpBUM CBETCKUM paToM, a KOje YUCHHIIU YIIO3HA]y Ha
YBOJIHUM dYacoBMMa. Y TOM Cllyuajy, MOHOBO C€ yKa3lyje Ha ypOaHHU3aIHjy,
TEXHOJIOLIKY PEBOJYILH)Y, PaT, M Ha jeJlaH CIUIET OCOOCHOCTH KOje ayTOpKa Ha3uBa
»AHTUTPATUITUOHATU3MOM, TPEBPATHUYKHM OJIHOCOM TIpeMa CaapKuHU H (HOpMH,
HOBUM BHl)EHEM CBETa 3aCHOBAaHMM HA WHTYHIMjH, CHY, MOJICBECTH, MUCTHLH,
KOCMHITY WJIM TIaK Ha TI0eTH30Bamy ypOaHor u texauukor” (Jlazapesuh 1992: 21).
Tex Ha TOM Temesby Moryhe je pa3BUTH IUIOAHY MHTEPIIPETALHjy Koja Ou
oMoryhuia akTUBHHj€ ydecTBOBame yueHHKa, rae Tarjana Jlazapesuh, mopexn Beh
BUIIIE ITyTa HCTAKHYTUX HAjBAXHUJUX KOMIIO3WIMOHHX Hadyela TecMe, aid |
»OOjammema”, yBOAW U MUTalkE TBOpauke (YHKLHWje je3uKa, MHTEPIYHKIH]e,
CHHTaKCe M YOIITE KOMIIO3MLMje TIecMe. 3amaxa [a je BaXHO YYCHUIMMa
CKPEHYTH NaXmby Ha TO Ja ,,IIeJIOBUTA 3HAYCHa I0jeINHAYHUX CTHXOBAa HUjE
Moryhie TpaXXUTH jep OHM He NPEeACTaBIbajy CHHTAKCHYKE U MUCAOHE LENUHE” U Aa
,,CUHTAaKCHMYKa TOCTAaBKa IIECME YYECTBYje aKTHBHO y W3TPalibU HCHE BHU3M]jE
ceera” (Jlazapesuh 1992: 30). O BaxHOCTH KOMITO3MIMje CBeAoun W JbuihaHa
Bajuh, jep ce mome ,,onparkaBa yMETHHUKA HHTYHIHja O CBEOIIITO] IIOBE3aHOCTH U
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cymarpancTiakoM jeawmHcTBY cBera” (bajuh 2004: 25). OGe umcrakHyTe ayTOpKe
CTBapajy jemHy HApOUYUTy WHTEPIPETATHBHY artMocdepy, Koja BHUIIECTPYKO
WIYCTpYje paJuKalaH pe3 HacTao ca I10jaBOM aBaHTapJHE KEWKEBHOCTU. Taj pe3
ce YIIPaBo y CBOjOj BUIIECTPYKOCTH MOpa IIPHUKA3aTH, jep j€ TaKBa U F-eroBa yJora,
koja he y XX Beky yCJOBHTH TpajHy MPOMEHY CBECTH O yMETHOCTH en regle
générale.

3. 3AKJbYHAK

3akbydyjyhn Heke O] OCHOBHHMX NPETHOCTaBKH Y paay NpeIoueHOT
npobieMa HactaBHe wuHTeprnperauuje necme Cymampa W HEHOT KaHPOBCKU
mucriep3uBHOT ,,O0jammkema’, peun Tatjane Jlazapesuh jom jenHom ce moTBphyjy:

»Cymarpa” Mwoma L[pmaHCKOT jeHO je O OHHMX KEIHM)KEBHHUX JeNia Koja Cy
mpaBa 4yja caMooOHaBJbamka U camopahama y CTaTHO HOBUM, HEOUEKHMBAHUM U
HeTpakeHUM oOpucuma. OBa KpaTka, Ha MOPBU TOTJe[ jEJHOCTAaBHA, O
JEIHOCTAaBHUX W TOTOBO 1a OMCMO Moriu pehd, KOHBEHIIMOHAIHHX MMOETCKUX
MpeJICTaBa, CaTKaHa JMPCKa TBOPEBUHA, Y Y30YAJbUBOM U HEMPEABUAEUBOM X0y
BpEMeHa, 1MocTala je Kajapa aa arncopOyje Tellka U MyTHA 3HAa4CHa YMTABOT jEJHOT
BEJIMKOT OITyca — OIyca KOjH Ce U caM IpeTBapa y MohaH u cliojeBUT 3HaK. YTHucak
Ia je Tymauewme ,,CyMarpe” HEIOBPIICH W HEIOBPIIWB 3aJaTaK HUje BapJHUB.
YToauKO je MOKymIaj Ja Ce YyAeCHO MOETCKO TKHUBO ,,Cymarpe”, KpXKO H
€TCPUYHO, a y HCTU MaxX HCHOOPO3HO U UBAPKIBHUBO, IOABPTHE HaCTaBHOj
MHTEPIpPETAjH W TPUIAroJd CBUM HEHHM YCIOBHOCTHMAa W OrpaHUuYEeHHUMa
pPHCKaHTHUjH. 3ay3BpaT, MOTEHIMjaId TaKBE HHTEpIpeTaluje CHAKHHUjU Cy —
IMJbEBU KOj€ TOCTaB/baMO 3alpaBO BHIIECTPYKO MNpeBasHia3e aHalIu3y jeJHOT
KIbIDKEBHOT JleJla M BOJIE HAC JI0 pa3yMeBama jeJHOT BPEMEHa, jeJHOT BPTJIora
KIbIDKEBHUX CTPYja, je[lHE PEJeBAHTHE MOETUKE M CYHNITHHCKHX MOPYKa jeJHOT
omyca (JIazapesuh 1992: 20).

Jlakie, ¥ Ha OCHOBY OBaKO, T€K CKHIIMPAaHHMX JIOMHHAHTHHX TIIpaBara
tymauewa Cymampe Munoma I[pmaHCKOr y caBpeMEHO] HACTaBH, MOXE Ce
3aKJbYYUTH JIa j6 OCHOBHU IIPE/yCJIOB BajbaHOT YHTAKka U TyMaueHha aBaHTapIHUX
TEKCTOBa, W IIHPE, pa3BUjamka CIOCOOHOCTH W CTPYYHOCTH 3a TEPIUIHPAHE
aBaHrapJHe YMETHOCTH KOJI YUYCHHKa, ca HapOYMUTOM IaKHOM CIPOBEICH H300p
TEKCTOBa W TMpwiiora y Yumanxama. YKOIUKO Taj MPBU KOpak He Oyzae mpahen
ceenihy o yumaoyuma xojuma ce yuOeHMK oOpaha W KOjUMa je HaMCHEH, Te
npujarojeH BHHUXOBOM CTHIaky MPBUX TNpeAacTaBa o mnpexacrojehoj Temw,
MPWIUKOM paja ca KOHKPETHUM JeluMa MOXe JohM 10 TOMEHyTe ,,0TekKaHe
perieniije”. JacHO je ma TIIOCTOje, Yy TMPaKTUYHOM CMUCITY, OTpaHHYCHA
npensuheHnM QOHIOM YacoBa 3a oapeleHy HACTaBHY jeIMHUILY, WU, TTAK, CAMOM
npupoioM Yumanke koja (PyHKIHOHHMIIE IMOMYT MPUPYYHHKA U He 00e30ehyje
MPOCTOP 3a TEMEJHbHH]Y TEOpHjcKy obpany. Mmak, HU TakBa npupoma Yumarke
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HUje ONpaBAame 3a M3BECHE MamKaBOCTH W 0/Beh MpOW3BOJEHE WHTEPIIPETAIIH]E,

jep, To yriieqy Ha WCTaKkHyTe mpuMepe Koju (Gurypupajy Kao ys3op, my Tpeda
CXBaTUTH Kao MMO3MB Ha BHIIM CTENEH OArOBOPHOCTH MpPU CaMOM OOJHKOBAamY

caapxkaja. To 6 ce MOTJIO OCTBApHUTH M YKJbydnBameM Beher Opoja cTpydmaka 3a
IUTaHUpaHe TeMe, a Tako OW W HACTaBHUIM W YYCHHIM y CTapTy padyHalIH ca

CBECTPaHUjUM MIPUCTYIIOM POOIIEMY.

bajuh,

bajuh,
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SOME THESES REGARDING THE TEACHING INTERPRETATIONS OF SUMATRA
AND THE EXPLANATION OF 'SUMATRA’ BY MILOS CRNJANSKI

Summary

The subject of this paper is the analysis of the poem Sumatra and The Explanation of
‘Sumatra’ by Milo§ Crnjanski as parts of selected reading-books in high schools. The texts
themselves, the instructions for the analysis and the questions for students are especially
emphasized. The paper deals with various interpretations of the texts and their relation to
the key problems and phenomena of avant-garde literature. Also, the paper analyzes
different approaches and the relevance of the questions designed for better interpretation.
Furthermore, additional interpretations are consulted to demonstrate the primary intention
of this paper, which is to emphasize the importance of explaining to students the radical
change in the reception of artwork itself in the avant-garde and the primary motives for that
change. The paper represents a reflection about the existence of paragraphs from the
reading-books from a historical perspective. However, students can see the bigger picture
relying on basic knowledge of the avant-garde. Consequently, it is important not to
overlook Peter Burger’s Theory of the Avant-Garde. Also, it is necessary to observe the
literature of the avant-garde not as an isolated phenomenon, but rather with reference to the
rise of film, transitions made in painting art, urbanization, science development, and the
technological revolution. Knowledge of the avant-garde might be a stimulus for better
understanding of the world we live in today.

Key words: avant-garde, reading-book, teaching interpretation, Sumatra, manifest, The
Explanation of ‘Sumatra’.
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A STUDY OF ENGLISH ARTICLE USAGE
AMONG CROATIAN UNIVERSITY STUDENTS

ABSTRACT: The main focus of this study was to analyse article errors in the writing of first
year Croatian psychology students studying English as a foreign language as part of their
study programme. Article errors among learners with different proficiency levels were also
analysed; moreover, errors made by students with different essay grades were compared.
The results show that the category with the highest number of errors included the omission
of the indefinite article. Furthermore, it was found that proficiency levels were not a
significant factor concerning the average number of errors in any of the categories.
Moreover, it was also shown that essay grades did not play a significant role in the number
of article errors in student writing except in the category of omission of the definite article,
which was found among students with lower essay grades.

Keywords: EFL learning, language transfer, English article usage, Croatian university
students.

ISTRAZIVANJE O UPORABI ENGLESKOG CLANA MEDU
HRVATSKIM STUDENTIMA

APSTRAKT: U radu se utvrduju i analiziraju pogreske pri uporabi engleskog c¢lana u
pisanim sastavima studenata prve godine Psihologije kojima je engleski jezik dio studijskog
programa. Tijekom analize pogreSaka u obzir su uzimane razine jezi¢nog znanja i ocjene iz
pisanih sastava. Utvrdeno je kako je kategorija s najvecim brojem pogreSaka ukljucivala
izostanak neodredenog Clana. Razine jeziCnog znanja nisu znacajno utjecale na uporabu
¢lana niti u jednoj kategoriji pogresaka. Ocjene iz pisanih sastava takoder nisu imale znatan
utjecaj na broj pogresaka u pojedinoj kategoriji, osim u kategoriji izostavljanja odredenog
¢lana, napose kod studenata s loSijim ocjenama iz pisanih sastava.

Kljucne rijeci: ucenje engleskoga kao stranoga jezika, jezic¢ni transfer, uporaba engleskog
¢lana, hrvatski studenti.
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1. INTRODUCTION

The degree of influence of the native or first language (L1) on second
language acquisition (SLA), in other words, the role of language transfer, has been
an important topic in second language (L2) research (Ellis 1994; 2008). One of the
early approaches which stressed the role of the native language in SLA was
Contrastive Analysis (CA). It was believed that the differences between languages
could aid in discovering potential errors that learners might make in the target
language. By predicting what would be easy or difficult for learners, appropriate
pedagogical materials could be developed. This approach eventually lost its appeal
when Noam Chomsky revolutionized the field of linguistics with the introduction
of Transformational-Generative (TG) Grammar (1957, 1965). There was a shift in
emphasis from the study of the surface forms and patterns of language to
understanding the underlying rules that governed languages (Saville-Troike 2012).
CA was eventually replaced by Error Analysis (Corder 1967) which considered
errors important in understanding learners’ L2 development. Various approaches
began to influence SLA research as the field developed, including linguistic,
psychological, pedagogical and social perspectives; consequently, the role of
language transfer and its influence on L2 learning changed as well. One of the
concerns of SLA research and L2 teaching has been on the language structures that
are present in the target language but absent in L1. For example, the acquisition of
English articles is a problem for many language learners whose L1 lacks this
language structure. Studies in the field of English article acquisition have followed
research trends in SLA research. It has been found that the influence of L1 may
affect article acquisition in acquiring English as a second language. As a result, the
major aim of this paper was to investigate English article usage among Croatian
advanced level L2 learners whose mother tongue lacks this language structure.

2. LANGUAGE TRANSFER

One of the earliest approaches which considered the role of L1 in L2
acquisition, that is, the influence of language transfer, was Contrastive Analysis
(CA). The leading figure in CA was Robert Lado (1957), who argued that a
comparison of similarities and differences between L1 and L2 would allow
researchers to predict and describe structures that learners would find easy and
difficult to learn. Under the influence of structural linguists, attempts were made to
compare and contrast the surface forms of the L1 and L2 language systems
(Saville-Troike 2012). CA was influenced by the behaviourist theory of learning,
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which assumed that languages are acquired through habit formation based on a
process of Stimulus-Response-Reinforcement (S-R-R). Language is learned by
imitation and repetition of structures which are positively reinforced until they
become habits. In L2 acquisition it was also assumed that transfer from the L1
would occur. Positive or facilitating transfer would take place if the same structure
exists in L1 and L2, while negative transfer or interference would result if the
structure is different (Gass and Selinker 2007). The CA approach to L2 learning
resulted in numerous studies in which two languages were compared with the aim
of discovering differences and thereby difficulties for learners of L2 (Mitchell and
Myles 2004). In Croatia, for example, one of the major projects led by R. Filipovi¢
(Filipovi¢ 1972) was The Yugoslav Serbo-Croatian-English Contrastive Project.
CA proved to be an important influence in L2 language and teaching research at
the time (Prebeg-Vilke 1977).

The strong version of CA began to be heavily criticised and it eventually
lost its appeal when the behaviourist language learning theory was challenged by
Chomsky (1957 as cited in Lightbown and Spada 2006), who argued that children
know more about the structure of their language than they have heard or have been
taught. Chomsky stressed that language learning was rule-governed behaviour;
moreover, children have an innate capacity to learn languages, which is
biologically driven. Consequently, language came to be viewed in terms of
structured rules rather than habits; similarly, learning was considered a process that
involved active rule formation as opposed to imitation. Later, Chomsky (1981)
reconceptualised the construct of Universal Grammar (UG) within the Principles
and Parameters framework and suggested that principles “are properties of all
languages in the world...(moreover), some of these principles contain parameters,
or points where there is a limited choice of settings depending on which specific
language is involved” (as cited in Saville-Troike 2012: 50). From the UG
perspective, individuals reset the parameters from their L1 when learning an L2.
Influenced by Chomsky’s internal focus of language learning, studies began to
show that not all errors that learners made were the result of interference from the
L1, nor were errors always equated with the level of difficulty (Mitchell and Myles
2004).

The shift in focus from the surface forms and patterns of a language to
underlying rules, that is, an emphasis on the creative capacity of learners to learn
languages, led to Error Analysis (EA). In contrast to the behaviourist view of
language learning, Corder (1967) argued that errors could show the system of
language which the learner is using at a specific point in the process of L2
development, that is, the learners’ transitional competence in the development of
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the L2. According to Corder (1967), errors could be categorised as interlingual (the
result of negative transfer or interference from the L1), or intralingual
(developmental errors within a language that could be the result of incomplete
learning of L2 rules, or by over-generalising rules). Building on the concepts of
EA, Larry Selinker (1972) introduced the term Interlanguage (IL), which described
the intermediate states (or interim grammars) of a learner’s language as it develops
toward the target L2. The language of the L2 learner was considered to be a
creative process that is systematic, dynamic, and variable (Saville-Troike 2012).
Although a learner’s IL was considered to be influenced by both L1 and input from
L2, it was recognised as a third language system which was different from both the
native and target language.

During the 1970s the minimalist position emerged, which downplayed the
role of L1 in L2 acquisition, and instead stressed the importance of universal
processes in language learning (Ellis 2008). Studies led by Dulay and Burt (1973)
showed that the order of morpheme acquisition in English L2 learning was similar
to English L1 acquisition, which suggested the existence of a natural order in the
grammatical development of learners which was similar for both languages. Other
studies also showed that learners follow a regular sequence in the acquisition of
some syntactic constructions (Bailey et al. 1974). The implication was that transfer
from L1 is of secondary importance since all language development, both L1 and
subsequent language acquisition, is based on universal principles of language
learning.

The minimalist position, however, was criticised with some researchers
claiming that it undervalued the role of L1. Studies focusing on the crosslinguistic
effects among languages on the level of production, discourse, and reception have
shown that transfer is an important element of L2 acquisition (Ellis 2008).
According to Ellis (2008), researchers have turned to verifying various constraints
which may influence transfer, including social factors, markedness, prototypicality,
language distance and psychotypolology, and developmental factors. Today, it is
difficult to distinguish a single coherent theory of language transfer since
crosslinguistic influences are too numerous and complex (Odlin 2003).

3. THE ACQUISITION OF ENGLISH ARTICLES
3.1 Research on the L2 acquisition of articles

The influence of L1 on L2 becomes an interesting problem when there is
an absence of a similar structure in L1. For example, the acquisition of English
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articles poses a major problem for Croatian learners of English. Research focused
on the acquisition of English articles has developed in a similar way as has SLA
research (Ekiert 2007). According to Butler (2002), early studies in article usage
focused on article errors which were attributed to inadequate acquisition of certain
grammatical norms of L2. There was also an assumption that IL develops through a
number of stages or developmental sequences. In the 1980’s, researchers (e.g.
Huebner 1979, 1983) began to be interested in the semantics of IL and thus there
was a shift in article research from the acquisition of morphology as form to a
focus on morphology as the surface realization of an underlying semantic and
conceptual system (Ekeirt 2007).

Since then, there have been many different approaches that have attempted
to explain the process of the acquisition of articles. Huebner (1983) argued that it is
possible that there is a semantic discord between the L1 and L2 with regard to how
concepts such as definiteness and/or specificity are encoded in the L1 and L2.
However, a problem occurs when the learner’s L1 does not have an equivalent
form. Other researchers have argued that although learners whose L1 does not have
an article system might have problems in article acquisition, they can, and often do,
have access to Universal Grammar (UG) features such as definiteness, specificity
and partitivity (lonin, Ko and Wexler 2004). lonin (2004) describes definiteness as
a discourse-related semantic feature related to the knowledge state of the speaker
and hearer, while the notion of specificity refers to the knowledge understood only
by the speaker. These notions are important for the Article Choice Parameter
(Ionin 2007), by which the author explains the variability in the L2 learners’
production of articles that leads to the Fluctuation Hypothesis. Under this formalist
hypothesis, L2 learners are predicted to fluctuate between the two settings until the
input leads them to the right option.

In terms of how articles are acquired, many studies have shown that
definiteness is acquired earlier than indefiniteness (Chaudron and Parker 1990;
Lardiere 2004). Research has also shown that many learners have the most
difficulty in acquiring indefinite articles, especially learners whose L1 lacks a
corresponding article system (Roberston 2000; Jarvis 2002: White 2003).
Moreover, some research has shown that proficiency is a factor in article
acquisition (Young 1996), while others have shown that L2 level is not a factor in
article acquisition (lonin 2003).

The development of the proficient use of articles in the interlanguage of
English as a foreign language (EFL) for learners has been found to be a very long
process with pronounced variability (Jarvis 2002; Ko, lonin and Wexler 2004;
Zdorenko and Paradis 2008). This is even more so for the learners with an article-
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less L1 (Trenki¢ 2002; Zergollern-Mileti¢ 2008, 2015; Balenovi¢ and Medved
Krajnovi¢ 2013; Balenovi¢ 2014; 2015). L1 interference certainly plays a
significant role (Liu & Gleason 2002), although lonin, Zubizarreta and Maldonado
(2008) showed that fluctuation overrides language transfer with L2 learners whose
L1 does not contain articles (e.g. Russian), while transfer overrides fluctuation with
L2 learners whose L1 has an article system (e.g. Spanish). In other words, learners
transfer article semantics from their L1 to their L2.

3.2 Research on the L2 acquisition of articles in Croatia

There have been several recent studies on the acquisition of English
articles by Croatian EFL learners (Balenovi¢ 2014; 2015; Balenovi¢ and Medved
Krajnovi¢ 2013; Zergollern-Mileti¢ 2008; 2009; 2010; 2015) whose L1 lacks an
article system to express the category of definiteness/indefiniteness. The lack of
articles in learners’ L1 supposes difficulties in their acquisition, since learners are
not aware of the existence of the category in their L1, even though this category is
often seen as a linguistic universal (Chomsky 2000; Sili¢ 2000) expressed with
different linguistic means in different languages. In the Croatian language, Sili¢
(2000) considers this category as a part of determiners linked to adjectives, while
Pranjkovi¢ (2000) links it to nouns rather than adjectives. Thus, linguists explain
the concepts of definiteness and indefiniteness in the Croatian language in different
ways.

Zergollern-Mileti¢ (2008) conducted a study among advanced L2 speakers
of English (Croatian university majors in English) with the purpose of examining
their use of articles. The research results showed the wrong use of articles with
abstract nouns, the omission of articles when the noun was defined by an adjective,
as well as article substitution (definite for indefinite and vice versa). Thus, the
author stressed the importance of developing learners’ awareness of the existence
of the concept of definiteness/indefiniteness in their first language, in spite of the
fact that the Croatian language lacks an article system. Balenovi¢ (2014, 2015)
conducted a study on the acquisition of English articles among primary school EFL
learners within the framework of a larger research project titled Early acquisition of
English as a foreign language: The analysis of the learner’s interlanguage (for
details see Mihaljevi¢ Djigunovi¢ and Medved Krajnovi¢ 2015). The longitudinal
study was based on the recordings of individual oral production tasks of Croatian
EFL learners (mean age 7-11), over a period of three years. The purpose of the
study was to analyse the process of article acquisition among Croatian primary
school EFL learners. The research results showed frequent omission of the use of
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the indefinite article in front of nouns mentioned for the first time, or article
substitution. Furthermore, the indefinite article was found to be used with higher
accuracy than the definite article, which is in contrast with some other studies (e.g.
lonin and Wexler 2004) which showed that the definite article is commonly
acquired before the indefinite article. The use of the number one instead of the
indefinite article was also found, probably due to the influence of learners’ L1. The
author also found the omission of the indefinite article at the beginning of a
sentence and the correct use of the definite article in the same sentence. This
finding implies that in early EFL learning learners cannot concentrate on more than
one linguistic problem within one utterance.

Zergollern-Mileti¢ (2015) conducted a study within the above mentioned
research project, based on oral and written production tasks of Croatian EFL
learners who started learning English in the fourth grade. The study was conducted
longitudinally, over a period of four years, and included primary school learners
from grades 5 to 8. The author expected a general omission of articles. The
research results showed that learners omitted articles more in the written tasks as
compared to the oral ones, but not in as many cases as assumed. Article
substitution was also found, for example, the definite article for the indefinite. The
author concluded that learners had internalized the notions of familiarity,
countability and unigqueness to a certain extent; however, young Croatian EFL
learners had not entirely mastered the use of English articles, such as the use of
articles before abstract nouns. In short, it may be suggested that the English article
system consists of high levels of lexico-grammatical complexity and
multifunctionality (Hawkins & Mayo 2006), which may be difficult to acquire even
for L1 users (Thomas 1989).

4. AIM OF THE STUDY

Although contrasting results have been shown regarding the acquisition of
English articles among Croatian EFL learners, more research is needed to
substantiate current findings. This study aims to investigate article usage among an
under-investigated sample, in particular, non-philological university majors taking
an English language course as part of their study programme. Specifically, the
study examined the types of article errors that occur in L2 essay writing and
whether there are differences in the number of errors based on learners’ proficiency
levels and essay grade levels. The following research questions were addressed:
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1. What kinds of errors in article usage occur in student essay writing?

2. Are there differences between the number of article errors among students
with different proficiency levels?

3. Are there differences between the number of article errors among students
with different essay grades?

5. RESEARCH METHODOLOGY

5.1. Participants

The sample included the written work of 29 first year psychology students
from the University of Zadar, who were taking English classes as part of their
study programme. The participants included 26 females and 3 males. Moreover, the
number of years of studying English ranged from 4 to 14 (Chart 1), while the
average number of years of studying English was 10.3 (Table 1). Students were
tested at the beginning of the year with regard to their proficiency level using the
Oxford Placement test 2 (Allan 2002). It was found that the majority of students
(16) were at the upper-intermediate level (Table 2). The average essay grade was 3
on scale of 1 to 5, with 5 being the highest grade (Table 3).

Chart 1. Number of years of studying English

12,57

10,07

7,57

Frequency

5,01

2,57

0,0 T T T T T T T T

Years of studying English
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Table 1. Number of years of studying English: Mean (M) and Standard Deviation (SD)

Mean (M) Std. Dev. (SD)

Average number of years of studying English 10.3 2.4

Table 2. Proficiency levels: Frequencies and percentages

Frequency Percent (%)
Proficiency 1 34
Advanced 5 17.2
Upper-Intermediate 16 55.2
Intermediate 6 20.7
Elementary 1 3.4
Total 29 100

Table 3. Essay grades: Frequencies percentages

Frequency Percent (%)
5 3 10.3
4 5 17.2
3 15 51.7
2 6 20.7
Total 29 100
5.2. Corpus

The corpus consisted of a total of 29 essays which were written by first
year psychology students from the University of Zadar as part of their final English
written exam at the end of the first semester. The exam entailed reading,
vocabulary, grammar and writing sections, which the students had to complete in 2
hours. The writing task involved a ‘for and against’ essay of approximately 250
words. Students had practiced writing this type of essay in their English class
during the semester; moreover, it should be noted that Croatian students are
required to write this type of essay for the university state entrance exam, thus they
had plenty of practice with this type of writing.

5.3. Data analysis

The essays were analysed for article mistakes by a native speaker of
English and discussed with the authors of the paper. It was found that mistakes in
article usage fell into seven categories, which are listed below. The results were
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then compared with student proficiency level scores and with essay grades using
the Kruskal-Wallis test.

6. RESULTS OF THE STUDY
6.1. Categories of article errors

After analysing the essays it was found that incorrect usage of articles fell
into seven categories: 1) omission of the, 2) the used instead of &, 3) a used instead
of the, 4) a used instead of @, 5) omission of a, 6) the used instead of a, 7) a used
instead of an. Table 4 shows the results of the distribution of mistakes with definite
and indefinite articles, Mean (M) (the average number of errors in each category
for this sample, N=29), and Standard Deviation (SD) scores.

Table 4. Error analysis of English articles: Number of Mistakes (N), Mean (M), Standard
Deviation (SD)

Type of Error N M SD
1.  omission of the 38 1.3 1.7
2. the used instead of @ 20 .69 1.1
3. aused instead of the, 3 10 31
4. aused instead of @ 18 .62 .94
5. omission of a 103 3.6 2.5
6. the used instead of a 3 .10 41
7. aused instead of an 1 .03 19

Note: Total sample number= 29

As shown in the above table, the majority of mistakes with article usage
included the omission of the indefinite article a (N=103). This category clearly
outnumbered the second most frequent category of mistakes which included the
omission of the definite article the (N= 38). This is followed by overuse of the
definite article (N= 20), and overuse of the indefinite article (N= 18).

6.2. Comparison of article errors among proficiency levels

The next step in the analysis was focused on the differences in mistakes in
article usage among students with various proficiency levels. A choice was made to
use a non-parametric test due to the fact that the descriptive statistics showed that
the data was not normally distributed, and also because non-parametric tests are
usually used with frequency data (Mackey & Gass 2005). The descriptive statistics
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showed that various proficiency level groups had less than 5 samples;
consequently, several proficiency groups had to be combined in order to satisfy the
minimum criterion for standard statistical procedures. The proficiency and
advanced groups were put into group 1 (A), the upper-intermediate group into
group 2 (B), and the intermediate and elementary groups were put into group 3 (C).
Since the independent variable (proficiency levels) included 3 or more groups, the
Kruskal-Wallis test was used. The results show no statistically significant
differences between the number of errors in categories 1, 2, 4, 5 and proficiency
scores: Category 1 (H (2) = 5.1, p = .08) with a mean rank of 9.7 for group A, 18
for group B, and 13 for group C; Category 2 (H (2) = 2.2, p = .33) with a mean
rank of 11.4 for group A, 16.6 for group B, and 14.4 for group C; Category 4 (H
(2) = 3.1, p = .22) with a mean rank of 11.2 for group A, 17.1 for group B, and 14
for group C; Category 5 (H (2) = 5.8, p = .06) with a mean rank of 7.7 for group A,
17 for group B, and 17 for group C. Error scores for categories 3, 6, and 7
numbered 3 or less; consequently, no comparisons could be made for the three
proficiency groups.

6.3. Comparison of article errors and essay grades

The Kruskal-Wallis test was also used to measure for statistically
significant differences between article errors and students’ essay grade levels. Once
again, in order to satisfy standard statistical procedures, the essay grade level
categories were combined: Group 1 (A) included essay grades of 4 and 5, Group 2
(B) included essay scores of 3, and Group 3 (C) included essay scores of 2. The
results show no statistically significant differences between the number of article
errors from categories 2, 4, 5 among students with different essay grades: Category
2 (H(2) = 1.8, p = .41) with a mean rank of 15.7 for group A, 16.0 for group B,
and 11.4 for group C; Category 4 (H (2) = 3.0, p = .23) with a mean rank of 13.9
for group A, 13.7 for group B, and 19.7 for group C; Category 5 (H (2) = 4.2, p =
.13) with a mean rank of 10.1 for group A, 16.1 for group B, and 18.8 for group C.
However, there was a statistically significant difference in Category 1 (H (2) = 6.4,
p = .04) with a mean rank of 8.9 for group A, 17.0 for group B, and 18.1 for group
C. The descriptive statistics show that the majority of errors in omission of the
definite article were made by students with an essay grade of 2. Once again, since
error scores for categories 3, 6, and 7 numbered 3 or less, no comparisons could be
made for the three essay grade level groups.
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7. DISCUSSION

The results show that errors with the indefinite article by far outweigh
other article errors. This is consistent with many other studies (Roberston 2000;
Jarvis 2002; White 2003) which also found the omission of the indefinite article to
be the greatest source of problems related to article usage. Many early studies in
the acquisition order of grammatical morphemes, including the acquisition of
definite and indefinite articles have shown that definite articles are acquired before
indefinite articles (Hakuta 1976; Huebner 1979; 1983). On the other hand,
Balenovi¢ and Medved Krajnovi¢’s (2013) study on the acquisition of English
articles in early EFL learning in Croatia found that the indefinite article was used
with higher accuracy than the definite article. The authors attributed the results to
the influence of the context of learning, that is, the teaching materials, and the fact
that Croatian young EFL learners are exposed more to the indefinite than to the
definite article. For instance, new words are introduced as whole phrases, such as
in the following example: ‘This is a book’. It could be possible that Croatian
learners have acquired the indefinite article and are still in the process of acquiring
the definite article in their IL.

However, when a comparison was made with proficiency levels, it was
found that there were no statistically significant differences between article errors
in any of the categories among students with different L2 proficiency levels. lonin
(2003) also found this to be the case with Russian ESL learners. Nevertheless, the
results of this study must be taken with a note of caution. Namely, the sample size
was relatively small (29) and the number of errors within each group was also
small, which reduces the statistical weight of the results. A descriptive analysis of
the number of errors made by students who were at the advanced and proficiency
levels of L2 competence shows that fewer articles errors were made by these
students; however, a larger sample size is needed in order to verify the actual
significant statistical differences.

In addition, no statistically significant differences were found between
article errors among students with different essay grades in category 2 (the used
instead of @), category 4 (a used instead of @) and category 5 (omission of a).
There was a statistical difference in category 1 (omission of the) among students
with lower essay grades, which might suggest that students have not acquired this
category at this stage. Nevertheless, this result must also be taken with some
reserve. The small sample size in each category, as well as the small number of
errors, reduces the effect of this statistical difference.
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Notwithstanding the statistical limitations noted above, certain general
trends in article usage can be noted. Students continue to make article mistakes in
their writing. Many studies have shown that if an article system is lacking in L1,
more difficulty is encountered by learners. For instance, Roberston (2000) found
this to be the case with Chinese ESL learners; Jarvis (2002) among Finnish
learners; White (2003) with a Turkish learner of English; Ekiert (2007) with a
Polish learner; and Sarko (2008) with Syrian Arab native speakers. However,
although all these languages lack an equivalent article system, it was found that the
most frequent article errors were related to the indefinite article. This study also
shows that errors related to the indefinite article were the most frequent. Ekiert
(2007) argues that L2 acquisition can be thwarted by the lack of an equivalent
conceptual and semantic system in the L1. Specifically, a learner whose L1 lacks
an article system may have difficulty in conceptualizing notions such as
indefiniteness (Ekiert 2007: 32). Thus, it may be suggested that learners generally
have problems with articles due to the lack of a similar system in their L1, but it
might also be possible that, for these language learners, notions of definiteness are
easier to acquire than notions of indefiniteness.

8. CONCLUSION

This study has shown that Croatian EFL learners make article errors in
their writing, especially with regard to the indefinite article. It is possible that the
acquisition of English articles among Croatian EFL learners is related to a natural
order of acquisition; moreover, it may also be possible that the omission of the
indefinite article shows learner difficulties in the concepts of indefiniteness.
Descriptive statistics has shown that advanced level students have, on average,
fewer errors than lower proficiency level students (the proficient level students had
no article errors), which might indicate that Croatian learners eventually do manage
to acquire English articles. This might lend credibility to UG-based explanations
for L2 acquisition, whereby learners rely on the principles and parameters of UG in
the L2 acquisition process.

Clearly, understanding the causes of errors in SLA, specifically article
errors, is a controversial topic. CA has contributed to the process of SLA research
with its focus on the influence of L1 on second language learning. Many different
approaches to L2 learning have influenced SLA research and have offered various
solutions to problems related to SLA. With regard to English articles, Ekiert (2007:
32) argues that a thorough understanding of the acquisition of the article system
needs to be founded on a crosslinguistic analysis of the target language, the
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interlanguage, and the native language. Therefore, there is a need for developing
Croatian learners’ awareness of the existence of the notions of
definiteness/indefiniteness in their L1, as well as how these notions are expressed
through the English article system (Balenovi¢ and Medved Krajnovi¢ 2013;
Zergollern-Mileti¢ 2008). Accordingly, research must take into account all these
aspects in order to explain how learners acquire not only articles, but also how they
achieve second language proficiency in general, especially in teaching/learning
settings where the article input is less extensive than in naturalistic settings. In
classroom settings, explicit teaching and comparison of L1 and L2 are perhaps
needed for more effective L2 article acquisition (DeKeyser 2000; Ellis and Larsen-
Freeman 2006).
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ISTRAZIVANJE O UPORABI ENGLESKOG CLANA MEPU HRVATSKIM
STUDENTIMA

Sazetak

StajaliSta o utjecaju materinskog jezika mijenjala su se paralelno s razvijanjem teorija o
ucenju stranog jezika. Jedan od problema s kojim se suocila kontrastivna analiza bilo je
ovladavanje strukturama stranog jezika kojih nema u materinskom jeziku. Na primjer, kako
hrvatski ucenici, ¢iji jezik nema Clana, usvajaju ¢lan u engleskom jeziku? Nepostojanje
izrazavanja kategorije odredenosti/neodredenosti Clanom u materinskom jeziku
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pretpostavlja ogranicenje i poteSkoce u ovladavanju navedenom kategorijom u stranom
(engleskom) jeziku. Postojanje ili nepostojanje ¢lana u pojedinom jeziku veze se s pitanjem
gramatiziranosti odredenosti/neodredenosti, te pitanjem o moguénosti izrazavanja navedene
kategorije odredenim jezicnim sredstvom Sto otvara mogucénost da se propituje vaznost
pristupa univerzalne gramatike u ovladavanju kategorijama koje nisu istovjetne u
materinskom (L1) i jeziku koji se usvaja (L2). Cilj istrazivanja bio je utvrditi pogreske pri
uporabi engleskog ¢lana u pisanim sastavima studenata prve godine Psihologije kojima je
engleski jezik dio programa. Analiza pisanih sastava izvrSena je metodom analize
pogresaka. Tijekom analize pogresaka u obzir su uzimane razine jezi¢nog znanja i ocjenc iz
pisanih sastava. Na temelju rezultata istrazivanja pogreske pri uporabi ¢lana svrstali smo u
kategorije izostavljanja, zamjene i pogresne uporabe ¢lana. Utvrdeno je kako je kategorija s
najve¢im brojem pogresaka ukljudivala izostanak neodredenog ¢lana, nakon koje slijedi
kategorija izostanka odredenog ¢lana. Razine jezi¢nog znanja nisu znacajno utjecale na
uporabu ¢lana niti u jednoj kategoriji pogreSaka. Ocjene iz pisanih sastava takoder nisu
imale znatan utjecaj na broj pogresaka u pojedinoj kategoriji, osim u kategoriji izostavljanja
odredenog ¢lana. Rezultati istrazivanja ukazuju da je potrebno razviti svijest o postojanju
kategorije odredenosti/neodredenosti u materinskom (hrvatskom) jeziku koje se izrazavaju
¢lanom u engleskom jeziku.

Kljucne rijeci: uéenje engleskoga kao stranoga jezika, jeziéni transfer, uporaba engleskog
¢lana, hrvatski studenti.
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EAL IN VOCATIONAL EDUCATION: NEEDS ANALYSIS
AND COURSE SYLLABUS DESIGN*

ABSTRACT: After examining the role of a needs analysis approach in ESL/EAL? and most
common tools of varied efficiency and reliability used to conduct it, the paper explicates a
development of a needs analysis tool for the purpose of designing a syllabus for an English
language course for a group of international students and bringing their language
competency to the level required for enrolment into a VET/TAFE course in Australia.
Furthermore, the paper gives an overview of a five-lesson programme designed to address
the perceived needs of overseas students and in its final section offers possible ways of
evaluating the programme.

Key words: EAL, needs analysis, needs assessment tools, syllabus design, learning process,
course evaluation.

EDJ U STRUKOVNOM OBRAZOVANJU: ANALIZA POTREBA |
IZRADA NASTAVNOG PLANA

APSTRAKT: U radu se najpre razmatra uloga analize potreba u nastavi engleskog kao
stranog, odnosno dodatnog jezika (ESJ/EDJ), nakon &ega se daje pregled instrumenata
kojima se analiza izvodi, te ukazuje na njihove prednosti i nedostatke. Sredisnji deo rada
detaljno prikazuje konstruisanje instrumenta za analizu potreba s ciljem izrade plana rada

! The paper is based on assignments completed as part of the Graduate Certificate in Teaching
English as an Additional Language at Holmesglen Institute in Melbourne, Australia. | thank the
course coordinator Marina Grishina and practicum supervisor Carly Gilligan and her class of students.
The term ‘syllabus’ denotes ‘specifications of topics, forms, assignments, and schedules for
completion of a course’ (Brown and Lee 2015: 638). The syllabus designed for the purpose of this
research was delivered over the course of five weeks and is referred to in the paper as ‘a five-lesson
program’.

2 Because the term ESL (English as a Second Language) presumes that English is a student’s second
language, which in most instances is not the case with ELICOS students in Australia, the term EAL
(English as an Additional Language) is used.
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za kurs engleskog jezika namenjenog medunarodnim studentima Cija jezicka kompetencija
mora dosti¢i nivo potreban za upis na institucije strukovnog obrazovanja u Australiji
(VET/TAFE). U radu se, zatim, izlaze petodelni nastavni plan, izraden u skladu sa
ustanovljenim potrebama, a na samom kraju rada daju se sugestije za ocenu uspe$nosti
sprovedenog plana.

Kljucne reci: EDJ, analiza potreba, instrumenti za analizu potreba, izrada plana rada, proces
sticanja znanja, evaluacija kursa.

1. INTRODUCTION

To enrol into vocational education and training programmes in Australia,
international students need to meet required language standards, which range
between IELTS bands 5.5 and 7, depending on the level of the main course they
wish to take up (Certificate Ill, IV or Diploma, for example). To help them
improve their English skills, but also to prepare them for further studies, various
language centres, schools and institutes provide English language courses. The aim
of this paper is to examine how the English Language Intensive Courses for
Overseas Students (ELICOS) programme offered by Holmesglen Institute of
TAFE® in Melbourne could be tailored to a particular class of students and
designed so as to increase the level of students’ language competency while
furthering their academic skills such as conducting research, writing reports or
delivering oral presentations. As a result, a needs analysis tool, complementary to
the Institute’s existing tool, was designed and implemented and the data
subsequently used to develop a five-lesson programme to address the students’
needs. After the delivery of the programme, deliberations follow on how to
measure the efficiency of the lessons and what areas of improvement could be.

2. NEEDS ANALYSIS: DEFINITION, METHODS, ADVANTAGES AND
DISADVANTAGES

Emerging in the 1920s and gaining currency in the 1960s with the ESP
movement (Li 2014; Simion 2015), the term ‘needs analysis’ in the context of
language teaching refers to the process of collecting information about students.
What may seem as a rather straightforward definition assumes complexity with
considerations of what the term ‘needs’ actually denotes, what kind of information
should be collected, what methods of data collection should be used, when needs
analyses should be conducted, and why a needs analysis should be conducted in the

8 TAFE stands for Technical and Further Education.
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first place. What are the benefits of a needs analysis and what might be its
downsides?

Arguably the most encompassing definition has been given by the linguist
Brindley (1984: 28), who defines needs as ‘wants, desires, demands, expectations,
motivations, lacks, constraints, and requirements’, referring to what the students
themselves hope to learn in the course. Very often ‘needs’ are perceived in terms of
‘a linguistic deficiency’ (Richards 2001: 54), that is, a gap between students’
present linguistic competencies and anticipated future ones.

Needs are most commonly classified as objective and subjective (Brown
and Lee 2015: 183-184) and in order to establish those needs, various types of
information are gathered about students. Objective needs are typically inferred
from ‘factual information’ (Brindley 1989: 70) such as biographical data,
educational background, interests, previous language courses, current or future
profession (that is, current and future context for English), current proficiency
levels, and language skills which learners need to acquire. In contrast, the analysis
of subjective needs relies on information about ‘affective and cognitive factors’
(Brindley 1989: 70) such as learners’ personality, self-esteem, confidence,
preferred learning strategies and attitudes toward the target language and culture.

To collect such a variety of information, a range of needs assessment tools
have been developed, including questionnaires, observations and interviews
(Dudley-Evans and St John 1998: 132; Long 2005: 30-32). Survey questionnaires
are probably most practical, economic and least time consuming, especially with a
large number of students. However, lack of depth and detail of information are
some of the more significant disadvantages of this tool. Interviews (one on one or
in small groups), on the other hand, provide more detailed information about what
learners know and what their interests are, but they tend to be time-consuming. In
practice, a combination of methods is used to determine student needs and special
attention is paid to the appropriateness of the chosen tools for particular learners
(Long 2005: 30-40).

Whether described metaphorically as a diagnosis before the doctor’s
prescription (Long 2005: 20) or more pointedly as ‘an important precursor to
designing the goals of a course’ (Brown and Lee 2015: 183), benefits of a needs
analysis are manifold. Usually preceding the designing of a course, a needs
analysis is intended to reduce any gaps between learners, teachers and teaching
materials. As such, it plays a crucial role in understanding students’ needs and
helping the implementation of educational policies. Furthermore, it helps teachers
select and tailor the course content and set course goals. Moreover, depending on
learners’ expectations, it can be used by teachers to modify the syllabus and
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methodology as well as to adjust teaching approaches to students’ learning styles.
In addition, a well-designed needs analysis can discover which particular language
skills learners need in order to perform a particular task and how large the gap is
between their present proficiency and the one required for the role. A needs
analysis can also reveal the most problematic areas for learners so that they can be
addressed accordingly. Having in mind these benefits, it is clear that a needs
analysis can help position teachers, learners, teaching materials, approaches and
methods so as to enhance the outcomes of the learning process. In other words,
without a needs analysis, there would be a high risk of discrepancy between the
goals and purposes of a course as designed by the teacher and learners’ actual
needs, which could lead to learners’ confusion about why they are learning
something and why they are doing so in a given way.

However, there are also some problems concerning the process and
outcomes of a needs analysis. If the most appropriate tool or a combination of tools
is not used to determine students’ needs, the results may be unreliable. For
example, if students do not understand questions in a questionnaire, their answers
most likely will not reflect their needs. Furthermore, if students are only familiar
with teacher-centred approaches, they might think that the course design is entirely
the teacher’s responsibility. Envisaging students as dynamic individuals, Banforth
(1996) also argues that learners can change their minds or their needs during a
course. That is why she suggests that a needs analysis should be conducted not
only prior to the course but during the delivery of the course, too.

On balance, advantages of a needs analysis seem to carry more weight than
their disadvantages and, for all their shortcomings, attempts to find out about
learners’ needs (as defined earlier) can only contribute towards a more successful
learning experience for both learners and teachers.

3. RESEARCH METHODOLOGY

The needs analysis tool already developed at Holmesglen Institute takes
the form of an individual learning plan and consists of three parts: student profile,
mid-course review and end-of-course review (see Appendix 1). In its five sections
(personal details, education, goals, skills areas, and a writing sample of 100-150
words), the student profile is designed to collect both factual and cognitive data.
Factual information for an objective needs analysis includes biographical data,
educational background, a target context for language use, language skills to be
addressed, and possible obstacles to their learning. Cognitive data is collected
through questions about students’ expectations from the course, specific skills they
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feel they need to improve, and learners’ habits and attitudes to learning English
outside class. Finally, students are asked to produce a piece of writing about
themselves, their background and their goals.

For my needs analysis, | decided to use a questionnaire and a hundred-
word-long piece of writing. | thought that a questionnaire would be appropriate for
students whose command of English ranges from intermediate to upper
intermediate, and who must have encountered that type of tool in the course of
their education.® Like the Holmesglen ILP, my questionnaire was designed to
collect both objective and subjective information about students. In my opinion, the
most significant addition in my questionnaire (see Appendix 2) are questions 7, 8
and 9, whose purpose is to determine students’ preferred learning styles and
strategies. That aspect is missing from the pre-existing tool. Furthermore, | thought
that the contextualisation of questions about language skills in question 4, which
placed students in actual reading, listening, speaking and writing experiences,
would yield more genuine data than naming the skills out of context. Similarly,
instead of an open question of the pre-existing tool about areas students hope to
improve,® | decided to list six skills and areas and have students grade them
according to personal importance.® Finally, the writing sample on the topic of
hobbies and free time was designed to reveal both writing skills (coherence,
cohesion, range of vocabulary, grammar etc.) and their interests, with the aim of
incorporating them into lessons.

Based on the two needs analyses, a profile of the class emerges, consisting
of 22 international young adult students predominantly from Asian and South
American countries. The highest level of education in a majority of them is high
school, and the goal of the ELICOS course they are enrolled into is to improve
their English in order to pursue their interests in terms of their future studies, which
consists mainly of Certificates 1l or IV in a range of courses in the VET/TAFE
sector (e.g. Certificate 1V in Hospitality).

| learned about their educational background from Holmesglen designed ILPs which they had
completed.

® This appeared to be misunderstood by some students who listed things such as ‘glazing’.

® Knowing that every lesson actually addresses all skills, my aim here was to determine not only one
skill which students think is most important to improve but to get a full list of preferences.

" Holmesglen ILPs were completed by 22 students. However, there were 17 students present on the
day when | conducted the needs analysis.
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4. PRESENTATION OF THE RESULTS

This section details the needs analysis outcomes by a numerical analysis of
data collected through the questionnaire and by categorising types of errors which
occurred in samples of students’ writing. This is followed by a description of a
five-lesson programme, designed to address the perceived needs of students while
observing their preferred learning styles. Individual lessons are presented in terms
of the type of texts used in the lesson, aims of the lesson, and individual stages of
the lesson with examples of activities.

4.1 Needs Analysis Outcomes

The questionnaire revealed that students would greatly benefit from the
improvement of their skills of listening and comprehension because eleven out of
seventeen students who participated in the needs analysis found that understanding
news and TV programmes was the most difficult activity for them. In addition,
fourteen of them indicated that they can understand ‘some’ when spoken to.
Listening also ranks high in the direct question about the skill they want to learn
most with half the students placing it as either 1 or 2 on the list.

In terms of learning styles, group work (12 students) is overwhelmingly
preferred over individual (2 students) or pair work (3 students), and the most useful
way of learning for them seems to be by way of listening to the teacher’s
explanations (auditory type), followed by reading and watching videos. These two
findings are reinforced by answers to question 9, where the most enjoyable
learning experience for most students was revealed to be when they worked in
groups and listened to the teacher.

Interestingly, in decontextualized questions of the pre-existing tool, the
skills that students indicated as the ones they need and want to improve were the
skills of speaking and writing, closely followed by listening and reading.

The writing samples show that students need to work on the length of their
written pieces, discourse markers and signposting language, prepositions, articles,
punctuation and specific grammatical structures (e.g. like + -ing vs. ‘d like to +
inf.; enjoy + -ing).

4.2 Learning outcomes and the five-lesson programme

The students are enrolled in English for Further Studies 1 course and are
studying for the English for ELICOS qualification. The course has five components
and five corresponding topics, activities and assessments as follows:
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» Independent learning strategies — submit ILP and create a study plan;

» Reading, note taking, paraphrase — Skimming, scanning, and
comprehension;

» Listening comprehension and note taking — pre-listening strategies
and comprehension;

» Essay Writing — features and structure of paragraphs in academic
writing;

» Oral presentations — presentation skills, structure, planning, outlining
points, visual aids.

Following insights from the needs analysis, | have decided to structure my
five-lesson programme around the skill of listening with extension activities of
writing and speaking. The programme is designed to address some of the listening
strategies and skills such as listening for specific information (with the pre-
listening tasks such as predicting, identifying key words and changing pictures into
words), understanding what speakers are saying with the focus on understanding
vocabulary and learning useful words (e.g. decoding prefixes and suffixes),
listening for explanations of problems and solutions, listening for arguments and
listening for stories. The activities are structured mainly as group work as the
preferred learning strategy, with noticing and elicitation followed by the teacher’s
explanation (confirmation of elicited information). The focus is on academic
content as this is an English for Further Study course and listening tasks and
activities are modelled on the IELTS test because most learners from this class
need to achieve an adequate IELTS score to be admitted to their preferred course of
further studies.

The five-lesson programme proposed here is intended to develop students’
listening skills using a variety of approaches. The cognitive approach is reflected in
the importance placed on practice in order to achieve automaticity (Lightbown and
Spada 2013: 117-118), with activities moving from structured to more open-ended
ones. A combination of the cognitive and socio-cultural approaches is adopted
mainly for pre-listening activities which start with questions aimed at mobilizing
students’ prior knowledge and adding personal significance to the construction of
language (Vygotsky in Mitchell et al. 2013: 220-246). The communicative
approach is reflected in the frequent use of small-group and pair activities such as
gap activities, jigsaw activities, and role-play (Richards 2006: 14-21; Brandl 2007:
284-297). In addition, receptive activities are tied to productive activities, that is,
listening is tied to speaking and writing. Finally, the programme is based around
spoken texts which are used as models of texts that the learners are required to
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master. In other words, elements of the text-based approach run through the five-
lesson programme, with lesson 4 closely following the text-based approach as
outlines by Feez (1998: 28-31).

The proposed programme meets the students’ needs insofar as a prior
needs analysis established that students would benefit from an improvement of
their listening and comprehensions skills. In addition, listening ranked high on the
list of skills students would prefer to develop further. In terms of the demands of
the curriculum, the five-lesson programme meets the English requirements for
ELICOS qualification because it directly addresses one of the five components of
the course: Listening comprehension and note taking — pre-listening strategies and
comprehension.

The five lessons in the mini programme are, therefore, linked by the same
skill which is in focus. Furthermore, there is a variety of text types which are
graded from a chronological narrative to a news item, following the problem-
reasons-solution structure, to a discussion with four participants and a moderator.
The goals of the programme are for students to:

- master some pre-listening strategies (e.g. predict type of information),
- listen for gist,

- listen for detail / specific information,

- take note of key words,

- became aware of text types and their aspects,

- produce a summary with prompts, and

- participate in a discussion.

4.2.1 Lesson 1

Lesson 1 is based on a narrative text, an anecdote with an open-ending to
encourage students to be creative in the production phase. The text comes from the
field of sport because in the needs analysis questionnaire, a number of students
have indicated watching or doing sports as a pastime activity they enjoy. The
choice of the text for the first lesson of the programme is, therefore, guided by the
intention to incorporate students’ real life interests. The material used for the lesson
is from Mind Twisters, Puzzles and Games by Southern and Wallwork.

The aims of this lesson are: to develop the pre-listening strategy of
changing pictures into words; to listen for gist; to listen for specific information; to
practise listening to a story (as a type of text which appears at the IELTS exam); to
practise taking notes while listening; and to retell the story in their own words (in a
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group as joint construction, and individually as homework). Language which is in
focus in this lesson is the first conditional because there are several examples of
this structure in the story. Vocabulary is not in focus but words such as ‘hooligans’
or collocation ‘cancel the debt’ are explained.

The first stage of the lesson is dedicated to setting the context, identifying
the topic and eliciting vocabulary. In this stage students are also taught the pre-
listening strategy of changing pictures into words because it is an important skill to
master in preparation for exams such as the IELTS. Students need to decide what
to listen for when the question contains pictures. In this pre-listening activity,
students work in groups and are directed to locate different details in the pictures
and express them in words. They are also instructed to have a go at sequencing the
pictures and predicting the flow of the narrative.

The next stage is dedicated to listening for comprehension. First, they
listen to check the order of pictures. When the order is established, the pictures are
discussed in terms of key characters and the order of events (setting the stage,
complication, and possible resolution). Next, students listen to the story two more
times in order to write down key words for each picture. Students work in groups
and use the key words and the pictures to jointly tell the story in their own words.
Students are given butchers paper to write their stories down. Independent
construction is set as homework and the students are instructed to supply the
ending / resolution to the story.

Key language that is studied in this lesson is the first conditional. The
examples of the construction are taken from the story and the form (the present
simple in the if-clause, the future simple in the main clause) and meaning are
elicited (real time, future result).

4.2.2. Lesson 2

Lesson 2 is based on the news item ‘Coral Spawning’ found on BTN. The
text is chosen as an example of the problem-reasons-solution structure of the text
as one of the possible types which occurs at the IELTS exam. The topic of
Australian natural landmarks and their protection is chosen so as to tie in with the
topic and type of texts which students are exploring for the writing task. It means
that the texts analysed in other classes are referred to as examples of related texts.

The aims of this lesson are: to develop the pre-listening strategy of
predicting the type of information based on question words (i.e. determining
whether to listen for time, date, number, location etc.); to practise listening for the
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presentation of problems, explanation of reasons, and possible solutions; to practise
listening for specific information.

The image and introduction into the video are used to set the context and
identify the topic. Australian natural landmarks are discussed in general and
PowerPoint slides are used to further contextualise the Great Barrier Reef and its
protection. VVocabulary from the introduction (coral, spawning, reef, reproduce) is
explained. As students listen for the first time, they are asked to think about one
question: ‘Why are scientist worried?” (coral cover has dropped/coral is dying). In
the next stage, students practise to predict the type of information. This is done as
individual and pair activity. Students fill in the charts to predict the type of
information and then listen for details (e.g. Where is the Great Barrier Reef?;
predict the type of information: location; answer: Queensland). Identifying the key
stages of the text is done as a competitive group activity. Each group is given a set
of cards containing the problem, reasons and solution, and some extra cards. Their
task is to listen to the recording and sort out the cards under three headings on the
whiteboard which correspond to three stages of the text.

4.2.3. Lesson 3

Lesson 3 is the continuation of Lesson 2. The aims of this lesson are: to
practise listening and gap-filling; to develop vocabulary (adjectives); to practise the
first and zero conditionals; to construct a summary of the text following the
problem-reasons-solution stages.

This lesson starts with a vocabulary quiz in order to mobilise the students’
knowledge from the previous lesson. The vocabulary focus is sustained in the gap
filling task. Students are given the summary of the ‘Coral Spawning’ and certain
adjectives are missing from the text. They have the same form as in the original
text. Students are first asked to identify the type of words which are missing and
then to listen and fill in the gaps. They should do the task first individually and
then check in pairs and groups. After revealing the answers, the words are analysed
as a class activity. The emphasis is on suffixes which are used to make adjectives
from verbs and nouns.

The next stage focuses on the structure of the text as students are asked to
identify the introduction of the problem, the explanation of the reasons and the
solution. In addition, students are asked to identify the key language used for each
of these stages as well as to identify the signposting language. The summary is set
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as a model for the students to write their own summary of ‘Coral Spawning’ for
homework.®

The next stage focuses on language/grammar and builds up on the
grammar of lesson 1. Examples of the first and zero conditionals from ‘Coral
Spawning’ are used to revise the first conditional and to introduce the zero
conditional. Examples are compared and form and meaning are elicited. Students
practise the zero conditional in a fun activity which involves finding a partner with
the ending / beginning of your sentence (sentences are superstitions from around
the world). Depending on the time, a chain game can also be used to practise the
target structure. A nice ending to the lesson can be a song containing both target
structures, with the task of putting the lyrics in order. All students have indicated in
the needs analysis questionnaire that they like listening to songs in English.

424, Lesson 4

This lesson closely follows the text-based approach. The text used in this
lesson is a discussion with four participants (students) and a moderator (tutor). The
text is taken from Focusing on IELTS: Listening and Speaking by O’Sullivan and
Thurlow (exercise 8, recoding 10). The text is chosen as a model of a text which
can appear at the IELTS exam. In addition, the students can relate to the tenor of
the text; the situation, topic and speakers are not unlike those in their own
classroom.

The aims of this lesson are: to learn to listen to arguments / conversations /
debates; to demonstrate understanding of a spoken text (conversation) by
answering gist and detailed questions; to practise matching the meaning (focusing
on more than one question); to identify examples of language for expressing a
position / opinion / viewpoint and expressing their agreement / disagreement; to
use language for expressing a position / opinion / viewpoint and expressing their
agreement / disagreement (role play debate).

The first stage serves the purpose of building the context for the type of
text and topic. It is done as a teacher-led discussion about who politicians are and
what their job is. Pre-teaching vocabulary is done in three phases. In phase one,
students are given worksheets and asked to match words and their definitions
(individually and in pairs). Phase two consists of a PowerPoint presentation of

8 Individual writing tasks are set for homework (in Lesson 1 and Lesson 3) because my focus is on the
listening and comprehension skills.
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words, pronunciation, illustrations and use in context. In phase three, students are
asked to complete sentences in their worksheets with the words.

The second stage is modelling and deconstructing the text. In this phase
students listen to the text while gist questions are placed on the whiteboard. After
that, students are given worksheets with detailed questions about the text. They are
asked to read the questions and ask for clarification if needed. Instructions are
given that they will listen to the recoding 3 times and will have 5 minutes after
each listening to attempt answering the questions. This is followed by peer-
checking, class discussion of answers and the study of key language after that. In
this phase, students are given transcripts of the recording and work in pairs to
identify the language to express opinion, agreement and disagreement. Answers
are, then, compared in groups and expressions written on the whiteboard. In the
next phase students focus on the structure to notice how expression of opinion is
followed by explanations / arguments. This is done as a group activity. The
students are then asked to make a list of opinions expressed in the text and find
supporting arguments / explanations. They write on butchers paper and use their
notes in the next stage, which is the joint construction. In this stage, the students
are asked to discuss whose viewpoint they agree or disagree with. In preparation
for the independent construction, the students are asked to write down their own
view about what makes good politicians and to offer supporting arguments. Joint
construction is then done as the students are divided into groups and instructed to
use the language and structure of the model text to develop a discussion based on
their own views and arguments (i.e. to express the view and in turn agree or
disagree with others in the group). An example of a related text is given in the next
lesson.

4,25 Lesson 5

Lesson 5 has two parts. The aim of the first part is to conduct formative
assessment of students’ listening skills modelled on the summative assessment at
the end of their course, while the aim of the second part is for the students to
compare this text with the one in the previous unit, thus completing the last stage of
the text-based approach.

The same type of text (discussion / debate) is used as in Lesson 4 and
assessment tasks follow the model of detailed questions which students have the
chance to practise in Lesson 4. The four types of assessment tasks are as follows:
true / false / not given; multiple choice; gap-filling, and vocabulary. The text is
taken from Focusing on IELTS: Listening and Speaking by O’Sullivan and
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Thurlow (exercise 30, recoding 32). The text is chosen because of its type and
topic. Being a discussion with expression of opinions followed by justification, it
serves as a text which students can compare with the text from the previous unit.
This is an example of a more informal setting (home vs. classroom) and informal
discussion between students on a topic relevant for them — continuous assessment
vs. end-of-course exam. In addition, the text offers examples of question tags and
this grammar point can be practised as a fun jig-saw activity.

Given that the first part of the lesson is a form of continuous assessment,
this is an excellent opportunity to end the mini programme with a debate on the
advantages and disadvantages of continuous assessment.

5. SUGGESTIONS FOR THE EVALUATION OF THE PROGRAM

Any evaluation of a programme designed to meet students’ needs as
identified by a needs analysis should establish if the goals of the programme as
well as the objectives of individual lessons are met. With that aim in mind, for each
individual lesson the teacher could make a checklist containing objectives of that
particular lesson. For Lesson 1 of the programme detailed here, for example, such a
checklist could look like this:

____develop the pre-listening strategy of changing pictures into words,
___listen for gist,

__listen for specific information,

____practise listening to a story,

___practise taking notes while listening,

__retell the story in their own words,

___use the first conditional.

The more ticks on the checklist, the more successful the lesson.

No ok~ wbdE

Furthermore, evaluation should ascertain if students benefited from the
programme and if their particular language skills improved as a consequence. This
also refers to the students’ individual and group oral and written performance in the
course of the five lessons, where students’ production of the text type, grammatical
structures and vocabulary can be interpreted as an indicator of to what extent the
programme was beneficial for students (in terms of which skills they learned and
how they relate to the overall curriculum). This part of the evaluation process could
be accomplished by monitoring students’ oral and written production in individual
classes and then at the end of the programme by a purposefully designed
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assessment tool to test the skills which the programme is designed to improve. The
success of Lesson 1, for example, is evaluated by students’ satisfactory (S) or non-
satisfactory (NS) oral and written production in class and satisfactory completion
of tasks set as homework. A checklist of tasks can be used by the teacher and filled
in by “S” or “NS”. For example:

1. discussion of the pictures,
2. ___ predictions made based on the pictures,
3. ___joint construction,

3a___ relevant vocabulary,
3b __ grammar,
3¢ text organisation.
The more satisfactory (S) outcomes, the more successful the lesson.

In addition, an effective way to evaluate the programme is formative
assessment, conducted by means of a test designed to assess the extent to which
students’ acquired the skills that the programme focused on. (For the assessment
tool specifically designed to assess students’ listening and comprehension skills at
the end of the mini programme, which has already been described under
subheading “Lesson 57, see Appendix 3.)

The evaluation should also include students’ interest and engagement,
which reflect their judgement on the relevance of both the material and skills
practised. This segment of evaluation could make note of the strategies, activities
and materials which proved to be most useful in achieving the objectives in so far
as they were engaging for students, stimulated their production and generated the
most beneficial response from them. It could be conducted by using a questionnaire
for students to complete at the end of the programme. Such a survey could include
guestions such as:

1. Which activities / tasks did you enjoy doing? Why?

2. Which texts / videos / recordings can you remember reading / listening
/ watching in class?

3. Which texts / videos did you like most? Why?

6. CONCLUSION

The evaluation of the programme designed to address the gap between
students’ competencies before the start of the programme and the ones required to
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enter a VET/TAFE course can provide a basis for improvement of a future
programme. Despite the fact that the same programme is unlikely to be delivered to
a different class of students — as their needs are presumably different — the teacher
can still reflect on general areas of development. For example, the programme
detailed in this paper could suggest that a future programme should be less
ambitious in terms of activities and allow more time and more scaffolding or
variations / extension for group discussions or writing; that it should use the
whiteboard more and PowerPoint less, especially when presenting grammar; have
more practice of pronunciation and sentence intonation; and resort more to eliciting
rather than explanation. In conclusion, a successful course syllabus design relies on
both an efficient needs analysis and a careful evaluation of previously designed
courses.
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EAL U STRUKOVNOM OBRAZOVANJU: ANALIZA POTREBA I IZRADA
NASTAVNOG PLANA

Sazetak

U radu se najpre daje kratak pregled definicija termina “analiza potreba”, objasnjava se
znacajna uloga koju ona ima u nastavi engleskog kao dodatnog jezika (EAL), da bi se,
zatim, razmotrili razli¢iti instrumenti, poput upitnika, opservacije i intervjua, koji se koriste
za prikupljanje subjektivnih i objektivnih podataka o studentima. Nakon toga, opisuje se
istrazivanje koje je obuhvatalo izradu instrumenta za analizu potreba u cilju prikupljanja
podataka o grupi polaznika intenzivnog kursa engleskog jezika za medunarodne studente
(ELICOS) na Institutu Holmesglen u Melburnu. Prikupljeni podaci su iskori$¢eni za izradu
petodelnog nastavnog plana s namerom da se premosti jaz izmedu ustanovljene jezicke
kompetencije studenata i kompetencije potrebne za upis na institucije strukovnog
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obrazovanja (VET/TAFE) u Australiji. Nastavni plan imao je za cilj unapredenje vestina
sluSanja i razumevanja uz pomo¢ niza nastavnih metoda i pristupa (npr. tekstualni,
komunikacijski, kognitivni). U radu se, zatim, opisuju ciljevi, aktivnosti, strategije i
materijali kori$¢eni u nastavi. Na kraju rada daju se sugestije za evaluaciju nastavnog plana
i predlazu se instrumenti poput kontrolnih lista, upitnika i testova kojima bi se moglo
ustanoviti da li su ostvareni ciljevi kako pojedinacnih lekcija tako i celokupnog programa,
kao i da li studenti bolje vladaju jezickim veStinama nego pre izvodenja petodelnog
nastavnog plana.

Kljucéne reci: EAL, analiza potreba, instrumenti za analizu potreba, izrada plana rada,
proces sticanja znanja, evaluacija kursa.
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Appendix 1

HOLMESGLEN LANGUAGE CENTRE HO‘ mesg en
LEARNING PLAN

Full Name:
English name:
Category: ELICOS

Class Code: E4FS201ECA/181
Student ID:
Weeks of Study:
Email:

Entry IELTS: S L R W Overall:

Entry ISLPR: S L R W

Class Coordinator:
Date:
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STUDENT PROFILE

1. Personal Details

Name

Country of origin Avrrival date in Australia
2. Education

What qualifications do you have from your country?

Have you studied at Holmesglen before? If so, what course/level?

3. Goals

What are your future study plans?

Intended Course:

Intended start date:

Language Entry Requirement for your intended course:
IELTS required: / ISLPR required:
What English skills do you think you will need to succeed with your future study
goals?

What do you think your strengths are in English?
e.g.reading/writing/speaking/listening/pronunciation/grammar/vocabulary

What areas do you hope to improve by studying this course?

Outside of class, what can you do to ensure you achieve your goals?

4. Which areas of English do you find the easiest or most difficult?

(Tick M the appropriate box for each area)

Neither
Very easy nor | ... Very
casy | B2 | difficutt | PTCUI | Gifricult
Reading O O O O O
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Writing O O O O O
Speaking O O O O O
Listening O O O O O
Grammar O O O O O
Vocabulary O O O O O
Understanding your

friends/classmates at | O O O O O
school

Understanding teachers at O O 0 0 O
school

Understanding local

people (Aussies) outside | O O O O O
of school

How much time can you set aside for homework every day?

Will you be working during your study? How many hours a week?

Do you have any problems which might make it difficult to study? (eg family, finances,
health, housing)

5. Write a short letter to your teacher, introducing yourself, your educational
background, and your goals. Write about 150 words.
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Mid-Course Review
Progress - Please tick the things you do

I come to class regularly and participate well [J I do homework every day OJ
| use teacher recommended resources in the ILC in my own time O

I use English outside the classroom O | participate in self — study O
How do you think you have improved over the last term? Give examples

What can you do next term to improve your English?

Date

End of Course Review

| have reviewed my assessment tasks and received feedback from my teachers.
Yes No

| have achieved my goals for this course. Yes No

Comment

Signature of student Signature of teacher Date
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Appendix 2

NAME:
DATE:

1. Where do you come from?

2. How long have you been in Australia?

3. What will you do after the English course? Do you want to continue studies
(which courses are you interested in?) or find a job (which jobs are you
interested in)?

4. How difficult are the following situations for you in English? Number the
situations from 1 to 5. Number 1 is the most difficult and number 5 is the
easiest for you.

___talk about yourself and your country with a friend

____ talk about your education, experience and interests in a formal situation
(such as a job interview or entry interview for a course)

_____read a story in the newspaper or a magazine

_____understand the news and programmes on TV

__write an email to your teacher explaining your absence from class and
asking what to prepare for the next class

5. How much can you understand when people speak English to you? Circle what
is true for you.

everything most some a little very little
6. What would you like to learn most? Number the skills from 1 to 6. Number 1 is
the most important skill and number 6 is the least important skill to you now.

Reading Listening Vocabulary
Writing Speaking Pronunciation
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Which type of activities do you enjoy most in class? Circle a, b or c.
a. Individual work
b. Group work
c. Pair work

When learning English, what is most useful to you? Circle a, b, ¢ or d.
a. Listening to the teacher’s explanations
b. Watching videos
¢. Reading and discussing a text
d. Making a poster

Think back to a useful and enjoyable learning experience in the past. What
made it so good for you?

10. How often do you do these things? Tick (V) the box.

Never

not often

sometimes

Often

every day

Study in the
library

Read
newspapers /
magazines /
books / online
texts in
English

Watch TV in
English

Listen to
songs in
English

Write English
outside class

Speak English
outside class

11. Write about what you like doing in your free time? Do you have a hobby?
What are your interests outside of studies or work? Write about 100 words.

Thank you for completing this questionnaire.
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Appendix 3

Listening Task Name: Continuous Assessment

Answer the questions while you listen. "WQ’ megg en
You will hear the audio track three times.

Mrs Blake, Tom, Julie and Diane are talking about ‘continuous assessment’. Listen
to their conversation and answer the following questions.

I Are the following statements true (T), false (F) or not given (NG)?

1) The discussion is taking place in a café. ............

2) Mrs Blake is Tom’s Mum. ............

3) Diane likes Mrs Blake’s cakes. ............

4) Tom wants his friends to stay a little longer. ............

11 Circle the correct answer in the following:

136

5) ‘Continuous assessment’ means that
a. students’ assignments are marked during the year
b. students have one formal examination at the end of the year
c. students can choose when to finish their assignments

6) In Tom’s opinion, continuous assessment is
a. good because it is less painful for students
b. bad because students are under pressure all the time
c. neither good nor bad, but it is important to participate in tutorials

7) Which of the following best describes Diane’s opinion?
a. She likes assignments and always finishes them early.
b. She dislikes assignments but dislikes the formal examination more.
c. She cannot decide which method of assessment she likes more.

8) Julieis
a. infavour of sitting the final exam
b. against sitting the final exam
c. in favour of continuous assessment



EAL IN VOCATIONAL EDUCATION: NEEDS ANALYSIS AND COURSE ...

11 Fill in the gaps in the following summary paragraph. Use ONE adjective
per gap.

A group of students are discussing their assignments. Some hate continuous

assessment because they think it is the (9) pressure. Instead,
they prefer one formal examination because it is less

(10) than endless assignments. On the other hand, others get
really (11) having to do an exam. They think that with
continuous assessment they have got a (12) chance of
getting a (13) mark.

IV In the following, circle the synonym of each underlined word.

14) The house is worth one million dollars.
a. has the growth of
b. has the value of
c. has the mark of
d. isthe symbol of

15) When do we have to hand in our essays?

write in hand

draft on paper
give to teacher
choose a topic

o0 o

16) Which method of assessment do you prefer?

a. like more
b. like less
c. dislike
d. reference
Teacher use only: Satisfactory completion of task?

Yes [/ No
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IMPACT OF FORMATIVE ASSESSMENT ON THE CONFIDENCE OF
YOUNG LEARNERS IN THE SECOND LANGUAGE CLASSROOM

ABSTRACT: The aim of this paper is to explore the benefits of formative assessment and to
show how formative assessment tasks can impact confidence and motivation of young
learners in the second language classroom. It presents a small scale study and its findings
indicate that students perform much better if they receive feedback on their performance on
a regular basis and that formative assessment tasks could be a way to enhance student
motivation and thus improve language acquisition.

Key words: English as a Second Language, formative assessment, confidence, feedback.

UTICAJ FORMATIVNOG OCENJIVANJA NA SAMOPOUZDANJE
UCENIKA U NASTAVI DRUGOG JEZIKA

APSTRAKT: Cilj ovog rada je da istrazi dobre strane formativnog ocenjivanja i pokaze da
zadaci formativnog ocenjivanja mogu uticati na samopouzdanje i motivaciju dece koja uce
drugi jezik. Istrazivanje koje predstavljamo je manjeg obima i njegovi rezultati pokazuju da
ucenici postizu bolje rezultate ukoliko redovno dobijaju povratne informacije tako da
formativno ocenjivanje moze motivisati u¢enike i dovesti do boljeg usvajanja jezika.

Kljucne reci: engleski kao drugi jezik, formativno ocenjivanje, samopouzdanje, povratne
informacije.

1. INTRODUCTION

The increasing mobility of people implies an increasing number of children
who start mastering two or more languages and often follow instruction in a
language that is different from their mother tongue. When those students are
enrolled in school, they often face a lot of difficulties. The main source of their
difficulties is not knowing the language of instruction. They need the language for
social purposes as well as for academic purposes. In English speaking schools,
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those students are classified as English as a Second Language (ESL) students and
they receive additional English support.

Until those students have enough knowledge of the language of instruction,
they struggle with their work in different subject areas. Although subject teachers
provide encouragement by creating opportunities for students to work in a
supportive environment, some students often disengage themselves from the
activities and work quietly on their own. When trying to identify the reasons for
this behaviour, affective environment in the mainstream classrooms is often
overlooked as a possible source of student problems. As those students enter
classrooms with the fear of using a language that they do not know well enough,
there are increasing chances that anxiety will affect the learning process and that
their self-confidence will be damaged (see e.g. Mihaljevi¢ Djigunovié¢ 2009).
Students are often placed in the uncomfortable position of trying to express
complex ideas with inadequate language and that inevitably impacts their self-
esteem.

Self-confidence is considered to be an important aspect in second language
acquisition. The concept of linguistic self-confidence is introduced by Clément
(1980) and is related to a person’s belief that they can perform in another language.
Clément (1986: 273) stresses that “self-confidence is directly related to motivation
and proficiency”. Indeed, the way students perceive their competence may impact
the level of their participation in class activities. Therefore, language teachers who
provide additional support for the students usually work not only on language skills
of their students, but on helping students become more confident language users.
Arnold (2011: 16) states that “experiencing real achievement in using the target
language in meaningful communication is the surest route to self-esteem”. De
Andreas and Arnold (2009: 13) point out that “self-esteem can be nurtured through
successful learning experiences, which enable learners to see themselves as
competent”. Students need to be placed in situations where they want to
communicate and feel safe to do so. To help students develop, teachers need to be
encouraging and to provide timely feedback on their performance.

Assessment is an integral part of instruction. Assessment practices need to
be carried out in a way that does not cause anxiety. Clark (2012: 28) emphasizes
the importance of instruction and assessment, pointing out that they have “the
profound influence on ... motivation and self-esteem”. The focus of any language
instruction with young learners is on creating opportunities for students to interact
and become more engaged with the language. Appropriate assessment tasks are
those that are relevant to student interests and experiences and have a format
similar to class activities. Cameron (2001: 220) suggests using assessment
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activities that are familiar to children from their classroom experience. Familiarity
can help reduce the level of anxiety that is created by the fear of making mistakes
and feeling of success by stressing communicative fluency.

The primary purpose of formative assessment is to promote learning and it
is seen as informal and frequent. It is focused on gathering information about
students and their language learning needs while they are still learning (Davidson
& Leung 2009: 397). Formative assessment helps students improve their
performance and teachers identify what aspects of instruction need to be changed.
Students who are in the process of learning something new integrate this new
content in the familiar one and in that way they use their previous knowledge.

Formative assessment is a tool that helps teachers determine what
problems their students may have (Murray & Christison 2010). Students also need
to understand what they learned and what they need to change to improve their
language performance. Formative assessment tasks are ongoing and provide the
teacher with the opportunity to give necessary feedback to their students (see e.g.
Taras 2005). An assessment task is formative when teachers and students use
“evidence about student achievement... to make decisions about the next step in
instruction” (Wiliam 2011). This kind of tasks should provide students with
ongoing and meaningful feedback on their work, which needs to be positive and
specific by stating what students can already do and what needs to be improved.
The expectations have to be communicated clearly. An integral part of formative
assessment should be the teacher’s descriptive feedback. Prolman (2017) points out
that the achievement in classes in which effective feedback is provided to students
is considerably higher than the achievement in classes where there is no descriptive
feedback. When feedback focuses on a formative assessment task, students will
have time to redo their work and in that way they would improve their performance
(Frey & Fisher 2013). Therefore, descriptive feedback improves not only academic
achievement but also student confidence.

2. THE STUDY
2.1. Context

This small scale qualitative study was conducted in a privately owned
school in Serbia where English is the language of instruction. The school enrolls
both Serbian and non-Serbian children. The majority of students come from non-
English speaking countries and they either learn English as a second language or
they had attended additional English classes at some point in their schooling. The
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aim of the small scale study was to show how formative assessment tasks impact
confidence. The study attempted to discover the relationship between formative
assessment activities and confidence and the relationship between feedback and
student confidence to use English.

The study was carried out with eight students aged 10 and 11 over the
period of seven months, from September to March. The students involved in this
study attended an English as a Second Language (ESL) class because they needed
additional English support to manage academic demands of other classes. Since
their academic success depended on their language proficiency, the students were
painfully aware of their need to improve English. Their use of language created
additional tension because the perception that the core subject teachers had of their
students’ performance was impacted by the lack of the students’ language
proficiency. ESL students were not vocal in other classes and generally participated
less than other students. Their insecurity impacted the way teachers would perceive
their language proficiency.

Although the group was small, the students had very different needs and
from the very beginning there were two distinctive groups. The first group
consisted of students who had learned English in an international setting before,and
for whom this was not their first year of learning in an environment where English
is the language of instruction. The students in this group had already developed
strategies and were chatty in English. Their main problem was writing. They
struggled with spelling, sentence structure, and organization. The second group
consisted of students who had just joined the school. They had learned English
prior to enrolling in this international school, but only as a foreign language. The
students from the second group were concerned with linguistic accuracy and would
often refuse to engage in a discussion or to volunteer giving an answer. They
lacked confidence and were reluctant to speak for fear of not being understood.

