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Obavestenje za cCitaoce casopisa
Nastava i vaspitanje

Obavestavamo uvaZene Citaoce ¢asopisa Nastava i vaspitanje, da ¢e broj 3 ¢asopisa
za 2023. godinu biti objavljen dvojezi¢no, na srpskom i na engleskom jeziku. Na ovakvo
izdanje smo se odlucili u Zelji da obezbedimo $to vecu vidljivost radova u ¢asopisu zain-
teresovanima kako u na3oj sredini, tako i van Srbije, a da istovremeno ¢uvamo i razvijamo
nau¢nu terminologiju na srpskom jeziku.

Urednistvo casopisa

Information for readers of the journal
Studies in Teaching and Education

We would like to inform all valued readers of Studies in Teaching and Education that
the third and final issue for the year 2023 will be published bilingually, in Serbian and
English. This decision is based on our desire to ensure the greatest possible visibility of the
articles in the journal for interested parties both in our environment and outside Serbia,
while maintaining and further developing scientific terminology in Serbian.

The Editorial board of the journal
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Koncepcije nastave univerzitetskih nastavnika
i njihovi pristupi nastavi’
Jovana Milutinovié?
Odsek za pedagogiju, Filozofski fakultet,

Univerzitet u Novom Sadu, Novi Sad, Srbija

>0 o<=

U sklopu razmatranja mogucnosti unapredivanja kvaliteta visokoskolske nastave, od de-
vedesetih godina 20. veka pa do danas u literaturi se intenzivno proucavaju koncepcije
nastave univerzitetskih nastavnika i njihovi pristupi nastavi, a u vezi s tim i pitanje pedagoskog osposo-
bljavanja i usavrsavanja univerzitetskih nastavnika. Buduci da se u literaturi koriste razliciti termini za
opisivanje raznorodnih nacina na koje nastavnici konceptualizuju visokoskolsku nastavu, cilj ovog rada
odnosi se na sagledavanje razlicitih pojmovno-terminoloskih odredenja u ovom podruéju naucnog istra-
Zivanja. Pri tome je posebna paZnja usmerena na analizu istraZivackih nalaza u literaturi koji se ticu di-
leme da li su koncepcije nastave univerzitetskih nastavnika i njihovi pristupi nastavi relativno stabilni kroz
vreme ili predstavljaju relacione konstrukte koji se razvijaju kao odgovor na odredeni kontekst ili nastav-
nu situaciju. Pored razmatranja polja znacenja konstrukata koncepcija nastave univerzitetskih nastav-
nika i njihovih pristupa nastavi, dodatni cilj istraZivanja predstavljalo je analiziranje istrazivackih nalaza
u literaturi koji se odnose na relacije izmedu ova dva konstrukta. Konstatovano je da nalazi u literaturi
podupiru ideju da koncepcije nastave univerzitetskih nastavnika predstavljaju osnovu za njihovu nastav-
nu praksu. Zakljucuje se da univerzitetske nastavnike treba podsticati na osvescivanje svojih uverenja i
samopreispitivanje, jer se time stvara osnova za usvajanje nauc¢no zasnovanih koncepcija o nastavi i
unosenje adekvatnih promena u nastavnu praksu.

Apstrakt

Kljucne reci: visokoskolska nastava, koncepcije nastave, pristupi nastavi, uverenja o nastavi, univerzitetski
nastavnici.

1 Tekst je nastao u okviru projekta ,Pedagoske, psiholoske i socioloske dimenzije unapredenja
kvaliteta visokoskolske nastave: mogucnosti i izazovi” za ¢ije ostvarivanje je deo sredstava obezbedio
Pokrajinski sekretarijat za visoko obrazovanje i nau¢noistrazivacku delatnost re3enjem broj: 142-451-
2969/2022-02

2 jovanajme@ff.uns.ac.rs
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Uvod

Oblast visokog obrazovanja i visokoskolske institucije suocavaju se s mnogim iza-
zovima drustva koje se ubrzano menja, s procesima globalizacije i tehnoloskog razvoja.
Zahtevi koji se postavljaju pred univerzitetske nastavnike su se povecali, posebno oni koji
se odnose na preuzimanje sirokog spektra odgovornosti, na nauc¢noistrazivacke kompe-
tencije i osiguravanje kvaliteta visokoskolske nastave. Aktuelnost teme visokoskolske na-
stave potvrduju i mnogi evropski dokumenti politika visokog obrazovanja koji upuc¢uju na
pravce razvoja visokoskolskog obrazovanja. Tako, na primer, Izvestaj Evropske komisije iz
2013. godine sadrzi preporuke za modernizaciju visokog obrazovanja kojima se, izmedu
ostalog, naglasava da je bitno da se osigura da svaki nastavnik stekne sertifikat o peda-
goskoj osposobljenosti za rad u nastavi, kao i da bi sticanje nastavni¢kih kompetencija
trebalo da postane uslov za sve nastavnike koji rade u sektoru visokog obrazovanja (High
Level Group on the Modernisation of Higher Education, 2013). Standardi i uputstva za
osiguravanje kvaliteta u evropskom prostoru visokog obrazovanja naglasavaju vaznost
kompetencija nastavnika, kao i primene inovativnijih metoda i pristupa nastavi koji su
vise usmereni na studenta kako bi se kreiralo podsticajno okruZenje za ucenje (European
Association for Quality Assurance in Higher Education, 2015). | ministarska konferencija u
okviru Bolonjskog procesa iz 2020. godine (European Higher Education Area, 2020) istice
znacaj unapredivanja kvaliteta nastave i u¢enja u visokom obrazovanju.

Poslednjih decenija objavljeni su i mnogi naucni radovi fokusirani na pitanja kvalite-
ta visokoskolske nastave, prakse nastavnog rada u visokom obrazovanju i unapredivanja
profesionalnog razvoja univerzitetskih nastavnika. Sprovedene su mnoge studije s ciljem
da se istraze koncepcije, pristupi i perspektive nastave univerzitetskih nastavnika (Kember
& Kwan, 2000; Lindblom-Yldnne et al., 2006; Mladenovici et al., 2022; Pedrosa-de-Jesus &
daSilva Lopes, 2011; Pratt, 1997; Stes et al., 2008; Trigwell & Prosser, 2020). U novije vreme
tema koja se odnosi na nastavnicke kompetencije i usavrsavanje za rad u visokoskolskoj
nastavi postala je, takode, predmet brojnih istrazivanja (Akerlind, 2003; Gibbs & Coffey,
2004; Kalman et al., 2020; Postareff et al., 2007; Trautwein, 2018). U tom okviru, moglo bi
se rec¢i da danas postoji obimna naucna literatura koja se bavi pitanjima nastave iz per-
spektive univerzitetskih nastavnika; temeljne pretpostavke na kojima pocivaju objavlje-
ne studije ti¢u se znacaja razumevanja uverenja o nastavi na osnovu kojih univerzitetski
nastavnici kreiraju vlastitu nastavnu praksu. Pri tome se u literaturi, sa ciljem opisivanja
razlicitih na¢ina na koje nastavnici konceptualizuju visokoskolsku nastavu, koriste razliciti
termini kao $to su orijentacije, koncepcije, uverenja, pristupi, namere, perspektive nastavnika
(Kember, 1997). Najveci broj autora pak koristi sintagme ,koncepcije nastave” i ,pristupi
nastavi” (Kember & Kwan, 2000; Lindblom-Ylanne et al., 2006; Pratt, 1992; Trigwell & Pros-
ser, 2020; Trigwell et al., 2005). Najzastupljenije shvatanje jeste da se koncepcije nastave
odnose na uverenja o nastavi koja imaju uticaj na nastavnicku percepciju date situacije i
usmeravaju njegovo delovanje, a da se pristupi nastavi ticu nacina na koje se ta uverenja
primenjuju u nastavnoj praksi.

Buduci da rezultati istrazivanja pokazuju da je nastavna praksa univerzitetskih na-
stavnika vodena njihovim uverenjima i koncepcijama nastave (Ho et al., 2001; Martin &
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Lueckenhausen, 2005; Trigwell & Prosser, 1996a), cilj ovog rada odnosi se na sagledavanje
razli¢itih pojmovno-terminoloskih odredenja u ovom podrucju nauc¢nog istrazivanja. Po-
red pojmovnog razjasnjavanja konstrukata koncepcija nastave univerzitetskih nastavnika
i njihovih pristupa nastavi, cilj je i da se analiziraju istrazivacki nalazi u literaturi koji se
odnose na relacije izmedu ova dva konstrukta, $to bi moglo da ima implikacije za profesi-
onalni razvoj univerzitetskih nastavnika u oblasti vodenja nastavnog procesa. Metoda te-
orijske analize koris¢ena je pri analizi sadrzaja teorijskih i empirijskih inostranih studija ciji
je tematski fokus na koncepcijama nastave univerzitetskih nastavnika i njihovih pristupa
nastavi od devedesetih godina 20. veka do danas.

Koncepcije nastave univerzitetskih nastavnika

Pregled literature u oblasti visokoskolskog obrazovanja pokazuje da se u istraZivanji-
ma uverenja o nastavi univerzitetskih nastavnika koriste razliciti termini kojima se pripisu-
je slicno znacenje. Pri tome, najzastupljenija je grupa autora (Kember, 1997; Kemp, 2008;
Lam & Kember, 2006; Pauler-Kuppinger & Jucks, 2017; Postareff & Lindblom-Ylanne, 2008)
koja koristi izraz ,koncepcije nastave”, pozivajuci se na Prata (Pratt, 1992: 204), koji defi-
nise koncepcije kao znacenja koja se pridaju fenomenu, a koja potom posreduju odgo-
vor u situacijama koje dati fenomen ukljucuju. Prema uverenju Prata, pojedinci poseduju
koncepcije o razli¢itim aspektima koje opazaju u svetu; zapravo svaki pojedinac gleda na
svet kroz prizmu vlastitih koncepcija koje usmeravaju njegova tumacenja situacije i uo-
blicavaju akcije. U tom okviru, isti autor je odredio koncepcije nastave kao kognitivne re-
prezentacije nac¢ina na koji nastavnici razmisljaju i razumeju koncept nastave. Ukorenjene
u kulturne, drustvene, istorijske i licne okvire znacenja, koncepcije nastave predstavljaju
neku vrstu sociva kroz koje nastavnici posmatraju nastavu i u¢enje (Pratt, 1992: 203).

Od devedesetih godina 20. veka, mnogi istrazivaci u oblasti visokoskolskog obra-
zovanja nastojali su da, primenom razli¢itih istraZivackih metoda i postupaka, ispitaju i
empirijski potvrde koncepcije nastave univerzitetskih nastavnika. Takva ispitivanja dopri-
nela su razvoju razlic¢itih klasifikacija koncepcija nastave, uz ispoljenu opstu saglasnost
po pitanju postojanja dve generalne kategorije: jedne, usmerene na sadrZaj/ orijentisane
na nastavnika i druge, usmerene na ucenje / orijentisane na studenta. Kember (Kember,
1997) je izvriio poredenje rezultata istraZivanja trinaest empirijskih studija sprovedenih
u periodu od 1992. do 1994. godine, sto je rezultovalo zaklju¢kom da te studije poka-
zuju visok stepen usaglasenosti kada su u pitanju ove dve generalne kategorije. Takav
konsenzus u istraZivanjima postao je relevantan za sva potonja ispitivanja visokoskolske
nastave, posebno ako se ima u vidu ¢injenica da su primenjivani razliciti postupci priku-
pljanja podataka u nezavisnim istrazivanjima koja su sprovedena u Sirokom rasponu ze-
malja, institucija i univerzitetskih nastavnika.

Jos je osamdesetih godina 20. veka Foks (Fox, 1983) predstavio konceptualni mo-
del za razmisljanje o nastavnom procesu koji je razvio na temelju ispitivanja o tome $ta
univerzitetski nastavnici podrazumevaju pod nastavom. Foks je identifikovao cCetiri licne
teorije nastave koje se ogledaju u metaforama: prenosenja, oblikovanja, putovanja i rasta.
Ovaj je autor prve dve li¢ne teorije nastave oznacio kao ,jednostavne”, bududi da je okviru
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njih student pasivan, a nastavnik usmeren na nastavni sadrzaj, dok je druge dve licne
teorije nastave oznacio kao ,razvijene”, jer je u okviru njih student aktivan, a nastavnik
usmeren na studenta. Sli¢no, Dankin (Dunkin, 1990) je analizom intervjua o uverenjima
univerzitetskih nastavnika o nastavi izdvojio Cetiri dimenzije nastave: nastava kao struk-
turisanje znanja, nastava kao motivisanje ucenja, nastava kao podsticanje aktivnosti i sa-
mostalnosti u u¢enju i nastava kao proces izgradnje adekvatnih interpersonalnih odnosa.
Najvaznije implikacije ove dve kategorizacije uverenja o nastavi univerzitetskih nastavni-
ka odnose se na to $to su omogudile analizu i poredenje koncepcija nastave (Samuelowicz
& Bain, 1992).

Dalje, rezultati intervjua obradeni fenomenografskom analizom podataka (Dall’Al-
ba, 1991) upucuju na sledece koncepcije nastave: nastava kao predstavljanje informacija;
nastava kao prenosenje informacija (od nastavnika ka studentu); nastava kao ilustracija
primene teorije u praksi; nastava kao razvoj koncepata i razumevanje njihovih medusob-
nih relacija; nastava kao sticanje ekspertize; nastava kao razvoj razumevanja o kontekstu-
alnoj prirodi znanja; nastava kao podsticanje konceptualnih promena. Medu razli¢itim na-
stojanjima da se prikupe podaci o uverenjima nastavnika, izdvajaju se i istrazivanja Gaua i
Kembera (Gow & Kember, 1993; Kember & Gow, 1994), koji su na osnovu analiza intervjua
identifikovali dve orijentacije/koncepcije nastave koje su oznacili kao ,facilitacija u¢enja”
i ,transmisija znanja”.

Samjuelovic i Bejn (Samuelowicz & Bain, 1992) su na temelju rezultata istrazivanja
koje je sprovodeno putem polustrukturisanog intervjua s univerzitetskim nastavnicima
iz prirodnog i drustvenog obrazovno-naucnog polja predloZili petostepenu klasifikaciju
koncepcija nastave: nastava kao prenosenje informacija; nastava kao prenosenje znanja
i stavova prema znanju unutar akademske discipline; nastava kao podsticanje razumeva-
nja; nastava kao aktivnost usmerena ka menjanju koncepcija i razumevanju sveta; nastava
kao podrska uc¢enju. Opisane karakteristike koncepcija nastave usmerenih na nastavnika
i onih usmerenih na studenta veoma jasno ilustruju sustinske razlike medu njima. Kon-
cepcija nastave usmerena na studenta postavlja studenta u srediSte aktivnosti; postojece
koncepcije studenta posmatraju se kao pocetne tacke interaktivne nastave. Aktivnosti na-
stavnika usredsredene su na to da studentu olak3aju proces konstruisanja znanja, osmi-
Sljavanja stvarnosti i usvajanje konceptualnog okvira koji dele stru¢njaci u odredenom
podrucju. Koncepcija nastave usmerena na nastavnika postavlja nastavnika u srediste
aktivnosti; postojec¢e koncepcije studenta ne uzimaju se u obzir, a nastavnik poseduje
znanje koje prenosi u gotovom, kona¢nom obliku. Student je stavljen u poziciju pasiv-
nog primaoca informacija, dok je proces u¢enja usmeren na predmetni sadrzaj, a ne na
realnost. Ishodi u¢enja iskazani su radije u kvantitativnim nego u kvalitativnim terminima.

Prat (Pratt, 1992) je na osnovu obavljenih intervjua s nastavnicima koji se bave obra-
zovanjem odraslih iz razli¢itih kultura i podrucja identifikovao pet kvalitetno razlic¢itih
koncepcija nastave: koncepcija inzenjeringa koja je usmerena na prenosenje nastavnog
sadrzaja; koncepcija Segrtovanja koja je usredsredena na osiguravanje prakse i vezbanja u
autenti¢nom okruZenju uenja; razvojna koncepcija koja je usmerena na kognitivne pro-
cese i razvoj slozZenijih i sofisticiranijih nacina razmisljanja; negujuca koncepcija koja je
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usredsredena na brigu o pojedincu i njegov individualni napredak; koncepcija drustvene
reforme koja je usmerena na postizanje sustinskih drustvenih promena. Razlike izmedu
koncepcija nastave Prat je ispitivao u odnosu na tri meduzavisna aspekta svake koncepci-
je: akcije, namere i uverenja s obzirom na ulogu nastavnika, ulogu onoga koji uci, nastavni
sadrzaj, kontekst i/ili idealnu viziju drustva.

Dalje je primena fenomenografskog pristupa, to jest analiza podataka dobijenih
intervjuisanjem univerzitetskih nastavnika iz oblasti fizike i hemije, rezultovala popisom
razlicitih koncepcija nastave konstituisanih u odnosu na dve komponente: na ¢emu je fo-
kus u nastavi i nacin na koji se u nastavi tom fokusu pristupa (Prosser et al., 1994; Trigwell
& Prosser, 1996a). U tom je okviru identifikovano Sest koncepcija nastave: nastava kao
prenosenje informacija utvrdenih nastavnim programom, pri ¢emu se ne uzimaju u obzir
prethodna znanja studenta; nastava kao prenosenje informacija i znanja nastavnika; na-
stava kao pomaganje studentu da usvoji koncepte i pojmove koji su utvrdeni nastavnim
programom; nastava kao pomaganje studentu da usvoji znanja koja prenosi nastavnik, to
jest da usvoji koncepte i pojmove i razume odnose medu njima; nastava kao pomaganje
studentu u razvijanju vlastitih koncepcija; nastava kao pomaganje studentu u menjanju
vlastitih koncepcija i u proizvodenju novih znanja.

Dajuci pregled i sintetizuju¢i rezultate dotadasnjih empirijskih studija, Kember
(Kember, 1997) zakljucuje da postoje dve generalne orijentacije u videnjima nastave koje
mogu biti predstavljene na kontunuumu od usmerenosti na nastavnika / orijentisanosti
na sadrzaj do usmerenosti na studenta / orijentisanosti na ucenje. U tom okviru, isti autor
uocava pet koncepcija nastave, odnosno identifikuje po dve koncepcije nastave smeste-
ne pod svaku orijentaciju: ,prenosenje informacija” i ,prenosenje strukturiranog znanja”,
kao koncepcije nastave koje se povezuju s orijentacijom u cijem je sredistu nastavnik, i
Lpodsticanje razumevanja” i ,konceptualna promena”, kao koncepcije nastave koje se
povezuju s orijentacijom u cijem je sredistu student. Dodatno je uvedena i peta, ,prela-
zna” koncepcija nastave koja je usmerena na interakciju student-nastavnik, povezujudi
dve navedene orijentacije. Medutim, u kasnijim istrazivanjima pojedinih autora (Kember
& Kwan, 2000; Samuelowicz & Bain, 2001) nije pronadena empirijska podrska ,prelaznoj”
kategoriji koja bi predstavljala most izmedu dva pola. Novija istrazivanja koncepcija nasta-
ve, sprovedena u razli¢itim kontekstima i akademskim disciplinama, identifikuju takode
koncepcije koje se krecu u rasponu od usmerenosti na prenosenje informacija do usme-
renosti na konceptualne promene u znanju studenta (Kalman et al., 2020; Mcalpine et al.,
2006; Mladenovici et al., 2022; Pauler-Kuppinger & Jucks, 2017; Postareff & Lindblom-Ylan-
ne, 2008; Trigwell & Prosser, 2020).

lako se nalazi studija o koncepcijama nastave univerzitetskih nastavnika mogu oka-
rakterisati kao sli¢ni, medu autorima postoje i odredene razlike u pogledu dileme da li
su koncepcije nastave medusobno nezavisne (Kember, 1997; Pratt, 1998; Samuelowicz
& Bain, 1992), ¢ak i ako se mogu predstaviti u nizu od nizih do visih nivoa sofisticiranosti,
ili su zasnovane na hijerarhijskim odnosima (Akerlind, 2003; Dall‘Alba, 1991; Entwistle &
Walker, 2000; Trigwell & Prosser, 2004). Tako, na primer, pojedini autori (Samuelowicz &
Bain, 1992) na osnovu analize nalaza dobijenih u drugim studijama i analize podataka
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prikupljenih vlastitim istrazivanjima zaklju¢uju da su dimenzije koje se koriste za razgrani-
Cenje koncepcija nastave Cesto bipolarne prirode, $to sugerise da su koncepcije nastave
deo kontinuuma s dva suprotna ,pola”, a ne deo hijerarhijske strukture. Kember (Kem-
ber, 1997), takode, zaklju¢uje da se koncepcije nastave raspodeljuju duz kontinuuma, pri
¢emu na jednoj strani fokus nastavnog procesa ¢ini prenosenje informacija, dok su na dru-
goj strani u fokusu konceptualne promene. Drugacije, neki autori (Akerlind, 2003; Degago
& Kaino, 2015; Prosser et al., 1994) skloniji su da govore o hijerarhijskoj prirodi odnosa
izmedu razli¢itih koncepcija nastave. U ovom slucaju koncepcije nastave svrstavaju se u
hijerarhiju, od manje kompleksnih do sloZenijih nacina videnja nastave; svaka sukcesivna
koncepcija nastave smatra se kompleksnijom od bilo koje koncepcije koja je smestena na
nizem nivou. Tako je, na primer, u literaturi (Entwistle & Walker, 2000; Prosser et al., 1994)
koncepcija nastave koja se opisuje kao ,podsticanje razumevanja” smestena je na visem
nivou u hijerarhiji, pri ¢€emu ona moze ukljucivati elemente koncepcije nastave opisane
kao ,prenosenje informacija”, koja se generalno posmatrano oznacava kao manje sofisti-
cirano videnje nastave. Shodno tome, smatra se da koncepcije nastave u ¢ijem se sredistu
nalazi student omogucavaju kvalitetnije ishode u¢enja (Akerlind, 2003; Prosser & Trigwell,
1999). Izuzetak od navedena dva stanovista Cini Pratova (Pratt, 1992, 2002) kategorizacija
koncepcija nastave koje se ne razvrstavaju na kontinuumu niti se hijerarhijski organizuju.
Umesto toga, pet koncepcija nastave shvataju se kao distinktivne, ali ne i medusobno is-
klju¢ujuce kategorije; sli¢ne akcije, namere, pa ¢ak i uverenja mogu se pronadi u vise ovih
koncepcija.

Medu autorima koji se bave koncepcijama nastave postoje odredene razlike i u po-
gledu dileme da li su koncepcije nastave stabilne kroz vreme. Tako se u literaturi (Chan,
1994) istice da su koncepcije nastave ukorenjene u nastavnicka epistemoloska i norma-
tivna uverenja o vlastitoj ulozi i odgovornosti, te su kao takve relativno stabilne u razlici-
tim nastavnim situacijama. U tom okviru, pojedini autori gledaju na koncepcije nastave
kao na relativno stabilne konstrukte (Kember, 1997; Pratt, 1992). Drugi autori (Prosser et
al., 1994; Samuelowicz & Bain, 1992) posmatraju pak koncepcije nastave kao relacione
konstrukte koji se razvijaju kao odgovor na odredeni kontekst ili situaciju, odnosno isti¢u
da kontekstualni faktori ponekad iziskuju privremene promene nastavni¢kih uverenja o
nastavi (Singer, 1996).

Dalje, Gau i Kember (Gow & Kember, 1993) pokazuju da se usvojene nastavne meto-
de, postavljeni zadaci i odredeni postupci ocenjivanja nalaze pod snaznim uticajima ori-
jentacija u nastavi, to jest ukazuju na to da koncepcije nastave ostvaruju uticaj na nastav-
nu praksu. U tom smislu, u pojedinim istrazivanjima (Ho et al., 2001; Kember & Kwan, 2000;
Pedrosa-de-Jesus & da Silva Lopes, 2011; Trigwell & Prosser, 1996a) utvrdena je korelacija
izmedu koncepcija nastave univerzitetskih nastavnika i pristupa nastavnoj praksi; nastav-
nici koji nastavu shvataju kao preno3enje znanja ¢esce koriste pristupe usmerene na sadr-
zaj, dok nastavnici koji nastavu razumeju kao podsticanje konceptualnih promena cesce
primenjuju pristupe koji su usmereni na ucenje. Buduc¢i da je ,namera” kao konstituent
pristupa nastavi bliska sintagmi ,koncepcija nastave” (Postareff et al., 2008), znacajno je i
daistrazivanja (Trigwell & Prosser, 1996b) pokazuju kongruentnost izmedu namera i stra-
tegija u pristupima nastavi univerzitetskih nastavnika; strategije usmerene na nastavnika
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povezane su s namerama prenosenja informacija, dok su strategije usmerene na studenta
povezane s namerama podsticanja konceptualnih promena.

Pristupi nastavi univerzitetskih nastavnika i njihove
relacije s koncepcijama nastave

Kada je rec o istrazivanjima pristupa nastavi univerzitetskih nastavnika, znacajan do-
prinos dali su Proser i Trigvel (Prosser & Trigwell, 1999; Trigwell & Prosser, 1996a; Trigwell &
Prosser, 2020) koji su identifikovali pet kvalitativno razli¢itih pristupa nastavi koji udruzuju
strategije koje nastavnici usvajaju i namere koje stoje u osnovi tih strategija. Pet pristupa
nastavi kre¢u se od onih koji se odnose na strategije usmerene na nastavnika s namerom
prenosenja informacija studentu do onih koji ukljucuju strategije usmerene na studenta s
namerom razvijanja i menjanja njegovih koncepcija, kao $to je prikazano u Tabeli 1.

Tabela 1
Kategorizacija pristupa nastavi

Kategorija Opis

Pristup A Strategija usmerena na nastavnika s namerom prenosenja informacija studentu.

Pristup B Strategija usmerena na nastavnika s namerom da student usvoji koncepte iz discipline.

PristupV Strategija gsmergng na interakciju nastavnika i studenta s namerom da student usvoji
koncepte iz discipline.

Pristup G Strategija usmerena na studenta sa ciliem da student razvija vlastite koncepcije.

Pristup D Strategija usmerena na studenta sa ciliem menjanja njegovih koncepcija.

Napomena. Izvor (Trigwell & Prosser, 2004: 413).

U prva tri pristupa fokus je na nastavniku, na onome $ta on sam radi. Prvi pristup (A)
ne podrazumeva aktivnost studenta - student pasivno prima informacije koje mu daje
nastavnik. Drugi pristup (B) pretpostavlja aktivnost studenta s fokusom na primanju go-
tovih informacija. Fokus nastavnika u tre¢em pristupu (V) odnosi se na usvajanje struktu-
riranih koncepata gde se od studenta ocekuje aktivan angazman u nastavnom procesu.
Velika promena nastaje u Cetvrtom (G) i petom (D) pristupu, gde je fokus na onome sta
radi student. U ¢etvrtom pristupu aktivnosti studenta usmerene su na konstruisanje novih
znanja, dok je u petom pristupu fokus na menjanju koncepcija studenta, to jest na rekon-
struisanju znanja (Prosser, 2013). Znacajno je da se navedeni pristupi sustinski grupisu u
dve osnovne kategorije: pristupe nastavi koji su usmereni na nastavnika, s namerom pre-
nosenja informacija (A, B i V) i pristupe nastavi koji su usmereni na studenta s namerom
dovodenja do konceptualnih promena u znanju studenta (G i D), kao $to je predstavljeno
u Tabeli 2. U skladu s tim, razvijen je i instrument za merenje pristupa nastavi: Upitnik pri-
stupa nastavi (Approaches to Teaching Inventory — ATI), koji ukljucuje karakteristike pristu-
pa nastavi usmerenog na nastavnika nasuprot pristupu nastavi usmerenog na studenta
(Trigwell & Prosser, 2004; Trigwell et al., 2005).
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Tabela 2
Dimenzije pristupa nastavi — strategije i namere
Namera
Strategija Prenogenje Usvajanje Razvijanje Menjanje
informacija koncepata koncepcija koncepcija
Usmerenost na nastavnika A B
Interakcija student-nastavnik % G D

Usmerenost na studenta

Napomena. Izvor (Trigwell & Prosser, 2020: 42).

Konceptualno sli¢no, drugi autori (Kember & Kwan, 2000) razradili su dva Siroka pri-
stupa nastavi: pristup nastavi usmeren na sadrzaj i pristup nastavi usmeren na ucenje. Prvi
pristup karakterise fokus na nastavni sadrzaj, dok drugi pristup odlikuje fokus na studenta
i proces ucenja. Navedeni pristupi odredeni su komponentama motivacije i strategije, od-
nosno jedna dimenzija motivacije i pet dimenzija strategije tretirane su kao komponen-
te pristupa nastavi. Dimenzija motivacije definise distinkciju izmedu pristupa nastavi u
strategijske komponente upucuje na distinkciju izmedu pristupa nastavi u odnosu na to
da li je u nastavnom procesu fokus na prenosenju nastavnih sadrzaja ili na podsticanju
studenta na konstruisanje znanja; da li je fokus nastavnika na grupi studenata u celiniili na
individualnim potrebama studenta; da li se procena nastavnika zasniva na ¢estoj primeni
testova ili se koriste fleksibilniji pristupi procene; da li se nastavni proces prilagodava ka-
rakteristikama studenta ili ne; da li nastavnik polazi od vlastitog iskustva kako bi pomogao
studentu da usvoji znanja ili uvazava prethodna iskustva studenta.

Uocljivo je da se u navedenim studijama koristi razli¢ita terminologija za oznacava-
nje dva generalna pristupa nastavi. Re¢ je o tome da se u pojedinim istrazivanjima koriste
sintagme ,pristup usmeren na studenta” i ,pristup usmeren na nastavnika” (Prosser & Tri-
gwell, 1999; Trigwell & Prosser, 1996a; Trigwell & Prosser, 2020), dok se u drugim istraziva-
njima (Kember & Kwan, 2000; Postareff & Lindblom-Yldanne, 2008; Postareff et al., 2008) u
sinonimnom znacenju koriste sintagme ,pristup usmeren na ucenje” i ,pristup usmeren
na sadrzaj”.

Znacajno je napomenutii da se, pored termina ,pristupi nastavi”, u literaturi uocava i
upotreba termina ,perspektive o nastavi”, pri cemu se perspektive definisu kao medusob-
no povezani skupovi uverenja i namera koji usmeravaju i opravdavaju aktivnosti nastav-
nika (Pratt, 1998). U tom okviru, perspektive o nastavi odreduju ono $to nastavnici rade i
razloge zbog kojih vlastito delovanje smatraju vrednim i opravdanim. Na osnovu analiza
sistematskih posmatranja i intervjua, Prat (Pratt, 1998) je identifikovao pet kvalitativho
razli¢itih perspektiva o nastavi koje predstavljaju i teorijsku osnovu razvoja instrumenta
Inventara perspektiva o nastavi (Teaching Perspectives Inventory — TPI). Tih pet perspektiva
0 nastavi jesu: transmisiona perspektiva — usmerenost nastavnika na predmetni sadrzaj i
prenosenje informacija; perspektiva segrtovanja — uvodenje studenata u jezik, vrednosti i
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obicaje zajednice prakse; razvojna perspektiva — usmerenost na pruzanje podrske studen-
tima u procesu razvijanja sloZenijih kognitivnih struktura koje su vazne za razumevanje
sadrzaja; perspektiva brige o studentima - usmerenost na pronalazenje ravnoteze izme-
du brige i postavljanja izazova; perspektiva drustvene reforme — usmerenost na drustvene
probleme (Pratt et al., 2001). Ispitivanja pokazuju da navedene perspektive o nastavi nisu
medusobno iskljucive; slicne akcije, namere, pa ¢ak i uverenja mogu se pronadi u vise
perspektiva (Pratt, 2002). Bududi da perspektive o nastavi obuhvataju razli¢ita uverenja,
namere i akcije nastavnika, u literaturi se isti¢e da su elementi ukljuceni u perspektive
o nastavi sli¢ni dimenzijama strategija i namera koje udruzuju pristupi nastavi Trigvela i
Prosera (Kember, 1997).

Dok je, na osnovu pregleda literature, moguce govoriti o dilemama u pogledu toga
dali su koncepcije nastave zasnovane na hijerarhijskim odnosima, priroda odnosa izmedu
razlicitih pristupa nastavi moze biti hijerarhijska (Kember, 1997). Kember (Kember, 1997)
istice da odnosi izmedu temeljnih uverenja o nastavi i pristupa nastavi nisu automatski;
oni nastavnici koji nastavu razumeju kao podsticanje konceptualnih promena mozda ¢e
ponekad biti u situaciji da primenjuju pristup koji nije usko povezan s njihovim uvere-
njima. Istrazivacki nalazi (Kember, 1997; Trigwell & Prosser, 1996a) upucuju na to da na-
stavnici koji smatraju da je nastava proces prenosenja informacija usvajaju pristup koji je
usmeren na nastavni sadrzaj i vlastite vestine predavanja. S druge strane, oni nastavnici
koji veruju da se nastava tice konceptualnih promena u znanju studenata primenjuju pri-
stup koji je fokusiran na studenta, pri ¢emu povremeno izdvajaju deo ¢asa za prenose-
nje informacija. Takvi nalazi pak ne ukazuju da je kod tih nastavnika doslo do promene
uverenja o nastavi, ve¢ pre da predavanja posmatraju kao deo nastojanja da se studenti
podstaknu na ucenje. Trigvel i Proser (Trigwell & Prosser, 1996a) naglasavaju da, s obzi-
rom na to da je prihvacen pristup nastavi povezan s koncepcijom nastave, postoji mala
verovatnoca da e nastavnik koristiti onaj pristup nastavi koji nadilazi nivo sofisticiranosti
usvojene koncepcije. Znacajno je i da rezultati studije u kojoj su ispitivane relacije izmedu
dva pristupa nastavi impliciraju da postoje karakteristike koje su specifi¢ne iskljucivo za
pristup koji je fokusiran na u¢enje, kao i one specifi¢ne za pristup fokusiran na sadrzaj (Po-
stareff & Lindblom-Yldnne, 2008). S druge strane, rezultati dobijeni u istoj studiji pokazuju
da u okviru pristupa usmerenim na sadrzaj nedostaju neke komponente koje su tipi¢ne za
pristup usmeren na ucenje. Rezultati drugih istrazivanja (Coffey & Gibbs, 2002) potvrduju
da nastavnici koji su usvojili pristup usmeren na studenta koriste 3iri repertoar nastavnih
metoda od nastavnika koji su prihvatili pristup usmeren na nastavnika.

lako je utvrdeno da postoji povezanost izmedu usvojenog pristupa nastavii koncep-
cija nastave, potrebno je naglasiti da istrazivanja (Prosser & Trigwell, 1999) pokazuju da
univerzitetski nastavnici mogu da svoj pristup nastavi prilagodavaju i menjaju u zavisnosti
od percepcija okruzenja u kojem se nastava odvija (percepcija optere¢enosti u radu u na-
stavi, veli¢ina grupe, karakteristike studenata, kontrola nad nastavnim procesom). Re¢ je o
tome da isti nastavnik ponekad moze koristiti pristup usmeren na nastavnika, a ponekad
pristup usmeren na studenta, zavisno od njegove percepcije situacije u kojoj se nalazi.
Takode, nalazi istraZivanja upucuju na to da pristupi nastavi univerzitetskih nastavnika
mogu da variraju u zavisnosti od odredenih kontekstualnih varijabli - veli¢ina grupe, nivo
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studija, disciplina (Kember & Kwan, 2000; Lindblom-Yldnne et al., 2006; Lueddeke, 2003;
Pauler-Kuppinger & Jucks, 2017), kao i od odlika nastavnika — pol, godine radnog iskustva
u nastavi (Lueddeke, 2003; Nevgi et al., 2004). Medutim, rezultati istrazivanja Stesa i sarad-
nika (Stes et al., 2008) ne ukazuju na znac¢ajnu povezanost pristupa nastavi usmerenog na
studenta s kontekstualnim faktorima - veli¢ina grupe, nivo studija i disciplina, ni s karak-
teristikama nastavnika - pol, starost, godine radnog iskustva u nastavi. U literaturi se uka-
zuje na moguc¢nost da je neuklju¢ivanje drugih varijabli koje opisuju $iri nastavni kontekst
(na primer, nastavnicka percepcija optere¢enosti u radu u nastavi, percepcija studentskih
sposobnosti, motivisanost ili obaveza studenata da ucestvuju na nastavi) doprinelo tome
da rezultati istrazivanja Stesa i saradnika nisu u potpunosti o¢ekivani (Mioci¢ et al., 2021;
Stes et al., 2008). Takode, rezultati istrazivanja Stesa i saradnika indikuju i da nacin na koji
nastavnici dozivljavaju ili percipiraju kontekst nastave moze biti znacajniji od samog kon-
teksta (Prosser, 2013).

Dalje, kada je rec o relacijama izmedu koncepcija nastave univerzitetskih nastavnika
i njihovih pristupa nastavi, znacajno je reci da pojedina istrazivanja pokazuju da se sofi-
sticiranije koncepcije nastave mogu kombinovati s manje sofisticiranim pristupima na-
stavi (Trigwell & Prosser, 1996a), odnosno da elementi,transmisije” pristupa usmerenog
na nastavnika mogu biti uklju¢eni u pristup usmeren na studenta (Trigwell et al., 2005).
U tom okviru, u literaturi se koriste termini disonanca/konsonanca koji opisuju relacije
izmedu kvalitetno razli¢itih koncepcija/namera i strategija pristupa nastavi: pristupa na-
stavi usmerenog na sadrzaj/nastavnika i pristupa nastavi usmerenog na ucenje/studenta
(Postareff et al., 2008; Stes & Van Petegem, 2014; Uiboleht et al., 2016). Disonanca se, u
ovom slucaju, odnosi na netipi¢cne kombinacije koncepcija/namera i strategija, koje na
teorijskom nivou nisu koherentne: koncepcije i strategije pristupa nastavi usmerenog na
ucenje, u kombinaciji s koncepcijama i strategijama pristupa nastavi usmerenog na sadr-
7aj. Nije bez znacaja podatak da dosadasnja istrazivanja pokazuju da oko polovine uni-
verzitetskih nastavnika na razli¢ite nacine kombinuje koncepcije/namere i strategije oba
pristupa nastavi (Postareff et al., 2008; Stes & Van Petegem, 2014). Pojava disonance moze
potencijalno biti povezana s razli¢itim uzrocima: dok s jedne strane Siri nastavni kontekst i
disciplinarna posebnost mogu usmeravati nastavnike na usvajanje nekoherentnih kombi-
nacija koncepcija/namera i strategija, s druge strane disonanca se moze javiti usled poha-
danja programa pedagoskog osposobljavanja nastavnika koji usmeravaju razvojni proces
prema pristupu usmerenog na ucenje (Postareff et al., 2008; Uiboleht et al., 2016).

U tom okviru, vazno je ista¢i da pojedina istrazivanja (Trigwell & Prosser, 1996a) po-
kazuju da je usvajanje sofisticiranijih pristupa nastavi moguce samo ukoliko se najpre pri-
stupi promenama koncepcija nastave. Sli¢no, druga istrazivanja (Ho et al., 2001; Kember &
Kwan, 2000; Norton et al., 2005) pokazuju da je razvijanje nastavnickih koncepcija nastave
preduslov unapredivanja nastavne prakse; promene u nastavnom radu mogu se dogoditi
samo ako se postignu promene koncepcija nastave. Shodno tome, ukoliko nastavnik zeli
da promeni svoje aktivnosti unutar ucionice, on najpre mora da preispita vlastite kon-
cepcije nastave (Trigwell & Prosser, 1996a). Pri tome, Trigvel i Proser (Trigwell & Prosser,
1996b) konstatuju da nije verovatno da ce tradicionalni programi osposobljavanja za rad
u nastavi, usredsredeni isklju¢ivo na nastavnicke strategije, biti uspesni ukoliko se paznja
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ne usmeri na namere povezane s usvojenim strategijama. Uz to, novija istrazivanja poka-
zuju da razumevanje predmetnog sadrzaja ima centralnu ulogu u preferencijama nastav-
nika prema usvajanju pristupa usmerenog na sadrzaj ili pristupa usmerenog na ucenje i
otuda sugerisu da bi promene u razumevanju predmetnog sadrzaja trebalo da predsta-
vljaju prvi korak u procesu razvijanja koncepcija nastave univerzitetskih nastavnika (Mla-
denovici et al., 2022). Ovi uvidi u skladu su i s ranijim istrazivanjima (Prosser et al., 2008)
koja su pokazala da postoji povezanost izmedu toga kako nastavnik razume predmetni
sadrZaj i njegovog pristupa nastavi.

Zakljuéna razmatranja

U sklopu razmatranja mogu¢nosti unapredivanja kvaliteta visokoskolske nastave, od
devedesetih godina 20. veka pa do danas, u literaturi se intenzivno proucavaju koncepcije
nastave univerzitetskih nastavnika i njihovi pristupi nastavi. Koncepcije nastave univerzi-
tetskih nastavnika (ono $to veruju o nastavi) i njihovi pristupi nastavi (ono $to rade) ¢ine
okosnicu mnogih istrazivackih studija u oblasti visokog obrazovanja, posebno s obzirom
na to da istrazivacki nalazi u literaturi (Kember & Gow, 1994; Trigwell & Prosser, 2020; Tri-
gwell et al,, 1999; Uiboleht et al., 2018) upucuju na ¢injenicu da opredeljenost nastavnika
i njegov pristup nastavi mogu imati znacajne implikacije na nacine na koje studenti pri-
stupaju ucenju.

lako se moze govoriti o odredenim varijacijama u pogledu klasifikacija koncepci-
ja nastave, nalazi u literaturi sugerisu postojanje dve generalne kategorije koncepcija:
koncepcije nastave usmerene na sadrZaj / orijentisane na nastavnika i koncepcije nastave
usmerene na ucenje/orijentisane na studenta (Kember, 1997). Kada su u pitanju istrazivanja
o pristupima nastavi, utvrdeno je da se namere univerzitetskih nastavnika krec¢u u raspo-
nu od namere da se studentima prenesu informacije do namere da se pomogne studen-
tima u razvoju i menjanju dotadasnjih koncepcija (Trigwell et al., 1994). Shodno tome,
u literaturi su identifikovana i najcesce istrazivana dva pristupa nastavi: pristup nastavi
usmeren na nastavnika/sadrzaj i pristup nastavi usmeren na studenta/ucenje. Pri tome,
pojedini autori primecuju da iako se koncepcije nastave i pristupi nastavi mogu razlikovati
na teorijskom nivou, oba konstrukta poseduju preklapajuce i snazno povezane karakteri-
stike (Pauler-Kuppinger & Jucks, 2017; Postareff et al., 2008).

Bududi da istrazivacki nalazi sugerisu da postoji korelacija izmedu koncepcija na-
stave i pristupa nastavi, u literaturi se ukazuje na to da koncepcije nastave predstavlja-
ju osnovu za nastavnu praksu (Gow & Kember, 1993; Ho et al.,, 2001; Trigwell & Prosser,
1996a). U tom smislu, univerzitetski nastavnici koji su usvojili odredenu koncepciju na-
stave naginju specificnim namerama koje vode ka korespondirajuc¢im strategijama: stra-
tegije usmerene na studenta povezane su s namerama menjanja koncepcija studenata,
dok su strategije usmerene na nastavnika povezane s namerama prenosenja informacija
(Trigwell & Prosser, 1996a, 1996b). Pristup nastavi, medutim, kao nacin na koji se uverenja
nastavnika primenjuju u nastavnoj praksi moze da se posmatra kao dvoznacan pojam. S
jedne strane, ukoliko je nastavni kontekst odgovarajuci, nastavnicki pristup nastavi bice
najverovatnije uskladen s njegovim uverenjima o nastavi. S druge strane, u odredenim
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slucajevima moze doci do diskrepancije izmedu nastavnicke koncepcije nastave i njego-
vog pristupa nastavi: usled uticaja kontekstualnih faktora (na primer, dizajna kurikuluma,
kulture institucije) pristup nastavi univerzitetskog nastavnika moze biti vise povezan s na-
stavni¢kom percepcijom situacije u kojoj se nalazi nego s njegovom koncepcijom nastave
(Kember & Kwan, 2000; Prosser & Trigwell, 1997).

Vazno je reci i da se u pregledima i metaanalizama istrazivackih nalaza vezanih za
procenu efekata formalnih programa pedagoskog osposobljavanja univerzitetskih na-
stavnika navodi da se u rezultatima dosadasnjih istraZivanja identifikuju uticaji razli¢itog
obima: od promena u samopouzdanju, stavovima, znanju, koncepcijama i praksi nastav-
nika pa do usvajanja pristupa usmerenog na studenta i promena u pristupima u¢enju kod
studenata, iako postoje i opsezna istrazivanja u kojima se prijavljuju mali pozitivni ali go-
tovo zanemarljivi efekti tih programa (llie et al., 2020; Stewart, 2014). Pored faktora koji se
ti¢u paradigmatskih orijentacija i odluka metodoloske prirode, kao i vremenskih razmaka
u kojima su se merili efekti programa (Miocic et al., 2021), rezultati istraZivanja o koncepci-
jama i pristupima nastavi univerzitetskih nastavnika jednim delom tumace nejednoznac-
ne nalaze o uticaju programa profesionalnog razvoja univerzitetskih nastavnika za rad u
nastavi. Buduci da koncepcije nastave imaju odredeni uticaj na usvojeni pristup nastavi,
iskljuciva usredsredenost programa pedagoskog osposobljavanja na nastavnicke pristu-
pe nastavi, bez odgovaraju¢e promene u njihovim uverenjima, moze se negativno odraziti
na inicijative profesionalnog razvoja univerzitetskih nastavnika za rad u nastavi (Kember,
1997). U tom okviru, istrazivacki nalazi naglasavaju vaznost doprinosa programa pedago-
$kog osposobljavanja univerzitetskih nastavnika povecanju svesti o temeljnim pitanjima
nastave (Postareff et al., 2008). Studije su potvrdile da ti programi mogu da imaju uticaj na
promene koncepcija nastave univerzitetskih nastavnika (Ginns et al., 2008; Ho et al., 2001),
kao i da mogu pruziti uve¢ane mogucnosti za usvajanje pristupa usmerenog na studenta/
ucenje (Gibbs & Coffey, 2004; Postareff et al., 2007; Potter et al,, 2015; Stes et al., 2010).

U literaturi se pak konstatuje da se koncepcije nastave, kao relativno stabilni kon-
strukti, menjaju sporo (Gibbs & Coffey, 2004; Kember, 1997; Postareff et al., 2007). Rec je
o tome da koncepcije nastave univerzitetskih nastavnika proizlaze iz slozenog sadejstva
vise faktora: dugogodisnjeg iskustva koje su univerzitetski nastavnici stekli iz Skole kao
ucenici, iskustva rada kao nastavnika, licnih karakteristika, etosa departmana/institucije,
disciplinarne kulture (Chan, 1994; Dall‘Alba, 1991; Fox, 1983; Kember, 1997; Kemp, 2013).
Otuda se, u sklopu razmatranja podsticanja prihvatanja novih pristupa nastavi, istice da
licna razumevanja nastave univerzitetskih nastavnika mogu da deluju ogranicavajuce; du-
blji uvidi u uverenja o nastavi univerzitetskih nastavnika kljucni su za razvijanje programa
pedagoskog osposobljavanja, kao i za promovisanje promena u visokoskolskoj nastavi
(Akerlind, 2007; Kemp, 2013). Razumevanje uverenja o nastavi i iznalazenje odgovarajucih
nacina podsticanja univerzitetskih nastavnika na njihovo osvescivanje i samopreispitiva-
nje sustinski je vazno, jer se time stvara osnova za usvajanje nau¢no zasnovanih koncep-
cija o nastavi i unosenje adekvatnih promena u nastavnu praksu kako bi se na bolji nacin
podrzalo u¢enje studenata.
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Oslonjeni pre svega na analize i sugestije Ransijera i Levi-Strosa, autori rada nastoje da
izloZe kritiku hijerarhijski vrednovanih orijentira putovanja i obrazovanja. Prvi deo rada
posvecen je zapadnim putnicima i njihovom ,civilizatorskom” odnosu prema drugim, dotad nepoznatim,
predelima i narodima. Drugim delom rada ustanovljava se analogni obrazac i kada je re¢ o odnosu koji
se uspostavlja u obrazovnom procesu, u kojem takode novo i nepoznato valja savladati, osvojiti i poko-
riti neupitnim znanjem. U zakljucku se sugerise mogucnost dekonstrukcije predefinisanog poretka civili-
zacije i/ili znanja, ne bi li se najavila mogucnost afirmisanja razlike, bez dominacije i ucenja, bez jedno-
znacnog objasnjenja; mogucnost koja bi mozda mogla da se ostvari s odstupanjem od iluzije o
univerzalnoj merodavnosti Znanja i njegovog posednika.

Apstrakt

Kljucnereci:  obrazovanje, putovanje, hijerarhija, znanje, objasnjenje.

Uvod

Mozda je svako putovanje obrazovno putovanje: u svakom se, hteli - ne hteli, s ne-
¢im novim susrece i neSto novo se moze nauciti. | mozda je svako obrazovanje svojevrsno
putovanje: od neznanja do znanjaili ,od neznalacke izvesnosti do inteligentne konfuzije”
(Felder & Brent, 2004: 270). Ali mimo ove trivijalne ili metaforicke zameni¢nosti, postoji
jedno zajednicko svojstvo - ili bolje, drZzanje — koje povezuje putovanje i obrazovanje, ma-
kar onako kako ga shvata kultura kojoj pripadamo: oba su iskusenja i iskusavanja, oba su
ispitivanja (isledivanja) i oba podrazumevaju hijerarhiju. Na njenom vrhu je znanje i onaj
koji zna, i utoliko visi ukoliko vi$e zna, a na dnu je ono suprotno, u podjednakoj srazmeri.

U oba slucaja se ide ne¢em nepoznatom ili jos-ne-poznatom koje se upoznaje. | u
oba slucaja pristup toj figuri drugosti, na mestu ,nestabilnosti” gde se susrece ,periferni”

1 aleksandar.ostojic@ef.uns.ac.rs
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Drugi, po pravilu je konkistadorski: proterivanje ili podvodenje pod stabilno i odve¢ po-
znato jezgro uvek istog vlastitog centra (Lotman, 2005). Jednom je to ,divljak”, a drugi put
+neznalica” — zapravo saobrazne slike koje legitimiSu onaj, po binarnoj opoziciji suprot-
stavljeni, lik civilizatora-znalca, nosioca nadmo¢ne racionalnosti koji pronice i p(r)okazuje
prvog. S takvim samorazumevanjem (Taylor, 2013) i s takvim misionarskim ovlas¢enjem
zapadni putnik je putovao ili pohodio, saznavao ili osvajao nove teritorije i nove ,duse”.

Kada je o obrazovnoj dimenziji re¢, prosvetni pogon odasilje ,neznalicu”, ekvivalent,
a precesto i drugo ime za ,divljaka”, na put — koji je iskusni ucitelj ve¢ presao. Rukovodeni
njegovim poznavanjem ciljanog odredista i ,objasnjenjima” koja privode njemu, oni, od
njega drugi, dospece tamo gde je on, smestiti se unutar poretka u koji je i on smesten i ¢iji
je agent, i kona¢no postati deo istorije ,istog” (Fuko, 1971: 68). Pritom se podrazumeva da
je svaka nepoznanica, svaka razli¢itost za vodu obrazovno-istraziva¢kog puta samo privre-
mena i da ¢e je potciniti poredak koji svemu i svima suvereno diktira sliku sveta i smisla
obitavanja u njemu.

