





4

\ EOTVOS JOZSEF J
FOISKOLA BAJA

Eotvos Jozsef FGiskola






évE. 2024/4. sz.

TARTALOM
BELOSZO ettt e et et e e e e et eteteeseeee e eeeaeesee e aeateteasesaeeaeaene 1
Horvati¢, Tea: UPORABA UMJETNE INTELIGENCLJE U NASTAVI ENGLESKOG
JEZIKA — MOGUCNOSTI T IZAZOVT..eeeeeeeeeeeeeeeeeseressesesesesesessssssssssssesesssssssasesasns 5

Ili¢, Ivona—Majstori¢, Ines—Varga, Rahaela: SUSTAVNA PODRSKA USVAJANJU
MADARSKOGA KAO PRVOG JEZIKA: SLUCAJ VERTIKALNE PROHODNOSTI U
HRVATSKOME OBRAZOVNOM SUSTAVU ... ccciiiiiiinnreeciiniiinnneeeceissnnmeeeecessnes 27

Saboli¢, Valentina—Bockovac, Timea Anita: UTJECAJ MADARSKOG JEZIKA NA
GRAMATICKE KOMPETENCIJE UCENIKA DVOJEZICNIH HRVATSKO-MADARS-

KIH SKOLA. ..veetteteeeeeeeeeeteeeteeesteseseetsssstesestesessessssssossssosssssssssossssossssossnsssossssossnsas 39
Banja Cipanj, Rene—Plavac, Morana: FRAZEMI U FUNKCIJI IGRE — U SVJETLU
PREVODENJA I DVOJEZICNOST .....uvuveeeieeeeeeresesereseseresesesesesesenesssesssssssssssssssssnens 51

Simon Krisztidn: ASSESSING VOCABULARY DEVELOPMENT POSSIBILITIES
AND STUDENTS’ PERCEIVED USEFULNESS USING TED TALKS IN A FIRST-

YEAR LANGUAGE SKILLS DEVELOPMENT COURSE.....cccccccvereerurerrerrvreracrneeesaens 59
Szdces Krisztina: YOUNG LEARNERS AND AUTONOMY SUPPORT IN LANGUAGE
LEARNIING ..ccovvueeeeeeeeeeeeeeeeeeeeeeeessssssssssssssssssssssssssssssssssssmssssssssssssssssssssssm. 75

Legac, Vladimir: KAKVE SU RAZLIKE U STRAHU OD ENGLESKOG JEZIKA U
RAZREDNOJ SITUACIJI IZMEDU ROMSKE I NEROMSKE DJECE U OSNOVNIM

SKOLAMA U MEDIMURJTU?...c.oeeeeeeeeeeeeeeeeeessessessessessessessesssssssssessesssssssssessessssses 83
Sz8es Krisztina: NOVICE LANGUAGE TEACHERS’ EXPERIENCES AND CHAL-
LENGES IN THEIR FIRST YEARS OF TEACHING ..ccuvvuiiiieieieeieeeeceeieeeneeneeenes 97

Kudek Miro$evi¢, Jasna: THE SIGNIFICANCE OF DIGITAL EDUCATIONAL
CONTENTS IN WORKING WITH STUDENTS WITH DISABILITIES FROM
THE TEACHER’S PERSPECTIVE ....cooiiiiiiiiiieeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeees 107

Kuhari¢, Darija: MEDIA LITERACY FOR PRESCHOOLERS: ENGAGING WORK-
SHOPS AND PARENTAL INVOLVEMENT. .......ccconiiiiiiiiiiiiccnieccneecsnaeen 117

Kovécs Elvira—Papp Zoltan: AZ ALSO TAGOZATOS TANULOK MATEMATIKA
TANULASANAK MOTIVACIOS DIMENZIOT ....ouvuvvieieeirereeeneeessssssesesssssssesesenes 127

Stankov, Gordana—Toth-Babcsanyi, Gabriella: THE POTENCIAL OF ROLEPLAYS
USING CONCRETE AND VISUAL REPRESENTATIOS IN TEACHING THE NOTION
OF FUNCTTON ...ccuuveeeeeeeeeeeeeeeeeeeseeessssssssssssssssssssssssssssssssssssssssssssssssmssssssssss. 143

Zalay Szabolcs: THE UNIVERSAL PEDAGOGICAL INDEX (UPI) INTRODUCTION
OF CONCEPT AND METHODOLOGY ...ccouuiiiuiinniiiniiinieiineinnecnneenneessnesssessssees 153

