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PREFACE

Social changes that are accelerated and are difficult to predict, and the redefinition
of (social) values and norms generate new educational challenges. Quality pedagogical
answers require scientific and systematic research of new social situations, especially
within the framework of the public education system. The system of educational
institutions is determined by public policies that define approaches and expected
educational outcomes. In addition to school institutions, they necessarily include
institutional early and preschool education (hereafter ECEC), extracurricular
organisations, but also all other institutions whose (re)formation and education are
(one of) the core activities (for example, reformation institutions).

These Proceedings are a contribution to the analysis and understanding of the
education system and quality responses to development processes. They were created
by the synergy of scientists from three higher education institutions. With these
Proceedings, the Faculty of Humanities and Social Sciences of the University of Split
(Croatia) joined the Faculty of Social Sciences and Arts of the University of Applied
Sciences in Nowy Sacz (Poland) and the Faculty of Education of the University of
Belgrade (Serbia) who had already established traditionally good cooperation through
16 annual, jointly published, books of proceedings. The editorial board of Proceedings
was joined by two more members, prof. Alicja Renata Sadownik from the University
of Applied Sciences of Western Norway, Bergen (Norway) and prof. Milena Ivanu§
Grmek, Faculty of Education, University of Maribor.

The proceedings bring together the paper works of scientists from 10 higher
education institutions from four countries: Bosnia and Herzegovina, Croatia, Poland
and Serbia. Transcending geographical boundaries and pedagogical practices,
the scientists-authors point to universal pedagogical paradigms by analysing the
difficulties observed in practice in their papers. At the same time, possible high-quality
application solutions are generated based on scientific knowledge and research.

The papers are arranged in (presumed) order of application of pedagogy in
practice. Each individual paper makes a unique contribution to the understanding of
pedagogical practice and different pedagogical paradigms.

Based on the analysis of available research, authors Monika Terlovi¢ and
Danijela Blanusa Troselj provide an overview of ECEC public education policies.
Public educational policies, as a reference framework for pedagogical practice in
ECEC, determine the quality of the educational process and outcomes for children.
Cooperation between ECEC and the local community can also contribute to quality.
Authors Marijana Mioc¢i¢ and Ana Molt Demo analysed the opinion of preschool
teachers about the modalities of this cooperation. The quality of the ECEC process,
which can contribute to the mental health of early and preschool children, was analysed
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by author Zbigniew Ostrach. The author recognizes social games as one of the quality
tools for enhancing children’s well-being. Instead of shifting the responsibility
(and some kind of guilt) to the media and computer games, the authors point to the
educational potential of social games.

Authors Nikoleta Dobrosavljevi¢ and Zorica Cvetanovi¢ write about the
importance of pedagogy in the system of primary education. They analyse the
importance of using a reading diary from a teacher’s perspective. The need to develop
methodical instructions for teachers was recognised. This would contribute to the
uniformity of the structure of the reading diary and, possibly, the development of
student independence as a predictor of the quality of the process.

The higher education of ECEC teachers can be interpreted as a particularly
significant dimension of all educational systems. Only highly educated teachers who
recognise the value of upbringing and education can systematically develop personal
competencies and thus stimulate the learning and development of those they work
with. Authors Adrijana Visnji¢ Jevti¢ and Vi$nja Rai¢ analysed the development of new
professional competences of ECEC teachers in the ECEC system. Having examined
the opinion of future ECEC teachers, the authors point to the need for development
of competencies for human rights and active citizenship education. They recognise
the problem of insufficient representation of these contents in the existing curriculum
of higher education for future ECEC teachers. The importance of communication
competences is examined by the authors Julia Klapa and Jolanta Rybska-Klapa. Special
attention is paid to the communication competences in a foreign language of students
with dyslexia. Based on processed data that was collected by researching students’
opinions, the authors analyse facilitating and aggravating factors. Systematic analysis
of factors is the starting point for generating recommendations for the development of
quality practice at the academic level. Author Katarina Simi¢ examined the preferred
style of students - future ECEC teachers. Based on the survey of ECEC students’
opinions the author concludes that students prefer independent learning. At the same
time, the author observes the connection of learning styles with certain areas (e.g., the
connection of kinaesthetic style with music education).

The last, particularly important and interesting chapter brings together new
pedagogical approaches generated by contemporary social processes and lifestyle
changes. This topic is introduced by the author Marek Mierzynski, who gives an
overview of the anthropological perspective of contemporary pedagogy. The author
analyses the conditions and anthropological inspirations. Through the presentation of
three directions of philosophical anthropology, he analyses possible answers (theses)
about the nature, structure, development and education of human beings. Aleksandar
Tadi¢ provides a pedagogical insight into the interpersonal style of teachers. Analysing
the interpersonal style of physical education teachers, the author argues for their
autonomy. In this context, it is possible to analyse the pedagogical implications of
physical activities of young people. The authors Ton¢a Juki¢ and Dora Mimica present
a study of the mental strength of young people who play sports, considering their age
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and length of training. Author Miroslava Risti¢ proposes a model for evaluating the
quality standards of open educational resources.

The final paper of these Proceedings analyses a topic that often remains “outside
the scope” of the pedagogical activity analysis. Author Krzysztof Jasinski analyses
the factors of re-adaptation of persons who are temporarily incarcerated. The author
interprets the difficulties of re-adaptation into society by a subjective feeling of the
fear of freedom, among other things. The vicious circle of relapse that individuals fall
into increases the stress they experience, which encourages a cognitive escape from
freedom.

Firmly believing that these Proceedings contribute to the exchange of quality of
educational systems and approaches, and encourage reflection on the quality of this
system, we proudly submit it for reading. At the same time, we bear witness to the
importance of networking and the synergy of joint work.

Editors
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Monika TERLEVIC, Danijela BLANUSA TROSELJ
Juraj Dobrila University of Pula, Faculty of Educational Science

ECEC policy - a systematic literature review

Abstract: Education is accepted as a fundamental resource and a valuable
investment, both for individuals and for society as a whole. Educational policies in the
ECEC system are increasingly important in the part of public policies in the world.
Different countries set different goals for their educational policies, depending on
the current strategic documents, value systems of the countries and/or the traditions
it relies on. The aim of this research was to make an overview of ECEC educational
policy research. The Systematic Literature Review method was used. The open access
database of DOAJ articles from 2019 to 2023 was used as the source of research.
The papers show different views on the ECEC system and its positioning in education
policy. On the one hand, they show the idea of a flexible system in which play-based
pedagogy is nurtured, the active participation of the child and the adaptation of work
to the child’s interests and needs is clearly visible. But on the other hand, the papers
give a sense of anxiety and aspiration to structure the work in early and preschool
education institutions only for the purpose of standardising school preparation.
Implications can be found in the obtaining of relevant results that can contribute to the
successful implementation of educational policy in the ECEC system by theoretically
understanding it and inspiring the planning process of its implementation by other
successful countries.

Keywords: accessibility; early childhood education and care; educational policy,
systematic literature review, quality.

Introduction

Globalisation affects all segments of life, including education and care. Educational
policy has a hard time coping with constant contextual changes, often offering solutions
with an initially inadequate identification of the problem. The processes of education
and care are closely related to the public global policy, especially educational policy
at the national level (Mundy, 2005). Ziljak (2013: 8) emphasises that “every policy
strives to be successful, and educational policy strives to achieve its success most
often through educational reforms, even more systemic changes that affect all parts of
the system”. The educational policy of early childhood education and care (ECEC) is
defined as a set of principles and guidelines based on legal regulations for the purpose
of improving the quality of ECEC.

Educational policies in the ECEC system are increasingly important in the part of
public policies in the world. Since education is one of the factors of successful political
socialisation, it is crucial to encourage children to actualise their personal potential
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from an early age, which in the future, through active participation, will significantly
contribute to political integration and critical thinking (Wasik & Hindman, 2005).
Therefore, “education is a powerful means of forming national identity and national
integration” (Pastuovi¢, 2012: 171). It is undoubtedly important to think about the
importance of developmentally stimulating experiences for children of early and
preschool age in their formative years (Blanusa Troselj & Terlevi¢, 2023: 73), but
there is a significant controversy surrounding the way of involving and implementing
policies in educational practice.

ECEC policy in the world and in Europe

Different countries set different goals for their educational policies, depending on
the current strategic documents, value systems of the countries and/or the tradition it
relies on (Engel et. al, 2015; Eurydice, 2024; Korzeniecka-Bondar et al., 2023). Of
course, in doing so, all policies should be based on the basic common documents that
have been signed and ratified, such as the Universal Declaration of Human Rights
(1948, NN 12/2009) or the Convention on the Rights of the Child (1989). At the same
time, significant differences are also visible in the functioning of the system itself. Many
countries struggle with satisfying the basic rights to life or health of individuals, which
is why the right to education is in fact insufficiently realised, although on paper it is one
of the key rights. At the same time, ECEC is on the periphery of the educational system
itself. Even in similar value and cultural systems, such as European countries, there are
visible differences in the understanding and functioning of ECEC. Some countries see
ECEC as an integrated system managed by the departmental Ministry in charge of all
parts of education, from nursery school to college (e.g. Croatia). Others separate ECEC
into the so-called split-system that are managed and regulated by two ministries, the
ministry in charge of health or social care for children up to the age of 3, and the ministry
in charge of education for children older than 3 years of age (Viskovi¢, 2024). Of course,
this is also reflected in the personnel, competences and legal regulations governing the
ECEC.

In Poland, ECEC is based on a split-system - ECEC for children from 1 to 3 years
of age and for children from 3 to 6/7 years of age. Preschool education in the year
before starting school is compulsory. The participation rate in ECEC of children aged
3 to 6 is evidently high, as according to the latest data from the 2022/2023 academic
year it is 90 %. As for the initial education of preschool teachers, unlike the initial
education of teachers working with children from the age of three until starting school,
there is no higher initial education for educators who work in the ECEC system with
children up to 3 years of age (Eurydice, 2024). “Since September 2018, all teachers in
Poland have had a statutory obligation to undertake professional development... with
the goal of improving the knowledge and skills connected with their performed work”
(Korzeniecka-Bondar et al., 2023: 93).

Norway has a long tradition of decentralised education management, and with it
the ECEC system (Engel et. al, 2015; Eurydice, 2024). ECEC is not mandatory, but
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children have the right to education from the first year of life. “Kindergarten Teacher
Education (KTE) is a three-year bachelor program. This program educates teacher
candidates for kindergartens/early childhood education. The addition of one year’s
relevant further education qualifies pre-primary teachers to work in the first to the
fourth year of primary school” (Eurydice, 2024).

The ECEC system in Germany consists of public and private institutions that
provide out-of-home education services. The number of institutions that provide care
for children from 3 years of age is gradually decreasing. Institutions that provide
integrated care for children from the age of one to starting school are opening (Eurydice,
2024). In some regions of the country, ECEC is completely free, while in others it is
funded by parents. Parents are free to choose the institutions of their choice. The
standard for enrolling children in educational groups is not national, but regional. In
the group of children aged 3 to 6, 20-25 children are enrolled, while in the age group
0 to 3, 8-15 children are enrolled. The ratio of preschool teachers to children under the
age of 3 in 2022 was 4 (children): 1 (educator), and between the ages of 3 and starting
school - 7.8 (children): 1 (educator). “Pedagogic staff in the German early childhood
sector does not have the training and status of teachers. The pedagogic staff in the
early childhood sector consists mainly of Erzieher/Erzieherinnen (state-recognised
youth or child-care workers)” (Eurydice, 2024).

The Netherlands provides ECEC services for children from 6 weeks to the end of
primary school (12 years). Education is compulsory from the age of 5. The purpose of
early education is to prevent educational differences among children aged 2 to 6 years
of age. Four-and five-year-olds attend the first two grades of primary school. Parents
co-finance the costs of care and education of their children, and the Dutch government
co-finances most of the monthly amount. Primary school education is completely free
(Eurydice, 2023).

In connection with the previous statements, the key characteristic of educational
policies in the ECEC system of an individual country refers to ensuring the right to
education. One of the dimensions of the right to education is access to education itself
(Tomasevski, 2006). To provide a comprehensive overview of access to ECEC, the
European Commission, EACEA and Eurydice (2019) provided an insight into ECEC
access measures for all children in EU member states, in the document Key data on early
and preschool education in Europe - 2019 edition.

Theoretical conceptualisation of ECEC policy paradigms

To systematise different theoretical starting points and research, Woodhead (2006)
points out four paradigms in the ECEC policies and practices:

1. Development paradigm

2. Socio-cultural paradigm

3. Political and economic paradigm

4. Perspective of human rights paradigms
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Beginning with the thesis that the early years of a child’s life are formative years
that determine the child’s future prospects in the long term (Blanusa Troselj & Terlevic,
2024), Woodhead (2006) defines the first paradigm as a developmental perspective.
He states that the developmental perspective includes the child’s physical, cognitive,
social and emotional functioning, which includes characteristic stages of development,
and believes that numerous progressive transformations take place in these areas
through a child’s development. It defines early childhood as the period of life when
human beings are the most dependent on relationships with other people, and it is
precisely their development that is particularly sensitive to negative influences from
the environment. He also emphasises the importance of formative years of a child’s
life as part of a sensitive or critical period of development, and concludes that “early
intervention is the best, but it is (almost) never too late to intervene” (Woodhead,
2006: 24) at that stage of a child’s development.

Woodhead (2006) divides the socio-cultural perspective into developmentally and
contextually appropriate practice. Developmentally appropriate practice is based on
Piaget’s developmental theory, which states that the child must first be at a certain
level of development in order to learn something, while the concept of contextually
appropriate practice is based on Vygotsky’s socio-constructivist theory, in which he
claims that the child’s learning and stimulating environment affects its development.

The interesting thing about the third paradigm is reflected in the fact that the
Woodhead (2006) does not accept the political and economic perspective as a positive
paradigm in education and considers it ethically questionable. However, just as
Bruner (2000) proves, even though it often seems the opposite and you would never
even think about education as such, in a broader sense it is really political. Education
is accepted as a fundamental resource and a valuable investment, both for individuals
and for society as a whole. Indeed, in most countries today, primary education is not
only perceived as a right, but also as an individual’s duty.

As the last paradigm in ECEC policies and practices, Woodhead (2006) stresses the
human rights perspective. It can be concluded that the author believes this perspective
should be the most represented paradigm in education, given that it is based on ethical
and legal principles. The author connects this paradigm with the UN Convention on
the Rights of the Child (1989).

On the other hand, authors Ylimaki and Brunderman (2022) try to face the challenges
of improving the quality of educational processes in educational institutions located in
contextually intercultural environments and apply traditionally oriented teaching with
a great departure from pedocentrism. The very core of these challenges is the tension
between a neoliberal policy designed for wide-population implementation that is not
sensitive to contextually appropriate practice, interculturality and interdisciplinarity and,
on the other hand, a progressive approach to democratic education based on humanism,
a holistic approach and pedocentrism. The presence of neoliberal policies in educational
discourse is associated with the compromising of political freedom at national levels
(English & Papa, 2018). For the education system, this can be described through one
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public education system. By creating alternatives, i.e. by establishing alternative schools
with centralised financing, it ensures the true political freedom of society.

Education is constantly changing in line with the change in economic conditions,
demographics, technological advances and political debates. It is these drivers that
will change the way politicians and researchers will conceptualise and ultimately
construct future curricula and curricular reforms and determine which paradigm will
be particularly emphasised in that process. Funding of public education is an important
indicator of society’s priorities and an obvious indicator of future educational trends.
Thus, the ECEC educational policy today occupies a significant place in global and
national educational policies, with an emphasis on their important values, most often
presented in strategic documents, and articles.

Research aim

The goal of this research was to make an overview of research on the ECEC
educational policy currently available to the authors in the DOAJ open database.
Regarding this aim, the following research questions were selected.

RQ,: What methods are used to research ECEC educational policies?

RQ,: What are the key topics that appear in analysed works, and how do they
concern ECEC educational policies?

Method

The Systematic Literature Review method was used. The open access database of
DOAJ articles was used as the source of the research. The time frame for the analysed
published works was 5 years, from 2019 to 2023.

The criteria for inclusion and exclusion of articles in the analysis (Marici¢ et al.,
2023: 230; Terlevi¢, 2022: 205) are shown in Table 1.

Table 1 Inclusion and Exclusion Criteria

Criteria Inclusion Exclusion
Policy + ECEC or ECE or

Keywords early childhood education All other
Subject area  Education Not education
Language English Non-English
Timeline 2019 — 2023 Everything until 2018 (and 2024)

. Peer Reviewed Journals, Co.n ference proceedmgs., J ourr}al
Literature Sinele article in recular articles that are not published in
type g g Peer Reviewed Journals, Editorials,

number Special numbers, Books

Research; at least one of
Content educational topics and at least ~ Not Research
one of educational level
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In the first step, keywords are entered. In the combination of keywords: policy +
ECEC, 3 papers were published in the specified period, 1 of which was published in
2019, and 2 in 2023. Only one paper was published in the combination of keywords
policy and ECE, in 2019. In the DOAJ database, 31 papers were published with the
keywords policy and early childhood education. Of that number, 6 were published in
2019; 5 in 2020; 8 in 2021; 2 in 2022; 10 in 2023.

Graph 1 represents further steps that arrive at the final number of papers for
detailed analysis. In the end, a total of 26 articles from the DOAJ database were
analysed.

Keywords Kevwords: Reywords:

policy + ECEC poliey + ECE policy + early
chuldbood education

N=3 N=1
— N=3l

- repeaced articles

N=1l

-2 articles regarding language barmers

N=1

=3 articles that does not meet the
criteria of a scientific article

N=26

aalysed papers

Graph 1 Identified articles in the systematic literature review

Results and Discussion

ECEC educational policies research methods

To answer the first research question, the papers and their methodology were studied
in detail. The countries and continents from which the research originated, the index of
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the quartile of journals in which the papers were published, and the methodology of
obtaining data were determined.

In Table 2, the topic of ECEC education policy is more present in research in the
areas of Europe and North America. Australia follows, while South America, Asia and
Africa are represented with only 2 scientific papers each. Although it can be inferred
that there are many countries on these continents that do not yet have a regulated
ECEC system, as well as an associated educational policy, it would be interesting
to study whether they use different terminology or publish in local, less accessible
magazines, or in other languages. Special value is given to international research that
connects scientists from different countries. In this research, three such papers were
found.

Table 2 Countries and continents present in the papers

Continent Countries Number of articles
Asia Hong Kong; UAE 2
Affica South Africa; Nigeria 2
North America USA; Mexico 7
South America Brazil; Colombia 2

Italy; Finland; Norway; UK; Hungary; Croatia;
Spain; Turkey; Germany
Australia Australia 4%

*Two papers involved Finland and Norway; one paper involved Australia and UK; one paper involved Australia,
Croatia, Hungary, Spain and Turkey

Europe

Table 3 Quartiles of the journals that published analysed papers

Quartiles Number of papers
Q1 5

Q2 10

Q3 7

Q4 1

Non quartile 3

Table 3 shows the quartile of journals in which the analysed papers were published.
It shows that the majority of papers were published in journals that are in Q2 quartiles
(N = 10). This aims to show the quality of analysed papers and high quality of each
research.

Table 4 shows that the ECEC educational policy is mainly researched using
qualitative methods, or possibly quantitative when they are combined with some form
of qualitative research. A broader picture of the studied issue is given this way. ECEC is
an interdisciplinary field whose specificities correspond to the principles of qualitative
methodology, and its practice (along with policy) is also researched this way (Bogatic,
2024). The variety of different methods used is noted in Table 4, but it can be determined
that review papers of scientific research and analysis of documentation, content or other

20



PEDAGOGY IN EDUCATION PRACTICE

sources and interviews, independently or in combination with other methods (scales,
observations, focus groups) are predominantly represented in this research.

Table 4 The methodology nature of analysed research papers

Methodology  Instrument Authors N
analysis of the public Lazzari & Balduzzi, 2023
hearing Visnji¢-Jevti¢, Varga Nagy, Ozturk, Sahin-
qualitative content Sak, Paz-Albo, Toran & Sanchez-Pérez,
analysis 2021
iterative analytical Neumann, Anthony, Erazo & Neumann,
process, extractive 2019
qualitative content Thacker-King, 2023
analysis Heiskanen & Franck, 2023
document analysis Koger, 2022
longitudinal research Haugset, 2021
semi-structured Luthardt, Schréder, Hildebrandt &
interviews Bormann, 2020
Qualitative focus groups Alstad & Sopanen, 2020 20
ethnographic Melhuish & Gardiner, 2019
evidence-based Porterfield & ScottLittle, 2019
observations and video Paananen, Kuukka & Alasuutari, 2019
recordings Chung, 2023
literature review Adamson & Skattebol, 2023
Delphi methodology; Anzures Tapia, 2020
review of international Farewell, Powers, Maiurro, Scarbro,
literature and interview Quinlan & Puma, 2020
ethnographic approach Buskqvist, Johansson & Hermansson, 2023
- hermeneutic Skattebol, Adamson & Blaxland, 2023
phenomenological Axelsson, 2023
approach Guerrero & Camargo-Abello, 2023
(only in combinations
Quantitative with qualitative 0
methodology)
Document analysis, non-
participatory classroom
observation and semi- Sherfinski, Hayes, Zhang & Jalalifard,
structured interviews and 2019
Mix methods thematic content analysis ~ Koloti & Jita, 2021
L interview and analysis of ~ Little, Cohen-Vogel, Sadler & Merril,
(qualitative and d . 2019 6
quantitative) documentation .
interview and Verma, Hearn, Zahran & Alowais, 2022
questionnaire Williams, 2021

semi-structured
interviews, with scale
focus groups, observation

Vieira, Meirelles & Emmendoerfer, 2023
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Key themes of ECEC educational policy research

Differences in the ECEC system

There are as many different systems and policies of ECEC as there are countries.
Maybe even more, given that in some countries the ECEC system is governed
by regional policies. Many countries do not have universal early and preschool
programmes, and they vary according to the obligation to access the system (Williams,
2021). Certain countries have a long-standing tradition of the ECEC system, while in
others the same has only recently been discussed. In recent years, the countries of the
European Union have been trying to set common goals, and in accordance with this,
they have been adopting documents and creating policies that harmonise the position
of the ECEC system and the (initial) education of staff.

However, the global picture of ECEC policies raises many questions and debates.
While, on the one hand, some countries do not have a sustainable basic quality ECEC
system, from lack of qualified workforce, insufficient institutions, equipment, care for
children’s health, poverty, to the entire educational policy and ECEC monitoring (Aguh
& Olutola, 2023; Verma et al., 2022), in other countries, further steps in raising children
are being considered, as a kind of upgrade in accordance with the promotion of children’s
rights in all segments (Axelsson, 2023; Chung, 2023). Differences between countries in
terms of the ECEC system are visible in the historical segments of ECEC development,
the reasons for establishing kindergartens and the speed of development. However, even
in more developed countries there are significant differences visible in fundamental
issues, such as accessibility to the ECEC system, which entails socially important
issues, such as children in poverty or distance (Guerrero & Camargo-Abello, 2023), i.e.
the isolation of certain regions (Axelsson, 2023; Skattebolet al., 2023, Visnji¢-Jevti¢
et al., 2021). Deepening of differences occurs in crisis situations, which was proven
in the conditions of the recently experienced COVID-19 pandemic (Skattebol et al.,
2023; Visnjic-Jevti¢ et al., 2021). Education policy responses to COVID-19 have
opened dialogues about the consequences of the closure of educational institutions
and the current chronic educational gap for minorities and children living at the
level of poverty or extreme poverty (Thacker-King, 2023). Reactions to Covid-19
have generally led to significant changes in ECEC policy and funding mechanisms.
Skattebol et al. (2023), note that this situation has led to reflections on the level of
competence in the Australian ECEC system as sustainable, inclusive and effective for
all families. Similar questions have arisen in other countries.

Quality of ECEC system

The quality of the ECEC system is the most frequently mentioned topic in the
reviewed papers. It is obvious that this is a current topic of education policy regardless of
the country. Very diverse areas are discussed within quality, such as staff qualifications,
accessibility to early and preschool education, innovations to improve quality, etc.

However, it is difficult to talk about the ECEC quality in conditions where the
main concern are fundamental human rights. Thus, for example, the ECEC system
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in Nigeria faces many challenges that Western society does not. These include poor
infrastructure, employment of unqualified personnel, low salaries of employees,
inadequate implementation of the early education curriculum, corruption and poor
funding of ECEC programmes, etc. (Aguh & Olutola, 2023). Education and care in
poor parts of certain countries have many disadvantages, and in these regions preschool
teachers are often less informed and qualified, and their role is significantly different
(Anzures Tapia, 2020). Issues relating to poverty, availability and quality of ECEC
are being discussed in Nigeria, Mexico, USA, and Australia. Many countries lower
the limit of compulsory education to early age, as one way of overcoming differences
and giving opportunities to children from poor families or environments (Guerrero &
Camargo-Abello, 2023).

Melhuish and Gardiner (2019) indicate that the presence of highly qualified staff
can have greater impact on the quality of ECEC than the ratio of staff to children.
Thoughtful and purposeful policy change can directly affect children’s development,
contribute to improving their well-being and the future development of adults
(Melhuish & Gardiner, 2019). Competent practice has been verified many times
and the authors refer to direct connection with contribution to society. Of course,
what is deemed competent also depends on the culture in which it is discussed.
Process-based and culturally competent practices are the foundation of high-quality
early and preschool education in general and should be encouraged and built upon
by meaningful policy changes at the ECEC level (Porterfield & ScottLittle, 2019).
The same authors emphasise the need for policies and resources to invest in capacity
to implement culturally competent practices with carefully considered professional
development, and steps should be taken at the system level to ensure a cohesive
approach to regulating and promoting culturally competent practices. (Porterfield &
ScottLittle, 2019). Communities are those who should define their ECEC needs and
the types of services that best fit those needs (Adamson & Skattebol, 2023), which
naturally calls into question the applicability of a universal quality assessment system
for all societies and all nations.

Perhaps the most common and universal question related to ECEC quality
includes the question of availability. There are significant differences between
countries that discuss this topic from different positions. For example, the availability
of ECEC is associated with the possibility of choice, which according to Paananen
et al. (2019), is currently part of the dominant political discourses in the field of
early and preschool childcare in many Western societies. At the local level there are
often certain restrictions, which are given lower or higher priority, depending on the
geopolitical context. Policies intertwine and merge with various interrelated entities.
Some of them have stronger influence on educational policy than others, and apart
from the spatial segment they themselves can change with regard to social contexts
and values that prevail in a certain period of time. Among others, these can be entities
such as access to ECEC services (availability, distance of services, fees), parents’
assumptions about ECEC services, working conditions, legislation, other types of
different resources available to families, and family characteristics, the needs and
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wishes of children and parents (Paananen et al., 2019). In practice, access to ECEC
remains the top priority. In his work, Motiejunaite (2021) advocates the need for clearer
guidelines to promote quality ECEC and proposes complex indicators for monitoring
the integration of ECEC systems based on integrated management, higher education,
educational guidelines and place guarantees. As stated earlier, the availability of
ECEC is a particularly topical issue for poor children and children in more remote
areas. Families with young children facing economic and related difficulties are the
most likely group to miss out on the benefits of regular and continuous participation
in high-quality ECEC, as policy does not ensure that all families can use high-quality
ECEC services (Skattebol et.al., 2023).

Innovations can be a significant contribution to ECEC quality, but the path from
the creation of changes in educational policy to the implementation of changes in
practice is not always easy. Luthardt et al. (2020) points out that in order to positively
contribute to changing interactions in practice it is necessary to establish a discursive
agreement on the central concepts of the topic at the policy level and connect them with
the actual working practice realities, to implement social innovations in education and
connect it more closely with existing ideas in practice. This requires certain support
measures.

Innovations and interventions in the analysed works talk about the possibilities
of digital technology in ECEC (Buskqvist et al., 2023; Neumann et al., 2019),
interventions related to obesity issues (Farewell et al., 2020), moral education (Chung,
2023) and others. These are topics that can be discussed within the educational policy
in developed countries that have an organised ECEC system, where the issues related
to accessibility, poverty, etc. have been overcome. For example, Farewell et al.
(2020), write about the identified changes in policies, systems and environment, and
interventions in ECEC with the aim of implementing sustainable changes related to
healthy nutrition and physical activity, improving the quality of different kindergartens
and promoting healthy behaviours in early childhood, in order to prevent obesity
(Farewell et al., 2020). However, according to Buskqvist et al. (2023), digitisation
is not only achieved with a computer and projector, cables and lights, nor all this in
combination with other physical materials such as floors and chairs; it is also achieved
with institutional documents, curriculum plans and the ways in which children and
teachers interact with each other. The authors advocate for understanding digitisation
as a relational process in educational environments, rather than as an instrumental and
deterministic implementation of technology (Buskqvist et al., 2023).

Despite the possible initial feelings of discomfort towards innovations arising from
educational policy, preschool teachers are ready to implement given policies, even when
they do not have sufficient knowledge about them (Koloti & Jita, 2021). This may be
the reason why many data handled by institutions, even informally, are handled very
variably (Little et al., 2019). Nowadays, data privacy is a sensitive and burning issue
that education policy must take into account.

In a society where nations and religions intervene more and more, and migration
changes the needs of society, the issue of linguistics and the use of language comes
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to the fore in Western countries, which are the most common goal during migration.
Language orientation, according to Alstad and Sopanen (2020), in ECEC policy is
rather vague and open. On the one hand, multilingualism is seen as a resource, and
on the other, multilingualism is seen as a challenge. Although Finland is bilingual, it
is still based on monolingual norms. The ECEC curriculum in Finland does not have
the same level of political engagement as in Norway, as Finnish teachers have more
autonomy than teachers in Norway (Alstad & Sopanen, 2020).

As ECEC policy changes, so do the policy requirements. The very current issue
of documentation and the function of documentation in ECEC was discussed in
the work of Heiskanen and Franck (2023), who indicate significant differences in
understanding of and approach to the same issue, even when it comes to countries
that are close in location, such as Finland and Norway. However, it is certain that it
must be ensured the documentation does not interfere with the implementation of
child support. The aforementioned study sheds light on the complex nature of the
development of educational systems, with emphasis on documentation in ECEC. At the
same time, previous experiences also influence further changes, so the Finnish system
that previously had no requirements for administrative practices of documentation for
child support saw more documentation as the correct policy solution. Conversely, in the
Norwegian system, problems caused by rigid documentation practices led to calls for
simplification of documentation (Heiskanen & Franck, 2023).

Economy, private sector, and ECEC system

Economic orientations of public systems, including the ECEC system, are
increasingly the subject of much research. In the work of Haugset (2021), private
and corporate service providers emphasise organisational autonomy, show their
internal quality systems, refer to municipal ECEC centres as competitors and propose
stricter national quality guidelines than municipal, social ones. According to Vieira
et al. (2023), a policy for educational management based on economic management
includes innovation, proactivity and risk-taking. These dimensions are determined
by organisational characteristics such as management support, discretion/autonomy,
rewards/recognition, organisational boundaries and time availability (Vieiraet al.,
2023). However, the same authors emphasise that despite the potential and possible
strategies, the segment of the ECEC policy is still insufficiently researched in this
area.

According to Guerrero and Camargo-Abello (2023), the benefits of public and
private investment in ECEC are recognised internationally. There is a consensus that
investing in ECEC not only benefits them directly, but the returns are seen throughout
their lives and even in their offspring. Practice has shown that educational institutions
for early and preschool age become more adapted to the special needs and contexts
of children through meaningful implementation of educational policy. Preschool
teachers proactively position themselves within the implementation of the program or
curriculum by resisting, negotiating and creatively adapting to respond to the needs
of children and the main goals of ECEC policy for the purpose of integrated child
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development (Guerrero & Camargo-Abello, 2023). The same source emphasises that
ECEC includes not only teaching, but also socialisation and fostering a culture of
learning in children (Guerrero & Camargo-Abello, 2023).

Limitations

The limitations of this study can be seen in a contextual barrier of countries that the
studies were conducted in. We can never fully understand and interpret their systems
regarding all the cultural, socio-economic, language, and geographical differences.
Furthermore, analysed studies were published in open-access journals (or DOAJ
database) which could potentially limit this systematic literature review. Nevertheless,
two researchers with different educational level backgrounds ensured the research
validity.

Ethical principles

There is no ethical doubt to report regarding the nature of this research.

Conclusion

The results of this systematic literature review provide different views on the
ECEC system and its positioning in education policy around the world. On the one
hand, the idea of a flexible system in which play-based pedagogy is nurtured, active
participation of the child and adaptation of work to child’s interests and needs is clearly
visible. But on the other hand, analysed articles give a sense of anxiety and aspiration
to structure the work in ECEC institutions only for the purpose of standardising
school preparation. Furthermore, it is noticeable that the quality ECEC system is at
the core of the ECEC policy in all countries. Results regarding the methodological
part of this study show that most studies were conducted in European and American
countries. These are high quality papers due to the fact that the majority of them
were published in Q2 quartile journals. ECEC is obviously an interdisciplinary system
with specificities that correspond to the principles of qualitative methodology, and its
policy and practice is mostly researched by that paradigm.

With that said, this study contributes to understanding the theoretical framework
of ECEC policy regarding all the contextual differences of aforementioned countries.
It brings contribution to science in the field of ECEC system, taking into account that
at the global level, relatively little attention is paid to the subject of ECEC policy.
Bearing in mind that educational policies at the global, national, and then regional
levels decide how the ECEC system will work, it is crucial to pay more attention to
this topic in order to make the quality of the ECEC system as efficient as possible.
Firstly, it is crucial that national policies direct sufficient resources to the ECEC
system, bearing in mind the fact that certain countries have a long-standing tradition
of the ECEC system, while in others the same has only recently been discussed.
Secondly, within quality, very diverse areas are discussed, such as staff qualifications,
accessibility to early and preschool education, innovations to improve quality, etc.
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However, it is relatively impossible to talk about the ECEC quality in conditions
where fundamental human rights are of concern. With that said, this study reveals a
kind of paradox in analysed articles - an overall small number of studies focus on the
ECEC policy phenomena, and those studies that do, focus on the quality of the ECEC
system. Future research should pay more attention to this paradox and focus on the
cause-and-effect relationship between ECEC policy and practice.
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Polityka wczesnej edukacji i opieki -
systematyczny przeglad literatury

Zarowno dla jednostek, jak tez dla ogétu spoteczenstwa edukacja uznawana jest
za fundamentalny zasob i warto§ciowa inwestycje. Polityka edukacyjna w systemie
wczesne] edukacji i opieki (WEIO) odgrywa coraz wazniejsza role w polityce
publicznej na $wiecie. W zaleznos$ci od obowigzujacych dokumentéw strategicznych,
systemow wartosci danego kraju i/lub tradycji, na ktorych dany kraj si¢ opiera, ré6zne
kraje stawiajg sobie rdzne cele w zakresie polityki edukacyjnej. Celem niniejszego
opracowania jest dokonanie przegladu badan dotyczacych polityki edukacyjnej
w zakresie WEIO. W badaniu zastosowano metode systematycznego przegladu
literatury. Przeszukano otwarta baz¢ danych artykutow DOAJ (Directory of Open
Access Journals) w celu odnalezienia zrodta badan z lat 2019-2023. Wyniki niniejszego
systematycznego przegladu literatury przedstawiaja rozne spojrzenia na system WEIO
ijego miejsce w polityce edukacyjnej na calym $wiecie. Z jednej strony uwidacznia si¢
idea elastycznego systemu, w ktorym pielggnowana jest pedagogika oparta na zabawie,
aktywnym udziale dziecka i dostosowaniu pracy do jego zainteresowan oraz potrzeb.
Z drugiej za$ strony omawiane artykuty dajg poczucie dazenia do ustrukturyzowania
pracy w placowkach WEIO wytacznie w celu ujednolicenia systemu przygotowania
szkolnego. Wyniki dotyczace cze$ci metodologicznej niniejszego badania pokazuja,
ze wigkszo§¢ badan przeprowadzono w krajach europejskich i amerykanskich.
Biorac pod uwagg fakt, ze wigkszo$¢ artykutow opublikowano w czasopismach
znajdujacych si¢ w kwartylach Q2, badania te s badaniami wysokiej jakosci. WEIO
jest bezdyskusyjnie systemem interdyscyplinarnym, ktorego specyfika odpowiada
zasadom metodologii jako$ciowej, a jego polityka i praktyka sa badane glownie
w oparciu o ten paradygmat. Niniejsze badanie przyczynia si¢ do zrozumienia
teoretycznych ram polityki wczesnej edukacji i opieki nad dzie¢mi, uwzgledniajacej
wszystkie roznice kontekstowe wystepujace w wyzej wymienionych krajach. Biorgc
pod uwage, ze na $wiecie stosunkowo malo uwagi poswieca si¢ kwestii polityki
WEIO, niniejsza praca wnosi wklad do badan nad zagadnieniem systemu WEIO.
Majac na wzgledzie, ze polityka edukacyjna na szczeblu $wiatowym, krajowym i
regionalnym decyduje o tym, jak bedzie funkcjonowat system WEIO, niezwykle
istotnym jest, aby poswieci¢ temu zagadnieniu wigcej uwagi w celu zapewnenia
jak najwyzszej jakosci systemu WEIO. Zwazywszy na to, ze w niektorych krajach
system wczesnej edukacji i opieki nad dzieckiem funkcjonuje od wielu lat, podczas
gdy w innych jest on omawiany dopiero od niedawna, kluczowym jest, aby polityka
krajowa przeznaczata odpowiednie $rodki na system wczesnej edukacji i opieki
nad dzieckiem. Nalezy doda¢, ze w odniesieniu do kontekstu jako$ci omawiane sg
bardzo zréznicowane obszary, poczawszy od kwalifikacji kadry, dostepnos$ci edukacji
wczesnoszkolnej i przedszkolnej, az po innowacje majace na celu poprawe jakosci
itp. Jednakze w warunkach, w ktorych w gre wchodzg podstawowe prawa czlowieka,
omawianie jakosci WEIO jest niemal niemozliwe. Biorgc pod uwage powyzsze,
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w analizowanych artykulach ujawnia pewien paradoks — stosunkowo niewielka
liczba badan skupia si¢ na zjawisku polityki WEIO, a te badanie, ktére podejmuja
ten temat, koncentrujg si¢ na jakosci systemu WEIO. Przyszte badania powinny
zwroci¢ wieksza uwage na powyzszy paradoks i skoncentrowaé si¢ na zwigzku
przyczynowo-skutkowym pomiedzy polityka a praktyka w zakresie WEIO. Poprzez
teoretyczne zrozumienie polityki WEIO oraz procesu planowania jej realizacji przez
inne kraje odnoszace sukcesy na tym polu mozna odkry¢ pewne implikacje dotyczace
uzyskiwania odpowiednich wynikow, ktore moga przyczyni¢ si¢ do skutecznej
realizacji polityki edukacyjnej w ramach systemu WEIO.

Stowa kluczowe: dostgpnos¢; wezesna edukacja i opieka nad dziec¢mi; polityka
edukacyjna; systematyczny przeglad literatury; jako$¢.
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O6pa3oBHa MOMNTIKA NPEFIIKONACKOT BAaCIUTaba U
o6pa3oBama — CIICTEeMaTCKH NperTef muTepaType

O6pasoBame je KJbyUYHH pecypc M BaKHA MHBECTHIMja W 32 MOjEeAMHIEC U 3a
OpymTBo y uenuHu. OOpa3oBHE MONUTHKE CHUCTEMa MPENIIKOJICKOT BaclUTamba U
o0pa3oBama 3ay3UMajy CBE 3HAuajHUje MECTO Y jaBHHM IOJUTHKAMa IIMPOM CBETa.
PaznmuunTe 3eMJbe TTOCTaBIbA]y Pa3IMUUTE IMJHEBE 3a CBOje OOpa30BHE IMOJIUTHKE,
y 3aBUCHOCTH OJI aKTYEJIHUX CTPATCIIKUX JIOKYMEHATa, CUCTeMa BPEIHOCTH H/WIIH
Tpaauilje Ha KOjy ce ocllamajy. Llnsb oBor mcTpakmBama OWO je Ja ce HalpaBH
mperies] HCTPaXXUBamka y 00JacTH 00pa30BHE MOJIMTUKE MPEIIIKOICKOT BaCIUTARBA
u obpazoBama. [IpuMemeHa je MeToJa CHUCTEMAarcKor TMperieaa JUTeparype.
[pernenom unanaka y 6a3um wacomuca orBopeHor npuctyna (DOAJ) tpaxkenu cy
HM3BOPH HCTpaknBama 3a epuon o1 2019. no 2023. roqune. Pe3ynraru cucremMarckor
mperie/ia JIuTeparype 1ajy pa3induTe Morie/ie Ha CUCTEM MPEIIIKOICKOT BACITUTAA
1 00pa3oBama U HEroB MOJI0XKa] Y OKBUPY OOpa30BHUX MOJHUTHKA MIMPoM cBeTa. C
jeAHe cTpaHe, MPENO3HATIbUBA je uieja 0 (UIEKCHOMIHOM CUCTEMY 4Hja Tedaroruja
Ce 3aCHUBA Ha WTPH, aKTUBHOM yuelnhy JieTeTa u npuiarohaBamy paja JeTETOBUM
HWHTEepecoBambuMa U noTpedama. Ca pyre cTpaHe, aHANM3UPAHU WIAHIN yKa3yjy Ha
TEXbY JIa Ce paJl yCTaHOBA MPEAINIKOJIICKOT BaCIUTaka U 00pa3oBamba CTPYKTYpHUIIIe
camo y IIIJbY CTaHapaAu3alije mpurnpeme 3a mkoiy. [Ipema pesynraTiMa Be3aHuM 3a
METOJOJIOIIKH /I€0 OBOT MCTpakMBama, BehnHa UCIUTHBaka j€ BpIICHA y 3eMJbaMa
EBpone u Amepuke. Bucokor cy kBanutera, umajyhu Ha ymy n1a je BehuHa pagosa
o0jaBibeHa y vaconucuma Q2 kpapTwia. OUUIIICAHO, MPEIIIKOJICKO BaCIUTAkHE U
obpasoBame je WHTEePAUCHIUIUIMHAPHU CUCTEM, a Oymyhu ma meroBe 0COOEHOCTH
OJIrOBapajy MPUHIMIINMA KBaJUTATHBHE METOIOJIOTH]E, IIyTEM TaKBE MapajirMe ce
ETr0Ba TMOJIMTHKA U MPaKca U UCTPAKY]y.

OBa crTyadja JONPUHOCH pa3yMeBamby TEOPHJCKOI OKBHpa IIOJIMTHKE
MPEALIKOJIICKOT BaCIHTamba W 00pa3oBama U KOHTEKCTYaJHHX pa3iIHMduTOCTH Mehy
noMeHyTHM 3eMibaMa. OHa je JOMPUHOC HAylH Y 001aCTH MPEALIKOJICKOT BaCITUTambha
u oOpa3zoBama, UMajyhu y BHIy Ja ce OBOj BPCTH MOJHMTHUKE y CBETY TOKJIama
penaTuBHO MaJIo Naxkwke. bynyhu na 00pa3oBHE MOMUTHKE HA CBETCKOM, HALIMOHAITHOM
1 perroHaIHOM HUBOY ozipel)yjy GyHKIMOHUCAake CUCTeMa IIPEIIIKOICKOT BACIIUTAka
u o0pa3oBama, BAKHO je J1a c€ OBOj TEMM IOKJIOHH BHIIE MaXKie, Kako OU ce JaTu
CHCTEM YYMHHO WTO epukacHUjuM. 3Hajyhu 1a mojequHe 3eMJbe MMajy TyTOTOHIIbY
TPaAULMjy CHCTEMa MPEIIIKOICKOT BaCIMTama U 00pa3oBama, 0K ce y ApyruMa o
TOME TEK OJJHEZaBHO OBOPH, BAXHO j€ /1a HAlMOHAJIHE TOJUTHKE YCMEpe JOBOJFHO
cpeacTaBa Ka ToM cucTeMy. [lnTama KBanuTeTa yKjbydyjy BpJIO pa3iudyuTe 00IacTy,
o7l KBanuQuKanyja 0codsba, JOCTYIHOCTH PAHOT M MPEIIIKOICKOI 00pa3oBama, 10
WHOBaIMja y MOOOJbIIAKY KBAIUTETA, UTA. MehyTuMm, 0 KBaJIUTETy MPEIIIKOICKOT
BaclHTama W 00pa3oBama CKOPO je HeMOoryhe roBOpUTH ako Cy OCHOBHA Jby/ACKa
npaBa 0BeieHa y nuTame. C THM y Be3u, 0Ba CTyAMja OTKPHUBA CBOjE€BPCHU MapaioKC
y aHaJU3UPAHUM PaZOBHMa — CBEYKYITHO, MaJii OpOj HHX MaXby IMOCBehyje muTamy
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MTOJINTUKE TIPEIIIITKOJIICKOT BaCcIIUTama U 00pa3oBama, IOK OHU KOjH ce TUME H OaBe,
MaX’kby yCMepaBajy Ka KBaJMTeTy Tor cuctema. bynyha mcrpakuBama Mopana Ou ga
NOCBETE BHIIIE MAXEE OBOM IMApPAJOKCy M J1a C€ yCMepe Ka y3pOYHO-TIOCISIHYHIM
Be3amMa u3Mel)y MONuTHKE M Tpakce NPEeNIIKOJICKOT BacHHuTama W o0pa3oBamba.
HNmnnukanyje Mory Ja ce orieAajy y pe3ylTaruMa Koju Ou JONpUHENH YCIHENIHO]
NPUMEHN 00pa30BHE TIOJIMTHKE Yy CUCTEMY TPEIIKOJICKOT BaclUTama 1 00pa3oBama,
KaKo IyTeM H-CHOT TEOPHjCKOT Pa3yMeBamba, TAKO U IMOJCTUIIABEM IUIAaHNPAha HeHE
HpUMEHE TI0 Y30py Ha Jpyre 3eMJbe.

KibyuHe peun: 1OCTYITHOCT; IPEIIIKOJICKO BaCIUTamke 1 00pa3oBame; 00pa3oBHa
MOJINTHKA; CUCTEMATCKHU peTIie]l JINTepaType; KBaJUTET.
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Politike u sustavu ranog i predskolskog odgoja i obrazovanja -
sustavni pregled literature

Obrazovanje se prihvaca kao temeljniresursivrijedna investicija, kako za pojedince
tako i za drustvo u cjelini. Obrazovne politike u sustavu ranog i predskolskog odgoja i
obrazovanja (RPOO) sve su vaznije u dijelu javnih politika u svijetu. Razli¢ite zemlje
postavljaju razlicite ciljeve svojih obrazovnih politika, ovisno o trenutnim strateskim
dokumentima, sustavima vrijednosti zemalja i/ili tradiciji na koju se oslanja. Cilj
ovog istrazivanja bio je napraviti pregled istrazivanja obrazovne politike RPOO-a.
KoriStena je metoda sustavnog pregleda literature. Izvor istrazivanja pretrazen je u
bazi podataka otvorenog pristupa DOAJ ¢lanaka od 2019. do 2023. godine. Rezultati
ovog sustavnog pregleda literature daju razli¢ite poglede na sustav RPOO-a i njegovo
pozicioniranje u obrazovnoj politici diljem svijeta. S jedne strane jasno je vidljiva
ideja o fleksibilnom sustavu u kojem se njeguje pedagogija temeljena na igri,
aktivnom sudjelovanju djeteta i prilagodbi rada djetetovim interesima i potrebama.
No, s druge strane, analizirani ¢lanci daju osje¢aj teznje da se rad u ustanovama
RPOO-a strukturira samo u svrhu standardizacije pripreme za $kolu. Rezultati koji
se odnose na metodoloski dio ovog istrazivanja pokazuju da je veéina istrazivanja
provedena u europskim i ameri¢kim zemljama. Kvalitetni su s obzirom na to da je
vecina radova objavljena u casopisima koji se nalaze u Q2 kvartilima. RPOO je ocito
interdisciplinarni sustav ¢ije specifi¢nosti korespondiraju s nacelima kvalitativne
metodologije, te se njegova politika i praksa uglavnom istrazuje u toj paradigmi.

Ova studija doprinosi razumijevanju teorijskog okvira politike RPOO-a s obzirom
na sve kontekstualne razlike gore navedenih zemalja. Doprinosi znanosti u podrucju
RPOO sustava, uzimajuci u obzir da se na svjetskoj razini relativno malo paznje
posvecuje temi RPOO politike. Imajuci u vidu da obrazovne politike na svjetskoj,
nacionalnoj, a potom i regionalnoj razini odlucuju o tome kako ¢e RPOO sustav
funkcionirati, kljucno je ovoj temi posvetiti vise paznje kako bi kvaliteta RPOO sustava
bila $to ucinkovitija. Imajuci u vidu Cinjenicu da neke zemlje imaju dugogodisnju
tradiciju RPOO sustava, dok se u drugima o istome govori tek odnedavno, prije
svega je kljuno da nacionalne politike usmjere dovoljna sredstva u razvoj sustava.
Drugo, unutar kvalitete se govori o vrlo razli¢itim podru¢jima, od osposobljenosti
osoblja, dostupnosti RPOO-a, inovacijama za poboljsanje kvalitete itd. No, relativno
je nemoguce govoriti o kvaliteti RPOO-a u uvjetima kada su upitna temeljna ljudska
prava. S tim u vezi, ova studija otkriva svojevrsni paradoks u analiziranim ¢lancima
- sveukupno mali broj studija usredotoCuje se na fenomen politike RPOO-a, a one
studije koje se bave tom temom, fokusiraju se na kvalitetu RPOO sustava. Buduca bi
istrazivanja trebala posvetiti viSe paznje ovom paradoksu i usredotociti se na uzro¢no-
posljedi¢nu vezu izmedu politike i prakse RPOO-a. Implikacije se mogu pronaci u
dobivanju relevantnih rezultata koji mogu doprinijeti uspjesnoj provedbi obrazovne
politike u sustavu RPOO-a kroz njezino teorijsko razumijevanje i inspiriranje procesa
planiranja njezine provedbe iz drugih uspjesnih zemalja.

Kljuéne rijeci: kvaliteta; obrazovna politika; pristupacnost; predskolski odgoj i
obrazovanje; sustavni pregled literature
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Cooperation between kindergarten and local community in
promoting the quality of educational process

Abstract: Continuous cooperation between professional kindergarten staff and
the local community contributes to the improvement of the educational institution
quality. Through interaction between kindergarten and the local community, the
children become active participants in society, contributing to the betterment of the
community in which they live and grow up. Therefore, the aim of this research was
to examine the opinions of kindergarten teachers about the forms of cooperation
between kindergarten and institutions in the local community, as well as frequency
of cooperation. The research was conducted with kindergarten teachers (N=149)
from Zadar (Croatia) during 2023. For the purposes of the research, a Questionnaire
was conducted containing the demographic data, a scale of teachers’ opinions about
the cooperation of the preschool institution with institutions in the local community,
and an open-ended question so that the research participants could suggest forms
of cooperation between kindergarten and the local community. The Questionnaire
was distributed via Google Form. Data was processed in Excel 2010. Results of
the conducted research show that teachers in kindergartens recognise the value of
cooperation with the local community and propose the application of structured forms
of cooperation that will include all stakeholders in the educational process. A review of
recent literature found that kindergartens most often collaborate with primary schools
in the local community. However, this type of cooperation is poorly represented, which
this research also confirms. Despite the potential benefits of strengthening ties with
different local institutions, other forms of cooperation are rarely mentioned.

Keywords: cooperation, elementary school, kindergarten, local community,
kindergarten teachers.

Introduction

Children grow and develop in a community made up of different family structures,
cultures, nationalities, values and beliefs, traditions, languages, religions and customs.
Institutions that encourage active inclusion of pre-school and school institutions in the
life of the community tend to grow in social and economic terms and thus contribute
to the quality of life. The field of cooperation with the community is closely related to
other areas that make up the quality of the institution, and it is important for its overall
work. All the components make the institution recognisable and ready for affirmation
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in the community it lives in and beyond. Well-being, satisfaction and democratic
relations in society develop as a result of the positive pedagogy of kindergarten
teachers and partner relations.

Among other things, the quality of the kindergarten’s work is based on cooperation
with the immediate and wider local community. The form and quality of kindergarten’s
cooperation with institutions from the immediate and wider environment differ in terms
of frequency and modalities of cooperation and the contribution to the implementation
of educational work (Handbook for Self-evaluation of Early Childhood and Preschool
Education Institutions, 2012).

The National Curriculum for Early Childhood and Preschool Education (National
Curriculum, 2014) serves as a cornerstone document for educational practices in
kindergartens. It outlines the objectives and guiding principles of Croatian educational
policy, ensuring alignment with the evolving needs of Croatian society within both, the
European and global landscapes. Notably, the National Curriculum (2014) emphasises
the importance of collaboration and partnership among all participants involved in its
creation and implementation.

Cooperation of family, kindergarten and local community

According to Bronfenbrenner (1986), the wider environment (neighbourhood,
kindergarten and school) forms a mesosystem, within which emphasis is placed on
the interaction between primary elements and their impact on children. Intertwined
systems form a macrosystem, which also includes the economic system, customs and
rituals of the wider social community. Namely, the importance of the chronosystem
is reflected in the changes that imply the need to shift the boundaries of cooperation
between systems, which is especially evident during the children’s transition from
kindergarten to elementary school.

Sensitising the local community for needs of preschool institutions is a joint
task of kindergarten teachers and parents. The openness and cooperation of the early
childhood education and care (ECEC) institution with the local community opens
space for providing various forms of direct and indirect assistance in achieving and
improving its quality. Harmonised and coordinated activities of ECEC institution and
various services of the local community ensure multiple forms of support in solving
specific problems and achieving specific tasks of the institution. At the same time,
the active participation of an ECEC institution in the life of the local community is an
opportunity for its presentation, that is, the affirmation of its overall activity (Pribela
Hodap et al., 2012). By planning and implementing joint activities of children,
kindergarten teachers and members of the local community, children develop a
sense of belonging to the society in which they grow up and develop social and civic
competences. By involving community members in the work of kindergartens, public
awareness of the role of education in community life is raised (Tankersley et al.,
2012). The community is defined as a social and cultural milieu made up of children,
kindergarten staff, parents, peers and adults from children’s wider environment, as
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well as local organisations and business establishments. Through mutual interaction
of children and family with the community in which they grow up, they develop
a sense of attachment and belonging to the environment and thereby deepen their
understanding of the world in which they grow up and live.

Parents, kindergarten teachers, and other adults in their immediate environment
present role models, fostering a sense of belonging within the community and guiding
children towards understanding moral principles and civic responsibilities. Aligned
with the National Curriculum (2014) kindergarten teachers actively involve children
in community life through engaging activities tailored to their interests. This inclusion
fosters a sense of belonging, enhances participation in the learning process, connects
classroom experiences to real-world situations, and instils pride in both self and family.
Children develop an understanding of the interconnectedness between their home,
kindergarten, school, and the broader community, further promoting their emotional
and cognitive development (Tankersley et al., 2012).

Also, parents, kindergarten teachers, schoolteachers and other adults from the
children’s environment have a different image of children. Namely, when starting
school, educational work takes place in accordance with the expectations of families,
institutions in local community, and society as a whole (Ljubeti¢, 2014). The modern
image of children based on the new paradigm of upbringing and education places the
children, their benefits, needs and possibilities in the focus of educational work. The
abovementioned implies effective mutual communication, which is based on caring,
helping and respecting ethical principles. A quality supportive relationship for the
children’s well-being is based on the maximum support of all stakeholders of the triad
consisting of kindergarten/school - family - community.

Methods

The aim of the conducted research was to examine kindergarten teachers’ opinions
about the forms of cooperation between kindergartens and institutions in the local
community, as well as frequency of such cooperation.

Based on the research objective, the following research questions were defined:

- What are the teachers’ opinions about the characteristics of kindergarten’s
cooperation with institutions in the local community?

- With which institutions in the local community (associations, societies,
communities, private and public entities) has cooperation been achieved?

- Is there a need to improve cooperation?
- What are the suggestions of teachers for improving cooperation?

Research Sample

Research sample consisted of early childhood teachers (N=149) working in
kindergartens in the city of Zadar. Slightly less than half (40%, N=60) of the total
number of research participants (N=149) were aged between 34 — 40 years, while
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only 1% of kindergarten teachers were over 60 years old. The largest percentage
of kindergarten teachers, research participants, 28% (N=41), had 5 years of work
experience, while the smallest percentage, 9% (N=14), had between 16 and 20 years
of work experience in the profession. An equal percentage of kindergarten teachers
had 6 — 10 years (24%) and 11 — 15 years of work experience (22%), while 17% of
kindergarten teachers had more than 20 years of work experience. All the participants
(100%, N= 149) were females. The majority of participants had a 2-year university
degree (47%, N=70), while there were 13% of participants (N = 19) with a university
bachelor’s degree, and 15% (N=23) that hold a master’s degree in early childhood
education. Most of the participants work in kindergartens founded by the city (60%,
N=89), while 40% (N=60) of the participants are employed in preschool institutions
founded by private individuals or a religious community.

Instruments and data processing procedure

In accordance with the research questions, a Questionnaire for teachers was
constructed. It was divided into four parts and contained the following categories:
sociodemographic data of the participants, teachers’ opinion on the offered
characteristics of cooperation of kindergartens and institutions in the local community
(they regularly participate in the activities of the local community, cooperation is
realized exclusively at the invitation of the local community, cooperation is achieved
following calendar-significant dates) expressed on a five-point Likert scale (ranging
from 1 = I do not agree at all to 5 = I completely agree with the statement offered),
questions closed-type institutions of the local community (science library, theatre,
kindergartens founded by private individuals or a religious community) were
listed, where dichotomous answers (YES/NO) were offered, whereby teachers had
the opportunity to state their agreement or disagreement, then the question of the
frequency of cooperation (1 to 3 times a year, 5 to 7 times a year) with institutions in
the local community, where teachers had the opportunity to choose the answer that best
describes their cooperation, and the open-ended question. In answers to open-ended
questions, teachers had the opportunity to express their opinions on possible ways
of elevating cooperation between kindergartens and the local community (teachers’
suggestions for elevating cooperation with institutions, associations, communities,
private and public entities in the local community).

Results

Using the Excell 2010 programme, data on characteristics and forms of cooperation
between kindergartens and the local community was presented in percentages, and
the frequency of closed-type questions about the frequency of cooperation between
kindergartens and the local community, which institutions they cooperate with, and an
open-ended question about suggestions for models of cooperation between kindergartens
and local communities. Graph 1 shows the opinions of kindergarten teachers about the
characteristics of cooperation with institutions in the local community.
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Graph 1 Teachers’ opinions on the characteristics of cooperation

For easier monitoring, in the processing of the results, the answers are divided
into three groups: I completely agree and agree as the first group, neither agree nor
disagree option as the second group, and disagree and I completely disagree as the

third group of answers.

Over 83% of kindergarten teachers agree their institution regularly collaborates
with the local community, indicating a positive foundation for community engagement.
While 83.89% agree cooperation is based on monitoring events, a slightly higher
percentage (89.94%) agree it is driven by kindergarten teachers’ initiative based on

children’s needs and interests.
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While nearly 70% of kindergarten teachers expressed satisfaction with current
community collaboration, less than half (38.93%) solely rely on community invitations
to initiate cooperation. This suggests a proactive approach, as a significant majority
(89.93%) actively participate in various city events and almost 80% attend events
showcasing children’s contributions.

Over 90% of kindergarten teachers believe cooperation with the local community
is crucial for educational work. Additionally, over 96% feel confident collaborating
with colleagues within their kindergarten, and as experts with external community
institutions.

Results indicate a generally positive outlook on cooperation between kindergartens
and the local community. Over 83% (completely agree/agree) endorse this collaboration,
regardless of the initiator (kindergarten teachers themselves, community invitations,
or director’s initiative). However, agreement is slightly lower for cooperation solely
driven by community invitations (less than 84%) or the director’s initiative (around
83 %).

