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ROMAN U OSNOVNOJ SKOLI (1945-2013)

APSTRAKT: U radu su prezentovani rezultati naSih istrazivanja nastavnih programa
nastave knjizevnosti. Prikazali smo opsti pogled na istrazivanja koja sezu u XIX vek, a
akribi¢no i dosledno smo problem razmatrali na problemsko-udzbenickim verzijama druge
polovine XX veka i poc¢etka XXI veka. Materijale do Drugog svetskog rata dali smo u
osvrtu, a one novijeg datuma smo detaljno teorijski razmatrali. Rad je komponovan na
slede¢i nacin: hipoteza, detaljna hipoteza problema i sinteza osnovnih konstatacija.
Studijsko razmatranje radeno je uz neformalno i kreativno komponovanje vise
istrazivackih, logickih, knjizevno-nauénih metoda i metodolosko-metodic¢kih postupaka.
Pokusali smo da damo doprinos nastavi i situiranju romana u nastavnim programima.

Kljucne reci: roman, nastavni program, metodika, istrazivanje, nastavnik, uéenik, nastavni
pristup, lektira, teorija knjizevnosti.

A NOVEL IN ELEMENTARY SCHOOL (1945-2013)

ABSTRACT: This paper presents the results of our research on the curricula for teaching
literature. We have provided a general overview of research spanning the 19" century,
while meticulously and consistently examining the issue in problem-oriented textbook
versions from the second half of the 20" century and the beginning of the 21% century. We
have discussed materials up until the Second World War in retrospect, while analyzing
more recent ones in detail. The paper is composed of a hypothesis, a detailed hypothesis of
the problem, and a synthesis of basic observations. Our study was conducted through an
informal and creative composition of multiple research, logical, literary-scientific methods,
and methodological approaches. We have attempted to contribute to the teaching and
studying of novels in educational curricula.

Keywords: novel, curriculum, methodology, research, teacher, student, teaching approach,
literature.

1. UvOD

Predmet nasih proucavanja ¢ine nastavni planovi i programi za osnovne
Skole u Srbiji u periodu od 1945. do 2010. godine. Nastavni plan predstavlja
Skolski dokument kojim se odreduje koji ¢e se predmeti predavati u skoli, sa
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kolikim fondom c¢asova za odredeni nastavni predmet u toku jedne nastavne
godine.

Nastavnim programom propisuju se nastavni sadrzaji po predmetima iz
nastavnog plana, odreduju ciljevi, zadaci 1 sadrzaji nastave. Kroz nastavni program
realizuje se nastavni plan — odreduju obim, duzina i redosled nastavnih sadrzaja. Oni
su temeljni drzavni dokumenti kojih se nastavnici moraju pridrzavati pri izradi svojih
operativnih planova rada. U nastavnom planu za srpski jezik i knjiZzevnost, izmedu
ostalog, navode se nastavne jedinice iz knjizevnosti, kao i spisak lektira.

Lektira kao pojam (fr. lekcure; nl. lekctura) koristi se u razli¢itim znacenjima,
a prema M. Vuyjakliji oznacava: ,Citanje: knjige ili gradivo koje treba procitati uopste
ili za neko vreme, npr. u jednoj skolskoj godini, Skolsko §tivo” (Vujaklija 1961: 510).

U Pedagoskom leksikonu, uz osnovne elemente koje sadrzi Vujaklijino
objasnjenje pojma lektire, dodato je joS da se ona odreduje na osnovu plana i
programa, postavljenih ciljeva i zadataka, vrste i specificnosti obrazovne ustanove,
Uzrasta i interesovanja ucenika (Pedagoski leksikon [APA] 1996: 262).

Odrednicu lektira u nastavi koristi i Pedagoska enciklopedija. Autori te
odrednice proSiruju znacenje pojma lektire toliko da je izjednacavaju sa svom
,,vanudzbeni¢kom literaturom”, smatrajuci da lektiru u nastavi ¢ine ,,Stampani 1 pisani
tekstovi iz nauke, umetnosti, tehnike, tehnologije i drustvenog Zivota koji se koriste u
nastavnom procesu za ostvarivanje vaspitno-obrazovnih ciljeva i zadataka. Tu spadaju
knjige, ¢asopisi, listovi, dokumenti, informacioni materijali, priru¢nici, enciklopedije,
recnici, leksikoni i drugi tekstovi ¢ijom se upotrebom moze ostvarivati, unapredivati i
osavremenjavati nastavni rad” (Potkonjak i Simlesa 1989: 430).

Metodi¢ar Pavle Ili¢ smatra da sintagma Skolska lektira ne odgovara u
potpunosti stanju u nastavnoj praksi, jer se pod Skolskom lektirom podrazumeva
delimi¢no program za osnovnu $kolu, tacnije, samo onaj deo koji se nalazi u
Citankama, koji se moze Citati i interpretirati na Skolskim casovima. Drugi deo
knjizevnih dela iz nastavnog programa osnovnoskolske lektire, Stampan kao posebne
knjige, za potrebe citanja kod kuce, ne bi se mogao tretirati kao Skolska, ve¢ kao
domaca lektira, jer su ta dela, kako autor navodi ,,namenjena za domace Citanje” (Ili¢
1997: 456).

Neophodnost ¢itanja romana i viSestruki vaspitno-obrazovni znacaj ovog dela
nastave knjizevnosti inicirali su vise stru¢nih ¢lanaka, eseja i priloga, a manje naucnih
monografija (Bihorac, 2023: 1). I pored toga, mesto romana u $koli predstavlja Siroku i
znacajnu $kolsku temu — jo$ uvek nedovoljno proucenu, istrazenu i teorijski uobli¢enu,
ali i veoma aktuelnu metodi¢ku temu (Bihorac 2023: 2).

Nastavni planovi i programi su zbog svoga znacaja uvek bili posebno
interesantni prosvetnim radnicima. Njihovom izradom bavili su se mnogi, a
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najmanje metodicari i nastavnici prakticari, koji se svakodnevno suocavaju sa
problemima izvodenja kvalitetne nastave. Zato je najbolje da se ovim pitanjem
timski bave metodicari, nastavnici prakticari, pedagozi, umetnici, kulturni i javni
radnici. lzrada kvalitetnin nastavnih programa predstavlja temelj savremene
nastave.

1.1. Uloga nastavnika prakticara u izradi nastavnih programa

Retkost je da se, prilikom sastavljanja nastavnih programa za nastavu
knjizevnosti, za misljenja, predloge ili sugestije pitaju nastavnici prakticari, pa i
daci, kao najzainteresovanije strane za kvalitetan izbor lektire i romana uopste.
Ovakve konsultacije — ako ih ima — vrSe se sa malim brojem nastavnika iz
nastavne prakse. One bi morale da ponude vrlo konkretne predloge o tome $ta je
odgovarajuce za potrebe ucenika i izvodenje nastave, a Sta nije.

Drugim re¢ima konkretni pravci interpretacije knjizevnog dela mogu se
uskladiti sa stvaralackim postupcima u zavisnosti od interpretatora knjizevnog
dela, sa najsinteticnijom interpretacijom. Savremenoj kreativnoj mnastavi
neophodan je nastavnik koji odli¢no poznaje teoriju i praksu, koji koristi najbolji
pristup knjizevnoumetnickom tekstu, doprinosi stvaranju literarnog ukusa ucenika
kroz njegovo osposobljavanje za dublje doZivljavanje, razumevanje i kriticko
promisljanje knjizevnog dela. Ovakav nastavnik moZe odgovoriti svim
umetnickim izazovima u nastavi (Bihorac 2023: 2).

Situiranjem romana u nastavnim programima, njegovim metodickim
prikazima i interpretacijama, teorijski treba da se bave usko stru¢ni i kompetentni
stru¢njaci, profesori jezika i knjizevnosti. Bihorac navodi da ,,to treba da budu
izvanredni poznavaoci teorije 1 prakse, nastave knjizevnosti i jezika, kao i da
poznaju pedagogiju, psihologiju i didaktiku, jer nastava knjizevnosti i nastava
romana u njoj ¢ine multidisciplinarnu vaspitno-obrazovnu oblast koja pri
projektovanju (program) i normiranju (koncepcije, udzbenici) podrazumeva
interdisciplinarni pristup kompetentnog tima stru¢njaka” (Bihorac 2023: 2).

Zato se informacije koje govore o u¢eniku kao receptoru hipoteticki nalaze
u nastavnim programima. Koliki znacaj imaju Skolski programi kod nas govori
podatak da je izrada nastavnih programa, pre vise od jednog veka, bila poverena
Prosvetnom savetu', a u kreiranju i izradi nastavnih programa danas uéestvuju

! Uz saglasnost Sovjeta (Drzavnog saveta) i veliki udeo knjizevnika Jovana Sterije
Popovi¢a, a u vreme ministrovanja (popecitelja) Pauna Jankovica Bace pojavilo se
Ustrojenije javnog uciliStnog nastavienija. Ustrojenije je odobrio i na kraju overio
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najuglednije nau¢ne ustanove. Ipak, lepeza programskih zadataka u izvodenju
nastave knjizevnosti je mnogo Sira i znac¢ajnija jer sadrzi zahteve koji se odnose na
razvoj ucCenikove licnosti, nain sticanja znanja, razvijanje sposobnosti i
izgradivanje voljnih karakternih osobina. Sve je to bilo vrlo skromno sa
nedovoljno konkretizovanim prakticnim zadacima koji prisiljavaju nastavnike da
se suoCavaju sa brojnim problemima pri interpretaciji romana i da prelaze u
formalizam i prepricavanje. Takvo stanje moZemo tumaciti sa dva stanovista:

1. da nastavni programi nisu ciljno i metodoloski artikulisani i to dovodi

do situacije da nastavnici i uCenici nisu u dovoljnoj meri upucéeni u

zahteve nastavne prakse;

2. da nastavnicki fakulteti jo§ uvek nisu prihvatili ¢injenicu da moraju da

Skoluju i metodicare i metodologe.

Ovo tvrdimo na osnovu rezultata anketa koje smo sprovodili u svojoj
nastavnoj praksi u osnovnim $kolama u Novom Pazaru,> medu nastavnicima
srpskog jezika. Rezultati anketa su potvrdili mnoge sumove izmedu posiljalaca
nau¢nometodskih poruka i primalaca u skolama. Drugim re¢ima, nastavni program
i sve vrste udzbenika ne bi trebali biti gotov zbir necijih sudova i istina.
Nedovoljno artikulisani nastavni programi uti¢u na uspe$nost nastave knjiZzevnosti,
pa se u ovaj slozen i odgovoran posao sastavljanja nastavnih programa ne bi
trebalo ulaziti dok interpretativna zajednica (nastavnici, metodicari, knjizevni
kriticari) ne utvrdi ciljeve i zadatke koji ¢e instruktivno uneti u nastavni plan i
program. ,Nastavni programi knjizevnosti istiCu vaznost romana i predvidaju
najvise vremena za njegovu recepciju” (Pandzi¢, 2001: 7).

Bihorac zapaza sledece:

Prvi moderni programi knjizevnosti izmedu dva svetska rata za ucenike nizih

gimnazija (uzrast od 12 do 15 godina) su konkretniji u odnosu na prethodne jer se

navode romanopisci, ali ne i naslovi romana koje valja obradivati. Takode su
izostale odrednice o pristupu romanesknoj prozi. Neodredeno je da li se roman

¢ita / analizira u celini ili ga valja upoznati preko odlomka (Bihorac, 2013: 165).

1.2. Promene nastavnih programa

Nastavni planovi 1 programi naseg predmeta pretrpeli su vise promena i u
osnovnoj i u srednjoj §koli, u periodu od druge polovine XX veka do prve decenije

potpisom tadasnji knjaz srpski Aleksandar Karadordevi¢, u Beogradu 23. septembra 1844.
godine. Ovim prvim Zakonom o $kolstvu podrobno su odredeni ustrojstvo i sadrzaj rada
osnovnih skola.

2 Autor je bio profesor i direktor OS ,,Stefan Nemanja” u Novom Pazaru tri decenije.
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XXI veka. Nastavni programi su inovirani vise od dvadeset puta.

U izlaganju koje sledi izlozicemo koji su i kakvi sadrzaji i vidovi
romaneskne proze zastupljeni u tim programima, koji su sadrzaji dominantni i
konstantni, a koji su menjani i u kom vidu.

Radi preglednosti posebno ¢emo dati pregled i karakteristike stanja u
osnovnim Skolama.

Pre Drugog svetskog rata pojam osnovna Skola podrazumevao je prva
Cetiri razreda i takav model $kole ostao je i posle rata, tako da u prvim nastavnim
programima nema romana’.

Sa promenom drustvenog uredenja ubrzo je promenjen i osavremenjen
model osnovne Skole (Sestogodi$nja, sedmogodisnja, pa tek 60-ih godina proslog
veka Skola je prerasla u osmogodi$nju). Nastavni planovi i programi su, takode,
menjani, pa se ve¢ u nastavnom program koji je donet tri godine posle
oslobodenja’ zapoginje moderniji Zanrovski pristup knjizevnosti i romanu. U njenu
se pominje Lektira koja se obraduje u celini, kao objedinjavanje Skolskog 1i
vanskolskog rada ucenika. Ti programi za niZe razrede gimnazije, tj. danasnje vise
razrede osnovne $kole, u svakom razredu obuhvataju romane za obradu. U V i VI
razredu po Cetiri, a u VII I VIII po desetak romana, Sto predstavlja odredeni
napredak i jednu novinu.

U njima su bili zastupljeni antologijski jugoslovenski, ali i svetski
romanopisci. Sa srpskohrvatskog jezickog prostora svoje mesto u nastavnim
programima nasli su: Lovrak, Matavulj, Veselinovi¢, Finzgar, Andri¢, Doncevic,
Senoa, a iz svetske knjizevnosti su izabrani romani Tolstoja, Igoa, Defoa, u V
razredu, Tvena, Uljanova, Svifta u VI razredu, a Gorkog, Tolstoja, lljina, Verna,
Solovjeva, Garabatajeva u sedmom, Solohova, Tihanova, Gorbatova, Katajeva,
Ostrogovskog, Gorkog, Londona, Turgenjeva, Dikensa, Gogolja u VIII razredu.

Program za prva dva razreda (V, VI) u lektiri je tematski i obimom
odmeren i u skladu sa uzrastom ucenika. Program za VII i VIII razred belezi
opterec¢enost sa po desetak obimnih romana, $to predstavlja dodatno opterecenje
ucenika, ako se ima na umu da se programom nalaze obrada viSe pripovedaca sa
obimnijim opusom. Uofavamo i nesrazmeno veliki broj ruskih pisaca pored
navedenih. Samo u VI razredu se nalaze: Lebedev, Fedin, Gajdar, Milinovski,
Iljin, Katajev, Beljajev, Solovjev, Pustovski... Ista je situacija i u viSim razredima.

Smatramo da je autorima programa bilo jasno da se jezik ne uci na

¥ Zakljueno na osnovu analize Novog nastavnog plana i programa za osnovnu $kolu,
Prosveta, Beograd, 1945.

* ZakljuGeno na osnovu analize Nastavnih planova i programa za gimnazije od | do IV
razreda, Beograd, 1948.
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prevodima, ve¢ na delima domacih autora, ali je u ovoj situaciji politicki
kriterijum bio jaci od nauc¢nog.

Koliko su politicari imali uticaja na kreiranje nastavnog programa
uo¢avamo u godinu dana kasnijim Izmenama i dopunama programa, °> u kojima —
posle Rezolucije IB-a i sukoba izmedu FNRJ i SSSR-a — nema nijednog ruskog
pisca. Nakon normalizacije politicko/drzavni¢kih odnosa FNRJ i SSSR-a, oni se
ponovo nalaze u nasim $kolskim programima (Prosvetni glasnik, 1X, 7/8, [APA]
1959: 9-16).

Takvu tendenciju povecanja obima i broja romana za ucenike tadasnje
nize gimnazije, odnosno danaSnje viSe razrede osnovne Skole, nastavili su i
sastavljaCi nastavnog programa nastalog krajem Seste decenije XX veka u Srbiji.

Statisti¢ki posmatrano, u V razredu je brojka od Cetiri romana povecana na
sedam, u Sestom sa Cetiri na jedanaest romana, dok je u sedmom i osmom razredu
Lektira zadrzala po desetak romana.

U Objasnjenjima su sva dela data uz Sturu napomenu da su to ,,dela za
obradu na Casovima i za lektiru (po izboru nastavnika)”, a samo su u dva slucaja
Seljacka buna i Na Drini ¢uprija dati odlomci, dok je ostale romane valjalo Citati i
obradivati u celini.

Sa dana$njeg aspekta to je bio preobiman i veoma ambiciozan program
koji su Cinile obimne knjige poput: Kako se kalio celik, Daleko je sunce, Ratno
putovanje, Zapisi iz oslobodilackog rata, Kon Tiki (VII), Oliver Tvist,
Tajanstveno ostrvo, Veliki talas, Taras Buljba, Pop Cira i pop Spira, Drugovi
(V11), 20 000 milja pod morem, Zov divljine, Sin puka, Kroz pustinju i prasumu,
Junaci Pavlove ulice, Na casu istorije, Price o drugu Titu, Vlak u snijegu, Orlovi
rano lete (V1), itd.

Prime¢ujemo da i ovaj program karakteriSu romani sa tematikom NOB-a i
afirmacija socijalizma, pa su pisci i dela birani u skladu sa tim kriterijumom
(Slavko Janevski, Pioniri i pionirke, Bevk, O Titu ili tekstovi o Lenjinu, ruskom
socijalizmu i sl.). Osim romana Orlovi rano lete Branka Copica, nijedan roman od
navedenih nije izdrzao sud vremena i estetike. Primecujemo takode i nesrazmeru
izmedu romana pisanih maternjim/srpskim jezikom i prevedenih (kojih je vise u
nastavnim programima).

Ponovo moramo konstatovati da autori ovih programa smatraju sledece:
kao da se zaboravija da je knjizevnost, pa i romaneskna u osnovnoj Skoli, pre
svega, u funkciji ovladavanja maternjim jezikom i stilom.

5 Zaklju&eno na osnovu analize Nastavnog plana i programa za osnovne kole za $kolsku
1950/51, Republicki zavod za skolstvo, Beograd, 1949.
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Kao redakcija prethodnog nastavnog plana i programa, posle tri godine,
donet je novi nastavni plan i program (Prosvetni glasnik, X1, 11/12, [APA] 1962:
5-11).

U njemu se u Lektiri naSlo 38 romana od I-1V, tj. od V—VIII razreda.
Mozemo konstatovati da je izbor i zanrovski i hronoloski veoma bogat.
Zastupljena su knjizevna dela od devetnaestovekovne realisticke proze do
savremene knjizevnosti, od pustolovnih do proleterskih, od uzrastu primerenih do
proza koje su uzrastu nezanimljive i nerazumljive, do knjizevnosti NOB-a koja
nije dosegla vise literarne domete poput dela Janevskog, Seliskara, Colakoviéa,
Mitrovic¢a (osim Dobrice Cosi¢a i Mihaila Lali¢a).

Moramo priznati da je lektira Zanrovski bogata: klasi¢ni romani za decu
(Lovrak, Nugi¢, Copié, Tolstoj, Defo, Molnar, Kipling, London), klasi¢ni
realisti¢ki romani (Sremac, Veselinovi¢, Senoa, Gogolj, Dikens), savremena proza
(Hemingvej, Hajerld, P. Bakov, Cosi¢, Copié, Lali¢, Andri¢) — od romana
klasi¢nog pripovednog sizea do epistolarne proze.

Primetno je da ovaj program predvida da se u viSim razredima osnovne
Skole, pored navedenih, pro€itaju i obrade i epske proze svetskih antologijskih
pisaca za decu: E. Peroci, Capljina, Santana, Vajlda, Kolodija sa popularnim
Pinokijom ili Elina Pelina, kao i do tada deci zanimljiv roman o putovanju na
Mesec — Jan Bibijan.

Vidi se da su program sastavljali znalci i ljubitelji knjizevnosti, ali u
njemu pronalazimo i izraz nesaglasja literarnih i1 pedagosko-psiholoskih
kriterijuma, u samom komponovanju Lektire.

Osam godina kasnije je i ovaj program promenjen, a njegova primena se
sukcesivno uvodi od 1977. do 1980. godine (Prosvetni glasnik, XXV1, 6/7, [APA],
1976).

Mozemo reci da je to tekstualno i sadrzajno-metodoloski u potpunosti nov
program. U njemu knjiZevni tekstovi postaju osnovni deo redovne nastave i ¢ine
podrucje: Obrada teksta i izraZajno Citanje.

2. PROGRAMI KAO OSNOVA ZA STICANJE JEZICKE I KNJIZEVNE
KULTURE

Polaze¢i od cilja da se u osnovnoj skoli stice ,,osnova jezicke i knjizevne
kulture”, Program od nastave zahteva osposobljavanje ucenka za ,,dozivljavanje,
razumevanje i idejno--estetsko tumacenje odabranih dela usmene i pismene
knjizevnosti jugoslovenskih naroda i narodnosti, kao i drugih naroda radi
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usvajanja humanistickih 1 naprednih poruka, razvijanja estetskih osecanja i
formiranja moralnog lika ucenika” (Prosvetni glasnik, XXVI, 6/7, [APA], 1976:
5-12). I u ovom programu, kao i u prethodnim, insistira se na vaspitanju uc¢enika
»ha tekovinama NOB-a, u duhu jugoslovenskog, socijalistickog patriotizma,
humanizma i bratstva i jedinstva naroda i narodnosti SFRJ...” ( APA 1976: 6—11).

Shodno tim ciljevima koncipirani su nastava knjizevnosti i sadrzaji
romaneskne proze koja je fragmentarno prezentovana u Citankama kao predmet
redovne nastave, a u Lektiri su romani koji su predvideni da se ¢itaju i obraduju u
celini.

Posle izvrsenog uvida u Lektiru, konstatujemo da je: (1) ona rastereénija,
(2) znala¢ki osavremenjena (Najt Lesi se vraca kuéi, Kosijer Dobar vetar Plava
ptico C. Vukovi¢ Letilica profesora Bistrouma, A. Dikli¢ Ne okreci se, sine), (3)
sastavljaci su studiozno i ocito u saglasju sa metodi¢arima razradili romaneskne
sadrzaje, pa su mnogo bolje nego ranije odmerili i uzrastu primerili sadrzaje i
vidove njihove obrade. Vise romana je prebaceno u redovnu nastavu u vidu
odlomaka, §to priziva intenzivnu analizu teksta. Neki tekstovi se nalaze i u
redovnoj nastavi i u lektiri (Daleko je sunce, Orlovi rano lete), jer se promisljalo
da su kao uzrastu zanimljivi i literarnim potencijalima bogati — pogodni za
ostvarivanje ciljeva i zadataka nastave. Iz istih razloga su drugi iz ¢itanja u celini
(Na Drini éuprija) prebaeni na informativni nivo obrade na ¢asu u vidu odlomka.

Savremena metodika nastave srpskog jezika i knjizevnosti polazi od
stanovista da se knjiZevno delo nalazi u centru proucavanja nastave knjizevnosti,
§to konstatuje 1 profesor Rosandi¢ u svom priruéniku za nastavnike
srpskohrvatskog jezika u osnovnoj skoli: ,,Interpretacija je slozen proces u kojem
se smenjuju razliCiti aspekti knjizevne umjetnine. Svi opisani tipovi analize
slijevaju se u jedinstven proces osmiSljavanja umjetnickog teksta” (Rosandi¢,
1973: 44).

Program u Lektiri zadrzava antologijske romane (Hajduci, Druzina Sinji
galeb, Orlovi rano lete, Glas divljine, Tom Sojer...), upucuje na upoznavanje
moderne proze XX veka (R. Petrovi¢, Isidora Sekuli¢, Miroslav Krleza, Andri¢ —
u odlomcima), ambiciozno ukazuje na potrebu upoznavanja nase i svetske literarne
bastine: Konstantin Filozof, Despot Stefan Lazarevi¢, odlomak ili Odiseja — lektira.

Ovaj zajednic¢ki plan i program vaspitno-obrazovnog rada u 0shovnoj
Skoli, koji je ocigledan iskorak u programiranju romaneskne proze, posle izmena u
Zakonu o osnovhom vaspitanju i obrazovanju zamenjen je novim planom i
programom ve¢ 1984. godine (Prosvetni glasnik, XXXIV, 6/7, [APA] 1984:
11-14). Metodoloski i1 sadrzajno je ovaj novi program razradenija varijanta
prethodnog, sa vise konkretnih odrednica o romanu.
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Takode, romaneskne proze, u ve¢em obimu ima ve¢ u ¢etvrtom razredu, u
kome su odlomci savremenog romana za decu (Dikli¢, Dzingo), deo Skolske
lektire, a domacéu Lektiru ¢ine romani: C. Vukoviéa, R. Gijoa, M. Lovraka, V.
StojSina, Sto je najobimniji obuhvat ovog Zanra u etvrtom razredu osnovne skole.

Za vise razrede smo konstatovali sledece:

— romaneskne knjizevnosti ima i u Skolskoj i u domacoj lektiri;

— da je spisak naslova prosiren delima saremene knjiZzevnosti za decu (A.

Popovi¢, Dikli¢, Podgorec, Kikaj);

— da brojne proze ponavljanjem i u ovom programu sticu oreol klasi¢nog

Skolskog stiva (Defo, Vern, Tven, Hemingvej, Molnar, Seliskar, Gorki,

London, Ana Frank, Nusi¢, Veselinovi¢, Sremac, Copic’, Cosic’);

— da u program naglasenije ulaze dela iz knjiZevnosti narodnosti;

— da se u programu knjizevnosti u svakom visem razredu nalaze odlomci iz

Titovih govora (politicki kriterijum i sa ciljem ,,negovanja bratstva i jedinstva

1 zajedni$tva naroda i narodnosti... i marksistiCkog pogleda na svet”)

(Prosvetni glasnik, XXXIX, 4, [APA], 1990), §to ¢e zbog promena drustveno-

politickih prilika nestati za samo pet do Sest godina. Ovo notiramo kao primer

nenau¢nog pristupa i didaktiziranja u nastavi knjiZzevnosti, u kojoj se vaspitno
deluje umetnickim porukama, a ne poukama.

Pet godina Kkasnije i ovaj nastavni plan i program je zamenjen novim
(Prosvetni glasnik, XI, 2, [APA] 1991: 9—13), koji se od 1990. godine za sledece Cetiri
godine uvodi u sve razrede osnovne Skole.

Kao osnovnu karakteristiku ovog programa nastave romaneskne knjizevnosti
spomenu¢emo smanjenje obima i bolju srazmeru njene zastupljenosti u Skolskoj i
domacoj lektiri. U Skolskoj lektiri se nalaze odlomci iz romana: Dikensa, Londona,
Oblaka (V), Veselinovi¢a, Nusi¢a, Finzgara (VI), A. Frank, Uljanove, Dodea (VII),
Petrovi¢a, Crnjanskog, Cosica, Desnice (VIII), a u domacoj lektiri su klasici: Nusic,
Defo, Tven (V), Molnar, Seliskar, Copié¢ (VI), Sremac, Cosi¢ (VII-VIII).

Pored nekoliko novih imena, jo$ uvek jugoslovenske knjizevnosti, primetno je
da su i klasici predstavljeni drugim aktuelnim romanesknim prozama, $to je
najupecatljivije ilustruje Cosicev ,,sluéaj”. U ovom programu, &etrdeset godina posle
objavljivanja, nestaje se iz lektire roman Daleko je sunce, a zamenjuje ga u Skolskoj
lektiri osmog razreda roman toka svesti Deobe, sa tematikom NOB-a i medusrpskim
politickim trvenjima, odnosno Cosi¢evo novije romaneskno $tivo Vreme smrti (lektira
— odlomci) sa prvosvetskom tematikom.

Umesto minucioznih stru¢nih komentara, re¢i ¢emo da je sve u duhu vremena
i politike.

I ne prvi put.
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2.1. Mesto romana u nastavnim programima posle demokratskih promena

Posle demokratskih promena, deceniju i po kasnije, u Srbiji su izmenjeni
nastavni planovi i programi za osnovne Skole u kojima je nastava srpskog jezika
dobila nove, preciznije i od ideologije ocCiséene ciljeve i zadatke. Inovirani su
prepoznatljivi obrazovni, funkcionalni i vaspitni ciljevi. Nastava treba da obezbedi
upoznavanje i ovladavanje knjizevnim jezikom, da opismeni i u¢enike osposobi za
korektnu usmenu komunikaciju, a ¢itanjem literarnih dela da ,,razvije osecanje za
autenti¢ne estetske vrednosti u knjizevnoj umetnosti”, da vaspita i uspostavi
»poStovanje vlastitog nacionalnog i kulturnog identiteta na delima srpske
knjizevnosti, filmske i pozoriSne umetnosti...”, da vaspita ,,u duhu humanizma i
iskrenoljubivosti, solidarnosti i drugih moralnih vrednosti”, kona¢no da stremi:
»razvijanju patriotizma i vaspitanja u duhu mira kulturnih odnosa i saradnje medu
ljudima” (Prosvetni glasnik, XLI, 6, [APA] 2007: 7-11).

Metodoloski program je inoviran pa je podru¢je Knjizevnost ras¢lanjeno
na Lektiru koja je spojena i po knjizevnim rodovima razvrstana, na: Dopunski
izbor, Naucno-popularne i informativne tekstove, Tumacenje teksta, Knjizevno-
teorijske i Funkcionalne pojmove i odeljak Citanje.

U nadinu ostvarivanja programa sve ¢e dobiti metodicki diskurs.

Program je umnogome nov i u sadrzajima i u vidovima tretmana romana.

Ne osvréu¢i se na ve¢ razmotreno pitanje spajanja Skolske i domace
lektire, isticemo da je ovaj program knjizevnosti ispoStovao metodologiju nauke o
knjizevnosti, a u poneCemu se oglusio o pedagosko-metodicke kriterijume i
potencijale Skolske prakse.

Nov je, pa i nedovoljno jasan, odnos prema romanesknoj prozi koja je
stekla oreol klasi¢nog skolskog stiva. U njoj su i dalje prisutni: Defo, Tven, Vern
(V), Nusi¢ (VI), Veselinovié, Sremac, Egziperi, Frank (VII), Crnjanski, Cosié
(VHI), ali su brojni romanopisci iz ranijih epoha programa izostavljeni ili su
prebaceni u Dopunski izbor: Copié — Orlovi (V), Nikoletina (VI i VII), Molnar,
Sjenkjevi¢ (VI), Hemingvej — Starac i more (VII1).

Najveca novina ovih programa jesu romaneskne proze savremene srpske
knjizevnosti, dela zivih romanopisaca.

Po tom kriterijumu savremenosti, koji je u skladu sa nau¢no-knjizevnim i
pedagoskim principima, u Lektiri su i : G. Olyji¢, S. V. Jankovi¢ (V), D. Kis$ (VI),
a u Dopunskom izboru: M. Vitezovi¢, Sesir profesora Koste Vujica, V.
Ognjanovi¢, Putovanje u putopis, T. Rosi¢ Zlatna gora (V), S. Seleni¢, Ocevi i
oci, odlomci (VI), G. Oljié, Zvezda u cijim je grudima nesto kucalo, V. Andrié,



ROMAN U OSNOVNOJ SKOLI (1945-2013) | 21

Pustolov, D. Ki§, M. Pavi¢ (VII), G. Olyji¢, Glasam za ljubav, M. Pavi¢, Predeo
slikan ¢ajem, D. Kovacevi¢, Ko to tamo peva (V).

lako zasnovan na pozeljnom principu savremenosti ovakav kulturoloski
afirmativan izbor sa stanoviSta metodike nastave knjizevnosti i $kolske prakse
podlozan je kritici 1 stru¢noj zapitanosti.

Ako u sva Cetiri razreda nailazimo na Grozdanu Olujié, u petom i Sestom u
obaveznoj lektiri, a u sedmom i osmom u dopunskom izboru sa celim knjigama,
umesno je zapitati po kom je relevantnom kriterijumu to ucinjeno. lako je re¢ o
vrednoj knjizevnici, njeno knjizevno delo u okvirima savremene romaneskne
srpske knjizevnosti ne odskace od desetine drugih, takode vrednih, a programom
izostavljenih pisaca.

Evo i primera.

Romanopisca Gorana Petrovica knjizevna kritika je dve decenije
ocenjivala najviSim ocenama, dobitnik je najvisih knjizevnih nagrada (Ninova
nagrada, MesSina nagrada za jezik i stil, Nagrada Narodne biblioteke Srbije za
naj¢itaniju knjigu godine), njegovi romani se rado ¢itaju, Zanrovski, jezicko-stilski
i tematski je blizak ¢italatkom porivu sedmaka, osmaka i inace jezicko-stilski je
uzoran i originalan savremeni pisac. Pa ipak ga u programima nije bilo do pre
nekoliko godina, iako je kao romanopisac oven¢an izborom u Srpsku akademiju
nauka i umetnosti.

Dugo nas je mucila sumnja da li su mu to bile slabe ,,esnafske veze”, ili
mu je smetalo to $to zivi u Kraljevu i radi u ,,provincijskoj biblioteci”.

A to, jasno je, nije i ne bi smeo da bude kriterijum za ulazak u ¢itanku.

Ili, Milorad Pavi¢.

U nauci o knjizevnosti Pavi¢ je (pre)hvaljen i osporavan, u
osnovnoskolskim programima ga do sada nije bilo, a sada su u programu dva
njegova romana (u odlomcima u sedmom i osmom razredu) osnovne $kole.

Sa psiholoskog i metodickog stanovista, i on je diskutabilan, jer je i
stilsko-jezicki, kompoziciono i tematski neprimeren osnovnoj S$koli. S tog
stanovista preambiciozno je u osnovnoskolski program romaneskne knjizevnosti
unositi prozu i Kisa, i Selenica, i Andri¢a, i Kovacevi¢a i Vide Ognjanovicé...

,Programi, svakako treba da prate knjizevnu produkciju romana, $to oni
uglavnom  ¢ine, ali oni bi trebalo da budu izrazi savremenih knjiZzevno-
hermeneutickih tokova, da nastavniku praktiaru, stru¢nim tekstualnim rezimeom,
0 na primer, postmodernom i evropskom romanu budu impuls za kreativhu
Skolsku interpretaciju te vrste romana. U veéini programa to nedostaje. Uvereni da
je pomenuta didakticko-metodicka teza sa stanoviSta prakse, permanentno
aktuelna, potkrepi¢emo je nekolikim primerima” (Bihorac, 2023: 2).
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IzvrSenom komparacijom prvih i poslednjih programa Srpskog jezika i
knjizevnosti za gimnazije, dakle programe iz 1952/53. godine (Prosvetni glasnik,
11, 8, [APA], 1952: 7—11) i Program ogledne gimnazije iz 2003. godine (Prosvetni
glasnik, L, 6, [APA], 2003: 18—21), konstatovano je da ni u jednom, ni u drugom
nije bilo nikakvih instrukcija, niti objasnjenja za koja se zalazu metodicari i
nastavnici praktiari, a re¢ je o Sezdesetogodisnjem periodu razvoja nauke i
umetnosti, pa i elitne obrazovne institucije kao Sto je gimnazija (Bihorac, 2023: 6).

Nastavni programi knjiZzevnosti, isticu¢i znacaj romana za nastavu,
predvidaju najviSe vremena za njegovu recepciju (Pandzi¢, 2001: 7). Radovi
dvojice istaknutih metodicara iz pedesetih i Sezdesetih godina XX veka, Ilije
Mamuzica i Toneta Peruska, delimi¢no se pocinju baviti interpretacijom romana i
njenom problematikom. Ipak, najznaCajniju prekretnicu u metodici nastave
romana ¢ini priruénik za nastavnike uz Citanku za I razred gimnazije. ,,Susret sa
svakim novim piscem i djelom treba doZivjeti kao malu svecanost” (Franges, Sicel
i sar. 1962: 132).

Ucenik ¢e sa interesovanjem citati i aktivno ucestvovati u interpretaciji,
recimo, Sesira profesora Koste Vujica, jer je re¢ o romanu klasi¢nog tipa sa
tematikom iz dackog zivota (identifikacija — savremenost), sa zanimljivom
fabulom i likovima, sa humoristickim zapletom; bliska im je tematika, a jezik
prirodan i uzoran. lako mislimo da je Vitezovicu adekvatnije mesto u osmom
razredu, uvereni smo da Ce ta lektira i u petom razredu, kako program nalaze, biti
zanimljiva i uspesna.

Sta reéi za drugu knjigu sa istog spiska za Putovanje u putopis Vide
Ognjenovic?

Zacudujuce je i neverovatno koliko sastavljaci programa knjiZzevnosti,
ponekad, a ovo je tipi¢an primer, nemaju uvid, ne znaju ili neodgovorno gube iz
vida dacke uzrasne potencijale i interesovanja.

Savestan nastavnik knjizevnosti koji radi sa petim razredom i poStuje
pedagoske principe i psiholoske zakone ucenja i metodicke teorije o Skolskom
tretmanu sa dvanaestogodi$njacima, zna da je ova hibridna romaneskna proza
njima tematski nezanimljiva i nerazumljiva, jer pretpostavlja brojna i suptilna
knjizevno-umetnicka i filozofska predznanja. Ovakva proza je i kompoziciono i
stilsko-jezi¢ki namenjena uskom krugu odraslih ¢italaca postmoderne; nastavnik
¢e prepoznati §tivo namenjeno visokoobrazovnim intelektualcima i znace — sasvim
sigurno — da je nesvrsishodno ,,obradivati” ga sa dacima koji su se tek juce
odvojili od mame — uciteljice.

I zato ¢e savestan nastavnik Put u putopis — zaobici, iako ga program
nalaZze. Nejasno je, dakle, zaSto ga nisu zaobisli i u svojim li¢énim bibliotekama
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cuvali sastavljaci programa?

Njihovu savest i (ne) odgovornost valorizovacée nastavna praksa.

Aktuelni programi knjizevnosti/romana za osnovnu Skolu, koji su u
Skolsku praksu uvedeni od 2007. do 2010. godine, pregledniji su i metodoloski
inovativniji. Sa stanoviSta nase teme oni su znatno savremeniji, u njima dominiraju
knjizevno-nau¢ni kriterijumi u izboru sadrzaja romaneskne proze; knjiZzevna
metodologija je zatamnila pedagosku pa u izboru sadrzaja vidova i oblika Citanja i
interpretacije romana nisu ispoStovane psiholoske zakonitosti, ni afirmisane
metodicke teorije o pristupu i analizi romana u osnovnoj $koli.

3. ULOGA DRZAVE U IZRADI NASTAVNIH PROGRAMA

I pri ovom programiranju valja postovati njegov drustveno-nauc¢ni aspekt i
njih je nuzno uskladiti — $to nije uvek ¢injeno. Nedostatak tog sklada rezultirao je
slabostima nastave romana.

Drzava se, s vremena na vreme, viSe nego S§to treba i naredbodavnim
manirom uplitala u programiranje nastave romana. Radi ostvarivanja ideoloskih
zadataka u programe su inkorporirani romani koji nisu iz reda antologijskih, a koji
bi trebalo da budu dacka lektira. Prikazali smo da su, naroCito u prelomnim i
kriznim vremenima, programi ove nastave bili mnogo ,,crveni”, ¢ak do zahteva da
se knjizevnost tretira kao odbrambeni Cinilac drzave (?), da ona treba da vaspitava
u duhu samoupravnog socijalizma i da je treba interpretirati na osnovu
(nepostojece) marksisticke teorije.

Antologijski romanopisci su izbacivani iz programa, lektire i Citanki kada
bi se razisli sa linijjom Partije, a u programe knjizevnosti unoSeni su Titovi
govori?!

Ideoloski zahtevi su dugo bili Damoklov mac¢ programskih sadrzaja
nastave romana, i zato je ona nekada obimna, nekada kampanjska, metodolosko-
metodicki neuskladena sa tokovima nauke.

Paradoksalno je i nau¢no neosnovano da se programi — obavezujuci
segment nastave romana — Cesto menjaju. U nedostatku ¢vrste, postojane i iole
kontinuirane metodologije, programi su ostajali po strani ozbiljnih naucnih
promisljanja knjizevnih nau¢nika, metodicara nastave knjizevnosti i didaktiCara.

Programe sacinjavaju stru¢ne komisije, ¢iji smo rad, mislimo s puno
razloga, kriticki analizirali, utoliko pre Sto je i posle demokratskih promena u
Republici Srbiji bilo kardinalnih greSaka u pristupu i projektovanju nastave naseg
predmeta, ¢emu se struka (prvi i jedini put) energicno i interkatedarski
suprotstavila.
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Komisiju za sadinjavanje programa nase struke treba da ¢ine profesori
univerziteta (lingvisti i knjiZzevnici), prakticari i metodicari. Komisije ne bi trebalo
da ad hoc rade niti da budu anonimne. One treba da budu brana nestru¢nim,
drzavnim ili esnafskim pritiscima. Da su dosadasnje komisije tako radile, ne bi
bilo brojnih propusta koje smo u ovom radu naveli. Zacudujuce je da je i poslednja
komisija bila vrlo nekriticna prema unoSenju knjizevnih dela zivih pisaca u
program osnovne Skole, $to smo pokazali na primeru spisateljice, Cije se
romaneskno delo ne izdvaja od desetak drugih (pa i boljih — prim. aut.), a koja se u
dackoj lektiri pojavljuje iz razreda u razred. Kao i kod druge vredne
postmodernistkinje, koju smo spomenuli, angazovanog javnog radnika,
ambasadora, c¢ije se hibridno delo, iako namenjeno uskom krugu visokih
intelektualaca, naslo u programu za V razred osnovne skole.

4. ZAKLJUCAK

| pored svega toga, u analizi vrhuni konstatacija 0 permanentnom razvoju i
osavremenjavanju programa nastave romana u programskom prac¢enju naucnih i
literarnih romanesknih tokova, ritam je nejednak, tempo spor — ali postojan.

Najnoviji programi predstavljaju vidan iskorak, iako i oni nisu savrSeni.
Notirali smo i njihove nedostatke. U pitanju su, kao $to smo istakli, nijanse koje
mnogo znace. U radu se nismo bavili realizacijom programskih sadrzaja i vidova
nastave romana jer je to nova, aktuelna tema koja podrazumeva timsko
istrazivanje nastavne prakse.

Na§ rad moze biti pledoaje za savremenije, na naucnim tokovima
zasnovano, programiranje nastave romana.
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A NOVEL IN ELEMENTARY SCHOOL (1945-2013)
Summary

In this paper, we concluded that despite the findings about the permanent development and
modernization of the syllabi for teaching novels in the programmatic monitoring of
scientific and literary trends, the rhythm is uneven, the pace slow — but steady. Through
the sections of this paper, we dealt with the most important hypotheses of prominent
researchers of novels, as well as reading in general. In addition, we analyzed the
importance of the role of practicing teachers in the development of lesson plans. We have
listed the evolution of lesson plans through different periods of time and we have also
listed their importance for the acquisition of language and literary culture. We have also
emphasized the role of the state in creating the curriculum. During the analysis of lesson
plans, we noticed that the syllabi, the binding segment of the teaching of the novel, were
adopted and often changed — without a firmer, more stable and even continuous
methodology and that they remained separated from the serious scientific deliberations of
literary scholars, methodologists of literature teaching and didactics. The syllabi are drawn
up by expert commissions, whose work, for many reasons, we have critically analyzed,
especially since before and after the democratic changes in Serbia there were cardinal
errors in the approach and design of mother tongue teaching, which the profession (for the
first and only time) energetically and interdepartmentally opposed. The latest syllabi are a
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visible step forward, although they are not perfect either. We also noted their
shortcomings. As we have pointed out, these are nuances that mean a lot.

In the paper, we did not deal with the implementation of syllabi contents and types of
novel teaching because it is a new, current topic that implies a team research of teaching
practice. Our work is a plea for more modern, scientific currents—based, novel teaching
syllabi.

Keywords: novel, curriculum, methodology, research, teacher, student, teaching approach,
literature.
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Prihvaceno: 16. 11. 2023.
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TIPOVI RECENICA U SPONTANOM GOVORU DECE
PREDSKOLSKOG UZRASTA

APSTRAKT: Analiza spontanog govora dece pruza uvid u zastupljenost sintaksic¢kih
struktura, na osnovu kog se moze planirati podsticanje razvoja onih struktura koje izostaju
u govoru dece ili su u njemu slabije zastupljene. Razvoj govora dece predskolskog uzrasta
urednog govornog razvoja u nasoj zemlji nije u fokusu istrazivaca tokom poslednjih
nekoliko decenija. S obzirom na ¢injenicu da deca kasno progovaraju i imaju usporen
jezi&ki razvoj, razvoju govora predikolske dece treba posvetiti veéu paznju. U radu® su
analizirani tipovi komunikativnih recenica po uzrastima, odnosno struktura diskursa dece
predskolskog uzrasta (zastupljenost prostih, prostih proSirenih, nezavisnoslozenih i
zavisnoslozenih reCenica). lzdvojeni su najzastupljeniji tipovi naporednih odnosa i
zavisnih klauza po uzrastima.

Kljucne reci: decji govor, predskolski uzrast, sintaksa de¢jeg govora, recenica.

TYPES OF SENTENCES IN THE SPONTANEOUS SPEECH OF
PRESCHOOL CHILDREN

ABSTRACT: The analysis of children’s spontaneous speech provides insight into the
representation of syntactic structures, on the basis of which it is possible to plan to
encourage the development of those structures that are absent in children’s speech or are
less represented. The speech development of children of preschool age with regular speech
development in our country has not been the focus of researchers for the last few decades.
Considering the late speaking and slow language development of children, more attention
should be paid to the speech development of preschool children. The paper analyzes the
average sentence length measured by the number of words by age, as well as the types of
sentence (representation of simple sentences, basic and extended, coordinated and
subordinated sentences). The most common types of subordinate relations and dependent
clauses by age are highlighted.

Keywords: child speech, preschool age, syntaxis of child speech, sentence.
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1. UvOD

Brojni faktori dovode do kasnog progovaranja i usporenog jezickog
razvoja danasnje dece. Poznato je da rana izloZzenost ekranima elektronskih
uredaja negativno uti¢e na razvoj govora (Bhutani et al. 2023), a deci se danas
manje Cita i manje sa njima razgovara, usled uzurbanog tempa zivota roditelja. S
polaskom u vrti¢, dolazi do naglog skoka u razvoju govornih sposobnosti.
Recenica pocinje da se razvija, jer dete stupa u bogate jezicke interakcije s
vr$njacima. Zadatak vaspitaa je da podsti¢e de¢je spontane razgovore, bogati
decju recenicu i koriguje nepravilne sintaksicke konstrukcije (Spasi¢ 2023: 37).
Takode, veoma je vazno da vaspita¢ prati dec¢ji govorni razvoj analizirajuci
spontani govor dece (Spasi¢ 2023: 29).

Analiza spontanog govora dece pruza uvid u zastupljenost sintaksic¢kih
struktura, na osnovu kog se moze planirati podsticanje razvoja onih struktura koje
izostaju u govoru dece ili su u njemu slabije zastupljene.

1.1. Prethodna istrazivanja

Upotrebom glagola u ranom uzrastu (od 18 do 26 meseci) bavila se D.
Andelkovi¢ u disertaciji pod nazivom Glagoli i glagolske dopune u razvoju decjeg
govora (2012). Predmet izucavanja dosadas$njih istraZivanja bili su razumevanje
zavisnih klauza u jeziku disfazi¢ne dece (Lazarevi¢, Tenjovi¢ 2007), sintaksicke
sposobnosti dece sa specifiénim jezickim poremecajem (Pavlovié¢ i dr. 2014), kao i
produkcija komunikativne recenice sa zavisnom klauzom kod dece ranog Skolskog
uzrasta (Kasi¢ 2002). U stranoj literaturi je uporedivana sintaksa govora dece
urednog govornog razvoja i govora dece koja mucaju (Kadi-Hanifi, Howell 1992),
analizirane su sintaksicke kategorije u govoru mlade dece (Pine, Martindale 1996),
prose¢na duzina recenice dece uzrasta od tri do devet godina, kod dece urednog
govornog razvoja i dece sa specifi¢nim jezickim poremecajem (Rice et al. 2010),
kao i prose¢na duzina recenice trogodiSnjih migranata (Lailiyah, Wijaya 2019).
Sintaksicki razvoj bilingvalne dece bio je predmet izuavanja veceg broja studija
(Vruéini¢ i dr. 2021, Martinez, Gallardo, Gutierrez 2019, Uhlarik, Tirova 2016,
Montrul 2006), a ispitivan je i uticaj semilingvizma na sintaksi¢ki razvoj romske
dece mladeg skolskog uzrasta (Nestorov, Golubovi¢, Kasi¢ 2014). Predmet
izuc¢avanja su takode i sintaksicka svojstva pisanog diskursa ucenika mladeg
Skolskog uzrasta (lvanovi¢ 2013, Ivanovi¢ 2015, Ivanovi¢ 2016, lvanovié¢ 2016a).
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Sintaksa diskursa dece predskolskog uzrasta urednog govornog razvoja,
koja su izvorni govornici srpskog jezika, na nasim prostorima, koliko nam je
poznato, nije do sada bila predmet izuc¢avanja.

1.2. Metodologija istrazivanja

Osnovni cilj istrazivanja je da se ispitaju tipovi komunikativnih recenica u
spontanom govoru dece predskolskog uzrasta, s posebnim osvrtom na naporedne
odnose i vrste zavisnih klauza, odnosno da se ispitaju razlike u pogledu sintaksicke
razvijenosti u cetiri uzrasne kategorije.

U radu su analizirani spontano nastali iskazi dece uzrasta 3.0-3.11,
4.04.11, 5.0-5.11 1 6.0-6.11 (po sto iskaza za svaki uzrast). Iskazi su zabelezZeni
tehnikom anegdotske zabeleske tokom aprila 2024. godine u PredSkolskoj
ustanovi Pionir u Jagodini, u vrti¢ima Pionir, Sunce, Pivara, Leptiri¢, Bambi i
Pcelica. U pitanju je prigodni uzorak ispitanika. Ispitanici su deca urednog
razvoja, izvorni govornici srpskog jezika, $to znaci da oni pripadaju Stokavskim
govorima, i to kosovsko-resavskom dijalektu, pa se u jednom broju primera
javljaju dijalekatski oblici. Iskazi su zabelezeni tokom svakodnevnih aktivnosti u
vrti¢u, najcesce tokom slobodne igre ili tokom jela.

U analizi spontano nastalih iskaza dece predSkolskog uzrasta izdvojili smo
tipove komunikativnih reCenica u govoru dece, a dodatno smo se bavili
naporednim odnosima i vrstama zavisnih klauza. Dobijene rezultate prikazali smo
tabelarno i opisno, nakon ¢ega su analizirani u svetlu o¢ekivanih nalaza na osnovu
prethodnih istrazivanja o sintaksi¢kom razvoju dece.

2. SINTAKSICKI RAZVOJ DECE PREDSKOLSKOG UZRASTA

DuzZina recenice, iskazana brojem re¢i i brojem morfema, predstavlja
znacajan indikator gramati¢kog razvoja dece uzrasta od tri do devet godina (Rice
et al. 2010).

Tako je tempo decjeg jezickog razvoja individualan, kod sve dece se javlja
isti redosled smenjivanja faza sintaksickog razvoja. U prvoj fazi sintaksickog
razvoja dete koristi holofrazu, kada jednom re¢ju izrazava celu misao, a znaCenje
holofraze odrasla osoba razume iz konteksta. U sledecoj fazi sintaksickog razvoja
javlja se recenica od dve reci, a kasnije se razvija pravilna receni¢na struktura
(subjekat, predikat, objekat), dok se pri kraju predskolskog perioda javljaju
odnosne i vremenske recenice (Malrije 1981: 218-220). Analiza spontanog govora
deteta urednog govornog razvoja pokazuje da dete od tre¢e do cetvrte godine
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pocinje povezano da govori o stvarima koje su se dogodile, koristi recenice od tri
do cetiri reci, izmedu pete i seste godine pocinje gramaticki pravilno da koristi
sloZene recenice sa svim vrstama reci, uvida odnose, uzroke i posledice, dok sa
Sest godina lako koristi slozene receni¢ne strukture (Spasi¢ 2023: 24-26).

Znacenja prvih recenica su produzetak razvoja senzomotorne inteligencije
i univerzalna su za celu ljudsku vrstu (Braun 1981: 53). Sa pune tri godine deca
koriste proste recenice, a potom koriste sve slozenije sintaksicke strukture
(Ivanovi¢ 2014: 30). Dete u ranoj fazi jezickog razvoja kombinuje glagol sa
ograni¢enim brojem visokofrekventnih leksickih jedinica, kao $to su zamenice
(Andelkovi¢ 2012: 38). U tre¢oj godini se najpre javlja recenica sa lichom
zamenicom u tre¢em licu, u drugoj polovini tre¢e godine deca grade recenicu sa
licnom zamenicom u prvom licu, dok se potpuna recenica javlja sa cetiri ili pet
godina (Brkovi¢ 2011: 253). Prvi veznik koji se javlja u decjem govoru je veznik i
(Brkovi¢ 2011: 254).

Nezavisnoslozene recenice imaju jednostavniju sintaksi¢ku strukturu od
zavisnoslozenih, pa se ranije i javljaju u usmenoj produkciji dece (lvanovié¢ 2016:
421). Najvazniji sintaksi¢ki proces u razvoju govora trogodisnjaka jeste
ukljucivanje zavisnih klauza u strukturu upravne re¢enice (lvanovi¢ 2016a: 89).
Deca su sposobna da koriste komunikativne rec¢enice u kojima kombinuju dve
zavisne klauze ili vise njih sa ¢etiri godine, ali jedan broj dece retko koristi
visestrukoslozene recéenice ¢ak i u mladem skolskom uzrastu (lvanovi¢ 2016a: 89).

U govoru dece najpre se razvijaju zavisne recenice s dopunskom
konstituentskom funkcijom (izricna, namerna i posledi¢na), kao i sa funkcijom
imenickih odredbi (odnosna), od klauza sa funkcijom glagolskih odbredbi ranije se
usvajaju nacinska, mesna i vremenska, dok se dopusna, uzro¢na i uslovna usvajaju
izmedu jedanaeste i dvanaeste godine (Kasi¢ 2002).

2.1. Duzina recenice u spontanom govoru dece predskolskog uzrasta
Analizom prosec¢ne duzine komunikativne reenice nastale u spontanom

govoru dece po uzrastima utvrdili smo da se duzina reCenice iskazana brojem reci
povecava sa uzrastom, ali je najveca na uzrastu 5.0-5.11 (Tabela 1).

Uzrast Prosecna duzina komunikativne recenice iskazana brojem reci
3.0-3.11 god. 7.76
4.0-4.11 god. 7.84
5.0-5.11 god. 9.26
6.0-6.11 god. 7.96
Tabela 1. Prose¢na duzina iskaza u govoru dece predskolskog uzrasta
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Nasi nalazi potvrduju nalaze ranije studije, u kojoj je, kori§¢enjem Testa
za ispitivanje sposobnosti opisivanja Sest slika, i kod dece sa razvojnom
disfazijom i kod dece urednog govorno-jezi¢kog razvoja uoceno da su najduze
reCenice stvarala deca uzrasta 5.6 do 5.11. godina (Cabarkapa i dr. 2007: 460).
Pomenuti nalaz moze se objasniti ¢injenicom da petogodis$njaci najpre produkuju
duze re€enice ulan¢avanjem klauza pomocu veznika i ili asindetski, a nakon Seste
godine koriste sloZenije sintaksiCke konstrukcije, pa se duzina reCenice u pogledu
broja rec¢i skracuje. Primera radi, u govoru SestogodiSnjaka uocavamo
kondenzaciju iskaza upotrebom deverbativne konstrukcije, pa je ono $to se moglo
iskazati zavisnom klauzom od sedam re¢i ,,zato $to sam se brisala vlaZznim
iskazano predlosko-padeznom konstrukcijom ,,0d + Nge”,
saCinjenom od Cetiri reci:

Imam sapunicu na rukama od brisanja viaznim maramicama. (M. N. devojcica, 6

god.i7m.)

maramicama”

2.2. Tipovi recenice u spontanom govoru dece predskolskog uzrasta

U okviru analize tipova recCenica analizirali smo zastupljenost prostih,
prostih proSirenih, nezavisnoslozenih i zavisnosloZenih recenica na ispitivanim
uzrastima. Dodatno smo analizirali naporedne odnose u nezavisnoslozenim
reCenicama i pojavu zavisnih klauza u okviru zavisnoslozenih recenica u
spontanom govoru tokom predskolskog uzrasta.

Tabela 2. pokazuje da je prosta reCenica najzastupljenija kod
trogodisnjaka, dok se sa pove¢anjem uzrasta javlja rede, $to je i bilo o¢ekivano.

Uzrast Prosta Prosta Nezavisnoslozena | Zavisnoslozena
nepro$irena | proSirena recenica recenica
reCenica reCenica

3.0-3.11 god. | 7 39 19 35

4.0-4.11god. | 6 35 25 34

5.0-5.11 god. | 2 39 26 33

6.0-6.11 god. | 2 40 23 35

Tabela 2. Tipovi re¢enica u govoru dece predskolskog uzrasta
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Ucestalost upotrebe proste prosirene recenice? nije znacajno razlicita u
ispitivanim uzrastima. Cetvorogodisnjaci znatno Ge$¢e koriste nezavisnosloZzene
recenice u spontanom govoru od trogodisnjaka. Medutim, kada je re¢ o distribuciji
zavisnoslozenih recenica, primec¢ujemo da nema povecanja njihove zastupljenosti
sa povecanjem uzrasta, te u radu na razvoju govora dece predskolskog uzrasta
posebnu paznju treba posvetiti razvoju sloZene recenice i upotrebi zavisnih klauza.

2.3. Tipovi naporednog odnosa medu nezavisnim klauzama u spontanom govoru
dece predskolskog uzrasta

Kada je re¢ o zastupljenosti razlicitih vrsta naporednih odnosa, U govoru
trogodisnjaka uo¢avamo najvecu zastupljenost recenica u sastavnom naporednom
odnosu, a znatno rede se javljaju recenice u suprotnom naporednom odnosu.
Sastavni odnos je u govoru trogodishjaka najcesée iskazan asindetski, kao u
primerima:

Ja sam tjudna (trudna), bi¢e devojc¢ica (K. F., devojéica, 3 god. i 6 m.); To nije

zmija, to je Mata. (V. A., devojcica, 3 god. i 9 m.); Pole, sedi lepo na stolici,

polomices noge. (A. V., devojcica, 3 godine i 2 meseca)

U nezavisnosloZenim re¢enicama u govoru trogodi$njaka rede se javljaju
reCenice u sastavnom naporednom odnosu iskazanom veznicima. U naSem
korpusu se javljaju primeri upotrebe veznika i i veznika pa u nezavisnoslozenim
reCenicama:

Jitala (ritala) sam nogu, pa sam dobila po guzi. (T. M., devoj€ica, 3 god. i 6 m.);

Doktor mi je stavijo dva gipsa i onda ¢e brzo da prode. (L. M., de¢ak, 3 god. i 9

m.); Baba Sladina jaja su porasla velika i postali su pili¢i. (V. T., devojcica, 3.

god i 9 m.); Krava pije mleko, pa nam zato daje mleko. (D. P., deCak, 3 godine 9

meseci)

Suprotni naporedni odnos se javlja rede u nezavisnoslozenim re¢enicama
trogodis$njaka i iskazan je veznikom a:

Kocijo (kocio) sam i kocijo (kocio) sto na sat, a ipak sam pao. (L. M., decak, 3

god. 1 9 m.); Zato $to je sladoled hladan i napolju je zima, a zima je hladna. (S. b.,

devojcica, 3 god. 17 m.)

U govoru cCetvorogodi$njaka uocavamo distribuciju naporednih odnosa
medu nezavisnim klauzama kao i kod trogodiSnjaka. Preovladuje asindetski
iskazan suprotni naporedni odnos, rede je suprotni odnos iskazan upotrebom

2 U okviru tradicionalnog pristupa analizi reenice razlikuju se prosta reGenica, sadinjena
od subjekta i predikata, pri ¢emu su oba recenic¢na ¢lana iskazana jednom recju, razlikuje
se od proste prosirene recenice ,,kod kojih se subjekat i predikat sastoje od dveju ili vise
reci, 1/ili one ¢iji predikat uz sebe ima neku odredbu ili dopunu” (Klikovac 2017: 2-3).
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veznika a. Od naporednih odnosa javlja se, kao i kod trogodi$njaka, jedino
suprotni naporedni odnos, s tom razlikom $to CetvorogodiSnjaci uz veznik a
poéinju upotrebljavati i veznik ali:

Ja imam bebu u stomaku kao moja mama, ali moja je manja. (M. S., devoj¢ica 4

god i 7 meseci); Volim pile, prase, ali najvise volim krilca od pileta. (M. L.,

decak, 4 godine i 4 meseca)

Dok je kod trogodisnjaka i CetvorogodiSnjaka preovladavao asindetski
iskazan sastavni naporedni odnos medu klauzama, u govoru petogodi$njaka se
znatno CeS¢e koristi veznik i za iskazivanje sastavnog naporednog odnosa, §to
¢emo ilustrovati nekim od zabelezenih primera:

Ja sam bio i$ao juce sa majkom u zooloski vrt i video sam zeku-peku. (J. J.,

decak, 5 god. 3m.): Sunce je velika uzarena lopta i na njoj nema Zzivota, tako kaze

moj tata. (P. T., deGak, 4 godine i 9 m.); Oni jedu hleb od blata i bljak im je, imaju

hleb od blata i jaje od zemlje. (L. M., deCak, 4 god. i 2 m.)

