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HPEAT'OBOP

Tokom KoH(pepeHIje KOjoM ce O3Ha4aBao 3aBpIIETaK MpojexTa Pa3moj
KOMIIETEHIIMja HACTaBHHUKA LIMAHCKOT je3HKa 3a MOoAyYaBame Jelle PaHoT y3pacra y
qurataaHoM 100y 2022. romuHe, y atMocdepH KOJIeTHjalHE pa3MeHe, pOAwiia ce
uneja o mnpupehuBamy myOnuKamuje koja Om Omma mocBeheHa je3WYKoM
oOpa3oBamy Ha paHOM y3pacTy. TeMar mpej Bama pe3ylnTar je Te 3aMHUCIIH, a Hallla
3aXBaJHOCT je ymyheHa ayTopkama M ayTopuMa KOju Cy C€ Ofa3Bajii MO3WBY U
penakuuju yaconuca Memoouuxu suduyu, Koja je mperno3Haja 3Ha4aj OBe TeMe.

OBaj Opoj wacommca o0jenHIbyje pafioBe Pa3IHMUUTHX AUCHUTUTMHAPHUAX
OpHWjeHTalMja, TeMa U METONOJOMKAX M300pa. 3ajemHHYK0 UM je, TaK,
WHTEpEeCOBalkbEe 3a pa3BOj KOMYHHUKAaTHBHE M IUTYPHJIMHIBAJIHE KOMIICTCHIIH]E
yYeHHKa paHOT y3pacTa, C TUM MITO MOA OBHM TEPMHHOM — Yy CKIamy ca
o0OpazoBHEM KoHTekcToM CpbOuje — o0yxBaTaMO M YYCHHUKE BHIIMX paspera
ocHoBHe mikoJe (10 14 roguna). TemaT oTBapaMo MpEenIEAHUM paloM TocTyjyhux
ypenuuma Ane JoBanoBuh n Came Mapuunh Mecaposuh, y kojeM ce faje mprka3
UCTpaXMBamba HA TEMY YCBajama M MOIy4yaBara CTPAHUX je3lKa Ha PAHOM Yy3pacTy
y HayyHo] mnepuoxunu Cpbuje on 2013. mo 2023. roxune. CrpoBeneHa
MeTaaHaJIn3a yjeJHO MOCTaBba TEMATCKH OKBUD 32 MPEAJIOKEHH PeloCIie]l pasoBa
OBe IyOHKaIuje.

[IpBy menuHy 4YMHE pPajOBH W3 OONACTH je3MYKe OOpa3oBHE ITOJUTHUKE U
TUTaHUpama. Y KPUTHYKO] aHAIN3H JIPYIITBEHO-00Pa30BHUX OKOJHOCTHU C TIOYETKA
21. Beka, Jbusbana bBypuh npencrasspa ynory (uiIoNoONmKe CTpyke y OONMKOBambY
jesndke 00pa3oBHE TOJIUTHUKE; JIeTyje a Cy OyKe U3 OBOT paJia akTyelHe cajia Kao
u TokoM oOpasoBHe pedopme 2003. rogmue. Pan Ha mmanckoMm je3uky TuOopa
Bepre naje mpukas TpeHYTHOT cTaTyca IIIMAHCKOT Ka0 CTPAHOT je3uka y Mahjapckom
OCHOBHOM oOpa3oBamy. [locienama J1Ba pajga oBe IenuHe TmocBeheHa cy
pasmatpamy IWAAKTUYKHX MOZENia KOjU MMajy TMOTEHLHjall Ja yHampeae MpoLec
HacTaBe M Yy4ema CTPaHMX je3uKa Ha paHoM y3pacty: Karapuna 3aBummx
anHanmusupa pasiamuure acriekte CLIL HacrtaBe, mox Anekcanapa [ojkoB Pajuh u
Mapujana Ilanpuh najy mpenopyke 3a peanusanyjy MHTETPATUBHOT MPUCTYNA Y
HACTaBH HEMAUYKOT M PYCKOI je3UKa.

Jpyra Temarcka 1ieniHa nocBehena je oOpa3oBamy HacTaBHUKA CTPAHOT
jesuka. Jenena ®unmmoBuh M3HOCH MHCIUPATHBHY apryMEHTALWjy 3a MPUMEHY
TPAaHCOUCUUIUIMHAPHOT ¥ AHT&KOBAHOI TMPHUCTyNa Yy eaykanuju Oymyhux
HacTaBHUKa, oK Mumua Mactuno u Jenena KoBau npencraBibajy ciydaj ynpaBo
jemHe TaKBEe WHHIMjAaTHBE y OKBHPY IIporpaMa yderma 3ajlarabeM Y 3ajCTHHIIH.
Harama JanxoBuh m HeBena byhesar, mak, BIacTHTHM TPUMEPOM HITYyCTPY]Y



OpUHIMI pedieKcuBHE Mpakce Ha cly4yajy Kypca HWHTETpaTHBHE OWJIMHIBAHE
HacTaBe 3a CTyleHTe—Oyayhe yunresse 1 BacuTaye.

Pan buspane Pamguh-bojanmh ocnama ce Ha TEOPHjCKO-METOIOIOIIKO
YIOpUIITE TICHXOIUHTBUCTUKE M ToceOHe o0JacTh y HEHOM JOMEHY: OHa
UCTPaXyje aHKCHO3HOCT Ka0 MHAWBHUIYANTHH (HaKTOp ydeHHKAa OCHOBHE IIKOJIE. Y
cBOM paxy AHzpea-beara Jennh onmcyje HeaBHUM IpoIiec YBohema MIMaHCKOT Kao
JPYTOT CTPAaHOT je3HWKa Y XpBaTCKe OCHOBHE IIKOJIC U aHAJIM3UPA CTABOBE YUCHHKA
mpema TOj oOpa3oBHO] HoBuHH. Crenmeha mBa paga aHaIM3UpPajy pasiIdduTe
(hakrope Koju yTHUYy Ha y4eme cTpaHor jesuka; tako Cenka CrojaHoB u Haramia
[TonoBuh pazmartpajy ymory poauTtesba y n300py (ppaHIyCKOT Kao CTPaHOT je3uKa y
HedopMaTHOM 00pa3oBamy, AOK HCTpaknBame Jlyme bpaHKoB ykasyje na yueme
CTPaHOT je3HKa MOXKE YTHLIATH Ha N300 CTPAHOT je3UKa U y KACHH]EM IIEPHOLIY.

I'moromupakTruke TemMe o0jequmbyjy TPUIIOTe Y 4eTBPTOj IenuHu. [opaHa
3eueruh KpHeta Aaje ucupnHy aHanu3y TPaHCjJE3MUKUX elieMeHaTa Y aHUMHPaHUM
¢unMoBuMa 3a Jemy, TyMadd HUXOBY (QYHKIM]y M yKazyje Ha MoryhHoCTH
MHTETpaIHje OBUX WHOBATHBHUX aKTHBHOCTH Y HACTABy CTPAHOT je3UKa Ha PaHOM
y3pacTy. YBEK aKTyeJIHOM TeMOM OIMCMEmaBamkha Ha paHOM y3pacTy OaBu ce
Hanujena JbyOojeBuh, koja WCTpaxyje CTaBOBE HACTABHWKA EHIVIECKOT je3HMKa
npeMa HacTaBU MOYETHOT MHCamka y HIKHM pa3peirMa OCHOBHE Ikose. Bepa
CaBul mcTpaxyje mpakce HacTaBHHMKA MPHIMKOM OICHHBamba yUYCHHKa pPaHOT
y3pacra y OHJajH KoHTeKcTy, nok [lanumjena IIpommh-CaHroBall naje KpUTHYKA
OCBPT Ha ynory jnoMahinx 3ajaTaka y HACTaBU M y4YeHY CTPaHHX je3MKa Ha PAaHOM
y3pacry.

Temat 3a0kpyxyjeMo mpukazoM PedepeHTHOr OkBHpa KOMIIETEHIMja 3a
JEMOKPATCKy KyITypy, KojuM ayTopka Maja AnapujeBuh moxpceha Ha KibydHY
yJAOTy y4yema W HacTaBe CTPaHUX je3WKa Ha PaHOM Y3pacTy y pa3Bojy OIIITHX
KOMIIETEHIIN]ja YICHUKA 32 KUBOT y CABPEMEHOM JPYIITBY.

T'octyjyhe ypennune
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USVAJANJE | NASTAVA STRANIH JEZIKA NA RANOM UZRASTU U
NAUCNOJ PERIODICI SRBIJE: PERIOD OD 2013. DO 2023. GODINE

APSTRAKT: Usvajanje i nastava stranih jezika na ranom uzrastu privlaci paznju istrazivaca
razli¢itih disciplinarnih opredeljenja ve¢ duzi niz decenija, kako u globalnim tako i u
lokalnim okvirima. Predmet analize ovog rada predstavlja utvrdivanje osnovnih
istrazivackih tendencija u nauc¢noj periodici Republike Srbije u periodu od 2013. do 2023.
godine. Korpus za predloZenu metaanalizu ¢ini 76 radova relevantnih za oblast ranog
usvajanja i/ili nastave stranih jezika a koji su u pomenutom periodu objavljeni u nau¢nim
Casopisima kategorije 51 ili viSe. Analizom sadrzaja dolazimo do zakljucka da su u pitanju
primarno radovi iz oblasti jezicke obrazovne politike i planiranja, CLIL nastave,
obrazovanja nastavnika stranih jezika, psiholingvistike i glotodidaktike. U empirijskim
istrazivanjima se dominantno izdvaja kvantitativni pristup, dok su kvalitativna istraZivanja
zastupljena u znacajno slabijoj meri. lako radovi otvaraju izuzetno znacajne i aktuelne teme
u okviru ovog dinami¢nog istrazivackog polja, evidentno je odsustvo sveobuhvatnijih
istrazivackih projekata koje bi zahtevalo teSnje nau¢no umrezavanje.

Kljucne reci: usvajanje stranih jezika na ranom uzrastu, nastava stranih jezika na ranom
uzrastu, jeziCka obrazovna politika, glotodidaktika, psiholingvistika, istrazivacke
tendencije, nau¢na periodika.

EARLY FOREIGN LANGUAGE ACQUISITION AND TEACHING: A
REVIEW OF RESEARCH PUBLICATIONS IN SERBIAN SCIENTIFIC
JOURNALS IN THE PERIOD FROM 2013 TO 2023

ABSTRACT: The acquisition and teaching of foreign languages at an early age has attracted
the attention of researchers of various disciplinary orientations for several decades, both in
global and local contexts. In this article we propose a meta-analysis of these tendencies in
Serbian scientific journals in the period from 2013 to 2023. Our corpus consists of 76



Ana S. Jovanovié, Sanja M. Marici¢ Mesarovié

articles relevant for the field of early foreign language acquisition and/or teaching. Through
their content analysis, it may be concluded that these are primarily research papers and
review articles in the field of language education policy and planning, CLIL teaching,
foreign language teacher education, psycholinguistics, and glottodidactics. In research
papers, there is a dominance of the quantitative approach, while qualitative research is
clearly underrepresented. Although the works open significant and current topics within
this dynamic research field, the absence of more comprehensive research projects that
would require closer scientific collaboration is evident.

Key words: early foreign language acquisition, early foreign language teaching, language
education policy and planning; glottodidactics, psycholinguistics, review paper, scientific
journals.

1. UvOD

Oblast usvajanja i nastave stranih jezika na ranom uzrastu ve¢ decenijama
privlacéi paznju naucne i stru¢ne javnosti, Sto potvrduje bogata izdavacka delatnost
na globalnom ali i lokalnom nivou. Nau¢na istrazivanja otkrivaju prednosti ranog
ucenja jezika koje se ticu ne samo procesa u usvajanju ciljnog jezika, vec
sveukupnog psiho-fizickog razvoja deteta (v. Krstic 2021). Jezicka obrazovna
politika vecine zemalja evropskog prostora nedvosmisleno ukazuje na vaznost
uvodenja nastave stranog jezika od ranog uzrasta o ¢emu svedoce razli¢iti zvani¢ni
dokumenti kojima se ukazuje na znacaj razvoja visejeziCne, plurikulturne osobe
spremne za zivot u demokratskom drustvu (Savet Evrope 2001, 2018 i drugi).
Stavige, postoji veliki stepen konsenzusa na nivou jezi¢ke obrazovne politike
evropskih zemalja kojima se daju jasne preporuke za uvodenje i sprovodenje
nastave stranih jezika na ranom uzrastu (Evropska Komisija 2003, 2011).
Medutim, ishodi takvih preporuka nisu uvek u skladu sa postavljenim ciljevima,
Sto ukazuje na izvesni raskorak izmedu jezicke politike na makronivou i
mikronivou, tj. odluka i aktivnosti u ¢itavom obrazovnom sistemu, i onih koje se
odnose na primenu tih politika u neposrednom nastavnom kontekstu. Za dublje
razumevanje ovih tendencija neophodno je sistematicno proucavanje razli¢itih
aspekata usvajanja i nastave stranih jezika na ranom uzrastu, $to upravo ¢ini fokus
naseg rada.

Ovim tekstom nastojimo da ponudimo pregled istrazivanja koja se bave
usvajanjem i nastavom stranih jezika na ranom uzrastu, iz perspektive razlicitih
disciplina i to, primarno, jezicke obrazovne politike, primenjene lingvistike,
psiholingvistike i glotodidaktike. Period ranog uzrasta se u literaturi razli¢ito
definiSe, ali se s izvesnom sigurno$¢u moze re¢i da razdoblje od trece do Seste
godine predstavlja period veoma ranog uzrasta, dok je period ranog uzrasta od
sedme do dvanaeste godine (Jovanovi¢, Zavisin, Puri¢ 2019: 33). U ovom radu se
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primarno bavimo usvajanjem i nastavom jezika na ranom uzrastu, s tim §to ovaj
period produzavamo na uzrast do cetrnaest godina, s obzirom na obrazovne
okolnosti u kojima se realizuje nastava stranog jezika u osnovnim Skolama
Republike Srbije. U nastavku rada dajemo detaljan opis metodologije kojom smo
se vodile prilikom formiranja korpusa i kriticki prikaz istrazivanja u skladu sa
tematskim okvirima identifikovanih radova. U zakljucku ukazujemo na
najznacajnije tendencije u pogledu relevantnih radova u naucnoj periodici u
poslednjih deset godina i dajemo moguce smernice za dalja istrazivanja.

2. KORPUS

Prilikom identifikacije relevantnih radova, vodile smo se Sirim tematskim
okvirom, te smo u razmatranje uvrstile sve radove koji se svojim naslovom,
klju¢nim recima i/ili apstraktom, odnosno rezimeom referiSu na usvajanje i/ili
nastavu stranih jezika na ranom uzrastu. S obzirom na izazov koji predstavlja ovaj
zadatak i veliki rizik od moguénosti da neki znacajni radovi budu izostavljeni, bilo
je vazno utvrditi jasne kriterijume kojima ¢emo se voditi prilikom formiranja
korpusa. Kako smo napredovale u istrazivanju, tako su nasi kriterijumi postajali
stroziji, te u ovoj, konacnoj verziji podrazumevaju radove koji su objavljeni u
domaé¢im nau¢nim Casopisima sa kategorijom MS51 ili viSom u okviru sledecih
nau¢nih oblasti: 1. druStveno-humanisti¢ke, odnosno drus$tvene nauke, 2.
psihologija, pedagogija, andragogija i specijalno vaspitanje i 3. knjizevnost i jezik,
a u skladu sa kategorizacijom cCasopisa koju sprovodi resorno ministarstvo
(https://kobson.nb.rs/nauka_u_srbiji/kategorizacija_casopisa_.33.html). Odluka da
se ograni¢imo na pomenute kategorije u vezi je s karakteristikama radova, buduci
da Casopisi kategorija M51 ili viSom primarno objavljuju originalne istrazivacke ili
pregledne radove sa dvostrukom slepom recenzijom §to je, samo po sebi, izvesni
garant njihovog kvaliteta. Period koji uzimamo u razmatranje obuhvata poslednjih
deset godina (2013-2023) (v. Tabela 1).
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Casopisi u oblasti
interdisciplinarnih
nauka

Zbornik Matice srpske za drustvene nauke
Teme

Godisnjak Filozofskog fakulteta Novi Sad
Filozofija i drustvo

Temida

Megatrend revija

Treéi program

Vojno delo

Casopisi u oblasti
psihologije,
pedagogije,
andragogije i
specijalnog
vaspitanja

Andragoske studije

Zbornik Instituta za pedagoska istrazivanja
Nastava i vaspitanje

Primenjena psihologija

Pedagogija

Psiholoska istrazivanja

Specijalna edukacija i rehabilitacija

Casopisi u oblasti
jezika i knjiZevnosti

Anali Filoloskog fakulteta

Belgrade English Language & Literary Studies (BELLS)
Facta Universitatis

Filoloski pregled

Godisnjak Filozofskog fakulteta Novi Sad
International Journal of Cognitive Research in Science,
Engineering and Education (IJCRSEE)

Metodicki vidici

Naslede

Philologia Mediana

Uzdanica

Zbornik Matice srpske za knjizevnost i jezik

Zbornik Matice srpske za filologiju i lingvistiku
Juznoslovenski filolog

Knjizevna istorija

Srpski jezik — studije srpske i slovenske

Glas SANU, Odeljenje jezika i knjizevnosti

Zbornik Matice srpske za slavistiku

Zbornik Matice srpske za scenske umetnosti i muziku
Naucni sastanak slavista u Vukove dane

Nas jezik

Onomatoloski prilozi

Prilozi za knjiZzevnost, jezik, istoriju i folklor

Srpski dijalektoloski zbornik

Stil

Teatron

Zbornik radova Fakulteta dramskih umetnosti

Zbornik radova Filozofskog fakulteta Univerziteta u Pristini (sa
sediStem u Kosovskoj Mitrovici)

Tabela 1. Casopisi sa liste resornog ministarstva za relevantne discipline sa kategorijom
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Slede¢i korak prilikom formiranja korpusa podrazumevao je analizu
disciplinarnih i tematskih okvira ¢asopisa sa liste resornog ministarstva — u okviru

ve¢ pomenutih disciplina — da bismo na osnovu takve pretrage eliminisale ¢asopise
koji se ne bave nama relevantnom temom. Ovo nam je omogucilo da svoju

pretragu svedemo na 22 casopisa koji su u izu¢avanom periodu u nekom trenutku,

ili sve vreme, imali kategoriju MS51 ili visu. Tabela 2 predstavlja podatke o
kategorijama tih Casopisa za poslednjih deset godina, kao i broj radova u vezi s

ranim usvajanjem i/ili nastavom stranih jezika za godine u kojoj je casopis
zadovoljavao nas$ kriterijum odgovarajuce kategorije.

2013 (2014 |2015 |2016 |2017 |2018 (2019 (2020 |2021 {2022 |2023 >

Anali Filoloskog [M52 |M52 |M51 |M51 |M51 |M51 |M51 |M51 |M51 |M51 |M51
fakulteta / / 0 0 1 1 3 0 1 1 0 7

BELLS M52 |M52 [M52 |M52 [M52 |M52 ([M52 |M52 |M52 |[M51 |M51
/ / / / / / / / / 0 1 1

Facta Universitatis M51 |M51 [M51 |M51 ([M51 |M51 ([M51 |M51 |M51 |M51 |M51
0 0 0 0 0 0 0 0 0 0 0 0

Filoloski pregled M51 |M51 [M51 |M51 ([M51 |M51 ([M51 |M51 |M51 |M51 |M51
0 0 1 0 0 0 0 0 0 0 0 1

- M51 |M51 [M51 |M51 ([M51 |M51 ([M51 |M51 |M51 |[M51 |M51
Godisnjak FFUNS 0 0 0 0 0 0 > 0 1 0 0 3

/ / M53 [M53 [M53 [M53 |M52 |[M51 [M51 [M51 [M23
NCRSEE T VA [ A AN VA VA A [ AR 5

Inovacije u nastavi M52 |M52 [M51 |M51 [M51 |M51 [M24 [M24 |[M23 [M23 [M23
/ / 2 0 1 0 0 1 1 0 0 5

Metodicki vidici M53 |M53 [M52 |M52 [M52 |M52 ([M52 |M51 |M51 |M51 |M51
/ / / / / / / 1 0 0 2 3

Naslede M51 |M51 [M51 |M51 ([M51 |M24 [M24 |M24 |[M23 [M23 |M23
1 1 3 2 1 0 0 1 1 2 2 14

Nastava i M24 |M24 [M24 |M24 [M51 |M51 ([M51 |M51 |[M24 [M24 |M23
vaspitanje 0 0 1 1 0 1 1 0 0 1 0 5

Pedagogija M51 |M51 |M51 |M51 |[M52 |M52 |M53 [M52 |M53 [M53 [M53
0 0 1 1 / / / / / / / 2

Philologia M51 |M51 [M51 |M51 ([M51 |M51 [M51 |M51 |M51 |[M51 |M51
Mediana 0 1 0 1 2 1 0 0 1 0 0 6

Primenjena M24 |M24 |[M24 |[M24 |[M24 |M24 |M24 [M24 |M23 [M23 |M23
psihologija 0 0 0 0 0 0 0 0 0 0 0 0

Psiholoska M51 |M51 [M51 |M51 ([M51 |M51 ([M51 |M51 |[M24 [M23 |M23
istrazivanja 0 0 0 0 0 0 0 0 0 0 0 0

Research in M53 |M52 [M52 |M52 ([M52 |M52 ([M52 |M52 |[M51 |[M51 |M51
pedagogy* / / / / / / / / 0 1 2 3

Teme M24 |M24 [M24 |M24 [(M24 |M24 [M24 |M24 |[M23 |M23 |M23
0 0 0 0 0 2 1 2 0 0 0 5

Uzdani M52 M52 [M52 M52 [M52 M52 ([M51 |M51 |M51 |M51 |M51
zdanica / / / / / / 1o 2 2 4 9

Zbornik Instituta  |M24  [M24 |M24 [M24 |M24 [M24 |M24 |[M24 |M23 |M23 |M23

! Zakljuéno sa 2016. godinom publikovan pod nazivom IstraZivanja u pedagogii.

21




Ana S. Jovanovié, Sanja M. Marici¢ Mesarovié

za pedagoska

za pedagos 0 0 0 0 0 0 0 0 0 0 0 0
1strazlvan]a

Zbornik Matice  |M24 |M24 |M24 |M24 |M24 |M24 |M24 |M24 |M51 |M51  |M51
srpske za 0 0 0 0 0 0 0 0 0 0 0

drustvene nauke

zZbomik Matice \nop Ivo4  |M24 (M24 [M24 [M24  [M24  [M24 |M24 |M23 |M23
srpske za filologiju

i lingvistiku 0 0 0 0 0 0 0 0 0 0 0 0

Zbornik radova |\ 4eq  \s1 (Ms1 [M51 [M51 [M51 [M51 |M51 [M51 |M24 |M24
Filozofskog

fakulteta
Univerziteta u 0 0 0 0 3 1 0 0 1 2 0 7
Pristini

Zbomikradova s> |vs2  |M52 M52 M52 (M52 (M52 M52 M52 [M51 [M23
Pedagoskog

fakulteta u Uzicu® |/ / / / / / / / / 0 n.d. 0

[y
N
o]
(8]
o]
(o]
o]
(o]
o]

Ukupno 10 14 76

Tabela 2. Broj radova u relevantnim ¢asopisima prema godini

Ukupan broj radova koje smo na ovaj naéin identifikovale iznosi 76; oni
predstavljaju osnovni korpus nase analize. Casopis sa ubedljivo najvise radova ove
tematike je Naslede u izdanju FiloloS8ko-umetni¢kog fakulteta Univerziteta u
Kragujevcu (N=14), a potom slede Uzdanica (N=9), Anali Filoloskog fakulteta
(N=7) i Zbornik radova Filozofskog fakulteta Univerziteta u Pristini (N=7).

Ukupan broj objavljenih radova po godini ukazuje na vece prisustvo ove
teme u poslednjih pet godina: dok su u prvih pet godina objavljena 24 rada, od
2018. do 2023. godine su u pomenutim ¢asopisima identifikovana 52 ¢lanka u vezi
sa temom usvajanja i/ili nastave stranih jezika na ranom uzrastu.

U Tabeli 2 se jasno vidi da viSe Casopisa koji zadovoljavaju navedene
kriterijume nisu publikovali radove u vezi sa ranim usvajanjem i nastavom stranih
jezika. Neobicno je Sto su u pitanju primarno Casopisi iz oblasti psihologije,
discipline ¢iji su teorijski okvir, ali i metodoloski aparat, klju¢ni za potpunije
razumevanje psiholingvistickih procesa u vezi sa usvajanjem drugog/stranog
jezika. Konacno, vredi napomenuti da trenutno ne postoji nijedan naucni ¢asopis na
prostoru Republike Srbije ¢iji bi primarni fokus bio u vezi sa usvajanjem i
nastavom (stranih) jezika na ranom uzrastu.

2 Ranije publikovan pod nazivom Zbornik Uciteljskog fakulteta Uzice, koji nije
imao kategoriju viSu od M52 u periodu obuhva¢enom nasim istrazivanjem.
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3. PRIKAZ ISTRAZIVANJA PREMA TEMATSKOM OKVIRU

Nauc¢ni radovi koji ¢ine korpus nase analize kategorizovani su prema
temama i usvojenom disciplinarnom okviru. Na taj nacin identifikovano je vise
domena koje smo u Sirokim crtama okarakterisale na slede¢i nacin: jezicka
obrazovna politika, CLIL i srodni modeli nastave stranih jezika, kompetencije i
obrazovanje nastavnika stranih jezika, psiholingvisticki aspekti usvajanja i ucenja
stranih jezika na ranom uzrastu i glotodidakticke teme. Naravno, u skladu sa
interdisciplinarnim karakterom naseg polja, u pitanju je fabrikovana podela koja u
sluc¢aju pojedinih radova posebno upada u oci; cilj ovog postupka je jednostavno
bio operacionalizovati istrazivacki instrument radi sistemati¢nije analize korpusa.
Konacno, potrebno je izdvojiti nekoliko radova sa metaanalizom istrazivacke
metodologije kojima posvec¢ujemo posebnu paznju u zavrSnom delu izlaganju, u
skladu sa njihovim zna¢ajem za naSe istraZivanje.

3.1. Jezicka obrazovna politika

Pitanja jezicke obrazovne politike i planiranja intrigiraju nase autore i
autorke poslednjih decenija, te se istie da je jezik sredstvo kojim se utiCe na
drustvene zajednice, na kreiranje i odrzavanje vise ili manje pozeljnih kulturnih
obrazaca, na drustveno-politicka kretanja... Uz dominantni oblik jezickog
planiranja odozgo-na-dole, prema kojem nadleZne institucije donose odluke u vezi
sa jezickom politikom, ukazuje se i na obrnuti proces odozdo-na-gore kojim
odredena jezicka politika polazi od =zainteresovanih druStvenih grupa ka
institucijama sistema (Filipovi¢ 2018), pri cemu se istice znacaj jezickog liderstva
koje je potrebno negovati unutar relevantnih delatnih zajednica (Filipovi¢ 2016a,
2016b, 2022). Sem toga, jezicka politika i planiranje uvek su uslovljeni odredenim
istorijskim, politickim, kulturnim i geo-ekonomskim faktorima, ¢ijom spregom
dolazi do konkretnih odluka koje ¢e uticati na formiranje jezi¢ke obrazovne
politike (Puri¢ 2016).

Radovi koji ¢ine korpus naSeg istrazivanja u oblasti jezicke politike i
planiranja polaze od ovih premisa i razmatraju pitanje uvodenja i zastupljenosti
ucenja stranih jezika u naSem predskolskom i skolskom sistemu, ciljeve ucenja i
nastave stranih jezika na nacin koji je regulisan zvani¢nom regulativom, kao i
modalitete sprovodenja jezickog obrazovanja.

Stani¢ 1 Blate$i¢ (2020) razmatraju razlicite faktore koji uticu na
institucionalno ucenje stranih jezika. Pozivaju¢i se na sekundarnu literaturu i
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analizu relevantnih dokumenata, autori daju prikaz jezicke obrazovne politike na
prostoru Evropske Unije i SAD-a, te usmeravaju paznju na sluc¢aj Republike Srbije:
opisuju istorijat ucenja stranih jezika i trenutno stanje u nasem obrazovnom
sistemu s osvrtom na odnos fonda casova i ocCekivanih ishoda ucenja. Posebnu
paznju posvecuju promisljanju druStvenih faktora koji uti¢u na jezicku obrazovnu
politiku na razli¢itim nivoima odlu€ivanja. U zavrSnom delu teksta se iznose
preporuke za unapredenje kvaliteta nastave i ucenja u skolskom sistemu Srbije,
koje podrazumevaju, izmedu ostalog, povecanje ukupnog fonda cCasova, rad u
manjim grupama, unapredenje uslova rada, primenu CLIL metoda i, interesantno,
edukaciju roditelja za kvalitetniju jezicku obrazovnu politiku. Brankov (2021)
detaljno analizira ove teorijski i empirijski utemeljene preporuke analizom jezicke
obrazovne politike zemalja sa razliCitim modelima viSejezine nastave
(Luksemburg, Irska, Spanija, zemlje regiona). Ovim teorijskim istraZivanjem
autorka otvara prostor za preispitivanje obrazovnih odluka koje se odnose na rano
ucenje i nastavu stranih jezika u Srbiji 1 to u pogledu optimalnog trenutka za
uvodenje prvog stranog jezika, moguénosti uvodenja ranog ucenja drugog stranog
jezika, ali i potreba edukacije nastavnika i prilagodavanja nastavnog procesa
specifi¢nostima u¢enika ranog uzrasta.

Ocekivani ishodi nastave i ucenja stranih jezika u osnovnoSkolskom
kurikulumu privla¢e paznju viSe autora, §to je sasvim razumljivo bududi da se u
protekle dve decenije sprovode intenzivne institucionalne aktivnosti kojima se
direktno definiSu ucenje i nastava stranih jezika u formalnom kontekstu. Ovde se
primarno misli na izradu i reviziju programa nastave i ucenja, kao i uvodenje
standarda postignu¢a za kraj osnovne Skole. Momcilovi¢ (2014) tako poredi
nastavne programe u Nemackoj i Srbiji 1 primecuje znacajno podudaranje u smislu
orijentacije na postignuéa ucenika. Ova autorka ipak istice da standardi, u
poredenju sa tradicionalnim nastavnim kurikulumima, uvode komponentu
merljivosti, zbog cega poziva na formulaciju standarda postignu¢a za kraj
osnovnoskolskog obrazovanja. I upravo su tri godine kasnije, 2017. godine,
usvojeni Opsti standardi postignuca za kraj osnovnog obrazovanja za strani jezik.
Taj dokument ¢ini predmet analize Jovanovi¢ (2020), koja istiCe inovativnost
odluke da interkulturna kompetencija bude eksplicitno definisana kao jedna od tri
specificne predmetne kompetencije. Ona dalje analizira definisane deskriptore
interkulturne kompetencije u skladu sa teorijsko-metodoloskim aparatom koji nudi
Blumova taksonomija obrazovnih standarda, §to joj omogucava da ukaze na dalji
prostor razvoja standarda u smeru afektivnih i psihomotornih ciljeva. Imajuéi u
vidu novinu koja podrazumeva uvodenje interkulturne kompetencije u okvire
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obaveznog ucenja stranih jezika, znacajan je rad Gasi (2019) koja daje smernice za
operacionalizaciju ovog konstrukta u nastavi italijanskog jezika.

U provokativnom i paznje vrednom ¢lanku Suvakovié (2023) daje
uporedni kriticki prikaz jezicke obrazovne politike u Evropi i u naSoj zemlji, u
kojima se viSejezicnost postavlja kao potreba i cilj uceséa u savremenom
demokratskom druStvu. Analizom relevantnih dokumenata i postoje¢ih baza
podataka Evropske Unije i Ministarstva prosvete RS, Suvakovié¢ (2023) ukazuje na
duboki raskorak izmedu proklamovane politike visejezicnosti i realnosti
obrazovnog sistema, kako kod nas tako i na Citavom evropskom prostoru. Kako
autorka navodi, akcionim planom Evropske Unije iz 2003. godine, definisani su
osnovni ciljevi u domenu formalnog uc¢enja stranih jezika i to obavezno ucenje
prvog stranog jezika od prvog razreda, raznolikost ponudenih stranih jezika i
povezivanje prvog i drugog stranog jezika sa drugim obrazovnim predmetima
(Suvakovié¢ 2023: 91). Analiza podataka o formalnom ucenju stranih jezika iz
2009. i 2016. godine pokazuje da smo daleko od postavljenih ciljeva. Osim Sto
postoje znacajne razlike u jezickoj obrazovnoj politici evropskih zemalja, gde se
tek u 14 drzava pocinje sa obaveznim ranim ucenjem bar jednog stranog jezika,
evidentno je i nepostovanje principa razlicitosti jezicke ponude. U vecini slucajeva
se engleski jezik uvodi kao obavezni prvi strani jezik, dok je procenat ucenika koji
engleski jezik u€e tokom osnovnog Skolovanja cak 97,3%. U pogledu principa
ranog ucenja stranih jezika Srbija predstavlja primer dobre prakse, buduéi da je
ucenje stranog jezika obavezno od prvog razreda osnovne $kole, dok se drugi strani
jezik uvodi od petog razreda (Filipovi¢, Vuco, Puri¢ 2007: 239). Iako u naSem
Skolskom sistemu postoji de iure Sest Skolskih stranih jezika u potpuno
ravnopravnom poloZaju, i u nasoj zemlji je prevlast engleskog neupitna: prakticno
svi u¢enici u osnovnoj Skoli uce engleski, dok se ¢ak u 97% slucajeva radi o ranom
ucenju ovog jezika (pocev od 6 ili 7 godina). Ostali $kolski jezici — italijanski,
nemacki, ruski, francuski i Spanski — u nesto vise od 97% slucajeva nalaze se u
Skolskoj ponudi tek od petog razreda, s tim $to u nekim delovima zemlje prakti¢no
ne mozemo govoriti o prisustvu odredenih jezika (v. Bjelak 2022, za slucaj
prostora Novog Pazara). Suvakovi¢ (2023) kriticki preispituje ovakvu jezicku
obrazovnu politiku koja se sustinski udaljava od principa viSejezi¢nosti s obzirom
na to da se ucenje engleskog namece kao ,,prirodno stanje”, Cesto nekriticki i
nau¢no neutemeljeno, a moguce i bez adekvatnog informisanja roditelja i drugih
relevantnih aktera o znacaju i posledicama takvih odluka (v. Puri¢ 2014). Autorka
zavr$ava pozivom na kreiranje Strategije ucenja stranih jezika u RS, u Ciju bi se
izradu morali ukljuéiti stru¢njaci iz oblasti sociolingvistike i glotodidaktike, kao i
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relevantnih ustanova, koji bi se mogao osloniti na ve¢ usvojeni dokument Drustva
za strane jezike i knjizevnosti Srbije (JCIKC 2020) Strategija razvoja jezickog
obrazovanja. Ovakve aktivnosti sustinski bi odrazavale multidimenzionalni pristup
formiranju jezickih obrazovnih politika o kojem pise Filipovi¢ (2015), a koji
insistira na aktivnoj ulozi svih aktera obrazovnog procesa, posebno nastavnika
stranih jezika, u kreiranju i primeni obrazovnih odluka koje se ti¢u ucenja i nastave
stranih jezika.

3.1.2. CLIL i srodni modeli nastave stranih jezika

S jezickom obrazovnom politikom i planiranjem u tesnoj vezi je i tema
obrazovnog modela koji bi bio prikladan za ucenje stranih jezika na ranom uzrastu.
Kao §to smo videli u prethodnom tekstu, medu preporukama za unapredenje
nastave i uéenja navodi se moguénost uvodenja CLIL modela (engl. Content and
Language Integrated Learning), po kojem jezik ima instrumentalnu ulogu u
savladavanju razlicitih kurikularnih sadrzaja (Zavisin 2013). U nasem korpusu, cak
Sest radova dovodimo u vezu s ovim §iroko postavljenim tematskim okvirom, s tim
S§to su medu njima tri rada ¢iji je fokus na kompetencijama nastavnika za ovaj tip
obrazovnog rada, zbog Cega ih razmatramo u sledec¢em odeljku.

U clanku iz 2015. godine, Knezevi¢ 1 Nad Olajos istiCu znacaj
multikulturnosti i daju predlog multikulturnog obrazovanja putem integrativne
nastave zasnovane na korelaciji i integraciji nastavnih sadrzaja. Polaze¢i od
Cinjenice da savremena nastava ne poklanja dovoljno paznje razvoju
multikulturnosti, tj. da drustvena raznolikost, bogatstvo kultura, jezika, obicaja i
tradicije nisu dovoljno zastupljeni u nastavnim programima, kao izuzetno znacajan
segment multikulturnog obrazovanja prepoznaju povezivanje verske nastave i
ucenje stranog jezika. Uce¢i strane jezike, ucenik indirektno upoznaje drugu
kulturnu zajednicu, direktno usvaja jezik razvijajuéi jezi¢ku toleranciju. Autori
zakljuuju da multikulturalno obrazovanje sadrzi bogatstvo ideja koje,
implementirane u nastavni proces, nastavu ¢ine razumljivijom i zanimljivijom.

Temom interkulturne nastave bavi se rad ,,Interkulturna perspektiva §kola u
Srbiji” (Bpawap, Auhenxosuh, Apcuh 2018) kojim se razmatra moguénost razvoja
interkulturne kompetencije ucenika i nastavnika u savremenom obrazovanju.
Interkulturna kompetencija se definiSe kao klju¢na kompetencija za zivot, zbog
¢ega bi morala biti integrisana u savremeni konstruktivisticki kurikulum. Medutim,
za razliku od prethodnog rada, ovde autori ne daju nikakav osvrt na ulogu stranih
jezika u procesu razvoja interkulturne kompetencije, ¢ak i kad u spisku literature
navode nezaobilazne autore iz oblasti jeziCke obrazovne politike poput Bajrama
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(Byram) i Silija (Seelye). Iako je jasno da u fokusu ovog rada nisu ucenje i nastava
stranih jezika, odsustvo sagledavanja celine Citavog obrazovnog procesa na ranom
uzrastu zabrinjava i ukazuje na izolaciju naucnih disciplina (na opStem nivou) i
neprepoznavanje mesta stranih jezika u Skolskom kurikulumu (na specificnom).

Interesantan je rad Bradonji¢ (2023), koja se bavi specificnim aspektom
CLIL nastave u kontekstu vrsnjackog mentorstva u kombinovanim odeljenjima:
istrazuje kako ucenici uce u takvim odeljenjima i koje su posledice meSanja
razliCitih uzrasta. IstraZivanje je sprovedeno u ruralnim osnovnim Skolama, a
autorka je koristila usmene intervjue i odgovore iz Google upitnika prikupljene od
34 nastavnika iz Cetiri osnovne Skole u centralnoj Srbiji. Rezultati su potvrdili
prednost upotrebe CLIL metode u radu sa starijim uCenicima, kao i pozitivne
efekte vrSnjackog mentorstva sa mladim ucenicima.

3.2. Kompetencije i obrazovanje nastavnika stranih jezika

Od 14 radova iz naseg korpusa koji se bave temom kompetencija
nastavnika stranih jezika samo se Sest eksplicitno usmerava na nastavu stranih
jezika na ranom uzrastu i to iz perspektive edukacije nastavnika (Jovanovic,
Mastilo 2022; Vukadin, Markovi¢ 2019) i stavova nastavnika prema razli¢itim
aspektima obrazovnog procesa (Savi¢, Prosi¢-Santovac 2017; Topalov, Radi¢-
Bojani¢ 2019; Radi¢-Bojani¢ 2020; Stojanovi¢ i saradnici 2023).

Najsire postavljen okvir u vezi s edukacijom nastavnika stranih jezika za
poducavanje dece ranog uzrasta nalazimo u Jovanovi¢ i Mastilo (2022) koje svojim
radom kombinuju razli¢ite metodoloske postupke: teorijsku analizu relevantnih
okvira kompetencija nastavnika stranih jezika, zakonsku i podzakonsku regulativu
Republike Srbije u vezi s kompetencijama nastavnika (stranih jezika), programe
inicijalnog obrazovanja nastavnika stranih jezika na dva fakulteta na kojima se (u
trenutku kada je istrazivanje realizovano) obrazuju buduéi nastavnici $panskog
jezika, te analizu podataka iz upitnika u vezi s kompetencijama nastavnika
Spanskog jezika. Iako je istrazivanje primarno usmereno na slucaj nastavnika
$panskog jezika u Srbiji, uvidi su u znacajnoj meri relevantni za kreiranje potpunije
slike u vezi s inicijalnim obrazovanjem nastavnika svih Skolskih stranih jezika, a
upozoravaju na zabrinjavaju¢e mali prostor posvecen unapredivanju psiholoskih,
pedagoskih i metodickih kompetencija za rad sa decom ranog uzrasta. Ovakvi
rezultati ukazuju na to da bi buducdi nastavnici stranih jezika morali biti ukljuceni u
programe inicijalnog obrazovanja u kojima bi postojala intenzivnija
medufakultetska saradnja putem realizacije programa koji bi bili usmereni na
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razvoj svih neophodnih kompetencija nastavnika stranih jezika (v. Bleichenbaher et
al. 2019).

Zobenica 1 Stipancevi¢ (2016) se pak bave kompetencijama nastavnika
nemackog jezika, te realizuju teorijsku analizu vazecih Standarda kompetencija za
profesiju nastavnika i njihov profesionalni razvoj iz 2011. godine, koje razraduju u
vezi s relevantnim znanjima, umenjima i stavovima za uspesnu nastavu nemackog
jezika. Izuzetno korisnu analizu vazec¢ih programa za kontinuirano usavrSavanje
nastavnika stranih jezika nalazimo u Kuli¢ i Kosti¢ Mini¢ (2022), koje na korpusu
odobrenih programa koje je akreditovao ZUOV za period 2018-2021. godine
ukazuju na nedovoljnu zastupljenost uzih tematskih seminara namenjenih
nastavnicima stranih jezika. Znacajna je njihova napomena o vaznosti kontinuirane
edukacije u domenu komunikativne kompetencije na ciljnom jeziku budu¢i da su
nastavnici stranih jezika, a posebno oni koji rade s decom ranog uzrasta, u veéem
riziku od zaboravljanja jezika s obzirom na prirodu jezicke upotrebe u pocetnim
fazama ucenja stranog jezika. Razvojem kompetencija nastavnika tokom
inicijalnog obrazovanja bave se jo§ Lazarevi¢ (2020), koja procenjuje stepen
interkulturne komunikativne kompetencije studenata engleskog jezika Univerziteta
u Nisu, i Bakaluca (2022) u radu koji analizira specifi¢nosti didaktickog diskursa u
funkciji pripreme za Cas francuskog jezika.

Medu radovima koji istrazuju stavove nastavnika stranih jezika isticu se
radovi Savi¢ i Prosi¢-Santovac (2017), Topalov i Radi¢-Bojani¢ (2019) i Radi¢-
Bojani¢ (2020). U prvom se putem kvantitativnog pristupa i analize podataka iz
upitnika koji je popunilo 97 nastavnika engleskog jezika iz osnovnih $kola Srbije
predstavljaju izuzetno znacajni rezultati o (pretezno negativnim) stavovima
nastavnika prema inkluzivnoj nastavi. Namece se zakljucak o hitnoj potrebi za
unapredivanjem inicijalne i kontinuirane edukacije nastavnika, ali i za pruzanjem
podrske u sprovodenju ovog zahtevnog obrazovnog pristupa. Sli¢nu metodologiju s
kompleksnom i informativnom analizom podataka slede Topalov i Radi¢-Bojani¢
(2019), koje putem upitnika istrazuju govor nastavnika iz perspektive samih
nastavnika engleskog jezika koji predaju deci na mladem uzrastu. S druge strane,
osim §to je interesantan zbog znacajnih uvida o predmetu istrazivanja, tj. o
stavovima nastavnika engleskog jezika prema upotrebi autenti¢nih materijala u
radu s decom ranog uzrasta, Radi¢-Bojani¢ (2020) zavreduje dodatnu paznju jer se
metodoloski izdvaja primenom kvalitativnog pristupa i metode fokusgrupnog
intervjua.

Stojanovi¢ 1 saradnici (2023) ispituju stavove vaspitata povodom
implementacije projektnog ucenja u sistem predskolskog vaspitanja i obrazovanja u
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Republici Srbiji, sa posebnim fokusom na identifikovanje prednosti i mana ovakve
nastave. U njihovom istrazivanju je ucestvovalo 410 vaspitaca iz 9 gradova u Srbiji, a
rezultati pokazuju da vaspitai prepoznaju znaCaj projektne nastave. Ispitanici
istovremeno ukazuju na odredene poteSko¢e u ovom pristupu. Vaspitai su tako
navodili da nemaju dovoljno znanja o projektnom ucenju, te da postoje problemi
tehnicke prirode, kao Sto su nedostatak materijala i odsustvo adekvatne podrske
roditelja i clanova lokalne zajednice. Vukadin 1 Markovi¢c (2019) se bave
kompetencijama nastavnika i razvojem vestina za 21. vek primenom tematske nastave i
teorije viSestrukih inteligencija. Autorke daju metodoloski pregled okvira savremenog
obrazovanja, koji ima za cilj usavrSavanje nastavnika engleskog jezika od prvog do
Cetvrtog razreda kao i poboljSanje pedagoske prakse u nastavi stranog jezika uopste, a
kao osnov za koris¢enje razliitih sredstava u nastavi navodi se Gardnerova teorija
visestrukih inteligencija. Medutim, za uspeh primene ovog modela nastave presudna je
adekvatna edukacija nastavnika stranih jezika. O tome piSe 1 Zavisin (2017) koja
podseca da je CLIL nastava u Skolski sistem uvedena jos Skolske 2004/05, ali da su pri
univerzitetima specijalizovani kursevi ovog tipa za usavrsavanje nastavnika predmetne
nastave i dalje izuzetno retki. Stoga, ZaviSin (2017: 165) daje prikaz modela za
usavrSavanje nastavnika u razli¢itim zemljama, na osnovu Cega razvija smernice za
definisanje modela kursa koji bi se organizovao na Filoloskom fakultetu u Beogradu za
potrebe CLIL nastave u Srbiji. ZaviSin (2017) smatra da je neophodno omoguciti
umrezavanje nastavnika i $kola radi razmene iskustava, kao i konstantnog ali pre svega
sistemskog usavrSavanja nastavnika u kontekstu CLIL-a. U istom pravcu krece se i
razmatranje Jankovi¢ i Prosi¢-Santovac (2022), koje isticu da nema opravdanja za
odsustvo sistemske edukacije nastavnika za realizaciju razli¢itih modela bilingvalnog
obrazovanja, pogotovo ako se uzmu u obzir njihova zastupljenost u globalnim
okvirima i potvrdena efikasnost u razvoju akademskih kompetencija u¢enika.

Nastavnicima stranih jezika u osnovnoskolskom obrazovanju bave se i dva
Clanka stranih autora — Aktas, Aslan (2022) i Dyankova, Nikolova (2023) — Koji
primenom kvantitativnog istrazivackog pristupa proucavaju kompetencije nastavnika u
kontekstu turskog, odnosno grckog formalnog obrazovanja. Konac¢no, iako nije u
tesnoj vezi s kompetencijama nastavnika stranih jezika, nasu paznju je privukao
teorijski rad Beare i saradnika (2019) koji poziva na razvoj kompetencija za ucenje
putem refleksivne prakse.

3.3. Psiholingvisticke teme

Znacajan broj radova naSeg korpusa proucava psiholingvisticke teme, od
karakteristika ranog bilingvizma, preko specificnosti usvajanja jezika na ranom
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uzrastu, do individualnih karakteristika ucenika. Prva grupa radova se tako usmerava
na razvoj kompetencija ucenika, pa ¢e u fokusu biti fonetske i fonoloske karakteristike
usvajanja stranog jezika (Jerotijevi¢ TisSma 2018, 2021; Sredovi¢ Trpeski 2013),
leksicka kompetencija (Navracsics 2019; Staki¢, Arsi¢ 2022; Suvakovi¢ 2014, 2015,
2018; Detar Jevdovi¢ 2018, 2019, 2023), te opismenjavanje na stranom jeziku (Ferah-
Ozcan, Yildiz 2022). Brojem radova se u ovom pogledu posebno isti¢u Detar Jevdovi¢
i Suvakovi¢?, autorke ¢ije doktorske disertacije iz 2018, odnosno 2015. godine, obe
pod mentorstvom J. Vuco, pripadaju relativno novoj nau¢noj grani psiholingvistike —
teoriji usvajanja treceg stranog jezika.

lako se ne bavi isklju¢ivo karakteristikama bilingvizma na ranom uzrastu,
relevantan je rad Krstic (2021), koja daje pregled istrazivanja o kognitivnim
prednostima bilingvizma, a koje se primarno odnose na unapredeno divergentno
razmisljanje 1 veCu toleranciju prema dvosmislenosti. Osim §to ovo teorijsko
razmatranje daje konciznu a opet celovitu sliku osnovnih kretanja u domenu
istrazivanja kognitivnih prednosti bilingvizma, zna¢ajno je $to upozorava na odredena
metodoloska ogranicenja jednog broja radova zbog Cega je za pouzdanost daljih
istrazivanja neophodno dodatno obratiti paznju na profile bilingvala koji ucestvuju u
istrazivanjima.

Interesantno je istrazivanje Nikoli¢ i Cvijeti¢ (2023) kojim proucavaju efekat
inteligencije i komunikativne jezicke sposobnosti na $kolski uspeh. Autorke polaze od
premise da inteligencija moZe da objasni samo odredeni procenat varijanse u uspehu
ucenika, pa usmeravaju paznju na faktor jezicke komunikativne sposobnosti. Analizom
podataka iz testa jeziCke sposobnosti i zakljuénih ocena iz tri Skolska predmeta
(matematike, srpskog (kao maternjeg) i engleskog kao stranog jezika) ucenika petog
razreda osnovne Skole, autorke dolaze do zakljucka da je pragmaticko znanje na
maternjem jeziku preduslov za Skolski uspeh u pomenuta tri predmeta. Ovo
istrazivanje ukazuje na kompleksnost faktora koji uti¢u na proces usvajanja i ucenja
(stranih) jezika, ali i na sveukupan uspeh ucenika.

Posebnu grupu radova Cine istrazivanja koja se usmeravaju na razmatranje
individualnih faktora ucenika i to, primarno, strategija u ucenju stranog jezika:
Pilipovi¢ i Glusac (2015, 2017) ukazuju na uticaj uzrasta pri izboru strategija ucenja
engleskog jezika, Nijemcevi¢ Perovi¢ (2021) istrazuje ucestalost u primeni afektivnih
strategija prilikom ¢itanja na nemackom jeziku, dok Savi¢ (2018) proucava strategije

3 Disertacija iz 2015. godine pod naslovom Nastava italijanskog jezika kao drugog
stranog jvezika u ranom uzrastu, prilagodena je za monografsko izdanje i objavljena 2017.
godine (Suvakovi¢ 2017).
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inferencije prilikom citanja narativnog teksta na engleskom kao stranom. MiloSevi¢
(2015) istrazuje afektivne faktore u ucenju jezika, dok Mili¢ (2017) proucava delovanje
kompleksa afektivnih faktora (motivacije, stavova o jeziku, samopouzdanja i jezicke
anksioznosti) na uspeh u ucenju engleskog kao drugog i ruskog kao tre¢eg stranog
jezika kod ucenika sedmog i osmog razreda osnovne Skole. Konac¢no, Bjelak (2023)
ispituje stavove ucenika i nastavnika o pojmu kulture i daje smernice za unapredenje
nastave kojom bi se razvila interkulturna kompetencija ucesnika nastavnog procesa.

3.4. Glotodidakticke teme

U skladu sa prirodom discipline, radovi glotodidakticke orijentacije istrazuju
niz razli¢itih pristupa i tehnika u vezi s nastavom stranih jezika na ranom uzrastu. U
tom domenu identifikujemo radove koji proucavaju didakticke aktivnosti za razvoj
usmene komunikacije (Dyankova, Mladenova 2020; Kandi¢ Naji¢ 2023; Mati¢ 2023) i
aktivnosti usmerene na unapredenje gramaticke kompetencije (Dragovi¢ 2016; Cetin
Koroglu, Kimsesiz 2023). U svim navedenim radovima primenjuje se
kvazieksperimentalna metoda kojom se testira odredeno didakticko resenje. Uspeh u
njihovoj primeni dovodi se u vezu sa boljim postignu¢em ucenika u domenu testiranih
znanja i komunikativnih aktivnosti, odnosno sa opstim utiskom ucenika i njihovim
pozitivnim stavom prema novoj nastavnoj tehnici.

U kontekstu didaktickih tema vredi izdvojiti rad Medenice (2022: 95) koji
istrazuje mogucnost uvodenja pocetnog programa ekstenzivnog Citanja na pocetnim
nivoima uéenja ruskog jezika. U tom cilju je dizajnirana test-anketa kojim je ispitivana
sposobnost ucenika sedmog i osmog razrade osnovne Skole (i prvog i drugog razreda
srednje Skole) da razumeju odabrane tekstove, kao 1 njihovi stavovi prema
realizovanim aktivnostima ¢itanja. Primenom odgovarajuce statistiCke analize autor
zakljuCuje da je moguce prilagoditi tezinu tekstova odgovarajucem uzrastu ucenika i
njihovim jezi¢kim znanjima, te da, protivno opsStem stereotipnom uverenju, uéenici ovu
vrstu aktivnosti smatraju zanimljivom ili ¢ak izuzetno zanimljivom.

Bodri¢, Stoji¢i¢ i Jagrovi¢ (2016), Cirkovié-Miladinovié i saradnici (2023) i
Paji¢ i Radovanovié¢ (2021), pak, ispituju stavove nastavnika prema primeni odredenih
didaktickih tehnika koriste¢i anketu kao istrazivacki metod. Konacno, Savi¢ (2021)
realizuje teorijsko razmatranje razli¢itih faktora u sprovodenju nastave stranih jezika na
daljinu sa u€enicima ranog uzrasta, koja se u godinama nakon 2020. nametnula kao
vazno 1 sve prisutnije pitanje za unapredivanje kvaliteta ucenja i nastave.
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3.4.1. Ocenjivanje u nastavi stranih jezika na ranom uzrastu

Pet radova iz naSeg korpusa bavi se temom ocenjivanja. Bodri¢ (2016)
postavlja okvir za razmatranje ove teme buduci da daje prikaz teorijskih i prakti¢nih
principa u testiranju stranih jezika u Skolskom kontekstu. Testiranje, ucenje i
poducavanje stranih jezika usko su povezani, te nije preporucljivo baviti se ovim
oblastima odvojeno. Glusac i Pilipovi¢ (2017) istrazuju znacaj upotrebe nastavnickih
testova u odnosu na gotove testove dostupne u sklopu udzbenika za strani jezik.
Oslanjaju¢i se na pregled relevantne literature, autorke ukazuju na znacaj brojnih
elemenata testa koji zavise od osobina ucenika, zahteva predmeta, uslova rada, a koje
sam nastavnik treba da definiSe buduci da od njih zavisi upotrebna vrednost testa i
validnost dobijenih podataka. Ovo nije slucaj sa gotovim testovima, Sto prirodno
dovodi u pitanje njihovu upotrebnu vrednost (Glusac i Pilipovi¢ 2017: 285). Bukic¢
Mirzayantz (2017), pak, razmatra razliite mogucnosti za testiranje komunikativne
kompetencije u onlajn okruzenju.

U dva srodna c¢lanka, Glusac i saradnici (2019, 2020) istrazuju koji su
kognitivni procesi potrebni za izradu zadataka u okviru testova za proveru znanja
engleskog jezika za ucenike visih razreda osnovne Skole. Prikupljeni podaci otvaraju
viSe znacajnih pitanja: koliko su nastavnici stranog jezika upoznati sa konceptom
kritickog misljenja i njegovom implementacijom u nastavi, te da li poseduju znanja i
vestine koje su potrebne za izradu testova znanja kojima bi se procenila sposobnost
ucenika za funkcionalnu upotrebu jezika u zadacima razli¢ite kognitivne slozenosti.

Konaé¢no, Radi¢-Bojani¢ i Topalov (2017) ispituju okolnosti u kojima se
procenjuje znanje ucenika engleskog jezika u periodu pre njihovog opismenjavanja na
ovom jeziku. Primenom kvalitativne analize intervjua, u kojima je ucestvovalo 15
nastavnika iz drzavnih 1 privatnih Skola Srbije, zakljucuju da nastavnici jesu upoznati
sa konceptima formativnog i sumativnog ocenjivanja, te da ih primenjuju u svojoj
nastavnoj praksi, ali i da postoje razlike u stavovima nastavnika zavisno od konteksta u
kojem se nastava realizuje.

3.4.2. Udzbenici i nastava stranih jezika na ranom uzrastu

U korpusu radova koji se bave analizom udzbenicke grade uoavamo dve
primarne grupe: one koji u fokus analize stavljaju sadrzaje za unapredenje specificne
kompetencije i to gramaticke (Kasaposka-Chandlovska, Milevska-Kulevska 2021) i
kulturoloske (Markovi¢ 2015), te radove koji se usmeravaju na analizu tipa aktivnosti
iz udZbenika (Miki¢ 2017; Miliki¢ i saradnici 2023; Vasilijevi¢ i saradnici 2021, 2022).
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U ovom posebnom domenu istakle bismo ¢lanak Ljubojevi¢ (2023), koja na osnovu
iscrpne analize dostupnih didaktickih materijala analizira zastupljenost i karakter
aktivnosti za razvoj sposobnosti pisanja kod ucenika najranijeg Skolskog uzrasta, te
zakljucuje da je za holisticki razvoj deteta potrebno sistematicnije uvoditi aktivnosti
pisanja rukom: ne samo Sto doprinose razvijanju vestine pisanja rukom, ve¢ i uticu na
sveukupan razvoj deteta aktivacijom odgovarajuc¢ih mozdanih centara.

3.5. Metodoloska razmatranja

U zavrSnom delu naseg izlaganja zelimo da izdvojimo tri rada koji se
fokusiraju na metodoloske aspekte u istrazivanju usvajanja i/ili nastave stranih jezika
na ranom uzrastu. Milicevi¢ Petrovi¢ i Grubor (2019) usmeravaju paznju na input kao
klju¢ni faktor u istraZivanju usvajanja stranog jezika, te ukazuju na paradoks koji se
namece: ,jasno je da input mora uticati na uspeSnost u usvajanju J2, ali je on
istovremeno i jedna od najteze merljivih komponenti usvajanja” (2019: 187). Veoma
utemeljenim i sistemati¢nim izlaganjem autorke razmatraju razli¢ite aspekte nastavnog
1 vannastavnog inputa koji se moraju imati u vidu prilikom istrazivanja procesa
usvajanja J2 u formalnom kontekstu, te daju konkretne i jasne smernice za
unapredivanje kvaliteta istrazivanja. Grubor (2015), pak, razmatra ,teorijske i
metodoloske probleme koje izazivaju slobodne interpretacije konstrukta stava” (2015:
146) i poziva na njegovo sistemati¢no proucavanje tim pre $to se radi o individualnoj
karakteristici u¢enika na koju se moze delovati i time, posledi¢no, uticati na proces
usvajanja i ucenja ciljnog jezika.

Analiza radova koji Cine korpus naSeg istrazivanja ukazuje na ocekivanu
sklonost ka odredenim metodoloskim izborima u skladu sa odabranom disciplinom.
Tako je u slucaju jezi¢ke obrazovne politike uobicajena analiza relevantne tekstualne
grade, kao 1 analiza postojecih baza podataka. U proucavanju kompetencija nastavnika
opet prednjaci analiza relevantnih dokumenata uz upitnike kao najées¢u metodu za
prikupljanje podataka. Radovi psiholingvisticke i glotodidakticke orijentacije, pak,
pokazuju znacajno vecu raznovrsnost primenjenih istrazivackih metoda, ali
dominantno u skladu sa kvantitativnom epistemoloskom orijentacijom. Utoliko je
znacajniji Clanak Savi¢ i1 Prosi¢-Santovac (2018) koje, metaanalizom dva vlastita
empirijska istrazivanja, ukazuju na moguénosti i znacaj primene kvalitativne metode
intervjua u istraZivanju usvajanja stranog jezika na ranom uzrastu.
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4, PREMA ZAKLJUCKU

Pregled radova iz nau¢nih casopisa u prethodnih deset godina pokazuje
relativno ujednacenu zastupljenost razli¢itih disciplinarnih orijentacija, od jezicke
obrazovne politike i planiranja, preko psiholingvistickih do glotodidaktickih radova.
Ovi su radovi mahom objavljeni u nau¢nim ¢asopisima fakulteta na kojima se edukuju
buduci nastavnici stranih jezika, Sto bi potencijalno moglo da sugerise da su njihovi
autori ve¢inom inicijalno filoloskog obrazovanja. Deluje da fenomen usvajanja
drugog/stranog jezika i dalje ne privlac¢i dovoljno paznje kolega srodnih drustveno-
humanistickih disciplina (poput psihologije), §to je u suprotnosti sa istrazivackim
tendencijama u globalnim okvirima. Analiza radova dalje ukazuje na prisustvo
raznorodnih tema u vezi s usvajanjem i nastavom stranih jezika na ranom uzrastu. Ipak,
u odabranom korpusu nismo primetile intenzivnije istrazivanje odredenih tema od
strane razli¢itih autora, zbog Cega zakljucujemo da bi za unapredenje ovog polja bilo
dragoceno umrezavanje istrazivaca u zajednickim projektnim aktivnostima.

Na kraju, neophodno je iznova ukazati na ograniCenja ovakve vrste
istrazivanja buduéi da smo, usled jasno nametnutog kriterijuma za formiranje korpusa,
iz svoje analize izostavile niz znacajnih radova, pa cak i Citavih publikacija na temu
ranog usvajanja i/ili nastave stranih jezika, kao §to su temat Inovacije u nastavi iz 20009.
godine ili tematska monografija Filoloska istrazivanja danas iz 2019. Naoj analizi
izmaklo je i detaljnije razmatranje radova vise autorki koje su u ovom periodu klju¢no
usmerile razvoj naseg polja (medu njima Ljiljane Puri¢ i Jelene Filipovi¢ u domenu
jezicke obrazovne politike, te Danijele ProSi¢-Santovac i Vere Savi¢, verovatno
najproduktivnijih autorki u naSoj zemlji u oblasti glotodidaktike stranih jezika na
ranom uzrastu). Ostaje nam da se nadamo da ¢e se u nekim narednim koracima
prosiriti korpus analize ne samo radovima iz prethodnog perioda, ve¢ i novim
prilozima koji ¢e nastaviti da unapreduju nase razumevanje ovog dinami¢nog polja.
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RESEARCH PUBLICATIONS IN SERBIAN SCIENTIFIC JOURNALS IN THE
PERIOD FROM 2013 TO 2023

Summary

The acquisition and teaching of foreign languages at an early age has attracted the attention
of researchers of various disciplinary orientations for several decades, both in global and
local contexts. In this article we propose an exploration of these tendencies in Serbian
scientific journals in the last decade. More precisely, we engage in a meta-analysis of the
corpus created by 76 articles that were extracted from the refereed scientific journals
published in Serbia in the period from 2013 to 2023. The relevance of the articles for the
field of early foreign language acquisition/teaching has been established on the basis of
their titles, abstracts, and key words. A following content analysis of the corpus provided a
more thorough comprehension of the main disciplinary tendencies, methodology, and
thematic domains, so that five main research domains were identified: language policy and
planning with CLIL teaching, foreign language teacher competences, psycholinguistics
with learner individual characteristics, glottodidactics with methods, evaluation, and
teaching manuals, and, finally, three articles with a focus on the analysis of research
methodology. In the articles that present empirical research, there is a clear prevalence of
quantitative research approach, while qualitative research is represented to a significantly
lesser extent. Although the works address current and significant issues within this dynamic
field, it is evident that there is an absence of more comprehensive research projects that
would require closer scientific collaboration of research teams.

Key words: early foreign language acquisition; early foreign language teaching; language
education policy and planning; glottodidactics; psycholinguistics; review paper; scientific
journals.
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YJIOT'A ®PNIOJIOHIKE CTPYKE Y OBJIMKOBABY JE3UYKE
OBPA3OBHE INOJIMTHUKE: IPUMEPHU YBOBEIBA IHIITAHCKOT
JE3UKA U PAHOTI' YYEIbA CTPAHUX JE3UKA Y CUCTEM
OBPA3OBAILA CPBUJE

AIICTPAKT: Y panmy ce mpoydaBa yBoljeme IIMAHCKOT je3MKa M PAHOT y4Yema CTPaHUX
jesnKa y OCHOBHO oOpa3zoBame, Koju cy y CpOWju OCTBapeHH Y HCTOM HCTOPHjCKOM
TPEHYTKY, MOYETKOM JABEXMJbAJUTHUX TOAWHA — Kaja Cy INpEeICTaBJbalHd T'eHepalu3alnujy
paHHje CHpPOBOEHMX HWHOBATHBHHUX IIpOjeKaTa y jEe3WYKUM OOpa30BHAM MOJHTHKAMA.
HctpaxuBame ce 0aBH reHE30M THX WHOBAIMja M YJIOrOM (DHUIIOJIONIKE CTPYKE Y HEHHM
paznuuutuM Qazama. TeopHjcKH OKBHp HCTpakKMBambha YMHE aHAlIM3a jaBHUX MOJIHUTHKA,
COIMOJIMHTBUCTAKA W TJOTOMUIAKTHKA. 3a 00a aHaiM3uMpaHa cliydaja 3aKjbydyjeMo 1a
Npe/ICTaBJbajy NpUMepe MO3UTUBHE Ipakce Y yTBphuBamy je3nuke oOpa3oBHE MOJIUTHKE,
Iy y NpPBOM pelny INpuMepe 3Ha4ajHe, Ia U IpecyaHe yyore (QHIONIOUIKE CTpyKe Y
obimKoBamy pelema. Vako ce McTpakuBambe MOXKE CMaTpaTd M MPHJIOTOM MPOYyYaBarby
HCTOpHje HACTaBe CTPaHUX je3uka y CpOujH, aHa|3a OKOJIHOCTH MOJ] KOjUMa Cy MHOBAIIHje
yBEJIeHE, OJHOCA DA3IMYMTHX aKTepa, yJore Kojy je onxurpana Quioyiomka CTpyka H,
Haj3a], rnopeheme ca akTyeITHHM TPEHYTKOM, JIONPUHOC Cy e€(pHKACHHjEM OCMHIIIbABAY
JAJbMX WHUIMjaTHBA M aKIMja KOjUMa je Wb YHarpeheme BHIICje3HIHOCTH y CPIICKOM
IIKOJICTBY, HACTaBe CTPAHUX je3WKa YOIIIITE U IIITAHCKOT je3MKa ITOCeOHO.

Kmwyune peuu: jesnuke o0Opa3oBHE MOJUTHKE, CTPAHH je3HIU, aKTEPH, (PUIIOJIOIIKA CTPYyKa,
IITIAHCKH J€3MK, PAaHO yUeHe CTPAHUX je3HKa.

THE ROLE OF THE PHILOLOGICAL PROFESSION IN SHAPING THE
LANGUAGE EDUCATION POLICY: EXAMPLES OF INTRODUCING
THE SPANISH LANGUAGE AND EARLY LEARNING OF FOREIGN

LANGUAGES IN THE EDUCATION SYSTEM OF SERBIA

ABSTRACT: The paper examines the introduction of the Spanish language and the early
learning of foreign languages in primary education, which were achieved in Serbia at the
same historical moment, at the beginning of the 2000s — when they represented the
generalization of previously implemented innovative projects in language education
policies. The research deals with the genesis of these innovations and the role of the
philological profession in its different phases. Both cases analyzed represent examples of
positive practice in determining language education policy, but, primarily, the instances of
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the significant and even crucial role the philological profession had in shaping solutions.
Although the research can also be considered as a contribution to the study of the history of
foreign language education in Serbia, the analysis of circumstances under which
innovations were introduced, the relationship between different actors, the role played by
the philological profession and, finally, a comparison with the current moment, are a
contribution to a more efficient design of further initiatives and actions which aim to
improve multilingualism in the Serbian education, the foreign language teaching in general,
and the Spanish language in particular.

Key words: language education policy; foreign languages; actors; philological profession;
Spanish; early learning of foreign languages.

1. YBOJJHE HAIIOMEHE

[ToyeTkoM ABEXWJBATUTUX TOAWHA, MOCIE JEMOKPAaTCKHX IPOMEHa, y
MPEIyHUBEP3UTETCKU CUCTeM oOpa3oBama CpOuje yBeleHa je MOTyRHOCT yuerma
IIMAHCKOT je3WKa Kao IIECTOr je3uka y nomyau.! Y mctoMm mepuomy, y ckiormy
orcexxHe pedopme 00pa3oBama, YBEACHO je YUCHE CTPaHOT je3uKa y TIPBH Pa3pes
OCHOBHE IIIKOJIC U 00aBE3HO YYCH-~C JIBa CTPaHA je3MKa y OCHOBHOM 00Opa30Bamy.
OBe 3HayajHe HOBHMHE NpECTaBIbAJIEC Cy FeHEpAIN3alijy HHOBaTHBHUX IpOjeKaTa
¥ ornena’ y jesuuxum o6pa3oBHUM moauTHKama (y nasbeM tekety JOII) koju cy y
HAllleM CHCTeMY O0pa3oBama W Yy MHOCTPAHCTBY YCIEUIHO CIPOBOhEHH MyrH HU3
roJliHa, O YeMy je MucaHo y BHIle HaBpaTa (B. @ununosuh, Bydo u Bypuh 2006;
Byu4o 2007; JoBanosuh, 3autiun 1 Bypuh 2019; Gununosuh u Bypuh 2021).

1.1. Ilojmosna nojawirverba

bynyhu na ce y oBom pagy 0aBHMO reHE30M IOMEHYTHX T'€Hepan3aluja
unopanuja y JOII (y momoOnacTu cmpanu jesuyu) Kao jaBHUM IIOJMTHKAMA,
nahemo cacBuM KpaTKy HedUHHULU]Y jasHe noaumuxe: NePUHUILIEMO je KaO0 OHO
IITO JIP’KaBa YMHH, OJJHOCHO HE YMHHM® Yy MOIJIENy pellaBama oapeheHux murama
0]l jaBHOT 3Hauaja.

! Tpamuumonanno, y mxonctsy Cpbuje Cy ce YYMIM EHITIECKH, HEMauKH,
(paHIycKH 1 pycKH je3uk. MTanujaHncku je3uK yBe/eH je y BHy oriiea y JiBe 6eorpasicke
ocHoBHe 1iKkoJe mkoiicke 2001/2002. roaune.

2 Tlox reHepamM3alMjoM IOApa3yMeBaMO yBoheme aTuX pellema y IUIaH H
nporpam ozpeheHor HHBOa 00pa3oBama, TO jeCT HHXOBY IPUMEHY y CBUM MIKOJIama y
CHCTEMY, a HE CaMO Y OTJICJHUM.

3 Kako cmMo Beh nmany mpuivka Jia MCTaKHEMO, JIPYTH €0 Je(PUHULIHK]E, ,,0HO IIITO
JIp’kaBa HE YMHHW, 32 HEKE TeopeTHdyape He MPEACTaBiba jaBHY MOJUTHKY, adll CMO MH,
(bunono3m cTpaHux (QHUIOIOTHja, CBEIOIM Ja je Ap)kaBa, TUME IITO HE crpedaBa oapeheHe
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[Non TepmuHOM (hunonowixa cmpyxa, uje 0COOCHOCTH pa3MaTpaMo Y OJICIbKY

3. oBOr pama, MoApa3yMeBaMO WHCTUTYIWj€ W TIOjeWHIE y OOJACTH CTpaHHX
¢wionornja Koju MMajy yaena y CBHM, WIM Mak caMo y oxapehenum ¢aszama a)

uneHTHUKaje n GopMynrcama npodiema, 0) HErOBOI CTaBJhamkha Ha MOJUTHYKY

areHIy, B) OCMHUIIUbABalka M MpeIaramba pelieha, I) IOHOLICHA OMIyKe Y3
OCTBapWBamkC IITO IMIMpEr KOHCeH3yca, 1) chpoBolhema yrBphene JOII, B) meHor

BpeZHOBama. Ped je o crenehnm HHCTUTYIIMjaMa 1 TI0jeMHITIMA:

(dakynTeTn Ha KOjUMa Ce W3y4aBajy cTpaHe (DUIIONOTHje, Kao TapaHTH
HAY4YHOT yTEeMEJbCHa YCBOJCHUX PEIICHA;

CTpy4YHa JPYIITBAa, KOja MMajy BHIIE yiora, Mehy Kojuma Cy U3y3eTHO
3HauYajHe NMpPBO yKa3WBame Ha MpoOJeMe, a 3aTHM JIaBambe MMITyJca 3a
EbUXOBO PEIIaBabe KPO3 HHOBALIH]E;

CaBeTHHULIM Y HAI30PHHULM 3a CTpaHe je3uke y MUHHUCTAapCTBY MPOCBETE, Y
Beorpagy u y WIKOJICKMM ympaBaMa, KOjU YMHE CIIOHY u3Mely CBHX
aKTepa;

HACTaBHMIIM CTPAaHUX je3UKa y IIKOJaMa, Kao TIJIABHU OCJIOHAILl Y
peanuzalmju je3udke oOpa3OBHE IOJHMTHKE, ajd KOjU MOTY HMMaTd H

KpEaTUBHY YJIOTY Y CBOM OKPYKeHbYy.

ITo ce THye TepMUHA paHO Yuervbe, 32 AHAIUTHYAPA je3NYKUX IOJIUTHKA Y

IUTamy j€ peNlaTMBaH MojaM®, a Kaja TOBOPUMO O PAHOM YYEHY CTPAHOI je3MKa Yy

cucTeMy (opManHOr 00pa3oBama, OHJIa Ce MOJApa3yMeBa HETOBO YBOhEHE Y y3pacT

KOju je Myialji o1 OHOT yOOU4ajeHOr Yy JIaTOM IIIKOJICKOM CHCTEMY. Y OBOM pajy Taj

TCPMUH he ce OJHOCHTH Ha YBOI)CH)C CTpaHor je3m<a Kao 00aBe3HOr npeamMeTa y mpBu

pa3pe€a OCHOBHE IIIKOJIC.

npoOJeMaTUYHe, MMa W HE3aKOHUTE II0jaBe Yy IPaKCH, JOBENa y IHTame 3Ha4yajHa
nmocturayha y 3acTyIUbEHOCTH CTpaHUX je3uka y Hac. O jaBHUM IOJIHTHKAMa U 00pa30BHUM
jaBHUM moyiuTHKaMa Buiie y Bypuh (2016).

4 O mojMy pano yuerse ommuupHuje, Hip. y Toganan (2019), kao u Bypuh (2019).
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1.2. Teopujcku oxeup

Teopujcku OKBUp HCTpaKUBamba MPEACTABIbA]Y:

—  aHaJM3a jaBHUX IMOJIUTHKA, TIONIUCIMIIIMHA OJMTHYKIX HayKa Koja ce y
HOBHje BpeMe 0aBH Pa3IMYMTHM acleKTHMa jaBHOT JeJamba, IITO IOPE]T
NpoyvaBama JpKaBe YKIbyUyje U pa3MaTpame yJore Apyrux akrepa,

—  COLMONMHTBUCTHKA, KOja 00e30ehyje 3Hama o momoxkajy jenka Ha
CBeTCKOj W aomahoj IaxoBcKoj Tabmu, 0 HUXOBUM (yHKIMjamMa
JPYTUM KapaKTepHCTHKaMa,

—  DJIOTOAMIAKTHKA, MYJITHIUCUHUIUIMHAPHA HAaydyHA JUCIMIUIMHA YUjH je
,,CIIEIU(UYaH EMUCTEMOJIONIKA HHTEPEC ONTHMH3aIHja Mpoleca yuemha
1 HacTaBe cTpaHux jesuka” (Hyp6ada 2011: 15).

Cee Tpu HayuyHe (MOI)AWCIMIUIMHE HyJEe HaM aHAIUTHYKE ajare 3a
NPOILIMPHBakLEe M MpoayOsbHBame moctojehux 3xHama o JOII, 3a pasymeBame paHuje
BHl)EHUX 110jaBa, ajli ¥ CACBUM HOBHX, HACTAIMX y HOBHM JPYIUTBEHO-TIOJTUTHYKHM
KOHTEKCTUMA.

M3BectaH M3a30B y OBOM pajy MpPEACTaB/ba yrao IMOCMaTpamba UCTPaXKHBaya,
ayTopkKe pana, Koja je, U y ciy4ajy yBolema IIIMaHCKOT je3rKa U Y CIy4ajy yBohema
PaHOT ydera, OKIIa HEMOCPEIHN YUeCHUK® y BehuHu HaBenenux ¢asa. Jlakie, ananmsa
KOjy Jaje jecte y mpBOM peny BHheme uHcajoepa, ocode Koja je MHTENeKTyalTHO U
€MOTHBHO MHBOJIBHpaHa y jorahaje o Kojuma roBOpH, IIITO HOCH ofipeleHe npeaHocTH
(moceyje cazHama Koja HeMa UCTPAKUBAY CIIOJHHU ITOCMATpay), ajld U OMACHOCT OJF
NPUCTPACHOCTH. Y TOTIYHOCTH CBECHAa T€ UYMILEHHUIIE, ayTOpKa Ce ONpeAesbyje 3a
KPUTHYKY TIEPCIIEKTHBY, KOja MojipasyMeBa pa3Marparme oJjHoca Mohin Mehy akrepuma
Y yBuhame KaKo MO3UTHBHUX TAKO M HEraTUBHMX UMIUIMKanyja gare JOIL

1.3. Ucmpaoicusarve

Kaxko je ucrakHyTO, HCTpaXXHMBame ce 0aBU TeHe30M a) yBohema IImaHCKOT
jesuka u 0) yBohema CTpaHOT je3nKa Kao 00aBe3HOT IpeMeTa Y IPBU Pa3pe OCHOBHE
mikosie y Cpouju. Y nuramy Cy JiBa IPOjeKTa ca YCHEIITHUM KPajibUM HCXOI0M, HaKO

5 Aytopka je y MunuctapctBy npoceete on 1996. o kpaja 2004. ropune Ouna
3a/Ty’KeHa HajTpe 3a HacTaBy (hpaHIyCKOT je3WKa, a OHJIa M 32 HACTaBy POMAHCKHX je3nKa
Kao CTPaHHX.
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Cy Oyrd HHM3 TOIMHA OWIM WM YTONHja WM OIJIe[ pe3epBUCaH 3a MaioOpojHe
noBnamthene ydenuke. Jla Ou ce cariienana KOMIUIEKCHOCT HAaBEJCHUX IpoIieca, OMio
je TmoTpebHO, C jelHe CTpaHe, MPOYYMTH OIHOC MpeMa HWHUMa y HEITO Jajboj
NPONUIOCTH, a OHJa AHAIM3UPATH OKOJHOCTH MOJ KOjUMa Cy HMHOBAIMje yBEICHE:
OJTHOCE PA3NUYMTHX aKTepa, a y MPBOM pefy YJIory Kojy je omurpana (rioiomIka
cTpyka. Haj3an, Onito je Hy)KHO YIOPEIUTH Hala3 ca aKTyeITHUM TPSHYTKOM, Kako Ou
ce JIonprHeNo ehUKacHH]jeM OCMHIIIbaBamky NA/bUX MHUIHjATHBA U aKIHja KOjuMa je
Wb yHaTpeheme BUIIEje3NYHOCTH Y CPIICKOM IIKOJICTBY, HACTaBE CTPAaHMX jE3UKa
YOTIITE ¥ IIMAHCKOT je3UKa OCE0HO.

2. YUEBE HIITAHCKOI' JE3UKA U YBOBEE PAHOI' YHEKHA CTPAHUX
JE3UKA: HEKOJIMKO UCTOPUICKNX OPMJEHTHUPA

ITa, ca cranommra JOII, moBe3yje oBe qBe MHOBaIMje, KOje, pa3yMe ce,
JIaHAC TO BHIIIC HKCY, aJld KOje jecy OWyie 3HauajHe y TPEHYTKY Kana cy yseneHe? Ilpe
CBera, KCTOPUJCKM TPCHYTaK HUXOBOT YBOhCH-a: HMaKo HHCY Y TOTITyHOCTH
KOMHIIFIpaje (Maa je 00a MpaBUITHUKA TIOTITHCAO WCTH MUHKCTAP TPOCBeTe, Ipod.
np lamo Kuexesuh), unak jecy yBeneHe y mepHoLy Kaja Cy ce MpOMeHe He camo
ocehane y Bazayxy, Beh cy Ouie y myHoMm 3aMaxy. Ped je o pedopmckom nepromy
HacTajioM JonackoM Jp 3opaHa bunhuha Ha (QyHKIH)y TpeacenHUKa BIaje
Penyonuke Cpbuje, To jecT Ha 4esio u3BpiinHe Biaact opmupane 25. janyapa 2001, o
okperamy CpOuje, mociie Iyror neproja cCaHKIuja, ka 3emibama 3amagae EBpore, ka
Eppornickoj yuuju u Casery EBpone. [lo3uBambe Ha BUINEje3MYHOCT M Ha MOTpede
HBEHOT yHarpehuBama y MIKOJICTBY, JOK je Tof OMJIO HayelHo, OWIO je yrIIaBHOM
J00po TPUMIBCHO Of CTpaHe HOBHMX HOCWIAlla pPyKOBoaehmx mayKHOCTH Yy
MunucrapctBy npocsere (y nabeMm Tekery MII®). Ortsapame TOr nposopa
Mmozyhrocmu’ GUIIO je ey THO 3a yBohere 00e MHOBAIIHjE.

[Mpunpemun mporiecu, Mel)yTuM, TEKIH Cy CacBUM OJIBOjEHO M TIOCBE
Pa3IMYUTHM PUTMOM.

® Onpenesbyjemo ce 3a ckpahieHu Ha3UB ¢ 0O3MPOM Ha TO J1a ra je MUHHCTapCTBO Y
BUILIE HABpaTa Memaio, o0yxBarajyhn paznnunte pecope. Y nepuony c noyerka XXI| Beka,
IyH Ha3uB OMo je MuHHCTapcTBO MpocBeTe U cnopra. Jlanac je MUHHUCTApCTBO MPOCBETE
(Www.prosveta.gov.rs).

" Iposop mozyhnocmu je He Gam cpehan mpesos enrieckor mojma window of
opportunity, 3HayajHOT 1MOjMa y aHAJIM3HU jaABHHUX [TOJMTHKA.
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2.1. Yeohemwe winanckoe jezuxa

JeBenecernx roguHa XX Beka yBohere IIMaHCKOT (M UTAIHjaHCKOT) je3uKa Y
MII HHje ce TOMUIATO KAa0 HYXHO WIM TOXeJbHO: HH y Oneibey 3a INaH U
mporpam, Koje je OmiIo 3ay»eHo 3a yBol)ere HHOBaIWja, HUTHA Y APYTHM OfeJbehiMa
MII, onyuja nuje 6una na cmony, Kako ce Kake y aHaJIU3W jaBHHUX IMOJUTHKA, YIIPKOC
YHIEHULM /12 ¢y oaroBapajyhe kateape dumnomnomkor ¢akyiarera YHUBEp3UTETa Y
beorpany (y maseem Tekcty YbB) ¢ BpemMeHa Ha BpeMe IOTHOCHIIE 3BaHUYHE
WHUIYjaThBe. Y Jajb0j MPOLDIOCTH, AOMYIIE, ABa AOKYMEHTAa IMOJUTHYKE MPUPOJE,
Pesonymmja Tpeher meryma LK KIIJ o 3amaruma y mxonctBy 1949, unju je aytop
oro MunoBan DBunac (o0jaBsbena y mucty bop0a; B. dotorpaduja y Bypuh (2016:
Ipwtor 1, ctp. ), u Uznarame ap 3opana Koncrantunoruha y Ckymuruau CP
Cpbuje 1967.2 uctnnana cy morpedy ydema Ta JBa je3uKa MOPE] TPaIULMOHATHIX
HIKOJICKUX, &l OHU HHUCY HAaIUTA CBOj€ MECTO Y HAIlleM OCHOBHOM 00pa3oBamy. Tako
je mmaHcky je3uk dekao 2003. romuHy, 011 Kaja ce PEJIOBHO Hala3d y MOHYIN KaKo y
CTaTycy HPBOT TaKO U Y CTaTyCy APYror CTPAHOT je3UKa.

ITo Hamewm caszHamy,’ pBa OCHOBHA MIKOJIA KOja je yBeNa MIIAHCKH je3UK O
neror paspena owna je OLI ,,Cerozap Mapkosuh” y beorpany. JlaHac ce mimaHcKu
jesuk yun y 17 ocHoBHMX 1mKona u 14 rumnasuja mmpom Cpowje.

MoryhHocT mpomupema MOHyAe ca YeTUpH Ha IIecT je3nka Owmna je Beh
OTBOpEHA HEIITO PaHUje 3aXBaJbyjyhu HTaMjaHCKOM je3HKy, Koju je a0 modeTka XXI|
BeKa OHO Y HEIITO IIOBOJEHU]EM TIOJIOKA]Y Y OJHOCY Ha INNAaHCKH. '

8 Uznarame np 3opana Koncrantunosuha y Cxynurruru CP Cp6wuje, 1967, JKusu
Jezuyu, 6poj 1-4, ctp. 1-5.

® 3axBasbyjemo npo¢. ap Jenenn @ununosuh u npod. xp Jyaujanu Bywo Ha
noMohHM y IPUKYIJbathy HaBEICHHUX MOJATaKa.

10 Pey je o momamuma ca cajta Yiapyxkema npodecopa mmnanckor jesuka CpOuje
(cajty mpuctymbeHo 13. X 2023. roaune (www.apes.edu.rs). Kaga je peu o 6pojy u
NPOLIEHTY YY€HHKa, IPyrd M3BOpU HaBoje cienehe monmarke nodujeHe o MuHHCTapCcTBa
npocsere: 2022. ToAWHE MIMAHCKUA Kao IPYTH CTPaHU je3UK Y OCHOBHOj ITKOJH YYHIIO j€
4.695 yuenuka, win wuX 1,79% ; y mkoinckoj 2021/2022. roauHM WINAHCKH je3UK Y
CpelIrb0j KoK Yo je 949 yuenuka, To ject mux 0,3% (Llysakosuh 2023: 99).

11 Ocum y ®wunomomkoj rumHaszuju y beorpany, Tae je OMO 3acTylubeH H
IIMAHCKW, UTAIMjaHCKU j€ IMO0CT0ja0 OJ paHMje y MY3WYKUM IIKOJIama, jeJHO BpEME Y
KparyjeBuy 30or capagme ca ®ujatom, a 3atum je 1998. romune yBeneH y Bpmauxy
rMMHa3Mjy Ha MHULIMjATHBY YYEHHMKA IPHUINAJHUKA PYMYHCKE MambHUHE, a Ha OCHOBY
oo0pema Taganmber MEHACTPa TpocBete, nmpod. ap Jose Tomoposuha. Oxmykom MII, To
ject [IpaBMITHUKOM O OTJICTHOM MPOTPaMy UTAITHjaHCKOT je3rKa Kao 00aBe3HOT MpeaMeTa y
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Hnak, cBe 10 kpaja XX Beka 00a je3nka, U IIMAHCKU M UTAJIHjaHCKHU, OCTajy Y
CCHIIN:

— Oopbe 3a ovyBame YCTHPU CTpaHa je3UKa y CHCTeMy OOpa3oBamba:
yBohemeM o0aBe3He ocMmoroimimme mkone (1958, roamne), mIKOJCKE TOIMHE
1960/1961. yBoau ce cTpaHM je3WK Of METOT pa3pena ¥ IO MPBU IyT CBH YUCHHUIN Y
CpOuju yue crpaHu je3uwk (yBoheme je Mallo KacHWIO paau OoJbe MpHUIpeMe
HACTaBHHMKA 32 TPHUMEHY OpaJHe METOJC y NPBOM IMOJYTOAMINTY METOr paspena
OCHOBHE IIKOJIE); WIAaK, MaKO0 Cy YEeTHpH je3nKa Ouina paBHOMPABHO y OINTHIE]Y,
HEPETKO j& HEKU OJ] HhHX IpoIvialiaBaH OO0 3a jeIMHU KOPUCTaH, OMJIO0 3a CyBHIIIAH,
3aTO Cy ce HarmopH (HJIONOIIKE CTPYKE yCMepaBalli Ha O4YyBame OapeM YeTHUpH
IIKOJICKA CTPaHa je3UKa;

—  OopOe 3a yueme JiBa CTpaHa je3uKa y OCHOBHO] (M Y CPEIEb0]) IIKOJIH:
Kaja je OWIo jacHO Ja hie 3aXTeBM 3a YUCH-EM CHIJICCKOT je3MKa UCTUCHYTHU OCTAle,
crpedaBamke yOp3aHOT HECTajarha HEMadKOT, PYCKOT W (DPAHITYCKOT je3rKa BHIETIO Ce
y 00aBe3HOM y4emy JIBa CTpaHa je3Wka y OCHOBHOM oOpa3oBamy. Hemocrarak kampa,
a 0e3 CyMme M YBEPCHOCTH Y HCIPABHOCT TOI' 3aXTeBa KOJ IMPOCBETHUX BIIACTH,
JIOBENN Cy [0 yCBajama KOMIIPOMMCHOT, TAKO3BaHOT ,,0eorpajackor mozena”'?, mo
KOjeM je jellaH CTpaHH je3uK, u300pHH, yBoheH o Tpeher pa3pena, a cTpaHu je3uK ce
Kao 00aBe3aH HACTABHU MPEIMET U JaJbe YUHO O] IETOT pa3peia OCHOBHE IIKOJIC.

O0CHOBHO] 1Ko, 2001/2002. mkoycke roquHe UTalujaHCKH je3uk yeeneH je y Ol , Ilerap
[etporuh berour” y beorpany u y OLL ,,Majka Jyrosuha” y 3emyHy. Akanemuky Bany
Knajuy, ynpasauky Katenpe 3a uranmjanuctuky Ounonomkor ¢axynarera Yb, MII je 9.
anpwia 2002. rogrHe yOyTHIO 00aBelITeHhe, YHjH je HajOUTHUjH neo crneaehm:
,O0aBemraBamo Bac nma je MuHuHcTapcTBO IIpOocBETE W CIIOpTa
Penybnuke CpOuje, kenehm na wranujancku jesuk y Behoj Mepu 3actymu y
OCHOBHHM W CpehbUM IKojiama, 6. mapta 2002. rogune y [IpocBeTHOM mperieay
00jaBmII0 00aBeIITEHE O TIOCTOjakby HACTABHUX Mporpama koje je Bama Kartenpa
H3paauia; 3anHTepPEeCcOBaHe MIKOJIE, KOje pacroyiaXy oAroBapajyhuM Kaapom, Mory
ce pujaBuTH MUHUCTAPCTBY paau 1o0ujama omodpema.
Hcre ronune, rumuasmnja ,,Ceero3ap Mapkosuh” u3 Huma ymyTuna je 3axtes MII
3a yBol)eHe UTAINjaHCKOT je3UKa.
12 Mana wecto ynotpebibaBaH y NMPOCBETHUM KPYrOBMMA, M3pas ,,0€0rpajcKu
MoJiel” He3BAaHWYHOT je KapakTepa M OCJIMKaBa CHTYaIMjy HACTaly KpajeM 0caM/IeCeTHX U
MOYETKOM jeBesieceTux roguHa XX Beka. Kako mely ydeHMImMa n3 pypalHHX CpeluHa,
HauMme, HUje OMO pelak ciydaj NpecTaHaK INKOJOBama II0CIE OCHOBHE ILIKOJE paau
nocsehuBama MOJFONPUBPEAN, OHM Cy MMaiM MoryhHoct u30bopa mpenmera Kao HITO Cy
BohapcTBO, MYENApCTBO U CIMYHO. Y IPaAJICKMM CpelMHaMa, TH IPEJMETH HUCY OATOBapain
notpebama yuyeHuKa, Te Cy Ha CIHcak M300pHUX MpenMeTa TOJaTH CTPaHM je3UId, 3a Koje
cy ce OeorpaJiCKy yUYEeHHUITH OTIpeIeJbUBalN Y BEITUKOM OpOjy.
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Jakne, u kama je OWIO WHHWIMjaTUBA U MUIIJBCHA O IMOTPEOM yucHAa
IIMAHCKOT (M WTAJMjaHCKOT) je3nka, y Kpyrouma MII mucmimo ce mpeBacXomHO Ha
YHUBEP3UTETCKO 00pa30Bame, TO jeCT Ha yUCHE CTPaHHUX je3rKa Ha HEe(HIOIOMIKAM
(hakynreTrma.

O yBohemwy y mpeayHHBEP3UTETCKE HUBOE 00Pa30Bamba MOYHIHLE CE TOBOPUTH
TEeK KpajeM JeBeneceTnx roamna XX BeKa, a Ha MUTamba U Ipeasiore Koje je ayTopka
OBOT TeKcTa ymyhuBaia, o pykoBoawiana u npasanka MII go0ujan je penoBHO ucTi
oarosop: CpbOuja je ca ocramum pemyOnukama (Taga Beh OumBme) CPJ mornmcana
,,JJOTOBOP” O yUeHy YeTUPH CTPaHa j€3UKa y OCHOBHO] M CPEIHb0j Ko™, Moxe ce,
CTOra, 3aKJbYYHTH Ja HaBEICHH JOKYMEHT HHUje OMO CTBapHa, NMpaBHA Mperpeka 3a
yBOleH€ IIMAHCKOT (M UTAJIMjaHCKOT) je3KKa y PeIyHUBEP3UTETCKO 00pa3oBame, Beh
Cy To Owie WMIUTMIIMTHE je3WUKe HIEOoNoTHje onmpeheHnx Hocwiana 3Ha4ajHIX
¢dynkumja y MIL

2.2. Vsoheme panoe yuerna cmparnoe jesuxa

Panuje 3anounmame yaema CTPaHOT je3rKa TEKJIO je IPOTPECHBHO:

—  Texme cy npucyTHe Beh y Bpio auHaMHYHOj, TipepedopMCcKoj ApYyroj
MIOJIOBMHU TleJieceTuX roguHa XX BeKa, a OHJa ce IMojavyaBajy Kaja cy IporpamoM
yTBpheHH IMIBEBH Kao IITO je 0Croco0JbaBamkhe 32 YCMEHY M IUCMEHY KOMYHHKAIH]jy:
Taja ce jaBJbajy CMENM OTJIeNd Kao IUIOJl CHHEprHje HayKe M MPOCBETHUX BIACTH,
3aTM W HeKe JIMYHE HMHUIMjaThBE Koje Iajy JoOpe pesynrarte, a jaua W YTHI]
HeopmaHor oOpasoBama. CrpoBoze ce oriiequ Koje opranmsyje VHCTUTYT 3a
(OHETHKY, TATOJIOrUjy TOBOpPA U CTpaHe je3uke’®, o1 KOjux je ca Hamer CTaHOBMINTA
HajBOKHUjU OHaj KOju je cnpoBoawia Muba Crommh TokoM mkoncke 1960/1961.
TOJIMHE Ka0 OCHOBY 3a MCTPaXXHMBAFE O YUMHKY PaHOT YyUeHa CTPAaHOT (SHIJIECKOT)
jesuka (Crommh 1963); 3atum 1966. roaune, kaga je Ha nHMIMjaTtuBy JlpyiiTBa 3a
KyATYpHY capammy JyrocnaBuja-dpaHitycka y jeaHoj 0eorpaiackoj OCHOBHO] HIKOJH
yBeJIeHa WHTEH3WBHA HACTaBa ()PaHIyCKOT je3WKa TOYeB OJ MPBOT paspena, ,,a Beh
1968. roguHe oBaj Opoj MoOpacTao je Ha ABAHAECT ILKOJIA U YEeTHPH je3uKa (EHIJIECKH,
(paniryckn, Hemauku U pyckn)” (Touanar 2019: 49) y xojuMa ce CTpaHH je3UK yIHO
T0 TUPEKTHO] METO/IH.

13 Taj TajancTBeHM a MONHM JOKYMEHT HMKaJa HHje JaT Ha YBHJ, 4YaK HH
MuuucTpy ['ammm KaexxeBruhy Koju Ta je U3pHUINUTO TPAKHO.
14 MuctutyT je 1952. romuae ocnosana Cpricka akafaeMuja HayKa ¥ yMETHOCTH.
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—  CBu HaBe/ICHU OTJIC/IU JTOKHBIBABA]Y YCIIEX, TE CE jaBJbajy OUCKHBamba 1a
he ce Momen NPUMEHHTH HAa OCHOBHO O0pa3oBame y IeNOoCcTH. Mamak Kajipa,
Mel)yTrM, a BepoBaTHO U JIpyTe MpemnpeKe Koje MOKEMO MPETIIOCTABUTH, ajli O KOjiMa
HHCMO HAllUT TIMCAaHe Tparose, JIOBOJM A0 yBolema HAacTaBe CTpPaHOr je3uka (Kao
W300pHOT TpeaMeTa) He OJ MPBOT paspela Kako Cy YYECHHIIM — HCTPaKUBAYH,
CaBETHHUITM y TICArOIIKKM 3aBOJIMMA, POJAUTEIbH YUCHHKA — Y TIOMEHYTHM OTJIeMa
npenopyunBany, Beh on Tpeher paspena ocHoBHe mikone (y3pacT OKO JIeBET TOJHHA),
HITO ce Takoh)e MOXKE CMATPATH PAHUM YUCHEM.

Yemex ormega y  CpOmju, BUIIECTPYKO IOKYMEHTOBaH, CBE paHHje
3alOUMbabe yuerha CTPAHOT je3rKa — HEPeTKO Ha TPEIIIKOJICKOM Y3pacTy —
HOJICTHIIAHO Ca3HAmbMMa O Pa3BOjy HACTABE CTPAHHX je3UKa M y JAPYIHM 3eMJbaMa,
HHCY WIAK JOBEIU JI0 oOpa3oBama jEAMHCTBEHOI CTaBa y BE3M Ca OBUM
TNICUXOIIE/IATOIIKKAM, TJIOTOANIAKTHYKAM, ald U TOJUTUYKHM, MMHTAkEM, YaK HH Y
okBupy (unononike crpyke.'® [lltaBuire, MUIIbEMBA Cy OCTANIA TTOJEHEHA HEKOIMKO
neteHnja. Kynmmunarmjom gebara Moxe ce cMarpatd OKpyriu cTo Ha TeMy Pegopma
obpazosarva y Cpouju, onpxan 11. maja 2004. mHa Matemarnukom ¢axyirery y
Beorpanmy, umju je opranusarop Ouo CuHAMKAT pajHuKa 00pa3oBama, HayKe H
KyJType, TIoclie Kojer je oOjaBibeHa Oporirypa ca pajgosuma (dumutpujesuh 2004).
Hajzan, 2007. romune, 00jaBjbeH je wuiaHak Iicuxojora, mpod. ap Jbybomupa
JKupormahe, y kojeM ce U3HOCH CTaB MPOTHUB PAHOTI yueka cTpaHux jesuka (Kupomaha
2007), aim ce mocIe Tora CTUYe yTHCAK 1A j€ TIMTabe ONPABIAHOCTH YUeHa CTPAHHUX
j€3uKa Ha paHOM y3pacTy U3TYOWJIO Ha aKTYeITHOCTH, T€ BUIIIE HUje OMII0 030MIBHUjIX
ocriopaBama.

3. PUIOJIOIIKA CTPYKA KAO AKTEP JOIT

Hujenna ce npodecuja He MoXke mocMaTpaTd Kao MOHOJMTHA. Jbymu Koju
NpHIIaJIajy UCTO] YXKOj CTPYLIH PAa3JIMKYjy ce€ TeHEpPaLHjCKH, IO CBOJUM TOJIUTHIKAM H
UJIICOJIOIIKAM ONpele/belbuMa M 10 JPYrUM OcoOMHaMa. AJIM XeMuYap OcCTaje
xemuuap, 0e3 o03upa Ha TO Ja JIM Npelaje OPraHCKy WM HEOPraHCKy XEMH]Y,
MareMaTruyap — MaTeMariyap, 6aBuo ce anreOpoM WM TeOMETPHjOM, a aHIJINCTa, Ha
npuMep, He MOpa WMaTH MHOTO JIOJAMPHHUX Tadaka ca (ppaHKOpPOMAaHHCTOM WM
CIIaBHCTOM.

15 Jlahemo cnenehun npumep: ncuxonor npod. ap Hparan Kpcruh, gyroroauuimu
npodecop Dumomomkor ¢akynrera Yb Ha mnpemmery Ilemaromka TICHXOJIOTH)a,
M3jalllkaBao ce MPOTUB PAHOT yuewa cTpanuX jesnka (Kpcruh 2000).
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3.1. Ocoberocmu gunonoea cmpanux gunonoeuja Kao cmpyke: IU4HO uherve

Kao ocoba 3amyxena ox 1996. mo 2004. romune 3a CTPyYHO yCaBpIIaBambe
HacTaBHUKa (PaHIyCKOT U IPyIrHX POMaHCKUX je3HKa, ald U KpO3 ApYre aKTUBHOCTH
OCTBAapHWBaHE y Capajibu ca IIKOJIama, ayTopKa OBOT TEKCTa OWia je mereHujama y
NPUIAIA J1a TI0OCMaTpa KOJETWHHIIE W Koyiere (uirosore crpaHux (UIoiIordja
3amocieHe Ha Pa3InYMTUM HHUBOMMA oOpasoBama. KpaTko, TEHTATHBHO CKHLIMPAHE
0COOEHOCTH HOCHJIana (PUIIONONIKE CTpyKe KOje CIe[d, Tpe CBera KOJEeTHHWIA U
KoJlera y TMpeIyHHBEP3UTETCKOM 00pa3oBamy, HHjEe 3acHOBaHO, MelhyThM, Ha
UCTPKUBAIGY; Kao IUIOA KPUTHYKOT ITOCMATpama, OHO HMMa 3a IWb Ja IOOyIH
WHTEPECOBAE MITA/INX UCTPAXKHBAYa KOjU O O 0COOSHOCTH MOTIIH JOhHM pHIMEHOM
Hay4yHUX MeTona'®, mompuHocehn Tako jacHMjeM YBUIy y KOMIETeHIHje Koje Tpeba
CHa)XXHH]je Pa3BHjaTH y CKIIOIY (DUIIOIOIIKKX CTY/IHja.

Hyaumo, paxie, jeqao nomano MpadHo JHYHO Buhewe, Hamajyhu ce y uctu
Max j1a he jeIHOT 1aHa HAyYHA UCTPAXKUBAA TIPYKUTH JIPYradujy CIUKY:

— OuoNomKy CTPyKy KapakTepuiie OOWbe pa3uuuThX Npoduia; Ta

YHEHEHUIIA MOYXKE JIOHEKIIE 00jaCHUTH YeCTO KOHCTATOBaHY PAaBHOMYIITHOCT
jeTHHMX HACTABHMKA CTPAHOT je3KKa Ha MpobJieMe KOjH THIIITE ,,0He ApyTe” .

— Moxe ce pehu u na (UIONONIKY CTPYKY, MOCEOHO Y HACTABHUYKOM
MO3MBY, HEPETKO OJJIMKYjY KOHKYPEHTHH OHOCH, HEKajla MPUKPHUBEHH,
HEeKaJ[a OTBOPCHH.

— be3 cymme, HajTexa cuTyanmja je y CaMHUM IIKOJaMa, Ipe CBera
OCHOBHHMM, TJi€ c€ cMarpa Ja ,,JIOK jeJHOM He CMpKHe, Jpyrome Hehe
CBaHyTH”, TO jeCT, Ja ce yBoheHme jelHOr je3rKa MOYKE JIECHTH CaMO Ha
ymTpO Apyror jesuka, ITO JOBOIU J0 MPEeKapHOCTU mpodecuje, ryOuTka
CTPYYHOT KaJIpa M CIIMYHO.

— Mely nactaBHUIIMMa opeleHe MmKoIe KOju Npe/iajy HCTH je3HK, HEPETKO
MOCTOje  3aTErHYTH OJIHOCH, aKO HE W aHUMO3UTET. 3aje/JHAYKE
WHUIIMjaTUBE, YAPYKHBAke, Capaima, Mpe Cy H3Yy3eTaKk Hero MNpaBuio,
MITO 3HATHO CJa0W (QWIONOIIKY CTPYKY Y OCHOBHOM U CPEIHhEeM
o0pazoBamy.

16 3a pasnuky om ocobeHocTH Koje cy peneBanTHe ca craHoumta JOII, o
NOXKEJPHUM OCcOOMHaMa HacTaBHHMKA CTPaHMX je3MKa M KOMIIETCHLMjaMa HOTPEOHUM 3a
KBJINTETHY peaJIN3allijy HACTaBe MOCTOje UCTpakMBarba pal)eHa y HaIllOj CPeIUHH, B. HIIP.
Hyp6aba (2018).
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W Tako, ymecro OopOe 3a jesuke, mMamo OopOy mely jesummma, na
yrmorpeduMo (opMmynan@jy Koja je W HACIOB KE-HTe (PPAHITyCKOT COLMONWHTBUCTE
Jlyj-Kana Kansea (1995). TakBo crame ce Hekaa 3inoynoTpedspaBa, ma Divide et
impera kao ga je KpWIaTHI[A OHHX JUPEKTOpa OCHOBHUX IIKOJa KOjU Memajyhun
CTpaHe je3UKe YHHE CBOjY IIKOIY ,,aTPAKTUBHUjOM — IIITO j€, pa3yMe Ce, MHOTO JIAKIIIe
HEro CYIITMHCKO YyHampehuBame KBaluTeTa paja W mnpoduircame 00pa3oBHE
YCTAHOBE.

Jakiie, penaTHBHO HU3aK HUBO y3ajaMHE capajibe U yApYKUBamba CHAara paau
OvyBama M yHarpelerma BHIIIEje3MYHOCTH Y MIKOJICTBY, Ka0 M HEOBOJFHO ITO3HABAME
3HAYaja BUIIIEje3MYHOCTH, OCTajy Kao YTUCHM TIOCie Iyror IepHoja paga ca
HACTaBHUIMMA CTPAaHMX je3UKa Y MpeIyHHBEP3UTETCKOM 00pa3oBamy. Haenenu
HEIOCTallM, YKOJIMKO OATOBapajy CTBAPHOCTH, MOTY C€ IMOCMATpaTH Kao Y3pOK H
UCTOBPEMEHO Kao TOCIEAWIa H3BecHE NPOQECHOHATHE HM30JI0BAHOCTH |
yCcaMJbEHOCTH HACTABHHKA CTPAHUX je3HKa Y IIKOJIaMa.

Kama ce ¢unonomka crpyka cariema HENITO INHPE, CIMKAa CE 3HATHO
pasiuKyje o/ MPETXOIHE.

3.2. Vnoea ¢unonowxe cmpyxe y yeolery wnancrkoe jesuxa

duionomka CTpyKa OJuWrpajia je MNpPeCcyAHY YJIOTY Y pealu3aldju OBe
uHoBanuje. HaBouMo HajOuTHH]jE akTepe U lUXOBE KOpaKe:
—  Karenpa 3a ubepujcke crynuje @unonomkor ¢paxynrera Yb:

a) MyZIpo je yBella METO/MKY HAacTaBe Ha OCHOBHE CTY/Hje 3HATHO Npe HEeTO
IITO j€ IIIAHCKH MTOCTA0 IIKOJICKH je3HK Y Hac;

0) NpPOCBETHUM BJACTHMa HEYMOPHO j€ Cllajia WHHUIMjaTHBE 3a YBOheHmE
IITAHCKOT je3HKa;

B) OJpenniia je KOMIICTeHTHY, MOTHBHCaHy M TIOXPTBOBaHy Oco0y 3a
capanmy ca MII.

OBHM CTpaTelIKuM, MPOAKTUBHUM U JOCIEIHUM TOHAIlameM 00e30enuna je
CBOJHM YJIAHOBHMA VYerbe jaGHUX NOAUMUKA W CTATHO MECTO y CBUM (opyMHUMa y
KOjUMa Ce PACIIPaBIbalio M paciipaBiba O CTPAHUM je3ULMA.

—  IlpeacraBuunu crpyke y MIIL:

a) ®pankopomanucty 3anociend y MII y mepuoay ox 1996. no monosuHe
npse geuennje XXI Bexal’ 6umm cy npe ceera Be3nn urpaun. CeecHu ja he mmaHcku

17 AyTopka TekcTa ¥ HaA30pHHIA 32 PPAHILYCKH (M TATHHCKH) jE3HK.
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(v uTanujaHCKM) je3UK OWTH, IO CBOj MPHIIUIIM, KOHKYPEHIIMja HACTAaBH (PpaHIfyCKOT
je3uKa 3a Kojy Cy OWnm 3aIy>XeHH, WIaK Cy 3IYyIIHO TOAPXKABAJH IIHUPEHE MMOHY/E
CTpaHHX je3rKa y IMJbY pPa3Boja BUILC]E3MYHOCTH, @ y UHTEPECY CAaMUX YUCHHUKA U Yy
KOPHCT IIUPE JPYIITBEHE 3ajeTHHUIIC.