Interestingly, only 0.67 % of kindergarten teachers expressed neutrality regarding
the statement that cooperation is very important in educational work. This suggests
near-unanimous agreement on the value of collaboration. However, a more concerning
finding lies in the significant portion (40.27%) of kindergarten teachers who remained
neutral on the statement how some institutions in the local community are open to
cooperation. This indicates a potential lack of confidence or experience regarding
community receptiveness towards collaboration.

Additionally, a considerable number of kindergarten teachers (around 29%) remained
neutral on statements concerning cooperation being initiated by the director or supported
by the local community. This suggests a possible need for clearer communication or a more
proactive approach to fostering collaborative efforts. Only a small portion (around 33%)
of kindergarten teachers disagree that cooperation solely depends on local community
invitations, highlighting a proactive approach to building partnerships.

Kindergartenteachers fromthestudy actively participateinlocal events,demonstrating
their willingness to engage regardless of the initiator (community, principal, or
themselves). While pre-determined events play a role (73.15% participate in proposed
activities), their involvement is often driven by children’s needs. This highlights a focus
on child-centred collaboration. Overall, kindergarten teachers express satisfaction with
existing partnerships and acknowledge the crucial role which community collaboration
plays in education and development of children. However, they also recognise that some
local institutions might be less receptive to such collaboration, suggesting potential areas
for improvement. Institutions within the community with which preschool institutions
cooperate are most often institutions that themselves encourage cooperation or from
which preschool institutions seek cooperation. Graphic 2 shows which institutions in the
local community kindergartens cooperate with, and to what extent.

The study found that kindergarten teachers reported the most frequent cooperation
with institutions like the local puppet theatre, city library, museums, the national
theatre, scientific library, and cinemas. Interestingly, while 111 kindergarten teachers

41



PEDAGOGY IN EDUCATION PRACTICE

(74.5%) confirmed cooperation with other city-founded kindergartens, 38 kindergarten
teachers (25.5%) indicated no such collaboration.

Cinestar cinema
Local carriers
factories/enterprises
associations and OPGs
University of Zadar
high schools
elementary schools
Churches

Museums B1,21%
City Library 89 93%

Scientific library
Mational theater
Puppet theater
kindergartens founded by Church
kindergartens founded by private...
kindergartens found by the local...

Graph 2 [nstitutions in the community with established cooperation

Based on the obtained results, we can draw a conclusion about the second research
question we posed, which refers to institutions (associations, societies, communities,
private and public entities) with which cooperation was established. A satisfactory
percentage of cooperation is evident with the puppet theatre and the city library. The
largest number of participants answered affirmatively to the question about cooperation
with the mentioned institutions. Involvement in cooperation with the local church and
activities organised by church orders is unsatisfactory. The same dissatisfaction is
reflected in cooperation with primary schools.

While given the chance to offer suggestions for strengthening collaboration with
local institutions in an open-ended questionnaire, only around 34% of kindergarten
teachers (50 out of 149) provided their input. This indicates a potential lack of
widespread engagement in identifying solutions. Interestingly, the suggestions
from these kindergarten teachers align with the quantitative data collected earlier.
They highlight concerns about insufficient community interest in the kindergarten’s
activities, and a perceived lack of communication and collaboration within the local
community.

This reinforces the need for a collaborative approach that prioritises mutual benefit
and productive partnerships between the kindergarten and other local institutions.
While the overall response rate for suggestions was low, the provided insights offer
valuable perspectives. For the purpose of this article, we outlined the least often and
the most often answers and they are as follows:

- Direct Community Engagement (6%): Some kindergarten teachers (3 of them)
propose taking the initiative in directly engaging with the local community,
highlighting their own communication skills.
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- Professional Service Involvement (6%): Other kindergarten teachers (3 of
them) suggest using professional services to facilitate activities with the local
community.

- Innovation and Education (18%): A more significant portion (9 kindergarten
teachers) emphasise the importance of openness to innovation in collaboration
with parents and organising workshops and educational programmes to raise
awareness about the value of preschool involvement within the community.

- Strengthening Existing Partnerships (20%): The largest group (24 kindergarten
teachers) advocate for fostering better cooperation with various entities like
elementary schools, police, local associations and firefighters.

Discussion

A prerequisite for cooperation at the institutional level is a reflective practitioner
who is ready to learn and use materials and resources effectively, who is focused
on dialogue and open two-way communication, on joint learning and reflection
on one’s own practice with an emphasis on developing attitudes about children as
competent participants in their life, learning and development. Kindergarten teachers
mostly express satisfaction with existing partnerships and recognise the key role
that community cooperation plays in education, which can be seen from the results
of this research, where 73% of teachers expressed satisfaction with cooperation. A
satisfactory percentage of cooperation with the puppet theatre and the city library
is evident, while there is dissatisfaction with the elementary school and the church
community. Mann et al. (2021) research found that public library use, and shared book
reading were positively associated with kindergarten children’s academic skills and
may play a role in promoting kindergarten children’s academic skills, regardless of
their socioeconomic background.

The results of this research confirm the results of earlier research on the role
of cooperation between kindergartens and institutions in the local community in
the upbringing and education of children, with a special focus on cooperation with
elementary schools where cooperation is not at a satisfactory level. Cooperation
and partnership are recognisable through mutual visits of children and educational
workers of kindergartens and schools, collaborative dialogue between kindergarten
and school workers and parents, as well as transition activities and connecting
families, kindergartens and schools (Mioci¢, 2022; Viskovi¢ & Visnji¢ Jevti¢, 2019).
Besides that, the results of this research are in line with the reflections of the authors
Antuli¢ Majcen and Pribela Hodap (2017), who also indicate the importance of mutual
cooperation between institutions for early and preschool education, stating it as an
important segment of the quality of work of preschool institutions and the professional
development of teachers. A prerequisite for cooperation at the institutional level
is a reflective practitioner who is ready to learn and effectively use materials and
resources, focused on dialogue and open two-way communication, on joint learning
and reflecting on one’s own practice with an emphasis on developing attitudes about
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children as competent participants in their lives, learning and development. Also,
Epstein (2011) concludes that cooperation has a significant contribution to development
and future activity of children in society. It also suggests more research on this topic
and educating future kindergarten teachers and teachers to implement cooperation of
all stakeholders in educational practice in an appropriate way, especially to intensify
the involvement of parents in daily kindergarten activities. In addition to cooperation
with primary schools, libraries, museums, a small part of research participants (N=9)
emphasised the importance of introducing new forms of cooperation with parents
and their greater involvement in the life of the kindergarten community, thereby
raising awareness of the value of preschool education involvement in the community.
According to Slunjski (2008), the modern kindergarten teacher changes their practice
by building a kindergarten-community that learns continuously by getting to know,
change, and build new theories, improving the kindergarten curriculum.

A prerequisite for cooperation at the institutional level is a reflective practitioner
who is ready to learn and use materials and resources effectively, focused on dialogue
and open two-way communication, on joint learning and reflection on one’s own
practice with an emphasis on developing attitudes about children as competent
participants in their life, learning and development.

According to Slunjski (2012), the most important and primary role is played by
the reciprocal relations between the stakeholders of the process and stakeholders of
structure and environment, in which there is a positive atmosphere full of appreciation
based on the socio-cultural theory (Vygotsky, 1978). Vygotsky stated how learning
emerges from the purposeful activities of children in the context of social interactions
and relationships, where the quality of the kindergarten environment is put under a
special mirror. The principles of this approach clearly state empowerment, where
the emphasis is placed on the quality of conditions for development and learning, a
holistic approach, the connection and partnership of the kindergarten with the family
and the community, and the very relationships in which and through which children
learn best. All principles enable children to develop into competent individuals that
would become active citizens of the community. It should be noted that this approach
is closely related to the project’s way of working, and it is the project work in ECEC
institutions that connects them more and more with the community.

By visiting museums and participating in museums activities, children gain
new experiences, expand their experiences based on the spatial, social and cultural
context (Dockett et al. 2011). Research conducted by Bell et al. (2018) shows how
children of early and preschool age follow the events related to contemporary art in
their environment, contributing to the understanding of contemporary art within the
museum context, which is often not even possible for adults.

Educational institutions, family and local community make up three different,
mutually dependent systems. Their joint action related to the necessity of functional
communication has recently become significant at the international level, building
foundations with new principles, ideas, theoretical and practical models of application
in everyday educational practice for the benefit of the children. The cooperation of the
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aforementioned stakeholders aims to change their attitudes and behaviour from a state
of indifference/disinterest to an active and effective participation in joint educational
action on children as the future active members of society who will contribute to the
betterment of the community and the individual through critical reflection and personal
action. By applying this cooperation model, social capital is created, developed and
accumulated (Mylonakou & Kekes, 2007).

By establishing a partnership between kindergarten and institutions in the local
community, it is possible for the children to gain new experiences and create quality
prerequisites for further growth and development. Environment in which the children
grow up has the same influence as the family on the shaping their life, building their
identity, developing their social ties and belonging to the community, and thus the
understanding of the world in which they live (Cohen, 2010). The community has an
educational influence on a person throughout their life, in the acquisition of new skills
and abilities. According to Buljubasi¢-Kuzmanovi¢ (2009), children do not meet their
needs exclusively by meeting themselves, but also their social environment. Based on
the above, it can be said that the author is of the opinion that children acquire different
knowledge by cooperating with their environment while simultaneously satisfying
their needs. Therefore, it can be concluded that with the cooperation of kindergarten
and the local community, children are involved in many activities that enable them to
acquire knowledge in various fields of science, such as natural, medical, technical or
artistic sciences.

Conclusion

Engaging with the local community creates opportunities for various forms of
direct and indirect assistance, ultimately improving the quality of early education.
Collaborative activities between ECEC institutions and local services can provide
diverse support in addressing specific challenges and achieving institutional goals.
Joint initiatives between kindergartens and schools can motivate children and foster a
positive attitude towards their new school environment. This collaborative approach
promotes the well-rounded development and learning of each child, while also helping
them build social connections in a new setting.

Research suggests closer collaboration between kindergartens and local
institutions, particularly elementary schools. This includes innovative partnerships,
open communication, and emphasising the value of preschool involvement within
the community. Kindergarten teachers propose fostering a more inclusive approach,
engaging all parents through workshops and educational programmes while
emphasising continuous communication and collaboration with teachers, directors,
and the wider community.

Local involvement benefits kindergartens by raising their profile and fostering
collaboration with families and the broader community. This elevates education and
improves overall quality. While cooperation is crucial, existing frameworks lack
specific guidelines. In Croatia, family-school collaboration is outlined but detailed
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guidelines are missing. Current literature emphasises cooperation with elementary
schools, with occasional mention of museums and libraries. Research suggests that
a traditional parent-kindergarten teacher relationship still dominates in everyday
practice.

Based on the conducted research and set hypotheses, it can be concluded that
institutions for early and preschool education work on cooperation with the local
community. Although, according to the kindergarten teachers, the cooperation takes
place according to the calendar and is not based on the needs and interests of the
children, the kindergarten teachers are aware of the importance of mutual cooperation.
Also, obtained results show the need to introduce changes in the form of cooperation
between the kindergarten - parents - local community and a child. The shortcoming of
this research is based on the insufficient number of surveys of kindergarten teachers’
opinions about forms of cooperation between kindergartens and the local community
in the Republic of Croatia in order to make a comparison and support the results
obtained from this research.
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Wspolpraca przedszkoli ze spolecznosciag lokalng w zakresie
rozwoju jakos$ci proces edukacyjny

Od chwili narodzin dziecko nalezy do rodziny, rozwija si¢ i ro$nie w jej obrgbie,
przejmujac kulturowe, tradycyjne i moralne warto$ci oraz zachowania. Rodzina jest ta
czegscia spoteczenstwa, ktora poprzez swoje dziatania stwarza optymalne warunki dla
integralnego rozwoju dziecka i wraz z placowka oswiatowa ponosi odpowiedzialnosé
za wychowanie, edukacje, nauke i rozwoj dziecka. Wspdlne dziatania rodziny,
placéwek oswiatowych i innych instytucji lokalnej spotecznosci przyczyniaja sie
do poprawy jakos$ci zycia dzieci w aspekcie ekonomicznym i spotecznym. Dzieci
stajg si¢ aktywnymi uczestnikami wlasnego wychowania i edukacji, a takze rozwijaja
kompetencje aktywnego cztonka spolecznosci, ktory poprzez swoje dziatania
przyczynia si¢ do poprawy sytuacji spolecznosci, w ktorej zyje i dorasta.

Ponadto stata wspotpraca kadry edukacyjnej przedszkola ze spotecznoscia lokalng
przyczynia si¢ do podniesienia jako$ci pracy edukacyjnej. Znaczenie wspdipracy
pomigdzy instytucjg przedszkola a spotecznoscig lokalng jest doceniane w politykach
publicznych wielu krajow europejskich, w tym Republiki Chorwacji. O takich formach
wspoOtpracy wspomina si¢ rzadko pomimo §wiadomosci znaczenia wspolpracy zinnymi
instytucjami lokalnej spotecznosci. Badania te pokazuja, ze nauczyciele wychowania
przedszkolnego dostrzegaja wartos¢ we wspolpracy z instytucjami dziatajacymi w
lokalnej spotecznosci. Podkreslaja jednak przy tym, ze wspotpraca odbywa sig jedynie
spontanicznie, zgodnie z ,,wazniejszymi” wydarzeniami kalendarzowymi.

Przeglad najnowszej literatury wykazat, ze wspomina si¢ o formach wspoétpracy z
muzeami i bibliotekami, ale najczestsza formg kooperacji jest wspotpraca ze szkotami
podstawowymi. Nauczyciele wychowania przedszkolnego uwazaja, ze wspotpraca
pomiedzy przedszkolami a szkotami podstawowymi jest stabo akcentowana w
praktyce edukacyjnej. Zgodnie ze swoimi przemysleniami, bazujacymi na refleks;ji
nad praktyka edukacyjng, nauczyciele wychowania przedszkolnego proponujg rézne
formy cigglej wspodtpracy, ktore bedg obejmowac wszystkich uczestnikow procesu
edukacyjnego.

W badaniu przeprowadzonym w 2023 r. wzigli udzial nauczyciele wychowania
przedszkolnego (N=149) z Zadaru (Chorwacja), ktorzy wypetnili ankiete udostgpniona
za posrednictwem Formularzy Google. Oprocz danych spoteczno-demograficznych
ankieta zawierala skale ocen, w ktorych uczestnicy mieli mozliwo$¢ wyrazenia swojej
opinii w odniesieniu do kazdego stwierdzenia dotyczacego charakterystyki wspotpracy
przedszkola z instytucjami w §rodowisku lokalnym, postugujac si¢ pigciostopniowq
skalg Likerta (od 1 = calkowicie si¢ nie zgadzam do 5 = catkowicie si¢ zgadzam).
Dzigki odpowiedziom TAK/NIE na pytania zamknigte nauczyciele mieli mozliwos¢
wyrazenia, czy zgadzajg si¢ lub nie z przedstawionym stwierdzeniem odnoszgcym si¢
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do lokalnych instytucji, z ktorymi przedszkole nawigzato wspotprace. Wykorzystujac
metode czestotliwosciowa, nauczyciele mogli wyrazi¢, jak czesto przedszkole
wspolpracuje z instytucjami w S$rodowisku lokalnym. Oprocz wymienionych
skal, nauczyciele mieli mozliwo$¢ przedstawienia swoich sugestii dotyczacych
wzbogacenia i usprawnienia wspotpracy z instytucjami w lokalnej spotecznos$ci
poprzez wykorzystanie do tego celu pytan otwartych.

Stowa kluczowe: przedszkole; spotecznos¢ lokalna; nauczyciele wychowania
przedszkolnego; szkota podstawowa; wspotpraca.
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Capapma Bptuha u 1okanHe 3ajegHune y ynanpehemy
KBa/IMTeTa BAaCIITHO-0Opa30BHOT NIponeca

On pohemwa, AeTe npunasa IOPOJHLH, Y HOj Ce pa3BHja U pacTe, ycBaja KyJITypHE,
TpaAuIMOHAIHE K MOpaJTHE BPEJHOCTH 1 00JIMKe oHamama. [lopoannaje neo 3ajeqnure
KOjU CBOJUM JICJIOBAH-EM MOCTaBJha TEMEJbE ONTUMAITHHUX YCJI0Ba 32 HHTETPATHU Pa3Boj
JieTeTa U ca 00pa30BHOM MHCTUTYIIMjOM JIENTM OJTOBOPHOCT 32 JIETETOBO BACIUTAIGE,
o0pazoBame, yUeme U pa3Boj. 3ajeTHUYKO JeTI0Bamhe IOPOIHUIle, OOPa30BHUX U IPYTUX
YCTaHOBA Y JIOKAIHO] 3aje/IHUIM JONPUHOCH KBAIUTETY JKUBOTA JICIe Y SKOHOMCKOM
U COLMjATHOM cMHCIy. Jlena mocrajy akTHBHHM YYECHHUIIM Y COIICTBEHOM BacCIUTakby
U 0o0pa3oBamy, pa3BHjajy KOMIICTCHIIMjE aKTUBHHMX TpaljaHa ApyIITBa KOjU CBOjUM
JICIIOBa-EM JIONIPUHOCE YHanpehewy 3ajeHuUIIe Y KOjO] KHUBE U OJIPACTa]y.

OcuMm Tora, CTajHa capaliba CTPYYHOr OocoOJpa BpTHha U JIOKAJHE 3ajelHHUIIe
JIOTIPHHOCH yHarpehery KBaJHUTeTa BaCIMTHO-00pa3oBHOI pana. BakHOCT capaime
BpTHha U JIOKATHE 33jC/IHUIE TIPETIO3HATA j€ Y jJaBHUM MOJTUTHKAMA MHOTHX EBPOTICKUX
3eMaJba, yKIbyuyjyhn n PemyOnuky XpBarcky. YHOPKOC CBECTH O 3Ha4ajy capaime ca
JIPYTHM yCTaHOBaMa Y JIOKAJIHO] 3ajeIHULIN, OBAaKBH OOJIMIIA CApaIhe PETKO CE TIOMHUEbY.
OBO HUCTpaXuBame IOKa3yje Ja MPEIIKOJICKA BaclHTa4d MpEMO3Hajy BPETHOCT
capaJibe ca yCTaHOBaMa JIOKalHE 3ajemuurie. MehyTuM, OHM HCTHYY Ja je capaimba
c1abo 3aCTyIUbCHA, 1a CE O[BHja CITIOHTAHO, Y CKIIAIy ca ,,3HauajHHjuM"* KaJICHIAPCKAM
norahajuMa 1 MaHu(eCTaIjama

YBU Yy HOBH) Y IUTEPATY Py ITOKA3yje 0O0JIMKE capaihe caMy3ejuMa Ondmorekama,
Maza je Hajuemhu oONHK capalmbe ca OCHOBHUM IIKoiIaMa. Bacuraun cMmatpajy na
je capaama BpTuha U OCHOBHE INKOJE CTa00 3aCTyIJbe€Ha y BAaCIHHUTHO-OOpPa30BHOj
mpakcu. Y CKIIaJy ca CBOJUM Pa3MHIILJbambUMa U PePIISKCH]OM 0 BACITUTHO-00pa30BHO]
MIPaKCH, TIPEIIaKy pasIunIuTe 00IMKe KOHTHHYHUPaHE capadme koja he yKIbyIuTH CBE
YYECHHUKE BacCIIUTHO-00Pa30BHOT IIpoIieca.

VY uctpaxkuBamy, cipoeieHoM 2023. rofuHe, yaecTBoBa M Cy BacuTadn (N=149)
u3 3anpa (XpBarcka), MOMyHkaBamkeM eIeKTPOHCKOT yIuTHHKA THa Google Forms.
[Topen coumno-aeMorpadCKUX Mojaraka, ynuTHUK je CaJpiKao CKajie OLeHhHBamba Ha
KOjuMa cy yuecHHUIH, Kopuctehn JInkepToBy ckany oX IeT Tayaka, UMajii IPUIIUKY J1a
u3pase CBOje MUIIUbCHE (Y pacrony ox 1 = ‘yomiuTe ce He ciaxeM’ 10 5 = ‘TIOTITyHO
ce clakeM’) y OJHOCY Ha CBaKy TBPAY O KapaKTepHUCTHKaMa capaame BpTuha ca
yCTaHOBaMa y JIOKaJHOj 3ajeqaunu. Juxoromanm omroBopoM (JA/HE) na mutame
3aTBOPEHOT THUIIA, BACTIUTAYHM Cy MMajM NPWINKY J1a W3pa3e CBOje (He)clarame ca
noHyeHOM TBPHOM Y OJHOCY Ha YCTAaHOBE JIOKAITHE 3ajeJHHLIE ca KojuMa BpTuh nMa
capaamy. MeToIoM ydecTalloCTH BaclUTa4d Cy UMajH MPWIHKY J1a U3pa3e KOJIUKO
yecto Bpruh capaljyje ca ycraHoBama y JIOKaiIHO] 3ajenHuid. OCHUM HaBEIACHUX
cKajia, IMalli Cy MPWINKY Ja Jajy mpemjiore 3a oborahnBame 1 yHanpeheme capaame
ca ycTaHOBaMa JIOKAJTHE 3ajeHHIIe OJTr0BOPajyhH Ha MUTamka OTBOPEHOT THIIA.

KibyuyHe peum: neunju BpTull, JOKajdHa 3ajeHULA, NMPEIIIKOJICKH BaCHHUTAY,
OCHOBHa IIIKOJIA, capajmba.
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Suradnja vrtica i lokalne zajednice u promicanju kvalitete
odgojno-obrazovnog procesa

Dijete od rodenja pripada obitelji, u njoj se razvija i raste, usvaja kulturne,
tradicionalne, moralne vrijednosti i ponasanja. Obitelj je dio zajednice koja svojim
djelovanjima postavlja temelje optimalnih uvjeta cjelovita razvoja djeteta te zajedno
s odgojno-obrazovnom ustanovom dijeli odgovornost za odgoj, obrazovanje, ucenje
i razvoj djeteta. Zajednickim djelovanjem obitelji, odgojno-obrazovnih ustanova i
ostalih ustanova u lokalnoj zajednici pridonosi se kvaliteti Zivota djeteta u ekonomskom
i socijalnom smislu. Dijete postaje aktivni sudionik svog odgoja i obrazovanja, razvija
kompetencije aktivnog gradanina drustva koji svojim djelovanjem doprinosi boljitku
zajednice u kojoj zivi i odrasta.

Takoder, kontinuirana suradnja stru¢nih djelatnika djecjeg vrtia i lokalne
zajednice pridonosi poboljSanju kvalitete odgojno-obrazovnog rada. Vaznost suradnje
djecjeg vrtica i lokalne zajednice prepoznata je u javnim politikama nekoliko
europskih zemalja, pa tako i u Republici Hrvatskoj. Unato¢ svjesnosti o znacaju
suradnje s drugim ustanovama u lokalnoj zajednici, rijetko se takvi oblici suradnje
spominju. Ovo istrazivanje pokazalo je kako odgojitelji prepoznaju vrijednost
suradnje s ustanovama u lokalnoj zajednici. Medutim, isti¢u kako je suradnja slabo
zastupljena, odvija se stihijski, sukladno ,,znacajnijim* kalendarskim obiljezjima i
manifestacijama. Pregledom novije literature utvrdeno je kako se navode oblici
suradnje s muzejima i knjiznicama, ali kao najces¢i oblik suradnje navode se osnovne
skole. Odgojitelji suradnju djecjeg vrtica i osnovne $kole smatraju slabo zastupljenim
u odgojno-obrazovnoj praksi. Sukladno svojim promisljanjima, na temelju refleksije
odgojno-obrazovne prakse odgojitelji predlazu razlicite oblike kontinuirane suradnje
koja ¢e ukljucivati sve dionike odgojno-obrazovnog procesa. U istrazivanju, koje
je provedeno 2023. godine, sudjelovali su odgojitelji (N=149) iz Zadra (Hrvatska),
odgovaraju¢i na pitanja u anketnom upitniku, koji je distribuiran putem Google
obrasca. Upitnik je osim socio-demografskih podataka sadrzavao skale procjene gdje
su odgojitelji primjenom Likertove petostupanjske skale imali mogucnost iskazati
misljenje (u rasponu od 1= uopce se ne slazem do 5= u potpunosti se slazem) u
odnosu na pojedinu tvrdnju o karakteristikama suradnje djecjeg vrtica s ustanovama
u lokalnoj zajednici. Dihotomnim odgovorom (DA/NE) na pitanje zatvorenog tipa
odgojitelji su imali moguénost iskazati svoje (ne) slaganje s ponudenom tvrdnjom u
odnosu na ustanove u lokalnoj zajednici s kojima je djecji vrti¢ uspostavio suradnju.
Primjenom metode frekvencije odgojitelji su imali mogucnost iskazati koliko Cesto
djecji vrti¢ ostvaruje suradnju s ustanovama u lokalnoj zajednici. Osim navedenih
skala, odgojitelji su imali moguénost primjenom pitanja otvorenog tipa dati svoje
prijedloge obogacivanja i unaprjedenja suradnje s ustanovama u lokalnoj zajednici.

Kljuéne rijeci: djecji vrti¢; lokalna zajednica; odgojitelji; osnovna skola; suradnja.
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Board games in the process of stimulating mental development
of pre-school children

Abstract: In the age of computers and rapidly developing media, it seems that
the Internet and computer games dominate the way children spend their free time.
But nothing could be further from the truth. Board games, i.e. “analogue” games,
have recently experienced a renaissance. The gaming market is vast and constantly
expanding. Board games play a crucial role in stimulating the development of
preschool children. When playing board games, children sit facing each other, talk and
do not focus on smartphone or computer screens. Playing board games contributes
significantly to the development of logical, mathematical and vocabulary thinking and
the improvement of social skills. Thanks to board games, children have the opportunity
to spend time with their parents or other older people and have fun with them, while
also learning various behaviours. Stimulation of various developmental areas of
a child does not always have to be carried out by a specialist using complicated
implements for that purpose. Due to their simplicity, board games can be used by
every educator in a virtually unlimited way.

Keywords: board games, preschool education, stimulating child s mental development.

Introduction

Play is an important factor in the development of children of all ages. However,
preschool period is the best time to introduce targeted games that help accelerate
mental development. It manifests itself in development of cause-and-effect reasoning
and development of operational thinking. During focused play, children unconsciously
develop many of the skills they will later utilize. It is focused play that stimulates
children to spontaneous and very natural cognitive activity. By playing board games,
in which, for example, words are created, counted or a new reality is constructed, the
child naturally acquires and shapes the skills needed during later, formalised learning.
Preschool education must prepare a child for systematic school education. When using
board games for this purpose, the act of stimulating children’s mental development
can take a very effective form of play, enriched with educational elements. A child can
derive many benefits from this form of learning, which will also bring joy stemming
from the use of time for play in a non-standard way.

The concept of a board game

Defining a game is often equated with play. However, it should be noted that
every game is a form of play, but not every form of play is a game. The essence
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of the game lies in activity based on rules and established laws, which takes place
according to an established order. A game is located on the verge between the sphere
of selfless pleasure and the seriousness of life (Waloszek, 2006: 296). The game
progresses in a clearly marked space and, unlike play, it is repeatable. However, it is
impossible to completely separate games from play, as both of these activities can be
freely transformed. Games may be of a motor, mental, didactic, simulation, random,
strategic or aesthetic nature. Plays, in turn, can be movement, tracking, construction,
thematic, didactic, research, or theatre (Klim-Klimaszewska, 2010: 46).

The concept of “board game” falls under the spectrum of games classified as
didactic games. Okon (2004: 475) understands educational play as an activity that
follows a certain pattern created by adults, usually leading to the achievement of a goal,
i.e. solving a task. The basic didactic games include tabletop games (e.g. dominoes,
Ludo, checkers), jigsaws, crosswords, word puzzles, lotteries (Klim-Klimaszewska,
2010: 48).

Assuming the practical aspect of games used in various classes in pre-school, we
can distinguish among them: games that contain specific instructions to be followed
(blocks, playing with plasticine, etc.), games such as “magic bag”, in which things can
be used that are everyday objects (training the senses, visual memory), board games
(picture puzzles, various types of puzzles, tabletop games), nursery rhymes (riddles
and other word games) (Papuda-Dolinska & Pogoda, 2016: 208).

Using board games to stimulate a child’s mental development is the most effective
because it gives the opportunity to integrate many skills simultaneously (Berland &
Lee, 2011). Any well-designed board game creates an entertaining, safe, but also
competitive learning environment while providing rewarding reinforcements. The
board game itself is the means of constituting a visual metaphor rich in stimuli,
enabling the integration of information (Sktadanowska & Tulacz, 2014: 15). A game
that has properly constructed questions and problems to solve allows players to apply
the skills they have already acquired (Treher, 2011: 3). Board games help combine
acquired information into conceptual frameworks and owing to the fact that they are
rich in analogies and metaphors games transform abstract concepts into specifics.
Moreover, the game formula itself supports certain educational values, such as waiting
for one’s turn, following the rules, following instructions, listening and giving adequate
answers, correct communication or enduring failure (Januszewski, 2016). Almost all
board games, owing to their specificity, i.e. the presence of a colourful board, various
fields on a board, dice, as well as specific rules, help develop and improve various
functions and skills, i.e. recognising and grouping numbers and shapes, counting,
recognising letters and attempting to read, improving visual perception, attention and
visual-motor concentration, and manual dexterity (Pijanowski, 2010: 6).

A board game usually follows carefully defined rules that should be known to
all players. It usually requires the use of pawns that are moved on a board specially
designed for this purpose. However, there are games that can be played using a piece
of graph paper, e.g. the very popular Battleships. The strategy of most commercially
available board games is based on defeating the opponent, gaining a winning position
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or a certain number of points. The game for a solitary player is also available, e.g.,
Mozajki or logical puzzles (e.g. Smart Games) (Pasterak, 2019: 18).

Typical board games that have been very popular for many years and that previous
generations grew up with include: Mlynek, Checkers, Chess, Ludo. However, the offer
of board games is growing every year. Currently, it is impossible to mention all of
them. However, we may try to group games into certain categories, which include:
language games (e.g. Time’s Up!, Story Cubes), dexterity-based games (e.g. Baobab,
Jungle Speed), cooperative (e.g. Forbidden Island, Pandemic), and logical (Cortex,
Abalone). This division can be presented in another way: educational games, i.e.
logical, linguistic, mathematical, speech therapy, fitness games, social games, family
games, team games.

Yet another division of board games distinguishes entertainment games (e.g.
strategy games, adventure games, etc.), thematic games (historical games, educational
games) and mechanical games (e.g. card games, dice games) (Wozniak, 2016: 33).

Characteristics of the stimulation process

The concept of “stimulation” in its literal sense should be understood as
“stimulation, encouragement to perform a certain action” (Sobol, 2002: 970).
Stimulation is the intensification of the body’s life processes by acting on it with a
stimulus or impulse that stimulates or encourages some action or increased activity.
A process should be understood as “a course of regularly occurring phenomena that
remain in a causal relationship with each other” (Ibidem: 751). The simulation process
involves exerting an influence on the organism for a specific, usually longer period,
during which it is stimulated to act.

Stimulating a small child (newborn) is aimed at accelerating its development. The
idea is for the child to quickly acquire the necessary habits and skills (manipulation,
signalling physical needs, recognising loved ones, understanding the daily schedule and
the home environment). Stimulation in the post-infantile age mainly means taking care
of the proper living environment. Stimulation at the pre-school stage means providing
the child with the opportunity to act independently and freely, ensuring the joy of
creation and experiencing success (Muchacka, 2007: 42).

Sometimes development of a child may be disturbed (Sparrow & Brazelton, 2020).
Then the stimulation process is expanded to include rehabilitation or revalidation of
the disturbed functions. In principle, stimulation of various processes in a child should
take place with the participation of parents, if parents want to actively participate in
its development. Contact between a child and an adult has an activating effect on
children and promotes the growth of knowledge about the world. This conclusion is
close to the theory of L. S. Vygotsky, who in his works always emphasised the role
of the adult in stimulating child’s development (Muchacka, 2000: 390). Board games
seem to be perfect for implementing this process.
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Stimulating the mental development of preschool children

It is difficult for an average adult to find their way in the chaos of modern
knowledge and the abundance of information. All the more so, the child loses
themself in the undifferentiated mass of sensations. So, there is a need to help a child
in giving its world an understandable shape. The child should be able to find causal
laws, put various phenomena into sequences of facts, and notice the cause-and-effect
relationship of phenomena. This will allow a child to find the order of the world, get
out of the information chaos and see a transparent structure of the order of reality
(Muchacka, 2007: 10).

Many factors influence the activity of a preschool-age child. Said activities
regulate the individual pace and rhythm of a young person’s development. The key
factors contributing to mental development are biological and environmental factors.
A child is born with its own genome, which determines its character and appearance.
Certain relationships related to intelligence are contained in the genetic code. The
genetic code unique to each person creates opportunities for development but does
not determine its quality. In this process, the educational environment that influences
the child is important and should create the most optimal conditions for development.
The family environment, and then peers and local factors, have a huge impact on
the intellectual and socio-moral sphere of development (Ostrach, 2014). Majority
of researchers agree that there is a huge scope for action on the part of parents or
other adults who want to stimulate a child’s development by supporting them from
an early age (Chauvel, Michel, 1999: 8-9). The environment in which a child grows
up should enable them to engage in various forms of activity, thus stimulating their
further development.

The child, as an active being, constructs their own behaviour to some extent, but is
also a recipient of external influences. Adults can modify a child’s behaviour under the
influence of stimulating factors which constitutes the basis for developing their skills
and knowledge. Development is based on certain characteristic features depending on
the child’s age. These characteristics change individually. Proper development of a
child is influenced by the stimulation of physical and mental abilities. Factors such as
health, family, motivation, upbringing, acceptance, meeting basic needs and creating
appropriate conditions for learning are extremely important (Ostrach, 2014).

Pre-school teachers face various educational challenges, the most important of
which are the challenges intended to prepare children for school education. Experts
cooperating with the Education Development Centre believe that school readiness can
be defined as the expected and desired skillset possessed by children who finish pre-
school and are about to start learning in the first grade of primary school (Skura et al.,
2014: 15-16). The scope of school readiness can most often be considered from the
point of view of being prepared to learn mathematics, reading and writing.

When it comes to developing school readiness to learn mathematics, it involves,
among other actions, introducing children to mathematical concepts. From numerous
studies conducted in the field of mathematical failures, it can be concluded that without
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proper mental development it is difficult to obtain the appropriate level of mathematical
knowledge. Therefore, it is important to develop a child’s mental and emotional
maturity, based on operational logic, and only then develop strictly mathematical
knowledge (Gruszczyk-Kolczynska & Zielinska, 1997: 5). Mathematical education
itself has the ability to stimulate a child’s mental development. Pre-school children
need math experiences that are appropriate to the stage of life the children are in, not
ones that require skills that are not yet fully developed. During pre-school education,
a child should develop perceptual abilities (seeing, feeling, manipulating details)
which prepare the child for logical thinking. Hence, there is a need to use various
aids, including board games, which can easily and pleasantly introduce children to the
beginnings of mathematical education (Winninger, 1999).

Language concepts may be shaped in a similar way, preparing for reading and
later writing. It may also be related to the introduction of foreign language concepts.
In this process, teaching aids such as board games will be perfect.

A child’s mental development also depends on the relationship between the child
and environment. A child is able to develop properly if they are allowed to explore the
world in psychological, social and cultural aspects. It needs role models, relationships
with the world and the need to take up its own activity. Board games provide such
patterns and provoke child’s own activity.

In summary of the above, it should be noted that stimulating mental development
of the pre-school-age child largely depends on child’s experiences gained from the
environment surrounding the child (Przetacznik-Gierowska & Tyszkowa, 2005: 90).

Areas stimulated by board games

Games and competitions are always attractive opportunities for children to
have fun. These forms of entertainment in a child’s mind oppose the need to learn,
because it is thanks to games that learning can be made interesting. While playing,
children are more willing to learn and therefore have the chance to achieve better
results on the grading scale. For example, children like to play with puzzles. Mosaics,
picture or geometric puzzles perfectly develop visual-motor-spatial coordination and
support the processes of visual analysis and synthesis. A child aged 6 has the ability
to notice similarities (Skatbania, 2016: 121-122). Board games stimulate children’s
cognitive, social and emotional activity. Learning through play influences motivation,
stimulates curiosity and cognitive interest, and contributes to the development of
creativity in children. Frequent educational games, using board games, may result in
the child achieving smaller or greater educational successes, because they lead to the
achievement of set goals while complying with specific rules. Games and activities
using boards are considered an effective form of development stimulation that creates
conditions for enriching vocabulary. Another advantage is the frequent need to think
logically, as are learning to compare, globalize and classify. One can also notice
huge impact of boardgames on character development in terms of self-discipline,
consistency, justice and perseverance. Establishing specific regulations applicable
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to similar games results in a gradual transition into the game space, as evidenced
by writing down arrangements or making scoreboards, counting, comparing, and
demanding fair treatment (Waloszek, 2006: 300). All games make it easier for children
to go through subsequent stages of mental development. An important element that
favours this process is the development of key competences in pre-school children,
especially those children who are preparing to start school. Pre-school children
should be provided with activities that encourage them to expand their knowledge,
develop their skills and create attitudes appropriate to specific situations. Acquiring
this type of competence allows children to build autonomy, which promotes further
self-development, commitment and responsibility outside pre-school or school
and later in adult life. Key competences are therefore crucial for functioning in the
21st century, which is why one of the tasks of a pre-school teacher is to integrate
and promote development of these skills in the pre-school group. Examples of key
competences include learning to learn, entrepreneurship, expression and cultural
awareness. In the context of using board games in pre-school education, the most
important key competence is critical thinking, i.e. the ability to correctly analyse and
identify, and select the true and most necessary information. Creative thinking is the
second important key competence. It is the ability to search and create your own
unique solutions, the willingness to create your own ideas and use them in practice.
Another key competence developed in kindergarten should be cooperation, i.e. the
ability to cooperate properly with others in order to achieve a set goal or compromise,
as well as work in a team with the division of responsibilities. There is another key
competence that can be stimulated through board games. It is communication, i.e. the
ability to communicate with others, but also the ability to present one’s own ideas in
an effective way. All four key competencies mentioned here are interrelated and can
be developed during classes through using board games (Zalisz & Zielinska-Nowak,
2021: 232-233).

Board games in the process of expanding knowledge and practising
skills

By using various games in the process of expanding knowledge and skills, there is
also development in the perceptual and motor sphere. Using board games particularly
bolsters a child’s imagination, perceptiveness, attention and ability to focus. All
games of this type have a huge impact on the development of imagination and the
development of habits useful in the further learning process. Board games also possess
the quality of supporting the desire to solve subsequent problems. They make the
content interesting, which prevents children from getting bored and further motivates
children to act based on the desire to win. In the moral aspect, a student playing board
games trains to follow the rules previously adopted or established together with other
players. It is also a training in the practical application of rules and an opportunity to
assess cause and effect relationships (Mastowska, 2019: 202).

57



PEDAGOGY IN EDUCATION PRACTICE

One of the primary tasks of didactic board games is the development of cognitive
processes such as memory, visual-auditory analysis and synthesis, perceptiveness
and attention. A game gives a preschool child the opportunity to systematise their
knowledge, access new information, manipulate it and understand it. All these
aspects are possible to achieve in board games. Playing such games, a child often
encounters direct learning, i.e. using the senses, as well as discovering new elements
of knowledge and acquiring them by heart (O’Neill, Holmes, 2022: 62). Properly
selected games and activities can help with introducing children to mathematical
education, e.g. by enforcing the encoding or decoding of information. Games stimulate
logical experiments, promote assembling wholes from parts, learning new symbols,
analysing sets, and practising conversions. All of this has a huge impact on improving
operational intelligence in children (Winninger, 1999). Most board game rules usually
include the advantage of the above-mentioned exercises.

Board games also have important educational functions. Games teach taking into
account the adopted rules, provide the opportunity to cooperate, socialise, and help
control emotions when winning and losing (Zielinska, 2020: 64). It can be said that
games shape a child’s personality by skilfully influencing it. Every teacher using games
in their practice should take into account their phenomenal impact on stimulating
various skills in children. Board games are undoubtedly one of the most interesting
activating methods. They have a positive impact on the ability to work according to
established rules and principles (Each game has detailed rules according to which
children play, and established rules of cooperation and behaviour apply during the
game). They influence the development of concentration and perceptiveness (the
game often requires focusing on several things at the same time: the rules, the order
of playing, observing the movements of other players). Games teach perseverance
in striving to solve a problem on your own (In most games, there is no single path
to winning. During the game, children independently build their game plan, make
decisions related to the movements of their pieces and find ways to solve emerging
problems). Board games also develop the ability to work in different teams (Division
into groups gives children the opportunity to work in changing teams and learn to
cooperate with different people). During the game, children adopt an appropriate
attitude towards defeat and victory and gain resistance to stress (By playing repeatedly,
children become accustomed to the stress of competition and learning new games.
They experience both success and failure in a safe environment, thanks to which
they become accustomed to the emotions that accompany them.) By playing the
game, children discover their own strengths (While playing various games, children
discover their potential. They recognise areas and spheres in which they can achieve
success.). When playing games children also develop many different mathematical
skills, including calculation skills, examining geometric figures and relationships,
creating strategies, and logical thinking (Korolczuk & Zambrowska, 2014: 6-7).
“Board games” help develop children’s emotional balance. They can cause a sudden
increase in the tension of positive or negative emotions. However, the desire to win
pushes the child to make an effort and try to stay in the game until the end. If a child
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wins, it will experience success and increase their resilience. When they lose, they
learn to endure defeat with the hope that they will just have to try better, and the
outcome might be different next time.

Board games can therefore improve the skill of constructive competition because
the child has the opportunity to learn the appropriate reaction in the event of a loss.
This helps stimulate proper mental resilience. Children’s reactions to failure may vary.
The reactions may even manifest themselves as anger and aggression (Aronson et al.,
2006: 331-332). Therefore, it is extremely important that adults, when participating
in games, honestly follow the rules of the games (even at the cost of losing), allowing
the child to enjoy the opportunity of winning. Board games develop cooperation skills
and improve children’s thinking. A child will be able to become more emotionally
involved and absorb the teaching material better if they see that it will involve winning.

In the process of expanding knowledge and practising skills, games that involve
finding similarities and differences on similar boards play an important role. These
games teach children logical thinking and perceptiveness (Winninger, 1999).

Select board games in educational practice

Games can be played in various ways. Games are typically utilised as a teaching
tool. An adult suggests a game to children, and they become familiar with it and try
to adapt to its rules. When choosing a game, you should keep in mind the educational
goals that should be achieved during the game. It is also possible for a child to create the
game or set its rules themself. In such a situation, the rules of the game are established
already at the stage of the game’s construction or preparation for the game. A similar
example of using a game is modifying the rules of an existing game. Such behaviour
also contributes to the creation of a new order. Children who take part in modifying a
game feel more satisfied with the subsequent gameplay (Pijanowski, 2010: 6).

Creating a board game is not overly difficult. A board game can be played by a
predetermined number of players, so that the number of elements on the board does
not cause excessive density. An essential element of the game is a dice and a pawn for
each player (any small object can be considered a pawn). In addition to the pawns, you
can also place additional objects on the board, obtaining which may have pleasant or
negative consequences. Players usually sit in a circle with the game in the middle. The
supervisor (teacher/parent) designates the participant who starts the game. Most often,
players roll the dice clockwise, moving around the board by the number of spaces
specified by the dice roll. After completing the task placed on a given field, they pass
the dice to the next person. The player who reaches the finish line first wins.

One of the least complicated board games that you can prepare yourself is Game
of Battleships. However, it helps shape various abilities that develop skills useful at
school. It contributes to the acquisition of the ability to read and write the location of
points in a coordinate system and to learn mathematical and geographical concepts.

The market of ready-made board games offers quite an extensive range of different
types of games. Games which are random or random-strategic in nature are one of the
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most popular types of board games. The undisputed advantage of this type of games
is their simplicity, and manipulative activities performed using dice and pieces which
not only improve fine motor skills, but also eye-hand coordination. In this type of
games, winning or losing depends little on the player’s skills, which is why games
of chance with elements of strategy began to emerge. The most popular game of this
type is Monopoly. During the game, participants move their pieces clockwise to buy
more properties. Ending movement on a field purchased by another player results in
obligation to pay rent to the owner. Players work towards getting rich and attempt
to bankrupt other players. Players strive to realise these goals through simulated
commercial transactions, real estate transactions and various financial operations
(Papuda-Dolinska & Pogoda, 2016: 210). The gameplay requires participants to plan,
build strategies and complex mental strategies. Developing the understanding of cause-
and-effect relationships, counting skills, dialogue and negotiation can be considered
as an additional advantage of the game. The game also encourages participants to
consider saving and excessive spending. Getting to know global companies can also
be an excuse for players to learn words in a foreign language.

Games that can develop preschoolers’ perceptiveness, as well as control their
emotions and the pace of reaction to pictures, include the game titled: Duuuszki
[Ghoooosts], created by the “Egmont” company. The game involves grabbing an
object identical to the one visible on the card drawn by the player (a book, a ghost, a
bottle, a mouse or an armchair). This game stimulates perceptiveness and ability to
focus.

The Granna company offers many interesting educational games. This publisher’s
games help children develop through play. One of such proposals is a game called
Superfarmer, which was created to honour the memory of the outstanding Polish
mathematician, prof. Karol Borsuk, and to commemorate the success of his game
Animal breeding. The brilliant idea of prof. Borsuka involved rolling two twelve-
sided dice and thus breeding the animals depicted on them. By rolling the dice, the
participant tries to manage the farm. The player has brave shepherd dogs to help him,
because a wolf and a fox are lurking in the nearby forest. Superfarmer is the modern
successor to Prof. Borsuk’s game, where mathematical elements are visible in many
details of gameplay. The dice used in this game also have the shape of dodecahedrons,
with each side representing an animal (a rabbit, a sheep, a pig and one image of a
cow, a horse, a wolf and a fox). A player will receive an animal for his herd if its
image appears on both dice. When, after a few rounds, a player has already created a
breeding farm, in the next roll he receives as many animals displayed on the dice as
he has full pairs of a given species. The Fibonacci sequence' may apply here. During
the game, you can exchange animals according to the price list. The wolf and the fox
are characters that pose a threat to any farm, and to defend yourself against them, you
can buy a dog.

' Fibonacci sequence — a sequence of natural numbers defined recursively as follows: The

first term is equal to 0, the second is equal to 1, each subsequent term is the sum of the
previous two.
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The board game market is saturated with many recommended items, and companies
compete in designing and creating new products in this field. Both the “Alexander”
company and their “Sowa mqdra glowa [Wise Owl]” series, as well as the “Zielona
Sowa” publishing house and the well-established “Trefl” company specialise in the
production of educational games that subconsciously stimulate various senses and
abilities as well as children’s skills.

From the Wise Owl series, Memory 3 D game is worth recommending. It is a spatial
game that exercises memory and perceptiveness. The game comes with 25 colourful
cubes and 55 pattern cards depicting different cube combinations. During the game,
the card with the pattern is revealed only briefly, and then the participant must arrange
the pattern previously observed on the card from the cubes as quickly as possible,
but the time to recreate the pattern is limited. The game is an excellent training in
perceptiveness, memory and spatial imagination.

We can also recommend Syllables for fun game from the same series. The game
develops phonemic hearing (the ability to analyse and synthesise syllables and sounds
of words), as well as visual-auditory-motor coordination, which is very important
when learning to read and write. The game is a great aid in the therapeutic process for
speech therapists, educators and therapists. Parents can also help their children learn
to speak and write correctly by participating in the game.

Another option worth recommending, to stimulate children’s mental development,
is Scriba Junior from the “Alexander” company, whose idea refers to the game
Scrabble, known and appreciated among older players. It is one of the most attractive
word games. With the help of adults, even the youngest children can learn the alphabet
and explore the basics of reading. In a more difficult variant of this game, older
children can also develop their language skills. The rules of the game are simple, yet
there is a large selection of variants of the game. This makes the game very attractive
and exciting. By competing with each other, players have the opportunity to learn
previously unknown words, learn their correct spelling, and practice focusing.

Another proposition worth using in the process of mental stimulation of preschool
children is an educational board game also prepared by the “Alexander” company
titled Washing machine full of words. It is an example of a creative solution that
attracts the attention of both children and parents. Players themselves assemble the
casing of the washing machine from which you draw tiles for the game. Thanks to
this game, children practice speech, hearing, sight and mathematical skills. The game
is intended for children aged 5 and over. It can be played alone or in a group of up to
5 players. This game is perfect for working with children with attention deficit and
with children at risk of dyslexia. It can also be a support for students who learn new
information at a slower rate. Rules of the game are to come up with sets based on
specific criteria, such as the colour of clothes, their cut, style, etc. However, in all this,
the most important aspect of the game is creating words by players. This is an example
of a speech therapy game that is intended to improve children’s articulation, analysis
and syllable synthesis of words, while expanding their language skills.
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There is a plethora of board games. However, they are relatively expensive. The
prices of the most attractive ones usually start at around PLN 45 (EUR 10). However,
taking into consideration games’ educational values used in the process of stimulating
children’s mental development, it seems that this is money properly invested in
children’s development.

Conclusion

We live in times when modern information technology is prevalent. Children
today grow up and develop surrounded by technology. In the current reality, it is
difficult to imagine the functioning of the world and science without computers,
tablets or smartphones. Various available studies show that said devices do not have a
completely positive effect on children’s mental abilities. These abilities can be greatly
developed with the help of board games, which are a traditional and harmless form of
entertainment for children of all ages.

By playing board games, a child often experiences new knowledge in various
fields and has the opportunity to consolidate previously learned content. While playing
games, a child puts into practice the skills acquired during other forms of play. The
board game market offers many items that are aimed at developing children’s ability
to count, read and spell. However, we should not forget about games that seem to offer
only fun, such as Ludo or Jackstraws. It turns out that inconspicuously moving a pawn
around the board, according to the number indicated by the dice, trains counting and
stimulates regularity and patience. It demonstrates that achieving success is possible
by following certain rules and principles of competition. Focus, accuracy and self-
control are what matters when playing jackstraws. All this is the advantage of simple
board games that perfectly stimulate the mental development of preschool children,
especially those who are approaching the threshold of starting education in a primary
school.

In summary, it is worth recalling that board games not only develop typical school
skills, such as mathematics or language skills, but also have a significant educational
and social aspect.
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Gry planszowe w procesie stymulowania rozwoju umystowego
dzieci w wieku przedszkolnym

W dobie komputerow i szybko rozwijajacych si¢ mediow wydaje sig, ze Internet
oraz gry komputerowe zdominowaty sposob spedzania czasu wolnego przez dzieci.
Nic jednak bardziej mylnego. Gry planszowe, a wigc gry ,,analogowe”, przezywaja w
ostatnim czasie swoj renesans. Rynek gier jestbardzo bogaty i caly czas si¢ poszerza. Gry
planszowe spelniaja w obszarze stymulowania rozwoju dzieci w wieku przedszkolnym
bardzo wazng rolg. W trakcie grania nast¢puje mobilizacja aktywno$ci poznawczej,
spotecznej i emocjonalnej. Nauka w formie zabawy wplywa na motywacje, ciekawi i
wzbudza zainteresowania animacyjne, a takze przyczynia si¢ do rozwoju tworczosci u
dzieci. Czgste zabawy dydaktyczne wykorzystujace gry planszowe, moga skutkowaé
osigganiem przez dziecko mniejszych lub wickszych sukcesow edukacyjnych, gdyz
prowadza one do osiggania zatozonych celéw przy jednoczesnym zastosowaniu
si¢ do okreslonych regut. Dzieci grajac w planszowki siedza twarzami do siebie,
rozmawiajg 1 nie skupiajg si¢ na ekranach smartfonow lub komputeréw. Granie w
takie gry przyczynia si¢ wydatnie do rozwoju my$lenia logicznego, matematycznego,
stownikowego i1 doskonalenia kompetencji spotecznych. Dzigki tym grom, dzieci
majg okazje przebywac z rodzicami czy innymi osobami starszymi i wspolnie z nimi
bawic sig, a przy okazji uczy¢ si¢ roznych zachowan. Planszéwki ucza stosowania
przyjetych regut, daja mozliwo$¢ wspotdziatania, uspolecznia a takze przyczyniaja
si¢ do panowania nad emocjami w momencie wygrywania i przegrywania. W trakcie
trwania rozgrywki dzieci przyjmuja odpowiednig postawe wobec porazki i zwycigstwa
oraz nabywaja odpornosci na stres. Stymulacja réznych obszardw rozwojowych
dziecka nie zawsze musi by¢ prowadzona przez specjaliste, wykorzystujacego do
tego celu skomplikowane artefakty. Gry planszowe poprzez swoja prostot¢ moga by¢
wykorzystywane przez kazdego wychowawce w sposob praktycznie nieograniczony.
Dotypowych gier planszowych bardzo popularnych od wielu lat, na ktéorych wychowaty
si¢ poprzednie pokolenia zaliczy¢ mozna m.in.: Mtynek, Warcaby, Szachy, Chinczyk.
Jednak oferta gier planszowych z kazdym rokiem si¢ powicksza. Na polskim rynku
dostepnych jest wiele nowych zabawek edukacyjnych, ktore stymulujg rézne zmysty
i zachgcaja dzieci.

Stowa kluczowe: gry spoteczno$ciowe; zachg¢canie do rozwoju poznawczego
dzieci; edukacja wczesnoszkolna i przedszkolna.
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JpylmTBeHe Urpe y Ipouecy NoACTUI[akha MEHTATHOT pa3Boja
fielie MpefIIKOICKOT y3pacTa

VY epu kommjyrepa ¥ CBE pa3BUjEHHMjUX MeIja, YWHH C€ Jda WUHTEPHET H
KOMITJYTEpCKE UTPHLE JOMHUHUPA]y JCYHjUM CIO0OIHUM BpPEMEHOM. AJlM HUILITA HE
MOJKe OMTH 1aJbe o1 ucThHE. J[pymTBeHe Urpe, OTHOCHO ,,aHAJIOTHE * UTPE, HEAABHO CY
JOXKHBEJIe peHecaHncy. TpKUIITe urapa je Beoma 00raro U CTAIHO ce IUpH. J[pyIiTBeHe
UTpe UMajy BeoMa BRXKHY yJIOTY y TIOJICTHIIAkY Pa3Boja Jelle MPE/IIIKOICKOT y3pacTa.
TokoM HHX MOOWIMINE Ce KOTHHTHBHA, COIMjalHA M EMOIMOHANHA AKTHBHOCT.
VYueme y BUAYy UTpe yTHUYE HAa MOTHBALMjy, OyAH palo3HAJIOCT U MHTEPECOBAE
3a aHuUMalMjy, yjenHo ponpuHocehin u pa3Bojy kpeaTMBHOCTH Koi nene. Yecrte
e/lyKaTUBHE UTPe KOje Ce 0ClIamajy Ha JIPYIITBEHE HIPe MOTY Ja PE3yITHDPA]y MambuM
wim BehuM 00pa3oBHHMM YCIIEXOM JeTeTa, JoBomehH 10 MOCTH3ama IMOCTaBJbEHUX
IJbEBA y3 TONITOBamke ojpeljeHnx npasuia. Urpajyhu apymreeHe urpe, aena cene
JEIHO HAcmpaMm JPYTOr, pa3roBapajy ¥ He yCMepaBajy MakKiky Ha CKpaHe MaMEeTHUX
tenedoHa niu paayHapa. Urpame oBUX Urapa 3HauajHO JOIPHUHOCH Pa3B0Ojy JOTUIKOT
W MaTeMaTW4Kor pa3MHILbama, Oorahemy peuHHnka W yHampehemy ApyIITBEHHX
BeIITHHA. 3aXBaJbyjyhn OBHM HTpama, Jela uMajy IPWINKY Ja MPOBOAE BpeMe ca
CBOjUM pOIWTEJFUMA WM JIPYTHUM CTapHjuM ocobama, 3a0aBipajyhm ce ca muMa U
yuehin pazauyuTe 00IMKe MOHAIIAbA.

JIpyiuTBeHe UTpe HAC y4e Kako Ja MPUMEYjeMOo MPaBuiia, 1ajy HaM NPUITHKY J1a
capaljyjeMo u JpYKHMO Ce, a TOMaXXy HaM M Jla KOHTPOJIUIIIEMO CBOje eMOIIHje Kaaa
nobehyjemo u ryoumo. TokoMm urpe nera yceajajy oaroapajyhe ctaBoBe rmpema nopasy
1 1o0eM ¥ Pe3BHUjajy OTIOPHOCT Ha CTPeC. 3a MOJCTHUIIAkE PA3TUUNTHX PAa3BOjHUX
moJipydja JeTeTa HUCY YBEK HEONXOMHW CHEIUjalrcTa W CIOXKCHH apTedaKTH.
JpyiTBene urpe, 300r BUXOBE jeJHOCTABHOCTH, MOXKE /[ KOPUCTH CBAKH BAaCIIUTAY,
Ha TMPAKTHYHO HEOTPaHWUYCH HauWH. TWITMYHE JPYyIITBEHE UIpe Koje Cy Ouie BeoMa
MOMyJIapHe IyT¥ HHU3 TOJMHA W HA KOjUMa Cy OJrajaHe MPETXOAHE TeHepaije Cy:
MJIUH, 1aMe, max, ,YoBeue, He JbyTU ce’. Mmak, moHyna JpyIITBEHUX Urapa pacTe
cBake rojuHe. Ha MOJBCKOM TPIKHINTY TOCTOjH BENUKUA OPOj HOBHX €IyKAaTHBHHX
urapa Koje Ko Jelie CBECHO MOICTUYY PAa3IMYHTA YyJia, CIIOCOOHOCTH M BEIITHHE.

KibyuyHe peum: ApYyIITBEHE HWIpe, MPEAIIKOICKO BaCIHUTAake M 00pa3oBambe,
MOJICTUIIALE JCUHjeT MCHTAHOT Pas3Boja.

66



PEDAGOGY IN EDUCATION PRACTICE

Drustvene igre u procesu stimuliranja mentalnog razvoja djece
predskolske dobi

U eri digitalnih medija, izgleda da su internet i racunalne igrice dominantan nacin
na koji djeca i mladi provode svoje slobodno vrijeme. Istodobno, pojedina istrazivanja
ukazuju na svojvrsnu renesansu drustvenih (“analognih”) igara. TrziSte takvih igara
(“gaiming” trziste) je u ekspanziji.

Drustvene igre mogu doprinijeti razvoju cjelovitom razvoju djece predSkolske dobi.
Takve igre pokrecu kognitivne i socio-emocionalne procese i razvoj kompetencija.
Ucenje kroz igru potiCe znatizelju, interest i motivaciju djece za ucenje te razvoj
kreativnosti. Kroz poticaje za uvazavanje pravila I teznji za postizanje postavljenih
cijljeva, moze doprinijeti obrazovnim postignu¢ima djece. U¢enje kroz igru potice i
razvoj logi¢kog misljenja, matematickih i jezi¢nih kompetencija Socijalne interakcije
djece u fizickom okruzenju mogu ih fokusirati na odnose, doprinijeti razvoju socijalnih
vjestina i distancirati od digitalnih medija. Igra u fizicCkom okruzenju omogucéava
lakse ukljucivanje odraslih, primarno roditelja, u zajednicku igru. Zahvaljujuéi tome
djeca lakSe usvajaju socijalne vjestine, suradnju I drustveno prihvaljiva ponasSanja,
primjerice nosenje s frustracijom zbog neuspjeha u igri. Kroz igru djeca mogu razviti
1 otpornost na stres.