Pogled putnika

Cvetan Todorov (Tzvetan Todorov) istrajni kriticar zapadne i svake etnocenricke gor-
dosti i svakog hijerarhizovanja kultura, na osnovu empirijske analize knjizevnih svedocan-
stava ponudio je ,portrete tipova putnika”, nepretenciozno priznajudi da spisak koji broji
Cak deset razlic¢itih vrsta putnika nije ni iscrpan, ni metodski uzoran, niti takav da jedna
vrsta putovanja u jednom trenutku iskljucuje preduzimanje drugih u drugom (Todorov,
2008). Ali kakav-takav princip deobe koji odgovara njegovim interesovanjima - kapacitet
putnika za novo, njegov ,odnos prema bliskosti i sapostojanju” (Todorov, 1994: 328) —in-
struktivan je i za temu ovog ¢lanka.

Prvi lik u ovoj podeli je ,asimilator”: ,Asimilator je onaj koji bi hteo da izmeni druge
kako bi oni licili na njega”; on veruje u jedinstvo ljudskog roda, ali tude odlike tumaci kao
nedostatke u odnosu na vlastiti ideal. Asimilator se tako ispostavlja kao zastupnik univer-
zalnog hijerarhijskog poretka, unutar kojeg se njegova kultura nalazi na vrhu. Njegova,
nekada uzorna slika - slika je hris¢anskog misionara ,koji hoc¢e druge da preobrati u svoju
veru” (neretko i macem). Takav konkretan oblik religijskog mesijanizma mozda danasii je-
ste redak, ali Todorov s pravom uocava njegove nove, u savremenosti zastupljenije oblike
- na lokalnom nivou kao talas asimilacije onih manje mo¢nih ili manje zastupljenih, a na
svetskom kao novi kolonijalizam koji ,izvozi revolucije” (Todorov, 1994: 328-329).

Slededi putnik je ,asimilovani”. Naj¢es¢i njegov vid je imigrant: ,onaj koji obavlja
putovanje samo u odlasku”. Nasuprot ,asimilatoru” koji ide drugima da bi ih upodobio
sebi, asimilovani bi da postane kao drugi kod kojih odlazi: da ih do kraja upozna, Zivi medu
njima i da ga prihvate kao svog. On nije gastarbajter koji je negde drugde na odredeno
vreme, niukoliko se ne odri¢udi svoje kulture, ve¢ onaj koji bi da se poistoveti s drugima,
da postane ,kao oni”, da bude asimilovan — pa i po cenu (ili je to mozda ve¢ unapred
odigrani preduslov) prihvatanja etnocentrickog izopacenja lokalnog stereotipa (Todorov,
1994:331-332).

U otporu da se plati takva cena nastupa ,egzot”. On je ,stranac” koji ne prihvata tude
navike, tude konvencije koje tudini smatraju prirodnim; on ih uocava ali im se ne pot¢i-
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njava; on neprestano poredi postupke drugih zemalja sa normama svoje zemlje; on tako
uocava mane drugih kojih oni koji su ih naturalizovali nisu svesni. Njegova nevolja je $to,
ukoliko bi da ostane takav, neprestano mora da zivi u krhkoj ravnotezi i da pomno prati
promene na osetljivoj vagi na kojoj obitava: ,izmedu iznenadenosti i prisnosti, distancira-
nja i identifikacije”. Ukoliko ne poznaje dovoljno druge, egzot ih ne razume, a ukoliko ih
predobro poznaje, vise ih ne vidi onim privilegovanim okom ,spolja“ (Todorov, 1994: 332).

Jzgnanik” je pak slican egzotu utoliko Sto izbegava asimilaciju, a imigrantu utoliko
$to nastanjuje zemlju koja nije njegova. Od egzota ga, opet, razlikuje nezainteresovanost
za narod u ¢ijoj sredini zivi. Naprotiv: ,To je ¢ovek koji svoj Zivot u inostranstvu tumaci kao
dozivljaj nepripadanja sredini i koji tu sredinu upravo zbog toga voli. Izgnanika interesuje
njegov zivot, pa ¢ak i njegov vlastiti narod; ali on je shvatio da je upravo po taj interes
bolje da Zivi u inostranstvu, tamo gde ne 'pripada’; on vise nije privremeno, ve¢ defini-
tivno stranac.” (Todorov, 1994: 332). Dekart (René Descartes) u Holandiji, Volter (Voltaire)
u Svajcarskoj, DZojs (James Joyce) i Beket (Samuel Beckett), Garsija Markes (Gabriel Gar-
cia Marquez) i Ginter Gras (Glinter Grass) u Parizu, a medu njima i drugima mozda i sam
Cvetan Todorov, svima njima tek stranstvovanje, izabrano, omogucava udobno stvaranje
»hacionalnih” ostvarenja. Oni su sre¢ni zbog zZivota u tudini — upravo zato $to to njihovo
hotimic¢no izgnanistvo ne samo da odbija ¢vrsce veze sa drugima medu kojima Zive, nego
se vec¢ unapred osujecuje za ,otkrice drugih” (Todorov, 1994: 333).

Poslednji od pet tipova putnika koji se u ovom prilogu izdvajaju, a uz asimilatora
mozda i najupecatljiviji, jeste ,alegorista”, koji na drugi nacin iskoris¢ava druge. On govori
o stranom narodu, ali s malo ili nimalo brige za njega, ve¢ ne bi li oboruzan njegovim
iskustvom raspravljao o problemima vlastite kulture. Od Monteskjeovih (Montesquieu)
Persijskih pisama i Didroovog (Denis Diderot) Dodatka Bugenvilovom putovanju, izmasta-
nih putopisa koji se i danas ¢itaju kao pionirske, duhovite i pou¢ne packe umisljanju Evro-
pliana da su norme njihove kulture uopste opravdane ili poZeljne, a narocito da se mogu
smatrati merodavnim za druge (Monteskje, 2004; Stanley, 2009), pa sve do opcinjenog
projektovanja nade iz sredine dvadesetog veka u Tredi svet, ponavlja se figura ,primiti-
vistickog alegorizma”: drugi se zapravo ne posmatraju, ili posmatranje ne sluzi da bi se
istinski spoznao Drugi, ve¢ da bi slika drugog sluzila kao iskrivljeno ogledalo, ¢ime se ,iz-
okrec¢u” uocene osobenosti sopstvene zemlje ili drustva kome se nedvosmisleno i jedino i
dalje pripada (Todorov, 1994: 333-334).

Savest putnika

Drugo i drugi su hronic¢ni problem u svim formama kolonijalnog diskursa, kao i dis-
kursa koji bi da odstupi od njega. Kada je o prvom re¢, putopisi su odigrali mozda presud-
nu ulogu i, u svakom slucaju, (p)ostali svedo¢anstvo imperijalizma evrocentri¢ckog znanja i
saznavanja. U devetnaestom veku oni su se razvijali uporedo s projektima prirodne istori-
je, a njihovom formalizacijom ,postignuto je stvaranje mreze kolonijalnih i metropolitskih
prostora” (Gregory, 1998: 82). Nema nikakve sumnje da je posredi bila, fukoovski receno,
proizvodnja znanja, cije su tvrdnje zavisile od rada ,na terenu”.

Sami novootkriveni, novoupoznati ili novoosvojeni prostori su iznova definisani ili
redefinisani: ,Siroko otvoreni prostori prirode” kojima se hodilo u otkrivanju novog sveta
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bili su, medutim, neodvojivi od proizvodnje zatvorenih prostora kao $to su botanicke ba-
Ste, muzeji ili zooloski vrtovi. Krocenje i pripitomljavanje nepoznatog moralo je da saceka
sistematski odredenu, sto e redi precizno omedenu, i sa sigurnosc¢u prezentovanu formu
znanja, zaokruzenog, bezbednog i pouzdanog znanja. Ono nije neposredno proizlazilo
iz iskustva prelaska i upoznavanja terena, vec tek iz naknadne perspektive udaljenog po-
smatraca, kojem je omogucen panoramski pogled na prirodu, na novi, drugaciji ili divlji
svet, koji se mogao konstruisati kao zatvoren prostor, rezervat ili egzoti¢ni isecak razlici-
tog, i postati dostupan za prikazivanje evropskoj javnosti (Outram, 1996).

Ali ni istorija drugacijeg, antikolonijalnog (puto)pisanja nije zanemarljiva. Najkasnije
od romanticara (Molnar i Molnar, 2013: 363-364), pa preko Fojerbaha (Fojerbah, 1956), sve
do savremenog anarhoprimitivizma (videti, na primer, Zerzan, 2005), nizu se ukazivanja
na krivo skretanje zapadne tehnonaucne racionalnosti i njenih politi¢ckih produzetaka, na
neophodnost drugacdijeg misljenja. Vilijam Vordsvort (Wordsworth, 1974) i Kolridz (Cole-
ridge, 2004) se otiskuju u spekulacije o tome ,kako seljaci misle”, otvarajudi vek i po ranije
savremenu debatu o (ne)mogucnosti ,primitivne” ili ,divlje” misli (Levi-Stros, 1978; Lévy-
Bruhl, 1954; Lévy-Bruhl, 1966; McLane, 2000: 46-50; Sahlins, 1995). Na to pitanje Vord-
svort, poput kasnije Levi-Strosa (Claude Lévy-Strauss), implicitno odgovara afirmativno
(Wordsworth, 1974: 125; uporediti Levi-Stros, 1978: 318; Levi-Stros, 2009: 19-20). Kolridz,
bas kao i Sartr (Jean-Paul Sartre) vek i po posle njega (Vattimo, 2012), u najboljem slucaju
nudi jedno uslovno ,da”: seljaci misle, ali ne kao bolji deo drustva - svakako ne kao sveste-
nici, filozofi i knjizevnici, kojima je sudeno da obezbede ,najbolje delove jezika” za poeziju
(Coleridge, 2004).

Posle romanticara, i savremeni kulturni relativizam ustaje protiv prosvetiteljske pro-
mocije hijerarhijski strukturiranog pojma ,civilizacije”, koji je posluzio da se u svesti Zapada
sopstveni polozZaj vidi kao model, vlastite navike kao univerzalne sposobnosti, sopstvene
vrednosti kao apsolutni kriterijum sudenja, a zapadnjaci sami kao gazdujuci posednici
svekolike prirode (Schulze, 2008). S teorijskom pripremom, s epistemoloskom logistikom
kriptonormativnih, diskriminatorskih, ,linearno-progresivistickih” pojmova, mogla je da
pocne i stvarna kolonizacija svega razli¢itog, svega Sto odstupa i $to se smesta na nizi rang
razvoja (Lévy-Strauss, 1989: 161,310-311, 316-317).

Od te spekulativne neukosti, ispostavlja se, le¢i etnologija, uvidom da ta neukost
nije nista drugo do ,slepo odbijanje onoga 3to nije nase”, da varvarstvo nije opozit civi-
lizaciji, nego je, skupa s civilizacijom, smisljeni konstrukt, kao i da celu konstrukciju valja
demontirati informisuci one koji druge krste varvarima da je varvarin pre svega ¢ovek koji
veruje u varvarstvo (Lévi-Strauss, 1988: 303). Danas je vazno, naprotiv, ne unistiti, sacu-
vati, zastititi ,tuzne trope”, i Sire: zainteresovati se za ,analizu i tumacenje razlika“ medu
drustvima (uporediti Levi-Stros, 1978: 313-315; Lévy-Strauss, 1988: 299-306; Levi-Stros,
1999: 292). Te razlike su danas ugrozene, stara se da ukazZe Levi-Stros, a ne jedinstvo vrste
koje savremena sredstva saobracaja i masovni mediji ionako ¢ine gotovo neizbeznim. | on
sa zebnjom zamislja ,vreme kad ¢e na planeti postojati samo jedna kultura i civilizacija”
(Levi-Stros, 2009: 23).

Zla savest Okcidenta, dakle, progovorila je u dvadesetom veku razli¢itim glasovi-
ma, ali njihova drustvena dimenzija ponavljace staru tezu, samo izricitije i ubojitije: sva
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drustva moraju biti tretirana kao podjednako vredna, ali ne i jednaka, ve¢ naprotiv, upra-
vo razli¢ita i neuporediva. Svaki drugaciji pristup je put u naivnu ali rasprostranjenu be-
smislicu pretpostavljanja superiornosti jednog od njih, ili u manje naivno zanemarivanje
razlika za volju neuverljivog bratstva svih ljudi (Levi-Stros, 1999: 302; Lévy-Strauss, 1988:
302-304).

Delimi¢na podrska nastojanjima Levi-Strosa da ublazi rane zapadne saznajne i geo-
grafske konkviste, prido¢i ¢e kasnije s (ne)ocekivane strane. U predavanju ,O humani-
stickim naukama i filozofskoj disciplini”, podjednako kao nekada Levi-Stros obracajuci se
Unesku, Zak Derida (Jacques Derrida) pronalazi implicitnu filozofiju u tekstovima medu-
narodnih ustanova koje se zasnivaju na idejama ljudskih prava i medunarodnog prava.
Citanje Kantove ,Ideje opste istorije” (Kant, 1968) je pritom prilika da se detektuje teleolo-
Ska pretpostavka Evrope kao cilja univerzalne istorije koji proZzima modernu do duboko u
savremene diskurse. Medunarodne ustanove se suocavaju s istim problemom evrocentri-
zma, a Deridi je ovde ponajvise stalo do onog kosmopolitskog ,prava na filozofiju” koje bi
sada valjalo misliti mimo njenog ,gr¢ko-evropskog porekla i se¢anja”, kao i mimo pukog
suprotstavljanja njemu (Derrida, 1994: 14).

Filozofija izlaz iz dugoveke i zamorne alternative evrocentrizma i protivevrocentri-
zma, prema Deridi, a za razliku nadalje od Levi-Strosa, izgleda ne samo da mozZe pronacdi
nego ga i vlastitim savremenim statusom nudi. Budu¢i da ,vise nije odredena progra-
mom, izvornim jezikom ili govorom”, buduci da su vec¢ i njeni koreni sumnijivi, ,bastardni,
hibridni, kalemljeni, multilinearni i poliglotski”, tako shvaéena, ona ve¢ (po)stoji s one stra-
ne ,kolonijalne ili neokolonijalne dijalektike prisvajanja i otudivanja” i predstavlja, ,ako
postoji takva stvar, taj drugi put” (Derrida, 1994: 15)

Deridin prigovorLevi-Strosu,aliiRusou (Jean-JacquesRousseau), Vordsvortu, KolridZu
i Citavoj tradiciji prirodnjacko-primitivisticke korekture civilizacije, Todorov birekao ,alego-
ristima“, sastoji se u uvidu da takva nastojanja da se spere krivica zapadne kulture moraju da
okoncaju u nekritickoj fetisizaciji drugog pola, u umisljanjima nekakve bezazlene prirode
Drugog, ispunjene nepatvorenom lepotom i dobrotom. Ako se odmakne od tog krivog ili
naopakog ogledalazapadnog protivetnocentrizma (Dos, 2019:47-48), medutim, razotkrice
sedajedirektno predavanje navodno neobescaséenoj prirodi podjednako teleoloskiiesha-
toloski inficirano kao i osvajacko nahrupljivanje u nju: u oba slucaja sanja se ,san o punom
i neposrednom prisustvu koje zatvara povijest” (Derrida, 1976: 154).

Pogled u¢enog

Ucenje uvek uvodi u neki poredak, bilo da je re¢ o poretku znanja, drustva ili ,civili-
zacije”, pri ¢emu su oni precesto uvezani. Poredak znanja mozda ¢ak uvek prethodi osta-
lim hijerarhizacijama, objasnjava ih, opravdava i/ili ozakonjuje. Medutim ako poslusamo
Ransijera (Jacques Ranciére), ucenje, kao i objasnjavanje, nije ili ne bi trebalo da bude
nista drugo nego obecanje razumevanja, razumevanja koje naknadno dolazi, ali za koje ne
postoji nikakav garant da je kona¢no, a samim tim ni jedino legitimno ili ispravno. Svako
razumevanje ili objasnjenje koje sebe uzima za konacno nije nista drugo nego simulacija:
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simulacija poretka. Ucenje, da bi uopste bilo u¢enje, mora moci da promasi, da ne ispuni
obecanje - to je rizik koji dopusta ucenju da se odvija. U suprotnom, u¢enje bi se pretvorilo
u fakticki iskaz, u reprodukciju i repeticiju jednih istih cinjenica, $to bi znacilo da se nista
novo nikada ne bi dogodilo, nista novo se ne bi nikada (na)ucilo. A ukoliko ne bi bilo mo-
gucnosti drugacijeg odgovora, obrazovanje bi prestalo da bude obrazovanje i postalo
ekonomija ili - mozda pre, re¢ima Deride - tehnologija:

Kada je putanja jasna i data, kada odredeno znanje unapred otvara put, odluka
je ve¢ doneta, podjednako bi se moglo rec¢i da nema odluke koja bi se tek do-
nela; neodgovorno, a Ciste savesti, jednostavno se primenjuje iliimplementira
program. [...] To od delanja ¢ini jednostavnu primenu znanja ili vestina. To od
etike i politike ¢ini tehnologiju. (Derrida, 1992: 41, 45)

Obrazovanje koje nije i neizvesno lutanje ne moze da izbegne udes da je, iznad sve-
ga i pre svih emancipatorskih stremljenja, kontrola, hijerarhizacija i uspostavijanje ili ocu-
vanje odredenog dominantnog poretka. Svako obrazovanje koje pretpostavlja odrediste
nastoji da potcini. Ransijer nije sam u ovom zaklju¢ku. Fuko (Foucault, 1983) ¢e pre njega
detektovati razgranatu mrezu hijerarhija u akademskom pogonu: fakulteti, kao i sve dru-
ge institucije, prozeti su odnosima moci, nastojanjima da se — uvek zarad kontrole, zarad
pribavljanja autonomije za sebe i potcinjavanja dugih - nametne jedna istina, jedan dis-
kurs, jedno znanje ili jednostavno interes jedne grupe. Ali njih, uvek istovremeno, prozima
i reakcija, otpor takvim nastojanjima, neka protiv-moc¢ koja onda upotpunjava nestabilnu
kompoziciju visokoskolske ustanove (Foucault, 1983).

Ni na niZim nivoima organizovanog masovnog obrazovanja stvar ne stoji bolje. Ne
samo ucene ocena i ispita, nego ve¢ sama ,organizacija prostora” u osnovnim skolama
klasifikuje ucenike i ,funkcionise kao mehanizam pogodan za ucenje, ali i za nadzor, hije-
rarhizaciju, nagradivanje” (Fuko, 1997: 196). Na tom tragu i usredsredeniji na prenos zna-
nja, i Delez (Gilles Deleuze) ¢e primetiti:

Govor nije natinjen da mu se veruje, ve¢ da mu se potcini. Kada uciteljica ob-
jasnjava deci neku ra¢unsku operaciju, ili kada ih poucava sintaksi, ona im ne
daje informacije u pravom smislu reci, ve¢ im saopstava zapovesti, prenosi im
parole, navodi ih da proizvode tacne iskaze, ,prave” ideje koje su nuzno uskla-
dene s dominantnim znacenjem. (Delez i Parne, 2009: 34)

Klod Levi-Stros (Claude Lévi-Strauss) putuje u dZzungle Amazona, u pleme Nam-
bikvara, koje ne poseduje pisani jezik, niti se koristi crtezima, izuzev nekoliko tacaka ili
krivulja koje ponekad, retko, iscrtaju Stapom na zemlji (Levi-Stros, 1999: 234). Nambi-
kvarama su dati papiri i olovke bez namere da se odmah ,poduce” vestini pisanja. Ispr-
va, niko se nece latiti olovaka i papira, ali ve¢ nakon par dana, svi u selu pokusavace da
pisu, tacnije da imitiraju pokrete koje su videli da Levi-Stros pravi. Posto ovim ,u¢enjem
po modelu” Nambikvare ne mogu nauciti zaista da pisu, ve¢ samo da ,imitiraju pisa-
nje”, Levi-Stros odrzava prvu pravu lekciju pisanja, svojevrsni nagovor na pisanje, uka-
zivanjem na vaznost pismenosti, s neskrivenom argumentacijom ili motivacijom da od
nepismenih domorodaca valja naciniti gradane. ,Svako se mora osposobiti da cita, tako
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da vlast (s pravom) mozZe da kaZe: Nepoznavanje zakona nije opravdanje” (Levi-Stros,
1999: 238).

Ovo ucenje-putovanje sa predvidivim zavrsetkom, jedno medu mnogima, preki-
da, medutim, jedan neocekivani dogadaj. Poglavica plemena okuplja pleme, traZi od Le-
vi-Strosa tablu za pisanje i, nakon $to napravi nekoliko krivudavih linija oponasajudi pisa-
nje, daje Levi-Strosu tablu da pro¢ita. Predstavi ni tu nije kraj: ubrzo zatim poglavica uzima
Levi-Strosove spise i pocinje da ih objasnjava ostatku plemena, ,pisuci” nakon toga svoj
L~odgovor” (Levi-Stros, 1999: 234-235). Suvisno je reci da je posredi simulacija razumeva-
nja: poglavica se pravi da razume $ta Levi-Stros pise, isto kao $to se pravi da njegove krive
linije poseduju smisao koji bi Levi-Strosu trebalo da bude transparentan. Da stvar bude
upecatljivija, ,navodni smisao” koji poglavica interpretira ¢lanovima svog plemena ticao
se robne razmene izmedu plemena i ,belog ¢oveka” (Levi-Strosa) - dakle simulacija razu-
mevanja i objasnjavanja za svoj predmet imala je ekonomiju, nesumnjivo zato sto ¢e robna
razmena biti doZivljena kao nesto $to ¢e neposredno uticati na Zivot plemena.

Naum ove predstave bio je pre svega da zadivi, da ostatak plemena dodatno podre-
di poglavici. Ransijerovski formulisuci, koristeci pisani jezik, simulirajuci razumevanje, te
sluzeci se objasnjenjem, poglavica zapravo koristi obrazovni diskurs da potvrdi i opravda
svoju hijerarhijsku poziciju. On je neko ko za razliku od drugih ,brze uci” i ,bolje razume-
va“, pa je stoga i opravdano da mu se drugi potcinjavaju. | tako je prvi susret ,nevinog”
plemena Nambikvare sa pisanim jezikom afirmisao njegovu potcinjavalacku funkciju. Le-
vi-Stros to jos$ ostrije eksplicira:

Ako je moja pretpostavka tacna, treba priznati da je osnovna funkcija pisane
komunikacije olakSavanje porobljavanja. Upotreba pisma za bezinteresne ci-
lijeve, za postizanje intelektualnih i estetskih zadovoljstava sekundarni je rezul-
tat, ¢ak i ako pretpostavimo da se ona najc¢esce ne svodi na sredstvo podupi-
ranja, opravdavanija ili prikrivanja njegove osnovne upotrebe... Tako se borba
protiv nepismenosti stapa sa ve¢om kontrolom vlasti nad njenim gradanima.
(Levi-Stros, 1999: 237-238)

Cini se da je ovakav zaklju¢ak suprotan op$tem uverenju da se treba obrazovati
(ste¢i znanje, nauciti Citati i tako dalje) kako bi se izbegla podredenost, manipulacija ili
kontrola onih na pozicijama moci. Premda isprva tako moze delovati, tesko da je re¢ o
suprotnosti. Jednosmerna hijerarhija obrazovanja o kojoj govori Ransijer ili pot¢injavala¢-
ki aspekt pisanja i govora koji simuliraju razumevanje, kako navodi Levi-Stros, porucuju
da se legitimacija hijerarhije uvodi istovremeno s dominantnim obrazovnim diskursom.
Drugim re¢ima, unutar diskursa ,obrazujte se da ne biste bili kontrolisani”, hijerarhija koja
je bazirana na znanju i do koje se dolazi putem obrazovanja ve¢ je uvedena - njom su
pripadnici zajednice ve¢ obuhvaceni, bez obzira da li su ,unutar” ili ,izvan“ dominantnog
obrazovnog poretka. Takav poredak je u prisnom saglasju sa fiksnim pozicijama, predo-
dredenim putevima, odgovorima i odredistima unutar obrazovnog procesa. Dominacija
obrazovnog, kao i svakog drugog poretka pociva na njegovoj stabilnosti, na zaprecava-
nju mogucnosti da se on relativizuje. Obrazovanjem se drustveni poredak reprodukuje, a
obrazovni — samoreprodukuje.
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Savest ucitelja

Takav obrazovni nastup ili takva p(a)raobrazovna strategija zapravo drustvenog
potcinjavanja, u tom smislu subjektivacije i kontrole, Cini se stabilnom istorijskom i trans-
kulturnom konstantom koja - utoliko mozda i vie ukoliko se izdaje za trajnu i nuznu - in-
spirise osporavanja i potragu za alternativom. U Ucitelju neznalici Ransijer (Ranciére, 2010)
pripoveda o jednoj ,intelektualnoj avanturi” koja ¢e u svoj vrtlog uvudi i nadalje voditi
prvo profesora Zana Zakotoa i njegove studente, a zatim i mnoge druge. Naime, pri¢a
tece tako da je, predajudi u Luvenu francuski jezik, a ne govoredi flamanski kojim su se
studenti sluzili, Zakoto studentima (za)dao zadatak da ¢itaju dvojezi¢no izdanje Fenelo-
novog (Francois Fénelon) didaktickog romana Avanture Telemaha. Odisejevog sina, da bi
potom, sugeri$uci da se oslanjaju na prevod, trazio od njih da napisu esej o njemu, ali na
francuskom jeziku - koji studenti dakle nisu govorili.

Rezultati ovog ,slu¢ajnog” eksperimenta daleko su prevazisli Zakotoova o&ekivanja:
studenti su uspeli da u dobroj meri ovladaju francuskim jezikom, a ono $to je iznenaduju-
¢e i $to predstavlja jos jednu tacku u kojoj Ransijerova, Zakotoova ili nasa avantura pocinje
jeste da su to uspeli da urade sami, to jest, bez bilo kakvog objasnjenja ucitelja, koje bi tom
procesu u¢enja prethodilo. Na osnovu ovog dogadaja, prosirujudi ispitivanje moguénosti
ucenja bez objasnjenja, Ransijer izvodi tezu koja predstavlja jednu od glavnih okosnica
njegovog dela:

Treba preokrenuti logiku sustava objasnjavanja. Nije nuzno objasnjenje da bi

se otklonila nesposobnost razumijevanja. Upravo suprotno, ta nesposobnost

jefikcija koja strukturira objasnjavalacko poimanje svijeta. Objasnjavatelj treba

nesposobnog, a ne obrnuto, i on je taj koji nesposobnost uspostavlja kao ta-

kvu. Nekomu nesto objasniti ponajprije znaci pokazati da taj netko to ne moze

sam shvatiti. Prije nego postane pedagoski ¢in, objasnjenje je pegagoski mit,

pric¢a o svijetu podijeljenom na ucene i neuke duhove, zrele i nezrele duhove,

one koji su sposobni i nesposobni, inteligentni i glupi. Podvala koja obiljezuje

onoga koji objasnjava sastoji se od dvostruke pocetne geste. S jedne strane,

on proglasava apsolutni pocetak: tek sada pocinje ¢in ucenja. S druge, na sve

stvari koje treba nauciti on baca veo neznanja preuzimajuci na sebe zadatak da

ga skine. (Ranciere, 2010: 15)

Objasnjenje je pedagoska pretpostavka, tvrdice Ransijer. Ucitelj (iz pri¢e), istina, trazi
od ucenika da nauce, ali im nista ne objasnjava, ponavljajuci ovaj postupak, te dokazu-
juci da ucenici mogu da uce sami. Tim gestom se narusava postojeca hijerarhija znanja.
Proces obrazovanja kao putovanja postupnim i sigurnom rukom profesora vodenim sa-
znavanjem do obaveznog odredista nije ni bio mogu¢, zato $to Zakoto nije bio u stanju da
prenese to odrediste na one koji u¢e. Kasnije on ,poducava” tako da ni on sam ne zna gde
je odrediste ka kom put ucenja treba da vodi, niti kako ta¢no dodi do njega. Ucitelj tako
uci - putuje, luta - zajedno sa ucenicima. Posto Ransijer izbegava bilo kakav ¢vrst poredak
znanja, emancipacija polaznika se kod njega javlja isklju¢ivo kao samoemancipacija — po-
stupak koji, za razliku od Rusoovog (i mnogih drugih) pristupa, ne primorava ucenike da
budu slobodni, veé ¢ini da se oslobode sami (Snir, 2020: 149).
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Ali, ako je odrediste i u jednom i u drugom slucaju sloboda, ako uciteljevi uputi ne
vode nikud drugde nego do istog onog cilja do kojeg su studenti i sami dosli, u tom slu-
¢aju, koja je razlika izmedu samooslobodenja i oslobodenja? Nije li daleko smislenije si-
stemski sprovoditi ,oslobadanje”? Zasto bismo navodili u¢enike da sami dodu do znanja,
kada je jednostavnije (i efikasnije) saoptiti ga i od u¢enika zahtevati da nau¢e? Zakotoovi
ucenici mozda jesu stekli odredeno znanje, ali ko kaze da im to znanje ne bi brze prenela
profesorka francuskog koja govori flamanski?

Rekonstrukcija Ransijerove argumentacije u prilog neobjasnjavalackom pristupu
kome daje prednost mogla bi teci na sledeci nacin: budud¢i da svaki sistem podrazumeva
unutrasdnju hijerarhiju, a samim tim i odredenu vrstu kontrole, znanje i/ili sloboda koji tre-
ba da proizidu iz obrazovnog putovanja ne pripadaju nikakvom pretpostavljenom siste-
mu znanja. Objasnjenje je agent sistema: ono nije tu da spase zalutalog putnika, ve¢ pre
svega da uspostavi sistem kontrole, ne vise samo obrazovne, nego i znatno Sire, drustvene
ili politicke. Itaj Snir (Itay Snir) s pravom ukazuje da Ransijerova knjiga, iako govori o uni-
verzitetskom profesoru, niposto nije knjiga samo o obrazovanju, ve¢ delo koje, isti¢udi
sputavajuce ili zaglupljujuce principe objasnjavalackog diskursa, rasvetljava logiku na ko-
joj je zasnovan Citav drustveno-politicki poredak (Snir, 2020: 150).

Znamo da objasnjenje zapravo nije tek oruzje zatupljivanja u rukama pedago-
g3, nego sama sprega drustvenog poretka. A poredak podrazumijeva podjelu
polozaja. Podjela polozaja pretpostavlja objasnjenja, fikciju koja raspodjeljuje
i opravdava, fikciju nejednakosti koja nema drugog razloga svog postojanja.
(Ranciére, 2010: 142)

Zakljucak koji otkljucava

Ketrin Malabu (Catherine Malabou) ¢e iscrtati direktnu vezu Levi-Strosovog i Ransi-
jerovog rada. Pri¢a prvog zapocinje visestrukim lutanjem. Levi-Stros luta, slu¢ajni eksperi-
ment je lutanje; lutaju i Nambikvare u svom ,uéenju”. Medutim, lutanje se (pre)usmerava
jednim neocekivanim dogadajem koji objavljuje zaplet: poglavica uspeva da ,dode” do
»svrhe” pisanja - ne naucivsi da pise. Ovaj dogadaj omogucuje mu da preokrene kurs:
»poglavica obrée svoju situaciju neznanja — on ne zna da pise — da bi iz nje izvukao najvecu
mogucu korist”. Ali ta inverzija, rodena u slucaju, postaje dogadaj koji potvrduje naopa-
kost principa: ono $to se ¢ini tek moguc¢om posledicom pisanja (pozicije znanja), ispostavi-
e se njegovom ,primarnom funkcijom” (Malabou & Derrida, 2004: 66).

Pri¢a iz dzungle tako nas vraca Ransijeru: funkcija objasnjenja prethodi njegovom
znacenju, ona ga odreduje. Drugacije re¢eno, svako moguce znacenje objadnjenja uslo-
vljeno je njegovom funkcijom. Obrt koji vrsi poglavica je nesumnjivo plod iskrivljenja pr-
vobitne namere, zano3enja s planiranog puta, izvodenje iz navodene trajektorije, ali je on,
s druge strane gledano, i jedna dosledno ,izvedena katastrofa” (Malabou & Derrida, 2004:
66), jedno transparentno ili transparentnije uvodenje protiv-poretka — plemenskog, reci-
mo, naspram gradanskog — u kome takode vise nema lutanja, u kome prestaje putovanje
van poznatih predela i na scenu stupa uvek domicilna ekonomija.
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Ali, najzad, ukoliko su govor ili pisanje osmisljeni da bi (im) se potcinilo, kako druga-
¢ije razumeti i proceniti i pokusaj analize ili govora o tome? Nije li svako objasnjenje - pa
i ono koje objasnjava nuzni i nuzno zlocudan afinitet objasnjenja i podjarmljivanja - u
racionalizovanu oblandu metakritike uvijeno uspostavljanje iste one hijerarhije izmedu
onoga koji zna i onoga koji ne zna? — Delezov odgovor na ta pitanja, koja osudi hijerarhije
i standardizacije znanja vracaju milo za drago, misljenju obrazovanja preporucuju nesto
naizgled manje od statusa kojim je ono sebi laskalo, ali moZda ono najteze: odstupanje od
metapozicije povlas¢enog epistemickog i pos(r)ednic¢kog subjekta, udaljavanje od predu-
zetnickog manira takode (Delez, 2010: 254), skretanje od svakog dominantnog znacenja
- napustanje, ukratko, svake ,funkcije” koja odreduje kurs i uskracuje ili redukuje druge
mogucénosti.

Ali, i ako se prihvati takva zanosna preorijentacija, pretice ono manje nacelno, kon-
kretnije pitanje: moze li se u obrazovanom procesu napraviti jasna razlika izmedu obja-
Snjavanja koje nastoji da potkopa hijerarhiju i polaznike izbavi od nje, i objasnjenja koje
bi da ih uputi u nju i ojaca je? - Ako ima istine u Freireovom (Paulo Freire) zapazanju
da ,oni koji obespravljuju, ugnjetavaju i iskoristavaju jer imaju mo¢, ne mogu u toj moci
nadi snagu za oslobodenje ni obespravljenih ni sebe”, pa da ih, skupa sa sobom, moraju
osloboditi obespravljeni (Freire, 2002: 28), onda bi protivotrov dominaciji u obrazovanju,
po analogiji koja ne pretpostavlja drustvenu revoluciju, ve¢ nesto mozda mnogo vise ili
svakako dublje, mogao ili morao da se potrazi ne kod nosioca ovog ili onog oslobadanja
(za novo tlacenje, novi poredak), ve¢ u oslobadanju samog ,objasnjenja“, u oslobadanju
od njega, u preokretu kojim samo obrazovanje prethodi svojoj funkciji, te se tako stalno
iznova uspostavlja, u onoj samoemancipaciji kojoj ne treba s visine intoniran nalog 3ta
emancipacija obrazovanjem treba da bude i za/zbog ¢ega se sprovodi.

Uostalom, takva sugestija i ne mora da se vidi kao narocita novost. Vec¢ je Gete
(Johann Wolfgang von Goethe) znao ono na ¢emu ¢e mnogo kasnije insistirati Cita-
va Selbstbiludng tradicija, tradicija koja je zagovarala da je svako obrazovanje - ukoliko
se u njemu zaista obrazuje — samoobrazovanje (Baykan, 2013). Gete naime primecuje da
nemacki jezik (kao zaista medu retkima i srpski) ,s pravom koristi re¢ obrazovanje kako za
ono $to je nastalo, tako i za proces nastanka” (uporediti Gadamer, 1986: 16-18; Dobrijevi¢
i Krsti¢ 2013; Krsti¢, 2021: 91). Ta dvozna¢nost omogucéava pomeranje akcenta s drustve-
nog preduzeca na obrazovanje kao ,stvar pojedinca, svesno oblikovanje sopstvenog zi-
vota i preuzimanje kontrole nad njim*, a ,tajni izvor snage unutar ¢oveka samog” sada se
— osamostaljen - suprotstavlja svim spoljnim uticajima (Assmann, 2014: 328). Uho naviklo
na diktat kolektivnih ciljeva i licnih ,ostvarenja” u njegovom klju¢u, onda kao i sada to
moze Cuti kao skandalozno zastupnistvo. Ono to i jeste. Ono naime jedino, a da to jedino
uopste nije malo, hoce da sugerise kako bi mozda bilo uputno glagole povezane s obra-
zovanjem uciniti trajnim i misliti ih kao trajne radnje: radije ostvarivanje, nego definisano
ili ka (s)pokoju definitivnosti kretanje ostvarenja, radije oblikovanje nego oblikovanost i
radije obrazovanje nego obrazovanost, nego iluzija uobrazene izobrazenosti.

334



Nastava i vaspitanje, 2023, 72(3), 325-336

Literatura
Asmann, A. (2014). The long shadow of the past: Memorial culture and historical politics. New Literary
Overview.

Baykan, A. (2013). Critique of Education: Educator in the Work of Johann Wolfgang Von Goethe
Named Faust I. Procedia - Social and Behavioral Sciences, 70, 1880-1890. https://doi.org/10.1016/j.
sbspro.2013.01.266.

Coleridge, S. T. (2004). Biographia Literaria. Project Gutenberg. https://www.gutenberg.org/
files/6081/6081-h/6081-h.htm

Delez, Z.i Parne, K. (2009). Dijalozi. Fedon.

Delez, 7. (2010). Pregovori (1972-1990). Karpos.

Derrida, J. (1976). O gramatologiji. Veselin Maslesa.

Derrida, J. (1992). The Other Heading. Reflections on Today’s Europe. Indiana University Press.

Derrida, J. (1994). Of the Humanities and the Philosophical Discipline. The Right to Philosophy from
the Cosmopolitical Point of View (the Example of an International Institution. Surfaces, 4, 5-21,

Dobrijevi¢, A., & Krsti¢, P. (2013). Self-Education and University. Synthesis Philosophica 55-56 (1-2), 83-96.
Dos, F. (2019). Istorija strukturalizma 2. Napolje sa znakom. Karpos.

Felder, M. R., & Brent, R. (2004). The intellectual development of science and engineering students.
Part 1. Models and Challenges. Journal of Engineering Education, 93(4), 269-277.

Fojerbah, L. (1956). Principi filozofije buducnosti. Kultura.

Foucault, M. (1983). The Subject and Power. In H. Dreyfus, & P. Rabinow (Eds.), Michel Foucault: Beyond
Structuralism and Hermeneutics (pp. 208 - 226). University of Chicago Press.

Fuko, M. (1971). Rijeci i stvari. Nolit.
Fuko, M. (1997). Nadzirati i kaznjavati. |zdavacka knjizarnica Zorana Stojanovica.
Freire, P. (2002). Pedagogija obespravljenih. Odraz.

Gadamer, H. G. (1986). Wahrheit und Methode: Grundziige einer philosophischen Hermeneutik. Mohr
Siebeck.

Gregory, D. (1998). Power, Knowledge and Geography. The Hettner Lecture in Human Geography.
Geographische Zeitschrift, 86(2), 70-93.

Kant, . (1968 [1784]). Idee zu einer allgemeinen Geschichte in weltblirgerlicher Absicht’; Kants gesammelten
Schriften, Tom 8. Walter de Gruter & Co.

Krsti¢, P. (2021). Rekvijem za Humbolta: Bildung i Zeitgeist. Theoria, 64(1), 91-111.
Levi-Stros, K. (1978). Divlja misao. Nolit.

Levi-Stros, K. (1999). TuZni tropi. Zepter Book World.

Levi-Stros, K. (2009). Mit i znacenje. Sluzbeni glasnik.

Lévy-Bruhl, L. (1954). Primitivni mentalitet. Kultura.

Lévy-Bruhl, L. (1966). How Natives Think. Washington Square Press.

Lévy-Strauss, C. (1988). Strukturalna antropologija, tom II. Skolska knjiga.

Lévy-Strauss, C. (1989). Strukturalna antropologija. Stvarnost.

Lotman, Y. M. (2005). On the semiosphere. Znueiwtkrj — Sign Systems Studies, 33(1), 205-229.

335



Aleksandar Ostoji¢, Predrag Krsti¢, Iguman Sanja « Protiv obrazovne hijerarhije: putuj, pouci, pokori

Malabou, C., & Derrida, J. (2004). Counterpath: Traveling with Jacques Derrida. Stanford University Press.

McLane, M. (2000). Romanticism & the Human Sciences: Poetry, Population & the Discourse of the Species.
Cambridge University Press.

Molnar, J. D.i Molnar, A. (2013). Lutalacki etos i duh romantike - razmatranja na tragu sociologije
Maksa Vebera. Socioloski pregled, 48(3), 355-372. https://doi.org.10.5937/socpreg1303355)J

Monteskije, S. (2004). Persijska pisma. Utopija.

Outram, D. (1996). New spaces in natural history. In N. Jardine, J.A. Secord, & E.C. Spary (Eds), Cultures
of natural history (pp. 249-265). Cambridge University Press.

Ranciére, J. (2010). Ucitelj neznalica. Pet lekcija iz intelektualne emancipacije. Multimedijalni institut.
Sahlins, M. (1995). How ,Natives” Think, About Captain Cook for Example. University of Chicago Press.

Snir, 1. (2020). Education and Thinking in Continental Philosophy: Thinking against the Current in Adorno,
Arendt, Deleuze, Derrida and Ranciére. Springer.

Schulze, G. (2008). Die Siinde. Das schéne Leben und seine Feinde. Fischer Taschenbuch Verlag.

Stanley, S. A. (2009). Unraveling Natural Utopia: Diderot’s Supplement to the Voyage of Bougainville.
Political Theory, 37(2), 266-289. https://doi.org/10.1177/0090591708329648

Taylor, C. (2013, July 3). Charls Teylor Lecture: Master Narratives of Modernity [Video]. YouTube. https://
www.youtube.com/watch?v=m95ck7A200c

Todorov, C. (1994). Mi i drugi: francuska misao o ljudskoj raznolikosti. Biblioteka XX vek.
Todorov, T. (2008). La peur des barbares. Au-dela du choc des civilisation. Robert Laffont.

Vattimo, G. (2012). Dialectics, Difference, Weak Thought. In G. Vattimo, & P. A. Rovatti (Eds.), Weak
Thought (pp. 39-53). Sunny Press.

Wordsworth, W. (1974 [1799]). Essay on Morals. InW. J. B. Owen, & J. Smyser (Eds.), The Prose Works of
William Wordsworth (pp. 122 — 129). Clarendon.

Zerzan, J. (2005). Against Civilization: Readings and Reflections. Feral House.

[TpummeHo: 26.04. 2023.
MpuxsaheHo 3a wramny: 20. 06. 2023.

336


https://doi.org
http://dx.doi.org/10.5937/socpreg1303355J
https://doi.org/10.1177/0090591708329648
https://www.youtube.com/watch?v=m95ck7A2Ooc
https://www.youtube.com/watch?v=m95ck7A2Ooc

Nastava i vaspitanje, 2023, 72(3), 337-352 ISSN 0547-3330 eISSN 2560-3051
UDK 316.644-057.874:[37.015.3:005.32(497.11)"2021/2022" Originalni nau¢ni rad
159.947.5.075-057.874(497.11)"2021/2022" https://doi.org/10.5937/nasvas2303429T

eve

Zadovoljstvo razlicitim aspektima zivota i
pozitivna ocekivanja od buduénosti kod srednjoskolaca:
specifi¢an znacaj zadovoljstva skolom'

Marija Trajkovic?
Institut za pedagoska istrazivanja, Beograd, Srbija
Marina Kovacevié¢-Lepojevié®
Institut za pedagoska istrazivanja, Beograd, Srbija

Mladen Radulovi¢*
Institut za pedagoska istrazivanja, Beograd, Srbija

—>0C=—=0<=—

Postojeca empirijska grada svedoci o znacajnoj vezi zadovoljstva Zivotom sa pozitivnim
ocekivanjima od buducnosti kod ucenika srednjih skola. Medutim, u deficitu su istraZivanja
koja situiraju konkretniju ulogu zadovoljstva razlicitim Zivotnim aspektima za pozitivna ocekivanja od
buducnosti. Stoga je ovo istraZivanje usmereno na sagledavanje znacaja zadovoljstva razli¢itim aspek-
tima Zivota kod ucenika beogradskih srednjih skola za njihova pozitivna ocekivanja od buduénosti, s
posebnim akcentom na ispitivanje uloge zadovoljstva Skolom. IstraZivanje je sprovedeno tokom drugog
polugodista skolske 2021/22. godine, na uzorku od 215 ucenika beogradskih srednjih skola. Rezultati
ukazuju na to da zadovoljstvo razli¢itim aspektima Zivota i zadovoljstvo Zivotom generalno ostvaruju
znacajne pozitivne veze s pozitivnim ocekivanjima od buducnosti. Najsnaznije veze pozitivna olekivanja
od buducnosti ostvaruju sa zadovoljstvom sobom, dok se najslabija korelacija belezi sa zadovoljstvom
skolom. Uprkos slaboj povezanosti s pozitivnim ocekivanjima od buducnosti, zadovoljstvo skolom poka-
zuje se znacajnim moderatorom najjace konstatovane veze — zadovoljstva sobom i pozitivnih ocekivanja
od buducnosti. Drugim re¢ima, nalazi dobijeni u ovom istraZivanju upucuju na zakljucak da planirane
aktivnosti u kontekstu razvoja zadovoljstva $kolom mogu kompenzovati negativan uticaj zadovoljstva
sobom i uticati na pozitivnija oekivanja od buduénosti. S obzirom na to da su dosadasnja empirijska
stremljenja mahom bila fokusirana na utvrdivanje veze s pozitivnim razvojnim ishodima, ovo istraZivanje
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moZe posluZiti kao polazna osnova za detaljnije sagledavanje mehanizama podsticanja pozitivnih oce-
kivanja od buducnosti kod ucenika srednjih skola.

Kljuénereci: ~ zadovoljstvo Zivotom, pozitivna ocekivanja, buducnost, srednjoskolci, zadovoljstvo
Skolom.

Uvod

Subjektivno blagostanje po definiciji predstavlja visok nivo pozitivhog i nizak nivo
negativnog afekta uz visok nivo zadovoljstva Zivotom (Deci & Ryan, 2008). Uz ovaj koncept
sinonimno se upotrebljava koncept ,sre¢e”, gde se maksimizovanje licnog blagostanja
posmatra kao maksimizovanje licne srece (Deci & Ryan, 2008). U literaturi se prepoznaju
dve osnovne orijentacije blagostanja — hedonicka (potraga za uzivanjem i zadovoljstvom)
i eudemoni¢na (usmerenost ka licnom razvoju i smislu zivota) (Huta & Ryan, 2010; Pe-
terson et al., 2005; Ryan & Deci, 2001). Hedonicki aspekti dobrobiti povezani su s krat-
koro¢nim potrebama adolescenata, dok su eudemonic¢ni aspekti povezani s dugoro¢nim
ciljevima. Hedonicki motivi ti¢u se prepoznavanja onoga $to trenutno ¢ini da se ose¢amo
dobro, dok se eudemoni¢ne namere tiCu onoga sto je ispravno ili $to treba da se uradi
(Huta, 2015). Rezultati istrazivanja upucuju na to da za optimalno funkcionisanje medu
ovim aspektima treba da postoji balans. MoZe se reci da je teorija o medusobnom dopu-
njavanju ova dva aspekta dobrobiti koji ¢ine potpunu srecu (Huta & Ryan, 2010; Peterson
et al., 2005) poslednjih godina poljuljana (Gentzler et al., 2021). lako hedonicki i eude-
moni¢ni motivi medusobno pozitivno koreliraju, njihov prethodno percipiran komple-
mentarni odnos autori smatraju prenaglasenim, te sugerisu da se oni pre mogu smatrati
nezavisnim konceptima (Gentzler et al., 2021; Mise & Busseri, 2000). Rezultati istraZivanja
upucuju na to da su hedonicki motivi povezani i s pozitivnim (manje depresivnosti i bolje
socijalne vestine) i s negativnim (manje empatije i samokontrole) ishodima, dok su eude-
moni¢ni povezani samo sa pozitivnim ishodima (npr. veée zadovoljstvo, empatija, bolji
vrénjacki odnosi) (Gentzler et al., 2021). Eudemonija se prepoznaje kao najdugorocCniji
put ka sreci (Schueller & Seligman, 2010). Medutim, retka istrazivanja za predmet imaju
povezanost subjektivnog blagostanja ucenika i eudemoni¢nih aspekata u obrazovnom
kontekstu (Chen & Zeng, 2022).

U skladu sa eudemoni¢nom orijentacijom blagostanja, ljudi imaju potrebu da daju
smisao svom zivotu i da ga imaju pod kontrolom, a vreme je vaZan alat koji im u tome
pomaze (Eryilmaz, 2011). Trenutne studije o vremenu uglavnom su fokusirane na bududi
vremenski okvir. Orijentacija prema buduénosti moze biti pozitivna ili negativna. Pozitiv-
na orijentacija prema buduénosti ispituje se posredstvom razli¢itih konstrukata, poput
pozitivnih ocekivanja od buducnosti, optimizma, nade itd. Jedna grupa autora navedene
pojmove koristi kao sinonime (Zou et al., 2022), dok druga grupa istice razlike medu nji-
ma (Snyder et al., 1991). S aspekta ciljeva ovog rada razlike u konceptualizaciji navedenih
pojmova nisu preterano znacajne, te ¢e se u ovom radu ,pozitivna ocekivanja od budu¢-
nosti” koristiti kao dominantna sintagma za oznacavanje pozitivne orijentacije prema
buduc¢nosti, ¢ak i onda kada su autori u svojim originalnim radovima koristili termine ,op-
timizam” i/ili ,nada”.
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Teorijske osnove istrazivanja

Zadovoljstvo zivotom prepoznaje se kao znacajan aspekt pozitivhog razvoja mla-
dih, te samim tim zavreduje veliku paznju u nau¢nim diskursima. Definise se kao ukupna
pozitivha procena sopstvenog Zivota (Caprara et al., 2010) i prepoznaje se kao kognitivna
komponenta subjektivhog blagostanja koja igra vaznu ulogu u pozitivnom razvoju kao
indikator, prediktor, medijator/moderator i ishod (Park, 2004). Multidimenzionalnost kon-
cepta zadovoljstva Zivotom teorijski i empirijski je potkrepljena (Cecen, 2021). Zadovolj-
stvo zivotom konceptualizovano je i kao kognitivna evaluacija koja proizilazi iz procesa
poredenja sa interno formiranim kriterijumima pozitivnosti Zivota pojedinca u celini ili
u razli¢itim domenima, kao sto su posao, skola, porodica, self, prijatelji, drustveni Zivot,
fizicki izgled i okruzenje (Cecen, 2021). Pojedini autori (Alfonso et al., 1996) zadovoljstvo
Zivotom mere posredstvom vise domena, poput zadovoljstva fizickim izgledom, porodi-
com, poslom, odnosima, seksualnim Zivotom, $kolom, drustvenim zivotom i sobom, dok
ga drugi (Huebner, 1994; Gilman & Huebner, 2003) operacionalizuju putem pet dome-
na: skola, prijatelji, porodica, susedstvo i self. Studije zadovoljstva Zivotom nalaze se pod
okriljem perspektive koja naglasava zdrave i pozitivne aspekte razvoja u razlic¢itim fazama
zivotnog ciklusa (Coelho & Dell’Aglio, 2019), te je u literaturi ¢esto ispitivanje efekata za-
dovoljstva Zivotom na pozitivan razvoj i blagostanje pojedinca. Dok je nisko zadovoljstvo
Zivotom povezano sa psiholoskim, interpersonalnim problemima i problemima u ponasa-
nju, visoko zadovoljstvo Zivotom povezano je sa dobrom adaptacijom i optimalnim men-
talnim zdravljem kod mladih (Park, 2004).