S obzirom na to da se slozena recenica tek pocinje razvijati sa Cetiri ili pet
godina, neki petogodisnjaci se i dalje sluze ulan¢avanjem klauza pomocu veznika
i, §to prethodi upotrebi zavisnoslozene recenice:

Ja sam bio i8ao juce sa majkom do prodavnice i mi smo bili kupili puding i mama

je kuvala i mi smo jeli sino¢ puding. ( A. S., dedak, 5 god. i 7 m.)

Naporedni odnosi u iskazima zabelezenim u spontanom govoru
Sestogodisnjaka imaju sli¢nu distribuciju kao i kod mlade dece. Najzastupljeniji je
sastavni odnos i to asindetski, rede s veznikom i, a od drugih naporednih odnosa
javlja se jo§ jedino suprotni naporedni odnos iskazan veznicima a i ali.
Sestogodisnjaci &e$¢e upotrebljavaju veznik a za iskazivanje suprotnog
naporednog odnosa medu klauzama:

Ja jos nisam pocela, a ve¢ sam pogresila. (S. O., devojcica 6 god. i 5 m.); Moja

gumica je u obliku karmina, a ima i reza¢. (N. M., devojcica, 6 god i 3 m.); Pavo

moze da nam uzme dusu, a ona nam je najbitnija. (S. L., decak, 6 god. i 3 m.);

Snezna kraljica je mrtva, a oni su joj ukrali krunu. (J. G., decak, 6 god. i 7 m.)

Najzastupljeniji vid povezivanja nezavisnih klauza u spontanom govoru
dece je sastavni, a nesto rede se javlja suprotni naporedni odnos. Dakle, u govoru
dece predskolskog uzrasta nismo zabeleZeli primere slozenih recenica u kojima se
javljaju klauze u rastavnom i zaklju¢énom naporednom odnosu, a isklju¢ni odnos
uocavamo samo u jednom primeru u govoru petogodisnjaka.

2.4. Tipovi zavisnih klauza u spontanom govoru dece predskolskog uzrasta

U govoru dece se najpre javljaju izri¢na, namerna, posledi¢na i odnosna
reCenica (Ivanovi¢ 2014: 32). U zavisnosloZenim recCenicama u govoru
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trogodi$njaka najzastupljenija je izri¢na recenica i to najceS¢e kao dopuna glagola
govorenja, najcesc¢e sa veznikom da (samo u jednom primeru beleZzimo veznik

kako):

Imam tji (tri) godine, tjenej (trener) mi je jekao (rekao) da sam toliko mala, nije
hteo da me primi. (A. M., devojcica, 3 god. i 2 m.); Ja sam vam rekla da ne trcite
po sobi, vi me ne slusate i sad je vaspitacica ljuta. (K. M., devojcica, 3 god. i 6
m.); Vaspitalice, $to si rekla svima da mi je tata policajac? (I. D., de¢ak, 3 god. i
10 m.); Kokoska kaze kokoda, a meni mama nekad kaze da ne zatvaram usta kao
kokoska. (K. M., devojcica, 3 god. i 6 m.).

Vremenske reCenice se ¢esto javljaju u spontanom govoru trogodisnjaka i

to uvek sa veznikom kad(a):

Kada sam isla u vrti¢, srela sam Anju i Ivu. (T. M., devojcica, 3 god. i 4 m.); Kad
nam donesu krevetice, budite tihi, igracemo se nesto da NatasSa (vaspitacica) ne
¢uje. (nakon uzine, tokom spremanja za spavanje, D. 1., de¢ak, 3 god. i 10 m.);
Vaspitacice, vidi, doneo sam ovu knjigu koja smrdi na staro jer mi je tata kupio
jos kad je on bio mali. (V. M., deCak, 3 god. i 9 m.); Njega ¢e mama da os$isa kad
on bude hteo. (E. B., devojcica, 3 god. i 7 m.); Lele, moj tata e te sledi kad vidi
sta si uladila sa batine luke (ruke) (M. M., decak, 3 god.)

Namerna reCenica se rede javlja u govoru trogodisnjaka i to uvek sa

veznikom da:

Mene medved vodi na plivanje, da me cuva od nosoroga. (A. P., deak 3. god i 6
m.); Ho¢u da budem frizer, da pravim devojcicama frizure. (D. S., decak, 3 god. i
8 m.); Deda me stalno vodi da je vidim. (U. N., devojcica, 3 god. i 10 m.); Ja sam
bila i§la juce sa mamom da kupim cvece, da posadimo. (M. V., devojéica, 3 god. i
5m.)

U govoru trogodi$njaka odnosna recenica nije Cesta, ali je zabelezeno

nekoliko primera sa veznikom koji:

Vaspitadice, vidi, doneo sam ovu knjigu koja smrdi na staro, jer mi je tata kupio
jos kad je on bio mali. (tokom igre, V. M., decak, 3 god. i 9 m.); Moja omiljena
igracka je moja kuca Loli, koju bas volim. (L. P., devoj¢ica, 3 god. i 2 m.); Ja
imam jezi¢a koji ne bode. (U. N., devoj¢ica 3 god. i 10 m.)

Uslovne recenicu u govoru trogodisnjaka nisu Ceste. Trogodis$njaci ¢esce

grade uslovne reéenice u inverziji sa veznikom ako, retko sa veznikom kad:

Kad pipas stalno nesto prljavo, izadu ti bubuljice na licu kao mojoj mami. (D. N.,
devojcica, 3 god. i 8 m.); Ako ti vaspitacica skida koricu sa hleba, zubi nece da ti
budu jaki. (M. L., devojéica, 3 god. i 8 m.); Ako ne bacamo u kantu, planeta ¢e da
place. (A. V., decak, 3 god. i 7 m.)

U spontanom govoru ¢etvorogodi$njaka, kao i u govoru petogodi$njaka,

najzastupljenije su izrine recenice, na drugom mestu po zastupljenosti su
vremenske recenice, a nesto rede se javljaju odnosne, uslovne i namerne re¢enice.
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Dok su trogodi$njaci gradili odnosne reenice isklju¢ivo s veznikom Koji,
cetvorogodisnjaci koriste 1 veznik sto:

Imao sam kamilu sto Seta po pustinji. (A. M., 4 god. 8 m.); Talice (vaspitalice),

pri¢aj nam ponovo pricu sa zekom §to skace, a mi da zmurimo (Zmurimo). (J. M.,

decak, 4 god. 1 8 m.)

Kod cetvorogodisnjaka se javljaju uzrocne recenice, najcesce s veznikom jer:

Policajci su mom dedi napisali kaznu, jer se bata i ja nismo vezali. (U. M.,

devojéica, 4 god. i 7 m.); Necu to, ne¢u kopam, jer mi je dosadno. (V. M., 4 god. i

10 m.); Tara place jer joj nedostaje mama, ba$ je prava beba (M. L., devojcica, 5

god.i1lm.)

U spontanom govoru petogodi$njaka najzastupljenije su vremenske i
odnosne reéenice, tre¢e po zastupljenosti su uzroéne s veznikom jer, ¢etvrte po
zastupljenosti su izricne reCenice s veznikom da. Dok su trogodiSnjaci i
¢etvorogodisnjaci vremenske recenice gradili isklju¢ivo s veznikom kad, u govoru
petogodi$njaka belezimo jedan primer zavisnoslozene recenice u kojoj se javlja
vremenska klauza s veznikom dok:

Ne smemo da bacamo smece u vodu, jer ¢e smece da se zamrsi patki oko noge i

da smeta ribicama dok plivaju. (P. S., decak, 5 god. i 6 m.)

U spontanom govoru petogodi$njaka javlja se 1 odnosna recenica u
inverziji s veznikom ko:

Ko bude danas dobar, on deli papir pre uzine. (decak, I. M., 5 god. i 10 m.); Ko je

izgubio, on zasmejava. (V. D., de€ak, 5 god. i 6 m.)

Nesto su rede izri¢ne, uslovne i namerne recenice, ali smo zabelezili jedan
primer poredbene recenice za jednakost sa subordinatorom kao sto:

Ja sam u biblioteku video istu knjigu kao sto imam kuéi. (S. R., devojéica, 5 god. i

2m.)

U naSem korpusu, u spontanom govoru Sestogodi$njaka, najbrojnije su
izri¢ne reCenice:

Zna$ kako ide zemljotres? (I. M., devojcica, 7 god.); Ja znam kako Se ovo pravi.

(M. S., 6 god. i 5m.); Moj pas Gricko zna kad sam tuzna i dode da me utesi. (M.

P., devojcica, 6 god. i 4 m.); Pogodi koju Zivotinju sam zamislio. (V. D., decak, 6

god. i 8 m.); Da vidim $ta mi treba. (V. S., deCak, 6 god. i 5 m.); Pogledajte koliki

sam zamak napravio. (J. K., de¢ak, 6 god. i 9 m.)

Druge po zastupljenosti u govoru Sestogodisnjaka su odnosne recenice,
nesto manje su zastupljene uzro¢ne i uslovne, a sasvim retko se javljaju namerna i
vremenska redenica. Ce$¢e nego mlada deca, predskolci u spontanom govoru tvore
odnosne recenice s veznikom Sto:

Trebali smo pripremiti americke palacinke, znate one male, Sto se prave sa

jogurtom... (V. V., decak, 6 god. 7 m.); To je ono Sto gledas na nebu kada padne
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no¢, one bele tacke to je zvezda Tara. (N. I., deak 7 god.); Mozda je novo to sto

smo jeli krofne za dorucak, pa imamo hormon srece. (S. T., decak, 6 god. i 8 m.)

Sestogodisnjaci poinju da upotrebljavaju pasivne oblike (Ivanovié 2014:
48). U zabelezenom spontanom govoru SestogodiSnjaka javlja se samo jedan
primer njegove upotrebe: Unutra su grisine, a prelivene cokoladom. (M. S.,
devojcica, 6 god. 1 5 m.).

Pri analizi produkcije naporednih odnosa medu nezavisnim klauzama i
razlicitih tipova zavisnih klauza u spontanom govoru dece, uo¢avamo postepeno
usloznjavanje i bogacenje recCenice sa poveéanjem uzrasta. Na svim ispitivanim
uzrastima se javljaju vremenske, odnosne, izri€ne i namerne recenice, samo je
njihova distribucija po uzrastima razli¢ita. Najpre se javljaju izricne i vremenske
reCenice, koje su najzastupljenije u govoru trogodiSnjaka. Uzro¢ne reCenice
uoc¢avamo tek kod Cetvorogodisnjaka, a jedan primer poredbene recenice nalazimo
u govoru petogodisnjaka. Sistem hipotaksic¢kih subordinatora znacajno je bogatiji
u govoru SestogodiSnjaka nego kod mlade dece, naroCito kada je reC¢ o
subordinatorima izri¢nih recenica.

3. DISKUSIA | ZAKLJUCAK

U spontanom govoru dece predskolskog uzrasta, koja su izvorni govornici
srpskog jezika, sa poveCanjem uzrasta reCenica sadrzi vise re¢i. Trogodisnjaci i
CetvorogodiSnjaci Cesto koriste proste i proste proSirene recenice, pa je njihova
komunikativna recenica krac¢a i u pogledu broja reci i u pogledu broja klauza.
Najduze recenice tvore deca uzrasta 5.0-5.11, Sto se podudara sa rezultatima ranije
studije o sintaksi¢kom razvoju dece (Cabarkapa i dr. 2007: 460).

Kada je re¢ o naporednim odnosima, u spontanom govoru dece
predskolskog uzrasta najcesc¢e se iskazuje sastavni odnos, jer je deci najlakSe da
shvate i iskazu da dve radnje teku u istom smeru. Javljaju se jo$ i klauze u
suprotnom naporednom odnosu, jer deca od tre¢e godine mogu da iskazu i kretanje
dve radnje u suprotnim smerovima. Produkcija klauza u iskljuénom, zaklju¢nom i
rastavnom odnosu zahteva odredeni nivo kognitivnog razvoja, koji sledi tek u
Skolskom uzrastu. U pisanom izrazavanju dece uzrasta od 8 do 11 godina uocena
je vrlo sli¢na distribucija naporednih odnosa kao u rezultatima naSeg istrazivanja
usmenog govora dece uzrasta od 3 do 7 godina, jer se rastavni, iskljucni i zakljucni
naporedni odnosi javljaju samo sporadi¢no u pismenim sastavima dece mladeg
Skolskog uzrasta (Ivanovi¢ 2016: 432).

Imajué¢i u vidu ranije navedenu Cinjenicu da se posledi¢ne recenice u
govoru dece razvijaju medu prvima (Ka$i¢ 2002, Ivanovi¢ 2014: 32), treba istaci



TIPOVI RECENICA U SPONTANOM GOVORU DECE ... | 37

podatak da se u korpusu od Cetiri stotine zabelezenih iskaza posledi¢na reCenica
javila samo jednom. U nasem korpusu, takode, izostaju mesne recenice, koje su
ocekivane u govoru dece predskolskog uzrasta, s obzirom na to da spadaju u
klauze s konstituentskom vrednos¢u priloske odredbe koje se ranije javljaju u
govoru dece (Kasié 2002). Ce3éa upotreba zavisnoslozenih re¢enica javlja se u
govoru dece ¢iji roditelji i vaspitaci, dakle, govorni uzori deteta, u svom govoru
ceSc¢e koriste zavisne recCenice (Ivanovi¢, 2014: 37), a bogato jeziCko okruZenje
dovodi i do upotrebe kompleksnijih rec¢enica.

S obzirom na to da je ispitivanje obavljeno Cetiri godine nakon pocetka
pandemije virusa Kovid-19, ispitanici pripadaju generacijama dece koja su rodena
tokom pandemije ili su u trenutku proglasenja pandemije imala jednu ili dve
godine. Slabija zastupljenost razlicitih vrsta naporednih odnosa, kao i izostajanje
odredenih vrsta zavisnih reCenica, mogu se delimi¢no objasniti i uticajem
pandemije, koja je negativno uticala na razvoj govora dece, kako zbog nosenja
maski i socijalne izolacije, tako i zbog joS vece izlozenosti dece ekranima,
izostajanja iz vrti¢a i smanjene fizicke aktivnosti (Luki¢ i dr. 2021: 201).

Imajué¢i u vidu C¢injenicu da su razvijene sintaksi¢ke sposobnosti U
predskolskom uzrastu prediktor kasnijeg akademskog uspeha kod dece, potrebno
je vefu paznju posvetiti razvoju reCenice u decjem govoru. OgraniCenja ove
studije jesu kraéi period prac¢enja spontanog govora dece i ograni¢enost uzorka na
teritoriju jednog grada. Ipak, studija daje smernice za rad na razvoju govora dece u
predskolskom uzrastu, a rezultati analize postojeCeg stanja u govoru dece u
jagodinskim vrti¢ima moze posluziti kao polaziSte za neka buduca istrazivanja
veceg obima.
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TYPES OF SENTENCES IN THE SPONTANEOUS SPEECH OF PRESCHOOL
CHILDREN

Summary

The analysis of children’s spontaneous speech provides insight into the representation of
syntactic structures, on the basis of which it is possible to plan to encourage the
development of those structures that are absent in children’s speech or are less represented.
Considering the late speaking and slow language development of children, more attention
should be paid to the speech development of preschool children. The paper analyzed the
average sentence length by age, as well as the sentence structure of preschool children
(representation of simple sentences, both basic and extended, coordinated and subordinated
sentences). Preschool children who are native speakers of the Serbian language use
communicative sentences with an average length of about two clauses and, as their age
increases, their sentences contain more words. Three- and four-year-olds use simple and
simple extended sentences more often, so their sentences are shorter both in terms of the
number of words and the number of clauses. The longest sentences, both in terms of the
number of words and in terms of the number of clauses, are created by children aged
5.0-5.11. In coordinated sentences in spontaneous child speech cumulative and adversative
relations appear. Our findings show that in the speech of preschool children, the use of
consequential and place sentences should be encouraged. The weaker representation of
different types of coordinated relations, as well as the absence of certain types of
dependent clauses, can be partly explained by the impact of the pandemic, which
negatively affected the development of children’s speech. Our study provides guidelines
for work on the development of children’s speech in preschool age, and the results of the
analysis of the current state of children’s speech in kindergartens can serve as a starting
point for some future research on a larger scale.

Keywords: child speech, preschool age, syntaxis of child speech, sentence.
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MPEJJIO3U Y HACTABHU CPIICKOT JE3UKA KAO CTPAHOT
(MPUMEHA METOJIE PA3MUIILbAILA HATJIAC)

AIICTPAKT: Y pamy ce aHamM3Upajy MPEAO3W Y HACTaBH CPIICKOT je3WKa Kao CTPaHOT
NoMoly MmojaTaka NPUKYIUBCHUX MPUMEHOM METOJIe pasMHUIUbama Harnac (eHri. think-
aloud protocol). YcBajame mpemiora y HacTaBd CTpaHuX je3uka mpaheHo je OpojHUM
noremkohama, IITO je CIydaj M y HACTaBH CPIICKOT je3WKa Kao cTpaHor. Hekn on pasnora
3a TO jecy HHXOBa MOJHCEMaHTHYHOCT, ()PEKBEHTHOCT, alld M HEIOBOJHHO MoOCBehnBame
NaKHbEe OBMM jE3WYKUM jelUHUIaMa. Y HUCTpaXKHBaby Cy y4ECTBOBAJIA TPH IOJIA3HHKA
Kypca CpICKOT je3WKa Kao CTpaHor Ha cpeameMm HUBOy 1 (HuBo Bl) yuema. L{usb
UCTpaXXMBarba je YTBPJUTH Y KOjOj MEpH A0JIa3H JI0 rpellaka y yHoTpeOu Mmpeiora Kox
CTpaHUX CTy/AeHara, KOju Cy MOryhum y3polH HHXOBOI HACcTaHKa T€ KOJUM ce
KPHUTEPHUjyMHMa CTYJICHTH CITy)Ke IPUIMKOM o1adbupa oArosapajyher npeasora.

Kmwyune peuu: cpnckm jesuk Kao CTpaHH, yrnorpeda NpeaIora, MeTola pa3MHIbamba
HarJac.

PREPOSITIONS IN TEACHING SERBIAN AS A FOREIGN LANGUAGE
(APPLICATION OF THINK-ALOUD PROTOCOL)

ABSTRACT: The study analyzes prepositions in teaching Serbian as a foreign language on
data collected using the think-aloud protocol. The acquisition of prepositions in foreign
language teaching is accompanied by numerous difficulties, which is also the case in
teaching Serbian as a foreign language. Some reasons for this include their polysemy,
frequency, and insufficient attention given to these linguistic units. The research involved
three participants of a Serbian language course at the intermediate level 1 — B1 of learning.
The aim of the research is to determine to what extent errors occur in the use of
prepositions among foreign students, what are possible causes of their occurrence, and
what criteria students use when choosing the appropriate preposition.

Keywords: Serbian as a foreign language, use of prepositions, think-aloud protocol.

1 .

Pan je 3acHoBaH Ha ceMHHApCKOM pany u3 mpenMeTa [IprMemeHa KOTHHUTHBHA
JIMHTBUCTHKA HA IOKTOPCKUM aKaJEeMCKUM CTyIdjama, ddju je Hocwnan npod. np bubana
Paguh-Bojanuh.
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1. VBOJI

CBecHM M3a30Ba Ha KOj€ CTYJEHTH CPIICKOT je3HKa Kao CTPaHOI Hauiase
NPWINKOM YCBajamba TPEJIord, ald M BAXXHOCTH CaBlajaBamba IIpenpeKa y
pasyMeBamy W MPaBUIIHO] YHNOTpeOM OBUX jeJUHHIA, Y OBOM paay OaBUMO ce
MpeIo3uMa KOju ce ycBajajy Ha modeTHUM HuBouMa 1 u 2 (HuBom Al u A2) Te
cpeameM HUBOY | (HuBO B1) yuema cprickor je3uka Kao CTpaHOT.

VY wucrpaxuBamy Cy ydecTBOBajla TPH CTYACHTa CPIICKOT je3uKa Kao
CTpaHOT, Koju ¢y noxahamm kypc Ha cpeameM HEBOY 1 (HHBO b1). OHU Ccy 3amaTke
pamminM MeToAOM pasMuiUbaiba Hariac (enrm. think-aloud protocol), xoja
moJipa3yMeBa Jla yYECHHUIIM BepOaln3yjy CBOjeé MHCIH TPWIMKOM pelllaBama
onpehenor npobiema. Kopryc mpencraBibajy 3agaly Koje Cy CTpaHU CTYACHTH
MOy HaBaJIA TAKO IIITO CYy YIUCUBAIN OATOBapajyhu mpeyior y 1aTu KOHTEKCT, TS
3BYYHH CHHMIIA KOjH CY MIPUTOM HacTanu. | maBHU sk OBOT pana jecte cienehw:
Ha OCHOBY ypaljeHUX 3ajjaTaka U NIPUKYIJbEHOT 3ByYHOI MaTepujaia JOKYYUTH Ha
KOjU HAa4YWH IMOJIA3HUIM KOJH y4e CPICKH je3UK Kao CTPaHH pPa3MHUILbBa]y O
HpeUIo3nMa, Koje KpUTEepujyMe KOPHCTE 3a IbHXOB 0/1a0up Y JaTOM KOHTEKCTY U
KOju cy Moryhu y3polu rpeliaka JI0 KOJUX JIOJIa3d y YIOTpeOM Npeyiora.
KonauaH mwb jecte naTté JONPUHOC OOJbEM pasyMeBamy rpelaka y yrnorpedu
OpEeJIord y HAcTaBU CPIICKOT je3WKa Kao CTPaHOT M Ha OCHOBY JIOHETHX
3aKJby4aKa Mo0O0JBIIATH M YHANPEUTH HAUMH HBHX0BE 00pase.

2. TEOPUJCKHM OKBUP

[Ipeyore neduHUIIEMO Kao HENMpOMEHJbHBE MOMOhHE pedn Koje croje
ucrpes onpelheHux majeKHUX 00JIMKa CAaMOCTATHUX PEUr M CITy)Ke 332 O3HAUYaBabe
BUXOBOI OJHOCA TpeMa JAPYI'MM pedynMa y peYeHHIM, Kao M 3a Oimke
onpehuBame Tor oxnoca (Cranojumh—Ilomosuh 2005: 126). Hexu mnpemiosu
jaBibajy ce y3 caMo jeJaH MajeXHu OOJIHK, HEKU Y3 JIBa, a CaMo IO H3Y3ETKYy Y3
TpY MajekHa OOJMKa. YHyTap CHCTEMa CpIICKOI je3uKa, ¢ OO3MpOM Ha
HEHTPATHOCT U MAaPTHHAIHOCT MajeXKa, UCTH MPEUIONIKH O0JIMK Y HCTOM 3HAYCHY
HUKAJ| He ONCYJiC)yje UICTOBPEMEHO JBa HETIOCPEIHA OIO3UIIMOHA MTapHhaKka YHyTap
JaTtor cucteMa (aKy3aTHUB M JIaTWB, T€HUTHB M JIOKATHB, ICHUTHUB U aKy3aTHB,
MHCTPYMEHTAJl M JaTWB, MHCTPYMEHTaJl M JIOKAaTHB, JaTHB W JoKatuB). U3
HaBeJICHOT MPOM3MIIA3U J1a Cy TEOPHjCKH Moryhe 4eTHpu KOMOWHAIHMje, O KOjHX
ce T0 TIpaBWIy pealn3yjy camo NBe — aKy3aTuB u JiokatuB ¢ Y, HA u O, Te
aky3atuB u uHcTpyMenTan ¢ IIPEJ], HAJT, [IOJ u MEBY (lvi¢ 2008% 267-268).
IIpemosn koju ce jaBibajy y3 HBa WM TPH Taaeka, IpeMa 3Hadekhy Koje
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OCTBapyjy y KOHCTPYKLIHjH C DPA3IMYATHM IaJeKHMa, MOTY C€ MOACIHUTH Ha
ucmo3HauHe W XOMOHUMUYMe, Tla Tako, Ha mnpumep, mpemior HAJl wuma
WCTO3HAUaH KapakTep Yy KOHCTPYKIMjU ca CHAlHMjalHUM aKy3aTHBOM U
CHaIyjaTHIM HHCTPYMEHTAJIOM, 2 XOMOHMUMHYaH Kapaktep uMma npemior C(A) y
KOHCTPYKUHU]H C MHCTPYMEHTAJIOM JIPYIUTBA U y KOHCTPYKIHjH Ca CIAIHjaTHUM
rerntiBoM (Ivié 2008°: 267).

YcBajambe TpeAniora y HacTaBU CTPaHUX je3WKa NPEACTaBJba BEIHK
n3azoB. OHU Cy BakaH Jieo OBE HactaBe Oyayhu na crmanajy y jenHe ox Hajuenihe
ynorpe0JsbaBaHUX pedud y je3uky. Tako, Ha mpuMep, ¢ 003UPOM Ha AUCTPUOYIIH]Y Y
OOMYHOM, CBaKOJHEBHOM €HIJIECKOM je3WKy, Mely Tpumecer Hajuerthe
ynorpe0JsbaBaHUX pedM Halla3W ce Jak AeseT mpezsora (Saint-Dizier 2006: 3). Ox
122 MunnoHa pedu, KOJIMKO UX CAAPKHU CICKTPOHCKU KOPITYC CABPEMEHOT CPIICKOT
jesuka, mpetpara mnpemiora HA u Y naje TOTOBO JBa, OJHOCHO TOTOBO TpHU
MWJIMOHA pe3yiTara, mro ymyhyje Ha To qa Oum oBe jequHwmIe Morie Outu Mehy
HajDPEKBEHTHU]HM PEUNMA y CPIICKOM je3HKY.>

Tauna u mpenu3Ha yrnoTpeda Mmpensiora jeiHa je of MOCIeIBbIX CTBapH
KOj€ Ce CaBla/iajy y YU’y CTPaHOT je3UKa, a HU CPIICKH je3UK HUje Y TOM TOTIIEeTY
nzyserak (Kmukosan 2018: 113). [IpaBunna ynorpeda T3B. IPOCTOPHHUX jE3MUKUX
jeIuHHIA, a TO Cy Hajuerrhe MpelIosn, jeHa je OJ MOCIeIHBUX CTBapH Koja ce
Hay4YHd y JPYroM WM CTPAaHOM j€3WKy, a MHOTM HHKaJa HE YCIEjy OBIaJaTH
ynorpebOM Ha HHBOY W3BOPDHHUX TOBOpHHKA, MOCeOHO Kaja je ped o
HemnmpocTopHUM 3HadewmuMa (Matovac 2017: 265). Ilo3HaTo je ma WX je TEmIKO
Hay4YUTH U Ja Cy YeCTO NpeaAMET HeratuBHOr Tpancdepa (Bratoz 2014: 325).

Pazno3u 3a oTexaHo ycBajame OBHUX jeAWHHUIA jecy Opojuu. [IpBu pasnor
jecTe a cy mpeio3u reHepaiHO MOJUCEMAHTUYHH, 1a MHOTH MMajy pa3inyuTa
3Ha4YeHa Yy 3aBHCHOCTH OJI KOHTEKCTa; 3aTHM, YIOTpeda Mpeasiora y KOHTEKCTY
MHOI'O ce€ pa3liuKyje O jeJHOr je3uKa A0 APYror, 4ecTo y3poKyjyhu HeraTHMBHH
CUHTAKCHUKH TpaHchep; U Ha Kpajy, YMHCHHUIIA j€ Ja IPEJI03U MOTY OUTH TEIIKO
MPEeNo3HATIFUBH, TOCEOHO Y TOBOPY, Oyayhu aa decto uMajy Manu Opoj ciorosa
(Lorincz—Gordon 2012: 1). To mpobieMa mona3u U 300T TOra IITO CYy MPEITO3H
4ecTOo 3aHEMapeHW Y HACTaBH CTPaHHMX je3HWKa, Ma ce He mocBehyje JTOBOJBHO
NaXmke BUXOBOM YBeXOaBamy U JepHHUCABY CHEHU(UIHOr 3HAYCHA Y IaTOM
KOHTEKCTY.

[Ipensos3u ce yecto cMaTpajy cCeMaHTUYKH Mpa3HUMa U TUCTPHOYTUBHO
crobomHMMa, a cMaTpa ce M Ja HOCe BeoMa Malld MHQOPMAaIHOHH CaapikKaj
(Baldwin 2006: 197). Jla mnpemjio3d HHCY CEMAaHTHUYKH IIPa3HH HHUjE TEIIKO

2 [http://korpus.matf.bg.ac.rs.html]
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Joka3zaTH. AKo y3MeMo, Ha mpumep, npemmore Y u HA: y3 ucTy UMeHUIy OHU
03HA4aBajy Opyeauujy eaujesuuxy cumyayujy, Hup. Y / HA 6pody, OZHOCHO
aAKmyanusyjy paaiuyuma 3Haderba noaucemuyne umenuye, uup. ¥V / HA kpajy, nnn
UMAIUYUPA]Y YHeKoIuKo paziudum nojam, vup. ¥ / HA marupy (Kimnkosar 2018:
113). Haeeneno notephyje u mpumep wuhu 11O uexoca / newmo, Tpu demy
KOHCTPYKIMja O3Ha4aBa Ja 'HEKO OJyIa3u caMm u Bpaha ce ¢ HeKMM / HEeYHM Ha
HIOYETHY JIOKALUjy’, JaKiie OHa 3aMemyje ynoTpeOy yak japa riaroia. Ocum Tora,
y CPIICKOM jEe3HKY MPEIJI03U HUCY AUCTPHOYTHBHO CIIOOOIHU — jaBJbajy Ce UCIIPE]
MMEHCKE PEYd, a CACBHM M3Y3eTHO H3a He.’ 3aHeMapHBAmbeM CEeMaHTHUKOT
MOTEHIWjala MPeUIord y HaCTaBU CPIICKOT je3MKa Kao CTPaHOI HE yKasyje ce Ha
030WJbHE pa3NuKe Y KOHIENTyanm3anuju w3Mel)ly Ham3riaenm CIWmyHHX
KOHCTpYKUHja — ¥ / HA kpesemy, HA / I10O cmony,* KOI / JIO opyeapuye,” nu
nak Y wxonu . HA ¢axynmemy, te cnydaj npemiora [10J] u HAJl y nopehemy ¢
N3HAJ 1 UICTIO/,® ut.

CraBoBe 1a MpEAJO3U HEMajy 3HauYCHEe WM Ja Cy HhHXOBa 3HAUCHA
MPOM3BOJbHA U 0e3 MeljycoOHe Bese, Te 1a je MOoTpeOHO YYNTH MX HamaMeT HIIH
NaMTHTH WHIUBHIyaJlHE KOHTEKCTE, OIOBPIVIA Cy HWCTpaKMBama U3 00acTtu
KOTHUTHBHE JIMHTBUCTHKE. 3 TOT pasinora gajeMo npumMep aHanuse mnpeaiora OJ]
u3 MoHorpadwuje Jb. Illapuh (2014), rme ce HEroBo HEHTPAIHO MPOCTOPHO
3HAUCHE HM3BOpA MPBO JUPEKTHO MOBE3yje C BPEMEHCKHUM 3HAUYCHEM, Y KOjeM
TeHUTHBHA KOHCTPYKIMja O3HAa4aBa HCXOJIUIIHY TAauyKy y BpEMEHY, HAaKOH dYera
cliesie ocrajia MpoLIMpeha NPOCTOPHUX 3HAYCHa, OJHOCHO METaOPUIKH H3BOPU

8 Ipenmor PAJIN, a mounekan u YIIPKOC, Moxe qohu U MOCIe UMCHHMIIE MU 3aMEHHUIIE,
HOp. cebe PA/[H, a Hexku Tpeaio3n ynorpedbaBajy ce y CIojy € MOjeAUHUM MPHUIO3HMA,
Hip. /O seuepac (ITunep—Kiaju: 2017: 205).

* Muciu ce Ha npumepe: 1) Bpawmo je HA cmony, 2) Bpawmo je I1O cmony. TIpsu mpumep
0O3HauaBa KOMITAaKTHOCT, a IPYTH PacyToCT 10 MOBPIIMHU.

° M. UBuh 3a npuMepe THIA omuuiid je 00 Majke W omuuind je Koo majke, KOjH HMajy
3Ha4Yewe ,,0aBbema y cdhepn HeKor numa’, Kaxke Ja HUCY CHHOHMMHM, 3aTO HITO IpBa
KOHCTpyKIHja naje u noxarak o ,,O'PAHMYEHOM TPAJABY rtakse cutyanuje”, Te aa
ce ,,IPeJHOCT Jaaje M30opy Impemiora 0o MO TPaBWIy OHAA KaJ y PEUYEHHI CTOjH
npwioroM excruuiupana nHpopmanuja o KPATKORU IMPOBEJJEHOI" BPEMEHA '’y
chepu’ ocobe o kojoj je peu” (Meuh 1999: 3). Ilpumep Hoem [O opyeapuye, nakie,
o3HauaBa kpahe 3agpkaBame y ogHocy Ha mpumep HMoem KOJI opyeapuye, nako y
BaHje3MYKO] CTBAPHOCTH HHj€ HY)KHO Ia OyZe M OCTBAPEHO KPATKO 3a/pKaBambe, 0K je y
mpuMepruMa ¢ UMEHHUIIaMa XXHUBO (-) Y CBOjCTBY JIOKaIM3aTopa KpaTKO 3aJpKaBame 3anucTa
wianaupano (Hnp. Moem [O anomexke | npooasnuye | nowme).

® K. Pacymuh (2004: 103-105) 3a npemtore HAJT u IIOJ] y oxuocy na MU3HAJ 1 UCITO/]
KaXe Jla HOCe 3HAYCHCKy KOMIIOHEHTY KoOja MOJpa3yMeBa HAJIAKEHE CEHTUTETa Y
’MaHEBapCcKOM’ MPOCTOPY APYror €HTHTETa, Tj. Ja MHCUCTUPAjy Ha MelyrnoBe3aHOCTH U
MOTYRHOCTH HHTEpaKIHje.
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— d@2eHC je u380p padre, Mamepujan je u3gop KOHAYHO2 NPOuU3so0d, YeluHa je
U360p 0ena, NOCeOHUK je U380p nocedosanoe, y3poyu U cpeocmed cy u3eopu, UT.
Haje ce u 3HaUeHCKa MpeXa OBE KOHCTPYKIHjE, y KOjOj CE HAOKO pa3iuiHuTa
3Ha4YeHka M3BOAE U3 jEOHOI LEHTPAJIHOT, Tj. NMPOCTOPHOI 3HA4YCHa H3BOpa U
ylajbaBamkba OJf M3BOpa, KOjeé je Yy OCHOBM 3HauyeHha CBUX TE€HUTHBHHUX
KOHCTpyKIHja ¢ mpemrorom O/1.

3. METOAOJIOI'NJA

Y 0BOM HCTpaXkuBamby HNPUMEHWIM CMO METOJy Pa3MHUILJbamba Harjac
(eurs. think-aloud protocol), kojom cMo pUKyNHIM 3HAYajaH 3ByYHH MaTepHjall,
KOjU HaM je, y3 MHCMeHO ypaljeHe 3ajgaTke, MOCITYXHO Kao rpaha 3a aHamusy.
Metona pa3MHIUbamka Harjlac MOXE CE KOPUCTUTH NPUIMKOM HCTPAKHBAaHa
pasiuKa y CIIoCOOHOCTH pelaBama MmpodiieMa, Y HCTPaKUBAbY Pa3iinKa Y TeKUHA
Mehy 3aganmma, y edeKTHMa HHCTPYKIHje W OpYyruM (akropuma Koju uMajy
yTHIIaja Ha pernaBame mpoodneMa (Van Someren et al. 1994: 9).

Pasmunubame Harmac TOKOM pellaBamba IpoOiieMa IMojpa3symeBa ja
cy0jekaTr HEMpeKHIHO TOBOPH M HW3roBapa Harjiac cBe INTO MYy TMpoja3d Kpo3
MHCIH JOK 00aBjba JIaTW 3a/aTaK, a Jia ra NMPUTOM HUKO HE TPEKHAa HUTH
MOCTaBJ/ba CYTeCTHBHA IUTama, jep ce CcyOjekarT MoJCTHYe Ja Jaje TPEHYTHE
M3BEITaje 0 CBOjUM MHCIHMMAa M Ja u30eraBa TyMademe WM 00jallmkerme OHOra
mro paau, Beh ce camo Mopa xoHieHTpucaTH Ha 3agarak (Van Someren et al.
1994: 26). OBa meToAa He JOBOIM Jio mopeMehaja y MpoLECy pa3MUIILbamba.
[TpukyrubeHN Mmojany BeoMa Cy IUPEKTHH M 0e3 Kalllibera, a MCIHUTAaHWIH UX
M3HOCE OHAKO KaKo MM MaJiajy Ha MaMeT, IITO 3Ha4H Ja He MOpajy OWUTH MOTITYHH,
Tj. OHH MOTY BepOalM30BaTH camo Jieo cBojux muciu (Van Someren et al. 1994:
26).

[IpenHocT BepbanmM3oBama MHUILBEHA OrJiela ce Yy TOME Ja METOe
BepOaIM30Bakba MUIIUBEHHA, HAKO 3aXTEBHE 300T TPAHCKPUIILIUje, CErMEHTallje U
KOJMpama, Jajy HajooraTwje TOAaTKE O KOTHUTHBHHUM IIpOIECHMa KOjU ce
JIelllaBajy TOKOM H3BpiaBama 3aaartka (Leow—Manchon 2021: 306). HMako jbyau
YeCTO HUCY CBECHH CBHX IIpolieca U He BepOasu3yjy CBE IITO IOMHUCIE Y TPEHYTKY
peliaBama 3aJaTka, IMOJald Cy CBAaKako JpParoleHH jep OTKPHBAjy MHOIe
NPUCTYIIE pellaBamy JaaTor mpobiema. /[Ba MCIMTaHWUKA MOry JIOhHM 1O HMCTOT
oAroeopa Ha cacBuM paznmuute HaumnHe (Mackey—Gass 2005: 79). Ocum Tora,
OBOM METOJIOM MOTJIM OMCMO OTKPHUTH CHElu(UIHE KOTHUTHBHE TIpOIlece KOju
MOTy OWUTH yHUBEp3aJHH, & CAMUM THUM M JOhHW 0 3aK/bydyka Ha KOjH HAauWH ce
Z0JIa3U JI0 WCTIPABHOT, OIHOCHO IOTPEIIHOI peIlera IOCTaBJHEHOT 3aJaTkKa —
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KOJUM C€ MEXaHM3MHMa pa3MHUIJbarba O PA3NUYUTHM MOjMOBHMA HCTIUTAHULIN
CITy’Ke€ M KaKo KOHIMIINPAjy Te MOjMOBE.

Y 0BOM HCTpakMBamy Y4ecTBOBaja Cy TpU Nojia3Huka MeljyHapoane
JIETHE MIKOJIE CPIICKOT je3HKa, KylType U nctopuje Ha ®OumozodckoMm daxynreTy
Yuusep3urera y HoBom Cany, koja je Tpajana oxn 16. jyma no 7. aBrycra 2022.
roavHe. YUYeCHUNIHW Cy OWIM y HMCTOj TPYNH, AaKie HAa UCTOM HHBOY ydema —
cpeamu HUBO 1 (HUBO B1). [IpBH mona3HUK y4u CPIICKHU jE€3UK O MajMX HOTY jep
j€ TO TIPBU je3UK HEroBe MajKe, APYTH MOoJa3HUK YUHO je CPIICKH FOAMHY JaHa Ipe
monacka y lllkoidy m TO Kao CTyAeHT cioBeHCke Qumonoruje, a Tpehu je mBa
CeMecTpa Y4Huo XpBaTCKH je3uK. IbHMXOBM NMpBU je3WIN Cy CHIVIECKHU, MOJHCKH H
autBaHCKU. CTyIeHTH HE )XKHMBE Ha CPIICKOM T'OBOPHOM MOJPYYjy, HaKiie HHUCY
KOHTUHYUPAHO U3JI0KEHU HAIIIEM jEe3HKY.

Iopanmm cy mpukymspanu y nBa kpyra. IIpBu kpyr je OMO y TpBOj
HEJEJbU, & IPYrd HaKoH 3aBpuieTka LlIkone u mojoxeHor ucnura Ha HUBOY bBl.
Bpemencku pa3mak n3Mel)y mpBOT U Jpyror TecTUpamba OUo je JABe U MO HeleTbe Y
city4ajy mpBor u Tpeher momasauka, a y ciuydajy Ipyror, u3 OlpaBIaHUX Pasliora,
pasmak je 6uo oko Mecen gana. O6a myra 3amaTak je OMO MCTH — IOIMYHUTH
npasHWHE y MpHUMepuMa oOJroBapajyhmM mnpeanoroM. Y TpBOM KpYyry CBHU
CTYJEHTH OO Cy ucte npumepe (44 pedeHuIe), a \muMa cy Ommm o0yxBaheHu
pe/Io3y Koju ce jaBibajy Ha HuBomMa Al m A2.” To cy crmeaehu mpeaiosu, y3
KOje Vy 3arpajamMa HaBOAMMO Opoj IpuMepa y KOjuUMa Cy MOTIH OWTH
ynotpebssenu: BE3 [2], 3A [6], U3 [3], UBSMEDBY [1], U3HAX [1], UCIIO/ [1],
K(A) / TIPEMA [1],° KOJ [1], HA [11], O [1], OJI [2], OKO [1], TIO [2], [TOJ]
[1], C(A) [4], ¥V [5] u VIIPKOC [1]. ¥ gpyrom kpyry 3amamu cy Ownm
npuiIaroheH! CBakoM IMOJIa3HUKY — JOOWIH Cy TpUMepe y KojuMa Cy HamnpaBUIIU
TpeliKy y MPBOM KpyTy, aJld U JOAaTHe mpuMepe, oopahene Ha HuBoy b1 Toxom
IlIkone, koju cy Gwmm uctu 3a cBe (31 peuennia).’ Ykyman 6poj mpumepa y
JIPYyroM Kpyry, JlaKie, 3aBUCHO je O]l Opoja TOHOBJbEHHX NpHMeEpa KOJ CBaKoT
nonasHuka. HoBum mpumepuma oOyxBaheHu cy cnenehu mpemiosu, u 10 y
3HadYekUMa Koja cy Ha HuUBOy bl oOpaljena y Behoj Mepu Hero Ha HIKHM

" TIpumMepu cy omabpaHi HAa OCHOBY YIOCHHKA KOjH Ce KOPUCTH HA IOYETHHM HHBOHMA
ydema CPIICKOT je3uka Kao ctpaHor Hayuumo cpncku 1 (Bjelakovié—Vojnovic 2014°).

® Bynyhu 1a je jenuun mpumep y KojeM je TpeGano YIoTpeOUTH jeaaH o 0Ba B IPEIora
0Mo ca cranujajJHAM JUPCKTHBHUM JATUBOM, T¢ Cy 00a mpeiiora MoJIjeJHaKo HCIPaBHA Y
JIAaTOM TIPUMEPY, CTABUIIA CMO KOCY IPTY.

% Mpumepu cy onaGpany Ha OCHOBY yUOEHHKA KOjH CE KOPHCTH Ha CPEIibeM HHBOY YueHa
CPIICKOT je3uKa kao crpanor Hayuumo cpncku 2 (Alanovié i dr. 2018°).
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HUBOWIMA WM Yy HOBUM 3Hauewmuma: 3A [1], U3 [2], KO/ [1], HA [6], O/ [6], [1O
[2], C(A) [6], Y [7].

[Mpumukom 00a TecTHpama IOCTOja0 je caMO jellaH THIT 3ajarka.
Hcnuranuny cy THONymaBalld Mpa3sHUHE OJroBapajyinM IMpeuioroM, a y camo
jeHOM TpHUMEpY, U TO TPWIMKOM JPYror TeCTHpama, Tpedajo je ymucaTH JBa
mpeyiora 'y jefHy pEUCHHIly. YUYECHHIM HWCTPaXKHWBambha CaMOCTAIHO CY
MOMyHhaBald IpuMepe u3Hocehy Harjac cBoja pa3MHILbamkba TOKOM paja, Koja cy
caumibeHa. OHH Cy TO pajuiiu Hacamo, O0e3 yuenrha npyre ocobe. [IpukymbeH je
3BYYHH MaTepwjall y Tpajamy on 88 MHHYTa, KOjU je TOTOM TPaHCKPUOOBaH
(my>)xMHa TeKcTa HM3HOCH OKO JIeCeT CTpaHa JoKyMeHTa y Bopny). Baxkho je
WCTaKHYTH | J1a Cy CTYJICHTH BepOaIM30BaIH CBOj€ MHCIH Ha CPIICKOM jE3WKY, V3
MMOBPEMEHO KOpHIINeHne SHIVIECKOT je3HKa, KOjU je MPBU jE3UK CaMO jEIHOM O]l
wux. Jlakie, Huje 0110 MOryhHOCTH Jla CBa TPU CTYyJCHTa BepOaln3yjy MHUCIH Ha
CBOM TPBOM j€3WKY, IITO OM MM 3aCHUTypPHO OJAKIIAI0 caM TPOIEC pellaBarmba
3aJaTaka OBOM METO/IOM.

4. PE3VJITATU U AHAJIN3A

Kopmyc oBor mcrpakuBama caryienaBa ce U3 paslIMuUTHX YIIIOBa, NPU
YeMy ce MPUIMKOM aHaHN3e y3UMajy Y 0O3Hp pa3iHyHTH, [0 HAIlleM MUILbEHY,
peleBaHTHM mapaMmeTpu. Pesynrtare cBakor WCIHUTaHMKA TpeacTtaBHheMo
MOjeIMHAYHO — KOJHMKO IpHUMepa je YCIEIIHO PEHIeHO, a KOJHMKO HEYCIIEIIHO
MPWIMKOM 00a TECTUPama, ¢ OCBPTOM Ha TO y KOjeM Cy TECTHpamy CTYJCHTH
ocTBapwiH 00JpH pe3ynTar. Ha ocHOBY mpumepa Koje cMO MOHOBHIIM yTBpauhemo
jecy nu TokoM moxahama Illkose CTymaeHTH MMOOOJBIIATM CBOje 3HAMBE O
npemio3uMa. Y oBOM jeiy u3HeheMo m KpuTepujymMe KojuMa Cy ce CTYICHTH
CIIy’KWJIU JIOK Cy pellaBajii 3aJaTKe U TO 3a CBAKOI CTYACHTa MojeAnHa4yHo. Tom
MPWIMKOM y 003up fieMo y3eTH M BUXOBO MPETXOJIHO HCKYCTBO Y YUEHY CPIICKOT
jesuka, a Kako cM0 Beh HamoMeHynH, paiu ce O TPH pa3iMuuTa HcKycTBa. Ha
Kpajy hieMo W3JIBOjUTH HEKOJHMKO MpUMepa Yy KOjuMa Cy CTYJEHTH YMOTPeOHIn
MorpeliaH Wik HEOUYEeKWBaH Mpeior, Te ieMo MOKyImaTH YTBPJIUTH pa3iore 300r
KOjHX je 10 Tora JIOILIO.

4.1. Pesynmamu mecmuparea
V Ttabemu (Tabena 1) HaBogu ce y KOjeM MPOICHTY Cy IOJIA3HWIM Ha

Mpa3He JIMHUje YIUCAId TadaH MpeyIor. Y TadHe ce yOpajajy M OHU IpUMEPH Y
KOjHMa Cy IMOJIA3HHUIU YIIUCAIN APYTaduju MPEeaaor 01 OYeKUBaHOT, (hopMupajyhn
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TaKO PEUCHUILYy 32 HUjaHCY Mame MPUPOIHY, HO, C 003HPOM Ha TO Jia ce pPajH O
rpaMaTHYK{ UCTPABHUM M CMHUCICHUM KOHCTPYKIIHjama, IMPU3HATH CYy Kao TauHU
OJI'OBOPH.

TIpBu TecT Jpyru Tect
[IpBu cTyneHT 65,91% 63,63%
Hpyru cryneHt 78,57% 80%
Tpehu cTrynent 78,57% 53,49%

TabGena 1. IIpouenTyaiiHa 3aCTYIJbEHOCT TAYHUX OJrOBOPA

Camo je jemaH cCTyIeHT HMMao OOJbM pE3yNTaT HPUIMKOM JIpyror
TecTupama. OBaKBU MOAALM U HE Uy/ie C 003MPOM Ha TO Jia CY IMOJIA3HUIIA MPOLLIN
MHTEH3MBAH KypC U J1a c€ TOKOM HacTaBe HUCMO IOCEOHO MOCBETIIIN TIPEIO3UMA,
HEr0 CaMO OHOJHMKO KOJHKO je OWJIO MpONHcaHo pajHuM MarepujanoMm. Ocum
TOTa, TPHIUKOM JPYror TecThpama oO0yxBaheHW Cy MpuMepu y KoOjuMa Cy
CTYACHTH TOTPEIIWIN MPHIMKOM IPBOT TECTHpama (a Ja UM NPETXOJHO HUje
YKa3aHO Ha TPEIIKe ¥ HUje UM JaTa moBpaTHa WH(pOpMaIlHja 3allITO PElICHEe HUje
Ta4yHo), T€ Cy BehnM nemnom oOyxBahieHa 1 HOBa 3HaYewa, Koja cy oOpalheHa TokoM
Illkone wa b1 HuUBOy, a 3a BHUX je NOTPeOHO joll BpeMeHa Kako Ou ce y
HOTITYHOCTH YCBOjHJIA.

VY Hapennoj taGemu (Tabena 2) HpoLEHTyaJHO ce HAaBOAE HETAYHH
oaroBopu. Y 3arpajaaMa je, Takohe y MPOLEHTHMA, JaTa 3acTyIJbEHOCT OHHUX
onroopa (y OKBHpPY HETauyHWX) y KOjUMa je CIIOj Mpeayiora W UMEHCKE pedn
HEeTa4yaH y JaTOM KOHTEKCTY, ajd MOryh y caBpeMEeHOM CTaHAapIHOM CPIICKOM
jesuky.'® Heraunum oxrosopuma cMatpaheMo CBe OHe KOjH OJCTYIaAjy Of HOpME

9 MoceGHO MO M3IBOjHI IPEMEpE Y KOJHMA Cy TOJIA3HUI YIOTPEGHIIHA IPSIUIOT KOjH MOXKE
Jla ce TMOjaBH ¢ AaTHM MafeXHUM oOnukoM (HIp. Buxenoom udem *CA pooumema na pyuax,
Yecmo mucaum *O wux.). Ilpennor C(A) y cTaHgapAHOM CPIICKOM je3UKY MOXE C€ jaBUTH C
JBaMa MaJeXHUM oOnunuma — ¢ reHnTHBoM (Hip. Honasum C [pennanda) U MHCTPYMEHTAIOM
(amp. PasroBapam C Maprom), a npeasnor O Moxxe ce KOMOMHOBATH C aKy3aTHBOM (HIp. Yaapa
makoM O cmo) te nokaruBoM (HIp. Muciaum O woj). Bynyhu na obnuk pooumema Moxe na
Oyle TEHUTHUB jeTHUHE WK MHOXHHE, a ipeuior C(A) nonasu y3 oBaj MaJeHU OOJIUK, TaKBe
nprUMepe CMO TPOLICHTYAIHO M3IBOJUJIM Y 3arpajiy, Kao u Apyru npumep O mux jep je ped o
npeiory O ¢ o0nukoM Koju Moxe Ja Oyne akys3aTruB. Mako cMO MHMIUBEHA J1a MOJIA3HUIH
BEPOBATHO HKCY y TOj MEPH OBJAJAIH MaJCKHUM CHCTEMOM CPIICKOT je3MKa M Jla He 3Hajy 3a
CBE OBE CIIOjeBE MOjEeAMHUX MPEAJIOra U MaIe)KHUX 00JIMKA, & y3 TO Y MHOTO TIpUMepa ce paau o
MaJISKHOM CHHKPETH3MY, Ta je BpJIO Temko pehr Ha KOjU Mage)KHU OONUK CYy OHH MUCIHIN
NPUWINKOM pellaBama JaTor INpHMepa, HWIaK CMO Yy 3arpajaMa HaBedd IPOLEHTYaIHY
3aCTYIIJBEHOCT Ta4HUX CIIOjeBa jep, MOy4eHH MCKYCTBOM M3 HACTaBHE IIPAaKCe, UIaK MUCIUMO
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CTaHIAPIHOT CPIICKOT je3WKa, JaKiie ymoTpeOy OHOT Tpeiora KOju ce He
ynorpebJjbaBa C JaTUM MaAeXHUM OOJIMKOM Te YHOoTpeOy mpeajora ¢ OaTuMm
MaIeKHAM OOJMKOM Y TIOTPEIIHOM 3HAUCHY.

TIpBu TecT Jpyru Tect
Tpsu crysenT 22,73% (90%) 31,11% (92,86%)
JlpyTH CTyIeHT 21,43% (100%) 20% (100%)
Tpehu crynent 21,43% (77,78%) 44,19% (84,21%)

1
TaGena 2. [IponeHTyaHa 3aCTYIJEHOCT HETAYHUX OATOBOPA

Ha oBoM mecTy MopaMo MOMEHYTH W JIEKCHKY KOja ce€ TOjaBJbyje y
npuMepuma, Oyayhu na HCnUTaHUIIMMA HUCY CBH OOJHIM OWMJIM MO3HATH U CAMUM
TUM Cy yTULAJIM Ha YIHCUBaWbE TAYHOT npeasora. Jlekcrka je onabpana mo y3opy
Ha ynioenuke Hayuumo cpncku I m Hayuumo cpncku 2, HO, TIONA3HAIU Cy Ha
WCIIUTUBAaHOM HUBOY, Tj. HUBOy bl, Hawmumm Ha Hemo3Hary jekcuky. Hucy
pasymenu cienehe oOnuke: pasped, TeHUTUB MHOXKHUHE CHO6A, JIycmep, JTOKAaTHB
jenuune (y) aaxmy, 2. NUIle MHOXHHE HMIICpATHBA Je3ume, TCHUTUB jEeIHUHE
nonohu, Te TonoHUM Yauax (MOJA3HUIM HUCY MPENO3HAIN Ja C€ PaIH O rpaxy y
CpOwuju, Beh ux je 00aMK acouupao Ha IpxaBy — Hemky).

Bbynyhu na cMo y qpyroMm TecTupamy MOHOBHIHM MPUMEPE Y KOjUMa Cy
CTYA€HTH HOTPEILWIN MPHIMKOM INPBOTI TECTUPAHa, MPOBEPHIM CMO KOJHKO Cy
rpeliaka CTyJCHTH MONPABWIN Y JPYroM TecTHpamy. [IpBU CTYICHT je MmonpaBro
caMmo jelHy TpelIKy Off YKYIHO JieCeT, APYT'H je y TMeT TpUMepa YHoTpedHo
oaroBapajyhu mpemior, oj 1eBeT HOHOBJbEHHX, a TpehH je UCIIpaBHO ABE IPELIKe
MPWIMKOM JIPYTOT TeCTHpama, 0 YKYITHO JIEBET MPUIMKOM IpBor. Mako moxanu
KOJ IIPBOT U Tpeher cTyleHTa HUCY 3aJ]0B0JbaBajyhu, ¢ 003upoM Ha TO 2 UM HUje
CKpeHyTa MaXiha Ha TPellKe Koje Cy HAUYMHWIIM HPWIMKOM HNPBOT TECTHPAaIba,
OBAaKBH TOJIAIH HE YyJIe.

Jia TIOJIA3HUIIM Ha BUILEM HUBOY HeMajy morelnkoha ¢ maMhemeM IMpeiiora v najiexa Koju y3
BUX WY KOJUKO C 01a0UPOM HCIPABHOT MpEJIora.

1 IIpBu cTymeHT HHUje ymucao HHUjeJaH MPEUIOr y MET IpUMepa MPUINKOM IIPBOT
TEeCTHpama TC y jJSAHOM IMPHUMEPY NMPIIUKOM Ipyror. Tpehu cTyaeHT mpuiukoMm Ipyror
TECTHpamha OCTABHO j€ jelaH IPUMEp Mpa3aH.
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4.2. Kpumepujymu xojuma ce cmyoenmu Hajuyeuthie cayxce npuiuKom o0abuparsa
npeonoed

[IpBH CTyIEHT ce TOKOM MOIyHaBama Mpa3HWHA OCiamka Ha TO Ja JIn
npuMep 000po 36y4u, TTIOTOM Ha WICHTU(DUKAIN]Y TAJCKHOT 00JIMKA KOjU CIIC/IH,
nopeheme ¢ MPBUM je3UKOM (EHTIIECKHM), TTopeheme ¢ ApyrumM KOHCTPYKIHjaMa y
CPIICKOM j€3WKY, T€ Ha PeKIHjy Tiarona. Tpyan ce 1a TOTOBO yBEK MACHTU(UKY])e
nafex ¢ IMUJbEeM J1a My TO OJakmia u300p mpemiora, HO, 3allpaBo, HE y3UMa Y
003up majzexxHu oOIMK, Beh Ha OCHOBY TOora Kako JMaTH HpuMep 38yuu onapehyje
KOjU Tpeayor HajBulle oaroBapa mnpumepy. IlomasHMK He TpemH KOJ
KOHCTPYKITHja Koje cy obpahene Ha kypey y Llkomn: auwumu HA nexoea, scena C
NIAGUM NAHMANIOHAMA . JiceHa Y naaeum nawmanioHama, a Kol KBanupUuKaTHBHE
KOHCTPYKIIHje 00jalllibaBa U BaHje3UMYKy CUTYallHjy y K0jOj ce yrnoTpeOsbaBa jenHa
on Te nBe KoHCTpykiwje. C 003upoM Ha TO Ja ce pajl O CTYACHTY KOjH YCBaja
CPIICKH je3WK OJI MaJluX HOTY, HE UyJH HETOBO OCllamame Ha je3nuku ocehaj. 3a
pas3nuKy O Ipyra JBa CTYACHTa, KOjU Cy C€ ca CTPYKTYPOM IpaMaTHKE CPIICKOT
je3uKa YIo3HaIM Ha KypceBuUMa, yduehu MPUTOM M Ja TOBOpE, MPBU CTYJACHT je
yCBajao je3uK y KOMYHHUKAIH]U C TTIOPOJTUIIOM.

Jlpyru cTyieHT o7abupe Mpeasior Ha OCHOBY MajiekHEe (GopMme Koja My
CIIE/IW, 3aTUM TIPUMEpPE TMOpPEAN C MATEePHUM je3UKOM (TIOJbCKHM), Pa3MHUIILIba O
CEMaHTHIIM UMEHUIIE, Kao U 0 peKuju riaaroia. OcUM Tora, MOHEKa ce OCamka ’
Ha 3BYYHOCT (HAITOMHULE JIa HEIITO H0/be 36yull) U HA — KaKo Kaxe — unmyuyujy. C
003UpoM Ha TO Jia Ce pajd O CTYACHTY CJIOBEHCKE (HUIIONOTHje, OBAKBH CY
KPUTEPHjYMH OYCKHBAHU. JIpyrd CTYJIEHT YeCTO TOBOPH 3HaM / nAMMUM 08y
xkoncmpykywjy (Hup. 110 3anumary), oo je xoncmpykyuja (Hup. xeara HA
Heyemy), MUCIIeh PUTOM Ha MPEIOIIKO-TIaIe)KHE KOHCTPYKIIMje KOje je Haydro
Y TIOTITYHO j€ CUTYpaH y JaTu CIoj, MTO je rmocieanna Beher Opoja JIEKTOPCKUX
BEXOM y OJTHOCY Ha JIpyra JBa cTyJeHTa. YecTo MOMHMIbE Ja je HeKa KOHCTPYKIIHja
ucma y nobckom, W, OCUM Yy jeIHOM IIPUMEpY, KOJA OBOI' CTyJIEHTa youaBa Ce
MO3UTUBHH j€3HUYKH TpaHcdep, WTO je, Kao mMTOo cMO Beh MOoMeHyJIH, BepOBaTHO
MOCJICANIIA HeTOBUX (DUIIOJIOIIKUX CTYAH]a.

Tpehu cryneHT ocnama ce Ha nopeheme ¢ ApyruM jesuluMa, U To, npe
cBera, Ha Topeheme ¢ MaTepHUM je3UKOM (JIMTBAHCKUM), T€ C F-ETOBHM IPBUM
(eHIJIECKUM) W APYTHM CTPaHHM jE3UKOM (PYCKHM), M IIPUTOM j€ JOMHHAHTHUjU
MO3UTUBHH j€3WYKH TpaHcep y oaHocy Ha HeraTWBHU. OCHUM Tora, MOMEHYTH
CTYJICHT Cce Ocliarba U Ha MO03HaTe KOHCTPYKIIMje, 1a TaKO, Ha MIPUMED, Y PEUCHUIH
Hoem HA cacmanax ynucyje npemior HA mo y3opy Ha Hoem HA npedcmasy.
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Beoma decto He objammaBa Kako JI0JIa3H 10 peliermka, Beh caMo /1aje KoMeHTap ia
My je TO aymomamcku, a IOHEeKaJ U Ja ce ceha KOHCTpyKuHMje ¢ Jaca (3Ham da mo
UMamo y yubeHuKy, 080 je kao wmo cmo eedxcoaru v ci.). Uctude na My je nakiie
Kama 3Ha 1eny Qopmymny — Hip. auyu HA u axysamus. OOjammaa, Takole,
TOPENOMEHYTY KBaJM(HUKATUBHY KOHCTPYKUH]Y (drcena C niasum nanmaioHama .
Jrcena Y niasum nammaiowama), Te ce omIydyje 3a APYry KOHCTPYKIIHjY jep je
BEpOBaTHUja.