Poticanje razvoja i u¢enja djece kroz igru ne treba nuzno provoditi stru¢njak niti su
za to potrebna sofisticirana didakticka sredstva. Zbog svoje jednostavnosti, drustvene
igre svaki odgajatelj moZe poticati i organizirati neograni¢ene. Cesto su to tradicijske I
drustveno poznate igre, primjerice mlin, dame, Sah. No, ponuda drustvenih igara svake
se godine prosiruje. Na poljskom trzistu su prepoznatljiva svojevrsna takmicenja tvrtki
u dizajniranju novih proizvoda. Vidljiv je veliki broj novih, kvalitetnih edukativnih
drustvenih igara koje kod djece ciljano poticu razvoj pojedinih vjestina. Na trzistu je
ponuden velik broj novih drustvenih igara koje ciljano poti¢u senzomotorni razvoj i
razliCite vjestine djece. Na trzistu je u ponudili velik broj novih drustvenih igara koje
ciljano poticu senzomotorni razvoj i razliCite vjestine djece.

Kljucne rijeci: drustvene igre; rani i predskolski odgoj i obrazovanje; poticanje
spoznajnog razvoja djece.
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Function of the home reading diary from the teachers’
perspective

Abstract: Home and school reading in the teaching of the Serbian language
includes literary works prescribed by the official curriculum. While school reading
is done at school, and home reading at home, both are analysed during classwork.
Preparing for classwork, students rely on the home reading diary, which contains their
notes as required and instructed by the teacher. This paper presents primary school
teachers’ home reading requirements as the basis for keeping a diary. The research
covered: the use of diaries to encourage reading, teachers’ usual requirements, their
quantity and versatility. The aim of the paper was to determine the function and
structure of the reading diary through requirements for students’ home reading. The
research sample included primary schools’teachers in Serbia (N = 136). The research
is based on the survey method and technique, and a questionnaire for teachers as an
instrument. The results show that teachers instruct pupils to keep a reading diary, they
mostly use it to encourage pupils to engage in home reading, and their requirements
determine the structure of the reading diary and change according to the book being
read. Therefore, it is necessary to prepare detailed methodological instructions for
primary school teachers on structuring the reading diary in their teaching, which will
further lead to the improvement of pupils’ independent reading at home.

Keywords: reading, Serbian language teaching, home reading, reading diary,
notes on the reading.

Introduction

Home reading in the teaching of the Serbian language in primary and secondary
schools is prescribed by the official documents issued by the Ministry of Education
of the Republic of Serbia. In the Serbian language syllabus, there are recommended
titles of literary works for school and home reading that students should read. School
reading done in classes includes a large number of literary works. A special part of
the syllabus is home reading, and these are literary works for independent reading at
home. Thus, home reading is pupils’ independently prepared and organised reading
of a book (Jovanovi¢, 2002; Marinkovi¢, 2013; Rosandi¢, 1986). The key difference
between home and school reading is the text volume. Accordingly, school reading
“is fully included in the school Reading Book”, while home reading “is published in
specially designed books” (1li¢, 2006: 472). Home reading mainly includes collections
of poems or stories, or novels written by important Serbian and foreign writers. For
example, in the third grade of primary school, the following literary works are included
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in pupils’ home reading list: a selection from Dusan Radovié’s poetry, Branko Copi¢’s
novel The Adventures of Tosha the Cat, and a selection of Grimm Brothers’ fairy tales
(National Curriculum, 2019: 7). Therefore, in this grade, pupils read poetry and prose
independently.

When talking about the class interpretation of school and home reading, both are
covered in school lessons. Home reading “must be read at home before interpretation
in classes” (Stevanovi¢, 1980: 155). In school lessons, students “use everything they
have already prepared independently” (Jovanovi¢, 2002: 21). One of the ways for
students to prepare for the lesson based on home reading is to keep a diary while
reading the book, which will help them in their work at school.

Reading diary is one of the ways of recording key segments of home reading and
it prepares students for the lesson of literary work interpretation. As an element of
the complete home reading process, it is the initiator of independent student work.
However, if inadequately applied, students may experience it as a burden. That is why
it was important to examine teachers’ opinions about the function and structure of the
home reading diary.

Methodological relevance of the home reading diary

From the very beginning of the home reading work, students should be instructed
in the technique of reading with a pencil in hand. One of the ways to achieve this is to
keep a reading diary. Technically speaking, it is usually a more voluminous notebook,
which will be used for the aforementioned purposes for several years (Marinkovi¢,
2013: 173). In addition to using it while devoted to the home reading material,
students can keep a diary when reading texts of their own choice, in their free time,
outside of class time (Marinkovi¢, 1985: 227). Thus, using a reading diary improves
the student’s independent work.

The first task of the teacher in this process is to inform the students about the
kind of notebook they should purchase and reveal to them its purpose. This should
be followed by more detailed referrals and guidance of students. In this regard,
Rosandi¢ (1986: 494) recommends that this should first be attempted as a trial with
a selected segment from a specific literary work, meaning that under the guidance of
the teacher students should try to record their thoughts and observations. The next,
methodologically very complex, teacher task is determining what the students should
note down in the reading diary. At that point, it should first be emphasised that note
taking in the diary can be spontaneous or guided. “Spontaneous note taking is done
at the student’s own discretion”, while guided note taking is based on the teacher’s
“suggestions, recommendations and instructions” (Rosandi¢, 1986: 342). When we
talk about the first option, the teacher will give the students general instructions, for
example, “to arrange and decorate the notebook nicely: to mark the pages, to include
the content, to illustrate the content, etc.” (Marinkovi¢, 2013: 173). Students can also
be shown examples of good reading diaries. The other way of taking notes requires
clearer directions regarding what and how to record. Marinkovi¢ (2013: 174) suggests
that the title page should first be followed with a few nice thoughts about the book as a
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general concept, and then with notes about each book read written in a uniform style.
Such note taking may include the following elements: the author’s name, the title of
the literary work — some bibliographic data; number of pages; quotes — particularly
pleasing text passages (verses, stanzas, descriptions, aphorisms, diadiaryues,
etc.); words and expressions — unfamiliar or interesting; preparatory or research
assignments; character description; retold content; observations and reflections on the
literary work; feelings — amazement, delight, etc. (Jovanovi¢, 2002: 60; Marinkovic,
2013: 174; Rosandi¢, 1986: 494; Smiljkovi¢ and Stojanovic¢, 2006: 33).

Areading diary is one of the steps towards “developing love and respect for books”
(Smiljkovi¢ and Stojanovi¢, 2006: 33). What is read is relatively quickly forgotten, but
when it is written down, it remains under students’ permanent ownership (Stevanovic,
1980: 182). Written quotes, as well as observations and thoughts “become part of the
student’s intimacy, they are small jewels, words that shine on the path and give life
the feeling of warmth and safety” and help foster “a culture of searching for words,
choosing, recording, remembering” (Marinkovi¢, 2013: 174), the student returns to
them, and uses them in speech and writing. Keeping a diary directs the child to “think
more actively about the content and other components of the book” (Razman, 2023:
5). The functionality of the reading diary in the teaching of home reading is also
reflected in its support to the student. Based on the reading diary, the student’s work
in the school lesson devoted to home reading is facilitated, because it can serve as a
preparation for the analysis (Rosandi¢, 1986: 342) and as a reminder for successful
participation in the interpretation. All these structural elements of the diary are created
based on the teacher’s request and student’s notes.

Contrary to the emphasised relevance, students do not often understand the
importance of keeping a reading diary and generally consider this activity tiring. As
a result of taking notes, they interrupt the reading process to write down important
information, which leads to a loss of focus. Some teachers may assign too many
tasks that students must focus on, which further increases the mentioned loss. The
requirements are often uniform, which means that the reading diary is perceived as
a formality in the student’s mind (Jurdana et al., 2021: 20). Also, the disadvantage is
that teachers often take the reading diary as a measure of the student’s understanding
of the text and their work activities.

Care must always be taken that the reading diary does not become a place of
monotonous retelling of events and enumeration of characters and their characteristics.
The requirements should be adapted and differentiated according to students’ abilities
and changed from grade to grade, in accordance with the literary genre. It is necessary
to be realistic and evaluate students’ abilities well, so that writing does not represent
a particular difficulty for them (Stevanovié, 1980: 183). For example, in “the first
attempts to work on a collection of poems, it is enough for students to notice the
structure, i.e. to determine the motif inclination (what is it that the poet is devoting
his lines to), to choose the most beautiful poems (one or two from each cycle) and
to comment on their choice” (Rosandi¢, 1986: 419). The older their grade is, and the
better the students become at notetaking, the more complex the requirements are and
the more extensive the system of their notetaking.
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Preparatory tasks for keeping the reading diary

In the home reading diary, the primarily recorded data are the title of the book
being read and its author. In this way, the informative function of the reading diary
is achieved, because the student can always be reminded of the book they have read.
Students learn the basic concepts of literary theory in the lessons devoted to school
reading, so they can recognise them in the books they read independently. Thus, in the
home reading diary, they can take notes about the theme of the literary work —a novel,
or a certain number of poems or stories they read. Depending on their age, students
can depict the motifs, characters, and the setting in the literary work. Thus, the reading
diary directs them to the analysis based on literary terms and characteristics of the
literary work according to its genre. “The genre specifics of texts determine their
theoretical and methodological interpretation” (Cvetanovi¢, 2012: 96), so the diary
fulfils the function of initial theoretical analysis of home reading.

More complex reading diary requirements include research assignments. It is a
set of tasks that are set mainly based on theoretical analysis and particularities of
each book. According to Milatovi¢ (2019: 310), research tasks direct students to a
certain problem, with the aim of helping them in a more versatile, systematic and
reliable understanding of the literary work they are reading. With them, students are
“suggestively encouraged to persevere in reading, preparation and interpretation, to
experience literary and artistic contents as intensely as possible, and to discover their
beauty, value and significance” (Pavlovi¢, 2008: 103). It is important to emphasise,
though, that they should not be understood as ready-made instructions for reading
or interpreting what is being read, but rather as guidance and encouragement.
However, research tasks can only be carried out in the fourth grade of primary school
(Jovanovi¢, 2002: 60). In the first and second grades, students are given instructions
and guidelines on how to engage in home reading, and what to pay attention to while
reading the literary work.

What often happens in classes is that students were delighted with a literary work,
that they read it carefully and strongly experienced it. But they often cannot organise
their thoughts about a literary work. The reason for this may be the distance taken in
reading and interpreting the home reading material, but also the insufficiently directed
guidance of the students. In fact, if we do not want the subjectivity of the artistic world
to disappear easily from memory, it is necessary to guide students in their organisation
of thoughts about a literary work that will ensure a deeper insight and longer retention
of its meaning in their memory (Nikoli¢, 2009: 273). This is exactly achievable with
the reading diary and the various requirements and tasks within it.

Home reading diary is also suitable for students to express their experience of what
they read, to note what they liked and why. Also, literature as an art arouses feelings
that students can name after reading and present the literary work in an artistic way.
Students’ home reading diaries often include illustrations, which are used to express
their experience of the literary text. Teacher’s requirements related to the reading
diary may include recording unfamiliar words and interesting quotes, which serves
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the purpose of enriching the student’s vocabulary. Retelling the content functionally
affects one’s oral and written expression, because in this form of expression there is a
“known storyline that can be reproduced in different ways” (Smiljkovi¢, Cvetanovic,
2016: 89). However, such requirements must be methodologically carefully graded,
as they can be experienced as too hard by younger students.

Questions, tasks, and instructions that teachers give students can further encourage
them to engage in home reading, especially if they suit their interests and abilities.
Routine tasks, for example, usually produce boredom and demotivate students, while
challenging tasks activate their need for competencies and have greater motivational
potential (TrebjeSanin, 2009: 76). Their functional value derives partly from their
characteristics, which teachers must take into account when formulating and preparing
the tasks. Home reading literary works requires a student’s independence, so a reading
diary with prompts helps them to make the whole process simpler, better supported
and more meaningful.

Methodological framework of the research

The subject of the research is functionality of applying the reading diary as one
of the methodological steps in home reading activities, and subsequently, drawing
conclusions on its structure according to the requirements for note taking.

Goal of the research is to determine the functionality and structure of the reading
diary in home reading activities from the perspective of the teacher.

Research tasks were: 1. to examine whether reading diaries, from the perspective
of primary school teachers, increase the motivation of students to engage in home
reading; 2. to examine how many teachers apply the reading diary as an element
of students’ home reading; 3. to examine which requirements in the reading diary
the teachers refer pupils to when engaged in home reading; 4. to examine whether
teachers change the requirements related to the reading diary depending on the book
itself and the abilities of students.

Research hypotheses are: 1. reading diaries increase the motivation of students to
work on home reading; 2. teachers apply the reading diary in their approach to home
reading; 3. teachers instruct students to record responses to specific requirements in
their reading diary; 4. teachers adapt the reading diary requirements depending on the
home reading book itself.

Research sample consisted of primary school teachers on the territory of the
Republic of Serbia — 136 of them in total. Structure of the sample according to gender
is shown in Table 1.

Table 1 Structure of the sample of teachers according to gender

Gender f %
Male 10 7,4
Female 126 92.6
Total 136 100
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Table 1 shows that the majority of the sample, 93%, are female teachers.
The structure of the sample according to years of service is shown in Table 2.

Table 2 Structure of the sample of teachers according to years of service

Years of service f %

Up to 5 years 6 4,4

From 5 to 10 years 18 13,2
From 11 to 15 years 28 20,6
From 16 to 20 years 24 17,6
Over 20 years 60 442
Total 136 100

The majority of teachers who participated in this research have been working at
school for more than a decade (20.6% and 17.6%), or over twenty years (44.2%),
which shows that they have had a lot of teaching experience.

Research methods, techniques and instruments

The method applied in the research was the survey method, and in accordance
with the set goal and tasks we opted for the survey technique and constructed the
research instrument — a survey questionnaire for teachers.

Research results and interpretation

The results of the research show teachers’ opinions about the motivational potential
of reading diaries and their application in home reading. Teachers also expressed
their views on the requirements they give to students for keeping a reading diary,
the specific requirements that they have, the quantity of the requirements and their
alignment with the book being read. Research results are presented and interpreted in
several short chapters.

Teachers’ opinions on the motivational potential of reading diaries

One of the tasks of our research was to examine teachers’ opinions about the
motivational potential of reading diaries, and the results are shown in Graph 1.

Answers of the teachers shown in Graph 1 show that the majority of the teachers,
namely 76%, believe that the reading diary has a positive effect on the motivation
of students to engage in home reading. Therefore, most teachers believe that the
reading diary has motivational potential in teaching and that it is good to use it. The
remaining answers of the surveyed teachers show divided opinions. Namely, 12% of
the respondents answered that they could not estimate the motivational potential of
the reading diary, and the same percentage of teachers believe that the diary reduces
the motivation of students to read. Therefore, the first hypothesis of this research, that
from the perspective of most teachers reading diaries increase motivation of students
to engage in home reading, has been confirmed.
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Blncreases students’ motivation
for home reading

BDecreases students’ motivation
for home reading

1 can't tell

Graph 1 Teachers’ opinions about the reading diary as a motivation for reading

Application of the home reading diary in classwork

It was important for our research to determine how many surveyed teachers apply
the students’ reading diary in their teaching work, and the results are shown in Graph 2.

BYes
BNo

Graph 2 Application of the reading diary in the teaching of home reading

Number of teachers who apply the reading diary is significant, i.e. 85%. Therefore,
the interviewed teachers are of the opinion that students’ notes taken during reading
are functional since they apply them. There are also teachers, 15% of them in our
research, who do not use the students’ reading diary. It is possible that they have come
to the conclusion that students find it difficult to take notes while reading, so they
refrain from the application of the reading diary. Nevertheless, the vast majority does
apply the reading diary, in order to train pupils to read with a pencil in hand from an
early age and thus provide for additional benefits. In accordance with the abovesaid,
we conclude that the second hypothesis of our research, which is related to the fact that
the majority of teachers use a reading diary in their classwork, has been confirmed.
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Reading diary requirements that teachers refer students to

In order for the reading diary to be useful, it was necessary to take into account the
requirements that students follow when taking notes in it. As a result, teachers who do
apply the reading diary (85%) in their work on home reading further singled out the
requirements to which they refer students when taking notes. Teachers had the option
of multiple choices, and Graph 3 shows the results from the highest to the lowest
percentage in their selection.
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Graph 3 Teachers’ requirements for note taking in the reading diary

The requirement that all the surveyed teachers (100%) place upon their students
when using the reading diary is the title of the literary work assigned as the home
reading, while almost all respondents (98%) also require notes on the name and
surname of the book’s author. Therefore, in the opinion of surveyed teachers, both
requirements are an indispensable segment, which completely fulfils the informative
function of the reading diary.

The teachers marked literary concepts as good guidelines for the requirements in the
reading diary, which fulfils its theoretical function. Thus, almost all surveyed teachers
(91%) ask students to recognise the theme of the literary work, that is, a sentence
that expresses the essence of what they have read. This is applicable when working
on novels, while when working on collections of poems or stories it is preferable to
name one theme for each poem, fable, story or to name the most frequent themes.
Determining the theme of a literary work is important, but it can also be complex
due to students’ insufficiently developed abilities to do it. A note on the setting, i.e.
the time and place of action, is required by 81% of the surveyed teachers. In certain
texts, the time and place of action are important elements for their interpretation, so
their recording is justified. For some literary works this record does not make sense,
for example, where time and place are unknown. Character descriptions (81.0%)
and retelling of events (62%) were also selected as important teacher requirements
in the reading diary. Research tasks are mainly applied in interpretation of literary
works in the senior grades of primary school, so it is understandable that only 34%
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of the teachers in lower primary education grades chose these tasks for their students’
reading diary.

Frequent teacher requirements include: feelings evoked by the literary work
(76%), illustrations (66%), personal views (57%), and dates of the beginning and end
of reading (52%). Notes on feelings and personal views are based on the experience,
which is the starting point in the interpretation of the home reading in class. I1lustrations
help make the reading diary look good and keep students coming back to it. By writing
the date, pupils track their reading pace progress and can plan future readings. Certain
notes in the diary have a linguistic function, i.e. the role of improving the vocabulary
and developing students’ oral and written expression. Surveyed teachers also stated
that they ask their students to record unfamiliar words (46%) and quotes (45%) from
the book they are reading.

The third hypothesis was also confirmed — that teachers instruct students to record
responses to specific requirements in their reading diary.

Results on the requirements placed upon students related to the notes they are
to take in their reading diaries indicate that surveyed teachers have a large number
of such requirements. This was our next question, which sheds light on this relevant
methodological problem: How many requirements on average should students be
asked to meet when taking notes? As we are talking about students at the beginning
of their education, it is clear that there should not be many of these. In our research,
they were divided into three groups according to the number of requirements, and the
results are shown in Graph 4.

Optimal number of requirements depends on the volume of literary work and
the age of students. More than half of the surveyed teachers (52%) have 11 to 15
requirements regarding the notes that they require students to take in their reading
diary. The highest percentage of responses in this group was not expected, because
the number of requirements is quite large for younger students. Number of these
requirements shows that students can often feel overwhelmed by note-taking, which
leads to frequent interruptions in reading and consequently to decreased immersion
in literary work and enjoyment of reading in general. However, 45% of teachers
declare that they give from 6 to 10 tasks. Only 3% of teachers task their students
with 1 to 5 requirements, which points to the fact that teachers mainly opt for more
requirements related to the reading diary. It must not be forgotten that the sow aspect
is more important in this context than sow much. Primary schoolteacher does not need
to teach the students everything; it is only the beginning of their schooling, and the
longer process is yet to come.
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Graph 4 The number of requirements to meet when taking notes in the reading diary

Adapting the reading diary requirements depending on the home
reading book

Note taking in the home reading diary should not always be uniform but adjusted
to the grade — the students’ abilities and capacities, their personal abilities and the
literary form and genre of home reading. Question for the teachers who apply the
reading diary was related to the variability of requirements in their work on different
books assigned for home reading, and the results are shown in Graph 5.
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BNo

=
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Graph 5 Uniformity of requirements on note taking in the reading diary

Results of the survey (Graph 5) show that 50% of teachers adapt their reading diary
requirements. This shows that they adapt to the nature of literary work and formulate
the tasks accordingly. The other 50% of teachers always follow the same principle,
which indicates an inadequate use of the reading diary. Namely, although we can find
a justification for the uniformity of the requirements, i.e. assume that teachers do not
change them so that students would develop a habit and therefore get used to reading
independently, this is not the methodologically correct way. Students often seek and
find something not truly included in the literary work, or even if included, it is not
essential. The fourth hypothesis is partially confirmed, because teachers do not always
adapt the reading diary requirements depending on the home reading book itself.
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Conclusion

Independent reading of literary works in Serbian language classes begins with
home reading. Support in their interpretation is a reading diary, the structure of
which is mainly determined by the teacher and their requirements and instructions
for recording the most important details about what has been read. This depends on
the type and number of the reading diary requirements that students are referred to.
Namely, the requirements should be harmonised with the students’ individual and
collective abilities, that is, the abilities of each individual student and the class as
a whole, and with the literary form and genre of the home reading assigned. 136
primary school teachers participated in the empirical research about the function
and structural elements of the reading diary. Results of the research show that the
majority of surveyed teachers believe the reading diary increases students’ attention
while reading and interpreting home reads. Therefore, most teachers use the students’
reading diary in their teaching. Findings of the research show that teachers apply the
reading diary in their work on home reading, especially emphasising the following
elements of its structure as relevant: title of the book and the author’s name, literary-
theoretical elements of the book read, and personal experience. Teachers usually have
more than ten requirements related to keeping the reading diary. A shortcoming in
the application of the reading diary is that only half of the teachers change and adapt
their requirements according to the book the children are reading, while the other half
always adhere to the same requirements for every book they assign. These findings
point to the need for preparing detailed methodological instructions for using home
reading diaries in classwork, which should further lead to instructing students towards
independent book reading. Therefore, a good introduction of students to independent
reading of home reads and books in general opens the path to the formation of reading
habits and developing a love of books and reading.
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Funkcja domowego dziennika czytelniczego z perspektywy
nauczyciela

Czytanie w szkole i domu w ramach nauki jest okreslone w panstwowym
programie nauczania jezyka serbskiego, ktory zawiera spis zalecanych utworow
literackich, ktore uczniowie powinni przeczytaé¢ w ciggu roku szkolnego. Materiaty
szkolne sg czytane i analizowane w szkole, natomiast materialy domowe sg czytane
przez uczniow samodzielnie w domu i interpretowane w trakcie lekcji. Lektura
domowa obejmuje glownie dtuzsze dzieta literackie — zbiory wierszy i opowiadan lub
powiesci waznych autorow serbskich oraz zagranicznych. Aby w pehiejszy sposob
umozliwi¢ uczniom samodzielne czytanie, jednym ze sposobow przygotowania
si¢ do zaje¢ w domu jest prowadzenie dziennika lektur. W artykule oméwiono z
perspektywy nauczycieli szkot podstawowych wymagania dotyczace prowadzenia
domowych dziennikéw lektur, liczbe tych wymagan i ich zwiazek z utworami
literackimi. W dzienniku lektur uczniowie zapisujg najwazniejsze fragmenty tego, co
przeczytali, najczesciej zgodnie z instrukcjami i poleceniami nauczycieli. Notatki te
obejmujg przede wszystkim: podstawowe informacje o ksigzce (tytul, autor), znane
pojecia z zakresu teorii literatury (temat, bohaterowie), nieznane stowa i ciekawe
cytaty. Uczniowie mogg rowniez odnotowywaé wiasne doswiadczenia zwigzane z
tym, co przeczytali, przedstawiac dzieto literackie w obrazowy sposob i parafrazowac
niektore fragmenty. Do bardziej ztozonych wymagan zaliczajg si¢ zadania badawcze,
ktore wymagaja od uczniéw rozwigzywania postawionych problemoéw podczas
czytania dzieta literackiego.

Celem niniejszego artykutu bylo okreslenie funkcji i struktury dziennika lektur
poprzez okreslenie wymagan stawianych uczniom podczas czytania w domu. Badania
empiryczne zawarte w tym artykule obejmuja nastgpujace aspekty metodologiczne
korzystania z domowego dziennika lektur: zastosowanie dziennika w zachgcaniu
do czytania, zalecenia nauczycieli i wymagania dotyczace prowadzenia dziennika,
liczbe i ro6znorodno$¢ tych wymagan oraz ich zgodno$¢ z gatunkiem ksiazki.
Probe badawcza stanowili nauczyciele serbskich szkot podstawowych (N=136). W
badaniu zastosowano metod¢ i technike ankietyzacji, a narzedziem badawczym byt
kwestionariusz ankiety przeznaczony dla nauczycieli.

Wyniki badan wskazuja, ze trzy czwarte ankietowanych nauczycieli wymaga od
swoich uczniow prowadzenia dziennika lektur domowych. Nauczyciele stosuja metode
dziennika lektur gtdéwnie w celu zachgcenia uczniow do czytania, czyli zwickszenia
motywacji uczniow do angazowania si¢ w czytanie w domu. Wszyscy ankietowani
nauczyciele uwazaja, ze podstawowe informacje o ksigzce stanowig nieodtgczny
elementdziennikalektur, ktéry wpelnispeiniaswoja funkcj¢ informacyjng. Dwietrzecie
nauczycieli poleca swoim zwracanie uwagi w trakcie czytania na terminy literackie,
ktoére uczniowie rozpoznaja, co spetnia swoja funkcje teoretyczng. Nauczyciele czgsto
zachgcaja swoich ucznidw do robienia notatek na temat emocji wywotanych przez
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czytany utwor literacki oraz do dodawania ilustracji i osobistych odniesien do utworu
literackiego. Niektore notatki w dzienniku petnia funkcje jezykowa, tzn. majg na celu
wzbogacenie stownictwa uczniéw oraz rozwijanie ich umiejetnosci formutowania
wypowiedzi ustnej i pisemnej poprzez zapisywanie nieznanych stow, cytatow oraz
parafrazowanie tre$ci. Wickszo$¢ ankietowanych nauczycieli stawia wobec uczniow
ponad dziesig¢ wymagan dotyczacych robienia notatek w dzienniku lektur, co
wskazuje na to, ze uczniowie moga czuc si¢ przyttoczeni tak duzg liczbg wymagan.
Potowa ankietowanych nauczycieli dostosowuje wymagania dotyczace dziennikow
lektur do czytanych ksigzek, lecz druga polowa nie robi tego, co stanowi powazny
problem w stosowaniu dziennikow. W zwigzku z tym wymagania dotyczace notatek
w dzienniku lektur domowych nie zawsze odpowiadaja umiejetnosciom ucznidow
i specyfice samego utworu literackiego. Konieczne jest zatem przygotowanie
szczegotowych wskazdéwek metodycznych dla nauczycieli dotyczacych prowadzenia
dziennika lektur w ramach prowadzonej przez nauczycieli pracy dydaktycznej, co w
dalszej perspektywie bedzie miato wplyw na poprawe umiej¢tnosci samodzielnego
czytania uczniow w domu.

Stowa kluczowe: czytanie; nauczanie jgzyka serbskiego; czytanie w domu;
dziennik lektur; notatki z lektur.
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dyHKIMja THeBHUKA YNTama y o0pagu momahe nektupe ns
MepCrneKTUBe yYnTeba

[Ixoncka n qomaha JekTHpa y HaCTaBH CPIICKOT je3HKa MPOIUCaHa je HaCTABHUM
nporpaMuMa y KOjuMa ce Hajiase MPernopydYeHH HACIIOBH KHILMDKEBHHX Jejla Koje
yUeHHIU Tpeda Ja MpoYuTajy y TOKY jeflHE IIKOJICKE TOAWHE. Y IIKOJIHU Ce YHUTa H
aHaJM3upa IKOJICKA JIEKTHPA, TOK IoMahy JIGKTHPY YUSHHUIH YUTA]y CAMOCTAIHO KOJT
kyhe, a Tymade je Ha OIKOJCKAM yacoBuMa. Jlomaha jekTupa yriaBHOM oOyxBaTa
oOMMHHMja Jiena — 30upKe Tmecama, Mpruda Wik poMaHe 3HAYajHUX CPIICKHX U CTPAHUX
nucana. Ja Ou y4eHHMYKO CaMOCTaIIHO YUTame OWJIO MOTHYHHjE, jeJaH OJ HauhHa
npunpeme 3a yac fomahe JekTupe je Bol)erbe AHEBHUKA UNTama. Y paly cy NpUKa3aHu
3axTeBU 3a Bohewme NHEeBHWKA nomahe JiekTupe, BUXOBa OPOJHOCT U ycKiahuBame
ca KIbIDKEBHHUM JICIMMA, U3 TEePCHEKTUBE yuuTesba. Y THEBHHUKY YUEHHIHN Oenexe
KJbYYHE CETMEHTE IIPOYNTAHOT, YTIIaBHOM IIpeMa YITyTCTBHMA U 3aXTeBHMa yUHUTEIba.
[IpBeHcTBEHO ce Oene)ke OCHOBHHM MOJALM O KEU3M (HACIOB, ayTop), HAayYeHU
KIM)KEBHOTEOPH]CKH TIOjMOBH KOj€ YYEHHLH TMPENO03Hajy (TeMa, JTUKOBH), YUECHHUKY
HElo3HaTe peyH, 3aHUMJBUBU IHUTATH. 3aTUM, YYEHHIM MOTY Ja yHECy U CBOj
JIOKHBJbA] TIPOYUTAHOT, JIa JIEJI0 JINKOBHO TPeJICTaBe, Kao U Jia mpenpuyajy oapehene
nenuHe. CI0KEHUJU 3aXTEBH jeCy UCTPAKUBAYKH 3aJaId, KOjU yCMepaBajy YICHHUKE
Ha pelIaBambe MOCTaBJbEHUX NPOOJIeMa Y YUTaby KEbH)KEBHOT JIela.

usb pana je 6o na ce onpeau GyHKIUja U CTPYKTYpa THEBHUKA YUTAHka KPO3
3aXTeBE 332 YYCHHUKE TOKOM YHTama AoMahe nexkrtupe. EMOMpHjCKUM HCTpaKUBAKEM
y oBOM pany oOyxBaheHnu cy ciieiechu METOMYKN CErMEHTH KOpHUINNCHha JHEBHUKA
noMalie JlekTupe: MprMeHa 3a [OJICTHIAKhE YATaba, YITYTCTBA U 3aXTEBH 3a OelexKemhe,
OpOJHOCT M pa3HOBPCHOCT OBHIX 3aXT€Ba M BbUXOBO YCKIIa)UBamkE ca KAHPOM KEHHTE.
VY30pak mcTpakMBama OOYXBaTHO je y4UHTeJbe M3 OCHOBHUX mmikona y Cpouju (N
= 136). V uctpaxxuBamy Cy MPUMEHCHE Survey METOJIa M TEXHUKA aHKeTHUpPaba, a
WHCTPYMEHT j& aHKCTHHU YIIUTHUK 32 YYUTEIbE.

Pesynratn ucTpakuBama MOKa3zyjy Ja TpU YETBPTUHE HCIUTAHUX YUHTEIba
ynyhyje yueHuKe aa Boje JHEBHUK unTama aomahe nextupe. Hajuemthe ra kopucre
Jla TIOJICTaKHY YWTame, OMHOCHO na mosehajy ydeHHMYKy MOTHBAIHWjy 3a pal Ha
nmomahoj sektupru. CBH WCIUTAHU YIUTEI/BM CMAaTpajy Ma Cy OCHOBHHU IOJAITd O
KIbM3H HEU30CTaBHU CETMEHT JHEBHUKA YHTamba, YAME CE Y MOTIYHOCTH OCTBapyje
wmerosa mHpopmatuBHa (yHknuja. JIBe TpehuHe yumrerba ymyhyje ydeHumke Ha
3amnuce KIbM)KEBHUX I0jMOBA KOj€ Cy MPENO3HANN Y JIEKTHUPH, YAME C€ OCTBapyje U
Beroa Teopujcka GyHkunuja. YecTu 3axTeBH Ha Koje ynmyhyjy UCIHTaHH yYUTEJbH
cy u ocehama H3a3BaHa JeNIOM, WIIyCTPAlUje U JIMYHHA CTAaBOBU O KELH)KEBHOM JICITY.
Onpehene Oenmemnike y THEBHHUKY CY Y je3WYKOj] (YHKITHJH, OJHOCHO UMajy YIIOTY
Oorahema pedHNKa U pa3BHjaba YCMEHOT M IMHUCMEHOT M3pakaBama YUCHHKA, a TO
Cy HEmo3HaTe peyH, UUTAaTH W MpenpuyaBame. Mcnuranu yunTesbu Hajuernhe najy
MPEKO JeceT 3aXTeBa 3a OelleKemne y THEBHHKY, a 0Baj Opoj yKa3yje Ha TO 1a yUeHHUIN
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Mory Outu u ipeontepehenu 6enexemeM. [lomoBrHA HCTTUTAHUX YIUTEIha YCKIIahyje
3axTeBe JHEBHHKA YNTara ca KEbUTOM JAoMahe JeKTupe, JOK UX JpyTa IMOJIOBHHA He
Mema, IITO je HelocTaTak y MPUMEHH JHEeBHUKA. Jlakie, 3axTeBu 3a Oenexeme y
JTHEBHUKY jJoMalie JIeKTUpe HUCY YBEK yCKial)eHU ca YYSHWYKUM CIIOCOOHOCTHMA U
ca crnenu(UIHOCTUMA CaMOT' KEbM)KEBHOT Jienia gomahe JiekTupe. 3aTo je moTpeOHO
MIPUIPEMHUTH JeTaJbHA METOIMYKA YITYTCTBA YUUTECIHHMA 33 CTPYKTYPHCAE JTHCBHUKA
YuTama y HaCTaBH, KOju he Jasbe BOMUTH Ka YHAINIpehBamy YUEHHIKOT CaMOCTaTHOT
guTama Koj Kyhe.

KibyuHne peun: Oenerke o yntamwy; qoMaha J€KTUpa; THEBHUK YUTaHa; JIEKTHPA,
HACTaBa CPIICKOT je3HKa.
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Funkcija dnevnika ¢itanja u obradi domace zadace iz
perspektive ucitelja

Skolska i domaca lektira u nastavi srpskog jezika propisana je nastavnim planom
i programom koji sadrzi preporucene naslove knjizevnih djela koje ucenici trebaju
procitati tijekom jedne Skolske godine. U Skoli se ¢ita i analizira Skolska lektira,
dok domacu lektiru ucenici Citaju samostalno kod kuce, a interpretiraju na nastavi.
Domaca lektira uglavnom ukljucuje veca djela - zbirke pjesama, prica ili romana
znacajnih srpskih i stranih pisaca. Kako bi samostalno ¢itanje uc¢enika bilo potpunije,
jedan od nacina pripreme za sat domace lektire je vodenje dnevnika ¢itanja. U radu
su prikazani zahtjevi za vodenje dnevnika domace lektire, njihov broj i uskladenost
s knjizevnim djelima, iz perspektive ucitelja. U dnevnik ucenici biljeze kljucne
segmente procitanog, uglavnom prema uputama i zahtjevima nastavnika. Biljeze
se prvenstveno osnovni podaci o knjizi (naslov, autor), nauceni knjizevnoteorijski
pojmovi koje ucenici prepoznaju (tema, likovi), u¢eniku nepoznate rijeci, zanimljivi
citati. Ucenici mogu dodati osobni dozivljaj procitanog, likovno prikazati djelo, ali
1 prepricati pojedine dijelove. SloZeniji zahtjevi su istrazivacki zadaci, koji uc¢enika
usmjeravaju na rjeSavanje postavljenih problema u ¢itanju knjizevnog djela.

Cilj ovog rada je bio utvrditi funkciju 1 strukturu dnevnika Citanja kroz zahtjeve
ucenika pri ¢itanju domace lektire. Empirijsko istrazivanje u ovom radu obuhvaca
sljede¢e metodicke segmente koriStenja dnevnika domace lektire: primjenu za
poticanje Citanja, upute i zahtjeve za biljeZenje, brojnost i raznolikost tih zahtjeva
te njihovu uskladenost sa zanrom knjige. Uzorak istrazivanja obuhvatio je ucitelje
osnovnih Skola u Srbiji (N=136). U istrazivanju je primijenjena anketna metoda i
tehnika anketiranja, a instrument je bio anketni upitnik za ucitelje.

Rezultati istrazivanja pokazuju da tri ¢etvrtine ucitelja u uzorku upucuje svoje
ucenike na vodenje dnevnika Citanja domace lektire. Naj¢esce ga koriste za poticanje
¢itanja, odnosno povecanje motiviranosti ucenika za rad na domac¢im zada¢ama. Svi
ispitani ucitelji smatraju da su osnovne informacije o knjizi neizostavan segment
dnevnika Citanja koji u potpunosti ispunjava svoju informativnu funkciju. Dvije
tre¢ine nastavnika upucéuje ucenike na zapise knjizevnih pojmova koje su prepoznali u
lektiri, ¢ime se ostvaruje i teorijska funkcija. Cesti zahtjevi na koje anketirani ugitelji
upucuju su osjecaji koje izaziva djelo, ilustracije 1 osobni stavovi o knjizevnom
djelu. Pojedine biljeske u dnevniku imaju jezicnu funkciju, odnosno imaju ulogu
obogacivanja rjecnika i razvijanja usmenog i pismenog izrazavanja ucenika, a to
su nepoznate rijeci, citati i prepriCavanja. Anketirani ucitelji najéesée daju vise od
deset zahtjeva za biljeZenjem u dnevnik, a ovaj broj ukazuje da bi u¢enici mogli biti
preoptereceni biljezenjem. Polovica ispitanih ucitelja uskladuje zahtjeve dnevnika
¢itanja s domac¢om lektirom, dok ih druga polovica ne mijenja, §to je nedostatak
u primjeni dnevnika. Stoga zahtjevi za biljezenjem u dnevnik domace lektire nisu
uvijek uskladeni s uc¢enikovim mogucénostima i specificnostima samog knjizevnog
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dijela domace lektire. To upucuje na potrebu pripreme detaljnih metodi¢kih uputa
za ucitelje kako bi kvalitetno strukturirali dnevnike Citanja u razredu, $to ¢e dodatno
dovesti do unapredivanja samostalnog ¢itanja ucenika kod kuce.

Klju¢ne rijeci: biljeske o Citanju; domaca lektira; dnevnik Citanja; lektira; nastava
srpskog jezika.
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Becoming a pre-school teacher: developing competence
for human rights education and education for democratic
citizenship in Croatia

Abstract: This paper explores opinions of prospective pre-school teachers in
Croatia on the development of their professional competencies for EDC and EHR
developed during their pre-service education. Quantitative research methodology
was used to determine the opinions of prospective pre-school teachers on their
competencies for EDC and EHR. Participants were 253 (N=253) students of early
childhood education with different personal and educational backgrounds. The
results show that although human rights and children's rights are relevant in teacher
education, human rights, children’s rights, and active citizenship competencies are
not fully recognised nor developed during pre-service teacher education in Croatia.

Keywords: children’s rights, competencies, democratic values, education, pre-
school teachers

Introduction

Since teaching profession is considered an area of special national interest in
European countries, many Curriculum reforms emphasise the importance of teacher
competencies. European commission has issued a document that presents key
competences of teachers at the European level. In the document named Common
European Principles for Teacher Competences and Qualifications (2005), key
competences should enable teachers to:

- work with others: teachers work in a profession which should be based on the
values of social inclusion and nurturing the potential of every learner;

- work with knowledge, technology and information: teachers need to be able
to work with various types of knowledge. Their education and professional
development should prepare them to access, analyse, validate, reflect on and
transmit knowledge, making effective use of technology where appropriate;

- work with and in society: teachers contribute to preparing learners to be globally
responsible in their role as EU citizens. Therefore, teachers should be able
to promote mobility and co-operation in Europe and encourage intercultural
respect and understanding.

It is known that teacher competence and the quality of teacher education are some
of the main factors that impact the level of student achievement in general. Therefore,
teacher education and continuous professional development of teachers is seen as
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the key issue that seeks to improve the outcomes and efficiency of education system.
Ministry of Science and Education (hereafter MoSE) is the main stakeholder in the
creation of numerous educational policies throughout legal framework that regulates
the required teacher competencies and educational standards such as the National
Framework Curriculum for Preschool, Primary and Secondary Education (2011),
Preschool Act (2013, 2022), National Curriculum of Early Childhood Education
(2015), Croatian Qualifications Framework (2016) and many others. These documents
clearly outline the expectations that the state has from teacher education institutions and
the competencies needed for teachers in contemporary society that enable them to meet
national and international educational goals.

These goals are clearly stated in the document presented by Delors (1996), the Four
Pillars of Learning (learning to know, learning to do, learning to be and learning to
live together). Later, UNESCO added the fifth pillar “to address the special challenge
of sustainability: learning to transform oneself and society” (UNESCO, 2012: 35). The
Five Pillars of Learning are understood as “an integrated vision for education and are
considered to be a key reference for the conceptualisation of education and learning
worldwide” (Tawil & Cougoureux, 2013: 2).

Teacher competencies needed for teachers to be able to work with others, work with
knowledge, technology and information, and work with and in society, resting on the
Five Pillars of Learning, are competencies developed during initial teacher education
that enable teachers to contribute as active participants in democratic societies. This
participation needs to be achieved on a classroom, school, local and global level.
Therefore, the competencies for education for democratic societies and human rights
emerge at the core of teacher development.

Education for human rights and democratic citizenship

Despite their differences, all educational programmes should be based on five
pillars of education, which are fundamental to providing quality education and
fostering human development: learning to know, learning to do, learning to live
together, learning to be, and the fifth pillar - learning to transform oneself and society.

Also, as stated in Declaration on and Training (UN, 2011), all educational
programmes should ensure access to Human Rights Education (hereafter HRE) and
training as a fundamental right, at all levels and forms of education, from preschool to
university. Declaration highlights three key dimensions of HRE:

- education about human rights, which includes providing knowledge and
understanding of human rights norms and principles, the values that reinforce
them and the mechanisms for their protection;

- education through human rights, which includes learning and teaching in a way
that respects the rights of both educators and learners;

- education for human rights, which includes empowering persons to enjoy and
exercise their rights and to respect the rights of others. (UN, 2011, Article 2)
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Human rights education in European context often goes hand in hand with or is
seen as part of education for democratic citizenship — EDC. According to CoE (2010)
education for democratic citizenship is fundamental to a free, tolerant, just, open and
inclusive society, to social cohesion, as well as mutual understanding, intercultural
and interreligious dialogue and solidarity and equality between men and women.

”Education for democratic citizenship involves inter alia civic, history, political
and human rights education, education on the global context of societies, and on
cultural heritage. It encourages multidisciplinary approaches and combines the
acquisition of knowledge, skills and attitudes — particularly the capacity for reflection
and selfcritical disposition necessary for life in culturally diverse societies.” (CoE,
2010: 44)

Democratic culture needs to be taught (CoE, 2016) since democracy cannot exist
without democratic institutions and laws, and these cannot work in practice unless
they are grounded in a culture of democracy, i.e. in democratic values, attitudes
and practices. Audigier (2000) states two main classifications of key competences
associated with democratic citizenship. The first one includes three broad categories
of competences: cognitive competences, affective competences and those connected
with the choice of values and connected with action. The second classification
distinguishes four dimensions of citizenship: dimensions which are based on the
analysis of life in society. These dimensions are political and legal, social, cultural
and economic (Audigier, 2000). Prospective teachers need to develop the knowledge,
attitudes and skills necessary for participation in democratic societies, as well as
generic and specific competencies that enable them to ensure development of the same
competencies of their students. Zyngier (2016) highlighted critical pedagogy as the
foundation for analysing how democracy is perceived, prioritising education’s ability
not only to empower individuals but also to enhance democracy, ultimately striving
for a more egalitarian, equitable, and socially just society. Hence HRE and EDC is
not merely about democracy, but aimed in nurturing engaged citizens (Osler, 2011)
or uniting individuals towards a shared goal of long-term survival (Davis, 2014). In
the contemporary context, there is a need to realign education with the fundamental
principles outlined in the United Nation Convention on the Right of the Child (UN,
1989): “eliminating discrimination, prioritising decisions that serve the best interests
of children, guaranteeing every child’s right to life, survival, and development, and
actively promoting children’s rights to express themselves and be heard.” (Visnji¢-
Jevti€ et al., 2021: 261).

Davis (2014) considers early childhood to be the key stage for actualisation of
children’s rights, for the formation of ethical values, attitudes, and behaviour and
for nurturing cultures that favour sustainability. The assumption is that teachers have
competencies that can contribute to this. Initial teacher education tends to be the
key point for development of these competencies that will be a prerequisite for the
democratic educational process. Therefore, it is important to find out how competent
are the prospective teachers in HRE and EDC at all levels of education, even in
kindergarten.
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Method

The purpose of this research was to find opinions of prospective ECEC teachers
on their competences for human rights and democratic citizenship education.

Research was conducted in October 2023. Participants were briefed on the purpose
of research and a questionnaire was distributed to research participants via email.
Participants was guaranteed anonymity. They were also informed of the option to
withdraw from participation. Research was conducted in accordance with the Ethical
Code of the University of Zagreb.

ParticipantsTop of Form

Participants were 253 (N=253) students of 2" (N =145) and 3" (N =108) year of
early childhood education undergraduate studies at the University of Zagreb (Table
1.). Inthe 2023 / 2024 winter term there were 329 students, so more than three quarters
(f=76.9%) of the total number of students participated in the study. Given that the
research was conducted at the very beginning of the academic year, the research did
not include 1* year students, who lack study experience, are not familiar with the
contents of courses, and are unable to assess to what extent they could contribute to
their competences in the field of research. Faculty of Teacher Education at University
of Zagreb educates prospective ECE teachers at three different departments (Cakovec,
Petrinja and Zagreb), with Zagreb being the largest one. The sample involved students
from all three departments.

More than half of all participants (54.5%) finished vocational secondary schools
before starting their studies at the University of Zagreb. Given there were only a few
male students in the study population, there was no need to collect data on gender.

Table 1 Participants

Variable Variable description Percentage
(N=253)
Cakovec 37.2%
Department Petrinja 14.6%
Zagreb 48.2%
2nd 42.7%
Year of study
3rd 57.3%
Grammar school 45.5%

Secondary school -
Vocational school 54.5%

Research instrument

The questionnaire was developed to explore the perception of participants on their
competence in human rights and democratic citizenship education. Questionnaire
contained 4 parts. The first part of the questionnaire was related to their sociodemographic
data (department and year of study, academic success in the previous year and the
secondary school they attended). The second part of the questionnaire consisted of 17
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statements related to competence in human rights and democratic citizenship education.
These were adopted and adjusted from the list of teacher competencies that support
EDC and HRE (Brett et al., 2009). Participants expressed their level of information
about the statements on a five-point Likert-type scale. The third part was related to their
experiences in education about/through/for human rights and democratic citizenship,
children’s rights and participation during their study. Participants assessed whether
during their university education they had courses whose contents dealt with human
rights, children’s rights and participation and the child as an active citizen, and they were
asked to name the courses. The fourth part was related to participants’ educational and
personal context related to human rights and democratic citizenship. The Cronbach’s
alpha coefficient indicated satisfactory reliability (o= ,74) for the questionnaire.

Results and Discussion

Competence in human rights and democratic citizenship education

The descriptive indicators of the assessments show that the participants are well-
informed on half of the statements offered, while the other half they assess neutrally,
as neither being informed or not being informed (Table 2). They are most familiar
with the Convention on the Rights of the Child (M=4.01, SD=0.85) and ways of
including children in the decision-making process (M=3.79, SD=0.86). These results
were expected considering that the mentioned content is an integral part of the teacher
education program. Content on children’s rights is clearly highlighted in many courses,
while the principles of child-centeredness, which includes child participation, are a part
of the modern ECE curriculum. In contrast to these topics, the participants cannot assess
to what extent they are informed about the content in the field of democratic citizenship,
and they more often take a neutral stance on these claims. Considering that this teaching
content may not be clearly highlighted, but can be recognized on the level of values, it
is questionable whether the participants cannot recognize EDC as teaching content or
planned learning outcome or whether this content is not present in the courses they take.

Table 2 Competence in human rights and democratic citizenship education

I am familiar with Min Max M SD

...opportunities for collaborative work in the
community.

1 5 3.68 0.88

... possibilities of organising a stimulating environment

for the use of multiple choices. ! >335 036

methods of discrimination prevention. 1 5 356 087

... different ways of evaluating children’s competences. 1 5 381 0.84

... shaping democratic citizenship and accepting and

valuing human rights. ! 3337 092

... external evaluation of the educational process. 1 5 336 0.87
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Table 2 (Continued)

... ways of involving children in the decision-making
process.

1 5 379 0.86

... strategies for easier involvement of children in the | 5 355 087

discussion.

... by setting basic rules for positive institutional values. 1 5 339 091
... the need to introduce Civic Education. 1 5 3.33 0.98
... goals and purpose of Civic Education. 1 5 328 097

...with the inclusion of basic ideas and habits of Civic

Education in the teaching process. ! > 314095

... key international frameworks of Civic Education. 1 5 3.04 098

... planning, methods and learning opportunities of

Civic education. 1 5  3.09 1.00

... with the inclusion of basic ideas and habits of Civic
Education in the educational process.

... with the Convention on the rights of the child. 1 5 4.01 085

1 5 3.08 1.02

Experiences related to human rights and democratic citizenship education

Assessment of educational experiences in the areas of human and children’s
rights, as well as democratic citizenship, is of utmost importance for understanding the
effectiveness and impact of educational systems on encouraging informed, engaged,
and empowered individuals in society. More than half of participants (58.5%, f=148)
state that during their studies they attended a course contents of which deal with human
rights. They point out that these topics are a part of pedagogical and psychological
courses (for example, Early education pedagogy, Developmental psychology,
Profession of teachers and reflective practice, Socio-emotional development and
children’s rights, Education for human rights and democratic citizenship). Teachers’
insufficient knowledge and attitudes towards HRE, as they are often unaware of
its existence and responsibility, lack adequate knowledge about human rights, and
perceive teaching human rights as complex and sensitive, leading to delays in its
introduction in the curriculum (Quennerstedt, 2022).

During their studies, more than three-quarters (76.3%, f=193) of participants
attended a course whose contents deal with children’s rights and participation. Here,
too, they list pedagogical and psychological courses.

It is interesting to find, that most of the participants state they are familiar with the
ways of including children in the decision-making process, while almost three quarters
of them (73.9%, =187) state that during their studies they did not attend a course
whose contents dealt with the child as an active citizen. The question arises in regard
to the understanding of active citizenship (whether participation in decision-making
is part of active citizenship) or the understanding of a child as a citizen, as well as the
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approach to teaching about these topics: education about/through/for EDC. Australian
prospective teachers relate democracy to “freedom of speech (but not necessarily in
action)” (Zyngier, 2016: 795).

Although more than 80 percent of participants (83.8%, f=212) agree that
professional competencies in HRE and EDC are necessary for the development of
human rights and democratic citizenship and are relevant for their future work, almost
half of them (48.2%, f=122) are not sure whether they had the opportunity to develop
them. These results can be explained in the initial teacher education curriculum since
there are not many courses that explore this content, even when dealing with teacher
role and teacher competencies. This issue of limited acknowledgment of teachers’
HRE responsibilities within the teacher education programmes has previously been
detected by Robinson et al. (2020).

Educational and personal context related to human rights and democratic
citizenship

Table 3 Educational and personal context related to human rights and democratic
citizenship

Variable Variable description P(e;l(f;;%’e
Not member 53.3%
Sport clubs 13.8%
Cultural and artistic organization 11.9%
Religious organisation 11.1%
Membership Voluntary organisation 10.1%
Student organisation 4%
Charity 4%
Professional association 0.4%
Political party 0.4%
Volunteering 43%
Activism Signing petitions 90.5%
Voting in elections 53.8%

Given the research topic, it was justified to delve into forms of active participation
of prospective ECEC teachers in society e.g. membership in different organisations
and their activist habits (Table 3). Social participation takes place within a community
context, where prospective teachers engage in social activities in many formal and
informal social networks. Forms of participation are often determined by issues
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arising within a community, a place, and include its culture, norms, values, and
institutions (Cicognani et al., 2008). Membership in organizations plays a crucial role
in democratic citizenship by providing people with opportunities for participation,
transparency, voting rights, equality, accountability, education and empowerment.
These characteristics contribute to the construction of a democratic society in which
citizens actively engage in decision-making and shaping the common future. More
than half of participants (53.3%) aren’t members of any organisation. Participants
are mostly members of sports clubs (13.8%), cultural and artistic (11.9%), religious
(11.1%) or voluntary (10.1%) organisations. Volunteering, signing petitions, and
voting in elections are crucial elements of activism that constitute an integral part
of democratic citizenship, enabling individuals to express their views, participate
in decision-making, promote social change, strengthen democratic institutions, and
actively engage in social and political life. Therefore, it was important to collect data
on active participation of the participants themselves.

Corelation of educational and personal experiences and competence for human
rights and democratic citizenship

To determine whether there is a connection between educational and personal
experiences of participants with their assessment of human rights and democratic
citizenship education, a t-test and one-way analysis of variance were used - depending
on the evaluated variables.

Exploratory factor analysis was conducted and according to factor loadings, two
factors were recognised and named as: context of EDC and teacher’s competence in
EDC. Context of EDC is saturated with statements on aims, purpose, international
framework and the need for implementation of EDC. Teacher’s competence in EDC
explains autonomous work of the teacher, ability to organise educational process,
cooperation with the community and evaluation of the process.

When researching the impact of prior educational experiences, the type of high
school plays a significant role in shaping the civic identity and active participation of
individuals in society. The assumption was that students who attended grammar school
would be more familiar with content from the field of human rights and democratic
citizenship education. The results of this research show that no statistically significant
correlation was found between the assessment of competence (t=-0.23, p=,82) and
the context (t=0.13, p= .86) regarding the secondary school that the participants
completed. Research by Siegel-Stechler (2021) showed that learning civics topics in
school leads to higher levels of civic knowledge and engagement.

No statistically significant difference was found either regarding the year of study
or enrolment in courses dealing with human rights, children’s rights, and participation
(Table 4.). Howe and Covell (2009) state that civic citizenship education has little
impact on the improvement of civic competences. Interestingly, Quennerstedt (2022)
states that teachers’ understanding of human rights concepts appears to be insufficient.
While teacher education programmes may touch upon children’s rights, they often
fall short in addressing broader human rights issues, probably because the focus is
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more often placed on children’s rights specifically, referencing the Convention on the
Rights of the Child rather than addressing broader human rights treaties.

Table 4 Correlation with educational experiences

%ompetence 2. Context

t p t p
Year of study -1.44 15 -0.63 .53
Course with content in the field of human rights 0.15 .88 033 .74

Course with contents in the field of children’s rights

and participation L1227 056 .57

Course with contents focused on the child as an active

.. 1.97 .05 2.51 .01
citizen

In this research, it was shown that content related to children’s rights has no
influence on the perception of prospective teachers. The only variable that proved
to be significantly different in the assessments of competence (t=1.97, p=.05) and
context (t=2.51, p=.01) is enrolment in courses that have teaching content focused on
the child as an active citizen. These results are interesting, since the result of the similar
research conducted by Grubisi¢ and Raji¢ (2015) detected the need for a course for
prospective teachers that would provide knowledge and information about the wider
context of EDC and specific pedagogical and methodological needs of EDC. The
results show that this kind of teaching content does make an impact.

Different forms of participation such as volunteering, signing petitions, and voting
in elections also did not prove to be crucial for the assessment of competences and
context (Table 5.).

Table 5 Correlation with personal experiences

> Competence Y Context

t p t p

Volunteering 0.47 .64 0.56 .58
Signing petitions -0.95 34 -0.97 34
Voting in elections 0.19 .85 -0.26 .80

There was a lack of statistically significant differences in relation to the effects
of human rights and democratic citizenship education. So far, research has found that
personal experiences can have individual effects on democratic behaviour (Siegel-
Stechler, 2021). Despite the fact that the results of this research did not find statistically
significant differences in assessment of understanding of teacher competence and
context for teaching EDC and HRE, these experiences can contribute to shaping
an individual’s likelihood to participate in democratic processes. Participation in
volunteering or political activities may enhance individual competences. At the same
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time, volunteering affects social skills, and political activism enhances knowledge
of social, economic, and political issues (Pavlova & Ruhr, 2023). Contrary to these
findings, our research did not confirm these claims when exploring prospective teacher
understanding of teacher competence and teaching context relevant to EDC and HRE.

Conclusion

Education is often seen as panacea to all societal problems, and teacher education
is likewise perceived as a solution to many of the problems in education, if not all. This
kind of understanding of teacher education puts great pressure on teacher education
institutions when conceptualising great ideas such as human rights, democracy,
sustainable development and many others. Even though it is clear that teacher education
alone cannot save democracy, it can prepare teachers to bring meaning and complexity
to classroom life and teach students that they have choices and that those choices
are the building blocks of democratic engagement (Westheimer, 2022). Despite this
conclusion and great expectations society puts on teachers, initial teacher education
in the field of human rights and democratic citizenship is still very limited (Grubisic¢
& Raji¢, 2015), or explicit (Kasa et al., 2021). Regrettably, not enough attention is
paid to the implementation of HRE and EDC in education of prospective teachers.
This means that prospective teachers, at all levels, have unclear understanding of the
importance of HRE and EDC, the context, and their role in it.

Although preschool education is not a part of formal education and is not
compulsory, preschool education tends to be a starting point of education for many
children. It is within this setting that a child starts to learn about the ways to know,
to do, to be, to live together and has the first opportunities to learn of the possibility
to transform oneself and the society. According to Erickson and Thompson (2019),
preschool is one of the first public meeting spaces for young children, and “it
presents a unique and compelling opportunity to expose individuals to the benefits
of partaking in reasonable discussions of ideas, issues, and problems that matter to
them”. These first experiences are very important, so there is a need to further explore
the prospective ECEC teachers’ competencies that enable their support and nurture of
these experiences. Further research of prospective preschool teachers in the area of
HRE and EDC is necessary to understand the competencies and potential of preschool
teachers for professional engagement in the area of HRE and EDC.
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Zostac¢ nauczycielem wychowania przedszkolnego: rozwijanie
kompetencji w zakresie edukacji o prawach czlowieka i edukacji
na rzecz obywatelstwa demokratycznego w Chorwacji

Kompetencje w zakresie edukacji na rzecz praw cztowieka (EPC) i obywatelstwa
demokratycznego (EOD) majg kluczowe znaczenie dla wychowania §wiadomych,
zaangazowanych i odpowiedzialnych jednostek, ktoére moga aktywnie uczestniczy¢
w procesach demokratycznych i broni¢ praw czitowieka. W niniejszym badaniu,
ujawniajacym zar6wno mocne strony, jak i obszary wymagajace poprawy, analizuje
si¢ sposob, w jaki przyszli nauczyciele edukacji wczesnoszkolnej (EW) (N=253)
na Uniwersytecie w Zagrzebiu sg informowani o tych zagadnieniach, a takze ich
doswiadczenia edukacyjne i osobiste zaangazowanie w praktyki demokratyczne.

Wyniki pokazuja, Zze uczestnicy badania sg na ogo6t dobrze poinformowani
o pewnych aspektach praw cztowieka, zwlaszcza w odniesieniu do praw dziecka.
Konwencja o prawach dziecka jest jednym z najlepiej poznanych obszaréw (M=4,01,
SD=0,85), a uczestnicy badania wyrazaja réwniez znajomos¢ sposobéw angazowania
dzieci w proces podejmowania decyzji (M=3,79, SD=0,86).

Co do doswiadczen edukacyjnych, 58,5% uczestnikow badania stwierdzito,
ze uczestniczylo w kursach obejmujacych tematyke praw czlowieka. Zagadnienia
te sg najczgéciej wlaczane i omawiane w ramach zajg¢ pedagogicznych oraz
psychologicznych, takich jak pedagogika wczesnoszkolna, psychologia rozwojowa
oraz rozwoj spoteczno-emocjonalny i prawa dziecka. Warto odnotowaé, ze ponad
trzy czwarte uczestnikow (76,3%) wziglo udzial w kursach dotyczacych tematyki
praw dziecka, co dodatkowo podkresla nacisk potozony na prawa dziecka w trakcie
doskonalenia zawodowego nauczycieli.