Ocekivanja od budu¢nosti su kognitivhe mape koje uklju¢uju prioritete, ideje i brige
pojedinaca vezane za buduénost (Simsek, 2012). Za razliku od odraslih, adolescenti ¢e-
$¢e preispituju misljenje o sopstvenoj buduénosti i budu¢nosti drustva (Valle et al., 2006).
Ocekivanja od buduc¢nosti smatraju se jednim od najvaznijih pojmova u adolescenciji (Si-
msek, 2012) i ¢esto su u fokusu studija zbog njihovog uticaja na pozitivan afekat (Shel-
don & Lyubomirsky, 2006), vazne dugoro¢ne planove za buducnost, ukljucujuci visoko
obrazovanje, mogu¢nosti za rad, socijalno i emocionalno prilagodavanje u Skoli i procenu
licne kompetentnosti (Boman et al., 2009; Seginer, 2000, prema: Dutra-Thomé et al., 2015).
Ocekivanja mogu biti pozitivna i negativna. Pozitivna ocekivanja od budu¢nosti koncep-
tualizuju se kao stepen u kojem neko predvida postizanje konkretnih pozitivnih rezultata
ili veStina u buduénosti (Wyman et al., 1993). Pozitivna ocekivanja od budu¢nosti mogu
olaksati optimalan razvoj i uspesan prelazak u odraslo doba, dok su negativna ocekivanja
od budu¢nosti povezana s nepovoljnijim ishodima (Stoddard & Pierce, 2015). Dodatno,
rezultati podrzavaju ideju da pozitivha ocekivanja od buduénosti sluze kao psiholoska
snaga u adolescenciji, odnosno ¢ini se da su adolescenti koji prijavljuju pozitivnija oceki-
vanja od budu¢nosti manje izlozZeni riziku da dozive povecanje internalizovanih proble-
ma u ponasanju i smanjenje zadovoljstva Zivotom kada se suoce s negativnim Zivotnim
dogadajima (Valle et al., 2006). lako se prepoznaje da je razvoj li¢nih ocekivanja od budu¢-
nosti u uskoj vezi s dinamikom odnosa sa znacajnim drugima, Skola se neretko zanemaru-
je kao kontekst od znacaja (lovu et al., 2018).

Dosadasnji empirijski nalazi svedo¢e o povezanosti zadovoljstva Zivotom s pozi-
tivnim ocekivanjima od buduc¢nosti (Extremera et al., 2007; Pavicevi¢, 2020; Suldo et al.,
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2009). Medutim, manjkaju istraZivanja o detaljnijoj ulozi zadovoljstva razli¢itim aspektima
Zivota za pozitivna ocekivanja od buducnosti kod ucenika.

Metodologija istrazivanja
Cilj

Cilj rada predstavlja sagledavanje znacaja razli¢itih domena zadovoljstva Zivotom
kod ucenika beogradskih srednjih skola za njihova pozitivha ocekivanja od buduc¢nosti,
s posebnim akcentom na ispitivanje uloge zadovoljstva skolom. Preciznije, nastoja¢emo
da odgovorimo u kojoj meri je percepcija zadovoljstva zivotom ucenika povezana s nji-
hovim pozitivnim ocekivanjima od buduénosti; koji je domen zadovoljstva zivotom kod
ucenika najsnaznije povezan s njihovim pozitivnim ocekivanjima od buduénosti; i da li je
zadovoljstvo ucenika Skolom znacajan moderator te korelacije. Za ispitivanje specifi¢ne
uloge zadovoljstva skolom opredelili smo se imajuci u vidu da je $kola jedan od najznacaj-
nijih faktora koji utic¢e na pozitivnu percepciju buduénosti kod ucenika (Beltekin & Kuyulu,
2020), ali i uzimaju¢i u obzir znacaj sfere obrazovanja za celokupan razvoj ucenika, kao i
mogucnost da se primenom raznih intervencija uti¢e na razvoj pozitivnih ocekivanja od
budu¢nosti kod ucenika.

Procedura i uzorak

Istrazivanje je realizovano tokom drugog polugodista Skolske 2021/22. godine, pri-
menom anketnog upitnika zatvorenog tipa. Uzorak istrazivanja Cinilo je 215 ucenika beo-
gradskih srednjih skola (65,1% Cine ucenice), uzrasta izmedu 14 i 18 godina (M = 16.41; SD
=1.01).

Instrumenti

U cilju procene zadovoljstva Zivotom koris¢ena je multidimenzionalna skala zadovolj-
stva Zivotom kod ucenika (The Multidimensional Students’ Life Satisfaction Scale; Huebner,
1994). Instrument se sastoji od ukupno 40 ajtema, na koje ispitanici odgovaraju biranjem
odgovora na 3estostepenoj skali Likertovog tipa (od 1 — U potpunosti se ne slazem do 6
- U potpunosti se slazem). Skala meri blagostanje uc¢enika u pet domena: porodica, prija-
telji, Skola, susedstvo i self. U naSem istraZivanju skala zadovoljstva Zivotom merena je po-
mocu 39 ajtema (ajtem koji je isklju¢en je ,Osecam se lose u skoli”) i imala je pouzdanost a
=.90. Izjave o porodi¢nom domenu odnose se na zadovoljstvo odnosima u porodici (npr.
»Volim da provodim vreme u kuc¢i sa svojom porodicom”). Ovaj domen meren je pomocu
skale od sedam ajtema, Cija je pouzdanost visoka (a = .91). Domen prijatelji procenjen
je skalom koja se sastoji od devet ajtema (npr. ,Veoma se zabavljam kada sam sa prija-
teljima”) i Krombahova alfa za ovu skalu iznosila je a = .82. Domen $kola podrazumeva
zadovoljstvo Skolskim Zivotom (npr. ,Unapred se radujem odlasku u $kolu”). Zadovoljstvo
Skolom u ovoj studiji procenjeno je pomocu Sest ajtema i pouzdanost podskale bila je a
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= .85. Pitanja iz domena susedstvo uklju¢uju percepciju odnosa prema okruzenju/sused-
stvu (npr. ,Ima puno zabavnih stvari u kraju u kome Zivim“). Zadovoljstvo susedstvom
mereno je putem osam ajtema i pouzdanost skale iznosila je a = .83. Domen zadovoljstvo
sobom ukazuje na li¢cno misljenje pojedinca o sebi ili percepciju misljenja drugih drugih
ljudi o njemu (npr. ,Vecina ljudi me voli“). U ovoj studiji zadovoljstvo sobom mereno je
pomocu kompozitne skale zasnovane na Sest stavki i pouzdanost skale bila je a = .84.

Pozitivna olekivanja od buduénosti ucenika merena su primenom skale pozitivna
ocekivanja od buducnosti (Positive Future Expectation Scale; Imamoglu, 2001). Instrument
se sastoji od pet ajtema koje ispitanici procenjuju na petostepenoj skali Likertovog tipa
(npr. ,Optimisti¢an/na sam u pogledu svoje budu¢nosti”, ,Verujem da ¢u pre ili kasnije
ostvariti svoje ciljeve”, ,Uprkos preprekama, optimisti¢an/na sam u pogledu svoje budu¢-
nosti“). U ovom istrazivanju pozitivna ocekivanja od budu¢nosti merena su posredstvom
Cetiri stavke i pouzdanost skale iznosila je a = .86 (izbacena stavka je ,Malo sam pesimisti-
¢an/na u pogledu svoje buducnosti”).

Obrada podataka

Podaci su obradeni metodama deskriptivne i inferencijalne statistike. Za ispitivanje
povezanosti izmedu zadovoljstva zivotom i pozitivnih ocekivanja od budu¢nosti prime-
njen je Pirsonov koeficijent korelacije. Za ispitivanje moderatorskog uticaja zadovoljstva
Skolom koriscen je jednostavan dizajn moderacije, pri ¢emu je najsnazniji korelat pozi-
tivnih ocekivanja od budu¢nosti (zadovoljstvo sobom) odreden kao nezavisna varijabla,
zadovoljstvo Skolom kao moderator, a pozitivha ocekivanja od buduénosti kao zavisna
varijabla (Grafikon 1). Za statisticku analizu koris¢en je softver SPSS i Hajesov Process macro
(Hayes, 2017).

Grafikon 1
Jednostavan dizajn moderacije

Zadovoljstvo
Skolom

Pozitivno
ocekivanje
od buduénosti

Zadovoljstvo
sobom
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Rezultati istrazivanja

U Tabeli 1 prikazane su srednje vrednosti na skalama za procenu zadovoljstva Zivo-
tom i pozitivnih ocekivanja od buducnosti kod ucenika.

Na osnovu prezentovanih rezultata, evidentno je da su ucenici iz uzorka zadovoljni
razli¢itim aspektima Zivota i Zivotom generalno, kao i da imaju veoma pozitivna oceki-
vanja od budu¢nosti (Tabela 1). Najvisi skorovi dobijeni su za zadovoljstvo prijateljima, a
najmaniji za zadovoljstvo skolom.

Tabela 1
Zadovoljstvo razlicitim aspektima Zivota i pozitivna olekivanja od buducnosti kod ucenika
Min Max M SD

Zadovoljstvo porodicom 1.29 6 469 1.14
Zadovoljstvo prijateljima 2.22 6 522 71
Zadovoljstvo skolom 1 6 321 1.14
Zadovoljstvo susedstvom 1 6 4.27 112
Zadovoljstvo sobom 1 6 474 97
Zadovoljstvo Zivotom generalno 1.38 579 445 64
Pozitivna ocekivanja od buduénosti 1 5 42 8

Napomena. ** znacajno na nivou < 0.01
*znacajno na nivou < 0.05

Rezultati korelacione analize upucuju da zadovoljstvo razli¢itim aspektima Zivota
i zadovoljstvo Zivotom generalno ostvaruju znacajne pozitivhe veze s pozitivnim oceki-
vanjima od buducnosti (Tabela 2). Najsnaznije veze pozitivna ocekivanja od budu¢nosti
ostvaruju sa zadovoljstvom sobom, dok se najslabija korelacija beleZi sa zadovoljstvom
Skolom.

Tabela 2
Povezanost zadovoljstva razlicitim aspektima Zivota s pozitivnim ocekivanjima
od buducnosti kod ucenika

ZPo ZPr Z5 ZSu 750 779

POD 35%* J16* 5% 23%% O61% 417

Napomena. ZPo - zadovoljstvo porodicom; ZPr - zadovoljstvo prijateljima; ZS - zadovoljstvo skolom;
7Su - zadovoljstvo susedstvom; ZSo - zadovoljstvo sobom; ZZg - zadovoljstvo Zivotom
generalno; POD - pozitivna ocekivanja od buducnosti.

** znacajno na nivou < 0.01
* znacajno na nivou < 0.05
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Kako bi se detaljnije istrazio znacaj zadovoljstva Skolom, zanimalo nas je da li, uprkos
slaboj povezanosti sa pozitivnim ocekivanjima od buduénosti, zadovoljstvo skolskim isku-
stvima moze da uti¢e na najja¢u konstatovanu vezu, odnosno vezu izmedu zadovoljstva
sobom i pozitivnih o¢ekivanja od buducnosti. Kako bismo ovo istrazili koristili smo hije-
rarhijsku visestruku regresionu analizu. U prvom koraku, dve varijable su uklju¢ene u mo-
del: zadovoljstvo sobom i zadovoljstvo Skolom. Pokazalo se da ove varijable objasnjavaju
preko 37% pozitivnih ocekivanja od budu¢nosti kod u¢enika (R? =.376, F(2, 202) = 60,839,
p <.01). U narednom koraku, regresionom modelu dodata je varijabla koja predstavlja in-
terakciju izmedu zadovoljstva sobom i zadovoljstva skolom, a koja je doprinela povecanju
sveukupne objasnjene varijanse (AR?=.016, AF(1, 201) = 5.439, p < .05, b =-1.36, t(201) =
-2.332, p < .01), $to daje povoda da se detaljnije ispita nacin na koji zadovoljstvo skolom
moderira vezu izmedu zadovoljstva sobom i pozitivnih o¢ekivanja od buducnosti. lako
zadovoljstvo sobom znacajno pozitivno uti¢e na pozitivna o¢ekivanja od budu¢nosti na
svakom nivou zadovoljstva $kolom, evidentno je da pri viSim nivoima zadovoljstva $ko-
lom zadovoljstvo sobom slabije uti¢e na pozitivna ocekivanja od buduénosti kod ucenika
(Tabela 3).

Tabela 3

Uticaj zadovoljstva sobom na optimizam na razlicitim nivoima zadovoljstva Skolom
Zadovoljstvo Skolom Effect Se t P LLcl uLal
Nisko 7 069 10.194 <01 565 836
Srednje 565 059 9.554 <01 449 682
Visoko 43 095 4542 <01 244 617

Dijagram interakcije pokazuje kako zadovoljstvo $kolom ublazava vezu izmedu za-
dovoljstva sobom i pozitivnih ocekivanja od buducénosti (Grafikon 2). Pored toga, pokazu-
je da ucenici s visokim nivoom zadovoljstva sobom imaju visok nivo pozitivnih oc¢ekivanja
od buducnosti bez obzira na zadovoljstvo $kolom (kod njih su pozitivha ocekivanja od
budu¢nosti ¢ak i neznatno veca u kontekstu niskog zadovoljstva skolom), dok je za uce-
nike s niskim zadovoljstvom sobom zadovoljstvo skolom klju¢no za bar delimi¢ni porast
pozitivnih ocekivanja od budu¢nosti.
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Grafikon 2
Dijagram interakcije pozitivnih olekivanja od buducnostii zadovoljstva Skolom
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Diskusija

IstraZivanje je sprovedeno u nameri da se odgovori da li je i u kojoj meri percepcija
zadovoljstva Zivotom kod ucenika povezana s njihovim pozitivhim oc¢ekivanjima od bu-
ducnosti, koji domen zadovoljstva zivotom ucenika ostvaruje najsnazniju povezanost s
njihovim pozitivnim oc¢ekivanjima od buduénosti i da li je zadovoljstvo ucenika skolom
znacajan moderator te korelacije.

Nalazi istrazivanja potkrepljuju prethodne istrazivacke rezultate o relativno visokom
nivou zadovoljstva Zivotom generalno (Huebner et al., 2000) i o optimalnom nivou zado-
voljstva razli¢itim Zivotnim aspektima (porodicom, prijateljima, sobom, skolom i Zivotnim
okruzenjem) kod ucenika srednjih skola (Huebner et al., 2005). Adolescenti koji su veoma
zadovoljni svojim zivotom ispoljavaju pozitivnije funkcionisanje u domenima intraperso-
nalnog, interpersonalnog i $kolskog funkcionisanja (Gilman & Huebner, 2003). Uopsteno,
kako se nivo zadovoljstva kod pojedinaca povecava, tako im postaje lakse da napreduju u
Zivotu sa pozitivnijim emocijama i interakcijama u okruzenju (Thoilliez, 2011). U¢enici vrlo
visok stepen zadovoljstva ispoljavaju kada je re¢ o odnosima s prijateljima, dok su manje
zadovoljni svojim iskustvima iz skole. Iskazano zadovoljstvo odnosima s prijateljima oce-
kivano je imajuci u vidu da je za adolescentni period karakteristicno pomeranje fokusa s
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odnosa s roditeljima i primarnom porodicom na odnose u vr3njackoj grupi, koja im pruza
priliku da istraZze sopstvenu autonomiju i samostalnost u misljenju i delanju (Leung et al.,
2004). Dodatno, nalazi o najmanjem zadovoljstvu skolskim iskustvima saglasni su s rezul-
tatima prethodnih istrazivanja (Huebner et al., 2000). Sli¢no, u nacionalnom istrazivanju
(N=1.121) (Popadici sar., 2019) 51% srednjoskolaca navodi da im je svakodnevni Zivot u
Skoli tezak i stresan u izvesnoj meri, dok je za 32% ucenika lak i ne narocito stresan. Imajudi
u vidu da se zadovoljstvo skolom smatra indikatorom pozitivhog skolskog prilagodavanja
(Baker et al., 2003) i pokazateljem blagostanja u skolskom okruzenju (Baker & Maupin,
2009) ovakvi nalazi mogu biti zabrinjavaju¢i. Najnizi stepen zadovoljstva $kolom moze da
ima kulturoloske razloge, s obzirom na to da su prethodna istrazivanja pokazala da su u
kolektivisticki orijentisanim drustvima ucenici zadovoljniji $kolom nego u individualistic-
kim (Park & Huebner, 2005), a istrazivanja u Srbiji pokazuju da su medu srednjoskolcima
neke od kolektivistickih vrednosnih orijentacija, poput patrijarhalnosti ili nacionalizma, u
opadanju i da su nizi nego u opstoj populaciji (Radoman, 2019).

Dodatno, dobijeni rezultati o izrazenim pozitivnim ocekivanjima od budu¢nosti kod
ucenika korespondiraju s nalazima prethodno pomenutog domaceg istrazivanja (Popadi¢
i sar., 2019), koji sugerisu da su mladi generalno optimisti¢ni u odnosu na svoju buduénost
nevezano za institucije i drustvo, pri ¢emu je 78% njih ubedeno da ce biti bolje. Znacaj
pozitivnih ocekivanja od buduénosti ogleda su u tome $to su mnoge strategije promocije
zdravlja i prevencije rizika fokusirane upravo na uverenja mladih vezana za buduc¢nost i
sposobnost njenog planiranja (Johnson et al.,, 2014). Pregled dosadasnjih istrazivanja o
znacaju pozitivnih o¢ekivanja od buducnosti ukazuje na, s jedne strane, pozitivnu korela-
ciju s percipiranom licnom kompetencijom, samopostovanjem, fokusiranos¢u na uspeh
i reSavanje problema, opazanjem svrhe, skolskom i socijalnom kompetencijom, sposob-
nostima resavanja problema, akademskim postignu¢em, akademskim zadovoljstvom i,
s druge strane, negativnu povezanost sa simptomima depresije, internalizovanim i ek-
sternalizovanim problemima, indikatorima psihi¢kog stresa i $kolske neprilagodenosti
(Lopez et al., 2009). Izgradnja pozitivnih ocekivanja za budu¢nost usko je povezana s
visokim samopostovanjem i koris¢enjem efikasnih mehanizama suocavanja sa stresom
(Karaca et al., 2016). Stavise, pozitivna o¢ekivanja od budu¢nosti treba da sluze kao tam-
pon zona (tj. moderator) kada se adolescenti suo¢avaju sa stresnim zZivotnim dogadajima
(Valle et al., 2006).

Daljom analizom dobijenih podataka ustanovljeno je da sa zadovoljstvom razlici-
tim aspektima Zivota i Zivotom generalno rastu i pozitivha o¢ekivanja od budu¢nosti kod
ucenika. Ovakvi nalazi saglasni su s nalazima dosadasnjih istrazivanja (Extremera et al.,
2007; Koca, 2020; Suldo et al., 2009). Na primer, rezultati korelacione studije sprovedene
na uzorku od 367 ucenika portugalskih srednjih $kola pokazuju da su pozitivna ocekivanja
od budu¢nosti u pozitivnoj vezi s percepcijom licne kompetentnosti i samopostovanja,
odnosno s globalnim zadovoljstvom Zivotom, akademskim zadovoljstvom i mentalnim
zdravljem (Chang, 1998, prema: Lopez et al., 2009; Marques et al., 2007, prema: Lopez et
al., 2009). Adolescenti koji izvestavaju o pozitivnijim ocekivanjima od buduénosti prija-
vljuju i visi nivo globalnog zadovoljstva zivotom godinu dana kasnije, ¢ak i nakon kon-
trole pocetnog nivoa zadovoljstva Zivotom (Valle et al., 2006). Ovo istrazivanje pokazuje

345



Marija Trajkovi¢, Marina Kovacevi¢-Lepojevi¢, Mladen Radulovic « Zadovoljstvo razlicitim aspektima Zivota ...

i da najsnazniju vezu pozitivha ocekivanja od buducnosti ostvaruju sa zadovoljstvom
sobom. Ovakvi nalazi nisu iznenadujuci s obzirom na to da pojedini autori zadovoljstvo
sobom identifikuju kao preduslov blagostanja pojedinca (Ryff & Singer, 2013) i njegovih
pozitivnih ocekivanja od buduénosti (Eryilmaz, 2011). Takode, ranija empirijska saznanja
(Pinquart et al., 2004) dokumentuju da su uverenja o samoefikasnosti pozitivho poveza-
na s pozitivnim ocekivanjima od buduénosti. Interesantno je da pozitivna ocekivanja od
budu¢nosti u ovom istrazivanju najslabiju povezanost imaju sa zadovoljstvom skolom. S
jedne strane, slaba povezanost pozitivnih ocekivanja od budu¢nosti srednjoskolaca i za-
dovoljstva $kolom mozZe da se objasni stavovima i vizijama mladih u srpskom drustvu, koji
su optimisti¢ni u pogledu svoje budu¢nosti, ali ispoljavaju manje zadovoljstva u pogledu
funkcionisanja institucija i sistema ($to pokazuje i podatak da 35% ucenika srednjih $kola
ima jaku ili veoma jaku zelju da se iseli iz Srbije) (Popadi¢ i sar., 2019). Takode, zapazanja
autora koji su se bavili proucavanjem zadovoljstva Zivotom kod adolescenata i relevant-
nim ishodima u ekoloskim sistemima razvoja da, iako je kontekst (u ovom slucaju Skola)
veoma vazan za zadovoljstvo i razvoj mladih, mnogo neposrednija veza ostvaruje se s
porodicom ili vrdnjacima (lovu et al.,, 2018). Na kraju, ne mozemo zanemariti kontekst u
kome su podaci bili prikupljani (period otvaranja $kola nakon nastave na daljinu) koji se
mogao odraziti na izmenjenu percepciju Skole kod ucenika. Istrazivanje percepcije na-
stavnika nakon otvaranja Skola nude odgovore o potrebama za ponovnim uspostavlja-
njem odnosa s u¢enicima, roditeljima i kolegama (Kim et al., 2021). Nastavnici i nastavnice
u domacim skolama su nakon ponovnog otvaranja skola kod ucenika registrovali slabiju
posvecenost skoli, kao i brojnije emocionalne probleme u odnosu na period pre pande-
mije (Popovi¢-Citi¢ i sar., 2021).

Na kraju, ovo istraZivanje ukazuje na to da, bez obzira na slabiji koeficijent korelacije
sa pozitivnim ocekivanjima od buduénosti, zadovoljstvo skolom ima ulogu moderatora u
vezi izmedu zadovoljstva sobom i pozitivnih o¢ekivanja od buduénosti. Odnosno zado-
voljstvo skolom moZe da umanji negativan uticaj niskog zadovoljstva sobom na pozitivna
ocekivanja od budu¢nosti kod ucenika. Ovakvim nalazima potvrduje se znacajan uticaj
iskustava iz Skole na emocionalni i socijalni razvoj u¢enika (Mok, 2006, prema: Suldo et al.,
2008). Ocekivanja od buducnosti kod adolescenata pretezno su vezana za njihovu profe-
sionalnu orijentaciju (Yavuzer et al., 2005, prema: Tan & Ergiin, 2021). Kako buduca pro-
fesija uglavnom zavisi od obrazovanja, jasna je uloga percepcije zadovoljstva skolom u
kreiranju ocekivanja od budu¢nosti, narocito onda kada pojedinci nisu zadovoljni sobom.
Takode, dostupna istrazivanja u kojima se povezuju pozitivna o¢ekivanja od buducnosti
kod mladih i mnogobrojni aspekti $kolske klime izdvajaju niz znacajnih faktora. Na primer,
na uzorku od 58 srednjih Skola u Merilendu, utvrdeno je da adolescenti koji Skolsku sredi-
nu dozivljavaju kao emocionalno podrzavajucu, sa jasnim pravilima ponasanja, u kojoj se
podstice ukljuc¢ivanje roditelja imaju i pozitivnija o¢ekivanja od buduénosti (Lindstrom et
al., 2016). Dodatno, parcijalno je podrzana hipoteza da skolska klima generalno ostvaruje
snaznije efekte na pozitivna oc¢ekivanja od buduénosti medu rizicnom populacijom uceni-
ka (Lindstrom et al., 2016). Ovakuvi i sli¢ni podaci nesumnjivo impliciraju znacaj uloge skole
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u razvoju pozitivnih ocekivanja od buduénosti, koja se smatraju jednim od najznacajnijih
konstrukata u adolescentnom razdoblju.

Zakljucak

Na osnovu prikazanih rezultata sprovedenog istraZivanja moze se zakljuciti da su
zadovoljstvo razli¢itim aspektima Zivota i zadovoljstvo Zivotom generalno znacajni ko-
relati pozitivnih ocekivanja od budu¢nosti, pri ¢emu najsnazniju vezu pozitivha oceki-
vanja od budu¢nosti ostvaruju sa zadovoljstvom sobom, a najslabiju sa zadovoljstvom
iskustvima iz skole. U kontekstu obogacivanja aktuelnog korpusa saznanja o ovoj temi,
posebno su znacajni nalazi da zadovoljstvo skolom ima ulogu moderatora veze zadovolj-
stva sobom (kao najsnaznijeg korelata) i pozitivnih ocekivanja od buduénosti kod u¢enika
srednjih skola.

Drugim rec¢ima, nalazi dobijeni u ovom istrazivanju upucuju na zaklju¢ak da pla-
nirane aktivnosti u kontekstu razvoja zadovoljstva $kolom, emocionalne angazovanosti
ucenika ili osecaja pripadnosti skoli mogu ublaziti negativan uticaj zadovoljstva sobom ili
niskog samovrednovanja i uticati na pozitivnija ocekivanja od buduc¢nosti. Iz tog razloga,
zadovoljstvo $kolom prepoznaje se kao pogodna oblast za primenu raznih intervencija
posredstvom kojih bi se moglo uticati na kreiranje pozitivnih ocekivanja od budu¢nosti.

Na osnovu saznanja da socijalna klima u ucionici ima najjaci direktan uticaj i najvedi
ukupni efekat na zadovoljstvo skolom (Baker, 1998), kao i da obrazovne prakse usmerene
na razvijanje odnosa uc¢enika s nastavnicima i vrSnjacima, kreiranje pozitivnog drustvenog
okruzenja, razvijanje samoregulacije i oseéaja autonomije doprinose porastu zadovolj-
stva skolom (Telef, 2021), mozZe se zakljuciti da su upravo ovo aspekti vaspitno-obrazovne
prakse posredstvom kojih se indirektno moze uticati na razvoj pozitivnih ocekivanja od
budu¢nosti i ostvarivanja svih benefita koje one sa sobom donose.

Imajudi u vidu ograni¢enja ovog istrazivanja (npr. mali prigodan uzorak, nemogu¢-
nost generalizacije dobijenih rezultata, podaci dobijeni isklju¢ivo na osnovu samoproce-
ne ucenika itd.), ono moze posluziti kao polazna osnova istraziva¢ima u kontekstu detalj-
nijeg sagledavanja faktora kojima se direktno ili indirektno podsti¢u pozitivna ocekivanja
od buducnosti kod uc¢enika srednjih $kola. U tom smislu, znacaj razli¢itih karakteristika
nastavnih praksi i Skolske sredine (poput koris¢enih nastavnih metoda, autonomije koju
ucenik ima u procesu ucenja, skolske klime i sl.), koje nisu bile u fokusu ovog istrazivanja,
trebalo bi da bude ispitan. Pored provere nasih nalaza na reprezentativnom uzorku ili is-
pitivanja drugih mogucih faktora koji bi mogli da podsti¢u pozitivna ocekivanja, korisno
bi bilo ispitati ovu oblast i drugac¢ijom metodologijom, odnosno metodologijom koja bi
omogucila da se dode do znacenja koja analiziranim konceptima pripisuju sami akteri
(kako ucenika tako i nastavnika). Bez obzira na to $to prethodno navedene ,blagodeti”
pozitivnih ocekivanja od buduénosti u¢enika zavreduju paznju istrazivaca, Cini se da me-
hanizmi posredstvom kojih je moguce razvijati ovaj znacajan eudemonicni prediktor an-
gazovanja tek treba da budu ispitani.
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Prostor decjeg vrti¢a predstavlja integralni deo programa predskolskog vaspitanja i obra-
zovanija, jer strukturiranje i koris¢enje prostora odraZavaju koncepcijska polazista progra-
ma. U ovom radu tezili smo sagledavanju odnosa moci kojima je fizicko okruzZenje vrti¢a oblikovano, a
koji su vidljivi kroz nacin na koji su strukturirani i nacin na koji se koriste zajednicki prostori vrti¢a (holovi
i hodnici). U istraZivanju polazimo od Fukoovog koncepta heterotopije, kako bismo sagledali kontradik-
tornost i tenzije koje postoje u praksi vrti¢a, a koje imaju svoju fizicku manifestaciju u prostoru. IstraZiva-
nje je sprovedeno u jednom drzavnom vrtic¢u u Beogradu, uz uces¢e medicinske sestre — vaspitaca i
strucnog saradnika — pedagoga u analizi prostora putem intervjua-ture kroz vrtic. Iskustvo ucesnika is-
traZivanja ukazuje na to da heterotopije unutar vrti¢a nastaju u pokusaju transformacije prakse od one
zasnovane na hijerarhijskim odnosima moc¢i ka praksi baziranoj na deljenju mo¢i, kao i da stvaranje
~drugih mesta” u vrti¢u doprinosi promeni nacina ucesca vaspitaca, dece i porodice u koris¢enju zajed-
nickih prostora vrtica.

Apstrakt

Kljucnereci:  prostor decjeg vrtica, Misel Fuko, heterotopija, odnosi modi, intervju-tura

Uvod

U postavljanju teorijskog okvira istrazivanja polazimo od Fukoovog koncepta odno-
sa znanja i modi (Fuko, 2012). Fuko nije eksplicitno polemisao o ovim pitanjima u kontek-
stu vaspitanja i obrazovanja u ranom detinjstvu, ali je svojim shvatanjem moci nastojao
da rasvetli kako su mo¢ i znanje oblikovani kroz drustvo i oblikuju drustvo, kako se prozZi-
maju od institucije do pojedinaca kroz slozenu mrezu odnosa, te kako se izmedu ostalog
manifestuju u fizickom, tj. prostornom obliku. Fuko je odnose moci sagledavao u odnosu
na realne, unutradnje prostore, jer je smatrao da mi ne zivimo u nekoj vrsti vakuuma, u
prostoru u kome se mogu jasno razluditi osobe i stvari, ,ve¢ unutar jednog skupa odnosa
koji odreduje poloZaje nesvodive jedne na druge” (Fuko, 2005: 31).
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Pre nego $to se upustimo u istrazivanje fizickih manifestacija odnosa moci u vrticu,
neophodno je napraviti distinkciju izmedu pojmova prostor i mesto. U ovom radu prostor
razumemo kao fizicko okruzenje, ,strukturu sveta, trodimenzionalno okruzenje sacinjeno
od objekata i dogadaja koji imaju relativan polozaj i pravac” (Harrison & Dourish, 1996:
2). Mesto predstavlja ,prostor koji se vrednuje” (Harrison & Dourish, 1996: 2), znacenjski
prostor ,oblikovan ljudskim delovanjem, odnosima, emocijama, dogadajima i secanjima
vezanim za njega” (Nairn et al, 2016: 5) koji je prozet ,fluidnoscu i otelovljenim odnosima
modi” (Jobb, 2019: 214).

Istrazivanjem organizacije prostora kao fizickog okruzenja de¢jeg vrtica moguce je
U njemu prepoznati mesta ,koja imaju neobi¢no svojstvo da ukidaju, obesnazuju ili pre-
okrec¢u skup odnosa koje sama oblikuju” (Fuko, 2005: 31), a koji se u njima ogledaju. Ova
mesta on deli na dva tipa: utopije i heterotopije.

Pojam ,utopija” potice od grckih reci eu Sto znaci dobar i topos Sto znaci ,mesto”,
kaoiiz reciouitopos koje oznacavaju ,ne-mesto, tj. nepostoje¢e mesto” (Mihajlovi¢, 2016:
21). Utopije nisu stvarna mesta, ,one predstavljaju odraz drustva dovedenog do savrsen-
stva, ili pak nali¢je drustva, te su utopije prostori koji su u svojoj sustini nestvarni” (Fuko,
2005: 31).

Heterotopije su stvarna, materijalna mesta, iji se obrisi naziru u svakoj ustanovi dru-
Stva i one predstavljaju svojevrsnu suprotnost utopijama. Re¢ ,heterotopija“ je gr¢kog po-
rekla i ukljucuje re¢ heteros, sto znadi ,drugi”, ,drugaciji” i re¢ topos koja znaci ,mesto”, sto
zajedno ¢ini ,drugo mesto, ili mesto drugosti” (Wood, 2020: 167). Heterotopija predstavlja
dakle drugo mesto koje obuhvata ono $to opisujemo kao fizi¢ki prostor, ali isto tako i
drustveni i kulturni prostor koji su u fizickom sadrzani i kojima je fizi¢ki prostor obliko-
van. Heterotopija je istovremeno i realna, u smislu fizickog prostora koji treba istrazivati, i
potpuno nestvarna, jer iako mozda odrazava drustvo u kome postoji, ona funkcionise po
sopstvenim pravilima kojima je definisano (izmedu ostalog) ko mozZe uci u prostor i na koji
nacin, $ta je (ne)prihvatljivo u tom prostoru, kao i kakve prakse je moguce graditi u njemu.
To znadi da su heterotopije oblikovane mreZzom odnosa mo¢i kako unutar prostora tako i
odnosa prostora sa drustvom u kome se nalazi heterotopija (Ulla, 2017). Iz pozicije hete-
rotopija, prostor dobija presudnu ulogu u istrazivanju nacina na koje funkcionise drustvo,
jerima sposobnost da ,objedini sve moguce sadrzaje odredene kulture i da prikaZze odno-
se moci u kondenzovanoj formi” (Prodanovi¢ i Krsti¢, 2012: 426).

| sam Fuko je isticao da izmedu utopija i heterotopija moze da postoji ,svojevrstan
dozivljaj mesanja” (Fuko, 2005: 32), koji je opisao kroz ,metaforu ogledala” (Fuko, 2005:
32). Po njemu, ogledalo je jedna vrsta utopije, jer u njemu vidimo svoj odraz u jednom ne-
stvarnom prostoru, prostoru koji ne postoji. Stvaranje odraza kao nec¢eg nematerijalnog
je ,analogno utopiji, dok materijalnost samog ogledala ukazuje na heterotopiju kao vid
materijalizovane utopije” (Mihajlovi¢, 2016: 48). Tako, heteroptopije predstavljaju mesta
koja leZe izvan svih mesta, ,druga mesta” (Fuko, 2005: 32) koja se ipak mogu lokalizovati.

Heterotopije predstavljaju ,kontraprostore koje stvaraju odrasli - stvarna mesta
smestena izvan svih drugih prostora koja su predodredena da izbrisu, neutralisu, na-
doknade ili prociste prostore kojima se suprotstavljaju” (Boyer, 2008: 53). Pored utopija
i heterotopija, Fuko je u jednom svom gostovanju 1966. godine u radio-emisiji govorio
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o ,lokalizovanim utopijama koje su bliske i dobro poznate deci” (Boyer, 2008: 53). Loka-
lizovane utopije ,leZze u dnu baste, na tavanu ili u velikom roditeljskom krevetu u kome
dete moze da otkrije okean plivajuci izmedu pokrivaca, ili pak krevet moZe postati Suma
u koju se dete krije ¢ekajuci roditelje da se vrate” (Boyer, 2008: 53). MoZzemo zakljuciti da
lokalizovane utopije nastaju u decjoj igri u kojoj iako ,stvarni fizicki i drustveni svet ne ne-
staje, njegovo prisustvo se izrazava kroz drugu formu” (Krnjaja, 2010: 266), kroz stvaranje
»imaginarnih prostora kao paralelne realnosti koja vi.emenom moze postati svakodnevna
realnost” (Krnjaja, 2010: 266).

Prostor vrti¢a predstavlja vidljivi iskaz o vrednostima koje vaspitaci promovisu (Otto,
2005; Tarr, 2001, 2004) i sve $to se u njemu nalazi, kao i na¢in na koji je strukturiran, reflek-
tuje teorijsko-vrednosne okvire na kojima se razvija vaspitno-obrazovna praksa. U istrazi-
vanju prostor vrtic¢a sagledavamo u skladu s koncepcijskim polazistima Osnova programa
predskolskog vaspitanja i obrazovanja ,Godine uzleta” (Osnove programa, 2018), kroz
njegovo ,fizicko, socijalno i simboli¢cko znac¢enje” (Pavlovi¢ Beneselovic i sar., 2022: 10).
Vrti¢ sagledavamo kao prostor ,demokratske prakse zajednice u kojoj se uzimaju u obzir
interesi zajednice, porodice i dece” (Osnove programa, 2018: 10). Takva praksa nije repre-
sivna, zasnovana na hijerarhijskoj raspodeli mo¢i, vec¢ je ,responzivna, bazirana na delje-
nju moci” (Osnove programa, 2018: 10). Stoga fizicke manifestacije odnosa mo¢i kojima
je oblikovana praksa vrtiéa mozemo prepoznati u fizickom okruzenju vrtica. Istrazivanje
prostora vrtica kao heterotopije predstavlja priliku da se dekonstruisu nacini na koje deca
i odrasli stupaju u interakciju u i sa prostorima vrti¢a (Jones et al.,, 2012, prema: Shaw,
2017), kao i priliku za sagledavanje odnosa mo¢i koji vladaju u tim prostorima i kojima su
oni oblikovani.

Degji vrti¢ kao ,,drugo mesto”

Fuko je u svom radu Druga mesta (Fuko, 2005) dao prikaz nacela kojima se heteroto-
pije mogu identifikovati i opisati. Svako od nacela u opisu koncepta heterotopija moguce
je sagledati u odnosu na fizicko okruZenje vrti¢a kao institucionalne forme predskolskog
vaspitanja i obrazovanja.

U prvom nacelu govori se o tome da ne postoji kultura na svetu koja je lisena hete-
rotopija, ali da heterotopije poprimaju razlicite forme, te da ne postoje njihovi univerzalni
oblici. Fuko je istakao dva opsta tipa heterotopija: heterotopije krize i heterotopije odstupa-
nja (Fuko, 2005). Heterotopije krize rezervisane su za osobe koje se nalaze u stanju krize,
tj. stanju drugacijem od onoga koje je u drustvu uobicajeno, pri ¢emu danas is¢ezavaju u
oblicima u kojima su postojale u proslosti (Fuko je naveo primer koledza iz 19. veka ili voj-
ne obuke za decake) i bivaju zamenjene heterotopijama odstupanja. Ove vrste heteroto-
pija karakteristi¢ne su za one ¢ije ponasanje odstupa od uobicajenog proseka ili propisane
norme. Vrti¢i mogu biti sagledani kao mesta koja su na granici izmedu heterotopije krize
i heterotopije odstupanja, zbog toga 3to predstavljaju mesto gde se naj¢edce prvi put
odvaja javno od porodice, kao i zbog osobenosti predskolskog uzrasta. Predskolski uzrast
izdvaja se kao jedinstven i neponovljiv, jedini period zZivota ,sa toliko otvorenih mogucéno-
sti, u kome ¢ovek sa toliko energije, istrajnosti i entuzijazma razvija sloZzene kapacitete od
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kojih e zavisiti njegove buduée mogucnosti, njegova li¢nost i uspesnost funkcionisanja u
daljem zivotu” (Osnove programa, 2018: 3). De¢ji vrti¢, u odnosu na kontekst porodi¢nog
vaspitanja, predstavlja odredenu vrstu ,drustvene prakse” (Fuko, 1998, prema: Miskeljin,
2022: 28), koju je nemoguce odvojiti od Sireg drustvenog konteksta (Miskeljin, 2012). Ipak,
u odnosu na porodi¢no vaspitanje dedji vrti¢ predstavlja i ,mesto drugosti”, jer nezavisno
od teorijsko-vrednosnih okvira na kojima gradi svoju praksu, neminovno je da vrti¢ deci
pruza drugacija iskustva Zivljenja u odnosu na porodi¢no okruzenje.

Drugo nacelo podrazumeva heterogenost samih heterotopija, odnosno mogucnost
da jedno drustvo tokom istorije moZe preuzeti nove heterotopne strukture, te da ,svaka
heterotopija ima jasnu i odredenu funkciju unutar drustva, i jedna ista heterotopija, u za-
visnosti od sinhronije kulture u kojoj se nalazi, moZe imati razli¢itu funkciju” (Fuko, 2005:
33). U skladu s ovim nacelom - nega, vaspitanje i obrazovanje dece predskolskog uzrasta
menijali su svoj oblik i na¢ine ostvarivanja kroz istoriju. | sam termin vrti¢ nije konzistentan,
te je u razli¢itim kulturama i u razli¢itim vremenskim periodima to mesto imalo razliite
nazive. U nasoj zemlji je to prvo bilo zabaviste, zatim obdaniste i na kraju decji vrti¢ po
uzoru na termin ,kindergarten” koji je uveo tvorac prvih vrtica Fridrih Frebel (Miskeljin,
2012: 17). Tako je odrastanje predskolske dece kroz istoriju postalo drustveno pitanje, a
predskolsko vaspitanje i obrazovanje je sistemski uredeno i regulisano, te danas pored
doprinosa porodice u razvoju i u¢enju deteta predskolskog uzrasta veliku ulogu ima i vrti¢
za onu decu koja ga pohadaju.

Trece nacelo se odnosi na mo¢ heterotopija da na jednom realnom mestu, unutar
jednog prostora, postoji vise razli¢itih mesta, koja ¢ak mogu biti nespojiva (Fuko, 2005).
Neki autori su ovo nacelo sagledali kroz primer jukstapozicije (Mihajlovi¢, 2016; Shaw,
2017) - postojanje razli¢itih mesta uz, pokraj, jedno pored drugog, pluralitet sadrzaja koji
ukazuju na mnostvo oprec¢nih karakteristika ovih razli¢itih mesta. Za razliku od utopije
koja predstavlja jedinstvo ideja, vrednosti, uverenja i vizija budu¢nosti, heterotopije u
sebi sadrZe stvarna mesta u kojima se suceljavaju razli¢ita razmisljanja, ideje i vrednosti.
U vrticu se jukstapozicijama mogu smatrati diskontinuiteti u dostupnosti razli¢itih mesta
unutar vrti¢a deci i odraslima, podvojenost igre i u¢enja, odnosi odraslih i dece zasnovani
na hijerarhijskoj raspodeli mo¢i, neusaglasenosti porodi¢nog i konteksta vrtica itd.

U okviru ¢etvrtog nacela razmatra se odnos heterotopije i vremena. S jedne strane
postoje heterotopije vremena akumuliranih u beskonacnosti, kao $to su muzeji i biblio-
teke, dok s druge strane postoje vremenski prolazne heterotopije kao $to su, na primer,
svetkovine (Fuko, 2005). Ovo nacelo pokazuje da vreme u heterotopijama ne tece na isti
nacin u odnosu na opsteprihvacéeni tok vremena. U vrti¢u odrasli i deca dele isto vreme, ali
nacini na koji ga percipiraju znatno se razlikuju (Ulla, 2017). U savremenoj kulturi odrasli
vreme najcesce dozivljavaju linearno, vodedi se satom kao vremenskim orijentirom. Za
decu vreme tece cikli¢cno i nema svoje fizicke odrednice u formi sata. Umesto toga, deca
vreme tumace onim $to osecaju, vide, ¢uju i dozivljavaju (Malakpa, 2007), kroz ,trenutak u
vremenu” (Goble, 2020: 181) otelovljen u dogadajima koji za njih imaju odredeni smisao
i znacenje.

U petom nacelu istice se da heterotopije pretpostavljaju ,uvek jedan sistem otva-
ranja i zatvaranja koji ih istovremeno izopstava i ¢ini prohodnim” (Fuko, 2005: 35). Hete-
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rotopije, kako je istakao Fuko, imaju svojstvo ¢udnog oblika iskljucivanja, jer ¢ak i kada
svako moze da ude u neku heterotopiju, to predstavlja iluziju, jer ,verujete da ste usli,
no u casu kada ste unutra, iskljuceni ste” (Fuko, 2005: 35). Vrti¢i takode funkcionisu po
sistemu otvaranja i zatvaranja, jer ne samo da imaju svoje radno vreme, ve¢ najcescée ima-
ju i jasno definisana pravila kada i ko moze uci u vrti¢, kako se deca odvajaju i grupisu
unutar uzrasnih grupa, kao i koji su prostori deci pri boravku unutra dostupni ili nedo-
stupni. Kao sto je Fuko naveo da ta uklju¢enost predstavlja samo iluziju, tako se u vrti¢u
na primeru uklju¢enosti porodica ovo nacelo jasno odrazava. Oni mogu uci u vrti¢, ali
samo u one prostore koje su im odredeni kao dostupni (naj¢edce su to de¢je garderobe,
holovi i hodnici koji vode do grupe u kojoj njihovo dete boravi) i samo u odredeno vreme
tokom dana.

Sesto nacelo koje odreduje heterotopije odnosi se na njihovu funkciju stvaranja pro-
stora privida, iluzije, ali takve da ona ,razobli¢ava svu iluzornost stvarnog sveta” (Fuko,
2005: 35) ili pak stvaranje drugacijeg realnog prostora koji je savrieno uredan i dobro
ureden, a koji je Fuko nazvao heterotopijom kompenzacije. Vrti¢i mogu predstavljati i he-
terotopije iluzije, ali i heterotopije kompenzacije. Heterotopije iluzije imaju tendenciju da
filtriraju spoljasnje realnosti koje mogu biti neuredne ili nesavriene u poredenju s nasim
vizijama o tome kakvo detinjstvo, kakvo vaspitanje i obrazovanje i kakvu praksu vrtica Ze-
limo. Vrti¢i postaju heterotopije kompenzacije onda kada pokusavaju da usavrse prostor
kroz organizaciju vremena i prostora, kroz profesionalizaciju prakse tako da profesionalci
unutar vrtica omogucavaju deci drugacija iskustva u odnosu na ona koja imaju deca koja
ne pohadaju vrti¢ (Shaw, 2017).

Metodoloski okvir

Pitanje od kog smo posli u ovom istrazivanju odnosilo se na sagledavanje odnosa
modi kojima je fizicko okruzenje vrti¢a oblikovano na osnovu nacela heterotopija koja su
vidljiva u prostoru. Da bismo odgovorili na pitanje, istrazivali smo kako prostor odrazava
odnose modi koji vladaju u vrticu, tragali smo za znacenjima koje prostor reflektuje kroz
svoje fizicke manifestacije i kroz pisana i nepisana pravila u odnosu na mogu¢nosti kori-
$¢enja prostora.

IstraZivanje je sprovedeno putem intervjua-ture (engl. walk-along interview) (Fran-
klin-Phipps & Gleason, 2019; Lynch & Mannion, 2016), kao istrazivacke metode koja istra-
Zivacu pruza mogucnost da dok se krece s ucesnicima istrazivanja kroz mesta koje zajed-
no istraZzuju ,posmatra prostorne prakse in situ ¢ime istovremeno pristupa i iskustvima i
interpretacijama ucesnika istrazivanja” (Kusenbach, 2003: 463). Intervju-tura Cini vidljivim
slozenu mrezu odnosa mocdi u prostoru, te omogucava istrazivacu da ,korespondira s to-
kom dogadaja u prostoru prikupljaju¢i podatke na participativan nacin” (Lynch & Manni-
on, 2016: 335).

U okviru intervjua-ture istrazivac je s uCesnicima, prolazedi kroz prostore vrtica, raz-
govarao o onome to u prostoru vide i doZivljavaju. Intervju je bio polustrukturirani i teZilo
se tome da ucesnici istrazivanja budu $to manje usmeravani, kako bi njihove price o¢u-
vale autentic¢ni dozivljaj i iskustvo koje su stekli tokom restrukturiranja prostora u vrticu.
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Istrazivac je postavljao dodatna pitanja kako bi se sagledala iskustva u¢esnika vezana za
stvaranje ,drugih mesta” u vrticu, kao i za odnose mo¢i koji se u njima prepoznaju.

IstraZivanje je sprovedeno u jednom drzavnom vrti¢u koji se nalazi na periferiji gra-
da Beograda, u objektu koji je namenjen deci jaslenog uzrasta (od 1 do 3 godine), ali koji
ima i dve grupe dece vrtickog uzrasta (od 3 do 4 godine). U istraZivanju je ucestvovala
medicinska sestra - vaspitac (koja je i rukovodilac objekta) i stru¢ni saradnik - pedagog.
U prikazu rezultata istrazivanja termin ,prakticari” se odnosi na medicinske sestre — va-
spitace, vaspitace, stru¢ne saradnike i saradnike koji rade u vrti¢u u kome je sprovedeno
istrazivanje. Termin ,vaspitaci” koristimo kada govorimo o vaspitac¢ima i medicinskim se-
strama - vaspita¢ima.

Za potrebe ovog istrazivanja fokusirali smo se na zajednicke prostore vrti¢a (holove
i hodnike), sa ciljem promisljanja odnosa moci koje reflektuju, svesni da analiza celog pro-
stora vrti¢a prevazilazi okvire ovog rada. Medutim, u interpretaciji rezultata istrazivanja
povremeno je postojala potreba da se odredena situacija u praksi analizira u odnosu na
siri kontekst ili da se referiSe na ranije prakse u vrti¢u, $to je u interpretaciji i naznaceno.

Tokom intervjua-ture fotografisana su pojedina mesta u vrti¢u koja su u razgovoru
istaknuta kao vazna za preispitivanje odnosa moci. Nakon pocetne analize, u¢esnici istra-
Zivanja su imali seriju dodatnih razmena (putem Viber grupe), tokom kojih su deljene fo-
tografije izgleda prostora pre njegove transformacije i pokusaja stvaranja ,drugih mesta“,
ali i dodatni uvidi, komentari i tumacenja u odnosu na pocetnu analizu koju je istrazivac
podelio s u¢esnicima istrazivanja.

U analizi smo posli od ,promisljanja kroz teoriju” (Jackson & Mazzei, 2012; 2013) iz
potrebe da istrazivacke podatke sagledamo u odnosu na Fukoovo shvatanje odnosa moci
i heterotropija, ali i da izloZzeno shvatanje promisljamo u odnosu na prikupljene podatke
(Mills, 2017). Analizi se pristupilo kroz nelinearno ¢itanje podataka (transkripta intervjua,
fotografija, video-zapisa, tekstualnih poruka) i izdvajanje pitanja, dilema i komentara koji
su zatim podeljeni sa u¢esnicima istraZivanja kroz razgovor. Nakon dobijanja novih uvida
u razmeni istrazivaca i ucesnika istrazivanja pristupilo se ponovnom ukrstanju podataka i
izdvajanju ,sekvenci”iz prakse. U interpretaciji podataka i diskusiji izdvojene su tri sekven-
ce iz prakse koje su dovedene u vezu s odredenim nacelima heterotopija.

Rezultati i diskusija

Sekvenca 1: Verujete da ste usli, no u ¢asu kada ste unutra,
iskljuceni ste

Pri samom ulasku u vrti¢ vidljivo je obavestenje o periodu kada su vrata vrtica otvo-
rena, a kada se zaklju€avaju. To u praksi znaci da u periodu kada su vrata zaklju¢ana rodi-
telj moze udi u vrti¢ tek nakon $to mu neko od zaposlenih dozvoli pristup (otklju¢avanjem
vrata). Time se ¢lanovima porodice dece koja pohadaju vrti¢ salje poruka u kom periodu
mogu slobodno pristupiti vrticu, a kada pristupaju uz odobrenje zaposlenih.
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Strucni saradnik — pedagog tumaci kako vidi funkciju obavestenja za roditelje: Ro-
ditelji mogu da ulaze u vrti¢ kada im odgovara, ne postoji doba dana kada se ne moZe uci u
vrtic. Al bih rekla da se oni nekako libe da udu u tom periodu kada se vrti¢ zakljucava. lako im
je re¢eno da mogu, mislim da taj natpis ipak pravi neku barijeru, odnosno rusi dobrodoslicu.