4.3. Ananuza ooabparux npumepa

CBU CTyIeHTH 3allaMTWINA Cy PEKIWjy TJaroja Juyumu, T€ Cy CBH
ynucanu aobap mpemior y aaroMm mnpumepy. MehyTum, camo je jeman CTyIeHT
TA4HO JOMYHUO TpuUMep Oderumu Hekoea / wewmo HA nexoea / mewmo. Y oba
ciydaja ped je o nmpemnory HA ¢ aky3atnBoMm u 00e KOHCTpyKIHje yue ce Ha bl
HUBOY.

1) Ilepa mmun HA majky.

2) Jbyne nenumo HA no0Gpe u nore.

Jbyne nenumo *U no6pe u joie.
Jbyne nemumo *I10 no6Gpe u noie.

Tpoje cTyneHara NpUIMKOM TPBOT TeCTHpama ynucaio je npemior O y
npumepy (3). Pasior 3a To je aBojaka pekuuja riaroia muciumu (muciumu O
Heuemy W mucaumu HA newmo), HO W peKIMja APYTUX KOTHUTUBHUX TIJIarojia
(arIp. pasmuuivamu).

3) Uecto mucium *O muX.

JBa crynenTa ynorpeduia cy npemior HA y npumepy (4). Taka u3oop
mpeajiora Morao je OMTH Moj yTHIajeM KOHCTpyKuuje HA Oyresapy, anu U 3aTo
mro nocroje xase Bapwjante (V yauyu : HA yauyu), Koje HOCE Pa3IHYUTO
3HaveHbe.

4) Ona xuBu Y BberomieBoj ynumm.

Ona xwuBu *HA HeromeBoj yiuiu.

VY npumepy (5) nBa cryaeHTa ynwucana cy npemnor M3 nok je jenan
ynucao O/l. Bpno decTo monasHULM 3Hajy camMO PEeKLHMjy Triaroia dorasumu Koja
nojapasymMmeBa npeaiior U3 y3 TeHUTHB jep UM ce He yKaszyje Ha apyry, Tj. Ha C(A)

2 Vimua ce moxe xonuentyanmsosarn kao CAIPXKATEJD (V yauyu | yauyy) Ha ocHOBY
TOra IITO MPEACTaBJba IPOCTOP 3aTBOPEH ¢ Tpu cTpaHe, anu u kao HOCUTEJIb (HA yruyu
[ ynuyy) 3aTo WITO MOCTOjM paBaH ABOAMMEH3HOHAIHH MPOCTOp M3Mely ABa peaa 3rpaja,
KOjU je IOBOJBHO BEJIMKM Ja ce Moxe KoHuentyanusosarn kao [TOBPIIMHA (ym.
Klikovac 2006: 57-58).



52 | I'opuya B. Muprosuh

¢ reautuBoM. [Ipemmor OJ] Morao je OuTm ymoTpebJpeH 3aTO ITO je ped o
NPEIJIOrY KOjHU C€ jaBJba CaMo y3 HMEHCKY ped y TeHHTHUBY, OJIMCEMAHTHYaH je 1
BpJio ppeKkBeHTaH, 300T Yera CTyIeHTe TeHUTUBHU OOJIMK YeCTO acolupa Ha TO Ja
Tpeba ma ynotpebe mpemior O/,
5) One nonase *U3 Ucnanna.
One nmonaze *O/] Mcnanpa.

[Ipenor HA y npumepy (6) ynmcana cy aBa CTyIEHTa, JOK je jeAaH
ynucao npeior Y. Y3pok rpelke Koj jeIHOT CTyAeHTa MOXKe OUTH TO IITO HHUje
MI03HABA0 UMCHHUILY JIaKam, a MUCJIHO j€ J1a je Y MUTaby JPYTH Ie0 Tena (Kykosu),
300r uera je ymotpeouo mpemior HA (Hrp. cmasumu pyxe HA xyxoee). Ocum
Tora, npeno3n Y u HA y cmanujaaHoM 3Hauewmy 4ecTo OWMBAjy 3aMEHHBAHH KO
CTpaHHX CTyJeHAaTa, a TAKBE TPEIKe ce MOTY MPOIIMPHUTH U Ha Jpyra 3HaueHa.

6) CaBujte pyke Y JaKTy.

Cagyjre pyke *HA makry.

Y npumepy (7) nBa crynenta ynucana cy O/l, a jenan je ynucao HA. 3a
TpelIKe y oBa JBa IpUMepa OJrOBOPaH je HeaJeKBaTaH oabup nMeHuIa, oOyxyhn
Jla je ’bUXOBO 3HAa4YeHhE CTYJCHTHMA OMI0 Hermo3HaTo. OCHM Tora, Mo3HATe Cy UM
KOHCTPYKIMj€ Yy KOjHMa ce€ y3 OJICBHHU IPEIMET jaBJjba HEKOHTPYECHTHHU aTpUOyT y
Buny npemnora OJ] ¢ MEHHIIOM Koja O3HayaBa HEKH MaTepHjall, IITO j€ MOTIJIO
YTHIIATH Ha 01a0Up OBOT MpeJjiora.

7) Honana mu ce oBa majuria HA mipyre.

Honana mu ce oa majuua *O/] npyre.

VY npumepy (8) nBa cryaeHTa ynucana cy npeaior O, a jeiaH je 0cTaBHO
TO MecTo npa3Ho. OuekuBaH je 6uo npetor M3, anu ¢ 003upoM Ha TO J1a 0Baj THIT
Kay3aJHOT 3Hayelka HHje TOJMKO (PEKBEHTaH Ha TIOYETHUM HHBOMMA, HE
u3HeHaljyje MTO ce HUCY ceTwin oBoOr mpemiora. C 003upoM Ha TO Ja ce pajiu o
NPaBHJIHO] U CMHUCJICHO] KOHCTPYKIIM)H, FIbHX0BA PElICHkha Cy MPH3HATA Kao TavyHa.

8) IleBa y xopy O jpy0aBm.

HBa crynenta cy Hanucana HA, te jenan UCIIPE/l y npumepy (9). [IpBa
KOHCTPYKIMja je Tpu3HaTa, HO YIOUCAHW Tpeajor HUje OO OUYEKUBaH.
[peno3naBmy J1a ce paay O aKy3aTUBY, MOJA3HHUIU CY OJMax YIMHUCATIH MPEIIoT
KOjH Cy NpPBH YCBOJWJIH U KOjH je BeoMa (PpEeKBEHTaH y CPIICKOM jE3HKY, HAKO
0MCMO OBY KOHCTPYKIIH]Y pelje yroTpeouu.

9) CraBu jactyk HA rnaBy.

Crasu jactyk *UCIIPE]] rnaBy.
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5. 3AKJbYYAK

MerogoM pa3MuIIbara Harjgac TNPHKYIUBEHH Cy TOJAlHd O
pasMHIUbakbUMa TPOje CTPaHUX CTyACHATa MPWIMKOM IONMyHhaBamka MNpa3HUHA
onropapajyhumM mpeayoroM y 3agatuM pedeHurniama. Ha oBaj HauwH moOWIHM cMO
YBH] Y TO Ha KOjH HaYHH OBU CTYACHTH OMpajy mpensiore u Koje cBe KPpUTEpHjyMe
MpUTOM y3uMajy y o03up. Pesynratu cy mokasanu na monazHunu Ha bl HuBOY
YIIaBHOM HHUCY HMMaiu mortemkoha ¢ ymorpebom mpemiora M oaronapajyher
najgexa. ['pemmwm cy, mpe cBera, y ynorpeOu onrosapajyher mpesiora.
[Ipumetnim cMO M Ja Cy CTYOSHTH HAjCUTYpHHUjU KaJla KOHCTPYKIMje 3Hajy
HamaMeT, KaJa cy UM JOBOJHHO TO3HATE WM KaJla Cy ce C HhHMa Cycpeld y
pPaJHOM MaTepHjaiy.

[IpMeHOM OBe METO/Ie Y HaCTaBU CPIICKOT je3MKa Kao CTPAHOT MOXKeE ce
nohu 10 cazHamkba O KOTHHTHBHHM IPOLIECHMa KOjU C€ O/IBHjajy KOJ CTyJAeHara
JIOK perraBajy pasnnante 3anaTtie. [lomohy me ce OTKpHuBajy KpUTEpHjyMH KOjuMa
Ce CTYACHTHU CIIy)X€ MPWINKOM 0adupa oJIroBopa Koju he matu y 3amaTky, a TH
KPUTEPHjYMH MOTY C€ IOJICIUTH Ha OHE KOjH JIOBOZE JI0 TAYHOT M Ha OHE KOjU
JIOBOJIE 10 HETAYHOT OJIrOBOpPA. Y BUJIOM Y TOK MHUCIIH CTyJICHAaTa MOXE CE Pa3BUTH
00JpM TIPUCTYN O0pajX Pa3IMUMTHX je3WYKHX jeMHHUIa Y OBOj HacTaBu. Ha Taj
HauMH NpeJaBad CTYISHTUMa MOXE MpPEeHETH HHQPOpMAIHje O pPEeleBaHTHHM
KpUTEepHjyMHMa KojuMa OW Tpeballo Ja ce CiyXe, a KOju OM UM y KOHAYHHIIH
OJIAKIIANN Y4eke je3nka. OBOM METOJIOM OTKPHBAjy C€ W Y3pOIM Tpemiaka y
yrnotpebu crpaHor jezuka. [lo3HaBambeM THX y3pOKa IpeaaBad ce yHarpea MOXke
NPUIIPEMUTH Ha TOTCHIHMjalHE TPEHIKe TE€ OCMHUCIUTH HAa4YMH 32 HUXOBO
CIpeyYaBarbe WIN OTKIAAbE.

C 0031poM Ha YMILEHUILY J1a 33aJaly C MPeAIo3uMa He 0{y3UMajy MHOTO
BpeMeHa, Moryhe je 4ecTo UM TMOCBETUTH MaXiby Ha 4acy. Y HaCcTaBH ce MoKa3aio
Jla KOHCTPYKIHj€ KOje Cy MHOTO IIyTa IIOHOBJbEHE, Tj. OHE KOj€ ce paje O]l CaMHX
rmoueTaka yuema, MaKo creluduuHe 3a CpPICKH je3WK, OWBajy YCBOjeHe, ma
CTY/IGHTH PETKO Tpelie y BUXoBoj yrnorpedu (Hnp. [10 sanumary, HA nujayu /
nujayy, ¥V 7.00 camu, wemamu ce 110 epady). Jla GppekBEeHTHOCT MMa 3Ha4ajaH
VTHIIQ] Y yCBajamy MpeJuiora y CTPaHOM je3HKY IMOKa3allo je U UCTPKUBAMBE Y
CHITIECKOM j€3WKY, KOjUM je YTBp)EHO 1a MeXaHH3MH KOjU CE 3acCHUBAj)y Ha
(hpEKBEHTHOCTH WMajy BaXkKHY YyJIOTY y onpeheHuM noMeHMMa ydema CTpaHOT
je3uKa, a CTyJIeHTH Op30 CTUIY MPENU3HOCT Y CEMAaHTHYKH CIOKEHUM 00JIacThMa
JpYyTOr je3rka 300T MMIUIMLIUTHOT YY€Ha 3aCHOBAHOT HA BEJIHMKHM KOJMYMHAMA
unnyma, Ta ce, 1a Ou ce oJlaKkIao u yop3ao oBaj mporiec, MpeaaBadnMa CaBeTyje
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Jla oxpalpe CTy/AeHTe Jja YNTajy | CIyMajy BHUIIE, Tj. Aa Oyay U3JI0XKEHH CTPAaHOM
JE3UKY y IIMpeM paciiony pa3nuunTux kontekcra (Mueller 2011: 487).

Ocnamame Ha MaTePHU jJe3UK WIH JIPYre CTpaHE je3uKe HEU30€kKHO je
MPUINKOM YYelmha CTPAHOT je3WKa, a CaMUM THM HeW30eXaH je W HEeraTUBHU
TpaHcdep. Y Hamoj rpah HUCMO OTKPWJIM MHOTO TakBUX INPHMEpa 3aTo IITO
(hoxyc Huje Omo Ha TOj mpobieMatui. CBecHH cMO J1a Ou Tpebano CIpoOBECTH U
TaKBa MCTPaXHMBama, jep Ou ce (POKycHUpameM Ha KOHTPAcTUBHE acmekTe usmely
MaTepmer U MUJBHOT je3UKa MOTAa0 OTKPUTH NMOTEHLMjaIHd HEraTUBHH TpaHCcdep
(Bratoz 2017: 335).

Ha xpajy, cmatpamo a He MOCTOjM YHUBEP3aJIHH MIPUCTYI KOJH MOKEMO
KOPHCTUTH TPWINKOM 00pajse cBakor mpeinora, Beh ma ra opapeljyje merosa
cnenuguiHa npupoaa. Hexe KoHCTpyKuyje cTyeHTH he ogmax ycBojuTH, Heke he
3aMaMTUTH 300T (PEKBEHTHOCTH Yy CBAaKOJHEBHOM TOBOpY, Heke he Owurtu
HOTPeOHO CYMPOTCTABUTH JIPYTHM KOHCTPYKIMjaMa, OHMMa ca BeOMa CIMYHUM
3HAYCHEM, HJIM TaK OHMUMa ca CYNPOTHHUM, UTH. BaxkHo je dopMmupatu mpucTyn
KOju HajOoJpe OATOBapa CBAKOM O] MPEIOTa, a MOTOM W IOCBETUTH JTOBOJHHO
BpEMEHA IbUXOBOM yBE)X0aBamy, U TO y KOHTHHYUTETY O] CAaMOT ITOYEeTKA YUeHha.
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PREPOSITIONS IN TEACHING SERBIAN AS A FOREIGN LANGUAGE
(APPLICATION OF THINK-ALOUD PROTOCOL)

Summary

The paper analyzes prepositions in teaching Serbian as a foreign language on data
collected using the think-aloud protocol. The acquisition of prepositions in teaching of
foreign languages is accompanied by numerous difficulties, which is also the case in
teaching Serbian as a foreign language. Some of the reasons for this are their polysemy,
frequency, but also insufficient attention to these linguistic units. That is why these units
are often one of the last to be adopted when learning a foreign language. Our research
included three students of Serbian as a foreign language course at intermediate level 1 — B1
of learning, at the International Summer School of Serbian Language, Culture and History
at the Faculty of Philosophy in Novi Sad. The research was conducted in two rounds — at
the beginning of the School, and after students completed it and passed the B1 level exam.
The participants filled in the blanks in the given sentences by writing the appropriate
proposition, while thinking aloud, i.e. verbalizing everything that was going through their
minds while solving the tasks, which was also recorded. The corpus of the research,
therefore, were the tasks that the participants did and the recordings that were collected.
The aim of the research was to determine to what extent errors occur in the use of
prepositions among foreign students, what possible causes of their occurrence are, and
what criteria students use when choosing the appropriate preposition. Research has shown
that students use different criteria when choosing a suitable preposition, the most common
of which are: the case form that follows it, how the example sounds, whether they know
the example, the verb’s rection, etc.

Keywords: Serbian as a foreign language, use of prepositions, think-aloud protocol.
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STAVOVI OSNOVNOSKOLSKIH UCENIKA PREMA BAJASKOM
RUMUNJSKOM | PREMA PREDMETU ‘JEZIK I KULTURA ROMSKE
NACIONALNE MANJINE U HRVATSKOJ*!

APSTRAKT: Iako je sluzbeno donesen pocetkom 2020. godine, kurikulum nastavnoga
predmeta Jezik i kultura romske nacionalne manjine u osnovnim i srednjim Skolama
Republike Hrvatske (model C), poceo se primjenjivati tek od Skolske godine
2022./2023., kada je u osnovnim Skolama KurSanec, Orehovica i Podturen pokrenuta
nastava ovoga predmeta. U navedenim se $kolama poucava bajaski rumunjski, odnosno
njegov erdeljski dijalekt, varijetet rumunjskoga kojim govore prakti¢ki svi Romi u
Medimurju, dok u ostatku Hrvatske viSe od tri Cetvrtine romske nacionalne manjine
takoder govori nekim od varijeteta rumunjskoga. lako se bajaski rumunjski neformalno
ve¢ ranije mogao susresti u Skolama u Medimurju, sada taj jezik i formalno ¢ini dio
nastavnog procesa. Buduci da se kod bajaskoga rumunjskoga radi o nestandardiziranom
idiomu, koji je pretezito oralan, i da su materijali za ucenje i poucavanje malobrojni, u
radu ¢emo se osvrnuti na osobitosti, izazove i poteSkoce u nastavi ovoga predmeta.
Glavni dio rada posvecen je prikazu i analizi stavova uc¢enika osnovnih §kola Orehovica
i Podturen koji pohadaju Jezik i kulturu romske nacionalne manjine prema bajaskom
rumunjskom te prema spomenutom nastavnom predmetu, koji su istraZivani putem
anonimnog upitnika.

Kljucne rijeci: bajaski rumunjski, poucavanje, Romi u Hrvatskoj, stavovi ucenika.

ATTITUDES OF PRIMARY SCHOOL STUDENTS TOWARDS BOYASH
ROMANIAN AND TOWARDS THE SUBJECT ‘LANGUAGE AND
CULTURE OF THE ROMA NATIONAL MINORITY IN CROATIA’

ABSTRACT: Although it was officially adopted at the beginning of 2020, the
curriculum of the school subject Language and culture of the Roma national minority in
primary and secondary schools of the Republic of Croatia (model C) began to be
applied only from the school year 2022/2023, when in the primary schools Kursanec,
Orehovica and Podturen the teaching of this subject started. The mentioned schools

! Istrazivanje je provedeno uz svesrdan angazman uciteljice Natalije Sklepi¢ kojoj iskreno
zahvaljujem na suradnji, susretljivosti i velikoj pomoc¢i, bez nje ovo istrazivanje ne bi bilo
moguce. Sa fij sanatosa!
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teach Boyash Romanian, i. e. the Transylvanian dialect, a variety of Romanian spoken
by practically all Roma in Medimurje, while in the rest of Croatia more than three
quarters of the Roma national minority also speak varieties of Romanian. Although
Boyash Romanian could already be encountered in schools in Medimurje, this was
mostly informal, while now the language is formally part of the teaching process. Since
Boyash Romanian is a non-standardized idiom that is predominantly oral and the
materials for learning and teaching are scarce, in this paper we will look at the
peculiarities, challenges and difficulties in teaching this subject. The main part of this
paper presents and analyses the attitudes of Orehovica and Podturen primary school
students that attend the subject Language and culture of the Roma national minority
towards Boyash Romanian and towards the mentioned school subject that were
examined through an anonymous questionnaire.

Keywords: Boyash Romanian, teaching, Roma in Croatia, attitudes of students.

1. ROMI BAJASI

U Hrvatskoj se za etni¢ke skupine kojima je materinski jezik varijetet
dakorumunjskoga najéeS$¢e koristi naziv Romi Bajasi (ili samo Bajasi), no u
proslosti se Cesto koristio i naziv Koritari, upravo zbog njihova nekadasnjeg
zanimanja, izrade razli¢itih drvenih predmeta, medu inim i korita. Pripadnici su
srodnih etnickih skupina kojima je zajednic¢ko to da im je materinski jezik varijetet
rumunjskoga i da su se u proslosti bavili obradom drveta, Zive diljem Jugoistocne
Europe (ali i Sire, uzimaju¢i u obzir ranija i nedavna migracijska kretanja) i
poznati su pod razli¢itim nazivima — npr. u Srbiji najées¢e pod imenom Banjasi, U
BiH Karavlasi, u Madarskoj bedsok, u Rumunjskoj rudari / baiesi / lingurari, itd.
(Radosavljevi¢ 2016: 187). Budu¢i da je u Hrvatskoj Romi Bajasi najraSireniji
termin Koji usto koristi i najve¢i dio zajednice, u ovom ¢e se radu koristi taj, bez
namjere nametanja onim govornicima koji se samoizjasnjavaju drukcije.

Termin Bajasi potjeCe od rumunjskog bdias / bdiesi Koji u rumunjskom
moze oznacavati viSe pojmova — zastarjelo i regionalno rudara ili vlasnika rudnika,
Roma aurara 'zlatara' te u Transilvaniji i Banatu Roma zanatliju koji izraduje
proizvode od drveta ili Siba (MDA 2001: 229). Sama rije¢ potje¢e od rum. baie
koja pak dolazi od madarskoga banya (MDA 2001: 203). Osim ovog naziva, u
Hrvatskoj postoji i naziv Ludari koji za sebe koriste Romi na podru¢ju Sisacko-
moslavacke zupanije i Brodsko-posavske Zupanije (naziv za ovu skupinu nastao je
disimilacijom glasova r/l od rum. rudar). Rumunjski jednojezi¢ni rjeCnici
definiraju rije¢ rudar (s ociglednom slavenskom etimologijom) vrlo sli¢no rijeci
badias — kao radnika (Roma) koji se bavio vadenjem zlata iz rijecnoga pijeska, a
daju i sinonime aurar i bdies te takoder kao Roma zanatliju koji izraduje korita,
zlice, vretena od drveta (MDA 2003: 269). Ludari iz Siska i Slavonskog Broda
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povezani su s bosanskohercegovackim Romima (Karavlasima) budu¢i da su
njihovi preci iz Bosanske Posavine dosli na podrucje Siska i Slavonskog Broda
nakon Drugog svjetskog rata (Radosavljevic¢ 2022: 18).

lako nazivi bajas i rudar imaju razli¢ite etimologije, evidentno oznacavaju
jednake koncepte i koriste se za Rome kojima je nekadaS$nje zanimanje bilo
povezano s vadenjem zlata i radom u rudnicima, a kasnije pak s obradom drveta.
Ono $to je ovim etnickim skupinama takoder zajednicko, a ne navodi se u
rumunjskim jednojezi¢nim rjeCnicima, jest ranije spomenuta Cinjenica da im je
materinski jezik lokalni varijetet rumunjskoga.

U Hrvatskoj se koristi i tre¢i etnonim, Muncéani, a ponajprije ga za sebe
koriste Romi iz Baranje, no koriste ga i govornici erdeljskog dijalekta kao naziv za
srodne skupine Roma koje ne razumiju u potpunosti. Etimologija rije¢i Muncan
dolazi od muntean "Muntenac, iz Muntenije (odnosno dijela pokrajine Vlaske u
Rumunjskoj)' (Radosavljevi¢ 2022: 21).

Po posljednjem popisu stanovnistva iz 2021., u Republici Hrvatskoj
trenutno zivi 17.980 Roma (Drzavni zavod za statistiku, n.d.), a uzimajuci u obzir
distribuciju po Zupanijama, informacije dobivene od udruga, kao i ranije dobivene
podatke, otprilike 75% od tog broja, oko 12.000, su Romi Bajasi.

1.1. Bajaskorumunjski dijalekti

Tri su dijalektalna varijeteta dakorumunjskoga kojima govore Romi Bajasi
u Hrvatskoj — erdeljski, baranjski muntenski i ludarski muntenski. Erdeljski
dijalekt ima najvise govornika i govori se u vise naselja na podru¢ju Medimurja,
Koprivnicko-krizevacke zupanije, Varazdinske Zupanije, nekoliko naselja u
Baranji te dijelu Sisa¢ko-moslavacke zupanije. Ludarski muntenski govori se na
podru¢ju Siska, Slavonskog Broda i djelomi¢no Kutine i drugi je po broju
govornika. Baranjski muntenski, kao $to je razvidno iz naziva, govori se u Baranji,
na podru¢ju Osjecko-baranjske Zupanije, i ima najmanji broj govornika.

Erdeljski dijalekt izdvaja se od druga dva dijalekta ponajprije na razini
fonologije, ali i po morfoloskim osobitostima, a ludarski i baranjski muntenski
imaju viSe medusobnih podudarnosti (Radosavljevi¢ 2022: 27-29). U skolama u
kojima je provedeno istrazivanje, romska djeca govore erdeljski dijalekt bajaskoga
rumunjskoga, a sukladno tome se i na nastavi predmeta Jezik i kultura romske
nacionalne manjine koristi upravo taj varijetet bajaskoga.
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2. BAJASKI RUMUNIJSKI U HRVATSKOM SKOLSTVU

U hrvatskom $kolskom sustavu postoji institucija takozvanih romskih
pomagaca, asistenata iz zajednice, koji govore jezik i koji djeluju kao spona
izmedu ucitelja (koji najéesce ne razumiju jezik kojim govore romska djeca i koji
znaju vrlo malo ili niSta o tom jeziku) i roditelja, te pomazu prilikom dolaska djece
u Skolu autobusom, dostavljaju obavijesti roditeljima, prevode uciteljima i djeci na
satu, itd. (Novak Mili¢ 2007: 98). Njihov broj nije velik pa je tako u Hrvatskoj u
osnovnim $kolama 2022. godine radilo 24 romska pomagaca (Stengl 2023: 43).

Godine 2019. u suradnji Puckog otvorenog ucilista Korak po korak,
Udruge Sfera i Osnovne Skole KurSanec izraden je eksperimentalni kurikulum
,»Daj pet! — Da-m §$in§!” — izvannastavni program za ocuvanje kulture i jezika
Roma Bajasa u osnovnim $kolama kako bi ucenici Romi Bajasi usavrsavali svoj
bajaski rumunjski jezik i ucili o njemu, pritom upoznavajuéi vazne dogadaje,
pojedince i pojave iz romske povijesti. Tom prilikom je izraden i istoimeni
priru¢nik za uéenike.” Taj je kurikulum bio osmisljen da se provodi s djecom od
11. do 13. godine, a iste godine program su u OS Mala Subotica — podruénoj 8koli
Drzimurec Strelec provodili romski pomagaci uz pomoc¢ struénih suradnika i
ucitelja (Korak po korak, n.d.).

Postojala je i inicijativa Veleposlanstva Rumunjske i nekih lokalnih
romskih lidera za uvodenje izbornog standardnog rumunjskog kod onih zajednica
Bajasa koje bi za to bile zainteresirane, no iako je 2014. i 2015. dio zajednice
pokazao interes za takav izborni predmet®, to se nije realiziralo.

Prakti¢ki sve do pocetka primjene predmeta Jezik i kultura romske
nacionalne manjine, u Skolama gdje su djeca Romi Bajasi znacajnije zastupljena
mozemo samo govoriti o neformalnom koristenju bajaskoga rumunjskoga.

2.1. Odgoj i obrazovanje nacionalnih manjina u Republici Hrvatskoj

Zakonski okvir za obrazovanje nacionalnih manjina u hrvatskom $kolstvu
¢ine Ustav Republike Hrvatske, Ustavni zakon o pravima nacionalnih manjina te
Zakon o odgoju i obrazovanju na jeziku i pismu nacionalnih manjina, uz primjenu
Drzavnog pedagoskog standarda osnovnoskolskoga sustava odgoja i obrazovanja

2 Autori priru¢nika su Petar Radosavljevi¢, Vesna Marjanovié, Bernarda Novak, Vesna
Perho¢ i Elvis Kralj, uz suradnju Danijela Vojaka (vidi popis literature).

3 Autor ovog rada je sudjelovao na pojedinim sastancima i terenskom istrazivanju kada se
raspravljalo o toj mogucnosti.



STAVOVI OSNOVNOSKOLSKIH UCENIKA PREMA BAJASKOM... | 61

te Drzavnog pedagoskog standarda srednjoskolskoga sustava odgoja i
obrazovanja. (MZOM 1; MZOM 2, n.d.).

Glavni modaliteti izvodenja nastave za nacionalne manjine (uz posebne
oblike nastave kao $to su ljetne skole i sli¢no) su: Model A — gdje se sva nastava
odvija na jeziku i pismu nacionalnih manjina, uz obvezno ucenje hrvatskog jezika
i uz dodatne sadrzaje vazne za manjinsku zajednicu; Model B — gdje je nastava
dvojezi¢na te se prirodna grupa predmeta uci na hrvatskom, a druStvena grupa
predmeta na jeziku nacionalne manjine; te Model C — gdje se nastava izvodi na
hrvatskom jeziku uz dodatnih dva do pet Skolskih sati namijenjenih ucenju
odnosno njegovanju jezika i kulture nacionalne manjine (ULJPPNM 1, n.d.).

Upravo se model C zbog svoje manje zahtjevne implementacije
primjenjuje za najveéi broj nacionalnih manjina, pa se tako on Skolske godine
2023./2024. primjenjivao za njih ¢ak 17 (albansku, austrijsku i njemacku,
bosnjacku, ¢eSku, madarsku, makedonsku, poljsku, romsku, rusinsku, rusku,
slovacku, slovensku, srpsku, talijansku, ukrajinsku i zidovsku nacionalnu manjinu)
u vrlo velikom broju skola (njih 210). Model B iste se $kolske godine primjenjivao
za CeSku, madarsku i srpsku nacionalnu manjinu u samo 6 Skola, a model A za
¢esku, madarsku, srpsku i talijansku nacionalnu manjinu u ukupno 67 skola. (Gov.
hr, n.d.).

2.2. Nastavni predmet Jezik i kultura romske nacionalne manjine u osnovnim i
srednjim Skolama u Republici Hrvatskoj (Model C)

Proces donosenja kurikuluma za romsku nacionalnu manjinu zapoceo je
kroz tzv. kurikularnu reformu kada je 2015. (medu zadnjima) imenovana Stru¢na
radna skupina za izradu kurikuluma ovog nastavnog predmeta®. Preliminarnu
verziju kurikuluma radna je skupina izradila 2016., no zbog politickih promjena
dolazi do suspenzije Citave kurikularne reforme, da bi potom prva verzija
kurikuluma bila dana na javnu raspravu 2017. godine. Nakon toga, ponovno se
nastavlja rad na kurikulumu (stru¢na skupina s manjim brojem ¢lanova) i dovrSava
se nova verzija 2019. koja je, nakon javne rasprave, doradena i prevedena i na
romski i na bajaski rumunjski jezik 2020. godine. Konacno, 1. travnja 2020.,
tadasnja ministrica znanosti i obrazovanja donosi kurikulum nastavnog predmeta
Jezik i kultura romske nacionalne manjine u osnovnim i srednjim Skolama u
Republici Hrvatskoj (Model C), te je on objavljen trojezi¢no, na hrvatskom,

* Autor ovog rada bio je ¢lan Struéne radne skupine i kao jedan od autora kurikuluma
upucen je u cjelokupnu povijest njegova donosenja.
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romani chibu i erdeljskom dijalektu bajaskog rumunjskog (Narodne novine, n.d.).
Upravo zbog ¢injenice da romska nacionalna manjina u Hrvatskoj ne govori samo
jedan jezik, odabran je takav naziv predmeta, a i u samom tekstu kurikuluma
koristi se termin ,,materinski jezik”, a ne bajaski rumunjski ili romski kada se
govori 0 jeziku.

Kurikulum nastavnog predmeta Jezik i kultura romske nacionalne manjine
(u nastavku JKR) izraden je za tri do najviSe pet sata nastave tjedno, za poucavanje
u osnovnim $kolama (od 1. — 8. razreda) i srednjim $kolama (1. — 4. razred). Vodi
se naCelima fleksibilnosti, interkulturnosti i uceniku usmjerenim pristupom.
Fleksibilnost uciteljima omogucuje oblikovanje nastavnoga sadrzaja koji odgovara
jezi¢nim, povijesnim i kulturoloskim obiljezjima pojedinih zajednica i samo su
okvirno definirani osnovni elementi koji uciteljima sluze za vodenje procesa
ucenja 1 poucavanja, a ucitelju ostaje sloboda da u suradnji s uCenicima kreira
nacin na koji ¢e se ostvariti ishodi. Takoder se poti¢e upoznavanje, razumijevanje i
postivanje razli€itih zivotnih stilova i kultura te razvoj interkulturne osjetljivosti
kod ucenika. Usmjerava se na ucenikove potrebe i interese te su ucenici aktivni
sudionici u nastavnome procesu, uz naglasak na suradnju s roditeljima i sa
zajednicom (Narodne novine, n.d.).

Pet je glavnih ciljeva ucenja i poucavanja predmeta; prvi je usmjeren na
jezi¢ne kompetencije ucenika (slusanje, govorenje, Citanje i pisanje) ili romskoga
jezika ili bajaskoga rumunjskog jezika, drugi se odnosi na jezi¢no-kulturni
identitet, tre¢i na kulturno-umjetni¢ko podrucje, Cetvrti na razvijanje sposobnosti
kritiCkoga misljenja i sudjelovanje u zajednici te peti na povijest Roma. Ti se
ciljevi predmeta ostvaruju kroz cCetiri organizacijska podrucja kurikuluma: jezik i
komunikacija, stvaralastvo i tradicija, vrijeme i prostor i identiteti i ljudska prava
(Narodne novine, n.d.).

Nastava JKR zapocela se odrzavati Skolske godine 2022./2023. i to samo u
tri osnovne $kole u Medimurju — Orehovica, Podturen i KurSanec, gdje nastavu
drzi dvoje nastavnika — u OS Kursanec Toni Marusi¢, prof. povijesti i autodidakt
erdeljskog dijalekta bajagkog rumunjskog, a u OS Orehovica i OS Podturen
Natalija Sklepi¢, dipl. uciteljica kojoj je bajaski rumunjski (erdeljski dijalekt)
materinski jezik.

U OS Kursanec prve se godine primjene (3kolska godina 2022./2023.)
nastava JKR odrzavala u jednoj skupini koju je ¢inilo 20 ucenika 5. razreda, dok
se sljedece Skolske godine, 2023./2024. ona odrzavala u dvije skupine, jednu su
&inili 7. razredi (ukupno 18 uéenika), a drugu 8. razredi (ukupno 16 udenika).’

% Podaci dobiveni od nastavnika.



STAVOVI OSNOVNOSKOLSKIH UCENIKA PREMA BAJASKOM... | 63

U OS Orehovica nastavu JKR §kolske godine 2022./2023. pohadalo je
ukupno 27 u€enika u 3 skupine: od 2. do 4. razreda (10 ucenika), 5. 1 6. razred (10
udenika) te 7. razred (7 ucenika). Sljede¢e $kolske godine, 2023./2024., u OS
Orehovica nastava se odrzavala u 3 skupine, 3. i 4. razredi (11 ucenika), 5. 1 7.
razredi (7 uéenika), te 6. i 8. razredi (15 uéenika).®

U OS Podturen $kolske godine 2022./2023. nastavu JKR pohadalo je
ukupno 35 ucenika, takoder u 3 skupine: 2. razred (10 ucenika), 3. i 4. razred (12
ucenika) te 5.— 8. razred (13 ucenika). Sljedece skolske godine, 2023./2024.,
nastava se odrzavala u 2 skupine, 3. razredi (16 ucenika) i 2. i 4. razredi (10
uéenika).” Pad broja ucenika u OS Podturen ugiteljica prije svega objasnjava
prelaskom na cjelodnevnu nastavu, pa je zbog termina u kojem se inace odrzavala
nastava izgubila grupu u visim razredima.

Jedan je od razloga zasto se ovaj predmet trenutno predaje samo u tri $kole
i problem pronalaska odgovarajuc¢eg nastavnog kadra za poucavanje JKR. Naime,
jo§ uvijek je malo Roma izvornih govornika bajaSkog rumunjskog (ili pak
romskoga za one dijelove Hrvatske u kojima se govori) koji su zavrsili
visokoskolsko obrazovanje, a jo$ je manje onih koji su zavrSili neki od
nastavnickih studija ili pak onih koji bi nakon studija zeljeli raditi u Skoli i
predavati JKR. Tako je prva $kola koja je dobila suglasnost Ministarstva znanosti i
obrazovanja za organizaciju nastave JKR bila OS Jagodnjak u Baranji jo3 za
Skolsku godinu 2020./2021. (ULJPPNM 2, n.d.), no prema naSim saznanjima
nastava se nije uspjela organizirati zbog toga Sto je potencijalna nastavnica
odustala od rada u $koli. Sto se pak ti¢e ne-Roma koji bi mogli raditi kao
nastavnici JKR, diplomiranih rumunjista je relativno malo i prema naSim
saznanjima gotovo su svi zaposleni i rad u §koli nije im osobito atraktivan®, a
nema ni mnogo romista ili drugih potencijalnih nastavnika s odgovaraju¢im
obrazovanjem i znanjem bajaskog rumunjskog (ili romskog).

® Podaci dobiveni od nastavnice.
" Podaci dobiveni od nastavnice.
8 Ravnateljica jedne osnovne kole sa znatajnim udjelom bajake djece nedavno je molila
autora ovog rada za pomo¢ u pronalasku potencijalnog nastavnika za JKR, no nije bilo
uspjeha medu diplomiranim studentima rumunjskoga; svi kontaktirani su ve¢ zaposleni ili
stanuju daleko od lokacije skole.
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2.2.1. lzazovi i prednosti nastave JKR®

Jedan od izazova nastave JKR vidljiv je i u samom kurikulumu predmeta
koji napominje da nastavni materijali koji su na raspolaganju uditeljima nisu
mnogobrojni te da je potreban dodatni angazman ucitelja u pripremi, prilagodbi i
izradi nastavnih materijala — upravo s tim problemima susre¢u se nastavnici JKR —
bajaski rumunjski pretezno je oralni idiom, nije standardiziran, i ima malo
iskoristivog postojeéeg tekstualnog materijala za $kolsku uporabu'®; opéenito je
vrlo malo materijala za ucenje i poucavanje. U skladu s navedenim, trenutno ne
postoji ni udzbenik, ni prirucnik za ovaj predmet (osim ranije spomenutog
priru¢nika Daj pet — Da-m sins koji nastavnicima moze posluZiti kao pomo¢ za dio
nastavnih sati) i nastavnici moraju samostalno izradivati cjelokupni materijal i sve
pripreme za nastavu §to je za njih vremenski iznimno zahtjevno. Vezano uz to
javlja se i problem $to se nastava odvija u mijeSanim skupinama, te se nastavni
materijali pripremljeni jedne godine za jedan razred Cesto viSe ne mogu koristiti
sljedece ukoliko predmet pohadaju isti ucenici.

Sto se ti¢e termina odvijanja nastave JKR, ona se pretezno odrzava nakon
(ili pak prije) redovite nastave (6., 7. ili ¢ak 8. skolski sat) zbog ¢ega ucenici cesto
izostaju, a budu i vrlo umorni na nastavi.

Jedno od nastavnika istice da, iako ima zainteresiranih ucenika, u grupama
takoder ima i slabije ucenike, Sto otezava rad.

Ipak, nastava JKR nema samo izazove, pa je jedna od njenih prednosti ve¢
spomenuta relativna fleksibilnost organizacijskih podru¢ja 1 sadrzaja za
ostvarivanje odgojno-obrazovnih ishoda, te nastavnik posjeduje znatno vecu
slobodu nego $to je to slu¢aj na drugim predmetima. Projektna nastava koja je
predvidena kurikulumom takoder nudi dinamicnost, prilagodljivost i moguénost
istraZivanja za ucenike.

Kao prednost se takoder moze istaknuti zainteresiranost i motiviranost
vecine ucenika koji pohadaju JKR.

Takoder treba istaknuti da se kroz JKR i projektnu nastavu koja predvida
uceni¢ko istrazivanje, doprinosi biljeZzenju 1 ocuvanju kulturnotradicijskih
elemenata Roma Bajasa, a JKR svakako doprinosi i oc€uvanju jezi¢nih

% Podaci u vezi primjene JKR dobiveni od nastavnika.

10 7a detaljan pregled publikacija na bajaikom rumunjskom u Hrvatskoj do kraja 2018.
godine, vidi Radosavljevi¢, P. (2021). The Current State of Boyash Romanian in Croatia,
in: Boyash Studies: Researching “Our People”, ed. A. Sorescu-Marinkovié¢, Th. Kahl, B.
Sikimi¢ (Berlin : Frank & Timme): 283-309.
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kompetencija djece (time i oCuvanju jezika) i prije svega donosi opismenjavanje
na materinskom jeziku $to do sada Romima BajaSima nije bilo omoguceno.

3. ISTRAZIVANJE STAVOVA UCENIKA PREMA BAJASKOM
RUMUNJSKOM | PREMA JKR

Istrazivanje stavova ucenika koji pohadaju JKR prema bajaskom
rumunjskom i prema predmetu Jezik i kultura romske nacionalne manjine
provedeno je Skolske godine 2022./2023., prve godine njegove primjene, u dvije
osnovne §kole, OS Orehovica i OS Podturen.

Cilj istrazivanja bio je s jedne strane istraziti stavove ucenika prema
vlastitom jeziku, pismenosti, kako i gdje koriste koji jezik, kako dozivljavaju stav
svojih roditelja i drugih prema jeziku, a s druge strane istraziti kako ucenici
dozivljavaju nastavu JKR, koja im je motivacija za pohadanje, koje su eventualne
poteskoce i izazovi s kojima su se susreli, a koje prednosti ovog predmeta;
istrazivanje je Zeljelo pokazati uceni¢ku stranu primjene ovog novog predmeta i
pokazati koji bi se aspekti nastave mogli poboljsati u buducnosti.

IstraZivanje je provedeno putem anonimne ankete posredstvom Google
obrasca na racunalu uz pomo¢ uciteljice Natalije Sklepi¢ koja je osigurala
potrebnu informaticku opremu i ucenicima omogucdila ispunjavanje upitnika na
satovima JKR-a. Prije provodenja ankete pribavljene su pismene suglasnosti
ravnatelja Skola za provodenje istrazivanja kao i suglasnosti roditelja uéenika.
Nikakvi osjetljivi osobni podaci ucenika nisu se biljezili niti su bili obuhvaceni
ovim istrazivanjem.

Kao §to je navedeno u prethodnom poglavlju, u OS Orehovica nastavu
JKR te je $kolske godine pohadalo ukupno 27 uéenika, a u OS Podturen ukupno
35 ucenika, no u istrazivanje su ukljuceni samo visi razredi zbog prirode pojedinih
pitanja koja bi bila previse kompleksna za ucenike nizih razreda. Potencijalnih
sudionika u anketi bilo je 30, od toga ih je 19 ispunilo anketu, Sto predstavlja vrlo
dobar odaziv od 63,33%. Anketu su ispunili u¢enici 5., 6. 1 7. razreda, u dobi od 11
do 14 godina, od toga 13 udenica i 6 udenika, 9 iz OS Orehovica i 10 iz OS
Podturen, u razdoblju od 19. — 21.04.2023.

Anketa je sadrzavala 48 Cestica. Za najveéi dio pitanja koriStena je
Likertova skala od pet stupnjeva, a koriSteno je i osam pitanja s moguénoscu
izbora jednog od ponudenih odgovora, kao i dva pitanja otvorenog tipa. Pitanja su
postavljana na hrvatskom jeziku, jednostavnije formulirana, donekle kolokvijalnim
stilom, kako bi djeci bila $to lakSe razumljiva. Predvideno vrijeme za ispunjavanje



66 | Petar R. Radosavljevi¢

upitnika bilo je otprilike 20 minuta, no provoditeljica ankete nije ogranicavala
ucenike ukoliko im je bilo potrebno viSe vremena.

3.1. Analiza odgovora ispitanika — stavovi o i prema bajaskom rumunjskom

Svim ispitanicima je materinski jezik bajaski rumunjski, erdeljski
dijalekt™, no htjeli smo saznati kako na hrvatskom nazivaju svoj jezik — na
otvoreno pitanje o jeziku koji govore kod kuce, ispitanici su odgovorili raznoliko —
najvise ispitanika (57,89%) odgovorilo je bajaski, 31,58% odgovorilo je romski,
dok je po jedan ispitanik (po 5,3%) odgovorio romski bajaski, odnosno bajasko
rumunjski. Ovako visok postotak odgovora bajaski zacijelo je posljedica same
nastave JKR gdje je uciteljica djeci objasnila kako se na hrvatskom najcesSce
naziva njihov jezik, budué¢i da inace redovito djeca u Skolama svoj jezik na
hrvatskom nazivaju romski*? (ito je vezano i uz na¢in kako drugi ugitelji nazivaju
ovaj jezik). Kako su pokazala nasa ranija istraZivanja, na svom materinskom
jeziku Bajasi s ovog podruja svoj jezik redovito nazivaju bdajSeséi Ibasesci
'bajaski' ili [jimba da bajas 'bajaski jezik'.

Na otvoreno pitanje koje joS$ jezike uée osim hrvatskoga, djeca su najcesce
navodila njemacki i engleski, no zanimljivo je da je po jedan ispitanik napisao
njemacki i bajaski, 0dN0SN0 njemacki, romski, engleski te hrvatski, njemacki.

Vezano uz ucenje pisanja na bajaSkom rumunjskom, vise od polovine
ispitanika navela je da im je to vrlo vazno i vazno (63,1%), no zanimljivo je da
relativno velikom postotku u¢enika to nije ni vazno ni nevazno (31,6%), a jednom
ispitaniku to uopée nije vazno (5,3%). Na pitanje koliko im je lako pisati na
bajagkom rumunjskom®, ispitanici su u veéini (52,6%) odgovorili da im nije ni
lako, ni tesko; 26,3% reklo je da im je lako, 15,8% da im nije lako i 5,3% uopce
nije lako. Slicne odgovore dobili smo i na pitanje koliko je ispitanicima lako citati
tekstove na bajaskom rumunjskom pa vecini (47,4%) nije ni lako, ni tesko, 26,3%
ispitanika je lako, a 21,1% je reklo da im je vrlo lako, a 5,3 da uopce nije lako Sto
oc¢ekivano pokazuje da je ucenicima lakse Citati nego pisati bajaski rumunjski. Ovi
podaci relativno su u skladu s podacima dobivenima od nastavnice koja je
primijetila da djeca u viSim razredima imaju viSe poteskoca s Citanjem i pogotovo
pisanjem bajaSkoga rumunjskoga, nego djeca u nizim razredima koja lakSe

' Podaci dobiveni od nastavnice.

12.§to smo osobno vise puta posvjedoéili, u vise skola.

13 Ispitani ucenici JKR u&e prilagodeni (i pojednostavljeni) pravopis koji se u velikoj mjeri
oslanja na hrvatski, uz uporabu rumunjskih grafema a i 1, te grafema s, Z, é i 6 za biljeZenje
specificnih glasova kojih nema u hrvatskom ili rumunskom pravopisu.
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savladavaju grafiju. Vecina ispitanika rekla je da bi vrlo rado (36,8%) i rado
(21,1%) citala viSe tekstova na bajaskom rumunjskom, srednji odgovor dalo je
31,6% ispitanika, a 10,5% to ne bi htjela.

Zanimljivo je analizirati podatak o uporabi bajaskog rumunjskog pri
pisanju poruka — velika vecina (68,4%) ispitanika prijateljima piSe na bajaSkom, ili
kombinacijom hrvatskoga i bajaskoga (21,2%), zacijelo koristenjem nekakvog
hrvatskog pravopisa, jer prije nastave JKR nisu ucili kako zapisivati glasove svog
jezika kojih nema u hrvatskome; pritom je 10,5% ispitanika kazalo je da poruke
piSu na hrvatskome. Vrlo je indikativno da su svi ispitanici (100%) izjavili da na
telefon razgovaraju bajaski $to bi moglo ukazivati na to da na uporabu hrvatskoga
u dopisivanju utjee neznanje pisanja na svom jeziku.

Stav svojih roditelja prema uporabi bajaskoga rumunjskoga kod kuce
ispitanici procjenjuju da je roditeljima to ve¢inom vrlo vazno (33,3%) i vazno
(27,8%), 22,2% da im nije ni vazno ni nevazno, a da roditeljima (uopce) nije
vazno smatra ukupno 16,7% ispitanika. Na ovu Cesticu jedan ispitanik nije
odgovorio. Sto se pak procijenjenog stava roditelja o pismenosti na bajaskom tice,
ucenici izrazavaju da je to roditeljima isto djelomi¢no vazno (36,8%), no vecina
smatra kako je to roditeljima ipak vazno i vrlo vazno (42,1%), a samo 21%
ucenika smatra da roditeljima (uopc¢e) nije vazno.

Vezano uz shvacanje uCenika kakav je meduodnos znanja bajaSkoga i
ucenja hrvatskoga, veéina ispitanih ucenika (47,4%) uopce ne smatra ili ne smatra
(21,1%) da ¢e, ako bolje govore bajaski bolje govoriti i hrvatski, a po 10,5% je
dalo ostale odgovore, od neutralnog odgovora pa do potpunog slaganja s tvrdnjom.
lako istrazivanja potvrduju da pismenost na materinskom jeziku doprinosi uspjehu
u Skolovanju (Bithmann / Trudell 2008), ispitanici se u velikoj vecini uopée ne
slazu ili ne slazu (68,5%) s tvrdnjom da ¢e ako bolje piSu bajaski, bolje pisati
hrvatski; 10,5% se niti slaze, niti ne slaze, dok se 21,1% slaze ili u potpunosti slaze
s tom tvrdnjom. Medutim, postoji zabluda (za koju smo osobno posvjedocili da se
provlaci kod pojedinih nastavnika koji rade s romskom djecom, ali i kod pojedinih
pripadnika same romske =zajednice), kako znanje bajaskoga smeta ucenju
hrvatskoga, medutim prema naSem istrazivanju ¢ak 89,5% ispitanih ucenika
smatra da to uopée ne smeta, a samo dva ispitanika (10,5%) smatra da im jako
smeta.

Sto se ti¢e uporabe jezika izvan $kole (Grafikon 1), gotovo svi, 94,7%
ispitanika, mnogo govore bajaski, a jedan ispitanik (5,3%) daje srednji odgovor.
Vecina ispitanika smatra da izvan Skole uopcée ne govori ili ne govori mnogo
(63,2%) hrvatski, no zanimljiv je podatak da ipak viSe od Cetvrtine procjenjuje da
koristi vrlo mnogo i mnogo (26,4%) hrvatski, $to moze upucivati na tendencije sve
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manjeg koriStenja bajaSkoga rumunjskoga kod dijela populacije; pritom je 10,5%
ispitanika dalo srednji odgovor.

Izvan skole puno pricam hrvatski

19 odgovora

7 (36,8 %)

5(26,3 %)
4 (21,1 %)

2(10,5 %)

1(5.3 %)

Grafikon 1. Govorenje hrvatskog izvan $kole (1 = ,,uopée ne pricam”, 5 = ,,jako puno
pricam”).

Velika vecina ispitanika smatra da je jako vazno (63,2%) i vazno (21,1%)
da se u skoli uci i govori bajaski, dok se samo 10,5% niti slaZe niti ne slaze s tom
tvrdnjom, a samo 5,3% se uopce ne slaze s time. Zanimljivo je vidjeti kako ucenici
romske nacionalnosti u takvim Skolama, u kojima su oni vrlo brojni ili ¢ak vecina,
dozivljavaju stav ucitelja prema njihovom materinskom jeziku — ¢ak 57,9% smatra
kako njihovim uciteljima bajaski uop¢e nije vazan, 15,8% smatra da im nije vazan,
a da im nije ni vazan ni nevazan smatra 21,1% 1 jedan (5,3%) smatra kako im je
jako vazan (Grafikon 2). S tim u vezi, viSe od polovice ispitanika smatra da bi bilo
jako dobro ili dobro (52,7%) kad bi Hrvati znali bajaski rumunjski, no znacajan
udio (42,1%) nema snazno misljenje o tome i samo 5,3% misli da to ne bi bilo
dobro. Zanimljivo je, da iako je vec¢ina (42,1%) odgovorila da im uopce nije cudno
s uciteljicom razgovarati na bajaskom na satu JKR (21,2% je reklo da im nije ni
¢udno ni uobicajeno), ipak je 36,9% je reklo da im je to ¢udno ili jako ¢udno,
zacijelo jer se ranije nisu susretali sa situacijom da nastavnik govori njihov jezik.
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U mojoj skoli je bajaski vazan i uciteljima
19 odgovora

11 (57,9 %)

4(21,1 %)

3(15,8 %)

Grafikon 2. Percepcija vaznosti bajaskoga za ucitelje (1 = ,,uopce im nije vazan”, 5 = ,jako
im je vazan”).

3.2. Analiza odgovora ispitanika — stavovi prema nastavi JKR

Razlozi upisa na JKR su kod ispitanika razli¢iti; vec¢ina od 63,2%
izjavljuje da pohada nastavu JKR jer su Romi, no ipak 36,8% smatra da nije tako.
Velika vecina od 57,9% se (uopce) ne slaze s tvrdnjom da pohada JKR jer su to
njihovi roditelji htjeli, a 26,4% se slaze s tom tvrdnjom i 15,8% je neodlucno. Vise
od polovice ispitanika ipak smatra da je njihovim roditeljima vazno i vrlo vazno
(57,9%) da pohadaju JKR, a 15,8% da im nije vazno ili 26,3% ni vazno ni
nevazno. S tvrdnjom da su se upisali na JKR jer su im se upisali i prijatelji se slaze
vecéina od 63,1%, a 26,3% se ne slaze s time. Takoder zna¢ajna vecina smatra da je
njihovim prijateljima (jako) zanimljivo (79%) §to pohadaju JKR pa bi to mogao
biti pokazatelj nekog buduceg interesa za predmet (uz 15,8% srednjeg odgovora i
5,3% koji se ne slaze) jer i znacajna vecina ispitanika smatra da zna prijatelje koji
bi se htjeli upisati na JKR (89,5% naspram 10,5% koji ne znaju). ViSe od polovine
ispitanika smatra da bi bilo (jako) dobro 52,7% da se i uenici Hrvati upiSu na
JKR (uz 26,3% neodlu¢nih), a samo 21,1% smatra da to ne bi bilo dobro. Velika
vecina izjavila je da se nisu upisali na JKR kako bi popravili prosjek ocjena (79%),
no 21,1% se ipak slaze s tom tvrdnjom; zanimljivo je da je pritom gotovo svim
ispitanicima vrlo vazna ili vazna ocjena iz JKR (94,8%), a samo jednom ispitaniku
nije niti vazna niti nevazna.

Zadovoljstvo ucenika predmetom vidljivo je kroz cinjenicu da se svi
ispitani ucenici slazu se s tvrdnjom da im je JKR (mnogo) laksi od drugih
predmeta i da bi ga znacajna vecina htjela imati vise od jednom tjedno (84,3%), a
10,5% to ne bi zeljelo, uz 5,3% koji su dali srednji odgovor. Takoder u znacajnoj
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vecini smatraju da je JKR (vrlo) vazan predmet (89,5%), a po jedan ispitanik nema
snazno misljenje ili smatra da on uopce nije vazan.

Pozitivan stav uéenika prema JKR vidljiv je i kroz odgovore na pitanja o
tome kako se osjec¢aju na JKR — gotovo svi ispitanici (94,7%) se na nastavi JKR
osjeéaju vrlo ugodno, a samo jedan je oznacio da se uopée ne osjeca ugodno™, i
svi ispitanici se na satu JKR osje¢aju (jako) prihvaceno, ,.kao svoj na svome”
(Grafikon 3). Znacajna vecina uCenika se na JKR osjeca (mnogo) bolje (89,5%)
nego na drugim satovima, a 10,5% nema snazan stav o tom pitanju.

Na satu Jezika i kulture romske nacionalne manjine osjecam se prihvaceno, kao svoj na svome

19 odgovora

20

18 (94,7 %)

0(0%) 0(0 %) 0(0 %) 163%)

1 2 3 4

Grafikon 3. Kako se ucenici osjeé¢aju na JKR (1 = ,,uopCe se ne osjeéam prihvaceno”, 5 =
»osjeéam se jako prihvaceno”).

Sto se same nastave JKR ti¢e, ona je oigledno vrlo zabavna i poticajna i
ne opterecuje ih dodatno — s tvrdnjom da na JKR uce kroz igru i uz zabavu u
potpunosti se slazu ili slazu svi ispitanici i svi navode da se vole javljati i govoriti
na bajaskom. Ucenje za JKR vecini uopce ne oduzima mnogo vremena (89,5%), a
u identicnom postotku im ni zadace, istrazivanja i projekti uop¢e ne oduzimaju
vremena. Gotovo svi ispitanici (94,7%) smatraju da na satu dobivaju mnogo
informacija 0 Romima, jeziku i kulturi.

lako gotovo svi ispitanici (94,7%) smatraju da su im materijali za nastavu
vrlo zanimljivi, ipak im u velikom postotku (jako) smeta Sto nema udzbenika za
JKR (ukupno 73,7%), 15,8% im niti smeta niti ne smeta, a samo 10,5% uopce ne
smeta (Grafikon 4). Taj postotak je razumljiv i svakako bi trebao predstavljati
poticaj kompetentnim stru¢njacima da promijene taj nedostatak izradom
adekvatnih priru¢nika.

14 . e . . .. . . ,
Ovo bi mogla biti i pogreska u odgovoru, uzimajuc¢i u obzir odgovore na sljedecu
Cesticu.
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Smeta me Sto nema udzbenika za Jezik i kulturu romske nacionalne manjine
19 odgovora

15

12 (63,2 %)

Grafikon 4. Nedostajanje udzbenika za JKR
(1 =,,uopce mi ne smeta”, 5 =, jako me smeta”).

Rad uciteljice ucenici JKR ocjenjuju vrlo povoljno, §to ¢e joj, nadamo se,
biti poticaj da i dalje na ovakav nacin provodi nastavu. Ispitanici smatraju da je
uciteljica kreativna i da se trudi nastavu uciniti zanimljivom, i gotovo svi (94,7%)
smatraju da uciteljica voli ono S§to radi i da ih Zeli motivirati na satu; takoder
gotovo svi (94,7%) misle da ucitelji¢in prijateljski pristup ¢ini nastavu ugodnom.

Pozitivno je Sto u buducnosti, u vis§im razredima ispitanici premo¢no
Znacajno Zele nastaviti pohadati JKR (89,5%), a samo 10,5% ih jo§ ne zna. Kako
broj ucenika romske nacionalnosti u srednjim Skolama jo$ uvijek nije velik —
$kolske godine 2021./2022. je bilo 806 od ukupno 145.390 ugenika, (Stengl 34:
2023) i Romi i Romkinje u Hrvatskoj ve¢inom imaju nizak obrazovni status
(Klasni¢ et. al. 31: 2020), to je vise pohvalna namjera gotovo svih ispitanika
nastaviti obrazovanje u srednjoj skoli (94,7%), a otprilike polovica ispitanika bi,
ako bude nastavila obrazovanje u srednjoj Skoli, tamo Zeljela nastaviti pohadati
JKR (47,4%); jednaki postotak nije siguran, a samo 5,3% to ne Zzeli.

4. ZAKLJUCCI

Analiza upitnika pokazala je da je velikoj vedini ispitanih ucenika JKR
vazna pismenost na materinskom jeziku, no da im nije pretjerano lako savladati je,
te da im je laksSe Citati nego pisati bajaski rumunjski. Kada se uzme u obzir na¢in
na koji piSu poruke i kako telefoniraju, proizlazi da na uporabu hrvatskoga u
dopisivanju utjeCe neznanje pisanja na svom jeziku te je odliéno da je djeci
kona¢no omoguéeno opismenjavanje, iako ¢e im sigurno trebati jo§ neko vrijeme
da svladaju pravopis. Vecina ispitanika bi takoder rado Citala vise tekstova na
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bajaskom rumunjskom, a smatraju i da je njihovim roditeljima vazna uporaba
bajaskog rumunjskog kod kuce, kao i pismenost na jeziku.

Iako vecina ispitanih uCenika ne smatra da ¢e im bolje znanje (govorenje i
pisanje) bajaSkoga poboljsati hrvatski, velika veéina ispitanika smatra da njihov
bajaski uopce ne smeta ucenju hrvatskoga $to je vazna informacija zbog zabluda
koje se javljaju u vezi toga. Velika veéina ispitanika izvan Skole jako mnogo
govori bajaski i ne govori mnogo hrvatski, ali ipak zabrinjava da vise od Cetvrtine
kaze da izvan Skole koristi mnogo hrvatski, §to moZe upucivati na tendencije
smanjenja koristenja materinskog jezika kod dijela ucenika.

Znacajna vecina ispitanika smatra da je vazno da se u $koli uci i govori
bajaski, no vazan podatak na koji bi trebale reagirati skole jest da ih ve¢ina smatra
kako njihovim uciteljima bajaSki nije vazan, tim viSe S§to viSe od polovice
ispitanika smatra da bi bilo dobro kad bi Hrvati znali bajaski rumunjski.

Ispitani ucenici ve¢inom su se upisali na JKR prema vlastitoj zelji,
smatraju da je to vazno i njihovim roditeljima, a na upis je utjecala i ¢injenica da
su se upisali prijatelji, a poznaju i prijatelje koji bi se htjeli upisati na JKR kojima
je zanimljivo §to ga pohadaju, pa to moZe biti pokazatelj nekog buduceg interesa
za ovaj predmet. Ocjene na JKR su im vazne, ali se ve¢inom nisu upisali kako bi
popravili prosjek ocjena, iako smatraju da im je JKR laksi od drugih predmeta, no
misle da je to vazan predmet koji bi imali rado vise od jednom tjedno.

Ispitani ucenici imaju vrlo pozitivan stav prema JKR i1 prema radu
uciteljice, na nastavi se osjecaju vrlo ugodno i prihvaceno, bolje nego na drugim
satovima, a nastavu dozivljavaju zabavnom i poticajnom te im obveze vezane uz
predmet ne oduzimaju mnogo vremena; unato¢ tome, smatraju da dobivaju mnogo
informacija 0 Romima, jeziku i kulturi. Nastavne materijale koji dobivaju smatraju
vrlo zanimljivima, ali to ne moze zamijeniti udzbenik i veéini prili¢no smeta §to ga
nema, pa je nuzno da stru¢njaci Sto prije otklone taj manjak.

Vecina ispitanika zeli nastaviti pohadati JKR u viSim razredima, a znatan
udio zeli to nastaviti i u srednjoj skoli, §to je svakako pozitivno za ovaj predmet.