Co ciekawe, cho¢ wielu uczestnikow przyznalo, ze zna zasady i sposoby
angazowania dzieci w proces podejmowania decyzji, niemal trzy czwarte (73,9%)
stwierdzito, ze nie uczestniczylo w kursie po§wigconym konkretnie dzieciom jako
aktywnym obywatelom. Nasuwa si¢ zatem pytanie, w jaki sposob uczestnicy badania
postrzegaja koncepcje aktywnego obywatelstwa i czy uwazaja udziat dzieci w
podejmowaniu decyzji za czg$¢ tej szerszej idei.

Niejasnosci dotyczace rozumienia zagadnienia aktywnego obywatelstwa moga
wynika¢ z braku wyraznego uwzglednienia tych treSci w programie nauczania lub z
niejasnych strategii nauczania, ktdre nie pozwalaja w pelni zdefiniowaé dziecka jako
obywatela.

Pomimo zgody wigkszo$ci uczestnikdéw badania (83,8%) co do tego, ze
kompetencje zawodowe w zakresie praw cztowieka i obywatelstwa demokratycznego
maja kluczowe znaczenie dla ich przyszlej pracy, niemal potowa uczestnikow
(48,2%) nadal nie jest pewna, czy posiadane przez nich wyksztalcenie odpowiednio
przygotowuje ich do rozwijania tych kompetencji. Niepewno$¢ ta odzwierciedla
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ograniczony dostep do kurséw poswigconych tej konkretnej tematyce w programach
ksztalcenia nauczycieli. Poprzednie badania, takie jak te przeprowadzone przez
Robinson et al. (2020), rowniez zidentyfikowaly te braki i podkreslity potrzebe
bardziej kompleksowego podejécia do nauczania EPC oraz EOD w ramach programu
nauczania.

W badaniu przeanalizowano rowniez zaangazowanie uczestnikow w
dziatalno$¢ spoteczng i polityczna, ktore stanowig istotne elementy obywatelstwa
demokratycznego. Co zaskakujace, ponad polowa uczestnikow (53,3%) nie jest
cztonkiem zadnej organizacji. Sposrod osob zaangazowanych w dziatalnos$¢ spoteczna
wigkszo$¢ nalezy do klubow sportowych (13,8%), grup kulturalno-artystycznych
(11,9%), organizacji religijnych (11,1%) lub grup wolontariackich (10,1%). Tego typu
aktywnosci prezentuja pewien poziom zaangazowania spotecznego, ale zauwazalny
jest brak uczestnictwa w organizacjach typowo obywatelskich lub politycznych.

Badanie ukazuje, ze chociaz przyszli nauczyciele sa dobrze poinformowani w
temacie praw dziecka, istniejg znaczace luki w szerszym zrozumieniu praw cztowieka
i obywatelstwa demokratycznego wykazywanym przez nauczycieli. Programy
edukacyjne musza ktas¢ wigkszy nacisk na obywatelstwo demokratyczne — zaréwno
jako tres¢ nauczania, jak i kompetencje zawodowa. Co wigcej, doswiadczenia osobiste
badanych, takie jak uczestnictwo spoteczne, chociaz wazne dla zaangazowania
demokratycznego, nie wykazaly silnego wplywu na kompetencje zawodowe
uczestnikow w zakresie EOD. Podsumowujac, wyniki badan wskazuja na potrzebg
bardziej wszechstronnego podejscia do ksztalcenia nauczycieli, uwzgledniajacego
wyrazniej kwestie praw czltowieka 1 obywatelstwa demokratycznego w programie
nauczania.

Stowa kluczowe: prawa dzieci; kompetencje; warto$ci demokratyczne; edukacja;
nauczyciele przedszkolni.
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PasBujame koMmnereHnmja 6ynyhux pacnuraya 3a o6pasoBame
0 JbYACKVIM IpaBuMa U fieMoKpaTckoM rpabhancTBy y XpBatckoj

VY o0OpaszoBamy 3a Jby/ICKa MpaBa U JEMOKPATCKO rpal)aHCcTBO O/ KIbYYHOT 3Hauaja
je ocmocoOJbEHOCT 3a HeroBamkbe HH(POPMHUCAHMX, AHTKOBAHMX M OJTOBOPHHUX
MojeIMHAIIA KOjU MOJPKaBajy JbYJICKA MpaBa U aKTUBHO YUYECTBY]Y Y AEMOKPATCKUM
mporecuma. OBa cTyawja HCTpaxyje HHPOPMHUCAHOCT Oyayhnx MpemmkoIcKux
Bacnrada (N=253) YHuBep3utera y 3arpe0y 0 OBHUM TeMama, FbUXOBO OOpa30BHO
HCKYCTBO M JINYHU aHTAXKMAaH Yy IEMOKPATCKUM MpaKkcama, OTKpUBajyhu MpeTHOCTH U
o0acTu 3a MOTEHIIMjadHa MOO0JbINAKkA.

Hanasu nokasyjy aa cy yuecHUIM yriaBHOM 100po nH(OpMICaHu 0 oapeheHnM
acreKTuMa JbYACKHX TpaBa, MoceOHO y Be3HW ca mpaBuma netera. KoHBeHIHWja o
npaBUMa JIeTeTa jefiHa je ol Hajoosbe cxBahennx oomactu (M=4,01, SD=0,85), ok cy
yJeCHHUIM Taxkole yIo3HaTH U ca HAUMHNMA yKJbYyYHBaba Jele Y JOHOUICHE O/TyKa
(M=3,79, SD=0,86). Y Be3u ca 00pa3oBHUM HCKyCTBUMa, 58,5% ydecHHKa HaBOAH
na je moxahano KypceBe Koju Cy oOyxBaraiu TeMme JbYICKHX npaBa. OBe Teme cy
Hajuemrhe HHTETpUCaHe y MeAaroliKe U MCUXONOIIKe KypceBe kao mTo cy [legaroruja
paHor jaeTumcTBa, Pa3zBojHa mcuxonordja u Colmo-eMOIMOHATHA Pa3Boj U IpaBa
netera. 3Ha4ajHO je na je Bule of Tpu yeTBpTHHE (76,3%) mcnuranuka nmoxahamo
KypceBe O ICUWjUM TIpaBUMa M IMAPTUITUNAIN)H, IITO IOJATHO IOKa3yje KOJHMKO
naxkme ce noceehyje mpaBuMa JieTeTa y BHXOBOj OOYIIH.

JIOK MHOTH y4€CHUIIN HaBOJIE 1A Cy YIIO3HATH Ca YKIbYUYHNBAHEM JIEIE Y JOHOIIEHE
OJTyKa, 3aHUMJBHBO je 1a CKOpo TpH 4eTBpTuHE (73,9%) HaBoau na HUCY Hoxahanu
KypC KOju JeTeTy NPUCTyNa Kao akTUBHOM rpalanuny. [locraBiba ce muTame Kako
WCIIMTAHHIIN BHJE TI0jaM aKTUBHOT TpahaHcTBa M fa im ydemhe Jene y JOHOIICHY
O/UTyKa BUJC Kao Je0 TOT KOHIenTa. J[BOCMHCIIEHOCT Yy pa3yMmeBamy aKTHBHOT
rpahancTBa MOTIIa O1 /1a IPOUCTHYE U3 HEJOCTATKA EKCIUTUIINTHE YKIbYIEHOCTH OBOT
cajZipkaja y HaCTaBHH ILJIaH W MMPOTpaM, WM U3 HejaCHUX HACTaBHUX CTPAaTeTHja Koje
HE ycIieBajy Jla y MOTIYHOCTH AepUHUINY AeTe Kao rpahaHnHa. YIIPKOC BHCOKOM
cTenieHy cnarama mely yuecHunmma (83,8%) na cy npodecnoHaaTHe KOMIICTCHIIH]S
y 00JacTH JBYACKHX TIpaBa U JAeMOKparckor rpal)aHcTBa KJbydHE 32 BUXOB Oynyhu
pan, ckopo momoBuHa (48,2%) ocTtaje HecUrypHa Ja JIM UX EBHXOBO 00pazoBame
aJIeKBaTHO TIPHUIIPEMA 3a Pa3BOj OBHUX KOMIETEHIH]ja. TakBa HEM3BECHOCT Ofpa)kaBa
OTpaHHYEHY IOCTYITHOCT KypceBa Koju ce ToceOHO OaBe OBUM TeMama y IporpaMuma
3a oOpa3oBame HacTaBHUKA. [IpeTxomHa HcTpakuBama, Ha mnpumep PoOuncona
u ap. (2020), Takohe cy mpemosHasna oBaj HemocTaTak, Hamamasajyhu nmorpely 3a
CBEOOYXBATHUJUM IIPUCTYIIOM O0pa30Bamy O JBYACKUM IIpaBHUMa M JIEMOKPATCKOM
rpahaHCTBY y OKBHPY HAaCTAaBHOT IIIaHA U IIPOTPaMa.

Crynmja je Takohe HCIUTajga aHTaXOBakbe HWCIMUTAHWKA y JPYIITBEHUM U
HOJIMTUYKAM aKTHBHOCTHMA, KOjeé Cy CYIITHHCKE KOMITOHCHTE JIEMOKPATCKOT
rpabhanctBa. U3nenalyje na sumie o nmonosuHe (53,3%) HUX HUCY YWIAHOBH HUjEIHE
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opranmuzanuje. OHU KOju jecy, BehTHOM y4ecTBYjy y criopTckuM Kiryoouma (13,8%),
KynTypHO-yMeTHHYKHM apymreuMa (11,9%), Bepckum opranumzamujama (11,1%)
unn aobposossbHUM Tpynama (10,1%). TakBe akTMBHOCTH Hyne oapelleHH HHUBO
JOpYLITBEHOT aHTa)KOBama, ajli IIPUMETaH je HenocTaTak yuentha y rpahanckum ninn
MOJIUTUYKUM OpTaHU3aIMjaMa.

[Ipema oBOM mcTpaxuBamwy, A0K cy Oyayhu BacmurTaun noOpo MHGOpPMHCAHH
0 JICYMjUM TpaBUMa, TIOCTOjU OUTaH ja3 y HHXOBOM Pa3yMeBamy IMHUPUX JbYIACKHX
mpaBa M JeKoMKpaTckor rpahancTsa. OOpa3oBHH mporpaMu Tpeba BHUIIE Aa UCTHTY
JIEMOKpPAaTCKO Tpal)aHCTBO, KaKO y CMHCIY HACTABHOT Cajapiaja, Tako M y CMHCITY
npodecroHaTHUX KomrereHja. OcuM Tora, JIMYHA UCKYCTBA MOIMYT APYIITBEHOT
yuemrha, Mako BaKHA 3a JEMOKPATCKH aHTaXMaH, HUCY IOKa3aja CHa)KaH YTHIIA]
Ha TpodecHoHaNHE KOMIIETEHIIMje YYeCHHKa y oOpa3oBamy 3a JIEMOKpAaTCKO
rpahancTBo. CBe y cBeMy, pe3yiaTaTH yKa3yjy Ha moTpely 3a CBe0OyXBaTHUjUM
MIPUCTYIIOM 00pa3oBamy BacHUTada, HHTETPUITYhH eKCIUTUIINTHH]E U JhYACKA IMpaBa
M IEMOKpATcKo rpal)aHCTBO Y HACTABHHM TUIAH U TIPOTPaMm.

Kbyune peum: eddja mpaBa, KOMIIETEHIIMjE, IEMOKpPATCKE BPEIHOCTH,
0o0pa3oBame, BaCIIUTAYH.
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Postati odgojitelj: razvijanje kompetencija za odgoj i
obrazovanje za ljudska prava i odgoj za demokratsko
gradanstvo u Hrvatskoj

Kompetencije u obrazovanju za ljudska prava i demokratsko gradanstvo klju¢na
je za poticanje informiranih, angaziranih i odgovornih pojedinaca koji mogu aktivno
sudjelovati u demokratskim procesima i ljudskim pravima. Ovaj rad istraZuje
informiranost buducih ucitelja ranog i predsSkolskog odgoja i obrazovanja (N=253)
na SveuciliStu u Zagrebu o svojim obrazovnim iskustvima i osobnoj ukljucenosti u
demokratske prakse.

Nalazi pokazuju da su sudionici opéenito dobro informirani o pravima djece.
Konvencija o pravima djeteta jedno je od najbolje shvacenih podrucja (M=4,01,
SD=0,85), kao i poznavanje nacina ukljucivanja djece u donosenje odluka (M=3,79,
SD=0,86).

O obrazovnim iskustvima, 58,5% sudionika izjavilo je da su pohadali kolegije o
ljudskih prava. Ove teme najcesSce su integrirane u pedagoske i psiholoske kolegije
kao Sto su Pedagogija ranog djetinjstva, Razvojna psihologija i Socio-emocionalni
razvoj i Djecja prava. Vise od tri Cetvrtine (76,3%) sudionika pohadalo je kolegije o
pravima djece i njihovom aktivnom sudjelovanju.

Mnogi sudionici izvjestavaju da su upoznati s ukljucivanjem djece u donosenje
odluka, no tri ¢etvrtine (73,9%) spominje da nisu pohadali kolegij koji se posebno
bavio djecom kao aktivnim gradanima. To postavlja pitanja o tome kako sudionici
percipiraju koncept aktivnog gradanstva i vide djecu u donoSenju odluka kao dio
toga. Razumijevanja aktivnog gradanstva moguce proizlazi iz nedostatka eksplicitne
pokrivenosti ovog sadrzaja u kurikulumu ili iz nejasnih strategija poucavanja, te
definiranja djeteta kao gradanina.

Sudionici (83,8%) se slazu da su profesionalne kompetencije u podrucju ljudskih
prava i demokratskog gradanstva kljucne za njihov budu¢i rad. Polovica (48,2%)
i dalje nije sigurna da li ih njihovo obrazovanje adekvatno priprema za razvoj tih
kompetencija. Uocava se ogranicena dostupnost kolegija koji se posebno bave ovim
temama u programima obrazovanja ucitelja.

Istrazivanjem se ispitao angazman sudionika u drustvenim i politickim
aktivnostima, koje su bitne komponente demokratskog gradanstva. Vise od
polovice (53,3%) sudionika nisu ¢lanovi nijedne organizacije. Veéina sudjeluje u
sportskim klubovima (13,8%), kulturno-umjetnickim skupinama (11,9%), vjerskim
organizacijama (11,1%) ili volonterskim skupinama (10,1%). Ove aktivnosti nude
odredenu razinu drustvenog angazmana, ali primjetan je nedostatak sudjelovanja u
gradanskim ili politickim organizacijama.

Vaznost volontiranja, peticije i glasovanja na izborima naglaSavaju se kao
kriticni elementi demokratskog gradanstva. Ovi oblici sudjelovanja iako pruzaju
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pojedincima priliku za donosenje odluka, promicanje druStvenih promjena i aktivno
ukljucivanje u politicki zivot, nisu znacajno utjecali na procjenu sudionika o njihovim
kompetencijama u odgoju i obrazovanju za demokratsko gradanstvo i ljudska prava.

Nalazi pokazuju kako iako su buduci ucitelji dobro informirani o pravima djece,
postoji znacajan jaz u njihovom razumijevanju §irih ljudskih prava i demokratskog
gradanstva. Obrazovni programi trebaju staviti naglasak na demokratsko gradanstvo
kao nastavni sadrzaj i kao profesionalnu kompetenciju. Osobna iskustva, nisu
pokazala utjecaj na profesionalne kompetencije sudionika istrazivanja. Robinson i
suradnici (2020) naglasavaju potrebu za sveobuhvatnijim pristupom poucavanju o
ljudskim pravima i odgoja i obrazovanja za demokratsko gradanstvo i obrazovanje u
okviru kurikuluma.

Kljuéne rijei: prava djeteta; kompetencije; demokratske vrijednosti; odgoj;
obrazovanje.
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Foreign language communication of dyslexic students

Abstract: The study concerns communication skills of students with dyslexia in
foreign languages. Theoretical basis includes selected aspects of communication
in foreign languages and concepts explaining the essence of dyslexia in adults.
Presented research results regard the level of self-assessment of foreign-language
students’ competences and factors that hinder and enable their improvement.
Research conclusions are the basis for formulating recommendations for the practice
of education at the academic level.

The study consists of the following parts: (1) Introduction, (2) The issues of
communication and communicative competences from a theoretical perspective, (3)
Selected aspects of linguistic functioning of adults with dyslexia and organisation of
language education at the academic level, (4) Methodological assumptions of own
research, (5) Communicating in foreign languages among students with dyslexia —
analysis of research results, (6) Conclusions and recommendations for educational
practice.

Communication competences, embedded in the sociolinguistic theory of language
learning and use, constitute a perspective for the analysis of language blocks, which
include developmental dyslexia. According to research, most students with dyslexia are
not satisfied with the level of their language skills. The sources of this condition should
be sought in the essence of dysfunction, and in cognitive functioning and personal
characteristics of learners, organisation of the educational process and learning
strategies used, construction of textbooks and auxiliary teaching materials, among
others. The recommendations presented include proposals for changes in organisation
of classes, students’ own work and support system implemented at universities.

Keywords.: communication, competences in communicating in foreign languages,
foreign language education at the academic level, students with dyslexia

Introduction

Participation in social life is affected through the process of interpersonal
communication and each culture has a specific manner of communication. This
manner of communication includes verbal aspects of speech, but also a system of
characters called non-verbal communication. Therefore, interpersonal communication
is not only affected by language. It is believed that more than 2/3 of the information
obtained during a conversation does not come from consciously spoken words, but
from signals unconsciously transmitted by facial expressions, eye contact, body
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postures and gestures, results from the tone and tempo of voice and space in which
the meeting takes place (Dymek, 1996).

Communicating in one’s native language and foreign languages is a necessary
condition for being active in social relationships, including professional relationships
for which students are being prepared. Furthermore, the ability to communicate is
an important aggregate of key competences of a modern person, which in practice
translates into ability to learn, use various sources of information, conduct and
participate in discussions, work in a group, ability to present and self-present, ease of
establishing relationships, among others (Krasniewska, & Dybas-Stronkowska, 2019).
The public sphere is currently a space of multi-dimensional communication, in which -
in addition to traditional forms of communication - there are extensive modern forms.
In its global specificity and striving for multilingualism, the labour market positively
verifies those people who supplement their professional competences with the ability
to communicate effectively, fluently and spontaneously in foreign languages.

A theoretical perspective on the issues of communication and
communication competences

Interpersonal communication is defined as the intentional exchange of verbal and
non-verbal signs that we use to cooperate and share meaning between partners. The
process of communication “is affected through linguistic communication, which is a
process of communication between people using a system of linguistic signs” (Necki,
1996: 42-43).

Communication model highlights the following components: “(1) participants
acting alternately as listeners and speakers, (2) information content, message, (3)
linguistic code consisting of various signs and rules for combining them, enabling
coding and decoding information” (Habrajska, 2005: 92). Effective message
transmission is possible when the recipient knows and understands the code used
by the sender. Issue of the linguistic code is analysed in greater detail by Kaczmarek
(2005). Kaczmarek distinguishes three basic codes: linguistic, extralinguistic and
paralinguistic. Non-linguistic codes are not related to language, but they can modify
the meaning of verbal utterances, facilitating or disturbing their understanding. The
linguistic code, in turn, consists of several subsystems: (1) phonological, composed of
phonemes, (2) morphological, enabling generation of larger wholes from phonemes, (3)
lexical, containing a set of words belonging to a given language, (4) syntactic, providing
rules for combining words into sentences and longer phrases, (5) stylistic, providing
rules for combining sentences and creating longer texts from sentences.

Unit of linguistic communication consists of the act of communication (a speech
act), in which the sender, using the linguistic code available to him, builds his statement
and directs it to the recipient, who receives and understands it. Understanding is more
complete if participants belong to the same communicative community, i.e. they not
only know the same language, but also belong to the same cultural circle (Necki,
1996). The act of communication is embedded in a broadly understood linguistic and
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non-linguistic context, in which three types (levels) can be distinguished: cultural-
cognitive, pragmatic-social (situational) and linguistic-textual context. In relation to
the issues analysed in this study, the role of the linguistic, textual and situational
context, also known as the pragmatic and social context, should be emphasised.
Linguistic context is the organisation of a statement in accordance with its function,
genre, composition, syntactic, lexical and spelling-punctuation aspects. The pragmatic
and social context is related to the place, time, topic of the statement, number of
participants in the act of communication, their social roles and relationships between
them, their age, gender, social origin, profession, education, and it distinguishes (1)
oral and written communication, (2) direct and indirect communication, (3) mass and
everyday communication (Retter, 2005).

Regardless of the categories indicated above, the basic form of expression consists
of sentences and meanings assigned to them, which, when combined consistently
with grammatical rules, create information transmitted orally or in writing, directly
or remotely, publicly available or available only to a narrow group. Necki (1996)
indicates the need to follow the principles of organising speech as a factor determining
the success of an act of communication.

These principles are classified into groups of four rules: (1) the principle of
grammatical correctness and comprehensibility, which obliges to follow syntactic
rules in the construction of statements so that they can be directly interpreted, (2) the
principle of matching statements to the linguistic context, which obliges to take into
account the interlocutor’s previous statements, so as to maintain thematic coherence,
(3) the principle of economy in conversation, which allows the statement to be
transparent, concise and understandable by avoiding unnecessary repetitions, pauses
and interruptions, (4) the principle of expressiveness, which obliges us to make the
statement as personal and emotional as possible and use correct tone of speech so
that the recipient can understand the sender’s attitude towards the text being spoken
(Necki 1996).

These principles are primarily emotional and social guidelines in character. It
is also prudent to highlight aspects specific to discursive linguistics, which enrich
the set of cognitive behaviours with the properties of language used in the act of
communication - written or spoken text and linguistic exchange between the sender
and the recipient (Kaczmarek, 2005: 87,89).

The act of communication is transformed from a theoretical construct into
practical action owing to the communicative competences of the people participating
in it. These communication competences are the ability to use language appropriately
to the recipient and the situation and are individual in nature, i.e. they are shaped
in the process of individual development and are the property of each individual
(Wilczynska, 2008). From a sociolinguistic perspective, it is the ability to choose
appropriate linguistic structures, based on the speaker’s cognitive and emotional
properties, social roles and recognised norms. Communicative competence is full
knowledge (unconscious or conscious) of the rules governing language use within the
available linguistic resources, the ability to create and interpret correct sentences, as
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well as knowledge of linguistic behaviour, patterns and the ability to adapt them to the
patterns existing in a specific linguistic community (Senderska, 2005).

Selected aspects of linguistic functioning of adults with dyslexia and
organisation of language education at the academic level

Many factors cause distortions in the communication process that disrupt
communication. External barriers include, among others: noise, lack of time, cultural
differences, lack of conversation culture, whereas internal barriers include conscious
or unconscious behaviour of participants, e.g. creating judgements and criticising the
interlocutor, prejudices and stereotypes, moralising, deciding, persistent questioning,
dismissing and departing from the topic of conversation, differences and language
blocks (Retter, 2005). Group of factors referred to as language blocks includes
dyslexia, which is a disorder that reduces the ability to read and write in one’s native
language and foreign languages (the term “dyslingua” is also used in this category).

Adults with dyslexia are a heterogeneous group, and their difficulties in
communication depend not only on the type and scope of deficit in the development
of perceptual and motor functions, but also on their own compensatory mechanisms,
methods of action proven in experience and personal resources (Wejner- Jaworska,
2019).

Table 1 shows the most common difficulties emerging in applying basic language
skills.

Table 1 Language difficulties of adults with dyslexia and ways of compensating for them

Language Types of difficulties Compel!satory
competences mechanisms
masking difficulties
. . . . iding task:
difficulties with reading aloud, slow pace, and a.vo1d1ng asks,
. .. . . learning by heart,
difficulties in analysing and selecting Lo .
. . . obtaining information
. information from the text, losing the thread, . .
reading in an alternative way

errors in recognising and reading single words,
fatigue and loss of concentration, slips of the
tongue

than in written text
(from others, from
Internet sources, from
the media)

spelling, grammatical, punctuation errors,
incorrect writing of digits and numbers, lack of
self-correction skills, reluctance to participate in

writing written communication (including formulating
practical and official letters), confusing letters of
similar shape, using printed letters, slow writing
speed, illegible handwriting

writing on a computer
with text correction
enabled, avoiding
handwriting, using
verbal communication
methods
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Table 1 (Continued)

slips of the tongue, distortions, difficulties in
recalling words, difficulties in mastering and
reproducing sequential material, difficulties
with spontaneous statements or in situations of

social exposure, memory deficits, difficulties avoiding difficult

in recalling data from semantic and operating words, replacing

memory, reluctance to speak, repetitions them with others — in
speaking (duplicating a word or several words without a descriptive way,

the intention of emphasising the meaning), excessive preparation

automatic repetitions, omissions (omission of speeches by heart,

of the whole word or part of it, paralinguistic excessive use of notes

acts (a series of sounds that do not constitute
either words or grammatical wholes), linguistic
mistakes (slips of the tongue), pronouncing a
word other than the intended one

hampered selection, analysis and remembering  request to work with
listening of key information, inability to focus, difficulty ~ written text, to repeat
understanding, reporting what has been heard information

Source: own compilation based on Bogdanowicz, K.M. (2011). Dysleksja a nauczanie jezykéow obcych (pp. 82-88).
Gdansk: Harmonia; Lockiewicz,M., Bogdanowicz, K.M. (2013). Dysleksja u 0séb dorostych (pp. 43-46). Krakow:
Oficyna Wydawnicza ,,Impuls”; Wejner-Jaworska, T. (2019). Dysleksja z perspektywy dorostosci, (pp. 45-50).
Warszawa: Difin.

As the above list demonstrates, dyslexic difficulties in adults are, to a large
extent, a continuation of those occurring in earlier stages of education. Symptoms
of disorders appear in all language skills, and their frequency is so important that it
significantly disrupts the educational process. There are many analogies that make
dyslexic difficulties similar in the native language and foreign languages, in which
they are declared more clearly and are perceived as more severe. The sources of
these increased difficulties should be sought not only in the nature of dysfunction,
but also in the specific nature of foreign-language education. It begins when the
native language had already been mastered, and the process of mastering the native
language took place in the following order: speaking, then writing and reading. In
learning foreign languages, the order is different: writing, then reading and speaking.
For people with dyslexia, tasks involving visual and auditory cognitive mechanisms,
which are strengthened to a limited extent by speaking, understanding and assigning
meanings, turn out to be problematic, contribute to the escalation of difficulties and
reduce the readiness to communicate (Jaworska, 2018; Klapa, 2023).

Foreign languages teaching at universities is carried out by inter-faculty units —
Foreign Language Studies, Foreign Language Centres, Practical Foreign Language
Studies — the nomenclature varies and depends on the institution. On the grounds of
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the requirements specified in the education standards and resolutions introduced by
the senates, each university in Poland teaches at least one language at the target level
B2 (in bachelor’s studies) and B2+ (in second-cycle studies). Educational outcomes
for all levels of studies include mastering foreign languages. Consistently with the
Regulation of the Ministry of Science and Higher Education of November 14, 2018
on the characteristics of second-level learning outcomes for qualifications at levels
6-8 of the Polish Qualifications Framework (PRK) (Journal of Laws of 2018, item
2153), a graduate of first-cycle studies speaks a foreign language at CEFR level B2:
P6S UK (where P6S means: PQF level 6 intended for first-cycle studies, typical
characteristics for qualifications obtained in higher education, U stands for skills,
and K — competences) .

Levels B2 and B2+ are levels of language independence, characterised by
fluency and spontaneous communication. A person who speaks the language at
the required B2 level understands the meaning of the main threads of the message
contained in complex texts, communicates fluently and spontaneously enough to
conduct a conversation with a native speaker without causing tension for either
party. Such person can formulate clear and detailed oral or written statements on a
wide range of topics and explain his position regarding discussed issues as well as
consider the advantages and disadvantages of various solutions.

Classes usually cover a minimum of 120 hours divided into four academic
terms. For instance, the Language Centre at the Jagiellonian University, referring
to the Resolution of the Jagiellonian University Senate No. 2/1/2012, specifies the
minimum number of language course hours as follows:

- first-cycle studies: 120 hours divided into two or four academic terms;

- second-cycle studies: 60 or 120 hours completed in two or four academic
terms;

- long-cycle master’s studies: 180 or 240 hours over three or four academic
terms;

- third-cycle studies: 60 hours divided into two academic terms (http://www.
dn.uj.edu.pl/documents/1333504/4915315/25.01.2012_uchwala_senatu_
nr_2-1-2012_-wytyczne programy_ksztalcenia KRK.pdf , accessed:
06.2019).

Economic universities, where two foreign languages are taught are an exception.
A second language (German, French, Italian, Spanish, Russian, Swedish, Chinese)
can be taught from the ground up. It is equivalent to the first language, which is
most often English, both in terms of the number of hours and the form of assessment
(https://stat.gov.pl/obszary-tematyczne/edukacja/edukacja/szkolnictwo-wyzsze-w-
roku-academickim-20202021-wyniki-wstepne,8,7.html , accessed: 08.2021).

As a response to the needs of units offering courses, many universities
are introducing specialised and industry language courses, adapting teaching
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programmes to the specificity of the field (https://cj.uek.krakow.pl/o-nas/jakosc-
ksztalcenia/aktualne-programy-nauczania-i-okresowe-plany-pracy/ , accessed:
09.2021).

The work of teachers is conditioned and systematised by the standards of the
Common European Framework of Reference for Languages — CEFR (Common
European Framework of Reference for Languages, CEFR) (https://www.lang.com.
pl/lang-ltc/blog/373-zdrowie-jezyka-w-skali-rady-europy-co-to-jest-cefr.html,
accessed: 06.2019).

Foreign language education programmes are based on the provisions of the
Common European Framework of Reference for Languages (CEFR, 2003). CEFR
levels have been adopted as one of the most important determinants of language
education provided at the academic level. This document was developed by experts
from countries belonging to the Council of Europe and is the implementation of
main goal of the council specified in the Recommendations of the Committee of
Ministers (Council of Europe Language Policy Portal, 2020). It describes the scope
of knowledge and skills required at particular levels of language proficiency in
detail and is uniform for every foreign language taught in the European Community.
In 2001, CEFR was recognised by a resolution of the EU Council (https://www.
coe.int/en/web/portfolio/history , accessed: 08.2020) as the official, uniform system
for assessing foreign language skills and has become a specific interpretation of
linguistic competences’ assessment.

Students with dyslexia, like others, participate in foreign language classes,
meeting the standard of requirements. They can use adaptation procedures developed
in most universities, which enable, for example, receiving additional teaching
materials, recording classes, changing the form of the final exam and extending the
time. To increase the number of language classes or to provide individual classes
to a student is a rarity. Implementation of forms of assistance is most often carried
out by offices for disabled people. These solutions are not always accepted by
students and cause confusion. In practice, the scope of support depends largely on
the individual decisions of academic teachers and results from their knowledge,
capabilities and readiness to provide assistance (Klapa, 2023).

Methodological premises of own research

The goal of the research is to determine the level of proficiency in communicating
in foreign languages achieved by young adults - students who have completed the
formal stage of education and are defending their diploma theses. The research
included students with dyslexia who, according to the views of many authors (e.g.
Bogdanowicz, 2011; Jaworska, 2018; Werner-Jaworska, 2019), may experience
difficulties in communicating, both in their native language and foreign languages.

The research focused on the following research problems: (1) How do students
with dyslexia determine the level of their communication competences in foreign
languages? (2) What factors make it difficult for the respondents to improve their
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communication competences in foreign languages? (3) What factors make it easier
for respondents to improve their foreign language competences?

The research used a survey method, which involved a questionnaire and
document analysis. The anonymous survey questionnaire (own development)
included sample questions as well as closed, multiple-choice, semi-open and open
questions. The questions regarded the assessment of the general level of foreign
language competences in relation to the B2 requirements and included a request
to indicate factors that facilitate and hinder their improvement. Documents were
analysed using standard requirements developed in the form of descriptors.

Research was conducted at the University of Economics in Krakow and the
Pedagogical University in Krakow among students of the last years of first-cycle
studies in the following fields: banking and risk management, international logistics,
applied computer science, pedagogy, social work. The selection of the research sites
resulted from their accessibility, but also from the fact that both universities meet
the standards of academic education, including language education, and occupy
comparable places in the rankings of Polish academic universities (http://ranking.
perspektywy.pl/2020/ranking/ranking-academic-universities , accessed: 07/2020).
A purposeful selection of the group of surveyed students was used (121 people,
including 58 women and 63 men), in which the decisive criterion was the declaration
of dyslexia diagnosed in the earlier stages of education and the completion of foreign
language education provided for in the study plans. The research was conducted
from February to June 2022.

Communicating in foreign languages among students with dyslexia -
analysis of research results

The analysis of standard requirements for students completing foreign language
education at the B2 level allows for the characterisation of competences specific to
individual language skills, assigned to categories of language tasks and arranged
according to the following levels of achievement: (1) unsatisfactory (below 60%),
(2) satisfactory (60-60%). 75%), (3) good (76-90%), (4) very good (91-100%).

For example: achieving a satisfactory level (meeting 60-75% of the
requirements) means: (1) constructing a written statement in which there may be
disruptions in the coherence of the text, but it is understandable, the vocabulary is
sufficient, grammatical structures are used correctly, it is possible to have spelling
and punctuation errors and partial disruption of the text layout; (2) formulating an
oral statement that is complex, fluent and grammatically correct, although there are
pauses and hesitations, an appropriate vocabulary is used, and lexical limitations
are covered up by paraphrasing; (3) understanding the text being listened to and
parts of the commands contained in it, which is possible thanks to the knowledge
of vocabulary, idioms, phraseological compounds and grammatical structures; (4)
understanding of written texts, which may result in failure to understand detailed
information contained in long and complex texts due to limited understanding of
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grammatical structures and insufficient knowledge of vocabulary, including phrasal
verbs. The criteria formulated in this way, developed in the form of collective lists,
are presented to students and discussed in detail by academic teachers conducting
foreign language courses.

Students with dyslexia, having detailed information about the requirements
specified for the B2 level, self-assessed their competences. This information is
presented in Graph 1.

Self-evaluation of foreign language communication competences

1. 8%

15.30% ® satysfakejonujaea (60-75% wymagan)

B dobra (76-90% wymagan)

I piesatysfakejonujaca (ponizej 60% wymagan)
bardzo dobra 91-100% wymagan)

® nie potrafi okreslic

Graph 1 Self-assessment of the level of competence in communicating in foreign languages.

Source: own research; Question: How do you assess your competences to communicate in foreign languages in
relation to the requirements specified for the B2 level?

Approximately 1/3 of the respondents (less than 30%), comparing their
competences in foreign language communication with the average level of
requirements for students studying foreign languages at the B2 level, recognises
that their skills in this area are not satisfactory. This translates into a negative final
exam grade, and the student usually retakes the exam. More than 1/3 of respondents
(37.6%) declare a satisfactory assessment and it is usually a positive assessment
(acceptable or acceptable+). A good grade was indicated by approximately 16% of
students, and a very good grade was declared by approximately 15%. Some people
are unable to make such an assessment — they have trouble defining requirements or
assessing their own achievements.

Many factors influence the reduced level of foreign language competences
of surveyed students. Those that respondents consider important merit attention.
These factors are of diverse nature — they stem not only from the nature of learning
dysfunctions and personal characteristics, but also from external conditions, such as
organisation of the learning process. Detailed information in this area is presented
in the tables below.
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of a text | | |
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difficulties with understanding text 2,20% |
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inability to self-corect texts | | W

low graphic lewvel of texts writtenina
foreign language ]
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foreign language grammar and spelling | | | ”1""“

difficulties with learning new vocabulan W

1] 0.1 0.2 0.3 0.4 0.5 0.6

Graph 2 Factors hindering the improvement of foreign language communication skills
caused by dyslexia. Source: own research; Question: Which of the following factors do you
consider to be an obstacle to improving your communication skills in foreign languages?

All language skills are difficult for students with dyslexia (although to varying

degrees):

in writing, students emphasise the occurrence of spelling errors and so-called
dyslexic errors, reduced graphic level, problems with grammar and spelling
that reduce the correctness of expression and its freedom, and lack of ability to
improve the texts they write;

when reading, students point out difficulties in understanding and remembering
information and the slow pace of working with text;

in speaking, students emphasise deficiencies in vocabulary and difficulties
in expanding their lexical resources, reduced expressiveness of speaking and
problems in speaking spontaneously;

in listening, students exhibit difficulties in understanding information and
problems in following text that they cannot see, and the exposure is short and
usually one-time.

117



PEDAGOGY IN EDUCATION PRACTICE

Factors hindering mastering a foreign language - specificity of

learning
no regulatiry 25 A0%
shart attention span 17,40%

textbooks' construction, their P |
content and types of tasks i
poor time management 23,90%

organization of learning process 31,40%

intuitive selection of learning 35 50%
methods

1] 0.1 02 0z 0.4 0.5 06

Graph 3 Factors hindering the improvement of foreign language communication skills,
caused by the specific nature of the learning process. Source: own research; Question: Which
of the following factors do you consider to be an obstacle to improving your communication
skills in foreign languages?

Among many factors that reduce foreign language competences of students with
dyslexia, the respondents indicate organisation of the learning process and the lack of
systematicity, as well as intuitive selection of learning techniques and strategies for
mastering a foreign language, which is not always adequate to the predispositions and
the language task. They also draw attention to the structure of textbooks that makes it
difficult to perceive texts and understand content and instructions.
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Factors hindering improving foueign lab guage commpeten ces
I 1 S0 al treades

poor sell-asteem. lack of failh and iﬂiﬁi
confidence

poor educational esperienceas of =
previous years - A
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poor motivation I Eiﬂ W
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Imabiiity to reward oneself m

1] o,1 0,2 0,3 0,4 0,5 0,6

Graph 4 Factors hindering the improvement of foreign languages communication skills,
caused by student s personal characteristics. Source: own research,; Question: Which of the
following factors do you consider to be an obstacle to improving your communication skills

in foreign languages?

Achieving a satisfactory level of foreign language competences is also made difficult
by the personal characteristics of students with dyslexia, among which the respondents
emphasise low self-esteem, numerous negative experiences from earlier stages of
education, fear of criticism and ridicule, and low motivation. A particularly difficult
category is language anxiety (especially in the form of communication and exam
anxiety). However, this phenomenon requires analysis and development considering
individual criteria, which goes beyond the framework of the presented project and is the
subject of a separate research.
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Factonrs facilitating improving foreign langnage comp eteid es
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Graph 5 Factors facilitating the improvement of foreign language communication skills.
Source: own research, Question: Which of the following factors do you think facilitate the
improvement of your foreign language communication skills?

Improving foreign language competences is a process that takes place at all
stages of education, and many years of experience are combined with participation
in foreign language classes, which are a compulsory course (or courses) included in
the education program. Such a long period of education is conducive to consolidating
acquired skills and mastering new ones. Formal and informal contacts with foreign-
speaking people and the presence of foreign-language phrases in public space are also
important. Some of the respondents associate the strengthening of their competences
with their personal characteristics. These include a sense of humour, the ability to
take risks, courage, openness in relationships and downplaying failures. For some
respondents, the ability to select learning techniques and strategies consistent with
their individual profile and preferences is also important.

Conclusions and recommendations for educational practice

Research conducted in a group of young adults shows the issue of improving
foreign language competences at the final stage of formal education. After its
completion, this process can only be continued in the form of informal and extra-
formal education. It is therefore worth analysing the respondents’ statements and
using the resulting conclusions to optimise the process of foreign language education
implemented at universities.
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Table 2 Conclusions from research and recommendations for educational practice

Conclusion

Recommendation

Difficulties in improving foreign
language competences concern a large
group of students with dyslexia. The
level of their achievements is lower
than the required minimum or within
the limits considered satisfactory. The
majority of problems concern writing
and speaking, and to a lesser extent
reading and listening.

Improving foreign language communication skills
requires recognising what difficulties individual
students are experiencing, and especially people
with dyslexia. The diagnosis can be made by an
academic teacher delivering foreign language
courses based on a conversation with the student,
analysis of the psychological and pedagogical
documentation provided by a student, diagnosis
of language skills and by thorough analysis of
emerging errors and difficulties.

According to the majority of
respondents, factors hindering the
improvement of foreign language
competences are difficulties resulting
from dyslexia, personal conditions
unfavourable for learning and the
teaching and learning process, which
lacked effective training in learning
techniques adequate for the needs and
cognitive potential.

It is advisable to include elements of personalisation
of the educational process, which will enable students
and academic teachers to learn about their cognitive
preferences and learning profile to a greater extent
than before. Based on this, the teacher can select
methods of glottodidactic work which develops
skills that the student does not use at the appropriate
level, and which are difficult for them to master.
Reducing factors that interfere with the acquisition
of foreign-language competences is associated

with glottodidactic work. It is advisable to limit the
grammar-translation and audiolingual methods and
expand the conversational and cognitive methods, as
well as natural, eclectic, language games and realism
methods. An interesting proposition for people with
dyslexia is also the strategic training demonstrating
foreign language learning by using direct (memory,
cognitive and compensatory) and indirect
(metacognitive, affective and social) strategies.

Factors that help students with dyslexia
improve their foreign language
competences are mainly the opportunity
to participate in foreign language
classes, contact with native speakers,
presence of foreign-language phrases

in the social space and favourable
individual personal circumstances.

Enabling participation in international exchanges
in the form of direct contacts and using modern
technologies (e.g. ETT DEVISE — Net(t)work for
the Development and Exchange of Virtual and
Inclusive Sustainability Education) is beneficial
for improving the competences of foreign-
language students with dyslexia.

The declarations of students with dyslexia
demonstrate how important personal
characteristics and emotional reactions are
in improving students’ foreign language
competences. Low self-esteem, fear of
criticism, shame and embarrassment are
detrimental. The following prove helpful:
self-confidence, courage, openness, and
downplaying mistakes.

For some students with dyslexia,
psychoeducational workshops, facilitating
positive reframing of failures, reducing anxiety,
introducing techniques for overcoming and
reducing stress, self-regulation and self-
rewarding techniques may be helpful.
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Recommendations listed above do not require significant changes in the
organisation of the study process. They can be implemented by modifying students’
work in foreign language classes, emphasising conversational and cognitive methods
and introducing elements of instruction on foreign language learning techniques and
strategies. Simultaneously, it is worth informing the students with dyslexia about the
procedures existing at universities that enable changes in the mode and form of mid-
term evaluation and final exams.

The ability to communicate in foreign languages is an important competence of
a modern young person who enters the stage of professional activity and expands the
circles of interpersonal contacts. Not only do professional choices of such person,
but also their level of satisfaction often depend on their foreign-language skills. The
last stage of formal education, which is studying at a university, should be used to
maximise the skills of speaking, reading, writing and listening in foreign languages.

The issues of teaching/learning foreign languages by people with dyslexia merits
further research. Interdisciplinary research, showing the educational problems of this
group from a linguistic perspective (e.g. language errors and language features such
as transparency and flexibility) and a psychological and pedagogical perspective
(e.g. the type of deficit that generates problems in reading and writing, learner’s own
resources, organisation of the teaching and learning process) is recommended. This
scope of research has an important individual dimension but is also important in the
context of broader social expectations.
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Komunikacja w jezyku obcym studentow z dysleksja

Opracowanie dotyczy kompetencji komunikowania si¢ w jezykach obcych
studentéow z dysleksjg. Podstawa teoretyczng sg wybrane aspekty komunikowania
si¢ w jezykach obcych i1 koncepcje wyjasniajace istote dysleksji u osob dorostych.
Przedstawionewynikibadandotyczapoziomusamooceny kompetencjiobcoj¢zycznych
studentéw oraz czynnikow utrudniajacych i ulatwiajacych ich doskonalenie. Wnioski
z badan sg przestanka do sformutowania rekomendacji dla praktyki ksztalcenia na
poziomie akademickim.

Opracowanie sktada si¢ z czes$ci: (1) Wprowadzenie, (2) Problematyka
komunikowania si¢ i kompetencji komunikacyjnych w perspektywie teoretycznej, (3)
Wybrane aspekty funkcjonowania jezykowego dorostych osob z dysleksjg a organizacja
ksztalcenia jezykowego na szczeblu akademickim, (4) Zatozenia metodologiczne
badan wilasnych, (5) Komunikowanie si¢ w jezykach obcych studentéw z dysleksja —
analiza wynikow badan, (6) Wnioski i rekomendacje dla praktyki edukacyjne;j.

Kompetencje komunikowania sig, osadzone w socjolingwistycznej teorii uczenia
si¢ 1 uzywania jezyka, stanowig perspektywe dla analiz blokad jezykowych, do
ktorych nalezy dysleksja rozwojowa. Jak wynika z przeprowadzonych badan, studenci
z dysleksja w wigkszosci nie sg usatysfakcjonowani poziomem swoich umiejetnosci
jezykowych. Zrodet takiego stanu nalezy poszukiwaé w istocie dysfunkcji, a takze
m.in. w funkcjonowaniu poznawczym i cechach osobowych uczacych sig, organizacji
procesu edukacji i stosowanych strategiach uczenia si¢, konstrukcji podrgcznikow
i pomocniczych materiatéw dydaktycznych. Przedstawione rekomendacje zawierajg
propozycje zmian w organizacji zaje¢, pracy wilasnej studentdw oraz systemie
wsparcia realizowanego w uczelniach.

Stowa Kkluczowe: komunikowanie si¢, kompetencje komunikowania si¢ w
jezykach obcych, edukacja obcojezyczna na poziomie akademickim, studenci z
dysleksja.
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KomyHuKanmja mucIeKCMYHNX CTy[leHaTa Ha CTPAHOM je3MKy

Pan ce 0aBM KOMyHMKAaTMBHUM KOMIICTEHIIMjaMa CTYJCHATa Ca JHMCICKCHjOM Y
o05acTy CTpaHuX je3uka. TeopujcKy OCHOBY YMHE 0fa0paHH acleKTH KOMYHHUKAIIW]e
Ha CTPaHUM je3UI[MMa M KOHIENTH KOjU 00jalllbaBajy CYIITHHY JMCICKCH]E KOJ
onpaciux. [lpukazaHu pe3yNTaTd HWCTPaXKWBamka TUYYy CE HHUBOA CaMOIPOIICHE
KOMITETeHIINja CTy[eHaTa CTpaHUX je3rKa W (akTopa KOjU OMETajy M OJIaKIIaBajy
BHUXO0BO yHamnpeheme. 3ak/pydnn HCTpaXkuBama Cy OCHOBa 3a (hopMynucame
npernopyka 3a 00pa3oBHY MPAKCy Ha aKaJeMCKOM HUBOY.

Crynuja ce cactoju u3 cnenehux nenosa: (1) VYeon, (2) [lutama koMyHUKAIHjE U
KOMYHUKaTUBHHUX KOMIIETEHIIMja U3 TEOpHjcKe mepcenekTuse, (3) Omabpanu acnekTu
JMHTBUCTUYKOT (QYHKIIMOHUCAka OJIpacinx ocoda ca JUCIEKCHjOM M OpraHu3allHja
jesuukor oOpa3oBama Ha aKaJeMCKOM HHUBOY, (4) MeTomonomke MpeTnoCTaBKe
COTICTBEHOT UCTpakuBama, (5) KoMyHHKaIja Ha CTpaHUM je3HIUMa KOJ YICHHKA
ca JINCJIEKCH]jOM — aHaJIM3a pPe3y/aTara HCTPKHBamka, (6) 3aKbydllyd U MPENopyKe 3a
00pa3oBHY MpaKcy.

Kao neo connonmHrBUCTHYKE TEOpHje yuemha U MPUMEHE je3UKa, KOMyHUKaTHBHE
KOMIIETEHIIM] € MTPYy>Kajy MEePCIEKTHBY 32 aHAIN3Y je3HIKHX CMETHH, Meh)y kojuMa je u
pasBojHa quciekcuja. [Ipema uctpaxxkupamy, BehrHa cTyJeHaTa ca JUCIEKCHjOM HUje
3a/10BOJbHA CBOjJUM HHBOOM je3MYKHX BEMTHHA. MI3BOpe OBOT cTama Tpebda TpakuTH
y CYIITHHU JUc(]yHKIHM]e, Kao U, u3Mel)y OCTaNor, Y KOTHUTHBHOM (DYHKIIMOHUCALY
U JINYHUM KapaKTepUCTHKaMma CTy[eHaTa, OpraHu3alMju OOpa3oBHOT Mpoleca U
NPUMEHEHUM CTpaTerujama yuerma, H3paad yUOeHHKa M MOMONHHMX HacTaBHUX
Mmarepujana. Jlare mpenopyke ykipydyjy Ipeijiore 3a MpOMEHEe Yy OpTaHH3aluju
HacTaBe, COTIICTBEHOM pajly CTy/IeHaTa M CUCTEMY IMOJpPIIKEe KOjU ce TPUMEmYje Ha
VHHBEP3UTETHUMA.

Kiby4He peun: KoMyHUKal1ja, KOMyHUKaTHBHA KOMIIETEHIIH]a y 00JIaCTH CTPaHuX
je3uKa, HacTaBa CTPaHMX je3MKa Ha aKaJeMCKOM HHUBOY, CTYJCHTH Ca AUCIECKCH]OM.

124



PEDAGOGY IN EDUCATION PRACTICE

Komunikacija na stranom jeziku studenata s disleksijom

Ovaj rad daje prikaz istrazivanja komunikacijskih vjeStina na stranom (ne-
materinjem jeziku) studenata s disleksijom. Teorijski se analiziraju komunikacijski
aspekti jezika i disleksija kod odraslih. Empirijski je istrazena samoprocjene studenata
o komunikacijskim kompetencijama na stranom jeziku te olakSavajuéi i otezavajuci
¢imbenicici usavrSavanja. Nalazi istrazivanja polazista su za preporuke obrazovne
prakse na akademskoj razini.

Rad ima 6 poglavlja: (1) Uvod, (2) Problematika komunikacije i komunikacijskih
kompetencija iz teorijske perspective. (3) Odabrani aspekti govorno-jezicnog
funkcioniranja odraslih osoba s disleksijom i organizacija jezi¢nog obrazovanja
na akademskoj razini, (4) Metodoloske postavke istrazivanja, (5) Komunikacija
na stranom jeziku izmedu studenata s disleksijom — analiza nalaza istrazivanja, (6)
Zakljucci i preporuke za odgojno-obrazovnu praksu.

Komunikacijske kompetencije, tumacene kroz sociolingvisticku teoriju ucenja
i uporabe jezika, polaziSte su za analizu dimenzija jezika ukljucujuéi i disleksiju.
Nalazi istrazivanja ukazuju da veéina studenata s disleksijom nisu zadovoljni
razinom osobnih jezi¢nih vjestina. Razlozi za to su, izmedu ostalog, u kognitivnom
funkcioniranju i osobinama pojedinca, organizaciji obrazovnog procesa, strategijama
ucenja i poucavanja te udzbenicima i nastavnim materijalima. Predlazu se zato
promjene u organizaciji nastave i sustavna podrska studentima.

Kljuéne rijeci: komunikacija; komunikacijske kompetencije na stranom jeziku;
nastava stranog jezika na akademskoj razini; studenti s disleksijom.
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Preferred learning style of preschool education students

Abstract: Learning is a complex and dynamic process that takes place throughout
life and includes the acquisition of new knowledge, information and skills. The
learning process takes place through learning modalities. Learning modalities are
different ways of learning, with the help of which individuals absorb, process and
understand information better. Understanding the learning modality can be helpful
for an individual to adjust their learning approach and thus achieve a better result.
This paper investigates the learning modalities of students of preschool education, of
the second- and third-year undergraduate studies at the Faculty of Natural Sciences,
Mathematics and Educational Sciences. The research included 80 preschool students
from Mostar and Orasje in Bosnia and Hercegovina. Average age of participants was
23. The Learning Modalities Questionnaire (Viskovic, 2014) and the Learning Styles
(Self) Assessment Questionnaire, which is a modified Learning Styles Index (Felder
and Soloman, 1997), were used for the purposes of the research. Results show that
students mostly use an active learning style (34.1 %). They also use a visual style
(25.6 %) and an observing style (29.3 %) more often than expected, while they use a
sequential learning style less often (11 %). A statistically significant difference was
found in the preference of the way students like to learn, where independent learning
proved to be dominant.

Keywords: learning; learning modalities, preschool education students.

Introduction

Psychologists define learning in different ways, but they agree on one thing,
which is how learning contributes to overall personality building and socialisation.
Therefore, learning is a complex process that includes different learning styles and
techniques. Learning is related to motivation, cognition and emotions. In this paper,
we start from defining the concept of learning itself, presenting relevant definitions
and emphasising the complexity of the concept of learning. In addition to learning
characteristics, we are talking about learning modalities, without which the learning
process itself would not be possible.

Learning modalities can appear in different combinations depending on the
individual and their abilities, conditions and motivation, which is evident from the
research presented in the paper.
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Defining the concept of learning

The term learning is not easy to define. Recent literature (Barron et al., 2015;
Pritchard, 2013) is full of different definitions of learning, depending on the scientific
interest and field of the authors from whose pens the definitions come. Therefore,
Barron et al. (2015) perceive learning as a process of processing information
obtained through experience due to modifying the properties of a system. Educational
psychology interprets learning as a relatively permanent change in behaviour caused by
experience or practice (Pritchard, 2013). A similar definition of learning is highlighted
by Smith and Kimball (2010), who see learning as a permanent change in behaviour
caused by experience. For Bingham and Conner (2010), learning is a process by which
information is obtained and connected to the information we have from before (past
experiences). In educational contexts, learning is generally considered an outcome or
an objective suggesting some change in a student and as such embodies the types of
definition presented above (Nagel & Scoles, 2016).

Although, from the definitions given it can be concluded that learning is a simple
process, it is not so. Learning is a complex process that contains a number of other
processes such as memorisation, thinking and forgetting. Learning causes a permanent
change in the individual, providing the opportunity to create a personal learning style.

Learning styles theories

Learning style has been debated by many scholars in educational psychology.
Learning style makes cognitive, affective, physical, or kinetic behavioural changes
according to individual differences and human learning experiences. It is important
to note that no common learning style exist for every learner because people differ in
their persons and approach in executing a common academic task (Mahamaa et al.,
2021). Woolfolk (2004) described learning style as the individual’s favourite way of
learning and studying, such as using pictures instead of books, interacting with others
rather than working alone, learning in formal versus unstructured circumstances and
so on. According to Chick (2010), learning style is an individual’s preferred way to
engage, process, understand and hold information.

The experiment results (Hoa-Huy et al., 2024) also indicate that students with
a visual learning style had better learning outcomes in theory-oriented courses. In
contrast, students with a kinaesthetic learning style had better learning outcomes in
practice-oriented courses. The classification according to the type of information that
individuals prefer to perceive is recognisable in the Felder-Silverman model of learning
styles, FSLSM (Felder & Silverman, 1988, according to Viskovi¢, 2014). Individual
preferences are assessed on 4 dimensions of learning styles, namely: perceptive style
(oriented to facts and procedures), visual (visually presented material), active (learning
from concrete experience) and sequential style (logical connection of content).

In recent times, we have seen the so-called VARK model that deals with learning
styles with the aim of assessing individual learning styles. McKenna et al., (2018)
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emphasise how this model has been tested by conducting research and analysis in
different research disciplines. The VARK questionnaire is based on three principles:
- everyone has their own style for acquiring knowledge,

- learner’s motivation is increased when different learning styles of learners are
considered by the teacher and

- educational concepts are learned through deployment of four sensory modalities
and perceptions.

Literature review

A number of studies in education (McKenna et al., 2018; Romanelli et al.,
2009; Willingham et al., 2015) correlate learning styles and academic achievement
of students. Identification of learning styles is one way of contributing to a more
efficient teaching process (Alemdag, 2020). Student success depends on learning
style (Dalaman et al., 2019). According to the research results, kinaesthetic style is
the dominant learning preference for pre-service teachers in the visual arts and sports
sciences, and both kinaesthetic and aural styles are the dominant learning preferences
for pre-service teachers in music education (Tiirker & Bostanci, 2023).

A number of educators do not believe that the congruence between teaching
methods and learning preferences necessarily enhances student learning and believe
that learning styles, at least as studied, are an illusion (Kirschner, 2017; Reiner &
Willingham, 2010). It is interesting that some authors like Hawk and Shah (2007)
believe that within higher education system professors use and combine different
learning styles with an emphasis on the quality of acquired content that will one
day be applicable in practice. Knowing learning styles, we have the opportunity to
experiment with them in order to find a style that suits us, a style with which we can
improve our knowledge.

Methods

Starting with different learning modalities of students, the goal of this research
was to examine the preferred learning modalities of students of preschool education,
the second and third year of study, at the Faculty of Natural Sciences, Mathematics
and Educational Sciences, University of Mostar (further Faculty). The sample is
opportunistic and intentional (N=80). In accordance with the set goal of the research,
the following hypotheses were defined:

H_: There is no statistically significant difference in learning modalities of
students of the second and third year of preschool education at the Faculty, University
of Mostar.

H,: Preschool education students’ achievements deviate from the normal
distribution of grades.

H,: We assume that self-financed students have better academic achievements.

H,: Among students from the sample, all learning styles are equally represented.
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H,: Students from the sample prefer independent work.

H,: The achievements of third-year preschool education students are better than
the achievements of second-year students.

H,: Students from Mostar prefer independent work, unlike students from Orasje.

The research sample is not representative because it included only female students
who regularly attend classes and are undergraduate students of preschool education.
The average age of the participants in the sample is 23. For the most part, the
participating students are financed by their parents (81%), and only a small number
(19%) finance their studies independently.

For the purposes of this research, a Questionnaire on Students’ Learning Modalities
was constructed. At the beginning of the Questionnaire (general data), independent
variables were investigated: age, gender, place of study, study year and method of
financing. The Learning (Self)assessment Questionnaire is a modified Learning
Styles Index (Felder & Soloman, 1997). Research was conducted anonymously and
voluntarily. The student survey procedure was conducted in February 2024.

Data processing was carried out using the Statistical Program for Social Scientists
20 (SPSS20).

Results and Discussion

There was no statistically significant difference in learning modalities between
the second- and third-year students (p>0.05). Descriptively, the active style is most
represented (33.3%), followed by observing (29.6%) and visual (25.9%). Sequential
style is the least represented (11.1%) among students, which is shown in Table 1. From
the obtained results, it is clear that we can accept the hypothesis (HO), which states:
There is no statistically significant difference in learning modalities of students in the
second and third year of preschool education at the Faculty, University of Mostar.

Table 1 Learning style and Year of study

Year of study
Total
2 3
Viewal Count 11 10 21
i
sua % 13.6 12.3 25.9
_ Count 12 12 24
| Perceptive % 14.8 14.8 29.6
Learning style: Count 17 10 27
Acti
ctive % 21.0 12.3 333
' Count 7 2 9
Sequential o 8.6 2.5 11.1
o Count 47 34 81
a
o % 580 42,0 100

X2=2.621; df=3; p>0.05
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The distribution of achieved average grades deviates significantly from those
that would be expected under the normal distribution (p<0.05). Students of preschool
education, second- and third-year undergraduate studies, most often (51%) achieve an
average grade of good (3), which can be seen from Graph 1. Then, the grade of very
good follows, as does the average grade of studies (41%), while the smallest number
of female students, research participants (5%) states excellent (5%) as their average
grade during their studies. Based on the obtained research results, we can conclude
that we reject the set hypothesis which reads H,: The achievements of preschool
education students deviate from the normal distribution of grades.

Histogram

Frequency

2:5 a0 3:5 40 1:5 50 55
Average grade during studies

Graph 1 Average student achievement and normal distribution of grades

By comparing the representation of average grades with regard to the method
of study financing, no statistically significant differences were found between the
mentioned variables (p>0.05). In general, independent financing is relatively less
common (20.7%) than co-financing by parents (79.3%), so conclusions about the
differences should be taken with caution (Table 2). We did not prove that students
who finance their studies themselves have better grades, and we can conclude that
we reject H2: We assume that students who finance themselves have better academic
achievements.