Both groups needed to improve confidence in different areas. The first
group needed to work on their reading and writing skills. They complained that
reading was tedious, that writing was meaningless, and insisted that they needed to
have fun in order to learn. The second group liked fun activities, but during these
activities they were quiet and tried to avoid conversation with other students. Since
both groups needed to work on language accuracy and fluency and both groups
needed to engage with activities that would increase their confidence, the teacher
needed to find ways to inform students of their progress that would not negatively
impact their confidence. Therefore, the teacher incorporated a number of formative
assessment tasks into the instruction process, such as opinion sharing activities,
reasoning gap activities and other communicative language learning activities.
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These activities provided a framework for the teacher to offer feedback on their
progress and to offer strategies for further student development. Formative
assessment gave students the direction they needed and they could easily see the
small steps they had to take that would lead them to better performance. It also
meant that students would ask clarifying questions and engage in conversation with
the teacher and other students more often.

2.2. Data

The tools for data collection were observation, feedback sessions from a
storyline ongoing project that lasted over four months, a reflective drawing task
that was used to encourage students to think about their progress, and informal
interviews with the mainstream teachers.

2.2.1. Observations

One context specific issue in data collection was the use of the second
language. Since there was no first language that was shared by all students, the data
were collected through their second language — English. It was necessary to use
English, but some students were not able to express themselves well in the second
language. Therefore, the teacher had to design learning activities that would allow
students to express their opinion, but that did not require high language
proficiency.

While the students worked on the tasks, the teacher observed the class,
took notes and, in some cases, filled in checklists, which provided a “snapshot” of
what was going on at any given moment. The teacher checked if the students were
finding the information independently, what the students were doing while engaged
in learning activities, what choices they made about the activities, and captured
details of student-student interactions (for example, if students used humour to
encourage each other).

2.2.2. The ongoing storyline* project

! Storyline approach was developed at the Faculty of University of Strathclyde in the 1960.
It provides a structure for classroom engagements. Teacher designs the storyline, sets it in a
particular time and place, introduces characters and problems to be solved. Students then
develop the story and provide information about the characters. Characters “experience”
situations that often reflect issues relevant to students. Problems have to be overcome by
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The majority of the data was gathered through teacher designed activities
that were intended to be assessment tools. The formative assessment tasks
resembled the activities that students of that age perform in other mainstream
classes: discussions, simple writing tasks, etc. These tasks presented opportunities
to gather evidence of student learning through spontaneous interaction. There were
also written reflections after some lessons and they would encourage students to
think about their performance and ways to improve it. To provide possibilities for
the necessary opinion exchange, the teacher introduced a project based on a
storyline approach that encouraged the students to work on English and on skills,
but also provided an opportunity for the students to talk about their feelings and
attitudes. The teacher created the storyline which presented only the framework for
different activities that would come later. The students were actively engaged in
the process of designing the framework of the task and they developed the story,
characters, suggested conflicts, and worked on solutions for those conflicts. The
framework provided an all important context for writing and speaking. The
students did not have to spend so much time simply trying to think of something to
write about. They also had the opportunity to work together with others developing
their communication skills in the situations that they designed. The activities also
involved the teacher and, in that way, enabled the teacher to provide appropriate
scaffolding and to give immediate feedback. The teacher kept a journal in which
the students’ comments, as well as their reactions to the task, were recorded. Based
on student interaction and involvement, the teacher designed additional
assignments that prompted the students to practice the language they needed. The
entries provided a number of anecdotal records that helped the teacher to determine
if the students were gaining confidence in language use.

2.2.3. The reflective drawing task followed by a discussion session with the
students

The interview session with all the students was meant to be one of the data
collection tools during the initial stages of the research. At that time, a whole group
interview seemed like a good idea, however, it was not used that for several
reasons. The students, who were in an English medium school for the first time that

involving characters in negotiation and collaboration. In this way, students use the language
and practice problem solving. The project usually lasts a longer period of time, characters
develop, problems are solved and new issues appear. More about story line in Bell,
Harkness and White, 2007.
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year, could not participate in a group discussion in the same way as the students
who were more confident using English. They were usually very quiet and shy and
would not contribute during the discussion if not asked to do so. If they were asked
for their opinion, they would give very short answers. It was no surprise that some
students monopolized the discussion for the simple reason that they were the only
ones who would attempt to share an opinion. Another reason for not using group
interviews was the difficulty to ask probing questions in such an environment. To
avoid situations in which only one group of students would contribute, the drawing
task was introduced. The students were asked to reflect on their language learning
at the beginning of the school year and at the end. They were instructed to draw
two images. The first image would represent them at the beginning of the year and
the second image would represent them towards the end of the school year. After
they completed the drawings, they were asked to explain the changes that took
place during the course of the year. The students shared their insights with the
whole group and both the teacher and the students would ask clarifying questions.
Those questions encouraged the students to talk about the change in their language
proficiency and about the obstacles they had in the process. The discussions were
recorded and later transcribed. This reflective task was open-ended, it presented the
students with a stimulus and allowed them to communicate an original response.
The students’ comments are given verbatim.

2.2.4. Informal interviews with mainstream teachers

Another way of obtaining the data was through informal interviews with
the mainstream teachers. During these meetings, the needs of the students were
discussed. Subject teachers often complained about the lack of participation of ESL
students. They reported their concerns and sometimes frustrations. At the end of a
term during the meetings, their progress was considered. The subject teachers’
comments were used as a one of the indicators for determining the students’
language proficiency and their language progress.

3. FINDINGS AND DISCUSSION

The mainstream teachers and ESL teachers had a very different perception
of what the students could do with their limited English. Initial interviews with the
mainstream teachers identified their concern that low-level ESL students interact
less in the mainstream classroom, choosing not to take part in tasks that demand
interaction with peers. To help low-level students, some teachers tried arranging
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their classes so that the students could work in small groups, hoping that in that
way more proficient English students would help ESL students. However, even in
these situations, the teachers reported that ESL students would withdraw from
contacts with other students. These experiences influenced the teachers’ perception
of ESL students and they had lower expectations. It appears that in this situation,
lowering the expectations affected the students’ motivation and their self-esteem,
which then had an impact on learning generally and language learning in particular.
On the other hand, the dynamics of the ESL class was different. The students
interacted freely and often asked the ESL teacher to help them with their core
subject assignments. In these situations, the ESL teacher would scaffold the
language so that the students could carry out the task.

3.1. Increasing student confidence

Based on the students’ comments and the ESL teachers’ observation, there
seems to be a strong relationship between class activities and confidence. When the
students like the activities and see their relevance, they are willing to participate
and that desire impacts the atmosphere. This is especially the case when the
students participate in designing activities. One student said: “I like when we talk
about what we did well.” The observations of student interactions helped to
determine that they were highly engaged in the work they were doing and proud of
their accomplishments. When asked what they thought about the “house project,”
one student reported, “We do fun stuff and don’t get tired.” Another student
commented: “It was like a game.” One student was aware that the practice she had
in the ESL class was helpful to get more involved in other classes: “I speak in class
more, not only in this class, but in all classes.” One student suggested that
mastering English would provide an opportunity for him to learn another foreign
language: “When my English is good, I will go to French class”. Overall, the
impression was that the students gained confidence through formative assessment
tasks that provided them with the opportunities for language development.
Activities also helped the students increase their comfort zone and feeling of
success.

2 “House project” refers to the Storyline activities.
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3.2. Increasing classroom participation

The students had a lot of opportunities to use the foreign language and they
were aware that discussing different issues with their peers helped them improve it.
The game-like activity would prompt the students to speak, share opinions, and
play an active role in all situations that evolved from the project. That would give
the students the necessary practice: they would participate in discussions, take turns
appropriately, and express their ideas and concerns. Also, the students were aware
that they were doing better socially. “I am faster in talking or chatting/writing with
friends.” One student pointed out that her negotiation skills had improved. “I had a
fight with XX. Last year I did not fight. This year I fight more... with words.” This
student had been very quiet the previous year and would not disagree with her
peers. Gradually, she felt more confident to express her opinion and disagree
openly (she used the word ‘fight’ in this sense) with students. She was also aware
that she could express her ideas more frequently this year. Another student who
still struggles with pronunciation explained that other teachers did not understand
her all the time. “You understand what I say,” she explained to the EAL teacher, “I
try to explain to other teachers, too.” Teacher actions affected how the students
approached their work, spending more time in individual conversations building
closer relationships with other students.

There is also a relationship between feedback and the students’ confidence
in using English. Findings indicate that students perform much better if they
receive feedback on their performance on a regular basis and that formative
assessment tasks could be a way to enhance student motivation and thus improve
language acquisition. Discussing progress with the students regularly helped them
keep focused. The students often point out that they still do not know English well.
One student both complained and recognized the learning that took place, “I
always make mistakes... you tell me that [ am wrong... I think next time... and I
do not say wrong words.” But there were those who felt that they had improved
academically. One student shared: “I can read more books now,” and another
student commented: “I study faster now.”

4. CONCLUSION

Formative assessment is beneficial both for teachers and students.
Language learning experiences that are used as formative assessment tasks provide
teachers with valuable information about their students’ progress. The activities
used for formative assessment also identify if some aspects of instruction need to
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change. Through formative assessment tasks, students receive feedback from the
teacher that helps them improve performance and perform well on summative
assessment tasks.

Formative assessment is often called assessment for learning and can be
included in various stages of the learning process. By shifting the focus from
summative assessment to formative assessment tasks teachers gain more insights
into students’ progress and that can inform the instruction. There is the potential of
formative assessment to improve instruction. This small-scale study supports the
idea that regular feedback from the teacher and peers contributes to the quality of
work of young learners. During ESL instruction the students practice using the
language they need and in that way gain confidence in using the language they
know in unfamiliar situations. Many of the strategies that are used by ESL teachers
need to be included into the teaching repertoire of core subject teachers so that
second-language learners understand task clarifications and have successful
learning experience. Including activities that require group work and enable
students to practice language with their peers, or pre-teaching sentence openers to
give students practice with language are some of the strategies that could be used
by core subject teachers to help second language learners to express their ideas and
show the understanding of concepts.

Formative assessment has a holistic component. It teaches students how to
learn and to improve their study skills, social skills and academic skills. Feedback
that students receive during and after formative assessment tasks provides the
direction students need to take in order to improve. Additional efforts from
teachers should focus on asking questions that require students to demonstrate their
reflection about their learning process. Training students to give feedback to their
peers improves strategic competence. Students learn how to react positively to
correction and how to correct others appropriately. They also learn to accept each
other through giving feedback. There is less fear of correction and students develop
appropriate ways of pointing out to others how something should be
communicated. Students are encouraged when their peers follow what they are
saying. The classroom becomes more of a community, there is less competition,
and students learn from each other and not only from the teacher. Formative
assessment is not high stake assessment. Creating a good atmosphere and group
dynamics impacts classroom atmosphere and if there is a positive atmosphere in
the classroom, students will react positively to feedback and be more prepared to
learn from their mistakes.
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UTICAJ FORMATIVNOG OCENJIVANJA NA SAMOPOUZDANJE UCENIKA
U NASTAVI DRUGOG JEZIKA

Sazetak

Za razliku od klasi¢nog ocenjivanja kojim se vrednuje savladanost odredene nastavne
jedinice ili u¢enikov rad tokom duzeg perioda, formativno ocenjivanje naglasak stavlja na
proveru stepena napredovanja ucenika, kao i na donosenje zakljucaka u vezi sa aspektima
nastavne jedinice na koje nastavnik dodatno treba da obrati paznju. Upravo iz tog razloga,
formativno ocenjivanje se Cesto smatra ocenjivanjem koje pomaze nastavnom procesu.
Formativno ocenjivanje moZze biti ukljuceno u bilo koji deo Casa. Razlicite aktivnosti koje
se inace sprovode u toku nastave mogu imati elemente formativnog ocenjivanja. Nastavnik
brzo moze da stekne uvid u to koliko je u€enika ovladalo odredenim sadrZajem, a ucenici
dobijaju uputstva od nastavnika koja ¢e im pomoc¢i da postignu jo§ bolje rezultate.

Ovaj rad predstavlja rezultate istrazivanja koje je sprovedeno u jednoj Skoli u kojoj se
nastava izvodi na engleskom jeziku sa decom koja engleski uce kao drugi jezik i nalaze se u
razli¢itim fazama ovladavanja jezikom. Rezultati ukazuju na to da su aktivnosti koje u sebi
sadrze elemente formativnog ocenjivanja podsticale ucenike da razmisljaju o svom radu i
koriguju ga u skladu sa uputstvima koja su dobijali od nastavnika, te da su ponavljanjem
delova zadataka postizali bolje rezultate. Ovaj proces je uticao na samopouzdanje ucenika
jer su postajali svesni svog napretka. Poboljsale su se i u¢enicke komunikacione vestine jer
se od njih ocekivalo da opiSu koje su izmene unosili u svoj rad, kao i da objasne Sta
planiraju da urade kako bi ovladali odredenim jezickim aspektima.

Kljucne reci: engleski kao drugi jezik, formativno ocenjivanje, samopouzdanje, povratne
informacije.
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EINSATZ EINES DIGITALEN ARBEITSBLATTES IM DAF-STUDIUM

ABSTRACT: Im Schulwesen werden gegenwartig immer mehr digitale Medien in den
Unterricht integriert, wobei der Einsatz dieser in der Literatur sehr oft ausfuhrlich aus der
Sicht der Lehrkraft erldutert wird, die Sichtweise der Lernenden aber seltener in Betracht
gezogen wird. Im folgenden Beitrag wurde aus diesem Grund versucht, anhand einer
qualitativen empirischen Untersuchung festzulegen, wie der Einsatz eines digitalen
Arbeitsblattes von Lernenden wahrgenommen und bewertet wird. Die Probanden waren
Germanistikstudierende aus dem ersten Jahrgang in Slowenien. Die Versuchspersonen
reflektierten nach der Bearbeitung des vorgegebenen digitalen Arbeitsblattes mithilfe eines
Fragebogens (ber ihren gesamten Arbeitsprozess. Die gewonnenen Daten wurden
analysiert und interpretiert. Die Ergebnisse der Untersuchung kénnen fur Deutschlehrende
als Impuls fur ihre Unterrichtsplanung dienen, um digitale Medien nicht nur ihrerseits im
DaF-Unterricht anzuwenden, sondern anhand der digitalen Medien den Unterricht
schulerzentriert und starker selbstgesteuert zu gestalten.

Schlusselworter: Didaktik, Deutsch als Fremdsprache (DaF), IKT, autonomes Lernen,
digitale Arbeitsblatter

THE USE OF A DIGITAL WORKSHEET DURING THE UNIVERSITY
STUDY OF GERMAN AS A FOREIGN LANGUAGE

ABSTRACT: In education, more and more digital media is being introduced into the
classroom. Most of the time, experts explain in detail the use of digital worksheets from the
teacher's point of view while the learner's perspective is considered less often. Therefore,
the following article tries to determine, based on a qualitative empirical study, how the use
of digital worksheets is perceived and evaluated by students of German language and
literature. The subjects of the study were 1% year students of German language and
literature in Slovenia. After working with the digital worksheet, the subjects answered a
questionnaire to reflect on their entire work process. The obtained data were analyzed and
interpreted. The results of the study can serve as a stimulus for teachers of German
language to plan their lessons aiming not only to the use of digital media by themselves in
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their teaching, but also to make the lessons more student-centered and self-directed by the
use of digital media.

Keywords: Didactics, German as a Foreign Language, ICT, Autonomous Learning, Digital
Worksheets.

1. EINLEITUNG

Im heutigen Zeitalter der hoch entwickelten Technologien ist man auf
Schritt und Tritt verschiedenen Informations- und Kommunikationstechnologien
wie zum Beispiel dem MP4-Player, dem I-Pod, dem Tablet, dem Computer, dem
Internet und vielen anderen digitalen Medien ausgesetzt. Deswegen ist es
verstandlich, dass Computer, Internet und andere digitale Medien auch Einzug in
das Bildungswesen gehalten haben. Die Forderung der medialen Kompetenz ist
von groRer Bedeutung, da sie gerade fur jungere Menschen eine wesentliche
Schlusselqualifikation in der heutigen Zeit darstellt. Aufgrund dessen verwenden
Lehrkréafte immer mehr digitale Medien im Unterricht, natirlich auch im DaF-
Unterricht. Da Jugendliche unterschiedliche digitale Medien in der Freizeit sehr oft
und gerne verwenden, kdnnte man davon ausgehen, dass sie die Arbeit mit den
Medien auch beim Lernen einer Fremdsprache als positiv bewerten. Hier liegt der
Ansatzpunkt des vorliegenden Artikels. Dieser Beitrag entstand mit der Absicht zu
untersuchen, wie der Einsatz eines digitalen  Arbeitsblattes von
Germanistikstudierenden aufgenommen wird. Dazu wird zuerst ein kurzer,
theoretischer Umriss zum Einsatz von digitalen Arbeitsbléttern im DaF-Unterricht
dargestellt und das digitale Arbeitsblatt als Arbeitsform definiert. Es folgt eine
Konturierung des Forschungsfeldes, in dem die qualitative Untersuchung und die
Zielsetzungen der Untersuchungen naher beschrieben werden. Im Anschluss daran
werden die Umfragebdgen, die als Forschungsinstrument dienten, analysiert und
interpretiert und in der Zusammenfassung umrissen.

2. EINSATZ VON DIGITALEN ARBEITSBLATTERN IM DAF-UNTERRICHT

Wie schon in der Einleitung erwahnt, werden digitale Medien immer mehr

im Schulwesen verwendet. Diese werden von den Lehrkréften leider immer noch

sehr oft lediglich zum Prasentieren und Veranschaulichen von Lehrstoff verwendet.

Dabei gibt es unterschiedliche Mdéglichkeiten, digitale Medien auf eine andere Art
und Weise in den Unterricht zu integrieren.

Im Weiteren wird zuerst versucht, den Begriff Medien zu

definieren. Nach Tulodziecki und Herzig (2002: 64) sind Medien Mittler von

Zeichen, die gespeichert, wiedergegeben, angeordnet und verarbeitet werden
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kénnen und in verschiedenen Formen wie zum Beispiel Text, Bild, Video
auftreten. Unter digitalen Medien versteht man des Weiteren Medien, die auf der
Technologie im Bereich der Kommunikation und Information basieren. Dazu
zdhlen zum  Beispiel unterschiedliche  Lernsoftwareangebote  (Spiele,
Lehrprogramme), Nachschlagewerke im Internet (zum Beispiel Duden online,
grammis — grammatisches Informationssystem, DWDS — Digitales Worterbuch der
deutschen Sprache) oder Programme zum Visualisieren und Prasentieren (Power-
Point, Prezzi) (vgl. Herzig & Grafe 2006). Huther erfasst bei seiner Definition von
Medien zusétzlich noch den Gesichtspunkt der Verbesserung, da er Medien als ,,die
Gesamtheit der technischen Hilfsmittel [...], die didaktisch geplant zur
Verbesserung von Lehr- und Lernsituationen dienen®, beschreibt (Hiither 2010:
234).

Wenn man (ber den Einsatz von Medien im Fremdsprachenunterricht
spricht, ist relevant, zwischen den Begriffen der Multimedialitit und
Multimodalitdt zu unterscheiden. Unter Multimedialitdt versteht man die
unterschiedliche Kodierung von Informationen (sprachliche und bildliche), unter
Multimodalitit hingegen ,,die Verarbeitung von Informationen unter Verwendung
von zwei oder mehr Sinnesmodalitdten (zum Beispiel visuelle Modalitét, auditive
Modalitét) (Roche & Suner 2017: 258). Beide Termini betreffen die Arbeit an
einem in diesem Beitrag besprochenen digitalen Arbeitsblatt, da die Informationen
in so einer Form des Arbeitsblattes multimedial kodiert sind, die Bearbeitung
dieser Informationen multimodal erfolgt.

Der Einsatz von digitalen Medien im Unterricht beruht im Kontext
schulischer  Lehr- und Lernmethoden auf dem Kognitivismus und
Konstruktivismus, da der Kognitivismus auf dem Lernen durch Einsicht und
Erkenntnis basiert und der Konstruktivismus auf dem Lernen durch persénliches
Erfahren, Erleben und Interpretieren beruht. Hier liegt der Ansatzpunkt zur Arbeit
mit einem digitalen Arbeitsblatt. Es starkt nd&mlich die Autonomie des Lernenden,
fordert dabei metasprachliches Wissen und ermdoglicht, Wissen zu einem
bestimmten von der Lehrkraft festgelegten Themenbereich zu generieren.

Warum das digitale Arbeitsblatt als eine digitale Alternative fir die
Wissensvermittlung darstellt, wird im Folgenden naher erlutert.

Ein digitales Arbeitsblatt unterscheidet sich vom traditionellen, auf einem
Blatt Papier gedruckten Arbeitsblatt in vielen Merkmalen. Die transparenteste
Eigenschaft eines digitalen Arbeitsblattes ist sein multimedialer Charakter, da das
Arbeitsblatt nicht nur in digitaler Form im Internet zur Verfligung steht und nach
Bedarf ausgedruckt werden kann, sondern dass einzelne Textteile verlinkt sind und
als Verweise auf weitere, zusétzliche Informations- und Ubungsquellen dienen
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(Mlakar Gracner 2011). Ein weiteres Merkmal ist seine spezifische Ausrichtung
auf die Zielgruppe und auf deren Lernziele, was auch Zavski Bah¢ (2013: 27) in
ihren Uberlegungen zum Einsatz von digitalen Medien im Unterricht betont.
Kerres (2008) hebt dabei die Qualitat der Planung mediengestltzter Lernangebote
wie folgt hervor:

,Es ist unrealistisch, dass ein Computer das Lernangebot an den Lerner anpasst.

Es ist vielmehr eine péddagogische Aufgabe des ,Didaktischen Designs‘, ein

mediendidaktisches Konzept zu entwickeln, dass auf die Anforderungen und

Rahmenbedingungen des Lernens angepasst ist™ (Kerres 2008: 118).

Da die Lernergruppen héaufig heterogen zusammengesetzt sind und sich
dementsprechend auch die sprachlichen Vorkenntnisse der Lernenden
untereinander unterscheiden konnen, ist es ndtig, solche Vorgehensweisen zu
wahlen, die eine Binnendifferenzierung im Lehrprozess ermdglichen. Dazu eignet
sich die Arbeit an einem digitalen Arbeitsblatt, da die Aufgabenstellungen so
strukturiert werden kdénnen, dass sie jedem einzelnen Lernenden je nach seinem
sprachlichen Vorwissen die Gelegenheit bieten, die vorgegebenen Aufgaben
effizient zu I6sen.

Ein digitales Arbeitsblatt unterscheidet sich von anderen Formen der
Arbeitsblatter auch dadurch, dass es neben der Einfihrung, der Wiederholung oder
der Festigung auch das autonome Erforschen eines Lehrstoffes wie auch den
autonomen Erwerb von verschiedenen Kompetenzen miteinbezieht.

Dartiber hinaus sind die Aufgabenstellungen in einem digitalen
Arbeitsblatt kontextualisiert, was heifdt, dass sie auf authentischen und dem
naturlichen Sprachgebrauch entsprechenden Materialien basieren. Der Lernprozess
bei der Arbeit an einem digitalen Arbeitsblatt verlauft individuell. Vorteilhaft dabei
ist die Tatsache, dass die Lernenden den Arbeitsverlauf, die Arbeitszeit und das
Arbeitstempo in einem vorgegebenen Zeitrahmen selber festlegen konnen.
Dadurch werden sie selbststandiger und lernen Selbstverantwortung zu
Ubernehmen, was den individuellen Aspekt des Lernprozesses hervorhebt.

AbschlieBend soll darauf eingegangen werden, dass ein digitales
Avrbeitsblatt die herkémmlichen Unterrichtsmaterialien und Unterrichtsmethoden
so wie die Lehrkraft nicht ersetzen soll beziehungsweise kann, da einerseits der
Lernende zwar das digitale Arbeitsblatt individuell bearbeitet, aber andererseits
danach eine reflektierte Auseinandersetzung mit den Aufgabenstellungen und der
Arbeitsweise im Présenzunterricht erfolgt. Schlussfolgernd ldsst sich sagen, dass
der Einsatz eines digitalen Arbeitsblattes im Unterricht die herkdmmlichen
Unterrichtsmaterialien, Unterrichtsmethoden und die Lehrkraft effektiv erginzen
kann.
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3. KONTURIERUNG DES FORSCHUNGFELDES

Im Rahmen der vorliegenden qualitativen Untersuchung wurden die
Methoden der Analyse und Generalisierung verwendet. Analysiert wurden
Umfragebogen zum Einsatz von digitalen Arbeitsblattern im DaF-Studium. Die
Versuchspersonen waren 24 Germanistikstudierende des ersten Jahrgangs an der
Philosophischen Fakultat der Universitdt Maribor (Slowenien). Die Untersuchung
fand im Wintersemester des Studienjahres 2018/2019 statt.

Im Folgenden wird die vorliegende empirische Untersuchung kurz

skizziert:

1. Zuerst bekamen die Versuchspersonen per Mail das digitale

Das =y
Und, dass mick Keinar kenme Und ich mag cas Licht 4. Wieeird dbese analytizchs Verbstrukrup gebider? Then

1 il it e sem U e bt g 44 W vird dac Bfverd haben” il
Und Geld mache mich nichrich Bt meine Haud wnd lacks P Tompus s Vol

et Leben will
Ik mir nicht vorstelen ahme itk

Arbeitsblatt (siehe Bild 1) zugesendet. In den Veranstaltungen erfolgte
das Bearbeiten der Aufgabenstellungen des Arbeitsblattes. Die meisten
Probanden bearbeiteten die Aufgaben mit ihren Smartphones, einige
auf ihren Tablets.

Nach der Bearbeitungsphase der Aufgabenstellungen wurden die
Arbeitsergebnisse der Studierenden gemeinsam thematisiert.

In der Evaluationsphase bekamen die Studierenden einen
Umfragebogen mit 16 Fragen zur Arbeit mit einem digitalen
Arbeitsblatt.

Bild 1. Digitales Arbeitsblatt

In meinem Leben

Auch wenn ich gerade Msin Lsben will

Jicht s0 gerade sieh Ich mir micht vorstellen olne dich

Meine Angst vorm Steroen 2t i il ick waster und ich folge dir

Verwanel sich in Lt Und du pimmet mir

‘Lastsich langsam auf Ich bin vesliebt n dieses Leben

Wil mich das Leben ruft Und ich bleib moch mal so langs bier
beidir

Ich bleib moch mal 50 lange hier
baidir

Ich b verlisht i dich T by Nens Kamer

In meinem Leben
Bin ich oft geflogen Nachdem Sie dss Lisd gairt haban, bearbiten Sie bine die folzenden Aufzaben (sin Tipp: Bei manchen
Stelln

1. Worilber erzitl div Sorgraze?

2 Vonwelchsr indon ABschviten die Rece? o der Verg it Gegomiat
oder Zubnft?

3. Welches Tenpus wird verendc? Farum’?

Allein sein

Chen Sie !

Tch bin verliebr . dich Versuchen Sie sich in diesem Memory-Spiel]

Tch mir mickt vorstellen oluze dich

Ich ighe manche Menschen N )
Und manche lisben mich 5.1 Suchen Sie om. Webseiten umdis.

Und die diemich ik Liben eine Paver Point Précentaion vo.

5. Dax Licd Leben”. Adapri

Und ich lihe dich & Erstellen Sie eine Liste it 10 spravhiichen Strukuren: sum Thema , Lebsn” wad eridaren Sie

Dan bl ich nicht mal mich diese! Dabei I bedienen.

i Ho s o warm st 7. Nachdem Ste de Ayfgaben bembeter hnbew, lndem Sie diwss my OneDrie Aok Der
Teh bin nock nickt so weit Abgabecermin it ey

Freioeittut mir gt

Ich fil i stark |
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3.1 Zielsetzungen der Untersuchung

In der vorliegenden Untersuchung wird folgenden Fragen nachgegangen:

1. Motiviert die Arbeit mit einem digitalen Arbeitsblatt innerhalb eines
modernen Unterrichtskonzeptes einen Lernenden mehr als klassische
Arbeitsmethoden?

2. Wird mit dieser Arbeitsweise das autonome Lernen gefordert?

3. Lassen sich anhand eines digitalen Arbeitsblattes auch grammatische
Phanomene autonom erforschen?

4. Spricht das digitale Arbeitsblatt verschiedene Lernertypen an?

5. Konnen anhand eines digitalen Arbeitsblattes verschiedene
Fertigkeiten durch unterschiedliche Aufgabenstellungen trainiert
werden?

6. Vermittelt und fordert die Arbeit mit einem digitalen Arbeitsblatt die
digitale und technische Kompetenz eines Lernenden?

4. ANALYSE DER UMFRAGEBOGEN

Um die erste Fragestellung zu beantworten, wurden die Probanden im
Umfragebogen danach gefragt, welche Form der Arbeitsbl&tter ihnen besser geféllt,
die klassische oder die digitale, welche Art von Unterricht sie optimaler finden und
ob sie wahrend der Arbeit mit dem digitalen Arbeitsblatt motivierter waren als
sonst. Alle Antworten mussten die Versuchspersonen begriinden.

Die Analyse der gewonnenen Daten zeigte, dass 14 Versuchspersonen bei
dieser Arbeitsform motivierter waren. Fir diese Tatsache nannten sie verschiedene
Grinde: Die Arbeit mit einem digitalen Arbeitsblatt sei abwechslungsreicher,
erfrischender und nicht so monoton, wie oft die Arbeit an der Uni sei. Zur Arbeit
motivierte sie Musik, die Anwendung von modernen technischen Geréten
(Smartphones, Tablets) wahrend der Veranstaltung, die nur mit einem Tastendruck
einen schnellen Zugriff auf unterschiedliche Informationen ermdglichen.
Hervorgehoben wurde auch der kreative Aspekt der Aufgabenstellung (zum
Beispiel das Schreiben eines eigenen Gedichtes). Sechs Probanden fanden die
Arbeit mit einem digitalen Arbeitsblatt genauso motivierend wie die Arbeit mit
einem Klassischen Arbeitsblatt. Lediglich vier Personen &uf3erten sich, die Arbeit
mit einem digitalen Arbeitsblatt habe sie nicht motiviert. Dabei fiihrte jeder einen
anderen Grund an (uninteressante Themenauswahl, kleiner Monitor, Arbeitsform
unpassend, Praferenz des Frontalunterrichts).
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Interessant ist, was die weitere Datenanalyse zeigte. Nur sechs Probanden
gaben ndmlich an, ihnen gefalle das digitale Arbeitsblatt besser. Zwei der
Versuchspersonen praferierten keine der angegebenen Formen der Arbeitsblatter,
wobei 16 Probanden &uRerten, lieber mit einem klassischen Arbeitsblatt zu
arbeiten. Fir das digitale Arbeitsblatt entschieden sich die Probanden aus
unterschiedlichen Grunden. Sie flhrten folgende Grinde an: Ein digitales
Arbeitsblatt kann man speichern, weswegen die Mdglichkeit, dass es verloren geht,
fast nicht besteht. Ein digitales Arbeitsblatt ermdglicht des Weiteren einen
schnelleren Zugang zu den Informationen und aus diesem Grund ist der
Zeitaufwand geringer. Weiterhin wurde auch der 0Okologische Aspekt dabei
hervorgehoben, da diese Arbeitsbldtter nicht ausgedruckt werden mussen und
dementsprechend weniger Papier verbraucht wird. Die Probanden, die sich fir das
klassische Arbeitsblatt entschieden, begriindeten ihre Wahl wie folgt: Die Arbeit
mit einem konventionellen Arbeitsblatt auf einem Blatt Papier sei leichter, da sie
daran gewohnt sind und sie es Uberschaubar finden. Dabei wird auch das Schreiben
mit der Hand trainiert. Erwéhnt wurde auch, dass es bei digitalen Arbeitsblattern zu
technischen Problemen kommen kann.

Weiterhin versuchte die Untersuchung darauf zu antworten, ob im
Allgemeinen der Unterricht mit digitalen Medien von den Versuchspersonen
positiv. wahrgenommen wird. Zur Frage, ob die Versuchspersonen diese
Arbeitsform mehr mdgen als den klassischen Unterricht, ergab die Analyse
Folgendes. 15 Probanden entschieden sich gegen den klassischen, frontalen, von
der Lehrkraft geflihrten Unterricht. Die Griinde, die sie dabei auffiihrten, sind
vergleichbar mit den Aussagen, die sie zur Motiviertheit zur Arbeit mit einem
digitalen Arbeitsblatt angaben. Diese sind: Integration von authentischen auditiven
Materialien in den Lernprozess (Musik) und kreative, nicht alltagliche,
abwechslungsreiche  Aufgabenstellungen. Neben diesen schon erwéhnten
Begriindungen erlduterten die Probanden noch einen weiteren positiven Aspekt,
dass sie nach dem Arbeitsprinzip learning by doing den neuen Lernstoff besser
aneignen und ihr Arbeitstempo und den Arbeitsverlauf individuell bestimmen
kénnen. Drei weitere Versuchspersonen entschieden sich zwar auch gegen den
klassischen Unterricht, gaben aber an, dass bei einigen Thematiken die frontale
Arbeitsform besser geeignet sei.

6 Probanden préferierten den klassischen Unterricht, da ihnen bei dieser
Arbeitsform die Lehrkraft den Stoff erklart und sie beim Lernprozess steuert,
woran sie schon aus der Grund- und Mittelschule gewohnt sind.

Um die 2zweite Fragestellung zu beantworten, wurden die
Versuchspersonen nach dem Zeitverbrauch, dem Arbeitsverlauf und der Meinung
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zur gewahlten individuellen Arbeitsform beim Bearbeiten des digitalen
Arbeitsblattes gefragt. 18 Probanden erklarten, dass sie den Zeitverbrauch beim
Bearbeiten der Aufgabenstellungen als angemessen empfanden. Zwei
Versuchspersonen erwarteten, dass sie mehr Zeit bendtigten, drei dagegen waren
aber der Meinung, dass sie zu viel Zeit verbrauchten, weil sie wegen der
unbegrenzten Auswahl an Informationen im Internet Schwierigkeiten hatten, die
passendsten auszuwahlen.

Die Tatsache, dass die Studierenden den Arbeitsverlauf selbst bestimmen
konnten und die Lehrkraft lediglich nach Bedarf Hilfe leistete, bewerteten 22
Probanden als positiv. Die Griinde, die sie dafiir angaben, waren die Férderung des
Verantwortungsbewusstseins, der Selbststdndigkeit und der Selbstinitiative. Als
positiv wurde auch bewertet, dass die Lehrperson die Funktion des Tutors
Ubernahm und dadurch letztendlich die Lernenden im Vordergrund des Lehr-
/Lernprozesses standen. Die anderen zwei Probanden beurteilten diesen
Arbeitsverlauf als negativ, da sie der Meinung waren, die Lehrkraft kénne den
Lehrstoff besser erklaren und es gebe keine Zweifel, ob der Lehrstoff richtig
verstanden wurde.

Die individuelle Aufgabenbearbeitung empfanden 17 Versuchspersonen
als vorteilhaft, weil sie wahrend des Arbeitsprozesses jeder fiir sich selbst
feststellen konnten, welche Vorkenntnisse sie schon besitzen und ab diesem Punkt
an der Erweiterung ihrer Kenntnisse arbeiten konnten. Dementsprechend konnten
sie ihre Weiterarbeit individuell planen, da sie ihr Arbeitstempo in einer
vorgegebenen Arbeitszeit selbst bestimmen konnten. Als ein positiver Punkt wurde
auch die Tatsache hervorgehoben, dass der Hypertext auf interaktive Aufgaben im
Internet verlinkt war, wodurch die Probanden die Mdglichkeit hatten, ihr
erworbenes Wissen zu evaluieren und damit ihren eigenen Lernfortschritt zu
bestatigen. Vier der Versuchspersonen ordneten zwar die Einzelarbeit als eine gute
Arbeitsweise ein, waren jedoch auch der Meinung, dass andere soziale
Arbeitsformen wie etwa Gruppen- oder Partnerarbeit nicht vernachlassigt werden
sollten. Drei der Probanden gaben an, dass sie keine Einzelarbeit mogen, fuhrten
dazu aber keine Griinde an.

Um die dritte Fragestellung zu beantworten, wurden die Versuchspersonen
befragt, ob auch grammatische Ph&nomene anhand eines verlinkten Textes
(Hypertextes) autonom erforscht werden kénnen und ob sich dafiir ein Songtext
eignet. Ein Drittel der Probanden erlduterten, dass es schwierig ist, grammatische
Phanomene autonom zu bearbeiten und zu erlernen. Sie stellten fest, dass das nur
mdoglich sei, wenn die Lehrkraft wéhrend des Arbeitsprozesses als Tutor fungiert.
Den erwahnten Grund untermauerten sie mit der Tatsache, dass es wesentlich
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leichter fallt, ein grammatisches Phdnomen zu verstehen, wenn dieses von der
Lehrperson erklart wird oder wenn Grundkenntnisse zu dem zu bearbeitenden
grammatischen Ph&nomen vorhanden sind. Zwei Drittel der Probanden waren
hingegen der Meinung, dass man das ohne groRere Schwierigkeiten meistern kann,
wenn die verlinkten Stellen zielgerecht auf entsprechende Quellen verweisen, mit
welchen sie sich durch die Arbeit anvertrauen und auf welche sie im weiteren
Studienverlauf zurtickgreifen kénnen.

Interessant ist die Tatsache, dass alle Versuchspersonen angaben, dass sich
ein  zum Thema passend ausgewahlter Songtext zur Bearbeitung von
grammatischen Phadnomenen eignet. Sie begrindeten ihre Stellungnahme damit,
dass Musik das Arbeitsklima angenehmer wirken lasst und die Kreativitat fordert.
Die Probanden erdrterten, dass in einem authentischen Songtext eine grammatische
Struktur in ihrem natirlichen Gebrauch vorkommt. Da diese Struktur in einem sich
reimenden Text erscheint, gaben die Versuchspersonen an, dass sie sich die
entsprechende Struktur leichter aneignen und besser merken konnten.

Um die vierte Fragestellung zu beantworten, wurden die Probanden im
Umfragebogen danach gefragt, in welcher Form Informationen aus dem Internet
sie am meisten angesprochen haben.

Da die Versuchspersonen Texte, Bilder und Videos hervorgehoben haben,
lasst sich daraus schlussfolgern, dass die meisten von ihnen visuell orientiert sind.
Sieben der Probanden gaben an, dass sie sich von Texten am meisten angesprochen
flhlten. Dabei bezogen sie sich auf den informativen Aspekt eines Textes. Sie
waren der Meinung, dass lediglich Quellen in Form eines Textes die Informationen
enthielten, die sie bendtigten, um die vorgesehenen Aufgabenstellungen zu
bearbeiten. 15 der Probanden erlduterten, dass sie Bilder oder Videos mehr
ansprachen als ein Text. Sie begriindeten ihre Antworten damit, dass sie sich
Informationen in Form von Bildern oder Videos besser merken und dass diese
ihnen ermdglichen, Informationen leichter abzurufen. Vier von den eben erwahnten
Probanden préferierten lediglich Videos, woraus sich ableiten ldsst, dass sie auch
auditive  Wahrnehmungstypen sind. Letztendlich gab es noch zwei
Versuchspersonen, die nicht die Form, sondern den Inhalt der Informationen als
relevanter einstuften.

Um die fiinfte Fragestellung zu beantworten, wurden die Probanden im
Umfragebogen danach gefragt, welche Aufgaben ihnen am besten gefallen haben,
ob sie die Aufgaben kreativ fanden und ob ihnen verschiedenartige
Aufgabenstellungen entsprachen. Neun Probanden gefiel die Adaption des
Songtextes auf ihr eigenes Leben in Form eines Gedichtes am besten, vier weitere
der Befragten gaben an, dass freie Aufgaben wie zum Beispiel die Interpretation

159



Mateja Zavski Bah¢, Doris Mlakar Gracner

des Songtextes ihnen am meisten entsprochen haben. Sechs der Versuchspersonen
entschieden sich fur eine interaktive Ubung, die als ein Memory-Spiel gelost
werden musste und lediglich drei Versuchspersonen sagten die Aufgaben beziglich
der theoretischen Fragen zur Grammatik zu.

23 Probanden fanden die Tatsache, dass sie auf einem Arbeitsblatt
verschiedenartige Aufgaben losten, positiv. Sie erlduterten, dass diese
Verschiedenartigkeit die Arbeit interessanter machte und die Zeit fast zu schnell
verging, da in diesem Rahmen sowohl einfache interaktive Ubungen zur
Strukturbildung, WWW-Rechercheaufgaben als auch offene Aufgaben zur
Kreativitatsforderung der Befragten vorgesehen worden waren. Des Weiteren
erwéhnten die Versuchspersonen, dass sie das Geflihl haben, sie hétten in einer
knappen Zeit mehr als sonst in derselben Zeit gelernt. Eine Versuchsperson
schétzte die Arbeit im Allgemeinen als positiv ein, hatte aber Bedenken
hinsichtlich des Verfassens eines Gedichtes, da sie der Meinung war, nicht jeder sei
dichterisch begabt.

22 Probanden stuften die Aufgaben des digitalen Arbeitsblattes als kreativ
ein. Sie begrundeten ihre Entscheidung sehr unterschiedlich. Sie fiihrten zum
Beispiel an, dass sie nie Musik als Ausgangspunkt fir die Behandlung eines
Themas erwartet hatten und darauffolgend mit einer groBen Auswahl an
authentischen Lehrmaterialien autonom arbeiten sollten. Ihnen gefiel dieser
Unterrichtsablauf sehr, da er anders war, als es in den Veranstaltungen an der
Universitat Ublich ist. In diesem Zusammenhang erwahnten sie, dass der Unterricht
nicht monoton, sondern sehr abwechslungsreich verlief, da die Befragten selber zu
verschiedenen Lodsungen kommen mussten, was sie noch mehr zur Arbeit
motivierte. Zwei der Probanden fanden die Arbeit insgesamt als kreativ, stuften
aber einige Aufgaben nach ihrer Kreativitat etwas niedriger ein.

Um die sechste Fragestellung zu beantworten, wurden die
Versuchspersonen danach gefragt, ob sie technische oder andere Probleme bei der
Arbeit mit dem digitalen Arbeitsblatt hatten und was ihre Meinung dazu ist, dass
einige Worter auf verschiedene Worterblcher und Lexika verlinkt waren. Im
Allgemeinen gaben die Probanden an, dass sie keine groReren technischen
Probleme wahrend der Arbeit hatten. Sie fligten aber hinzu, dass es des Ofteren
noch immer Probleme mit dem Internetsignal geben kann. Genauso kann es zu
Schwierigkeiten kommen, wenn zum Beispiel das Smartphone Uber keine
entsprechenden Updates oder Apps verfiugt, die zur Bearbeitung der
Aufgabenstellungen notwendig sind.

Im Weiteren flihrten 20 Befragte an, dass sie keine Probleme beim Suchen,
Auswahlen oder Auswerten der Informationen hatten, da die Informationen, die zur
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Aufgabenldsung nétig waren, auf entsprechende Quellen verlinkt waren. Vier
Probanden gaben an, dass sie dabei einige Schwierigkeiten hatten, da sie sich
wegen der grofRen Auswahl an Informationen nicht immer sicher waren, welche
Informationen relevant fur das Lésen der Aufgabenstellungen waren.

Zur Niitzlichkeit der verlinkten Worterbiicher und Lexika schilderten 20
Versuchspersonen, dass sie die Hypertexte im Sinne der digitalen Arbeitsblatter
brauchbar fanden, da sie wahrend des Arbeitsprozesses mithilfe der angegebenen
Links sehr schnell zu den Informationen gelangten und diese miteinander
vergleichen und gleichzeitig wahrend der Arbeit ihren Wortschatz erweitern
konnten. Auch erwéhnten sie die Tatsache, dass sie bei der Arbeit Quellen
erforschten, die sie noch nicht kannten und die sie im weiteren Studienverlauf
verwenden werden. Zwei der Befragten konnten sich aus technischen Griinden
(Probleme mit ihrem Handy) nicht dazu duBern. Zwei weitere gaben an, dass sie
einige Links zur Aufgabenldsung nicht nutzten, da sie aufgrund ihres Vorwissens
nicht alle Quellen brauchten, um den Aufgabenstellungen gerecht zu werden.

5. INTERPRETATION DER DATENANALYSE

Im Weiteren wird versucht, die in der Untersuchung festgelegten
Fragestellungen zu beantworten und die gewonnenen Daten zu analysieren.

Zur ersten Fragestellung ergab die Datenanalyse, dass lediglich sechs
Versuchspersonen das digitale Arbeitsblatt préaferierten. Interessant sind aber die
weiteren Ergebnisse, die zeigten, dass 15 Versuchspersonen diese Arbeitsform
gefiel und 14 der Probanden motivierter waren als bei der Arbeit mit einem
klassischen Arbeitsblatt. Diese Resultate sind nachvollziehbar, da fiir die Arbeit
mit digitalen Medien eine Dezentralisierung und Deregulierung von Lernorten (vgl.
Herzig & Grafe 2006: 14) charakteristisch ist. Damit ist der schnelle Zugriff auf
Informationen gemeint, der auch auferhalb des schulischen Raumes getétigt
werden kann. In diesem Zusammenhang ist auch die Distanziiberbriickung
zwischen Klassenzimmer und anderen unterschiedlichen Orten zu erwahnen, von
denen aus das Bearbeiten von verschiedenen Aufgabenstellungen méglich ist,
womit auch die Portabilitdt der Arbeitsmaterialen zum Ausdruck kommt. Auch
gehen die Probanden in ihren Begrindungen auf die Entlastung von
Tatigkeitsroutinen und auf die daraus resultierende Motiviertheit ein, die im
Unterricht nach Wicke (2004) durch aufgabenorientiertes Lernen entsteht. Diese
Tatsache verdeutlicht, dass neue, abwechslungsreiche, kreative Arbeitsformen zwar
von den Probanden als positiv empfunden werden, aber gerade dieses Neue,

161



Mateja Zavski Bah¢, Doris Mlakar Gracner

Unbekannte gleichzeitig zurlickhaltend bewertet wird, da es in der menschlichen
Natur liegt, dass man vertrauten, bekannten Handlungen Vorzug gibt.

Zur zweiten Fragestellung verdeutlichte die Datenanalyse, dass die
Probanden im Allgemeinen den Arbeitsverlauf und die individuelle Arbeitsform als
positiv bewerteten. Die gewonnenen Daten zu dieser Fragestellung belegen, dass
die Arbeit mit einem digitalen Arbeitsblatt das autonome Lernen fordert, denn im
Vordergrund stehen die Lernenden, die im Unterricht Verantwortung tbernehmen,
selbststandig arbeiten und die Mdoglichkeit haben, den Lernprozess, das
Arbeitstempo und die Arbeitszeit mitzubestimmen. Dieses entdeckende Lernen
ermdglicht vielen Lernenden einen effizienteren Erkenntnisgewinn (Herzig &
Grafe 2006), da sie es auch an die eigenen Lernvoraussetzungen anpassen konnen.

Die Datenanalyse zur dritten Fragestellung veranschaulicht, dass im
Allgemeinen die Probanden der Meinung waren, ein Lernender konne mithilfe
eines digitalen Arbeitsblattes ein grammatisches Phdnomen auch alleine erarbeiten
und festigen. Dazu fiihrte aber ein Drittel der Versuchspersonen an, es sei wichtig,
dass die Lehrkraft als Tutor Hilfe leistet. Diese Daten zeigen, dass entdeckendes
Lernen als eine Alternative auch im Grammatikunterricht verwendet werden kann.
Dabei ist der Weg das Ziel (Wicke 2017: 41), was expliziert, dass die in Form
eines Hypertextes geleiteten WWW-Recherchen und das Sich-vertraut-machen mit
neuen fachilibergreifend verwendbaren E-Quellen genauso wichtig sind wie
letztendlich der Erwerb und die Festigung des vorgesehenen grammatischen
Phanomens. Ein wichtiger Bestandteil des DaF-Unterrichts ist nach Wicke (2017:
25) auch die Mdglichkeit, die Sprache live zu erleben. Darauf gingen auch die
Probanden ein. Sie waren ndmlich der Meinung, dass ein authentischer Songtext
eine natlrliche Sprachumgebung widerspiegelt und deswegen angemessen fir die
Bearbeitung eines grammatischen Phanomens ist.

Zur vierten Fragestellung ergab die Datenanalyse, dass mit dem Einsatz
eines digitalen Arbeitsblattes im DaF-Unterricht verschiedene Lernertypen
angesprochen werden. Die Aufgabenstellungen sprachen namlich unterschiedliche
Sinne an, da die Informationen in verschiedenen medialen Formen wie zum
Beispiel Text, Video und Bild vorkommen. Ein digitales Arbeitsblatt erméglicht
demnach eine Diversifizierung des Lernens, was bedeutet, dass digitale Medien fur
verschiedene Lernertypen unterschiedliche Lernwege zur Verfugung stellen. Diese
Lernwege ermdglichen zum Beispiel den Lernenden, sich den Lernstoff besser zu
merken und die Informationen leichter abzurufen.

Zur funften Fragestellung verdeutlichte die Datenanalyse, dass ein digitales
Arbeitsblatt  unterschiedliche  Fertigkeiten  trainiert.  Verschiedenartige
Aufgabenstellungen fordern das ganzheitliche Lernen mit Kopf, Herz und Hand
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(Wicke 2004: 12). Dabei missen den Lernenden solche Themen angeboten
werden, die aus der Sicht des Lernenden kreativ, interessant und letztendlich
motivierend sind. Dazu gehtren nach Meinung der Probanden Musik und auch
Spiele, was ein Anzeichen daflr ist, dass Spiele auch in der
Erwachsenenausbildung integriert werden sollen (Kacjan 2008: 209). Kreative und
motivierende Aufgaben stellen namlich fiir die Lernenden einen wichtigen Faktor
zum Erreichen ihrer Lernziele dar. Dabei durfen die Endprodukte nicht umgangen
werden, da sie einen hohen Stellenwert fiir die Lernenden haben (Wicke 2017: 43),
was die Statements der Probanden in der vorliegenden Untersuchung illustrieren.

Zur sechsten Fragestellung ergab die Datenanalyse, dass die technische wie
auch digitale Kompetenz bei den Probanden schon vorhanden, also nicht mehr zu
Uibermitteln war. Diese Tatsache ldsst sich damit begrinden, dass die Lernenden
schon  von klein auf  mit  verschiedenen Informations- und
Kommunikationstechnologien aufgewachsen sind und bereits tber die Handhabung
dieser verfligen. In diesem Zusammenhang ist besonders hervorzuheben, dass die
Probanden durch die Arbeit mit diesem digitalen Arbeitsblatt mit einigen
Informationsquellen, die sie vorher nicht genutzt hatten, konfrontiert wurden. Dies
empfanden die Versuchspersonen als positiv, da sie die Nutzbarkeit dieser Quellen
fur ihren weiteren Studienverlauf ausdriicklich betont haben.

6. ZUSAMMENFASSUNG

Die Resultate der vorliegenden empirischen Untersuchung weisen darauf
hin, dass der Einsatz von digitalen Medien im DaF-Unterricht, zum Beispiel eines
digitalen Arbeitsblattes, nicht nur von der Lehrkraft, sondern auch von den
Lernenden als positiv bewertet worden ist. Auf der Analyse der Resultate
basierend, lasst sich verallgemeinernd sagen, dass die Arbeit an einem digitalen
Arbeitsblatt motivierend auf die Zielgruppe wirken kann, da diese einen schnellen
und leichten Zugriff auf Informationen ermdglicht und deren Authentizitdt das
Engagement und die Neugier der Lernenden fordert. Des Weiteren kann man
festhalten, dass mit dieser Arbeitsform verschiedene Fertigkeiten wie zum Beispiel
Lesen, Schreiben und Horen gleichzeitig trainiert werden. Diese Arbeitsweise
fordert zudem auch die Selbststandigkeit und Selbstverantwortung der Lernenden
und bereitet sie auf das autonome, lebenslange Lernen vor. AbschlieRend muss
darauf hingewiesen werden, dass die Lernenden durch diese Arbeitsform
unterschiedliche Kompetenzen erwerben und erweitern, die sowohl im schulischen
wie auch im beruflichen Leben von ihnen erwartet werden. Zu erwdhnen sind zum
Beispiel personale Kompetenzen wie Anpassungsfahigkeit, Eigenverantwortung
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und Entscheidungsfahigkeit. Auch Aktivitats- und umsetzungsorientierte
Kompetenzen wie  Analyseféhigkeit, konzeptionelle  Fahigkeiten  und
Problemlgsefahigkeit werden mit der Arbeit an einem digitalen Arbeitsblatt
gefordert. Letztendlich muss die digitale als eine der Schliisselkompetenzen
hervorgehoben werden, da diese in der heutigen, technologisch hoch entwickelten
Gesellschaft unumganglich ist.

Dabei soll in Betracht gezogen werden, dass nicht lediglich mit digitalen
Arbeitsblattern im DaF-Unterricht gearbeitet werden kann. Die Arbeit mit digitalen
Arbeitsblattern erfordert ndmlich eine Evaluationsphase im Unterricht, in der zum
Beispiel Ergebnisse der freien Aufgaben besprochen werden, das Thema noch
einmal kurz umrissen wird, tber die Arbeitsweise, eventuelle Probleme beim
Bearbeiten der Aufgabestellungen diskutiert und tber den gesamten Arbeitsverlauf
reflektiert wird. Diese dienen dazu, die unbewusst eingesetzten Strategien der
Lernenden wéhrend des Arbeitsprozesses zu vergegenwartigen, um diese weiterhin
effektiv einsetzen zu konnen.

Zusammenfassend soll hervorgehoben werden, dass durch die Arbeit mit
einem digitalen Arbeitsblatt ansatzweise die Lehr- und Lernkultur geandert wird,
da der Lernprozess stérker selbstgesteuert und nicht mehr lehrerzentriert ist, der
Einsatz von digitalen Medien geht dabei iber das bloRe Présentieren hinaus.
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UPOTREBA DIGITALNOG RADNOG LISTA NA STUDIJAMA
NEMACKOG JEZIKA I KNJIZEVNOSTI

Sazetak

U oblasti obrazovanja i vaspitanja danas se sve viSe koriste digitalni mediji u nastavnom
procesu, pri ¢emu se njihova upotreba u naucnoj literaturi pre svega sagledava iz
perspektive nastavnika, dok se perspektiva uc¢enika ne uzima u obzir. Cilj ovog rada je da
na osnovu kvalitativnog istrazivanja utvrdi kako studenti nemackog jezika i knjizevnosti
dozivljavaju i vrednuju upotrebu digitalnog radnog lista. Rezultati istrazivanja ukazuju da
upotrebu digitalnih medija (digitalnog radnog lista) u nastavi nemackog jezika pozitivno
vrednuju kako nastavnici tako i sami studenti. Oslanjajuci se na rezultate istrazivanja, moze
se uopsteno reci da rad na digitalnom radnom listu deluje motiviSuce jer omogucava brz i
lak pristup informacijama, a njihova autenti¢nost podstic¢e aktivnost i radoznalost studenata.
Moze se, takode, konstatovati da se ovim nacinom rada vezbaju razliCite jezicke
kompetencije, dok studenti tokom ovog procesa rada moraju da upotrebljavaju i kombinuju
razliCite strategije uCenja, poput strategija za Citanje, pisanje, strategije za selektovanje i
vrednovanje informacija itd. Ovaj nacin rada podsti¢e samostalnost i odgovornost kod
studenata i priprema ih na autonomno, dozivotno ucenje. Na kraju se mora skrenuti paznja
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da se ovim nacinom rada usvajaju i prosiruju razli¢ite kompetencije kod studenata koje se
od njih o¢ekuju kako u $koli i na studijama tako i na poslu. Stoga digitalne kompetencije
predstavljaju jednu od klju¢nih kompetencija budu¢i da su neophodne u danasnjem
tehnoloski visoko razvijenom drustvu.

Kljucne reci: didaktika, nemacki kao strani jezik, IKT, autonomno ucenje, digitalni radni
listovi.
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TABU | INTERKULTURNA KOMPETENCIJA U NASTAVI STRANOG
JEZIKA: TEMA SMRTI U NASTAVI SPANSKOG KAO L2!

APSTRAKT: Autorke se u ovom radu bave temom smrti u nastavi $panskog kao stranog
jezika. Cilj rada je da, u skladu sa savremenim tendencijama u nastavi stranih jezika koje
fokus stavljaju na razvoj interkulturne kompetencije kod ucenika, skrenu paznju na temu
smrti i mogucnost ukljuéivanja ove teme u nastavu $panskog kao stranog jezika. Polazi se
od ideje da obrada fenomena smrti iz perspektive razli¢itih kultura omoguéava da gradimo
interkulturni dijalog i, posledi¢no, interkulturnu kompetenciju. Hipoteza rada je da ¢e ova
tema, imajuci u vidu ¢injenicu da smrt predstavlja univerzalni fenomen, ali i jedan od
dominantnijih tabua u savremenim zapadnim drustvima — biti veoma malo zastupljena u
udZbenicima za $panski kao strani jezik, i da ¢e uglavnom biti obradena kroz praznik el Dia
de Muertos, najmanje na pocetnim nivoima ucenja zbog kompleksnosti i specifi¢nosti
leksike. Autorke najpre nude sazet prikaz prisustva i obrade teme smrti u udzbenicima za
$panski kao L2 koje izdaju neke od najznacajnijih $panskih izdavackih kucéa. Zatim sledi
predlog didakticke jedinice koji predstavlja teziSte rada. Rezultati korpusnog istrazivanja
potvrdili su pocetnu hipotezu jer je tema smrti veoma malo zastupljena u didaktickom
materijalu i uvek se obraduje kroz poznatu hispansku svetkovinu el Dia de Muertos koju
karakteriSe nesvakidas$nje poimanje smrti. Analiza je opovrgla jednu od polaznih hipoteza
da ¢e ova tema biti obradena na viSim nivoima ucenja pokazavsi njeno prisustvo na nizim
nivoima (A1-B1). Predlog didakti¢ke jedinice o pomenutoj hispanskoj svetkovini obraduje
temu smrti kroz razlicite tipove aktivnosti predvidenih za nivo Bl, sa ciljem razvijanja
interkulturne kompetencije kod ucenika $panskog jezika.

Kljucne reci: tabu, smrt, el Dia de Muertos, hispanska kultura, interkulturna kompetencija,
Spanski kao strani jezik.

1 Ovaj rad je nastao u okviru projekta MPNTR Republike Srbije br. 178002 Jezici i kulture u vremenu
i prostoru.
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TABOO AND INTERCULTURAL COMPETENCE IN FOREIGN
LANGUAGE TEACHING: THE TOPIC OF DEATH IN SPANISH AS A
FOREIGN LANGUAGE

ABSTRACT: In this paper the authors discuss the topic of death in teaching Spanish as a
foreign language. The aim of this paper is, in accordance with the current trends in foreign
language teaching that focus on students’ intercultural competence, to shed light on the
subject of death and the possibilities of including this subject in teaching Spanish as a
foreign language. The authors’ initial idea is that the elaboration of the phenomenon of
death from the perspective of different cultures can build intercultural dialogue and,
consequently, intercultural competence. The hypothesis is that the phenomenon of death —
given the fact that it represents a universal phenomenon, but also one of the dominant
taboos in western societies — will be poorly represented in textbooks for Spanish as a
foreign language, mainly through a festivity called el Dia de Muertos and mostly on higher
levels of learning due to its complex and specific vocabulary. Firstly, the authors provide a
brief description of presence and elaboration of the subject of death in textbooks for
Spanish as L2 published by some of the most important publishers in Spain. Afterwards,
the model of a didactic unit is given. The results of the corpus research confirm the initial
hypothesis that the subject of death is barely represented in didactic material and that it is
always represented through a Hispanic festivity called el Dia de Muertos, which is
characterized by its uncommon understanding of death. The analysis refuted the initial
hypothesis that this subject would be represented on higher levels of learning because it
was also found on lower levels as well (A1-B1). The didactic unit offered in this paper
deals with the subject of death and the mentioned festivity el Dia de Muertos through
different types of activities for the B1 level with the aim of developing intercultural
competence of Spanish students.

Key words: taboo, death, el Dia de Muertos, Hispanic culture, intercultural competence,
Spanish as a foreign language.

1. UvOoD

Savremene tendencije u nastavi stranih jezika sve ve¢i fokus stavljaju na
interkulturnu (komunikativnu) kompetenciju. Kako bi ucenici bilo kog stranog
jezika bili u stanju da jezik koriste na adekvatan nacin u realnim komunikativnim
situacijama i izbegnu nesporazume u komunikaciji prouzrokovane nepoznavanjem
kulturnih obeleZja odredene zajednice, nastava jezika treba da ukljuci sagledavanje
sire kulturne slike sveta.

Teorijski deo rada bavi se prikazom koncepta interkulturne nastave, kao i
temom tabua u nastavi stranih jezika. U fokusu ovog rada je tema smrti u nastavi
Spanskog kao L2, a motivacija za odabir teme smrti nalazi se u Cinjenici da
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fenomen smrti predstavlja jedan od najznacajnijih tabua u savremenom drustvu.?
Kako navodi Filip Arijes, istaknuti proucavalac ovog fenomena, u zapadnim
drustvima dolazi do znacajnih promena stavova prema smrti (Arijes 1989: 174), te
je ono §to je nekada bilo preporucljivo, sada zabranjeno. Sociolog Dzefri Gorer
(Geoffrey Gorer) prvi uvida ovaj nepisani zakon naSe industrijske civilizacije i
ukazuje na Cinjenicu da je smrt postala tabu koji je u XX veku zamenio seks kao
glavni predmet zabrane (Gorer, cit. u Arijes 1989: 71-72).

S obzirom na pretpostavku da poznavanje kulture olakSava ucenje i
usvajanje L2, cilj rada je ukazivanje na moguénosti ukljucivanja tabu tema u
nastavu stranog jezika, sa posebnim fokusom na S$panski jezik. U radu se nudi
predlog jedne didakticke jedinice u kojoj je tema smrti obradena uz pomo¢
razli¢itih tipova zadataka i vezbanja, sa ciljem razvoja interkulturne kompetencije
kod wucenika Spanskog jezika (osim nezaobilaznog razvoja komunikativne
kompetencije). Autorke rada najpre nude sazet prikaz prisustva i obrade teme smrti
u udzbenicima za Spanski jezik (v. odeljak 3.1.) kao uvod u predlog didakticke
jedinice (v. odeljak 3.2.), na kojoj ostaje teziste rada. Cilj je da se originalnim, ali i
adaptiranim materijalima, kao i autenticnim materijalima poput novinskih ¢lanaka,
inserata iz filmova i crtanih filmova, pruzi polaziste onima koji Zele da na svojim
Casovima Spanskog jezika ponude ucenicima jednu S§iru i kulturno raznoliku
perspektivu u sagledavanju hispanskog sveta, kao i temu za dijalog i debatu o
kulturnim razli¢itostima. Motivacija za pripremu ovog materijala je nastavno
iskustvo koje je pokazalo da su tabu teme retko zastupljene u didaktickom
materijalu $panskog kao stranog jezika, zbog Cega ukljudivanje ovih tema u
nastavu iziskuje od nastavnika napor u potrazi za adekvatnim materijalima, kao i
napor pri izradi materijala koji ¢e ucenicima Spanskog jezika pribliziti nacin
razmiSljanja i kulturne osobenosti hispanskog sveta.

2. TEORIJSKA RAZMATRANJA
2.1. Znacaj razvoja interkulturne kompetencije u nastavi stranih jezika

Tek sedamdesetih godina XX veka fokus se sa jezickih kompetencija
pomera na komunikativne potrebe ucenika, $to je podrazumevalo i upoznavanje sa
realnim kontekstom strane kulture ¢iji se jezik uéi (Vujovi¢ 2004: 73). Kada su u
pitanju savremene tendencije u nastavi stranih jezika, koje paznju usmeravaju na

2 Vise o kognitivnom kulturnom modelu konstruisanom oko teme smrti kao tabua koji dele srpska i
hispanska zajednica videti u Georgijev 2015.
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razvoj komunikativnih kompetencija ucenika stranog jezika, odavno je postalo
jasno da je odvajanje jezika od kulture teSko zamislivo i skoro nemoguce. Ako je
krajnji cilj da uCenici L2 ovladaju sposobnostima uspe$ne komunikacije (pisane ili
usmene) u razli¢itim zivotnim situacijama, poznavanje leksickih sadrzaja i
gramatickih pravila nije dovoljno za uspesnu upotrebu bilo kog jezika (v. Krasner
1999; Bodri¢ 2006). Jezik i kultura se nadopunjuju i ne bi trebalo da se razdvajaju
tokom procesa usvajanja stranog jezika, poSto je za interkulturnu komunikaciju
neophodno kako poznavanje jezika kao sistema tako i kulturnih obrazaca
karakteristicnih za ciljni jezik i kulturu (Bodri¢ 2006: 902). To upucuje na znacaj
poznavanja kulturnog konteksta i razvijanja interkulturne kompetencije kod
ucenika L2. Ucenje o drugacijim kulturoloskim obrascima ne samo da predstavlja
znanje koje vodi boljem razumevanju strane kulture, ve¢ i sticanju kompletnije
slike o mati¢noj kulturi i jeziku (Bodri¢ 2006). Kako isti¢e Vuco (2010: 54),
»poznavanje kulture drugog smatra se veoma bitnim u komunikativnoj nastavi
bududi da se podrazumeva da su teme iz oblasti kulture i civilizacije okvir i sadrzaj
0 kome treba komunicirati i oko koga se komunikacija razvija”.

Kako navodi Vujovi¢ (2007: 658), jezik se moze tumaciti kao odraz
kulture zajednice Kkoji jezik Koristi za svakodnevnu komunikaciju, pa se onda
interkulturna kompetencija moZe definisati kao sposobnost da se simboli, vrednosti
i pravila koja vaze u stranoj kulturi na odgovaraju¢i nacin shvate, odnosno
protumace i upotrebe u datom kontekstu. Ista autorka (Vujovi¢ 2004: 74) smatra da
cilj nastave stranog jezika ne treba da bude sticanje apstraktnih i teorijskih znanja o
kulturi naroda ¢iji se jezik uéi, ve¢ razumevanje ponaSanja drugih naroda. Ne treba
zaboraviti da se u¢enje i usvajanje stranog jezika Cesto odvija u kontekstu ucionice,
pa je u cilju razvoja interkulturne kompetencije kod ucenika koja bi im olaksala
potencijalnu komunikaciju u realnim Zivotnim situacijama, veoma vazna uloga
nastavnika u odabiru adekvatnih udzbenika, kao i u paZzljivoj pripremi dodatnih
nastavnih i didakti¢kih materijala (v. Puri¢i¢ i Georgijev 2013).

Ucenik koji je interkulturno kompetentan i spreman za interkulturnu
komunikaciju jeste osoba koja je svesna kulturne relativnosti prema kojoj ne
postoji univerzalan, ,,normalan” ili uobi¢ajen na¢in ponaSanja. Svako delanje je
kulturno uslovljeno pa samim tim moze biti razli¢ito od onog koje je osobi poznato
iz sopstvene kulture (Liddicoat 2000: 51-64). Interkulturna kompetencija
podrazumeva i sposobnost kriticke interpretacije i razumevanja kako strane tako i
sopstvene kulture, pa se od ucesnika u komunikaciji o¢ekuje da budu u stanju da
uoce, razumeju i prihvate kulture koje se razlikuju od njihove sopstvene. U taj
proces uklju¢ene su kognitivna, afektivna i bihevioralna dimenzija (Pirsl 2007).
Jedan od najvaznijih ciljeva razvoja interkulturne dimenzije u nastavi stranih jezika
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je da pripremi ucenike za interakciju sa ljudima koji poticu iz drugih kultura tako
Sto ¢e im omogucditi da razumeju i prihvate razlicitosti, kao i ljude koji poseduju
drugacije perspektive, vrednosti i ponasanje (Byram, Gribkova & Starkey 2002:
10).

2.2. Tabu teme i njihovo mesto u nastavi stranih jezika

Tabu u jeziku predstavlja univerzalan fenomen: u svakoj kulturi na svetu
postoje izrazi koji se izbegavaju iz razli¢itih razloga ili teme o kojima se nerado
govori (Rios Gonzélez 2011: 154). Oduvek postoje teme (i odredene reci i izrazi
povezani sa tom temom) o kojima je neprikladno ili nepozeljno govoriti, a
razlikuju se u zavisnosti od drustvenog, istorijskog i kulturnog konteksta odredene
drustvene zajednice.

Pod tabuom se podrazumeva ono §to se izbegava jer zajednica veruje da
moze biti Stetno za ¢lanove tog drustva — moze izazvati uznemirenost, neprijatnost
ili sramotu. Neke od najucestalijih tabu tema jesu seks, smrt, bolest, izluCivanje,
telesne funkcije, verska pitanja i natprirodno, ali se Cesto prenose i na druge
aspekte drustvenog zivota (Wardhaugh 2000: 234, cit. u Gao 2013: 2310).% Zasto
smrt predstavlja tabu? Strah od smrti ujedno izaziva i strah od re¢i i izraza koji
imaju veze sa smréu i odredenim bolestima. Mnogi ljudi veruju da su re¢i na neki
dublji nacin povezane sa onim $to simbolizuju (Gao 2013: 2311). Zbog toga ne bi
trebalo da ¢udi §to se o smrti ne govori jasno i direktno ve¢ najcesce ublazeno,
koris¢enjem brojnih metafora i eufemistickih izraza. Kako navodi Palajsa-
Backovi¢ (2012: 39-40), tema smrti je joS od pojave prvih drustava vazila za jedan
od dominantnijih tabua, dok je strah od fizickih posledica koje ¢e nakon smrti
uslediti posebno zaokupljao paznju ljudi tokom srednjeg veka. Pozitivan stav
prema smrti u hriS¢anskim drustvima dovodi se u vezu sa blazenstvom i mirom za
koje se smatralo da ¢e uslediti nakon — za najve¢i broj ljudi — mukotrpnog
ovozemaljskog Zivota. Razlog za takav stav, navodi Fernandes (2006: 101—-130, cit.
u Palajsa-Backovi¢ 2012: 39), jeste uticaj hris¢anske religije koja se trudila da smrt
predstavi kao vid spasenja kojem svi ljudi treba da teze.

Kada je u pitanju strah koji se nalazi u osnovi smrti kao tabu teme, u
savremenim drustvima situacija je znatno izmenjena. U svesti ljudi smrt se vise ne
dozivljava na pozitivan nacin kao $to se to ¢inilo u proslosti, zahvaljuju¢i razli¢itim

® Vise o tabuima i eufemizmima kao primeru kognitivnog kulturnog modela videti u Purigi¢ i
Georgijev 2016.
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faktorima poput znatno duZeg zivotnog veka i sekularizacije drustva, odnosno
slabljenju tradicionalnih i religioznih ubedenja (Alan, Buridz 1991: 159, cit. u
Palajsa-Backovi¢ 2012: 39-40). Tako je pozitivan stav prema umiranju i odlasku
na drugi svet, koji je u proslosti dominirao zahvaljujuéi uticaju crkve i poboznosti
drustvene zajednice, znatno izmenjen (Palajsa-Backovic¢ 2012: 48).

ProuCavanje jezickog tabua predstavlja proucavanje zabranjenih ili
neprikladnih znacenja i reci (Allan & Burridge 1991: 12) koji se odnose na oblasti
stvarnosti kao $to su seksualnost, etnicka pripadnost, religija, ekonomski status,
starenje, smrt, bolest ili telesne funkcije. Navedene tabu teme dobro su poznate i
prisutne u mnogim drustvima iako se ne moze rec¢i da je u pitanju konacna lista
(Pizarro Pedraza 2018: 1). Tokom ljudske istorije, tabui su se menjali i varirali od
verskih do sekularnih, od tradicionalnih do modernih, ali se naj¢e$¢i tabui i dalje
odnose na tela i telesne teCnosti, organe i ¢inove seksa, mokrenje i defekaciju,
bolest i smrt, imenovanje, obrac¢anje, dodirivanje i gledanje svetih bica, predmeta i
mesta (Alan, Buridz 2006: 1, cit. u Ili¢ 2013). Ljudska bi¢a je oduvek posebno
privla¢ilo ono §to je zabranjeno. Zabrana koja ima kulturnu i drustvenu osnovu je
ono $to je poznato pod nazivom tabu, i ve¢ pocetkom 20. veka biva shvaceno kao
komunikativna zabrana i drustveno ponasanje koje se direktno odrazava na govor
(Cestero Mancera 2015: 72-73). Proucavanje lingvistickog tabua jeste
interdisciplinarno polje, a upravo slozenost tabua kao fenomena privlaci paznju
istrazivada: lingvisticki tabu je od interesa za mnoge discipline unutar
humanistickih i (drustvenih) nauka. Kognitivni aspekti ovog fenomena su klju¢ni
deo mreze koji povezuje discipline zainteresovane za kogniciju sa onima koje se
fokusiraju na druStvenu stvarnost (Pizarro Pedraza 2018: 4). Tabuom se bave
pragmatika, sociolingvistika i kognitivna lingvistika, a od nedavno se proucavanju
ovog fenomena pristupa i iz multidisciplinarne perspektive kroz istrazivanja u
oblasti kognitivne pragmatike i kognitivne sociolingvistike (Cestero Mancera 2015:
73).

Ne treba zaboraviti da je tabu drustveni konstrukt koji zavisi od
ekstralingvistickih faktora jer nijedna rec, fraza ili tema nije sama po sebi loSa —
ona je loSa u o¢ima onih koji je tako ocenjuju (Andersson & Trudgill 1990: 35).
Zbog toga nema sumnje da je tabu kao fenomen uslovljen drustvenim faktorima
(Lopez Morales 2005: 17) pa se o njemu, osim kao o lingvistickom, moze govoriti i
kao o sociopragmati¢kom fenomenu.

Kao §to smo vec istakli, jedan od ciljeva nastave stranih jezika, prema
savremenim tendencijama, jeste razvoj interkulturne kompetencije koja
podrazumeva podsticanje tolerancije kod ucenika, odnosno spremnosti da razumeju
i prihvate razlicitosti koje su kulturno uslovljene. Ako su tabu teme univerzalni
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fenomen, §to bi znacilo da Cine sastavni deo svake kulture i samim tim i svakog
jezika koji oslikava kulturnu i drustvenu stvarnost odredene zajednice, namece se
pretpostavka da je vazno da ih i uCenici L2 u odredenoj meri poznaju. Znanja o
tome S§ta su tabu teme i na koji nacin se o njima moze razgovarati, odnosno o tome
Sta zajednica Ciji se jezik uci smatra drustveno i kulturno poZzeljnim i prihvatljivim
(jezickim) ponasanjem, mogu biti od koristi u razli¢itim Zivotnim situacijama.
Zbog toga se namece zakljucak da ucenje o kulturnim obelezjima — u ovom slucaju
upoznavanje sa tabu temama — treba da budu deo nastave stranih jezika, pa tako i
Spanskog kao L2, koji je u fokusu ovog rada (v. Duri¢i¢ i Georgijev 2016,
Georgijev 2014).*

3. TEMA SMRTI U NASTAVI SPANSKOG JEZIKA: EL DiA DE MUERTOS

Autorke se u ovom delu rada bave prisustvom teme smrti u nastavi
Spanskog jezika. U savremenom $panskom drustvu, kao i nasem, smrt se posmatra
kao tema koja u sebi nosi komponentu tuge i Zalosti. Prema Eskolar Garsija
(Escolar Garcia 2016: 6-7) smrt predstavlja tabu temu par ekselans, te kada neko
premine nailazimo na upotrebu brojnih eufemizama poput Se ha ide de viaje
(Otisao je na put), Estd en un lugar mejor (Nalazi se na boljem mestu), Lo/La
perdimos (Izgubili smo ga/je) umesto Estd muerto/a (Mrtav/Mrtva je), Ha muerto
(Umro/Umrla je) itd. U skladu sa savremenim tendencijama u obrazovanju,
Pedagogija smrti ($p. Pedagogia de la muerte) zalaze se za ukljuéivanje ove tabu
teme u proces obrazovanja ve¢ od nizih razreda osnovne Skole (Rodriguez
Herrero, Herran y Cortina 2015: 192) kako bi se aktivirao pozitivniji odnos
prema smrti kao neCemu prirodnom i nerazdvojno vezanom za svako Zivo bice.
Pionirska istraZivanja iz ove oblasti u Spaniji sprovode Eran, Gonsales, Navaro,
Freire i Bravo (Herran, Gonzalez, Navarro, Freire y Bravo 2000), Kortina i
Eran (2006, 2007), Kortina (Cortina, 2010), Eran i Gonsales (Herran y Gonzalez
2010), Rodriges Erereo, Eran i Kortina (Rodriguez Herrero, Herran y Cortina,
2015) i Eskolar Garsija (Escolar Garcia 2016).

U nastavi Spanskog jezika tema smrti se najées$¢e obraduje kroz meksicku
svetkovinu el Dia de Muertos (Dan mrtvih) koja predstavlja pandan prazniku
Zadusnice, odnosno Dusni dan i proslavlja se 1. i 2. novembra. Za ovaj praznik je
karakteristican nesvakida$nji odnos prema smrti i preminulima, te je stoga pogodan

* O rezultatima ankete o0 stavovima studenata 4. godine $panskog jezika i hispanskih knjizevnosti na
Katedri za iberijske studije Filoloskog fakulteta u Beogradu o tabu temama i eufemizmima u nastavi
$panskog kao L2 videti u Georgijev 2014.
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za obradu ove tabu teme. UNESCO (2016) je svetkovinu el Dia de Muertos 2003.
godine proglasio nematerijalnom kulturnom bastinom, a na Listi svetske kulturne
bastine se zvani¢no nalazi od 2008. godine.

Korpusnu gradu za ovo istrazivanje ¢ine udzbenici za Spanski kao strani
jezik® renomiranih izdavackih kuéa iz Spanije kao $to su Difusion, Edelsa,
Edinumen i SM Ediciones koji se upotrebljavaju u nastavi Spanskog jezika u Srbiji.
Analizirani su udzbenici od nivoa Al do B2. Autorke rada stavljaju fokus na
pomenute nivoe budu¢i da se oni izuCavaju u instituciji u kojoj autorke rade
(Filozofski fakultet Univerziteta u Novom Sadu), dok se nastava za nivoe C1 i C2
jo§ uvek ne izvodi. Analiza obuhvata 36 udzbenika.