Postojanje ovakve procedure mozemo dovesti u vezu s petim nacelom heterotopija,
po kome one predstavljaju sistem otvaranja i zatvaranja ,koji ih istovremeno izopstava
i ¢ini prohodnim” (Fuko, 2005: 35). Imajuci na umu da postoji radno vreme vrtica kojim
je odredeno kada je vrti¢ prohodan, a kada izopSten u odnosu na sve ucesnike vaspit-
no-obrazovne prakse, definisanje vremenskog okvira unutar radnog vremena u kojem je
pristup vrticu kontrolisu zaposleni dodatno vodi izopstavanju nekih njegovih ¢lanova (po-
rodice dece koja pohadaju vrtic).

S nac¢elom po kome heterotopije istovremeno predstavljaju sistem otvaranja i zatva-
ranja moguce je povezati i ustaljeni nacin organizovanja vaspitnih grupa u vrti¢ima. Dete
upisom u vrti¢ postaje deo vrticke zajednice dece razli¢itih uzrasta i odraslih koji rade u
tom vrticu. lako je vrti¢ dostupan svoj deci koja su u njega upisana, to ne mora podrazu-
mevati i da su svi prostori vrti¢a jednako dostupni svoj deci. IstraZivanja pokazuju da se
u vrticima desava prostorna, uzrasna i socijalna segregacija dece (Pavlovi¢ Breneselovi¢,
2015), jer ona najvedi deo vremena u vrti¢u provode u svojoj radnoj sobi, u kontaktu samo
s decom i vaspitacima svoje grupe.

U vrti¢u u kome smo sproveli istraZivanje prakticari su inicirali promenu ovakvog
nacina organizovanja vaspitnih grupa. Dok razgovaramo u hodniku, jedan tata dolazi po
svoje dete i zbunjeno obavestava medicinsku sestru - vaspitaca da njegovo dete nije u
svojoj sobi. Ona mu odgovara da su u sobi pored i da slobodno pokuca tamo, a zatim
objasnjava istrazivacu zbog ¢ega su se organizovali tako da grupe budu ,otvorene”, tj. da
deca jedne grupe mogu koristiti prostore i igrati se sa decom drugih grupa.

Medicinska sestra — vaspitac: Znate ranije je bilo — moja deca, moja grupa, moj vaspi-
tac, ja ih imam danas Cetiri, vi sedamnaestoro [dece]... ovako je mnogo lakse i deci i nama.
Ali potrebno je da se vaspitac prebaci u glavi, bilo je problema, i te kako. Ali ne prija svakom
promena. E onda smo njih polako, prvo sa koleginicom koja je spremna, pa mic po mic, to je
strategija bila kompletna. E sad smo svi u tome.

Moze se uociti da promene u organizaciji i ,otvaranje” drugih mesta za decu nisu
proistekli iz kritickog preispitivanja da prostor podrzava koncepcijska polazista Osnova
programa predskolskog vaspitanja i obrazovanja ,Godine uzleta” (Osnove programa,
2018), vec iz realnih teskoca s kojima se vaspitaci suocavaju u praksi, a pre svega zbog
nedostatka vaspitnog osoblja.

Medicinska sestra — vaspitac: Da vam kaZem, i dalje postoje ti vaspitaci koji ne daju tu
mo¢, vec je ,moja deca — moja soba”. Imate koleginicu kojoj bas ne prija. Ali kada ona ima
situaciju da jednog dana ona ima osamnaestoro a ja ¢etvoro [dece], Sta cemo onda? Tada se
shvati da je svima bolje. Deci prvenstveno. Jer zamislite sad godinu dana dolaze samo u ovu
sobu. | kakve god materijale vi da imate i menjate, to su ista lica, ista soba. A desilo nam se i da
su se neka deca tako povezala, evo na primer A. i L. Oni su se toliko zbliZili i tako se lepo igraju,
da smo u ovako otvorenim grupama mogli da ih spojimo da cesto budu zajedno. A nisu bili
ista grupa.
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Ovakve vrste promena doprinose da se desavaju i neke nove i drugacije interakcije
izmedu razlicitih ucesnika prakse vrtica, ,5to vodi ka promeni njihovih uzajamnih odno-
sa i ja¢anju osecaja pripadanja i povezanosti” (Krnjaja i Puresevi¢, 2020: 228). Navedene
promene nisu tekle bez otpora, ali su vodile ka novim uvidima vaspitaca, $to je otvorilo
prostor za gradenje odnosa izmedu dece koja do tada nisu imala priliku za takvu vrstu
interakcije s vrdnjacima van svoje grupe. Ovaj primer mozemo posmatrati i kroz Fukoovo
videnje moci kao fluidne, jer svaki ucesnik vaspitno-obrazovne prakse istovremeno i dozi-
vljava i vr$i mo¢ (Jobb, 2019). U ovom slucaju, kada deca praktikuju mo¢ i imaju priliku da
biraju prostor u kojem ce se igrati i decu s kojom e se igrati, novi odnosi koje su gradili s
decom drugih grupa uticali su na vaspitace da preispitaju svoju ustaljenu praksu i daje u
skladu s tim uvidima menjaju.

Sekvenca 2: Linearni i cikliéni tok vremena

Zajednicki prostor koji je najfrekventniji, kroz koji prolaze svi koji udu u vrti¢, jeste
veliki hodnik gde su smesteni degji ormarici s garderobom. Taj prostor ranije nije pozivao
roditelje i decu da u njemu borave duze i da se u njemu igraju. Naprotiv, on je ranije sluzio
za odlaganje viska namestaja i opreme (Fotografija 1).

Fotografija 1
Deo glavnog hodnika vrtica pre uredenja prostora

s

Fotografisano 2022. godine. lzvor: arhiva ucesnika istraZivanja

Medicinska sestra — vaspitac istiCe da je ovaj prostor najvece promene pretrpeo u
poslednjih godinu dana. Kada su se upustili u promisljanje kako da zajednicki prostor emi-
tuje dobrodoslicu porodici, prvo su sklonili sav namestaj i opremu i na to mesto stavili sto,
stolice i par knjiga (Fotografija 2).
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Fotografija 2
Prostor hodnika nakon sklanjanja namestaja

Fotografisano 2022. godine. Izvor: arhiva ucesnika istraZivanja

Medicinska sestra - vaspita¢: Kada smo namestaj sklonili, ostao je prazan prostor u koji
smo stavili za pocletak sto i stolicu. Onda smo promisljali sta bismo mogli da formiramo, a da
bude inspirativno i decii roditeljima. Zahvaljujuci podrsci i pomoci roditelja, dobili smo name-
Staj od paleta koji su nam oni napravili. Jedna mama je sa suprugom napravila taj namestaj,
aonda sa nama ucestvovala u uredenju ovog dela prostora.

Ideja prakti¢ara bila je da u ovom prostoru ¢lanovi porodice mogu da se informisu
o novoj programskoj koncepciji kroz dostupan Programski dokument (Osnove programa,
2018) i dodatne brosure, itaju price o projektima koji su se u vrti¢u u prethodnoj godini
razvijali, Citaju literaturu iz oblasti roditeljstva ili da s decom ¢itaju knjige. Medicinska se-
stra — vaspitac i pedagog u razgovoru dele svoj utisak da se i dalje ujutru tu roditelji manje
zadrzavaju, dovedu dete i Zure na posao, ali da se situacija u popodnevnim ¢asovima,
kada dolaze po dete, znatno promenila otkad je prostor dobio novi oblik.

Medicinska sestra — vaspitac: Kada smo promenili prostor, imali smo situaciju da onda
roditelji dodu i ne provode samo deset minuta, vec je jedan tata éekao u kolima majku koja
je dosla po dete skoro sat vremena. On se covek uplasio, usao u vrti¢ i pitao mamu: ,Pa dobro
gde ste vi?” One su sele u biblioteku, Citale knjige, dosle ovde oblacile kostime i to je trajalo.
Pritom je to jedan od ,nezgodnih tata” gde ni saglasnost za fotografisanje, nista nije bilo pot-
pisano. Nakon toga je sve bilo potpisano. Sada nam se roditelji poprilicno zadrzavaju.

Na ovom primeru mozemo prepoznati kako je stvaranje drugih mesta u vrticu uti-
calo na promenu percepcije vremena odraslog. Dok je otac vreme merio linearno (putem
sata), majka je sa detetom bila u ,dogadajnom vremenu” (Goble, 2020), koje ima svoj dru-
gaciji tok. U ciklicnom dozivljaju vremena ono se ne moze izmeriti, te se iz vrti¢a odlazi ne
u odnosu na vreme prikazano na satu, ve¢ kada je za to ,najpovoljniji trenutak” (Malakpa,
2007).
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Kroz ovo iskustvo promene zajedni¢kog prostora mozemo uoditi i kako se menjao
odnos roditelja prema vrti¢u. Kada su dobili priliku da vide i iskuse kako se njihovo dete
igra u vrticu, kada su i sami bili u ulozi saigraca s detetom, to je doprinelo gradenju osecaja
pripadanja zajednici vrtica, a samim tim i jacanju odnosa poverenja s vaspitacima.

Sekvenca 3:,,Posmatracnica za ptice”
- heterotopijsko stvaranje mesta

Dolazimo do stepenica koje vode na sprat vrti¢a. Medicinska sestra - vaspitac zasta-
je kod prostora ispod stepenista i pocinje pri¢u o tome kako je ovaj prostor menjao svoj
oblik i namenu.

Medicinska sestra — vaspita¢: Imamo, deca su ih krstila, Ciru i Jovanku. Cira i Jovanka su
povelike sove. Sove nam Cesto ispadaju ovde iz gnezda. | jednog dana ja ovde prolazim i ona
tu stoji i gleda me, sova [pokazuje rukom na prozor pored stepenistal. Kada se sova pojavila
u dvoristu, nju su deca iz trpezarije videla i pocela da komentarisu. | onda smo mi [vaspitacil
sele i razmisljale kako to da iskoristimo, jer ej imamo sove, a sove nisu bas svakodnevica. A
ovaj deo [ispod stepenista] nam ni za $ta nikad nije sluZio, jer je nizak, nebezbedan, zbog
coskovaliiivica. Ali Cekajte, to se plasimo mi. Dete je u ovoj visini [pokazuje rukom], kako ce da
udari u ivicu?

Fotografija 3
Prostor ispod stepenista pre uredenja i ilustracija pozicije vaspitaca u odnosu na prostor
dok je govorio o njegovoj bezbednosti

Fotografisano 2022. godine. lzvor: arhiva uesnika istraZivanja
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Momenat u kome medicinska sestra — vaspita¢ pokazuje rukom na visinu stepeni-
$ta da bi opisala kako je to prostor adekvatan za decu (Fotografija 3) obojio je razgovor
vise nego $to je to vidljivo u tekstu. Nasa neverbalna komunikacija, ton kojim je razgovor
tekao dalje i osecaj ponosa koji je lebdeo u prostoru dok govori ukazivali su na to da je
za medicinsku sestru — vaspitaca ovaj primer veoma vazan i da ga smatra prekretnicom u
preispitivanju i osvesc¢ivanju uloge odraslih u oblikovanju fizickog okruzenja vrtica, kao i
inspiracijom za pokretanje promene u ovom prostoru (Fotografija 4).

Medicinska sestra — vaspitac: A onda posto su ptice uglavnom s te strane, i te sove su
bile iskljucivo u tom delu dvorista, onda smo upravo ovu celinu osmisli za to da se oni [deca]
kriju, Sunjaju, jer kisa je tih dana cesto padala i kroz prozor smo mogli da posmatramo ptice,
kada ne izademo u dvoriste. Napravili smo jednu posmatracnicu, oni to zovu ,pti¢arnik”, deca.
Tu oni vole i da se skrivaju, ulaze ovde, malo za nas odrasle je nezgodno da se zavucemo, ali
oni uZivaju.

Fotografija 4
Prostor ispod stepenista kao ,Posmatracnica za ptice”

Napomena: strelicom je obeleZen prozor kroz koji deca posmatraju ptice u dvoristu vrtica

Stvaranjem ovakvih ,drugih mesta” nastaju novi odnosi, koji pozicioniraju decu i
odrasle kao ravnopravne ,stanovnike” vrti¢a kao mesta zajedni¢kog ucenja i u¢eséa. Osla-
njajuci se na Fukoov koncept heterotopija, Adlerstajn-Grimberg i Brali¢-ESeveria (Adler-
stein-Grimberg & Bralic-Echeverria, 2021) kreirale su pojam heterotopijskog stvaranja
mesta kao opis za ovakve alternativne nacine stvaranja novih mesta u vrti¢u, uz ucesce
i agensnost dece i odraslih, $to vodi i promeni odnosa moci. U ovom slucaju vaspitaci su
prepoznali zainteresovanost dece za posmatranje sova u dvoristu vrtiéa, ali su i preispitali
svoje predrasude i strahove u vezi s koris¢enjem odredenih prostora kao 3to je prostor
ispod stepenista. Deca su pak imala svoje teorije kako ovo mesto moze da se koristi i po-
red predvidenog (za posmatranje sova), koriste ga za skrivanje i osamljivanje. Ovaj primer
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heterotopijskog stvaranja mesta moze otvoriti mogucnost za susretanje heterotopije i
lokalizovane utopije, sto dalje moZe voditi do gradenja novog, ,koautorskog prostora”
(Krnjaja, 2012) koji nastaje u igri u kojoj odrasli i deca dele mo¢ i time ,stvaraju prostore u
kojima njihove ideje postaju koautorizovane” (Krnjaja, 2012: 274).

Zakljucak

Istrazivanja decjeg vrti¢a kao prostora heterotopije imaju znacajan potencijal za
preispitivanje odnosa mo¢i koji vladaju na svim nivoima sistema predskolskog vaspitanja
i obrazovanja - od nivoa odnosa obrazovnih politika i predskolskih ustanova do nivoa
odnosa dece i vaspitaca. Ovim istrazivanjem zahvatili smo tek obrise heterotopijskih me-
sta u vrtic¢u i ukazali na neke od mogucih nacina njihovog stvaranja u ustanovama pred-
skolskog vaspitanja i obrazovanja. U istrazivanju smo tragali za ,tananim kanalima“ (Fuko,
2012) kroz koje mo¢ tece i preliva se unutar vrti¢a, imajuci na umu da je ,svako u osnovi
nosilac neke modi, i u toj meri prenosi moc¢” (Fuko, 2012: 77).

Iskustva koje su ucesnici delili u fokus stavljaju njihovo preispitivanje funkcije i ka-
rakteristika fizicke sredine i iniciranje transformacije zajednickih prostora vrtica, s idejom
da ¢e te promene doprineti transformaciji postojecih obrazaca mo¢i u odnosima izmedu
razlicitih u¢esnika vaspitno-obrazovne prakse u de¢jem vrti¢u (pre svega vaspitaca, dece
i porodice). Istrazivanje pokazuje da promenama u prostoru ovog vrti¢a nije uvek pretho-
dilo promisljanje i preispitivanje odnosa modi, ali kada su se desile, promene su gotovo
uvek vodile novim uvidima prakti¢ara. Ti uvidi najpre govore o novim nacinima uces¢a
vaspitaca, dece i porodice u korid¢enju prostora vrti¢a, a time i o promeni njihovih odnosa.
Teskoce u ostvarivanju nekih promena, kao $to je mogucénost igre dece razlicitih grupa i
sotvaranje” radnih soba za decu drugih grupa, dovele su do eksplicitnijeg uo¢avanja ne-
ravnoteZe u odnosima mo¢i. U tom procesu postala je vidljiva potreba nekih vaspitaca
da imaju ,mo¢” i kontrolu nad kretanjem dece s kojom rade. Iskustva prakti¢ara u ovom
vrti¢u pokazuju da su oni prilikom pokretanja promena u prostoru glavni oslonac trazili
medu svojim kolegama (,Onda smo promisljali [vaspitaci i stru¢ni saradnik — pedagog] 5ta
bismo mogli da formiramo, a da bude inspirativno i deci i roditeljima“; ,| onda smo mi [va-
spitacice] sele i razmisljale kako to da iskoristimo”). Fokus na promene u zajedni¢kim pro-
storima vrtica doprineo je da vaspitadi ,izadu iz izolovanosti svoje radne sobe” (Pavlovi¢
Beneselovic i sar., 2022: 84) i da kroz deljenje ideja, dilema, pitanja, zajedni¢ko resavanje
problema i zajedni¢ki rad na promenama u prostoru s drugim vaspitac¢ima i stru¢nim sa-
radnikom — pedagogom grade odnose zasnovane na deljenju mo¢i. Pokretanje promena
u zajedni¢kim prostorima vrtica predstavlja dobru polaznu osnovu u procesu transfor-
macije prakse, jer ove prostore vaspitaci lakSe dele s drugima, tj. ne dozivljavaju ih svojim
liénim prostorom, kao $to neretko imaju taj odnos prema sobi vaspitne grupe u kojoj rade
($to je i vidljivo u predstavljenom primeru ,otvaranja“ radnih soba).

Sprovedeno istrazivanje ukazuje na kompleksnost procesa promene paradigme na
kojoj je zasnovana postojeca praksa, jer ¢ak i kada se fokusiramo samo na promene u
fizickom okruzenju vrti¢a, mozemo primetiti da one ne teku linearno, ve¢ kroz gradenje
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»mesta izmedu - nabora koji predstavljaju prostornu transformaciju kroz koju se uocavaju
novi prostorni identiteti” (Kornberger & Clegg, 2003: 84). Novi obrasci moc¢i nastaju upra-
vo u tim ,naborima“, mestima na marginama ustaljene prakse, koji osporavaju ustaljene
odnose i koji po svojim karakteristikama predstavljaju heterotopije.

Ovo istrazivanje pruza nove uvide u razumevanju uloge i znacaja fizickog okruzenja
za gradenje prakse vrtic¢a zasnovane na deljenju modi, kao i uvide o nac¢inima na koje pro-
mene u fizickom okruzenju dovode do promena u odnosima ucesnika vaspitno-obrazov-
ne prakse. U ovom radu fokus je na sagledavanju odnosa mocdi kroz analizu zajednickih
prostora decjeg vrtica, te je znacajno pokrenuti nova istrazivanja koja bi obuhvatila druge
nivoe vaspitno-obrazovne prakse, ali i ukupnog sistema predskolskog vaspitanja i obra-
zovanja. Time bi odnosi moci koji oblikuju praksu predskolskog vaspitanja i obrazovanja
mogli biti sagledani u odnosu na 3iri drustveni kontekst.

Literatura

Adlerstein-Grimberg, C. Y. & Bralic-Echeverria, A. (2021). Heterotopic place-making in learning
environments: Children living as creative citizens. Revista Internacional de Investigacién en Educacién,
14(1), 1-36. https://doi.org/10.11144/Javeriana.m14.hpml

Boyer, C. (2008). The many mirrors of Foucault and their architectural reflections. In M. Dehaene, & L.
De Cauter (Eds.), Heterotopia and the city: public space in a postcivil society (pp. 53-75). Routledge.

Franklin-Phipps, A. & Gleason, T. (2019). Walking Methodologies with/in Teacher Education. Journal
of Public Pedagogies, 4(1), 228-234. https://doi.org/10.15209/jpp.1193

Fuko, M. (2005). Druga mesta. U P. Milenkovi¢ i D. Marinkovic (ur.), Misel Fuko: Hrestomatija (str. 29-36).
Vojvodanska sociolo$ka asocijacija.

Fuko, M. (2012). Mo¢ i Znanje: Odabrani spisi i razgovori 1972-1977. Mediteran Publishing.

Goble, E. (2020). From kairos to chronos: The lived experience of time in education. In P. Howard, T.
Saevi, A. Foran & G. Biesta (Eds.), Phenomenology and Educational Theory in Conversation: Back to
Education Itself (pp. 179-197). Routledge.

Harrison, S., & Dourish, P. (1996). Re-place-ing space: The roles of place and space in Collaborative
systems. Proceedings of the 1996 ACM Conference on Computer Supported Cooperative Work (pp.
67-76). Association for Computing Machinery. https://dl.acm.org/doi/pdf/10.1145/240080.240193

Jackson, A.Y., & Mazzei, L. (2012). Thinking with theory in qualitative research: Viewing data across
multiple perspectives. Routledge.

Jackson, A.Y., & Mazzei, L. (2013). Plugging one text into another: Thinking with theory in qualitative
research. Qualitative Inquiry, 19(4), 261-271. https://doi.org/10.1177/1077800412471510

Jobb, C.(2019). Power, Space, and Place in Early Childhood Education. Canadian Journal of Sociology/
Cabhiers canadiens de sociologie, 44(3), 211-232. https://doi.org/10.29173/cjs29596

Kornberger, M., & Clegg, S. (2003). The Architecture of Complexity. Culture and Organization, 9(2),
75-91. https://doi.org/10.1080/14759550302804

365


https://doi.org/10.11144/Javeriana.m14.hpml
https://doi.org/10.15209/jpp.1193
https://doi.org/10.1177/1077800412471510
https://doi.org/10.29173/cjs29596
https://doi.org/10.1080/14759550302804

Milijana Lazarevic - Degji vrti¢ kao prostor heterotopije

Krnjaja, Z. (2010). Igra, stvaralastvo, otvoreni vaspitni sistem: $ta ih povezuje. Nastava i vaspitanje,
59(2), 264-277.

Krnjaja, Z. (2012). Igra kao susret: koautorski prostor u zajedni¢koj igri dece i odraslih. Ethoantropoloski
problemi, 7(1), 251-267.

Krnjaja, Z. i Pure3evi¢, D. (2020). Participacija pedagoga u promeni kulture de¢jeg vrti¢a. U L. Radulovi¢,
V. Milin i B. Ljuji¢ (ur.) Participacija u obrazovanju - pedagoski (p)ogledi: zbornik radova (str. 226-233).
Institut za pedagogiju i andragogiju Filozofskog fakulteta Univerziteta u Beogradu i Pedagosko
drustvo Srbije.

Kusenbach, M. (2003). Street Phenomenology. Ethnography, 4(3), 455-485. https://doi.org
/10.1177/146613810343007

Lynch, J., & Mannion, G. (2016): Enacting a place-responsive research methodology: walking interviews
with educators. Journal of Adventure Education and Outdoor Learning, 16(4), 330-345. https://doi.
org/10.1080/14729679.2016.1163271

Malakpa, S. (2007). Chroneos and Kairos: temporal concepts with implications for classroom instruction
and national development. Liberian studies journal, 32(1), 94-103.

Mihajlovi¢, J. (2016). Savremeni prostori heterotopija u arhitekturi (doktorska disertacija). NaRDUS
(123456789/7791).

Mills, T. (2017). Mangling Expertise Using Post-Coding Analysis to Complexify Teacher Learning. Issues
in Teacher Education, 26(3), 128-144.

Miskeljin, L. (2012). Degji vrti¢ kao kulturni artefakt vrtic iz sociokulturne perspektive. U T. Gruji¢ (ur.).
Zbornik radova Visoke $kole strukovnih studija za obrazovanje vaspitaca (str. 11-28). Visoka Skole
strukovnih studija za obrazovanje vaspitaca u Kikindi.

Miskeljin, L. (2022). Detinjstv(a)o - konceptualizacije i kontekstualizacije : implikacije za praksu predskolskog
vaspitanja i obrazovanja. Institut za pedagogiju i andragogiju Fllozofskog fakulteta Univerziteta
u Beogradu.

Nairn, K., & Kraftl, P, & Skelton, T. (2016). Space, Place, and Environment: Geographies of Children and
Young People. Springer.

Osnove programa predskolskog vaspitanja i obrazovanja — Godine uzleta (2018). Prosvetni glasnik,
Sluzbeni glasnik Republike Srbije, br. 16/2018.

Otto, L. (2005). Materialitet, identitet og erindring. In M. Kraglund, & L. Otto (Eds.), Materialitet og
dannelse (pp. 33-47). Denmarks Pedagogiske Universitetes Forlag.

Pavlovi¢ Breneselovi¢, D. (2015). Gde stanuje kvalitet (Knjiga 2): IstraZivanje sa decom prakse decjeg vrtica.
Filozofski fakultet Univerzitet u Beogradu: Institut za pedagogiju i andragogiju.

Pavlovi¢ Beneselovi¢, D., Krnjaja, Z. i Backovi¢, S. (2022). Vodi¢ za uredenje prostora u decjem vrti¢u
- Prostor u skladu sa osnovama programa PVO ,Godine uzleta”. Ministarstvo prosvete, nauke i
tehnoloskog razvoja.

Prodanovig¢, S. i Krsti¢, P. (2012). Javni prostor i slobodno delanje: Fuko vs. Lefevr. Sociologija, 54(3),
423-436. https://doi.org/10.2298/SOC1203423P

366


https://doi.org/10.1177/146613810343007
https://doi.org/10.1177/146613810343007
https://doi.org/10.1080/14729679.2016.1163271
https://doi.org/10.1080/14729679.2016.1163271
https://doi.org/10.2298/SOC1203423P

Nastava i vaspitanje, 2023, 72(3), 353-368

Shaw, L. J. (2017). Heterotopia and Hauntings: Troubling the Spaces and Artefacts of Early Years’ Education
and Care in England (Doctoral dissertation). Department of Early Childhood Studies the Manchester
Metropolitan University.

Tarr, P.(2001). Aesthetic codes in early childhood classrooms: What art educators can learn from Reggio
Emilia. Art Education, 54(3), 33-39. https://doi.org/10.1080/00043125.2001.11653447
Tarr, P. (2004). Consider the walls. Young Children, 59(3), 88-92.

Ulla, B. (2017). Reconceptualising sleep: Relational principles inside and outside the pram. Contemporary
Issues in Early Childhood, 18(4), 400-408. https://doi.org/10.1177/14639491177427

Wood, J. (2020). Children as heterotopians: town planning with and for children. In M. Khan, S. Bell,
& J. Wood (Eds.), Place, Pedagogy and Play: Participation, Design and Research with Children (pp.
165-179). Routledge.

Primljeno: 10. 04. 2023.
Korigovana verzija primljena: 19. 10. 2023.
Prihvaceno za Stampu: 09. 12. 2023.

367


https://doi.org/10.1080/00043125.2001.11653447
https://doi.org/10.1177/1463949117742781




Nastava i vaspitanje, 2023, 72(3), 369-387 ISSN 0547-3330 elSSN 2560-3051

UDK 37.091.3::811.111(497.113)"2020" Originalni nau¢ni rad
378-057.875(=111)(497.113)"2020" https://doi.org/10.5937/nasvas2303461K
811.111'243

Osvrt na analizu greSaka na primeru nastave
engleskog jezika struke’

Bojana Komaromi?
Poljoprivredni fakultet, Univerzitet u Novom Sadu,
Novi Sad, Srbija

Jelena Jerkovié
Tehnoloski fakultet, Univerzitet u Novom Sadu,
Novi Sad, Srbija

>0z Do<=

lako se analiza gresaka uglavnom smatra prevazidenom u istrazivanjima koja se bave
usvajanjem drugog jezika, ona se i dalje siroko primenjuje u oblasti metodike nastave
stranih jezika. Cilj ovog rada je da se ponovo sagledaju mogucnosti i ogranicenja analize gresaka pola
veka nakon sto je ovaj pristup postavljen. Istrazivanje predstavljeno u ovom radu smesteno je u specifican
kontekst engleskog jezika struke, sa ciliem da se analiziraju greske u prevodima studenata inZenjerstva.
Za razliku od vecine ovakvih analiza, ovo istraZivanje ne ispituje samo gramaticke greske, vec i greske u
vokabularu. Posebna paZnja posvecena je objasnjenju porekla gresaka, odnosno utvrdivanju da li je
greska nastala pod uticajem maternjeg jezika (medujezicke greske) ili stranog jezika (unutarjezicke greske),
nakon Cega sledi dalja analiza glavnih uzroka ovih medujezickih i unutarjezi¢kih gresaka. Na osnovu
rezultata i implikacija prikazane analize, zakljucuje se da analiza gresaka, uprkos svojim nedostacima i
ogranicenjima, pruZza dragocen uvid u strategije koje studenti koriste, kao i u prepreke na koje nailaze u
procesu ucenja stranog jezika. Stoga se rezultati analize gresaka mogu koristiti kao koristan resurs za
unapredivanje i nadogradnju postojecih pristupa u nastavi, kao i za njihovo prilagodavanje specificnim
potrebama studenata.

Apstrakt

Kljucnereci: ~ analiza gresaka, medujezicke greske, unutarjezicke greske, engleski jezik struke, prevod.

1 Rad je nastao u okviru projekata 451-03-47/2023-01/200117 i 451-03-47/2023-01/200134.
2 bojana.komaromi@polj.uns.ac.rs
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Uvod

Kroz istrazivanja iz oblasti usvajanja drugog jezika (eng. second language acquisition)
pokazano je da su greske rezultat normalnog razvoja i neizbezan deo procesa ucenja. Isti-
Ce se da greske ne treba shvatati kao znak inhibicije, ve¢ kao dokaz da ucenici primenjuju
strategije u¢enja (Corder, 1967) kao i da u jezik koji u¢e pokusavaju da uvedu pravila (Gass
& Selinker, 2008). lako se analiza gresaka (eng. error analysis) (AG) vrsila pre skoro pola
veka u okviru istrazivanja o usvajanju drugog jezika, kasnije je nasla iru prakti¢nu prime-
nu u oblasti nastave engleskog jezika (Ellis & Barkhuizen, 2005; McDowell & Liardét, 2020).
Medutim, uoceni su razli¢iti metodoloski problemi povezani s AG, kao $to su problemi
utvrdivanja gresaka (Sta se smatra, a $ta ne smatra greskom), poteskoce u sprecavanju
ucenika da u jezickoj produkciji izbegavaju upotrebu onih jezickih oblika koje manje po-
znaju (eng. avoidance), pravljenje razlike izmedu omaski (eng. mistakes) i gresaka (eng.
errors), kao i nepostojanje taksonomije koja bi greske nedvosmisleno klasifikovala u odre-
denu kategoriju (Johnson & Johnson, 1998).

Istrazivanje predstavljeno u ovom radu bavi se analizom gresaka u prevodima stu-
denata i smesteno je u specifican kontekst engleskog jezika struke (EJS). Kada je re¢ o zna-
¢aju jezickih vestina u EJS, prevodenje se Cesto smatra petom jezickom vestinom uz Cetiri
osnovne vestine slusanja, govora, Citanja i pisanja. Prema Njumarku (Newmark, 1991),
prevodenje se u nastavi jezika na visim nivoima smatra ¢ak najvaznijom drustvenom ve-
stinom, jer podstic¢e komunikaciju i razumevanje medu ljudima. Ovaj autor dalje isti¢e da
je prevodenje vazno za unapredivanje ,razumevanja izmedu pojedinaca, grupa, organi-
zacija i naroda, kao i posrednik u Sirenju kultura i prenosu informacija i tehnologije” (Ne-
wmark, 1991: 64). Instrumentalnost prevodenja posebno dolazi do izrazaja u kontekstu
EJS, gde je prevod sredstvo pomocu kojeg dobijamo informacije i znanja iz proucavane
naucne oblasti (Borovi¢, 2020). Kako nastava EJS na tercijarnom nivou priprema studente
da koriste engleski jezik u skladu sa specifi¢cnim potrebama njihove buduce profesije, na-
stava Cesto ukljucuje prevode sa maternjeg jezika (J1) na strani jezik (J2). Cilj ovog istraZi-
vanja je da se ispitaju mogucnosti i ograni¢enja AG u nastavi EJS danas. Kategorizacijom
i analizom gresaka u prevodima studenata pokusac¢emo da pruzimo uvid u vrste gresaka
koje studenti prave, kao i u ucestalost gresaka, i da odredimo faktore koje uti¢u na njihovo
javljanje. Polazimo od pretpostavke da greske odrazavaju strategije koje studenti koriste,
ali i poteskoce na koje nailaze u procesu ucenja stranog jezika. Implikacije ove analize
mogu biti korisne za nastavnike u osmisljavanju nastave stranog jezika, ali je potrebno
imati u vidu i nedostatke i ogranic¢enja koje ovakva analiza ima.

Teorijski okvir

Greske, analiza greSaka i medujezik

Ucenje je proces u kom do uspednog ishoda dolazimo kroz pravljenje gresaka, jer za-
hvaljujuci greskama dobijamo povratnu informaciju iz okruzenja te koristimo tu povratnu
informaciju da bismo napravili jos pokusaja koji ¢e nas dovesti do Zeljenog cilja (Brown,
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2000). S. P. Korder, jedan od zacetnika analize gresaka, napravio je razliku izmedu gresaka
i omaski u produkciji jezika, objasnjavajuci da se omaske desavaju slu¢ajno i nastaju kao
proizvod slucajnih okolnosti, dok su greske sistematske pojave (Corder, 1967).

Analiza gresaka je proces kroz koji utvrdujemo ucestalost, prirodu, uzroke i posledi-
ce nepravilnog jezika ucenika (James, 1998). Taj proces podrazumeva niz postupaka koji
se uglavnom bave greskama u jezi¢koj produkciji, odnosno govoru ili pisanju, bududi da
je poreklo gresaka u razumevanju veoma tesko, a ¢esto i nemoguce utvrditi. AG je nastala
kao reakcija na pristup kontrastivne analize (KA), koja je ukljucivala kontrastiranje J1 i J2
ucenika i bila je zasnovana na pretpostavci da greske uglavnom nastaju usled negativ-
nog transfera iz maternjeg jezika. Za razliku od bihevioristickih pristupa u¢enju jezika koje
nalazimo u KA, AG je zasnovana na nativistickim pristupima ucenju jezika isti¢uci znacaj
mentalnih procesa i kognitivnih mehanizama aktivnih prilikom ucenja jezika (Ellis & Bark-
huizen, 2005). AG je takode posluzila kao osnova za razvijanje teorije medujezika, koja je
jos uvek veoma uticajna u lingvisti¢kim istraZivanjima jer pruza Sirok i produktivan okvir
za istraZivanja postavljena kroz razlicite teorijske okvire (Tarone, 2018).

Izraz ,medujezik” (eng. interlanguage) predlozio je Selinker (Selinker, 1972), na osno-
vu Korderovog izraza ,prelazna kompetencija” (eng. transitional competence) (Corder
1967); ostali izrazi koje nalazimo u literaturi su ,aproksimativni sistem” (eng. approximati-
ve system) (Nemser, 1971), ,idiosinkrati¢ni dijalekat” (eng. idiosyncratic dialect) i ,jezik u¢e-
nika” (eng. learner language). Prema Selinkeru (1972), medujezik je jedinstven jezi¢ki si-
stem koji svaki u¢enik stvara u procesu ucenja stranog jezika. Drugim re¢ima, medujezik je
»,mentalna gramatika koju uc¢enik konstruise u odredenoj fazi tokom procesa uc¢enja” (Ellis
& Barkhuizen, 2005). Medujezik je sastavljen kako od elemenata iz J1 tako i od elemenata
iz J2, ali se u isto vreme pravila ovog jezi¢kog sistema na odredeni nacin razlikuju i od J1 i
od J2. Pojam medujezika usko je povezan sa fosilizacijom, koja se javlja kada jezicke jedini-
ce ili oblici (posebno oni pogresno nauceni) postanu stalni u medujeziku u¢enika. Smatra
se da nam analiza medujezika u¢enika moze pruziti znacajna saznanja o razvoju jezika kod
pojedinca ili grupe, kao i o celom procesu ucenja stranog jezika. Jedno od istrazivackih
oblasti koje je Selinker (1972) prepoznao u okviru teorije medujezika je psiholingvisticki
proces strategija ucenja, koje su postale jedno od klju¢nih istrazivackih oblasti (Tarone,
2018), npr. kod Rebeke Oksford (Oxford 1990; 2017).

Sprovodenje analize greSaka

Postupak sprovodenja AG koji se u istrazivanjima najcesce primenjuje predlozio je
Korder (Corder, 1974; 1981) i sastoji se od pet faza: prikupljanje jezicke grade, utvrdivanje
gresaka, opis gresaka, objasnjavanje porekla gresaka i evaluacija gresaka. Ovaj odeljak
opisuje te faze, ukljucujudi niz taksonomija koje su razliciti autori predlagali tokom godi-
na, kao i metodoloske probleme koje treba uzeti u obzir.

1. Prikupljanje jezicke grade ili korpusa. U zavisnosti od ciljeva i obuhvata AG, is-
trazivaci se odlucuju za vrstu korpusa (obiman, specifi¢an ili slu¢ajni uzorak), prikuplje-
nog metodom poprec¢nog preseka (eng. cross-sectionally) ili longitudinalnim istraziva-
njem (eng. longitudinally) (Ellis, 1994). Grada se moze prikupiti kroz prirodnu (spontanu)
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upotrebu jezika (eng. natural language) ili kada se ciljano trazi produkcija odredenih
jezickih oblika, Sto se cesce koristi u istrazivanjima (eng. elicited data). U ovom drugom
slucaju naj¢esce se primenjuje eksperimentalna metoda, kada se posebno sastavljen in-
strument koristi za dobijanje podataka koji sadrze ispitivane jezicke oblike. U ovoj fazi
AG, najbitnije je imati u vidu da na prirodu i ucestalost gresaka u prikupljenom korpusu
uticu razliciti faktori: (a) faktori koji se odnose na ucenike (npr. nivo znanja, maternji jezik
ucenika), (b) faktori koji se odnose na jezik (npr. sredstvo jezicke produkcije ili jezickog
izraZzavanja, zanr) i (v) jezi¢ka produkcija (npr. planirana ili neplanirana) (Ellis & Barkhu-
izen, 2005). Pokazano je, recimo, da vrste gresaka uglavnom zavise od prirode zadatka
izabranog za prikupljanje jezi¢ke grade jer se, na primer, u zadacima prevodenja naj¢esce
utvrduje vise gresaka transfera iz maternjeg jezika u odnosu na zadatke pisanja sastava
(Ellis, 1994).

2. Utvrdivanje gresaka. Generalno prihvacen pristup u procesu utvrdivanja gresaka
je da se kao norma izabere jedan od standardnih dijalekata (npr. britanski ili americki en-
gleski). U ovoj fazi, najvece poteskoce predstavlja precizna rekonstrukcija iskaza/recenica
ucenika, kao i donosenje odluke da li da se analiza ogranic¢i samo na apsolutne greske ili
da se ukljuce i oblici koji ne predstavljaju prikladan ili primeren prevod mada jesu gra-
maticki prihvatljivi (Ellis & Barkhuizen, 2005). Ovde se, takode, susrecemo s problemom
vezanim za razgranicavanje izmedu greSaka i omaski (Sto je moguce resiti sprovodenjem
longitudinalnih istrazivanja ili intervjua sa ucenicima), kao i prepoznavanjem ne samo oci-
glednih gre3aka (eng. overt errors), ve¢ i onih prikrivenih (eng. covert errors), $to zahteva
analizu diskursa veceg obima.

3. Opisivanje gresaka. U ovoj fazi, greske se razvrstavaju prema kategorijama i odre-
duje se njihova ucestalost (Ellis & Barkhuizen, 2005). Klasifikacija greSaka se moze vrsiti
prema razli¢itim kriterijumima. Na primer, greske se mogu sagledavati kroz razlic¢ite jezic-
ke vestine, odnosno moze se analizirati nivo znanja, odnosno gresaka u govoru, slusanju,
pisanju i ¢itanju (Bussmann et al., 1996). Taksonomija koja se naj¢esce koristi podrazume-
va odredivanje broja i ucestalosti gresaka na razlicitim jezickim nivoima (npr. fonetika/fo-
nologija, ortografija, morfologija, sintaksa, leksikon, frazeologija, stilistika) ili u odredenim
gramatickim kategorijama (Ellis, 1994). Jo$ jedan od pristupa koji se koristi za opisivanje
gresaka jesu povrsinske strategije, koje greske kategorisu kao greske izostavljanja, greske
dodavanja, greske u gradi morfeme ili strukture i greske u redu reci u recenici (eng. omis-
sion, addition, misformation, misordering) (npr. Dulay et al., 1982). U literaturi se isti¢e da
izbor kategorija za AG treba da zavisi od prirode jezicke grade (Ellis & Barkhuizen, 2005).

4. Objasnjavanje porekla gresaka. Cilj ove faze analize je utvrdivanje porekla gresaka
koje su ucenici napravili. Za razliku od kontrastivne analize, gde je paznja usmerena na
greske nastale kao rezultat interferencije (tj. negativnog transfera iz maternjeg jezika), AG
ispituje greske razli¢itog porekla. Prema Ricardsu (Richards, 1971) greske mogu poticati iz
tri izvora: greske nastale usled interferencije, unutarjezicke greske i razvojne greske. Sten-
son (Stenson, 1983) je dodao kategoriju indukovanih gresaka (eng. induced errors), koje
su rezultat propusta u nastavi ili nastavnim materijalima (npr. nejasnih ili nepravilnih in-
strukcija dobijenih od nastavnika ili pogresnih objasnjenja datih u udZbeniku i veZbama).
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Prema Braunu (Brown, 2000), poreklo gresaka moze biti: interferencija iz maternjeg jezika,
uticaj ciljnog jezika, sociolingvisticki kontekst komunikacije, psiholingvisticke ili kognitiv-
ne strategije i razliciti afektivni faktori.

lako postoji niz razlicitih faktora koji mogu uticati na uspesnost jezicke produkcije
i javljanje greSaka (Purici¢, 2014; Gass & Selinker, 2008), istrazivanja u oblasti AG danas
se uglavnom baziraju na jezickim faktorima, pri ¢emu se najc¢esce pravi razlika izmedu
unutarjezi¢kih greSaka (eng. intralingual errors) i medujezi¢kih greSaka (eng. interlingual
errors) (Richards & Schmidt, 2002). Ri¢ards (Richards, 1971) je kroz istraZivanje s ispitanici-
ma razlicitog jezickog porekla (eliminisuci na ovaj nacin uticaj maternjeg jezika na poreklo
gredaka) odredio Cetiri moguca uzroka unutarjezi¢kih gresaka:

i) preterano uopstavanje (eng. overgeneralization): kada ucenik stvara nepravilnu
strukturu na osnovu drugih struktura koje su mu poznate u ciljnom jeziku, npr. he can
sings, we are hope, it is occurs, he come from.

ii) nepoznavanje ogranicenja pravila (eng. ignorance of rule restrictions): kada ucenik
primenjuje odredena pravila vezana za strukture jezickih jedinica u slu¢ajevima kada ta
pravila ne treba primenjivati, npr. | made him to do it (po analogiji sa I forced him to do it),
we discussed about it (po analogiji sa we talked about it).

iii) nepotpuna primena pravila (eng.incomplete application of rules): predstavlja stva-
ranje nepravilnih struktura kada ucenik pravila primenjuje delimi¢no, kao u postavljanju
pitanja, npr. How long it takes?

iv) greske zasnovane na pogresnim pretpostavkama (eng. false concepts hypothe-
sized): kada greska proizilazi iz pogresnog razumevanja razlika u ciljnom jeziku, kao sto
je upotreba oblika was kao obeleZja proslog vremena, npr. one day it was happened, ili
razumevanje razlike izmedu too, so i very, ili izmedu come i go, itd.

Sli¢nu taksonomiju unutarjezi¢kih gresaka predloZio je DZejms (James, 1998): (i) gre-
Ske zasnovane na pogresnoj analogiji, (ii) greske zasnovane na pogresnoj pretpostavci,
(iii) nepotpuna primena pravila, (iv) redundantnost, (v) nepoznavanje ograni¢enja koloci-
ranja, (vi) hiperkorekcija i (vii) preterano uopstavanje ili pojednostavljivanje.

S druge strane, taksonomije za medujezicke greske rede nalazimo u literaturi. Ipak,
Lot (Lott, 1983) je opisao tri osnovna uzroka medujezickih gresaka:

i) preterana upotreba analogije (eng. overextension of analogy): nepravilna upotreba
reci usled fonetske, ortografske, semanticke ili sintaksicke sli¢nosti s nekim elementom u
J1, npr. za srp. aktuelno koristi se eng. actually umesto topically; za srp. eventualno, koristi
se eng. eventually umesto possibly (primeri za srpski preuzeti iz Hlebec, 1997)

i) transfer strukture: gramaticke greske nastale usled primene pravila iz J1, umesto
pravila iz J2, npr. srp. On ima 8 godina, eng. * He has 8 years umesto He’s 8 years old.

iii) nepoznavanje razlika izmedu J1 i J2: kada razlika na gramatickom ili leksickom
nivou postoji u J2 ali ne i u J1, na primer relativna zamenica ,koji” se u srpskom koristi
i za Ziva bica i stvari, dok u engleskom za to postoje razli¢ite zamenice who i which, ili
srp. posao, eng. job i work. Neophodno je napomenuti da originalni izraz koji je Lot (Lott,
1983) koristio za ovu vrstu greSaka je medujezi¢ka/unutarjezicka greska (eng. interlingu-
al/intralingual error). Medutim, posto se termini ,medujezicki” i ,unutarjezicki” koriste u

373



Bojana Komaromi, Jelena Jerkovic - Osvrt na analizu gresaka na primeru nastave engleskog jezika struke

literaturi za opisivanje porekla gresaka usled uticaja maternjeg ili ciljnog jezika, u ovom
radu je termin preimenovan u ,nepoznavanje razlika izmedu J1 i J2” kako bi se izbegla
zabuna.

Vazno je istaci da je objasnjavanje porekla greSaka slozen i zahtevan zadatak za is-
trazivace jer je ponekad tesko odrediti poreklo gresaka (Richards & Schmidt, 2002), dok
odredene greske mogu imati vise razli¢itih uzroka (Ellis, 1994). Ovi problemi ¢ine neke
od glavnih nedostataka AG, jer se odredivanje ta¢nog porekla gresaka ponekad svodi na
subjektivnu procenu i intuiciju istrazivaca.

Poslednja faza AG, evaluacija gresaka, ima za cilj da utvrdi efekat koji greska ima na
osobu kojoj je jezicki iskaz upucen, odnosno da se odredi koliko se iskaz razume i kakvu re-
akciju izaziva (obi¢no se koriste kriterijumi razumljivosti, prihvatljivosti i iritantnosti) (Ellis,
1994). Medutim, bududi da je evaluacija gre3aka veoma slozena i da zavisi od velikog broja
faktora, obi¢no se izostavlja u istrazivanjima. Mnogi autori (npr. Brown, 2000; Ellis & Bark-
huizen, 2005; Gass & Selinker, 2008), umesto ove poslednje faze, predlazu pedagoski rad,
odnosno sprovodenje pedagoskih intervencija na osnovu prethodno sprovedene analize.

Dosadasnja istrazivanja u oblasti AG sprovodena su za razli¢ite jezike i diskurse, od
kojih su neka radena pre vise od pola veka (npr. Dulay & Burt, 1974; Duskova, 1969; Ric-
hards, 1971). Na osnovu rezultata razlicitih istraZivanja, uo¢ene su odredene tendencije,
na primer, da se greske u transferu cesce javljaju na fonoloskom i leksickom nivou jezika
nego na nivou gramatike, kao i da su greske u transferu c¢es¢e kod odraslih nego kod mla-
dih ucenika (Ellis, 1994).

Nedavno je sprovedeno nekoliko istrazivanja s u¢enicima i studentima kojima je
srpski maternji jezik, na primer: Stefanovic (2010) je pokazala da ucenici srednjeg nivoa
znanja engleskog jezika prave vise medujezi¢kih nego unutarjezickih gresaka u usmenim
izlaganjima; Burici¢ (2014) je ukazala na snazan uticaj maternjeg jezika na gramaticke gre-
Ske studenata koji studiraju Spanski jezik (nivo A2) u pisanoj produkciji jezika (eseji); Vucen
(2016) je analizirala sintaksicke greske kod studenata prirodnih nauka (matematike, fizike
i hemije) u zadacima prevodenja, utvrdivsi veliki broj gresaka nastalih interferencijom iz
maternjeg jezika.

Vecina istraZivanja u oblasti AG, medutim, bavila se opstim engleskim jezikom i gra-
matickim greskama. Imajudi u vidu znacaj stru¢ne terminologije i prevodenja u kontekstu
jezika struke na tercijarnom nivou, ovaj rad ima za cilj da analizira ne samo gramaticke
greske, vec i greske na nivou vokabulara kod studenata koji u¢e engleski jezik na inzenjer-
skim fakultetima.

Metodologija istrazivanja

Analiza rezultata u ovom radu bazirana je na Korderovom postupku sprovodenja
analize gresaka (Corder 1974; 1981).

Prva faza istraZivanja bila je sakupljanje jezicke grade, i ova faza sprovedena je to-
kom letnjeg semestra akademske 2019/20. godine na Poljoprivrednom i Tehnoloskom fa-
kultetu Univerziteta u Novom Sadu, Srbija. U istraZivanju je ucestvovalo 50 studenata za-
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vrénih godina studija (treca i Cetvrta godina), cije je znanje engleskog jezika bilo na nivou
B2. Merni instrument bio je test prevodenja (dat u Dodatku rada), koji se sastojao od 10
reCenica na srpskom jeziku, preuzetih i/ili prilagodenih i prevedenih iz medunarodnih na-
ucnih ¢asopisa iz oblasti inZenjerstva (lista ¢asopisa je data u odeljku Izvori istraZiva¢kog
materijala). Istrazivacki korpus je, stoga, u idealnim okolnostima trebalo da sadrzi ukupno
500 recenica (u sluaju da su svi studenti u potpunosti popunili test). Posto je ovo istrazi-
vanje analiziralo i stru¢ni vokabular studenata, koris¢enje re¢nika nije bilo dozvoljeno. Za
popunjavanje testa bilo je predvideno 45 minuta.

Za potrebe druge faze AG, utvrdivanja greSaka, konsultovani su razli¢iti recnici,
ukljucujuci: Oxford Learner’s Dictionary (Oxford University Press [OUP], n.d.), Oxford Collo-
cations Dictionary (Oxford University Press [OUP], 2002), Cambridge Dictionary (Cambridge
University Press [CUP], b.d.), Longman Dictionary of Contemporary English Online (Pearson,
b.d.) za engleski jezik i Re¢nik srpskog jezika (Nikoli¢, 2007) za srpski.

Greske utvrdene u prethodnoj fazi istrazivanja kategorisane su kao gramaticke gre-
ke ili greske u vokabularu, koje su dalje grupisane po vrstama gresaka (npr. gramaticke
greske vezane za slaganje subjekta i predikata, izbor predloga, vrste redi itd.). Utvrdena je
i njihova ucestalost, sa ciljem da se ukaze na najéesce vrste gresaka.

Cetvrta faza AG podrazumevala je obja$njavanje porekla gresaka (kako gramatickih
gredaka tako i greSaka u vokabularu) te njihovu podelu na unutarjezicke i medujezicke
greske. Uzroci gresaka su dalje analizirani prema Ricardsovoj klasifikaciji unutarjezickih
gresaka (Richards, 1971) i Lotovoj klasifikaciji medujezickih gresaka (Lott, 1983).