Table 2 Study financing method and average grade

Average grade:

3 4 5 Total
1 Count 8 8 1 17
Financing method: OCA) 9'38‘;% 9;2% l.i% 206'2%
ount
2 % 41.5% 34.1% 3.7% 79.3%
Total Count 42 36 4 82
% 51.2% 43.9% 4.9% 100.0%

X?=0.165; df= 1; p>0.05
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By comparing the observed representation of learning styles with the hypothesis
of equal representation, statistically significant differences in the use of styles were
determined (p<0.05). Students use the visual (25.6%), observing (29.3%) and active
style (34.1%) more often than expected, while they use the sequential learning style
less often than expected (11%), which is shown in Table 3. Based on the obtained
results, we conclude that all learning styles are not equally distributed among students
from the sample, which rejects H3: All learning styles are equally represented among
Students from the sample.

Table 3 Representation of individual learning styles

Learning styles Perceived frequencies Theoretical frequencies?
Visual 21 (25.6%) 20.5
Observing 24 (29.3%) 20.5
Active 28 (34.1%) 20.5
Sequential 9 (11%) 20.5

X?=9.805; df= 3; p<0.05

By testing the hypothesis of the preference for learning in a group or independently,
a statistically significant difference in the representation of the two learning contexts
was established (p<0.05). It is clear (Table 4) that students prefer to learn independently
(72%), while less often than expected they prefer to study in a group (28%).

Table 4 Preferred way of learning

I'love to learn Perceived frequencies Theoretical frequencies®
In the group 23 (28%) 41
Alone 59 (72%) 41

X2=15.805; df= 1; p<0.05

By testing the differences in representation of students’ achievements with the
chi-square test, statistically significant differences between the mentioned variables
were determined (p<0.05). Between undergraduate students of the second and third
year there are no big differences in achieving a good grade (3, i.e.” C”) — second-year
students achieve this grade somewhat more often (27.2%) compared to third-year
students (23.5%). On the other hand, second-year students more often achieve a very
good grade (4, i.e. “B”) (30.9%) compared to their colleagues from the third year
(13.6%). At the level of achieving excellent grade (5, i.e. “A”), not a single second-year

2 Distribution of theoretical frequencies according to the principle of equal distribution

(25%:25%:25%:25%)
3 Distribution of theoretical frequencies according to the principle of equal distribution
(50%:50%)
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student achieves this kind of success, while almost 5% of third-year students achieve
excellent grade (Table 5). Based on the obtained results, we conclude that we can
partially accept the hypothesis H5: The achievements of third-year preschool education
students are better than the achievements of second-year students.

Table 5 Average grade during the studies and years of study

Years of study
Total
2 3
3 Count 22 19 41
% of Total  27.2%  23.5% 50.6%
Average grade during the 4 Count 25 11 36
studies: % of Total  30.9%  13.6% 44.4%
5 Count 0 4 4
% of Total 0.0% 4.9% 4.9%
Count 47 34 81
Total
% of Total  58.0%  42.0%  100.0%

X2=7.778; df=2; p<0.05

By comparing the preferences of independent or group work among students in
Mostar and Orasje, no statistically significant differences were found between the
mentioned characteristics (p>0.05). Students of both groups prefer to study independently
(72%) equally often, in comparison to the smaller representation of those who prefer to
study in a group (28%), which is evident from Table 6. Based on the obtained results, we
rejected the hypothesis that states: H6- Students from Mostar prefer independent work,
unlike the students from Orasje.

Table 6 Learning style preferences with regard to the place of study

Place
- Total
Mostar  Orasje
Count 16 7 23
In the group o
I love to % within Place 28.1% 28.0% 28.0%
learn: Count 41 18 59
Alone L
% within Place 71.9% 72.0% 72.0%
Count 57 25 82
Total .
% within Place 100.0% 100.0%  100.0%

4x2=0; df= 1; p>0.05

4 Fisher’s exact test
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Conclusion

Learning is a complex and inevitable process that lasts from birth to death.
Individuals can develop different learning styles and change them according to
experience, acquired skills and knowledge. The results of the conducted research
indicate that there is no statistically significant difference in the learning modalities
of the students of the second and third year of the undergraduate study of preschool
education at Faculty of Natural Sciences, Mathematics and Educational Sciences,
University of Mostar. Active learning style is the most prevalent, followed by
perceptive, visual and sequential learning styles. Obtained results can serve as the
beginning for educating teachers about learning styles. The teaching staff would
therefore acquire the information and knowledge needed to improve their teaching
skills. In this way, it would be easier for students and professors to achieve their
common goal, which is the well-being of students and the acquisition of knowledge.

The conducted research has certain limitations that could affect the research results.
The research included only the second- and third-year undergraduate students of
preschool education, and only those students who regularly attend classes. Therefore,
we cannot generalise the obtained results. The paper omits a longer analysis of the
causes and reasons why students choose a particular learning style. This data could
help in better understanding the academic performance of students.

The research can serve as a starting point for other research that would talk about
learning motivation, students’ learning habits and learning styles.
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Preferowane metody uczenia si¢ uczniow w wieku
przedszkolnym

Uczenie si¢ to ztozony i dynamiczny proces, ktory trwa przez cate Zycie i obejmuje
zdobywanie nowej wiedzy, informacji i umiejetnosci. Proces uczenia si¢ odbywa si¢
poprzez metody uczenia si¢. Metody uczenia sig to rozne sposoby zdobywania wiedzy,
dzieki ktérym jednostki przyswajaja, przetwarzaja i lepiej rozumiejg informacje.
Zrozumienie metod uczenia si¢ moze pomodc osobie dostosowaé swoje podejscie do
nauki i tym samym osiggnac lepsze wyniki. W przegladzie literatury podkresla sig,
ze nie ma jednej uniwersalnej metody uczenia si¢, wspolnej dla wszystkich uczniow.
Kazdego cztowieka charakteryzuje indywidualne podejscie do procesu uczenia sie.
Jednoczes$nie podejscie to obejmuje preferowane metody uczenia si¢, rozumienia i
wykorzystywania zdobytych informacji. Nie istniejg identyczne ustalenia dotyczace
metod uczenia si¢ i osiaganych przez uczniow sukcesdéw, chociaz rézne rezultaty
badan probujg wykazac istnienie korelacji. Ustalono istnienie pewnych zaleznos$ci
pomigdzy okreslonymi metodami uczenia si¢ a dziedzinami nauki, np. w edukacji
muzycznej preferowane sa metody kinestetyczne.

W niniejszym tekscie autor przedstawia wyniki badan w obszarze netod uczenia si¢
studentéw nauczania przedszkolnego na drugim i trzecim roku studiéow licencjackich
na Wydziale Nauk Przyrodniczych, Matematyki i Nauk o Edukacji. Badaniami objeto
80 studentdéw nauczania przedszkolnego z Mostaru i Orasje w Bos$ni i Hercegowinie.
Sredni wiek uczestnikow wyniést 23 lata. Do celéw badawczych wykorzystano
Kwestionariusz nt. metod uczenia si¢ (Viskovi¢, 2014) oraz Kwestionariusz do
(samo)oceny metod uczenia si¢, ktory jest zmodyfikowanym Indeksem metod
uczenia si¢ (Felder i Soloman, 1997). Wyniki pokazuja, ze uczniowie najcze¢sciej
stosuja aktywne metody uczenia si¢ (34,1%), rowniez czgdciej niz przewidywano
stosuja metody wizualne (25,6%) i obserwacyjne (29,3%), a rzadziej stosuja metode
sekwencyjnego uczenia si¢ (11%). Stwierdzono statystycznie istotng roznice w
preferencjach studentéw dotyczacych metod uczenia sig, przy czym dominujaca
metodg okazata si¢ samodzielna nauka. Poznanie metod uczenia si¢ stwarza okazje
do znalezienia odpowiedniego stylu nauki, ktéry moze przyczyni¢ si¢ do poprawy
wiedzy w placowkach edukacyjnych i poza nimi oraz do eksperymentowania z
metodami nauczania zarowno przez wykladowcow szkot wyzszych, ktorzy w rozny
sposob przekazujg tresci oraz wiedzg, jak tez przez studentow.

Stowa kluczowe: uczenie si¢; sposoby uczeniasie; uczniowie w wieku przedszkolnym.
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IIpedepupanu ctunosu yuema 6ynyhux npesmkonckmx
BacIuTaya

Ydyeme je ClIoKeH U JMHAMUYAaH MPOIeC KOjU CE OJ[BHja TOKOM YHTaBOT JKUBOTA
U YKJbyuyje CTHLAKhC HOBHX 3Hama, MH(pOpManHja W BemTHHA. [Iponec yuema
ce OIBHja KpO3 MOJAAJHTETEe y4yerma. MomaIuTeTH y4yewma Cy Pa3IMuuTH HAYHMHU
yuema MyTeM KOjUX TOjeAUHITN cTHdy, o0paljyjy u OoJsbe pasymejy mHbOpMAIIHje.
PazymeBame MojanuTeTa ydema MOXeE Jla IIOMOTHE TOjeIMHILY Ja MPUIaroad CBOj
NPUCTYT YUY U TAKO MOCTUTHE 00JbH pesynTat. [Ipernen muTeparype ykasyje 1a He
MOCTOjH 33jCTHIYKH CTHJI Y4CHa 3a CBE YUCHUKE, Beh je MHIUBUYaTHHU TIPUCTYI OHO
IITO j& KapaKTSPUCTUYHO 3a CBAKOT IM0jeuHIIa. FIcToBpeMeHO, Taj MPUCTYT YKIbY4Yje
u npedepupaHu CTHI y TIODIEAY Mpolleca, pa3yMeBama U pacrloiarama CTCUYCHUM
nHpopmanmjama. He mocroje MASHTHIHN Hada3d MOMAIUTETa YUCHa U MTOCTUTHYTOT
ycrexa Yy4YeHHWKa, MaKo pa3IMYMTH Halla3h HACTOje Ja YCIOCTaBe KOopemaiujy.
YcnocraBibeHa je CBOjeBpCHA JMHAMUKa ofpeleHHX CTHIIOBa Tpema oOliacTUMa
u3yuaBamka — Ha MpPHUMEP, KUHECTCTUYKU CTHJIOBH Cy HajBuile npedepupanu y
MY3UYKOM 00pa3oBamy.

Y oBOM pajly UCTpaxKyjy c€ MOJATUTETH yuermha Mel)y cTyneHTHMa MPEAIIKOICKOT
BacIHTama 1 00pa3oBama Ha Apyroj u Tpehoj roguan ocHOBHUX cTyauja DakynTera
MIPUPOTHUX HAyKa, MaTeMaTHKe U 00pa30BHUX HayKa. McTpaxuBameM je oOyxBaheHo
80 crynenara npenmkoyckor cmepa u3 Mocrapa u Opamija y bocan n Xeprieropuau.
[IpoceunacrapoctyuecHuka Ounaje 23 ronuHe. 3a HoTpede HCTpakuBamba KopuheHn
cy YnuTHHK 0 MofanuteTuma yuema (Viskovic, 2014) u YnutHuk 3a (caMo)npoLeHy
CTHJIOBA yueba, Koju je MoauduroBanu Muaekc ctuiopa yuewa (Felder and Soloman,
1997). Pesynratu noka3syjy Aa CTyIeHTH Hajuerrhe mpuMemnyjy akTUBHHU CTUJ yUeHa
(34,1%), 3atum BuzyenHu ctui (25,6%), kao u ctui nocMarpama (29,3%) Buriie Hero
IITO Ce OYEKHBAJO, JOK pelje KopucTe cTHII ceKBeHIMjamHor yuema (11%). YTephena
j€ CTaTHCTHYKM 3HadajHa pasivka y npedepeHju HadyuHa Ha KOjU CTYIEHTH BOJE
Jia yde, IpU 4eMy ce M0Ka3aJo Ja je JOMHHAaHTHO caMOCTaJHO yueme. [lo3HaBame
CTHJIOBA yueHa MpYXKa MPIIUKY 328 eKCIIEpUMEHTHCAme, Kako mpodecoprmMa, Koju
Hylle cajp’kaje Ha pa3jdiyuTe HaduHe, TAKO M CTYyIEHTHMa, Ja OM ce IpoHaIao
onroBapajyhu cTui koju MoXke Jla yHapean 3Hame Y 00pa30BHUM HHCTUTYIMjamMa H
Hmvpe.

KibyuHe peun: yuewme; MOZAIUTETH yueHha; Oyayhn NpenIiKoiICcKu BaCIUTauH.
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Preferirani stil uc¢enja studenata predskolskog odgoja i
obrazovanja

Ucenje je slozen i dinamiCan proces koji se odvija tijekom cijelog Zivota,
a ukljucuje stjecanje novih znanja, informacija i vjestina. Proces ucenja odvija se
kroz modalitete u¢enja. Modaliteti ucenja su razliciti nacini u¢enja uz pomo¢ kojih
pojedinci usvajaju, obraduju i bolje razumiju informacije. Razumijevanje modaliteta
ucenja moze pomo¢i pojedincu da prilagodi svoj pristup ucenju i tako postigne bolji
rezultat. U pregledu literature naglasava se kako ne postoji zajednicki stil ucenja za
sve studente ve¢ je individualan pristup ono §to je karakteristi¢no za svakog pojedinca.
Pristup pritom ukljucuje preferirani stil procesa, razumijevanja i raspolaganja ste¢enim
informacijama. Ne postoje istovjetni nalazi modaliteta ucenja i postignutog uspjeha
studenata, iako razli¢iti nalazi pokuSavaju utvrditi korelaciju. Utvrdena je svojevrsna
dinamika odredenih stilova s podrucjima studiranja, primjerice kinesteticki stilovi se
preferiraju u glazbenom obrazovanju.

U ovom radu istrazuju se modaliteti ucenja studenata predSkolskog odgoja na
drugoj i tre¢oj godini preddiplomskih studija Fakulteta prirodoslovno-matematickih
i odgojnih znanosti. Istrazivanje je obuhvatilo 80 ucenika predSkolskog odgoja iz
Mostara i OraSja u Bosni i Hercegovini. Prosje¢na dob sudionika bila je 23 godine.
Za potrebe istrazivanja koriSteni su Upitnik o modalitetima ucenja (Viskovi¢, 2014)
i Upitnik za (samo)procjenu stilova ucenja, koji je modificirani Indeks stilova ucenja
(Felder i Soloman, 1997). Rezultati pokazuju da ucenici najceSce koriste aktivan
stil uéenja (34.1 %), takoder ¢esce od ocekivanog koriste vizualni stil (25.6 %) i
promatracki stil (29.3 %), dok rjede koriste sekvencijalno u¢enje kao stil ( 11 %).
Utvrdena je statisticki zna¢ajna razlika u preferiranju na¢ina na koji ucenici vole uciti,
pri ¢emu se dominantnim pokazalo samostalno ucenje. Poznavajuci stilove ucenja,
stvara se prilika za eksperimentiranje s njima, kako profesora koji nude sadrzaje na
razlicite nacine, tako i studenata, kako bismo pronasli odgovarajuci stil kojim se moze
poboljsati znanja u odgojno-obrazovnim institucijama i Sire.

Kljuéne rijeci: ucenje; modaliteti ucenja; studenti ranog i predskolskog odgoja i
obrazovanja.

137



PART 4

NEW PEDAGOGICAL
PERSPECTIVES






PEDAGOGY IN EDUCATION PRACTICE

Marek MIERZYNSKI
University of Applied Sciences in Nowy Sacz

Conditions and anthropological inspirations in contemporary
pedagogics

Abstract: Dynamic changes in the modern world bring about various tensions -
these changes are also associated with conceptual chaos and existential crisis - they
somehow postulate the emergence of a human being who could competently formulate
and solve new difficult tasks and judge cultural content according to universal
principles and values. The reality of education, which is perceived as a set of processes
and activities conducive to the optimal and adequate development of an individual,
is an opportunity to develop and formulate a human model that meets the challenges
presented by modern times. Therefore, the great significance of the anthropological
approach across the entire field of pedagogy is revealed, because only considering and
examining the anthropological perspective makes it possible to formulate significant
answers to ontological, axiological and epistemological questions in the field of general
pedagogy. Anthropology appears as a science about men, holistic in character, taking
into account the connection between the biological and cultural and social sides of
humanity, also at the scientific level. The subject of interest in general pedagogy should
include not only the processes and mechanisms that constitute the overall process of
anthropodevelopment in its individual and generational dimensions, including the
processes of biopsychological, sociocultural and personal development, but also the
achievements of anthropological thought expressing opinions on the essence of man and
their existence and development in universal and holistic terms.

Keywords: philosophical anthropology, scientific anthropology, philosophy of
education, pedagogy.

Introduction

Education appears to be the great hope of contemporaneity, although it struggles
with various threats itself, because it is permeated with internal contradictions and
in fact seems to be underestimated. In fact, modern times appear burdened with
developmental delays, embedded in difficult realities of tensions of changes in
the present and external circumstances i.e. being in a constant state of crisis; in a
way it forces and postulates the emergence of a human being who could cope with
the emerging difficulties and challenges. This competent person would be able to
formulate and solve new, difficult tasks, as well as critically select and judge cultural
content according to universal values and universal principles.

The reality of education is usually perceived as a set of conditions, processes
and activities conducive to the optimal and adequate development of an individual.
Hence, it is the responsibility of education - which is universal, mass and available
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to all social classes — to develop and formulate a human model to meet the complex
challenges of the modern world. However, since general education remains in a state
of stagnation, as can be observed, the task for educators becomes much more difficult.
Every person - regardless of whether they seek change or adopt a sceptical attitude
towards it - should certainly recognise that its consequences go far beyond the scope
of the individual; their scope affects smaller or larger social groups, sometimes also
larger ethnic, religious or national communities. Any change that bears such features
can be characterised as a social change.

It encompasses globalisation processes, all democratisation and emancipation
tendencies, as well as expansion of mass media and virtual communication. This social
change, affecting wide circles of society, has a significant impact on the conditions of
development, opportunities and fate of individual people. Due to growing dynamics
of said changes in the modern world, their presence in the developed and implemented
pedagogical concepts is significant (Szymanski, 2021: 11).

Education for the future should therefore include the postulate of ensuring the
coherence of a changing society. In the context of the phenomenon of globalisation,
rapidly occurring mass migration processes of world’s population, and also in the
situation of widespread penetration of popular culture to the farthest ends of the world,
it seems indispensable to shape an appropriate relationship to the “Other”, so that they
are not perceived - as is also the case nowadays — as someone unfriendly, a “Stranger”
(Robinson, Aronica, 2015).

Anthropological perspective in pedagogy

In the approach to formulating and defining a specific philosophy, which later
becomes the basis and foundation of a specific pedagogical vision, it is of great
importance to construct an identity in a changing society and to make efforts to
understand the importance of existential questions about the meaning of humanity
itself and the voice of concern for the right choice of the self-present therein (Hertz,
1991: 197). Contemporary thinking about man is characterised by conceptual chaos.
Competing anthropological views and theories drown out our self-knowledge to such
an extent that we cannot answer who we are. We are unable to define our nature and
understand the meaning of being human.

The conceptual and existential chaos that prevails today has its historical source
in the changes that have been taking place in European culture for several centuries
and are still taking place in an intensified way. This process started at the beginning
of modern times, when new ideas inspiring scientific knowledge were formulated - it
was clearly revealed in the 19th century through the disintegration of the classical
concept of man (E. Cassirer) and through the revaluation of traditional images and
concepts regarding nature of man, his origins and destiny. However, this process
revealed its decidedly negative character only in the second half of the 20th century
with the proclamation of the death of a man (Siemianowski, 2005: 11). Therefore, in
view of the above conclusion, it seems completely justified to return to philosophical
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reflection on man and to make an effort to develop satisfactory philosophical and
axiological foundations that can be applied to the construction of education systems.

Pedagogy should not solely play the role of a passive consumer of the achievements
of anthropology, because in turn - being covered under the human sciences - it can
also make a valuable contribution that enriches the resources of anthropological
knowledge. However, in this role the inspiring postulate of immersing pedagogical
research thinking in the awareness of the “uninterrupted continuity” of human
culture emerges (Jaworska-Witkowska, 2009: 176). It should be noted that when we
think about the relationship between culture and pedagogy, we inevitably, although
quite unconsciously, present a question regarding culture from an anthropological,
i.e. holistic, perspective (Mencwel, 2006: 33). In fact, anthropology is the keystone
and bonding agent of every pedagogical system, because it appears as a constant
transformation and renewal of the concept of man, constituting a construct — present
in every era and noticeable for every thinker — of the designed whole of pedagogical
concepts, educational goals, and the means leading to their implementation (Ablewicz,
2003: 35).

Schulz (2007: 9) emphasises the significance of anthropological approach in
and for all pedagogy, because only considering and examining the anthropological
perspective allows us to formulate significant answers to ontological, axiological
and epistemological questions in the field of general pedagogy. This anthropological
imagination is what helps capture and understand differences and, at the same time,
establish unity within culture, which is in essence a condition for the possibility of
grasping and understanding this concept (Gotaszewska, 2002: 22).

For the perspective of culturally perceived pedagogy, this brings hope and a chance
for source integrity. Anthropology is the field of human thought that speaks about
humans in holistic terms and thus tries to provide universal answers about their essence,
existence and development (Schulz, 2007: 9). Hence, anthropology understood in
the broadest terms serves pedagogy as knowledge about humans, combining various
methods, perspectives and disciplines, and showing the connection between language
and culture as an integral plane of activity that stimulates and awakens the human
mind (Kuligowski, 1996).

According to Schulz (2007), the overall interpreted process of homogenesis can
be described in terms of three orders:

- deterministic, i.e. development determined by the causes;

- telic (purposeful), i.e. development determined by consciously chosen goals and
values;

- autotelic.

Education therefore appears as a “telic form of homogenesis” — going beyond
biological and cultural determinism - constituting a manifestation of creating,
enriching and developing relationships between culture and personality. It is a zone
of indeterminism, or rather, it constitutes a new type of determinism: educational,
pedagogical, subordinated to developmental, educational, shaping and hominising
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goals. Therefore, in this aspect we experience not a passive, but an active adaptation
to the existing cultural order (Schulz, 2007: 149). In the light of the above, this
anthropological imagination, the element and goal of which is a comprehensive and
continuous vision of humans, culture and pedagogy, may constitute a justification
for the selection of research topics. Defining oneself in the field of such humanistic
interests also constitutes the adoption of the subject of pedagogical research, which
reconciles various cognitive needs and conditions of the pedagogy program (from the
inside) of culture (Jaworska-Witkowska, 2009).

Practising pedagogical anthropology in a phenomenological version (or more
precisely: anthropological pedagogy) pushes theory and praxis to once again become
a unity that enriches human experience and serves this experience (Ablewicz, 2003:
13). The perspective of human life and development in all dimensions (biological,
socio-cultural, personalistic) is in fact related to culture in a symbolic sense, while the
way of learning about this extraordinary relationship requires developing the research
perspective of pedagogical anthropology and taking into account the ontology adopted
therein (Schulz, 2007).

Following philosophy, anthropology constitutes the second area of searching for
general knowledge about humans — an area where social experience and achievements
of specific sciences are synthesised. For this reason, in anthropology (along with
philosophy), we should look for premises for the construction of a generalising —
from the point of view of science - idea of human development and upbringing, which
could be described as an anthropological concept (theory) of upbringing. Development
of humanistic thought results in great variety and a wide spectrum of detailed ideas
defining the nature of humans, the specificity of their existence, the peculiarities of
their development, including their upbringing. The formation and development of
philosophical anthropology was the answer to the need to create a more general and
universalistic perspective (Schulz, 2003).

Anthropology is an extremely broad field, and what distinguishes it from
numerous detailed branches of human sciences is a comprehensive (holistic) approach
to human phenomena, noticing the connections between biological and cultural and
social side of humanity and taking into account these connections in research and
interpretations (Malinowski & Strzatko, 1985: 7). Holism, i.e. a holistic approach to
humans is considered to be the so-called constitutive feature of anthropology. It is
primarily expressed in the fact that humans in all their aspects: physical (biological),
social, cultural and psychological, are considered to be the subject of this discipline.
Subsequently - as part of the interest in humans as cultural beings — anthropology
focuses on all types of cultures and all areas of culture, such as: technology, economy,
social structure, language and communication, aesthetic expression, belief systems, etc.
The third dimension of holism manifests itself in the interest in the entire geographical
area occupied by human societies and all stages of its evolution (Nowicka, 1991: 32).

While maintaining a sense of unity, anthropology, as a discipline of knowledge,
reveals its internal diversity. The internal structure of anthropology is most often
described in terms of its “divisions” or “anthropological subdisciplines”. Without
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entering into a deeper discussion regarding this problem, it can be said that anthropology
as a comprehensive science of humans currently takes on two forms: scientific
anthropology and philosophical anthropology. Unlike philosophical anthropology,
cultural anthropology is characterised by the fact that it is practised consistently with
the rules of cognitive conduct adopted in science (Schulz, 2003). In anthropology
understood in this manner, there are two basic sections: natural anthropology, also
known as physical or biological anthropology, and cultural anthropology.

The second great branch of integrally understood anthropology is philosophical
anthropology understood as “reflection on a human”. Its roots date back to the
beginnings of philosophy, which is why it is sometimes imprecisely called “the
philosophy of a human”. However, in the strict sense the term “philosophical
anthropology” (as opposed to scientific) was used by M. Scheler. Scheler was
convinced that the multitude of existing concepts of humans — however very diverse
and therefore difficult to reconcile - were a necessary requirement for the creation of
this new discipline. Namely, these are the following concepts: (1) Judeo-Christian,
emphasising original sin and expulsion from paradise, (2) Greek and Enlightenment,
recognizing human as a being qualitatively different from animals due to the divine
spark of reason contained in humans, (3) modern scientific, considering humans only
as highly developed animals. In addition to the three indicated concepts, M. Scheler
adds two more: (4) human is a dead end of biological development, the resilience and
forces of life are blocked in a human by the “spirit”, science and technology (Klages
and Nietzsche), (5) freed from the suffocating care of God, humans can take their
fate into their own hands and rise to the heights of the Ubermensh (N. Hartmann and
once again Nietzsche). In his main anthropological work, M. Scheler discusses the
biological, intellectual and religious aspects of humans (“life” and “spirit”), trying
to combine all the valuable elements of the existing concepts. In his approach to
philosophical anthropology, Scheler pointed out, in summary, “how all his [man’s]
achievements and works result from the basic structure of man’s existence.” According
to M. Scheler, philosophical anthropology is the foundation of all social, historical
and psychological sciences (Honderich, 1998: 142).

It is assumed that the main goal of philosophical anthropology is to develop a
general concept of humans that would enable answering the question regarding the
essence of humans as a species or the way of perceiving human nature.

The priority issue is to isolate such a set of features that determines the humanity
and specificity of humans among other living beings. This issue also concerns
establishing the basic structural elements of human existence and determining the
mutual relationship between the body and the psyche. Philosophical anthropology
also makes efforts to determine the sources of activities specific to humans, the place
and role of humans in the natural and social order, as well as person’s relationship
to themselves and other people (Mafa encyclopedia filozofii..., 1996). Taking into
account this type of issues is of key importance to the identification, description
and explanation of the set of phenomena related to individual and generational
hominisation, especially the educational phenomena. From the point of view of
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general pedagogy, we are primarily interested in those aspects of the human condition
(human status) that are important for understanding the worldview of hominisation
phenomena, especially phenomena in the sphere of education (Schulz, 2003: 198).

Let us now attempt to look at anthropology as a number of constructed proposals
for answers to questions regarding the status of humans, the structure of human
being, the specificity of human existence, the specific nature of human development
and the essence of this particular modality of development, which is referred to in
pedagogy as human education (Krasnodebski, 1988). There are in actuality two —
fundamentally different — categories of these answers: the answers found in historical
(classical) human philosophy and the answers found in contemporary philosophical
anthropology. In fact, let us focus on the answers formulated within contemporary
philosophical anthropology, although each of the answers has, to a greater or lesser
extent, a clear counterpart in scientific anthropology. Classical philosophy of humans
certainly brings along axiological richness and a ready-made concept of the human
individual (models of the ideal man), whereas modern philosophical anthropology is
rich in information and is strongly rooted in scientific knowledge regarding the human
world.

Assuming that in presentation of the achievements of philosophical anthropology
we will abandon historical approaches and only take into account contemporary
positions (characteristic of the 19th and 20th centuries) and reduce them to a few
categories that are most significant for the educator, then the following three directions
which can provide comprehensive answers to questions about the nature, structure,
existence, development and upbringing of humans will be possible to distinguish
(Krapiec, 1996).

Trends in contemporary anthropology and their pedagogical
implications

The naturalistic trend focuses its attention on the organic (biological) aspect of
human existence. It is interested in humans as creations of nature, as elements of the
biosphere, as one of the entities (species) that create the world of living beings and
are subject to the process of evolution. J. J. Rousseau is considered the ideological
(Enlightenment) precursor of this trend who coined the famous saying: “everything
is good that comes from the hands of nature, everything spoils in the hands of man”
(Gutek, 2007: 74-75). The core of the naturalistic worldview is its anti-metaphysical
and anti-mechanistic orientation in explaining the world of nature and the world of
man. Naturalism was formed in the opposition against metaphysics, against theistic
concepts of humans and their development. It was this pedigree that determined
its content. Hence, naturalism opposes all metaphysical concepts of humans that
attempt to explain their status, origin, structure, forms of life and development with
the presence and intervention of supernatural factors (Sosnicki, 1967). The second
component of the naturalistic orientation is the organicist perspective, which assumes
a specific status of living creatures. Living organisms are sui generis entities that
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cannot be explained by reducing them to their component parts. In the biosphere, the
whole is superior in regard to its parts and more important than them (Sztobryn, 1994).

The psyche (soul) — just like the mind — does not have a supernatural status: it is
a natural creation that is a property of the nervous system. Thus, the psyche and mind
are ultimately subject to natural laws. Moreover, culture — a way of life specific to
humans — is no mystery according to naturalism. Cultural behaviours are a special
type of adaptive behaviour. Both material culture, as well as social and symbolic
culture, have natural and biological provenance and perform instrumental functions
in relation to life (Wilson, 1991).

In naturalistic philosophy, a man appears as a component of the natural world and,
within his existence, is subject to the same laws that govern nature (Holbach). Human
social life is not guided by transcendent values, but only by egoism and the struggle
for existence (Hobbes, social Darwinism). Culture is not an autonomous sphere, it
often becomes a source of suffering and inhibits drives (Wilson, 1988).

In turn, there are two varieties of naturalism in the philosophy of education: the
first one, narrower in scope and more developed, is limited only to care, upbringing
and education, especially school education. The second type, broader in scope, refers
to the overall process of anthropodevelopment in its individual and generational
aspects. Apart from organised education, it also includes other components, such
as: biopsychic development, acquiring individual experiences through learning,
processes of inculturation and socialisation, subjective self-development, processes of
developmental regression and desocialisation, etc. In summary, it can be stated that the
first version of naturalism refers solely to the philosophy of education, while the second
one is revealed as the philosophy of hominisation, and within it in organised education
(Siemianowski, 2005).

The application of naturalistic ideas to educational phenomena can be found in
concepts called pedagogical naturalism or naturalistic pedagogy. This one of the main
trends in pedagogical reasoning comes down to education in nature rather than in
culture. Modern naturalistic pedagogy developed first as a methodological concept
recommending teaching young people in accordance with the natural laws of human
cognition (e.g. J.A. Komensky). Naturalistic pedagogy gained was expressed to its
fullest in the views of J. J. Rousseau, who derived the concept of educating a new
man capable of resisting a depraved society from the concept of human nature. At
the turn of the 19th and 20th centuries, naturalism was revived under the influence of
the development of biology (Darwinism) and psychology (paedology), becoming the
basis for new pedagogical movements. Carrying out a kind of Copernican revolution
in pedagogy, these sciences postulated adapting the upbringing process to the natural,
spontaneous development of a child, and limited the role of the educator to taking
care of this process (paedocentrism) (Wotoszyn, 2019: 126-127). It is undoubtedly
worth noting that the ideology of paecdocentrism and free upbringing, dominant in the
20th century, as the leading worldview orientations of pedagogy, are experiencing a
painful crisis. Many individuals — including publicists - argue that this ideology has
not proven effective in social experience (Bandura, 2007).
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The second basic worldview orientation in anthropology is a trend that has not
yet been clearly perceived as a separate and comprehensive orientation. Hence, in
the conceptual sphere we most often come across the name anti-naturalism or the
closely related term “philosophy of culture”. The anti-naturalism trend, which
opposes naturalism in the field of philosophy, assumes in terms of ontology the
specificity, autonomy and irreducibility of the world of history and culture to natural
reality; in terms of the theory of knowledge and methodology, it postulates a different
type of knowledge typical of the humanities as idiographic, individualising and
understanding (meaning, meaning and values), as opposed to the natural sciences as
appearing as nomothetic (formulating laws) and explaining (seeking causes); the main
representatives of the trend are: W. Dilthey, H. Rickert, E. Spranger, E. Cassirer, and
in Poland S. Brzozowski, F. Znaniecki (Schulz, 2003: 216). It seems that naturalism
utilizes a somewhat narrow concept of culture, essentially limited to two areas, namely
social culture (social institutions, morality, law) and spiritual culture (art, religion,
science) (Tulibacki, 1998: 65).

Instead of the ambiguous and semantically loaded and pejoratively sounding
concept of “anti-naturalism”, R. Schulz proposes the term “culturalism” as a more
adequate name for a separate, comprehensive — although internally diverse — trend
in anthropology, which includes a strictly defined and at the same time unique in its
content, concept of humans, their status and development. This trend also includes
concepts developed within scientific (cultural) anthropology, taking the form of such
directions as: materialism, ethnopsychologism, structuralism, cognitivism and others
(Gajda, 2008: 63).

Culturalism was formed and developed in opposition to naturalism, which
viewed the human as homo animal and perceived the idea of anthropodevelopment
as animalisation, i.e. representatives of the Aomo species updating their biological
potential in the process of adapting to the environment. Although naturalism
emphasised primarily the similarities and relationships of humans with all living beings
and built the concept of humanisation on these grounds, culturalism rather emphasised
the qualitative differences between the homo species and other biological species.
These differences concern all aspects of the human condition, including hominisation
and upbringing. The circumstances of the birth of the culturalist orientation and the
substantive reasons determining its provenance are presented by Suchodolski (1987).

The uniqueness of culturalism is expressed by considering four aspects of the
human condition (existence): the physical side (bodily, organic), the mental side, the
behavioural side and the ecological side (conditions, living environment). Culturalism
has always emphasized humans’ progressive departure from what can be called their
natural endowment: the weakness of biological features, the incompleteness of
humans’ biological constitution, the fragility and general misery of the human being.
These weaknesses are accompanied by the presence and development of new artificial
supplements to the human physicality, replacing, strengthening or extending natural
systems: e.g. clothing, glasses, artificial heart, work tools, etc. Hence, humans appear
to be weak due to their nature, but strong due to their culture, i.e. artificial equipment,
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which they developed owing to the ability to learn. Moreover, this second category
of features, revealing going beyond and reaching outside the material world, is
considered by the culturalism trend to be constitutive of humans (Grzegorczyk, 1989).

When it comes to the psychological side of humans, culturalism emphasised that
what it emphasises in relation to the somatic sphere: the dual character of humans.
On one hand, the disappearance of natural, innate competences and information
skills, and on the other —, somewhat complementarity — the development of new,
artificial, extensive information capabilities of humans in terms of getting to know
their environment and themselves, as well as managing themselves and their relations
with the environment. These new competences are expressed in the development of
qualitatively new forms of information control of reality, based on a mechanism other
than mutation. All these aspects of information metabolism prove the uniqueness and
superiority of humans as an information processors and decision-makers. In the light
of the culturalist doctrine, these properties are fundamental for the distinctiveness of
the homo species from other entities in the domain of acquiring, processing and using
information for the needs and demands of life. As biological knowledge indicates,
each species is specialised in regard to its structures and life functions. In relation to
humans, a specific lack of specialisation is assumed, or rather, humans demonstrate the
ability to live in any environment due to being specialised in the field of information
(Martens & Schnedelbach, 1995).

The third aspect of the human condition, which appears to be unique to
representatives of the culturalist trend, demonstrates itself in his behaviour. It is
here where the dual character of human nature becomes evident: on one hand, we
can observe a regression within the ~omo species in terms of instinctive behaviours,
inherited genetically — which are somehow responsible for the lack of adaptation
of the species to its environment, and on the other hand — in the place of natural
behaviour — there is the formation of a “supernatural” type of learned behaviour,
largely independent of innate qualities, known as culture (Schulz, 2003: 223).

The last set of differences in this trend concerns human living conditions. The
consequence of the unique properties of humans as the subject of existence, discussed
above, is a new type of living environment created by humans, in which they live,
a new world: artificial, extra- and supernatural, cultural. This unique, specific
world, incomparable to the worlds of other species, is the “world of man”, the
“sphere of the humanum” (Suchodolski, 1993). Humans live in a qualitatively new
world, different from the world other species live in. The uniqueness of this world
— according to culturalism — comes down to three dimensions: material (physical),
social (interpersonal) and symbolic (ideational). Hence, the following qualities
constitute humans as the creators of culture: a human acts as the creator of the artificial
environment of (a) the physical world, (b) the social environment and (c) the symbolic
universe.

Four currents can be distinguished within the holistically interpreted culturalist
orientation. 1. The materialistic or techno-economic current (K. Marx), emphasising
the importance of technical culture and economy, and generally — civilisation as

148



PEDAGOGY IN EDUCATION PRACTICE

the primary and basic factor determining the specificity of status, the specificity of
existence and the uniqueness of human development. This trend has a counterpart in
cultural anthropology referred to as the “economic anthropology”. 2. The sociological
current that emphasises the importance of social structures, relations and behaviours
(interpersonal) as factors determining the uniqueness of human existence and
explaining the peculiarities of human life and the process of becoming a human being
(E. Durkheim). This current has an approximate equivalent in cultural anthropology
under the name of “social anthropology”. 3. A linguistic trend that emphasises the
human ability to create signs and symbols and use them for the purposes of acquiring,
communicating and processing learned information (W.G. Herder). This current
has an approximate scientific equivalent in cultural anthropology called “linguistic
anthropology”. 4. The cognitive current, emphasising the human ability to create,
possess, exchange and use the so-called social consciousness forms, i.e. symbolically
encoded images of the world, ideas about the world (e.g. myths, art, social ideologies),
which together constitute the sphere of spiritual and mental culture (E. Cassirer). This
current has an approximate scientific equivalent in cultural anthropology under the
name of “cognitive anthropology” (Wotoszyn, 2003).

Bearing in mind the knowledge about culturalism’s understanding of the
hominisation process, we are faced with the question of how culturalism interprets
educational phenomena (more precisely: value-driven ways of forming personality)
as an important component of anthropodevelopment. In the current philosophy of
education, this question was considered within the framework of the ideological
trend called “pedagogy of culture”. A characteristic feature of this trend was the
reference to the “philosophy of spirit”, i.e. to a narrower version of “anti-naturalism”,
in which “spiritual culture” was presented as synonymous to the culture in general
and in which the uniqueness of humans was perceived in the fact that they are the
creators and carriers of the “world of spirit”. “(contemporarily: “all forms of social
awareness”). Therefore, cultural pedagogy referred to the so-called philosophy of the
“new humanities”, which argued for the existence and need for a specific (different
from natural science) way of discovering this autonomous “human world”, identified
with the culture of the spirit (Milerski, 2011).

As aresult of accepting these assumptions, a specific idea of anthropodevelopment
and education emerges. The essence of the first process comes down to the individual’s
entry into the world of spiritual culture through assimilation of the “goods-values”
that form it. However, as a consequence, education was perceived as the directed
development of personality (spiritual forces) through organised internalisation of the
values of spiritual culture (Suchodolski, 1993: 549-551).

Fundamental category and thesis of cultural pedagogy is the concept of educating
human personality (spiritual sphere) through goods (cultural values). The “basic axiom
of education” formulated in 1917 by G. Kerschensteiner — one of the outstanding
representatives of this trend - assumes that the student, when exposed to cultural
products that carry the values of the world of the spirit, experiences and understands
the meanings contained in the products of culture. Then, spiritual acts corresponding
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to cultural values, which shape a person’s character and autonomous personality, are
revealed, conditioned by the resources of innate dispositions and the individual’s
developmental period. A special role in the development of cultural pedagogy
was played by the philosophy of culture developed by W. Dilthey, as well as the
psychology of “understanding” and the typology of forms of “experiencing values”
developed by E. Spranger. The most outstanding representatives of cultural pedagogy
in Poland included: B. Nawroczynski, B. Suchodolski, Z. Mystakowski (Suchodolski,
1993). The subject of cultural pedagogy distinguishes it not only from naturalism, but
also from individualism and sociology in pedagogy. The response to individualistic
pedagogy consisted in emphasising the dependence of the spiritual being on its
assimilation of the cultural heritage and values of the contemporary cultural era.
In turn, the opposition to pedagogical sociology was revealed by emphasising the
inseparable unity of personality with supra-individual values, which, experienced and
created by a person, determine his development and determine the meaning of human
life (Gajda, 2006: 18).

In its modern, 20th-century form, personalism developed as a form of opposition
to naturalism and pedagogical culturalism, i.e. to the concepts of human person
and humanisation proclaimed by these trends. Putting this philosophical current in
general terms, it can be stated that it formulated: (a) the idea of a human person as a
supernatural and supercultural (personal) being - i.e. going beyond the status of the
representative of a species and a member of culture, and (b) the idea of humanisation
as personalisation —i.e. going beyond the limits of biological and cultural development
in human individual development. In the creation and dissemination of this type
of concept, personalism was supported by the trend of humanistic psychology,
which in its own way emphasised the importance of taking into account the human
condition in the vision of the human person, in the research and therapeutic practice
of psychologists. Two related trends in contemporary anthropology, personalism and
existentialism, have contributed to the development of a concept of human person
competitive in regard to naturalism and culturalism. Personalism focuses its research
activity on determining the unique features of human person’s position in the world,
and existentialism focuses on determining the specific features of human existence.
The term “existentialism” covers a trend in contemporary philosophy that attributes
central importance to reflection on the existence specific to humans, i.e. their
existence. The existentialists’ emphasis on the specificity of human existence means
that all determination concerning human beings comes from a human being itself
(i.e. it is an act of self-determination), and also that all reflection on existence begins
with the analysis of existence, i.e. it is a function of human self-knowledge. The
most outstanding precursors of this trend were Kierkegaard and Nietzsche. Husserl’s
contribution regarding the nature of consciousness, stating its intentionality and being
self-conscious turned out to be valuable (Schulz, 2003: 242).

For personalistic pedagogy, the concept of human person, which cannot be one-
sided or reductionist, is particularly important. A human being is an existentially
differentiated being in which the body initiates the internal “I” as a subject, while
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the soul is an element integrating all material elements of human existence, actively
organising the entirety of human life (Kowalczyk, 2012). From the perspective of
personalism the contemporary approaches to humans are accused of excessive
individualism and the absolutisation of freedom. These approaches focus on a human
person as an individual, ignoring their personal dimension, which has significant
consequences in social life; this, in turn, leads to an artificial opposition of the
individual to society, whereas approaching a human as a person, society reveals
itself as a necessary environment and condition for the full development of a person
(Kowalczyk, 1997: 9-12).

In personalism, we draw attention to the specific personal dimensions of its
existence. These dimensions include primarily: (a) rationality and freedom, (b) the
interiority of the person, (c) the dialogic nature of personal existence. J. Maritain
distinguishes two dimensions of human nature: material individuality, which makes
humans a part of nature, whereas immaterial personality indicates mental and spiritual
life and the transcendence of nature. This last spiritual dimension of humans consists
of two essential properties: rationality and freedom. The personal dimension of
humans is manifested in their specific activities: intellectual cognition and the ability
to self-direct (self-determination), in which freedom is a consequence of rationality,
expressed in self-decision (Nowak, 2019: 502).

The issue of freedom leads us to notice this specific sphere of a person’s personal
existence, which is connected with the inner dimension. Guardini outlines three
dimensions of person’s personal existence, namely: * a person is, above all, a “form”,
i.e. they are recognisable as a shape among others; * the second level of the “person”
phenomenon is represented by individuality established by interiority; * the third
level is in what is called “personality”; such a concept indicates the form of a living
individuality, provided that it is determined by the spirit (Guardini, 1939: 122-149).

The singularity and uniqueness of the person, thanks to the aspects of “materiality”
and “formality”, prevent the substantialisation of the “I””. Personalism moves decisively
at the level of realism, in which spiritual facts not only do not exclude, but assume
personal reality at all levels. Such realism does not allow us to speak about a person
as a monad absolutely closed in on itself and self-sufficient. The unity-uniqueness of
the person is manifested especially in dialogue, in question and answer. “The “Other”
becomes “You” only when the pure subject-object relationship ceases” (Guardini,
1964: 88). This is where a key element for understanding personalism emerges.

The pedagogical use of personalism is synonymous with “personalistic education”,
i.e. the personal shaping of the dimension of the human condition during and through
deliberately organised educational interactions. Among various concepts, D. H.
Heath’s specific and substantive proposal as developed and presented by Kozielecki
(1995) stands out. The author attempts to create a system of humanistic education
that would use the achievements of humanistic psychology. The aim of such a system
would be to develop a fully mature person who would be able to actualise their
potential opportunities. D. H. Heath identified five main goals/tasks of humanistic
education:
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- striving for personality integration; raising people whose thoughts and actions
are consistent;

- development of individual autonomy; making it independent from accidental
external stimuli and pressures, and from the burdens of the past;

- shaping allocentric attitudes; focusing attention on others, not on ourselves;
- expanding awareness; educating people capable of reflecting on life;

- formulating an identity that allows you to answer the question “who am 17,
which is a relatively stable system in a changing world (Kozielecki, 2010).

Personalism, being keenly interested in the problems of education, has therefore
become a kind of peculiar personalistic pedagogy (Nanni, 1984: 120-122). The
opposite also happened, i.e. personalism sparked interest of teachers and educators,
becoming an impulse for many studies on the concept of school, upbringing and
didactics. Therefore, personalism bears certain pedagogical implications, and due
to the understanding of the concept of “person”, which is understood in a way
characteristic of the Christian tradition, it is sometimes identified with Christian
tradition in terms of emphasising the value and dignity of the human person (Rusecki,
1994: 6-7). Contemporarily personalism is defined as:

- a doctrine emphasising the autonomous value of a human as a person and
postulating its full affirmation;

- programmes of activities supporting the development of the human person,
subordinating economic and technical values to personal and spiritual values;

- a pedagogical concept of education and upbringing as well as the functioning
of school and educational institutions, the special feature of which is the pursuit
of integral upbringing and supporting the integral development of the student
(Herbut, ed., 1997: 422-423).

Conclusion

Pedagogical personalism receives special attention in pedagogical thought, and just
as it exists in many varieties in philosophy and other areas of life (medicine, aesthetics,
economy, ethics, psychology, Christian theology), it is also marked in many varieties
in pedagogy (Garnet, 1985). The most common pedagogical varieties of the concept
of personalism include ontological (metaphysical) and historical personalism. On the
grounds of these philosophical foundations, pedagogical personalism — coming from
the person — emerges as a direction in pedagogy that responds vividly to emerging
educational needs and conditions of human development. Above all, this fact requires
redefining the category of “person” and its development (Nowak, 2000: 211-226).

In summary, it must be said that the basic feature characterising personalism is
the phenomenon of a person. This statement is also a contestation of those positions
that attempt to divide personalism into theocentric and anthropocentric. Personalism,
in fact, always begins with the “person” fact — experienced intuitively in one’s own
experience — and is situated between the metaphysical concept of “Person” in relation
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to the Creator and the anthropological approach to a person as a historical and concrete
entity (Nowak, 2019: 495).

Knowledge about upbringing consists of both pedagogical views, expressed in
philosophical reflection on the phenomena of upbringing common in human life,
and the results of empirical research on educational reality (Woloszyn, 1998: 9). For
the philosophy of education, the source of formulated views consists in educational
practice, but to an even greater extent the philosophy of education draws inspiration
from more general accepted views on a human, their essence and the meaning of life.
On such a foundation, educational directive expressing views on the ethos, goals,
content and methods of education is established. Empirical scientific pedagogy
develops and applies scientific methods to study educational practice and control
the achieved results. By predicting the results of continued practice on a scientific
level empirical scientific pedagogy attempts to formulate principles of effective and
desirable pedagogical behaviour. These empirical studies are, in fact, always supported
by more general, theoretical anthropological assumptions.

It can be stated that the world of ideas, ideologies, doctrines, positions, schools,
currents, and worldview orientations in education appears to be extremely rich and
diverse. However, organising it is not the subject of our interest in this paper. Certainly,
all these approaches are extremely important and inspiring, but they are fragmentary
and partial because they focus on selected dimensions of man, his development
and self-education. Meanwhile, the scope of analysed problem in regard to general
pedagogy should include the most general and universal aspects in relation to the
human condition and human development. Therefore, the subject of interest should
not only be upbringing and its conditions, but also the processes and mechanisms
that together form the overall process of anthropodevelopment in its individual and
generational dimensions, as well as the processes of biopsychological, sociocultural
and personal development. Unfortunately, it turns out that if we delineate and give
character to the answers we are seeking, we will reduce the universalistic aspirations
of the philosophy of education (pedagogical thought).

Only the so-called “first” answers, formulated on the basis of anthropology — both
philosophical and scientific, are revealed as absolutely necessary. It is so because
anthropology is the field of human thought that speaks about the essence of humans,
their existence and development in universal and holistic categories. In fact, only
the anthropological perspective makes it possible to formulate qualitatively adequate
answers to basic, ontological questions posed in the field of philosophy of human
development and upbringing. Current, constantly and dynamically emerging changes
in the contemporary post-modern world somehow encourage us to go beyond ideology
and philosophy in the sphere of building the worldview framework of education
and to make a turn towards anthropology (scientific and philosophical), which can
become an ideological foundation for anthropodevelopment and an educational order
tailored to our needs and educational order meeting the challenges of the globalist
world. Pedagogical teleology requires the adoption of anthropological assumptions
as the starting point, i.e. adopting a specific model of human that perceives human
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life in two dimensions: kic et nunc and in potentia. To be able to function fully in
outer life a person must be supported by their inner life that provides them with the
necessary distance, courage, and willingness to give up, because it is impossible to
fully contribute to outer life by projecting own inner emptiness into it. If a person has
no permanent point of reference within oneself, a person becomes just one of specs
of dust in the wind.
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Uwarunkowania i inspiracje antropologiczne we wspolczesnej
pedagogice

Dynamicznie zachodzace zmiany we wspotczesnym $wiecie niosg rozmaite napigcia —
laczg si¢ rowniez z chaosem pojeciowym i kryzysem egzystencjalnym — niejako postuluja
pojawienie si¢ cztowieka, ktory moglby w sposob kompetentny formutowac i rozwigzywac
nowe trudne zadania oraz osadza¢ tresci kulturowe wedtug uniwersalnych zasad i wartosci.
Rzeczywisto$¢ edukacii, ktdrg postrzega si¢ jako ogdt procesdw i czynnosci sprzyjajacych
optymalnemu oraz adekwatnemu rozwojowi jednostki stanowi szans¢ na wypracowanie
i sformutowanie wzoru czlowieka na miar¢ wyzwan wspolczesnosci. Ujawnia si¢ zatem
donioste znaczenie podejscia antropologicznego w calej pedagogice, poniewaz dopiero
rozpatrywanie i badanie perspektywy antropologlczneJ umozliwia sformutowanie
znaczacych odpowiedzi na ontologiczne, aksjologiczne i epistemologiczne pytania z
zakresu pedagogiki ogolnej. Antropologia jawi si¢ jako nauka o cztowieku, posiadajaca
charakter holistyczny, uwzgledniajaca sprz¢zenie miedzy biologiczng a kulturowo-
spoteczng strong czlowieczenstwa, takze na ptaszczyznie naukowej. W pierwszym rzgdzie
to calo$ciowe podejscie do cztowieka wyraza si¢ w tym, ze za przedmiot tej dyscypliny
uznawany jest cztowiek we wszystkich swoich aspektach: fizycznym (biologicznym),
spotecznym, kulturowym i psychologicznym. Nastepnie zas w ramach zainteresowania
czlowiekiem jako istotg kulturows, antropologia przejawia swoj uniwersalny zakres
obejmujacy wszystkie typy kultur oraz wszystkie dziedziny kultury, takie jak: technika,
gospodarka, struktura spoteczna, jezyk i komunikacja, ekspresja estetyczna, czy systemy
wierzen. Trzeci niejako wymiar holizmu ujawnia si¢ w zainteresowaniu catym obszarem
geograficznym zajmowanym przez spoleczenstwa ludzkie oraz wszystkimi stadiami
jego ewolucji. Z punktu widzenia pedagogiki mozna wyrdznic¢ trzy nastepujace kierunki
antropologii filozoficznej, mogace dostarczy¢ kompleksowe odpowiedzi na pytanie o
nature, strukturg, istnienie, rozwdj i wychowanie czlowieka, a mianowicie: orientacja
naturalistyczna, antynaturalistyczna i personalistyczna. Ujmujac ten ostatni kierunek w
terminach ogdlnych — mozna skonstatowac — iz sformutowat on ideg cztowieka jako bytu
nadnaturalnego i nadkulturowego (wykraczajacego poza status reprezentanta gatunku)
oraz uczlowieczenia jako personalizacji. Przedmiotem zatem zainteresowan pedagogiki
ogolnej powinny stac si¢ nie tylko procesy i mechanizmy sktadajace si¢ na catoSciowo
pojety proces antroporozwoju w jego wymiarze osobniczym i generacyjnym wraz z
uwzglednieniem procesdw rozwoju biopsychicznego, socjokulturowego i osobowego, ale
réwniez dorobek mysli antropologicznej wypowiadajacej si¢ na temat istoty czlowieka,
jego istnienia oraz rozwoju w kategoriach uniwersalnych i holistycznych.

Stowa kluczowe: antropologia filozoficzna; antropologia naukowa; filozofia
edukacji; pedagogia.
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YcnoBu 1 anTpOononomke MHCIMpanuje y CaBpeMeHOj
neJaroruju

JluHaMu4YHE POMEHE Y CaBPEMEHOM CBETY JIOHOCE PA3IHUMTE TCH3Uje — MOBE3aHEe
Cy M ca KOHIICNTYyaJHUM XaOCOM M er3MCTEHIMjaJJHOM KPHU30M — Ha W3BECTaH HAuMH
W3HCKYjY U 10jaBy YOBEKa KOju OM MOrao KOMIIETEHTHO /12 (JOpMYINIHILE U PeliaBa HOBE
TEIIKe 33/IaTKe M MpOLCbYje KYITYpHE CajipKaje MpeMa YHHBEP3aIHUM MPUHIMIAMA
U BpenHocTuMa. PearmHocT oOpasoBama, carienaBaHa Kao CKyI Iporeca U akTHBHOCTH
MOTOIHAX 33 ONTHUMAJIAH W aJIeKBaTaH pa3Boj IOje[IMHIA, PHIMKA je a ce Pa3BHje U
(dopMmynuIIe JBYICKM MOJEN KOjU OAroBapa M3a3oBHMa caBpeMeHor jaoba. Crora ce
OTKpWBA BEJIMKU 3Ha4aj aHTPOIOJIOIIKOT PHUCTYIA Y IEJIOKYITHO] TIeAaroruju, jep camo
carie/iaparbe U HCIIMTHUBALE aHTPOTIONOIIIKE TIEPCIIeKTHBe oMoryhasa a ce popMyIuiry
3HAYajHU OJITOBOPH HA OHTOJIOIIKA, AKCHOJIOIIKA M EMCTEMOJIONIKA TTUTamba U3 00IacTu
OIMITE TIemarorvje. AHTPOIOIOTHja CE€ jaBjba Kao HAayKa O YOBEKY, XOJHUCTHYKOT
KapakTepa, Bogehu padyHa O TIOBE3aHOCTH OHOJIOIIKE, KYATypHE M COITHjalTHE CTpaHe
YOBEUAHCTBA, U HA HAyYHOM HHUBOY. [Ipe cBera, Taj XOJNUCTHYKH HPHCTYN YOBEKY
OYMTaBA C€ Y YMILCHUIM JIa je TPEMET OBE JMCIMUIUIMHE YOBEK y CBUM H>CTOBHM
acrieKTrMa: (U3MIKOM (OHOJIOIIKOM), COLIHjaTHOM, KYJITYPHOM ¥ TICHXOJIOIIKOM. 3aThM,
Kao JIeO0 MHTEPECOBamba 33 YOBEKA Ka0 KyATYypHO Oulie, aHTPOMOJIOrija UCIoJbaBa CBOj
YHHBEP3aJIHH JIOMET KOju 00yXBara CBE BPCTE KyJITypa M CBE O0JIACTH KYJIType, Kao LITO
Cy: TEXHOJIOTHja, EKOHOMH]a, IPYIUTBEHA CTPYKTYpa, je3UK M KOMYHHUKalUja, ECTETCKU
u3pa3 U CHCTeM BepoBama. Tpeha quMeH3uja xonu3Ma OTKpUBA CEe Y MHTEPECOBamY 3a
LIEJIOKYTTHO reorpad)CKo MOIpydje Koje 3ay3uMajy JbYJCKa JPYIITBa U CBE (Da3e HEroBe
CBOJTYILIH]E.

Ca craHOBHIIITA MIEATOTHje MOTY Jia ce u3/IBoje ciencha Tpu npapna ¢uno3odcke
AHTPOIIOJIOTHje KOja MOry Jia Jiajy CBEOOyXBaTHE OJIOBOPE HA IMUTAIE O MPUPOIH,
CTPYKTYpH, TIOCTOjamby, pa3BOjy M BaclUTamby YOBEKa, W TO: HATypalIMCTHUKA,
AQHTUHATYPAJIMCTHYKA U MEPCOHATMCTHYKA OpHjeHTaIM]ja. YOIIITEHO roBopehin 0 0BOM
MOCNIEIEbEM TPEHJLY, MOXKE C€ 3aKJBYUYHTH Jia je OH (opMyIcao uuejy o 4oBeKy Kao
HATOPUPOIHOM M HaJKyATypHOM Ouhy (Koje TpeBasmiia3u CTaryc MpeACTaBHUKA BPCTE)
W 0 XyMaHW3alMjU Kao TepcoHanm3anuju. Jlakie, mpeMeTr WHTepecoBarba OIIITEe
renarorvje Tpeba ma Oymy He camMO TIPOIECH W MEXaHW3MH KOJU YWHE IIeJIOKYITHU
IIPOIIEC aHTPOIIOPa3BOja y HErOBUM WHIMBHIYATHUM M TeHEPAIWjCKUM AWMEH3HjaMa,
yKJBYdyjyhrl ¥ Tiporiece OHMOIICHXOJIONIKOL, COIMOKYATYPHOT M JIMYHOT pa3Boja, Beh
U JocTurayha aHTPOMONOIIKE MUCIH Koja M3paXkaBa MUIIBCHA. O CYIITHHU YOBEKA,
H-CTOBOM ITOCTOjakby U PA3B0jy Y YHUBEP3ATHOM U XOJIUCTUYKOM IMOTIICTY.

Kibyune peun: pmnozodcka aHTPOTIONOTHja, HAyYHA aHTPOTOIOTH]a, Prto3oduja
o0pazoBama, ajgaroruja.
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Antropoloska perspektiva suvremene pedagogije
(Stanja i antropoloske inspiracije u suvremenoj pedagogiji)

Dinami¢ne promjene suvremenog svijeta povezuju se s konceptom kaosa i
egzistencijalnom krizom. Generiraju nove zahtjeve prema pojedincima i drustvu.
Zahtijevaju razvoj kompetencija za rjeSavanje novih problemskih situacija i prosudbu
promjena kulture drustva prema univerzalnim (temeljnim) vrijednostima i nacelima.
Obrazovanje se tumaci kao proces koji potic¢e optimalni razvoj pojedinca i njegovih
potencijala za Zivot u suvremenom drustvu i primjerene odgovore na zahtjeve tog
drustva. Antropoloski pristup pedagogiji omogucava razmatranje i razumijevanje
konteksta okruZenja Sto je preduvjet kvalitetnih odgovora na ontoloska, akseoloska i
epistemioloska pedagoska pitanja.