0) Mehy xonernavnama i KojieramMa CaBeTHHUIIMMA M HA/I30PHUIIMA 33 OCTaje
CTpaHe je3uKe, HUje OWIO HM BaTpEHMX MOJp)KaBajala HU Kounudapa® (mrro je
Pa3yMIBHBO, jep Cy, MoceOHO y Be3W Ca MIMaHCKHUM, 3HAIH Ja je Y MHUTamy je3WK ca
BENMKUM OpojeM TOBOpHHKA), ai jecre Omno ckentuka. Kao mpodecrnonanum ox
BEJIMKOT MCKYCTBa, OWJIM Cy CBECHH Jia Cy CIIMYHE MHHUIM]ATHUBE M3JIOKECHE CHAKHUM
OTIIOpYMA Ha TEpPeHy, Kao W 030MJBHUM IIpernpeKaMa OpraHu3aloHe Ipupoae (Kako
00e30eauTH (hOoHI YacoBa 3a HACTABHHKA, KaKO 00€30€AMTH yUYCHHIMAa HACTaBaK
yuema y CpelmeM 00pa3oBamy U apyro). tbruxose nodbporamepHe mprumMen0e moMoriie
Cy Jla Ce y OCTBape-¢ HIIgje KpeHe ca ImyHoM cBemnhy o Temkohama Ha koje he ce
Hauh¥ ¥ Ja ce peBHIe H3BECHA PelleHa.

3.3. Vnoea gunonowixe cmpyke y yeohersy panoe yueroa Cmpanux jesuxa

Kana je ped o yBohewy paHOr yuema CTpaHUX je3uKka, Tpeba mcrahu ja ce
yJiora (HIONOIKE CTPYKE YHEKOJIHMKO pasiIMKyje IpeMa IepHoIy KOjU ce TocMaTpa.
Beoma rpy06o, HaumMe, BpeMe 0]1 OKO MET JeTIeHHja MOKEeMO TOZICUTH Ha JIBa MEPHOJIA:

I. Tokom myror ucropujata of Kpaja Jlpyror cBerckor para a0 kpaja XX
BEKa, (PHIIONIONIKA CTPyKa — 3aIIOCIICHH Y TTe/IarOIIKAM 3aBOuMa, a o1 1990. roxuae y
MIT, npodecopn yHHBEpP3UTETA, HACTABHUIM-UCTPAXKUBAUM, TIPEICTABHUIN CTPYIHHX
npymraBa (Mel)y kojuma ce HajBumie wctmde JlpymrTBo 3a CTpaHe je3wke W
KIGIDKEBHOCTH) — OMJIa je Takopehy arcoiyTHH HOCHIIAll MHUIU}aTHBa, HCTPAKUBAHA
Y KPEaTUBHUX pEllieHha Y BE3U Ca TUM TTHTAHEM.

Il. ¥V okBupy pedopmckux mporeca modetkoM XXI Beka, Mehytum,
(unosomnka cTpyka — YHUBEP3UTETCKH HACTABHUIIM, CABETHULM U HamzopHuim MII,
npodecopr OCHOBHHX ¥ CPEJIIbUX MIKOJIAa — UAKO je MMalia TIpeJicTaBHIKE pacriopeleHe
y HEKOJIMKO TUMOBa (y Tako3BaHoM LleHTpanmHoM TuMy, To ject, Komucuju 3a pa3Boj
HIKOJICKOT TIporpamMa, y TUMY 3a 00pa3oBHY oOyacT Je3nk W KOMYyHHKaIyja, Y
NpeIMETHOM THMY 3a CTpaHE je3uKe), HUje ce BaTPeHO 3ajiaraia 3a yBoheme CTpaHor
je3uKa y IpBH pa3pes OCHOBHE IIKOJIe, Beh 3a HEIITO paHuju MOYETaK yUemha Y OXHOCY
Ha nmoramanmyi. CBecHH Temkoha m3Boljema HaCcTaBe UCKIBYUHBO OPATHOM METOIOM

18 Koynuuapu cy, o casHamwy ayTOpKe OBOI TEKCTa, OWIM yIJIABHOM Y IIPAaBHO]
ciyx6u. Onmupnuje y Bypuh (2016: 211).
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(o je WMMepaTUB y TPBOM paszpedy, Oyayhu na ydeHWIM Taja TeK HNOYHIbYy Jia
CaBJa/laBajy CPICKy NHMPWIHITY) ¥ HEMIPUIIPEMIbEHOCTH HACTABHOT Kajpa 3a Ty BPCTY
HacTaBe, MPEACTaBHUIM (HIIIONIONIKE CTPYKE MPBOOMTHO Cy CE 3ajaraiu 3a yBoleme
NPBOT CTPAHOT je3UKa Y JPYTH paspe]] OCHOBHE IIKOJIE W JPYTOr CTPAHOT je3uKa Y
YeTBPTH pa3pen ocHOBHE mikoine. OTyka o yBohemy CTpaHOr je3nka Kao 00aBe3HOT
npeaMeTa y MpBU pas3pe]] OCHOBHE IIKOJIE MOJUTHYKE je, aKie, MPUPOJIE, a JOHEIH Cy
j€ HajBHINM TPECTABHUIMM NMPOCBETHUX BJIACTH, TO jE€CT MHHHCTap W TOMONHHUIIN
munuctpa'®. [lpucTajame QUIONOIIKE CTPYKE Ha Ty MOJMTUYKM MOTHBUCAHY OJIYKY
onpenny ¢y crenehu aprymenTu:

—  Ca craHoBHIITA HHTEpECA YUCHHUKA!
*  JIONPHHOC MPaBEAHOCTH 00pa30Bamba;
*  KOHTHHYHTET Y4e€Ha 3all0ueTor y TPEIIKOJICKO] YCTAHOBH;

*  geha mocyfinocm 3a yeolere 0basesna 06a CMpPaHa je3uka y OCHOBHY
WIKOTLY.

—  Ca cranoBuTa HHTEpeca (YUIIOJIOLIKE CTPYKeE:
*  CTpax o] yMamema 3Hauaja CTPaHKX je3uKa y CIy4ajy HeyBohema,

*  geha mozyhinocm 3a yeolheroe 0basesHa 06a CMpPAHA je3uKa Y OCHOBHY
WIKOTTY.

AmnHanu3a 1mokasyje Jia je ¥ y OBOM Ciy4ajy yuernhie (UIONOIIKe CTpyKe 0110
3HAYAjHO, aJil HEe ¥ TPECY/IHO, Kao IITO je TO OWII0 KOoJ| yBOoherma MITaHCKOT je3UKa Y
NpeIyHUBEP3UTETCKO 00pasoBame. MehyTuM, HH y jeTHOM HU y JIPyroM MpHUMEpY,
¢usonolka CTpyKa HUje UMajia npecTaBHuKe Mel)y TOHOCHOIMMA OJTyKa — Oua je,
JaKje, 3a6UcHU aKTep, TO jeCT OHaj KOjU TOCeayje CTPYYHH JIETUTUMHUTET U
CIIOCOOHOCT KPEaTUBHOI' pearoBarma Ha XUTHE TpodiieMe, alu He Moce/yje IOUTHYIKY
Moh. MictoBetan Hanas vMajiv CMO My PaHUjHUM HCTPAKHMBakbUMAa KOja Cy ce OJJHOCHIIA
Ha JlpymrTBOo 3a cTpaHe jesuke M KibikeBHOCTH kao akrepa JOII (Bypuh 2016:
306-307).

Bpno Hmzak cremen ydemha HacTaBHUKA W3 NMPEIYHUBEP3UTETCKHX HHBOA
obpazoBama y Beh momumanmMm (azama JOII — jaBpajy ce OWiio y CBOjCTBY

19 Buo je To oaroBop Ha GPOjHE 3aXTEBE POJMTE/LA KOJU CY CE W3jallmbaBalu y
Pazeosopuma o pegopmu, tpaxehn yBoljeme HacTaBe CTPAHOT je3WKa y TPBU paspen
OCHOBHE TIIKoJIe, a Muciehu npu Tom Hajuenrhe Ha yBoheme SHITIECKOT je3nKa.
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HACTaBHHMKA-MCTP)XKUBaya, OWIO y CBOJCTBY WIaHOBa KOMHCHja 3a pedopmy
oOpa3oBama — MOXE c€ 00jaCHUTH YWHCHUIIOM Ja Y aHATU3UPaHUM TpUMEpHMa
yrBphuBame JOII genyje mo Mozeny 0do3eo Ha done. Jlaneko cMo Tana Ounm, Jakie,
on moxessHor mozena JOIT? y kojem ce no0ujajy M yBakaBajy HMITYJICH OJI
KOJCTMHHIIA W KOJera W3 HAacTaBHE IIpaKce, KOjU CBOJUM 3HAambHUMa O
KapaKTepHCTUKaMa JIOKATHE 3aje[IHULIE Y KOjOj Jeajy MOTy MOMONH y M3HATaXeHy
NPUMEHJBMBUX M epUKaCHUX pemierba. Jla I cMo JaHac OJIFKH TOM MOJEIY, TUTamkbe
je koje he 6e3 cyMmbe UCTpaKUBaTH HOBH HAyYHH HAPAIITajH.

4. MOI'Y'RE IIOYKE U 3AKJbYUHE HATIOMEHE

[Ipernen oxomHOCTH W yiore KOjy je y TeHepalu3aldjyd OBe JIBE 3Ha4ajHE
WHOBAlMje oxurpaia (UIIOJOIIKA CTPyKa YKasyje Ha H-EH NMPBOpPA3peIHU 3HAYa] y
oomkoBaky JOII y momobmacti cmpanu jesux. Ykasyje, Takohe, u Ha oxapeheHe
HEJIOCTaTKE Y OKBUPY caMe (DHIIONONIKE CTPYKEe KOjU OM Ce MOIJIM — WM MOpaik —
OTKJIOHHTH T0jadyaHuM 00pa3oBambeM Oyayhrx HacTaBHHKA CTPaHUX je3uKa y 00JacTH
JOII, arm ¥ mojavyaHUM W ycarjlallieHnM JeJOBambeM CTPYKOBHHX YIpYXKema Y
00JIMKY, PEIMMO, CTPYYHOT yCaBpIllaBamha HACTABHUKA CTPAHHX je3WKa, HACTABHOT U
pykoBojieher Kajapa INKONia, POOHWTEIbA YYEHHKA, 3allOCICHHX Yy HPOCBETHUM
MHCTHUTYIMjaMa U CIMYHO paji OOJber pa3yMeBamba 3Ha4yaja BUIIEje3UUHOCTH, U KaJia
je ped o o00pazoBHMM, NUPO(MECHOHAIHUM U JHMYHUM IOTpedaMa yuYeHHKa Yy
OynyhHocTH, M Kaga Cy y NHTamby MOTpede — CIHOJGHONOIUTHYKE, E€KOHOMCKE,
KyJTypHE — IIEJIOKYITHE IPYIITBEHE 3aj¢THHUIIC.

2 Jomr c¢MO ynajbeHHjU Ol WIEje TPEJBOJHMINTBA 3a KOjy ce Beh JyKe Bpeme
3anaxe npo¢. ap J. Gununosuh: ,,[IpeBOIHUIITBO Y jE3UMUYKO] MOJUTUIM 3HAYM J1a CBAKO
0J1 HAC WMa TpaBa Jia Tpey3Me YJIOoTy 3adeTHUKa jesndke wHosamwje [...]”, (Pummmosuh
2018: 20).
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4.1. Moeyhnocm npenoutera uckycmea

Jla Ou MCcKycTBa M3 MPONDIOCTH OMyIa O KOPHCTH 32 yHanpeheme akTyeTHor
crama y JOII y nogobnactu cmparu jesuyu, NOTPpeOHO je UMaTH y BUY Y KOjOj MEpH
Cy ce OKOJHOCTH IpoMeHmse. Maja u3MeHe THX OKOJIHOCTH Y TEpHOIY Of] MOoYeTKa
XXI Beka 1m0 maHac HUCY MPEIMET HAIIET NCTPKUBAmba, YIIO30PUMO /1 je YOuJbHBa
BEJMKa MPOMEHA CTama y MPOCBETHUM MHCTHTYIMjama, y MIT u 3aBoauma koju cy kao
cTpy4He ciy:x0e ocHoBarM 2004. roanHe: 1o HaIlleM ca3Hamy, y FlbMa HeMa BHIIIE O
Mo jeaHe ocoOe 3aJyKeHe 3a CBE CTpPaHE je3WKe KOjU CE y4e y IIKOJICTBY, a TH
3ar0CyIeHH 00aBJbajy U Ipyre HOCI0Be?!, Te ce He MOTY MOCBETHTH Y ITyHOj MEPH TaKO
3HAYAjHOM U CJIOKEHOM TIUTAY Kao IITO je 3aCTYIUhEHOCT U HACTaBa CTPAHMX jE3HKa.
[Mopen Tora, oHM Cy pacyTd y TpH pa3iH4nTe UHCTUTYIIM]E KOje UMajy XUjepapXujcKo
ycTpojcTBO (3aBomu Aoowjajy Hajore o MII). Tume je jenna on HajOUTHHjUX KapuKa
¢uomnoIIKe CTpyKe, OHA KOja TIOBE3yje CBE aKTepe M 3aMHTEPECOBAHE CTPAHE, 3HATHO
ocnabspena. [Tocnenuiie HaBeIeHNX YMILEHUIIA jecy cTarHalyja, ako He W OTOpIIamke
3aCTYIUBEHOCTH CTpaHWX je3WKa, WUXOBOI craryca © (oHAa dacoBa Yy
TPeTyHUBEP3UTETCKOM 00pa3oBamby.

CrermuuHOCTH  OKOJNHOCTH Yy KOjUMa Cy TIpe [IBaJieceTak ToOJHMHA
pea30BaHe ONKCaHe UHOBAIMje Oulle Cy, J1a MOCETUMO, U crienehe:

—  KeJba TPOCBETHHX BJIACTH Jla HATpaBe 3HauyajaH, jaCHO BHIJBUB PE3 Y

OZIHOCY Ha TIPETXOJHY BIIACT M Ja pa3Boj oOpazoBama caoOpase
npernopykama Caseta EBporie u EBporncke ynuje;

— yctpojetBo MII U HEroBHX HAJICKHOCTH (LEHTPAITH30BAaHH MOJeEN),
Hacnehenn u3 neBeneceTrx rofpHa XX Beka, MTo je 00e30ehuBaio Behin
Opoj TpeAcTaBHHKA (GHIONONIKE CTpyKe (CaBETHHIM, HaJI30pHHUIIM,
npeBoauony...) y camom MII m y Beh momumaHuM THMOBMMa Ha

2L To ce ogHOCH M Ha KOJIETMHUIE M KOIere Hau3opHuKe y ympasama MII. Onu
YIJIaBHOM HajMame pajie Ha IOCIOBMMAa NPEJAMETHOI HaJ30pa. 3a IpyXambe CTpydHe
noMohM HacTaBHUIIMMA, CapaJHUIMMA, THMOBUMA U Jp., Pewersem o uzbopy cagemuuxa-
CHOBHUX CAPAOHUKA 30 npedmeme, zpyne u obiacmu npeomemad, aKmMusHOCIMU U CIpYuHe
nocnoge, 3a nepuoj ox 22. maja 2023. no 31. maja 2024. ronuHe aHI'a)KOBAHO je YKYITHO
375 caBetHuKa, ox Tora 22 ¢uionora crpaHux (uIoI0rHja (SHIJIECKH je3uk: 12; HeMauku
jesuk: 3; pycku je3uk: 2; (paHIyCcKH je3uk: 4; UTaNMjaHCKH je3uk: 1; mmaHcku jesuk: 0)
(https://prosveta.gov.rs/wp-content/uploads/2023/05/Resenje-o-izboru-savetnika-spoljnih-
saradnika-2023.pdf).
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MOYeTKy pedopme, UnMe je Ouna OCHUTypaHa YBPCTa YMPEKEHOCT CBHX
Tpe/ICTaBHAUKA (IIIONOIIKE CTPYKE.

O0e oxoHOCTH I0KUBETIE CY Y Mel)yBpeMeHy ayOoKe IpoMeHe.

Jom jemHa OKOTHOCT 3axTeBa MOCEOHY OyHOCT: YHbEHHUIIA JIa Y HOBUjE BpeMe
MPOCBETHE BiacTH He mokpehy pedopMe ca jacHO WCTaKHYTHM IWJbEBUMA U
00pasnokeHUM TMpoMeHama, Beli MoJ| IJIaliToM CTajHOr Tpolieca yHampehuBama
oOpasoBama TPHUCTYIA]y MapIUjaHUM, y jaBHOCTH HEIOBOJHHO mporpahieHrM u
cxBaheHUM MPOMEHAMa, 3aCHOBAaHUM Ha TJIOMA3HHM M TEIKO YHTJHUBHM TEKCTOBHMA
Kao IITO Cy cTpaTteruje yHamnpehema oOpa3oBama U BacIUTama 3a oapeheHn nepuoy,
aKIMOHU TIAHOBH U ci1. WmycTtpanuje pagu, HaBenumo crenehe mokymeHte, Koju ce
mory Hahu Ha cajry MII??, a umju Gpoj cTpaHa JajeMO Kao MOTKPEIy MPETXOIHE
TBpAEC, y3 Ha3HaKy y KOjOj ce Mepu TH JNOKyMeHTH OaBe (TO ject, He OaBe)
suwejesuyHowiy i Cmpanum jeauyuma y IKoJICTBY:

—  Ex post awmamuza cnposoherva Cmpamezuje paszeéoja obpazosarea u
sacnumarea y Cpbuju 0o 2020. z2ooune (https://prosveta.gov.rs/wp-
content/uploads/2021/02/3-Ex-post-analiza_0202.pdf): Tekct msuocn 223
CTpaHe W Y HeMy C€ HHUTH jeJJHOM He TIOMUIbY PeY GUULEje3UYHOCT WITH
CHHTarMa crmpanu jesuyu,

—  Cmpamezuja passoja obpazosarea u éacnumarba y Penyomuyu Cpouju
00 2030. zooune (https://prosveta.gov.rs/wp-content/uploads/2021/11/1-
SROVRS-2030_ MASTER 0402 V1.pdf) (y naseem tekcty CPOBPC
2030)? wm3nocu 134 crpaHe; y mOj ce ped euuiejesuunocm jaBiba
jenanmyt (mro hemo IUTHpaTH y 3aBPIIHOM ITOJOAEIHKY), @ CHHTarMa
CcmMpany je3uyu HAjeTHOM;

—  Axyuonu nnan 3a nepuod 00 2021. oo 2023, 3a cnposoherve CPOBPC
2030 (https://prosveta.gov.rsiwp-content/uploads/2021/02/AP-Strategija.
docx.pdf), uma 112 crpaHa; y meMy ce HHjEJHOM HE MOMHUIbY ped
sULeje3UyHOCH VT CUHTarMa CImpaHu_jesuyu,

—  Ilpsu eoouwru uzgewimaj o umniemenmayuju Axkyuowoe niama 3a
ocmeapuearse CPOBPC 2030 (https://prosveta.gov.rs/wp-
content/uploads/2023/02/Prvi-godisnji-izvestaj-o-implemantaciji-

22 Cajry MII npuctymibeno 8. X 2023. roaune.
23 Brnana Peny6nuxe Cp6uje ycsojuna je CPOBPC 2030. 3. jyna 2021. roguse Ha
cB0joj 61. ceqauuu. Pecopuu munamcrap 6vo je bpanko Pyxuh.
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Akcionog-plana-za-SROVRS-722023.pdf), uma 89 crpana; y meMy ce
HUJEIHOM HE TOMHIbY PEY SUUleje3uyHOCH WIA CHHTAarMa Cmpanu
jesuyu.

4.2. Akmyenna numarea u uzazosu y JOII y noooonacmu cmpanu jesuyu y Cpouju

Hexke Teme 3a pa3matpame, Kako y KpyroBuMa (HIIOJIONMIKE CTPYKE TaKoO U y
mmpuM GopyMHuMa, MOXKEMO (pOpMYIIHCATH CACBHM YOIIITEHO, HA IPHMED:
— Jla mm je Hamr cucteM 0oOpa3oBama IMOCTA0 TMpaBeIHHUjU Kaja je ped o
JIOCTYITHOCTH CTPaHUX j€3HKa U ’bUXOBOM YUewy ?

— Jla 1m je maHac OTBOpEHM)H 32 je3WUKy Pa3HOJIHMKOCT WM je, HalpOTHUB,
OTBOPHO Bpara jeaHoj noceOHoj BpetH riotodaruje (Kaase 1995), koja
npeTH a U3 00pa3oBHE MOHYJE YCKOPO UCTHCHE CBAa TPU POMAHCKa M
PYCKH je3uk?

—  Jlam je nonpuHOC dronomke cTpyke y noHomewy JOII y mogobmactu
CTpaHU je3UIM ONTUMAJIaH Y Ca/Ialllih0j KOHPHUTYpaIuju akrepa?

U, mocebHo, J1a T1 CMO 3a0BOJHHH:
— 3actymbeHomhly — IMAHCKOT  je3WKa y  MPEIyHHBEP3UTETCKOM
o0pazoBamy?

—  Ksanmrerom paHor yuema CTpaHUX je3nuka?

[o HamM ca3HambMMa, aKTYEJTHN M3a30BH y 00JIACTH KOjy UCTPaXKyjeMo, a Ha
Koje Om (huItoJIoIIKa CTpyKa Mopalia IaTH jeIUHCTBEH OJrOBOp, y TPBOM PeNy jecy:
TeHEPAITHO CIa0JbEHhE CTaTyca CTPAHHX jE3MKa Y HAIlleM IIKOJICTBY, a IIOCEOHO JPYyror
CTpaHOT je3uKa y OCHOBHO] IIKOJM; YMAamCHE 3Hayaja M NPBOT M APYTor CTPaHOT
je3uKa y rTHMHa3uj1 300r TyOHuTKa Aena, HOHAKO CKPOMHOT, (poHAa yacoBa; HEJOBOJbHA
Pa3HOBPCHOCT CTPaHMX je3WKa Y CPEIHeM CTPYYHOM 00pa3oBamy W OTIOpP YBOhemY
JpYror CTpaHOr je3WKa 3a CBE YETBOPOTOAMIIIE Mpodmie, YKbydyjyhu u one y
JTlya;THOM 00pa3oBamy.

Ja Ou jonprHena yCrenHOM peliaBamky HaBeleHUX MpodiieMa, (HIooliKa
CTpyKa He cMe OuTH (parMeHTHCaH akTep, Beh UBPCTO yMpexeH, clipeMaH Ja MpyKH
KpeaTHBHE OJrOBOPE HA aKTyeITHA TUTAba.
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4.3. Anen npeocmasnuyuma gunonouike cmpyke

BpojHa mperxomna muTama W W3a30BU pemmhe ce, HamajMO C€ Yy CKOpOj
OynyhHOCTH, CTalnHMM, NOCICIHMM W jJEIMHCTBEHHM AHTKOBAKHEM IPEICTABHUKA
(umonomke cTpyke Ha CBHM HHBOMMa oOpasoBama. [lopen Beh pewenor, TO
AHT2XOBamkhe¢ TIONpa3yMeBa HOBA HCTPRKUBAbA, TPAKEHE HOBHX  Hpo30pd
moeylinocmu®*, anm u Behe npucyctso y jaBHocTH. Mapketunmiku acrekt JOIT ve cme
CE 3aHEMapUTH.

3aBpmhemo, crora, paj MO3UBOM (DUIIOJIONIKO]j CTPYLHU Jia C€ Y MHTEPECY
YUSHHKA U TIEJIOKYITHE JIPYIITBEHE 3ajeIHUIIC VjeIHHU y OIOpaH! BUIIE]e3UIHOCTH,
ymje je yHanpeleme TECHO Be3aHO 3a CTAaTyC U IOJI0XKaj CTPAHMX je3rKa y IIKOJICTBY.
Ja ce yjenumeHMM CHarama aHraxkyje Ha M3MEHM 3a0pumaBajyher crama, Koje ce
CacBUM jacHO OrJIefla Y jeAMHOj PEYCHUIN IMOCBeheHO] BUINIEje3MIHOCTH Y HajHOBH)O]
cTpareruju o0pa3oBama, Kojy He Tpeba JeTaJbHO KOMEHTapUCaTH, CEM IITO CE& MOXKE
pehu nma mpyka jacHy CIMKY O TOME Kako IPOCBETHE BJIACTH Pa3yMejy Taj IOjaM:
»YHarpel)eH ofHOC TipemMa CpIICKOM je3WKy M pa3BOj je3WYKHX KOMIeTeHIHja he
JOTIPHHETH W Pa3BOjy BHINE]E3UYHOCTH, K0 jeHO] OJI KJbYYHHUX KOMIIETEHIIMja 3a
1enoxuBoTHO yueme.” (CPOBPC 2030: 51).
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THE ROLE OF THE PHILOLOGICAL PROFESSION IN SHAPING THE LANGUAGE
EDUCATION POLICY: EXAMPLES OF INTRODUCING THE SPANISH LANGUAGE
AND EARLY LEARNING OF FOREIGN LANGUAGES IN THE EDUCATION
SYSTEM OF SERBIA

Summary

The paper examines the introduction of the Spanish language and early learning of foreign
languages in primary education, which were achieved in Serbia at the same historical
moment, at the beginning of the 2000s - when they represented the generalization of
previously implemented innovative projects in language education policies. The research
deals with the genesis of these innovations and the role of the philological profession in its
different phases. The theoretical framework of the research consists of the analysis of
public policies, sociolinguistics and glottodidactics. For both cases analyzed, we conclude
that they are examples of positive practice in determining language education policy, but,
primarily, that they are instances of the significant and even crucial role the philological
profession had in shaping solutions. Although the research can also be considered as a
contribution to the study of the history of foreign language education in Serbia, the analysis
of circumstances under which innovations were introduced, the relationship between
different actors, the role played by the philological profession and, finally, a comparison
with the current moment, are a contribution to a more efficient design of further initiatives
and actions which aim to improve multilingualism in Serbian education, foreign language
teaching in general, and Spanish language in particular.

Key words: language education policy, foreign languages, actors, philological profession,
Spanish, early learning of foreign languages.
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EL ESPANOL EN LA ENSENANZA PRIMARIA EN HUNGRIA!

RESUMEN: El objetivo del articulo es presentar la situacion de la ensefianza del espafiol en
la escuela primaria en Hungria. Centrando nuestra atencion en el periodo entre los afios
escolares 2003/04 y 2018/19, analizaremos los datos proporcionados por las estadisticas de
las bases de datos oficiales y examinaremos el volumen y el peso del espafiol entre las
lenguas extranjeras ensefiadas. Aprovechando los datos ya obtenidos —referentes a la
distribucion geogréafica, a la edad de los aprendientes y al desarrollo del volumen de las
matriculas en el periodo determinado— arrojamos luz sobre el hecho de que este grupo del
alumnado matriculado en espafiol es numéricamente reducido, pero histéricamente muestra
un crecimiento constante. El analisis puede ayudar a crear una imagen mas precisa sobre el
lugar que el espafiol ocupa en el sistema educativo hingaro y a que se encuentren aquellos
puntos donde su ensefianza pueda ser desarrollada de forma favorable.

Palabras clave: el espafiol como lengua extranjera, la ensefianza del espafiol, el sistema
educativo hungaro, el espafiol en la ensefianza primaria, anélisis demolinguistico.

SPANISH IN PRIMARY EDUCATION IN HUNGARY

ABSTRACT: The aim of the article is to present the situation of teaching Spanish in primary
school in Hungary. We focus on the period between the 2003/04 and 2018/19 school years
and analyze the data from the statistics of the official databases in order to examine the
extent and weight of Spanish among the foreign languages taught. Using the data already
obtained — in terms of geographical distribution, the age of learners and the development of
the volume of enrolments in the given period — our analysis reveals that this group of
students enrolled in Spanish language is small but historically it shows a constant growth.
Our analysis can help to get a more accurate picture of the place Spanish occupies in the
Hungarian education system, and to find points where the teaching of this language can be
expanded.

! La investigacion presentada en este articulo forma parte del proyecto El espaiiol
en Europa — demolingtiistica de los hablantes de una lengua, coordinado por Heidelberg
Center for Ibero-American Studies de la Universidad Heidelberg y la Universidad de
Zdurich en colaboracion con el Instituto Cervantes; para mas detalles véase la pagina del
proyecto en https://europa-hcias.de/es/.
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Key words: Spanish as a foreign language, teaching of Spanish, Hungarian educational
system, Spanish in primary school, demolinguistic analysis.

1. INTRODUCCION

En el presente estudio nos proponemos examinar la situacion del espafiol
en el contexto de la ensefianza de lenguas extranjeras en la escuela primaria en
Hungria. Aungue sobre la presencia del espafiol como lengua extranjera en el
sistema educativo hingaro se dispone de algunos antecedentes bibliograficos —
Gy6ri (2001), Jambor (2001, 2004), Sagarra Angel (2007), Cselik (2013), Baditzné
Palvolgyi (2014), Blas Nieves (2017), Valdivielso Odriozola—Macias Amigo
(2021) y maés recientemente (Berta 2022, 2023)—, en los estudios publicados hasta
ahora se dice muy poco acerca de la situacion de este idioma en la escuela
primaria. Ello probablemente esta vinculado con el hecho de que —segin las
estadisticas— su volumen a este nivel educativo es proporcionalmente bajo en
comparacion con el de los superiores. Sin embargo, conviene tener presente gque en
Hungria la presencia de la ensefianza de lenguas extranjeras es esporadica en la
etapa preescolar —a excepcion de las instituciones de las minorias nacionales—, por
lo cual para los nifios hangaros generalmente es la escuela primaria donde
comienza el proceso de adquisicién de una lengua distinta a la materna. También
resulta interesante dedicar atencién a esta etapa educativa teniendo en cuenta la
controversia sobre cual es la edad mas idonea para la adquisicién de lenguas
extranjeras: la edad temprana (Lenneberg 1967; Klein 1986, etc.), la prepubertal
(Ervin-Tripp 1974; Collier 1987, etc.), la adolescencia (Snow y Hoefnagel-Héhle
1977; Eguskiza y Pisonero 2000; Ur 2009: 286-301, etc.) o la edad adulta
(Cummins 1981)%. Aunque varios estudios llaman la atencién sobre la complejidad
de los factores que intervienen en el proceso de adquisicion de lenguas extranjeras
y se ha detectado cierta variablilidad en cuanto a la duracién y finalizaciéon del
periodo de mayor sensibilidad para el aprendizaje de idiomas dependiendo de cuél
de los componentes del sistema linguistico se trata (Mufioz y Singleton 2011;
Granena y Long 2013; Custodio Espinar 2022), se ha reconocido que existe una
correlacion inversa entre la edad del inicio de la adquisiciéon y su nivel de logro
(Birdsong 2006; Biedron 2023: 20).

2 Lopez Téllez (1996: 159-160), Cortés Moreno (2001) y, mas recientemente, Hu
(2016: 2164-2166) ofrecen una revisién de los estudios sobre la cuestion de la edad idénea
para la adquisicidn de idiomas.
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A continuacion, por tanto, nos dedicaremos a describir la situacion de la
ensefianza del espariol en la escuela primaria en el contexto del sistema educativo
hingaro a principios del siglo XXI. Centraremos nuestra atencion en el periodo
entre los cursos escolares 2003/04 y 2018/19; para poder examinar el volumen y el
peso del espafiol entre las lenguas extranjeras ensefiadas, analizaremos los datos
proporcionados por las estadisticas de las bases de datos oficiales, proporcionados
por el Departamento de Registro de Educacion Publica de la Oficina de Educacion.
Cabe afadir que los andlisis aqui presentados forman parte del proyecto
internacional El espafiol en Europa — demolingiistica de los hablantes de una
lengua, el cual pretende describir cuantitativa y cualitativamente la geografia
linglistica y cultural del espafiol con especial atencion a dindmicas migratorias,
demogréficas y educativas suponiendo —de acuerdo con el marco teérico formulado
por Moreno Fernandez y Otero Roth (2006)—, que los aprendientes de una lengua
forman un grupo especial de los hablantes de la misma (Grupo de Aprendices de la
Lengua Extranjera [GALE])?, dentro del cual el dominio de la lengua puede ser
muy variado. En el presente estudio, sin embargo, el centro de nuestra atencion esta
Unicamente en el sector de la educacion en Hungria®.

La estructura del estudio es la siguiente. En la seccién 2 se describe el
sistema educativo no universitario hiingaro con atencién especial a la posicion que
la ensefianza de idiomas extranjeros tiene dentro de este; en la seccién 3 pasamos al
analisis de los datos estadisticos recogidos; finalmente, en la seccion 4 se extraen
las conclusiones.

2. EL SISTEMA EDUCATIVO Y LA ENSENANZA DE IDIOMAS EN
HUNGRIA

2.1. La estructura del sistema educativo no universitario hiingaro

3 Seglin dicho marco teérico, mas precisamente, el conjunto de los individuos que
tienen dominio de una lengua —en este caso el espafiol- esta formado por distintos grupos,
uno de los cuales es el de los aprendientes de la lengua extranjera, que adquieren la lengua
durante el proceso de aprendizaje en el aula (Moreno Fernandez y Otero Roth 2006); en
este estudio nos concentramos exclusivamente en un subgrupo de estos hablantes.

4 El equipo de investigacion centroeuropeo, dirigido por Andrzej Zielinski
(Universidad Jaguelonica), esta formado por Cecylia Tatoj (Universidad de Silesia en
Katowice), Tibor Berta (Universidad de Szeged), Jana Peskova (Universidad de Bohemia
del Sur en Ceské Budg&ovice), Maria Medveczka y Radana Strbakova (Universidad
Comenius de Bratislava) y cuenta con la colaboracion de Héctor Alvarez Mella
(Universidad Heidelberg).
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Para poder apreciar el volumen y la posicion del espafiol en la ensefianza
reglada de Hungria es necesario repasar los rasgos caracteristicos del sistema
escolar del pais. Este, por lo que a los niveles no universitarios se refiere, se
compone, esencialmente, de una etapa primaria y una etapa secundaria, mostrando,
sin embargo, cierta heterogeneidad en el sentido de que coexisten en él varios
modelos estructurales (Berta 2022: 82-83; Ministerio de Capacidades Humanas
2020). La diferencia mas importante entre estos modelos es fundamentalmente la
duracién de la ensefianza primaria y de la ensefianza secundaria. En el sistema
predominante la primaria —en la que los alumnos entran habitualmente a la edad de
seis afios— dura ocho cursos —divididos en una etapa inferior y una etapa superior,
ambas de cuatro afios de duracién—y la secundaria —en la que los alumnos entran a
la edad de catorce afios— dura, en general, cuatro. En la ensefianza secundaria, a
partir del curso noveno, se hace distincion entre dos itinerarios: el de la secundaria
general —cuyos estudios se realizan en los institutos de bachillerato— y el de la
secundaria profesional —dedicado a la formacion de profesionales—. Ademas de este
modelo, mas difundido en el pais, existen paralelamente otros dos: en uno tanto la
primaria como la secundaria general tienen seis afios de duracién, mientras que en
el otro la primaria tiene cuatro y la secundaria general ocho (la secundaria
profesional se integra en la estructura del modelo predominante comenzando
siempre a partir del noveno curso)®.

2.2. La ensefianza de lenguas extranjeras en el sistema educativo hingaro

Dentro del sistema educativo descrito, de acuerdo con la regulacién
vigente, determinada por el Ilamado Plan curricular marco nacional (NAT), la
ensefianza de la primera lengua extranjera debe ser iniciada en el curso 4°, aunque
también se permite que comience antes, durante los primeros tres cursos de la

5 Como consecuencia de la copresencia de los tres modelos, la etapa ISCED2 de la
Clasificacion Internacional Normalizada de la Educacion ISCED 2011 (International
Standard Classification of Education) incluye tanto a los alumnos de primaria como a los
alumnos de secundaria. En este estudio utilizamos el término primaria de acuerdo con la
clasificacion hingara, es decir, en la etapa ISCED2 no se tiene en cuenta a aquellos
alumnos que sean clasificados como alumnos de secundaria por estudiar en uno de los
modelos alternativos. De hecho, el Gltimo de los modelos presentados —donde la primaria
dura cuatro afios y la secudaria ocho—, el menos difundido en Hungria, es el que sigue la
clasificacion internacional mencionada. Por la misma razon el grupo aqui analizado incluye
a alumnos que en el modelo de Moreno Fernandez y Otero Roth se repartirian entre los
subgrupos GALE1 y GALEZ2.
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primaria, si las condiciones estan dadas en la institucion; la ensefianza de la
segunda lengua extranjera debe empezar después del curso 8° es decir, ya en la
etapa secundaria (NAT 2020, 1.2.1; 11.3.2). Cabe afiadir que la version del decreto
publicada en 2012 permitia introducir la ensefianza de la segunda lengua extranjera
en el curso 7° (NAT 2012, 1.2.1.), en la version vigente, sin embargo, ya no hay
ninguna referencia a esta posibilidad. De hecho, segun el informe preparado por
Oveges y Csizér (2018: 5), referente al afio escolar 2017/18, en la mayoria de las
escuelas primarias la ensefianza de la primera lengua extranjera comienza ya en
alguno de los primeros tres cursos. En cuanto al nivel de competencia linglistica
gue el alumnado debe alcanzar a lo largo de sus estudios, el plan curricular de 2012
dispone que en el curso 6° el alumno debe alcanzar el nivel Aly en el curso 8° el
nivel A2 del Marco Comun Europeo de Referencia en la primera lengua extranjera,
mientras que al finalizar sus estudios de secundaria en la primera lengua extranjera
debe Ilegar como minimo al nivel B1 y en la segunda al nivel A2 —pero los niveles
meta pueden ser B2 y B1, respectivamente, en los exdmenes de bachillerato
correspondientes (NAT 2012, 11.3.2.).

Morvay y Oveges (2009) en su informe sobre la ensefianza de lenguas
extranjeras en los cursos 1° a 3° de la escuela primaria muestran que de 1286
instituciones en 740 se ensefiaba alguna lengua extranjera en dichos cursos,
mientras que en 546 no, lo cual corresponde al 58% y al 42% de las escuelas
primarias que respondieron las preguntas del cuestionario especifico, preparado
para esta finalidad. Segun sus datos, el 98% de los alumnos estudiaba el inglés o el
aleman y solo un 2% alguna otra lengua; entre estas se mencionaba el francés, el
italiano, el espafiol, el ruso y el chino. En las escuelas donde no se ensefiaban
lenguas extranjeras antes del curso 4° la justificacion mencionada con maés
frecuencia (67%) era que la escuela seguia las instrucciones del decreto sobre el
Plan curricular marco nacional —que, como hemos visto, dispone que la primera
lengua extranjera debe ser ensefiada a partir del curso 4°—. Aunque una parte de las
respuestas se refereria a las circunstancias poco favorables para la ensefianza de
lenguas extranjeras en los primeros afios de la primaria —como la falta de demanda
(9%) o de personal docente con formacion adecuada (8%)—, entre los motivos no
definidos previamente también figuraba que la direccion de la escuela no estaba de
acuerdo con la idea de introducir la ensefianza de lenguas extranjeras a edad
temprana o que preferia desarrollar otras competencias en dicha etapa etaria del
alumnado. Por tanto, aunque ciertos estudios confirman que “el aprendizaje de otra
lengua enriquece significativamente el potencial cognitivo” incluso en el ambito
preescolar (Lopez Téllez, Rodriguez Suarez y Rodriguez Gonzalez 1999: 200),
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circunstancias como la falta de personal docente cualificado, la inseguridad en
cuanto a la posibilidad de continuar el aprendizaje de la misma lengua en los
niveles educativos superiores intervienen como factores contrarios a introducir la
ensefianza de la primera lengua extranjera en la fase inicial de la etapa de la escuela
primaria.

2.3. La eleccion de idiomas en el sistema educativo hiingaro

Desde la abolicién de la obligatoriedad de la ensefianza del ruso —
establecida a principios de los afios 1990— no hay ninguna lengua extranjera cuya
ensefianza sea obligatoria en la ensefianza publica de Hungria. Es cierto que en
algunos foros dedicados a cuestiones de la educacién ha surgido la idea de
convertir el inglés en lengua extranjera obligatoria (Szab6 2018), pero la eleccién
de idiomas, en principio, es libre. Oveges (2013: 17) resalta que en su version del
2012 el Plan curricular marco nacional —en interés de asegurar la continuidad de su
aprendizaje en las etapas superiores de la ensefianza— limitaba la lista de las
primeras lenguas extranjeras elegibles al inglés y al aleman (NAT 2012 1.2.1.).
Aunque la version actualmente vigente del mismo documento no contiene
restricciones de este tipo, en gran parte del periodo analizado la limitacién
mencionada estaba en vigor, y, probablemente independientemente de este hecho,
durante los dieciséis afios escolares analizados observamos el predominio absoluto
de estas dos lenguas. Segun los datos proporcionados por la Oficina de Educacion
nacional, mas del 98% de los alumnos de la escuela primaria estudiaba o bien
inglés o aleman como primera lengua extranjera tanto en el afio escolar 2003/04
como en el 2018/19, mientras que la proporcion de los alumnos que estudiaban
alguna otra lengua no llegd a alcanzar el 2% en ninguno de estos afios escolares
(vid. Berta 2022: 82; Berta 2023). Dado su predominio general, en los andlisis estas
lenguas deben recibir atencion particular y, al mismo tiempo, deben ser tratadas
indudablemente aparte. Resulta interesante, sin embargo, que los datos historicos
muestran una restructuracion en cuanto a la distribucion proporcional de estas dos
lenguas predominantes en la etapa de la primaria, consistente en el retroceso
gradual del aleman: mientras que en el afio escolar 2003/04 el 58% de los alumnos
de primaria estudiaba inglés y el 40% aleman, dieciséis afios mas tarde la
proporcion de los aprendientes de inglés superaba el 76% vy la de los de aleméan
apenas alcanzaba el 22% del total de las matriculas en lenguas (idem). Por lo que se
refiere a los motivos de la eleccidn entre estos dos idiomas predominantes, Csap6
(2001) ofrece un andlisis sociodemogréfico, que demuestra una correlacion tanto
con la situacion geografica como con el nivel de escolarizacion de los padres del
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alumno: aparentemente, la ubicacion geografica mas occidental —-méas cercana del
dominio linguistico del aleman— favorece la eleccion del aleman, mientras que el
nivel de escolarizacion superior de los padres es un factor favorable para el inglés.
Como se ha demostrado en Berta (2022: 95-96), desde la perspectiva del espafiol,
cuya docencia tiene mayor volumen en la etapa secundaria tipicamente como
segunda lengua extranjera, la eleccion entre el inglés y el aleméan es un factor
decisivo: en las zonas occidentales del pais, donde el aleméan es preferentemente la
primera lengua extranjera en la escuela primaria, las posibilidades de progresar
para el espafiol como segunda lengua extranjera en la secundaria son peores que en
aquellas donde en la etapa primaria la mayoria del alumnado estudia inglés.

3. LA SITUACION DEL ESPANOL EN LA ESCUELA PRIMARIA
3.1. Las bases del analisis

En las secciones siguientes, con la ayuda de analisis de datos estadisticos
proporcionados por la Oficina de Educacion Nacional, examinaremos como es la
posicién del espafiol en comparacion con la de las otras lenguas ensefiadas, cual es
la distribucion de sus aprendientes entre los cursos que forman la etapa primaria y
cuéles son las unidades administrativas del pais donde esta presente a este nivel
educativo. Centraremos nuestra atencion en la situacion del afio escolar 2018/19,
pero también tendremos en cuenta aspectos evolutivos analizando los datos
histdricos disponibles para el periodo formado por los afios escolares entre el de
2003/04 y 2018/19. Los datos que se presentan y se analizan proceden
directamente de la Oficina de Educacion perteneciente al Ministerio encargado de
los asuntos de educacion publica.

3.2. El espafiol entre las lenguas extranjeras estudiadas en la escuela primaria

En la seccion dedicada a la descripcion general de la ensefianza de lenguas
extranjeras dentro del sistema educativo hingaro nos hemos referido a que las
lenguas distintas al inglés y al aleman tienen presencia reducida en la etapa
primaria. En cuanto al espafiol cabe decir que en el afio escolar 2018/19 tan solo
1046 alumnos estudiaban esta lengua en la ensefianza primaria, cifra que apenas
alcanza el 0.18% de la totalidad de las matriculas en lenguas extranjeras. Sin
embargo, enfocandonos solo en el grupo formado por las lenguas menos estudiadas
—0 sea, todas las que son distintas al inglés y al aleman—, en las que estaban
matriculados un total de 7515 alumnos, encontramos que al espafiol lo superaba
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solo el francés con 1998 matriculas, mientras que el italiano, el ruso y el latin los
seguian con 608, 553 y 90 matriculas, respectivamente (Figura 1).
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Figura 1. Matriculas en lenguas en la escuela primaria sin inglés y aleméan (2018/19)
(Elaboracion propia; fuente: Oficina de Educacién)

Aunque sobre la base de estos datos la presencia del espafiol en la etapa
inicial de la estructura del sistema educativo hingaro, se encuentra a la sombra de
las lenguas mas potentes, esto debe ser calificado globalmente de testimonial, dado
que sus datos historicos propios muestran cierto desarrollo. Mientras que a
principios del milenio Gy®6ri (2001) atn afirmaba que, a diferencia de los niveles
superiores, la ensefianza del espafiol en la escuela primaria, aunque estaba presente,
se encontraba estancada, en el periodo aqui analizado se observa una evolucién
progresiva también a este nivel, aunque con cifras modestas. En el afio escolar
2003/04 solo 369 alumnos estudiaban esparfiol en la primaria, con lo que los 1046
alumnos de primaria matriculados en esta lengua en el curso 2018/19 significan un
aumento del 183% (véase Berta 2023).
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Figura 2. Evolucion de matriculas en lenguas en primaria sin inglés y aleman
(Elaboracion propia; fuente: Oficina de Educacién)

Segun los datos histéricos de la Figura 2 —que muestra la evolucion del
nimero de matriculas en lenguas extranjeras en la primaria entre 2003/04 y
2018/19 sin tener en cuenta el inglés y el aleméan—, mientras que en el periodo
analizado el espafiol casi llegé a triplicar sus matriculas, todas las demas lenguas —
salvo las dos predominantes aqui no representadas— sufrieron pérdidas
considerables de matriculas. A consecuencia de estos procesos el espafiol, que a
principios del periodo analizado era la cuarta lengua més estudiada —precedida por
el francés, el ruso y el italiano—, al final de este ya se encontraba en la segunda
posicion —solo superado por el francés— dentro de este grupo de lenguas. En
conclusion, aunque la presencia del espafiol en las escuelas primarias hingaras es
muy reducida dentro de la totalidad de matriculas en lenguas extranjeras, tanto los
datos absolutos como los datos relativos muestran que entre las lenguas distintas al
inglés y al alemén es la Unica que estd progresando con cierto dinamismo. El
volumen bajo de las matriculas en espafiol puede deberse a que en el sistema
educativo hangaro este idioma se estudia tipicamente como segunda lengua
extranjera, por tanto su ensefianza generalmente no comienza antes del inicio de la
escuela secundaria (Berta 2022: 99; 2023: 266). Parece, al mismo tiempo, que la
popularidad de que goza en dicha etapa educativa superior —no analizada aqui, pero
presentada en estudios previos (Berta 2022: 89-96; 2023: 263-265) también ha
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generado una demanda creciente en la primaria, atendida —segun veremos a
continuacion— especialmente dentro de los marcos de curriculos pedagd6gicos
alternativos.

3.3. La distribucidn de los alumnos de espafiol por cursos

Los datos estadisticos referentes a la distribucion del alumnado que estudia
esparfiol en la ensefianza reglada no universitaria muestran que la gran mayoria de
los aprendientes de espafiol son alumnos de la escuela secundaria, el nimero de
alumnos de primaria proporcionalmente es muy bajo también respecto a la
totalidad de los que estudian esta lengua. Los 1046 alumnos matriculados en
espafol en la primaria en el curso escolar 2018/19 solo constituyen algo méas del
8% de todos los alumnos matriculados en este idioma. Conviene destacar, sin
embargo, que los datos histéricos indican una evolucién progresiva a favor de la
ensefianza primaria, dado que en el curso 2003/04 la proporcion de los alumnos de
espafiol de primaria apenas superaba el 6% de todas las matriculas en espafiol
(Figura 3, basada en Berta 2023). Estos datos confirman la opinion de Baditzné
Palvolgyi (2014: 1), segin la cual el espafiol en Hungria “se ensefia
mayoritariamente en secundaria, no en primaria”.
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Figura 3. Proporcién de alumnos matriculados en espafiol segln etapas
(Elaboracion propia; fuente: Oficina de Educacion)

Por lo que se refiere a la distribucion del alumnado de espafiol de esta
etapa por cursos, los datos estadisticos indican que la mayoria estudiaba espafiol en
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los cursos superiores de la ensefianza primaria: de los 1046 alumnos, 408 —o sea, el
39%— estaban matriculados en los primeros cuatro cursos, mientras que los
restantes 638 —es decir, el 61%-— en los cursos entre el quinto y el octavo, segun se
ve en la Figura 48.
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Figura 4. Numero de alumnos que estudian espafiol en primaria segun curso (2018/19)
(Elaboracion propia; fuente: Oficina de Educacion)

En principio, el nimero mas alto de alumnos en la fase superior de la etapa
de primaria podria ser explicado por el hecho de que —como hemos visto— la
obligatoriedad de aprender una lengua extranjera solo aparece en el curso 4°. Es
cierto que en algunos casos la ensefianza del espafiol solo comienza en el curso 5° —
probablemente como segunda lengua extranjera—, pero los datos detallados que
tienen en cuenta las matriculas por curso muestran que, aunque no en todas las
instituciones, el espafiol ya esta presente a partir de los inicios de la escuela
primaria. Los datos histéricos de la Figura 5 demuestran que el predominio de los

6 Cabe afadir, ademas, que, debido a la coexistencia de varios modelos educativos,
a estos alumnos podemos afiadir otros 29 y 37 que estudiaban el espafiol en el curso
séptimo y octavo, respectivamente, pero clasificados como alumnos de ensefianza
secundaria. Asi, el nimero total de alumnos que estudiaban espafiol en la edad de entre 6 y
14 afios sube a 1112, de los que 207 y 213 estaban en los cursos séptimo y octavo,
respectivamente. En nuestro analisis, sin embargo, como ya hemos mencionado, solo
tenemos en cuenta a los alumnos clasificados oficialmente como alumnos de la ensefianza
primaria.
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matriculados en l0s cursos superiores comienza a ser un rasgo caracteristico en los
Gltimos tres afos del periodo analizado, lo cual se debe, probablemente, a que el
espafol se introdujera como lengua ofrecida en varias escuelas a partir de estos
afios.
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Figura 5. Datos histéricos de las matriculas en espafiol segiin curso
(Elaboracion propia; fuente: Oficina de Educacion)

Teniendo en cuenta que aunque la regulacion vigente hace posible que la
ensefianza de la primera lengua comience ya desde los inicios de la escuela
primaria, entre las lenguas destacan el inglés y el aleman —que eran las Unicas
opciones durante algunos afios—, puede ser sorprendente la presencia del espafiol -y
de cualquier otra lengua extranjera distinta a las mencionadas— en esta fase inicial
de la ensefianza. Sin embargo, segun los datos publicados por Baditzné Palvolgyi
(2014) y To6th (2018) —para los cursos 2010/11-2013/14 y 2015/16-2017/18,
respectivamente— el espafiol ha sido —al menos temporalmente— incluso la mas
estudiada entre las segundas lenguas extranjeras después del inglés y del alemén.
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Figura 6. El espafiol estudiado como primera o segunda lengua extranjera en la escuela
primaria
(Fuentes: Baditzné Palvolgyi 2014 y T6th 2018)

Eso se explica con el hecho de que al lado de las instituciones integradas
en el sistema de la ensefianza publica, que deben seguir el Plan curricular marco
nacional, también existen escuelas mantenidas por fundaciones, asociaciones y
otras entidades del sector privado, las cuales realizan su actividad docente
elaborada de acuerdo con un marco pedagdgico propio. Estas escuelas son,
probablemente, las que estdn en condiciones de incluir el espafiol en su oferta
permanente y sin las limitaciones etarias que prescribe la regulacion educativa
vigente. Esta conjetura parece ser apoyada por el hecho de que en el afio escolar
2018/19 solo 55 alumnos de primaria estudiaban espafiol en una institucion del
sector publico, y ninguno de ellos en los primeros cuatro cursos de esta etapa
educativa. Parece, por tanto, que la ensefianza del espafiol en primaria, muy
especialmente en los primeros cursos, caracteriza mas bien a las escuelas que
siguen modelos pedagogicos alternativos.

3.4. La distribucion del alumnado de espafiol segun las unidades administrativas

La presencia del espafiol entre las lenguas extranjeras ensefiadas en la
escuela primaria no se distribuye homogéneamente en la geografia hungara, sino
gue sus aprendientes se acumulan en regiones determinadas, especialmente en
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nacleos urbanos que cuentan con centros universitarios dedicados a la ensefianza
del espafiol como filologia —estrechamente vinculada con la formaciéon de
profesores—. La Figura 7 muestra las unidades administrativas del pais —que son en
total veinte con diecinueve provincias —o0 condados— mas la capital Budapest—,
destacando aquellas unidades donde —segun los datos publicados en Berta (2022;
2023) — han sido registrados alumnos de espaiiol en la primaria en el afio escolar
2018/19 —destacados con fondo mas oscuro—y en algun afio del periodo temporal
analizado —destacados con fondo mas claro—. En el afio escolar 2018/19
observamos una concentracion mayor de alumnos de espafiol de primaria en la
region de Hungria Central, que, ademas de Pest contiene la zona metropolitana de
Budapest; aqui se acumula el 67% de los aprendientes. Casi la totalidad del 33%
restante de los alumnos de espafiol de primaria se reparte entre Baranya y
Csongrad’, situados en el sur, mas precisamente entre sus capitales, Pécs y Szeged.
Fuera de estos casos solo registramos 14 alumnos matriculados en Fejér. Ademas
de estas zonas, en otras tres unidades —Gyér-Moson-Sopron, Heves y Borsod-
Abauj-Zemplén— han sido detectados alumnos matriculados en algiin segmento
temporal del periodo analizado.
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Figura 7. Distribucion de los alumnos de espafiol en la primaria (2018/19)
(Elaboracion propia; fuente: Oficina de Educacién)

7 Actualmente Csongrad-Csanad.
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La Figura 8 muestra la evolucion del nimero de alumnos matriculados en
espafol segun las unidades administrativas del pais, mostrando datos Unicamente
de las unidades donde en algun segmento temporal del periodo analizado el espafiol
fue ensefiado en la primaria.
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Figura 8. Evolucién de matriculas en espafiol en la primaria segin provincias (2003/04—
2018/19)
(Elaboracion propia; fuente: Oficina de Educacién)

Observamos que la ensefianza de esta lengua en primaria solo en Budapest
parece mostrar continuidad a lo largo de todo el periodo. En Csongrad se detecta
una aparente discontinuidad de un solo afio en 2006, pero esta probablemente debe
ser atribuida a una laguna en los datos estadisticos referentes a dicho afio, dado que
aqui la ensefianza del espafiol se realiza en una escuela primaria perteneciente a la
Asociacion Hungara Waldorf, cuyo curriculo contiene el espafiol en la oferta
permanente de lenguas extranjeras elegibles. En Baranya aparece la ensefianza del
espafol en la primaria en 2010, desde cuando su presencia es estable vy
gradualmente ascendente; ello probablemente esta vinculado con la fundacién de
una escuela primaria en Pécs, que también sigue el mismo modelo pedagdgico
alternativo mencionado. Fuera de estos nucleos histéricamente consolidados de la
ensefianza del espafiol en el nivel educativo de la escuela primaria, el espafriol
aparece temporalmente y con un volumen muy variado de alumnado también en
otras zonas: primero en Gy6r-Moson-Sopron y Heves, posteriormente en Fejér y
Pest —mientras que se contabiliza un solo alumno en Borsod-Abauj-Zemplén en
2003—. En estos casos cabe suponer que, a diferencia de los casos anteriormente
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mencionados con una base estable y constante, fundamentada en planes de estudios
propios, las clases de espafiol solo formaban parte de una oferta opcional mientras
habia demanda y las condiciones —como la presencia de un miembro de la plantilla
docente cualificado— lo hacian posible.

4. CONCLUSIONES

Sobre la base de los datos presentados y comentados podemos concluir que
el espafiol, pese a su posicién estable dentro del sistema educativo hdngaro —
gracias al volumen considerable que tiene en la etapa de la escuela secundaria—, en
la escuela primaria cuenta con una presencia limitada, dado que menos del 1% de
los alumnos de primaria estudia espafiol. Sin embargo, entre las lenguas menos
estudiadas en el pais —o sea, distintas al inglés y al aleman— se sitda en la segunda
posicién después del francés, adelantando al italiano, al ruso y a otras lenguas, y
dentro de este grupo es la Gnica lengua que muestra una evolucién progresiva en el
periodo examinado. Esta tendencia ascendente muestra que —pese a las diferencias
en la regulacién correspondiente a las dos etapas educativas— la popularidad
creciente del espafiol observable en la secundaria se hace sentir también en la
primaria. Dentro del grupo formado por los alumnos que estudian espafiol en las
dos etapas de la ensefianza reglada no universitaria, los de primaria constituyen
minoria en comparacion con los de secundaria durante todo el periodo, dado que, a
pesar de mostrar un aumento proporcional gradual, no llegan a alcanzar el 10% de
este grupo. Esta distribucion es légica teniendo en cuenta que el ambito de la
ensefianza de la primera lengua extranjera esta dominado por el inglés y el aleman
—que escoge el 98% de los alumnos de primaria— y la regulacion vigente situa el
comienzo de la segunda lengua extranjera en la etapa de la secundaria. El espafiol,
por tanto, es una lengua ensefiada tipicamente como segunda o tercera lengua
extranjera, que tiene posibilidades de progreso en la etapa secundaria —
especialmente en el itinerario de la secundaria general, no en el de la profesional—.
Dentro del alumnado que estudia espafiol en la primaria predominan los
matriculados en los cursos superiores —del quinto al octavo—, pero este predominio
comienza a ser mas considerable solo en los ultimos cursos escolares del periodo
analizado. Este proceso puede deberse a que aumenta el nimero de las escuelas que
introducen el espafiol como segunda lengua optativa en los cursos superiores donde
la ley correspondiente permite esta posibilidad para las escuelas que pertenecen al
ambito estatal. Desde el punto de vista de la difusion geogréfica, la ensefianza del
esparfiol en la primaria cuenta con nucleos estables y cronoldgicamente continuos
donde hay centros universitarios dedicados a los estudios hispanicos —la zona de la
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capital, Baranya y Csongrad (-Csanad) —, mientras que fuera de estos aparece solo
esporadica y temporalmente dependiendo de si las circunstancias locales son
favorables para ello. Finalmente, conviene comentar que, a diferencia de la etapa
secundaria, donde el espafiol esta en pleno desarrollo dinamico entre las segundas
lenguas extranjeras, en la etapa primaria, donde la regulaciéon vigente de la
ensefianza del sector estatal favorece la ensefianza de una sola lengua extranjera, su
presencia —minima, pero ascendente— se vincula, probablemente, con el sector
privado, donde las circunstancias hacen posible aplicar curriculos alternativos.
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SPANSKI U OSNOVNOM OBRAZOVANJU U MADARSKOJ
Sazetak

Cilj rada je da prikaze stanje nastave Spanskog jezika u osnovnoj $koli u madarskom
obrazovnom sistemu na pocetku 21. veka, sa posebnom paznjom na prve godine te
obrazovne etape. Starosno razgranicenje naSeg istrazivanja opravdano je znacajem koji
specijalizovane studije pridaju faktoru uzrasta u procesu usvajanja nematernjeg jezika, kao i
Cinjenicom da u Madarskoj, zbog sporadiCnog prisustva nastave stranih jezika u
predskolskoj fazi, za madarsku decu ovaj proces uglavnom pocinje u osnovnoj Skoli. Sa
fokusom na period izmedu Skolskih 2003/2004. i 2018/2019. godina, analiziraéemo
statisticke podatke dobijene iz zvani¢nih baza podataka kako bismo ispitali prisustvo
$panskog jezika medu stranim jezicima koji se uée. Koristeéi ve¢ dobijene podatke — koji se
odnose na geografsku distribuciju, uzrast ucenika i razvoj obima upisa u datom periodu —
koncentrisali smo se na ranu fazu nastave. Analiza baca svetlo na ¢injenicu da je ova grupa
studenata upisanih na Spanski jezik brojcano mala i prisutna samo u nekim regionima
zemlje, ali istorijski pokazuje najkonstantniji rast medu jezicima osim engleskog i
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nemackog. Verujemo da predlozena prezentacija i analiza mogu doprineti formiranju
preciznije slike o mestu koje Spanski zauzima u madarskom obrazovnom sistemu i
pronalazenju onih tacaka gde bi se nastava ovog jezika mogla povoljno razvijati.

Kljucne reci: Spanski kao strani jezik, nastava Spanskog jezika, madarski obrazovni sistem,
Spanski jezik u osnovnom obrazovanju, demolingvisticka analiza.
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DVOJEZICNA CLIL NASTAVA U RANOM UCENJU: MOGUCE
RESENJE ZA OCUVANJE VISEJEZICNOSTI U OBRAZOVNOM
SISTEMU SRBIJE

APSTRAKT: Pitanje viSejezi¢nosti u obrazovnom sistemu Srbije poistovecuje se sa
problemom statusa drugog stranog jezika u osnovnim i srednjim Skolama. Sve cesce se u
stru¢noj literaturi (Durbaba 2014) postavlja pitanje da li je i u kojoj meri prisutna
viSejezi¢nost u naSem Skolskom sistemu. Nakon uvodnog kraceg prikaza polozaja drugog
stranog jezika posle 2000. godine i pracenja promena njegovog statusa u obrazovnom
sistemu Srbije do danas, ukazaCemo na moguce reSenje opstanka visejezi¢nosti u ranom
ucenju uz pomo¢ dvojezi¢ne CLIL nastave oslanjaju¢i se na iskustva iz drugih obrazovnih
sistema i ukazujuéi na prednosti koje ona pruZa udenicima’. Da bi se postiglo oduvanje
stranih jezika u Skolama, neophodno je da se dvojezicna CLIL nastava izmesti iz svog
trenutno marginalizovanog polozaja, koji je ogranicen uglavnom na gimnazijske programe,
i da pronade svoje mesto kako u razli¢itim ciklusima obrazovanja (visi razredi osnovne
Skole) tako i u odnosu prema razli¢itim (drugim) stranim jezicima.

Kljucne reci: dvojezitna CLIL nastava, viSejezicnost, rano ucenje, drugi strani jezik,
obrazovni sistem Srbije, specifican model CLIL nastave.

BILINGUAL CLIL TEACHING IN EARLY FOREIGN LANGUAGE
LEARNING: A POSSIBLE SOLUTION FOR MAINTAINING
MULTILINGUALISM IN THE SERBIAN EDUCATION SYSTEM

ABSTRACT: The issue of multilingualism in the Serbian education system is equated with
the problem of the status of a second foreign language (SFL). In the specialist literature
(Durbaba 2014), the question is repeatedly raised as to whether and to what extent
multilingualism exists in our school system. After an introductory brief presentation of the
position of SFL after 2000 and the changes in its status in the Serbian education system
until today, we will present a possible solution for the survival of multilingualism in early
education through bilingual CLIL teaching, drawing on experiences from other education
systems and highlighting the benefits it offers to students. In order to ensure the survival of
multilingualism in schools, bilingual CLIL teaching needs to move out of its current

1 Svi pojmovi upotrebljeni u radu u muskom gramatickom rodu, podrazumevaju
muski i zenski rod lica na koja se odnose.
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marginal position and find its place both in different educational cycles (upper elementary
school) and in relation to different (other) foreign languages.

Key words: bilingual CLIL teaching, multilingualism, early learning, second foreign
language, Serbian education system, specific model of CLIL teaching.

1. UvOD

Reforma Skolskog sistema koja je trebalo da po¢ne sa primenom 2001.
godine predvidala je uvodenje osnovnoskolskog obrazovanja od devet godina
podeljenog na tri ciklusa od tri godine (Puri¢ 2014: 90). Prema tom predlogu prvi
strani jezik imao je status osnovnog nastavnog predmeta, $to je podrazumevalo da
¢e se uciti od pocetka do kraja Skolovanja. Pored toga, drugi strani jezik imao bi
status obaveznog nastavnog predmeta od drugog ciklusa, dok bi u tre¢em ciklusu
bilo moguce uciti i treéi strani jezik kao fakultativan predmet. Medutim, 2004.
godine ova reforma je obustavljena nakon promene politicke vlasti i dolazi se do
novog reSenja za status stranih jezika: od 2005. godine strani jezik je obavezan
nastavni predmet od prvog razreda osnovne $kole, dok se od 2007. drugi strani
jezik uvodi kao obavezno izborni predmet sa fondom od dva ¢asa nedeljno od
petog do osmog razreda. Prema tada$njem Pravilniku o nastavnom planu za drugi
ciklus osnovnog obrazovanja i vaspitanja u¢enik moze da bira strani jezik sa liste
stranih jezika koje Skola moze da ponudi u skladu sa kadrovskim mogucnostima
(Puri¢ 2018: 60, 61). Ipak, nakon nekoliko godina, Zakonom o osnovama
obrazovanja i vaspitanja, koji stupa na snagu 2017. godine, dovodi se u pitanje
obaveznost izbora drugog stranog jezika, te tako i njegovog opstanka (Vuco &
Filipovi¢ 2018: 9).

Sa druge strane, paralelno sa ,,borbama” za o¢uvanje stranih jezika radi se i
na obogacenju ponuda broja stranih jezika u nasim Skolama, te se tako od Skolske
2003/2004. godine, pored tradicionalnih Skolskih stranih jezika (engleski,
francuski, ruski i nemacki), u obrazovni sistem uvode italijanski 1 $panski, dok se
od 2004/2005. pokre¢e dvojezicni CLIL program sa francuskim i italijanskim
jezikom kao posrednim jezikom u nastavi (Vuco 2006: 51).

U prvom delu rada analiziramo zastupljenost prvog i drugog stranog jezika
u obrazovnom sistemu Srbije u osnovnoj skoli od skolske godine 2012/2013. do
2020/2021. U drugom delu rada prikazali smo prisustvo CLIL metode u osnovnim
Skolama u Srbiji, dok smo u narednom poglavlju ukazali na modele i prednosti
CLIL nastave. U poslednjem delu rada istakli smo pojedine aspekti CLIL i
projektne nastave na osnovu kojih smo izdvojili smernice za dvojezi¢nu ili
viSejezi¢nu nastavu u ranom ucenju u osnovnoj skoli.
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2. (NE)VIDLJIVA VISEJEZICNOST U OBRAZOVNOM SISTEMU SRBIJE U

OSNOVNOJ SKOLI

Status Sest pomenutih Skolskih jezika u potpunosti je izjednacen pred

zakonom, te se stoga bilo koji od njih moZe poducavati kao prvi (SJ1), odnosno
kao drugi strani jezik (SJ2). Na taj nacin zakonski okvir omogucava visejezicnost u
obrazovnom sistemu, medutim situacija u praksi sasvim je drugacija. Naime,
mogucde je primetiti da u Skolskom sistemu dominira engleski jezik kao SJ1, koji se
tako poducava od prvog razreda osnovne Skole, dok se ucenje SJ2 zapocCinje u
petom razredu osnovne Skole (Puri¢ 2018). Ta tendencija nije se promenila ni
nakon 2018. godine, §to se moze uociti u Tabeli 1 koja prikazuje broj ucenika koji
su ucili odredene strane jezike kao SJ1 u periodu od skolskih godina od 2012/2013.
do 2020/2021. Kao S$to se moze primetiti u Tabeli 1, engleski jezik dominira kao
SJ1, dok za njim slede francuski, nemacki i ruski jezik. Italijanski i Spanski su
gotovo u potpunosti nevidljivi kao SJ1 u obrazovnom sistemu Srbije.

Slggilzl;a Engleski |Francuski [Nemacki |Ruski Italijanski |Spanski ECI::EES
2020/21 |495.817 |6.722 4.370 2.025 0 0 508.934
2019/20 |501.388 |6.712 5.533 1.866 1 0 515.500
2018/19 |509.433 |7.706 4.875 2.499 1 0 524514
2017/18 |520.687 |8.152 4.840 2.822 0 0 536.501
2016/17 |526.382 |8.037 5.522 2.904 0 0 542.845
2015/16 |530.321 (8.967 6.057 3.955 1 0 549.301
2014/15 |536.778 (8.969 6.246 3.543 0 0 555.536
2013/14 |536.779 [9.533 8.192 5.418 2 0 559.924
2012/13 |550.246 |4.227 5.653 3.487 0 0 563.613

Tabela 1. Broj uéenika prvog stranog jezika u osnovhom obrazovanju

(Izvor: Republicki zavod za statistiku, u: Jovanovi¢ 2023)

Kada je re¢ o SJ2 podaci Republickog zavoda za statistiku, prikazani u

Tabeli 2, ukazuju na potpunu dominaciju nemackog jezika (Jovanovi¢ 2023) u
periodu prethodno navedenih $kolskih godina (od 2012/13 do 2020/21).
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Skolska |\ 1 acki |Francuski |Ruski  [ltalijanski  |Engleski Spanski Ukupno
godina ucenika
2020/21 |127.497 |61.696 44930 |8.956 6.918 4,782 254,779
2019/20 |127.092 |64.518 45.621 19.901 8.074 4.584 259.790

2018/19 |126.421 |68.306 47.577 |11.608 7.648 5.113 266.673

2017/18 |129.074 |70.366 49.398 |11.930 8.801 5.363 274.932

2016/17 |126.456 |76.307 51.849 |12.794 10.322 5.750 283.478

2015/16 |122.869 |77.819 52.245 |13.175 11.121 5.887 283.116

2014/15 |118.198 |80.826 54.662 |14.852 10.246 6.117 284.901

2013/14 |113.086 |80.470 54.463 |14.336 12.648 6.142 281.145

2012/13 |110.617 |86.855 57.008 |14.015 7.017 5.976 281.488

Tabela 2. Broj uc¢enika drugog stranog jezika u osnovnom obrazovanju
(Izvor: Republicki zavod za statistiku, u: Jovanovi¢ 2023)

Objasnjenje za ovu tendenciju nalazimo u trenutnom ekonomskom i
drustvenom kontekstu u nasoj zemlji, koji se odnosi i na saradnju izmedu Srbije i
zemalja nemackog govornog podru¢ja (Jovanovi¢ 2023). Pored toga, na takav
status nemackog jezika uti¢u u znatnoj meri i stavovi roditelja koji smatraju da ¢e
prvenstveno nemacki biti koristan deci, vise od svih drugih Skolskih jezika (v.
Jovanovi¢, Sanchez Radulovi¢ 2013).

3. CLIL U OBRAZOVNOM SISTEMU SRBIJE: OSNOVNE SKOLE

Dvojezi¢na CLIL nastava na srpskom i stranom jezikom, odnosno na
jeziku nacionalne manjine regulisana je 2015. godine Pravilnikom o blizim
uslovima za ostvarivanje dvojezicne nastave’ (u daljem tekstu: Pravilnik o
dvojezicnoj nastavi). Tim dokumentom propisana je mogucénost uvodenja
dvojezi¢nog modela nastave u Sestom i sedmom razredu osnovne $kole i u prvom

2 Sluzbeni glasnik RS, br. 105/2015, 50/2016, 35/2017, sajt: https://www.pravno-
informacioni-sistem.rs/SIGlasnikPortal/eli/rep/sgrs/ministarstva/pravilnik/2015/105/1/reg
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razredu srednje Skole. Pored toga, Pravilnikom su odredeni i neophodni jezicki
nivoi ucenika: Al.1 za Sesti razred, A1.2 za sedmi razred i A2 za prvi razred
srednje Skole prema ZajedniCkom evropskom okviru za zZive jezike, kao i
minimalni jezi€ki nivo koji moraju imati nastavnici koji izvode samostalno nastavu
(B2). Medutim, ukoliko nastavnik poseduje jezicki nivo B1, neophodno je da
izvodi nastavu u saradnji sa nastavnikom stranog jezika ili sa stranim lektorom.
Kada je re¢ o upotrebi stranog jezika u nastavi, Pravilnikom je propisano da se
odredeni predmeti mogu izvoditi minimalno sa 30%, odnosno, sa maksimalno 45%
od ukupnog godisnjeg fonda ¢asova tih predmeta na stranom jeziku.

Do skolske 2020/2021. godine dvojezi¢na CLIL nastava uvedena je u 9
osnovnih skola, kao $to je prikazano u Tabeli 3 (Vasilijevi¢-Valent 2021), u kojima
pretezno dominira engleski kao strani jezik, osim u jednoj $koli u kojoj je posredni
jezik francuski, odnosno nemacki jezik. Takode, u svim $kolama je prvi (maternji)
jezik srpski, osim u jednoj, u kojoj je prisutan manjinski (madarski) jezik.

Br. | Skola Dvojezi¢na nastava:
1. | Osnovna §kola ,,Vladislav Ribnikar”, Beograd srpsko-francuski

2. | Osnovna $kola ,,Kralj Petar I, Ni§ srpsko-engleski

3. | Osnovna §kola ,,Sveti Sava”, Panéevo srpsko-engleski

4. | Osnovna $kola ,,Starina Novak”, Beograd srpsko-engleski

5. | Osnovna §kola ,,Sveti Sava”, Arandelovac srpsko-engleski

6. | Osnovna skola ,,Cetvrti kraljevagki bataljon”, Kraljevo srpsko-engleski

7. | Osnovna §kola , Kreativno pero”, Beograd srpsko-engleski

8. | Osnovna $kola ,,Jovan Jovanovi¢ Zmaj”, Sremska Mitrovica srpsko-engleski

9. | Osnovna §kola ,,10. oktobar”, Subotica srpsko-nemacki i

madarsko-nemacki

Tabela 3. Osnovne Skole sa dvojezi¢nim odeljenjima zakljuc¢no sa skolskom godinom
2020/2021.
(Vasilijevi¢-Valent 2021)

3.1. CLIL nastava u ranom ucenju: strani jezik vs. maternji i predmetni nastavnik
vs. nastavnik stranog jezika

Kada je re¢ o modelima CLIL nastave u vezi sa stepenom upotrebe stranog
jezika najcesce su prisutna dva modela: ekstenzivni i parcijalni. Ekstenzivni model
odnosi se na nastavu u kojoj dominira strani jezik kao posredni jezik, dok se
maternji jezik koristi u ograni¢enom kontekstu. U ovom modelu nastave koristi se
isklju¢ivo posredni jezik prilikom obrade nejezi¢kih tema, dok se maternji jezik
koristi u ograni¢enoj meri i to prevashodno da bi se objasnili jezicki aspekti i
leksicki termini predmeta (Coyle et al. 2010: 15).
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Sa druge strane, parcijalni model oznacava oblik nastave u kojoj se koristi
strani jezik u okviru jednog Skolskog predmeta ili vise njih. Pored toga, parcijalni
model je zastupljen u nastavi u ogranicenom vremenskom periodu, kao i u
ograni¢enom kontekstu (nekad i manje od 5% od ukupnog sadrzaja plana i
programa). Naime, u parcijalnom modelu cesto je zastupljena projektna
interdisciplinarna nastava u okviru modularnog pristupa koji podrazumeva
upotrebu oba jezika po principu code-switching tehnike (prekljucivanja kodova).
Ova tehnika se odnosi na mogucnost upotrebe dva jezika na slede¢i nacin: pisani
tekstovi mogu biti na maternjem jeziku kako bi se ucenicima omogucéilo potpuno
razumevanje sadrzaja, u usmenoj interakciji ucenici mogu postavljati pitanja na
stranom jeziku, a odgovarati na maternjem, dok nastavnik moze koristiti strani
jezik prilikom obja$njavanja nekih pojmova (Coyle et al. 2010: 15-16).

U vezi sa upotrebom stranog i maternjeg jezika neophodno je pomenuti i
saradnju izmedu predmetnog nastavnika (PN) i nastavnika stranog jezika (NSJ).
Kada je re¢ o neophodnom jezi¢kom nivou stranog jezika koji se trazi od PN, on
varira u obrazovnim sistemima raznih zemalja i krece se od nivoa Bl do C2
(Eurydice 2006). Od jezickih kompetencija PN zavisice i stepen saradnje sa NSJ.
Ta saradnja moze se ostvariti na Sest razli¢itih nacina: 1) PN i NSJ drZe nastavu
odvojeno i to na slede¢i nacin: PN predaje na maternjem jeziku, dok NSJ obraduje
teme iz nejezickog predmeta na stranom jeziku; 2) PN predaje na maternjem, dok
koristi nastavne materijale na stranom jeziku; 3) PN i NSJ drZe zajedni¢ki nastavu:
PN koristi maternji, dok NSJ koristi strani jezik; 4) PN 1 NSJ drze zajednicki
nastavu 1 oboje koriste strani jezik; 5) PN i NSJ drZze odvojeno nastavu i oboje
koriste strani jezik (PN moze delimi¢no koristiti strani jezik); 6) PN drzi nastavu
samostalno na stranom jeziku (Barbero, Clegg 2012).

3.2. Odlike CLIL nastave u ranom ucenju. osnovna Skola

U vezi sa specificnostima CLIL nastave u ranom ucenju izdvoji¢emo
aspekte koje smatramo relevantnima za kontekst ucenja u osnovnoj skoli, a
pominju se u istrazivanjima na ovom nivou (Mehisto et al. 2014: 45): viSestruki
fokus nastave, kontekstualizovani i autenticni materijali, aktivno ucenje,
raznovrsne aktivnosti i oblici rada u skladu sa tzv. scaffolding?® strategijom udenja,
kao i saradnja izmedu nastavnika, roditelja i sredine.

3 Termin scaffolding (u prevodu sa engleskog: gradevinska skela) oznacava
strategiju u kojoj nastavnik ili neka druga osoba sa viSe znanja (ekspert) pomaze uceniku
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U fokusu CLIL nastave moguce je izdvojiti viSestruke aspekte kao Sto su:
usvajanje jezika u nastavi nejezickih predmeta, usvajanje nejezickih sadrzaja u
nastavi stranih jezika, integrisanje vise nastavnih predmeta u interdisciplinarnim
projektima, kao i podsticanje ucenika na promisljanje o strategijama ucenja uz
pomoc¢ razliCitih aktivnosti (Mehisto et al. 2014: 45).

Kontekstualizovani 1 autenticni materijali objedinjuju odgovarajuée
predmetne sadrzaje i strani jezik u skladu sa jezickim nivoom ucenika u cilju
podsticanja samopouzdanja ucenika, ali i razvijanja svesti o sopstvenom
napredovanju u razvoju jezickih kompetencija (Mehisto et al. 2014: 45). Potrebno
je ista¢i da su predmetni sadrzaji u osnovnoj skoli kognitivno manje zahtevni od
sadrzaja predmeta na viS§im nivoima obrazovanja, kao i da su bliski u¢enikovom
licnom iskustvu. Stoga je preporucljivo da izbor nastavnog sadrzaja odgovara
pomenutim kriterijumima, tj. da nastavnik prezentuje sadrzaje u kontekstu, da se
oslanja na ucenikova prethodna iskustva kako bi premostio teSkoce u vezi sa
jezickim nerazumevanjem, kao i da koristi vizuelna sredstva, gestove i autenti¢ne
materijale iz svakodnevnog zivota u¢enika (Halbach 2009: 20).

Izbor autenti¢nih materijala zavisi od interesovanja ucenika i njihovih
svakodnevnih i Skolskih aktivnosti. Pored toga, autenti¢ni kontekst upotrebe jezika
podrazumeva i interakciju sa izvornim govornicima stranog jezika (Mehisto et al.
2014: 45).

Aktivno ucenje podrazumeva interaktivhu nastavu u kojoj ucenici
komuniciraju vise od nastavnika, ucestvuju u definisanju ciljeva ucenja, procenjuju
napredak u vezi sa zadatim ciljevima ucenja, ostvaruju interakciju preko
kooperativnog rada, pregovaraju o znacenju, dok nastavnik ima prvenstveno ulogu
reditelja ili pomagaca u nastavnim aktivnostima (Mehisto et al. 2014: 45).

Kada je re¢ o strategijama u CLIL nastavi preporuCuje se primena
scaffolding strategije kako bi se aktivirala prethodno steena znanja, umeca,
interesovanja 1 iskustva ucenika. U vezi sa tim, nastavniku se savetuje da pripremi
ucenicima ciljne sadrZaje na nacin koji je blizak ucenicima, da obezbedi raznovrsne
tehnike, aktivnosti i materijale kako bi oni bili u skladu sa potrebama ucenika sa
razli¢itim stilovima ucenja, da podstice kreativno i kriticko misljenje, kao i da
pripremi materijale u skladu sa nacelima postepenog usvajanja novog sadrzaja
(Mehisto et al. 2014: 45). Takode, scaffolding strategija se moze primeniti i u izradi

kako bi mu olakSao zadatak, tj. delove zadatka za koje se pretpostavlja da su previse
kompleksni za ucenika, te da stoga nije u stanju da ga samostalno uradi (Wood, Bruner,
Ross 1976: 90).
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projektnih zadataka na sledece nacine: prilagoditi faze u izradi projekta u skladu sa
jezickim nivoima ucenika, izdeliti projektni zadatak na manje celine, pruziti
smernice za uspesan zavrsetak projektnog zadatka i sl. (Halbach 2009: 21).

Pored toga, saradnja podrazumeva zajedni¢ki rad CLIL nastavnika i
nastavnika stranog jezika, kao i uklju€ivanje roditelja, lokalne zajednice i
odgovarajuéih institucija (Mehisto et al. 2014: 45).

4. SMERNICE ZA CLIL NASTAVU U RANOM UCENJU: OSNOVNA SKOLA

U skladu sa preporukama Radne grupe DruStva za strane jezike i
knjiZzevnosti Srbije u dokumentu Strategija razvoja jezickog obrazovanja — strani,
regionalni, klasicni, nasledni i znakovni jezik u sistemu obrazovanja Srbije u kome
se za opstanak viSejezicnosti u nasem obrazovnom sistemu preporucuje razvoj i
Sirenje modela dvojezi¢ne nastave, kao i uvodenje razlicitih projekata u prvi ciklus
osnovnog obrazovanja radi razvoja rane viSejezi¢nosti®, smatramo da upravo ove
dve preporuke predstavljaju klju¢ne smernice za CLIL nastavu u osnovnoj skoli.

Pored toga, na osnovu vazeceg Pravilnika o dvojezicnoj nastavi prema
kome je moguée uvesti CLIL nastavu od Sestog razreda, smatramo da bi bilo
moguce podrzati uvodenje dvojeziCne nastave ne samo na SJ1, ve¢ i na SJ2.
Naime, iako je jezicki nivo ucenika na SJ2 prili¢no nizak, s obzirom na to da Sesti
razred predstavlja tek drugu godinu ucenja i odvija se sa dva Casa sedmi¢no,’
misljenja smo da se primenom tzv. parcijalnog modela (v. Coyle et al. 2010) u
okviru kognitivno manje zahtevnih predmeta (npr. likovna kultura, muzic¢ka
kultura, fizicko vaspitanje i sl.) moZe omoguciti ucenicima da usvajaju i koriste SJ2
i van ¢asova stranog jezika.

U nastavku ¢emo izdvojiti pojedine aspekte CLIL i projektne nastave koji
mogu biti osnova za smernice u izvodenju dvojezicne ili viSejeziCne nastave u
ranom ucenju u osnovnoj skoli.

Jedna od karakteristika CLIL nastave su tzv. ,,Cetiri C”, u ¢ijem se fokusu
isticu Cetiri komponente: sadrzaj (engl. Content), komunikacija (engl.
Communication), saznanje (engl. Cognition) i kultura (engl. Culture) (Coyle et al.
2010: 41). Sadrzaj se odnosi na gradu nejezickog predmeta, dok se komunikacija
odnosi na prenosenje nastavnog sadrzaja posredstvom stranog jezika na razumljiv

4 https://www.dsjksrbija.rs/wp-content/uploads/2020/09/1.-Strategija-DSJKS-1.pdf
5

https://www.paragraf.rs/propisi/zakon_o_osnovama_sistema_obrazovanja_i_vaspitanja.htm
|

96



DVOJEZICNA CLIL NASTAVA U RANOM UCENJU: MOGUCE RESENIJE...

nacin, tj. u skladu sa njihovim jezickim nivoom. Pored toga, komunikacija se
odnosi na razvoj produktivnih kompetencija kod ucenika i na podsticanje
interakcije u nastavi. Saznanje se dovodi u vezu sa unapredenjem kognitivnih
veStina kod ucenika (npr. izdvajanje informacija, uporedivanje, evaluacija,
klasifikacija, kreativno stvaranje i sl.). Kultura se odnosi na razvoj svesti o lokalnoj
i globalnoj kulturi, tj. na razvoj interkulturne kompetencije. Pomenute cetiri
komponente ne mogu se posmatrati kao zasebni elementi, nego kao celina koja
predstavlja osnovu za planiranje CLIL nastave (Coyle et al. 2010: 55).

Kada je re¢ o projektnoj nastavi, izdvojicemo faze u kojima se ona
najcesce odvija: pocetna (engl. Pre-task), sredi$nja (engl. During-task) i finalna
(engl. Post-task) (Ellis 2003: 244). U pocetnoj fazi nastavnici uvode temu i pruzaju
glavne smernice za organizaciju rada, dok ucenici (podeljeni u grupe) smisljaju
zajedno sa nastavnicima plan za reSavanje zadatka. Tokom srediSnje faze
ustanovljava se finalna organizacija rada i ucenici izvrSavaju zadatak. U finalnoj
fazi, nakon prezentovanja rezultata rada, ucenici izvode zakljucke, analiziraju i
ispravljaju eventualne greske sa nastavnicima kako bi, po potrebi, ponovili zadatak.

Tokom izrade ovakvih projektnih zadataka ucenici se upoznaju sa stru¢nim
terminima nejezickih predmeta na stranom jeziku i Kkoriste strani jezik u
funkcionalnom i pragmati¢énom smislu, $to je i jedan od ciljeva nastave stranog
jezika u CLIL kontekstu (Balboni 1999: 82). Na taj nacin ucenici razvijaju, pored
receptivnih, i produktivne jezicke vestine (usmeno i/ili pisano prezentovanje
rezultata rada u grupi).

Smatramo da bi interdisciplinarni zadaci bili pogodni za viSejezicni
kontekst usvajanja stru¢nih termina i kolokacija. Naime, uz maternji jezik i
koris¢enje SJ2 u skladu sa nivoom jezickih kompetencija ucenika, u realizaciju
zadataka bi mogao da se ukljuci i SJ1, koji bi u€enici koristili za obradu odredenih
tema. Pored toga, u zavisnosti od obrazovnog i kulturoloskog konteksta, u projekat
bi mogao biti ukljucen i manjinski jezik. Preporuka je i da, pored PN, nastavnici
stranih (i po moguéstvu manjinskih) jezika saraduju u realizaciji projektnih
zadataka. S tim u vezi, mogli bi se osmisliti razliciti visejezi¢ni projekti u kojima bi
se svaki strani jezik koristio za odredenu podtemu projektnog zadatka. Na isti nacin
bi se mogle osmisliti teme koje bi podrazumevale i saradnju dva ili viSe PN.

Takode, za realizaciju ovakvog modela potrebno je izabrati nacin saradnje
izmedu PN i NSJ u skladu sa mogucnostima nastavnog kadra (v. Barbero, Clegg
2012). U skolama u kojima nema nastavnika koji poznaju SJ2 i nisu zainteresovani
da po¢nu ga uce i usavrSavaju, mogao bi se primeniti prvi model saradnje dva
nastavnika koji bi podrazumevao da nastavnik stranog jezika ukljuci pojedine teme
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iz nejeziCkog predmeta i obradi ih u skladu sa jezickim nivoom ucenika. Svakako, i
u tom modelu je neophodna saradnja sa PN.

U nastavku sledi grafikon predloga za smernice za okvirni plan projektnih
zadataka u dvojezi¢nom ili viSejezicnom kontekstu u okviru CLIL nastave koji,
pored navedenih aspekata, proizlazi iz: preporuka u CLIL nastavi (v. Bentley 2010:
37-42) za izvodenje zadataka, Revidirane Blumove taksonomije (Anderson 2001),
smernica iz Pravilnika o planu i programu nastave i u¢enja osnovnog obrazovanja i
vaspitanja,® kao i iz Opstih standarda postignuéa za kraj osnovnog obrazovanja za
strani jezik.” U okviru Opstih standarda potrebno je navesti sadrzaje u vezi sa
specifi¢nim predmetnim kompetencijama (funkcionalno-pragmaticka
kompetencija, lingvisticka kompetencija, interkulturna kompetencija). Na slican
nacin kao za strane jezike preporucuje se upotreba Opstih standarda za pojedinacne
nejezicke predmete.

® https://zuov.gov.rs/zakoni-i-pravilnici/#1610656112041-e410e47d-a7ef
7 https://ceo.edu.rs/wp-content/uploads/2017/12/Opsti-standardi-postignuca-za-
kraj-osnovnog-obrazovanja-za-strani-jezik.pdf
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ﬂ\laziv teme i podtema/-h

Faze projektne nastave
(pocetna, sredi$nja i finalna):

Nac¢ini rada (individualni, u
paru, u grupama):

\ )

|
/ Strani jezik (jezici) \
Standardi:

Jezi¢ki nivo ucenika:
Gramaticka i leksi¢ka grada:

Jezicke kompetencije:
Sadrzaj (interkulturne kom.

kompetencije):
Struéni termini u vezi sa

nejezi¢kim predmetom/-ima:

\ )

/ Nejezi¢ki predmet/-i \

Standardi:

Cetiri ,,C” u CLIL nastavi
(sadrzaj, komunikacija,
saznanje i kultura):

Kognitivni procesi
(Revidirana Blumova
taksonomija)

zapamtiti, razumeti, primeniti,
analizirati, vrednovati, stvarati
(sastaviti ili reogranizovati
elemente kako bi se stvorila
nova koherentna i funkcionalna
celina):

\ )

\ )

Grafikon 1. Smernice za okvirni plan za projektne zadatke u dvojeziénom ili visejezi¢nom

kontekstu u okviru CLIL nastave

U toku realizacije projektnih zadataka opSta preporuka nastavnicima jeste
da, u cilju pospeSivanja autonomije i celozivotnog ucenja, kontinuirano razvijaju

kod ucenika razlicite strategije uCenja: direktne (kognitivne) strategije (elaboracija
novih informacija, reorganizacija tj. povezivanje novih informacija sa postoje¢im
znanjem, ponavljanje, kompenzacione strategije); indirektne (metakognitivne)
strategije (promisljanje o nauCenom i planiranje procesa ucenja), socijalne
strategije kooperacionog i afektivnog tipa (v. Durbaba 2011: 121-123).

Takode, u realizaciji ovakvih projekata neophodno je primenjivati tzv.
scaffold strategiju koja se preporucuje u primeni CLIL metode posebno u ranom
ucenju, odnosno usmerenu plansku aktivnost nastavnika ne samo u smeru

nastavnik—ucenik, ve¢ i planirane aktivnosti za vrSnjacko ucenje (engl. peer
tutoring) u okviru grupnog rada ucenika. U vezi sa tim neophodno je izabrati teme
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i kognitivnu sloZenost projektnih zadataka u skladu sa uzrastom ucenika, njihovim
jezi¢kim nivoom i interesovanjima.

5. ZAKLJUCAK

Imajuéi u vidu da je u fokusu CLIL nastave usvajanje nejezickog sadrzaja i
koriS¢enje stranog jezika u cilju ostvarivanja prevashodno komunikacije na
stranom jeziku (nasuprot ucenju gramatickih pravila), pri ¢emu se ucenicima nudi
nejezicki sadrzaj na stranom jeziku u skladu sa Kresenovom formulom input-a
(i+1), smatra se da je CLIL metoda posebno pogodna za mladi uzrast ucenika.
Naime, ostvarivanje komunikativne interakcije na stranom jeziku se najbolje
postize preko projektnih zadataka (engl. task-based learning) uz ¢iju pomoé se
podsti¢e razvoj autonomije u uc¢enju i kreativnosti kod u¢enika (Savi¢ 2012).

U skladu sa opisanim smernicama u radu i navedenim odlikama CLIL
nastave preporuc¢ujemo da se ovakvi projektni zadaci organizuju u osnovnoj §koli u
modularnoj nastavi sa odredenim blokom casova jer tako ne bi bili vezani za samo
jedan nastavni predmet niti bi se odvijali u toku cele Skolske godine.

Pored toga, u skladu sa prikazanim specificnostima CLIL nastave u ranom
uéenju (v. Mehisto et al. 2014: 45; Coyle et al. 2010: 18-20) smatramo da se
izdvojene smernice za organizovanje interdisciplinarnih i visejezi¢nih projekata u
nastavi u osnovnim $kolama mogu primeniti u cilju podrske visejezi¢nosti u ranom
ucenju, nezavisno od toga da li je u skoli uvedena CLIL nastava.
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BILINGUAL CLIL TEACHING IN EARLY FOREIGN LANGUAGE LEARNING: A
POSSIBLE SOLUTION FOR MAINTAINING MULTILINGUALISM IN THE SERBIAN
EDUCATION SYSTEM

Summary

The issue of multilingualism in the Serbian education system is identified with the problem
of the status of a second foreign language in primary and secondary schools. In the
specialized literature (Durbaba 2014), the question of whether and to what extent
multilingualism is present in our school system is being raised more and more frequently.
After an introductory brief presentation of the position of the second foreign language after
2000 and the changes in its status in the Serbian education system until today, we will
present a possible solution for the survival of multilingualism in early education with the
help of bilingual CLIL teaching, drawing on experiences from other education systems and
showing the benefits it offers to students. In order to achieve the preservation of foreign
languages in schools, it is necessary to move bilingual CLIL teaching out of its current
marginalized position, which is mainly limited to upper secondary school programs, and
find its place both in different educational cycles (upper elementary school) and in relation
to different (other) foreign languages.
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Based on the current regulations for bilingual education, according to which it is possible
to introduce CLIL lessons from the sixth grade, we believe that it would be possible to
support the introduction of bilingual education not only in the first foreign language, but
also in the second foreign language. This is because although the language level of students
in the second foreign language is quite low, we believe that the application of the so-called
partial model (see Coyle et al. 2010) in cognitively less demanding subjects (e.g. art, music,
physical education, etc.) can enable students to acquire and use a second foreign language
outside the foreign language classroom. In this article, we highlight certain aspects of CLIL
and project teaching that can form the basis of guidelines for the implementation of
bilingual or multilingual teaching in the early stages of elementary school.

Key words: bilingual CLIL teaching, multilingualism, early learning, second foreign
language, Serbian education system, specific model of CLIL teaching.
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HUHTEI'PATUBHU ITPUCTVYII - HIAHCA 3A IOYYABAILE U YYEIHE
HEMAYKOI' 1 PYCKOI' JEBUKA HA PAHOM Y3PACTY

AIICTPAKT: Y pany pazmatpamMo MOTryhHOCT moy4aBama M y4emha CTPaHOT — HEMauKoT U
PYCKOT je3MKa Ha PaHOM y3pacTy, ONHCYjeMO METOJE M HauMH paja ca IMpPEeIIIKOICKOM
JIeLIOM, a Kao ONTHMAJIHU IPUCTYN Y yCBajarby CTPAHOT je3WKa HAaBOAMMO WHTErPATUBHU
npucTyn. Ibera omnmukyje HU3 NPEIHOCTH, Ipe CBEra HECBECHO M CIIOHTAHO YCBajame
jesnka Kpo3 CBAaKOJHEBHE aKTHBHOCTH y BpTHhy — WIpy, IHOKpET, mecMmy, (uinuxe
aKTHBHOCTH, KOH3yMHpame 0o0poka, pacmpemame kpeserha u ci. [loceOna maxma
nocseheHa je IUIAaKTHYKMM HWrpama, Npe CBera CHMOOJIMYKMM HWrpaMa M WTPOBHHM
AaKTHBHOCTHMA Ca €IEMEHTHMa pUTMa, IIeCMe M MOKpeTa Koje MOronyjy pas3Bojy namhema,
roBOpa, MaXKkE, MOTOPHKE M CBHUX BaXKHUX IICHXOJIOIIKHX, CAa3HAjHUX M Pa3BOjHUX
(yeknmja. Peanmsanmja MHTErpaTHBHOT MPUCTYHAa Y HEKOM of Oymyhux mpemmkoicKux
KypHUKyJIymMa oMoryhusa Ou moMeparme moyetka yuema HEeMauKor U PYCKOT je3MKa Ha paHu
y3pacT 1 3Ha4yajHO 00Jba MoCTHrHyha y BUXOBOM yUewy, Te BUXOBY Behy 3aCTyIJbEHOCT Yy
o0pa3oBHUM HHCTHTYnHjamMa y CpOuju.

Kmwyyne peuyu: WHTETPaTHBHU TPHUCTYI, PAHHW Yy3pacT, HEMAadKd je3WK, PYCKH je3HK,
JTUAKTHYKE UTPe.

INTEGRATIVE APPROACH — A CHANCE TO TEACH AND LEARN
GERMAN AND RUSSIAN LANGUAGES AT AN EARLY AGE

ABSTRACT: The paper considers the possibility of teaching and learning a foreign language
- German and Russian at an early age. It describes the methods and approaches of teaching
preschool children, and it states that the most optimal approach in acquiring a foreign
language is the integrative approach. This approach is characterized by a number of
advantages, firstly the subconscious and spontaneous language acquisition through daily
activities in kindergarten — play, movement, songs, physical activities, eating meals,
making the cribs, etc. Special attention is paid to didactic games, primarily the symbolic
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games and game activities with elements of rhythm, song, and movement that promote the
development of memory, speech, attention, motor skills, and all important psychological,
cognitive, and developmental functions. The inclusion of the integrative approach in the
future preschool curricula would enable shifting the beginning of learning German and
Russian to an early age, a much better student achievement in learning these two languages,
as well as their wider representation in educational institutions in Srbia.

Key Words: integrative approach, early age, German language, Russian language, didactic
games.

1. YBOJ

Y Espomn ce Beh myxe Bpeme BOOM je3Wyka ITONWUTHKA KOja 3a IHJb
nocrasba Bumejesnunoct (Council Recommendation on Key Competences for
Lifelong Learning 2018). Kpo3 OpojHe mpenopyke, BOAUYE U CTYAUjE HHCUCTHPA Ce
Ha yYemy JIBa CTpaHa je3WKa, W TO Of HajpaHujer y3pacta. KomyHukarmja Ha
CTPaHOM je3WKy/je3uliuMa Tperno3HaTa je Kao jeaHa OJ TPaJULOHATHUX KJbYYHHX
KOMIICTCHIIMja W TIOCTala je o00aBe3a CBaKOr CaBPEMEHOr IMojenuHIa. Y
JIOKyMEHTHMa KOja Kpenpajy oO0pa3oBHY MONHUTUKY EBporicke yHHje Harjamasa ce
Jla je, 1a OM ce OBa KOMIICTCHIIMja CTEKJIA, HEOMXOJHO Ca YYCHEM ITOYETH IITO
panuje (European Commision 2011). ¥V Tom cmuciay mocroju morpeba ma ce
00pa30BHM CHUCTEMH Pa3BHjajy, MEHajy ¥ Wy y MpaBIly OTBapama MOryhHoCTH 3a
WHCTUTYIIMOHAIHO, OJHOCHO (DOPMAHO yuUeHe CTPAHOI je3uKa Ha PaHOM y3pacTy
(enrn. early language learning, ELL). Ympkoc join akTyenHuM THCKycHjama O
OBOM TepMHHY (TIPEAIIKOJICKH WJIM OCHOBHOIIIKOJICKH Y3pacT), TIOJ UM ce JaHac
nojpasymMeBa yBOheme CTpaHOr je3nka Beh Ha MPEIIKOICKOM HHBOY U
CHCTEMATCKO ITIO/IN3abe¢ CBECTH WJIM M3JI0KEHOCT BHUINE HETO jeHOM je3UKy Ha
KOjUMa ce OJIBUja KOMYHHKalldja y OKBHPY o00pa3oBamba W BacllUTama Yy
npeamkoackoM koHTekcty (European Commission 2011). HaBonmehm noGpe
npuMepe je3ndKe Mpakce — MOJIeNie YueHa BHUIIe CTPAHUX je3UKa W WHTETpaIyjy
BUILIEjE3UYHOCTH y 0Opa3oBHE MHCTHTYLMje Ha paHOM Yy3pacTy y Epomu
(JIykcemOypr, Upcka, lllnanuja) u pernony (Peny6nuka Cprcka, Cnosenuja, LipHa
T'opa), Te Mojiesie BOje3MYHOCTH M BHUINEje3MIHOCTH y Inkogama y CpOuju (HIip.
yueme CPIICKOT U (ppaHiryckor jeauka kao crpanor y OOLL ,,Bnagucias Pubnukap”
y OKBHpY JyaJTHE HacTaBe B oOpa3oBama yBeaeHe 2004. rogune), ayTopka bpankos
(2021) yka3yje Ha TIPEeTHOCTH yY€Ha BHINE CTPAHUX je3WKa Ha PAHOM y3pacTy y
(opMaTHOM KOHTEKCTYy, Ka0 M Ha MOTyhHOCT moMepama IOYeTKa ydema Ha
HPEIIKOJICKH MEPHOI.

VY akrTyenmHo] cuTyanuju TJIOOaTHE CBEIPUCYTHOCTH CHIJIECKOT jE3HKa,
IaHca 33 yYeme JPYIUX CTPAHHX je3UKa, Kao IITO Cy HEMAadyKH U PYCKH BHIH CE y
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MoMepamy MoYeTKa lUXOBOT YueHkha Ha PaHH y3pacT, ITo 61 oMoryhuso yueme Ha
NPUPOJAH HAYWH U TIPEAYNPEIIIO TOKHMBIJbA] HEYeT CTPAHOT, KOMIUIMKOBAHOT U
HAIOPHOT, KOjU C€ YeCTO jaBJba KaJla ce ca yuemheM KpeHe Y KaCHUjeM y3pacTy.

[lomazehm ox akTyemHocTH naTe mpoOiieMaTHKe W peanHe moTpebe 3a
MJIaIUM CTpydmalliMa KOju TO03Hajy Oap ABa cTpaHa je3uwka, pax ce OaBu
cnenn(UIHOCTUMA YCBajalba HEMAayKOT M PYCKOT je3WKa y MPEIIIKOJICKO] (as3u
pa3Boja Aere Kpo3 WHTETPATUBHU MPHUCTYTI, Tj. y MHTEPAKIIMjH ca aKTUBHOCTHMA U3
Ipyrux o0jacTd TONyT LpTama, CIOpTa, IeBamka M JIPYI'HX CBAaKOAHEBHHUX
WUTPOBHUX, Ca3HAJHUX U PEKPEaTHBHUX aKTUBHOCTH OJNMCKUX JIEIH. Y pamy ce naje
nperies ONITHX U CHeMU(UIHUX OJUTHKA MOydYaBamka M yderma CTPAHOT je3uKa Ha
JaToOM Yy3pacTy, HaBOA€ C€ NPUMEPH HHTETPATUBHUX JE3MYKUX AKTUBHOCTH,
OMHCYjy MAHWIAKTHYKE Wrpe M Jpyre MOryhHOCTH ycBajama je3nka Ha
MPEIIKOJICKOM Y3pacTy TOCPEACTBOM IIOMEHYTOT HHTETpaTUBHOT npuctyna. Lnsb
pana je na ce yKake Ha MPEeIHOCTH PAaHOT IMOYEeTKa y4yerma je3HKa, a Ce OIMHIILY
TEeXHUKE M METOJe paja Ha MaTepujally HEMauKor M PYCKOT je3WKa M MOHye
W3BECHE CMEPHUIE HACTABHHIIMMA M METOIUYapUMa 3a OOJHKOBAHE ONTHMATHOT
MOjIeNa yCBajama CTPAHOT je3UKa Ha JaTOM y3pacTy.

Kako 0w ce yueme 1 ycBajambe CTPAHOT je3WKa Ha paHOM y3pacTy YCIHEIHO
0JIBMjaJlo, HEONXOJHO je TO3HaBame MCHXOJIOMIKHX OJJIMKAa pa3Boja Jele jaTe
y3pacHe Tpyne, lBUXOBUX CHOCOOHOCTH 33 YU€H-E CTPAaHOT je3MKa, Ka0 U OCHOBHHUX
JUJIAKTUYKAX TIPUHITUIA HEONXOIHUX 32 OCTBAPUBAE MTOCTABJHCHOT IIJba. Y pajy
ce IoJIa3| OJ] Te3e KOjy 3aCTyIa BEJIMKH Opoj MCHXO0JIora, CTPyYhaKa 1 HaCTaBHUKA
je3uka, a By MoTBphyje M camMa HaCTaBHA Ipakca — Jia je PaHu y3pacT HU3y3eTHO
MOBOJbAH TIEPUOJT 3a MOYETaK ydewa crpaHor jesuka ([Iporacoma, Poauna 2010;
IllyBakoBuh 2017; Eptuu, Coitnukosa 2018; JoBanosuh et al. 2019; Cepreesa
2020; Bpankos 2021; Krashen 1982; Mati¢ 2012). ITo3uBajyhu ce Ha [IujaxkeoBy
TEOpHjy UHTENEKTYTHOT pa3Boja nene (Pijaze, Inhelder 1978), ayropu CrojanoBuh
u borasan (2016: 160-163) uctuuy aa je Ha CTaanjyMy KOHKPETHHX oreparmja (01
6-7 mo 11-12 roguHa) neTe CHOPEMHO Ja JIaKO W Op30 3alo4yHe Y4YeHe CTPaHOr
jesuka. To my omoryhaBajy meroBe KOrHUTHBHE M Icuxo¢usnuke MoryhHocTy,
pa3Boj JIOTMYKHX CIIOCOOHOCTH — Wu3Boheme omepanuja ca o00jeKTUMa,
KIacuuKoBame,  ynopehuBame, 3aKbyuuMBame, IIOCTEICHO  HANYIITamke
MHTYUTHBHOT MHILBEHA M pa3MHILbame nmomohy npasuia joruke (Crojanouh,
Borasary 2016: 160; Mati¢ 2012: 81; Piaget, Inhelder 1969: 96-107). AncrpakTHu
HAYMH MUILBCHA U CHCTEM CUMOOJA JIETeTy HUCY OJIMCKH, T je W rpaMaTHUKU
CHCTEM je3uKa y 0BOj (a3u CTpaH U TeKaK 3a yCBajame. YCIEeX Y yuekhy 3aBUCH Y
BEJIMKO] MEpU OJ BOJbE, KEJb€ W MOTHBALMjE JIETeTa, ald H OJ HErOBHX
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MHTEJICKTYalTHUX M je3UYKHUX CHOCOOHOCTH, Kao M adUMHHUTETA 33 YUeHEe CTPaHOT
jesuka. Hucy cBa gema mofjenHako yclemrHa y ydemy, T€ CIOCOOHa Jia ycBajajy
jesuk uctuM TemnoMm. Crora je 3aJaTak HacTaBHUKA W BacluTaya Aa NpoHahy
ONTHMAJTHH TIPUCTYT W HA4YWHE paja Kako OW MPHUOIMKWIA CTPaHH je3UK CBAKOM
M0jeTMHAYHOM JIETETY.

2. OIIIOTE KAPAKTEPUCTUKE YCBAJABA CTPAHOI JE3UKA HA
PAHOM VY3PACTY

Behuna nere Beh y npeanikoiickoM U paHOM IIKOJICKOM y3pacTy MoKa3syje
aMHUTET TIpeMa yuemhy W YCBajamy je3WKa Ha CIIyX, YCIICIIHHja Cy y H3TOBOPY U
BepOaJHOj WHTEpIIpEeTaldju CTPaHOT je3WKa, Opike MmamMTe HOBe peud, (pase,
jesnuke u3pase (Lightbown, Spada 2015: 31). Ctpykrypucane dopme je3uka cy um
CTpaHe, alld 3aT0 YCIEIIHO TOHAaBJkajy W Op30 yde HamaMeT CBE INTO 4YYjy
(CrojanoBuh, Borasam 2016: 160). ¥V cramy cy na OecnpeKopHO apTHKYJIHUILY
IJIACOBE CTPAHOT je3WKa, ]a OTOHAIIA]y W3TOBOP HACTABHUKA WJIM CIIUKEPa, HbUXOB
apTHKYJIAIIMOHY anapar je elacTUYaH, IIPHIAaroJbiB U OpKe ce alanTupa u3roBopy
CTpaHHMX peuM, IITO M jecTe jeJlaH OJf OCHOBHHX apryMeHaTa 3a paHH IOYeTaKk
ydera CTPaHOT je3HKa.