Provedeno istrazivanje pokazatelj je osnovnim $kolama koje izvode JKR
da je bila vrlo dobra odluka $to su ga uvele i nadamo se da ¢e biti poticaj za druge
Skole da ga i one uvedu ¢im se za to steknu uvjeti. Nadamo se da ¢e primjena JKR
u ovim $kolama doprinijeti osjeéaju prihvacenosti kod uc¢enika Bajasa, doprinijeti
pismenosti na njihovu materinskom jeziku, $to im dosad nije bilo omoguceno, te u
konacnici doprinijeti njihovu boljem Skolskom uspjehu, kako studije sugeriraju. Za
stjecanje kompletnije slike $to je sve donijela primjena JKR bilo bi dobro provesti
slicno istrazivanje kroz nekoliko godina i usporediti dobivene rezultate.
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ATTITUDES OF PRIMARY SCHOOL STUDENTS TOWARDS BOYASH
ROMANIAN AND TOWARDS THE SUBJECT ‘LANGUAGE AND CULTURE OF
THE ROMA NATIONAL MINORITY IN CROATIA’

Summary

Although it was officially adopted at the beginning of 2020, the curriculum of the school subject
Language and culture of the Roma national minority in primary and secondary schools of the
Republic of Croatia (model C) began to be applied only from the school year 2022/2023, when in
the primary schools Kur$anec, Orehovica and Podturen the teaching of this subject started. The
mentioned schools teach Boyash Romanian, i. e. the Transylvanian dialect, a variety of Romanian
spoken by practically all Roma in Medimurje, while in the rest of Croatia more than three quarters
of the Roma national minority also speak varieties of Romanian. Although Boyash Romanian
could already be encountered in schools in Medimurje, this was mostly informal, while now the
language is formally part of the teaching process. Since Boyash Romanian is a non-standardized
idiom that is predominantly oral and the materials for learning and teaching are scarce, there are
several peculiarities, challenges and difficulties in teaching this subject, such as the fact that there
is neither a textbook nor a manual for this subject and the teaching of this subject is mostly held
after (or before) regular classes. The main part of this paper analysed the attitudes of Orehovica
and Podturen primary school students that attend the subject Language and culture of the Roma
national minority towards Boyash Romanian and towards the mentioned school subject, that were
examined through an anonymous questionnaire. The analysis showed that literacy in the mother
tongue is important to the vast majority of the surveyed students, but that it is not overly easy for
them to master it. Although the majority of the surveyed students do not think that a better
knowledge of Boyash will improve their Croatian, the vast majority of respondents believe that
their language does not interfere with learning Croatian at all, which is important information
because of the misconceptions that arise in this regard. While the majority of respondents speak
predominantly Boyash Romanian outside of school, it is worrying that more than a quarter
declared that they use a lot of Croatian, which may point to a tendency to decrease the use of the
mother tongue. Schools should take into account that the majority of respondents think that
Boyash Romanian is not important for their teachers. Although they feel that this subject is easier
than other subjects, they consider it important and have a very positive attitude towards it and
towards the activity of the teacher. The vast majority of respondents want to continue attending
the course in higher grades. The conducted research is an indication to the elementary schools that
introduced this subject that it was a very good decision, and we hope that it will be an incentive for
other schools to introduce it as soon as the conditions are met.

Keywords: Boyash Romanian, teaching, Roma in Croatia, attitudes of students.
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SERBIAN EFL LEARNERS’ PRONUNCIATION PROFICIENCY AND
THEIR WILLINGNESS TO COMMUNICATE OUTSIDE THE
CLASSROOM

ABSTRACT: Relevant studies have often focused on the relationship between students’
willingness to communicate and pronunciation anxiety, yet there seems to be a lack of
studies exploring the connection with actual pronunciation proficiency. The current paper
explores the interconnectedness between Serbian English-major students’ willingness to
communicate outside the classroom and their pronunciation proficiency in the target
language. In order to answer the proposed research questions, a total of 70 first-year
students of the English Department at the Faculty of Philology and Arts, University of
Kragujevac, participated in the study. The necessary data for analysis were obtained via a
combination of relevant instruments: a questionnaire and pronunciation proficiency testing.
The results showed a statistically significant positive correlation between students’
willingness to communicate outside the classroom and their pronunciation proficiency. The
findings of the present study underline important pedagogical implications for Serbian
pronunciation instruction, emphasizing the need for consistency and integration of both
perception and production practice.

Keywords: pronunciation, EFL, willingness to communicate, interlanguage, Serbian.

MHNOCTUTHYRE CPIICKUX YYEHUKA EHI'JIECKOI' KAO CTPAHOTI'
JE3UKA Y IOMEHY NU3T'OBOPA U CITIPEMHOCT JA
KOMYHUMIIUPAJY BAH YYNOHUIE

AIICTPAKT: PeneBaHTHa HCTpaKHBama Cy ce 4ecTo (oKycHpansa Ha oJHOC usMely
CIPEMHOCTH YYEHHKAa Jla KOMYHHUIMPA]y U aHKCHO3HOCTH BE3aHE 3a H3rOBOpP CTPaHOr
je3WKa, auM Cce YMHH Ja HEJOCTajy MCTPaXHBama Koja HCHOHUTY]y Be3y ca CTBAapHHUM
nocturayhem y momeny m3roBopa. Ham pax uctpaxyje mehycoOHy moBe3aHoOCT usmehy
CIIPEMHOCTH CPIICKUX CTYyJCHATa aHITIMCTHUKE J1a KOMyHI/IL[I/Ipajy BaH YYMOHHUIIE U FbUXOBOT
nocturayha 1o mnuTamy H3roBopa NIMJBHOT je3nka. Kako OHCMO OAroBOpHIM Ha
NpeAoKEeHa HCTpaKMBadyKa IUTamba, y MWCTPAKHUBAKBY j€ YYecTBOBaIO yKymHo 70
cTysneHata npBe roxuHe Kartenpe 3a €HIVIECKM je3MK M KEbMKEBHOCT Duilosoinko-
yMeTHHYKOr (akynarera YHuBep3urera y KparyjeBumy. Heonxomnum nopamu 3a aHanusy
JI00UjeHn Cy KOMOWMHAIMjOM PpEJEBaHTHHX HMHCTPYMEHATA: YIMUTHUKOM M TECTUPAbEM
n3roBopa. Pe3ynraTu cy mokaszaiu CTaTHCTHYKM 3HauajHy NMO3UTHBHY KOpejanujy uzmelhy
CIIPEMHOCTH YYEHHUKA J1a KOMYHHUIHPA]y BaH YYHOHHWIIC W FUXOBOT M3TOBOpa. Y pamy ce
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HO/BJIaUe Ba)KHE IeIarolllke MMIUIMKALHje 3a HacTaBy H3roBOpa KOJ CPICKUX yYECHHKa
EHIJIECKOT Kao CTPaHOT je3WKa, a IPHW TOM Ce HariamaBa morpeba 3a JociegHomhy U
WHTETPAITjOM H MepLeNIrje ¥ MPOAYKIHje.

Kmwyune peuu. W3roBOp, €HIVIECKM Kao CTPaHH je3WK, CIPEMHOCT 32 KOMYHHUKaNHjy,
Mmelyje3uk, Cprcky y4eHuH.

1. INTRODUCTION

Willingness to communicate (WTC) in a target language is a dynamic and
complex state that depends on numerous factors and changes from one situation to
another. It basically represents a speaker’s voluntary decision to speak or not
speak in a multilingual context (Maclntyre 2007; 2020). Throughout the years of
carefully designed and sedulous investigations, WTC was recognized as a
significant factor shaping learner outcomes and it was demonstrated that learners
actively engaging in communication in a second language enhanced their chances
of progress appreciably (Peng et al. 2021). The connection between interaction in
the classroom and student achievement was previously illustrated as well (Astuti
2011). One may be speaking of genuine communication only when there is a
desire and purpose of interaction, focusing on content and not being controlled by
a teacher or learning material (Bonavetti 2015). Thus, an ideal language class
within the Communicative Language Teaching approach would be centred on the
students engaged in meaningful communication where there is mutual
encouragement for involvement.

In a practical foreign language classroom situation, the majority of
students usually choose to remain silent, which is why developing willingness to
communicate seems to be “the ultimate goal of instruction” (Dornyei 2005: 210).
The beginning of the research on WTC was focused on its presence in first
language acquisition and the concept was considered a personality trait
(McCroskey & Richmond 1990). The key components of WTC were
communication apprehension, understood as anxiety related to oral
communication, and self-perceived communication competence (McCroskey
1982). A WTC model was developed by Maclintyre (1994) based on the findings
from speakers from various regions, such as the USA, Australia, Sweden,
Micronesia and Puerto Rico (McCroskey & Richmond 1990), stating that WTC is
a consequence of perceived competence and communication apprehension, with
introversion and self-esteem shaping the latter. The concept was initially defined
as readiness to communicate with a designated person at a particular time in L2
(Macintyre et al. 1998), which was later elaborated into an opportunity to speak
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and direct the readiness to speak at a certain time and a certain interlocutor
(Maclintyre 2007). Additional modifications to the initial definition likewise
included an involvement in communication at a certain time with a certain
interlocutor (Wood 2016). Generally, some scholars accept the definition of
students’ intention to interact with others in a foreign language (Dewaele 2019).

Regardless of the fact that the concept of willingness to communicate
within the aforementioned framework has been extensively covered in research,
there seems to be a growing need for further investigation, especially regarding its
relationship with the actual students’ performance.

With the new opportunities provided by various tools and applications
online, pronunciation research has expanded its scope and areas of interest, no
longer being the neglected part of ELT (Derwing 2018). The history of teaching
approaches has of course regarded it differently, from making it an indispensable
part of Audiolingualism to emphasizing fluency over accuracy in the core tenets of
Communicative Language Teaching. The present study aims to connect the two
seemingly discrepant ideas, i.e. to explore the relationship between English-major
students’ willingness to communicate and the actual pronunciation proficiency in L2.

2. FACTORS AFFECTING WILLINGNESS TO COMMUNICATE

It is well known among practitioners that students exhibit different
behaviour in and outside the classroom. Shvidko et al. (2015) found that
sociocultural, linguistic, individual, and affective factors influence EFL students’
choice of using English outside the classroom. Peer pressure, language
proficiency, motivation, confidence and anxiety were some of the most significant
predictors of variability.

The important question underlying the undoubtedly far-reaching research
is how to measure WTC. Initially, a WTC instrument with a 20-item Likert scale
to measure nature or personality was developed by McCroskey and Richmond
(1990). This was followed by a scale of WTC in and outside the classroom
designed by Maclintyre et al. (2001) in combination with the orientation scale by
Clement and Kruidenier (1983). Conducting the research on Japanese students,
Weaver (2005) used the WTC scale of 34 items including people’s ability,
threshold, and difficulties related to willingness to communicate in a second
language. Khatib and Nourzadeh (2014) devised an Instructional Willingness to
Communicate Scale (IWTC Scale) consisting of 24 five-point Likert-style items,
divided into communicative self-confidence, integrative orientation, situational
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context of L2 use, topical enticement, learning responsibility, and off-instruction
communication.

Bearing in mind that speaking a target language represents one of the
dominant learner goals, analysing the predetermining factors of WTC seems of
utmost importance (Halupka-Resetar et al. 2018). Namely, in a study with Korean
students, Kim (2004) demonstrated that confidence and motivation were
interconnected with WTC. In a study on students’ attitudes to the international
community and motivation, Cetinkaya (2007) found that Turkish students” WTC
in English was directly connected to their attitudes toward the international
community and linguistic self-confidence, through which both motivation and
personality were indirectly related to WTC. Yu (2009) investigated teacher
immediacy, communication apprehension, motivation, attitudes toward learning
situations and integrativeness with Chinese learners. Attitudes and motivation
were significant predictors of WTC, while communication apprehension and self-
perceived competence were the only two direct effects on WTC. L2 self-
confidence and attitudes toward the international community were statistically
significant predictors of WTC in a study by Nasser (2014) as well. Denies et al.
(2015) found the interconnectedness between listening proficiency and WTC.
Furthermore, in the Iranian EFL settings, language proficiency influenced the
confidence of communication, which ultimately had effect on WTC (Khajavy et
al. 2016). Investigating the relationship between TOEFL test scores and situational
WTC, Yashima et al. (2016) underscored the complexity of WTC by pointing to
the lack of effect of language proficiency, but demonstrating that the participants
with divergent scores behaved differently in the classroom.

Serbian scientific context was not deprived of research on this topic,
either. The study with tertiary-level students in Serbia by Halupka-Resetar et al.
(2018) once again pointed to the significance of self-perceived competence and
affective factors. Safranj et al. (2021) underline the complexity of the concept by
showing students’ desire to progress toward an ideal L2 self, yet, there was a
negative correlation between WTC and duration of language learning. The authors
stress the need for reconsideration of the predictiveness of the ideal L2 self.
Comparing the WTC concept in online and offline classroom settings, Topalov et
al. (2022) concluded that students demonstrated greater levels of WTC in
traditional classrooms than online. When students have to communicate online,
they prefer communicating via messaging.
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3. WILLINGNESS TO COMMUNICATE AND PRONUNCIATION
ANXIETY

More than two decades ago, in a study with one hundred migrants in
Canada, Derwing and Rossiter (2002) drew attention to pronunciation problems as
predominant causes of communication difficulties. The intertwined connection
between pronunciation and motivation for language learning was recognized by
Smit (2002) as well. Moreover, teachers usually support the belief that
pronunciation is a crucial component of English learning and that it helps students
develop communication skills (Couper 2017). Having in mind that teachers regard
pronunciation as one of the most important language competencies, students with
high levels of pronunciation anxiety could possess communication anxiety as well
(Nguyen 2019). Nevertheless, more research is necessary to explain the
relationship between pronunciation anxiety and communicative competence
(Nguyen et al. 2021). A model of Phonetics Language Anxiety (PhLA) developed
by Baran-Lucarz (2013) includes apprehension of oral performance and fear of
pronunciation mistakes, pronunciation test anxiety, self-image, self-efficacy and
self-assessment, as well as beliefs about the difficulty of pronunciation learning.
Additionally, fear of negative evaluation, self-assessment, capability to
communicate, self-confidence and motivation represent some of the most relevant
factors further contributing to the development of pronunciation anxiety (Zhang et
al. 2018).

4, METHODOLOGY
4.1. Aims and Research Questions

Seeking to contribute to the existing research on the WTC concept and fill
the gaps related to pronunciation instruction in Serbian EFL context, the present
study aims to explore the potential connection between Serbian English-major
tertiary-level students’ willingness to communicate and pronunciation proficiency
in the target language. In line with the proposed aims, the following research
guestions were formulated:

- What is the current extent of Serbian English-major students’

willingness to communicate in English?
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- What is the level of Serbian English-major students’ pronunciation
proficiency?

- Is there a correlation between Serbian English-major students’
willingness to communicate in English and their pronunciation
proficiency?

4.2. Participants

The sample comprised a total of 70 first-year students of English at the
Faculty of Philology and Arts, University of Kragujevac, belonging to two
generations (academic year 2021/2022 and 2022/2023). The population was
divided into 15 male and 55 female students, average age=20.03. The students
were selected due to the fact that they were all attending the English Phonetics
course, which focuses on practising both perception and production. Furthermore,
they were at the B2 level CEFR, which was tested before the examination at the
very beginning of the course using a Cambridge® General English Proficiency Test
online. Students at C1 level CEFR or higher were excluded in order to ensure the
even distribution of the sample with regard to general language proficiency. The
age of onset of learning was 6 (17.14%) and 7 (82.86%) years of age. Students
received course credits for participating and signed a written consent before the
beginning of the examination.

4.3. Instruments and Procedure

To obtain the results on the participants’ WTC, a questionnaire was
adapted from WTC Outside the Classroom scale by Maclintyre et al. (2001)
consisting of 27 items focusing on four language skills: speaking (items 1-8),
reading (items 9-14), writing (items 15-22), and comprehension (items 23-27).
Students mark their willingness on a five-point Likert scale from 1 (I am never
willing) to 5 (I am always willing). The scale was used in previous research (e.g.
Yashima et al. 2016; Halupka-Resetar et al. 2018, etc.) and was distributed in
English. The very vocabulary used in the questionnaire was completely familiar to
the respondents (based on the CEFR analyser? the items correspond to B1-B2 level
CEFR), yet if there was a need for further clarification of a particular statement, it

! Available at: https://www.cambridgeenglish.org/test-your-english/general-english/
2 Checking the general CEFR level of the text was performed at
https://www.cathoven.com/cefr-checker free of charge.
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was provided on the spot. The focus was on communication outside the classroom
because the author deemed it was important for English-major tertiary-level
students, some of them being prospective teachers, to be able to freely
communicate outside the formal settings. Therefore, checking their WTC during
the first year of studies seemed like a logical means of obtaining information for
the possible curriculum modification and enhancement.

Keeping in mind that pronunciation proficiency is rather an under-
researched segment of overall language proficiency with standardized tests yet to
be formulated, an instrument was designed to cover both perception and
production including segmental and suprasegmental phonological levels.
Furthermore, it is well established that pronunciation proficiency does not always
positively correlate with the overall language proficiency. Thus, a test was
designed by the author of the paper for the purpose of the present investigation and
the students were divided into four groups based on their performance: excellent
pronouncers (81-100% performance on the test), good pronouncers (61-80%),
intelligible pronouncers (41-60%), and in-need-of-improvement pronouncers (less than 41%).

The test included six tasks: (1) phonemic identification task testing
students’ perception of target sounds (15%), (2) phonemic transcription task
(10%), (3) intonation recognition task (15%), (4) sentence pronunciation task
focused on problematic sounds for Serbian students (20%), (5) wordlist
pronunciation task focused on correct stress placement (20%), and (6) intonation
contour production task (20%). The relatively wide range within each group of
pronouncers was given mostly because of the second task, since not all the
participants were previously highly familiar with the IPA (even though they got
acquainted with the symbols in dictionaries and in the introductory lessons of
English Phonetics right before the beginning of the present investigation) and
accustomed to doing exercises and transcribing words and sentences
phonemically. What is meant by this is that they were all introduced to the
symbols, but not all of them practised them enough to perform tasks with ease,
which may be regarded as part of their overall pronunciation ability.

Table 1 provides percentage counts of students falling into different
categories depending on their results on the test.

Group Percentage of Students
Excellent pronouncers 21.4%
Good pronouncers 34.3%
Intelligible pronouncers 25.7%
In-need-of improvement pronouncers 18.6%

Table 1. Results of the Pronunciation Testing
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As can be seen in Table 1, 21.2% of students can be classified as excellent
pronouncers since their score was higher than 81%, which means that they are
very close to native-like production. The greatest percentage of students belongs to
the good pronouncers group (34.2%). 25.7% of the students have intelligible
pronunciation, which means that there is room for making pronunciation more
native-like and correcting mistakes at both perception and production levels.
18.6% scored less than 40% on the test, which points to the need to devote more
time to practising both perception and production. The diversity in scores
underscores the remark that pronunciation proficiency does not necessarily
correspond to the overall language proficiency.

Both the questionnaire and the written part of the pronunciation test were
distributed on two separate occasions at the beginning of the English Phonetics
course (February 2022 and 2023). The oral segments of the pronunciation test
were self-recorded by the participants with detailed instructions given beforehand.
Three students were excluded from further analysis because they were not able to
perform both the testing and the survey. Statistical processing of results was
performed using SPSS, version 20.

5. RESULTS AND DISCUSSION

The results of the questionnaire designed to get more information on students’
willingness to communicate outside the classroom are presented in Table 2.

Answers (%)

Never | Usually | Half of | Usually | Always
not the willing
time

Statement

1. Speaking in a group about your | 2.9 17.1 15.7 18.6 45.7
summer vacation.

2. Speaking to your teacher about your | 4.3 20.0 32.9 20.0 22.9
homework assignment.

3. A stranger enters the room you are | 15.7 20.2 28.6 18.6 171
in, how willing would you be to have a
conversation if he talked to you first?

4. You are confused about a task you | 7.1 17.1 47.1 114 17.1
must complete, how willing are you to
ask for instructions/ clarification?

5. Talking to a friend while waiting in | / / 12.9 47.1 40.0
line.

6. How willing would you be to be an | 18.6 31.4 20.0 17.1 12.9
actor in a play?
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7. Describe the rules of your favourite | / / 8.6 42.9 48.6

game.

8. Play a game in English. / / 17.1 40.0 42.9
Speaking: Median=4 SD=0.86

9. Read a novel. 2.9 10.0 47.1 40.0 /

10. Read an article in a newspaper. 1.4 1.4 10.0 52.9 34.3

11. Read letters from a pen pal written | 5.7 5.7 17.1 32.9 38.6

in native English.

12. Read personal letters or notes | / 7.1 30.0 20.0 42.9

written to you in which the writer has
deliberately used simple words and
constructions.

13. Read an advertisement in the paper | 1.43 4.29 7.1 414 45.7

to find a good bicycle you can buy.

14. Read reviews for popular movies. / 4.3 14.3 27.1 54.3
Reading: Median=4 SD=0.83

15. Write an advertisement to sell an | 5.7 4.3 30.0 30.0 30.0

old bike.

16. Write down the instructions for | 5.7 18.6 44.3 24.3 7.1
your favourite

hobby.

17. Write a report on your favourite | / 7.1 41.4 40.0 114
animal and its habits.

18. Write a story. / 29 20.0 41.4 35.7
19. Write a letter to a friend. 7.1 25.7 14.3 44.3 8.6
20. Write a newspaper article. 11.4 21.4 55.7 4.3 7.1
21. Write the answers to a “fun” quiz | / / 10.0 57.1 32.9
from a magazine.

22. Write down a list of things you | 18.6 27.1 51.4 14 14

must do tomorrow.

Writing: Median=3.5 SD=0.90

23. Listen to instructions and complete | 5.71 8.57 22.9 35.7 27.1
a task.

24. Bake a cake if the instructions were | / 4.3 25.7 429 27.1
not in Serbian.

25. Fill out an application form. 7.1 48.6 37.1 2.9 4.3
26. Take directions from an English | / 5.7 50.0 314 12.9
speaker.

27. Understand an English movie. / / 114 35.7 52.9

Comprehension: Median=4 SD=0.84

Table 2. Results of the WTC Questionnaire
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The majority of students (around 64%) claim to be usually or always
willing to speak in a group about a summer vacation. About 43% do so when it
comes to turning to the teacher about a homework assignment. Around 35% of the
students feel willing to talk to a stranger, but this may not be the result of the very
willingness, yet is probably caused by the relatively uncomfortable situation itself
for some. Only half of the time is the majority (almost 50%) willing to ask for
instructions, while about 28% are willing to do so usually or always. Around 30%
are usually or always willing to be an actor in a play, which perhaps points to
students’ lack of self-confidence. However, more than 90% are willing to describe
the rules of their favourite game and about 82% are usually or always willing to
play a game in English. The median value is 4, which testifies to students’
tendency toward usually being willing to speak English outside the classroom. The
median was used as the preferred and more informative descriptive statistics
measurement for the Likert scale as opposed to the mean value, following the
recommendation by Sullivan and Artino (2013).

When it comes to reading, 47% are willing to read the novel half the time,
and 40% are usually willing to read it. There are no students who are always
willing to read a novel. Nevertheless, around 87% are usually or always willing to
read a newspaper article and 71% are willing to read letters from a pen pal who is
a native speaker. About 63% of the respondents are usually or always willing to
read personal letters or notes written in simplified language, but 87% are usually
or always willing to read an advertisement to buy a good bicycle which
emphasizes the students’ need for a clear purpose in order to read something in
English. More than 80% are usually or always willing to read a movie review.
Willingness to read outside the classroom likewise has a median value of 4, which
indicates that students are usually willing to read outside the classroom.

Interestingly, exactly 30% of the participants stated that they would write
the advertisement to sell an old bike half the time, usually and always. However,
only around 31% would usually or always write instructions for their favourite
hobby. This may be the result of lack of purpose or understanding. Around 51%
are usually or always willing to write a report on their animals and around 77% are
usually or always willing to write a story. Understandably, having in mind the
current advances in technology, only 52% are willing to usually or always write a
letter to a friend. The majority (55.7%) are willing to write a newspaper article
half the time. 90% are usually or always willing to answer a fun quiz in the
magazine. 51.4% of the students feel eager to write a to-do list half the time,
which explains the students’ planning habits. In general, writing outside the
classroom shows a median value of 3.5, which points to the fact that students are
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slightly less willing to write outside the classroom than perform the other three
skills. Such a state of affairs may be the result of the particular statements in the
questionnaire and not the students’ general writing practices.

Finally, about 62% of students are usually or always willing to listen to the
instructions and complete a task. 70% are usually or always willing to bake a cake
if the recipe was not given in Serbian. 55% of the respondents feel reluctant to fill
out an application form. About 44% are usually or always willing to take
directions from a native speaker and about 88% are usually or always willing to
understand English movies. The formulation of the last statement was fairly
misleading. Thus, an explanation was offered in the sense that students were asked
whether they would be willing to watch an entire movie without subtitles and be
able to understand it for the most part.

The overall pronunciation proficiency of the participants was estimated by
calculating the mean score of the results of the pronunciation test and it was
61.93/100 pts (N=70; SD=20.07; min=22; max=100). This leads to the conclusion
that the majority of students performed relatively well by solving more than half of
the tasks in the pronunciation test correctly, yet, evidently, there is an appreciable
need for improvement.

In order to determine whether there is a relationship between students’
WTC outside the classroom and their pronunciation proficiency, a Spearman’s
correlation test was conducted due to the fact that the data did not yield normal
distribution (according to the results of the Shapiro-Wilk Test of Normality and
Normal Q-Q Plots obtained from the outputs of SPSS). Willingness to
communicate relative to each skill demonstrated a statistically significant positive
correlation with pronunciation proficiency (speaking (ps(68)=0.891 p=0.001);
reading (ps(68)=0.796 p=0.001); writing (ps(68)=0.918 p=0.004); comprehension
(ps(68)=0.943 p=0.002)). This means that pronunciation proficiency correlates
with willingness to speak, read and write outside the classroom, as well as perform
tasks based on understanding the given instructions. Considering that all four sub-
elements of WTC correlated with pronunciation proficiency, a conclusion can be
made pertaining to the relationship between Serbian English-major students” WTC
and pronunciation proficiency. Based on the particular sample chosen for the
present research, students’ willingness to communicate outside the classroom
increases with the increase in pronunciation proficiency. This may be explained by
the fact that students who score higher on a pronunciation test feel less anxious
about their pronunciation, i.e. exhibit more self-confidence than the ones that score
lower.
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6. CONCLUSION

The current study aimed to investigate the relationship between Serbian
EFL learners’ pronunciation proficiency and their willingness to communicate
outside the classroom. The results of the questionnaire demonstrated an
appreciable degree of WTC among the chosen sample of participants, with the
only skill exhibiting a slightly lower median value being writing. This points to the
conclusion that English-major students are generally willing to communicate
outside the classroom, which is understandable given the philological orientation
and their primary vocation. The general tendency to be willing to communicate
outside the formal classroom seems of particular importance for them, since a
notable number eventually end up teaching English in one way or another. When it
comes to the pronunciation test scores, it seems interesting that the scores showed
greater variability than the actual language proficiency (B2 CEFR). There were
students belonging to every of the four categories of pronouncers. This may be
explained by the fact that the instruction and input they receive are
communicatively oriented, emphasizing fluency and interaction. Furthermore, it
could draw attention to the fact that pronunciation proficiency should be viewed
separately from the rest of the skills in terms of testing. Pertaining to the main
research question of the present study, a positive statistically significant
correlation was found between students’ willingness to communicate and
pronunciation proficiency, which means that higher scores on pronunciation tests
are connected with an increase in the willingness to communicate in the target
language. Again, this may be related to pronunciation anxiety and students’ self-
confidence resulting from high proficiency test scores. The results support
previous findings by Lepore (2014), who established that pronunciation abilities in
an online course positively corresponded to students WTC in a French
introductory course. The conclusions made here likewise follow previous studies
in recognizing that motivation and pronunciation anxiety are interrelated (Smit
2002; Baran-Lucarz 2013). Moreover, the current findings underscore the role
motivation and self-confidence have in regulating pronunciation anxiety (Zhang et
al. 2018).

The findings obtained in the current analysis underscore important
pedagogical implications for Serbian EFL pronunciation instruction. Both
perception and production practice should be integrated into everyday teaching
practice with relevant phonetic concepts introduced relatively early on during
primary education. Structured practice of sounds, stress and intonation could lead
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to higher pronunciation proficiency and eventually lower potential anxiety and
fear of negative evaluation. These, in turn, result in self-confidence and motivation
increase. Hopefully, WTC outside the classroom demonstrated by the particular
sample here could be extended to other Serbian learners who do not major in
English.

Several limitations of the investigation need to be addressed here. The
design of the pronunciation proficiency test should be more extensive and provide
more tasks related to authentic language use. The WTC scale for outside the
classroom should be correlated with the results for inside the classroom. Other
levels of proficiency should be included in future studies, as well. Future research
may also focus on Serbian EFL learners’ pronunciation anxiety and willingness to
communicate and explore the differences between traditional face-to-face and
online settings.
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[Januna M. JeporujeBuh Tumma
YuusepsuteT y Kparyjesity

MNOCTUTHYRE CPIICKX YUEHUKA EHI'JIECKOI' KAO CTPAHOTI JE3UKA V
JOMEHY HU3I'OBOPA 1 CITPEMHOCT JA KOMYHUIIUPAJY BAH YUUOHUILIE

Peszume

PeneBanTHe cTyamje cy ce yecto Gokycupaie Ha OJHOC M3Meh)y CipeMHOCTH ydYeHHKa J1a
KOMYHUIIMPA)y ¥ aHKCHO3HOCTH 300T HM3rOBOpa, ajly HM3rJeda Ja jOII YBEK HEJOCTaje
JIOBOJBHO CTyIHja KOje MCTPaXKyjy Be3y ca CTBapHUM IOCTHTHYheM y JOMeHy W3roBopa.
Ham paxg wuctpaxyje Mel)ycoOHY TOBE3aHOCT CIPEMHOCTH CPIICKUX CTyIeHaTa KOjU
CTYIMpajy CHIJIECKH je3WK Ja KOMYHHUIMPajy BaH YYHOHHIE W HHHUXOBOT I03HABama
W3roBOpa IUJBHOT je3uka. Jla OMcMo OroBOPHIIM HA MPEIJIOKECHA UCTPAKUBAYKA MUTAbA,
y UCTpaKUBaBY j€ yuecTBOBaIO yKymHO 70 cTyneHara npee rogune Kareape 3a eHriecku
JE3WK M KEBMKEBHOCT DUIIONOIIKO-YMETHUYKOT (pakynreTa YHuUBep3uteTa y Kparyjesiy.
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Heormxoxan noganu 3a aHamM3y Q00MjeHN Cy KOMOWHAIIM]OM PEIeBaHTHUX HHCTPYyMEHATa:
VIUTHUKOM M TECTHPAmkEeM H3roBOopa. YIUTHHK j€ 3aCHOBaH Ha CKalH KOjy Cy
npemroxunn  Maclntire et al. (2001), xoju campxku 27 u3jaBa ca METOCTEIICHOM
JIMKepTOBOM CKaJIOM KOje ce OIHOCE Ha BEIITHHE FOBOpA, YHTAHa, IIMCaka U Pa3yMeBamba
BaH y4HOHHIE. TecT mo3HaBama U3roBOPa OCMHUCIIIIIA j€ ayTOPKa pajia ¥ OH CaApIKH LIECT
3ajaTaka BE3aHHX 3a TECTHpame IepLeniuje M MPOAYKIHje, Ka0 M CErMEHTATHOT H
CyNpacerMeHTaJIHOr (OHOJNOIIKOr HUBOAa. Ha OCHOBY pesynrata Tecra, yYEHHIH CY
MOJIJbEHN Y YSTHPU KaTeropuje: OHHM ca OJUIMYHHUM, TOOPUM, pa3yMJbHBUM U M3rOBOPOM
Koju je HeonxoaHo mompaButH. Cynehu mo pesynraTuma yHUTHHKA, CPICKH CTYACHTH
SHIJIECKOT je3MKa YIJIaBHOM Cy BOJBHHM Jia KOMYHHLIMPAjy BaH YUHOHHIE. JenHa BEIITHHA
ca HIDKOM cpemboM BpenHonhy 6mto je nucame. Mako cy cBu 6miu Ha B2 HuBOY ormirer
jesmuxor mocturayha 3ajeTHHYKOr eBPONCKOr Pe(epPEHTHOT OKBHPA 3a je3UKe, Pe3yITaTH
TeCTOBa W3rOBOpa MOKas3aiM cy Belly BapmjaOmiHOCT pesynrara. Takohe, pesyiaratu cy
MOKa3aJIHM CTATHCTUYKH 3HA4ajHy MO3UTHBHY KOpENalujy U3Mely CIpeMHOCTH yYeHHKa 1a
KOMYHHIMPajy BaH YYHOHHUIIC M EUXOBOI HHMBOA H3roBopa. Pesyiratw 1o KojuX cMo
JIOLUTM y pany yKaszyjy Ha BaKHE IIJaromke HMIUTMKAIMje 3a HacTaBy H3roBOpa
SHIJIECKOT je3WKa, HarjamaBajyhu motpeOy 3a mociemHomhy M MHTETpHCAameM BekOama
KaKo Mepleniyje, TaKo ¥ MPOIyKIHje.

Kwmyune peuu: W3roBOp, CHIJIECKH Kao CTPAaHU jE3UK, CHPEMHOCT 332 KOMYHHUKAI[H]y,
Mel)yjesuk, CpricKy y4eHUIIH.
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THE CHALLENGES ART STUDENTS FACE WHEN LEARNING AND
USING ENGLISH

ABSTRACT: The aim of this paper is to get a deeper insight into the difficulties that
university arts students face when using and learning English in and out of college. Arts
students of the Department for Applied and Visual Arts and Department for Music Art at
the Faculty of Philology and Arts, Kragujevac University were asked to rate the challenges
they face in the areas of English speaking and listening, reading and writing, vocabulary
and grammar and to identify their previous experiences of using English, their beliefs
about foreign language learning in general, and techniques how they overcome difficulties
they face. The instrument was a questionnaire in which some questions were analyzed
quantitatively and others qualitatively. Students reported the lack of opportunities to
practice English, (un)pleasant previous experiences and beliefs about individual success in
language learning. Apart from the abovementioned, translating professional terminology
and information for their subjects and seminar papers poses a challenge for them as well.

Keywords: art students, ESP, challenges in learning and using English, English language
skills, language systems, student beliefs, mixed-methods research.

1ZAZOVI STUDENATA UMETNICKIH ODSEKA PRI UCENJU I
UPOTREBI ENGLESKOG JEZIKA

APSTRAKT: Cilj rada je da se stekne dublji uvid u poteskoée sa kojima se studenti
umetnosti na univerzitetskom nivou suocavaju kada koriste i uce engleski jezik za potrebe
fakulteta i van njega. Uzorak za istrazivanje bili su odgovori studenata Odseka za
primenjenu i likovnu umetnost i Odseka za muzicku umetnost FiloloSko-umetni¢kog
fakulteta Univerziteta u Kragujevcu, u kojima su dali ocenu u vezi sa izazovima sa kojima
se suocavaju u oblastima govora i slusanja engleskog jezika, Citanja i pisanja, vokabulara i
gramatike i identifikovali svoja prethodna iskustva koriS¢enja engleskog, svoja uverenja o
ucenju stranog jezika uopste i tehnike kojima prevazilaze teskoce sa kojima se suocavaju.
Instrument je bio upitnik, u kome su neka pitanja analizirana kvantitativno, a druga
kvalitativno. Studenti su svedocili o nedostatku mogucnosti za vezbanje engleskog jezika,
prethodnim (ne)prijatnim iskustvima i uverenjima o individualnom uspehu u ucenju jezika.
Osim navedenih, prevodenje osnovnih stru¢nih termina i sadrzaja za strucne predmete i
seminarske radove za studente predstavlja izazov.

Kljucne reci: studenti umetnosti, EJS, izazovi u ucenju i upotrebi engleskog jezika, vestine
engleskog jezika, jezic¢ki sistemi, uverenja uéenika, istraZivanje me$ovitim metodama.
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1. INTRODUCTION

English as a foreign language (EFL) focuses on developing EFL students’
English language proficiency in the following areas: speaking, listening, reading,
writing, pronunciation, grammar, vocabulary and culture (Teaching English to
Speakers of Other Languages (TESOL), 2017). There has been a great amount of
research which has shown that EFL students experience considerable challenges in
these areas and that the challenges could prevent them from developing English
language proficiency successfully (Shen 2013; Yang & Chang 2014; Boroujeni et
al. 2015; Jimenez 2015, Alhaysony & Alhaisoni 2017; Suryanto & Sari 2020;
Ismeti 2022).

There are numerous empirical studies which examined the challenges
faced by EFL and ESP students when learning and using English. In case of ESP
some of the studies have looked into teacher problems, others into the teaching
context such as the lack of finance, large classes and similar, and others into
student problems such as challenges in mastering ESP, achieving proficiency in
different areas of the English language, lack of motivation and similar. From
teachers’ perspective such research included the lack specific teacher training for
teachers teaching ESP classes, the lack of adequate textbooks and other teaching
and learning material and impossibility to carry out a needs analysis before setting
up the course syllabus (Almathkuri 2022: 300; Iswati & Triastuti 2021: 276). In
case of different ESP students varying levels of proficiency were noted, which
together with large classed pose a huge problem both for the teacher and for the
students. A study conducted by Hoa and Mai (2016) in Vietnamese universities
revealed complex problems about the practice of ESP in which three major issues
related to teachers, students and the environment in which ESP was taught were
brought to the surface. The key problems were large classes, students’ varied
levels of English proficiency and inadequate qualifications of ESP teachers. Issues
with large classes were also identified by Poedjiastutie and Oliver (2017),
resulting in the lack of personal attention to students, a limited interaction among
students, and difficulty in making smooth and effective organization.

From the students’ perspective, they have been found to experience
challenges in speaking, listening, reading and writing in English alongside English
pronunciation, grammar, vocabulary and culture (Alsalihi 2020: 19). Many
researchers have also noticed the lack of motivation among students and initial
low proficiency as well as students’ varied levels of English competence.
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Opposed to relatively many ESP research papers in the field of
engineering, IT, business, medicine, social sciences and humanities (in Serbia see
also Krsmanovi¢ Radosavljevi¢ 2018), the number of research studies on ESP in
arts is relatively underexplored as stated by Mao and Zhou (2024: 2) as well as
Kovacevi¢ (2019: 395). Therefore, the author has set out to investigate the
challenges that arts students at the university level in Serbia face when learning
and using English. The students who took part in the research are students who
learn English as a foreign language at two arts departments — Department for
Applied and Visual Arts (DAVA) and Department for Music Art (DMA) at the
Faculty of Philology and Arts, University of Kragujevac.

2. RESEARCH

The foreign language course is an obligatory subject in the first and
second years of studies at both the DAVA and DMA. The students of the latter
department can choose between Italian and English, whereas at the DAV A English
is the only choice. Students at both arts departments take classes of English after
12 years of learning English in elementary and high schools. This is true for over
95% of the students who take English classes, as only one student stated that he
had the instruction for four years in high school only and another one said he
started officially learning English at university.

The author investigated arts students’ performance and strategies in four
language skills (reading, listening, speaking and writing) in learning and using
ESP as well as the two language systems — grammar and vocabulary. The author
tried to find out which particular skill and / or system represents the biggest
challenge for ESP students at DAVA and DMA departments, what their
relationships are, and how these are related to students’ past and present
experiences in using and learning English as well as their attitudes towards foreign
language learning. It was also important to investigate students’ strategies in
English language learning and use at the present time.

2.1. Research problems

The aim of this research is to obtain a broader insight into the challenges
that students of applied and visual arts and music art departments at university
level have when they use and learn ESP.

In order investigate the research problem, the author formulated the
following research questions:
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1) What are the present experiences of Serbian arts students when using
and learning English in and out of college?

2) What experiences from the past do Serbian arts students bring to the
present day EFL / ESP classroom and the world?

3) What difficulties do Serbian arts students face when using and learning
English for college and everyday purposes?

4) Do Serbian arts students’ beliefs about the best ways to learn English
have impact on their success and areas of difficulty when they use and
learn English?

2.2. The method and the instrument

The research was conducted during the spring semester of the academic
2023/2024 at the Departments of Applied and Visual Arts and Music Arts at the
Faculty of Philology and Arts in Kragujevac, University of Kragujevac. The data
was collected by a questionnaire® in which some questions had a five-point Likert
scale and other questions were open-ended and thus analyzed qualitatively.

The questionnaire could be divided into three different groups of
guestions:

1) students’ gender, age, department, experience in learning English
before university (in state schools and beyond), and their views on
what children and young people should do in order to learn English
well (6 questions).

2) what they consider to be the biggest challenges in learning EFL, what
they find the most difficult in the case of speaking, reading and writing
and what they do to overcome obstacles (4 questions).

3) their use of ESP at present for academic and every-day life purposes
outside the academia, its frequency and their opinion on why some
learners enjoy using English in class and why others do not (8
questions).

2.3. The sample
A total of 116 students of the Faculty of Philology and Arts who take

English classes in the first and second years of their studies took part in the
research. Out of those 78 students study at DAVA, whereas 38 students study at

! https://forms.gle/GxUQsK LyJG3V2caW7
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DMA. The students filled in the questionnaire in class on a voluntary basis and
could ask any questions on the spot so that the author could give them an answer
or a clarification immediately.

3. RESULTS
3.1. The previous student experiences of using and learning English

As for the past experiences of learning English — officially almost all
except one student have learned English for 12 years and seven students state that
they had the instruction for four years in high school only. Before entering
university half of the students did not learn English out of state schools, whereas
the other half went to private classes from a few months to a few years. Only a
couple of students report learning EFL just by talking to foreigners or listening to
music, which came as a surprise bearing in mind that many of them study music as
their major.

When asked to choose the best way for children and young people to learn
English, 39.7% of students chose cartoons (films), 22.4% songs and music, 11.4%
comics and 11.00% series, 10.5% speaking with the family abroad, 5% private
classes. 0% of students chose video games or books, although they were offered
these options as well. Cartoons, music and songs, comics and series come as no
surprise bearing in mind the students’ majors. The expected answers, video games
or books, which were chosen by 0% of students came as a surprise. Their impact
on learning / using English was researched in more detail in the qualitative
research, which can be seen further below.

3.2. The present experiences of learning and using English

To get a deeper understanding of the challenges these students face, we
asked them to what extent they consider using English necessary for their studies.
Out of the total number 0% stated that using and learning English was not
necessary, 5.6% stated “I am not sure if it is necessary or not”, 13% stated that it is
necessary to a small extent, whereas 36.6% think that it is mostly necessary and
44.8% think that it is very necessary.

As we can see there were no students who opted for English not being
necessary at all for their studies at either of the arts departments. The vast majority
of students (81.4%) consider having a good command of English necessary for
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their studies at the arts departments, while only 5.6% are not sure if English is
important for their studies or not and 13% think that is necessary to a small extent.

In order to get an even deeper insight into the matter we asked the
students: During your studies in which situations do you use English and for what
purpose? As opposed to the above, a small number of students (10 out of 116 in
both departments) stated that they have not and do not use it. Table 1 presents a
list of answers for which we also used the descriptive qualitative method and
grouped the answers in the following themes according to the frequency of their
answers.

For subject matter research

For writing a seminar paper

For learning different programs, applications necessary for the work (design, interior
design, drawing)

For communication with other international students and teachers

Finding different performances online

Translating different terminology, texts, compulsory readers for different university
subjects one is taking

Communicating with clients

For English classes

In singing

General conversation

I haven’t used it / I don’ use it

Table 1. The situations and areas arts students use English for college purposes

The subject matter research for both departments included mostly finding
different sources of reading material and papers for seminar papers and for
different subjects where the information in the native language is lacking.
Furthermore, a great number of applied and visual arts students use English to
understand, learn and master different applications, programs etc. necessary for
their work in graphic design, interior design and drawing. They also listed
communicating in English with potential clients who were interested in purchasing
or commissioning their work, communicating with other students from abroad
both in person and online, as well as teachers at master classes abroad etc.

In addition to using English for finding reading material for different
subjects, students at DMA also use English in order to successfully find different
performances online and aid to help them sing better. Both groups of students use
English in order to translate different terminology, compulsory readers etc. for the
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subjects they are taking, for classes, preparing exams or for writing seminar
papers.

When asked how often they use English outside their studies, 67.3% of
students stated that they use it every day, 15.5% use it a few times a week, 10.3%
a few times a month, 5.2% students use it rarely and 1.7% almost never.

When we asked arts students in which situations and for what purposes
they use English outside of their studies, students were able to provide a few
answers, which were grouped into the following themes according to the
descriptive qualitative research as can be seen in the Table 2 below. The answers
were listed according to their frequency in the students’ answers.

Communication

Watching films and series

Listening to music

Watching YouTube videos

Social networks and chatting

Playing online games

Reading books in English

Reading different texts online

Visiting different sites and internet research
Reading comics

Listening to lectures on different topics
Watching TV

Listening to audiobooks

Singing

Listen to sports-related videos
Translating

I don’t use it

Table 2. The situations and areas art students use English for out-of- college purposes

Communication in this case is a broad term we are using to describe
students’ communication with friends and family from abroad and sometimes
when travelling abroad, mostly for holidays. When they play online games,
students also use English for communicating with opponents, as well as solving
different tasks that the game requires.

Watching films and / or series is widely spread among students of both
arts departments: some report watching so as to just enjoy and others like the
sound of English. A smaller number of students plays the films / series with
English subtitles, while a great number watches films without any subtitles, and
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most students watch films with Serbian subtitles. On YouTube students watch
different videos in English, such as tutorials for programs or applications for
design. They also watch YouTube videos on sports, work out, cars, travelling,
fashion and home design. What is interesting, most students report listening to
music in English, not only from DMA but also from DAVA. On social networks
students usually watch foreign influencers on different topics, chat with foreign
people on sports, fashion, art, traveling and modern life.

Written communication mostly implies chatting online to acquaintances in
English in different situations, one of which is when playing video games. A
smaller number writes e-mails on different products or services. Translating was
mentioned in terms of using English for college and for outside of college
purposes. Students in most cases did not specify what they translated except for a
few cases, where they named favorite songs, products and texts about sportsmen.

As the internet represents the biggest source of contact with English this is
how the students answered the following questions: 29.3% of students said “When
| use the internet for the college purposes I use it in both English and my mother
tongue equally”, 22.4% stated that “it doesn’t make a difference to me whether it
is in English or in my mother tongue”, 15.2% stated that they “use the internet
much more in English than in my mother tongue”, 13.8% stated that “I use the
internet in my mother tongue only”, 10.3% “I use the internet more in my mother
tongue than in English”, 8.6% “I use the internet almost solely in my mother
tongue and very rarely in English”.

As for the free time, 39.7% of students said “When I use the internet in my
free time I use it mainly in English”, 20.7% stated that “it doesn’t make a
difference to me whether it is in English or in my mother tongue”, 20.7% use
equally in English and their mother tongue, whereas 13.8% use much more the
internet in their mother tongue than in English and 5.1% almost solely use it in
their mother tongue and rarely in English. 0% have chosen the option “I never use
the internet in English”.

To sum up, in the case of demands posed by the college it seems that
students equally use English and their mother tongue (Serbian) or they do not
differentiate which language to use and together with using only English this
makes up 66.9% of students. When it comes to using internet resources in English
in their free time, more students use it mostly in English (39.7%) and together with
equally using English and their mother tongue and not making a difference which
to use, it makes up 81.1% of students using English. Finally, it seems that in the
case of college requirements students rely more on their mother tongue than
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English, but still using the internet in English plays an important role for over 60%
of arts students.

3.3. The areas of challenges for art students when they use and learn English
The students were asked what area represents the biggest challenge for

them when they learn and use English and they ranked them from 1 as the least
difficult to 7 as the most difficult (Table 3):

Area Mean value
Grammar 4.00
Translation 3.43
Conversation 3.11
Vocabulary 3.02
Writing 2.87
Listening 2.42
Reading (to understand the text) 2.40

Table 3. Seven areas of difficulty for learning / using English for art students

As can be seen from Table 3, students rated grammar as the most difficult
area when learning and using English, followed by translation, speaking and
vocabulary. As many other research studies have dealt with grammar? and
translation® problems, we have decided to take a deeper look into speaking and
listening (conversation), vocabulary, reading and writing. We also looked into the
strategies and techniques that students use to overcome obstacles when using
English.

2 Chen (2016).
® Mazeikiené (2019), Popovi¢ & Vlahovi¢ (2021).
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Table 4 shows how art students responded to the questions about the
biggest challenges they have when speaking English for each department and

overall.
To To To To To To form | To answer
understand | understand | understand | think speak in | acorrect | /respond
what | hear | what | hear | what I hear | through | public answer/ | in
because | because the | because | what | while sentence | accordance
lack the interlocutor | don’t have | would others with the
vocabulary | speaks too enough like to are situation
fast practice in | say listening because |
such to me don’t have
activities enough
practice in
such
activities
in English
Mean
value 4.00 3.77 3.87 3.72 3.30 3.88 4.00
DAVA
Mean
value 3.66 3.41 3.72 3.25 3.06 3.19 3.38
DMA
Total
mean 3.88 3.64 3.82 3.55 3.22 3.64 3.78
value

Table 4. The challenges for art students in speaking English

The biggest challenge for students of both departments when they speak
English is to understand what they hear because they lack the vocabulary (3.88),
followed by the difficulty to understand what they hear because they do not have
enough practice in speaking activities (3.82), the difficulty to respond in
accordance with the situation due to the lack of practice (3.78), and the difficulty
to form the correct answer and to follow the interlocutor due to his speed of
speaking.
We also asked students how they overcome their challenges when they
read in English when it comes to vocabulary (Table 5).
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| draw a I try to I try to | try to I try to I try to I try to
blank understand | understand | remember | remember | understand translate
and based on based on a similar a similar the text the
cannot the the word word or a without sentence
continue | complete situation from my form of knowing in order to
sentence in the text native the word the word understand
language | in English the word /
notion
Mean
value 2.25 3.80 3.48 2.73 3.40 3.02 3.38
DAVA
Mean
value 1.97 3.65 3.81 3.25 3.75 3.56 3.72
DMA
Total
mean 2.16 4.09 3.59 291 3.52 3.20 3.49
value

the text without knowing the word (3.20).

Table 5. The challenges for art students when reading in English

When students of both departments read in English, they try to understand
the meaning based either on the complete sentence (4.09) or on the complete text
(3.59), followed by trying to remember a similar word or a form of the word in
English (3.52), translating into their mother tongue (3.49) and trying to understand

Table 6 presents the students’ answers concerning the challenges they face
when they write in English.

I draw a I try to I try to I try to | try to change I try to
blank and | write the remembera | remembera completely remember the
cannot part of the | similar word | similar word that part of situation
continue textin a or in my native the text and where | have
different expression | language and | leave out that | already seen
way in English translate to word / it and try to
English expression apply it to
this situation
Mean
value 2.13 3.79 3.87 2.92 3.05 3.43
DAVA
Mean
value 2.23 3.74 3.87 3.26 3.06 3.58
DMA
Total
mean 2.16 3.77 3.87 3.48 3.05 3.03
value

Table 6. The challenges for art students when writing in English
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When writing in English the students of both departments try to remember
similar word in English (3.87) or try to write the part of the text in a different way
(3.77) followed by translating a similar word directly from their mother tongue
(3.48), trying to write without knowing that particular word (3.05) and trying to
remember a similar situation in which they have used that word (3.03).

We also asked art college students the following: “Some students like to
use English during classes. Why do they like to use English and what do they like
the most?” We grouped the answers according to the themes (Table 7) and ranked
them from the most frequent to the least frequent one:

They use English because they know it.

They know it so they use the opportunity for further practice (of vocabulary or
pronunciation)

They want to find out how much they actually know.

They know English and find it interesting to talk in another language.

They are sure of their knowledge and it is not difficult for them to communicate.
To practice English with people whom they already know /They use the opportunity to
talk to someone who can fill in their gaps and correct them.

For some it is easier to express themselves in English than in Serbian.

It is a simple language to express emaotions.

They like being able to express their capabilities.

They have been learning English all their life and thus they communicate in that
language.

They are more surrounded by English on the internet.

For better communication and general knowledge.

English has some phrases which cannot be translated.

I don’t know.

Table 7. The reasons art students like using English

According to the students’ answers, college students who like to use
English use it because they have knowledge and thus self-confidence to use it. It is
natural to them to do so as they are more surrounded by English and they feel
great about themselves and their achievement of English when they use English.
They also use the opportunity to practice in class in front of or with others whom
they know and in front of or with the teacher who can correct them. Some students
use this classroom opportunity to find out how much they actually know English.
A few students answered that they do not know why college students like to use
English. They explained this by saying they do not like it, they do not use a lot of
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English or using English for them is more of a challenge than the joy or the feeling
of success.

We also asked the following question (Table 8): “Some college students
do not like communicating in English in class. Why? What do they find difficult in
your opinion?” We grouped the students’ answers into themes and ranked them
from the most frequent to the least frequent ones.

A fear of making a mistake because it is very bad

Lack of knowledge and learning in elementary and high school and minimum time spent
on conversation

Lack of practice (of conversation)

They were not interested in learning as children, and now it is boring and hard for them to
learn it.

Fear of speaking in / in front of the group

Lack of knowledge so they feel bad about themselves when they speak

Lack of self-confidence and insufficient previous knowledge

They are uninterested in the language and all that they could achieve if they knew it.

They don’t know it

They don’t use it often

Words and grammar

Tenses

Bad pronunciation

I don’t know

Table 8. The reasons art students do not like using English

As we can see from the answers, students have a great fear of making a
mistake, especially in front of others. Using English in front of others represents
also the biggest challenge for them. According to arts students, some students do
not possess enough knowledge when learning and using English so they feel bad
about themselves and the problem often goes back to their first steps in learning
English, when they failed to make a solid foundation. They lack the opportunities
to use the language and the areas which they think present the biggest challenge
are speaking, vocabulary and grammar. The lack of opportunities to use the
language in general, especially speaking and listening, present the biggest problem
to art students. When it comes to grammar students mentioned it in general, and
tenses and pronunciation in particular. A few students stated that they did not
know the reasons for not liking to use English.

These answers shed a different light on the students’ perception of using
English, especially speaking. Although they ranked speaking as less of a challenge
than grammar and translation, it seems by the vast majority of their answers that
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speaking in English in public seems to be the biggest fear for them. It is also
interesting to note, as their answers show, that some arts students, very probably
after their bad experiences in learning English, stopped being interested in learning
English and consider it unimportant to the present day.

4. DISCUSSION

As can be seen from the results, undergraduate Applied and Visual Arts
students and Music Art students at the Faculty of Philology and Arts, Kragujevac
University, report significant challenges in their language proficiency after 12
years of officially learning English. In general, conversation (speaking and
listening), grammar and vocabulary pose the biggest challenges in front of the
college students, who are the subject of this research. Although the quantitative
data showed that grammar (4.0) and translation (3.43) pose the biggest challenges
for arts students, the qualitative data showed that conversation (both listening and
speaking) and vocabulary pose a greater challenge to arts students. This is partly in
line with the results obtained by Jinyan et al. (2022) in China, who found that
listening and speaking, followed by writing and grammar and then translation and
knowing English culture pose great problems for ESP college students. Serbian
and Chinese students both report lack of practice (especially in listening and
speaking), limited exposure to authentic context, difficulty in understanding the
meaning of words in context and similar. Although limited in its scope, the
research in Indonesia confirms our results as well (Suryanto and Sari 2020).

The results of this research show a positive attitude among students
towards using English and different sources of information in English for both
college and out of college purposes. Also, the fact that a great number of arts
students use some form of English on daily bases speaks in favor of a more
frequent exposure to English thus creating more opportunities for practicing and
overcoming challenges. This should be taken with some reserve, as the quality of
the exposure is also an important matter. Similar research in the Arab and Chinese
speaking countries, however, showed that many students have negative attitudes
about learning English in an ESP context due to society discouraging English
language learning (Alsalihi 2020) or lack of exposure and difference between
English speaking culture and their own-in this case Chinese (Mao and Zhou 2024).

Furthermore, the qualitative data strongly shows that for students of both
departments the fear of speaking in public and making mistakes are considered to
be detrimental. Thus, according to Serbian students, the students who have success
in using and learning English must have had a lot exposure to it, find it easy to
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express themselves and are willing to find out or show their knowledge in front of
their peers and the teacher to enjoy their knowledge, use the opportunity to
practice, find out how much they know and possibly be corrected by the teacher.
Similarly, students who do not enjoy using and learning English had unpleasant
school experiences in the previous phases of education, lack experience in
practicing English and because of that do not feel confident when they use English
in front of others for the fear of embarrassment and making mistakes. This fear
and tension when using English was confirmed by Radi¢-Bojani¢ (2017: 9-21) in
an EFL context and Krsmanovi¢ Radosavljevi¢ (2018) in an ESP context.

Moreover, as stated by Radi¢-Bojani¢ (2017) and Krsmanovié¢
Radosavljevi¢ (2018), we found also that, if arts students have positive
experiences in learning English, they tend to give more importance to learning
English and try harder to improve it and create opportunities to use it in and out of
the classroom. And vice versa, if the experiences are negative, the effort is reduced
and thus the proficiency decreases.

Considering the biggest challenges in speaking and oral communication,
students stated that for them the most difficult part of speaking English is to
understand what they hear because they lack the vocabulary (3.88) and practice in
speaking activities (3.82). This information could be important to syllabus makers,
ESP teachers, and textbook authors who would focus on including appropriate
activities and devoting sufficient time to overcoming these significant challenges.

As an area which places a challenge in front of art students, there appeared
to be the need to translate from English to Serbian and vice versa. The translation
included translating specific terminology, texts and information into the students’
mother tongue for different subjects, whether for classes or seminar papers.
Students also applied translating to their out of college use of English. It is an
interesting result of the research which the author had not expected to occur in
such a frequency. It is possible that the English language teaching methods
students have been facing throughout their 12-year-long education, which put a lot
of emphasis on grammar, reading out loud (where pronunciation is valued and
assessed) and translation, may have had strong impact on the students’ need to
resort to translating so frequently, alongside with their possible low proficiency in
English. These, however, remain to be researched further.

5. CONCLUSION AND FURTHER IMPLICATIONS

The aim of this research was to get a deeper insight into the difficulties
arts students at university level face when learning and using English for the
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college and out of college purposes. As can be seen from this research, arts
students at DAVA and DMA at the Faculty of Philology and Arts, University of
Kragujevac find it important and useful to be proficient in English both for college
and out of college purposes. Oral communication (speaking and listening),
vocabulary, grammar and translation represent the biggest challenges for them.
Oral communication is by far the biggest challenge because of issues with the
vocabulary which the interlocutor is using, not enough practice in speaking
English and the fear of speaking in public and making a mistake. According to the
students’ answers, the lack of vocabulary in reading and writing is surpassed by
trying to figure out the meaning of the word based on the sentence or a text, using
a similar word or an expression and also with the help of translation in order to
understand the text or produce a piece of writing.

All of these imply that more opportunities for practicing different skills
and contextualized situations could provide a better command of English for future
students and a higher proficiency in this foreign language. By doing that teachers
can help student develop higher self-confidence and reduce the fear of using
English in public. In that way students can enjoy using English and all the
information on the internet for both their studies and out of college interests to a
greater extent. They might also use more opportunities to communicate with
others both in person and online. Positive experiences in turn could change
negative beliefs of some of the students about their capabilities and experiences in
learning and using English. All of this can be of importance to educators who deal
with young learners and learners of all ages, policy makers and a broader
academic audience.
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1ZAZOVI STUDENATA UMETNICKIH ODSEKA PRI UCENJU I UPOTREBI
ENGLESKOG JEZIKA

Sazetak

Cilj ovog istrazivanja bio je da se stekne dublji uvid u poteskoce sa kojima se studenti
umetnosti na univerzitetskom nivou suocavaju kada koriste i uc¢e engleski jezik za potrebe
fakulteta 1 van njega. U svrhu istraZivanja su studenti umetnosti dva umetnicka odseka —
Odseka za primenjenu i likovnu umetnost i Odseka za muzi¢ku umetnost Filolosko-
umetnickog fakulteta Univerziteta u Kragujevcu a) ocenili izazove sa kojima se trenutno
suocavaju u oblastima govora i sluSanja engleskog jezika, Citanja i pisanja, vokabulara i
gramatike i b) identifikovali svoja prethodna iskustva kori$¢enja engleskog (1), svoja
uverenja o ucenju stranog jezika uopste (2) i tehnike uz pomo¢ kojih prevazilaze teSkoce sa
kojima se suocavaju (3). Instrument se sastojao od Gugl upitnika, u kome su neke
istrazivacke teme bile obradene kvantitativno, a druge analizirane na kvalitativni nacin.
Osim nedostatka znanja vokabulara i gramatike, najveci izazov za studente predstavlja
konverzacija — razgovor i slusanje. Studenti umetnickih odseka pridaju znacaj upotrebi
engleskog jezika za potrebe fakulteta i van njega, ali svedoce i o nedostatku moguénosti za
vezbanje engleskog jezika, ¢ak neki i o neprijatnim prethodnim iskustvima i
samoograniavaju¢im uverenjima o individualnom uspehu u u€enju jezika. Naime, ¢ini se
da ukoliko su njihova prethodna iskustva o ucenju jezika pozitivna, ona uti¢u na dalji
razvoj i uspeh u ucenju jezika, a ako su negativna, dovode do negativnog zacaranog kruga.
Oblasti koje za studente predstavljaju najveéi izazov jesu govorenje i sluSanje, i to pre



THE CHALLENGES ART STUDENTS FACE... | 115

svega zbog nedostatka vokabulara i prilike da se razgovor na engleskom vezba. Oblast
koja je studentima umetnickih odseka vazna i predstavlja izazov za njih je i prevodenje
osnovnih struénih termina i sadrzaja za stru¢ne predmete i seminarske radove.