Nasa polazna hipoteza je da ¢e tema smrti biti obradena kroz svetkovinu el
Dia de Muertos, te da ¢e biti pomenuta u malom broju udzbenika zbog ¢injenice da
je hispanska kultura izuzetno bogata i raznovrsna zbog c¢ega autori udZbenika
nailaze na veliki izazov pri odabiru aspekata hispanske kulture koje ¢e ukljuciti u
nastavu. Zbog kompleksnosti i specificnosti leksike koja karakteriSe ovu
svetkovinu, pretpostavljamo da ¢e biti data u vidu teksta u okviru vestine
razumevanja procitanog teksta, a u cilju razvoja leksicke kompetencije ucenika.
Jedna od pretpostavki je i da ¢e upravo zbog kompleksnosti teme i leksike ova
svetkovina izostati sa pocetnih nivoa (Al i A2) i da ¢e biti obradena prvenstveno
na vi$im nivoima ucenja (za potrebe ovog rada obradeni su udzbenici za nivoe B1 i
B2). U analizi korpusa je uzeta u obzir svaka vrsta aktivnosti u kojoj se pominje
tema smrti i svetkovina el Dia de Muertos.

3.1. Analiza korpusa i rezultati

U skladu sa polaznom hipotezom, analiza korpusa je pokazala da je tema
smrti vrlo malo zastupljena u udzbenicima za Spanski kao strani jezik. Kada se i
pominje, obraduje se u vidu praznika el Dia de Muertos zbog posebnog odnosa
prema ovoj temi u meksickoj kosmoviziji. Analiza korpusa (v. Tabelu br. 1)
pokazala je da praznik el Dia de Muertos moze biti obraden kako na nizim (Al—
A2) tako i1 na viS§im nivoima (B1) ufenja Spanskog jezika. Medutim, uo¢eno je
odsustvo teme smrti na nivou B2.

® Vige o elementima $panske kulture u udZbenicima $panskog kao stranog jezika videti u Marigié i
Moreno Fernandez 2015.
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Tabela br. 1: Rezultati analize korpusa.

Nivo: Naziv udzbenika: Tip aktivnosti:
Al Prisma Al Comienza, LP Comprensidn de lectura
(2002: 104)
Club Prisma Al, LP (2007: Comprension de lectura
90)
Pasaporte Al (2007: 131) Comprensién de lectura
A2 Nuevo ELE Inicial 2 (2006: Comprensidn de lectura
74-75)
ELE Actual 2 (2011: 90-91)  Comprensidn de lectura
Bl Aula Internacional 3 (2014: Expresion oral
44-45) Comprensidn de lectura
B2 / /

Na nivou A1 u udzbeniku Prisma Al Comienza, libro del profesor (2002:
104) i Club Prisma Al, libro del profesor (2007: 90) u lekciji br. 10. ovaj praznik
se pojavljuje u okviru dodatnog materijala i predstavljen je u vidu teksta ¢iji su
pasusi ispremestani. Zadatak ucenika je da na osnovu markiranih konektora za
koheziju teksta poredaju ispremestane delove i sastave informativni tekst u kome je
predstavljen ovaj meksic¢ki praznik. Kao dodatnu aktivnost, nastavnik moze u
nastavku casa da kroz usmeno ili pismeno izraZzavanje sa ucenicima obradi ovu
temu u smislu iskazivanja misljenja o ovom neobi¢nom prazniku u Meksiku ili u
vidu poredenja ovog praznika sa nasim praznikom.

U udzbeniku Pasaporte Al (2007: 131) se u lekciji br. 5, u okviru odeljka
Cultura hispanica, koji se nalazi na kraju svake lekcije, obraduje ovaj praznik u
vidu teksta Cije pasuse treba povezati sa ponudenim slikama koje vizuelno
predstavljaju neke od aktivnosti koje stanovnici Meksika obavljaju na ovaj praznik.
Sledi vezba usmenog izrazavanja (Sp. expresion oral) o temi smrti u drugim
Kulturama.

Na nivou A2, prisustvo ovog praznika pronalazimo u udzbeniku Nuevo
ELE Inicial 2 (2006: 74-75) i njegovom novijem, poboljsanom izdanju ELE Actual
2 (2011: 90-91) u lekciji br. 7, u okviru odeljka Descubre Espafia y Ameérica
Latina kojim se zavrSava svaka lekcija. Ovde je praznik el Dia de Muertos obraden
kroz aktivnost razumevanja procitanog teksta (§p. comprension de lectura).

Na nivou B1, u udzbeniku Aula Internacional 3 (2014: 44-45) u lekciji br.
3, u odeljku Viajar, kojim se zavrSava svaka lekcija, autori daju informativni tekst
pod naslovom La muerte no es el fin u kome je detaljnije nego na nizim nivoima
predstavljen ovaj praznik, njegovo poreklo i obi¢aji koji su karakteristi¢ni za ovaj
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dan. Upravo je svrha poglavlja Viajes upoznavanje ucenika sa specifi¢nostima
hispanske kulture. Kao uvodna aktivnost predvideno je aktiviranje vokabulara koji
ucenici poseduju o svetkovini el Dia de Muertos, da bi se u toku ¢itanja teksta, a u
cilju razvoja leksicke kompetencije, taj vokabular prosirio. Na kraju je predvidena
vezba usmenog izrazavanja o slicnim svetkovinama u kulturi kojoj pripadaju
ucenici.

Na nivou B2 nisu pronadeni udzbenici u kojima se obraduje praznik el Dia
de Muertos, dok analiza udzbenika za nivoe C1 i C2 nije uvrStena u ovaj rad,
buduéi da se na Filozofskom fakultetu u Novom Sadu nastava na ovim nivoima
ucenja Spanskog kao L2 ne izvodi.

Dakle, od ukupno 36 analiziranih udzbenika, praznik el Dia de Muertos je
obraden u svega 6 i najcesce je predstavljen putem informativnog teksta u vidu
vezbe razumevanja procitanog teksta.

Slaba zastupljenost ove teme u udZbenicima motivisala je autorke ovog
rada da u narednom odeljku ponude predlog didakticke jedinice na temu praznika
el Dia de Muertos osmisljen za nivo u¢enja B1.

3.2. Predlog didakticke jedinice o temi smrti u nastavi Spanskog jezika kao L2

U ovom odeljku dajemo predlog didakticke jedinice za nivo ucenja B1 u
kojoj se kroz razne aktivnosti, i uz aktiviranje svih jezickih vestina, obraduje tema
smrti kroz praznik el Dia de Muertos. Ovaj tip didakticke jedinice u skladu je sa
poglavljem br. 11. Saberes y comportamientos sociales, odeljak 3. ldentidad
colectiva y estilo de vida, paragraf 3.5 Fiestas, ceremonias y celebraciones
Nastavnog plana Instituta Servantes (Sp. Plan Curricular del Instituto Cervantes
2006), kojim se propisuje obrada narodnih praznika u cilju razvijanja interkulturne
kompetencije ucenika. U Zajednickom evropskom referentnom okviru za jezike
(2002: 109) takode se pominju religiozni obi¢aji, ceremonije i praznici u okviru
ritualnih ponasanja (5. poglavlje: Kompetencije korisnika/ucenika).

Ficha introductoria

Nombre de la El Dia de Muertos

actividad

Autor/es Ivana Georgijev & Sanja Mari¢i¢ Mesarovi¢

Nivel y destinatarios Bl

Duracion 1.5 horas

Objetivos Introducir contenidos culturales sobre México a partir de las fotos

y del video MEXICO: Celebracidon del Dia de Muertos, Una
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Tradicion Milenaria

Descripcion de las fotos. Identificacion de objetos y costumbres
relativos a la fiesta del Dia de Muertos

Expresar ideas, gustos e impresiones.

Destrezas Comprensién oral y escrita
Produccién oral y escrita
Contenidos Uso del presente de indicativo.
funcionales, Uso del presente de subjuntivo (para expresar sentimientos: gusto,
léxicos asombro y aversion).
y gramaticales Léxico de la fiesta el Dia de Muertos.
Dinamica Individual, en parejas y en grupo.

Material y recursos

Fotocopias adjuntas.
Video disponible en
https://www.youtube.com/watch?v=DQrqVq5nf34

Secuenciacion

= Actividad 0 es introductoria, corresponde a la fase de
preparacion.

= Actividad 1: Relacionar las fotos con las palabras del
recuadro.

= Actividad 2: Relacionar las descripciones con las fotos de la
actividad anterior.

= Actividad 3: Relacionar las palabras con sus definiciones
mientras se visiona el video.

= Actividad 4: Completar los huecos con las palabras y
expresiones del recuadro. Se repasa el vocabulario de los
ejercicios anteriores.

= Actividad 5: Al completar el texto de la actividad anterior,
sefialar si las afirmaciones son verdaderas o falsas, segun el
texto.

»  Actividad 6: Redactar textos breves sobre una celebracion (del
propio pais o de cualquier otro) relacionada con la muerte.

Secuenciacion /
soluciones

= Actividad 1: 1-altar de muertos; 2-flores de cempasuchil; 3-
pan de muerto; 4-la Catrina; 5-calaveritas de azucar; 6-papel
picado.

= Actividad 2: a-3; b-6; c-1; d-4; e-5; f-2

= Actividad 3: 1-I; 2-m; 3-j; 4-d; 5-b; 6-h; 7-g; 8-k; 9-i; 10-f;11-
c;12-a;13-e

= Actividad 4: 1-celebracion; 2- antepasados; 3-prehispanico; 4-
altares; 5-recordar; 6-ofrendas; 7-papel picado; 8- flores de
cempasuchil; 9-pan de muerto; 10- tumbas; 11-desfiles; 12-
espiritus.

» Actividad 5: 1-F, 2-V; 3-F; 4-V; 5-V; 6-F; 7-F; 8-V
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Actividad 0
iHablemos de lo que no se habla!

= ;Se celebra el Dia de Muertos en tu pais?

= ;Crees gque es una tradicion importante? ;Por qué?

= ;COmo se celebra? ;Conoces algunos rituales? ¢ Crees que son los mismos en
otras culturas?

= ;Hay algan color gque en tu cultura se relaciona con la muerte y que la gente
lleva cuando esta de luto?

= QOctavio Paz, un escritor mejicano dijo: “Para el habitante de Nueva York, Paris
o Londres, la muerte es palabra que jamas se pronuncia porque quema los
labios”. ;Qué quiere decir el escritor con esta frase? ;Cémo la entiendes tu?
¢ Estas de acuerdo con él o no?

= ;Qué sabes de la celebracion mexicana del Dia de Muertos?

Actividad 1. Relaciona las siguientes fotosé con el vocabulario del recuadro
para descubrir algunos elementos importantes de la fiesta popular mexicana
que se llama el Dia de Muertos.

flores de cempasuchil / altar de muertos / la Catrina / papel picado /
calaveritas de azlcar / pan de muerto

® Slike su preuzete sa
https://www.google.es/search?g=dia+de+muertos&source=Inms&tbhm=isch&sa=X&ved=0ahUKEwi
E4u6ljZPhAhVBwqYKHV2AC2UQ AUIDIgB&biw=1366&bih=576
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Actividad 2. Ahora relaciona estas descripciones con las fotografias del
ejercicio anterior (1-6) para descubrir un poco mas sobre ellas.

a___

Es una comida tradicional del Dia de
Muertos y uno de los productos dulces mas
importantes de estas fechas. Muchas veces

aparece decorado con lagrimas y adornos en
forma de huesos.

b
Es un producto artesanal ornamental que se
trabaja en México y sirve para decorar
festividades de todo el pais. Se distingue su
uso en las ofrendas a los muertos el 2 de
noviembre lo que dota a los altares de
mucho color, alegria y vida.

€

Es un tipo de mesa que se coloca en alguna
parte de la casa para ofrecer las ofrendas a

d)

Creada por el grabador mexicano José
Guadalupe Posada hace mas de 100 afios y
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los muertos. Las familias pasan largas horas
trabajando en ello. Cada uno debe
representar a los cuatro elementos: agua,
colocado en una vasija de barro, tierra, con
los diversos frutos obtenidos de esta, fuego,
con velas y viento que se representa a través
del papel picado.

bautizada por el pintor Diego Rivera, nos
presenta a la muerte vestida de forma que
atrae mucha atencién y con un sombrero de
plumas. Es conocida como la dama de la
muerte e inspirada por la diosa
Mictecacihuatl.

e

Es comida tradicional del Dia de Muertos
en forma de cabezas de muertos que son
hechas con azcar, claras de huevos, agua,
jugo de limén y crema agria de leche. Se
ponen en los altares y se entregan a los
nifios y jévenes como regalos. Vienen
decorados con flores, cruces, etc.

)

Tienen colores muy vivos como el amarillo
y naranja y se colocan en los altares de
muerto y en el suelo dibujando un camino.
Pretenden simbolizar la luz del sol que debe
alumbrar el camino de los difuntos hacia la
Tierra.

Texto adaptado de http://chilemoleypozole.blogspot.com

Actividad 3. Antes de visionar el video sobre el Dia de Muertos en México que
tu profesor te va a mostrar, intenta relacionar las palabras de la lista (1-13)
con sus definiciones (a-m) para familiarizarte un poco mas con el vocabulario

del Dia de Muertos.

lugar en el que esta enterrado un cadaver
terreno, generalmente cerrado, destinado a enterrar
volver a tener presente en nuestra mente algo del pasado,

traer de nuevo a nuestra memoria
conjunto de los huesos de la cabeza

padres, abuelos, bisabuelos; personas de las que

indigena, que existia antes de la llegada de los espafioles

a) parada, procesion, marcha
b) persona que ha muerto

1. esqueleto C)

2. cadaver d) espiritu

3. prehispénico/a e)

4. fantasma cadaveres.

5. difunto f) accién de celebrar

6. calavera 0)

7. recordar

8. ofrenda h)

9. antepasados i)

10. celebracion descendemos

11. tumba J)

12. desfile k)

regalo o donacién que se hace como un gesto de gratitud,
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13. cementerio de amor o de respeto, también por motivos religiosos,
muchas veces a dioses o espiritus

1) conjunto de huesos que forman el cuerpo

m) cuerpo muerto

¢GUSTO, ASOMBRO O AVERSION?

Ahora que has visto el video:

= ;CAomo se celebra el Dia de Muertos en México? ¢ Te acuerdas de algunos
rituales?

= ;Te hasorprendido como honran los mexicanos a la muerte? ;Por qué? ¢Es
similar como en tu pais? (Me gusta / fascina que... No me gusta mucho que...
Me extrafia / asombra que... Me parece interesante / increible / raro que...+
presente de subjuntivo)

= ;Te gustaria visitar México el 1y el 2 de noviembre para el Dia de Muertos?

Actividad 4. ;Como es el sentido mexicano de la muerte? Con ayuda del
vocabulario del recuadro, completa el texto de abajo para aprender mas sobre
esta fiesta popular.

desfiles / pan de muerto / espiritus / tumbas / papel picado / altares / celebracién / recordar /
ofrendas / flores de cempasuchil / antepasados / prehispanico

El romance de México con la muerte

La muerte es un tema tabd en muchas culturas. Una palabra que supone el dolor, el
sufrimiento, la tristeza y la pérdida. En la muerte se piensa con temor y por eso no se suele
hablar mucho sobre el tema. En contraste con muchas culturas occidentales, los mexicanos
viven con una cierta aceptacion de la muerte, a veces hasta la celebran. ‘“Nuestras
relaciones con la muerte son intimas”, escribio Octavio Paz, el poeta mas celebrado del
siglo XX en Meéxico. ;Sera ese el motivo por el cual cada afio crece la popularidad
internacional del Dia de Muertos?

El 1 y el 2 de noviembre los mexicanos estan preparados para celebrar el Dia de Muertos.
Ellos ven la muerte desde un punto de vista poco convencional, incluso se rien de ella. Por
eso, se trata de una (1) llena de color y simbolismo. Es, sin duda,
una de las tradiciones mas importantes para la mayoria de los mexicanos que se celebra en
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honor de sus (2) . Representa un concepto de la vida totalmente
diferente porque en el pensamiento mexicano no existe el miedo a la muerte. Como escribid
Octavio Paz, mientras que “el habitante de Nueva York, Paris o Londres, la muerte es
palabra que jamas se pronuncia porque quema los labios”, el mexicano “la frecuenta, la
burla, la festeja, juega con ella...”

El Dia de Muertos es una fiesta de origen (3) . Con la llegada de los
conquistadores espafioles se fija la fecha de esta festividad que coincide con las fechas
catolicas de Todos los Santos y los Fieles Difuntos. ¢Y como se celebra? Muchas familias
colocan (4) en sus casas para (5) a sus seres
queridos muertos. Muchas otras personas van a los cementerios a visitar a sus muertos el 1
de noviembre y colocan (6) o altares. Tienen costumbre de poner las
fotos de los difuntos a los que se dedica el altar y prenden velas. Ademas, adornan los
altares con (7) de colores vivos y (8) que son
de color amarillo intenso porque se cree que ese color es guia de las almas. Otros elementos
importantes en las ofrendas son: la sal, el agua, unas comidas tradicionales como las
calaveritas de azlcar y el (9) ; bebidas como mezcal, atole, tequila;
cigarrillos y otras cosas favoritas de los muertos. Luego las familias pasan la noche sin
dormir. Rezan y comparten historias y recuerdos de sus difuntos. El dia siguiente, el 2 de
noviembre, es una fiesta, porque los mexicanos sienten en su corazén que sus seres
queridos muertos vuelven a estar con ellos por un solo dia. Entonces, las familias comen en
el cementerio, alrededor de las (10) , & veces acompafiados por la
musica de los mariachis.

La tradicion mexicana del Dia de Muertos es Patrimonio Cultural Inmaterial de la
Humanidad de la Unesco. Estas tradiciones interesantes y auténticas también encontraron
lugar en la pelicula animada de Pixar, Coco, que se hizo en 2017. Es la pelicula mas
taquillera en la historia de México - un retrato magnifico del intenso romance con la vida
después de la muerte en México. Es una obra cinematografica que ha representado del
modo refrescante y auténtico la cultura popular mexicana. Gran parte de la historia en Coco
sucede durante la fiesta del Dia de Muertos, cuando muchos mexicanos pasan 24 horas en
un cementerio ofreciendo regalos a familiares que ya no estan con ellos. En México les dan
la bienvenida a los antepasados con mdsica, baile y conversacién en sus famosos (11)
por las calles llenas de gente y colores vivos.

Miguel Rivera, el protagonista de Coco que tiene doce afios se embarca en este viaje junto a
un perro callejero. Ambos recorren el mundo de los muertos y de los (12)
en donde enfrentan varias dificultades. A lo largo de la historia
aparecen obstaculos y malos sefiales pero al final todo termina en risa porque hay que saber
reirse de la muerte. La idea de que la muerte es triste y oscura, por lo cual debe ser un tema
prohibido, no forma parte del sentido mexicano de la muerte. Los mexicanos la mantienen
de cerca, no la esconden, tampoco se sienten asustados por ella. Sobra decir que hay mucho
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que evitar o temer en este mundo nuestro. La muerte no necesita serlo.

Texto adaptado de:
https://www.nytimes.com/es/2017/12/09/coco-muertos-mexico-pixar-cultura/
http://www.colorele.es/etiqueta/dia-de-los-muertos/

Actividad 5. Sefala si las siguientes afirmaciones son verdaderas (V) o falsas
(F) segun el texto anterior.

1. Lagente pasa un rato en los cementerios el 2 de noviembre para estar \Y/ F
con sus antepasados.

2. Esta celebracion es reconocida institucionalmente. \Y/ F

3. No hay comidas tradicionales puesto que cada familia prepara lacomida  V F
favorita de sus seres queridos muertos.

4. En el texto se menciona un largometraje animado como un ejemplo de \ F
cultura popular que celebra el Dia de Muertos en México de una forma
innovadora.

5. Los mexicanos no intentan escapar del tema de la muerte. \Y/ F

6. La concepcion de la muerte en México no es distinta comparando con \Y/ F
otros paises europeos pero si es distinta de los paises del oriente.

7. El origen del Dia de Muertos es desconocido. Se supone que se remonta \ F
a América prehispénica.

8. México es un pais en el que la muerte una vez al afio se convierteenuna  V F

fiesta en forma de la celebracion que se llama el Dia de Muertos.

Actividad 6. En parejas, redactad un texto breve sobre una celebracion
relacionada con la muerte que os parece auténtica e interesante. Puede ser de
vuestro pais o de cualquier otro. Podéis buscar la informacién en Internet si
desconoceis los origenes u otros datos importantes. Luego contadla a vuestros
comparieros de clase:

- ¢Dénde se celebra y cuando?

- ¢Por qué se celebra? ;Qué o a quién se honra?

- ¢Hay algunas caracteristicas o rituales interesantes relacionados con la
celebracion?

- ¢Alguna vez habéis asistido a esa fiesta? ;Os ha gustado o no? ;Por qué?

4. ZAKLJUCNA RAZMATRANJA

Povezanost i medusobna uslovljenost jezika i kulture vodili su tokom
razvoja nastave stranih jezika ka pojavi ideje da u uéenju L2 nije dovoljno usmeriti
paznju samo na jezi¢ku, ve¢ je neophodno razvijati i interkulturnu kompetenciju
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kako bi komunikacija bila moguca i uspeSna. Razvijanje interkulturne
kompetencije je veoma znacajno, zato §to se zahvaljuju¢i njoj kod ucenika L2
razvija tolerancija, ali i uvidanje sli¢nosti i razlika koje postoje izmedu sopstvene /
maternje kulture i ciljne kulture, pa samim tim i dva jezika. Ucenici na taj nacin
sticu znanja o §iroj jezickoj i kulturnoj slici sveta. Polaze¢i od te ideje, tabu teme
takode Cine sastavni deo kulture i zasluzuju paznju u nastavi stranih jezika. U ovom
radu fokus je na temi smrti kao ilustraciji tabua prisutnog u srpskoj i u hispanskoj
kulturi i jeziku. Osim teorijskog dela rada i analize prisustva teme smrti u
udzbenicima za Spanski jezik kao L2, dat je predlog za obradu ove teme na Casu
Spanskog kao stranog jezika sa ciljem razvoja interkulturne kompetencije kod
ucenika. Obrada veoma poznate hispanske svetkovine koja je u vezi sa temom
smrti, kao i obrada teme smrti u svetkovinama drugih kultura i naroda (Sto se u
predlogu didakticke jedinice preporucuje), omogucéava da kroz dublju analizu istog
fenomena iz perspektive razliCitih kultura gradimo interkulturni dijalog i,
posledi¢no, interkulturnu kompetenciju.

U skladu sa naSom polaznom hipotezom, analiza korpusa je pokazala da je
tema smrti vrlo malo zastupljena u udzbenicima za Spanski kao strani jezik. Kada
se i pominje, obraduje se isklju¢ivo opisivanjem praznika El Dia de Muertos, jedne
autenti¢ne hispanske proslave u kojoj se sagledava nesvakidasnji odnos prema temi
smrti u meksickoj kosmoviziji. Korpusnu gradu za ovo istrazivanje predstavljaju
udzbenici za $panski kao strani jezik renomiranih izdavackih kuéa iz Spanije koji
se upotrebljavaju u nastavi u Srbiji (Difusion, Edelsa, Edinumen i SM Ediciones).
Analiza je obuhvatila 36 udZbenika od nivoa Al do B2, pri ¢emu je prisustvo teme
smrti, odnosno pomenutog praznika identifikovano u svega Sest (6) udzbenika i to
na nivoima Al1-Bl. Praznik el Dia de Muertos je najées¢e predstavljen u vidu
informativnog teksta kroz vezbu razumevanja procitanog teksta. Dalje, u naSoj
korpusnoj gradi nije uocena obrada teme smrti, niti meksicke svetkovine na nivou
B2 c¢ime je opovrgnuta jedna od polaznih pretpostavki da ce, usled leksicke
specifi¢nosti i kompleksnosti teme, prvenstveno biti zastupljena na viSim nivoima
ucenja (B1 i B2).

Kada je u pitanju didakticka jedinica ponudena u ovom radu, ona moze da
posluzi nastavnicima kao primer za obradu tabu tema u nastavi, ali i kao ilustracija
jednog od nacina na koji se ucenicima moze pribliziti hispanska kultura, a
posredstvom nje 1 Spanski jezik. Motivacija za pripremu ovog materijala je
nastavno iskustvo koje je pokazalo da su tabu teme retko zastupljene u didaktickom
materijalu $panskog kao stranog jezika, pa se skrece paznja na moguénosti koje
upravo ovakve teme mogu pruZiti — tabu teme mogu biti polazna tacka za diskusiju
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i konverzaciju kod ucenika na vi§im nivoima znanja, a mogu biti korisne i za
vezbanje vestina pregovaranja i argumentovanja stavova.

Odabirom odredenih tema i nastavnih materijala nastavnik stranog jezika
moze da kod svojih ucenika podstakne toleranciju prema drugima i drugacijima,
kao i otvorenost prema Sirem okruzenju i razliCitim obrascima miSljenja i
ponasanja. Ovakav pristup nastavi stranih jezika u skladu je sa savremenim
tendencijama koje pomeraju fokus sa razvoja komunikativhe na razvoj
interkulturne kompetencije.
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TABOO AND INTERCULTURAL COMPETENCE IN FOREIGN LANGUAGE
TEACHING: THE TOPIC OF DEATH IN SPANISH AS A FOREIGN LANGUAGE

Summary

In this paper the authors discuss the topic of death in teaching Spanish as a foreign
language. The aim of this research is, in accordance with the current trends in foreign
language teaching that focus on students’ intercultural competence, to shed light on the
subject of death and the possibilities of including this subject in teaching Spanish as a
foreign language. The authors’ initial idea is that the elaboration of the phenomenon of
death from the perspective of different cultures can build intercultural dialogue and,
consequently, intercultural competence. The hypothesis is that the phenomenon of death —
given the fact that it represents a universal phenomenon, but also one of the dominant
taboos in western societies — will be poorly represented in textbooks for Spanish as a
foreign language, mainly through a festivity called el Dia de Muertos and mostly on higher
levels of learning due to its complex and specific vocabulary. After the theoretical
framework where the concept of intercultural teaching is presented, the authors provide a
brief description of presence and elaboration of the subject of death in textbooks for
Spanish as L2 published by some of the most important publishers in Spain. Afterwards,
the model of a didactic unit is given. The results of the corpus research confirm the initial
hypothesis that the subject of death is barely represented in didactic material ant that it is
always represented through a Hispanic festivity clled el Dia de Muertos, which is
characterized by its uncommon understanding of death. The analysis refuted the initial
hypothesis that this subject would be represented on higher levels of learning showing its
presence on lower levels as well. The didactic unit offered in this paper deals with the
subject of death and the festivity el Dia de Muertos through different types of assignments
and exercises for the B1 level. The aim of the unit is to show the way taboo topics could be
explored in class in order to develop and improve Spanish students’ intercultural
competence.

Key words: taboo, death, el Dia de Muertos, Hispanic culture, intercultural competence,
Spanish as a foreign language.
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ANALYSIS OF ACADEMIC SELF-EFFICACY OF EFL STUDENTS IN
GRAMMAR SCHOOLS IN SERBIA

ABSTRACT: The aim of this research to discover whether there was a connection between
the degree of the students’ self-efficacy in learning English as a foreign language (EFL),
and the participants’ attendance of private English lessons, independent use of English
outside the classroom, age at which they started learning English, grade achieved at the end
of the previous term and self-evaluation of English knowledge. Data was gathered by a
survey and analyzed by means of a descriptive and inferential analysis. It was established
that overall average self-efficacy is relatively high. Furthermore, independent use of
English outside the classroom, students’ grade and self-evaluation proved to be the most
powerful self-efficacy determinants, leading self-efficacy to be both higher and lower in
certain situations. The results imply that the these relationships are complex and it is
necessary to offer possible explanations of the results in order to better understand students’
needs in EFL learning.

Key words: self-efficacy, EFL students, private English lessons, independent use of
English, beginning age of learning English, EFL grade, EFL self-evaluation.

ANALIZA AKADEMSKE SAMOEFIKASNOSTI KOD UCENIKA KOJI
UCE ENGLESKI JEZIK KAO STRANI JEZIK U GIMNAZIJAMA U
SRBIJI

APSTRAKT: Cilj ovog istrazivanja je da otkrije da 1li postoji veza izmedu stepena
samoefikasnosti ucenika koji uce engleski kao strani jezik i pohadanja privatnih ¢asova
engleskog jezika, samostalne upotrebe engleskog jezika van ucionice, uzrasta od kog uce
engleski jezik, ocene iz engleskog jezika ostvarene na kraju prethodnog polugodisSta i
samoprocene znanja engleskog jezika. Podaci su prikupljeni pomocu upitnika i analizirani
koris¢enjem deskriptivne i inferencijalne analize. Utvrdeno je da je sveukupna prose¢na
samoefikasnost relativno visoka. Pored toga, utvrdeno je i da su samostalna upotreba
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engleskog jezika van udionice, ocena i samoprocena najuticajnije determinante
samoefikasnosti, dovode¢i do toga da samoefikasnost bude i manja i veéa u odredenim
situacijama. Rezultati upucuju na to da su ovi odnosi kompleksni i da je potrebno ponuditi
moguca objasnjenja rezultata kako bi se bolje razumele potrebe uc¢enika u uc¢enju engleskog
kao stranog jezika.

Kljucne reci: samoefikasnost, ucenici koji uce engleski kao strani jezik, privatni casovi
engleskog jezika, samostalna upotreba engleskog jezika, uzrast od kog se uci engleski jezik,
ocena iz engleskog jezika, samoprocena znanja engleskog jezika.

1. INTRODUCTION

In this paper we explore the degree of academic self-efficacy of grammar-
school students who learn English as a foreign language (EFL). The aim of this
paper is to report on the results of a survey designed to examine the degree of
students’ self-efficacy in learning English with regard to their attendance of private
English lessons, independent use of English outside the classroom, age at which
they started learning English, grade achieved at the end of the previous term and
self-evaluation of English knowledge. In our research we focused on discovering
whether there was a connection between all aforementioned independent variables
and the dependent variable, i.e. the students’ degree of self-efficacy in learning
EFL in their grammar schools, with the aim of determining the significance of
possible impacts and whether they positively or negatively influenced self-efficacy.
The purpose of this research is to explore these connections and influences in order
to gain insight into students’ self-efficacy and ways of enhancing it when (and if)
necessary, taking students’ needs when learning EFL into consideration.

2. LITERATURE REVIEW

According to Bandura (1997), people strive to exert control over various
aspects of life. This is why their subjective beliefs, in comparison to objective
truths, can have a bigger influence on their motivation, affective states and actions
(Bandura 1997: 2). When acting upon these beliefs, the beliefs of self-efficacy are
crucial, since people are generally more motivated to perform an action which they
believe will produce a positive outcome. Therefore, Bandura defines “perceived”
self-efficacy as “beliefs in one’s own capabilities to organize and execute the
courses of action required to produce given attainments” (Bandura 1997: 3).

In an academic setting, it was established that self-efficacy has a great
impact on motivation, learning and achievement (Pajares 1996, as cited in Schunk
& Pajares 2007: 15). Namely, students’ motivation and self-efficacy are increased
when they feel their performance is successful and their set of skills is widening
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(Schunk & Pajares 2007: 25). Furthermore, it was found that high-school students
with high self-efficacy achieved better results and were more persistent than
students with lower self-efficacy (Bouffard-Bouchard, Parent & Larivee 1991, as
cited in Schunk & Pajares 2007: 25). In other words, “academic self-efficacy refers
to individuals’ convictions that they can successfully perform given academic tasks
at designated levels” (Schunk 1991, as cited in Bong & Skaalvik 2003: 6),
influencing academic achievement, especially in college and high-school students
(Pajares & Schunk 2001: 248). Furthermore, Pajares suggests that competence and
self-efficacy should be raised through real experiences of success and through an
objective interpretation of these experiences (Pajares 2005, as cited in Pajares,
Johnson & Usher 2007: 115; Pajares, Johnson & Usher 2007: 115).

Concerning attendance of private lessons, Montebon (2016) investigated
the effect of shadow education (private tutoring) on students’ self-efficacy in
science, discovering that students who attend private lessons with tutors generally
have a higher level of self-efficacy (Montebon 2016: 38). One of the factors that
can enhance students’ self-efficacy is social persuasion, i.e. the feedback of private
tutors which provides moral and academic support (Pajares & Britner 2006, as
cited in Montebon 2016: 38). Another crucial factor for self-efficacy is students’
physiological state, which includes anxiety and level of stress. It is believed that
students who attend private lessons experience a lower level of academic stress
because of the tutors’ support (Pajares & Britner 2006, as cited in Montebon 2016:
38).

Regarding independent use of English outside the classroom, Almarwaey
(2017) investigated the consequences of students’ use of social networking sites
(SNS) in terms of improving their self-efficacy in English. Because of their need to
socialize with their colleagues, students would use SNSs for any kinds of questions
regarding the course, classes, subject, exam etc., which can encourage learning
collaborations among them. They could use SNSs for communication with their
professors as well, which could eventually have a positive effect on their self-
efficacy level (Almarwaey 2017: 246).

Relating to the age at which students started learning English, Lampert
(2007) states that self-efficacy beliefs of children start to affect their future goals
while they are very young. Namely, a child showing higher self-efficacy will be
more successful academically and will explore more career options, compared to a
child with lower self-efficacy (Lampert 2007: 2). However, “through socialization
and modeling, people often learn to manage themselves and embrace standards that
serve as personal regulators for courses of action in many situations” (Grusec 1992,
as cited in Lampert 2007: 3). Therefore, self-efficacy is a dynamic concept which
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can change through an individual’s changes of socialization patterns (Lampert
2007: 3).

With regard to the grade the students achieved in the previous term, Wood
and Locke (1987) investigated the effect of students’ academic self-efficacy and
grade goals on their academic performance, establishing that self-efficacy
significantly influenced academic performance (Wood & Locke 1987: 1021),
which is in accordance with Bandura’s viewpoint that self-efficacy has a direct
impact on task performance (Bandura 1982, as cited in Wood & Locke 1987:
1021). Moreover, Tilfarlioglu and Cgnkara (2009) investigated self-efficacy of
students attending EFL classes and found that self-efficacy had a significant impact
on the students” EFL grades at the end of the year, stating that students can benefit
from high self-efficacy because this leads to the enhancement of intrinsic
motivation, lowering of anxiety, perseverance in difficult tasks, and ultimately to
an attainment of wanted outcomes (Tilfarlioglu and Cgnkara 2009: 136).

With respect to self-evaluation of students’” English knowledge,
Baleghizadeh and Masoun (2013) noticed that students who had to evaluate
themselves more often were more successful in learning English than those who
evaluated themselves only once, meaning that self-evaluation positively contributes
to the self-efficacy level (Baleghizadeh & Masoun 2013: 42). It is possible that
with self-evaluation students gain more confidence while performing a task which
eventually contributes to self-efficacy (Oscarson 1997, as cited in Baleghizadeh &
Masoun 2013: 43).

3. METHOD

The aim of this research is to examine whether there is a connection
between the students’ academic self-efficacy and the participants’ attendance of
private English lessons, independent use of English outside the classroom, age at
which they started learning English, grade achieved at the end of the previous term
and self-evaluation of English knowledge. The purpose of this survey is to
determine the degree of the students’ self-efficacy in learning EFL with respect to
the aforementioned independent variables. The cross-sectional survey design was
applied, being the simplest and fastest way to collect data among grammar-school
students. The surveys were distributed in six classes in two grammar schools in
Apatin and Novi Sad, Serbia.

A quantitative research design was used to answer the research question:

[1 Which learner characteristics have independent effect on the students’
academic self-efficacy in learning EFL?
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In accordance with the research question, five null hypotheses were
formed:

1. There is no difference in the degree of academic self-efficacy
regarding attendance of private English lessons.

2. There is no difference in the degree of academic self-efficacy
regarding independent use of English outside the classroom.

3. There is no difference in the degree of academic self-efficacy
regarding age at which the students started learning English.

4. There is no difference in the degree of academic self-efficacy
regarding grade achieved in the previous term.

5. There is no difference in the degree of academic self-efficacy
regarding students’ self-evaluation.

3.1. The Population and Participants

In December 2018, we questioned 101 students enrolled in six classes of
two grammar schools in Serbia, ranging from the first year to the fourth year of
study. The students were at the average age of 16.6, attending obligatory EFL
classes. Concerning the selection process, convenient sampling was applied
because only those students who were present in class could complete our surveys,
needing about 10 minutes for it. Regarding gender, there were 33 male and 68
female students making the gender patterning uneven. Since EFL classes are
conducted in a similar manner in all grammar schools in Serbia, which also
generally have uneven gender patterning, we can reason that the sample from our
study could be applied to all grammar-school students in Serbia.

3.2. Instrumentation

In our study, we used the questionnaire which was constructed by Owen
and Froman within their study which “concentrates on the development and
estimation of measurement properties of the College Academic Self-Efficacy Scale
(CASES)” (Owen & Froman 1988: 1). The College Academic Self-Efficacy Scale
(CASES) was tested both for reliability and validity by Owen and Froman. The
authors concluded that the CASES preliminary measurement features were
encouraging (Owen & Froman 1988: 4, 5).

The questionnaire was adapted to our research. Firstly, it was translated
from English into Serbian since our participants are generally at the intermediate
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level of English, so we wanted to avoid any possible misunderstandings. Secondly,
the students were not asked to write their average grade in English at the given
moment, but the grade achieved at the end of the previous term. Finally, four
independent variables were added to the survey: attendance of private English
lessons, independent use of English outside the classroom, age at which they
started learning English and self-evaluation.

Concerning the dependent variable, the participants’ degree of academic
self-efficacy was tested using 19 statements, which were chosen out of 33
statements from the original survey. The reason for omitting 14 statements was the
fact that those statements did not apply to academic self-efficacy in contemporary
learning of EFL in Serbia. The participants graded the 19 statements on a Likert
scale ranging from 1 to 5 (1 being the lowest degree and 5 the highest degree).

3.3. Variables in the Study

There are five independent variables in our study. Attendance of private
lessons and independent use outside the classroom were inquired by yes/no
questions. Age at which they started learning English was an open-ended question.
Grade achieved at the end of the previous term and self-evaluation of English
knowledge were in the form of the Likert scale question ranging from 1 to 5.

As already mentioned, the dependent variable was examined using 19
statements referring to the degree of the students’ self-efficacy in different tasks
included in their English lessons in grammar schools. All statements were in the
form of a Likert scale question 1-5.

3.4. Data analysis

The data was analyzed and the results were obtained by using the statistics
package for social science (SPSS), version 20. Descriptive analysis was used in
order to extract the mean, range, standard deviation and minimum and maximum
scores. Furthermore, inferential analysis was used to analyze an observed pattern in
detail. Another reason for using inferential analysis was to determine if the
relationship between independent and dependent variables existed and if so, to
examine that relationship. Firstly, t-tests were conducted to analyze the effects of
the participants’ attendance of private lessons and their independent use of English
outside the classroom. Secondly, correlations were conducted to test the effects of
the age at which participants started learning English, grade achieved at the end of
the previous term and self-evaluation.

196



ANALYSIS OF ACADEMIC SELF-EFFICACY OF EFL STUDENTS IN GRAMMAR ...

4. RESULTS
4.1. Descriptive analysis

The mean of the average self-efficacy of participants is 3.65 out of the
maximum 5. When dependent variables are observed separately, item 13 shows the
highest mean (4.69), while item 16 shows the lowest mean (2.24) (Table 1).
Regarding the distribution of items, those in which the statistical score of skewness
and/or kurtosis did not exceed three times the value of their standard error were
considered to be normally distributed. Meanwhile, those items in which skewness
and/or Kkurtosis exceeded this value were transformed to achieve normal
distribution. These include: 1, 2, 3, 4, 7, 10, 11, 12, 13, 14 and 15. Statistical tests
for inferential analysis were conducted with the transformed items.

Table 1. Descriptive statistics of dependent variables

Descriptive Statistics

Std.
N  Minimum Maximum Mean Deviation Skewness Kurtosis

Std. Std.
Statistic Statistic  Statistic Statistic Statistic Statistic Error Statistic Error

1 101 1.00 5.00 3.9208 1.33179 -993 .240 -248 476
2 101 1.00 5.00 3.9109 1.28918 -.945 .240 -308 .476
3 101 1.00 5.00 3.8020 1.40014 -821 .240 -.664 .476
4 101 1.00 5.00 43267 1.12347 -1.628 .240 1.645 .476
5 101 1.00 5.00 35050 1.56604 -583 .240 -1.213 .476
6 101 1.00 5.00 3.1584 1.49488 -167 .240 -1.334 .476
7 101 1.00 5.00 4.0495 1.20313 -1.151 .240 .383 476
8 101 1.00 500 3.0594 145480 -105 .240 -1.331 .476
9 101 1.00 500 35941 142953 -591 .240 -943 476
10 101 1.00 500 42772 1.03072 -1.197 .240 .322 476
11 101 1.00 500 3.8812 1.21068 -906 .240 -.123 476
12 101 1.00 500 43564 1.01572 -1.644 .240 2.181 476
13 101 1.00 500 4.6931 .73134 -2.734 .240 8.013 476
14 101 1.00 500 3.7921 145820 -854 .240 -739 476
15 101 1.00 500 44059 98161 -1.802 .240 2.653 .476
16 101 1.00 500 22376 145704 743 240 -907 476
17 101 1.00 500 2.8614 146990 .283 .240 -1.286 .476
18 101 1.00 500 3.1881 1.50806 -.167 .240 -1.374 .476
19 101 1.00 500 23861 146267 .611 .240 -1.037 .476

Average 101 1.47 500 3.6529 .75757 -615 240 .134 476

Valid N 101
(listwise)
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4.2. Inferential analysis
4.2.1. Attendance of private English lessons

Firstly, Table 2. shows that the statistically significant items were: 5 (t = -
2.100, p = 0.038), 10 (t = 3.642, p = 0.000), 15 (t = -2.562, p = 0.012). Secondly,
Table 2. also shows group statistics which was used to determine the difference in
mean scores of participants who attend and do not attend private English lessons.
Positive and negative t-coefficients are interpreted equally since both rebut the null
hypothesis that there is no difference in the degree of academic self-efficacy, and
the higher the t-coefficient is, the more significant the item is.

Table 2. Group statistics and Independent Samples Test for attendance of private English

lessons
Independent Samples Test
Group statistics t-test for Equality of Means
s i Sig. (2- _Mean
Private Lessons Mean . tailed) Difference
Deviation
5 no 3.2958 1.58920 -2.100 .038 -.70423
yes 4.0000 1.41421 -2.202 .031 -.70423
10 no 2149 .23977 3.051 .003 14464
yes .0702 15172 3.642 .000 .14464
15 no .6109 .15831 -1.844 .068 -.05481
yes .6657 .05608 -2.562 .012 -.05481

4.2.2. Independent use of English outside the classroom

Firstly, Table 3. shows that the statistically significant items were: 2 (t =
3.944,p =0.000), 3 (t=3.44,p=0.001), 4 (t=3.412,p=0.001), 5 (t =-5.067, p =
0.000), 6 (t =-6.774, p = 0.000), 7 (t = 2.435, p = 0.017), 8 (t = -7.357, p = 0.000),
10 (t = 4.487, p=0.000), 11 (t = 3.411, p = 0.001), 15 (t = -4.167, p = 0.001), 17 (t
= -3.187, p = 0.003), 18 (t = -2.212, p = 0.029). Secondly, Table 3. also shows
group statistics which was used to determine the difference in mean scores of
participants who use and do not use English independently outside the classroom.
Positive and negative t-coefficients are interpreted equally since both rebut the null
hypothesis that there is no difference in the degree of academic self-efficacy, and
the higher the t-coefficient is, the more significant the item is.
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Table 3. Group statistics and Independent Samples Test the independent use of English
outside the classroom

Independent Samples Test

Group Statistics t-test for Equality of Means
Sid t Sig. (2- _Mean
Independent Use Mean S tailed) Difference
Deviation
2 no 4584 .26233 3.944 .000 .25479
yes .2036 .23229 3.627 .002 .25479
3 no 4595 27461 3.440 .001 .23972
yes .2198 25214 3.244 .004 .23972
4 no .3241 .24261 3.412 .001 .20406
yes 1201 .21504 3.140 .005 .20406
5 no 1.8750 1.14746 -5.067 .000 -1.93676
yes 3.8118 1.44333 -5.926 .000 -1.93676
6 no 1.6250 .88506 -4.976 .000 -1.82206
yes 3.4471 1.41005 -6.774 .000 -1.82206
7 no 3511 24174 2.435 .017 15764
yes .1935 .23683 2.401 .026 15764
8 no 1.5000 .81650 -5.260 .000 -1.85294
yes 3.3529 1.36020 -7.357 .000 -1.85294
10 no .3855 .25978 4.487 .000 .25383
yes 1317 19679 3.713 .002 .25383
11 no 4385 .22359 3.411 .001 .21334
yes 2251 .23059 3.484 .002 .21334
15 no 4275 .22589 -8.078 .000 -.23732
yes .6648 .06772 -4.167 .001 -.23732
17 no 2.0625 .99791 -2.427 .017 -.94926
yes 3.0118 1.49995 -3.187 .003 -.94926
18 no 2.4375 1.59034 -2.212 .029 -.89191
yes 3.3294 1.45887 -2.084 .050 -.89191

4.2.3. Age at which participants started learning English, grade achieved at the
end of the previous term and self-evaluation of English knowledge

Table 4. was used to identify statistically significant items. Regarding age
at which participants started learning English, those include 6 and 8. Both items
show negative correlation, meaning that the lower the age at which students started
learning English, the higher the degree of self-efficacy, and vice versa. The results
also show that item 6 exhibits moderate correlation, while item 8 exhibits weak
correlation meaning that item 6 has a stronger relationship to the independent
variable of the beginning age of learning.
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Table 4. Correlations between dependent variables and age at which participants started
learning English, grade achieved at the end of the previous term and self-evaluation of
English knowledge

Correlations

Beglnnlng Of Grade Self-evaluation
Learning
2 Pearson Correlation .096 -566 -580"
Sig. (2-tailed) 341 2000 000
3 Pearson Correlation 157 -4727 -525
Sig. (2-tailed) 116 1000 1000
4 Pearson Correlation 194 4547 -517"
Sig. (2-tailed) 051 2000 000
5 Pearson Correlation -.186 5117 608"
Sig. (2-tailed) 063 1000 1000
6 Pearson Correlation 362" 4817 546"
Sig. (2-tailed) 000 000 1000
7 Pearson Correlation -.006 -220" 3407
Sig. (2-tailed) 953 027 001
8 Pearson Correlation -210" 4707 519"
Sig. (2-tailed) 035 2000 1000
10 Pearson Correlation 188 -7237 -728"
Sig. (2-tailed) 059 000 1000
11 Pearson Correlation 042 -3327 - 4647
Sig. (2-tailed) 680 001 2000
12 Pearson Correlation .018 -.132 -225"
Sig. (2-tailed) 855 189 024
14 Pearson Correlation .055 -.265 =223
Sig. (2-tailed) 584 007 025
15 Pearson Correlation -172 592" 7947
Sig. (2-tailed) 086 2000 000
16 Pearson Correlation -.039 253" 247"
Sig. (2-tailed) 701 011 013
17 Pearson Correlation -.144 218" 2417
Sig. (2-tailed) 150 028 015
19 Pearson Correlation .012 .186 2227
Sig. (2-tailed) 908 062 026

*. Correlation is significant at the 0.05 level (2-tailed).

**_Correlation is significant at the 0.01 level (2-tailed).

Regarding the grade achieved at the end of the previous term, statistically
significant items include: 2, 3, 4, 5, 6, 7, 8, 10, 11, 14, 15, 16, 17. Items 5, 6, 8, 15,
16, 17 show positive correlation, meaning that the higher the grade, the higher the
degree of self-efficacy, while items 2, 3, 4, 7, 10, 11, 14 show negative correlation
meaning that the lower the grade, the higher the degree of self-efficacy (and vice
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versa). Furthermore, item 10 exhibits strong correlation, items 2, 3, 4, 5, 6, 8, 11
and 15 exhibit moderate correlation, and items 7, 14, 16 and 17 exhibit weak
correlation, showing the strength of relationships between certain items and the
independent variable of grade.

Regarding the self-evaluation of English knowledge, statistically
significant items include: 2, 3, 4, 5, 6, 7, 8, 10, 11, 12, 14, 15, 16, 17, 19. Items 5,
6, 8, 15, 16, 17, 19 show positive correlation, meaning that the higher the self-
evaluation, the higher the degree of self-efficacy, while items 2, 3, 4, 7, 10, 11, 12,
14 show negative correlation, meaning that the lower the self-evaluation, the higher
the degree of self-efficacy (and vice versa). Furthermore, items 10 and 15 exhibit
strong correlation, items 2, 3, 4, 5, 6, 7, 8 and 11 exhibit moderate correlation, and
items 12, 14, 16, 17 and 19 exhibit weak correlation, showing the strength of
relationships between certain items and the independent variable of self-evaluation.

5. DISCUSSION

The aim of this research was to examine whether there is a connection
between the students’ academic self-efficacy and the participants’ attendance of
private English lessons, independent use of English outside the classroom, age at
which they started learning English, grade achieved at the end of the previous term
and self-evaluation of English knowledge, thus trying to determine which learner
characteristics have independent effect on the students’ self-efficacy in learning
EFL.

Descriptive statistics showed that the mean of the average self-efficacy of
participants was 3.65, indicating that the students have a relatively high degree of
academic self-efficacy. The students showed the highest degree of self-efficacy in
item 13 (I attend classes regularly). A possible explanation could be that the
attendance in class alone does not always demand any active participation and
challenging of motivation, anxiety or other affective factors, so the students
generally do not avoid coming to classes.

On the other hand, the students showed the lowest degree of self-efficacy
in item 16 (I talk to my teacher privately in order get to know them better). It is
likely that most students do not feel that they should meet their teachers on a
personal level because they might think their teachers are not interesting or because
they think their relationship should remain only professional.

When it comes to the attendance of private lessons, three items proved to
be statistically significant. First of all, the students who attend private English
lessons feel more confident in taking tests which require long and argumentative
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responses (item 5), probably because they spend more time learning English and
practising all of the language skills, which eventually prepares them better for this
type of tests. Furthermore, students who attend private lessons might be exposed to
assessment which includes essay questions since the learning groups are smaller
than in grammar-school classes and teachers have more time to implement
different types of evaluation. Secondly, those students who attend private lessons
may understand all content discussed in class more clearly than those who do not
(item 15). It is possible that this happens because they are more exposed to English
than the students who only learn English in school, which might lead to better
understanding. However, the results also revealed that the students who do not
attend private English lessons estimate their grades as higher (item 10). It could be
assumed that those students who attend private classes are more aware of their
knowledge and how much there is still to be learned. On the other hand, the
students who do not attend private English lessons may think they are at the higher
level only because they are not aware of their shortcomings. Additionally, it is
possible that the students who attend private English lessons got a couple of bad
grades on tests in private schools which led them to doubt their knowledge. It can
be concluded that students who attend private lessons are more successful in
producing complex answers to broader questions and in understanding the content
probably because the additional exposure to language enhances their self-
confidence. However, this does not necessarily mean that students attending private
lessons believe that they would get a good grade, possibly because they are more
aware of the complexity of language. Another reason could be that language is
more often tested via objective tests, which are more focused on specific units
rather than general content and understanding.

When the independent use of English outside the classroom is concerned,
there is a difference in items: 2, 3, 4, 5, 6, 7, 8, 10, 11, 15, 17 and 18. Regarding
items 2 and 3 which include taking part in discussions and speaking before teachers
and classmates, students who use English independently showed lower self-
efficacy, probably because they feel threatened by the classroom environment and
are unable to relax like they can when they communicate outside school. Regarding
items 4 and 10, which include taking objective tests (mostly used for grading) and
getting good grades, self-efficacy is again stronger in students who do not use
English independently, confirming that students who are relaxed outside the
classroom feel anxious inside it and are often not confident in taking formal tests.
Furthermore, objective tests and grading in grammar schools is often aimed at
assessing knowledge of specific language units, while everyday use is more
focused on understanding the general content and ability to transfer ideas. Finally,
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considering items 7 and 11, which include listening carefully in order to understand
complex topics and studying to master the content completely, students who do not
use English independently showed higher self-efficacy. It is possible that they are
more confident because their main concern is completing a task and getting a good
grade, rather than understanding whole content and complex units, so they do not
really get into the depth of lectures.

However, students who use English independently outside school showed
greater self-efficacy in items 5, 6 and 8, which include argumentation and
completing complex tasks such as writing a paper or answering essay questions,
and tutoring other students. It is possible that authentic language use has enabled
them to tackle complex assignments and tasks, as well as enhanced their
confidence to help others. Furthermore, these students are more confident in items
15 and 17, which include understanding the content and relating it to other
subjects, possibly because they are more confident since they are exposed to other
aspects of language which are not covered in school. Finally, these students also
show greater self-efficacy when having to stand up to a teacher (item 18), probably
because their awareness that they can use English without the teacher’s help gives
them confidence to also question teachers’ opinions. It could be concluded that
students who use English in everyday life outside school are more self-efficient in
understanding the content on the whole by relating it to authentic use, also being
able to connect their language knowledge to the wider knowledge from other
courses and everyday situations. However, self-efficacy is lower when they are
faced with forms of classroom assessment or speaking since they are probably not
comfortable in these formal situations.

Regarding the age at which participants started learning English, students
who started learning early showed higher self-efficacy in items 6 and 8, meaning
that they are more self-confident when they write seminar papers and tutor other
students, maybe because they have positive experiences from longer exposure to
learning. It could be also assumed that they have been more often exposed to more
complex tasks such as writing papers, making this type of task familiar to them.
Longer contact with the language also might make them more likely to tutor other
students because they have a longer experience of the language and perhaps a
better understanding which provides them with higher self-esteem.

Regarding the grade achieved at the end of the previous term and self-
evaluation, results are very similar. Students who get higher grades exhibit higher
self-efficacy in items 5, 6, 8, 15, 16 and 17, while students who grade themselves
highly exhibit high self-efficacy in items 5, 6, 8, 15, 16, 17 and 19. This shows that
students who get high grades and assess their knowledge of English higher are also
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confident both in doing essay questions and writing seminar papers (items 5 and 6).
Furthermore, they are confident in tutoring other students (item 8) and in
understanding content in classes and relating that content to other subjects (items
15 and 17). Additionally, they are also eager to talk to their teachers and find out
more about them (item 16). All of this could be explained by the fact that students’
self-confidence is often raised by good grades, which can make students more
proficient in writing and argumentation and in tutoring others. Moreover, good
grades may lead them to love the subject, encouraging them to master the content
and talk more with teachers. Also, it is possible that high self-efficacy leads to the
achievement of better grades which, in turn, leads to further enhancement of self-
efficacy. Additionally, students with high self-evaluation are prone to studying
regularly rather than cramming (item 19) and they probably feel more confident
because they know they have studied on a regular basis, or their self-efficacy, in
turn, makes them willing to study regularly.

However, students with lower grades reported greater self-efficacy (or vice
versa) in the following items: 2, 3, 4, 7, 10, 11 and 14. Similarly, students who
assessed themselves with lower grades reported greater self-efficacy (or vice versa)
in the following items: 2, 3, 4, 7, 10, 11, 12 and 14. Even though some students
have high grades and self-assessment, they are not willing to engage in speaking
exercises, which include class discussions or answering questions in front of other
classmates (items 2 and 3), probably because they do not perceive speaking as
something that should be graded due to the fact that, in EFL classes in school,
speaking is rarely assessed. Conversely, students who are eager to speak often have
problems with formal evaluation, which rarely includes oral assessment. The
results also show that students with lower grades and self-assessment are more self-
confident that they would do well on objective language tests, listen carefully to
lectures on complex topics, get good grades and study enough to understand the
material completely (items 4, 7, 10, 11). It is possible that they really want to
experience progress, so they convince themselves they can perform well, which
might lead to overestimating self-efficacy. In contrast, students who have good
grades and self-evaluation are still not confident because they doubt other aspects
of their learning or even their personality. Additionally, students with low self-
evaluation are more likely to demand respect from the teacher (item 12), probably
because they fear that their teachers would not respect them enough because of
lower grades and lack of knowledge, so the students may try to overcome this
problem by seeking respect in other ways such as standing up to them. The results
of the grade and self-evaluation are very similar probably because students feel a
grade truthfully reflects their actual knowledge and they adopt the same grade for
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self-assessment, even when they possess lesser or greater knowledge. It can be
concluded that the impact of grades and self-evaluation can significantly change
the degree of self-efficacy depending on the particular learning situation.
Generally, high grades and self-assessment can lead to self-confidence, which
enhances understanding and performance, but they are not always true indicators of
students’ knowledge and abilities and can lead to hindrance of self-esteem.

To sum up, all five factors have a powerful impact on students’ academic
self-efficacy, with self-evaluation being the most influential one. This is probably
because the way learners evaluate themselves can be the most important influence
on students since the way humans see themselves has a great influence on their
thoughts, emotions and behaviours. Also, the independent use of English outside
the classroom and the students’ grade proved to be of great importance for self-
efficacy since grades provide a very important measurement of knowledge and
self-worth, as well as the ability to use the language independently and more freely.
Nevertheless, the attendance of private English lessons and the age at which they
started learning also produces significant influences on self-efficacy because of the
time and additional effort put into language learning, as well as the exposure to a
foreign language.

6. CONCLUSION

Our research was conducted with the aim of answering which learner
characteristics have independent impact on students’ academic self-efficacy. The
data was gathered by a questionnaire distributed to grammar-school students in six
classes ranging from the first to the fourth year of study. The results were
interpreted by descriptive and inferential analysis of self-efficacy depending on
each independent variable, determining that all independent variables were more or
less influential, with the independent use of English outside the classroom,
students’ grade and self-evaluation as the most powerful determiners. Also, it was
established that the average degree of academic self-efficacy in English is
relatively high. However, students’ self-efficacy should be further enhanced since
they can benefit from it in terms of high motivation, low anxiety and successful
academic performance. Therefore, the educational system in Serbia and all its
teachers should work on ways to enhance students’ self-efficacy, such as including
all aspects of language into the curriculum, the classroom and the grading system,
promoting stress-free environment, offering support, encouraging autonomy in
language use, and ultimately teaching them to value their strengths.
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ANALIZA AKADEMSKE SAMOEFIKASNOSTI KOD UCENIKA KOJI UCE
ENGLESKI JEZIK KAO STRANI JEZIK

Sazetak

Cilj ovog istrazivanja je da utvrdi koje karakteristike uc¢enika imaju nezavistan uticaj na
stepen akademske samoefikasnosti uéenika koji uce engleski jezik kao strani jezik.
Nezavisne varijable ukljuuju pohadanje privatnih Casova engleskog jezika, samostalnu
upotrebu engleskog jezika van ucionice, uzrast od kog ue engleski jezik, ocenu iz
engleskog jezika ostvarenu na kraju prethodnog polugodiSta i samoprocenu znanja
engleskog jezika. Podaci su prikupljeni pomocu upitnika koji su podeljeni u est odeljenja u
dve gimnazije, ukljuCujuéi ispitanike od prve do Cetvrte godine gimnazije. Rezultati su
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analizirani i interpretirani kori§¢enjem deskriptivne i inferencijalne analize kako bi se
analizirala samoefikasnost u zavisnosti od svake nezavisne varijable. Deskriptivnom
analizom prvo je utvrdeno da je sveukupna prosecna samoefikasnost relativno visoka u
akademskom okruzenju. Medutim, dalji porast i razvoj samoefikasnosti doprineo bi daljem
povecéanju motivacije, snizavanju anksioznosti i povec¢anju uspeha u akademskim zadacima.
Pored toga, inferencijalnom analizom utvrdeno je da sve nezavisne varijable imaju ve¢i ili
manji uticaj na samoefikasnost, dok su samostalna upotreba engleskog jezika van uéionice,
ocena iz engleskog jezika ostvarena na kraju prethodnog polugodista i samoprocena znanja
engleskog jezika najznacajnije determinante akademske samoefikasnosti (s obzirom na to
da je utvrdeno da su navedene varijable statisticki veoma znacajne). Uzimajuéi sve ovo u
obzir, sistem $kolstva u Srbiji bi, zajedno sa nastavnicima i profesorima, trebalo da radi na
pronalazenju nacina kojima bi se povecala samoefikasnost ucenika. Vrlo je vazno da svi
aspekti jezika biti ukljuCeni u nastavni plan i program, kao i u rad na Casu i sistem
ocenjivanja. Neophodno je teziti ostvarivanju prijateljske atmosfere na casu, pruzati
podrsku i razumevanje ucenicima, ohrabrivati autonomiju ucenika u koris¢enju jezika, i
naposletku, poduciti uéenike kako da cene svoje sposobnosti, vestine i znanje.

Kljucne reci: samoefikasnost, ucenici koji uce engleski kao strani jezik, privatni casovi
engleskog jezika, samostalna upotreba engleskog jezika, uzrast od kog se uci, ocena iz
engleskog jezika, samoprocena znanja engleskog jezika.
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APPENDIX

UPITNIK
Pre nego Sto predemo na glavni deo upitnika, molimo vas da popunite sledece
podatke. Podaci ostaju anonimni i nema potrebe da piSete svoje ime i prezime.
Pol: M Z
Razred:
Od koje godine ucite engleski jezik:
Da li i privatno ucite engleski jezik (u skoli stranih jezika ili na privatnim
¢asovima)? DA NE
Da li koristite engleski samostalno van Skole? DA NE
Koju ocenu iz engleskog ste imali na kraju prosle Skolske godine? 1 2 3 4 5
Koju ocenu mislite da bi trebalo da imate iz engleskog? 12 345

U glavnom delu upitnika nalaze se tvrdnje koje se odnose na ucenje engleskog
jezika u Skoli. Molimo vas da odgovorite u kolikoj meri verujete da mozete
uspesno da izvrSavate date aktivnosti na ¢asovima engleskog jezika, tako §to Cete
za svaku tvrdnju zaokruziti jedan broj na skali od 1 do 5.

1 — uopste ne verujem

2 — pomalo verujem

3 — niti verujem niti ne verujem
4 — verujem

5 — u potpunosti verujem

Verujem da uspesno mogu da:

1. zapisujem u toku ¢asa i svoje beleSke dobro organizujem

12345

2. uCestvujem u diskusijama na Casu

12345

3. odgovaram na pitanja u velikim odeljenjima

12345

4. radim ,,objektivne” testove koji ukljucuju biranje ta¢nog od vise ponudenih
odgovora, odredivanje da li je tvrdnja tacna ili netacna, itd.

12345

5. radim testove sa esejskim pitanjima koji ukljucuju opSirne i argumentovane
odgovore na pitanja

12345

6. piSem seminarske radove i/ili prezentacije visokog kvaliteta

12345

7. pazljivo slusam na Casu kada se obraduje kompleksna tema

12345

8. poducavam druge ucenike
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12345

9. pitam profesora na ¢asu da ponovo objasni odredeni deo gradiva koji nisam
razumeo/la

12345

10. dobijam dobre ocene u vecini sluc¢ajeva

12345

11. u¢im dovoljno kako bih razumeo/la gradivo u potpunosti

12345

12. trazim od profesora da me poStuje

12345

13. redovno prisustvujem Casovima

12345

14. ubedim profesora da obra¢am paznju na gradivo tokom Casa i kada nije tako
12345

15. razumem vecinu gradiva koje se obraduje na Casu

12345

16. razgovaram nasamo sa profesorom kako bih njega ili nju bolje upoznao/la
12345

17. povezujem gradivo iz engleskog sa gradivom iz drugih predmeta
12345

18. se otvoreno ne slazem sa misljenjem profesora na ¢asu

12345

19. u¢im redovno, a ne ,,kampanjski”’, odnosno da ne u¢im gradivo samo par dana
pred odgovaranje, kontrolni ili pismeni zadatak

12345

Received: 15 May 2019
Accepted: 11 September 2019
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POPULAR CULTURE IN THE CLASSROOM:
THE ART OF HAVING FUN AND LEARNING

ABSTRACT: The aim of this paper is to examine a possible approach to teaching
vocabulary by heavily relying on popular culture and test its efficiency in the mastery of
vocabulary. It also attempts to determine how students perceive this approach as opposed to
a more conventional one. The paper implies drawing conclusions based on the study
conducted by the authors. The study analyses a sample of 30 elementary and secondary
school students (B2 level) who attended English classes in a private language school in
Novi Sad. The control group was taught vocabulary units by using the coursebook as
suggested in the teacher’s book. The experimental group used audio and visual material
from songs, games and films. The mastery of vocabulary and the level of satisfaction with
the class were higher in the experimental group.

Keywords: popular culture, vocabulary mastery, ESL, satisfaction.

POPULARNA KULTURA U UCIONICI:
UMETNOST ZABAVLJANJA I UCENJA

APSTRAKT: Cilj ovog rada je da se pozabavi moguéim pristupom predavanju vokabulara
oslanjanjem na popularnu kulturu i da se testira njegova efikasnost u savladavanju ovih
jedinica. Rad takode pokuSava da ustanovi kako ucenici doZivljavaju ovaj pristup u odnosu
na konvencionalni. Zakljuéci u radu doneti su na osnovu sprovedenog istrazivanja.
Istrazivanje se bavi uzorkom od 30 osnovaca i srednjoskolaca (B2 nivo znanja) koji su
pohadali kurs engleskog jezika u privatnoj $koli u Novom Sadu. Jedinice vokabulara
predavane su kontrolnoj grupi koriS¢enjem udzbenika na nacin koji je predlozen u
nastavnom planu za nastavnike. Eksperimentalna grupa koristila je audio- i vizuelni
materijal iz pesama, kompjuterskih igrica i filmova. Ucenici eksperimentalne grupe su bolje
savladali jedinice vokabulara i pokazali su veéi stepen zadovoljstva asom.

Kljucne reci: popularna kultura, savladavanje vokabulara, engleski kao strani jezik,
zadovoljstvo.
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1. INTRODUCTION

It is widely recognised that when children enter puberty, many of them are
heavily immersed in some form of popular culture that originates in an English-
speaking country. A logical step would be to bring such content into the classroom
to some degree and exploit it linguistically. The reason why it should be introduced
is to make the students more satisfied with what they are being taught. In turn,
working in such conditions should lead to achieving better results in mastering the
linguistic units.

In the empirical section of this paper, the aim will be to ascertain the
effectiveness of the introduction of popular culture in the classroom. The students’
satisfaction with the classes is expected to be higher in the experimental group as
opposed to the control group. The next hypothesis has to do with mastering the
vocabulary units that are being taught. The students of the experimental group are
expected to do better than the control group. What distinguishes this research is a
variety of forms of popular culture applied in one class as opposed to their separate
application found in the body of case studies.

2. LITERATURE REVIEW

The aim of this part of the paper is to point out the advantages of using
popular culture in the classroom as well as to examine the way it has been
implemented more extensively in a number of case studies. In addition, the
importance of learning satisfaction and its connection to popular culture is briefly
discussed.

2.1. The advantages of implementing popular culture in the classroom — a brief
review of relevant case studies

Kusnierek (2016: 33) conducted research on a sample of 28 students in a
Polish elementary school. The students of the experimental group were asked to
provide all the verbs that they knew within a short time limit and were then asked
to name the songs in which the verbs appeared. They were played two songs and
asked to identify all the verbs they recognised. They had to fill in the lyrics of a
song with the provided verbs and sing it. Finally, they had to come up with their
own sentences and use these verbs. Kusnierek (2016: 42) concludes that the
experimental group performed better and that music is a good tool because songs
imply the repetition of words. Students also want to discover their meanings and
thus learn subconsciously. Israel (2013: 1360) conducted her research on a sample
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of South African secondary school students who first analysed three songs in class
by listening to them and reading the lyrics. After enjoying the auditory aspect of
the songs, they were told that the songs were actually poems set in motion, since
analysing poems was generally perceived to be boring. Israel (2013) claims to have
changed their perception of poems and they started enjoying them more.

As for utilising films in the classroom, Ismaili (2013: 125) discusses her
experiment with university students, where she used ten-minute movie clips with
the experimental group to facilitate the mastery of vocabulary, writing and
speaking. After playing short clips, she asked them gquestions about the content in
order to check their comprehension and told them to write a short essay and
provide brief oral answers to her questions. The students of the experimental group
predominantly expressed their satisfaction with the approach and scored better than
the control group, which did not use movie clips. Kabooha (2016: 250-251)
conducted her research on a sample of fifty Saudi university students, in which
they were asked to guess the topic of the movies they were about to watch and they
were given expressions that might be difficult to comprehend. After watching the
chosen scenes, they were asked to answer a number of questions. They were told to
keep vocabulary journals, write essays and do role-play, which most of them found
useful and entertaining. Shing and Yin (2014: 50-52) conducted their research in a
Malaysian secondary school in response to the students’ poor verbalising abilities.
After watching whole movies, the students watched 10-20 minute scenes and were
expected to perform role-plays on identical or similar content. The results showed
that their intonation, stress and pauses improved.

When it comes to applying computer games, Quijano-Cruz (2007: 151-
153) makes reference to RPG games and considers them a valuable tool because of
the extent to which the users (learners) are exposed to the in-game dialogues. This
author suggests using the transcripts of games in the classroom for analysis since it
is a fun experience that the students can relate to. Each game has a certain cultural
setting that the students can benefit from. Once they start playing this game at
home, they can keep record of their progress in a journal. They could later be asked
to write essays about it. Sylven and Sundgvist (2012: 302) conducted research on a
sample of 86 Swedish teenagers who were told to play multi-player online role-
playing games at home, keep journals and record the number of hours they spent
playing. After testing these students the researchers concluded that those who had
been exposed to the games longer scored better on the test, especially with respect
to vocabulary. Lam (2013: 90) conducted research on a sample of 91 freshmen
students in Macau to see whether the use of two online games could help the
students improve their vocabulary mastery. They played Fling the Teacher and
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Jeopardy in a computer classroom in order to learn new vocabulary. They
completed a survey on how they felt about these classes and expressed their
satisfaction. Lam concludes that such games can be vital in making the students
more focused and persistent in language learning. Hansen (2018) provides very
interesting hypothetical ways of implementing computer games into the classroom.
He (2018: 55-56) explains that World of Warcraft can be played in a groups of
three students who collaborate using Discord software, while trying to complete
the levels. After doing the activity for 120 minutes, the students can present to the
class how many levels they accomplished, what kind of characters they chose and
what kind of difficulties they encountered.

2.2. Learning satisfaction

According to Wu et al. (2015: 2851-2852), learning satisfaction is the
effect that the teaching and learning process has on the learners. These authors
point out the importance that the teaching methods, course content and learning
environment (among other factors) have on overall student satisfaction and their
intention to continue learning. He goes on to say that this future intention of
students depends on their previous or current learning experience. He concludes
that the content is the most significant factor that determines their satisfaction and
their willingness to continue. Renkema (2006) suggests that those courses that are
positively evaluated are more likely to be continued in the future. Cheung (2001.:
60) posits that teachers should take into account students’ lives and interests when
choosing the teaching material. In other words, creating a pleasant learning
environment enables the students to thrive.

3. RESEARCH METHODOLOGY

This section of the paper deals with the empirical data gathered in the
study, which will later be analysed.

3.1. Participants

The participants of this research were elementary and high school students
who were attending a B2 course of English in a private language school in 2018
(Novi Sad, Serbia). There were 30 students ranging from the ages of 14 to 20. Prior
to starting the course, they had been tested to ascertain which level they were. In
other words, the groups in the school were formed based on their performance on
the Oxford Placement Test. They had regular classes of English twice a week, an
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hour and a half per class. They were taught by two different teachers but the same
material was used and they were taught at the same pace. The coursebook,
workbook and audio material were from the New Opportunities Upper-
Intermediate (Harris, Mower & Sikorzynska 2006) course. Of the total number of
participants, 14 of them were female, while the remaining 16 were male. Although
the students were members of four separate groups (classes) in the private school,
they were merged into two groups for the purposes of the research.

3.2. Research design

Regarding the nature of this experiment, it is quasi-experimental since the
choice of the participants was not completely random and they were members of
already existing groups. Of the total number of four groups that had already been
formed, two of them were taught using the material that they used regularly in the
classes and were taught the traditional way. They were not merged physically into
one group because of the limitation of space. However, special attention was paid
to teaching these two physically separated classes of the control group and two
classes of the experimental group in a uniform manner so as to keep the obtained
data valid. Seven students from one group and eight from the other group could not
be seated in one classroom, so they were taught in separate classrooms, on different
occasions, by using the exact same material and methodology. The students in the
control group were taught the lesson the way in which the coursebook naturally led
them through the units, with the teacher closely following the instructions from the
teacher’s book. For the purposes of the research, the vocabulary was covered
within the Warm-up unit of Module 10. The experimental group did the same
vocabulary units, focusing on different material prepared by the instructor (author)
and presented to them in a different format, which is further elaborated in
subsection 3.4. They got a piece of paper with the exercises similarly phrased to the
ones provided in the book, which the control group was using. The class lasted 90
minutes, although only the first 30 minutes (an extended and particularly long
warm-up/lead-in stage) were taken into consideration and tested. The test lasted 15
minutes. The following 45 minutes, all the students were taught identically by
moving onto the text from the book. This part of the class will not be discussed.

3.3. Instrument (testing)

The students of both groups were given the same anonymous immediate
test after the end of the class in which they were asked to mark their gender. It
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consisted of four tasks. The first one (consisting of three questions) tested their
knowledge of the dominant emotions and types of conflict that they discussed in
the first task in class. The second task tested their knowledge of the expressions
that were mentioned in class. In this exercise, the students were given multiple-
choice answers. There were four options, only one of which was correct. There
were twelve sentences with a gap that had to be filled. The third task tested their
ability to remember the motives behind the conflicts that were discussed in class.
They were not given any options here, but had to remember the motives and the
brief situations (stories) from class that they were, at this point, expected to
describe in a few sentences. There were seven motives and five stories to recall. No
grammatical accuracy was required when grading this task, only factual precision.
The fourth one had to do with the overall impressions of the students regarding
their satisfaction with the course material from the warm-up stage. The
guestionnaire assessed their satisfaction with the class in terms of how much they
liked the topic and the form it was presented in. This mini survey was provided in
the form of a scale in which the students chose a number based on how much they
agreed with the statements about the class they had. There were five such
questions. The results were recorded in Excel, calculated and statistically presented
in this paper.

3.4. Data collection procedure

As far as the presented content is concerned, the focus was on teaching
vocabulary. In order to establish the differences between the conventional and
prescribed method of presenting the vocabulary units on the one hand,and the
alternative method on the other, the class was organised in the following way. The
choice of units was narrowed down only to the topic of conflict. Since the
coursebook always has an introductory warm-up section that teaches key
vocabulary and gets the students engaged in the topic through related conversation,
the task of the experimental group was no different. In the control group, the
students were, as instructed in the teacher’s book, asked to look at the photos (film
scenes from Othello, Romeo and Juliet and Richard I11) and guess who the people
in the pictures were and what kind of situations they were in. They were also
played three recordings that had to do with the plays and were told to match the
recordings with the corresponding works by Shakespeare. In the experimental
group, the pictures from the coursebook were replaced with different ones. The
picture of Othello was replaced with a scene from Pretty Little Liars as an example
of conflict resulting from jealousy. This film is obviously very popular among
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teenage and adolescent girls. A recognisable scene from this series was also played
for them in the form of a two-minute YouTube video on a computer in the
classroom. The picture from the film scenes of Romeo and Juliet, which can be
found in their book, was replaced with a film scene from Star Wars, in which Luke
Skywalker stands next to Darth Vader. The popular video showing the battle
between the two was played for them as well. The third picture from the regular
coursebook, which features a scene from the film adaptation Richard IlI, was
replaced with a scene from the two popular computer games that primarily boys
indulge in L1 Battlefield 5 and Call of Duty: Black Ops 4. The students were played
a scene from both games, in which the different flags of the participating countries
were clearly visible.

In the second task of the control group the students were asked to listen to
the same recordings from the first task. These recordings were actually short
excerpts of invented dialogues that had to do with the topic of three types of
conflicts. This time, additional keywords were provided for them in a box. In this
task, they had to insert the words into gaps next to other words in order to form
expressions. The keywords were the following: argument, battle, clash, feud, fight,
friction, gang, quarrel, a row, violence, war and warfare. The words they were
expected to pair them with were: civil, decisive, heavy, street, rival, long-standing,
family, gang, family, domestic, have and petty. The correct combinations appeared
in the recordings. In the experimental group the students were played YouTube
clips that contained these expressions, or, in most cases, simply implied these
concepts without any concrete mention of the words. The teacher made it clear
which combination they were listening to after hearing their guesses about the
correct answer. This was done because it was not always possible to find a
recording where the characters actually verbalised the exact combinations. For
instance, decisive battle and heavy clash could be heard in the dialogues or read in
the mission objectives in Battlefield 5 and Call of Duty: Black Ops 4. The
expression civil war was placed within the context of the popular film Captain
America: Civil War. Similarly to the previous two games, a clip from the film was
played. Since all three sources have to do with historical events, some basic
background was provided on the topic of Word War Il and the American Civil
War. Since English is spoken in a number of countries, its role in these events was
also discussed briefly in an interactive manner. The students were first asked
questions concerning what they knew about these historical events, with a quick
recap on the teacher’s part. The expression street fight was illustrated by playing
The Dark Kight Rises, in which Batman and Bane fight in a chaotic conflict. The
students were then provided with some basic information about the protagonist and
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the films that featured him. The expressions rival gang and gang warfare were
illustrated with a short gameplay clip of GTA 4, in which this social phenomenon is
heavily exploited. A scene from the film Godfather was used to explain long-
standing friction, with a brief historical reference to the reality of the USA in the
1920s. The expression family feud was explained through the use of the iconic
scene from Star Wars, in which Luke Skywalker is told by Darth Wader that he is
his father. Domestic violence was put into perspective by showing a short clip from
the film Twilight, in which the protagonist was often verbally abused by a young
man. Family quarrel, have a row and petty argument were all taken from different
scenes from Spider-man: Homecoming.

In the third task of the control group, a new box of keywords (ambition,
fear, greed, hatred, intolerance, jealousy and revenge) was provided to the
students. These words were the motives for committing certain crimes, which were
listed on the right side of the page. The students were expected to match the
motives to the five crimes and discuss this amongst themselves. Afterwards, they
were asked to explain why such motives were behind the crimes and to give
supporting evidence. This was done in the form of a story. The listed crimes were
as follows: Woman mugged for 5 dollars; TV breeds copycat violence claims
minister; Rebel leader replaces President; Boyfriend admits he was out of control
and Police investigate increased attacks on immigrants. In the experimental group,
the students were provided with the same keywords (motives) but the crimes were
set within different contexts. For example, Eminem’s line from Lose Yourself was
provided as one of the possible instances of fear (His palms are sweaty, knees
weak, arms are heavy). Another reference was made to a very popular singer —
Taylor Swift. One line from her hit You Belong with Me (And she’ll never know
your story like me) was given to the students of the experimental group. Ariana
Grande’s popularity was also taken into account, so a line from her song The Light
Is Coming had to be included (The light is coming to give back everything the
darkness stole). Reference was also made to the popular teenage novel The Hunger
Games by Suzanne Collins. The line that was taken from this book was I’'m more
than just a piece in their Games. The list of quotes probably would not have been
complete without including The Vampire Diaries (I don’t trust easily, so when I tell
you I trust you, don’t make me regret it). The students were asked to explain what
kind of motives or feelings could be traced to these statements. They were asked
about the origin of these lines, without having to invent any story, but simply
speculate about the reasons why such emotions were expressed. Close attention
was paid to the overall popularity of the authors and their works to ensure that the
students were as familiar with them as possible.
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4. RESULTS AND ANALYSIS

The results and the analysis of these findings will be discussed in the
following sections. The obtained data will be observed in light of the questions
themselves, comparing the control and experimental group.