Awmepuuku muarBucta CtuBeH Kpeien, ayTop ,,XUIore3e o MHIYTY, jeAaH
j€ o mpHucTajuIla yYelkha CTPAHOI je3rKa Ha paHoM y3pacty. IIpema KpeieHoBoj
XHIIOTE3H C€ KPO3 MHITYT, OJHOCHO PELENTHBHE aKTUBHOCTH CIIyIlama M YUTamba,
npeko apeKTUBHOT (UITEepa, KOjU Urpa BaXHY YJIOTY y YCBajalkby je3rKa Ha PaHOM
y3pacTy, OCTBapyjy 3HA4YajHH pe3yNTaTH y ToBopy u mucamy (ayrmyt) (Krashen
1982: 61). To 3Haum Jga Jiena Koja Cy Ha PaHOM Y3pPacTy H3JIOKEHA CIyIIamy,
peunuMa, pUTMY W MEJIOJAMjU CTPaHOr je3WKa, 0e3 MHCHCTHpamha Ha TpaMaTHYKUM
npaBuiIMMa, OpXe yIHjajy HOBE PeUH M M3pase, ycBajajy u3roBOp M MPOroBapajy Ha
CTpaHOM je3uKy. Jleny KapakTepuile CHOHTAHOCT, PaJO3HAIOCT M OTBOPEHOCT 3a
HOBE caJipKaje, a he ce Tako U yCBajame CTPAHOT je3UKa OABHjaTH KPO3 Pa3IniuTe
aKTHMBHOCTH KOj€ WMajy WIPOBHM KapakTep, a MOJCTUYY CMOIMOHAIHH |
MOTHBALlMOHM TOTCHIMjaJl JeTeTa, yHampelyjy meroB pasBoj, yCIOCTaBJbajy
JIOTMYKa TNpaBWiia, MOo00JbIIABajy BEIITHHY BepOasiHe KOMYHMKAalWje, pa3Bujajy
KpPEaTUBHOCT U OIIITY KYJITYpY.

Hajbomu pesyntatu MmOCTHKY ce ako ce je3sMyke aKTUBHOCTH H3BOJAC Y
CBAKOJHCBHUM CHTyallMjaMa, 0P YeMy j€ je3UYKH KapakTep aKTUBHOCTH
NPUKPUBEH, a JIeTe 00aBjba HAM3IJIE CBAKOJHEBHE PYTHHCKE OIepaluje — Irepe
pyKe Impe pydka, y4u Ja MpaBHIHO KOPHCTH TpHOOp 3a jeno, Bpaha mrpayke Ha
MeCTO, ClIake CBOjy omehy, urpa ce ca apyrom aemnoM u ci. (Ctojanouh, boraai
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2016: 162). Bemto MMIUIEMEHTUPAHH €IEMEHTH CTPAHOT je3WKa Y OBE aKTHBHOCTH
omoryhuhe cloHTaHO ¥ HEOMETAHO YCBajame je3nKa U TIOCTaBUTH J00pe TeMesbe 3a
YCIICIIHO HAampeIoBamke y HapeOHUM eTaraMa ydema. Y 0BOj (asu roToBO CBe
aKTUBHOCTH MMajy KapakTep WTpe y KO0joj IeTe KOMYyHHUIHpa ca IPYyroM IemoM U
CBETOM KOjH Ta OKPYXYyje, UCTpaxyje, peliaBa IMOCTaBJbeHEe 3a/aTke, ciayxehn ce
MalTOM H CBOjUM CTBapaitaukuMm mnoreHIMjanmuma (Cepreesa 2020: 35-64,
IIpoTacosa, Poauna 2010: 94-98). AxtuBHOCTH He Tpeba Be3UBATH 3a MCTA MECTa U
npocropuje, Beli UX W3BOAWTH y BOPHUILTY, XOJY, TPHE3apHjH, KyXHUBH U CBAKOM
IPYyroM MecTy, Koje IpyXa MOTyNHOCT 3a CMEHy aKTHBHOCTH — HUIPY, IIOKpET,
kpeatuBHocT (Reilly, Ward 1997: 16).

2.1 Kapaxmepucmuxke deye na panom yspacmy. Kako deya yue?

Nmajyhn Ha yMy ma ce HauWH ydYema KOJA OAPACIIHX, CTapHje Iere H
MpEeIIIKoJIalla 3HAaYajHO Pa3JIMKyje, 3a yCIellaH pajJl Ha yCBajamkby CTPAHOI je3uKa
HEOMXO/IHO j€ TIO3HABATH W TOIITOBATH OMJIUKE y3pacTa, TO jeCT 0Ja0dpaTH MPUCTYI
KOjH je 3a KOHKpPETaH y3pacT Hajupukiagauju. [lomTo y4yeme 3aBucH o cTaaujyma
neuduje Qu3MuKe, couujanHe, eMoionHande u MentanHe 3penoctu (Coltrane 2003;
Nissani 1993), jenuHo WCIpaBHUM c€ YWHHM HM3a0paTH TPUCTYI KOjH TPUPOIHE
TEHJICHIIMjE y3pacTa KOPUCTH, YMECTO jJa UM ce cymnporcrasiba (Shin, Crandall
2014: 25). Y ToM CMHCIYy 3Ha4ajHO je carjie/laBambe KapaKTCPUCTHKA MITaUX
yYCHHKA, KOj€ YCIIOBJbaBajy HAYMH HUXOBOI Y4Y€Hha, OJHOCHO HHXOBOT ydYema
cTpaHor jesuka. Kao Haj3HauajHUje KapaKTEPUCTUKE JCIle Ha PAHOM y3pacTy
Ca3Hama ICUXOJIOMKUX HcTpakuBama (baynan u cap. 2012: 30-37; bpkosuh 2011:
181-186) wcTHUy HHUXOBY CHEPIHYHOCT M (M3MYKY AKTUBHOCT; CIIOHTAHOCT W
OJICYCTBO CTpaxa Jia MPOroBOpe W YYECTBY]Y V paiy; 3HATIKE/bY M IIPHjEMUYUBOCT
3a HOBE HJICje: MMarHHAaTHBHOCT/MAIITOBUTOCT U Y)KHBAbhE Y 3aMHUIIIbAY; KpaTKe
MepUOJIe TIAXKIHE KOjy UM je JIAKO CKPEHYTH; ErOIIEHTPHYHOCT U MIOBE3UBAE HOBHX
uzeja ca codoM, U IPYHITBEHOCT U YUEHEe KPO3 OHOCE ca Jpyruma.

[lo3HaBame nedje €HEpruyHOCTH M MOoTpede 3a (U3MYKOM aKTUBHOIINY
npeji BacmUTaye W HACTAaBHHKE I[IOCTaBJba 3aJaTak Ja OCMHUCIE TPHUCTYN U
aKTUBHOCTH KojuMa he m3behu myxe mepuone MupoBama KOjU ce MaHH(ECTYjy
KpO3 HEIMOCIYIIHOCT W M3a3uBajy (QpycTpalijy Kako KoJ JAele, TaKO U KOJ CaMHX
BacnuTava/HactaBHUKa. Jledjy moTpeby 3a ¢usnukom aktuBHomhy Tpeba
MCKOPUCTUTH Ka0 HELITO IITO UM HJIE Y MPUIIOT, Tj. OCMUCIIUTH CUTYallje yuemha y
KojuMma he ce gema oxpabpuBatm na ycrany W Kpehy ce. TakBe akTHBHOCTH
0a3upajy ce Ha jeqHOj O] KapaKTepHCTUKA JIeUjer HaulHa yueHmha, OMHOCHO IHXO0BO]
MOTpeOH J1a yue IOK pajie U MMajy WHTEPAKIIH]y ca CBOJUM OKPYKEHEM, Tj. Ja y4e
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CBUM CBOjUM uyjauMa. Y paj ca JICIOM OBOr y3pacTa Tpeba Kan roj je Moryhe
VKJbYYMBATH UTPE W 3aJIaTKE Y KOjUMa ce KOPHCTH (U3MUYKa aKTUBHOCT Jielle, Ha
npuMep AaBamke MHCTPYKIMja Ja ce oJe 0 OpMaHa, CTOjia, BpaTa, CTOJHIE U CII.
(Geh zu dem Schrank, dem Tisch, der Tur, dem Stuhl... ; noootiou k wxaghy, cmony,
ogepu, cmyny...), 1a ce NOJMPHE, OJHECE WM JIOHECE HEKH MPEIMET Y OKPYKEHY
WM Ja ce 00aBM HEKa KpeTma. Y Ty CBPXY JA00pO ce MOXKE MCKOPHCTHTH TO3HATa
UTpa Koja ce Ha EHrJIECKOM 30Be ,,Simon says”, y K0joj jelaH O/ yUYeCHUKA H3/1aje
HapenOe, a ocTainu WX u3BpmaBajy. CBaka Hapenba Tpeba Ja 3alMoulibe pednMa
,»CajMOH Kaxe”, K0je ce 32 OBy CBPXY MOT'Y IIPEBECTH Y ,,Simon sagt” uin ,,CeMEH
ropopur”. CnudHE BapWjaHTEé MOTYy C€ Kpeupard 3a T1oTpede yduema
Hajpa3InYuTHjer Bokadymapa.

Bynyhu na cy nera oBor y3pacrta CIOHTaHa M He IUIalle ce Ja MPOroBope u
Y4eCTBY]Y, jep He MO03Hajy CTU O]l MOTPEIIHO YIOTPEOJbEHE MU U3TOBOPEHE peuun
i ¢paze, ca HmUMA je, 3a Ppa3IUKy OJ JCLE CTapHjuX y3pacra, JaKIie
OpraHM30BaTH aKTHBHOCTH yBekOaBama WM3TOBOpa W ycBajama (ppaza. Ha oBom
y3pacTy jaeua A00po MMHTHPAjy W BOJbHA Cy Jia BHINC IyTa IOHABJbAjy PEYH U
(bpase koje ce yue. OHa he ca 33710BOJHCTBOM TOHABJHATH JPAMATU3AIH]Y KPATKOT
JYjayiora Wid CleHe U MOAM(UKOBATH ra npemMa WHCTPYKIMjama, Ha IpUMEp
rirymehst pa3uanuTa pactoiokemha, MecTa paambe MM HEIlITO CIMYHO. 3a PasuKy
O]l KACHHMJHX y3pacTa, Jiella PaHor y3pacTa TaKBe aKTHBHOCTH CMAaTpajy 3a0aBHOM
UTPOM U PaJ0 y B0j yuecTBYjy. byayhu na pehuna nerie sxenu fa y4ecTByje y UrpH,
aKTHBHOCT C€ BUIIIE ITyTa MIOHABJba, T€ C€ U IPaluBO yTBphyje, 6e3 ocehaja 3amopa
U Jtocaje.

Pago3Hanoct W mpHjeMYHBOCT 3a HOBE WJEje Jielle Ha PaHOM Y3pacry,
Hamehe moTpedy ocMuIUbaBamka aKTUBHOCTH W IUIAHMPAHUX CUTyalldja ydema y
kojuma he oBe ocoOuHe M mOTpeOe OWUTH 3aI0BOJbEHE. Y aKTHUBHOCTH Tpeda
YKJBYUUTHU €JEMEHTe ca noraljareM Ha OCHOBY OIWIIaBambha, 3ByKa, MUpPHCA, CCHKE
WIM Heder cIMyHor, mro he aeny npuByhu, (OKycMpaTH HUXOBY HaXby H
3a0aBUTH WX UCTOBpeMeHO. Jlobap mpuMep OBAaKBHX aKTHBHOCTH j¢ TaKO3BaHA
»Mystery bag” xoja ce Moxe MOIU(PHUKOBATH IIpeMa rnorpedama.

UumeHnna aa Ccy Jela MallTOBUTA W Jia Y)XKHBajy Y 3aMHUIUbAKY H
npeTBapamy, y4emhe CTPAHOTI je3WKa OTBapa HU3 MOTYhHOCTH 3a OCMHIIJbaBame
pa3NMuUUTUX CHUTyalMja y KojuMa he ce jgema ca BacmuTaueM/HAaCTaBHUKOM
NpeTBapaTH Jia Cy Ha HEKOM JIPyroM MECTY MM Ja Cy HEKO JIPYTH, T€ y CKIajy ca
TUM KOPUCTUTH je3WMK Koju yde. OBakBe AaKTMBHOCTH MOTy OWTH BeoMa
JemHOCTaBHE, Ha MpUMeEp na ce mIperBapajy (kpehy ce wmmm ormamanajy) ma cy
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JKUBOTHEbA, OMJbKAa WJIM HEWITO CIMYHO 4YWje UME 4yjy, Ha CBE N0 O30MJbHHUjUX
CIleHa, y KojuMa he TIIyMHUTH WITH YaK CIIOHTAaHO KOPHUCTUTH jE€3HK KOJH CE YUH.

[To3HaBawe YMILCHUIIC @ Cy JCUHMjU MEPUOAU MAXKIE KPATKH M Ja jy je
JIAaKO OMECTH, 3HA4YajHO je 3a IUIaHWpamke aKTUBHOCTH W TUIAHUPAHUX CHUTYalldja
yuema. majyhn Ha ymy nma je 3a y3pact o 5 g0 7 roguHa HajOoJbe IIAHUPATH
aKTHBHOCTH y Tpajamy oA 5 mo 10 mumHyta na Ou ce mnpenBulieHa JeKcHKa
caBJiajana, HeOMXO/IHO jeé OCMHCIHUTH HU3 KPaTKUX aKTUBHOCTHU (y HPEIOpydeHOM
Tpajamy) u3Mel)y Kojux ce mo nmoTpedr MOTy yBEeCTH KpaTke may3e (OKyCHpaHe Ha
UCTy TeMy I TpaauBo. Tako KOHIMIHMpPaH paj Jena He J0KWBJhaBajy Kao IyT U
nocaznaH, Beh Kao Hu3 HOBUX M 3a0aBHUX aKTUBHOCTH.

[No3najyhu yumeHMIly J1a Cy Jielia OBOT y3pacTa erolieHTPUYHA U TIOBE3Yjy
HOBE Hjieje ca coOOM, 3a yCBajamke HOBOT jE3MUYKOT CcajpiKaja ca lUMa MOTPeOHO je
OCTaBHTH MPOCTOPA JIa CBAKO OJ1 HhHX MCKaXKe CBOje JIOKHMBJbAjC U HJCjC Y BE3U ca
OHUM IIITO C€ Y4H.

CBeCHOCT YMILCHHIIE Ja Cy Jela JAPYIITBEHA W yde KpOo3 OIHOce ca
JIpyruMa, ykKazyje Ha MoTpeOy Kpeupama aKTHBHOCTH 3a yU€HE CTPaHOr je3uKa Y
KOjUMa ce OHa Wrpajy wim capalyjy Ha HekoMm 3anartky. OBakBe aKTHBHOCTH
CTBapajy CHUTyallMje HajCIMYHUjEe PeaqHO] KOMYHHUKAIUjU U YKOJHKO C€ Y HBbHX
yBEJC ,,3aMUIIJbabe” Jla C€ MOXKe KOPUCTHTU CaMO je3UMK KOju ce yuu, uMahe 3a
MCXOJ BPJIO epUKACHE BEIKOE.

IMpema Tlumjaxey (Piaget 1970: 29-41) pmeua cy akTHBHU YYEHUIH U
MHCJIMOLY, KOjU y CBOJUM DPa3BOJHUM CTaJMjyMHUMa 3Hambe KOHCTPYHIIYy Kpo3
UHTEPaKIMjy ca (U3NYKUM OKPYXKEHEM, OTHOCHO KPO3 COICTBEHE IMOCTYIIKE U
ucTpaxkuBame. To 3a BacnuTaue /HaCTABHUKE KOjU pajie Ha YUYCHY CTPAHOT je3nKa
ca OBUM Y3pacTOM 3Ha4H Jla CBE OHO O YeMy ce yuH, ako je moryhe, Tpeba qoHeTH
Jia Jieria BUjie, OIUIIajy, OMUPHITY U CJI. YKOJHUKO JOHOIICHE pealTHiX IpeIMeTa U3
HEKOT pasznora Huje moryhe, moTpeOHO UX je MPEICTaBUTH HEKOM BPCTOM 3aMEHE,
Kao IITO Cy IUIMIIAHE HMIPAayKe, MAKeTe, CIMKE WM TOME CIMYHO. YKOJIHMKO Ce
ycBaja BokaOynap Be3aH 3a OKpyXeme, Haj0oJhe Ou OHJIO JIelly OIBECTH Ha MECTO O
KOME C€ Y4M M IyCTHTH JIa T'a HCTPaKyjy M JI0KHMBJbaBajy y3 YBOhEHEC HOBHX peuu
Ha cTpaHoM je3uky. Ha npumep:

Wir sind im Park. Mut ¢ napke. (Y napky cmo.) Wir spazieren. Mol eynsiem.
(Mu wmeramo.) Es ist frisch/warm/kalt. Ha ynuye npoxiaonolmennolxonoono.
(Ceexe je/Tomno/xmamuo.) Die Sonne scheint. Coanye ceéemum. (Cynre cuja.) Das
ist ein Baum/eine Blume/ein Blatt. Omo OJepeso/ysemorx/nucm. (To je
JIPBO/LIBET/JIMCT.) U CIL.
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IIpema Burorckom (Vygotsky 1978: 60-61; Vigotski 1983: 185) neua
CBOj€ 3Hamke KOHCTPYHUIIY Y3 TOMOh APyTHX JbyAW, OAHOCHO KPO3 WHTEPaKIHjy ca
oIpaciuMa WM CTapHUjOM JAELOM, LITO 3HAYM Ja UM je, Ja OM epUKacHO yduia,
nmoTpeOHa opraHu3alyja M TOApIIKA BacmuTada/HactaBHHKA. llTo cy yuenwnn
miahu, Ta morpeba je m3paxenwja. To Hamehe moTpedy 3a MHHYIIMO3HHM
IUTaHUpAkEeM U MIPUNIPEMambeM, KaKO CaMUX aKTHBHOCTH U TUIAHMPAaHUX CUTYyalldja
ydema, TaKo M HEOIIXOJHHUX CPEJCTaBa 3a pajl, Kao U TEXHHKaMa CTPYKTypHCama 1
MOJpUIKE yUerbYy Off CTpaHe BaCIHUTAaya.

Ha camom moderky moTpeOHO je Iely 3aWHTepecOBaTH 3a 3aJaTak Koju
nmpeTxoqHo Tpeba omabpaty Tako aa Oyne y Be3W ca BUXOBHM HHTEPECOBAHIIMA,
3HATWKEJbOM, MarmToBuTomhy u ocehajem 3a 3abaBy, Te Tpymy ca KOjoM ce paiu
Hajrpe Tpeda NCTIMTATH y BE3U ca MOMEHYTHM KapaKTepUCTHUKaMa. 3a ycMepaBambe
MaXkHE U 0JIP)KaBakbe MOTHUBAIIM]E TTOCEOHO CY MOTOAHU (PU3UYKHU OATOBOP, HECME,
CTHXOBH, MpHYE, BUACO-NIPHUIIO3U, UTPE, CKEUEBH, UTPe yJiora U KpaTka ApaMcKa
JleNa, a off M3y3€THOT 3Hayaja je CTaB W IMOHAIIamke CaMOr BaCIUTada/HacTaBHUKA,
KOjH MOJKE MPUBYNH M MOTUBHCATH JICITY.

[lpn npunpemamy 3a aKTHBHOCTH IpeJ BaclUTa4ya/HACTABHUKA CTPAHOT
je3rKa IocTaBjba CE€ W 3aJaTak Ja JIeudjy MaXmby JOBOJGHO JYro 3aJpKH Ha
JKEJbEHOM Ca/IpXKajy, T€ y CKIaay ca THM Tpeba KpeupaTH HHU3 MIAPEHOIUKHX
aKTUBHOCTH, Koje he jgema mokmBeTH Kao 3abaBy, a omoryhwhe moBosbaH Opoj
NOHaBJbakha M ymoTpeOy Ja ce je3WdKo rpaJuBo caBiajga. Peamuzanmjy cBakor
HOBOT 3aj1aTKa Tpedaio 0H, yKOJIHKO je Moryhe, Moka3aTH Ha BUIIE HAYMHA.

3. MIHTETPATUBHU [TPUCTVYII ¥V YCBAJABY HEMAUKOI' U PYCKOTI'
JE3VKA HA PAHOM VY3PACTY

3.1. llpaxmuunu u 8acnumno-06pa3061HU AcneKmu

VY caBpeMeHO] Hay4YHO-METOAMYKO] JIMTEPATypU HHTETPATHBHH TMPHUCTYI
JNeUHUCAH je Kao jeJlaH O MHOBAaTHBHUX MPUCTYIA Y HACTABH CTPAHUX je3UKa, a
MmoJipa3yMeBa HCTOBPEMEHY pealu3aiujy IubeBa y JIBE MpeAMETHe 00JacTu:
jesuukoj u npeamMeTHoj (Azumos, [lykun 2009: 81). ¥V nutepatypu ce mory Hahu
pasnuunTa TymMaudema, BapHjaHTe, 1 HAYMHH CIPOBOherma OBOT MPHUCTYIA Y CKIIATY
ca WErOBUM OCHOBHUM IPHHITUIIEMA M CTpaTerrjaMa, iy KaJa je ped O paHoM
y3pacty, BehrHa cTpydmaka ce ciaxke Ja paHO YCBajame CTPAHOI je3WKa MOXKE
AT 100pe pe3yiraTte camMO YKOJUKO CE OfBHja CIIOHTAHO U Y CBaKOJIHECBHO]
WHTEPaKIMjH ca OPYTHM aKTHBHOCTHMA Koje cy nereTy Ommcke (CtojaHoBuh,
Boragaig 2016: 162; Cepreesa 2020: 7—10). Ha npumep, 1iprame u 6ojeme 100pa cy
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MPUIIMKA 33 yCBajame HasuBa 0oja u mpubopa 3a nprame: der Bleistift, der Filzstift,
der Kugelschreiber, das Heft, das Papier, die Kreide; kapanoaw, ¢promacmep,
pyuka, mempaoka, Oymaea, men (0JOBKa, (oMacTep, XEMHUjCKa, CBECKa, Marmup,
kpena); Der Bleistift ist blau, weil3, schwarz; Der Filzstift ist gelb, grln, rot; Das
Heft ist blau; Das Papier ist weil’; xapanoaw — cunuii, 6Genvlii, uépuoiil,
Gromacmep — oncénmoiil, 3¢1EHBIU, KDACHBIL, MempaoKka — CuHss, Oymaza — benas
(omoBka je miaBa, 6ema, jpHa; (romactep je KyTe, 3eJeHe, pBeHe 0oje; cBecka je
TUIaBa; namup je 0€0) U ClI. AKTUBHOCTH y ABOPHINTY HWIIU IICTHA MAPKOM ITOTOHU
Cy 3a yImo3HaBame ca JiekcukoM npupose: das Gras, der Baum, der Ast, der Vogel,
die Blume, der Himmel; mpasa, oepeso, éemxa, nmuya, yeemox, ne6o (Tpasa,
JIpBO, I'paHa, NTHIIA, IBET, He0O). [Ipunpema 3a pyvak WK y>KHHY MOTY YKJbYYUTH
Ha3WBe OMHUJbEHUX jera, Boha u moBpha. Ha mpumep, HaCTaBHUK MOYXE ITOCTaBUTH
MUTalbe ¥ TOHYIUTH Ha3WBE jea Ha HemadkoM/pyckoMm jesuky: Was gibt es heute
zum Mittagessen? Die Suppe, das Kartoffelpiiree, das Fleisch, das Brot, den Salat,
das Kompott; Ymo y nac cecoons na 06ed? Cyn, niope, msico, xneb, caiam, KOMRom
(ITa nanac mmamo 3a pydak? Cymy, mupe, Meco, Xjied, caiaty, komrnor). Jleua
noOujajy 3amaTak Jia 3amaMTe Hemaudke/pycKe peud W OJroBope Ha muTama: Wer
mag das Kompott? Masa! Wer mag die Suppe? Andrej! Wer mag den Salat? Vanja!
Kmo mobum xomnom? Mawa! Kmo mobum cyn? Awnopeii! Kmo mobum canam?
Bansa! (Ko Bomm kommnor? Mama! Ko Bomu cymy? Anapej! Ko Bomm camary?
Bama!). 3aTiM Jena v cama MOTY MOCTaBJbaTH jeJHU APYTUMa MUTamka W JaBaTH
oxrosope. [1o moTpeOu BacmHUTa4/HACTABHUK MOXE MOHOBUTH HA CPIICKOM jE3HKY
ped WIM THTamke Koje Jella HUCY pa3yMerna. AKTHUBHOCTH 3a CTOJOM MOTY
YKJbYUHTH M Ha3uBe mprbopa 3a jerno: der Loffel, die Gabel, das Messer, der Teller,
das Glas, die Serviette, die Tasse, noowcka, eunka, Hodxc, mapenxa, CMAKa,
cangpemra, wawka (Kaluka, BUJbYIIKA, HOX, TamHp, Yalla, caiBera, 1ojsa). A
3aTuM Mory ycnenutu nutama: Wer hat keinen Loffel? Ich habe keinen! Wer hat
keine Gabel? Ich habe keine! Wer hat keinen Teller? Ich habe keinen! V koeo nem
qooicku? Y mens! Y xoeo nem eunku? Y mens! Y xoco nem mapenxu? Y mens! (Ko
Hema kammky? Ja Hemam! Ko Hema Buibymiky? Ja Hemam! Ko Hema Tamup? Ja
Hemam!). [axxma Jierie ycMepeHa je Ha MUTambe U BeroBO NPABUITHO pa3yMeBame, a
OJIFOBOPH MO MOTPeOu Mory OutH mpaheHu MoAW3ameM pyKe WM YCTajamheM ca
CTOJIHLIE.

Bpemenom he gema mpommpHBaTH  pemepTOap CBOJHX  BEITHHA
u3paxkaBama, Te he y jesuuke cajapikaje OUTH YKJbYUCHH M CIIEMEHTH TpaMaTHKe.
I'pamatruku cagpkaju Omhe BEmTO MAaCKMPAaHW UTPOM HIIU MCKAa3aHW KOHKPETHOM
moTpeboM nereTa (penmMo 3a oapeheHOM HrpadykoM) Ha 0a3W jeTHOCTaBHUX
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mukpoaujanora: Wo ist die Puppe? Die Puppe ist hier. Wo ist der Ball? Der Ball ist
dort. I'0oe xyxkna? Kyxna mym. [0e mau? Mau mam. (TIOCTaBJbamkbe THTambA,
uckazupame Mmecta: [ e je mytka? Jlytka je oBne. ['ne je nonra? JlonTa je Tamo!).
JlaBame 0JIroBOpa MOXKE YKJBYYHUTH U TIOKPETe PYKOM, KOjHMa Ce yKa3yje Ha MECTO
IJIe ce Haja3W TpaKeHa Wrpadka. BpeMeHoM, QyHKIMja MCKa3WBamba MECTa MOXKE
OWUTH MPOILIMPEHa MPUMEpPHMa ca MPEUIOUIKO-TIAACIIKUM KoHCcTpykuujama: WO ist
der Bleistift? Der Bleistift ist auf dem Tisch. Wo ist das Bilderbuch? Das
Bilderbuch ist im Regal. I'oe xapanoaw? Kapanoaw na cmone. I'de xnudicka c
kapmunxkamu? Kuuowcka ¢ kapmunkamu Ha noiake. (I'me je omoBka? OnoBka je Ha
cromy. I'ne je cnmukoBHuIa? CINUKOBHUIIA je HA TIOTHUIIH).

Ha cnuuan HauWH MOTY ce YBOJHTH CaapKaju Ha HEMAauKOM/PYCKOM je3HUKY
y pa3IMYUTAM aKTHBHOCTHMA, Tj. CHUTyalHjama. PeruMo, MPHIMKOM TOCEeTe
300JI0IIIKOM BPTY, JIella MOTY HayduTH Ha3uBe sxuBothiba: der Wolf, der Fuchs, der
Bar, der Lowe, der Tiger, die Katze, der Hund; eozx, auca, medseodw, nes, muep,
Kowika, cobaka (BYK, JMCHIIA, MEIBE], JIaB, TUTAp, MavKa, 11ac) ¥ YIO3HATH ce ca
3ByIIMMa KOje JKHBOTHIbE mpousBoae — Die Katze miaut ,, miau-miau”, Der Hund
bellt ,,wau-wau”, Die Kuh macht ,,muh”, Das Schwein macht ,,grunz-grunz”, Die
Ente quakt ,,quak-quak ”, Der Hahn macht ,, kikeriki ”’; xowxa msayxaem «msy-msy»,
cobaka naem «2a6-2asy, KOPOBA MbIYUM «MY-MY», CEUHbS XPIOKAEm <XPIO-XPIO»,
VMKA KpAKaem <Kps-Kpsy», Nemyx KyKapekaem «Ky-ka-pe-ky». (Madka wjayde
»Mjay, Mjay”, mac naje ,,aB-aB”, KpaBa My4e ,,My-My”’, CBUba rpokhe ,,rpOK-TPoK”,
maTka KBade ,.KBa-KBa~, TeTao KyKypwue ,,Ky-Ky-pu-ky’). KacHuje ce HazuBu
JKUBOTHI>A MOTY ITOBE3aTH Ca 3ByI[MMa, T€ JICLIU NIPEUIOKUTH UTpa Y K0joj Tpeba Jia
crioje opeheHy KMBOTHILY Ca HAUMHOM HHEHOT OrjialliaBarma WM M3rOBOPE HA3WB
JKUBOTHE-E HAa HEMayKOM/PYCKOM je3WKy Ha OCHOBY 3ByKa Koju 4yjy. Takohe ce
MOXKE OpPraHW30BAaTH je3WMuYKa Wrpa y Ko0joj Jera Tpeba jJa 3aBpile 3aroueTy
peuenuiy: Die Katze miaut und der Hund ... ; Die Ente quakt, und der Hahn ...;
KOwKa Maykaem, a cobaxa ...; ymka kpaxaem, a nemyx ... (Madka mjayde, a 1mac ...;
maTka rade, a mnerao ...). Miu ce urpadke crape mpen Jeily, a BacuTa4y/HaCTaBHUK
nocraBjba mnurate Wie macht die Kuh? Machen wir alle gemeinsam!
Kax xoposa moruum? Crasxcem ece emecme! (Kako kpaBa myue? Xajmemo CBH
3ajeqno!) (Jemna nmoxpaxasajy 3a1aTH 3BYK Y X0OpY, a 3aTUM MHAMBUIAYAIHO — jE€IHO
WJIH JIBOj€ JIeTIe).

Ha oBaj mHaunn Mory ce oOpahuBatu u npyre TemMe U3 )KUBOTa Mitahe mere u
OpelKoyana Kao INTO je, PeUruMO, PasroBOp O MOPOAMLM (HA3UBH WIAHOBA
MOpOAUIlE W FHUXOBO TMpeACTaBjbame, Ha3uBu mnpodecuja), pohenman
(ocMunbaBarke W W3pama PONCHOAHCKHWX ITO3WBHUIA, IO3WBAE, UYCCTUTAILE),
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noceTa Jiekapy (0JUTMYHA MPUJIMKA 32 YIIO3HABahe ca Ha3UBUMa JIEJIOBa Teia) U CIl.
OBako OCMHUIIJBCHA HAacTaBa CTPAHOT je3WKa, HMHTETPHCAHa Yy CBAKOIHEBHE
AKTUBHOCTH JieTeTa, UMa MpaKkTHYaH M BaCOIUTHO-00pa30BHU LWJb. [IpakTHyaH nusb
noapasyMeBa pas3BHjambe KOJ JeTeTa CHOCOOHOCTH YCMEHOT H3pakaBama Ha
CTPaHOM je3uKy y (a3d Kajia OHO joII yBeK He yMme Aa unta u nuiie. daza nucama
ycienuhe y KaCHUjUM eTanama ydema, Kajla KoJ jerera Oyne GopmupaHa je3nmuka
0a3a xao mpemaycioB 3a naske HampenoBame (Mikulec, Carevi¢ 2010). O6pazoBHO-
BACIUTHM Wb oOyxBaTa: 1. pa3BHjambe JE3MUKUX CIOCOOHOCTH JIeTeTa:
(oHEMAaTCKOT ciyxa, MPABIIIHOT H3TOBOpa M HWHTOHAIMjE, MEMOpHje, MakKbe,
BepOaHe WHTEpIIpeTaldje, Kojeé MOTy MpelCcTaBjbaTH J00pY OCHOBY 3a Jajbe
yueme; 2. Pa3Bujame Ko eTeTa CBECTHU O CONCTBEHO] JIMYHOCTH M MPHUIATHOCTH
onpeheHoM je3uKy W KyJITYpH, Kao W ca3Hama Ja MOCTOj€ APYTH je3UIHU U KyIType
ca KOjuMa ce MOTY CpPecTH W O KojuMa Mory yuuTH; 3. dopmupame Mo3uTHBHOT
CTaBa MpemMa HEMauyKoOM/PYCKOM je3uKy U KyntypH; 4. [logcTuname MCUXOoIOMIKHX,
EeMOIIMOHATHMX M KPEaTHBHHX NOTCHIMjala JeTeTa, jadamke CaMoIoy3/ama,
MOJCTULAE COlMjan3alije (yCIoCTaB/bathe KOHTAKTa ca JPyroM JeroM,
aKTUBHOCTH y Tapy W TPYyNH, 3ajeJHUYKE Wrpe), Aedje Mamre u (aHTazuje
(Cepreea 2020: 6). [IpakTW4HM acmeKTH paHOT YCBajakba CTPAHOT je3UKa
oOyxBatajy: 1. BemTuHy ycMeHOT H3pakaBamba Ha HEMadKOM/PYCKOM jE€3HKY Yy
CBaKOJHEBHHM CHTyalljaMa Koje Cy JeTeTy Omnmcke (T03apaBibambe,
Npe/ICTaBbakbe, 3aXBaJbUBAME, IOCTABIbAKE IMUTAKa M CII. HAa EIEeMEHTApHOM
HHBOY); 2. CHoOCOOHOCT pa3ymeBama jeIHOCTaBHHX YCMEHHMX HCKa3a Koje cy
ynyheHe neTeTy Ha HEMadyKOM/PYyCKOM je3WKy (KOMaH/a, HHCTPYKIIWja, CaBer,
Monba, obpahame, 1M03/IpaBy, MUTaka U CI. HA €JIEMEHTAPHOM HUBOY) Y OKBUPY
TEeMaTuKe, CUTyallja U akTHBHOCTH Koje Cy JETeTy HMO3HATE U aleKBaTHO BEpOAITHO
pearoBame Ha JIaTOM je3HKY.

3.2. Judaxkmuuxe ucpe

Urpa xao IUAaKTHYKO CPEICTBO HAa PAHOM y3pacTy MMa BaXKHY YJIOTY.
[open 3abaBHe, omymrajyhe W pekpearnBHe (YHKIHWjE, UTPY OJJIMKYje HHU3
KOTHUTHBHUX, a)eKTUBHUX, JMHAMUYKHX M anantannoHux npexHoctu (Lengeling,
Malarcher 1997: 3). TlocpeactBoM urpe jena passujajy u yHampelyjy je3ndke
BEIITMHE, y4€ Ja KOMYHULIMpAjy ca OpyroM JeloM, NpOLIMPYjy CBOj He4ju
BokaOynap, pa3Bujajy JOHEMAaTCKH CIIyX U MEMOPH]Y, C TakohoM ycBajajy U3roBop,
aKkreHaT W HMHTOHAIM]y CTpaHor jeswka. Mrpa momacTtude MOTHBAIH]yY,
KOHLICHTPAIHjy, APYIITBEHOCT U KPEaTHBHOCT JIEIIe, jaya lUXOBE NCUX0(U3NIKe U
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MEHTaJIHE CIIOCOOHOCTH, a MO MOTpeOu ce MOXKe MPHIArOJUTH Pa3IHIUTUM
yCIIOBUMa H 00JIHIIMA paja.

Y pagy ca genoM Ha paHOM Y3pacTy INPUMEYjy C€ pPa3sHOBPCHE
JTUJIAKTUYKE Wrpe. Beoma cy momysiapHe Wrpe pedmMa, penuMmo: Wrpa ,,rITyBHX
tenedoHa”, ,,JJaHaIl pedn’”’ (M3roBapajy ce pedr Koje MOYHIbY TOCIETHBUM CIOBOM
NPETXO/HE), N30aluBambe CyBUIIHE PeUH U3 MOHYleHOT HU3a, Kiacu(uKanuja pedn
MpeMa 3Hauely WIH Ha3UBY MpeAMeTa 1mo 0oju, morahame 3aMUIIJbEHE pedH, UTpe
aconujanyja u ci. (Xopmak 2013: 415-416; BunocasieeBuh 2015: 170-172). Jlena
Ha PaHOM Y3pacTy HHUCY y CTamy Ja alcCTPaKTHO Pa3MHIILIBAjy, TC je3WYKE UTPe
MOpajy OWTH jeTHOCTaBHE, pa3yMJbMBE W Ha HUBOY KOTHUTHBHOT pa3Boja AeTeTa —
HU TpEBUIIE arcTPaKkTHE, a HU CYBHIIE jeJHOCTABHE, Tj. UCIOJA KOMIICTCHIIH]je
nerera gator yspacta (Piaget, Inhelder 1969: 96-107; Mati¢ 2012: 83). Beoma je
B)XHO J]a CaAp>Kaju Ha CTPAHOM j€3UKY, UMILUIEMEHTHPAHH Y aKTUBHOCTH KOjHMa Cy
Jiella CBaKOJHEBHO OKpYXeHa y BpTuhy, Oyay y JOMEHY HHUXOBOT Jedjer CBeTa U
Jiedjer UcKycTBa. JIMIakTHUKe UTpe, YKOIHUKO CYy aJeKBATHO OCMUIIJbEHE U JTOOPO
Bol)eHe o7 cTpaHe BaclmuTaya W HACTABHUKA, MOTY ITOCEJOBATH BEIUKH Pa3BOjHU
MOTEHITH]jal.

3HauajHy yJIory uMajy CMMOOJIMYKE UIpe, KOje HACTajy IyTeM MEHTAJTHUX
Npe/icTaBa, Tj. CTBapambeM 3aMUILBEHUX CUTyallMja y KOje MOTYy OUTH CMEUITEHH
00jeKTH, JbY/H, paame. Tako PeluMO CTOJUIA MOXE MPEACTABBATH 3aMHIILJBEHOT
komuha, KIyna y JBOPHUINTY — ayToOyC WM TpamBaj, a Jella Koja Ha HOj ceie —
MYTHHKE; IIepIia HAMykheHa BOJIOM MPEJICTaBIba MOPE WJIH je3epo, a 3pHA Ipallika y
BEMY — 3aMHIUbCHE YamIle WM rmBade. Wrpa mpyxka mupoke MoryhHocTH 3a
pa3Boj Jedje MaliTe W KPEeaTUBHOCTH: JIella CTAJIHO CMMIILbajy HOBE CHUTYyallHje,
M3BOJIE 3aMUILbEHE pajibe, pelaBajy npodieme, IUIaHUPAjy M Ha Taj HaAuuH
yHarnpeljyjy CBoje KOTHUTHBHE CIIOCOOHOCTH, CTUYY CBECT O JbyMMa, 00jeKTUMa 1
paamama, and U o0 ceOu Kao KpeaTopy CHTyaluje, OHOCHO CTBapaolly COICTBEHE
aktuBHOCTH. Ha Taj HaumH nena cBoje HajBehe KpeaTuBHe, ca3HajHE M Pa3BOjHE
MOTEHIMjaie OCTBaPYjy yIpaBo y UIPH, Koja mocTaje Bojeha akTUBHOCT y Pa3Bojy
Jerera. Y OBOM IPOLECy BaXKHY YJIOTY MMa BacIIMTay MM HACTaBHUK KOjU BEIITUM
yCMepaBameM BOJH JIETE JI0 30HE HApPEIHOT pa3Bojd, Tj. HEMPUMETHO T'a YBOJH Y
o0JacT Koja je u3BaH merose TpenyTHe komnerenuuje (Vygotsky 1978: 60).

Jenna ox dyectmx Tema y paay ca NpEAIIKONIMMA je TOHAIIake Y
caobpahajy: merma yde kako ma 6e30emno mpehy ymwmiy, kako ma ce TOHAIajy
ucrpea cemadopa, yue aa Oyay KyJATypHH M YYTUBH y TPaJCKOM MPEBO3y U 1
YCTyTajy MECTO CTapHjuMa. YTO3HaBame ca MpaBWiINMa IMOHaIIama y caobpahajy
MOXKE C€ OJ[BHjaTH Y 3aMUIIJBEHOM aMOHjEHTY KOjH MPEICTaBIba YIIUILy — TO MOXE
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OUTH yCKa CTa3a WIM TPaBHaK y JBOPHIITY, TEMHX-CTa3a y BpTuhy, cTapa xapTuja
WM HOBUHE mopehane Tako Ja mojapakaBajy M3rien ynuie Kojy Tpebda mpehu. 3a
notpebe urpe, yiadmily M MEIIadyKd Ipesia3 MOTry y JBOPHINTY BpTHha Halpraté
KpelmoM W camMa Jiella y3 MOJpPIIKY BaclHTava/HacTaBHWKA. Wrpy 3amounmbe
BacCIUTa4/HACTABHUK WJIM HEKO OJ HalpeaHuje Jielle jeAHOCTaBHUM (ppazama Koje
cy nmeru mo3uare: Wir sind auf der Strafle. Auf der Strale fahrt eine Stralenbahn,
ein Bus, ein Oberleitungsbus. Ein Wagen kommt. Das sind Fullganger. Das ist ein
Zebrastreifen. Wir sind an einem Fullgangeriberweg. Das ist eine Ampel. Mot na
yauye. Ilo ynuye uoém mpamesai, asmoo6yc, mpoaneudyc, Mauuna. Imo neutexoosl.
Omo newexoouwlii nepexod. Mul y nepexooa. Imo ceemogop. (Mu cMO Ha YIHIIH.
Yaumom uzae TpamBaj, ayroOyc, Tposiejoyc, uay koja. Oo cy nemaru. OBo je
nenrayky npena3. Mu cmo Ha mpena3y. OBo je cemadop.). [emna cy nonespena y nse
rpyIe: MpBa rpymna npeacTaBiba Meliake Koju Tpeda na npely yiuily, a qpyra rpyna
CUMYJIUpa TPaJICKU MPEBO3 — TpaMBaje, ayTodyce, TpoJicjoyce U Koja Koja mpoJiase
ymuioMm. OHH ce YKHBJbaBajy y CBOje yJore U Kpehy ce 3aMHUIIIJBEHOM TPacoM y
JEIHOM U y IPyrOM CMepy, MoJipakaBajyhin KpeTame rpaJICKor IPeB03a U y3BUKY]Y:
Auf der StraBe fahrt ein Bus, eine StraBenbahn, ein Oberleitungsbus. Ein Wagen
kommt. ITo yruye uoém aemobyc / mpameaii / mponneibyc / mawuna! (Ynauom uie
aytoOyc / TpamBaj / Tponejoyc / umy koia!) JeaHo o jelie mpey3uma yiory
cemadopa. Jlere — ,,cemadop” CTOjU Ha JIPYroj CTPaHH YIHIE W APXKH Yy PYyIH
kapToHuyuhie WM 3acTaBUIIC LIPBEHE, XKyTe U 3elieHe 0oje. AKO JeTe MOJIUrHE
PBEHU KapToHuuh/3acTaBuIly, Jena — ,Iemamny’ OcTajy Ha MECTy M Yy XOpy
usroapajy ¢pase: EsS ist rot! Stehen bleiben! Man darf die Strale nicht
tberqueren! Kpacuwiti ceem! Cmoii! Jopoeu nem! (Ipseno ceerio! Croj! Hema
npenackal). AKo JieTe IOAMTHE XyTH KapToHuMh/3acTaBully, Aeua, He nmoMepajyhu
ce, y riac m3rosapajy: Es ist gelb — aufpassen! JKéimutii ceem — enumanue! (Kyto
cBemIo — naxkma!). Ha 3Hak 3eneHor kaproHunha/zacraBuie, Aena npenase yiuiy u
u3roBapajy mnocnenmy ¢pasy: Es ist grin — man darf die Strale tberqueren!
3enéuwiii ceem — npoxooume, nymov omxpoim! (3€J1€HO CBETIO — IpEIa3uTe, MyT je
ciaoboman!)

CMemuBame 00ja Ha ceMadopy Moke OMTH IpaheHO MOKpPETUMa PYKY:
Die Ampel zeigt rot! Kpacrwii ceem! (LlpBeno cBeriio!) (nere Koje cCHUMyJHpa
cemaop CTOjU HEMOMHYHO ca pykama y3 Teno); Die Ampel zeigt gelb! JKénmuiii
ceem! XKyto cetmo! (momwke jemHy pyky msHanm riase); Die Ampel zeigt griin!
3enénviii ceem! (3eneno cBemio!) (MOKpeTOM pyKe oO3HayaBa Ja je MpoJas
cnoboman). Yiory cemadopa MOKe TYMAauWTH M TpOje JACLEC Y Majuilama IpBEeHE,
XKyTe U 3eneHe 0oje. CMeHa 60ja Ha ceMadopy MOXKE CE MPUKA3aTH HAU3MEHUUYHUM
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yCTajaleM U CIYIITAlkEM y TIOJIOKA] 4y4dba U ¢i1. Y OBUM UTpaMma 4ecTo cama Jela,
KopucTehn 00HUIaTo CBOjy MaIITy, IpOHAJa3e HAauWHE, CMUIIIBA]y TIOKPETE U Palibhe
KaKo OU ce y)KuBela y 3aaTy yJory.

AKO ce HEKO JIeTe 3aqpKajl0 W HHUje CTUTIIO Ja mpehe ynuily Ha Bpeme,
BACIHMTAaY/HACTABHHK WJIM HEKO O] JIelle, MOCTaBiba nuTame: W0 warst du so lange?
T'0e mut 6v11 00 cux nop? (I'me cu 6uo o cana?). [lete Koje je 3aKacHUIIO OAroBapa:
Die Ampel hat mich angehalten. 3adepoican ceéemogop. (3anpxao me je cemadop).
U cana oHo mpey3uma yiory cemagopa (Cepreesa 2020: 47-48).

BpemenoMm BacnHTau/HACTaBHUK MOXKE NPOLIMPHBATH CaapikKaj HIpe
HOBUM €JIEMEHTHMa — peyrMa, M3pa3uMa M yJioramMa M Tako yHanpehuBatu wurpy,
pas3Boj ameuie U onHoce Mehy muMa. Ha mpumep, y urpy Mory OUTH YKJbYYeHH U
3BYIIH, a JICKCHKOH C€ MOYe MpoIMpuBaTH HOBUM (pasama: Der Bus quietscht. Die
Strallenbahn klingelt. Das Auto hupt tut-tut. Der Bus eilt. Die StralRenbahn wackelt.
Das Auto rast. Asmobyc ckpunum/wymum. Tpameaii seenum. Mawuna 6ubuxaem
oun-oun! Asmobyc cnewwum. Tpameati kauaemcs. Mawuna 6excum (Aytobyc
mkpunu/Oyun. TpamBaj 3BoHH. AyTo cBupa O0u-O6u! Aytobyc xypu. Tpameaj ce
JbyJba. AyTo jypm). Jlena, umutupajyhu mpeBo3Ha Cpe/IcTBa Koja Uy YIUIIOM, cama
he ocMHCIMTH HAuMH KpeTama M 3BYKE KOje CBAaKO CPEACTBO IPH KpeTamy
UCITYIITA.

KacHuje ce pamma MOXe MpPEHETH y 3aMUILBEHH ayToOyc. AMOWjeHT
ayroOyca MoOry jodapaTv CToJidlle nmopehaHe y JBa pela — jeJaHa u3a Jpyre, a
IyTHUKE — Jiela Koja Ha mbHuMa ceze. Ha veny 3amMunubeHor ayro0yca cein Bo3ad —
JIeTeé Ha 3aceOHO M3/IBOjEHOj CTONHIIM M MOKPETUMA PYKE yNpaBiba WMarnHapHUM
BonanoM. CBa Mecra (cromuiie) cy 3ay3era. Heku myTHHIM CTOje B PYKOM Ce JIpiKe
3a 3aMHIJbeHE Jpkade. Ha jemHoM mim Ba MecTa je HarpaBJbeH pasMmak usmehy
CTONHIIA — TO Cy BpaTa ayroOyca. Jlere y yno3m Bo3aua OmoHama 3ByKe Koje
ucIymra ayrooyc npu kperawy. Kana 3ahyTn, 3Hauu j1a je ayro0yc npucTUrao Ha
cranuiy. Tajga y mpeBo3 yila3u HOBM IMYTHUK: OakHIla ca Hao4apuMma M IITaIloM.
Jete y yino3u Oakuiie IOKpEeTHMa KMUTHPA KpeTame crapuje ocode. JeaHo o aere
ycraje u usroBapa: Setzen Sie sich, bitte! Cadumecs, noowcanyiicma! (A3Bonute,
cenute). bakuma 3axsaseyje: Danke schon! Cnacu6o 6onvuwoe! (XBama myno!).
3aTtuM yna3u Majka ca MaluM JeTeTOM (IEeBOjUMLa ca JyTKOM) y pykama. Jujamor
ce MOHABJbA JIOKJIE TOJl KMa HOBHUX ITyTHHKA.

Ha cnnvan HaumH MOXe ce OCMHCIHMTH HU3 CUTyaldja U3 CBAKOIHEBHOT
KHMBOTa y KojuMma he Jena mpey3uMaTH HOBE YJIOre, CTYNaTH y HOBE OJHOCE U
CTHIIATH HOBA MCKYCTBA y KOHTAKTY ca APYTOM JEIIOM U O/IpaciInMa.
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3.3. Peu. Ilecma. Iloxpem

Urpe ca enmeMeHTMMa MHMHOKE, IIOKpeTa, My3WKe M Iuleca 1odap cy
METOJUYKH MOJIE] 33 HampeloBamke Yy CTPAaHOM jE€3WKYy, jep TojadyaBajy
E€MOIIMOHAITHU JTO’KMBJba] JIETeTa W MMajy MO3UTHBAaH edeKaT Ha Jajbe ydeme. Y
CBaKOM je3uKy Moryhe je OCMHCIUTH WK IpoHahu pUTMHYHE Jledje CTUXOBE KOjU
Cy MoceOHO TOTrOJHU 3a YCBajambe Kpo3 MokpeT. Urpe peunmma, Op3anwie,
pasOpajanuiie ¥ TECMHIIE HA HEMayKOM/PYCKOM je3uKy IpaheHe MOKpeToM Win
TUIECOM, TIPEJCTaBIbajy AParolleHH MOTHUBAIIMOHHM MaTephjall 3a yueme je3uKa Ha
paHoM y3pacty. Kpo3 puram u TOKpeT nerna Jako ycBajajy (OHETCKY OCHOBY
CTPaHOT je3WKa, BPJO PaHO MOYUBY Jla apTUKYJIHILY CTpPaHe peYd, ycBajajy
aKleHaT, MHTOHAILIM]y ¥ TaMTe je3W4Ke CTPYKTYpe M H3pase Koje KacHHWje JaKIle
NpUMEY]y Y aKTHBHOM ToBopy. BpojHa Hay4dHa ncTpakuBama M HaCTaBHA ITpaKca
yKa3yjy Ja H3roBapame WIHM IeBalkbe IMeCMHUIa Ha CTpaHOM je3uky mnpaheHo
MHMHKOM, TECTOBMMAa WM KpETamheM Tela TMpeACTaBba IMPOAYKTUBHH BH/I
yCBajama CTpPaHOT je3WKa KOjU CTUMyJdHiIe mnamheme, moiacTude (uHy aedjy
MOTOPHKY, YTHUE Ha pa3Boj roBopa u onaxkama (Veli¢ki 2006: 330-331).

VYcBajame je3uka MyTeM IecMe, puTMa M IOKpeTa Jaje Hajoosbe pesynirare
YKOJIMKO C€ YBOJM CUTYaTHBHO, y OOJIMKY Urpe. Y HACTaBKy H3Jlaramka HaBOJAUMO
npuMepe mecama Koje Kpo3 HWIpy MW IOKpeT MOry OWTH IIOJCTHIIajHE
BaCIUTaYMMa/HACTaBHHUIIIMA HEMAa4yKOI/PYCKOT je3WKa 332 Kpeupame COICTBEHOT
NPUCTYIa y pajly ca IeloM Ha paHOM Y3pacTy.

Ha mpumep mecma Korperteil-Blues (bay3 menoBa Tena) (mocrymha Ha
https://www.youtube.com/watch?v=iXFAunwnIxE) moroaHa je 3a y4ewme Ha3uBa
nenosa Tena. Jlena rmeBajy v IIienry y3 nmoka3uBame Je1oBa Tela WK PaIibu Koje ce
nomumy. JIekcuka M3 rmecMe MOXe ce yBeOaBaTH W KpO3 UIPY y KOjoj jeaHa
oco0a, y MoYeTKy BacHuTau/HaCTaBHUK, a KACHUje HEKO OJI JIele, U3roBapa Ha3uBe
JienioBa Tena koje Tpeba moxupHyTH WM nokasatu. Ilecma Backe backe Kuchen
(ITeuem, mewem komau) (moctymHa Ha  https://www.youtube.com/watch?
v=5UM3ecX69J0) je npumMep mecMe Koja ce MOKe KOPUCTHTHU 3a yCBajarhe Ha3HBa
OCHOBHHX >KHBOTHHX HaMHUpHHIA. [I0TpeOHO je IPUIIPEMHUTH CIIMKE WU TpeIMeTe
Koju hie oBe HAMHpHHUIlE TIPEJCTaBJbaTH, a OHJAA ca JIENOM IMIEBaTH IECMy V3
NOKa3UBake HAMUPHHIIA U TIIyMy ITOKpPETa U JIMKOBA KOjU Ce Y ecMH nmoMumy. Ha
CIIMYaH Ha4WH MOXKE ce 00pauTH pycka necma Aémodyc (Aytodyc) (1ocTynHa Ha
https://nsportal.ru/audio/detskie-pesni/2021/09/avtobus-e-zheleznova) y kojoj mera
CHUMYJIHPAjy BOXIY ayToOycoM — CIajajy mpcre y oOJIMKY Mpo3opa, IIeAajy Kpo3
mera, okpehy ce Wac Ha jegHy, Wac Ha APYTY CTpaHy, TJeAajy HWCIOI JjIaHa
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MIPUCIOWKECHOT Y3 4Yell0, W3BHjajy C€ Hamnpel-Ha3all, CISKY paMeHuMa, okpehy
3aMUIIIJBEHN BOJIAH U IUIITE ,,01-0m!”,

[Ipennoxkene urpe-necMuile MOACTHYY pa3Boj nmamhema, TOBOpa, MaxkKibe,
KOOpAWHAIIMje TOKpeTa, 3a0aBHE Cy, NMEBJbMBE, Becele M Kao TakBe IOTONY]Y
CTBapamy MpHjaTHe aTMochepe U BEAPOTr PacIIOIOKEka, IITO j€ jeaH 0] OCHOBHHX

Ipe/yCciIoBa 3a YCBajambe CTPAaHOT je3rKa Ha pPaHOM y3pacTy.
4. 3AKJbYUAK

[lpernen u aHanW3a HAjBKHUJUX MWTaka BE3aHUX 3a MoryhHocT
yBoh)erha HEMAUKOT U PYCKOT je3WKa Ha PaHOM y3pacTy yKa3yjy Ha HHU3 IIPEIHOCTH
y TOTJIey paHoT MOYETKa y4Yerha CTPAHOT je3WKa M HaBOJE Ha 3aKJbydYak Ja jeIHO
O]l ONTUMAJHUX peliekha M MPIINKY 3a pealu3alujy oBe MOryNHOCTH Tpyka
WHTETpAaTUBHU NpucTyn. HaBenenu npuctymn 06e30eamo 01 CIIOHTaHO U HEOMETaHO
UMILIEMEHTHpAbhE je3UKa y CBAKOJAHEBHE UTPOBHE aKTUBHOCTH U CUTYallHje KOjuMa
Cy Jiella CBaKOJHEBHO OKpykeHa y BpTuhy, Te OM ycCBajambe je3uka TEKIIO
TapajelHo ca 00aBJhbambeM CBaKOJHEBHHX JCUjUX IMOTpeda — KpO3 Urpame, IpTame,
neBame, Mpame PyKy, KOH3yMHpame oOpoka W ci. Tume O je3uuku KapakTep
HaBEJCHNX aKTMBHOCTH OCTAa0 TPHKPHBEH, a Jena OM HECBECHO MaMTHIIA PeyH,
yCcBajaja M3TOBOP M TporoBapaja Ha CTPaHOM je3WKy, NMpU 4YeMy OH HHXOBa
OCHOBHA IMaXKkha OMJIa yCMEepeHa He Ha caM je3uK, Beh Ha aKTMBHOCTH U CUTYalldje
KOj€ Cy y JaTOM TPEHYTKY aKTyeJHe.

3a ycBajambe CTpaHOT je3uKa Ha paHOM y3pacTy Mpernopydyjy ce 3abaBHH
caapKaju W aKTUBHOCTH KOje aHTaxyjy eIy, pa3sHOBPCHE CHUTYyaluje, yjiore u
MmehycoOHe wuHTepakmuje, mpuiarohaBame je3UUKHUX CaApiKaja HHIWNBHIYATHUM
HOTpe6aMa AC0C, BHUXOBHUM IICUXOJIOIIKUM  KapaKTCpUCTUKaMa, THIIOBUMaA
WHTEIIUICHIIM]je, CTUJIOBUMA YyCBajamka je3MKa, Kao W TNpPHMEHa JUAaKTHYKHX
NPUCTYIA U CTpaTeTHja Koje Cy ONTHMAJHE 32 YCBajame je3rKa Ha JIATOM Y3pacTy
(Shin, Crandall 2014; Petrovi¢-Soco, Visnji¢ Jevti¢ 2013; Cepreesa 2020).

Benuku 3Havaj uMajy IMIaKTUUKE MTPE KOje Ha KpeaTHBaH HAUYMH YBOJIC
Jelly y pasiuyuTe JpPYINTBEHE CUTYyallMje, y4de HX CBaKOJIHEBHO] KYJITYpH,
HpaBHIMMa JICTIOT MOHAIaka, MOJCTUYY COLMjaIn3alljy JeTeTa U NpPEeBIIalaBamke
erotieaTpusma (Petrovié-Soco, Visnji¢ Jevti¢ 2013). Urpe cy BakaH mHoKpeTay
pa3NUUUTUX MEHTAIHUX TNpoleca — MUIUbCHa, TroBopa, mnamhema, jaedjer
CTBapaJlalliTBa M CBUX IPYTrMX BaXHHX Ca3HAjHUX M pa3BojHUX (yHKIMja. 3aTo je
urpa Hajo0Jbe MPUPOTHO OKPYKEHE 3a aHUMHUPAKBE JeUje MaKIe, aKTHBAIU]y
JICYjUX MHTEJICKTYaIHUX, EMOLMOHATHNAX U KPEaTHBHUX MOTEHIMjaNIa, YKIbY4y]jyhu
1 yCBajame CTPAHOT je3UKa.
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Hapamo ce na he npeanoxenn npucTyn, KOHIENT je3HYKUX aKTUBHOCTH U
TUIAKTHYKAX UTapa KOju Cy y paly OnHMcaHu Hahw CBOjy peayin3anyjy y HEKOM Of
Oyayhux MOpeAIIKONCKMX KYpPHKYJIyMa U y CKJIaly ca €BPOICKOM IOJUTHKOM
MYJITH]E3UIHOCTH W MYJITHKYIATYPHOCTH TIPY)KUTH IIAHCY HEMAdykOM M PYCKOM
JE3WKY 3a HHTETpannjy y 00pa3oBHE HHCTUTYIIM]jE Ha paHoM y3pacty y Cpouju.
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INTEGRATIVE APPROACH — A CHANCE TO TEACH AND LEARN GERMAN AND
RUSSIAN LANGUAGES AT AN EARLY AGE

Summary

The subject of this paper is description and analysis of the integrative approach as the most
optimal method in the acquisition of foreign languages — German and Russian at an early
age. The paper points out the advantages of the early start of learning a foreign language
and the opportunities provided by an integrative approach in this sense: spontaneous and
unconscious language acquisition through everyday activities in kindergarten — play, song,
movement, physical activities and meeting basic children's needs such as interaction with
other children, eating meals, making beds, folding clothes before going to bed, washing
hands, picking up toys, etc., while the children's attention is not focused on the elements of
the foreign language, but on the activities that are current in the given moment. The paper
provides an overview of the general characteristics of preschool children (high energy,
physical activity, curiosity, openness to new ideas, spontaneity, sociability, lack of fear of
speaking, etc.) as factors that determine the approach, procedures and ways of working in
the early start of foreign language acquisition. The mechanisms of foreign language
acquisition are described, i.e. how children learn (interaction with the environment, support
and structuring of the material by the teacher). Special attention is paid to didactic games,
primarily symbolic games and game activities with elements of rhythm, song and
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movement that promote the development of memory, speech, attention, motor skills and all
important psychological, cognitive and developmental functions. The importance of games
that introduce children to different social situations in a spontaneous and creative way,
teach them the rules of good behavior, politeness, speech culture, encourage children's
socialization, empathy and respect for elders is emphasized. The work offers
educators/teachers concrete recommendations, ideas and suggestions for language
activities, didactic games, and children's songs for acquiring the German/Russian language
at an early age.

Key words: integrative approach, early age, German language, Russian language, didactic
games.
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TRANSDISCIPLINARY APPROACH TO FOREIGN LANGUAGE
TEACHER EDUCATION: KNOWLEDGE, PARTICIPATION AND
EMPOWERMENT IN THE CONSTRUCTION OF LEARNING
COMMUNITIES

ABSTRACT: Even though approaches to foreign language learning and teaching have
represented one of the most innovative and developed fields of interdisciplinary and
transdisciplinary academic activity in applied linguistics in recent decades (Council of
Europe 2001, 2018, 2020; Filipovi¢ 2015b, 2019), foreign language teacher education, as
its integral part, has not been given sufficient attention. Within the transdisciplinary
paradigm, foreign language teacher education is based on constructivism and connectivism
in the classrooms and on communication with all interested parties. Such an endeavor
necessarily implies a shift from traditional top-down language education policy based on
language management (Spolsky 2009) towards bottom-up language leadership (Filipovi¢
2015a, 2015b; Filipovi¢ & Duri¢ 2021, etc.). The transdisciplinary approach to foreign
language education can significantly improve the schooling of young learners as it creates
possibilities for community engagement and situated and distributed learning and teaching
at the age when students are still “untouched” by traditional educational ideologies.

Key words: transdisciplinarity, language education policy, teacher education, learning
community of practice, language management, language leadership, knowledge
construction, critical open pedagogy, situated and distributed learning and teaching.

TRANSDISCIPLINARNI PRISTUP OBRAZOVANJU NASTAVNIKA
STRANIH JEZIKA: ZNANJE, UCESCE I OSNAZIVANJE U
FORMIRANJU ZAJEDNICA ZNANJA

APSTRAKT: Tako pristupi u€enju i nastavi stranih jezika poslednjih decenija predstavljaju
jedno od najinovativnijih i najrazvijenijih oblasti interdisciplinarnih i transdisciplinarnih
akademskih aktivnosti u primenjenoj lingvistici (Savet Evrope 2001, 2018, 2020; Filipovi¢
2015b, 2019), obrazovanju nastavnika stranih jezika se jo§ uvek ne posvecuje dovoljna
paznja. U okviru transdisciplinarne paradigme, obrazovanje nastavnika stranih jezika
zasniva se na konstruktivizmu i konektivizmu u ucionici kao i na interakciji sa svim
zainteresovanim stranama. Takva promena pristupa nuzno podrazumeva prelaz sa
tradicionalne jezicke politike odozgo-nadole, zasnovane na jezickom menadzmentu
(Spolski 2009) u smeru jezickog liderstva, odnosno jezicke politike odozdo-nagore
(Filipovi¢ 2015a, 2015b; Filipovi¢ & bDuri¢ 2021, itd.). Transdisciplinarni pristup
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obrazovanju nastavnika stranih jezika moze zna€ajno poboljsati ishode ucenika na mladem
uzrastu jer otvara prostor za angazovanje Citave zajednice i situirano i distribuirano ucenje i
nastavu u procesu sazrevanja, kada deca jo§ uvek nisu ,izloZena” tradicionalnim
obrazovnim ideologijama.

Kljucne reci: transdisciplinarnost, jezicka obrazovna politika, obrazovanje nastavnika,
obrazovne delatne zajednice, jezicki menadzment, jezicko liderstvo, konstrukcija znanja,
kriticka otvorena pedagogija, situirano i distribuirano ucenje i poducavanje.

1. INTRODUCTION

This paper focuses on a new approach to foreign language teachers’ education
and training (pre-service and in-service), with an emphasis on their empowerment and
agency, which should be underlined and purposefully developed through a
transdisciplinary agenda in language education policy and planning. This type of
foreign language teacher training must pay special attention to language leadership,
connectivity, networking and bona fide interaction among all the parties engaged in the
teaching and learning process (students, teachers, parents, school administration, local
and regional communities, language planners, etc.).

A transdisciplinary, socially engaged approach to language education policy
and planning has been gaining ground in recent years. Transdisciplinarity requires
activation of heterogeneous competences and expertise (not only those traditionally
found within the academia) in the problem-solving process (Thompson Klein 2001:
43-57). Consequently, it is directly related to knowledge construction based on
collaboration, dialogue, (auto)reflection and multiple points of view, as well as on
social action, heterarchy, leadership, empowerment and emancipation (Filipovi¢ 2015a,
2015b, 2019; Filipovi¢ et al. 2022). Even though approaches to foreign language
learning and teaching have been one of the most innovative fields of interdisciplinary
and transdisciplinary academic activity in applied linguistics in recent decades (Council
of Europe 2001, 2018, 2020; Filipovi¢ 2015b, 2019), teacher education, as its integral
part, has not been given sufficient attention.

Higher education, as the pivotal point of foreign language teacher education
for all students’ ages and schooling levels, is herein outlined as an innovative space in
which learning communities of practice of future language teachers are created, in
which leaders emerge empowered to become agents of critical open pedagogy, ready
to adapt general educational guidelines and official requirements to actual learning and
teaching contexts they live and work in. Critical pedagogy was developed in the second
half of the 20" century in response to educational models which have traditionally
fostered social inequalities and marginalization of specific ethnic, racial and social
groups. In the 21% century critical pedagogy has become “open” as it calls attention to
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the need for an equal access to quality education for students of all ages and all social,
racial, ethnic and other groups in the virtual domain (for a more detailed account, see,
e.g., Cangialiosi & Bledsoe 2021). It is noteworthy that in spite their proclaimed social
and ethical relevance, critical and critical open pedagogy still remain a distant objective
in many formal educational contexts.

The above outlined shift in foreign language teacher education calls for an
overall change in approaches to language education policy design and development
based on top-down language management (Spolsky 2009), requiring a step away from
the generally imposed “national curriculum”, towards bottom-up language leadership
(Filipovi¢ 2015a). In general terms, in education based on language leadership,
teachers and their students of all ages are encouraged to connect, learn together and
create knowledge relevant to each individual, family, local, regional, national and
international community. The rationale behind such a position is that only through a
continuous and open dialogue among all interested parties can students (and their
teachers) develop not only traditionally acknowledged “encyclopedic knowledge”, but
also find an educational space for their personal and collective experiences relevant
inside and outside of their classrooms.

2. ABRIEF CONTEXTUALIZATION: MULTIDISCIPLINARITY,
INTERDISCIPLINARITY, TRANSDISCIPLINARITY IN ACADEMIA AND IN
EDUCATION

In terms of the development of approaches to scientific research and research
method design, joining competences from different academic disciplines is not a new
phenomenon. However, the nature and the outcomes of such attempts have varied
across time in accordance with our understanding of the objectives of academic
endeavor. Multidisciplinarity, as chronologically the oldest among the three
approaches, presents a simple summing up of knowledge from different disciplines
without any cross-sectional interchanges among researchers, all of who remain within
their own monodisciplinary frameworks (Tella 2005; Alvargonzales 2011).
Interdisciplinarity, which emerged from the need to understand researched phenomena
in their integrity, in contextualized and complex ways which allow for a holistic
account of their nature, gained ground in the second half of the 20" century, calling for
an “integrative objective (formation) and integration among disciplines” (Daneshpour
& Kwegyir-Afful 2022: 1051). The idea of synthesizing and connecting disciplines
through interactions of theoretical postulates (theories, models, hypotheses, terms and
definitions) and research procedures (e.g., combining qualitative and quantitative
research methodologies) not only supports a search for more coherent and
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comprehensive solutions, clearer understanding and more credible (trustworthy)
explanations of researched phenomena, but has also led to the development of new
academic disciplines whose names serve as markers of their interdisciplinary nature
(e.g., sociolinguistics, quantum physics, biochemistry, astrophysics, cognitive
anthropology, etc.) (Filipovi¢ 2015a). Finally, transdisciplinarity can be understood as
socially engaged interdisciplinarity which extends beyond the academic realm into the
real world. It is “a complex process which does not respect boundaries of scientific
disciplines: ‘[ ...] transdisciplinarity compels a sort of border-crossing — a need to step
outside the limiting frames and methods of phenomenon specific disciplines’ (Davis &
Phelps 2005: 2)” (Filipovi¢ 2015a: 60). It is a holistic, systemic approach which seeks
to understand research phenomena as complex, open systems whose parts stand in
continuous and multiple interactions that cannot be accounted for without a thorough
and in-depth insight into “... the relation of its parts to one another; the relation of it to
others culturally or historically associated with it; the relation of it to those who in
some sense construct it; and the relation of it to realities conceived as lying outside of
it” (Geertz 1980: 177, cit. in Filipovi¢ 2015a: 38). Moreover, transdisciplinary
paradigm defines knowledge as a common social good, contextualized and created
through constructive dialogue among scientific disciplines and the real world.

By its nature, transdisciplinarity is “collaborative, dialogical, reflective and
generative” (Filipovi¢ 2015a: 60), which implies that if understood as an approach to
education, it requires a paradigm shift from traditional knowledge transfer (“siloed
educational system” (Daneshpour & Kwegyir-Afful 2022: 1047)) to constructivist and
connectivist (i.e., digital constructivist (Siemens 2005)) knowledge creation in
purposeful learning communities. In other words, the transdisciplinary educational
paradigm suggests that all knowledge is socially constructed and context dependent, as
“(e)ven ‘pure’ scientific facts are often socially constructed from assumptions,
expectations, and conventions rather than directly verified” (Phelan 2001: 128).
Consequently, we have to be aware not only of the fact that “the social organization of
the scientific community has a bearing on the knowledge produced by that
community” (Longino 2019), but also that educational models based on different types
of knowledge created within given scientific and social communities are underlined by
scientific ideologies, privileged positions and hegemonies, which give students only
partial and often skewed interpretation of the world surrounding them:

(T)he vital measures in experimental transdisciplinary teachings are the improvement
of the student awareness of various disciplinary terminologies and expressions to ease
communications and the development of critical thinking in students to grow their
capabilities to view the world from different angles. (Daneshpour & Kwegyir-Afful
2022: 1048)
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What implications do the above statements carry for foreign language teacher
education, especially in early childhood language learning? Experts in foreign language
teaching methodologies have long ago recognized the need to develop students’
communicative and intercultural competences. And even though they have recognized
the relevance of students’ agency in the classrooms, the connections with the real world
and real-world situations outside of the classroom still remain a great challenge for
many foreign language teachers. This is especially the case in early childhood
education in which foreign languages are often understood as optative subjects within
formal curricula, still burdened by stereotypes regarding the poor success of early
foreign language learning and erroneous correlation between the overall cognitive and
L1 development and introduction of foreign languages at an early age (see Filipovi¢
and Duri¢ 2021 for a detailed discussion). A transdisciplinary approach to foreign
language education for students of all ages promises a creation of new, innovative
teaching spaces which would “make the traditional triangle of passive education
(content, teacher, and student) invalid” (Daneshpour & Kwegyir-Afful 2022: 1048).
Transdisciplinary foreign language education, as will be shown in the next section,
allows for distributed and situated learning and teaching in which educational contexts
are expended beyond traditional classrooms, and in which education becomes an
integral aspect of every experience in every person’s life. Young learners of foreign
languages are expected to be particularly prone to accept, support and find joy and
motivation in transdisciplinary endeavors which make direct correlations with their
own life experiences and enrich them in continuous interaction with their families and
members of local, regional and larger communities.

3. FOREIGN LANGUAGE TEACHER EDUCATION — THE EXISTING
PARADIGM AND POSSIBILITIES FOR CHANGE TOWARD
TRANSDISCIPLINARITY

“Foreign language education, in line with current innovation trends all over
Europe, may be viewed within the framework of an interparadigmatic change
which is characterized by the generally accepted feeling that language is the most
significant social activity human beings are able to perform” (Vez 2008: 1).
However, even though foreign language teaching methods and corresponding
classroom activities have been in the focus of different scientific disciplines since
the early 20" century, until recently not much attention has been paid to the
construction of future teachers’ cognitive cultural models regarding their agentive
role in the classroom, in the community and in the institutions dedicated to
language education policy and planning (Filipovi¢ 2015a, 2015b). Consequently, to
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my knowledge, no systematic introduction of transdisciplinarity in foreign
language teacher education has been noted in language education policy design,
development and implementation in Serbia or elsewhere.

I am fully aware of the relevance and importance of documents aimed at
supporting national and international language education policies in defining
curriculum frameworks and providing institutional support for foreign language
teaching and learning based on ideas of plurilingualism, pluriculturalism and
intercultural competence as gateways to European mobility and enhanced
international communication designed and promoted by the Council of Europe and
the European Union (CEFR; ELP; European Charter for Regional or Minority
Languages, etc.). These documents indeed provide a necessary space for a critical
overview of the existing language education policies and are a possible excellent
starting point for opening a new critical dialogue among all stakeholders in
educational systems. However, it still remains to be seen if and when
transdisciplinary approaches including socio-cultural, political, historical,
epistemological and strategic factors that come into play when foreign language
teaching is planned and carried out will become an integral part of pre-service
(university) and in-service (life-long learning) education.

The overall success of foreign language teacher education has for a very
long time been a truly interdisciplinary endeavor in international contexts and in
Serbia as well. It has included and engaged a number of academic disciplines, such
as: applied linguistics, second language acquisition, sociolinguistics
(communicative competence), psychology (cognitive and social), pedagogy,
didactics, cognitive science, cultural studies, information technology and
information literacy, etc.

However, challenges have also always been present and have become more
accentuated in this historical moment of the ever-expanding globalization and
transnational movement, which place additional requirements on foreign language
teaching:

Foreign language teachers presently face a great challenge not only to teach a

language in the most appropriate way that would satisfy the personal needs and

interests of their students (as well as help their students develop the most efficient
learning strategies and prepare them for autonomous life-long learning), but also
to fight and eliminate negative stereotypes, cultural, ethnic, racial and other types
of intolerance and ignorance among the students, their peers, their parents and the
overall community. (...) They need to be aware of their own crucial agentive role

in impacting individuals (of all ages) and inviting them to respond positively to a
great variation in historical, cultural, and other features of speech communities and
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polities whose languages they learn, on one hand, and to the cultures and traditions

of the polities they live in, on the other hand. (Filipovi¢ 2015b: 47)

That is why | believe transdisciplinary education might provide us with an
adequate response to the challenges that most foreign language teachers face.
Transdisciplinary education equals contextualized education (psychological,
cognitive, social, physical, affective) (Kansanen 2003, cit. in Harjanne & Tella
2007) as it provides conditions for individual and collective empowerment and
agency at all educational levels that extends beyond classroom walls. The concept
of empowerment (or, maybe better to say the creation of conditions for personal
and collective empowerment) has proven to be extremely important in pre-service
and in-service foreign language teacher education, as it helps all the future and
current teachers to better understand their position in the school system and in the
community, and to develop auto-reflection and a critical stand toward their
personal and collective assumptions about knowledge creation in varied socio-
cultural, economic, political, religious, etc. contexts.

The teacher’s pedagogical purposiveness is usually guided by her conceptions of
human beings, knowledge and learning, as well as her world of values (her
axiological worldview), though she might not be explicitly aware of that. (Uljens
1997: 40, 60.)

The student’s purposiveness, too, is related to his relatively unclearly-recognised
conceptions. In addition, the student’s and the teacher’s purposiveness in a
teaching context are directed by their personality factors and the conceptions of
the foreign language and the foreign language teaching—studying—learning process
based on prior knowledge and prior experiences, as well as their pre-understanding
rooted in their life histories. (Hajanne & Tella 2007: 212)

3.1. Transdisciplinarity and open critical pedagogy

Transdisciplinary education can be defined as a constructivist education in
which attention is paid to affective, psychological, educational, cultural, social,
religious, ethnic, racial and other aspects of teacher and student populations. It is
very easy to make connections between the above listed factors and the concept of
open critical pedagogy. Open critical pedagogy favors and puts forward dialogue,
agency and empowerment in collaborative knowledge construction, along with the
notion of the need to continuously work on critical self-awareness (of students,
teachers, local and larger communities). Transdisciplinary education through open
critical pedagogy steps outside of the classroom and:

» challenges dominant academic discourses and seeks to introduce and argue
for social justice inside and outside of our classrooms (e.g., Wildman &
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Davis 2000; Goodman 2011; Riolfi & Barzotto 2012; Watts & Hodgson
2019, etc.);

* takes into account the difference between “dominant knowledge and
difficult knowledge” (Norton & Toohey 2004; Freire 2000). The concept
of “difficult knowledge” defines emotions and actions in the educational
process which contrast canonical knowledge and questions the ideology of
scientific truth and value (Pitt & Britzman 2003, cit. in Filipovi¢ 2015a:
79). Dominant knowledge refers to teaching and learning which insists on
“the politics of science, defined as institutionalized, epistemological
orientations and methodological procedures used to identify and analyze
phenomena in a wide range of scientific disciplines” (Filipovi¢ 2015a: 11),
i.e., it refers to the interpretation of selected educational materials as
uncontestable truths within formal educational systems. Transdisciplinary
education seeks to find ways and means to account for and validate
different types of knowledge and competences found in deprived economic
and educational contexts. It fosters a continuous and open dialogue among
all interested parties which allows students (and their teachers) to develop
not only traditionally acknowledged “encyclopedic knowledge”, but also
find educational space for their personal and collective experiences
relevant inside and outside of their classrooms;

* requires open and free access to quality education that emphasizes the role
of IT tools and open science which assure continuous access to academic
and other resources in both traditional and online environments which are
within reach to all students regardless of their economic or social status.
This, of course, needs to include critical digital literacy as an integral
aspect of the educational process!;;

* is based on a “culturally sensitive” (Lincoln & Denzin 2005) approach to
education (which is concerned with a wide range of ideologies, cultural
models and needs of all stakeholders related to “(among other things)
economical, political and other orientations of local communities and
individual students and their parents (affective and other attitudes toward
foreign languages, their speakers and cultures as well as the perception of

! For further information on open science and open critical pedagogy, see: Open
Science and Education Practice ontology, https://qubeshub.org/publications/2224/1; for
information on critical digital competences, see: DigComp The Digital Competence
Framework for Citizens, https://joint-research-centre.ec.europa.eu/digcomp_en.
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languages as economic and other resources)” (Filipovi¢ 2015a: 100), in
order to eradicate social, racial, ethnic, cultural inequalities and
hierarchies, marginalization, stigmatization and other types of intolerance
and ignorance;

» relies on the readiness for social action, which stems from an overarching
academic paradigm calling for a “a new ethic — communitarian, egalitarian,
democratic, critical, caring, engaged, performative social justice oriented
[education], characterized by a sense of ‘interpersonal responsibility’”
(Lincoln & Denzin 2005: 1118, cit. in Filipovi¢ 2015a: 120).

Figure 1 below provides a graphic overview of a possible approach to
transdisciplinary, socially engaged critical education of future foreign language
teachers.

Open Critical Pedagogy: dialogue,
collaboration, contextualized knowledge
construction, recognition of dominant
and difficult knowledge; bottom-up
language policy and planning

Academic disciplines and
interdisciplinarity: Applied
Linguistics, SLA, Psychology,
Pedagogy, Didactics, Sociolinguistics,
Cultural Studies, Information
Technologies

Figure 1. Example of a possible paradigm shift toward transdisciplinary foreign language
teacher education
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4. TRANSDISCIPLINARY APPROACH TO FOREIGN LANGUAGE
EDUCATION AND SITUATED AND DISTRIBUTED LEARNING AND
TEACHING

It may have been the COVID 19 pandemic that drew closer attention to the
problems of formal education across the world (e.g., the United Nations organized
an outdoor installation “Pandemic classroom” in New York on March 4, 2021, as a
“solemn reminder of the classrooms in every corner of the world that remain
empty’?). However, the ideas behind constructivism, connectivism, cross-
curricular, interdisciplinary and transdisciplinary approaches to knowledge creation
have been among us much longer. A comprehensive literature review of challenges
and needs for transdisciplinary education written by Daneshpour & Kwegyir-Afful
(2022) concludes with the following remarks:

Real-life problems contain abundant ambiguities and uncertainties, necessitating a
learning and education process that connects different disciplines such as art,
science, technology, and engineering to yield problem-based and creative learning
approaches. However, the lack of solid guidance in the extant academic literature
for implementing pilot transdisciplinary experimenting is notable. Nonetheless,
teachers can play an essential role in this process, and the unique opportunity of
transdisciplinary education can be initially enhanced by reshaping teachers’
interpretations of pedagogy, or “how teachers learn to teach”, considering the
incorporation of science and society, explicitly (Johnson 2019, p. 172). In a
transdisciplinary team, members are not considered as “jack(s) of all trades”, but
rather should be able to “draw on the expertise of others” (Cumming & Wong,
2012, p. 133). (Daneshpour & Kwegyir-Afful 2022: 1066)

Milan Petrovi¢, an educational leader, provides an effective description of
the concept by applying a nautical metaphor: “We should give up the safety of the
port, from which sooner or later we would all have to set sail, to develop courage
and responsibility with the confidence that each and every one among us will find
the knowledge compass within oneself” (Petrovi¢ 2022: 77, in Filipovi¢ et al,
2022).

One of the key concepts of the transdisciplinary approach to foreign
language education is herein understood as an expanded educational space which

2 Empty Desks At U.N. Represent Millions Of Children Who Have Missed School
In Pandemic  https://www.npr.org/sections/coronavirus-live-updates/2021/03/04/
973660093/empty-desks-at-u-n-represent-millions-of-children-who-have-missed-
school-in-pand
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involves not only schools, but also public and private spaces in which education
should be continuously taking place and in which everybody “draws on the
expertise of others”. In other words, transdisciplinary foreign language education
should occur all around us within situated, distributed learning and teaching
communities, i.e., not only in schools but also all over our villages, towns and
cities, metaphorically redesigned into teaching and learning spaces and places
which recognize, support and enhance “different learning and teaching styles,
accommodate different learning opportunities, and face challenges of access to
quality education for all” (Petrovi¢ 2022: 78). This is of particular importance to
young learners who most often than not learn freely® and without inhibitions
(Jovanovi¢ et al. 2022: 16) and are ready to apply their communicative and
intercultural competences in a variety of social situations and communicative
actions. By extending the learning and teaching opportunities beyond the
classroom in a transdisciplinary manner in which young learners, teachers, parents,
care-givers, local community experts and leaders (e.g., museum curators, library
workers, members of theater communities, medical doctors and nurses, biologists
and botanists, engineers, physicists, to name only a few examples of activists who
might be interested in working with small children in design and development of
transdisciplinary projects in different languages) come together to organize projects
and events for different audiences in which foreign (as well as minority or
regional) languages are presented, their cultures and tangible and intangible
heritage introduced and intercultural communicative competence affirmed and
promoted. Not only learning and academic competences are employed in such
projects, as they necessarily serve as a basis for short-term and long-term
development of general social, citizenship and democratic competences (Jovanovi¢
et al. 2022: 23). It goes without saying that such transdisciplinary activities are
supported by the already highly developed methods and techniques in
communicative foreign language learning and teaching, such as task-based
language teaching (TBLT) and content and language integrated learning (CLIL).
An inspiring example of the transdisciplinary approach to foreign language
education and the development of pluricultural competences of young learners can
be found among the activities of the Zentrum fiir Sprache, Plurilingualismus und

% By ,,freely* I mean still not affected by educational ideologies which support the
“siloed” educational model based on teachers’ authority and skewed educational narratives
of the formal and/or hidden curriculum (the latter one understood as the “socialization
process of schooling” (Kentli 2009: 83).
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Fachdidaktik of the University of Graz, which has been working on an
interdisciplinary and transdisciplinary project titled multilingual GRAZ / STYRIA:
Documentation of the linguistic diversity of Styria® for a number of years. The
project is multilayered and multifaceted and almost all the activities carry some
transdisciplinary perspective. One, however, stands out as an extraordinary
example of possibilities in education of young learners. ZUSMENTreden. Creating
language-friendly spaces® is a project dedicated to the promotion of plurilingualism
and pluriculturalism in Styrian elementary schools in which over 60 languages
other than German are used. Here is a short overview from the project’s website:

ZUSAMMENTreden offered a language action day to participating schools on
which different stations presented opportunities for exploring and playing.
Moreover, the schools’ teachers were provided with in-depth information about
dealing with multilingualism. A travelling exhibition called Sprachenlandschaft
Deluxe (Linguistic landscape Deluxe) was made available to help schools to
continue their work on the subject. At each school, a distinct art project was
carried out: Together with all participants, we explored what language-friendly
spaces in schools may look like.

At the language action day, one of the workshops was dedicated to these art
projects as well. In cooperation with each of the schools, the artist duo
RESANITA developed the concept for this particular project. The goal was to
involve all children into the creation process at all times and to render their
linguistic expertise visible. Additionally, parents got involved in the multilingual
investigations through their children. On the language action day, as well as
through the art projects and the continuing education workshops, we could
experience the linguistic diversity at Styrian schools firsthand; we had the chance
to gather experience and share ideas on how linguistic diversity could be
incorporated into school lessons in a positive way and how appreciation for all of
the children’s native languages could be expressed. We compiled the results of this
cooperation into a short book (a “Reader”). This way, interested schools can make
use of the existing materials to find personalized solutions for their own situations.

One of the objectives of the project was to “act as a catalyst for a societal
change of values in which multilingualism is considered an asset — a resource for
the individual as well as for society as a whole” (from the project’s webpage). It
was an opportunity for foreign language teachers, primary school students,
members of local ethnic communities, city governance, university professors and
future foreign language teachers (university students) to come together and to
establish multitiered collaboration and communication, in order to achieve better

4 https://multilingual.uni-graz.at
5 https://multilingual.uni-graz.at/?ca=projects&ch=ZUSAMMENreden
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understanding of ethnic, racial, cultural and other differences, and open pathways
for a better social integration of all members of a number of communities. The
situated and distributed approach to understanding the role and relevance of
plurilingualism in Graz extended beyond the school walls and classrooms and
engaged different stakeholders of the city’s educational system in a meaningful,
multimodal and constructive dialogue.

This particular project addresses not only foreign language learning and
teaching but emphasizes the development of intercultural communicative
competence within and beyond schools. As our cities become spaces of
increasingly complex ethnolinguistic diversity (due to intensified mobility and
globalization), it is necessary that all educational and public spaces mirror the
ethnolinguistic diversity. Schools need to become pivotal points in which
discourses on diversity, pluralism and linguistic diversity are confirmed and from
where they spread in concentric circles across larger local and regional
communities. In that way, educational policies are created which emphasize
cultural, ethnic, racial and socio-economic aspects of formal education assuring
that real-life experiences and aspects of personal and collective maturation are
taken into account within the educational system.

The Graz project provides an excellent example of the city-as-school
concept, which in Serbia has been developed and applied by the educational NGO
“Teach me™®, dedicated to alternative, innovative and holistic approaches to
education. As stated by the leader of the NGO, Milan Petrovi¢ (personal
correspondence), city-as-school implies that every person is involved in the
educational process: educational experts and policy makers, practitioners, parents
and care-takers, as well as the young people who benefit most directly from the
whole process. The name of the concept is inspired by the internationally

recognized proverb “it takes a village (to raise a child)”.’

® Nau¢i me: https://www.nauci.me/organizacija/

" Qver the last five or six years | have engaged in transdisciplinary learning and
teaching exchange with the NGO Teach me (which coined and uses in their activities the
term city-as-school). | personally have learned so much by cooperating with young people
who founded and who work in this NGO. Some of them have already been recognized as
excellent leaders and innovators within the Serbian community of language teachers, while
others are exceptional practitioners who guide us by example and provide us with valuable
inputs regarding their own learning and teaching experiences (both as students and
teachers).
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5. TRANSDISCIPLINARY EDUCATION OF FOREIGN LANGUAGE
TEACHERS — A CALL FOR CHANGE

Higher education, as the pivotal point of language teacher education,
should be an innovative space in which learning communities of practice of future
language teachers are created, in which leaders emerge empowered to become
agents of critical open pedagogy, ready to adapt general educational guidelines and
official requirements to actual learning and teaching contexts in which they live
and work. Such an understanding of the role of our universities calls for an overall
shift in the approach to foreign language teacher education and language education
policy based on the top-down language management (Spolsky 2009), stemming
from institutions such as ministries of education, academic institutions and
pedagogical institutes. It requires a change in educational ideologies which should
allow for critical reviews of the generally imposed “national curriculum”. Concepts
applied in foreign language learning and teaching (city-as-school, recognition of
complex social networks and situated and distributed learning) should become a
first step towards a new approach to language education policy design and
development based on bottom-up language leadership (Filipovi¢ 2015a), in which
teachers and their students are encouraged to connect, learn together and create
knowledge relevant to a number of individual, family, local, regional, national and
international communities. Consequently, in order to provide them with
opportunities for continuous personal and academic growth, (auto)reflection and
critical social action, the education of future foreign language teachers needs to be
situated and distributed as well — it needs to expand beyond traditional
interdisciplinary perspectives engaged in university accounts of foreign language
teaching, and expand toward open critical pedagogy and community engagement.
In other words, along the invitation to the future foreign language teachers (our
students) to step outside of their traditionally acquired roles which involve “a
narrating Subject (the teacher) and patient listening Objects (the students)” (Freire
1999), we, as university teachers engaged in future language teachers education,
also need to create and maintain critical connections in contextualized knowledge
construction, which would help our future colleagues to recognize different types
of knowledge, and understand the need to take part in social action, learn to
empower themselves and others involved in the educational process.

Consequently, university education of all foreign language teachers would
significantly profit from a holistic, socially engaged and contextualized,
transdisciplinary approach which would assure the affirmation of situated and
distributed learning including a wide range of interested parties within the
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educational system: students (and their teachers) at all levels of education (future
and current language teachers, their students and university professors). Moreover,
such a paradigm must be accompanied by an open, constructive and continuous
dialogue within and across larger learning communities (along the lines of the city-
as-school concept). It is only through complex personal and collective interactions
in meaningful social networks which function inside and outside of foreign
language classrooms that we can expand our understanding of the role of education
beyond the traditionally acknowledged “encyclopedic knowledge”.

The transdisciplinary approach to education, entwined with critical and
open pedagogy has a clear socially engaged dimension and it extends beyond the
school walls or online spaces designed for data searches and knowledge storage.
As already pointed out, its essential, emancipatory goal is to motivate and actively
include all interested actors in the learning and teaching process. In that sense,
transdisciplinary education stands in an inseparable, intrinsic connection with the
local environment (urban or rural, regional, national and international). When
forming educational policies in varied social, economic, political and other
contexts, issues of access and equality in education must be considered (e.g., they
go hand in hand with social action that reduces or removes barriers to equal access
to education dependent not only on economic and technological, but also social,
cultural, racial, political and other possible factors that lead to marginalization and
segregation of certain social groups). At the same time, each student’s “copyright”
to knowledge, their choices of learning and expression styles, and the degree of
engagement in the educational process need to be valued and recognized. Finally,
education must also have an impact on the social community, not only in terms of
employability, but also in terms of forming responsible persons who are able to
think critically about the world around them, who are aware of their rights and
responsibilities and who are capable of making decisions about their lives and the
lives of their communities relying on self-reflection, critical thinking and social
awareness and citizenship competences. Therefore, on one hand, transdisciplinary
education must serve the development of autonomy in thinking and learning,
contextualization of knowledge, relativization of viewpoints and recognition of
different students’ needs and challenges. On the other hand, it serves as a
stronghold of social responsibility, empathy and awareness of needs of others,
recognition of differences and establishment and perpetuation of a set of cultural,
ethical and study and work-related values which assure the wellbeing and social
cohesion of entire communities, not only individuals.
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TRANSDISCIPLINARNI PRISTUP OBRAZOVANJU NASTAVNIKA STRANIH
JEZIKA: ZNANJE, UCESCE I OSNAZIVANJE U FORMIRANJU ZAJEDNICA
ZNANJA

Sazetak
Transdisciplinarnost zahteva aktiviranje heterogenih kompetencija i stru¢nosti u procesu
reSavanja problema (Thompson Klein 2001: 43-57). Shodno tome, direktno je vezana za

konstrukciju znanja zasnovanu na saradnji, dijalogu, (auto)refleksiji i visestrukim
stanoviStima, kao i drustvenom delovanju, heterarhiji, liderstvu, osnazivanju i emancipaciji
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(Filipovi¢, 2015a, 2015b, 2019; Filipovi¢ i dr. 2022). Iako pristupi ucenju i nastavi stranih
jezika poslednjih decenija predstavljaju jedno od najinovativnijih i najrazvijenijih oblasti
interdisciplinarnih i transdisciplinarnih akademskih aktivnosti u primenjenoj lingvistici
(Savet Evrope 2001, 2018, 2020; Filipovi¢ 2015b, 2019), obrazovanju nastavnika stranih
jezika jo$ uvek se ne posvecuje dovoljna paznja. Ovde je fokus stavljen na novi pristup
obrazovanju i obuci nastavnika stranih jezika, sa naglaskom na njihovo osnazivanje i
delovanje. Ako se odvija u okviru transdisciplinarne obrazovne paradigme, obrazovanje
nastavnika stranih jezika postaje inovativan prostor u kojem se stvaraju zajednice prakse
buducih nastavnika jezika u kojima se pojavljuju lideri osnazeni da postanu agenti kriticke
otvorene pedagogije, spremni da prilagode opSte obrazovne smernice i zvaniéne zahteve
stvarnim kontekstima u¢enja i poduc¢avanja u kojima deluju. Ovo zahteva promenu pristupa
i podrazumeva prelaz sa tradicionalne jezi¢ke politike odozgo-nadole, zasnovane na
jezickom menadzmentu (Spolsky 2009) u smeru jezickog liderstva, odnosno jezicke
politike odozdo-nagore (Filipovi¢ 2015a), u kojem se nastavnici i njihovi ucenici podsticu
da se povezuju, uce zajedno i stvaraju znanja. Samo kroz kontinuiran i otvoren dijalog
medu svim zainteresovanim stranama ucenici (i njihovi nastavnici) mogu razviti ne samo
tradicionalno priznata ,.enciklopedijska znanja”, ve¢ i pronaéi obrazovni prostor za svoja
liéna i kolektivna iskustva relevantna unutar svojih ucionica i van njih. Transdisciplinarni
pristup obrazovanju nastavnika stranih jezika moze zna¢ajno poboljsati ishode uéenika na
mladem uzrastu jer otvara prostor za angazovanje Citave zajednice i situirano i distribuirano
ucenje 1 nastavu u procesu sazrevanja kada deca jo§ uvek nisu ,,izlozena” tradicionalnim
obrazovnim ideologijama.

Kljucne reci: transdisciplinarnost, jezicka obrazovna politika, obrazovanje nastavnika,
obrazovne delatne zajednice, jezicki menadzment, jezicko liderstvo, konstrukcija znanja,
kriticka otvorena pedagogija, situirano i distribuirano ucenje i poducavanje.
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METODICKA PODRSKA U PROGRAMU UCENJA ZALAGANJEM U
ZAJEDNICI: PRIMER ,,SPANSKOG U ALASU”

APSTRAKT: Predmet istrazivanja rada ¢ini metodi¢ka podrska u programu ucenja
zalaganjem u zajednici, sa naglaskom na percepciji i recepciji metodi¢ke podrske tokom
projekta ,,Spanski u Alasu”. U fokusu nastavnog procesa nalazi se poducavanje stranog
jezika kroz zadatak na ranom uzrastu. Predstavi¢emo istrazivanje sprovedeno na Katedri za
iberijske studije FiloloSkog fakulteta u Beogradu sa studentima osnovnih i master studija.
Istrazivanje obuhvata dve generacije buduéih nastavnika S$panskog jezika, ucCesnika u
projektu koji su u procesu inicijalnog obrazovanja nastavnika. Za prikupljanje podataka
koristili smo Gugl Forms (Google Forms) anketu. Nas cilj je bio da pokazemo u kojoj meri
program ucenja zalaganjem u zajednici doprinosi razvoju kritickog misljenja i podstice
ucesnike na promisljanje o sopstvenoj ulozi u projektu, o nastavnom procesu, a potom i o
razvoju lokalne zajednice. Rezultati su pokazali da su stru¢no vodenje kroz pripremu
Casova i metodicka podrska doprineli prevazilazenju profesionalnih izazova pred kojima su
se studenti nasli, izlasku iz okvira tradicionalnog pristupa nastavi, te da su ucesnici
programa ucenja zalaganjem u zajednici na kraju bili profesionalno osnazeni.

Kljucne reci: metodicka podrska, ucenje zalaganjem u zajednici, nastavnici u inicijalnom
obrazovanju, poduc¢avanje kroz zadatak, poduc¢avanje na ranom uzrastu, Spanski u Alasu.

METHODOLOGICAL SUPPORT DURING SERVICE-LEARNING
PROGRAM: THE EXAMPLE OF “SPANISH AT ALAS”

ABSTRACT: This research explores a methodological support in a service-learning
program, with a focus on its perception and reception during the “Spanish at Alas” project.
The focus of the teaching process is a task-based foreign language teaching at an early age.
We will present the research conducted at the Department of Iberian Studies at the Faculty
of Philology in Belgrade, with undergraduate and master students. The research includes
two generations of future Spanish teachers, participants in the project who are in the
process of initial teacher education. We used a Google Forms survey to collect data. The
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aim was to show to what extent service-learning contributes to the critical thinking
development and encourages reflection about one’s own role in the project, firstly about the
teaching process itself, and then about the local community development. The results
showed that professional guidance through the lesson preparation and methodological
support contributed to overcoming of professional challenges faced by students, to leaving
the framework of the traditional approach to teaching, and that the participants of the
service-learning program were ultimately professionally empowered.

Key words: methodological support, service learning, pre-service teachers, task-based
teaching, teaching at an early age, Spanish at Alas.

1. UvOD

Proces inicijalnog obrazovanja nastavnika (engl. initial teacher education)
je kompleksni mehanizam koji ima za cilj sticanje i razvoj kompetencija za rad u
nastavi. Ovaj proces ne podrazumeva samo osposobljavanje budué¢ih nastavnika i
nastavnica za pripremanje i odrzavanje ¢asa u ucionici, ve¢ ima i zadatak da kod
njih razvije svest o znac¢aju kontinuiranog usavrsavanja, te samorefleksije, odnosno
konstantnog promisljanja i preispitivanja sopstvenog nacina rada i njegovog
usavrsavanja.

Prema Blajhenbaheru i saradnicima (Bleichenbacher et al. 2019: 9-10),
kompetencije nastavnika stranih jezika se mogu grupisati u osam dimenzija:
profesionalne vrednosti i principi; jeziCke/komunikativne kompetencije;
informaciono-tehnoloske kompetencije, tj. digitalne kompetencije;
metalingvisticke, metadiskurzivne 1 metakulturne kompetencije; nastavne
kompetencije (planiranje, priprema, realizacija i upravljanje nastavnim procesom,
evaluacija ucenickog napretka); saradnicke kompetencije; kompetencije za
inicijalno obrazovanje 1 kontinuirano usavrSavanje; moguénosti stru¢nog
usavrsavanja. Kako bi se navedene kompetencije mogle razvijati, potrebno je
stvoriti odgovarajue uslove u okviru institucionalnog obrazovnog plana i
programa. Budu¢i da kurikulumi za obrazovanje nastavnika i nastavnica Spanskog
kao stranog jezika u Srbiji nisu osmisljeni tako da u potpunosti omoguce razvoj
svih navedenih kompetencija (Jovanovi¢ & Mastilo 2022: 83—86), javlja se potreba
za alternativnim vidovima podrSske u okviru njihovog inicijalnog obrazovanja.
Jedan od njih jeste program ucenja zalaganjem u lokalnoj zajednici (engl. service-
learning), koji podrazumeva ,smi$ljeno povezivanje nastavnog sadrzaja sa
drustveno korisnom akcijom” (Rakovi¢ & Peri¢ Prkosovacki 2020: 6).

U ovom radu ¢emo predstaviti istrazivanje sprovedeno u okviru projekta
,Spanski u Alasu”, svojevrsnog programa ucenja zalaganjem u zajednici, koji se
realizuje u saradnji Katedre za iberijske studije FiloloSkog fakulteta Univerziteta u
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Beogradu, UdruZenja profesora $panskog jezika Srbije (APES) i OS ,Mihailo
Petrovi¢ Alas” u Beogradu (v. Jovanovi¢ 2023: 190-191, Jovanovi¢ 2024).
Istrazivanje obuhvata dve generacije buducih nastavnika i nastavnica $panskog
jezika koji/e su ucestvovali/e u pomenutom projektu. Podaci za potrebe ovog
istrazivanja prikupljani su originalnom anketom napravljenom u Gugl Forms
formatu (Google Forms), koja je distribuirana studentima i studentkinjama putem
elektronske poste.

Cilj naseg istrazivanja je da pokazemo u kojoj meri ucenje zalaganjem u
zajednici moZe da pomogne studentima i studentkinjama, koji/e su u procesu
inicijalnog obrazovanja nastavnika (engl. pre-service teachers), da razviju
nastavnicke kompetencije za rad na ranom uzrastu, usmerene prevashodno na
poducavanje kroz zadatak, kao i svest o potrebama lokalne zajednice kojoj
doprinose. Budu¢i da su studenti i studentkinje tokom angazovanja na projektu,
pored direktnog ucescéa u svim fazama nastavnog procesa, imali/e i razlicite vidove
podrske (radionice, konsultacije, povratne informacije, itd.), pretpostavlja se da ¢e
projekat doprineti razvoju njihovog kritickog promisljanja. Ocekuje se, takode, i
podsticanje samorefleksije o angazovanju u projektu, kao i o samom nastavnom
procesul.

Nakon teorijskog okvira, koji obuhvata koncept ucenja zalaganjem u
zajednici i poducavanje jezika kroz zadatak (engl. task-based language teaching),
osvrnu¢emo se na metodologiju istrazivanja. Na kraju ¢emo predstaviti analizu i
rezultate istraZivanja, i izneti zaklju¢na razmatranja do kojih smo dosle tokom ovog
kvantitativno-kvalitativnog istrazivanja.

2. TEORNSKE POSTAVKE

Kada je re¢ o teorijskim postavkama, kljucni teorijski koncept za nase
istrazivanje predstavlja ucenje zalaganjem u lokalnoj zajednici, dok ¢emo prilikom
implementiranja teorije u praksu, naglasak staviti na metodicku podrsku, kao i na
razvoj kompetencija za poducavanje $panskog jezika na ranom osnovnoskolskom
uzrastu. Buduéi da su studenti i studentkinje tokom projekta imali/e zadatak da
primene savremeni nastavni pristup, osvrnu¢emo se i na pristup poducavanja jezika
kroz zadatak.

2.1. Ucenje zalaganjem u zajednici

Ucenje zalaganjem u zajednici predstavlja pedagoski pristup koji akcenat
stavlja na udruzivanje nastavne aktivnosti i sluZzenje druStvenoj zajednici (Swick
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2001: 261; Verducci & Pope 2001; Jovanovi¢ 2024). Klju¢na karakteristika i svrha
ovog pristupa jeste da olakSa razvoj odgovornih pojedinaca, odnosno c¢lanova
zajednice koji su u stanju da razumeju potrebe svog drustvenog konteksta, kao i da
daju doprinos neposrednoj, lokalnoj zajednici (Jovanovi¢ 2024). Dakle, re¢ je o
pristupu koji smisleno ,,povezuje drustveno korisni rad i akademsko promisljanje i
analizu” (Hale 1999: 9).

S obzirom na to da pristup ucenja zalaganjem u zajednici uvek ukljucuje
obrazovne aktivnosti u autenticnom kontekstu, zasnovanom na potrebama koje
imaju pripadnici odredene lokalne zajednice, pretpostavlja se da ovakva didakticka
praksa doprinosi stvaranju neophodnih okolnosti za saradnju, profesionalnu
razmenu i razvoj (Jovanovi¢ 2024). Na taj nacin, uCenje zalaganjem u zajednici
ostvaruje tri cilja, a to su: akademski, profesionalni i drustveno korisni ciljevi (v.
Howard 2001; Jovanovi¢ 2023; Jovanovi¢ 2024). U poslednje vreme, ukljucivanje
programa ucenja zalaganjem u zajednici dobija sve ve¢i znacaj u oblasti ucenja i
poducavanja jezika (Jovanovic¢ 2024).

2.2. Poducavanje jezika kroz zadatak

Nastava stranih jezika kroz zadatke se tokom devedesetih godina XX veka
uspostavlja kao novi na¢in rada u ucionici (Vazques Lopez 2009: 237), buduci da
je sam kraj XX veka iziskivao modernizovanje rada u raznim oblastima, te tako i u
obrazovanju. Ovakav pristup nastavi ucenje jezika sagledava kao drustveno
konstruisano, kroz interakciju onih koji su ukljuceni u proces ucenja, tretirajuci
zadatke kao planove rada koji se donose u skladu sa linim dispozicijama i
ciljevima pojedinacnih uc¢enika u odredenim okruzenjima. Rec je, dakle, o socio-
kulturnoj perspektivi koja ima vazne implikacije za nacin konceptualizacije
zadataka, kako prilikom istrazivanja tema koje ¢e se obradivati tako i prilikom
ucenja samog jezika (Ellis 2000: 194-195).

Ucenje zasnovano na zadacima moze se Koristiti za rad sa svim uzrastima i
na svim nivoima, ukljucujuéi casove mesovitih vestina, integrisanih vestina i rad na
korpusu, kao i ¢asove na kojima se radi gramaticka analiza (Willis 1996). Upotreba
ovog pristupa dozvoljava veoma Siroku primenu u ucionici. Medutim, kada je re¢ o
ucenju stranih jezika na ranom uzrastu, potrebno je tom procesu pristupiti na
sasvim drugaciji nacin u odnosu na situacije u kojima strane jezike uce odrasli
ljudi. S obzirom na Ccinjenicu da jezik sam po sebi nije predmet decjeg
interesovanja, ve¢ je jezik sredstvo koje im omogucéava da medusobno
komuniciraju tokom igre, vazno je koristiti metodologiju prilagodenu de¢jim
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potrebama i interesovanjima (Jovanovi¢ et al. 2022: 9). Stoga je neophodno
prilagoditi sve kontekstu u kome se odvija nastavni proces.

Sam pristup poducavanja jezika kroz zadatakse sastoji iz tri faze:
zagrevanje, koje prethodi glavnom zadatku i sluzi da se daci pripreme i motivisu za
rad na zadatku; zatim sledi glavni zadatak, tj. fokusirani rad koji podrazumeva
spontanu upotrebu ciljnog jezika i aktivaciju transverzalnih kompetencija kako bi
se kreirao proizvod uéenickog rada, dok se na posletku radi post-zadatak. U
poslednjoj fazi fokus je na odredenom aspektu zadatka, kako bi se razjasnile
nedoumice i odvojilo vreme za promiSljanje o samom zadatku (Ellis 2020;
Jovanovi¢ et al. 2022: 21-22). Sve tri pomenute faze poducavanja jezika kroz
zadatak podrazumevaju aktivno uce$ée ucenika i ucenica na ¢asu, dok se nastavnik
ili nastavnica nalaze u ulozi moderatora u samom nastavnom procesu (Ellis 2020:
209).

Tokom poredenja ishoda pomenutog nastavnog pristupa i tradicionalnog
pristupa poducavanju, poznatog kao PPP protokol (engl. presentation-practice-
production), doslo se do slede¢eg zaklju€ka: poducavanje zasnovano na zadataku
je efikasnije za ucenje zato Sto taj pristup na casu podsti¢e komunikaciju i u¢enicku
saradnju, razvija kreativnost kod ucenika i uCenica, kao i istrazivacke kompetencije
1 sposobnost kritiCkog misljenja, te na taj na¢in podsti¢e autonomiju u ucenju (Ellis
2017; Jovanovi¢ et al. 2022: 21).