Ljubac Mec, Danijela—Zlatarevi¢, Vesna: IZAZOVI U SUVREMENOM OB


https://ejfhu-my.sharepoint.com/sites/default/files/DN/2022/01BilicAnica-DVACVJETNASONETAANTUNAGUSTAVA.pdf
https://ejfhu-my.sharepoint.com/sites/default/files/DN/2022/02BlazekaDuro-PSEUDOANALOGONIMIJAIZMEDUPRELOSKESKUPINEMEDIMURSKOG.pdf
https://ejfhu-my.sharepoint.com/sites/default/files/DN/2022/02BlazekaDuro-PSEUDOANALOGONIMIJAIZMEDUPRELOSKESKUPINEMEDIMURSKOG.pdf
https://ejf.hu/sites/default/files/DN/2024/04/01tea_horvatic-UPORABA%20UMJETNE%20INTELIGENCIJE%20U%20NASTAVI%20ENGLESKOG%20JEZIKA.pdf
https://ejf.hu/sites/default/files/DN/2024/04/01tea_horvatic-UPORABA%20UMJETNE%20INTELIGENCIJE%20U%20NASTAVI%20ENGLESKOG%20JEZIKA.pdf
https://ejf.hu/sites/default/files/DN/2024/04/02Majstoric-ILIC,%20IVONA-Sustavna%20podrska%20usvajanju%20madarskoga%20kao%20prvog%20jezika.pdf
https://ejf.hu/sites/default/files/DN/2024/04/02Majstoric-ILIC,%20IVONA-Sustavna%20podrska%20usvajanju%20madarskoga%20kao%20prvog%20jezika.pdf
https://ejf.hu/sites/default/files/DN/2024/04/02Majstoric-ILIC,%20IVONA-Sustavna%20podrska%20usvajanju%20madarskoga%20kao%20prvog%20jezika.pdf
https://ejf.hu/sites/default/files/DN/2024/04/02Majstoric-ILIC,%20IVONA-Sustavna%20podrska%20usvajanju%20madarskoga%20kao%20prvog%20jezika.pdf
https://ejf.hu/sites/default/files/DN/2024/04/03Sabolic-Bockovac-Utjecaj%20madarskog%20jezika%20na%20gramaticke%20kompetencije.pdf
https://ejf.hu/sites/default/files/DN/2024/04/03Sabolic-Bockovac-Utjecaj%20madarskog%20jezika%20na%20gramaticke%20kompetencije.pdf
https://ejf.hu/sites/default/files/DN/2024/04/03Sabolic-Bockovac-Utjecaj%20madarskog%20jezika%20na%20gramaticke%20kompetencije.pdf
https://ejf.hu/sites/default/files/DN/2024/04/04BanjaCipanjRene-PlavacMorana-FRAZEMI%20U%20FUNKCIJI%20IGRE%20-%20U%20SVJETLU,FINAL.pdf
https://ejf.hu/sites/default/files/DN/2024/04/04BanjaCipanjRene-PlavacMorana-FRAZEMI%20U%20FUNKCIJI%20IGRE%20-%20U%20SVJETLU,FINAL.pdf
https://ejf.hu/sites/default/files/DN/2024/04/05Simon%20Krisztian-ASSESSING%20VOCABULARY%20DEVELOPMENT%20POSSIBILITIES%20AND%20STUDENTS.pdf
https://ejf.hu/sites/default/files/DN/2024/04/05Simon%20Krisztian-ASSESSING%20VOCABULARY%20DEVELOPMENT%20POSSIBILITIES%20AND%20STUDENTS.pdf
https://ejf.hu/sites/default/files/DN/2024/04/05Simon%20Krisztian-ASSESSING%20VOCABULARY%20DEVELOPMENT%20POSSIBILITIES%20AND%20STUDENTS.pdf
https://ejf.hu/sites/default/files/DN/2024/04/06Szocs_Krisztina_Young%20Learners%20and%20learner%20autonomy.pdf
https://ejf.hu/sites/default/files/DN/2024/04/06Szocs_Krisztina_Young%20Learners%20and%20learner%20autonomy.pdf
https://ejf.hu/sites/default/files/DN/2024/04/07Vladimir%20Legac-KAKVE%20SU%20RAZLIKE%20U%20STRAHU%20OD%20ENGLESKOG%20JEZIKA%20U%20RAZREDNOJ.pdf
https://ejf.hu/sites/default/files/DN/2024/04/07Vladimir%20Legac-KAKVE%20SU%20RAZLIKE%20U%20STRAHU%20OD%20ENGLESKOG%20JEZIKA%20U%20RAZREDNOJ.pdf
https://ejf.hu/sites/default/files/DN/2024/04/07Vladimir%20Legac-KAKVE%20SU%20RAZLIKE%20U%20STRAHU%20OD%20ENGLESKOG%20JEZIKA%20U%20RAZREDNOJ.pdf
https://ejf.hu/sites/default/files/DN/2024/04/07Vladimir%20Legac-KAKVE%20SU%20RAZLIKE%20U%20STRAHU%20OD%20ENGLESKOG%20JEZIKA%20U%20RAZREDNOJ.pdf
https://ejf.hu/sites/default/files/DN/2024/04/08Szocs%20Krisztina_novice-teachers-challenges.pdf
https://ejf.hu/sites/default/files/DN/2024/04/08Szocs%20Krisztina_novice-teachers-challenges.pdf
https://ejf.hu/sites/default/files/DN/2024/04/08Szocs%20Krisztina_novice-teachers-challenges.pdf
https://ejf.hu/sites/default/files/DN/2024/04/09Kudek%20Mirosevic,%20Jasna-THE%20SIGNIFICANCE%20OF%20DIGITAL%20EDUCATIONAL%20CONTENTS%20IN%20WORKING.pdf
https://ejf.hu/sites/default/files/DN/2024/04/09Kudek%20Mirosevic,%20Jasna-THE%20SIGNIFICANCE%20OF%20DIGITAL%20EDUCATIONAL%20CONTENTS%20IN%20WORKING.pdf
https://ejf.hu/sites/default/files/DN/2024/04/09Kudek%20Mirosevic,%20Jasna-THE%20SIGNIFICANCE%20OF%20DIGITAL%20EDUCATIONAL%20CONTENTS%20IN%20WORKING.pdf
https://ejf.hu/sites/default/files/DN/2024/04/10Darija%20Kuharic-MEDIA%20LITERACY%20FOR%20PRESCHOOLERS.pdf
https://ejf.hu/sites/default/files/DN/2024/04/10Darija%20Kuharic-MEDIA%20LITERACY%20FOR%20PRESCHOOLERS.pdf
https://ejf.hu/sites/default/files/DN/2024/04/10Darija%20Kuharic-MEDIA%20LITERACY%20FOR%20PRESCHOOLERS.pdf
https://ejf.hu/sites/default/files/DN/2024/04/10Darija%20Kuharic-MEDIA%20LITERACY%20FOR%20PRESCHOOLERS.pdf
https://ejf.hu/sites/default/files/DN/2024/04/11kovacs_elvira-papp_zoltan-AZ%20ALSO%20TAGOZATOS%20TANULOK%20MATEMATIKA%20TANULASANAK.pdf
https://ejf.hu/sites/default/files/DN/2024/04/11kovacs_elvira-papp_zoltan-AZ%20ALSO%20TAGOZATOS%20TANULOK%20MATEMATIKA%20TANULASANAK.pdf
https://ejf.hu/sites/default/files/DN/2024/04/12Stankov-B.Toth-THE%20POTENCIAL%20OF%20ROLEPLAYS%20USING%20CONCRETE%20AND%20VISUAL%20REPRESENTATIOS.pdf
https://ejf.hu/sites/default/files/DN/2024/04/12Stankov-B.Toth-THE%20POTENCIAL%20OF%20ROLEPLAYS%20USING%20CONCRETE%20AND%20VISUAL%20REPRESENTATIOS.pdf
https://ejf.hu/sites/default/files/DN/2024/04/12Stankov-B.Toth-THE%20POTENCIAL%20OF%20ROLEPLAYS%20USING%20CONCRETE%20AND%20VISUAL%20REPRESENTATIOS.pdf
https://ejf.hu/sites/default/files/DN/2024/04/13Szabolcs_Zalay-Universal%20Pedagogical%20Index.pdf
https://ejf.hu/sites/default/files/DN/2024/04/13Szabolcs_Zalay-Universal%20Pedagogical%20Index.pdf
https://ejf.hu/sites/default/files/DN/2024/04/14LJUBAC_MEC-DANIJELA-Izazovi%20u%20suvremenom%20obrazovanju.pdf
https://ejf.hu/sites/default/files/DN/2024/04/14LJUBAC_MEC-DANIJELA-Izazovi%20u%20suvremenom%20obrazovanju.pdf