4.1. Control group (vocabulary mastery)

In the control group the rate of success for the first task was not
satisfactory, with 49% of correct answers. The first question in the first task (Table
1) was the following: What is the dominant topic in Shakespeare’s Othello? Out of
15 students, four of them answered correctly, making it 27%. Presumably, this was
a play unfamiliar to the majority of the students and they were not able to recall it.
This drama, despite being a good representation of jealousy, might not have been
relatable content. Regarding the question What is the dominant topic in
Shakespeare’s Romeo and Juliet?, 13 (87%) of them answered correctly,
suggesting that this is something that was very recognisable since this content is
ever-present in the world around us. The third question (What is the dominant topic
in Shakespeare’s Richard III?) was challenging for the majority of them since it
might have been too monotonous to follow because of the number of historical
figures present in the recording, and only five (33%) of them were able to
remember it. Although Shakespeare lies at the foundation of English culture, the
students were not too familiar with him since they did not remember more than just
the basics. The authors, however, do not suggest that Shakespeare’s works deserve
no mention in class. One way of teaching them might be by using modernised
versions that are more appealing to teenagers.

Regarding the second part of the test, some of the questions they got are
listed below. In addition to the questions, brief comments on the reasons why the
students generally did them well or not have been provided.

1. Ifwedon’t act, the country will be split by war. (street, gang,
civil, domestic)

2. The fate of the war lay in Stalingrad, where the battle of that
front was waged. (petty, rival, long- standing, domestic)

3. Therewasaheavy ___inthe streets of the city. (clash, feud, fight,
friction)

4. After swearing at each other, it became physical and they started a
street ____ (battle, row, friction, fight)
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5. Since they also started selling drugs, they were considered a
gang. (rival, violence, argument, row)

In total, the students did this section of the test at a satisfactory level. The
overall percentage of the correct answers was 68%. This relatively high score could
most likely be attributed to the fact that they were played the exact same recording
twice and that they could easily trace the sentences back to the original that they
had heard them in. However, one should also note that there were three answers to
be found in the first recording, five of them in the second one and three in the final
one. The students had only three situations to match the words with. Although
three situations are easy to remember, there were to0 many expressions to be
matched with a small number of contexts. This could have resulted in some of the
expressions being not that easily identifiable. Another reason for just a relatively
good performance within this section of the test was the fact that the situations
were quite monotonous in terms of how they were presented. The task in the book
that covered these units was not particularly inspiring or creative since it merely
listed the units they were supposed to match based on the listening. Consequently,
this led to a lower rate in accuracy since the brain was not fully engaged in the
activity itself. Not all twelve questions will be discussed in this analysis. It is worth
noting that questions 1, 2 and 10 were done significantly better than the other ones,
probably due to the students’ familiarity with the words argument, battle and
violence. Questions 3, 4 and 6 were done worse than the others presumably
because of the words clash, feud and friction, which proved to be difficult to
understand.

The third section of the test dealt with the third task from class. The
students were asked the following question: Name the seven motives (emotions)
that were covered in class today and try to remember the five stories they were
linked with today’s discussion. Since the number of the units to be remembered
was neither particularly long nor short, the relative success of the exercise and
results should not surprise us. The overall score was 66% (Table 4), with most of
the students struggling to remember the stories, which is quite surprising since
there were only five of them. An explanation for this could be sought in the fact
that these stories were heard in class for the first time, so they were not easy to
identify. Since this task was done in groups, the students presumably remembered
the ones that they took part in to elaborate and explain. The seven emotions
themselves (marked in the test by numbers as they appeared in subsection 3.4.)
were unexpectedly difficult and not many of them were remembered. The most
difficult was 4. Intolerance, while the hardest stories were 9. TV breeds copycat
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violence claims minister. and 10. Rebel leader replaces President. The easiest were
6. Jealousy, 7. Revenge and 11. Boyfriend admits he was out of control. These
instances may have been easier because the students could relate to them more.

4.2. Control group (student satisfaction)

The fourth section of the test was an equally interesting one, not in terms
of accuracy but with regard to the way the students perceived the nature and
success of the class, as well as how much they enjoyed it. These were the
statements that they were provided with in the fourth section:

1. The class was successful.

2. The class was interesting.

3. | was motivated more than usually.

4. I was already very familiar with the content of today’s class.
5. I would like to have a similar type of class next time.

The examinees were told to mark their answers on a scale from 1 to 5, with
1 being the weakest and 5 being the strongest degree of agreement with the
statements. In the first question, there were eight (53%) students who chose
number 4, six (40%) students that answered 5 and one (7%) student that answered
3 (Table 4). This is a very high rate of success. This suggests that a more expected
format of class was perceived to be useful in learning a language. For the next
guestion, six (40%) students answered with number 4, five (33%) with number 5
and four (27%) with number 3. This score indicates that their interest in the class
was not particularly low and that popular culture presented in a more old-fashioned
way (recordings and texts) can be perceived as appealing. When discussing the
third question, nine of them (60%) wrote 3, which is significantly lower than the
previous figures. Four (27%) wrote 4 and two (13%) of them wrote 2. The first two
statements had more to do with the role of the teachers, so most of them may have
tried to stay positive and give good feedback. The third statement had more to do
with them and the role of the material, so they may have been more sincere in this
section. This is important to note because they might be hinting on whether the
content had an impact on them, which it did not significantly. In the fourth one, the
numbers were drastically lower than the other parts, with eight (53%) of them
writing 2, five (33%) of them responding with 5, one (7%) answering 4 and the
same number of them answering 3. The figures suggest that the students could
identify very few instances of popular culture from their own experience. With
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regard to the last question, they were again more positive, with seven (47%)
students answering 3, four (27%) of them answering 4, two (13%) of them
answering 5 and the same number answering 2. The figures indicate that the nature
of the class sparked no special interest in the students and it was not a particularly
memorable one.

4.3. Experimental group (vocabulary mastery)

The overall score in the experimental group for section one was 82%.
Since the focus of the experimental group was not merely on changing the form in
which the material would be taught but also on improving and updating the
content, the choice of the teaching resources was changed in the first task. The
students were required to provide the dominant topic in the scene with Pretty Little
Liars. Although this is not the dominant emotion of the whole series, the scene that
they were played was very indicative of jealousy existing between the two groups
of girls. Eleven (73%) of them wrote the correct answer, which either implies that
they were already familiar with this fact or that the context was presented in a
format that they could easily commit to memory. This score is higher than that of
the control group. The second question enquired about the type of conflict that,
among other types, existed in the Star Wars. Twelve (80%) answered correctly,
presumably due to the universal popularity that could be attributed to that particular
iconic scene. This is the only question that the control group did better, possibly
owing to the fact that not all the students were too familiar with this film. When it
comes to the third question, the students were enquired about the dominant type of
conflict in Battlefield 5 and Call of Duty: Black Ops 4. Because of their popularity,
it should not surprise us that 14 (93%) of the participants answered correctly.
Although the chosen computer games are tailored more to the male target group, it
could be speculated that they were popular enough even for the females to be
familiar with them. An alternative explanation might be that the games themselves
are good representatives of the subject-matter they deal with and they were easily
understood and remembered in class. This question was done significantly better
than in the control group, possibly due to a better choice of content.

When it comes to the second section of the test, the results were higher
than in the control group. The students scored an overall of 80%, which is
extremely satisfactory. An extremely high number of these contexts did not pose a
real problem, probably due to the fact that most of the students had already been
familiar with them. Not all of them were completely familiar with the content of all
the 12 instances. Most of them were at least somewhat familiar with the films and
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games that served as the context in this particular part of the test, which will later
be discussed when dealing with the fourth section of the test. It could be speculated
that this rich diversity of contexts proved to be beneficial in the memorisation of
the units since the brain identified them as different instances that are hard to
confuse. The students were building upon content that they had already completely
or at least vaguely been familiar with. This leads us to the conclusion that every
effort should be made to combine familiar content with that which is not. A
familiar setting should naturally be able to make up for the unknown content,
which it links to itself and makes easier to comprehend and internalise.
Interestingly, questions 2, 5 and 11 were done best, which again implies that the
easiest words (battle, fight and war) were done better than the rest, which was a
similar trend in the control group. Questions 4, 8 and 9 (feud, quarrel and row)
were done poorly, which, similarly to the control group, suggests that difficult
words were perceived as problematic regardless of the approach.

The third section was done extremely well, with an overall score of 87%.
By contrasting this figure with the corresponding one obtained in the control group,
it could be speculated that the diversity of the material and easy identifiability of its
nature has led to the students remembering most of the situations correctly. There
was a correlation between remembering the words better when the situations were
easy to remember. Since no story was invented in class in this exercise, the
material was somewhat more familiar to them since they knew the story behind
Eminem’s rap duel or the story behind The Hunger Games. The male participants
thrived mostly with the question related to Eminem, but so did the females. Most of
the female participants (88%) were able to recall the songs of Ariana Grande or
Taylor Swift, as well as the plot of The Vampire Diaries. Most mistakes stemmed
from the book The Hunger Games. This was possibly the result of the students not
being avid readers. The results illustrate the fact that all the students did the
question regarding Eminem with no mistakes. Surprisingly enough, almost the
same can be said about the question regarding Ariana Grande and the Vampire
Diaries, which suggests that both boys and girls are familiar with popular culture,
even when it was not primarily intended for them.

4.4. Experimental group (student satisfaction)

The fourth section showed the greatest discrepancy between the two
groups. The range of answers that could be found in their tests was extremely high.
Twelve (80%) of them expressed their complete satisfaction with the success of the
class. Three (20%) of them marked number 4. When asked about whether the class
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was interesting, 14 (93%) of them answered with 5, while one (7%) learner
answered with 4. This piece of information is extremely valuable and encouraging
since it gives the green light for including this type of content and methodology in
the classroom a lot more extensively. In a very similar fashion, there were 14
(93%) students who showed their agreement with the statement that they were
extremely motivated in that class, with only one (7%) student opting for number 4.
Seven (47%) of them stated that they were completely familiar with the topic they
were taught, four (27%) of them said they were very familiar and answered number
4. Two (13%) of them opted for number 3 as well as number 2. For the last
statement, thirteen (87%) of them were completely in favour of having a similar
lead-in class again, while one (7%) learner answered with number 4, which was the
case for number 3 as well. The summary of all the scores and answers can be seen
in Table 1.

Table 1. The scores expressed in percentage obtained in the 3 tasks and the questionnaire in
both groups, along with the extent of agreement with the statements from task 4

The statements in question 4 with answers 4 and 5

Groups Task Task Task Overall Statement Statement Statement Statement Statement

1 2 3 1 2 3 4 5
Exper. 82 80 87 83 100 100 100 75 95
Control 49 68 66 61 93 73 27 40 40

4.5. Study limitations

One of the shortcomings of this research is surely the small sample of
students, making the results less reliable and relevant. Another drawback has to do
with the very structure of the students, who ranged from those who were about to
finish elementary school to those who had just started university. Obviously, such
diversity in age implies different life experience, knowledge and interests although
they were officially all at the same level. In addition, the difference in gender also
greatly determines what they like and are familiar with. Moreover, the research was
conducted within only one part of the class, which implies that other content could
have interfered in the learning process. Another point is that the courses were
taught by two different teachers. However, this did not influence the data since the
experiment was conducted by the same one.
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5. CONCLUSION

The two hypotheses have been confirmed: the use of popular culture can
play a role in boosting the students’ satisfaction with class. This appears to be in
correlation with better results and greater enjoyment. The implications of the
experiment are certainly not that books are redundant. Although the method of
teaching the students in the experimental group was unorthodox to say the least, the
reason why the class and content were devised in such a manner was to showcase
the genuine potential of applying popular culture in the classroom. The base texts
that are found in the coursebooks can be used as the foundation of the class. What
could possibly be done is simply to enrich the existing content with forms of
popular culture that the teacher can provide. The inclusion of popular material that
the learners are familiar with seems to play a role in student satisfaction. They
appear to show greater enthusiasm when new units are presented to them by means
of visual and audio material, such as games, films and songs.
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POPULARNA KULTURA U UCIONICI: UMETNOST ZABAVLJANJA [ UCENJA
Rezime

Rad se bavi koriS¢enjem proizvoda popularne kulture (pesama, filmova i kompjuterskih
igrica) u predavanju stranog jezika. Analiza jezika liSena kulturoloskog konteksta ¢ini
proces ucenja odbojnim. Gradivo koje se predaje i uci cesto ume da bude suvoparno, i kao
takvo, teze se usvaja. Cilj ovog rada je da se pozabavi prednostima predavanja stranog
jezika u okviru kulturoloskog okvira, $to podrazumeva podu¢avanje izuCavanih jedinica
kroz tekstove knjiga i pesama, scenarije filmova i transkripte kompjuterskih igrica. Ovakvi
pisani izvori mogu biti propraceni i vizuelnim sadrzajima, koji su jo§ interesantniji
(pustanje pesama i inserata i klipova iz filmova i igrica). Buduéi da je uCenicima ovakav
materijal u velikoj meri poznat, oni lakSe pamte obradene jedinice. Cilj je i da se testira
ovakav pristup i ustanovi da li je u¢inkovit u savladavanju vokabulara i da li podiZe nivo
zadovoljstva na casu. Zakljucci u radu doneti su na osnovu sprovedenog istrazivanja.
Istrazivanje se bavi uzorkom od 30 osnovaca i srednjoSkolaca koji su pohadali kurs
engleskog jezika u privatnoj $koli u Novom Sadu. Jedinice vokabulara predavane su
kontrolnoj grupi koris¢enjem udzbenika na nacin koji je predlozen u nastavnom planu za
nastavnike i nalazi se u propratnom materijalu za kurs (knjiga za nastavnike).
Eksperimentalna grupa koristila je audio- i vizuelni materijal iz pesama, kompjuterskih
igrica i filmova odabranih na osnovu svetski poznatih sadrzaja. Rezultati testa pokazali su
da je nivo zadovoljstva ¢asom kod ucenika u eksperimentalnoj grupi bio veéi u odnosu na
ucenike kontrolne grupe, a poboljSalo se i njihovo poznavanje obradenog vokabulara.
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Ovakvi sadrzaji mogli bi da igraju znaCajnu ulogu u uvodenju jezickih jedinica
(vokabulara) ili u dopunjavanju postojeceg gradiva.

Kljucne reci: popularna kultura, pesme, filmovi, kompjuterske igrice, engleski kao strani
jezik, zadovoljstvo, savladavanje vokabulara.

Received: 15 May 2019
Accepted: 19 August 2019

227






Mapuja H. ByjoBuh OpUrHHAIHN HCTPAKUBAYKH Paj
Yuusepauret y beorpamy YIK: 811.131.1°354-057.87
OunonomKy GaKkynTeT — JOKTOPCKE DOI: 10.19090/mv.2019.10.229-254
cryauje Hayka o jesuky, beorpan

[kona crpanux jesuka Jloroc, beorpan

marijavu@eunet.rs

OOCUIM30BAHE I'PEHIKE Y [IMCAHOJ ITIPOAYKIIUJU YYHEHUKA
HNTAINJAHCKOTI JE3UKA (HUBO B2)

AIICTPAKT: ®ocunmmsanyja kao (EHOMEH KOjH Ce HEMHHOBHO jaBJjba y Melhyjesuky
YYCHHKA TOKOM Ipolieca YueHa IUJBHOT je3nka Beh ayro je mpeaMer cryadja y odiactu
yuema JIPpyror WM CTPaHOT je3uKa. YIPKOC TOME INTO KOHTPACTHBHE CTY/Hje Ha IMOJbY
UTaJIMjaHCKOT je3WKa HUCY M30CTalle, UCTPaXKMBatha CIIPOBE/ICHA y HEKOJMKO MOCIEIBUX
JICIIeHrja Onia Cy BHIIE TEOPHUjCKOT HETO eMITHPHjCKOr kKapakTepa. CTora je ik OBOT paja
01O 51a Kpo3 aHanM3y rpeliaka Kopiyca U3Hece pe3ylTaTe eMITUPHjCKOT UCTPaXKHBamba Y
HaMmepH Ja uaeHTudukyje Hajuenihe GpocHUIn3oBaHe IPeIKe YYCHUKA Ca HUBOOM 3Hakha B2?
UTaTMjaHCKOT je3WKa, Kako O ce Opoj rpemraka TOKOM IpoIeca ydema pPeayKoBao, a
HACTaBa je3uKa MoOoJpllana KpeupameM IWAAKTHYKOr MaTepujaja HAMEHCHOT MOCeGHO
cpbodoHrM yueHHIIIMA UTamUjaHCcKoT. HpOpMaHTH Cy OWIH ABajeceT YeTHPH YICHUKA
NpHBaTHE IIKOJE CTPAaHMX je3nka y Beorpany uuja je mucaHa mponayKiuja aHaJIW3UpaHa
HoCJie 3aBpIICHOr HHUBOa A2, a MOTOM M TOCIeE 3aBpIIeTKa HHWBoAa B2, a oHIa HUXOBE
rpemke ynopeheHe. Pesynrati cy mnokazaid JAa, ynpkoc oOylmd OJf JBE TOJAMHE,
M3JI0KEHOCTH 1IMJBHOM jE3MKY, MCIIpaBKama, JOJAaTHHM BeXOamHMa U 00jallbemuMa y
Melyje3uKy yUeHHKa Mep3uCTUpPajy U3BECHE Ipelike, MaKo Ce BEpOoBajo Ja he Ha OBOM
HUBOY 3Hama (]52)3 OUTH UCKOPEHEHE.

Kmwyune peuu: Gocunuzanmja, rpelike, aHainusa rpeuiaka, Melyje3uk, UTaInjaHCKu je3HK,
cpbodonu rosopuuIM, HUBO A2, HUBO B2.

! Bugern: Teri¢ 1996; Moderc 2005; Cekovi¢ 2007; Radojevi¢ 2014; Janicijevic¢ 2016.

2 Huso ce oxpeljyje npema 3ajefHHYKOM BPOICKOM OKBHDY 3a JKHBE je3HKe:
https://www.coe.int/en/web/common-european-framework-reference-languages/level-
descriptions.

¥ Ipempa ce o neburmnmmjn (Selinker 1972) bocumsoBake rpemke cMaTpajy OHAMA Koje
mocroje y mehyjesuky ydeHWKa Ha HUBOY Kaja ce OuYeKyje Na OHe Oyay HCKOpeHeHe
YIPKOC H3JI0KEHOCTH je3UKY, Bex0amy, o0janrmemuMa podecopa Wik OUIo K0joj IPyroj
BPCTH HMHTEPBEHIIMjE, TIPH YeMy C€ HE TMOMHIbE IMpEI3aH BPEMEHCKH IepHOI KOjU je
notpeban Ja Om ce Tpemnika cMaTpaia GOCHIN30BaHOM, JKEJIeH CMO J1a YICHUIIUMa JaMO
JIOBOJbHO BpeMmeHa (HuBO b1) nma rpemke TunmnaHe 3a HUBO A2 UCKOpPEHE, TIa CMO OJITyYHITH
Jla UCTPaXKMBALE CIIPOBEIEMO T1ociie HiBoa b2.



Mapuja H. Byjosuh

FOSSILIZED ERRORS IN THE WRITTEN PRODUCTION OF ITALIAN
LANGUAGE STUDENTS (B2 LEVEL)

ABSTRACT: Fossilization, a phenomenon that inevitably occurs in the interlanguage of
students learning the target language, has been the subject of studies in the field of second
language acquisition for a long time. Nevertheless, the research studies carried out in the
past few decades have been more theoretical than empirical. Therefore, the purpose of this
paper is to present the results of empirical research in an attempt to identify the most
common fossilized errors of students at the B2 level in the Italian language in order to
reduce the number of errors during the learning process and to improve language teaching
by creating didactic materials specially designed for Serbophone students of Italian. The
participants were 24 students in a private language school in Belgrade whose written
production was analyzed after the completion of the A2 level and then after the completion
of the B2 level, and their errors were compared. The results showed that, in spite of two
years of exposure to the target language, certain errors persist in the learner’s interlanguage
although it was believed that at the B2 level they would disappear.

Key words: fossilization, errors, error analysis, interlanguage, Italian language, Serbophone
speakers, level A2, level B2.

1. TEOPMJCKU OKBUP UCTPAXKVBABA

®ocummanuja’ ka0 (EHOMEH KOjU ce HEMHHOBHO jaBiba y Meljyjesmky

YYeHWKa KOjH y4e IHJbHU je3uK Beh Ayro je mpeaMer cTyauja y o0acTd yduema
JIPyror WM CTpaHOr je3uka. HacTaBHHIIM je3WKa HENPEKHJHO CEe CyOodaBajy ca
10jaBOM Jia OJpaciy YYEHHIHM HUCY Yy MOTryYhHOCTH @ JOCTHTHY HHBO
KOMIIETEHIIMj€ y IIMJPHOM je3WKY jeHaK OHOM KOjU MMajy y MaTepmheM je3uKy
(Lenneberg 1967; Selinker 1972; Han 2004). Y3pok 0BakBOj BPCTH CTarHaIuje,
KaJla Y9eHUKOBU Melyyje3uln rmpecrany Ja ce pa3Bujajy, jecte (ocuan3almja.

Kako Ou ce pasymeo ¢deHomeH (ocuinzaiigje, Koju je y GpOoKyCy Haiier
HHTEPECOBamba, HEOMXOHO j& Jla Ce MPETXO/HO 0jacHu 1mojam Melhyjesuka.

Tepmun ,,mebyjesux” (enrs. Interlanguage) mpBu nyr je dopmaino
yrnotpebno Cemunkep 1969. romune (Selinker 1972: 214) nma omuine HemMaTepmH
JE3WYKH CHCTEM KOjU YYEHHK JIPYTOT WM CTPAHOTI je3rKa CTBapa y cBakoj ox ¢aza
yuerma Kpo3 Koje TpoJia3y, MOYEBIIH O TMHIBUCTUYKOT MHITYTa KOjeM j€ MU3JI0KEH,
a KOjM je HE3aBHMCaH O] je3WKa KOjU YYeHHK y4d, Ka0 M OJf MaTepmer je3uKa
yUeHHKa. AyTOp je Ha Taj HAUMH NPYKUO TEOPHjCKH OKBUD 3a TyMademe yuerwa
JPYTOT je3uKa Ka0 MEHTAJIHOT IpoLeca.

* Bumern: Selinker 1972, 1992; Adjemian 1976; Tarone 1979, 1994; Ellis 1982, 1985,
1992; Han 2004; Saville-Troike 2006.
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Kpajem me3gecetnx ¥ MOYETKOM ceqaMIECeTHX TOJUMHA MPOILIOr BeKa,
Cenunkep je 610 camo jemaH on ayTopa Koju ce 6aBno osuM dpeHomeHoM. Kopmep
(Corder 1967) je mnpeanoxuo TEPMUH ,,TPAH3UTOpHA KOMIIETEHIMja” (CHIJL.
transitional competence), a nekosnuko roxuHa kacuuje (Corder 1971) u Tepmun
,»ATMOCHHKpaTHYHU aujanekar” (enrn. idiosyncratic dialect). Hemcep (Nemser
1971) roBopH 0 ,,alTPOKCUMATHBHOM cucTeMy’ (eHTJI. approximative system), mox
he ce xacHMje MMOjaBUTH M MHOTO Mar-€ IMIO3HATH TEPMHUHHU Kao: ,,Je3UYKH CHCTEMHU
yuenuka” (enrni. learner language systems, Richards & Sampson 1973),
Hocpenauukn  cucteM” (¢panm.  Systéme intermédiaire, Porquier 1974),
LIpuOmmkar  cuctem”  (pann.  systeme  approché, Noyau 1976) w
»~TpaHsuTopujaiaHa koHctpykuuja” (engl. transitorial construction, Dulay et al.
1982) (mpema Ellis 1985: 47; Fernandez 1997: 19; Sanchez Iglesias 2003: 42).

HaBenenu ayropu omumcanu cy Melyje3uk Ha pa3iUuuTe HAYMHE, A,
nopex cnenupuyHOCTH Koje neduHuImja Mehyjesrka Moke UMaTH 3a CBaKOT OJ
MMOMEHYTHX JIMHTBUCTA, MOCTOj€ OCHOBHE H/Eje Y KOjUMa ce ayTopH Claxy: 1)
paau ce O je3UYKOM CUCTEMY KOjH je CTPYKTYpHCaH, 2) OBaj CUCTEM CE pa3BHja U
Mpoa3d Kpo3 paznuuute (haze TOKOM Mpoleca y4dema, 3) He3aBUCAH je U Of
MaTePHEr M OJ1 IIUJBHOT je3uKa, 4) CacTaBJ/beH je O]l MaTepPHEr je3uKa, IUIBHOT
je3uKa, alli ¥ IPYTHX je3WKa KOjU Cy YUCHHUIU MPETXOAHO YUUIH, 5) yUeHhe IPyror
je3uKa rmomepa ce y mpaBlly [HJBHOT je3UKa, PU YeMy YYCHUK CYKIIECHBHO T'paji
cucreMe (POHOJIOIIKKX, TPAMaTHUKAX U CEMaHTHUYKUX TpaBuia, 6) 3axBasbyjyhn
Meljyje3nky Mory ce 00jaCHUTH MEHTAJHH IPOIECH KPO3 KOje YUEHHK IPOJIa3H
TOKOM yu€Ha CTPAHOT je3HUKa.

JIMHTBHCTH KOjH Cy ce OaBuiM npoydaBameM Melyjesuka (Selinker 1972,
1992; Adjemian 1976; Tarone 1979, 1994; Ellis 1982, 1985, 1992; Han 2004;
Saville-Troike 2006) Bepyjy aa Meljyje3uk KapakTepHIINy: CHCTEMATHYHOCT,
nepMeaduIIHOCT (MIPOIMYCTIFUBOCT), CTAaOWIIHOCT, JNUHAMHYHOCT, BapHjaOWIHOCT,
perpecuja u Ghocuan3aimja.

,»OCUIN30BAHN JIMHTBUCTHYIKH (DEHOMEHH Cy je3WYKH eJIEMEHTH, NpaBWiIa |
HojicucTeMH Koje he roBopHHIN oapeleHOTr MaTepmer je3uKa TEKUTH /1a 3aJ[pxKe y
CBOjUM Melyje3unima y ofHOCY Ha onpeljeHH HJbHU je3nK, 0e3 0031upa Ha y3pacT

YUCHHKA WJIM KOJMYHMHY 00jallermha WM WHCTPYKIHMje Koje j100Mja Ha [UJEHOM
jesuky” (Selinker 1972: 215)°

5 Fossilizable linguistic phenomena are linguistic items, rules, and subsystems which
speakers of a particular native language will tend to keep in their interlanguage relative to a
particular target language, no matter what the age of the learner or amount of explanation or
instruction he receives in the target language (Selinker 1972: 215).

231



Mapuja H. Byjosuh

Ha oBaj naunn CenwHKep, TOKyIIaBajyhu 1a 0ITOBOPY Ha MHUTAE 3aIITO
BehrHa ydYeHWKa HE YycleBa Ja JOCTHUTHE je3WYKy KOMIIETEHIH]y HW3BOPHUX
TrOBOpHHUKa, oOjamimaBa jenaH oJf Haj3HAYajHUjUX MPUHIOMIA KOjH C€ THUUY
Mmehyjesuka — ¢ocunmzanujy. Pocunmzanuja je (EeHOMEH KOju 3Hadd Ja
HEMaTeplkU TOBOPHUK y CBOjUM MehyjesunmMma WMa TEHICHLHW]Y Oa 3aJprKaBa
onpeleHe KapaKTEPUCTHKE MAaTEPH-ET je3uKa (JMHIBUCTUYKE €JIEMEHTE, IIpaBuja U
nmojcucTemMe) 0e3 o03upa Ha y3pacT, HUBO 00Opa3oBama WM KOMYHHKAIIHjCKE
notpebe. Moxke ce neuHUCATH Kao CTame Kajaa ce Melyjesuk yyeHrKa BUILE HE
pa3Byja y TpaBily MUJBHOT je3nKa, 0e3 003upa Ha TO KOJHKO j€ YUYSHUK H3IIOKEH
IIUJBHOM jE3MKY, Ka0 M YIPKOC UCTpaBKaMa, o0jalllkbehuMa Wik OUII0 K0joj APYroj
Bpctu uHTepBeHnWje. [lojaBa ¢ocuim3oBaHMX elleMeHaTa HUje ciy4dajHa, Beh
mpupoIHa U odekrnBaHd. DOCHIIN30BaHE CTPYKTYpe OOMYHO CE jaBJbajy V je3UIKUM
IOpoAyKIMjaMa yYeHHKa He caMo Kaja ce BEpOBaJio Jia Cy UCKopemeHe, Beh u kaaa
j€ TOBOPHHKOBA MaXXkha ycpeacpeheHa Ha HOBY MHTEJIEKTya Hy MOTEIKohy Uit ce
OH HaJla3Wl y CTamky y3HEMHPEHOCTH WiH y30yhema, WM Yak Kaja je TMOTIIYHO
omymTeH (Selinker 1972: 215, Selinker 1972: 221).

docunmzanyja MoXe TOCTOjJaTH y CBHM JE3HYKHM IIOJICHCTEMHUMA.
loBopHHIIM pa3IMUUTHX MaTepHHUX je3nka he WMaTh TeHIEHIH]y Aa HMajy
pa3nMunTe, KapakTepUCTUUHE (POCHIN30BaHE CTPYKTYype Yy CBOjUM Melyjezunmma
KOje He MOTYy HecTaTu u3 BHUXoBHX Mel)yje3nka, 6e3 003upa Ha KOJIWYNHY HHITyTa
KOjH JI00Hjajy Kajia Cy ce CTPYKTypa WiH nojicucteM Beh (hocruim3oBay.

Hako cy crymmje Ha Temy (ocumimzanmje CHpoBeleHE Y IOCIeIbUX
HEKOJIMKO JICIICHH]ja OnJie BHUILIC TEOPH)CKE a Malbe EMITMPHjCKE, HEMa CYMIbE J1a je
(dhocunzanyja jenaH o] Haj3HAYAJHMjUX €JIEMEHaTa Koju ce THuy Mmelhyjesuka u
y4ema JAPYror/CTpaHor je3nka yommre. JIMHrBHCTe KOju Cy MpOydYaBaiy HaBeACHH
tdenomen (Vigil & Oller 1976; Brown 1980; Ellis 1985; Skehan 1998; Mitchell &
Myles 1998; Lightbown & Spada 1999; Han 2004) 3anumaiio je cieaehe:

1. 3amro y onpel)eHHMM KOHTEKCTHMA MTOCTOj€ CTPYKTYPE YIEHUKOBOT
MaTepmEr je3UKa KOje ce O/lpakaBajy Ha je3UKy KOjH y4H U Koje He
MOXKe J]a n30erHe, 4ak U OHJIa KaJia je HayYHo CBE KapaKTEePUCTHKE
LUJBHOT je3HKa;

2. 3amro ce ocum3alyja japba Yak U Ha BUCOKUM HHBOMMA Y4CHa
CTpaHOT je3HKa;

3. 3aIUTO YYCHUIH Ha pa3M4IUTe HAYMHE MpoJa3e Kpo3 GoCHIn3aiyjy;

4. 300r Yera yU4EHUITH TIOKA3yjy Apyradrje pe3yiaTaTe u Mo rOTOBO
WCTHM YCIIOBHMA y4€Ha CTPAHOT je3uKa U

5. 3aIITO M KaKo J10J1a3H JI0 3ayCTaBJbamba Y MPOLECY YUeHa.
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HaBenenu ayropu 3akJby4niin cy 1a Ha OBa MUTamka HUje JaKO OJTOBOPUTH
jep HHUje YBEK JIaKO OAPEAWTH ITa je (ocuiam3ammja ¢ 003UpOM Ha TO N1a OBY
10jaBy MOKE M3a3BaTU BUILIE Y30paKa.

2. ”THOOPMAHTU U METO

[lnb eMIUpHUjCKOT HCTpaKMBamka KOjé CMO CIIPOBENHM OHMO je Ja Kpo3
aHaM3y rpellaka KOpIyca cacTaBJbeHOT Off €ceja, OUKTAaTa M 3aBPIIHUX HCIINTA
ydeHnKa uaeHTH(PHKyje U KiacuuKyje Hajuemhe (GOCHIM30BaHEe IPEIIKe yUSHUKA
ca HHBOOM 3Hama B2 MTAIHjaHCKOT je3nKa® Kako OU ce pesyNTaTH MCTPAKHBAHA
MPUMEHWIA y HAaCTaBU M OJAKIIa0 MyT cpOO(OHWM TOBOPHHIIMMA KOjH y4e
WTaJINjaHCKU je3HK.

TokoM OBOI' JIOHTHTYIUHATHOT HCTpakKMBama KopuiiheHa je MeToxaa
aHanmse rpemaka. MabopmanTu cy Ounm aBageceT detupu yueHnka (19 xeHa u 5
MyIIKapala) MpuBaTHE IMIKOJEe CTPaHWX je3nka y beorpamy. Y3pacT ucnuTaHuKa
omo je mamelhy 18 m 32 rommue. Ha kypc cy ce ymucanmd Kao amncONyTHH
MOYETHUIH, O€3 TMPETXOJHOT TO3HaBaka HMTANHjaHCKOT je3nka. CBH TMOJA3HUIN
KypceBa OWiIM Cy HENMHTBUCTH. ['OBOpHIM Cy eHriieckd jesuk (HuBo b1 wmm B2
peMa CaMOIpPOLEHH), a TOKOM ILIKOJOBalka YUMIM Cy jOII jeaH CTPaHM jE3UK
(HeMauku, pycku Win (paHIyCKH) Y KOME HHUCY MMaJId BHUCOKY KOMIICTCHIIH]Y
(mmBo Al wmm A2 mpema camomporiern). MotuBu 3a moxahame Kypca
WTAIIMjaHCKOT je3nnka Owm cy cienehu: 1. mocao (16 monasHuka), 2. CTyIupame —
HacTaBak IiKoJjioBama y Urtanuju (4 nosiasHuka), 3. xoou (4 nonasnuka). Jlake,
nBazecet (20) monasHUKa UMAJo je T3B. HHCTPYMEHTAIHY MOTHBALMjy 33 YU€H-E
jesmka’.

6 Yubenuk koju je kopuiheH TokoMm Kypca 6uo je Nuovo progetto italiano nsnasauke xyhe
Edilingua. Jemanaect nexkumja koje je mompasymeBao HHMBO A2 obyxBartane cy cienche
o0nacTH: MpaBwWiIa YUTaka U NHCAha, JeTHHHY U MHOXHMHY HMEHHIA W NPUJACBA, JUYHE
3aMeHHIle, NMOMONHe Tyaroju esSere u avere, oxpeljeHn W Heonmpel)eHH wiaH, Mpe3eHT
WH/MKATHBA TPaBWJIHUX, HENPABUIHMX M MOJANHHMX IJIarojia, Mpemiore, MHpeiore
3[pY)XeHe ca YIaHOM, MPUCBOjHE NpHIECBE W 3aMmeHuue, nepdekat (Passato prossimo)
NpaBUIIHUX W HempaBuiHuX rnaroia, ¢ytyp 1 (Futuro semplice) u ¢yryp 2 (Futuro
anteriore) mpaBWIHMX W HempaBWIHHX Tiaroma, ummepdexar (Imperfetto) wu
ryckBamiepdexar (Trapassato prossimo) npaBiIHUX U HENPABWIHKX IJIarojia, JaTHBHE U
aKy3aTHUBHE 3aMCHHUIIC Ca NAPTUTUBHOM 3aMEHMIIOM Ne, IOBpaTHE Ijaroje, MMIEpaTHB,
CaJallby ¥ NPOIUTH KOHIUIMOHAI IPABIIHNX U HEIPaBUIIHKX IJIaroa.

7 Tlocroje nBe OCHOBHE BpPCTE MOTHBaIMja 3a yueme jesuka (Gardner 1985; Brown 2000):
UHTETpaTBHA M MHCTpyMeHTanHa. [IpBa ce onHOCH Ha KeJby y4EHHKA Jla KOMYHHULUPAjy
WM CE MHTETPHILY ca FOBOPHHILMMA IMJBHOT je3uka. CMaTpa ce Ja yYeHHIH KOjH BOJIE
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Yyennu cy moxalhamu KypceBe WTaJIMjaHCKOT je3WKa JIBa ITyTa HeleJbHO,
ca ykymHuM (oHmoMm on 128 dHacoBa 3a gBa cemecTpa, OJHOCHO jeIHy TOIWHY
yuema 32 HUB0 A2 u 256 JacoBa 3a 4YETUPU CEMECTpPA, OJTHOCHO /IBE TOJIMHE yUeHa
3a HUBO b2. HacTtaBy cy moxahanm HCKJBYYIHBO y IIKOJHM, HUKO O] TIOJIA3HUKA HUje
noxahao 1ogaTHy HACTaBYy, HUTHU je3UK YUUO Y HHOCTPAHCTBY.

O0aBsbeHO je KBaHTHTATHBHO HCTPaKUBambe, a Ka0 MEPHH MHCTPYMEHT
y3€TH Cy IUKTaTH, €CEJU U 3aBPIIHHM HCIUTH JBAJECET YETHPH I0Ja3HHKA Kypca
uTanujaHckor jesuka. Kopmyc unne 264 gukTata yueHHWKa aHaJH3HPaHHUX IOCIE
3aBplueHOr A2 HuUBOa U 264 AUKTaTa aHAIM3UPAHUX MOcie 3aBpuieHor b2 HUBOA.
IMopen nukrara, Kopryc unHe U eceju (264 cactaa oa 50 1o 80 peun 3a HUBO A2,
oHOCHO 264 cactapa ox 120 mo 140 peun 3a HuBo b2). Teme eceja ogHOCHIIE CY CE
onucuBama (QU3MUKOr M3IJIeJa U KapakTepa oco0e, HOpOAMIE, TIOAUIIbET
0JIoMOpa, MyTOBama, ONMUCHBama Kyhe, IIKoie, Mpa3HUKa, KIMME, EKOJIOTH]e,
3IIpaBoOT XKMBOTA, My3UKE, KIbHTra, KyIIOBUHE, MOJIE U APYIITBEHHX Mpexa. Tpehu
JIE0 KOpIyca YHHUJIO je 48 3aBpUIHIX WCIUTA KOJU Cy CE CacTOjalld O] UCKIbYIHUBO
rpaMaTHiyKuxX  BexkOama. AHaIM3MpaHe Cy TPaBOMHUCHE, JIGKCHYKE |
MOP(OCHHTAKCHUKE TPELIKE TPH IPyIIe O Mo § yUSHHKa MO 3aBPIICHOM HUBOY A2,
a 3aTuM yrmopeljeHe ca rpemkama Koje Cy UCTH YUYeHHIIM HalpaBWId Ha HUBOY b2
UTaIMjaHCKOT je3uka. lwp je OWo 1a ce ycTaHOBH KOje Tpemike Ccy U Jajbe
npucyTHE y Mel)yje3uKy y4eHHKa U IOciIe JIBE TOAMHE yUeHha NTajaHCKOT je3uKa.
Kako je Beh HamoMeHyTO, OJUTyYHIIM CMO J]a TECTHPaMO yYYCHUKE TEK IOCJie HUBOA
b2, u cBecHo mpeckoumm HUBO bl, kako OMCMO ydYeHWIIMMa Jdajidl JOBOJHHO
BpeMeHa (HuBo b1) na caBmanajy nmpeheHo rpaguBo 1 UCKOpPEHE TPEUIKE TUITMYHE
3a HUBO A2.

3. PE3VJITATU UCTPA’XKUBABA

I'perike Koje CMO YOUMJIM MPHJIMKOM aHAIM3€ KOpIyca KiIacu(puKOBaIU
CMO y TpH T'pyIIe: MPaBOMUCHE, TEKCUIKEe U MOPHOCHHTAKCHUYIKE.

M3BOpPHE TOBOPHHKE j€3WKa, AWBE C€ KYITYPH M MMajy JKeJbY Jla CE MHTETPHUIIY y JPYIITBO
y KOjeM Ce je3WK KOPUCTH Kao MaTepmH OOMYHO JIaKile U Op)ke Hayde je3WK O]l YUeHHKa
KOju HeMajy ciudHe aduHutTeTe. Jlpyry BpCTYy MOTHBANMje KapaKTEPHINy IPaKTUIHU
pasio3u 3a yuewme je3uKa: Mmoyiarame UCIUTa, MPoHaIakeme 0osber mocia wiu Beha 3apana
300T 3Hama je3WKa, YATAke TEXHWYKOT MaTepHjaja WIH TOCTH3AmhEe BHIIET COIHjaTHOT
cTaryca.
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3.1. Ilpasonucne epeuixe

VY mpaBomuCcHE TPelIKe CBPCTAId CMO OHE TPEeIIKe Koje Cy HacTaie yclea
HETOIITOBaka MPaBOMMCHUX MpaBUiIa HTANMjaHCKOT je3uka. Hajydecramuje
MIPABOIUCHE TPEIIKe KOje Cy YUSHHUIIN Ha HUBOY A2 mpaBwiH jecy cienehe:

3.1.1. ynBojeHH KOHCOHAaHTH y OKBHpPY jeaHe peun (utan. doppie) —
npobieM ce MaHU(ECTOBaO Ha J1Ba HAYMHA: YYCHUIM Cy WIH W30CTaBJballU jeaH
oJ1 1Ba KoHCoHaHTa (*0gi ymecTo 0ggi, *ocupato ymecto occupato, *viagio ymecto
viaggio, *ghiacio ymecto ghiaccio, *spechio ymecro specchio, *capuccino umm
*cappucino ymecto cappuccino, *chiachierare ymecro chiacchierare, *azzuro
ymecto azzurro, *capello ymecro cappello, *scimia ymecto scimmia, *pastasciuta
ymecto pastasciutta) wiam ¢y BpIIMIM XHUIIEPKOPEKIIH]Y, OJMHOCHO MUCATH YIBOjEHE
KOHCOHAHTE y pedyrMa y KOjuMa ce OHHM He THINY y WTaJIMjaHCKOM je3uKy (*etta
ymecto eta, *baccio ymecro bacio, *vocce ymecro voce, *maggico ymecto magico,
*orologgio ymecro orologio, *reggina ymecro regina, *stassera ymecro stasera,
*neccessario ymecro necessario, *ogetto wiu pehe *oggeto ymecro oggetto);

3.1.2. akiieHaT — Kao M y NMPETXOJIHOM CIIy4ajy, Tpelika ce UCIoJbaBajia Ha
JIBa HAYMHA: YYCHUIIM CY W30CTaBJballd aKIIEHTE Ha MOCIelmeM Bokany (*eta
ymecto eta, *virtu ymecro virtu, *curiosita ymecro curiosita, *gioventu ymecro
gioventu, *parlera ymecro parlerd, *preparero ymecro preparero), wiu, pehe,
Oenexxwy rpad@UUKK aKkIeHAT OHJA Kaja y WTATHjaHCKUM peurnMa OH He MOCTOjH
(*mamma ymecto mamma).

W xon yABOjeHMX KOHCOHAHATa W KOJ| AaKIIEHTa Y3pOK IpBE BpCTE
npobjeMa BepOBAaTHO MOTHYE U3 MATEPHET je3NKa YYEHHKAa Yy KOM CE y OKBHPY
jemHe peud He Oene)ke HM YABOJCHM KOHCOHAHTH, HHM akieHTH. [[pyra Bpcra
npobjemMa je HHTPaTUHIBAIHE IPUPOJIE U NPEACTaBIba XUIEPKOPEKIH]Y. Y YCHUIH
3Hajy 3a MOCTOjalbe Y/ABOjJEHHMX KOHCOHAHAaTa W AKIIEHTOBAHUX PEYH Yy IHJHBHOM
je3uKy, ma mpaBuia (TMOTPELIHO) NPUMElYjy UM y CclydajeBUMa Kaga TO HHje
notpeOHo, Kako OW ce MTO BUIIE MPUOIMKIIH HOPMH CTAaHIAPJHOT HTAIHjaHCKOT
je3uKa;

3.1.3. u3ocraBibame WTaNMjaHCcKoOr cioBa ,,H” — koHconaHT ,H” ce y
UTAJIMjaHCKOM j€3UKy HHKaJ He M3roBapa, CIyXu na ,,rpaau murpame CH i GH
KOojuMa ce 03HaudaBajy BenapHU riacosu /K/ u /G/ ucnpen Bokana £ u I” (Dardano
& Trifone 1995: 687). HaBenene rpemike ykasyjy He caMO Ha HEIOBOJEHO
mo3HaBam-e oprorpad)ckux mpaBmia (¥*mascera ymecro maschera, *giaccio ymecro
ghiaccio, *pageremo ymecro pagheremo, *cercer0 ymecrto cercherd, *sciena
ymecto schiena, *sceletro ymecto scheletro, *ungia ymecrto unghia, *scerzo
ymecto SCherzo), Beh m rpamaTykux mpaBuia Koja ce TUUy rpaljera MHOXHHE
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umenuna u npuneBa (*lunge ymecro lunghe, *giacce ymecrto giacche, *sporci
ymecto Sporchi, *gnocci ymecto gnocchi);

3.1.4. amoctpod — yueHMUM HHCY OeNeXuian anoctpod y crieaehum
ClTy4ajeBHMMa WMIepaTuBa: *va ymecto va’, *di ymecro di’, *fa ymecrto fa’ n xox
*Ce ymecTo C'€, *Ce ne uno ymecro Ce N'é uno.

Kao m y mperxomHoMm ciyuajy, HUje ped HCKJBYYHMBO O MPABONHCHHM
rpemkaMa, Beh HCTOBpEMEHO M O TpaMaTHYKHM T'pelIkaMa Koje MOTY JOBECTH JI0
KOH(Y3Hje yclien Helo3HaBama MOPQOJIOIIKUX M CEMaHTHYKHUX pasnuka. Haumme,
obmunu va u fa jecy 3. nmne jennune npesenra riarona andare u fare, mok je
o6uuk di mpeaJior.

I'paduxon Op. 1: HajzacTynsseHHje paBOMHCHE TPEIIKE ITOCIIE 3aBPIICHOT HIBOA A2

NMpaBonuUcHe rpeLuKe nocse 3aBpLieHor Husoa A2

50,00%
45,00%
40,00%

35,00%

30,00%
25,00%

20,00% +
15,00%
10,00%

5,00%

0,00%

Doppie AKueHaT UsocTasmarse Anoctpod
cnosa "H"”

Tlocie ananmuze rpeiraka KopIiryCa MpUKyIJbEHOI' TOCJIC HMBOA b2 YOUCHO
j€ Za oy Hampe]| HaBeJICHUX Tpeliaka JOMHHHUPaAjy OHE KOje ce THYY Y/BOjeHUX
KOHCOHaHaTa. YuUeHWLHM cy nucanu: *acettare mnm *accetare ymecro accettare,
*comerciante ymecro commerciante, *fazoletto unu *fazzoleto ymecro fazzoletto,
*petegolezzo unm *pettegolezo ymecro pettegolezzo, *canelloni wam *canneloni
ymecto cannelloni, *cocodrillo unu *coccodrilo ymecto coccodrillo, *sciochezza
unn *scioccheza ymecro sciocchezza, *profesoressa wmm *professoresa ymecro
professoressa, *capuccino wmmm *cappucino ymecTto cappuccino, *passegiata
ymMmecto passeggiata, *accetterebero mwim *acceterebbero ymecro accetterebbero,
*Apennini wm *Appenini wix *Apenini ymecto Appennini, *afettare unn *affetare
ymecTo affettare.
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CBU HCIIUTHBAHU TOJNIA3HHUIIA UMM Cy MPOOJIeM ca MHUCABEM YIBOjCHHX
KOHCOHaHaTa Ha JUKTaThMa paljeHnMm Ha yacy. IIpumeheHo je ma Ha OBOM HHBOY
yUeHHIIM Hajyemhe M30CTaBJbajy Aymje KOHCOHAHTE y peyrMa y KojuMa ce ABa
WK TPH IyTa 1ojaBsbyjy doppie.

Kaga cy y muramy octane Tpelike, YUCHUIHM Cy MOTIIYHO CaBlaJaju
NpaBUWIIO O MHCaky KOHCOHaHTa ,,H”, HOK Cy ce PEeTKO MojaBJbUBAJIC TPELIKE
Be3aHe 3a ynotpeOy akieHta (*sofa ymecrto sofa, *gioventu ymecro gioventu,
*maturita ymecro maturita, *liberta ymecro liberta, *mercoledi ymecto mercoledi)
wii anoctpoda (*ce né ymecto Ce n’e, *un po ymecto un po’).

I'paduxon Op. 2: [IpaBomucHe rpelike Mociie 3aBpuicHOr HuBoa b2

MpasonucHe rpewke nocne 3aspweHor HMBoa b2
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3.2. Jlexcuuxe epeuixe

YomnmreHo ropopeh, Mo JEKCHYKAM TpelikaMa Moipa3yMeBaMo CBe OHE
rpelike Koje ¢y Hacrtajie 300r MOrpeniHo yrnoTpeOsbeHe JEKCHUKE, OJJHOCHO PeYHUKA
uTanujanckor jesuka. Husou Al n A2 oOyxBarajy peunnuku poun usmely 1.800 u
2.000 peun. [Tonasuuim Kypcesa OMiIM ¢y Yy MOI'yRHOCTH Jia JOJaTHO 00orare CBOj
JeKCHYKHM (OHJ Ha YacOBMMAa KOHBep3aluje. Jlekcruka Kojy je Tpebano na ycBoje
Ha MpBa JIBa HUBOA yUCHha UTAINjAHCKOT THIAJIa Ce ONMHUCUBaba PU3NYKOT H3IJIe/a
U KapakTepa oco0e, MOpOJMIle, ONMHCHBama Kyhe, Iikoie, xo0Wja, IMyTOBamba,
npasHHKa, XpaHe, YMETHOCTH, OMOCKOIA, My3UKe, KyIIOBHHE, TIpojaBHUIA 1 oxehe.
Ha dacoBuma cy mojaTHO MOTIIM Jia Hay4e pedyd Koje ce THUy KIMMeE, eKOJIOTH]e,
3/IPaBOT KUBOTA, KEbUTA U IPYIITBCHUX MPEKa.

Ha HuBOy A2 JIeKCHYKe Ipelike cy ce orjieqale y Kopuihemy 1M0jeJHHUX
peud U3 MaTepmer WM HEKOr JPYror paHHje HaydeHOr je3uka, Hajuerihe
eHryieckor. Hawme, ycnex HenocraTka KOMIICTCHIMjE W HEMO3HABamba
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onrosapajyhe mWranmjaHcKe pedd, YUEHUIM Cy, KaKo OW WITaK MpeHeNn >KEeJbeHY
HOPYKY, KOPUCTHIIH TpaHC(ep Kao CTPAaTerHjy W MPEHOCHIM PEYd M3 MPETXOIHO
HAayYCHUX je3WKa Koje Cy IMO3HaBaId. Y TOM CMHCIy TpaHchep ce orienao
Hajuenthe kpo3 moTmyHe mo3ajmibenuie (enra. she ymecro wran. lei, enrm. |
ymecto utai. i0, enri. coffee ymecro wmran. caffé, cpm. da ymecro wuran. che),
xubpunHe TBopeBune (*lusire — kopumheme enria.ocHoBe 100Se u uran. HacTaBka —
ire) u maxkue npujaresbe (*parenti (poharm) y 3Ha4Y€HY ,,pOTUTEIHH, TIPEMa CHIIL.
parents ymecto urtan. genitori; *caldo (Toruio) y 3Hauemwy ,,XJ1aqHO” TpeMa CHIJI.
cold ymecro uran. freddo; *carta (mamup) y 3Hauemy ,,kapra”’, mpema CpIl. Kaprta
ymecto urain. biglietto; *camera (co6a) y 3Hademy ,,kamepa”, mpeMa CpIl. Kamepa
ymecTo uTtai. cinepresa; *regalo (mokioH) y 3HaYewy ,,perar’, mpemMa cpil. peaai
yMecTo uTall. armadio; *piazza (Tpr) y 3HaUeWy ,Hjana’, peMa CpIL. nujaya
yMecTo uTall. mercato; *stipendio (mnara) y 3Hauewy ,,CTHIICHIM]a”, IpeMa CpIL.
cmunenouja ymecto urai. borsa di studio). Ha muBoy B2 mortmyHo Cy uirdesne
rpenike Koje ce THYy MOTIYHHX TMO033ajMJCHHIIA W XHOPWUIHUX TBOPEBHHA, a
CIIOPAIMYHO CYy C€ jaBJbaJIH JIAXKHHM NpHjatesbu (*clima (kuMa) y 3Ha4YCHY ,,KITUMa
ypehaj”, npema cpm. kauma ymecto urtan. climatizzatore; *firma (mormuc) y
3Hauyewy ,,pupma”, mpema cpm. ¢upma ymecto wuran. ditta; *locazione
(M3HajMIBPMBALE) Y 3HAUCHY ,JIOKaldja”’, TIpeMa CpIl. JoKayuja yMecTo HTall.
ubicazione; *patente (n03BoNa) y 3HaYCHY ,,IATEHT”’, IPEMa CPIL. nAMeHm YMECTO
uTan. brevetto; *cornetto (kpoacan, ku¢a) y 3Ha4Yewmy ,,KOpHET’, MpeMa CpilL.
KOpHem yMeCTO UTaJ. CONO).

Bpenna momeHa je rpemika Kojy Cy YYSHHIIM YECTO MPABHIM W Ha HUBOY
A2 wu na nHuBoy Bb2. Ycnen yrunaja MaTepmer je3uka, YYCHHIIM CY TOTPEIIHO
KOPUCTHITM UTAMjaHCKU riaron andare (Koju ce KOPUCTH Ja O3HAa4YM Y/1ajbaBame
O/l TOBOPHHKA WJIM CaroBOPHHMKa) yMECTO Tjarosia Venire (KojuM ce u3paxkaBa
npuOIMKaBambe TOBOPHHUKY WIIM CarOBOPHHKY ):

— Andiamo al cinema. *Vai con noi? (Uoemo y 6mockomn. Jla au muern ca
Hama?) ymecto mcnpaBHor obimka: Andiamo al cinema. Vieni con noi?
(Uoemo y 6uockor. Jla v mojiasuii ca Hama?)

W3 HaBepeHuX IpuMepa 3akjbydyje ce JAa cy Hajuemhe rpemke Owuie
MHTPAIMHTBAIHOT ~ KapakTepa, [OK je HWHTCpIMHTBAJHMX Tpemraka Owuio
3aHEMapJFUBO MaJo.

Bynyhu ma nexcudke rpemike He HPEACTaBIbajy THI Tpeliaka Koje Ccy ce
(hocunmzoBasie KO HALIMX YUCHUKA, ald U 300T eKOHOMUYHOCTH M3JIarama HaBeJH
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CMO caMO HEKOJIMKO HajyIevaTJbuBUjuX mpuMepa rpemaka. [locie auBoa A2 oHe
cy unHIIE 0KO 6%, a Ha HUBOY b2 HewTo Buiue ox 2% yKynHor 0poja rpeaka.

3.3. Mopgocunmaxcuuke epeuixe

[Mox MopdoCHHTAKCHYKUM TpelIKaMa IoIpa3yMeBaMo OHE TPEIIKe Koje Cy
HacTaje yciel HeNmpaBWIHOr rpalelba pedyd WM TpaMaTHYKHd HEUCIPaBHUX
peueHHIla 300T HEMOIITOBaka WM MOTpEIIHe MPUMEHE I'paMaTHYKHUX IpaBHia
WTAIIMjaHCKOT je3uka. Pagy ce o HeKoj BPCTH AeBHjalrje Y OJHOCY Ha HOPMY Koja
MOCTOjU y CTAaHAAPIHOM HMTAIMjaHCKOM jE3UKY, a THUY C€ TOTOBO CBHX KaTeropuja
peun. HakoH u3BpIIeHe aHAM3e Tpeniaka y MHCaHo] NPOAYKIMjH ydeHHUKa, TT0CTe
3aBpIICHOT HUBOA A2, Ka0 Hajy4ecTalnje U3BOjHIE Cy ce cienehe rperke:

3.3.1. YnaHoBu — y4eHHIIU Cy MTPABWIH YETUPH TUTIA IPeIlaKa;

a) W30CTaBJbaM Cy HWeroBy ymoTpeOy: *Ragazza che ho incontrato si
chiama Jovana ymecto La ragazza che ho incontrato si chiama Jovana, *Mio amico
Petar vive a Cesena ymecto Il mio amico Petar vive a Cesena, *Sono nato 20
ottobre ymecto Sono nato il 20 ottobre, tutte persone® ymecTo tutte le persone.

bynyhu na marepmu je3Wk ydeHHWKa He Tpero3Haje KaTeropHjy WiaHa,
YYCHHUIIM Cy HACTOjalM Jia Ty OCOOCHOCT IpeHecy W y LWJBHHU je3uk. Hawme,
JIOCJIIOBHO Cy TPEBOJMIN PEUCHHIIE ca CPIICKOT HA MTAIHjAHCKH je3WK, T€ UM Y
WTAJIMjaHCKUM PEeYeHHUIIMMA HUje HEeI0CTajao YWiaH jep ra Huje OWio HU Y lbUXOBOM
MaTepmBEM je3HKY;

0) ynorpebspaBaiu Cy 4iaH Kajaa To HHje 0mio nmotpedHo: *Conosco la sua
sorella da due anni ymecto Conosco sua sorella da due anni, *Mio padre é il
medico ymecro Mio padre ¢ medico, *nella questa citta ymecro in questa citta,
*una settimana della vacanza ymecto una settimana di vacanza, *nella piazza San
Giovanni ymecrto in piazza San Giovanni, *vado nell’albergo ymecro vado in
albergo.

CBecHu n1a jenHy oxa Hajuemhux HMHTEepBeHUHWja Hpodecopa TOKOM yaca
npejicTaBiba mojicehiame Ha KOpUIhewke YaHa y UTATHjaHCKOM je3HKY, YUCHHIIN
Cy TPaBWJIM HEKY BPCTY XUIEPKOPEKIMje — TEXKWIH Cy Jia TPUMEHE MPaBHIO O
Kopuihewy yiiaHa y ciIydajeBUMa Kaaa TO HUje Onio moTpeOHo;

B) KOPHCTHIIU Cy morpenian oomuk wiana: *I1 straniero ymecro lo straniero,
*il anno ymecto l'anno, *la insegnante ymecro l'insegnante, *dei amici ymecrto
degli amici, *i Stati Uniti ymecto gli Stati Uniti.

OcuM ymoTpeOe wiana, YISHHUITN Cy HaWIa3WiId Ha ToTemkohe 1 Kama je y
nuTamky OONMUK uiaHa. Haume, y uTanujanckoM je3uKy mpu u30opy oarosapajyher
YyaHa Tpeba BOAUTH padyHa HE caMo O poay U Opojy, Beh W o0 peun y3 Kojy WiaH

239



Mapuja H. Byjosuh

croju. [lakie, 300T YMBbEHUIE Ja je MPHIMKOM yIOoTpeOe wiaHa OWiIo moTpedHo
y3eTH y 003Wp BHIIE NapaMeTapa, Yy4YCHHIM Cy TpaBWIM Tpemke 300r
KOMITJIEKCHOCTH 33/1aTKa;

T) yrnoTtpedspaBany cy oapehenu @wian ymecto Heoapehenor: *Firenze ¢ la
bella cittd ymecro Firenze ¢ una bella citta, *E il problema difficile ymecto E un
problema difficile, *¢ il ragazzo italiano ymecto € un ragazzo italiano.

OBa BpcTa Trpelike HE TMOTHYE W3 MaTepmer jeswka, Beh je ped o
HEIOBOJFHO OOPO CaBlIalaHOM MpaBHIy HMIJBHOT jesnka. Kao m kox mperxomHe
rpyne rpemiaka, paad ce 0 TOMe Ja KaTeropujy 4wiaHa cpOo(OHU YISHUIH TEIIKO
caBJIaJlaBajy jep je HeMajy y CBOM MaTePHEM je3HKY.

ITocne aHanmu3e rpelraka pajoBa yueHHUKa Ha HUBOY b2 yCTaHOBJBEHO je Ja
o HabpojaHUX Tpelaka Mep3ucThpajy rpemke y ynorpeou wiana LO (*il specchio
ymecto lo specchio, *il zaino ymecro lo zaino, *il studioso ymecro lo studioso, *il
psicologo ymecto lo psicologo, *il stress ymecto lo stress, *il stipendio ymecto lo
stipendio, *il sciopero ymecro lo sciopero, *il scandalo ymecto lo scandalo).

3.3.2. [Ipeaso3u — ca OBOM KaTErOpPHjoM peuyd cpOo(OoHH YUCHUIN UMajy
HajBuUIIe mMpolieMa Ha CBMM HHBOMMA y4ema HTaiujaHckor jesuka (B. Radojevié
2014). Jonatau npodiieM IpejcTaB/ba ynorpeda npeaiora ca wiaHoM. Hajuerrhe
TpelKe Koje ce THUy Mpezsiora Ha HuBoy A2 jecy:

a) mpeasor A: *a citta ymecro in citta, *parto a Roma ymecto parto per
Roma, *prima alle 8 ymecro prima delle 8, *ho portato la macchina al meccanico
ymecto ho portato la macchina dal meccanico, *I'Arena a Verona ymecto I'Arena
di Verona, *il treno alle sette ymecro il treno delle sette.

Y4eHuIH cy Ha jeJTHOM OJ1 IIPBHX YacOBA UTAIMjaHCKOT je3Ka Hay4WIIH Ja
ce WCIpea MMEeHa IpajioBa KOPUCTH HpeIor ,,A” y 3Hauemy CpPICKOT Ipeiora
Y (Vivo a Belgrado — XKusum y Beorpany). Ycies naxkne aHaaorHje KOPUCTHIH
Cy mpeior ,,A” HCTpe] UMEHa TPafoBa U Yy CBHM OCTAJIUM KOHTEKCTHMa (TIocie
riaroja partire Koju 3axrTeBa ynotpeOy mpeaiora Per, Wid yMEeCTO UTaJIHjaHCKOT
npemiora ,,DI” kojum ce o3mauaBa mpumagame Universita di Belgrado —
Beorpancku ynusepsuter). CIMYHO TOME, YUCHHIMMA je OWJIO TO3HATO Ja ce 3a
MCKa3MBambe BPEMEHa/caTh Hajuelhe KOPUCTH IIPEIOor CojeH ca wiaHoMm ,,ALLE”
(Pranzo alle due — Pywyam y nBa cata), ma cy, IIOHOBO YCIIOBJbEHH JI&)KHOM
QHAJIOTH]jOM, KOPUCTWIIM OBaj INPEUIOr Ca YIAHOM M Yy OCTaIMM CllydyajeBHMa
(ymecto npemtora DI y mpumepy: il treno alle sette ymecro il treno delle sette rae
ce mpemior ,,DI” xopuctu y cB0joj TeMIIOpasHOj CHEUU(PHUKATUBHO] (YHKIHUjH
(Radojevi¢, 2014: 69) u y npumepy *prima alle 8 ymecro prima delle 8, ogrocHO
nocne peun ,,PRIMA” koja usuckyje ynorpedy npeasora ,,DI”). dakne, oBae je
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ped O HMHTPAIMHIBAJHAM TpelikaMa KOje Cy HacTalle yCIeA XHUIEPKOPEKIIHje
onpeheHnx mpaBuiIa UTANHjaHCKOT je3UKa;

0) mpemtor IN: *mia sorella vive in Vienna ymecro mia sorella vive a
Vienna, *Ci vediamo in lunedi ymecro Ci vediamo lunedi, *& ancora in letto
ymMecTo € ancora a letto, *salgo in tram ymecro salgo sul tram, *si € innamorata in
Vittorio ymecTo si ¢ innamorata di Vittorio.

Y TroToBO CBHUM HaBEJICHHM MpUMEpPHMa OYHWIVIEAAaH j€ HEeTaTUBHU
TpaHchep W3 MaTepmer je3nKa Y4YeHHKa, OAHOCHO OyKBaJHM MPEBOJ CPIICKOT
npemiora ,,Y”’ wuranujanckuM mpemnorom L,IN” (OKusum y beuy, Bumumo ce y
MOHEJIEJhaK, JOII YBEK je Y KPeBeTy, 3aibyouiia ce y Butopuja);

B) npemsor DI: *Vado di mia madre ymecto Vado da mia madre, *non
dipende di me ymecto non dipende da me, *Vengo di Belgrado ymecto Vengo da
Belgrado, *lontano della fermata ymecro lontano dalla fermata, *preferisco la
discoteca del teatro ymecro preferisco la discoteca al teatro, *Oggi torna del
Portogallo ymecto Oggi torna dal Portogallo, *davanti di noi ymecto davanti a noi,
*sono riuscito di ymecTo sono riuscito a;

r) npexnor DA: *Ho studiato la lingua francese da 8 anni ymecro Ho
studiato la lingua francese per 8 anni.

HaBenenn mnpumep mpeacTaBiba jeqHy OJf HajydeCTalMjUX TIpelIaka.
Hawnme, ymecto uranmjanckor npemiora ,,PER”, xoju ce kopuctu Kao TeMnopaiHu
aKy3aTHB 3a M3pa)kaBarh¢ BPEMEHCKOI Tpajarka npeaukaiuje (B. Radojevi¢ 2014:
148), yaenunu cy xopuctuian npemior ,,DA” kojuM ce o3HadaBa ,,caMO MOYETaK
HECBpILICHE TpeAUKalyje, Tj. NpeAuKalfje Koja Tpaje U y TPEHYTKY ToBopema’
(Radojevi¢ 2014: 153);

n) npemior SU: *vado sul mare ymecto vado al mare, *ha aperto il libro
sulla pagina sbagliata ymecto ha aperto il libro alla pagina sbagliata, *mi sono
arrabbiato su mia sorella ymecto mi sono arrabbiato con mia sorella, *vado sul
concerto ymecto vado al concerto.

Kao u y cmywajy mpemiora ,,IN”, HaBeleHe Tpelike Cy HacTtajle Kao
nocieauna uHTepdepeHnrje, TauHuje OyKBAJIHOT MPEeBOJA Ca MaTepH-er je3HKa
(umemM Ha Mope, OTBOPHO caM KIUT'y Ha TOTPENIHO] CTPaHH, HAJbYyTHO CaM ce Ha
MOjy CecTpy, UJIeM Ha KOHIIEPT) U MOTrPELIHOT yBepema ydeHuKa ja he ce y cBum
cllydajeBHUMa CpIICKH rpeBox HA mpeBecTu uTaiaujaHcKuUM npeasiorom ,,SU”;

1) npemnor PER: *Studio italiano per quattro mesi ymecro Studio italiano
da quattro mesi, *Il treno parte per cinque minuti ymecro Il treno parte tra/fra
cingque minuti, *vado per dormire ymecto vado a dormire, *occhiali per sole
ymecto occhiali da sole.
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W y ciryuajy npexmnora ,,PER” yowsnB je HeraTuBHE TpaHCc(ep U3 CPIICKOT
jesuka (Bo3 kpehe 3a meT MHUHYyTa, Haodape 3a CYHIE) M U3jeJHAYABAIHE
uTanujanckor npesiora ,,PER” u cprckor npeasora ,,3A”;

e) npemtor CON: *contento con ymecrto contento di, *Ci Siamo sentiti con
telefono ymecro ci siamo sentiti per/al telefono, *si occupa con politica ymecto si
occupa di politica.

ExBuBanent wuranmjanckor mpemiora ,,CON” O6mo Om CpIICKHA Tpensior
»CA” KOojuM ce u3pakaBa HMHCTpyMeHTalHa QyHKOuja. HaBeaeno objammaBa
HpUMepe TPelIaka yCIOBJbEHE JOCIOBHUM IIPEBOIOM Ca MATEPIbET je3UKa yIeHHUKa
(3a10BOJbAH YMME, YYJIH CMO C€ Telle)OHOM, OABU ce TOJIUTHKOM );

k) npemior TRA/FRA: *fra la finestra del mio soggiorno ymecro dalla
finestra del mio soggiorno.

[Tocne 3aBpmieHor HuBoa b2 kao QocunmszoBane cy ocraine cieaehe
rpemke: *mi fido in te ymecto mi fido di te, *nel menu ymecro sul menu, *nei
giornali ymecro sui giornali, *ho preso le valigie della macchina ymecto ho preso
le valigie dalla macchina, *gli studenti stanno seduti sui loro banchi ymecro gli
studenti stanno seduti nei loro banchi, * ritorno per due settimane ymecto ritorno
tra/fra due settimane, *cercavo per le mie carte ymecro cercavo fra/tra le mie carte,
*faccio la spesa nel fruttivendolo ymecro faccio la spesa dal fruttivendolo, *nella
periferia della citta ymecro alla periferia della citta, *arrivava a casa alle sette e le
otto ymecto arrivava a casa tra le sette e le otto, *scendi sulla quarta fermata
ymecro scendi alla quarta fermata.

Y oba cnyuaja (mocie 3aBpuieHux HUBoa A2 u bB2) kom ymorpebe
MpeJyiora YOUeH je jak yTHIAj HEraTUBHOT TpaHcpepa M3 MaTepmer je3uka, IITOo
noOpojaHe rpelrke YHHU IpelikamMa MHTPaJMHTBalIHE npupoje. ['pemke cy, Kox
HajBeher Opoja yueHmKa, HacTane JOCIOBHHM IMPEBOJIOM ca CPIICKOT je3uka (*mi
fido in te — umam noBepema Y tebde, *nei giornali — Y HoBuHaMa, *ritorno per due
settimane — Bpahawm ce 3A nBe Hemesve, *scendi sulla quarta fermata — cuhu HA
YETBPTO] CTAHMIIM), HAKO CE HaBeJeHa yrnotpeba mpemiora oopahupana Ha Al u
A2 nuBoy. [Ipobnem Be3aH 3a ycBajambe OBE KaTeropHje peyr HHUje CBOjCTBEH CaMO
cpbodonuM yueHunuma. J[okas je U YHbEHHIIA J1a CY ayTOPH aXXYPUPAHOT U3/amba
yioenuka Nuovo progetto italiano ocmuciamiam monarHa BexOama Koja ce THUY
ynoTpebe npeasiora nocie cBake Jekinuje, 0e3 003upa Ha TpaMaTHUIKy NMapTHjy Koja
ce y Toj Jiekiuju odpahyije.
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3.3.3. Umenuye

I'pemike Be3ane 3a yrnorpedy UMEHHIA KJIACH(UKOBAIM CMO Y TPHU TpyTIe:

a) pox umenuna: *la cinema ymecto il cinema, *la problema ymecro il
problema, *il mano ymecro la mano, *la sistema ymecro il sistema, *il televisione
ymecro la televisione.

Haxo cy gocamammsy NpUMEpH yKa3WBajll Ha YHECHUIYYy Aa Cy TpeEIKe
y49eHHWKa YTJIaBHOM HacTajaje yCiel HeraTuBHOT Melyje3mdukor yTumaja wu3
MaTepmer y CTPaHU je3WK, TPEUIKe Be3aHe 3a PoJi MMEHHIA Cy WHTPaJHMHTBATHE
NpUpOJe, OJHOCHO HACTAle Cy YCIIeA HEJOBOJFHO CaBNIAJaHUX MpaBmia (|
M3y3eTaKa) UTAIMjaHCKOT je3UKa, Tj. lbUXOBE XHUIIEpreHepatn3aluje;

6) pon umenuna Ha -E: *il legge ymecro la legge, *il voce ymecro la
voce, *la pesce ymecto il pesce, *il chiave ymecro la chiave, *il frase ymecto la
frase, *il classe ymecro la classe, *la paese ymecro il paese.

VY wranmjaHCKOM je3WKy MMEHHWIIe KOje€ CE 3aBpIlaBajy BOKajIoM -£ Mory
OWTH W MYIIKOT W XEHCKOT Pofa, Tj. YICHUIM IpeMa OOIMKYy MMEHHIIE HE MOTY
3aKJBYYUTH KOT je pojila MMEHMIA (Kao INTO je ciiydyaj ca MMEHHIama Koje ce
3aBpIaBajy Ha Bokai -O wiH -A). Ycien HeJOBOJbHE KOMIIETEHIIHje Ha CTPaHOM
jE3WKy, YYEHWIM Cy MpHIMCHBaiIK (TOTpelIaH) poja WTAIWjaHCKO] HWMEHHIIH,
pykoBozehu ce poJoM Kojy Ta UMEHHIIA UMa y cprickoM jesuky (*il legge — 3akon
m.p., *il voce — riac m.p., *la pesce — puba x.p., *il chiave — ksbya m.p., *il classe
— paspen M.p., *la paese — 3emipa K.p.);

B) MMEHHIIC HEMpaBWIHE y MHOXKHHH: *i Cinemi ymecro i cinema, *i
profugi ymecto i profughi, *i biologhi ymecro i biologi, *le farmace ymecro le
farmacie, *le camice ymecto le camicie, *le pronuncie ymecto le pronunce.

CBe HaOpojaHe TpelIKe jecy MHTPATUHTBAIHE MPHUPOJE, OOJHOCHO THUY Ce
HEJ0BOJBHO J00PO caBiaaHuX MpaBuiia (M U3y3eTaKa) UJbHOT je3UKa.

[locne 3aBpmieHor HUBoa b2 HCKOpemeHe Cy CBE BpPCTE€ HaBEICHHX
rperaka.

3.3.4. Ilpuoesu

Pesyntatn ucTpaxuBama MOKaszyjy Aa ymorpeba mpuaeBa HE CTBapa
MIpEBEIMKE MOTeMmKohe yIeHHIIMMa HU Ha jeqHoM HuBOY. [locie 3aBpIiiieHOr HUBOA
A2 younnu cMmo cneaehe rpenike:

a) mpuznesn QUALCHE u QUANTO: *qualche amiche ymecro qualche
amica, *qualche anni ymecro qualche anno, *quanto anni hai? ymecro quanti anni
hai?
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I'pemxa Besana 3a mpumeB QUALCHE jecre wuHTpamuHrBamHa jep
YYCHUII HHCY YCBOJWJIHM IPAaBWJIO Jla C€ IOCIE OBOT TIPHIECBAa yBEK KOPHUCTHU
uMmeHuna y jenauau. C npyre cTpase, rpeiika koja ce tuue npuaesa QUANTO je
WHTEpIMHrBaMHA. Hamme, ydeHHIM Cy TpaBWIO O HENPOMEHJBHBOCTH CPIICKOT
npuzaesa KOJIMKO npeHenu u y HUBHU je3HK, TI€ CE OBaj MPUAEB CIaXe y POAY H
Opojy ca IMEHHUIIOM HCTpes KOje CTOjH;

6) mpumesn QUELLO, BELLO u BUONO: *quel amico ymecto quell’
amico, *quel studente ymectro quello studente, *buon studio! ymecto buono
studio!, *quello tuo zio ymecro quel tuo zio, *bello ragazzo ymecro bel ragazzo.

Paau ce o MHTpaNMHTBAIHO] TPEIILH jep YICHUIM HaBeleHa TPU MpUcBa
HHUCY ckpahuBam y ciydajeBuMa Kajia TO HaJlaxke HOpMa UTaINjaHCKOT je3UKa;

B) TOJIOXKa] mpuzeBa: *una verde camicia ymecro una camicia verde, *un
importante lavoro ymecro un lavoro importante, *un sorridente ragazzo ymecro un
ragazzo sorridente.

HewncnpaBan monokaj mpuaeBa y WTaIMjaHCKOM je3WKy jaCHO yKasyje Ha
HETaTHBHU TpaHchep U3 CPIICKOT je3HKa, T/E je MOoJI0XKaj MpUAeBa UCTIPe, a He h3a
WMEHHUIIE Kao IITO je Hajuernrhe cirydaj y UTallijaHCKOM jE3HKY.

[ocne 3aBpmieHor HuBoa b2 wmimuesne cy Tpeimike Be3aHe 3a IMPHICBE
QUALCHE u QUANTO, u monoxaj mpuaesa, ajld je U Jajbe ocTalia MpUCyTHA
norpemHa ymotrpeba mpumeBa QUELLO, BELLO wu BUONO. I'pemike
minyctpyjemo creaehum npumepuma: *quelli stivali ymecto quegli stivali, *quelli
pantaloni ymecto quei pantaloni, *quel esame ymecto quell'esame, *belli amici
ymecto begli amici, *quelli signori ymecto quei signori, *quelli studenti ymecto
quegli studenti, *un bel albero di Natale ymecro un bell' albero di Natale.

3.3.5. 3amenuye

Hajyuecranuje rpeiike Koje ce THYy 3aMEHHIlA, MTOCJE 3aBPIICHOr HHUBOA
A2 Kypca UTaTHjaHCKOT TIPE/ICTaBIbA]Y:

a) ToKasHe 3ameHuIe — *questo & mia sorella ymecro questa & mia sorella,
*questo sono i nostri genitori ymecro questi sono i nostri genitori.

VY HaBeJeHUM MPUMEpPUMa MMOHOBO je €BUCHTAH YTHUII] MATEPI-ET je3HKa
yYeHHKa TJie ce nokasHa 3amenuiia OBO He ciaxe y poay ¥ Opojy ca HMEHHUIIOM
Ha KOjy ce oHOCcH (OBO je MOja cecTpa, OBO Cy HAIll POJAUTEIbH);

0) 3amennna NE: Quanti ragazzi hai invitato? *Ho invitato 10 ymecro Ne
ho invitati 10, Quante riviste leggi alla settimana? *Leggo due ymecro Ne leggo
due.
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3amenntia NE mpencraBipa HemocTojehy KaTeropwjy y CpICKOM je3WKy.
bynyhu na je Hema y lbUXOBOM MaTepmheM je3nKy, YUCHHUIU CY j€ TO’KUBIbaBaJIH
KaO CYBUIIIHHU CJICMCHT, TC je HUCY KOPUCTHUIIU HU Y I/ITaJ'II/IjaHCKOM rac je yHOTpe6a
OB€ 3aMCHHIIC HCOIIXOHA,

B) cllarame 3aMeHMIa ca napruiumnoM: Quanti ragazzi hai invitato? *Ne
ho invitato tanti ymecto Ne ho invitati tanti, *Non li ho visto ymecto Non li ho
visti, *le ragazze le ha accompagnato Paolo ymecro le ragazze le ha
accompagnate Paolo, *la camicia, [’ho stirato io ymecto la camicia, I’ho stirata
i0, *di libri ne ho letto tanti ymecto di libri ne ho letti tanti;

r) moBparHe 3amenurie: *dobbiamo svegliarsi ymecro dobbiamo
svegliarci, *dovreste alzarsi presto ymecro dovreste alzarvi presto, *non potevate
ricordarsi del suo numero di telefono? ymecro non potevate ricordarvi del suo
numero di telefono?