U kojoj meri ¢e se ovaj savremeni pristup primenjivati u nastavi, zavisi od
toga koliko ¢e buduéi nastavnici i nastavnice stranih jezika biti obuceni/e da ga
primenjuju, ali i koliko ¢e biti spremni/e da se odvoje od ideje tradicionalnog
pristupa nastavi i njegove primene na svojim ¢asovima.

3. PROJEKAT ,,SPANSKI U ALASU”

Projekat ,,Spanski u Alasu” pokrenut je akademske 2018/19. godine, kada
je sklopljen sporazum izmedu Katedre za iberijske studije Filoloskog fakulteta
Univerziteta u Beogradu, OS ,Mihailo Petrovi¢ Alas” u Beogradu i UdruZenja
profesora Spanskog jezika Srbije (APES), a na inicijativu prof. dr Ane S.
Jovanovi¢, koordinatorke projekta (v. Jovanovi¢ 2023: 190, 191; Jovanovi¢ 2024).
Sam program projekta kreiran je na osnovu dva opS$ta cilja: promovisanje
viSejeziCnog obrazovanja na ranom uzrastu i pruzanje nastavnog iskustva buduc¢im
nastavnicima Spanskog jezika (Jovanovi¢ 2024). Projekat predstavlja program
ucenja kroz zalaganje u lokalnoj zajednici, buduéi da studentima i studentkinjama
omogucava da se direktno ukljuce u lokalni kontekst — osnovnu skolu — i da
generiSu promene u njemu, ali i da razvijaju svoje profesionalne kompetencije.
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Naime, re¢ je o neformalnom uvodenju Spanskog kao stranog jezika u pomenutu
osnovnu Skolu, u kojoj se kao strani jezici izucavaju engleski i francuski, §to
podsti¢e ideju o plurilingvalnom obrazovanju (Jovanovi¢ 2024). Pored toga,
projekat obuhvata i niz dodatnih aktivnosti usmerenih na razvoj nastavnickih
kompetencija za poducavanje na ranom uzrastu, a istie se razvoj kompetencija za
primenu metode nastava jezika kroz zadatak (Jovanovi¢ 2023: 190; Jovanovi¢
2024). Dakle, ciljevi projekta su, pre svega, razvoj plurilingvalnog obrazovanja u
lokalnoj zajednici i osnazivanje nastavnika i nastavnica Spanskog jezika koji/e su u
procesu inicijalnog obrazovanja.

U projektu su do sada ucestvovali/e studenti i studentkinje pomenute
Katedre koji/e su uglavnom pohadali/e neki od kurseva namenjenih nastavni¢kom
pozivu (Jovanovi¢ 2023: 191): Primenjena lingvistika i nastava spanskog jezika 1,
Primenjena lingvistika i nastava Spanskog jezika 2, Specijalne teme iz primenjene
lingvistike, Metodicka praksa — hospitovanje. Takode, u programu je ucestvovalo i
nekoliko studenata i studentkinja koji/e nisu pohadali/e nijedan od navedenih
kurseva, ali su imali/e Zelju (i potrebu) za prakticnim radom. Naime, oni/one su
drzali/e nastavu $panskog kao stranog jezika u OS ,,Mihailo Petrovi¢ Alas” dacima
prvog, drugog, treCeg i Cetvrtog razreda, jednom nedeljno, u trajanju od jednog
Skolskog casa (45 minuta). Vremenski okvir je bila jedna Skolska/akademska
godina, uglavnhom od novembra do maja meseca. Tokom tog perioda, za
praktikante i praktikantkinje bili su organizovani redovni sastanci s mentorkom,
radionice u vezi sa poducavanjem na ranom uzrastu (poducavanje dece, nastava
kroz zadatke, upotreba ciljnog jezika u ucionici, razvoj plurilingvizma, itd.);
potom, povremene konsultacije uzivo i putem imejla, kao i podrSska u pripremi
casova.

Studenti i studentkinje poslednje dve generacije (2021/22. i 2022/23), ¢iji
je rad predmet naSeg istrazivanja, bili/e su u obavezi da redovno postavljaju
pripreme Casova na platformu Trello, kojom upravlja koordinatorka projekta. Na
istu platformu su, pre poCetka same prakse, postavljene znaCajne informacije:
spisak ucenika, raspored Casova, vazni kontakti, priru¢nik za poducavanje na
ranom uzrastu — Profedepeques, didakticko uputstvo za rad sa decom od I do IV
razreda, program nastave i ucenja, kao i obrazac za pripremu casa. Kada je re¢ o
proveri 1 kontrolisanju priprema za ¢as i davanju povratnih informacija, obe
generacije su imale redovnu podrs$ku na platformi Trello. Svaka priprema je
detaljno pregledana, a studentima i studentkinjama su profesorka ili saradnica na
projektu slale povratne informacije i sugestije. Kao znacajan vid podrSke za
generacije 2021/22. 1 2022/23, tokom programa uéenja zalaganjem u zajednici, bila
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je i WhatsApp grupa, koja je sluzila za brzu razmenu informacija — saveta,
iznoSenja problema, detalja o uspehu i neuspehu na ¢asovima i tome sli¢no.

Treba napomenuti da je angazovanje na projektu bilo dobrovoljno (i za
pojedince, i za institucije), buduéi da se kroz pomenuti projekat ne ostvaruje profit.
Metodicka praksa u okviru projekta nije deo nijednog studijskog kursa, vec je
vannastavna aktivnost za sve zainteresovane studente i studentkinje Katedre za
iberijske studije. Za ovu vrstu aktivnosti su se, pored potvrde o angazovanju, mogli
dobiti i ESPB bodovi za vannastavne aktivnosti (Jovanovi¢ 2024).

4. ISTRAZIVANIJE

U okviru ovog odeljka predstavicemo nase kvantitativno-kvalitativno
istrazivanje. Cilj istrazivanja je bio da se utvrdi u kojoj meri uéenje zalaganjem u
zajednici, kao jedna drustveno-angaZzovana aktivnost (koja u ovom slucaju
obuhvata usmereno vodenje kroz metodiCku praksu i neposredno i aktivno
uklju¢enje u nastavu), moze da pomogne studentima i studentkinjama, koji/e su u
procesu inicijalnog obrazovanja nastavnika, da razviju prevashodno nastavnicke
kompetencije za rad na ranom uzrastu, sa naglaskom na nastavu kroz zadatak, a
potom i svest o potrebama lokalne zajednice. TeziSte istrazivanja je bilo na
percepciji i recepciji metodicke podrske tokom projekta, a kao glavna istrazivacka
pitanja izdvojila su se sledeca:

1. Sakojim izazovima se susrecu praktikanti i praktikantkinje u toku

struéne prakse ,Spanski u Alasu™?

2. U kojoj meri program poput ,,Spanskog u Alasu” doprinosi
profesionalnom razvoju buducih nastavnika i nastavnica Spanskog kao
stranog jezika?

3. Da li u€enje zalaganjem u zajednici podstic¢e metakognitivnu svest o
sticanju i razvoju nastavnickih kompetencija za rad na ranom uzrastu?

4. U kojoj meri ucenje zalaganjem u zajednici utice na prepoznavanje
sopstvenih potreba u inicijalnom obrazovanju nastavnika?

Pretpostavljamo da ¢e se metodicka podrSska u programu ucenja
zalaganjem u zajednici pokazati kao znacajna za razvoj nastavnickih kompetencija
za poducavanje na ranom uzrastu, te da ¢e podsta¢i buduce nastavnike i nastavnice
da promisljaju svoju ulogu u nastavnom procesu.

Istrazivanje je sprovedeno u vidu ankete koja sadrzi informacije o
poslednje dve generacije praktikanata i praktikantkinja u OS ,,Mihailo Petrovi¢
Alas” (dalje u tekstu Alas). Anketa kao istrazivacki instrument nam je omogucila
da prikupimo veliki broj podataka u kratkom vremenskom periodu (v. Dornyei
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2003: 9), buduci da je uz pomoc¢ ovog istrazivackog instrumenta mogucée obuhvatiti
posebne kategorije ispitanika i ispitanica i njihove druStvene interakcije (v. Jansen
2013: 42). U nasem slucaju, posebna kategorija se odnosi na nastavnike i
nastavnice Spanskog kao stranog jezika u inicijalnom obrazovanju.

Anketa je sastavljena u formi Gugl formulara i sadrzi pitanja zatvorenog i
otvorenog tipa. Prema tome, pored prikupljanja opstih podataka o ispitanicima i
ispitanicama, daje nam moguénost prikupljanja esejskih odgovora, za koje
smatramo da najviSe doprinose razumevanju situacije u kojoj se nalazi nasa ciljna
grupa. Pitanja otvorenog tipa nam omogucéavaju kvalitativnu analizu podataka koja
nam obezbeduje da utvrdimo razlike medu ispitanicima i ispitanicama (Jansen
2013: 43). Praktikantima i praktikantkinjama je najavljeno da ¢e putim imejla
dobiti anketu.

3.1. Analiza ankete!?

Uzorak koji se sastoji od dva ucesnika i Cetrnaest ucesnica na projektu
ispitali smo putem Gugl ankete, sprovedene od maja do juna 2023. godine.
Popunjavanje ankete bilo je obavezno za sve ucesnike i ucesnice koji su na
projektu radili skolske 2021/22. 1 2022/23. godine. Anketa sadrzi sledece podatke:

— nivo studija praktikanata i praktikantkinja u trenutku ukljucenja u
projekat;

— nacin pripreme i realizacije nastave (samostalno, uglavnom samostalno,
uglavnom

timski, timski);
— broj odrzanih ¢asova;

— pohadanje univerzitetskih kurseva i drugih edukacija u vezi sa
poducavanjem

Spanskog kao stranog jezika;
— evaluacija razli¢itih vidova metodicke podrske na projektu;

— znacaj projekta za profesionalni rast i razvoj ucesnika i uCesnica;

L Anketa: Poducavanje na ranom uzrastu. Informacije o praktikantima i
praktikantkinjama u ,Alasu”,
https://docs.google.com/forms/d/e/1IFAlIpQLSdVLSZP8monZuMNX3scwUqysttF8Y3a3Lln

152d0dqUQ5DbOfg/viewform (pristupljeno 15.6.2023. godine).
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— sugestije za unapredenje projekta.

Svi/e praktikanti i praktikantkinje su drzali/e nastavu iskljuc¢ivo u toku
jedne skolske godine, njih osmoro po godini. Anketu je popunilo ukupno Sesnaest
osoba (N=16). Podaci su analizirani u programu Majkrosoft Eksel (Microsoft
Excel).

U toku uce$¢a na projektu, dve praktikantkinje su bile na tre¢oj godini
osnovnih akademskih studija, dva praktikanta i pet praktikantkinja na cetvrtoj
godini, dok je preostalih sedam praktikantkinja pohadalo master akademske
studije. Trinaest osoba je pohadalo kurseve iz Primenjene lingvistike pre rada na
projektu, a tri osobe nisu. Od te tri osobe, dve su bile na master, a jedna na
osnovnim akademskim studijama (sve tri pripadaju generaciji 2022/23). Sest osoba
navodi da su im pomenuti kursevi bili veoma relevantni za uces¢e na projektu. Nih
pet kao glavne benefite pohadanja nastave iz predmeta Primenjena lingvistika
istice lakSu pripremu i organizaciju ¢asa. U vezi s tim, isticu se dva komentara —
prvi, praktikanta iz generacije 2021/22, i drugi, koji je dala praktikantkinja iz
aktuelne generacije 2022/23:

Komentar 1: ,,Pohadao sam kurs za vreme uce$éa na projektu. Znanja koja sam
stekao su mi sluzila i u pripremi ¢asova, odnosno nastavnih jedinica, takode u
realizaciji ¢asova. U pogledu pripreme, izdvojio bih kompetencije. Zahvaljujuci
tim informacijama sam lakSe razaznavao koje kompetencije se vezbaju na kom
Casu, a u skladu sa nastavnom jedinicom i aktivnostima, te da ih i imenujem.
LakSe sam popunjavao plan Casa kada sam imao te informacije. U pogledu
realizacije pomogla mi je ona trodelna struktura podele aktivnosti, pa imamo
,razgibavanje”, glavni deo i rekapitulaciju. Cini mi se da se zove “actividad por
modelo”, tako neSto. Zahvaljuju¢i tome sam mogao lakSe da organizujem
aktivnosti za Cas, a prema nastavnoj jedinici, jer sam ih razvrstavao u te tri
kategorije. A uz pomo¢ tog principa je aktivnost koleginice [sa kojom sam radio u
paru] i mene postala deo priru¢nika Profedepeques. Sve u svemu, odgovor je
potvrdan. Znanje sa kursa je bilo relevantno. :)”

Komentar 2: ,,Ona [znanja steGena na kursevima Primenjene lingvistike] su mi
pokazala kako se priprema Cas, koji metod bi trebalo koristiti, Sta raditi u kriznim
situacijama, kako se treba prilagodavati uenicima i njihovim potrebama, kako na
adekvatan nacin obraditi temu da bi se razvijale kompetencije, a ne samo prelazila
neka oblast, kako atmosferu u ucionici uciniti prijatnijom, kako da svi budu
ukljuceni, bez obzira na njihove razlike... Sem toga, pomogli su mi da ja
napredujem i da promisljam o tome kako je prosao ¢as i §ta je moglo bolje.”

U toku stru¢ne prakse u Alasu, a u okviru predmeta Metodicka praksa —
hospitovanije, bile su organizovane radionice o podu¢avanju $panskog kao stranog
jezika na ranom uzrastu. Za generaciju 2021/22. bilo je organizovano sedam
radionica (v. Tabela 1). Pored toga, iste godine je u toku bio i projekat
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DeTELEDA, te su praktikanti i praktikantkinje ove generacije imali/e priliku da
uéestvuju u medunarodnoj konferenciji Profedepeques — Razvoj kompetencija
nastavnika Spanskog jezika za rad sa decom ranog uzrasta u digitalno doba.
Konferencija je odrzana 23. septembra 2022. godine na FilolosSkom fakultetu u
Beogradu.? Vazno je napomenuti da je jedan par studenata svoje nastavno iskustvo
iz Alasa predstavio na pomenutoj konferenciji, a da je Sest praktikanata i
praktikantkinja objavilo predloge didakti¢kih aktivnosti u istoimenom priru¢niku.®
Za generaciju 2022/23. organizovano je pet radionica (v. Tabela 2). Pouceni
prethodnim iskustvom, radionicu o poducavanju kroz zadatke odrzali smo na
pocetku akademske godine. Ucesnici i ucesnice ove generacije, pored dostupnog
priruénika, imali su priliku i da pohadaju besplatan onlajn kurs Profe de peques®,
koji obraduje teme u vezi sa poducavanjem Spanskog jezika na ranom uzrastu. Sve
radionice na fakultetu bile su organizovane u vremenskom periodu od novembra do
maja te akademske godine.

Tema radionice Realizatori

Razvoj viSejezi¢nosti i nastava Spanskog e AnaS. Jovanovié, Filoloski fakultet

jezika u Beogradu

Metodika rada sa u¢enicima nizih razreda e Ljiljana Lazarevi¢, OS ,,Mihailo
Petrovi¢ Alas”, Beograd

Metodic¢ko-didaktiGka organizacija e Mile Saj¢i¢, OS ,,Zmaj Jova

nastavnog Casa i §kolska administracija Jovanovi¢” i Osma beogradska
gimnazija

Izazovi savremenog obrazovanja e Violeta Vlajkovi¢ Boji¢, Zavod za
unapredivanje obrazovanja i
vaspitanja (ZUQV)

Jezicke obrazovne politike e Jelena Filipovi¢, Filoloski fakultet u
Beogradu

Ucenje kroz zadatke na ranom uzrastu e Milica Mastilo, Filoloski fakultet u

2 Projekat DeTELEDA — Development of Competences of Spanish Language
Teachers for Early Language Education in the Digital Age, finansiran od strane Erasmus+
programa, objedinio je stru¢njake iz oblasti primenjene lingvistike i metodike nastave
$panskog jezika iz Srbije, Slovenije i Spanije. U okviru projekta, organizovane su
edukacije, radionice i konferencije o poducavanju na ranom uzrastu u digitalno doba. Vise
informacija o projektu nalazi se na veb-sajtu koordinatora, Udruzenja profesora $panskog
jezika Srbije: http://www.apes.edu.rs/projekat-ka2-2020/.

3 Priru¢nik i drugi didakticki materijali, kao i kurs namenjen nastavnicima i
nastavnicima Spanskog za rad sa decom, mogu se na¢i na slede¢em linku:
http://www.profedepeques.apes.edu.rs/.

4 Pristupni link za kurs: https://deteleda.fil.bg.ac.rs/.
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Beogradu
e Jelena Kovag, Filoloski fakultet u
Beogradu
Profesionalna udruzenja: za koga i zasto? e AnaS. Jovanovi¢, Drustvo za strane

jezike i knjizevnosti Srbije

e  Marina Milovanovi¢, Udruzenje
profesora Spanskog jezika Srbije

e Andela Ris, Drustvo hispanista

e  Milica Mastilo, Alumni Filoloskog
fakulteta u Beogradu

Tabela 1. Radionice 2021/22.

Tema radionice Realizatori

Metodika rada sa u¢enicima nizih razreda e Ljiljana Lazarevi¢, OS ,,Mihailo
Petrovi¢ Alas”, Beograd

Razvoj viSejeziCnosti i nastava S$panskog e AnaS. Jovanovi¢, Filoloski fakultet

jezika u Beogradu

Ucenje kroz zadatke na ranom uzrastu e Milica Mastilo, Filoloski fakultet u
Beogradu

Upotreba jezika u nastavi Spanskog na e AnaS. Jovanovi¢, Filoloski fakultet

ranom uzrastu u Beogradu

Pedagoske situacije u nastavi stranih jezika e Violeta Vlajkovié¢ Boji¢, Zavod za
unapredivanje obrazovanja i
vaspitanja (ZUOV)

Tabela 2. Radionice 2022/23.

Od svih anketiranih (N=16), dve ispitanice uop$te nisu prisustvovale
radionicama na fakultetu — po jedna osoba iz svake generacije. Dvanaest ispitanika
1 ispitanica, od kojih nisu svi/e prisustvovali/e svim odrZanim radionicama, isticu
sledece radionice kao znaGajne: Metodika rada sa ucenicima nizih razreda (n=6),
Pedagoske situacije u nastavi stranih jezika (n=3), Upotreba jezika u nastavi
Spanskog na ranom uzrastu (N=2) i Ucenje kroz zadatke na ranom uzrastu (nN=2).
Pored toga, iako nije re¢ o radionici, jedna ispitanica navodi konferenciju
Profedepeques. Mozemo zakljuciti da su navedene radionice i teme koje obraduju
posebno znacajne za profesionalni razvoj praktikanata i praktikantkinja, budu¢i da
im omogucavaju da promisle o konkretnim situacijama na primerima iz nastavne
prakse pre ulaska u ucionicu, kao i da uz mentorstvo i timski rad osnaze odredene
segmente pripreme Casa za dake osnovnosSkolskog uzrasta. Uzimajuéi u obzir
Cinjenicu da nisu svi/e praktikanti i1 praktikantkinje ucestvovali/e u svim
organizovanim radionicama, postavlja se pitanje o potrebi rekonceptualizacije
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radionica. Naime, prisustvo na njima nije bilo obavezno, buduci da je sama priroda
programa ,Spanski u Alasu” bila volonterska. Mozda u buduénosti treba razmisliti
0 obaveznosti pohadanja svih radionica, kako bi se na taj nafin maksimalno
iskoristili njihovi potencijali i uticaji na profesionalni razvoj ucesnika i ucesnica u
programu. Kada je re¢ o vannastavnim edukacijama u vezi sa metodikom nastave
stranog jezika, samo jedna ispitanica, pripadnica generacije 2021/22, potvrduje da
je bila u prilici da ih pohada. Ona navodi da pohada kurseve na internetu, da prati
video-snimke iskusnih profesora na temu nastave stranih jezika i da razmenjuje
iskustva sa kolegama i koleginicama koji predaju strane jezike. Budu¢i da su
ispitanici i ispitanice u procesu inicijalnog obrazovanja nastavnika, sasvim je
razumljivo da je svest o potrebi za kontinuiranim usavrSavanjem jos uvek slabo
razvijena. Ovaj podatak, medutim, treba uzeti u obzir prilikom organizovanja
novog ciklusa radionica za narednu generaciju praktikanata i praktikantkinja u
,LAlasu”.

Ispitanici i ispitanice su ¢asove pripremali, pre svega, timski (n=10), potom
uglavnom samostalno (n=4), uglavnom timski (n=1) i samostalno (n=1). Casove su
drzali timski (n=7), samostalno (n=4), uglavnom samostalno (n=4) i uglavnom
timski (n=1). Navedeni podaci ukazuju na visok nivo spremnosti za timski rad,
posebno kada je re¢ o pripremi nastave.

Po dve osobe u svakoj generaciji bile su zaduzene za jedan razred, a broj
daka kojima su drzale nastavu varira od Cetiri do dvadeset, $to je takode uticajan
faktor u procesu pripreme Casa i organizacije samog nastavnog materijala.
Prosecan broj odrzanih ¢asova u okviru prakse u ,,Alasu” je Cetrnaest: trinaest u
generaciji 2021/22. i petnaest u generaciji 2022/23.

Centralni deo ankete ispituje znacaj razlicitih vidova podrske u pripremi i
realizaciji Casa, te promiSljanju vlastitog uce$¢a u projektu. Kao glavni vidovi
podrske na projektu istiCu se: program nastave i ucenja za svaki razred obuhvaéen
projektom, koji sadrzi nastavne teme, ishode ucenja i sadrzaje Casa; povratna
informacija na Trello platformi; radionice na fakultetu; povremene konsultacije;
interakcije u WhatsApp grupi, koja objedinjuje ucesnike i ucesnice obe generacije
koje su u fokusu ovog istrazivanja. Oni/e su na Likertovoj skali od 1 do 5 oznacili/e
koji od navedenih vidova podrske su im bili od vece ili manje pomo¢i tokom
prakse na projektu.® U Tabeli 3. prikazani su njihovi odgovori u vidu srednjih
vrednosti.

5 Na pomenutoj skali, znatenja su slede¢a: 1 — uopste ti nisu pomogli, 2 — nisu ti
pomogli, 3 — nisi siguran/sigurna, 4 — pomogli su ti, 5 — veoma su ti pomogli.
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Vidovi podrske | Program Povratna Radionice Povremene WhatsApp

/ Polja podr§ke | nastave i informacija konsultacije | grupa
udenja na Trello

Priprema 4.69 4.88 4.13 4.50 4.38

Realizacija 4.44 4.50 431 4.50 4.19

Refleksija 4.44 4.63 4.19 4.56 4.00

X 452 4.67 421 4.52 4.19

Tabela 3. Evaluacija podrske na projektu

Prikazani rezultati govore u prilog tome da su svi navedeni vidovi podrske
bili od pomo¢i uCesnicima i ucesnicama na projektu, buduci da je minimalna
proseCna ocena za obe generacije Cetiri. U pripremi ¢asa najviSe su im pomogle
povratne informacije za pripreme casova, kao i program nastave i uc¢enja, dostupni
na Trello platformi. Kao znafajna podr§ka u realizaciji Casa istiCu se povratne
informacije i povremene konsultacije sa profesorkom, koje su takode doprinele
boljem promisljanju sopstvenog anganzmana na projektu. UopSteno govoreci,
posebno se isti¢e povratna informacija na digitalnoj platformi Trello koja je veoma
pomogla praktikantima i praktikantkinjama u svim razvojnim segmentima, pre
svega u pripremanju ¢asova, a potom i u njihovoj realizaciji (x=4.67). S druge
strane, interakcije u WhatsApp grupi, iako su u velikoj meri doprinele
profesionalnom razvoju, ipak su najslabije ocenjene (x=4.19).

Povratnu informaciju na Trello platformi (podrS$ka u pripremi nastave)
najbolje su ocenile obe generacije. Kada govorimo o podrsci za realizaciju Casa, u
generaciji 2021/22. najbolje su ocenjene konsultacije (x=4.38), a u generaciji
2022/23. povratna informacija na digitalnoj platformi (x=4.88). Za generaciju
2021/22, boljem promisljanju vlastitog uces¢a u projektu najmanje su doprinele
radionice (x=3.88), dok su za generaciju 2022/23. to bile interakcije u WhatsApp
grupi (x=4.00). Ovakva percepcija metodicke podrske moze se objasniti ¢injenicom
da je prva generacija bila mnogo aktivnija u WhatsApp grupi od generacije
2022/23, s obzirom na to da su praktikanti i praktikantkinje te generacije gotovo
svakodnevno delili/e utiske sa Casova, razmenjivali/e nastavne izazove, ideje,
dileme i sl.

Ispitanici i ispitanice su izneli i konstruktivne predloge za unapredenje
projekta. Medu predlozima se istiCe potreba za saradnjom sa roditeljima (n=6) i
uciteljicama (n=4). Jedna praktikantkinja generacije 2022/23. predlaze umrezavanje
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sa uciteljicama u cilju sprovodenja projektne nastave. Dakle, vidna je potreba za
unapredenjem saradnic¢kih kompetencija (up. Jovanovi¢ & Mastilo 2022). Pored
toga, oni/e predlazu kreiranje dokumenta sa Cestim greSkama u pripremi Casova i
smernicama za metodicko-pedagoski rad. Predlazu takode i ucestalije konsultacije i
radionice, kao i posete Casovima u Skoli. Treba napomenuti da je mentorka
prisustvovala pojedinim cCasovima generacije 2021/22, tako da su praktikanti i
praktikantkinje imali priliku da dobiju personalizovane povratne informacije u vezi
sa realizacijom cCasa. U generaciji 2022/23. to nije bio slucaj. U nastavku
izdvajamo tri komentara koja ilustruju gorenavedene potrebe, ali i ukazuju na

zanemarene teme. Sva tri komentara dali su ucesnici projekta iz generacije
2021/22.

Komentar 1. ,,[Potrebne su] Radionice/konsultacije na nedeljnom/mesec¢nom nivou
gde bi ucestvovali svi predavaci i razmenjivali ideje za Casove i detaljnije
proucavali plan i program. Ukoliko je moguce da se sve to odradi po tematskim
celinama (npr. pozdravi, porodica, delovi kuée, itd.), u tom slucaju bi bolje
razumeli i proucili kljuéne razlike u nivoima jezika koji se pohadaju u razli¢itim
razredima. Takode, smatram da je korisno da se radionice kao $to je Enfoque por
tarea odrade pre prakse u $koli, kako bi predavaci bili upoznati sa metodom koju
koriste i kako bi je kroz pripreme ¢asova usavrSavali. Smatram da bi bilo dobro da
se pred samu praksu odradi radionica o metodama ucenja koje se koriste, gde bi
svaki student ili predavaci u paru pravili prezentacije za odredenu metodu ucenja i
to bi im bio dobar uvod za samu pripremu ¢asova i dobijanje ideja. Ovo bi
zahtevalo veée ucesce, kao i vise vremena, ali smatram da je timski rad najbitniji
za unapredenje projekta :-)”

Komentar 2. ,,Bilo bi korisno da se malo viSe posveti paznja tome kako odrzati
paznju na ¢asu, kako resavati neke situacije kada ucenik nije zainteresovan, kada
se ucenicima ne dopada ono $to rade, kako odgovarati na neka pitanja koja deca
obi¢no postavljaju, a nemaju mnogo zajednickog sa nastavom, itd. Mislim da je
danas relativno lako do¢i do materijala za Cas i osmisliti ga, ali je najveéi izazov
pedagoska strana Casa i izgraditi odnos pun poverenja, poStovanja i ljubavi sa
ucenicima.”

Komentar 3. ,,Rekao bih [da je potrebna] veca povezanost onih koji ucestvuju.
Nedeljna druZenja i razgovori o casovima koji su bili. Nekako pruza osecaj da ipak
niste sami u projektu i da delite isto iskustvo sa drugima. Dve glave misle bolje od
jedne. Vise razgovora o osecanjima i emocijama onih koji drze ¢asove. Takode,
Sta im je tesko, zahtevno, izazovno, zabavno, jednostavno, korisno. Neka se otvore
da pricaju o vlastitim osec¢anjima, da ih dele sa drugima, jer mi se ¢ini da emocije
ostaju zanemarene u potrebi da se osmisli §to bolji cas. Kako ste se osecali dok ste
osmisljavali ¢as, itd.? :)”

Komentari koje smo izdvojili i naveli ukazuju na visok stepen promisljanja
0 potrebama nastavnika i nastavnica u procesu inicijalnog obrazovanja. Vidno je da
su prakti¢ne vestine i primenljiva znanja za rad sa decom, kao i potreba za blizom
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saradnjom svih ucesnika i ucesnica u tom procesu, osnovne potrebe naSe ciljne
grupe. U tom svetlu, treba ista¢i da su jedan praktikant i jedna praktikantkinja iz
generacije 2021/22. pruzali podrsku i pomo¢ narednoj generaciji praktikanata i
praktikantkinja, kako u vidu komentara u WhatsApp grupi tako i kroz deljenje
iskustava i razmenu ideja na sastancima i radionicama kojima su dobrovoljno
prisustvovali. Poslednji komentar indirektno skrece paZznju na vaznost brige o
mentalnom zdravlju nastavnika i nastavnica, $to moZe postati tema jedne od
radionica u okviru narednog projektnog ciklusa.

Poslednji zahtev ankete donosi prostor za dodatne komentare. Ovu opciju
iskoristilo je devet ispitanika i ispitanica koji su projekat doziveli/e kao vredno
iskustvo. Oni/e navode da je potrebna promocija projekta i na ranijim godinama
studija, kako bi oni/e koji/e zele da se bave nastavnickim pozivom imali priliku da
iskuse prakti¢an rad u nastavi. Izdvajaju se tri esejska komentara — prvi,
praktikantkinje iz generacije 2021/22, drugi i tre¢i, praktikantkinja iz generacije
2022/23.

Komentar 1. ,,Ovaj projekat mi je dosta pomogao u prevazilazenju strahova i
nesigurnosti koje sam imala po zavrSetku fakulteta. Sam rad sa decom, kao i
priprema Casova mi je pomogla da razvijem svoje vestine, kao i da vidim gde
gre$im u radu. Ono §to mi se jako dopada je sloboda pri kreiranju casa i
podrzavanje naSe kreativnosti. Ukoliko su postojale greske u nekim koracima, one
nikad nisu bile zamenjene ili ponistene, ve¢ se od nas trazilo da svoju zamisao
poboljsamo i svedemo. Takode, projekat mi je dao uvid u razlike izmedu teorijske
pripreme Casa i njegove realizacije, tj. kako mogu da nas sacekaju mnoge
nepredvidive situacije koje promene tok Casa. :-) Nadam se da ¢emo biti sve
brojniji i da ¢e ova naSa zajednica svake godine biti uspesnija. :-)”

Komentar 2. , Jedinstvena prilika za sticanje novih znanja, ves$tina, pa samim tim i
samopouzdanja koje je potrebno mladim nastavnicima i nastavnicama kako bi se
ohrabrili za rad u $koli, ali generalno u nastavi. Za mene je ovo bilo izuzetno
iskustvo budu¢i da se nikada ranije nisam oprobala u ulozi
uciteljice/nastavnice/profesorke, i verujem da je od koristi svim pocetnicima.
Posebno vazno je i to Sto smo, pored prilike da sami planiramo Casove,
osmisljavamo aktivnosti i sprovodimo ih na ¢asovima, imali moguénost da cujemo
povratne informacije o nasem radu i tako dodatno unapredimo nas rad. Puno hvala
na ukazanoj prilici.:)”

Komentar 3. ,,Divno iskustvo koje mi je dalo priliku da bolje upoznam sebe,
unapredim svoj rad, uvidim greske i vidim kako se teorija primenjuje i koliko je
zapravo moguce upotrebiti znanje sa metodickih predmeta. Drago mi je da sam
ucestvovala, jer sam upoznala prepametne maliSane i nadam se da sam bar malo
pomogla da zavole $panski.”

Komentari koje smo naveli ukazuju na duboku refleksiju o ishodima projekta,
a medu ishodima se izdvaja osnaZivanje studenata i studentkinja da se bave
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nastavnickim pozivom, podizanje samopouzdanja u nastavniCkom radu, te znacaj
povratne informacije u procesu osnazivanja. Mozemo zakljuciti da su u€esnici projekat
doziveli kao podrsku razvoju pre svega profesionalnih, ali i licnih kompetencija za
nastavnicki poziv. To je u skladu sa ¢injenicom da je studentima i studentkinjama u
inicijalnom obrazovanju potrebna praksa u realnim uslovima kako bi mogli da
razvijaju svoj nastavni potencijal (Jovanovi¢ & Filipovi¢ 2013: 285). U tom svetlu,
vazno je ista¢i da su obe generacije praktikanata i praktikantkinja ostale umrezene
putem WhatsApp grupe u kojoj Cine jednu delatnu zajednicu koja razmenjuje
informacije o metodickoj praksi i edukacijama, potencijalnom zaposlenju i drugim
dogadajima od interesa, a iznad svega nudi jedan vid podrSke u reSavanju razlicitih
kriti¢nih situacija kada je sama praksa u skoli u pitanju.

Metodicka podrska u programu ucenja zalaganjem u zajednici tokom projekta
,.Spanski u Alasu”, kao i sam projekat, bili su od velikog zna¢aja veéini praktikanata i
praktikantkinja (n=10). Jedna od uCesnica ukazala je na potrebu diseminacije projekta:
»Projekat je od izuzetnog znacaja za studente jer je jedina prilika upoznavanja sa
pravom atmosferom u kojoj ¢e vecina raditi. Volela bih da se mnogo vise pri¢a ovom
projektu”, dok je druga ucesnica pak istakla sledece: ,,Volela bih da ovakvih projekata
bude i vise”. Uz pomo¢ smernica i podrske od strane koordinatorke, praktikanti i
praktikantkinje su casove uspesno realizovali/e.

Iako su postojali izazovi u toku strucne prakse u okviru projekta, pohadanje
kurseva iz Primenjene lingvistike na Filoloskom fakultetu, pre uklju¢enja u projekat
vecina je oznacila kao veoma korisno i relevantno iskustvo, budu¢i da im je to dalo
smernice za pripremu i organizaciju ¢asa, kao i smernice za samu realizaciju ¢asova.
Stoga, izazovi pred kojima su se ucenici projekta nasli su bili priprema, organizacija i
realizacija Gasova. Sto se realizacije asa tice, kao znaGajan izazov isti¢u se pedagoske
situacije: kako zadobiti paznju ucenika i ucenica, kako ih motivisati za ucesc¢e na casu,
kako odogovoriti na zahteve koji nisu u vezi sa ¢asom, itd. Jedna od ucesnica navela je
i potencijalno krizne situacije kao moguce izazove, te je veoma vazno odgovoriti na
pitanje: kako ,se treba prilagodavati ucenicima i njihovim potrebama, kako na
adekvatan nacin obraditi temu da bi se razvijale kompetencije, [...] kako da svi budu
ukljuceni bez obzira na njihove razlike”.

Rezultati istrazivanja pokazuju da program ucenja zalaganjem u zajednici u
velikoj meri doprinosi razvoju profesionalnih kompetencija, budu¢i da su svi vidovi
metodicke podrske u sva tri polja podrske (priprema, realizacija, refleksija) dobili
proseéne ocene izmedu 4.19 i 4.67. Pored toga, program doprinosi i razvoju
metakognitivne svesti o sticanju i razvoju profesionalnih kompetencija za nastavnicki
poziv, ¢emu najviSe doprinose povratne informacije za pripreme ¢asova i konsultacije
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sa mentorkom. UceS¢e u projektu je, takode, omogucilo praktikantima i
praktikantkinjama da prepoznaju sopstvene potrebe u inicijalnom obrazovanju
nastavnika, koje se mogu objediniti u tri dimenzije: pedagoske kompetencije,
metodicke kompetencije i saradnicke kompetencije. Njima se potom moze dodati i
potreba za brigom o mentalnom zdravlju nastavnika.

Kao jedan od problema u analizi rezultata ankete javlja se Cinjenica da su
praktikanti i praktikantkinje generacije 2021/22. anketu popunili skoro godinu dana
nakon zavrSetka anganzmana na projektu, te je moguce da su pojedini utisci izbledeli.
S druge strane, moze biti da je upravo vremenska distanca omogucila objektivniju
procenu iskustva, na $ta ukazuju pojedini komentari.

5. ZAKLJUCAK

Kada je re¢ o inicijalnom obrazovanju nastavnika i nastavnica S$panskog
jezika, mozemo zakljuciti da su projekti ucenja zalaganjem u zajednici, poput
,Spanskog u Alasu”, sa neposrednim ukljuéivanjem u nastavnu praksu i dobijanjem
blagovremenih povratnih informacija u vezi sa pripremom ¢asova, od velikog znacaja
za razvoj nastavnickih kompetencija, posebno onih koje se ti¢u podu¢avanja na ranom
uzrastu.

Program ucenja zalaganjem u zajednici je komplementaran s metodi¢kim
predmetima na osnovnim i master akademskim studijama na univerzitetima u Srbiji na
kojima se Skoluju bududi/e nastavnici i nastavnice Spanskog kao stranog jezika (v.
Jovanovi¢ & Mastilo 2022: 83-86), stoga bi bilo veoma korisno da se ovaj program,
kao znacajna pedagoska podrska, uvede u nastavnu praksu.

Rezultati istraZivanja pokazali su da program poput ,,Spanskog u Alasu”
doprinosi profesionalnom razvoju buduéih nastavnika i nastavnica Spanskog kao
stranog jezika s obzirom na to da su kroz ovaj program ucesnici i ucesnice obucavani/e
kako da pripreme, organizuju i realizuju casove, kao i kako da unaprede svoja znanja i
vestine za dalji rad. Iznad svega, vrednost njihovog uces¢a u projektu ogleda se u
razvoju kriticke svesti, promi$ljanja o sopstvenoj ulozi u projektu, kao i o nastavnoj
praksi. Dakle, ucenje zalaganjem u zajednici podstaklo je metakognitivnu svest o
sticanju i razvoju nastavnickih kompetencija, buduci da su praktikanti i praktikantkinje
promisljali/e o sopstvenoj nastavnickoj ulozi, svojim kompetencijama i svojoj praksi u
vidu realizacije Casa. Ono takode utiCe na prepoznavanje sopstvenih potreba u
inicijalnom obrazovanju nastavnika i nastavnica (kako unaprediti rad, razviti vestine,
kako prevazi¢i izazove, strahove i nesigurnosti od rada u ucionici, kako steci
samopouzdanje u profesionalnom razvoju i radu).
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Na posletku, vazno je ponoviti da je projekat ,,Spanski u Alasu” proizvod
volonterskog rada i entuzijazma pojedinaca, kao i da nije lukrativne prirode. Praksa u
Alasu nije obavezna za studente i studentkinje Filoloskog fakulteta u Beogradu, veé je
ona njihov slobodan izbor. Uzimajuéi u obzir njihove komentare i benefite ovog
projekta, nadlezne institucije, odnosno fakulteti na kojima se obrazuju nastavnici i
nastavnice stranih jezika, treba da razmotre ideju o sklapanju bilateralnih sporazuma sa
osnovnim Skolama u svojoj okolini kako bi uvodenje ovakvog vida stru¢ne prakse
mogli da uvrste u kurikulume metodickih predmeta.
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METHODOLOGICAL SUPPORT DURING SERVICE-LEARNING PROGRAM: AN
EXAMPLE OF “SPANISH AT ALAS”

Summary

The teaching process is a very complex educational process in which it is important to take
care of all the mechanisms used in the classroom in order to provide purposeful and
effective learning. In this paper we deal with a methodological support in the service-
learning program, with a focus on its perception and reception during the “Spanish at Alas”
project. In the focus of the teaching process itself is a task-based foreign language teaching
at an early age. Therefore, we will represent the research conducted at the Department of
Iberian Studies at the Faculty of Philology, University of Belgrade. The research includes
two generations of pre-service Spanish teachers who participated in the ”Spanish at Alas”
project. To collect data for the purposes of this research, we created a survey in Google
Forms. The aim of the research was to show to what extent directed guidance through
methodological practice can enable future teachers to apply the approach of teaching
through the task in teaching Spanish as a foreign language, to develop critical reflection and
to encourage self-reflection on the work, as well as on the teaching process itself. Namely,
the students taught Spanish as a foreign language at the Elementary School “Mihailo
Petrovi¢ Alas” in Belgrade to students of the first, second, third and fourth grades in
2021/2022 and 2022/2023 school years. During that period, they were provided with
different kinds of support (meetings, workshop, regular feedback on their lesson
preparations, consultation with the mentor, etc.). The results of the research showed that the
guidance through the lesson preparation and methodological support contributed that the
students overcame professional challenges, went beyond the framework of the traditional
approach to teaching, and they left the service-learning program empowered the service-
learning program.

Key words: methodological support, service learning, pre-service teachers, task-based
teaching, teaching at an early age, Spanish at Alas.
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THE PSYCHOLOGY OF LANGUAGE AND LANGUAGE OF
PSYCHOLOGY: CREATING AN INTEGRATIVE BILINGUAL
ENVIRONMENT FOR TEACHING STUDENTS!

ABSTRACT: Language acquisition and learning play a special part in any child’s cognitive
and linguistic development. The younger the children are, the deeper insight into
psychology it takes. Academic subject Foreign language learning at young learners’ age s
grounded in psychology and psycholinguistics, as one of the EMI-based? courses within the
ELM programme of the Faculty of Education in Belgrade. We investigated, through focus-
group interviews, our students’ (N=32) experience with psychology and language teaching
courses to see how they prepare for work with children. The results confirm that integrative
courses largely support their personal and professional growth from academic bilinguals to
responsible and caring teachers of young learners.

Key words: young learners, language acquisition, educational psychology, foreign language
learning, bilingual education, EMI, academic bilingualism, English language teaching
(ELT), English Language Module (ELM).

1 This paper was supported by the Ministry of Science, Technological
Development and Innovations, Decision number: 451-03-65/2024-03/ 200138.

2 English Medium Instruction — the use of English to teach academic subjects other
than English itself in countries where the first language of the majority of the population is
not English. (https://www.education.ox.ac.uk > research-groups > emi) [Accessed February
2024]
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PSIHOLOGIJA JEZIKA 1 JEZIK PSIHOLOGIJE: STVARANJE
INTEGRATIVNOG BILINGVALNOG OKRUZENJA ZA OBRAZOVANJE
STUDENATA

APSTRAKT: Usvajanje i ucenje jezika imaju posebnu ulogu u kognitivnom i jezickom
razvoju svakog deteta. Sto su deca mlada, tim je potrebniji dublji uvid u psihologiju.
Akademski predmet Ucenje stranog jezika na decijem uzrastu utemeljen je u oblastima
psihologije i psiholingvistike, kao jedan u nizu kurseva na engleskom kao jeziku
visokoskolske nastave u okviru Modula engleskog jezika Fakulteta za obrazovanje ucitelja i
vaspitata u Beogradu. Kroz fokus-grupne intervjue ispitivali smo iskustva studenata
(N=32) sa predmetima iz oblasti psihologije i nastave jezika radi uvida koliko ih oni
pripremaju za rad sa decom. Rezultati do kojih smo dosli potvrduju da im takvi integrisani
kursevi umnogome pomazu da se lino i profesionalno razvijaju od akademskih
bilingvalnih govornika do odgovornih i posvecenih vaspitaca i ucitelja.

Kljucne reci: rani uzrast, usvajanje jezika, obrazovna psihologija, ucenje stranog jezika,
dvojezi¢na nastava, EMI, akademski bilingvizam, nastava engleskog jezika, Modul
engleskog jezika.

1. INTRODUCTION

The image of the world is rapidly changing and so are the ways of people’s
mutual understanding and communication. Thus, there is a growing need for
“evolving profiles that value even the most partial competences in and awareness
of languages and cultures” (Council of Europe 2023). University students already
know that the more languages we speak, the richer we are (Jankovi¢ et al. 2023:
34; Jankovi¢ and Budevac 2023: 52). Aware that early language education for
plurilingual competence starts at a young age, they gladly accept new academic
challenges in order to become better teachers of future younger generations.

Acquiring new languages can take place in many different ways. Children
born into families of mixed ethnic backgrounds often gain knowledge of two
languages simultaneously. People who move to new environments receive constant
feedback from daily communication with others. University students who have a
foreign language as part of their curriculum get a mark at the end of the course.

Is there something in between? Could a pre-service trainee be put in a
situation to develop professionally and linguistically at the same time? What if they
can master their core curriculum in two languages instead of one and thus
experience bilingual education?® Richards and Schmidt define such situations as

3 Bilingual education is “the use of a second or foreign language in school for the
teaching of content subjects” (Richards & Schmidt, 2010: 54).
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additive bilingual education, which is “a form of bilingual education in which the
language of instruction is not the mother tongue or home language of the children,
and is not intended to replace it”, since the students’ first language is still
maintained and supported (Richards & Schmidt 2010: 10-11). At university level,
the authors of this paper choose to specifically name it academic bilingualism, as
the term clearly reflects both the physical and linguistic context in which students
acquire professional knowledge and skills.

Whether we are talking about the former simultaneous and successive
bilingualism (Richards & Schmidt 2010: 530, 572) or the latter academic
bilingualism, it is undoubtedly beneficial to students. In the time of great
migrations and interculturalisation, having preschool or primary school teachers
who are well trained to think and act in two or more languages must be an asset
and a welcoming message for families concerned. Alongside parents, teachers are
seen as crucial role models, especially at young learners’ age (Budevac 2018: 17—
18, 189). If they set a good example, the children they educate are much more
likely to also develop a positive way of thinking about, or a need for multiple
language mastery. Thus, early language education stands good chances of leading
towards the development of plurilingual competence in prospect.

2. THE PSYCHOLOGY OF LANGUAGE LEARNING AT YOUNG
LEARNERS’ AGE

Due to modern social, intellectual and technological advances, the world of
education itself features innovative methodological approaches. The role of the
teacher has gone far beyond mere knowledge transfer and classroom management.
It entails possessing a well-rounded general education, being a connoisseur of
essential educational learning theories and keeping abreast of a variety of
pedagogical approaches and teaching techniques. By utilising them and developing
a deep understanding of their students’ age, aptitude, needs and learning
preferences, teachers will be able to provide their learners with numerous
opportunities and support that will lead to positive learning outcomes.

Children learn through verbal and physical interaction. The younger the
learners are, the deeper insight into developmental and educational psychology it
takes. Researchers largely agree (Ormrod 2004: 22) that certain critical periods are
of particular importance for children’s general cognitive development and language
acquisition. Carroll (as cited by Hackl 2018: 44) identifies four components
relevant for foreign language learning: “phonemic coding ability, grammatical
sensitivity, inductive language learning ability and associative memory”. When
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they are 5 to 10 years old, children are more likely to acquire flawless
pronunciation and master various verb tenses and complex syntax (Bialystok
1994a; Bialystok 1994b; Johnson & Newport 1989 in Ormrod 2004: 22).

The critical period is equally important in relation to psychological factors
that guide (or hinder) learning, such as motivation, affect (Ormrod 2004: 425), and
need for approval: “Many elementary school students have a strong desire to attain
the approval of their teacher; at the secondary level, students are more likely to
seek the approval of peers” (Juvonen & Weiner 1993; Urdan & Machr 1995 in
Ormrod 2004: 437). Little children are particularly sensitive and easily get
emotionally attached to their kindergarten and classroom teachers, who become
their important emotional support, both in learning and growing (Budevac 2018:
16-17, 64). Therefore, the education of future preschool and primary school
teachers must be based on a highly specific teaching methodology that takes into
consideration various aspects of young learners’ cognitive, psychological and
linguistic development and their learning needs and styles. Their education, thus,
needs to be based on the integration of their core academic courses, co-construction
of tasks and activities, mutual collaboration, reflection and self-evaluation
(Jankovié¢ 2022: 118-120).

3. AHOLISTIC APPROACH TO TEACHER TRAINING

In order to develop a holistic approach to children, students of the Faculty
of Education in Belgrade majoring in either preschool or primary school education
undergo a variety of courses which set the foundations for their future work.
During the first two years they all attend 6—7 compulsory and 2 elective courses in
the areas of psychology, pedagogy, and/or didactics (e.g., Developmental
Psychology, General Pedagogy, etc.). In the senior years of study, their core
curriculum is based on subject methodologies of all content areas relevant for
young learners’ education. There are 68 such subjects per year, some in one, some
in both semesters (e.g., Mathematics Teaching Methodology | and II), with
additional compulsory and elective subjects in psychology and pedagogy. Master’s
students have two more obligatory courses and one more elective in the same
scientific areas. These subjects are all taught in students’ L1 — Serbian.

Besides these 25+ core courses, pre-service teachers have the Pedagogical-
Psychological Practicum (year 1), Didactic Practicum (year 1l) and Methodology
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Practicums? (years Il and 1V), gradually increasing from 2 to 4 to 5+ weeks each
year. Prior to their practicums, students spend a lot of time in simulations and
practical demonstration work both at the faculty and in pre(schools), guided and
supervised by university professors. Such a large number of hours spent in
theoretical and practical preparation for and direct work with preschoolers and 7-
10-year-olds gives pre-service teachers a much broader and deeper insight into the
psychology, cognitive capacities and learning styles of young learners so necessary
for a holistic approach to these sensitive age groups.

4. THE ENGLISH LANGUAGE MODULE FOR PRESCHOOL AND PRIMARY
SCHOOL TEACHER EDUCATION

Foreign language learning is a long-term project that takes years for one to
reach proficiency. Teachers who know all the aspects of that long process will be
able to set reasonable goals in front of their learners, to guide their motivation, and
scaffold their learning. As learning a foreign language (FL) makes an integral part
of pre-service teachers’ education, it only makes sense that it should be a useful
part of their professional self. Alongside (rather than apart from) a one-year general
FL course and two more courses of language for specific purposes, a small number
of linguistically advanced students may attend part of their core curriculum in
English as their L2 after passing a standardised entrance exam. With additional 12
elective courses, i.e. a total of 15 subjects taught in English,® these students have
competencies to teach English to young learners if and where needed.

The essence of the duly approved and accredited English Language
Module (Pravilnik, 2022) lies in its integrated courses, which make a close bond
between the students’ core curriculum mastered in Serbian and in English, over the
five years of their university education. Additionally, this programme enables
students to directly apply their FL knowledge and skills in class activities, drifting
away from explicit language learning and diving into implicit and spontaneous
language use. As mentioned above, and confirmed by many applied linguists and
psychologists, there is an ever-growing need for making classroom learning as
similar to natural language acquisition as possible. The English Language Module

4 Practicum: a course of study for teachers, doctors, nurses, etc., that involves
actually working in the area of study and using the knowledge and skills that have been
learned in a school. https://www.britannica.com/dictionary/practicum [Accessed: December
2023]

5 http://www.uf.bg.ac.rs/?page_id=8
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(ELM) is based on that objective, especially bearing in mind little children as the
main recipients of our instruction (Jankovi¢ 2010). Our students’ EMI-based®
education finds its way into preschool groups and primary classrooms in the form
of the now largely popular CLIL method (Content and Language Integrated
Learning). That is why Music and Physical Education, Art and Educational
Technology, Mathematics and Science, besides the core academic subjects, are
blended with English classes. Led primarily, but not only, by the Faculty’s English
language teachers, almost all elective courses in the Module are taught by teams or
pairs of experts from different academic and (pre)school content areas.

5. THE LANGUAGE OF PSYCHOLOGY IN PRESCHOOL AND PRIMARY
SCHOOL TEACHERS’ EDUCATION

One of the integrated ELM courses is Foreign language learning at young
learners’ age. Students take it in the third year, revising and building on what they
have already mastered in Developmental and Educational Psychology in their
native language — Serbian, and two English language courses (for general and
specific purposes). Collaboratively taught by a professor of Psychology and a
professor of ELT Methodology (the authors of this paper), the course is nested in
between linguistic and psychological theories and their implications. It offers our
students knowledge about native (L1) and foreign/second (L2) language
acquisition on the one hand and psychological theories of development and
language teaching on the other. Based on English as a medium of instruction
(EMI), the lectures and materials, assignments, and the exam itself are all in
English.

Creating a bilingual environment for children is a complex process, which
relies on numerous competencies and a wealth of teachers’ knowledge. Their
knowledge of psychology and competencies arising from it are just a part of the
whole puzzle, but a very prominent one. It should be clear from the previous
sections of the paper why it is so important for each language teacher to be
proficient in psychology.

The first and foremost principle that underlies the course Foreign language
learning at young learners’ age is the holistic approach to the child (Forbes &
Martin 2004). We do not only prepare future (language) teachers; we prepare

& “English is no longer just the goal of learning, since it has acquired the role of
medium of instruction” (Roldan Tapia 2017: 160).
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professionals who nurture children’s development, assist them in learning, and help
them to fulfil their psychological needs, allowing them to feel safe and loved. We
prepare self-reflective teachers (Budevac et al. 2015) who are able to understand
children, their way of thinking, and how the way they perceive the world changes
over time. We also create a space for future teachers to learn psycholinguistics, i.e.,
to understand all relevant aspects of communication and its development both in
the native and foreign language.

It is very important for foreign language teachers to know how a child
acquires hisfher own language in the first place, and how the mechanisms of
learning a foreign language rely on the native language knowledge, or what crucial
differences there are. Although it is difficult to roughly split the course contents
into groups of topics — as they logically intertwine, for the reasons of clarity, we
shall say there are three general lines of topics: a) Native language acquisition; b)
Second vs. foreign language learning; and c) Supporting the child’s development
by providing adequate scaffolding and continual opportunities for pupils to enrich
their knowledge and skills in different languages.

We strive to balance between our students’ improvement in language skills
and their core contents mastery. Their bilingual education is put in practice through
interactive, collaborative tasks and reflections,” as our aim is to offer them a model
of teaching easily transferable to the world of young learners. By doing so, we aim
to raise the awareness of both university students (explicitly) and their young
learners (implicitly) of the power and wealth of knowledge in the modern
multilingual world.

As the integration of theoretical and experiential learning is exactly what
we propagate while teaching students how to organise an interactive environment
for children, we are called to do the same. The research we conducted about the
quality of our courses touched upon that aspect of our own teaching as well. We
asked the students to reflect upon the usefulness of our psychology courses and the
bilingual study programme so that we could implement further improvements if or
where necessary, and make our instruction as helpful as possible.

" Outes Jiménez and Ramirez Montes (2017: 48), for instance, recognise six
important factors that the teacher needs to ensure for successful work in bilingual
education: a) cooperative skills, b) class climate and team spirit, ¢) critical reflection, d)
positive interdependence, e) individual responsibility and f) restructuring into small groups.
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6. RESEARCH METHODOLOGY

Aiming to gain insight into the effectiveness of our courses in forming our
students’ linguistic and professional competencies, we conducted research which
encompasses both their academic study and on-site learning and teaching
experience. It included the English Language Module students and focused on the
elective subject Foreign language learning at young learners’ age, as well as other
psychology courses and EMI-based subjects taught at our faculty. The following
sections present the research details and findings.

6.1. Research methods and instruments

Our research is based on a qualitative method as we were interested in our
students’ opinions about their bilingual learning and teaching experience. The most
convenient research instrument for such purposes was a semi-structured focus
group interview. It contains 12 questions (Appendix 1) and was conducted online
in English via the MS Teams platform used at the Faculty since the COVID-19
pandemic outbreak. The students were asked to share with us their experience
and/or expectations regarding the effects of our courses on the development of their
knowledge and skills necessary for teaching young learners. Bearing in mind the
volume of the collected answers and interview transcripts, the students’ answers
are grouped around three topical categories.

6.2. Research stages, sample and background

The interview was applied in four separate sessions in the period
December 2023 — January 2024, lasting approximately one hour each. The
participants in the study (N=32) were 28 female and 4 male respondents, i.e. most
of the ELM second-year (14), third-year (5), and fourth-year (5) undergraduates,
and (8) Master’s students.®

Our research focuses on the implementation of the gained psychological
knowledge and language skills in the teaching practice or preparations for it. The
mentioned Practicums are organised mainly in the second semester. Prior to our

8 As the courses become more difficult each year, some students give up the
additional EL Module, fail, or take a gap year, especially when the most demanding
methodology courses are introduced.
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research, only our fifth-year interviewees had undergone the full cycle of
practicums, having been fully immersed in teaching activities and conducting
entire lessons. Therefore, our younger students based their answers on the learning
experience, simulation activities, and many hours of on-site observation of in-
service practitioners at work followed up by reflective discussions. Although the
second-year students have not yet attended the ELM psychology course, their
expectations are considered equally valuable as guidelines for our future course
organisation.

The interview questions were derived from our regular teaching practice as
the psychology course in English always begins with several questions regarding
our students’ expectations and learning goals. Similarly, it ends with their
reflections on the achieved learning outcomes and level of satisfaction with the
knowledge and skills gained. These were partly broadened for the purposes of this
study with their general impressions on the bilingual academic education and its
effects in (preparations for) teaching.

7. RESEARCH RESULTS AND DISCUSSION

Due to the volume of the resulting materials, our research findings and
discussion are grouped around three topical categories: a) the psychological aspect
of the courses; b) the linguistic aspect of the courses; c) the effects of bilingual
psychology courses on our students’ teaching competencies. Among the 12
interview questions, four pertain to each of the categories.

Since the students’ answers were often similar, repetitive, or only
confirmations of their colleagues’ statements, we shall summarise them, but also
accompany them with direct quotations from the interviews. If an answer is
lengthy, the most relevant part of it will be presented only. The answers where the
respondents offered differing views will be equally represented. For the ease of
interpretation, the quoted statements will be preceded with the students’ year of
study and personal initials (e.g., II/A.M.). If a student made a language mistake
while providing an answer, an asterisk will be used in its place.

Question group | — Questions 1, 2, 4, and 10 focus on the importance of
psychology courses for teacher training.
Q.1. All respondents agree that learning psychology is important (‘very important /
essential / crucial / vital”) for preschool and primary school teachers, because: ‘it
helps us to understand * child’s development, behaviour, and learning processes /
create effective learning environments and address the diverse needs of students /
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create proper activities for children / take into consideration children’s Zone of

Proximal Development / build positive relationships with pupils’; ‘it provides

insights into * cognitive, emotional, social, and physical development of children,’
etc. E.g.:

II/D.S.: | think [...] it is the most important course next to Didactics and
Methodology because I don’t think that anyone can properly work with children
without understanding exactly how their psychology works in relation to anything
that we need to teach them.

III/M.L.: [...] We are going to be spending a lot of time of our day with them, maybe
even more than their parents will, so | think that it is very important to just know
how to be a good role model for those children since they are very young.

VIM.P.: We need to be aware of the children’s abilities in each period of their life in
order to teach them properly in accordance with their cognitive abilities. It is also
important for understanding the way children think, which helps us to react to their
needs better.

Q.2. Most students’ attitudes related to the comprehensiveness of knowledge
acquired at the faculty are positive and reveal additional arguments in favour of the
way psychological knowledge fits into it. Some of them state:

HI/vV.v.: [...] It connects with other subjects seamlessly, providing a real
perspective on teaching and learning. The psychological knowledge binds all of our
methodological and pedagogical knowledge into a whole picture by providing us
with the principles, foundations, and theories that explain the process of students’
learning [...].

111/D.B.: If there is anything | have learned through *this three years of studies is
that every single subject is connected with each other, so psychology does influence
every other subject quite a lot. [...]

Despite positive impressions about their two compulsory psychology courses (with
words of praise for the teacher herself), and the additional elective course in
English, several senior students still believe it is not enough for them to feel fully
prepared:
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VIM.V.: After graduating, | really believe that | did not acquire enough knowledge
in psychology. The subject of Pedagogical Psychology?® is very useful and therefore
it should be deepened more, last longer, and more emphasis should be placed on it.

Q.4. As future kindergarten/classroom teachers, the students appreciate learning
about psychology in another language and perceive it ‘as an opportunity to think of
the same topics from different perspectives’. They do not see the language only ‘as
a tool for communication’, but believe ‘it also influences the way we approach the
topics, as it allows us to read different authors, coming from different
backgrounds’:

HI/V.V.: It enriches the understanding gained from the Developmental and
Pedagogical Psychology courses in Serbian.

VIM.V.: The entire course is designed based on a conversation between the teacher
and students. It thus contributes to higher quality knowledge, because we are
already familiar with the topic, and we are upgrading our knowledge even more.

Q.10. Students identified the following as psychological topics of particular
importance for their teaching careers: ‘adaptation of children to kindergarten and
socialisation; verbal and nonverbal communication; motivating children to learn
and getting them active; the process of learning our native language; bilingualism
and the influence of the mother tongue on language learning’. They would like
some more topics to be added to this course in English:

WK.M.: I would add teachers’ role because we have to know how to behave with
children and to adapt to them.

/N V.. There’s one topic that I feel is missing, and it’s how to work with different
types of personalities among children. We learned in our Serbian psychology classes
that there are several basic types of personalities, and | think that it would be a
perfect opportunity to learn more about them and how to work with each type.
IVIK.P.: | would add some topics about how difficult for young learners *is the
process of learning *foreign language and how we should help them to make it a
more relaxed process.

Question group Il — Questions 3, 5, 8, and 12 focus on the importance of
learning psychology in English as well.

® Pedagogical Psychology is the former name of the Educational Pshychology
course held in the second year.
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Q.3. The students largely agree that learning psychology first in Serbian and then
in English is beneficial because: ‘we can fully grasp all terms and meanings’; ‘we
already understand the concepts, allowing us to focus on acquiring the specific
terms and expanding our vocabulary’; ‘it can enhance language proficiency and
broaden access to international resources, research, and perspectives in the field’;
‘because of the environment that we are learning within’, etc. E.g.:

VIM.P.: We can first learn about the basic principles of children’s psychology in
our native tongue, while we can broaden our knowledge through learning it again in
another language.

One senior student thinks differently:

V/A.S.: | think it is not important if we started learning psychology in English or in
Serbian. We did start *learn it in Serbian and then later on, we studied almost the
same, but more deeply into psychology, in English. So, I think it does not matter
because we can also learn English through psychology if we need to.

Q.5. Most students agree that the psychology course in English offers knowledge
particularly useful for teaching English to young learners, as: ‘there are different
ways of language acquisition among young learners’; ‘it’s useful to [...] learn
about different theories from different countries all around the world’; ‘we learned
about how to deal with potential problems that might occur’, etc.

I/V.V.: Yes, the psychology course in English equips us, future English language
teachers, with communication skills that are valuable when teaching a language. It
provides a broader perspective on student behaviour and learning styles, enhancing
the effectiveness of methodological conceptualisation of English language classes.
111/D.B.: Definitely, for the entire course, not just that we revised what we have
learned so far, but also we worked on our pronunciation, we worked on our
grammar, we worked on how to teach kids to pronounce certain things, we worked
on a lot of stuff that could help us in the future as English teachers.

IV/IM.R.: We discussed extensively the ways in which children develop, particularly
in terms of learning two languages or being bilingual.

Q.8. Students’ expectations regarding the psychology course in English are/were:
‘to consolidate knowledge on educational psychology [...], improve English
language skills and to acquire insights that could be applied in an international
educational context’; ‘to talk about [...] how we should work with children that do
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not want to learn’, etc. Some of them had no expectations at all, but were happy to
learn from their Pedagogical Psychology professor again. Others say:

II/M.K.: My expectation is to maybe approach psychology in a different way [...]
and to have a better understanding of the psychology and language learning itself.

IVIM.R.: I initially expected the English psychology course to cover the same topics
as our Serbian course. However, | think we managed to have discussions on various
topics related to child development, particularly in the context of language learning.

Q.12. Asked if they had additional comments related to this course, some students
expressed appreciation for not having to do homework, others for the course
teachers’ dedication and regular helpful feedback, while some said:

IVIM.R.: The most valuable aspect of these classes, in my opinion, was the
discussions, [...] as everyone has some kind of experience or knowledge to share
about a certain topic.

VIT.A.: | would say that psychology supports methodology and vice versa, so | think
that psychology and methodology go hand in hand, and that’s why both aspects are
very important for future English teachers.

Question group 111 — Questions 6, 7, 9, and 11 focus on the effects of the
bilingual psychology course on our students’ teaching competencies.
Q.6. The ELM psychology course is recognised as helpful for the improvement of
language competencies necessary for teaching English. Younger students see the
opportunity to expand their vocabulary, while their senior colleagues appreciate the
exposure to academic English, and opportunities for discussions and written
expression, as ‘essential skills for effective communication in an English language
teaching context’. One student does not find the newly acquired professional
terminology very useful for her teaching practice, but others disagree:

VIM.P.: It helped me to understand children’s way of thinking and taught me to
think about my personal teaching practice, and in what way | will utilise the
knowledge | have gained.

V/I.L.: Psychology is important because we will not motivate first graders the same
way we are going to do with fourth graders. [...] If they are motivated at the
beginning of the lesson, chances are they are going to stay motivated during the
whole 45 minutes.

VIT.A.: | do think that my skills improved and that I am more competent to learn
about psychology in English. And | also think when it comes to all of us at this
course, that we are now able to use proper language in our classroom.
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V/I.N.: | think our proficiency in English is much better because we exercise
through speaking and writing all of the homework that we do. Also, the grammar,
vocabulary, our competences in working with technology [...], all of these courses
helped me choose better the activities that | want to do with kids.

Q.7. The most important teacher competencies for work with young learners they
have managed to develop or are still developing are: ‘to be supportive,
understanding, encouraging, and loving’; ‘competent, knowledgeable and
considerate’; ‘emotional intelligence’; ‘understanding child development’;
‘collaboration with parents, effective communication, adaptability, and empathy’;
‘the ability to keep discipline in the classroom, [...] and to assess the personality of
the student’.

The academic courses that have helped them acquire such skills are:
Developmental Psychology, Strategies for Successful Learning, Didactics,
Pedagogical Psychology, General Pedagogy; Sociology; Methodology of the
Serbian Language and Literature; Methodology of speech development; subjects
which are part of the EL Module. They say:

II/K.M.: We need to have knowledge in order to teach, and then we need to have
didactical and psychological knowledge. So we need proper tools for doing proper
work.

VIG.S.: We also need technological proficiency and, of course, pedagogical
knowledge. [...] We need a lot of things in order to be successful as teachers, and
[....] throughout those courses and faculty..., I think we actually learned most of
them.

VIT.A.: We also had lessons in which we were able to show our practical work. We
were able to work on materials, [...] to create new materials and to present them. So
I think that lessons are very different from one another, and we are able actually to
use the language in all those activities.

V/I.N.: | think the most important one this year was flexibility [...], like adaptability
to the classroom and to the kids that | teach. [...] when | am teaching English in
school, ... I found that I planned one thing, and I see that something else might be a
lot more effective with them, so | change that a lot. In this course (Evaluation,
Assessment and Testing), we went through a lot of ideas and methods that we can
use, so that’s always what I kind of have on my mind when I change all those things
on the spot.

Q.9. Considering whether psychology knowledge is more practically or
theoretically relevant, our respondents almost unanimously conclude:
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1I/D.S.: It is both practical and theoretical. I don’t think that we can have one
without the other, ... and that we cannot properly function without knowing the
theory, but also knowing how to apply it.

IV/K.P.: [...] | think that for us, it is the most important to know how to approach
children and who *should we turn to if we see that help is needed, because every
child is different and special.

IV/IM.R.: Theoretical aspects involve understanding child developmental stages and
behaviour, while practical knowledge is relevant when it comes to planning
activities based on this knowledge. [...] Developmental and Pedagogical psychology
courses have been particularly helpful in gaining knowledge about child
development, while practical application of that knowledge has been significantly
shaped by the various methodologies introduced in the fourth year.

Q.11. Always striving to improve our teaching as well, we asked the students about
the quality of our own work and approach to them. The following are some of their
answers:

I1/M.M.: | think that all of you are like models to us because we learn a lot from
you, and tomorrow when we are teachers we will do some things *similar like you
did with us, because we see how much we learned from you, and our students will
learn from us in the same way.

I11/J.T.: As a teacher you are very dedicated, you pay attention to everything that we
say, we get the feedback that we need, the information and everything on time, so
that we can correct our mistakes. If there is a question, we get feedback
immediately, so nobody is confused.

IV/K.P.: | think that each professor behaves according to his own beliefs about the
right way to treat students.

V/LL.: [...] Your warmth and kindness is a great model because we should always
be warm and kind, and make an atmosphere in which students feel free to say..., and
not fear that we are going to say that something is dumb or unimportant.

V/M.V.: The whole module inspired me to be a better preschool teacher. | am most
looking forward to your classes, because we learn a lot through interaction. You
help us to have a greater degree of self-confidence when speaking and you give us a
lot of advice for our future work.

The opportunity to put their psychological, pedagogical and
methodological knowledge into practice is given to our FL trainees in two
methodological practicum courses: Practical Aspects of English Language
Teaching | and Il. While the former is based on observation, the latter is a real
teaching practice test. The mandatory elements for the exam are detailed activity
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and lesson plans and materials prepared by the trainee and the Evaluation Form
completed by the hosting in-service English teacher upon the student’s individually
conducted activities and at least one whole lesson.

The feedback we receive from the hosting teachers every year confirms
that our students readily face this professional challenge, are well prepared for the
lessons assigned by the mentors, and apply adequate teaching methods and
approaches to young learners. Therefore, we believe that our psychology course
and all other courses held in English provide our students with additional
knowledge and skills necessary to teach young learners with understanding,
patience, and love, in whatever teaching role and context they may find themselves
one day.

8. CONCLUSION

Blending academic instruction with teaching practice is an essential aspect
of working with learners of all age groups. Extensive and in-depth knowledge in all
areas of psychology that concern children’s development and students’ education
in general is essential for future in-service teachers to feel more confident. By
putting integrative bilingual education at university in practice, we aim to increase
our students’ competencies, offering them a teaching model easily transferable to
the world of young learners. Also, while raising their awareness of the power of
plurilingualism and the wealth of knowledge in the modern world, we train them to
create specific and welcoming surroundings for children to understand and feel that
knowing more languages is a gift and joy.

In our research, students of the English Language Module had the
opportunity to share their experiences and attitudes related to the effects of our
courses on the development of their competencies. The results are completely in
line with our established objectives, showing that future teachers recognise the
importance of learning psychology, articulating the usefulness of that knowledge in
light of their future work with children. Their answers reveal that they are able to
reflect on their learning experience from a meta-position, expressing
comprehensive understanding of the role of psychological and linguistic
knowledge in the process of building teachers’ professional identity and
competencies. The analysis of the students’ answers also sheds light on their
extensive and precisely articulated view on the importance of learning within
multilingual surroundings, as it benefits not only their foreign language
proficiency, but also their intercultural perception of course contents.
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PSIHOLOGHA JEZIKA | JEZIK PSIHOLOGIE: STVARANJE INTEGRATIVNOG
BILINGVALNOG OKRUZENJA ZA OBRAZOVANIJE STUDENATA

Sazetak

Usvajanje i ucenje jezika imaju posebnu ulogu u kognitivnom i jezickom razvoju svakog
deteta. Sto su deca mlada, tim je potrebniji dublji uvid u oblast obrazovne psihologije.
Verbalna i fizicka interakcija osnovni su preduslovi decijeg razvoja. Stoga obrazovanje
bududih vaspitaca i ucitelja treba da bude teren na kome ¢e ne samo uciti, ve¢ i li€no osetiti
svrsishodnost holistickog pristupa detetu. Takve ishode lakSe ¢ée posti¢i preoblikujuci
sopstvena teorijska znanja u prakticne aktivnosti putem integracije, ko-konstrukcije,
interakcije i samorefleksije. To je upravo cilj Modula engleskog jezika Fakulteta za
obrazovanje ucitelja i vaspitaca u Beogradu, zasnovanog na nizu predmeta u kojima su
objedinjeni sadrzaji maticnih akademskih predmeta i kljucnih (pred)skolskih predmetnih
oblasti, koje mogu da pohadaju male grupe jezicki naprednih studenata na engleskom kao
jeziku nastave (EMI). Utemeljen u oblastima obrazovne psihologije i psiholingvistike,
Ucenje stranog jezika na deCijem uzrastu jedan je od predmeta Modula engleskog jezika,
koji zajednicki drze profesorke Psihologije i Metodike nastave engleskog jezika (autorke
ovog rada). U cilju promovisanja akademskog bilingvizma, pored ostalih, i u ovom
predmetu rad zasnivamo na interaktivnosti, vodec¢i racuna o ravnotezi izmedu podizanja
jezickih kompetencija naSih studenata i njihovog ovladavanja kljutnom predmetnom
materijom. Na taj nacin, pokazujuéi im kako dvojezic¢na integrisana nastava funkcionise u
praksi, studentima predstavljamo model nastave jezika lako primenljiv i na ranom uzrastu,
naravno, u okvirima decijih kognitivnih sposobnosti. Znajuci da u vaspitac¢ima i uciteljima
deca vide svoje uzore, istovremeno podizemo svest studenata o znacaju plurilingvizma i
bogatstvu znanja u savremenom svetu. Rezultati naseg istraZivanja potvrduju da pomenuti
integrisani kursevi studentima umnogome pomazu da li¢no i profesionalno napreduju od
akademskih bilingvala do odgovornih i posvecenih nastavnika engleskog jezika za rad sa
decom ranog uzrasta.

Kljucne reci: rani uzrast, usvajanje jezika, obrazovna psihologija, ucenje stranog jezika,
dvojezi¢na nastava, EMI, akademski bilingvizam, nastava engleskog jezika, Modul
engleskog jezika.
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APPENDIX 1 - FOCUS GROUP INTERVIEW WITH THE ELM STUDENTS

1.

10.

11.

Do you think learning psychology is important for preschool and primary
school teachers? Why?

How would you comment on the comprehensiveness of knowledge you
acquire during your studies at this faculty, and the way psychological
knowledge fits into the whole picture?

Is it a good idea to learn psychology first in Serbian and after that in
English? Please, explain.

From the perspective of a future preschool or primary school teacher, do
you think the psychology course in English offers /(can offer)'® any useful
and meaningful knowledge compared with the Developmental and
Pedagogical Psychology you learnt in Serbian?

From the perspective of a potential English language teacher, do you think
the /(a) psychology course in English offers any kind of knowledge
particularly useful for teaching English to young learners?

Does the /(Can a) psychology course in English help you improve your
language competencies necessary for teaching English? Please, explain.

Could you list some of the most important teacher competencies for work
with young learners, and do you think you have managed to develop those
competencies or not? Which subjects at our faculty have helped you the
most so far?

What were /(are) your expectations from our psychology course in
English?

Is the psychology knowledge practically or theoretically relevant, or both?
Please explain.

Could you name some specific topics in our psychology courses that you
find the most important? Are there any topics that could be added to these
courses to make them better?

What about the way we approach students? Do you think we (your
professors of the two/three psychology courses and ELM courses) offer a
good model of working with students or not? Do you find the way we

10 The option used depends on the group of interviewees, as the 2nd-year students

have not had that course yet.
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teach you similar to the way we expect you to teach one day? (For
example: are the classes interactive enough?)

12. Do you have any additional comments that you would like to share?
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COMMUNICATION APPREHENSION AMONG SENIOR ELEMENTARY
SCHOOL STUDENTS IN SERBIA

ABSTRACT: The primary aim of this research is to examine to what degree communication
apprehension is present among senior elementary school students and to investigate
whether levels of communication apprehension as reported by participants differ along
various external and internal factors. A total of 267 participants attending the fifth, sixth
and seventh grades of elementary school took part in the research. Communication
apprehension was investigated with an 8-item foreign language communication
apprehension scale and additional background questions concerning one internal and six
external factors. The findings suggest that communication apprehension exists among
elementary school students to a moderate degree and that there are statistically significant
differences in terms of gender, final grade in English, final average grade, attending private
lessons and a perceived importance of learning English.

Key words: communication apprehension, English language, elementary school, students,
private lessons, gender.

ANKSIOZNOST PRI USMENOM KOMUNICIRANJU KOD STARIJIH
UCENIKA OSNOVNIH SKOLA U SRBIJI

APSTRAKT: Ovo istrazivanje ima za cilj da ispita u kom je stepenu anksioznost pri
usmenom komuniciranju prisutna kod starijih ucenika osnovnih $kola, kao i da ustanovi da
li se nivoi anksioznosti pri usmenom komuniciranju razlikuju kad su u pitanju razliciti
eksterni i interni faktori. Ukupno 267 ucenika petog, Sestog i sedmog razreda osnovne Skole
ucestvovalo je u istrazivanju zasnovanom na upitniku koji sadrzi skalu anksioznosti pri
usmenom komuniciranju od osam pitanja i dodatnih pitanja koja se odnose na Sest eksternih
i jedan interni faktor. Rezultati upucuju na zakljucak da anksioznost pri usmenom
komuniciranju postoji kod starijih u¢enika u osnovnoj $koli u umerenom stepenu, kao i da
postoje statisticki znacCajne razlike kod faktora pola, zakljucne ocene iz engleskog,
konac¢nog proseka, Cinjenice da idu na privatne ¢asove ili ne, kao i uverenja da je ucenje
engleskog jezika bitno.

Kljucne reci: anksioznost pri usmenom komuniciranju, engleski jezik, osnovna $kola,
ucenici, privatni ¢asovi, pol.
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1. INTRODUCTION

The topic of anxiety among foreign language learners has been addressed
and examined in various contexts, on different respondents, in different situations
as well as by different methods by many researchers over the last fifty years (e.g.
see Horwitz, Horwitz and Cope 1986; Luo 2014; Maclntyre 1995; Mihaljevié¢
Djigunovi¢ 2002; Suzi¢ 2015; Young 1991; Woodrow 2006), who agree that
anxiety is a factor that greatly influences the behaviour and performance of
individuals in the foreign language classroom. However, Horwitz et al. determined
that communicating orally in a foreign language is the activity that causes the most
anxiety in students (Horwitz, Horwitz and Cope 1986: 132). This feeling, also
known as communication apprehension, can hinder the production of language and
is detrimental to the feeling of self-confidence, even when a person is very
confident in their overall knowledge. It is a pattern of anxiety which can
profoundly affect much or all of students’ oral communication, social skills and
self-esteem. Given that most research in this area has been conducted on adult
learners or older students (Horwitz, Horwitz and Cope 1986; Luo 2014,
McCroskey 1984; von Wérde 2003; Woodrow 2006), in this paper we intend to
investigate how children in senior grades of elementary school cope with
communication apprehension at a time when they also enter puberty, deal with peer
pressure, pressure from parents and teachers, and society in general, without having
developed mechanisms for dealing with communication apprehension that such
pressure can produce.

2. THEORETICAL BACKGROUND

Foreign language anxiety has been an area of interest of a large number of
psychologists and linguists for a long time because it can often be a traumatic
experience for foreign language students (Suzi¢ 2015: 47). According to Maclntyre
and Gardner (1994: 284), it is a state of tension and fear that is associated with the
process of foreign language acquisition which involves the development of all
language skills and many additional aspects of language such as vocabulary,
grammar and pronunciation. Lesse (1970) defines anxiety as a cognitive and
affective reaction characterized by fear of an impending, potentially negative
outcome that a person thinks is impossible to prevent. The person may or may not
be aware of the source of fear and whether the impending threat is real or
imaginary (Schlenker and Leary 1982: 642). Consequently, Eysenck (1979: 364)
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remarks that “worrying and other task-irrelevant cognitive activities associated
with anxiety always impair the quality of performance”.

Language anxiety is not only related to cognitive processes, it also affects
many other aspects of foreign language learning and use, so some researchers (e.g.
Crookall and Oxford 1991) believe that high language anxiety can cause problems
with self-confidence, self-esteem and willingness to take risks and thus prevents
successful language learning (von Wérde 2003: 1). In many cases students are not
even aware of language anxiety and sometimes they are unsure of their feelings,
but are still aware of the existence of a general feeling of discomfort (von Wérde
2003: 4). Therefore, it can be concluded that language anxiety is manifested
through four components, namely physical, behavioural, emotional and cognitive,
with the first two being the easiest to notice. Their recognition and identification is
crucial in facilitating the process of learning a foreign language for an anxious
student (Mihaljevi¢ Djigunovi¢ 2002: 18). The latter two, on the other hand, have a
detrimental effect on foreign language learning since negative emotional states
such as worry cause negative cognitive reactions like self-belittling thoughts or
task-irrelevant thoughts (Zeidner 1998) and together they directly impact the task
that students have before them. This in many instances is best seen in oral
communication in the foreign language, which requires the learner to do several
different things simultaneously — plan speech, construct a sentence in the foreign
language, remember the words needed for sentence construction, use adequate
grammar, pay attention to their interlocutor, their reactions and body language, all
the while being self-conscious about how others evaluate their speech in the
foreign language. Having in mind that all speakers have a cognitive ceiling which
defines how much they can process at a certain moment, the experience of
speaking in a foreign language can be quite overwhelming and often difficult to
cope with, leading to the negative affective state of anxiety.

For almost four decades researchers dealing with communication have
focused their attention on how a feeling of anxiety in communication, also known
as communication apprehension, affects overall behaviour in that situation. It is far
more than the initial stage fright frequently found in classrooms during various
speaking exercises, school assemblies, and drama productions. It can be defined as
an “individual’s level of fear or anxiety associated with either real or anticipated
communication with another person or persons” (McCroskey 1982: 137).
Communication apprehension, thus, most often occurs in three situations: when
using the mother tongue (L1), when using a foreign language (L2) and finally,
when using both languages. It has been confirmed that people who are usually
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talkative and unrestrained in the use of their mother tongue can become shy,
embarrassed or silent when they need to use a foreign language. Also, the opposite
situation is possible — someone can experience insecurity and inhibition when
using the mother tongue but feel completely relaxed when using a foreign language
because of the feeling that someone else is speaking through them. This
phenomenon can be compared to and explained through a situation in which
someone who stutters while speaking does not have that problem when singing or
acting (Horwitz, Horwitz and Cope 1986: 127).

Communication apprehension is also said to be situational rather than
pervasive in a child’s behaviour. “A tendency to be anxious when communicating
may be specific to only a few settings (e.g., public speaking) or may exist in most
everyday communication situations, or may even be part of a general anxiety trait
that arises in many facets of an individual’s life” (Friedman 1980: 6). Much
research has dealt with communication apprehension in terms of a personality trait,
but later the model of communication apprehension has expanded to include both
trait and situation views (McCroskey 1977).

Although the causes of communication apprehension cannot be precisely
determined or fully enumerated, what some authors (e.g. McCroskey 1977;
Wheeless 1971) believe is that they stem from the early childhood (McCroskey
1977: 85). Richmond and McCroskey (1998: 49-50) believe that the reason for this
type of anxiety lies in biological and environmental factors and that reward and
punishment, as well as imitation of parental communication, are of great
importance for the development of communication apprehension. Some of the
external factors that can also be the cause of communication apprehension are
gender, low self-esteem, motivation, attitudes, negative experiences, student
beliefs, class activities, etc.

There are three general theoretical assumptions which are the basis of most
studies about communication apprehension (McCroskey 1977). The first is that
people who experience a high level of communication apprehension will try to
avoid communication whenever possible, as well as withdraw from it. The second
is that, as a consequence of such avoidance or withdrawal and, thus, inaccessibility,
a person will experience negative consequences on their economic, academic,
political and social life. The third theoretical assumption is that a person with a
high level of communication apprehension, due to avoidance and withdrawal, will
be seen by the environment in a more negative context than a person who does not
exhibit such behaviour (McCroskey 1977: 85). These three theoretical assumptions
will in most cases manifest themselves in three ways: communication avoidance,
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withdrawal from communication and communication disruption (McCroskey 1977:
85; McCroskey and Richmond 1987: 149; Suzi¢ 2015: 42-43). The fourth way in
which communication apprehension can manifest itself is excessive
communication in which a person tries to cope with excessive anxiety and achieve
their communication goal in spite of that. People who communicate excessively in
stressful situations are described by others as poor interlocutors (Suzi¢ 2015: 43).

Therefore, difficulties in communicating in front of large groups or during
public speaking, as well as difficulties in receiving or understanding a spoken
message are all manifestations of communication apprehension. People who have
already experienced these problems are likely to feel much more anxious in a
foreign language class where they have almost no control over the communication
situation and where what they say is evaluated (Horwitz, Horwitz and Cope 1986:
127). Therefore, it is important to pay attention to how communication
apprehension reflects on the overall atmosphere and the individuals in the
classroom during a foreign language class and this is especially relevant when
teenagers are concerned because in this period of their life they develop a sense of
self, struggle with insecurities and feelings of being judged, and are overall
concerned with their public image.

3. RESEARCH METHODOLOGY

The main goal of this paper is to determine to what extent communication
apprehension is present among senior elementary school students and how it differs
along particular external and internal factors such as the students’ gender, their
final grade in English at the end of the first semester and at the end of the year,
their final average grade at the end of the year, whether they attend private classes
and their perceived importance of learning English as a foreign language. With this
in mind, we set the following hypotheses:

H1: Senior elementary school students experience a medium level of

communication apprehension.

H2: Boys are less anxious than girls.

H3: Students with higher final grades in English are less anxious.

H4: Students with higher final average grades are less anxious.

H5: Students who attend private lessons are less anxious.

H6: Students who have higher perception of the importance of English are

less anxious.

The instrument used for the purpose of this research comprises a five-point
Likert communication apprehension scale developed by Luo (2014: 108) and
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translated into Serbian by the author, which is preceded by a set of questions that
aim to yield data about the informants concerning external and internal factors
which may differ in terms of communication apprehension. In the paper the
obtained data are presented in frequency and percentage and the level of
communication apprehension in the classroom situation is determined with the
mean value and standard deviation. In addition, the interplay of internal and
external factors and the level of communication apprehension is tested with a t-test
and an analysis of variance (ANOVA).

As for the participants, a total of N=267 students attending the fifth, sixth
and seventh grades! of an elementary school in Serbia participated in the research
in May 2022 after their parents or legal guardians signed an informed consent
form. The research included students of both genders and different socio-economic
statuses. A total number of fifth grade students was N=104 (39.0%), of sixth grade
students was N=89 (33.3%), and of seventh grade students was N=74 (27.7%).
Regarding gender, there are N=125 (46.8%) boys and N=142 (53.2%) girls. When
it comes to the final average grade, N=3 (1.1%) respondents did not have the
passing grade (i.e. they were failing the school year), N=5 (1.9%) passed with
sufficient (2), N=15 (5.6%) with good (3), N=99 (37.1%) respondents passed with
very good (4), and finally, more than half of the students or N=145 (54.3%) ended
the school year with excellent (5). N=153 (57.3%) students never attended private
classes in English, while N=114 (42.7%) reported attending private classes outside
school. The internal factor which refers to the perceived importance and usefulness
of learning English as a foreign language in school was also examined and the
results show that N=14 students (5.2%) believe that it is not important to learn
English and do not see any benefit in that, while N=253 of them (94.8%) recognise
the importance of learning English.

4. RESULTS

The results of this research will be presented in two sections. The first will
show the levels of communication apprehension among the fifth, sixth and seventh
graders of elementary school in the classroom situation relying on descriptive
statistics of the scale. This is followed by the second section, which examines how

! Since the research was conducted in late May eighth grade students were
unavailable because they were preparing for their final exam.
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communication apprehension differs in terms of external and internal factors by
using several statistical tests (t-test, ANOVA, and Tukey’s post-hoc test).

4.1. Communication apprehension in the classroom situation

The analysis in this section is based on the data from the scale that
comprises eight statements related to communication apprehension in the
classroom situation, which the respondents ranked using a five-point Likert scale
(one question was negatively coded). By analysing the respondents’ answers, we
found that the mean value of the anxiety coefficient is M=20.07 (the anxiety
coefficient ranges from 8 to 40), with the standard deviation being SD=7.45. When
the value of standard deviation is added to and subtracted from the mean, it
provides a range for medium-level anxiety, which in this case is 13-27, which
means that all results below 13 indicate low anxiety and those above 27 indicate
high anxiety. With this in mind, low-level anxiety was found among N=46
(17.23%) respondents, N=170 (63.67%) respondents reported to be moderately
anxious, while N=51 (19.10%) of them were highly anxious, which confirms the
first hypothesis.

In order to determine which situations in the classroom contribute the most
to the occurrence of communication apprehension among the respondents, the
mean values and standard deviation for each of the situations from the
guestionnaire are presented below. If the five-point Likert scale used in this study
is divided by three (low, medium and high communication apprehension), we get
three ranges, where values 1-2.3 represent a low level of communication
apprehension, values 2.4-3.7 indicate a moderate presence, while values 3.8-5
represent a very noticeable presence of communication apprehension in a given
situation. Situations in which moderate or high anxiety was determined are marked
in bold letters (see Table 1).
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ztirszg?«?é disagree | neutral agree starlgrrwgely
Mean | SD
N (%) N (%) N (%) N (%) N (%)
1. I panic when |
e I N O I I S . N I PR PP
having time to 0 0 0 0 0
prepare an answer.
2. 1 am embarrassed
to volunteer in an
. . 173 37 28 15 14
English class to give (65%) (14%) (10%) (6%) (5%) 1.73 | 1.17
an answer to a
question.
3. | feel my heart
pounding when | 133 46 24 31 33 219 | 1.46
know | will be called | (50%) (17%) (9%) (12%) (12%) ' '
out in English class.
4. 1 get nervous and
confused when | 131 49 28 32 27 216 | 1.40
speak in English (49%) (18%) (10%) (12%) (10%) ' '
class.
5. ’m afraid that my
classmates will laugh| 149 27 19 22 50 294 | 161
when | speak in (56%) (10%) (7%) (8%) (19%) ' '
English.
6. | feel confident
. 110 54 33 37 33
when | speak English 0 0 0 0 0 236 | 1.44
during class. (41%) (20%) (12%) (14%) (12%)
7. 1 always have the
impression that
; 84 48 52 34 49
others in the class 0 0 0 0 0 2.69 | 1.49
speak English better (31%) (18%) (19%) (13%) (18%)
than | do.
8. When | speak
English in front of
17 15 27 50 158
the class, | am very 0 0 0 0 0 419 | 1.21
aware that | speak a (6%) (6%) (10%) (19%) (59%)
foreign language.

Table 1. Adapted scale for measuring communication apprehension in classroom situation

As can be seen Table 1, most respondents feel a slight presence of anxiety
in situations when they need to communicate in English in class. What is important
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to note here is that in situations 1, 7 and 8 the respondents report moderate or high
presence of communication apprehension, i.e. they feel anxious to a greater extent
when they need to speak in English without having previously prepared an answer,
they always have the impression that others in the class speak English better than
they do, and finally, they are very aware of the fact that they are communicating in
a foreign language before their classmates.

When it comes to fifth grade respondents, the situations in which they feel
the most anxious are situations 1 (M=2.70, SD=1.49), 5 (M=2.59, SD=1.71), 7
(M=2.86, SD=1,53) and 8 (M=4.19, SD=1.29). An interesting fact is that in the
fifth grade the average values for almost every statement are on the dividing line
between low and moderate anxiety, except for situation number 2 (M=1.84,
SD=1.26), in which students show no anxiety when they need to volunteer to give
an answer to a question.

The situation is somewhat different with sixth grade students. The
respondents feel most anxious in situations 1 (M=2.56, SD=1.41), 7 (M=2.55,
SD=1.45) and 8 (M=4.04, SD=1.17), that is, when they need to speak without prior
preparation, when they have the impression that others are better at speaking than
they are, and when they are aware that others evaluate them while speaking in a
foreign language. So, unlike fifth graders, sixth graders are not afraid that their
classmates will laugh at them while they speak, but they are also on the verge of
becoming moderately anxious regarding the confidence in their own speaking
skills.

When it comes to seventh grade students, they feel moderate anxiety in
situation 7 (M=2.59, SD=1.46), when they think others speak English better than
they do, and high anxiety in situation 8 (M=4.35, SD=1.13), when they are aware
that others judge them as they speak a foreign language.

Another significant fact is that the mean value of communication
apprehension in relation to the classes was the highest for the fifth grade (see Table
2).

Grade N Mean
5™ grade 104 21.48
6™ grade 89 19.84
7" grade 74 18.35
Total 267 20.07

Table 2. Mean value of the CA coefficient in relation to the class
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After the descriptive analysis of the communication apprehension scale, we are
going to focus on factors along which the degree of communication apprehension
may differ and see when these differences are statistically significant.

4.2. Communication apprehension in relation to external and internal factors

The difference between boys and girls in terms of the level of
communication apprehension was analysed in a t-test, which proved to be
statistically significant (t=-2.77, p=.006). The comparison of mean values
unequivocally shows that girls feel a higher degree of anxiety than boys, which
also confirms the second hypothesis.

In order to test the third hypothesis, we used ANOVA to find out if there
are any significant differences among students in terms of the grade in English at
the end of the first semester and at the end of the school year. When it comes to the
English grade in the first semester the differences among students are statistically
significant (F=29.986, p=.000). The data was further analysed by Tukey’s post-hoc
test and it was shown that those respondents who have grade 5 in English at the end
of the semester are more anxious than their peers with lower grades. In addition to
this, another statistically significant result is the one regarding the final grade in
English (F=32.981, p=.000), where further analysis with Tukey’s post-hoc test
again showed that students with the final grade 5 feel a higher degree of
communication apprehension in comparison to students with lower grades. This in
turn means that our third hypothesis is rejected because the students with the
highest grades in English are more anxious than their peers with lower grades.

Another ANOVA established that there are some significant differences
among students in terms of the final average grade when it comes to
communication apprehension (F=4.649, p=.001) and a further post-hoc analysis
confirmed that students with grade 4 at the end of the year experience
communication apprehension at a greater level than students whose final average
grade is 5, which means that our fourth hypothesis must be rejected.

Another statistically significant difference in the level of communication
apprehension established by a t-test refers to students who do or do not attend
private classes. Based on the obtained results (t=2.20, p=.028) and the comparison
of mean values, we can conclude that students who attend private English classes
are less anxious when communicating in the classroom situation (M=18.91,
SD=7.19) than students who do not attend private classes (M=20.93, SD=7.54),
which in turn confirms our fifth hypothesis.
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Finally, the difference in the level of communication apprehension
between students who perceive English as an important subject and those who do
not also proved to be statistically significant (t=2.46, p=.015). The results of a t-test
clearly show that respondents who consider it important and useful to learn English
in school have a lower level of communication apprehension (M=19.81, SD=7.33)
than students who do not attribute importance to learning a foreign language (M=
24.79, SD=8.36), which consequently confirms our sixth hypothesis.

5. DISCUSSION

The research based on Luo’s (2014) scale of communication apprehension
intended to determine the level of foreign language communication apprehension
among senior students in primary school. The results indicate that the majority of
students from the sample report moderate levels of communication apprehension,
which corresponds to the results obtained by Luo (2014) and Suzi¢ (2015). The
mean values of individual items from the questionnaire provide an insight into
which of the mentioned situations provoke communication apprehension the most.
Generally speaking, most of the respondents report feeling somewhat anxious
when they need to communicate in class without preparation and when they
compare themselves with other students, while the awareness that they speak in a
foreign language has the highest score in the questionnaire. Similar results were
obtained by Luo (2014: 108-109), in whose study the largest number of
respondents (45.2%) stated that they feel highly anxious when they need to give an
answer without preparation and that they think that others speak foreign language
better than them (44.7%), thus indicating respondents’ generally low self-
confidence. A certain percentage of respondents (35%) stated that they are aware
of speaking a foreign language in front of their classmates, which indicates that
they care about their peers’ opinion about them. The results of this research also
coincide with the results obtained by Horwitz et al. (1986), in whose research
almost half of the respondents (49%) reported feeling anxious when they need to
speak without prior preparation, while 28% said they are anxious in situation
number 8 (When I speak English in front of the class, | am very aware that | speak
a foreign language), which shows that anxious students feel significant tension
when they risk “revealing” themselves in front of others when speaking in a
foreign language (Horwitz, Horwitz and Cope 1986: 129). As for situation number
7, 31% of respondents think that others speak English better than themselves.
When it comes to the research conducted by Suzi¢ (2015: 113-115), also with
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elementary school students, the obtained results coincide with the results of this
research in situations 1 and 7.

After examining the communication apprehension levels in the classroom
situation, we looked into how communication apprehension differs in terms of
several external and internal factors. The first task of the research was to examine
whether communication apprehension differs among boys and girls in the sample
and it was concluded that females are statistically more anxious than males. Luo
(2014) reached the same results with her respondents, while Suzi¢ (2015) did not
notice any significant difference in communication apprehension level in regard to
gender. Generally, the higher level of anxiety among female participants has been
established in various studies and is explained by social factors and different
upbringing.

The next task of the research was to determine whether students with a
higher grade in English in the end of the first semester and the end of the year also
experience higher levels of communication apprehension. The analysis of the data
led to the conclusion that the respondents with grade 5 in English (at the end of the
first semester and at the end of the year) are the most anxious. This can be
explained by the presence of fear that grades achieved in the first semester will be
expected (by parents mostly) at the end of the year as well, making the pressure
higher. In this regard, Suzi¢ (2015: 128) said that students, especially younger
ones, are afraid that their wrong answer or unannounced test could affect their
success, which explains the fact that students with better grades have a tendency to
experience a higher level of communication apprehension.

Another research task was to determine how the end of the year grade
affects communication apprehension and the conclusion was that those respondents
with the average final grade of 4 are more anxious in communication than students
with grade 5. Such results may be explained by the desire of students to improve
their grades and achieve excellent results by the end of the school year, which
might increase the level of communication apprehension they experience due their
expectations and stress.

The next research task referred to investigating the differences in
communication apprehension between students who attend private classes and
those who do not. The results show that respondents who attend private English
classes experience a lower degree of communication apprehension in a classroom
situation. Given that Suzi¢ (2015: 123-124) came to the same results, it can be
argued with greater certainty that additional exposure to language reduces the
degree of anxiety in elementary school students and that an individualized
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approach gets better results, not just in terms of greater language competence, but
also in terms of lower anxiety.

The last point in this research examines the differences in communication
apprehension between students who perceive English as an important language and
those who do not. As expected, students who think that it is useful and important to
learn English a foreign language also feel less anxious than those who think that it
is irrelevant to learn a foreign language at school. Therefore, students with a
positive attitude towards the subject matter see the purpose in the effort they have
to invest, which coincides with progress and success in learning the target
language. What we can also see here is a possible connection with intrinsic
motivation to learn the foreign language, which has been confirmed by many
researchers (Dornyei 2001; Gardner 1985; Horwitz, Horwitz and Cope 1986;
Khodadady and Khajavy 2013; Macintyre and Gardner 1989), but this line of
research was not pursued in this paper.

6. CONCLUSION

The hypothesis that communication apprehension is present to a moderate
degree among senior elementary school students when communicating in English
as a foreign language was confirmed in a quantitative analysis of the customized
version of Luo’s (2014) foreign language communication apprehension scale. This
analysis was supplemented by the analysis of external factors related to gender,
grade in English at the end of the first semester and at the end of the year, the final
average grade and attending private lessons, while the internal factor in the analysis
referred to the students’ perceived importance of learning English as a foreign
language at school. These factors showed the presence of statistically significant
differences in each of the factors in terms of the degree of communication
apprehension. Important conclusions are that female students are more anxious
than male students, which implies that teachers should take into account the
emotional reactions of the female part of the class and try their best to empower
female students and raise their confidence. Also, the analysis showed that students
who attend private English classes experience a lower level of communication
apprehension, which means that a more individualized approach to foreign
language learning yields better results and lower anxiety. A solution for all students
in the state school system lies is extra-curricular activities which can be held in
English (drama club, reading club, movie club) and which would contribute to
increased exposure to the English language outside the classroom situation in a
relaxed atmosphere. Teachers could also additionally motivate students by
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assigning projects or research topics that interest them, with the purpose of praising
students’ effort in the classroom situation. In that way students might feel more
confident and relaxed in front of their classmates. Radi¢-Bojani¢ and Topalov
(2014: 40) also suggest the use of games to complement traditional teaching
methods and develop a positive attitude towards learning and using a foreign
language. This, among other things, lowers the affective filter and, therefore,
lowers the level of communication apprehension in classroom situation. In addition
to that, it is very important to work with authentic materials that imply creative, i.e.
natural use of language.

Considering that this paper relied on the quantitative approach to the
problem, one of the proposals for further research would be to confirm the obtained
results and supplement them with a qualitative approach through a direct
conversation with the respondents, i.e. interviews or direct observations of
classroom events (cf. Suzi¢ 2017). This would give an important insight into what
would be the most effective ways and techniques that students could apply in order
to reduce foreign language communication apprehension in the classroom situation,
thus making the process of learning the foreign language simpler, more fruitful and
more enjoyable.
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ANKSIOZNOST PRI USMENOM KOMUNICIRANJU KOD STARIJIH UCENIKA
OSNOVNIH SKOLA U SRBIJI

Sazetak

Ovo istrazivanje ima za cilj da ispita u kom je stepenu anksioznost pri usmenom
komuniciranju prisutna kod starijih u¢enika osnovnih $kola, kao i da ustanovi da li se nivoi
anksioznosti pri usmenom komuniciranju razlikuju u zavisnosti od razli¢itih eksternih i
internih faktora. Ukupno 267 uclenika petog, Sestog i sedmog razreda osnovne Skole
ucestvovalo je u istrazivanju zasnovanom na upitniku koji sadrzi skalu anksioznosti pri
usmenom komuniciranju od osam pitanja i dodatnih pitanja koja se odnose na Sest eksternih
i jedan interni faktor. Rezultati upucuju na zaklju¢ak da anksioznost pri usmenom
komuniciranju postoji kod starijih u¢enika u osnovnoj skoli u umerenom stepenu, kao i da
postoje statisticki znacajne razlike kod svih ispitivanih faktora. Utvrdeno je da su devojcice
anksioznije od decaka, §to je potvrdeno i ranijim istrazivanjima i objaSnjava se raznim
socijalnim faktorima prisutnima tokom vaspitanja koje se razlikuje kod devojcica i decaka.
Takode je utvrdeno da ucenici koji imaju zakljuCenu peticu iz engleskog prijavljuju visi
stepen anksioznosti, $to je verovatno uzrokovano pritiskom okoline da se odrzi visok
prosek i dobije odli¢na ocena iz stranog jezika. S druge strane, ucenici koji imaju vrlodobar
opsti prosek pokazuju statisticki znacajno viSu anksioznost, $to je posledica pritiska da
postignu Sto bolji uspeh, jer im se ocene od Sestog razreda nadalje racunaju za upis u
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srednju Skolu. S druge strane, ucenici koji idu na privatne casove engleskog jezika
pokazuju manju anksioznost, verovatno kao rezultat viSe kontakta sa stranim jezikom,
¢asova koji su individualizovani, i viSe pripreme koja im omogucéava da bolje utvrde svoje
znanje. Naposletku, ucenici koji izrazavaju uverenje da je ucenje engleskog jezika bitno
takode prijavljuju nizi stepen anksioznosti, $to ukazuje na vezu sa koli¢inom truda koji su
spremni da uloze da bi ucili engleski jezik. Na osnovu ovih rezultata mogu se formulisati
smernice koje bi pomogle nastavnicima da smanje anksioznost kod uéenika, a ticu se raznih
vannastavnih aktivnosti, opustenije atmosfere na Casu i usmerenosti ka ucenju, a ne ka
ocenama.

Kljucne reci: anksioznost pri usmenom komuniciranju, engleski jezik, osnovna $kola,
ucenici, privatni ¢asovi, pol.
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APPENDIX 1.

Upitnik

Ovaj upitnik ¢e biti iskori§¢en za istrazivanje u nau¢nom radu i anonimnog je karaktera.

Zaokruzi:

Pol: muski / zenski

Razred: 5/6/7

Opsti uspeh koji ¢u imati na kraju godine: nedovoljan / dovoljan /
odli¢an

Ocena iz engleskog jezika koju sam imao/la na polugodistu: 1/2/3/

dobar / vrlo dobar /

4/5

Ocena iz engleskog jezika koju ¢u imati na kraju godine: 1/2/3/4/5

Idem na privatne ¢asove engleskog jezika van $kole: da/ne
Mislim da je vazno i korisno u€iti strani jezik u Skoli: da/ne

Procitaj reCenice koje sadrze situacije date ispod, razmisli o njima i zaokruzi broj Koji

najvise odgovara tome kako se osecas u toj situaciji.

1 - Uopste se ne slazem
2 - Ne slazem se
3 - Svejedno mi je
4 - Slazem se
5 - Potpuno se slazem
Situacija
1. Uhvati me panika kada treba da pri¢am na ¢asu engleskog jezika, a
- . . 1(2|3|4]5
da prethodno nisam pripremio/-la odgovor.
2. Sramota me je da se sam/-a javim na ¢asu engleskog jezika da dam 11213lals
odgovor na neko pitanje.
3. Oseé¢am kako mi lupa srce kada znam da ¢u biti prozvan/-a na casu
S 1(2|3|4]5
engleskog jezika.
4. Postajem nervozan/-a i zbunjen/-a kada pri¢am na ¢asu engleskog 11213lals
jezika.
5. Plasim se da ¢e mi se drugi iz razreda smejati kada pricam na
L 1(2(3|4]5
engleskom jeziku.
6. Osec¢am se sigurnim/-om u sebe kada pri¢am na engleskom tokom 11213lals
Casa.
7. Uv_ek imam utisak da drugi u razredu pricaju engleski jezik bolje 11213lals
nego ja.
8. Kada pri¢am engleski pred razredom vrlo sam svestan/-na toga da 11213lals
pri¢am na stranom jeziku.
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EARLY LEARNING OF SPANISH AS A FOREIGN LANGUAGE IN
CROATIA: THE LEARNER PERSPECTIVE

ABSTRACT: Compulsory foreign language learning at the age of 6—7 followed by optional
learning of a second foreign language at the age of 10 was introduced in all Croatian
primary schools in 2003. Spanish, as the fifth foreign language learned in Croatia, has only
recently been offered as a second foreign language. The article presents results of
qualitative research conducted by means of a questionnaire with Croatian learners of
Spanish as a foreign language aged 9-15 (N=134) with the aim of examining their
motivation to learn Spanish and inquiring about their attitudes towards the learning
situation in the school context. The results suggest that participants exhibited a positive
initial motivational profile and positive attitudes towards the learning situation with some
differences between younger and older learners. Based on these research results, a wider
presence of Spanish as a second foreign language in primary schools across the country is
recommended.

Key words: attitudes, early learning of Spanish as a foreign language, Croatian learners,
motivation.

RANO UCENJE SPANSKOG KAO STRANOG JEZIKA U HRVATSKOJ:
PERSPEKTIVA UCENIKA

APSTRAKT: Obavezno ucenje stranog jezika u dobi od 6-7 godina uvedeno je 2023. u svim
hrvatskim osnovnim Skolama, praceno izbornim ucenjem drugog stranog jezika sa 10
godina. Spanski, kao peti strani jezik koji se uéi u Hrvatskoj, tek je nedavno ponuden kao
drugi strani jezik. U ¢lanku su prikazani rezultati kvalitativnog istrazivanja provedenog
putem upitnika s hrvatskim ucenicima $panskog kao stranog jezika od 9 do 15 godina
(N=134) s ciljem ispitivanja njihove motivacije za ucenjem Spanskog i njihovih stavova
prema situaciji ucenja u Skolskom kontekstu. Rezultati sugeriSu da su ucesnici pokazali
pozitivan pocetni motivacioni profil i pozitivne stavove prema situaciji u¢enja s odredenim
razlikama izmedu mladih i starijih ucenika. Na osnovu ovih rezultata istrazivanja,
preporucuje se Sire prisustvo Spanskog kao drugog stranog jezika u osnovnim Skolama
Sirom zemlje.
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Kljucne reci: stavovi, rano ucenje Spanskog kao stranog jezika, hrvatski ucenici, motivacija.

1. INTRODUCTION

Multilingualism and language competences have for a long time been
considered as being at the heart of the European idea since they play a key role in
citizens’ cross-cultural and cross-border understanding, learning, cooperation, and
mobility. In the majority of educational systems across Europe learners are
included in early foreign language learning programs. As far as the first foreign
language is concerned, the age of onset is usually between 6 and 8 years (in some
countries even earlier), while learners start learning a second foreign language in
late years of primary school or at the beginning of secondary education (European
Commission 2023). The concept of young learners® thus mostly refers to learners
until they complete their primary education, i.e. up to around the age of 15
(Mihaljevi¢ Djigunovi¢ & Nikolov 2019). However, while learning the first foreign
language is compulsory in most countries, the learning of two foreign languages
depends on the country’s language policy and is more of “an entitlement than an
obligation” (European Commission 2023: 21). English is a mandatory foreign
language in almost all European educational systems and thus most learnt by
primary and secondary school students. French and German are most frequently
chosen as the second foreign language, while in some countries Spanish is also
present mostly at the secondary (lower or upper) level of education (European
Commission 2023). The present paper presents the role and place of Spanish as a
second foreign language in Croatian primary schools and gives an insight into
young learners’ motivation to learn that language and into their attitudes towards
the learning situation in the school context.