XIL évf. 2024/4. s7.

Eé6tvos Jozsef mellszobra

Szab6 Aron szobraszmiivész alkotasa az Eotvos Jozsef Féiskola udvaran.



[ER XIL évf. 2024/4. sz.

ELOSZO

Hagyomaéanyainkhoz hiven a Danubius Noster jelen szdima a magyar és a nemzet-
kozi tudomanyossag eredményei elbtt tiszteleg azzal, hogy a legijabb oktatasku-
tatdsokban és a tantermi gyakorlatban gyokerez6 tanulmanyok gazdag valogata-
sat mutatja be.

A 2024/4-es szam els6sorban két nagy tudomanyos esemény, a 11. Nem-
zetkozi Tantéargy-pedagogiai Konferencia és a Magyar Tudoményos Akadémia
Magyar Tudomany Unnepe cim(i rendezvényeir6l gytijti 6ssze a korabbi el6addk
tudoméanyos igénnyel azéta megirt, lektoralt tanulmanyait. Mindkét esemény a
modern oktatas és nyelvoktatas valtozo helyzetére reflektalt. Ez a tematikus lap-
szam az e konferencidkon elhangzott szempontok széles spektrumat gytijti egybe,
tobbdimenzi6s képet nyidjtva az aktualis oktatasi kihivasokrdl és innovaciokrol.
A kotetben szerepl6 tanulmanyok a témak széles skalajat olelik fel, elméleti meg-
latasokra és empirikus kutatasokra egyarant figyelembe véve. Nyitasként Hor-
vati¢, Tea The Use of Artificial Intelligence in English Language Instruction —
Possibilities and Challenges (A mesterséges intelligencia haszndlata az angol
nyelvoktatasban — lehetbségek és kihivasok) cimi irasa a mesterséges intelligen-
cia hatasat vizsgalja a tanitasi gyakorlatra és a tanulok eredményére.

A kotetben tobb tanulmany is targyalja a kétnyelviiség és a tobbnyelvii
oktatas hatasat. T6bbek kozott a magyar mint els6 nyelv elsajatitasanak sziszte-
matikus tAmogatasaval A vertikdlis atmenet esete a horvat oktatasi rendszerben
(The Case of Vertical Transition in the Croatian Education System) és The Impact
of Hungarian on the Grammatical Competence of Students in Croatian-Hunga-
rian Bilingual Schools (A magyar nyelv hatasa a horvat-magyar kétnyeluvti isko-
lak tanuléinak nyelvtani kompetencidjara) cimi tanulmanyok értékes betekin-
tést nyujtanak a nyelvkozi hatdsokba és a nyelvpolitikdba. A szokincsfejlesztési
lehetGségek és a diakok altal érzékelt hasznossag értékelése TED Talks hasznd-
lataval egy els6éves nyelvi készséqfejleszté kurzuson (AssessingVocabulary
Development Possibilities and Students‘ Perceived Usefulness Using TED Talks
in a First-Year Language Skills Development Course) cimi Simon Krisztian iras
bemutatja, hogy az autentikus anyagok hogyan tdmogathatjak a nyelvi készsége-
ket a felsGoktatasban. Banja Cipanj, Rene és Plavac, Morana szerzéparos Frazé-
mak a jaték funkcidjaban — a forditas és a kétnyelviiség tiikrében (Phrases in the
Function of Play — in the Light of Translation and Bilingualism) cimi tanulma-
nyaban a szoosszetételek, beszélt és irott kommunikacioban betdltott szerepét
vizsgalja, valamint a fordithatosag kérdését gyermekirodalmi alkotasokban.