Antropologija, kao holisticka znanost o Covjeku, povezuje biolosku i kulturno
-socijalnu dimenziju dru$tva u odnosu na pojedinca. Covjek se razmatra u
interaktivnom odnosu fizi¢kih (bioloskih), socijalnih, psiholoskih i kulturoloskih
¢imbenika. Tumaceci Covjek kao kulturno bi¢e sagledavaju se sve dimenzije kulture
kao nacina Zivota: tehnologija, ekonomija, druStvena struktura, jezik i komunikacija,
estetski izraz i sustavi vjerovanja. Drustvo se tumaci uvazavajuéi geografski prostor u
kojem egzistira te sve razvojne faze koje prolazi.

S pedagoskog motrista moguce je razlikovati tri pravca filozofske antropologije
koji mogu ponuditi odgovore (teze) o prirodi, strukturi, postojanju, razvoju i odgoju
¢ovjeka. Moguce ih je tumaciti kao naturalisticku, antinaturalisticku i personalisticku
orijentaciju. Ova potonja moze pruziti cjelovite odgovore na pitanje o naravi,
strukturi, postojanju, razvoju i odgoju Covjeka. Konstruira se slika o ¢ovjeku kao
nadkulturalnog bi¢a (koji nadilazi status predstavnika vrste) i humanizacije kao
personalizacije. Slijedom toga, predmet interesa opce pedagogije ne bi trebali
samo procesi i mehanizmi koji konstruiraju antropoloski razvoj u individualnoj i
generacijskoj dimenziji, ukljucujuéi proces biopsiholoskog, sociokulturnog i osobnog
razvoja. Potrebno je obuhvatiti i dostignuc¢a antropoloske misli koja izrazava misljenje
o biti ¢ovjeka, njegovom postojanju i razvoju u univerzalnom i cjelovitom smislu.

Kljuéne rijeci: filozofska antropologija; znanstvena antropologija; filozofija
odgoja; pedagogija.
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Abstract: The continual traditional understanding of “education in the classic
sense” as a process based on ethical values, and a value in itself, is determined in this
paper as of authentic significance of the pedagogical perspective in modern market
societies. The necessity for strengthening the emancipatory component of education
in schools, including physical education classes, is placed in the foreground, with
autonomy, as the power of self-determination, seen as the pedagogical goal. The aim
of this paper is to analyse the conceptualisations of basic psychological needs, types
of motivation and teachers’ interpersonal motivating style, theoretically developed
within the framework of Self-Determination Theory (SDT), from pedagogical
perspective. Systematisation of representative data taken from relevant sources
preceded the adoption of principled positions on sustainability of the said theoretical
framework for understanding the experiences and engagement of students in physical
education classes in terms of provision of autonomy support. The self-determination
theory contribution is seen in the actualisation of progressive pedagogy through
conceptualisation of autonomous extrinsic motivation, and in the potential for this
theoretical framework and recommendations produced over decades to serve as a
useful and practical instrument for physical education teachers in their daily activities.

Keywords: autonomy, self-determination, physical education, teachers 'interpersonal
style, autonomous motivation.

Education - pedagogical perspective

In pedagogy, education means influencing the development of personality with
the aim of developing an individual’s potential as fully, intensively and as optimally
as possible, and preparing them for a quality and meaningful life (Antonijevié,
2013). Educational process cannot be reduced only to the acquisition of knowledge
and training for successful performance in a certain profession. The indicators of
education as a basic pedagogical concept are the answers to the questions: what kind
of a person one is, what their personality is like and what human characteristics they
have developed. The pedagogical perspective, accordingly, implies the tradition of
the humanistic conceptualisation of the school system which relies on the concepts
of humanity. In this text, we will use the term education starting from this tradition,
which is in literature more precisely determined as “education in the classic sense”
(Tadi¢, 2023).
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The pedagogical perspective implies the continuity in determining the goals of
education as harmonious growth and development of all human potentials. In that
context, engaging in physical activities can be beneficial for one’s physical development,
but also expand opportunities for advancement in the areas of intellectual, emotional,
social, moral and aesthetic development. Physical education and school sports have
a significant role under cognitive, physical, affective, healthy, social, moral, and
cultural domains: it creates a framework of life skills that shapes the whole person; it
cultivates a healthy lifestyle; it makes significant contributions to respect for the body,
psycho-social development (self-esteem and self-confidence), cognitive development
and academic achievement, socialisation and social skills (tolerance and respect
for others, co-operation and cohesion, leadership, team spirit, antidote to antisocial
behaviour) and aesthetic, spiritual, emotional and moral (fair play, character building)
development, enhancement of quality of life etc. (Amado, Sanchez-Oliva, Gonzalez-
Ponce, Pulido-Gonzalez, & Sanchez-Miguel, 2015; Habyarimana, Tugirumukiza, &
Zhou, 2022).

In addition to acquiring skills, engaging in physical activities at school and in
sports clubs should also contribute to important aspects of socialisation and moral
education. These aspects refer, among other things, to respect for the rules of the
game. In children, it is necessary to develop awareness about the importance of rules
and of applying and respecting rules. Developing awareness about the importance
of the rules of a game indirectly means the development of moral awareness, which
refers to the appreciation of rules in general, the rules that determine the nature of
behaviour and relationships established between people. Education through sports
also contributes to the development of certain personality traits of students and
athletes, such as consistency, self-sacrifice, solidarity, willingness to help others and
other traits that make up important elements of socialisation and moral education.

In today’s world, in market societies, the authentic relevance of the pedagogical
perspective is recognised in the fact that education is still understood as a process
based on ethical values, but also as a value in itself (Tadi¢, 2019). Physical activity
within the framework of physical education and children’s sports is seen as a public
good and value in itself, despite the very much present tendency in today’s societies to
measure all values as market values. Achievements and success in the field of physical
education and children’s sports are not understood as goods brought to the market, and
their purpose is not determined in the field of developing “human resources” or “human
capital” that will provide them with better positions and opportunities for success in
life. In addition to pedagogues, and some scientists and practitioners, this perspective
is still represented by relevant international organisations devoted to education.
UNESCO affirms ideas and supports programmes of values-based education using
sports in schools. As emphasised on the website and in the available publications,
sport can teach values such as fairness, discipline, teambuilding, equality, inclusion,
perseverance and respect; sport has the power to provide a universal framework
for learning values, thus contributing to the development of soft skills needed for
responsible citizenship.
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The pedagogical perspective is clearly recognised today in the view that education
always consists of adapting individuals to a given environment (preparing them to
perform social roles), but that teachers, above all, are obliged to enable and help
students grow up and become autonomous individuals (Merije, 2014; Tadic, 2019).
With this determination, we emphasise the need to maintain continuity with the
pedagogical tradition, which primarily emphasises the necessity of strengthening the
emancipatory component of education in schools. Further in this paper, the physical
activities of students in physical education lessons are viewed from such a pedagogical
perspective, as well as the interpersonal motivational styles applied by their physical
education teachers.

Physical Education - pedagogical perspective

Physical Education is planned, organised and implemented in the education system
and refers to everything that society designs and undertakes with the aim of ensuring
physical development and growth of one’s being, maintaining and improving health,
developing awareness of the importance of physical activities for one’s development
and health, and developing habits of engaging in various physical activities. Physical
education supports healthy and versatile growth and development of young people,
their physical strength, body resistance, awareness of one’s physical abilities,
harmony and beauty of movement, as well as significant personality traits such as
persistence, endurance, agility, initiative, and boldness (Bacanac & Radovanovic,
2005). In pedagogical literature (Antonijevi¢, 2013; Bacanac & Radovanovié,
2005; Trnavac & Pordevi¢, 2013), the development of psychophysical abilities also
makes part of physical education tasks, in terms of: nurturing health, resistance, and
endurance of the body; facilitating the development of physical skills, motor skills
and movement coordination; acquiring necessary knowledge in physical culture and
sports; developing moral qualities, attitudes, building habits of engaging in sports and
recreational activities and training for proper use of free time.

At school level, the aforementioned tasks are usually implemented within the
Physical Education school subject, through the system of school sports (planned and
systematic participation of students in different areas of sports activities, competitions
in various sports disciplines, at the school, municipality, district and state level),
as well as through free student engagement in various afterschool sports activities
(in football, basketball, volleyball, handball and other sports disciplines). Outside
of school, organised and systematic work that influences physical development of
children and young people is most often achieved in sports clubs. Children’s and
youth sports are increasingly understood as a professional activity that requires the
investment of great physical effort, through preparation and practice, as well as
financial investment (costs of membership fees, equipment, preparation in specialised
camps, trips to match venues, etc.). In professional sports, physical activities have a
competitive character and are aimed at achieving the best results. Whether regarded
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as a professional activity or as a school activity, from the pedagogical point of view,
sport is seen as an important factor in personality development.

International Charter of Physical Education and Sports adopted by General
Conference of United Nations Educational Scientific and Cultural Organization starts
from the assumption that physical education and sport are not confined to physical
well-being and health but also contribute to the full and well-balanced development
of the human being (UNESCO, 1978). Pedagogical perspective can be seen in this
charter in the following paragraphs:

- Physical education and sport programmes must be designed to suit the
requirements and personal characteristics of those practising them.

- In the process of education in general, physical education and sport programmes
must help create habits and behaviour patterns conducive to full development
of the human person.

- Even competitive sport must always be in accordance with the Olympic ideal to
serve the purpose of educational sport, it must in no way be influenced by profit-
seeking commercial interests.

As a process of harmonious development of overall human potential, education
shares all the features relevant to one’s personality and the human qualities that one
has developed with physical and sports activities (Tadi¢, 2023).

The success of pedagogical activity in children’s and youth sports depends to
a considerable extent on how well the balance is achieved between the preparation
for what they will do in sports activities and for what they will be as human beings
[...] That is why the main goal of pedagogical activity in the field of children’s and
youth sports is not achieving uniformity, but developing diversity, it is not limiting
and subduing, but developing authenticity, freedom and creativity (Bacanac &
Radovanovié, 2005: 81-82).

The pedagogical role of physical education (PE) teachers refers to activities such
as: monitoring students’ development in certain developmental areas, influencing the
formation of certain attitudes, value systems and moral principles pertaining to that
system, and activities aimed at giving personal examples to students and others. For
the fulfilment of educational goals through physical and sports activities, it is very
important for the teachers to become familiar with the characteristics of students’
physical and psycho-motor development through the process of professional education
and training. In addition, they need to master various didactic and motivational
techniques that lead to the fulfilment of long-term goals of physical education and
education in general, with an understanding of pedagogical and psychological
mechanisms underlying their continuous application.

Self-determination theory applied to physical education - pedagogical
insights

As emphasised in the introduction, the aim of “education in the classic sense”
is autonomy, as the power of self-determination (Adorno, 1966; Kami, 1984). This
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point of view directs practical pedagogical action to ways of learning and motivation
that support student autonomy through daily activities and enable self-determination
as a long-term pedagogical goal (Peri¢, 2018; Tadi¢, 2015). Humanistic and
emancipatory education represents a whole system of principles used in the entire
educational process in a humane, holistic, emancipatory and democratic way. Every
single theory of education of progressive orientation seeks to clarify the social
circumstances in which relationships preventing human self-determination are
established, thus striving towards a reasonable organisation of society (Tadi¢, 2019).
Emancipation and self-determination are understood as part of the general process of
democratisation and are linked to educational practices focused on care and warmth in
human relationships (instead of strictness and firmness) and on individual autonomy
(contrary to manipulative influences aimed at submission and obedience). In the study
of pedagogical activity, the interaction-communication aspect is also emphasised, and
central position in the school context, in addition to teaching, is given to the quality of
mutual teacher-student relations.

An important contribution to the popularisation and development of the mentioned
(progressive) standpoint during the last decades has been given by Edward Deci and
Richard Ryan, who developed the Self-Determination Theory (SDT). The theory
of self-determination is based on empirically confirmed assumptions in the field of
human development and behaviour, especially in the field of motivation. It is based
on an optimistic view of man and his behaviour (Deci, et al., 1991; Deci & Ryan,
2008; Ryan & Deci, 2000; Ryan et al., 2009). People are seen as active, desirous of
autonomous action, and oriented towards development and actualisation of personal
potentials. At the same time, they are potentially vulnerable due to continuous, frequent
controlling influences of external coercion. “Self-determination theory is potentially a
viable framework from which to understand student experiences in physical education
and develop interventions that could enhance student learning and motivation toward
physical activity” (Vasconcellos, et al., 2020: 1445).

Self-Determination Theory postulates that “there are basic psychological needs
that must be satisfied universally for people to experience ongoing growth, integrity,
and wellness, namely needs for competence, autonomy, and relatedness” (Ryan &
Deci, 2022: 1). Engaging in physical activities (in physical education classes and
school sports) and investing effort by students will have a pronounced pedagogical
potential in conditions of continuous support from PE teachers in that they:

- recognise, understand and respect the strong internal need of students to be
effective, successful, capable of performing tasks of various levels of complexity,
which contributes to strengthening their self-confidence (need for competence);

- try to ensure that students perceive external requirements, rules and expectations
as personally significant, meaningful and relevant, and therefore accept them
as their own, and carry them out voluntarily without experiencing control and
coercion (need for autonomy);

- create an atmosphere in which students feel cared for, accepted and appreciated
by others; through physical activities they achieve connection with other
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students, with the PE teacher, a connection based on the natural tendency of
people to interact (need for relatedness).

In line with the aforementioned conceptualisation of basic human needs in
the teaching context, the fulfilment of pedagogical goals from a methodological
perspective can be analysed through three basic strategies that (individually or
combined) can strengthen the pedagogical function of teaching: didactic, procedural
and interpersonal pedagogical strategies (Tadi¢, 2019 ). Didactic strategies are based
on the understanding that the education process in the teaching context is directly
dependent on the organisation of teaching and the characteristics of the content and
activities (interesting activities, optimal challenges). Procedural strategies refer to
the development and implementation of reward and punishment systems, and social
demands (clear expectations and guidelines, norms, and prescriptions). Interpersonal
strategies are aimed at building quality interpersonal relationships between teachers
and students, which positively affects the pedagogical dimension of the teaching work
(provision of autonomy support).

Interpersonal pedagogical strategies include creating a specific atmosphere
and relationship between teachers and students, the teacher’s personal pedagogical
style, the involvement of students in making important decisions, and the use of
communication skills. Among the indicators of teachers’ support of student autonomy
within interpersonal pedagogical strategies are the techniques based on responsibility
sharing, conversation, cooperation, understanding other people’s perspective, and
empathic response. The teacher’s established, prevailing behaviour is determined
as a pedagogical work style, educational style, leadership style, interpersonal style,
motivational style, and the like.

Diftferences in the characteristics of teachers’ behaviour in relations with students
are usually presented in the literature through bipolar representations of pedagogical
styles: from authoritarian to democratic; from directive to non-directive behaviour.
Within the theory of self-determination, based on the long-term goals it leads to
(Graph 1), teacher’s motivating style can be understood along a bipolar continuum that
ranges from highly controlling to highly autonomy supportive (Reeve, 2006; 2016).
In such an understanding of motivational style, what autonomy-supportive teachers
say and do during instruction is qualitatively different from what controlling teachers
say and do during instruction. “Autonomy support is the instructional sentiment and
behaviour the teacher provides during instruction first to identify, then to vitalize and
nurture, and eventually to develop, strengthen, and grow students’ inner motivational
resources. Teacher control, on the other hand, is the instructional sentiment and
behaviour the teacher provides during instruction to pressure students to think, feel,
or behave in teacher-prescriber way” (Reeve, 2016: 130). A different approach can be
seen in the relevant literature (Amoura et al., 2015; Huéscar Hernandez et al., 2020),
where autonomy-supportive teaching and controlling teaching are investigated and
described as two different motivational styles (not as two opposite ends of a single
bipolar continuum).
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Graph 1 The self-determination continuum (Vasconcellos et al., 2020: 1445)

Controlling motivational style (Abos et al., 2018; Amoura et al., 2015; Deri¢,
2018; Pordi¢ & Tubi¢, 2010; Flink et al., 1990; Jiang et al., 2009; Reeve & Cheon,
2014; Standage et al., 2005) is characterised by techniques in which students’
behaviour is conditioned through external regulation (e.g., acting for external reasons
such as rewards or coercive pressures, desire to avoid criticism) and/or experience of
obligation — the so-called introjected regulation (e.g., acting to avoid feelings of guilt,
shame, anxiety, or lesser value due to failure to fulfil duties and meet expectations of
important adults).

When a PE teacher tries to encourage a certain type of behaviour in individuals
or in the whole class, they can do so in a controlling way, using the mechanism of
behavioural conditioning, i.e. the so-called carrot-and-stick technique: “You’ll get this
if you do that.” The reward promised, or the punishment threatened with completely
triggers and regulates the student’s behaviour in such situations. Their behaviour
depends on and is controlled by external reinforcements. Students behave in a certain
way in order to get the desired reward or avoid punishment. Desired behaviour ceases
or is absent if there is no reinforcement (i.e., if the student does not expect it). A
common example of this type of behaviour regulation is group rewards (or group
punishments) applied to the entire class.

The teacher can also exercise control through the experience of obligation, that
is, students’ effort to avoid feelings of guilt and shame (behaving in a certain way due
to a sense of duty, in order to meet the PE teacher’s or parents’ expectations). In such
situations, the student acts in line with external regulation, and partly accepts it, but still
perceives the activities as imposed and controlled. An example of such behaviour of
a PE teacher is the “/ like” — messages: “Well done Jovan, I like that you did what we
agreed on during the break. I want everyone else to do as we agreed. How many times
do I have to explain the same thing!”

When teachers continuously behave in this way in their educational work with
students, it indicates an authoritarian approach that undermines the students’ feeling
of having an influence on the activities in which they get involved at the request
and reduces interest in such activities. Controlled motivation (that is external and
introjected regulation) and amotivation have been associated with students’ boredom
and unhappiness (Ntoumanis & Standage, 2009). Teachers more often opt for a
controlling style of behaviour during teaching, than for autonomously supportive
interpersonal relationships (Reeve, 2009). They often use orders, threats, and even
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physical punishment in their work. The problem for students is that the teacher does
not give them feedback on the quality of their work, interrupts them while they are
speaking, ignores insufficiently active and successful students, and often criticises
them (Bodroza et al., 2015; PSunder, 2005). Frequent application of such techniques
in educational work is associated with the old dilemma: “is it possible, and in what
way, to develop positive personality traits with repressive measures” (Trnavac &
DPordevi¢, 2010: 173), and to build a positive pedagogical and psychosocial climate.
Pedagogical perspective in the field of physical education (PE), as well as children’s
and youth sports, implies refraining from the application of controlling techniques.

Pedagogical component is stronger when higher levels of behavioural regulation
are applied, i.e. the so-called identified regulation and integrated regulation (Amoura
etal.,2015; Behzadniaetal.,2018; Vasconcellos etal., 2020; Peri¢, 2018; Reeve, 2009;
Reeve & Cheon, 2014; Standage et al, 2005). This implies that the student transfers
external requests, which usually come from the teacher to the internal plan (autonomous
extrinsic motivation). Students who understand that certain requirements, efforts, and
expected behaviours are useful for them (and contribute to the achievement of goals
they have chosen, which are important), that they enable the satisfaction of basic
psychological needs (autonomy, relatedness and competence), and that these activities
are consistent with their personal value system, do not feel the required behaviours
as an obligation, but accept them as if these were personally chosen. Students seek
out opportunities for personal growth, development and choice, and organise their
actions based on personal goals and interests when they are autonomously motivated
(Abos et al., 2018). If a student in physical education classes perceives that a certain
activity can be important for their life aspirations (e.g., for a sports career which is
their life goal), they will not perceive it as an imposed obligation. They will have the
same experience during sports activities while developing and showing closeness and
friendly relations with other students, or when receiving information from them or
from the teacher about the progress in sports skills, or contribution to the team, or the
results of the whole class. In such circumstances, they are ready to make an effort and
engage in the implementation of planned activities.

The teacher’s pedagogical style is based on their understanding and application
of the types of motivation (amotivation, extrinsic motivation, intrinsic motivation)
and types of behavioural regulation that vary in terms of degree of internalisation of
the behaviour. As already stated, from the less to the more internalised form, there
is external regulation, introjected regulation, identified regulation and integrated
regulation. “Although identified and integrated regulation belong to extrinsic
motivation, they are considered self-determined forms of motivation, even if they are
emitted out of choice, because behaviours are internalized” (Amoura et al., 2015: 143).
In general, autonomy-supportive teachers facilitate the congruence between students’
self-determined inner guides and their day-to-day classroom activity “by identifying
and nurturing students’ needs, interests, and preferences and by creating classroom
opportunities for students to have these internal states guide their behaviour” (Reeve,
2006: 228).
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Support of student autonomy by teachers implies reliance on types of regulation
of student behaviour characterised by a high degree of self-regulation, i.e. it implies
procedures that help students perceive they have influence on their own behaviour,
and their activities are freely chosen (Assor et al., 2005; Deci & Ryan, 2008; Fin et
al., 2019; Flink et al., 1990; Lali¢ -Vuceti¢ et al., 2005; Tadic, 2015; Taylor et al.,
2008). Such procedures support the self-regulated behaviour of students motivated
by their interests and integrated values. They direct students to an active, constructive
process of giving personal meaning and value to the teaching activities that are carried
out in class. Autonomy-supportive interpersonal motivating style “represents the
prototype of the sort of interpersonal relationship that facilitates students’ autonomous
motivation and classroom engagement” (Reeve, 2006: 234), and it is characterised
by “taking into account the student as an essential element of the educational process
for making decisions, reaching consensus and ceding responsibility, providing
explanations about instruction and adapting tasks, making performance levels more
flexible and generating a positive/comfortable learning context/environment based on
mutual trust” (Moreno-Murcia et al., 2021: 3).

Teachers’ behaviour supportive of student autonomy includes engaging students
in relevant activities (students are interested or understand the importance of
certain behaviours for fulfilling personal goals and interests), allowing criticism
(encouraging the expression of one’s own opinion), enabling choices and prompting
student participation in decision-making through discussions and other techniques
that support student autonomy (Assor et al., 2002; Niemiec & Ryan, 2009). “A
teacher who supports autonomy gives the possibility of choice, participation in
decision-making and management, positive feedback, respects students’ perspectives
and creates an atmosphere free from pressure, imposed goals and demands” (Lali¢-
Vuceti¢ et al., 2009: 355). Such teachers create opportunities for students to initiate
activities independently or in groups and to perform certain tasks, try to respect and
understand students’ feelings and points of view and give praise for quality work done,
provide clear, timely and appropriate explanations regarding requests for a change in
behaviour, do not take over problem-solving that children can achieve themselves,
and avoid using controlling techniques such as excessive and unconstructive criticism,
orders and reprimands (Peri¢ et al., 2012).

What Johnmarshall Reeve sees as autonomy-supportive teaching activities (with
full pedagogical potential) are interpersonal emotions and behaviours that teachers
display during classes in order to identify, nurture and develop students’ inner
motivational resources (interests, inclinations, psychological needs). Reeve states that
it is necessary for the teacher to: (a) adopt the students’ perspective; (b) welcome
students’ thoughts, feelings, and behaviours; and (c) support students’ motivational
development and capacity for autonomous self-regulation (Reeve, 2009: 162). The
students’ position is also reflected in their ability to show initiative in class, to express
their own judgment about teaching activities, to participate in decisions on important
issues in school life, on ways of organising space and time, and on different forms of
learning. “In practice, an autonomy-supportive motivating style involves the enactment
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of the following six positively intercorrelated and mutually supportive instructional
behaviours: (1) take the students’ perspective; (2) vitalize inner motivational resources;
(3) provide explanatory rationales for requests; (4) acknowledge and accept students’
expressions of negative affect; (5) rely on informational, non-pressuring language;
and (6) display patience” (Reeve, 2016: 135).

(1) It is necessary to provide help and adequate support to teachers to take the
students’ perspective in various teaching activities. “When people in positions of
authority such as teachers, coaches, and parents, take the perspective of the student into
consideration, this perspective taking additionally satisfies the need for relatedness
and strengthens a sense of belongingness which is vital according to SDT” (Long,
2014 : 48). This type requires of teachers to imagine themselves in students’ position,
to understand what students think and feel, to show the willingness to help them feel
better during teaching activities; it does not only refer to their teaching activities. It is
of particular importance that teachers deal with these issues while planning teaching
activities, review various possibilities that would make the activities more interesting,
more attractive, more relevant or more personally important to students’ concerns
(Reeve & Cheon, 2014; Reeve, 2016).

(2) Autonomy-supportive teaching includes teachers’ behaviour which
encourages students’ autonomous motivation. Such teaching is oriented to students’
interests, their basic needs, adopted values, personal challenges, tendencies, goals,
and choices. Students proactively engage in classroom challenges as an expression
of their inner motivational resources. “Some student inner motivational resources
are inherent, including the psychological needs for autonomy, competence and
relatedness. Other resources, however, are internalized, including certain interests,
preferences, and values” (Reeve, 2006: 226). When teachers nurture students’ inner
motivational resources, they generally avoid external regulators such as incentives,
rewards, directives and compliance requests. Teachers should find ways to coordinate
instruction in such a way that supports children’s interests, sense of enjoyment, and
preference for volition. “This may be achieved by supporting children’s initiative
taking in competitive situations, or by making sure that tasks in PE, where possible,
are fun and exciting. For example, PE teachers could give children the opportunity
to decide the team formation before a game or choose which activities they would
like to participate in” (Curran & Standage, 2017: 268). Reference literature makes
distinction between cognitive, organisational and procedural choices, emphasising
that cognitive choices foster more enduring and deep-level student engagement than
organisational or procedural choices (Jiang et al., 2019; Leisterer & Paschold, 2022;
Stefanou et al., 2004). Cognitive choices focus on the processing of opinions about the
learning content (e.g., encouraging students to evaluate their own or others’ solutions
or ideas). Organisational choices concern decisions about the layout of classroom
activities, whereas procedural choices refer to the selection of classroom materials
and equipment.

(3) Explanatory rationales, which explain the relevance and usefulness of teaching
activities in situations when uninteresting tasks are required, when behaviour-related
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instructions and requirements in class are not connected with personal needs, allow
for a greater degree of internalisation of extrinsic motivation (being accepted as one’s
own). Students should be given an acceptable explanation why the expected effort
is worth making, and how it can be useful for them. When teachers provide students
with a rationale of usefulness that is convincing and satisfying (from the students’
point of view), then students understand why they are being asked to invest their effort
in the requested activity. This understanding allows a process of internalisation to
occur, as students essentially say to themselves “Yeah, okay, that makes sense; I’ll do
it” (Reeve, 2006: 230). Teachers should seek to make sure students are aware of the
use, value, and importance or personal relevance of engaging.

(4) The interpersonal teacher style largely determines their sensitivity to students’
questions, comments, recommendations, and suggestions, and their acceptance of
expressed negative feelings and complaints as students’ justified reactions to requests
and specific procedures against their will. Accepting students’ expression of negative
reactions (from negative feelings to criticism) means discussing situations in which
there is a motivational problem, and this happens every time a disagreement occurs
“between what students want to do and what teachers need students to do” (Reeve,
2006: 230). When students complain that the teaching activities are boring, useless,
overwhelming, or unnecessarily difficult, by accepting and supporting the expression
of such negative feelings and taking them as constructive information, teachers
show sensitivity for and understanding of their perspective, experience and feelings.
Acknowledging and accepting negative affect, or even welcoming, student criticisms
or expressions of negative affect about a learning activity (e.g., “this is boring”),
has a dual benefit of helping students internalise otherwise uninteresting activities
(autonomy) and of cultivating secure bonds between the PE teacher and students
(relatedness). In this way, students’ feelings are treated as potentially valid reactions
or a useful source of improvement in specific lesson structures and activity designs
(Jiang et al., 2019).

(5) Autonomy-supportive interpersonal style of teachers includes relying on
nonpressuring informative language, aimed at guiding students to reconsider and
solve their own problems with motivation. “Noncontrolling language revolves around
using communications not to push, pressure, or coerce students into compliance with
the teacher’s agenda but, instead, using communications to help students find ways to
coordinate their inner resources with their moment-to-moment activity” (Reeve, 2006:
229). Higher perceived autonomy and greater engagement of students can be expected
if the PE teacher “avoids rigid and pressuring phrases such as ‘should’, ‘must’, ‘got
to’, and ‘have to’, and uses volitional phrases such as ‘can’, ‘could’, and ‘may’ to
convey classroom rules, requirements, and expectations” (Jiang et al., 2019: 3). Instead
of verbally pressuring students to act according to the preset correct procedures and
solutions, teachers can encourage voluntary participation in activities through flexible
messages that imply competence and capability. “Communicating feedback in this
manner allows problems to be met with constructive solutions through language that is
encouraging and nondemeaning” (Curran & Standage, 2017: 269).
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(6) Besides the already stated, positive pedagogical effects are also achieved when
the teacher shows patience and give students time to work independently, as suits their
own pace and ability. “Displaying patience means to wait calmly for students’ input,
initiative and willingness” (Reeve, 2016: 147). Autonomy-supportive teachers allow
students the time they need for self-paced learning. “They do so by, for instance, taking
the time to listen, providing encouragement for initiative and effort, providing time for
students to work in their own way, offering helpful hints when students seem stuck,
praising signs of progress, postponing advice until they first understand the students’
goals” (Reeve, 2009: 170).

Autonomy-supportive behaviour exhibited by PE teachers is beneficial to their
students and to the teachers themselves (Tilga et al., 2021). We shall mention an
example of a PE teacher’s response in research which tested the effectiveness and
educational benefits of an autonomy-supportive intervention program (ASIP). The
teachers were asked to explain why their motivating style included more, less, or
about the same level of autonomy support as it was during the ASIP year: “The quality
of physical education was enhanced when I supported students’ autonomy. I felt happy
and supported their autonomy when I found that students actually recognized what
they truly valued and enjoyed. I was more confident in how to manage my students.
Now, I always think before my class how to support students’ autonomy” (Reeve &
Cheon, 2014: 323).

Reference literature documents numerous positive cognitive, behavioural, and
affective consequences of acting due to autonomous (as opposed to controlled) forms
of motivation (Ntoumanis & Standage, 2009). Teacher-provided autonomy support,
as aspect of teacher’s interpersonal tone and face-to-face behaviour teachers routinely
use to engage their students in learning activities they provide (Reeve, Jang, &
Jang, 2018), is associated with students’ high-quality motivation (need satisfaction,
autonomous motivation), effective classroom functioning (engagement, conceptual
learning), and positive educational outcomes (high achievement, well-being). In the
context of physical education, an autonomy-supportive teaching style is expected to
positively influence both students’ affective and emotional perception (e.g. enjoyment
after their PE lesson), which in turn is related to an increase in physical activity.
“Autonomy-supportive teaching is an effective implicit instructional approach for
PE teachers to assist students in developing a physically active lifestyle” (Leisterer
& Paschold, 2022: 11). A higher level of autonomous motivation towards physical
activity experience has a series of positive health consequences and a greater intention
of being physically active outside school hours. “Students who perceive autonomy
support from their teacher would feel that their BPN (autonomy, competence and
relatedness) are satisfied, which will increase the autonomous motivation and,
therefore, consequently, positively result in an increased intention to be physically
active” (Leyton-Roman et al., 2020).
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Instead of a conclusion — On professional PE teacher education from
the presented pedagogical perspective

The ethical perspective of pedagogy aims to open opportunities for the
emancipation of children and young people, by having their autonomy supported
by important adults who influence their growth and development. The concept of
emancipation gathers pedagogues around the idea of “not abandoning the project of
gaining freedom and focusing on the application of effective conditioning” (Merije,
2014: 43). I see a significant contribution of the self-determination theory in the
fact that (by conceptualising the types of regulation of individuals’ behaviour and
empirically supporting the assumptions regarding the quality of students’ and teachers’
motivation) in an authentic way, it actualised the vision of progressive pedagogy,
affirmed since the beginning of the XX century (Tadi¢, 2015; 2019).

Presented distinction of types of external (extrinsic) regulation of behaviour
emphasises the importance of well-internalised (thus autonomous) forms of extrinsic
motivation, which can result in a student’s feeling of voluntary engagement in activities
(Ryan & Deci, 2022). In addition, within the aforementioned theoretical framework,
its instrumental value comes to the foreground, i.e. the possibility of serving teachers
as a useful and practical instrument for dealing with everyday activities. John Dewey
(1916) built pragmatist pedagogy precisely on the notion of instrumentalism as a form
of philosophical pragmatism. Instrumentalism is related to his understanding that
scientific theories should primarily be considered as instruments (tools) for solving
practical problems.

The presented self-determination theory framework meets the criteriato be seriously
considered as a variant of progressive, ethical pedagogical orientation. In the very
complex task of creating an educational process aimed at freeing the individual from
excessive social pressure, it offers a useful and usable theoretical conceptualisation of
the autonomously supportive behaviour style of teachers (and other important adults, or
authorities in education). The practice of building interpersonal relationships between
teachers and students is characterised by the focus on emancipatory component of
the educational process, attitude and competencies that enable autonomy-supportive
practice in work with children and young people. Autonomy-supportive teachers are
realistic enough and understand that “in everyday work it is impossible to avoid the use
of controlling procedures”, but they refrain from their application whenever possible,
keeping a distance from manipulation (Tadi¢, 2019). Self-determination theory
supports the thesis that moving towards a pedagogical humanistic orientation, and
the goals of education defined in it, is significantly determined by the characteristics
of the pedagogical atmosphere and the teachers’ style of behaviour. It is important to
emphasise that the scope of pedagogical work in the field of physical education will
not be significantly determined by individual acts in any of the many situations.

By gaining knowledge of established pedagogical laws, principles and theories
during professional education, teachers are trained to think pedagogically, which
is the assumption of liberation from pedagogical exclusivity, narrow practicalism,
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and strengthening competence and enthusiasm for quality pedagogical work and
introducing innovations in organising, deeper study and improvement of educational
work. Today’s tendency to reduce professional education to the mastery of practical
knowledge and skills (through short courses), or to a narrow specialisation, has no
confirmation and support in modern pedagogy. Pedagogical education does not
represent specialisation for the mechanical performance of activities in controlled
conditions according to given templates or recipes. Understanding the aforementioned
laws, principles and theories is an indicator of the competence of those who educate,
and who will probably find it much easier to find their way in any pedagogical situation
and a solution that suits that situation.

Pedagogical education and professional development of teachers should be
focused primarily on developing competencies for: preparation and implementation
of activities that maintain students’ attention and provide them with realistic prospects
for success, which students find interesting, challenging, and useful; creation of a class
atmosphere in which the perception of each individual that they can satisfy their basic
needs and meet their expectations through collaborative relationships is considered
important. Another aspect of great importance for work quality and mutual relations,
and for students’ achievement and harmonious development, is the style of motivation
(behaviour regulation) that teachers establish in their interactions with them. In order to
improve student engagement in physical education classes, it is important for teachers
to understand the value and effects of continuous efforts to apply autonomy-supportive
interpersonal motivational styles and to develop the competencies necessary for
building an atmosphere of mutual respect, enabling students’ participation in deciding
on issues they consider important, encouraging their initiatives and expression of their
own judgment about the activities in which they are involved.
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Spostrzezenia pedagogiczne na temat wspierajacego autonomie
stylu interpersonalnego nauczycieli wychowania fizycznego

Tradycyjne rozumienie ,edukacji w sensie klasycznym” jako procesu
opartego na wartosciach etycznych i wartosci samej w sobie zostatlo w niniejszym
artykule okreslone jako autentyczne znaczenie perspektywy pedagogicznej we
wspotczesnych spoteczenstwach. Na pierwszy plan wysuwa si¢ konieczno$é
wzmacniania emancypacyjnego komponentu edukacji w szkotach, w tym zajec
wychowania fizycznego, z autonomia jako wladza samostanowienia, widziang
jako cel pedagogiczny. Celem pracy jest analiza konceptualizacji podstawowych
potrzeb psychologicznych, typéw motywacji i interpersonalnego stylu motywowania
nauczycieli, teoretycznie wypracowanych w ramach teorii samostanowienia (SDT)
z perspektywy pedagogicznej. Usystematyzowanie reprezentatywnych danych,
zaczerpnigtych z odpowiednich zrddet, poprzedzito przyjecie zasadniczych stanowisk
w sprawie trwato$ci wspomnianych ram teoretycznych dla zrozumienia doswiadczen
1 zaangazowania ucznidow w zajecia wychowania fizycznego w kwestii zapewniania
wsparcia w zakresie autonomii. Wktad teorii samostanowienia wida¢ w aktualizacji
pedagogiki postepowej poprzez konceptualizacje autonomicznej motywacji
zewngtrznej, a takze w potencjale tych ram teoretycznych i zalecen opracowanych
przez dziesieciolecia, aby mogly stuzy¢ jako uzyteczny i praktyczny instrument dla
nauczycieli wychowania fizycznego w ich codziennych dziataniach.

Stowa kluczowe: autonomia; samostanowienie; wychowanie fizyczne; motywacja
autonomiczna; styl interpersonalny nauczycieli.

176



PEDAGOGY IN EDUCATION PRACTICE

AyTOHOMHO nopp>KaBajyhu MHTepHepCOHATHN CTI
HAaCTaBHMKA PM3MYKOT BacCNTamba — MeJaromka nepcrneKTuBa

VY pamy ce Kao ayTeHTHYaH 3HAuaj MEJaronike MEPCHeKTHBE Y CaBPEMEHUM
TPXKHUITHAM JPYIITBUMA ofpelyje KOHTHHYHUTET Tpaaullhje CXBaTamba BaCIUTama
Kao0 Tpolieca 3aCHOBAHOT HA ETHYKUM BPEIHOCTUMA, ATM U Ka0 BPEAHOCTHU MO CeOH.
OBakBuM ojpeljereM y MPBH TUIAH C€ UCTHYE HYXKHOCT jauara €MaHIUIaTOPCKE
KOMIIOHCHTC BAaCIIUTHOI paja y HIKOJIaMa, IIa U Ha HACTaBU (I)I/ISI/ILIKOI‘ BacliMTama,
YUMe ce 3a IWJb BacluTama ojpelyje ayTroHOMHja, Kao cHara 3a camoojnpelheme.
Bacnurame, ka0 TpoIeC XapMOHHYHOT Pa3BOja CBUX YOBEKOBHMX IMOTEHIIMjaNa, ca
q)HSI/I‘IKI/IM " CIIOPTCKUM aKTUBHOCTUMA MMa OHOJIMKO JOAUMPHHUX TadaKa KOJHKO CY
OB€ aKTHBHOCTH PEJIEBAHTHE 3a MMNTamkba Pa3Boja mHEroBe TMIHOCTH.

Humb paga je ma ce KOHIENTyanu3aldje Oa3WYHUX IICHXOJIOMIKUX MOTpeoda,
THUIIOBa MOTI/IBaHI/Ije U HHTCPIICPCOHATIHOI MOTHBAIMOHOT CTHJIa HAaCTaBHHKA,
TEOPHjCKU pa3BHjaHE y OKBUPY TeopHje camooapehema, ananm3upajy w3 HaBelIeHE
Te/Iarolke nepcnekTruBse. M3iBajame penpe3eHTaTHBHAX M MITYCTPATUBHUX M0JIaTaKa
W3 PEJICBAaHTHHX H3BOpa, HUXOBA CHUCTEMaTH3alldja, MPETXOMWIN CY 3ay3UMarby
HAYETHUX CTaBOBA Y OJIHOCY HA MUTAE OJPKUBOCTH HABEACHOT TEOPH]CKOT OKBUPA
3a pa3yMeBame HMCKYCTaBa M aHTaXOBama YUYCHUKA Y (HU3MYKUM aKTUBHOCTHMA
HAa 4YacoBMMa (U3MYKOT BaCIHTaka y KOHTEKCTY W3TPalbe KBATUTETHHX
HHTEPIEePCOHATTHUX OIHOCA (TMPYKALE MOIPIIKE AyTOHOMH]H YUCHHKA).

Pasmarpajy ce TeopHmjcke TIPETHOCTAaBKE 3Ha4ajHE 3a  pa3yMeBambe
MHTEPIEPCOHATHOT MOTHBAIIMOHOT CTWJIa HACTaBHUKAa (DU3MYKOr BacluTama,
NPE/ICTaBJLEHOT Kao OWIONapHOT KOHTHHyyMa Koju ce Kkpehe ox Beoma
KoHTposuuIyher 10 BeoMa ayTOHOMHO MOApkaBajyher ca CTaHOBHUILUTA JOXHBJbaja
yueHHKa. BacnuTHa KOMIIOHEHTa jaya Kaja HAacTaBHULM Y paay KOPHCTE BHIIIE
HUBOE peryialuje MoHallama, 3aCHOBaHE Ha MEpUENHjd YUCHHKA J1a Cy UM OHE
KOpHCHE WM Ja UM oMoryhaBajy 3a70BosbaBamke 0a3WYHUX MICUXOJOUIKMX HOTpeda.
OoOyxBalieH je 1 MPaKTUYHU aCTeKT KOHIENTyalIn3alije ayTOHOMHO ToApkaBajyher
WHTEPIIEPCOHATHOT MOTHBAIIOHOT CTWJIA HACTAaBHHKA KOJU YKJbYy4Yyje: y3UMame
y 003Mp NEpCIeKTUBE YUYCHUKA; OKHBJHABALE YHYTPALIBUX H3BOPAa MOTHUBAIIH]E;
JlaBambe 00Pa3I0KeHa 3 3aXTEBE; YBAKABAHE YUCHUKOBOT HCII0JbaBahba HETaTHBHUX
peaxiuja; ociamame Ha WHGOpPMATHBHE H3jaBEe W KOMYHHKAIWjy Oe3 MPUTHCKA; U
MOKa3UBambe CTPIUbEHHA.

3HavajaH TOMPUHOC TeopHje camooipehema BUAN c€ y HAUMHY aKTyeln30Bama
MPOrPECUBHE TMEAaroruje Kpo3 ojapeherbe THIIOBA ayTOHOMHE EKCTPHH3HUKE
MOTHBaIldje, Ka0 W Y TOTEHIHjady Ja OBaj TEOPHjCKH OKBUP U JelleHHjaMa
MPOJIyKOBaHE Ha Pe3yJiTaTUMa UCTPAKUBAha 3aCHOBAHE MPEMOPYKE, 32 HACTABHUKE
(hm3nuKOr BacmMTama M 32 OHE KOjH pajie Ha HHXOBOM NMPO(ECHOHATHOM Pa3Bojy
U ME/IaroIKOM YCaBpIIaBamy, MOCIYXKe Ka0 KOPUCTAH U MPAKTHYAH HHCTPYMEHT 32
MOCTYTAakhe y CBAKOJTHEBHUM HACTABHUM aKTHBHOCTHUMA.

KibyuHe peun: ayToHOMHja; caMOOIIpeiesbehe; PU3MUKO BaCIUTAaHkE; Ay TOHOMHA
MOTHBAIIYja; MHTEPIEPCOHAIHU CTHJI HACTAaBHUKA.
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Pedagoski uvid u interpersonalni stil koji podrzava autonomiju
profesora tjelesnog odgoja

Tradicionalno shvacanje odgoja u ,.klasi¢nom smislu “, kao procesa utemeljenog
na eti¢kim vrijednostima i vrijednosti po sebi, u ovom se radu razmatra kroz pedagosku
perspektivu suvremenog, trziSnog drustva. IstiCe se potreba jacanja emancipacijske
komponente odgoja i obrazovanja u Skoli, ukljucujuéi i nastavu tjelesnog odgoja.
Autonomija se pri tom tumaci kao cilj odgoja i prediktor samoodredenja. Tumaci li
se odgoj kao proces razvoja cjelovitih potencijala pojedinca, onda tjelesne i sportske
aktivnosti zastupaju sve bitne odgojne znacajke vazne za kvalitetan razvoj osobnosti.

Ovaj rad iz pedagoske perspektive analizira konceptualizacije temeljnih
psiholoskih potreba, tipova motivacije i interpersonalnog motivacijskog stila
nastavnika, teorijski razvijene u okviru teorije samoodredenja. Temeljem podataka
preuzetih iz relevantnih izvora, determiniran je teorijski okvir razumijevanja iskustva i
angazmanaucenikaunastavi tjelesne i zdravstvene kulture. Naglasak je naizgradivanju
kvalitetnih meduljudskih odnosa i pruzanju potpore razvoju autonomije. Analizirane
su teorijske postavke vazne za razumijevanje interpersonalnog motivacijskog stila
nastavnika tjelesnog odgoja. Stil je prikaz kao bipolarni kontinuum u rasponu od vrlo
kontroliraju¢eg do vrlo porazavajuceg iz paradigme uc¢enika. PedagoSka komponenta
postaje vidljivija kada ucitelji koriste viSe razine regulacije ponasanja S$to ucenici
procjenjuju korisnim i/ili prikladnim za zadovoljavanje osobnih osnovnih psiholoskih
potreba. Razmatra se i prakti¢ni aspekt konceptualizacije autonomno podrzavajuceg
motivacijskog stila nastavnika. Taj stil ukljuCuje uvazavanje perspektive ucenika
ukljucuju¢i i izrazavanje negativnih reakcija, poticanje unutrasnje motivacije,
obrazlozenje postavljenih zahtjeva, koriStenje informativnih izjava i komunikaciju
bez prisile te iskazivanje strpljenja.

Doprinos teorije samoodredenja vidljiv je u aktualizaciji progresivne pedagogije
kod odredivanja tipova autonomne ekstrinzi¢ne motivacije. Potencijal ovog teorijskog
okvira prepoznatljiv je i u istrazivacki utemeljenih preporukama za nastavnike
tjelesne i zdravstvene kulture kao i za njihove edukatore. Navedene preporuke mogu
biti prakti¢an instrument i doprinijeti kvaliteti nastavnih aktivnosti.

Kljuéne rijeci: autonomija; samoodredenje; tjelesni odgoj; autonomna motivacija;
interpersonalni stil nastavnika.
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Age-related and sports experience-related differences in young
football players’ mental toughness: pedagogical implications

Abstract: Mental toughness is a very important psychological factor for success
in sports. It is a multifaceted construct that helps athletes do their best and progress
in facing various challenges and obstacles in sports. This research aimed to examine
the aspects of young football players’ mental toughness and determine possible
differences in mental toughness regarding players’ age and sports experience.
Research was conducted in one big football club in the Republic of Croatia, on a
sample of young football players. The Cricket Mental Toughness Inventory (Gucciardi
& Gordon, 2009) was applied in the football context. The results showed players’ high
self-assessments of mental toughness and differences in mental toughness with regard
to players’ age and years of training only on the subscale resilience. Older football
players who train longer showed a lower level of resilience. The obtained results
were further discussed in the context of competitiveness, pressure, and focus on sports
results, and coaches, parents and pedagogues having a crucial part in the growth
of mental toughness. Special emphasis was placed on the pedagogical implications
of obtained results and the need for parents, coaches and pedagogues networking
in order to provide holistic support to young athletes and, therefore, to help young
athletes face difficulties more easily, overcome them, and achieve success.

Keywords: competitiveness, football academy, networking; resilience; stress.

Introduction

Success in sports is a combination of many factors, one of which is psychological.
While looking for an answer to what drives elite athletes to do their best and to thrive
even though the odds are far from being in their favour, the thing that almost always
comes up is mental toughness. Twenty years after a famous remark by Jones etal. (2002:
205) that mental toughness is “probably one of the most used but least understood
terms in applied sport psychology”, we can say that there has been some significant
quantitative and qualitative research in recent years that started to create a base of
empirical research on mental toughness bringing us closer to the comprehension of
this term (Connaughton, Hanton, et al., 2008; Gucciardi et al., 2009b). The reason for
not having a full understanding of mental toughness can be found in the fact that, since
the 1950s, many authors have come up with different definitions of mental toughness,
regarding its different aspects.
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Depending on their approaches, the authors can be broadly categorised in four
areas: the ones that define mental toughness as a personality trait, those that investigate
it as a decisive factor for successful performance, those who look at it as a defence
mechanism against adversity and those who do the research on mental skill programmes
which serve to enhance performance by increasing mental toughness (Connaughton,
Hanton, et al., 2008). According to Connaughton, Hanton, et al. (2008), the authors
gave no clear definition of mental toughness with their research approaches and failed
to provide empirical and scientific bases for their proposed definitions, models and
training programmes. Instead, they considered mental toughness to be an important
factor for athletic success on the basis of personal belief and coaching experiences.

Middleton et al. (2004) also criticise research on mental toughness regarding the
lack of establishment of quality theoretical background. In addition to that, Eubank et
al. (2017) still warn of the neglect of environmental, cultural and contextual aspects
of mental toughness in research practice. Therefore, it is very difficult to provide a
holistic definition of mental toughness. Among distinguished definitions is the one
proposed by Jones et al. (2002: 209), based on individual interviews and focus groups
with elite athletes who represent different sports:

“Mental toughness is having the natural or developed psychological edge that
enables you to, generally, cope better than your opponents with the many demands
(competition, training, lifestyle) that sport places on a performer, and, specifically, to
be more consistent and better than your opponents in remaining determined, focused,
confident, and in control under pressure”.

Similar to that definition, based on interviews with football players, Thelwell et
al. (2005) concluded that mental toughness does not enable an athlete to generally, as
Jones et al. (2002) stated, but to always cope better than the opponents. The definition
offered by Jones et al. (2002) portrays psychological superiority over the opponent as
one of the key elements for success in sports, but it has been criticized on the ground
that, instead of defining the concept of mental toughness in terms of what that concept
is, it points to the aspects that mental toughness gives us the capacity to do (Gucciardi
et al., 2009a; Middleton et al., 2004).

In order to determine the characteristics of a mentally strong person, several
studies have been conducted, and some common attributes for mentally tough football
players (Thelwell et al., 2005), cricketers (Bull et al., 2005) and elite performers in
several other sports (Jones et al., 2002) were pointed out: self-belief, coping positively
with setbacks, intrinsic motivation and desire to succeed, ability to have focus when
needed, thriving on the pressure of competition, coping with that pressure and
accepting it. Using a grounded theory approach and semi-structured interviews with
current and former elite athletes and expert coaches in different sports, Middleton et
al. (2004) proposed similar characteristics of mentally tough performers including
also positive: attitudes, self-perception and comparisons; valuing and focusing
on the task and adding one more: task experience. Bull et al. (2005) conclude that
the interaction of performer’s tough character, attitudes, thinking and environment
impacts the development of mental toughness.
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As mentioned above, different aspects of mental toughness can be noticed in
different authors. Self-belief, task focus or attentional control, motivation, mental
self-concept, and coping skills are the most prominent aspects that are considered
in relation to overcoming adversity (Middleton et al., 2004). Consequently, it can be
concluded that mental toughness should be understood as a multifaceted construct
that can be defined as:

“The presence of some or the entire collection of experientially developed and
inherent values, attitudes, emotions, cognitions, and behaviours that influence the way
in which an individual approaches, responds to, and appraises both negatively and
positively construed pressures, challenges, and adversities to consistently achieve his
or her goals”, as suggested by Coulter et al. (2010: 715).

It is important to point out that both parents and coaches have a crucial part
in the growth of mental toughness. Gould et al. (1987, as cited in Weinberg et al.,
2011) determined that most coaches perceive mental toughness as the psychological
attribute of the most importance in designating success in wrestling. Only few coaches
considered themselves successful in the process of their players’ mental toughness
development. Weinberg et al. (2011) conducted a study that included head coaches
from various sports. Key findings are that all coaches looked for mental toughness
while recruiting athletes in their teams because they perceived it as very important
factor. They stated that practice environments should be simulated like real competition
situations, in order to teach players how to cope. Also, they stated that an athlete needs
to be fully prepared (emotionally and physically) in order to express characteristics of
mental toughness when facing pressure. They thought mental toughness can be built
by organising favourable conditions for positive expectations development.

Sports clubs usually have psychologists who help young athletes with emotional
preparation. Not all sports clubs have pedagogues, even though they should have
them in their counselling team since pedagogues also have an important role in the
growth of young athletes’ mental toughness and other issues important for sports
success. According to the modern understanding of pedagogical science in Croatia
(Milat, 2005), pedagogy is defined as a science that studies upbringing, education
and training people (competence development process) in a lifelong context whereby
upbringing represents the process of forming attitudes and habits, and developing
reasonable interests, socio-emotional abilities and skills, education represents the
process of acquiring knowledge and developing intellectual skills and abilities, and
training represents the process of developing psychomotor abilities and skills. The
competence development process, therefore, synthesises processes of upbringing,
education and training and enables an individual’s holistic development (Milat, 2005).

According to the abovementioned understanding, it is justified to define
pedagogy of sport as a science that studies upbringing, education and training people
(i.e. competence development process) in a lifelong sports context, and to define
pedagogue’s work in sports clubs as the one that deals with the issues of upbringing,
education and training of young athletes in the field of sports. Having said that,
pedagogues can contribute to young athletes’ mental toughness through different
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pedagogical workshops and counselling to help them cope with challenges and
diversities.

Some authors suggest that there may be some developmental differences in
mental toughness (Gucciardi, 2009) and that environment can have vital role in its
development, especially in developmental and early career stages when athletes
can have different positive and/or negative experiences and learn some strategies
for coping with those situations that are going to be useful for their future career
(Gucciardi et al., 2009b; Thelwell et al., 2005; Weinberg et al., 2011). Since there
are diverse results on differences in mental toughness regarding athletes’ age and
sports experience (Cowden & Meyer-Weitz, 2015; Crust, 2010; Nicholls et al.,
2009; Ozdemir, 2019; Sheard et al., 2009; Tutte & Reche, 2016), this paper presents
research aimed to examine the aspects of young football players’ mental toughness and
determine possible differences in players’ mental toughness regarding their age and
sports experience. It was assumed that there are no age-related and sports experience-
related differences in young football players’ mental toughness.

Methods

Participants

The sample consisted of 87 young football players from one big football club
in the Republic of Croatia aged between 12 and 18 (M = 14.47; SD = 2.15) who
have been training football for 3 to 12 years (M = 7.99; SD = 2.01). Data on age and
sports experience were categorised. For the age variable, the first category referred to
younger players aged 12 to 14 (N = 51; 58.6 %) and the second one referred to older
players aged 16 to 18 (N = 36; 41.4 %). Also, for the sports experience variable, the
first category referred to players with less sports experience who have been training
football for 3 to 7 years (n = 37; 43.5 %), and the second one referred to players who
have been training football for 8 to 12 years (n =48; 56.5 %).

Instruments and procedures

Two questionnaires were used in the research: a general data Questionnaire
consisting of questions on players’ age and years of training and the 15-item Cricket
Mental Toughness Inventory (CMTI, Gucciardi & Gordon, 2009%) translated to
Croatian and applied in the football context. Young football players assessed their
mental toughness on a scale from 1 (false, 100 % of the time) to 7 (true, 100 % of the
time). Higher numerical values represented higher levels of mental toughness, and
lower numerical values represented its lower levels.

The overall inventory’s subscale results were formed in accordance with the five
3-item subscales, as suggested by the authors that originally designed the CMTI
(Gucciardi & Gordon, 2009; Gordon & Gucciardi, 2011: 147): affective intelligence

> The Inventory is publicly available for research purposes (http://www.danielgucciardi.com.
au/questionnaires.html).
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related to “the ability to regulate one’s emotions and moods in any circumstance to
facilitate performance”, desire to achieve related to “an internalized, insatiable desire
and commitment to consistently improve one’s performance levels and achieve
success”, resilience related to “the ability to withstand and bounce back from situations
in which negative outcomes are experienced (i.e., pressure, adversity, challenge)”,
attentional control related to “the ability to manage one’s attention and focus over
extended periods of play involving various distractions”, and self-belief related to
“an unshakeable self-belief in your physical ability to perform in any circumstance”.

Cronbach’s alpha values were: affective intelligence (0.64), desire to achieve
(0.82), resilience (0.75), attentional control (0.48) and self-belief (0.72). Even though
subscales with only three items are expected to have lower alpha values and some
authors consider alpha values 0.45 — 0.96 to be sufficient (Taber, 2018), the subscale
attentional control was excluded from further analysis due to low Cronbach a (0.48).

Research was conducted online, using Google Forms. Bearing in mind the fact
that players were mostly minors, the research was conducted with the permission of
parents and football club’s Academy management.

Data analysis

IBM SPSS Statistics 25 was used to analyse the data. A descriptive analysis was
used for determining metric characteristics and overall scores on the inventory’s
subscales. The independent samples Mann-Whitney U test was used for testing age-
related and sports experience-related differences in young football players’ mental
toughness.

Results and Discussion

This research aimed to examine aspects of the mental toughness of young football
players and determine whether players differ in mental toughness regarding their age
and sports experience. The results showed players’ high self-assessments of mental
toughness on the scale from 1 to 7 (Table 1).

Table 1 Inventory’s subscales: medians and interquartile range (N=87)

Subscales C IQR

Desire to achieve 7.00 6.67 —7.00
Resilience 6.00 5.33-6.67
Self-belief 5.66 4.67—6.67
Affective intelligence 5.33 4.33-6.00

It was assumed that there were no statistically significant differences in mental
toughness of young football players regarding players’ age and years of training.
The independent samples Mann-Whitney U Test showed that young athletes differ in
mental toughness both regarding age and sports experience on one of the inventory’s
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subscales, particularly in resilience (Table 2 and Table 3), so the starting hypotheses
were partly rejected.

As presented in Table 2 and Table 3, younger players expressed greater resilience
than the older ones, and players with shorter football experience showed greater
resilience than those who train football longer. There were no statistically significant
age-related and sports experience-related differences in young football players’ mental
toughness on other subscales: affective intelligence, desire to achieve, and self-belief.

Table 2 Independent samples Mann-Whitney U Test for testing possible differences in young
football players’ mental toughness regarding their age: results

Subscales éZ(I—Qllézl)years é6(I—Q1§)years U p

affective intelligence  5.33 (4.33 — 6.67) 5.33(4.33 -6.00) 875.000  0.709

desire to achieve 7.00 (6.67 — 7.00) 7.00 (6.67 —7.00) 877.500  0.700

resilience 6.33 (5.67 — 6.67) 5.67 (4.67 -6.33) 686.000  0.043*

self-belief 5.67 (4.67 —6.33) 6.33 (4.83 - 6.83) 687.500  0.056
* p<0.05

Table 3 Independent samples Mann-Whitney U Test for testing possible differences in young
football players’ mental toughness regarding their sports experience: results

Subscales ézlg}lgars (S:f(IgR%ears U P

affective intelligence 5.33 (4.33 -6.33) 4.33 (5.33 - 6.00) 852.000  0.748

desire to achieve 7.00 (6.67 — 7.00) 7.00 (6.67 —7.00)  858.000 0.768

resilience 6.33 (5.67 - 6.67) 5.67 (4.67-6.33) 666.500  0.047*

self-belief 5.67 (4.67 - 6.00) 6.33 (4.83-6.67)  699.000 0.092
* p<0.05

Ozdemir (2019: 48) emphasises that success in sports “necessitates effective
performance, which requires the athlete to be prepared technically, tactically,
conditionally and psychologically”. According to different stakeholders in sports,
mental toughness seems to be one of the crucial characteristics needed for an individual
to succeed in elite sports (Liew et al., 2019), and some research shows that mentally
tougher athletes show superior levels of sports success (Cowden, 2017).

Aim of the research was to examine the aspects of young football players’ mental
toughness and determine possible differences in mental toughness regarding players’
age and sports experience. According to the results, most young football players
showed high self-ratings of mental toughness subscales (> 5 on a rating scale of 1 to
7, Table 1), as it was determined in some other research (Crust et al., 2010; Gucciardi,
2009). Such a result was assumed due to the fact that the club’s Academy has a team of
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psychologists and pedagogues who regularly work with young athletes, which is very
important and recommended for every sports club, since physical and psychological
preparations for different competitions are considered necessary for demonstrating
mental toughness (Weinberg et al., 2011) and achieving success in sports (Ozdemir,
2019).