HaBukaytn Ha jemuHcTBeHM 00OmmK moBparHe 3amenuiie CE y cBum
JUIMMA Y CPIICKOM j€3WKY, YUSHHIIH Cy KOPHCTWIH 00nuK 3amernnte Sl ny 1. u 2.
JIMIY MHOXHHE yMecTo ucrpaBHux oonuka Cl u VI,

1) ynotpeba TaTHBHUX YMECTO aKy3aTHMBHHUX 3aMeHHIla U 00opHyTto: *I'ho
chiesto ymecro gli ho chiesto, *Le voglio aiutare ymecro La voglio aiutare, *gli ho
ringraziato ymecro I'ho ringraziato, *L'ha sparato al petto ymecro Gli ha sparato
al petto.

Kao u y BehmHM pocafammux ciydajeBa, YeCT y3pOK rpeliaka Ouja je
uHTep(depeHnja MaTepmer jesnka (IUTao caM ra, elmmM Ja BaM moMmorHem,
3axBaJIMO CaM MY C€, YITyIIao ra je y rpyziu).

[Tocne 3aBpireHor HUBOAa b2 ocTajie Cy HEHUCKOpPEHEHE IPEIIKe KOje ce
THYY cjlarala 3aMeHHIla ca MapTHIUIOM | yrnoTpeba 3amenurie NE: *non ho
ricevuto la tua mail, quando I'hai spedito? ymecto non ho ricevuto la tua mail,
quando I'hai spedita?, *ho scritto due lettere ma non le ho spedito ymecro ho
scritto due lettere ma non le ho spedite, *ho chiuso le porte ma il vento le ha
aperto ymecto ho chiuso le porte ma il vento le ha aperte, *i libri di Ammaniti li ho
letti tre ymecro i libri di Ammaniti ne ho letti tre, *la torta ne abbiamo mangiata
quasi tutta ymecro la torta I’ abbiamo mangiata quasi tutta.

3.3.6. [naconu

FpemKe BC3aHC 3a I'JIaroJji€ OJHOCE C€ Ha rpaljeH)e u yHOTpe6y TJIaroJCcKux
BpEMEHa.

a) ynorpeba Bpemena Futuro Anteriore (pyryp 2): *Se sarai venuto in
Italia, potrai apprezzare le bellezze artistiche del nostro Paese ymecro Se verrai in
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Italia, potrai apprezzare le bellezze artistiche del nostro Paese, *Se avro finito il
lavoro presto, verro da te ymecto Se finiro il lavoro presto, verro da te, *Dopo che
finird questo lavoro, prenderd una settimana di vacanza ymecro Dopo che avro
finito questo lavoro, prendero una settimana di vacanza.

O6mnuu u ynotpeba osor Oynyher Bpemena oOpaljyjy ce Ha HuBOy Al
Kypca UTaJHjaHCKOT je3uka. Y TpBa ABa HaBEACHA MpHUMeEpa, IPelka je HacTaia
ycIies] yTrllaja MaTepmer je3nka, OJHOCHO OyKBaTHOT MPeBOAa ca CPIICKOT (AKO
Oynemr pomrao y HWrammjy..., Ako OyaeM 3aBpIIMO IOCa0 YCKOPO...), Tj.
kopumihema cprckor ¢yrypa |l y KOHIWIIMOHATHMM pedYeHHIIaMa, INTO je Yy
UTAJIMjaHCKOM  je3uky mnorpemnHo. Tpehm mnpumep, wMehytum, mnokasyje
HHTPAJIMHIBAIHY TpPELIKy, HacTally Kao IIOCJIeala HecaBJIaJaHOI IIpaBuia
WTAIIjaHCKOT je3UKa;

0) m30op momohHor rmaronma mpwinkoM rpahema Bpemena Passato
Prossimo: *sono passeggiato ymecro ho passeggiato, *ho riuscito ymecro sono
riuscito, *sono viaggiato ymecro ho viaggiato, *Il tempo ha cambiato ymecro Il
tempo & cambiato, *Non ha suonato la sveglia ymecto Non & suonata la sveglia,
*L'estate ha finito ymecro L'estate e finita,*Dante ha vissuto nel Due-Trecento
ymecto Dante e vissuto nel Due-Trecento, *sono camminato ymecro ho
camminato, *sono sceso le scale ymecro ho sceso le scale, *lo sciopero ha durato
ymecro lo sciopero é durato, *mi ho lavato ymecto mi sono lavato.

Kana je y nutamy n36op nmoMmohHOr riarona, Tpenike cy Hacrajie He Kao
nociaeauna Tpchq)epa H3 CPIICKOT, Beh ycjea HCHUOTIIYHO CaBJIaJaHUX IIpaBUJIa
UTAJIMjaHCKOT je3UKa. YUYCHMIIM Cy YCBOJUJIM MPABUIIO JIa C€ y3 TJIAarojie Kperama
kao nmomohuu kopuctu riaron ESSERE, anu Hucy Hay4uiau M3y3eTke oJl mpaBuia
(*sono passeggiato, *sono viaggiato, *sono camminato). Takohe, HuCY BOAMIH
padyHa O TOME Ja Ce MOojedwHH Tiarojam (cominciare, iniziare, finire, volare,
cambiare, crescere, suonare, vivere, salire, scendere uta.) MOry KOPUCTHTH y3 00a
nomolhiHa riarosna, ajau y pa3nuautuM kontekcrima (*11 tempo ha cambiato, *Non
ha suonato la sveglia, *L'estate ha finito, *Dante ha vissuto nel Due-Trecento,
*sono sceso le scale);

B) ynotpeba Bpemena Passato Prossimo u Imperfetto: *leri dormivo 10
ore ymecrto leri ho dormito 10 ore, *aspettavo [’autobus per un’ora ymecto ho
aspettato [’autobus per wun’ora, *Prima noi andavamo in Francia, poi
attraversavamo il canale della Manica e infine abbiamo raggiunto [’Irlanda
ymectro Prima noi siamo andati in Francia, poi abbiamo attraversato il canale
della Manica e infine abbiamo raggiunto [’Irlanda, *|l mio orologio era accanto al
letto e vedevo che erano le sette ymecro Il mio orologio era accanto al letto e ho
visto che erano le sette, *Domenica sono andato al mare perché ha fatto molto
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caldo ymecro Domenica sono andato al mare perché faceva molto caldo, *leri
mattina e stata domenica ed io mi sono svegliato molto tardi ymecto leri mattina
era domenica ed io mi sono svegliato molto tardi.

VY3pok mojaBe OBakBE BpCTE Tpelraka Tpeba TPaXUTH IMPEBACXOIHO Y
YUILEHUIIN J1a CE Y CPIICKOM je3UKY acleKTyaJHOCT, Tj. TJIAroJICKH BHJ M3pakaBa
Ha JIEKCUYKOM IUTaHy, IIyTeM HacTaBaka 3a JAepUBalHjy (YMTAaTH — MPOYUTATH) KOjH
yKa3yjy Ha TO Ja IIM je pajama CBpIIeHa win HecBpmieHa. Ca apyre crpade, y
WTaJIMjaHCKOM je3UKY TJIar0JICKH BHJ c€ U3pakaBa Ha MOP(HOCHHTAKCHYKOM IUIaHy,
yrnorpebom oarosapajyhux mponutux Bpemena: ummnedekra (Imperfetto) kojum he
ce O3HauaBaTH HECBpILEHA palma U nepdexra (Passato prossimo) Koju 03HayaBa
CBpIIEHY palmby;

r) ynorpeba Bpemena Trapassato Prossimo (miyckBammepdekar): *Mia
sorella ha ritrovato [’anello che ha perso alcune settimane prima ymecto Mia
sorella ha ritrovato [’anello che aveva perso alcune settimane prima, *Stamattina
ho ricevuto il pacco che mia zia mi ha mandato per il mio onomastico ymecro
Stamattina ho ricevuto il pacco che mia zia mi aveva mandato per il mio
onomastico, *Ho restituito ad Antonio tutte le lettere che mi ha scritto ymecro Ho
restituito ad Antonio tutte le lettere che mi aveva scritto, *Avevo molto sonno
anche se ho dormito dieci ore ymecto Avevo molto sonno anche se avevo dormito
dieci ore.

[TnyckBammepdekar ce yun Ha HUBOY A2, Ma cy yYEHHIN MMaIH Mambe
BpEMEHa Jla CaBlajajy ymoTpedy OBOI BpeMEHa HEro IITO je TO Oumo ciyyaj ca
BpemenoM Futuro Anteriore (gytyp 2). bBynyhu aa ce ucra Bpcra rpenike jaBuia u
nocie HABoa b2, BepyjeMo Ha BeH y3pOoK HIakK Tpeda TPAXKUTH y YHEESHUIIH JIa Ce
CPIICKH IUTyCKBamIiep(ekatr He KOPUCTH YecTo, Beh ce y OBOM je3UKY MPETXOTHOCT
palnme Hckaszyje momohy mpuiora wid TpujieBa KOju yKa3yjy Ha aHTEPUOPHOCT
pamme (Sipéi¢ 2013: 8). CTora cy yd4eHHMIH, y KeJbU Ja H30ErHy Ja TEKCT 3BYUH
apxXamyHO WM YCIIeJ JOCIOBHOT MpPEBOJIa Ca MaTepmer je3nka KOPUCTHIN
UTaNMjaHCKu TepdeKaT yMecTo IUTyCKBamIep@ekTa, HABUKHYTH Ja Y MaTepmheM
je3uky nepdekar u3paxxkasa 1 MPOLLTY paalky U HIPETXOJHOCT Y OAHOCY Ha MPOLLTY
panmby;

1) ynorpeba KOHIMIMOHaNTa ymecto Bpemena Imperfetto: *Si sarebbe
alzato presto ogni mattina e si sarebbe recato all ufficio ymecro Si alzava presto
ogni mattina e si recava all ufficio (Yctajao O paHo CBaKkor jyTpa U KpeTtao Ou Ha
nocao), *Ogni estate sarei andata in campagna ymecro Ogni estate andavo in
campagna (Csakor Jieta OuX ojjia3miia Ha CeJio).

OBme ce pamgd O HHTEPIMHTBAJIHMM TIpellkama, OJHOCHO HaBeICHU
NpUMEpH Cy OYUIJIe[aH J0Ka3 MOCTOjalba jakor TpaHcdepa M3 MaTepmer je3HKa
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ydeHuKka. BepyjeMo na je ped o Tpemmy THIHYHOj 32 cpOodoHE TOBOPHUKE, U Ja
YYEHUIN YMjH MaTePU je3UK HHje CPIICKK He O HAIpaBHIN OBY TpemikKy, Oymyhu
I[aje Tpeuika HacTajia JOCIIOBHUM HpCBOheH:GM CpHCKOFj63I/IKa.

[locme anamm3e rpemaka KOpIyca HAKOH TIOCTHTHYTOT HuBoa b2
3aKJbydyjeMO JAa je Kao (OCHMIM30BaHa OCTana rpelika Koja ce Thye ymorpede
Bpemena: Passato Prossimo u Imperfetto u ymotpeba Bpemena Trapassato
Prossimo, u nga je mporieHar rpeliaka Be3aH 3a ymoTpeOy MpOIUIHX BpeMeHa
n3y3eTHO BHCOK (67,4%). HaBemhemo Hekonuko mpumepa: *Ero stanco e avevo
molto sonno e percio mi preparavo un caffé e facevo colazione ymecro Ero stanco
e avevo molto sonno e percid mi sono preparato un caffé e ho fatto colazione,
*Lavoravo tutta [’estate ymecmo ho lavorato tutta [’estate, *Abbiamo voluto
passare le vacanze in ltalia pero siamo rimasti a Belgrado ymecto Volevamo
passare le vacanze in ltalia perd siamo rimasti a Belgrado, *non potevamo
conoscere Luisa perché é partita in fretta ymecto non abbiamo potuto conoscere
Luisa perché é partita in fretta, *non [’ho vista da circa due anni ymecto non la
vedevo da circa due anni, *non ho comprato niente perche ho gia speso tutti i soldi
ymecto non ho comprato niente perché avevo gia speso tutti i soldi, *finalmente mi
e arrivato il libro che ho ordinato ymecro finalmente mi € arrivato il libro che
avevo ordinato, *erano stanchi perché hanno camminato per tre ore ymecro erano
stanchi perché avevano camminato per tre ore, *Quando sono arrivato in piazza,
ho visto Silvia che & arrivata 15 minuti prima ymecro Quando sono arrivato in
piazza, ho visto Silvia che era arrivata 15 minuti prima.

I'padukon Op. 3: MophocuHTaKCHYKE TPEIIKE MOCIIE 3aBPIICHOT HIUBOa A2

Mop¢ocrMHTaKCUUKe rpeLlKe nocne 3aBplueHor HuBoa A2
35,00% 3,

30,00% 2

25,00%

20,00% 1

15,00%

1
10,00%
6,20%
- b I

0,00%

Unamosu Npnaesn Umennue Npepnosu Jamennue rnaronn
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I'paduxon 6p. 4: MopdocuHTaKCHYIKE TPEIIKe IOCIIe 3aBpIICHOT HIuBoa b2

MOpP@POCUHTAKCMUKE rpeLlKe NoCc/e 3aBpLIeHOr HUBO
70,00%

60,00%

50,00%
40,00% |
30,00%
20,00% |

M
" 8,20%.

0,00% "
Ynau LO Npeanosn Npupesn bello, Cnararbe 3amenmnua  Ynotpeba npownmx
quello, buono ca napTMumMnom u BpemeHa
peuua NE

4. 3AKJbYYUAK

Ham xopmyc unamo je ykymao 1.104 pama (nukrara, eceja ¥ 3aBpIIHIX
UCIHTA) KOjU Cy aHaJIM3WPaHW IOCJe 3aBpLICHOT HUBOA A2, a 3aTUM W IOCie
3aBpiieHOr HuBoa b2, AHanmu3upaHe Cy TOpPaBOMHCHE, JIGKCHYKE W
MOppOCUHTAKCUYKE Trpenike. Pe3ynraty cy mokasaiu na cy, y nopehemy ca
rpenikaMa HanpaBJbeHUM Ha HUBOY A2, YYCHHUIM WIN Y MOTITYHOCTH HCKOPEHIIIH
rpelike WIM WX Yy 3HATHO] Mepu peaykoBanu. Mmak, Heke Ipelike ocTale cy
(dhocmnzoBane y Meljyjesuky ydeHWka W TOCJE JIBE T'OAMHE PEIOBHE HACTaBE W
BexxOama MpodJIeMaTHYHUX IpaMaTHIKUX naptuja. OdyekuBaHo je Omno na he nare
rpemike Ha HUBOY b2 Hectatu. Te ykopemweHe rpemike THay ce npasorca (doppie)
u mopdocunTakce (wran LO, npemmosu, npunesu bello u quello, 3amennna NE u
cllarama 3aMEeHMIA ca MapTHIMIIOM W ymoTpede Mpouuux BpemeHa). Jlekcmuke
rpelike HUCY ce OCUITU30BaJIe.

MosxeMo Ja 3aKkJbydnMoO Jia HajBehy mpemnpeky cpOodoHUM ydeHHIIHMA
NpeACTaBbajy OHE KaTeropHje peyd WM yHoTpeda mpaBuia Koja HE MOCToje Y
BUXOBOM MaTepmHEeM je3uKy (YIBOjeHM CyriacHWIM, 4wiad, 3ameHwmna NE,
U3paXkaBame AaCHEeKTYyaJHOCTH IyTeM INpouumx BpemeHa). Hajeehm npouenar
rpeiaka THUe ce ynorpede mpoiuinx BpeMeHa. Bepyjemo aa pasior 3a To Tpeda
TPaXHUTH y HETaTHMBHOM TpaHcepy M3 MaTepmer je3uka ydeHwka. Hawmme, y
CPIICKOM j€3HKY CHCTEM IPOILUINX BPEMEHA CBEJIEH je Ha yHnoTpeOy nepdexTa, JoK
kopuiihiese uMmnepdekra M IUIyCKBamIepdekTa Aeiayje apXaudHo, M OHH Ce
3aMerbyjy mepekToM Kana rox je To moryhe (Sip¢i¢ 2013: 15). OBa unmennna
Morja Ou Ja 00jacHU 3alliTO YYCHHIIM H30eraBajy a y HTaJIHUjaHCKOM je3UKY
kopucte Imperfetto u Trapassato Prossimo y ciaydajeBuma Kkaga je EHXOBa
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yrnorpeba He ONIMOHA HEro HEONXOHA. Y CBUM CIIydajeBHMa IpelaKa OuurieaH
je cHaxaH TpaHchep U3 Marepmer jesuka y [WbHH jesuk. [lopen
MHTEPJIMHTBAIHUX Ipelliaka, Y paay CMO M3/IBOjWIM U Hajuemihe MHTpaJIHHTBaIHE
TpelIKe, HacTaje ycje[ HecaBlaJaBamba WIM MOTpelIHe yrnoTpede IpaBuia
LIUJBHOT je3uka (Torperran oOJIMK 4YiaaHa, yrnoTpeda mpemiora, nu3dop nomohHor
rJIarojia MPHIMKOM rpahera CII0KEHOT BpeMeHa).

Muisemha cMo J1a OW HajyreyaTJbUBHje TPEIIKe KOje CMO UCTAKIH Y PaIy
MOTJIe yka3aTh Ha obOnactu HajBehux motemkoha Ha koje Hamnase cpOodoHuU
YUCHHLN KOjH y4€ HUTAJHMjaHCKH je3UK, Kao M Ja OHE MOTy Ja MOCIyXe Kao
CMEpHHIIE Y HM3paAd MOCeOHO OCMHUIJBEHOT AWIAKTUYKOT MaTepHjaia Koju Ou
BOJIMO pavyyHa O je3MYKHM MOTpedaMa OBaKBHX yUCHHUKA.

I'padukon Op. 5: I'perike mocie 3aBpiieHOr HUBOA A2

Npewke nocne 3aspweHor HuBoa A2

= MNpasBonucHe rpeLuke
™ /lekcuike rpewke

= Mop¢dOoCUHTaKCHUKe rpeLuKke

I'padukon Op. 6: I'perike nocine 3aBpuieHor HUBoa b2

Npewke nocne 3aspweHor HusBoa b2

™ MpasonucHe rpewke
M /lekcuuke rpewke

W MOp@)OCUHTAKCUUKE rpeLuKe
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I'pacdukonm jacHO yka3yjy Ha oOmactu HajBehmx motemkoha cp6odoHmX
y49eHWKa Koju yde uranujancku je3uk. [locme HmBoa A2 m b2 mokazamo ce ma
JIEKCHYKE TPElIKe YMHE HajMamK MpOoIeHAT oA YKyMHOr Opoja rpemraka. Takee
TpelIKe HHUCY OMeTajle KOMYHHKAIMjy, OJHOCHO IIPCHOUICHE IOpYKE.
W3znenaljyjyhe BHCOK jecTe MpoOIeHAT NPaBOMUCHUX TIpeliaka Ha oba HHBOA.
Cmarpamo aa Ou ce Opoj OBaKBUX rpelllaka MOrao CBECTH Ha MUHUMYM YKOJHUKO
Om ce Ha OBaj cerMeHT obpaTmia MmocedHa Makmka M3PaZoOM JTUKTATa U MHCAmHEM
eceja. O4eKMBaHO BUCOK MPOLEHAT PE3EPBUCAH j€ 32 MOP(HOCHHTAKCHUKE TPELIKE.
YKonuko OM HACTaBHHIIM je3MKa OOpaTHIIA MOCEOHY IMaxEkhy M MOCBETHIIN BHIIE
BpeMeHa YBe)kOaBamkby OHHUX CTPYKTypa KOje Cy C€ y HalleM HCTPaKUBamy
MoKa3alie Kao HajKpUTHYHH]jE, BEPYjeMO J1a OH ce TpelIke MOrJie CIIPEYnTH, WK Aa
0u Oap BUXOB OpOj 3HATHO OMO PEeIyKOBAH.
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FOSSILIZED ERRORS IN THE WRITTEN PRODUCTION OF ITALIAN LANGUAGE
STUDENTS (B2 LEVEL)

Summary

Fossilization, a phenomenon that inevitably occurs in the interlanguage of students learning
the target language, has been the subject of studies in the field of second language
acquisition for a long time. Therefore, the purpose of this paper is to present the results of
empirical research in an attempt to identify the most common fossilized errors of students
at the B2 level in the Italian language using the method of Error Analysis of the corpus
consisting of essays, dictatiotion and final exams of language students.in order to reduce
the number of errors during the learning process and to improve language teaching. The
participants were 24 students in a private language school in Belgrade whose written
production was analyzed after the completion of the A2 level and then after the completion
of the B2 level, and their errors were compared.

The results showed the most common student errors at the A2 level. The most frequent
orthographic errors are: doppie, omission of letter H, lack of usage of apostrophes and
accents. Errors at the level of morphosyntax concern the use of articles, prepositions (this
category of words creates most problems at all levels), nouns (gender of nouns, gender of
nouns ending in -E, nouns with irregular plural), pronouns (demonstrative pronouns, NE,
concord of pronouns with the participle, use of dative instead of object pronouns) and verbs
(use of Futuro Anteriore, selecting an auxiliary verb for Passato Prossimo, use of Passato
Prossimo, Imperfetto and Trapassato Prossimo).

The results also showed that, in spite of two years of training, exposure to the target
language, corrections, additional exercises and explanations certain errors still persist in the
learners’ interlanguage although it was believed that they would disappear at this level.
These fossilized errors at the B2 level concern orthography (doppie) and morphosyntax
(article LO, prepositions, adjectives bello and quello, pronoun NE, concord of pronouns
with participle and use of past tenses). Lexical errors are not the type of errors that became
fossilized.

Key words: fossilization, errors, error analysis, interlanguage, Italian language, Serbophone
speakers, A2 level, B2 level.
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KAMMJEB MEPCO Y KOHTEKCTY AIICYPIA U META®OPE
BAMIINPA - METOANYKHU ITPUCTYII

AIICTPAKT: Y pany je Aar jeJaH BHJI HACTaBHE WHTeprperanuje pomana Cmpawnay
Anbepa Kamuja koju yKJby4yje aHAIN3y [VIABHOT JIMKA Y KOHTEKCTY (uiio3oduje ancypaa
u Metadope Bammupa. Y yBOJHOM JIeNly OCBETJbEH j€ KOHTEKCT €r3UCTEHIHMjaIu3Ma Kao
¢uno3odekor mpaBma U meroor ymopumta y KamujeBom pomany. Ilpukasana je
KOMITapaTHBHA aHaIM3a TJIABHOT jyHAaKa Yy MPBOM U JPYroM ey poMaHa, ca MOCEOHHM
OCBPTOM Ha (hOpPMAaNHO YCTPOjCTBO IIPEOKPETa CBOjCTBEHO (PPAHITYCKO] MOIEPHHUCTHUKO]
XOpOp NPHYU U Ha MOTHB CBETJIOCTH KOjU MHUIMpA NpU4Yy 0 Mepcoy Kao BaMIIUpy HOBOT
nmoba. CHCTeMaTH30BaHO je TpUKa3aH HU3 MPOOJIEMCKHAX CHUTyalllja y KOjuMa ce TJIaBHHU
jYHaK Hamasy W TpeluiokeHe cy Mmeroxe Moryhe aHanmmsze y HacTaBu. Pax ykipydyje
KIIKEBHOTEOpHjcKa pasMaTpama JKan-Ilon Captpa, Hukone Munomesuhia u MeTomudake
KOMIIOHEHTE HEOMXOHE 33 aHAIU3Y KE-MKEBHOT JIeNa Y HACTABH.

Kwyune peuu: Anbep Kamu, Cmpanay, Mepco, ancypji, Bammup.

CAMUS’ MEURSAULT IN THE CONTEXT OF ABSURD AND VAMPIRE
METAPHOR - A METHODICAL APPROACH

ABSTRACT: The paper presents one aspect of the teaching interpretation of Albert Camus’
novel Stranger, which includes the analysis of the main character in the context of the
philosophy of absurdity and vampire metaphors. In the introductory part, the context of
existentialism as a philosophical direction and its foothold in Camus’ novel are illuminated.
A comparative analysis of the main character in the first and second parts of the novel is
presented, with a special emphasis on the motif of light that initiates the story of Meursault
as a vampire of the new age. A series of problem situations in which the main character is
located and the proposed methods of possible analysis in teaching are systematically
presented. The work includes literary theoretical reflections of Jean-Paul Sartre, Nikola
Milosevi¢, as well as the methodical components necessary for the analysis of literary work
in teaching.

Keywords: Albert Camus, Stranger, Meursault, absurd, vampire.
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,»CBECT 0 amcypnay, Kag cMO MO TpBHU
IOyT MOJIOXKWIIA IIPaBO Ha TO Ja U3 e
U3BEIEMO IpaBIa IOHAIIAKA, YYHHWIA je
Ja yOWUCTBO m3Triena Kao CTBap mpema Kojoj
ce Moxe OuTn nHAn(epeHTad. AKO HH y IITa
HE BepyjeMo, [...] oHHma je cBe moryhe u
HHIITa HEMa HHMKakBOr 3Hadaja. He mocroju
32 M NpPOTHB. YOHCTBO HHje HU HCIIPABHO,
HUTH MNOTPEIIHO.”
A. Kamu, [Tobyrenu wogex (1951)

1. EI3UCTEHLHUJATIM3AM

VYBomHM Je0 mpBe, OX YKYIHO [BE HACTaBHE jEJMHUIE KOJHKO je
ONTUMAaJHO 3a aHamu3y KamujeBor nena y HacraBu, HajOOJbE je 3amoveTH
yBohjemeM ydeHHKa y IOCTylaTe CaBpeMEHE KIbIKEBHOCTH, Kao U onpehemem
(heHOMEHa eT3WCTEHIje W er3UCTeHIMjaTu3Ma. Y3ajaMHIM JaBambeM KOMEHTapa
(mMjanomKoM HaCTABHOM METOJIOM) Ha yHAmpel MPOYMTAHU TEKCT O CaBPEMEHO)
KIbIDKEBHOCTH M3 IIKOJNCKe Yumanke (Huxommh — Mummh 2007: 117-118)
MOXEMO JONM 70 OCHOBHHX ca3Hama O HaBeleHMM (eHomeHnuma. Ha mpBom
HIKOJICKOM Yacy KOPUCTUMO WHAWBUAyalHM OONMK paja, a Ha JIpyroM
KOMOWHAIMjy  WHIUBHIyaJHOI M TpymnHOr pama. Mcropuwjcku — OKBUD
er3HMCTEeHIIMjalIi3Ma Kao CTPYje y KEbIKEBHOCTH U MOJIOK3]j jena Anbepa Kamuja y
TOM KOHTEKCTYy, Ka0 M OCHOBHE OmO-Oubmmorpadcke Ipre ayropa, MOTpeOHO je
o0paguTH TEKCT METOJOM, OJHOCHO TOJENIOM HacTaBHUX JUcThha ca
(parMeHTIMa U3 OJa0paHWX M3BOpa YYEHHUIMMA, Ca HAlOMEHOM Jia II0jeluHH
YYCHUIIM MOTy onalpatu Temy pedepara W3 CeKyHIapHe JuTeparype (TpHHIMI
WHIMBH Ty aJIU3al{je M MPUHIIMIT TIPUIarol)eHOCTH HAaCTaBe y3pacTy YUCHHKA).

HacraBay wuHTepnperauujy pomana Cmpanay 3alOYHEEMO YBOJHHM
U3JIarambeM O er3UCTEHIMjATN3MY. Y CaBpeMEHO] KEbHKEBHOCTH 3aIaaMo T0jaBy
pa3IMYUTHX TpaBaia, cTpyja WM TaKO3BaHUX ,U3ama’, MOMYT pPaHHje HACTaJOT
eKCIPEeCHOHM3Ma WM HaJIpeanu3Ma, ald M HOBE ,u3Me’ Kao INTO je
COLIMjAITMCTUYKK peain3aM, er3ucTeHImjann3aM u Jp. Anbep Kamu ca cBojum
KalMTaJTHUM poMaHoM arcypra Cmpanay W ca PalMOHAIHUM OO0jalllbeHeM
¢unozoduje ancypaa y neiny Mum o Cuzugy npunazna CTpyjy er3sucTeHINjaIn3Ma.
IIupe mocMaTpaHo er3ucTeHIMjann3aM jecTe Grua030(CKU U KIbH)KEBHU (DEHOMEH:

»KOpEHH OBOI' IpaBLla Yy KIIKEBHOCTH CEXy JIyOOKO Yy aHTHKY, TIAe ce
er3UCTEHIMjUIMCTUYKN €JIEMEHTH MHILbeha Hasupy y naenuma Cokpata U
[InaTona, a kacHuje W Kox cromyapa momyt CB. ABrycruHa, Ilackama u np.
Monepan eraucteHuujanusaMm nouume ca  Kjepkeropom, XajmerepoM u
JacmepcoMm, MOK €r3WCTCHIMJAIMCTAMA, Yy TPaBOM CMHCIY pPEUYH, MOXXEMO
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cmarpatn  JKav-Ilon  Captpa, Mepno-IlontTnja u  Anbepa  Kawmmuja.
EFSI/ICTGHHI/IjaJII/I3aM TI0J1a3u O Pa3IMIUTUX NHUTamba: eFBHCTCHHHjC YOBCKa Kao
M3ry0JbeHe jeIMHKE Y OTY)EHOM CBETY; OINCTaHKA CBETA; OTICTAaHKA KEMKEBHOCTH
yonmTe, OOK J€ TJIAaBHO IHMTAKBE: Jda JHU CT3UCTCHIH]a NPETX0Au €CEHUHUJH,
omHOCHO, nMa iu Owhe (MaTepHwjamHO), HPETXOAW CYIMITHHA WIH OOpHYTO”
(OKuskosuh 1985: 157-158).
On cBux ¢uo3oda oBe opujeHTanMje HApoyuTo ce u3aBaja YKau-Ilon
CapTp KOjH je paJuKain30Ba0 CHCTEM Er3UCTEHIUjalTu3Ma U YOOIUYHO T4, a 3aTHM
ra yCIeIIHO MHTEpIOINpao y MO30PHINTE M KEbMkKeBHOCT.. CapTp oOdeKyje of
MOJIEpHOT' MHCIA HETPECTaHy AHTaKOBAHOCT U OATOBOPHOCT 3a CyIOHWHY CBeTa.
Kako Om mumcam cTBapao y CKJIamy ca €rmoXoM, HEONMXOJHO je Ja CE COIHjallHO
aHTaxyje W HacTaBu Tpagunujy Bomrepa u JKwupma, 3amaxyhu ce 3a cymTHHCKa
nuTama BpeMeHa. Y cBojoj ctymuju [llma je xmwuoicesnocm Captp pacrpaBiba O
HBEHO0] QYHKIHjH. 3aaxke ce 3a er3UCTEHIN]Yy caMe KIIKEBHOCTH Kao HEKE BPCTE
»XHTHjeHe” cBeTa Koja cy30Wja CBY ,,KOpO3HWjy” JbYJICKOTa Jyxa, IMOMyT
oypxoasnoctu. XKan-Ilon Caprtp Hajmpe he crymutu y monmemuky ca Kamwujewm,
Ha3BaTH Ta CyQUjOM KOjU Hamaja KOHIENIHjy JbYyICKe cio0o/me 3acHOBaHE Ha
MapKCUCTHYKUM Hauyenuma, jep ce Kamm 3amaxe 3a MOTIyHY CiI000Iy YOBEKOBE
,TIPHPOZIE”, MTO MOTBphyje HEroB MCKa3 M3 IOMEHyTe Hoiemuke: ,,YoBek je y
MOTITYHOCTH 4YOBeK Kasa je cpehan”.? Caprp he 3amepurn Kamujy 1a ce 3anaxe 3a
HeeUKacHU Mopall ,Jiere ayiie”, jep je mpeMa mberoBoM cxBaTamy cpeha HumTa
JPYTO JI0 CKJIAJ YOBEKa M HEroBe €r3MCTEeHIMje, IPU YeMy je YoBek Omhe, anu u
IpeaMeT y CBOjOj commjanHoj motnadenocti.’ IlosHato je n CapTpoBO CXBaTarbe
KamujeBor xymaHm3ma, rje ce rOBOPHM O YOBEKOBOM CTaBYy IIpeMa CMPTH Koja
usHeHalyyje: ,,Hesbyncka Hyxk1a ymupama HEMUHOBHA je, a KamujeB paj je uuct u
NoOEeIOHOCHM TIOKYIa] jeHOT YOBEKa, Ja CBaKM TPEHYTaK CBOTa IOCTOjarba
npeoT™e o cBoje bymyhe cmpru™.* Y mmjanory ca yuennmuma kopuctumo creaeha
nutama: Kako pazymemo mojam ersucreHnyja / ersucreHnmjainm3am? Ha mra Hac
acolmpa TepMUH ancypa? 3HaMo JIM IITa y KEWKEBHOCTH O3HA4YaBa HUXMIN3aM?

'Bumn: Jean-Paul Sartre, Egzistencijalizam je humanizam, ,,Veselin Maslesa”, Sarajevo, 1964.

2V cBpXy KOPENATHBHOT IPHCTYIA HACTABH HA OBOM MECTy MOXKE Ce HATIOMEHYTH 1a CE IHTAmEM
cpehe 6aBu u C. beker y antuapamu Yexajyhu ['odoa, y cuenn xaga Bragumup nuta Jleyaka koju
ciryxu xox ['ozoa, ma mm My je oOpo KoI mera | Ja i je cpehaH, Ha IITa OH OATOBapa Jia He 3Ha.
Briagumup morom notephyje aa ce u cam ucto oceha. OBo je mokaszaresb Ja je MUTabe er3UCTeHInje
YOBEKa HEMHHOBHO IIOBE3aHO Ca MHTameM JbyAcke cpehe y dYHMTaBOM KOpIycy T3B.
,»AHTHKILIKEBHOCTU WIIH ,,KELHPKEBHOCTH arcypaa’.

® Bumu: XKau-Tlon Caprp, ,,Onrosop Anbepy Kamujy”, y: Illopmpemu, Homur, Beorpan, 1981.

* Bugu: Kan-Ilon Caprp, ,,AnGep Kamu”, y: ITopmpemu, Homur, Beorpan, 1981.
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Haenute Bese ¢mnozoduje u KibIKEBHOCTH? Y 0uaBaMO JTM HEKY Be3y TOT THIA
HaKOH 4HTama pomana Cmpanay?

2. AHTUPOMAH U KAMUJEBA ®UJIO30DPUJA ATICYPIA

Kapakrepuctke aHTHpoOMaHa pasiHKyjy ce O ycrajbeHe ¢opme u
caap)KMHE pOMaHa IO CYNPOTHOCTH, Ta TaKO elcKa NpuyYa OWBa MOTHUCHYTA Y
JPYTH TUIaH, a IO U3pakaja J0J1a3e eCejUCTHIKH U MEAUTATUBHO-TTUPCKU SIICMEHTH
nena. TepMuH aHTHpOMaH HACTao je MO y30py Ha IojaM aHTHApame, TAe ce
Hapounto u3nBaja Cemjyen beker ca cBojum genmom UYexajyhiu [odoa. Onimra
KapaKTEepHUCTUKa OBHX JeJia jecTe CHakaH ocehaj armcypAHOCTH >KHBOTA ITYHOT
OecMmucia M HUINTaBWIA KOjU je Kao TakaB JOCJeIHO ocBeTJbeH. Kako je Beh
youeHo, KamujeB anTHpOMaH CBOjeBpCHA je mapadoiia, CTPYKTYPAIHO CIIOKEHH)a U
ca BHIIE 3HA4YCHa O TPAJUIUOHATHUX MapabOIMYHUX KEWKEBHHX (OPMHU.
®dabyna Kamujeror nena pasnukyje ce of (adyse kiacuuHe napadoiie, Koja je 1o
MpaBwWITy ,,HeBepoBaTHA”, MOK je y Cmpanyy ped o ,,BepOBaTHOM’ THUITYy PajIbe.
Anbep Kamu Takolhe ocraBsba gynTaoiyy Ha BOJbY Ja CAaMOCTAIIHO U3BYYE 3aKJbyUKe
U3 Jiena, 0K TO HHje CJIydaj ca KJIaCHYHOM IapadosioM. JeIuHU KOMEHTap KOjH je
Kamu ocrtaBno jecte MemuraTuBHO-IMpcKa mpo3a Mum o Cusughy, TAe MOXEMO
YOUHTH TOKYIIaj palMOHAIHOT NpHOIMKaBamka HCTOI OHOT HCKYCTBa ancypia,
Koje je yoOnudeHo y pomany Cmpanay.

Kommnekcna ¢unozoduja ancypna y Cmpanyy HajyouJbuBHja je y
KapakTepu3alMju TJaBHOI jyHaka Mepcoa, Tae [0 U3paxaja J0Ja3u
PaBHOJYIITHOCT U allCypJHOCT HErOBE Er3HuCTEHIMje Y caBpeMeHoM cBetry. Captp
cMarpa Jia je Mepco OTeNoTBOpEmE alcyplia U CBH HETOBH JIOKWBIBAJH U
MIOCTYIIIM jecy UCTHIAmhe HEMUpPEHhA Ca YCTPOjCTBUMA CBETa KOjU HEMa CMUCIIA.
Arncypnau 4oBeK Mepco He BHIH ceOe Kao KapuKy y KOJEKTHBY — HH JPYLITBEHY,
HU TOPOJIMYHY, Kpajibe je HEOATrOBOpaH Kako 3a CBOj€ MOCTYIIKE TAaKO M 3a CBOja
ocehama mpema cBeMy IITO ra OKpYyXYyje; y MOTHYHOCTH je OJCYTaH M OTyheH,
cTpaHaii 3a cebe u 3a aApyre. Kamujesa uaeja ¢punosoduje ancypa nperodeHa je y
KUBOT U CYJOMHY jEJJHOT YOoBeKa W OWBa KOHKPETH30BaHA KPO3 MPUKa3UBaHC
CBAaKOJHEBHIIE HAIETOI OJIHOCA acOlMjalHe jEAMHKE M JApYITBa. AyTOp Y
NPEAroBOpy aMepuukor wusnamba Cmpanya Kaxe HEKOIMKO pedd O CBOjOj
,»UI030(uju ancypnaa’”, oTeIoTBOpeHoj Kpo3 Iuk Mepcoa:

»Mepco je YoBek Koju of0uja Aa YUeCTBYje Y OpyuimeeHoj uepu, ogduja aa maxe,

W IpymTBO ce 300r Tora oceha yrposkeHnM. Y HameMm IpYIITBY YOBEK KOjU HE
T1ade Ha caxpaHW CBOje Majke BepoBaTHO he 6utn ocyhen Ha cmpt” (Kamu 2009:

8-9).
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Pammo cBakor doBeka Moke mohn y CTaaMjyM CHO3Haje JhYICKE
HECaBPIIEHOCTH W Yy HEIpecTaHy TEeXKIbY 3a JOCTH3AmkEeM HCTe, alld Y TOM
TpeHyTky, KamujeBoM uzmejoM BoljeHHM, HE CMEMO [O3BOJHMTH IyIIEBHH Hanx y
nHA(QEepEeHTHOCT, Beh MopamMoO CTYNMUTH y PEBOAT W ,,0anuTH ce” Ha AYyT U
UCIPITHHU )KUBOTHH ,,110¢a0”” monyT CusnugoBor.

Kao mro cmo Beh namomenymu, Mum o Cusugy jecre cBojeBpCTaH
¢unozodcku komentap Cmpanya, a Kao ocHOBHe ctaBoBe Kammjese Qumozoduje
ancypaa Huxona Munomesuh HaBoau cienehe:

»ATICYpJlT Kao TakaB Er3UCTHpa jEOUHO Y Yy3ajaMHO] IMPHCYTHOCTH YOBEKA H

aTnicyppa; CTHJ IHCamkha je Kpajibe CyB U OC3IMYaH; MPUCYTaH je HeTIPEMOCTHBH ja3

n3Mel)y 4oBeka M CBeTa; JbYIW IOCTajy cmpaHyu 300T y3ayIHE HOCTAITH|E 3a
aTliCOYyTHUM; TIOCTieAnia oBe (miIo3oduje jecTe IMOTIyHA PaBHOIMPABHOCT

aTICOIyTHO CBUX MOCTYIIAKa, I/Ie He TIOCTOjU LPHO-0eno pacyhuBame 0 J0OpoM U

nomem, Beh camo cBect o ancypay” [kyp3uB H. M.] (Munomesuh 1990: 192—

230).

O KkapakTepHCcTHKamMa poMaHa arcypJa U KiWKEBHOCTH aricyp/a yOoIIlTe,
Kao U 0 OCHOBHHMM roctynatuma KamujeBe duoszoduje ancypma, HEMUHOBHO ce
MOpa TOBOPHUTH y MOHOJIOTY (MOHOJIOIIKOM HAacTaBHOM METOIOM), jep je ped o
HOBOM M HEYOOH4ajeHOM (PEHOMEHY Y KEbIDKEBHOCTH, Ca KaKBUM C€ YUCHHUIN HUCY
cycperanin panuje. HemocpenHo npe ynacka y GppoHTanHO u3narame o GeHOMEHY
poMaHa arcypjia BaXXHO j€ MOCTABUTH HEKOJIMKO MPOOJIEMCKHX THTakha O 3HAUCHY
arnicyp/ia 1 arncypAHOT YOIIIITE, KOjeé Ce jaBJba y CBAKOJHEBHOM XHBOTY.

Jluxk Mepcoa jecte CBOjeBPCHO IUTEpapHO HcXoauiTe ¢uinozoduje
ancypaa Anbepa Kamuja, a OecMuCiieHOCT U CHU3U(DOBCKY Y3aJyJTHOCT HETOBOT
JKUBOTa MOXKEMO Y3€TH Kao CPEeIUIIbY TEMY Aejia. YKOJIUKO JIeJTy IPUCTYIIUMO U3
yria GuorpadcKor MeTojia npoyJyaBama KEKEBHOCTH (KOjU HUje yBeK HeMoryh u
Oananan) moryhe je y jelIHOM CErMEHTY YHOPEOUTH TJIAaBHOT jyHaKa Jena ca
ayTopoM. M3 ucropuje je mozHaTo aa je Ammkup Ouo ¢paHIycKa KOJIOHH]ja, a 3aTHM
u uHTerpanHu aeo Opaniycke, cBe 10 1962. rojauHe Kaja MocTaje He3aBHUCHA
npxkaBa. Anoep Kamum je kuBeo y, ca CTaHOBHINTA KYNType, ,,ppaHIyckom”
AJDKUpY jelaH TpocevyaH YHHOBHMYKH JKWUBOT, Oalll OHakaB KakaB Mepco BOJIH.
OcuM OBe 4YHMIbEHHIIE KOja Hac ymyhyje Ha ayTopa KOjU W3 JIMYHOT HCKYCTBa
MO3Haje APYILITBEHE OJHOCE Y jeJHO] MEAMTEPAHCKO] 3€MJbH NPENYyHO] CyHLA M
CBETIIOCTH, TEIIKO je TOBOPUTH 0 Cmpanyy Kao O MpaBoj JIUTEPapHOj UCIIOBECTH.
Hauwme, 3a pacBeTspaBame AyOJbUX MOCTUUKUX MHCTAaHLM y poMaHy Cmpanay Hyje
JIOBOJHHO KOPHCTUTH CE MHUIIYEBOM OHorpadujoM, Koja HUje 3aHeMapJbHBa, Beh je
Ba)XHO YCPEICPEIUTH CE€ Ha BUIIECIOJHOCT KIbMPKEBHOI TEKCTa KOJU CAaapXKH U
NUIIYeB HHU3 Nopyka ynmyheHux uutaomy. Ha wumraomy je na y TUM mopykama
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pazabepe U OIJIy4H C€ 3a CMep aHaju3e. Y OBOM paiy JaT je Mperiies MojeTunHIX
NOCTHYKHUX CHTHAJTA YTKaHUX Y CTPYKTypy Jena, 300T 4era je W IpeisioKeHa
MHTEpIpeTanija 3acHOBaHA HA CTPYKTYPAIUCTHYKOM YHTakby W IOCTUIH
penermuje. Ha ocHOBY youeHe ,,KIbMKeBHE KOMYHHUKanuje” Moryhe je oTBOpHUTH
CIIEKTap HOBHX TyMayuema:

» [-..] IpOyUYaBame ofHOCA M3Mel)y AaTor KEM)KEBHOT Jeia U y mera yrpaheHnor

TAKO3BAHOT XOPU30HTA OYECKHWBamka IOIIUJbaola (I—LeFOBa CXBaTamkba €CTCTCKHUX H

W/ICJHUX OYEKHBaha PEIHITHjeHTa) M (PyHKIIMOHNCAaka TOTa Jefla Y IepIeNTHBHIM

cuTyalnmjama Koje ce BpeMeHoM Memajy” (BuZinjska — Markovski 2009: 321).

NzBecHo je ma Kamm mpumama BpxXy Majcropa (paHIfycke mpose, a
poMaHeckHa opma 3a KOjy ¢€ OUTydro OJIMXKa je MOSTHYKUM 3aKOHOMEPHOCTUMA
(hpanIycke kpaTke Tpude y Kojuma ce 30mjeHomy W jesrpoBuTolIhy wu3pasza
OCTaBJba TPOCTOP 3a 4YHMTaoma (IMpUMaona) W FHErOBO 3ajeJHHUYKO JIelame ca
MHCIEM Y JOBpIIaBakby MOSTHYKUX MCXOAUIITA MIPEMETHOT cBeTa Jiena: ,,HoBene
3aXTeBajy BHWINE WHTENEKTyalHe aKTHBHOCTH. [...] Yecto Tpeba camm ma
3aMHUCIMMO JICKOp, Ja OTKpHUjeMO HepedeHo, mMmoHekan y cienachoj dasu na
UHTEPIPETUPAaMO, IITABUILIE Ja HW3MHCIMMO Najy Wi wmoryha mpomyxema”
(Zimerman 1988: 7). JIpyro moeTH4YKo UCXOAUINTE (hpaHIlyCKe KpaTKe MpHUe jecTe
W3HEHATHH MTPeoKpeT KakaB cpehemo y KamujeBoMm pomany Ha mpenasy U3 IpBOT y
apyru neo: ,,Hacynpor mpuuama koje camMu Tpeba Ja PEeKOHCTPYHUIIEMO WIIH
JOBPIIUMO, OpojHE Ccy TpUYe KPYKHOT BPEMEHCKOT TOKa KOje ce 3aTBapajy came
Hajx coboM, HempenBuheHUM MOTIACAHOBCKUM 3aBpiieTkoM. OHE YecTo CBOjOM
KOHCTPYKIIMjoM ckpehy umTaolia Ha morpemrHe crase, na Ou ra Ha Kpajy rpydo
BpaTuie Ha oHo mTo je OutHO” (Cakeljic 1988: 197). Haume, npBu nwuiryesn
XOpU30HT OYEKHMBamka HABOAM HAC Ha MHIUBEHE Ja je Mepco ,4oBek Mmehy
JbymuMa”, JIOK y JpyroM Jeily BHJIMMO Jia je y THUTamky JbyIITypa IHUIIeHA
JbYJICKOT, jEeJIMHKa W3 HEKOr' 3ayMHOI, OHOCTpaHor cBera. Hapouuto je
MHTEPECAHTHO Ja Cy HajOOJbM HEOYEKHBAHU IPEOKPETH 0COOEHOCT (paHIlycKe
xopop mpude, kao Hip. npudue Aran Cumon. Mnak, xon Kammja nehemo cpectu
xopop, Beh camo MeTadopy Bamnupa 00ojeny ¢puinozodujom ancypaa.

Poman ce cactoju, kako je Beh ucTakHyTO, O[] /1Ba, Y HHTEPIPETaTHBHOM
CMHCITY, CYIPOTCTaBJbeHa Jielia. [ TaBHOT jyHaKa W3 MPBOT TEIIKO j€ MPEro3HaTH Y
BEMy camMoM y apyrom geny. Ilo cBemy cyaehu BuIle HHje MCTH KapakTep Y
nutaky. Harmm oOpT m 3a0KpeT off CTaTHKe Ka AWHAMHIN OTBapa MoryhHoct
NaXJbMBE aHAJTU3E y HACTABHO] MpakcH. MeTOoAMYKOM pairwiamaBamy Kamujesor
Jena MPUCTYHaMO MPEKO OCBET/baBama KapaKTepa TIABHOT JMKAa Y MPBOM H Y
JIIPYTOM Jely poMaHa. PoMaH je KOMIIOHOBaH HHU30M norahaja moCTaBJBEHHX Y
Y3POUYHO-TIOCIIEANYHOM PEIOCIIEAY KOjU YCIOCTaBIba MPUIIOBEJAHE Y TPBOM JIUILY
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TJIABHOT jyHAaKa, OJHOCHO FHETOB je3WK Kay3aIHOCTH. YBOhEHmE yUeHUKa y Jelo
HOTPeOHO je OCTBAPUTH MHTEPIPETATHBHO-aHAIUTHIKHM CHCTEMOM HACTaBe, ajlk U
ca MOBPEMEHUM HHCHCTHPAakEM HAa WHAMBUAYalTHOM OOJHMKY paja, mpu demy he
YUYCHUIIM TIPOHATIA3UTH JEJI0BE TEKCTa MOTpeOHe 3a HHTEPIIpETalyjy JIera.

Kpo3 nujanor o yclIoXKHEHOM KapakTepy TJIABHOT jyHaka KOjU CaMo
nonceha Ha Bamnupa (a ynpaso 1o ,,iofcehame” je TIaBHU CaBe3HUK HACTABHHUKA Y
ONTOHETay MHErOBE CIOXKEHOCTH!) Y4YeHHWIH OTBapajy MOTyNHOCTH HeroBOT
neunucama. Kopuctumo Heka ox cienehux mutama W MpaTUMO TOK JHjajiora
noanmuTamuMa: Y deMmy ce Mepco pasnuKyje y PBOM U y IPYroM Aenly poMaHa?
Hma 5 mpoMeHa y HKeroBOM HauWHy Jenama? 3amaxamo JId IPOMEHY Y OJHOCY
IpeMa CBETY KPO3 EBEroBO ONMXOheHme mpeMa JAPYruM jyHaruma? 3akibydyjeMo OJ
KaKBUX KapaKTEepPHHX Tacaxa je caTkaH Mepco, a 3aTuM ca3Hama Hanxorpalyjemo
CHUCTEMAaTHYHOM WHTEPIPETAIN]OM TPBOT U APYTOT Aejia KIUTe.

3. JINK MEPCOA VY ITPBOM JIEJIY POMAHA

Yuranan yno3naje MepcooB kapakrep Beh Ha IPBUM CTpaHHIIAMa KEbHTE.
Cyrepuniyhu meros kpajibe XjaJaH 0JHOC TIpeMa CMpPTH CBOje Majke, ayTop Ham
NPBUM pEYeHHIIaMa CaoIIIITaBa IITA je TO arcCypJHU YOBeK. Mepco HUje CUrypaH
KajJla My je Majka NMpPEeMHHYJIa ¥ JBOyMH ce u3Mmel)y nBa oxrosopa: ,JiaHac” wiu
,Jy4e”, JIOK 3a KOMIUIETHY IIEpEMOHH]y caxpaHe kaxke: ,,CBe ce oaurpaio Op3o,
CHUTYPHO W TpPHUPOJTHO, Tla ce BHIIe HUYer W He ceham”. VY pasroBopy ca
JbyOaBHHIIOM Mapujom KapmoHoM jaBsba ce IPBH HAroBelnTaj npodyieMa KpUBUIIE
y TICHUXOJOTHjH TIIABHOT jyHaka Koju he y apyrom neixy pomMaHa OWTH 3HATHO
paspahenuju. Mepco ujie Ha Kymname U 'y OHOCKOII Jia Tie/ia KOMUYHe (puiiMoBe ca
Jpy0aBHHUIIOM, caMO JIaH TOCJIe CMPTH CBOje MajKe, a jeJMHM ornpanaaBajyhu
OJIrOBOp KOju Ha TO naje je cienehm: ,,CBakM YOBEK je yBEK MO Majo KpHUB’.
AncypaHocT MepcooBor Tiiefiama Ha CBET JIOJa3H J0 HM3paxkaja M Kaja CBOM
npujatesby Pemony CeHTecy Kake Jla YONIUTE HHj€ OJIBPATHO IUTO CTapail
CanamaH cBakora JaHa Tyde cBor rca. ®@uinozoduja arcyppa OTeNOTBOpeHa Y
IJIaBHOM jyHaKy Jienia JloTakia ce W mhpobiieMa Bepe, y NpHU30py Koju Mepco
3anaxa y PeMOHOBOj coOu, Tlie cy M3HaJ KpeBeTa jeHO IMOpel IPYror oKaueHe
CJIMKE TOJIMX XeHa M xpuinhancka ruricana ¢urypa anhema. CucreM MOpaHUX
BpEeIHOCTH Koje MepcoOBO OKO arncypia BHIU Y jeTHOM TPeHYTKy nmoucrosehyje ce
ca TICAMIITEM M3 YIja MOpajHOr JHa. TO CTAaHOBHMIITE YNUTHE €THUKE y JEIy
3acTyla moaBojad PeMoH koju ke nma Jo0po Ka3HU MPOCTUTYTKY, jep OHa 3a
ce0Oe Tpaky BENMKH MPOLIEHAT, a jOLI U paliu ,,ca cTpane”. MepcooBO MOAp)KaBamke
Ka3HEe y OBOM CIIy4ajy MOTBphyje Te3y 0 ’BeroBOM MOpaTHOM MOCpHYhy, ainu HaM U
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OCBETJhaBa CTaB TJABHOT jyHaKa MpeMa YMHY KaKihaBama IMOjequHIa, KojeM he u
caM Ha HEKH Ha4WH OMTH MOABPTHYT.

OOnuK kaszuBama KOjU YOKBUpyje MepcooBe CTaBOBE jecTe je3uK
Kay3aJHOCTH, TA€ Ce M3pakaBajy caMO Y3pOK M IOCIEIHIA, ,,a TPAJAUIHOHAIHO
NPUINOBEAAE¢ Y TPBOM JIMIy TOBOPH O CBEMY, OCHM O CaMOCIO3HajU TJIaBHOT
jynaka” (MwuinytunoBuh 2009: 7-9). M3 ogHoca mpema JpyruM JHUKOBHMA Y JIEITy
MokeMo gohu 110 6osper yBuIa y MepcooB KapakTep, ajli M 'y HeroB OTHOC TIpeMa
CBETY U KOJICKTUBHO] cBecTH apymTsa. Kana ra Mapwuja nura aa jm je Bonu, oH he
jOj OITOBOPHUTH [1a My C€ ,,4iHH Ja je He BOJIH, aJIh U J1a U3jaBa ,,BOJIUM T€” HHUIITA
ne 3uaun.” Omrpuna Kamujese dunosoduje arcypaa mosabasmia ce u GpeHOMEHOM
Jby0aBH, TIPY YEMY j€ 3HAUCH-E JIEKCEME ,,Jby0aB” MpoOJIEMaTH30BAHO U JOBEICHO
Yy UPOHH]jCKH KOHTEKCT. Y MHUTamy je ped Koja Ou OBJlie MOrJIa J1a Oyze caMo JIakHa
U CYBHIIIHA, jep je Kao TakBa caMO PE3yJITaT OJaBHO yTBpheHe ynoTpeOHe HaBHUKE
JPYIITBa, HABUKHYTOT Ha TojenuHe (pase, a He Ha UCKpeH M3NuB ocehama. Opre
ancyp/ 3ay3uMa MECTO 3aJiora UCKPEHOCTH U pa3dujama OaHATHUX IPa3HOCIOBIhA
1 JTXKHOT MOpaJia.

VY npBOM zieity poMaHa MOCTOjH M OCBETJhAaBAE INIABHOT jyHAKa M3 jeJHOT
JPYyToT, Kpajibe XyMaHUCTUYKOT yriia. Ha Taj HauMH 4MTaony CTHYy YTHCAaK Jia je
ped O jeZTHOM MO3UTHBHOM jyHaKy. OBO MECTO y A€y O] HApOYMTOT je 3Hadaja 3a
U3rpajiby yTHCKa 0 Mepcoy y npyrom jeny kmure. Tesy morsphyjemo npumepom
y KojeM, kaja Mepco dyje tiau crapua Cajgamana y cycenHoj codu 300r ryouTka
CBOT IIca, M3roBapa HeOOMYHY pedeHHIy: ,,He 3HaM 3amrTo, anyu NOMHCINO caM Ha
cBOjy Majky”. OBJie je ped 0 jeIHOj HEjaCHO] M HEJAOPECUYCHO] HHTEPBEHIIU]U ayTopa,
rje je mnpucyTHa HasHaka o ocehawmy Oojla 300r BIACTUTOr T'yOMTKa, 4YUME
MepcooBa paBHOIYHIHOCT OWBa JoBeAeHa y muTame. CBe je ocTajlio Ha HUBOY
HazHake, 0e3 mojpoOHUjer ofjallmkemha OBe HEOOMYHE W HEJIOKYUYHBE KapaKTepHe
CTpaHe Kpajie ,,allCypJHOr 4YOoBeKa”. Y TMHUTamy je XOPHU30HT OUYCKHBAba
MONIMJBAOIIA KOjU OCTaBJba MPOCTOP 38 XEPMEHEYTHUKH MPUCTYIT Jieny. [Ipumukom
MOCTENCHOT yYCTAHOBJbABAKA, YCIOBHO PEYEHO, MO3UTHBHUX W HETaTHBHHX I[PTa
KOje Toce/yje TJIaBHM JIMK POMaHa, TOKEJBHO je Jia MpeJ] YYSHHUIMa TT0CTaBUMO
npobieMcky curyanjy  (IpoOieMcKO-CTBapallaykh CHUCTEM) Yy Be3H ca
YCIIOKIaBalEM HETOBOT KapaKTepa, Tj. 1a YKaKeMO Ha HeMOT'YRHOCT cBpcTaBamba

® Mepco jacHo 3Ha INTa He BOJM ¥ IITA My HE IIPHja, TTa M y OBOM HCKasy hie pehm ma mommmajue
,,CUTYPHO” HE BOJIM, a 3a CBE CTBApH KOje OM M3BaH CBETa M CBEMONHE aype ancypja jeilaH 40BeK
Tpebaso ra Boiu u nomryje, Mepco he pehu ,,ia My ce unHU”, ,,ja HUje CUTypaH” WIH ,,Jla He 3Ha
3amTo, aau noMucnuo je’. OBHM je3MYKHMM KOHCTPYKIHMjaMa OCIMKaH je HauyhH Ha KOjU
¢byHKIMOHHIIE pacyUBambe O CBUM XyMaHUCTHYKUM W LUBUIIH3ALMjCKUM BpeaHOCTHMA Y Cmparyy.
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Mepcoa y mnpHO-Oenmy Kareropujy DOOpHX M JIOMMX IJIHKOBAa IPOUCTEKITYy W3
PEaNTNCTHYKOT TIPHUIIOBEIAHA.

PeneBanTHa M mokesbHA je M MOTYRHOCT OopraHu30Bama Jcbare u3Mmehy
JIBE TpyIle YYEeHWKa, T Ce paj jeqHe Tpyle ycMepaBa Ha MOTEHIHjaTHO J00pe
0coOWHe TJIaBHOT jyHaKa, a paj Apyre Ha HeraTHBHE KapaKTEepHE LpTe, MOCIe Yera
MOxkeMo Johu 1o neduHMCama TUIAa YOBEKAa KOjU IMOCEIyje amncypl, Kao jeauHy
CBECT M alCOJyTHY HETAaTHBHOCT IpeMa CBHM CTpaHaMa ’XKHBOTA M IPEMa CBEMY
HITO KUBOT HYIH.

OBaj mpBOpaspeAHH TNPEACTABHUK alCypAHOT TOrJIeda Ha CBEeT Yy
MOTIIYHOCTH C€ HE Ciaxke ca amOuImo3HoIhy 1 ca OWJIO KOjUM BHIIOM IIPOMEHE U
HanpenoBama Ka 0oJbeM, mpeMa 3IpaBopa3yMCKOj TUHAMHUIM XHBOTa. MepcooB
apryMeHT NMPOTHB aMOWIM]je Kpajie je jeTHOCTaBaH, O YEMY CBEIOYH W IPHUMEp
KaJia Ha TIOHYJY CBOT IOCJIOJaBIIa 3a MpEeMeITaj Ha 00Jbe pagHo MecTo, y [lapms,
ONroBapa Ja HETrOB XUBOT HHje HecpehaH, ma Hema moTpede Aa ra mema. U3
TEKCTa ca3HajeMO W YHIbCHUILY Ja je MociIeqm MepcooB cycper ca amOuiiijama
O0HMO y CTYICHTCKUM JlaHMMa, alli e 3a cBe TO TBPIWTHU JAa je OWJIO MOTPEIIHO H
y3aiayaHo. [TaBHM jyHaK Taju HEKM BHJ aHTaroHM3Ma MNpeMa TpaIulMOHAIHO]
KOHIICTIMjH Opaka W MOPOJAUIIE, a CBOjOj JbyOaBHUIIM Mapuju Kaxe Jia je CBe TO
,,He030MIbHO”. MIHTEepecaHTHO je U To 1a Mepco He Boiu HU oHjammu [lapus, jep
y ®BeMy JbyOu HMajy Oemy KOXy, INTO je TmpurajeHn ymiuB KamwujeBor
AHTHHAIMCTHUYKOT MOJUTHYKOT aHTaKMaHa, MPUKa3aHor y Jaeny [lucma nemauxom
npujamesn).

Y Hu3y HaBeNeHHX MpUMepa IOKa3ald CMO MepcooB ICUXOJIOUIKH,
MOpAaJIHM M COILIMjaJIHK BHUJ OJCYTHOCTH M OTyl)eHOCTH O cBeTa W JapyuiTBa. Ha
JeHOM MecTy y NpBOM JIeJIly pOMaHa BHJIMUMO Ja jeé OBJE ped O CBETY KOjH je y
MOTITYHOCTH ayTOMAaTH30BaH M MEXaHHYKH, I1a je TO jeaaH o pasjora Mepcooge
oryhenoctu u ocehaja ,,ctpanna” y memy. [ maBHU jyHak, IOK py4ya y pecTopaHy
Ko cBor mpujaresba Cerecra, yodaBa jelHY CHUTHY XXEHY KOja CHCTEMAaTHYHO
Mopy4yje CBE M3 jEeJOBHHKA, a 3aTUM U CBE TO Kpajibe ,,pOOOTCKU” M YKypOaHO
jene. Bpxynan ayromatusMma y cBETY KOjU OKpyXyje Mepcoa jecTe CHCTEeMaTHu4HO
U ca IyHOM H jeJTHAKOM TaXXEOM OeJIeKeHhe TOTOBO CBUX PaInO-€MHCHja Y PaIHo-
nporpaMy 3a Tekyhy HeZesby, 0l CTpaHe IIOMEHYTE UyIHE KEHE.

4. KOHTEKCT META®OPE BAMIINPA

Harnmu un w3nenalyjyhu (aOynapuu 3aokper, kakaB cpehemo y xopop
npuyu (PpaHIyCKOT MOJIEPHU3MA, YMHU MOTKY APYyror jaena poMaHa. Kama ymo3Ha
Mepcoa yuTaal cTBapa CIUKY PEaJUCTHUYKOr jyHAKa KOjH AEMHCTU(HUKYje CBET
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CTpaxoBa W CBaKy JbYJCKY IOYXOBHOCT (HEMaTepHjaHOCT) OOjH XJIQAHOKPBHUM
aricypzioM. Mepco je HaKkoH 3a0KpeTa y NPHYM H3MEINTeH M3 ITO3HUIHje KaKBY
3ay3UMajy jyHaW peaqucThuke mpose. I[ICHXWYKkHW OjCycTByje M3 peaJHuX
OKOITHOCTH KOje Cy Ta 3a/IeCHJIe W CBOjy €r3UCTEHIIHNjY BUOHM Yy APYroM cBetry. M3
npupojie aorahaja momMepeH je y HATIPUPOIHO OKpYXKeme Koje moaceha Ha
¢antactuky. OCHOBHE KapaKTEpHUCTHKE (paHTacTHKe, Kao IITO je OTKIOH Of
MHME3Hca Kao CTBAapallayKOoT HCXOJa W HEjeJHaK OJHOC Mpema mocrojehmm
MHUMETHYKUM MOJEeJIMMa CTBapajalliTBa MpocHjaBajy Kpo3 MepcooB nmk. Y
NWTaky je TUI yMETHUYKOT cTBapanamTsa koju [lnaTon Ha3uBa phantastike mrro je
cynpotHocT Mumesucy.” IIponec aemMucTH(HKALMje U3 IPBOT AeNa j¢ HAIYIITEH, a
rI1aBHM jyHak he mocratu neo cumbonuuke, MuctTuduKoBane papau aena. Ce mTo
OH paJiil HAKOH CBOje MeTaMop(do3e jecTe o/UIMKa I0jeNHIIA KOju cebe BHIE He
BUIM Mel)y JbynuMa M KOjU OJUIydyje Ja OJic Ha HEKO 3a Eera 00Jbe MeCcTo — y
MpoCTOp curypHe ersucreHnuje. [lutame je ma mm OM KHWHKEBHOCT MOTJa
mocTojaTu 0e3 yena MUCTH(HUKAIH]e: ,,Jla Hema MECTHDUKOBama KIHIKEBHOCT O1
Owia OuTHO ocupomarieHa. Temko faa Ou yommre U nmocrojaia. Hema Tako3BaHe
rone kmmwkeBHocTH (Ahmu 2011: 14). Mepco he no0utH CBOT JBOjHHKA KOjH CE
BOJIM 3aKOHMMA HATMPHPOJE, jEAHUM CHUCTEMOM BPEJHOCTH HEMO3HATOM
XyMaHHCTHYKOM IIOTJIely Ha cBeT. J[BojHUK he mpeys3eTH yiory riiaBHOT jyHaka
CaMOCTaJTHO HACTaBHTH Jia JIeNa; ca ’bUM HeMa KOMYHHKAIlMje KaKBa je 3aCTyIJbeHa
KoJ1 jyHaka bopxecose Kmnuzce 00 necka.

Bpeme y mpBOM Jemy pomaHa Tpaje CBera HEKOJIHMKO JaHa, a Kao
HajIOMHHAHTHHUjH MOTHUB y JIelly M3/IBaja c€ CBETIOCT. Mepcoy CBETJIOCT H JIETHA
BpylinHa He Mpujajy oA caMor MoYeTKa Jeia, ITOo MOTBphyje MPUCYCTBO MOTHBA
CBETJIOCTH y OIUCY JIETH-E JKere u BpyhrHe Ha MpBoj cTpaHuim Kure. [IpBy HOh y
poMaHy Mepco je TpoBeo 1oj YHaJbeHUM CBETIIOM KOjeé MY jé MHOTO CMETalo y
jEIHOj MPOCTOPHUjU y CTapadykoM JIOMY, Y K0jOj je OHO KOBYET HEroBe MpPeMUHYJIe
Majke. To je Mopao TMOAHETH Ha jeABUTE jaue, jep IOpel IOMEHYTe
XJIQJITHOKPBHOCTH ¥ PaBHOJYIIHOCTH HHUje cMEO OTHNM TOJMKO JajeKo ca CBOjOM
HEOAroBOpHOIINY Jja HAIlyCTH IPOCTOPH]Y.

Jan xama Mepco OopaBu ca CBOjMM IpHjaTe/biMa Ha IJIAKH TJIaBHA je
NPEKPETHUIIA y JIeITy, jep YIpaBo ce Taja Jelana HeHTpaiHu norahaj — MepcooBo
yOucTBo ApamnuHa. YBoa y aoralaj mpHukasaH je CBEACHOM JACCKPHIILIHUOM, Tj.

® Bumu: Josuua AliuH, Taykosa noaumuxa: 3a Kpumuky Kreudiceehe memaghusuke, IIpocsera,
Beorpan, 1978.
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MOTHBOM CHAJKHE M HETIOJHOIBHBE CBETIOCTH', KOja j€, y TOM TPEHYTKY, IJIaBHH
y3pOK KpH3HE CHUTYyallljeé yCMepeHe Ka M3BpIICHY 3104MHA. Mepcoy CBETIIOCT
npeTepaHo cMeTa M MpeMa HOj Ce OAHOCH Kpajibe orcecuBHO. Hapouwnta
Y3HEMHPEHOCT 300T CBETJIOCTH KOJI TJaBHOT jyHaka TWPUCYTHA je CBe MO
MOYNhaBamha 3J0YMHA, KOjU MYy je CUMOOJIHMYKH ,,cTIpao” Taj Teper. Mepco je Ha
WBUIM H3JPKIBUBOCTH 300r OBOT MpoOiema, ITO BUAMMO Y j€JHOM O] OpojHUX
KoHCTaranuja: ,,CyHIIe je majgaio Ha Imecak rOTOBO OKOMHUTO U HeroB OJpecak Ha
MOPCKOj IOBPILMHH OWO j€ HEU3APKHB; CYHIE KIU3HY 110 PEBOJBEPY, T/,

Mepco he ce ocerntn Beoma y3HemupeHo u pehu he na He Bepyje y bora
KaJa WCHIpesa mera jaBHH Tyxwuian u3Baam VcycoBo pacmehe y npyrom nemy
KIbUTe, Tocie dYera he ra MCTpakUTeJbU OCJOBJbABATH WMEHOM AHTHXPHUCT.
MepcooBH CTpaxoBH OJf CBETJIOCTH W OX KpCcTa, Kao M JKejba 3a KPBIbY
(McnaspMBamEM OJATHUX MyLeBa y OEKHBOTHO ApAIMHOBO TENO), MOTY ce
NPOTYMAYUTH Ka0 KapaKTEPHCTHKE CaBPEMEHOT BaMITMPA, KOjH j€ BEUITO CKPUBEH
HETIOTIYHHM OITMCOM HhETOBHX YHYTpAIIbHUX IICHXOJOIIKMX cTama. Pasyme ce,
caMo Ha HMBOY MeTadope Koja HaM MOMake y HaCTaBHOj HHTEPIIPETAIUjH JIeIa.

KamujeB Bammupuzam y3uMaMo Kao MOTHBALMOHH INPUMEp 3a aHaH3y
MOTHBA CYHIIa, OJIHOCHO TOIIOTE M CBETJIOCTH YOTIITE, KOjH je je/laH O KJbYYHUX
32 OCBEeT/baBam€ KapaKkTepa TJIABHOT jyHaka — AHTHUXpUCTa, Kao M 3a
npuOIMKaBame y3poka 300T Kojer OH Iyla y 4oBeka. HaBeneHn omomiu, Kao
W3/IBOjeHH (hparMeHTH TEKCTa U3 HapeIHOT MOTJIaBJba Koje YUYCHUIN Tpeba camu Ja
npoHal)y, MOry HaM TMOCIYXHTH Kao CapaJHUYKH WMIICPATHB, IIOCIE 4Yera
JINjaJioroM JIONIa3UMO JIO OCBETI/haBamha MOTHBA CYHIIA 1 MepcooBOr ,,BAMITUPCKOT”
0JTHOCA MpeMa CBETIIOCTH U3OIIITEHE U3 CBETa aliCypIHOCTH.

5. HEOIIXOJIHOCT MU3BPIIEKA 3JIOUNHA — BEI' U3 BPEJIE CBETJIOCTU
Y CITACOHOCHY TAMY

CkpalieHu TpaauIMOHATHA WAWIMYHM T€j3aX Yy JCTy YIOTpeOJbeH je Y
Manupy Beh momenyrtor moctynka Kamujese ¢umo3oduje amncypma. Amncypa
IPOCTOpa Orjie/ia Ce y TOME HITO KPATKO OMUCAHH aMOMjEHT JICTHE HIHIIe — IUIaXa,
CyHIle, XyOOp Bojae M Tpu TOHA W3 (pyie ApamnuHa, JOBOAE [0 MOTIYHO
HEYpaBHOTEKEHOT JIeJioBama akTepa pomana. Hajupe PemoH Bamu peBosiBep ca
HaMepoM 7a youje ApanuHa, y ueMy ra Mepco crhpedaBa, ajld JOK je y3MMao

" Jan Beh mpemyH CyHI, IeNOBAaO je HA MEHE Kao mamap” — jeJaH oX OpOjHHX MpHMepa Tie je
CBETJIOCT NPHKa3aHa Kao HEHOIHOLIBHBA.
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pEBONIBEp jaka CBETIOCT je CKIM3HYyJIa W y BeMy mpoOymamia Beh momMeHyTy
BaMmupcku 00ojeHy ¢obmujy m Hemup. CBe TO ra je HaBelO Ja C€ OMIy4H 3a
HEKaKBy HOBOXaMJIETOBCKY MHCA0 ,,d MyLaTH W HE MyLaTu”’, Koja je ancypaHa
BapHjaHTa XaMJIeTOBE ,,0NTH WA HE outn”.8 Kacuuje he Mepco Ha ucTtoM OBOM
MECTY, aJIi HELITO APYraduje ONHCAHOM, U3BPIINUTH 3JI0YHH.

['1aBHH jyHaK IreTa riaxoM, Gusuuky yrpoxen’ Bpyhusom u ceeriomhy:

,,dero Mu je Habpekio of cyHna. [...] XKera Me mpuTHCKa U cMeTa MU Jja KopadaMm.

[...] Ilpu cBakoM Mady CBETIIOCTH, KOjH je HWCKpcaBao H3 IecKa, u3 mobenere

IIKOJbKE WJIM M3 KoMaauha cTakia, BIIHUIE Cy MU ce rpumie. [...] Jyro cam Tako

umao” (Kamu 2009: 47).

Ilotom nona3su g0 Mecrta Ha KojeM he W3BpIIMTH YOWCTBO, ajld Taja
BUAKMO jE€IHY U3MELITEHY €CTETUKY, OTIYHO APYTaddju MPU30p OHOT HAMIMYHOT
M3BOpA Ha IJIaXH, MITO je y QyHKOWju HaroBemTaja norahaja koju he ycmenuTu:
»l'poMaza CTeHe OKpYXXEHa TMPCTEHOM 3aclelubyjyhie CBETIOCTH H MOpPCKE
npammHe” (Kamu 2009: 48). Mepco Ha uzBopy cpehe AparnuHa Koju JIexKH Tako 1a
My je I7IaBa y CEHIH' M y)KHBa, IITO je TMOTIYHO CYIpoTHO ocehamy raaBHOr
JjYHaKa KOjH ’yAx 3a 0EroM u3 CBETIOCTH U TErode Npoy3pOKOBaHE HOME.

BaxxHo je mOMEHYTH 1 MOTHB MOpa Ha OBOM MECTY Y Jiely, jep ra Mepco
Takohe NOKMBJbABA Kao MOpPY KoOja Ta HaBOAM HAa HEMHHOBHOCT H3BpIICHA
3nmounHa: ,,lllym Tamaca 6wo je jonr TpOMHjH, jOIII THUIIH HETO Y MOMAHE [...] Ba3ayx
yxkapen” (Kamu 2009: 48). MepcooB IEMOH CBETJIOCTH Y HETOBOj IEPICIIIUjU
CBETa aKTUBHO JIe/yje M HaBOAHM Ta Ha 3younH. Kajga My ce oj1 oj1cjaja ApanmuHoBOT
HOKa YYMHH Ja je TO OIITPHUIlAa KOja JIETH MpaBo IpeMa memy, 30or dera he
olpearoBatd a)eKTUBHO M HWCHAIUTH TPBH ,HEBUHHM TMylam: ,,CBETIOCT je
HIMKHYJIAa ca YeJIMKAa M Kao KaKBO JIyro OJMCTAaBO CEYMBO IOTOAMIA ME Y 4Yelo.
Tana ce cBe 3amuxano. Ca Mopa ce J0KOTpJbao ryct u ycujad gax” (Kamu 2009:
50). Mepco je y MOTIYHOCTH MMOPEMETHO PABHOTEKY JaHa U THXE IIaKEe Ha KOjOj
je, HaBoJHO, Ouo cpehaH, U MPBUM XHIEM YCHENIHO je ,,cTpecao ca cede 3HOj U

8 Mepcoa MokeMO mocMaTpaTH H Kao XamieTa HOBOT 100a KOju 3acTyma aeBu3y: .M 6uTH u He
6uTH”, jep je paBHOAYyLIaH U CBEjeAHO My je kako he nmematu W mra he OMTH TOCIequIia TOT
JIeTOBambA.

® Tpe6a nmatn y Brxy 1a Mepco LieTa koM Y KamyTy, IITO Ca3HajeMo y TPEHYTKY Kaja H3BpLIaBa
yOHCTBO, Ma HHje UCKJbYYCHO J1a U HeroB (U3MYKU M3IJIeN, Ka0 MHTEpBEHIMja caMor ayTopa OuBa
noapehen 3akoHnMa ¢unoszoduje ancypaa.

10 Kapaxrepucriumo 3a MepcooBe MOTEHIMjalHe NPOTHBHHKE y Hely YIPaBo je TO IITO Cy
3amTrhieHU O]l KEroBor HajBeher HempujaTeshba — CBETIIOCTH, INTO MOTBphyje W MpUMEp U3 APYror
Jiena poMaHa KajJa je NPUIMKOM caciyllamba Mepco H3JI0KeH CBETJIOCTH JIaMIle, a jaBHH TY)KHUJIal]
cell BaH HEHOT JIoMalaja, y chepu Mpaka, Koju je 3a Mepcoa CBOjeBPCHH CIIOKOj.
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cyHIe”, kako cam TBpAu. lloderak meroBe KoOW OTBOpWIIA Cy OCTaja YETHPH
,»KpBaBa” MyImha y OEKUBOTHO TeJo ApamuHa — ,,YeTupn KpaTka KyIrba Ha BpaTa
Hecpehe”.

WznBajameM mojequHnx (peHOMEHa W3 MPBOT Jieja poMaHa J0Ja3uMo 0
OHOT 3aKJbyYHOTI — CaMOl' YHMHA 3J0YMHA, KOjU HAC BOAM 3a CTENEHHK OyOJbe Y
npenMeTHH cBeT KammjeBor nena, anu u eceniyje dunozoduje ancypna. [locme
MmpoOJieMCKe CHTyandje Koja ce Tumaia Mepcoa Kao yCIOBHO moOpor/morer,
OJTHOCHO aIlCypJAHOT JHKa YHyTap cBeTa Jelia, JA0Ja3UMO JI0 jOII jelHOT YIJIMBa
MpoOJIeMCKe HACTaBe Kao TOTOJHOT pelierma 3a 00paay HOBOHACTANOT Ipobiema
youctsa. [Ipo6iiem Koju mocTaB/baMo YUeHUIIMMa 0a3upa ce Ha TPH MUTamba:

v 3amro je HeOmXoAHO Ja Mepco M3BpIIX 3104YMH (MOTHB MOpa |
cyH1a)?

v Jla i je To onpaBaaHo (camooa0paHa u Ci.)?

v 3amro yOuja HEMO3HATOT YOBEKa (Ca YKYITHO MeT XHTala ,,1+4”)?