A tanul6i autonémia és az inkluziv oktatés is hangstlyt kap e lapszamban.
A fiatal tanulok és az onallésag tamogatasa a nyelvtanulasban (Young Learners
and Autonomy Support in Language Learning) cim irs a tanul6k nyelvtanulasi
atjukon valé megerdsitésére reflektal. A digitalis oktatasi tartalmak jelent6sége a
fogyatékossaggal él6 tanuldkkal valéo munkaban (The Significance of Digital Ed-
ucational Contents in Working with Students with Disabilities from the
Teacher’s Perspective) pedig a tanar szemszogébdl emeli ki az adaptiv technol6-
gidk és forrasok fontossagat az inkluziv osztalytermekben. A kezd§ pedagogusok
kihivasaival foglalkozik a Kezd§ nyelvtanarok tapasztalatai és kihivasai a
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tanitas elsé éveiben (Novice Language Teachers® Experiences and Challenges in
Their First Years of Teaching), mig Legac, Vladimir szévege (Differences in Fear
of English Grammar Between Roma and Non-Roma Children in Primary
Schools in Medimurje) a Medimurje-i altalanos iskolakban tanul6 roma és nem
roma gyerekek angol nyelvtantol vald félelmének kiilonbségei az osztalytermi ta-
pasztalatok eltérd kulturalis és érzelmi dimenzidira vilagitanak ra.

A kora gyermekkori és matematikai neveléssel kapcsolatos tanulméanyok
tovabb gazdagitjak a lapszamot: A matematikatanulds motivaciés dimenziéi az
alsé tagozatos altalanos iskolaban (The Motivational Dimensions of Mathema-
tics Learning in Lower Primary School) illetve a Médiamfiveltség 6vodasoknak
(Media Literacy for Preschoolers: Engaging Workshops and Parental Involve-
ment) pedig azt elemzi, hogy a motivaci6é hogyan alakitja a tanulméanyi el6rehala-
dast. Ekézben a A konkrét és vizudlis abrazolasokat haszndlo szerepjatékok le-
hetbségei a fiiggvény fogalmanak tanitasaban (The Potential of Roleplays Using
Concrete and Visual Representations in Teaching the Notion of Function) az
absztrakt matematikai fogalmak tanitasaban alkalmazott innovativ stratégiakat
vizsgalja. Zalay Szabolcs az Egyetemes pedagodgiai index (UPI) fogalménak és
modszertandnak bemutatisaban egy Gjszerti elméleti keretet javasol a pedagbgiai
gyakorlatok értékelésére (The Universal Pedagogical Index — UPI — Introduction
of Concept and Methodology). Végezetill a Kihivasok a kortars oktatdasban
(Challenges in modern education) cimili Ljubac Mec, Damijela és Zlatarevic,
Vesna szerz6k horvat nyelvi cikke a modern osztalytermek rendszerszintd és pe-
dagogiai problémainak altalanos attekintését adja.

A kotet célja, hogy ne csak a tudomanyos diskurzushoz, hanem a pedagoé-
gusok szakmai fejlédéséhez is hozzajaruljon. A néz6pontok sokfélesége és a benne
szerepl6 tanulményok tudoméanyos alaposséaga tiikrozi k6zos elkotelezettségiinket
a mindségi oktatas fejlesztése irant egy gyorsan valtozo vilagban. Reméljiik, hogy
ez a szam tovabbi parbeszédre, kutatisra és pedagogiai reflexiéra 6sztonzi majd
olvasoinkat.

SzGbes Krisztina
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FOREWORD

In line with our tradition, this issue of Danubius Noster honours the achieve-
ments of Hungarian and international scholarship by presenting a rich selection
of studies rooted in the latest educational research and classroom practice.

The 2024/4 issue gathers contributions primarily from two major aca-
demic events: the 11th International Subject-Pedagogy Conference and the Hun-
garian Academy of Sciences’ Celebration of Hungarian Science. Both events re-
flected on the evolving landscape of modern education and language teaching.
This thematic volume brings together peer-reviewed scientific work presented at
previous events offering broad spectrum of perspectives from these conferences,
offering a multidimensional look at current educational challenges and innova-
tions.

The included studies cover a diverse range of topics, reflecting on both the-
oretical insights and empirical research. The article The Use of Artificial Intelli-
gence in English Language Instruction — Possibilities and Challenges by Tea
Horvati¢, which explores the impact of Al on teaching practices and learner out-
comes.

Several studies in this volume examine the influence of bilingualism and
multilingual education. Systematic Support for the Acquisition of Hungarian as
a First Language: The Case of Vertical Transition in the Croatian Education
System and The Impact of Hungarian on the Grammatical Competence of Stu-
dents in Croatian-Hungarian Bilingual Schools offer valuable insights into
cross-linguistic influences and language policy. Assessing Vocabulary Develop-
ment Possibilities and Students’ Perceived Usefulness Using TED Talks in a
First-Year Language Skills Development Course by Krisztidn Simon demon-
strates how authentic materials can support language skills in tertiary education.
In their study titled Phrases in the Function of Play — in the Light of Translation
and Bilingualism, authors Rene Banja Cipanj and Morana Plavac examine the
role of compound expressions in spoken and written communication, as well as
the issue of translatability in children's literature.