Osnovni ciljevi ovog istrazivanja u skladu su sa ciljevima AG koje su predlozili Ri¢ards
i Smit (Richards & Schmidt, 2002), a to su: a) da se odrede uzroci gredaka, b) da se utvrdi
koje strategije studenti koriste u ucenju jezika, i v) da se bolje razumeju problemi i pote-
Skoce s kojima se studenti susre¢u u ucenju jezika, sto za krajnji cilj treba da ima unapre-
divanje nastave i nastavnog materijala.

Rezultati i analiza

Inicijalna analiza testa prevodenja pokazala je da od 500 recenica koje je istrazivacki
korpus trebalo da obuhvati, ukupno 40 rec¢enica nije bilo prevedeno. Medutim, u sluca-
jevima kada su studenti prevodili recenice, ali su izostavljali samo jednu rec ili izraz, ovo
izostavljanje tretirano je kao vrsta greske.

Rezultati za gramaticke greske prikazani su u Tabeli 1 dok su rezultati za greske u vo-
kabularu dati u Tabeli 2. U tabelama su greske klasifikovane prema vrsti greske (kolona 1),
date uz broj pojavljivanja sa procentima (kolona 2), poreklu gresaka u procentima (kolona
3) i na kraju su dati primeri iz testa prevodenja (kolona 4). U poslednjoj koloni, greske stu-
denata oznacene su zvezdicom (¥), dok su zatim u zagradi ponudeni moguci tacni prevodi
koje su dale autorke.

U obe tabele, kao i u daljem tekstu, za srpske izraze i prevode na engleski koris¢en je
kurziv, dok su navodnici kori$¢eni za navodenje znacenja odredenih reci ili prevoda.
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Gramaticke greske

Tabela 1
Klasifikacija i analiza greSaka na nivou gramatike

Vrsta greske

Broj pojavljivanja

Poreklo greske

Primeri

(procenat) (procenat)
Unutarjezicka ~ *in/*under room temperature (at)
I Uootreba predioaa 39 (17%) information *of (on)
- P prediog (29%) Medujezicka ~ *on room temperature (at)
(12%) unlike *to / *than (-)
.
Slaganje subjektai 22 Unutarjezicka there . is a few procedures (there are)
2. } experiment *have been performed
predikata (16%) (16%) i
(experiment has been)
3 Brolimenice 19 Unutarjezicka  one of the most important *question-
' J (14%) (14%) (questions)
4 Vistaredi 17 Unutarjezicka  *safe people’s health (save people’s)
' (13%) (13%) to *analysis water (to analyze water)
Unutariezicka should *to collect (should collect)
( 63/0 ) Serbia *get 84.87% (Serbia got/
5. Glagolski oblik (QOL) consumed 84.87%)
Meduiezicka (2%) *has conducted (has been conducted)
) % *has been in 2014 (was in 2014)
6 geptztrrriti)r?atora / 8 Unutarjezicka  there are *few procedures (a few)
’ kvantifikatora (6%) (6%) there are *number of steps (a number)
- 7 Unutarjezicka  health of *peoples (people)
/- MnoZina imenica (5%) (5%) *informations (information)
- *people health (people’s health)
8. Saksonski genitiv 6 Unutarjezicka food *safety’s objective (food safety
(5%) (5%) -~
objective)
*It have a few procedures (There are)
: o . 3 — on countries in rise (developing countries)
9. Sintaksicke greske (2%) Medujezicka (2%) *countries in develop (developing
countries)
) Medujezicka 2%) lands *who are developing (lands which)
10. Relativna zamenica 2%) J * food processing phases *who are related

(phases which/that)

Prema rezultatima iz Tabele 1, medu gramatickim greSskama nalazimo i unutarje-
zi¢ke i medujezicke greske. Unutarjezi¢ke su, medutim, mnogo cesce, ¢ineci 82% svih
gramatickih gresaka. U sledec¢em odeljku predstavljena je dalja analiza kako bi se pruzilo
detaljno objasnjenje uzroka utvrdenih gresaka.
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Gramaticke unutarjezicke greske

Utvrdene unutarjezicke greske, odnosno greske koje nastaju pod uticajem ciljnog
jezika, dele se u Cetiri kategorije (Richards 1971):

i) preterano uopstavanje
Vrsta greske: 1. Upotreba predloga.
Bududi da je predlog of najfrekventniji predlog u engleskom jeziku i da se koristi za
oznacavanje odnosa (npr. result of debate, issue of housing, a map of India) (OUP, b.d.),
studenti Cesto koriste ovaj predlog za izrazavanje odnosa i onda kada je potrebna
upotreba drugih predloga: information *of, data *of, procedure *of.
Vrsta greske: 5. Glagolski oblik.
Vodeci se modelom po kom su neki glagoli praceni infinitivom (sa predlogom to),
na primer want to, hope to, promise to, fail to, studenti pretpostavljaju da i modalni
glagoli slede ovaj model: should *to collect. Pored toga, znajuci da glagol suggest
obi¢no prati glagolska imenica, studenti koriste glagolsku imenicu ¢ak i u bezli¢nim
strukturama, kao $to je: it is suggested *gathering data. Jo$ jedna vrsta greske u ovoj
grupi je izostavljanje nastavka -s za 3. lice jednine u prostom sadasnjem vremenu
(Present Simple Tense) vodeci se pravilom da se krnji infinitiv (eng. bare infinitive) ko-
risti u gotovo svim licima u ovom vremenu: Serbia *get 83.87%.

ii) nepoznavanje ogranicenja pravila -
Vrsta greske: 7. Mnozina imenica.
Po analogiji, studenti dodaju nastavak -s za mnozinu ¢ak i kod imenica sa nepravil-
nim oblicima mnozine (health of *peoples, *dates) i kod nebrojivih imenica (*informa-
tions, *foods samples).
Vrsta greske: 8. Saksonski genitiv.
Po analogiji sa imenicama koje oznacavaju Ziva bic¢a, studenti dodaju nastavak -'s
(saksonski genitiv) i kod imenica koje oznacavaju neziva bica (food *safety’s objective).

iii) Nepotpuna primena pravila -
Vrsta greske: 2. Slaganje subjekta i predikata.
Studenti biraju odgovarajuce vreme ili strukturu, ali u nekim slu¢ajevima koriste po-
gres$ne oblike glagola te ne dolazi do slaganja subjekta i predikata: experiment *have
been performed, food safety *have, concentration of salt in meat products *were / *are,
There *is a few phases.
Vrsta greske: 5. Glagolski oblik.
Studenti znaju da iza glagola suggest moze da stoji jo$ jedan glagol ili glagolska
imenica ali ne koriste odgovarajuci oblik te, na primer, koriste krnji infinitiv umesto
glagolske imenice: they suggest *collect. Jos jedan primer iz ove grupe gresaka je
izostavljanje nastavka - ed (odnosno nekoris¢enje proslog participa) u pasivnim kon-
strukcijama: are *consider to be.
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iv) greske zasnovane na pogresnim pretpostavkama

Vrsta greske: 4. Vrsta redi.

Greske u ovoj grupi nastaju kada studenti ne uvidaju razliku izmedu razlicitih vrsta
reci, posebno u slu¢ajevima kada trazeni oblik nastaje derivacijom, na primer: upo-
treba prideva umesto glagola (*safe people’s health, *to low the risk), imenica umesto
glagola (*to analysis water), glagola umesto imenica (*concentrate of salt, *in compa-
re to), prideva umesto imenica (*differents in temperature, *moist content / *content
of wet).

Kao 3sto je i bilo ocekivano, neke greske se mogu svrstati u vise od jedne kategorije
greSaka. Na primer, u delu recenice EU *supporting the measures (3to je pocetak re-
Cenice a supporting treba da bude li¢ni glagolski oblik), nepravilna upotreba glagol-
skog oblika se moze svrstati u dve kategorije gresaka: iii) nepotpuna primena pravi-
la: glagolski oblik sadrzi samo sada3niji particip (supporting) pri ¢emu je izostavljen
glagol to be kao obavezni deo oblika za trajno sadasnje vreme (Present Continuous
Tense) i iv) greSka zasnovana na pogre$nim pretpostavkama: studenti koriste trajno
sadasnje vreme (EU [is] supporting) umesto prostog sadasnjeg vremena (Present Sim-
ple Tense) (EU supports).

Gramaticke medujezicke greske

Medujezicke greske tj. greske koje nastaju kao rezultat uticaja maternjeg jezika, ana-

lizirane su prema Lotovoj kategorizaciji (Lott 1983). U ovom odeljku pozivamo se na rece-
nice na srpskom jeziku iz testa prevodenja, koje su oznacene rednim brojem recenice u
uglastim zagradama [ 1.

i) preterana upotreba analogije

Vrsta greske: 1. Upotreba predloga.

Greske se pojavljuju kada studenti koriste pogresan predlog po analogiji sa upotre-
bom predloga u srpskom jeziku (npr. srp. na sobnoj temperature [1], eng. *on room
temperature; srp. ima za cilj [2], eng. goal *for) ili kada koriste predlog gde nije potre-
ban (srp. u odnosu na [5]; eng. unlike *to / *than).

ii) transfer strukture
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Vrsta greske: 9. Sintaksicke greske.

Izraz zemlje u razvoju [6] preveden je doslovnim preno3enjem strukture (upotre-
ba predloske sintagme) u engleski jezik: eng. countries in *rise, countries in *develop,
umesto developing countries. Pored toga, deo recenice Postoji nekoliko procedura
[4] preveden je na engleski kao it *have a few procedures, prenosenjem srpske struk-
ture Ima / Nalazi se umesto koris¢enjem strukture tipi¢ne za engleski jezik (there is /
there are).
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iii) nepoznavanje razlika izmedu J1iJ2
Vrsta gredke: 1. Upotreba predloga.
Studenti su izraz vec¢e u odnosu na prethodno merenje [5] preveli kao higher *sin-
ce previous measurement, jer nisu uocili razliku izmedu razli¢itih upotreba predloga
»0d” u srpskom, koji mozZe da se koristi za poredenje prideva (npr. bolji od, stariji
od) kada se na engleski prevodi kao than (npr. better than, older than), a moZe da se
koristi u srpskom i kao vremenski predlog (npr. od 1990. godine) kada se prevodi na
engleski kao since (npr. since 1990).
Vrste greske: 5. Glagolski oblik.
U srpskom jeziku ne postoji vreme koje bi bilo ekvivalent engleskom sadasnjem svr-
$enom vremenu (Present Perfect Tense). Proslo vreme u srpskom (npr. Resio je jedna-
¢inu) moze se prevesti na engleski koris¢enjem prostog proslog vremena (Past Sim-
ple Tense) za radnje koje su zavrsene u proslom vremenu (npr. He solved the equation
yesterday) ili sadasnjim svréenim vremenom (Present Perfect Tense) za radnje koje su
u vezi sa sadasnjim trenutkom (npr. He has just solved the equation). Stoga studenti
¢esto imaju problem da naprave jasnu razliku izmedu upotreba ova dva vremena u
engleskom jeziku. Primer ovakve greske u studentskim prevodima bio je: srp. Potro-
$nja energije... je iznosila 83,87% za 2014. godinu. [10], eng. Energy consumption...
*has been 83.87% in 2014.
Vrsta greske: 9. Relativna zamenica.
U srpskom jeziku ne postoji razlika izmedu relativnih zamenica koje se odnose na
imenice za ziva bica i stvari (koji, koja, koje), za razliku od engleskog, gde postoje po-
sebni oblici who i which. U svojim prevodima studenti su koristili zamenicu who na
nepravilan nacin: srp. zemlje u razvoju [6], eng. lands *who are developing; srp. faze
u procesu proizvodnje hrane koje se smatraju povezanim [7], eng. food processing
phases *who are related.
Interesantno je primetiti da se u nekim slucajevima javljaju kombinacije meduje-
zi¢kih i unutarjezickih greSaka. Na primer, u datom primeru kada je izraz zemlje u
razvoju [6] preveden na engleski kao countries in *develop, pored opisane meduje-
zicke greske (transfer strukture) na nivou celog izraza, postoji i unutarjezicka greska
(greSka zasnovana na pogrednim pretpostavkama) na nivou vrste redi jer je glagol
upotrebljen umesto imenice.

Greske na nivou vokabulara

Greske u vokabularu predstavljene u Tabeli 2 podeljene su u dve grupe: greske u
izboru reci i greske izostavljanja reci. Greske u prvoj grupi su dalje podeljene na unutarje-
zi¢ke i medujezicke greske.
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Tabela 2
Klasifikacija i analiza greSaka na nivou vokabulara

Vrsta gredke Broj pojavljivanja Poreklo greske Primer
(procenat) (procenat)
food *examples / food *parts/ *quantity
of food / food *products / food *sources
Unutarjezicka (food samples)
0,
(80%) *spending energy / energy *expenditure
5 123 /energy *disposal / *waste of energy /
1. lIzborredi (51%) *gas *emission (energy consumption)
*humidity content of food (moisture
Medujezicka content of food)
0,
(20%) energetical *efficacy, energizer
*effication (energy efficiency)
) Lostavlianie reci 119 i *food - (food contamination)
’ Jany (49%) *water - (water resources)

Rezultati predstavljeni u Tabeli 2 pokazuju da je broj gresaka u izboru redi i izosta-
vljanju reci gotovo isti. Vecina gresaka u obe grupe su stru¢ne reci (npr. contamination,
content, conducted, management, pollution, resources, sample).

U grupi greSaka u izboru redi javljaju se i unutarjezicke i medujezicke greske. S dru-
ge strane, za greske izostavljanja re¢i ne moze se odrediti poreklo te one dalje nece biti
analizirane. Stoga se analiza u nastavku rada bavi samo prvom vrstom gresaka na nivou
vokabulara (greske u izboru reci).

Unutarjezicke greske na nivou vokabulara

Rezultati istrazivanja pokazuju da su unutarjezicke greske ucestalije i na nivou vo-
kabulara. Uocene unutarjezicke greske analizirane su prema Ricardsovoj kategorizaciji
(Richards, 1971):

i) preterano uopstavanje

Ove greske se javljaju kada studenti koriste opsti izraz umesto specificnog termina
koji se ocekuje u kontekstu stru¢nog teksta. Na primer, one of the most important
*things umesto issues problems, *spending energy umesto energy consumption, food
*examples, food *parts, food *products, *quantity of food umesto food samples, mo-
isture *part umesto moisture content. Neke greske su vise stilske (npr. *save health
umesto protect health), ali u nekim slu¢ajevima prevodi nisu dovoljno precizni (npr.
send information, *share information umesto publish, announce information) ili su
potpuno neprihvatljivi (npr. take experiment umesto conduct, carry out experiment).
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ii) nepoznavanje ogranicenja pravila

Za razliku od gresaka u prethodnom odeljku, greske u ovoj kategoriji se ne odnose
na upotrebu opstijeg ili jednostavnijeg termina, vec je re¢ o upotrebi termina (naj-
¢esce stru¢nog) sa slicnim znacenjem koji, medutim, nije odgovarajuc¢a kolokacija.
Na primer, u prevodu river *poisoning studenti nisu prepoznali da se engleski glagol
to poison koristi samo za ljude, dok se pollution odnosi na vazduh, vodu, zemlju i
zivotno okruzenje. Sli¢no tome, termin pollution je koris¢en u prevodu *pollution of
food, umesto food contamination. Jo$ neki primeri gresaka u prevodima u ovoj kate-
goriji su: *defend health umesto protect health; fossil *oil, fossil *gas umesto fossil fuel;
*insurance of food umesto food safety.

iii) nepotpuna primena pravila
Kod ove kategorije gresaka, studenti su ponudili prevode koji nisu ni opstiji (kao u
prvoj kategoriji gresaka) niti sadrze neodgovarajuce kolokacije (kao u drugoj kate-
goriji gresaka), vec je re¢ o terminima koji samo delimi¢no prenose znacenje tra-
zenog pojma. Na primer, umesto prevoda energy consumption za izraz potrosnja
energije [10] studenti su dali prevod *waste of energy, koji prenosi znacenje ,kori-
$¢enja” ali istovremeno nosi i negativnu konotaciju jer znaci ,koristiti vise nego sto
je potrebno ili korisno” ili ,ne iskoristiti potpuno ili na pravi nacin” (OUP, b.d). Jos
jedan primer iz korpusa u kom je znacenje jos udaljenije je energy *disposal, gde se
znacenje poklapa samo u ¢injenici da se u oba ova procesa energija na neki nacin
potro3i, tj. nestane.

iv) greske zasnovane na pogresnim pretpostavkama
Greske u ovoj kategoriji poticu iz ,pogreSnog razumevanja razlika u ciljnom jeziku”
(Richards, 1971) te, na primer, studenti koriste *cause umesto aim, objective; *due
to umesto in order to; *increase umesto decrease; *purposeful umesto unintended. U
ovim prevodima studenti su zapravo koristili reci ili izraze suprotnog znacenja.

Medujezicke greske na nivou vokabulara

Medujezi¢ke greske su analizirane prema pomenutoj Lotovoj kategorizaciji (Lott,
1983):

i) preterana upotreba analogije

Greske u prevodima studenata u ovoj kategoriji nastale su usled fonoloske sli¢nosti
srpskih i engleskih reci. Na primer, srpska re¢ efikasnost u izrazu (mere) energetske
efikasnosti [6] prevedena je kao energetical *efficacy umesto energy efficiency (prema
CUP (b.d.), izrazi energy efficiency i energy efficient odnose se na koris¢enje ,onoliko
energije koliko je potrebno, bez nepotrebnog trosenja”). Jos jedan primer bio je en-
gleski prevod *effication, gde su studenti, pored opisane medujezicke greske, napra-
vili i unutarjezicku gresku tako sto su dodali pogresan sufiks (-tion).
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iii) nepoznavanje razlika izmedu J1iJ2
Greske u ovoj kategoriji pojavljuju se kada u J1 nema leksicke razlike koja postoji u
J2. Na primer, re¢ vlaga se ¢esto koristi u istom znacenju kao re¢ vlaznost, koja je de-
finisana kao ,0sobina ili stanje onoga sto je vlazno, vlaga” (Nikoli¢, 2007) i oba izraza
se mogu koristiti u srpskom kako za opisivanje ¢vrste materije tako i vazduha. Razli-
ka izmedu srpskog i engleskog jezika ovde moze se primetiti na slede¢em primeru:
vlaZznost se moze prevesti na engleski ili kao moisture (content) ili kao humidity, pri
¢emu se humidity koristi samo za opisivanje vazduha ili klime. U ovom istrazivanju,
studenti su preveli sadrzaj vlage (u razli¢itim uzorcima hrane) [4] kao *humidity con-
tent (of food) umesto kao moisture content. Druga greska je prevod reci zemlja, koja
se u srpskom odnosi i na ,drzavu/domovinu” i na ,(obradivo) zemljiste”, a koja je u
recenici na testu Predlaze se da sve zemlje prikupe i objave podatke [8] prevedena
kao *lands umesto countries ili states.

Kada se uporedi ucestalost unutarjezickih i medujezickih gresaka u celom istraziva-
nju, primecujemo da su unutarjezicke greske ucestalije na oba nivoa analize (Slika 1). (U
grupi gresaka na nivou vokabulara analizirane su samo greske u izboru reci.)

Slika 1
Utestalost unutarjezickih i medujezickih greSaka na nivou gramatike i vokabulara

Gramaticke greske Greske u vokabularu

I unutarjezi¢ke greske W unutarjezicke greske

medujezicke greske medujezicke greske

Zakljucak

Cilj ovog rada bio je da se ponovo sagledaju mogucnosti i ogranicenja analize gresa-
ka u kontekstu engleskog jezika struke. Pretpostavka od koje se krenulo u ovom istraziva-
nju bila je da nam greske mogu ukazati na neke od problema i prepreka na koje studenti
nailaze, ali i na strategije koje koriste u procesu ucéenja stranog jezika.

Istrazivanje je imalo za cilj analizu greSaka u gramatici i vokabularu u prevodima
studenata inZenjerstva sa jezickim znanjem nivoa B2. Na nivou analize gresaka u grama-
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tici, najces¢e gramaticke greske bile su pogresan izbor predloga. Zatim su sledile greske
u slaganju subjekta i predikata, broju imenica i vrsti reci. Treba istaci da se samo 8% gra-
matickih gresaka odnosilo na nepravilne glagolske oblike, $to nije iznenadujuce imajuci u
vidu da se glagolskim vremenima u nastavnim planovima i programima za engleski jezik u
skolama generalno posvecuje najvise paznje. Na nivou analize vokabulara javljaju se gre-
ske u izboru reci i izostavljanju reci. Vecina gresaka u obe grupe odnosila se na upotrebu
strucnih redi.

Analiza porekla greSaka pokazala je da se studenti, kada se suoce sa poteSkocama
u prevodu, oslanjaju na znanja koja imaju iz J1 ili J2 (retko oba istovremeno). Rezultati
istraZivanja pokazuju da su unutarjezicke greske ¢esce kako na gramati¢kom nivou (82%)
tako i na nivou vokabulara (80%). S jedne strane, ovakvi rezultati su iznenadujuci, imajuci
u vidu navode iz literature da tip zadataka koji se koristi za dobijanje jezicke grade utice
na vrstu gresaka, te da je ocekivano da ¢e u zadacima prevodenja biti vise medujezickih
gredaka u poredenju sa, na primer, zadacima pisanja sastava (Ellis, 1994). Dobijeni rezultati
su, takode, u suprotnosti sa prethodnim istrazivanjima (Puric¢i¢, 2014; Stefanovi¢, 2010;
Vucen, 2016), koji su ukazali na snaZan uticaj maternjeg (srpskog) jezika. S druge strane,
rezultati u ovom radu mogu se objasniti ¢injenicom da su ucesnici ovog istrazivanja bili
studenti sa visokim nivoom znanja engleskog jezika (B2).

Ako krenemo od pretpostavke da kroz analizu greSaka mozemo steci uvid u to koje
strategije studenti koriste u uc€enju i produkciji jezika, analiza porekla i uzroka gresaka
moze biti posebno korisna. Naime, istraZivanje u ovom radu pokazalo je da studenti, kada
ne mogu da se sete odgovarajuce stru¢ne reci, koriste opstiju re¢ (preterano uopstavanje),
kada ne mogu da se sete pravila u J2, primenjuju pravilo analogno onom u J1 (preterana
upotreba analogije) itd. Takode, bududi da je ovo istraZivanje ukazalo na vecu prisutnost
unutarjezickih greSaka, moze se zakljuciti da studenti koji uce engleski jezik struke na ni-
vou znanja B2 cesce koriste strategije kroz koje se oslanjaju na svoje znanje iz J2. To zna-
¢i da, iako studenti treba da prodube razumevanje razlika izmedu J1 i J2, najvise paznje
treba posvetiti poboljsanju upotrebe J2 u kontekstu engleskog jezika struke. Pedagoske
implikacije ovih rezultata treba primeniti kako na gramatiku tako i na vokabular. Istrazi-
vanje je pokazalo da na nivou gramatike i dalje postoje oblasti koje treba poboljsati, pre
svega: upotrebu predloga, glagolske obrasce, mnozinu imenica i morfologiju, posebno
derivaciju re¢i. Na nivou vokabulara, nastava treba da bude usmerena 3to vise ka usva-
janju stru¢ne terminologije, upotrebi kolokacija i razumevanju razli¢itih konotacija reci
sliénog znacenja i sinonima u odgovarajucoj oblasti struke. Shodno tome, studenti treba
da budu neprestano izloZeni autenti¢cnom jeziku iz svog stru¢nog domena i da se osposo-
bljavaju za koris¢enje razlicitih re¢nika, kako jednojezi¢nih tako i dvojezi¢nih, ukljucujucii
specijalizovane recnike kao $to su stru¢ni recnici i re¢nici kolokacija, koji im mogu olak3ati
da prosire svoj vokabular, koriste odgovarajuce kolokacije i razumeju razlicite konotacije
terminologije koja se koristi u njihovoj struci.

Medutim, kao $to je ranije naglaseno u ovom radu, istrazivaci koji sprovode analizu
gresaka treba da budu svesni nedostataka i ograni¢enja ovog postupka kao i ¢injenice da
na AG uticu brojni faktori u razli¢itim fazama analize. Ovo istrazivanje je pokazalo da se u
nekim slucajevima nije mogao utvrditi samo jedan uzrok greske, jer se u pojedinim izra-
zima moglo ukazati na vise od jednog uzroka greske, ponekad ¢ak i iz razli¢itih kategorija
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gresaka (medujezickih i unutarjezickih), sto dovodi u pitanje pouzdanost kategorizacije
gresaka, a samim tim i pouzdanost rezultata analize. Autorke su takode bile svesne da je
u pojedinim slucajevima svrstavanje greske u odredenu kategoriju, barem delimi¢no, bilo
subjektivna procena zasnovana na licnom iskustvu i pretpostavkama. Vrlo ¢est problem
koji se javlja u AG, kada studenti izbegavaju reci/izraze koje ne znaju, ovde je delimi¢no
izbegnut zbog same metode prikupljanja jezicke grade (tj. koriscen je test prevodenja a
ne pisanje sastava). Takode, istraZivanje se zbog svog manjeg obima nije bavilo razlikama
izmedu gresaka i omaski, jer ono zahteva sprovodenje sveobuhvatnijeg, longitudinalnog
istrazivanja. Jos jedan nedostatak ovog istrazivanja je nemogucnost da se pruzi Sira slika
o znanju jezika kod ispitivanih studenata jer se istrazivanja AG bave samo greskama i/ili
omaskama kod studenata umesto njihovom celokupnom jezickom produkcijom: stoga,
podatke koji se odnose na broj gresaka treba razmatrati relativno, jer se ne mogu upore-
diti sa primerima pravilne upotrebe jezika.

Na osnovu predstavljenog istrazivanja, zaklju¢ujemo da analiza gresaka moze biti
koristan alat koji nastavnici stranih jezika mogu primenjivati da bi unapredili nastavu, pre
sveda, zbog toga $to kroz AG saznajemo koje su jezicke jedinice i oblasti studentima po-
sebno teske i problemati¢ne za razumevanje i savladavanje. Medutim, rezultate AG, zbog
njenih ogranicenja, treba tumacditi i koristiti obazrivo i AG generalno treba primenjivati
samo kao dopunsku metodu zajedno s analizom potreba, evaluacijom kurseva, kao i jos
detaljnijim i sistemati¢nijim ispitivanjem jezika studenata, po mogudéstvu primenom na-
prednih digitalnih alata i/ili korpusnih istrazivanja (npr. ICLE prema Granger, 2003; McDo-
vell & Liardet, 2020).
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Prilog 1: Test prevoda

1. Eksperiment je izveden na sobnoj temperaturi od 20°C.

2. Bezbednost hrane ima za cilj da smaniji rizik nenamernog zagadenja hrane da bi se
zastitilo zdravlje ljudi.

3. Koncentracija soli u mesnim proizvodima iznosila je izmedu 2,5 i 5%.

4. Postoji nekoliko procedura za merenje sadrzaja vlage u razli¢itim uzorcima hrane.

5. Razlike u temperaturi medu uzorcima su vece u odnosu na prethodno merenje.

6. Evropska unija podrzava mere energetske efikasnosti u zemljama u razvoju.

7. Postoji vise faza u procesu proizvodnje hrane koje se smatraju povezanim.

8. Predlaze se da sve zemlje prikupe i objave podatke o proizvodnji mesa za svaku
godinu.

9. Jedno od najvaznijih pitanja vezanih za upravljanje vodenim resursima je
organsko zagadenje reka.

10. Potrodnja energije (dobijene) iz fosilnih goriva u Srbiji je iznosila 83,87% za 2014.
godinu.
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Spisak recenzenata koji su recenzirali radove
u 2023. godini

dr Milica Andevski, redovni profesor Filozofskog fakulteta, Univerzitet u Novom Sadu
dr Maja Andrijevi¢, docent Filolosko-umetnickog fakulteta, Univerzitet u Kragujevcu

dr Slobodanka Anti¢, vanredni profesor Fakulteta za specijalnu edukaciju i rehabilitaciju,
Univerzitet u Beogradu

dr Blanka Bogunovi¢, redovni profesor Fakulteta muzicke umetnosti, Univerzitet umetno-
sti u Beogradu

dr Biljana Bodro3ki, vanredni profesor Filozofskog fakulteta, Univerzitet u Beogradu
dr Milica Bozi¢ Marojevi¢, vanredni profesor Filozofskog fakulteta, Univerzitet u Beogradu

dr Otilija VeliSek Brasko, profesor strukovnih studija Visoke Skole strukovnih studija za
obrazovanje vaspitaca u Novom Sadu

dr Marina Videnovi¢, nau¢ni saradnik Instituta za psihologiju Filozofskog fakulteta, Uni-
verzitet u Beogradu

dr Jelena Vranjesevi¢, redovni profesor Filozofskog fakulteta, Univerzitet u Beogradu
dr Milja Vujaci¢, naucni savetnik Intituta za pedagoska istraZivanja u Beoradu
dr Olivera Gaji¢, redovni profesor Filozofskog fakulteta, Univerzitet u Novom Sadu
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dr Jasmina Klemenovi¢, redovni profesor Filozofskog fakulteta, Univerzitet u Novom Sadu
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Uputstvo za autore

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

Dostavljanje radova

Radovi se dostavljaju isklju¢ivo posredstvom SCIindeks Asistent sistema za uredivanje ¢asopisa
koji mozete pronadi na linku:

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

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

Uz rad, potrebno je dostaviti sledece informacije o autoru (autorima): ime, srednje slovo i
prezime, godina rodenja, (nau¢no) zvanje, radno mesto, sluzbenu e-mail adresu, kontakt telefon.

Eticke norme

Dostavljeni radovi moraju biti napisani u skladu sa etickim standardima koji vaZe za naucnoistra-
Zivacke radove, uz postovanje principa dobrobiti i dostojanstva ucesnika u istrazivanju, kao i zastite
njihove privatnosti (za dodatne informacije, konsultovati poslednju verziju APA Publication Manual).

Ocenjivanje radova

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

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

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

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

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

Objavljivanje radova

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

Urednistvo elektronskom postom prosleduje autorima tekst koji je pripremljen za Stampu kako
bi se obezbedila konac¢na verifikacija pre objavljivanja. Ovaj korak ne dozvoljava dodavanje novog
teksta ili znacajnije promene u radu.

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

Tehnicka upustva za pisanje rada

Jezik rada

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

Rad se dostavlja na srpskom (koristi se cirilicno pismo - Serbian, cyrillic) ili engleskom jeziku.
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Duzina rada

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

Elementi i struktura rada

Naslovna strana. Naslovna strana sadrzi sledece informacije: naslov rada, ime, srednje slovo i
prezime autora (i koautora), kompletan naziv institucije (na primer: odeljenje/departman/katedra,
fakultet, univerzitet), mesto i drzava (ukoliko je autor iz inostranstva), sluzbenu e-mail adresu prvog
autora.

Ukoliko su radovi rezultat rada na nau¢no-istrazivackim projektima, u fusnoti uz naslov rada na
naslovnoj strani rada navode se osnovni podaci o projektu.

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

Primeri navodenja referenci na spisku koris¢ene literature na kraju rada:

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

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

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

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

Emmer, E. T,, & Stough, L. M. (2001). Classroom management: A critical part of educational psychology, with
implications for teacher education. Educational Psychology, 36(2), 103-112. https://doi.org/10.1207/
$15326985EP3602_5
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Poglavlje u knjizi (tematskom zborniku): Referenca sadrzi prezime i inicijale svih autora, godinu
izdanja u zagradi, naziv poglavlja, inicijale i prezime svih urednika, naslov knjige (kurzivom), prvu i
poslednju stranicu poglavlja u zagradi i naziv izdavaca.

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

Cruse, D. A. (2002). Hyponymy and its varieties. In R. Green, C. A. Bean, & S. H. Myaeng (Eds.), The semantics of
relationships: An interdisciplinary perspective (pp. 3-22). Kluwer Academic Publishers.

Naucni skupovi i konferencije - radovi stampani u celini: Referenca sadrzi prezime i inicijale svih
autora, godinu izdanja, naslov priloga, inicijale i prezime svih urednika, naslov izdanja (kurzivom), prvu
i poslednju stranicu priloga i naziv institucije — organizatora skupa.

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

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

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

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

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

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

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

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

394



STUDIES IN TEACHING
AND EDUCATION

3 Belgrade, 2023.



STUDIES IN TEACHING AND EDUCATION VOL.72 No.3. pp.395-488 ISSN 0547-3330 elSSN 2560-3051 UDC37

Publisher:

Pedagogical Society of Serbia
Terazije 26, 11000 Belgrade
Telephone: +381 11 268 77 49
www.pedagog.rs

E-mail: casopis@pedagog.rs

IPA

Co-Publisher:

Institute of Pedagogy

and Andragogy Faculty of Philosophy,
University of Belgrade

Cika Ljubina 18-20, 11000 Belgrade,
Filozolshi lakultel Serbia

Telephone: +381 11 3282 985

Editors

Zivka Krnjaja, PhD, full professor,

Faculty of Philosophy, University of Belgrade, Serbia
Lidija Radulovi¢, PhD, associate professor,
Faculty of Philosophy, University of Belgrade, Serbia

Editorial Board

Lidija Vujici¢, PhD, full professor,

Faculty of Teacher Education, University of Rijeka, Croatia
Julijana Vuco, PhD, full professor,

Faculty of Philology, University of Belgrade, Serbia of
Belgrade, Serbia

Pavel Zgaga, PhD, full professor,

Faculty of Education, University of Ljubljana, Slovenia
Vladeta Milin, PhD, assistant professor,

Faculty of Philosophy, University of Belgrade, Serbia
Sasa Mili¢, PhD, associate professor,

Faculty of Philosophy in Niksi¢, University of Montenegro,
Montenegro

Lidija Miskeljin, PhD, associate professor,

Faculty of Philosophy, University of Belgrade, Serbia

llka Parchmann, PhD, full professor,

Leibniz Institute of Science and Mathematics Education,
Kiel University, Germany

Jan Peeters, PhD, full professor,

Centre for Innovation in the Early Years,Department

of Social Work and Social Pedagogy, Ghent University,
Belgium

Rosica Aleksandrova Penkova, PhD, full professor,
Department of Teacher Education, University,Kliment
Ohridski’, Sofia, Bulgaria

Mirjana Seni¢ Ruzi¢, PhD, assistant professor,

Faculty of Philosophy, University of Belgrade, Serbia

Alla Stepanovna Sidenko, PhD, full professor,

Faculty of Educational Studies, Lomonosov Moscow State
University, Russia

Milan Stanci¢, PhD, associate professor,

Faculty of Philosophy, University of Belgrade, Serbia
Jelisaveta Todorovi¢, PhD, full professor,

Faculty of Philosophy, University of Ni$, Serbia

International Advisory board

Ondrej Kascak, PhD, full professor,

Faculty of Education, University of Trnava, Slovakia

Natasa Lackovi¢, PhD, senior lecturer,

Department of Educational Research, University of Lancaster,
United Kingdom

Monika Miller, PhD, full professor,

Institute of Arts, Music and Sport, University of Education
Ludwigsburg, Germany

SneZana Lawrence, PhD, senior lecturer,

Department of Design Engineering and Maths, Middlesex
University London, United Kingdom

Goran Basi¢, PhD, associate professor,

Faculty of Social Sciences, Linnaeus University in Vaxjo, Sweden
Mitja Krajncan, PhD, full professor,

Faculty of Education, University of Primorska, Koper, Slovenia
Sofija Vrcelj, PhD, full professor,

Faculty of Philosophy, University of Rijeka, Croatia

Secretaries

Marija Milinkovi¢, Pedagogical Society of Serbia
Luka Nikoli¢, Institute of Pedagogy and Andragogy
Proof reader

Tatjana Dogdibegovi¢

English language proof reader

Ana Popovi¢ Peci¢, MA and Ljiljana Sobaji¢
Translators

Ljiljana Sobaji¢ (for English language)

Technical Editor

Jelena Panic¢

Printed by

,Sluzbeni glasnik”

Number of copies

50

Publishing of the journal is financially supported by
Ministry of Education, Science and Technological
Development of the Republic of Serbia and Faculty of
Philosophy, University of Belgrade

Indexing: ERIH PLUS, SCIndeks, CEEOL, Redalyc
The Journal is issued three times a year



Studies In Teaching and Education, 2023, 72(3), 397-414 ISSN 0547-3330 elSSN 2560-3051
UDK 378.147.091.3 Original research paper
378.011.3-051 https://doi.org/10.5937/nasvas2303397M

University Teachers’ Conceptions of Teaching
and Their Approaches to Teaching'
Jovana Milutinovié?

Department of Pedagogy, Faculty of Philosophy,
University of Novi Sad, Novi Sad, Serbia

—>0 = Do<=

Within the scope of discussing possibilities for improving the quality of higher education
teaching, ongoing since the 1990s, intensive research has been evident in literature, regard-
ing university teachers’ conceptions of teaching and their approaches to teaching, and in that respect,
also the issue of pedagogical training and advanced professional training of university teachers. In view
of the fact that different terms have been used in literature to describe the diverse ways in which teachers
conceptualise higher education teaching, the purpose of this paper is to gain a profound understanding
of the different conceptual and terminological definitions in this area of academic research. In this process,

Abstract

special attention has been directed at analysing the research findings presented in literature regarding
the dilemma of whether university teachers’ conceptions of teaching and their approaches to teaching
are relatively stable over time, or represent relational constructs that develop in response to a specific
context or the teaching situation. Apart from discussing the scope of the meaning of the constructs of
university teachers’ conceptions of teaching and their approaches to teaching, an additional objective
of the research has been to analyse the research findings presented in literature, relating to the relation-
ship between these two constructs. It has been established that the findings presented in literature cor-
roborate the idea that university teachers’ conceptions of teaching are the basis for their teaching practice.
The conclusion is that understanding beliefs about teaching and finding appropriate ways to encourage
university teachers’ awareness of them, and their self-assessment, is of essential importance, because this
creates the fundaments for adopting scientifically based conceptions of teaching and introducing adequate
changes in teaching practice in order to support students’ learning in a better way.

Keywords: higher education teaching, conceptions of teaching, teaching approaches, teaching beliefs,
university teachers.

1 This text was drafted within the framework of the project Pedagogical, Psychological and Sociolo-
gical Dimensions of Improving the Quality of Higher Education Teaching: Opportunities and Challenges
the implementation of which was co-funded by the Provincial Secretariat for Higher Education and
Scientific Research, by Decision No.: 142-451-2969/2022-02
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Introduction

The sphere of higher education and higher education institutions is faced with nu-
merous challenges of a rapidly changing society, coupled with the processes of globali-
zation and technological development. The demands placed before university teachers
have escalated, particularly those referring to assuming a wide range of responsibilities,
academic research competencies, and ensuring the quality of higher education teaching.
The topicality of the subject of higher education has been confirmed by many higher edu-
cation policy documents within Europe, that set out the directions for the development of
higher education. Thus, for instance, the 2013 European Commission Report includes rec-
ommendations for the modernization of higher education, emphasising, among the rest,
the importance of ensuring that every teacher acquire a pedagogical qualifications cer-
tificate for teaching work, as well as that the acquisition of teaching competencies should
become a requirement for all teachers working in the higher education sector (High Level
Group on the Modernization of Higher Education, 2013). Standards and guidelines for
quality assurance in the European Higher Education Area underline the importance of
teacher competencies, as well as the application of more innovative methods and ap-
proaches to teaching which are more student-oriented, in order to create a stimulating
learning environment (European Association for Quality Assurance in Higher Education,
2015). The 2020 Ministerial Conference within the Bologna Process (European Higher Edu-
cation Area, 2020) also highlighted the importance of improving the quality of teaching
and learning in higher education.

The recent decades have seen the publication of numerous academic papers fo-
cusing on the issues of the quality of higher education teaching, teaching work practice
in higher education, and the enhancement of the professional development of univer-
sity teachers. Many studies have been performed with the aim of analysing university
teachers’ conceptions, approaches and perspectives on teaching (Kember & Kwan, 2000;
Lindblom-Ylanne et al., 2006; Mladenovici et al., 2022; Pedrosa-de-Jesus & da Silva Lopes,
2011; Pratt, 1997; Stes et al., 2008; Trigwell & Prosser, 2020). Recently, the topic of teacher
competencies and training for working in higher education has also become the subject
of numerous research works (Akerlind, 2003; Gibbs & Coffey, 2004; Kalman et al., 2020;
Postareff et al., 2007; Trautwein, 2018). Within this framework, it can be said that, today,
there is a large body of scholarly literature discussing the issues of teaching from the
perspective of university teachers; the fundamental assumptions underlying the pub-
lished studies refer to the importance of understanding the beliefs about teaching, as
well as the intentions on the basis of which university teachers create their own teaching
practice. In the given context, the literature uses different terms to describe the differ-
ent ways in which teachers conceptualise higher education teaching, such as teachers’
orientations, concepts, beliefs, approaches, intentions, perspectives (Kember, 1997). Never-
theless, the majority of authors use the syntagms ‘conceptions of teaching’and ‘teaching
approaches’ (Kember & Kwan, 2000; Lindblom-Yldnne et al., 2006; Pratt, 1992; Trigwell
& Prosser, 2020; Trigwell et al., 2005). The prevalent view is that conceptions of teach-
ing refer to beliefs about teaching that have an impact on the teacher’s perception of
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a given situation, directing his/her actions, while approaches to teaching refer to the way
in which these beliefs are applied in teaching practice.

Considering that research results show that the teaching practice of university
teachers is guided by their beliefs and conceptions of teaching (Ho et al., 2001; Martin
& Lueckenhausen, 2005; Trigwell & Prosser, 1996a), this paper aims to examine different
conceptual and terminological definitions in this area of academic research. Apart from
the conceptual clarification of the constructs of university teachers’ conceptions of teach-
ing and their approaches to teaching, the aim is also to analyse the research findings pre-
sented in literature about the relationship between these two constructs, which may have
implications for the professional development of university teachers in the field of their
implementation of the teaching process. The theoretical analysis method was applied in
analysing the content of foreign theoretical and empirical studies on university teachers’
conceptions of teaching and their approaches to teaching since the 1990s.

University Teachers’ Conceptions of Teaching

A review of the literature in the field of higher education shows that studies on
the teaching beliefs of university teachers use different terms that have been attributed
similar meanings. In this respect, the most represented group of authors (Kember, 1997;
Kemp, 2008; Lam & Kember, 2006; Pauler-Kuppinger & Jucks, 2017; Postareff & Lindb-
lom-Yldnne, 2008) use the term ‘conceptions of teaching; referring to Pratt (Pratt, 1992,
p. 204), who has defined conceptions as meanings attributed to a phenomenon, which
then mediate a response in situations involving the given phenomenon. According to
Pratt, individuals have conceptions about the various aspects they observe in the world;
in fact, each individual perceives the world through the lens of his own conceptions that
guide his interpretations of a given situation, modelling his actions. In this framework,
the above named author has defined teaching concepts as cognitive representations of
the way teachers reason and understand the conceptions of teaching. Being rooted in
the cultural, social, historical and personal frameworks of meaning, conceptions of teach-
ing represent a kind of lens through which teachers view teaching and learning (Pratt,
1992, p. 203).

Since the 1990s, numerous researchers in the field of higher education have en-
deavoured to explore and empirically confirm the conceptions of teaching of university
teachers, by applying different research methods and procedures. Such studies have con-
tributed to the development of different classifications of the conceptions of teaching, ex-
pressing general agreement in reference to the existence of two general categories: one
being content-oriented / teacher-centred, and the other, learning-oriented / student-centred.
Kember (1997) compared the research results of thirteen empirical studies conducted in
the period from 1992 to 1994, concluding that the studies exhibited a high degree of
convergence in respect of these two general categories. Such research consensus has be-
come relevant for all subsequent examinations of higher education teaching, especially
in view of the different data collection procedures in independent studies across a wide
range of countries, institutions and university teachers.
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As early as the eighties of the 20th century, Fox (1983) presented a conceptual
model for viewing the teaching process, developed on the basis of a survey about what
university teachers implied under teaching. Fox identified four personal teaching theo-
ries, reflected in the metaphors: transfer, shaping, travelling, and growing. The author
designated the first two personal teaching theories as‘simple; since, in that context, the
student is passive, while the teacher is focused on the teaching subject-matter, and the
other two personal theories of teaching as ‘elaborate, because within their scope, the
student is active, and the teacher is focused on the student. Similarly, Dunkin (1990),
having analysed interviews about university teachers’ beliefs about teaching, singled
out four dimensions of teaching: teaching as the structuring of knowledge, teaching as
motivating learning, teaching as encouraging activity and independence in learning,
and teaching as a process of building adequate interpersonal relationships. Literature
indicates that the most important implications of these two categorisations of teaching
beliefs of university teachers refer to the fact that they have enabled the analysis and
comparison of the conceptions of teaching with regard to their constituent dimensions
(Samuelowicz & Bain, 1992).

Furthermore, the results of the interviews processed by applying the phenomeno-
graphic data analysis (Dall’Alba, 1991), point to the following conceptions of teaching:
teaching as presentation of information; teaching as conveying information (from the
teacher to the student); teaching as an illustration of the practical application of theory;
teaching as developing concepts and understanding their mutual relations; teaching as
acquiring expertise; teaching as developing understanding about the contextual nature
of knowledge; teaching as stimulating conceptual changes. The research by Gow and
Kember (Gow & Kember, 1993; Kember & Gow, 1994) also stands out among the different
efforts to collect data on teachers’ beliefs. By analysing different interviews, they identi-
fied two orientations/conceptions of teaching, designating them as ‘facilitation of learn-
ing’and ‘transmission of knowledge'

Samuelowicz and Bain, (1992), having analysed the results of a research based on
a semi-structured interview conducted with university teachers in the natural sciences
and humanities education field, proposed a five-level classification of teaching concepts:
teaching as transferring information; teaching as conveying knowledge and attitudes to-
wards knowledge within an academic discipline; teaching as motivating understanding;
teaching as an activity aimed at changing students’ concepts and understanding of the
world; teaching as support for learning. The described characteristics of teacher-centred
and student-centred conceptions of teaching illustrate the essential differences between
them quite clearly. The student-centred teaching concept places the student at the cen-
tre of the activity; the current student’s concepts are regarded as the starting point of
interactive teaching. The teacher’s activities are focused on facilitating the student’s pro-
cess of constructing knowledge, designing reality, and adopting a conceptual framework
shared by experts in a particular domain. The teacher-centred teaching conception plac-
es the teacher at the centre of the activity; the student’s current concepts are not taken
into account, and the teacher has appropriate knowledge which he/she conveys in a
ready-made and final form. The student is placed in the position of a passive recipient of
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information, while the learning process is focused on the subject content rather than on
reality. Learning outcomes are expressed in quantitative, rather than in qualitative terms.

On the basis of his interviews with teachers in adult education from different cul-
tures and areas, Pratt (1992) identified five qualitatively different teaching concepts: the
engineering concept, focusing on conveying the teaching content; the apprenticeship
concept, focusing on providing for practice and exercise in an authentic learning envi-
ronment; the development concept, focusing on cognitive processes and developing
more complex and sophisticated ways of thinking; the nurturing concept, focusing on
caring for the individual and his/her individual progress; the concept of social reform,
aimed at achieving fundamental social changes. Pratt examined the differences be-
tween the conceptions of teaching in relation to the three mutually dependent aspects
of each of the concepts: actions, intentions, and beliefs in respect of the role of the
teacher, the role of the learner, the teaching content, the context and/or the ideal vision
of the society.

Thereafter, the application of the phenomenographic approach, i.e., the analysis
of data obtained by interviewing university physics and chemistry teachers, resulted in
a list of different conceptions of teaching constituted with regard to two components:
the focus in teaching and the method of approaching that focus in teaching (Prosser et
al., 1994; Trigwell & Prosser, 1996a). Six teaching concepts have been identified within
that framework: teaching as the transmission of information defined by the curriculum,
without taking into account the student’s previous knowledge; teaching as conveying the
teacher’s information and knowledge; teaching as assisting the student in adopting the
concepts and terms defined by the curriculum; teaching as assisting the student to assimi-
late the teacher’s knowledge, that is, assimilate the concepts and terms and understand
the relationships between them; teaching as assisting the student in developing his/her
own conceptions; teaching as assisting the student in changing his own conceptions and
generating new knowledge.

Presenting an overview of the results of empirical studies hitherto, and synthesis-
ing them, Kember (1997) infers that there are two general orientations in the views of
teaching, which can be represented on a continuum from teacher-centred / content-
oriented to student-centred / learning-oriented. In this context, the above named au-
thor identifies five teaching conceptions, i.e., two teaching conceptions within each of
the orientations: ‘transfer of information’ and ‘conveying the professional knowledge,
as teaching conceptions related to the orientation centring on the teacher, ‘encourag-
ing understanding’ and ‘conceptual change] as conceptions of teaching related to the
student-centred orientation. An additional, fifth ‘transitional’ teaching conception has
been introduced, focusing on student-teacher interaction, and associating the two
aforementioned orientations. However, the subsequent studies by certain authors
(Kember & Kwan, 2000; Samuelowicz & Bain, 2001) provide no empirical support for
the “transitional’ category which was supposed to bridge the two poles. More recent
studies of the conceptions of teaching, performed in different contexts and academic
disciplines, have also identified concepts ranging from focusing on the transfer of in-
formation, to focusing on conceptual changes in the student’s knowledge (Kalman et
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al., 2020; Mcalpine et al., 2006; Mladenovici et al., 2022; Pauler-Kuppinger & Jucks, 2017;
Postareff & Lindblom-Ylénne, 2008; Trigwell & Prosser, 2020).

Although findings in the studies on university teachers’ conceptions of teaching
can be characterised as being similar, there are certain differences among the authors
regarding the dilemma of whether teaching conceptions are mutually independent
(Kember, 1997; Pratt, 1998; Samuelowicz & Bain, 1992), even if they can be represented
in a sequence ranging from lower to higher levels of sophistication, or if they are based
on hierarchical relationships (Akerlind, 2003, Dall’Alba, 1991; Entwistle & Walker, 2000;
Trigwell & Prosser, 2004). Thus, for instance, certain authors (Samuelowicz & Bain, 1992)
have concluded on the basis of analyses of the findings in other studies, as well as on
the basis of data collected in their own research, that the dimensions used to delineate
the conceptions of teaching are often bipolar in nature, suggesting that conceptions
of teaching are part of a continuum with two opposite ‘poles, rather than part of a
hierarchical structure. Kember (1997) also concludes that conceptions of teaching are
distributed along a continuum, one side of which represents the focus on the teaching
process which provides for the transfer of information, the other side focusing on con-
ceptual changes. In other words, some authors (Akerlind, 2003; Degago & Kaino, 2015,
Prosser et al., 1994) are more prone to referring to the hierarchical nature of the rela-
tionship between the different conceptions of teaching. In this case, conceptions of
teaching are classified hierarchically, from the less complex ways of viewing teaching,
to the more complex ones; each successive conception of teaching is considered more
complex than any of the conceptions at a lower level. Thus, for instance, in literature
(Entwistle & Walker, 2000; Prosser et al., 1994), the conception of teaching described as
‘encouraging understanding’ is positioned at a higher level in the hierarchy, however,
involving the possibility of comprising the elements of the conception of teaching de-
scribed as ‘conveying information’, which is generally considered to be a less sophisti-
cated view of teaching. Therefore, it is considered that student-centred teaching con-
ceptions enable better learning outcomes (Akerlind, 2003; Prosser & Trigwell, 1999).
An exception to the two given views is Pratt’s (Pratt, 1992, 2002) categorisation of the
conceptions of teaching which are not distributed on a continuum or organised hier-
archically. Instead, the five conceptions of teaching are regarded as distinctive catego-
ries, however, not mutually exclusive; many of these conceptions share similar actions,
intentions, and even beliefs.