2. EARLY FOREIGN LANGUAGE LEARNING IN CROATIA

Early foreign language (FL) learning in Croatia has a long tradition. FL
learning and teaching dates back to the first decades of the twentieth century and it
was often conditioned by a series of extra-linguistic factors, mostly of political and
social origin (Vilke 2019). The same applies to the place of individual FLs (the
first FL being compulsory and the second FL being optional) in school curricula,

! The term ‘very young learners’ is used in relation to pre-school FL learners
(Mihaljevi¢ Djigunovi¢ 2012).
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although, in general, the languages represented were English, French, German,
Italian and Russian. Pupils started learning FLs at the age of 10-11.

It is during the 1970s, when English was already a dominant FL, the first
attempts to investigate the potential of introducing FL learning at an earlier age
were made (Vilke 2015, 2019). The aim was to educate “competent bilingual
speakers throughout the country” (Vilke 2015: 17) who would effectively use the
knowledge of FLs (mostly English) in personal and professional life. Although the
results were quite promising and the data gave a valuable insight into the early FL
learning process, educational authorities unfortunately failed to provide the
required financial and other support.

A new attempt was made in 1991 (Vilke & Vrhovac 1993, 1995; Vrhovac
1999, 2001) when early learning of English, French and German was introduced in
the first grade (learners aged 6-7) of 12 primary schools in Zagreb, financed by the
Ministry of Education of the Republic of Croatia and educational authorities of the
city of Zagreb. Italian was also introduced on a different organizational basis and
the following year a number of schools in other larger urban areas joined the
project. The aim was to develop young learners’ communicative competence,
having in mind their language progress throughout the 12 years of the schooling
system. The FL was taught for five 45-minute periods a week in groups of up to 15
pupils by teachers who held a university degree and who acquired additional
teaching competence to work with young learners. The results suggested that
young learners, under favorable classroom conditions, could achieve admirable
language learning results. These conditions, among others, referred to smaller
groups, everyday exposure to the FL in school, age-appropriate classroom activities
and teaching materials, with an emphasis placed on pronunciation, fluency, and
motivating and competent teachers. The project is today referred to as the “Zagreb
school” of early FL learning (Vilke 2019).

As of 2003, the first FL has been a compulsory FL for all first graders
(Letica Krevelj 2019). It is taught for two 45-minute periods from the first to the
fourth grade, and for three 45-minute periods from the fifth to the eighth grade.
Teaching and learning are organized with whole classes, amounting up to 30
pupils. Pupils can opt for a second FL as of the fourth grade of primary school and
it is taught for two 45-minute periods until the end of primary school, i.e. the eighth
grade. As it is an optional subject, pupils can also opt to drop out after each grade.
According to the Croatian Bureau of Statistics (2023), most pupils (or their
parents) choose English as their first FL (almost 90%), followed by German (9%).
Italian, French, Hungarian, Slovakian, Czech, Russian and other languages are all
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chosen by 1% of pupils. Foreign language as an optional subject in the fourth grade
is chosen by 42% of pupils and in the majority of cases the second foreign
language is German (Letica Krevelj 2019).

3. LEARNING SPANISH IN CROATIAN PRIMARY SCHOOLS

As far as the early learning of Spanish in the Croatian context is concerned,
it has only recently been introduced as an optional subject and a second FL in a
limited number of classrooms in several large urban areas across the country.?
Spanish is the fifth most often learned FL in the Croatian educational system
(Kapovi¢ 2022). According to the Croatian Bureau of Statistics (2023), at the
beginning of the school year 2022/2023, a total of 395 pupils aged 9-14 studied it
as their second FL in primary school. The greatest number of pupils attended Grade
4 (28%) and the number of pupils in each subsequent year decreased (25% in
Grade 5; 21% in Grade 6; 14% in Grade 7 and 12% in Grade 8).

The Subject Curriculum for Spanish as a Foreign Language was adopted in
2020. It falls within the reform movements in the Croatian education system
marked by several policy documents, among other, the national Strategy for
Education, Science and Technology from 2014, the National Curriculum
Framework* from 2017, national curricula for particular educational levels and for
seven curricular areas (i.e. a language-communication area relevant in this case).
Overall, they enabled setting clearer learning goals and learning outcomes leading
to a holistic student development as well as changing the paradigm of the teaching
process within which teachers have a greater autonomy in choosing the content,
methods and teaching strategies. The policy documents were the basis for a

2 1t is present in four out of twenty-one Croatian counties: Dubrovnik-Neretva,
Primorje-Gorski Kotar, Split-Dalmatia and the City of Zagreb (Kapovi¢ 2022).

3 This could be explained in various ways, for example by the fact that an
increasing number of pupils is choosing Spanish as their second foreign language in Grade
4 but also by the fact that they can opt to drop out after each grade.

4 National Framework Curriculum (Nacionalni okvirni kurikulum) was adopted in
2011 and is considered as the first attempt to reform the Croatian education system so it
could respond to the demands of the knowledge-based society.
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Comprehensive Curriculum Reform?® (or the so-called “School for Life”) which has
been implemented since 20198,

The subject Curriculum for Spanish as a Foreign Language (2020) sets the
purpose and the goals of learning and teaching Spanish in Croatian schools, the
structure of the subject in the educational vertical, learning outcomes, descriptions
of learning outcome attainment levels, and covers other general learning, teaching
and assessment issues. Learning outcomes and descriptions of learning outcomes
attainment levels are determined for each year of learning and teaching.

The curriculum is based on the communicative approach, with the learner
being at the center of the teaching process. It is rooted in the principles of the
Common European Framework of Reference for Languages: Learning, teaching,
assessment — Companion volume (Council of Europe 2020) and the Curricular Plan
of the Cervantes Institute (Instituto Cervantes 2012). The aim is to develop
learners’ communicative competence, promote intercultural understanding and
prepare them for autonomous lifelong learning.

Communicative competence is developed within receptive and productive
language skills. Lexical and grammar progression is adapted to pupils’ cognitive
development. In the first years, Spanish is learned by means of imitation, playful
activities, repetition of linguistic patterns and interaction, first in the oral and then
in the written form. As of the age of 12, metalanguage is slowly introduced and
linguistic awareness promoted. Types of texts are also adapted to learners’ age and
interests and vary from short forms and dialogues to somewhat more complex
authentic texts, always depending on the learners’ experience, age and level of
linguistic knowledge. Linguistic structures are introduced in their communicative
context. Assessment is conceived as formative and summative and aimed at
evaluating learners’ performance within receptive and productive skills. At the end
of their primary school, pupils learning Spanish as a second foreign language are
expected to achieve Al+ level (for the first foreign language the expected level is
A2).

As far as learning material” is concerned, it is authored by Spanish authors,
based on the same abovementioned principles, and enables pupils to encounter and

S For a detailed overview: http://www.kurikulum.hr.

® Preceded by a pilot-project implemented in a limited number of schools and
grades in the school year 2018/2019 (Evaluation of the experimental programme “School
for Life” in the school year 2018/2019, 2019).
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discover the modern Hispanic world. Throughout the textbook, young learners are
accompanied by their peers, young reporters, originating from Spain and various
other Hispanic countries who find themselves in everyday communication
situations which provide a framework for developing learners’ communication and
intercultural competence. Learning material is rich in cultural content in the form
of semi-authentic and authentic input. It is also conceived in a way to enable the
development of metacognition and learning strategies. Many ludic elements are
present as well, including in the digital environment. Various individual and group
age-appropriate tasks, activities and projects promote creativity, interaction as well
as autonomous learning.

4. RESEARCHING MOTIVATION AND ATTITUDES OF YOUNG FL
LEARNERS

Motivation and attitudes of young learners towards FL learning and
teaching are learners’ affective characteristics that have been drawing attention of
various scholars for several decades. In general terms, motivation encompasses the
desire to learn the language, positive attitudes to learning it and the intensity or
effort invested in learning (Gardner 2010), while attitudes mostly refer to positive
or negative beliefs and opinions about a language (Gardner & Maclntyre 1993) or
the learning context (Mihaljevi¢ Djigunovi¢ 2015a, 2015b). Motivation is seen as a
“key learner variable” (Cohen & Dornyei 2002: 152) in all age groups. Since these
two constructs are closely interrelated, they are often researched together.

When motivation is studied in the FL classroom setting, according to
Dornyei (1994: 280) three levels should be taken into consideration: (a) the
language level (integrative and instrumental aspects of motivation or orientations
and motives of language learning which affect, for example, the choice of the
language to be learned), (b) the learner level (the personal dimension of language
learning) and c) the learning situation level (intrinsic and extrinsic motives
connected with the classroom environment).

" For learners aged 9-10 to 14-15 (Grade 4-Grade 8) the learning material
approved by the Croatian Ministry of Science and Education is the series Reporteros
Internacionales 1, 2 and 3, (VV.AA, Difusién).
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Although motivational research with young FL learners originates from
various models and theories proposed for older learners,® it revealed to be a
particular phenomenon with its own sources and characteristics. Hence, Mihaljevi¢
Djigunovi¢ and Nikolov (2019) proposed a research framework suitable for this
particular group of FL learners which takes into account the following domains: (i)
young learners’ three overlapping developmental stages: ages 6-8, ages 9-11 and
ages 12-14, which require different classroom activities, tasks and assessment
practices adapted to learners’ cognitive, emotional, and social characteristics; (ii)
the role of valued others, i.e., family members, teachers and peers, in FL learning
which takes place within the abovementioned stages, (iii) tasks and other classroom
events and their role in the teaching and learning process, and (iv) a wider
educational context in which FL learning takes place and its motivating power.

In the Croatian context, attitudes and motivation of young FL learners have
been examined in relation to English, French, German and Italian (Mihaljevi¢
Djigunovi¢ 2015a, 2015b; Vilke & Vrhovac 1993, 1995; Vrhovac 1999, 2019).
The findings suggested both similarities and differences among learners of
particular foreign languages were related to contexts, learning conditions, and other
variables (Mihaljevi¢ Djigunovi¢ 2015a, 2015b). As data on motivation and
attitudes of Croatian learners of Spanish as a foreign language are scarce, the
present study proposes to shed light on this topic.

5. MOTIVATION AND ATTITUDES OF CROATIAN YOUNG LEARNERS TO
LEARN SPANISH

5.1. Aim

The aim of this study was to examine Croatian young learners’ motivation
to learn Spanish as an optional subject and to inquire about their attitudes towards
the learning situation in the school context.

5.2. Participants

The study included 134 learners (80 girls and 54 boys) of Spanish as a FL
in Croatian primary schools in three large urban areas across the country. They

8 Two dichotomous ones are particularly influential: Gardner and Lambert’s
(1972) conceptualization of integrative and instrumental orientations and intrinsic and
extrinsic motivation types proposed by Deci and Ryan (1985).
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were between the ages of 9 and 15 (M=11.57; SD=1.45) and attended Grades 4 to
8. The highest number of pupils attended Grade 4 (29%), 22% were in Grade 5,
25% were in Grade 6, 9% in Grade 7 and 15% in Grade 8.

5.3. Data collection instrument and procedure

The instrument used was a questionnaire administered in the studies
conducted by Nikolov (1999) and Mihaljevi¢ Djigunovi¢ (2015a, 2015b) with
learners of English but adapted for Spanish language learning. It consisted of six
open questions in Croatian:

1. Why do you learn Spanish?

What are your first three favourite subjects?

What are the school subjects (if any) you dislike?

What do you enjoy doing the most in Spanish classes?
What do you dislike in Spanish classes?

If you were the teacher, what would you do differently?

The first question inquired about the reasons young learners think they
learn Spanish. The second and the third question were aimed at finding out about
the place of Spanish among other school subjects. In the fourth and the fifth
questions the participants were asked to name activities they liked or disliked in
their Spanish classes while the sixth question gave them the opportunity to provide
some suggestions about their Spanish classes.

In the demographic section, questions elicited information on the
participants’ gender, age, and grade in Spanish as a school subject.

The qualitative study was conducted in spring 2023. The participants filled
in the questionnaire in a paper and pencil format at school, during their regular
Spanish class, in about 15 minutes.

The data were transcribed, coded, categorised, and analysed. For the first
question on the reasons to learn Spanish, a coding system was developed based on
the themes emerging from the data and they were organized in three categories
reported in Nikolov (1999): classroom-related reasons, utilitarian reasons and
external reasons. For the fourth, the fifth and the sixth questions, themes were
organized into categories representing types of tasks and activities young learners
liked and disliked as well as critical opinions and suggestions they formulated. The
answers were independently coded by the investigator and a researcher in the field
of SLA. Inter-coder reliability was high (90%) and disagreements were resolved
through discussion.

o0 A wN
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5.4. Results and discussion
5.4.1. Reasons for learning Spanish

The first question addressed the issue of motivation to learn Spanish as a
second language and an optional subject in Croatian primary schools. The
responses were grouped into three categories: classroom-related reasons, utilitarian
reasons and external reasons (Nikolov 1999). The frequencies of learners’ 276
reasons distributed by their age (Mihaljevi¢ Djigunovi¢ & Nikolov 2019), i.e.
younger learners aged 9-11 attending Grades 4 and 5 and older learners aged 12—
15 attending Grades 6, 7 and 8 are shown in Table 1. Some learners mentioned
more than one reason to learn Spanish.

Younger learners Older learners
(aged 9-11) (aged 12-15) Total
N =69 N =65
Classroom-related 21 29 43
reasons
Utilitarian reasons 29 58 87
External reasons 6 2 8

Table 1. Croatian Young Learners’ Reasons to Learn Spanish

As far as younger learners are concerned, classroom-related reasons mostly
included two types: a) ‘it’s interesting’, ‘it’s fun’ or ‘it’s cool’ (12 answers in total)
and b) ‘I like it’ (6 answers). One learner learned Spanish because it was offered in
school, one just to see how it was to learn Spanish and another one because he
could not drop out. Utilitarian reasons ranged from general statements such as ‘for
the future’ (5 answers), through the feeling that ‘it is good to know several
languages’ (5 answers) to specific areas of use such as travel (5 answers),
communication (‘So I could talk to people who officially speak Spanish’) (7
answers) or career opportunities (7 answers), including as football players in la
Liga. The answers related to external motives included mostly the answer ‘parents
told me to learn Spanish’ (5 answers), while one learner is learning the language
because of his brother.

In relation to older learners, classroom-related reasons included the same
two types as with the younger ones: a) ‘it’s interesting’ and ‘it’s fun’ (10 answers
in total) and b) ‘I like it (9 answers). One learner learned Spanish because it was
offered in school, one because he got good grades and another one because it was
easy. Utilitarian reasons predominantly included the feeling that knowledge of
several languages is useful (‘To know the third language because most people
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speak their mother tongue and English’) (22 answers), although future educational
perspective (12 answers) as well as travel (11 answers) and communication
opportunities (11 answers) were present as well. Two older learners mentioned
career opportunities (‘So I could have a better chance to get a job’). External
reasons included the influence of parents with two learners who mentioned it.

Croatian young learners of Spanish as a second FL showed a positive
motivational outlook. Utilitarian reasons, i.e. instrumental motivation, were quite
prominent, followed by classroom-related reasons and, to a much lesser extent,
external reasons. This partially confirmed the findings of Nikolov (1999): young
learners projected in the future mentioning the situations in which the knowledge
of Spanish would be useful for them, they were quite enthusiastic about their
classroom setting which provided a good Spanish learning environment and
external reasons played a minor role in learners’ motivation. However, unlike the
study of Nikolov (1999), the teacher as the motivator was not explicitly mentioned
in any of the learners’ responses and the young learners might have intuitively
blended it with classroom-related reasons.

The comparison of younger and older learners has revealed more
similarities than differences. For both groups utilitarian reasons were predominant
although, as reported in Nikolov (1999), the age-related increase could be
observed. Both groups shared the feeling that knowing additional languages was
useful. They were also well aware of various areas where they could use Spanish,
i.e. communication, travel and education/job prospects. This is overall in line with
the findings on Croatian young learners of other FLs (Mihaljevi¢ Djigunovié¢
2015b), who were also aware of practical benefits of knowing a FL but some
variation among the languages appeared as well: learners of English, for example,
underlined communication and travel benefits more frequently than learners of
French and German, while more learners of French and German recognized
education and job opportunities than learners of English. In addition, in our study,
both groups seemed to appreciate their Spanish language classes, which has already
been reported as an important factor in early FL learning in other contexts (Nikolov
1999; Mihaljevi¢ Djigunovi¢ 2015a, 2015b; Mihaljevi¢ Djigunovi¢c & Nikolov
2019). External reasons, which in the present study mostly refer to the role of
parents as valued others, tended to decrease with age, which is in line with the
framework proposed by Mihaljevi¢ Djigunovi¢ and Nikolov (2019).
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5.4.2. Spanish among other school subjects

The second and the third questions from the questionnaire were aimed at
gaining a better understanding about the place of Spanish among other school
subjects. Young learners identified a variety of popular and unpopular subjects.
Spanish was never listed among the disliked ones. The data on how often Spanish
was rated among the three preferred subjects are shown in Diagram 1.

0 2 4 6 3 10 12
Spanishfirst 1
Spanish second 10
- ]
pmﬂlﬂmdw 1o
1 T | | |

‘ B Younger learners O Older learners I

Diagram 1. Number of Young Learners Choosing Spanish as First, Second or Third Most-
liked Subject

The data suggested that more than a third of learners (38% of younger ones
and 40% of older ones) listed Spanish among their three favourite subjects. The
majority of young learners placed it in the first place while the majority of older
ones chose the second place for Spanish. The findings indicated an overall positive
attitude towards Spanish as a school subject but some variation between younger
and older learners may be observed in the sense that the younger ones to a certain
extent liked Spanish as a school subject more than the older ones.

Other studies also reported on enthusiasm towards languages as school
subjects. In the Croatian context, Mihaljevi¢ Djigunovi¢ (2015b), for example,
reported that about one third of Croatian young learners of English or French
mentioned them as the most favourite subject while young learners of German did
it much less frequently. In addition, in that study the increase in positive attitudes
regarding English and French was also noticed over a two-year period. Age-related
changes, i.e. differences between younger and older learners in relation to how they
rate English among other school subjects, were also revealed by Nikolov in the
Hungarian context (1999).
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4.4.3. Attitudes towards Spanish classroom activities

In general, learners listed many more activities that they liked (109
answers) than that they disliked (56 answers).

Both age groups shared the same preferred activities. All learners were
particularly fond of games (51 answers) in the Spanish language classroom, which
included online games, quizzes and, above all, Kahoot (24 answers). Entertainment
in the Spanish language classroom was also important for both age groups: younger
learners just called it ‘having fun’ (7 answers) while older learners specified that
they liked ‘fun or creative learning methods’ (9 answers). Fifteen learners liked
communication and interaction activities in the classroom while thirteen of them
mentioned ‘learning new vocabulary’. The teacher as the favorite element of the
classroom was mentioned by six learners, other six learners liked everything in
their Spanish classes while two of them mentioned a relaxed and positive
atmosphere. Two learners reported that they did not like anything. Many learners
(42 answers) had no dislikes to report. Negative answers which appeared most
frequently were related to discipline (12 answers) and the teacher’s angry behavior
regarding it (9 answers). In addition, learners complained about having to copy or
write too much in their notebooks/textbooks (14 answers), tests (8 answers), the
textbook (5 answers) and grammar lessons (4 answers). Four more learners disliked
that Spanish classes were organised late in the afternoon, after regular school
hours.

Croatian young learners’ positive motivational outlook towards learning
Spanish as their second foreign language is reflected in their attitudes towards
classroom activities, regardless of their age group. In general, they showed
enthusiasm for ludic activities, especially in the digital environment, coupled with
communication and interaction tasks, with an emphasis on learning new
vocabulary. Young learners mostly complained about the discipline issues and the
teacher’s unpleasant behavior provoked by disobedient classmates, copying and
writing in their notebooks and tests. Five learners did not like their textbook.
Similar tendencies were reported by both Nikolov (1999) and Mihaljevi¢
Djigunovi¢ (2015b) in relation to other FLs. However, the shift towards playful
activities in the digital environment which were, understandably, not present in the
studies from 2000s, was quite prominent and requires further attention. The digital
world the young learners nowadays live in has a profound impact on them in
numerous ways so the educational system, including foreign language teaching,
needs to cater for young learners’ needs in this new reality.
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4.4.4. Young learners’ suggestions and criticism

As far as young learners’ suggestions are concerned, they proposed that
more games (21 answers), more visual input, i.e. videos, movies, series, (7
answers) and music (4 answers) could be present. These findings are particularly
important for teaching practice since they represent intrinsically motivating
activities for learners. Previous research showed that it is the type of activity which
seems to play a major role in young learners’ motivated behavior in the context of
early FL learning in the classroom (Nikolov 1999; Mihaljevi¢ Djigunovi¢ &
Nikolov 2019). In addition, they related their suggestions to the elements that they
disliked, for example better discipline (6 answers), less writing (3 answers) or new
textbooks (3 answers). Six learners wrote simply ‘I don’t know’. The demand for
stricter classroom norms was also reported by Nikolov (1999). And yet, many
learners did not have any suggestions that could bring change into their Spanish
language classes (36 answers).

6. CONCLUSION

Spanish is the fifth foreign language learned in the Croatian educational
system and has only recently been introduced as a second foreign language at the
primary school level. The subject curriculum, based on communicative language
learning and teaching principles, represents a good framework for teachers as it
enables the development of learners’ communicative competence, intercultural
understanding and autonomous learning. Age-appropriate textbooks authored by
Spanish authors and approved by the Croatian Ministry of Science and Education
are also conceived on the basis of the same principles.

Young learners exhibited a positive motivational profile regarding Spanish
language learning, with instrumental orientations and quite a clear vision of the
areas of possible future use of Spanish, i.e. communication, travel and
educational/job prospects. Above all, they shared the position that the knowledge
of several foreign languages was useful. An age-related increase could be observed
related to utilitarian reasons and an age-related decrease connected with external
reasons (i.e. the role of parents as valued others).

Classroom setting also revealed to be motivating for Croatian young
learners and these results are supported by their positive attitude towards Spanish
as a school subject. This is particularly important since insights from previous
studies underline the strong impact classroom tends to have on young learners’
motivation (Mihaljevi¢ Djigunovi¢ & Nikolov 2019). The comparison of the
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younger and the older group of learners within the cohort (up to 12 years and from
12 years onwards) revealed more similarities than differences. They all preferred
playful activities, especially in the digital environment, and those including
communication and interaction in Spanish. They expressed criticism about the
classroom discipline and they disliked copying and writing in their notebooks and
tests. Although some suggestions are provided for improving classroom learning,
more than a third of learners did not express any criticism about their Spanish
learning experience. They mostly advocated for a more frequent use of ludic
activities, as well as visual and auditive input.

Findings on Croatian young learners of Spanish are seen as the first step
towards understanding this group of pupils and there is still much to be learned
about their individual characteristics and the features of their learning environment,
their learning processes and their level of attainment in Spanish. In addition to
qualitative methodology, further research on this topic should also include mixed-
method studies, interviews and classroom observation sessions. However, the
present positive results could be an argument for introducing Spanish as a foreign
language on a larger scale in primary schools across the country.
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Sveuciliste u Zagrebu

RANO UCENIJE SPANSKOG KAO STRANOG JEZIKA U HRVATSKOJ:
PERSPEKTIVA UCENIKA

Sazetak

U svim hrvatskim osnovnim $kolama 2003. godine uvedeno je obavezno ucenje stranog
jezika u dobi od 6-7 godina, a zatim izborno ucenje drugog stranog jezika u dobi od 10
godina. Spanski, kao peti strani jezik koji se u¢i u Hrvatskoj, tek je nedavno uveden kao
drugi strani jezik u ograni¢enom broju Skola u velikim urbanim sredinama. Nastava se
zasniva na Predmetnom planu i programu za $panski kao strani jezik (2020) sa ciljem da se
kod ucenika razvije komunikativna kompetencija, promovise interkulturalno razumevanje i
da se pripreme za autonomno celozivotno uc¢enje. Nastavni materijal prilagoden uzrastu
Spanskih autora odobrilo je nadlezno Ministarstvo. U radu su prikazani rezultati
kvalitativnog istrazivanja sprovedenog sa 134 ucenika $panskog kao stranog jezika iz tri
osnovne Skole. Ucenici pokazuju pozitivan motivacioni profil u pogledu ucenja Spanskog
jezika sa odredenim razlikama izmedu mladih i starijih ucenika. Njihova instrumentalna
orijentacija i jasna vizija oblasti moguc¢e buduée upotrebe S$panskog jezika, odnosno
komunikacije, putovanja i moguénosti obrazovanja i zaposlenja, prilino su istaknuti.
Okruzenje u ucionici za njih je motiviraju¢e i imaju pozitivne stavove prema situaciji
ucenja. Preferiraju igre, posebno u digitalnom okruZenju, i aktivnosti koje ukljucuju
komunikaciju i interakciju na Spanskom. Izrazavaju kritike na racun discipline u ucionici i
ne vole da prepisuju i piSu u sveske, kao ni testove. lako su dali neke predloge za
poboljsanje ucenja, vise od tre¢ine ucenika nisu imali kritike o svom iskustvu ucenja
Spanskog jezika. Uglavnom se zalazu za c¢eS¢u upotrebu ludickih aktivnosti, vizuelnog i
auditivnog inputa. Na osnovu ovih rezultata istrazivanja, preporucuje se §ire prisustvo
Spanskog kao drugog stranog jezika u osnovnim $kolama Sirom zemlje.

Kljucne reci: stavovi, rano ucenje Spanskog kao stranog jezika, hrvatski ucenici, motivacija.
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YBEPEIA U CTABOBU POAUTEJBA ITPEJIIKOJICKE JEIE O
PAHOM YUYEBY ®PAHIYCKOI' KAO CTPAHOTI' JE3UKA

AIICTPAKT: lub oBOr paja jecTe da MpHKaXKe YBEpEeHa U CTABOBE POJIMTEshA JCIC
MPE/INIKOJICKOT y3pacTa MpeMa paHoM y4ewy (paHIyCKOT Kao CTpaHOI je3uka, Kao U
npemMa y4yemwy CTpaHuX je3uka yomiTe. McTpaxuBame je CIpoBeIeHO TOKOM arpuia U Maja
2019. rogune y ®pannyckoMm uHcTHTYTYy Yy beorpamy m HoBom Cany um y memy je
ydecTBoBaO 59 wucnuraHWka. 3a o0paay IojaTaka MNPUKYIJBEHUX ITyTEeM YHHTHHKA
KOMOMHOBAaHOT THIIa NPUMEHCHA jeé KOMOWHAIMja KBAJUTATHBHUX WM KBAaHTHUTATHBHUX
nocrynaka. PesynraTu ncTpakuBama Cy IOKazand Ja BehwHa poanTesba MMa MO3UTHBAH
CTaB IIpeMa pPaHOM YUelhYy CTPaHHX je3WKa U Jia MO3UTUBHO NPOLCHYje pa3InunTe acIeKTe
HaCTaBHOT IIpoIieca M KBAINTET HacTaBe. PoanTesbn cxBarajy 3Hauaj yuerma CTpaHOT je3nKa
Ha PaHOM Y3pacTy W NPENo3Hajy Ba)KHOCT WUIPE M JYAOAWAAKTHUKUX AKTHBHOCTH KOje
MOJCTUYY y4Y€HHKE Ja aKTHBHO YYeCTBYjy Y HACTaBM M Jia yde je3uk Oe3 Hamopa W Ha
3a0aBaH HA4MH.

Kwyune pewu: cTpaHu je3wk, (QpaHIyCKHM Kao CTpaHHW jE€3WK, paHW y3pacT, yBepema H
CTaBOBH POJIUTEIHA, HE(POPMAITHO je3NUKO 0Opa3oBambe.

BELIEFS AND ATTITUDES OF PARENTS OF PRESCHOOL CHILDREN
ON EARLY LEARNING OF FRENCH AS A FOREIGN LANGUAGE

ABSTRACT: The aim of this paper is to present the beliefs and attitudes of parents of
preschool children towards the early learning of French as a foreign language, as well as
towards the learning of foreign languages in general. The research was conducted during
April and May 2019, at the French Institute in Belgrade and in Novi Sad. The sample
included 59 parents of preschool children. A combination of qualitative and quantitative
procedures was used for processing the data collected through a combined questionnaire.
The results of the research have shown that most parents have a positive attitude towards
early learning of foreign languages and they gave a positive evaluation of various aspects of
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the teaching process and the quality of teaching. Parents recognize the importance of
learning a foreign language at an early age, as well as the important role games and fun
activities play in motivating children to actively participate in the learning process and to
acquire a language in a fun and effortless manner.

Key words: foreign language, French as a foreign language, early age, parents’ beliefs and
attitudes, non-formal language education.

1. VBOJI

[lo3HaBame CTpaHHMX je3uka MOXKE 3HA4ajHO Jaa JonpuHece MehycoOHOM
pasymeBamy ¥ KOMyHHKAIMjU U3Mely MpHUnagHuKa pa3IniuTHX HAIIHOHAIHOCTH U
KyJITypa W cMaTpa ce HEONXOJHHM 32 ITOCTH3ale OOpa30BHOT M MOCIOBHOT
ycrexa, Te ce CBE BHIIE ITOJICTHYE BUXOBO YU€He OJ paHoT y3pacta. PaHo ydeme
CTpaHWX je3WKa TpeACTaBlba jeAaH ONx Haj0OJPMX HaYMHA OCTBApUBama
BUIIICj€3UTHOCTH K0jOj ce TeXH y caBpeMeHoj EBpornu u cBerty. ,,To je pasnor mro
Cy MHOTE 3eMJb€ YUHHUIIC BEJMKH HATIOp J]a IIPOMOBHIITY BHIIE]e3UNYHOCT yBoAchH
HacTaBy/y4eHe CTPaHUX je3uKa y MpBe TOAMHE OCHOBHOT 00pa3oBama, 1a 4ak u Ha
npenmkosicku HuBo” (Vujovié 2011: 393).! Tennenmmja ma ce paHuje moune ca
YUYCHEM CTPAHOT je3WKa OYHIJIe/HA je Y BehnHM eBpOICKHX 3eMasba, a Ha HHBOY
EBporicke yHuje 6poj y4eHUKa KOjU yue CTpaHH je3UK Ha PAHOIIKOJICKOM Y3pacTy
je y korcrantHoM nopacty (Baidak, Balcon & Motiejunaite 2017: 2).

PonmuTessn nmajy BeoMa 3HauajHy YIIOTY Y MPOIECY PAHOT yuerha CTPaHUX
je3rKa, HapOYMTO Kaja ce pagu O JOHOUICHY OJNyKe aa U he HBHXOBO JeTe
3aM0YETH YUEHhe CTPAHOT je3MKa M Ha KOM y3pacTy, Kao W Koju he je3uk yumtu.?
Poautesbu, Takohe, Mory jJa wuMajy H3Y3€THO 3HauyajHy YIJIOTY Y pa3Bojy
NO3UTHBHOI CTaBa Jielle MpeMa CTPaHHM je3WIMMa, IITO MOXKE Ja YTHYe W Ha

BUXOBa NOCTUrHyha y OKBHPY HacTaBe CTpaHHX je3uKa Ha paHoM y3pacty (Griva
& Chouvarda 2012: 2).

! Murarme BUILEje3MIHOCTH HA PAHOM y3pacTy Hokpenyo je Caser Espore, npu
YyeMy ce MOj BHIIEje3uuHOIINy MoApa3yMeBa MO3HaBalke HajMambe 1B CTpaHa je3uka, y3
MaTepmH jesuk (Suvakovié 2015: 39). O BuIIeje3MYHOCTH BHUINE BUAETH Y 3ajednuuxom
egponckom pepepenmmuom oxeupy 3a xuee jezuxe (Conseil de I’Europe 2001: 129).

2 TlojeiMHM ayTOpH HCTUYY Ja j€ TIPMTUCAK OJl CTPaHE POJAHMTEIBA Yy OjpeleHoj
MepH IIOMOTa0 LIMpelky U OpkeM yBohemy npBOTr cTpaHor je3nka (Hajuemihe eHrIeckor) y
mkoicku cuctem (Edelenbos, Johnstone & Kubanek 2006: 23). Haume, neBemeceTux
rogrHa XX BeKa POAUTESbM Cy 3aXTEBAIM OJ NPEIIIKOJCKHX IPKaBHUX YCTAaHOBA Ja Y
CBOjy TIOHYZy yBpCTe W dacoBe cTpanux jesnka (Edelenbos, Johnstone & Kubanek 2006:
23).
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Bynyhu na je Ha HammM mpocTopuMa CHpOBEIEH BeoMa Mand Opoj
UCTpaXWBakha KOja Ce THUYy 3HAYaja CTABOBA POJMTEIhA NPEMa PAHOM YUCHY
CTpaHMX je3uKa, M TO, YIJIABHOM y KOHTEKCTY (hopMaHOr oOpasoBama’ (pu 4eMy je
npuMeheH HeJ0CTAaTaK OBUX MCTPAKHMBAE-A y BE3M Ca (PPAHIyCKUM j€3UKOM*) y OBOM
pajy UCIIHTYjeMO YBEepeHha U CTABOBE POJIMTEIhA JICIE MPEIIIIKOICKOT y3pacTa mpeMa
paHOM y4emy (HpaHITyCKOT Kao CTPaHOT je3UKa.

2. TEOPMJCKU OKBUP

VYueme 1 HaCTaBa CTPAHMX je3UKa Ha PAHOM y3pacTy IPECTaBIbajy aKTyeIHy
Y W3y3€THO 3HaYajHy TeMy O KOjOj pacIpaBibajy CTPYUHAId U3 Pa3InIuTHX 00IaCTH
(MeTo/MKa HACcTaBe CTPAHWX jE3WKa, JIMHTBUCTHKA, IICUXOJIOTH]a U MIENaroruja), am u
pomuTesbl W 4HMTaBa jaBHOCT. Vmajyhm y BHIy 4YMICHHIly Ja YCBajame je3uka
IpE/CTaBba HECBECHM IPOIEC KOjU KapaKTepHIe y3pacT ox pohema 10 Jecere
rofuHe, OWJIO J1a je Y MUTalky MaTepmH WK CTpaHu je3uk, KpemieH cmatpa na je
JKUBOTHA JI00 Ipecy/Ha 3a ycBajame jesuka (Krashen 1981: 19-39). Hcto cxBarame
3actyna 1 CKOBelI, ipeMa KOjeM Ce je3HK HajO0oJhe YUH Y TIEPHOy PaHOT JIETHI-CTBA, a
HAaKOH JIBaHAeCTe TOJMHE CyouyaBamMo ce ca ofpeljeHMM Temkohama Be3aHUM 3a
crniocoOHOoCTH yuewma HoBor jesuka (Scovel 1988: 2, naBeneHo y: Mihaljevic
Djigunovi¢ 2013: 474). Kako waBogum Cunmh, crpyumany u3  o0iacTu
TICUXOJIMHTBUCTHKE M HEYPOJIMHIBUCTUKE CMATpajy Jia je HajooJbe Jia Jiena 3arnovyHy
yU€em€e CTPaHUX je3KKa ITo panuje, Beh npe mecre romune (Sili¢ 2007b: 68).° Hanwme,
Ha TOM y3pacTy Jela MMajy CIIOCOOHOCT OIOHallama HchpaBHOr u3roopa (Silic
2007a: 40), mTo MOXE 3HAYAJHO Ja JONPUHECE OOJBEM YCBAjamby CTPAHOT je3UKa’.
Cmmuno craHoBuiuTe 3actyna u Ammap (2010), koju ucTHye Aa je HajIOroJHUjH
MIEpPHOJ 32 YUCHE CTPaHOT je3uka y3pacT m3Mel)y detwpu um cenam romuHa. [Ipema
ToMe, Ono OM 1oOpo Ja AeTe CTYNH y KOHTAKT ca CTPaHUM je3MKOM HajKacHHje Ha

3 Tlpernen ucTpakuBama KOja Ce OJHOCE Ha OBy NpobiemaTuky Ouhe mar y
TEOPHjCKOM OKBHUPY paja.

4 TIpo6neMaTHKOM BE3aHOM 3a PAaHO yueme (DPAHIYCKOT, Ka0 M APYTHX CTPAaHUX
jesuka, y Cpouju 6aBuia ce Jb. Bypuh (2013, 2014; Puri¢ 2019, ntn.). MehytuM, y cBojum
UCTpaXHBambHUMa, ayTopka Hajuenthe naxmy mnocseliyje je3snykoj 00pa30BHO] IMOJUTUIM HA
OCHOBHOIIIKOJICKOM HHUBOY, JaKJIe y KOHTEKCTy (opMaiHOr oOpa3zoBama M He 0aBu ce
aHAJIM30M CTaBOBA POJUTEIhA PEMA YUCHY je3HKa.

>V tom cmucny, Iopwe u Ipy uctuuy jga 6pojHM THJIOT-TIPOjEKTH MPEITAKY
paHoO y4eme cTpaHuX je3uka Beh Ha y3pacty on tpu rogune (Porcher, Groux 2003: 29).

® Tlopen ycBajama mOOpOr H3roBOpa CTPAHOT je3WKa, OHA OOJbE pasyMejy H
COTICTBEHH jE3HK, jep MOCTajy CBECHa KOHIEeTTa je3uka kao ¢penomena (Prebeg-Vilke 1991).
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NPE/IIKOICKOM y3pacTy. CKopo cBM yueHHIM y EBpomu 3amounmby ydeme CTpaHor
jesuKka, Hajuemhe eHryieckor, Ha y3pacTy mmMely mrect u aecet romuna (Alpar 2010:
176).

Wako poauTessy HUCY TUPEKTHH YYECHHIM TPOLEca yUerha CTPAHOT je3HKa,
bHXOBA yBEpPEHa M CTABOBH, Ka0 M FHHXOBO TO3HABAIKE CTPAHMX je3UKa, MOTY Ja
MMajy BEIWKH yTHIA] Ha Pa3BOj MO3UTHBHOI CTaBa Jelle MpeMa HACTaBH M yUeHy
CTpaHOT je3WKa W HHXOBE MOTHBAIMje 3a y4ewe o Hajpanuje modu (Erk, Borovac,
Brezeti¢ 2022: 606). Kako uctrue Marora, ,,I0c€OHO Y paHOM y3pacTy HMpUMapHa
CpenrHa y KOjoj JeTe opacTa MMa IpecyIaH 3Ha4aj Ha 00IMKOBAhE IETETOBE CBECTH
0 ToMe, Kao ¥ Jasbi pa3eoj” (Mazzotta 2001: 98, HaBeneHo y: Suvakovi¢ 2015: 64).
[Mocroju, makne, AUpeKTHa TOBe3aHOCT M3Mel)y yBepema M CTaBOBa POIUTEIhA H
CTaBOBa YUCHHKA. YKOJIMKO POIHUTEIHH BEPY]y Ja je paHO y4eHe CTPaHUX je3uka
Ba)KHO M KOPHUCHO, U Jieria hie pa3BUTH NMO3UTHBAH CTaB MPeMa YUY CTPaHHX je3rKa U
camuM TUM he muxoBa MoTuBanuja outu Beha (Bartram 2006: 213). Takohe, crenen
3HaFa CTPAHOT je3WKa POAWTEIha MOXKE [la MMa BEIUKH YTHIQ] HA yUYEeHe je3WKa.
Hajuemihe poauressn koju nmajy Behn HUMBO je3WUKnMX KOMIETEHIMja uMajy U Behu
YTHIIaj HA M3rPaIiby MO3UTHBHUX CTaBOBA CBOjE JIeLe TIPEMa yCBajarby M YUCHY je3HKa
(Bartram 2006: 219). C npyre ctpaHe, poJuTe/bi KOjU NMajy HEraTuBaH CTaB Mpema
yueHy CTPaHHUX je3uKa Hajuelhe He Jajy MOAPIIKY CBOjOj JCLHU y MPOIECY yuera,
IITO HETATUBHO YTHYE Ha CTABOBE JIEIIE O YUeHY CTpaHor jesnka (Bartram 2006: 220).
Heku pomuressu cMarpajy Aa cy Jelia KOTHUTHBHO He3peria 3a y4ermhe CTPaHOT je3hKa
Ha PAHOM Y3pacTy M Ja TaKBO YUCH-¢ MOXKE YTHIIATH M Ha YCBajarbe MaTePHEr je3nKa
(Griva & Chouvarda 2012: 11).

Kao mrto cmo Beh momenynu, Beoma Maiu Opoj uctpakuBama y CpOuju u
3eMJbaMa pPErMoHa HCIMTYje 3Hayaj CTaBOBAa POJHMTEIba HA PAHO YYEHE CTPaHHX
jesuka. McrpakuBame XK. Kuexxepuh u A. llenjyr ['ony0, cipoBesieHO Ha TepUTOPHjU
XpBarcke, MOKa3alo je Aa POAWTESbM YUCHMKAa HIKHX paspela OCHOBHE IIKOJIE
TeHEPATHO MMajy IO3UTHBAaH CTaB IpeMa y4elwy CTpaHHX je3HKa, MPU YeMy Cy
POIUTEIBY Ca BUIIMM CTENIEHOM 00pa30Bamha UMajlH MMO3UTUBHUJH CTaB O POJHTEIha
ca HIKHMM cTerneHoM oOpasoBama (KneZevié, Senjug Golub 2015: 164). C npyre
CTpaHe, yBepera M CTAaBOBH POJMTEIhA O 3HAYajy ofpel)eHMX CTpaHWX je3uKa 3a
OynyhHOCT BUXOBE Jielle HUCY OWK y CKiaay ca NperycliOBUMa HYKHHM 3a Pa3Boj
pumejesuanoctn (Knezevié, Senjug Golub 2015: 164). Y 1pyroM HCTpakuBamy,
nocBeheHOM pPaHOM Y4YeHy CHIVIECKOI je3WKa M3 MEpCIeKTHBE POAUTEshA JIele
NPE/IIKOICKOI U OCHOBHOILIKOJICKOT Y3pacTa, CIpPOBEICHOM Takohe y XpBarckoj,
POAUTE/bU Cy CE M3jaCHIIM JIa j€ PaHO YUYEH-E SHIVIECKOI je3MKa KOPHUCHO U 3a0aBHO,
Jla PaHUjH IOYETaK y4era BOAM JYrOpodHO OOJBMM pe3ydTaTiMa M Jia JOUPHHOCH
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pa3Bojy Oosber ogHoca mpema apyrum Kyirypama (Erk, Borovac, Brezeti¢ 2022: 610).
M3pa3nTo MO3UTHBAH CTaB MpeMa PaHOM y4eHy EHIVIECKOT je3rKa 3abelexeH je y
MopoUIlaMa y KOjUMa ce MajKe CIIy)KEe THM je3UKOM Ha cBoM paiaaoMm mecty (Erk,
Borovac, Brezeti¢ 2022: 612). 3arnMIbHBa je YnIbEeHAIIA 12 BehWHa NCIUTaHWKA YHja
Cy Jiella y4uia CHIJIECKH je3WK y BpTuhy cMarpa Ja FHXOBO JIeTe BHIIE BOJH
(dopmaiHo yuerme o He)OpMaJTHOT WITH MaK TO HCKYCTBO CMaTpa jeIHAKUM OHOM Koje
My je nperxonmio (Erk, Borovac, Brezeti¢ 2022: 613).

HctpaxkuBamba O CTaBOBUMA pOAMTE/ha NpeMa y4yely CTpaHMX je3uKa Ha
PaHOM y3pacTy y Hauioj 3emMibu pamuie cy Lllysakosuh (Suvakovié 2015) u IaoB n
bpxipaa (2019). YV cBojoj moxropckoj amceptanuju, lllyBakoBwh je ucmuThBana
CTAaBOBE POJMTE/ha yYCHHKA HWKUX pa3pelia OCHOBHE INKOJIE MPEMa PaHOM YUeHy
UTJIHMjaHCKOT KAa0 IPYTOr CTPAHOT je3WKa W JOLUIA J0 3aKJbydka Jla M3paKeH CTaB
poauTesba TpeMa yCBajarby MTAMjaHCKOT Kao JPYror CTPaHOI je3uKa MMa 3HauajaH
yrunaj Ha nocrurayha yuenmka (Suvakovié 2015: 168). PesynraTu HcTpakuBama
[TaBnoB u bpkspay, mocBeheHOr cTaBOBMMA poIuTEsha JEHE MPEIIKOICKOT y3pacTa
npeMa yuely CTpaHWX je3uKa, IOKa3aid Ccy Ja Hajehn Opoj MCIHTaHWKa cMatpa Ja
Jera Tpeba J1a MOYHy Ja yde CTpaHH je3WK Ha y3pacTy m3Mel)y mer m cemam romuna
(ITaBnoe, bpxibau 2019: 86), kao u 1a Ou ydeme CTpaHor je3rka Tpedao 1a Oyse 1eo
obaBe3Hor mporpama y mnpemmikoickoj ycranopu (ITaenos, Bpkibau 2019: 90).
Popnuresbu, yriiaBHOM, IOJICTHYY CBOjY JEIy Jia yde CTPaHH je3UK KOjU X HHTepecyje
WITH TIaK CTPAHM je3WK 3a KOjU OHM cMaTpajy na he nerety OuTtu KopucTaH y Oyayhem
sxuBoty (I1aBnoB, bpkibad 2019: 90).

3. METO1OJIOT'NJA UCTPAXKVBABA
3.1. Koumexcm ucmpaicusarba

HctpakuBame 4nju Cy pe3ylTaTy IpeACTaBbeHH Y OBOM Pajly CIIPOBEACHO je
y anpuiny 1 Majy 2019. ronune y @paniyckoM HHCTUTYTY Y beorpany u HoBom Cany.
VY 00a je3nuka meHTpa Jeta nMajy MoryhHocT z1a noxahajy 4acoBe (paHIlyCKOT je3uKa
Beh Ha y3pacty ox Tpu roguHe. YacoBu ce oapykaBajy Ba ITyTa HEJEJbHO Y Tpajarby O
caT BpeMeHa y rpylnama oJ IeT 10 ocaM ydeHHka. L[ib HacraBe je ma ce nena
YIIO3Hajy ca jE3MKOM KpOo3 Urpe, mecme u npude. YacoBu ce cactoje oXl pasiHuuTHX
3a0aBHHX M KPEATUBHHUX aKTUBHOCTH, T€ Jiella UMajy NPUWIHKY J]a CaBllaJjaBajy OCHOBE
(paHIyCKOT je3uKa Kpo3 yueHe eJIeMeHara je3nka KOoji Cy lbuMa OJHMCKH, OTHOCHO Ja
Hayde na Opoje Wi 1ma ycBoje (oHI peun y Be3um ca oxpeheHom Temom (0oje,
’KUBOTHIbE, IPEIMETH Y KyhH, TIOpo/IvIIa, AEJIOBH TeMa U CIL.).
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Nmajyhu y Buny 4nmeHHILy Jia je 0BO MCTPaKHBAE CIIPOBENICHO Y KOHTEKCTY
HepOpMaTHOT je3UYKOr 00pa3oBama, Ja POAWTEIHH BOJBHO YIyhyjy CBOjy Hemy y
NPETXOJHO HABEICHE aKTHMBHOCTH U Jla y TO YNy 3Ha4ajHe BPEMEHCKE, HOBUYAHE U
Jpyre pecypce, CacBUM je OYeKHBAHO Jia he poauTesbW MMATH ITO3UTHBHE CTaBOBE
npeMa y4emy (paHIlyCKOr je3UKa Ha PAaHOM y3pacTy.

3.2. uwb ucmpasicusarsa u xunomese

[lnsb oBOT HMCTpaXKMBama jecTe Jia carjieZla CTaBOBE M MHUIIJbEHa POAUTEIhA
JIe11e MPeJIIIKOJICKOT y3pacTa O 3Ha4ajy paHor yuera (paHITyCKOT Kao CTPAHOT je3nKa
y OKBHpPY HedopMaHOT 00pa3oBama W Ja yKaKe Ha TO3UTHBHE e(eKTe ydyema
CTPaHOT je3WKa Ha PaHOM y3pacTy. Y CKIIay ca MOCTaBJFEHHM IJBEM HUCTPAKUBAIHA,
neduHrcanu ¢y ciieiehin HCTpaKMBAYKK 3 IALH:
— YTBPIWTH pa3iiore 300T KOjUX POAUTEIbU OITYUy]y Ja FhHX0Ba Jela
3aMoYHy y4ere (PPaHITyCKOT je3rKa Ha paHOM Y3PacTy;

— HCIIUTaTH OYEKUBAKa POJUTEIbA O] YaCOBA (PPAHIYCKOT jE€3UKa HA PAHOM
yspacry,

— YTBPAWTH Y KOjOj MEPH CY POANTEIHH 33JI0BOJHHU MOCTOjehinM yacoBuma
(hpaHIlyCKOT je3uKa;

— WCIHUTATH MUILbEHE POIUTE/hA O METOIaMa M TEXHUKaMa pajia Koje ce
KOPHCTE Ha 4acoBUMa ()PaHITyCKOT je31Ka Ha PaHOM Y3pacTy;

— YTBPMTH JIa JIX CE OATOBOPU UCITUTAHHKA PA3JIMKY]y Y 3aBUCHOCTH OJT
JE3UUKOT LIEHTpa Y KOjeM BUXO0Ba Jiela oxahajy HacraBy (beorpan u
Hosu Can);

— YTBPAUWTH Ja JIU CE U Y KOjOj MEPH CTABOBU POJIUTEIbA O PAHOM YUCHbY
(paHILyCKOT je3HKa pa3rKyjy ¢ 003UpOM Ha:

a) cTerieH oOpa3oBama poanTesha U
0) aKTHBHY yIroTpeOy CTpaHUX je3HKa.

Ormmrta XxyumnoTes3a o[ Koje MoJia3y 0Baj paf raacu: Pooumesu cmampajy 0a ce
CMpanU je3ux 1axuie yuu u yceaja y panom 000y, jep ce yuerbe cmpanoe jeauxa o0suja
HA NpupooaH HauuM, Kpo3 uepy u Jayoooudaxmuuke axmuerocmu. CXOIHO TOME,
u31Bajajy ce crneaehe moceOHe XHUIOTE3E:
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1) mocToju Mo3UTHBAH OHOC M3Mel)y HIBOA 0Opa30Bamba POAUTEIhA U
FMXOBOT CTaBa IPeMa PaHOM yUemY (DPAHITYCKOT je3uKa ’

2) CTaBOBH POJMTEIhA KOjH AKTUBHO KOPUCTE CTPAHH jE3UK HE PA3IHKY]y ce
O] CTAaBOBA POAUTEbA KOJU HE KOPUCTE CTPAHH jE3HK.

3aBrcHa BapHjabia HCTpaKMBama jecy CTABOBH POIMTEIba TpeMa paHoM
yUemy CTpaHOT je3nka. VcrimTrBame oBe Bapujalliie moapa3dymeBa MPOIEHY Y KOjoj
MEpH ce UCIHUTAHULM CIIaXy ca CTABOBUMA KOjU CE OIHOCE Ha YYCH-E CTPAHOT je3HKa
Ha paHoM y3pacTy. CTaBOBM poOJMTE/ha Cy aHAIM3UPAHW y ONHOCY Ha HE3aBUCHE
Bapujabme: cremeH oOpazoBama (cpema MIKOJMa W BHCOKA  IIKOJA,
MarucrpaTypa/mMactep, IOKTOpaT), aKTHBHAa  ymoTpeba CTpaHor je3uka (rpymna
WCTIMTaHNKA KOjH aKTWBHO KOPHCTE CTPAaHU je3WK M POAUTEIbU KOjU HE KOpPHUCTE
AKTUBHO CTPaHH je3UK) 1 Mecto npedbuBanmiita (beorpag u Hosu Cag).

3.3. Uncmpymenm ucmpasicusaroa

3a morpede OBOI' MCTPaKMBamka KOHCTPYHCAH j€ YHMHTHUK KOMOHHOBAHOT
THIIA 32 POAWTEIhE Koju 00e30ehyje MOTIyHy aHOHHMHOCT WCITUTAaHWKA. YTUTHHUK
ca/ipkKu MUTama hopMmyincana y (HOpMH MeToCTereHe ckae mpoieHe JlnkeproBor
THIA, TUTakba BHUIIECTPYKOr H300pa, Ka0 M MHTakba oTBOpeHor Tuma. [IpBu meo
YIUTHUKA OJHOCH C€ Ha yTBphHBame CcOIMO-IeMorpadcKux —KapaKTepuCcTHKA
UCIIUTaHUKA W CAJpKU MHTakba KOjUMa Ce, Mpe CBera, NPUKYIbajy MOAALN KOjU
NPEJICTaBIbajy HE3aBHCHE Bapujaliie MCTpakKUBama. J[pyru jeo ynuTHHKA Caapiku
NHTamkba OTBOPSHOT ¥ 3aTBOPEHOT THIIA, Kao U IMUTamka BUIIECTPYKOr m30opa. OBaj 11eo
YIHUTHHKA OJTHOCH C€ Ha MCIUTHBAE MUIIIBSHA POJUTEIhA O YaCOBUMA (PPAHILyCKOT
jesuka koje noxahajy muxoBa Jiena. Y okupy Tpeher Jiena YIMTHHUKA, KOjU ce THYe
UCIMTHBAKba CTABOBA DOIMTEha O PAHOM Yuerwy (ppaHIlycKOr je3uka, 3ajaTak
UCIIMTaHNKA OHO je J1a HaBey CTETICH Cllaramba ca CBakoM OJ1 HaBeIeHUX TBP/IibH (o1 1
— YOIIIITE Ce HE CIKEM JI0 5 — MOTITYHO CE CIAKEM).

3.4. Tox ucmpaosicugaroa u cCmamucmuyKy NOCMynyu

YIUTHUK je TIoJIeJbeH POIUTeIbMa uHja Jena noxahajy HactaBy (paHiryckor
jesuka y ®paniryckoM MHCTHTYTY y beorpamy u HoBom Cany. CBu ucnutaHunu cy,
nopesl yNWTHUKa, HOOWIM W HH(pOpMAaIMje Be3aHe 3a Wb HCTPAKHBAMKA, Kao U
obpaznoxerme aa he ce pe3ynTaTd KOPUCTUTH CaMO y HAayYHOUCTPAKUBAUKE CBpXE.
Y4ecTBOBamkE Y HCTPXKUBARY OMJIO j€ MOTIYHO aHOHUMHO U JOOPOBOJHHO.

235



Cenxa P. Cmojanos, Hamawa H. I[lonosuh

3a oOpamy mojaTaka y OBOM HCTPaXHBamby NPHUMEH-CHA j¢ KOMOHWHAIWja
KBaHTHTATHBHUX W KBAIUTATUBHUX TOcTynaka. KBaHTHUTaTMBHA 00paja monaraka
JIOOMjEHUX IyTeM YIUTHUKA CIIPOBEICHA je moMohy craructudukor nakera SPSS 20.
KsanmuraruBaa 00Opana momataka oOyxBaTuia je OJir0BOpe Ha MIUTambe OTBOPEHOT THIIA
U3 YIHTHUKA M OHA je CIPOBEACHA MyTeM aHali3e cajpikaja. ¥ by WUCITUTHBAA
paznuke uzmel)y rpymna UCTIMTaHNKa IPUMEELCH j€ Y2 TECT.

3.5. Vzopax

VY uctpaxkuBamy je ydecTBOBAIO YKymHO 59 poautespa (16,95% ouesa u
83,05% majku) umja enua MpeALIKoJICKOr y3pacTa, O TpH A0 celaM roauHa, noxahajy
HacTaBy (hpaHITycKor jesuka y Opaniryckom HHCTHTYTY Y beorpamxy u HoBom Cany.

Kama je peu o cremeHy oOpasoBama, HajBehin Opoj WCIMTaHUKA HMa
¢axyntercko obpazoBame (74,58%), 5,08% poanTesba UMa JUIUIOMY JOKTOpa HayKa,
a20,34% poaurespa UMa 3aBPIICHY CPEAbY HIKOTY.

Crenen 06})33033]‘53 HCIIHTaHHKAa

JOKTOp Hayka

BHCOKA IIKOJIa

Cpelrba IIKOoIa

I'padukon 1. [Tomena ucnutaHuka mpeMa cTeneHy oOpa3oBama

Bemuku Opoj pomutespa (72,88%) ToBOpM Oap jemaH CTpaHU je3WK,
Hajuenthe eHryieckH, ok 27,12% poauresba He TOBOpU HUjelaH CTPAHU jE3HK.
Bume on tpehune ykynHor Opoja ucnuranuka (35,59%) ropopu eHriecku jesuk,
30,5% roBopu ¢paHIyckn W eHrieckdu, 3,39% eHrmecku u Mahapcku, JOK
EHIJIECKH ¥ apariCKh, OJHOCHO eHIJIECKHM W WTAIUjaHCKU TOBOPH IO jelaH
ucnutanuk (1,69%).
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Ilo3HaBame CTPAHHX je3HKA
mmjezan cTpand jesnx [
€HIVIECKH H HTAJIHjAHCKH
SHIVIECKH H apalCKH
errmecks # Mahapexkn [
errneckn B Qpannycrr [N
enrrecxr |

0 5 10 15 20 25

I'paduxon 2. [logena ucnuranuka npema Opojy CTpaHuX je3uKa Koje roBope

3aHuMano Hac je Ja WCOWTAaMO W Jia JIM POAWUTEIbH aKTUBHO KOpPHUCTE
CTpaHU je3UK KOjH Cy HaBelu Ja roBope (y MOCIOBHE CBpPXE, Y CBPXY 00Opa3oBama
WIA Kao Xo0W y CBaKoJHEBHO] KOMYHHKalWju W ci.). JloOMjeHn onrosopu
nokasyjy na ce 64,41% ucnuTaHuKa aKTUBHO CIIYy>KM CTPaHUM jE3HKOM, JTOK HHX
35,59% He KOpHUCTH CTpaHH je3HK.

AKTHBHa yroTpeda CTpaHHX je3HKa

He roBopHM CTpaHH je3HK KOJH caM
VIHO/yIIIa

AKTHBHO C€ CILY;KHM CTPAaHHM j€3HKOM
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I'padukon 3. [Tonena ucnutaHuka mpeMa akTUBHO] YIIOTPEOH CTPaHMX je3nKa
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4. PE3YJITATU UICTPAXXNBABA 1 INCKYCHUJA

VY 0BOM 0J1eJbKy NpPHUKa3aHU Cy PEe3yITaTH JOOHMjeHH KBAaHTUTATHBHOM U
KBAJIMTATHBHOM aHAJIN30M YIIUTHHKA.

Ca mspeM J1a ce yTBPIM CTPYKTypa YUEeHHKa IIPeMa y3pacTy, MOCTaBIEEHO
je murtame Koauxo 2o0una uma saute oeme? JloOWjeHU OArOBOpH TOKA3yjy /a ce
HajBehu Opoj Aeie MoKe CBpPCTaTH y JBE Kareropuje, 4—5 romuHa U 6—7 ToAuHAa,
TauyHUje y CBaKoj O[] HaBeICHUX Kareropuja ce Hanazu 42,37% neue. C apyre
CTpaHe, MPUMETaH je BeoMa Maiu Opoj jaeue y3pacta 3—4 romune (15,25%) y oba
je3uuKa 1eHrpa.

Vapact yuemma

20
13
10
B

34 romme 4-5 rommHa 7 romiHa

I'padukon 4. CtpykTypa yueHHKa IIpeMa y3pacTy

Crnenehie muTame OIHOCWIIO ce Ha pasjore 300r KOjUX Cy pPOIUTEIbU
OJUTYYMJIM J1a HbUXOBA Jiela 3all04YHy y4yeme (paHIyCKOI Kao CTPAHOr je3WKa Ha
paHoM y3pacTy. Y OKBHPY OBOI' NHTama BHIIECTPYKOT H300pa, POIMTEIHH Cy
UMalil IPWIKMKY Ja ¥ caMy Jonuiny oarosop. OBy MoryhHocT uCcKopucTuio je 12
UCIIUTaHUKA KOju cy y Hajeehem Opojy HaBenu pasiore HOPOAWYHOT KapakTepa.
IllecTropo HCHUTaHHWKA HABEJIO j€ Ja Cy HUXOBH ,,pOAMTE/bH (PPaHILyCKOT
nopekyia”’, OAHOCHO JAa ,,4JaHOBM mopoauue xuse y [lapuszy” unm ma umajy
Lropoananae Beze ca llIBajimapckom™. Tpu pomuTesba Ka0 OCHOBHH Pa3jioT PaHOT
yuewa (PpaHIyCKOI' je3uKa HaBoje colujaiu3aiujy (,HCKyCTBO OpyKema’), a
jenaH poauTess ,,yro3HaBame Apyre KynType”. Yumenuna na ce GpaHIyCKu je3uK
HE Y4YM y OCHOBHO] IIKOJIM KOjy Ioxalja HEroBo jere Ouja je MOTHB jeIHOM
poauTesby na IeTe yIHIIe Ha YacoBe (paHIyCKOT je3NKa Ha paHOM y3pacTy. Jenan
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pOAMTEs HABOJM 1A je ,,JJeTe CaMO MHCHCTUPANIO Ha y4Yemy (paHIyCKOT je3uka’.
Kanma je pea o omroBopmma monyhenum y ynutHuKy, Hajsehu Opoj poaurespa
(30,5%) cmatpa na je Ba)KHO 3aII0UETH YUCH-E CTPAHOT je3UKa Ha PaHOM y3pacTy, a
HEmTo Mame poauresba (27,12%) je MuUIUBEHma a JeTe JIaKIle ycBaja CTpaHH
Je3UK Ha PaHOM/IPEIIKOJICKOM y3pacTy M TO HaBOAW Kao PAasJIOr PaHOT y4Yermha
(hpaHITycKOT je3uka. 3a 0JIrOBOP ,,pajiv JIAKIIET YCBajaka CTPAHOT je3UKa Y KON
omtyanno ce 22,03% ponuressa.

Jobujenu pe3ynrtatu ykasyjy Ha YHILECHHILY J1a POIUTEIbU UMajy CBECT O
MpeTHOoCTHMA yuerma (DpaHIyCKOT je3nKa Ha paHoOM y3pacty. Behmna pomuressa
cMaTpa Ja ce CTpaHH je3WK JIaKIIe yCBaja HAa PaHOM y3pacTy M Ja TaKBO Y4YeHe
yTHYE Ha COLMjalu3alHjy JeTeTa, Kao 1 Ha pa3BHjambe MO3UTUBHUX CTaBOBA MpeMa
JPYrOM CTPaHOM je3WKy M KynTypu. Hemro mame 0 4eTBPTHHE HCIHMTaHUKA
cMmarpa aa he paHo ydemwe (paHIlycKor je3uka cMamHuTH ontepeheme Koje ce
OJTHOCH Ha YYeH-€ je3rKa y NIKOJIM — MaJia 0Baj CTaB MOXeE Jla Ce MPOTYyMadu U Kao
KeJba POIUTEsha 38 KOHTUHYHPAHUM YYEHEM CTPAHOT je3WKa, y OBOM CIlydajy
(hpaHITyCKOT.

Pa3no3H paHOT ydema (QpPaHIyCKOT je3HKa

Hpyro

CwmatpaM Ja JeTe TaKIle YCBaja CTPaHH
J€3HKA Ha PAHOM/TIPEIIIKOICKOM

y3pacTy
CMarpaM JIa je BayKHO JIa JIeTe 3amodne

yIeHe CTPAHOT je3HKa Ha PAHOM Y3pacTy

Pa/TH TaKIIer ycBajama CTPAHOT je3HKa ¥
IIKOTH

o
w

10 15 20

I'padukon 5. [Mogena ncnmranuka npemMa MOTHBHMA 33 PAHO Y4erhe (hpaHIlyCKOT Kao
CTpaHOT je3nKa

C HaMepoM Jla ce YTBPAM KOje HAaCTaBHE METOAEC M KOje aKTHBHOCTH
pOIOUTEbM CMAaTpajy HAjUPUKIATHUjUM 32 y4yeme (paHIyCKOr je3uka Ha paHoM
y3pacTy, MOCTaBWIM CMO MHTame BUIIeCTpykor nzbopa. Ilonyhenn oxrosopu cy
Owny: mpuue, KpeaTHBHE PaMOHMIE, IIECMHIE 332 UTpame U INEeBame, YCBajame
¢panIycKkor Kpo3 ci10001Hy UIpy U CBE HaBeICHE aKTUBHOCTH. HemTo mame on
nosioBrHE wucnuTanuka (42,37%) cmartpa na cy CBe HaBelJeHE AaKTHBHOCTH U
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METOJIe TpUKJIaIHe 3a paj Ha paHoM y3pacty. Tpehuna pomuterma (33,9%) kao
HajeeKTHUjy METOMy paZa Ha paHOM y3pacTy cMmarpa ynorpeOy ¢paHITycKor
je3rKa Kpo3 cIo0O0AHy UTPY, Kao M MIECMUIIEC 3a Urpamke U mneBame. HajMamu Opoj
ucnutanuka (23,73%) je n3abpao oAaroBope ,,KpeaTnuBHE PaJAHOHHIE” | ,,IIpHUe’”.
[IpetnocraBibaMo 1@ Ccy pPOOWTEIBH Al TOPEHABEICHE OJTrOBOpE HAa OCHOBY
peaxnuja Jere HakoH 4acoBa (paHIyCKOT je3rKa, KaJa Aela Kpo3 oapeheHy urpy
WIH TIECMy TIOHaBJbajy caapkaj Koju je oOpaheH Tokom dwacoBa. 3HadajHa je
YUIbEHUIA A3 POAMTEIbH MPENo3Hajy Ba)KHOCT MIPE KAa0 aKTUBHOCTH KPO3 KOjy
Jlera pa3Bhjajy je3ndyke KOMITETEHIIMje W KOja MMa BEJIWKH YTHId] Ha FUXOBY
MOTHBALH]y’.

HajajexkBaTHH]e METO/IE Pajia 3a yCBajabe CTPAHOT je3HKA Ha PaHOM

y3pacty
npuue [l
kpearuete paguonune [l
necyune 3a urpawe o nesane [ INGNGNGNGEGEGEEEEE
ycBajame (paHIyCKOT Kpo3 cI000IHy ]
HIpy
Cee nacrasse Meroze [N
0 5 10 15 20 25 30

I'padukon 6. [Tomena ncnutaHnka NpeMa HACTABHUM METOJaMa Koje cMaTpajy
HajaJIeKBaTHIjHM 32 YCBajame CTPAHOT je3WKa Ha PaHOM y3pacTy

Kana je ped o ouekuBamUMa Koja Cy POAUTEIbH UMAJH MPHIMKOM YIHCa
Jelie Ha 4YacoBe (PaHIyCKOT je3HWKa, OJrOBOPM HCIUTAHUKA IOKa3yjy Ja cy
OuUCKMBama MPWIMYHO yjeaHaueHa. Haume, 32,2% poaurespa je ouekuBaio aa he
JeTe CTYNIUTH Yy KOHTAaKT ca (paHIyCKUM je3uxoM, a 28,81% na he nere ycBojutu
OCHOBHE eJleMeHTe (QpaHIiyckor je3uka. CKOpO YeTBPTHHA YKYMHOr Opoja
ucniutanuka (23,73%) ommyumina ce 3a o0a monyhena oarosopa. Hekonmuumna
ponutesba, Taunuje 15,25%, mana je ommcHU OAroBOp: ,,Ja JeTery yhe y cmyx

" O ynorpe6u wrapa y HacTaBu ()PaHIlyCKOI Kao CTPAHOT je3uKa y (yHKUUjU
pa3BHjama CBE YETHPH je3WYKe BEIITHHE (TOBOp, CIyIIame, YHTAle M INHUCAME), Kao U
rpaMaTHyKe W JEKCHYKe KOMIETeHIH]e, U O YTHLAjy UI'Pe Ha MOTUBALMjy YYSHUKA BUICTH
Bunte y: Popovi¢ (2021), Silva (2008a) u Silva (2008b).
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U3roBop”, ,,Ja 3ByYHOCT je3uka yhe y yxo” u ci. HaBeneHn onroBopu moxasyjy aa
Cy POIIMTEIHH CBECHU YHILEHUIIE 1A Jela KOja paHHje MOYHY YUEeHhe CTPAHOT je3nKa
JlaKIe ycBajajy meroBe QOHOJOMIKE KapaktepucTuke. bynyhu na y ®paniyckom
WHCTHUTYTY, MOpe. mpodecopa KojuMa je MaTepmH Je3UK CPIICKH, HACTABY APXKE U
W3BOPHU TOBOPHHUIM (DPaHIyCKOT je3WKa, POAWTEIHH Cy y OJTrOBOPHMA HaBEIH
OUYCKHBAKE ,,Ja Hehe OUTH MHTEPaKIMje Ha CPIICKOM, MTO Ou cTuMmynucano Behy
M3TI0KEHOCT (hpaHIyckoM je3wky”. To ce JTOTMYHO HaZoBe3yje Ha IMPETXOIHE
OJITOBOpE BE3aHE 3a ycBajame 100por u3rosopa. Ponuressu, Takohe, ouekyjy aa he
ce Jera Ha 9acoBUMa (hPaHITyCKOT je3WKa YIIO3HATH ca APYTroM KyJITYpOM H Ha Taj
HAYMH Pa3BUTH IO3UTHBAH CTaB TmpemMa (PpaHIyCKOM je3WKy M Kynrypu (,Ja
pasBuje Jby0aB nipema (ppaHIlyCcKOM je3uKy U KyATypHu”). IcIUTaHUIM Cy HABEIU
Jla je 3a Jely, Impe cBera, BaXKHO Jla Ce y4eme o/BHja 0e3 Hamopa U Ha 3a0aBaH
HAYMH: ,Ja 3aBOJM je3WK’, ,Ja yXuBa W ,,Jla 3aBOJIM Y4YCHC Ha CYNTHIAH U
Heontepehyjyhn wHaumn”. [oOujeHM pe3ynTaTd NOKa3yjy Ja Cy OuYCKUBamba
pomuTesba mirpalleHa Ha panmMoHANHOj OCHOBH. OBakBe pe3yiTaTe CMaTpamo
oxpaOpyjyhiuM, jep caMO0 Ha OCHOBY pEaJHE IMPOICHE JeTeTa, HEroBUX
MHTEpeCcOBamka U MOryhHOCTH, pOoAHMTEIb MOTY (POPMHUpATH CBOja OYEKHBaba KOja
he OuTH MojCTHIIAjHA 32 Jlabe YUCHE (PPAHIYCKOT je3UKa.

OueKHBakba HCTTHTAHHKA

A e
(hparoyckor jesnka
A e jome N
(hpaHOycKHM je3HKOM
0 5 10 15 20

I'paduxon 7. Ilpuka3 ouekuBama NCIIUTAHUKA ITPHIIMKOM YIIHCA JeTeTa Ha 9acOBe
(panIycKor je3nka

VY OKBHpY HapeIHOr MHUTamka POANUTESHH CYy MMAH IPHIINKY J1a CE M3jacHe
y KOjOj MEpH Cy 3a[0BOJbHU YacOBHUMa (paHIyCKOT je3uKa Koje moxahajy muxoBa
nena. Pesynratu mokasyjy ma ¢y 4acoBd (DpaHITyCKOT je3WKa Ha paHOM Y3pacTy y
NOTIYHOCTH MCIYHWINM OYEKHBamka BHUILE OJ IOJOBHHE poautTesba (55,93%).
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Hemro Bumie ox tpehune ucnuranuka (37,29%) cMarpa 1a Cy BHXOBa OYCKUBaba
UCIIyHbheHa y Benukoj Mepu. Ceera 5,08% ucnuTaHuka HaBeso je 1a Cy OUYeKUBamba
KOja Cy UMaJlli Ha IOYETKY HCIYheHa Y Mamk0j Mepu. Jeman poauTesb HUje u3adpao
HUjeIaH o1l TOHyheHnX oaroBopa jep ,,Aere noxalha gacoBe Tek mecer qaHa”.

Crnenehe murame OTBOPEHOT THNA MMAJO j€ 332 Wb Ja YTBPAH KOJHKO
POJMTEIBH TIpaTe HACTABHU TPOIIEC, OAHOCHO INTa mprMehyjy y Be3u ca yuemeM
(hpaniyckor jesuka (ITa Ccy Jela Haydywia W yCBOjWJIa Ha 4acoBUMa). Burie of
noJjoBuHe ucnutanuka (59,32%) Haeno je 1a Cy Jena ycBOjusla OCHOBHE MOjMOBE
(mo3npase, 6pojese, 60je u ci.). 3HaTHO Mawmu Opoj poauressa (18,64%) Huje nao
OJITOBOP Ha OBO NHTame, ITO Tpeba y3eTH ca pesepBoM, Oynyhu na poautessu
MOHEKAJl, yclel HeMo3HaBama je3WKa, HHCY Y MOTYNHOCTH [1a TIPOIEHE Y KOjoj
MepH je nere ycBojuwiio oOpaheHo rpaamBo. Ocranm OJIrOBOpU CY Pa3HOIHMKH. Y
MOjeIMHUM OJITOBOpHMa MpuMehyjeMo Ja ce OYCKHBamba Koja Cy POIUTEIbH UMK
MPUJIUKOM yIHCa Jielle Ha YacoBe (DPaHIyCKOT je3WKa IOKJamajy ca MCXOauMa,
OJIHOCHO Ca OHHUM IITO Cy Jena ycBojuia (,,00ap U3ropop”, ,,M3ropapa p Kao Ja
My je (QpaHIlyCKH je3uK MaTepmu’” U ,,Ipero3Haje je3uK Kajaa ra dyje”). 3a geny je
Ba)KHO JIa YCBajame je3uKa MpeJcTaB/ba KpeaTHBaH MPOILeC U Ja ce IITO BHIIE YyJia
VKJBYUH Y Taj Ca3HajHH Mpollec, IITO NMPENo3Haje jeJlaH pOJUTEIb, KOjU je HaBeo Ja
Cy 4acoBH (PpaHIIyCKOT je3UKa HErOBOM JIETETY JIOHENH ,,paJJ0CT MOKPeTa U peun’.
W y oaroBopy Ha OBO MUTaKkE MOjEJMHNA POJIUTEIbH Cy HABENW JIa j€ BAXKHO Ja ce
»JIeTe YyMo3Ha ca JapyroM Kyiatypom”. HacraBa cTpaHOT je3WKa, Jakiie, MOXE
npefcTaBbaTd  JA00pY OCHOBY 32  pa3BUjakbe  WHTEPKYIATYPATHOCTH H
MYJITHKYJITYPaITHOCTH. V31BOjUIM OMCMO jOII jeJaH OJrOBOP KOjU HaM C€ YUHH
3HAYajHUM — POAMTEJh HABOJM Ja JIeTEe ,,BOJIM J]a UJIe HA YacOoBe M KaXe Jla My je
3a0aBHO”. Ilpoliec ydema CTpaHOTr je3nka Ha paHOM y3pacty he, cBakako, OUTH
YCIIEIIHHjU YKOJIMKO CE OfIBMja KPO3 HMIPY, KOja MOACTHYE YUYCHHKE Ja aKTUBHO
KOPHCTE CTPaHM je3WK U Jla y4e WK 00HABJbajy oApel)eHe je3udke caapxaje.
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CTeneH 3a70B0OJBbCTBA HCIIHTAHHKA HACTABOM
YacoBH Ccy ¥ MOTIYHOCTH HCIYHHTH
MoOja OIeKHBaba

UacoBH ¢y HCIYHHIH MOja OUeKHBAbA ¥
BEIHKO] MepH

UacoBH ¢y HCIYHHTH MOja OUCKHBAA ¥
MaF0j MepH

YacOBH HHCY YOMINTE HCIYHHTH MOja
OYEKHBaKA

Huje maBeaen oarosop

I'padukon 8. CreneH 3a10BOJbCTBA UCTINTAHUKA YaCOBUMA (DPAHITyCKOT je3UKa

Kpo3 HapenHo nurame OTBOPEHOT THIIA MMald CMO HaMepy Ja ca3HaMo
KOje jOII CTpaHEe je3uKe Jiella yde Ha paHoM y3pacTy. Pesynratu mokasyjy aa
poIUTEbN TIOJCTUYY BHINEjE€3UYHOCT, jep je aBe Tpehune mcnuraHuka (66,1%)
HaBeJo Ja, Nmopex (paHIyCKOT, HUXOBA Jiella yde joll jeJjaH WIM JBa CTpaHa
jesuka. On 39 ucninranuka, 35 je HaBesO Ja KHUXOBA JIella y4ue eHITIECKU je3HK, 2
SHIVIECKM W HEMadkd, | CHIVIECKM W WTAIWjaHCKU M | CHITIECKM W aparick.
3amakaMo J1a ce CHIJIECKHM je3WK H3JlBaja Kao BEeoMa IOIMyJiapaH M JIOMHHAHTAH.
OmnpaBaaHOCT BEJIHMKE TOIMYJAPHOCTH €HIJIECKOT je3uKa HAJIA3UMO y JOCTYITHOCTH
pa3nuuTHX HehOpMATHMX HaYMHA Y4eHha Ha pPaHOM y3pacTy (LpTaHu (GuiMoBwH,
WHTEpPHET, My3UKa, UT]L.).

JIPYTH je3HITH Koje Aela yIe Ha PAHOM Y3pacTy
SHITIeCKH H apancKi
eHITIeCKH H HTATH]aHCKH
eHTTIeCKH H HeMatuKH

caMo (hpaHIyCKH

"
"
-
—

T | —

I'padukon 9. [Tonena ncnnTanuka rpemMa CTpaHUM je3UIMMa Koje yde BUX0Ba Jiela
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Y mwby mwTo 00yXBaTHHUjE€ aHANK3€E U TOTIYHH]jET cariieaBamba J00H)eHUX
HO/IaTaKa, yIopeIuiIin CMO OJrOBOpe poIuTesha U3 ABa jesndka neHrpa (beorpama
u Hoeor Cana) ca umspeM 1a aHamuM3UpamMo €BEHTyallHe pasiuke. MoxeMmo jaa
KOHCTATyjeMO Jla Cy OATOBOPHM HPWIMYHO YjeAHaueHH. Maia, anu oIpaBjiaHa
pasnmka, nmpumehyje ce camMo y OAroBopy Ha NUTAmkE BE3aHO 3a Pas3yiore ydema
¢dpanmyckor jesuka. Haume, 13 poauressa ca Tepuropuje beorpana cy kao pasior
3a yueme (hpaHIyCKOT je3rKa Ha paHOM y3pacTy HaBENH JIAKIIE YCBajame CTPAaHOT
je3WKa y HIKOJIH, OJHOCHO Y J1aJbeM LIKOJIOBamy. Taj 0AroBop HUjeaH pOaUTESb U3
HoBor Canma Huje cmaTpao 3HayajHuM, jep ce Ha Teputopuju Homor Cana
(hpaHIyCKH y4u y BeoMa MalioM Opojy OCHOBHHUX IITKOIIA.

Y okBHpY MOCHEHET JIeNa YITUTHAKA 3aHUMaJIo Hac je 1a YTBPIUMO J1a JIH
HUBO 0Opa3zoBama poAWTE/ha yTHYE HA IHUXOBE CTAaBOBE NpEMa PAaHOM ydewy
(paHIyCKOT Kao CTpPaHOT je3uKa. Y Ty CBPXY CIPOBEIH CMO aHAIU3y Y2 TecTa.
Jenny rpymy mpencraBibalii Cy POAMTEIbH Ca HIDKMM CTENEHOM o00Opa3oBamba
(cpeamomKoICcKo 00pa3oBame), TOK Cy APYTy IPYIy YHHIIN POJUTEIBH Ca BUIIHM
CTETIICHOM o00pa3oBama ((paKyJTETCKO 00pa3oBame, TOKTOpaT). AHAIU30M je
yTBphEeHO /1a HeMa CTaTUCTUYKM 3HAYajHUX Pa3MKa Y OArOBOpPHMA POIUTEIhA C
003upoM Ha crerieH oOpa3oBamba HU KOJ JEJHOT IMUTama, INTO C€ BUAU U3 p
BPEIHOCTH KOje Cy JIaTe y Aajboj ananusu (p>0,05).

be3 003upa Ha HUBO 00pa30oBama, POAUTEIEN UMa]jy IMTO3UTHBAH CTaB IpeMa
paHOM Y4Y€HY CTpPaHOI je3uKa U CMaTpajy Jia je BaXKHO Ja c€ yueme (hpaHIlyCKOr
je3uka 3amouHe Ha mTo paHujeM y3pacty (p=0,98), kao u nma he TakBo yueme
Pa3BHUTH KOJ JeTeTa MO3MTHUBaH CTaB npema (paniyckoj kyntypu (p=0,50). Kana
j€ ped o TBPIKBH Ja je YUCHEe CTPaHOT je3uKa Ha PaHOM Y3pacTy TEIIKO U Ja JIeTe
HHjEe 3peli0 3a TaKBy BPCTY Y4e€Ha, 3alakaMo Ja je pacrojeiia OAroBOpa
WJICHTHYHA 32 00e rpyrne HcnuTaHukKa. Haume, pojuTesby ce y BEJIWKO] MEpH He
CIIaXXy ca HaBEJCHUM CTaBOM M HE CMAaTpajy TaKBO y4eHE TELIKHM, O0e3 003upa Ha
HUBO HBHUXOBOr oOpazoBama (p=0,47). Pesynraru ananuse mokasyjy Aa 3HaudajHa
CTaTUCTHYKA Pa3NiMKa He IMOCTOjH HH KOJ| CTaBa ,,Y4Uemhe CTPAHOT je3WKa Ha PAaHOM
y3pacTy je 3a0aBHO 3a JieTe”, ca KOjuM ce 00e rpyre ucnuranuka ciaxy (p=0,38).
OO0e rpyre MCIHUTaHHMKA CE CIaXy W ca TBPAHBOM Ja he ydeme CTpaHOr je3uKa
MO3UTUBHO YTHIATH HA CTAaBOBE JIEIle MpeMa TOM je3HKY, T¢€ HH Y OBOM CIIy4ajy
HHje youeHa 3HadajHa cTaTHCTHUKa pasiuka (p=0,29).

AnanmuzoM oBe 1Be Bapujadiie yTBpheHO je ma cTelmeH o0pa3oBama
poanTesba HE YTHUYE HA FHUXOBE CTABOBE NMPEMa PAaHOM Y4YeHY CTPAHOT je3hKa.
Bynyhu na HECMO YTBPIWIH Ja POIUTEIHH Ca BUIIMM CTEIICHOM 00pa3oBama uMajy
MO3UTHBHH]U CTAaB O PaHOM YUY€y CTPaHOr je3WKa, 3aKJbydyjeMo na, 0e3 o03upa
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Ha HHUBO 00pa3oBama, POIUTEJbUM KMajy TMO3UTHBHE CTaBOBE O DPAaHOM Y4CHY
cTpaHor je3nka. Ha OCHOBY cBera HaBEJCHOT MOXXEMO Jia 3aKJbyduMO Jia HHje
JOKa3aHa MmoceOHa xumoTe3a Aa he HUBO oOpa3oBama YTUIATH Ha CTBapame
MO3UTUBHHUX CTAaBOBA O PAHOM YyuYeHYy je3WKa, Te Ja he pOoJMTEhbH Ca BHIINM
CTETIEHOM 00pa30oBama PaHO yUeHEe CTPAHOT je3MKa CMaTPaTH 3HAYA]HH]j M.

Hmanu cMo Hamepy Ja YTBpAUMO Ja JIM aKTHBHA YHOTpeda CTpaHOT je3HuKa
yTHYE Ha CTABOBE POJUTEIha O PAHOM Y4CHY CTpaHHX je3uka. Kao mTo cMmo Beh
HaBen, 38 poauTesba ce M3jaCHWIO Ja AKTUBHO KOPHUCTH CTPaHH je3UK, AOK 21
poauTesh HE KOPUCTH CTPaHH je3WK. Y NWJby yTBphHUBama TOCTOjama pPasIIUKe
u3mel)y oBe nBe Tpyre poauTesba ynorpeOibeHa je aHamm3a y2 Tecta. Tecrt je
MOKa3a0 TOCTOjarbe CTATHCTUYKM 3HAa4YajHE pa3liuKe KOJA IOjeJUHUX CTaBOBa
n3mel)y nBe rpyne ucrnimranuka (p<0,05). TaduHuWje, CTATUCTUYKY 3HAYAjHE PA3JIHKE
y I0OMjeHUM OJArOBOpPHMA POJAMTE/ha YTBpHEHE Cy camo KOJ JiBa CTaBa — ,,paHO
yueme pa3Buhie KoJ JeTeTa MO3WTHBAaH CTaB mnpema (PaHIyCKOj KyATypu’
(p=0,011) u ,,mere Ha paHOM y3pacTy HHje 3peJ0 3a y4eHE€ CTPAHOT je3uKa H
cMaTpaM Jia je TakBo yuewe Temko” (p=0,017). JoOujeHu pe3yaTatu mokasyjy na
pPOJMTEbM KOjU aKTHBHO KOPHCTE CTPaHW je3WK cMaTpajy jaa hie ce kom jere
pa3BUTH TIO3UTHBAH CTaB mpeMa ¢paHiyckoj] kyiatypu — 88,3% poxautesba ce y
MOTIIYHOCTH CJIaXKE€ Ca HaBEJCHOM TBPAWBOM, JOK ce 60% poaure/ba KOjU HE
KOPHUCTE aKTUBHO CTPAHU je3UK Y TIOTIYHOCTH CJIaXe ca OBOM TBPIHOM. BpeaHocTt
p koja je y oBoM ciy4ajy Mama ox 0,05 (p = 0,011) ykasyje Ha TO Ja poaUTEIbU
KOjH aKTHBHO KOPHCTE CTPaHU j€3MK MMajy CBECT O TOME Jia Ce€ KpO3 HacTaBy
CTPAHOT je3UKa yCBajajy M €JIEMEHTH KYyJTYpe U Ja TaKBU YaCOBU INPEICTABIbAjy
JI00pY OCHOBY 3a pa3BOj HHTEPKYJITYPATHOCTH M MYJITHKYITypanHocTH. OB
OJITOBOPH MOTY ce 00jaCHHTH YMI-CHUIIOM J1a je OBa Ipyla POAMUTEIba KPO3 CBOjE
jE€3UUKO 00pa3zoBame, MOpPEed je3MUYKOT 3Hama, YCBOjUIA W HEKE KYJITYPOJIOIIKE
0COOEHOCTH CpeIMHE YUjU je3UK Cy y4wid. MOXKeMO Ja KOHCTaTyjeMo Ja Cy
MOjeJMHA POJUTEJbM M CaMH NPENOo3HANM 3Hayaj ydyema CTPaHOr je3uKa Kao
MoryhHocT Jia ce mena Beh Ha paHOM y3pacTy yro3Hajy ca JApYroM KyJITYpoM U ja
Ha Taj HAYMH Pa3BUjy NO3UTHBAH CTaB NpeMa JAPYrOM M Pa3IUuUTOM, jep cy y
OJITOBOpPHMA Ha MHUTAKE BE3aHO 3a pasiiore 300T KOjUX CY OIYYHIIH Ja JeTe Y4IH
CTPaHHU je3WK Ha PaHOM y3pacTy yNpaBO HaBEIM YIO3HABAHWE JIPyre KyIType H
pa3BHjame MO3UTHBHOT CTaBa MPEMa h0j.

Jlasba aHammi3a rmokasaia je Jia ce pOJAUTEIbH KOji aKTUBHO KOPUCTE CTPaHH
JE3UK YOIIITE HE CIaxy ca TBPAMOM Ja JAeTe HUje 3peJio 3a PaHO yUeHe je3uKa
Jla je TaKBO y4YeHe 3a JeTe TEIKO. PoauTeshn KOju HE KOPHUCTE CTPaHU jE3UK
u3jacHWH cy ce y Hajpehoj mepu (44%) na HUCY CUTYpHH Jia je OBa TBP/Hba TadHa.
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CraTucTHuky 3HAYajHe pasziiuke jaoOujeHe y oxarosopuma (p=0,017) mokasyjy na
OHH POJIUTEJHU KOjU KOPHCTE CTPAaHU je3WK CMATpajy Zia je IeTe Ha PAaHOM y3pacTy
3pesio Ja 3aIloyHe YUermhe CTPAHOT je3UKa, IOK POJUTEIbU KOjH HE KOPUCTE CTPAHH
j€3UK HUCY CUTYpPHHU JIa je AeTe Ha paHOM y3pacTy 3pejio 3a YUeHe CTPaHOT je3HKa.

Bbynyhn na ko octanux oAroBOpa HUCMO YTBPAWIN 3Ha4ajHE CTATHCTHUKE
pasnuke u3Mely [Be rpyle HCIUTAHUKA, MOKEMO /13 3aKJbYYUMO Ja je ACTUMUYHO
notepheHa moceOHa XWUIOTe3a J1a Ce CTAaBOBU POAUTEIbAa KOjU aKTUBHO KOPHUCTE
CTpaHU je3WK HE Pa3JINKYyjy OJ] CTABOBA POANTEIhA KOJH HE KOPUCTE CTPAHH je3UK.

Omira XWIoTe3a Koja Iiacu: ,,POIUTEIbH CMaTpajy Zia ce CTPaHH jEe3HMK
JaKIIe y9d W yCBaja y paHOM J00y, jep ce y4yeme CTpaHOT je3uKa OJBHja Ha
OpUpoiaH Ha4YWH, KPO3 WIPy M JyAOMWAAKTUYKEe aKTHUBHOCTH TIPOBEpEHa je
aHaM30M CTaBOBa ,,CMaTpaMm Ja je BaXHO Ja Ce ydYemhe CTpaHOr/QpaHilycKor
je3WKa 3armovyHe Ha MITO paHWjeM y3pacTy’ H ,,CMarpaM Ja je y4eme CTpaHoT
je3uka 3abaBHO 3a Aete”. PonuTesbu Cy y BEJIMKO] MEpU MCKa3aJld MO3UTHBAH CTaB
npeMa paHOM yuelmy CTpaHOr je3uka W 4yak 84,75% wucnuraHuka cMmarpa Ja je
BaKHO 3allOYeTH YyYCHe¢ CTPAHOI je3uka Ha paHoMm y3pacty. Camo 15,25%
poauTesba Ce YIIIaBHOM CllaXe ca HaBeJeHWM cTaBoM. CKOpO TpH YEeTBPTHHE
poauresba (74,58%) y MOTIYHOCTH ce clake ca TBPAHBOM Ja j€ YU€Hhe CTPaHOTr
jesuka 3abaBHO 3a jere, 18,64% pomuresba ce yriaBHOM ciaxe, a 6,78%
pojauTesba HUje CUTYPHO J1a je HaBe/IeHa TBP/Aba TauHa.

Ha ocHOBy no0mjeHMX pe3ynTaTa 3aKjbydyjeMO Jla POJIUTEIHH CXBaTajy
3Hayaj PaHOT Yyuemha CTPAHOI je3MKa M MPEIO3Hajy BaXHOCT HWIPe U
JTYAOIUIAKTHIKHX aKTUBHOCTH KOj€ MOACTHYY yYCHHKE J1a aKTHBHO YYECTBY]Y Y
HACTaBM W Ja yde je3uk Oe3 Hamopa W Ha 3abaBaH HaywH. CTOra MOXEMO Ja
KOHCTaTYjeMO [1a je OILITa XUIOoTe3a OoTBpheHa.

5. 3AKJbYYHAK

VYdueme CTpaHUX je3uKa Ha PaHOM Y3pacTy jeJaH je OJf HMMIlepaTHBa
caBpeMeHor apymTBa. OHO JONPUHOCH HE CaMO YCBajamy 3Hama U BEIITHHA KOje
Cy HeollXxo/iHe y Oyayhiem xuBoty nerie, Beh u hopMupamy MO3UTHBHUX CTABOBA O
JpyTMM HapoauMa M KyJaTypaMa, OJHOCHO IpUXBAaTamky U IOLITOBAILY
Pa3IUYUTOCTH.

IIpencraBibeHa aHanM3a pe3ysTaTa UCHUTHBAaKkA CTAaBOBA POIHUTEIbA JIEIe
IPEAIIKOJICKOT y3pacTa MpeMa paHoM yuyewmy (paHIyCKOT Kao CTPaHOr je3uKa y
KOHTEKCTY HehopMaTHOT 00pazoBama, obaBbeHOr 2019. TomuHe HA TPHUTOTHOM
y30pKy on 59 pommtespba ca teputopuje HoBor Cama m beorpama, mokazana je ma
pOIOUTEbM CMaTpajy BaXHUM 3HAamE CTPAaHOT je3WKa, Te Ja ce 300r Ttora
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OIpe/iesbYjy Ja BUXO0Ba Jela 3aloYHy IITO paHUje y4YeHe CTpaHor je3uka. Mnak,
HajMamH Opoj nere 3a0enexeH je y y3pacHOj TpyIu o Tpu roanHe. McnuTuBame
OUCKHBamka KOja POJUTEJHM MMajy OJ 4YacoBa (PpaHIyCKOT Kao CTPAaHOT je3HKa
MOKa3ajJ0 je Ja Cy OHa y TOTHYHOCTH y CKJIagy ca Je4juM IOTeHIHjaoM |
MHTEpECOBabMMa HA MPEANIKOICKOM y3pacTy. Hamme, MoxkeMoO J1a 3aKJby4nMO Ja
Cy OYeKHBamba POJHTEesba M3rpaljeHa Ha PAIIOHATHO] OCHOBH U JIa MPEICTaBIbajy
MOJICTHUINA] 3a ydeme ¢paHiryckor jesuka. Kama je ped o eBamyanuju MeToja |
TEXHHKa pajga Koje Ce KOPHUCTEe y HacTaBu ()PaHIyCKOT Kao CTPaHOr je3MKa,
yTBplEeHO je 1a poANTEeIHYU MO3UTUBHO MPOIIEHY]y OBE aCIIEKTe HaCTaBHOT MpoIieca,
Ka0 M KBAJHUTET caMe HacTaBe. POIWTesbH Cy TPENO3HAINM UYULEHHUIY 1a Y
HACTaBHOM IIPOIIECY HA PAaHOM Y3pacTy IMOCEOHO 3HAYajHY YJIOTY 3ay3uMajy
TyAOMUIAKTHIKE aKTUBHOCTH. Tj. urpa. OBaj THI aKTUBHOCTH KOJ Jele pa3BHja
ocehaj 3a710BOJbCTBA 1 MOTHBHCAHOCTH, KOjH j€ BEOMa Ba)kaH 32 YCIICHIHO yUCHE.

Pesynratu uctpaxkuBama HE caMo Jia yKa3yjy Ha TO Ja POAUTEbH UMajy
MO3UTHBAH CTaB TpeMa PaHOM Y4YeHYy CTpaHOT je3nka, Beh W Ja Hema 3HayajHe
CTaTHCTHYKE pa3ihKe u3Mehy poauTe/ba pa3IMYuTOr HHUBOA 00pa3oBamba.
CraTUCTUUKM 3HAa4YajHA pa3iiKa yTBpheHa je y CTaBy mpemMa paHOM y4erby CTPaHOT
je3rKa y KOpUCT OHHX POJAMTEIhA KOjH aKTUBHO KOpHcTe Oap jeiaH CTpaHU je3WK.
Takohe, yodeHa je pa3iuka y OJrOBOPHMAa pPOAWUTEhA Y OJHOCY Ha MECTO
npeOuBaMINTa: POANUTEHH ca Teputopuje beorpana cy wemhe Hero poaurtessn u3
Hogor Cana kao pa3ior 3a paHo y4ewe (paHIlyCKOr je3uka HaBOJWIIM MOTpedy 3a
JE3UUKHM TIpe3HAmhEeM U 32 KOHTHHYHUPAaHUM y4elkeM (PpaHI[yCKOT je3nKa Koje Ou
Ce HACTaBWJIO M Ha OCHOBHOIIIKOJICKOM HHBOY.

BakxHO je HAMOMEHYTH Ja je OCHOBHO OIDaHHUYCHe OBOI HCTPAKHBAMHA
pEITaTUBHO MallM y30paK pOAMTEIba Jele MPEIIIKOICKOT y3pacTa Koja yue
(GpaHIlyCKH Kao CTpPaHH je3MK y KOHTEKCTy HedopMaiHOr olOpa3oBama. Miak,
JOOMjeHr pe3yiTaTH Cy TMOKa3ald MpWIMYHO oxpalpyjyhly ciamky u Mory
HOCITY)KHTH Kao IMOJICTHUIIAj 3a Jajba UCTPAKHMBAKHa Be3aHa 3a CTAaBOBE POJAUTEIhA
npeMa yuerwy CTpaHHX je3rKa Ha PaHOM y3pacTy, He camo y HepopMaiHoMm, Beh u
y popmanHOM oOpazoBawy. Hanme, O1ito OM CBPCHCXOHO J1a Jajba HCTPAKHBAHA
y30pKOM 00yXBaTe W pOAMTE/bEe YHja Jena yue (ppaHIlyCKH Kao CTpPaHHU je3UK y
OKBHpPY WIKOJICKOI cHCTeMa, mTo Ou omoryhmio u3Boheme peneBaHTHHjUX H
HOTITYHUJUX 3aKJbydaKa.
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BELIEFS AND ATTITUDES OF PARENTS OF PRESCHOOL CHILDREN ON EARLY
LEARNING OF FRENCH AS A FOREIGN LANGUAGE

Summary

The aim of this paper is to present the beliefs and attitudes of parents of preschool children
towards the early learning of French as a foreign language, as well as towards the learning
of foreign languages in general, and to point out the positive effects of learning a foreign
language at an early age. For the purposes of this research, a questionnaire was prepared for
the parents with the aim of assessing their opinion on the importance of learning the French
language at an early age, as well as on work methods and techniques, and to examine the
reasons why parents opted for their children to learn French at an early age, as well as their
expectations of such learning. The research was conducted during April and May 2019, at
the French Institute in Belgrade and in Novi Sad. The sample included 59 parents of
preschool children, aged three to seven, who attend French language classes in these two
institutions. A combination of qualitative and quantitative procedures was used for data
processing in this research. The results of the research have shown that most parents have a
positive outlook on early learning of foreign languages. The analysis of parents'
expectations of French language lessons has shown that they are fully in line with the
children's potential and their interests at the preschool age. Parents also gave a positive
evaluation of various aspects of the teaching process and the quality of teaching. They
recognized that fun activities play a particularly important role in the teaching process at an
early age, i.e. games provide motivation for a preschool child to learn. Regarding parents'
beliefs and attitudes towards early foreign language learning, our analysis has shown that
there is no significant statistical difference between parents with different levels of
education. A statistically significant difference was found in the attitudes towards early
foreign language learning in favor of parents who actively use at least one foreign language.
Also, a difference was observed in the answers of parents depending on their place of
residence. Namely, parents from the territory of Belgrade more often than parents from
Novi Sad cited the need for prior knowledge of French language and for continuous
learning of the language, which would continue at the elementary school level, as a reason
for early learning of French.

Key words: foreign language, French as a foreign language, early age, parents' beliefs and
attitudes, non-formal language education.
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PAHO YUYEILE CTPAHUX JE3UKA KAO OUVIYUYJYRU ®AKTOP I1PH
KACHHMJEM OJABUPY CTPAHUX JE3UKA

AIICTPAKT: lwb ucTpakuBama jecTe Ja MOKaKe KOJHKO PAHO YUCHC CTPAHUX je3UKa W
IbUXOB 01a0Hp YTUUY Ha KaCHH]E, aJJ0JCCIECHTCKO, YUCHE CTPAHUX je3UKa. Y UCTPAKUBALY
Cy YYeCTBOBaJHM CTYyAEHTH IIpBE TOJMHE OCHOBHMX akaJeMCKux cryauja Karempe 3a
nbepujcke cryanje Ounonomkor dakyirera y beorpamy, koju cy myTeM aHKeTe MCKa3aid
CBOj CTaB O OAa0MpPy CTPaHUX je3WKa y pasIHIUTHUM y3pacTuma. [IpBa mpermnocraBka Omia
je ma he WcnUTaHUIM CTYAMpATH CTpPaHE je3WKe KOje HUCY paHHje Y4YWIu, JOK ce Apyra
MPETIIOCTaBKa OJAHOCHIIA HA HEJOBOJPHO YBA)KABaHE KeJbe YUCHHUKA NP 01a0upy CTPaHUX
jesnka y mpeTxogHoM oOpa3oBamy. Kao 3akspydak m3/Baja ce MOTBpPAA NPETHOCTABKU Ie
BelinHa cTyJeHaTa CTy[upa INIAaHCKH je3WK MOIITO ra HUCY paHHje UMM M Ja je caMo
MeTHHA MCIMUTAaHUKa MMasia MOTYRHOCT J1a yTHUe Ha W300p CTPaHMX je3UKa Y IPETXOJHOM
mkosioBamy. Har 3akpyyak 6u 6uo cieaehu: tpedano Ou 06e30enuTu ciio00IHUju H300D
U yueHe )KeJbeHUX CTPaHHUX je3MKa Ha CBUM HUBOMMA 00pa3oBama.

Kwyune peuu: pano yuemwe CTpaHHX je3uKa, IIMAHCKH je3UK, YHUBEP3UTETCKO 00pa3oBame,
oabup jesuka.

EARLY LEARNING OF FOREIGN LANGUAGES AS A DETERMINING
FACTOR IN LATE FOREIGN LANGUAGE CHOICE

ABSTRACT: The aim of the research is to show how early learning of foreign languages
and their selection affect later, adolescent foreign language learning. The research explores
the case of the students of the first year of undergraduate studies of the Department of
Iberian Studies of the Faculty of Philology in Belgrade, who expressed their opinion about
the choice of foreign languages at different ages through a survey. The first assumption was
that the respondents will study foreign languages that they have not studied before, while
the second assumption referred to the insufficient appreciation of students’ wishes when
choosing foreign languages in their previous education. As a conclusion, the confirmation
of the assumptions stands out, where the majority of students study Spanish because they
have not studied it before and only a fifth of respondents had the opportunity to influence
the choice of foreign languages in their previous schooling. Therefore, easier choice and
attendance of desired foreign languages should be ensured at all levels of education.

Key words: early foreign language learning, Spanish, university education, language
selection.



Hywa /]. bpankos

1. PAHO YYEWBE CTPAHUX JE3UKA

VY BUIIEje3MIHOM OKpYXKEHhY OUeKyje ce J1a Jela O PaHoT y3pacTa IIOYHY
ca yuemheM HEKOJIMKO CTPaHMX je3uka yuje OM MM mo3HaBame oMoryhmino 0oJby
oynyhnoct ca Bume npumka. Kana je popmanzo oOpazoBame y nutamy, borasar
(2010: 65) uctude ma paHO yUeHE CTPAHHX je3nKa Tpeda YBECTH U Y MPENIIKOICKY
YCTaHOBY, alli je MOTpeOHO MO3HABaTH Pa3BOj U CIIOCOOHOCTH JieTeTa Kako Ou ce
MpOHAIIa0 HajOOJFM HAYMH 32 YCBajame je3uKa. Y CYNpPOTHOM, Jela C€ BPJIO JIAKO
MOTy mpeontepeTuTn u aemoruBucatd. JoBanoBuh um Jlazaperuh (2022: 390)
CKpehy maxmy Ja je jemaH off TJIaBHHX NHJbeBa O0pa3oBama Ja Jena CTBOPE
NO3UTHBAH CTaB MpeMa ydemy Tako mTo he ce Kpo3 UTpy M aKTUBHOCTH KOje Cy
BUMa OJIMCKE M MHTEpECaHTHE MoJIcTah lUXOBO akTUBHO yuemhe. CIUYHO TOME,
Byjosuh u Puctuh (2019: 256) uctudy aa je moTpedbHO MPOBEpUTH J1a ik oapeheHa
urpa NojAp>kaBa KPeaTUBHOCT, JIa JIM M3a3HMBa U OJIp)KaBa YUCHUUKY MaXKbY, ali H,
HUIITa Mamke BaXKHO, Ja JM Jeiyje aHTuctpecHo. Wmak, mopex Tora, Heka
UCTpaXXMBama NpPUKa3yjy Aa oJabup CTpaHUX je3uKa y PaHOM y3pacTy MOXKe
YTHIATH Ha (QOpPMHUpamke HICHTUTETa M TUME JIOHEKJIe YCMEPUTH pa3Boj JeTeTa
(Csizér, Dornyei 2005: 26; Fuller 2007: 125). Tako ce mpema HpUPYYHHUKY
(Jovanovi¢ i dr. 2022) ucTiay NpeIHOCTH W MaHe 3a PaHO U aJ0JIECIIEHTCKO yUeHe
CTpaHHX je3HKa, TJie c€ Kao HeKe OJf MPEJHOCTH y PaHOM Y3pacTy HaBoje
pajo3HanocT W Torpeba 3a HMHTEPaKIMjoM, a Kao HeKe O] MaHa ciabuja
KOHIICHTpAIMja 1 HCTOBPEMEHOCT y CaBlajiaBamy MaTepPmEr U CTpaHoT je3uka. Kao
NPEITHOCTH 32 Y4YeHe CTPaHHX je3UKa Y aJ0JIECIIEHTCKOM IIepHOJy HCTHUY Ce
CIOCOOHOCT arncTPaKTHOT MUNLbEHa U 100po mamhieme, JOK ce ka0 MaHe HaBOJe
E€MOIIMOHAJIHU HEI0CTaTak KOHTPOJe M caMOKpuTHyHOCT (Jovanovi¢ i dr. 2022:
19-20).

Haxie, yBuha ce J1a TocToje UumbeHUIE Koje noxahame HacTaBe CTpaHuX
je3uKa 4YMHE JIAKIIUM W TEKUM, OWIO Jla Ce Paad O PaHOM WM KacHHjeM,
aJI0JIECIIEHTCKOM y4Yelhy CTpaHUX je3uka. Y3umajyhu to y o03up, morpeOHO je
carjeJaTtd HauyuHe oadupama CTPaHUX je3WKa y 0Opa30oBHUM CHCTEMHMa Kako y
pPaHOM TaKo M y KacHHjeM, aJI0JIECLICHTCKOM y3pacTy. YKpatko hemo aatu mperien
UCTpaXXHBamka Koja ce 0aBe OBOM TEMAaTHKOM y HEKHM EBPOICKHM 3eMJbaMa —
nocebHo y CpOuju — W U3ABOJUTH je3WUKy OOpa3oBHY MOJHUTUKY HAIlIe 3eMJIbE.
Haxon Tora hemo mpeacTaBuTH UCTpaKUBabE CIPOBEICHO Mel)y CTy/IeHTUMa MpBe
TONWHE OCHOBHUX aKaJAeMcKux cTyauja Karempe 3a wubepmjcke cTymuje
@unonomkor dakyiarera YHuBepsutera y beorpany, Koju Cy MCTaKiIu CBOj CTaB
IyTeM aHKeTe y BE3H Ca Yy4YCeHEeM CTPaHUX je3WKa Yy paHOM U KacHHjeM,
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a/I0JIECIICHTCKOM Y3pacTy, 0Ja0upoM CTpaHHX je3UKa U YTHLAjeM BUXOBE KeJbe Ha
M300p CTpaHOT je3UKa.

1.1. Mehynapoona uckycmesa

Ha ocHoBy mpumepa n3 eBpONCKHX 3eMasba nctahm hemo 3Hawaj paHor
y4ema CTpaHuX je3rKa U rmorenrkohe Koje ce jaBibajy y OKBUPY (opMaiiHe HacTaBe.
[Tocebno hemo moaByhHM UnLEHUIY Aa PaHO 3aMOYNHALE YUCHa CTPAHUX je3UKa U
BUXOB 0a0Up MOTY YTHIIATH Ha Pa3BOj YUCHHKA Y JTUYHOM M MPOGECHOHATHOM
noryeay, mro cy Beh ucrakmna panuje coMeHyTa ucTpaxuama (Csizér, Dornyei
2005: 26; Fuller 2007: 125). Y Ilossckoj ce cmatpa aa he mere nmaTi 00JpH ycriex
y OyayhHOCTH yKOMHMKO paHO 3allOYHE yUeH-Ee CTPAHMX je3HKa, T€ Ce OYeKyje Ja ce
POIIUTEIbH YKJbYUE Y JIOAATHO yueke U omadup jesuka (Rokita-Jaskow 2022: 39).
OBne noapmika Aoia3u u3 Kyhe, o poJauTesba, KOju Ha OBaj HaYMH oMoryhaBajy
JISIH J1a ocTBape ycnex y Oynyhuoctu. ¥V I'pukoj ce y mpeamkonckoM o0pa3oBamy
MoJpa3yMeBa MMIUIEMEHTHPAkE JPYyradunjux MaTepujajia U aHTaXOoBambe Ha dacy
CTpaHUX je3WKa, a Wrpa IMpeNCTaB/ba CYIITHHCKO CpeAcTBO 3a yueme (Efthymia
2022: 194). YV Ulnanuju ce y oOpa3oBamy MOJAPKaBa BUIIC]E3UYHOCT O] PAHOT
y3pacta W YKJbydyjy ce npuiaroheHe INemaroimke TEXHHWKE, HaKO C€ jaBJba
HeJlocTaTak ypeheHor Kypukyiyma. PaHuM ydemeM CTpaHUX je3uka peausyje ce
HE caMO KUXOBO TO3HaBame, Beh U 00pa3oBame TONEPaHTHUX 0c00a, OTBOPEHUX
npema apyrum Kyarypama (Rico-Martin, Jiménez-Jiménez 2022: 37).