Learner autonomy and inclusive education are also emphasized in this
issue. Young Learners and Autonomy Support in Language Learning reflects on
empowering young students in their language learning journeys. The Significance
of Digital Educational Contents in Working with Students with Disabilities from
the Teacher’s Perspective highlights the importance of adaptive technologies and
resources in inclusive classrooms. The challenges of novice educators are ad-
dressed in Novice Language Teachers’ Experiences and Challenges in Their First
Years of Teaching, while Differences in Fear of English Grammar Between
Roma and Non-Roma Children in Primary Schools in Medimurje sheds light on
cultural and emotional dimensions of classroom experiences.

Studies in early childhood and mathematics education enrich the volume
further: Media Literacy for Preschoolers: Engaging Workshops and Parental
Involvement examines how media literacy can begin in early years, and The Mo-
tivational Dimensions of Mathematics Learning in Lower Primary School ana-
lyzes how motivation shapes academic progress. Meanwhile, The Potential of
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Roleplays Using Concrete and Visual Representations in Teaching the Notion of
Function explores innovative strategies in teaching abstract mathematical con-
cepts. Finally, Introduction of the Concept and Methodology of the Universal
Pedagogical Index (UPI) by Szabolcs Zalay proposes a novel theoretical frame-
work for evaluating pedagogical practices. Finally, the Croatian-language article
Challenges in Contemporary Education by authors Ljubac Mec, Damijela and
Zlatarevi¢, Vesna provides a general overview of the systemic and pedagogical
issues in modern classrooms.

This volume aims to contribute not only to academic discourse but also
to the professional development of educators. The diversity of perspectives and
the scientific rigor of the included studies reflect our shared commitment to ad-
vancing quality education in a rapidly changing world. We hope this issue will
inspire further dialogue, research, and pedagogical reflection among our readers.

Krisztina Sz8cs
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Horvati¢, Tea

UPORABA UMJETNE INTELIGENCIJE U NASTAVI
ENGLESKOG JEZIKA — MOGUCNOSTI I 1ZAZOVI

Uvod

U 21. stoljetu u nastavi stranoga pa tako i engleskoga jezika bavimo se komunikac-
ijskim pristupom, modernim metodama rada i aktivno upotrebljavamo tehnolo-
giju u nastavi, kako za poucavanje, tako i za ucenje. Sve neizostavnija jest i
upotreba umjetne inteligencije (u nastavku — UI) (engl. artificial intelligence —
AD od strane ucenika, studenata i nastavnika, stoga je cilj ovoga rada bio istraziti
na koje nacine se ona rabi u nastavi engleskoga jezika, koji alati su najpopularniji
medu ispitanicima te koje su moguénosti i eventualni izazovi u uporabi iste.

Sam pojam umjetne inteligencije nastao je 1956. godine kada ga je John
McCarthy prvi puta upotrijebio kao organizator Dartmouth konferencije koja se
danas smatra mjestom rodenja UI. Ipak, model umjetnih neurona predstavljen je
1943. godine,2 a 1950. Alan Turing3 je objavio ¢lanak u kojem je predstavljen
Turingov test kojemu je cilj bio dokazati moze li stroj pokazivati inteligentno
ponasanje jednako ili bez razlike na covjeéje. Od tada su krenula mnogobrojna
otkrica i uspjesi u kreiranju programa prirodnog procesiranja jezika poput ELIZA
programa4 na MIT koji je simulirao razgovore koriste¢i spajanje uzoraka i metodu
zamjene. Sveuciliste Stanford 1974. razvilo je MYCIN sustavs koji je bio jedan od
prvih za dijagnostiku bolesti, a tijekom 1980.-ih sve se viSe ulaZze u treniranje
umjetnih neuronskih mreza tako da 1997. IBM-ovo racunalo Deep Blue pobjeduje
svjetskog Sampiona u Sahu Garryja Kasparova,® dok njihovo ra¢unalo Watson
2011. pobjeduje dvojicu prijasnjih prvaka u igri Jeopardy!” Nesumnjivo,
inteligencija ovih strojeva raste i postiZe rezultate na nadljudskim razinama.

Generativna umjetna inteligencija (GenUI) je tehnologija UI koja
automatski generira sadrzaj kao odgovor na upite napisane u konverzacijskim
suceljima na prirodnom jeziku, proizvodeéi novi sadrzaj u razli¢itim formatima:
tekstovi napisani prirodnim jezikom, slike (npr. fotografije, digitalne slike i

t MCCARTHY, John et al.: A Proposal for the Dartmouth Summer Research Project on Artificial
Intelligence. Dartmouth College, 1955.

2 MCCULLOCH, Warren-PITTS, Walter: A Logical Calculus of the Ideas Immanent in Nervous
Activity, Bulletin of Mathematical Biophysics, 1943/5. 115-133.

3 TURING, Alan: Computing Machinery and Intelligence, Mind, 1950/59. (236). 433—460.

4 WEIZENBAUM, Joseph: ELIZA — a computer program for the study of natural language
communication between man and machine. Communications of the ACM, 1966/9. 36—45.