There are certain differences among the authorities studying conceptions of teach-
ing, in respect of the dilemma about whether conceptions of teaching are stable over
time. Thus, literature (Chan, 1994) emphasises that conceptions of teaching are rooted in
the teachers’ epistemological and normative beliefs about their own role and responsibil-
ity, and as such they are comparatively stable in different teaching situations. In this con-
text, certain authors consider that conceptions of teaching are relatively stable constructs
(Kember, 1997; Pratt, 1992). Other authors (Prosser et al., 1994; Samuelowicz & Bain, 1992)
regard conceptions of teaching as being relational constructs, developing as a response
to a certain context or situation, that is, they emphasise that contextual factors sometimes
require temporary changes in teachers’ beliefs about teaching (Singer, 1996).
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Furthermore, Gow and Kember (1993) have shown that adopted teaching meth-
ods, tasks assigned, and certain assessment procedures are strongly affected by teach-
ing orientations, stressing that conceptions of teaching have an impact on teaching
practice. In this sense, certain studies (Ho et al., 2001; Kember & Kwan, 2000; Pedrosa-
de-Jesus & da Silva Lopes, 2011; Trigwell & Prosser, 1996a) have identified a correlation
between university teachers’ conceptions of teaching and their approach to teaching
practice; teachers who perceive teaching as conveying knowledge, use content-orient-
ed approaches more frequently, whereas teachers who perceive teaching as encourag-
ing conceptual changes, more often apply learning-oriented approaches. Since ‘inten-
tion; as a constituent of the approach to teaching, is close to the syntagm ‘conception
of teaching’ (Postareff et al., 2008), it is significant to remark that the studies (Trigwell
& Prosser, 1996b) display congruence between university teachers’ intentions and their
teaching approach strategies; teacher-centred strategies are related to the intentions of
conveying information, while student-centred strategies are related to the intentions of
encouraging conceptual changes.

University Teachers’ Approaches to Teaching and the Relationships
Between the Latter and Their Conceptions of Teaching

When it comes to research on university teachers’ teaching approaches, a sig-
nificant contribution has been made by Prosser and Trigwell (Prosser & Trigwell, 1999;
Trigwell & Prosser, 1996a, 2020) who identified five qualitatively different teaching ap-
proaches that combine the strategies adopted by teachers and the intentions underly-
ing the strategies. The five teaching approaches range from those involving teacher-
centred strategies intended to convey information to the student, to those involving
student-centred strategies intended to develop and change the student’s conceptions,
as shown in Table 1.

Table 1
Teaching Approaches Categorisation

Category Description

Approach A Teacher-centred strategy intended to convey information to the student.

Teacher-centred strategy intended to enable the student’s acquisition of the concepts in the
discipline.

Teacher-student interaction strategy intended enable the student’s acquisition of the
concepts in the discipline.

Approach B

Approach C

Approach D Student-centred strategy aimed at enabling the student to develop hi/her own concepts.

Approach B Student-centred strategy aimed at changing the student’s concepts.
Note. Source (Trigwell & Prosser, 2004, p. 413).

In the first three approaches the focus is on the teacher, on what the teacher does.
The first approach (A) does not imply student’s activity — the student passively receives
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the information conveyed by the teacher. The second approach (B) presupposes the stu-
dent’s activity with a focus on his/her receiving ready-made information. The teacher’s
focus in the third approach (C) refers to the student’s assimilation of structured concepts,
the student being expected to be actively engaged in the teaching process. A major
change is involved in the fourth (D) and fifth (E) approaches, the focus being on what the
student does. In the fourth approach, the student’s activities are aimed at his/her con-
structing new knowledge, the focus in the fifth approach being on changing the student’s
concepts, that is, on reconstructing the student’s knowledge (Prosser, 2013). It is signifi-
cant to note that the mentioned approaches are essentially grouped in two basic catego-
ries: teacher-centred approaches to teaching intended to convey information (A, B and C)
and student-centred approaches to teaching intended to encourage conceptual changes
in the student’s knowledge (D and E), as presented in Table 2. In accordance with this,
an instrument has been developed for measuring approaches to teaching: Approaches to
Teaching Inventory — ATl, which includes the characteristics of the teacher-centred teach-
ing approach, as opposed to the student-centred teaching approach (Trigwell & Prosser,
2004; Trigwell et al., 2005).

Table 2
Teaching Approach Dimensions — Strategies and Intentions
Intention
Strategy Conveying Concept Concept Concept
information adoption development change
Teacher-centred A B
Student-teacher interaction C
Student-centred D E

Note. Source (Trigwell & Prosser, 2020, p. 42).

Proceeding in a conceptually similar way, other authors (Kember & Kwan, 2000)
have elaborated two broad approaches to teaching: the teaching approach focused
on the content, and the teaching approach focused on learning. The first approach is
characterised by the teaching content, while the other one is characterised by a focus
on the student and the learning process. The aforementioned approaches are defined by
motivation and strategy components, more precisely, one motivation dimension and five
strategy dimensions are treated as components of the teaching approach. The motivation
dimension defines the distinction between the teaching approaches in respect of whether
the teacher role is shaped by extrinsic or intrinsic motivators. The five dimensions of the
strategy component point to a distinction between different teaching approaches with
regard to whether the teaching process is focused on conveying the teaching content
or on encouraging the student to construct his/her knowledge; whether the teacher’s
focus is on the student group as a whole, or on individual student needs: whether the
teacher’s assessment is based on frequently applied tests, or more flexible assessment
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approaches; whether the teaching process is adjusted to the student’s characteristics
or not; whether the teacher proceeds from his/her own experience in order to assist
the student in assimilating the knowledge, or the teacher acknowledges the student’s
previous experience.

An observation that can be made is that the aforementioned studies use different
terminology to designate the two general approaches to teaching. More precisely, certain
studies use the syntagm ‘student-centred approach’ and ‘teacher-centred approach’
(Prosser & Trigwell, 1999; Trigwell & Prosser, 1996a, 2020), while other studies (Kember &
Kwan, 2000; Postareff & Lindblom-Yldnne, 2008; Postareff et al., 2008) use the syntagms
‘learning-oriented approach’and ‘content-oriented approach’ synonymously.

It is significant to remark that, apart from the term ‘approaches to teaching; the use
of the term ‘perspectives about teaching’ has also been noted in literature, perspectives
being defined as mutually associated sets of beliefs and intentions which direct the
teacher’s activities, (Pratt, 1998). Within this framework, the perspectives on teaching
define what teachers do and the reasons why they consider their own actions valuable
and justified. On the basis of his analyses of systematic observations and interviews,
Pratt (1998) identified five qualitatively different perspectives on teaching that represent
the theoretical basis for the elaboration of the Teaching Perspectives Inventory (TPI).
The five perspectives on teaching are: the transmission perspective - the teacher’s
focus on subject content and information transmission; apprenticeship perspective -
introducing students to the language, values, and customs of the community of practice;
developmental perspective - focus on supporting students in the process of developing
more complex cognitive structures which are important for understanding the content;
student nurturing perspective - focusing on a balance between care and challenging;
social reform perspective - focus on social problems (Pratt et al., 2001). Studies have shown
that the mentioned perspectives on teaching are not mutually exclusive; similar actions,
intentions, and even beliefs can be identified in multiple perspectives (Pratt, 2002). Since
perspectives on teaching include different beliefs, intentions, and actions of teachers,
the literature emphasises that the elements included in the perspectives on teaching
are similar to the strategy and intention dimensions discussed in Trigwell and Prosser’s
approaches to teaching (Kember, 1997).

Even though a review of the literature opens the possibility for discussing the
dilemmas of whether conceptions of teaching are based on hierarchical relations or not,
the nature of the relationships between different teaching approaches can be hierarchical
(Kember, 1997). Kember (1997) points out that the relationships between fundamental
beliefs about teaching and teaching approaches are not automatic; teachers who perceive
teaching as encouraging conceptual change may sometimes be in the situation to apply
an approach which is not closely associated with their beliefs. Research findings (Kember,
1997, Trigwell & Prosser, 1996a) suggest that teachers who consider teaching to be a process
of conveying information, adopt an approach oriented towards the teaching content
and their own teaching skills. On the other hand, teachers who believe that teaching is

405



Jovana Milutinovi¢ - University Teachers’' Conceptions of Teaching and Their Approaches to Teaching

about conceptual changes in students’ knowledge apply a student-centred approach,
occasionally allocating a part of the class time for conveying information. Nonetheless,
such findings do not point to the teachers having changed their beliefs about teaching,
but rather to their having changed their perception of lectures as being an integral part
of the effort to encourage students to learn. Trigwell and Prosser (1996a) emphasise that,
given that the adopted approach to teaching is related to the conception of teaching, it
is rather unlikely that a teacher will apply a teaching approach that exceeds the level of
sophistication of the adopted conception. Another aspect of significance is that the results
of the study examining the relations between the two teaching approaches imply the
existence of characteristics specific exclusively to the learning-oriented approach, as well
as those specific to the content-oriented approach (Postareff & Lindblom-Ylanne, 2008).
On the other hand, the results reached in the mentioned study show that the content-
oriented approach lacks some components typical of the learning-oriented approach.The
results of other researches (Coffey & Gibbs, 2002) confirm that teachers who have adopted
a student-centred approach use a wider a repertoire of teaching methods than those who
have adopted a teacher-centred approach.

Although it has been established that the adopted approach to teaching and
the conception of teaching are mutually related, it must be emphasised that research
(Prosser & Trigwell, 1999) shows that university teachers can adjust and change their
approaches to teaching depending on their perceptions of the environment in which
the teaching is performed (perceptions of workload in teaching, size of the group,
student’s characteristics, control of the teaching process). What is concerned is that the
same teacher can sometimes use a teacher-centred approach and sometimes a student-
centred approach, depending on his/her perception of the given situation. Also, research
findings suggest that university teachers’approaches to teaching may vary depending on
certain contextual variables - group size, level of study, discipline (Kember & Kwan, 2000;
Lindblom-Ylanne et al., 2006; Lueddeke, 2003; Pauler-Kuppinger & Jucks, 2017), as well as
on teacher characteristics - gender, years of work experience in teaching (Lueddeke, 2003;
Nevgi et al., 2004). However, the results of the research by Stes and colleagues (Stes et
al., 2008) do not point to a significant association between the student-centred teaching
approach and contextual factors - group size, level of study and discipline — or teacher
characteristics - gender, age, years of work experience in teaching. The literature highlights
that the failure to include other variables describing the broader teaching context (for
instance, the teacher’s perception of workload in teaching, the perception of the student’s
abilities, students’ motivation or obligation to participate in class) may have contributed
to the fact that the research results reached by Stes and his associates have not been quite
expected (Mioci¢ et al., 2021; Stes et al., 2008). Also, the results of the research by Stes and
colleagues indicate that the way teachers experience or perceive the teaching context can
be of greater significance than the context itself (Prosser, 2013).

Furthermore, in reference to the relations between university teachers’ conceptions
of teaching and their approaches to teaching, it is important to note that some research
papers show that more sophisticated conceptions of teaching can be combined with less
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sophisticated teaching approaches (Trigwell & Prosser, 1996a), i.e., that the elements of
“‘transmission’ in the teacher-centred approach can be involved in the student-centred
approach (Trigwell et al., 2005). In this context, the literature uses the terms dissonance/
consonance to describe the relations between qualitatively different conceptions/
intentions, and teaching approach strategies: content/teacher-focused approach to
teaching, and learning/student-focused approach to teaching (Postareff et al., 2008; Stes
& Van Petegem, 2014; Uiboleht et al., 2016). Dissonance, in this case, refers to non-typical
combinations of conceptions/intentions and strategies, which are not coherent at the
theoretical level: conceptions and strategies of a learning-oriented teaching approach,
combined with the conceptions and strategies of a content-oriented teaching approach.
Data about the research so far showing that roughly a half of university teachers combine
conceptions/intentions and strategies in both teaching approaches in various ways,
is not to be considered irrelevant (Postareff et al., 2008; Stes & Van Petegem, 2014). The
occurrence of dissonance can potentially be associated with different causes: whilst, on
the one hand, the broader teaching context and disciplinary specificity can direct teachers
towards adopting incoherent combinations of conceptions/intentions and strategies, on
the other hand, dissonance can be the result of having attended teacher pedagogical
training programmes that direct the development process towards a learning-oriented
approach (Postareff et al., 2008; Uiboleht et al., 2016).

In this context, itis important to stress that certain studies (Trigwell & Prosser, 1996a)
show that more sophisticated teaching approaches can be adopted only if changing the
conceptions of teaching has previously been addressed. Likewise, other research (Ho
et al.,, 2001; Kember & Kwan, 2000; Norton et al., 2005) shows that developing teachers’
conceptions of teaching is a prerequisite for improving the teaching practice; changes
in teaching work can take place only if the conception of teaching has been changed.
Accordingly, if a teacher wants to change his/her activities in classroom, the teacher
must assess his/her own conceptions of teaching first of all (Trigwell & Prosser, 1996a). In
stating this, Trigwell and Prosser (1996b) also note that traditional training programmes
for teaching work, which focus exclusively on teacher strategies, are unlikely to be
successful, unless attention is directed at the intentions associated with the adopted
strategies. Furthermore, the latest research shows that understanding the subject content
has a central role in teachers’ preference for adopting a content-oriented approach, or
a learning-oriented approach, therefore suggesting that changes in understanding the
subject content should be the first step in the process of developing university teachers’
teaching conceptions (Mladenovici et al., 2022). These insights are compatible with
earlier research (Prosser et al., 2008) that identified the association between the teacher’s
understanding of the subject content and his/her approach to teaching.

Concluding Considerations

Within the scope of discussing possibilities for improving the quality of higher
education teaching, ongoing since the 1990s, intensive research has been evident in
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literature, regarding university teachers’ conceptions of teaching and their approaches to
teaching. University teachers’ conceptions of teaching (their beliefs about teaching) and
their approaches to teaching (what they do) form the crux of many research studies in
the field of higher education, particularly considering that research findings in literature
(Kember & Gow, 1994; Trigwell & Prosser, 2020; Trigwell et al., 1999; Uiboleht et al., 2018)
point to the fact that the teacher’s orientation and approach to teaching can have
significant implications for the student’s approach to learning.

Although certain variations are present in respect of the classification of the
conceptions of teaching, findings in literature suggest the existence of two general
categories of conceptions: content-oriented/teacher-centred conceptions of teaching and
learning-oriented/student-centred conceptions of teaching (Kember, 1997). In reference
to research on teaching approaches, it has been established that university teachers’
intentions range from the intention to convey information to students, to the intention
to assist students in developing and changing their previous conceptions (Trigwell et
al, 1994). Accordingly, two teaching approaches have been identified and discussed
in literature most frequently: the teacher/content-focused teaching approach and the
student/learning-focused teaching approach. Furthermore, some authors note that
although teaching concepts and teaching approaches may differ at the theoretical
level, both constructs include overlapping and strongly related characteristics (Pauler-
Kuppinger & Jucks, 2017; Postareff et al., 2008).

Since research findings point to a correlation between the conceptions of teach-
ing and teaching approaches, literature indicates that conceptions of teaching are the
basis for teaching practice (Gow & Kember, 1993; Ho et al., 2001; Trigwell & Prosser,
1996a). In this sense, university teachers who have adopted a certain conception of
teaching tend to have specific intentions that lead towards corresponding strategies:
strategies focused on the student are related to the intentions of changing the student’s
conceptions, while strategies focusing on the teacher are related to the intentions of
conveying information (Trigwell & Prosser, 1996a, 1996b). However, approach to teach-
ing, as the mode in which teachers’beliefs are implemented in teaching practice, can be
regarded as an ambiguous term. On the one hand, if the teaching context is appropri-
ate, the teacher’s teaching approach will most likely be attuned to his/her beliefs about
teaching. On the other hand, in certain cases, there may be a discrepancy between the
teacher’s conception of teaching and his/her approach to teaching: due to the impact
of contextual factors (for instance, curriculum design, institution’s culture), the teaching
approach of a university teacher may be more associated with the teacher’s perception
of the given situation, than with his/her conception of teaching (Kember & Kwan, 2000;
Prosser & Trigwell, 1997).

It must also be stressed that reviews and meta-analyses of research findings refer-
ring to the assessment of the effects of university teachers’ formal pedagogical training
programmes, also show that research results reached so far have also identified different
scopes of impacts: ranging from changes in teachers’ self-confidence, attitudes, knowl-
edge, conceptions and practices, to their adoption of a student-centred approach, as well
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as changes in students’ approaches to learning, even though there are extensive stud-
ies reporting small, but almost negligible, positive effects of such programmes (llie et al.,
2020; Stewart, 2014). Apart from the factors relating to paradigmatic orientations and de-
cisions of a methodological nature, as well as the time intervals in which the effects of the
programme were measured (Mioci¢ et al., 2021), the results of the research on university
teachers’ conceptions and approaches to teaching partly provide an interpretation for the
equivocal findings about the impact of the university teachers’ professional development
programme for teaching work. In view of the fact that conceptions of teaching have a
certain impact on the adopted teaching approach, the orientation of pedagogical train-
ing programmes exclusively on teachers’ teaching approaches, without an appropriate
change in teachers’ beliefs, can have a negative impact on the initiatives made for the
professional development of university teachers for teaching work (Kember, 1997). In this
context, the research findings highlight the importance of the contribution made by uni-
versity teachers pedagogical training programmes to increasing the teachers’ awareness
of the fundamental issues of teaching (Postareff et al., 2008). Studies have confirmed that
these programmes can prompt changes in university teachers’ conceptions of teaching
(Ginns et al., 2008; Ho et al., 2001), as well as provide better opportunities for adopting a
student/learning-focused approach (Gibbs & Coffey, 2004; Postareff et al., 2007; Potter et
al., 2015; Stes et al.,, 2010).

Literature, nevertheless, states that conceptions of teaching, being relatively sta-
ble constructs, undergo a slow change (Gibbs & Coffey, 2004; Kember, 1997; Postareff et
al., 2007). What is concerned is that university teachers’ conceptions of teaching derive
from a complex interaction between several factors: university teachers’long-standing
experiences gained at school as students, teacher work experience, personal char-
acteristics, department/institution ethos, disciplinary culture (Chan, 1994; Dall'Alba,
1991; Fox, 1983, Kember, 1997, Kemp, 2013). Hence, discussions about encouraging
the acceptance of new approaches to teaching, emphasise that university teachers’
personal understanding of teaching can have a limiting effect; more profound insights
into university teachers’ beliefs about teaching are crucial for the development of a
pedagogical training programme, as well as for promoting changes in higher educa-
tion teaching (Akerlind, 2007; Kemp, 2013). Understanding the beliefs about teach-
ing and identifying appropriate ways for stimulating university teachers to raise their
awareness and perform self-assessment, is of essential importance, because that is the
fundament for adopting scientifically-based conceptions of teaching and introducing
adequate changes in the teaching practice in order to support students’ learning in the
best possible way.
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Relying primarily on the analyses and suggestions by Ranciére and Lévi-Strauss, the authors
of this paper endeavour to present a critique of the hierarchically valued landmarks of travelling
and education. The first part of the paper is dedicated to Western travellers and their ‘civilising’ treatment
of other landscapes and peoples, previously unknown. The second part of the paper identifies an analogous
pattern when it comes to relationship established in the educational process, where the new and the

Abstract

unknown also have to be mastered, conquered, and subdued by unquestionable knowledge. The conclusion
suggests the possibility of deconstructing the predefined system of civilisation and/or knowledge, with a
view to creating the possibility for the affirmation of differences without domination, as well as learning
without an unambiguous explanation, a possibility that may perhaps materialise with the abandoning
of the illusion about the universal authority of Knowledge and its possessor.

Keywords: education, travelling, hierarchy, knowledge, explanation.

Introduction

Perhaps, every travel is an educational travel: in any one of them, whether wanted or
not, one encounters something new, and something new can be learned. And, perhaps,
every education is a travel of its own kind: from ignorance to knowledge or “from ignorant
certainty to intelligent confusion” (Felder & Brent 2004, p. 270). However, apart from this
trivial or metaphorical substitutability, there is a common feature - or better yet: an ap-
proach —that associates travelling with learning, at least in the manner the latter has been
understood by the culture to which we belong: both of them are temptations, both are
examinations (investigations) and both imply a hierarchy. At the top of it is knowledge
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and the one who knows, all the more so, the greater the knowledge he possesses, while at
the bottom is the opposite, in an equal proportion.

In both cases, one proceeds towards something unknown, or something that is still-
not-known, and is being studied. In both cases, the approach to that figure of ‘otherness,
at a place of ‘instability’ where the encounter with the ‘peripheral’ Other takes place, is, as
arule, conquistadorial: exiling or subjugation to the stable and already familiar core of the
always same own centre (Lotman, 2005). On one occasion, it is a: ‘savage; and on another,
an “ignorant” - in fact, corresponding images that provide legitimacy to the image op-
posed to them pursuant to binary opposition — that of the civiliser-the knowledgeable,
the holder of the supreme rationality, who perceives, points to, and denounces the for-
mer one. It is with such self-understanding (see Taylor Center, 2013) and such missionary
authority that the Western traveller has travelled or visited, gained knowledge of, or con-
quered new territories and new “souls”.

In reference to the educational dimension, the educational machinery sends an “ig-
norant person’, the equivalent of, and far too often also another name for, “savage”, on a
trip — that an experienced teacher has already traversed. Guided by his knowledge of the
targeted destination and by the “explanations” leading to it, those, who are other in rela-
tion to him, will arrive there where he is, settling within the system where he has also been
accommodated and where he is acting as its agent, and they will ultimately become part
of the history of the “same” (Foucault, 1971, p. 68). In this process, it is implied that each
unknown, each diversity, is only temporary for the leader of the education-research travel,
and that it will be subordinated by the order that sovereignly dictates its picture of the
world for everyone, as well as the meaning of living in it.

The View of the Traveller

Tzvetan Todoroy, a relentless critic of Western and any other ethno-centric vanity,
and any kind of hierarchisation of culture (Todorov, 2008), has presented “portraits of the
different types of travellers’, based on an empirical analysis of literary testimony, admit-
ting unpretentiously that the list, comprising as many as ten different kinds of travellers,
is neither exhaustive, nor methodologically representative, or such that one kind of travel
at one point in time excludes undertaking any other travel at any another time. However,
no matter what kind of principle of classification suits his interests — the capacity of the
traveller for the new, his “relationship towards closeness and co-existence” (Todorov, 1994,
p. 328) — it is also instructive for the topic of this article.

The first character in this cast is the “assimilator”: the “assimilator is the one who
would like to change others to resemble him”: the assimilator believes in the unity of hu-
mankind, however, he interprets the features of others as flaws in relation to his own ideal.
Thus, the assimilator manifests himself as a representative of the universal hierarchical
system, where his culture stands at the top. His, once exemplary, image is also the image
of a Christian missionary “who wants to convert others to his creed” (often also by the use
of sword). Such a concrete form of religious messianism may be rare nowadays, however,
Todorov rightfully perceives its new, contemporary forms — at the local level, as a tide of
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assimilation of those who are less powerful or represented, and on the global plane, as
new colonialism which “exports revolutions” (Todorov, 1994, pp. 328-239).

The next traveller is “the assimilated one”. His most frequent form is the immigrant:
‘the one who completes his travel by just departing’ As opposed to the “assimilator” who
goes to the others in order to make them resemble himself, the assimilated one would
like to become like the others he is going to: to get fully acquainted with them, to live
among them, and to have them accept him as one of them. The assimilated one is not a
Gastarbeiter who stays somewhere else for a certain period of time, without repudiating
his own culture, but rather, the one who would like to identify with others, to become
“like” them, to be assimilated — even at the cost of accepting (this might be a prerequisite
accepted in advance?) the ethno-centric distortion of the local stereotype (Todorov, 1994,
pp. 331-332).

Resistance to paying such a price creates the “exotic”. The exotic is an “alien” who
does not accept the customs of others, or foreign conventions that foreigners consider
natural; the exotic takes note of them, however, without subordinating himself to them;
he constantly compares the procedures in other countries to the norms in his own; thus,
the exotic observes the flaws in others, that those who have naturalised them are not
aware of. His trouble is in the fact that if he wants to remain like that, he must constantly
live under a frail balance, carefully keeping an eye on the changes on the sensitive scales
on which he lives: “between being surprised, having a close relationship, being distanced,
or accepting identification”. If he is not sufficiently familiar with others, the exotic does
not understand them, and if he knows them too well, he no longer views them with that
privileged eye that watches from “the outside” (Todorov, 1994, p. 332).

The “exile”, on the other hand, is similar to the exotic inasmuch as he avoids assimila-
tion, while being similar to the immigrant because he dwells in a country which is not his
own. He is distinct from an exotic in his being uninterested in the people among whom
he lives. He is quite the opposite: “This is an individual who interprets his life abroad as an
experience of not belonging to the given environment, and who likes that environment
exactly for that reason. The exile is interested in his own life, and even in his own people;
however, he has come to realise that it is exactly for the benefit of this interest that it is
better for him to live abroad, there, where he does not “belong”; he is no longer temporar-
ily an alien, but rather, definitely an alien” (Todorov, 1994, p. 332). For René Descartes in
the Netherlands, Voltaire in Switzerland, James Joyce and Samuel Beckett, Gabriel Garcia
Maérquez and Giinter Grass in Paris, including, perhaps, also Tzvetan Todorov, himself,
among the above named and many others, living as aliens by their own choice, enables
them to comfortably create ‘national’ accomplishments. They are happy to live abroad -
exactly for the reason that their intentional exile not only rejects any stronger relations
with the others among whom they live, but also hinders such relations for the purpose of
“discovering others” (Todorov, 1994, p. 333).

The last of the five types of travellers to be singled out in this contribution, one
who may be the most impressive apart from the assimilator, is the “allegorist”, who ex-
ploits Others in a different manner. He talks about a foreign people, however, with little
or no concern about them, his aim being to discuss the problems of his own culture,
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while being armed with their experience. Starting with Montesquieu’s Persian Letters
and Denis Diderot’s A Supplement to the Voyage of Bougainville, fictional travelogues
that have been read even nowadays as pioneering, witty, and edifying slaps to the pre-
sumptuousness of the Europeans to believe that the norms of their culture are justified
and even desirable, and particularly that they are to be considered applicable to others
(Montesquieu, 2004; Stanley, 2009), on to the mesmerised projecting of hope on the
Third World, in the mid-20™ century, the figure of “primitivist allegorism” keeps perpetu-
ating itself: others are, actually, not observed, or rather, observation does not serve for
really getting to know the Other, but for using the image of the other as a crooked
mirror, “perverting” the observed features of one’s own country or society to which one
unequivocally only and still belongs (Todorov, 1994, pp. 333-334).

The Conscience of the Traveller

Otherness and others are a chronic problem in all the forms of colonial discourse,
as well as in the discourse that would like to deflect from it. In reference to the former,
travelogues may have played a decisive role, and in any case, they have become and have
remained, a testimony to the imperialism of Eurocentric knowledge and learning. In the
19* century, they developed parallel to the projects of natural history, while their formali-
sation “was achieved through the production of a network of colonial and metropolitan
spaces” (Gregory, 1998, p. 82). It was, no doubt, about what Foucauldians would call the
production of knowledge, this time acquired through “field work”.

The newly discovered, newly perceived, or newly conquered spaces, themselves,
were defined or redefined anew: “the wide open spaces of nature” that had been travelled
in discovering the new world were, however, inseparable from the production of enclosed
spaces, such as botanical gardens, museums, or zoos. The taming and breaking in of the
unknown had to wait for a systematically defined, i.e. precisely limited form of knowledge
presented with certainty, a knowledge that was to be rounded off, safe, and reliable. That
knowledge did not emerge directly from the experience of traversing the field and get-
ting acquainted with it, but rather, from the subsequent perspective of a distant onlooker,
who was provided with the possibility of having a panoramic view of nature, of a new, dif-
ferent, or wild world, that lent itself to being designed as an enclosed space, a reserve, or
an exotic clip of the different, becoming available for presentation to the European public
(Outram, 1996).

However, the history of a different kind, the history of anticolonial (travel) writ-
ing, is not negligible either. Starting at the latest with the Romanticist (Jeremi¢ Molnar
& Molnar, 2013, pp. 363-364), and extending on to Feuerbach (Fojerbah, 1956) and the
contemporary anarchoprimitivism (see, e.g., Zerzan, 2005), one can trace numerous in-
stances of pointing to the wrong turn taken by the Western techno-scientific rationality
and its political extensions, including highlighting the need for a different thought. Wil-
liam Wordsworth and Samuel Taylor Coleridge dealt with speculations about “the thought
of peasantry’, opening a debate that had been current a century and a half earlier, about
the (im)possibility of “primitive” or “savage” thought (Lévy-Bruhl, 1954; Lévy-Bruhl, 1966;
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Sahlins, 1995; Lévi-Strauss, 1978; McLane, 2000, pp. 46-50). Wordsworth, just like Claude
Lévi-Strauss somewhat later, replies in an implicitly affirmative sense (Wordsworth 1974,
p. 125; compare to Lévi-Strauss 1978, p. 318; Lévi-Strauss 2009, pp. 19-20). Coleridge, just
like Jean-Paul Sartre, a century and a half after him (Vattimo, 2012), offers, at best, a con-
ditional “yes”: peasants think, but not like the better part of the society - certainly not like
priests, philosophers, and men of letters, who are destined to provide “the best parts of
the language” for poetry (Coleridge, 2004).

Following the Romanticists, modern cultural relativism was also to rise against the
Enlightenment-based promotion of the hierarchically structured concept of “civilisation’,
which contributed to the Western mind'’s perception of its own position as that of a model,
with its own customs being universal abilities, and its own values an absolute criterion
of judgement, while we, ourselves, are the controlling owners of entire nature (Schulze,
2008). The theoretical preparation, the epistemological logistics of cryptonormative, dis-
criminatory, “linear-progressivist” terms, paved the way for the actual colonisation of eve-
rything that was different, of anything that deviated and was attributed a lower develop-
ment rank (compare Lévi-Strauss, 1989, pp. 161; 310-311; 316-317).

It turns out that such speculative ignorance can be cured by ethnology, by provid-
ing the insight that such ignorance is nothing but “blind rejection of what is not ours’,
that barbarianism is not the opposite of civilisation but rather, a construct contrived to-
gether with civilisation, and that the whole structure should be dismantled, informing
the ones who brand others as barbarians, that a barbarian is first the one who believes
in barbarianism (Lévi-Strauss, 1988, p. 303). Conversely, today, it is important not to de-
stroy, and to preserve and protect the “sad tropics’, and more broadly: being interested
in the “analysis and interpretation of differences” among the societies (compare Lévi-
Strauss 1978, pp. 313-315; Lévi-Strauss, 1988, pp. 299-306; Lévi-Strauss, 1999, p. 292).
It is such differences that have been jeopardised today, Lévi-Strauss insists on pointing
out, rather than the unity of the species, which has become almost inevitable owing to
modern communication means and mass media. It is also with misgivings that he con-
templates “the time when only one culture and one civilisation will exist on the planet”
(Lévi-Strauss, 2009, p. 23).

The evil conscience of the Occident, therefore, was given expression in the 20*" cen-
tury in different voices, however, their social dimension was to reiterate the old thesis, this
time, notably, in a more explicit and devastating manner: all societies must be treated as
equally valuable, however, not equal, but rather the opposite, different and incomparable.
Any other approach is a path to the naive, but widespread, nonsense of presupposing the
superiority of one of them, or, to the less naive neglecting of differences for the sake of an
unconvincing brotherhood of all the people (Lévi-Strauss, 1988, pp. 302-304; Lévi-Strauss
1999, p. 302).

A partial support for Lévi-Strauss’s endeavours to soothe the wounds of the Western
cognitive and geographic conquistas, was to come later from an (un)expected side. In his
lecture Of the Humanities and the Philosophical Discipline, just like formerly Lévi-Strauss in
his address to UNESCO, Derrida (Jacques Derrida) finds an implicit philosophy in the texts
of international institutions founded on the ideas of human rights and international law.
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In reference to this, reading Kant'’s Idea for a Universal History with a cosmopolitan purpose
(Kant 1968) is an opportunity for detecting the teleological assumption that Europe is the
goal of universal history, which pervades the modernity, reaching right to the depths of
contemporary discourses. International institutions are faced with the same problem of
Eurocentrism, and what Derrida cares about the most in this context is that cosmopolitan
“right to philosophy” which is now to be considered without its “Greco-European origins
and memory’, as well as without being merely opposed to it (Derrida, 1994, p. 14).

According to Derrida, as opposed to Lévi-Strauss as evidenced further on, appar-
ently, philosophy not only seems to be able find its way out of its long-standing and
exhausting alternative between Eurocentrism and anti-Eurocentrism, but it offers it with
its own, contemporary status. In view of the fact that it is “no longer determined by a
program, an originary language or tongue’, considering that its roots have become dubi-
table, “bastard, hybrid, grafted, multilinear and polyglot’, being perceived in this manner,
it already stands and exists on the other side of the “colonial or neo-colonial dialectic
of appropriation and alienation’, representing, “if there is any such thing, the other way”
(Derrida, 1994, p. 15).

Derrida’s objection to Lévi-Strauss, as well as to Jean-Jacques Rousseau, Words-
worth, Coleridge and the entire tradition of the naturalist-primitivist correction of civilisa-
tion, Todorov would say here, to the “allegorists’, consists of his insight that such attempts
to wash away the guilt of the Western culture are bound to end in a non-critical fetishisa-
tion of the other pole, in fantasising about some kind of benign nature of Otherness, filled
with unadulterated beauty and goodness. However, moving away from that awry mirror
of Western anti-Eurocentrism (see Dos, 2019, pp. 47-48), reveals that direct surrender to
that allegedly undisgraced nature is teleologically and eschatologically infected, as much
as the invasive breaking into it: both cases involve “the dream of a full and immediate
presence which closes history” (Derrida, 1976, p. 154).

The View of the Learned

Learning always leads to a certain order, whether an order of knowledge, society,
or “civilisation’, these being intertwined far too often. The order of knowledge may even
always precede the other hierarchisations, explaining them, justifying them and/or le-
gitimizes them. However, if we listen to Ranciére (Jacques Ranciére), learning, just like
explaining, is not, and should not be, anything other than a promise of understanding, un-
derstanding that comes subsequently, however, that has no warranty of being final, and
therefore, neither the only legitimate nor correct. The understanding or explanation that
considers itself final is nothing but a simulation: a simulation of the system. In order for
learning to be learning at all, it must be able to miss, to fail to fulfil a promise - this is the
risk that allows learning to evolve. Otherwise, learning would be turned into a factual
statement, into a reproduction and repetition of the one and the same facts, meaning
that nothing new would ever take place, nothing new would ever be learned. And if there
were no possibilities for a different answer, education would cease to be education, and it
would become economy or - rather, as Derrida would put it - technology:
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“When the path is clear and given, when a certain knowledge opens up the
way in advance, the decision is already made, it might as well be said, there
is none to make: irresponsibly, and in good conscience, one simply applies
or implements a programme. [...] It makes of action a simple application
of know-how. It makes of ethics and politics a technology” (Derrida, 1992,
pp. 41, 45).

Education which is not, at the same time, an uncertain blundering, cannot avoid
the mishap of being, above all and before any emancipating aspirations, control, hier-
archisation and establishing or preservation of a certain dominant order. Education that
presupposes a destination strives for subordinating. Ranciére is not alone in this conclu-
sion. Foucault (Michel Foucault) was to detect the branching network of hierarchies in the
academic machinery before him: faculties, just like any other institution, are pervaded by
the relations of power and endeavouring — always for the purpose of gaining control, win-
ning autonomy for oneself, and subordinating others — to impose a single truth, a single
discourse, a single knowledge, or simply, the interest of one group. However, they are,
concurrently, always permeated also by reaction and resistance to such aspirations, by
a certain kind of counter-power which then completes the unstable composition of the
higher education institution (Foucault, 1983).

Things are no better at the lower levels of organised mass education, either. It is
not only the blackmail of marks and examinations, but also the very “organisation of
the space” in elementary schools that classifies students and provides for their “func-
tioning like a mechanism conducive for learning, however, also for supervision, hier-
archisation, and rewarding” (Foucault, 1997, p. 196). Proceeding along the same lines,
but focusing more closely on the conveying of knowledge, Deleuze (Gilles Deleuze)
was also to observe:

“Oration is made not to be believed, but to be obeyed. When a teacher explains
an arithmetic operation to the children, or when she teaches them syntax, she
does not give them information in the proper sense of the word, but rather,
gives them orders, conveys slogans to them, prompts them to produce the ex-
act statements, ‘the right’ideas which are necessarily attuned to the dominant
meaning” (Deleuze & Parne, 2009, p. 34).

Claude Lévi-Strauss travelled to the jungles of the Amazon, to the Nambikwara
tribe, who do not have a written language, nor do they use drawings, except for several
dots or curves they occasionally, or very seldom, draw on the ground by means of a stick
(Lévi-Strauss, 1999, p. 234). The Nambikwara were given paper and pencils without the
intention of immediately “teaching” them writing skills. At first, no one would take a piece
of paper or a pencil, however, already a few days later, everyone in the village was trying
to write, more precisely, to imitate the gestures they saw Lévi-Strauss make. Since this
“model learning” could not help the Nambikwara learn how to write for real, but only
how to “imitate writing”, Lévi-Strauss delivered the first real writing lesson, a specific at-
tempt to persuade them to learn how to write, by pointing to the importance of literacy,
with unconcealed argument or motivation for turning the illiterate natives into citizens.
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“Everyone has to learn how to read, so the authorities can [rightly] say: Being ignorant
about the law is not an excuse” (Lévi-Strauss, 1999, p. 238).

However, this learning-travel with a foreseeable end, one among many, was inter-
rupted by an unexpected event. The chieftain of the tribe assembled the tribe, asking
Lévi-Strauss to give him a writing board and, having drawn several meandering lines imi-
tating writing, he asked Lévi-Strauss to read from the board. This was not the end of the
event: shortly after, the chieftain took Lévi-Strauss's papers and started explaining them
to the rest of the tribe, after which he “wrote” his “reply” (Lévi-Strauss, 1999, pp. 234-235).
Needless to say that this was a simulation of understanding: the chieftain pretended to un-
derstand what Lévi-Strauss had written down, as much as he feigned that his convoluted
lines made sense that should be transparent to Lévi-Strauss. To make matter even more
striking, the “alleged sense” interpreted by the chieftain for his tribesmen had to do with
commodity exchange between the tribe and the “white man” (Lévi-Strauss) - therefore, the
subject of the simulation of understanding and explanation was economy, undoubtedly be-
cause commodity exchange was to be experienced as something that would have a direct
impact on the life of the tribe.

The intent underlying this spectacle was, primarily, to impress and subordinate the
rest of the tribe to the chieftain even more. Formulating it in a Ranciérian fashion, one
could say that, by using written language, as well as simulating understanding, and using
explanations, the chieftain actually uses the educational discourse to confirm and justify
his hierarchical position. As opposed to others, he is someone who “learns faster” and “un-
derstands better”, and therefore, it is justified for others to be subordinated to him. And
thus, the first encounter of the “innocent” Nambikwara tribe with written language reaf-
firmed its subordinating function. Lévi-Strauss expresses this in even more starkly:

“If my assumption is right, it must be recognised that the basic function of writ-
ten communications is to facilitate conquest. Using writing for purposes not
involving interest, for achieving intellectual and aesthetic pleasures, is a sec-
ondary result, even if we assume that most often it cannot be reduced down to
an instrument of support, justification, or concealing of its basic use [...]. Thus,
struggle against illiteracy blends with a greater control of the citizens by the
Government” (Lévi-Strauss, 1999, pp. 237-238).

Apparently, such a conclusion is contrary to the general belief about the need to be
educated (acquire knowledge, learn how to read, and so on), in order to avoid subordina-
tion, manipulation, or control by those who hold positions of power. Even though this
may seem to be the case, at first instance, it is hardly a matter of opposites. The unidirec-
tional hierarchy of education discussed by Ranciere, or the subduing aspects of writing
and speech which simulate understanding, as stated by Lévi-Strauss, indicates that the
legitimation of hierarchy is introduced parallel to the dominant educational discourse. In
other words, the discourse “educate yourselves so you can avoid being controlled”, already
enshrines the hierarchy based on knowledge and attained by education - that hierarchy
already encompasses the members of the community, irrespective of whether they are
“inside or outside” the dominant educational order. Such order is in close harmony with
fixed positions, predetermined paths, answers, and destinations within the educational
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process. The domination of the educational order, just like any other order, rests on its
stability, on hindering the possibility for its relativisation. It is through education that the
social order reproduces, while the educational order - self-reproduces.

The Teacher’s Conscience.

Such an educational performance, or such an (para)educational strategy of social
subjugation in the sense of subjectivation and control, appears to be a stable historical
and transcultural constant which — perhaps even more so if it is presented as permanent
and necessary - inspires challenges and the search for an alternative. In The Ignorant
Schoolmaster, Ranciere recounts the story of an“intellectual adventure” which was to draw
into its whirlpool and guide further on, first of all, Professor Joseph Jacotot and his stu-
dents, and then, many others. Namely, the story goes that Jacotot, who taught the French
language in Leuven, without having any knowledge of Flemish, which was the language
used by his students, gave the students the assignment to read a bilingual edition of Fé-
nelon’s (Francois Fénelon) didactic novel The Adventures of Telemachus, Odysseus’son, after
which he asked them to write an essay about the character, suggesting that they rely on
the translation, however, to write it in French — which the students did not speak.

The results of this “accidental” experiment greatly exceeded Jacotot’s expectations:
the students managed to master the French language to a substantial degree. However,
what was surprising, as well as being another reason for Ranciére’s, Jacotot’s, as well as our
speculations, was that they managed to do that on their own, i.e. without any teacher’s ex-
planation before that process. On the basis of this event, extending his research to include
the possibilities for learning without explanations, Ranciére came up with a thesis that
represents one of the major pivots of his work:

“The logic of the explanatory system has to be reversed. Explanation is not
indispensable to tackle the inability to understand. Exactly the opposite, that
inability is a fiction that structures the explanatory understanding of the world.
The explainer needs the unable, not vice versa, and he is the one who estab-
lishes inability as such. Explaining something to someone means, above all,
to show that he or her cannot understand on their own. Before it becomes a
pedagogical act, explanation is a pedagogical myth, a story about the world
divided into the learned and the ignorant spirits, the mature and the immature
spirits, those who are able and those who are unable, the intelligent or the
stupid. Deception which characterises the explainer consists of a twofold initial
act. On the one hand, the explainer declares the absolute beginning: the act
of learning starts only now. On the other, he pulls down the veil of ignorance
on all the things that have to be learned, assuming the task of lifting the veil
himself” (Ranciére, 2010, p. 15).

Explanation is a pedagogical presumption, argues Ranciéere. True, the teacher (in the
story) asks the students to learn, without giving them any explanation, and after repeat-
ing the procedure, he proves that the students can learn on their own. This act disrupts
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the existing hierarchy of knowledge. After all, the process of education, as a travel involv-
ing gradual learning, guided to the mandatory destination by the certain hand of the pro-
fessor, was not possible, because Jacotot was not able to transfer that destination onto the
learners. Later on, he “teaches” in such a manner that he, himself, does not know what is
the destination that the learning is supposed to lead to, nor how to reach it exactly. This
is how the teacher teaches - travelling, wandering - together with the students. Since
Ranciére avoids each and every defined system of knowledge, the emancipation of his
students evolves exclusively as self-emancipation - a procedure which, unlike Rousseau’s
approach (and that of many others), does not force students to be free, but rather, makes
them liberate themselves on their own (Snir, 2020, p. 149).

However, if the destination in both cases is freedom, if the teacher’s instructions do
not lead anywhere other than the goal that the students have reached on their own, in
that case, what is the difference between self-liberation and liberation? Is it not far more
reasonable to implement “liberation” through a system? Why induce students to acquire
knowledge on their own, when it is simpler (and more efficient) to impart knowledge and
ask the student to learn it? Jacotot’s students may have acquired a certain knowledge, but,
can anyone claim that this knowledge would not be conveyed to them faster by a French
teacher who speaks Flemish?

A reconstruction of Ranciére's argumentation in support of the non-explanatory
approach to which it gives priority, could run as follows: since every system implies an
internal hierarchy, and therefore, also a certain kind of control, the knowledge and/or free-
dom, which are supposed to ensue from the educational journey, do not belong to any
presupposed system of knowledge. Explanation is an agent of the system: it is not there
to rescue the blundering traveller, but rather, to establish a system of control, not only an
educational one, but also a much broader, social, or political one. Itay Snir rightly argues
that Ranciére’s book, even though it speaks about a university professor, is, by no means,
a book about education alone, but a work which, highlighting the hindering or dumbing
down principles of the explanatory discourse, sheds light on the logic underlying the en-
tire social-political order (Snir, 2020, p. 150).

“We know that explanation is, in fact, not only a weapon for dumbing down in
the hands of the pedagogue, but the very nexus of the social order. And the
order implies a distribution of positions. Distribution of positions implies ex-
planations, a fiction that distributes and justifies, a fiction of inequality which
has no other reason for its existence” (Ranciere, 2010, p. 142).

Unconcluding Conclusion

Catherine Malabou was to outline the direct association between Lévi-Strauss’s
and Ranciére’s work. The story of the former commenced with repeated wandering. Lévi-
Strauss wanders, his accidental experiment is in wandering; The Nambikwara also wan-
der in their “learning”. However, the wandering is re-directed by an unexpected event
that is about to bring ruin to the established order - a catastrophe: “The chief reverses
his situation of ignorance - he doesn’t know how to write - in order to extract from it
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the best possible advantage. He pretends to know how to write in order to oppress and
deceive the other members of the tribe. This accidental inversion - by chance, thanks to a
concurrence of circumstances or an event, the absence of knowledge produces an excess
of power — confirms an inversion of principle. What seems to be merely the effect of writ-
ing (subjugation) in fact reveals itself as the “primary function of written communication”
(Malabou & Derrida, 2004, p. 66).

Thus, the story from the jungle brings us back to Ranciere: the function of an expla-
nation precedes its meaning, determining it. In other words, any potential meaning of
the explanation is conditional upon its function. The turnaround made by the chieftain is,
undoubtedly, the result of a distortion of the original intention and swaying from the path
planned, an ejection from the guided trajectory, however, on the other hand, it is a con-
sistently “derived catastrophe” (Malabou & Derrida, 2004, p. 66), a transparent, or rather a
more transparent, introduction of a (counter-)order - a tribal order, as it were, as opposed
to the urban one — where wandering has also ceased, and travelling outside the familiar
scenery has come to an end, while the scene has been taken over by the ever domiciled
economy.

However, ultimately, if oration or writing have been designed to be obeyed, can an
attempt to analyse or discuss this be understood or assessed otherwise? Is not every ex-
planation - and even the one that explains the necessary and the necessarily malicious
affinity of explanation with subjugation - the establishment of that very same hierarchy
between the one who knows and the ignorant, wrapped in the rationalised gown of
metacriticism? — Deleuze’s answer to these questions that retaliate against the condem-
nation of the hierarchy and standardisation of knowledge, recommends to the reflection
of education something apparently lesser than the status it flattered itself with, however
something that may be the most difficult to do: withdrawal from the metaposition of a
privileged epistemic, mediating, and possessory subject, as well as distancing from the
entrepreneurial manner (Deleuze, 2010, p. 254), and deviating from any dominant mean-
ing — briefly, abandoning any “function” that determines the course, denying or reducing
other possibilities.

However, even if such a captivating re-orientation is accepted, the less principal
and concrete question remains: can a clear distinction be made in the education pro-
cess between the explanation which tends to undermine the hierarchy and redeem the
students from it, or the explanation which aims to introduce them to it and reinforce it?
- If there is any truth in Freire’s (Paulo Freire) observation that “The oppressors, who op-
press, exploit, and rape by virtue of their power, cannot find in this power the strength
to liberate either the oppressed or themselves”, and that the subjugated are the ones
who have to free them together with themselves (Freire, 2005, p. 44), then, the antidote
to domination in education, by analogy which does not presuppose a social revolution,
but something, perhaps, far more sophisticated, and certainly more profound, could or
should be sought not with the holder of this or that liberation (for a new subjugation,
a new order), but in the liberation of the “explanation” itself, in the liberation from the
very explanation, in a overturn where education itself precedes its function, thus being
constantly re-established, in the self-contained self-emancipation which does not need
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an instruction intoned from above regarding what emancipation by education should be
and the reason why it is being implemented.

After all, a suggestion of this kind need not be considered a particular novelty.
Already Goethe (Johann Wolfgang von Goethe) knew that every education - if it really
educate - is self-education (Baykan, 2013); a view that was to be insisted on later by the
entire Selbstbiludng tradition, a tradition which advocated this position. Namely, Goethe
argued that the German language (just like Serbian, among the few), “rightly uses the
word education [Bildung] to denote both what has been created, and the process of crea-
tion” (compare Gadamer, 1986, pp. 16-18; Dobrijevi¢ & Krsti¢, 2013; Krsti¢, 2021, p. 91). This
ambiguity makes it possible to shift the emphasis from the social enterprise to education
as “a matter of the individual, the conscious formation of one’s own life and assuming
control over it’, while the “secret source of strength within man, himself’, now that it has
become independent - faces up to all external impacts (Assmann, 2014, p. 328). The ear,
accustomed to the dictate of collective goals and personal “accomplishments” keeping
them in mind, now just like then, may hear this as scandalous advocacy. This is what it is,
after all. Namely, what it would like to suggest, and the suggestion is not minor at all, is
that, perhaps, it would be advisable to put the verbs associated with education into their
continuous form, perceiving them as continuous actions: therefore, accomplishing, rather
than a defined accomplishment, or one that leads to the stillness and finality of definitive-
ness”; forming, rather than formation, and educating, rather than education, or the illu-
sion of supercilious educatedness.
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The existing empirical subject matter testifies to a significant correlation between life satisfaction
and positive future expectations among high school students. However, there is a lack of research
situating more concretely the role of satisfaction with various aspects of life in relation to positive future ex-
pectations. Hence, this research focuses on the importance of satisfaction with various aspects of life among
Belgrade high school students for their positive future expectations, with a particular emphasis on examining
the role of school satisfaction. This research was conducted during the second semester of the 2021/22 aca-
demic year, on a sample of 215 Belgrade high school students. The results indicate that satisfaction with dif-
ferent aspects of life and satisfaction with life in general, have significant positive correlations with positive
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future expectations. Positive future expectations have the strongest correlation with self-satisfaction, while
their lowest correlation is with school satisfaction. Despite its weak correlation with positive future expecta-
tions, satisfaction with school has proven to be a significant moderator of the strongest relationship identified
- self-satisfaction and positive future expectations. In other words, the findings reached in this research point
to the conclusion that activities planned in the context of the development of school satisfaction can com-
pensate for the negative impact of self-satisfaction, prompting more positive future expectations. Considering
that empirical endeavours so far have focused mostly on identifying a link with positive developmental
outcomes, this research can serve as a starting point for a more detailed understanding of the mechanisms
for encouraging positive future expectations among high school students.
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Introduction

By definition, subjective well-being represents a high level of positive affect and a
low level of negative affect, along with a high level of life satisfaction (Deci & Ryan, 2008).
This concept is used synonymously with the concept of ‘happiness, where maximizing of
personal well-being is regarded as maximizing personal happiness (Deci & Ryan, 2008). The
literature points to two basic orientations in well-being - hedonic (the pursuit of pleasure
and satisfaction) and eudaimonic (orientation towards personal development and sense in
life) (Huta & Ryan, 2010; Peterson et al., 2005; Ryan & Deci, 2001). Hedonic aspects of well-
being are related to short-term needs of adolescents, while eudaimonic aspects are related
to long-term goals. Hedonic motives refer to our recognizing what currently makes us feel
good, while eudaimonic intentions refer to what is right or what needs to be done (Huta,
2015). The results of the research suggest that optimal functioning requires a balance be-
tween these aspects. It can be said that the theory about the mutual complementarity of
these two aspects of well-being that make up total happiness (Huta & Ryan, 2010; Peterson
et al,, 2005) has been shaken in recent years (Gentzler et al., 2021). Even though hedonic
and eudaimonic motives have a positive mutual correlation, the authors consider that
their previously perceived complementary relationship is overemphasised, suggesting
that they should rather be considered independent concepts (Gentzler et al., 2021; Mise
& Busseri, 2000). Research results indicate that hedonic motives are associated with both
positive (less depression and better social skills) and negative outcomes (less empathy and
self-control), while eudaimonic motives are associated only with positive outcomes (e.g.
greater satisfaction, empathy, better peer relationships) (Gentzler et al., 2021). Eudaimonia
is recognised as the most lasting path to happiness (Schueller & Seligman, 2010). However,
only a few research works have focused on the connection between students’ subjective
well-being and eudaimonic aspects in the educational context (Chen & Zeng, 2022).