Hpyro uctpaxuBame nokasyje na y lllnanuju He mocroju oarosapajyha
o0yka 3a HacTaBHHKE CTPAaHOI je3MKa KaJa je MPEIIIKOJICKO 00pa3oBame Y
nUTaky, Te n3octaje (HOoKyc Ha AYOMHCKO MpOydaBame JAUAAKTHYKHX CTpaTerHja
HacTaBe CTPaHUX je3uKa y paHoM y3pacty (Cortina-Pérez et al. 2022: 318). Ucrtuue
ce morpeda 3a ajganTalMjoM je3ndke oOpa3oBHE MOJUTHKE OBE 3eMJbE Kako Ou ce
dopMupao ajekBaTaH HACTaBHH Kajaap, a CaMHM THM W MPOIIMPHO CIEKTap
noHyheHux cTpaHMX je3uka (paHO yuYerme CTPaHUX je3UKa MOXKE IPEICTaBIbATH
OCHOBY 3a KacHHje MHTepecoBame 3a Quionomke Hayke). Y dpaHiyckoj ce, 300r
HEJIOBOJbHE OOYYEHOCTH y4YUTeJhba M HEJOCTAaTKa MO3HaBama CTPaHUX je3uKka Ha
onrosapajyhieM HUBOy 3Hama, OrpaHHMYaBa M300p CTPaHUX je3UKa KOj€ YUCHHUIH
Mory sa yue y panom y3pacty (Partidle Salmon, Simén 2022: 357). V npsu 1uian
Ce HCTHYY HEONXOJHE HM3MEHEe M IpWiIarohaBama CHCTEMa 32 BHIICjE3UUKO
oOpa3oBambe Kako OM YYCHHIM HMMall MOTYNHOCTH Ja 3ampaBo Hayde CTpaHe
JE€3UKE Y OKBUPY IITKOJIOBAHA.

MebhyTtum, Kana ce Kaxe paHo yUeHle CTpaHHX je3uKa, Hajuemhe ce MUCIH
HCKJbYYMBO HA CHIJIECKU jE3UK, JOK CE€ OCTAJIHM CTPAHH jE3UIH y4e Of CpeinHe
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OCHOBHOT oOpa3zoBama. Y Ajnbanuju, rae je ox 2021. roguHe y OCHOBHHM
IIKOJIaMa Of NPBOT pa3pesia YBEICHO YYCHe CHITIECKOT je3HKa, 0fabup ympaBo
OBOT je3MKa 3a PaHo y4yewe N0OHO je MO3UTHUBHY OLEHY C 003UPOM Ha TO Ja ce
pamu o jesuky koju je lingua franca. To, usmely ocranor, mpeacraBba BETHKY
MoroHOCT, UMajyhu y Buay na je AmdaHuja 3eMJba y pa3Bojy U J1a ce Hajla3u Ha
esporickom myty (Hoxha 2022: 210). Kako uctnuy Oununosuh u Bypuh
(Filipovi¢, Puri¢ 2021: 66) Bure on moma EBporsana ropopu 06apeM aBa CTpaHa
jes3uka, Mel)y KojuMma je CHIVIECKH IPBU M JOMUHAHTHHU je3UK, T€ C€ TIOTOM JaJIEKO
UCToJ Hanaze: (PaHIyCKH, MIAHCKH, HEMAdKH, UTATHjaHCKU U pycku. Y CpOouju
ce Takohe BelMKa Makka yCMepaBa Ha MMIUIEMEHTHPAIE YUeHha BHIIEC CTPAaHHUX
jesuka on paHor y3pacta. IIpema 3ajeonuuxom esponckom peghepenmmnom oxeupy
3a jesuxe (Council of Europe 2001: 172) y ¢popmaHoMm oOpa3oBamy ce Hajuenthe
yue JBa 00aBe3Ha CTpaHa je3rKa Y OKBHPY OCHOBHE IIKOJIC, Ca4 HbUXOBHM YUCHEM
Ce HacTaBJba M y CPEArb0j MIKOMNH, rae he ce eBeHTyaTHO MPOMEHUTH HEKH paHuje
noxal)aHu je3WK WM JOAATH joIl jemaH. Tako ce Mmoap)kaBa BHIIEjE3UIHOCT O
paHor y3pacTta, anu Beh y Toj 100u omabup cTpaHUX je3uKa JOHEKJIe OrpaHNyYaBa
KacHUje yUeme.

Tako crynaeHTH y MakeJIOHHjHU yde CHIJICCKHM Kao 00aBe3HU jE3WK Ha
CTyAMjaMa, HACTaBJhajyhu yueme OBOT je3WKa M3 PaHOr y3pacTa W mpumnpemajyhn
ce 3a Oynyhe mocnoBe m m3asose (Xhaferi, Xhaferi 2013: 149). ¥V Xpsarckoj
UMaMO CJIMYHY CHTYyallljy y Be3H Ca Y4eHheM BHIIEC CTPAHUX je3WKa HA CBHM
HHBOMMa 00pa3oBama, MOIITO Ce M300p THUX je3WKa Mema MHUHHMAIHO TOKOM
1IKoJioBama. He mocroju MoryhiHOCT KacHUjer ojgabupa Qpyrux CTPaHUX je3HKa, a
EHIJIECKH Ce TMojaydaBa OJ IMOuYeTKa OCHOBHOT mKkojoBama (KoSuta, Patekar,
Vicevi¢ Ivanovi¢ 2016: 12). Tpeba y3eTtu y 003up YHIBEHIY [1a CE SHITIECKHU jE3UK
y4H Kao TPBH CTpaHU je3uk, kao lingua franca, Te ce mocrariba nmuTame oxabupa
JPYTHX CTPAHUX je3MKa H OTpaHUYaBambe BUXOBOT H300pa TOKOM 00pa3oBama.

1.2. Jeauuka obpasosna norumuxa y Cpouju

Crpanu je3unu cy ce y CpOuju, npema JoaHoBuh, 3aBuiiuH u DBypuh
(2019), ox mIe3meceTHX TOMHA JIBAJIECETOT BEKa J0 IMOYETKA JIBaJIeCEeT MPBOT BeKa
Yy OCHOBHO] IIKONMM Y4WiH oJ 12. TojMHe, MITO je €KBUBAICHT IIETOM pa3peny.
BpeMenoM ce momMepaina rpaHuIla y3pacTa 3a 3al0YHbaAkhe YUCHha CTPAHUX je3UKa.
ITodeTkoMm nBajzieceT MPBOT BEKa, y3 €BPOICKY M POAMTEIHCKY WHUIUjaTHBY 3a
BUIIICj€3NTHOCT, KA0 U aKTUBUPAHEM TPEJICTaBHUKA HAYKE, CTPYKE W MPOCBETHUX
paJHMKa, TOKPEHYTO j& YYCH-E BHIIIE CTPAHUX je3UKa Y OCHOBHOM 00pa3oBamy, T
j€ TIpBU CTpaHU je3uK yBeACH y TpeheM pa3pemy ocHOBHe mkoje (y3pacT ox 9, 10
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TOJIMHA), a IPYyTU Y TIETOM paspely. 3axBajbyjyhn HEKOJIMIMHN €KCIIEPUMEHTATHUX
Mpojekara, y IIKOJe je YBEJCHO BHWINE CTPAaHUX je3nKa, a TPaHWIa 32 MOYeTaK
yuema nomepuia ce Ha 9—10 roguna. Hakon 2003. roaune, mKojae HHANBUIYATHO
OIy4yjy na nu he modeTak ydema CTpaHUX je3nKa OWTH y mpBoM wid Tpehem
paspeny ocHOBHOT oOpaszoBama (Jovanovié, Zavisin, Puri¢ 2019: 38-39). C tum y
BE3W, MPEJIOr HCTpakuBama bpankoB (2021: 225), HakOH aHAJM3€ HACTABHUX
TUTaHoBa U mporpama y CpOuju, jecTe Aa ydeme MpBOT CTPAHOT je3uka Tpeda ma
3all04He y MEepUOLy OJ Kpaja MPBOI U MOYETKa JPYror pas3pela OCHOBHE ILKOJIE,
Kako OM y4eHWIM OWIM JOHEKJIe YNO3HATH ca CHUCTEMOM HAcTaBe, MaTepPHUM
JE3WKOM W THCMEHOmNy, W cTora OWiM y MOTYRHOCTH Ja KpO3 3aHUMJBbHBE
AKTUBHOCTH yue cTpaHHu je3uk. Mmajyhm To y Bumy, morpeOHO je omoryhutn
CI00O0IHMjH W300p MOYeTKa y4era MPBOT CTPAHOT je3WKa Ha HHUBOY OOpa3OBHE
yCTaHOBE.

Yuennnu moxaljajy dacoBe MpBOr CTPaHOT je3WKa OJ] MPBOT paspena
OCHOBHE TIKOJI€ UM O] PEIIKOJICKOT 00pa3oBama Ie Hajuenihe yue eHTIecKH
JE3UK, JIOK ce OJ] MeTOr pa3pe/ia YBOJE je3HIU Kao IITO Cy: HeMadku, (paHIlyCKH,
pycku, uTanujancku u umancku (Suvakovié 2019: 90). Wako y Ilpasunnuxy o
nAGHy HAcmase u yuerba 3a npeu YUKIYC OCHO8HOZ2 00pa306arbd U 8acnumarbd u
npozpamy nacmaee u yuera 3a npeu pazpeod 0CHO8HOZ 00pa3068arbd U 6ACNUMArbA
HHje Ha3Ha4yeHO Kkoju he Outw npBu cTpanu je3uk (Sluzbeni glasnik 14/2023: 2),
nojpasyMeBa ce ja hie To OUTH EHIJIECKU je3UK — IpeMa MCTpakuBamy JbusbaHe
Bypuh (2015: 348). AyTopka y CBOM HCTpaXUBamy HCTHYE Ja IIKOJIA MOXE Ja
MOHYM M OCTajie, paHuje CIIOMEHyTe, cTpaHe je3uke. IlITo ce Tnue u3dopa apyror
CTPaHOT je3HKa, Hpema [Ipagunnuky o HACMAGHOM NIAHY 3a Opyeu YUKIYC
OCHOBHOZ 00pA306aFA U BACNUMAILA U HACMABHOM NPOSPAMY 34 Nemu paspeo
OCHOBHOZ 00PA306aIbA U BACNUMAILA, YISHHK UMa MOTYNHOCT Jia n3abepe CTpaHH
jE3WK ca JIMCTEe je3WKa y MOHyaW mkosie. Jlucra cTpanux jesuka ce ¢opmupa Ha
OCHOBY JIOCTYITHOCTH HacTtaBHOT kanpa (Sluzbeni glasnik 15/2018: 78). 3axon o
cpedrwem 00pazoeary U 6acnumar,y WCTUYE C€ Ja YYeHWK HacTaBba ca
n3y4yaBambeM CTPaHHUX je3MKa KOje je yUYHMO TOKOM OCHOBHOT 0Opa3oBama Hid Oupa
jemaH onx panuje moxahaHMX, YKOJHUKO je mpeaBuleH camo jeaH CTpaHU je3UK
IUTAHOM M TPOrPamMoM CpEeAmEe LIKOJE. YKOJIMKO ILKOJIA HE MOXE Ja OpraHu3yje
HAacTaBy THX CTpPaHHMX je3uKa 300r HEJOBOJBHOI Opoja NpHjaBJbEHUX YUEHHKa
(MuaEMYM 15 O paspemy), y IIKOJIH CE€ OpraHW3yje HacTaBa CTPAHOT je3WKa 3a
KOjH TOCTOj€ HaBEeIEHH YCIIOBH, alld MOTY H Jia c€ YKIIONE Pa3IUuUTH pa3penu y
KOMOWHOBaHy TPyIy ca HUCTUM MHHUMYyMOM Opoja yueHuka (Sluzbeni glasnik
92/2023: 26). dakine, BUIIEje3MYHa HacTaBa y OCHOBHOM 00pa3oBamy NpelBuleHa
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je TeK oJ Apyror mukiIyca oOpa3oBama, TO jeCT METOr paspeda, ca NOCTYINHUM
CTPaHUM je3UNHMa y OKBHPY ILIKOJE, TJ€ Ce NMPBU CTPAHH jE3UK Y4H O PAHOT
y3pacTa, aJli ce TOTOBO YBEK paju O eHrieckoM je3uky. HemoryhHocT moxahama
HOBHX CTpaHMX je3uka y CpedmeM o0pa3oBamy MpEACTaB/ba BeoMa
orpaanyaBajyhu Qaxktop 3a pas3Boj BHUINEjE3UNYHOCTH Yy OKBHPY (hopmagHOoT
oOpa3oBama, anu, ca Apyre CTpaHe, Mpyka MOTyNHOCT MOCTH3amka BUILET HHUBOA
3Hama CTPAHUX j€3WKa KOjU CE y9e OJf OCHOBHOT IIKOJIOBAMA.

Tako cy, nmpema uctpaxkuBawy bpankose (2023), cTyaeHTH mpBe roJUHE
xucmanucTuke redeparnuje 2019/20. roguHe HaBenW Aa BAgajy OHUM CTPaHUM
jesunuMa Koje cy moxahanm y OCHOBHOM M Cpelli-eM 00pa3oBamy W Ja je jeTuHH
n300p KOjU Cy MMaid OHMO HAcTaBak yuyewa THX je3uka. llopen Tora, 3Hame
CTpaHUX je3WKa KOjUM BIIa[ajy pasiHKOBaJI0 ce Mo Opojy TOAWHA y4Yema, Te je
BehMHA MCcTakia J1a BeoMa J00pO TO3HAje CHIJISCKH, KOJH Cy HajIyKe YUYWIH Y
omHOCY Ha ocrtane crpaHe jesuke (Brankov 2023: 71-72). CnuuHo TOME,
[lyBakoBuh (2013: 75) mpukasyje motpeOy Behe H3I0KEHOCTH CTPAaHOM jE3UKY
3apaji MmocTu3ama 00JpUX pe3yiTara, moTpedy 3a Behum (GoHIOM YacoBa cTpaHOT
je3uKa MoYeB 01 paHOT y3pacTta, Kpo3 MPEAIIKOJICKO 00pa3oBamke U MPBU U IPYTH
00pa30BHM NUKIYC OCHOBHOTI' IIIKOJIOBaHka, T€ M IUIAHCKO YBOheme BHUIIIEje3UUKOT
Mojiea off paHor y3pacra. Ty ce ¢Gokyc cTaB/ba Ha OpOj yacoBa CTPAHOT je3MKa,
anmu 1 Ha Behy MoryhHocT m300pa cTpanux jesuka y gopmamHoMm obpazoBamy. Ha
Taj HAYMH, TOKOM OCHOBHOT 00pa30Bama yUCHHIIM 1OCTajy Buliejesnunu. Ca jenHe
CTpaHe, IpuMeTaH je Behn Hampenak y y4emy IpBOT CTPAHOT je3rKa (300T TyKuHE
yueHa je3uKa), ajid, ca JPYyre CTpaHe, YYCHHIIM OCTajy OrPaHUUCHU 10 MHUTaAbY
n30opa CTpaHHUX je3uka Koje ikeie naa yde. MelyTum, TOkOM KacHHjer ydema
CTpaHMX je3UKa, Kao ILITO jeé BUCOKO 00pa3oBame, 0Ja0up CTpaHUX je3MKa MOXKE
outn cinodomguuju. Taga CTYIEHTH HHUCY YCJIOBJBEHH YUYCHEM je3WKa KOje Cy
npeTxonHo noxahanm.

Tpeba y3etu y 003up U CTaBOBe CTyJeHATa APYIITBEHO-XYMaHHCTHUKUX
HayKka y Be3W ca MPOYYaBarmkbeM CTPAHUX je3MKa, KAKO TO Y CBOM HCIIUTHBAY
uctnayy MakcumoBuh u OcmanoBuh (2014). AyTopke Harjamasajy Aa MHOTH
(akTopu yTHYy Ha HM300p CTpPAaHOr je3WKa, Ia C€ y CKIaJAy ca THME jaB/ba W
npobjeM npoyuaBama TUX yTunaja. Hexu aenyjy ¢GyHKIMOHAIHO jeTHH Ha ApYyTe,
JOK JIpyrd yTUYy Ha e(pHKACHOCT y4emha Ha HauuH KOjH HHUje JOCTYyNaH 3a
nmpoydJaBame u Mepeme. CTora, Kao Hajuelnhy Imojaeny, ayTopKe HW3Bajajy JIMJHE
(y3pact, TmoOJ, WHTEIWUTCHIMja, BepOaJHA W KOMYHHKATHBHAa CIIOCOOHOCT,
CeKOHOMCKE TPWINKE M paJHe HaBHKe) W ommre (akTope (ICUXOJOMKHA H
HeJaromku (akTopH, JIMYHOCT MpeiaBaya, YCIOBH paja, IUIAaH M Iporpam
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HacTaBe), alli Cy ce Y UCTpaxuBamwy (HOKycHpase Ha APYLITBEHE MoTpede, TMYHA
WHTEpECOBama, TEXHWHY TpaanBa W mpodecope KOjU Tpenajy CTpaHe je3WKe.
®dakTopu KOjU Cy YTHIaNM Ha OnadbHMp CTpaHUX je3uKa Koje he m3yuaBaTH KoA
UCTIUTAaHUX CTyJEHaTa pasnuuuTux roamHa Punoszodckor dakynrera y Humry
TokoM Mmkojcke 2013/14. rommnre (ca memaptmMana CpOucThuke, AHTIHUCTHKE,
[enaroruje, Uctopuje, Conmonoruje, [lcuxonoruje u HoBunapcTsa), cy npeTexxHo
JUYHE MPHUPOJIE, alld Ce jaBJba M (PAKTOp APYIITBEHE MMOTpeOE W TEXKHWHE TpajrBa
npeamera. Tako cy cryaeHTn CpOucThke W AHTIUCTUKE OKpPeHYTH moxalhamy
BUIIIE CTPAHUX je3WKa, TAe Ce MOpe] paHHje IOMEHYTHX, jaBJba U TPUKH j€3UK KOjH
ce He MOJK€ YUMTH y OCHOBHOM U cpelmeM o0pazoBamy (Maksimovi¢, Osmanovi¢
2014: 446, 455). 3Hauaj oBOI HCTpaXuBama jecTe y Be3n ca Oynyhum
MPOyYaBamkeM CTPAHUX je3nKa U n300pa Koje UMajy CTyJICHTH Ha OCHOBY JIMYHUX U
JPYIITBEHUX MoTpeda. MokeMo 3aKJby4YHTH Jia je M3y4aBame CTPaHHX je3uKa M
BUXOBOT 071a0upa Ha (akynreTuma (DUIOJIOIIKE OpHUjEHTAIMje TTOTPEOHO J0AATHO
UCTPAXKUTH.

2. METO/IOJIOLIKMX OKBHUP

[Ipenmer ucTpaxnBama YMHE PAaHO M KacHHUje, aJ0JIECIEHTCKO Y4Yeme
CTpaHHMX je3WKa W IUXOB 0abup y ckiaay ca MoryhHocTMa Koje HyaH
oOpaszoBame y CpOuju. Llwb ucrpakupama jecte Ja NPUKAXKE J1a JIM PAHO YUCHE
CTpaHUX je3WKa M HBUXOB OJa0Hp yTHUYYy Ha XKeJby 3a KaCHHUjHM, aJI0JICCIEHTCKUM
yUemheM CTpaHUX je3nka W m300p jesuka koje he cTyaupaTH, Kao W KOJIHKE CY
MoryhHOCTH oTydnBama 0 M300py CTpaHHMX je3WKa Y OCHOBHOM H CpPEImEeM
oOpazoBamby W3 TMEPCHEKTHBE Y4YEHWKa (IITO MpEACTaBba M HCTPAKHBAYKO
nuTame). [locToje aBe KaTeropumuke Bapujaliie HCTpaKHMBama: HM300p CTPaHUX
je3MKa M y3pacT 3a y4ewe CTpaHHX je3uka. Y OKBHPY BapHjaliu MOpPEAWIH CMO
MoryhHOCT H300pa CTpaHUX je3WKa Y OCHOBHOM M CPEJEheM IIIKOJIOBahY, Kao M Ha
(GWIONOWKUM CTynWjamMa, IpU 4YeMy C€ YKJbYydyjy W JOHOCHOLM OJUIyKa NpH
oabupy je3Wka y 3aBUCHOCTH OJf HHBOa oOpa3zoBama. Dopmupand cMO JaBe
XHUIOTE3e MCTpakuBama: [IpBa mpernocraBka je ga he CTYJICHTH 3a CTyIUpame
onabpaTu ymnpaBo OHE CTpaHe je3UKe KOje HHCY MOINIM Jia y4e y paHOM y3pacTy.
Jpyra npeTrnocraBka jecte Ja ce u300p CTpaHUX je3uKa y OCHOBHOM H CPEIHEM
o0Opa3oBamy HHUje THLAO Y MOTIIYHOCTHU KeJbe CTyleHaTa, Beh 1a je OMo y muTamy
HYXXHH 0J1a0up noHyheHux jesuka.

VYyuecHUIIM HCTpaXuBama Cy CTYAEHTH TIpBe TOJMHE OCHOBHHX
akageMckux cryauja Kareape 3a unbepujcke cryauje Puonomkor Qakynrera y
Beorpany renepanuje 2022/23. ronune. Y UCTpaKMBamby j€ YUECTBOBAO Y30paK O
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N=48 wucnuranuka, on 73 akTmBHHX cryaeHara. CHpoBe/leHa je KOMOWHOBaHA
METOo/1a, KBAJUTATHBHA M KBAaHTUTATHBHA aHAJIM3a MOJaTaka MPUKYIIJBEHUX MTyTeM
OHJIajH aHKeTe K0ja je cTyJleHTUMa Ouiia mojieJbeHa npeko miatdpopme Myon TOKOM
jyHa mecena 2023. rogune. Jlakie, TEXHUKA MEpPEma jeCTe aHKETHPame MHCAaHUM
IyTeM, a HHCTPYMEHT Mepemba je YIUTHHK.

Cama aHKeTa caydWieHa je 3a morpede OBOT HCIUTHBAKAa HA OCHOBY
Tpasunnuka o HACMABHOM NIAHY 3 NPEU YUKILYC OCHOBHOZ 0bpazosarsa (Sluzbeni
glasnik 14/2023), [Ilpasunnuka o HacmasHom HAAHY 34 OpPyeU YUKILYC OCHOBHORZ
obpazosarva (Sluzbeni glasnik 15/2018) u 3axona o cpedrwem obpasosary u
sacnumary (Sluzbeni glasnik 92/2023), a cactoju ce ox 19 nurama. YIUTHHK je
MoJe/beH y TPU OfeJbKa W TpPBH TPEACTaBba omiure uHHOOpMAaLHUje O
UCIIUTAaHUIIIMA W FUXOBOM 3HAbY CTPaHMX je3MKa ca YeTHpH muTama. [pyru
0JleJbaK Be3aH je 3a 0Jjadup CTpaHMX je3WKa Y PAHOM M KaCHHjEeM, a0JIeCIICHTCKOM
y3pacTy ca MeT MUTamba 3a MPEIIKOJICKO 1 OCHOBHO 00pa3oBame y3 TadyaH y3pacT
MOYeTKa y4erma THUX je3WKa W JKeJby 3a m30opom jesmka. Crnepehux meT murama
OJIHOCH C€ Ha CPe/iby IIKOIY M (aKyITeT U MuTambe MoryhHocTH n300pa je3nka y
CKJIQ/ly Ca BJACTHTHM JKeJbaMa, JIOK Cy TOCIe/iba JIBA MMUTamka y OBOM OJEJbKY
BE3aHa 3a OJUIYKY O U300py CTpaHUX je3HKa KOje YUESHHUK/CTYIeHT Tpeba 1a noxaha.
Tpehu onespak ca Tpu MHUTamka MpHUKa3yje pasjore CTyAupama CTPaHUX je3UKa, a
(hakynraTuBHE je OHO IONAaTHM KOMEHTap Ha Kpajy aHkere. llpucyran je
BUIIECTPYKH M300p M AMXOTOMHja 3a MUTaka 3aTBOPEHOT KapakTepa, a y CBAaKOM
NHTaky IIOCTOjaJIa je OIIHja J0/1aBama CONCTBEHOT oAroBopa. Ilurama oTBOpeHOT
TUNA CIY)XWIa Cy 3a JIONyHkaBamke MOPEeTXOJHOT OJroBopa (YKOJHKO HHCY
nocrojand NoHyheHU je3Wld M HUBOW 3HAmWa), 3a pasjior CTyAHpama CTPaHUX
je3VKka W 3a JO0AaTHH KOMEHTap. 3a aHaiu3y MuTamka aHkeTe KopuirheHa je
JIECKpUTITUBHA CTATUCTHKA, JIOK je 32 OTBOPEHA MUTama YIOTPeOJheH U METOJ
knacupukanuje. [[pumeren HaunH oOpasie mojaTaka 3a OMBapHjaHTHH HALPT jecTe
padyHame QpeKBeHIe KaTeroprja U CUTyannja y3 Kopuihemne nporeHara.

2.1 Pe3ynmamu ucmpasicuearbd

VY nonymwaBamy aHKETE yuecTBOBaJIO je 48 cTyleHaTa, ol KOjuX je bux 42
(87,5%) obenexwuiio na cy »eHckor nojia, 6 (12,5%) na cy MyIIKOr U HUKO HHjE
onmabpao onuujy ,,He sxenum na ce uzjacHum”. Y3pact cryneHara kpehe ce ox 19
JIo 22 TOAUHE, TJIE je Y TPEHYTKY HCIIMTHBama Bbux 25 (52,1%) umaino 19 roguna, a
16 crynenara (33,3%) 20 ronuna (I"padukon 1).
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Bpoj crynenara
20

N\

16

= 18 roguHa ® 19 roguua = 20 roguHa

m 21 roguHa ® 22 roguHa * 23 roguHa

I'paduxon 1. Y3pacT ucnuranuka

Jesunm koju cy moHyheHM y HapeaHOM MHTaky OWIM Cy ojnadpaHu Ha
OCHOBY IIIECT IIKOJICKAX CTPaHUX je3WKa y OCHOBHOM oOpazoBamy y CpOuju
(Suvakovié 2019: 90). Kana cy y nuTamy CTpaHH je3HIH KOje FOBOpE, HUBO 3HAba
KOjH je MmpeacTaBbao moyeTHu HUBO je Al, a I[1 je Beoma Hanpenan HuBo (Tabena
1). CBu cTyaeHTH cy oOenexuiad na npuyajy mmanckd, mux 48 (100%), koju
npeTexxHo mocenyjy HuBo A2. EHrmecku jesuk obenexwno je 47 cTyaeHaTa
(97,9%), a najume ux nocenyje HuBo b2 m I[1. Hemauku je3ux rosopu 21
ucnutanuk (43,75%), koju yriiaBHOM Mpunanajy HuBoy Al. ®DpaHIyCKH je3uK
roBopu 11 crynenara (22,9%), nperesxxno Ha HUBOY Al u A2. Utanujancku je3uk
roBopu 6 ucnuranuka (12,5%), roe cy ckopo csu Ha HuBoy A2 u b2. Pycku jesuk
roBopu cBera 5 cryaenata (10,4%), Ha cBUM HMBOMMA 3Hamba OCUM HHBOA b1.

Jesux Huso A1 | Huso A2 Huso b1 | Huso B2 | Huso 11 VYxymas 6poj
CTyJICHATa TI0 je3UKY
MInancku | 7 (14,6%) | 37 (77,1%) | 3(6,25%) | 1 (2,1%) / 48 (100%)
EHrnecku / 1(2,1%) 4 (8,3%) |26 (54,2%) |16 (33,3%) 47 (97,9%)
Hemauku 12 (25%) | 3(6,25%) | 6 (12,5%) / / 21 (43,75%)
Opannycku | 4 (8,3%) | 5(10,4%) | 2 (4,2%) / / 11 (22,9%)
Wramnjancku | 1(2,1%) | 3 (6,25%) / 2 (4,2%) / 6 (12,5%)
Pyckn 1(2,1%) 2 (4,2%) / 1(21%) | 1(2,1%) 5 (10,4%)

Tab6ena 1. Ctpanu je3unu KOje TOBOPE UCITUTAHUIIN 110 HUBOUMA 3Hamha

CamuM THM, y ciefcheM, ONIIMOHOM IUTamy, jaBJbajy CE jE3HIHU KOje
CTYACHTH TOBOpE, a HUCY Omnu moHyheHu y mperxomHoMm nutamy (Tabenma 2).
Jemanaect crynenara (22,9%) momamo je joml Heke je3nke Koje rosope: 4
ucnuranuka (8,3%) roBopu rpuku — 1o 2 (1o 4,2%) Ha HuBoy Al u A2 (Tabemna 2),
nopryrajicku uux 2 (4,2%) Ha HuBoy Al, kopejcku Takohe 2 (4,2%) Ha HUBOY A2,
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a mo jemHa ocoba (mo 2,1%) rosopu Typcku (HuBOo Al), HOopBemku (HHBO Al —

ncTa ocoda TOBOPW W TOPTYTAICKH), KaTaIOHCKHA (HUBO A2) W jallaHCKH jE3WK
(auBO A2).

Jesnk Huso A1 | Huso A2
I'puku 2 (4,2%) 2 (4,2%)
Hopryrancku | 2 (4,2%) /
Kopejcku / 2 (4,2%)
Typcku 1(2,1%) /
Hopsemku 1(2,1%) /
Karanoncku / 1(2,1%)
Janancku / 1(2,1%)

Tabena 2. CTpaHu je3uiy KOje JOJaTHO FOBOPE UCITUTAHUIU 110 HUBOMMA 3HAha

Opalbup je3nuka y paHOM y3pacTy MOKPEHYT j€ MUTalkEeM O TIPBOM CTPaHOM
JE3UKY KOjU Cy CTYIEHTH YUYMJIM y NPEIIIKOJICKOM H/WJIN OCHOBHOM 00pa3oBamy,
I7ie Cy CKOPO CBU OOENICKUIN EHITIECKHU je3uK — buX 46 (95,8%), a o jenHa ocoba
(mo 2,1%) je o3Haumina Hemauku M ¢panmycku jesuk (['paduxon 2). Pyckw,
LIITAaHCKW W WTaJIMjaHCKU HUKO HHjE 00ENeXHOo, ITO JOCIETHO MPUKa3yje CIUKY
HAIIIer MIKOJICKOI CHCTeMa M JOMHHAHTHOCT eHryeckor jesnka (Suvakovié 2019:

90).

Bpoj crynenara

0 00

1

m EHrneckn = Hemaukn = Pycku OpaHuycku = LnaHckn = UTanujaHcku

I'padmkon 2. [IpBu cTpaHH je3nK UCHUTAHHUKA Y TPEIIIKOJICKOM H OCHOBHOM 00pazoBamy
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VY3pact kaaa cy modeny Aa yue IpBU CTPaHHM je3UK OJHOCHU Ce Ha 7 TOJMHA
21 crynenr (43,8%), 6 mux 13 (27,1%) u 5 roguna 10 ucnuranuka (20,8%). Ise
ocobe (4,2%) cy umaie 8 roauna, a jenHa (2,1%) 10 roguna (I'padukon 3). Jeqna
ucnutannna (2,1%) HaBoam ma on pohema mpuda pycKH, a CPIICKH je Tmodena Aa
TOBOPH Ca 5 roavHa, jep je U3 MEMIOBUTE TOPOJUIIE T1Ie jOj je TIPBU CTPAHH jE3UK
unak Ouo eHriecku ox 7. roaune. Huko Huje uzabpao omuuje 9 u 11 ronuna.

Bpoj cryaenara
01 0

21

m5roguHa ®6roguHa ® 7 roguHa ™ 8 roguHa

= 9 roguHa 10 roguna = 11 roguHa

I'padukon 3. Y3pacT 3a IpBH CTPaHHU je3MK UCITUTAHUKA Y PEAIIKOJIICKOM/OCHOBHOM
o0pa3zoBamy

IlITo ce Thye Apyror CTpaHOT je3WKa y OCHOBHOM 00Opa3oBamy, HajBehu
Opoj cTyzAeHaTa y4Ho je HeMadku je3uk, 23 (47,9%), nok je mux 12 (25%) yuuno
dpanuycku (I'padukon 4). Pycku je yumio 5 cryaenara (10,4%), uranujancku 4
(8,3%), a mimancku U eHraecku 1o 2 ocobe (mo 4,2%). Ha ocHOBY oBuX mojaTaka
MOXEMO BHJETH JIa Cy — TOpE] EHTJIECKOT — y ONTHIAjy CBH PaHWje MOMEHYTH
CTpaHH je3WIIH, OCHM 3a J[BOje CTYJCHATa KOjU HUCY Kao NMPBU CTPAHH je3HUK YUHIH
€HIJIECKU.
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Bpoj cTyaenara

= Eurnecku = Hemauku = Pycku

= Opannycku  ® llnaHcku = UtanujaHcku

I'paduxon 4. [Ipyru cTpaHu je3WK UCIIUTAHIKA Y OCHOBHOM 00pa30Bamy

VY3pact noyeTka ydema APYror CTPaHOT je3uka Besyje ce HajBuiue 3a 11
rojauHa, kox 26 cryaenara (54,2%), e 12 ronunHa 3a wux 13 (27,1%), 10 romquHa
3a 7 ucnuranuka (14,6%) n 9 roauna 3a wux 2 (4,2%), rae ce npeMa OCHOBHOM
oOpaszoBamy y CpOuju MoXKe 3aKJbYYHTH Ja ¢€ paju BeNUHCKU O METOM paspeny
(I'padukon 5). Hujenan ucnuraHuk Huje 00eIeKH0 y3pacT o 7 1 8 ronuHa.

Bpoj crynenata
00

/

m7roguHa ™ 8roguHa "9 roguHa

= 10 roguHa ® 11 roguua = 12 roguHa

I'paduxon 5. Y3pact 3a Ipyru CTpaHH je3UK UCITUTAHUKA Y OCHOBHOM 00pa3oBaby

JleBeTo muTame NPeAcTaBba N300p CTPAHUX je3UKA M OJHOCHU CE Ha XKeJby
CTy/ZICHaTa Koja je yTHIaJa/WiH HHje yTUIAla Ha y4Yerme YIpaBo TOT je3uKa Y
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MPEIIIKOJICKOM W OCHOBHOM oOpa3oBamy. Behmna crymenara, 38 (79,2%)
onabpana je onuujy He, IOK je 4ak 9 cryzmeHara (18,8%) obenexuno onuujy na.
Jenan oarosop (2,1%) je nomar u UcTUYE N1a HUje UMaia u30op jep Cy CBU YUMIH
SHIJICCKH ¥l HEeMAUKH jE3HK.

Kana je y nuramy cpenma IIKoJa, HAa MHUTAmkE Ja JIM Cy HCTE je3UKEe U3
paHujer oOpa3oBama y4wiu M KacHuje, 42 crynenta (87,5%) je oaroopmio na
jecy, a 5 (10,4%) na Hucy. Kao n y nperxonHoM nuTamy, MOCTOjH A0AAT OATOBOP
(2,1%) xoju Kake Aa CTYACHT jeCT€ YYMO CHIJIECKH je3WK, alh HHUje HEMauKH.
CamMuM THM, YKOJHKO Cy CTYACHTH Ha NPETXOTHO MHUTAme OJrOBOPWIN Ja HHUCY
WCTE CTpaHE je3WKe YUWIH y CPEeNH0j IIKOJH, OMIIUOHO IMHTAKE CIYKWIO je 3a
HaBoheme nmpyrux jesuka (TaGena 3). O 6 oxrosopa (12,5%), 3 ce omHOCce Ha
natuHckH (6,25%), 2 Ha uranujaHcku je3uk (4,2%), rae je jemHa ocoda Taj je3uk
y4MJIa BaH IIKOJIE, a 1o jeiHa ocoba (1o 2,1%) yuuna je ctaporpuku (y3 JaTHHCKH)
U IITIaHCKU je3UK.

Jesuk Bbpoj crynenara
Jlatuncku 3 (6,25%)
Uranujancku 2 (4,2%)
Craporpuku 1(2,1%)
Inancku 1(2,1%)

Tabena 3. Pa3nu4uTy je3uIyl y Cpeiib0j KON y OJHOCY Ha OCHOBHY IIKOJTY

ITpema TOMe, MOCTABJbEHO j€ MUTAE Ja JIK je 0Jadup Cpellbe KOS
3aBHCHO O] CTPaHUX je3uKa Koje Mory na yde. Yak 37 crynenara (77,1%) pekio je
Jla HUje 3aBUCHO, 0K je mux 10 (20,8%) olenexnio aa cy pacloioXuBU CTPaHH
je3UlH YT Ha oadup cpenme mkone. Jeman oarosop (2,1%), koju je 6uo
JI0JIaT, UCTAaKao je Jia je CTyIEHTKWIba 3aBpIIUiia OCHOBHY M CPElliby HIKONY Y
Pycuju umju je cucrem oOpasoBama Apyraduju U oOe IIKOJE Cy Y OKBHPY HCTE
ITKOJICKE ycTaHoOBe. MokeMO BHUICTH na, 0e3 003upa Ha OTrpaHUYCHE y HU300py
CTpaHMX je3WKa 3a y4ere Y OKBHPY jeHE IKOJIE, UCIIUTAHHIN MPOHANIa3e HAYMH
Jla yde JIpyre cTpaHe jesnke o1abupom oarosapajyhe cpenmbe mKosie.

Kana je y nutamy (akyiarercko o0pa3oBame MpBO je MOCTAaB/bEHO MUTAHE
CTpPaHOT je3HKa KOje CTyJIEHTH y4e Kao IMIaBHH U W300pHH, TO jecT MOMOhHH je3uK.
CsuMm ucnuranuM cryaeatuma, 48 (100%), rmaBHU je3WK je IIMaHCKH, TOK ce Kao
W300pHU je3WK ca HajBuIIe oarosopa, 19 (39,6%), jarma enrecku (I"padukon 6).
Cnenehu je rpuku ca 6 ogrosopa (12,5%), xopejcku ca 5 (10,4%), mopTyraicku ca
3 (6,25%), vemauku u pycku ca mo 2 (mo 4,2%) u ca Mo jegHHM OATrOBOPOM
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(dpaHIycKH, TYpCKH, jallaHCKH, KAaTaJOHCKH, CIIOBEHAUYKH M MEPCUjCKH je3uK (IO
2,1%). Jlpa ucrimtanuka (4,2%) HaBena cy caMo IIMAHCKK Kao TJIaBHU je3WK 0e3
u3bopHor jesuka. OBie ce jaBjba HUCHyHeHe MoryhHocTu moxahama cTpaHux
je3WKa KOju HUCY NOCTYITHH y OCHOBHOM H CpEeIeM 00pa3oBamy, TIe Ce YaK
HIOJIOBHHA MICTIMTAHWKA OJUTy4YHMJIa 3a CTPaHE je3WKe KOjU Cy NMPUCYTHH y OKBUPY
(hUITONIOLIKUX CTY/AWja, NCKJBYYHBO Ha HUBOY (aKyJITETCKOT 00pa3oBama.

Bpoj cTynenara

EHrnecku
HeMadky w2
PYCKKA mommm 2
dpaHuyckr mm 1
NOPTYrancky s 3
KaranoHcky mm 1
rPHKY me—— G
TYPCKMK
janaHckn mm 1
KOpPejCKM m—— 5
CNOBEHa4YKKn mm 1

nepcujckii mm 1
HujepaH u360pHY je3MK a2

I'pacukon 6. 3060pHH je3uk cTyeHaTa Ha (aKkynTeTy

To ce THue Xesbe 3a 0adup je3uka Ha QakynreTy, 4yak 44 MCIMTaHUKA
(91,7%) pexno je na je mUXOBa XeJba yTHLANa Ha M300p je3WKa, 0K je mux 4
(8,3%) wm3jaBWiio Ja HUje yTUIANa. 3a Pa3jIuKy OJ] MUTama O OJadupy je3uka y
NPEIIKOJICKOM U OCHOBHOM 00pa3oBamy, y OKBUPY (hakynTeTcKOr o0pa3oBama
BeJIMKa BelinHa cTyIeHaTa je caMa oJuTyduiia Koje CTpaHe je3UKe KeJH J1a CTYANpa.

C tum y Be3u, cieneha 1Ba nuTama 0aBe ce OJIYKOM KOj€ CTpaHe je3HKe
Tpeba JeTe, OHOCHO YYEHUK/CTyneHT aa noxaha. Kanma ce pany o yuewmy cTpaHux
jesuka y paHoM y3pacty, 35 wucnurtanuka (72,9%) TBpau na o Tome Tpeba na
omnyuyje poautesb, a 27 wmux (56,3%) na nmere Tpeba ma JOHECE OJUIYKY
(I'paduxon 7). 3a mKoIy Kao JOHOCHOIIA OJUTYKE jaBiba ce 8 oarosopa (16,7%), 3a
MunucrapctBo npocsete 5 (10,4%), 10K 3a yunuTe/hba UMaMoO CaMo jelaH OJroBOp
(2,1%). Nmajyhu y BULy YMEBEHUIY Aa Cy MUCOUTAHULIN MOTJIM OOENEKUTH BHIIE
0JITOBOpA KOje Cy CMaTpaiy oJropapajyhuM, HajBUIIe HCIIMTAHUKA C€ OJUTYyUYHIIO 32
OTIIIUje POJMTESh H JIETE, U CAMO POJIUTEIb.
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bpoj cTynenara

Jere NN 27

Yuurens [ 1
Pogurer [N 35
likora [N 8

Munucrapcrso npocsete [ 5

0 5 10 15 20 25 30 35 40

I'paduxon 7. Ko tpeba na oxmydyje Koje cTpaHe je3nuke moxahaMmo y paHOM y3pacTy

Hacympor Tome, 3a kKacHHjH, aJ0JNECHEHTCKH Yy3pacT, TO jeCT y CPenm0j
IIKOJIM M Ha TOYETKY CTyJIWja, HAa NHTalke KO Tpeda aa omaydyyje O omadupy
CTpaHHX je3uka Koje he yueHuk/cTyneHT moxaharu, yak 47 ucnutanuka (97,9%)
03HaumI0 je oarosop yudeHuk/cryneHt (I'paduxon 8). Ilo 2 oarosopa (mo 4,2%)
jaBJbajy ce 3a OIIHWje POauTesb M IiKoja. Huko HHje OO0eNekKHO OArOBOpe
HAcTaBHUK win MunucTapcTBo npocsere. [lITo ce TMye koMOMHAIMje OATOBOPA,
HajBUIIIEC MCIIMTAaHUKA W3a0pajno je omiujy ydeHuk/ctyneHT. Kama ce ymopene
OJICOBOPH Ha TNPETXOJHA JIBa MMHTamka, MOXKE CE BHJICTH Ja CTYICHTH OYEKYjy Ja
uMajy MOryhHOCT JIUYHE OJUTyKEe MO MUTAalky KACHH]ET, aJ0JECIEHTCKOr yueHha
CTPaHUX je€3MKa, JIOK y OKBHUPY pPaHOI y3pacTa jolll yBEK IIOCTOJH ejba 3a
YKJbYYHBAKHEM OJIFOBOPHOCTH POJIUTEIhA H YCTAHOBA.

Bpoj crynenara

Yuenuk/Crygent I 17
Pogurer, M 2
HacraBuuk | 0
llxona M 2

MHHHCTapCTBO npoceeTe 0

I'padukon 8. Ko tpeba na ommydyje Koje crpane jesuke rnoxahamo y KacHOM y3pacty

VY OKBHpY aHKETEe jaBWJIO Ce€ IHUTAamkEe OTBOPEHOI KapakTepa rue je Omio
MOTPeOHO OOPA3MOKUTH 3aAITO Cy C€ HUCIHUTAHUIM OTyYWIN 32 CTYAHparmhe
CTpaHHX je3uKa, T€ CMO OATOBOpPE Kiacu(UKOBAJIM Yy LIECT KaTeropuja Koje ce y
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Mam0j Mepu npekianajy. [Ipea u HajBeha kateropuja mpencrasiba Jby0aB mpema
jesunuma (21 oxrosop, 43,75%) roe ce jaBUIO M HMHTEpPECOBamE 3a KYyITYpY,
uHpOpMUCamkEe, TAICHAT, IyTOBamke U 3anociemhe (I'padukon 9). JIpyra kareropuja
OJTHOCH C€ Ha 3aMHTEPECOBAHOCT 3a CTpaHe je3WKe W KynType npyrux 3emasba (11
onrosopa, 22,9%), Mok CTyJeHTH Takoh)e UCTHUY 3arociene, TaJleHaT U ITyTOBambe.
Tpeha kareropuja BezaHa je 3a TaJeHAT, CIIOCOOHOCT OP30T M JIAKOT Y4eHa je3rKa
(7 omrosopa, 14,5%) u momajy WHTEpecOoBame 3a KyITypy M TEPCIEKTHBHOCT
cTyamja. YeTBpTa KaTeropuja mpeicTaBiba 3amocieme (4 oxrosopa, 8,3%) y3
uctumame npodecype. Ilera xareropuja omHocu ce Ha MyToBame (2 OATOBOpA,
4,2%), ca moceOHMM HcTHLAmkeM KomyHukanuje. lllecra xateropuja BezaHa je 3a
Ipyru u300p dakyyireTa W APYyror crpaHor jesuka (2 omrosopa, 4,2%), a jenaH
OJIrOBOP HHjE MOMYHbEH. V3 OBUX BPJIO NPEIM3HUX, alld U Pa3HOBPCHUX, OATOBOPA
MOKEMO BHJICTH JIa TIOCTOjE BEJIMKA JbyOaB U 3aMHTEPECOBAHOCT 3a Je3UKe, Kao U 3a
KYJIType APYTHX 3eMajba, alld Cy 3HAYajHU W TaJIEHAT 3a je3WKe, 3alociiemhe U
IyTOBambEe Kako O ce yYSHHUIIM ONPEISIINIIHN 33 CTyJUPAbe CTPAHHX je3HKa.

bpoj crynenara

Jby6as npema jezupuma I 21
3anHTepecosaHocT NN 11
Tanenar NN 7
3anocinerme I 4
[lyroBare W 2
Opyru uz6op HH 2

Bez ogroeopa M 1

0 5 10 15 20 25

I'padukon 9. Paznor crynupama cTpaHX je3UKa

[Ipernocnente NUTamke — 3alITO CTYIUPAjy IIMAHCKUA JE3UK, HYIUIO je
OJITOBOpPE KOje Cy WCIUTAHUIM OWpany Kao TayHe WIM HetauHe. Hajpuie
onrosopa, 38 (79,2%) uMana je KOHCTaTalMja Ja CTyAUpPajy IIMaHCKH je3HK jep ra
HUCY YUYWIIN ¥ Cpel-eM 00pa3oBamy, a oaMax m3a Tora, 37 oarosopa (77,1%) jep
ra HUCY YYWIIM HU Y TIPEIIIKOJICKOM HU y OCHOBHOM oOpasoBamy (I'padukon 10).
Ommujy HUjenaH oj mOHyheHuX onrosopa omabpamo je mux 4 (8,3%), na
CTYIUPajy IIMAHCKU jJE€3WK jep Cy ra yYWIH y HPEAIKOICKOM H/HIM OCHOBHOM
oOpazoBamy obenexmio je 3 cryaenta (6,25%), nok je mux 2 (4,2%) uzabpaino
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OMLMjy Jla CTyANPajy Taj je3uK jep cy Ta yUWId y cpelmbeM obpasoBamy. [1o jenan
onrosop (1o 2,1%) ogHOCH ce Ha IIeCT IOJaTHX ONIHja: Ja j€ CTyaupaia MIMaHCKH
je3UK Kao M300pHH Ha IMHTBUCTHUIIM MIPEe yIuca IporpaMa 3a IMaHCcKy; Aa CTYAUpa
IIITAaHCKH jep joj je 3aHmMibuBa Kyntypa lllmanumje, jeswk je MenonudaH,
MpHUBIAYaH W HHjEe TOJMKO TEeXaK 3a ydeme W 3aTO INTO paHHje HHje hMaja
OPWIKMKY JIa ce onpo0a; jep el Ja Hay4H INTO BUILE je3UKa; jep jy je IMaHCKH
WHTEepecoBao mpe GaKyyTeTa, ajlyd Ta HUje paHuje YUIIa; jep Hije yrucala KeJbeHI
je3uK; u jep joj ce mmaHcku aonana. [lomro cy ucnuranuim umanu MmoryhHoct na
obeJe’xe BUIIIE OATOBOPA, HAjBUIIEC WX C€ OTYYIIIO 32 OATOBOPE Na CTYAHPAjy
IIMAHCKU jep ra HHUCY YYWIM Yy TIPEOIIKOJICKOM, OCHOBHOM HH CpEeImbEeM
oOpazoBamy. 3 HaBeIeHNX OAroBOpa MOKEMO MPUMETHTH J1a BehnHa ncnuraHuka
CTyIupa IIMAaHCKH je3WK 3aTO IMITO Ta HUCY paHWje Y4WiIh y OKBUpPY (hopmaiaHOor
obpazoBama. [IpeTnocTaBiba ce Aa y OKBHPY BUXOBUX 00Pa30BHHUX yCTaHOBA HHjE
nocrojayia MoryhHocT n30opa IIMaHCKOT je3MKa, Hako OM Tpedano na Oyze jemaH
OJ1 TOHY)eHUX CTPaHUX je3UKa.

Bpoj crynenara

[loxahaH y npeamKoickoM,/0CHOBHOM
06pazoBamy

M 3
Moxahau y cpemem obpasosay [l 2

Huje moxaban y N 37

npejIIKo/ICKOM,/0CHOBHOM 0Bpa3oBamy

Huje noxahau y cpeamsenm o6pazoparsy [N 35
Hujegan og nonyhennx ogrosopa [l 4
Nopare onnuje M 6

0 5 10 15 20 25 30 35 40

I'padukon 10. Paznor cTryanparma MIaHCKOT je3HKa

[Mocnenmwe nuTame OWIO je OMIMOHO W CBH HMCIHMTAHUIM Cy MOTJIM Ja
HAMUIy KOMEHTap y Be3W ca TEMOM HCTPaXHBamka WM CaMOM aHKETOM.
3abenexeno je 6 oxrosopa (12,5%), a 4 (8,3%) cy BezaHa 3a MOXBAIly aHKETE H
ucTpaxuBama. [lo jeman omrosop (mo 2,1%) uctuiao je moxpany u3dopa TeMe H
cucTeMa yuema jesuka y CpOuju jep ce yue JBa CTpaHa je3uka, mto y Pycuju, rae
je cTyneHTKHba noxalana HacTaBy, HUje CiIydaj (OCHMM Yy je3UUKHUM HIKojama). Ha
OCHOBY OBHX H TPETXOJHHX OJroBOpa MOXE C€ BWJIETH Jia CYy CTYACHTH
XWCIaHUCTUKE BEOMa 3aWHTEPECOBAHU 33 YYCHC U CTYAMPAEEC CTPAHUX je3WKa,
Kao0 ¥ 3a ’bUXOB 0a0ump.
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2.2 [uckycuja

Behwuna ncnmrannka ucrakia je Aa je modesna fa y9u IPBH CTPAHH je3UK Y
NPEAIIKOJICKOM 00pa3oBamy MM y IPBOM pa3pely OCHOBHE IIKOJE, 0K je APYTH
CTpaHU je3WK yBeleH y meToM paspeny. Kama je y muTamy pa3HOBPCHOCT je3WKa
Koje Cy yumiu nipe (akynrera, TOTOBO CBH CTYACHTHU Cy 0fa0paii OHE je3WKe KOjH
Cy Ounu AOCTYyNHM y InKoiama (TIpBU je OO EHIJIeCKH, a JAPYT'M HEMauKH,
(hpaHIyCKH, PYCKH, UTATUjaHCKH M y MajJoM Opojy ciydajeBa IIMAaHCKH jEe3UK).
To ce Thue cpeamer odbpa3oBama, BehiHa CTyJeHATa je HACTaBHJIA YUCHE UCTUX
CTpaHWX je3MKa U3 OCHOBHOT MIKOJIOBama, 6€3 MOryhHOCTH ofabrpa HOBUX je3WKa.
Tume je m300p CTpaHMX je3nKa Koje JKelle Ja yde OrpaHHuYeH Y MPEANIKOICKOM,
OCHOBHOM H CpeIibeM 00pa3oBamy, Kao INTO Cy HCTaKIa paHHja HMCTPaKWBamba
(Suvakovi¢ 2019: 90; Brankov 2023: 71-72). [IpeMa aHaIu3u pe3yJTaTa aHKeTe,
MOXKEMO 3aKJbYYUTH Ja CTYJCHTH CMaTpajy Ja je jeIUHO MCIPABHO Ja OJUIYKY O
yYCHY CTPaHUX je3WKa JOoHOcEe camu (Kaja je y TUTamby CPEAOIIKOJICKO U
YHUBEP3UTETCKO 00pa3oBame, TO jeCT KaCHUjU, aJO0JEeCIeHTCKH y3pacT). 3a UCTO
NUTalke, Y PaHOM Y3pacTy, y3 HU3pa)kaBame CBOje JKeJbe, OCIOHHIM OM ce Ha
pO/UTEIHE U YCTAHOBE Kao IITO Cy MIKOJIAa U MUHHUCTApCTBO MPOCBETE.

3a YHUBEpP3UTETCKO 00pa3oBame CTYACHTH CY H3JIBOJHINM MOTyhHOCT
JUYHOT 0Ja0upa CTpaHWX je3uKa, INTO Ce BHAM M Y Pa3HOBPCHOCTH W300PHHUX
jesuka koje moxahajy. XKespa 3a cryampameM (WIONOIIKUX CTyIWja Y BEIHKO]
MepH je Ouiia moBe3aHa ca (PakTopoM JIMYHE MPUPOJIE M JPYIITBEHUX ITOTPeda, IITOo
cy motBpauina W paHdja uctpaxkmBa (Maksimovi¢, Osmanovi¢ 2014: 455).
MosxeMo Takohje 3aKJbY4YHMTH Ja je KeJba 33 CTYJIUPAEM IIMAaHCKOT je3uKa y
HajBeho] Mepu mTpoHCTeKNa W3 UYWICHUIE Ja MM j€ YYeHhe OBOT je3uKa Y
NPEAIIKOJICKOM, OCHOBHOM WIIM CpelmbeM obpasoBamy Omio yckpaheno. Mmak,
npema /IpasuiHuxy 0 HACMAGHOM NAAHY 3a Opy2U YUKIYC OCHOBHOZ 00pa306arsd
(STuzbeni glasnik 15/2018: 78) u 3axony o cpedrwem 06pazosarsy u 6acnumarby
(STuzbeni glasnik 92/2023: 26) mmancku je3uk Ou Tpebao Ja MoCcTojU Kao OIIHja
npy 01abMpy CTpaHMX je3uka, aimu Hajpehu mpoOlieM TpejcTaBba HEAOCTYITHOCT
HACTaBHOT KaJipa. YKOJIMKO Cy YYEHHIH YKJbYYCHH Yy OJa0Up CTpaHUX je3uKa,
MOYE Ce MPETIIOCTABUTH Jia OU ce W MIKOJCKE YCTAHOBE MPHIIATOJIUIIE HUXOBHM
XKeJbaMa U oMoryhuie y4eme IIMaHCKOT je3uKa 0apeM Kao APYror CTPaHOT je3uKa,
Ol TETOr pa3pela, ako HEe Yy PaHOM Y3pacTy, OA IpPBOI pa3peda OCHOBHOT
IIKOJIOBAHA.

C TuM y Be3H, pe3yNTaTH UCTpakMBama IOKa3yjy Aa cy o0e XUIoTe3e y
Bennkoj Mepu notBpherne. Kox mpBe npernocraBke — 1a he cryaeHTn omadparu 3a
CTyIUpamke yIpaBo OHE CTPaHE je3WKe KOje HHCY UManu MoryhHOCTH ma yde y
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paHOM y3pacTy — ckopo 80% HUX je W3jaBHJIO Ja CTyaupa IIMaHCKU 3aTO IITO ra
HHCY YYWJIN Ha NPETXOJAHUM HUBOMMA 0Opa3oBama. Yak IOJIOBMHA CTyjAEHATa je
Kao u300pHE je3uke Ha (hakynTeTy omadpajia OHE CTpaHE je3WKE KOjH HUCY OWH
JOCTYITHU HH Y OCHOBHHM HHU y CPEII-HMM IIKOJIaMa. 3a ApYTy MPEeTHOCTaBKy — Jia
JKeJba CTyIeHaTa HHUje yTUIala y TOTIYHOCTH Ha n300p CTpPaHHWX je3uka y
OCHOBHOM H cpelilbeM 00pa3oBamy, Beh 1a je mocTojao Hy>KHU 0a0up noHyheHnx
jesuka — camo 20% cryneHaTa je W3jaBWIO Ja je BUX0BA XKeJba YTHLAIA Ha U300p
CTpaHHX je3WKa Y NPEALIKOJICKOM, OJHOCHO OCHOBHOM OOpa3oBamy, a HCTH
MpoIeHaT CTyJdeHaTa je UCTakao Jda je o;adpao cpemmy MIKOIy 300T
PACHOIOKUBOCTH APYTMX CTpaHHX je3uka. Jlakie, pe3ynraTd HCIHTHBAKA Cy
nprKazajgd J1a MOryhHOCT W300pa CTpaHUX je3WKa y OCHOBHOM H CPEImhEeM
o0Opa3oBamy TOCTOjH y ojpeheHo] MepH, anmu je TOTpeOHO Ha omabup Oyre
oMmoryheH CBUM yYCHHIIMMA M BUXOBUM poauTesbuma. Takohe, yBuha ce na je Ha
(bakynTeTy riac CTy/eHaTa YBaKCH H JIa CY lbUXOBE KeJbe TPU 01abupy CTpaHUX
je3WKa WCIyHheHe, NaK0 Y OKBHPY paHHjer IIKOJIOBama TO HUje Omo ciydaj. Tako
Cy ce WCIUTAHWIM, KOJH HUCY HMMalH MPWINKY Ja y4ye IIIMaHCKHd je3uK Ha
NPETXOJAHUM HUBOMMA 00pa3oBama, OJUTYYWIIM Ja CTYyIUpajy IINAHCKH, TAe Ou
JlaJbe MCTPAKHUBamkE MOTJIO Jia MCIUTA Ja JIn OM TO OMO ciydYaj Jja Cy OBaj je3WK
YYUIIA TOKOM PaHUjer IKOJIIOBamba.

3. 3AKJbYHAK

Opnabup cTpaHuX je3uKa KOju ce yue y GpopmaiiHoMm oOpa3oBamy Hajuelhe
Kao TPBH CTPaHM je3WK IOJpazyMmeBa eHriecku. Ocraiy CTpaHU je3Wlu KOju ce
yde y IIKojiama jecy: HeMaukd, (ppaHIlyCKH, pyCKH, UTAIMjaHCKH M IIMAHCKH.
Orpanuvuere Yy BHJY HACTaBHOr Kajapa, npedepeHirja poauTe/ba WM
MunucrapcTBa MpocBeTe, U300p CTPaHUX je3UKa CBOAE HA TOPEIIOMEHYTE je3HUKeE.
300r Tora y4eHHIIM HUCY CACBHM CJI000IHU Y H300pY CTPaHUX je3MKa KOje MOTy Ja
yue (ykJbyuyjyhum W KyAaType W 3ajelHHUIIE ca KOjuMa JKejle Ja Ce YIO3Hajy).
VYecHUIIM y HCTPaKUBAKY HMCTAKIM Cy OUTHOCT JIMYHOT JIOHOLICHA OIJIYKE O
U300py CTPaAHOT je3uKa y KacHHjeM, aJIOJIECIIEHTCKOM Y3pacTy M YKJbYYEHOCT, Y3
BUXOBY OJUIYKY, POJHMTEIba M YCTaHOBA y paHOM y3pacty. JKespa 3a MoryhHourhy
n300pa CTpaHHX je3WKa BUJJbUBA je Y 0J1a0upy CTyUpara MIMaHCKOT je3UKa, Kao ’
Pa3HOBPCHOCTH JOIATHOT, moMohHOr je3uka Ha Qakyntery. BehmHa crynenara
HUje yuyuliia OIMaHCKH je3uK mpe (aKyaTeTCKOr oOpa3oBama, Te je IhHXO0Ba OIIyKa
Jla CTynmupajy Oaiml oBaj je3WK MOHEKJE IMpOM3allia W3 OrPaHUYCHOCTH H360pa
CTpaHHUX je3uKa y paHHjeM IIKOJIOoBaky. Moxe ce, Takole, IpeTrnocTaBuTH Ja je
MOYETaK y4erha CTPAHUX je3UKa y MPEANIKOICKOM 00pa3oBamby M 'y IIPBOM paspeny
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OCHOBHE IIKOJIE YTHLIA0 HA CTBapame JbyOaBH mMpema je3uluma, uMajyhu y BHIY
Iy)KWHY y4ema CTpaHuX je3WKa N0 Joiacka Ha daxynrer. Ha kpajy mokemo
3aKJbYYUTH Ja je moTpeOHo yBecTh Behu W300p CTpaHHMX je3uKa y paHoOM
o0pa3oBamy, Ka0 M HACTABUTH MPOLEC 3al0UYHIbarba y4emha CTPAHHWX je3UKa OJ
HPEIIIKOJICKOT 00pa3oBama WM MOYeTKa OCHOBHE INKOJNE. Y3 TO, MOXKEJFHO OH
OWJIO0 TMPYXWUTH ydeHHIMMa MOTYhHOCT oaiyke O H300py CTpaHdX je3uKa y
OCHOBHOM 00pa3oBamy, ald W MPWINKY Ja IMPOMEHE N3a0paHe je3WKe Y CPelboj
mkonu. [lajbe WcTpakuBame MOIJIO OM Ja 0oOyXBaTW HMCIUTHBAKkE CTyACHATa
OCTaJIMX TO/INHA CTyIMja XUCIIAHICTHKE U CTaB Ipodecopa y BE3U ca OBOM TEMOM.
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EARLY LEARNING OF FOREIGN LANGUAGES AS A DETERMINING FACTOR IN
LATE FOREIGN LANGUAGE CHOICE

Summary

The choice of languages that children (students) want to learn takes place through the
wishes of parents, the preferences of schools and preschool institutions, or the ability of
educational institutions to provide appropriate teaching staff, among other things.
Therefore, children are limited to a certain extent in terms of the choice of foreign
languages they can learn and the final decision of which language they will choose is
almost never up to them. The aim of the paper is to show how early learning of foreign
languages and their selection affect later, adolescent foreign language learning. The
research explores the case of the students of the first year of undergraduate studies of the
Department of Iberian Studies of the Faculty of Philology in Belgrade, who expressed their
opinion about the choice of foreign languages in early and later, adolescent age through a
survey. There are two research hypothesis: the first assumption was that the respondents
will study foreign languages that they have not studied before in earlier education, while the
second assumption referred to the insufficient appreciation of students’ wishes when
choosing foreign languages in primary and secondary education. As a conclusion, the
confirmation of the assumptions stands out, where the majority of students study Spanish
because they have not studied it before in elementary or high school and only a fifth of
respondents had the opportunity to influence the choice of foreign languages in their
previous schooling.

Key words: early foreign language learning, Spanish, university education, language
selection
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PRACTICAS DE TRANSLANGUAGING EN LOS DIBUJOS ANIMADOS
DE NICKELODEON Y SU POTENCIAL PARA LA ENSENANZA
TEMPRANA DEL ESPANOL COMO LENGUA EXTRANJERA!

RESUMEN: La televisién puede llevarnos a otros mundos, tiempos y dimensiones y jsin
dejar el sillon! Esta vez la aventura televisiva nos ha llevado a otro idioma, al espafiol, que
se muestra como un eslabén linguistico y sociocultural importante en los contenidos
televisivos destinados a los nifios en el canal Nickelodeon. Junto con personajes, trama y
ambiente de los dibujos animados Santiago of the Seas y The Casagrandes, las précticas de
translanguaging matizan maravillosamente el mundo bilingtie y pluricultural en las dos
series y llegan a ser una herramienta didéctica util para la ensefianza temprana del espafiol
como lengua extranjera. Manifestado a través de repeticiones, 6rdenes, saludos, apelativos,
ejemplos contextualizados, culturemas, animacion explicita a participar en el espectaculo,
el translanguaging lleva a los nifios a inferir significados, producir frases en espafiol y a
reflexionar sobre otro idioma y otra cultura, convirtiéndolos asi en los participes activos y
autonomos del proceso de aprendizaje de espafiol, quizas para toda la vida.

Palabras clave: translanguaging, pluricompetencia, competencia sociocultural, espafiol
como lengua extranjera, serbio, dibujo animado, ensefianza de ELE a nifios, Nickelodeon.

TRANSLANGUAGING PRACTICE IN THE NICKELODEON CARTOONS
AND ITS POTENTIAL FOR TEACHING SPANISH AS A FOREIGN
LANGUAGE AT AN EARLY AGE

ABSTRACT: TV shows can take us to other worlds, times, and dimensions, even without
leaving the sofa! This time the television adventure has taken us to another language,
Spanish, which is shown as a very important linguistic and sociocultural link in the
television content aimed at children on the Nickelodeon channel. Along with the characters,
plot, and setting of the cartoons Santiago of the Seas and The Casagrandes, the
translanguaging practices nuance magnificently a bilingual and pluricultural world of the
two animated sketches, and they become a strong didactic resource for teaching Spanish as

L El tema fue presentado el 23 de septiembre de 2022 en la conferencia
internacional «Profedepeques — Desarrollo de las competencias de los profesores para la
ensefianza temprana de ELE en la era digital», en la Facultad de Filologia de Belgrado.



Gorana G. Zecevi¢ Krneta

a foreign language at an early age. Expressed through repetitions, orders, greetings,
appealer nouns, contextualized examples, culturemes, encouraging the public to participate
in the show, the translanguaging practices incite the children to infer meanings, to produce
phrases in Spanish and to think about other language and other culture, helping them in that
way to become active and autonomous participants in the learning SFL process, perhaps for
the lifetime.

Key words: translanguaging, pluricompetence, sociocultural competence, Spanish as
Foreign Language, Serbian, cartoon, teaching SFL to kids, Nickelodeon.

1. INTRODUCCION

Es bien conocido que los contenidos televisivos son unas herramientas
muy Utiles y motivadoras cuando hablamos del proceso de aprendizaje y
adquisicion de una lengua extranjera (v. Hornjak 2017). Esta vez la aventura
televisiva nos ha llevado al mundo hispanohablante y al idioma espafiol, que se ha
mostrado como un eslabon sociocultural muy importante en las series para nifios en
el canal televisivo estadounidense Nickelodeon. En el presente trabajo hemos
optado por analizar dos series animadas de Nickelodeon, la serie Santiago of the
Sea (sr. Santjago od mora) y The Casagrandes (sr. Kasagrandes) porgue las dos
series incluyen préacticas de translanguaging. Los objetivos que nos planteamos
son presentar y describir estas practicas y, también, pensar sobre las ventajas y
rentabilidad de las mismas en el aula del espafiol como lengua extranjera desde las
edades mas tempranas.

Siendo conscientes de que la originaria alternancia translinguistica es la del
inglés-espafiol, que se da como un fenémeno socio- y culturalmente no marcado en
el continente norteamericano y como un auténtico caso de translanguaging, en este
articulo analizamos la alternancia del serbio y el espafiol, la cual se produce con la
traduccion del inglés al serbio, teniendo el serbio como lengua base y el espafiol
como lengua injertada. Esta combinacion de las lenguas, aunque presenta un
fenémeno socialmente marcado y poco natural en nuestro entorno, puede servir
como una fuente adicional para la instruccion y la adquisicion del espafiol como
lengua extranjera desde las edades mas tempranas. Asimismo, puede aumentar la
motivacion hacia el aprendizaje del espafiol. Dado que los nifios ya estan expuestos
al espafiol a través del programa televisivo, la ensefianza del ELE (espafiol como
lengua extranjera) en Serbia podria tomarlo como un recurso mas en la
programacion y planificacion de clases.

La atencidn de este articulo se dirige también al modo de adaptacion de las
formas transgldsicas a la traduccion serbia: ¢qué rasgos se mantienen en la version
transglésica?, ¢cudles se pierden o modifican?, y otros aspectos de interés.
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En cuanto a la metodologia, después de revisar los materiales necesarios
para que el andlisis se llevara a cabo, vimos que los patrones de la alternancia se
iban repitiendo y al final decidimos incluir 6 episodios de cada serie al azar para
extraer la muestra significativa de las practicas bilingues.

El concepto tedrico clave de esta investigacion es el de translanguaging,
visto como un enfoque innovativo en el aula de lenguas extranjeras que favorece e
integra el plurilingtiismo y pluriculturismo del alumnado en todas las practicas de
clase (v. Garcia 2009; Garcia, Wei 2014; Otheguy, Garcia, Reid 2015; Baker,
Wright 2017). Dado el contexto global social en el que nos encontramos, las
mencionadas practicas de translanguaging deben ser entendidas como algo
inherente a muchas personas de nuestro alrededor y a muchos de nuestros alumnos.
Aunque en Espafia el translanguaging ya se reconoce bajo el término
«translenguar» (v. Fuster 2022: 38) o «translenguaje» (v. Milletorp 2021: 6),
nosotros hemos optado en este trabajo por el término inglés por su mayor
transparencia en los circulos cientificos internacionales.

El andlisis de las préacticas de translanguaging nos lleva también al
concepto de pluricompetencia, definido por el Marco com(n europeo de referencia
(Consejo de Europa 2002), ya que en muchos de sus aspectos la pluricompetencia
se refiere a la vision dinamica de las préacticas de activacion de todos los repertorios
linguisticos que un individuo posee a la hora de comunicar algo (Gutiérrez Rivilla
2004: 635-636). Adicionalmente, en el Volumen Complementario del Marco
comin europeo de referencia (Consejo de Europa 2020: 35) sostienen que el
enfoque actual en el aula de segundas lenguas se basa en lo que el alumno «puede
hacer», como definicion de aspectos de pericia. Si tomamos el plurilingiismo
como punto de referencia, el objetivo de la ensefianza de idiomas entonces es
determinar lo que los alumnos pueden expresar con su repertorio plurilingle, y no
los fallos detectados en comparacion con el repertorio lingiistico de un hablante
nativo idealizado. Asimismo, el «entendimiento pluricultural» como uno de los
objetivos de las actividades de mediacién y comunicacion supone el desarrollo de
«la capacidad para afrontar la “otredad” con el fin de identificar las similitudes y
diferencias» (Consejo de Europa 2020: 127).

Por ultimo, nuestra atencion se dirige también al cuestionamiento de las
caracteristicas de la ensefianza temprana de lenguas extranjeras y, a partir de ahi, a
la adecuacion del uso de espafiol en las dos series como andamiaje para el
aprendizaje del espafiol como lengua extranjera.
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2. EL TRANSLANGUAGING

El término translanguaging se va consolidando a finales del siglo 20 y a
principios del siglo 21 y se extiende rapidamente en los circulos cientificos de
diferentes paises. La consideracion del fenédmeno de translanguaging se puede
trazar desde los primeros trabajos de Gumperz (1964: 139), definido como
«integrated linguistic repertoire», hasta llegar a ser visto como un tipo de practicas
sociales entre los bilinglies, como una manera auténtica y dindmica de
comunicacion entre los individuos, familias y comunidades bilinglies o un
«bilingliismo dinamico» (Garcia 2009, 2012). En sus consideraciones del tema,
Baker y Wright (2017) destacan que el término «bilinglismo» no entiende el
dominio total de dos 0 més idiomas.

Aunque hay aparentes similitudes entre el cambio de c6digo, arraigado en
el estructuralismo, y el fendmeno de translanguaging, que pertenece a la era
posestructuralista, el enfoque psicoldgico, sociocultural y pedagdgico es muy
diferente. En el translanguaging «las graméaticas mentales de los bilinglies son
colecciones de rasgos estructuradas pero unitarias, y las practicas de los bilingles
son actos de seleccién de rasgos, no de cambios de gramaticas» (Othegay, Garcia,
Reid 2015: 281). Desde el punto de vista sociolinglistico, la comprension de
translanguaging esta basada en la idea de que las determinadas lenguas son objetos
sociales, no linglisticos. Mientras que «el idiolecto de un individuo particular es un
objeto lingistico definido en términos de rasgos léxicos y estructurales, la lengua
nombrada de una nacién o grupo social no lo es» (Otheguy, Garcia, Reid 2015:
282). Los dos idiomas de cualquier persona bilingiie existen solo desde la
perspectiva externa y desde su propia perspectiva interna, solo existe su repertorio
idiosincratico, de ahi que el translanguaging se pueda definir como «el despliegue
del repertorio linglistico completo de un hablante, sin tomar demasiado en cuenta
las fronteras que separan una lengua nombrada de la otra, fronteras que han sido
definidas social y politicamente» (Othegay, Garcia, Reid 2015: 283). Por ultimo,
segun las palabras de Garcia (2012: 355), «el translenguar no es simplemente la
adaptacion pasiva a una o dos lenguas auténomas o estandares, sino el surgir de
practicas linglisticas nuevas y complejas, producto de la mayor representacion de
los hablantes en un mundo globalizado».

A partir de la primera década del siglo 21 el translanguaging ha llegado a
cuestionarse como una nueva pedagogia multilinglie y se iba reflexionando
principalmente sobre las técnicas de instruccion linglistica y sobre la interaccion
en el aula (alumno-alumno y profesor-alumno) (v. Cummins 2019; Facciani 2019:
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3). La idea era que los aprendices plurilingues de L2/LE no empezaban desde cero
y que ya tenian experiencia en el aprendizaje de idiomas en la que se podian
apoyar, asi que los profesores podian ayudar a los aprendices a usar esos
preconocimientos hasta el maximo. También, varios estudios (v. Haukas 2016)
mostraron que habia un mayor nimero de profesores interesados en desarrollar un
enfoque multilinglie en la ensefianza de idiomas, en el que los idiomas de fondo
(«background languages») del alumno seran usados como uno de los recursos. Este
nuevo enfoque pedagdgico es especialmente relevante en los entornos que estan
interesados en el desarrollo linguistico e intelectual de los estudiantes bilinglies, asi
como en comunidades minorizadas involucradas en el mantenimiento de la lengua
y esfuerzos de revitalizacion (v. Filipovi¢ 2017).

Asi, el translanguaging pedagogico se podria definir como un enfoque
teorético e instruccional orientado hacia el plurilingiismo y pluriculturismo,
tomando como puntos de referencia la concienciacion lingiistica del alumno, las
estrategias del aprendizaje de idiomas y el uso de idiomas de fondo, todo con el fin
de ayudar a los alumnos a aprender un nuevo idioma de una manera mas eficaz,
activando todos los preconocimientos de su repertorio plurilingtie (Cenoz, Gorter
2021: 43). Este enfoque suaviza y ablanda las fronteras entre las lenguas de ahi que
los estudiantes puedan aprovechar la totalidad de su plurilingliismo, siendo capaces
de satisfacer las necesidades globales, nacionales y locales de un mundo
necesariamente transgldsico (Garcia 2012: 370).

El translanguaging, como concluyen Otheguy, Garcia y Reid (2015: 306),
«ofrece una alternativa epistemolégicamente diferente, basada en el idiolecto de
cada estudiante, y con el potencial de expandir y liberar todos los recursos
linglisticos y semioticos de los estudiantes». El translanguaging iguala el campo de
juego, dando a los estudiantes bilingues [...] «la oportunidad de aprender y crecer
mientras disfrutan de los beneficios intelectuales y emocionales de todos sus
propios recursos linguisticos» (Otheguy, Garcia, Reid 2015: 306).

Ahora bien, presentadas las posturas sobre un enfoque de ensefianza de
idiomas para el siglo 21 y dentro de un contexto plurilingtie, pasamos a reflexionar
sobre la ensefianza de idiomas destinada a los nifios en edad temprana y en una era
necesariamente digital.

3. CARACTERISTICAS DE LA ENSENANZA TEMPRANA DE LENGUAS
EXTRANJERAS

Antes de pasar al analisis de las formas translinglisticas encontradas en el
corpus y los contextos en los que se envuelven, hace falta reflexionar sobre las
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caracteristicas del aprendizaje de una lengua extranjera a edades tempranas. El
enfoque orientado a la ensefianza de idiomas para nifios y jovenes sostiene una
metodologia activa, comunicativa, ladica y enfocada a la accion (juegos,
dramatizaciones, musica, dinamicas de movimiento), gracias al cual los mas
jovenes aprenden un idioma extranjero de un modo natural y practicamente
inconsciente (Pisonero del Amo 2004: 1280). Desde la perspectiva del alumno, una
ensefianza motivadora, 0 sea, «de calidad, util, creativa, que fomente la
participacion de los alumnos y los lleve al éxito didactico», supone recursos,
materiales didacticos y actividades versétiles, variados y adecuados al contexto
educativo especifico (Pisonero del Amo 2004: 1280). Teniendo en cuenta las
caracteristicas cognitivas, mentales y psiquicas de los nifios de edad temprana para
el aprendizaje de idiomas extranjeros, Cvetkovi¢ (2019) destaca que los nifios de
edad muy temprana, de 3 a 7 afios, desarrollan con facilidad las destrezas orales
usando diferentes técnicas, y a continuacion explica las caracteristicas de los
aprendices muy jévenes:

Very young learners learn pro-actively, they understand quickly, and enjoy every
novelty or fun game in class. In addition, they are inquisitive, very eager to
experiment and they are inclined to try things repeatedly until they master them.
(Cvetkovi¢ 2019: 333)

Cuando hablamos de las pautas concretas para la ensefianza de idiomas
extranjeros a nifios, se recomienda hablar de lo cotidiano y experiencial, para que
los nifios se enganchen con cualquier tarea que se les proponga. Asimismo, habra
de incluir rutinas y repeticion como herramientas clave, despertar su imaginacion y
durante todo el proceso mantener la actitud positiva y ladica (v. Pisonero del Amo
2004). Justamente por eso una serie o un dibujo animados presentan una fuente
ideal de exponer a los nifios a palabras y frases de un idioma extranjero, lo que
presenta innumerables ventajas, tanto linguisticas como cognitivas 0
socioculturales. Fairclough (2003) sostiene que justamente a través de los
programas para nifios la variedad lingistica de los bilingiies de inglés y espafiol en
Estados Unidos, iba entrando en la television.

La cuestion que se nos plantea ahora es como disefiar una clase que incluya
las précticas translinglisticas y como promover la interaccion e inclusion de todo
lo que el alumnado conoce individual- y comunitariamente. La respuesta habré que
buscarla cada uno en su ambito educativo especifico porque son numerosas las
posibilidades. Lo bueno es que, en nuestro entorno educativo, en el afio 2019, la
organizacion que lleva la Graduacion internacional haya incluido las précticas
translingliisticas en la programacion de la escuela primaria porque, como se
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explica, estas apoyan al proceso de aprendizaje y adquisicién de lenguas
extranjeras, especialmente en las primeras fases del aprendizaje (Dimitrijevi¢ 2023:
89). De cualquier modo, este tipo de ensefianza que incluye précticas de
translanguaging debe considerarse como un aspecto enriquecedor del aprendizaje,
y dado que ya tenemos el material hecho en los programas televisivos, muy
Ilamativo y variado, habra que incorporarlo en las clases del ELE.

4. LA PRESENTACION DEL CORPUS

La serie animada Santiago of the Sea es producida bajo la responsabilidad
de Walsh Valdés Productions (2020-21) por parte de tres creadores, de los cuales el
primer autor es el portorriquefio Niki Lépez, quien tenia como inspiracion el
encanto del mundo caribefio de su infancia. Este hecho le llevo a crear un programa
para nifios que al lado del inglés incluye el espafiol y la cultura latinoamericana y
caribefia. Esta tendencia a practicas translinglisticas es esperada dado el origen del
creador de la serie, y confirma la opinion de Poplack (1980: 608) de que la actitud
positiva hacia la identidad portorriquefia implica mas practicas bilingles inglés-
espafnolas.

En la determinacion del género de la serie se apuntan «accion, aventura y
educacion», con que se ve predeterminada la intencion didactica de este programa
para nifios. Los personajes de la serie son los piratas protectores de la Isla Encanto:
el capitan Santiago, su rana mascota Kiko, el primo Tomas y su amiga sirena
Lorelai.

Los seis episodios que hemos tomado como corpus de Santiago of the Sea
son los siguientes: (1) Super frio, (2) El caballito de mar de Troya, (3) El catalejo
magico, (4) La piedra de la vida, (5) La maldicién del falcon del oro, e (6) Isla de
cosas perdidas.

En cuanto a la serie The Casagrandes, desde el afio 2019 hasta el 2022, se
produjeron 70 episodios divididos en 3 temporadas. La serie fue producida por
varios autores, algunos de ellos de origen latinoamericano. The Casagrandes sigue
a Ana Ronalda Santiago Ilamada Ronnie Anne, una nifia de 11 afios que se muda a
la gran ciudad en Estados Unidos con su maméa Maria y su hermano mayor Roberto
llamado Bobby para vivir junto a su familia mexicoamericana multigeneracional
(los abuelos Héctor y Rosa, los tios maternos Carlos y Frida, los primos Carlota,
CJ, Carl y Carlitos). Los Casagrandes son una familia muy arraigada a sus
tradiciones mexicanas (festividades, musica, comida, modo de vestirse): tienen
como mascota a un perico llamado Sergio y a un perro llamado Lalo, se divierten
viendo la lucha libre, celebran el Dia de los Muertos, etc.
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Los episodios de la serie The Casagrandes que hemos analizado
pertenecen a la primera temporada y abarcan los siguientes titulos: (1) Hundete o
nada, (2) Frio, (3) El horréscopo?, (4) El Secreto, (5) Operacion papa, y (6) Adids
pajarito.

A continuacion, analizamos las formas transglésicas que encontramos en
las dos series con la intencion de reflexionar sobre su funcion comunicativa y su
rentabilidad en la ensefianza del espafiol como lengua extranjera en las edades
tempranas.

5. ANALISIS DE LAS PRACTICAS DE TRANSLANGUAGING

Desde la perspectiva linglistica, se han reconocido diferentes
manifestaciones de alternancia de cédigo en el sentido amplio de Fairclough (2003)
y Sayer (2008), distinguiendo entre (1) préstamos léxicos, (2) extensiones
semanticas, (3) calcos y (4) alternancias de codigo en el sentido estricto,
interoracional e intraoracional. Sin embargo, aparte de la clasificacién mencionada,
a la cual acudimos parcialmente, lo que nos interesa es la funcién comunicativa de
las formas transglosicas, porque ese hilo comunicativo es justamente algo que atrae
al espectador a negociar significados y a participar en el espectaculo bilingue. Asi,
retomando la perspectiva de los aprendices del espafiol como lengua extranjera
nuestra clasificacion de las practicas bilinglies serbio-espafiolas ha incluido
saludos, Ordenes, expresiones de afirmacién, de sorpresa y de rechazo,
valoraciones, actitudes, invitaciones, apelativos, entre otros. Adicionalmente,
analizamos los nombres propios (antropénimos, topénimos) y los culturemas, los
que junto con otros recursos translingiisticos sirven al aprendiz a envolverse
facilmente en el mundo hispano y en su pluriculturismo.

5.1. Las précticas de translanguaging en Santiago of the Sea

Partiendo de las funciones comunicativas y sus correspondientes
exponentes funcionales que se encuentran en el inventario de las funciones
comunicativas del Plan curricular del Instituto Cervantes (2000) para los niveles
Al-A2, de la serie Santiago of the Sea hemos podido extraer muchos ejemplos de
translanguaging que se adecuan al mencionado inventario. A continuacion
presentamos los ejemplos extraidos del corpus con la intencion de presentar la

2 Se trata de un juego de palabras que consiste en la composicion de las palabras
horror y horéscopo.
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diversidad de las formas transglosicas en la serie, sin entrar en el analisis
cuantitativo de ocurrencias.

Entre las expresiones que tomamos del corpus se encuentran muchos
exponentes de la funcidn «relacionarse socialmente», la cual se incluye dentro de
los saberes socioculturales (saludar y responder al saludo, despedirse, dirigirse a
alguien, presentar a alguien y responder a la presentacion, agradecer, disculparse,
felicitar, dar la bienvenida, etc.). Los ejemplos son los siguientes: saludos y
despedidas (jHOLA!®; ADIOS, Boni; PIRATAS, jAJOY!), agradecimientos
(iMUCHAS GRACIAS, CAPITAN!; GRACIAS, CANGREJITOS; GRACIAS,
mornari, ne bi to moglo bez vas; Hvala sto ste spasili sva ta blaga. —iDE NADA!),
presentaciones (Legendarni dzZinovski zlatni morski konj! jEL CABALLITO DE
MAR!; iEL CATALEJO MAGICO!; iLA PIEDRA!).

Asimismo, en el corpus abundan exponentes de la funcién de «expresar
opinidn, actitud y conocimientos» y la de «expresar gustos, deseos y sentimientos»,
(expresidn de intereses, aversiones, preferencias, planes, deseos, estados de animo,
etc.). En la forma de enunciados exclamativos encontramos las siguientes
expresiones de admiracion, confirmacion y valoracion subjetiva (Sta kazes na malo
morske trave? —jPERFECTO!; {ESTUPENDO!; iBIEN HECHO, MI HIJO!; iQUE
MARAVILLOSO!; jQUE BELLO!; jQUE LINDOS!; jQUE INCREIBLE!; jQUE
MAGNIFICO! Stvarno velicanstveno!; Dobra $ala, Boni, iQUE COMICA!: iQUE
EXTRANO! Ne pokazuje ni u jednom smeru!; jQUE BUENA SUERTE! Nesreca
je nestala, CHICOS!). Asimismo, encontramos expresiones de sorpresa e
interjecciones (jCARACOLES! Mora mi!; jAY, AY, NO!). Por semejante, se
evidencian las précticas transglésicas de confirmacion, de pedir y dar opinién (To
donosi nesrecu! jES MALA SUERTE!; jCLARO! To ima smisla!; Sta mislis,
ABUELO? —Stvarno je razbijen. iFINITO, KAPUT, ROTO!). Este altimo ejemplo
demuestra perfectamente el caracter plurilinglie y mediador de estas précticas
comunicativas ya que tiene incluida la palabra KAPUT, un préstamo linguistico del
aleman.

La funcion comunicativa de «influir en el interlocutor» estd presente a
través de muchisimas drdenes, instrucciones, peticiones de ayuda, de permiso y de
favor (jADELANTE!; jFUERA!; jA LA AVENTURA! jVAMOS, PIRATAS!;
VAMONOS, MI HIJITO; VAMONOS, idemo! Uhvatimo morskog konjica!;

3 Para destacar las palabras en espafiol, en los ejemplos que presentamos a
continuacidn las palabras en espafiol se dan en MAYUSCULAS.
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Zabava nek’ pocne, (VAMOS A LA FIESTA!; BRAVO* SUBE!; BRAVO,
iGIRA!;, ESPADA, iBRILLA!; ESPADA, FUERZA!; ABUELO, MIRAI;
Odmah stani, POR FAVOR; Pazite, CUIDADO; SIGUENOS; AYUDENME;
SIGANME: VENGAN: MIREN, pronasli smo Ostrvo izgubljenih stvari; jMI
ESPADA, LORELAI!;, jTRANQUILO, SOCIO!; Hajde, AMIGOS! jDALE!,
iDALE!, jDALE!). Igualmente, encontramos en el corpus varias expresiones de
propuestas, sugerencias, ofrecimientos, invitaciones, advertencias, consejos,
aprobaciones (Jesi li dobro? —Si; jAHORA Si!; Bojis se pauka? -SI, ES
VERDAD; jESO! Hvala, drugar!; iESO! Gitara mi je nastimovana!; —i\VALE!,
iES MIO! Taj mac je moj!; LA PIEDRA je u trupu broda. RATONCITA, brze!;
Koja je moé¢ LA PIEDR-e? —iNO IMPORTA!; Mozda deka moze da ga popravi? —
BUENA IDEA, PRIMO; Vreme je za ubrzavanje - iTRES, DOS, UNO!). Luego,
algunas formas de rechazo se evidencian también en el corpus: jAY, AY! jNO!;
iNUNCA! Ja ¢u da pronadem izlaz i to sam samcijat!; Boni, moras da vratis LA
PIEDR-u! -MI PIEDRA? A ne, jADIOS!).

Los interrogativos son frecuentes en la serie y corresponden en general a la
funcion de «dar y pedir informacion o confirmacion» (;QUE ESTA PASANDO?;
¢QUE, QUE?; (EN SUS MARCAS? ;LISTOS?; (VALE?; —Ta stvar je letela?
¢DE VERAS?).

Los apelativos normalmente acompafian a los enunciados exhortativos,
como hemos visto mas arriba presentando las 6rdenes, pero también nombran a las
personas 0 cosas a las cuales se dirige el hablante (ABUELO; MI HIJA; Avantura
nas ¢eka, AMIGOS; PIRATAS, jAJOY!; Idi po njih, CAPITAN; CAPITANA, zar
ne bi trebalo da usporimo?; Dobro, NINOS, zatvaramo muzej; RATONCITOS,
zaplovimo!; RATONCITA, brzel; iGATITOS!; PRIMO, stani, pasces?).

En todos los episodios analizados hay una o varias palabras clave que se
repiten en espafiol y asi se consigue la fijacion del significado y de la forma: EL
CABALLITO DE MAR gubi svoje zlato; Led napadamo sa MI ESPADA,;
iEstupendo! ;TESORO! Hej, vrati mi ga!; Danas je CARNAVAL,; Pre nego Sto
unisti CARNAVAL; Proglasavam pocetak CARNAVAL-a; Ml GUITARRA,
rastimovala se!; EL COMETA, moj omiljeni zmaj! Koja je mo¢ LA PIEDR-e? —
iNO IMPORTA! LA PIEDRA je zasticena zamkama;, iCATALEJO!; jFALCONY).

Al lado de todo lo expuesto arriba, lo que caracteriza esta serie animada es
la intencion explicita didactica e invitacion para repetir las formas en espafiol y asi
participar en el espectaculo. Las repeticiones se dan generalmente dos o tres veces:

4 Bravo es el nombre del barco de Santiago de los Mares.
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Moj mac mora jace da svetli. Recite: ESPADA, iBRILLA MAS! jOTRA VEZ!
ESPADA, BRILLA MAS! ESPADA, BRILLA MUCHO MAS!; Recite
morskom konji¢u: RAPIDO. Recite: MAS RAPIDO: Kad vidite pukotinu, recite:
iBRINCA! Jos jednom: iBRINCA!; Recite Tomasu: TOCA LA GUITARRA).

Los topénimos y los antropdnimos en esta serie se dan generalmente en
espafiol (ISLA ENCANTO, ISLA DE LAS TORTUGAS, ISLA CALAVERA, LA
CHISPA; ESCARLATA, ENRIQUE REAL DE PALACIOS, SANTIAGO DE
LOS MARES). Ahora bien, cuando hablamos de las adaptaciones morfoldgicas al
serbio, en esta serie son los nombres propios o denominaciones de las palabras
tematicas del episodio los que obtienen los morfemas flexivos serbios: Posado, u
LA CHISP-ul; Stacu na kraj toj zabavi EL ENCANT-a; Pripada teritoriji ISLA
ENCANT-a; Kiko, ostacemo ovde u LA TISB-i gde je lepo i suvo; Na vrhu ISLA
CALAVER-e?; Ipak ¢u ja da uzmem LA PIEDR-u!, Koja je mo¢ LA PIEDR-e?,
etc. No obstante, se registran los casos sin flexién (Nesto nije u redu u MUSEO
MARIMAR; ISLA CALAVERA, stizemo!) de ahi que los aprendices puedan
enterarse de la variante original. En este sentido, las practicas interoracionales son
mas apropiadas para el aprendizaje del ELE porque se muestran en la forma en la
gue se encuentran originalmente en espafiol y no sufren las marcas flexivas del
serbio.

Al final, aprovechamos nuestra posicion de analista para sugerir a los
responsables del doblaje en estas series que presten mas atencion al modo de
pronunciar palabras en espafiol, porque en algunos casos se cometen errores de
pronunciacioén, por ejemplo el acento equivocado (Ne zvao se ja ENRIQUE REAL
*PALACIOS treéi!), la confusion entre el fricativo interdental espaiiol [D] y el
africado dental serbio [c], o entre el lateral alveolar [I] y el palatal [x]
(*CABALITO en vez de CABALLITO).

5.2. Las practicas de translanguaging en The Casagrandes

Si empezamos el andlisis con la cancion introductoria de la serie The
Casagrandes se da a conocer un ambiente pluricultural caracterizado por las
correspondientes précticas translinguisticas:

«U gradu ovom velikom mnogo nas ima, svaki dan je ovde meni omiljeni DIA,
porodicna radnja nasa je to, hrana, smeh i MUCHO AMOR!
TiOS, ABUELOS, rodaci mnogi, ljubimci, AMIGOS-i moji,
mi svi smo familija!
Svi su nam dani bas zabavni kad si sa CASAGRANDES, MUCHA VIDA!
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CASAGRANDES, iBIENVENIDA!, CASAGRANDES, jMUCHA RISA!
CASAGRANDES, nasa porodical»

En la serie The Casagrandes se repiten con frecuencia los apelativos de los
miembros de familia, a veces usados como hipocoristicos, como se puede ver en
los siguientes ejemplos: Ali, M1l HIJA, obuci ovo, to je opasho!; To ne postoji, Ml
HIJO!; Udi, MI HIJITO!; Ne brini, ABUELA!; jTIO CARLOS!; MIS NIETOS,
imam iznenadenje'; NINOS, klime su skupe; Razumem, PRIMO; FAMILIA, u cast
otvaranja bazena...; Ej, ej, ej! Ne svida mi se taj ton, SENORITA!; U velikoj si
nevolji, JOVENCITA!; Dobro, RANITA; Hvala, CHURRA!; Ne brini, Ml
AMOR!; AY, MI VIDA, voleo bih, ali mi posao ne dozvoljava; Ne, SENOR
POLICIA, njegovo perje je mnogo lepse).

La funcion de «relacionarse socialmente» se evidencia a través de varios
exponentes entre los saludos y despedidas (jBUENOS DIAS, AMIGOS!;
iBUENAS TARDES, FAMILIA! ;:COMO ESTAN?; HOLA, doktore Santiago!;
ADIOS, petice, HOLA, devojcice!). Asimismo, se encuentran los exponentes de la
funcion reguladora, que se dan normalmente primero en serbio y luego se repiten
en espafiol (Udite svi u bazen! TODOS EN EL ACUA!; jESPERA! Stanite!), o se
supone que el aprendiz puede inferir el significado del contexto mismo
(SIENTATE, ne budi nepristojna!; DIME, MI HIJA. Nadao sam se ovim
razgovorima; AYUDAME, MI AMIGO!; ESPERA, stanite!; Ulazi u auto!
iANDALE!; AY, PERDONEN, sigurno je do toliko ukusne hrane u jednom
naselju!). Los enunciados interrogativos se registran también en las préacticas
translinglisticas del corpus y corresponden a las preguntas basicas de presentacion
y de ubicacion (FAMILIA, ;COMO ESTAN?; SERGIO, ;:DONDE ESTAS?).

Adentrandonos en el andlisis, se dan a conocer las expresiones de
valoracion, aprobacion y sentimientos (jQUE CALOR! Napolju je vruée kao u
rerni, a tek je 9 ujutro!; jBUENISIMO!; 000, QUE GUAPO!; Serdo nije kriv,
POBRECITO, menja perje; Molim te, vrati nam nasu pticu, LO EXTRANAMOS
MUCHO); luego, las expresiones de opinién (Mislim da sam slomio PATITO!;
Danas ¢es pronaéi sudbinu. jES TU DESTINO!; MI PAPA ESTA SANO
zahvaljujuéi vama!); afirmaciones (Stvarno? —Si, prekoraci¢emo kucni budzet, ali
samo ovaj put!); y, por fin, exclamaciones (AY, iMI OJO!).

En la serie The Casagrandes los nombres que comunmente obtienen las
marcas flexivas serbias son los nombres de los miembros de la familia o algo que
se pertenece a la familia, por ejemplo: Moram da pomognem ABUEL-u!; Idem da
kazem ABUEL-I da ¢u ostati ovde dok ne nadem stan; ABUEL-ina pitanja!; Dosta
dugo nisam video tvoje ABUELITOS-e; Vreme je za ciséenje ispred MERCAD-a.

288



PRACTICAS DE TRANSLANGUAGING EN LOS DIBUJOS ANIMADOS DE ...

Es interesante notar la aparicion de un conector discursivo que se da en
espafiol (PERO, MIRA, mogao bih da pitam Sefa o tome).

En cuanto a los nombres propios, en la casa The Casagrandes no se
registran toponimos de origen hispano, pero lo que abunda son los antroponimos
hispanicos, a veces acompafiados por su variante «americanizada»: Ana Ronalda
Ilamada «Ronnie Anne», Roberto llamado «Bobby», Carlota, Carlos llamado «CJ»,
Carlino llamado «Carl», Carlitos, Héctor, Rosa, Lalo, etc. A esta lista se puede
afiadir el nombre del vecino de los Casagrandes, Vito, quien es de procedencia
italiana, y también el nombre del perico de los Casagrandes, Sergio, que se
pronuncia a la italiana — /séryo/.

Dado que el vecino de los Casagrandes es de origen italiano, no es de
extrafiar que de su boca sale el saludo GRAZIE. Este ejemplo y los dos nombres
que se dan en italiano muestran claramente que el caracter translinglistico y
pluricultural de esta serie no abarca solo las practicas comunicativas en espafiol,
sino también las précticas de otros idiomas, creando un ambiente pluricultural y
abriendo paso a todos los conocimientos lingisticos del alumnado.

Otro rasgo que encontramos y que destaca The Casagrandes en
comparacion con Santiago of the Sea es la presencia de los culturemas,
principalmente del &mbito gastronémico (/mam iznenadenje! Hladni PALETAS!;
MOLE su uskoro spremne!; RASPADOS, dodite po ledeni RASPADOS!,
TAMALES, jQUE DELICIOSO!; Napravila sam ukusne HORCHAT-¢; Treba da
vidite SENORA ALISIJINE LOMOS SALTADOS; Koliko TAQUITOS-a si pojeo
danas?; Da, to su bili najbolji CHURROS-i koje sam ikada pojelal; Serdo, zasto je
tvoje perje u mojim HUEVOS RANCHEROS?; Opusti se, to je samo
GUACAMOLE). Al lado de estos, en el corpus se evidencia un culturema referido
a la vestimenta (A da, MANTAS! Sve starije gospode ih nose u Peruu!). Estos
nombres de los platos tipicos de los paises del habla espafiola presentan una fuente
excepcional para ir conociendo el mundo gastronémico hispano.

El analisis lo terminamos resaltando una vez mas la necesidad de tener
cuidado a la hora de pronunciar las palabras en espafiol para no cometer errores de
pronunciacién, como se evidencia en algunos episodios de The Casagrandes, por
ejemplo: *ACUA en vez de AGUA, *VITA en vez de VIDA.

6. CONCLUSIONES

Las practicas de translanguaging, como hemos podido ver a través de los
ejemplos extraidos de las dos series televisivas del canal Nickelodeon, Santiago of
the Sea y The Casagrandes, presentan una alternativa epistemologica para las
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clases del espafiol como lengua extranjera y ofrecen el potencial de desarrollar y
liberar todos los recursos linguisticos y semidticos de los estudiantes. Aparte de
mostrarse como un eslabén linglistico y sociocultural muy importante, estas
practicas abren el camino hacia lo que el alumno «puede hacer» con su repertorio
linglistico y liberan la ensefilanza de idiomas de la imagen idealizada de un
hablante nativo. Queda por reflexionar cada uno en su ambito educativo especifico
cdmo incorporar estas practicas en las clases del ELE, porque son numerosas las
posibilidades.

Otra ventaja del material translingiistico analizado es el hecho de que se
trata del material audiovisual de televisién, lo que le convierte en una herramienta
muy poderosa en el contexto natural del aprendizaje de idiomas extranjeros y muy
apropiada para la ensefianza de idiomas a los mas jévenes. Asimismo, la diversidad
de las préacticas translinguisticas con diferentes funciones comunicativas,
presentadas en el inventario de las funciones comunicativas del Plan curricular del
Instituto Cervantes para los niveles A1-A2, confirman la utilidad del material de
estas series para la ensefianza de espafiol destinada a principiantes de edades
tempranas.

El analisis saca a la luz que en los dos dibujos animados se dan unos
lugares comunes de uso del esparfiol (apelaciones, denominaciones con un tono
personal o familiar, luego Ordenes, invitaciones, propuestas, expresiones de
sorpresa, de aprobacion y rechazo, estados de animo, valoraciones, etc.), que se
acercan en gran medida a lo que son las propuestas de un método natural,
apropiado para ensefiar una lengua extranjera a los nifios. Asi, las rutinas la
repeticion, la activacion de la imaginaciéon a través del contexto y una actitud
Iudica llegan a ser herramientas clave del aprendizaje del espafiol en el caso de
estos dos dibujos animados y nos encaminan hacia las culturas hispanas.

En cuanto a la adaptacion morfoldgica, en el corpus se registran tanto las
formas originarias del espafiol como las formas con marcas flexivas del serbio,
dejando espacio a los aprendices para que se familiaricen con la «otredad».

Ademas, la obvia intencion educativa de la serie Santiago of the Seas,
anunciada desde el principio por parte de los creadores de la serie, se realiza a
través de la invitacion explicita al pablico a repetir las préacticas en espafol, lo que
ayuda mucho a atraer a los mas jovenes al espafiol y a mantenerlos en el juego con
las repeticiones.

El translanguaging en The Casagrandes no cuenta con esa explicita
intencion didactica, pero refleja muy bien los contextos de confluencia de las
culturas y a través de los culturemas envuelve al espectador en un mundo
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pluricultural, lleno de tradiciones hispanas, respeto familiar, convivencia
multigeneracional, etc.

Es interesante notar que en las dos series el carécter translinglistico y
mediador de las précticas comunicativas no se mantiene solo en las précticas en
espanol sino que incluye también las formas translinglisticas de otros idiomas,
italiano y alemén, seglin se muestra en nuestro analisis.

Por ltimo, destacamos que las practicas translinglisticas, antroponimos,
topdnimos, culturemas, ambientes y diferentes caracteres de estas dos series
matizan maravillosamente un mundo marcadamente plurilingtie e implican una
mayor sutileza de lo comunicado en un contexto pluricultural global, lo que
justamente lleva al hablante a translenguar, como se deduce del analisis, jDALE!,
iDALE!, iDALE!
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TRANSJEZICKA KOMUNIKATIVNA AKTIVNOST U CRTANIM FILMOVIMA NA
NIKELODEONU I NJEN ZNACAJ ZA RANO UCENJE SPANSKOG KAO STRANOG
JEZIKA

Sazetak

Televizija nas moze odvesti u neke druge svetove, vremena i dimenzije a da ne mrdnemo iz
fotelje! Ovog puta televizijska avantura nas je odvela do drugog jezika, Spanskog, koji se
pokazao kao vazna jezicka i sociokulturna karika u televizijskim sadrzajima namenjenim
deci na kanalu Nikelodeon. Zajedno sa likovima, zapletom i ambijentom u crtanim
filmovima Santjago od Mora i Kasagrandes, transjezicka komunikativna aktivnost
savrSeno docCarava dvojezicni i plurikulturni svet predstavljen u dve pomenute serije za
decu, a ujedno predstavlja i znacajan resurs za ranu i poc¢etnu nastavu Spanskog kao stranog
jezika. Ostvarujuéi se kroz ponavljanja, naredbe, pozdrave, apelative, kontekstualizovane
primere, kultureme i eksplicitne pozive na uce$¢e u programu, transjezicka komunikativna
aktivnost podsti¢e decu da odgonetnu znacenja, izgovore iskaze na Spanskom jeziku i da
razmisle o drugom jeziku i njegovoj kulturi, pruzajué¢i im na taj nacin moguénost da
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postanu aktivni i autonomni ucesnici u procesu ranog ovladavanja Spanskim jezikom, a
mozda i dozivotnog.

Kljucne reci: transjezicka komunikativna aktivnost, plurikompetencija, sociokulturna
kompetencija, Spanski kao strani jezik, srpski, crtani film, rano ucenje Spanskog jezika,
Nikelodeon
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CTABOBU HACTABHUKA EHI'VIECKOI' JESUKA IIPEMA HACTABU
INOYETHOI IIMCAIA HA MJIABEM HIKOJICKOM Y3PACTY
Y PENNYBJIMIA CPBUJA!

AIICTPAKT: Y pany ce mpuKasyjy pe3yJTaTd HCTpaXHBama YMjH je b OMO Na ce yTBpIe
CTaBOBU HACTABHUKA KOjU TPENajy CHIJIECKH je3uk y muiahuMm paspeinma OCHOBHE IIKOJIE
MpeMa HACTAaBU IMOYCTHOT MHCama. VICTpakuBame je pealii30BaHO TOKOM jyHa U jyia 2023.
roJMHEe Ha TMPUIOJHOM Y30PKY KOjH je YMHIJIO 74 HacTaBHHMKa ca Tepuropuje PermyOmuke
Cpbuje. Y uUCTpaxuBamy Cy YYCCTBOBAJIM CAMO OHM HACTABHHIM KOjU MPEAajy WIH CY
Npe/iaBajy eHIVIECKH je3uK y MialjuMm paspenrma ocHOBHE 1kose. HactaBHHIM Cy oroBapaitu
Ha THTaka y OHJAJH YNUTHHKY. Pe3ynTaT MCTpakuBama IMOKa3yjy Ja aKTyelHa HacTaBHA
mpakca He 3aHeMapyje Mucame y MpBa JBa pa3peia W Ja je MUCame MPUCYTHO WaKo Huje
npenBul)eHo HacTaBHUM mporpamoM. Ha kpajy paga cy mnpeincTaB/beHEe HMILTHKAIMje 3a
HACTaBy Ha OCHOBY KOJUX C€ MpeIaKe HOBO METOJMYKO Cariie[laBaibe U pelerHICcambe
noctojehux mporpama.

Kmyune peuu: meronmka HacTaBe CTPAaHOT je3WKa, CTpaHH je3WK, Milahy IIKOJICKM Yy3pacT,
OCHOBHa IIIKOJI4, IMCAhE, ONINCMEH-aBabe.

ENGLISH LANGUAGE TEACHERS’ ATTITUDES TOWARDS WRITING IN
THE EARLY GRADES IN SERBIA

ABSTRACT: The aim of this paper is to determine the attitudes of English language teachers
who teach in younger grades of elementary school towards the teaching of writing. The research
was carried out in the period from June to July 2023 on a convenient sample comprising 74
teachers working in Serbia. Only those teachers who teach or have taught English in younger
grades of primary school participated in the research. The teachers took part in an online
questionnaire. The research results show that the current teaching practice does not neglect
writing in the first two grades and that writing activities are incorporated into lesson plans even
though writing is not foreseen by the curriculum. At the end of the paper, implications for
teaching are presented, suggesting a new methodological approach as well as redefining syllabi.

! Peamusamujy OBOI HCTpaKMBamba (QUHAHCHPAIO je MMHHCTApCTBO HAyKe,
TEXHOJIOIIKOI pa3Boja u uHoBaruja Peny6iuke Cp6uje (6p. yroopa 451-03-66/2024-03/
200018).
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Jlanujena /]. Jbybojesuh

Key words: teachers’ attitudes, English language teaching, early grades, primary school, writing,
literacy.

1. YBOJI

Ilouerak ydema IpBOT CTPAHOT je3WKa / APYTOT CTPAHOT je3WKa HUje UCTH Y
npxaBama EBporicke yauje u Bapupa of Tpehe 1o jenanaecte romune. Ha caBetoBamy
y bapcenonu jeman onx 3akibydaka OHO je Ja Cy TPHOPUTETH Y HapeIHOM MEepHOIy
,»yHaIIpEJIUTH CaBjiafaBarbeé OCHOBHHX BEIITHHA, IIOCEOHO MOMy4aBa-eM HajMambe 1Ba
CTpaHa je3uka oj Hajpanujer y3pacta” (European Commission 2022: 19). HajooBuju
CTAQTUCTUYKH MOJALH MOKa3yjy Ja YYEHUIM Y OCHOBHO] ILIKOJIX [IOYMEbY Ja Y4€ CTPaHH
j€3WK paHMje Hero mTo je To 6uo cmyyaj npe 20 roauna (86,1% ocHoBara yuu cTpaHu
je3uk). Y BeqMKoM Opojy 3eMasba ce ca 00aBe3HUM yUYEHEM jeHOT CTPAHOT je3uKa Y
OCHOBHOM 00pa3oBamy MOYMIGE Y JPYTOM HJIHM Yak MPBOM pa3peay OCHOBHE IIKOIIE,
kao u ga memro Bumie ox 90% ocHoBara y EBpoOICkoj yHHMjH y9u €HTJIECKH je3HWK
(European Education and Culture Executive Agency, Eurydice 2023: 70).