6. JIUK MEPCOA Y IPYT'OM JAEJTY POMAHA

Ha mouerky npyror nema pomana HajBuile Tpeba OOpaTHUTH MaXmy Ha
TpeaMeT HCTpare, OJHOCHO Ha MepcooB Mopai. V , mpupomuumM’™ OKOJTHOCTHMA
pomana, u3BaH KamujeBe ¢dunozoduje ancypnma, cyheme Ou Tpebamo ma Oyne
YCMEpEeHO TpeMa 3JI0YMHY KOju je mouumbeH. MehyTtum, y pomany je ucrpara ca
OCyJIOM M MPXKHOM YCMepeHa Ha aHanu3y MepcooBux occhama, kako 0u Ouo
JIOBEJICH Ha BPX ,,COLMjaTHE THJHOTHHE” y KOjy CE€ CBECHO yIUIeo. Y pa3roBopy ca
JIOJICJhEHUM aJIBOKAaTOM TJIaBHM jYHaK HaM OTKpHUBa CBOj¢ BHuleHmE CBeTa, e je
HQjIOMMHAHTHUJH Y3POYHO-TIOCIECIUYHN Tiap (¢u3nuke moTpede / emoryje.
Odusnuke norpede r1aBHU Cy Y3pOK M KpHUBalLl 32 oMeTeHoCT MepcooBux ocehama,
ma CXOJHO TOME HHUje 4yAHO IITO je Oe3ocehajan Ha morpedy cBoje Majke, jep je
0uo Tomao M 3a Wwera HelmoJHOIUBUB JIeTHU AaH. Ha murame na au My je Ouio
TENIKO Ha JaH morpebda cBoje Majke, Mepco oxarosapa y MaHupy Beh mo3Hate
JneduHuIMje JbyOaBH U3 MPBOT Jejia pOMaHa, KaJia je y nuramy Ouia Jby0aB npema
Mapuju, anu ca 1oJaTHO NPOAYOJHEHUM arcypaoM: ,,CBakako, MaMy caM MHOTO
BOJICO, Ny TO HMINTA He 3Hauu. CBa 31paBa Jbyncka Owha TprKebKHUBANA Cy
Mame-BHuIe cMpT oHHX Koje Bone” (Kamm 2009: 54). Ha oBaj naunn Mepco ca

™ Tepmun je ynotpebibeH y 3HAYCHY PEATHCTHUKOT CXBATAHba POMAHA KAO XKAHPA, KOJH je yCTaJbeH
y 3HaBbY U KEbHKEBHOM HCKYCTBY YYCHHKA.
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aJIBOKaToOM TpHUIIpEMa CBOjY ,,010paHy”’, 1a OU ra MOTOM MOXKEIe0 YBEPUTH [1a je
,»HCTH Ka0 ¥ CBH JPYTH JBYIH .

[Tpobnemy cBojeBpcHe Oe3ocehajHOCTH TTIABHOT jyHAaKa W TBPAKU JAa je
MCTH Ka0 OCTAIN MOKeMO MPHUCTYIHTH JHjAIONIKOM HACTABHOM METOJIOM, I7ie Ou
VUEHHIIM y IHjajiory ca HACTaBHHUKOM JOIUIA 0 OJIKET oApehuBama doBeKa
ancyp/a M HEroBUX CIMYHOCTH M PaslUKa, Y OAHOCY HA Apyre Jbyjae yommTe.”
WunuBuayaman oOMMK pafa y OBOM CIydajy je MpHMapaH, jep ce Of ydeHHKa
OUeKyje Jla caMd U y3 MOJCTUIaje HACTaBHUKA M3BEAY 3aKJbyuke U3 MepcooBUX
U3jaBa a/IBOKATy U TYKHOILY, Y IJbY OATOBOpa Ha MHTAmkE: CyIH U ce Mepcoy 3a
MOYHMIGEHH 3JTI0YMH WK 32 MOPaJI, XJIaJHOKPBHOCT U Jp.?

7. ITPOBJIEM KPUBULE

I'maBau mpobnem y apyrom nemy KammjeBor Cmpanya jecte mpobOiem
kpuBule. Ha kpajy mnperxolHe HacTaBHE jeIWHHIE YUCHHIMMA 33/1ajeMO
MpUIIPEMHE 3a7laTKe Koju he ce OAHOCHTH Ha yodaBame NpobiemMa KpUBHUIE Yy
JpYToM JIely poMaHa M pedepucame 0 HCTOM (eHoMeHy. MepcooB oHOC mpemMa
KPUBHUIIM j€ TakaB Jia je YyOIIITe HE BHIU Kao NpoOJeM U Yy pasroBopy ca
UCTpaXXHUM cyaujoM oceha HemaromHocT, a He Kajame. [locne n3jaBe 1a HE Bepyje
y Bora u HakoH cBenouema MHOTHX Y KOPUCT OCY/e HeroBOI Mopaia, riae he ra
Ha3BaTH AHTHUXPHCTOM M MOPAJHUM YyAOBHIITEM, Mepcoy je jeAMHO MpeocTao
Jla TIOKeTN Jia 3arJiade, jep ra Oam cBu Mp3e. Ha oBoj mpobimeMckoj cuTyanuju
MOXKEMO C€ 3a/pXKaTh OpraHM30BamEeM KpaTke paebare, I/e je HEONXOAHO
OCBETJIMTH TOJIOKA] YIpOXKEHe jelnHKe y apymrTBy. [Ipobiem ce akryemusyje u
MIOpEJTU ca IaHAIlbAM ocylamMa JpymTBa U ocehamuMa oTyhema jeuHKe.

Mepco mocie cMpTHE MpecyJie jeUHO JKelMH Ja YyMaKHe HEMHHOBHOM
JIeNIOBalby MeXaHW3Ma KOju ,,MeJbe” OHO XyMaHO y YOBEKy. JaBjba ce CHa)KHa
moTpara 3a M3J1a30M M3 HEM30e)KHOCTH M Haja jeJHOT YOoBeKa 3a ,,0p3om” cMphy
(mox Oyne Oexao a ra MOroAM 3pPHO METKa), alli Ty BPCTY ,,JIyKCcy3a” MeXaHU3aMm
HACTOjH J]a YOBEKY YCKPATH M y MOTIYHOCTH YKUHE.

['maBHM jyHaK HEMPECTAHO Pa3MHUIILIba O TIPOOJIEMY CMPTH U O YHHY jaBHOT
nory0Jbema, Koju Ha3uBa ,,3aTpoBaHoM panomhy”. Kao jenan on npodnema Mepco
ucTrde HeMOTryhHOCT HOBE IIaHCEe 32 )KHUBOT. 3a 00Jbe OCBETIhEHE¢ OBOT (DeHOMEHa
MOYKEMO UCKOPHCTHTH CPOIHH canpkaj — GunM Jlasapyc npojexam, y KOjeM JbyIH

12 Mucnn ce Ha ocoGuHe YOBeKa W3 pealHOr CBETa, KOjH HHje 3axBaheH , aenoBameM” duiozoduje
arcyppa.
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no0Hjajy HOBY IIAHCY W HOB JKHBOT, &l y W30JIOBAHOM CBETY Yy KOjeM IOCTajy
MHOTO Behm ,.cTpaniy” (KopeiamnujcKo-uHTerpanujcku cucrem). [lopen Bpahama
Ha nipobieM JbyOaBHu, Mepco ce u3HoBa 0aBu u mpodsieMom cpehe koju cmo Takohe
MOMEHYJIH Yy aHalIu3u NpBor nena Cmpanya, na ce KOMIApaTHBHAM OCBPTOM YBEK
MOXXEMO IIOCTaBHTH JyOJbe y mpenMetHocT Kamujeor nena (mpuHIUI
CHUCTEMaTHYHOCTH U TMOCTYIHOCTH, OOHABJbalhEe TPaauBa M3 MPETXOJHE HACTABHE
jenunmnte). [locne TBpame Ja YOBEeK HUKaNa HUje Y MOTIyHOCTH HecpehaH, Mepco
he HaM mojacHWTH mITa je TO CMPT, TaKO INTO he HUXWIMCTUYKU JePUHUCATH
JKUBOT:

,»CBY 3Hajy Jia )KHBOT HHje BpeAHO kuBeTH. Huje BaxkHo 1a i he 4oBek ympeTH y
TPHUICCETO] WK Yy CelAaMECeTO] TOJUHM JKUBOTa, Y 00a Ciydaja IApPYrd JbYAH H
npyre sxeHe xuBehe xuspanama roguaa” (Kamu 2009: 93).

8. MEPCOOB OZJHOC ITPEMA CMPTHU U BOI'Y

Y pasroBopy ca cBemrternkoM Mepco he pehu na ra je ocyauna jpy/cka, a
He 0OoKaHCKa MpaBla, ca KOjoM HeMa HUINTA, a y 3uJoBuMa henuje He BUAW JUIe
Bbora, Beh nuie 0oje CyHIla M ca IJIAMEHOM JKyame — Mapujuno jure. Mepco
TBPIU Jia je TOTIYHO CHUTYpaH M Ja ,3Ha” 3aliT0 Ce JTUPEKTHO MPOTHBH
CBEIITCHUKOBOM ,,Hallamy” | ,,BepoBamy”’. 3a riaBHOr jyHaka KamujeBor nerna
BpeMe MpoBejicHO y3 bora je u3ryOibeHO Bpeme, a CBEIITEHHK MY HH Y jeJHOM
norJiely Huje ,,0Tall’, Kako ra Jpyrd Ha3uBajy, Beh je y MCTOj paBHU Ca OCTAIUM
JbynuMa, ma he mohu pex na u mera ocyzae. Mnak, He moxxemo pehin na je oBaj
MepcooB aHTaroHu3aMm ImpeMa bory MNOTKpeIJbeH W HHETOBUM YHYTPAIIbUM
MHUPOM, jep Y BbEeMy CBe KJby4a of] y3HeMupeHocTr. OBy Te3y MoTBplyjy peaoBu
KOjH Cy BpXyHall ,,AHTHXpHCTOBOI” HeMHpa: ,,Ja cam OMO y mpaBy, U caj caM y
MpaBy, OAYBEK caM y IIpaBy .

VY nocnenmuM TaHUMa )KHUBOTa MepcooB jeJIMHA KOHTAKT Ca CBETOM jecTe
npo3op henuje kKpo3 Koju OH BUJIM CaMO CYHIIE U MOpE, a Y 30py 4yje jeIMHO TpyOe
Oponosa. Tlocienme jyTpo y HETOBOM JKHBOTY OBE TpyDOe HHCY ce Oryiacuiie W
HUCY Ta OIOMEHYyJIe Ha CBET y KojeM je mocrao uHaudepeHtan. Camo cebu
cBojctBeHOM Bammupy Llon /loHOBa 3BoHa He 3BOHE, jep meroBo pacnehe Hehe
IJIe/IaTd MHOIITBO TJie/ianara ca MOBUIMMa MPXKHbE, Kao ITO je caM TOXKeneo, na
CaMUM THM HETOB alCypAHU >XHBOT Yy ,JbYACKOM MeXaHu3My’ Hehe OuTH
TPETUPAH Ka0 OTIEIBEHHE JIeNla OCTPBA YOBEUAHCTBA, KOj€ j& CAUUILEHO OJ JKUBOTA
jemnHkH. JbyncKu JKMBOT OBAE je OOCCMHUIIUBCH, a Kama amncypl y3Me CBOjy
JeTIaTCKY OIITPUILY HaJl FberOBHM ralliekheM Hema bora, a Hu mocMpTHHX 3BOHA.
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Wnatepnperaninja pomana Cmpaunay Anbepa Kammja, koja ykibydyje
aHaM3y TJIABHOT JIMKa y KOHTEKCTy (mino3oduje arncypaa u Meradope BaMIupa,
MOTOJIHO j€ MOJIAa3UILTe 33 AaJba YNTama Jeja CaBPEeMEHE CBETCKE KIbM)KEBHOCTH.
OTtBapame JeTaJbHOT yodaBama II0jeIMHUX MOTHBa CTBapa MoryhHoCT mmpe
peuenuuje aena u notpare 3a leroBuM pehe pasmarpanum cinojeBuma. [laxsruBom
JICKOHCTPYKIIMjOM TEMAaTCKO-MOTHUBCKE CTPYKType uuTanan yrpahyje cede y
MOPYKY ¥ (QYHKIH]Y KEGMXKEBHOT JIefla y APyTavrjeM, TOMEPEHOM KOHTEKCTY.
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CAMUS’ MEURSAULT IN THE CONTEXT OF ABSURD AND VAMPIRE
METAPHOR - A METHODICAL APPROACH

Summary

The paper presents one aspect of the teaching interpretation of Albert Camus’ novel
Stranger, which includes the analysis of the main character in the context of the philosophy
of absurdity and vampire metaphors. In the introductory part, the context of existentialism
as a philosophical direction and its foothold in Camus’ novel are illuminated. A
comparative analysis of the main character in the first and second parts of the novel is
presented, with a special emphasis on the motif of light that initiates the story of Meursault
as a vampire of the new age. A series of problem situations in which the main character is
located and the proposed methods of a possible analysis in teaching is systematically
presented. The work includes literary theoretical reflections of Jean-Paul Sartre, Nikola
Milosevi¢, as well as the methodical components necessary for the analysis of literary work
in teaching. The paper presents examples of Meursault’s fear of light, cross and priests. His
lack of agreement with the laws of the real world shows the reader that he is a
representative of the world of metaphysics, fantasy, and not the world with humanistic
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values. The paper opens a possible assumption that Meursault has a vampire connection at
the level of metaphor. He is a stranger in the world of men, but he is indifferent to his death
for he is not afraid of the world into which he will enter. His absurd relationship with other
heroes is not only a negation of the system that the real world imposes, but also an
indication that there is another world in which it would be better. The vampire metaphor is
a good system of reading work and interpretation in teaching because it opens the
possibilities of new interpretations and it shifts the context from existentialism to post-
modern reading. The paper is divided into eight sections: Existentialism, Antinovel and
Camus’ philosophy of Absurd, Meursault in the first part of the novel, Vampire metaphor
context, The necessity of committing crimes — the escape from hot light into saving
darkness, Meursault in the second part of the novel, Problem of guilt and Meursault’s
relation to death and God.

Keywords: Albert Camus, Stranger, Meursault, absurd, vampire.
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LOGIKA MIHAJLA MARKOVICA KAO FILOZOFSKA PROPEDEUTIKA
U SREDNJOJ SKOLI*

APSTRAKT: Autorka u radu ispituje mogucnost uloge logike kao filozofske propedeutike u
srednjoskolskom sistemu obrazovanja. Ukoliko se logika shvata kao nauka koja se bavi
osnovnim elementima i principima mi$ljenja, onda je razumljivo zaSto se pre pristupa
izuCavanju predmeta filozofije u zavr$noj godini srednje $kole mora pazljivo pristupiti
izuavanju predmeta nauke logike. Stoga ¢emo se u radu najpre posvetiti istrazivanju
mogucénosti da se logika razume kao filozofska propedeutika kako kroz preispitivanje
istorijske pozicije logike tako i kroz problematizaciju samog pojma filozofije. Nakon toga,
da¢emo kratak prikaz udzbenika logike Mihajla Markovi¢a za gimanziju i tre¢i razred
pravno-birotehnicke skole, kao osnovnog nastavnog sredstva u procesu nastave Logike, da
bismo videli na koji nacin se sadrzaj logike moze pribliziti u¢enicima srednjih skola, kao i
da li je Mihajlovi¢ev udzbenik adekvatan za takav cilj. Naposletku, ispitacemo vaznost
uloge koju logika ima u razvoju kritickog misljenja i nacin na koji moze da doprinese tom
razvoju, te tematizovati najbolje nastavne metode kojim se moze pristupiti nastavi Logike u
tu svrhu.

Kljucne reci: logika, filozofija, kritiCko misljenje, pojam, nastava, metodologija, nauka.

THE LOGIC OF MIHAJLO MARKOVIC AS A PHILOSOPHICAL
PROPAEDEUTIC IN SECONDARY SCHOOL

ABSTRACT: In the following paper, we will examine the possibility of the role of logic as a
philosophical propaedeutic in the secondary school system of education. If we understand
logic as a science whose primary objects are basic elements and principles of thinking, then
it is understandable why before studying the subject of philosophy in the final year of high
school one must carefully approach the study of the subject of the science of logic.
Therefore, in this paper we will first focus on exploring the conditions for the possibility of
the science of logic to be understood as philosophical propedeutics, both through
reexamining the historical position of logic and through problematizing the notion of
philosophy. Thereafter, we will give a short analysis and presentation of the textbook of
Mihajlo Markovi¢’s logic for grammar schools and the third grade of the legal high school

! Tekst je proizasao iz seminarskog rada na masterskim studijama Filozofije na Filozofskom fakultetu
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as a basic teaching tool in the teaching process of logic to see how the content of the
science of logic can be approached by high school students, as well as whether
Mihajlovié’s textbook is adequate for such an aim. Finally, we will examine the importance
of the role that logic plays in the development of critical thinking and discuss the best
teaching methods that can be used to teach logic for this purpose.

Key words: logic, philosophy, critical thinking, notion/concept, teaching, methodology,
science, propaedeutic.

1. LOGIKA KAO FILOZOFSKA PROPEDEUTIKA

Logika, kao pretpostavka sveg misljenja, jedna je od vaznijih nau¢nih
disciplina sa kojma se ¢ovek susre¢e tokom svog zivota. Bez obzira da li je re€ o
teorijskoj logici u kojoj je misljenje miSljeno uopste, pa se tako misle principi,
zakoni 1 oblici misljenja, i njegovo poreklo i priroda, ili je, pak, re¢ o prakticnoj
logici, odnosno primenjenoj logici koja se bavi propisivanjem normi misljenja u
nekoj posebnoj oblasti znanja (Ac¢imovi¢ 2007: 14), logika je kao takva
nezaobilazna u svakoj sferi ljudske delatnosti.

Ona, medutim, ne pripada nekoj konkretnoj nauci, ve¢ se samim svojim
odredenjem nauke koja se bavi principima sveg misljenja svrstava u jednu vrstu
filozofske propedeutike. Filozofska propedeutika nam svojim imenom govori da se
radi o jednom uvodu u filozofiju, o pripremi za filozofsko misljenje. To filozofsko
misljenje mozemo okarakterisati kao problemski orijentisano (Smiljani¢ 2016: 35).
Glavno ishodiste filozofije jesu nereSivi problemi, odnosno aporije u koje se ¢ovek
zapli¢e kada reflektuje sopstvenu poziciju i svoj odnos prema svetu. Da bismo sebi
prokr¢ili put kroz tu filozofsku teritoriju, na pocetku nam je potrebna logika kao
sistem uputstava, pravila, principa, normi valjanog miSljenja, ili misljenja koje
mora biti istinito.

Potvrdu za ovako shvacenu logiku, kao osnovu za pocetak bavljenja
filozofijjom, mozemo prona¢i i u istoriji filozofije. Tako je kod Aristotela
(Aprototélng), logika izostavljena iz njegove podele filozofije, jer je ona ono §to
filozofiji prethodi i omogucava je, odnosno razumljena je kao veStina ispravnog
zakljucivanja. Da bi misljenje moglo da spozna objektivnu stvarnost i da dode do
bilo kakvog istinitog saznanja, ono mora biti postavljeno na sigurne temelje i
principe, stoga 1 Aristotelovo delo u kojem se bavi veStinama ispravnog
zakljucivanja i upotrebom razuma kasnije dobija naziv Organon, odnosno orude.
Kod Kanta (Immanuel Kant), pak, logika je razumljena kao apriorna nauka o
nuznim zakonima misljenja svih predmeta uopste, nauka o pravilnoj upotrebi uma,
po aprirori principima kako razum treba da misli (A¢imovi¢ 2007: 12). Dakle, i tu
je logika shvacéena kako osnova i priprema za filozofsko istrazivanje.
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Jasno je, stoga, da logika ima opravdan status filozofske propedeutike.
Imajuéi to u vidu, jasno je da u sistemu obrazovanja, u srednjim Skolama u
Republici Srbiji, predmet Logike vremenski dolazi pre susreta ucenika sa
Filozofijom u zavr$noj godini gimnazije i srednjih struénih Skola. Cilj nastave
Logike u srednjoj skoli jeste da se ucenici upoznaju sa osnovnim elementima i
principima misljenja, da shvate odnos ispravnog i istinitog misljenja, jezika i
misljenja i drugih problema saznanja, kao i uslova uspesne komunikacije, da se
0sposobe za primenu metodologije istrazivanja i razviju sposobnost za sistematsko,
samostalno i kriticko misljenje. Nakon uspesnog savladavanja nastave Logike,
nastava Filozofije bi ucenicima trebalo da omoguci da razumeju filozofske
probleme i njihova reSenja na primerima najvecih dostignuca filozofske misli, kao i
da steknu sposobnosti pozitivnim transferom za razumevanje drugih teorijskih i
prakti¢nih problema, te da sticu uvid u opste teorijske i humanisticke tokove
misljenja koji su uobli¢avali odredene istorijske epohe i Cine osnovu savremenih
humanistickih i kritickih orijentacija i time unapreduju obrazovanje (Kuburi¢ 2010:
189).

U ovom radu ¢emo se posvetiti prikazu Udzbenika logike za gimnaziju i
treéi razred pravno-birotehnicke Skole, autora Mihajla Markovi¢a, u izdanju
Zavoda za udzbenike i nastavna sredstva iz 2000. godine. Markovi¢ev udzbenik je
u upotrebi u Skolskom sistemu po odobrenju Ministarstva prosvete Republike
Srbije jos$ od 1992. godine. Cilj nam je da na primeru vidimo na koji na¢in dolazi
do prvog susreta ucenika sa naukom logike, kao i kako je koncipiran sam sadrZaj
ovog nastavnog predmeta.

Mihajlo Markovi¢ je jedan od najznacajnijih srpskih filozofa XX veka, sa
velikim doprinosom nauci logike. Logika je kod njega razumljena kao ispitivanje
odnosa miSljenja i sveta (A¢imovi¢ 2015: 306). Sredi$nja tacka Markovic¢evog
zasnivanja logike nalazi se u otklonu od tadasnje staljinisticko-marksisticke logicke
paradigme i vracanju tada odbacenoj formalnoj logici, ali u interpretaciji
dijalektickog materijalizma, za $ta u tom momentu nije postojao gotov obrazac
kojim bi se moglo posluziti. Tako shvacena logika jeste nauka o zakonima
misljenja i procesu saznanja istine 0 objektivnoj stvarnosti. Ona sadrzinski
obuhvata predmet i znacaj logike, dakle u pitanju su formalna i dijalekticka logika,
zatim ucenje o pojmu, sudu i zakljucku, dok su na kraju dati opsti postupci
nau¢nog istrazivanja, a sadrzinska pretpostavka logike jeste teorija saznanja, jer
logika i jeste jedan oblik saznanja.

U narednom poglavlju ¢emo se posvetiti analizi samog udzbenika, da
bismo na kraju videli na koji nacin takav sadrzaj pomaze ucenicima u razvijanju
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kritickog misljenja i pripreme za predmet Filozofije, kao i koja nastavna sredstva
mogu biti adekvatna u takvoj nastavi Logike.

2. LOGIKA MIHAJLA MARKOVICA KAO UDZBENIK ZA SREDNJU SKOLU

Mihajlo Markovi¢ svoju Logiku za Il razred gimnazije i pravno-
birotehnicke skole otpocinje jednim uvodom u kojem daje istorijski ostvrt na
postanak i razvoj logike, obuhvataju¢i period od Aristotela, koji je u Organonu prvi
sistematski izlozio logiku kao orude za vestinu ispravnog zakljucivanja, pa sve do
simboli¢ke logike Bertranda Rasela (Bertrand Russell) i Alfreda Vajtheda (Alfred
Whitehead). Nakon uvoda prelazi na tematizovanje odnosa logike, filozofije i
nauke, gde je logika, kao nauka o istrazivanju uslova saznanja istine, razumljena
kao deo filozofije, a filozofija se poima kao nauka u onoj meri u kojoj se sluzi
metodama racionalnog sistematskog misljenja (Markovié, 2000: 5). Znacaj logike
Markovi¢ je ucenicima predstavio u tome §to njeno poznavanje vodi do
sposobnosti  kritickog misljenja, ukoliko se pridrzavamo logi¢kih pravila i
izbegavamo logic¢ke greske. Autor udzbenik Logike zapocinje jednim kratkim
istorijskim prikazom istorije logike i smestanjem logike u jedan misaoni okvir
filozofije i nauke, da bi uc¢enike upoznao sa njenim osnovnim zadacima, pre nego
§to se upusti u sam logicki sadrzaj.

Ukoliko je cilj logike da ¢ovek stekne sposobnost istinitog saznanja, onda
se mora problematizovati i sam pojam saznanja. Saznati neku stvar za M.
Markovi¢a podrazumeva postati svestan njenih bitnih svojstava i odnosa prema
drugim pojavama (Markovi¢ 2000: 8). Kriterijumi tako razumljenog saznanja jesu
jasno jeziCko formulisanje onoga $to pretendujemo da znamo, Sposobnost
utvrdivanja iskustvenih uslova u kojima je moguce identifikovati predmet koji smo
po nasem uverenju saznali, i na kraju, sposobnost objasnjenja saznatog predmeta
(Markovi¢ 2000: 8). Izvore saznanja Markovi¢ vidi u ¢ulnosti, razumu i intuiciji, a
vrste saznanja su svedocanstvo, menjanje i verovanje. Naravno, potrebno je i
tematizovati pojam istine, kao i aktuelne teorije istine, pa tako Markovi¢ ucenike
upoznaje sa elementima Aristotelove teorije korespodencije, uvodi i teoriju
evidentnosti, kao i teoriju verifikacije, gde se osvrée na logi¢ki empirizam i
pragamtizam, te na kraju tematizuje dijalekticku teoriju istine.

2.1. Elementi misljenja

Nakon opisanog kratkog uvoda, celina udzbenika podeljena je na dva dela
— prvi deo se bavi elementima misljenja, odnosno pojmom, sudom i zaklju¢kom, a
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drugi deo je posvecen ucenju o metodi, gde se ispituju oblici procesa saznanja u
njihovoj celovitosti i praktiénoj primeni u nauci. Deo logike koji se bavi
elementima miSljenja naziva se elementarna logika, koja sadrzinski obuhvata
misaone oblike pojma i suda, te misaonu radnju zakljuc¢ka. Pojam, pak, Markovi¢
definiSe kao ,,istovetne elemente iskustva raznih ljudi pod razli¢itim uslovima koje
konstantno vezujemo za jednu re¢.” (Markovi¢ 2000: 22). Navedena definicija
pojma na pomalo opisni nacin govori o pojmu, bez strogih logickih odredenja,
verovatno u cilju priblizavanja recnika logike ucenicima koji se sa njom prvi put
susrecu. U nastavku, Mihajlo Markovi¢ na saZzet i koncizan nacin govori o
obrazovanju pojmova, njihovim medusobnim odnosima, obimu i sadrzaju pojma,
kao i o njihovim vrstama, pa tako postoje pojedinacni, posebni i opsti, jasni i
nejasni, konkretni i apstraktni pojmovi. Svaka od ovih oblasti istrazivanja pojma
potkrepljena je slikovitim primerima.

Pre ispitivanja misaonog oblika suda, posebno poglavlje posveceno je
istrazivanju pojmova definicije i klasifikacije. Definicija je shvacena kao iskaz
kojim se odreduje sadrzaj jednog pojma (Markovi¢ 2000: 32). Za pravilno
definisanje pojma potrebno je znanje o vrstama i metodama definisanja, kao i o
specifi¢nim pravilima koja se moraju postovati u procesu definisanja.

Tre¢i odeljak odnosi se na misaonu radnju sudenja, odnosno njen misaoni
oblik — sud. Naznaceno je da se tek sa sudom moze govoriti 0 funkciji istinitosti,
jer pojam ne moze biti istinit ili laZan, za to je potrebna veza dva ili viSe pojma.
Tako je istinit sud onaj ¢ija veza pojmova odgovara povezanosti samih objektivnih
stvari i svojstava na koje se dati pojmovi odnose (Markovi¢ 2000: 40). Struktura
suda sastoji se od predmeta o kome se govori — subjekt, onog §to se o predmetu
govori, odnosno predikata, i na kraju same veze izmedu subjekta i predikata —
kopule. U odnosu na vrstu, autor sudove deli po kvalitetu (tvrdenje, poricanje), po
opsStosti ili kvantitetu (pojedinacni, posebni ili opsti), po strukturi (prosti ili
sloZeni), modalitetu (problematicki, asertoricki, apodikti¢ki), i na kraju po
saznajnoj vrednosti (sudovi neposrednog opazanja, uvidanja veza i odnosa,
utvrdivanja sustine predmeta, utvrdivanja vrednosti) (Markovi¢ 2000: 42—44). Kao
i u sluéaju pojma, svaka vrsta i oblik suda potkrepljena je iscrpnim primerima, u
cilju lakSeg razumevanja samog sadrzaja.

Nakon ispitivanja pojma suda, logicki zavrSetak izlaganja osnovnih
misaonih oblika i radnji jeste misaona radnja zakljuc¢ivanja, odnosno misaoni oblik
zakljucka. Zakljucivanje je oblik miSljenja, misaona radnja u kojoj se dovode u
vezu dva ili viSe suda, tako da se iz te veze izvede jedan novi sud (Markovi¢ 2000:
54). Misaoni oblik koji proistice iz toga naziva se zakljucak. Markovi¢ vrste
zakljuCivanja deli na neposredne i posredne, gde u neposredne spadaju intuicija,
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zaklju€ivanje po opoziciji i analogiji. Sa druge strane, u posredne oblike
zakljucivanja spadaju indukcija i dedukcija, kojima Markovi¢ posvecuje posebnu
paznju. On prikazuje oblike potpune i nepotpune indukcije, u nastavku se bavi
njenim logickim problemima, te na kraju navodi uslove prihvatljivosti induktivnog
zakljucka. Kada je u pitanju deduktivno zakljucivanje, pored njegovih opstih
karakteristika, M. Markovi¢ detaljno razvija Aristotelovu teoriju silogizma, sa
primerima i zadacima upucenim ucenicima u cilju brzeg i lakSeg savladavanja
osnovnih figura silogizma.

Pre nego Sto prede na drugi deo udzbenika, metodologiju naucnog
istrazivanja, autor se na kratko osvrée na pojam dokaza, proces dokazivanja i
logicke greske. Ispituje elemente i osnovne vrste dokaza, koje deli na racionalne i
empirijske, direktne i indirektne, sinteticke i analiticke. Pod logickim greskama
podrazumevaju se sofizmi i paralogizmi, odnosno takvi zakljucci i dokazi koji
prividno izgledaju tacni, ali su u stvari lazni (Markovi¢ 2000: 90). Tako se logicke
greske mogu praviti u odnosu na pravila misljenja, u odnosu na iskustvene
¢injenice, ali mogu nastati i kao posledica jezickih konfuzija.

Time se zavrSava celina posvecena elementima misljenja, uz obuhvatanje
osnovnih misaonih oblika i radnji, kao i osnovnih pravila za ispravno
funkcionisanje misljenja. Ta celina logicka je osnova drugog dela udZbenika,
posvecenog opsStoj metodologiji nauke, gde se ispituju oblici procesa saznanja u
njihovoj celovitosti i u prakti¢noj primeni u nauci. Na taj nacin, kooperacijom
logike i metodologije u srednjoskolskoj nastavi, dolazi do jaCanja interesa za
proucavanje metodoloskih osnova prirodnih i drustvenih nauka, ¢ime logika moze
do kraja da ispuni svoju propedeuticku funkciju (Smiljani¢, 2012: 72).

2.2. Opsta metodologija nauke

Drugi deo udzbenika otpoCinje analizom jezika naucnih teorija, gde
Markovi¢ jezik razumeva kao specifican sistem simbola koji imaju utvrdeno
znacenje, koji se mogu menjati, medusobno spajati i zamenjivati po odredenim
pravilima, i ne moraju biti obavezno sli¢ni objektima koje oznacavaju (Markovi¢
2000: 99). Funkcije jezika jesu da obavesti o Cinjenicnom stanju, da izrazi
osecanja, da uti¢e na ponaSanje drugih i da uspostavi i u¢vrsti drustvene veze, ali te
funkcije u obi¢nom govoru nikada nisu izolovane jedne od drugih. U skladu sa tim
uslovi uspesene komunikacije jesu: 1. da u svakom procesu komunikacije bude
jasno koju funkciju vrSe upotrebljeni jezicki izrazi; 2. da izrazi nau¢nog jezika
zadovoljavaju i teorijski i prakti¢ni kriterijum smisla; 3. da u toku datog procesa
komunikacije svaki simbol treba da ima samo jedno znaéenje; 4. da kljucni termini
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budu definisani; 5. da bi tumacenje iskaza bilo adekvatno, treba uzeti u obzir ceo
kontekst u kom se on pojavljuje i najzad 6. da u datom komunikativnhom procesu
znacenja reci ostanu nepromenjena (Markovi¢ 2000: 102—104).

Drugi odeljak M. Markovi¢ posvecuje teorijskoj pripremi istrazivanja, koja
se sastoji od Sest koraka. Najpre je re¢ o teorijskim zadacima u pripremnoj fazi
istrazivanja, nakon cega sledi utvrdivanje problema, zatim ispitivanje uslovljenosti
karaktera istrazivanja vrstom problema, konkretizovanje problema, odredivanje
pojmovnog okvira istrazivanja, okvir pretpostavki istraZivanja, te na kraju i samo
istrazivanje. Logickim sledom, iz drugog poglavlja se prelazi na poglavlje koje se
odnosi na utvrdivanje naucnih ¢injenica. OtpocCinje se njihovom definicijom, da bi
se nakon toga izloZile osnovne metode kojima se one mogu utvrditi — nau¢no
posmatranje, eksperiment, ispitivanje uslova adekvatnog opazanja i merenje.

Nakon utvrdivanja nau¢nih ¢injenica, autor udzbenika tematizuje pojam
naucnog objasnjenja. Za njega, naucno objasnjenje jedne pojave znaci pokazati da
je ona nastala nuzno iz nekog prethodnog cinjenicnog stanja, odnosno da stavovi
koji opisuju tu pojavu slede iz nekog utvrdenog nau¢nog zakona i iz nekih drugih
stavova koji adekvatno i objektivno opisuju prethodne ¢injenice (Markovi¢ 2000:
119). Sa druge strane, nau¢na hipoteza je takva pretpostavka opSteg karaktera
kojom pokusavamo da objasnimo neki skup cinjenica i koja zahteva svoju
prakti¢nu potvrdu da bi bila usvojena kao zakon ili kao teorija. U tipove nauc¢nog
objasnjenja Markovi¢ svrstava statisticko, geneti¢ko i uzro¢no, sa tim §to posebnu
paznju posvecuje uzroCnom objasSnjenju analizirajuéi pojam uzrocnosti i
izlaganjem metoda za ispitivanje uzroka DZona Stjuarta Mila (John Stuart Mill).

Prateci logicku nit razvoja metodologije nauke, Mihajlo Markovi¢ dolazi
do pojma nau¢nog zakona, koji razumeva kao objektivne, stalne, opSte i nuzne
odnose medu pojavama stvarnosti (Markovi¢ 2000: 127). Stoga, nau¢na teorija
jeste celovito objasnjenje jedne grupe pojava koje u sebi ukljucuje i zakone i
formulaciju osnovnih konkretnih uslova (¢injenica) iz kojih je delovanjem
navedenih zakona grupa pojava u pitanju nastala, a nau¢ni sistem predstavlja
jedinstveni skup znanja (Cinjenica, zakona, teorija) koja su medusobno povezana i
sredena na osnovu izvesnih principa (Markovi¢ 2000: 129).

Ovim se zaokruzuje sistem nauke logike sacinjen od osnovnih elemenata i
radnji misljenja sa jedne strane, i osnovnih procesa saznanja i opste metodologije
nauke sa druge. Mihajlo Markovi¢ ovde ne zavrSava svoj udzbenik, ve¢ posledn;ji
odeljak posvecuje istrazivanju osnovnih filozofskih metoda.

Ovo je razumljivo ukoliko imamo u vidu da logika kao nastavni predmet u
srednjoj Skoli predstavlja svojevrsnu filozofsku propedeutiku, pripremu misljenja
za suocavanje sa osnovnim filozofskim problemima i metodama izloZzenim u
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nastavnom predmetu Filozofije. Nakon predstavljanja osnovnih principa i pravila
misljenja, u poslednjoj oblasti koja se obraduje na nastavi, obi¢no prezentovanoj na
kraju Skolske godine, upoznavanje sa osnovnim metodama filozofije na pravi na¢in
predstavlja moguénost da ucenici primene nauceno i steknu iskustvo kritickog
misljenja pre samog ulaska u Filozofiju.

Kao osnovne filozofske metode autor ucenicima predstavlja analiti¢ko-
empirijski metod, kojim obuhvata filozofski pravac empirizma i neke autore
analiticke orijentacije u savremenoj filozofiji. Tako on govori o VitgensStajnu
(Wittgenstein) i Karnapu (Carnap), izlazu¢i njihov metod filozofske analize
(Markovi¢ 2000: 132). Pored analiticko-empirijskog metoda, Markovi¢ se bavi
heremenuti¢kim metodom, a uéenike upoznaje sa Slajermaherom (Schleiermacher)
i Diltajem (Dilthey). Zastupljen je i fenomenoloski metod Edmunda Huserla
(Edmund Husserl), a udzbenik se zavrSava osvrtom na kriticko-dijalekticku
metodu.

U ovom kratkom prikazu Markovi¢evog udzbenika videli smo nacin na
koji on pokusava da uklopi celinu logickih elemenata na nacin koji bi ucenicima,
koji se prvi put susrecu sa pojmom i predmetom logike, bio pre svega jasan i
razumljiv, ali i interesantan. Razumevajuc¢i logiku kao nauku o uslovima
objektivnog saznanja istine, Markovi¢ je kroz svoj udzbenik pokuSao da predstavi
osnovna polazista sa kojih se ucenici mogu dalje kretati i upoznavati Ssa
filozofijom.

Medutim, neke recepcije ovog udzbenika nisu bile u potpunosti pozitivne.
Tako je, na primer, Svetlana Knjazeva u svojoj recenziji Logike prigovorila
Mihajlu Markovi¢u zbog nacina na koji on odreduje pojam, kao i odredenjima
sinteze suprotnosti identiteta i razvoja (A¢imovi¢, 2015: 412). Pored nje, i Bogdan
Sesi¢ je prigovorio da, iako je ovaj udzbenik logike najbolji kod nas, on, pak,
»sadrzi samo osnovne teze za jedan obimniji i vi$i udzbenik logike” (A¢imovic,
2015: 413). Istina, Sesi¢ je i sam naknadno napisao univerzitetski udzbenik logike,
na sli¢noj poziciji kao i Mihajlo Markovié, poziciji dijalekticke logike, koji pored
osnovnih oblika miSljenja i procesa koji se odvijaju u miSljenju, sadrzi i
razmatranja o samoj prirodi jezika, kao i osnove simboli¢ke logike, te osnovne
logicke sisteme (geéic', 1977: 5-8). No, Cinjenica je da je Markovi¢ev udzbenik
prvenstveno namenjen ucenicima srednjih Skola, koji prvi put dolaze u dodir sa
naukom logike i njenim pojmom, te kao takav pruza adekvatan sadrzaj, na nacin
koji je primeren ucenicima.

Na kraju, u narednom poglavlju preostaje nam da vidimo na koji nac¢in
izuCavanje predmeta Logike pomaze ucenicima u razvijanju kritickog misljenja,
kao i koje nastavne metode jesu najadekvatniji pristup za ovakvu vrstu predmeta.
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3. LOGIKA KAO PREDUSLOV ZA RAZVOJ KRITICKOG MISLJENJA

Videli smo u prethodnom poglavlju na koji nacin je struktuiran udzbenik iz
Logike za srednju $kolu, na primeru udzbenika Mihajla Markovi¢a. UdZbenik u
sebi obuhvata dva dela, deo elementarne logike, odnosno ispitivanje osnovnih
elemenata i principa misljenja, i deo koji je posvecen opstoj metodologiji nauke,
kao delu primenjene logike. Ukoliko imamo u vidu ciljeve nastave Logike koje
smo naveli na poetku rada, dakle da se ucenici upoznaju sa osnovnim elementima
1 principima mi$ljenja, da shvate odnos ispravnog i istinitog misljenja, jezika i
misljenja i drugih problema saznanja, kao i uslova uspesne komunikacije, da se
osposobe za primenu metodologije istrazivanja i razviju sposobnost za sistematsko,
samostalno i kriticko misljenje, vidimo da udzbenik Mihajla Markovi¢a ispunjava
sve sadrzinske uslove koji su neophodni uceniku tre¢eg razreda srednje Skole da
krene u uvezbavanje svog misljenja.

Medutim, nije dovoljno da ucenici samo dobiju teorijsko znanje iz
predmeta Logike, ve¢ i da to teorijsko znanje nauce da primene. Primena logike
koja je ucenicima neophodna moze se svesti na, uslovno receno, Cetiri osnovne
oblasti: 1. da ucenici naue kriticki da razmisljaju; 2. da primene logicko
razmi$ljanje na govor i pisanje; 3. da se osposobe za metodolosko istrazivanje,
prikupljanje, analizu i procenu odredenih informacija i 4. da poboljsaju svoje
sposobnosti u oblasti digitalizacije i racunanja, ukoliko govorimo o primeni
matematicke logike, $to je u danasnjem vremenu posebno vazno (Bouhnik, Giat,
2009: 4). Naravno, jasno je da su oni i pre nastave Logike u svom Skolovanju
koristili odredena pravila misljenja, ali oni to u najveéem broju slucajeva nisu
reflektovali kao pravila misijenja. To je za njih nesto prirodno, zdravorazumsko,
nesto Sto svakodnevno upotrebljavaju. Medutim, vazno je da oni postanu svesni
postojanja odredenih pravila po kojima misljenje funkcionise, ponekad na drugaciji
nacin od onoga na $ta su obi¢no navikli. To je vazno, pre svega, da bi u njihovom
kona¢nom susretu sa Filozofijom, odnosno filozofskim misljenjem, koje je u vecini
sluc¢ajeva aporetickog karaktera, imali svest o nacinima na koje misljenje
funkcioniSe, te na taj nacin uspeli da razvijaju sopstveno misljenje u kriticCkom
pravcu.

No, Sta znaci razvijati miSljenje u kritickom pravcu, odnosno Sta bi tacno
podrazumevalo kriticki misliti? Nil Braun (Neil Browne) i Stjuart Kili (Stuart
Keeley) u njihovoj knjizi Postavljanje pravih pitanja (Asking the Right Questions)
tvrde da se pod kritickim misljenjem podrazumeva svest o skupu medusobno
povezanih kriti¢kih pitanja, zatim sposobnost da se ista postavljaju i da se na njih
daje primeren odgovor, te naposletku i zelja za konstantnim postavljanjem pitanja
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kroz koja se dolazi do uo¢avanja medusobnih povezanosti odredenih stvari koje su
u pitanju (Browne, Keeley 2007: 16).

Postavlja se pitanje na koji nacin se ucenici mogu uvezbavati u razvijanju
kritickog misljenja kada steknu teorijsku osnovu? Metod kojim se nastava odvija tu
igra odlucujucu ulogu. Govoriti o nastavnim metodama znaci, pre svega, govoriti o
nastavi s aspekta postavljenih ciljeva i nacina za njihovo ostvarenje (Kuburi¢ 2004:
75). Sam cilj nastave zavisi od sadrzaja samog nastavnog predmeta. Stoga, ukoliko
je krajnji cilj nastavnog predmeta Logike da kod ucenika razvija sposobnost
kritickog misljenja, onda se nastavne metode moraju na svaki nacin prilagoditi tom
cilju. Dakle, u nastavi se ne moze koristi samo metoda usmenog izlaganja, u kojoj
nastavnik drzi monolog dok ucenici zapisuju beleske, ve¢ se nastavna metoda mora
najpre orijentisati na interaktivnu vrstu nastave. Klju¢nu ulogu u nastavi logike
moraju imati, pre svega, primeri i zadaci na kojima ucenici moraju da primene
prethodno usvojeno teorijsko znanje. Postavljanje pitanja i odgovora, takode, moze
biti dobar nacin na koji ucenici mogu da usvoje novo gradivo, u smislu da do novih
sadrzaja dolaze putem upotrebe sopstvenog razuma, a ne pukim prenosenjem
informacija i znanja od strane nastavnika. Nastavnikova uloga jeste da ucenike
vodi kroz materiju, usmeravaju¢i ih u pravcu odgovora, a ne da im prosto
prezentuje Cinjenice. Ovakva vrsta nastave pogodna je ne samo u oblasti Logike,
ve¢ 1 u oblasti Filozofije (StaviSe, tamo je neophodna, setimo se samo sokratske
metode razgovora).

Sada nam preostaje jo§ da vidimo kako razvoj kritickog misljenja uti¢e na
ucenike, odnosno kako se manifestuje u njihovom nacinu razmisljanja. Naime,
utvrdeno je da razvoj kritickog misljenja uti¢e na kvalitet njihovog metoda ucenja,
posebno na njihovu metodu procenjivanja nauc¢ne verodostojnosti gradiva i ideja,
kao 1 na pronalaZzenje moguénosti najadekvatnije primene tih ideja, te na
sposobnost uvida koji se zaklju¢ci mogu izvesti iz zadatog teksta (Kalin 1982: 36).
Pored toga, razvijanjem kritickog mi$ljenja putem nastave logike ucenici sti¢u
sposobnost nalazenja zajedni¢kog osnova u razli¢itim idejama, dobijaju mogucnost
preciznijeg izrazavanja vlastitih misli i samostalne artikulacije odredenih ideja, te
sposobnost pronalaZzenja sopstvenih primera kada se to od njih zahteva. Vidimo,
dakle, da je za razvijanje kritickog misljenja u nastavi Logike najbolji pristup
problemskog karaktera, odnosno putem reSavanja problema, i to ne samo u nastavi
Logike, kao filozofske propedeutike, ve¢ je to neophodno i za nastavu same
Filozofije, ukoliko Zelimo da joj pristupimo na pravi nacin.
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THE LOGIC OF MIHAJLO MARKOVIC AS A PHILOSOPHICAL PROPAEDEUTIC IN
SECONDARY SCHOOL

Summary

In this paper we examined the possibility of the role of logic as a philosophical
propaedeutic in the secondary school system of education. In the history of philosophy
logic was most often understood as a science that deals with the basic elements and
principles of thinking. If we have that in mind, it becomes understandable why it is
necessary to study the logic before the students approach the subject of philosophy in the
final year of the secondary school. Therefore, in this paper offered a short analysis and
presentation of the textbook of Mihajlo Markovi¢’s logic for grammar schools and the third
grade of the legal high school as a basic teaching tool in the teaching process of logic. In
the introductory part of the paper, we dealt with the question of why logic should be
considered as a philosophical propaedeutic. Afterwards, we devote focused on the textbook
of Mihajlo Markovi¢ with respect to the elements of thinking and a general methodology of
science. A brief analysis showed us how Markovi¢ considered it appropriate to approach
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the study of logic in secondary school. We discussed the methods that Markovi¢ used in his
attempt to bring students closer to the basic elements of thinking: notion, judgment and
conclusion, in a clear and comprehensible way. Finally, we also dealt with the way in
which Markovi¢ introduces students to the basic concepts of scientific methodology, such

as procedures in the field of scientific research, the notion of scientific explanation and
scientific facts.

Key words: logic, philosophy, critical thinking, notion/concept, teaching, methodology,
science, propaedeutic.
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KONSTRUKCIJA ZNANJA | INTERAKCIJA NA UNIVERZITETSKIM
PREDAVANJIMA DIGITALNOG DOBA'

APSTRAKT: Predavanja su obavezni deo univerzitetskog obrazovanja u Srbiji. Propisuje se,
cak, 50 do 60% predavanja u odnosu na druge oblike nastave kao §to su vezbe i seminari.
Na taj nacin se stice utisak da se predavanjima pridaje veliki znacaj, iako se ona ve¢ odavno
smatraju zastarelim i neefikasnim vidom nastave, budué¢i da im je uglavnom svrha samo
prenoenje znanja, bez aktiviranja visih kognitivnih sposobnosti kod studenata®. Kritika
uglavnom stize iz pravca konstruktivizma i komunikativne didaktike, $to predstavlja
podsticaj za reviziju ovog oblika nastave, kao i za primenu digitalnih medija u cilju
inovacije i modernizacije univerzitetskih predavanja. Cilj ovog rada je da se izloZze odlike
predavanja, njihova kritika i predlozi prevazilazenja njihovih slabosti koris¢enjem
digitalnih medija koji pruzaju moguénost za samostalnu konstrukciju znanja i interakciju
studenata s nastavnim materijalima.

Kljucne reci: digitalni mediji, instruktivizam, interakcija, konstruktivizam, predavanja,
univerzitetska nastava.

KNOWLEDGE CONSTRUCTION AND INTERACTION AT UNIVERSITY
LECTURES OF DIGITAL AGE

ABSTRACT: Lectures are an obligatory part of university education in Serbia and it is even
proscribed that they have to amount to 50 to 60% of all teaching classes in comparison to
seminars and exercises. This gives an impression that lectures have been ascribed great
relevance, although they have already been considered an outdated and inefficient teaching
form for long time, because their purpose is only knowledge transfer without the activation
of higher cognitive skills in students. Criticism has mostly been directed by the
representatives of constructivist and communicative didactics and has provided an incentive
for the revision of this teaching form, as well as for the application of digital media for the
purpose of innovation and modernization of university lectures. The aim of this paper is to
describe the features of lectures, to offer criticism and suggestions for amending their

! Rad je rezultat projekta Jezici i kulture u vremenu i prostoru (br. 178002) koji finansira Ministarstvo
prosvete, nauke i tehnoloskog razvoja Republike Srbije.

2 Svi pojmovi U ovom radu koji su upotrebljeni u muskom gramati¢kom rodu obuhvataju
muski i zenski rod lica na koja se odnose.
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weaknesses with the support of digital media that provide students with opportunities for an
autonomous construction of knowledge and interaction with teaching materials.

Key words: lectures, instructivism, university teaching, constructivism, interaction, digital
media.

1. UNIVERZITETSKA PREDAVANJA — TRADICIJA | INOVACIJA

Nastava na univerzitetima se uglavnom realizuje u vidu predavanja i
prakti¢ne nastave (vezbe, seminari i Sl.), pri ¢emu propisi za akreditaciju (Standardi
za akreditaciju studijskih programa prvog i drugog nivoa visokog obrazovanja
2017: 164) dobijanje dozvole za rad uslovljavaju sa 50 do 60% predavanja na
prvom nivou studija u odnosu na prakti¢ne oblike nastave, ¢ime se predavanjima
pridaje veliki znacaj u okviru univerzitetskog obrazovanja, $to nije sasvim u skladu
sa zahtevima savremene nastave, narocCito kada je re¢ o tradicionalnom konceptu
predavanja.

1.1. Pojam i odlike predavanja

Univerzitetska predavanja u svojoj osnovnoj definiciji predstavljaju
kompleksnu aktivnost nastavhika u nastavhom procesu i obuhvataju prezentaciju
nastavnih sadrzaja, objaSnjavanje, podsticanje, kontrolu, pruzanje podrske
uéenicima® u savladavanju gradiva, njihovo obrazovanje i vaspitavanje (Raitevié
2011: 146). Tipi¢ni tradicionalni modeli predavanja su: ¢itanje naglas, izlaganje na
osnovu pripremljenih teza, izlaganje teorijskih sadrzaja, predavanje sa zabavnim
nac¢inom izlaganja i predavanje ilustrovano mnostvom slika iz stvarnosti
(Bogicevi¢ 2009: 44). Posto je predavanje vezano za obradu nastavnih sadrzaja,
dominiraju verbalne metode, a suStinu predavanja c¢ini nekoliko manifestnih
aktivnosti predavaca (izlaganje, ekspliciranje, interpretacija) (Bogicevi¢ 2009: 45).
Preovladuje frontalni, odnosno kolektivni oblik rada, nastavnik je u direktnom
odnosu s ucenicima i nastavnim sadrzajem, odnosno posreduje izmedu nastavnog
sadrzaja i ucenika dok oni istovremeno rade na tom nastavnom sadrzaju (Pozar
2017: 338). Prednosti frontalnog rada su ekonomicnost i jednostavnost, osecanje
zajedniS$tva 1 jednakosti, istovremeno zapocinjanje i zavrSavanje zadataka, uz
mogucénost posmatranja svih ucenika. Nezamenljiv je pri davanju uputstava i

% U relevantnoj literaturi uglavnom se govori o kolskom okruZenju i udenicima, ali sva ova
razmatranja se mogu preneti i na studente, i na njih se u ovom radu prevashodno i odnose.
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pojasnjenja, a njime se slabiji ucenici podsticu na intenzivniji tempo (Pozar 2017:
339).

Nedostatak frontalnog na¢ina rada na predavanjima jeste zapostavljanje
studenata (oni samo sluSaju i odgovaraju), a ucenje se generalno prilagodava
,prosecnim studentima”, a bolji i slabiji se prisiljavaju na isti tempo rada, dok se
veéina pasivizira. Javlja se i problem ,,psihologije gotovanstva”, a nastavnik se
brzo umara i nema uvida u aktivnosti ucenika (Pozar 2017: 339). Iz tog razloga se i
tradicionalno predavanje Cesto posmatra kao autokratski oblik poucavanja koji
spreava stvarno ucenje i samostalnu konstrukciju znanja (Apel 2003: 9), jer
slusaoci neprestano filtriraju i jure za izgovorenom recju predavaca koji nastavljaju
da govore ne marec¢i za duhovne moguénosti slusalaca preplavljenih mnostvom
informacija. Tradicionalna predavanja predstavljaju receptivhu situaciju
poucavanja i ucenja, a ¢esto se smatra i besmislenim izlaganje gradiva koje je veé
zapisano, pogotovo bez samostalnog suceljavanja s izloZzenim (Apel 2003: 28).
Takva predavanja predstavljaju  ostatke  dogmatsko-reproduktivnog i
reproduktivno-eksplikatornog metodi¢kog sistema koji se smatraju prevazidenim,
buduéi da se zasnivaju na reprodukciji ,,gotovih” znanja (Petrovacki, Stasni 2010:
21). Kao osnovna slabost tradicionalne nastave istice se nedovoljna aktivnost
ucenika, odnosno siromaSna interakcija (Vilotijevi¢ 2016: 111), jer je aktivnost
nastavnika uglavnom veca od ucenicke (Vilotijevi¢ 2016: 115), Sto u aktivnoj skoli
ne bi trebalo da bude slucaj. Stoga, predavanja treba da se modernizuju kako bi isla
u korak sa savremenim tendencijama u obrazovanju.

1.2. Aktivnost ucenika i studenata

Didakticko-metodi¢ki  principi  savremene nastave podrazumevaju
usmerenost na kompetencije (Kompetenzorientierung), interakciju
(Interaktionsorientierung), delanje (Handlungsorientierung) i na ucenike
(Lernerorientierung), njihovo aktiviranje (Lerneraktivierung), podsticanje
njihovog autonomnog ucenja (FOrderung von autonomem Lernen), kao i
interkulturnu orijentaciju (interkulturelle Orientierung) (Ende, Grotjahn, Kleppin,
Mohr 2013: 114-115). Svi navedeni principi objedinjeni su u konceptu aktivnog
ucenja.

Aktivno ucenje predstavlja otvoren sistem za upliv raznih savremenih
obrazovnih inovacija i tretira nastavni proces kao dinamicki, interaktivni tok u
stalnom razvoju. Zahtev koji pretpostavlja aktivnog u¢enika u nastavnom procesu
istiCe se ve¢ vekovima i podrazumeva spontane aktivnosti deteta koje su inicirane
njegovim interesovanjima i samostalnim istrazivackim akcijama. Za razliku od
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nastave koja je usmerena na program i rezultuje Skolskim verbalizmom,
neprilagodeno$¢éu programa moguénostima i interesovanjima dece, njihov pasivan
polozaj dok postaju recipijenti bez prava glasa, $kola usmerena na decu ima kao
rezultat nesistemati¢nost i neujednacenost obrazovanja. Usvajanju sistematizovanih
akademskih, Skolskih znanja (uzoraka kulture) suprotstavlja se ucenje kroz delanje
(learning by doing). Aktivno ucenje podrazumeva Pijazeovu aktivnu konstrukciju
znanja i zajednicke aktivnosti, odnosno ko-konstrukciju znanja deteta i odraslog L.
Vigotskog u okviru asimetri¢ne interakcije u skoli. Aktivnosti predstavljaju vrste
mentalnog procesa izazvanih ucenjem i nerazdvojno su povezane sa prirodom
sadrzaja tih aktivnosti, odnosno zavise od prirode i tipa znanja, jer svakoj nau¢noj
disciplini odgovara drugi metodoloski arsenal. Skola bi trebalo da bude mesto
intenzivne integracije spontanih i nau¢nih pojmova, jer cilj nije samo usvajanje
Skolskog programa, ve¢ i razvoj li¢nosti i individualnosti svakog deteta kroz
prosirenje repertoara metoda. Pri tome mora se voditi raCuna o motivaciji za
ucenje, osposobljavanju i osamostaljivanju u ucenju, otvaranju prostora za bogati
repertoar decjih aktivnosti (vodenje argumentovanog dijaloga, javna prezentacija
vlastite ideje, saradnja s drugima na istom problemu, pravljenje izbora, kreiranje
novog reSenja). lako je svako ucenje suStinski aktivno, stepeni aktivnosti i
mentalnih procesa angazovanih u raznim oblicima ucenja se razlikuju. Aktivne
metode su one koje zahtevaju sloZenije i viSe mentalne procese, kreativnost,
povezivanje znanja, samostalnost, inicijativu, slobodu izbora i izrazavanja ucenika
(Ivi¢, Pesikan, Anti¢ 2001: 192—-195). Aktivna skola fokusirana je na ucenika kao
kompletnu licnost (Pozar 2017: 342), ne postoji fiksni, celoviti plan i program,
ucenje se nadovezuje na prethodno znanje i lino zivotno iskustvo, motivacija je
unutrasnja, cilj je razvoj li¢nosti i individualnosti, ne samo usvajanje programa, a
na kraju se ocenjuje zadovoljstvo ucenika nauCenim, njegov napredak,
motivisanost i zainteresovanost za rad i aktivnost. Prakticno je moguce napustiti
neke karakteristike tradicionalne Skole kao $to su predavanja kao jedini vid
nastave, pasivnost ucenika, ocenjivanje samo reprodukcije znanja, uvazavanje
deteta u Skoli, uzimanje u obzir njegovih uzrasnih i individualnih karakteristika,
proSirivanje reportoara nastavnih metoda pri realizaciji unapred utvrdenih
programa, vodenje racuna o motivaciji ucenika za ucenje, podsticanje razvoja kao
jednog od ciljeva, a ne samo usvajanje gradiva (Pozar 2017: 343). Tradicionalna
Skola ima definisan plan i program na osnovu kojeg se vrsi verbalno prenoSenje
znanja, a uloga ucenika je da savlada obavezno gradivo i da ga s razumevanjem
ponovi, motivacija mu je spolja$nja (Pozar 2017: 342). Kao i tradicionalna $kola i
tradicionalni univerzitet ima iste odlike, pri ¢emu to najviSe dolazi do izrazaja
upravo na predavanjima.
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1.3. Predavanja i misljenje

Apel smatra da predavanja kao oblik univerzitetske nastave treba da
prikazu temeljna pitanja naucne discipline i da predstavljaju niz sadrzajno
povezanih izlaganja, s namerom da se prenesu naucne spoznaje i metode
istrazivanja, ali i da se kod studenata razvije problemska svest i kriticko misljenje,
interesovanje i celovito znanje (Apel 2003: 12). Smisao predavanja stoga ne bi
trebalo da bude samo slusanje, ve¢ i misaono angazovanje (Bogicevi¢ 2009: 45),
ona bi trebalo da podstaknu na razmisljanje, proSirenje znanja, problematizovanje
postojecih misljenja, otvaranje perspektiva (Apel 2003: 13). Da bi se to postiglo,
predavanja moraju da se didakticki i retoricki oblikuju, da se primene na situaciju u
ucionici, da se ozive (Apel 2003: 11) razgovorom, dijaloskim oblicima pouc¢avanja
1 snaznijim uceSem studenata (Apel 2003: 25). Zato je vazno da se tokom
predavanja podstiCe razmisljanje studenata i da se mogu postaviti pitanja (Apel
2003: 29), ¢ak i da se studenti izazovu na suprotstavljanje i suceljavanje misljenja
(Apel 2003: 32). Radi prevazilaZzenja nedostataka frontalnog oblika nastave treba
koristiti frontalno-interaktivni pristup, tako da nastavna jedinica bude obradena kao
sistem problemskih pitanja i da omogucava ucenicima da budu aktivni u€esnici, da
samostalno uce nove sadrzaje, da ih veZzbaju, ponavljaju, da povezuju teoriju s
praksom. Samo kad rade samostalno oni su u direktnom odnosu s nastavnim
sadrzajima, bilo da rade u grupi, individualno ili u paru (Pozar 2017: 339), §to
uglavnom nije slu¢aj na tradicionalnim predavanjima.

Predavanja se tradicionalno usmeravaju na znanje i razumevanje, odnosno
na nize kognitivne ciljeve, dok se visi ciljevi primene, analize, sinteze i evaluacije*
uglavnom zapostavljaju. Cak se i kod sticanja znanja nastava Gesto zadrzava na
najniZzem nivou rekognicije i memorisanja, i gubi se iz vida da znanja predstavljaju
sistem ili logicki pregled ne samo Cinjenica, ve¢ i generalizacija o objektivnoj
stvarnosti koje je Covek usvojio i trajno zadrzao u svojoj svesti. Dakle, da bi znanje
bilo potpuno, osim poznavanja ¢injenica ono mora da obuhvata i poznavanje

* Postoje razli¢ite taksonomije obrazovnih ciljeva, pri Gemu je najpoznatija Blumova iz
1956. godine koja obuhvata znanje, razumevanje, primenu, analizu, sintezu i evaluaciju.
Anderson i Kratvol su Blumovu taksonomiju preradili 2001. godine, tako da novi model
obuhvata pamcenje, shvatanje, primenjivanje, analiziranje, evaluaciju i stvaranje. Marzan i
Kendel (2006) navode rekogniciju, razumevanje, analizu, upotrebu znanja, metakogniciju i
samosistemsko miSljenje, dok su ciljevi nastave prema PISA (2000) pristup znanju,
upravljanje znanjem, njegova integracija, evaluacija, konstrukcija i komunikacija (Fadel,
Bialik, Trilling 2015: 117). U ovom radu ¢e se koristiti kombinacija izvorne i revidirane
Blumove taksonomije.
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generalizacija i apstrakcija, a to su pojmovi, pravila, principi, metode, zakoni,
norme, postavke, hipoteze, teorije, misli, ideje, sistemi, simboli, termini,
formulacije, vrednosti, itd. Generalizacije se mogu shvatiti posredstvom misljenja
na osnovu percipiranih ¢injenica i razmi$ljanja o njima. U nastavnom procesu
tokom sticanja znanja nastaju pogreske upravo usled naruSavanja nuznog odnosa
izmedu Cinjenica i generalizacija i naCina njihove spoznaje. Pogreske najcesce
nastaju kada se na predavanjima prezentuju samo Cinjenice, a ne ide se dalje,
prema uopStavanju i relevantnom zakljucivanju, odnosno ka shvatanju
generalizacije, ili se pak generalizacije izlazu samo verbalno, bez ¢injeni¢nih
podataka koji predstavljaju njihovu materijalnu supstancu. S obzirom na usvojene
¢injenice 1 generalizacije, iskazuju se razli¢ite dimenzije znanja, kao §to su fond,
kvalitet, kvantitet, funkcionalnost i primenljivost znanja (Raic¢evi¢ 2011: 53).

U skladu s time razlikujemo pet pojmova ucenja: 1) ucenje kao sticanje
¢injenickog znanja, 2) memorisanje, 3) znanje usmereno na primenu, 4) uc¢enje kao
proces saznanja i 5) ucenje kao subjektivni proces interpretacije koji se nadovezuje
na iskustvo. Prvo ucenje spada u procese ucenja koji predstavljaju povrsni pristup
ucenju (memorisanje i reprodukcija), dok ostali predstavljaju vise forme ucenja i
vaze za duboki pristup ucenju. U tome se krije implicitno poredenje s
bihevioristickim i konstruktivistickim teorijama ucenja (Tenberg 2003: 214).
Predavanja se tradicionalno zasnivaju na biheviorizmu i instruktivizmu, Kkoji su
meta kritike savremenijih konstruktivistickih teorija, $to samim tim podrazumeva i
kritiku ovog oblika nastave.

2. KONSTRUKTIVIZAM | KRITIKA PREDAVANJA

Bihevioristi¢ki pristup zasniva se na formiranju navika putem viSestrukog
mehani¢kog ponavljanja (Raicevi¢ 2011: 19-20). Instruktivizam je zasnovan na
biheviorizmu i predstavlja direktni transfer struktura znanja koje se prezentuje kao
objektivno dato, kao zaokruzena celina, Cesto bez konteksta. Instrukcija je
usmerena na rezultat, implicira utvrdivanje detaljnih nastavnih ciljeva, progresivno
uredenog deklarativnog znanja, konkretnih zadataka i eksternu evaluaciju.
Nastavnik je uglavnom aktivan i dominantan, njegov rad se zasniva na udzbeniku i
nastavnom materijalu, on prezentuje probleme i inicira nacine za njihovo resavanje.
Instrukcije mogu biti usmerene na sadrzaj ili formu, direktne, adaptivne, uz
primenu raCunara, uzajamne instrukcije i autonomno ucenje. Prednosti direktnih
instrukcija su vremenska, sadrzinska i organizaciona preglednost, pouzdanost i
proverljivost grade, a glavni nedostatak je nizak motivacioni faktor i podrska
usvajanju tromog, retko transferbilnog znanja. Budu¢i da je zasnovan na

294



KONSTRUKCIJA ZNANJA | INTERAKCIJA NA UNIVERZITETSKIM ...

premisama biheviorizma, instruktivizam se cesto posmatra kao neprijatelj
konstruktivizma, ali pocetkom novog veka se tezi kompromisima izmedu
instruktivizma i (umerenog) konstruktivizma (Badstubner-Kizik 2010: 115).
Instruktivisticke i konstruktivistiCke zadatke treba objediniti u zajednicki koncept
(Blei 2003: 226), kako bi se spojile prednosti oba pristupa i prevazisli njihovi
nedostaci.

Sustina konstruktivisticke teorije ogleda se u shvatanju da svaki pojedinac
spoznajom konstruiSe predmet koji posmatra, §to znaci da znanje postoji samo u
glavama ljudi, pri ¢emu se naglasava uloga drustvenog i kulturnog elementa u
ucenju. Konstruktivizam kao teorija uc¢enja polazi od nekoliko premisa: kognitivne
aktivnosti nisu usmerene ka saznavanju objektivne stvarnosti, ve¢ ka stvaranju
subjektivnog iskustvenog sveta, $to znaCi da se znanje ne prima pasivno, vec
pojedinac svojim kognitivnim aktivnostima oblikuje svoje znanje, u individualnom
procesu. Najefikasnije je ako pojedinac sam upravlja tim procesom i preuzima
odgovornost za njega, a nastavnik mu samo pruza podrsku, a ne i gotova znanja
(Durbaba 2011: 69-70). Konstrukcija predstavlja osnovu svih kognitivnih procesa,
ona je nuzan, trenutacan, autonoman i kreativan proces obrade informacija, jer u
interakciji izmedu ve¢ postojeceg znanja i novih informacija nastaje nova struktura
znanja, odnosno subjektivni konstrukti znanja. Tek tada poCinje ucenje, jer ucenje
jeste konstrukcija (Blei 2003: 221). Prilikom konstrukcije razlikujemo procese koji
se odnose na pripremu interakcije izmedu postojeceg znanja i novih informacija,
procese koji oblikuju interakciju i procese koji omogucéavaju integraciju
konstruisanog znanja u pamcenje (Blei 2003: 222). Navedenim procesima bavi se
konstruktivisticka didaktika.

Konstruktivisticka didaktika preuzima jedan deo nastavnih koncepata
usmerenih na interakciju iz komunikativne didaktike® i nastavnih koncepata
usmerenih na iskustvo i delanje (aktivnost). Konstruktivisticko misljenje se moze
pripisati post-klasi¢cnom, postmodernom razumevanju nauke, jer je znanje
konstrukcija, znanje po sebi nije privilegovano, a uéenje je ¢in (ko)-konstrukcije u
zajednici. Za konstruktivisticku didaktiku je karakteristican trokorak: 1)
konstruisanja (ucenik u socijalnom kontekstu za sebe kreira svoju stvarnost), 2)
rekonstruisanja (nije sve novo, tako da se stvarnost ne samo kreira, ve¢ i otkriva) i

® Procesi i delovanje socijalne interakcije u uéionici su predmet komunikativne didaktike
koja se manje koncentriSe na sadrzaj i perspektivu nastavnika koji planira i analizira
nastavu. Nastava se posmatra kao socijalna situacija u koju ucesnici donose i iznose svoja
licna iskustva, videnja i definicije. Komunikativna didaktika se usmerava na cilj
ostvarivanja simetri¢ne komunikacije u u¢ionici (Terhart 2009: 140-142).
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3) dekonstruisanja (kriticki se proveraju sopstvena kreacija 1 otkrica).
KonstruktivistiCke preporuke za oblikovanje nastave bliske su starim i novim
modelima reformske pedagogije (ucenje iz iskustva, otkrivaju¢e ucenje,
integrativna nastava, podsticanje samodelatnosti, u¢enje ucenja) i preklapaju se s
novim, umreZenim kulturama ucenja, novim konceptima neformalnog ucenja i
elektronskog ucenja (Terhart 2009: 144-146). To znaci da nastavnici gube
preglednost i kontrolu nad nastavnim procesom, kao i da ucenici i studenti
preuzimaju vecu odgovornost i za proces i za ishode ucenja, $to podrazumeva
odredenu zrelost i samokriti¢nost koje se ne mogu uvek ocekivati. 1z tog razloga je
i smisleno kombinovati instruktivizam i konstruktivizam.

Zastupnici  konstruktivistickih modela kritikuju tradicionalni  vid
predavanja kao neefektivan jer ne pospeSuje aktivno usvajanje znanja. Kritika
predavanja dolazi i od zagovornika multimedijalnih oblika prezentovanja sadrzaja
koji smatraju da je poucno izlaganje zastarelo jer se u njemu ne koriste moguénosti
samodeterminisanog ucenja s viSe cula i samoodabranim putevima. Sredstva
multimedijalne prezentacije otvaraju nove kvalitete poucavanja i ucenja preko
interaktivnih oblika poucavanja, ucenja i komunikacije (Apel 2003: 26). Kritike
poput ovih dovele su do nastanka predavanja koja se povezuju sa ¢asovima vezbi i
diskusijama (lecture-course), raspravnog (diskusijskog) predavanja (u obliku
katedarskog razgovora izmedu razli¢itih nau¢nika) i interaktivnhog predavanja
(Apel 2003: 13). Za razliku od klasi¢nog predavanja kod kojeg dominira jezi¢no
prenoSenje povezano s dobrom didaktickom organizacijom, kod interaktivnog
predavanja se izmenjuju izlaganje znanja s njegovim tumacenjem (Apel 2003: 65).
Multimedijski programi uéenja dopustaju slobodan izbor radnog vremena, nude
interaktivno uéenje S trenutnom povratnom informacijom o tome da li je neki
zadatak reSen tacno ili neta¢no i zahtevaju samostalnu delatnost studenata (Apel
2003: 101). Iz tog razloga se mediji sve viSe povezuju s konceptom interakcije u
teoriji i praksi.

3. INTERAKCIJA U NASTAVI

U najSirem smislu interakcija predstavlja medusobni uticaj ljudi, prirodnih
pojava i dr. U opstoj i razvojnoj psihologiji odnosi se na uzajamno dejstvo i uticaj
nekih Cinilaca (naslednih, socijalnih, personalnih i dr.) u oblikovanju jedinke
(Raicevi¢ 2011: 63). Kod uzajamnog ponaSanja dveju ili viSe jedinki jedan
postupak pobuduje reciprocno ili nesrazmerno drugi, sa moguc¢im daljim
meduticajem. Interakcija moze biti drustvena ili senzorna. Drustvena se odnosi na
medusobni dinamicki odnos u dru$tvenom prostoru, dok se senzorna odnosi na
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uzajamno dejstvo jednovremeno datih razli¢itih podatka u okviru posebnih ¢ulnih
modaliteta, u §ta spada i medusobno uticanje i meSanje procesa u razli¢itim culima
(Vilotijevi¢ 2016: 115). U nastavi se razlikuju sledeci interaktivni odnosi:
nastavnik — uéenik, nastavnik — mogucénosti u¢enja (oblici rada, materijali, mediji,
zadaci), uCenici — mogucnosti uCenja, ucenici — ucenici (Funk, Kuhn, Skiba,
Spaniel-Weise, Wicke 2014: 48). Bitno je da ucenici imaju priliku da uticu na
nastavni proces, njegov sadrzaj, strukturu, a posebno tempo.

Cilj interaktivnog modela jeste da se akcija prenese s nastavnika na
ucenike, da oni uce zajednicki, da primenjuju nauceno i da vrednuju proces, $to
utiCe na motivaciju, razvijanje saradnje, tolerancije, moderne komunikacije i
upotrebu razli¢itih medija i izvora znanja. UCenici preuzimaju inicijativu, otkrivaju
obrasce i znaCenja (apstrakcija), uoavaju odnose medu pojavama, kriticki misle i
reSavaju probleme, razvijaju socijalne kompetencije. Timski oblik rada
(interaktivna, saradniCka ili kooperativna nastava) je socijalna formacija koja
podrazumeva zajednicko planiranje i ostvarivanje plana, ali i nalaZzenje sopstvenog
puta u trajnom ucenju. Dolazi do razmene ideja i znanja, ucenje je podeljeno, ali
uéenici su sami odgovorni za svoje ucenje (Pozar 2017: 344-345). Prednosti
kooperativno-interaktivnog ucenja su bolji uspeh i produzeno pamcéenje, CeSce
razmi$ljanje viSeg reda, dublje razumevanje i kriticko misljenje, usmereniji rad i
manje nediscipline, ve¢a motivisanost za bolje ocene i uéenje, veca sposobnost da
se situacija razmotri iz tude perspektive, pozitivniji, tolerantniji i prijateljski odnos
sa vrs$njacima, vece druStveno podrzavanje, bolje prilagodavanje, pozitivniji odnos
prema samom sebi, veée drustvene kompetencije, pozitivniji stavovi prema
nastavnim predmetima, ucenju i §koli, pozitivniji odnos prema nastavnicima (Pozar
2017: 347). Interakcija se ostvaruje uz pomo¢ odgovaraju¢ih metoda (dijalosko-
verbalna), oblika rada (rad u tandemu i u grupi) i medija (digitalni mediji).

Forme interakcije se realizuju putem diskusije koja podstice kognitivne
sposobnosti, aktivno ponavljanje informacija, odbranu ideja i argumenata, razmene
(suprotstavljanje) misljenja, ideja, informacija u kooperativnim grupama, aktivnih
razgovora prilikom reSavanja zadataka. Ishodi treba da budu stvaralacka primena
znanja u zivotu i prakticnom iskustvu; kompetencije i znanja za zivot; sposobnost
snalazenja, pronalazenja, istrazivanja; odgovornost, radoznalost, sumnja;
tolerancija, razumevanje drugih; timski rad (Pozar 2017: 350-351). lako interakcija
predstavlja sve komunikativne procese u nastavi, pre svega kooperativni oblici rada
vode ka aktivnom uces$¢u ucenika (Funke et al. 2014: 49), stoga se interakcija Cesto
i izjednacava s radom u tandemu i u grupi.

Kooperativni rad doprinosi trajnijem usvajanju znanja, povecanju misaone
aktivnosti 1 samostalnosti ucenika, razvijanju kritickog i kreativnog misljenja,
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komunikacijske i socijalne vestine, podsticanju razmene iskustava i zajedni¢kom
reSavanju problema, kako bi se pojedinacni ciljevi povezali sa zajednickim (Pozar
2017: 337). Samo aktivnim radom ucenika moze se obezbediti efikasno ucenje, a
za efikasnu interakciju je bitno da se pravilno formiraju male grupe, da se podrzi
individualna ukljucenost, razvijaju interpersonalne i kognitivne sposobnosti, stvara
povoljna emocionalna klima, analiziraju i vrednuju rad i efekti grupnog rada,
odaberu adekvatne metode interaktivnog ucenja (Pordevi¢ 2007: 90). Kod grupnog
rada je pritom vazno da se zadrZi jasna struktura i preglednost, §to se postize
odgovaraju¢om organizacijom ¢asa.

Grupni rad treba da prode kroz odredene etape: 1) uvodni deo — dogovor o
radu — zajednicki je za sve ucenike, sprovodi se sadrzajna i psiholoska priprema,
kao i upoznavanje s programom rada, formiraju se grupe, zadaju zadaci i
pripremaju izvori znanja; 2) glavni deo rada — rad u grupi — samostalni rad u grupi
pracen je podelom rada unutar same grupe, uz dogovore, prikupljanje podataka,
beleske, diskusiju i pripreme izvestaja; 3) zavr$ni deo — uopStavanje — obuhvata
izvestaje grupe, diskusiju 1 nastavnikovo uopStavanje (dodatna tumacenja,
dopunjavanje izvestaja, zadavanje dodatnih zadataka i sli¢no), praceno proverom
efikasnosti nastavnog rada (Pozar 2017: 340). Prednosti grupnog rada su
neposredan odnos ucenika sa izvorima znanja i sa ostalim u¢enicima u grupi, $to
razvija komunikativne sposobnosti i sposobnost za timski rad i saradnju. Ucenici se
uce pravilnom izrazavanju, pazljivom slu§anju, radu na zajedni¢kom cilju. Rad je
dinamican, zanimljiv, doprinosi intelektualnom razvoju i provocira kriti¢nost i
razvija samostalnost. Nedostatak je slozenost formiranja grupe, troSenje vremena
na uvodni deo, problemi s disciplinom i dominacijom pojedinaca, gubitak kontrole
nad uspehom pojedinih ucenika (Pozar 2017: 341). Iz tog razloga i treba
uspostaviti ravnotezu izmedu vodenog ucenja usmerenog na nastavne ciljeve i
autonomnog, otkrivaju¢eg, nelinearnog ucenja (Tenberg 2003: 216).

Pod interakcijom se moze podrazumevati i Citaocevo bavljenje nekim
tekstom ili obrada nekog zadatka. U to spada i rad sa interaktivnim medijima poput
digitalne table (Funke et al. 2014: 49). Nastava moZe postati interaktivna i uz
primenu obrazovnih tehnologija, odnosno uz pomo¢ multimedija, virtuelnog
predavanja i konzervisanog predavanja (Bogicevi¢ 2009: 42—-43). Bitno je samo da
se ove tehnologije primene na pravi nacin i da daju povod za interakciju, a ne za
instruktivizam.