Kljucne reci: studenti umetnosti, EJS, izazovi u ucenju i upotrebi engleskog jezika, vestine
engleskog jezika, jezicki sistemi, uverenja ucenika, istrazivanje mesovitim metodama.
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HAS GENERAL ENGLISH KNOWLEDGE OF SERBIAN FRESHMEN
STUDENTS PREPARED THEM FOR AN ESP COURSE - APILOT
STUDY

ABSTRACT: This study delves into the language knowledge of incoming freshmen
students at two Serbian faculties, the Department of Criminal Investigation of the
University of Criminal Investigation and Police Studies and the Faculty of Mining and
Geology at the University of Belgrade. The aim of the pilot study was to assess their prior
English language proficiency before beginning English for Specific Purposes (ESP)
courses. Recognizing the challenges of teaching ESP in large, multi-level groups, the study
sought to gather initial data on the distribution of Common European Framework of
Reference (CEFR) levels within the student sample. A questionnaire was administered,
gathering demographic details on English language learning experiences, alongside a
Face2Face Written Placement Test to assess proficiency levels from Al to C1. The study,
conducted during the 2022/2023 academic year, involved 152 voluntary participants from
two faculties. The findings offer valuable insights into the dynamics of language education
and their impact on English for Specific Purposes (ESP) courses. The results reveal that
while a significant portion of students is expected to have a B level of English proficiency
upon completing secondary school, the actual language proficiency among students varies
widely. ESP courses face the challenge of accommodating students with varying language
skills, as this demands tailored language support and instructional strategies to bridge the
proficiency gap effectively.

Keywords: language proficiency level, the Common European Framework of Reference
for Languages (CEFR), English for Specific Purposes (ESP), General English (GE),
placement test.
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DA LI JE PREDZNANJE OPSTEG ENGLESKOG JEZIKA PRIPREMILO
BRUCOSE U SRBIJI ZA KURSEVE ENGLESKOG JEZIKA STRUKE —
PILOT STUDIJA

APSTRAKT: Ova studija se bavi jezickim znanjem brucosa na dva fakulteta u Srbiji,
Departmanu kriminalistike Kriminalisti¢ko-policijskog univerziteta i Rudarsko-geoloskom
fakultetu Univerziteta u Beogradu. Cilj pilot studije bio je da se proceni njihovo prethodno
znanje engleskog jezika pre nego Sto zapo¢nu kurs engleskog jezika struke (EJS).
Prepoznajuci izazove poducavanja EJS-a u velikim grupama sa razli¢itim nivoom znanja,
studija je na ovom uzorku nastojala da prikupi pocetne podatke o distribuciji nivoa prema
Zajednickom evropskom referentnom okviru za jezike (ZEO). Koriscen je upitnik kojim su
prikupljeni demografski podaci o iskustvima u ucenju engleskog jezika, zajedno sa
Face2Face testom za procenu nivoa znanja od Al do C1. U studiji, sprovedenoj tokom
skolske godine 2022/2023, dobrovoljno je ucestvovalo 152 studenta sa dva fakulteta.
Nalazi nude vredan uvid u dinamiku jezickog obrazovanja i njihov uticaj na kurseve
engleskog jezika struke (EJS). Rezultati otkrivaju da, iako se ocekuje da ¢e znacajan deo
ucenika imati B nivo znanja engleskog jezika po zavrSetku srednje Skole, stvarno
poznavanje jezika medu ucenicima uveliko varira. EJS kursevi se suocavaju sa izazovom
da se prilagode studentima sa razli¢itim jezickim vesStinama, jer to zahteva jezicku podrsku
i strategije u¢enja sainjene ,,po meri” kako bi se efikasno premostio jaz u znanju.

Kljucne reci: nivo znanja jezika, Zajednicki evropski referentni okvir za jezike (ZEO),
engleski jezik struke (EJS), opsti engleski (OE), test za utvrdivanje jezi¢kog nivoa.

1. INTRODUCTION

Quite a significant number of papers (e.g. Hutchinson & Waters 1987;
Strevens 1988; Johns & Dudley-Evans 1991; Master 1997a; Master 1997b;
Dudley-Evans & St. John 1998; Master 2000; Duff 2001; Paltridge & Starfield
2013) have been published in recent decades on the topic of English for Specific
Purposes (ESP). The researchers usually deal with particular groups of learners
who have some specific needs as regards language and they try to produce tailor-
made courses for students and practitioners of various professions. The topics such
as needs analysis, syllabus design, testing, vocabulary as well as many others have
been covered. However, it seems that there are not many studies which shed light
on the issue of General Language (GL) knowledge of incoming freshmen students
and if it is sufficient for the forthcoming Language for Specific Purposes (LSP)
course(s), or in our case English for Specific Purposes (ESP) courses. In order to
address this problem, we have devised a pilot study which might offer some
insight into the situation in Serbia, at least with the students of the Department of
Criminal Investigation of the University of Criminal Investigation and Police
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Studies and of the Faculty of Mining and Geology of the University of Belgrade.
First of all, we shall briefly establish some key facts about the Common European
Framework of Reference for Languages, give a short overview of previous similar
research and then present our study and discuss its results.

2. ABOUT THE COMMON EUROPEAN FRAMEWORK OF REFERENCE FOR
LANGUAGES

The Common European Framework of Reference for Languages (CEFR)
is a standardized system for describing language proficiency across Europe. It was
introduced in 2001 by the Council of Europe and has since been adopted by many
language institutions, schools, and universities around the world. The CEFR was
developed with the purpose of providing a common standard for language
proficiency assessment, as well as facilitating mobility and communication among
language learners in Europe. It provides a reference for language learners,
teachers, and institutions to evaluate language skills and set goals for language
learning (Tagliante 2009).

The CEFR is divided into six levels, from Al to C2, and these levels
describe the learner’s proficiency in the language. Each level is defined by a set of
descriptors that outline the skills and competencies a learner should possess at that
particular level. To put it as shortly as possible, at the Al and A2 levels, learners
can understand and use basic phrases and expressions to communicate in everyday
situations. At the B1 and B2 levels, learners have a more extensive vocabulary and
can communicate effectively in a variety of contexts, including work and
academic environments. At the C1 and C2 levels, learners have advanced language
skills and can express themselves fluently and accurately in complex situations,
both orally and in writing (Tagliante 2009: 34).

The CEFR is widely used in language education and assessment, as it
provides a clear and standardized way to evaluate language proficiency. It has
helped to promote a shared understanding of language learning and has facilitated
language learning and communication across Europe and beyond.

As more than two decades have passed since it was introduced, there is a
number of studies that investigate its implementation and the perceptions of the
users, both teachers and students. The current results suggest that teachers express
mostly positive views regarding its implementation (see, e.g. Phoolaikao &
Sukying 2021; Abidin & Hashim 2021), as well as students (Runesi et al. 2022).
Sahib and Stapa (2021) performed an extensive literature review to determine the
impact of language teaching and learning via the CEFR at the school level. Their
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analysis also suggests that both teachers and students held positive views towards
the use of CEFR, the impact being greater on the teachers. According to their
results, the teachers had more difficulties in embracing the framework, as on the
one hand, they had to familiarise themselves with the characteristics of the CEFR
and on the other hand, they had to incorporate the framework into their everyday
pedagogical routines. The students had better experiences in learning foreign
languages using a CEFR-aligned syllabus, since it promoted their learning
autonomy, improved their vocabulary, made them aware of language learning and,
what is most important, they developed learning strategies, attitudes and
motivation (Faez et al. 2011; Jaakkola et al. 2002; Kok & Aziz 2019; Krishnan &
Yunus 2019; Moe 2005; Oscarson & Oscarson 2010, as cited in Sahib & Stapa
2021).

3. PREVIOUS RESEARCH

There were no specific studies with the aim of determining students’
knowledge (according to the CEFR) necessary for the ESP course, but there were
other studies where the authors tried to investigate the relationship between the
framework and the respective ESP courses. Thus, in their article on how the
Common European Framework of References for Languages has been applied in
language courses at the Language Centre (LC) of the Cyprus University of
Technology, Athanasiou et al. (2016) present the challenges they faced in the
alignment of English for Specific Purposes (ESP) courses with the CEFR. A part
of study of West et al. (2020) deals with the level the students will be able to attain
during four years of study, specifying that “all students of non-linguistic faculties
in Uzbekistan’s higher education institutions should be able to attain CEFR Bl
level within four years of study, and many should be able to attain B2”. Ahmadi
and Bajelani (2012) address the issues related to ESP and in particular EAP
learning in Iranian universities, including for example students’ low level of
literacy in non-English courses, inefficiency of textbooks, students’ incapability in
understanding special English, types of exercises, to mention just a few, but they
do not consider the level of English language knowledge of students prior to
university.

There is, however, a group of studies dealing with students’ previous
knowledge. Cigan & Kordi¢ (2013: 153), for example, report that the research
shows (Martinovi¢ & Poljakovi¢ 2010; Jelov¢i¢ 2008) that

groups of first year university students exhibit significant inhomogeneity in terms

of proficiency level and are comprised of students whose knowledge of English is
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at the advanced level but also those who have lower language proficiency as
described by B2 “can do” descriptors of CEFR (Council of Europe).

In her study on lexical knowledge of Serbian L1 English L2 learners,
Danilovi¢-Jeremi¢ (2015) estimated the English proficiency level of the learners
participating in her research to be B2 (as specified by the Common European
Framework of Reference) by means of the university entrance exam, which was a
prerequisite for enrolment in tertiary level studies of English at the Faculty of
Philology and Arts. Ivancevi¢ Otanjac (2021) provides the data of her research,
which referred to the participants’ general English proficiency level. Her sample
included 75 first- and second-year students of the Faculty of Special Education
and Rehabilitation, University of Belgrade. According to her findings, most
participants were at B1(33.3%) and A2 (29.3%) levels, while the remaining 37.4%
were students at B2 (14.7%), C1 (17.3%), and even C2 (5.4%) level. Therefore,
the available research suggests that incoming freshmen may have varying levels of
foreign language knowledge and proficiency.

4. PRESENT RESEARCH

Although we may think that the required level for students starting an ESP
course is the same, it can actually vary depending on the specific context and
purpose of the course. As we said earlier, generally, the CEFR is used to determine
language proficiency levels for language courses. The required level for an ESP
course will depend on the specific language demands of that field or profession.
When indicating variable characteristics of ESP courses, Dudley-Evans and St
John (1998: 5) state that “ESP is likely to be designed for adult learners, either at a
tertiary level instruction or in a professional work situation.” They also say that
ESP is generally designed for intermediate or advanced students, assuming basic
knowledge of the language system, but it can be used with beginners. This means
that, for example, in some ESP courses a B1 (intermediate) level of English may
be sufficient, while in other courses learners may need to have a B2 (upper-
intermediate) or C1 (advanced) level of English. In some highly specialized fields,
such as medicine or law, learners may need to have a C2 (proficient) level of
English to effectively communicate and understand the language specific to that
field. Ivancevié¢-Otanjac (2021) mentions that according to some authors, such as
Liu & Berger (2015), the indicated level of ESP students’ English knowledge is
usually intermediate or advanced, but that there are many ESP courses designed
for pre-intermediate and intermediate English language learners (Day &
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Krzanowski 2011, as cited by Ivanéevi¢-Otanjac 2021). In general, and maybe in
an ideal case, the required CEFR level for an ESP course should be determined
based on an analysis of the specific language needs of the learners in that field or
profession. It is important for ESP course designers and instructors to assess the
language proficiency of their learners and to design their courses to meet the
specific language needs of their learners.

Our research was conceived as a pilot study. By definition, this type of
research is a pilot survey in which the number of respondents is very small, but it
is very useful because errors can be eliminated before the start of a large-scale
survey (Giddens 2009). Although pilot research does not guarantee the success of
the main research, it greatly increases the certainty of success (Simon & Goes
2011).

4.1. Goal, instrument and sample

The aim of this pilot study was to determine what kind of prior knowledge
students of the 1st year of undergraduate studies had when they started their first
English for Specific Purposes (ESP) course. The rationale is that anyone who
teaches an ESP course faces a number of problems in practical teaching. One of
these problems is that in many cases teaching takes place in large multi-level
groups. For that reason, the primary goal of our paper was not to confirm that the
students are at multiple levels of knowledge, as we are well aware of that, but
rather to gather some initial data on the distribution of the CEFR levels within our
sample. The expectations were that the insights into the distribution of those levels
could be useful in practice for both teachers and students, allowing the teachers to
plan lessons and select materials which would be suited to the students’ level of
knowledge.

With that in mind, first a questionnaire was compiled with seven
demographic questions (the questionnaire is given in the Appendix) that included
the name and surname of the respondents (optional, in case they wanted to know
the results after the test), gender, age, what type of high school they completed
before coming to the university (grammar school or secondary vocational school),
how long they had been learning English, if they learned English only at school or
if they also had additional classes, and finally, if they ever took a placement test at
all. In addition to the questionnaire, they were also given a placement test, in this
case we opted for Face2Face Written Placement Test by Cambridge University
Press 2010, for levels from Al to C1 according to the CEFR. The results were
processed numerically, through percentages, which were then analysed. Fisher’s
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Exact Test was also used in order to determine whether some of the variables, such
as type of school, length of learning or the learning setting influenced the achieved
CEFR levels. The analysis included the complete sample, as well as the two sub-
samples individually in order to determine if there were any differences between
them.

The sample included 152 students from two faculties, the Department of
Criminal Investigation of the University of Criminal Investigation and Police
Studies from Belgrade and the Faculty of Mining and Geology, University of
Belgrade. Students from both faculties participated in the research on a voluntary
basis. The data were collected during 2022/2023 academic year.

4.2. Results and discussion

The first part of the results would refer to demographic questions and what
we could learn from them. The sample in our research consisted of 84 male and 68
female students, aged 18 to 22, in other words more than a half (55.26%) were
male students and 44.74% were female students. This percentage is not a surprise,
since both faculties offer education for the traditionally male professions;
however, the number of female students who chose these professions has
increased over time, so they now make almost a half of the student population.
The data related to the age range are also within expectations, since the majority of
students enrol into the first year at the age of 19 (+/- 1 year), and those who are
older are usually those who had already studied elsewhere and decided to change
the faculty.

As for their previous education, 76 students (50%) completed grammar
school and 76 students (50%) completed secondary vocational school. Regarding
the length of learning English, the largest number of students, 70 (46.05%) of
them, had been learning English for 12 years, which is in line with the fact that in
most schools English language learning starts in the first grade of primary school
already. Four students (2.63%) reported that they had been learning English for
four years only, while 26 (17.10%) said they had been learning between 8 and 11
years, and finally 52 (34.22%) students had been learning English for more than
12 years. The percentage of students who learned English for more than 12 years
can be explained by the fact that some started learning the language even before
elementary school (in kindergarten), as well as by the fact that some learned it at
another faculty before enrolling in their current studies.

The overwhelming majority of students learned English only at school
(120 or 78.94%), while 32 (21.06%) of them learned the language additionally



124 | Marija M. Pordevi¢, Lidija V. Beko, Dragoslava N. Micovi¢

outside of school. When asked to state where and how they learned the language
outside of school, 12 students stated it was at a private language school, 10 stated
that it was at home with a private teacher, one student stated that she studied on
her own, and the remaining seven stated that they learned the language with the
help of music, video games, the Internet and family members who lived abroad.

As for the last question, only ten students (6.58%) had previously taken
some kind of a placement test, while 142 (93.42%) reported that they had not
taken such a test. This question was asked primarily to determine whether
respondents had any experience with this type of testing. For those who had
already taken such a test, they were asked to specify which one. The reason for
this was to enable us to compare the results from the previous test they had taken
and the one we gave them. Out of these 10 participants, according to the results of
the current test three were at Al level, one at B1, three at B2 and three at C1. Out
of the three participants at the current Al level according to the test we gave, one
said that she had previously taken A2 test but passed only Al, one said that she
had taken A1, A2 and B1 tests, and one said that he had taken B1 test. Therefore,
these three participants are either at the same level or below the level they had
previously taken. The participant who is currently at B1 level had taken the same
test in the past, therefore, he is at the same level as in the past. Out of the three
participants who are currently at B2 level, one had previously taken B2 test,
whereas the other two had taken C1 and CAE respectively. These results suggest
again that one participant remained at the same level, while the other two are now
below the level they had previously been placed at. Finally, out of the three
participants who were at C1 level, one had previously taken B2 test, one had taken
TOEFL and one had taken IELTS. In this case, we can see that one student has
improved his knowledge, and as for the other two, it is difficult to make the
comparison since for both TOEFL and IELTS tests the actual level depends on the
score achieved, and these respondents have not specified which level they had
according to these tests.

The results related to questions 6 and 7 are most likely the reflection of the
economic situation which has contributed to the fact that a smaller number of
students can enrol in a language school in order to expand their language
knowledge or hire a private teacher, rather than of the lack of interest in language
learning, although it would be difficult to research that further in order to confirm
or support such an interpretation of the results, since the questions related to the
family’s economic status are very sensitive.
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The second part of our results refers to the scores on the placement test,
which are given in Tables 1 through 3; in Table 1 for all students, and in Tables 2
and 3 for the two sub-samples respectively.

Level Male Female Total

Al 24 19 43 (28.29%)
A2 12 12 24 (15.79%)
B1 12 15 27 (17.76%)
B2 25 18 43 (28.29%)
C1l 10 5 15 (9.87%)
Total 83 69 152 (100%)

Table 1. Results of Placement Test — All students

The present research has established that the vast majority of respondents
had studied English for 12 (102) and more than 12 years (17), while a smaller
number stated that they had studied English for 8-11 years (29), and only 4
respondent studied English for 4 years. Still, the levels achieved vary a lot
according to the results (Table 1). Two levels of knowledge — Al and B2 — were
reached by 43 respondents respectively, with levels A2 and B1 the number of
respondents is slightly smaller, but similar (24 and 27 respectively), while the
smallest number of respondents reached level C1 (15). If we combine levels Al
and A2 into one level A, we get a number of 65 respondents who are at level A,
which makes 44.08% percent of the total number of respondents, while in this way
there would be 70 respondents in category B or 46.05% percent. Therefore, the
number of students at levels A and B is similar. However, if we start from the
premise that the expected level of knowledge of the English language at the
beginning of studies should be B2 (taking into account the expected exit level at
the end of high school in Serbia), it is clear that a good part of students will have
certain problems when they start their ESP course.

This is further confirmed by Micovi¢ & Beko (2022: 130-131), who say that
the students in Serbia are expected to have a B2 level of English language
proficiency when they finish secondary school. This level is estimated based on
the number of years of learning English as a Foreign Language in elementary and
high schools in Serbia, which ranges from 10 to 12 years depending on whether
they started to learn English as a Foreign Language in the first or in the third grade
of elementary school. Various high schools select various course books, but
whichever course book the high school selects (different publishers mostly), they
all finish the fourth grade of high school with a B2 level course book.
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This is also confirmed by Danilovi¢ and Gruji¢ (2014: 205) as well as by
Danilovi¢-Jeremi¢ (2015: 92), who have found that “the students had spent
between eight and ten years learning English in elementary school and high
school. Their level of proficiency in English was estimated as B2 (according to the
Common FEuropean Framework of Reference)”. However, speaking from
experience, the actual level of knowledge in most cases is lower like in our
research, and regardless of the fact that the number of years of learning English as
a foreign language is rather similar, students still differ a lot in terms of their
knowledge. This claim would need to be investigated further, but in the previous
research by Micovi¢ (2020) on the influence of vocabulary size on reading
comprehension of ESP texts, the author established that the sample of research,
which consisted of the first-year forensic engineering students at the University of
Criminalistic and Police Studies in Belgrade, differed quite a lot, as the number of
years they had been learning EFL ranged between 8 and 12, while the number of
words they had learned ranged between 2,000 and 10,100 based on the VVocabulary
Size Test by Nation (Nation & Beglar 2007).

If the two sub-samples are observed individually (UCIPS students and
FMG students) the results are slightly different, as follows: among the UCIPS
students (Table 2), we have the smallest number of respondents at the Al (3) and
C1 (6) levels, while we have similar numbers for the A2 levels (10), B1(12) and
B2 (15) (Table 2). If we group the results in the same manner as we did for the
entire sample, at level A we have 13 respondents or 28.26%, while at level B we
have 27 respondents, or 58.70%, which clearly shows that the number of students
with B level is twice larger than those with level A.

Level Male Female Total

Al 2 1 3 (6.52%)
A2 7 10 (21.74%)
B1 6 6 12 (26.09%)
B2 7 8 15 (32.61%)
C1 2 4 6 (13.04%)
Total 20 26 46 (100%)

Table 2. Results of Placement Test — Students of the Department of Criminal Investigation

Among the FMG students (Table 3), observed individually by level, the
largest number of respondents are at levels Al (40) and B2 (28). The number of
respondents at levels A2 and B1 is almost the same (14 and 15). However, the
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highest percentage of respondents is at level A (50.95%), while the percentage of
respondents at level B is slightly lower and amounts to 40.56%.

Level Male Female Total

Al 22 18 40 (37.74%)
A2 9 5 14 (13.21%)
B1 6 9 15 (14.15%)
B2 18 10 28 26.41%)
C1l 8 1 9 (8.49%)
Total 63 43 106 (100%)

Table 3. Results of Placement Test — Faculty of Mining and Geology

This difference in results between the two groups of respondents could be
explained by the difference in the number of respondents, namely the group of the
FMG students is twice as big as the group of the UCIPS students. Also, another
possible explanation to the difference in levels achieved may be related to their
previous English language learning experience, in other words it may be explained
by the fact that a larger percentage of respondents at the University of
Criminalistic and Police Studies attended grammar school, whereas a larger
number of students at the Faculty of Mining and Geology attended secondary
vocational schools. Namely, the weekly number of classes in grammar schools and
in secondary vocational schools is different. For the first and second foreign
languages in grammar schools, the number of lessons in English, French, Russian,
German, Spanish and Italian is two lessons per week, with 74 lessons per year
(Pravilnik o nastavnom planu i programu za gimnaziju). The number of foreign
language lessons for vocational school is two lessons per week with 70 lessons per
year, except for the fourth grade, with 60 lessons per year (Pravilnik o planu i
programu obrazovanja 1 vaspitanja za zajedniCke predmete u strucnim i
umetni¢kim Skolama). There is also a possibility that if a larger sample were
tested, the results would be different. Also, the results from our study differ from
those obtained by Ivan¢evi¢-Otanjac (2021).

Finally, we shall refer to the results of Fisher’s Exact Test." In our case,
the Fisher’s exact test results for the association between different variables (type
of school, length of learning, and learning environment) and CEFR levels provide

! The result of this test is a p-value. If the p-value is below a predetermined significance
level (commonly 0.05), it suggests that there is a significant association between the
variables. If the p-value is above the significance level, there is insufficient evidence to
reject the null hypothesis of independence.
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valuable insights into the potential influences on English language proficiency
among the study participants. For the relationship between the type of school and
CEFR level, the obtained p-value of 0.008991 suggests a significant association
between the type of school attended (grammar school or secondary vocational
school) and the achieved CEFR levels. This finding implies that the educational
background of students plays a significant role in determining their English
language proficiency levels. Students from grammar schools had more exposure to
English language instruction or different teaching methodologies compared to those
from vocational schools, resulting in varying levels of proficiency (Figure 1).

Distribution of Students Across CEFR Levels
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Figure 1. Distribution of Students across CEFR Levels

In case of length of learning and CEFR level, the p-value of 0.0018,
indicates a statistically significant association between the length of English
learning and CEFR levels. This result suggests that the duration of English
language instruction influences students’ proficiency levels. Students who have
been learning English for a longer period tend to achieve higher CEFR levels,
reflecting the cumulative effect of extended exposure to the language (Figure 2).
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Distribution of Students Across CEFR Levels by Years of English Learning
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Figure 2. Distribution of Students across CEFR Levels by Years of English Learning

As for learning environment and CEFR level, the test yielded a p-value of
0.01794, indicating a significant association between the learning environment
(school-based instruction only vs. additional classes outside of school) and CEFR
levels. This finding suggests that the learning environment, including factors such
as access to supplemental instruction or resources, positively impacts students’
English language proficiency levels. Students who engage in additional English
language classes outside of school achieve higher proficiency levels compared to
those relying solely on school-based instruction (Figure 3).
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Distribution of Students Across CEFR Levels by Learning Environment
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Figure 3. Distribution of Students across CEFR Levels by Learning Environment

5. CONCLUSION

Language learning progress can be influenced by a range of factors. There
are many reasons why language learners may not achieve the same outcome after
the same number of classes and the same number of years of learning. This is why
we devised this pilot study with the aim to get insights into the demographics and
English language proficiency levels of students at two faculties: UCIPS and FMG.

The study also shed light on English language learning experiences,
indicating that the majority of respondents learned English primarily in school
settings, while a limited percentage received additional instruction from private
language schools or teachers. This trend could be attributed to economic factors
affecting students’ ability to seek supplementary language education. According to
Sanchez (2023) second language learning does not take place entirely within the
classroom and learners should increase the time outside the limits of the classroom
through exposure to the language. Although today there are many sources on the
Internet for independent language learning, and even though the teaching
methodology has been focused on students and their independence in the process
of learning a foreign language for decades now, still a small number of learners
will actually take advantage of these opportunities and start learning on their own.
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The results of the placement test revealed varying proficiency levels
among students. While a significant number of students were expected to be at B
level after secondary school, the actual levels varied widely. The research suggests
that many students did not meet the expected proficiency levels, which could
potentially pose challenges as they begin their ESP courses.

When examining the results for UCIPS and FMG students separately,
differences in English language proficiency levels were evident, with FMG
students showing a higher percentage of students at the A level. As said earlier in
the discussion, one possible explanation for this could be that among the FMG
sub-sample, there were more students who had attended vocational school (57) as
opposed to those who attended grammar school (49), whereas the UCIPS sub-
sample included more students who had completed grammar school (30) as
opposed to those who had completed the vocational school (16). However, the
disparities in results could be attributed to the different sample sizes between the
two faculties, highlighting the need for further research with larger samples to
draw more conclusive findings.

The present research confirms that the sample of our respondents has
varying levels of foreign language knowledge and proficiency, with representation
across all levels from Al to C1. This indicates a diverse range of English language
proficiency within the student population we investigated. This means that their
current level of knowledge will certainly have impact on their progress during ESP
courses, as those at lower levels would have to invest more time and more work to
be able to reach the set goals, while those at higher levels would succeed without
much trouble.

The use of Fisher’s Exact Test to analyse the relationship between
demographic variables and proficiency levels provided valuable insights. The
significant associations found between types of high school attended and
proficiency levels, lengths of English learning and learning environment highlight
the complex interplay of factors influencing language acquisition.

As for specific pedagogical implications of the research, there are several
suggestions as to what can be done. First of all, teachers should acknowledge the
varying levels of language proficiency among students and the impact these
differences can have on their progress in ESP courses and tailor their instructions
accordingly. Second, it is highly recommended to group students based on their
language proficiency levels to create a more effective learning environment. While
this may not align with traditional criteria for grouping students in university
courses, it can enhance learning outcomes, especially in language instruction.
Third, independent language learning outside the classroom should be promoted,
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utilizing resources available on the internet or through peer collaboration.
Students, especially those at lower proficiency levels, should be encouraged to
engage actively in self-directed learning to supplement their classroom instruction.
Fourth, teaching materials and tasks can be modified to accommodate the diverse
needs of students with varying proficiency levels. Teachers are invited to
differentiate instruction that caters to the specific skills and learning objectives of
each group of students. Fifth, there should be continuous research and evaluation
of effectiveness of language instruction strategies, which should be adjusted
accordingly to meet the evolving needs of students. Sixth, the insights from
research findings should be used to inform educational policies and strategies
aimed at enhancing language instruction and supporting the diverse needs of
students. This means that language proficiency assessment and targeted language
support programs should become part of university curricula. Finally, teachers
should be provided with professional development opportunities to enhance their
ability to address the diverse needs of students in ESP courses. In order to achieve
all previously mentioned goals, teachers should be equipped with the knowledge
and skills necessary to implement effective instructional strategies and support
their students at different proficiency levels. By implementing these pedagogical
implications, institutions can better support language learners in achieving their
learning goals and navigating the challenges associated with language learning at
the university level.

Overall, the study underscores the importance of assessing prior
knowledge and proficiency levels among students entering ESP courses,
particularly in multi-level teaching environments. Further research could explore
additional factors influencing language proficiency and investigate effective
pedagogical approaches to address the identified challenges.
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APPENDIX: Questionnaire used in the pilot study

OPSTI PODACI

A OwWOWN R

(62}

Ime i prezime (opciono):

Pol: M Z

Koliko imate godina?

Koju ste srednju Skolu zavrsili (zaokruziti)?

Gimnaziju Srednju stru¢nu skolu

Koliko godina ucite engleski?

Da li ste engleski jezik ucili samo u toku osnovne i srednje Skole (zakoruziti):

DANE

Ako je odgovor DA, produzite na pitanje br. 7.

Ako je odgovor NE, molim vas da napiSete na koji nacin ste dodatno odn. van skole
ucili engleski jezik (da li je to bila privatna $kola stranih jezika, privatni nastavnik, i
sl.).

Da li ste ikada polagali test kkojim se utvrduje nivo vaseg znanja engleskog jezika
(zaokruziti):

DANE

Ako je odgovor DA, molim vas da specificirate koji test ste polagali i koji je bio nivo
koji je test pokazao.
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DA LI JE PREDZNANJE OPSTEG ENGLESKOG JEZIKA PRIPREMILO BRUCOSE U
SRBII ZA KURSEVE ENGLESKOG JEZIKA STRUKE — PILOT STUDIJA

Sazetak

U clanku je predstavljeno istrazivanje o nivou opSteg jezickog znanja brucosa na dva
fakulteta u Republici Srbiji i pokazano da li je to znanje dovoljno za predstojeée kurseve
engleskog jezika struke. Dok se brojna istrazivanja fokusiraju na razli¢ite teme unutar
engleskog jezika struke poput analize potreba, nastavnih planova i programa, te testiranja,
malo ih istrazuje nivo jezi¢kog znanja studenata koji upisuju visoko obrazovanje. Imajuci
to u vidu, istrazivaci su sproveli pilot studiju, ispitujuéi studente sa Kriminalisti¢ko-
policijskog univerziteta u Beogradu i Rudarsko-geoloskog fakulteta Univerziteta u
Beogradu. Na pocetku je dat kratak pregled Zajednickog evropskog referentnog okvira za
jezike (ZEO), pri ¢emu se istice njegova uloga u proceni jezicke sposobnosti §irom Evrope.
ZEQO, sa svojih Sest nivoa (Al do C2), sluzi kao referentna tacka za ucenike jezika,
nastavnike i institucije. Dalje se navode faktori koji uticu na ishode ucenja jezika,
ukljucujuéi prethodno znanje, motivaciju, stil u¢enja, okolinu, uzrast, maternji jezik, vreme
posveéeno ucenju, kvalitet nastave i individualne razlike. Ovi faktori doprinose variranju
jeziCkog znanja medu studentima, ¢ak i sa sliénim iskustvima u u¢enju. Autorke ovog rada
sprovele su pilot istraZivanje sa uzorkom od 152 studenta i analizirale demografske
informacije i testiranjem nivoa ulaznog znanja. Rezultati pokazuju raznolike nivoe
jeziCkog znanja, sa znaCajnim brojem studenata ispod ocekivanog B2 nivoa, §to moze
predstavljati izazove za kurseve engleskog jezika struke. Takvi rezultati ukazuju i na
potrebu efikasnog kreiranja kurseva engleskog jezika struke, kako bi se nastava prilagodila
postoje¢em stanju stvari. Uvidi koje daje ovo pilot istrazivanje predstavljaju osnovu za
buduca istrazivanja i kreiranje obrazovnih politika kojima bi se bolje odgovorilo na
raznovrsne potrebe studenata na kursevima engleskog jezika struke.

Kljucne reci: nivo znanja jezika, Zajednicki evropski referentni okvir za jezike (ZEO),
engleski jezik struke (EJS), opsti engleski (OE), test za utvrdivanje jezickog nivoa.
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TRUE AND FALSE PAIRS IN BUSINESS TERMINOLOGY: TEACHING
METHODOLOGIES AND STUDENT DIFFICULTIES!

ABSTRACT: This paper addresses the challenges tertiary-level students encounter in
translating true and false pairs in Business English. A one-group pretest-posttest
experiment was conducted to investigate the impact of explicit teaching methods. The
pretest revealed significant difficulties in translating both true and false pairs. Explicit
instruction led to a reduction in errors, indicating the efficacy of targeted teaching
methods. Error analysis and classroom discussions revealed that the Content and Language
Integrated Learning (CLIL) approach and the use of the mother tongue are efficient as
many students were unfamiliar with terminology and economic concepts in Serbian and
that anglicisms, polysemy and synonymy complicate learning, so cognates should be
introduced gradually.

Keywords: true and false pairs, cognates, Business English, CLIL, terminology.

PRAVI I LAZNI PAROVI U POSLOVNOM ENGLESKOM: NASTAVNE
TEHNIKE I POTESKOCE STUDENATA

APSTRAKT: Rad se bavi izazovima sa kojima se studenti na visokoskolskom nivou
susre¢u u prevodenju pravih i laznih parova u poslovnom engleskom jeziku. Sproveden je
pretest-posttest eksperiment sa jednom grupom kako bi se istrazio efekat eksplicitnih
metoda nastave. Pretest je otkrio znacajne poteskoce u prevodenju i pravih i laznih parova.
Eksplicitna nastava dovela je do smanjenja greSaka, S$to ukazuje na efikasnost ciljanih
metoda nastave. Analiza greSaka i diskusije u ucionici otkrile su da su pristup integrisanog
ucenja sadrzaja i jezika (CLIL) i upotreba maternjeg jezika korisni jer mnogi ucenici nisu
bili upoznati sa terminologijom i ekonomskim konceptima na srpskom i da anglicizmi,
polisemija i sinonimija komplikuju u€enje, tako da bi kognate trebalo postepeno uvoditi u
nastavu.

Kljucne reci: pravi i lazni parovi, kognati, poslovni engleski, CLIL.

! This paper represents a condensed and updated version of the seminar paper completed as
part of research for the English-Serbian contrastive lexicology doctoral course. It was
defended in June 2024 before a committee chaired by Tvrtko Préi¢, PhD and Olga Pani¢-
Kavgi¢, PhD.
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1. INTRODUCTION

True and false pairs are integral components of second language
vocabulary acquisition. While true pairs facilitate positive transfer and enhance
vocabulary learning, false pairs can introduce negative interference of the native
tongue. In Business English, learners encounter additional hurdles navigating from
general English to nuanced Business English meanings. Mastering a new lexical
item demands a comprehensive understanding of the underlying economic
concept. Moreover, the dominance of anglophone literature in economic subjects
often exposes learners to new concepts in English, leading to the direct
incorporation or adaptation of English words. Therefore, raising awareness of
potential pitfalls and explicitly teaching true and false pairs may foster accurate
vocabulary use in Business English.

The present paper explores the challenges students encounter when
translating true and false pairs in Business English and how explicit teaching can
enhance learning. Based on the literature review, the main assumptions were that
students would encounter more difficulties with false pairs compared to true pairs
and that explicit instruction would lead to a reduction in errors. A one-group
pretest-posttest experiment was conducted to measure the effect of instruction. The
paper begins with the literature review. Next, the methodology and test design are
presented and the results discussed. The final section presents conclusions and
implications for teaching.

2. THEORETICAL BACKGROUND

The literature on cognates spans from dictionaries (Koessler &
Derocquigny 1928; Hlebec 1997; Hill 1982; Sipka 2008; Kovacevi¢ 2009), papers
on translation (Lewis 2020) or lexicographic problems (Veisbergs 1996) to studies
on pragmatics (Chamizo-Domingez 2008), etymological origins (Chamizo-
Dominguez & Nerlich 2002), etc. There are inconsistencies regarding
terminology, definitions, and classifications of cognates (see Lewis 2008). This
paper opts for the terms true and false pairs, aligning with Ivir (1968) and Préi¢
(2023).

True pairs are lexemes with both semantic and formal overlap, although
some distinctions exist (lvir 1968; Aguinaga Echeveria 2017). False pairs
encompass words in two languages sharing similar forms but differing in meaning
(lvir 1968; Lewis 2008). These are two words in two languages that exhibit a
comparable form, function, and content within a specific sentence context (Préi¢
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2023: 190). There are proper, accidental and pseudo-false pairs (Veisbergs 1996).
Proper false friends are divided into complete (monosemantic in one or both
languages) and partial (one word is more polysemantic in L1 than in L2).
Accidental false pairs, also termed interlingual homonyms-homographs (Buntié
1994) or non-motivated false pairs (Pr¢i¢ 2023), have no meaning or etymology
overlap. Pseudo-false pairs are a productive source of errors in which “the
language learner builds a non-existent word based on the native word” (Ivir 1985:
629).

Numerous authors recognize the significance of true and false pairs in
language teaching (Kcessler & Derocquigny 1928; Ivir 1968; Ivir 1985; Colorado
2007; Alfaro 2017; Tli¢ & Verezan 2023) and advocate for introducing them
gradually from elementary level (Hayward & Moulin 1983; Bunti¢ 1994; Préi¢
2023). Préi¢ (2019; 2023) suggests addressing false pairs within contrastive and
contact linguistics since anglicisms are a particularity of English-Serbian pairs.

Learners struggle with both true and false pairs (Otwinowska & Szewczyk
2019). They process differently true cognates of different orthographic
similarity (Aguinaga Echeveria 2017: 35), so language awareness activities should
address true pairs, too (Otwinowska-Kasztelanic 2009). However, learner-related
factors significantly impact acquisition (Otwinowska-Kasztelanic 2015). Also,
Cenoz et al. (2021) found that orthographical transparency has more impact than
instruction. Similarly, Otwinowska et al. (2020) found no significant differences in
the acquisition of cognates and non-cognates.

False pairs are the most common mistake due to negative lexical transfer
and learners’ erroneous assumption that formal similarity implies similarity in
content (Vujovi¢ 2019), a strategy more often used than consulting a dictionary or
a teacher (Sikmanovi¢ 2013). This parasitic strategy can lead to the fossilisation
of false pairs (Hall 2002: 82). Psycholinguistic studies found that orthographically
similar words are automatically activated in the mind (Hall 2002), that previous
exposure to words impacts subsequent lexical decisions (priming) and that
“neighbourhood density of a word, i.e., the number of lexical neighbours differing
minimally from it in orthography in either L1 or L2, will affect recognition and
translation” (Hall 2002: 70).

Other factors impacting errors with false pairs are the direction of
translation, the false pair type (Rizvi¢-Eminovi¢ et al. 2020), and context and
visual input (Icanovi¢ Barisi¢ 2017). Although proficiency and exposure to false
pairs reduce the number of errors (MemiSevi¢ & Margi¢ 2011), even advanced
learners struggle with false pairs (Solé Alonso 2017). Finally, Kapelan (2014)
confirmed the efficiency of the explicit approach in teaching false pairs.
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3. RESEARCH METHODOLOGY

The participants were twenty-nine third-year students from the Novi Sad
School of Business enrolled in the intermediate-level Business English 111 course
after completing elementary and pre-intermediate level courses. In terms of
English proficiency this was a mixed group.

The pretest, lesson and posttest covered 33 items, which included true,
completely false and partially false pairs, and one accidental false pair, covered in
the courses. The meaning was checked and examples were created using the
dictionaries of false friends by Kovacéevi¢ (2009) and Hlebec (1997), Recnik
srpskoga jezika (Nikoli¢ 2011), Privredno-poslovni englesko-srpskohrvatski
recnik (Landa, 1990), Oxford, Longman and Cambridge online dictionaries and
Investopedia site’.

The pretest was administered with 33 sentences in English with a true or
false pair in bold and the sentence translation with a gap in place of the bolded
item. The students were asked to supply the translation of the bolded word. Terms
are supposed to be monosemic and context-independent, but polysemy is not
uncommon (Radosavljevi¢ 2009: 2012). Therefore, the sentences provided context
following the “one sememe, one lexeme” principle (Préi¢ 2023: 177).
Additionally, the students had to explain eight terms in Serbian (open-ended
questions I-VII1).

The test was followed by a lesson in which all the examples and mistakes
were translated, explained and analysed. It was explicitly stated that some words
were true and some were false pairs. Text, pictures or infographics provided
context for all the examples. Some items were explained in micro lectures inspired
by CLIL methodology, addressing both language and content (Coyle et al. 2010).
For example, quotas, protectionism and tariffs were taught in a micro lesson on
international trade. Using Serbian and translanguaging was encouraged to ensure
understanding and include more students in discussions (Cenoz et al. 2021;
Triastuti et al. 2023). Students were encouraged to think about the subjects in
which they learned about these phenomena and provide examples in English or
Serbian. This cross-curriculum approach is suitable for 3rd-year students who are
expected to integrate their knowledge from other subjects.

2 https://www.oxfordlearnersdictionaries.com;
https://www.ldoceonline.com;
https://dictionary.cambridge.org;
https://www.investopedia.com.
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Next, students were given additional exercises to do on their own. In the
following four sessions, the students gave presentations® which included the items
tested. The posttest was administered after the students’ presentations, four weeks
after the initial test.

4. RESULTS

False pairs results (Table 1) show a significant improvement at the
posttest, with the number of correct answers going from 49% to 73%. False pairs
account for almost 50% of incorrect answers in both tests. Students are more likely
to translate with a false pair than with a wrong answer or no answer, even after
instruction, confirming that false pairs are a significant source of vocabulary
mistakes.

Pretest Posttest
Correct answer 49.51% 73.24%
False pair 22.21% 12.69%
Incorrect answer 13.66% 7.72%
No answer 14.62% 6.35%

Table 1. False pair pretest and posttest results

True pairs posed considerably fewer problems for students (Table
2). 78% answered correctly before and 91.8% after instruction, which is a
substantial improvement.

Pretest Posttest
Correct answer 78% 91.8%
Incorrect answer 11.2% 3.4%
No answer 10.8% 4.8%

Table 2. True pair results in the pretest and posttest

The most difficult words in the pretest were syndicate and credit (money
paid into account), with no correct answers. Less than 50% answered correctly for
tariff, confectionary, rates, buffet, union, in credit, etiquette, record, rep, tax, BOT,
and 50 — 80% for market, interest, agenda, fabric, balance sheet, figures,

® Links to sample student presentations: https:/fli.my/taELc and https:/fli.my/xbZxv
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foundation, rate. There were 80% or more correct answers for commission, chef,
balance (account), and notes. In the posttest, there were more correct answers for
most of the words except for foundation. There was no improvement for (account)
balance and chef. The biggest improvements were for syndicate, tariff, market, tax
and buffet, with about 50% more correct answers at the posttest. Tables 3 and 4
show results per item, discussed in Section 5.

Correct answer False pair Incorrect answer No answer

Pretest | Postest | Pretest | Posttest | Pretest | Posttest | Pretest | Posttest
agenda 17 18 3 3 5 7 4 1
account balance 27 27 0 2 1 0 1 0
balance sheet 19 27 0 0 6 1 4 1
bot 14 23 4 2 8 1 3 3
buffet 9 23 7 4 2 0 11 2
chef 25 25 4 4 0 0 0
commission 24 27 0 1 5 0 0 1
confectionary 4 15 3 1 4 13 18 0
credit-payment 0 9 20 13 6 5 3 2
in credit 11 20 12 7 0 1 6 1
etiquette 12 24 4 0 4 0 9 5
fabric 17 23 4 7 2 3 0
figures 20 25 5 2 0 0 4 2
foundation 21 17 9 5 1 2 2
market 15 27 13 2 0 0 1 0
notes 27 29 0 0 2 0 0 0
record 13 24 1 11 3 3 1
syndicate 0 12 28 13 1 0 0 4
tariff 3 18 19 9 6 2 1 0
tax 14 25 13 4 1 0 1 0
union 11 15 3 2 3 2 12 10
rate 22 27 4 1 2 0 1 1
rates 4 I 7 3 15 17 2
interest 16 20 7 5 3 1 3 3
rep 14 24 0 0 2 0 13 5

Table 3. False pair results for each term
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Correct answer Incorrect answer No answer
Pretest | Posttest | Pretest | Posttest | Pretest | Posttest

balance 27 29 2 0 0 0
collateral 10 22 12 4 7 3
dividend 25 28 3 0 1 0
protectionism 25 28 0 1 4 0
recession 22 28 4 1 3 0
depression 28 27 1 0 0 2
logo 29 29 0 0 0 0
guota 15 22 4 2 10 5

Table 4. True pair results for each term

5. DISCUSSION
Here we will look at each term and students’ answers and issues in detail.
5.1. False pair: agenda — agenda

Seventeen students translated agenda correctly with dnevni red before
and eighteen of them after instruction, while three used the false pair agenda
(notebook) in both tests. More students provided a wrong answer (a general word)
than a false pair. These included planirane stavke (planned items), raspored
(schedule), redosled (order), spisak (list), um (mind) and program. As the
improvement was minimal, more examples should have been given in the lesson.
This item could appear in a lesson on meetings, covering other related vocabulary
such as items, AOB, minutes.

5.2. True pair: balance — balans

Only two students made a mistake in the pretest and wrote novac (money)
and odnos (ratio), while 27 students translated correctly with balans or
ravnoteZa (equilibrium) in the pretest and all the students translated correctly in
the posttest.
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5.3. False pair: balance — balans

Most students were not misled by the previous example and correctly
translated account balance as stanje or saldo racuna (27 in both tests). One
student wrote bilans and one did not provide an answer in the pretest. In the
posttest two students used a false pair balans. Perhaps the word account (racun)
in the sentence helped them infer the meaning.

5.4.  False pair: balance sheet — balans

This term was correctly translated by 19 students before and 27 after the
instruction. None of the students used a false pair, i.e., balans (equilibrium). The
wrong answers (six in the pretest and one in the posttest) included izvod iz banke
(bank statement), dokument sa stanjem i uspehom (profit and loss account),
knjiga knjiZzenja (ledger) and an inexistent term bilansni list (probably meaning
balance paper). Four students provided no answer in the pretest and one in the
posttest. Most students knew this term in Serbian. This item was covered in the
second year and after the pretest a student did a presentation on balance sheet,
which contributed to the acquisition of this term.

5.5.  False pair: balance of trade — balans

Fourteen students translated this correctly in the pretest and 23 in the
posttest. The false pair balans occurred only four times in the pretest and twice in
the posttest. More students (eight in the pretest and one in the posttest) used other
specialized terms connected with trade and balance: ravnoteZa (equilibrium),
razmena (exchange), razvoj (development), trgovina (trade), izvod trgovine
(inexistent term), platni bilans (balance of payments). These answers can be
explained by the fact that the students do not always understand economic
concepts and do not distinguish between similar terms such as balance of trade
and balance of payments. In the lesson, the difference between these terms was
covered.

5.6. False pair: buffet — bife
The number of correct answers for buffet (Svedski sto) rose from 7 to 23,

confirming the effect of the instruction. In the pretest, seven students provided a
false pair and two wrong answers. Buffet was translated as ponuda (offer) and one



TRUE AND FALSE PAIRS IN BUSINESS TERMINOLOGY ... | 145

student also wrote bafei, a phonetic transcription of the English word. Eleven
students provided no answer in the pretest and two in the posttest. It could be
assumed that they did not know the answer but were not misled by the form or
thought that buffet holds a specific meaning in business discourse that they are not
familiar with, so they chose to leave it unanswered.

5.7.  False pair: chef — Sef

Most students were familiar with the meaning of chef and were not misled
by the form. 25 provided a correct answer in both the pretest and the posttest.
Interestingly, the same number of students (4) provided a false pair in the pretest
and the posttest. A possible reason could be that little attention was given to this
pair in the lesson and presentations.

5.8.  False pair: commission — komisija

Most students provided the correct answer provizija (24 before, 27 after
instruction). Five provided a wrong answer in pretest (bonus (bonus), dodatak
(addition), interes (interest)) and one wrote a false pair in the posttest. A possible
explanation is that this term was covered in the first and the second years, so
students were familiar with it. Also, in the test, it was clear that commission was
used in the context of salary and employee compensation.

5.9. False pair: confectionary — konfekcija

In the pretest, 18 students provided no answer, four gave a wrong answer
poslastiCarnica (pastry shop) or slatkisSi (sweets). Only three wrote the false pair
konfekcija (ready-made clothes, pret-a-porter), while the correct translation
konditorski proizvodi was used by four students. The students did not know what
konditorski proizvodi (confectionary) and konfekcija (ready-made clothes)
meant in Serbian. When encouraged to think about the sections in stores selling
confectionary, they said these were labelled slatkiSi i grickalice (sweets and
snacks). When shown logos of some industry leaders, most mentioned the word
slatkisi (sweets). Few students remembered konfekcija featured in the names of
some Serbian companies. In the posttest, the number of correct answers tripled. 15
students provided the correct answer, and one a false pair. However, 13 students
provided a wrong answer such as ¢okoladnih (chocolate), prirodnih (natural) and
konvektorskih (probably as in convector). It can be assumed that the students
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could not remember the form of the term konditorski (confectionary) in Serbian,
so they attempted to capture the meaning or provided the next closest-sounding
and orthographically similar word — konvektorski.

5.10. True pair: collateral — kolateral

In the pretest, only 10 students answered correctly (six wrote zaloga and
four kolateral with the correct explanation). Six wrote kolateralna, kolateral or
kolaterizacija and provided no definition or defined it as a loan or “an
accidentally-formed group”. Six wrong answers included zajam (loan), za$tita,
protekcija (protection), obaveza (obligation), sigurnost (safety), Steta
(damage). Seven students provided no answer.

The noun collateral means kolateralno jemstvo (Landa 1990) or zaloga
and the adjective kolateralan, sporedan, uzgredan or dodatni (Kovacevié¢
2009: 50). However, out of 10 students who used kolateral in the pretest, only
four knew the definition and Serbian word zaloga. Students said kolateral is used
in Serbian more often than zaloga, which was confirmed by checking their
textbook on banking (Raci¢ 2018). As Préi¢ (2014) notices, English as the
nativized foreign language exerts a considerable impact on Serbian. Banking is
one of the areas where this anglicization is strongly felt (Préi¢ 2023: 142). We
could tentatively claim that kolateral is an anglicism that is, or is becoming, a true
pair.

In the posttest, there was an improvement. Eighteen students wrote the
correct answer zaloga and seven kolateral or kolateralna but two provided a
wrong answer “an accidental surplus” and “something additional and inevitable”.
Three students provided no answer and one wrote ulog (stake, investment). The
fact that students used the adjective kolateralna or kolaterala instead of kolateral
indicates that the meaning they are more familiar with — kolateralna Steta
(collateral damage) impacted their answers.

5.11.  True pair: dividend — dividenda

Twenty-five students answered correctly before and 28 after instruction.
The wrong answers included ulog (stake or investment), dohodak (income) and
divizija (division) in the pretest and dohodak (income) in the posttest. One student
provided no answer in the pretest. The wrong answers imply that when students
are unfamiliar with a word or concept in Serbian, the orthographical similarity
does not always help. Thirteen students provided the correct definition in the
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pretest and 19 in the posttest, confirming that students did not learn only the word
form but also the meaning.

5.12. False pair: credit — kredit

The majority of students (20) used a false pair kredit (loan) to translate
credit when it meant money paid into account (uplata). In the posttest, the number
of false pairs decreased to 13 but was still high. No one provided a correct answer
in the pretest, and only nine did so in the posttest. The wrong answers included
words such as stanje (account balance), otplata (payoff), ponuda (offer),
pozajmica (loan), cifra (figure), dozvoljeni minus (overdraft), poen (point),
vrednosti (values). This partial false pair might have remained a problem even
after instruction because kredit (loan) is frequently used in Serbian and because
two meanings were covered.

5.13. False pair: in credit — u kreditu

Before instruction, 11 students provided a correct answer, 12 the false pair
kredit, i.e., u kreditu or u dugu (meaning in the red, in debt) when it meant
positive account balance — in credit (u plusu). Six students provided no answer. In
the posttest, there were almost twice as many (20) correct answers, seven false
pairs and only one wrong answer — u profitu (in profit). The improvement was
perhaps due to the fact that credit was used in the expression in credit, not as a
single word.

5.14. False pair: etiquette — etiketa

Twelve students provided a correct answer bonton, /lepo pona$anje
before and 24 after instruction. Nine students provided no answer in the pretest
and five in the posttest. Interestingly, etiquette was translated with the false pair
etiketa (label) but also with etika (ethics), which could be explained by the fact
that most students were familiar with the word label, and it was clear from the
context that etiketa (label) is not a good choice. A possible strategy was,
therefore, to pick the next orthographically similar word.
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5.15. False pair: fabric — fabrika

Seventeen students answered correctly in the pretest and 23 in the posttest.
Only two students used the false pair fabrika (factory) before and four after the
instruction. Wrong answers (seven in the pretest and three in the posttest) included
proizvod (product), roba (goods), stvari (things), ponuda (offer). It is a good
communication and learning strategy (Oxford 1990) if a more general term is used
consciously, on purpose, when lacking the correct word, as using product, not
fabric, when choosing from a catalogue. However, in ESP being specific is
crucial. In some cases, this strategy may result in a misunderstanding, financial
losses and lawsuits (Radosavljevi¢ 2009). It also implies students relied on context
and were unsure of the meaning.

5.16.  True pair: protectionism — protekcionizam

25 students provided the correct answer before and 28 after instruction.
Wrong answers included za$tita (protection). Only four students provided an
explanation in the pretest, compared to 15 in the posttest.

5.17. False pair: figures — figura

This pair was not a considerable problem as it was introduced in the first
year and often occurs in textbooks. The number of correct answers increased from
20 to 25. Only five students provided a false pair figura in the pretest and two in
the posttest. Four students provided no answer in the pretest and two in the
posttest.

5.18. False pair: foundation — fondacija

Only with this pair there was no improvement in the posttest, with more
false pairs in the posttest (9) than in the pretest (1) and fewer correct answers in
the posttest (17 as opposed to 21). The wrong answers included temelj (as in
building foundations) in the pretest and donacija (donation) in the posttest.

The decrease in correct answers and the increase of false pairs could be
explained by the context. In the pretest, more students understood foundation as
inception in The company has grown since its foundation in 1955 and less in the
example She used the money for the foundation of a special research group in the
posttest. This issue is inherent to the test itself and shows that providing examples
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of the same difficulty in the pretest and the posttest might be challenging. It also
implies students rely on context to deduce the meaning and avoid using the false
pair. An additional explanation could be that students had already encountered
more examples similar to the one in the pretest.

5.19. False pair: market — market

Fifteeen students provided a correct translation in the pretest and 27 in the
posttest. In the pretest, eight students wrote the false pair market and six wrote the
Serbian synonym radnja (shop) for this anglicism. Only two students wrote
market in the posttest. The improvement can be attributed to the fact that this
word occurs frequently in the textbooks, so students were familiar with it and
needed to be reminded to pay attention.

5.20. False pair: note — nota

Twenty-seven students answered correctly before and 29 after instruction.
Two wrong answers included beleske (notes) and papiri¢ (paper). None of the
students used the word nota (as in musical note), probably because of the context.

5.21.  True pair: recession — recesija

21 students in the pretest and 28 in the posttest answered correctly. The
wrong answers included recenzija (review), resekcija (resection), unistenje
(destruction), and revizija (auditing or revision), which could be attributed to the
neighbourhood density as students chose the first most similar word. The open-
ended question showed students do not know the meaning of recession in
Serbian.

5.22. True pair: depression — depresija

In the pretest, 23 students wrote depresija and five wrote kriza (crisis),
whereas 26 wrote depresija in the posttest. One student wrote propadanje in
both tests. Two students provided no answers in the posttest. None of the students
knew the difference between depression and recession in the pretest, but in the
posttest, 25 students provided an explanation.
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5.23. False pair: record — record

Record (as in keep records) was translated with a false pair rekord (as in
world record) by only two students in the pretest and one in the posttest. However,
in the pretest, more than a third of students (11) wrote predstava (idea), podatak
(data), svest (awareness), uvid (insight), izvod (probably as bank statement),
stanje (state probably used as account balance), izveS$taj (report), snimljeno
(recorded). The number of correct answers rose from 13 to 24 in the posttest,
confirming the effect of instruction.

5.24. False pair: syndicate — sindikat

The impact of orthographical similarity was evident here as, in the pretest,
there were 28 false pairs and one wrong answer, drZzava (state). Most students
said they did not know what konzorcijum (syndicate) meant. In the posttest, there
was the biggest improvement for this word. The number of false pairs halved and
almost 50% (13) provided the correct translation. Twelve provided a false pair and
four no answer.

5.25. False pair: tariff —tarifa

The number of correct answers rose from three to 18 and false pairs fell
from 19 to 9. Wrong answers included porez (tax), taksa (fee), and cena (price),
but only six students provided these answers in the pretest and two in the posttest.
Open-ended questions and discussion showed most students did not know how
tarifa is used in Serbian. Only one student provided a correct definition in the
pretest and nine in the posttest. So, various words and meanings were covered in
the lesson. The correct answer — carina also means customs in Serbian. Tarifa is
tariff when it means a set list, i.e., classification of goods and the duty rates.
However, most students did not have this in mind, but wrongly used tarifa in the
meaning of prices, i.e., rates, which in turn is an English counterpart of another
false pair rates — rata. This shows that in “partial false friends the network of
criss-cross relationships becomes very difficult to draw, let alone remember”
(Hayward & Moulin 1983: 195). This word was covered in a microlesson and
students’ presentations on tariffs on goods Serbia exports. The results confirm this
teaching strategy was useful.
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5.26. False pair: tax — taksa

In the pretest, there were 13 false pairs, with 14 correct answers and only
one wrong answer — troSak (expense). Students did not know the difference
between taxes (porez) and fees (takse) in Serbian and some mentioned other
meanings of fees (membership and lawyer’s fee), so these were covered as well. In
the posttest there were only four false pairs and 25 correct answers.

5.27.  True pair: logo — logo

The only true cognate translated correctly by all the students in both the
pretest and the posttest was logo, which could be explained by the fact that it is
frequently used and belongs to the everyday register, unlike some other items in
the test. Additionally, this is an identical true pair.

5.28. False pair: union — unija

The number of false pairs in the pretest was not high (3) and was reduced
in the posttest to one. However, the number of correct answers did not increase
much in the posttest, rising from 11 to 15. Twelve students provided no answer in
the pretest and ten in the posttest. The wrong answers (three in the pretest and two
in the posttest) included direktor (director), visak (surplus), zajednica
(community), skup (gathering), and savez (alliance). It seems that the context of
the sentences was not enough to infer the meaning. The discussions also showed
students did not know what unions do. Also, the fact that sindikat is a false pair
for the English syndicate might have complicated the matter further.

5.29. False pair: rate —rata

Only four students used a false pair rata (installment) in the pretest and
one in the posttest. Twenty two students provided a correct answer in the pretest
and almost all the students (27) translated this word correctly in the posttest. The
context might have helped as it was used in the collocations unemployment rate
and inflation rate, which often occur in textbooks.
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5.30. False pair: rates — rata

In the pretest, there were four correct answers for rates (cene, tarife),
seven false pairs and 15 wrong answers: stopa (percentage as in unemployment
rate) and kamatna stopa (interest rate) and kurs (exchange rate), probably
because the students were previously exposed to the sentence containing
unemployment rate. In the posttest, the improvement was not significant. The
number of correct translations increased slightly (seven students). Four students
used a false pair and the number of wrong answers increased to 17. It can be
assumed that the effect of priming overrode the context and the effect of
instruction. It seems it was easier for students to remember not to use a false pair
(50% less used it in the posttest) than to learn the meaning of this word.

5.31. True pair: interest — interes

In the pretest, 16 students wrote kamata, three provided no answer and
three gave wrong answers (tax, installment, demand). Five students used interes,
but did not explain or provide a synonym, so these answers were classified as false
pairs. Two students used the false pair interesovanje (interest as the feeling of
wanting to give your attention to something). In the posttest, there was an
improvement. Twenty students used kamata, five wrote interes but provided no
definition, which shows that, even after instruction, relying on form is often the
main strategy used by the students. Interest — interes is classified as a true pair as
interes and kamata are synonyms in Serbian (Nikoli¢ 2011). However, most
students said they did not know interes means kamata in Serbian. Also, their
textbooks (Papi¢-Blagojevi¢ et al. 2021 and Papi¢-Blagojevi¢c 2020) also mostly
use kamata, so for this particular group of informants, it was a false pair. We
might tentatively say this example reflects language change.

5.32.  Accidental false pair: rep —rep
Rep was included in the test because the previous generations of students

translated it as rep (Serbian for rap music). However, although almost half of the
students could not translate it, none of the students used a false pair.
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5.33.  True pair: quota — kvota

Quota — kvota posed a problem for most students. In the pretest, 15
students provided a correct answer, ten gave no answer and four wrote a wrong
answer (cena (price), minimum, limit, and taksa (fee)). In the posttest, 22
students provided the correct answer, five gave no answer and two gave wrong
answers. The open-ended guestion showed students were unaware of the meaning
of quota in Serbian. Only one student answered correctly in the pretest and nine in
the posttest.

6. CONCLUDING REMARKS

The improvement in the posttest scores highlighted the effectiveness of the
lesson and explicit teaching strategies when teaching true and false pairs in a
Business English course. Also, the assumption that true pairs are generally easier
to translate and facilitate understanding while false pairs are an obstacle was
confirmed as students translated true pairs with much more accuracy and false
friends posed a problem even after instruction.