Y CpOuju ce cTpaHH je3UK, YIJIABHOM CHIVICCKH, YYH O] CaMOT IOYeTKa
(hopmarnHOT OCHOBHOT 0OpazoBama. YBezeH je 2005. rogune ox npsor/Tpeher paspena
OCHOBHE IIIKOJIE Y HACTaBHE IUIAHOBE, OJIHOCHO TIOYEO je Jla Ce Y4uM O HuBoa mialjer
HIKOJICKOT y3pacTa. Y HEeKHMM WIKOJiaMa je TIPBH CTPaHW je3WK YBEIIEH OJ MPBOT, Y
HekuMa of1 Tpeher, a TeK HEKOJIMKO T'OIMHA KacHHje JOLUIO je A0 M3jelHavdaBama U y
CBHM IIIKOJIaMa je TI0YeO Jia ce Y4 O MPBOT pa3pera. Taksa MpoMeHa je, METOIUYKH
riienano, u3aspaia oxapehene noremkohe y pamy. Ilpe 2005. roguHe ce cTpaHu je3nk
YUHO O] TIETOT pa3pejia U HACTABHUIIM Cy 0e3 mpobieMa MOTIIH J1a pajie ca yYeHHIMa
Ha MHTETPAJTHOM Pa3BOjy CBE YETUPH je3UUKE BEIITHHE: TOBOPCH-E, CIYIIAbe, YATAHE
U nucame. CMyaH MpUCTYI je ¥y pajy ca yueHUIMMa off Tpeher paspena, OCHM IITO
je moTpeOHO OOpaTHTH MAXEbY Ha CIICIM(PHIHOCTH Pa3Boja yUEHHKA HA TOM y3pacTy.

Melytum, Kaza je y muTamy y4ere CTPaHOT je3nKa o] IIPBOT pa3pena, MIMaMo
HOTIYHO APYrauvju METOAMYKH TPUCTYI. YUCHUIM HHUCY OIUCMEEHM HHU Ha
MaTepmeM je3UKy HU Ha JIPYTOM IMHCMY Kao IITO je To city4aj o Tpeher paspena. Y
HalieM 00pa30BHOM CHUCTEMY CE Ca YUCH-EM UWTarbha M IHCAaka Ha MAaTepPHEM je3UKY
MOYMEe OAMax y IPBOM paspemay Ha hupunumm, a Beh y apyrom ce pamu Ha
OICMEwaBamby Ha APYroM NUcMy (aTWHHIM). 3a CBE CTpaHe je3uKe KOjU ce
M3y4aBajy y IIKojJaMa (OCMM PYCKOT) HOTpeOHO je Mo3HaBame JaTuHuLEe. [Ipema
BakehMM Hporpamuma HacTaBe M y4yera 3a IIPBU U APYTH pa3pel] OCHOBHE ILIKOJIE,
HacTaBa je OpaIHOr KapakTepa ycMepeHa HCKJbYYMBO Ka Pa3Bojy KOMYHHKATHBHHX
KOMIIETEHIIMja y4YeHHKa CIIyllamba U I'0BOpa, JIOK IHMCalke U YUTame Kao o0aBe3He
aKTHUBHOCTH HUCY Npe/BHleHe:
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Uutame 1 Ticame Cy HeobaBe3He aKTUBHOCTH y JpyroM paspemny. C o03mupom Ha TO

Jla ce JIATHHUYHO THCMO YBOJIHM Yy HACTaBY CPIICKOT je3WKa y JPYTOM MONYTOAWIITY

JIPYTOT pa3pera, HHUIWjaJHO MMHCAhe U YUTamkhe MOXKE e TIOHYIUTH Kao OIMIHja caMo

3a yUeHHKE KOjH TO JKeJie U 3Hajy, Ha eJIeMECHTapHOM HHUBOY (UMTAhE TI0jeANHATHUX

peUH M jeqHOCTaBHHUX PEUCHHIA, AOIYHaBAKE PEUH CIIOBOM W CIMYHO, HHIIOIITO

CaMOCTAJIHO THcame M JuKTaTd). OBa aKTWBHOCT CE€ HE OIEHYje M Ha Hacy MMa

CIIOPCIHY YJIOTY. (HpaBI/IJ'IHI/IK O IJIaHYy HaCcTaB€ U y4Cha 3a MPBU HUKITYC OCHOBHOI'

06pa303aH,a " BaCniUuTamka U NporpaMmy HacTaB€ M YU€ha 3a MPBU pa3dpei OCHOBHOT

oOpa3oBama U BacriuTama, 2017)

Kao mrto moxkemo nmpumeruty, [IpaBuiIHUKOM O TporpaMy HacTaBe U yuema
3a TIPBU U JIPYTH pa3pel eKCIUTAIUTHO je Ha3HA4YeHO JIa j€ npozpam yuerbd CIMpAHO2
jesuxa y npgom u opyeom paspedy OCHOBHe WiKoNe pacmepelien nucarba u yumarsd,
KAo U eKCRIuYUmHUx oojauiroersa epamamuyxux npasuia. lpensuleHo je na HactaBa
Oyze ycMeHOr KapakTepa W Ja Ce 3aCHHMBA Ha CICIM(PUIHOCTAMA HACTaBE HA PAaHOM
y3pacTy, TauHHje Ha YCBajarby je3MKa Ha HAYMH Ha KOjU JICTC YCBaja MaTCPHU je3UK:
WUCKJBYYMBO Y KOMYHHKAIWjH W Yy CHTyalljaMa Koje Cy OJFCKe HEeroBUM
uHTepecoBamuMa. M3 Tor pasmora he jemaH oj IMJbeBa OBOT HCTPaKMBama OUTH
yTBphUBame CTaBOBAa HACTABHHKA Y BE3M ca IMHCambeM Y MiahuM paspeanma, Kao Uy
KO0jOj MEpH T'a CIIPOBOJIC M HA KOJU HAYMH.

2. TEOPUJCKU OKBUP

C 003upoM Ha TO Jia je CTpaHH je3UK yBEAEH Ha HUBO MIIaljer LIKOJICKOT
y3pacTa 1pe HEeIyHHX BaJIeceT TOHA, jOI YBEK HEMAaMO BEJIMKU OpOj HCTpaKUBamba
Ha TeMy mucama y MiahuM paspenumMa. YTJIaBHOM Ce TOYETHO NMHUCAhEe M YNTAE
UCTpaKyje HICTOBPEMEHO IOILTO NPECTaBIbajy HEOBOjHBE BEILITHHE.

HuTtepecaHTHO je Ja He MMOCTOjU KOHCEH3YC O TOME Ja JIM YYCHHUIM Tpeda a
MOYHY Ca YHUTAHEM U MUCAEM Off TIPBOT pa3pesia. 3aroBOPHUIIN TEOPHje O OJUIaramy
yuewa YHWTamka W IHCaka HABOJAE KAao HEKe O] pasjiora M TO Jia Jela HHUCY
nicuxo(U3MYKK CIIpeMHa 3a OBaKBY BPCTY yU€Hha U Jia MOPajy MPBO Jia CTEKHY MHOTE
TI0jMOBE U MPEICTaBe, I1a TEK OHJIA /1A ITUIY U unTajy. Takole, JonaTHu NPUTHCAK TIPH
yUeHY CTPaHOT je3HKa TPe/ICTaB/ba KOTHUTHBHH TEPET, U aKO Ce TIOCTaBe HepealHu U
MIPEBUCOKH 3aXTEBH, MOXKE JIONM 10 TyOuTKa MoTUBaIHje kox aene. C npyre crpase,
joUI Tpe TPUAECET TOJMHA HEKH METOANYAPH HACTaBe CPIICKOT je3MKa N3HENHU CY CTaB
Jla Hema ToTpede 3a omjlarameM yBohema JIATHHUIIE, jep CaBPEMEHH YCIIOBH YKHBOTA,
o0pa3oBama 1 BacIIMTamka HErupajy cBe HaBeaeHe aprymente (MunaroBuh 1990: 13).

Y  nybmukammju  Eeponcke komucuje 3a  obpazosarve, Kyamypy u
koMmyHuKaimjy u3 2006. roauHe 1moj Ha3suMBOM Jesuyu 3a Oeyy Eepone. Objasmena
ucmpadicugarsa, 000pa NPakca U OCHOBHA HAYeld HABOAU Ce Kao KJbyYHa MOopyKa Ha
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OCHOBY CaBpPEMEHHX HCTpa)KHBamba ,,BPEIHOCT yBOhema UuTama U MHCamka y PaHoj
da3u, a He ycpeacpemuTH Ce HCK/bYuMBO Ha chymiatbe u rosop” (Edelenbos,
Johnstone, & Kubanek 2006: 9). ¥V ucroj oBoj myOnuKkanuju ce HaBOJAE PE3yJITATH
ucTpaknBama MepTeHca, KOju je YTBPIHO J1a Cy Jella ¥ IIPBOM pa3pey Koja cy yduiia
(hpanmyckn y Hemadkoj mMana KOPUCT O] TOTa IITO MM jé OIMax YBEIEHO IHCAbe.
Pesynraru uctpaskuBama MoKa3au Cy J1a ¢y Aela ca KOjuMa ce paJuiio Ha MIcamky 0]
caMor modeTrka 00Jbe yCBajaia je3WK OJf OHHX Ca KOjIMa Ce Pajiiio caMO YCMEHO
(Mertens 2002: 146). Cnenche BakHO UCTpaKHBarbe KOje MOTKPEIUbYjE TE3y O PaHOM
yBOhemy MHcama jecTe HCTpaKHBame KOje je chpoBeia BuIlkoB, umju pesynraTtu
yKa3yjy Ha TO Jja YBOherhe Micama Ha CTPAHOM je3HKy Ha MOYETHOM CTYIHY yUemha Y
NPBOM paspely OCHOBHE IIKOJIE HE YTHUUE HETaTHBHO HA yCBajambe MATEPILET je3HKa.
BurkoB je ytBpmuia na gena y XpBaTckoj Koja yde €HITIECKH Y MPBOM paspery HUCY
Onna y HeTIOBOJPHOM ITOJIOKAjy MUITYhH Ha XpBaTCKOM 3aTO IITO Cy O CaMOT ITOYeTKa
Toderia Jia e yIo3Hajy u ca nucameM Ha eHrieckoM (Vickov 2005: 296).

JypryHoriy cMaTpa a y cpeIrHama Te ce yue y UCTO BpeMe JIBa WITH BUIIe
je3uKa Jienia pa3Bujajy Apyraurje KOTHUTHBHE CTPYKTYPE OJ1 ACle Y MOHOJIMHIBATHUM
cpemmHama. To oOjammmaBa THME IITO C€ HPH JBOJE3MYHOM W BHIIE)C3MYHOM
OICMEmaBamy JIelle Pa3BUjajy JiBa THIIA MMUCMEHE penpe3eHTaldje Kao HAYuH
npeJicTaB/baba ToBopa. [IpBH TUI ce OJHOCH Ha YHTamke CPOAHHMX MOjMOBA M
pa3BHjame CTpaTervje YuTama KOjU Cy 3ajeJTHIYKH CBUM je3HMIIUMa, OJHOCHO ITOjMOBa
W CTparerWja KOjU TMOJjefHaKo (YHKIMOHUWILY Yy CBUM je3ulmMma (je3uuke
yHuBepsauje). OBO ,,ISTUMHUYHO” YHTAEE J€ MPEHOC KOMIICTEHIMja Ca MaTepEber
je3uKa JieTeTa Ha CBe je3rKe KOjuMa je W3JIoXkKeHO. [Ipyru Tum penpeseHTanuja 0JJHOCH
Ce Ha je3uuke crelupuuHe KOHIENnTe, Hip. (GOHEMCKO-rpaeMCcKe KOPECIIOHICHIIN]E
(Durgunoglu 2002: 200).

3opmaH ce OaBwia MpoOJIEMOM YyCBajamba YWTamha M IHCama y Mitahum
paspenrma. Ha OCHOBY KOHTpacTHBHE aHAJIM3€ Tpellaka y IMCAHUM paJoBHMa
TOBOPHHKA JIPYTOI/CTPaHOr je3uka (opMynucaia je MPUHLKIE 32 pa3BHjambe OYeTHE
MICMEHOCTH Ha JIPYrOM/CTPaHOM je3WKy W MOJIeJ BUIIICje3MYHE ITMCMEHOCTH YHja je
e(UKacHOCT TpoOBepeHa y Mpakch. 3aKibydyak EMIHMpPHU]CKE aHAIM3e je Ja TOYETHO
yUCHE YHTAA U MUCamha Mopa OMTH y APYroM/CTpaHOM M Takohe Ha TIPBOM je3HnKy
CHCTEMATCKH cripoBezieHo. HactaBHuim Tpeba /1a 1mo3Hajy y3pacHe KapaKTepUCTHKE U
TEXHHKE KOjuMa O MX JIOBEJIHM JI0 KBAJIUTATUBHO BHILET HUBOA OCHOBHE MMUCMEHOCTH.
Wnentudukanyja paszivke y (HOHOJIOTHJH W MPABOIKCY JBa je3UKa OJHOCE CE Ha
(oHoOTHjY, POHONOMIKY CBECT U MOYYaBama CIMIHOCTH (oHEMA U rpadema Koju ce
MOTY jeZJHOCTABHO MPEHETH W3 MPBOT je3WKa Y IFJBHU je3UK (TIO3UTHBAH TPEHOC), AT
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KOjU 3aXTeBajy CHCTEMCKO MOYyYaBame Kako O ce chpeursia Wik 0apeM OrpaHuyuia
nojaBa HeratBHOT npeHoca (Zorman 2011: 130).

[MonoBuh Takohe 3actyma craB Aa je Moryhe yBeCTH MHCame Ol HPBOT
paspelia OCHOBHE IIKOJE€ W W3HOCH HEKOJIMKO OCHOBHHX Hadenla Koje Ou Tpebdaro
CIICZIUTH y TUTAHUPAIbY HACTaBE:

e  [lucame Tpeba uBpihe oBe3ary ca pa3BHjalk-eM BEIITHHE YHTAbA.

e  [lucame Ha cTpaHOM je3UKy Tpeba IITO BHUIIE MTOBE3aTH ca TeXHUKaMa

pa3BHjarba MICMEHOCTH Ha MaTEPEHEM jE3HKY.
e  [lucame Tpeba paHuje ¥ IOCTENEHO YBOIUTH U HEMPEKHTHO T'a
KOPHCTUTH y paay Ha dacy. Ca ollelUBambeM MUcarmba Tpeda MovYeTr
KacHuje.

e  VYuenwuim Tpeba qa yBeskOaBajy 00a acrieKTa micama: opTorpadujy u
IHCarbe Kao MpoIiec.

e  [lucame Mopa OUTH MOBE3aHO Ca CTBAPHOIIINY, MOpa OMTH PEIeBaHTHO 3a
neity. (ITonosuh 2010: 43)

AyTopKa je HaBeJa ¥ IpUMepe aKTUBHOCTH 32 HHTETPALjy Yy HACTABHU IUIaH
U Taxole je mo3Basia Kpeatope je3udke TOJHUTHKE JIa Ce MUCAhe M YUTABE YBPCTE Y
HACTaBHM TIPOTpaM 3a HIJICCKH je3UK OJ] MPBOT pa3pena. HajBakHMja akKTHBHOCT 01
HPBOT pa3pe/ia jecTe pPeJOBHO YHTAE MPUYa HA CTPAHOM je3MKy KOjuM ce rmoBehaBa
M3IIOKEHOCT YUEHHKA CTPAHOM je3WKy M yTHpe IMyT HacTaBu nucama ([lonmosuh 2010:
43).

Kao mro cMo Buzenu, WCTpakMBama yKaszyjy Ha TO J1a YYEHHIH KOjU yd4e
JE3WK Ha PaHOM Y3pacTy MOT'Y UMAaTH BUIIECTPYKE KOPUCTH aKO UM ITOYETHO HCKYCTBO
yuema je3nka HUje OrpaHuueHo caMmo Ha ,,ciylame” | ,,roBopeme’’, Beh ykibyuyje u
TIOCTETICHO U CHCTEMATHYHO YBOHECHE Y UNTAHE U TIMCAHE O] CaMOT ITOYETKA.

3. METOAOJIOT'MJA UCTPAXKBABA

Y 0BOM pajry cMO >KeJlesH JIa HCIIMTaMO CTaBOBE HACTABHUKA NpeMa YBOhewy
MIOYETHOT THCamka y MiajuM paspeMa OCHOBHE IIKoJIe. MICTpaKuBayuKo MuTame Koje
MIOCTaBJbAMO je y KOjOj MEpH HACTaBHUIM CMATpPajy Jia Tpeda yBECTH NHCAE O] PBOT
papela M Ja JM CMartpajy Ja WMajy IoTpeOHe KommereHije 3a To. Luib
UCTPXKUBaKA j€ J1a YTBPHM CTAaBOBE HACTABHUKA IpeMa IHCakby U Jia JIM je 3aicTa y
HACTaBHO] TIPAKCH TOIMKO 3aCTYIUbCHO MHCAKEe O] MPBOI pa3pela Kao IITO HaM
CHUTHAJIN3Upa CUTyarmja ca TepeHa. OCHOBHA XHITOTE3a j& J1a HACTaBHUIIM CMaTpajy Ja
Tpeba a paje ca yUYeHUIMMA Ha pa3Bojy MUcaHe KOMIIETCHIIM]je paHHje Of IIaHOM
npeasuheror Tpeher paspena. YKOIHMKO Ce Halla MpeTHOoCTaBKa MOTBPAM, OHJIA Tpeba
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Pa3MOTPHUTH peBUANpAbE HACTABHUX IIporpaMa 3a MPBU U IPYTH pa3pes y KojuMa Ou
TIICArhE U YUTAbE Kao je3NIKe BEeIITHHE OMile 3aCTYIUBEHE OJf ITOYETKA yUeHa je3nKa.
Tako neduHHMCaH LWb WCTPAXHBaKka ONCPALMOHANM30BaH je Kpo3 crenche
UCTPa)KMBAUKE 3a/aTke: 1) MCIIMTaTH KaKO HACTABHHULM IPOLEHY]Y BaKHOCT PAHOT
yBOhema OIMMCMEmaBamkha Ha CTPAHOM jE3WKy M Ha KOjU Ha4WH je TO y CKIIAay ca
bMXOBOM HACTaBHOM IIPAaKCOM; 2) HCIUTATH KAaKO HACTaBHHUIM TPOLCHY]Y CBOjY
KOMIIETEHTHOCT J]a OIIMCMEHE YYCHHKE Ha CTPaHOM je3MKy Ha MialjeM IIKOJICKOM
y3pacTy; 3) WCIHUTaTH Ja JM HACTABHHLM UMAjy Pa3iM4uTe MPUCTYINE O MPBOT,
omHOCHO Tpeher paspera Kaja je y muTamy HacTaBa IM1cama.

Kopumihena je neckpunThBHa KBAaHTUTATHBHA METONA CAa AHKETHPAKEM H
CKaJIUpambeM Kao HCTPAKUBAYKAM TexHukama. Oj WHCTpyMeHaTa je KopuiiheH
AHKETHH YNUTHHK. Takohe je mpuMemeHa KBUIMTaTHBHA METOJa aHaJIN3€ OTBOPEHUX
OZITOBOpA.

Y3opak. VctpaxuBame je CripoBeIeHO TOKOM jyHa u jyna 2023. roguHe Ha
MIPUTOTHOM Y30pPKYy OJ 74 HACTaBHHMKA €HIJIECKOT je3WKa KOjH Tpedajy y Miahum
pa3penuma OCHOBHE INKoie Ha Teputopuju PenyOmmke CpOuje. HactaBHuim cy
MO3BaHH Ja CE YKJbYUe Y HCTPAXKUBAE MIPEKo rpyna Hacmagnu npozpam 3a enenecku
Jjesux y Cpouju u [lpoghecopu u npeeoouoyu eneneckoe jezuxa Ha IPyITBEHO] MPEXKU
®ejcOyk. ['pyrie cy 3aTBOpEHOT THIIA.

HHcrpymenT. 3a moTpeGe OBOI HCTPaKMBamba CAuHEbEH je aHOHHMHH
AHKETHH yNMUTHHK o7 20 ajTeMa KOjU Cy WCIMTaHWIM TOMymaBanu oHnajH. [lopen
YeTHpY IUTaka KOjUMA Cy NPUKYIUBEHH TMOJAal O COLMOAEMOrpadcKuM
KapaKTepHCTHKaMa WCIUTaHWKa (I0JI, TOAWHE PAJHOT CTaXka, CTereH oOpa3oBama,
je3WK KOjH Tpe/iajy), CTAaBOBH HACTABHUKA Cy WUCITUTAaHW MOMONY aHKETHOT' YIHTHHKA
on 16 murama, ox dera 14 ajtema unHM nerocrenena Jlukeproa ckana (ox 1 mo 5:
,YOIIIIITE CE€ HE CIaxeM’, ,HE CIaKeM ce”’, ,HeMaM MHILUBCHE , ,,ClaxeM ce”,
,TIOTIYHO Cc€ clakeM’) W 2 NuTama BUIecTpykor usoopa. [locienmwe, 21. nurame y
YIIUTHHUKY OWJIO je OTBOPEHOT THUIIA, HHje OMto 00aBe3HO U OIHOCKIIO CE Ha MUIIJBEHE
UCITTaHUKA O HACTABU THCamka Ha MilaljeM y3pacTy. YIUTHHUK C€ CacTojao Off YeTHPH
obnactu: Pano yBoheme nucama, Texnuke paga, KomnereHiuje HacTaBHUKa CTpaHHUX

je3uka 3a onucMemaBarbe 1 ONMcMehaBamke Ha IPYTOM MMCMY Kao 3aj1aTak yuuTesba
(Tabemna 1).
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Oonacm

Huaukatopu

Pano ysoherse nucarva

CMmarpam /ia je BaXHO IOYETH Ca YHTAEM M MHCAhEM Ha CTPAHOM
JE3UKY O IIPBOT pa3pea OCHOBHE HIKOJIC.

VYdeHn® y pBoM M APYyroM paspeny 0osbe yde je3uK YKOJIMKO BHIE
HAaIKCaHEe Peyu.

He mory ma yekam na yuuTesbu 0Opaje JIATHHUILY, jep cMaTpaMm Ja je
Beh KacHO na y TpehieM paspeny KpeHEMO ca MHCambeM. 3aT0 paHuje
MOYHEMO /12 ITHIIIEMO.

OuekyjeM Jja y4eHUK Yy APYroM pas3pely yMe Ja HalHWIle Peud Hu3
TEME.

OuekyjeM Ja y4YCHHIM y TPBOM M JPYyroM paspeny ymejy aa
NPENo3Hajy HalKMCaHe PEUH U3 TeMeE.

Texnuke pada

VKONMKO MM je TEMIKO Ja W3rOBOpE pedY, HANHUIIeM UM Kako Ce
n3roeapa ped Ha hupuuim.

VY mpBoM M ApyroM paspexy NHWIIEM HAclOBe JATHHULIOM H JAema
IPENHILY Y CBECKY.

VYV tpehem um 4yeTBpTOM paspemy NpHMEYjeM AUKTAT KAa0 TEXHUKY
yTBphHBama Kako ce MMy PEe4r, PEUCHHUIIE U Ty>KH NacyCH.

TIpuMemyjeM pasHe TEXHHKE Kako OMX eIy O IPBOT paspeza yBeo/-
Jla y YdTamke W MHcame (BexOe e YYeHHIH Tpeda Oa IOMyHe ped
CJIOBOM KOj€ HEI0CTaje, UTPE BElllarha H CIL.)

[TpumMeryjeM TUKTAT Kao TEXHUKY YTBphUBamba KaKo Ce MUILY PeUr:
*  y IIPBOM paspeny
" Y Apyrou™ paspeny
=  yTpehem u 4eTBPTOM paspeny
=  He JajeM IUKTaTe y MiuahuM paszpeauMa.

TTokasyjem aenu Kako ce ULy CI0Ba Ha JATHHUIIN:
=  He MOKa3yjeM yOIIITe.
= Yy IIPBOM paspeny
" Y Apyroum paspeny
=y tpehem paspemy

Komnemenyuje
HACMAGHUKA CIPAHUX
jesuxa 3a onucmerbasarwe

IMo3HajeM MeTofie W MOCTYNKE 0Opajie ClOBa JIATHHHIE Y MOYETHO]
HACTABH YHTAMba U MHCAIHE.

Kama mounem ca yBohemeM mmcMa Ha CTpaHOM jE3MKY, YUCHHUINMA
ckpeheM maxkmy Ha CENU(QHUIHOCTH MHCaa CIIOBA y IHCMY je3HKa
KOjH yYH.

Onucmerasarve Ha Opy2om
RUCMY Kao 3a0amak
yuumena

Cmatpam na TpebGa yBECTH 4NTare U MHCambe O MPBOT pa3pela, aau
TO HE pajuM, jep HHje NpeABU)EHO NPAaBUIHUKOM O HAaCTaBHOM

nporpamy.

OdekyjeM a y9uTeJbH 00paje MPBO JATHHHYHA CIIOBA, Ma TEK OHZIA
TIOYHIHEM C2a YBOlSHEeM NHcamba.

Hema motpebe ma ce HAcTaBHWIM CTpPaHOT je3WKa mocBehyjy
TEXHMKaMa MHCama CJIOBa HAa CTPAaHOM je3WKy, jep je TO 3ajaTak
YUHUTEIbA.

Tabena 1. UaaukaTopu 3a MpoBepy CTaBOBA HACTABHUKA MIpeMa MUCaby

YHyTpamma carimacHocT JlukepTroBe ckame yTBpheHa je momohy
KponbaxoBor koedunujenta anda. U3paaynar Kponbaxos xoepunujeHt anda 3a
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14 wmetpuukux Bapujabnu uma BpenHocT 0,84 mTO je noOpa M MPHUXBATJbHUBA
Bpeanoct (Bpeanoctu Behe ox 0,80 cMaTpajy ce mpuxBaT/buBuM). [IBe Bapujadie
cy Ouie pekoaupaHe.

bynyhu na je ncrpaxuBame KBAaHTHTAaTHBHO, IIPUKYIUBEHH MOJALU CY TIpe
CBEra aHaJM3WpPaHW CTATHCTUYKH. AHKETHH YIHUTHUK j€ TPUIpeMIbeH ToMohy
amata Google forms, mok je crarucThyka oOpaga mojaTaka H3BpIIeHA MOMOhy
nporpama DATAtab (DATAtab Team) u Exkcena mpu demy je kopuinheHa
JCCKPUIITHUBHA  CTaTHCTHKAa (CpeAma BPEOHOCT, MPOLEHTH, CTaHIapaHa
JIeBHjaIuja).

AHanmza ofaroBopa Ha muTame 21 oTBopeHor Tuma ypaheHa je momohy
KBaJIMTATHBHE aHAJIU3¢ cajipkaja U oABHjaia ce y uiie (asa. [IpBy dazy unHmIO
j€ yIO3HaBame ca caMUM JOOHMjeHHMM MaTepujaioM (OATOBOPHMA HCITUTAHHIIA)
MOHOBJbEHUM MINYUTABAKHEM, KaKO OM ce MIACHTU(UKOBAJIC U 3a0€IIeKUIIC TTOUCTHE
ujeje y Be3W ca IUJbeM HCTPaXHBamka. 3aTUM Cy C€ OATOBOPH TPyMHUCAd IO
CIIMYHOCTH M Ha Taj HAYMH CMO YTBPAWINA 1 UMEHOBAIIM TEME.

4. PE3YJITATU UCTPAXXMBABA U BUXOBA AHAJIM3A

VY HucTpaxuBamwy je y4ecTBOBaJO 74 HAacCTaBHMKA CHIJIECKOI je3MKa KOjH
npenajy y muahum paspenuma ocHoBHe mikoisie y PenyOnunu CpOuju on yera je
100% »xenckor mona. Hajpehu 0poj ucnuranuna uma ox 11 10 20 roguna pagHor
craxa (38 ucnuranuia, ogHocHO 51,35%). Ucnutanuie koje umajy msmehy 21 u
30 roguHa craxka unmHe 35,14%. Csera 10 ucnuranuna nma mame oj 10 roguna
pamHOI CTaka, IITO HAaM YKa3dyje Ha BEJIMKO HCKYCTBO Yy HAcTaBH KOj€ HMajy
HACTaBHUIIE KOje€ CY yUECTBOBAJIC Y UCTPAXKUBaY. Y CKIQAy ca TUM je U 3aBpLICH
nocle b HUBO 00pa3oBama: 54 WCIHTaHHIIA MMa 3aBpIICHE YETBOPOTOJIHIIHE
cTyamje 1o ctapoM mporpamy (npe 2006. rogune), wro unau 72,97%. CtpykTypa
y30pKa je npuka3ada Ha CeHkujeBoM aujarpamy (Jdujarpam 1).
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CTpyKTypa y30pEa

11 - 20 romma 51% (38) ‘OCHOBEE HeTROPOTOTHINE CTYIH]E IO CTAPOM mporpasty (mpe 200¢ (34)

Hercrn 100% (74)
Im_so rommma 35% (26) .Mac:(ep crymH|e 16% (12)

AoxTopexe crymmje 1% (1)
[ ocxoere cTyaEje (Harom 2006.) 4% (3)
[C"Impeso 30 rozusa pansor craza 5% (4) - s varucrapexe crymsje 3% (2)
o I 0= 5 romuma 5% (4) = zsoromrmse cryzuje 1% (1)
s mye MacTep cTvaEje 1% (1)

mm §— 10 rogema 3% (2)

TTywHHA pamHoer cTa#a HACTEEHHEA 3aBpmes MOCTETRH HHEO 05pasosama

Hujarpam 1. CTpykTypa y30pka

[la Ou ce MOryI0 rOBOPUTH O MOAPLINM HACTABU MHUCAA O IPBOT pa3peaa
Y TIPOMEHH NIPHUCTYIIA Pafy, 3Ha4ajHO je Ha CaMOM II0YETKY MCIHMTATH KaKaB OJHOC
MMajy HACTaBHUIIM MpeMa yBolhemwy mucama. VICIUTUBAN CMO BUXOB CTaB Y Be3n
ca yBohemeM mucama, y K0joj MepH NpUMeEYjy MHCake Y HACTABHO] MPAaKCH U
KaKo TIPOLIEHYjy CBOje 3HamE Jla KOMIIETEHTHO TO ypaze. [Ipu oOpaau nojaraka ca
nerocreneHe JInkepToBe ckaje rpymucali CMO OATOBOPE ,,yOIIIITE C€ HE CIaxeM”
U ,He claxkeM ce” y jelHy TpyImy, ,,HeMaM MHUILbEHE” y IPYTY, 0K CY ,,ClIaxKeM
ce” U ,,IOTIYHO ce cliakeM’ CBPCTaH| y Tpehy rpyimy.

4.1 Pano ysohere nucaroa

Ha ocHOBY cpenrbe BPEIHOCTH YKYITHOT pe3yJTaTa Ha CKald CTaBoBa
M=3,12; Std. =1,41; min=2,21; max=3,84), Mmormo 6u ce pehu ma je reHepasHH
CTaB HCIHWTAaHMKA TpeMa TMHCaky Y HACTAaBH CHIJICCKOT je3WKa YMEpeH ca
TeH}IeHHI/IjOM Ka IIO3UTHBHOM. Pe3yJITaTI/I UCIIUTHBaka CTaBOBa IIpEMa pPaHOM
yBONemYy Mucama nprkasanu cy Ha ['padukony 1.
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PaHo yBohetrbe nucatba
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m CMaTpaM [a je BaXKHO IIOYETH Ca YHTAeM H IHCAlkEeM Ha CTPAHOM je3HKY OJI IPBOT paspeiia OCHOBHE

LIKOJIE.
B V4eHUIH y IpBOM H JpYroM paspely 00Jbe yue je3HK YKOIHKO BHJIE HAITHCAHE PEYH.

He mory na gekam 1a yuauTe bl 00paje naTuHuiy, jep cMarpam ja je seh kacHo na y tpehiem paspemy
KPEeHeMO ca IUcameM. 3aT0 paHHje IIOYHEMO Ja ITHIIEMO.
m QuekyjeM J1a YYEHHK Y IPYTOM paspeay YMe /la HAIHIIE PEHH H3 TEME.

= OuexyjeM Ja YHEHHIH Y TIPBOM H JIPYTOM paspejly YMejy Ja [Perno3Hajy HalHucaHe Pedr U3 TeMe.

I'padukon 1. Ckana cTaBOBa HACTABHHKA [TPEMa PaHOM YBOljembY MHcama

Kana je y nutamy npBu ajrem, mpeMa JIoOHjeHUM pe3yaTaTuMa CKOpo MoJja
UCIUTaHUX HACTaBHMLA CMaTpa Ja He Tpeda MOYeTH ca YNTAmhEeM U MUCAEM Ha
CTPaHOM je3WKYy OJi NPBOT pa3pena ocHoBHe mikojie (48,7%). JloOpa tpehinna je
MUIJBeHA J1a 6u Tpebano mouetu (33,8%), mok 7,6% HeMa MUIILJBEHE Y BE3U C
THM.

Ha napyry TBpamy, /1la YYEHUIIM Y TPBOM W JPYroM paspely Oojbe yue
j€3MK YKOJIMKO BHJIE€ HAIMCaHE PeYd, OJrOBOPH MCIMTAHUIA OWIH Cy PaBHOMEPHO
noje/beHu y tpu rpymne: 31,1% ce He cnaxe, 36,5% ce cnaxe, 10k je 32,4% 0e3
CTaBa.

Hako ckopo moioBHMHA HCIMTAaHWX HACTaBHUIIA cMaTpa Ja He Tpeba
MIOYETH ca MUCAmbEM O]l IPBOT pa3pelia, BHUIIE OJ1 MOJIOBUHE HACTABHUIA CMAaTpa Jia
je xacHo na ce kpehe ca mucamem of Tpeher paspexa. Yak 62,2% je pexno aa
kpehy panuje ca nucamem, 10K je 12,1% neonpenesbeHux. [leruna HacTaBHUIA ce
He ciaxe ¢ TuM (25,7%).

IlITo ce THue oYeKkHMBama KOje HACTABHUIIE UMajy, ckopo Tpehuna (28,4%)
OYeKyje J1a YYEHHUK y JPYroM paspeay yMe Ja Haluile peud U3 TeMe, ajld UIaK ce
Behu neo He cnaxe ¢ M (43,3%). Tpehuna je Takohe Heomtyuna (28,3%).

OOpHyTO je Kama Cy OYeKHBama 3a MPEIO3HABalke¢ HAMKMCAHUX PeYd U3
TeMe: YeTBpTHHA ncnuTanna (25,8%) ce He ciiaxke ¢ TUM J1a YYCHHIU Y IPBOM U
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JpyroM paspedy Tpeba a yMmejy Ja Npero3Hajy HamhcaHe Pedd U3 TeMe, JIOK je
39,2% 3a mpemno3HaBame HamucaHux peud. Ha oBom muramy je Ouno HajBuIe
HeoutyuHux (35,1%).

4.2 Texuuxe paoa

Kana cy y nutamy TexHuke paga, noowmm cMmo cienehe pesynrare
(I'padukon 2):

TexHMKe paga

60

50

40
30
21 22
20 18
. . l
YOnuTe ce He Cnaxmem He Cnaxem ce Hemam MULll/bEH:E cnaxem ce NOTNYHO Ce CNaxem

BV TpehieM H 9eTBPTOM pa3speny IpHMenYjeM IHKTAT Ka0 TEXHUKY YTBphHBAma KAKO ce [HIY peyH,
pEUEHHUIIE U JTYHKH IACYCH.
B YVKOIHKO UM je TEIIKO /ia H3TOBOPE ped, HAITHITIEM WM KaKO Ce H3roBapa ped Ha RHpHIHIN.

Y npBOM H JIpYTOM paspejly IHIIEM HacJoBe JIATHHHIIOM H fielia NPEITHIy Y CBECKY.

m [IpuMersyjeM pasHe TeXHHKe Kako OHX JIely oJf IPBOT paspeia yBeo/lIa y YHTabe | Mucame (BexOe rie
yHeHHIH TpeDa a JOIIyHe ped CIIOBOM Koje HeJocTaje, Hrpe Belllama, H CIL.)

I'padmkon 2. Ckana craBoBa HaCTaBHHUKA ITpeMa TEXHUKaMa paja

Pesynratu moka3syjy aa HacTaBHHIIE TaKoh)e KOPUCTE pa3HE TEXHUKE KaKO
Ou Jieny oy MPBOT pa3pelnia yBeJle y UuTame U nucame: 47,3% ux npumemyje, anu
37,3% ne. Ha oBoMm ajtemy je OHMIIO HajMare HEONTyYHHK ncnuranuna — 14,9%.

Behu neo HactaBHuMma cmartpa nma Tpeba MUCATH HACIOBE JATHHUIIOM Y
MpPBOM M JIPYTOM W Ja UX Jera mpemnumry y cBecky (43,3%), mok ce ca Tom
TEXHUKOM paja He cnaxe 32,5% HacraBHWIA. YeTBpPTHHA WCIMTAHUIA je
HEOJTy4yHa [0 TOM nutamy (24,3%).
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Benuka Behnna ucnuranuna (77,1%) cmatpa na He Tpeba mmcaTH pedu
hupununom, nok je csera 13,5% 3a Ty TexHuKy pazga ca aeuoM. Heommydnux je
9,5%.

Mano MamH TpOLEHAT HACTABHHIA INPHUMEIbYje MUKTAT Kao TEXHHUKY
yTBphHBama Kako ce MUy pPedH, PEUCHHUIE W TYXKH MAcyCH Y OIHOCY Ha CaMo
nucame peun (59,4%). Ca tum ce He cnaxe 21,6% wucnutaHuma, IOK je CKOPO
retuHa 1moHoBO HeoyrydHa (18,9%). Kama cmo mpoBepmin ApyruM THUTameM y
KOM pa3peay KOHKPETHO IPUMERY]jy AUKTaTe, 1o0mmu cMo cienehe pesynrare:

JIMKTaT Kao TexHuKa yTBphuBarba
60 53
50
40

30

20 14
0 I
Mpumersyjem gukTat MNpumersyjem auktat MNpumersyjem anKTaT He gajem gukrate y
Ka0 TEXHWKY Kao TEXHUKY Kao TEXHUKY mnahum paspeguma.
yTephMBarba Kako ce yTBphMBakba Kako ce yTBpHUBaHLa KaKko ce

NULWY pedn y NPBOM NULLY PeYM y APYroM nuiy peyu y Tpehem
paspegy. paspegy. M YETBPTOM pazpeay.

I'padukon 3. Ckana cTaBoBa HacTaBHUKA MpeMa ITPUMEHH JTUKTATa

JlukraT kao TeXHWUKY yTBphuBama Kako ce muiry peun y Tpehem u
YETBPTOM pa3peny npumemyje BehuHa HactaBHuua (73%), IOK je y Ipyrom
paspeny 1o 8,1%. Ckopo meTHMHA HACTaBHMLIA HE Jaje JMKTare y Miahum
paspeinMa, ajii 3aTo C€ y UCTpaKMBamky I0jaBUiIa U jeHA MCIUTAHUIIA KOja Jlaje
JIUKTATE U y IPBOM Pa3pery OCHOBHE IIIKOJIC.

ITutame Koje ce OJHOCIIIO Ha MUCAKkE JIATHHHYHUX CIIOBa je Takohe nmaio
WHTEpecaHTHE pe3yliTare: BehinHa HacTaBHUIIA je OJrOBOPHMIIA Jia TO PAJH Y IPYTOM
paspeny (63,51%), mamu mponenar y tpehem paspeny (8,11%), nok 13,51%
HaCTaBHUIIA TO yomute He panu. [laxme Bpenan je mobujenu pesynrar na 14,86%
HACTaBHUIIA TTOKa3yje JIEI Kako ce MUY clioBa JaTuHuie Beh y IpBOM paspeny,
IITO 3allPaBoO HUje MPEMOPYICHO MpeMa BakeheM HaCTaBHOM MpOorpamy.
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MNMucarbe NaTUHUYHKUX CNOBa
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Mokasyjem geum kako ce  Mpumeryjem AWKTaT Kao  [puUmerbyjem OMKTaT Kao He nokasyjem yonuwre.
MUY CNOBA Ha NAaTUHWULM Y TEXHUKY yTBphMBatba KAKo TEXHMKY yTEpHKUBaKa Kako

npeom pa3speay. Ce NUILY peun y ApYrom  ce nuly peun y Tpehem
paspeay. pa3speay.

Fpa(bI/IKOH 4. Ckana cTaBoBa HaCTaBHHMKA npeéMa nucamy JAaTHHUYHUX CJI0Ba

4.3 Komnemenyuje nacmasnuka Cmpanux je3uxa 3a OnUCmMerbagarbe

OnucMmemaBame 3axTeBa ofpeheHa mnpodecuoHaiHa 3Hama (METOAMKA
MOYETHOI YHTamka M IHCamka, MPHUIpPEMa 3a ONMHCMEHaBamke) Koje mpodecopu
paspeane HactaBe (yuuresbH) 100HMjajy TOKOM CTyAWja, LITO HHUje CiIy4aj ca
HACTaBHUIMMA CTPAHOT je3HKa 1To ce GopmanHor obpaszoBamwa tiuue (Gasi 2023:
131). VYnouramui cMO HAaCTaBHHKE Ja JIM CMAaTpajy Ja MOCEyjy AMAaKTHYKO-
METOAMYKA 3Hama JIa IPey3My YJIOry ONMCMEmhaBamba Ha CTPAHOM je3UKY U JOOMIH
cmo crenehe oarosope (I"padukon 5):
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KomneteHuuje HacTaBHUKA CTPaHMX je3MKa 3a
onucmerbaBake
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m [To3HajeM MeTOojie H MOCTYIIKe 00pajie CI0Ba JATHHHIIE Y [I0YE€THOj HACTABH
qUTalka H ITHCAKC.

m Kayia mouneM ca yBoljeleM MACMa Ha CTPAHOM je3HKY, ydeHHIMMa ckpehem
NAXKBY Ha CHIENH(HUIHOCTH IIHCaba CIIOBA Y MHCMY je3HKa KOJU Y4H.

I'padmkon 5. Ckana cTaBoBa HacTaBHUKA ITPeMa CBOJUM KOMITETEHIIMjama 3a
ONMCMEHaBAkhE YUCHUKA Ha JPYTOM IHCMY

Ckopo Tmoyia WCIUTAHWX HACTABHHIIA CMAaTpa Ja TMO3Haje METoJe W
MOCTYIKE 00pajie CJIOBa JIATHMHUIIE Y TOYETHO] HACTaBH YUTamba U nucame (47,3%),
JIOK ckopo TpehinHa cMmarpa ga He no3Haje (27%). CiudaH npoIeHaT je OHUX KOje
HHUCY curypae (25,7%).

Hajeehu mnpouenar HactaBHmua, uyak 77%, TBpAM Ja, Kaja IOYHE ca
yBOhemEM TMHCMa Ha CTPAaHOM je3WKy, YYeHWIMMa ckpelie Naxmby Ha
crenn(UIHOCTH MUCaa CIOBa y MHUCMY je3uka Koju yud. Ca TUM ce He cliaxe
13,5%, a 9,5% HemMa MUIIJBELE.

4.4 Onucmerasarve Ha Opy2oM RUCMY KAO 3a0amaxk yuumesod

Bbyayhu na omucMmemaBame 3axTeBa ozpelieHa npodecroHaiHa 3Hamba
(MeTomuKa TOYETHOT YWTamka M IMCamka, MPUIIpPEMa 3a OINHCMEHAaBamke) Koje
npodecopu pazpeaHe HacTaBe (yuuTesbr) 100HMjajy TOKOM CTYAM]a, SKEJIENN CMO /1a
NPOBEPUMO JIa JIM HACTABHUIIM CTPAHOT je3WKa CMaTpajy Jia cy YYHTEJbH TH KOjH
Tpeba na ce OaBe onucMemaBameM Ha hupunuiy U Ha naTuHULM. Pesynrtatu cy
npukasanu Ha ['padukony 6.
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OnucmerbaBake Ha APYrom NMUCMy Kao 3a4aTaK yuute/ba
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Cnaxem

m Cmarpam Ja Tpeba yBeCcTH YHTAIE U [HCALE 0JI IPBOT paspela, alli TO He pajuM, jep Huje
npeaBUleHO NPaBHIHHKOM O HaCTABHOM IPOTpamy.

B QuekyjeM Jia yauTesbH 06pajie PBO JTATHHHYHA CIIOBA, 11a TEK OHJIA TIOUHIEM ¢a YBohemeM
[HCARA.
Hewma notpele Ja ce HaCTABHHIM CTPAHOT je3HKa Mockehyjy TeXHMKaMa MHCaka CI0Ba Ha
CTPaHOM j€3HKY, jep je TO 3aJIaTaK YIUTEba.

I'padukon 6. Ckana cTaBoBa HacTaBHUKA ITPeMa yJIO31 KOjy UMa]y yUUTEIbH

[IpubnmkHO HCTH TpPOLIEHAT HACTaBHUIIA OYEKyjeé M He OueKyje Ja
yauTeJb 00pajie MPBO JIATHHWUYHA CJIOBA, Ma TEK OHJA TOYHEEe ca yBohemeM
nucama: 40,5% deka npBo Ha yuutesbe, 10K ce 39,2% He cnaxe ¢ TuM. [leTuHa je
Heoury4Ha (20,3%).

Jobpa Tpehinna HactaBuuna (32,2%) cmarpa ja Tpeda yBECTH YHUTamkE U
NHUCcamke 0J1 MIPBOT paszpea, ajk TO HE Pajy, jep HUje NpenBul)eHO MPaBUIHUKOM O
HacTaBHOM mporpamy. C TuMm ce He cnaxe 42% wucnuranuna, ok je 17,6%
HEyTPaJHO.

Ckopo noJja UCIIMTaHuX HACTaBHHUIA CMAaTpa Jia je UIaK NOTpeOHOo U jaa ce
HACTaBHMIIM CTPAHOT je3uka MocBehyjy TEXHHMKaMma Iucama CI0Ba Ha CTPaHOM
jE3WKy M Ja TO HHje caMo 3aaarak yuurtesba (44,6%). Iletnna cmarpa aa To jecre
3aatak yuutesba (24,5%), ok je noodpa tpehuna HeornpenesbeHa (31,1%).

4.5 Ananuza numarba omeopeHo2 muna

Ha mocnenme nmutame oTBOpeHOr THma (KOMEHTap) OAroBop je namo 27
HACTaBHUIIA, INTO TpenacTaBba 36,5%. Y KoMeHTapuMa je OWIO 3aHMMIBHBHX
npeasiora ¥ U3 TOT pas3yiora Cy KOMEHTAapH YKJbYUEHH Y KBAJUTATUBHY aHAIIU3Y.
Komenrapu cy rpynucanu y Teme: TO3UTHBAaH OJHOC MpeMa MUCcamy, HeraTuBaH
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OHOC TpeMa MHcamky, pa3[Bajalbeé MPBOT W APYror paspena, akpeIuTOBaHU
YIIOSHHIIN B TEXHUKE paja.

Benuku Opoj KoMeHTapa ce OJHOCHM Ha MO3MTHBAH OJHOC NpeMa
yBolherwy paHor mucamba, 0JJHOCHO, O] IIPBOT HIIH APYTOT paspena: ,,lo 3aKOHY H
NpaBUIHUIMMA HEMa MHcamka y TpBa JBa paspena, ajld ja JUYHO cMaTpam, U3
JQYTOTOAMIIETI HCKYCTBA, 1a je HEOMXO0JHO, jep Y TpeheM pa3peay HacTaje BEJTHKH
mpo0JieM ca MrcameM, a OJjpaXkaBa ce W Ha KacHHUje paspenae’, ,,BaXKHO IMOYETH ca
NHUCAalkEM jeJHOCTAaBHUX M KPaTKHX PEeYd y MPBOM paspeny’, ,,3HaM Ja YUCHUIH
JKEJIE na numry u CKOpo CBU 3HAjy JIATUHUILY Kajia KpeHy y IpyTH paszpen’, ,,HeK’
YYEHHUIN Tpaxke”, ,,Tpeda MPUMEHUBATH TEXHUKY “KOMHpama’ CIOBa M PEUH, a O]
JIPYror CMHUCJICHO MHcame”, ,,3HavuajaH, U cBe Behu Opoj nmerle, y mkoiy kpehe ca
CTaOWITHUjMM TIO3HABAaKkEM JIATHHHIIE HEero hupumuie”, ,,ca TMpermuCHBameM Pedn
TOTOBO Jla HHjEIHO JeTe HeMa mpobieMm, Beh 3Hajy naTmHuUIly 300rT ynorpebe
TactaType Ha KOMIjyTepy”, ,,0aml jkele Ja NHUIIYy W NPOYUTajy HEIITO, CaMo
WITyCTpallije UM BHUIIIE HUCY JOBOJBHE .

Hexke ox ucrinranuiia ce He cJIaKy ca THM Ja Tpeba MOoYeTH ca MHUCameM
O]l TIpBOT/Ipyror paspena W HaBoje cieaehe pasiore: ,Jemna npBo Tpeba jaa
caBiaznajy (HOHOJIOMIKO U OPTOrpad)CKO 3HAKE HA MPBOM jE3MKY, HJIM KAKO ra jOII
HEKHU Ha3WMBajy MaTepmh-eM je3uKy”, ,,0n10 Ou KopucHUje U eQeKTHHje 1a ce CTpaHU
jE3WK MovHe u3yuaBaTh y TpeheM paspeny u jaa ce nmoseha HeaesbHH GoHT yacoBa”,
,»AIICOJYTHU CaM MPOTHUBHUK YyBOhema NHCama y MPBOM M JAPYroM paspeay’,
,,YOTIIIITe HEMa TOTPede KYPUTH Ca THM, MOXKE CE UTEKAKO KBAIUTETHO PAJUTH U
OuTH MOCTyNaH M Kaja YYeHUIM 3aBpIlie JaTHHUIY ca y4YuTesbuliama’, ,,yUeHUIH
MPBOT pa3pena Tpeda MpBO J1a YCMEHUM IyTeM YCBOje BOKaOysap”, ,,[IPEBEJIUKO je
ontepeheme ycBajaTH JBa NMUCMa M pa3BHjaTH BEIITHHY YHTama yIMOpeao Ha
CPIICKOM W EHTKECKOM je3WKy y MPBOM paspeny’, ,,IpBH pa3pej je MmpepaHo 3a
nHcamke HOBOT je3uKa”, ,,BeIMKa 0/IeJbeha U MPEOOMMHOCT I'paivBa U BEJIMKU OPO]
npeaMera OIMaxy y KOPHCT paHOr IHcame”, ,,[IpBO MOpa MOCTOjaTH OCHOBA Ha
KOjy MOXe OHJia Ja ce rpaau. Ty mpBy roauHy 0e3 mucane gopme Tpeda 100po
MCKOPHCTUTH M M3JaraTu Jely CTPaHOM jEe3HKYy KpOo3 IMECMHIE, PUME, je3UdKe
op3anmune, TPR MeTone xako OW /TO3BONMIM Jja CTEKHY (DOHOJIOIIKO 3HAKE WIIH
CBECT O CTPaHOM je3uKy” .

3aHUMJBMB je OCBPT HACTAaBHHUIIA Ha Pa3[Bajame MPBOT W APYTor paspeaa
MOIITO HAM OYHIJIEJHO HACTaBHA Mpakca To Hajaxe. MehyTum, y mpBoMm u pyrom
paspeny npema BakehMM HacTaBHHMM IpOrpamMHMa yIpaBoO CE HarjaiiaBa Ja Hema
nmicama y 00a paspeia ¥ Ja je HacTaBa MCKJBYUYHBO yCMEHOT kapaktepa. OBakBU
KOMCHTApH HaM 3Ha4YajHO yKa3lyjy Ha CTamke y HACTaBHO] MpPaKCH KOjoj Cy
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notrpebHe mpoMeHe y mporpamuma: ,JllpBamu m gpyranm He Tpeba ma Oynmy y
‘uctoM Komry’. Paznuka je Bennka y ToM y3pacty. Y 1. p. mMa ene Koja He 3Hajy
JATUHUILLY, 30YHEHU Cy, HecHaljeHU mmomaro, a of 2. p. je apyra npuda. ['oToBo 1a
Beh CBHW Biajajy JaTHHUIIOM, aKO HE MHCAmkEM, a OHO YHTameM’; ,,Y TPBOM
paspeny kpo3 Listening yue a y 2. mounme YnTame U Iperno3HaBame peun. AHKeTa
HUje HajjacHHuja jep cTe 1. m 2. pa3ped CTaBWIM y UCTU KOII a HMIAaK MOCTOjH
3Ha4YajHa pasuKa y pamsy’ .

Takobe, jenan ol KOMEHTapa HaMm je yKa3ao Ha MPOOJEM aKpeIUTOBAHUX
yuOeHrKa KOjH ce pa3iiuKyjy OJl M3/laBadya JI0 W3JaBada, I7ie y HeKuMa OJ MPBOT
paspena IMaMo TEKCT U BexkOama ca MIcameM CJI0Ba/pedn, a Y HeKMMa ce TO jaBJba
TEeK KacHuje, on Tpeher paspena: ,,Morau OMCMO J1la UMamMO y MHHHCTapCTBY
NpE/ICTaBHUKE CTPYKE KOju he MOJepHU30BaTH NPEIMET, a He J1a HaM IUIAH 3aBHUCH
OJ1 CBaKOjaKux u3aBaya”.

Hexu npennosu ce ogHOCE Ha TEXHUKE YHTama U MHUcama Koje Cy BeoMa
3HAYajHe 3a KacHHje ONMMCMEmaBame: yBOAWTH TocterneHo alphabet u phonics;
MOKa3WBaTH CIJIOBa, KaKO Yy HAacJIOBMMa Tak0 M Yy HACYMHYHHM pPEUUMA;
NPUMEHHBATH TEXHUKE 'KOIUparma’ CcJI0Ba U PedH, a O APYror CMUCIICHO MHCAhE;
W3JIaraTd y4eHWKe BH3YENIHOj MEepIENIUji DUl U peueHHIIa JIOK ce HCTOBPEMEHO
M3roBapa pey; u3jaraTH YUYCHUKE ILICJIUM pEUMMa, jep OHM “4HuTajy’ Ieje pedH U3
TeMe TOIITO MX JOXKMBJhAaBajy Kao CIMKY; JaBaTH 3aJaTKe IMPENO3HaBamba Peyu,
JIONyaBamke CIIOBa, BU3YEITHO MOBE3UBAE PEYM Ha EHIJIECKOM M OHOTa MITO
NpeJ/ICTaBIbajy; YnTarbe Beh mo3Haror mujagora y ciukama (nomatu speech baloons
Y 3aJIeMJbeHE peun).

5. IUCKYCHJA

Jobujenn pe3ynraTH HCTpaXMBamka HUCY EKCIUIMIUTHO TOTBPAMIH
MPETIOCTABKY JIa CY HACTABHHUIIM y MOTITYHOCTH CarJlaCHU ca yBOlEeHEeM MUcama OJ1
NPBOT pa3peAa OCHOBHE 1Koiie. [lona ncnuTaHux HacTaBHULA C€ HE CIIaXKe C THUM,
anyd KCTO Tako cMaTpajy Aa je KacHo 3a yBoheme mucama on Tpeher paspena.
MehyTtum, noOpa TpehnHa HacTaBHHUIA cMaTpa /a Tpeda yBECTH YUTAmE U MHCAHE
0Jl TMpBOT pa3peda, all TO HE paad, jep HHUje npeaBHheHO NPaBUIIHUKOM O
HACTaBHOM TIporpamy, IITO HaM yKa3yje Jia je MHOro Behu MpoIlleHAT HACTaBHUIIA
3a yBOheme mucama, caMo LITO Cy OTpaHWYeHe MOIUTOBameM Iponuca. OHO MTO
CMO EKCIUIMLIMTHO MOTJIM 3aKJbYYUTH W3 JOOOMjeHHMX pe3ynTara jecTe jAa je
HOTBPhEHO J1a TOCTOjM HACTaBHA MpaKca I/Ie CE YBOAM IHCAkE O APYror paspena,
HerJe yak u ox mpeor. Kaga cy y nuramy TexHUKe pana, BehmHa HacTaBHHUIIA
cMarpa n1a He Tpeba mucatd hupriauioM Kako OW TIOMOTIIE JCIH [1a YIIaMTE PeuH,
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anyi Kaxy Aa Beh on apyror paspeda numly HacioBe JatuHunoM. llto ce tuue
KOMITETEHTHOCTH JIa OTIMCMEHE YYCHUKE Ha CTPAHOM jEe3HMKY Ha miialjeM IIKoICKOM
y3pacTy, HacTaBHUIC BehMHOM cMaTpajy Ja Cy OCHOCOOJbeHE 3a TaKaB 3a/aTak.
OBe oaroBope Tpeba y3eTH ca JIocTa pe3epBe y 003Wp, jep MCTpaXKMBameM HHje
mudepeHupano koju (¢akynreT cy 3aBpmwie (Iro 0u Tpedbano HekuM crenehum
UCTpKMBAkEM TNpelH3upaTd). YKOJIHKO je y MuTalky HeKd of (dakynrera
YYUTEJbCKOT THIA, OHJIA je CHUTYPHO Jia Cy OAroBOpH penieBaHTHU. Kana je y
nuTamy (GaKyaTeT (QUIIONOMIKOr yCMepemha, Mala je BepoBaTHONA /1a cy OJIrOBOPH
00jeKTHBHH, jep Cc€ HHU Ha jeJHOM IMpeAMEeTy He pajie NeTajbHO CHelH(pUIHOCTH H
TEeXHHWKe yBOhema apyror mmcma Ha miahjem yspacty. [amm je y cBOoM pamy
aHAJIM3Mpayia CTYAMjCKE MporpaMe 3a WHUIMjaIHO 00pa3oBame HACTaBHHKA
cTpaHuX jesuka y CpOuju m pe3ynrar meHe aHajan3e MOKasyje Ja HH Ha jeHOM
(hakynTeTy He MOCTOjU NPEAMET KOjU ce OaBM IOYCTHOM HACTABOM YHUTamba U
nucama Ha crpaHoMm je3uky ([amm 2023: 131). Takohe, nemoryhe je nonern
3aKJbYYaK INTa HACTABHUIIM MHCIIC YHjH je 3aJaTaKk OMHCMCHaBamkbe Ha JPYroM
MUCMY, jep je TojeIHaK Opoj OHUX KOjU CMaTpajy JAa je TO 3aJaTak yUuTesha, Kao U
OHHX KOjU CMaTpajy J1a je TO 3a/laTaKk HaCTaBHUKA CTPAHOT je3HKa.

VY30pak o7 74 HaCTaBHMKA je MaJld, ajld JIOBOJbAH JIa HAM JId CMEPHHUIIC Y
KOM TpaBily Tpeba Ja uay Jaba UCTpakuBawma. OUUTIIeHO je Ja He MOXKEMO Ja
3aHEMApUMO IUCAKE Yy TIPBOM U JPYTOM paspeny, ajld OCTaje OTBOPCHO MHTAamE
paspena kaja Tpeda oveTH, TEXHUKA Koje Tpebda MpuMemhUBaTH, METOUKE paja ca
OBaKO MaJjioM JieloM. M3 oAroBopa MCIMUTAHUIIA BUAM CE YeCTa HEOTYUYHOCT U
pasuiaxemne y MUIIJBEHUMA, Ka0 M YKa3UBamke Ha Pa3iivKy paja y Bpcrama mIkoia
(mpuBatHa, JIp)KaBHA) Kao M y PazIMYUTUM CpeArHaMa, IITO je MOBEe3aHO U ca
COLMjaJIHUM CTaTycoM HTA. (Ipajcka M CeocKa IIKOJNa; H3JI0KEHOCT JIele
JATHHUYHOM THCMY TIpeko ypehaja, moOwinaux, TB-a, Apyrux Kmura, HaTmmca y
panmama, COIMjaTHIX KOHTaKaTa KOju UM OMoryhyjy yrno3HaBame ca JIATHHHLIOM
u ap.). To cy o30m/bHM mMOKa3zaTeJbl Ja OCHOBHO MHUTalkE TPaXH IyOJba
UCTpaXkuBamba Koja he y3etn y 003up Buiie nmapamerapa. Ca Ipyre cTpaHe, IIKoja
MoOpa MOHYIUTH PaBHOIPaBHE yCJIOBE CBUMA, T1a U ICLH Koja HeMajy 100ap coluo-
€KOHOMCKH CTAaTyC HHTHU IMOTOJHEC YCJIOBE OKPYXKCHa IMOTOJHOI 3a ayTOHOMHY MU
CHOHTAaHY CEH3MOMIM3alMjy Ka JaTHHUYHOM IMMCMY M H-ETOBOM ycBajamy. 1o je
3Ha4yajHO oMmeTajyhu dakTop 3a yBoheme mHcamba Ha CTPAHOM jE€3UMKY O IPBOT
paspena. HacraBHuiin OM CHTypHO MOIJIM JOOMTH BEJIUKY oMol o1 yuHuTe/ba KOju
cy ¢dopManHO 00yYeHHU 3a omHCMemaBame Jene. Heka Oynyha mcrpaxuBama Ou
MOTJIa J]a UCIHUTAjy YYMHAK MHCamka O MPBOT pa3pe/a Ha 3HAmke YUCHUKA Ha Kpajy
MIPBOT ITUKITyca (01 MPBOT O YETBPTOT pa3pesia) y OJHOCY Ha ModeTak oa Tpeher
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paspena. Tek Ha Jyxe cTaze OUCMO MOIIIM ca CUrypHoIIhy a TBpAUMO Ja IUCAkbE
0JT CaMOT TI0YeTKa Aaje 60Jbe pe3yiTare Ipy yUermhy CTPAHOT je3nKa.

6. UMITVIMKALIMJE 3A HACTABY

Ha ocHOBy pesyntata OBOI HCTpaXuBamba HMIUIMKALWje 3a HAcTaBy
MOYKEMO CBPCTaTH y HEKOJHUKO IpyIa:

1. HacTaBHa Ipakca,
2. CTPYYHO ycaBpIllaBamk-e/MHHUIIN]jaTHO 00pa3oBame,
3. METOAC U TCXHUKE ITOYCTHOI ITMCalkba U YHNTalba.

Bupenn cMo nma HactaBHa Ipakca ykasyje Ha TO Ja BehnHa HacTaBHHIA
YBOJIM TIHCambe Ha JATHHUIIN O] IPYTOT paspera, a jelaH Majli 1e0 YaK U y TPBOM.
Naxo To HHje 103BOJHEHO HACTABHUM MPOrPAMOM, TPeOaio O TOHOBO Pa3MHUCIUTH
o peBuampamy nocrojehux akara. [lucame ox apyror paspeda ce mpuMmemyje U
Temko jaa heMo ra crpeynTy npaBUIHALIMMA. YMECTO TOra je MOTPeOHO PaguTH Ha
00yIIM HacTaBHMKA CTPAHOT je3MKa KaKo Ja KOMIIETEHTHO U CTPYYHO 00aBe Taj €0
nociia, a OHJa UM JaTdh cio0Oay W Kpo3 IpaBWIHHMKE Ja TPHMEHY]y TaKaB
npucTyn. Y BeJWKOM Opojy THTama YeTBPTHHA WIM NEeTHHA UCIUTAHHIA HUje
UMaja cTaB mpeMa yBohemy mumcama, IITO HaM yKasdyje Ha motpedy JoJaTHOT
CTPYYHOT yCaBplllaBama 32 HACTaBHUKE Ha TEMy METOJla M TEXHHKa yBohema
nUcama Ha paHOM y3pacTy, Kao W Ha MOJAW3alke CBECTH O OBOME jOII Y
WHUIMjaTHOM oOpaszoBamy. [Ipodecopu paspeaHe HacraBe ce IIKOIYjy 3a
ONMCMEmaBake yUeHHKa joll Ha (akynTeTy W cyrectdja je Aa WM HACTaBHUIIH
jesuka Takohe no0ujy MoryhHOCT 1a ciymiajy TakBe IpeaMere, Makap Kao
nu300pHe, mTO OM Tpebaio peryiarcaTi M3MeHaMa CTYJIHjCKUX TporpaMa y HOBHM
MUKITycHMa akpeaurtanyje. Heka HeaBHAa MCTpakMBama MOKa3alia Cy Jia MOCTOjH
HeyckiaheHocT y MoryhHOCTH cTHlamba KoMieTeHja Oynyhux HacTaBHHUKA U Aa
Ou moHyAa IpeaMera MOrjia OWTH pa3HOBPCHHja HAa HHBOY I0jeUHAYHHX
crymujckux mpoduna (Famm 2023: 131). Kpo3 Te mpenmere paawiu Ou Ha
MeTo/laMa M TeXHHKaMa paHOI ONHMCMemaBama Koje 3aMcTa najy pesyirare, a
TPaJUIMOHATTHO OMUJbCHA TEXHHUKA 3a YTBphUBame Micama — JIUKTAT — MMoJIako Ou
Ouna HamymrTeHa. Benuku Opoj oxrosopa Koju ykasyjy Ha TO Jla C€ JUKTaTOM
npoBepaBa Nucame, a MambKl Opoj OAroBopa Jia ce KOPUCTE HEKE JPyre TEeXHHKE,
yIpaBO Cyrepuily Ja je HOTpeOHO OCBECTUTH HACTaBHUKE Ja MOCTOje U APYTH
Haunuu paga ([Tomoeuh 2010: 46).

Jemna on mpermopyka 3a pax koja ce Hamehe Kpo3 OBO HCTPaKHBAE jeCTe
Ja ce YYCHHUIH Yy IPBOM pa3peldy M3JIOXKe MHCaHO] Pedd Kako OH je BU3YEIHO
yInaMTiIM, a 0e3 mucama MW IpenuchBama pedd y cBecke. Kao mTo je Beh
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HEKOJIMKO HACTABHHIIA HAMKCAIIO Y CBOjUM KOMEHTaprMa, JaHallkba Aela Mojase y
IIKOJTy ca BehwM IpeI3HameM JTaTHHUIHOT andabeTa HEero MITO je TO HeKaaa Ouiro.
Yrumaj MmoomiHuX TenedoHa U pa3HUX EICKTPOHCKHX ypehaja je HeBOCMUCICHO
JOIIPHHEO TOME J1a Cy jaema Beh n3nokeHa JIATHHHYHOM MHCMY, YaK U €HIJIECKOM
jesuky. Camum THM Ou Tpebajo 1a MPOMEHHMMO MPHUCTYI HACTaBH O] IMPBOT
paspena. ['padoMoTOopHUKM yueHHIIM TPBOT pa3pena HHCY jolI YBEK CIPEMHH Ja
NWIIYy Ha CTPAHOM jE3HKY, I MOTY OWTH BHU3YEITHO H3JIOKEHN peuruMa Kpo3 pasHe
nocTepe ca HaTmMCUMa, (el KapTule y KOMOMHALIU)H ca KapTUllaMa ca peunma,
OCMOCMeEpKe, Urpe Bemama U cia. Ox modeTka Jpyror paspena je moryhe Beh
YBOJUTH ITHCAEbE Y3 JOOPY capaamy M KOOPAMHHUPAH paj ca yunrtessuma. Kako ou
0BO Omyio Moryhe, ¥ HACTaBHUIU CTPAHUX je3uKa Tpeba aa Oyay oOy4eHHU Kako ce
YBOJIIM IPYTO IMCMO HA CTPAHOM j€3UKY KOje jecTe CIIMYHO, ajlil HUje y MOTIIYHOCTH
WCTO Kao CPIICKa JaTHHHIIA.

7. 3AKJbYYAK

Haxo je Opoj ncnurannka OMO pelaTUBHO Maid Ja OW ce MOTIIM U3BECTH
CBEOOYXBAaTHU 3aKJbYYlld O CTABOBMMA HACTaBHUKA IMpeMa MHUCaby y HACTaBH
SHIJIECKOT je3uka Ha MiaheM y3pacTy, HCTpaXuBame INPEICTaB/bEHO Y pany
00e30enmyI0 HaM je JAeNUMHYaH YBUJ y HHXOBE CTaBOBE. Y OBOM paay CMO
NpUKazaid pe3yiTare KOjU HaM CYIepHIly Jla aKTyeJHa HacTaBHAa Tpakca He
3aHeMapyje MHcame y IpBa JBa paspeia M Ja je NHCame MPHCYTHO MaKo HUje
npeaBul)eHO HAaCTaBHWUM mporpamMoM. Heku oJ] HacTaBHHMKa cMmarpajy Ja je
notpeOHO Beh o1 mpBOT, OTHOCHO MOYETKA JPYTOr pa3pena YBOJUTH IHCAKE KAKO
Ou ce JlakIe oveso ca ONMCMemaBameM o1 Tpeher pa3spena.

[Ipu yuewy unTama U micama Ha CTPAHOM jEe3HKY, 3Hamba, CIIOCOOHOCTH U
KOMIIETeHIIMje Koje cy Beh pa3BujeHe y IPBOM je3UKYy MOTY € IPEHOCHTH Ha HOBO
yaeme yranpehyjvhu (Mo3UTUBAH TpaHcdep) Wwin omemajyhu ydeme (HeraTuBaH
TpaHcdep). Y OpraHM30BaHO] HACTaBH 4YHTamba M NUcama THMe ce ckpehe Beha
Naxma Ha pasnuke mely jesuunma Kako OM copeunsie wid O0ap orpaHuduie,
KOJIMKO je To Moryhe, HeaJleKBaTaH IPEHOC IPETXOJHOT 3Hama ca IMPBOT Ha
Opyru/ctpanu je3uk. KibydHo je fa HacTaBHHLIM MOMaXKy y4eHHLIUMA Y YCBajamy
YUTamka M MUCakha CBECHHU pa3iivKa y GOHOJIOMIKHM U MPABOIMMCHUM KOHBEHIIHjamMa
IBa jesuka. CaMo CYIITHHCKO MO3HaBamke THX pa3inka oMoryhaBa HacTaBHHLIMMA
Ja pa3yMejy 3alliTo J0jJa3H A0 Tpellaka W OUIyYUTH Kako Jajbe ePUKACHO
pasBWjaTH HacTaBy mnHcMeHOCTH. Ilomoh HacTaBHHMIIIMa OW ce orjiemaia Kpo3
CHCTEMCKY MOJPUIKY YKOJIMKO OM MPBEHCTBEHO TOOMIM oAroBapajyhe WHULNjaIHO
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oOpa3oBame, 3aTUM MPOMEHOM HACTaBHHUX MpOrpamMa MW Pa3BOjeM KOMIICTCHIIH]ja
KPO3 JOAATHO CTPYYHO YCABPILABAE.
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ENGLISH LANGUAGE TEACHERS’ ATTITUDES TOWARDS WRITING IN THE
EARLY GRADES IN SERBIA

Summary

National curriculum for foreign languages in the Republic of Serbia stipulates that writing
and reading be introduced from the third grade of primary school. However, sometimes
pupils are familiarized with foreign language written forms already from the first grade
since many textbooks and workbooks offer the possibility of writing. This paper aims to
present the results of research whose goal was to determine the attitudes of English
language teachers teaching younger grades of elementary school towards the teaching of
reading and writing. The research was carried out in the period June — July 2023 on a
convenient sample comprising 74 teachers from Serbia. Only those teachers who teach or
had taught a foreign language in younger grades of primary school participated in the
research. The teachers took part in an online questionnaire. Although almost half of the
teachers explicitely stated that they are against writing in the first grade, the research results
show that the current teaching practice does not neglect writing in the first two grades;
furthermore, writing is frequently present even though it is not foreseen by the curriculum.
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One of the findings is that teachers believe it is important to apply different techniques in
the classroom so that their pupils become introduced to reading and writing in the early
stages of schooling. It was interesting to see that half of the teachers see themselves as
competent to deal with writing techniques from the first grade. At the end of the paper,
implications for teaching are presented, which suggest a new methodological approach as
well as redefining syllabi both for primary schools and universities where foreign languages
are studied.

Key words: teachers’ attitudes, foreign language teaching, early grades, primary school,
writing, literacy.
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TEACHERS’ PRACTICES WHEN ASSESSING YOUNG FOREIGN
LANGUAGE LEARNERS’ PERFORMANCES IN ONLINE LEARNING
ENVIRONMENTS

ABSTRACT: The paper aims to give an insight into primary English language teachers’
assessment practices in Serbia in online teaching caused by the COVID-19 pandemic in
2020-2022. The participants of this explorative study were 30 primary teachers of English
representing a variety of teaching contexts in the country. The research aims to reveal the
participants’ experiences related to adjusting assessment to the online environment, the
ways they gave formative feedback to the learners, and the perceived effectiveness of
feedback for improving learning. The results show that the majority of the respondents
adjusted their assessment practices to online teaching by relying more on formative
assessment and apps. They also found a number of ways for giving feedback to the
learners, but expressed a lot of doubts about its effectiveness. The implications of the study
involve providing pre-service education and targeted in-service training for foreign
language teachers in the area of applying formative assessment in online learning
environments.

Key words: foreign language teachers, young foreign language learners, online teaching,
formative assessment, feedback, COVID-19 pandemic.

PRAKSE NASTAVNIKA PRILIKOM OCENJIVANJA POSTIGNUCA
UCENIKA RANOG UZRASTA U NASTAVI STRANOG JEZIKA U
ONLAJN OKRUZENJU

APSTRAKT: Cilj rada bio je da se istrazi praksa ocenjivanja postignuc¢a ucenika ranog
uzrasta u nastavi stranog jezika u periodu 2020-2022. godine, kada su se nastavnici suo¢ili
sa izazovima onlajn nastave usled pandemije KOVID-19. Istrazivanje je sprovedeno sa 30
nastavnika engleskog jezika iz osnovnih skola Sirom Srbije. Istrazivacki fokus bio je na
nastavnickoj praksi prilagodavanja raznih aspekata ocenjivanja u onlajn nastavnom
okruzenju, od pruzanja formativnog fidbeka ucenicima do pracenja efikasnosti fidbeka na
unapredivanje postignuéa ucenika. Rezultati su pokazali da je vecina ispitanika prilagodila
proces ocenjivanja onlajn nastavnom okruzenju tako S$to je u vecoj meri koristila
formativno ocenjivanje i aplikacije primenom tehnologije. Ispitanici su takode primenili
raznovrsne tehnike pruzanja fidbeka ucenicima, ali su izrazili sumnju u efikasnost fidbeka
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da unapredi ucenicka postignuéa. Pedagoske implikacije rezultata istrazivanja ukljucuju
inicijalno obrazovanje i ciljano profesionalno usavrSavanje nastavnika stranog jezika za
primenu formativnog ocenjivanja u onlajn nastavnom okruzenju.

Kljucne reci: nastavnici stranog jezika, ucenici mladeg uzrasta, onlajn nastava, formativno
ocenjivanje, fidbek, pandemija KOVID-19.

1. INTRODUCTION

Assessment is one of the key components of foreign language (L2)
instruction in a school context. It allows teachers to keep track of learners’ progress
and of the achievement of educational objectives. The information that teachers get
through assessment enables them to adapt their teaching accordingly in order to
meet learners’ needs, enhance learners’ language development, and raise the
overall effectiveness of L2 learning and teaching (McKay 2006; Nikolov 2016;
Nikolov, Timpe-Laughlin 2021). However, when teaching young learners (YLSs),
assessment can be rather challenging due to a number of factors affecting the
classroom processes, such as the age and proficiency of learners, the complexity of
YLs’ linguistic development, the teaching and learning environment, and the
teachers’ assessment skills (Cameron 2008; Coombe et al. 2020; Nikolov 2016;
Patekar 2021; Pro$i¢-Santovac, Savié, Rixon 2019; Rixon 2016; Rea-Dickins 2000;
Vogt, Tsagari 2014).

When in 2020, due to the outbreak of the COVID-19 pandemic, a need
arose to transfer teaching from face-to-face to online settings, L2 teachers faced
new challenges in conducting assessment procedures (Al-Magbali, Raja Hussain
2022; Coombe et al. 2020; Dong et al. 2020; Fahriany et al. 2022; Ghanbari,
Nowroozi 2021; Giannikas 2022; Maaoui et al. 2023; Pressley et al. 2021). As
school closures required changes in functioning of education systems, national
education authorities worldwide set out to find solutions for their respective
contexts and to build national coping strategies for examinations and classroom-
based assessment (UNESCO 2020; United Nations 2020). Moreover, national
education bodies and researchers monitored and studied these changes and their
negative effects in order to provide suggestions and guidelines for effective online
education and assessment (Giannikas 2022; Kuzmanovi¢ 2022; Pravilnik 2020,
2021).

In Serbia, however, no data have been published so far about the effects of
the profound changes caused by the pandemic on young L2 learners’ and primary
L2 teachers’ assessment experiences in virtual classrooms. Therefore, the paper
aims to shed light on English language teachers’ views on and practices in
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assessing primary learners in online teaching environments in Serbia during the
COVID-19 pandemic in 2020-2022. We first provide a brief overview of YL
assessment principles, a rationale for studying L2 teachers’ assessment beliefs and
practices in online environments, and changes in L2 education policy and
assessment of YLs caused by the pandemic in Serbia. Then we present the findings
of the study conducted with teachers of English as a foreign language (EFL)
working in primary school contexts in Serbia and teaching learners aged 6-12.
Finally, we discuss the results and suggest classroom implications and further steps
for pre-service and in-service education and training of L2 teachers in Serbia.

2. LITERATURE REVIEW
2.1. Principles of assessing YLs

Children’s individual development is diverse, each child is unique as a
person, but children share a lot of age-specific characteristics, such as curiosity,
delight in using new language in meaningful activities, such as singing, playing
games, moving around, and interacting with teacher and their peers (McKay 2006;
Nikolov 2016). They enjoy expressing themselves in speaking, drawing, acting out
or role playing. In formal learning contexts, YLs learn L2 mainly through
repetition, recycling, memorizing, and noticing patterns, rather than by explicit
grammar teaching (Cameron 2008; Nikolov 2016). Consequently, classroom-based
assessment should respond to YLs’ developmental needs. Assessment tasks should
be similar to classroom activities, familiar to children, and motivating. They should
provide conditions for YLs to show what they can do in authentic and life-like
language use (Cameron 2008; McKay 2006; Nikolov 2016). Classroom-based
assessment for YLs should mainly focus on communicative language use in
listening and speaking, while reading and writing should only be added when
children feel ready for that (Nikolov 2016). Formative assessment and alternative
assessment techniques, such as observation, role plays, games, songs, self- and
peer-assessment, homework, portfolio and projects, have the potential to support
learning through teachers’ positive feedback and continuous scaffolding.

It is generally recognized that L2 teachers play a vital role in ensuring the
effectiveness of any L2 programme, where classroom-based assessment is an
essential part (McKay 2006). To assess YLs appropriately, L2 teachers need to
develop and apply specific classroom assessment strategies that consider children’s
cognitive, social, emotional and physical development relevant for assessment.
Furthermore, they need to respect the requirements of the curriculum goals and
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objectives and, also, to be able to adapt the assessment requirements to their
particular context. Classroom-based assessment, which is defined as “ongoing
collection of evidence leading to information-sharing with children and their
parents [...] [and] to reporting against externally developed criteria” (McKay 2006:
145) involves two basic types of assessment: formative assessment, i.e. assessment
for learning, and summative assessment, i.e. assessment of learning. The former is
favoured in current assessment methodology because it enables YLs to show what
they can do with L2, at the same time allowing teachers to monitor Yls’ progress,
learn about their individual strengths and weaknesses, and plan how to further
support their L2 learning (Nikolov 2016; Nikolov, Mihaljevi¢-Djigunovi¢ 2011;
Nikolov, Timpe-Laughlin 2021). Moreover, the application of formative
assessment techniques supports learning by responding to children’s need to
experience success in the language classroom, by enhancing their self-confidence,
and by strengthening their motivation for L2 learning (McKay 2006). Motivation
appears to be critical for success in L2 learning, but it can be negatively affected by
failure, criticism and grades given by the teacher (Mihaljevi¢-Djigunovi¢ 2019). L2
teachers play a crucial role in motivating learners to participate in classroom
activities, first by giving positive feedback upon recognizing what individual
learners know and can do well, and second, by supporting learners who need the
teacher’s scaffolding for achieving successful performance (McKay 2006;
Mihaljevi¢-Djigunovi¢ 2019).

On the other hand, tests, as frequently used forms of summative
assessment, focus exclusively on achievement, errors and accuracy. Tests may be
sources of anxiety and demotivation for YLs because they are formal, organised
within limited time frames, result in achievement scores and grades, and may have
a washback effect (Curtain, Dahlberg 2016; Mihaljevi¢-Djigunovi¢ 2019).
Research shows that L2 teachers still heavily rely on achievement tests for grading
YLs although they understand the potentially detrimental effects of tests on YLs
(Cakir, Geng 2021; Hild, Nikolov 2011; Prosi¢-Santovac et al. 2019; Rixon 2016).
Summative assessment or assessment of learning may provide useful information
about learners’ proficiency levels, the teacher’s effectiveness and the quality of an
L2 programme, but it is not an age-appropriate way for assessing YLs. L2 teachers
should therefore recognise the potential of formative assessment, i.e. assessment
for learning, for assessing YLs in primary school contexts. Formative assessment is
a child-friendly approach to assessment which benefits children’s linguistic
development and helps maintain their motivation and self-confidence. If properly
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planned and conducted, formative assessment can result in summative scores and
grades and thus fulfil its double role (Bennett 2011).

2.2. Assessing YLs in online environments

Generally, to be able to use technology effectively in online assessment,
teachers need continuous training for developing the right skills (Pressley et al.
2021). At the outbreak of COVID-19 in 2020 and subsequent school closures, most
L2 teachers in formal education settings had not had any previous pre-service
and/or in-service training to teach and assess their learners online (Giannikas 2022;
Harrington, DeBruler 2021; Milian et al. 2020; UNESCO 2020; United Nations
2020). The situation in Serbian primary education was not different in this regard
(Kuzmanovi¢ 2022), causing L2 teachers to face this uncharted territory
completely unprepared. The United Nations (2020: 24) argued that monitoring
needed to be continuous at the level of the learner, teacher and school, and should
be based “on a mix of existing data and assessment systems and potentially new
approaches tailored to this specific context”. UNESCO (2020) surveyed the coping
strategies of 188 countries related to high stakes exams and concluded that their
solutions for the emergency online teaching during COVID-19 included cancelling
performance tests of state examinations, determining grades based on continuous
assessment only, using alternative assessment techniques, such as portfolio
assessment, and changing legislation to include the new solutions.

Importantly, formative assessment techniques that were adapted to suit
online environments and integrated into regular online teaching were found to
respond well to the requirements of assessing YLs in virtual classrooms. Giannikas
(2022) explored how traditional assessment tools, such as tests and written
assignments, can be replaced by alternative forms of assessment in virtual
environments. She argued that alternative forms of assessment were child-friendly
and could help learners understand assessment as an integral part of the learning
process, not only as a means of grading their performance. However, as the author
explained, the transfer to online teaching in 2020 was so sudden that in regular
schools L2 teachers of YLs found it too challenging to adapt assessment
procedures to the new environment. Moreover, they received minimal guidance
and no information about the types of assessment that may be effective in the new
circumstances. In contrast, the situation was more favourable in language schools,
the author claimed. The case study described and discussed by Giannikas (2022)
gives evidence that alternative assessment tools were the right option in the
circumstances due to their non-threatening quality, easiness to be incorporated into
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online classroom dynamic, and their usefulness for providing teachers with
feedback on the effectiveness of their teaching and the areas that need
improvement. These tools involved quizzes, peer-assessment, misconception
check, use of the surroundings while on an online platform, and learner recordings,
all utilised for vocabulary assessment, while spelling was assessed with spelling
quizzes, spelling online games, peer assessment, trace-write-remember and sound-
it-out assessment activities. Virtual classroom-based assessment was conducted
weekly and the feedback teacher shared with learners was descriptive and
encouraging, rather than in the form of a numerical grade. This had a profound and
positive effect on learners’ engagement, their reflection and improvement plans,
and eventually resulted in enhanced learning. The author argues that “ongoing
assessment activities in vocabulary and spelling removed the pressure from the
learner” (Giannikas 2022: 14) and thus contributed to success.

Savi¢ (2021) claims that the key principles that ensure the effectiveness of
L2 teaching and assessment do not change with the transfer from face-to-face to
online instruction. What is more, the author adds, to be successful in teaching and
assessing YLs online, teachers need new pedagogical skills for at least three
reasons. First, the focus in online environments is generally not so much on
teaching, but

“on learning as a process, on the need to develop learners’ learning-to-learn skills,
on providing more personal feedback and personalized learning, on allowing
learners more autonomy and freedom of choice related to the activities and
materials, and on ensuring participation of all learners” (Savi¢ 2021: 126).
Second, being isolated in their homes during virtual classes, YLs were
vulnerable and needed teachers who could help them feel safe and supported.
Third, new teaching strategies were needed for encouraging communication in the
virtual classroom and for providing clear and comprehensible instructions because
the use of body language and facial expressions was limited, while pair and group
work depended on teachers’ digital skills and creativity (Savi¢ 2021). Monitoring
learners’ progress, noting down areas that needed recycling and improvement, and
giving timely, specific and supportive feedback, was crucial for motivating learners
and empowering them for autonomous learning in online surroundings (Harrington,
DeBruler 2021; Shin et al. 2021). Teacher’s positive feedback on learners’ group or
individual performance was crucial to strengthening trusting relationship with
learners, encouraging further learning, and motivating learners to participate in
online activities (Savi¢ 2021). All these changes could potentially contribute to
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bridging up children’s inadequate self-regulation in virtual learning (Dong et al.
2020), and to providing conditions for their success in learning.
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2.3. The Serbian context of assessing YLs in online environments

Even before the pandemic, newly adopted legal documents in Serbia
supported formative assessment by prescribing compulsory application of both
formative and summative assessment in primary grades (Pravilnik 2019; NAoRS
2017). New foreign language curricula instructed teachers to apply continuous
assessment of learners’ performance using learner-friendly assessment tasks and
procedures. These new requirements made assessment a complex and difficult
process and demanded teachers to develop adequate assessment strategies and
skills. In the course of school closures during the pandemic, several legal
documents were adopted to guide schools and teachers through the new teaching
context (Pravilnik 2020, Stru¢no uputstvo 2021), but no specific in-service training
on online assessment in primary L2 education was provided at the national level.

There have not been any studies focusing specifically on assessment in
primary L2 education in Serbia during the pandemic. However, a comprehensive
study performed by Kuzmanovi¢ (2022) on the challenges caused by emergency
remote teaching in primary and secondary education in Serbia during the pandemic
deals with assessment as an important segment of education in the new
circumstances. This qualitative study was not specifically focused on L2 education,
though some of the participants were primary and secondary teachers of foreign
languages. The study involved content analyses of documents and interviews with
three groups of stakeholders from different parts of Serbia: learners, teachers and
parents. Although the organization of emergency remote teaching varied
throughout the country depending on the level of education (lower primary,
including grades 1-4, upper primary, including grades 5-8, and secondary,
including grades 1-3 or 1-4), on a type of secondary school (grammar or
vocational), and the availability of resources, the challenges associated with
assessment appeared to be rather similar for all ages and school types.

The participating teachers shared an opinion that assessment in online
teaching was the source of the greatest frustration and worry compared to all other
aspects of emergency remote teaching. At the beginning of the pandemic, the
participating teachers used the same kinds of tests they had applied in face-to-face
teaching, transferred into electronic form. This appeared to be rather frustrating for
successful learners due to the widespread cheating by unsuccessful ones. When
they applied the mixed approach to teaching, i.e. online teaching combined with in-
person classroom teaching, teachers tended to assess YLs only when they attended
in-person classes at school. Teachers reported that this solution made assessment
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procedure less demanding for them. The survey showed that it took some time for
teachers to realise that the new way of organising teaching in virtual classrooms
required a new approach to assessing learners (Kuzmanovic¢ 2022).

Significantly, formative assessment was highlighted as the most
appropriate way of assessing learners in online environments. The examples of
good online teaching practice shared by EFL teachers in the interviews and
presented in the comprehensive study by Kuzmanovi¢ (2022) indicated several
adaptations of classroom-based assessment techniques introduced in Serbia to fit
the new environment. The new techniques involved the following: 1. the use of
technology and a number of apps appropriate for formative assessment of young
learners, such as digital flashcards, Google Form, Quizlet, and Quizezz; 2. the
change of criteria made to respond to the altered content, objectives and materials;
3. the use of a compulsory oral test to confirm the online test results; 4. the
application of cognitively complex tasks that required learners’ independent work,
such as involving learners in asking questions based on the content and giving the
answers to their own questions; 5. lowering the assessment criteria to take into
account enhanced stress and anxiety of young learners and shorter class periods,
i.e. 30 minutes online compared to 45 minutes in-person. However, the author
concluded that teachers did not apply formative assessment techniques at the
appropriate level nor relied enough on the advantages of using technology for
differentiating assessment. Consequently, the author proposed taking a number of
steps for improving assessment in emergency remote teaching: first, it is crucial “to
empower teachers for formative assessment in the digital environment, since
teachers, according to the findings of this study, do not use the potential of digital
tools enough to monitor student progress and support students’ learning”
(Kuzmanovi¢ 2022: 168); second, it is necessary to train teachers and learners to
regularly apply self-assessment and peer-assessment as forms of formative
assessment useful for getting and giving feedback on the learning progress; third,
teachers should systematically give timely and individualized feedback to learners;
fourth, teachers should be provided with free digital assessment apps appropriate
for the learners’ ages and levels; and fifth, legal documents related to assessment
should be updated to put more focus on formative assessment.

On the basis of the previous studies on online assessment experiences of
L2 teachers of YLs, it can be concluded that formative assessment was found to be
highly effective for monitoring YLs’ progress and making judgements about the
grades (Giannikas 2022; Savi¢ 2021). In order to find out how L2 teachers in
Serbia coped with online assessment of YLs during the pandemic, we surveyed
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their experiences related to adjusting different aspects of the assessment procedure
and examined their attitudes to the role of formative feedback for keeping learners
engaged and motivated.

3. THE STUDY
3.1. Method

This explorative study reports preliminary results of a larger study focused
on the relationship between the assessment policy in Serbian primary education
and assessment practices of English language teachers. The results presented in this
paper aimed to investigate the online assessment practices of primary L2 teachers
during the COVID-19 pandemic. More precisely, the study focused on the
adaptations that EFL teachers made to their regular assessment practices to respond
to the change of the teaching environment, the ways they gave feedback to the
learners in the online environment, and the perceived effectiveness of feedback on
improving learners’ performance. The study was qualitative, so content analysis
was conducted to describe and discuss the results. The following three research
questions (RQ) were posed:

RQ1: How did the participants adapt their assessment practices to fit online
L2 teaching during the COVID-19 pandemic?

RQ2: How did the participants use formative feedback in online L2
teaching during the COVID-19 pandemic?

RQ3: How did the participants perceive the effectiveness of feedback on
improving learners’ performance?

The respondents’ replies were used to answer the above two research
guestions.

3.2 Participants

The participants were 30 primary teachers of English, representing a
variety of teaching contexts in the country (see Table 1).
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Participants N %
Female 24 80.00
Gender Male 6 20.00
Age M = 44.47 (SD = 6.29) - -
. Bachelor 13 43.30
Academic Degree - er & PhD 17 56.70
Years of Teaching M =19.57 (SD = 6.49) -

English

Years of Teaching M =15.37 (SD = 5.43) -
English to YLs

urban primary school 12 40.00
Type of School rural primary school 12 40.00
both urban and rural primary 6 20.00

school
Primary school English language 28 03.33

Professional Title | teacher
Class teacher 2 6.67

L . Pre-service course or part of a 17

Tralnlng\l(rllSAssessmg course at BA or MA studies. 56.66
In-service professional 22 73.33

development on assessment.

Table 1. Demographic data about the participants
The participants in the study were mainly female and had a variety of

professional backgrounds: city and village school contexts; different geographical
regions with more or less favourable socio-economic conditions; varied
opportunities for professional development; different duration of experience in
teaching English to YLs. A great majority were specialist English language
teachers, almost equally divided in relation to the bachelor/master’s degrees they
possessed; most of them were in the middle of their careers, more than a half
reported having had training in the assessment of YLs during their preservice
education, while the majority reported having attended professional development
on assessment of YLs (see Table 1).

3.3. Instrument and procedure

The data were collected in May 2022 via an online questionnaire
distributed by email to primary EFL teachers in Serbia. The link to the online
questionnaire was sent through professional networks to hundreds of potential
participants, but the response rate was only about 10%. As the guestionnaire was
rather comprehensive, focusing on teachers’ application of formative assessment
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both in face-to-face and online teaching, it may be concluded that the respondents
were enthusiastic and reflective professionals willing to share their assessment
practices. Apart from presenting the demographic data, the paper focuses on the
results obtained by a set of open-ended questions related to online assessment
experiences (3 items). The participants were asked to provide short narrative
answers to the following questions (items 1-3):

1. How did you assess your 6-12-year old learners in online

English language teaching? Did you use the same tasks, activities, tests,

tools, practices, or did you change or adapt them? Please explain.

2. How did you give feedback to the learners in online teaching?
Please explain.
3. If you gave oral and/or written feedback to your learners in

online teaching, how effective was it in terms of the learners’

engagement, motivation and language development? Please explain.

Both the questions and the answers were in English. When analysing the
survey data, content analysis was employed. The survey extracts provided in the
paper to illustrate the themes were coded using ’P’ (participant) and numbers 1-30
(e.g. P1 = participant number one).

4. RESULTS AND DISCUSSION

The results will be presented, analysed and discussed in the order of the
three research questions.

4.1. Adapting assessment to the online environment

The answer to RQ1l was obtained by analysing the content of the
participants’ replies to the first survey question (item 1). The content analysis of
the responses showed that a great majority of the respondents (76.7%) either
adapted the assessment tasks they had used in face-to-face teaching or created new
ones taking advantage of technology. Their adaptations involved the following
strategies: 1. minimizing the use of tests (reported by about a half of the
respondents); 2. applying formative assessment techniques and tools; 3. designing
new assessment tasks using apps, such as Google forms, Mentimeter, or
Livesheets; and 4. giving learners projects for assessment purposes. About a third
of the respondents reported multiple ways of adapting assessment to the new
environment. The following samples of survey extracts describe the adaptations
reported:
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Extract 1: “lI avoided giving test because | knew answers would be
distributed amongst students, or aunts & uncles would be engaged to assist them,
etc. | used Google forms to create diagnostic tests for formative assessment
purposes. Also, | created or adapted tests/quizzes/games on platforms (& included
the links in the assignments) such as LearningApps for revision and self-
assessment purposes. Students (half of each class) were invited to school to take
their achievement tests and get summative grades.” (P5)

Extract 2: “There were no formal tests; I used projects more.” (P8)

Extract 3: “I adapted most of the activities so that | could get their replies
during the class. | used Microsoft Forms for interactive tests on some occasions, |
often asked the students to take part in Mentimeter activities (for feedback and
formative assessment) and | often asked older learners to send photographs of their
classwork so that I could make sure they understood the tasks and did them
correctly”. (P13)

The above results are mainly in line with the studies that find formative
assessment techniques more appropriate than summative tools, such as tests, for
online language assessment (Giannikas 2022; Kuzmanovi¢ 2022) and for assessing
children in different contexts (Nikolov 2016; Prosi¢-Santovac et al. 2019). The
results also show that EFL teachers may have been faster in understanding the
needs of children in online environments than teachers of other school subjects
surveyed by Kuzmanovi¢ (2022). This may imply that EFL teachers already
possessed formative assessment strategies and digital skills and knowledge that
helped them apply a number of apps to assess YLs formatively or to employ
alternative assessment tools, such as self-assessment, projects and games.

However, 23.3% of the respondents claimed they did not adapt their
assessment to the online teaching mode, but applied the same assessment tasks and
activities, or conducted in-person end-of-semester summative assessment. Only a
couple of the participants gave the reasons for not making any adaptations, as it is
illustrated in the following samples of survey extracts:

Extract 4: “I must admit | used mostly the same tasks in Word documents,
because many of the students had difficulties with the internet connection”. (P30)

Extract 5: “l used the same oral activities.” (P24)

The results indicate that, when faced with assessment issues in the new
teaching environment, a quarter of the participants did not look for more child-
friendly ways of assessing learners, but rather relied on in-person summative
assessment. This is not in accordance with the prevailing theoretical implications
and may have resulted from the limited support on assessing young language
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learners that teachers in regular schools received during the pandemic (Giannikas
2022; Kuzmanovi¢ 2022). Overreliance on summative assessment in the online
environment disregarded one of the basic principles of assessing young learners:
assessment tasks for YLs should be similar to their L2 learning activities, so that
learners can show what they can do with the language they have acquired (MacKay
2006; Shin, Crandall 2014; Shin et al. 2021). YLs who attended online lessons
most of the time during COVID-19 school closures were hardly prepared to take
the tests given to them at the end of the semester or at the end of the academic year.
Similar results were obtained in other studies that found that L2 teachers did not
use the suitable child-friendly forms of assessment in online environments during
the pandemic (Bui 2022; Cakir, Geng 2021; Kuzmanovié¢ 2022).

4.2. Forms of formative feedback

The answer to RQ2 was obtained through the participants’ accounts of the
forms of giving feedback to YLs online and the effectiveness of feedback for
enhancing learning. The results showed that the participants used a great variety of
ways for giving formative feedback to learners on their performance, from oral
feedback to automatically generated scores. Online feedback was reported to be
given in Google classroom (4 participants), on Microsoft Teams (3 participants),
by email (1 participant), and in Viber groups (1 participant). The purposes of
feedback ranged from checking homework (2 participants) and giving private
messages to individual learners (13 participants), to discussing homework and
classroom tasks with learners either orally in online lessons (5 participants) or in
private chats (6 participants). Some learners received automatic responses and
results upon doing online quizzes and diagnostic tests, as reported by one
participant. Teachers also used electronic class register (2 participants) to write
descriptive grades and to suggest areas of improvement to individual learners.
Three participants utilized all the advantages of available technology and apps, as
can be seen in the following sample extracts from survey replies:

Extract 6: “Diagnostic tests would generate automatic results or | would
write feedback to each student and elaborate on their achievements where
necessary. They would also get automatic responses/ results from the
tests/quizzes/games on various platforms.” (P5)

Extract 7: “I wrote answers to their submitted homework where | suggested
what they needed to improve and praised them for their good work.” (P12)

Extract 8: “I used the chat integrated in Microsoft Teams for individual
feedback.” (P13)
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Extract 9: “I posted private comments in Google Classroom” (P15)

Extract 10: “I used online tools, emojis, and wrote down comments.” (P29)

On the other hand, a third of the participants relied more on immediate
feedback given orally in an online lesson, as the following sample extracts from
their responses illustrate:

Extract 11: “By oral advising and guidelines.” (P6)

Extract 12: “Mainly orally and sometimes | wrote some comments and
recommendations for improvement.” (P14)

The above results are in line with pedagogical recommendations pointing
out that both oral and written feedback is decisive for keeping YLs engaged and
motivated (MacKay 2006; Shin et al. 2021). However, to be effective, feedback
should be given immediately upon learners’ performance, it should be personal,
clear and detailed, and it should offer guidelines for improvement (Savi¢ 2021;
Shin et al. 2021). It is not always clear from the respondents’ answers if their
feedback satisfied these requirements.

4.3. Perceived effectiveness of formative feedback

The answer to RQ3 was obtained through the analysis of the respondents’
perceptions on the effectiveness of the formative feedback they had provided for
their learners. Not all of the respondents were sure that their feedback encouraged
children to put more effort into their learning or become more autonomous: almost
a half of the cohort (N=14) reported they believed there had been no effect on
learning, while a little more than a half (N=16) said they could observe moderate to
high effect. The following sample extracts from survey replies illustrate the
participants’ perceptions:

Extract 13: “I don’t think it was effective at all.” (P5)

Extract 14: “Not very effective.” (P7)

Extract 15: “It helped them be more efficient in performing the tasks.”
(P11)

Extract 16: “It was effective because they tried to learn from their
mistakes.” (P12)

Extract 17: “The use of chat for feedback proved quite effective because it
was tailor-made for a particular student and it helped them improve their
learning.” (P13)

Extract 18: “My feedback had a positive effect on their motivation and
engagement.” (P15)
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Extract 19: “It is difficult to answer, since our students were not prepared
for online learning. Their motivation towards learning English didn't change - the
problem was their individual inability to focus.” (P18)

Extract 20: “To some extent effective - some learners considered feedback
and some didn't.” (P19)

Extract 20: “It was more time-consuming for me but the learners got a
much clearer picture.” (P28)

The above extracts show that most of the participants applied a reflective
approach to their online teaching and that at least a half of them managed to find
ways to give constructive and positive feedback and to observe its effect on learner
motivation and performance. However, the scope of the effectiveness of the
participants’ feedback on learning remains vague as the participants’ answers
expressed their beliefs and did not provide information about specific learning
outcomes.

5. CONCLUSION

The paper aimed to investigate assessment strategies developed by primary
EFL teachers in Serbia when they were suddenly faced with the challenge to
transfer their in-person lessons to online environments at the outbreak of the
COVID-19 pandemic. The results of the study revealed that online teaching
influenced different aspects of the assessment procedure. First, most of the
respondents adjusted their assessment approaches and developed new assessment
tasks and activities. Second, some respondents were fast in applying a number of
age-appropriate apps to create their own quizzes and interesting activities for
stress-free assessment. Third, most of the respondents applied different forms of
formative assessment, a half of them gave personalized feedback to their learners
and provided support when needed. All these changes were in line with the age-
appropriate assessment pedagogy and new primary curriculum requirements in
Serbia. However, at least a quarter of the respondents could not cope with the
challenges of online assessment, lacked skills of planning and carrying out
formative assessment properly, and stuck to summative testing in the classroom
environment.

Considering the fact that formative assessment is learner-cantered, allows
YLs to show what they can do with language, strengthens their autonomy in L2
learning, and provides conditions for them to experience success, it is critical that
EFL teachers develop knowledge and skills to apply it regularly not only for
monitoring learners’ progress, but for making summative judgements on learners’
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achievement. Teachers of English need to understand that regular feedback and
assessment of learners’ performance is even more important in online
environments than in face-to-face lessons because young learners may be reluctant
to participate in online activities and may therefore feel insecure of their progress.
Professional development and horizontal learning may greatly contribute to
teachers’ awareness of the importance of using assessment results to adapt their
own teaching in order to help all learners enhance their L2 development. We
believe that the unique experience of emergency distant teaching in Serbia during
the COVID-19 pandemic can offer guidelines for effective assessment of YLs in a
number of similar circumstances in the future and that the results of our study can
contribute to the field by helping EFL teachers to reflect on their online assessment
strategies and to find ways for improving them further.
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PRAKSE NASTAVNIKA PRILIKOM OCENJIVANJA POSTIGNUCA UCENIKA
RANOG UZRASTA U NASTAVI STRANOG JEZIKA U ONLAJN OKRUZENJU

Sazetak

Cilj rada bio je da se istrazi praksa u ocenjivanju postignuéa ucenika ranog uzrasta u
periodu 2020-2022. godine, kada su se nastavnici suoéili sa izazovima onlajn nastave usled
pandemije KOVID-19. Ovo istrazivanje sprovedeno je sa 30 nastavnika engleskog jezika iz
osnovnih skola Sirom Srbije. Podaci su prikupljeni koriS¢enjem onlajn upitnika sa Cetiri
pitanja otvorenog tipa, sa ciljem da se dobiju odgovori na sledeéa istrazivacka pitanja: 1.
kako su ispitanici prilagodili svoju praksu ocenjivanja uslovima onlajn nastave?; 2. kako su
ispitanici koristili formativni fidbek u onlajn okruzenju? i 3. kako su ispitanici procenili
efikasnost formativnog fidbeka za unapredenje ucenickih postignuéa. Rezultati su pokazali
da je velika veéina ispitanika prilagodila proces ocenjivanja onlajn okruzenju tako §to je
koristila prilagodene zadatke i aktivnosti za ocenjivanje, ili je kreirala nove uz pomo¢
tehnologije. Ispitanici su takode davali u¢enicima pravovremeni, detaljan i licni fidbek, od
usmenog do automatski generisanog. Sto se ti¢e efikasnosti fidbeka za unapredivanje
uspeha uéenika, polovina ispitanika smatrala je da nije bilo nikakvog uéinka, dok je druga
polovina uocila umeren ili visok uticaj fidbeka na napredovanje ucenika. Sve ove promene
koje su ispitanici uveli u svoju onlajn nastavu bile su u skladu sa pedagoskim smernicama u
pogledu pristupa ocenjivanju ucenika mladeg osnovnoskolskog uzrasta, sa zahtevima
reformisanog plana i programa za nastavu stranog jezika na ovom uzrastu, kao i sa
smernicama Ministarstva prosvete za realizaciju onlajn nastave. Medutim, najmanje
Cetvrtina ispitanika nije bila u stanju da na pravi naCin odgovori na izazove onlajn
nastavnog okruzenja. Rezultati ukazuju na to da su im mozda nedostajale strategije
planiranja i adekvatnog sprovodenja formativnog ocenjivanja. Uzimaju¢i u obzir sve
prednosti formativnog ocenjivanja, kako za pracenje napretka ucenika i poboljSanje
njihovog uspeha, tako i za sumativno ocenjivanje, smatramo da je neophodno da nastavnici
engleskog jezika unaprede svoje kompetencije formativnog ocenjivanja.

Kljucne reci: nastavnici stranog jezika ucenici ranog uzrasta, onlajn nastava, formativno
ocenjivanje, fidbek, pandemija KOVID-19.
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UTICAJ DOMACEG ZADATKA NA KVALITET PROCESA UCENJA
STRANOG JEZIKA NA RANOM UZRASTU

APSTRAKT: U vreme kada je srpski obrazovni sistem u dubokoj krizi, potrebno je
razmotriti sve aspekte nastavnog rada koji bi mogli doprineti blagovremenom izlasku iz
nje. Cilj ovog rada je da navede sadaSnje, ali i buduce nastavnike stranih jezika da, kroz
refleksivnu praksu, preispituju ustaljene obrazovne procese i da ih konstantno unapreduju,
kako bi se kvalitet obrazovanja u nasoj zemlji podigao na vi$i nivo, $to bi neminovno
vodilo i do podizanja opste kulturoloske i pedagoske svesti. Jedna od ovakvih postojecih
praksi je i zadavanje domacih zadataka po ustaljenom obrascu, bez posveéivanja previse
paznje ciljevima i svrsi takvih zadataka, kao i bez posebnog promisljanja o posledicama
neadekvatno osmisljenih aktivnosti na motivaciju i stavove ucenika na ranom uzrastu
prema stranom jeziku koji ue, ali i na samo njihovo znanje ciljnog jezika (Holland i dr.
2021). S druge strane, smislene i svrsishodne aktivnosti, zadate u pravom trenutku mogu
samo doprineti podizanju kvaliteta nastave, te ¢e u radu biti date smernice koje u ovome
mogu pomoc¢i nastavnicima stranog jezika.

Kljucne reci: domaci zadatak, ucenici, ucenje stranog jezika, rani uzrast, nastavnici stranog
jezika, roditelji i staratelji ucenika.

THE IMPACT OF HOMEWORK ON THE QUALITY OF THE FOREIGN
LANGUAGE LEARNING PROCESS AT AN EARLY AGE

ABSTRACT: At the time when Serbian education system is in a deep crisis, it is necessary
to consider all aspects of the teaching process that could contribute to a timely remedy. The
goal of this paper is to inspire current and future teachers of foreign languages to reflect on
and question the established educational practices and to constantly improve them, in order
to raise the quality of education in our country to a higher level, which would inevitably
lead to raising general cultural and pedagogical awareness. One of these conventional
practices is assigning homework by default, according to an established pattern, without
devoting too much attention to the goals and purpose of such tasks, and about the potential
impact of inadequately designed activities on the motivation and attitudes of young learners
towards the foreign language they are learning, as well as their language proficiency
(Holland et al. 2021). On the other hand, meaningful and purposeful activities, given at the
right moment, can only contribute to raising the quality of learning and teaching.