Bez obzira na to o kojim se medijima radi, ucenike treba podsta¢i na
aktivno uce$cée, S$to podrazumeva da se radi o pravoj, recipro¢noj dijaloskoj
strukturi u kojoj oba partnera interakcije imaju Sanse za intervenciju, da je materijal
dostupan iz razlicitih perspektiva, da ucenik ima moguénost za ucesc¢e u grupnoj
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diskusiji koja moze biti i sinhrona i dijahrona, da se ucenici i nastavnici zajedno
dogovaraju u vezi sa temama za pojedinacne i/ ili grupne projekte koji su usmereni
prema interesovanju i specificnim znanjima ucenika, da se nadovezuju na
predznanja ucenika, da su ucenici podstaknuti na pravljenje kognitivnih struktura
(mapa uma) i sistemskih odnosa izmedu predznanja i novog znanja, da je uceniku
dat metodicki instrumentarijum s kojim preispituje sopstveno predznanje i
transformise ga novim saznanjima (Tenberg 2003: 215).

4. DIGITALNI MEDIJI I INTERAKTIVNOST

U ucenju u digitalnom dobu dolazi do smene generacija (Davidson,
Goldberg 2012: 250). Danasnja deca (a uskoro i studenti) jesu ,digitalni
urodenici”, buduéi da su rodeni i zive u digitalnom dobu. Danasnji nastavnici su
odrasli pre digitalnog doba i zauzimaju ili poziciju ,digitalnih izbeglica” ili
»digitalnih pridoslica”. Digitalne izbeglice ¢e radije bezati nego se integrisati u
digitalnu kulturu, jer se osecaju izgubljeno u zastrasujuéem i opasnom okruzenju,
osecaju se kao beskuénici, motivisani su strahom, imaju zelju da izbegnu promenu
i aktivno joj se suprotstavljaju. Nastavnici koji prihvataju ulogu digitalnih
pridoslica spremni su da se prilagode novom dobu, svesni su da se njihova uloga
promenila i da moraju da se usavrSavaju, da digitalnim urodenicima pokazu da se
tehnologija moze koristiti i za ucenje, ne samo za igru i zabavu. Zato je potrebno
da dobro osmisle nastavne situacije u kojima ¢e ucenici aktivno ucestvovati u
izgradnji sopstvenog znanja kroz istrazivacki rad, reSavanje problema, saradnju i
komunikaciju sa drugim ucenicima, vr$njacko ucenje, samostalno ili timsko
kreiranje nastavnih materijala, analiziranje i vrednovanje izvora informacija i
sopstvenog rada, sa akcentom na bezbednost na internetu i stvaranje ispravnog
medijskog identiteta. Nastavnik treba da proceni digitalne alate i odabere onaj koji
najviSe odgovara postavljenom ciju i omogucéava ucenicima da ispolje svoje
potencijale, da uce i van ucionice, da aktivno ucestvuju u izgradnji znanja, da
individualno transformiSu prikupljene informacije u znanje, kao i da preuzmu
odgovornost prema sopstvenom ulenju (Cakarevi¢ 2014: 207-211). Da bi ih
postakli na to, nastavnici moraju i sami da vladaju odgovaraju¢im znanjima i
veStinama.

Za pripremu nastavnih materijala potrebne su kompetencije uredivanja,
vrednovanja, obrade i evaluacije internet-izvora, kao i tehnicke vestine rada s
pretrazivadima 1 razli¢itim programima (Tenberg 2003: 218). Danas se te
kompetencije nazivaju digitalnim kompetencijama i spadaju u kljucne (opste)
kompetencije kojima bi trebalo da raspolaze svaki nastavnik.
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Digitalne kompetencije predstavljaju skup znanja, veStina, stavova,
sposobnosti i strategija neophodnih za kvalitetno koriS¢enje informaciono-
komunikacionih tehnologija (IKT) i digitalnih medija sa ciljem promisljenog,
fleksibilnog i bezbednog unapredivanja procesa nastave i ucenja i drugih aktivnosti
u vezi s nastavnickom profesijom u onlajn i oflajn okruzenju. Digitalna tehnologija
je vazna jer nastavnici prate napredak ucenika i dobijaju viSe detalja o njihovim
trenutnim vesStinama, nastavnici uobliCavaju nastavna sredstva i pomagala, a
ucenici uce brzinom koja im odgovara. Digitalne kompetencije se dele na tri nivoa
kompetentnosti (pocetni, srednji i napredni) i na osam kategorija: 1. pretraga,
pristup, ¢uvanje i upravljanje informacijama, 2. pretraga, adaptacija i kreiranje
digitalnih sadrzaja za nastavu i ucenje, 3. upravljanje digitalnim sadrzajima za
nastavu i ucenje i njegovo deljenje, 4. upravljanje okruzenjem za ucenje, 5. nastava
i uCenje, 6. formativno i sumativno ocenjivanje, belezenje, pracenje i izveStavanje
o napretku ucenika, 7. komunikacija i saradnja u onlajn okruzenju i 8. etika i
bezbednost (Okvir digitalnin kompetencija 2017: 5-7). Budué¢i da se digitalni
mediji menjaju velikom brzinom, smenjuju se generacije nastavnika s razliCitim
odnosom prema digitalnoj kulturi i stalno dolazi do pomeranja nivoa digitalne
kompetentnosti.

Digitalni mediji sami po sebi nisu ni interaktivni, niti nuzno predstavljaju
sredstvo za konstrukciju znanja. Mogu da se stave u sluzbu biheviorizma i
instruktivizma i da posluze kao sredstvo konstrukcije znanja i interakcije — u
zavisnosti od nacina njihove implementacije, odnosno od didakticko-metodickih
kompetencija nastavnika. Mnogi nastavnici smatraju da je primena ppt prezentacija
(Powerpoint) veliki pomak u nastavi i njenoj modernizaciji, ali se na taj na¢in samo
menja sredstvo, ali ne i sustina, jer nastava i dalje ostaje frontalna i verbalna.
Primena vizuelnih elemenata nije preduslov za interaktivnu nastavu, ali moze da
predstavlja podsticaj.

Kao teorijska osnova nastave i u¢enja uz pomoé¢ kompjutera uzimaju se
teorija deskriptivnog biheviorizma, odnosno Skinerova varijanta biheviorizma koja
zanemaruje funkciju misljenja i istiCe da je najbitnije ispoljavanje elementarnih
reakcija kao odgovora na date stimulanse, pri ¢emu Skiner funkciju svodi na
prilagodavanje. Ucenje se podstice nagradivanjem uspeha (teorija potkrepljenja
neobihevioriste Hala). Asocijativna teorija ucenja, odnosno teorija konekcionizma
objasnjava misaone procese kao vezu izmedu stimulusa i reakcije. Ucenje je proces
uspostavljanja beskrajno mnogo veza izmedu stimulusa (drazi) i reakcije
(odgovora) subjekta na te drazi. Prema Galjperinovoj teoriji etapnog formiranja
umnih radnji osnovu saznajnih procesa i njihovih produkata (predstava i pojmova)
¢ine umne radnje koje su zapravo interiorizirane spoljasnje radnje, a ucenje je

300



KONSTRUKCIJA ZNANJA | INTERAKCIJA NA UNIVERZITETSKIM ...

proces upravljanja misaonom aktivno$¢u. Kiberneticka teorija (teorija sistema,
informacija i komunikacija, upravljanja i regulisanja, algoritama, igara i drugo)
takode se posmatra kao jedna od osnova ucenja pomocu kompjutera (Bogicevic¢
2009: 473). Na ovu bihevioristicku bazu nadovezuje se i instruktivizam uz primenu
digitalnih medija.

Izlaganja mogu da se postave na internet, ali tradicionalno predavanje kao
neefikasna nastavna forma time ne postaje nista atraktivnije, jer umrezeni nastavni
materijali zastarevaju isto kao i neumrezeni. Nove tehnologije daju moguénost da
se materijal upakuje na novi nacin, ali isto tako daju mogucnost za novu cenzuru,
da se razmisli o pitanjima teorije nastave i o metodi¢ko-didakti¢kim pitanjima kao,
na primer, o dijaloskim i kooperativnim formama ucenja, o ucenickoj autonomiji i
individualnim stilovima ucenja i da se podstakne na empirijsko istrazivanje o radu
ucenika s novim medijima (Tenberg 2003: 212). Informaciono-komunikaciona
tehnologija moze da doprinese inovativnim, drugacijim odnosima u pedagoskim
aktivnostima (Loveless 2011: 311). Pedagogija koja prepoznaje kompleksan odnos
izmedu konteksta, alata za uCenje 1 poucavanja, i sadrzaja neée biti ni staticna ni
namestena (Loveless 2011: 312), §to na kraju uvek zavisi od nastavnika.

Nastava moze da se oblikuje interaktivno uz pomo¢ interneta, pri cemu
novi mediji daju mogucnost da se nastavni proces individualizuje i uskladi sa
individualnim potrebama ucenika, da se uc¢enicima dozvoli veca mera autonomije i
kontrole nad parametrima kao S$to su vreme, mesto i naéin ucenja. Pojam
interakcije se sada proSiruje na eksternu i internu komunikativnu interakciju,
ukljucuje ne samo komunikaciju sa nastavnicima i drugim polaznicima, ve¢ i
aktivno bavljenje u¢enika materijalom za u¢enje bez obzira na medij u kojem je taj
materijal prezentovan (Tenberg 2003: 210-211). Povezanost i interaktivnost su
omoguceni 1 digitalnim drustvnim mrezama, pri ¢emu c¢lanovi uzajamno
podrzavaju i odrZavaju, preuzimaju i prosiruju ishode ucenja (Davidson, Goldberg
2012: 256). Tako se i univerzitetski nastavnici povezuju sa studentima preko
drustvenih mreZa i raznih platformi za uéenje (Moodle, Google Classroom i dr.),
materijali su dostupni u elektronskoj formi, diskusije se mogu voditi sinhrono i
asinhrono, pitanja postavljati onlajn i oflajn itd. Mogucnosti komunikacije i
saradnje se stalno proSiruju, obogacuju, postaju raznovrsnije, ali u svrhu
konstrukcije znanja i interakcije se pre svega koriste interaktivne vezbe i zadaci.

5. INTERAKTIVNE VEZBE I ZADACI

Interaktivne vezbe i zadatke uglavnom pripremaju nastavnici kod kuce, a
mogu i studenti dobiti zadatak da ih sami sastavljaju jedni za druge. Jednostavni su
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za izradu i realizaciju, ne oduzimaju mnogo vremena, a mogu da budu od velike
koristi u nastavi predavanja ukoliko nastavnik zeli da izade iz Cistog verbalizma,
bilo monoloskog, bilo dijaloskog.

Interaktivne vezbe i1 zadaci mogu da se koriste u razli¢itim fazama
predavanja, kao i s razliCitim ciljevima. Na pocetku Casa mogu da sluze za
ponavljanje gradiva s prethodnog ¢asa, u okviru glavnog dela i na kraju casa mogu
doprineti utvrdivanju, produbljivanju i proveri prezentovanog znanja. Mogu da
budu usmereni samo na kognitivne ciljeve znanja (paméenja) i razumevanja
(shvatanja), ali da obuhvate i primenu, analizu, sintezu (kreaciju) i evaluaciju
(vrednovanje). Zadaci za nize kognitivne sposobnosti zahtevaju manje vremena i
truda od zadataka za vise kognitivne operacije za koje treba izdvojiti vi§e vremena
na Casu ili ih treba formulisati kao domace zadatke. Nastavnik studentima moze
(d)ostaviti link na nekoj od platformi za ucenje kao §to su Mudl (Moodle) ili Gugl
klasrum (Google Classroom), preko drustvenih mreza, svog bloga, oblaka (na
primer, Google Drive, OneDrive i dr.), u zavisnosti od dogovora, liénih preferenci i
drugih faktora — moguénosti su brojne.

Za aktiviranje kognitivnih sposobnosti znanja (paméenja) i razumevanja
(shvatanja) pre svega su pogodne interaktivne vezbe koje se mogu kreirati u
brojnim alatima (na primer, Learning Apps, Educaplay, Quizlet, Kahoot i mnoge
druge). Studenti samostalno, u tandemu ili u grupi resavaju zadatke (povezivanja,
uredivanja, dopunjavanja i sl.) koriste¢i pametne telefone na Casu ili tablete i
racunare kod kuce. Ukoliko neki studenti nemaju pametni telefon s pristupom
internetom, mogu da rade u paru ili grupi, $to je dobar povod i prilika za
kooperativno uc¢enje. Tempo rada je razliCit za svakog pojedinca, tandem ili grupu,
vezbe su dostupne i nakon ¢asa i studenti ih mogu raditi kada i gde Zele, koliko god
im je puta potrebno da bi utvrdili i proverili svoje znanje i ponovili ga pred ispit.
Iako je nastavnik uglavnom kreator vezbi, studenti im direktno pristupaju i reSavaju
ih bez posredstva i uticaja nastavnika.

Za slozenije zadatke pogodni su kvizovi i elektronski testovi. Nastavnik ih
moze kreirati na platformi za ucenje Mudl (Moodle), na razli¢itim internet-
stranicama kao $to su Testmoz ili Gugl forms (Google Forms). Kvizovi se, takode,
mogu kreirati u brojnim alatima (Learning Apps i Kahoot). Bitno je da nastavnik
prilikom formulacije kviza ili testa ne postavlja samo zadatke rekognicije, ve¢ i
reprodukcije, odnosno i zadatke dopunjavanja, pri ¢emu treba posebno voditi
racuna o kljucu, kako bi obuhvatio §to viSe varijanti tacnih odgovora. Ukoliko su
zadaci pravilno formulisani, mogu se aktivirati i sposobnosti analize, sinteze i
primene. Kvizovi i testovi su dobar nacin provere znanja, naroCito zato §to i
studenti i nastavnik odmah dobijaju povratnu informaciju, ne trosi se dodatno
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vreme na korigovanje, a studenti ne moraju da cekaju rezultate. Preporucljivo je
koristiti ih na poéetku ¢asa kao ponavljanje, na kraju i posle ¢asa kao utvrdivanje i
proveru. Pozeljno je da budu dostupni pre ispita, kako bi studenti mogli preko njih
da ponove gradivo i provere stepen svog znanja i razumevanja.

Za aktiviranje kognitivnih sposobnosti analize i sinteze (kreacije) znanja
pogodni su razni dijagrami koje mogu koristiti i nastavnici prilikom izlaganja, a i
studenti prilikom utvrdivanja gradiva, na primer, na kraju ¢asa. Traze dodatni
angazman, te za njih treba izdvojiti viSe vremena, nekada cak i ceo ¢as. Ukoliko se
rade preko digitalnih medija, potrebno je da studenti imaju pristup racunaru.
Ukoliko to nije moguce, odlicna zamena je flipart koji unosi i raznolikost u
nastavu i omogucava veéi stepen interaktivnosti. Studenti rade u grupi,
komunikacija, saradnja i zajedni¢ko ucenje su na visokom nivou, realizuje se
kooperativno-interaktivni model nastave uz ukljucivanje viSe Cula i kreativnosti
(vizuelni elementi).

U nastavi su veoma omiljene mape uma (mind-map) koje mogu da se
kreiraju na flipartu, u okviru Majkrosoft Ofis (Microsoft Office) paketa, kao i uz
pomo¢ alata na internetu (na primer, Lucidchart ili Free Mind Map Software).
Pogodne su za prikaz segmenata nekog pojma, ali iako nisu previse zahtevne,
moraju se pratiti odredena pravila u njenoj izradi (preglednost i sistemati¢nost).
Tokom samog procesa potrebno je analizirati strukturu nekog pojma, napraviti
selekciju bitnih segmenata (vrednovanje), odrediti njihov odnos i kreirati sliku uma
na odgovarajuc¢i nacin.

Organigram (organizational chart) koristi se za prikaz strukture, odnosa
medu njenim segmentima i hijerarhije. Moze se kreirati na flipCartu, uz pomo¢
SmartArt grafik (SmartArt graphic) u okviru Majkrosoft ofis paketa, a na internetu
se mogu praviti 1 slozeniji organigrami (u programima kao $to su, na primer,
Lucidchart, Smartdraw ili Canva). Pomocu organigrama moze se prikazati neki
slozeni koncept, pri ¢emu studenti sami rekonstruiSu odnos segmenata unutar tog
koncepta (nadredeni — podredeni pojam, deo — celina) na osnovu prezentovanog
gradiva.

Vremenska linija (timeline) predstavlja moguénost za hronoloski prikaz
neke teme u prostornim odnosima — dogadaji koji su vremenski bliski prikazuju se
kao prostorno blizu, a oni koji su vremenski udaljeni, prostorno se takode smestaju
na vecoj udaljenosti. Vremenska linija se moze formulisati kao vezba u alatu
Lerning Aps (Learning Apps), kao i da se kreira na internet-stranicama (na primer,
Visme ili Timegraphics). Pogodna je za rekonstruisanje istorijskog aspekta neke
teme, razvoja neke oblasti i sli¢no.
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Dijagram toka (flowchart) sluzi za prikazivanje algoritma, toka rada ili
procesa i moze se takode praviti u okviru Majkrosoft ofis paketa i s onlajn alatima
(na primer, Lucidchart, Smartdraw, draw.io ili ASQ). Intelektualno je zahtevna jer
je potrebno razmisljanje o (ne)mogué¢im i (ne)realnim alternativama, odnosno
uslovima, uzrocima i posledicama (ako—onda). lako se koristi u programiranju,
moze da se primeni za prikazivanje razlicitih procesa koji imaju vise ishoda u
zavisnosti od potencijalno aktiviranih uslova.

U radu sa svim navedenim alatima bi trebalo da dode do izrazaja
samostalnost i kreativnost studenata, njihova sposobnost konstrukcije znanja u
interakciji s drugim studentima u grupnom radu, kao i u interakciji s nastavnim
sredstvima i nastavnom gradom. Nastava se obogacuje, unosi se raznolikost,
nastavnik se rasterecuje jer se aktivnost prebacuje na studente koji se aktiviraju i
izvlace iz uloge pasivnih primalaca informacija. Klju¢no je da su zadaci adekvatno
formulisani po releventnosti i po teZini, odnosno da je njihova realizacija moguca.

6. ZAKLJUCAK

Predavanja su obavezan oblik univerzitetske nastave, iako je njihov status
donekle diskutabilan, buduci da se tradicionalni koncept predavanja — koji je jos
uvek zastupljen na mnogim univerzitetima — sustinski kosi sa zahtevima savremene
nastave i njenim didakticko-metodickim principima. Savremena nastava bi trebalo
da stavi teziSte na aktivnost studenata, na njihovu samostalnu kreaciju znanja i
interakciju s drugim studentima, ali i nastavnim materijalima. Tradicionalni modeli
predavanja zasnovani su na obradi i prezentaciji znanja, izrazitom verbalizmu
(eventualno uz primenu demonstrativne metode) i frontalnom radu i ne mogu da
ispune sve zahteve savremene nastave. Buduc¢i da su i dalje neophodna prilikom
prezentacije znanja, naroCito kod sloZenih tema i oblasti koje se obraduju na
univerzitetima, tradicionalna predavanja zasnovana na instruktivizmu ne treba
ukinuti, ali ih treba dopuniti aktivnostima koje omoguéavaju i konstrukciju znanja.
Ako se predavanja obogate dijaloSkom metodom (diskusija i postavljanje pitanja),
nastava moze da bude aktivnija i interaktivnija, narocito ukoliko pitanja postavljaju
i studenti. Isto tako, interaktivnost i konstrukcija znanja se podsti¢u primenom
kooperativnih oblika rada i digitalnih medija.

Budu¢i da su danasnji ucenici rodeni u digitalno doba i da ¢e oni vrlo brzo
do¢i i na fakultete, digitalni mediji moraju da postanu deo savremene nastave kako
ona ne bi ,,ispala” iz svog vremena. Prilikom njihove implementacije presudno je
da se koriste na adekvatan nacin radi ostvarivanja interaktivnosti i samostalne
kreacije znanja. Nastavnici u tu svrhu treba da usvajaju i razvijaju digitalne
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kompetencije 1 da svoje didakticko-metodicke kompetencije obogacuju i
prilagodavaju zahtevima digitalnog doba kako bi na odgovaraju¢i na¢in primenili
digitalne medije u svrhu realizacije aktivne nastave i ostvarivanja svih nivoa
kognitivnih ciljeva.
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KNOWLEDGE CONSTRUCTION AND INTERACTION AT UNIVERSITY
LECTURES OF DIGITAL AGE

Summary

Lectures are an obligatory part of university education in Serbia and it is even proscribed
that they have to amount to 50 to 60% of all teaching classes in comparison to seminars and
exercises. This gives an impression that lectures have been ascribed great relevance,
although they have already been considered an outdated and inefficient teaching form for
long time, because their purpose is only knowledge transfer without the activation of higher
cognitive skills in students. Criticism of instructivism in university teaching has been
mostly directed by representatives of constructivism and communicative didactics,
consequently providing an incentive for a revision of this teaching form, as well as for the
application of digital media for the purpose of innovation and modernization of university
lectures. Taking into consideration the features of lectures, their predominant method
(verbalism) and social form (frontal), the criticism is based on the lack of interaction and
opportunities for autonomous knowledge construction. For the purpose of amending
weaknesses of university lectures, teachers should also include discussions and encourage
students to pose questions by themselves. It is also recommendable to implement digital
media which provide learners with opportunities for autonomous construction of
knowledge and interaction with other students and teaching materials, so that the higher
cognitive skills such as analysis, synthesis, evaluation and creation can be activated. In the
process of preparation, arrangement and management of digital teaching material, teachers
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should demonstrate digital competences and adequate updated didactic competences for the
education of the digital age in which students of today and tomorrow have been and will be
born into. The task of teachers is and will be to show their students how to use digital
media, not only for fun and games, but for learning as well.

Key words: constructivism, digital media, instructivism, interaction, lectures, university
teaching.
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MOGUCNOSTI PODSTICANJA KREATIVNOSTI UCENIKA®

APSTRAKT: Polaze¢i od ¢injenice da je kreativnost vazan deo celovite li¢nosti, cilj ovog
rada jeste pregled mogucih oblika njenog podsticanja u radu sa uéenicima. Cilj se ostvaruje
primenom metode teorijske analize, uz primenu tehnike analize sadrzaja. U radu se polazi
od razli¢itih definicija kreativnosti, te blizeg odredenja karakteristika kreativnih pojedinaca.
Drugi deo rada odnosi se na razmatranje uloge nastavnika u procesu razvoja kreativnosti
kroz slede¢a pitanja: da li je kreativan nastavnik preduslov za razvoj kreativnosti kod
ucenika i da li u nastavi kreativnost podsti¢emo ili je guSimo? Rezultati analize nalaza
relevantnih istrazivanja i proucavane literature upuéuju na odredeni broj razradenih
strategija u okviru nastave, vannastavnih i vanskolskih aktivnosti, koji su predstavljeni u
radu. U zakljuénim razmatranjima predstavljene su pedagoske implikacije proucavanja date
problematike.

Kljucne reci: podsticanje, kreativnost, nastavnik, nastava, u¢enici.

POSSIBILITIES FOR ENCOURAGING STUDENTS’ CREATIVITY

ABSTRACT: Starting from the fact that creativity is an important part of overall personality,
the aim of this paper is to review possible forms of encouraging it in work with students.
The goal is achieved using the method of theoretical analysis and the content analysis
technique. The paper starts from various definition of creativity and a closer determination
of the characteristics of creative individuals. The second part deals with the consideration
of the role of teachers in the process of developing creativity through the following
questions: is a creative teacher a prerequisite for the development of students’ creativity,
and are we encouraging or reducing creativity in teaching process? The results of the
analysis of the findings of relevant research and the study literature refer to a number of
elaborated strategies in the context of the teaching process and extracurricular activities,
which are presented in the paper. In the concluding observations pedagogical implications
of the study of the given problem are presented.

Key words: encouragement, creativity, teacher, teaching, creativity, students.

! Rad je nastao u okviru projekta ,.Kvalitet obrazovnog sistema Srbije u evropskoj perspektivi”
(KOSSEP), br. 179010, koji finansira Ministarstvo prosvete, nauke i tehnoloSkog razvoja Republike
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1. UvOD

Kreativnost ima znafajno mesto u covekovom zivotu jer ga cini
plemenitijim 1 bogatijim. Stvaralastvo 1 kreativnost postali su imperativ
savremenog drustva (Baclija-Susi¢ i Suéeska-Liguti¢ 2017: 74). Moderna vremena
zahtevaju kreativne osobe koje su u stanju da odgovore na sve sloZenije zahteve
koje drustvo postavlja (Peric 2013: 149). Darovitost, talenti i1 kreativnost
predstavljaju visoko vrednovana svojstva savremenog ¢oveka i napretka drustva,
S§to ih Cini visoko pozeljnim ciljevima obrazovanja i zadacima savremene Skole
(Fuduri¢ 2012: 115; Maksi¢ 2015: 11). Kreativnost u nastavi podstic¢e radoznalost,
upornost, mo¢ zapazanja, formiranje vlastith misli, razvijanje inicijative,
samostalnosti, te formiranje ¢oveka i njegovog duha (Zuliani, Mati¢ i Keteles§
2012: 25). Stvaralastvo i kreativnost su bitni faktori razvoja emocionalnih,
intelektualnih i socijalnih snaga covekove licnosti, doprinose¢i njenom svestranom
1 harmoni¢nom razvoju. Ranije se smatralo da samo odredeni pojedinci poseduju
kreativne potencijale, dok se danas zna da je kreativnost sadrzana u porama svake
licnosti, a da do njenog ispoljavanja dolazi u zavisnosti od podsticaja sredine u
kojoj osoba zivi. Nazalost, praksa pokazuje da naSa sredina ne pruza dovoljno
podsticaja za razvoj kreativnosti dece i mladih. U ovaj proces neophodno je
ukljuciti sve ucesnike vaspitno-obrazovnog procesa, porodicu, kao i Siru drustvenu
zajednicu. UcCesnici vaspitno-obrazovnog procesa treba da posluze kao dobar
model svojim ucenicima, da i sami razviju kreativne tehnike i metode rada, da se
usavr$avaju i ukljucuju u celozivotno obrazovanje, kako bi mogli i¢i u korak sa
vremenom i podsticati kreativnost na efikasan nacin.

2. DEFINISANJE KREATIVNOSTI

Kreativnost nije jednoznacna pojava koja se moze precizno definisati, ve¢
je, s obzirom na svoju prirodu, kompleksna i viSestrana (Simel i Gazibara 2013:
189). Kreativnost je, dakle:

,.kompleksan fenomen, slozena sposobnost li¢nosti sastavljena od brojnih Cinilaca
koji podsticu i podrzavaju stvaralastvo, kao Sto su originalnost, fleksibilnost i
fluentnost, ali i druge kategorije, medu kojima se izdvajaju intelektualni faktori
(misljenje, masta, pamcenje), faktori sposobnosti i neintelektualni faktori
(motivacija, tolerantnost, svojstva karaktera, aspiracija i sl.)” (Pordevi¢ 2014: 43).
Stvaralacki proces definisan je kao proces povezivanja ranije nepovezanih
stvari. Jedan od prvih nacina njegovog definisanja ukazuje na to da je stvaralacki
proces zapravo ,,promisljen proces stvaranja novih kombinacija ili modelovanja
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grade, pokreta, reci, simbola ili ideja i omogucavanje da proizvod bude na odreden
nacin dostupan drugima, vizuelno ili drugacije” (Majl 1968: 6).

Kreativnost se u literaturi sve CeSCe definiSe kao stvaranje novog, Sto je
rezultat rada divergentnog procesa misljenja ili trenutnog inspiracijskog procesa, oba
procesa su oblici ponasanja li¢nosti koji se u osnovi moraju razvijati uc¢enjem
(Balazevi¢ 2010: 181). Kreativnost se opisuje kao sposobnost da se stvore proizvodi
koji su novi, neocéekivani, inovativni i originalni, koji su istovremeno i prikladni,
odnosno odgovaraju na zahteve i ograni¢enja odredenog zadatka (Kaufman & Baer
2004: 2, prema: Bodroza, Maksi¢ i Pavlovi¢ 2013: 109). Kreativnost se, takode,
definise i preko odlika pojedinca koji stvara, odnosno preko njegovih sposobnosti,
karakteristika i kognitivnih procesa koji ga vode ka novim i prikladnim idejama
(Diakidoy & Phitaka 2002, prema: Bodroza, Maksi¢ i Pavlovi¢ 2013: 109).

2.1. Karakteristike kreativnih ucenika

Psiholog Gilford ljudsko misljenje deli na konvergentno i divergentno,
prepoznajuci ovo drugo kao osnovnu karakteristiku kreativnosti. Tako, ovaj autor
istie nekoliko cinilaca divergentnog miSljenja: fleksibilnost (sposobnost
proizvodnje relevantnih ideja), fluentnost (sposobnost simultanog sagledavanja
razli¢itih moguénosti), originalnost (sposobnost proizvodnje retkih i/ili novih
ideja) i elaborativnost (sposobnost ukrasavanja ideja detaljima). Pored navedenih,
od vaznosti su i Cinioci koji nisu svrstani medu divergentne, a to su: osetljivost za
probleme (sposobnost uoc¢avanja nedostataka) i redefinicija (sposobnost napustanja
starih nacina tumacenja poznatih predmeta kako bi se koristili u nove svrhe)
(Guilford 1968; Torrance 1979; Goff & Torrance 2000, prema: Juki¢ 2010: 293).

Kreativne stvaraoce odlikuje otvorenost uma, sposobnost da prihvate
neizvesnost i slozenost egzistencije, pojmovna jednostavnost zivotnih problema i
tolerancija na greSke. Oni, takode, poseduju smisao za humor, emocionalnu
stabilnost, naklonost ka apstraktnom miSljenju, poverenje u sopstveni rad i
spremnost za rizik. Kreativne stvaraoce karakteriS§e motivisanost opstim i li¢nim
interesima, divergentno i konvergentno misljenje, opusStenost i paznja, emocionalni
angazman i emocionalna distanciranost. Kreativni pojedinci umereno preduzimaju
rizik, imaju Zelju za nadilaZzenjem teskoca i veliki poriv ka reSavanju problema
(Maksi¢ i Burisi¢-Bojanovi¢ 2003: 46; Maksic¢ 2006: 36).

Nastavnici Cesto opisuju kreativne ucenike kao osobe koje su
sklone umetnosti, mastovite, radoznale, nezavisne, inventivne i originalne, sa $iroko
razvijenim interesovanjima, osobe koje umeju da postave prava pitanja i da daju
ta¢ne i brze odgovore, kao i osobe visokih intelektualnih sposobnosti (Bodroza,
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Maksi¢ i1 Pavlovi¢ 2013: 110). Profili kreativnih pojedinaca obuhvataju znanja (u
oblasti i u vezi sa zadatkom) i karakteristike usmerene na li¢nost (stavovi,
inteligencija, motivacija). Za okruzenje koje podrzava razvoj kreativnosti,
najvazniji su stavovi nastavnika i nastave strategije koje primenjuju u nastavnom
procesu (Pavlovi¢ i Maksi¢ 2014: 466).

3. PODSTICANJE KREATIVNOSTI U RADU SA UCENICIMA
3.1. Kreativan nastavnik — preduslov za razvoj kreativnosti kod ucenika

Nastavnik treba da ohrabri ucenike da uocavaju probleme i postavljaju
pitanja, bez nametanja sopstvenog misljenja i vlastitih reSenja, treba da bude
otvoren za nove mogucnosti koje pruzaju ucenici (Bognar 2012: 16). Kreativan
nastavnik se odlikuje izrazenom potrebom za inovacijama, naglasenom
zainteresovanos$¢u za predmet koji predaje i za sva deSavanja unutar njegovog
kruga uticaja (Nincevi¢ i Juri¢ 2016: 250).

Elementi koji cine sastavni deo metodickog stila nastavnika, koji
podsticajno deluju na kreativnost, podeljeni su u nekoliko grupa:

1) primena nastavnih strategija, metoda, sredstava, postupaka i oblika koji
podsti¢u  kreativnost ucenika, istrazivanje, kriticko misljenje,
sposobnost  odlucivanja, samostalnost u radu, medusobnu
komunikaciju (ukrstenice, skrivalice, asocijacije, kvizovi, mape uma,
zagonetke, rebusi, igre, audio- i video-zapisi, karikature, skice,
mimika, pantomima, modeli, kolaz, crtanje, anegdote, metafore, oluje
idejaisl.);

2) otvorenost prema idejama i inicijativama ucenika;

3) poznavanje i primenjivanje pravila uspesne komunikacije;

4) demokratski stil rukovodenja razredom;

5) stvaranje okruzenja bliskosti i prijateljstva;

6) pri ocenjivanju preferiranje ipsativnog pristupa merenju postignuca
(Juki¢ 2010: 297).

Pozeljno je da nastavnik koristi humor u radu sa ucenicima, primeren
mestu i situaciji ucenja. Humor je usko povezan sa kreativnoscu, karakterisu ih
logic¢ni i apsurdni, neocekivani obrti u razmisljanju. Duhovitost zahteva sposobnost
divergentnog misljenja, naviku uma da se izlazi izvan podrucja uobiCajenog i
poznatog, aktivno povezivanje ideja na razliCite i neocekivane nacine. Zato,
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nastavnik i sam mora biti kreativan kako bi mogao da podsti¢e tu osobinu kod
svojih ucenika. Jos je u 19. veku cuveni pedagog Disterveg ukazao na glavni uzrok
$kolskog neuspeha i definisao ga slede¢om recenicom: ,, Skola vredi onoliko koliko
vredi njen nastavnik”. Shodno tome, kreativan nastavnik je osnovni preduslov
kvalitetnog i kreativnog vaspitno-obrazovnog procesa, a najkreativniji ¢e biti
ukoliko je intrinzi¢no motivisan (Juki¢, 2010: 298), jer nastavnik koji Zeli
kreativno da stvara, istovremeno razvija i svoje kompetencije da stvaralacki
entuzijazam prenese i na ucenike (Zrili¢ i Kosta 2009: 170).

3.2. Kreativnost u nastavi — da li je podsticemo ili gusimo?

Ucitelji 1 nastavnici ¢esto veruju da su samo pojedini u¢enici kreativni i u
ovakvom uverenju se ogleda glavna prepreka u podsticanju kreativnosti u nastavi.
Takode, stroga i formalna nastavna atmosfera ogranicava razvoj kreativnosti time
Sto sputava ucenike da izrazavaju svoje misljenje i predstavljaju ideje. U ovakvom
okruzenju ucenici ¢e se, u najveéem broju sluCajeva, ponaSati prema ved
formiranim uverenjima nastavnika, razvija¢e konformisti¢ke oblike ponasanja koji
Su u osnovi u potpunoj suprotnosti sa idejom kreativnosti (Kunac 2015: 442).
Kreativnost najvise ko¢i autoritet ucitelja, koji i dalje izriCito zastupa paradigme
tradicionalne $kole koje se ogledaju u jednoli¢nosti 1 neu¢inkovitosti (Zrili¢ i Kosta
2009: 162). Sputavanje kreativnosti se moze videti u insistiranju na samo jednom
ispravnom odgovoru, nacinu, metodi, netoleranciji prema ucenickim greskama,
ignorisanju ucenic¢kih ideja i novih reSenja (Somolanji i Bognar 2008: 92).
Nastavnik, svojim ponasanjem, oCekivanjima i postupcima moze stvarati kvalitetne
uslove za optimalan razvoj ucenikovih sposobnosti i umenja, ali ih takode moze
obeshrabriti u pronalazenju novih, neobi¢nih i1 drugacijih ideja ukoliko ima
neadekvatna uverenja, krutost u prilagodavanju nepredvidenim situacijama i
zatvorenost pristupa novim metodama poucavanja. Nastavnik mora biti otvoren za
nova i originalna reSenja, spreman da prihvati misljenja ucenika koja se razlikuju
od uobicajenog (Koludrovi¢ i Rei¢-Ercegovac 2010: 430).

Udzbenici, prvenstveno udzbenici razredne nastave treba da budu
prozeti sadrzajima koji razvijaju kreativnost ucenika, jer oni predstavljaju temelje
vrednosti koje ¢e ucenici nositi sa sobom tokom Zivota. Rezultati istrazivanja
(Dubovicki 2012: 215-216) ukazuju na nedovoljno podsticanje kreativnosti kroz
udzbenike razredne nastave, posebno kada su u pitanju udzbenici za nastavu
Matematike u kojima nedostaju zadaci koji podsti¢u divergentno misljenje ucenika.
S obzirom na prirodu predmeta, uocavaju se brojne mogucnosti osnazivanja i

313



Lana M. Tomci¢

jacanja kreativnog misljenja ucenika putem raznovrsnih problemskih zadataka koji
se mogu povezati sa svakodnevnim zivotom ucenika.

3.3. Sta mozemo uraditi u okviru nastavnog procesa?

Stevanovi¢ (2003: 189-369) navodi deset modela kreativne nastave koji se
mogu primeniti u radu doprinose¢i razvoju kreativnog misljenja ucenika,

istovremeno razvijajuci i usavr$avajuci kreativne potencijale samih nastavnika:
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1)

2)

3)

4)

5)

6)

7)

Kreativno-stvaralacki modeli — ujedinjuju stvaralastvo i kreativnost sa
cilem da wucenici razviju stvaralacko misljenje sistemati¢nim
uvodenjem u sadrzaje, metode i tehnike stvaralackog rada. Ovaj model
se sastoji od tri podmodela: kreativno ¢itanje (razmatranje odredenih
podataka na razli¢ite nacine), kriti¢ko ¢itanje (osposobljavanje ucenika
za prosudivanje, te izdvajanje najbitnijih sadrzaja) i formulisanje
naslova (formulisanje glavne ideje/teme teksta).
Problemsko-otkrivajuéi modeli — kroz problemsku nastavu ucenik se
osposobljava da samostalno, i/ili uz pomo¢ nastavnikovih uputstava,
putem razmisljanja i istrazivackog rada, dolazi do kreativnih resenja.
Recepcijsko-esteticki modeli — zasnivaju se na relaciji autora, dela i
ucenika, uz istrazivacke zadatke koji obuhvataju produktivno citanje
(proizvodenje novih ideja), fleksibilno Citanje (brzo Citanje i
razumevanje  procitanog), Citanje radi reSavanja  problema
(identifikovanje problema i pronalazenje reSenja) i Citanje uz
komentare (aktivno prosudivanje delova teksta od strane u¢enika).
Esejisticko-sinteticki modeli — nastavnik postavlja kljuéna pitanja i daje
uputstva za rad, dok ucenici tragaju za odgovorima esejistickog tipa.
Algoritamsko-matematicki modeli — najkorisniji su U nastavi
Matematike, ali imaju primenu i u ostalim predmetima. Ucenici mogu i
samostalno sastavljati algoritme, §to im omoguéava veéu slobodu
prilikom istrazivanja.

Egzemplarno-paradigmatski modeli — zadatak nastavnika je da objasni
uCenicima egzemplarne sadrzaje, nakon ¢ega ucenici samostalno
istrazuju analogne sadrzaje.

Multimedijsko-viseizvorni modeli — uenje se odvija uz $to vise izvora,
uz povezivanje gradiva sa filmovima, ¢lancima iz novina i/ili
reportaZzama.
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8) Kompjutersko-simulacijski modeli — ucenje uz primenu savremene
obrazovne tehnologije. Nastavnik preuzima ulogu organizatora i
koordinatora, od cijih ideja zavisi kreativni pristup ovoj tehnologiji.
Ovaj model omogucava ucenje na daljinu.

9) Knjizevno-umetnicki modeli — pogodni su za nastavu jezika, kako
maternjeg tako i stranog. Ucenici mogu dobiti zadatak da dati tekst
svedu na najznacajnije informacije, da analiziraju tekst, ili da mu daju
neku novu, sopstvenu dimenziju. Knjizevno-umetnicki modeli pruzaju
brojne mogucnosti za razvoj kreativnosti i stvaralastva ucenika.

10) Strukturalno-graficki modeli — mogu da se koriste za struktuiranje
gradiva 1 upotrebu grafickih prikaza pri ucenju (tablice, crtezi,
grafikoni, dijagrami).

Smisao savremene nastave nije da ucenicima servira gotova znanja koja ¢e
oni usvojiti i reprodukovati, ve¢ da motivise ucenike da preuzmu ulogu aktivnog
ucesnika u nastavnom procesu (Laketa 2015: 330). Istrazivanja su pokazala da
ucenici koji su na kreativan nacin ukljuceni u nastavu mogu da usvoje od 70% do
90% Skolskog gradiva (Portner-Pavicevi¢, Vecei-Funda i JanjuSevi¢ 2014: 79).
Uloga skole i nastavnika, kada je kreativnost u pitanju, sastoji se u prepoznavanju
oblasti kroz koju ¢e se talenat i sposobnosti ispoljiti, sticanju osnovnih znanja i
ovladavanju izabranim poljem, kao i u razvoju uceni¢ke motivacije da istraje u
radu. Kada je re¢ o ulozi samog nastavnika, njegov zadatak je da stvori otvoreno,
fleksibilno i nekonvencionalno okruzenje usmereno na ucenika, u kome se podstice
razvoj osobina li¢nosti, stilova miSljenja, znanja i veStina potrebnih za kreativno
miSljenje. Ohrabrivanje, sloboda i dozvola da se preuzimaju rizici stvaraju
pozitivnu atmosferu, kao i osec¢aj sigurnosti u kojoj ¢e ucenici imati slobodu da
ispolje vlastitu kreativnost. Rezultati istrazivanja (Bodroza, Maksi¢ 1 Pavlovi¢
2013: 120-122) ukazuju na to da nastavnici najéeS¢e vide mogucnosti za
podsticanje kreativnosti, u okviru $kole, u stvaranju podsticajne Skolske klime,
kroz ohrabrivanje, nagradivanje i uvazavanje. Tako, ohrabrivanje se odnosi na
stvaranje klime tolerancije i slobode misljenja, koje ¢e pruziti ucenicima
mogucénost da se osecaju slobodnim da isprobaju, a zatim ponude razli¢ite nacine
reSavanja problema, da neguju kriticko misljenje i samostalnost. Dalje,
nagradivanje se ogleda u davanju podrske i javnog priznanja uc¢enicima za njihova
postignuc¢a, dok uvazavanje uCenikove li¢nosti obuhvata identifikovanje njegovih
autenti¢nih potreba i uvaZavanje prava na razliitost. Na drugom mestu, po
njihovom misljenju, nalaze se podsticajne nastavne aktivnosti, koje obuhvataju
razli¢ite metode rada i kreativne pristupe organizaciji same nastave, kao Sto su:
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problemske situacije, ucenje putem otkrica, istrazivacki rad i ucenje kroz igru.
Tre¢e mesto zauzimaju vannastavne aktivnosti, kao $to su: sekcije, dodatna
nastava, takmicenja, radionice, Skolske tribine i drugo. Sopstveni profesionalni
razvoj nastavnici vide kao veoma bitnu stavku za podsticanje kreativnosti uéenika,
S§to ukazuje na to da veoma jasno prepoznaju vaznost svoje uloge u tom procesu.
Prvenstveno isti¢u da nastavnici moraju biti model deci sa kojom rade, tj. da treba
da se potrude da u odeljenju stvore podsticajnu klimu za razvoj kreativnosti
ucenika. Nastavnici se zalaZu za uspostavljanje sistema za upravljanje kreativnoséu
koji treba da omogucéi prepoznavanje i otkrivanje kreativnih potencijala ucenika,
zatim njihovo usmeravanje, pracenje 1 pruzanje dalje pomoé¢i u okviru
profesionalne orijentacije. Ovim zadacima bi trebalo da se bavi tim, u ¢ijem sastavu
se nalaze nastavnici, pedagosko-psiholoska sluzba i drugi uCesnici vaspitno-
obrazovnog procesa. Svakako, neophodne su promene nastavnog programa, koji su
nastavnici okarakterisali kao neadekvatan. Oni predlazu da se promene izvrSe u
domenu sadrzaja i organizacije nastave. Naime, smanjivanjem obima nastavnih
programa fokus se pomera sa usvajanja informacija ka sticanju funkcionalnih znanja
i veStina. Smanjivanje broja ucenika u odeljenju bi, takode, doprinelo stvaranju
veéeg prostora za primenu kreativnih nastavnih metoda.

3.3.1. Kreativno tumacenje narodnih epskih pesama u nastavi Srpskog jezika i
knjizevnosti

Autorka Snezana Laketa dala je primer savremenog pristupa interpretaciji
narodne epske pesme Marko Kraljevié i beg Kostadin, uz upotrebu multimedijalne
skice (mape uma). U uvodnom delu ¢asa predvida se gledanje video-snimka o
narodnim junackim pesmama, nakon ¢ega sledi razgovor sa ucenicima o njihovim
utiscima. Glavni deo Casa zapocinje interpretativnim Citanjem pesme, te podelom
uCenika u grupe prema pesniCkim slikama, svaka grupa dobija zadatak da uz
pomo¢ Rjecnika Vuka Stefanovica Karadzi¢a objasni podvucene, nepoznate reci.
Sledec¢i korak je izveStavanje grupa, uz detaljniju sadrZajnu i moralnu analizu epske
pesme, odnosno razgovor o pesmi uz postepeno formiranje pojedinih delova
multimedijalne skice. Zavrsni deo casa obuhvata evaluaciju rezultata rada uz
primenu elektronskog testa, nakon ¢ega sledi usmena evaluacija, vodena slede¢im
pitanjima: ,,Objasnite koji lik u ovoj pesmi nije dobro postupio? Zasto?” i ,,Da li ste
u jo$ nekim delima pronasli sli¢ne primere?”. Za domaci zadatak ucenicima je
zadato da nauce stihove napamet kako bi podelili uloge za dramatizaciju epske
narodne pesme. Takode, u cilju podsticanja kreativnosti ucenika, dat je zadatak da
ilustruju epsku pesmu u vidu stripa (Laketa 2016a: 61-62). Prilikom intrepretacije
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epske narodne pesme, u pripremnoj fazi, uenike moze motivisati aktivnost
istrazivanja istorijskih dogadaja i li¢nosti, kroz razne izvore: istorijske udzbenike,
enciklopedije, televizijske emisije, pretraga onlajn baza podataka putem interneta.
Prilikom tumacenja narodnih epskih pesama od uéenika se o¢ekuje da posmatraju
probleme na drugaciji nacin, sa izrazenom sposobnoscu tolerisanja nejasnoca u
konfliktnim reakcijama pojedinih epskih junaka. Tumacenjem epskih pesama kod
ucenika se razvija sposobnost preuzimanja odredenog rizika u pojedinim klju¢nim
momentima zivota, §to je jedna od odlika kreativne li¢nosti (Laketa 2016b: 140).

Za mlade uzraste, autorka predlaze Citanje pesama Zmija mladoZenja i
Marko Kraljevi¢ i vila, koje sadrze elemente bajkovitosti. Ucenici petih razreda
mogu Citati i analizirati pesme, kao §to su: Car Duklijan i Krstitelj Jovan, Bog
nikome duzan ne ostaje | Braca i sestre. Razvijanje divergentnog misljenja kod
uCenika se moze ostvariti postavljanjem niza zagonetki i problemskih pitanja
prilikom obrade narodnih epskih pesama. Tako, pesma Marko Kraljevi¢ i Musa
KesedZija nudi Siroki dijapazon mogucénosti za ovakva pitanja: ,,Je li vam zao Muse
u pesmi Marko Kraljevi¢ i Musa Kesedzija? Kako ga je Marko pobedio? Je li
Marku Zao $to je pogubio svog protivnika?”. Moguci su (i o¢ekivani) raznovrsni
odgovori, prednost narodnih epskih pesama jeste upravo u tome $to svi odgovori
mogu biti pravi, vodeci decju mastu u sveCane dvorove, na tajanstvene planine, u
gore gde stanuju vile i zmajevi, upucuju se uz svatove u tude, daleke i nepoznate
zemlje Sto ih Cesto dovede i do megdana, mesta gde se junaci bore (Laketa 2016¢:
128).

3.3.2. Podsticanje kreativnosti putem savremenog pristupa poducavanja muzicke
kulture

Autorka Tihana Skojo (2013: 304) dala je primer savremenog pristupa
poducavanja muzic¢ke kulture sa ciljem podsticanja kreativnosti u radu sa u¢enicima.
Rec¢ je o sinhronicnom modelu, konceptu otvorene nastave. Ovaj model postavlja
muziku u prvi plan, njegov sadrZaj nije moguée unapred utvrditi u obliku
rasporedivanja tematskih jedinica po godi$njem rasporedu nastavnih ¢asova. Naime,
svaka nastavna jedinica obraduje se onda kada se steknu uslovi da njena obrada
ostvari najbolje rezultate. Na ovaj na¢in se podsti¢e motivacija u¢enika za usvajanje
novih znanja, veci interes za sve oblike muzicke kulture, izraZenija kreativnost u
interpretaciji steCenih znanja i njihovoj primeni. Ispituju¢i misljenje ucenika o
kreativnim aktivnostima u nastavi umetni¢kog podru¢ja (likovna i muzicka kultura),
autorka je dosla do slede¢ih saznanja o mogu¢im nacinima iskazivanja kreativnosti u
nastavi: izrada referata, plakata, projekata i crteza, crtanje mapa uma, sluSanje i
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prezentovanje muzickih primera i prepoznavanje likovnih dela, pevanje, plesanje,
igranje, posecivanje muzeja i koncerata, razrada tema koje ucenici vole, aktivno
ucestvovanje u nastavi, povezivanje gradiva sa drugim predmetima ili vannastavnim
aktivnostima, grafickim prikazima gradiva.

3.3.3. Metode i tehnike podsticanja kreativnosti — znacaj igre

Rezultati relevantnih istrazivanja pokazali su da ucitelji i nastavnici kao
najcesSce strategije za podsticanje kreativnosti u nastavi izdvajaju sledece: rad u
grupama, slobodno vreme, aktivnosti sa otvorenim krajem, kreativno pisanje, crtanje,
oluja ideja, nestrukturisano vreme, kao i odredene vrste nastave: problemska,
projektna i istrazivacka nastava (Fleith 2000; Vrsaljko i lvon 2009, prema: Kunac
2015: 441). Uslovi za ispoljavanje i razvoj kreativnosti viSestruko su povezani sa
metodama i tehnikama koje se koriste za podsticanje kreativnosti i stvaralaStva.
Prema misljenju nastavnika, najefektivnije su one metode koje omogucavaju
aktiviranje ucenika u najvecoj meri, kao $to su: rad u paru i ucenikovo samostalno
dolazenje do odgovora pomocéu ucenja putem otkri¢a, istrazivanja i/ili reSavanja
problema. Tako se, metode za obrazovanje kreativnosti zapravo odnose na aktivnosti
divergentnog misljenja, kreativnog reSavanja problema i na aktivnost zvanu
»mozdana oluja” (Maksimovi¢ i Stan¢i¢ 2012: 74).

De Bono (De Bono 1985, prema: Maksi¢ 2006: 151) je razvio brojne tehnike
kreativnog reSavanja problema, a jednu od njih je nazvao , Sest mislecih Sesira“
Zapravo, na duhovit nacin, ovih Sest misle¢ih SeSira podsecaju mislioca da tokom
celog procesa reSavanja problema odgovara na Sest bitnih aspekata. Beli SeSir
podrazumeva neutralne ¢injenice, informacije i brojeve. Crveni pokriva osecanja,
intuiciju i slutnje. Dalje, crni $eSir je zaduZen za logiku, nazvanu negativnom jer je to
ona koja daje primedbe. Sa druge strane postoji i pozitivna logika, koja istice $ta je
dobro u reSenju, ona se nalazi ispod Zutog SeSira. Zeleni SeSir je zaduZen za
kreativnost, za ono §to je novo. I poslednji, Sesti, Sesir plave boje sadrzi misli koje se
odnose na kontrolu misljenja. Na ¢asu, ucenici individualno, jedan po jedan, ili u
grupi, mogu da resavaju, na primer, samo jedan aspekt problema i otkriju Sta je u
jednom od Sesira.

Brojne su mogucnosti primene igara u nastavnim aktivnostima, prvenstveno
u mladim razredima osnovne $kole. Igra, kao stvaralacka aktivnost sama po sebi,
pruza deci mogucnost da slobodno manipuliSu predmetima, koriste¢i uz to prethodno
steCena iskustva. Igra podstie intrizi¢nu motivaciju kod deteta, jata samokontrolu,
usmerava njegovu paznju i ponaSanje. U nastavi Srpskog jezika i knjizevnosti i
Matematike ucitelji organizuju didakticke igre redima i stonim Stampanim
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materijalima. Kroz nastavu ostalih predmeta organizuju se igre zvucima, gestovima,
pokretom, igre dramatizacije i razliCite konstruktorske aktivnosti. Za razvoj
kreativnih potencijala ucenicima se nude kulturni i umetnicki materijali: za crtanje,
oblikovanje, sviranje, pevanje i igranje. Ove materijale je moguce razvrstati prema
nivoima tezine i slozenosti, pri ¢emu treba voditi racuna da deca na ovom uzrastu
resavaju zadatke krecuci se od jednostavnijih ka slozenijim, od konkretnijih ka
apstraktnijim (Danilovi¢ 2003, prema: Kopas-Vukasinovi¢c 2006: 180). Sa
psiholoskog aspekta, decja simbolicka igra se posmatra kao rana manifestacija
stvaralackih sposobnosti, te se zbog toga tezi ka $to ¢eS¢oj primeni u nastavi. U
okviru nastave Srpskog jezika i knjizevnosti primenjuje se dramski metod kao vid
podsticanja kreativnosti i stvaralastva ucenika. Naime, dramatizacija kao oblik
stvaralastva odgovara pokretnoj prirodi decje maste i predstavlja najces¢i oblik
decjeg stvaralastva. Dramski metod je oblik ucenja kroz igru, metod realizacije
nastavnih sadrZaja iniciranjem stvaralackog dijaloga. Kratke dramske improvizacije,
koje se koriste u nastavi, zasnivaju se na konkretnoj pri¢i, ili problemskoj situaciji, sa
kojom se ucenici do tada nisu susretali, a Cije reSavanje zahteva preduzimanje
odgovarajuc¢ih uloga, kao i vestinu da se steCeno znanje kriticki i aktivno primeni.
Dramski metod jaca de¢je komunikativne sposobnosti, kao i njihovo samopouzdanje.
Samopouzdanje zauzima znacajno mesto u strukturi kreativne li¢nosti, jer nedostatak
istog automatski inhibira stvaralacki zamah ucenika (Stevanovi¢ i Dimitrijevi¢ 2013:
396-397).

Postoje i primeri kako se igra moze koristiti i u nastavi Sveta oko nas.
Naime, aktivnosti se organizuju u okviru programa ,,Ekologijom za sadasnji i buduci
Zivot ove planete”. Predvidene su za decu mladeg osnovnoskolskog uzrasta. Uvodna
aktivnost realizuje se kroz igru To je ekologija, kroz koju deca treba da usvoje
osnovne pojmove iz ove oblasti. Zatim, sledi igra Pricam ti pricu, Koja se oslanja na
steCena znanja iz prethodne aktivnosti. Kombinacijom igre pokretom i igre maste ili
uloga, ova igra ostvaruje svoj cilj — deca shvataju znacaj uticaja ¢oveka na prirodnu
sredinu i zapaZaju koje se sve promene desavaju u prirodi, prouzrokovane pozitivnim
ili negativnim ljudskim delovanjem. Slede¢a aktivnosti jeste igra uloge Asertivno
kroz ekologiju, koja ima za cilj razvijanje sposobnosti samopouzdanog reagovanja
dece, formiranja navika kulturnog ponasanja, kao i jedinstvenog delovanja prema
prirodi. Igrom Signali iz prirode nastoji se pruziti pomo¢ deci u shvatanju ponasanja
odredenih zivotinja u prirodi, kroz igru imitacije ili pantomime. Ovaj program
obuhvata i druge brojne aktivnosti, odnosno igre, kao Sto su: Smesni kipovi, Prirodne
carolije, Sumske Zivotinje, i druge (Kopas-Vukaginovi¢ 2006: 184).
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3.4. Mogucnosti podsticanja kreativnosti kroz vannastavne i vanskolske aktivnosti i
kako ih iskoristiti u nastavnom procesu — primeri dobre prakse

Jedna od vaznijih funkcija savremene S$kole je pruzanje mogucnosti
ucenicima da se angazuju u vannastavnim aktivnostima. U toku ovih aktivnosti
ucenici imaju mogucnosti da maksimalno izrazavaju svoju slobodu i stvaralacke
uloge (Zrili¢ i Kosta 2009: 160). Vannastavne aktivnosti odvijaju se u Skoli pod
manjim pritiskom obaveznog i unapred odredenog plana, te mogu da pruze
povoljnije uslove za razvoj kreativhog izrazavanja ucenika. U ovu kategoriju
aktivnosti ubrajaju se razne sekcije koje uéenici mogu da pohadaju, kao i aktivnosti u
produzenom boravaku, sa ciljem da se vreme Sto kvalitetnije iskoristi za podsticanje
njihove kreativnosti. Kao jedan od primera pruzanja podrske kreativnosti ucenika
izvan redovne nastave i obaveznih Skolskih aktivnosti, autorka Maksi¢ navodi rad
Medunarodnog centra za radoznalu decu iz Londona. Programi su namenjeni deci
uzrasta od tri do deset godina. Ovaj Centar ima za cilj pronalazenje nacina za
»otkljuCavanje” potencijala svakog deteta, kako bi vodili ispunjen i kreativan zivot.
Rad Centra se odvija u okviru programa koji su podeljeni u dve grupe. Prva se
odnosi na decu uzrasta od tri do pet godina, ¢iji roditelji veruju da njihova deca imaju
odredene talente i da mogu imati korist od ovakvog obrazovanja. Druga grupa
obuhvata decu od pet do deset godina koja vole da uce i koja ¢e imati koristi od
obogacujuceg programa, namenjenog razvijanju decjih talenata. Grupe imaju Casove
dva puta nedeljno, jedan ¢as traje 30 minuta, a ukupno imaju 9 ¢asova na nedeljnom
nivou. Programi se organizuju za sledece predmete: francuski i nemacki jezik kao
strani jezici, engleski kao maternji, umetnost, prirodne nauke, logika, filozofija,
koriséenje kompjutera, ritam zivota i kaleidoskop, koji obuhvata kolaz kojim se deci
predstavljaju neobic¢ni ljudi i njihova zanimanja. U literaturi je opisan primer
obogacujuceg i diferenciranog radnog lista za obradu teme Prodavnica. Prvi zadatak
koji se postavlja pred decu jeste da naprave listu svih prodavnica koje poznaju,
abecednim redosledom. Zatim se od njih trazi da zamisle da otvaraju svoju
prodavnicu, te da odluce koja je to prodavnica, gde ¢e se nalaziti, kakva ¢e biti njena
unutra$njost, da isplaniraju kako bi izgledao dan velikog otvaranja njihove
prodavnice. Slede¢i zadatak je da nacrtaju sliku ulaznog dela prodavnice, zatim, da
napisu dnevnik na kraju prvog radnog dana. Slede¢i zadatak je da napiSu oglas za
pomoc¢nika, s obzirom na to da ne mogu sami voditi prodavnicu, da se na taj isti
oglas prijave u ulozi radnika. Od njih se o¢ekuje da napiSu sastav u kojem Ce opisati
dobrog prodavca. Za izradu ovog sastava mogu pitati i druge osobe za njihova
misljenja. Nakon toga, imaju zadatak da napiSu sastav na temu ,,O lopovima koji
kradu po prodavnicima”. Pretposlednji zadatak ih navodi da zamisle da je njihov
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prijatelj kupio cipele koje su se pocepale posle dva dana, neophodno je da sa njim
napiSu reklamaciju, koriste¢u prospekt za istu. Konacno, poslednji zadatak u okviru
ove teme se odnosi na ,tragediju”. Naime, deci je reCeno da zamisle da su ih
vatrogasci probudili i rekli im da je njihova prodavnica izgorela. Trazi se od njih da
napisu kako se osecaju u tom trenutku, sa Sto bogatijim i punijim opisom. Cilj
opisanih aktivnosti jeste da deci pruzi moguénost da ispituju nepoznato i da imaju
slobodu izbora (Maksi¢ 2006: 175-180).

Kako bi privukli sto veci broj korisnika, a biblioteke postale interesantno
mesto za populaciju kojima dolazak u ove ustanove kulture nije navika, vecina
odeljenja javnih biblioteka je u stalnom traganju za novim sadrzajima, kao i idejnim
reSenjima, u pristupu kojim se deca i mladi uvode u svet pisane re¢i. Polazeci od
shvatanja da razvoj pojedinca ne moZze biti celovit ako ne sadrzi stvaralastvo i
kreativnost kao komponentu ukupnog razvoja, u De¢jem odeljenju Biblioteke grada
Beograda organizovani su brojni edukativni i kreativni programi, kao §to su: Susret
sa piscem, Vrti¢ u biblioteci, Koncert u biblioteci, Ekoloska radionica, Radionica
kreativnog stvaralastva, Zaroni u pricu i slicno. Danas razvoj informaciono-
komunikacionih tehnologija otvara Siroko polje delovanja u nastojanjima
pronalaZenja novih nacina na koje bi nove tehnologije delovale u sluzbi podsticanja
stvaralaStva i kreativnosti. Tako su razvijeni kvalitetni i kreativni kompjuterski
programi, sa velikim obrazovnim potencijalom, koji u interakciji sa kompjuterskim
igricama mogu biti od znatne koristi u radu sa decom osnovnoskolskog i
srednjoskolskog uzrasta. Re¢ je o slede¢im programima: Comic Life, namenjen
pravljenju stripa, Inkle Writer za pisanje pri¢a, kao i PowerPoint sa akcentom na
alatki hiperlink, podesnoj za kreiranje prica sa vise tokova i zavrSetaka, poznatom
pod nazivom ,,izaberi svoju pustolovinu”. Bibliotekari Dec¢jeg odeljenja Biblioteke
grada Beograda organizovali su ciklus edukativno-zabavnih radionica, koje
omoguc¢avaju ucenicima osnovnoskolskog uzrasta da koriste omiljene likove iz
kompjuterskih igara, i da uz pomo¢ programa Comic Life naprave svoje stripove i
preporuke za Citanje. Ovaj kompjuterski program je odli¢an izbor za pisanje dijaloga,
za predstavljanje kljucnih informacija, jer angazuje korisnike kroz razmisljanje,
stvaranje i pisanje, te podsti¢e kreativnost i viSe misaone procese. Ucenicima se, uz
pomo¢ ovog programa, otkriva kako omiljena knjizevna dela mogu predstaviti
drugima, jer ¢e ih prepricati u nekoliko reCenica i pomocu elemenata koje nude
kompjuterske igre napraviti strip-preporuku za d&itanje. Na ovaj nadin deci,
roditeljima i svima ostalima se pokazuje da kompjuteri i kompjuterske igre, sa jedne
strane, i kreativnost i stvaralastvo, sa druge, ne moraju da budu predstavljeni kao
medusobno suprotstavljene kategorije, ve¢ kao drugo lice istog procesa, odnosno
podsticanja celokupnog razvoja individue (Pordevié, V. 2014: 26-29).
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Na kraju, kada je re¢ o podsticanju kreativnosti kroz vanskolske aktivnosti,

treba predstaviti postupke za podsticanje decjeg stvaralastva, kako bi se taj proces
odvijao na $to kvalitetniji nacin. Rec je o slede¢im postupcima:

licnosti
pitanje

postupci za proSirivanje obima decjeg fizickog, socijalnog i logicko-
matemati¢kog iskustva, kao i njegovo podizanje na razvojno visi nivo;
postupci za unapredivanje radoznalosti, sklonosti ka postavljanju pitanja,
traganjem za nepoznatim, da se misli na neuobiCajen nacin i da se
isprobavaju nova resenja, koja nisu naucena od drugih;

postupci za usavr$avanje komunikacije;

uzdrzavanje od svih postupaka kojima se detetu propisuju odredene
radnje, kao $to je kopiranje modela, ili objasnjenje kako nesto da uradi,
jer se na taj naCin sputava njegova kreativnost;

vodenje racuna da novi motivi i funkcije bavljenja stvaralackim
istrazivanjem ne potisnu ono Sto je izgradeno na prethodnim
stadijumima razvoja, S§to se prvenstveno odnosi na motivaciju i
zadovoljstvo koji proizilaze iz igre, ali i na spontanost, iskrenost i
svezinu izraza;

deCje stvaralaCko izrazavanje treba da zadrzi svojstvo igre tokom
predskolskog i mladeg Skolskog uzrasta, jer je igra ta koja privlaci i
motiviSe dete na aktivnost i u¢enje (Kuli¢ i sar. 2008: 227-228).

4, ZAKLJUCAK

O nesumnjivom znacaju kreativnosti i stvaralastva za holisticki razvoj
pisali su brojni autori, sa razlicitih aspekata. S obzirom na to, postavlja se
zasto i dalje u naSem drustvu ne postoji dovoljno napora i podsticaja

usmerenih ka razvoju kreativnih potencijala dece i mladih? Ovo i sli¢na pitanja
dovela su do potrebe za prouc¢avanjem mogucih nacina podsticanja kreativnosti.

Na osnovu proucavane literature izvodi se zakljucak da se podsticanje

kreativnosti moze vrSiti na tri nivoa: na nivou ucionice, obrazovnog sistema i

drustva. Na nivou ucionice kreativnost se moze podsticati kroz razli¢ite nastavne i
vannastavne aktivnosti, kao i kroz razvoj podsticajne $kolske klime. Dalje, na nivou
obrazovnog sistema podsticanje kreativnosti zahteva promene u okviru nastavnog
programa, profesionalnog razvoja nastavnika i kroz razvijanje sistema za upravljanje
kreativno$¢u. Na nivou drustva potrebno je razviti svest gradana o vecem
vrednovanju kreativnosti (Bodroza, Maksi¢ i Pavlovi¢ 2013: 111).
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Ukoliko smo svesni znacaja ovih procesa za razvoj li¢nosti, a znamo i nacine
za njihovo podsticanje, zasto to onda ne &inimo? Cini se da je veoma te§ko napraviti
jedinstven model podsticanja kreativnosti u nastavnom procesu, koji bi bio
primenljiv u svim $kolama, ucionicama i u radu sa svim ucenicima. Zapravo, to je
nemogucée iz nekoliko razloga. Prvenstveno, svaka Skola ima svoje specificne
karakteristike s obzirom na svoje osobenosti i osobenosti svog drustvenog okruzenja.
Dalje, u svakom razredu, pa i u odeljenju, nalaze se ucenici sa razli¢itim zeljama i
moguénostima, kao i ucitelji i nastavnici koji imaju licni stil poucavanja, nacin
komunikacije i saradnje sa ucenicima, pri ¢emu primenjuju razli¢ite metode i oblike
rada. Ono §to je moguce, ostvarivo i pozeljno jeste implementacija razliCitih teorija
podsticanja kreativnosti u nastavnom procesu, shodno karakteristikama drustva,
Skole, nastavnog osoblja i najbitnije, karakteristikama i moguénostima samih
ucenika. Da bi se navedeno ostvarilo, neophodno je koncipirati kurikulum tako da
uciteljima i nastavnicima ostavlja prostor, vreme i materijale za kreativan rad, i ono
najvaznije, podsticati ucitelje i nastavnike na kontinuirano usavrSavanje o nacinima i
mogucnostima podsticanja kreativnosti u nastavnom procesu (Koludrovi¢ i Reié-
Ercegovac 2010: 428-429).

Navedeno pokazuje da mogucnosti postoje, da postoje i napori da se u ovoj
oblasti napreduje, ali da je to kontinuiran proces, da su potrebna stalna usavrSavanja i
inoviranja, kako bi se i§lo u korak sa promenama, u korak sa razvojem pojedinca,
koji postaje sve brzi u savremenim uslovima Zivota. Zato je potrebno da i akteri
ukljuceni u ovaj proces razvijaju svoju kreativnost, kreativne metode i tehnike, jer
kao i svako vaspitno delovanje, tako i ovo, najbolje efekte daje ukoliko postoji
pozitivan li¢ni primer. Deci i mladima treba dati slobodu, pruziti im Siroke
mogucénosti da razmisljaju, stvaraju i kreiraju, bez pritisaka i ograni¢enja koja su
sastavni deo nasSe svakodnevnice. Potrebno je da svi deluju zajedno, da zajednickim
naporima teze da stvore okruzenje koje ¢e deci i mladima omoguciti razvoj svestrane
liénosti, §to nije mogucée ukoliko se zanemare ili sputavaju njihovi kreativni
potencijali. Skola sada$njosti treba da pomaZe svojim kreativnim uéenicima kako bi
svi zajedno radili na izgradivanju $kole buduénosti.
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POSSIBILITIES FOR ENCOURAGING STUDENTS’ CREATIVITY
Summary

Starting from the fact that creativity is an important part of overall personality, the aim of
this paper is to review possible forms of encouraging it in work with students. The goal is
achieved using the method of theoretical analysis and the content analysis technique. The
paper starts with various definition of creativity and a closer determination of the
characteristics of creative individuals. The second part deals with the consideration of the
role of teachers in the process of developing creativity through the following questions: is a
creative teacher a prerequisite for the development of students creativity, and are we
encouraging or reducing creativity in teaching process? The study leads us to the
conclusion that it is necessary for a teacher to be creative and the most frequent factors
which hinder the development of creativity in teaching are rigid methods and forms of
work, disregard of students’ individuality, innovativeness, creative thinking and original
solutions to problem situations. The results of the analysis of the findings of relevant
research and the study literature refer to a number of elaborated strategies in the context of
the teaching process and extracurricular activities presented in the paper, such as: ten
models of creative teaching, examples of creative processing of epic poems, contemporary
teaching of music culture, creative solving of the problem of “Six thinking hats”, the use of
games as a means of encouraging creativity in working with younger students, group work,
creative writing, drawing, brainstorming, and mind maps. Also, the use of programmes
such as Comic Life, Inkle Writer and PowerPoint has been presented in the process of
content processing in order to encourage creativity. In the concluding observations
pedagogical implications of the study of the given problem are presented.

Key words: encouragement, creativity, teacher, teaching, students.
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KRITICKI PRIKAZ MONOGRAFIJE DIDAKTIKA NEMACKE
KNJIZEVNOSTI KAO STRANE, NIKOLINA ZOBENICA, 2018, 246 STR.

Mesto i uloga knjizevnosti u nastavi stranog jezika su se tokom godina
menjali. Dok je u okviru prvih metoda nastave stranog jezika knjizevnost bila
sastavni deo nastavnog procesa, od pedesetih godina proslog veka se u potpunosti
izbacuje iz $kolske nastave, dok se tokom 1980-ih i 1990-ih godina ponovo pledira
za njenu implementaciju zbog znacajnih pedagoskih ciljeva koji se njome
ostvaruju. Tokom 1980-ih godina nastaju i prve didaktike knjizevnosti u Nemackoj
i to u kontekstu nastave maternjeg jezika, dok su didaktike nemacke knjizevnost
kao strane izuzetno malobrojne i to ne samo u zemljama nemackog govornog
podrucja ve¢ i na evropskom tlu. Zacetnik didaktike knjizevnosti kao strane na
ovim prostorima upravo je autorka monografije prof. dr Nikolina Zobenica.
Objavljivala je najpre prve radove na ovu temu, a kasnije uvela predmete
Knjizevnost u nastavi nemackog jezika i Zanrovi nemacke decje knjizevnosti na
studijskom programu Nemacki jezik i knjizevnost, na Filozofskom fakultetu
Univerziteta u Novom Sadu, koji imaju za cilj da studente germanistike upoznaju
sa sadrzajima i tekstovima koji su bliski interesovanjima dece i omladine, kao i sa
inovativnim pristupima i metodama u nastavi knjizevnosti kao strane kako bi se
kod ucenika razvijale analiticke sposobnosti, ali i kreativnost, masta, radost i ljubav
prema knjizevnosti i nemackom jeziku. Radi se dakle o jednom dugogodisnjem,
istrajnom i posvecenom radu autorke u oblasti didaktike nemacke knjizevnosti kao
strane Ciji vrhunac upravo predstavlja ovo delo.

Monografija Didaktika nemacke knjizevnosti kao strane ima 245 strana,
strukturisana je u 14 poglavlja, na pocetku monografije nalazi se predgovor
autorke, a na kraju zavr$na razmatranja i spisak literature. U uvodnom delu, prof.
dr Nikolina Zobenica skicira predmet i ciljeve proucavanja didaktike knjizevnosti
na stranom jeziku, navodi metodoloski pristup koji je koriS¢en prilikom sakupljanja
grade i njene obrade, i ukazuje na tri osnovne tematske celine koje postoje u radu —
prva koja ukazuje na ciljeve nastave knjizevnosti, druga na sadrzaje, a treca na
metode rada.

U okviru prve tematske celine, koja obuhvata drugo i trece poglavlje,
definiSe se predmet proucavanja metodike i1 didaktike nemackog kao stranog jezika
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pri ¢emu autorka uspesno obrazlaze pojam ,,metodika”, a u drugim poglavljima i
didaktike, a posebno se usloznjava u kontekstu didaktike stranog jezika. Nakon
toga autorka uvodi i definiSe pojam ,,didaktika knjizevnosti” i ukazuje na mesto i
znac¢aj knjizevnosti u nastavi stranog jezika, pozivajuci se na cuvenog didaktiCara
knjizevnosti, Jirgena Kopenstajnera, koji istiCe da je nastava jezika podnosljiva
samo zbog knjizevnosti. Da bi se utvrdili razlozi za marginalizovano mesto
nemacke knjiZzevnosti u nasoj zemlji, autorka analizira programe u gimnazijama za
prvi i drugi strani jezik i zakljucuje da spiskovi za Citanje knjiga na nemackom
jeziku ne spadaju u knjizevnost za mlade, ve¢ u opstu knjizevnost i deo su kanona,
te je neophodna njihova revizija u cilju priblizavanja knjizevnosti interesovanjima
mladih ljudi i njihovim jezickim kompetencijama.

Druga celina monografije, koja se bavi sadrzajima u nastavi knjizevnosti,
obuhvata poglavlja od 4. do 7. U Cetvrtom poglavlju N. Zobenica iznosi kriterijume
za izbor tekstova u nastavi i tematizuje problem primene kanonskih dela u nastavi
knjizevnosti kao strane. Osim toga, ukazuje na zna¢aj primene savremene i decje
knjizevnosti, kao i moguénost primene didaktizovanih knjizevnih tekstova. U
narednom poglavlju, prof. dr Nikolina Zobenica produbljuje datu temu baveéi se
zanrovima pri ¢emu navodi potencijale svakog Zanra za nastavu knjizevnosti kao
strane. Od epskih vrsta autorka posebno istice efikasnost kra¢ih formi kao §to su
bajka i kratka prica, dok je lirika posebno pogodna za kreativne i produktivne
zadatke, a drama za scensko izvodenje. Osim ove standardne podele knjizevnih
zanrova, autorka isti¢e znac¢aj filma kao Cetvrtog knjizevnog roda za nastavu strane
knjizevnosti i predoCava pristupe koji se mogu koristiti za njegovu adekvatnu
obradu i implementaciju u nastavu. Sesto poglavlje posveéeno je medijima kao
sastavnim delovima nastave knjizevnosti, u kojem autorka, pored tradicionalnih,
istie 1 znacaj primene modernih i digitalnih medija u cilju osavremenjavanje
nastave i priblizavanja knjizevnosti deci i omladini. Posebno je znacajno Sto
autorka skreCe paznju na primenu platformi za ucenje, definiSe pojmove
elektronsko ucenje (E-learning) i kombinovano ucenje (blended learning) i
ukazuje na moguénost primene pametnih telefona u nastavi knjizevnosti.
Primenom pomenutih medija nastava knjizevnosti dobija novu dimenziju, povezuje
se sa svakodnevnim zivotom mladih, aktivira razliite tipove i stilove ucenja,
omogucéava diferencijaciju u nastavi, kao i razlicite pristupe u radu sa knjizevnim
tekstom. U sedmom poglavlju tematizuje se povezivanje knjizevnosti i drugih
predmeta i umetnosti u cilju prevazilazenja granica medu predmetima i stvaranje
funkcionalnih znanja neophodnih u globalizovanom drustvu. U ovom kontekstu
Zobenica definiSe pojam ,integrativne nastave” i zakljuCuje da su otvorena i
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projektna nastava kao nastavni koncepti posebno pogodni za integrativnhu nastavu
pre svega zato §to u prvi plan stavljaju ucenike i njihova interesovanja. Ovim
autorka pokazuje da i te kako dobro poznaje savremene tendencije u didaktici
jezika i knjizevnosti, i veoma uspe$no povezuje i prenosi saznanja iz oblasti
didaktike maternjeg jezika i knjiZzevnosti na didaktiku stranog jezika i knjizevnosti.

Tre¢a celina monografije obuhvata poglavlja od 8. do 11. u kojima se
obraduju slede¢e teme: metode u nastavi knjizevnosti, vezbe i zadaci, faze u
nastavi, priprema ¢asa nemacke knjizevnosti i vrednovanje postignuc¢a. Ovaj deo
monografije je izuzetno znacajan jer daje nastavnicima prakti¢na uputstva za
primenu odgovaraju¢ih nastavnih metoda i1 zadataka u odredenim fazama
nastavnog Casa, za organizaciju i artikulaciju ¢asa knjiZzevnosti i vrednovanje
postignuca ucenika. Ovde se, dakle, radi o ¢itavom kontekstu koji nastavnik mora
poznavati da bi uspesno primenio knjizevnost u praksi.

Veoma je vazan odeljak u kojem N. Zobenica nudi uputstva i strategije u
radu sa knjizevnim tekstovima. Pogresan rad sa tekstom dovodi do pogresne
recepcije knjizevnosti i njenog nerazumevanja. Autorka je prepoznala glavne
probleme sa kojima se nastavnici susrecu u praksi i u ovom odeljku nudi konkretne
korake za njihovo prevazilazenje. Pored vezbi za razvoj jezickih kompetencija,
prof. dr Nikolina Zobenica navodi vezbe i zadatke za interkulturalna poredenja u
cilju razvoja interkulturalne kompetencije koja je od klju¢nog znacaja u
globalizovanom drustvu. U desetom poglavlju predoc¢eno je nekoliko modela za
pripremu Casa strane knjizevnosti, a odabir treba da sledi postavljene ciljeve,
kompetencije, sposobnosti i interesovanja u¢enika. Modeli doprinose postojanju
jasne strukture u radu sa knjiZevnim tekstom i od velike su pomo¢i nastavnicima u
strukturisanju nastavnog casa. U poslednjem poglavlju autorka se bavi
problematikom ocenjivanja u nastavi knjizevnosti. Knjizevni tekstovi su do sada
predstavljali sredstvo za vrednovanje vestine Citanja, dok su ostali aspekti rada sa
knjizevnim tekstom, poput razvoja analitickih vestina, formiranja stavova, sticanje
knjizevnog znanja i kreativno-produktivni rad, bili zapostavljeni. Autorka predlaze
da se ove vestine proveravaju preko eseja, domacih radova i portfolija, §to je
izuzetno znacajno, jer time nastavnik ima mogucnost da proverava razliCite aspekte
rada na knjizevnhom tekstu. Ukazuje se 1 na mogucnost primene tehnike
samoocenjivanja 1 neformalnih izveStaja, kako bi kriterijumi u vrednovanju
postignuca bili jasniji i1 transparentniji.