5 SHORTLIFFE, Edward Hance: Computer-Based Medical Consultations: MYCIN. Elsevier,
Amsterdam, 1976. 44—47.

6 CAMPBELL, Murray-HOANE JR., A. Joseph-HSU, Feng-hsiung: Deep Blue. Artificial Intelligence,
2002/1-2. 57-83.

7 FERRUCCI, David et al.: Building Watson: An overview of the DeepQA project. Al Magazine,
2010/3. 59-79.
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animacije), videozapisi, glazba i softverski kod.8 GenUI se obucava pomoéu
podataka prikupljenih s web stranica, razgovora na drustvenim mrezama i drugih
online medija, a svoj sadrzaj generira statistickom analizom distribucije rijeci,
piksela ili drugih elemenata u podacima koji su obradeni te identificiranjem i
ponavljanjem uobic¢ajenih obrazaca.d

Od 30. studenog 2022. godine sve prisutniji u obrazovanju jest ChatGPT,
veliki jezicni model koji moze generirati tekstove poput ljudi na temelju zadanih
naredbi, odgovarati na pitanja i obavljati razlic¢ite zadatke prirodnog procesiranja
jezika.to U samo godinu dana raste broj kompanija Ul diljem svijeta i sve smo blize
dobu opée umjetne inteligencije gdje ¢e agenti Ul moci rjeSavati kompliciranije
zadatke autonomno pomoéu razlicitih alata UL.* To znaci da éemo moéi dogovarati
sastanke, odgovarati na poruke e-poste i analizirati podatke uz pomo¢ (ro)bota koji
e sve te zadatke odradivati kao da je covjek koji koristi racunalo.

Pogledamo li razvoj tehnologije opcenito, od industrijske revolucije do
izuma prve elektriéne zarulje proslo je 120 godina, od toga otkri¢a do slijetanja na
Mjesec proslo je 90 godina, od prvih koraka na Mjesecu do otkri¢a interneta
prosle su 22 godine, a napredak u svijetu racunala jo$ je brzi. Prvo racunalo
zauzimalo je cijele prostorije i teZilo nekoliko tona, a danas veéina ljudi u
modernom svijetu ima rac¢unala s pristupom internetu i alatima UI u svom dZepu
u obliku mobilnih uredaja.

Novi trendovi jednako su prisutni u obrazovanju pa tako raste i broj alata
UI koji su od velike pomo¢i nastavnicima i ucenicima. U nastavi i za izradu
projekata, sve viSe nastavnika i ufenika koristi Canva,'» alat za izradu slika i
prezentacija, koji ima ugraden Ul alat DALL-E koji generira slike prema zadanoj
tekstualnoj naredbi. Sto je tekst detaljnije opisan, to je slika koju generira bliza
onoj ideji koju nastavnik ili ucenik Zeli prikazati. Drugi primjer su generirani
audiozapisi na temelju unesenog teksta u alatu Canva ili pak Natural Readers's
— gdje korisnik moze odabrati muski ili zenski glas, ton glasa, ¢ak i akcent kojim
¢e tekst biti procitan naglas. Treé¢i primjer su Magic School*4 alati koji pomazu
nastavnicima u razli¢itim zadacima, od pisanja e-poste, kreiranja nastavnih
listi¢a, kvizova, testova sve do generiranja rubrika za ocjenjivanje, a sve to na bilo
kojem jeziku.

Obzirom na rapidno napredovanje u tehnologiji, nuzno je istraziti stavove
nastavnika, studenata i uéenika o uporabi UT u nastavi stranoga jezika, a kako sve
viSe ljudi rabi tu tehnologiju, neminovno je i poznavanje kako je koristiti u¢inkovito,
postujuéi eticka nacela i smjernice koje postoje. Jednako tako, vazno je prepoznati

8 MIAO, Fengchun-HOLMES, Wayne: Guidance for Generative Al in Education and Research.
UNESCO, 2023. 8.

9 Isto, str. 8.

10 SABZALIEVA, Emma—VALENTINI, Arianna: ChatGPT and artificial intelligence in higher education:
quick start guide. UNESCO Publishing. 2023. 5.

1 GROSSMAN, Gary: ChatGPT’s second birthday: What will gen Al (and the world) look like in
another 2 years?, = Venture, 2024. https://venturebeat.com/ai/chatgpts-second-birthday-what-will-
gen-ai-and-the-world-look-like-in-another-2-years/ [11.12.2024.]

12 hitps://www.canva.com/education/

13 https://www.naturalreaders.com/online/

14 https://www.magicschool.ai
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trenutne izazove u uporabi UI u nastavi stranoga jezika kako bi se otklonile
teskoce i kako bi se ostvario potencijal koju ova tehnologija ima za kvalitetniju,
individualiziraniju i autenti¢niju nastavu.