Key words: homework, young learners, foreign language learning, early age, foreign
language teachers, parents and caregivers.
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Nakon dana provedenog u $koli, deca obi¢no dobijaju dodatne zadatke koje treba
da urade kod kuce. Ovo je priliéno neobi¢na ¢injenica kada razmislite o tome, ali
ne toliko neobicna, koliko ¢injenica da tako malo ljudi ikada uopste razmislja o
tome. (Kohn 2006: 3)

1. UvOD

Domaci zadaci predstavljaju aspekat obrazovanja koji je priznat kao vazno
sredstvo u nastavi i dugogodiSnja je obrazovna tradicija koja je do nedavno bila
retko dovodena u pitanje (Vatterott 2009: 1). Uloga domaceg zadatka u procesu
ucenja stranog jezika na ranom uzrastu je viSestruka i sloZzena. Domaci zadaci
mogu pruzati dodatnu priliku uc¢enicima da primene i prodube svoje jezicke veStine
izvan ucionice, S§to moze znaCajno doprineti njihovom jezickom razvoju i
razvijanju sposobnosti samostalnog istrazivanja, kritickog razmisljanja i reSavanja
jezickih izazova. Domaci zadaci takode mogu pomo¢i deci da razviju dobre navike
1 pozitivne stavove prema ucenju stranog jezika, kao i podsta¢i samodisciplinu,
odgovornost i ljubav prema uc¢enju (Paulu 1996: 4). Medutim, kao i u slu¢aju svake
druge aktivnosti, ukoliko domaci zadaci nisu pazljivo osmisljeni i adekvatno
primenjeni, efekat moze biti i suprotan, pri ¢emu se ucenici mogu demotivisati i
razviti negativan stav prema ucenju stranog jezika. Stoga je vazno imati jasnu sliku
o samom pojmu domaceg zadatka koji je odgovarajuéi za ucenje stranog jezika na
ranom uzrastu, kao i o adekvatnim nacinima primene i pogodnim aktivnostima koje
bi za efekat imale pozitivan razvoj kako motivacije za ucenje tako i unapredenja
znanja. S tim na umu, u radu ¢e biti predstavljeni neki od faktora koji uticu na
efikasnost domaceg zadatka, gledano iz perspektive uCenika na ranom uzrastu,
roditelja, te perspektive nastavnika stranih jezika. Nakon toga, bi¢e razmotrene
pedagoske implikacije, propracene pitanjima koja podstiCu na razmisljanje
namenjenima nastavnicima stranih jezika.

1.1 Sta jeste domaci zadatak, a sta ne treba da bude

Pojmovno razgrani¢enje domaceg zadatka u kontekstu ucenja stranog
jezika predstavlja kljucni korak ka razumevanju njegove uloge i efikasnosti u
procesu ucenja stranog jezika kod dece na ranom uzrastu. Domacdi zadatak se

1 U delovima rada koji ne sadrze navedenu referencu, re¢ je o licnim stavovima
autorke, te samostalno osmisljenim smernicama.
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definiSe kao zadatak koji ucenicima zadaju Skolski nastavnici, a koji treba da se
izvodi van Skolskog ¢asa (Cooper 1989: 7). Kao dodatni deo nastavnog procesa,
ima specificne karakteristike koje ga razlikuju od drugih oblika ucenja, i ne bi
smeo da se svodi samo na produZzetak aktivnosti iz u¢ionice, ve¢ bi trebalo da ima
posebno definisanu svrhu i cilj.

Tradicionalno, savetovano je da ucenik radi svoj domaci zadatak kod kuce i
sam, medutim, to u danasnje vreme vrlo Cesto nije slucaj, pa se u izradu domaceg
zadatka ukljucuju roditelji i staratelji dece (u daljem tekstu: roditelji). Tada, iako
domacéi zadatak moze biti od koristi za akademski u¢inak ucenika, istovremeno,
moze predstavljati i izazovno iskustvo za mnogu decu i porodice (Power, Karustis
& Habboushe 2001: 4), pa se u rad neretko ukljucuju i nastavnici, u okviru
privatnih Casova koji imitiraju Skolsko okruzenje, $to moZze imati negativan uticaj
na postignuce i stavove ucenika i njihovu samostalnost (Xu i dr. 2024: 10). Stoga,
da bi domaci zadatak na kvalitetan nacin podstakao kreativnost, predmetni
nastavnik moZe sugerisati razli¢ite sredine za ucenje i na taj nadin pruziti uéeniku
priliku da istrazuje efekte rada u biblioteci, prirodi i sl.

Prema istrazivanju Kidvela (Kidwell 2004: 9), mladi ucenici uglavnom
imaju pozitivan stav prema domac¢em zadatku, ali samo u slu¢aju kada on ukljucuje
zanimljive, izazovne i raznovrsne zadatke. S druge strane, uc¢enici uglavnom imaju
negativan stav prema zadacima kao $to su puki nastavak rada koji je sprovoden na
Casu, prepisivanje reci ili prevodenje tekstova, na primer, i takve aktivnosti
smatraju dosadnim i nestimulativnim. Posledica toga kada ucenici po¢nu da se
dosaduju sa domac¢im zadatkom jeste da se ne angazuju, i njihov potencijal za
ucenje se smanjuje (Bekker, Rothmann i Kloppers 2023; Bennet 2017: 33). S druge
strane, mnogo bolje reaguju na kreativne zadatke, prezentacije ili projekte o
temama koje ih interesuju i kada im je dozvoljeno da sami ispitaju i odaberu neku
temu i istraZzuju u pravcu koji im odgovara. Tada mogu biti u stanju da iskazu svoju
kreativnost i snalazljivost, a sve to vezbajuc¢i i koriste¢i strani jezik u kontekstu koji
ih motivise.

Takode, relevantno pitanje jeste Sta je to Sto nastavnici Zele da postignu time
§to ucenicima dodeljuju posao koji treba da zavr$e van Casa (Adam, Tai & Xitao
2012: 54) — da li je svrha domaceg zadatka da pomogne deci da uvezbaju ono §to
su naucili na Casu, da nadograde svoje znanje, razviju samopouzdanje i
samodisciplinu i nauce upravljanje vremenom (Cooper i dr. 2006) i steknu
organizacione vestine kako bi olaksali samostalno ucenje i buduce zaposljavanje
(McGregor & Knoll 2015: 335), ili je svrha da se odrade zadaci iz udZbenika ili
radne sveske koje nastavnik nije stigao da obradi na Casu iz razli¢itih razloga, a bile
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su planirane. Takvo zadavanje domaceg zadatka, posebno u velikoj kolicini, ne
predstavlja kriterijum kvalitetnog rada, ve¢ je znak loSe organizacije i neadekvatno
odradenog posla na casovima, ili prevelikog i neadekvatnog optere¢enja nastavnika
(Van Droogenbroeck i dr. 2014). Nadoknada propustenog gradiva nije i ne bi
trebalo da bude nastavnikov cilj prilikom zadavanja domaceg zadatka, ve¢ bi
umesto toga nastavnik trebalo da se pozabavi uzrocima nepostizanja planiranog, a
da domadi zadatak ostane u domenu svrsishodnih 1 celovitih aktivnosti. Takode, od
velike je vaznosti i transparentnost svrhe i cilja, kako ucenicima, tako i samim
nastavnicima, te po svaku cenu treba izbegavati zadavanje domaceg zadatka iz
navike, bez osmisljenog pravog cilja i opipljivog i relevantnog razloga.

2. FAKTORI KOJI UTICU NA EFIKASNOST DOMACEG ZADATKA

Faktori poput nivoa jezicke kompetencije, interesovanja ucenika i njihovih
stilova ucenja igraju klju¢nu ulogu u tome kako deca dozivljavaju i obavljaju
zadatke, pa efikasnost domaceg zadatka znaCajno zavisi od individualnih
karakteristika ucenika. Nivo jezicke kompetencije igra klju¢nu ulogu jer utice na to
koje vrste zadataka Ce biti izazovne, ali ne i preteSke za ucenika. Takode,
kompatibilnost interesovanja ucenika i vrste postavljenih zadataka mogu uticati na
motivaciju za njihovo izvrSavanje, pa ¢e se ucenici koji su zainteresovani za
odredenu temu ili aktivnost Cesto sa ve¢im entuzijazmom posvetiti zadatku. Stilovi
ucenja takode igraju ulogu — neki ucenici bolje uce kroz vizualne materijale, dok
drugi vise vole interaktivne vezbe, taktilne zadatke ili one koji ukljucuju pokret
(Reid 1987).

Razlike u nacinu rada izmedu pojedina¢nih nastavnika takode utiCu na
efikasnost procesa. Jasnoca njihovih instrukcija i relevantnost materijala koje
odaberu vazni su faktori, pa tako, na primer, jasno postavljeni zadaci sa preciznim
uputstvima omogucavaju u¢enicima da se fokusiraju na zeljene jezicke ciljeve.
Takode, zadaci treba da budu relevantni za nastavne teme i interesovanja ucenika
kako bi se odrzala njihova paznja i motivacija (Sardabi-Kia & Ghajarieh 2023).
Prilagodenost uzrastu je takode od susStinskog znacaja, jer zadaci treba da budu
izazovni, ali ne preteski za odredeni uzrast ucenika. Dodatno, nastavnici treba da
budu i dosledni, te da sprovode redovno u delo ono §to se dogovore sa u¢enicima u
vezi sa domacim zadatkom. Redovno pregledanje domaceg zadatka, davanje
povratne informacije ucenicima, koriS¢enje tih informacija i za evaluaciju, kako
znanja ucenika, tako i sopstvenog rada, u velikoj meri doprinose podizanju nivoa
svrsishodnosti zadavanja ovih dodatnih zadataka (Cunha i dr. 2022). Konacno, ali
ne 1 manje znac¢ajno, porodi¢no okruzenje ima znac¢ajnu ulogu u podrSci ucenicima
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na ranom uzrastu prilikom izvrSavanja domacih zadataka iz stranog jezika.
Roditeljska pomo¢, ohrabrenje i angazovanje ucenika mogu doprineti pozitivhom
ishodu i mogu stvoriti povoljno okruZenje za ucenje jezika kod kuce, kao i pomoci
pri pravilnom balansiranju vremena za izvrSavanje domacih zadataka. Ovo je
vazno jer preterana koli¢ina domacih zadataka moze rezultirati preopterecenos$éu
ucenika i smanjenjem kvaliteta ucenja, kao i zategnutom atmosferom u porodici,
dok nedovoljno posvecivanje vremena za izvrSavanje zadataka moze dovesti do
povr$nog razumevanja i neadekvatne koli¢ine veZzbanja.

Domaci zadaci deci pruzaju iskustvo i Sansu da razviju pozitivna uverenja
0 postignu¢ima, kao i strategije za suolavanje sa greSkama, poteSkocama i
neuspesima, u ¢emu funkciju vrSe sve tri ukljuCene strane, svaka na svoj nacin.
Pored promovisanja akademskog postignuca, domaci zadaci mogu usaditi navike
samodiscipline, autonomije (Xu i dr. 2024) i samostalnog uc¢enja i mogu pomo¢i u
preciznijem informisanju roditelja o obrazovanju njihove dece (Kumar Jha 2006:
9), te tako wvrsiti funkciju ,,tre¢ih prostora” (Kaye & Haynes Write 2023), tj.
predstavljati vezu izmedu Skolskog i kuénog okruzenja, ali istovremeno mogu i
izazvati probleme u pojedina¢nim sredinama, ukoliko dode do neusaglaSenosti bilo
koje vrste.

2.1 Ucenici na ranom uzrastu i domaci zadatak

lako je mnogo pozitivnih efekata zadavanja domaceg zadatka na proces
ucenja stranog jezika na ranom uzrastu, takode je vazno razmotriti i potencijalne
izazove i nedostatke ovog pristupa u nastavi. Na primer, jedan od negativnih
aspekata zadavanja domaceg zadatka iz stranog jezika moze biti nedostatak
vremena za igru i kreativnost, s obzirom na to da je rani uzrast vreme kada deca
razvijaju svoju kreativnost i socijalne vestine kroz igru. Preterano fokusiranje na
domace zadatke moze znaciti gubitak vremena koji bi deca inace provodila u igri
sa prijateljima i porodicom (Pressman i dr. 2015), relaksaciji i drugim aktivnostima
koje su vazne za njihov celokupni razvoj, pa ograni¢avanje vremena za slobodne
aktivnosti moze uticati na njihovu kreativnost, mastovitost i fizicko blagostanje
(Ryba i dr. 2017). Takode, ovo moze dovesti i do dodatnog opterecenja kod
ucenika, Sto moze rezultirati stresom (Katz i dr. 2012), usled ve¢ prepunog
rasporeda sa Skolskim obavezama, aktivnostima van $kole i slobodnim vremenom
koje je takode vazno za razvoj. Preterani broj domacih zadataka moze uticati na
kvalitet sna dece (Holland i dr. 2021), §to moZe negativno uticati na njihovo
zdravlje i dobrobit, a sa svoje strane, nedostatak sna moze dovesti do umora,
smanjene koncentracije i loSijih rezultata u Skoli. Stoga, kada domaci zadaci
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istiskuju drustveno iskustvo, rekreaciju na otvorenom i kreativne aktivnosti, i kada
uzurpiraju vreme namenjeno spavanju, oni ne zadovoljavaju osnovne potrebe dece
(Wildman 1968: 203), pa takva situacija moze dovesti do smanjenja motivacije za
ucenje jezika i stvaranja negativnog odnosa prema ucenju, ali i samom stranom
jeziku. Jedna od retkih studija koja se bavila tematikom uticaja domaceg zadatka
na socio-emocionalno blagostanje dece u osnovnoj $koli i njihovih porodica
izvedena je u Sest Skola u Severnoj Kaliforniji na uzorku od 397 dece starosti od 8
do 12 godina, 422 roditelja i 28 nastavnika (Holland i dr. 2021). Nalazi sugeriSu
postojanje uticaja domaceg zadatka na emocionalno zdravlje, najvise u domenu
izazivanja dosade i frustracije, na odnos roditelja i dece, pri ¢emu vise od Cetvrtine
roditelja 1 dece navode da domaci zadatak uvek ili Cesto remeti porodi¢no vreme i
doprinosi stvaranju borbe za moci, a remeti i san kod 36,8% dece. Dodatno, nalazi
sugeriSu i razliku izmedu percepcije emocionalnog uticaja domaceg zadatka koji su
prijavili deca i nastavnici.

Pritisak na ucenike moze biti i akademske prirode, bilo od strane roditelja,
nastavnika ili od samih ucenika, putem internalizovanih ocekivanja sredine. Takav
pritisak da redovno izvrSavaju zadatke i postizu visoke rezultate moze dovesti do
straha od neuspeha i narusavanja samopouzdanja, $to moze uticati na njihovu volju
za ucenjem i eksperimentisanjem sa jezikom. S druge strane, neki ucenici mogu
imati viSe resursa i podrske kod kuce za izvrSavanje domacih zadataka, dok drugi
mozda nemaju iste mogucnosti, §to moze povecati nejednakost medu uéenicima i
stvoriti neravnopravne uslove za ucenje (Ronning 2011). Deca koja nemaju li¢nih
afiniteta prema jeziku koji uce, a nemaju ni dovoljno podrske ili razumevanja u
izvrS§avanju domacih zadataka iz stranog jezika mogu razviti osecaj frustracije, a
nedostatak jasnih instrukcija ili nedovoljna pomo¢ od strane nastavnika ili roditelja
moze dovesti do osecaja nesigurnosti i nemoc¢i u savladavanju jezickih izazova.
Ovo je posebno vazno u periodu pre razvijanja pismenosti na stranom jeziku, pa
tako problem moze predstavljati ¢ak i, iz ugla nastavnika, jednostavan zadatak
(npr. bojenje po diktatu iz oblasti slusanja), ukoliko dete ne razume jasno
instrukcije, a nema roditelja koji bi ih objasnio, bilo zbog nepoznavanja ciljnog
jezika, bilo zbog nedostatka volje ili vremena da se posveti $kolskom radu sa
detetom usled drugih privatnih ili poslovnih obaveza. Pri tome, potrebno je voditi
racuna i da li svako dete ima kod kuée materijalne moguénosti za izradu domaceg
zadatka (za prethodni primer, CD-plejer u bilo kom obliku). Ovi negativni aspekti
ukazuju na potrebu za pazljivim planiranjem i prilagodavanjem domacih zadataka
kako bi se izbegli potencijalni negativni uticaji na ranom uzrastu i obezbedilo
pozitivno iskustvo ucenja jezika.
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2.2 Roditelji i domaci zadatak

Uloga roditelja je veoma vazna i oni su indirektno ukljuceni u sistem
Skolovanja, izmedu ostalog, i preko domacih zadataka uc¢enika (Walker i dr. 2004).
Roditelji koji pokazu interesovanje za domaci zadatak, i pruzaju odgovarajucu
pomo¢ po potrebi za njegovo dosledno i uspes$no izvodenje mogu povecati
motivaciju za obavljanje domaceg zadatka (Hong & Milgram 2000: 12). Medutim,
oni roditelji koji preopterec¢uju dete zahtevima i ocekivanjima mogu kod deteta
izazvati osecaj inata. Stoga, roditelji ne bi trebalo da vrSe pritisak na dete ve¢, bi
trebalo da se potrude da se ukljuce u meri u kojoj je detetu to potrebno i koja je
optimalna, i da na taj naCin vrSe povoljan uticaj na motivaciju i stavove deteta
prema ucenju stranog jezika, i obrazovanju uopste. Preterano angazovanje roditelja
moze dovesti i do gubitka samopostovanja kod dece, jer mogu da po¢nu da misle
da nisu sposobna sama da urade zadatak, te da gube motivaciju i volju da cak i
pokusaju bez necije pomoci (Patall i dr. 2008).

Ucestalo zadavanje domacih zadataka iz stranog jezika na ranom uzrastu
moze imati znacajan uticaj na dinamiku porodice i odnose izmedu roditelja, dece i
Skole. Tako domaci zadaci imaju svoju vaznost u procesu ucenja jezika, preterana
koli¢ina domacih zadataka moze dovesti do razli¢itih tenzija unutar porodi¢nog
okruzenja, usled nedostatka slobodnog vremena za porodi¢ne aktivnosti, druzenje i
relaksaciju (Pressman i dr. 2015). Roditelji i deca se mogu osecati preoptere¢eno i
frustrirano zbog nedostatka vremena za kvalitetno provodenje zajedniCkog
vremena, $to moze izazvati stres i napetost kako kod dece tako i kod roditelja
(Holland i dr. 2021). Deca mogu biti pod pritiskom da zavrSe sve zadatke na
vreme, dok roditelji mogu osecati pritisak da pruze podrSsku i nadgledaju
izvrSavanje zadataka. Roditelji mogu biti previse fokusirani na pomo¢ oko
zadataka, umesto na otvoreni dijalog i razgovor sa decom, §to moze dovesti do
smanjenja vremena za komunikaciju. Takode, preterana koli¢ina domacih zadataka
moze dovesti do konflikata izmedu roditelja i dece, ukoliko roditelji smatraju da
deca previse vremena provode nad zadacima umesto da se igraju ili odmaraju, ili
obrnuto. Ovakvi konflikti dalje naruSavaju odnos i otezavaju saradnju u drugim
aspektima zivota.

Drugi razlog, po misljenju autorke, zaSto bi roditelji u odredenim
slucajevima trebalo da budu minimalno uklju¢eni u domace zadatke je taj Sto se
njihov nacin objasnjavanja i davanja instrukcija moze razlikovati od nastavnikovog
i kao takav moze zbuniti ucenike (ovo, naravno, u nekim slucajevima, moze
predstavljati i benefit, kada doprinosi celokupnom boljem razumevanju). Dodatni
izazov se javlja kada roditelji nisu upoznati sa ciljnim stranim jezikom. Ovaj
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scenario Cesto stvara nekoliko negativnih uticaja na odnos izmedu dece i roditelja,
Sto moze imati dugorocne posledice na porodi¢nu dinamiku i podrsku ucenju.
Roditelji koji ne znaju strani jezik koji se uci mogu se osecati nesigurno u pruzanju
adekvatne podrske deci pri izvrSavanju domacih zadataka. Nedostatak sposobnosti
da pomognu moze dovesti do frustracije i kod roditelja i kod dece, jer
nepoznavanje jezika moze dovesti do konfuzije i nesporazuma u pogledu
instrukcija 1 zadataka, pa se deca mogu suociti sa osecajem neuspeha ukoliko ne
mogu dobiti odgovarajuéu pomo¢ od roditelja. Roditelji, s druge strane, mogu se
suociti s pritiskom da detetu obezbede profesionalnu pomo¢ u izradi zadataka iz
stranog jezika u vidu privatnih ¢asova, §to moze imati znacajni uticaj na finansijsko
stanje porodice, u zavisnosti od njenog socioekonomskog polozaja. Kada roditelji u
ovakvom poloZaju nisu u mogucnosti da pruze ovaj vid podrske svom detetu,
dolazi do stvaranja neravnopravnih pozicija izmedu dece u razredu i sve veceg jaza
izmedu njih. Sa ciljem prevazilazenja ovih poteskoca, Skole mogu pruziti dodatne
resurse za podrsku roditeljima koji nisu upoznati sa jezikom koji se uci, kao i jasne
smernice za izvrSavanje domacih zadataka. Deca se mogu stimulisati da traze
pomo¢ od svojih nastavnika u skoli ili drugih Skolskih resursa ukoliko se suocCe sa
izazovima.

Kako bi se prevazisli negativni uticaji preterane koli¢ine domacih zadataka
na tenzije u porodici, vazno je uspostaviti ravnotezu izmedu obaveza i uspostaviti
komunikaciju izmedu svih ukljucenih aktera. Pozeljna je saradnja izmedu
nastavnika i roditelja kako bi se postigla optimalna koli¢ina i vrsta domacih
zadataka koja podrzava ucenje, ali istovremeno ostavlja dovoljno vremena za
porodi¢nu interakciju, odmor i igru. Otvoren dijalog izmedu svih uCesnika u
obrazovnom procesu moze pomoc¢i u donoSenju informisanih odluka o kolicini
domacih zadataka i stvaranju pozitivnog porodi¢nog i $kolskog okruzenja.

2.3 Nastavnici stranih jezika i domaci zadatak

Osim saradnje nastavnika i roditelja, stav autorke, na osnovu opservacije iz
prakse, jeste da je neophodna i saradnja nastavnika stranog jezika sa uciteljima i
nastavnicima ostalih predmeta, kako bi se izbegla preopterec¢enost ucenika, usled
istovremenog dobijanja previse domacih zadataka iz razlicitih predmeta. Takode,
nedostatak koordinacije izmedu nastavnika moze rezultirati situacijama u kojima se
zadaci medusobno preklapaju, zahtevaju previSe vremena za izvrSenje, ili
rezultiraju nedostatkom konteksta i radom na velikom broju nepovezanih
aktivnosti. Ako se zadaci iz razliCitih predmeta ne integriSu na smislen nacin,
ucenici mogu imati poteSkoc¢a da razumeju svrhu zadataka i njihovu refleksiju na
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stvarni Zivot, kao i vezu izmedu razli¢itih podataka i predmeta koje uce u okviru
svog obrazovanja. Ovde su moguénosti za kreativnost, ali i autonomiju, nastavnika
stranog jezika na ranom uzrastu velike, jer u okviru upotrebe jezika mogu da
koriste sadrzaje koji bi mogli objediniti tematiku drugih predmeta, ¢ak i u
samostalnoj reziji, i time doprineti holistickom dozivljaju obrazovanja svojih daka.

Manjak koordinisanosti nastavnika po pitanju zadavanja domacih zadataka
moze imati razlicite posledice, u zavisnosti od pojedinacnog deteta i njegovih ili
njenih individualnih karakteristika. Tako, zapazanje autorke je da, u praksi, deca
koja su manje akademski orijentisana Cesto unapred odustaju i ne rade zadatu
koli¢inu domaceg, ¢ime se obeshrabruju dalje i gube motivaciju za ucenje. S druge
strane, deca koja teze uspehu bivaju preopterec¢ena i rade domace zadatke pre ili
posle Skole, Cesto u trajanju cele dodatne druge Skolske smene, i tako gube
entuzijazam za ucenje i postojecu ljubav prema skoli, jer ih lisava moguénosti za
veliki broj slobodnih aktivnosti i druStveni Zivot, kao i moguénosti i Zelje za
slobodnim i spontanim istrazivanjem u oblastima koje ih intrinzi¢no zanimaju.
Kako bi se lak$e razumela ovakva situacija iz ugla ucenika i njihova frustracija,
ovde se moze povuci paralela sa Zivotom odraslih i njihovim ose¢anjima kada bi
svakoga dana morali posle posla da ponesu kuéi dodatnu koli¢inu i rade do isteka
dana, svakog radnog dana, a zatim za vreme vikenda dodatne zadatke i materijale,
jer su slobodni dani. Deca koja su vredna i zele da ispune sve svoje obaveze Cesto
prozivljavaju sli¢no iskustvo, i imaju vrlo malo vremena za druZenje, izlazak na
vazduh i bilo §ta drugo.

U sluc¢aju motivisanih daka, veliki uticaj ima i doslednost nastavnika u
zadavanju i proveravanju domacih zadataka iz stranog jezika na ranom uzrastu,
koja igra klju¢nu ulogu u uspesnom ucenju. Doslednost u ovom kontekstu odnosi
se na konstantno primenjivanje odredenih pravila i standarda pri davanju,
uputstvima, zahtevima i proceni domacih zadataka, i pomaze ucenicima da
razumeju §ta se od njih ocekuje. Kada se pravila i standardi redovno primenjuju,
deca znaju $ta treba da rade i kako to treba da urade, dok neprekidna promena
pristupa i ocekivanja moze dovesti do konfuzije medu ucenicima. Doslednost
pomaze u formiranju pozitivnih ucenickih navika, pa ucenici lakse razvijaju rutinu
izvrSavanja domacih zadataka, a kasnije i rutinu samostalnog ucenja materije kod
kuce, a olakSava i komunikaciju izmedu nastavnika i roditelja, pa roditelji znaju $ta
da o¢ekuju od domaceg zadatka iz stranog jezika i kako da podrze svoju decu u
njegovom izvrSavanju. Redovno davanje povratnih informacija i procena
omogucava ucenicima da kontinuirano napreduju (Cunha i dr. 2022), dok situacija
kada nastavnici zadaju domaci, a zatim ga ni ne provere izaziva frustriranost, jer
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deca, naviknuta na rad u sistemu koji podsti¢e ekstrinzicnu motivaciju pomoc¢u
spoljasnjih sredstava, kao Sto su ocene i pohvale, Cesto ne smatraju svrsishodnim
kada taj rad nije validiran od strane nastavnika.

Kroz dosledan proces evaluacije pri radu domacih zadataka, i nastavnici
stranih jezika mogu pratiti razvoj jezickih vestina svojih ucenika tokom vremena.
Konkretno, evaluacijom i procenom datog domaceg zadatka, nastavnici dobijaju
korisne povratne informacije, mogu da vide da li dete napreduje ili zaostaje, pa je
potrebna dodatna pomo¢ u ucenju. Domaci zadatak bi trebalo da posluzi kao
dopuna formativnom procenjivanju znanja uc¢enika (Prosi¢-Santovac i Rixon 2019)
i kao motivacija za dodatno ucenje kod kuce, te vrednovanje negativnim ocenama
nije pozeljno, iako neki nastavnici smatraju da ocenjivanje kao kazna funkcionise
(Dueck 2014: 31-32). Istovremeno, zadavanje domaceg zadatka kao vid kazne za
nedisciplinu na ¢asu i druge prestupe takode ne bi trebalo da bude praksa, jer se
time aktivno utiCe na razvijanje negativnih stavova prema ucenju stranog jezika.
Ako nastavnik rad kod kuée predstavi kao kaznu (Stern 2009: 6), deca lako
usvajaju stav da je uCenje kod kuce negativna stvar, pa izostaje zadovoljstvo zbog
otkrivanja novih stvari i utire se put nezainteresovanosti za predmet, posebno ako
se za domaci zadatak zadaje monotono i repetitivno ispisivanje reci ili reCenica u
velikom broju, $to je destruktivna, ali, na Zalost, jo§ uvek prisutna praksa u nekim
ucionicama.

3. PEDAGOSKE IMPLIKACIJE

S obzirom na prethodno navedene negativne aspekte zadavanja preterane
koli¢ine ili neadekvatne vrste aktivnosti kao domacih zadataka iz stranog jezika na
ranom uzrastu, vazno je razmotriti alternative koje bi mogle omoguciti efikasno
ucenje jezika bez stvaranja napetosti, kako u $koli i porodici, tako i unutar samog
uCenika. Na primer, umesto tradicionalnih domacih zadataka, deca se mogu
angazovati u tematskim projektima koji ukljuCuju istrazivanje, izradu plakata ili
kreiranje prica na stranom jeziku (Eckhoff 2023). Ovakve aktivnosti mogu podstaci
kreativnost 1 angazovanje, dok istovremeno doprinose razvoju jezi¢kih vestina.
Takode, koriS¢enje digitalnih resursa i jezickih aplikacija moze omoguciti deci da
uce jezik na interaktivan nacin. Ove aplikacije ¢esto pruzaju raznovrsne aktivnosti
koje podrzavaju razvoj jezickih veStina, a deca ih mogu koristiti uz podrsku
roditelja ili samostalno. Nadalje, strani jezik se moze integrisati u svakodnevne
aktivnosti. Na primer, porodica moze zajedno gledati preporucene filmove ili
crtane filmove na stranom jeziku, pevati pesme, ili igrati drustvene igre na stranom
jeziku koje podsticu jezic¢ku interakciju, §to moZze pomoci deci da unaprede znanje
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na prirodan i zabavan nacin, bez stvaranja dodatnog stresa, dok se, istovremeno,
kroz implementaciju ovih alternativa, moze stvoriti pozitivan i podrzavaju¢i okvir
za ucenje stranog jezika na ranom uzrastu, smanjuju¢i potencijalne negativne
efekte na odnose u porodici.

Vreme kod kuée posveceno domacem zadatku ne mora biti provedeno u
samoci ili samo sa roditeljima. Zadaci se mogu postaviti tako da podsti¢u saradnju
medu ucenicima, posebno kada ve¢ malo stasaju i postanu samostalniji, pa se deca
mogu udruziti u parove ili manje grupe kako bi zajedno radili na jezickim
zadacima, §to bi trebalo da podstakne komunikaciju i podrsku medu vrSnjacima.
Medutim, ovde je veoma vazna jasna podrSka nastavnika u vidu instrukcija, kako
bi deca svrsishodno provodila vreme i ravnopravno delila zaduzenja, i tako izbegla
potencijalne konflikte. Takode, s obzirom na to da izrada pisanih domacih zadataka
moze biti izazovna za ucenike Cije su vestina pisanja i motorika jo§ u razvoju,
previSe fokusiranja na pisanje moze izazvati zamor i demotivaciju, stvarajuci
dodatan teret za ucenike. Stoga, timski zadaci mogu ukljucivati razlicita
multimedijalna sredstva, ukoliko su dostupna uc¢enicima, i time dozivljaj rada na
domac¢em zadatku pribliziti njihovom svakodnevnom iskustvu i podi¢i nivo
motivacije za uéenje (Sardabi-Kia & Ghajarieh 2023).

Umesto da se domaci zadatak bez preispitivanja zadaje svakodnevno,
nastavnici mogu primeniti fleksibilno zadavanje domacih zadataka, omogucavajuci
deci da samostalno organizuju vreme za izvrSavanje (loannou-Georgiou & Pavlou
2003: 114), uz podrsku roditelja prema potrebi (Walker i dr. 2004), Cime se
podsti¢e samodisciplina, kao i razvoj vestine upravljanja viemenom. Ovde je vazno
odredivanje optimalne koli¢ine domacih zadataka za ucenje stranog jezika
(Fernandez-Alonso & Mufiz 2022), koje treba da se zasniva na uzrastu ucenika i
njihovim individualnim potrebama. Nastavnici bi trebalo da uzmu u obzir kapacitet
ucenika za izvrSavanje zadataka, kao i1 balansiranje sa ostalim obavezama, jer
pravilno doziranje domacih zadataka omogucava fokusirano ucenje bez preteranog
opterecenja. Uz to, dizajniranje kvalitetnih domacih zadataka za ucenje stranog
jezika zahteva pazljivo razmatranje raznih pitanja i tema (Tabela 1). Trebalo bi
usvojiti strategije koje ukljucuju jasne ciljeve zadatka, konkretna uputstva i
povezanost sa nastavnim sadrzajem koji se obraduje na casu, ali bez prostog
ponavljanja, ve¢ sa smislenim recikliranjem vokabulara i gramatike u novom i
interesantnom kontekstu. Integracija razli¢itih jezickih vestina, kao $to su sluSanje,
Citanje, pisanje i govor, moze obogatiti zadatke i omoguciti ucenicima da
primenjuju nauceno na razli¢ite nacine. Stoga, s obzirom na to da deca najcesce
imaju sposobnost da apsorbuju jezik kroz igru i druge aktivnosti koje im prijaju
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(Reilly & Ward 1997: 6), ono $to nastavnici treba da urade jeste da domaci zadatak
ucine vrednim na interesantan nacin.

Zadaci srednje tezine, koji omogucéavaju uCenicima da iskuse unapredenje
svojih vestina, najefikasniji su u stvaranju osecaja kompetencije. Medutim, zadatak
koji je jednom uceniku lak za drugog moze biti veoma tezak, jer se ucenici
razlikuju po svojim sposobnostima i ne postoji razred koji je u potpunosti
homogenog sastava. Dakle, obezbedivanje zadataka koji su u odgovarajuc¢oj meri
izazovni za svakog ucenika u grupi zahteva individualizaciju i diferencijaciju
slozenosti zadataka (Peltier 2011). Nastavnici ponekad nerado daju razliCite
zadatke, jer se brinu da ¢e se ucenici osecati neprijatno zbog dobijanja zadataka
koji su laksi od onih koje rade njihovi vrSnjaci. Medutim, uspesno ispunjavanje
zadataka 1 sposobnost da se preuzme lina odgovornost za uspeh mnogo c¢e
verovatnije podsta¢i samopouzdanje nego stalni neuspeh u obavljanju tezih
zadataka koje dobijaju svi u razredu. Takode, nastavnici obi¢no vise brinu o
motivisanju ucenika sa relativno lo§im uspehom nego o obezbedivanju adekvatnih
izazova za ucenike sa visokim postignuéem, S§to bi trebalo uzeti u razmatranje,
daju¢i zadatke koji se mogu zavrSiti na razli¢itim nivoima i ispunjavajuéi i
prenoseci razlicita ocekivanja.

Br. | Pitanje za razmisljanje
Da li je u redu kada odrasle osobe moraju da posle punog radnog vremena nose
1. posao kuéi svakog dana, a posebno preko vikenda? Na koji nacin se ta situacija
razlikuje od situacije deteta u $koli, posle punog radnog dana ¢asova?
2 Da li u€enici imaju istoga dana jo$ veliki broj raznih domacih zadataka iz drugih
' predmeta?
3 Da li zadavanje domaceg zadatka i zadavanje neuradenih vezbi iz udZbenika i radne
' sveske predstavlja rutinu?
4 Da li je domadi zadatak dat zbog manjka vremena da se na Casovima ispuni plan i
) program u potpunosti?
Da li je domac¢i zadatak dat kao disciplinska mera, tj. kazna za neprimereno
5. ponasanje? Ukoliko je odgovor pozitivan, kakvu poruku to Salje dacima o ucenju i
istrazivanju u slobodno vreme?
6. Da li zadatak prevazilazi moguénosti ucenika ili je suvise lak?
Da li je domaci zadatak koji Zelimo da zadamo svrsishodan? Koji je konkretan
7. benefit za ucenika ako ga uradi, a da to nije samo spoljasnje vrednovanje uradenog
zadatka od strane nastavnika?
8. Da li je zadatak kreativan, ili samo ponavlja ve¢ radeno na casu?
9 Da li je zadatak pazljivo osmisljen i povezan sa gradivom sa Casa, ali ipak nudi nesto
' novo, dotad neotkriveno, u pogledu sadrzaja?

Tabela 1. Pitanja za razmatranje za nastavnike stranog jezika prilikom zadavanja domaceg
zadatka
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4. ZAKLJUCAK

U zakljucku, uspeSno postavljeni i pravilno dozirani domaci zadaci mogu
znacajno uticati na kvalitet procesa uCenja stranog jezika na ranom uzrastu.
Implementacija strategija za postavljanje zadataka, razumevanje faktora koji uticu
na efikasnost i saradnja sa roditeljima mogu doprineti ostvarivanju maksimalnih
jezickih potencijala kod wucenika. Promovisanje raznovrsnosti u zadacima
omogucava ucenicima da razvijaju Sirok spektar jezickih vestina, Sto ¢e im biti od
koristi u stvarnim jezickim situacijama, ali i pozitivno uticati na motivaciju,
posebno u sluéaju diferenciranja nivoa zahtevnosti zadataka (Abin i dr. 2022).

Motivacija za izvodenje domaceg zadatka moze biti raznolika: ucenik
moze biti samomotivisan ili motivacija za u€enje moZze poticati od roditelja ili
nastavnika, pri ¢emu viSe izvora motivacije moze biti istovremeno prisutno kod
daka. Samomotivisanost se odnosi na li¢nu i intrinzi¢nu spremnost pojedinca da uci
kod kuce, dok se roditeljski indukovana motivacija, kao i ona indukovana od strane
nastavnika, odnosi na napore uenika da urade svoj domaci zadatak kako bi
zadovoljili svoje roditelje ili nastavnike (Hong & Milgram 2000: 12-13). U
zavisnosti od vrste odnosa koji uCenik ima sa odraslima ukljuCenim u proces
zadavanja i1 izrade domadih zadataka iz stranog jezika na ranom uzrastu, i
motivacija menja svoj nivo, pa tako, na primer, ako je odnos veoma pozitivan na
razlicite nacine, izrada domaceg zadatka koji nastavnik zada moze biti nacin da se
izrazi poStovanje prema nastavniku, dok istovremeno, i suprotno moze biti tac¢no, i
u slu¢aju nastavnika i u sluéaju roditelja (Hong & Milgram 2000: 13). Stoga je
vazno negovati odnose koji inspiriSu i podsticu decu da daju svoj maksimum,
istovremeno uZzivajuéi u procesu obrazovanja.

Domaci zadatak moze imati klju¢nu ulogu u unapredenju procesa ucenja
stranog jezika kod dece na ranom uzrastu. Kroz sistematske i ciljane zadatke deca
mogu dobiti priliku da unaprede svoje jezicke vestine, primene naucene koncepte i
proSire vokabular. Osim toga, dobro osmisljen domaci zadatak omogucava
nastavnicima da prate individualni napredak svakog ucenika i prilagode nastavu
prema njihovim potrebama. Medutim, ukoliko se ovo nastavno sredstvo koristi
mehanicki, svakodnevno i1 bez jasne svrhe i cilja, ove prilike se gube i ceo proces
rezultira ishodom suprotnim od Zeljenog, na viSe nivoa, pa je u tom slucaju bolje
izostaviti zadavanje domaceg nego po svaku cenu insistirati na njemu. O tome je
postojala svest jo§ davne 1937. godine, kada je Skolski nadzornik Karlton Vosburn
napisao:
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Ako se od dece ne zahteva da ude beskorisne i besmislene stvari, domaci zadaci su
potpuno nepotrebni za ucenje uobicajenih Skolskih predmeta. Ali kada skola
zahteva gomilanje mnogih ¢injenica koje imaju malo ili nimalo znacaja za dete,
udenje je toliko sporo i bolno da je Skola prinudena da se obrati kuéi za pomo¢ u
izlasku iz nereda koji je sama stvorila. (Washburne 1937: 16-17)
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THE IMPACT OF HOMEWORK ON THE QUALITY OF THE FOREIGN LANGUAGE
LEARNING PROCESS AT AN EARLY AGE

Summary

Homework is an educational practice that is recognized as an important teaching tool and is
a long-standing educational tradition that has rarely been questioned until recently. The
goal of this paper is to inspire current and future teachers of foreign languages to reflect on
such established educational practices and to constantly improve them. The role of
homework in the process of learning a foreign language at an early age is multiple and
complex. Homework can provide an additional opportunity for students to apply and
deepen their language skills outside the classroom, which can significantly contribute to
their language development and the development of independent research, critical thinking
and language challenge solving skills. It can also help children develop good habits and
positive attitudes towards learning a foreign language, as well as encourage self-discipline,
responsibility and a love of learning. However, as in the case of any other activity, if
homework is not carefully designed and adequately applied, the effect can be the opposite,
whereby students can become demotivated and develop a negative attitude towards learning
a foreign language. Therefore, it is important to have a clear vision of the concept of
homework that is suitable for learning a foreign language at an early age, as well as of
adequate ways of application and suitable activities that would have the effect of a positive
development of both the motivation for learning and the improvement of knowledge. With
that in mind, the paper presents some of the factors that can influence the effectiveness of
homework, from the perspective of young learners, parents, and foreign language teachers.
Finally, pedagogical implications have been discussed, accompanied by thought-provoking
questions for foreign language teachers, to consider before assigning homework tasks.

Key words: homework, young learners, foreign language learning, early age, foreign
language teachers, parents and caregivers.
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Maja M. Andrijevié

Budu¢i da su ucenje jezika na ranom uzrastu i sticanje plurilingvisticke
kompetencije — kao osnovna tematska nit ovog broja Metodickih vidika —
intrinzicki povezani sa interkulturnim pristupom u nastavi? i razvojem kriticke
svesti i demokratskih vrednosti, koji su od sustinskog znacaja za odrzivost
otvorenih i raznolikih drustava na globalnom nivou, u ovom prikazu bice
predstavljena publikacija Saveta Evrope Referentni okvir kompetencija za
demokratsku kulturu® (nadalje ROKDK), &iji je osnovni cilj da, kroz sistematsko
ukljuc¢ivanje u obrazovne politike i prakse, doprinese razvoju demokratske kulture i
senzibilizaciji svih aktera u razli¢itim nastavnim i druStvenim kontekstima na
interkulturne i demokratske vrednosti i kompetencije.

Savremeno drustvo 21. veka, usmereno ka globalizaciji i interkulturnoj
komunikaciji, doprinelo je modifikaciji ciljeva obrazovanja stavivsi ga pred izazov
suocavanja sa Drugoséu i uciniv§i ga kljucnim sredstvom za promovisanje
kritickog misljenja i demokratskog ponasanja sticanjem interkulturne
komunikativne kompetencije i kompetencija zashovanih na univerzalnim
vrednostima, te formiranjem globalno odgovornog pojedinca, koji bi od najranijeg
uzrasta trebalo da stice autonomiju i svest kako o sopstvenom kulturno
oblikovanom poimanju sveta, tako i o drugacijem kulturnom etosu. Akcenat se
tako, pored edukativne, stavlja i na vaspitnu ulogu obrazovanja, odnosno na
prepoznavanje i postovanje liéne i kolektivne razlig¢itosti, otvorenost, empati¢nost,
asertivnost, pospesivanje gradanskih i moralnih vrednosti koje razvijaju
demokratski duh i kriticko misljenje, kao i na dinamic¢ki proces sticanja
interkulturne i demokratske kompetencije, neophodnih za efikasan i adekvatan
interkulturni dijalog i prevazilazenje kulturnih sokova, predmnjenja, stereotipa i
svih oblika diskriminacije.

2 U okviru Uneskovog dokumenta Learning: the treasure within; report to
UNESCO of the International Commission on Education for the Twenty-first Century
(1996) preporucuje se da interkulturna komponenta bude inkorporirana u sve nivoe
obrazovnog sistema sa fokusom na ,Cetiri stuba” obrazovanja: uliti da znam, uciti da
radim, u¢iti da budem i uciti da zivim zajedno sa drugima. Interkulturno obrazovanje
potvrdeno je ne samo kao pedagoski, ve¢ i kao opsti politicki cilj, a akcenat se stavlja pre
svega na ucenje kako da se zivi sa drugima, u duhu postovanja vrednosti pluralizma, mira,
medusobnog uvazavanja, razumevanja i prava na razli¢itost. Interkulturni pristup u nastavi
zahteva fleksibilan i dinami¢an model u razvoju nastavnog plana i programa, koji se
zasniva na konstruktivistickoj koncepciji u¢enja usmerenog na ucéenika i meduzavisnosti
znanja i sistema vrednosti, te u ovom kontekstu obrazovanje ima dvostruku misiju:
intelektualnu i drustvenu.
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Stoga, cilj ovog prikaza je da predstavi model kompetencija za
demokratsku kulturu definisan u ROKDK, postulate na kojima se navedene
kompetencije zasnivaju i njihove konstitutivne elemente: vrednosti, stavove,
vestine, znanje i kriticko razumevanje, kao i da promovise implementaciju istih u
nastavni proces radi izgradivanja drustveno odgovornog globalnog gradanstva.
Aktivacijom kompetencija za demokratsku kulturu od najranijeg uzrasta podstice
se promisljanje i aktivno, celozivotno ucenje, usmereno na ucenike i njihovu
autonomiju i saradnju ¢ime se tezi postizanju krajnje svrhe ROKDK, a to je
stvaranje otvorenih, tolerantnih i multikulturnih drustava kroz obrazovanje i
transformaciju pojedinaca u demokratski i interkulturno kompetentne i samosvesne
gradane.

ROKDK Saveta Evrope dokument je u koji su utkani osnovni principi ove
organizacije?, te se tako zasniva na operacionalizaciji njena tri stuba: postovanju
ljudskih prava, unapredenju demokratije i uspostavljanju vladavine prava, radi
oshazivanja buducih gradana sveta i njihovog aktivhog uceséa u interkulturnom
dijalogu i kulturi demokratije. Obrazovanje ima klju¢nu ulogu u promovisanju
pomenutih vrednosti Saveta Evrope, dok se u Sirem smislu posmatra i kao sredstvo
odbrane od porasta nasilja u drustvu, rasizma, ekstremizma, ksenofobije,
diskriminacije i svakog oblika netolerancije®. Demokratija, obrazovanje i
interkulturni dijalog su na taj nacin sustinski i neraskidivo medusobno povezani u
neodvojivu celinu, jer je demokratija osnovna vrednost u obrazovanju, a
obrazovanje predstavlja sredstvo za njeno jacanje i odrzavanje, dok je za
demokratsku kulturu® i suzivot u jednakosti u multikulturnim drustvima potrebno

4 Savet Evrope je medunarodna organizacija evropskih zemalja nastala 1949.
godine, a ¢ini je 46 ¢lanica, medu kojima je i Republika Srbija. Njeno osnovno polaziste je
da se demokratija, ljudska prava i vladavina prava moraju konstantno odrzavati i podsticati,
§to predstavlja dugoro¢an proces u kom obrazovanje ima klju¢nu ulogu za izgradnju
demokratskog drustva i podizanje svesti gradanstva. Ova organizacija je U Sv0joj
dugogodisnjoj praksi podsticanja obrazovanja za demokratstko gradanstvo i ljudska prava
izradila mnostvo materijala za informisanje, osves¢ivanje i prakticnu primenu koje imaju za
cilj da osposobe pojedince da doprinesu utemeljenju demokratske kulture u drustvu, radi
unapredivanja i zastite ljudskih prava i osnovnih sloboda. Ono sto je nedostajalo jeste jasno
usmerenje i razumevanje zajednickih ciljeva gradanskog obrazovanja, te je ROKDK
osmisljen da premosti taj jaz (2020c: 5).

S Povelja Saveta Evrope o obrazovanju za demokratsko gradanstvo i obrazovanju
za ljudska prava (2010), Savet Evrope.

® Termin ,,demokratska kultura” podrazumeva da demokratija ne moze da postoji
bez demokratskih institucija i zakona, a da takve institucije i zakoni ne mogu da
funkcionisu u praksi ako nisu utemeljeni u demokratskoj kulturi, odnosno u demokratskim
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postovanje drugosti i odgovaraju¢i interkulturni dijalog koji ,,neguje konstruktivno
angazovanje koje savladava uocene kulturoloske prepreke, smanjuje netoleranciju,
predrasude i stereotipe, jaca koheziju demokratskih drustava i pomaze u resavanju
konflikata” (2020a: 31). ROKDK nastaje tako kao rezultat uverenja da je jedna od
glavnih misija na svim obrazovnim nivoima (pocev od predskolskog preko
osnovnog, srednjeg i visokog obrazovanja, ukljucujuéi i obrazovanje odraslih i
struéno, kao i celozivotno obrazovanje), izmedu ostalog, da osposobi i oshazi
ucenike za aktivno i kompetentno uces¢ée u demokratskoj kulturi i kulturoloski
raznovrsnim i kompleksnim drustvima, nudeéi odgovor na pitanje pomoc¢u kojih
kompetencija je to moguce posti¢i. Kompetencija je uopsteno u ovom Okviru
definisana kao ,,sposobnost aktiviranja i primene relevantnih vrednosti, stavova,
vestina, znanja i/ili razumevanja da bi se na odgovaraju¢i nacin i delotvorno
odgovaralo zahtevima, izazovima i mogué¢nostima koje su predstavljene u datoj
vrsti  konteksta” (2020a: 32), dok se demokratska kompetencija i njena
komponenta, interkulturna kompetencija, odreduju kao sposobnost da se mobilisu i
koriste relevantni psiholoski resursi (vrednosti, stavovi, vestine, znanje ifili
razumevanje) da bi se adekvatno i delotvorno odgovorilo na zahteve, izazove i
mogucnosti koje predstavljaju i donose demokratske i interkulturne situacije (idem:
32). Navedene kompetencije imaju transformacioni kapacitet i podsticu kriticko
ramisljanje i razumevanje, interakciju i kreativna resenja za razlicite vrste sukoba i
nesporazuma, ali se ne sticu automatski, ve¢ moraju da se uce i prakti¢cno
primenjuju. Tako je demokratski i interkulturno kompetentan pojedinac onaj koji
razvija kapacitete potrebne da postane aktivan i autonoman ucesnik u
interkulturnom dijalogu i koji angazuje razli¢ite podsetove kompetencija na
dinamican nacin u skladu sa situacijom i konkretnim potrebama i ciljevima.

Postoje tri osnovne komponente Referentnog okvira kompetencija za
demokratsku kulturu, predstavljene u 3 knjige”: 1) konceptualni model

vrednostima, stavovima i praksama koje dele gradani i institucije (2020a: 69). Okvir
konceptualizuje demokratsku kulturu kao nacin Zivljenja, ponasanja i interakcije sa drugima
koji zahteva da ljudi budu spremni da razgovaraju i pregovaraju jedni sa drugima, budu
otvorenog uma, pokazu uzajamno postovanje, traze zajednicki jezik i mirno resavaju
probleme i sukobe.

" Savet Evrope je 2020. godine objavio novi tom posebno posveéen visokom
obrazovanju: Reference framework of competences fordemocratic culture (RFCDC) -
Guidance document for higher education (Council of Europe, 2020). Referentni okvir
kompetencija za demokratsku kulturu: Vodic za visoko obrazovanje dokument je koji nudi
predloge za nastavu, uéenje i institucionalnu politiku i predstavljao bi ¢etvrti tom serije, ali
se formalno ne vodi kao takav.
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kompetencija koje bi ucenici trebalo da steknu kroz obrazovno-vaspitni proces
kako bi efikasno i aktivno uéestvovali u interkulturnom dijalogu, postovali principe
demokratske kulture i izrasli u demokratske gradane koji postuju drugost; 2)
registar validiranih i skaliranih deskriptora svih kompetencija predstavljenih u
navedenom modelu; 3) vodi¢ za implementaciju, namenjen institucijama i
pojedincima, u kome se prikazuje kako model i deskriptori mogu doprineti razvoju
nastavnog plana i programa, nastavnom procesu, pedagoskim pristupima,
evaluaciji kompetencija za demokratsku kulturu, edukaciji nastavnika i borbi protiv
radikalizacije i terorizma. Knjiga 1 (Referentni okvir kompetencija za demokratsku
kulturu: kontekst, koncept i model) izlaze pozadinu i istorijat nastanka ROKDK i
rad Saveta Evrope koji je prethodio njegovoj elaboraciji, istice vaznost
demokratske kulture, interkulturnog dijaloga i institucionalnih struktura, definise
koncepte identiteta i kulture, objasnjava sta Okvir predstavlja i teorijske postavke
na kojima se zasniva i nudi opis modela kompetencija potrebnih za demokratsku
kulturu i interkulturni dijalog, kao i glosar klju¢nih termina; knjiga 2 (Referentni
okvir kompetencija za demokratsku kulturu: Deskriptori kompetencija) pruza uvid
u kompletan registar svih deskriptora kompetencija za demokratsku kulturu i
opisuje nacin na koji su isti testirani, razvijeni i rangirani, dok knjiga 3 (Referentni
okvir kompetencija za demokratsku kulturu: Vodi¢ za implementaciju) nudi
smernice 0 tome kako se ROKDK moze primeniti u razli¢itim obrazovnim
sistemima i kontekstima®, te se bavi nastavnim planovima i programima,

8 Moramo istaci da je postepeno uvodenje kompetencija za demokratsku kulturu u
obrazovni sistem u Srbiji zapoceto 2017. godine pilot projektom ,,Podsticanje demokratske
kulture u Skolama”, kada su se donosioci odluka u obrazovnoj sferi i prakticari iz 20
odabranih $kola upoznali sa ROKDK, kako bi ga primenili na nivou obrazovnih politika i
nivou $kola: na nivou politika, to je podrazumevalo uvezivanje kompetencija navedenih u
Okviru sa planovima i programima nastave i ucenja, dok je na nivou $kola obuhvatalo
primenu pristupa razvijanja datih kompetencija kroz nastavne i vannastavne aktivnosti, kao
i saradnju sa lokalnom zajednicom. Projekat ,,Kvalitetno obrazovanje za sve”, zapocet
2019. godine i baziran na iskustvu pilot projekta, nastavio je rad na ostvarenju istih ciljeva
u proSirenom obimu: obuhvatio je novih 40 Skola, Skole iz pilot projekta preuzele su
mentorsku ulogu, a ZUOV je radio na povezivanju kompetencija za demokratsku kulturu sa
planovima i programima nastave i ucenja. Nova faza tog projekta krenula je sa radom
pocetkom 2023. godine i ima za cilj da dobre prakse i iskustva Skola prenese novim
Skolama Sirom Srbije, te tako uspostavi, prosiri ili ucvrsti demokratsku kulturu medu
ucenicima. U kontekstu Srbije, ROKDK predstavlja razradu, tj. nadogradnju na opste
medupredmetne kompetencije, dodatno naglasava principe inkluzivnog obrazovanja i
stavlja fokus na vaspitnu ulogu $kole, cit. u Smernice za podsticanje demokratske kulture:
paket materijala za mentorske skole (2023), Savet Evrope/Ministarstvo prosvete Republike
Srbije, str. 7.1 13.
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pedagogijom, ocenjivanjem, kontinuiranom edukacijom nastavnika,
sveobuhvatnim pristupom skoli i jacanjem otpornosti prema radikalizaciji koja
moze da vodi u nasilni ekstremizam i terorizam.

Prvi tom sadrzi konceptualni model sastavljen od 20 kompetencija koji je
utvrdio multidisciplinarni tim medunarodnih eksperata nakon dugoro¢nih
istrazivanja i konsultacija®, kao i informacije o istorijatu i izradi modela i nacinu na
koji je zamisljeno da se isti koristi. ,,Model kompetencija za demokratsku kulturu
definise vrednosti, stavove, vestine, znanje i kriticko razumevanje koje pojedinac
treba da poseduje da bi bio aktivni uéesnik u demokratskoj kulturi/drustvu/grupi”
(2020c: 12). Shodno tome, model je organizovan u ¢etiri transverzalne oblasti, od
kojih dve pripadaju afektivnom domenu (vrednosti i stavovi), a dve kognitivnom
(vestine i znanje i kriticko razumevanje), i sagledane su na sledeé¢i nacin (2020a:
38-56):

* Vrednosti su definisane kao opsta uverenja o zeljenim ciljevima kojima
pojedinac treba da tezi, odnosno imaju normativno-preskriptivnu ulogu o
tome kako treba postupati ili misliti u razli¢itim situacijama. ldentifikovana
su tri seta vrednosti, neophodnih za demokratsku kulturu i interkulturni
dijalog: vrednovanje ljudskog dostojanstva i ljudskih prava; vrednovanje
kulturne raznolikosti kao kapitala za drustvo, koji treba negovati i zastititi,
i vrednovanje demokratije, pravde, postenja, jednakosti i vladavine prava;

« Stavovi su opisani kao sveukupna mentalna orijentacija koju pojedinci
usvajaju u odnosu na nekoga ili nesto (osobu, grupu, instituciju, dogadaj,
simbol itd.) i sastoje se od Cetiri komponente: verovanja ili misljenja o
predmetu stava, emocije ili ose¢anja prema tom predmetu, pozitivnoj ili
negativnoj proceni predmeta i tendenciji ponasanja na odredeni nacin u
odnosu na taj predmet. Istice se sest stavova neophodnih za demokratsku
kulturu i interkulturni dijalog: otvorenost prema drugim kulturama i
drugacijim uverenjima, pogledima na svet i praksama; postovanje'® (drugih
ljudi i drugacijeg misljenja, pogleda na svet i praksi); gradanski duh;
odgovornost; samoefikasnost (vera u sopstvenu sposobnost za postizanje

® Utemeljenje modela kompetencija i proces putem koga su ustanovljene detaljno
su opisani i u prethodnoj publikaciji Saveta Evrope (2016): Kompetencije za demokratsku
kulturu: ziveti zajedno kao jednaki u kulturno raznolikim demokratskim drustvima.

10U ROKDK (2020a: 42) se istice da je postovanje manje dvosmislen pojam u
odnosu na toleranciju posto se zasniva na jednakosti i priznavanju dostojanstva, prava i
sloboda drugih, dok tolerancija moZe znaciti puko trpljenje ili podnosenje odredene razlike
ili necega sto pojedinac inace radije ne bi trpeo.
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odredenih ciljeva) i tolerancija prema dvosmislenosti (priznavanje
postojanja vise stanovista i tumacenja svake date situacije, tolerisanje
neizvesnosti i njeno konstruktivno resavanje);

* Vestine su oznatene kao sposobnost primene slozenih i dobro
organizovanih obrazaca razmisljanja ili ponasanja na prilagodljiv nacin
kako bi se postigao odredeni cilj. Postoji osam skupova vestina
neophodnih za demokratsku kulturu i interkulturni dijalog: autonomne
vestine ucéenja; vestine analiti¢kog i kritickog razmisljanja; vestine slusanja
i opazanja; empatija; fleksibilnost i prilagodljivost; jezicke, komunikativne
i visejezicke vestine; vestine za saradnju i vestine za resavanje sukoba;

* Znanje je prikazano kao skup informacija koje poseduje pojedinac, a
kriticko razumevanje kao shvatanje i uvazavanje znacenja u kontekstu
demokratskih procesa i interkulturnog dijaloga koje podrazumeva aktivnu
refleksiju i kriticku evaluaciju onoga $to je predmet razumevanja i
tumacenja (nasuprot automatskom, ustaljenom i nepromisljenom
tumacenju). lzdvajaju se tri osnovna skupa znanja i kritickog razumevanja
neophodnih za demokratsku kulturu i interkulturni dijalog: znanje i
kriticko razumevanje sebe (samosvest i samorazumevanje), znanje i
kriticko razumevanje jezika i komunikacije, kao i znanje i Kkriticko
razumevanje sveta: politike, prava, ljudskih prava, sopstvene i drugih
kultura, religije, istorije, medija, ekonomije, okoline i odrzivosti.

U kontekstu demokratske kulture i interkulturnog dijaloga ovaj
konceptualni model, koji ujedno predstavlja i srz Okvira, istice da se moze smatrati
,da pojedinac postupa kompetentno kada prikladno i delotvorno odgovara na
zahteve, izazove i mogucnosti koje pred njega postavljaju demokratske i
interkulturalne situacije, tako $to mobilise i koristi neke ili svih 20 kompetencija”
(2020a: 38). Prema ROKDK, ovih 20 kompetencija koje predstavljaju temelj
promovisanja demokratske kulture, budu¢i da su presudne za razvoj aktivnih
¢lanova globalnog drustva, retko se upotrebljavaju i rasporeduju individualno, veé
¢e kompetentno ponasanje pre podrazumevati ,istovremenu ili sekvencijalnu
aktivaciju i primenu celokupnog skupa kompetencija na dinamicki i uskladen
nacin”, sto omogucava pojedincu da se primereno i efikasno prilagodi konkretnim
zahtevima i izazovima koje predstavlja odredena situacija (idem: 57).
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Vrednosti Stavovi
- Vrednovanje ljudskog dostojanstva - Otvorenost prema drugim kulturama
i ljudskih prava kao i drugim uverenjima, pogledima
- Vrednovanje kulturne raznolikosti na sveti praksama
- Vrednovanje demokratije, pravde, - Postovanje
postenja, jednakosti i vladavine prava - Gradanski duh
- Odgovornost
- Samoefikasnost

- Tolerancija prema dvosmislenosti

Kompet
- Autonomne vestine ucenja - Znanje i kriticko razumevanje sebe
- Veidtine analitickog i kritickog razmisljanja - Znanje i krititko razumevanje jezika
- Vedtine slusanja i opaZanja i komunikacije
- Empatija - Znanje i kriticko razumevanje sveta:
- Fleksibilnost i prilagodljivost politike, prava, ljudskih prava, kulture,
- Jezitke, komunikativne i videjezicke veitine kultura, religija, istorije, medija,
- Vetine za saradnju ekonomije, okoline, odrzivosti
- Vestine za reSavanje sukoba
Znanje i kriticko
Vestine razumevanje

Slika 1. Model kompetencija za demokratsku kulturu (ROKDK, 2020a: 38)

Drugi tom ROKDK nudi detaljan opis dva skupa deskriptora koji
omogucavaju operacionalizaciju kompetencija za demokratsku kulturu: a) skup od
135 kljucnih i skaliranih deskriptora koji postavljaju ciljeve i ishode ucenja za
svaku od prethodno navedenih kompetencija iz modela i obuhvataju samo one
vrednosti, stavove, vestine, znanje i razumevanje koji se mogu naugiti, predavati i
ocenjivati, dok istovremeno ukazuju na odredeni nivo osposobljenosti — osnovni,
srednji i napredni; b) prosireni skup od 447 validiranih deskriptora, gde su neki
povezani sa konkretnim nivoom osposobljenosti, dok se drugi nalaze izmedu dva
nivoa. Svrha tih normiranih klju¢nih reci jeste da korisnicima ROKDK pomognu da
bolje razumeju ishode koje mogu posti¢i prilikom razvoja odredene kompetencije,
te da planiraju nastavu i procenjuju ostvarenost planiranih ishoda. Deskriptori su
jasne, eksplicitne i koncizne izjave ili pozitivni opisi onoga $to je pojedinac
sposoban da uradi ako je usvojio propisanu kompetenciju i pokazuju postignuce
konkretnog nivoa ovladavanja specificnom kompetencijom iz modela. Formulisani
su koriste¢i jezik ishoda ucenja, te pocinju jednoznac¢nim glagolom i opisuju neko
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uocljivo ponasanje povezano sa odredenim rezultatom ucenja, tako da mogu da
posluze ne samo kao kriterijumi za evaluaciju i vrednovanje stepena demokratske
kompetentnosti i progresa pojedinca, ve¢ i kao referentne tacke i koristan alat za
izradu nastavnog plana i programa i pedagosko planiranje, pa stoga doprinose
stvaranju koherentnosti. Osnovni izvor za njihovu elaboraciju bilo je prethodno
uspesno iskustvo u razvoju deskriptora za Zajednicki evropski referentni okvir za
jezike (Savet Evrope, 2001), te je preduzet sli¢an proces formulisanja, testiranja i
rangiranja deskriptora kompetencija za demokratsku kulturu u nekoliko faza:
definisanje kriterijuma za formulisanje deskriptora; formulisanje pocetne velike
banke nacrta deskriptora; izbor deskriptora na osnovu povratnih informacija
eksperata i profesionalaca iz oblasti obrazovanja; pilotiranje odabranih deskriptora
u razlicitim obrazovnim okruzenjima sirom Evrope i rangiranje deskriptora na
razlic¢ite nivoe osposobljenosti. Sledec¢i kriterijumi koris¢eni su za njihovo
uobli¢avanje: a) sazetost - deskriptori su morali biti kratki, idealno ne duzi od 25
re¢i; b) pozitivnost - svaki deskriptor je morao izrazavati sposobnost u smislu
pozitivne tvrdnje (npr. moze, izrazava, podrzava), bez koriséenja negacije; c)
jasnoc¢a - svaki deskriptor je morao biti jasan, relativno jednostavne gramaticke
strukture i bez upotrebe zargona; d) nezavisnost - svaki deskriptor je morao biti
nezavistan od ostalih; e) odredenost - svaki deskriptor je trebalo da opisuje
konkretna ponasanja ili postignuca koja bi ukazivala na to da li je neki pojedinac
ovladao relevantnom vrednoséu/stavom/vestinom/znanjem/razumevanjem i u kojoj
meri (2020b: 51-52).

4. Otvorenost prema drugim kulturama kao i drugim
uverenjima, pogledima na svet i praksama

Pokazuje interesovanje za u¢enje o uverenjima, vrednostima, tradici-

= jama i pogledima na svet drugih ljudi Osnovni

22 | lzrazava zainteresovanost za putovanje u druge zemlje

Izrazava radoznalost prema tudim uverenjima i tumacenjima i drugim

23 . & s e E
kulturnim orijentacijama i pripadnostima Srednji

24 | Izrazava zahvalnost za mogucnost da dozivi druge kulture

25

26| Trazi kontakt s drugim ljudima kako bi u¢io/la o njihovoj kulturi

Napredni

Slika 2. Primer klju¢nih deskriptora za otvorenost prema drugim kulturama, uverenjima,
pogledima na svet i praksama (ROKDK, 2020b: 17)
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Ukratko, deskriptori pruzaju prakti¢nu, operativnu dimenziju kompetencija
definisanih u ROKDK, predvidajuci specifi¢na, konkretna i vidljiva ponasanja koja
pojedinici mogu da ispolje u demokratskim i interkulturnim situacijama, dok
istovremeno omogucavaju evaluaciju aktivnosti ucenja i specifi¢nih inicijativa za
unapredenje kompetencija za demokratsku kulturu i osnazivanje svih aktera u
razlic¢itim obrazovnim okruZenjima.

Tre¢i tom predstavlja najobimniji deo ROKDK i vodi¢ je za njegovu
implementaciju kako u obrazovni, tako i u $iri drustveni kontekst, budu¢i da pruza
smernice, primere iz prakse, preporuke i korisne resurse namenjene kreatorima
obrazovnih politika i edukatorima u svim sektorima obrazovanja o tome kako se
model kompetencija i deskriptori mogu integrisati i Koristiti za planiranje nastave,
organizaciju procesa ucenja i pedagosku praksu, evaluaciju kompetencija za
demokratsku kulturu, obrazovanje nastavnika, integrativnu viziju $kole i jacanje
otpornosti prema radikalizaciji. U prvim poglavljima diskutuje se o integraciji
modela i deskriptora u tri faze planiranja obrazovanja: u izradi nastavnog plana i
programa, pedagoskom planiranju i ocenjivanju. Nakon toga slede poglavlja koja
se bave nafinima na koji se ROKDK koristi za edukaciju nastavnika, istiCe se
koliko je isti relevantan za razvijanje otpornosti na radikalizaciju i kako se moze
sprovoditi kroz sveobuhvatni pristup Skoli koji podrazumeva i saradnju sa
lokalnom zajednicom. Kako je za razvoj kompetencija za demokratsku kulturu
potreban holisti¢ki pristup, transverzalnost, kontinuitet i istrajnost, Savet Evrope je
usvojio ,.pristup cele skole” za primenu modela kompetencija za demokratsku
kulturu u praksi.

»Pristup cele skole, u kontekstu razvoja demokratske kulture, u skolama
integrise demokratske vrednosti i principe ljudskih prava u nastavu i ucenje, u
rukovodenje skolom i u celokupnu $kolsku Klimu, sa ciljem da se ucenicima
omoguci iskustvo u prakti¢noj primeni kompetencija za demokratsku kulturu™*?.,

Model kompetencija za demokratsku kulturu moze se koristiti u celini ili
delimi¢no, kao sredstvo za obogacivanje nastavnog plana i programa kroz njegovu
reviziju, osmisljavanje, izradu i povezivanje sa svakodnevnim zivotnim
situacijama. Kao sto je ve¢ navedeno, kompetencije za demokratsku kulturu ne
javljaju se pojedinacno, ve¢ su medusobno povezane i isprepletene sa samim
nastavnim procesom, koga Cine nastavni sadrzaji i metode i tehnike realizacije
istih. Razvoj navedenih kompetencija moze Se pospeSivati kako kroz sadrzaje

11 vodi¢ za podsticanje demokratske kulture u skolama (2023), Savet Evrope /
Ministarstvo prosvete Republike Srbije, str. 18-19.
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odredenih predmeta’?, medupredmetni nastavni pristup i vannastavne aktivnosti,
tako i kroz samu organizaciju nastave, odnosno putem razli¢itih metoda, medu
kojima se isti¢u sledeci: metode i pristupi orijentisani na proces — oblikovanje
demokratskih stavova i ponasanja; demokratski procesi na c¢asu; ucéenje kroz
saradnju; ucenje zasnovano na projektu; drustveno korisno ucenje, kao i metode i
pristupi zasnovani na sadrzaju — koris¢enje postojeceg nastavnog plana i programa
u okviru predmetnih oblasti; timska nastava i pristupi koji obuhvataju integrisan
nastavni plan i program, te bavljenje ,,skrivenim nastavnim planom i programom?”.
Prvih pet razvijaju kompetencije za demokratsku kulturu uglavnom kroz nacin na
koji je organizovan proces ucéenja, dok se ostale tri metode odnose na konkretne
sadrzaje (2020c: 31). ROKDK se moze Koristiti kako za osmisljavanje samo jedne
aktivnosti na ¢asu (npr. simuliranje situacija ili diskusije o odredenoj temi) ili za
slozenije zadatke, kao $to su grupni projekti i aktivnosti koje kombinuju rad na
¢asu sa aktivnostima u lokalnoj zajednici, tako i za osmisljavanje i izradu
vannastavnih aktivnosti (drustveno koristan rad u zajednici ili drustveno korisno
ucenje) ili iskljucivo za vanskolske aktivnosti poput volontiranja. Kroz te zadatke,
aktivnosti i projekte, kompetencije za demokratsku kulturu mogu se razvijati
samostalno ili zajedno sa konkretnim kompetencijama za odredeni predmet ili kroz
interdisciplinarne nastavne teme i kompetencije (2020c: 23). Evaluacija postignuc¢a
uvek treba da se zasniva na valjanim, pouzdanim, pravi¢nim, transparentnim i
prakti¢nim metodama; medutim, kada se ocenjuju kompetencije za demokratsku
kulturu, presudno je i da se osigura da te metode uvazavaju dostojanstvo i prava
ucenika, a kao najpogodnije se isticu formativna i dinamicka evaluacija, odnosno
pristupi mesovitih metoda (kroz prezentacije, usmene i pismene ispite), ukljucujuci
i samoocenjivanje i vrsnjacko ocenjivanje (2020c: 75). ROKDK takode preporucuje
da se integracija i primena modela kompetencija za demokratsku kulturu dosledno
ukljuéuju u obrazovanje i obuku studenata nastavnika (buducih nastavnika) i u
profesionalni razvoj prakticara (aktivnih nastavnika), a klju¢na uloga u tome
pripada institucijama za obrazovanje nastavnika pre nego sto stupe u sluzbu, kao i
internom obrazovanju®® i programima profesionalnog razvoja, kako bi edukatori u

12 Svi predmeti, kako obavezni tako i izborni, pogodni su za razvoj kompetencija
za demokratsku kulturu, videti primere u trecem tomu ROKDK, kao i u: Smernice za
integraciju referentnog okvira komeptencija za demokratsku kulturu u odabranim
programima ucenja (2022), Savet Evrope / ZUOV / Ministarstvo prosvete, nauke i
tehnoloskog razvoja Republike Srbije.

13 Obrazovanje nastavnika pre nego §to stupe u sluzbu treba da ih pripremi da
razumeju vaznost kompetencija za demokratsku kulturu bez obzira na njihovu orijentaciju
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svim obrazovnim kontekstima bili motivisani, odgovaraju¢e podrzani i dobro
obuceni (2020c: 81, 87). Vodi¢ za implementaciju zavrsava se poglavljem u kome
su objasnjeni termini radikalizacije, (nasilnog) ekstremizma i terorizma i gde se
istice zasto obrazovanje zasnovano na razvoju kompetencija za demokratsku
kulturu i osnazeni nastavnici, uz pomo¢ ostalih aktera u nastavhom procesu i
drustvenom okruzenju, imaju sredisnju ulogu u prevenciji ovih pojava.
Kompetencije istaknute u modelu ROKDK jacaju svest pojedinaca o potrebi za
inkluzivnim drustvom, redukcijom diskriminacije i isklju¢enosti marginalizovane
populacije, kao i o neophodnosti stvaranja otpornosti na uslove koji mogu da
iniciraju radikalizaciju i upotrebu nasilja kao sredstva resavanja sukoba. Navedeni
pristup je tako preventivan, a ne reaktivan, odnosno usmeren je upravo na
sprecavanje pokretanja radikalizacije umesto na Kkoriséenje obrazovanja za
deradikalizaciju nakon §to je ona ve¢ zapocela. ROKDK je relevantan za jacanje
otpornosti prema radikalizaciji zato §to su kompetencije koje sadrzi upravo one
koje pojedinicima pomazu da kriti¢ki analiziraju, ocenjuju, dovode u pitanje i
odbacuju nasilnu ekstremisticku i teroristicku propagandu i retoriku; pruzaju im
priliku da razumeju kompleksnost drustvenih i politi¢kih pitanja, kao i da prihvate
da te situacije ne mogu uvek adekvatno da se resavaju kroz pojednostavljene
solucije; omogucavaju im da shvate i uvazavaju uverenja, perspektive i poglede na
svet drugih ljudi i prihvataju da i njihovi stavovi mogu biti jednako valjani koliko i
sopstveni kada se posmatraju iz pozicije drugoga; navode ih da razumeju da su
nenasilna demokratska sredstva delotvorniji alati kako bi se mirno izrazila gledista
gradana, resile razlike u misljenjima, kao i da bi se sledili politicki i drustveni
ciljevi; kona¢no, uce ih da postuju ljudska prava i dostojanstvo, kulturnu
raznolikost, demokratiju, pravdu i vladavinu zakona (2020c: 108-109).

Iz svega prethodno navedenog mozemo zakljuciti da je Referentni okvir
kompetencija za demokratsku kulturu razvijen kao sveobuhvatno, transparentno i
koherentno stivo i sredstvo za sticanje kompetencija neophodnih za promociju
demokratskih i univerzalnih vrednosti, uz iskustveno ucenje, poredenje, analizu,
kriticko razmisljanje i delovanje. Kroz prikazani model kompetencija, registar

prema specijalizovanom predmetu i da osigura da budu u stanju da slede taj pristup u
svakodnevnoj skolskoj praksi. Interno obrazovanje treba da se usredsredi na trenutne
izazove u konkretnim situacijama na konkretnim nivoima obrazovanja i u konkretnim
okruzenjima, pomazuci aktivnim nastavnicima da postanu kompetentniji i profesionalniji u
svom svakodnevnom radu, dok neprekidni profesionalni razvoj igra narocito vaznu ulogu u
razvoju kompetencija za demokratsku kulturu nastavnika (2020c: 81-82).
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deskriptora i smernice o nastavnom planu i programu, pedagogiji i ocenjivanju,
ROKDK obezbeduje materijal i fleksibilne alate koji su potrebni za vaspitno-
obrazovni proces i osvescivanje pojedinaca o znac¢aju licne i kulturne raznolikosti u
sistemu formalnog, neformalnog i informalnog obrazovanjal*. Kompetencije za
demokratsku kulturu se tako mogu organizovati u vidu spiralnog kurikuluma u
kome se neke ponavljaju, a druge progresivno dodaju i dodatno razvijaju tokom
¢itavog zivota. Zbog toga je vazno da ucenici od najranijeg uzrasta nauce da
vrednuju i razumeju kompetencije za demokratsku kulturu, te da postanu
samostalni i angazovani na celozivotnom ucenju i izgradivanju Kriticke svesti
neophodne za razvoj globalnog gradanstva i odrzivost kohezivnih drustava. Model
opisan u ROKDK prepoznaje Kljuéni znac¢aj interkulturnog dijaloga, otvorenosti i
empatije za uspesnu interkulturnu komunikaciju i pospesivanje demokratskih
procesa u kulturno raznolikim drustvima, a promovisanje adekvatne i efikasne
interkulturne razmene doprinosi osnovhom cilju Saveta Evrope: oc¢uvanju ljudskih
prava, demokratije i vladavine prava.

ROKDK tezi da implementacijom ponudenog modela kompetencija u
nastavni proces postane klju¢an resurs za sticanje i razvoj interkulturne i
demokratske kompetencije, obrazovanje zasnovano na vrednostima i pospesivanje
kritickog misljenja, intelektualne autonomije ucenika i njihove aktivne uloge kao
angazovanih gradana u savremenom multikulturnom drustvu. Ovaj dokument nije
obavezuju¢i, ve¢ nudi preporuke za kreiranje, sprovodenje i evaluaciju obrazovnih
aktivnosti u razli¢itim kontekstima i obrazovnim okruzenjima. Njegova svrha je da
obezbedi sveobuhvatan izvor i zajednicku terminologiju, koja omogucéava svim
zainteresovanim stranama da predaju, uce ili ocenjuju vrednosti, stavove, vestine,
znanje i kriticko razumevanje i njihove odnose, kao i da samostalno i delotvorno
ucestvuju u demokratskoj kulturi i Zive u miru sa drugima u kulturno raznolikim

14 Usvajanje kompetencija za demokratsku kulturu je celozivotni proces jer
pojedinci stalno dozivljavaju i analiziraju nove i drugacije situacije i kontekste. ROKDK i
model kompetencija kao njegov centralni deo mogu pomoci u tom procesu u svim vrstama i
fazama obrazovanja — formalnom, neformalnom i informalnom. Formalno obrazovanje
oznacava strukturisan sistem obrazovanja i obuke koji polazi od predskolskog i osnovnog,
preko srednjeg do univerzitetskog obrazovanja, odvija se u opstim i stru¢nim obrazovnim
institucijama i sertifikovano je. Neformalno obrazovanje obuhvata bilo koji planirani
program obrazovanja koji se razvija radi pospesivanja razlicitih vestina i kompetencija
izvan formalnog obrazovanja. Informalno obrazovanje podrazumeva proces celozivotnog
ucenja, pri ¢emu pojedinac stice stavove, vrednosti, vestine i znanja preko obrazovnih
uticaja i resursa u sopstvenoj sredini, kao i iz svakodnevnih iskustava (porodica, vrsnjaci,
okolina, masovni mediji, posao, igra, itd). (2020a: 19)
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demokratskim drustvima. ROKDK istice da demokratsko i interkulturno
kompetentno ponasanje proizlazi iz dinami¢kog i adaptivhog procesa, tokom koga
pojedinac prikladno i efikasno odgovara na kontinuirane izazove sa kojima se
suoc¢ava u interkulturnim situacijama i razmenama, sto se postize ,,fleksibilnom
mobilizacijom, uskladivanjem i angazovanjem razli¢itih skupova psiholoskih
resursa koji se selektivno aktiviraju iz celokupnog repertoara vrednosti, stavova,
vestina, znanja i razumevanja nekog pojedinca” (2020a: 35), odnosno kroz
medudelovanje razlicitih aspekata sve cetiri pomenute dimenzije, §to odrazava
holisti¢ki pristup kompetencijama za demokratsku kulturu. Upotreba ovog pristupa,
uz vrednovanje ljudskog dostojanstva i ljudskih prava, kulturne raznolikosti i
demokratskih procesa omoguc¢ava pojedincima da postanu obrazovani, promisljeni,
odgovorni, angazovani i osnazeni demokratski gradani, otporni na ekstremnu
retoriku i radikalizaciju (2020c).

Konacno, Referentni okvir kompetencija za demokratsku kulturu
predstavlja sistematican dokument Kkoji se moze Kkoristiti kao sredstvo za
promovisanje demokratskih i interkulturnih kompetencija pojedinaca na svim
uzrastima i u razli¢itim obrazovnim, drustvenim i kulturnim scenarijima, uz
bogacenje i reviziju nastavnih planova i programa, model sveobuhvatnog pristupa
skoli, postovanje raznolikosti pedagoskih pristupa i povezivanje sa svakodnevnim
zivotnim situacijama i kontekstima. Takode, mozemo ista¢i da je kreiran i da
odgovori na izazove sa kojima se suoCava savremeni globalizovani svet, te tako
ima §iru projekciju jer nije usmeren samo na sferu obrazovanja, vec¢ tezi da bude
podrska i svim akterima uklju¢enim u razvoj samosvesnog globalnog gradanstva,
koje predstavlja osnov izgradnje i odrzivosti pluralisti¢kih, pravednih, inkluzivnih i
demokratskih drustava.
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Maja M. Andrijevié (rodena 25. maja 1975) docentkinja je za uzu nauc¢nu oblast
Spanski jezik i lingvistika na Filolosko-umetni¢kom fakultetu Univerziteta
u Kragujevcu. Oblasti njenog interesovanja obuhvataju metodiku nastave
stranih jezika i1 Spanskog kao stranog jezika, primenjenu lingvistiku,
kriticku sociolingvistiku i interkulturne studije, §to se ogleda u objavljenim
nau¢nim radovima u casopisima i zbornicima u zemlji 1 inostranstvu.
Ucestvovala je u realizaciji viSe seminara, stru¢nih skupova i radionica za
nastavnike S$panskog jezika u Srbiji o savremenim tendencijama i
pristupima u nastavi stranih jezika. Koautorka je Prirucnika iz akademskog
pisanja, kao i udzbenic¢kih kompleta za Spanski jezik za osnovnu $kolu
jHola, amigos! i ¢ Hablamos? (Zavod za udzbenike).

Dunja B. Brankov (rodena 28. januara 1994) studentkinja je doktorskih studija na
Katedri za iberijske studije Filoloskog fakulteta u Beogradu, gde je zavrsila
osnovne i master studije 1 gde radi kao demonstratorka. UZa naucna oblast
su joj primenjena i racunarska lingvistika, a objavila je radove u
Casopisima (Anali Filoloskog fakulteta i Philologia), zbornicima sa
naucnih skupova i prezentovala je originalne istrazivacke radove na
domaéim i medunarodnim konferencijama. Zivi u Beogradu.

Nevena M. Budevac (rodena 14. marta 1982) vanredna je profesorka na Fakultetu
za obrazovanje ucitelja i vaspitaca u Beogradu — uza naucna oblast
Psihologija. Pored doktorata steenog na Filozofskom fakultetu u
Beogradu, pohadala je i $kolu doktorskih studija u Svajcarskoj (2009—
2010). Ucesnik je vise projekata Instituta za psihologiju Filozofskog
fakulteta u Beogradu u oblasti obrazovanja. Glavne publikacije:
monografija Psihologija obrazovanja za vaspitace (Beograd: Uciteljski
fakultet, 2018); naucni ¢lanak Children do ask, but do not know how to do
asking: epi-pragmatic vs. meta-pragmatic skill (koautorka) u ¢asopisu
Ilcuxonoeuja (2009/1); naucni ¢lanak I°ll accept, but next time you’ll have
to listen to me! How seven-year-olds read together, u zborniku Studying
interaction in different contexts: A qualitative view (¢ija je 1 kourednica)
(Beograd: Institut za psihologiju, 2011).

Tibor Berta (roden 27. septembra 1968) redovni je profesor na Odseku za
hispanistiku Fakulteta humanistickih i druStvenih nauka Univerziteta u
Segedinu, Madarska. Bio je gostuju¢i profesor — izmedu ostalih institucija
— na Univerzitetu u Alikanteu, Univerzitetu Etve§ Lorand u Budimpesti,
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Univerzitetu Rovira i Virgili i Zapadnom Univerzitetu u Temi$varu.
Oblasti interesovanja i istrazivanja su mu nastava Spanskog jezika kao
stranog i istorijsko-komparativna morfosintaksa iberoromanskih jezika.
Medu njegovim publikacijama izdvaja se monografija Cliticos e infinitivo.
Contribucién a la historia de la promocion de cliticos en espafiol y
portugués (Segedin: Hispania 2003). Deo je uredni¢kog tima ¢asopisa Acta
Hispanica (Segedin), Beoiberistica — Revista de estudios ibéricos,
latinoamericanos y comparativos (Beograd) i RILEX — Revista sobre
investigaciones  léxicas (Jaen). Clan je srednjoevropskog tima
medunarodnog projekta Spanski u Evropi — demografija govornika jezika
(El espafiol en Europa — demografia de los hablantes de una lengua).

Aleksandra J. Gojkov Raji¢ (rodena 31. jula 1973) redovna je profesorka za
predmet Nemacki jezik na Fakultetu za obrazovanje ucitelja i vaspitaca u
Beogradu i na Visokoj strukovnoj vaspitackoj i medicinskoj $koli u Vrscu.
Oblasti interesovanja i istrazivanja su joj metodika nastave stranog
(nemackog) jezika i stranog jezika struke, ucenje stranog jezika na ranom
uzrastu, nemacka knjizevnost, istorija i kultura i nemacko-srpske knjizevne
i kulturne veze. Do sada je samostalno ili u koautorstvu objavila jedanaest
monografija, jedan univerzitetski udzbenik, brojne nau¢ne radove u
domaéim i medunarodnim &asopisima, kao i prevode i prikaze knjiga. Clan
je urednickih odbora ¢asopisa Research in Pedagogy i Konin Socio-
Economic Studies. Zivi u Vricu.

Ljiljana V. Purié (rodena 6. februara 1955) docentkinja je u penziji na Katedri za
romanistiku Filoloskog fakulteta Univerziteta u Beogradu. Bavi se
metodikom nastave francuskog / stranih jezika i jeziCkim obrazovnim
politikama, posebno uvodenjem inovativnih reSenja u sistem obrazovanja
Srbije. U svojim istrazivanjima analizira dijahronijske 1 sinhronijske
aspekte fenomena. Autorka je, pored ostalog, monografije Strani jezici u
obrazovnoj politici Srbije (Beograd: Filoloski fakultet Univerziteta u
Beogradu, 2016) i autorka i koautorka ¢lanaka, npr. sa J. Filipovi¢ Early
childhood foreign language learning and teaching in Serbia: a critical
overview of language education policy and planning in varying historical
contexts u zborniku Early language learning policy in 21st century, an
international perspective (ur. Zein and Coady. Springer, 2021: 61-85).

Gorana G. Zecevi¢ Krneta (rodena 17. avgusta 1978) docentkinja je za uzu
nauénu oblast Spanski jezik i lingvistika na Filolosko-umetni¢kom
fakultetu Univerziteta u Kragujevcu. Autorka je preko dvadeset radova
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Natasa

radova u nacionalnim i internacionalnim Casopisima i zbornicima radova.
Zivi u Beogradu

Z. Jankovié (rodena 23. septembra 1966) vanredna je profesorka na
Fakultetu za obrazovanje ucitelja i vaspitaca u Beogradu — uza naucha
oblast Engleski jezik sa metodikom nastave engleskog jezika. Autorka je i
vodeca predavacica niza predmeta u okviru nastavnog programa Modul
engleskog jezika na svom fakultetu. Glavne publikacije: monografija
Vrednovanje, ocenjivanje i testiranje u nastavi stranih jezika (2022),
FOKUS; The Mutual Impact of Educational Policies and Multilingualism —
Report on the Circle U. Panel Discussion, Language — Profession —
Science — 2.1 (2022) DSJKS; The New Virtual Reality — Teachers’ and
Students’ Perceptions and Experience in English Language Learning and
Teaching Online (xoaytop), Hnosayuje y nacmasu (2021).

Andrea-Beata B. Jeli¢ (rodena 20. marta 1974) docentkinja je na Odseku za

Ana S.

romanistiku Filozofskog fakulteta Sveucilista u Zagrebu. Bavi se temama
vezanim za proces ucenja i usvajanja stranih jezika sa akcentom na
metodiku nastave Spanskog jezika. Na diplomskim studijama hispanistike
predaje predmete u okviru nastavnickog smera. Ucestvovala je u radu vise
domacih i medunarodnih istrazivackih i strucnih radnih grupa iz oblasti
nastave stranih jezika i objavila tridesetak naucnih i strucnih radova.
Posebne teme od interesa su individualni faktori, viSejezi¢nost, medujezik
ucenika, sticanje vestine ¢itanja, kompetencije i obrazovanje nastavnika te
evaluacija u nastavi stranih jezika. Bibliografija je dostupna na:
https://www.bib.irb.hr/pregled/profil/26225.

Jovanovié¢ (rodena 8. jula 1977) vanredna je profesorka na FiloloSkom
fakultetu Univerziteta u Beogradu, Katedra za iberijske studije.
Diplomirala je na FiloloSkom fakultetu u Beogradu, a magistarske i
doktorske studije zavrSila na Univerzitetu Purdue, SAD, 2008. godine. U
nastavnom i istrazivaCkom radu posebno se bavi temama u vezi s u¢enjem
1 usvajanjem stranog i naslednog jezika, individualnim razlikama ucenika,
interkulturnom nastavom i jezickom obrazovnom politikom. Rukovodi i
ucestvuje u vise medunarodnih naucnih i strucnih projekata, a aktivnim
angazovanjem u strukovnim udruZenjima nastoji da doprinese unapredenju
nastave i ucenja stranih jezika u zemlji. Objavila je dve monografije i vise
desetina naucnih radova.

Jelena M. Kova¢ (rodena 29. aprila 1983) je visa lektorka za Spanski jezik na

Katedri za iberijske studije Filoloskog fakulteta Univerziteta u Beogradu.
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Oblasti njenog naucnog interesovanja su sociolingvistika, savremeni
Spanski jezik, primenjena lingvistika, kognitivna lingvistika i sefardske
studije. Do sada je objavila vise originalnih nau¢nih i stru¢nih radova u
domadim casopisima i ucestvovala na nekoliko nau¢nih konferencija i
seminara za usavrSavanje nastavnika u zemlji i inostranstvu. Zivi u
Beogradu.

Danijela D. Ljubojevié (rodena 17. jula 1979) je nauc¢na saradnica u Institutu za

pedagoska istrazivanja u Beogradu. Doktorirala je na Filoloskom fakultetu
u Beogradu, uza nauc¢na oblast metodika nastave stranih jezika. Od 2004.
do 2022. godine radila je u nastavi u osnovnim i srednjim Skolama kao i na
fakultetu. Objavila je preko trideset nauc¢nih radova i do sada je
ucestvovala u brojnim projektima koji se ticu reforme obrazovanja u Srbiji.
Od 2017. godine angazovana je kao savetnica za predmetni nadzor u
Skolskoj upravi Beograd.

Sanja M. Mari¢i¢ Mesarovi¢ (rodena 2. marta 1982) vanredna je profesorka na

Milica
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Odseku za italijanske i iberoamericke studije Filozofskog fakulteta
Univerziteta u Novom Sadu, gde predaje Spanski jezik. U zvanje
vanrednog profesora je izabrana 2021. godine. Doktorirala je na
Filoloskom fakultetu u Beogradu. Bavi se metodikom nastave Spanskog
kao stranog jezika, hispanskim kulturama, frazeologijom, leksikologijom,
pragmatikom i sociolingvistikom. Ucestvovala je kao izlagacica i kao
¢lanica organizacionog i nau¢nog odbora na vise od dvadeset domacih i
medunarodnih konferencija. Objavila je znacajan broj naucnih radova iz
oblasti metodike nastave stranih jezika, primenjene lingvistike,
sociolingvistike i pragmatike. Clanica je redakcije asopisa Metodicki
vidici koji izdaje Filozofski fakultet u Novom Sadu. Zivi u Beogradu.

A. Mastilo (rodena 28. februara 1992) doktorantkinja je na FilolosSkom
fakultetu Univerziteta u Beogradu, na kom je angazovana kao
demonstratorka na Katedri za iberijske studije. Osnovne i master studije
zavrsila je na istom fakultetu. Ucestvovala je u raznim projektima, medu
kojima se istice DeTELEDA - Development of Competences of Spanish
Language Teachers for Early Language Education in the Digital Age,
usmeren na obrazovanje nastavnika za rad na ranom uzrastu. Oblasti
njenog interesovanja su primenjena lingvistika, metodika nastave stranog
jezika i sociolingvistika. Do sada je objavila nekoliko originalnih nau¢nih
radova u domacim cCasopisima i ucestvovala na nauénim i stru¢nim
konferencijama u zemlji.
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Marijana N. Papri¢ (rodena 25. aprila 1971) docentkinja je za predmet Ruski
jezik na Fakultetu za obrazovanje u¢itelja i vaspitaéa u Beogradu. Zivi u
Beogradu. Oblasti interesovanja i istrazivanja su metodika nastave stranog
(ruskog) jezika i jezika struke, teorija udzbenika, kultura i komunikacija,
strani jezik na ranom uzrastu. Jedna je od autora udzbenickog kompleta /jo
eécmpeuu 6 Poccuu: pycku jesux ca Paonom ceeckom 3a cumHasuje u
cpeowe cmpyune wxone -1V, Zavod za udzbenike, Beograd (2010-2016),
univerzitetskog udzbenika: Bocnumwisaem, obyuaem, uepaem: pycku jezux
3a cmyoenme Yuumesmckoz ¢paxyrmema, UCciteljski fakultet, Beograd
(2015) 1 veceg broja strucnih i naucnih radova medu kojima su
najznacajniji publikovani u Casopisima Hwuosayuje y Hacmasu,
Cnasucmuka 1 u zbornicima radova sa medunarodnih konferencija
posvecenih stranim jezicima struke.

NataSa N. Popovié¢ (rodena 14. decembra 1981) vanredna je profesorka za uzu
nau¢nu oblast Romanistika na Odseku za romanistiku Filozofskog
fakulteta Univerziteta u Novom Sadu. Njene oblasti interesovanja su
sintaksa i semantika savremenog francuskog jezika, francuski jezik struke,
metodika nastave francuskog jezika i kontrastivna istrazivanja jezika i
kultura. Objavila je veliki broj radova na francuskom i srpskom jeziku
kako u domacim, tako i u inostranim Casopisima. Autor je monografije
Izrazavanje kauzalnosti u savremenom francuskom i srpskom jeziku (Novi
Sad: Filozofski fakultet, 2022).

Danijela M. Prosi¢-Santovac (rodena 23. oktobra 1978) vanredni je profesor na
Odseku za anglistiku i upravnica Centra za jezike Filozofskog fakulteta u
Novom Sadu. Njena uza naucna oblast je anglistika, a polja istrazivackog
interesovanja su: primenjena lingvistika, metodika nastave i knjizevnost za
decu i mlade. Autorka je tri monografije: Home and school use of Mother
Goose, 2009; The magical art: Appropriation, reception and interpretation
of fairy tale, 2019; Mirroring life: Fairy tales and nursery rhymes in
context, 2023), a i kourednica Cetvrte (sa Shelagh Rixon, Integrating
assessment into early anguage learning and teaching, 2019).

Biljana B. Radié-Bojani¢ (rodena 10. aprila 1975) redovna je profesorka na
Filozofskom fakultetu Univerziteta u Novom Sadu, gde je i diplomirala,
magistrirala i doktorirala. Autorka je ili koautorka Sest knjiga, urednica je
deset zbornika i jednog naucnog Casopisa od nacionalnog znacaja, kao i
plodna autorka mnogobrojnih istrazivackih radova objavljenih u domadéim i
stranim ¢asopisima visokih kategorija.
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Jelena M. Filipovié¢ (rodena 5. februara 1966) je redovna profesorka Filoloskog

fakulteta u Beogradu. Diplomirala je na istom fakultetu, a magistrirala i
doktorirala na Univerzitetu Perdju (Purdue) u SAD. Bavi se kritickom
sociolingvistikom, jezickom politikom i planiranjem, rodnim studijama,
sefardskim studijama, kao i hispanskom i primenjenom lingvistikom.
Autorka je Cetiri knjige i koautorka tri, kao i1 kourednica vise tematskih
monografija. Autorka je 1 koautorka viSe desetina c¢lanaka u
internacionalnim i nacionalnim akademskim casopisima i monografijama
iz oblasti istrazivanja (kritiCke) sociolingvistike, jeziCkih politika, jezika i
roda, sefardske sociolingvistike, jezickih kontakata i primenjene
lingvistike.

Vera M. Savi¢ (rodena 7. juna 1957) docentkinja je na Fakultetu pedagoskih nauka

Senka

u Jagodini Univerziteta u Kragujevcu za oblast primenjene lingvistike, gde
predaje na masterskim i doktorskim studijama (trenutno angazovana iz
penzije). U svojim istrazivanjima bavi se ranim ucenjem stranog jezika,
razvojem vestine Citanja na engleskom jeziku, integrativnom nastavom
stranog jezika, inkluzijom u nastavi stranih jezika i obrazovanjem i
struénim usavr$avanjem nastavnika engleskog jezika. Pored velikog broja
objavljenih nau¢nih radova, autor je i urednik Sest knjiga, od kojih su
najnovije: The 6 Principles for Exemplary Teaching of English Learners:
Young Learners in a Multilingual World (TESOL Press, Sjedinjene
Drzave, 2021), koju je koautorski objavila sa Dzoun Sin i Tomohisom
Macidom, i knjige Teaching Young Language Learners in South Eastern
Europe: A Multidimensional Research on Policy and Pedagogical
Practices (Disigma Publishing, Grcka, 2020) i Professional Competences
for Teaching in the 21st Century (Fakultet pedagoskih nauka, Srbija,
2020), ¢iji je jedan od urednika.

R. Stojanov (rodena 20. septembra 1982) profesorka je u gimnaziji u
Sremskim Karlovcima i u Osnovnoj $koli ,,Sonja Marinkovi¢” u Novom
Sadu. Studentkinja je na doktorskim studijama iz metodike nastave na
Odseku za pedagogiju Filozofskog fakulteta u Novom Sadu. Oblasti njenih
interesovanja su metodika nastave francuskog jezika, dvojezi¢nost i ucenje
stranog jezika na ranom uzrastu. Objavila je rad Rano ucenje francuskog
jezika — progovoriti francuski uz pesme za decu u zborniku Jezik, kultura i
obrazovanje (Pedagoski fakultet u Uzicu, 2018).

Katarina . Zavisin docent. Rodena je 6. juna 1973. u Beogradu. Godine 1997.
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fakultetu Univerziteta u Beogradu gde i radi od 2012. godine. Predavala je
italijanski jezik u Italijanskom institutu za kulturu i u Trecoj beogradskoj
gimnaziji u okviru dvojezicne CLIL nastave. Godine 2013. odbranila je
doktorski rad na temu dvojezi¢ne CLIL nastave. Autorka je radova iz
oblasti didaktike stranih jezika, dvojezicne (CLIL) nastave, obrazovanju
nastavnika stranih jezika i slicno. Koautorka je udzbenika za italijanski
jezik za osnovnu $kolu (sedmi i osmi razred), kao i italijansko-srpskog i
srpsko-italijanskog re¢nika za osnovnu i srednju skolu.
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METODICKI VIDICI
FILOZOFSKI FAKULTET U NOVOM SADU

PROPOZICIJE ZA TEHNICKO UREPENJE RADA!
Rad se salje u elektronskoj formi (.doc OBAVEZNO, nikako .docx) kao ata¢ment na adresu

metodicki.vidici@ff.uns.ac.rs tokom cele godine. Rad moze biti pisan na svim jezicima koji
se izu¢avaju na Filozofskom fakultetu u Novom Sadu.

* * *

Rad treba da sadrzZi sledeée 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. Nedeljkovié

Univerzitet u Novom Sadu

Filozofski fakultet, Odsek za anglistiku
petranedeljkovic@gmail.com

UKOLIKO JE AUTOR STUDENT DOKTORSKIH STUDIJA, AFILIJACIJU NAVODI
OVAKO:

Univerzitet u Novom Sadu

Filozofski fakultet

Doktorske studije filozofije / jezika i knjizevnosti / istorije / sociologije / pedagogije itd.
Imejl adresa

1 Molimo Vas da ovaj dokument koristite kao obrazac.
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NASLOV RADA?

APSTRAKT: Apstrakt rada na jeziku na kome je rad. Apstrakt pisati fontom Times New
Roman, veli¢ine 10, sa uvu¢enom levom ivicom ispod naslova rada, jednostruki prored.
Apstrakt treba da ima 100-150 reci.

Kljucne reci: kljuéne 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 (ukljucujuéi 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, uvuéeno 1,5 cm, pod navodnicima); 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).

ILUSTRACIJE | TABELE

Tekst u grafickim prikazima (tabele, grafikoni): Font Times New Roman, veli¢ina 10,
normal.

Legenda ispod ilustracija (grafi¢ki prikazi, slike): Font Times New Roman, veli¢ina 10,
normal, centralno poravnanje, oznaka: Tabela 1, Slika 1, Grafikon 1 i sl.

2 Neophodno je naznatiti da li je pripremljen rad sa nekog projekta, npr.
Ministarstva za obrazovanje, nauku i tehnoloski razvoj Republike Srbije.

Ukoliko je rad zasnovan na seminarskom radu sa doktorskih studija, potrebno je u
fusnoti navesti i tu informaciju.

3 U fusnotama daju se komentari i napomene autora.
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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 azbu¢no ako je pisan
¢irilicom [i u uglastim zagradama transliterovati na latinicu].

Knjiga:
Radovanovi¢, M. (1986). Sociolingvistika. Novi Sad: Knjizevna zajednica Novog Sada —

Dnevnik.

beuanoruh, b., Jeppuh, J., [letposuh, 3. (2011). Hcmopuja 7: yubenux 3a ceomu paspeo
ocnosHe wkone. beorpan: Klett. [BeCanovi¢, B., Jevri¢, J., Petrovié, 3. (2011).
Istorija 7: udZzbenik za sedmi razred osnovne $kole. Beograd: Klett.]

Rad u Casopisu:
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., 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.

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: Filoloski fakultet):
25-34.

4 Literatura (bibliografija, izvori) se navodi abecednim redom, uz postovanje APA
standarda.
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Elektronska izdanja:

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-1.htmI>.

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 kljuéne reci sa pocetka rada.

Biografija autora do 100 rec¢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 Perspectives)
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. Nedeljkovié

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

TITLE OF THE PAPER?

! Please use this document as a template.

2 It 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.
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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.

Kljucne reci: 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.

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.

3 Footnotes should contain only the author’s comments.
4 References are listed alphabetically after the APA standard.
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Beuanosuh, b., Jespuh, J., Ilerposuh, 3. (2011). Hcmopuja 7: yubenux 3a ceomu paspeo
ocHosHe wikoae. beorpan: Klett.

Papers in journals:

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.

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, in 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. Accessed on 7.
May 2010. URL: <http://neal.ctstateu.edu/history/world_history/archives/limb-
I.html>.
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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.

5> 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.
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METODICKI VIDICI (Methodische Perspektiven)
PHILOSOPHISCHE FAKULTAT NOVI SAD, NOVI SAD

HINWEISE ZUR FORMATIERUNG DER AUFSATZE*

Sie konnen uns lhre Aufsatze ganzjahrig in elektronischer Form (NUR DOC-Format,
DOCX-Format ist nicht zul&ssig) als E-Mail-Anhang (ber die E-Mail-Adresse
metodicki.vidici@ff.uns.ac.rs zukommen lassen. Der Aufsatz kann in allen Sprachen
verfasst werden, die an der Philosophischen Fakultat 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 tétig ist, wird in der folgenden Reihenfolge
angegeben

Universitat

Fakultét, Abteilung

E-Mail Adresse

BEISPIEL :

Petra B. Nedeljkovié

Univerzitet u Novom Sadu

Filozofski fakultet, Odsek za anglistiku
petranedeljkovic@gmail.com

HANDELT ES SICH BElI AUTOREN UM DOKTORANDEN, WIRD DIE
AFFILIATION AUF FOLGENDE WEISE ANGEGEBEN:

Universitat Novi Sad

Philosophische Fakultat

Doktorstudium der Philosophie/ Sprache und Literatur/ Soziologie/ Erziehungswissenschaft
E-Mail-Adresse

TITEL DES AUFSATZES?

L Verwenden Sie bitte dieses Dokument als Vorlage zur Gestaltung Ihres
Manuskripts.


mailto:metodicki.vidici@ff.uns.ac.rs

METODICKI VIDICI

ABSTRACT: Abstract des Aufsatzes (ca. 100-150 Woérter) und die Stichworter 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).

TITLE OF THE PAPER IN ENGLISH

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 (einschlieflich 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 fir 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 — groRe 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.

LITERATURVERZEICHNIS?

Times New Roman (pt 12), Zeilenabstand 1,5, hdngender Einzug.

2 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 Fufinote angegeben werden.

3 FuRnoten enthalten nur Kommentare und Anmerkungen des Autors.

4 Das Literaturverzeichnis wird alphabetisch nach Namen der Autoren geordnet,
mit der Einhaltung des APA Standards.
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HINWEISE ZUR FORMATIERUNG DER AUFSATZE

Im Literaturverzeichnis werden nur Quellen angegeben, die im Artikel explizit erwéhnt
wurden.

Blicher:

Radovanovié¢, M. (1986). Sociolingvistika. Novi Sad: Knjizevna zajednica Novog Sada —
Dnevnik.

beuanosuh, B., Jepuh, J., Ilerposuti, 3. (2011). Hcmopuja 7: yubenux 3a ceomu paspeo
ocnosHe uikone. beorpan: Klett.

Zeitschriftenaufsatz:

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.

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, in 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. Zugriff am 7. 5.
2010. URL.: <http://neal.ctstateu.edu/history/world_history/archives/limb-1.html>.

Vorname und Name
Name der Institution auf Serbisch

TITEL DES AUFSATZES AUF SERBISCH
Zusammenfassung (auf Serbisch) 5
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).

5> Die Redaktion wird die Zusammenfassungen der Autoren ohne
Serbischkenntnisse ibersetzen lassen.
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Stichwdrter: Stichwdorter vom Anfang des Aufsatzes in der serbischen Ubersetzung.

Biographie des Autors bis 100 Wdrter auf Serbisch (Geburtsdatum, Beruf, Wohnort/Land,
Forschungsgebiet, wichtigste Publikationen)

AUFSATZE, DIE DIESE AUTORENHINWEISE NICHT BERUCKSICHTIGEN,
WERDEN ZUR UBERARBEITUNG AN DIE AUTOREN ZURUCKGESCHICKT.
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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 pic¢ce jointe a I’adresse suivante :
metodicki.vidici@ff.uns.ac.rs au cours de toute I’année. Les contributions peuvent étre
écrites dans toutes les langues étudiées a la Faculté de Philosophie de 1’Université de Novi
Sad.

Chaqgue contribution doit contenir les éléments suivants :

Prénom, initiale du prénom d’un des parents, nom de I’auteur
Affiliation de I’auteur devrait étre donnée comme ci-dessous :
Université

Faculté, Département

Adresse électronique

EXEMPLE:

Petra B. Nedeljkovié

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

TITRE DE LA CONTRIBUTION?

! Veuillez utiliser ce document comme modéle.
2 11 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


mailto:metodicki.vidici@ff.uns.ac.rs

METODICKI VIDICI

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 1’abrégé; citer au maximum 10
mots-clés.

TITLE OF THE PAPER IN ENGLISH

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 parenthéses, 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
caractéres Times New Roman ; 10 points ; normal ; centré ; titre : Table 1, Image 1,
Graphique 1, etc.

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.

3 Les notes de bas de page ne sont réservées qu’aux commentaires des auteurs.
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CONSIGNES AUX AUTEURS

BIBLIOGRAPHIE*

Times New Roman 12, interligne 1,5, retrait négatif de premiere ligne.
La liste des références bibliographiques doit contenir seulement des sources explicitement
citées dans la contribution.

Un ouvrage :
Radovanovi¢, M. (1986). Sociolingvistika. Novi Sad: KnjiZzevna zajednica Novog Sada —

Dnevnik.
Beuanosuh, b., Jespuh, J., Ilerposuh, 3. (2011). Hcmopuja 7: yubenux 3a ceomu paspeo
ocnosHe wikosie. beorpan: Klett.

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., 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.

Un article dans un recueil :

Sperber, D. (1990). The Epidemiology of Beliefs, dans le 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. Consulté le 7. avril
2010. URL: <http://neal.ctstateu.edu/history/world_history/archives/limb-1.ntmI>.

Prénom et nom de I’auteur
Affiliation en serbe

TITRE DE LA CONTRIBUTION EN SERBE

Sazetak (en serbe)®

411 faut donner les références bibliographiques dans 1’ordre alphabétique, selon les
normes de I’APA.

5 Si les auteurs ne parlent pas serbe, la rédaction s’engage de faire la traduction de
leurs résumés. Dans ce cas-1a, les auteurs doivent envoyer leurs résumés d’environ 300
mots en langue originale de la contribution.
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Résumé en serbe ; police de caractéres Times New Roman, 10 points, interligne
simple. Le résumé doit étre une version élargie de I’abrégé (d’environ 300 mots).

Mots-clés: mots-clés de 1’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.
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