In accordance with the eudaimonic orientation of well-being, people have a need
to make their lives meaningful and to keep them under control, time being an important
tool helping them in this regard (Eryilmaz, 2011). Current studies on time focus mostly
on the future time frame. Orientation towards the future can be either positive or nega-
tive. Positive orientation towards the future has been examined by means of various con-
structs, such as positive future expectations, optimism, hope, etc. One group of authors
uses the mentioned terms synonymously (Zou et al., 2022), while another group highlight
the differences between them (Snyder et al., 1991). From the perspective of the objectives
of this paper, the differences in the conceptualisation of the aforementioned terms are
not particularly significant, and ‘positive future expectations’ will be used in this paper as
a dominant coin to denote a positive orientation towards the future, even if the authors
used the terms ‘optimism’and/or ‘hope’in their original papers.

Theoretical Foundations of the Research

Life satisfaction has been recognised as an important aspect of the positive de-
velopment of young people, and therefore, it deserves significant attention in scientific
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discourse. It is defined as an overall positive evaluation of one’s life (Caprara et al., 2010),
and is recognised as a cognitive component of subjective well-being that plays an im-
portant role in positive development as an indicator, predictor, mediator/moderator
and outcome (Park, 2004). The multidimensionality of the concept of life satisfaction has
been supported both theoretically and empirically (Cecen, 2021). In reference to this, life
satisfaction is also conceptualised as a cognitive evaluation resulting from the process
of comparison with internally formed criteria about the positivity of an individual’s life
as a whole, or in different domains, such as work, school, family, self, friends, social life,
physical appearance and environment (Cecen, 2021). Certain authors (Alfonso et al., 1996)
measure life satisfaction using several domains, such as satisfaction with one’s physical
appearance, family, work, relationships, sexual life, school, social life, and self, while oth-
ers (Gilman & Huebner, 2003; Huebner, 1994) apply five domains: school, friends, family,
neighbourhood, and self. Studies of life satisfaction are governed by a perspective em-
phasising healthy and positive aspects of development in different phases of the life cy-
cle (Coelho & Dell’Aglio, 2019), as a result of which literature includes a large number of
studies on the effect of life satisfaction on the positive development and well-being of an
individual. While low life satisfaction is associated with psychological, interpersonal, and
behavioural problems, high life satisfaction is associated with good adaptation and opti-
mal mental health in young people (Park, 2004).

Future expectations are cognitive maps which include individuals’ priorities, ideas,
and concerns regarding the future (Simsek, 2012). As opposed to adults, adolescents
question their own future and the future of society more often (Valle et al., 2006). Future
expectations are considered to be one of the most important concepts in adolescence
(Simsek, 2012), and they are often the focus of studies because of their influence on posi-
tive affect (Sheldon & Lyubomirsky, 2006), important long-term plans for the future, in-
cluding higher education, work opportunities, social and emotional adjustment at school,
and assessment of personal competence (Boman et al., 2009; Seginer, 2000, as cited in
Dutra-Thomé et al., 2015). They can be positive or negative. Positive future expectancies
are conceptualised as the degree to which an individual anticipates achieving specific
positive results or skills in the future (Wyman et al., 1993). Positive future expectations can
facilitate optimal development and successful transition to adulthood, while negative fu-
ture expectations are associated with less favourable outcomes (Stoddard & Pierce, 2015).
In addition to this, the results support the idea that positive future expectations serve
as psychological strength in adolescence, that is, adolescents who have reported more
positive future expectations seem to be less at risk of experiencing an increase in inter-
nalised behaviour problems and a decrease in life satisfaction when faced with negative
life events (Valle et al., 2006). Although it has been recognised that the development of
personal future expectations is closely related to the dynamics of one’s relationships with
significant others, school is often overlooked as a context of significance (lovu et al., 2018).

Empirical findings so far testify to the association between life satisfaction and posi-
tive future expectations (Extremera et al., 2007; Pavicevi¢, 2020; Suldo et al., 2009). Howev-
er, there is a lack of more detailed research of the role of satisfaction with different aspects
of life in positive future expectations in students.
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Research Methodology

Objective

The aim of this paper is to analyse the significance of different domains of life sat-
isfaction among Belgrade high school students, in respect of their positive future expec-
tations, with a special emphasis on examining the role of school satisfaction. More pre-
cisely, we shall try to answer to what extent the students’ perception of life satisfaction is
related to their positive future expectations; which domain of students'’ life satisfaction is
associated most strongly with their positive future expectations; and whether students’
school satisfaction is a significant moderator of that correlation. We have decided to ex-
amine the specific role of school satisfaction, considering that school is one of the most
important factors affecting the positive perception of the future among students (Belt-
ekin & Kuyulu, 2020), however, also taking into account the importance of the sphere
of education for students’ overall development, as well as the possibility of stimulating
the development of positive future expectations among students by applying various
interventions.

Procedure and Sample

The research was performed in the second semester of the academic 2021/22, using
a survey questionnaire based on close-ended questions. The research sample consisted
of 215 Belgrade high school students (65.1% were girls), aged between 14 and 18 years
(M=16.41;SD=1.01).

Instruments

In assessing life satisfaction, we used The Multidimensional Students’ Life Satisfaction
Scale (Huebner, 1994). This instrument consists of 40 items altogether that respondents
had to reply to by selecting the appropriate answers on a six-point Likert-type scale (from
1 - Strongly Disagree to 6 - Strongly Agree). The scale measures students’ well-being in
five domains: family, friends, school, neighbourhood, and self. In our research, measuring
the life satisfaction scale involved 39 items (the item ‘l feel bad at school’ was dropped),
and its reliability was a = .90. Statements in the Family domain refer to satisfaction with
family relationships (for instance, ‘l like spending time at home with my family’). This do-
main was measured by means of a seven-item scale, the reliability of which was high
(a = .91). The Friends domain was assessed by means of a nine-item scale (e.g. ‘l have
a lot of fun when I'm with my friends’), and Krombach'’s alpha for this scale was a = .82.
The School domain implies satisfaction with school life (e.g.’l look forward to going to
school’). Satisfaction with school in this study was assessed using six items, with subscale
reliability equalling a = .85. Questions in the Neighbourhood domain include the per-
ception of the attitude towards the environment/neighbourhood (e.g. ‘There are a lot
of amusing things in the neighbourhood | live in’). Satisfaction with the neighbourhood
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was measured by means of eight items and the reliability of the scale was a = .83. The
Self-satisfaction domain refers to an individual’s personal opinion of him/herself or his/
her perception of what other people think of him/her (e.g. ‘The majority of people like
me’). In this study, self-satisfaction was measured by applying a composite scale based
on six items, the reliability of the scale being a = .84.

Students’ positive future expectations were measured using the Positive Future Ex-
pectation Scale (Imamoglu, 2001). The instrument comprises five items that respondents
have to evaluate on a five-point Likert-type scale (e.g.’l am optimistic about my future;’|
believe that sooner or later | shall accomplish my goals; ‘Despite the obstacles, | am opti-
mistic about my future’). In this research, positive future expectations were measured by
means of four items, and the reliability of the scale was a = .86 (the item ‘l am a bit pes-
simistic about my future’ was excluded).

Data Processing

The data were processed by applying the methods of descriptive and inferential sta-
tistics. The Pearson correlation coefficient was used in examining the correlation between
life satisfaction and positive future expectations. In examining the moderating impact
of school satisfaction, a simple moderation design was used, where self-satisfaction, as
the strongest correlate of positive future expectations, was assigned as an independent
variable, satisfaction with school as a moderator, and positive future expectations as a
dependent variable (Graph 1). SPSS software and Hayes' Process macro (Hayes, 2017) were
used for statistical analysis.

Graph 1
Simple moderation design

School
satisfaction

Positive future
expectations

Self-satisfaction
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Research Results

Table 1 shows the mean values on the scales for assessing life satisfaction and posi-
tive future expectations among students.

On the basis of the presented results, it is evident that the students from the sample
are satisfied with various aspects of life and life in general, and that they have very posi-
tive future expectations (Table 1). The highest scores were obtained for satisfaction with
friends, and the lowest for satisfaction with school.

Table 1
Satisfaction with different aspects of life and positive future expectations among the students
Min Max M SD

Family satisfaction 1.29 6 4.69 1.14
Friendship satisfaction 222 6 522 71
School satisfaction 1 6 321 1.14
Neighbourhood satisfaction 1 6 427 1.12
Self-satisfaction 1 6 4.74 97
General life satisfaction 138 579 445 64
Positive future expectations 1 5 42 8

The results of the correlation analysis indicate that satisfaction with different life
aspects and satisfaction with life in general have significant positive relationships with
positive future expectations (Table 2). Positive future expectations have the strongest cor-
relation with self-satisfaction, while the weakest one has been identified in relation to
school satisfaction.

Table 2
Correlation between satisfaction with different aspects of life and positive future
expectations among students

FS FRS SS NS SLS GLS

PFE 35% J6* 5% 23% 1% 417

Note: FS — family satisfaction; FRS - friendship satisfaction; SS — school satisfaction; NS — neighbourhood
satisfaction; SLS - self-satisfaction; GLS — general life satisfaction; PFE — positive future expectations.
**significant at the level of < 0.01
*significant at the level of < 0.05
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In order to research the significance of school satisfaction in greater detail, we
analysed whether satisfaction with school experience, despite its weak association with
positive future expectations, can impact the strongest relationship identified, i.e., the
relationship between self-satisfaction and positive future expectations. In researching this
we used the hierarchical multiple regression analysis. In the first step, two variables were
included in the model: self-satisfaction and school satisfaction. These variables proved
to account for more than 37% of positive future expectations among students (R? = .376,
F(2,202) = 60,839, p <.01). In the next step, a variable was added to the regression model,
representing the interaction between self-satisfaction and school satisfaction, which
contributed to an increase in the overall explained variance (AR2 =.016, AF(1,201) = 5.439,
p < .05 b=-1.36,t201)=-2.332, p <.01), which prompts us to examine in greater detail
the way in which school satisfaction moderates the relationship between self-satisfaction
and positive future expectations. Although self-satisfaction has a significantly positive
effect on positive future expectations at each level of school satisfaction, it is evident
that at higher levels of school satisfaction, self-satisfaction has a weaker effect on positive
future expectations among students (Table 3).

Table 3

The influence of self-satisfaction on optimism at different levels

of school satisfaction
School satisfaction Effect Se T P LLC uLa
Low 7 069 10.194 <01 565 836
Medium 565 059 9.554 <01 449 682
High 43 095 4542 <01 244 617

The interaction diagram shows the way in which school satisfaction moderates
the relationship between self-satisfaction and positive future expectations (Graph
2). Furthermore, it shows that students with high self-satisfaction, have a high level of
positive future expectations regardless of their school satisfaction (their positive future
expectations are even slightly higher in the context of low school satisfaction), whereas in
students with low self-satisfaction, school satisfaction is crucial for at least a partial rise in
their positive future expectations.
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Graph 2
Diagram representing the interaction of positive future expectations and school satisfaction
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Discussion

The research was conducted with the aim of answering whether and to what extent
the students’ perception of their satisfaction with life is related to their positive future ex-
pectations, which domain of students’ life satisfaction has the strongest correlation with
their positive future expectations, and whether students’ school satisfaction is a signifi-
cant moderator of that correlation.

The research findings corroborate previous research results pointing to a relatively
high level of life satisfaction in general (Huebner et al., 2000) and to an optimum level of
satisfaction with different life aspects (family, friends, self, school, and the living environ-
ment) among highs school students (Huebner et al., 2005). Adolescents who are very sat-
isfied with their lives, exhibit more positive functioning in the domains of intrapersonal,
interpersonal and school functioning (Gilman & Huebner, 2003). In general, as the level
of satisfaction in individuals rises, they find it easier to move on in life with more positive
emotions and interactions in the environment (Thoilliez, 2011). Students express a very
high degree of satisfaction in reference to friendship relations, while being less satisfied
with their experiences at school. The expressed satisfaction with friendship relations has
been expected, considering that the adolescent period is characterised by a shift in the
focus from relationships with parents and one’s primary family to relationships in the
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peer group, which provides them with the opportunity to explore their own autonomy
and independence in thinking and acting (Leung et al., 2004). In addition to this, the
findings that school experiences provide least satisfaction, are consistent with results in
earlier research (Huebner et al., 2000). Likewise, in a national-level research (N = 1,121)
(Popadic et al., 2019), 51% of high school students stated that their daily life at school
was difficult and stressful to a certain extent, while it was easy and not particularly stress-
ful for 32% of students. Considering that school satisfaction is considered an indicator
of positive school adjustment (Baker et al., 2003), and an indicator of well-being in the
school environment (Baker & Maupin, 2009), such findings may be worrying. The lowest
degree of school satisfaction may be due to cultural reasons, considering that previous
research has shown that students in collectivistically oriented societies are more satisfied
with school than in individualistic ones (Park & Huebner, 2005). The research in Serbia
shows that some of the collectivist value orientations among high school students, such
as patriarchy or nationalism, are on the decline, being lower than in the general popula-
tion (Radoman, 2019).

Furthermore, the results obtained regarding positive future expectations ex-
pressed by students correspond to the findings in the aforementioned national-level
research (Popadic et al., 2019), suggesting that young people are generally optimistic
about their future irrespective of the institutions and the society, 78% of them being
convinced that things will be better. The significance of positive future expectations
is reflected in the fact that many health promotion and risk prevention strategies are
focused exactly on the beliefs of the young about the future and their ability to plan for
it (Johnson et al., 2014). An overview of the research done so far on the importance of
positive future expectations points, on the one hand, to a positive correlation with per-
ceived personal competence, self-esteem, focus on success and problem solving, per-
ception of purpose, school and social competence, problem-solving abilities, academic
achievement, academic satisfaction and, on the other hand, to a negative association
with depression symptoms, internalised and externalised problems, indicators of psy-
chological stress and maladjustment to school (Lopez et al., 2009). Building one’s posi-
tive future expectations is closely related to high self-esteem and the use of effective
mechanisms for coping with stress (Karaca et al., 2016). Moreover, positive future expec-
tations should serve as a‘buffer zone’ (i.e. a moderator) when adolescents are faced with
stressful life events (Valle et al., 2006).

Further analysis of the results obtained revealed that satisfaction with different
aspects of life and life in general also boosts students’ positive future expectations.
Such findings correspond to those in earlier research (Extremera et al., 2007; Koca, 2020;
Suldo et al., 2009). For instance, the results of a correlation study conducted on a sam-
ple of 367 Portuguese high school students indicate that positive future expectations
have a positive correlation with one’s perception of personal competence and self-
esteem, as well as with global satisfaction with life, academic satisfaction, and mental
health (Chang, 1998, as cited in Lopez et al., 2009; Marques et al., 2007, as cited in Lopez
et al., 2009). Adolescents who reported positive future expectations, also reported a
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higher level of global life satisfaction one year later, even after a reassessment of the
initial level of life satisfaction (Valle et al., 2006). This research also shows that positive
future expectations have the strongest correlation with self-esteem. Such findings are
not surprising given the fact that certain authors identify self-satisfaction as a prereq-
uisite for an individual’s well-being (Ryff & Singer, 2013) and positive future expecta-
tions (Eryilmaz, 2011). Likewise, earlier empirical findings (Pinquart et al., 2004) provide
evidence that belief in one’s self-efficiency is positively associated with positive future
expectations. It is interesting to note that, in this research, positive future expectations
have the weakest correlation with school satisfaction. In one aspect, the weak correla-
tion between positive future expectations and school satisfaction among high school
students can be explained by the views and the visions that young people have in the
Serbian society, who are optimistic about their future, however, expressing less satis-
faction with the functioning of the institutions and the system (also evident from the
data that 35% of high school students have a strong, or a very strong desire to emigrate
from Serbia) (Popadic et al., 2019). Also, observations made by authors who studied ad-
olescents’ life satisfaction and relevant outcomes in ecological development systems,
point to the fact that, even though the context (school, in this case) is very important
for young people’s satisfaction and development, a much more direct relationship is
established with the family and peers (lovu et al., 2018). Finally, we cannot disregard
the context in which the data were collected (the period of re-opening the schools
after distance learning) which might have caused a change in the students’ perception
of the school. Research regarding the teachers’ perception after the re-opening of the
schools provides answers highlighting the need for re-establishing relations with stu-
dents, parents, and colleagues (Kim et al., 2021). After the schools were re-opened, local
school teachers noticed that students showed weaker commitment to school, as well
as numerous emotional problems in comparison to the period before the pandemic
(Popovi¢-Citi¢ et al.,, 2021).

Finally, this research shows that, despite the lower correlation coefficient with
positive future expectations, school satisfaction has a moderating role in the relation-
ship between self-satisfaction and positive future expectations. In other words, school
satisfaction can reduce the negative impact of students’ low self-satisfaction on their
positive future expectations. Such findings reaffirm the significant effect of school ex-
periences on students’ emotional and social development (Mok, 2006, as cited in Suldo
et al., 2008). Adolescents’ future expectations are prevalently related to their profes-
sional orientation (Yavuzer et al.,, 2005, as cited in Tan & Ergiin, 2021). Since one’s fu-
ture profession depends mainly on education, perception of school satisfaction has a
clear role in creating future expectations, particularly where individuals are dissatisfied
with themselves. Also, available studies associating positive future expectations among
the young with numerous aspects of school climate, point to a series of significant fac-
tors. For instance, a sample of 58 high schools in Maryland, has shown that adolescents
who experience the school environment as emotionally supportive, and as having clear
behaviour rules, as well as encouraging inclusion of parents, also have more positive
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future expectations (Lindstrom et al., 2016). Furthermore, the hypothesis about the
school climate in general, having stronger effects on positive future expectations among
at-risk student population, has been corroborated in part (Lindstrom et al., 2016). Such
and similar data undoubtedly imply the significance of the role of school in develop-
ing positive future expectations, which are considered one of the most significant con-
structs in the period of adolescence.

Conclusion

On the basis of the results of the research performed, it can be concluded that sat-
isfaction with different life aspects and satisfaction with life in general are significant cor-
relates of positive future expectations, the latter having the strongest correlation with
self-satisfaction, and the weakest with satisfaction with school experiences. In the con-
text of enriching the current body of knowledge of this topic, the findings that school
satisfaction has the role of a moderator of the relationship between self-satisfaction (as
the strongest correlate) and positive future expectations in high school students, are of
particular significance.

In other words, the findings reached in this research point to the conclusion that the
activities planned in the context of developing school satisfaction, students’ emotional
engagement, or the sense of belonging to the school, can mitigate the negative effect
of self-esteem or low self-assessment, and prompt positive future expectations. For this
reason, school satisfaction has been identified as a conducive area for applying different
interventions that can stimulate the creation of positive future expectations.

On the basis of the findings that social climate in the classroom has the strongest
effect on school satisfaction (Baker, 1998), as well as that educational practices oriented
towards developing students’relationship with teachers and peers, creating a positive so-
cial environment, and developing self-regulation and a sense of autonomy, contribute
to increasing school satisfaction, it can be inferred that these are exactly the educational
aspects by way of which an impact can be made on the development of positive future
expectations and enjoying the benefits they bring along.

In view of the limitations of the research (for instance, the small size of the relevant
sample, the impossibility of generalisation of the results reached, the acquisition of data
based exclusively on students’ self-appraisal, etc.), it can serve as the starting point for
researchers in the context of their further examinations of the factors that directly or in-
directly encourage positive future expectations in high school students. In this sense, a
study should be conducted into the significance of different characteristics of teaching
practices and the school environment (such as the teaching methods applied, students’
autonomy in the learning process, school climate, and the like), which were not in the fo-
cus of the present research. Apart from verifying our findings on a representative sample
or examining other potential factors that may encourage positive expectations, it would
be useful to examine this field also by a different methodology, i.e., a methodology that
would enable the identification of the meanings attributed to the concepts analysed,
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by the protagonists, themselves (both students and teachers). Despite the fact that the
aforementioned benefits of students’ positive future expectations merit the attention of
researchers, it seems that the mechanisms by which this significant eudaimonic engage-
ment predictor can be developed, have yet to be examined.
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The space of the kindergarten is an integral part of the pre-school education programme, in
view of the fact that the manner in which the space is structured and used, also reflects the
conceptional fundaments of the programme. In this paper, we have strived to explore the relations of
power that shape the physical environment of the kindergarten, being also visible in the structure of the
kindergarten and the way its communal spaces (halls and corridors) are used. In our research, we have
proceeded from Foucault’s concept of heterotopia, in order to gain a profound understanding of the
contradictions and the tension existing in the practice of the kindergarten, which are manifested in the
space physically. The research was conducted in a public kindergarten in Belgrade, with the participation
of a nurse-educator and an expert associate-pedagogue in the process of analysing the space, which was
performed by a walk-along interview tour of the kindergarten. The experience of the participants in the
research indicates that heterotopias within the kindergarten emerge from the attempt to transform the
practice from the one based on hierarchical relations of power, to a practice based on the sharing of power,
as well as highlighting that creating ‘other places’ in the kindergarten contributes to changing the way
the educators, the children, and their families are involved in the utilisation of the communal spaces within
the kindergarten.

Abstract

Keywords: kindergarten space, Michel Foucault, heterotopia, relations of power, walk-along interview.

Introduction

In defining the theoretical scope of the research, our point of departure was Fou-
cault’s concept of the relationship between knowledge and power (Foucault, 2012). Fou-
cault did not explicitly polemicise about these issues in the context of early childhood
education, however, applying his understanding of power, he endeavored to clarify how
power and knowledge are constituted in society and how the society is shaped by them,
the way they pervade each other from the institution to the individual through a complex
network of relations, and how they are manifested, among the rest, in their physical, i.e.
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spatial form. Foucault explored the relations of power with regard to real, internal spaces,
arguing that we do not live in a kind of vacuum, in a space where persons can be clearly
distinguished from objects, but‘rather, within a set of relations that define positions which
cannot be mutually subsumed’ (Foucault, 2005, p. 31).

Before we delve into the research of the physical manifestations of the relations of
power in the kindergarten, it is necessary to make a distinction between the concepts of
space and place. In this paper, space is perceived as a physical environment, a ‘structure
of the world, three-dimensional environment comprised of objects and events taking a
relative position and direction’ (Harrison & Dourish, 1996, p. 2). A place represents a‘space
which is valued’ (Harrison & Dourish, 1996, p. 2), a semantic space ‘shaped by human ac-
tivity, relations, emotions, events, and memories relating to it’ (Nairn & Kraftl, 2016, p. 5)
pervaded by ‘fluidity and embodied power relations’ (Jobb, 2019, p. 214).

In exploring the organisation of space as a physical environment within the kinder-
garten, it is possible to identify places within it ‘that have the unusual feature of abolish-
ing, disempowering, or reversing the set of relationships shaped by themselves’ (Foucault,
2005, p. 31), which are mirrored in them. He divides these places into two types: utopias
and heterotopias.

The concept of ‘utopia’ originates from the Greek words eu meaning good, and to-
pos meaning ‘place; as well as from the words ou and topos meaning ‘non-place, i.e. non-
existent place’ (Mihajlovi¢, 2016, p. 21). Utopias are not real places, ‘they are the reflection
of a society which has attained perfection, or, nonetheless, the reverse of the society, and
therefore, utopias are spaces which are essentially unreal’ (Foucault, 2005, p. 31).

Heterotopias are real, material places, the outlines of which can be discerned in any
institution of the society, and they are a specific opposite of utopias. The word ‘hetero-
topia’is of Greek origin, and it includes the word heteros, meaning ‘other; ‘different; and
the word topos meaning ‘place; the two coined together denoting ‘other place, or a place
of otherness’ (Wood, 2020, p. 167). Heterotopia, therefore, represents other places which
comprise what we describe as physical space, as well as representing the social and cultur-
al space contained in the physical space, and at the same time shaping the physical space.
Heterotopia is, concurrently, both real, in the sense of a physical space that is to be ex-
plored, and absolutely unreal, because, even though it reflects the society within which it
exists, it functions according to its own rules defining (among the rest) who can enter the
space and in which manner, what is (un)acceptable in that space, as well as what practices
can be developed within it. This means that heterotopias are constituted by a network of
relations of power, both within the space, and within the relationships between the space
and the society where the heterotopia is situated (Ulla, 2017). From the perspective of het-
erotopias, space acquires a decisive role in exploring how the society functions, because it
has the capacity of ‘integrating all the possible contents of a certain culture and present-
ing the relations of power in their condensed form’ (Prodanovic i Krsti¢, 2012, p. 426).

Foucault, himself, stressed that there may be a‘specific mixed experience’in relation
to utopias and heterotopias, which he described using the ‘mirror metaphor’(Foucault,
2005, p. 32). According to him, a mirror is a type of utopia, because what we can seein it,
is our own reflection in an unreal space, one that does not exist. Creating a reflection as
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something immaterial is, ‘analogous to utopia, while the materiality of the mirror itself,
points to the heterotopia as being a form of materialised utopia’ (Mihajlovi¢, 2016, p. 48).
Thus, heterotopias are places outsides any other place, ‘other places’ (Foucault, 2005, p. 32)
which can, nevertheless, be localised.

Heterotopias are ‘counter-spaces created by adults’- real places situated outside any
other space, predestined to erase, neutralise, compensate for, or purify the spaces they
are opposed to’ (Boyer, 2008, p. 53). In a radio programme in 1966, apart from discussing
utopias and heterotopias, Foucault also referred to ‘localised utopias which are close and
well-known to children’ (Boyer, 2008. p. 53). Localised utopias ‘are at the far end of the
garden, on the attic, or in the large parents’ bed, where the child can discover an ocean
swimming inbetween the sheets, or moreover, the bed can become a forest where the
child hides waiting for its parents to return’ (Boyer, 2008, p. 53). We can conclude that lo-
calised utopias emerge in children’s play where, even though the ‘real physical and social
world does not vanish, its presence is expressed in a different form’ (Krnjaja, 2010, p. 266),
by creating ‘imaginary spaces as a parallel reality that can become everyday reality over
time’ (Krnjaja, 2010, p. 266).

The space of the kindergarten represents a visible statement about the values pro-
moted by the educators (Otto, 2005; Tarr, 2001; 2004), and everything within it, as well
as the way in which it is structured, reflects the theoretical-value framework underlying
the development of the training-educational practice. In our research, we have addressed
the space of the kindergarten in accordance with the conceptual fundaments of the Pre-
school Curriculum Framework The Years of Ascent (The Curriculum Framework, 2018), in
the context of its ‘physical, social, and symbolical meaning’ (Pavlovi¢ Beneselovi¢ i sar.,
2022, p. 10). The kindergarten has been viewed as a space of a ‘democratic practice of
the community, which takes into account the community, the family and the children’
(The Curriculum Framework, 2018, p. 10). Such a practice is neither repressive, nor based
on a hierarchical distribution of power, but rather, ‘responsive, based on the sharing of
power’ (The Curriculum Framework, 2018, p. 10). Hence, the physical manifestations of
the relations of power shaping the practice in the kindergarten can be identified in the
physical environment of the kindergarten. Exploring the kindergarten space as a hetero-
topia provides an opportunity for deconstructing the interaction that the children and the
adults have in the spaces within the kindergarten and with such spaces (Jones et al., 2012,
as cited in Shaw, 2017), as well as for understanding the relations of power prevailing in
these spaces, and shaping them.

The Kindergarten as the‘Other Space’

In his paper Of Other Spaces, Foucault (2005) presents the principles based on which
heterotopias can be identified and described. Each of the principles in the description of
the concept of heterotopias, can be observed in the context of the physical environment
of the kindergarten as an institutional form of pre-school education.

In the first principle it is said that no culture in the world is deprived of heterotopias,
however, heterotopias take on different forms, and therefore, they do not have a universal
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form. Foucault emphasises two general types of heterotopia: crisis heterotopias and devia-
tion heterotopias (Foucault, 2005). Crisis heterotopias are reserved for persons in a state of
crisis, i.e. a state different from the one considered normal in society, however, at present,
the forms in which they existed in the past have been disappearing (Foucault gives the ex-
ample of a college from the 19% century, or military training for boys), being substituted by
heterotopias of deviation. These kinds of heterotopias are ‘inhabited’ by individuals whose
behaviour deviates from the general average, or the prescribed norm. Kindergartens can
be perceived as places on the dividing line between crisis and deviation heterotopias,
considering that they are places where a distinction is made between public and family
upbringing, most often for the first time, as well as because of the characteristics of the pre-
school age group. Pre-school age stands out as unparalleled and unique, the only period
in life ‘offering so many open possibilities, when an individual devotes so much energy,
tenaciousness, and enthusiasm in mastering and developing complex capacities that will
determine his/her future abilities, personality, and the success with which the individual
will function in his/her further life’ (The Curriculum Framework, 2018, p. 3). In relation to
the context of family upbringing, the kindergarten is a specific kind of ‘social practice’ (Fou-
cault, 1998, as cited in Miskeljin, 2022, p. 28), which cannot be separated from the broader
social context (Miskeljin, 2012). Nevertheless, in reference to family upbringing, the kinder-
garten is a‘place of otherness; because, irrespective of theoretical-value frameworks form-
ing the basis for the development of its practice, it is indisputable that the kindergarten
provides children with a different experience of life compared to the family surroundings.

The second principle implies the heterogeneity of heterotopias, themselves, i.e. the
possibility for a society to be able to adopt new heterotopic structures in the course of his-
tory, and that ‘any heterotopia has a clear and defined function within the society, while
one same heterotopia, depending on the synchronicity of the culture where it is situated,
can have different functions’ (Foucault, 2005, p. 33). In accordance with this principle -
nurturing, training and education of pre-school children have changed their forms and
modes of manifestation throughout history. The very term kindergarten is inconsistent,
as a result of which, ‘this place has had different names in different cultures and differ-
ent time periods. In our country, it was first called zabaviste (play space), then obdaniste
- day-care institution, and finally deciji vrti¢ (children’s garden) based on the term ‘kinder-
garten’ which was introduced by the creator of the first kindergartens, Friedrich Froebel
(Miskeljin, 2012, p. 17). Thus, the growing up of children throughout history has become
a social issue, while pre-school education has been organised and regulated in a systemic
manner, and hence, today, apart from the contribution that the family provides to the
development and learning of the pre-school child, the kindergarten also has a major role
for the children attending it.

The third principle refers to the capacity of heterotopias for incorporating sev-
eral different places at one single, real place, which can even be incompatible (Foucault,
2005). Some authors have discussed this principle through the example of juxtaposition
(Mihajlovi¢, 2016; Shaw, 2017) — the existence of different places side by side, one alongside
the other, or next to the other — a plurality of contents pointing to a multitude of contra-
dictory characteristics of these different places. In contrast to the utopia, which represents
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the unity of ideas, values, beliefs, and visions about the future, heterotopias incorporate
real places where different thinking, ideas, and values are confronted. Juxtapositions in the
kindergarten are to be found in the discontinuities in the availability of different places in
the kindergarten for children and adults, in the split between play and learning, as well as
in the relations between adults and children based on a hierarchical distribution of power,
the inconsistency between the family context and that of the kindergarten, etc.

The fourth principle discusses the relationship between heterotopia and time. On
the one hand, there are heterotopias of time accumulated in the infinity, such as muse-
ums, while on the other, there are temporal heterotopias in the context of time, such as,
for instance, festivities (Foucault, 2005). This principle points out that time in heterotopias
does not run in the same manner like the generally accepted flux of time. In the kindergar-
ten, adults and children share the same time, but the way they perceive it greatly differs
(Ulla, 2017). In contemporary culture, adults more often have a linear experience of time,
being guided by the clock as a time reference. For children, time runs cyclically, without
any physical determinants in the form of clocks. Conversely, children interpret time by
what they feel, see, hear, and experience (Malakpa, 2007) at a ‘moment of time’ (Goble,
2020, p. 181) embodied in the events that have a certain sense and meaning to them.

In the fifth principle, it is emphasised that heterotopias presuppose ‘always a system of
opening and closing that excludes them at the same time as making them penetrable’ (Fou-
cault, 2005, p. 35). Heterotopias, as highlighted by Foucault, feature a strange form of exclusion,
because, even where everyone can enter a heterotopia, this is an illusion, because ‘you believe
that you have entered, however, the instant you enter, you are excluded’ (Foucault, 2005, p.
35). Kindergartens also function according to the system of opening and closing, because not
only do they have their working hours, but they also, most often, have clearly defined rules
regarding who can enter the kindergarten and when, the method of separating and group-
ing children within the framework of their age groups, as well as which spaces are available
or non-available for children during their stay in it. Just like Foucault observed, that inclusion
is only an illusion, this principle is being manifested in the kindergarten by the examples of
inclusion of the families. They may enter the kindergarten, but only in the spaces designated
as available for them (most often, children’s dressing rooms, halls and corridors leading to the
group where their children are staying) and only at a certain time during the day.

The sixth principle defining heterotopias refers to their function of creating an illu-
sory space, an illusion, but of such a kind that it ‘exposes the entire illusion of the real world’
(Foucault, 2005, p. 35) or, moreover, creates a different real space which is perfectly or-
derly and well arranged, that Foucault named heterotopia of compensation. Kindergartens
can also represent heterotopias of illusion, as well as heterotopias of compensation. Het-
erotopias of illusion have a tendency to filter external realities that may be messy and im-
perfect in comparison to our visions of the kind of childhood, education and training, and
kindergarten practice we desire to have. Kindergartens become heterotopias of compen-
sation when they strive to perfect the space through the organisation of time and space, as
well as through the professionalisation of the practice in such a manner that professionals
in the kindergarten provide the children with the opportunity of having different experi-
ences in relation to those of the children who do not go to the kindergarten (Shaw, 2017).
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Methodological Framework

The question which was our point of departure in this research referred to gaining
an insight into the relations of power that shape the physical environment of the kinder-
garten, on the basis of the principle of heterotopias that manifest themselves in the space.
In order to answer the question, we have explored how the space mirrors the relations of
power ‘prevailing’in the kindergarten, searching for the meaning reflected by the space in
its physical manifestations and in the written and unwritten rules regarding the possibili-
ties of using the space.

The research has been conducted by a walk-along interview (Franklin Phipps & Glea-
son, 2019; Lynch & Mannion, 2016), as a research method that enables the researcher
to ‘observe spatial practices in situ’ while walking with the participants in the research
through the places they are jointly researching ‘thus also having an access to the experi-
ences and interpretations of the participants in the research’ (Kusenbach, 2003, p. 463).
The walk-along interview makes visible the complex network of relations of power in the
space, enabling the researcher to ‘correspond with the course of events in the space, col-
lecting data in a participatory manner’ (Lynch & Mannion, 2016, p. 335).

Within the framework of the walk-along interview, the researcher, passing through
the spaces of the kindergarten with the participants, discussed with them their observa-
tions and experiences in the space. The interview was semi-structured designed to provide
as little guidance to the participants as possible, so their accounts could preserve the au-
thentic experiences and perceptions they gained in the course of restructuring the space
in the kindergarten. The researcher asked additional questions to understand more pro-
foundly the experiences the participants had in creating the ‘other places’ in the kinder-
garten, as well as those referring to the relations of power that could be identified in them.

The research was conducted in a public kindergarten situated on the outskirts of the
City of Belgrade, in a building designed for nursery-age children (1 to 3 years of age), how-
ever, a facility also including two groups of kindergarten-age children (3 to 4 years of age).
The research involved a nurse-educator (who was also the manager of the facility), and an
expert associate-pedagogue. In the overview of the research results, the term ‘practition-
ers'refers to the nurses-educators, educators, expert associates, and associates working in
the kindergarten where the research was performed. We have used the term ‘educators’in
discussing educators and nurses-educators.

For the purposes of this research we focused on the communal spaces in the kinder-
garten (halls and corridors), with the aim of rethinking the relations of power they reflect,
being aware of the fact that the analysis of the entire space of the kindergarten exceeds
the scope of this paper. However, in interpreting the results of the research, there was a
need, occasionally, for analysing certain practical situations in the broader context, or for
making reference to the earlier practices in the kindergarten, which has been designated
in the interpretation.

During the walk-along interview, we took photos of the individual places in the kin-
dergarten which had been emphasised in the interview as important for re-examining
the relations of power. Following the initial analysis, the participants in the research had
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a series of additional exchanges of information (via a Viber group), sharing the photos de-
picting the appearance of the space before its transformation and the attempts to create
‘other places; including other insights, comments, and interpretations regarding the initial
analysis, that the researcher shared with the participants in the research.

In the analysis, we proceeded from thinking with theory (Jackson & Mazzei, 2012;
2013) feeling the need to consider the research data in relation to Foucault’s construc-
tion of the relations of power and heterotopias, however, also to consider the presented
understanding in relation to the data collected (Mills, 2017). The analysis was performed
by a non-linear reading of the data (interview transcripts, photographs, video recordings,
text messages) and by extracting questions, dilemmas and comments which were then
presented to the participants in the research, in a conversation. After gaining new insights
through an exchange between the researcher and the participants in the research, a new
cross-referencing of data was performed, including extracting of ‘sequences’ from prac-
tice. In interpreting the data and during the discussion, three sequences from practice
were singled out as being associated with certain principles of heterotopias.

Results and Discussions

Sequence 1: You believe that you have entered, however, the moment that
you enter, you are excluded

At the very entrance to the kindergarten, there is a visible notification about the
period of time when the kindergarten door is open, and when it is locked. In practice, this
means that when the door is locked, a parent may enter the kindergarten only after being
allowed to enter by someone from the staff (by unlocking the door). Thereby, children’s
family members are notified about the period of time when they are free to enter the
kindergarten, and when they can do so with the approval of the staff.

The expert associate-pedagogue interprets the way she sees the function of the
notification for the parents, as follows: Parents can enter the kindergarten when it suits them,
there is no time of day when one is not allowed to enter the kindergarten. However, they seem
to refrain from entering the kindergarten during the period of time when it is locked. Even
though they have been told that they may enter, | think that the notification, nevertheless,
creates a certain barrier, and annuls the welcome.

The existence of a barrier of this kind can be associated with the fifth principle of
heterotopias, based on which they represent a system of opening and closing ‘which
excludes them at the same time as making them penetrable’ (Foucault, 2005, p. 35). In view
of the fact that there are working hours during which the kindergarten is penetrable, and
those when it is isolated in relation to any of the participants in the training-educational
practice, the defining of the time frame when access to the kindergarten is controlled by
the employees, leads additionally to the exclusion of some of its members (families of the
children attending the kindergarten).

The principle of heterotopias as being a system of opening, at the same time as
closing, canalso be associated with the long-established manner of organising educational
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groups in kindergartens. After being enrolled in the kindergarten, the child becomes a part
of the group of the kindergarten children of different age groups and adults working in
that kindergarten. Although the kindergarten is available for all the children enrolled in it,
this does not necessarily imply that all the spaces in the kindergarten are equally available
for these children. Research shows that a spatial, an age-based and social segregation of
children takes place in kindergartens (Pavlovi¢ Breneselovi¢, 2015), because they spent
the greatest part of the time in the kindergarten in their study rooms, being in only touch
with the children and educators in their group.

In the kindergarten which was the subject of our research, practitioners initiated a
change in the current manner of organising educational groups. While we were talking in
the corridor, one dad, who had come to pick up his child, informed the nurse-educatorin a
perplexed tone that his child was not in its room. She replied that the children were in the
adjacent room and that he was free to knock on the door there. She then explained to the
researcher why they had organised themselves in such a way as to create ‘open’ groups,
i.e. enabling the children from one group to use the spaces of the other groups and play
with the children in the latter.

Nurse-educator: You know, previously, we used to have, my children, my group, my
educator, today | may have four of them [children], while you have seventeen... it is much
easier like this, for both the children and us. However, the educator has to make this switch in
his/her mindset, there have been problems, and not just a few. But, changes are not something
everyone likes. However, we addressed them slowly, first the colleague who was ready, and
then little by little, this required an entire strategy. And now, we are all in it.

It can be observed that the changes in the organisation and‘opening’ of other places
for children did not result from a critical rethinking with the purpose of ensuring that the
space should support the conceptual principles of ‘The Preschool Curriculum Framework
The Years of Ascent’ (Curriculum Framework, 2018) but from real difficulties the educators
were faced with in practice, primarily due to shortages of educational staff.

Nurse-educator: | have to say, there are still educators who do not give up on that
power, and insist on ‘my children-my room’ There is a colleague who is still not at ease with
this. However, if someday, she finds herself in a situation where she has eighteen children,
and | have four, what shall we do then? That is when everyone realises that this is better for
everyone. Primarily for the children. Because, imagine if children stayed only in this room the
whole year round. No matter what kind of materials you have or whether you change them,
they meet the same faces and the same room. Moreover, it happened that some children grew
very close with each other like this. For instance A. and L. They have bonded so much, and
they play together so nicely. We have managed to bring them together in these open groups
enabling them to be together very often. And they were not in the same group.

Changes of this kind have contributed to new and different interactions taking place
among the different participants in the kindergarten practice, leading to a change in their
mutual relations and strengthening of the sense of belonging and connection’ (Krnjaja
& Puresevi¢, 2020, p. 228). The aforementioned changes have not taken place without
any resistance though, but they have lead to the educators gaining new insights, and
this has opened the possibility for building relations among children who did not have
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an opportunity for such interaction with peers outside their group before. This example
can also be discussed in the context of Foucault’s understanding of power as being
fluid, because every participant in the educational-training practice experiences and
simultaneously exercises power (Jobb, 2019). In this case, the children exercising power
and also having the opportunity to select the spaces where they want to play as well as
the children they want to play with, have developed new relations with children from
other groups, and this has prompted the educators to reconsider their long-established
practice and change it in accordance with such insights.

Sequence 2: Linear and cyclic flow of time

The communal space which is the most frequented one, where everyone passes
after entering the kindergarten, is the large corridor, housing the children’s lockers with
their clothes. Previously, this space was not inviting for the parents and the children to
stay or play in it for long. Just the contrary, it previously served for storing redundant
furniture and equipment (Photograph 1).

Photograph 1
A part of the main corridor in the kindergarten before the space was arranged

5% A e A A
Photograph taken in 2022. Source: Research participants’ files

The nurse-educator points out that this space underwent the greatest change in the
last year. After considering the possible solution for this communal space to emit a wel-
come to the family, they first removed all the furniture and equipment, and placed a table
and chairs there, including several books (Photograph 2).
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Photograph 2
The space of the corridor after the removal of the furniture

Photograph taken in 2022. Source: Research participants’ files

Nurse-educator: When we removed the furniture, there was an empty space where we
placed a table and a chair to start with. Then we wondered what we could create there, that
would be inspiring for both the children and the parents. Owing to the support and the as-
sistance of the parents, we obtained furniture that they manufactured for us, form wooden
pallets. The furniture was manufactured by one mom and her husband, who then took part in
arranging this segment of the space with us.

The idea of the practitioners was to make it possible for family members to get in-
formed in this space, about the new Programme Document (The Curriculum Framework,
2018) as well as additional leaflets, and to be able to read stories about the different pro-
grammes developed in the kindergarten over the previous year, including literature in the
field of parenthood, or to read books with their children. In the interview, the nurse-educa-
tor and the expert associate-pedagogue shared their impression that parents still tended
not to stay long in that space in the morning, that they just brought their children and
hurried off to work, however, that the situation in the afternoon, when they came to pick
up their children, had changed significantly since the space acquired a new form.

Nurse-educator: When we redesigned the space, we had the situation where parents
would come, and stay not only for ten minutes, but one father had to wait in the car for the
mother to come back for almost an hour. He was so alarmed, that he entered the kindergarten
and asked the mom: ‘Well, where have you been all this time?’ They had been sitting in the li-
brary reading books, and then, they moved over here, where they tried different costumes, and
this took time. Notably, this was one of those ‘tough’ dads, as a result of which no approval had
been given yet even for taking photographs, nothing had been signed at all. However, after
this, everything was signed. Now, parents tend to stay here much longer.

This example shows that the creation of other places in the kindergarten has
prompted a change in the adults’ perception of time. While the father measured time in
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a linear fashion (by a clock), the mother, who was with her child, was in the ‘event time’
(Goble, 2020), which has a different flux. In the cyclic experience of time, time cannot be
measured, and hence, one departs from the kindergarten not in accordance with the time
the clock shows, but at the ‘most appropriate moment’ for that (Malakpa, 2007).

Through this experience of change in the communal space, we can observe a change
in the relationship of the parents towards the kindergarten. The opportunity to see and
experience their child play in the kindergarten, and to be themselves in the role of co-
players with their child, contributed to their greater sense of belonging to the kindergar-
ten community, and thereby to the strengthening of their relations with the educators.

Sequence 3:’Bird observatory’ - the heterotopic creation of a place

We have come to the stairway that leads to the upper floor of the kindergarten. The
nurse-educator stops at the space beneath the staircase and starts describing how this
space has changed its shape and purpose.

Nurse-educator: We have Cira and Jovanka, here, that is how the children have named
them. Cira and Jovanka are two rather large owls. Owls tend to fall down from their nests here.
One day, as | was passing here, | saw an owl gazing at me [she points her hand at the window next
to the staircase]. When the owl appeared in the yard, the children saw it from the dining room and
started making comments. And then, we [educators] sat down and tried to figure out how to take
advantage of this, because, hey, we had owls, and owls are not really a common thing. And this
part [beneath the staircase] never served any purpose whatsoever, because it is low, and unsafe,
because of the corners and the edges. But, wait a minute, this is something that we were scared
of. The child is this tall [she points her hand], how could it be at risk of getting hurt by the edge?

Photograph 3
The space beneath the staircase before it was arranged, and an illustration of the position
of the educator in relation to the space while she spoke about its safety

Photograph taken in 2022. Source: Research participants file
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The moment when the nurse-educator pointed her hand at the height of the stair-
case describing that the space was adequate for children (Photography 3) ‘animated’ the
conversation more than can be realised from the text. Our non-verbal communications,
the tone in which the conversation unfolded and the feeling of pride that overwhelmed
the space while she spoke, showed that this example was very important to the nurse-
educator, and that she considered it a turning point in the reassessment and raising of
awareness of the role adults have in shaping the physical environment of the kindergar-
ten, as well as an inspiration for introducing changes in this space (Photograph 4).

Nurse-educator: And then, since the birds are mainly on that side, and the owls were
exclusively in that part of the yard, we designed this spatial entity to serve the children for their
hiding and sneaking, because it was often raining those days, and when we did not go out
into the yard we watched the birds from the window. We made an observatory, they called it
a ‘bird observatory’ This is where they also like to hide, they go in here, for us, adults, it is a bit
uncomfortable to slip in there, but they love it.

Photograph 4
The space beneath the staircase as a ‘Bird Observatory’

Note: The arrow points to the window from which the children watch birds in the yard of the kindergarten

By creating such ‘other places’ new relations emerge, positioning the children and
the adults as equal ‘inhabitants’ of the kindergarten as a place of joint learning and par-
ticipation. Relying on Foucault’s concept of heterotopias, Adlerstein Grimberg and Bralic
Echeverria (2021) created a new concept of heterotopic creation of place, as a description
for such alternative ways of creating new places in the kindergarten, with the involvement
and agency of the children and adults, which also leads to a change in the relations of
power. In this specific case, the educators realised that children were interested in watch-
ing owlsin the yard of the kindergarten, however, they also reassessed their prejudices and
fears regarding the utilisation of certain spaces, such as the space beneath the staircase.
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he children, however, had their own theories about how that place could be used, and
apart from using it for the intended purpose, they also use it for hiding and seclusion.
This example of a heterotopic creation of a place can open the possibility for encounter-
ing both a heterotopia and a localised utopia, which can lead further to the development
of a new, ‘co-authored space’ (Krnjaja, 2012), emerging in the process of playing, where
adults and children share power and thereby ‘create spaces where their ideas become ‘co-
authored’ (Krnjaja, 2012, p. 274).

Conclusion

Research into the kindergarten as a space of heterotopia has a significant potential
for re-examining the relations of power prevailing at all the levels of the pre-school edu-
cation and training system — from the level of relations between educational policies and
pre-school institutions, to the level of relations between children and educators. In this
research we have managed to explore only the outlines of heterotopic places in the kin-
dergarten, pointing to some of the possible ways for their creation in pre-school educa-
tion and training institutions. In the research we looked for the ‘subtle channels’ (Foucault,
2012) that power ‘runs’ through, spilling over within the kindergarten, bearing in mind
that ‘everyone is essentially the holder of a certain power, and conveying it in the given
scope’ (Foucault, 2012, p. 77).

The experiences shared by the participants centered around their re-examination
of the function and characteristics of the physical environment, as well as around initi-
ating a transformation of the communal spaces in the kindergarten, with the idea that
such changes will contribute to the transformation of the existing patterns of power in
the relations among the different participants in the educational-training practice in the
kindergarten (primarily among the educators, the children, and the families). The research
has shown that changes in the space of the kindergarten were not always preceded by
a reconsideration and reassessment of the relations of power, however, once they were
introduced, they almost always led to new insights by the practitioners. Such insights refer
primarily to the new ways in which educators, children, and families can be involved in the
utilisation of the space in the kindergarten, and therefore, also to a change in their rela-
tions. The difficulties in implementing certain changes, such as making it possible for chil-
dren from different groups to play together, and ‘opening’ study rooms to children from
other groups, have contributed to identifying more explicitly an imbalance in the relations
of power. That process exposed the need of certain educators to have ‘power’and to con-
trol the movement of the children they work with. Experiences of the practitioners in this
kindergarten show that, when changes in the space were initiated, they looked for the
main support in their colleagues (‘Then we [educators and expert associate-pedagogue]
tried to figure out what we could form there, which would be inspiring for both the chil-
dren and the parents’; 'And then, we [educators] got together and discussed how to take
advantage of this’). The focus on changing the communal spaces of the kindergarten
contributed to the educators ‘getting out of the isolation in their study rooms’ (Pavlovi¢
Beneselovic¢ i sar., 2022, p. 84), and developing relations based on the sharing of power,
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by sharing their ideas, dilemmas and questions, as well as jointly resolving problems and
working jointly with other educators and the expert associate-pedagogue on changing
the space. Initiating changes in the communal spaces of the kindergarten is a good start-
ing point in the process of transforming the practice, because the educators find it easier
to ‘share’ these spaces with others, i.e. they do not experience them as their own spaces,
as they often tend to do in respect of the room of the educational group they work with
(which is visible in the presented example of ‘opening’ of the study rooms).