The research started with null hypotheses that there were no age-related and
sports experience-related differences in young football players’ mental toughness.
Both hypotheses were partly rejected due to the results showing that age (Table 2)
and years of young football players’ training experience (Table 3) are determining
factors for mental toughness in one of its dimensions, particularly in resilience. Here
it should be noticed that in the inventory used in this research, resilience is seen as
an aspect of mental toughness, while some authors understand mental toughness
and resilience to be the same (Goldberg, 1998, as cited in Connaughton, Hanton, et
al., 2008) and some authors consider them to be separate constructs (Cowden et al.,
2016). The main difference between mental toughness and resilience can be seen in
the fact that, unlike resilience which always refers to dealing with negative aspects
such as adversity or stress, mental toughness can refer to dealing with both positive
and negative circumstances (Gucciardi et al., 2009a). Also, it should be noted that
although young players differed in their self-assessments of resilience regarding their
age and training experience, all groups had medians higher that 5 on the scale from 1
to 7, which can be considered high results.

Different studies show diverse relations between mental toughness, resilience,
athlete’s age and training experience. There are either no differences in athletes’ mental
toughness regarding their age (Crust, 2010; Ozdemir, 2019) or mental toughness
grew with higher age and/or sports experience (Cowden & Meyer-Weitz, 2015;
Nicholls et al., 2009; Sheard et al., 2009). Resilience grew with higher age (Blanco-
Garcia et al., 2021) but it was both positively (Gonzalez-Hernandez et al., 2020) and
negatively related to sports experience (Tutte & Reche, 2016). Our results can be
explained from the point of practice which shows that older athletes are exposed to
more competitiveness, pressure, and focus on sports results than younger ones, which
can lead to higher levels of stress. Also, Mimica (2022: 40) determined “significant
negative correlation between the pressure and all aspects of mental toughness (affective
intelligence, desire to achieve, resilience, attentional control and self-belief)”.

Different levels of resilience between younger and older elite athletes depend on
different sources of stress and different levels of exposure to stress (Hanton et al., 2005).
It is often important for older players with longer sports experience to continuously
achieve success in order to get the opportunity to engage in professional sports.
Therefore, it is not a surprise that “significant correlation was found between players’
age and winning as a source of motivation whereby older players were more motivated
to win” (Rei¢ Ercegovac et al., 2020: 5). Moreover:

“Competitions and requirements are higher in older players and may affect
motivation itself, whereas in younger players the competitiveness is not as pronounced
as in older categories” (Rei¢ Ercegovac et al., 2020: 7).
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Bearing that in mind and considering that our sample included players aged 16
to 18 and those who have been training football for 8 to 12 years (assuming they are
aiming for professional careers), their somewhat lower resilience can be understood
because they are aware that each football match counts and that they must always
show their best and win to be noticed as successful players, as Mimica (2022: 40)
concludes:

“Pressure in sports can start even before engaging in sports, coming from parents
or the environment that puts too much achievement pressure on the child. Moreover,
in the context of football, the world popularity of this sport creates the pressure, as this
sport ensures very high incomes and is one of the most watched sports in the world.”

Thus, if the older players have experienced more setbacks and difficulties on that
path than the younger and less experienced players, it is more difficult for them to
think optimistically about their future careers and to see setbacks as opportunities for
learning instead of failures. Previous studies show that players with shorter training
experience show higher level of optimism, which contributes to their resilience (Tutte
& Reche, 2016).

Considering the aforementioned, it can be assumed that having a lot of setbacks
and adversities on the path to a professional career can cause stress to older football
players who train longer because they feel they are lagging behind in overall sports
results. According to Fraser-Thomas & C6té (2009), exposure to stress could represent
anegative circumstance in youth sports, and stress is negatively correlated with mental
toughness and resilience (Cowden et al., 2016). Our point might be best expressed in
one participant’s statement in the research done by Fraser-Thomas & C6té (2009: 16):
“I’m not very good at dealing with failure. When I was younger, I was one of the ones
on top. When I got older, everyone started to catch up and it got harder to beat them.
I just became a mental wreck”.

Resilience is a relevant factor in coping with stress. It has a negative impact
on stress and a positive impact on the recovery process (Codonhato et al., 2018).
Describing the psychological resilience process for elite athletes, Ozdemir (2019: 49)
pointed out high expectations of success, fear of failure and competition atmosphere
as some of the factors that can cause stress in sports. When facing stress, if an athlete’s
psychological resilience is low, it can lead to self-confidence problems, high anxiety,
low motivation, and eventually low performance (Ozdemir, 2019). These elements
can thus be included in future research.

Pedagogical implications: suggestions for practice

Since resilience is, as cited in Bryan et al. (2019: 90), seen as: “A dynamic process
encompassing the capacity to maintain regular functioning through diverse challenges
or to rebound through the use of facilitative resources”, we should discuss the
importance of those resources. Lee et al. (2013) conclude that we should not reduce
risk factors, like anxiety, instead we should focus on protective factors, including
internal resources, such as self-esteem, and external factors, such as family and peer
support, that enhance one’s resilience. It is suggested that athletes should be “gradually
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exposed to, rather than shielded from, demanding situations in training and competition
in order to learn how to cope” (Crust & Clough, 2011: 21). Internal and external
protective factors “support the athlete’s feeling of being in a safe social atmosphere”
and lead to high motivation, and eventually to high performance (Ozdemir, 2019: 49).
The results are further seen in the context of the importance of coaches’, parents’,
and pedagogues’ role in the growth of mental toughness to help young athletes face
difficulties more easily, overcome them, and achieve success. They should encourage
enjoyment in the process and apply the strength-based approach to enhancing mental
toughness (Gordon & Gucciardi, 2011; Gucciardi et al., 2009b; Gucciardi et al.,
2009). Moreover, they should network and act together, consistently, with the aim of
providing holistic support to young athletes.

Once shaped, mental toughness should be nurtured and maintained through
intrinsic motivation, enjoyment and desire to succeed, social support in sporting
and non-sporting environment (parents, coaches, other athletes, etc.) and usage of
certain psychological skills (Connaughton et al., 2008). For that purpose, family and
educational settings are very important for young athlete’s sports success, as well as
their sports experience and relationship with the coach and sports club’s pedagogue.
Gucciardi et al. (2009) emphasise that experiences one has in early childhood have a
crucial part in forming a generalised feature of mental toughness. Parents can guide
and encourage children to understand how they act and think in order to learn from
them, exposing children to different experiences and pressures, encouraging them
to explore new and different ways of solving problems, and therefore influence the
development of children’s mental toughness.

Gucciardi et al. (2009) expanded aforementioned findings into football experience
in research conducted with coaches. Coaches agreed that early childhood experiences
are an important factor changing players’ mental toughness from a generalised form
to a more sports-specific form. The following is the coach-athlete relationship, with
the emphasis on trust and respect towards the coach. Coaches also included their
philosophy, referring to the fact that a good coach will see their player as a person and
sportsman, and not justas someone who plays in the team. Also, the coaching philosophy
can be the most important factor, since it teaches players that being prepared is very
important for someone’s success and for the achievement of outcomes. One of the key
factors is also the training environment, in which coaches simulate real competition
situations that are demanding and stressful so that players can develop skills necessary
for coping with the pressure and anxiety that occur in the process of competition.
Specific strategies that include asking players why they do certain drills and having
one-on-one conversations with them are also of high importance. Overall, coaches and
parents should encourage young players to believe in themselves, to be focused on their
strengths, to always do their best and to make effort and thrive even though the odds
may be far from being in their favour. In that context, the football club’s pedagogue is
as important as parents and coaches in the growth of young athletes’ mental toughness.
Their pedagogical efforts can help young athletes gain knowledge on mental toughness
and develop positive attitudes and habits, socio-emotional, intellectual and psychomotor
abilities and skills needed to effectively cope with adversities and setbacks.
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Limitations and future research

There are several limitations of the current study. In this research, we investigated
self-assessments of mental toughness by using a quantitative cross-sectional design
with a small sample from a very specific group, just one football club. Our research
included just a few variables: mental toughness, age and training experience. In
the future, longitudinal mixed-method research could be conducted, using other
instrument(s) designed for the football context. Also, it would be interesting to
investigate mental toughness in other individual and group sports. As Cowden and
Meyer-Weitz (2015) and Eubank et al. (2017) point to the lack of diverse cultural and
ethnic studies on mental toughness, this concept could be investigated by comparing
Croatian participants with participants from some other countries to determine cultural
differences and similarities. Certain other variables could also be included, like
optimism (Tutte & Reche, 2016), motivation, self-esteem and other protective variables
important for mental toughness (Lee et al., 2013; Ozdemir, 2019), as well as use of
strategies for coping with different experiences (Gucciardi et al., 2009b; Thelwell et al.,
2005; Weinberg et al., 2011). Specific to our findings, it would be interesting to further
question the developmental differences in mental toughness (Gucciardi, 2009) and
resilience as an important construct for mentally tough athletes, as well as differences in
pedagogical approach in encouraging mental toughness.

Conclusions

Mental toughness is a multifaceted construct which is considered to be essential
for one’s athletic success. Although it is a very important factor in sports, it is still not
completely understood. Many authors came up with different definitions of mental
toughness, regarding different aspects of that construct. In this paper, the definition of
mental toughness offered by Coulter et al. (2010: 715) is accepted. The aim of our
research was to examine the mental toughness of young football players and determine
whether players differ in mental toughness with regard to their age and sports experience.

Overall, football players showed high results on inventory subscales: affective
intelligence, desire to achieve, resilience, and self-belief. The subscale attentional
control was excluded from further analysis due to low Cronbach a. We started
expecting no statistically significant differences in the mental toughness of young
football players with regard to players’ age and years of training. However, the results
of the research showed otherwise. Older players who train longer expressed lower
self-assessments on the subscale resilience. Results were discussed in the context
of competitiveness, pressure, and focus on sports results that older players are
exposed to in regard to younger players, and the importance of coaches’, parents’
and pedagogues’ role in the growth of mental toughness. Also, the need for parents,
coaches and pedagogues networking to provide holistic support to young athletes is
highlighted. This paper contributes to a better comprehension of mental toughness
in sports, and the coaches’, parents’ and pedagogues’ crucial roles in the growth of
mental toughness, but also suggests the need for future research of this important
psychological factor in pedagogical context.
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Roznice w odpornosci psychicznej mlodych pitkarzy
zwigzane z wiekiem i doswiadczeniem sportowym: implikacje
pedagogiczne

Odporno$¢ psychiczna jest waznym czynnikiem psychologicznym, wptywajacym
na sukces w sporcie. Nie ma jednak zgody co do definicji tego pojecia, przez co
jego propagowanie jest utrudnione. Osoba silna psychicznie okreslana jest jako
jednostka, ktora jest wewnetrznie zmotywowana, pewna siebie, potrafi stawia¢ czota
porazkom i presji konkurencji oraz czyni w takich okolicznos$ciach postepy. Celem
badan bylo okreslenie aspektow odpornosci psychicznej mtodych zawodnikow
i mozliwych réznic w ich odpornosci psychicznej, zwigzanych z wiekiem oraz
doswiadczeniem sportowym. Wczesniejsze badania wskazujg na roézne zaleznosci
pomiedzy wytrzymatoscig psychiczng, wiekiem i do$wiadczeniem sportowym. W
zwigzku z tym w niniejszych badaniach przyjeto hipotezg zerowa, zgodnie z ktorg nie
spodziewano si¢ odkrycia zadnych r6znic zwigzanych z wiekiem i do§wiadczeniem
sportowym, majacych wptyw na odpornos¢ psychiczna miodych pitkarzy.

Badanie przeprowadzono w jednym duzym klubie pitkarskim w Republice
Chorwacji na probie mtodych pitkarzy (N=87). Mtodsi gracze mieli od 12 do 14 lat
(58,6%), astarsiod 16 do 18 1at (41,4%). Lacznie 43,5% zawodnikow trenowato krocej
(od 3 do 7 lat), a 56,5% dtuzej (od 8 do 12 lat). Zastosowano dwa kwestionariusze:
jeden majacy na celu zbadanie danych na temat wieku i doswiadczenia sportowego, a
drugi analizujacy odpornos¢ psychiczna (CMTI, Gucciardi i Gordon, 2009). Badania
przeprowadzono za posrednictwem sieci, za zgodg rodzicoéw i kierownictwa akademii
klubu. Ze wzgledu na niski wspotczynnik o Cronbacha podskala kontroli uwagi
zostata wylgczona z dalszej analizy. Do zbadania mozliwych réznic w odpornosci
psychicznej zawodnikéw zwigzanych z wiekiem i1 doswiadczeniem sportowym
zastosowano test U Manna-Whitneya.

Wyniki wykazaty, ze nastgpujace podskale odpornosci psychicznej: inteligencja
afektywna, chec osiggniecia sukcesu, odpornos¢ psychiczna 1 wiara w siebie osiagaty
mediany wyzsze niz 5 (w skali od 1 do 7, przy wyzszych warto$ciach oznaczajacych
wigksza odpornos¢ psychiczng). Roznice zwigzane z wiekiem i do§wiadczeniem
sportowym zidentyfikowano jedynie w podskali odpornosci, w zwiazku z czym
hipotezy zerowe zostaty czesciowo odrzucone. W podskali odpornosci mtodsi gracze
(w wieku 12-14 lat) uzyskali wyzsze wyniki (C, |, = 6,33; IQR =5,67-6,67,C .
=15,67; IQR =4,67-6,33; U = 686,000; p = 0,043); to samo dotyczylo respondentéw
z mniejszym doswiadczeniem sportowym (od 3 do 7 lat) (C,, = 6,33; IQR = 5,67-
6,67; C, .. = 3,67, IQR = 4,67-6,33; U = 666,500, p = 0,047). Wyniki oméwiono
w kontekscie wspotzawodnictwa, presji i koncentracji na wynikach sportowych
przejawianych przez starszych zawodnikow z wiekszym do$wiadczeniem sportowym,
a takze w kontekscie znaczacej roli rodzicow, trenerow i pedagogéw w rozwijaniu
odpornosci psychiczne;.
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Odpornos¢ psychiczna to cecha wieloaspektowa, uwazana za kluczowa do
osiggnigcia sukcesu w sporcie. Poniewaz mtodsi gracze z mniejszym do$wiadczeniem
sportowym wykazuja wigksza odporno$¢ psychicznag niz starsi gracze z wickszym
doswiadczeniem sportowym, w artykule podkreslono wazng role rodzicow, treneréw
i pedagogow w rozwijaniu odpornosci psychicznej miodych graczy. Przyjeto,
7ze rozwijanie wspolpracy wplynie na stworzenie korzystnych warunkow dla
integralnego rozwoju mtodych zawodnikéw oraz pomoc w latwiejszym stawianiu
czota trudnosciom i skutecznym ich pokonywaniu.

Stowa kluczowe: duch wspotzawodnictwa; akademia pitkarska; tworzenie sieci
kontaktow; odpornos¢; stres.
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Y3pacHe U CHOPTCKO-MCKYCTBEHe paslInKe y MEHTATHOj
U3APK/BUBOCTH MIagux ¢pyadanrepa: negaromke MMIUINKaLje

MeHTanHa XHUIaBOCT je BaXKaH MCHUXOJOIIKU (akTop 3a CHOPTCKH ycrex. Mmak,
HE MOCTOjU CarIacHOCT OKO Je(UHUIMje OBOT IOjMa, IITO OTEXaBa JaBakhe TAKBE
BpCTE TONCTHUIIaja. MEHTAIHO JXKUilaBa 0co0a cMarpa ce CyIITHHCKA MOTHBHCAHOM,
CaMOyBEpPEHOM O0CO0OM KOja ce TMO3UTHBHO CyodaBa Ca HEYCIIeCMMa W TPUTHCKOM
KOHKYpEHIIMje W Halpeayje Y TaKBUM OKolHOcTUMa. OBO MCTpaKUBAKE MMAJo je 3a
b Ja YTBPAU aCleKTe MEHTAJHE JKWIABOCTH MIIQJUX Urpada U Moryhe pasiuke y
BHMX0BOj MEHTAITHO]j HJIaBOCTH Y OIHOCY Ha y3pacT U CIOPTCKO UCKycTBO. IIpeTxoana
UCTpaXXHMBambha yKazyjy Ha pazinuuTe ogHOoce m3Mel)y MEeHTalHe KHJIaBOCTH, OJMHA
CTapoOCTH W CIIOPTCKOT HCKycTBAa. OBO HCTpaKMBame je CTOra IONUIO Of HYJTEe
XHUIIOTE3¢e ITpeMa K0joj ce koI Mitaaux gyaodanepa HUCY OUeKHUBajle pa3iIuKe y MEHTATHO]
JKUJIABOCTH Y OJIHOCY Ha y3pacT U CIIOPTCKO UCKYCTBO.

HcTpaxknBame je CripoBeeHO Y jeTHOM BeJIrKoM ¢yndanckoMm kiryly y PermryOmurm
XpBarckoj Ha y3opky muamux ¢ynodanepa (N = 87). Mnahu urpauu cy 6unu y3pacra
on 12 no 14 ronuna (58,6%), a crapuju on 16 no 18 roguna (41,4%). YiymHo 43,5%
urpada Tperupaio je kpahe (ox 3 mo 7 roguna), a 56,5% mayxe (o 8 no 12 roauHa).
[Tpumemena cy 1Ba yNUTHHKA, jellaH 32 yTBphHBambe 1MojaTaka 0 y3pacTy U CIOPTCKOM
HCKYCTBY, a IPYTH 3a HCUTHBamke MeHTaHe xmtaBocT (CMTI, Gucciardi & Gordon,
2009). UctpaxnBame je CrpoBeeHO IeKTPOHCKHIM ITyTeM, y3 CarfIaCHOCT POAHUTEIhA
Y PYKOBOZCTBA Kiyricke Akagemuje. Yeien Huckor KponbaxoBor anda koeduimjeHra,
U3 Jajbe aHajJM3€ je MCKJbydeHa IMOJCKana KOHTpose naxme. MeH-ButhujeB U-fest
NPUMEIHEH je JIa ce MCINTajy IOTECHIIMjalTHE y3pacHe U CIIOPTCKO-HCKYCTBEHE Pa3IIMKe
Y MEHTAJTHOj JKMJIABOCTH MTrpaya.

IIpema pesyararnma, MOICKaJIe MEHTAIHE KIJIABOCTH a(peKTUBHA MHTETUTCHIIN]a,
JKeJba 3a YCIIEXOM, OTIIOPHOCT U Bepa y cebe mokasyjy Menujane sehe ox 5 (Ha ckamm
on 1 mo 7, mpu yemy BUINIA BPEAHOCT 3Ha4M W Behy MEHTaHy JKuiaBocT). Pazmmike
BE3aHE 32 Y3pacT U CIIOPTCKO HCKYCTBO YCTAHOBIJbEHE Cy CaMO Ha TIOJICKaJIH OTIIOPHOCT,
TaKo Jia Cy HyJITE XUIIOTe3e JSIMMHUYHO onbadeHe. Ha monckanm ornopHoct, Miahu
urpadu (ox 12 1o 14 romuna) noxasanu cy 6oibe pesynrare (C,, |, vears — 6.33; IQR =
5.67-6.67; leklgyears =5.67; IQR=4.67 - 6.33; U= 686.000; p = 0.043), xao 1 oHu ca
Mam€ CIIOPTCKOT UCKyCTBa (011 3 10 7 romuna) (C, years 6.33;IQR=5.67-6.67,C, ,
vears = 5.67; IQR =4.67 — 6.33; U = 666.500; p = 0.047). TakBu pe3ynrara Tymade ce y
KOHTEKCTY KOHKYpPEHTHOCTH, MIPUTHCAKa U ycpelcpe)eHoCTH Ha CIopTCKe pesynrare
KOJl cTapujux (hyndanepa ca BUILIE CIIOPTCKOT UCKYCTBA, KA0 U BaYKHE YJIOTe POIUTEbA,
TpeHepa ¥ Nearora y moJICTUIalkby MEHTAIHE KHUIaBOCTH.

MeHTanHa X1IaBOCT je BUIIe3HAYHA 0COOMHA KOja Ce CMaTpa KJIbyYHOM 32 [TOCTH3abE
criopTckor ycrexa. bynyhm na mmahu urpaum ca kpalinM CIOPTCKUM HCKYCTBOM
NoKa3yjy Beliy OTIIOPHOCT 0] CTapUjUX Wrpada ca JYy>KUM CIOPTCKHM UCKYCTBOM, pajl
HarjamaBa Ba)XKHY YJIOTY POAWTEIha, TPEHEpa W Memarora y MOACTUIAY MEHTaIHe
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JKWJIABOCTH MIIaIUX criopTucTta. [IpemioxkeHo je \ruxoBo Mel)ycoOHO yMpexaBame y
[IUJBbY CTBapama MOBOJHHUX YCIIOBA 32 MHTEIPAIIHU Pa3B0oj MIIAIUX Mrpava, Kao H pajau
EUXOBOT JIAKIIIET Cyo4YaBarma ca MoTelkohamMa U e(HUKacHHjer MPEeBa3UIaKeha HCTHX.

KibyuHe peun: KOHKYpeHTHOCT, (hyn0ajcka akaieMuja, yMpeKaBambe, OTIOPHOCT,
CcTpec.
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Razlike u mentalnoj ¢vrstoc¢i mladih igraca s obzirom na dob i
duljinu treniranja: pedagoske implikacije

Mentalna ¢vrsto¢a jedan je od psiholoskih ¢imbenika koji su vazni za uspjeh u
sportu. Unato¢ tome, nema suglasja oko odredenja tog konstrukta $to otezava i proces
njegova poticanja. Vjeruje se da je mentalno Cvrsta osoba intrinzi¢no motivirana
osoba koja vjeruje u sebe te umije pozitivno se suocavati s neuspjesima i pritiskom
konkurencije i napredovati u takvim okolnostima. Cilj ovog istrazivanja bio utvrditi
aspekte mentalne cvrsto¢e mladih igraca i moguce razlike u mentalnoj cvrstoci
s obzirom na njihovu dob i duljinu treniranja. Dosadasnja istrazivanja upucuju na
razli¢ite odnose mentalne ¢vrstoce, dobi i duljine treniranja, stoga se krenulo od nultih
hipoteza prema kojima nisu ocekivane razlike u mentalnoj ¢vrsto¢i s obzirom na dob
i duljinu treniranja mladih nogometasa.

Sudionici istrazivanja su bili mladi igraci (N = 87) iz jednog veceg nogometnog
kluba u Republici Hrvatskoj. Mladi igraci su bili u dobi od 12 do 14 (58.6 %), a stariji
od 16 do 18 godina (41.4 %). Igraca koji krace treniraju (od 3 do 7 godina) bilo je 43.5
%, a onih koji treniraju dulje (od 8 do 12 godina) 56.5 %. Primijenjena su dva upitnika,
jedan za ispitivanje podataka o dobi i duljini treniranja i drugi za ispitivanje mentalne
¢vrstoce (CMTI, Gucciardi & Gordon, 2009). Istrazivanje je provedeno online, uz
dozvolu roditelja i uprave Akademije kluba. Zbog niske vrijednosti Cronbachova alfa
koeficijenta (0,48), iz daljnje analize iskljucena je subskala kontrola paznje. Mann-
Whitney U test je primijenjen za ispitivanje mogucih razlika u mentalnoj ¢vrstoci
mladih igraca s obzirom na njihovu dob i duljinu treniranja.

Rezultati su pokazali da su na subskalama mentalne Cvrstoée emocionalna
inteligencija, Zelja za uspjehom, otpornost i samopouzdanje srediSnje vrijednosti
iznad 5 (na skali od 1 do 7 pri ¢emu visa vrijednost zna¢i veéu mentalnu ¢vrstocu).
Razlike u mentalnoj ¢vrstoci s obzirom na dob i duljinu treniranja su utvrdene samo na
subskali otpornosti, stoga su nulte hipoteze dijelom odbacene. Na subskali otpornosti
viSe rezultate iskazali su mladi igraci (od 12 do 14 godina) (C,, , goding — 6.33; IQR =
5,67 —6.67; C ¢ .ouia = 267 IQR = 4,67 — 6.33; U = 686.000; p = 0,043) i oni koji
krace treniraju (odg 3 do 7 godina) (C,, gotina — 0-33; IQR = 5.67 - 6.67; C, ) . =
5.67; IQR =4.67 — 6.33; U = 666.500; p = 0.047). Rezultati su objasnjeni u kontekstu
kompetitivnosti, pritiska i usmjerenosti na sportske rezultate starijih igraca koji dulje
treniraju, kao i vaznih uloga koje u poticanju mentalne ¢vrstoc¢e imaju roditelji, treneri
i pedagozi.

Mentalna ¢vrstoca konstrukt je koji sadrzi vise aspekata i smatra se kljuénim za
postizanje sportskog uspjeha. S obzirom na to da mladi igraci koji krace treniraju
pokazuju vecu otpornost od starijih igraca koji dulje treniraju, istaknuta je vazna uloga
roditelja, trenera i pedagoga u poticanju mentalne ¢vrsto¢e mladih igraca. PredloZeno
je njihovo umreZavanje s ciljem stvaranja uvjeta povoljnih za poticanje cjelovitog
razvoja mladih sportasa i pomaganja igra¢ima u lakSem suocCavanju s teSkocama 1i
njihovom uc¢inkovitom prevladavanju.

Kljuéne rijeci: konkurentnost; nogometna akademija; umrezavanje; otpornost; stres.
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A proposal of a multidimensional model for the assessment of
OER quality standards

Abstract: The increase in digital Open Educational Resources (OER) repositories
as support to formal, informal and lifelong learning emphasises the relevance and
topicality of the OER quality issue. The aim of the paper is to propose a multidimensional
model for evaluating OER quality standards in Serbia as support to the development of
quality digital content for online and distance learning. The analysis of national and
international policies and practices supporting the implementation of quality OER was
followed by the analyses of relevant literature on OER evaluation and of the relationship
between quality standards of printed textbooks, e-supplements, digital textbooks and
OER. Using the method of modelling and case studies, we came up with a proposal for
a multidimensional model for evaluating quality standards. These standards should be
formulated in a way that clearly represents the quality threshold that every OER must
“cross”, without compromising on educational materials that can be harmful to students’
learning and development. Such quality standards, as the proposed multidimensional
model and evaluation instrument, should provide a framework, but also leave enough
freedom for authors to design creative didactic-methodological-technological solutions
that will facilitate and improve the teaching and learning process.
Keywords: Open Educational Resources (OER), quality standards, multidimensional
model, education, learning.

Introduction

Information and communication technologies (ICT) represent a great potential for
effective, equitable and inclusive access to Open Educational Resources (OER) and
their use, adaptation and sharing. They can make OER available for everyone, anytime
and anywhere, including people with disabilities and individuals from marginalised or
disadvantaged groups. They can also help meet the needs of individual students and
effectively promote gender equality, encourage innovative pedagogical, didactic and
methodological approaches, and support lifelong learning.

Open Educational Resources are available to everyone —teachers, preschool teachers,
students, government bodies, parents, education service providers and institutions,
education support staff, teacher trainers, education policy makers, cultural institutions
(such as libraries, archives and museums) and their users, ICT infrastructure providers,
researchers, institutes, civil society organisations (including professional and student
associations), publishers, public and private sectors, intergovernmental organisations,
copyright holders and authors, media and broadcasting groups and funding bodies.
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Additionally, OER can be integrated into the teaching and learning process within all
the three models of educational work organisation which integrate digital technologies
into the teaching and learning process: direct work at school with occasional use of
digital technology in class; online teaching that is completely conducted via the Internet
(most commonly by applying a learning the management system); and hybrid teaching
that combines face-to-face and online teaching. Therefore, OER should be viewed as
collections of alternative sources of educational materials integrated as needed into a
planned, continuous and integrated set of educational activities within the framework of
all the three models.

The main feature of the OER ecosystem is promoting society’s determination to
consider knowledge as a public good and encouraging organisations and individuals
to publish it. Although the OER concept is not new, there is a clear need for innovative
forms of support for OER creation and for the development of an empirical database on
the effectiveness of OER. In all of this, the key question is how to ensure the quality of
OER, i.e. what are the areas of standards and indicators that can ensure the quality of
Open Educational Resources.

National OER policy and practice in the Republic of Serbia

Bearing in mind the UNESCO Recommendations on open educational resources
from November 2019 adopted at the 40th session of the General Assembly, the Ministry
of Education of the Republic of Serbia strives to support the development of the model of
open educational resources for effective, inclusive and fair access to quality educational
materials. In the education system of the Republic of Serbia, there is a noticeable trend
of increase in the number of OER, as well as increase in the number of employees
in education engaged in this topic through various projects. However, there is also a
noticeable lack of solutions or capacity that would ensure quality and monitor effects
in the context of the analysis of students’ achievement in education. In the development
of open educational resources current focus is still in its first, i.e., early stage, where
the emphasis is on creation of digital educational materials. The next stage will be
aimed at increasing their availability, application and measurement of effects, as well as
establishing an ecosystem of open educational practices.

Building an ecosystem of open educational resources means defining measures
and implementing activities that will, among other things, influence the increase in the
number of quality open educational resources, influence the increase in the degree of
application of existing open educational resources (better searchability, greater visibility,
new functionalities, higher quality resources), and better integration of resources in
the process of teaching and learning, especially in the process of online and hybrid
teaching. Ecosystem also means designing new measures through a consultative process
with stakeholders to improve the quality of digital education and education in general.
The principle on which all these activities and measures are based is the principle of
openness in education.
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A number of important repositories of open educational resources have been
developed in this area so far. They contain learning objects intended for pre-university
education, such as: “Creative school”, “Digital classroom”, “Learned at the seminar
— applied in practice”, “Examples of successful extracurricular activities”. , “NOP
- National Education Portal”, video lessons, “My School” Moodle portal, “Digital
Class”, “CASA-NARA”, “Magic in the hands of the teacher”, “Net-classroom
— Loop™®.

Recommendations and guidelines have been published: Open educational
resources, Institute for the evaluation of quality of education and upbringing, 2022
(Gajin et al., 2022). Development of the Digital Open Educational Resources’
repository has begun using the DSpace software, which will contain collections of
repositories intended for pre-university education.

Initiatives related to the improvement of the OER quality assurance process are
deemed a priority. Quality assurance is considered a key component of the development
of open educational resources, to ensure that the resources meet certain standards and
are reliable, efficient and accessible to students.

International education policies and practices that encourage
implementation of quality open educational resources - evaluation
models

Open Educational Practices which encourage the creation, use and reuse of high-
quality open educational materials and innovative pedagogical models have been part
of educational policies for over a decade. The idea of OER is spread through a series
of declarations, statements and initiatives such as: Guidelines for Open Educational
Resources in Higher Education (UNESCO, 2011); The Paris Declaration on Open
Educational Resources (UNESCO, 2012); Opening up education: Innovative teaching
and learning for all through new technologies and open educational resources
(European Commission, 2013), The Hague Declaration on Knowledge Discovery in
the Digital Age (Hague Declaration, 2014).

Itis necessary to point out that UNESCO adopted Guidelines for Open Educational
Resources® at the annual assembly in Paris, 2019, which further promote the concept
of education for all and support development and sharing of open educational
resources for teaching and learning, which are of invaluable benefit to students,
teachers and researchers alike. At the international level, the Guidelines promote
creation, use and adaptation of quality open educational resources. In addition to the

Original titles: ,,KpearnBHa mxona “, ,,JlururamHa yunonnna “, ,,Ca3Haiy Ha ceMUHApPy
- mpuMeHWIH y mpakcu”’, ,Ilpumepn ycmemrHux BaHHacTaBHUX akTuBHOCTH , ,,HOII
- Haumonanau o0pa3oBHHM mopran “, BHACO JeKiHje, ,,Moja mkoma “Moodle moprai,
SHururanau gac ©, ,,CASA-NARA “, , Maruja y pykama HacTaBHHKaA “, ,,HeT-kaOuneT —
[etspa “(translator’s note).

7 Original acronym: JJOOP (t/n).
8 https://www.unesco.org/en/legal-affairs/recommendation-open-educational-resources-oer
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above, they emphasise the importance of adopting policies that not only support open
educational resources, but also encourage the development of sustainable models of
open educational resources.

The goal of creating repositories containing OER is to provide long-term access
to the management of digital resources, for the benefit of current and future users,
design of which is in accordance with the adopted conventions and standards in order
to ensure continuous management and quality of resources, easy access to materials,
security, as well as establishing a methodology for evaluating systems that meet
expectations regarding relevance and reliability.

Observed in international frameworks, the ways of evaluating open educational
resources for the purpose of quality assurance are usually implemented through
three models (Zawacki-Richter et al., 2022): the top-down model, the model at the
institutional level and the bottom-up model,

The top-down model implies the evaluation of OER by institutions towards
users. This model is present in countries such as China, South Korea, Turkey, India
and Canada (several provinces have made joint regulations), whose mechanisms for
ensuring the quality of OER are derived from national regulations.

The model at the institutional level (Miao et al., 2019: 35-37) implies independent
institutional guidelines for ensuring the quality of OER and is more closely related
to the overall institutional strategy. This model is implemented at the University of
South Africa (UNISA), University of Edinburgh (Scotland), University of Louvain
(Belgium), Delft University of Technology (Netherlands), and Southern Alberta
Institute of Technology (SAIT) in Calgary (Canada). Some state colleges in America
are developing a study programme, called a Z degree (zero-textbook-cost degree),
which students acquire by learning from OER. This initiative seeks to reduce attrition
and increase the number of graduates by engaging faculties to redesign study and
degree programmes by replacing original teaching materials with OER. The short-term
goal is to reduce costs for students and accelerate their progress through university,
but an important secondary goal is to change the culture of institutions so that systems
and structures are created to better connect the curriculum and open pedagogy with
updated learning outcomes. Another example is the Community College Consortium
for Open Educational Resources, with members in twenty-seven US states and two
Canadian provinces. Their mission is to promote the adoption of open education to
improve teaching and learning at universities of social and technical studies. Students
should have equal access to high-quality educational materials to achieve their
academic goals.

The bottom-up model starts with individuals working on OER. These initiatives
are project-based, and their development begins on a smaller scale with pilot projects.
The analysis of what has been achieved after completion opens up the space for
recognising and solving the emerging and discovered challenges, which should
be overcome in the following projects in order to enable further progress of OER
development. The German system has experimented with the value of OER by
promoting projects and pilots (Orr et al., 2017). It is assumed that the success of these
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projects could lead to adaptation of a political framework to ensure greater integration
of OER into the education system.

A good example of development of open educational practice through quality
partnership is the Open Education Practices Scotland — OEPS? project, led by the Open
University in Scotland and financially supported by the Scottish Funding Council.
While planning the development strategy of the OEPS project, it was necessary to
take into account several key factors: engaging in open educational practice from
the perspective of social justice; the possibility of building a quality network for the
application of digital technologies in learning by experts from Scottish universities
and teachers who are organised around the concept of Open Scotland; the absence
of points of contact between educational technologist practitioners and the wider
educational community; the existence of a small number of licensed open courses;
ignorance of examples of good open educational practice and very few users of open
online courses and open educational materials; the need to focus on pedagogy rather
than technology; the necessity of working in the formal and informal sector, in order
to establish good practice (Cannell, 2017).

It should be noted that the OEPS project rests on a partner with rich experience
— the Open University in Great Britain, which is known for creating high-quality
educational resources. It has maintained a reputation as the leader for development
of platforms with open educational materials such as: OpenLearn and FutureLearn.

Another fruitful partnership, within the OEPS project, was a partnership to design
resources that support individuals with Parkinson’s disease and their families. This
partnership encouraged the development of accessible educational resources ranging
from printed materials, online communication, to reflective learning materials and
open educational badges that were later used within the project as a verified indicator
of interest, progress, knowledge, skills and abilities within academic or work context.
The results of this three-year project (2014-2017) include: work with 68 organisations
across Scotland (universities, colleges, schools, businesses, unions, organisations)
through 79 workshops, 44 presentations, 4 one-day forums, a seminar, a two-day
symposium; fifteen new open education licensed courses created by a number of
different partners and open education badges for almost all courses.

The findings of the OEPS project (Cannell, 2017) indicate that open educational
resources represent a new opportunity for raising the quality of student-centred
education (constructivist approach), both in formal and informal education.
Furthermore, the necessity is emphasised for a clearer inclusion of open education
and open licensing in professional education of teachers, along with need for a critical
look at the challenges in this area.

One of the most famous leaders in the publication of open educational resources,
since 2001, is MIT (Massachusetts Institute of Technology). Their educational
resources confirm the quality and relevance of this institution, but also its contribution
to spreading knowledge and increasing the availability of education. OER not only

°  Available at: https://www.open.edu/openlearncreate/course/index.php?categoryid=24
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allow individual educational modules to be completed and improved with additional
materials, but they very often allow reviewing and improving or even establishing
new quality educational programmes, and even entire study programmes and study
systems.

Open access in Croatia dates back to 1997, when the CROSBI repository of
scientific papers was founded. The Croatian Declaration on Open Access was adopted
in 2012. Today, there are more than 130 institutional, 4 university and 2 national
open access repositories in Croatia. They are available in three systems: Directory of
Open Access Repositories (OpenDOAR): 120 repositories; Aggregator of Croatian
repositories and archives (Ara): 142 repositories; and Digital academic archives and
repositories (Dabar): 137 repositories (SRCE, 2023).

Under the auspices of the Croatian Ministry of Education and Science, CARNET
was the host of the project for the construction of digital educational resources
Edutorij. This repository of digital educational resources was created as part of the
e-School project: Establishing a system for the development of digitally mature
schools (2015-2022), which enables the publication, access, storage and exchange
of digital educational resources (manuals, textbooks, books, home readers, practice
books, workbooks, atlases, online courses, educational games, learning scenarios
and lesson plans, lectures and scripts, final and seminar papers, educational modules,
books of proceedings, journals, as well as all other materials related to education
and syllabuses), created primarily by teachers and students of Croatian primary
and secondary schools, but also by experts from other educational institutions. In
addition to those materials, Edutory also contains educational resources created on
other CARNET systems and platforms, as well as those created within the activities
of publishing houses. The users of Edutorij are primarily teachers and students of
Croatian primary and secondary schools, but also employees of faculties, institutes,
as well as all those who have an electronic identity in the AAI@EduHr system. It
is necessary for authors, if they want their educational resources to be adequately
presented, recognisable and easily accessible to other users, to enter as much metadata
as possible, which enables the fastest and easiest way to reach the resources the user
is looking for during the search.

For this reason, a unique system of awarding digital award badges was designed
and established, which visually convey how well and into detail an individual author
has described their materials. The badges that the author can win are bronze (50%
metadata entered), silver (70%) and gold (90%). The system of awarding badges is
visible when entering new material and is displayed in the form of a scale marked with
percentages won. Given that some metadata is entered automatically, all authors start
with the already won 37%, and for each new entered data (mandatory, recommended
or optional), additional points are won according to the following criteria: attaching
the material and entering mandatory metadata (50%); entering all recommended
metadata (30%) and entering optional metadata (20%).

Evaluation of the quality of the resources in the Edutorij repository is conducted
by peer review. The repository allows the author to send their material for evaluation
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upon publication to other experts in the same field, i.e. to teachers who indicated
in their profiles that they teach those subjects. Participation in the professional
evaluation process is only possible for school employees, as well as teachers who are
registered outside the AAI@EduHr system, such as retired teachers. After reviewing
the material, evaluators (peer reviewers) can write their comments to the author (who
may or may not act upon them) and give the educational material their rating in stars
for three areas: 1) expertise; 2) pedagogical aspect; 3) use of technology. Publishers,
students and other users of the repository cannot give a professional rating'.

The relationship between quality standards of textbooks, electronic
supplementary materials, digital textbooks and open educational
resources

The education policy in the Republic of Serbia clearly defines and regulates the
market of textbooks and textbook sets, manuals and teaching materials, supplementary
materials and teaching aids for primary and secondary schools. The Rulebook on
textbook quality standards and instructions on their use (Official Gazette of RS, No.
42/2016 and 45/2018) determine the quality standards that must be met by textbooks,
electronic supplements, manuals and teaching materials, additional teaching aids,
didactic and didactic game-based materials, which are approved for use in pre-school,
primary and secondary education, based on the legally prescribed procedure.

The Rulebook defines five quality standards:

1. The content of the textbook is relevant for the curriculum implementation;

2. The textbook encourages student development and enables independent learning;

3. The textbook is designed in accordance with didactic-methodological
requirements;

4. The language of the textbook is appropriate and functional; and
5. The visual, graphic and technical design of the textbook make it easy to use.

Each of the mentioned standards is accompanied by quality indicators. The
number of indicators per standard ranges from five to nine. The quality of textbooks
is assessed based on the fulfilment of quality standards. If one of the indicators is not
satisfied, the textbook will not be approved by the evaluator.

The electronic supplement, as stated by the Textbooks Act, accompanies the
textbook, which means that it is not an independent teaching resource and should
not be equated with a textbook that is provided in an electronic medium. Its content,
volume and functions can be very different. The author has freedom in creating the
supplement (not all contents from the textbook need to be represented), but the way
it is prepared must ensure interactivity and maximum usability of all the advantages
of the medium in terms of encouraging independence in learning, checking and
expanding knowledge and skills, as well as creative work.

10 https://edutorij.e-skole.hr/share/page/static?pageld=faq
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Textbooks Act stipulates that the approved textbook must be adapted for students
with developmental and physical disabilities in terms of content, font or format.
The method of adjustment is prescribed by the minister. The adapted textbook is
evaluated based on the fulfilment of textbook quality standards and the fulfilment of
the additional indicators. For children and students with developmental and physical
disabilities, the textbook is prepared in accordance with their needs and capabilities.
To carry out educational work with visually impaired children and students, the
textbook is issued in Braille, in electronic form or in adapted formats (page content
printed enlarged, photos processed for the needs of visually impaired students,
photographic enlargements, relief drawings, diagrams, maps, sound records or other
forms or mediums).

Unlike printed textbook, digital textbook is a didactically designed teaching tool
in digital form, which is used on a digital device in educational work, and which
enables students’ independent knowledge construction, taking into account their
characteristics. PeSikan and Lalovi¢ (2023:23) propose six categories of standards for
digital textbooks and supporting digital educational materials:

1. Textbook and curriculum (the textbook contributes to the achievement of the
general goals of academic and pedagogical education; textbook is aligned
with the goals and outcomes of the syllabus; content of the textbook is up-to-
date and adequately presented; volume of the textbook is adequate, there is a
balance between depth and breadth in content construction);

2. Structure and didactic organisation of the textbook content (textbook contains
instructions for use; textbook content is clearly organised; textbook content is
coherent; keywords, key concepts and unfamiliar words are marked in the text);

3. Learning and the textbook (textbook represents a model of successful learning,
and it guides and directs the student in the learning process; textbook offers a
variety of learning activities, which are in alignment with goals and outcomes
of the subject and students’ developmental possibilities, competencies and
prior knowledge; student monitoring of their own progress and achievement
check are ensured);

4. Language of the textbook (textbook is written in accordance with grammar
and spelling norms of the standard literary language; textbook is adapted to
age and language abilities of the students);

5. Pedagogical use of digital functions (interactive activities and multimedia
content encourage and facilitate learning; there is an appropriate balance
between text and multimedia content and/or interactive tasks); and

6. Technical and functional requirements (digital textbook must be compatible
with computer devices and modern operating systems; all hyperlinks are valid
and all copyright respected; digital textbook is easy and simple for students
to use; other technical and technological requirements of the digital textbook
work well).

204



PEDAGOGY IN EDUCATION PRACTICE

Pesikan and Lalovi¢ (2023: 64) state that the purpose of standards and quality
assessment procedures for both digital textbooks and supplementary educational
digital materials is to answer the question whether, and to what extent, they contribute
to learning and achieving the learning goals of the subject for which they are intended,
i.e. whether and to what extent they support and encourage students’ (independent)
knowledge construction. That is why the purpose of quality standards in this area
is not to look for mistakes, but rather to eliminate those mistakes that impede the
learning process in a way that can call into question the basic purpose of these or any
teaching resources — quality teaching and learning.

Although open educational resources are not the same as a digital textbook, they
share certain pedagogical implications — they can be used in the teaching and learning
process if they are adequately aligned with the goals and outcomes of the subject for
which they are intended, i.e. if their content is such that they encourage and support
the construction of students’ knowledge. Bearing the same basic goal in mind, we
believe that some other postulates of digital textbooks quality can also be applied to
the practice of quality assurance related to open educational resources.

Namely, OER quality standards should not be a measure of ideal OER. These
standards should be formulated in a way to clearly represent the quality threshold that
every OER must “cross”, without compromising on educational materials that can
be harmful to students’ learning and development. Such quality standards provide a
framework, but also leave enough freedom for the authors to design creative didactic-
methodological-technological solutions that will facilitate and improve the teaching
and learning process. In reference literature (Gajin et al. 2022) which focuses on the
OER quality assurance in repositories, the meta-analysis by Atens and Haveman
(2013) is often reinterpreted. Google Scholar'' provides 92 citations of this meta-
analysis in which the cited authors provide an overview of quality assurance indicators
from 80 analysed OER repositories.

In Table 1, which we reworked for the purposes of this report, we can see a
set of ten quality assurance indicators with descriptions derived from examples of
good practice (which promote openness and key principles (themes) such as: search,
sharing, reuse and collaboration).

In order for the existing OER to be found and used, they need to be easy to search
and download. Since the materials are stored in repositories, the search and retrieval
functionality (within the interface, via an OER aggregation service, or via a search
engine such as Google) is crucial. Sharing is the activity of education personnel who
convert learning resources into OER and share it by uploading it to a repository. The
role of repositories is not only to enable sharing of resources, but also to facilitate and
encourage sharing. Reuse of resources must be allowed and simple. Given that, it is
necessary to work on the improvement of educational practice, i.e. on reduction of
obstacles and resistance. We can say that a quality OER repository is not only a base
of online resources, but a place for collaboration: knowledge exchange, evaluation

I More details: https://scholar.google.com/scholar?cites=694716450406119633&as
sdt=2005&sciodt=0,5&hl=sr, [Retrieved: 28/11/2023].
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and co-creation. Through the possibility of social interaction, OER can be viewed,
commented on and rated.

In Table 1, the social characteristics (DC) are those related to the tools that enable
social interaction within the repository, while technical characteristics (TC) refer to
the design and functionality of the repository interface (Atenas, Havemann, 2013).

Table 1 OER repositories quality assurance indicators (Adapted according to: Atenas,
Havemann 2013)

Indicators of Description Principles DC,

Quality Assurance p p TC

Featured resources  Ability of featuring resources that are Search, Share, DC
potentially of high interest to teachers Collaborate
because of their design or content.

User evaluation Tools for the resources to be evaluated by Collaborate DC

tools users aiming to rate a resource.

Peer Review Peer review as policy to revise and analyse  Collaborate DC
each resource to ensure its quality.

Authorship Analyse if the repositories include the Search, Reuse DC
name of the author(s) of the resources.

Keywords Methodically describe the resources to Search TC
facilitate the retrieval of the materials
within certain specific subject areas.

Metadata Introduce standardised formats of metadata  Search, Share, TC
(Dublin Core - IEEE LOM - OAIPMH) for Reuse
interoperability

Multilingual Design the interface in a multilingual way  Search, TC

support to widen the scope of users by allowing Share, Reuse,
them to perform search of content in Collaborate
different languages.

Social Media Introduce social media tools to enable users Search, DC,

support to share the resources within social media ~ Share, Reuse, TC
platforms. Collaborate

Creative Commons  Specify the type of Creative Commons Licence ~ Search, TK

Licences per resource or give information about the Reuse,
specific type of licence for all the resources. Collaborate

Source Code or Allow downloading the original files or source  Reuse, TK

Original Files code of resources so they can be adapted. Collaborate

We find the quality indicators from Table 1 unique compared to the quality
indicators of printed and digital textbooks, as well as e-supplements.
The OER quality verification, with the elements that we can see above, is also
mentioned by other authors related to printed and digital textbooks. Thus, Elias and
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colleagues (Elias et al, 2020) distinguish: the structure of educational material (clear
taxonomy, simple navigation, adaptability of the structure, the possibility of finding
material); learning content (text quality, content compatibility with different devices,
accessibility of presented content, multilingual content) and self-evaluation (there
is content for self-evaluation; availability of answers, average number of questions
related to content, e.g. number of questions for each learning objective).

We can say that we share the opinion with some authors who consider that concept
related to the construction of software quality standards (Almendro & Silveira, 2018),
mobile applications (Risti¢ & Blagadani¢, 2017), printed and digital textbooks and textbook
supplements can be one of the signposts in the process of construction of OER quality
assurance.

Proposal of a multidimensional model of OER quality standards

Based on the analysis of the existing policy and practice of OER quality
assurance, the relevant scientific and professional literature on the evaluation of OER
(Velazquez, according to: Almendro & Silveira, 2018), the analysis of the relationship
between the quality standards for printed textbooks, e-supplements, digital textbooks
and OER, a multidimensional model of OER quality standards was created, as
shown in Graph 1 It consists of the: 1) openness dimension; 2) content dimension; 3)
pedagogical dimension and 4) technical dimension. It is important to underline that
each of these dimensions rely on the accessibility dimension. This multidimensional
model is inspired by a graphical representation of technical, pedagogical and content
dimensions of OER (Velazquez, according to: Almendro & Silveira, 2018).
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Graph 1 Multidimensional representation of OER quality standards
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Openness dimension

Key issues regarding the dimension of openness include free access to educational
materials that are available to all (Inamorato dos Santos et. al., 2016), openness of
the material, licensing system and authorship, metadata description of material, user
feedback, keyword search enabled (Atenas & Havemann, 2013).

Educational materials can be: 1) individual educational digital materials in digital
format (mp3; mp4; doc/docx; pdf; ppt/pptx/pps; jpg; png; xsl/slsx, etc.) which include
recordings of lectures, lecture notes, learning materials, textbooks, individual modules,
workbooks, online tutorials, interactive tasks, lesson plans, charts, tests, or any other
materials prepared for learning and teaching purposes, and 2) entire educational online
programmes (massive open online courses) available through university consortia
such as: Coursera, Udacity and others.

Openness represents the freedom to manage educational resources. There are five
levels of openness, known in literature (Bliss, & Tuiloma, 2022) as the 5Rs:

- Retain — make, own, and control a copy of the resource (e.g., download and
keep your own copy);

- Revise — edit, adapt, and modify a copy of the resource (e.g., translate into
another language);

- Remix — combine an original or revised copy of the resource with other existing
material to create something new (e.g., make a mashup);

- Reuse — use an original, revised, or remixed copy of the resource publicly (e.g.,
on a website, in a presentation, in a class);

- Redistribute — share copies of an original, revised, or remixed copy of the
resource with others (e.g., post a copy online or give one to a friend).

The licensing system being increasingly used worldwide for the publication of
open educational resources is the Creative Commons (CC) licences. They provide
rights of use and enable distribution, modification and redesign of the author’s
work under several conditions: naming the original author (BY); sharing with no
commercial profit (NC); sharing as no derivative copies (ND); sharing alike, i.e. under
the same conditions as the original work (SA); dedicating a work to the public domain
(CCO0). Compliance with the mentioned attributes is mandatory if they are included
in the licence. CC BY is the most liberal licence for the user as the only condition for
using the work is to credit the original author. Licences with the ND (no derivatives)
attribution do not permit any adaptations of the material itself, so a material with
this attribute is not considered OER. The openness of the material and the fact that it
can be openly and freely accessed via OER does not make the material less valuable
and does not mean that its creation was not planned or based on relevant sources. An
example of important material publication under the CCO — public domain licence is
the publication of the Europeana multimedia library (https://www.europeana.eu/en),
which published 20 million records as public domain in 2012 (Kucina-Softi¢ & Rako,
2018: 135).
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Gathering feedback from students and teachers who use OER can help identify
areas for improvement and ensure that resources meet their needs. This feedback can
be used to revise OER and improve its quality over time. An indicator of quality
assurance (Atenas & Havemann, 2013) is derived from OER integrated evaluation
tools (evaluation by users) and an applied assessment policy (Peer Reviews) by
professional members of the public.

Content dimension

Through its clear and logical structure, digital OER should contribute to the
achievement of learning outcomes of a subject. Texts, images, graphics, 3D graphics,
audio recordings, video recordings or animations must serve the purpose of presenting
the content in the best possible way and understanding it alike. Links and QR codes
leading to the internet content must be active and functional, and aligned with the
course syllabus. The software in which OER content is created must support functions
of the operating system (e.g. zoom, text-to-speech, etc.) and comply with assistive
technology in order for the OER to be accessible. If a textual description (narration)
is added to non-textual OER elements, such as images, OER will be even more
approachable.

Pedagogical dimension

OER should be designed bearing specific pedagogical principles in mind, such as
active learning, learner-centeredness, and engagement. These principles help ensure
that students are able to interact with the resources in a desired way and achieve their
learning goals.

The pedagogical dimension of OER includes instructional design (based on
learning theories: behaviourism, cognitivism, constructivism, connectivism) that can
be decisive for the quality of OER. When designing OER, it is desirable to apply
some of the instructional design elements (e.g. the ADDI model or the IDL model).
When designing OER, one should keep in mind the target group of OER users (pupils,
students, employees) and how to best support them.

Technical dimension

OER should be developed to meet specific technical standards, such as
interoperability and metadata standards (Dublin Core, IEEE LOM, OAI-PMH), which
help ensure that resources can be easily shared and found by students and teachers.
Technical dimension includes the high quality of multimedia devices implemented in
OER, as well as simple and transparent navigation in interactive programmed OER.

There are many software solutions available for creating open educational
resources. These can be:

1. Learning management systems, which allow teachers to create online courses.

The examples are: Moodle, Office 365 Platform, Canvas, and Blackboard.
These platforms, now increasingly based on Al tools, can also be used to
create and share OER with students.
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2. Educational material management systems allow teachers to manage digital
material, such as text, images, audio and video records. Examples are
WordPress and Drupal. These platforms can be used to create and share OER.

3. Authoring tools such as Articulate Storyline, Adobe Captivate, and Lectora
also enable the creation of OER.

4. Social media platforms can also be used to share OER and interact with
students. However, the application of these software solutions raises issues of
privacy, security and data management, so they are not recommended for the
educational community.

The choice of software solution will depend on specific needs and goals. For
professional applications, specialised repository platforms are most commonly used,
such as e.g. DSpace. It is an open-source software solution that has a number of
functionalities that repositories imply, including the possibility of automatic meta-
data exchange in the Dublin Core specification via the OAI-PMH protocol.

Moodle is a popular open-source learning management system that also includes
DSpace integration. Teachers can use Moodle to create and share OER, and students
can access materials directly from the Moodle platform. Apart from that possibility,
MoodleNet is also in use as a shared open code platform that can be used in two ways
— as a central MoodleNet service or by setting up your own instance of MoodleNet.
The central MoodleNet service contains OERs that are directly added to it by
individuals or institutions that develop them, as well as OERs from other instances of
the MoodleNet platform that are connected with it, therefore creating the potential to
use these resources in millions of courses with one click. MoodleNet is an integral part
of the Moodle ecosystem and is closely related to the Moodle learning management
system, and its version for business users (Moodle Workplace). On the other hand,
it can also be used completely independently in combination with any other system
for developing/displaying educational materials because resources are easily retrieved
and referenced from it.

Another software solution compatible with DSpace software is Islandora. It
allows teachers to manage and share OER, and includes functions such as metadata
management, version control and access control.

Principle of accessibility
It is necessary to ensure that open educational resources are available to all
students, including those with additional educational needs. If the goal of OER is to
be widely available, then accessibility considerations must be at the forefront during
the development stages. Based on a literature source (Chambers, 2022: 6), ten key
elements were selected that should be taken into account when developing accessible
OER.
1. Software used to create the OER — Compatible with assistive
technology; Does not disable features (i.e., zoom, text-to-speech) of the
computer’s operating system.
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2. Non-Text items/ Images — Include text descriptions for all images/non-
text items.

3. Use of colour — Use alternative means (i.e., pattern) rather than colour
to differentiate content where needed.

4. Text — Ensure accurate optical character recognition (OCR) for all text,
so that it can be accessed by screen readers, PDF.

5. Format — Ensure content can be read by a range of assistive technology,
such as DAISY or refreshable Braille.

6. Multimedia/Video/Audio — Use closed captions and/or transcripts to
relay content.

7. Links — Links are distinguished by means other than colour (i.e., box,
text label).

8. Contrast — Must have sufficient contrast between text and background.
9. Form Fields — Form fields have appropriate text labels.
10. Font — Font size and colour should be adjustable.

Over ten years ago, it was considered that when developing platforms, tools and
devices, it is useful to initially consider principles of accessibility for web access
(WebAIM, 2013). These principles are: Perceivable (has to be able to be accessed by
the brain — sight, hearing, touch); Operable (content can be navigated through multiple
methods — mouse, keyboard, assistive technology); Understandable (using simple
language and explaining background information — use of alternative/supplemental
content such as graphics and illustrations); Robust (as much as possible, the content is
compatible with a wide variety of browsers and screen).

Based on our experience and earlier research (Risti¢, 2017), we can say that in
order to create the dimension of accessibility, it is necessary for educational institutions
to be fully digitally mature.

About the instrument for OER quality evaluation

An instrument for evaluating four areas emerged from the multidimensional model
based on the education system in Serbia: openness dimension, content dimension,
pedagogical dimension and technical dimension.

1. The OER quality indicators for the dimension of openness are: 1. it is published

in an open format (most often with a Creative Commons Licence) and 2. it is
a free educational material in digital form. The evaluator can choose an option
(by entering the + sign in the appropriate YES or NO column of the form), as
the indicator of satisfaction.

2. OER quality indicators for the content dimension are: 1.ithas a prominent purpose
and ways of use (in the resource and/or through the metadata description); 2. it
is based on scientifically confirmed facts, interpretations, conclusions; current
data and modern achievements; 3. it contains correctly cited literature sources;
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4. it has functional hyperlinks and/or QR codes. 5. it has a clear and logical
structure, and 6. it respects the linguistic and spelling norms of the language
in which it is written. The evaluator has three options, in addition to choosing
YES and NO, they can choose the N/A option (the indicator is not applicable
and does not affect the assessment of the standard fulfilment). For indicators 5
and 6, the YES indicator has two subcategories: completely or to a large extent.

3. OER quality indicators for the pedagogical dimension are: 1. it is aligned
with the goals and learning outcomes (which are visible in the resource and/
or through the metadata description); 2. it is appropriate to the development
characteristics of the user in the context of volume and complexity; 3. it is
designed to suit active construction of knowledge, and 4. it is designed to
suit the development of learners’ reflective practice. For all indicators, the
evaluator can choose the option YES with the subcategories completely or to
a large extent; NO, and N/A.

4. OER quality indicators for the technical dimension are: 1. it has a simple user
interface and intuitive navigation; 2. it enables easy download, use and sharing;
3. it can be used without additional installation of commercial programmes or
programme plugins; 4. it enables adaptable screen displays on different digital
devices (computer, tablet, mobile phone), and 5. it enables clear readability,
high-quality noise-free sound and a satisfactory quality of images and videos.

The evaluator of OER quality standards indicators can rate them as: YES (if the
indicator is fulfilled), with subvariants completely and to a large extent (for indicators
2.5,3.1,3.2,3.3,3.4and 4.1); NO (if the indicator is not fulfilled) or N/A (the indicator
is not applicable and does not affect the assessment of the standard fulfilment). It
is necessary for the evaluators to write an explanation for each area (dimension),
in which they will state the reasons why they assigned YES, NO, or N/A for the
indicators within that area.

If the principle of accessibility is applied to OER (as Serbia is in the early stages
of creating OER), it is necessary for the evaluator to write an explanation in which
they will explain which segments of this principle are represented and in what way.
The segments are: 1. It contains graphic and multimedia elements accompanied by
a name or explanation; 2. It has hyperlinks that differ from the rest of the text, not
only by their colour and by being underlined, but also by some other features (e.g. a
frame); 3. It supports the operating system functions (e.g. zoom, text-to-speech, etc.)
and compliance with assistive technology, and 4. Non-textual OER elements such as
images include textual descriptions (accessibility dimension).