The students stated that learning vocabulary in micro-lectures on
economic principles related to it was the most useful aspect of the lesson. The
CLIL-inspired lessons meant learning was not only about the language, but
language was also the tool for learning new content. The lack of knowledge of
economic phenomena and Serbian terminology was evident in the pretest, where
even orthographical similarity did not help (dividend and recession). The results
confirmed this approach was efficient as students’ answers for the words covered
in single sentences and images (e.g., chef) did not improve much after the lesson,
unlike the items covered in micro-lessons. The students said they learned some
new words (e.g., konfekcija, konditorski) in Serbian, too and that they
encountered or clarified some economic concepts (balance of trade, syndicate,
collateral) for the first time during the lesson. Also, instructing students to think
about other courses they attended was helpful as they participated in the
discussions. More proficient students enjoyed giving presentations, whereas less
proficient students preferred doing written exercises and tests. As they were
encouraged to speak in Serbian, less proficient students also contributed to
discussions. Introducing the terms true and false pairs/friends was also useful, as
students found the expressions funny and remembered them. In some cases (e.qg.,
market — market), students simply needed to be reminded to pay attention to this
phenomenon.
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The present research and lesson design had some limitations. More context
should have been provided for some items (e.g., foundation). Secondly, the
participants were not a homogenous group in terms of English proficiency and
knowledge of economic concepts, which probably impacted their results.
Therefore, future research might investigate these factors further and look at
correlations between the level of English or marks from other subjects and test
results. Thirdly, perhaps there were too many items for one session, which was
overwhelming for less proficient students. Therefore, the number of items should
be smaller or the lesson should be covered in two successive sessions.
Alternatively, the lessons could be spread during the course or in two courses, as is
suggested in the literature (Bunti¢ 1994; Préi¢ 2023) that cognates should be
introduced earlier in the courses, at the elementary level, and that materials should
be graded. Also, all the items could be covered in more class activities, so students
would have more time to practice and look for information regarding the concepts
in class instead of on their own. In the present research, the students did not
practise to the same extent and not all of them volunteered to give presentations.
With more in-class activities, less proficient students could do more with peer and
teacher support. More activities (e.g., creating a glossary as a follow-up activity)
would also ensure retention. Posttest 2 could be administered to check long-term
retention.

Although the present study has some limitations, it provides an insight into
issues with teaching true and false pairs and offers guidance for Business English
teachers.
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PRAVI I LAZNI PAROVI U POSLOVNOM ENGLESKOM:
NASTAVNE TEHNIKE I POTESKOCE STUDENATA

Sazetak

Rad istrazuje izazove sa kojima se studenti na visokoSkolskom nivou susre¢u u prevodenju
pravih i laznih parova u poslovnom engleskom jeziku. Sproveden je pretest-posttest
eksperiment sa jednom grupom kako bi se istrazio efekat eksplicitnih metoda nastave.
Grupa se sastojala od 29 studenata tre¢e godine studija. Oni su prevodili 33 reci, pravih i
laznih parova. Testovi su se sastojali od reCenica na engleskom u kojima je ciljana rec bila
istaknuta, i prevoda istih reCenica na srpskom, u kojima su studenti dopisivali prevod
ciljane reci. Pored 33 zadatka sa prevodenjem, ispitano je razumevanje pojedinih reci kroz
8 pitanja otvorenog tipa i u okviru diskusija. Pretest je otkrio znacajne poteskoce u
prevodenju ne samo laznih parova ve¢ i pravih. Eksplicitna nastava dovela je do smanjenja
greSaka, $to ukazuje na efikasnost ciljanih metoda nastave. Analiza greSaka i diskusije u
ucionici otkrile su da su pristup integrisanog ucCenja sadrzaja i jezika (CLIL) kroz
mikrolekcije koje pokrivaju ekonomske koncepte i principe i upotreba maternjeg jezika
korisni jer mnogi uéenici nisu bili upoznati sa terminologijom na srpskom kao ni sa nekim
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osnovnim ekonomskim konceptima. Medupredmetni pristup i upotreba srpskog jezika
motivisali su studente da se ukljuce u diskusije i podele svoje znanje iz ostalih predmeta.
Studentima je pomoglo i to §to su naucili termine pravi i lazni parovi, te su lako zapamtili
da treba obratiti paZnju na taj fenomen. Na primer, market (eng.) nisu vise prevodili sa
market i radnja ve¢ trzZiste, re¢ koju su znali ali ih je u pretestu mahom zavela forma.
Takode, pokazalo se da anglicizmi, polisemija i sinonimija dodatno komplikuju ucenje,
pogotovo u slucaju delimi¢nih laznih parova, te su se ¢esto morala razjasniti i ostala
znaenja reci, $to zahteva dodatno vreme i vezbe. Stoga je jedan od zakljucaka da bi
kognate trebalo postepeno uvoditi u nastavu.

Kljucne reci: pravi i lazni parovi, kognati, poslovni engleski, CLIL.
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ODNOS IZMEDU ZADOVOLJSTVA POSLOM NASTAVNIKA
ENGLESKOG KAO STRANOG JEZIKA I SKOLSKE ORGANIZACIJSKE
KLIME

SAZETAK: Cilj istrazivanja bio je ispitati razinu zadovoljstva poslom i procjenu $kolskih
organizacijskih klima hrvatskih nastavnika engleskog kao stranog jezika te istraziti
potencijalne odnose medu varijablama. Rezultati su pokazali ambivalentnost sudionika
prema zadovoljstvu poslom i umjereno pozitivna videnja $kolske klime. Nastavnici su bili
najzadovoljniji prirodom svog posla i neposrednim rukovoditeljima, no nezadovoljni
placama. Sto se ti¢e organizacijske klime, nastavnici su imali pozitivne stavove prema
svojoj autonomiji na poslu i ravnateljevom upravljanju; medutim, izrazili su
nezadovoljstvo svojim radnim optereéenjem. Utvrdena je statisticki znacajna veza izmedu
zadovoljstva poslom i povoljne organizacijske klime, S$to ukazuje na postojanje
recipro¢nog odnosa. Korelacijske analize ukazale su kako zadovoljstvo poslom pada s dobi
i iskustvom nastavnika. Rezultati istrazivanja naglasavaju vaZnost radnih uvjeta,
rukovoditelja i Skolske klime u promicanju zadovoljstva poslom medu nastavnicima
engleskog kao stranog jezika, $to moze potaknuti bolju izvedbu. Medutim, pitanja poput
plac¢a, radnog opterecenja i zastarjelih objekata i dalje su podru¢ja koja zahtijevaju
napredak.

Kljucne rijeci: nastavnici engleskog kao stranog jezika, zadovoljstvo poslom, Skolska
organizacijska klima.

THE RELATIONSHIP BETWEEN EFL TEACHERS’ JOB
SATISFACTION AND SCHOOL ORGANIZATIONAL CLIMATE

ABSTRACT: The study explored job satisfaction levels and school organizational climate
appraisals of Croatian English foreign language (EFL) teachers and investigated possible
relationships between the variables. Results showed participants’ ambivalence towards
their job satisfaction and a moderately positive appraisal of school organizational climates.
Teachers were most satisfied with the nature of their job and immediate supervisors but
dissatisfied with salaries. Considering school organizational climate dimensions, teachers
had positive views regarding their autonomy at work and principal leadership; however,
they expressed dissatisfaction with their teaching load. A statistically significant
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correlation was found between job satisfaction and school organizational climate,
suggesting a reciprocal relationship. Correlation analyses indicated that job satisfaction
decreased slightly with age and work experience. The findings highlighted the importance
of working conditions, supervisors, and school climate in promoting job satisfaction
among EFL teachers, which can foster better performance. However, issues like salaries,
teaching load, and facilities remain areas needing improvement.

Keywords: EFL teachers, job satisfaction, school organizational climate.

1. UvVOD

Ucinkovit obrazovni sustav temelj je razvoja svake nacije, pri ¢emu
nastavnici imaju klju¢nu ulogu u oblikovanju ucenika koji ¢e tek postati aktivni
¢lanovi drustva (Selamat i sur. 2013). Prethodna istrazivanja su utvrdila postojanje
veza izmedu radnji/ponaSanja nastavnika te uspjeSnosti, angazmana i postignuca
ucéenika (Lopes i Oliveira 2020). U kontekstima ucenja drugog jezika (eng. Second
language), ukljucujuci ucenje engleskog jezika kao stranog jezika (eng. English as
a foreign language — EFL), takoder je utvrdeno kako motivacija, entuzijazam i
predanost nastavnika znacajno utjeCu na motivaciju ucenika, isti¢e Dornyei
(1998). Prema tome, nastavnike engleskog kao stranog jezika je kljucno odrzavati
motiviranima i zadovoljnima njihovim poslom.

Istrazivanja pokazuju da su zadovoljstvo poslom i povoljni radni uvjeti
prediktori uc¢inkovitosti, motivacije i kvalitete rada nastavnika (Skaalvik i Skaalvik
2014). Organizacijska klima, odnosno percepcija nastavnika o karakteristikama
Skole 1 procesima koji obiljezavaju njihove svakodnevne radne aktivnosti, takoder
je prepoznata kao utjecajan ¢imbenik ucinkovitog poucavanja i ucenja. Utvrdeno
je da zdrava, pozitivna organizacijska klima povecava zadovoljstvo nastavnika
poslom, njegovu produktivnost i omogucava povoljno okruZenje za ucenje
(Ghavifekr i Pillai 2016). Brojna istrazivanja provedena u razli¢itim kontekstima
otkrila su pozitivne korelacije izmedu zadovoljstva poslom nastavnika i povoljne
organizacijske klime (Abu-Saad i Hendrix 1995; Adejumobi i Ojikutu 2013; Bhat i
Bashir 2016; Selamat i sur. 2013). Iako malobrojna, postoje¢a istrazivanja u
podru¢ju ucenja engleskog kao stranog jezika takoder ukazuju na znacajan
pozitivan odnos izmedu ovih varijabli (Razavipour i Yousefi 2017; Rezaee i sur.
2020). S obzirom na spomenutu vaznost motiviranih, zadovoljnih nastavnika za
kvalitetu obrazovanja i ishode ucenja drugog jezika, istrazivanje pogleda
nastavnika engleskog kao stranog jezika na zadovoljstvo poslom i organizacijsku
klimu zasluzuje daljnje istrazivanje, posebice u nedovoljno istrazenim kontekstima
kao $to je ucenje stranog jezika u hrvatskom obrazovnom sustavu.
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Cilj ovog' istrazivanja bio je ispitati razine zadovoljstva poslom hrvatskih
nastavnika engleskog kao stranog jezika u odnosu na njihovu percepciju
organizacijske klime u njihovim Skolama. Takoder, nastojale su se utvrditi
potencijalne veze izmedu zadovoljstva poslom nastavnika te njihove procjene
organizacijske klime i demografskih ¢imbenika, ukljucujuéi dob i radno iskustvo
ispitanika. Istrazuju¢i ovu problematiku, istrazivanje bi moglo pruziti vrijedan
uvid u stavove, potrebe i iskustva nastavnika engleskog kao stranog jezika u
hrvatskom obrazovnom kontekstu, §to bi zauzvrat moglo olaksati ucinkovito
ucenje stranog jezika. Rezultati istraZivanja takoder mogu posluziti kao smjernica
za daljnja istrazivanja i usporedbe u drugim kontekstima ucenja engleskog kao
stranog jezika.

2. TEORIJSKI DIO
2.1. Motivacija nastavnika engleskog kao stranog jezika

Nastavnici engleskog kao stranog jezika imaju klju¢nu ulogu u motivaciji
ucenika drugog jezika jer mogu utjecati na angazman i ustrajnost ucenika u dugom
i Cesto monotonom procesu usvajanja drugog jezika (Matsumoto 2011). Prema
Dornyeiju (2005), motivacija nastavnika prepoznata je kao kljucni prediktor
motivacije ucenika, jer motivirani nastavnici mogu zadrzati interes ucenika, raditi
viSe, uvoditi inovacije u ucionicu i posti¢i ciljeve s velikom ustrajnoscu i
entuzijazmom. Stoga motivacija nastavnika drugog jezika moze imati veliki
utjecaj na motivaciju ucenika, stavove prema ucenju i kona¢no postignuce u
usvajanju stranog jezika (Alibakshi i Nezakatgoo 2019). Pokazalo se da razine
entuzijazma i predanosti nastavnika, njihove osobine li¢nosti, ponasanje, strategije
koje koriste u ucionici i uspostavljeni meduljudski odnosi s u¢enicima pridonose
motivaciji uCenika drugog jezika (Dornyei 1998; Dornyei i Ushioda 2011).
OpseZnija istrazivanja na temu motivacije nastavnika engleskog kao stranog
jezika, njezinog doprinosa motivaciji ucCenika za uclenje i faktora koji
(de)motiviraju nastavnike zapocela su tijekom 1990-ih. Na primjer, autorica
Pennington (1995) je ponudila opsezan pregled istrazivanja u vezi sa
zadovoljstvom poslom, motivacijom i predano$¢u nastavnika engleskog kao

! Ovo istrazivanje temelji se na neobjavljenom diplomskom radu pod nazivom ‘Ispitivanje
zadovoljstva poslom nastavnika engleskog jezika u odnosu na Skolsku organizacijsku
klimu’ (Levani¢, 2024).
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stranog jezika, pri ¢emu je istrazila §to motivira navedene nastavnike da uloze trud
U Svoj posao i ostanu u svojoj profesiji.

Whitaker i sur. (2009, citirano u Dornyei & Ushioda 2011) tvrde da su
nastavnici najces¢e intrinzicno motivirani kada biraju svoje karijere jer zele
ostaviti pozitivan utjecaj na mlade ucenike. Medutim, svakodnevni izazovi
poucavanja, planiranja lekcija, administrativnog rada i dugog radnog vremena,
svrstavaju poucavanje medu trenutno najstresnija zanimanja (Hurley 2021).
Nadalje, kada se od nastavnika ocekuje da svoj posao obavljaju u neadekvatnim
radnim uvjetima, oni nisu u mogucnosti motivirati sebe, a ni uéenike. Toc¢nije,
kada se dogodi neuskladenost izmedu zahtjeva posla i raspolozivih resursa,
nastavnici snose posljedice u vidu sagorijevanja na poslu. Izgaranje se moze
opisati kao psiholosko stanje emocionalne iscrpljenosti, osjecaja depersonalizacije
1 smanjenog osjecaja osobnog postignuca (Maslach i sur. 2001). Nastavnici koji
dozivljavaju izgaranje Cesto napustaju svoje poslove, a oni koji ostaju postaju
manje produktivni, uéinkoviti i predani svom poslu (Maslach i sur. 2001). Drugim
rijeima, sagorijevanje proizlazi iz dugotrajne izloZenosti pojedinaca stresu na
poslu i1 njihovog nezadovoljstva radnim uvjetima, §to rezultira smanjenom
motivacijom, niskim entuzijazmom i niskom ucinkovitos¢u. Prethodna istrazivanja
u kontekstima ucenja stranog jezika otkrila su negativne korelacije izmedu
izgaranja nastavnika engleskog kao stranog jezika i njihove motivacije (Sato i sur.
2022), sto implicira da su nastavnici s viSom razinom motivacije prijavili manje
sagorijevanje. Sli¢no tome, neka su istrazivanja takoder otkrila znac¢ajne negativne
korelacije izmedu izgaranja nastavnika engleskog kao stranog jezika i njihovog
zadovoljstva poslom, sugeriraju¢i da bi povecanje zadovoljstva poslom dovelo do
smanjene percepcije profesionalnog izgaranja (Safari 2020; Soleimani &
Bolourchi 2021). Stoga, kako bi se smanjilo sagorijevanje nastavnika, pozornost
treba posvetiti i motivaciji nastavnika i njihovom zadovoljstvu poslom.

2.2. Zadovoljstvo poslom i skolska organizacijska klima

Zadovoljstvo poslom obuhvaca pozitivne stavove i osjeCaje pojedinca
prema poslu i njegovim razliCitim aspektima, a proizlazi iz percepcije da neciji
posao ispunjava njihove potrebe i vrijednosti (Rezaee i sur. 2020). Zadovoljstvo
poslom je kljuéno jer utjee na ponaSanje zaposlenika, njihov ucinak i
produktivnost (Rezaee i sur. 2020). Medutim, mjerenje i procjena necijeg
zadovoljstva poslom moze biti sloZzen zadatak zbog mnostva ¢imbenika koji mogu
utjecati na zadovoljstvo poslom zaposlenika. Primjerice, i intrinzi¢ni (npr. pomo¢
ucenicima, altruizam, osje¢aj postignuéa) i ekstrinzi¢ni (npr. placa, postovanje)
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¢imbenici mogu utjecati na motivaciju i zadovoljstvo medu nastavnicima.
Istrazivanja medu nastavnicima engleskog kao stranog jezika pokazala su da su,
unato¢ negativnom utjecaju vanjskih ¢imbenika, kao Sto su nedostatak poStovanja
od strane administracije, velika optere¢enja, ograni¢ene mogucnosti napredovanja
i lo§i odnosi medu nastavnim osobljem, nastavnici ipak intrinzi¢no motivirani za
obavljanje svog posla (Doyle & Kim 1999; Han & Yin 2016; Pennington 1995).

Istrazivanja u oplem obrazovanju otkrila su da uz intrinzi¢ne i
ekstrinzi¢ne ¢imbenike koji mogu utjecati na motivaciju i zadovoljstvo nastavnika,
postoje i Skolski ¢imbenici, uklju¢ujuéi elemente kao S$to su infrastruktura,
organizacijsko vodstvo, donosenje odluka i $kolska klima (Dinham & Scott 1998).
Autori Lopes i Oliveira (2020) predlozili su model s tri razine ¢imbenika
zadovoljstva poslom, ukljucujuci izvanskolske Eimbenike (obrazovne politike,
place, prestiz), ¢imbenike na razini $kole (organizacija Skole, administrativna
podrska, odrzavanje zgrade i odnosi medu Skolskim nastavnicima), kao i
C¢imbenike na razini nastavnika (individualne razlike nastavnika, demografske
osobine, motivacija, profesionalni razvoj, odnosi s u¢enicima).

Za nastavnike engleskog kao stranog jezika zadovoljstvo poslom od
posebne je vaznosti s obzirom na njihov znacajan utjecaj na postignuc¢a ucenika
(Alibakshi & Nezakatgoo 2019). Druga istrazivanja u kontekstu uc¢enja engleskog
kao stranog jezika takoder su pronasla vezu izmedu zadovoljstva poslom
nastavnika i aspekata rada i uvjeta rada, samoregulacije nastavnika, kao i
akademskog uspjeha i motivacije ucenika (Pernjek i Mati¢ 2016). Stovise,
istrazivanja su pokazala da $kolski ¢imbenici kao §to su okruzenje, administrativna
podrska, dobri odnosi medu osobljem, radno opterecenje i autonomija nastavnika
(Ipek & Kanatlar 2018), kao i razvojne moguénosti i samoucinkovitost nastavnika
(Bibi & Kalim 2021) mogu znacajno utjecati na motivaciju i zadovoljstvo
nastavnika engleskog kao stranog jezika. Dakle, ove studije su pokazale kako
uspostavljanje i njegovanje povoljne Skolske klime moze pridonijeti zadovoljstvu
poslom i uc¢inkovitom radu nastavnika engleskog kao stranog jezika.

Nedavna istrazivanja prosirila su opseg koncepta Skolske organizacijske
klime kako bi u istrazivanja ukljucila ne samo ucenike, ve¢ i nastavnike, roditelje,
administratore i druge dionike (Cohen i sur. 2009). Skolska klima odnosi se na
nacine funkcioniranja institucija, a moze ukljucivati odnose, okolinu, procese
poucavanja i ucenja, sigurnost, kao i organizacijske obrasce ustanove (Cohen i sur.
2009). Kada se nastavnici osjecaju podrzano, cijenjeno i imaju kvalitetne odnose s
kolegama i nadredenima, zajedno s adekvatnim radnim uvjetima, sposobni su
stvoriti pozitivno okruzenje za ucéenje i kvalitetnije raditi u ucionici (Domovi¢
2004; Rezaee i sur. 2020; Selamat i sur. 2013). Utjecaji skolske klime mogli bi ¢ak
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nadmasiti kvalitetno obrazovanje i obuku nastavnika. Na primjer, kompetentan,
dobro obucen nastavnik engleskog kao stranog jezika moZe imati problema sa
stvaranjem povoljnih uvjeta za rad u Skoli s nepovoljnom Skolskom klimom
(Razavipour & Yousefi 2017). Osim toga, nezdrava, negativna $kolska klima
moze izazvati nezadovoljstvo nastavnika, ravnodu$nost, otudenje, profesionalni
stres 1 izgaranje (Ahghar 2008). U podrudju istrazivanja usvajanja drugog jezika,
Dornyei 1 Ushioda (2011) takoder sugeriraju da makrokontekstualni ¢imbenici,
ukljucujué¢i vanjske utjecaje koji dolaze iz Sireg drustva, politike, roditelja i
medija, kao i mikrokontekstualni utjecaji, kao Sto je organizacijska klima
institucije 1 karakteristike radnog okruzenja mogu imati dubok utjecaj na
motivaciju i zadovoljstvo nastavnika stranog jezika, $§to moze imati dalekoseZne
utjecaje na proces ucenja jezika.

Literatura identificira nekoliko klju¢nih ¢imbenika koji imaju najveéi
utjecaj na oblikovanje organizacijske klime u Skoli, a koji su usko povezani s
izvorima zadovoljstva nastavni¢kog posla. Neki od ¢imbenika s najve¢im
utjecajem na oblikovanje Skolske organizacijske klime ukljucuju stil vodstva
ravnatelja (Abu-Saad & Hendrix 1995; Domovi¢ 2004; Eklund 2008; Matijevi¢
1997; Rezaee i sur. 2020), autonomiju nastavnika i aktivno ukljucivanje u proces
donosenja odluka (Eklund 2008; Karavas 2010), osjecaja intimnosti i suradnje
medu Skolskim nastavnicima (Karavas 2010; Lopes & Oliveira 2020), te fizickog
izgleda i opremljenosti Skola (Matijevi¢ 1997). Drugim rijeima, njegovanje
pozitivne Skolske klime kroz ucinkovito vodstvo ravnatelja, omogucavanje
nastavnicke autonomije i uklju¢ivanja, poticanje kolegijalne podrske i suradnje te
osiguravanje odgovaraju¢ih materijalnih resursa od vitalnog je znaCaja za
optimiziranje zadovoljstva poslom, motivacije, predanosti i naposljetku, kvalitete
nastave i uspjeha ucenika.

3. CILJ | METODE
3.1. Cilj

Istrazivanja s problematikom zadovoljstva poslom i percepcije
organizacijske klime nastavnika engleskog kao stranog jezika provedena su samo
u odredenim kontekstima (Razavipour & Yousefi 2017; Rezaee i sur. 2020);
medutim, malo je istraZivanja provedeno u hrvatskom kontekstu. Sto se tide
istrazivanja provedenih u Hrvatskoj, istrazivace je uglavnom zanimala motivacija
nastavnika engleskog kao stranog jezika (Mihali¢ek i Rijavec 2009; Sarac Lekié¢
2019), zadovoljstvo poslom nastavnika drugog jezika (Pernjek i Mati¢ 2016) ili
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utjecaj koji organizacijska klima u $koli moze imati na ucenike (Buljan Gudelj
2018; Vranjican i sur. 2019). Stoga mozemo re¢i kako u hrvatskom kontekstu jo$
uvijek postoji nedostatak istrazivanja provedenih sa nastavnicima engleskog kao
stranog jezika. Kako bi se premostio taj jaz, ovo istrazivanje nastoji dati vrijedan
doprinos podru¢ju poucavanja drugog jezika pruzajuci bolji uvid u uvjete rada
hrvatskih nastavnika engleskog kao stranog jezika i pruzaju¢i preporuke za
njihovo potencijalno poboljSanje. Stoga je glavni cilj ovog istrazivanja bio ispitati
samoprocjenu zadovoljstva poslom nastavnika engleskog kao stranog jezika i
njihove percepcije organizacijske klime u $§kolama u kojima rade. Uz to, razmatran
je odnos izmedu spomenute dvije varijable, kao i utjecaj dobi i radnog iskustva
nastavnika.

Ovo istrazivanje pokusalo je odgovoriti na sljedeca istrazivacka pitanja:

1) Koje su razine zadovoljstva poslom medu hrvatskim nastavnicima

engleskog kao stranog jezika u osnovnim i srednjim Skolama i kakvi su

njihovi stavovi o organizacijskoj klimi $kola u kojima rade?

2) Postoji li veza izmedu zadovoljstva poslom nastavnika engleskog

kao stranog jezika i njihovih stavova prema Skolskoj organizacijskoj

Klimi?

3) Postoji 1i povezanost izmedu zadovoljstva poslom nastavnika

engleskog kao stranog jezika i1 njihovih stavova prema Skolskoj

organizacijskoj klimi s obzirom na dob i duljinu radnog iskustva?

3.2. Metoda

3.2.1. Uzorak

Uzorak istrazivanja obuhvatio je 418 hrvatskih osnovnoskolskih i
srednjoskolskih nastavnika engleskog kao stranog jezika, od cega ukupno 390
nastavnica (93,3%) i1 28 nastavnika (6,7%). U osnovnim $kolama radilo je ukupno
240 (57,4%) nastavnika, u srednjim $kolama 174 (41,6%), dok su u osnovnim i
srednjim Skolama istovremeno radila 4 nastavnika (1%). Prosjecna dob nastavnika
bila je 40,86 (SD=8,31), a prosjek radnog staza 15,75 (SD==8,97). Rezultati
deskriptivne analize uzorka prikazani su u tablici 1 i tablici 2.
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N %

Muski 28 6,7
Spol Zenski 390 93,3
Ukupno 418 100
Osnovna skola 240 57,4
Srednja Skola 174 41,6

Mijesto zaposlenja Oboje 4 1
Ukupno 418 100

Tablica 1. Frekvencije: Spol i mjesto zaposlenja ispitanika (N = broj, % = postotak)

M Medijan SD Min. Max.
Dob 20,86 41,00 8.31 24 59
Duljina radnog 1575 15,00 8,97 00 44
staza

Tablica 2. Deskriptivna analiza: Dob i duljina radnog staza
(M = srednja vrijednost, SD = standardna devijacija)

3.2.2. Instrumenti

U skladu s kvantitativnom metodologijom ovog istraZivanja, za
prikupljanje podataka koriSten je upitnik koji se sastojao od tri dijela. Prvo,
odjeljak s op¢im informacijama ukljucivao je pitanja o spolu nastavnika, mjestu
zaposlenja, dobi i godinama radnog iskustva. Drugo, da bi se ispitale razine
zadovoljstva poslom hrvatskih nastavnika engleskog kao stranog jezika, koristena
je prilagodena verzija Spectorovog (1994) upitnika zadovoljstva poslom. Izvorna
verzija instrumenta sastoji se od 9 podskala, ali za potrebe ovog istrazivanja
odabrano je samo 5 podskala od po 4 Cestice, a to su: Placa, Napredovanje,
Nadzor, Uvjetovane nagrade i Priroda posla, s ukupnim brojem od 20 Gestica.
Svaka Cestica predstavlja specifi¢nu radnu situaciju u obliku tvrdnje, a ispitanici su
trebali izraziti razinu svog slaganja s danom tvrdnjom pomocu Likertove skale od
pet stupnjeva (1 ='uopce se ne slazem'; 5 = 'u potpunosti se slazem').

Tre¢i dio upitnika sastojao se od prilagodene verzije Horowitzove i
Zakove (1978) ljestvice sSkolske organizacijske klime, koja je ukljucivala 5
¢imbenika organizacijske klime, to¢nije: Ravnateljevo upravljanje, Nastavno
opterecenje, Autonomiju i donoSenje odluka, Toplinu i intimnost te Skolski objekti
i usluge, s ukupno 25 stavki. Ispitanike se traZilo da procijene koliko Cesto se
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javljaju odredenih pojava u njihovoj Skoli pomoc¢u Likertove skale od pet
stupnjeva (1 = nikad se ne dogada; 5 = Cesto se dogada).

3.2.3. Provedba istrazivanja

Upitnik je prenesen na Google Forms radi lakSe distribucije. Sljedeci
korak bilo je dijeljenje veze putem internetskih platformi, poput e-poste i
druStvenih medija. Kako bi se osigurao §to veéi odaziv, sudionici su posredno
putem e-maila kontaktirani preko strucne sluzbe na radnom mjestu, tajnistva skole
ili ureda ravnatelja sa zamolbom za sudjelovanje u istrazivanju. Na pocetku
upitnika objasnjen je cilj istrazivanja, a u svakom od tri dijela navedene su upute.
Ispitanici su obavijesteni da je istrazivanje anonimno i dobrovoljno te da u svakom
trenutku mogu odustati. Okvirno trajanje ispunjavanja ankete bilo je 10-15
minuta.

3.2.4. Analiza podataka

Na kvantitativnim podacima prikupljenima upitnikom provedeno je
nekoliko vrsta analiza. Prvo je provedena deskriptivna analiza opc¢ih informacija
uzorka. Nadalje, deskriptivni parametri prosjecne srednje vrijednosti i standardne
devijacije koristeni su za mjerenje rezultata razina zadovoljstva poslom nastavnika
engleskog kao stranog jezika i njihove procjene organizacijske klime njihovih
Skola. Inferencijalna statistika, ukljucujuci Pearsonov korelacijski test, provedena
je kako bi se ispitao moguci odnos izmedu zadovoljstva poslom engleskog kao
stranog jezika i organizacijske klime njihovih skola, kao i odnosa izmedu razli¢itih
dimenzija. Kona¢no, provedene su korelacijske analize kako bi se istrazilo postoji
li odnos izmedu razina zadovoljstva poslom nastavnika engleskog kao stranog
jezika, organizacijske klime u Skoli i parametara kao $to su dob sudionika i duljina
radnog iskustva.

4. REZULTATI
4.1. Zadovoljstvo poslom i percepcije skolske organizacijske klime
Kako bismo odgovorili na prvo istrazivacko pitanje i ispitali razinu
zadovoljstva poslom hrvatskih nastavnika engleskog kao stranog jezika u

osnovnim i srednjim $kolama, provedene su deskriptivne analize prikupljenih
podataka. Analizirani su odgovori i rezultati svih pet ispitanih c¢imbenika
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zadovoljstva poslom, a rezultati su prikazani u tablici 3. Ukupni rezultat
zadovoljstva poslom ispitanika izraunat je temeljem ukupnih rezultata svake od
dimenzija zadovoljstva poslom, a takoder je prikazan u tablici 3.

Dimenzija zadovoljstva poslom M SD
Placa 2,36 0,53
Napredovanje 2,63 0,96
Nadzor 3,75 1,02
Uvjetovane nagrade 2,57 0,95
Priroda posla 4,05 0,79
Ukupni rezultat zadovoljstva poslom 3,07 0,61

Tablica 3. Deskriptivna statistika: Rezultati zadovoljstva poslom nastavnika engleskog kao
stranog jezika (M = srednja vrijednost, SD = standardna devijacija)

Rezultati su pokazali kako hrvatski nastavnici engleskog kao stranog
jezika iskazuju ambivalentne stavove prema zadovoljstvu poslom i nekim
aspektima svog posla (M=3,07, SD=0,61). Drugim rije¢ima, rezultati su pokazali
da nisu bili ni zadovoljni, ni nezadovoljni svojim poslom. Ipak, razina
zadovoljstva sudionika razlikovala se prema pet dimenzija. Prema deskriptivnim
rezultatima nastavnici su najviSom ocjenom ocijenili dimenziju Priroda posla
(M=4,05, SD=0,79). Ova dimenzija odrazava njihov osjeCaj ponosa, uZitka,
smislenosti i uvazavanja koje dozivljavaju na svom radnom mjestu. Na temelju
ovog nalaza moglo bi se pretpostaviti da nastavnici prema svojoj profesiji gaje
uglavnom ugodne emocije.

Idu¢i najvise ocijenjeni faktor zadovoljstva poslom bio je Nadzor
(M=3,75, SD=1,02), koji je ukljuCivao kompetentnost nadredene osobe, njezinu
pravednost, empatiju, te sposobnost odrzavanja pozitivnih odnosa na radnom
mjestu. Na temelju nalaza moze se zakljuciti da su nastavnici bili relativno
zadovoljni svojim ravnateljima, odnosom koji su imali s njima i tretmanom koji su
dobivali, $to ukazuje da su odnosima izmedu nastavnika i ravnatelja ipak potrebna
neka poboljsanja. Nadalje, nalazi su pokazali da su nastavnici bili umjereno
nezadovoljni s tri od pet dimenzija zadovoljstva poslom, to¢nije Napredovanjem
(M=2,63, SD=0,96), Uvjetovanim nagradama (M=2,57, SD=0,95) i Placom
(M=2,36, SD=0,53). Nezadovoljstvo dimenzijom Napredovanje pokazuje da su
nastavnici imali ograni¢ene mogucnosti i Sanse za napredovanjem na poslu.
Takoder, nezadovoljstvo nastavnika dimenzijom Uvjetovanih nagrada ukazuje da
njihova ucinkovitost i trud nisu dovoljno cijenjeni, prepoznati i nagradeni.
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Naposljetku, rezultati su pokazali da su nastavnici uglavnom bili nezadovoljni
aspektom Place, $to ukazuje da svoje mjeseCne prihode i naknade smatraju
nezadovoljavaju¢ima.

Drugi dio prvog istrazivackog pitanja bio je usmjeren na ispitivanje
misljenja sudionika o organizacijskoj klimi §kola u kojima su zaposleni. Upitnik je
ispitivao percepciju ispitanika o pet dimenzija Skolske organizacijske klime.
Deskriptivni rezultati ukljucujuci srednje vrijednosti i standardne devijacije za
svaku od dimenzija organizacijske klime prikazani su u tablici 4.

Dimenzije $kolske organizacijske klime M SD
Ravnateljevo upravljanje 3,72 0,91
Nastavno optereéenje 2,88 0,80
Autonomija i donosenje odluka 3,86 0,56
Toplina i intimnost 3,67 0,62
Skolski objekti i usluge 3,64 0,80
Ukupan rezultat Skolske organizacijske klime 3,55 0,55

Tablica 4. Deskriptivna statistika: Dimenzije organizacijske klime
(M = srednja vrijednost, SD = standardna devijacija)

Prema navedenim rezultatima, nastavnici su ukupnu organizacijsku klimu
Skola u kojima su radili ocijenili umjereno povoljnom te su njome bili relativno
zadovoljni (M=3,55, SD=0,55). To znaci da su svoja radna mjesta procijenili kao
relativno sigurna mjesta gdje uZivaju podrsku i grade pozitivne odnose sa svojim
kolegama i nadredenima, raspolazu s visokom razinom autonomije, dok zahtjeve
posla obavljaju u primjerenim radnim uvjetima. Medutim, rezultati su pokazali da
nastavnici pokazuju razli¢ite stavove prema pojedinim dimenzijama organizacijske
klime.

Autonomija i odlucivanje imala je najvisi prosjecni rezultat medu
dimenzijama, a obuhvacala je autonomiju nastavnika u nastavi i izvrSavanju
ostalih obveza. Ova dimenzija ukljucivala je stavke vezane uz slobodu provodenja
novih ideja, metoda i tehnika, prilike za uvodenje originalnosti i pokazivanje
inicijative u nastavi. Rezultati su pokazali da ispitanici svoju autonomiju i
sudjelovanje u donoSenju odluka ocjenjuju umjereno visokom (M=3,86,
SD=0,56). Ovaj nalaz sugerira da su nastavnici u svom radu imali prili¢an stupanj
autonomije 1 moguénosti donoSenja odluka. Dimenzija S$kolske organizacijske
klime Ravnateljevo upravljanje imala je sljede¢u najve¢u srednju vrijednost, a
predstavlja interes ravnatelja za dobrobit nastavnika, u¢inkovitost i djelotvornost
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ravnateljeva vodstva, njihovo poticanje inovacija u nastavi i organiziranju te
njihovu otvorenost za sugestije u donosSenju mjera. Relativno visoka procjena ove
dimenzije ukazuje na ravnateljev podrzavajuci ili interaktivni stil vodenja.
Rezultati su pokazali da su ispitanici ocijenili dimenziju Ravnateljevo upravljanje
umjereno visokom (M=3,72, SD=0,91), §to znac¢i da je veCina nastavnika bila
prilicno zadovoljna ravnateljevim vodstvom 1 iskusila razmjernu koli¢inu njihove
podrske u svojim skolama.

Ispitanici su stavke povezane s Toplinom i intimnoséu ocijenili kao
umjereno visoke (M=3,67, SD=0,62). Cestice koje su predstavljale ovu dimenziju
bile su usmjerene na istrazivanje razine osjecaja pripadnosti nastavnika Skolskom
nastavnom kadru, razine suradnje medu $kolskim osobljem te je li atmosfera medu
nastavnim osobljem percipirana ugodnom ili neugodnom. Rezultat ovog
istrazivanja ukazuje na to da su nastavnici suradivali sa svojim kolegama, u
odredenoj mjeri iskusili toplinu i prisnost svojih suradnika te da su svoju radnu
atmosferu dozivjeli kao relativno ugodnu. Dimenzija pod nazivom Skolski objekti i
usluge, koja je imala slican srednji prosjek, povezana je s primjerenoscu i
dostupnos¢u Skolske opreme i usluga. Rezultati su pokazali da su nastavnici
Skolski sadrzaj i usluge ocijenili umjereno visokima (M=3,67, SD=1,17), §to
ukazuje da su Skole u kojima ispitanici rade uglavnom bile primjereno opremljene
potrebnim inventarom i nastavnim sredstvima.

Najnizi srednji prosjek odnosio se na dimenziju Nastavnog opterecenja, a
obuhvacao je stavke koje se odnose na radni pritisak nastavnika, radne zahtjeve i
obaveze, kao i na podrsku ostalog Skolskog kadra. Niska procjena ove dimenzije
ukazuje na visoku razinu radnog pritiska i optereCenja. Rezultati su pokazali
prosjeéne ocjene nastavnog opterecenja, Sto ukazuje da nastavnici svoj posao i
radne zahtjeve smatraju donekle zahtjevnima (M=2,88, SD=0,80).

4.2. Povezanost zadovoljstva poslom nastavnika engleskog kao stranog i videnja
Skolske organizacijske klime

Drugo istrazivacko pitanje bilo je usmjereno na ispitivanje moguce
povezanosti samoprocijenjenog zadovoljstva poslom nastavnika engleskog kao
stranog jezika i1 njihovih percepcija organizacijskih klima njihovih Skola. Stoga je
proveden Pearsonov test korelacije kako bi se provjerilo postoji li poveznica medu
varijablama. Rezultati su prikazani u tablici 5, a korelacija ukupnih rezultata nalazi
se u donjem desnom kutu tablice.
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Dimenzije $kolske organizacijske klime

. Ukupan

% Ravnateljevo | Nastavno .A”‘O“?m'.la Toplinai Sk.O]Sl.q. [ezultat
2 upravijanje | opterecenje idonoSene | ey | OPIOKI Skolske
g odluka ustanove | organizacijske
E Klime
2 Placa 0,18* 0,25* 0,11** 0,11** | 0,20* 0,24*
© | Napredovanje 0,38* 0,28* 0,30* 0,25* 0,40* 0,44*
—§ Nadzor 0,70* 0,42* 0,40* 0,41* 0,41* 0,64*
N Uvjetovanje * * * * * *
:g nagrade 0,58 0,54 0,36 0,38 0,43 0,63
2 Priroda posla 0,35* 0,40* 0,41* 0,37* 0,36* 0,50*
£ Ukupno
O | zadovoljstvo 0,66* 0,55* 0,47* 0,45* 0,53* 0,73*

poslom

* Korelacija je znacajna na 0,01 razini (2-smjerna)
** Korelacija je znacajna na 0,05 razini (2-Smjerna)

Tablica 5. Korelacijska matrica izmedu zadovoljstva poslom nastavnika engleskog kao
stranog jezika i videnja Skolske organizacijske klime

Sto se tie odnosa izmedu ukupnih rezultata samoprocijenjenog
zadovoljstva poslom ispitanika i njihovih stavova prema organizacijskoj klimi u
Skolama u kojima su radili, rezultati Pearsonovog korelacijskog testa ukazali su na
postojanje jake pozitivne korelacije medu promatranim varijablama (r=0,73, p
<,01). To je impliciralo da su sudionici koji su pokazali viSu razinu zadovoljstva
poslom takoder pokazali pozitivnije stavove prema organizacijskoj klimi svojih
Skola. Pokazalo se da je varijabla ukupnog rezultata organizacijske klime S$kole
imala snaznu povezanost s razli¢itim c¢imbenicima zadovoljstva nastavnika
njihovim poslom, uklju¢uju¢i Nadzor (r=0,64, p<,01), Uvjetovane nagrade
(r=0,63, p<,01) i Prirodu posla (r=0,50, p<,01). Sto se ti¢e ukupnog zadovoljstva
poslom, utvrdena je snazna povezanost s Ravnateljevim upravljanjem (r=0,66,
p<,01), Nastavnim opterecenjem (r=0,55, p<,01) te Skolskim objektima i uslugama
(r=0,53, p<,01).

Pronadene su korelacije izmedu svih ispitivanih ¢imbenika zadovoljstva
poslom i dimenzija Skolskih organizacijskih klima. Najja¢a korelacija medu
¢imbenicima utvrdena je izmedu Ravnateljevog upravljanja i Nadzora (r=0,70,
p<,01). Druge jake korelacije pronadene su izmedu faktora Ravnateljevog
upravljanja i Uvjetovanih nagrada (r=0,58, p<,01). Osim toga, postojala je jaka
povezanost izmedu Nastavnog optereéenja i Uvjetovanih nagrada (r=0,54, p<,01).
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Ovi nalazi sugeriraju kako je uvazavanje i priznavanje nastavnikovog truda i
zalaganja temelj dobrih odnosa nastavnika s njihovim ravnateljima te kako
nastavnici pozitivnije percipiraju svoje opterecenje kada su za isto nagradeni.

4.3. Povezanost zadovoljstva poslom nastavnika i njihovih percepcija Skolskih
organizacijskih klima s obzirom na dob i radni staz

Trece istrazivacko pitanje bilo je usmjereno na istrazivanje potencijalne
veze izmedu zadovoljstva poslom i stavova o Skolskoj organizacijskoj klimi s
obzirom na dob i duljinu radnog iskustva sudionika. Rezultati korelacijskih analiza
prikazani su u tablicama 6 i 7.

Dob Duljina radnog
staza
Placa -0,03 -0,08
Napredovanje | 0,07 0,02
Fagtoril. Nadzor -0,17* -0,18*
zadovoljstva Uvjetovane
poslom nag;rade 0147 0187
Priroda posla | -0,06 -0,05
Ukupan
rezultat . -0,10%* -0,14*
zadovoljstva
poslom

*. Korelacija je znaGajna na 0,01 razini (2-smjerna)
**. Korelacija je zna¢ajna na 0,05 razini (2-smjerna)

Tablica 6. Korelacijska matrica: Zadovoljstvo poslom s obzirom na dob i duljinu radog
staza

Rezultati su pokazali da postoje statistiCki znacajne korelacije izmedu
kontinuiranih varijabli dobi i radnog iskustva te zadovoljstvom poslom ispitanika.
Utvrdene su slabe negativne korelacije izmedu dobi nastavnika i razine
samoprocjene zadovoljstva poslom (r= -0,10, p<,05), kao i izmedu njihovog
radnog iskustva i zadovoljstva poslom (r= -0,14, p<,01). Ovo implicira da razine
zadovoljstva poslom nastavnika engleskog kao stranog jezika postupno opadaju s
vremenom kako oni stare. Dakle, postoji moguénost da ¢e nastavnici s duzim
radnim iskustvom iskazivati niZe razine zadovoljstva svojim poslom.

Promatrajuc¢i individualne faktore zadovoljstva poslom, rezultati su
pokazali da postoje slabe statisticki znacCajne negativne korelacije izmedu dobi i
radnog iskustva i dva od ispitivanih faktora zadovoljstva poslom, a to su Nadzor
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(rgon= -0,17, p<,01; rigrustvo= -0,18, p <,01) i Uvjetovane nagrade (rq,,= -0,14,
P<,01; rigeustvo= -0,18, p<,01). Dakle, ovi nalazi sugeriraju da nastavnici postaju
manje zadovoljni svojim neposrednim nadredenima i uvjetovanim nagradama
kako postaju stariji i iskusniji.

Rezultati korelacijske analize pokazali su slabu negativhu korelaciju
izmedu duljine radnog staza nastavnika i njihovih stavova prema dvjema
ispitivanim dimenzijama organizacijske klime, ukljucuju¢i Nastavno opterecenje
(Tiskustvo= -0.11, p<,05) i Skolske objekte i usluge (iggustvo= -0,11, P<0,05).
Nalazi su pokazali da nastavnici s duzim radnim iskustvom imaju negativnije
stavove prema ovim dvjema dimenzijama. Drugim rije¢ima, stavovi nastavnika
prema njihovim nastavnim obvezama i zahtjevima, kao i prema $kolskoj
infrastrukturi i uslugama, neznatno se pogorSavaju sto dulje rade u skoli i stjecu
viSe radnog iskustva.

Dob Duljina Vradnog
staza
Ravnateljevo 0,04 -0,05
upravljanje
Nasta\{no . -0,08 -0,11**
opterecenje
Autonomija i
Dimenzije donoSenje odluka 004 o
organizacijske Toplina i - -
klime intimnost 0.0 o
Skolski objekti i -0,09 -0,11%*
usluge
Ukupan rezultat
Skolske -0,07 -0.08
organizacijske
klime

* Korelacija je zna¢ajna na 0,01 razini (2-smjerna)
** Korelacija je znac¢ajna na 0,05 razini (2-smjerna)

Tablica 7. Korelacijska matrica: Poimanja Skolske organizacijske klime s obzirom na dob i
duljinu radnog staza

5. DISKUSIJA

Rezultati razine zadovoljstva poslom pokazali su da nastavnici nisu izrazili
ni izrazito pozitivne ni negativne stavove prema svom ukupnom zadovoljstvu
poslom. Ovaj je rezultat u skladu s prethodnim istrazivanjem koje su provele
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autorice Pernjek i Mati¢ (2016) medu nastavnicima njemackog jezika u Hrvatskoj,
a koje je takoder izvijestilo o umjerenim razinama zadovoljstva poslom medu
sudionicima. Analiza specifiénih ¢imbenika zadovoljstva poslom otkrila je da
sudionici najveée zadovoljstvo crpe iz same prirode svog posla, Sto sugerira da
intrinzi¢ni ¢imbenici igraju vaznu ulogu u zadovoljstvu nastavnika engleskog kao
stranog jezika, kao i povoljni odnosi s njihovim neposrednim nadredenima, $to su
pokazala i prethodna istrazivanja (Koran 2015; Razavipour & Yousefi 2017).
Sudionici ovog istrazivanja su takoder izrazili nezadovoljstvo svojim placama i
moguénostima napredovanja, potvrdujuéi nalaze autorica Pernjek i Mati¢ (2016),
kao i drugih istrazivanja koja isticu navedene probleme kao znacajne izvore
nezadovoljstva nastavnika (Pennington 1995; Sarac Leki¢ 2019). Iako autori isticu
da su nastavnici primarno intrinziéno motivirani u svom radu i Zele pozitivno
utjecati na svoje ucenike, neophodno im je osigurati dostatne naknade i prilike za
osobni i poslovni uspjeh, kako bi uspjesno motivirali sebe i svoje ucenike te
kvalitetnije poucavali (Dornyei & Ushioda 2011).

Dobijeni podaci su pokazali relativno pozitivne opce stavove ispitanika
prema organizacijskim klimama $kola u kojima rade. Dimenzije ocijenjene kao
najpovoljnije bile su Autonomija i donosenje odluka te Ravnateljevo upravljanje,
Sto sugerira da su se sudionici ¢esto osjecali autonomnima u svojim ulogama i da
su uzivali podrsku svog administrativnog vodstva. Ovi rezultati impliciraju kako je
nova kurikularna reforma za nastavni predmet engleski jezik, koja je nastavnicima
omogucila visok stupanj autonomije u poslu, uspjesno realizirana u praksi (MZOS
2019). Sudionici istrazivanja Mihali¢ek i1 Rijavec (2009) takoder prijavljuju
znacajnu autonomiju u svom radu, ali isticu kako su Cesto iskljuceni iz donosenja
relevantnih odluka u svojim S$kolama, za razliku od nastavnika u ovom
istrazivanju. S obzirom da su kvalitetni odnosi izmedu ravnatelja i nastavnika te
ukljucivanje nastavnika u donoSenje vaznih odluka prepoznati kao Cimbenici
nastavni¢kog zadovoljstva poslom (Rezaee i sur. 2020), ovaj rezultat ukazuje kako
je duznost ravnatelja uspostaviti i njegovati pozitivne odnose s nastavnicima,
poticati ih, podrzavati i ukljucivati u donosenje odluka. Primjetno je da je najnize
ocijenjena dimenzija bila Nastavno opterecenje, $to implicira da nastavnici
smatraju svoja radna optereCenja zahtjevnima — S$to je uobiCajena prituzba
povezana s demotivacijom i iscrpljeno$c¢u nastavnika, ukazujuc¢i kako bi nastavno
opterecenje trebalo smanjiti ili preraspodijeliti. (Koran 2015; Rezaee i sur. 2020;
Sarac Leki¢ 2019).

Kao odgovor na drugo istrazivacko pitanje, utvrdena je snazna pozitivna
korelacija izmedu zadovoljstva poslom sudionika i povoljnih procjena
organizacijske klime njihovih $kola. Ovaj rezultat sugerira da su nastavnici
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engleskog kao stranog jezika koji organizacijsku klimu u svojim $kolama smatraju
povoljnom vijerojatnije izjavili da su zadovoljni svojim poslom. Nalazi ovog
istrazivanja djelomi¢no su u skladu s prethodnim istraZivanjima provedenim u
iranskom kontekstu koja su takoder pronasla veze izmedu ove dvije varijable
(Razavipour & Yousefi 2017; Rezaee i sur. 2020). Pronadena je snazna
povezanost izmedu ukupnog rezultata Skolske organizacijske klime te nekih
¢imbenika zadovoljstva poslom, to¢nije povezanost s Nadzorom, Uvjetovanim
nagradama i Prirodom posla. Ovaj nalaz sugerira da ¢e nastavnici biti zadovoljniji
poslom ukoliko im se omoguci kompetentan i pravedan nadredeni te priznaju,
uvaze i cijene njihovi doprinosi. Jake korelacije izmedu zadovoljstva poslom i
¢imbenika poput Ravnateljevog vodstva, Nastavnog opterecenja te Skolskih
objekata i usluga potvrduju vaznost adekvatno rukovodene $kole, primjerenog
radnog opterecenja i dostupnost odgovaraju¢ih radnih uvjeta za ocuvanje
nastavnickog zadovoljstva poslom. Poboljsanje u ovim podru¢jima moze utjecati
na nastavnicko zadovoljstvo poslom i naposljetku na kvalitetu njihova poucavanja.
Kao odgovor na trece istrazivacko pitanje, rezultati su pokazali statisticki
znacajne, ali slabe negativne korelacije izmedu dobi sudionika, duljine radnog
iskustva i razine zadovoljstva poslom u pogledu Nadzora i Uvjetovanih nagrada.
Ovi nalazi pokazuju da stavovi nastavnika prema nadredenima i uvjetovanim
nagradama postaju nesto negativniji kako nastavnici stare i stjecu iskustvo. To je u
suprotnosti sa studijama u drugim nacionalnim kontekstima, koje su otkrile da
zadovoljstvo nastavnika raste s godinama (Hasanzadeh & Gholami 2022; Isik
2021). Osim toga, nisu pronadeni statisticki znacajni odnosi izmedu ukupnih
stavova nastavnika prema organizacijskoj klimi njihovih $kola i njihove dobi.
Medutim, nalazi su ukazali na slabu negativnu korelaciju izmedu duljine radnog
iskustva nastavnika i stavova prema Nastavnom opterecenju i Skolskim objektima i
uslugama, $to ukazuje da se stavovi nastavnika prema njihovim poslovnim
obavezama i fizickom okruzenju Skole lagano pogorSavaju s vremenom.
Preciznije, rezultati ukazuju na potrebu kontinuiranog ispitivanja nastavnickog
zadovoljstva poslom te poduzimanja potrebnih mjera za poboljSanje odnosa
izmedu starijih i iskusnijih nastavnika te njihovih nadredenih, uvazavanje i
priznavanje njihovih doprinosa te omoguéavanje adekvatnih uvjeta za rad.

5. ZAKLJUCAK

Rezultati ovog istrazivanja pokazuju kako hrvatski nastavnici engleskog
kao stranog jezika nisu bili ni izrazito zadovoljni ni izrazito nezadovoljni svojim
trenutnim poslom i radnim uvjetima. Utvrdeno je da su nastavnici najzadovoljniji
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prirodom svog posla, §to znaci da su intrinzicni i altruisticki razlozi bili glavni
izvor njihovog zadovoljstva. S druge strane, nastavnici su pokazali umjereno
nezadovoljstvo ¢imbenicima zadovoljstva poslom koji se odnose na place,
uvjetovane nagrade i moguénostima za napredovanje. Sudionici su bili relativno
zadovoljni organizacijskom klimom Skola u kojima su radili. Rezultati su pokazali
da su nastavnici bili zadovoljni koli¢inom autonomije i uklju¢enosti u donosenje
odluka koje su dobili u svom radu, kao i potporom koju su dobivali od svojih
ravnatelja. NeS§to nize nastavnicke razine zadovoljstva uocCene su kod
uspostavljenih meduljudskih odnosa s kolegama i zadovoljstvom sa Skolskom
opremom. Naposljetku, nastavnici su izrazili blago nezadovoljstvo nastavnim
opterecenjem te ocijenili svoje odgovornosti, obaveze i radni pritisak prilicno
zahtjevnima.

U sklopu istrazivanja pronadena je jaka pozitivna veza izmedu
samoprocjene zadovoljstva poslom nastavnika engleskog kao stranog jezika i
njihovih videnja Skolske organizacijske klime. Rezultati su takoder pokazali da su
nastavnici dobru Skolsku klimu povezivali s kompetentno$¢u i pravednos$cu svojih
nadredenih te prepoznavanjem i uvazavanjem njihova rada i truda, Sto je takoder
utjecalo na povecani osjecaj ponosa i uzitka u radu.

Istrazivanjem je utvrdeno da ukupno zadovoljstvo poslom nastavnika
lagano opada kako napreduju u dobi i radnom iskustvu, posebice kod dva
¢imbenika zadovoljstva poslom — Nadzor i Uvjetovane nagrade. Konkretno,
zadovoljstvo nastavnika njihovim neposrednim nadredenima i prepoznavanje
individualnih napora neznatno se smanjuje kako nastavnici postaju stariji i
iskusniji. Nije pronadena povezanost izmedu nastavnickih percepcija
organizacijske klime u njihovim Skolama i njihove dobi, ali je utvrdeno da sa
napredovanjem u svom radnom iskustvu nastavnici imaju neSto manje pozitivne
stavove prema svojim radnim obavezama i opremljenosti radne okoline.

Ovaj rad je ukazao na postojanje snazne povezanosti zadovoljstva poslom
hrvatskih nastavnika engleskog kao stranog jezika i njihovih percepcija
organizacijskih klima u njihovim S$kolama te stoga nudi vazne prakti¢ne
implikacije za donositelje politika, voditelje obrazovanja i prakti¢are. Drugim
rijeCima, kako bi nastavnici bili zadovoljni, vazno im je osigurati ucinkovit i
otvoren stil vodenja, primjereno nastavno optereé¢enje, autonomiju u ucionici i
ukljucenost u donosenje odluka na razini Skole, prijateljski raspolozene kolege te
Cist i adekvatno opremljen radni prostor. Kako bi se osigurala povoljna
organizacijska klima u S$kolama, nastavnicima treba osigurati odredene radne
uvjete, ukljucujuéi dostatnu placu, kompetentnog i briznog nadredenog, priliku za
napredovanje, priznanje i naknadu angazmana, te uvazavanje Sireg drusStva. Na
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razini Skole, ravnatelji imaju kljuénu ulogu u oblikovanju i uspostavljanju
organizacijske klime Skole razvijanjem pozitivnih odnosa s djelatnicima,
uklju¢ivanjem nastavnika u donoSenje odluka te poticanjem suradnje medu
Skolskim osobljem. Zaklju¢no, budu¢i da je ovim istrazivanjem utvrdeno kako
razine zadovoljstva poslom nastavnika engleskog kao stranog jezika padaju s dobi
i radnim iskustvom, vlasti bi trebale poduzeti mjere kako bi sprijecile ovaj pad
prije nego §to bude prekasno. U protivnom, u Skolama ¢e raditi nezadovoljni i
nemotivirani nastavnici, ¢ija ¢e kvaliteta rada biti nezadovoljavajuca.
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THE RELATIONSHIP BETWEEN EFL TEACHERS’ JOB SATISFACTION AND
SCHOOL ORGANIZATIONAL CLIMATE

Summary

Studies have indicated that job satisfaction and positive working conditions can affect
teacher effectiveness, motivation, and performance quality (Skaalvik & Skaalvik 2014).
Moreover, a healthy, positive organizational climate has been found to increase teacher job
satisfaction, productivity and facilitate a conducive learning environment (Ghavifekr &
Pillai 2016). This study explored job satisfaction levels and school organizational climate
appraisals of Croatian English foreign language (EFL) teachers and investigated possible
relationships between the variables, including the relationships with teachers’ age and
length of work experience. The research sample consisted of 418 Croatian primary and
secondary school EFL teachers. A two-part questionnaire was used to collect the data via
online platforms. Results showed participants’ ambivalence towards their job satisfaction,
and a moderately positive appraisal of school organizational climates. Teachers were most
satisfied with the nature of their job and immediate supervisors but dissatisfied with
salaries. Considering school organizational climate dimensions, teachers had positive
views regarding their autonomy at work, and principal leadership; however, they expressed
dissatisfaction with their teaching load. A statistically significant positive correlation was
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found between job satisfaction and school organizational climate, suggesting a reciprocal
relationship. Negative correlations were found between teachers’ job satisfaction, their age
and working experience, suggesting that teachers’ job satisfaction decreases as they
advance in age and working experience. Negative correlations were also found between
length of working experience and two school organizational dimensions including teaching
load and school facilities, implying that EFL teachers’ attitudes towards these factors
deteriorate as they become more experienced. The findings highlight the importance of
working conditions, supervisors, and school climate in promoting job satisfaction among
EFL teachers, which can foster better performance. However, issues like salaries, teaching
load, and facilities remain areas needing improvement.
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HOW AND WHY DO ENGLISH LANGUAGE TEACHERS IN SERBIA
(NOT) DEVELOP PROFESSIONALLY?*

ABSTRACT: The focus of this paper is Serbian EFL teachers’ professional development.
The aim of this research is to observe both formal and informal ways in which the teachers
develop professionally, as well as to examine whether the teachers participate in the
development due to personal reasons or external requirements and why the participation is
not more frequent. The research conducted through a questionnaire is of qualitative type.
The results show that teachers rather apply informal ways of development, such as reading
or watching useful content. Furthermore, more teachers participate in professional
development in order to be better at their job than due to the requirements of the employer,
law or studies. Moreover, lack of time and lack of finances are the primary reasons for the
lack of professional development. This research could contribute to encouraging teachers
to develop professionally, which could result in numerous benefits for their teaching
practice.

Keywords: professional development, (in)formal development, reasons for development,
English language teacher, teaching practice.

KAKO SE I ZASTO (NE) NASTAVNICI ENGLESKOG JEZIKA U SRBIJI
PROFESIONALNO USAVRSAVAJU?

APSTRAKT: Fokus ovog rada je na profesionalnom usavrSavanju nastavnika engleskog
jezika kao stranog. Cilj istrazivanja bio je sagledavanje nacina na koje se nastavnici
usavrSavaju, formalno ili neformalno, kao i ispitivanje da li oni ucestvuju u
profesionalnom razvoju zbog li¢nih razloga ili zahteva okoline, te zaSto ne ucestvuju u
njemu vise. Istrazivanje sprovedeno pomocu upitnika bilo je kvalitativnog tipa. Rezultati
su pokazali da se nastavnici radije usavrSavaju na neformalne nacine, poput Citanja
literature ili gledanja korisnog sadrzaja. Takode, viSe nastavnika se usavrSava kako bi bili
bolji u svom poslu, nego zbog zahteva poslodavca, zakona ili studija. Zatim, nedostatak
vremena zbog poslovnih ili porodi¢nih obaveza i nedostatak novcanih sredstava glavni su

! This paper was developed based on the master thesis titled “The relationship between
EFL teachers’ professional development and their use of motivational strategies in an EFL
classroom” by Lenka Farka$ (2023) which was conducted under the mentorship of
professor Jagoda Topalov, PhD and defended in September 2023.
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razlozi za nedostatak usavrSavanja. Implikacije istrazivanja leze u podsticanju nastavnika
na neformalne vidove profesionalnog razvoja, ¢ime se nastavnicima omogucava pristup
brojnijim mogucénostima za li¢ni i profesionalni razvoj, §to bi posledi¢no vodilo i ka
razvoju nastavne prakse.

Kljucne reci: profesionalno usavrSavanje, (ne)formalni vid usavrSavanja, razlozi za
usavrsavanje, nastavnik engleskog jezika, nastava.