Pregled literature

Kako ucenici grade svoje znanje kroz iskustva i interakcije, a alati Ul mogu pruziti
interaktivna i impresivna iskustva koja olaksavaju usvajanje jezika, takvo ucenje
moZe se smjestiti u konstruktivizam, ali i sociokulturnu teoriju obzirom da Ul
moze simulirati sugovornike i pruzati povratne informacije u stvarnom vremenu.
Ipak, podrucje umjetne inteligencije u nastavi stranih jezika najvise pripada u
ucenje jezika uz pomoé racunala (engl. Computer Assisted Language Learning —
CALL) koje je Levy?s definirao kao ,,potragu za i nauku o racunalnim aplikacijama
u poucavanju i ucenju stranih jezika“. CALL se fokusira na uporabu tehnologije za
poboljsavanje tradicionalnih metoda poucavanja jezika i obuhvaéa razlicite alate
od programa za pisanje, online rje¢nika do multimedijskih resursa, a podrudje je
napredovalo od bihevioristic¢kih pristupa® iz 1950-ih do 1970-ih do komunika-
cijskih7 do 1980-ih i integrativnih povezanih s multimedijskim ra¢unalima i
internetom. Na taj pristup nadograden je ICALL® (engl. Intelligent Computer-
Assisted Language Learning) kojeg se opisuje kao ,pojam koji pokriva razli¢ita
podrudja prosirenog ili poboljSanog CALL, a uklju¢uju umjetnu inteligenciju,
racunalnu lingvistiku, tehnike prirodnog procesiranja jezika (engl. Natural
Language Processing) i tehnike procesiranja govora u CALL resursima“.’® Dok
CALL pristup rabi racunala kao alate, ICALL rabi UI za kreiranje inteligentnih
okruzenja za ucenje nudeci pri tome personaliziranije i prilagodenije ucenje od
tradicionalnog CALL pristupa.

Dokumenata kOJl govore 0 umJetnOJ 1ntehgenc1J1 opcenlto sve je vise dlljem
svijeta. Tu spadaJu stermce nadini primjene, izvje$éa na razini Europske unije,
pojedinih organizacija i institucija, drzava i sli¢no. U Hrvatskoj je tako objavljena
Nacionalna strategija za razvoj umjetne inteligencije2° koja postavlja okvir za
razumijevanje hrvatskog pristupa UI i njezinih potencijalnih primjena u
razli¢itim sektorima, ukljuc¢ujuéi obrazovanje. Konkretniji dokumenti zanimljivi
nastavnicima koji su nedavno objavljeni, su Kurikulum za izvannastavnu

15 LEVY, Michael: CALL: context and conceptualisation, Oxford: Oxford University Press. 1997.

16 WARSCHAUER, Mark: Computer-assisted language learning: an introduction. U FOTOS, Sandra
(ur.) Multimedia language teaching, Logos International, Tokyo, 1996.
http://www.ict4lt.org/en/warschauer.htm [26.02.2025.]

7 UNDERWOOD, John: Linguistics, computers and the language teacher: a communicative
approach, Newbury House, Rowley, MA. 1984. 52.

18 PATTY, Jusak: The Use of AI in Language Learning: What You Need to Know, Jurnal Review
Pendidikan dan Pengajaran, 2024/7. 1. 643.

19 WARD, Monica: ICALL’s relevance to CALL. U BORTHWICK, Kate-BRADLEY, Linda-THOUESNY,
Sylview (ur.), CALL in a climate of change: adapting to turbulent global conditions — short papers
from EUROCALL 2017. Research-publishing.net, Southampton, 2017.

20 HRVATSKA, REPUBLIKA: Strategija digitalne Hrvatske za razdoblje do 2032. godine, Sredisnji
drZavni ured za razvoj digitalnog drustva, prosinac 2022.
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aktivnost za osnovne?! i Kurikulum fakultativnog predmeta za srednje Skole2>
namijenjen nastavnicima informatike, te priru¢nik Umjetna inteligencija u obra-
zovanju,?3 namijenjen svim struénjacima u sustavu obrazovanja. Ti dokumenti su
Lsusmjereni na razvoj kritickog misljenja ucenika o utjecaju UI i tehnologija u
nastajanju, razvoj digitalnih kompetencija te osposobljavanje za praktican i
kreativan rad s tehnologijama u nastajanju”4 te ,nude informacije i savjete o
koristenju umjetne inteligencije u stvaranju dinami¢nog i prilagodljivog okruzenja
za ucenje na odgovoran nacin i prijedloge rjesenja za rizike i probleme koji
umjetna inteligencija donosi.”25

Na razini Europske unije donesen je Akcijski plan za digitalno
obrazovanje 2021.—2027.2¢ koji prikazuje viziju EU za digitalno obrazovanje,
ukljucujuéi upotrebu UI u obrazovanju. Daje Siri kontekst za razumijevanje
pristupa EU tehnologiji u obrazovanju, a glavni ciljevi i prioriteti su poveéanje
digitalnih vjestina klju¢nih za zivot i rad u digitalnom svijetu, te personalizirano
ucenje. Plan predvida da do 2025. godine 70% osoba u dobi od 16 do 74 godine
ima barem osnovne digitalne vjestine. Sto se ti¢e personalizacije uéenja, UI ¢ée
omoguciti prilagodbu obrazovnih sadrzaja potrebama svakog ucéenika, ¢ime se
potice individualizacija i fleksibilnost u uéenju. To sve ¢e se posti¢i uz osiguravanje
prioriteta poput potrebne digitalne infrastrukture (pristupa internetu) i opreme
(uredaji) za ucenike i nastavno osoblje. Osim toga plan istice da nastavnici moraju
biti osposobljeni za koristenje digitalnih alata i tehnologija, uklju¢ujuéi umjetnu
inteligenciju, kako bi mogli u¢inkovito integrirati ove resurse u nastavu. Ipak, u
dokumentu su vidljivi i neki izazovi poput digitalnog jaza, odn. velikih razlika u
pristupu tehnologiji izmedu urbanih i ruralnih podrucja te medu razli¢itim
socioekonomskim skupinama, te je potrebno razviti alate koji su dostupni svim
ucenicima, ukljucujuéi one s teskocama, §to je kljuéno za osiguranje ukljucivosti.
Moguéa rjeSenja u kojoj bi UI imala veliku ulogu jesu transformacija obrazovnog
procesa kroz analizu podataka o uc¢enju, npr. podaci o napretku ucenika kako bi se
prilagodili sadrzaji i metode poucavanja, te kao podrska nastavnicima — u
planiranju nastave, pra¢enju napretka ucenika te pruZanju povratnih informacija.