The presented research points to the complexity of the process of changing the par-
adigm underlying the existing practice, because even where we focus only on the physi-
cal changes in the environment of the kindergarten, we can notice that they do not take
place in a linear fashion, but rather, through the development of ‘places in between - folds
representing a spatial transformation through which one can perceive new spatial identi-
ties’ (Kornberger & Clegg, 2003, p. 84). New relations of power emerge exactly in these
‘folds; places on the margins of the usual practice, which challenge the usual relations,
representing heterotopias by their characteristics.

This research provides new insights in the understanding of the role and significance
of the physical environment in developing the practice in the kindergarten based on the
sharing of power, as well as providing insights into the manner in which changes in the
physical environment lead to changes in the relations manifested by the participants of
the educational-training practice. This paper focuses on gaining a profound understand-
ing of the relations of power through an analysis of communal spaces of a kindergarten,
and hence, it is important to initiate new research involving other levels of educational-
training practice, as well as the entire system of pre-school education. Thereby, a more
profound understanding could be gained of the relations of power that shape the prac-
tice of pre-school education and practice in the broader social context.
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Although largely abandoned and criticized in Second Language Acquisition research, Error
Analysis is still widely employed in the field of English Language Teaching. The aim of this
paper is to reinvestigate the potentials and limitations of the Error Analysis approach half a century after
its establishment. The analysis presented in this paper is placed in the specific context of English for Specific
Purposes, aimed to analyze errors in engineering students’ translations. Unlike the majority of Error
Analyses, this study investigates not only grammatical but also vocabulary errors. The main focus is placed
on the explanation of errors, i.e. determining the sources of learners’ errors, followed by further analysis
of the main causes of both interlingual and intralingual errors, including overgeneralization, ignorance
of rule restrictions, overextension of analogy, etc. Based on the results and implications of the presented
analysis, it is concluded that Error Analysis, despite its shortcomings and limitations, provides valuable
insight into the strategies learners employ as well as the obstacles they encounter in the process of foreign
language production, which can be used as a resource to improve or supplement the existing teaching
methodologies and adapt them to the specific needs of students.

Abstract

Keywords: error analysis, interlingual errors, intralingual errors, English for Specific Purposes, translation.

Introduction

One of the conclusions of the second language acquisition research is that errors,
being inevitable parts of the learning process, are a result of a normal pattern of devel-
opment. It has been pointed out that errors should not be treated as signs of inhibition
but as evidence of the learner’s strategies of learning (Corder, 1967), and indications of
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one’s attempt to impose regularity on the language they are learning (Gass & Selinker,
2008). Although Error Analysis (EA) was originally developed within the Second Language
Acquisition (SLA) research almost half a century ago, it was soon abandoned in this field,
but it has subsequently found wider practical application in the field of English Language
Teaching (ELT) (Ellis & Barkhuizen, 2005; McDowell & Liardét, 2020). However, even in ELT
research EA has been faced with different methodological problems, including difficulties
in error determination, inability to address the problems of avoidance (i.e. students avoid-
ing the use of forms they feel uncertain about), differentiation between mistakes and er-
rors, as well as a lack of a taxonomy which would classify items uniquely under a certain
category (Johnson & Johnson, 1998).

This paper deals with Error Analysis of students’ translations in the context of Eng-
lish for Specific Purposes (ESP). Considering the importance of language skills in ESP,
translation is often regarded as the fifth language skill alongside the other four basic
skills of listening, speaking, reading and writing. Newmark (1991) argued that in the ad-
vanced or final stage of language teaching, translation is recognized as even the most
important social skill, as it promotes communication and understanding between peo-
ple. Newmark further stresses the importance of translation as “a valuable means of pro-
moting understanding between individuals, groups, organizations and nations as well as
a medium of cultural transmission and information and technology transfer” (Newmark,
1991, p. 64). The instrumentality of translation is especially evident in the ESP context,
where translation is a means of obtaining information and knowledge from the studied
scientific field (Porovi¢, 2020). As ESP courses at the tertiary level prepare students to
use English in accordance with the specific demands of their future professions, these
courses often include L1 to L2 translations. The aim of this study is to reinvestigate the
potentials and limitations of Error Analysis in ESP teaching today. By categorizing and
analyzing errors in students’ translations we attempt to provide insight into the types of
errors and their frequency as well as to identify the factors and circumstances influenc-
ing error occurrence. It is assumed that errors do reflect the strategies learners employ as
well as the obstacles they encounter in the process of foreign language learning and that
the implications of the analysis can be a valuable tool for teachers for creating ways for
further instructions. It is, however, also necessary to bear in mind the shortcomings and
limitations of such analysis.

Theoretical framework

Errors, Error Analysis and interlanguage

Learning is a process in which success comes as a result of making mistakes, as we
use mistakes to obtain feedback from the environment and use this feedback to make
more attempts that lead us to the desired goal (Brown, 2000). Stephan Pit Corder, one of
the pioneers of Error Analysis, made a distinction between mistakes and errors in language
production, explaining that mistakes are “random occurrences arising as the product of
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chance circumstances, while errors refer to systematic occurrences made by the learner”
(Corder, 1967, pp. 166-167).

Error Analysis (EA) is the process of determining the incidence, nature, causes and
consequences of unsuccessful language produced by a learner (James, 1998). It is a set of
procedures dealing mainly with errors in production, i.e. speech or writing (as the sources
of comprehension errors are very difficult and often impossible to locate). EA was devel-
oped as an alternative to Contrastive Analysis (CA), which involved contrasting the learn-
er's mother tongue and the target language and was based on the assumption that errors
largely originate from the negative transfer from the mother tongue. In contrast to the
behavioristic accounts of language learning found in CA, EA was founded on the nativist
views of language learning, focusing on the mental processes and cognitive mechanisms
at work when learning a language (Ellis & Barkhuizen, 2005). It also served as a foundation
for the interlanguage theory, which is still very influential in linguistic studies, providing
“a broad and productive framework for research across multiple theoretical orientations”
(Tarone, 2018, p. 6).

The term interlanguage was coined by Selinker (1972), based on Corder’s (1967) term
transitional competence; other terms used in literature are approximative system (Nemser,
1971), idiosyncratic dialect and learner language. According to Selinker (1972), interlan-
guage is a unique language system created by each learner in the process of learning
a foreign language. In other words, interlanguage is “the mental grammar that a learner
constructs at a specific stage in the learning process” (Ellis & Barkhuizen, 2005). Interlan-
guage is composed of elements from both L1 and L2, but at the same time the rules of
this language system differ in certain ways from both L1 and L2. The term interlanguage is
closely related to fossilization, which occurs when linguistic items (particularly erroneous
ones) become permanent in a learner’s interlanguage. It is proposed that by analyzing
learners’interlanguage, we can learn about the language development of an individual or
a group, as well as the whole process of foreign language acquisition. One of the research
areas originally identified by Selinker (1972) within the interlanguage theory is the psy-
cholinguistic process of learning strategies, which has become one of the central research
questions in the field (Tarone, 2018), e.g. in Oxford (1990; 2017).

The procedure of Error Analysis

The most elaborate and most widely used procedure of EA was presented by Corder
(1974; 1981), who provided methodology for the analysis consisting of the following five
stages: collection of a sample of learner language, identification of errors, description of
errors, explanation of errors and evaluation of errors. This section describes these stages,
including a number of taxonomies developed over the years, as well as the methodologi-
cal issues that need to be considered.

1. Collection of a sample of learner language. Depending on the aims and scope of
EA, researchers opt for the size of a sample (massive, specific or incidental sample), col-
lected either cross-sectionally or longitudinally (Ellis, 1994). A sample can be collected
as natural (spontaneous) language or elicited data (which is more commonly used in
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research studies). In the latter case, learner language can be elicited either clinically or
experimentally (Corder, 1981). The experimental method is when a specially designed
instrument is used to elicit data that contain the investigated linguistic features. At this
stage of EA, it is crucial to understand that the nature and distribution of errors in the col-
lected sample is affected by different factors including: (a) learner (e.g. proficiency level,
learner’s L1), (b) language (e.g. medium of language production, genre) and (c) produc-
tion (e.g. planned or unplanned) (Ellis & Barkhuizen, 2005). For example, it was observed
that the types of errors largely depend on the tasks used for eliciting the samples of lan-
guages, as translation tasks in general generate more transfer errors compared to tasks
of free compositions (Ellis, 1994).

2. Identification of errors. For identifying errors made by classroom learners, the gen-
eral practice is to select the standard dialect (e.g. British or American English) as a norm.
The challenging part of this stage is accurate reconstruction of the learner’s utterances/
sentences, as well as the process of deciding whether to restrict analysis to absolute er-
rors or to also include forms which would be considered as grammatically possible, i.e.
dispreferred forms (Ellis & Barkhuizen, 2005). At this stage, we also encounter the issue of
differentiating errors from mistakes (which can be determined by conducting longitudi-
nal studies or interviews with learners), as well as identifying not only overt but also covert
errors (which requires considering larger stretches of discourse).

3. Description of errors. This stage includes the development of categories for identi-
fying errors and recording their frequencies (Ellis & Barkhuizen, 2005). Errors can be classi-
fied according to different criteria. For instance, EA can deal with different language skills,
i.e. analyzing the level of proficiency in speaking, listening comprehension, writing and
reading (Bussmann et al., 1996). The most commonly used taxonomy refers to determin-
ing the number and proportion of errors at different levels of linguistic description (e.g.
phonetics/phonology, orthography, morphology, syntax, lexicon, phraseology, stylistics)
or in specific grammatical categories (Ellis, 1994). Another approach used for describing
errors is surface strategy, which classifies errors as, for example, omission, addition, mis-
formation or misordering (e.g. Dulay et al., 1982). It is stressed that the categories finally
established for EA should be data-driven (Ellis & Barkhuizen, 2005).

4. Explanation of errors. The aim of this stage of analysis is determining the sources
of learners’ errors. Unlike contrastive analysis, which focuses on the errors resulting from
interference (i.e. negative transfer) from the mother tongue, EA examines errors arising
from all possible sources. According to Richards (1971), errors arise from the following
three sources: interference errors, intralingual errors and developmental errors. Stenson
(1983) added the category of induced errors which result from the classroom situation,
i.e. incorrect instruction of the language. Brown (2000) distinguished several sources of
errors: interference from the mother tongue, influence of the target language, the socio-
linguistic context of communication, psycholinguistic or cognitive strategies and different
affective variables.

Although there is a vast array of factors that can affect successfulness of langu-
age production and occurrence of errors (Purici¢, 2014; Gass & Selinker, 2008), EA re-
search studies today generally focus on linguistic factors, drawing a distinction between
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intralingual and interlingual errors (Richards & Schmidt, 2002). Basing his study on
learners with different language backgrounds, thus investigating the sources of errors
not influenced by a particular mother tongue, Richards (1971) determined four causes
of intralingual errors:

i) overgeneralization: when a learner creates a deviant structure based on their expe-
rience of other structures in the target language, e.g. he can sings, we are hope, It is occurs,
he come from.

ii) ignorance of rule restrictions: failure to observe the restrictions of existing struc-
tures, i.e. applying rules to contexts where they do not apply, e.g./ made him to do it (anal-
ogously to I forced him to do it), we discussed about it (analogously to we talked about it).

iii) incomplete application of rules: occurrence of deviant structures by partially ap-
plying the rules required to produce acceptable utterances, such as in making question
forms e.g. How long it takes?

iv) false concepts hypothesized: when an error derives from faulty comprehension of
distinctions in the target language, such as using the form was as a marker of the past
tense, e.g. one day it was happened, or confusion between too, so and very, between come
and go, etc.

A very similar taxonomy of intralingual errors was provided by James (1998), which
included: (i) false analogy, (i) misanalysis (i.e. forming a wrong hypothesis), (iii) incomplete
rule application, (iv) exploiting redundancy, (v) overlooking co-occurrence restrictions, (vi)
hypercorrection or monitor overuse and (vii) overgeneralization or system-simplification.

On the other hand, taxonomies for interlingual errors are less commonly elaborated
in the literature and are usually referred to as interference. However, Lott (1983) described
three main causes of interlingual errors:

i) overextension of analogy: misuse of a vocabulary item because it is similar pho-
netically, orthographically, semantically or syntactically to another item in L1, e.g. Serb.
aktuelno, Eng. actually instead of topically; Serb. eventualno, Eng. eventually instead of pos-
sibly (examples for Serbian taken from Hlebec, 1997).

ii) transfer of structure: grammatical errors committed when a learner follows the
rules of L1 rather than the rules of L2, e.g. Serb. On ima 8 godina, Eng. *He has 8 years in-
stead of He's 8 years old.

iii) ignorance of discrepancy between L1 and L2: when a grammatical or lexical distinc-
tion does not exist in L1, e.g. relative pronoun koji in Serbian is used for both animate and
inanimate antecedents, compared to who and which in English, or Serb. posao, Eng. job
and work. It is necessary to point out that the original term used by Lott (1983) for this
type of error is interlingual/intralingual error. However, since terms interlingual and intralin-
gual are widely used in literature to describe the sources of errors due to mother tongue
interference and influence of the target language, respectively, we renamed this term to
ignorance of discrepancy between L1 and L2 to avoid confusion.

It should be noted that the explanation of errors is a challenging and complex task
for researchers as it is sometimes difficult to determine the source of errors (Richards &
Schmidt, 2002), while certain errors can have more than one cause (Ellis, 1994). This is

465



Bojana Komaromi, Jelena Jerkovic « Revisiting Error Analysis: Exploring Errors in the Case of English

considered as one of the main shortcomings of EA, as determining the exact source of
errors sometimes tends to be based on researchers’ subjective judgment and intuition.

The final stage of EA, evaluation of errors, aims to determine the effect of the errors
on the person(s) addressed in terms of comprehension and affective response (commonly
using the criteria of intelligibility, acceptability and irritation) (Ellis, 1994). However, ow-
ing to its complexity and dependence on a large number of factors, evaluation of errors
is commonly omitted in EA studies. Instead of this final stage proposed by Corder (1974;
1981), a number of authors (Brown, 2000; Ellis & Barkhuizen, 2005; Gass & Selinker, 2008)
propose remediation, i.e. carrying out pedagogical intervention based on previously per-
formed EA.

Previous research studies in the field of EA have been conducted for various lan-
guages and discourses, some more than half a century ago (Dulay & Burt, 1974; Duskova,
1969; Richards, 1971). Based on results of different studies, Ellis (1994) revealed certain
tendencies, noting for example that transfer errors occur more commonly at the phono-
logical and lexical levels of language than at the level of grammar, as well as that transfer
errors are more common in adult learners than in younger learners.

Recently, several studies have been conducted with learners whose mother tongue
is Serbian, including: Stefanovic¢ (2010), who found that students at an intermediate level
of English proficiency make more interlingual than intralingual errors in oral presenta-
tions; Buricic¢ (2014), who pointed to the strong influence of the mother tongue on gram-
matical errors made by Serbian university students of Spanish (A2 level) in written pro-
duction (essays); and Vucen (2016), who analyzed syntactic errors in a translation task of
university students of science (Mathematics, Physics and Chemistry), revealing a strong
interference of the mother tongue in the students’ translations.

The focus of the majority of EA studies, however, has been on General English and
grammatical errors. Considering the importance of technical terminology and translation
in the context of ESP at the tertiary level, this paper attempts to analyze not only gram-
matical but also vocabulary errors of students learning English at engineering faculties.

Research Methodology

Data analysis in this study was based on the described procedure of EA provided by
Corder (Corder, 1974; 1981).

The first stage was the collection of learner language, which was carried out dur-
ing the spring semester of the 2019/20 academic year at the Faculty of Agriculture and
the Faculty of Technology, University of Novi Sad, Serbia. There were 50 participants, who
were students in their final years of studying (third or fourth year), having language com-
petence level B2. The applied research instrument was a translation test (given in the Ap-
pendix of the paper), which included 10 Serbian sentences, translated and/or adapted
from international scientific engineering journals (the list of the journals is provided in
the Research Material Sources section). Thus the research corpus was ideally supposed to
consist of a total of 500 sentences (in case all students fully completed the test). Since this
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study included also the analysis of students’ use of technical vocabulary, students were
not allowed to use dictionaries. They had 45 minutes to complete the test.

For the second stage of EA - identification of errors, different dictionaries were
consulted, including: Oxford Learner’s Dictionary (Oxford University Press [OUP] n.d.),
Oxford Collocations Dictionary (Oxford University Press [OUP] 2002), Cambridge Dic-
tionary (Cambridge University Press [CUP] n.d.), Longman Dictionary of Contemporary
English Online (Pearson n.d.) for English, and Recnik srpskog jezika (Nikoli¢, 2007) for
Serbian.

The identified errors were classified as grammatical and vocabulary errors, which
were then further grouped by types of errors (e.g. grammatical errors related to subject-
verb agreement, choice of preposition, part of speech etc.). Their frequency was also de-
termined, pointing to the most common types of errors.

The fourth stage of EA was explanation of errors, i.e. analyzing the sources of
grammatical and vocabulary errors, and classifying them into intralingual and inter-
lingual errors. These errors were further analyzed and explained according to Richards’
(1971) classification of intralingual errors and Lott’s (1983) classification of interlingual
errors.

The main aims of this study were in accordance with the aims of EA proposed by
Richards & Schmidt (2002): a) to identify the causes of errors, b) to identify strategies learn-
ers use in language learning, and c) to obtain information on common difficulties in lan-
guage learning, as an aid to teaching and preparation of teaching materials.

Results and Analysis

The initial analysis of the translation test showed that, out of a total of 500 sentences
the research corpus was supposed to comprise, translations for 40 sentences were not
provided. However, in cases where only a single word or phrase was omitted in a sentence,
it was treated as an error at one of the levels of analysis.

The results are presented in Table 1 for grammatical errors and Table 2 for vocabulary
errors. In the tables, the errors are classified by the type of grammatical/vocabulary errors
(column 1), accompanied by the number of occurrences with percentages (column 2),
source of errors with percentages (column 3) and finally some examples from students’
translation test (column 4). In the last column, words and phrases are marked with an
asterisk to indicate ungrammatical or improper use of language, followed by possible
correct translations in parenthesis, which were provided by the authors.

In both tables and further text, italics are used for Serbian phrases and English
translations, while single quotation marks are used to indicate the meaning of specific
words or translations.

467



Bojana Komaromi, Jelena Jerkovic « Revisiting Error Analysis: Exploring Errors in the Case of English

Grammatical errors

Table 1
(lassification and analysis of students’ errors at the grammatical level
Type of error Number of Source of error  Examples
occurrences (percentage)
(percentage)
1. ChoicerAf Intralingual (17%) j‘in/ *under r;)om temperature (at)
preposition information *of (on)
39
(29%) *on room temperature (at)
i 0,
Interlingual (12%) unlike *t0/ *than ()
2. Subject-verb ) . there *is a few procedures (there are)
agreement 2% Intralingual (16%) - gxperiment *have been performed
(16%) (experiment has been)
3. Noun number one of the most important *question:
19 Intralingual (14%) (questions)
(14%) g g
4. Part of speech i 1139 *safe people’s health (save people’s)
17 Intralingual (13%) to *analysis water (to analyze water)
(13%)
5. Verb form should *to collect (should collect)
Intralingual (6%) Serbia *get 84.87% (Serbia got/
" consumed 84.87%)
0,
(89%) *has conducted (has been conducted)
Interlingual 2%) *has been in 2014 (was in 2014)
6. Use of determiners 8 there are *few procedures (a few)
/ quantifiers (6%) Intralingual (6%)  there are *number of steps (a number)
7. Plural of nouns 7 Intralingual (5%) health of *peoples (people)
(5%) *informations (information)
8. Possessive’s *people health (people’s health)
6 Intralingual (5%) food *safety’s objective (food safety
(5%) objective)
9. Syntactic errors *It have a few procedures (There are)
3 nteri oo *countries in rise (developing countries)
(2%) nterlingual (2%) *countries in develop (developing
countries)
10. Relative pronoun 5 Interlingual (29) ;ands who qre developl:g (lands which)
%) ‘00d processing phases *who are related

(phases which/that)
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According to Table 1, among grammatical errors there are both intralingual and
interlingual errors. Intralingual ones, however, are much more common, accounting for
82% of all grammatical errors. In the following section, further analysis is performed to
provide a detailed explanation of the causes of students’ errors.

Grammatical intralingual errors

The identified intralingual errors, i.e. errors arising under the influence of the target
language, belong to four different categories distinguished by Richards (1971):

i) overgeneralization —
Type of error: 1. Choice of preposition.
Since the preposition of is the most frequent preposition in English and it can be
used to denote relations (e.g. result of debate, issue of housing, a map of India) (OUP
n.d.), students commonly use of to express relations even though some other prepo-
sition is required: information *of, data *of, procedure *of.
Type of error: 5. Verb form.
Following the verb pattern that a number of common verbs are followed by to-infin-
itive (e.g. want to, hope to, promise to, fail to), students assume that modal verbs also
fit this pattern: should *to collect. Also, knowing that the verb suggest is commonly
followed by the gerund, students use the gerund even in impersonal structures, such
as: itis suggested *gathering data. Another type of error in this group was omitting —s
for the 3 person singular, which occurred by following the rule that the bare infini-
tive is used in the majority of forms in the Present Simple Tense: Serbia *get 83.87%.

i) ignorance of rule restrictions -
Type of error: 7. Plural of nouns.
By analogy, students add —s for the plural even for nouns with irregular plural forms
(health of *peoples, *dates) and uncountable nouns (*informations, *foods samples).
Type of error: 8. Possessive's.
By analogy to animate nouns, students add possessive s also to inanimate nouns
(food *safety’s objective).

i) incomplete application of rules -
Type of error: 2. Subject-verb agreement.
Students opt for the appropriate tense or structure but in some instances they use
incorrect forms of verbs failing to make the verb agree with the subject: experiment
*have been performed, food safety *have, concentration of salt in meat products *were
/ *are, There *is a few phases.
Type of error: 5. Verb form.
Students recognize that the verb suggest can be followed by another verb or the
gerund but they fail to use an appropriate verb pattern, for example using the bare
infinitive instead of the gerund: they suggest *collect. Omitting the inflection —ed for
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the past participle in passive constructions is another example of error in this group:
are *consider to be.

iv) false concepts hypothesized -

Type of error: 4. Part of speech.

Errors arise due to students’inability to make a distinction between the forms of dif-
ferent parts of speech, especially in cases when the needed form is made by deriva-
tion, for example using adjectives instead of verbs (*safe people’s health, *to low the
risk), nouns instead of verbs (*to analysis water), verbs instead of nouns (*concentrate
of salt, *in compatre to), adjectives instead of nouns (*differents in temperature, *moist
content / *content of wet).

As expected, some errors can be classified in more than one category of errors. For
example, in the phrase EU *supporting the measures (the phrase being at the beginning of
the sentence, where supporting should be a finite verb form), the misuse of the verb form
can be placed in two categories: iii) incomplete application of rules: the verb form found in
students’translations consists of only the present participle (supporting), omitting the verb
to be as a required part of the present continuous form, and iv) false concepts hypothesized:
students use the continuous tense (EU [is] supporting) rather than the present simple tense
(EU supports) for expressing a repeated action.

Grammatical interlingual errors

Interlingual errors, i.e. errors resulting from interference from the mother tongue,
are analyzed according to Lott’s (1983) aforementioned classification. In this section,
we referred to the original Serbian sentences from the translation test by indicating the
sentence number from the test in square brackets [ ].

i) overextension of analogy -
Type of error: 1. Choice of preposition.
Errors occur because of analogy to Serbian use of prepositions, either when students
use the wrong preposition (e.g. Serb. na sobnoj temperaturi [1], Eng. *on room tem-
perature; Serb. ima za cilj [2], Eng. goal *for) or when they insert a preposition where
it is not needed (Serb. u odnosu na [5]; Eng. unlike *to / *than).

i) transfer of structure —
Type of error: 9. Syntactic errors.
The Serbian phrase with a postmodifying prepositional phrase zemlje u razvoju [6]
was translated by literally transferring this structure into English: Eng. countries in
*rise, countries in *develop, instead of developing countries. Also, the Serbian phrase
Postoji nekoliko procedura [4] was translated in English as it *have a few procedures,
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following the Serbian structure Ima/ Nalazi se, instead of using the existential con-
struction typical for English (there is / there are).

iii) ignorance of discrepancy between L1 and L2 -
Type of error: 1. Choice of preposition.
Students translated the Serbian phrase vece u odnosu na prethodno merenje [5] as
higher *since previous measurement, failing to make a distinction between the differ-
ent uses of the Serbian preposition od, which can be used for comparison of adjec-
tives (e.g. bolji od, stariji od), translated in English as than (e.g. better than, older than),
and as a preposition of time (e.g. od 1990. godine), translated in English as since (e.g.
since 1990).
Type of error: 5. Verb form.
In Serbian there is no tense which could correspond to the English Present Perfect
Tense. The past tense in Serbian (e.g. Resio je jednacinu) could be translated in Eng-
lish using either the Past Simple for completed actions in the past (e.g. He solved
the equation yesterday) or the Present Perfect for actions connected to the present
(e.g. He has just solved the equation). Accordingly, students often fail to make a clear
distinction between the uses of these two English tenses. An example of error found
in students’ translations was: Serb. Potrosnja energije... je iznosila 83,87% za 2014.
godinu. [10], Eng. Energy consumption... *has been 83.87% in 2014.
Type of error: 9. Relative pronoun.
In Serbian there is no distinction between relative pronouns referring to animate
and inanimate nouns (koji, koja koje), unlike English which has separate forms who
and which. In the translation test, students opted for who for inanimate objects:
Serb. zemlje u razvoju [6], Eng. lands *who are developing; Serb. faze u procesu proiz-
vodnje hrane koje se smatraju povezanim [7], Eng. food processing phases *who are
related.

It is important to note that in certain cases there is a combination of two groups of
errors. For example, in the example described above, when the Serbian phrase zemlje u
razvoju [6] was translated in English as countries in *develop, in addition to the described
interlingual error (transfer of structure) at the phrase level, there is also an intralingual er-
ror (false concepts hypothesized) at the level of the word form, as a verb is used instead
of a noun.

Vocabulary errors

The vocabulary errors presented in Table 2 are divided into two groups: errors in word
choice and word omission. Errors in the first group are further divided into intralingual
and interlingual errors.
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Table 2
(lassification and analysis of students’ errors at the vocabulary level
Number of
Source of error
Type of error  occurrences Examples
(percentage)
(percentage)
1. Word choice Intralingual (80%) food *examples /food *parts/ *quantity of food /
food *products / food *sources (food samples)
*spending energy / energy *expenditure / energy
*disposal / *waste of energy / *gas *emission
1]2; (energy consumption)
(51%) Interlingual (20%) *humidity content of food (moisture content of
food)
energetical *efficacy, energizer *effication
(energy efficiency)
2. Word 119 - *food - (food contamination)
omission (49%) *water - (water resources)

The results presented in Table 2 show that there is nearly the same number of errors
in word choice and word omission. The majority of errors in both groups are technical
words, including words such as: contamination, content, conducted, management, pollu-
tion, resources, sample.

In the group of errors in word choice there are both intralingual and interlingual
errors. On the other hand, the source of error cannot be determined for word omission
errors, so they will not be further analyzed. Therefore, the following analysis will focus only
on the first type of vocabulary error (word choice).

Vocabulary intralingual errors

Intralingual errors are also more common among vocabulary errors. The identified
intralingual errors are analyzed according to the classification provided by Richards (1971):

i) overgeneralization —

Errors arise because students use a more general term instead of a more specific
one expected in the technical context. For example, one of the most important
*things instead of issues or problems, *spending energy instead of energy consump-
tion, food *examples, food *parts, food *products, *quantity of food instead of food
samples, moisture *part instead of moisture content. Certain errors are more stylistic
(e.g. *save health instead of protect health), but in other cases they are not precise
enough (e.g. *send information, *share information instead of publish, announce in-
formation) or acceptable at all (e.g. *take experiment instead of conduct, carry out
experiment).
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ii) ignorance of rule restrictions —

Unlike the errors in the previous section, the terms in this category are not more
general or simplified terms, but words with a similar meaning, commonly techni-
cal words which do not collocate with each other. For example, in the translation
river *poisoning students failed to recognize that the verb to poison is restricted to
people, while pollution refers to air, water, land and the environment. Similarly, the
term pollution was used in the translation *pollution of food, instead of food contami-
nation, which is the appropriate collocation. Students also provided the following
translations failing to observe the restrictions of collocations: *defend health instead
of protect health; fossil *oil, fossil *gas instead of fossil fuel; *insurance of food instead
of food safety.

iii) incomplete application of rules —

Students provide translations which are neither more general (as in i) overgener-
alization) nor wrong collocations (as in ii) ignorance of rule restrictions), but opt for
terms which only partially convey the meaning of the required concept. For exam-
ple, instead of energy consumption, students provide the translation *waste of energy
which conveys the meaning of ‘use’, but at the same time has the negative connota-
tion of ‘to use more of something than is necessary or useful’ or ‘to not make good
or full use of somebody/something’ (OUP, n.d.). Another example from the sample
in which the meaning is even more distant is energy *disposal, where the meaning
overlap is merely in the fact that in both processes of energy consumption and en-
ergy disposal — the energy is used up, i.e. it is “gone”.

iv) false concepts hypothesized -
Errors in this category derive from a “faulty comprehension of distinctions in the tar-
get language” (Richards, 1971), so for example, students use *cause instead of aim,
objective; *due to instead of in order to; *increase instead of decrease; *purposeful in-
stead of unintended. In these translations, students actually used words or phrases
of opposite meaning.

Vocabulary interlingual errors

Interlingual vocabulary errors are analyzed according to Lott’s (1983) aforementioned
classification:

i) overextension of analogy —
The cause of errors in students’ translations in this category lies in the phonologi-
cal similarity between Serbian and English words. For example, the Serbian word
efikasnost in the phrase (mere) energetske efikasnosti [6] is translated as energetical
*efficacy instead of energy efficiency (according to CUP (n.d.), the terms energy effi-
ciency and energy efficient are ‘used to describe things that use only as much energy
as is needed without wasting any’). Another example was the English translation

473



Bojana Komaromi, Jelena Jerkovic « Revisiting Error Analysis: Exploring Errors in the Case of English

*effication, where in addition to the described interlingual error, students also make
an intralingual error by adding a wrong suffix (-tion).

iii) ignorance of discrepancy between L1 and L2 -

Errors in this category arise when in L1 there is no lexical distinction which exists
in L2. For example, the Serbian term viaga, which means ‘moisture; is often used
interchangeably with the term viaZnost, which according to Nikoli¢ (2007) means
"the quality or state of an entity that is moist, moisture, and both terms can be
used for describing either solid substance or air. The discrepancy between Serbian
and English can be observed in the following: the Serbian term viaZnost can be
translated in English as either moisture (content) or humidity, the latter being ex-
clusively used for describing air and climate. In this example, students translated
sadrzaj vlage (u razli¢itim uzorcima hrane) [4] as *humidity content (of food) instead
of moisture content. Another error is translating the Serbian word zemlja, which in
Serbian refers to both ‘country/state’ and ‘(arable) land’ and which in the test sen-
tence Predlaze se da sve zemlje prikupe i objave podatke [8], was translated as *lands
instead of countries or states.

By comparing the frequency of intralingual and interlingual errors in the whole

study, it can be observed that intralingual errors are dominant at both levels of analysis
(Figure 1). (In the group of vocabulary errors, only the word choice type of error was taken
into account.)

Figure 1
Occurrence of intralingual and interlingual errors at the level of grammar and vocabulary analysis
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Conclusion

The aim of this paper was to reinvestigate the potentials and limitations of the Error
Analysis approach in the context of English for Specific Purposes. The assumption of this
paper was that students’ errors can be indicators of the main obstacles students encoun-
ter and strategies they employ in the process of foreign language learning.

The study aimed to analyze grammatical and vocabulary errors in translations pro-
vided by engineering students with advanced language proficiency (B2). At the level of
grammar analysis, the most frequent errors are in the group called choice of preposition.
Other common errors in this group include errors in subject-verb agreement, noun num-
ber and parts of speech. Interestingly, only 8% of grammatical errors are related to verb
form, which is not surprising bearing in mind that the grammatical category of tense is
generally dominant in the grammatical sections of curricula for English courses at schools.
At the level of vocabulary analysis, there are errors in word choice and word omission. In
both groups, the majority of the errors are related to the use of technical words.

Analysis of the sources of errors showed that students, when facing a difficulty in
translation, resort to using their knowledge of either L1 or L2 (seldom both at the same
time). The results of the study show that intralingual errors are more common at both
grammar (82%) and vocabulary level (80%). On the one hand, such dominance of intralin-
gual errors is surprising, bearing in mind Ellis'(1994) conclusion that the types of errors are
affected by the tasks used for eliciting the samples of language, and that translation tasks
are expected to generate more interlingual errors compared to, for example, tasks of free
compositions. The obtained results are also in contrast with previous studies with Serbian
language speakers (DBurici¢, 2014; Stefanovi¢, 2010; Vucen, 2016), all of which pointed to
the strong influence of the mother tongue. On the other hand, the results of this study can
be explained by the fact that the participants of the study were students with a high level
of language competence (B2).

If we assume that EA can provide us with indicators of strategies students use in
language learning and language production, an analysis of the sources and causes of
errors can be especially useful. Namely, we can see that, when unable to remember an
appropriate technical word, students use a more general one (i.e. overgeneralization),
when unable to remember a rule in L2, they apply a rule analogous to the one in L1 (i.e.
overextension of analogy), etc. Also, since this research indicated the dominance of intra-
lingual errors, it can be concluded that ESP students at B2 level of language competence
more commonly use strategies of resorting to their knowledge of L2. This means that, al-
though students need to deepen their understanding of the differences between L1 and
L2, the focus should be on improving the use of L2 in the context of ESP. The pedagogical
implications of these findings should be applied to both grammar and vocabulary. At the
level of grammar, according to the research results, there are still areas that need improv-
ing, including: use of prepositions, verb patterns, plural of nouns and morphology, espe-
cially word derivation. At the level of vocabulary, the focus should be on technical ter-
minology, use of collocations and understanding different connotations of synonymous
words in the relevant technical field. Accordingly, students should be constantly exposed
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to authentic material from their professional domain and should be trained how to use
different dictionaries, both monolingual and bilingual, including specialized dictionar-
ies such as technical and collocation dictionaries, which would facilitate building new
vocabulary, using appropriate collocations and understanding different connotations of
terminology used in their professional domain.

However, as stressed previously in this paper, researchers conducting EA need to
be aware of the shortcomings and limitations of such studies and bear in mind that the
procedure of EA is influenced by numerous factors at different stages of the analysis. As
we could see in this study, in certain cases, it was impossible to determine a single cause
of errors, as in some phrases the authors could determine more than one cause, some-
times even from different types of errors (both interlingual and intralingual), which calls
into question the reliability of error categorization and consequently the results of the
analysis. The authors were also aware that, in certain cases, classifying an error in a certain
category was, at least partially, a subjective judgment based on personal experience and
assumptions. The issue of avoidance was partially addressed by the nature of the method
used for language eliciting (i.e. using a translation test as opposed to a free composition
assignment), but certainly not in its entirety. Also, differentiating between mistakes and
errors was not addressed in such a small-scale study as it requires conducting a more
comprehensive, longitudinal study. Another shortcoming of this study was its failure to
provide a wider picture of the learner language, since EA studies deal only with the learn-
ers’errors and/or mistakes instead of the learner’s entire production: therefore, the figures
related to the number of errors should be taken only relatively, as they cannot be com-
pared with instances of correct language use.

Therefore, it is concluded in this paper that EA can be a useful tool which can be ap-
plied by foreign language teachers to improve language pedagogy by providing teachers
with insight into language units and areas students find problematic and challenging.
However, due to its limitations, the results of EA should be treated with caution and EA
should generally be used only as a supplementary method together with needs analysis,
course evaluation as well as more thorough and systematic examination of learner lan-
guage, possibly using advanced digital tools and/or corpus studies (e.g. ICLE in Granger,
2003; McDowell & Liardét, 2020).
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Appendix: Translation test

1. Eksperiment je izveden na sobnoj temperaturi od 20°C.

2. Bezbednost hrane ima za cilj da smaniji rizik nenamernog zagadenja hrane da bi se
zastitilo zdravlje ljudi.

3. Koncentracija soli u mesnim prozvodima iznosila je izmedu 2,5 i 5%.

4. Postoji nekoliko procedura za merenje sadrzaja vlage u razli¢itim uzorcima hrane.

5. Razlike u temperaturi medu uzorcima su vece u odnosu na prethodno merenje.

6. Evropska unija podrzava mere energentske efikasnosti u zemljama u razvoju.

7. Postoji viSe faza u procesu proizvodnje hrane koje se smatraju povezanim.

8. PredlazZe se da sve zemlje prikupe i objave podatke o proizvodnji mesa za svaku
godinu.

9. Jedno od najvaznijih pitanja vezanih za upravljanje vodenim resursima je organsko
zagadenje reka.

10. Potro3nja energije (dobijene) iz fosilnih goriva u Srbiji je iznosila 83,87% za 2014.
godinu.

479






List of Reviewers Who Reviewed Papers in 2023

Milica Andevski, PhD, Full Professor, Faculty of Philosophy, University of Novi Sad

Maja Andrijevi¢, PhD, Assistant Professor, Faculty of Philology and Arts, University of
Kragujevac

Slobodanka Anti¢, PhD, Associate Professor, Faculty of Special Education and Rehabilita-
tion, University of Belgrade

Blanka Bogunovi¢, PhD, Full Professor, Faculty of Music, University of Arts in Belgrade
Biljana Bodroski, PhD, Associate Professor, Faculty of Philosophy, University of Belgrade
Milica Bozi¢ Marojevic, PhD, Associate Professor, Faculty of Philosophy, University of Belgrade

Otilija Velisek Brasko, PhD, Professor of Vocational Studies, Higher School of Vocational
Studies for Preschool Teachers in Novi Sad

Marina Videnovi¢, PhD, Research Associate, Institute of Psychology, Faculty of Philosophy,
University of Belgrade

Jelena Vranjesevic, PhD, Full Professor, Faculty of Philosophy, University of Belgrade
Milja Vujacic, PhD, Principal Research Fellow, Institute for Educational Research in Belgrade
Olivera Gaji¢, PhD, Full Professor, Faculty of Philosophy, University of Novi Sad

Tatjana Glusac, PhD, Associate Professor, Faculty of Law and Business Studies “Dr. Lazar
Vrkati¢”in Novi Sad

Spela Golubovi¢, PhD, Full Professor, Faculty of Medicine, University of Novi Sad

Sasa Dubljanin, PhD, Assistant Professor, Faculty of Philosophy, University of Belgrade
Rajka Devi¢, PhD, Research Associate, Institute for Educational Research in Belgrade
Andrijana Zeki¢, PhD, Associate Professor, Faculty of Physics, University of Belgrade
Ivana Jeremi¢, PhD, Assistant Professor, Faculty of Philosophy, University of Belgrade

Violeta Jovanovi¢, PhD, Full Professor, Faculty of Education in Jagodina, University of
Kragujevac

Marija Jovanovi¢, PhD, Full Professor, Faculty of Philosophy, University of Ni$

Olja Jovanovi¢ Milanovi¢, PhD, Assistant Professor, Faculty of Philosophy, University of Bel-
grade

Jasmina Becirovic¢-Karabegovi¢, PhD, Associate Professor, Faculty of Education, University
of Sarajevo

481



Jasmina Klemenovi¢, PhD, Full Professor, Faculty of Philosophy, University of Novi Sad

Dobrinka Kuzmanovi¢, PhD, Assistant Professor, Faculty of Philology, University of Bel-
grade

Milena Leti¢ Lungulov, PhD, Assistant Professor, Faculty of Philosophy, University of Novi
Sad

Biljana Lungulov, PhD, Associate Professor, Faculty of Philosophy, University of Novi Sad
Bojan Ljui¢, PhD, Assistant Professor, Faculty of Philosophy, University of Belgrade

Stanislava Maric¢ Jurisin, PhD, Associate Professor, Faculty of Philosophy, University of Novi
Sad

Natasa Matovi¢, PhD, Full Professor, Faculty of Philosophy, University of Belgrade

Zorica Milosevi¢, PhD, Assistant Professor, Faculty of Philosophy, University of Belgrade
Snezana Mirkov, PhD, Research Associate, Institute for Educational Research in Belgrade
Nevena Mitrani¢, PhD, Assistant Professor, Faculty of Philosophy, University of Belgrade
Natasa Nikoli¢, PhD, Assistant Professor, Faculty of Philosophy, University of Belgrade
Violeta Orlovi¢ Lovren, PhD, Full Professor, Faculty of Philosophy, University of Belgrade
Dragan Popadi¢, PhD, Full Professor, Faculty of Philosophy, University of Belgrade

Mladen Radulovi¢, PhD, Research Associate, Institute for Educational Research in Belgrade

Vera Savi¢, PhD, Associate Professor, Faculty of Education in Jagodina, University of Kragu-
jevac

Natasa Simi¢, PhD, Senior Research Associate, Institute of Psychology, Faculty of Philoso-
phy, University of Belgrade

Vera Spasenovi¢, PhD, Full Professor, Faculty of Philosophy, University of Belgrade
Zorica Stanislavljevi¢ Petrovi¢, PhD, Full Professor, Faculty of Philosophy, University of Ni$
Jelena Stanisi¢, PhD, Research Associate, Institute for Educational Research in Belgrade

Nenad Stevanovi¢, PhD, Assistant Professor, Faculty of Education in Jagodina, University
of Kragujevac

Igor Cveji¢, PhD, Senior Research Associate, Institute of Philosophy and Social Theory in
Belgrade

Emina Hebic, PhD, Full Professor, Faculty of Philosophy, University of Belgrade
Zorica Salji¢, PhD, Associate Professor, Faculty of Philosophy, University of Belgrade

482



Contributors’ notes

Studies in Teaching and Education is a journal publishing original scientific research or theoretical
and review papers in the field of pedagogy.

Submission of papers

Papers should be submitted by e-mail only to casopis@pedagog.rs

Papers should be submitted in accordance with the technical standards given in the Contributors
notes. Authors should submit original manuscripts of papers which have not previously been published
or simultaneously submitted to another journal. In accordance with these rules, authors are obliged to
submit an Authorship statement which can be downloaded from the journal’s webpage.

The paper should be accompanied by the following information about the author(s) to the Editorial
Board: the name/s, middle name/s and surname/s of the author/s, their year of birth, their academic
qualifications, position and e-mail address.

Ethical norms

Submitted papers must be written in accordance with the ethical standards applicable to scientific
research papers, respecting the principles of well-being and dignity of research participants, as well as the
protection of their privacy (for additional information, consult the latest version of APA Publication Manual).

’

Evaluation of papers

After the receipt of the papers the current editor-in-chief will review them and decide which will
enter the reviewing process. If a paper does not fit the concept of the journal, does not meet Ethical norms,
or the text does not follow the instructions given in the Contributors’ notes and other requirements, the
authors will be informed of the rejection of the paper.

Papers which enter the review process will be sent for appraisal by two competent reviewers.

The reviewers will not know the author’s identity, and the authors will not receive information about
the identity of the reviewers.

After review, the Editorial Board will decide on the publication, possible revision or rejection of a
paper. All authors receive information about the Board's decisions.

When submitting a paper with corrections, authors should report (in writing) all changes made
to the original text (page numbers and marked points where the changes were made), and also mark
changes made in the text, in accordance with the remarks and suggestions of the reviewers.

After the acceptance for publication, papers are submitted to a software check for plagiarism. If the
results of the check show that the work contains plagiarized text, the work will not be published despite
positive reviews.

Publication of papers

If the paper is written in Serbian, the authors are obliged to provide a translation of the abstract into
English.

The editors forward the text prepared for printing to the authors by e-mail in order to ensure the final
verification before publication. This step does not allow adding new text or making significant changes to
the paper.

Publishing costs
There is no fee for the publication of a paper in the journal Studies in Teaching and Education. The
journal publisher bears the costs of proofreading, technical preparation and printing of works.

Contributors’ notes

Language

Your paper must be a Microsoft Word text processor document, page A4 format, font Times New
Roman, font size 12, line spacing of 1.5 lines.

Papers should be submitted in the Serbian language (Cyrillic alphabet) or English.

483



The length

Papers should not normally exceed 30000 characters with spaces in length. However, review papers
and papers that present theoretical analysis can be up to 50000 characters long. The Abstract and Reference
List, which should be at the end of the paper, are not included in the length. The editors-in-chief reserve the
right to publish papers which exceed the maximum number of characters should the subject matter and/
or focus of the research require it, and in the case of scientific papers of particularly high quality.

Elements and structure of a manuscript

Title page. The title page should contain the following information: the title, the name of the author/s
(co-authors), the name of the institution (for example: department, faculty, university), the town and the
state (if the author is from abroad) and the address of the leading author.

If a paper is reporting about work on a scientific-research project, the essential information about
the project should be given in a footnote following the title.

The title. The title should be concise, precisely formulated in the form of a sentence, bolded, centred,
and in font size 14.

Abstract. The abstract should contain from 150 to 250 words. If a paper is about performed research
the abstract should contain the following elements: the importance of the researched problem, the aims of
the research, the research methodology, key results, conclusions and pedagogic implications. In the case
of review papers and papers dealing with theoretical analyses, the abstract should contain: the problem
that is discussed in the paper, a description of the structure of the paper, the key propositions that are
given in the paper and conclusions. The abstract should be written in one paragraph, without referring to
references, in font size 11, justified.

Keywords. The author(s) should provide up to five keywords in the language of the paper which
follow the abstract. The keyword should be relevant to the subject of the paper and searchable. We
recommend using for example ERIC: https://eric.ed.gov/?ti=all thesaurus.

The structure of a paper. The paper should be structured in a logical and proscribed way. Papers
describing performed research should contain: an introduction, an initial research hypothesis, the research
methodology, results, discussion (including the pedagogical implications of the conducted research)
and conclusions. Review papers and works that represent theoretical analysis, in addition to having an
introduction and conclusions, should be structured in accordance with the basic topic of the work.

The headings and sub-headings. The heading of the sections should be formulated precisely and
according to the instructions given in Table 1. The headings and sub-headings should not be numerically
denoted.

Table 1
Format for five levels of heading
Levels Format
1 Centred, bold, font 12
2 Flush left, bold, font 12
3 Flush left, bold italic, font 12
4 Sentence case, indented, bold, font 12, ending with a period.
5 Sentence case, indented, bold italic, font 12, ending with a period.

Note. Format examples are provided for section headings and sub-headings only and do not refer to the title of the
paper.

Tables and graphs. Each table and/or graph should be numerically denoted. The precisely
formulated title of the table or graph should be given in a new ling, in italics. The name of a table should
be positioned above the table (see Table 1 of this note) and the name of a graph should be positioned

484



below the graph. All abbreviations in the tables and graphs must be explained. The explanations
(legend) should be given under the table or graph. Tables should not contain vertical lines, while
horizontal lines should only be used between the table heading and data (see Table 1 of this note) and
at the bottom of the table. If horizontal lines contribute to the clarity of the table, they can be used in
the heading of the table.

Tables and charts should be given in Microsoft Word format (which implies that the graphs
are illustrated in Word), created and delivered in a program that allows for their additional editing. The
information on the graphs should not be highlighted by colours but by pattern fill. If the text contains
tables and charts downloaded from the Internet, they should be provided in no less than the resolution of
300 dpi, grayscale colour mode. These parameters apply to any photos that are attached as part of the text.

Statistical tests and measures. All symbols of statistical tests and measures should be written in italics
throughout the text, including tables (M, SD, F, t, p).

Footnotes and abbreviations. Abbreviations and footnotes should be avoided. If used, footnotes
should contain only additional information or comment, not data about the sources used.

References. The references/bibliography should be constructed according to the APA Citation Style
- American Psychological Association 7" Edition (https://apastyle.apa.org/instructional-aids/reference-
examples.pdf).

References within the text should contain: the author’s surname, the year of publication of the
source and the number of the page if a citation is made. If a number of authors are to be cited in brackets
within the text, they must be cited in alphabetical order, not chronologically. If there are only two authors,
both should be written in brackets. When there are more than two authors, the surname of the first author
is given and the abbreviation “et al..

The Reference List at the end of the paper should include only the sources that the author(s) have
used. References are given in alphabetic order by surname of the author. If several publications by the
same author are cited, the publications should be listed in chronological order (from the oldest to the latest
work). If there is more than one author, the reference should be cited by the first author’s surname and
contain the surnames and initials of the other authors. If there are more works by the same author with the
same year of publication, the works should be indicated with letters a, b, ¢, etc., with the year of publication
in brackets (e.g. 2012a, 2012b).

The Reference List at the end of the paper should not be numerically denoted.

Appendices and supplementary materials. Along with the main text, authors can also submit
appendices, i.e. additional material that is important for a more complete understanding of the content
of the paper.

485






CIP - KaTanorusauuja y nyénvkaumju
HapopgHa 6ubnuoteka Cpbuje, beorpag

37

HACTABA v BacnuTare = Studies In Teaching and Education = O6y4eHue un
BocnuTaHue / MMaBHU 1 oaroBopHU ypeaHuum Xuska Kprbaja, Jinguja Pagynosuh.
-Top. 1,6p. 1 (MapT 1952)- .- Beorpag : Neparowko apywTso Cpbuje : UHCTUTYT
3a negarorunjy n aHgparorujy ®unosodckor pakynteta YHuBepsuterta y beorpagy,
1952- (Beorpag : Cnyx6eHu rnacHuK). - 24 cm

Tpw nyTa roguiitbe. — TeKCT Ha CPM. U eHITI. je3UnKY.
ISSN 0547-3330 = HacTtasa 1 Bacnutare
COBISS.SR-ID 6026754







	Ана Ж. Пешикан
	

НАЈЧЕШЋЕ ЗАБЛУДЕ О ИНФОРМАЦИОНО-КОМУНИКАЦИОНИМ ТЕХНОЛОГИЈАМА У ОБРАЗОВАЊУ

￼

	Ивана З. Богдановић
	ПОВЕЗАНОСТ НИВОА МЕТАКОГНИТИВНИХ СПОСОБНОСТИ УЧЕНИКА И ОБРАЗОВНИХ ИСХОДА 
У КОГНИТИВНОМ ПОДРУЧЈУ

￼
	Мирослав В. Павловић
	НАУЧНА ЗАСНОВАНОСТ ПРОГРАМА СТРУЧНОГ УСАВРШАВАЊА ЗА ПРЕВЕНЦИЈУ ВРШЊАЧКОГ НАСИЉА

￼
	Тијана М. Мировић
	ЕКСПРЕСИВНОСТ У МУЗИЧКОМ ИЗВОЂЕЊУ: 
ПЕДАГОШКИ АСПЕКТ

￼

	Невена J. Вујошевић
	Јована C. Маројевић
	

ОД ЕПИСТЕМОЛОГИЈЕ ДО СКРИВЕНОГ КУРИКУЛУМА: КРИТИЧКА VS. „БАНКОВНА“ ПЕДАГОШКА ПЕРСПЕКТИВА

￼

	Вера B. Ошмјански
	

ЕЛФ У НАСТАВИ ЕНГЛЕСКОГ ЈЕЗИКА: 
ИСПИТИВАЊЕ СТАВОВА СРПСКЕ АКАДЕМСКЕ ЗАЈЕДНИЦЕ

￼

	Ана Б. Ђорђевић
	

ЕФЕКАТ ИНИЦИЈАЛНОГ ОБРАЗОВАЊА И ОБУКЕ БУДУЋИХ НАСТАВНИКА СТРАНОГ ЈЕЗИКА

￼

	УПУТСТВО ЗА АУТОРЕ
	_GoBack
	_heading=h.30j0zll
	_heading=h.gjdgxs
	_heading=h.30j0zll
	_heading=h.gjdgxs
	_GoBack