1. INTRODUCTION

Much like any other type of teaching, teaching English as a foreign
language includes the willingness for constant changes and adaptations while
relying on new methods, technologies and discoveries. Therefore, it is essential
that a language teacher is aware of the need for lifelong learning and that he/she is
willing to participate in it in order to provide their students with the best possible
conditions for learning, work and development. As explained by Alderman (2004),
a motivated teacher is one of the key factors in student motivation. For that reason,
a teacher’s desire for his or her own progress is crucial, as well as the desire for
their students’ achievements. This paper will focus on the significance of
professional development in English teachers’ teaching practice in Serbia. The
paper will also look at the different manners of professional development (PD) and
their efficiency, as well as the nature of professional development and its types
which have been effective so far.

For the purpose of this paper, research was conducted with EFL teachers
in Serbia as its participants. The aim of the research was to examine the manners
in which teachers professionally develop, why they do so, and why they do not do
it more often. The research involved 133 participants, 125 of whom were female
and 8 were male. The participants filled out a questionnaire designed on the basis
of the Teaching and Learning International Survey (OECD 2018) and they marked
the ways of professional development in which they had participated during the
previous eighteen months. They also explained why they had (not) participated in
professional development more frequently. The significance of this research lies in
the better understanding of the ways in which the teachers develop professionally,
as well as in the understanding of the factors which encourage or discourage them
to do so. Understanding their attitudes and goals could encourage more
participation in professional development, which may potentially lead to a better
teaching practice. Since teachers are one of the crucial factors in any educational
system (UNESCO 1990), enabling opportunities and conditions for the



HOW AND WHY DO ENGLISH LANGUAGE TEACHERS...| 185

advancement of their knowledge and skills is essential, which makes research like
this necessary.

2. LITERATURE OVERVIEW

According to UNESCO, teachers are a key factor of any educational
system, so their training is of utmost importance to the society (UNESCO 1990).
In other words, as Ddrnyei (2001) elaborates, a teacher’s role not only includes
guiding students through the educational process, but also their own continuous
learning and professional development. This allows for the most efficient
fulfilment of their role, as well as professional and personal development and self-
realisation.

Glatthorn (1995) defines professional development as a process of
systematic advancement of one’s experience and teaching practice. According to
the research conducted by Novozhenina and Lopez Pinzén (2018), participation in
professional development brings many advantages, such as self-reflection,
increased participation in the teaching and learning processes, the opportunity for
the exchange of experiences, as well as increased confidence and reduced stress
and anxiety. Besides that, Moor and associates (2005) point out the importance of
professional development in early career stages. Their research showed that
teachers who participate in professional development in the early stages of their
careers exhibit higher dedication to the profession, a better approach to teaching
materials, better control over different elements of the teaching process, as well as
better understanding of what quality instruction is. Not only does early exposure to
professional development impact teachers, it also positively impacts their students
and schools (Moor et. al. 2005). Although the research conducted for this paper
did not focus on the informants’ personal benefits gained through professional
development, it is clear from previous research studies (Doérnyei 2001;
Novozhenina & Lépez Pinzén 2018) that they are substantial and that it is in the
teachers’ best interest to participate in professional training as much as possible
during their career.

In terms of types of professional development, the Organisation for
Economic Cooperation and Development (OECD 2018) distinguishes between
formal and informal ways of professional development. Formal development
includes organised methods such as courses, workshops, seminars, conferences,
training courses, visits to other schools, individual or group research, teacher
connections, mentorship, observations, etc. These are mostly organised by
different academic or government institutions, so ministries of education or
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institutions which employ teachers commonly require mandatory participation in
such professional development, as is the case in Republic Serbia (MPNTR 2021).
On the other hand, informal ways of development include reading literature,
watching useful videos and other similar content, informal discussions with
colleagues, etc. Consequently, the questionnaire used in this research also
distinguishes between formal and informal professional development.

The characteristics of professional development are crucial for its success.
The research of Porter and associates (2000) showed that characteristics such as
activity organisation, its duration, opportunity for active learning etc. positively
impact teaching practice. It is desirable that teachers are involved in the
organisation of professional development as much as possible and that the
programme is personalised in accordance with teachers’ individual differences.
According to Diaz-Maggioli’s (2000) research, these factors can lead to a more
successful professional development programme. It is significant to mention that
the research done by Porter and associates (2000) focused on the fields of
mathematics and science, which means that this paper fills the research gap in the
domain of foreign language teaching. Furthermore, the differences in the fields of
expertise do not alter the fact that professional development of teachers of any
subject always shows connections with teaching practice, which makes any result
in the domain of professional development relevant.

Besides the characteristics of professional development, it is significant to
consider the reasons why teachers participate in it. While some possess an inherent
desire to improve their knowledge and skills, advance their career and accomplish
an inner sense of achievement, others are incited by legal obligations, monetary
gain, career advancement, wider employment opportunity, etc. (Sumonja Nikoli¢
2020). Reasons for the lack of professional development should not be neglected
because they indicate a variety of teachers’ attitudes and opinions and their
analysis can point to ways in which teachers can be encouraged or motivated to
participate in professional development programmes. The Teaching and Learning
International Survey (OECD 2018) required that teachers state why they do not
develop professionally, or why they do not do so more commonly. Some of the
reasons may be family obligations, conflict with work schedule, insufficient funds,
lack of prerequisites (experience, seniority, qualifications etc.), lack of employer
support, or personal reasons such as disinterest, burnout, apathy, etc. According to
the research conducted by Jerrim and Sims (2019) in London, the most common
reasons for insufficient participation in professional development are the lack of
time due to work schedule, high costs of development and the lack of
encouragement. That is also in accordance with the results of the research
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conducted by Tomson and Hillman (2019) in Australia. These reasons are a
starting point in the search of the better ways of encouraging teachers to develop
professionally and improve their knowledge and abilities. Should the negative
influences and factors be eliminated, teachers could be motivated to participate in
professional development more frequently.

As stated earlier, the existing research focused on types, significance and
ways of organisation of professional development programmes, as well as the reasons
for teachers’ (non-)participation in them. Taking that into consideration, this research
examines what types of professional development Serbian teachers of English as a
foreign language participate in. It also examines the reasons why teachers partake in
professional development, as well as why they do not do so more frequently. The
analysis of the most frequently applied types of development may serve as a grounds
for more detailed research of those types and their potential improvement. Apart from
that, understanding the main reasons for (non-)participation in professional
development is a potential step towards encouraging teachers to participate, which
could significantly improve the quality of their teaching.

3. METHOD

This research was conducted with the aim to examine the types of
professional development in which Serbian teachers of English as a foreign
language participate. Another goal of this research was to establish the reasons for
professional development or the reasons for the lack of participation in it. The
research was qualitative and the analysis used was grounded theory. This included
the descriptive representation of assumptions and results, as well as drawing
conclusions during the analysis process according to the explanations in the
manual by Creswell and Creswell (2018). This type of research was selected as the
most efficient one in accordance with the nature of data obtained and the research
topic. Namely, given that the participants in the research answered the questions
regarding the reasons for their (non-)involvement in professional development in
their own words in addition to the options offered, any type of quantitative
analysis seemed inadequate. Therefore, observation and study of individual
responses and their descriptive analysis proved to be the most suitable option.
Furthermore, as previous research paid little attention to the reasons for teachers’
(non-)involvement in professional development, it was not possible to form
hypotheses and examine them through quantitative research. Consequently,
observing information and forming assumptions during the analysis was an
efficient way of processing the obtained data.
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3.1. Participants

This research involved 133 teachers of English as a foreign language from
Serbia, 8 of whom were male and 125 of whom were female. The disproportion
between male and female participants was expected and can somewhat be
explained with the data from the Statistical Office of the Republic of Serbia from
the academic 2021/22, which showed that the majority of teachers in Serbia were
females. In primary and secondary schools 73.54% of teaching staff were females,
while that number was 52.27% in institutions of higher education (RZS 2023).
Therefore, although the sample is not balanced, it can be said that it is a reliable
representation of the population of teachers of English as a foreign language in
Serbia. The teachers who participated in the research were employed in both the
public and the private sector — in primary and secondary schools, at faculties, as
well as in private schools. The category other includes the teachers with more than
one place of employment. As Table 1 shows, 42.1% of teachers were employed in
primary schools, 19.5% in secondary schools, 6% at faculties, while 29.3%
worked in private schools or language centres. The category other includes merely
3% of the participants in the research.

Place of employment
i i Total
Primary Secondary Faculty Private Other
school school school
N 1 0 2 4 1 8
Male
% 0.8% 0.0% 1.5% 3.0% | 0.8% 6.0%
N 55 26 6 35 3 125
Female
% 41.4% 19.5% 4.5% 26.3% | 2.3% 94.0%
N 56 26 8 39 4 133
Total
% 42.1% 19.5% 6.0% 29.3% | 3.0% | 100.0%

Table 1. Cross-tabulation of the sample according to the gender and place of employment

3.2. Instrument

The instrument used in this research was a questionnaire created by
adapting the Teaching and Learning International Survey (OECD 2018), whereby
relevant questions regarding teachers’ professional development were singled out
for the questionnaire used in data collection for this paper. The questionnaire
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focused on the participants’ involvement in formal and informal ways of
professional development and they were asked to mark all the ways of
professional development they had applied during the previous eighteen months.
The first part of the questionnaire also requested demographic data about the
informants, including their gender, age, level of education, place of employment
and years of experience in teaching. The questionnaire did not require the
participants to enter their names or any other information which may identify
them, which ensured complete anonymity, in order to encourage utmost honesty in
the participants’ responses. The participants were also asked to select the reasons
why they participated in professional development, as well as the reasons why
they did not do so more frequently. It was distributed in English, primarily since
that was the language of the original questionnaire and the language which
teachers of English as a foreign language understand. A complete version of the
questionnaire can be found in the appendix.

3.3. Procedure

As stated before, the data was obtained through the questionnaire which
was distributed online through a variety of social networks and through mailing
lists. The type of qualitative analysis that was applied was grounded theory, which
involved forming theories during the processing and analysis of the data obtained,
as elaborated by Creswell and Creswell (2018). The analysis was preceded by
sorting and categorisation of the data obtained. The reasons for involvement and
non-involvement in professional development were observed separately, then in
relation to the place of employment. Different reasons were grouped, then
participants’ experiences were observed and later presented numerically.

4. RESULTS

The first observed factor was the frequency of formal and informal ways
of professional development. Seven ways of formal and three ways of informal
professional development were examined. As can be seen in Table 2, the
informants participated in informal ways of professional development more
frequently than in the formal ones. In terms of formal development, courses,
workshops, conferences and seminars were prevalent, while informal dialogues
with colleagues regarding the improvement of one’s own teaching practice were
the most common informal ways of development.
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Number of uses %
Courses/workshops 95 71.43
Conferences/seminars 74 55.64
Qualification programmes 17 12.78
Formal Observational visits to other schools 25 18.80
Participation in teacher groups aimed at
development develogment o 58 4361
Researching relevant topics 61 45.86
Peer mentorshlp/_lnstructlon among 46 34 59
colleagues organised by schools
Reading professional literature 95 71.43
Informal Watching useful content 116 87.22
development - :
Informal dialogue with colleagues 128 96.24

Table 2. The frequency of application of formal and informal professional development

Afterwards, the reasons for participation or the lack of participation in
professional development were examined. Prior to the analysis the data was sorted
in the following manner: the reasons were arranged according to the frequency of
repetition, in order to discover the ones which were most frequently cited. Then,
the participants’ responses in regards to place of employment were sorted into
three groups: public sector, private sector and other. Subsequently, the correlation
between place of employment and reasons for participation or non-participation
was examined. Lastly, a simple descriptive statistics was applied, in order to reach
potential conclusions.

When it comes to the reasons for undergoing professional development,
the options were “I wanted to improve myself as an EFL teacher,” “I was required
to do so by the employer/the law/studies,” or other reasons which the participants
could list. As shown in Table 3, 81.2% of the participants chose the desire to be
better teachers as their reason for professional development, while 12.78% were
required to participate in professional development by the law, their employers or
studies. The remaining 6.02% cited other reasons, which were: to satisfy their
interest in modern approaches, to learn to deal with matters not taught by the
curriculum, out of curiosity, etc.
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Reasons for participation in professional development N %

I was required to do so by my employer/the law/studies. 17 12.78
I wanted to improve myself as an EFL teacher. 108 81.20
Other 8 6.02

Table 3. Reasons for participating in professional development

The reasons for participation in professional development were analysed
in relation to place of employment. As Table 4 shows, 81.11% of teachers from
the public sector improve their competences in order to be better at their job and it
is very similar in the private sector (82.05%). On the other hand, 12.22% of
teachers in the public sector and 15.38% of the teachers in the private sector attend
professional development due to external demands. Lastly, the final group of
participants chose other reasons for participating in professional development.
However, given that the number of these participants is small and their reasons
varied, a detailed analysis would yield no significant results and the generalisation
would not be possible based on the data obtained.

Desire to be better at their job | External demands
Public sector 81.11% 12.22%
Private sector 82.05% 15.38%
Other 75.0% 0.0%

Table 4. Place of employment and reasons for participating in professional development

Particularly significant results were obtained from the responses to the
guestion why the participants did not participate in professional development more
frequently. They included the lack of prerequisites such as qualifications,
experience, seniority, etc., inability to afford professional development, lack of
employer support, inability to coordinate development with work schedule, lack of
time due to family obligations, insufficient options for professional development,
burnout and apathy. Since the majority of the participants named more than one
reason, the number of occurrences of each reason among the data obtained was
calculated, as well as the percentage of frequency (see Table 5). Cumulative
percentages are shown in order to enable the comparison of frequency with which
all reasons occurred. As Table 5 shows, the conflict between work schedule and
professional development is the most commonly named reason for the lack of
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professional development, with the frequency of 28.24%. Next, the lack of time
due to family responsibilities appeared with the frequency of 22.35% and the lack
of finances among 19.61% of informants. Insufficient options for professional
development made 19.61% of the reasons, while the lack of employer support
appeared with the frequency of 8.24%. The lack of prerequisites such as seniority,
experience, etc. made 6.27% of the reasons for the lack of development, while
emotional exhaustion and apathy made 0.39%.

Reason for not participating in professional Number of times %
development the reason was selected
Lack of prerequisites 16 6.27
Lack of money 50 19.61
Lack of employer support 21 8.24
Conflicts with work schedule 72 28.24
Family responsibilities 57 22.35
Lack of suitable offer 38 14.90
Burnout and apathy 1 0.39
Total 255 | 100.00

Table 5. Reasons for not participating in more professional development

The following section presents the analysis of the results and discussion,
in order for the results to be contextualised and their implications in teaching
practice clearly presented.

5. DISCUSSION

The main purpose of this research was to examine the ways of
professional development of Serbian teachers of English as a foreign language, as
well as to understand the reasons for their (non-)involvement in professional
development. Research of this type highly contributes to a better understanding of
the manners in which EFL teachers develop their professional knowledge,
competences and skills. It also provides an insight into the reasons why teachers
find it important to develop professionally and why they do not do so more
frequently. These findings shed light on the most efficient encouragement that
educational institutions can provide to their teachers in order to advance their
expertise, thus potentially improving their teaching practice.

Investigating the frequency of formal professional development in
comparison to the informal one showed that the participants in this research more




HOW AND WHY DO ENGLISH LANGUAGE TEACHERS...| 193

frequently applied informal methods of development, such as conversations with
colleagues, watching useful content, reading literature, etc. These results were
expected for multiple reasons. Firstly, informal ways of development are more
spontaneous than organised workshops, seminars, etc., so teachers can participate
whenever they wish to do so, thus eliminating the obstacle of the lack of time.
Next, this way of development is also typically free, so it does not require
additional funds, which is an advantage to many. In the end, in this manner
teachers can select the content they wish to read or watch, as well as the topics
they discuss, so their professional development is personalised to a great extent.
This was shown to be a highly significant factor in the research of Diaz-Maggioli
(2004). An example of informal professional development which could be useful
to teachers are teacher support groups on social media. Namely, these
communities may enable an exchange of experiences, materials and ideas and can,
therefore, be a significant aspect of communication among teachers. They could be
efficient in expanding the communication with teachers from other countries,
which might contribute to the intercultural approach to teaching. Apart from that, a
lot of educational institutions and organisations, such as Cambridge (2023), offer
free online seminars to teachers of English as a foreign language. They are also
available to teachers from multiple countries, which allows for additional cultural
exchange opportunities.

When it comes to the reasons for participating in professional
development, 81.20% teachers do it to be better at their jobs, while 12.78% do it
due to the demands of the law, their employer or studies, and 6.02% develop for
other reasons, some of which involve the combination of the previous two. A
positive conclusion can be drawn that the majority of teachers approach
professional development due to their own desire, not external demands. That is
significant given that motivated teachers commonly increase motivation in
students, which was confirmed in the research done by Ddrnyei & Ushioda (2011).
However, it is significant to mention that there is a potential limitation due to
which it is impossible to determine whether this is a realistic representation of the
situation. Namely, due to the nature of the questionnaire distribution (through
social networks and mailing lists), it can be assumed that the teachers who were
motivated to complete the questionnaire were the ones who are generally willing
to develop professionally. Therefore, the results cannot be generalised and
additional research with a larger number of responses is required, potentially
obtained through mandatory surveys in order to ensure a more objective
representation of the situation. However, observing solely the obtained data, it can
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be concluded that the teachers are dominantly motivated to develop professionally
in order to be better at their jobs.

Regarding the place of employment, the results showed that all three
groups of teachers attend professional development to be better at their jobs. The
comparison between the public and private sector showed that there are no
significant differences in reasons for professional development. It is important to
emphasise that professional development is mandatory for the teachers in the
public sector in Serbia. The Ministry of Education, Science and Technological
Development of the Republic of Serbia distinguished multiple ways of
professional development: trial lessons, presentations in meetings, review of
professional material, participation in projects, professional development
programmes through conducting training, professional gatherings such as
congresses, symposia, etc. (MPNTR 2021). Accordingly, it would be
advantageous to examine the teachers’ attitudes regarding these ways of
development, as well as the effectiveness of each of them. Since professional
development is an obligation for the teachers in the public sector, assessing its
efficacy could contribute to its quality and efficient implementation. Further
research is required in order to better examine the reasons for professional
development in various types of educational institutions. Such research may shed
light on the reasons for professional development and provide a better
understanding of teacher motivation.

Apart from the reasons for professional development, a detailed analysis
of the reasons for non-involvement was done. The most common reasons were
lack of time due to work schedule or family responsibilities. The third most
common reason was lack of financial means. These reasons potentially indicate a
large need for institutional support for teachers, in terms of better organisation of
schedule and higher financial support. Examining these results is extremely
significant for motivating teachers for professional development, since eliminating
negative impact may serve as a great incentive to teachers’ improvement of their
knowledge, competences and skills. Furthermore, it is significant to notice that
teachers should be motivated to focus more on informal ways of professional
development. As stated before, this way of development is free, which could
mitigate financial challenges that teachers encounter. Besides, it is also more
suitable and flexible in terms of schedules, unlike organised seminars,
conferences, observations, etc., so the issue of insufficient time is reduced.
Teachers can thus develop professionally when it is convenient for them, without
the requirement to fit strict development schedules into their own schedule, as well
as without wasting time on the commute, which is sometimes long for some
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formal development types. A drawback of informal ways of development is that
they cannot be counted in the point system for mandatory development.
Regardless, both ways of professional development are significant and they both
have their own role in the improvement of teaching practice and, therefore, in
future research.

6. CONCLUSION

The aim of this research was to better examine the ways in which Serbian
teachers of English as a foreign language develop professionally as well as to
analyse the reasons why they do or do not do so. The research which was
conducted for the purpose of this paper led to some possible conclusions.

Namely, EFL teachers who participated in this research mainly develop
professionally through informal ways of professional development, such as
conversations with colleagues, reading relevant literature or watching useful
content. The majority of them participate in development in order to be better at
their jobs and fewer of them due to the requirements of the law, their employer or
studies. The lack of professional development was explained by the lack of time or
money, so a potential solution may be encouraging teachers to informal ways of
professional development. These are not only suitable for different schedules and
obligations, but are also significantly less financially demanding in comparison to
other types of professional development. Encouraging teachers to professional
development could lead to them doing their jobs more efficiently, as well as to
other positive changes in teaching practice and teachers’ personal satisfaction.

The research presented in this paper has certain limitations which
primarily concern the imbalance between male and female participants due to
which the gender factor was not individually analysed. Therefore, additional
research with a more balanced sample of participants would be needed in order to
include gender in the analysis. Besides that, the research was conducted by
distributing the questionnaire via the internet, which could be another limitation
because the teachers involved in support groups and networks are typically those
who are highly motivated for personal and professional growth. That leads to the
conclusion that the results of the research cannot be generalised without an
additional involvement of a variety of participants. Furthermore, future research in
this domain could contain different types of data collection such as semi-structured
guestionnaires, which would provide richer and more detailed results and,
consequently, a better insight into the motivation and opinions of teachers. That
being said, the author of this paper emphasises the significance of exploring
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professional development of teachers of English as a foreign language and
encourages the participation in the development in order to increase teacher and
student motivation and teaching practice altogether.
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APPENDIX

This is a questionnaire about EFL teachers' professional development and their
use of motivational teaching strategies in the classroom. The answers you give are
completely anonymous and the information gathered will be used for research
purposes only. The questionnaire takes around 3 minutes to complete. | kindly
thank you for your time and effort!

Basic information

Gender: ___

Age:

Level of education: a) student b) bachelor’s degree ¢) master’s degree d) doctorate
degree

Place of employment: a) primary school b) secondary school c) faculty d) private
school €) other:

How long have you worked as a teacher?
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During the last 18 months, did you participate in any of the following Kinds of
professional development activities?

Courses/workshops (e.g. on subject matter or methods and/or other education-
related topics)

Education conferences or seminars (where teachers and/or researchers present
their research results and discuss educational problems)

Qualification programme (e.g. a degree programme)

Observation visits to other schools

Participation in a network of teachers formed specifically for the professional
development of teachers

Individual or collaborative research on a topic of interest to you professionally
Mentoring and/or peer observation and coaching, as part of a formal school
arrangement

Reading professional literature (e.g. journals, evidence-based papers, thesis
papers)

Watching useful content (e.g. videos about teacher improvement)

Engaging in informal dialogue with your colleagues on how to improve your
teaching

If you had participated in any mentioned means of professional development,
please signify the reasons for it: a) | wanted to improve myself as an EFL teacher.
b) I was required to do so by the law/the employer/studies.

Which of the following reasons best explain what prevented you from
participating in more professional development than you did (check all the reasons
that apply)? a) | did not have the pre-requisites (e.g. qualifications, experience,
seniority) b) Professional development was too expensive/l could not afford it. c)
There was a lack of employer support. d) Professional development conflicted
with my work schedule. e) | didn’t have time because of family responsibilities. )
There was no suitable professional development offered. g) other:
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KAKO SE1ZASTO (NE) NASTAVNICI ENGLESKOG JEZIKA USAVRSAVAJU?
Sazetak

Fokus ovog rada je profesionalni razvoj nastavnika engleskog jezika kao stranog, kao i
njihovi razlozi za (ne)ucestvovanje u njemu. Cilj istrazivanja bio je da se otkrije kako se
nastavnici engleskog jezika profesionalno razvijaju i da li to radije rade kroz formalne ili
neformalne nacine razvoja. Formalan profesionalni razvoj ukljucuje seminare, radionice,
konferencije, opservacije itd., dok neformalan ukljucuje éitanje i gledanje korisnog
sadrzaja, razgovor sa kolegama itd. Drugi znacajan cilj bio je da se ispita zaSto nastavnici
ucestvuju u profesionalnom razvoju, $to bi moglo da pruzi uvid u njihove stavove i
misljenja. Razlozi zbog kojih oni ne uéestvuju u profesionalnom razvoju takode su bili
ispitivani, kako bi se otkrili potencijalni izazovi sa kojima se nastavnici susrecu pri
unapredenju svojih karijera. To bi moglo dovesti do odstranjivanja tih izazova i
podsticanja nastavnika da unapreduju svoje znanje. S tim ciljem, sprovedeno je
kvalitativno istrazivanje tipa utemeljena teorija. Rezultati pokazuju da vecina nastavnika
ucestvuje u profesionalnom usavr$avanju iz licne Zelje da budu bolji u svom poslu, a ne
zbog zahteva okoline. Rezultati, takode, pokazuju da nastavnici ¢e$ée primenjuju
neformalne vidove razvoja, koji su pristupacniji i fleksibilniji u pogledu organizacije.
Zatim, razlozi za§to nastavnici nisu ¢e$ée uéestvovali u razvoju su nedostatak vremena i
novca. Moguce implikacije istrazivanje ukljuuju podsticanje nastavnika da se bave
neformalnim nacinima profesionalnog razvoja, jer su oni fleksibilniji i pristupacnji.
Povecano ucesée nastavnika engleskog jezika kao stranog u profesionalnom razvoju moglo
bi da dovede do sveukupnog pobolj$anja nastavne prakse.

Kljucne reci: profesionalno usavrSavanje, (ne)formalni vid usavrSavanja, razlozi za
usavrSavanje, nastavnik engleskog jezika, nastava.
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THE IMPACT OF FOREIGN LANGUAGE ANIMATED CARTOONS ON
PRESCHOOL CHILDREN: BENEFITS, CHALLENGES AND THE ROLE
OF SPEECH THERAPISTS IN SERBIA AND BOSNIA AND
HERZEGOVINA

ABSTRACT: This paper examines the impact of foreign language animated cartoons on
preschool children in Serbia and Bosnia and Herzegovina, highlighting both benefits and
challenges. While cartoons can enhance vocabulary, pronunciation, comprehension,
cultural awareness and second language acquisition, some speech therapists in these
countries express concerns. They argue that early exposure to foreign languages via
screens may cause confusion, language mixing, and excessive screen time. Some of this
scepticism contradicts current scientific findings. Interviews with speech therapists show
how expert opinions shared through popular media can shape caregivers’ practices, often
leading to misconceptions. As most caregivers rely on media for information rather than
scientific literature, this emphasises the need for researchers to communicate their findings
effectively to the public. The study reviews literature and empirical evidence, highlighting
the gap between media narratives and scientific research and offers practical
recommendations for educators, therapists, caregivers, and policymakers.

Keywords: animated cartoons, second language acquisition, foreign language
learning, speech therapists, preschool children, screen time, educational tools.

CRTANI FILMOVI NA STRANIM JEZICIMA | NJIHOV UTICAJ NA
DECU PREDSKOLSKOG DOBA: PREDNOSTI, IZAZOVI | ULOGA
LOGOPEDA U SRBIJI I BOSNI | HERCEGOVINI

APSTRAKT: Ovaj rad ispituje uticaj animiranih crtanih filmova na stranom jeziku na decu
predskolskog uzrasta u Srbiji i Bosni i Hercegovini, isti¢uci koristi i izazove. lako crtani
filmovi mogu poboljSati vokabular, izgovor, razumevanje, svest o kulturi i usvajanje
drugog jezika, neki logopedi u ovim zemljama izrazavaju zabrinutost u vezi sa tom
praksom. Oni tvrde da rano izlaganje stranim jezicima putem eckrana moZe izazvati
konfuziju, meSanje jezika uticati da deca provode previse vremena pred ekranom. Ovo
negodovanje je ponekad u suprotnosti sa rezultatima naucnih istrazivanja. Intervjui sa
logopedima pokazuju kako misljenja strucnjaka, izneta putem popularnih medija, mogu
uticati na staratelje da izvode pogresne zaklju¢ke. Buduéi da se veéina staratelja oslanja na
medije, a ne naucnu literaturu, ovaj rad naglasava potrebu da istrazivaci jasno javnosti



202 | Milena B. Mici¢

prenose rezultate svojih istrazivanja. Rad daje i prikaz literature i empirijskih dokaza,
ukazujuéi na jaz izmedu medijskih narativa i naucnih istrazivanja, te nudi prakti¢ne
preporuke za edukatore, logopede, staratelje i donosioce politika.

Kljucne reci: crtani filmovi, usvajanje drugog jezika, u¢enje stranih jezika, predskolska
deca, vreme ispred ekrana, obrazovni alati, logopedi.

1. INTRODUCTION

Animated cartoons, with their vibrant visuals and engaging narratives,
provide a unigue and enjoyable way to introduce preschool children to new
languages. The aim of this paper is to investigate how foreign language animated
cartoons impact language learning and acquisition among preschool children in the
Balkan countries, specifically Serbia and Boshia and Herzegovina (BiH). It
examines both the educational benefits and potential challenges associated with
using these cartoons as a learning tool. Additionally, the study explores the roles of
various stakeholders in this process, with a particular focus on how speech
therapists guide parents, educators, and other relevant parties in navigating the
advantages and drawbacks of screen-based learning.

To achieve these objectives, the paper is structured into two key sections.
The second section, Literature Review and Empirical Evidence, will present
an overview of existing research on the use of animated cartoons in language
learning, highlighting both theoretical perspectives and empirical findings.
Interviews with speech therapists from news portals are included, as they feature
experts who actively use these platforms to communicate with the general public.
Although these sources are not academic in nature, they represent a crucial part of
the ongoing public dialogue and reflect expert opinions that are shaping parental
attitudes and behaviours. Including these voices helps contextualise the issue
within the societal and cultural framework in which it is being discussed,
highlighting the gap between academic research and public perception.

The third section, Discussion, will delve into the benefits and challenges
identified in the literature, offering a balanced perspective on the use of
animated cartoons.  Pedagogical Implications will explore practical
recommendations for preschool and university educators, parents, speech
therapists, researchers and policymakers. It will emphasise the importance of
speech therapists in guiding the use of animated cartoons to ensure that they
contribute positively to foreign language learning and acquisition. This section
will also suggest integrating animated cartoons into preschool curricula in a way
that supports overall developmental goals.
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By examining these aspects, this paper aims to contribute valuable
insights into the potential of foreign language animated cartoons as a tool for
early language acquisition and learning and to offer practical guidance for
their effective implementation in preschool education within the Balkan
countries.

2. LITERATURE REVIEW AND EMPIRICAL EVIDENCE

Late 20™ and early 21 century research into language acquisition, aided
by non-invasive brain imaging technologies, has consistently shown that early
exposure to multiple languages can significantly enhance children’s linguistic and
cognitive abilities (Kuhl 2010). However, capturing preschool children’s attention
and maintaining their interest in language input is more challenging compared to
other age groups. Therefore, teaching materials for foreign language learners, no
matter how skilfully designed, may not provide the same level of motivation as
authentic, age-appropriate input aimed at native speakers. A growing body of
research examines whether authentic media materials, such as popular animated
cartoons, affect second language acquisition and the results are promising (Pros$i¢-
Santovac 2017).

Krashen’s Input Hypothesis, one of the most influential theories in
second language acquisition, suggests that we acquire language through exposure
to comprehensible input while maintaining a positive affective filter (Krashen
1982). Age-appropriate and engaging animated cartoons can serve as
effective sources of comprehensible input. In addition to effectively
capturing children’s attention, animated cartoons create a strong picture-word
connection that aligns with the “here and now” principle. Cartoons often use
simple, clear language and visual cues that help children understand the context
and meaning of what is being said, even if they are not yet familiar with all
the words. Furthermore, cartoons frequently use repetitive language and phrases,
which can help reinforce vocabulary and language structures, as “repetition has
always played a part in language learning” (Harmer 2007: 56). Equally
importantly, animated cartoons are authentic materials. Authentic materials matter
because they often reflect the cultural elements of the target language, providing
children with a broader understanding of the language by fostering cultural
awareness in context (Radi¢-Bojani¢ 2020). This cultural exposure can enhance
foreign language learning by making it more relevant and interesting. Additionally,
cartoons are widely accessible and can be easily integrated into daily routines,
allowing for consistent and frequent exposure to the target language, which is
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essential for language learning and acquisition.

However, many researchers are critical of using screens as language
learning tools, arguing that they lack modified input and interaction. They
acknowledge evidence that specific vocabulary items can be learned through
exposure to television programs (Kuhl et al. 2003: 9099), but their research does
not show that more complex aspects of language can be acquired from TV
exposure. Nevertheless, animated cartoons have sparkled worldwide research
interest as potential language learning tools. One of the earliest articles on this
topic, published in the 1990s, featured a case study from Finland (Jylhéa-Laide
1994). In the 2000s, several European researchers extensively analysed popular
cartoons for their linguistic content. One study concluded that “Peppa Pig is a
hidden treasure for language learning and that the series can be used to teach
authentic everyday language, vocabulary, and lexical chunks to very young
EFL learners” (Alexiou & Kokla 2019: 28). Similar findings were reported
for Dora the Explorer (Kokla 2016). This topic has also attracted
significant attention in Asia (Alghonaim 2020; Mahbub 2023; Trota et al. 2022).

The enthusiasm about the potential of screens as learning tools is marred
by concerns about the overall impact of screen use on young children. Screen
time usage among children under five has significantly increased, with American
toddlers spending around two hours a day in front of screens (Rideout et al.
2003). The effects of this practice are highly controversial, as there are no
conclusive and consistent scientific findings about the benefits and risks (Beatty
& Egan 2020). Consequently, some researchers call for urgent longitudinal
studies to understand the long-term effects of screen time on very young
children, enabling caregivers and educators to provide better guidance
(Cerniglia & Cimino 2020).

2.1. Foreign Language Animated Cartoons and Speech Therapists in Serbia and BiH

An increasing number of toddlers and preschoolers in Serbia and
BiH use English words and phrases in everyday communication. The public
became aware of this issue through warnings from speech therapists, child
psychologists and other childhood development experts, who have been
interviewed by news portals aimed at parents and caregivers. One article
begins by stating that children under the age of four progressively mix Serbian
and English in their speech and experts attribute this primarily to the excessive
watching of cartoons in a foreign language. In the same article, a well-known
speech therapist in Serbia stated:
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Children watch foreign channels a lot. They do not have enough time to form a
base of their native language and they have already started adopting foreign
words. It is a disease of the modern age." (Cabarkapa 2017)

The text ends with a recommendation for an obligatory visit to a
speech therapist “when, unfortunately, a problem does arise and your child
speaks the Serbian-English language... The parent must turn off the mobile
phone, television, tablet, computer. Such a child must exclusively listen to the
Serbian language” (Cabarkapa 2017). Another speech therapist in Serbia is of a
similar opinion:

Studies have shown that watching cartoons in a foreign language negatively

affects children’s speech development. While some children may be more

affected than others, it surely does not promote healthy language development.

Children exposed to content in languages like Russian or English have acquired

these languages as their mother tongues. Parents may mistakenly take pride in

their child speaking a foreign language, believing it to be a sign of intelligence,
which is not necessarily true. From our perspective, this calls for early
intervention. We advise that children should not be exposed to cartoons,
particularly in a foreign language, until they have developed their mother tongue.
(Jovanovi¢ 2020).

Similarly, a Bosnian news portal reports that the excessive use of
technology at an early age can lead to speech development disorders, as
evidenced by a number of children who spoke their first words in a language they
had invented. The interviewed speech therapist states that it is often the case that
a child does not speak clearly or articulately, but mixes Serbian and English
words when communicating. “This happens because the child is not yet mature
enough to distinguish between the two languages... Essentially, the child ends up
not fully knowing either language and this issue needs to be taken very
seriously” (Ivanovi¢ 2018).

Despite the warnings issued by speech therapists, an increasing number
of preschool and school-aged children as well as university students in
Serbia and BiH demonstrate a surprising level of English listening and speaking
skills without showing any language problems. Media reports and videos
highlight children who started speaking English early in childhood (Mi¢i¢ 2015a;
Mici¢ 2015b; Mici¢ 2017). Parents generally report that their children, despite
never living in an English-speaking country or attending language classes, picked

L All the translations from Serbian into English were done by the author of this paper.
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up the language from screens, primarily from English-language cartoons.

English teachers in Serbia and BiH anecdotally report similar findings,
observing pupils and students who have never lived in an English-speaking
country, yet exhibit very strong language skills and native-like pronunciation. As
this cannot be fully explained by formal instruction, some research suggests that
animated cartoons may play an important role. A study conducted at a university
in BiH found that students with strong English-speaking skills, particularly in
spontaneous situations, had watched animated cartoons and played computer
games in English during early childhood. Their speech is characterized by fluency,
an accent closely resembling that of native speakers, sound assimilation, the use of
filler words and hesitation markers (e.g. ‘kind of,” ‘sort of’), colloquial and slang
expressions (e.g. ‘My English is a bit shaky,” ‘You've got me there,” ‘Sorry, I
didn’t catch that’), a rich vocabulary, an appropriate balance of formality, and
verbal and non-verbal politeness (Mi¢i¢ 2017).

Teachers of other foreign languages, such as German and Spanish, report
similar cases in informal conversations. Paradoxically, this phenomenon has not
been extensively studied in either Serbia or BiH.

3. DISCUSSION

Petitto & Dunbar (2004: 4) have highlighted the significance of
introducing foreign languages to children at an early age and the effectiveness
of foreign language animated cartoons in capturing children’s interest and
conveying language and cultural concepts. However, some researchers
(DelLoache et al. 2010; Kuhl, Tsao, & Liu 2003) express scepticism about using
screens for language learning, noting that such methods often lack the
necessary interactive and adaptive input crucial for language development.
While there is considerable excitement about the possibilities screens offer as
educational tools, this optimism is tempered by worries regarding the
broader effects of screen exposure on young children’s development. Based
on the reports, interviews and research discussed in this paper, it can be
concluded that toddlers and preschool children in Serbia and BiH are frequently
exposed to foreign languages through screens. A growing number of these
children mix their native language with words and phrases from the foreign
language they have encountered via the media. Some speech therapists in
Serbia and BiH, as shown in Section 2.1, view this language mixing as
detrimental. Additionally, some parents, language teachers and speech therapists
assert that children have even acquired foreign languages through screen
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exposure alone.

These claims, however, often conflict with established scientific theories
and findings in language acquisition, raising critical questions about this
phenomenon. Notably, early exposure to another language does not cause
language delays or confusion in children (Petitto & Kovelman 2003). Further,
children are able to differentiate the language systems from birth (Genesee
1989: 175). Language mixing might actually be an indicator of early bilingual
development, often considered a form of code-switching. It has been suggested
that “code-switching may be a good indicator of bilingual fluency for children who
are still learning English as their second language” (Reyes & Ervin-Tripp, n.d.).

Generally, research supports the notion that earlier exposure to a second
language is beneficial (Birdsong & Molis 2001; Hakuta, Bialystok, & Wiley
2003). However, this view is not without its critics. Some studies highlight
potential drawbacks of early second language exposure, particularly when the
child’s first language is not adequately supported. For example, Cummins (2000)
warns that neglecting the first language in favour of early second language
learning can lead to “semilingualism,” where children may develop issues in both
languages. Similarly, De Houwer (1999) argues that without strong support for the
native language, early exposure to a second language can cause confusion and
interfere with overall language development. Thus, while exposure to a second
language at an early age can be beneficial, it is essential to also ensure that the first
language receives adequate support and development.

Though high-quality screen content can enhance certain aspects of
language learning, the scientific community firmly rejects the idea that a
language can be acquired through screens without human interaction
(Conboy et al. 2015). However, emerging empirical evidence challenges this
view and suggests the need for more interdisciplinary research to better
understand this phenomenon.

The interviews with speech therapists on news portals illustrate how some
experts are leveraging accessible media to influence everyday practices, which is
highly relevant to the study’s exploration of language exposure and development
in children. Considering that most parents do not read scientific papers but tend to
trust the opinions of experts presented in popular media, this trend is particularly
worrying as it can lead to misconceptions and potentially uninformed decisions
about children’s language development.

What seems to be missing from expert discussions in popular media is the
recognition that early exposure to foreign languages through cartoons is a highly
individualized process shaped by factors such as a child’s age, attention span and
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language development level. The overall quality and quantity of daily interactions
with parents are essential. When children have plenty of meaningful interaction
throughout the day, a moderate amount of screen time can be more acceptable.
However, without such interactions, the effects of screen time may become more
significant. The context in which cartoons are watched is also critical. Watching
with parents and discussing the content can enrich the learning experience, while
solitary viewing without opportunities for engagement may be less effective.
Ultimately, it should be pointed out that balancing screen time with interactive,
enriching experiences is key to maximizing the benefits of foreign language
exposure through cartoons.

3.1. Pedagogical implications

Conflicting advice about introducing other languages at a young age often
leaves parents and caregivers uncertain about what steps to take. They see how
some schoolchildren and adults have greatly benefited from early contact with
foreign languages, yet they worry that the same approach might lead to language
difficulties for their own children (Petitto et al. 2001: 454). Thus, collaboration
among parents, speech therapists, university and preschool educators, as
well as researchers is crucial. By working together, parents and professionals
can share insights and develop comprehensive strategies that address the needs
and concerns of all stakeholders involved in early childhood language education.

To improve education at the university level for speech therapists
regarding second language acquisition and typical misconceptions, the faculties
should offer in-depth courses on the topic (Psycholinguistics, Neurolinguistics,
etc.) to help students understand how the brain processes multiple languages
and what the implications for speech therapy are. There should be sessions
dedicated to debunking common myths, such as the misconception that
early exposure to multiple languages causes confusion and language delays. When
a child in Serbia or BiH has language and other developmental difficulties and
watches cartoons in English or other foreign languages, speech therapists
should be aware that the issue may be due to excessive screen time and
insufficient exposure to native Serbian and not due to the exposure to foreign
languages. It is important for parents and educators to hear from speech
therapists and other professionals that there is no scientific evidence that exposure
to a foreign language harms a child’s language development.

Speech therapists should help preschool educators and parents
understand that children develop stronger language skills in the language
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they are most exposed to. A balanced approach should be recommended,
allowing children to watch foreign language cartoons in moderation while setting
daily limits on screen time. This should be complemented with interactive,
off-screen language learning activities. Since children who only listen to a
language without actively communicating often struggle with expressive
language skills, it is important for them to engage in interactive dialogue where
they can practise and experiment with languages. Therefore, speech therapists
should encourage parents and educators to participate in interactive language
activities, such as having quality daily conversations in the child’s native language
and a foreign language if possible, reading age-appropriate books, and engaging in
storytelling and play-based learning.

Parents should also be informed that exposure to other languages
can lead to bilingualism or multilingualism, and they should understand
the benefits and other implications early bilingualism/multilingualism can
have for a child. There is also a need for qualified bilingual speech therapists in
Serbia and BiH, as they can distinguish between typical bilingual language
development (such as code-switching) and genuine language impairments.
Without this expertise, monolingual therapists might misinterpret normal
bilingual behaviours as signs of a disorder.

Research by Jovanovi¢ and Mastilo (2022), while focused on Spanish
language teachers in Serbia, offers valuable insights that apply broadly to the
initial education of all foreign language teachers. Their findings highlight the
concerning lack of attention given to developing psychological, pedagogical, and
methodological competencies for working with young children. Furthermore,
foreign language teachers rarely gain practical experience in preschool settings,
which leads to the underutilization of a critical period for language development.
To address these shortcomings, the inclusion of specialized courses on these topics
in teacher education curricula is highly recommended.

This situation highlights the need for researchers in Serbia and BiH to
actively engage with the public, ensuring that scientific findings are communicated
clearly and accessibly. Researchers in second and foreign language acquisition
should not disregard the evidence from children who claim to have learned a
second or foreign language through screen exposure (Jylhd-Laide 1994; Micié¢
2015a; Mici¢ 2015b; Mi¢i¢ 2017). There is significant potential for research into
how cognitive engagement, linguistic input, and the socio-cultural context
provided by media interact, as well as how the engaging and interactive nature of
animated cartoons can serve as a powerful tool in second or foreign language
acquisition and learning.
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Additionally, the field of second or foreign language acquisition seems to
receive insufficient attention from researchers in related disciplines like
psychology. Notably, there is currently no scientific journal in Serbia specifically
dedicated to the study of early foreign or second language acquisition and teaching
(Jovanovi¢ & Marici¢ 2024: 28).

Policymakers should consider the findings of this study when
developing guidelines for early childhood language education. Policies should
support the use of foreign language animated cartoons as a valuable
educational tool while also addressing the concerns. Additionally,
collaboration with educators and speech therapists is crucial to ensure the
content is age-appropriate and pedagogically sound. Ongoing research
and feedback mechanisms should be established to continuously evaluate and
improve the effectiveness of these educational tools.

All things considered, while foreign language animated cartoons
offer significant potential for enhancing language and other cognitive skills in
preschool children, their use must be carefully managed and supported by a
comprehensive, interdisciplinary approach. By doing so, we can maximise the
benefits of this educational tool while minimising any potential drawbacks.

4. CONCLUSION

This study has illuminated the complex effects of foreign language
animated cartoons on preschool children in Serbia and Bosnia and Herzegovina,
highlighting both the promising benefits and the critical concerns associated with
their use as educational tools. The conflicting viewpoints between speech
therapists and proponents of early exposure to foreign languages underscore the
urgent need for a more informed, interdisciplinary approach. Furthermore,
bridging the gap between scientific research and public understanding is essential.
Since parents often rely on media rather than academic studies, it is crucial for
researchers to communicate their findings more clearly and make it more
accessible to the public. By fostering greater collaboration among researchers,
educators, parents, and speech therapists, well-rounded and practical solutions for
integrating animated cartoons into early childhood education can be developed,
maximizing their benefits while addressing legitimate concerns.
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CRTANI FILMOVI NA STRANIM JEZICIMA | NJIHOV UTICAJ NA DECU
PREDSKOLSKOG DOBA: PREDNOSTI, IZAZOVI I ULOGA LOGOPEDA U SRBIJI I
BOSNI I HERCEGOVINI

Sazetak

Kroz pregled literature i empirijskih dokaza, ovaj rad istrazuje uticaj animiranih crtanih
filmova na stranom jeziku na decu predskolskog uzrasta, sa akcentom na Srbiju i Bosnu i
Hercegovinu. Uz kontrolu vremena provedenog pred ekranima, animirani crtani filmovi,
koji sadrZajem i na¢inom prikazivanja odgovaraju uzrastu i interesovanjima dece, nude
izuzetan potencijal za poboljSanje izgovora, vokabulara, vestina razumevanja, stvaranje
kulturoloskog konteksta i olak$anje usvajanje drugog ili stranog jezika u ranom detinjstvu.
Uprkos ovim prednostima, jedan broj logopeda pokazuje negodovanje u vezi sa ranim
izlaganjem stranom jeziku putem ekrana. Tvrde da ta praksa dovodi do konfuzije kod dece,
mesanja jezika i prekomernog vremena ispred ekrana, te glasno upozoravaju roditelje na
njen iskljucivo negativan uticaj na jezicki i sveukupan razvoj predskolaca. Deo njihovih
kritika je u suprotnosti sa rezultatima naucnih istrazivanja, na §ta se ukazuje u radu.
Pedagoske implikacije odnose se na univerzitetske i predSkolske edukatore, logopede,
roditelje, istrazivace i kreatore obrazovnih politika. Rad promoviSe uravnotezen pristup
animiranim crtanim filmovima na stranim jezicima, predlazuci dnevne limite za koris¢enje
ekrana i ukljucivanje interaktivnih, vanekranskih aktivnosti za ucenje i usvajanje jezika.
Ukazuje se na vaznost uc¢esc¢a stru¢njaka u javnom diskursu u cilju informisanja roditelja o
znaCaju ranog izlaganja drugim i stranim jezicima, kao i znacaj interdisciplinarnog
pristupa, koji je kljucan za kreiranje efikasnijih obrazovnih strategija, koriste¢i prednosti
animiranih crtanih filmova i istovremeno otklanjati potencijalne nedostatke.

Kljucne reci: crtani filmovi, usvajanje drugog jezika, ucenje stranih jezika, predskolska
deca, vreme ispred ekrana, obrazovni alati, logopedi.
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Baxan TeopHjckM W TpakTHYaH IONPHHOC (pa3eoAUIaKTHUIU, TPaHH
(paszeonoruje koja ce 0aBu 00pagoM (pazeosoru3amMa y HACTaBU MaTePHET U
CTPaHOT je3WKa — TIPEeICTaBJba NPUPYIHUK Apujaonuna nHum aytopku bpanke
Bapuor, Annte Xpmwak u Jlumuje MunkoBuh. Peu je o menmy mHOBaTuBHOT
cajpkaja W KOHIENIMje YHji Ce alIMKaTHBHHU 3Ha4yaj] Be3yje NpPeBacXOoIHO 3a
HAaCTaBHy TMpakcy, TAe CBOjy (QYHKIOHjy OCTBapyje y IIHUbY YyHampehema
(dpaseornomke KOMIETEHIMjE YYEHHKA, Ka0 BaKHE KOMIIOHEHTE KOMYHHKATHBHE
KomIieTeHnyje. HaBeneHa KOMIeTeHIja ce y CaBpEMEHOM METOIMYKOM 00pacity
W3/IBaja Kao CYyIITHHCKA TauyKa OBIIA/IaBarha je3UKOM (CTPaHUM, ald U MATCPEHHM).

®pazeonomky KOpIyc Koju je odpaleH y NMPUPYIHUKY Apujaonuna Hum
yuHe (hpa3eosIomke jeqUHUIE MOPEKIOM W3 TPUYKE MHUTOJIOTHjE M CTaporpuke
HCTOpHje, KOje Ce ymnoTpeOshaBajy Kao HMHTECPHALMOHAIU3MHU Y DPa3IUYUTUM
jesunuMa M OMJIMKY]y C€ TPEeBACXOMHO KHIUIIKUM KapakTepoM. JlOMHHAHTHY
rpyIny 4nHe (pa3eosIoTU3MH KOjH Yy CacTaBy callpyKe OHOMACTUYKY KOMIIOHEHTY
KOja JMPEKTHO acollipa Ha aHTUYKy KYIATYpy U MUTOJIOTHjy, Kao Ha TpuMep:
Cusugpos nocao; Tammanogse wmyke, Illanoopuna xymuja, [Hamoxnos mau;
Apujaonuna num; Axunosa nema;, Apeycoee ouu; Ayeujeee/Ayeujune wmaine,
Xepkynos nocao; Cghuneuna 3saconemxa, nozoouna je Amoposa/Kynudonosa
cmpenuya xoea; Mxapoe nem, Utn.

VY KOMITO3HIIHOHOM CMHUCIY, Kibury umHe cienehu cermentn: Uvod (7—
12), Popis frazeodidaktickih clanaka (13-14), Frazeodidakticki clanci (15-226),
Frazeodidakticke vjezbe (227-240), Literatura i izvori (241-243), Biografije
autorica (245-246).

Y yBOOHOM TEKCTYy HCTMYE C€ Ja je OCHOBHAa CBpXa OBOT
,,Opa3ecoquIakTUIKOr MPUPYYHHKAa HOBora kopa” moBchame (¢paseoorike
KOMIIETEHIIMj€ CPEbOIIKOJIICKAX YYCHHKA, AId W CBHUX HHCTOBHX YHWTaalla.
Opnabpanu (pa3eoomKu KOPIMyc — Ppa3eosIoru3Mu KOjU OJpakaBajy pasIuduTe
KyJITypHE HH(QOpMAaIHje U3 TPUKE MUTOJIOTH]€ U UCTOpPHUje — MO0 PeYHMa ayTOPKH,
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Crajia y ONINTH WHTEIEKTyalHHd (Hpa3eoomKyn BokalOylap, Ymju ce MoJel
U3rpajilbe MOXKEe TEMEJbUTH Ha TEOPHjU ABOCTPYKOr Koaupama. Ha oBoj Teopuju
3aCHHUBA C€ TIPEMHCa KOjOM Cy c€ ayTOpKe BOAWIIE MPHU CaJpPKUHCKOM OOJIHKOBALY
NpUpPyYHHKA, a TO je TMPETIIOCTaBKa Ja ce KOMOWHOBameM BepOalHOT U
HeBepOanHOr MarepHjana (je3nka, Kao BepOaJIHOT, W CIIHKE, Kao HeBepOasHOT)
Moke moBehaTu BepoBaTHoha ma he peun akTuBHpaTH oApeleHe MEHTAHE CIIUKE
¥ OOpHYTO, IITO JOIPUHOCH JIAKIIIOj CIIO3HAJU U YCBajamy cajapikaja Koju ce yue.

LlenTpanin W  HAjOOMMHHWjU  [€0 KIbUIE  MPeACTaBibajy  T3B.
(hpa3eoqUIAKTHYKKA WIAHIM, y OKBHPY KOJjUX je TIpe3eHToBaHa onxadpaHa
(hpaszeonomka rpaha (ykymHo 35 ¢dpaszeosnoruszama). Haume, cBaka ¢paseosonika
jeIVHHIIA OMHCaHA je y OKBHPY MOCEOHOT PEYHHYKOT YIAHKA, a CBAKU WIIAHAK
JOHOCH JBE WIIyCTpaluje, ocllamajyhu ce Ha TOMEHYTy TEOpHjy IBOCTPYKOT
KOJWpama: WIYCTpalyjy JOCIOBHE CIIEHE M3 IPYKE MHTOJIOTHje W HCTOpHjEe Ha
K0jOj ce 3acHWBa (Ppa3eolONIKO 3HAYEHE M WIYCTPAIMjy MPEHECEHOT 3HadeHa
(paseonoruzma. OBa AMIAKTUYKA CTpaTervja yreMesbeHa je Ha 3aKJbydllMa W3
TICUXOJIMHIBUCTUKE KOJU CYy BE3aHH 32 YHLCHHMILY Ja JbYJICKU MO3aK Ha Y3pacTy O
TpUHAeCTe 10 JCBETHAECTEe TOJMHE MOCTaje crnocobaH Jia pasyMme arcTpakTHe
KOHIIENITe, Ka0 W Ha TEe3d KOTHUTUBUCTA O JIEKCUYKO] peNpe3eHTalHUjH
(paszeosnoruzamMa y MEHTATHOM JICKCUKOHY.

Y CTpYyKTypW pEUYHMUKOI WIaHKa Ha MPBOM MECTY HAaBOJU CE€ KAHOHCKH
0o0nMMK  ¢pa3eosonike jeaUHHIE, UCHOJ Kojer ce HaBoau jaeduHHUIMja
(dpazeonomkor 3HavYewa. HakoH Tux QopManHux enemeHata (OApEAHUIE U
JeQUHUIMje) CIeN 3aHUMJBMB TEKCT Ca Pa3UYMTHM THUIIOBMMa MHGOpMaImja
KOjeé Cce acoIMjaTHBHO MOTy TIOBE€3aTH Cca CEeMaHTUKOM oOpahjuBaHOT
(paseosioruzMa, a KojeM je IWJb Jia YMTAOlMMa NOOyIu MaXKiky U H3a30BE
pallo3HANIOCT 3a MPUYOM Koja ciequ. HakoH yBOJHOT Jienia Koju je y QyHKIHju
MOTHBHCama YHTaJaNa, CIeIy eTUMOJIONIKA Mpe3eHTanuja (paseonoru3ma. OHa
1oipa3yMeBa HaBOlEemHe MUTOJIOIIKO-UCTOPH]CKUX HH(OpMaIIKja Koje ce Hajla3e y
no3aguHd (pazeosoOmKOr 3Hauewa. ETuMonomka objammema mnpahena cy
WIYCTPAllMjoM JIOCJIOBHE CIIeHE, Jare y (YHKIHWjH JIaKIIer pa3yMeBarba
MpeHeceHor 3Hadewa (paseosorusma. [loTom ciiefn 0o0jalllbebe CEMaHTUYKU
TPaHCIIOHOBAHOT 3HAYEHa, Koje ce Takohe TMOoTKperbyje oxarosapajyhom
WIIYCTPAIllMjoM U TMOTBPhyje KpO3 MPUMEPE CKCIEpIUpaHe H3 EJICKTPOHCKOT
Kopryca. TeXHMKOM BH3YEJIHOT IpHKa3a 3alpaBO Ce MpepodyaBa CroHa usmehy
,,OYKBaJHOT YuTama” ¥ ,,(pUrypaTHBHOT yhTama’ oapeheHor ¢pazeonornsma, mro
j€ y carjacjy ca KOTHHTHBHCTHYKHM HJI€jaMa O YJIO3M MEHTAJHUX CIUKa Yy
npolecuMa pa3yMeBama MOTHBAlMje (PA3CONONIKHX jeIUHUIA W HUXOBOT
rI00aTHOT 3HAYCHA.
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[IpencraBibeHn MoAea OpraHU3alyje PEYHHUYKOT 4WiaHKa mokasahemo Ha
npumepy obpane dpazeonmoruzma Cuszughos nocao. JlebmHunmja koja ce HaBOIU
ucnox KaHoHcke (opme ¢paseonornsma riacu: y3anygan pax / mocao,
MYKOTpPHaH paja KOju He JOBOIW A0 pe3yirara’. 3aTuM cjiend 3abaBaH YBOJHU
TEeKCT KOjU HMMa 3a IWb Ja YATAONMMa NpPUBYYE MAXHy M MOACTaKHE
WHTEPECOBamE 3a TeMy Koja ce obOpahyje. Y ciyuajy dpaseonorusma Cuszughos
nocao Taj TEKCT TOBOPH O Haj3aHMMJBHBHjHM TIOCIOBHMA Ha CBETY, Meljy Koje ce,
M0 HEKWM H3BOpHMA, YOpajajy CaBeTHHLIM 3a YOKOJaxy, NpOoQecHOHATHU
JEryCTaToOpy IUBA, ClIaradyd JIero KOIKH WM TaK NpOo(pEecCHOHATHH CIIaBayH.
HakoH myXOBHTHX KOHCTaTallja BE3aHMX 3a HaBeIEHE IIOCIOBE, AayTOpKe
MMOCTaBJba]y KJbYYHO IMHUTAKE — KaKaB j€ TO MaK 0cao Koju je obaBibao Cuzud u
KOju ce TokoM cronieha ouyBao y (ppazeonorusmy Cuszugos nocao. llorom cnenn y
JIOBOJbHO] MEpHU CajpajHO0 U MH()OPMATUBHO NPEJCTABJhAKE MHTA HAa OCHOBY
Kojer je Hactao matu (paseonorusam. 300T TmojBaja ¥ OoOMaHa KOje je€ YHHHO
OoroBuMa, Xaj, BiIagap MOA3EMHOT cBeTa, ocyano je Cusnda Ha TemKy Ka3Hy Ja
HETNPEKUIHO Y3 CTPMU Oper I'ypa BEeJMKH KaMeH. AJTM TaMaH Kajaa qohe 10 Bpxa u
Kaja Jeiyje Ja je J0cerao b, KaMeH My HCIaJHe U3 PYKy M OTKOTpJba CE JI0
camor nojaHoxja. Taga Cuzug Mopa 11eo 1ocao jaa 3anouHe u3Hosa. Tako Cusud
BEYHO T'ypa KaMmeH, OJJHOCHO pajy He caMo Texkak Beh u OecMmmucieH W y3anynaH
nocao. HakoH o0jairmea MCXOAUIITHOT MHTOJIONIKOT KOHTEKCTa CIEIH CIHKa
yoBeka (Cuszuda) koju Typa rojieMr KaMeH y3 CTPMY JIUTHILy. PeUHHYKH 4liaHaK
Ce HaCTaBJba MMOJAMMA O YMETHHYKHM JIeJIMMa Y KOjUMa je MpUKa3aH MoIyIapHu
Cuzud (dunozodpcku ecej Mum o Cusugpy A. Kamwmja, cnuxka Cusugh
BEHEIMjaHCKOT MajcTopa Tulujana, uTa.).

VY HacTaBKy KIbUIe HaBOJE ce€ INpHMepH yrnorpede ¢paszeonoruzma
Cuszughos nocao ekcueprupaH U3 eIEKTPOHCKOT MHTEPHET Kopmyca, objalnmasa
CEeMaHTHYKU TPAHCIIOHOBAHO 3HAYCHE U J1aje WIIyCTpalyja KOjOM C€ OHO BU3YEITHO
nodapaBa. Y NMUTamy je CIMKa Mojepa KOjH KpedyH WILapaHu 3ujl, a Mope] mera
CJIMKa MOMKa KOjU CIPEjOM HCIUCYje uyBeHu rpadut ,,l[lada cre kpeumnn”. Opa
WIycTpanyja BEPHO BHU3YEJIHO NpHKa3yje CUTyalMjy y Kojoj ce Moxke pehu na
HEKO, y JaroM ciydajy moiiep, pagun Cm3udoB mocao. Peynmyku wmaHak
KOHLMIIUPAaH Ha OBaj HauuH, rmoMohy BepOaTHMX W HeBepOaTHHX CpeicTaBa,
oMoryhaBa Jakuie mnoxpamuBame H3aOpaHe (paszeosomke rpahe y MEHTalIHU
JIEKCUKOH y4eHMKa. Ha oBaj HaumH he ¢pa3eosorm3mMu IMOCTaTH aKTHBHU
CJIEMEHTH BUXOBOT JE3HYKOT H3pa3a.

Ilopen peynmdkor aema, KOjH c€ cacToju oa 35 dpa3eoauIaKTHIKIX
YJJaHAKa OPraHM30BaHMX Ha IMPEACTaBJbEHM HAYMH, NPUPYYHUK Apujaonuna Hum
CaapKM M MPaKTHYHM JICO ca PA3IMYUTHM TUIIOBHMA BEXKOH. 3amany 3a BexOame
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CYy Pa3sHOBPCHH: IOCPEIH Cy, Ha TIPUMEP, 33JalH O] KOJUX CE O] yICHUKA TPaKH
Jla TIPeTo3Hajy 3Hauewma oOpaheHux (Qpazeonoru3amMa 3a0KpYKHUBAHEM TauyHOT
oJroopa oj moHyheHa TpH, MOTOM 3aJaly 3a 3aXTEBOM Ja C€ WACHTUQDUKY)Y
¢dpazeonoru3mMu y pedeHHIM W mapadpasupa HBHXOBO 3HAUCHE WM MaK 1a ce
onpeheHn  moAByYeHHM ~ JIGNOBM  pEUCHHMIIC  3aMeHE  oJrosapajyhum
(hpazeonmoruzmom, uta. [loceOHO je MHOBAaTHBAH TUT 33JaTKa Y KOjeM Cy HaBeIeHe
WITyCTpalrje Kao penpe3eHTaluje JOCIOBHUX 3HaYeHha oapeheHux (hpa3eoomKux
jenuHMIA, a Of1 YYCHUKA Ce TPaXKH Ja OCMHCIIC MUHH-KOHTEKCT Y3 JaTe CIUKE U
HaBedy (paseomornzaM 3a KOjU MHCIE Ja OM OAroBapao KOHTEKCTY HHHUXOBE
puye.