U Literaturi je navedeno 196 bibliografskih jedinica na srpskom,
engleskom 1 nemackom jeziku §to svedo¢i o izuzetno temeljnom radu i
istrazivanju. Osim toga, radi se o pionirskom radu iz ove oblasti u Srbiji i regionu
§to je ¢ini izuzetno vrednom kako za nau¢nu tako i stru¢nu javnost. Sva poglavlja u
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knjizi napisana su vrlo kompetentno, jasno i razumljivo i predstavljaju oshov za
proveravanja teorijskih znanja i postavki u praksi i sprovodenje daljih istrazivanja
u cilju unapredenja nastavne prakse, kao i utemeljenje didaktike nemacke
knjizevnosti kao strane u nasoj zemlji.

Zbog svoje praktiCne primene, monografija je namenjena profesorima
stranog i maternjeg jezika, kao i univerzitetskim profesorima koji predaju
knjiZzevnost strane i domace filologije, budu¢i da autorka u monografiji uvek polazi
od opsteg (didaktike knjizevnosti maternjeg jezika) ka posebnom (didaktike
strane/nemacke knjizevnosti). Dobro osmisljena nastava knjizevnosti od kljucnog
je znaCaja za razvijanje motivacije za Citanje, pismenosti, kritiCkog misljenja,
kreativnosti, maste, tolerancije i §irine, te je potreba za ovakvom monografijom i
viSe nego velika, a njena korist neprocenjiva.
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Univerzitet u Novom Sadu

Filozofski fakultet, Odsek za germanistiku
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TRADICIONALNO | SAVREMENO U PRIRUCNICIMA ZA SRPSKI
KAO STRANI JEZIK

Katarzyna Liber i Slavica Prpa, Prirucnik za srpski kao strani jezik,
Krakow: Wydawnictwo Uniwersytetu Jagiellonskiego, 2011, str. 272;
Katarzyna Liber i Slavica Prpa, Kultura zivog jezika, Krakow:
Wydawnictwo Uniwersytetu Jagiellonskiego, 2012, str. 140.

1. Poslednjih godina pokazuje se sve vece interesovanje za ucenje srpskog
jezika kao stranog. Pored toga, postoje strani univerziteti na kojima se srbistika
izu¢ava kao poseban smer. Jedan od univerziteta koji neguje tradiciju izuCavanja
srbistike jeste i Jagelonski univerzitet u Krakovu. Pocetkom ove decenije, kao
rezultat rada sa studentima srpske filologije na Institutu za slovensku filologiju
spomenutog univerziteta, nastao je komplet priru¢nika za srpski kao strani jezik.

Komplet &ine dva priruénika: Prirucnik za srpski kao strani jezik', izdat
2011. godine i Kultura Zivog jezika®, objavljen godinu dana kasnije. Autorke su
Katarzyna Liber i Slavica Prpa, u to vreme zaposlene na Institutu za slovensku
filologiju na Jagelonskom univerzitetu u Krakovu. Kako same autorke navode u
predgovoru, ideja za nastanak PZSKSJ nastala je: ,,(...) iz, na naSim ¢asovima
potvrdene, potrebe za objektivnim vezbama prilagodenim cilju unapredenja
komunikacije, kao i iz naseg uverenja da za ucenje srpskog jezika ne postoji
dovoljno priru¢nika*“ (Liber—Prpa 2011: 11). Dalje navode kako je zamisao bila da
se napravi priruénik koji odgovara svakodnevnim potrebama na c¢asovima na
razli¢itim nivoima, odnosno priru¢nik koji ¢e se koristiti i za uCenje 1 za
usavrsavanje znanja srpskog jezika. Naglasavaju da su vodile racuna o smernicama
Zajednickog evropskog referentnog okvira®. Napominju i da su gramaticke vezbe,
koje se nalaze u posebnom odeljku, napravljene bez pretenzije da se usklade sa
odredenim temama, kao i to da je prirucnik usmeren na komunikativne zadatke.

Prema Seldonu (Sheldon 1988: 237), evaluacija udzbenika se sprovodi iz
dva osnovna razloga — da olakSa izbor udzbenika ili upozna nastavnike sa

1 U daljem tekstu: PZSKSJ.
2 U daljem tekstu: KZJ.
® U daljem tekstu: ZEO.
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eventualnim prednostima i nedostacima materijala. Razlog za evaluaciju
posmatranog kompleta priru¢nika mogao bi se odrediti kao sinteza oba navedena.
Kaningsvort (Cunningsworth 1995:14) upucuje na tri razliite vrste evaluacije
nastavnog materijala: 1) vrednovanje koje prethodi upotrebi; 2) procena tokom
upotrebe i 3) evaluacija nakon upotrebe, koja predstavlja retroaktivno
procenjivanje potencijala udzbenika i moZze biti korisna za realno sagledavanje
prednosti i mana. Evaluacija koja sledi pripada treem tipu i, u skladu sa svim
prethodno navedenim, u nastavku ¢e se predstaviti i analizirati priru¢nici u pogledu
obima, nivoa ucenja jezika kojima su namenjeni, tema, gramatickih i leksickih
sadrzaja i mogucnosti za razvijanje razliitih jeziCkih vestina, uz poseban osvrt na
zahteve ZEO Kkoji su i same autorke navele kao smernicu za konstruisanje
navedenih priru¢nika.

2. PZSKSJ ve¢ na osnovu dizajna
naslovne strane (Slika 1) ukazuje na
odredene teme koje ¢e u njemu biti
zastupljene. Naime, fotografije asociraju na:
prirodu, hranu, sport i rekreaciju, posao i
komunikaciju, putovanja. Sto se sadrzaja
ti¢e, podeljen po nivoima kojih ima ukupno
Sest, od Al do C2. Na prvom nivou (str. 17—
38) zastupljene su sledeée teme:

Upoznavanje, Porodica, Osobine coveka, Priru¢nik
Profesije i zanimanja, Vreme i vremenska za Srpski

prognoza, U kuci, Grad i putovanje i U kao strani
kupovini. Tematske oblasti u okviru drugog jezik

nivoa (str. 41-58) su: Skola, Kod lekara,
Sport i slobodno vreme, Na poslu, Priroda,
Praznici, Komunikacija i Film i pozoriste.
Treéi nivo (str. 61-94) sadrzi sledece teme:
Obrazovanje, Posao, Moda, Turizam, Red
voznje, Zdrav Zivot, Meduljudski odnosi i
Ekologija. Cetvrti nivo (str. 97-123) rezervisan je za teme: Privreda, Mediji,
Geopolitika, Religija, Festivali, Bolesti XXI veka, Kriminal, Pisanje projekta. Na
petom nivou (str. 127-161) susretemo se sa temama: Identitet, Stereotipi i
predrasude, Diskriminacija i tolerancija, Istorija, Nacionalizam i patriotizam,
Funkcionalni stilovi, Demokratija i Globalizacija. Poslednji, Sesti nivo (str. 165—
208), sadrzi teme: Jezik i komunikacija, Kultura, KnjiZzevnost i teorija knjizevnosti,
Nauka i tehnika, Pravni sistem, Zastita potrosaca, Marketing i Ekonomija. Nakon

Slika 1: Naslovna strana PZSKSJ
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glavnog dela podeljenog po nivoima i temama slede Gramaticke vezbe, na ukupno
23 strane (str. 211-233). U ovom delu vezbe nisu podeljene po nivoima — prepusta
se lektoru da odabere sadrzaje koji su prikladni za odredeni jezicki nivo. Podela se
odnosi samo na vrste reéi koje su srz vezbi, pa su izdvojena Cetiri odeljka: Imenice,
Glagoli, Pridevi i Druge vezbe. Odnos prvog i drugog dela priru¢nika u skladu je
sa ciljem koji su autorke postavile u predgovoru. Poslednju celinu priruc¢nika, od
235. do 272. strane, predstavlja mali re¢nik. U predgovoru autorke navode da se
radi o srpsko-poljsko-engleskom re¢niku jer su, osim rada sa studentima ¢iji je
maternji jezik poljski, kojima je udzbenik prevashodno i namenjen, imale u vidu i
kolege koje se bave poducavanjem studenata iz ostalih sredina, te su odrednice
napisane i na engleskom jeziku.

U priruéniku KZJ prvi nivo (str. 11-23) sadrzi teme: Upoznavanje,
Porodica, Osobine coveka, Profesije i zanimanja, Vreme i vremenska prognoza, U
kudi, Grad i putovanje i U kupovini i u restoranu. Drugi (od 27. do 43. strane),
tre¢i nivo (str. 47-73. strane), Cetvrti (str. 77-97), peti (str. 101-116) i Sesti nivo
(str. 117-131) ¢ine oblasti identi¢ne onim u PZSKSJ na istim nivoima. | u ovom
prirucniku poseban dodatak na kraju ¢ini re¢nik na 8 strana, od 133. do 140. Osim
toga $to je vidno manjeg obima od re¢nika u PZSKSJ, razliku predstavlja i to §to su
reCi prevedene na poljski, ali ne i na engleski jezik kao Sto je to slucaj u
prethodnom prirucniku.

3. Jedna od izuzetno pozitivnih karakteristika priruc¢nika jeste medusobno
povezivanje jeziCkih vestina, kao i povezivanje jezickih veStina sa jezickim
sistemom®. Analiza zadataka koji pripadaju razli¢itim jezickim veStinama
obuhvatice istovremeno oba posmatrana prirucnika.

Na prvom nivou vezbe namenjene razvijanju vestine Citanja i razumevanja
u potpunosti zadovoljavaju zahteve ZEO (ZEO 2003: 73-76) i student, izmedu
ostalog, moze da razume krace i obi¢ne poruke sa razglednica, prepozna imena,
reCi 1 izraze iz svakodnevnih Zzivotnih situacija i nasluti sadrzaj nekog obi¢nog
informativnog teksta, kao i da prati krace i jednostavne naznake (npr. kretati se od
jednog ka drugom mestu). Ide se ¢ak i preko okvira i pojavljuju se zadaci u kojima
se od studenata oCekuje da razumeju znakove i plakate na javnim mestima kao $to
su ulice, restorani i sli¢no, a to su stavke koje su predvidene za nivo A2. Na nivou

* Pod jezitkim sistemima podrazumevaju se fonologki, leksicki (vokabular), gramatigki, funkcionalni
i diskursni. Jezicke vestine predstavljaju nacin na koji se upotrebljava jezicki sistem. U receptivne
vestine ubrajaju se slusanje i Citanje, dok govorenje i pisanje spadaju u produktivne vestine (Scrivener
2005: 27-29).
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A2 ispunjeni su gotovo svi zahtevi koji se tiCu vestine Citanja, te se student
osposobljava da: uoci i izdvoji trazenu informaciju iz nekog teksta, prepozna bitne
i specificne informacije u veéini pisanih dokumenata kao §to su pisma, brosure,
prospekti, mali oglasi, red voznje ili kra¢i novinski Clanci posveéeni obicnim
stvarima iz zivota, da prepozna osnovne tipove standardnih i uobi¢ajenih pisama o
poznatim temama (narudzbine, informativna pisma, potvrde itd.), razume krace
licno pismo i dr. Nedostaju vezbe koje bi kod studenata razvile sposobnost
razumevanja nekog uputstva o pravilima ponaSanja ili pra¢enja uputstva za
upotrebu nekog kuénog aparata. [zostaju i upozorenja na opasnost i znakovi za
orijentaciju (verovatno zbog tematskih oblasti koje ne podrazumevaju navedene
stavke), ali ukljuceni su u vezbe za naredni nivo. Na nivou B1 su ispunjeni zahtevi
u tom smislu da se razvijaju kompetencije studenta da: razume opisivanje
dogadaja, osecanja i zelja u meri koja mu dozvoljava da odrzava redovnu prepisku
sa prijateljima, da u duzem tekstu pronade trazenu informaciju i objedini potrebne
informacije iz istog ili nekog drugog teksta kako bi ispunio neki specifican zadatak,
da pronade i razume relevantne informacije u uobicajenim pisanim dokumentima i
shvati osnovne zakljucke u tekstu pregledno izlozene argumentacije, kao i da
prepozna plan argumentacije u predstavljanju nekog problema. Pojavljuju se i
dodatni zadaci u vidu uputstva za rasporedivanje elemenata na raskrsnici, ali nema
tekstova koji bi studentima priblizili na¢in upotrebe nekog aparata. Na narednom,
¢etvrtom nivou, nakon uradenih vezbi student je u stanju da brzo odredi sadrzaj i
znaCaj neke informacije u novinskom c¢lanku ili reportazi u Sirokom opsegu
struénih tema, da razume specijalizovane publikacije izvan svog podrucja
aktivnosti uz povremeno koriS¢enje re¢nika, da razume clanke i izveStaje o
savremenim problemima druStva u kojima autori iznose li¢ni stav ili posebno
glediste, kao i sloZena uputstva sa tematikom iz svoje oblasti, ali izostaju tekstovi
koji sadrze detalje koji se odnose na uslove odrzavanja i primene. Za nivoe C1 i C2
vazi isto — zahtevi su ispunjeni i student je u mogucnosti da razume sve vrste
korespondencije uz eventualno kori§éenje re¢nika, da detaljno razume Siroku skalu
tekstova koji se mogu susresti u drustvenom zivotu, na poslu ili skoli i prepozna
fine nijanse u zna¢enjima odredenih stavova i razmis$ljanja, bilo da su implicitno ili
eksplicitno iskazani. Dodatna paznja posvecena je razliitim funkcionalnim
stilovima, $to je izuzetno znacajno. Nedostaju tekstovi u kojima bi se razumela
slozena uputstva za upotrebu.

Kada je u pitanju vestina slusanja, zahtevi (ZEO 2003: 70—73) su na svim
nivoima u velikoj meri zadovoljeni, uz nekoliko nedostataka. Na nivou Al kroz
vezbe se student potpuno osposobljava da razume uputstva koja mu se polako i
oprezno saopStavaju, kao i da prati obi¢na i kratka obavesStenja. Na nivou A2
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imamo vezbe koje omogucavaju studentu da identifikuje predmet razgovora i
shvati osnovni smisao nekog kraceg oglasa ili poruke, da razume i izdvoji osnovne
informacije iz krac¢ih snimljenih delova. Ono $to nedostaje jesu materijali koji bi
pomogli da se shvate uputstva za prelaz s jednog mesta na drugo, peske ili javnim
prevozom. Na nivou B1 student se kroz zadatke priprema da sledi glavne delove
nekog duzeg razgovora, da prati neku konferenciju ili izlaganje iz svog podrucja
aktivnosti, da razume vecinu informacija i osnovni smisao informativnih emisija na
radiju i drugih snimljenih dokumentarnih programa koji govore o bliskim temama.
Nedostaju zvuéni zapisi koji razvijaju sposobnost razumevanja detaljno razradenih
struénih uputstava. Na nivou B2 veZbe razvijaju sposobnost studenta da razume
sustinu sadrzaja i forme slozenih konferencija, govora, izvestavanja i drugih oblika
izlaganja iz obrazovne ili stru¢ne sfere, kao i oglase i poruke apstraktne ili
konkretne sadrzine, da prepozna stanovista i stavove sagovornika i informativni
sadrzaj i razume vecinu dokumentarnih emisija na standardnom jeziku uz korektno
odredivanje raspolozenja ili tona govornika. Nakon uspe$no uradenih zadataka na
nivou Cl, student moze sa lako¢om da prati slozene razgovore van sopstvenog
delokruga, tokom grupne rasprave i debate, cak iako se radi o apstraktnim,
sloZzenim i nepoznatim temama, da shvati do tan¢ina neko obavestenje, da razume
Siroki opseg snimljenog materijala na nestandardnom jeziku, uz prepoznavanje
finih nijansi znacenja, implicitnog stava ucesnika i odnosa izmedu njih. Ono §to
nedostaje jesu sloZena stru¢na uputstva. Na nivou C2 student se kroz vezbe
slusanja osposobljava da prati neku konferenciju ili struéno izlaganje koje sadrzi
mnostvo nekonvencionalnih izraza, regionalizama ili nepoznate terminologije.
Vestina pisanja je veoma dobro uskladena sa propisanim zahtevima (ZEO
2003: 64-66; 89-90), pojavljuju se i dodatni zadaci koji nisu predvideni ovim
dokumentom, $to pokazuje inventivnost autorki i nameru da se priru¢nici prilagode
savremenim potrebama studenata za napredovanjem. Nakon predenog nivoa Al,
student je bez sumnje u stanju da napiSe jednostavne recenice i izraze o sebi i
izmisljenim likovima, o tome gde Zive i $ta rade, da napise brojeve i datume, ime,
drzavljanstvo, adresu, datum rodenja, godine Zivota, datum dolaska u zemlju, itd.
Zadaci na nivou A2 pomazu studentu da piSe povezane reCenice o nekim
svakodnevnim aspektima iz njegovog okruzenja (o ljudima, mestima, poslu ili
Skoli, uslovima zivota, obrazovanju, zaposlenju), da napiSe kra¢i opis nekog
dogadaja, deSavanja ili aktivnosti iz li¢nog iskustva ili jednostavno licno pismo da
bi izrazio zahvalnost ili izvinjenje, kao i da primi i napiSe jednostavnu i kratku
poruku koja se odnosi na neposredne potrebe. Osim svega predvidenog, uo¢avamo
i vezbe u kojima se trazi da studenti izmisle i napiSu intervju, oglas, sinopsis za
film, formalno pismo, neformalnu Cestitku, da istaknu prednosti i mane odredene
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pojave ili nastave pricu. Na nivou Bl veZzbe osposobljavaju studenta da na
razlozan, jednostavan i neposredan nacin piSe o velikom broju bliskih tema u
okviru njegovog podruc¢ja interesovanja, da opise osecanja i reakcije, neki stvarni
ili izmisljeni dogadaj i putovanje, isprica neku pricu, da napravi rezime na osnovu
objektivne baze podataka o bliskim temama iz svog podrucja svakodnevnih ili
nekih drugih aktivnosti, o tome napiSe izvestaj i iznese sopstveno misljenje, da
vodi prepisku donoseci sopstveni sud o nekim apstraktnim sadrzajima ili kulturnim
dogadajima kao Sto su utisci o nekom filmu ili muzickom programu, da primi
poruku u kojoj se trazi neka informacija ili objas$njenje za neki problem, da ostavi
stilski razlicite 1 pregledne beleSke za osobe sa kojima je Cesto u kontaktu. Kao
dodatak zapazamo zahteve za pisanje eseja u kojima se detaljno uporeduju dve
pojave ili da se sastavi anketa. Na nivou B2 student uvezbava da na opsezan nacin
piSe o stvarnim ili izmisljenim dogadajima, postujuéi pravila odredenih zanrova, da
na jasan i razlozan nacin piSe o raznovrsnim temama koje se tiu njegovog
podrucja interesovanja, da napise esej ili izveStaj metodi¢no gradeci argumentaciju,
da procenjuje razlicite ideje ili reSenja u vezi sa nekim pitanjem, da izvrsi sintezu
informacija 1 argumenata prikupljenih iz razli¢itih izvora, da piSe emotivno
intonirana pisma i komentariSe stavove osobe sa kojom se dopisuje. Kao dodatni
izazov na ovom nivou pojavljuje se popunjavanje obrasca Agencije za privredne
registre 1 pisanje projekta, ali izostaju vezbe u kojima se od studenta zahteva da
napiSe kriticki osvrt na neku knjigu, film ili drugo umetnicko delo. Vezbe na
poslednja dva nivoa zadovoljavaju predvidene zahteve, tako da je student sposoban
da: piSe slikovite i mastovite tekstove izgradenog i sigurnog stila, da prireduje tekst
sloZzene sadrzine, da opSirno argumentuje svoje stanoviste i u li¢noj prepisci se
izrazava jasno i precizno, na vest i uspeSan nacin, upotrebljavajuci jeziCke registre
u ravni osecanja, asocijativne i Saljive sadrZine, da sastavlja price izuzetno jasnim i
teCnim stilom koji je prilagoden odredenom knjizevnom rodu ili na¢inu pisanja,
piSe slozene i problemske izvestaje, Clanke, eseje ili kriticke osvrte na neko
literarno delo, kao i da priredi logi¢an i efikasan plan teksta koji pomaze ¢itaocima
da uoce vazne delove. Na Sestom nivou se pojavljuju i dopunski zadaci koji
zahtevaju transformaciju iz jednog funkcionalnog stila u drugi i pisanje price iz
razlic¢itih uglova posmatranja.

Govorenju je u prirucnicima posvecena mozda i najveca paznja jer se od
drugog nivoa pa nadalje intenzivno kombinuje sa ostalim veStinama i leksi¢kim i
gramatickim vezbama. Sa druge strane, postoje odredena nepoklapanja sa
zahtevima ZEO (ZEO 2003: 59-63, 80-88). Naime, na nivou A2 studentu se kroz
zadatke ne upucuje zahtev da uradi ve¢ pripremljene, veoma kratke oglase i
reklame, da ucini i prihvati ponudu, poziv ili izvinjenje, da dobije sve potrebne
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informacije u nekoj putnickoj agenciji, da dobije i isporuCuje uobicajena
potrosacka dobra i usluge ili koristi sredstva javnog prevoza. Na nivou B1 nema
zahteva da se opiSu karakteristicni detalji nekog dogadaja, da se preprica zaplet
neke knjige ili filma i opiSu sopstvene reakcije, da se ispri¢a neki san, govori o
nadanjima i ambicijama, da osoba obezbedi uslove smeStaja i pregovara sa
odgovornima iz neke strane zemlje, da se snalazi u neuobiCajenim situacijama u
prodavnici, posti, banci (npr. zahtevati povra¢aj neke neispravne robe ili
proizvoda), da sastavi zalbu, da se snalazi u vecini situacija koje nastupaju prilikom
rezervisanja karata u putnickim agencijama ili tokom puta (npr. da pita nekog
putnika na kom mestu treba da izade u malo poznatim krajevima), da objasni kako
nesto da se uradi, dajuci detaljna uputstva. Na B2 nivou studentu se ne daje
moguénost da vodi pregovore o izlasku iz neke konfliktne situacije, kao §to su
neprimerena kazna za prestup u saobracaju, odgovornost za otplatu pricinjene Stete
u stanu, optuzbe povodom nekog udesa, ili da isposluje neko obeste¢enje. Ono Sto
imamo u priru¢niku, a nije eksplicitno propisano u ZEO, odnosi se na opisivanje
dogadaja iz razli¢itih perspektiva (A2) i iznoSenje miSljenja iz ugla druge osobe.
Generalno, ako posmatramo ovu vestinu, primeéuje se da nema zadataka koji
podrazumevaju rad u paru ili u grupi, $to upucuje na zakljucak da je cilj bio
prilagodavanje individualnoj nastavi.

U knjizi Applied Linguistics | (Sarosdy 2006: 142-146), kao sinteza svih
ranijin razmatranja, navode se tipovi zadataka uz pomo¢ kojih se stiCu i
proveravaju receptivne i produktivne jezicke vestine. Budu¢i da su u prirucnicima
PZSKSJ i KZJ zastupljeni gotovo svi tipovi predlozenih vezbi, sti¢e se utisak da su
autorke imale u vidu navedene smernice.

Prilikom provere receptivnih vestina u posmatranim prirucnicima javljaju
se sledeci tipovi zadataka: 1) dvostruki izbor (ta¢no/neta¢no, ta¢no/neta¢no/nije
navedeno, ispraviti netaénu tvrdnju) — uglavnom iza svake vezbe slusanja u KZJ
pojavljuju se tvrdnje koje treba oznaditi kao ta¢ne ili netacne, odnosno taéne,
netacne ili nisu spomenute. Takode i u PZSKSJ, na primer, na nivou B1 u lekciji
Turizam, nakon citanja teksta o Beogradu, treba oznaciti tvrdnje kao tacne ili
netacne; 2) viSestruki izbor — izabrati jedan od ponudenih odgovora nakon
slusanja pric¢e u lekciji Porodica ili Profesije i zanimanja na nivou Al u KZJ; 3)
povezivanje (povezivanje pitanja i odgovora — nesto slicno imamo kod zahteva da
se poveZze saobracajni znak sa znaCenjem u lekciji Red voznje na nivou Bl u
PZSKSJ; povezivanje sa odgovarajuéim pasusom — na nivou C2 u lekciji
Ekonomija treba povezati delove tekstova sa temama na koje se odnose;
povezivanje fraze ili reCenice sa praznim mestom u tekstu — na nivou Al u PZSKSJ
u lekciji Porodica potrebno je dopuniti tekst izrazima vezanim za porodi¢ni Zivot;
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povezivanje stavova ili izjava sa osobama iz teksta — na B1 u PZSKSJ u lekciji
Posao treba povezati CV sa oglasom za posao koji mu najvise odgovara ili na A2 u
lekciji Kod lekara povezati izjave sa govornicima; slaganje redosleda pasusa — npr.
na Sestom nivou u PZSKSJ u okviru teme Nauka i tehnika imamo zadatak u kojem
je potrebno pravilno sloziti ispreturane pasuse teksta); 4) transfer informacija,
odnosno prebacivanje podataka iz Citanog ili slusanog teksta u dijagram, tabelu,
mapu, formular i sl. — u PZSKSJ na nivou B1 u lekciji Red voznje postoji zadatak
da se nacrta situacija na raskrsnici na osnovu pro¢itanih smernica, a u KZJ na nivou
Al u lekciji Vreme i vremenska prognoza studenti treba da popune tabelu sa
vremenom u razliitim gradovima Srbije na osnovu onoga S§to su culi; 5)
popunjavanje praznina (nakon ¢itanja ili u tekstu koji ¢itaju — gotovo u svakoj
lekciji u PZSKSJ, a takode i u velikom broju lekcija u KZJ, treba upisati re¢i koje
nedostaju u tekstu, ili ponudene ili po slobodnom izboru prema smislu; nakon
sluanja popuniti praznine preformulisanim izjavama — u KZJ u lekciji Pravni
sistem na C2 nakon slusanja pitanja i odgovora gradana i pravnika potrebno je
dopuniti tekst na osnovu izjava ili u toku slusanja); 6) sistemski ostavljene
praznine — na svim nivoima, kod obrade odredenih leksi¢kih ili gramatickih
jedinica u tekstu su ostavljene praznine, a zahtev je da se od odredene vrste reci
napravi neka druga i sli¢no. Na primer, na nivou C1 u PZSKSJ u lekciji Identitet u
tekstu koji se Cita potrebno je od imenica napraviti prideve; 7) pitanja sa
otvorenim zavr$etkom — u KZJ na petom nivou u lekciji Stereotipi nakon sluanja
treba dopuniti recenice, na nivou B2 u lekciji Geopolitika treba dovrsiti izjave
nakon slusanja teksta; 8) prevod — povremeno se na svim nivoima, nakon ¢itanja i
komentarisanja nekog teksta, postavlja i zahtev da se tekst prevede sa srpskog (npr.
u KZJ na petom nivou u lekciji Identitet treba prevesti Izvod iz Mati¢ne knjige
rodenih). Ovakav tip zadataka prikladan je samo pod odredenim uslovima — ako se
radi sa grupama koje su homogene u pogledu maternjeg jezika i ako lektor, u
slu¢aju da je izvorni govornik srpskog jezika, savrSeno vlada jezikom svojih
studenata ili sa studentima radi osoba ¢iji maternji jezik nije srpski veé jezik
studenata.

Ukoliko su u pitanju produktivne vestine i proverava se pisanje, javljaju se
tri osnovna tipa zahteva uz podtipove: 1) kontrolisano pisanje (ispravljanje
gresaka — U KZJ na B2 nivou u lekciji Privreda zahteva se od studenata da uoce i
isprave nelogi¢nosti u tekstu, a isto to u PZSKSJ na nivou A2 u lekciji Praznici i
tekstu o slavi; preformulisati iskaz — u KZJ na &etvrtom nivou u lekciji Bolesti XXI
veka treba zameniti podvucene delove u tekstu tako da smisao ostane isti;
viSestruki izbor izraza — u PZSKSJ na drugom nivou u lekciji Film i pozoriste
potrebno je odabrati termine i dopuniti reCenice; popunjavanje praznina kroz

340



TRADICIONALNO I SAVREMENO U PRIRUCNICIMA ZA SRPSKI KAO STRANI ...

testiranje gramatike — veoma rasprostranjen tip zadatka u PZSKSJ na svim
nivoima, prevod — takode se pojavljuje kao zahtev na svim nivoima u oba
priru¢nika); 2) usmereno pisanje (popunjavanje formulara — u KZJ na &etvrtom
nivou u lekciji Privreda popunjava se formular Agencije za privredne registre;
pisanje sazetka teksta — u KZJ na &etvrtom nivou u lekciji Mediji, nakon slusanja
intervjua sa direktorom novinske agencije potrebno je napisati Sto vise podataka
koje su u snimku culi; pisanje u odgovaraju¢em kontekstu ili na zadatu situaciju — u
KZJ na treéem nivou u lekciji Posao nakon slusanja teksta o ,,tajnim kupcima” od
studenata se zahteva da zamisle da su oni tajni kupac i napisu izvestaj; odgovor na
dat tekst — u PZSKSJ na Sestom nivou u lekciji Nauka i tehnika potrebno je napisati
komentare na procCitane vesti iz oblasti nauke; transformacija iz neverbalnih izvora
— u KZJ na petom nivou u lekciji Funkcionalni stilovi ponudena je slika na osnovu
koje treba napisati kraée tekstove razli¢itih tipova; slaganje ili neslaganje — u KZJ
na petom nivou u lekciji Marketing potrebno je pismeno obrazloziti stavove o
dobrim i loSim reklamama ili na tre¢em nivou u lekciji Obrazovanje izneti stav o
Bolonjskoj deklaraciji, a takode i u PZSKSJ na Sestom nivou u lekciji Kultura
izraziti slaganje ili neslaganje sa komercijalizacijom kulture); 3) slobodno pisanje
(daje se samo naslov) — u PZSKSJ od tre¢eg nivoa se pojavljuju sliéni zahtevi skoro
posle svake tematske oblasti.

Kod provere veStine govorenja konstatuje se slicna situacija: 1)
kontrolisano usmeno izlaganje (odgovor na odreden gramaticki ili situacioni
stimulans — zahtevi da se objasne odredeni pojmovi, kao npr. u KZJ na $estom
nivou u lekciji Jezik i komunikacija gde je potrebno objasniti pojmove jezicka
taksonomija, standardni jezik, akvizicija jezika i kognitivna lingvistika; Citanje
naglas — moze se primeniti posebno kod kra¢ih tekstova na nizim nivoima;
prepri¢avanje — U KZJ na &etvrtom nivou u lekciji Kriminal potrebno je nakon
slusanja prepricati sadrzaj); 2) usmereno usmeno izlaganje (prenosenje poruke —
odgovori na pitanja nakon slusanih ili pro¢itanih tekstova u oba priru¢nika; rezime
slusanog ili pisanog teksta — na petom nivou u KZJ u lekciji ldentitet nakon
slusanja potrebno je zabeleziti bitne statistiCke podatke; reSavanje problema — u
KZJ na drugom nivou u lekciji Kod lekara nakon saslusanog snimka potrebno je
postaviti dijagnoze pacijentima; diskusija na osnovu slike ili nekog sli¢nog
stimulansa — u PZSKSJ na tre¢em nivou u lekciji Ekologija slike i njihova znacenja
predstavljaju podsticaj za diskusiju o ekoloski prihvatljivom ponasanju; diskusija u
vezi sa zadatom knjigom — u PZSKSJ na Sestom nivou u lekciji Knjizevnost i
teorija knjizevnosti jedan od zadataka je i diskusija o knjigama i filmovima); 3)
slobodno usmeno izlaganje (pripremanje prezentacije na odabranu temu — u KZJ
na tre¢em nivou u lekciji Obrazovanje potrebno je usmeno predstaviti Istrazivacku
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stanicu Petnica; monolog na zadatu temu — u KZJ na petom nivou u lekciji Istorija
jedan od zadataka odnosi se na usmeno izlaganje na temu ,,Ko kroji naSu istoriju”;
razgovor o li¢nim karakteristikama ili diskusija sa kandidatom o zadatoj temi — u
PZSKSJ na $estom nivou u okviru lekcije Kultura postoji diskusija o subkulturi ili
kontrakulturi, a isto tako u KZJ na petom nivou u lekciji Identitet potrebno je da
student iznese svoje miSljenje o razlici u identitetu Srba, Hrvata, Crnogoraca,
Bosnjaka i Bosanaca; opisivanje dobijene slike — u KZJ na prvom nivou u lekciji
Porodica postoji zadatak da se isprica pri¢a o porodici sa slike).

4. Na samom kraju, ovaj komplet priru¢nika moze se oceniti kao jako
dobar nastavni materijal za Casove srpskog kao stranog jezika. Priru¢nici mogu
dopunjavati, ali ne i zameniti udzbenike, $to se posebno odnosi na nize nivoe na
kojima bi najprikladniji bili za sistematizaciju gradiva (na primer, u prvoj lekciji u
PZSKSJ kod popunjavanja praznina pojavljuju se skoro svi padezni oblici, a
nemoguce je raditi takve zadatke sa apsolutnim pocetnicima na pocetku semestra).
Jedna od prednosti je i to $to su prirucnici prilagodeni i individualnoj nastavi.
Nema zadataka u kojima se eksplicitno iznosi zahtev da se izvede dijalog ili
organizuje debata ili rad u paru, ali lektoru se ostavlja mogucnost prilagodavanja
sadrzaja vecoj grupi. Analizirani prirucnici predstavljaju svojevrstan spoj
tradicionalne i savremene nastave jezika. S jedne strane, vodilo se racuna o
utvrdenim i proverenim metodickim i1 konceptualnim zahtevima koje jedan
priru¢nik ovog tipa treba da ispuni. Sa druge, prilagodeni su aktuelnim potrebama
studenata koji su srpski jezik odabrali kao svoje buduce zanimanje i koji su
motivisani da nauce $to viSe. Teme koje priru¢nici sadrze su univerzalne, ali su
materijali konstruisani tako da se studentima predstave aktuelni i autenti¢ni
sadrzaji, pre svega kroz pisane tekstove (izvori su srpski internet-portali, dnevne i
nedeljne novine, Casopisi iz razli¢itih oblasti) i zvuéne zapise.
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MWJIOPAJ JAINHh. HAPOJHA KIbM)KEBHOCT Y HACTABHUM
IINTAHOBUMA U ITPOI'PAMUMA. BEOI'PA/l: IPYIUTBO 3A CPIICKH
JE3UK U KIbU/KEBHOCT CPBUJE, 2016, 205 CTP.

Munopan Hamwuh, mpodecop CprcKor jesuka M KiWKEBHOCTH Yy JleBeToj
rumHazuju ,,M. 1. Anac” y Beorpaay, Hamao je cBoje MecTo Mel)y Haj3HAYajHUjUM
UMEHHMa CPIICKE Hay4YHE JIUTepaType y OKBUPY M3/aBauke JaelaTHOCTH JpymTsa
3a CPIICKU je3UK U KibkeBHOCT Cpbuje. Konera Jlammwh je, romune 2016. o6jaBuo
KIBUTY Hapoona KrudcegHOCm y HACMABHUM NIAHOBUMA U NpoSpamuma Koja je
Jlana 3HayajaH JOMPUHOC HAPOTHO] KEbMXKEBHOCTH, C HAMEPOM J1a 00jacHU U YIIYTH
KaKo ce HapOAHa KIIKEBHOCT, KA0 JIe0 HACTABHOT IUIaHA M Iporpama, pa3BHjaia
Kpo3 IUIaHOBE, Tporpame, YIIOCHWKe, MPHPYYHUKE, WCTOpHje U TeopHje
KibkeBHOcTH. OBaj HaydyHW paj  TMpeACcTaBlba W3MEHEHY U JIONMYHEHY
MarucTapcky Te3y, a HaMemheH je NPBCHCTBEHO CBHM HACTAaBHHIMMA H
npodecopumMa CpICKOT je3WKa W KIMKEBHOCTH, CTYACHTHMA, alld U CBHUM
YUTAOIMMa KOjH C JbyOaBJbY JKEJIe Jia UCTPaxyjy (M 4yuTajy) TeMy IIKOJCTBA Y
Peny6snmm Cpouju.

Kwura Munopaga [amuha cactoju ce oj ocam moryiasjba: 1. YBox —
MJBEBH U 3aJany pana; 2. Mecto u yiora HapoJHE KEWKEBHOCTH Y HACTaBH; 3.
Hapoana KeMKEBHOCT Yy HaCTaBHUM IIPOrpaMUMa 3a cpemy mkoiy; 4. Haponna
KIGIDKEBHOCT Y YIIOCHUIIMMA U TIPUPYIHHUIIAMA 33 CPEiby HIKOIY H Y METOANKamMa
HactaBe; 5. CaBpeMeHa peleniyja HapoIHe KEWKEBHOCTH Y CPEIEb0j IIKOIH; 6.
3akspyyak; 7. [Ipunoswu; 8. Jlutepatypa n n3Bopwu.

Y camoM Y600y ayTop BpiO jacHO, MPEUU3HO W HAYYHO Jaje OArOBOp Ha
NHWTalke INTa j€ YOIINTe HAapOJHA KHIIKEBHOCT, IMTHPajyh eMHHEHTHe
npodecope momnyTt Josana [lenuha, bomka Cyrajuuha, 3one Mpkamb, Mapuje
Kneyr, Hage Munomesuh Bophesuh, Cuexane Camapuuje. UYurajyhu yson,
no0ujaMo CHHTE3y IITa je HapoJHA KHbMKEBHOCT, IITa Cy HApOJHE IeCMe,
NPUTIOBETKE WU TIpeliama, Koja je (yHKIUja HapoJHE KIHMDKEBHOCTH, INTA je
CHHKPETHYHOCT, KOJECKTUBHOCT, BAapHjaHTHOCT, MOTHB, CH)KE, IOCTCKH jE3HK,
0acMma WM KJICTBA, Ka0 M MHOTe Jpyre onxpeanune. Jlamuh ce mo3uBa u Ha crmce
Byka CredanoBuha Kapanmha, koju je 3acurypHo ynapuo TeMesb HapOAHO]
KIIDKEBHOCTH 3aMHCYjyhH YCMEHY KILHKEBHOCT B Tpanunujy kog Cpoa.



Mapuja B. 3anymun

VY npyrom nenmy Kmure Mecmo u yioea HapooHe KRUudiCesHOCMU ) HACMAsU
M. Jlammh roBopW O 3Hauyajy HapoOAHE KIHIDKEBHOCTH M FHEHOM MECTY Kako y
CPIICKO] TakO M Yy CBETCKO] KIM)KEBHOCTH. MHOTM CaBpeMEHH MHUCLIU MOMYT
Mowmunna HacracujeBuha, Backa Ilone, Bespka [leTpoBuha 6mmm cy nHCIIMprICaH!
HApOJHOM KHIbMO)KEeBHOLINY M CBOja Jlajia CTBapaly 10 y30py Ha HapojaHEe Iecame.
Camum TuM, a Ipe cBera CBOjOM 3aciyroM, HapOJHa KIbM)KEBHOCT HaIllIa j€ MECTO
y HAaCTaBHUM IUTaHOBUMaA | porpamumMa. HaBonehn jacHe muspeBe, ayTop caBeryje
Ja yuYeHHMIM Tpeba Ja yKuBajy Y HapOAHO] KIIKEBHOCTH, Jia je IOKUBE, Ja je
Mpoy4yaBajy Ha aHAIMTUYKO-CHHTETHYKH HA4yWH, Ja je OTKpWBajy, Tymade,
3aKJbY4yjy, jep OHa TO 3aCiIyKyje — KPO3 HApOJHY KEMIKEBHOCT CIIO3HAjEMO JyX
CPIICKOT Hapoja, a C Jpyre cTpaHe Mopa ce BOJMTH padyHa O W300py HacTaBHOT
cazpikaja v y3pacTa y9eHHUKa.

VY 1pehem neny Hapoona kmudicegnocm y HACMABHUM NPOSPAMUMA 34
Cpeorwy WKOY ayTop HaM Jiaje, HAKOH UCTPaKHWBamba, aHATN3UPakba U CTYIHO3HOT
MpoydyaBama, jacaH Mperyie[] CBUX HACTaBHHUX IUTaHOBa W mporpama ox 1947.
roauue’, ynyhyjyhn Ha To KOjH Cy ce HACTABHHM Cajpaji U y KOjUM paspeanMa
oOpahuBanu, HapounTo y K0joj Mepu. Kpo3 TabemapHu mpuKa3 MOXKEMO BHIIETH
KOje Cy JIMpCKe, eNCKe, JHPCKO-elCcKe BpCTe, KOjU Cy TEKCTOBU H
KIbIDKEBHOTEOPH)CKH TTOJMOBH, YCMEHA MP0O3a M KPaTKW TOBOPHH OOIWIM OWiIH Yy
nporpamy 110 pa3peanMa 1 10 HaCTaBHUM ITAaHOBMMA, a OHJIA CE jaCHO oOpasiaxe
TEPMHUHOJIOIIKA HEJOCIETHOCT, HAPOUUTO Y OCHOBHO] mikoiu. Ha mpumep, Jammh
j€ jacHO yo4YHo ,,... J1a cy 0ajka u OacHa jeJMHE JBE BPCTE YCMEHE Mpo3e Koje ce
Ka0 KIbIKEBHOTEOPHjCKU IOJMOBH YCBajajy y HWKUM pazpeanma. Y ToM Ou
ciydajy ocrtajge Bpcre Owmiie oOyxBahieHe HaapeheHUM TIOJMOM npunosemxa’.
Wmajyhu y BHIy cBe HacTaBHE IIAHOBE M INpOrpame, 3aKJbydyjeMo Ja HapojaHa
KIbIDKEBHOCT MMa 3auCTa MaJio MpOCTOpa y IPBOM pa3pely FMMHa3Hje, jep mbeHa
creun(pUIHOCT ¥ Pa3HOBPCHOCT 3aCIyKy]y MHOTO BHIIIE.

Hapoona xreuscegnocm y yubenuyuma u npupyuHuyUMa 3a cpeorw)y wKoy,
YEeTBPTH JIe0, TOBOPH, IMpE CBera, 0 YMTAaHKama HaKoH JIpyror CBETCKOT parta.
Munopan Hamuh HaBoAM 4MTaHKE Koje Cy Omjie y ynorpeOH y TOM BPEMEHCKOM
nepuony: 1. Yumanka 3a ocmu pasped ocmozoouuiive wKoje U Yemsepmu paspeo
eumnasuje, J1. Byuenos, P. Iumutpujesuh, 1954; 2. Yumanxa 3a nemu paspeo
eumnasuje, J1. Bydenos, P. dumurpujesuh, 1959; 3. Yumanka 3a npsu paspeo
eumnasuje, JI. Byuenon, P. Jumurpujesuh, 1969; 4. Yumanxa 3a npsu paspeo
eumnazuje, JI. Byuenos, P. lumutpujesuh, 1973; 5. Yumanxa ca meopujom

! VYkynHo 13.
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KIUJICEBHOCU 30 NPBU pasped cpedivbez ycmepenoz obpaszosarsa, J|. Bydenos, P.
Jumutpujesuh, 1978; 6. Yumanka ca meopujom KrudiceBHOCMU 3a Np8u paspeo
yemepenoe obpaszoearea, J1. Bydenos, P. lumutpujesuh, 1985; 7. Yumanka ca
KHUICEBHOMEOPUJCKUM NOJMOBUMA 3a NpeuU paspeo cpedre wixoae Jb. Hukonuh,
b. Munuh, 1991. UcuprnHoM aHaM30M J0j1a3u Ce JI0 3aKJbydKa Ja Cy JUPCKE U
erCKe MecMe Haj3acTYIJbCHHj€ y CBUM YHMTaHKama, HApOYUTO Yy APYroj YUTAHIH:
46 mupckux u 32 erncke mecMe (mpaBo 6OTAaTCTBO), a Taj Opoj ce 3HATHO CMAKBHO y
MIETOj ¥ MIECTOj YNTAHLIM: Y METOj jeHA TUPCKa U JBE CTICKE MecMe, Y TP JIUPCKE U
jenHa ercka necma. JIMpCcKo-encke BpPCTe Cy 3aCTYIUbEHE y CBUM AaHAIW3UPAHUM
yutankama (Hup: Ilpedpae u Henao, Xacanacunuya, Cupm Omepa u Mepume,
Cmojan u Jbumana), ycMeHa TIpo3a ¥ TEOPHjCKH TEKCTOBH Takole, 0K ce KpaTKu
TOBOPHH OONUIN MOMUBY y unTankama u3 1969, 1973. u 1991. rogune. Kana je
ped 0 CaBpeMECHHMM 4YHMTaHKama, Mopa ce jacHo ucrtahu nma je Tokom 2015-2016.
roguHe MUHHCTapCTBO NPOCBETE, HayKe M TEXHOJIOIIKOr pa3Boja PemyOimke
Cpbuje 3a ymorpeby omobpmwino camo paBe uwrtaHke: 1. Yumawka ca
KFoUIICEBHOMEOPUJCKUM NOJMOBUMA 3 2UMHA3Uje U cmpyyHe wikone, Jb. Hukonuh,
b. Munuh, 1991; 2. Yumanka 3a npseu pasped cpeowe wixone, J|. badbuh, 2010.
JlaHac je aKpeIMTOBAHO MHOTO BHIIE UNTAHKH PA3THUATHX H3aBauKux Kyha’.
Aytop Hajipe roBopu o untanmm Jb. Hukomuh u b. Munuh, jeaunroj yuranim koja
ce y mKojama Kopuctu ckopo 20 rommHa. Onucyjyhu mnornasibe Hapooua
KFUIICeGHOCT, AyTOp TPEIM3HO HaBOJM mecMe (JIUPCKE, ercKe, JTMPCKO-ETcKe),
IporpaTHe TEKCTOBE, KpaTKe roBOpHE 00JIMKe Koje oO0yxBaTa HaBeleHa Yumanka,
npatehu nerasbHO HacTaBHU IUaH. KibW)KEBHOTEOPHjCKM TOJMOBH JaTH Cy Ha
kpa)y Yumanxe, wro Huje ciydaj u ca Yumauwxom JI. Babuha.
KsmKkeBHOTEOpHjCKA TIOjJMOBH TIpaTe caapkaj y OBOj Yumanyu, amu HE U
HACTaBHM IUIaH Y TOTIYHOCTH — M30CTaBJ/LEHO j& MPO3HO neio Jjesojrka bpaca 00
KOmba, WITO ayTOp MCTHYE Kao HegocTatak. OHO mTo omukyje Yumanxy [1. babuha
3aCUTYpHO CY HWCTPXMBA4KH 3aJalld KOJU Cy 3aJaTH YYCHUIIMMa, Kao W
ylo3HaBame ca oJuiMmkama Oyrapmrtuie. Kama cy y muramy oj00peHH
NPUPYYHULH, TO cy: 1. KrudcesHocm u cpncku jesux 3a npeu paspeo cuMHasuja u
cpeomwux wxoaa, I1. Iujanosuh; 2. Odabpane Krudiceene unmepnpemayuje —
npupyuHuK 3a eumuasuje u cpeore wrone (I-1V paspen), O. Pamynosuh. M.
Jammh mpenusHo M CTYAMO3HO HAaBOAM MPETHOCTH W MaHe mpupydyHuka. OH
3amepa IlujaHoBuhy IITO TepMHHE en U enoneja TpeTupa Yy IOYETKY Kao
CHHOHHMMHE, a 3aTHUM IIOCEOHO roBopy O HUMa. Takole, jom jemaH HegoOCTaTak

2 3YHC, Kner, Enyka, Hosu Jloroc, Kpearnsuu nenrap, BUI'3.
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KOjU je ayTop yO4HO jecTe mocebdaH momgHacioB Jlupcko-encka necma (banada) —
HapaBHO JIa c€ OJIMax IMOCTaBJba MHTamE MITa je ca poMaHcoM. [lammh HaBomm na
cy kxon IlujanoBuha KHW)KEBHOTEOPHjCKH IOjMOBH BpJIO jacHO OO0jallmeHHd Ha
MapruHamMa y3 TJIaBHH TEKCT. YOYEH je joUl HHU3 HEIOCIEAHOCTH y OBOM
NpUPYYHUKY, TOceOHO Kajaa je 0ajka Kao KibIKeBHA BpcTa y nuTamy. Hajzan, mopa
ce onmatu mnpusHamwe JlammheBoM HCTpakWBamwy HCTOpHja H  TeopHja
KIBIDKEBHOCTH, Ka0 M METOJMYKHUX YIIOCHUKA W TMPHPYYHHKA. 32 CBE MPHPYIHHUKE
ayTop HaBOIM 0OpeE U JIOLIE CTpaHe, a 3aTHUM UX yropelyje u aHanu3upa, WTo aaje
CBOJEBPCHY CJIHMKY O HapOAHO] KIGIKEBHOCTH KpO3 MHIUBCHA Pa3IUIUTHX
3HauajHux aytopa: Josan Jleperuh, 3nmata BojoBuh, Mapuja Mutposuh, MBo
Tapramsa, MunmuBoj Comap, Hparmma JXuskouh, Mwimja Hukonuh, Byk
Munarosuh, IlaBne Wnuh, Cumeon Mapunkosuh, [parytun Pocanmmh, 3oHa
Mpxkass 1 1p.

[lero mornaBibe, Cagpemena peyenyuja HaApoOHe KHUNICEGHOCU Y
cpeorwoj wikonu, mpencrasba JlammheBo HCTpakMBame CIPOBEICHO Y TpUMa
OcorpaZickuM THMHa3WjaMa Kpo3 3aKJbydKe JI0 KOjux je jomiao. Hawme, ydeHuIwm
HPBOT M YETBPTOTr paszpena (ykymHo 192 ydeHwka) moOWimu Cy 3ajaTak Jia ypajie
TECT O HapOJIHO] KEIKEBHOCTH. [InTama cy Ouiia 1 OTBOPEHOT U 3aTBOPECHOT THIIA.
Jammh HaBoau pe3ynraT CBOT HCTPaXKHBamba: ,,YKYIHO Y3€BIIHM, MOXE Ce
3aKJbYYHTH J1a CY YYCHUIIH MONPWINYHO YjeIHaYeH! U Y 3HambHMa M Y CTaBOBHMaA
W Ja 3HAaYajHUX paziuka u3Mehy ydeHHWKa IpBe M YETBPTE TOJUHE Hema’.
YumeHnna J1a ce HapoJHa KIbIDKEBHOCT YHMTA, BOJH U ITAMTH OJ1 BEJIMKOT je 3Hadaja
3a CPIICKO MIKOJICTBO U CPIICKY KYJITYPY.

Y 3axwmyuxky aytop mnpenopyuyje cieaehe: HapOJHY KHUKEBHOCT
YBPCTUTH y CBE pa3peie Cpeame MIKOJIE, U Jlaje pelehe 3a TO: Y APYroM paspemy
npoyvaBaTH HapOAHY KibkeBHOCT y3 Jlocuteja OOpanouha u Byka Kapanwha,
y3 POMaHTH3aM M peanu3am; y TpeheMm paspeay moryhe je mpoydyaBame HapoIHE
poIoJpyOUBE TMOE3Mje, a y YETBPTOM pa3peay Moriu Ou ce Hahu y3opu Backa
ITome, Jlecanke MakcumoBuh, Musopana Ilasuha. /lasse, HapogHA KEHKEBHOCT CE€
MOXKE IIOBE3aTH M Ca HAacTaBOM ]je3MKa, HAPOYHTO ca JIEKCUKOJIOTHjOM H
JIUjaJIeKTOJIOTHjOM; YCIIOCTaBUTH MehynpenMeTHy kopenanujy ca My3udkom
KyntypoMm, JlukoBHoM  KyntypoM, Bepckom — HactaBoMm, [eorpadujom,
Coumonornjom u Dunozodpujom. CBe unTaHKe, YyHOCHHKE H NPHUPYIHUKE
yCKIaguTH ca HacraBHMM IUTaHOM M THPOTpamMoM, a YKOJIHMKO je MOTpeGHO,
oMoryhuTr HacTaBHUIMMA U CTPYYHO YCaBpIIaBamke Kaja je y MUTalky HapoIHa
KIbIDKeBHOCT. Kana cBe 0BO y3MeMo y 003Hp, MOKeMO 3aKJbYUUTH Aa je Musopan
Jammh y mOTHyHOCTH OCTBapHO CBOj MOAYXBAaT Ha BPJIO BUCOKOM HAyYHOM H
CTPY4YHOM HHBOY.
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MWJIOPAJ JAILINH. HAPOJAHA KIBIKEBHOCT Y HACTABHUM ...

[Mornassbe [lpunosu noHocu TabenapHHU NMPHUKa3 POIOBAa W BPCTAa HapOIHE
KibIKeBHOCTH (jeaHa Tabema mo onpehemy BykoBom, a npyra mo oapehemy
Cuexane Camapuuje). [Ipuor |l unne TecT u aHKeTa 3a yYCeHHKE TUMHA3H]a, KOja
CBAaKaKO MOXE Ja TIOCITY’KH CBUM HaCTaBHUIIMA CPIICKOT je3MKa U KIV)KEBHOCTH.

Jlumepamypa u uzeopu, Ka0 OCMO U 3aBpIIHO TIOTJIaBibe, Jaje HaM Ooratu
nperjiel 4YMTaHKd, YUOeHWKa, MPUPYYHHKA, HACTaBHUX IUIaHOBA M Mporpama,
pasnmunTe W3BOpe, 30MpKEe, AaHTOJIOTHje, METOAMYKY M KIbIDKCBHOHAYUHY
JUTEPATypy, HAPaBHO a30yYHUM PEIIOM.

Kmura Hapoona krusicesHocm y HACMABHUM NAAHOBUMA U NPOPAMUMA
OTpPOMaH je JONPHHOC H3ydaBamby HApOJHE KIIKEBHOCTH, C jeJHE CTpaHe, H
METOANYKOj IUTepaTypu ¢ Apyre ctpaHe. Kibura moactuye Ha 1ajba HCTPAXKUBAba,
HOTOTOBY JTaHAC KaJia 3HaMO KOJIMKO jOII aKPEJUTOBAaHUX YIIOCHUKA U TIPUPYIHHKA
noctoju. Hay4Hoct, jacHOCT, aTpuOYTHBHOCT, WCTPKMBAUYKH W HAyYHH AYyX —
aTpuOyTH Cy KOjH OMHUCYjy OBY KEbUTY, 2 CAMUM THM H FBEHOT ayTopa — Munopana
Jammha, Benukor Mmo3HaBaolla HApPOAHE KIbMKEBHOCTH. CBe Hampe] HaBeICHO
jacHO TOBOpPH O TOME Ja je OBa KmbMra HezaoOWiiazHa IUTEpaTypa y HacTaBH
CPIICKOT je3HKa M KIbIKEBHOCTH.

Mapuja B. 3anyTua

HIOCMO ,,CteBan Moxkpamair”’, [1oxapesar
[NoxxapeBauka rumHasnja, [loxxapesar
marija.zaputil@gmail.com

IMpumsbeno: 8. 5. 2019.
[puxsaheno: 3. 7. 2019.
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METODICKI VIDICI
FILOZOFSKI FAKULTET
NOVI SAD

PROPOZICIJE ZA TEHNICKO UREPENJE RADA

Rad se salje u elektronskoj formi (.doc OBAVEZNO, nikako .docx) kao
ataément na adresu metodicki.vidici@ff.uns.ac.rs tokom cele godine. Rad moze
biti pisan na svim jezicima koji se izuc¢avaju na Filozofskom fakultetu u Novom
Sadu.

Rad treba da sadrzi sledece elemente:

Ime srednje slovo prezime autora

Naziv ustanove u kojoj je autor zaposlen navodi se slede¢im redom:
Univerzitet

Fakultet, Odsek/ departman/ katedra

Imejl adresa

PRIMER:

Petra B. Nedeljkovi¢

Univerzitet u Novom Sadu

Filozofski fakultet, Odsek za anglistiku
petranedeljkovic@gmail.com

UKOLIKO JE AUTOR STUDENT DOKTORSKIH STUDIA, AFILIJACIJU
NAVODI OVAKO:

Univerzitet u Novom Sadu

Filozofski fakultet

Doktorske studije filozofije / jezika i knjiZzevnosti / istorije / sociologije /
pedagogije itd.

Imejl adresa


mailto:metodicki.vidici@ff.uns.ac.rs
mailto:petranedeljkovic@gmail.com

METODICKI VIDICI

NASLOV RADA!

APSTRAKT

Apstrakt rada na jeziku na kome je rad. Apstrakt pisati fontom Times New
Roman, veli¢ine 10, sa uvucenom levom ivicom ispod naslova rada, jednostruki prored.
Apstrakt treba da ima 100—150 re¢i.

Kljuéne reci: kljucne re¢i napisati u nastavku apstrakta u novom redu; navesti najvise 10
klju¢nih reci.

TITLE OF THE PAPER

ABSTRACT
The same abstract as in Serbian above, translated into English. Font Times New
Roman, point 10, single spacing, 100-150 words long.

Key words: translated from Serbian.

Tekst rada; duzina rada 4.000—7.000 reci (ukljuCujuci apstrakt, literaturu i sazetak
na stranom jeziku); veli¢ina strane A4; font Times New Roman; veli¢ina slova
12; prored 1,5; fusnote®; kradi citati se navode u tekstu u kontinuitetu, a duzi citati
(3 ili vise redova) se izdvajaju iz teksta (nov red, uvuceno 1,5 cm); izvori citata
daju se u zagradama u samom tekstu rada, npr. (Filipovi¢ 1986: 25). Rad treba da
bude podeljen na odeljke (npr. 1. UVOD - sve velikim slovima) i pododeljke (npr.
3.1. Opis uzorka — pocetno veliko slovo).

ILUSTRACHIE | TABELE

Tekst u grafickim prikazima (tabele, grafikoni): Font Times New Roman, veli¢ina
10, normal.

Legenda ispod ilustracija (graficki prikazi, slike): Font Times New Roman,
veli¢ina 10, normal, centralno poravnanje, oznaka: Tabela 1, Slika 1, Grafikon 1 i
sl.

! Neophodno je naznagiti da li je pripremljen rad sa nekog projekta, npr. Ministarstva za obrazovanije,
nauku i tehnoloski razvoj Republike Srbije.

Ukoliko je rad zasnovan na seminarskom radu sa doktorskih studija, potrebno je u fusnoti navesti i tu
informaciju.

2 U fusnotama daju se komentari i napomene autora.
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PROPOZICIJE ZA TEHNICKO UREDENJE RADA

LITERATURA®

Times New Roman 12, prored 1,5, uvucena donja ivica (hanging indent 1,25 cm).
Donja ivica se ne sme uvlaciti tabom ili razmacima, ve¢ u Paragraph obeleziti
hanging indent.

U spisku literature se nalaze samo izvori koji su u radu eksplicitno navedeni.
Literatura se navodi abecedno ako je rad pisan latinicom ili na stranom jeziku, ili
azbucno ako je pisan ¢irilicom [i u uglastim zagradama transliterovati na latinicu].

Knjiga:
Radovanovi¢, M. (1986). Sociolingvistika. Novi Sad: KnjiZzevna zajednica

Novog Sada — Dnevnik.
beuanosuh, b., Jespuh, J., [lerpoBuh, 3. (2011). Ucmopuja 7: yubenux 3a ceomu
paspeo ocnogre wikone. beorpan: Kier.

Rad u ¢asopisu:
Reynolds, S. (1983). Medieval Origins: Gentium and the Community of the

Realm. History 68: 375-390.

Radovanovi¢, M. (2012). O logici jezi¢ke promene. Glas 28: 29-42.

Filipovi¢, J., Vuco, J., Buri¢, Lj. (2007). Critical review of language education
policies in compulsory primary and secondary education in Serbia. Current
Issues in Language Planning 8 (1): 222-242.

Rad u monografskoj publikaciji:

Sperber, D. (1990). The Epidemiology of Beliefs, in The Social Psychological
Study of Widespread Beliefs, ed. C. Fraser & G. Gaskell (Oxford:
Clarendon Press): 25-44.

Radovanovi¢, M. (2015). Predrag Piper o jeziku i prostoru, u U prostoru
lingvisticke slavistike, ur. Lj. Popovi¢, D. Vojvodi¢, M. Nomaci (Beograd:
Filologki fakultet): 25-34.

Elektronska izdanja:
Limb, P. (1992). Alliance Strengthened or Diminished?: Relationships between
Labour & African Nationalist/Liberation Movements in Southern Africa.

® Literatura (bibliografija, izvori) se navodi abecednim redom, uz postovanje APA standarda.
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METODICKI VIDICI

Pristupljeno 7. 5. 2010. URL: <http://neal.ctstateu.edu/history/world_
history/archives/limb-l.html>.

Ime i prezime
Naziv ustanove na engleskom
NASLOV RADA NA ENGLESKOM
Summary
Rezime rada (na engleskom jeziku); Font Times New Roman, veli¢ina slova 10,

jednostruki prored. Rezime treba da bude proSirena verzija apstrakta (oko 300 reci).

Key words: prevedene kljucne reci sa pocetka rada.

Biografija autora do 100 re¢i na srpskom jeziku (datum rodenja, profesija,
mesto/drZava stanovanja, uza nauc¢na oblast, glavne publikacije).

RADOVI KOJI NE BUDU POSTOVALI TEHNICKA UPUTSTVA BICE
VRACENI AUTORU NA DORADU.
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METODICKI VIDICI (METHODOLOGICAL PERSPETIVES)
FACULTY OF PHILOSOPHY, NOVI SAD

STYLESHEET

The paper can be submitted no throughout the entire year in the electronic form as
an email attachment (.doc, NOT .docx) to metodicki.vidici@ff.uns.ac.rs. The paper
can be written in all the languages studied at the Faculty of Philosophy in Novi
Sad.

The paper has to have the following elements:

Name Middle Initial Surname of the author
Affiliation in the following order

University

Faculty, Department

Email address

EXAMPLE:

Petra B. Nedeljkovi¢

Univerzitet u Novom Sadu

Filozofski fakultet, Odsek za anglistiku
petranedeljkovic@gmail.com

IF THE AUTHOR IS A DOCTORAL STUDENT, THE AFFILIATION IS
LISTED IN THE FOLLOWING ORDER:

University of Novi Sad

Faculty of Philosophy

PhD Studies of Philosophy / Language and Literature / History / Sociology /
Pedagogy etc.

Email address


mailto:metodicki.vidici@ff.uns.ac.rs
mailto:petranedeljkovic@gmail.com

METHODOLOGICAL PERSPETIVES

TITLE OF THE PAPER*

ABSTRACT

Abstract and key words (in the language of the paper). Font Times New Roman,
size 10, with the indent below the title, line spacing 1. The abstract should be 100-150
words long.

Key words: cite the key words after the abstract, new line; cite up to 10 words.

TITLE OF THE PAPER IN SERBIAN

APSTRAKT
Abstract in Serbian, translated from English, the same as the English version
above.

Key words in Serbian, the same as above.

Text of the paper; length 4.000-7.000 words (including the abstract,
references and the summary in Serbian); size A4; font Times New Roman; font
size 12; spacing 1.5; footnotes;® short citations are kept in-text and longer
citations (3 or more lines) are separated from the text (new line, 1.5 cm indent);
citation sources are given in brackets e.g. (Filipovi¢ 1986: 25). The paper should
have sections (e.g. 1. INTRODUCTION - all caps) and subsections (e.g. 3.1.
Research sample — initial capital).

ILLUSTRATIONS AND TABLES

Text in diagrams and tables: Font Times New Roman, size 10, normal.
Caption under illustrations (graphs, images): Font Times New Roman, size 10,
normal, central alignment, marked as: Table 1, Image 1, Diagram 1, etc.

11t is necessary to note if the paper is part of a project (e.g. Ministry of Education, Science and
Technological Development). If the paper is based on a seminar paper from PhD studies, this piece of
information should be stated in the footnote.

2 Footnotes should contain only the author’s comments.
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STYLESHEET

REFERENCES®

Times New Roman 12, spacing 1.5, hanging indent. Ordered alphabetically.
The list should contain only the sources that were explicitly mentioned in the

paper.

Books:

Radovanovi¢, M. (1986). Sociolingvistika. Novi Sad: Knjizevna zajednica
Novog Sada — Dnevnik.

beuanosuh, b., Jespuh, J., [Tetposuh, 3. (2011). Hcmopuja 7: yubenuk 3a ceomu
paspeo ocrogue wixone. beorpan: Kier.

Papers in journals:

Reynolds, S. (1983). Medieval Origins: Gentium and the Community of the
Realm. History 68: 375-390.

Radovanovi¢, M. (2012). O logici jezicke promene. Glas 28: 29-42.

Filipovi¢, J., Vuco, J., Puri¢, Lj. (2007). Critical review of language education
policies in compulsory primary and secondary education in Serbia. Current
Issues in Language Planning 8 (1): 222-242.

Papers in proceedings:

Sperber, D. (1990). The Epidemiology of Beliefs, in The Social Psychological
Study of Widespread Beliefs, ed. C. Fraser & G. Gaskell (Oxford:
Clarendon Press): 25-44.

Radovanovi¢, M. (2015). Predrag Piper o jeziku i prostoru, u U prostoru
lingvisticke slavistike, ur. Lj. Popovi¢, D. Vojvodi¢, M. Nomaci (Beograd:
Filoloski fakultet): 25-34.

Electronic publications:

Limb, P. (1992). Alliance Strengthened or Diminished?: Relationships between
Labour & African Nationalist/Liberation Movements in Southern Africa.
Pristupljeno 7. 5. 2010. URL: <http://neal.ctstateu.edu/history/world_
history/archives/limb-l.htmi>.

% References are listed alphabetically after the APA standard.
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METHODOLOGICAL PERSPETIVES

Author’s name and surname
Affiliation in Serbian

TITLE OF THE PAPER IN SERBIAN
Sazetak (in Serbian)’
Summary of the paper in Serbian; Font Times New Roman, font size 10, single
spacing. The summary should be an extended version of the abstract (up to 300 words).
Key words: key words from the beginning of the article, translated in Serbian.

Author’s biography of up to 100 words in Serbian (date of birth, profession, town/country
of residence, field of interest, main publications).

PAPERS THAT DO NOT FOLLOW THE STYLESHEET SHALL BE
RETURNED TO THE AUTHOR FOR CORRECTION.

* The authors who do not speak Serbian will be provided a translation of their summary into Serbian.
They just have to send a summary of cca. 300 words in the language of the paper.

358



METODICKI VIDICI (METHODISCHE PERSPEKTIVEN)
PHILOSOPHISCHE FAKULTAT NOVI SAD, NOVI SAD

HINWEISE ZUR FORMATIERUNG DER AUFSATZE

Sie koénnen uns lhre Aufsdtze ganzjahrig in elektronischer Form (NUR DOC-
Format, DOCX-Format ist nicht zuldssig) als E-Mail-Anhang uber die E-Mail-
Adresse metodicki.vidici@ff.uns.ac.rs zukommen lassen. Der Aufsatz kann in allen
Sprachen verfasst werden, die an der Philosophischen Fakultét angeboten werden.

* * *

Der Aufsatz soll folgende Elemente enthalten:

Vorname, Anfangsbuchstabe des Vaters- oder Muttersnamens, Familienname des
Autors

Der Name der Institution, an der der Autor tatig ist, wird in der folgenden
Reihenfolge angegeben

Universitat

Fakultat, Abteilung

E-Mail Adresse

BEISPIEL.:

Petra B. Nedeljkovi¢

Univerzitet u Novom Sadu

Filozofski fakultet, Odsek za anglistiku
petranedeljkovic@gmail.com

HANDELT ES SICH BEI AUTOREN UM DOKTORANDEN, WIRD DIE
AFFILIATION AUF FOLGENDE WEISE ANGEGEBEN:

Universitat Novi Sad

Philosophische Fakultét

Doktorstudium  der  Philosophie/  Sprache und Literatur/  Soziologie/
Erziehungswissenschaft

E-Mail-Adresse


mailto:metodicki.vidici@ff.uns.ac.rs
mailto:petranedeljkovic@gmail.com

METHODISCHE PERSPEKTIVEN

TITEL DES AUFSATZES'

ABSTRACT

Abstract des Aufsatzes (ca. 100-150 Worter) und die Stichwdrter werden in der
Sprache des Artikels verfasst. Font Times New Roman (10pt), mit dem Einzug unter dem
Titel, einzeiliger Zeilenabstand.

Stichworter: im Anschluss an Abstract in der neuen Zeile schreiben (bis 10 Stichworter).

ABSTRACT
The same abstract as above, translated into English. Font Times New Roman,
point 10, single spacing, 100-150 words long.

Key words: translated from German.

Der Text des Aufsatzes; Lange zwischen 4000-7000 Worter (einschliel3lich
des Abstracts, der Literatur und der Zusammenfassung auf Serbisch); Papierformat
A4, Font Times New Roman (12pt); Zeilenabstand 1,5; FuRnoten?; kiirzere Zitate
werden im Text behalten, langere Zitate (3 oder mehrere Zeilen) werden vom Text
getrennt (neue Zeile, Einzug 1,5 cm); Die Quellen fiir Zitate werden im Text in
Klammern angegeben, zum Beispiel (Filipovic 1986: 25). Der Artikel soll in
Abschnitten eingeteilt werden (zum Beispiel 1. DIE EINFUHRUNG -
GroRbuchstaben) und Unterabschnitten (zum Beispiel 3.1 Untersuchungsprobe —
grolRe Anfangsbuchstaben).

ILLUSTRATIONEN UND TABELLEN

Beschriftung graphischer Darstellungen (Tabellen und Diagramme): Schrift Times
New Roman, 10 pt, normal.

Legenden unter Diagrammen oder Bildern: Schrift Times New Roman, 10 pt,
normal, zentriert, Bezeichnung: Tabelle 1, Bild 1, Diagramm 1 usw.

! Es ist notwendig anzugeben, ob der Aufsatz das Ergebnis eines Projekts ist. Falls der Aufsatz auf
einer Seminararbeit aufbaut, die im Rahmen des Doktorstudiums verfasst wurde, sollte diese
Information in der FuRBnote angegeben werden.

2 FuRnoten enthalten nur Kommentare und Anmerkungen des Autors.
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HINWEISE ZUR FORMATIERUNG DER AUFSATZE

LITERATURVERZEICHNIS?

Times New Roman (pt 12), Zeilenabstand 1,5, hdngender Einzug.
Im Literaturverzeichnis werden nur Quellen angegeben, die im Artikel explizit
erwahnt wurden.

Biicher:

Radovanovi¢, M. (1986). Sociolingvistika. Novi Sad: Knjizevna zajednica
Novog Sada — Dnevnik.

beuanosuh, b., Jespuh, J., [Tetposuh, 3. (2011). Hcmopuja 7: yubenuk 3a ceomu
paspeo ocrogue wixone. beorpan: Kier.

Zeitschriftenaufsatz:

Reynolds, S. (1983). Medieval Origins: Gentium and the Community of the
Realm. History 68: 375-390.

Radovanovi¢, M. (2012). O logici jezicke promene. Glas 28: 29-42.

Filipovié, J., Vuco, J., Puri¢, Lj. (2007). Critical review of language education
policies in compulsory primary and secondary education in Serbia. Current
Issues in Language Planning 8 (1): 222-242.

Monographien:
Sperber, D. (1990). The Epidemiology of Beliefs, in The Social Psychological

Study of Widespread Beliefs, ed. C. Fraser & G. Gaskell (Oxford:
Clarendon Press): 25-44.

Radovanovi¢, M. (2015). Predrag Piper o jeziku i prostoru, u U prostoru
lingvisticke slavistike, ur. Lj. Popovi¢, D. Vojvodi¢, M. Nomaci (Beograd:
Filoloski fakultet): 25-34.

Internet-Dokument:

Limb, P. (1992). Alliance Strengthened or Diminished?: Relationships between
Labour & African Nationalist/Liberation Movements in Southern Africa.
Pristupljeno 7. 5. 2010. URL: <http://neal.ctstateu.edu/history/world
history/archives/limb-l.htmi>.

® Das Literaturverzeichnis wird alphabetisch nach Namen der Autoren geordnet, mit der Einhaltung
des APA Standards.
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METHODISCHE PERSPEKTIVEN

Vorname und Name
Name der Institution auf Serbisch

TITEL DES AUFSATZES AUF SERBISCH

Zusammenfassung (auf Serbisch) *
Die Zusammenfassung des Aufsatzes soll auf Serbisch verfasst werden, Font

Times New Roman (10pt), einzeiliger Zeilenabstand. Die Zusammenfassung soll eine
erweiterte VVersion des Abstracts sein (ca. 300 Worter).

Stichworter: Stichworter vom Anfang des Aufsatzes in der serbischen Ubersetzung.

Biographie des Autors bis 100 Worter auf Serbisch (Geburtsdatum, Beruf,
Wohnort/Land, Forschungsgebiet, wichtigste Publikationen)

AUFSATZE, DIE DIESE AUTORENHINWEISE NICHT BERUCKSICHTIGEN,
WERDEN ZUR UBERARBEITUNG AN DIE AUTOREN
ZURUCKGESCHICKT.

* Die Redaktion wird die Zusammenfassungen der Autoren ohne Serbischkenntnisse iibersetzen
lassen.
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METODICKI VIDICI (PERSPECTIVES DIDACTIQUES)
FACULTE DE PHILOSOPHIE, NOVI SAD

CONSIGNES AUX AUTEURS

Les contributions doivent étre soumises sous forme électronique (obligatoirement
au format .doc, dans aucun cas au format .docx) et envoyées en piéce jointe a
I’adresse suivante : metodicki.vidici@ff.uns.ac.rs au cours de toute 1’année. Les
contributions peuvent étre écrites dans toutes les langues étudiées a la Faculté de
Philosophie de 1’Université de Novi Sad.

Chaque contribution doit contenir les éléments suivants :

Prénom, initiale du prénom d’un des parents, nom de ’auteur
Affiliation de I’auteur devrait étre donnée comme ci-dessous :
Université

Faculté, Département

Adresse électronique

EXEMPLE:

Petra B. Nedeljkovi¢

Univerzitet u Novom Sadu

Filozofski fakultet, Odsek za anglistiku
petranedeljkovic@gmail.com

SI L’AUTEUR EST UN DOCTORANT, L’AFFILIATION DEVRAIT ETRE
DONNEE COMME CI-DESSOUS :

Université

Faculté, Département

Etudes doctorales en philosophie / en langue et littérature / en histoire / en
sociologie / en pédagogie, etc.

Adresse électronique


mailto:metodicki.vidici@ff.uns.ac.rs
mailto:petranedeljkovic@gmail.com

PERSPECTIVES DIDACTIQUES

TITRE DE LA CONTRIBUTION'

ABREGE

Abrégé et mots-clés (en langue originale du texte de la contribution). Police de
caractéres Times New Roman, 10 points, retrait positif de premiere ligne au-dessous du
titre, interligne simple. L abrégé doit contenir entre 100 et 150 mots.

Mots-clés: écrire les mots-clés a la ligne, dans la suite de ’abrégé; citer au maximum 10
mots-clés.

ABSTRACT
The same abstract as above, translated into English. Font Times New Roman,
point 10, single spacing, 100-150 words long.

Key words: translated from French.

Texte de la contribution ; longueur du texte entre 4.000 et 7.000 mots (y
compris I’abrégé, la bibliographie et le résumé en langue étrangére) ; format de
papier A4 ; police de caractéres Times New Roman; 12 points; interligne 1,5
. des notes de bas de page® ; les citations courtes sont intégrées au corps du texte
tandis que les citations longues (3 lignes ou plus) sont présentées en paragraphe
indépendant (a la ligne, un retrait positif de 1,5 cm) ; les références des citations
sont incorporées dans le texte, entre parentheses, par ex. (Filipovi¢ 1986: 25). Le
texte de la contribution doit étre réparti en sections (par ex. 1. INTRODUCTION -
avec un titre de section en majuscules) et en sous-sections (par ex. 3.1. Echantillon
de recherche — avec majuscule initiale).

ILLUSTRATIONS ET TABLES

Le texte dans les illustrations graphiques (tables, schémas) : police de caractéres
Times New Roman; 10 points; normal.

Les légendes au-dessous des illustrations (illustrations graphiques, images) : police
de caracteres Times New Roman ; 10 points ; normal ; centré ; titre : Table 1,
Image 1, Graphique 1, etc.

111 est nécessaire de noter si une contribution fait partie d’un projet de recherche particulier (par
exemple, du Ministére de I’Education, de la Science et du Développement technologique de la
République de Serbie). S’il s’agit d’une contribution issue d’un travail de séminaire fait au cours des
études doctorales, cette information doit étre indiquée dans une note en bas de page.

2 Les notes de bas de page ne sont réservées qu’aux commentaires des auteurs.

364



CONSIGNES AUX AUTEURS

BIBLIOGRAPHIE?®

Times New Roman 12, interligne 1,5, retrait négatif de premiére ligne.
La liste des références bibliographiques doit contenir seulement des sources
explicitement citées dans la contribution.

Un ouvrage :
Radovanovi¢, M. (1986). Sociolingvistika. Novi Sad: Knjizevna zajednica

Novog Sada — Dnevnik.
beuanosuh, b., Jespuh, J., [Tetposuh, 3. (2011). Hcmopuja 7: yubenuk 3a ceomu
paspeo ocnogre wikone. beorpan: Kier.

Un article de périodique :

Reynolds, S. (1983). Medieval Origins: Gentium and the Community of the
Realm. History 68: 375-390.

Radovanovi¢, M. (2012). O logici jezicke promene. Glas 28: 29-42.

Filipovi¢, J., Vuco, J., Puri¢, Lj. (2007). Critical review of language education
policies in compulsory primary and secondary education in Serbia. Current
Issues in Language Planning 8 (1): 222-242.

Un article dans un recueil :

Sperber, D. (1990). The Epidemiology of Beliefs, in The Social Psychological
Study of Widespread Beliefs, ed. C. Fraser & G. Gaskell (Oxford:
Clarendon Press): 25-44.

Des éditions électroniques :

Limb, P. (1992). Alliance Strengthened or Diminished?: Relationships between
Labour & African Nationalist/Liberation Movements in Southern Africa.
Pristupljeno 7. 5. 2010. URL:
<http://neal.ctstateu.edu/history/world_history/archives/limb-l.html>.

% 11 faut donner les références bibliographiques dans 1’ordre alphabétique, selon les normes de 1’ APA.
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PERSPECTIVES DIDACTIQUES

Prénom et nom de ’auteur
Affiliation en serbe

TITRE DE LA CONTRIBUTION EN SERBE
Sazetak (en serbe)”
Résumé en serbe ; police de caracteres Times New Roman, 10 points, interligne

simple. Le résumé doit étre une version élargie de 1’abrégé (d’environ 300 mots).

Mots-clés: mots-clés de I’abrégé de la contribution, traduits en serbe.

Biographie de I’auteur de 100 mots au maximum en Serbe (date de naissance,
profession, ville/pays de domicile, domaine scientifique, publications principales).

LES CONTRIBUTIONS NE RESPECTANT PAS LES CONSIGNES
TECHNIQUES DONNEES CI-DESSUS SERONT RENDUES A L’AUTEUR
POUR UN REMANIEMENT.

* Si les auteurs ne parlent pas serbe, la rédaction s’engage de faire la traduction de leurs résumés.
Dans ce cas-l1a, les auteurs doivent envoyer leurs résumés d’environ 300 mots en langue originale de
la contribution.
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