It is essential that the OER being evaluated respect the laws of the Republic of Serbia,
support equality, promote social cohesion, and inclusiveness, and not discriminate on any
basis. The rubrics in the Form for evaluating the quality of open educational resources
refer to individual educational materials in the format of a digital record (lecture
recordings, lecture notes, learning materials, textbooks, modules, workbooks, online
tutorials, interactive tasks, lesson plans, charts, tests or any other materials prepared for
learning and teaching purposes), as well as entire educational online programmes.
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Conclusion

Based on everything analysed, we can conclude that OER can be used in the
teaching and learning process if they are adequately aligned with the goals and
outcomes of the subject for which they are intended, i.e. if their content is such that
they encourage and support students’ knowledge construction. OER represent a new
possibility for raising the quality of education that is student-centred (constructivist
approach), both in formal and informal education.

The proposed multidimensional model for evaluating OER quality standards in
Serbia consists of the: openness dimension, content dimension, pedagogical dimension
and technical dimension. It can support the development of quality digital content for
online and distance learning because it simultaneously provides quality framework
and an instrument for evaluation, but also leaves enough freedom for authors to
design creative didactic-methodological-technological solutions that will facilitate
and improve the teaching and learning process. If OER are to be widely available,
accessibility considerations must be brought to the forefront during the development
stages.

We can conclude that OER quality standards and evaluation instruments should
be formulated in a way to clearly represent the quality threshold that each OER must
“cross”, without compromising on educational materials that may be harmful to students’
learning and development. Digital maturity of educational institutions is an imperative
that includes leadership/management and vision, contexts, ICT infrastructure, resources,
curriculum and technology learning support. It points to the necessity of a clearer and
constant inclusion of open education and open licensing in the professional education of
teachers, along with the necessity for a critical view of the challenges that exist in this
area.
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Propozycja wielowymiarowego modelu do oceny standardow
jakosci otwartych zasobéw edukacyjnych OZE

Wazrost liczby cyfrowych repozytoriow otwartych zasobow edukacyjnych (OZE),
wspierajacych formalne, nieformalne i ustawiczne uczenie sig, sprawia, ze kwestia
jakosci OZE staje si¢ coraz wazniejsza i bardziej aktualna. Celem artykutu jest
zaproponowanie wielowymiarowego modelu oceny standardow jakosci OZE w Serbii,
w celu wsparcia rozwoju wysokiej jakosci tresci cyfrowych do celow ksztalcenia
online i zdalnego. Po przeanalizowaniu krajowych i migdzynarodowych polityk oraz
praktyk, ktore zachecaja do wdrazania wysokiej jakosci OZE, przeprowadzono analize
odpowiedniej literatury przedmiotu na temat oceny OZE, a takze analize zwigzku
pomiedzy standardami jako$ci stosowanymi wobec podrecznikéw drukowanych,
suplementow elektronicznych, podrgcznikéw cyfrowych i standardami stosowanymi
wobec OZE. Stosujac metode modelowania i studium przypadku, przedstawiliSmy
wielowymiarowy model oceny standardéw jakosci, na ktory skladaja sie: wymiar
otwartosci, wymiar treSci, wymiar pedagogiczny i wymiar techniczny. Nalezy
podkresli¢, ze jesli chcemy, aby OZE byly dostepne dla wszystkich, ktorzy chca
si¢ uczy¢, w tym dla 0sob ze szczegdlnymi potrzebami edukacyjnymi, kazdy z tych
wymiaré6w powinien opierac si¢ na wymiarze dostepnosci.

Na podstawie przeprowadzonych analiz mozemy stwierdzi¢, ze OZE mozna
wykorzystywa¢ w procesie nauczania i uczenia sie, jesli s one odpowiednio dostosowane
do celoéw i zamierzonych rezultatow przedmiotu nauczania, dla ktorego sa przeznaczone,
tzn. jesli ich tres¢ jest taka, ze zachecaja i wspieraja budowanie wiedzy. OZE stanowig
nowga szanse¢ na podniesienie jakosci ksztalcenia skoncentrowanego na uczniu (podejscie
konstruktywistyczne) zarowno w edukacji formalnej, jak i nieformalnej. OZE same w
sobie nie powinny by¢ wzorcem dla idealnych/modelowych OZE. Standardy jakosci OZE
i narzgdzia oceny powinny by¢ sformutowane w taki sposob, aby wyraznie przedstawiaty
prog jakosci, ktory kazde OZE musi ,,przekroczy¢”, nie generujac lub nie zawierajac
przy tym materialow edukacyjnych, ktére moga mie¢ negatywny wplyw na uczenie si¢
i rozwj uczniow. Takie standardy jakos$ci, podobnie jak proponowany wielowymiarowy
model, powinny stanowi¢ ramy, ale takze pozostawia¢ autorom wystarczajacg swobodeg,
umozliwiajaca zaprojektowanie kreatywnych rozwigzan dydaktyczno-metodyczno-
technologicznych, ktore utatwia i usprawniag proces nauczania oraz uczenia Sig.
Jednoczes$nie niezwykle istotne jest, aby otwarta edukacja i otwarte licencjonowanie byty
stale uwzgledniane w ksztalceniu zawodowym nauczycieli, przy czym nalezy krytycznie
podchodzi¢ do wyzwan, jakie istniejg w tym obszarze.

Stowa kluczowe: Otwarte Zasoby Edukacyjne (OZE); standardy jakos$ci; model
wielowymiarowy; edukacja, uczenie sig.
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IIpepnor BUIeqMMEeH3MIOHATHOT MOJIe/Ia 32 BpeTHOBAambe
cranpgappa ksanurera OOP-a

[Hosehame aururannux penosuropujyma OTBopeHnx o6pazoBuux pecypea (OOP)
(enr. Open Educational Resources (OER)) 3a moapiky ¢popmanHom, HehopMaTHOM
Y LEJ0XKMBOTHOM yUekY J1aje Ha 3Hauajy U aKTyeJqTHOCTH nutamy kBajaurera OOP.
Husp pasa je mpemyior BUIICAMMEH3MOHATHOT MOJENa 3a BPEIHOBamE CTaHIapAa
kBajureTa OOP y CpOuju y GyHKIMjH NOAPIIKE pa3Bojy KBAJUTETHUX AUTHTAITHUX
cajpkaja 3a OHJIAJH yUeHh€¢ U y4yeme Ha JlajbhHy. HakoH aHajwW3e HaIMOHAJHE W
Meh)yHaponHe MONMTHKE W Tpakce Koje MOACTUYY MMIUIEMEHTAIH]y KBAJIUTETHUX
OOP, BpiiieHa je aHanM3a pejicBaHTHE IuTepaType o Bpeanoamy OOP kao u ananmza
OJlHOCA cTaHIapja KBaJUTETa IITAMIIAHUX YNOEHHKa, e-J10JaTaka, JUTHTATHUX
yuoenuka u OOP. MeTomom MoeToBama v CTY/IH]€ clTydaja JIOIUIA CMO JI0 TIPEJIoTa
BUIIEIMMEH3HOHATHOT MOJIEIIA 32 BPEAHOBAE CTAHIAp/1a KBAJTMTETA KOJH CE CacTOj!
13: TUMEH3Hje OTBOPESHOCTH, TUMEH3H]€ CaIprKaja, Tearomike TUMEH3H]j€¢ U TCXHUIKE
nuMmensuje. BaxkHo je moaByhu ma cBaka o OBUX IWMEH3Hja Tpeba /a ce oclama Ha
JMMEH3H]y TPUCTYIIAYHOCTH YKOJIHKO kenuMo 1a OOP Oyxy moctynHu cBHMA Koju
JKele Aa y4de, yKJbyuyjyhu u oHe ca jogatHuM 00pa3oBHUM mOTpedama.

Ha ocHoBy cBera ananu3upaHor MOKeMo 3akJbyunuTd aa ce OOP Mory KOpuctuT
y TpoLieCy HAcTaBe W ydYerma YKOJIHMKO Cy aJIeKBAaTHO ycKial)eHH ca IMJbeBHMa U
MCXOAMMa HACTaBHOI NpeIMeTa 3a KOjU Cy HaMEHEeHH, OJHOCHO YKOJIHKO UM je
cazpkaj TakaB Ja MOJACTHYY M IMOJApKaBajy uirpaamy 3Hawa. OOP mpencrasibajy
HOBY MOTYhHOCT 3a monu3ame KBaJuTeTa 00pa3oBama Koje je yCMEpPEHO Ka yUEHHUKY
(KOHCTPYKTHBUCTHYKH TPHUCTYI), Kako y (OpPMaIHOM, Tako M y He(hOopMaTHOM
oOpaszoBamy. OOP He Tpeba ma Oyay mepa 3a uneanan OOP. Cranmapau KBauTeTa
OOP u uHCTpYMEHTH 3a BpelHOBame Tpeda ga Oymy (GopMyJIHCaHU Tako Jia jaCHO
npejcTaBe Ipar KBajluTeTa Koju Mopa na “npeckoun” caku OOP, 6e3 xommpomuca
y moryiery oOpa3oBHUX MaTepHjalia KOju MOry Ja OyAy LITETHH 10 YYeHmhe U Pa3Boj
YUCHHUKA. TakBu CTaHAapAu KBaJIWTETA, Kao IPCIIOKCHU BHUIICIUMCH3UOHAIIHU
Mozen, Tpeda Ja /ajy OKBHD, ald U OCTaBJbajy JOBOJBHO CI000Je ayTopuma aa
OCMHCIIE KpeaTUBHA TUIaKTHIKO-METOIMUKO-TEXHOJIOIIKA pellerha Koja he onakmaru
U TOOO0JBIIATH TPOIEC HACTaBe M yd4ema. VICTOBpPEMEHO CYNITHHCKH je BasKHO
KOHCTAaHTHO YKJbYYHBAam€ OTBOPEHOI 00pa3oBamba M OTBOPEHOT JIHICHLIHUpama y
npodecroHaTHO 00pa30oBamke HACTaBHUKA, Y3 HEOITXOAHOCT KPUTHUKOT cariie/laBama
M3a30Ba KOjH MOCTOje Y OBaj 00JIACTH.

Kibyune peun: orBopeHu oOpazoBHH pecypcu (OOP); cranmapan KBajuTera;
BUIIICINMEH3HOHAITHI MOJIEIT; 00pa30Bambe; yueHhe.
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Prijedlog viSedimenzionalnog modela vrednovanja standarda
kvalitete otvorenih obrazovnih resursa

Povecanje broja otvorenih digitalnih repozitorija obrazovnih resursa (OOR)
kontinuirano raste. Njihova ulogu u procesu formalnog i neformalnog obrazovanja te
osobito kao podrska cjelozivotnom ucenju dodatno naglasava vaznost njihove kvalitet.

U ovom radu predlaze se viSedimenzionalan evaluacijski model standarda
kvalitete OOR u Srbiji u funkciji podrSke razvoju kvalitetnih digitalnih sadrzaja za
online ucenje i uCenje na daljinu. Nakon analize nacionalnih i medunarodnih javnih
obrazovnih politika i praksi koje zagovaraju primjenu kvalitetnih OOR-a, analizirana
je relevantna literatura o vrednovanju OORa te analiza standarda kvalitete tiskanih
udzbenika, e-dopune, digitalnih udzbenika i OOR. Primjenom metode modeliranja i
studije sluc¢aja, predlozen je viSedimenzionalni model vrednovanja standarda kvalitete.
Model obuhvaca dimenzije otvorenosti i sadrzaja te tehnicke i pedagoske dimenzije.
Pristupacnost OOR svima koji zele uciti, ukljuujuéi i pojedince sa specifi¢nim
obrazovnim potrebama, je prediktor ostvarivosti svake od navedenih dimenzija.

Provedena analiza opravdava zaklju¢ak da se OOR mogu koristiti u procesu
ucenja 1 poucavanja ako su primjereno uskladeni s obrazovnim ciljevima i
ishodima te sadrzajem poticu i podrzavaju konstrukciju znanja. OOR omoguéavaju
konstruktivisti¢ki pristup obrazovanja usmjerenog na pojedinca u okviru formalnog i
neformalnog obrazovanja.

Standardi kvalitete OOR i instrumenti evaluacije trebali bi jasno formulirati okvir
kvalitete koji svaki OOR mora ispunjavati bez sadrzaja koji bi mogli biti (potencijalno)
ugrozavajuci za pojedinca, njegov razvoj i u¢enje. Standardi kvalitete, predloZeni ovim
modelom, daju okvir ali i ostavljaju dovoljno slobode za osmisljavanje kreativnih
didakticko-metodickih i tehnoloskih rjeSenja koja mogu olakSati i unaprijediti
proces ucenja i poucavanja. Kako bi kvalitetno koristili takve resurse iznimno je
vazno ukljucivanje OOR i licenciranja u stru¢no obrazovanje ucitelja uz kriticko
sagledavanje izazova koji se javljaju u tom podrucju.

Klju¢ne rijeci: otvoreni obrazovniresursi (OOR); standardi kvalitete; obrazovanje;
viSedimenzionalni model; ucenje.
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Fear of freedom in the context of social re-adaptation of repeat
offenders

Abstract: Experiencing anxiety is an inherent aspect of human functioning. It
accompanies facing adversities and solving everyday problems. This emotion is also
present in the lives of people deprived of their liberty. Convicts may experience it in
an extremely intense way, because it is based on significant life changes. Deprivation
of freedom, just like regaining it, is a huge change in a persons life. At the moment
of incarceration, the phenomenon of prison adaptation may facilitate the reduction of
anxiety. Prisonisation is a side effect of this adaptation and results from the natural
dynamics of cognitive processes. It is also favoured by the complex social conditions
prevailing in the total environment. Adapting to the conditions of a total institution,
although it helps reduce anxiety, counteracts later life resourcefulness. Being released
- usually desired - can also become a stress factor. Finally, another change in personal
situation is at stake. Regaining freedom allows you to take advantage of a number of
freedoms, but it also means that you have to face problems from which the prisoner
was previously free. The intensity of fear of freedom may depend on many variables,
whereby procedure of preparing for release takes special place. It seems that better
preparation for freedom should support prisoners, reducing their sense of fear of
freedom. However, this does not always happen. The author s goal is to find out to what
extent specific readaptation factors, such as the place or form of preparation for release,
influence the subjective experience of fear of freedom. Finally, it also tries to answer the
question whether this variable should be taken into account when planning the release
procedure. 10 a large extent, it makes prisoners aware of the enormous amount of work
and problems that await them in freedom. This often overwhelms them. Therefore, fears
of release become fully justified. The vicious circle of recidivism that convicts fall into
increases the stress they experience, thus promoting cognitive escape from freedom.

Keywords: fear of freedom; preparation for release, social readaptation, prisonisation.

Convicts’ fears of freedom in the subject literature

Although the problem discussed herein is often explored in psychological
literature, this paper is firmly set in the area of pedagogy. It primarily concerns the
social aspect of the functioning of incarcerated and released repeat offenders. The
adopted research paradigm is dominated by the quantitative approach, which is
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commonly utilised in social rehabilitation pedagogy. The specific problems refer, in
turn, to penitentiary and freedom space. According to the author, release from prison
is associated with a temporary, subjective experience of a certain crisis. The inmate
experiences a temporary loss of coping skills and naturally feels the associated fear.

AsOzga (2017)writes, deprivation of liberty has far-reaching consequences, having
a destructive impact on the prisoner’s personal profile and his social perception. It may
also affect the development of specific psychological problems, such as deprivation of
needs, overload, internal and social conflicts or even depersonalisation. There is also
a risk of adapting to prison conditions to well. Among sensitive or less independent
people, such a situation may accelerate the emergence of mental disorders (Ozga,
2017).

A person living in isolation for an extended period of time may adapt to these
conditions through various coping strategies and become accustomed to said
conditions in order to reduce the level of anxiety associated with isolation. In prison,
everything runs according to its own 24-hour rhythm and a clearly defined hierarchy.
Interpersonal relationships are frequently defined by the rules of the subculture or the
regulations governing the unit. On their own the inmates do not resolve even simple,
everyday dilemmas. They do not decide about the time of getting up or the rhythm of
the day, they do not choose among the dishes they could eat if they were free, or about
their clothes. Finally, they do not decide who they spend their time with or when they can
satisfy most of their needs, including physiological ones. By adapting to the immediate
surroundings, a cell, a pavilion, or a penitentiary facility, an inmate becomes an integral
part of it. Adaptation to a prison is a process spread over time, but there almost always
comes a moment when an inmate leaves the prison. The release happens suddenly, and
everything changes the moment an inmate crosses the gate. An inmate does not have
time to slowly immerse themselves in the world of a free person.

As Kwiatkowski (2022) writes, staying in prison promotes learned helplessness
and diminishes the ability to make independent decisions. This happens due to
the growing dependence on other people at the time of incarceration. Despite the
multitude of regulations effective in a prison (of formal and informal character),
it is an incredibly dynamic environment. This dynamism involves and consists of
constantly changing conditions (e.g. change of the immediate environment, change
of company, staff turnover, moving an inmate to other prisons, deprivation of needs)
and may result in reluctance to accept help offered to inmates. Therefore, prisoners
may experience anxiety in its extreme and traumatic intensity prior to being released.
In the initial period of freedom, the psychological stress stemming from a number of
new challenges may further intensify the fear of freedom. Simultaneously, it becomes
physically impossible to seek help from people who prepare prisoners for freedom (e.g.
prison counsellors). Only the development of balanced and complete relationships
with the social environment after being released can constitute the basis for processing
the experienced trauma and acquiring the ability to cope with maladaptive beliefs and
emotions. Kwiatkowski (2022) observes that penitentiary recidivists are a group of
inmates who are particularly reluctant to cooperate with prison psychologists and thus
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concerns may arise that the issue of fear accompanying release remains an unsolved
problem among this group.

Haney (2002) presents that as a result of internal tensions and interpersonal
conflicts that occur in the prison environment, an inmate may experience overload
that makes it impossible to independently cope with the challenges awaiting their
freedom. Internalised mechanisms of self-control, motivation and balance may be
irreversibly destroyed under such circumstances. The transition from prison to
freedom requires support from the social environment. This approach also constitutes
a protective factor guarding against the occurrence of serious mental disorders. In this
author’s opinion, the release process does not work properly even in the United States.
This may affect not only the more frequent occurrence of traumas or disorders, but
also the recidivism of former prisoners. The author also draws particular attention to
the risks this problem poses among groups of people who are parents. Their mental
condition has an impact on their children for example (Haney, 2002).

The phenomenon of prisonisation can be limited by making the conditions in prison
as similar as possible to the conditions that await prisoners after their release. This can
be achieved by, among other means: creating opportunities to independently resolve
basic dilemmas or make everyday decisions. As the inmate progresses with their stay
in prison, a setting of semi-freedom climate should be created - especially in the final
period of incarceration. However, within the framework of the Polish penitentiary
system, there are no units where the prison regime is reduced, and the totality of
the institution is limited to the necessary minimum. However, conceptual works are
underway to implement the so-called “halfway houses”, which will constitute a kind
of bridge between isolation and freedom. Such units have been operating in the Slovak
penitentiary system for several years, as part of the “Chance to Return” National
Program (Valentovicova & Jasiniski, 2020). The primary goal of this program is
reducing the risk of social exclusion among groups of Slovak prisoners and improving
their competences on the labour market. The project is being implemented in selected
Slovak prisons: Hrnéiarovce nad Parnou, Leopoldov, Ilava, Nitra-Chrenova, Sucany,
Zeliezovce, Banska Bystrica-Kralova, Kosice, Kosice-Saca and PreSov-Sabinov.
The key partner in this project is the Office of Labour, Social Affairs and Family
(Ustredie prace, socialnej veci a rodiny). Slovaks perfectly understand the need for
interdisciplinary cooperation within the framework of such activities. The exit wards
in Slovakia belong to the special unit’s category. Their primary goal is to prepare
inmates for conditions of living as free people. To achieve this, inmates are enabled to
acquire the necessary information and practical skills to facilitate their return to life
after their release. Inmates are placed in the exit ward if they have been in penitentiary
isolation for more than 3 years. Convicts who may actually experience anxiety related
to release are sent there. Slovak regulations also provide for the placement in exit units
of those convicts who require special assistance in returning to independent life in
freedom. Depending on the circumstances, the stay in the exit ward may last from 3 to
12 months before the end of the sentence. In order to reduce the restrictions resulting
from deprivation of liberty and to implement the goals of an exit ward, a convict may
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be allowed additional perks/benefits, such as free telephone contact, more frequent
visits from relatives or short — 24-hour — visits outside the prison. The furnishings and
interior architecture of such exit units resemble the conditions in a boarding school or
an apartment (Valentovicova & Jasinski, 2020).

The exit ward is supposed to teach freedom gradually, and therefore reduce the
related anxiety. The aforementioned exit wards were also the place where (for the
purpose of comparison with Polish penitentiary wards) the author carried out the
research described herein below. According to the author, the gradual release of an
inmate from prison habits, beliefs or conditions allows for a controlled release of
tension and anxiety. Therefore, under appropriate conditions, release from prison will
generate a lower risk of emergence of a psychological crisis.

The transition from a state of strict “enslavement” to unrestricted freedom is a violent
process in Poland, which may favour the emergence of maladaptive behaviours among
inmates who are strongly adapted to prison conditions — repeat offenders. Therefore,
it seems that repeat offenders may experience a stronger fear of being released from
incarceration. Repeated stays in prison have a destructive impact on their social
standing. The time spent in prison suddenly gives way to the difficulties of living as
a free man. Accommodation, work, relationships with the environment, the stigma of
being a habitual offender or debts or addictions — are undoubtedly factors that can cause
strong anxiety or fear.

Goffman (1975) notes that a prison is a total institution because it dominates all
aspects of inmates’ lives, almost completely depriving inmates of freedom. The prison
has many emblematic features of a total institution. Architectural solutions and the
multitude of regulations governing internal order and daily routine limit autonomy,
social contacts and forgo many important human needs. This happens, among others
means, through isolating inmates from the outside world, full subordination of all
aspects of their functioning to the superior authority, clear separation of residents
from prison personnel and, ultimately, the lack of agency of inmates.

Writing about prisonisation, Bochniewicz (2011) draws attention to the fact that
specialised interventions, such as readaptation programmes, are aimed at compensating
for losses incurred as a result of long-term isolation, marginalisation and, finally, at
supporting the return to performing social roles. It seems that anxiety will increase in
intensity the longer the period of stay in penitentiary isolation and the more frequent
such stays. It is also not surprising that adaptation to current conditions (conditions of
incarceration) naturally counteracts adaptation to conditions that will take place in a
more or less distant social reality (Bochniewicz, 2011).

Iwanowska (2013) also draws attention to the fact that efforts to prepare convicts
for release in the last period of freedom are necessary and serve to solve problems that
inmates are unable to cope with on their own. In her opinion, lack of proper preparation
may result in the return to life of crime. In addition to the problems awaiting the
inmate upon release, anxiety related to the release may also depend on the number
of inmates stays in prison. Quoting her own research, Iwanowska demonstrates that
the majority of prisoners declared fear of the difficulties of living independently in
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freedom, but a higher level of anxiety in this regard is being experienced by first-time
prisoners. In her opinion, such attitude may result from the fact that frequent stays of
habitual offenders in prison lead to such a permanent break in bonds and relationships
with others that habitual offenders stop caring about it over time. On the other hand,
the first imprisonment in a penitentiary facility makes the prisoner more aware of
how much they have lost than the subsequent imprisonments. In essence, the author
concludes that the respondents are more afraid of the lack of institutional support from
the state after being released than of freedom itself (which she explains by learned
helplessness and a demanding attitude) (Iwanowska, 2013).

Analysing the anxiety of prisoners related to the life awaiting them in freedom,
Szczygiet (2002) notes that although many of them express a positive attitude towards
the future, the range of fears and anxieties is wide. However, the results of her research
do not fully confirm Iwanowska’s conclusions that first-time prisoners express more
fears than recidivists. In the sample group she examined, fears were slightly more
common among first-time inmates than among habitual offenders. Fundamentally,
however, the spectrum of fears and anxieties is similar and focuses on problems of a
social and living nature, i.e. lack of employment, lack of place to live, reluctance of
relatives and society. Referring to results of similar research on long-term prisoners,
dating back to the end of the last century, Szczygiet (2002) notes that only 1/3 of
prisoners did not experience this type of fear. It is also important who the respondents
most often expect help from. In most cases (first-time offenders or juveniles) inmates
direct their expectations towards their closest relatives - family. Habitual offenders,
who expect help from their relatives five times less frequently than the first-time
prisoners, are an exception (Szczygiet, 2002). In this respect, both studies lead to
consistent conclusions. Both authors interpret this result identically - as a breakage of
relationships and family ties of habitual offenders.

Taking into account the heterogeneous views presented in the literature, the author
decided to analyse the issue of habitual offenders’ fear of release by implementing
own research project. This curiosity was additionally intensified by own professional
experience of the author, who has been working with released habitual offenders for
over 16 years; the author gained experience as a probation officer, a specialist in
post-penitentiary assistance in a readaptation centre, and currently also as a trainer of
aggression replacement training. Hundreds of hours of observations and conversations
with inmates give the impression that the number and types of social problems faced
by recidivist inmates do not bode well for the future of habitual offenders. Our research
was conducted to explore this part of the penitentiary reality.

Methodology of own studies

The results of research on recidivists’ anxieties regarding release presented herein
are part of a broader, previously unpublished, research project concerning social
reintegration realised by the author. Within the framework of the project, a number
of different problem areas were analysed, one of which was the fear of freedom.
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Taking into account several areas of research (prisons and readaptation centres)
allowed us to look at the issue from a broader perspective. It is possible that the
fear of release is experienced differently by people who are still waiting for their
release and differently by people who can comment on their experiences in retrospect.
Furthermore, comparing the examined issue in the same groups, but in two different
countries (Poland and Slovakia), has applicable value. It allows us to answer the
question regarding the impact of gradual transition to freedom on prisoners staying in
Slovak exit wards.

Subject of the research presented herein are penitentiary habitual offenders -
people who are or have been in prison at least twice, as well as their anxiety related
to release. This anxiety was assessed analogously in all research groups using an
identical ordinal scale in both Poland and the Slovak Republic. Due to the social
nature of research, a simple tool was chosen to measure it: an ordinal scale.

The established goal is related to the broader assumptions of the research project
on social reintegration of habitual offenders. In the context of the problem presented
herein, the goal of research comes down to learning about the circumstances that will
help reduce the level of fear of freedom.

The main research problem set by the author herein concerns the phenomenon of
fear of freedom, and therefore it could be formulated as follows: Is fear of freedom a
criterion that should be taken into account in the process of planning social readaptation
of habitual offenders. An auxiliary (specific) problem concerns time and place, i.e.
whether the respondents are more afraid of freedom before being released or after
being released, i.e. living as free persons. For the purpose of comparison, solving this
problem will be possible through examining statements of those habitual offenders
who talk about their fears and anxieties in retrospect, i.e. those who have been free for
some time. Another specific problem concerns systemic issues, i.e. whether serving a
sentence in a Polish or Slovak prison affects the level of fear of freedom. The author
will also look at whether staying in Slovak exit wards is an important differentiating
variable.

The hypotheses that were adopted for the purpose of research seem to be simple.
As assumed in the previous part of the paper, adaptation to prison conditions has a
vector opposite to adaptation to living as a free person. Therefore, the more time a
person spends in prison, the better adapted they should be to living in it. However,
this happens at the expense of functioning as a free person. Long-term or frequent (or
both) stays in prisons should therefore cause respondents to experience strong sense of
anxiety related to their release. Habitual offenders are therefore very afraid of freedom
and feel relatively comfortable in a prison. After all, they have to adapt to extremely
different conditions all over again. Consistency, stability and predictability are desirable
qualities for humans.

Another hypothesis proclaims that people serving the last part of their sentence
in conditions somewhat similar to freedom (e.g. exit wards in Slovak prisons) will
experience fear of freedom and release to a lesser degree. Their situation will change
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less when they are released than the situation of other inmates. Therefore, the author
will consider the group of prisoners in Slovak exit wards as a control group.

The last hypothesis adopted is the assumption that preparing habitual offender
prisoners for freedom in the manner referred to in the Polish Executive Penal Code
(Article 164, paragraph 1) helps reduce their level of fear of release.

Variables are, as L.obocki (2003) writes, the qualities of the researched phenomenon
or the factors responsible for emergence of such qualities, which can assume different
values.

This researcher focuses on said factors in order to learn the nature of the analysed
phenomenon or the relationships between various objects. Some of these variables
(independent variables) are circumstances that supposedly (at least in the researcher’s
assumptions) influence certain values, which we call dependent variables (Lobocki,
2003). Therefore, the following factors are recognised as independent variables in this
study: the place of research (prison, readaptation centre or emergency support point,
Poland or Slovakia) and the ward where subjects stay (regular or exit ward). Dependent
variables adopted in the research are closely related to the topic of the study, i.e. the
level of fear of release. We must also specify indicators for each variable. In this case,
indicators for the research sites are previously indicated locations, and for the dependent
variable it will be a numerical value on a ten-point scale. Of course, the indicator of the
independent variable will also consist of the answer to the question whether appropriate
procedure for preparing for freedom was applied in Poland, pursuant to Article 164,
paragraph 1 of the Penal Code, and in Slovakia whether the respondent is or was in the
exit ward.

Author believes that the quantitative concept is an appropriate approach for
tackling the research problem presented in this manner. According to Pilch (1998)
a diagnostic survey allows for the exploration of important social phenomena that
appear in a precisely defined population and for gathering knowledge about their
dynamics. Therefore, if we adopt a diagnostic survey as the leading method, and if we
are also interested in the comparative value of the research, it is difficult to find a more
suitable research technique than the questionnaire technique. Taking into consideration
the conditions of the entire research project in which the fragment discussed herein
was placed, these techniques will work great due to the amount of data collected.

The tools used in the research project consisted of a number of questionnaires (both
for habitual offenders and specialists working with them in penitentiary facilities and
in the outside world). These were tools used in both countries in an unchanged form
after translation. Due to editorial restrictions, it is not possible to present the entirety
of the applied tools, but the data presented in the analytical part of this paper were
drawn directly from the questions referring to a given research problem.

The research sites in Poland are the following prisons: ZK Tarnéw, ZK Tarnow
Mofécice, ZK Nowy Wisnicz, ZK Wadowice, ZK Nowy Sacz, AS Krakow. In the Slovak
Republic, the place of research were prisons in: Hrnciarowce nad Parnou, Bratislava,
Nitra Chrenova, Kosice, PreSov, Ruzomberok, Banskd Bystrica, Sucany. As far as
“freedom” research sites are concerned, in Poland these were the readaptation centres
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of the Pomost Foundation in Zabrze, the ProDomo Integration Center in Krakow, the
Social Home of the Association for Aid to People in Wroctaw, the “Barki” centres in
Strzelce Opolskie and the Post-penitentiary Assistance Centre in Nowy Sacz, with
the last one providing emergency assistance only. The respondents do not live in
the centre in Nowy Sacz, but only seek help when needed. In Slovakia, “freedom”
research was carried out in a centre run by the “Good Shepherd” Civic Association in
the Monastery near Zniev.

Analysis of the collected material

As already mentioned, the Scales were used to measure the respondents’ anxiety, or
more precisely — the fear of what will happen immediately after release from a prison
facility. The presented question serves several important functions. As presented by
Fidelus (2020), among people who leave prison, a sudden change in the environment
may induce negative emotions and even the belief that they are unable to cope with
it. This may have a negative impact on the adaptation process and, according to this
author, may be expressed in fear of release. He states that the situation of release
is accompanied by stress and emphasises that it does not appear when the released
person returns to people with whom he feels good. However, it also happens that
in the face of dysfunctional adaptation mechanisms developed by the inmate before
his incarceration, returning to the criminal environment will not strengthen this
discomfort, but will even have a soothing effect. This may have two meanings in
the present research. On the one hand, it sheds new light on the hypothesis regarding
habitual offenders’ fear of release. It may also happen that the convict will feel fear
when he returns to a free environment, but with strong resolution to improve and
make qualitative changes to their life, and therefore to break with previous habits. A
convict may also experience this anxiety when they return to a criminal environment,
knowing that doing so could land them in prison again. Correlations between this
anxiety and treatment of a habitual offender inmate consistent with Art. 164 of the
Penal Code (procedure for preparation for freedom) and the time spent in freedom
or in isolation are very important. Such information should make it easier to answer
the question whether a correlation between post-penitentiary assistance and fear of
release exists. In other words, whether readaptation support received by an inmate
has an impact on fear of release, or whether it depends on the number of anticipated
problems while free. It is also important whether type of these difficulties influences
the fear felt by the habitual offender.

To the author’s amazement, collected data shows that the vast majority of
incarcerated recidivists are not too afraid of their first moments on the outside - high
values on the scale (7-10) were indicated by only 22.1% of respondents (Table 1).
What may be surprising, however, is that as many as 46% of respondents answered
they “are not at all afraid of their first moments on the outside”. They indicated the
lowest possible value on the scale - 1. Slightly higher and average values, i.e. 2, 3,4, 5
and 6, were indicated by 6, 7, 6, 9, and 3% of people, respectively, so this is definitely
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a small number of all 300 people surveyed in Poland (Table 1). Since the author is
interested in the issue of fear of release, both from the perspective of the inmate and the
convict who is already free, the obtained results will be explored further. Therefore, it is
worth considering whether the low level of declared anxiety results from, for example,
the activation of defence mechanisms or from settling into the penitentiary system. We
don’t yet know why some prisoners don’t feel anxious about the inevitable change of
environment as often as expected. This lack of anxiety may be influenced by their living
conditions and surroundings, but also by other variables. Undoubtedly, staying in a
penitentiary facility is associated with discomfort and limited freedom.

Table 1 Polish prisoners’ fear of release

Are you afraid of your first moments as a
y y Number of answers % of answers

free man?

1 — I am not afraid at all 136 46

2 19 6

3 21 7

4 18 6

5 28 9

6 8 3

7 10 3

8 15 5

9 9 3,1

10 — I am very concerned 31 11
TOTAL 295 100

Blank: 5
Number of surveys 300

Similarly to Polish prisoners-respondents, the vast majority of Slovak habitual
offenders are not too afraid of their first moments on the outside, as only 15.5% of
respondents indicated high values (7-10) on the scale (Table 2). As many as 42% of
respondents answered that they were “not at all afraid of their first moments as a free
man”, indicating the lowest possible value on the scale of 1. This result is very similar
to that obtained in Poland (46%). Average values, i.e. 2, 3, 4, 5 and 6, were indicated
by 18, 6, 5, 13 and 1% of respondents, respectively, which is similar to the results
obtained in Poland (Table 2). A high level of fear of being released is therefore not
a quality that would well describe recidivists in any of the countries included in the
study.
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Table 2 Slovak prisoners’ fear of release

Are you afraid of your first moments as a Number of % of answers (SK
free man? answers penitentiary facilities)
1 — I am not afraid at all 36 42
2 15 18
3 5 6
4 5
5 11 13
6 1
7 2
8 5
9 3 3,5
10 — I am very concerned 3 4
TOTAL 85 100
Blank: 2
Number of surveys 87

It is worth noting that, on the one hand, the respondents declare, in contradiction
to the adopted hypothesis, a generally low level of fear of freedom, and on the other
(despite the assumed high level of prison adaptation) they report significant discomfort
related to staying in prison. We are speaking about penitentiary habitual offenders, i.e.
people who are often said to treat prison as their second home.

How do you feel in prisong

0= very well  (IER

{ = T SR S .0 I =, R R = =}

1 - sty poorly | 1

Graph 1 The well-being of Polish habitual offenders in isolation
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Collected data clearly shows that respondents in penitentiary isolation feel bad,
which may be the reason for the optimistic results obtained in the area of freedom
anxiety. Thus, the next working hypothesis seems to be disproved. The results obtained
in the group of Slovak respondents appear to be very consistent with the Polish results
presented above. Slovaks also feel unwell in a prison.

How doyou feel in a prison [%] (SK-ZK)
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Graph 2 The well-being of Slovak habitual offenders in isolation

The author decided to determine the level of fear of release in all groups included
in the study. Habitual offenders living in readaptation centres were also asked about
it. Data collected among the Polish population demonstrates that, from their current
perspective, such fears did occur, but their intensity was moderate - 39% of respondents
indicated they were quite afraid of being released from prison (scale value >5) (Table
3). For comparison, among the group of habitual offenders still in isolation, these
fears seem to be lower, as 25% of respondents indicated the same value on the scale.
There are many indications that, in hindsight, confrontation with freedom turned out
to be more stressful than the inmates expected. They report less concern when they
are still in prison.

Table 3 Fear of release experienced by residents of Polish centres — all answers provided

Before your release, were you afrflid of your first Number % of answers
moments on the outside? of answers (MORA-PL)
(MORA-PL) (MORA-PL)
1 — T am not afraid at all 14 23
2 4
3
4 8 13
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Table 3 (Continued)

5 9 15
6 5 8
7 7 11
8 3
9 4
10 — I am very concerned 5
TOTAL 61 100
Blank: 1
Number of surveys 62

Although the distribution in the average ranges is slightly different, in the group
of Slovak inmates residing in the readaptation centre (and among Polish inmates) the
prevailing belief seems to be that the fact the end of the sentence was approaching was
not a strong stressor (Table 4). In both surveyed populations, the largest group were
those convicts who reported they were not afraid of release at all. This again seems
to disprove the hypothesis that recidivists are generally very afraid of being released
from incarceration.

Table 4 Fear of release experienced by residents of Slovak centres — all answers provided

Before your release, were you afraid of your Number o
. % of answers
first moments on the outside? of answers (MORA-SK)
(MORA-SK) (MORA-SK)
1 — I am not afraid at all 8 36
2 2 9
3 0 0
4 0 0
5 2 9
6 2 9
7 0 0
8 2 9
9 4 18
10 — I am very concerned 2 9
TOTAL 22 100
Blank: 1
Number of surveys 23

The research included an independent variable - preparation for release pursuant to
Article 164, paragraph 1 of the Penal Code (a procedure under which a release plan is
developed in cooperation with the inmate and implemented with the participation of a
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probation officer, among others). It was previously assumed that this form of preparation
should better prepare the habitual offender to face reality. Perhaps this would also have
a beneficial effect on the anxiety experienced before release, reducing it in line with the
behaviourist concept of exposure. In many behavioural therapies, fears are tamed by
experiencing the stressor at a low intensity. Similarly to the case of prisoners who were
habitual offenders, the degree of fear of release was calculated separately for residents of
centres who were being prepared for release pursuant to Art. 164 of the Penal Code and
those who were not covered by this provision. However, it turned out that in the group
of people who were being prepared for release level of declared anxiety was higher than
in the group of people who were not being prepared for release. The level of emotional
arousal above 5 was indicated by as many as 45% of the surveyed inmates who were
being prepared for release and 33% of those who were not being prepared for release
(Table 5). Differences may not be colossal, but said differences surprise the author
because they contradict the hypothesis regarding reducing anxiety through preparation
for release from incarceration. This is perhaps because under such activities the inmate
is presented with a real, not an idealised, vision of freedom that awaits them. If this was
the case, such people would be more aware of the scale of future problems. This time,
very few people indicated extremely low values, indicating a complete lack of concern.
Unfortunately, due to the fact that repeat offenders are rarely included in the procedure
of preparation for release in this way, the modest amount of research data collected is
not representative. More than three times as many questionnaires were collected from
people who were not being prepared for release.

Table 5 Fear of release experienced by residents of Polish penitentiary facilities - answers
provided only by inmates who were not being prepared for release pursuant to Article 164
paragraph 1 of the Penal Code

Before your release, were you afraid of your

first moments on the outside? — applies to Number of answers % of answers
people who were NOT prepared for release (MORA-PL) (MORA-PL)
(MORA-PL)

1 — I am not afraid at all 9 24

2 2 5

3 0

4 7 19

5 5 14

6 2 5

7 5 14

8 1 3

9 2 5

10 — I am very concerned 4 11
TOTAL 37 100
Blank: 1

Number of surveys 38
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An analogous procedure was carried out on the Slovak sample group, from among
which a group of habitual offenders prepared for release in the local exit wards was
selected. As it turned out, out of 23 respondents, only 4 persons met the required criterion,
i.e. they stayed in such a ward before being released. The statistical value of these results
is therefore low. However, the author attempted to isolate the results obtained by these
people from all the results and it turned out that 3 of them were very worried about being
released, and one was not at all worried about being released. It is therefore possible
that people being prepared for release in Slovakian exit wards are more aware of the
challenges and hardships awaiting them in freedom. However, the mere act of preparing
inmates for being released does not solve problems such as debts, lack of housing or
work. Its only purpose is to support, activate and raise awareness of the convict.

Among the Slovak respondents who were not being prepared for release in the exit
wards in Slovakia (13 people), the results were similar to those obtained in the Polish
sample. Again, the distribution of results turned out to be relatively even, although
in this case the small amount of collected material also does not allow for drawing
statistical conclusions.

The hypothesis that preparing habitual offender inmates for release reduces their
fear of freedom turned out to be incorrect in the light of obtained results. According to
the author, the results can be interpreted as meaning that when preparing for release,
convicts are confronted with the difficulties awaiting them on the outside. Therefore,
they become aware of the seriousness of the problems that await them. However,
preparation for release alone does not solve these problems, but rather eliminates
defence mechanisms such as denial.

Despite anxiety related to being released, surveyed residents of penitentiary
facilities in both countries unanimously assessed their well-being in freedom
conditions as good and very good.

Hovw wall do you feel after releose? [Nuber of answeres
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Graph 3 Well-being of habitual offenders living in Polish re-adaptation centres
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Graph 4 Well-being of habitual offenders living in Slovak re-adaptation centres

The research problem was also analysed among the group of habitual offenders
who do not live in a readaptation centre after their release and only use interim help.
These respondents generally presented a higher level of freedom anxiety than the
residents of readaptation centres (Table 6). In this group, a value on the scale >5
(indicating great concern) was indicated by as many as 63% of respondents, while in the
group of residents of readaptation centres, only 39% of respondents declared this level
of concern. The difference is clear, especially since habitual offenders incarcerated
in prison were even less afraid of freedom — 25% of respondents. According to the
author, there are several potential factors behind this situation. Firstly, people who
have already been released have experienced this fear empirically, and secondly,
residents of readaptation centres generally decide to go to such a centre earlier.
Therefore, they know even before they are released that they have a guaranteed place
in a readaptation centre. Therefore, such convicts do not have to worry about finding
accommodation on the day of release. Convicts receiving only the interim assistance
return to their previous environments, i.e. towns, homes, families more often. They
may therefore have justified concerns about how (if at all) they will be received by
those around them. However, such a conclusion remains solely within the area of
author’s speculations; it seems, however, to be an interesting topic to be discussed
in the course of further research. The fact that prisoners who are habitual offenders
declare a lesser fear of release than the first-time convicts is once again confirmed.
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Table 6 Anxiety related to release experienced by habitual offender inmates receiving post-
penitentiary assistance — general population

Before your release, were you afraid of your first Number o
moments on the outside? of answers (‘)D(())fﬁgs-vls"i;s
(DORA-PL) (DORA-PL)

1 — I am not afraid at all 7 19
2 2 5
3 2 5
4 1 3
5 2 5
6 8 21
7 5 13
8 3

9 2

10 — I am very concerned 6 16
TOTAL 38 100
Blank: 5

Number of surveys 43

In the group of the part-time centre clients, similarly to the previous case, the
answers provided by people who were prepared for release pursuant to Art. 164
paragraph 1 of the Penal Code were isolated and marked for further research. However,
there were only 7 such people in a group of 43 respondents. In this group, most people
(43% of respondents) indicated intermediate values of 5 and 6. As for the respondents
who have chosen extreme values (1 — I wasn’t concerned about it at all and 10 — It
concerned me very much), in both cases only 2 respondents gave such an answer.
Due to the small number of people who were prepared for living as a free person after
their release from a penitentiary facility, the values presented herein remain without
statistical value.

A larger sample consisted of those respondents who declared they were not being
prepared for release — 23 people; in their case, values indicating a high level of anxiety
were noticeably more common. Values >5 on the scale were indicated by 61% of
respondents, i.e. 14 persons (Table 7). However, it should be remembered that the
previous sample was non-representative, which does not allow for comparison in
regard to this variable.

A significant part of the research sample consists of people who were unable to
determine whether they were being prepared for freedom or not — 14 out of a total
of 43 people. In author’s opinion, such an answer is closer to a negative answer (the
author himself has been implementing the procedure of Article 164, paragraph 1 of
the Penal Code for many years, working as a probation officer). Real work with an
inmate for his future readaptation is difficult to overlook. A convict who is being duly
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prepared for release is certainly aware of this. The results obtained in this subgroup
do not provide a clear solution to the problem, but they suggest that these people
quite often experience severe anxiety. However, as mentioned previously, this group
is small and the observations resulting from the analysis of this material do not allow
for drawing far-reaching conclusions.

Table 7 Release-related anxiety of inmates receiving post-penitentiary assistance — among
the group of inmates not covered by preparation for release under Article 164 paragraph 1 of
the Penal Code

Were you afraid of your first moments on the outside Number

. . . % of answers
prior to your release? — applies to inmates who were  of answers

NOT prepared for release (DORA-PL) (DORA-PL) (DORA-PL)
1 - I am not afraid at all 4 17
2 1 4
3 2 9
4 1 4
5 1

6 3 13
7 5 22
8 2 9
9 1 4
10 - I am very concerned 3 13
TOTAL 23 100
Blank: 3

Number of surveys 26

Interestingly, while in the group of residents of readaptation centres the level of
satisfaction with remaining free was very high, in the case of habitual offenders using
only interim assistance these results were more varied. Former convicts were largely
satisfied but their feeling of well-being was not as pronounced. Therefore, it seems
that habitual offenders receiving interim assistance, in addition to a higher level of
freedom anxiety, experienced less satisfaction with it. According to the author, this
anxiety may not be illogical if we take into account their more complicated social and
family situation. On the other hand, it should be considered that people who ended
in a re-adaptation centre probably do not have any support base (family, apartment).
Therefore, the social situation of respondents cannot be perceived solely in the
context of experienced fears and anxiety regarding freedom or discomfort with their
current place of residence. This is a much more complicated situation which cannot be
analysed comprehensively in this paper. However, such an attempt was made as part
of another, broader research project.
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How well do you cuwvently feel as a free man?
[Mumber of answers {DORA-PLY]

10 - wery we

]

1 - wery poory
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Graph 5 Well-being of released habitual offenders receiving interim post-penitentiary
assistance

The research also took into account time spent in prison isolation. On average,
clients of part-time readaptation centres spend less time in prison than residents of
stationary centres. Therefore, it could be assumed that the level of their declared fear
of release could be lower as shorter isolation = weaker adaptation. However, as it
turned out, even though they spent more time in prison on average, the respondents
generally had a higher level of fear of freedom than the group of permanent residents
of readaptation centres. According to the author, this can be explained by the fact that
residents of readaptation centres decide to be sent to said centres earlier and are already
provided with a place to stay there before being released. Clients of part-time centres
more often return to their previous, often dysfunctional, environments. Therefore,
they experience a number of fears and uncertainties. However, such an explanation
remains a matter of speculation based on the author’s professional intuition.

Summary and recommendations

Due to quantitative nature of this study, the author did not direct his research
curiosity towards the psychoanalytic meanders of anxiety. There were no strictly
psychological theories or therapeutic concepts discussed in this paper. Defence
mechanisms as a form of defence against anxiety were left aside. However, the
fear of being released from prison is a very interesting part of reality to explore.
Psychology and related sciences could certainly make a valuable contribution here.
In these studies, the degree of declared fear of release was related to external and
social variables, unrelated to the personality of the respondents. These variables refer
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primarily to the process of social readaptation and preparation for release from prison.
Unfortunately, the number of people who were included in the research, although
significant, was not always sufficient. This was primarily due to the fact that in both
studied countries, few habitual offenders are professionally prepared for release and
freedom. However, certain trends can be observed. People prepared for freedom
generally experience higher levels of anxiety than those who are not being prepared
for release. The leading hypothesis was therefore disproved in the light of the results
obtained. Furthermore, it can also be assumed that people preparing for release are
better informed and prepared for what they have to face after release, but the scale
and multitude of problems may still be overwhelming for them. It should also be
noted that Polish and Slovak penitentiary recidivists differ from each other in terms
of the fear of freedom they are experiencing or their situation on the outside. It is
worth noting, however, that these variables are undoubtedly influenced by the way
inmates are preparing for release, as well as social space in which they currently find
themselves. To the author’s surprise, people who have already experienced freedom
declare greater fear than those for whom this moment has not yet come. However,
the prisoners themselves seem to look towards the future more optimistically and
experience happiness at the thought of being released.

It seems rational to take actions that will make the process of preparing an inmate
for release more effective. If various forms of preparation for release make convicted
habitual offenders aware of how much work they still have to do, then we must take
into account the risk that such preparation may also foster passive or even regressive
attitudes. People with reduced personal or social competences may easily succumb
to the natural temptation to avoid the problems they have to face. In such a case, the
process of preparing for freedom may turn out to be ineffective. Instead of motivating,
it can be demotivating.

In the author’s opinion, it is worth taking into account the mechanisms of anxiety
and its reduction as important variables when planning the readaptation process. It
is not so much about a form of psychotherapy, but about the prevention of anxiety
so that its level does not exceed a critical level among those who are being released
from prisons. The idea is to keep anxiety at a level where it still has a motivating, but
not non adaptive, effect. It is easy to imagine that the chain of such treatments could
include psychological support, coaching or various self-help activities. Perhaps these
actions could consist in meetings in penitentiary units or support groups with the
participation of former prisoners whose readaptation process was successful. It is also
a good idea for prisoners to participate in regular meetings with representatives of aid
institutions, especially non-governmental organisations running readaptation centres
or post-penitentiary assistance facilities. It is also impossible to not notice the potential
of the pilot project Chance to Return, conducted in the Slovak Republic. Organising
exit wards within prisons would help reduce the shock a person experiences upon
release, which seems to be particularly important in the case of long-term prisoners.
Additionally, this process would take place in completely controlled, and therefore
safe, conditions. The author also sees the importance of granting special leaves at the

236



PEDAGOGY IN EDUCATION PRACTICE

end of the sentence, during which the convict would have the opportunity or even
the obligation to take care of their own affairs. They would, for example, have to
go to an office or an aid organisation and make first contact with them a few weeks
before the actual release. A number of different treatments, which do not require time-
consuming and expensive specialist interventions, would make it possible to influence
an extremely important variable in the process of social readaptation, i.e. the fear of
freedom, and thus would counteract the social exclusion of this group of people.
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Lek przed wolnoscia w perspektywie readaptacji spolecznej
recydywistow

Przezywanie lgku jest nieodtacznym aspektem funkcjonowania czlowieka.
Towarzyszy on mierzeniu si¢ z przeciwno$ciami losu i rozwigzywaniu codziennych
problemoéw. Emocja ta jest obecna réwniez w zyciu os6b pozbawionych wolnosci.
Skazani moga przezywac ja w sposob niezwykle intensywny, bowiem u jej podtoza
leza istotne zmiany zyciowe. Pozbawienie wolnosci, podobnie jak jej odzyskanie to
olbrzymia zmiana w zyciu czlowieka. W chwili osadzenia, redukcji Igku sprzyjaé
moze zjawisko adaptacji wigziennej. Prizonizacja jest efektem ubocznym tej
adaptacji 1 wynika z naturalnej dynamiki proceséw poznawczych. Sprzyjaja jej
réwniez panujgce w srodowisku totalnym skomplikowane uwarunkowania spoteczne.
Dostosowanie si¢ do warunkow instytucji totalnej, cho¢ pomaga ograniczac Igk,
to przeciwdziata pdzniejszej zaradnosci zyciowej. Wyjscie na wolno$¢ — zwykle
upragnione — rowniez moze stac¢ si¢ czynnikiem stresogennym. W gre wchodzi w
koncu kolejna zmiana sytuacji osobistej. Odzyskanie wolnosci pozwala co prawda
skorzysta¢ z szeregu swobod, jednak sprawia ze trzeba stawi¢ czota problemom,
od ktorych osadzony byt dotychczas wolny. Natezenie przezywanych obaw przed
wolno$cig, zaleze¢ moze od wielu zmiennych, sposrod ktérych szczegdlne miejsce
zajmuje procedura przygotowania do zwolnienia. Zdaje sie, ze lepsze przygotowanie do
wolno$ci powinno dziata¢ wspierajaco na osadzonych, redukujac u nich poczucie lgku
przed wolnoscig. Nie zawsze jednak tak si¢ dzieje. Autor stawia sobie za cel poznanie
na ile okreslone czynniki readaptacyjne takie jak miejsce czy forma przygotowania do
zwolnienia, wptywaja na subiektywne przezywanie obaw przed wolnoscig. Wreszcie
probuje tez odpowiedzie¢ na pytanie, czy nalezy t¢ zmienng uwzglgdniaé podczas
planowania procedury zwolnieniowej. W znacznym bowiem stopniu, us§wiadamia ona
osadzonym ogrom pracy i problemdw, jakie czekaja ich na wolnosci. To nierzadko ich
przerasta. Obawy przed zwolnieniem stajg si¢ zatem w petni uzasadnione. Bledne koto
recydywy w ktore skazani wpadaja, zwigksza natomiast przezywany stres, sprzyjajac
tym samym poznawczej ucieczce od wolnosci.

Stowa kluczowe: strach przed wolnoscia; przygotowanie do wypisu; readaptacja
spoleczna; wi¢zienie.
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Crpax o c1o6ofie y KOHTEKCTY COI[MjaTHe peafjanTaiuje
BUIIECTPYKIX NPEeCTYITHUKA

JloxuBIbaBamkbe aHKCHO3HOCTH j€ CTAEhe¢ CBOJCTBEHO JhYJICKOM OuTHCamwy. [IpucyTHO
j€ Koj cyouaBama ca HeBOJbaMa M pelllaBama CBAKOAHEBHUX Ipobiema. OBa eMormja
MPUCYTHA j€ U Y )KMBOTUMA JbYAH JIUIIEHNX cio0oze. OcyheHnuu Mory aa je IoKHBIbaBajy
Ha M3y3€THO MHTEH3MBAH HAYWH, jep Ce 3aCHHMBA Ha 3HAYajHUM >KUBOTHHM IMpPOMEHaMa.
Jlmmagame cmoboze, Oanr kao U meHO Bpaharmke, orpoMHa je TIpOMEHa Y JKUBOTY YOBEKA.
VY TpeHyTKy JIHIIaBama cI000/e, HCKyCTBO 3aTBOPCKE aaNTaldje MOXKe Jia JOMpPHHECEe
yOnakaBamwy aHKcHo3HOCTH. CriopeqHu edeKkar oBe ajanTanuje je NPU30HU3alMja U
OHa ce jaBJba Kao pe3y/raT NPHpOAHE TMHAMHKE KOTHUTHBHHUX mporeca. Hboj nomarHo
TIOTO/TY]y CIIO’KEHH JIPYIITBEHH YCIIOBH KOjU BJJajy y CBEyKYITHOM OKpyxemwy. Mana
npunarolaBame yCIOBAMa HHCTUTYIIH]E Kao LIEJTHHE IIOMaXke y CMambeby aHKCHO3HOCTH,
OHO C€ CyNPOTCTaBJba KAaCHH|Oj JKUBOTHO] CHANAXIBbMBOCTH. Ocobahame — Ma KOJTUKO
KeJHEHO — TaKohe MoXKe Jla TIocTane (hakTop cTpeca.

KoHnauHo, jour jenHa mpoMeHa JIMYHE CHTyalje je y nuramy. [loBpahaj ciodose
oMoryhaBa yKWBame pasIHUATHX BpcTa ciobome, amum Takohe M cyodaBame ca
npoOreMrMa KOjUX je 3aTBOPEHMK paHHje Ouo ocnoboheH. MHTeH3uTeT cTpaxa on
cio0ozie MOXKE J1a 3aBHCH OJI MHOTHX BapujalIiii, o KOjHX IMOCEOHO MECTO 3ay3uMa
MOCTyTIaKk TpunpeMe 3a ociobahame. UnHHM ce qa je Kao MOJIpIIKa 3aTBOPEHHIIMA
notpedHa Oosba mpumnpeMa 3a ci1o0ofdy, Koja OM ymamuia BHXOB ocehaj cTpaxa on
crnobone. Mehytum, To ce He moraha yeek. Llusb ayropa je na oTKpHje y K0joj Mepu
cnenndudHN (pakTOpH peajanTanmje, IMOMyT MeCTa WIM OOJHKa TpUIpeMe 3a
ocnobahame, yTruy Ha Cy0jeKTHBHU JIOXKHBJbA] CTpaxa ox ciobdone. Konayno, aytop
HACTOjH JIa OIFOBOPH ¥ HA IIUTAbE JIa I OBY BapHjaliry TpeOa y3eTh y 003Up MPUITUKOM
IUTaHUpama MOCTyIKa OTHymTama. OH y BEMKOj MEPH 3aTBOPEHHUKE YHHH CBECHHM
OTPOMHOT Mocia U mpolliemMa KOju UX 4eKajy Ha co0OIH, IITO UX YecTo onTepehyje.
Crora cTpaxoBH Ol OTHYIITama IOCTAjy MOTIIYHO OMNpaBJaHW. 3adapaHd Kpyr
penMarBH3Ma y KOju OCyheHHUIM ynanajy mojayaBa CTpec KOju JI0KHBIHABajy, YAME CE
MOACTHYE HUXOBO KOTHUTUBHO OEKCTBO 01 10007,

Kibyune peum: crpax on ciobojnie, TpHIpeMa 3a OTIYIITAame, COIMjaHa
peamarntaiyja, Ipu30HU3aIH]a.
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Strah od slobode u kontekstu socijalne re-adaptacije recidivista

Dozivljaj tjeskobe je specificna osobina / dimenzija ljudskog funkcioniranja. Prati
suocavanje s neda¢ama i rjeSavanje svakodnevnih problemskih situacija. Prisutna je
u zivotu vecine ljudi. Pojedinci koji su zakonskim odlukama liSeni slobode mogu
dozivjeti posebno intenzivan osjecaj tjeskobe zbog velikih /specifi¢nih promjena
Zivota.

Iako je oduzimanje slobode generira tjeskobu i anksioznost, takve osje¢aje moze
potaknuti i ponovno stjecanje slobode. Postupna prilagodba moze smanjiti anksioznost
1 zatvaranje pojedinca kao nuspojave koje proizlaze iz prirodne dinamike kognitivnih
procesa. Tome mogu pridonijeti i socijalne interakcije s okruzenjem.

Prilagodba na uvjete Zivota u zatvorenoj (zatvorskoj) ustanovi, iako pomaze
u smanjenju tjeskobe, moze negativno korelirati s kasnijim odnosima. Povratak
na slobodu, iako Zeljen, istodobno moze biti i stresor. Ponovno stjecanje slobode
pretpostavlja i suoCavanje s zivotnim problemima cega je pojedinac, boravecu u
zatvorenoj ustanovi, bio osloboden. Intenzitet straha od slobode povezan je s brojnim
¢imbenicima. Postupak prilagodbe moze smanjiti anksioznost, mo to se ne dogada
uvijek.

Ovaj rad analizira ¢imbenike re-adaptacije te povezanost procesa pripreme za
otpust sa subjektivnim dozivljajem straha od slobode. U tom procesu zatvorenici se
postupno suocavaju s problemima Zivota na slobodi s ¢im se svi ne mogu jednako
nositi. Strahovi od slobode postaju opravdani i pojedinci se ne mogu s tim nositi.
Zacarani krug recidiva u koji pojedinici upadaju povecava stres koji prozivljavaju §to
potice i kognitivni bijeg od slobode.

Kljuéne rijeci: strah od slobode; priprema za otpust; socijalna readaptacija; zatvor.
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