CerMeHT TpHPYYHUKA Yy KOjeM Cy IaTh KOHKPETHH NPAKTHYHU 3aJaly
BpPJI0O je KOpPHCTaH jep C€ caMO KOHTHHYHPaHUM YyBOhEHmEM KpPaTKUX
(bpa3eonomKux BeXXOH y HaCTaBHY MPAKCy MOTY OCTBApUTH CBE TPU KOMIIOHEHTE
T3B. ,,()pa3eoyomKOr TPOKOpaka”, KOjU C€ HaJla3h Yy OCHOBU DPAa3IHUUTHX
(hpa3eoqUIaKTHUKUX TMPUCTyNa. THM KOpalM 3alpaBo TMpeICTaBbajy (aze y
OBIIaJaBamy (PpazeosomKUM WHBEHTapoM ojpeheHor je3mka: mpernmo3HaBame
(pazeonoru3ma, pasyMeBame BEroBor 3Ha4eHha U HEeroBa aJiekBaTHa yrnorpeda y
KOHKPETHO] TOBOPHO] cuTyanuju. Kpo3 pasnuuute THIIOBE 33jaTaka, yueHHIU he
ce ocrmoco0JpaBaTH Ja ca HHBOA IIpero3HaBama (Hpa3eosolIKe jeAWHHIE U
namhema meHe CTPYKTYpe M ceMaHTHKe npel)y Ha HHBO yMema W TMpPaKTUYHE
HpUMEHE.

WNmrutemenTanyja (pazeonoruzamMa y HAacTaBy MaTepmer W CTPAHOT
je3uKa, y CKJIaay ca HPHUHIMIIOM IMPUTrOJHOCTH, W OBJIAJABAIbE HIMOMATCKOM
CTPaHOM jE3MYKOT M3pa3a BakaH je yCJOB 3a pa3BHjame BaJbaHE KOMYHHKATHBHE
KOMIICTCHIIMjE YUYEHHKA, OJHOCHO HHUXOBE CIIOCOOHOCTH jE3WYKE peleniuje U
NPOJAYKIHjEe Y PasIMYUTHM KOMYHUKATHBHHUM cuTyarujama. ®pazeonoruja je
penaTMBHO MIIJia HaydHa JAMICHIUIMHA, Te He W3HeHahyje uumbeHHna Ja
JIMHTBOAMIAKTUYKH aCIIEKT OBE HAayKe jOIl YBEK HHjE JOBOJLHO Pa3BHjeH, OJHOCHO
Ja HE TIOCTOjU JOBOJBHO TEOPHjCKHX pajJoBa y KOjUMa C€ IPEACTaBbajy
METOJMYKE TEXHUKE oO0pajae jeauHuia (pa3eojeKCHKOHA jeIHOr je3uka. Y
KOHTEKCTY HaBEICHOT, MPUPYYHUK Apujadnuna num, y KOjeM ce Ha OpUTHHAJIAH,
Hay4YHOIIOIyJIapaH HAYWH IPHKa3yjy CTpaTerdje OBJajaBama (pa3eoOmKUM
BOKaOysIapoM — IpeJICTaBsba, 10 CBOjOj HAYYHO] YTEeMEJbEHOCTH M KOHIICIIIN]CKOj
WHOBATUBHOCTH, BEJIMKU JOIPUHOC 007acTH (Ppa3eoquIakTHKe U MIMPEe O] TOora —
MOZIepaH METOIMYKHU BOJIMY Ka KPEaTHBHO] M (DYHKIIMOHAIHO] HACTABHU j€3MKa.

[MpumapHy nWiBHY Tpyly NpHKAa3aHOT Jefla YMHM MIIaJia dHUTajadka
nyOnuKa, K0joj je Ha OpWUTMHalaH HAa4MH NpHUONMkeH ofaOpaHu (pazeooIKH
KOpIIyC, C IMJbEM Ja OH IOCTAHE CACTAaBHM JE0 HEHOT aKTHBHOTI BOKalyrapa.
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Habe, ymraman oBor nena he y memy mnpoHahu oOuibe uHpOpManuja u3
pa3TMYUTHX OOJACTH: MHTOJIOTHjE, IJIMHTBUCTHKE, KIHMIKEBHOCTH, WCTOPH)jE
yMeTHOCTH, (uiIMa, CropTa, MEOWIMHE, WTA., LITO ca CBOje CTpaHe MOoTBphyje
3HaYa] MHTEPAMCIHMIUIMHAPHOT TIPUCTYNa Y CaBPEMEHOj M KOMYHHKATHBHO
OpHjeHTHCaHO] HacTaBHO] mpakcu. KoHadHO, OBa KIHHra CacBUM CHUTYPHO MOXeE
MpeacTaB/baTl TNpaBy Apujaonuny wHum 3a HACTaBHUKE MPHIMKOM o0pane
(paseonorn3ama 1 aJeKBaTaH MyTOKa3 3a CIMYHA HHOBHpama U TEOPHje U MpaKce
HacTaBe je3uKa, OMJI0 MaTepmer, OMIIO CTPaHOT, Ha CBUM HUBOMMA 00pa3oBama.
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LIZAZIVAM TE KNJIGOM!” —- PRODUKTIVNO-PERFORMATIVNA
DIDAKTIKA I POZORISNA PEDAGOGIJA U UNIVERZITETSKOJ
NASTAVI NEMACKE KNJIZEVNOSTI

Marina Petrovié¢ Jilih: Cudesna putovanja ka pupku sveta:
produktivno-performativna didaktika knjizevnosti (nemackog kao)
stranog jezika. Kragujevac: Filolosko-umetnic¢ki fakultet, 2023,
196 str.

Jelena Goji¢: Postajanje nastavnikom kroz teoriju i praksu

pozorisne pedagogije/ Lehrer werden durch Theorie und Praxis
der Theaterpédagogik. Kragujevac: Studentski kulturni centar,
2024, 431 str.

Tradicionalna nastava ima svoje vrednosti i prednosti. Ima i mane i
nedostatke, stoga je meta ucestale kritike, budu¢i da nastava mora da ide u korak s
vremenom 1 s novim potrebama drustva i pojedinca. Medutim, u skladu s
uvrezenim shvatanjem da postoji samo jedna tradicija — ona koja je
najrasprostranjenija — ¢esto se gube iz vida manje poznate, alternativne tradicije
koje i te kako prate savremene tendencije u obrazovanju.

Nemacka knjizevnost je neodvojivi deo germanistike od samih pocetaka i
proucava se na univerzitetima kao kljuéni deo kulture u kojem se povezuju jezik,
umetnost i drustvo. Pokusaji da se knjizevnost iskljuci iz nastave nemackog jezika
kao stranog pokazali su se kao neuspesni, te se poslednjih godina knjiZzevni
tekstovi vra¢aju u Skole, mada polako i oprezno, uz podozrivost i stalno
naglaSavanje zahteva da knjizevnost mora da se prilagodi novim tendencijama u
struci i nauci, kao i interesovanjima i predznanjima polaznika. Budu¢i da je
savremena nastava usmerena na ucenike i studente, literarni tekstovi treba da budu
pristupacni recipijentima i odgovaraju njihovim potrebama. Izazov se, pre svega,
ogleda u ¢injenici da je jezi¢ka barijera Cesto nepremostiva, a stranost tekstova i na
sadrzinskom nivou toliko izrazena da se stvara otpor prema najveéim
dostignu¢ima umetnosti re¢i na nemackom jeziku.

Ne cudi stoga §to se poslednjih decenija mnogo govori o inovativnim
konceptima u nastavi nemacke knjizevnosti kao strane, kojima bi trebalo da se
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prevazidu jezicke i sadrzinske prepreke i omoguéi povezivanje mladih ljudi sa
knjizevnim tekstovima. Posebna paznja posvecuje se performativnoj didaktici i
pozorisnoj pedagogiji kao ,,novom” konceptu nastave (nemackog kao) stranog
jezika. Gubi se iz vida Cinjenica da je pozori$na pedagogija u okviru nastave
stranih jezika u Nemackoj postojala jo§ u doba humanizma i baroka, da se
primenjivala u svrhu ovladavanja klasi¢nim jezicima (pre svega latinskog) i
vestinom javnog nastupa. Nemacki klasiéni pisac i filozof Fridrih Siler (Friedrich
Schiller, 1759-1805) je u svojim teoretskim spisima kritikovao drusStvene
tendencije svog vremena zato §to dovode do raspolucivanja licnosti i gubitka
njenog totaliteta, dok je Geteov Vilhelm Majster ispunjenje trazio i nalazio u
pozoristu, kako bi pobegao od u¢malosti trgovackog zivota. Razvijanje maste i
emocija bilo je moguce samo u svetu iluzija na daskama koje zivot znace. Glumac
stvara svet po svojoj meri — moze da bude ko Zeli i da pobegne od stvarnosti koja
mu ne prija. Samo istinski umetnici pri tome upoznaju sebe kako bi osvestili
domete svojih sposobnosti mimikrije — koliko, Sta i kako mogu da zaista dozive,
prenesu i iznesu pred publiku, a §ta ostaje van dometa njihove li¢nosti i njihovih
sposobnosti. Upravo se na taj potencijal pozorista nadovezuje i pedagogija.

Bavljenje pozoriStem na Katedri za nemacki jezik i knjiZevnost na
Filolosko-umetni¢kom fakultetu (FILUM) u Kragujevcu naslanja se na pomenute
tradicije — primenu pozorista kao obrazovno-vaspitnog sredstva koje mladim
ljudima omogucava da na zabavan nadin steknu znanja iz nemackog jezika,
knjizevnosti i kulture, da razvijaju jezicke i opSte kompetencije, da neguju sve
aspekte li¢nosti (kogniciju, emocije, psihomotoriku), razli¢ite tipove inteligencije
(socijalnu, emocionalnu i dr.), vestinu interakcije, kreativnost i inovativnost.
Kljucéne akterke ovih aktivnosti su i autorke monografija u kojima objedinjuju
svoja teoretska znanja i iskustva iz prakse, prof. dr Marina Petrovi¢ Jilih i njena
asistentkinja msr Jelena Gojic.

Monografija  Cudesna putovanja ka pupku sveta: produktivno-
performativna didaktika knjizevnosti (nemackog kao) stranog jezika dr Marine
Petrovi¢ Jilih, autorke koja se profilisala kao istaknuti stru¢njak u domenu
didaktike nemacke knjiZzevnosti kao strane na naSim prostorima, pokazuje da
nastava knjizevnosti moZze da bude zanimljiva, uzbudljiva i kreativna, da u isto
vreme upoznaje studente i uc¢enike s nemackom knjizevnos$éu, jezikom i kulturom,
ali i bogati njihovu li¢nost. Kao §to sam naslov najavljuje, ova didaktika je
usmerena na produktivne i performativne aktivnosti mladih ljudi i pruza im priliku
da otkljuéaju novi svet — upoznaju stranu kulturu i drugim o¢ima sagledaju
sopstvenu.
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Monografija sadrzi 196 strana i podeljena je u sledece segmente: uvod,
glavni deo (devet poglavlja), zavrsna razmisljanja, literatura, sadrzaj i beleska 0
autorki. U uvodu nas dr Petrovi¢ Jilih upoznaje s okolnostima nastanka knjige, sa
svojom zeljom da obogati i inovira nastavu knjizevnosti u svom gradu i naSoj
zemlji, $to je motiviSe da podeli svoja iskustva i pruzi znac¢ajan doprinos u oblasti
obrazovanja. koji je grad Kragujevac i prepoznao i dodelio joj Purdevdansku
nagradu.

Devet poglavlja glavnog dela mogu se grupisati u dva segmenta: teoretski
i prakticni. U prvom se predocava razvojni put nemacke didaktike knjizevnosti,
zatim se navode relevantne knjizevne teorije, polazeéi od tradicionalne
hermeneutike, preko estetike recepcije koja je dala snazan podsticaj razvoju
knjizevne didaktike, do savremenih tendencija i strujanja kao S§to su
poststrukturalizam, empirijska nauka o knjizevnosti, interkulturna germanistika i
interkulturna knjizevnost. Razjasnivsi svoje videnje knjizevnosti, njenih odlika i
funkcija, autorka izvodi definiciju didaktike knjizevnosti. Nakon predstavljanja
novih perspektiva u nastavi nemackog kao stranog jezika (knjiZevnost,
lingvokulturologija i transkultura, viSejezicnost knjizevnih tekstova, rodne i kvir
studije, diskurzivnost i performativnost), autorka upoznaje ¢itaoce s produktivnim
metodama u nastavi stranog jezika. Osnovu njenog rada predstavlja koncept
nastave orijentisane na knjizevne kompetencije, uz primenu modela slovenacke
didakticarke knjizevnosti dr Neve Slibar, polazeéi od suéeljavanja ¢italaca s
razli¢itim vrstama stranosti knjiZzevnog teksta u nastavi (sistemska, funkcionalna,
strukturna, interkulturna, receptivna, diskurzivna).

U najznacajnijem, praktiénom segmentu monografije, dr Marina Petrovi¢
Jilih iznosi primere didaktizacije knjiZevnih tekstova iz nastavne prakse. Rec je o
obradama koje je autorka sama primenila u nastavi nemacke knjiZzevnosti na
Filolosko-umetnickom fakultetu ili su to didaktizacije nastale pod njenim
mentorstvom. Podeliv§i ovaj deo knjige prema Zanrovima, opisala je uspesne
primere implementacije nemacke lirike, drame, stripa i epike u nastavu nemackog
jezika i knjizevnosti na sva tri nivoa obrazovanja (osnovna i srednja skola, kao i
univerzitet). Osim prikaza razli¢itih obrada knjizevnih dela, u monografiju su uklju¢ena
i miSljenja studentkinja, kao i implikacije za dalji rad s knjizevnim tekstovima.

U zavr$nim razmi$ljanjima ,,ili o snazi re¢i da menjaju stvari” autorka
rezimira dosadaSnja dostignu¢a u domenu didaktike nemacke knjizevnosti kao
strane, pre svega na Filolosko-umetnickom fakultetu Univerziteta u Kragujevcu,
ukazujuéi na moguénosti u razvoju ove jo$§ mlade oblasti, koja se i na nemac¢kom i
na srpskom jezickom podrucju nalazi na samim pocecima. Isticuéi da re¢i imaju
mo¢ da menjaju stvari, autorka podstice Citateljke i Citaoce da se ohrabre i
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implementiraju knjizevnost u nastavu kako bi napravili razliku u nacinu
razmisljanja i pogledu na svet kod mladih ljudi koje poucavaju.

Da je njen poziv ozbiljno shvacen i prihvacen, pokazuje vredna studija
njene mlade koleginice, doktorantkinje i pozoriSne pedagoskinje Jelene Gojic.
Monografija Postajanje nastavnikom kroz teoriju i praksu pozorisne pedagogije
pruza uvide u teoriju i istoriju bavljenja pedagoskim pozoristem na nemackom
govornom podru¢ju, odakle je koncept preuzet i uveden na prouCavanje
germanistike na rumunskom i srpskom govornom podrucju u okviru razlicitih
vidova medunarodne saradnje tokom niza godina. U tom pogledu u Srbiji svakako
prednjaci Katedra za nemacki jezik i knjizevnost na FILUM-u, gde je teatar i
ljubav i posao i misija. Od amaterskog do pedagoskog pozorista put je Jelenu
Goji¢ vodio kroz razli¢ite oblike rada — od radionicarskog i projektnog, preko
nastavnog do nauc¢nog, te je svoja teoretska znanja i prakti¢na iskustva podelila s
¢itaocima u ovoj znacajnoj knjizi.

Monografija je dvojezicna (srpski i nemacki deo u prevodu Kristine
Ivanovi¢, Jovane Beli¢ i Danka Savica), te obuhvata 431 stranu. Sastoji se iz dva
dela — teoretskog i prakti¢nog. Knjigu otvaraju zahvalnica, opis nastanka knjige i
predgovor, dok su na kraju obiman i sveobuhvatan spisak literature, komentari o
knjizi i biografija autorke. Na osnovu toga Citaoci mogu da steknu uvid u znacaj
odabrane teme za koleginicu Jelenu Goji¢, koja pozorisnu pedagogiju veé
godinama zivi srcem i duSom. Osim toga, ovom temom se pozabavila i kao
nastavnica i naucnica, o cemu svedoce sredisSnji delovi monografije.

U teoretskom delu predstavljena je pozorisSna pedagogija na razmedi
pozorista i pedagogije, kao i njeno mesto i znacCaj u okviru nastavnickog
zanimanja, zatim je obrazlozen model SAFARI koji se ve¢ godinama
implementira u Nemackoj, Rumuniji i Srbiji, pre svega na Filolosko-umetnickom
fakultetu u Kragujevcu. U slede¢em, prakticnom delu, opisani su nastanak,
aktivnosti i znacaj Akademskog pozori$ta studenata germanistike (APSG) na
pomenutom fakultetu u Kragujevcu, zatim i projekat Pred vratima, koji je autorka
sprovela sa studentkinjama i studentima Katedre za nemacki jezik i knjiZzevnost.
Nakon opisa projekta, priloZena je interpretacija rezultata istrazivanja zasnovanog
na problemski orijentisanim intervjuima i posmatranju voditeljke radionice, s
teziStem na uspostavljanju veze izmedu pozoriSne pedagogije 1 nastavniCke
profesije. Istrazivanje je pokazalo u kojoj meri je za ucesnike projekta ovo
iskustvo bilo znacajno na profesionalnom i licnom planu, budu¢i da im je pruzilo
priliku da razvijaju struéne i profesionalne kompetencije, kao i da sti¢u spoznaje 0
sebi 1 drugima u sigurnom 1 prijatnom okruzenju. Time su postavke iz teorijskog
dela i pretpostavke pre pocetka implementacije pozorisne pedagogije u nastavu
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potvrdene u praksi. Na taj nain je pokazan put svim buduéim nastavnicima
filoloSkog usmerenja koji su spremni da uplove u vode pozori$ne pedagogije.

UravnoteZen spoj teorije i prakse, zasnovan na visegodiSnjem proucavanju i
primenjivanju steCenih znanja ¢ini monografije prof. dr Marine Petrovi¢ Jilih i msr
Jelene Goji¢ vrednim Stivom za svakog filologa koji se bavi nastavom. Ove
monografije otvaraju vidike i daju neophodnu teorijsku i prakticnu podrsku u
bavljenju produktivno-performativnom didaktikom i pozoriSnom pedagogijom u
nastavi (stranih) jezika i knjizevnosti. U okviru takvih nastavnih koncepata se pred
mlade ljude postavlja izazov da iskoraCe iz sigurnog i poznatog i zapute se na
»cudesna putovanja” u procesu profesionalnog i licnog razvoja. Nastava knjizevnosti
kojoj se pristupa na kreativan i inovativan nacin prevazilazi granice krutog
tradicionalnog obrazovanja, obogacujuci ga, istupajuci u nepoznato, omogucavajuci
na taj nadin sticanje i razvoj raznolikih znanja, kompetencija, kao i negovanje
celokupne li¢nosti mladih ljudi, $to doprinos ovakvih monografija ¢ini neprocenjivim
za stvaranje novih tradicija.
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Filozofski fakultet Univerziteta u Novom Sadu
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TEACHING CHANGE: HOW TO DEVELOP INDEPENDENT THINKERS
USING RELATIONSHIPS, RESILIENCE, AND REFLECTION

José Antonio Bowen. Teaching change:

how to develop independent thinkers using

relationships, resilience, and reflection.

Baltimore: Johns Hopkins University Press, 2021, 476 p.

The monograph entitled Teaching Change: How to Develop Independent
Thinkers Using Relationships, Resilience, and Reflection by Dr José Antonio
Bowen, published by Johns Hopkins University Press (2021) is a hardcover book
of 476 pages. After months of personal life-changing events, | was very grateful
for the opportunity to hold this book in my hands, as it was a gift with a thank you
note by the organizers of The 12th Digital Education Summit (#DES23) at Sam
Houston State University.

The special quality of the presented monograph is that it is written in a
concise and relatively simple language, which makes it interesting to read. It is a
timely book aimed at teachers and college instructors, as the author offers many
additional end-chapter sections, in the form of “Key points” and “Teaching
Hacks”. It is divided into three parts: Part [ — “Change and Learning”, Part I — “A
New 3Rs”, Part III — “Learning to Change”, and additionally, Acknowledgments,
Notes, References and Index. The first part consists of five chapters: 1. “Educating
for Uncertainty”, 2. “Your Brain-Closet”, 3. “Aiming Your Flashlight”, 4. “The
Difficulty of Thinking for Yourself”’, 5. “The Difficulty of Thinking with Others
(and Why Discussion Can Fail)”. The second part elaborates “The New 3Rs”
through three chapters (6) “Relationships ”, (7) “Resilience”, and (8) “Reflection”.
In the final part, Bowen focuses on change in three chapters dedicated to (9)
“Driving Change”, (10) “Teaching Change” and (11) “Designing Change”.

In this book the author, through experience, innovation, and exploration of
recent and multidisciplinary research (education, technology, social studies and
humanities, economics, neuroscience), examines how to create better conditions
for learning design focusing on students, moving from being “receivers of
content” to becoming “independent thinkers”. Education needs to promote the
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development of unique individuals who think for themselves. The author’s most
interesting reminder, which teachers tend to forget, is that teachers became
teachers as they “found (or never lost) curiosity and love of learning”, and that
learning was, or still is, important, fun, engaging and rewarding. However,
students may not share the same learning experiences, emotions and conclusions
about learning and education, and therefore never will be able to change.

The author looks at skills and abilities for a learning economy,
emphasizing that being able to learn across disciplines will be more important than
graduates’ knowledge of specific content. The future economies will depend on
the person’s ability to analyse, integrate, and self-direct his/her learning. In the
following chapters of the first part of the book, the author explores the limitations
of the emotional and social ways in which we think and organize information and
why they influence the process of change. For the human brain Bowen introduces
a “closet” metaphor, based on the analysis of neuroscience research on
information processing, storage and retrieval of information. The author’s aim is to
move the emphasis from the content to process, therefore, from the “original 3Rs”
(reading, ‘riting, and ‘ithmetic) to the “new 3Rs” — relationship, resilience, and
reflection, enabling teachers to create possibilities and moments of self-discovery
in learning. The author continues the metaphor that “the only lighting in our brain-
closet comes from a tiny flashlight” (Bowen, 2021: 75), focusing on personal
limited attention, focus, cognitive load, and decision making, adding to the
discussion on how strongly emotions may influence the thinking processes.
Teachers are advised to “tell (relevant) stories”, stories they can relate to, using the
power of the narrative and examples more than data, creating opportunities for
students’ emotional engagement, as “each person’s background, context, brain-
closet, and emotional baggage are different; therefore, their easiest entry point to
and motivation for learning differ” (Bowen 2021: 88).

Bowen focuses on researching new evidence from psychology on the
social thinking problem and social influences when teaching critical thinking
through group discussion, taking into consideration internal pressures and hidden
biases of how groups think together. Friendship, relationships and the inevitable
social group pressures (community approval/disapproval) in the learning context
are fore-fronted as very important causes for resistance to change and important
factors in the educational struggle to “open minds”.

In the second part of the book the author focuses on teachers as cognitive
coaches, encouraging or stimulating good learning behaviours. Working on
motivation, trust, caring, and relationships within the academic learning
environment, where resilience is regarded not only as a kind of individual mental
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toughness, but is also related to our sense of community, abundance, and support,
teachers should be thinking of feedback as incremental encouragement rather than
praising, rewarding or evaluating. Furthermore, teachers are advised to articulate,
encourage and reward intellectual values (curiosity, scepticism, discourse,
evidence), through the practice of ambiguity, seeding doubt, seeking out
contradictions, promoting self-awareness, as well as increasing the number of
positive reactions and integrating learning experiences on the campus level.

In the final part of the book we are reminded that all learning is personal,
with a unique brain-closet of information and a system of organization. The
educational system was built for the development of human thinking or reasoning
about the content of learning and not on the process of how we are learning
(emotions) and the understanding of how thinking is also emotional. As education
starts with relationships, teachers should focus on creating trust and opportunities
for reflection through curated disciplinary and interdisciplinary learning
encounters, enabling students to grow and leading them to find their unique
learning path, thus helping them unlock their potential along their learning
journey, guiding them to become self-directed thinkers. In conclusion, this book is
aimed at teachers and educators who want to change and learn to design change. It
may help teachers on their professional development paths, starting from
personally identifying not as teachers of content and subjects by saying ‘I teach
history’, but rather by identifying as teachers of change. This book may be of great
value as additional reading literature for courses in Pedagogy and Teaching
Methodology as it offers a unique and contemporary view on teaching and
learning issues in Higher Education.
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New Roman, point 10, single spacing, 100-150 words long.

Keywords: translated from Serbian.

Tekst rada; duzina rada 4.000-7.000 reci (ukljucujuci apstrakt, literaturu i
sazetak na stranom jeziku); veli¢ina strane A4; margine Normal; font Times New
Roman; veli¢ina slova 12; prored 1,5; fusnote®; kraéi citati se navode u tekstu u
kontinuitetu, a duzi citati (3 ili viSe redova) se izdvajaju iz teksta (nov red,
uvuceno 1,5 cm, pod navodnicima); izvori citata daju se u zagradama u samom
tekstu rada — neophodni podaci su prezime autora, godina izdanja i strana, 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).
Radovi koji se bave stranim jezicima i knjizevnostima pisu se na engleskom ili na

jeziku o kojem je rec.

ILUSTRACHIE | TABELE

Tekst u grafickim prikazima (tabele, grafikoni): Font Times New Roman, veli¢ina

¥ Neophodno je naznagiti 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, ili je deo nekog
drugog seminarskog, masterskog rada ili doktorata, potrebno je u fusnoti navesti i tu
informaciju.

* U fusnotama daju se komentari i napomene autora.



10, normal.
Legenda ispod ilustracija (graficki prikazi, slike): Font Times New Roman, veli¢ina
10, normal, centralno poravnanje, oznaka: Tabela 1, Slika 1, Grafikon 1 i sl.

IZVORI | LITERATURA®

Times New Roman 12, prored 1,5, uvucena donja ivica (hanging indent 1,25 cm).
Donja ivica se ne sme uvladiti tabom ili razmacima, ve¢ u Paragraph obeleZiti
hanging indent.

U spisku literature se nalaze samo izvori koji su u radu eksplicitno navedeni. Prvo

se navode kori§¢eni izvori, a zatim spisak koris¢ene literature, u dva odvojena
odeljka: 1ZVORI i LITERATURA. Ako je rad pisan latinicom (na srpskom ili
stranom jeziku), prvo se navode latini¢ne jedinice, a zatim ¢irili¢ne, a ako je pisan
¢irilicom (na srpskom ili stranom jeziku), prvo ¢irilicne jedinice [i u uglastim

zagradama transliterovane na latinicu], a zatim latini¢ne.

Knjiga:
Radovanovi¢, M. (1986). Sociolingvistika. Novi Sad: KnjiZzevna zajednica Novog

Sada — Dnevnik.

beuanosuh, b., Jespuh, J., [lerposuh, 3. (2011). Ucmopuja 7: yubenux 3a ceomu
paspeo ocnosne wkone. beorpam: Klett. [Becanovi¢, B., Jevri¢, J.,
Petrovi¢, 3. (2011). Istorija 7: udzbenik za sedmi razred osnovne skole.
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 jezicke promene. Glas 28: 29-42.

® Literatura (bibliografija, izvori) se navodi uz postovanje APA standarda.



Filipovi¢, J., Vuco, J., Buri¢, Lj. (2007). Critical review of language education
policies in compulsory primary and secondary education in Serbia.
Current Issues in Language Planning 8 (1): 222-242.

Rad u monografskoj publikaciji:

Sperber, D. (1990). The Epidemiology of Beliefs, in The Social Psychological
Study of Widespread Beliefs, ed. C. Fraser & G. Gaskell (Oxford:
Clarendon Press): 25-44.

Radovanovi¢, M. (2015). Predrag Piper o jeziku i prostoru, u U prostoru
lingvisticke slavistike, ur. Lj. Popovi¢, D. Vojvodi¢, M. Nomaci (Beograd:
Filoloski fakultet): 25-34.

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-l.html>.

Ime i prezime
Naziv ustanove na engleskom®

NASLOV RADA NA ENGLESKOM
Summary

Rezime rada (na engleskom jeziku); Font Times New Roman, veli¢ina slova 10,
jednostruki prored. Rezime treba da bude proSirena verzija apstrakta (oko 300 reci).

Keywords: prevedene klju¢ne reéi sa pocetka rada.

® Navodi se skraéena afilijacija, tj. ime i prezime autora i samo naziv i sediite univerziteta.




Biografija autora do 100 re¢i na srpskom jeziku (datum rodenja, profesija,
mesto/drzava stanovanja, uza nauc¢na oblast, glavne publikacije).

RADOVI KOJI NE BUDU POSTOVALI TEHNICKA UPUTSTVA BICE
VRACENI AUTORU NA DORADU.



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®

Orcid

EXAMPLE:

Petra B. Nedeljkovi¢

Univerzitet u Novom Sadu

Filozofski fakultet, Odsek za anglistiku
petranedeljkovic@gmail.com
http://orcid.org/0000-...

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

" Please use this document as a template.
8 The authors should give only their institutional email address.



TITLE OF THE PAPER’

ABSTRACT: Abstract and keywords (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.

Keywords: cite the keywords 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: Keywords 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; margins Normal; 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 (author’s surname, year of publicationa dn page number)
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). Papers that focus on foreign languages and literatures should be

written in English or in the language which is analyzed.
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.

° 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, an MA thesis or
a PhD thesis, this piece of information should be stated in the footnote.

1% Footnotes should contain only the author’s comments.



SOURCES AND 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.

The author should first list all sources and then references in two separate
segments: SOURCES and REFERENCES. If the paper is written in Latin alphabet
(in Serbian or a foreign language), the author should first list all sources written in

Latin alphabet and then those in Cyrilic. If the paper is written in Cyrilic alphabet
(in Serbian or a foreign language), the author should first list all sources written in

Cyrilic alphabet and then those in Latin.

Books:

Radovanovi¢, M. (1986). Sociolingvistika. Novi Sad: Knjizevna zajednica Novog
Sada — Dnevnik.

beuanosuh, b., Jespuh, J., [letposuh, 3. (2011). Hcmopuja 7: yubenuk 3a ceomu

paspeo ocHosHe wikone. beorpan: Kner.

Papers in journals:

Reynolds, S. (1983). Medieval Origins: Gentium and the Community of the
Realm. History 68: 375-390.

Radovanovié¢, M. (2012). O logici jezicke promene. Glas 28: 29-42.

Filipovi¢, J., Vuco, J., Puri¢, Lj. (2007). Critical review of language education
policies in compulsory primary and secondary education in Serbia.

Current Issues in Language Planning 8 (1): 222-242.

11 References are listed alphabetically after the APA standard.



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>.

Author’s name and surname
Affiliation in Serbian*?

TITLE OF THE PAPER IN SERBIAN
. : . \13
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).

Keywords: keywords 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.

12 The author should give the short version of their affiliation, i.e. only their name, the
name of the university and its seat.

3 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.



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 zuldssig) als E-Mail-Anhang Uber die E-Mail-
Adresse metodicki.vidici@ff.uns.ac.rs zukommen lassen. Der Aufsatz kann in
allen Sprachen verfasst werden, die an der Philosophischen Fakultit angeboten
werden.

* * *

Der Aufsatz soll folgende Elemente enthalten:

Vorname, Anfangsbuchstabe des Vaters- oder Muttersnamens, Familienname des
Autors

Der Name der Institution, an der der Autor tatig ist, wird in der folgenden
Reihenfolge angegeben

Universitat

Fakultat, Abteilung

E-Mail Adresse™

Orcid

BEISPIEL.:

Petra B. Nedeljkovié¢

Univerzitet u Novom Sadu

Filozofski fakultet, Odsek za anglistiku
petranedeljkovic@gmail.com
http://orcid.org/0000-...

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

“\ferwenden Sie bitte dieses Dokument als Vorlage zur Gestaltung Ihres Manuskripts.
15 Es soll ausschlieBlich Geschafts-E-Mail-Adresse angegeben werden.



TITEL DES AUFSATZES™

ABSTRACT: Abstract des Aufsatzes (ca. 100-150 Worter) 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 sollten sie in der neuen Zeile geschrieben (bis 10
Stichworter).

TITEL DES AUFSATZES AUF ENGLISCH

ABSTRACT: Abstract des Aufsatzes soll auf Englisch ibersetzt werden - Font Times New
Roman (10pt), mit dem Einzug unter dem Titel, einzeiliger Zeilenabstand, ca. 100-150
Worter.

Keywords: tbersetzt auf Englisch.

Der Text des Aufsatzes; Lange zwischen 4000-7000 Worter
(einschlieBlich des Abstracts, der Literatur und der Zusammenfassung auf
Serbisch); Papierformat A4, Font Times New Roman (12pt); Zeilenabstand 1,5;
Réander Normal; FuRnoten'’; kiirzere Zitate werden im Text behalten, langere
Zitate (3 oder mehrere Zeilen) werden vom Text getrennt (neue Zeile, Einzug 1,5
cm, in Anflihrungszeichen); Die Quellen fiir Zitate werden im Text in Klammern
angegeben — notwendige Informationen sind der Name des Autors,
Erscheinungsjahr und Seite, 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 —
grolle Anfangsbuchstaben).

Aufsétze, die sich mit einer Fremdsprache und deren Literatur befassen,

sollten auf Englisch oder in der jeweiligen Fremdsprache verfasst werden.

18 Es ist notwendig anzugeben, wenn der Aufsatz das Ergebnis eines Projekts ist.

Falls es sich beim Aufsatz um eine Seminararbeit handelt, die im Rahmen eines Master-
oder Doktorstudiums verfasst wurde oder falls der Aufsatz selbst ein Teil einer Master-
oder Doktorarbeit ist, sollte dies in der Fulinote angegeben werden.

' FuBnoten enthalten nur Kommentare und Anmerkungen des Autors.



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.

QUELLEN UND LITERATUR"

Times New Roman (pt 12), Zeilenabstand 1,5, hangender Einzug.

Im Literaturverzeichnis werden nur Quellen angegeben, die im Artikel explizit
erwahnt wurden. Zuerst werden benutzte Quellen angegeben, und anschlieBend die
benutzte Literatur und zwar in zwei getrennte Abschnitte: QUELLEN UND
LITERATUR. Wenn der Aufsatz in lateinischer Schrift verfasst wurde (auf
Serbisch oder in einer Fremdsprache), sollten zuerst die Quellen in lateinischer
und dann in kyrillischer Schrift angegeben werden. Wenn der Aufsatz in
kyrillischer Schrift verfasst wurde (auf Serbisch oder in einer Fremdsprache),
sollten zuerst die Quellen in kyrillischer und danach in lateinischer Schrift

angegeben werden.

Bcher:

Radovanovié¢, M. (1986). Sociolingvistika. Novi Sad: KnjiZzevna zajednica Novog
Sada — Dnevnik.

bewanosuh, B., Jespuh, J., Iletposuh, 3. (2011). Hcmopuja 7: yubenux 3a ceomu

paspeo ocHosHe wikoe. beorpan: Kier.

'8 Das Literaturverzeichnis wird alphabetisch nach Namen der Autoren geordnet, mit der
Einhaltung des APA Standards.



Zeitschriftenaufsatz:

Reynolds, S. (1983). Medieval Origins: Gentium and the Community of the
Realm. History 68: 375-390.

Radovanovi¢, M. (2012). O logici jezicke promene. Glas 28: 29-42.

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.

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-I.html>.

Vorname und Name
Name der Institution auf Serbisch®®

TITEL DES AUFSATZES AUF SERBISCH

Zusammenfassung (auf Serbisch) %

Die Zusammenfassung des Aufsatzes soll auf Serbisch verfasst werden, Font
Times New Roman (10pt), einzeiliger Zeilenabstand. Die Zusammenfassung soll eine
erweiterte VVersion des Abstracts sein (ca. 300 Worter).

9 Der Autor sollte seine Affiliation in Kurzform angeben, also nur seinen Namen, den
Namen der Universitat und deren Sitz.

% Die Redaktion wird die Zusammenfassungen der Autoren ohne Serbischkenntnisse
Ubersetzen lassen.



Stichwdrter: Stichwérter vom Anfang des Aufsatzes in der serbischen Ubersetzung.

Biographie des Autors bis 100 Worter auf Serbisch (Geburtsdatum, Beruf,
Wohnort/Land, Forschungsgebiet, wichtigste Publikationen)

AUFSATZE, DIE DIESE AUTORENHINWEISE NICHT
BERUCKSICHTIGEN, WERDEN ZUR UBERARBEITUNG AN
DIE AUTOREN ZURUCKGESCHICKT.



METODICKI VIDICI (Perspectives didactiques)
FACULTE DE PHILOSOPHIE, NOVI SAD

CONSIGNES AUX AUTEURS#

Les contributions doivent étre soumises sous forme électronique (obligatoirement
au format .doc, dans aucun cas au format .docx) et envoyées en piéce jointe a
I’adresse suivante : metodicki.vidici@ff.uns.ac.rs au cours de toute 1’année. Les
contributions peuvent étre écrites dans toutes les langues étudiées a la Faculté de
Philosophie de I’Université de Novi Sad.

Chague contribution doit contenir les éléments suivants :

Prénom, initiale du prénom d’un des parents, nom de ’auteur
Affiliation de 1’auteur devrait étre donnée comme ci-dessous :
Université

Faculté, Département

Adresse électronique?

Orcid

EXEMPLE:

Petra B. Nedeljkovi¢

Univerzitet u Novom Sadu

Filozofski fakultet, Odsek za anglistiku
petranedeljkovic@gmail.com
http://orcid.org/0000-...

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

2 \feuillez utiliser ce document comme modéle.
22 Veuillez indiquer uniquement I’adresse électronique professionnelle.



TITRE DE LA CONTRIBUTION?®

ABREGE: Abrégé et mots-clés (en langue originale du texte de la contribution). Police de
caractéres Times New Roman, 10 points, retrait positif de premiere ligne au-dessous du
titre, interligne simple. L’abrégé doit contenir entre 100 et 150 mots.

Mots-clés: écrire les mots-clés a la ligne, dans la suite de I’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.

Keywords: translated from French.

Texte de la contribution ; longueur du texte entre 4.000 et 7.000 mots (y
compris 1’abrégé, la bibliographie et le résumé en langue étrangere) ; format de
papier A4 ; police de caracteres Times New Roman ; 12 points ; interligne 1,5 ;
marges Normal ; 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 (nom de 1’auteur, année de I’édition et numéro de page) 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). Les contributions portant sur les langues et
les littératures étrangéres doivent étre rédigées soit en anglais soit dans la langue

étrangeére analysée.

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
technologique de la République de Serbie). S’il s’agit d’une contribution issue d’un travail
de séminaire fait au cours des études de master ou des études doctorales, d’un mémoire de
master ou d’une thése de doctorat, cette information doit étre indiquée dans une note en
bas de page.

2 Les notes de bas de page ne sont réservées qu’aux commentaires des auteurs.



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.
SOURCES ET REFERENCES BIBLIOGRAPHIQUES?
Times New Roman 12, interligne 1,5, retrait négatif de premiere ligne.

La liste des sources et des références bibliographiques doit contenir seulement

celles explicitement citées dans la contribution. L’auteur devrait d’abord

répertorier toutes les sources puis les références bibliographiques utilisées dans sa
contribution dans deux sections séparées : SOURCES et REFERENCES
BIBLIOGRAPHIQUES. Si une contribution est écrite en alphabet latin (en serbe
ou dans une langue étrangére), I’auteur devrait d’abord lister toutes les références
écrites en alphabet latin, puis celles en cyrillique. Si une contribution est écrite en
alphabet cyrillique (en serbe ou dans une langue étrangere), I'auteur devrait
d’abord lister toutes les références écrites en alphabet cyrillique [avec une

translittération en alphabet latin entre crochets], puis celles en alphabet latin.

Un ouvrage :
Radovanovi¢, M. (1986). Sociolingvistika. Novi Sad: Knjizevna zajednica Novog

Sada — Dnevnik.
Bbeuanoruh, b., Jespuh, J., [Tetposuh, 3. (2011). Hcmopuja 7: yubenux 3a ceomu

pasped ocrosHe uwikone. beorpan: Kier.

%11 faut donner les références bibliographiques dans I’ordre alphabétique, en respectant les
normes de I’APA.



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-l.html>.

Prénom et nom de ’auteur
Affiliation en serbe®

TITRE DE LA CONTRIBUTION EN SERBE
Sazetak (en serbe)”’

Résumé en serbe ; police de caracteres Times New Roman, 10 points, interligne
simple. Le résumé doit étre une version ¢élargie de ’abrégé (d’environ 300 mots).

% auteur devrait donner une version abrégée de son affiliation, c’est-a-dire uniquement
son prénom et son nom, le nom de 1’université et son si¢ge.

2" Si les auteurs ne parlent pas serbe, la rédaction s’engage de faire la traduction de leurs
résumés. Dans ce cas-13, les auteurs doivent envoyer leurs résumés d’environ 300 mots en
langue originale de la contribution.




Mots-clés: mots-clés de 1’abrégé de la contribution, traduits en serbe.

Biographie de ’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.



BUOTPA®UJE AYTOPA

Jinmuja B. Beko (pohena 18. jyna 1962) je Banpeana mpodecopka SHIVIECKOT
jesuka Ha Pymnapcko-reonomkoM Qakynrety YHuBepsutera y beorpany.
I'maBHa wucTpaxXMBadka HHTEpECOBamba OOyXBaTajy Y4YeHe IO METOIU
CLIL, ayroHoMHujy y yuemy je3WKa, KyITypoJIolIKe u MehyKynTypHe
MPHUCTYIIE YYeHYy U TOAydYaBamy CTpPAHOT je3Wka, Kao U je3ndKe
TEXHOJIOTHje. AyTOpKa je /Ba YIOCHHKa SHIJIECKOT je3MKa 3a T'e0JIore IO
meronu CLIL. M360p u3 oubauorpaduje: beko, JI. B., Muhoruh, /1. H.
(2022). Crpun u reodopeH3uka y HactaBu eHrieckor jesmka mo CLIL
METOAM — CTaBOBU CTyaeHara. HMuosayuje y nacmasu 35 (1): 144-156;
Beko, L., & Micovié¢, D. (2022). Inter-faculty cooperation in English
language teaching using educational comic strips on geoforensics — A pilot
study, International Journal of Cognitive Research in Science,
Engineering and Education (IJJCRSEE) 10(3): 89-97; V. Beko, L., & N.
Micovié, D. (2022). Theory of practice and a brief overview of task design
in university clil teaching — an example of geomythology. Philologist —
Journal of Language, Literature, and Cultural Studies 13(25): 203-221.

Axmen A. Buxopanm (pohen 17. aBrycra 1961) Banpemuu je mpodecop Ha
Vuusep3utery y HoBom [lazapy, rue npenaje MeTonuky HacTaBe CpPIICKOT
jesuka u kwwkeBHocTH | u I1. Paano je u kao nmpodecop cprickor jeznka y
OCHOBHO] 1IKosin ¥ TuMHa3uju y Hosowm Ilazapy. O6jaBuo je mect kmura
Kao ayTop W KOayTop W BHIIE JEeCeTHHA HAyYHHX paJioBa y OpojHUM
yaconmucuma ® 300pHUIMMA ca JoMahux W MelyHapomHUX HaydHUX
KOoH(epeHIHja.

Mapuja M. DBopheBuh (pohena 24. anmpmma 1990) mpodecopka je €HIIIECKOT
jesuka, TpPEHYTHO 3amociieHa Ha Pynapcko-reonomkoM —¢axyiarery
VuuBep3urera y beorpaay kao acucTeHTKuma Ha npeameTy EHrieckn
jesuk. JloktopaHTkumba je Ha DuionomkoM (akynrery YHUBEp3UTETA Y
Beorpany na nmpoduny Amepuuka moctMojepHa KmukeBHOcT. OOmactu
HEHOT MHTEPECOBamka Cy HacTaBa CHIJIECKOT je3MKa, METOUKA HACTABE H
aMepHuKa MOCTMOepHa KibrkeBHOCT. M300p m3 Gubimorpaduje: Beko,
L. & Pordevi¢, M. (2023). The Geology-based Metaphor and Its Inverse
Form. Facta Universitatis: Linguistics and Literature 21(1): 1-10;
DPordevi¢, M. (2020). Toni Morrison through the prism of John Barth — Is
“Beloved” a Postmodern Novel?. Ananu @unonowxoe paxynmema 32(1):
39-53; DPordevi¢, M. (2018). Whose voice is heard in the closet?
Perception of the Postmodern Self through the Vocalisation and



Manifestation of the Id in the Works of Raymond Federman.
Transcending Borders and Boundaries: New Insights Into Language,
Literature and Culture: 174-186.

Mapujana P. Bykuh (pohena 22. mapta 1988) je Hayuna capagamnma UacturyTa

Jlenka

3a cprncku jesuk CAHY, mHa Opnceky 3a JTUHTBUCTHYKA HCTPAKHBAHHA
CaBpEMEHOT CpICKOT je3uKka © wu3paay PedHuka CprcKoXpBaTCKOT
KibIKeBHOT 1 HaponHor jesnka CAHY. Jlokropupana je Ha QUIom0omKomM
¢daxynrery YHuBep3urera y beorpany, Ha Temu u3 obnactu (paszeonoruje
CpHICKOr je3uka. baBu ce HaydyHO-HCTPaXKMBAYKHM pagoM U H3PagOM
nekcukorpadcekor tekcra y ¢asu ocHoBHe oOpaze 3a Peunuxk CAHY. ¥V
OKBHUPY HayKe O JE3WKy IIPeBacXoJHO ce 0aBu (pa3cosIOUIKuM,
JIEKCUKOJIOIIKUAM H JIEKCHKOTpaCKUM HCTpaXKUBAmbUMa. YUYECTBOBANA je
Ha BHIIIC HAyYHUX CKYNOBa y 3eMJbHM M WHOCTpaHCTBY. OOjaBHia je HU3
HayYHHX M CTPYYHHX pagoBa y JoMahuMm M CTpaHMM dYacomucHMa M
TeMaTcKkuM 30opannnMa. JKusn y beorpany.

HU. ®dapkam (pohena 16. dpedpyapa 1999). OcHOBHE CTyAMje SHITIECKOT
je3uKa W KIWKEBHOCTM M MacTep CTyAWje je3WKa, KEWKEBHOCTH W
Kyntype 3aBpiiwia je Ha ®uno3odcekom pakynrery y Hosom Cany, rae je
TPEHYTHO M Ha JIOKTOPCKHM CTyIHMjaMa je3uKa W KEWKEBHOCTH. YiKe
Hay4yHe 00JacTH MHTepecoBama o0yXBaTajy METOJHKY HAacTaBe, HACTaBy
EHIJIECKOT je3WKa Kao CTPAHOT, COLMOJIMHTBUCTUKY, HHTEPKYITYpPAITHOCT
y HactaBu ¥ ci1. Ox mkoncke 2021/22. ronuHe ayTopKa je aHra)kxoBaHa Kao
JIEMOHCTpaTOpKa Ha oJiceKy AHrnucTrka Ha ®unozodckom Qakynrery y
Hoeom Cany, Ha npeameruma Enrnecku kao crpanu jesuk — A2.1 u A2.2,
Axanemcke BemTnHe W VHTepKynTypHa KoMyHHKanuja. JKuBH 'y
Berepauky.

Jannna M. JepormjeBuh Tumma (pohena 19. cemremOpa 1985) pagm kao

BaHpeaHa Tmpodecopka 3a YKy HaydHy oOnact EHriecku jesuk u
nuHrBHCcTHKa Ha Ouironomko-ymerHuukoMm dakynrery y KparyjeBiry
[onpydje unTepecoBama cy joj (oHeTHKa U (HOHOJOTHja EHIJIECKOT U
CPIICKOT, ajli U JAPYTHX CBeTCKUX je3uka. O0jaBwiia je BHIIE JeceTHHA
panoBa u3 obnactu QoHeTuke, Mehyjesuuke GoHoNOrHje, MpUMEHEHE U
KOHTPACTUBHE JIMHIBUCTUKE MW YYeCcTBOBaja Ha Bulue gomahux u
MehyHapomHUX HaydHUX KoH(pepeHIja. AyTopka je yuOeHHKa u
MoHorpaduje U3 00IacTH aHTITUCTHYKE JIMHTBUCTHKE.

Jlynuja Jleanuh (pohena 4. cenremOpa 1998) TpeHyTHO paam Kao HaCTaBHHUIA

edrieckor jesuka y VI OcHoBHOj mkonu Bapaxnun. Bbena mompyuja
MHTEpecoBama 00yXBaTajy JKEHCKY KIbHKEBHOCT, CaBpeMEHY YypOaHy



KIGIDKEBHOCT, METOAMKY HACTaBE CHIJIECKOT je3WKa, T€ JAPOBHTOCT Y
HactaBu. KoayTopka je pana mon HazuBoM Buddha iz predgrada i magicna
privlacnost metropole o0jaBjbeHOT y 30upHH pafoBa CBEydwIMIITA Y
3anpy Preispitivanje urbanih prostora u anglofonoj knjizevnosti i kulturi.

Caahana J. Mapuh (pohena 14. neriemOpa 1988), moxrop Hayka — METOIUKA
HacraBe. HayuHa capannuna y o0acTi IpyIITBEHHX HayKa — MEAaroruja,
dunozodeku  Paxynrer, YuuBepsuter y HoBom Camgy. OOmact
UCTpaXMBaha: TMENarorija, METOJMKAa HAcTaBe CHIVICCKOT je3uKa
(EFL/ESP/CLIL/EPME), w™eTomnka HacTaBe My3HYKHX IpeaMeTa,
JUTUTATHE-MEJINjCKEe TEXHOJIOTH]je Y 00pa3oBamy, MPOPECHOHAIHN Pa3Boj
HAaCTaBHHUKA.

Auna Maprunouh / Anna Martinovié¢ (pohena 21. HoBemGpa 1964) Baupenna je
npodecopunia Ha Ceeyumnuinty y 3aapy y Xpsarckoj. Ilpemaje Ha
JIWIUIOMCKOM ~ CTYIHMjy  aHIJIMCTHKE, HAaCTaBHUYKM cMmep. Ibena
WCTpaXUBa4YKa HHTEPECOBama YKJbYUyjy MOTHBAIH]y IPYTOT je3WKa,
Moy4aBame JIPYyror je3uKa, yCBajame IPYror je3uKa U akaJeMCKO THCambe.
Ob6jaBuna je OpojHe HayyHe pajoBe, a OJl HAjHOBMjUX NyOJHMKauuja
HaBoauMoO: Kaysanne ampubyyuje y yueHuxa eHeneckoea Kao uHo2a
Jjesuxa, Directed motivational currents in English L2 learning, Cam teach
and prosper? EFL teachers’ attitudes, well-being, and coping strategies in
an online setting, L2 Motivation: The Relationship between Past
Attributions, the L2MSS, and Intended Effort. Koayropka je
yHuBep3uTeTckor yubennka An Introduction to Academic Writing.

Mapujana JI. Martuh (pohena 27. HoBemOpa 1972) je nonentkuma Ha DUITYM-
y YHuBep3utera y Kparyjesily (Ha yMETHHYKHM OficeinMa). 3aHuMa ce 3a
METOJIMKY HAacTaBe EHIJIECKOT je3uka, ESP, mocioBHU eHIylecku u
yCcBajalke U Yy4UeHE EHIJIecKor je3uka kox nene. IIpodecopka je wu
IIBEJICKOT je3WKa W 3aHMMa ce 3a TOoTemKohe KOI OIpaciiuX yueHHKa
MIBEJICKOT KOju moTudy ca bankana. Baxuuju pamosu: Benefits and
Challenges when Using the Technique of Role-Playing in Speaking
Excercises in Teaching English as a Foreign Language, V3oanuya 22/2
(2023): 157-166; ThupkoBuh-Mmnagunosuh M. m M. Maruh, The
Frequency and Usage of Foreign Language Strategies: a Comparative
Study, Cpncku jesux 24 (2019): 427-443; Maruh M. u H. Buganosuh, O
HEOIPaBJaHOCTH aHTJIMIM3aMa y JHEBHO] IITaMIH, 300pHuK padosa ca X1
mehynapoonoe  mayynoe  ckyna Cpucku — je3ux, — KHUICEBHOCH,
ymemuocm oopaicanoe y Kpazyjesyy, 28—29. okmobpa 2017. K. 1: 113—
124; Improving Young Learners’ Speaking Skills in EFL, Hrosayuje y



nacmasu 26/1 (2013): 97-104; The Motives of learning English of
Elementary School Students in Serbia, Cpncxu jesux 17 (2012): 577-584;
Martuh M. u C. bnarojesuh, HactaBa untama Ha MOYETHOM HHBOY y4CHa
SHIJICCKOT je3WKa y HIKHM paspeauma OCHOBHe Imkoie, Hacnehe 8/20
(2011): 143-154.

Muaena b. Muhuh (pohena 2. jyna 1977) je 3aBpmmia mactep CTyauje Ha
OuonomkoM ¢akynreTy YHHBep3uteta y bamoj Jlymm, omOpaHuBIH
Te3y M3 00JaCTH METOJIMKE HACTAaBE CHIJIECKOT je3MKa, a 3aIllociieHa je Ha
Bucokoj mkonmm mpuMjemeHUX W TMpaBHUX Hayka ,llpomere]” y bama
Jlynm, rae u craHyje. DOKyCc HHCHOI HHTEPECOBama je Ha paHO]
JIBOjE3MYHOCTH M pajy Ha Pa3BOjy BEIITHHE TOBOpa KOA oApaciuX. thenn
BaXHUjU PaIOBU Cy: LIe0XUBOTHO yUerhe U EHTIIECKH je3UK Y TTOCTIOBHIM
cTyamjama, y 300pnux padoséa Hayka u mpaxca nociosuux cmyouja ca
Iletor mehyHapogHor HaywyHOr cKyma. bamamyka: YHHBEpP3UTET 3a
nocioBHe cryamje, 2017: 1122-1129; Culture, lifelong learning and
English as a foreign language in Bosnia and Herzegovina. Crpy4na
koH(epernyrja La Fondation Hoteliere. byrapcka, 2019.

AparociaBa H. MuhoBuh (pohena 10. ampuna 1965) je Banpeana mpodecopka
Ha KpuUMHHATUCTHUYKO-TIONWIIMjCKOM  yHUBep3uTery y beorpany.
OcHOBHE, MacTep W JIOKTOPCKE CTyaHje 3aBpimia je Ha DHioaomkom
¢dakynrery Yaupepsurera y beorpany. [lopen HacTaBe, akTUBHO ce 0aBU
Y HayYHHM, CTPYYHUM U CYACKHM mpeBohemeM. OOIacTy WHTEpecoBamba
Cy CeHIJIECKM JEe3WK CTpyKe, METOJMKE HacTaBe, IpeBoheme H
COIMOJMHTBUCTHKA. brubmnorpaduja: Micovi¢, D., Beko, L., Imami N.M.
(2021). Learning semi-technical vocabulary in English for Police
Purposes: a case study. Romanian Journal of English Studies 18(1): 33—
42; Micovi¢, D., & Beko, L. (2022). Digital Natives and online learning in
police students. Nauka, bezbednost, policija 27(1): 29-42; Micovi¢, D.,
Beko, L. (2022). Polysemy-Related Problems in ESP Students — A Case
Study. 36opHux paoosa @unosogckoe gpaxyrmema y IHpuwmunu 52(3):
123-144.

Iopuna B. MupxkoBuh (poherna 7. okrodpa 1996) cTyneHTKHBbA je JOKTOPCKHUX
cryauja Ha Punozodckom Pakynrery y HoBom Cany, Ha Opnceky 3a
CPIICKH j€3WK M JIMHTBHCTHKY, TJI€ jé W 3aIlojieHa Kao aCHCTEHTKHIbA.
VYuecTBOBasa je HAa HAYYHUM CKYNOBUMa M KOH(eEpeHIHjaMa y 3eMJbU U
WHOCTPAHCTBY, T€ OOjaBWja paJoBe W3 OOJACTH CHHTAKCE M CEMaHTHKE
CPIICKOT je3HKa Te HACTaBe CPIICKOT je3nka Kao crpaHor. JKusu y HoBom
Cany.



Ilerap P. PanocaBbeBuh (pohen 8. aBrycra 1978) Banpemnm je mpodecop Ha
Opncjexy 3a poMaHUCTHKY, KaTeapu 3a pyMymBCKH je3UK U KEbHKEBHOCT Ha
dunozopckom  Pakynrery Cpeyumwmmmra y 3arpedy. JoKTOpcky
mucepranujy o jesuky Poma bajamra y Xpsarckoj ombpanmo je 2010.
O0jaBHo je ABaeceTaK HAyYHUX pajioBa M IMOTJIABJbA Y KEbUTAMa U ayTOp
je Hayune moHorpaduje Jesux Poma Bajawa y Xpsamckoj: ¢hononozuja u
mopghonoeuja bajawxoe pymyrckoe (2022). bberoBu riiaBHa HaydHA
WHTEpECOBamka Cy PyMYHCKa AMjaleKTOJIOTHja, KOHTAKTHA JIMHTBUCTHKA,
COILIMOJIMHTBUCTHKA U je3uk Poma bajama. XKusu y 3arpedy y XpBatckoj.

Jenena Jb. Cnacuh (pohena 24. oxtobpa 1981) 3amocnena je na dakynrery
MeIaromkuX Hayka YHuBep3utera y KparyjeBiy y 3Bamby BaHpEIHOT
mpogecopa 3a yxKy HaydHy obmact CpIICKH je3uK ca METOAUKOM. AyTopka
j€ HAyYHHX W CTPYYHHX PaJoBa U3 00JIACTH CaBPEMEHOT CPIICKOT je3HKa,
CTUJINCTUKE CaBPEMEHOT CPIICKOT je3HKa, (DYHKIMOHAJIHE CTHIIMCTHKE,
JMHTBOCTHIICTHKE, pa3Boja TOBOPA M METOIMKE HACTABE CPIICKOT je3UKa U
KIIKEBHOCTH. AYTOp je MPUPYYHUKA Je3uuke uepe y 080pHOM pA3B0jy:
npuUpyuHUK 3a paseoj eosopa Oeye npeowkoiackoe yspacma (2021),
YHHBEP3UTETCKOT ylIOeHUKa Jesuuke uepe y 2osoprom paszsojy (2022), kao
M YHHBEP3WTETCKOr yubeHuka Memoduka paseoja 2osopa (2023).
Koaytopka je nayune moHorpaduje Jesuuka mxara cpnckux nucaya (y
IITAMIIN ).

Tamapa D. Bepexan (pohena 5. mHoBemOpa 1977) 3amocnena je y Bucokoj
MOCJIOBHO] IIIKOJIM CTPYKOBHUX cTynuja y HoBom Cally ka0 HacTaBHHK 3a
yKy obnact [locnoBHU je3uk — eHrieckd. Pamu W xao mpeBojamial 3a
eHrieckn W ¢paHmycku. CTyqeHTKHbA je JOKTOPCKHX CTyIHja Ha
®dunozopckom dakynrery y Hoom Canmy, monmyn Jesuk. ObGmactu
HWHTEpECOBamba: METO/IMKA HACTaBe, yCBajame CTPAHOr je3HKa, CTpaTertje
3a y4eme CTPaHOT je3MKa, IMOCIOBHU EHIJIECKH M TICHXOJIOTHja YCBajamba
npyror crpaHor je3uka. XKusu y Hoom Cany.

Huxonuna H. 306enuna (pohena 29. HoBemOpa 1976) penosna je mpodecopka 3a
yKy Hayuny oOnact [epmanmctika Ha ®unoszodckom dakynrery
Vuusep3urera y Hosom Cagy, a 0aBu ce U KiMKEBHHM IpeBohemeM U
nucameM. OOnacTH HMHTEpecoBama: HCTOpPHja, HacTaBa M HpeBoheme
HEMayKe KIbIDKEBHOCTH, Ka0 M MHTEPAMCHMIUIMHAPHA M KOMIApAaTHBHA
npoyyaBama KiIKEBHOCTH. theHa Haj3HauYajHUja TUIAKTHYKO-METOINYKA
myonukamnyja je MoHorpaduja Juoakmuka Hemauke KroUNCeBHOCU KAo
cmpane (2018), a y Hay4yHMM UW CTpyYHHMM paJoBuMa ce OaBu
KIbIDKEBHOIINY y HACTaBM HEMAuyKor je3uka (KpaTka MpudYa y HacTaBH,



KOpemnanyja KiIKEeBHOCTH ¥ JHUKOBHE YMETHOCTH), TpeBohememM
KIIDKEBHOCTH  (IIPOjeKTHA HACcTaBa, KOMIIETCHIIHjE), AWTHTAITHUM
MEAWjUMa W CIICHApUjUMa YyuYeHha, WHOBAaTHBHMM MOJICIIMMAa HACTaBe
HEMAYKor (CTpaHOT) je3sWKa W KOMIIETeHIIMjaMa HAcTaBHHKA HEMadKoT
jesuka. XKusu y HoBom Cany.
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