OECD (engl. Organisation for Economic Co-operation and Development)
je objavila nekoliko izvjeséa o upotrebi UT u digitalnom obrazovanju,27 uklju¢ujuéi

21 BLAZIC, Arjana et al.: Kurikulum izvannastavne aktivnosti za osnovne $kole Umjetna inteligencija:
od koncepta do primjene, Hrvatska akademska i istrazivacka mreza — CARNET, 2024.
https://www.carnet.hr/ [13.02.2025.] (U nastavku BLAZIC, 2024.)

22 BLAZIC, Arjana et al.: Kurikulum fakultativnog predmeta za srednje $kole Umjetna inteligencija:
od koncepta do primjene, Hrvatska akademska i istraZivacka mreza — CARNET, 2024.
https://www.carnet.hr/ [13.02.2025.] (U nastavku BLAZIC*, 2024.)

23 KRALJ, Lidija et al.: Umjetna inteligencija u obrazovanju, edukativni priru¢nik o primjeni umjetne
inteligencije u uéenju i pouc¢avanju za ucitelje, nastavnike i struéne suradnike u $kolama, Suradnici
u ucenju, 2024.

24 BLAZIC, 2024.

25 BLAZIC¥, 2024.

26 URED za publikacije Europske unije: Akcijski plan za digitalno obrazovanje (2021.—2027.), Glavna
uprava za obrazovanje, mlade, sport i kulturu, Bruxelles, 30.9.2020.
https://eur-lex.europa.eu/legal-content/HR/ALL/?uri=legissum:4617905 [13.02.2025.]

27 OECD: OECD Digital Education Outlook 2023: Towards an Effective Digital Education Ecosystem,
OECD Publishing, Paris, 2023. [18.02.2025.]
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njezine potencijalne koristi i izazove. U izvjeScu se takoder spominju prilike poput
personalizacije ucenja jer Ul moZe prilagoditi obrazovne sadrZaje potrebama
pojedinih ucenika, omoguéavajuéi individualizirano ucenje koje moze poboljsati
ishode obrazovanja za sve ucenike, posebno one s posebnim odgojno-obrazovnim
potrebama. Uz to, Ul moze pomo¢i u otkrivanju ucenika koji su u riziku od
napustanja $kole te omoguéiti pravovremenu podrsku. Izazovi su da bi UT alati
mogli pogorsati postojete nejednakosti u obrazovanju, posebno ako su dostupni
samo odredenim skupinama ucenika, kao i eti¢ka pitanja jer UI sustavi mogu
sadrzavati inherentne pristranosti koje mogu utjecati na odluke i preporuke, s$to
zahtijeva pazljivo upravljanje i nadzor. Dodatno, nastavnici trebaju kontinuiranu
obuku kako bi ucinkovito koristili Al alate, a postoji potreba za razvojem
specificnih kompetencija vezanih uz tehnologiju.28

UNESCO pak redovito objavljuje dokumente i izvjeS¢a o upotrebi
tehnologije u obrazovanju, ukljucujué¢i UI te njenu uporabu u ucenju stranoga
jezika. Od 2021. godine postoje Upute za donositelje politika, od 2022. objavljeni
su Kurikuli za UI u osnovnom Skolstvu koje su prihvatile neke vlade, 2023.
objavljene su Upute za generativnu UI u obrazovanju i istrazivanju, a 2024.
okviri za UI kompetencije za ucenike i nastavnike. Organizirano je i nekoliko
medunarodnih foruma o Ul i obrazovanju gdje su strucnjaci, donositelji politika
i dionici u obrazovanju raspravljali o najnovijim trendovima, izazovima i mogué-
nostima. Izvje$¢a s takvih dogadanja takoder daju uvide u napredak UI u pod-
rucju obrazovanja. Dok u nekim zemljama takvi dokumenti tek nastaju, u Kini se
primjerice provodi i evaluacija vjeStine govorenja na prijemnim ispitima u
srednjim $kolama i fakultetima uz pomo¢ UI.29

Pregledom literature znanstvenih i stru¢nih ¢lanaka u otvorenom pristupu,
nastaju i zanimljivi rezultati u uporabi UT u nastavi stranoga jezika. Prvo, opisuju
se alati usmjereni uceniku koji nude uvjezbavanje gradiva uz davanje povratne
informacije uceniku i personalizaciju ucenja3® kao $to su npr. Babbel,3!
Duolingo,3? Quizlet3s ili Liulishuo34. Drugo, postoje alati usmjereni nastavniku
koji omoguéuju smanjenje opsega rada, automatiziraju neke procese poput
vrednovanja ili izrade rubrika, te olakSavaju administrativne zadatke nastavnika
poput npr. GradeScanner3s i Magic School.3¢ Tu spadaju i analiticki alati koje
omoguéuje U, a bave se obradom velike koli¢ine podataka (engl. big data) kojima
se moze predvidjeti koji teCajevi su potrebni ucenicima, kada je vjerojatnije da
ucenici predaju zadatke ili kada bi mogli prestati pohadati online tecaj, a

28 OECD: The Potential Impact of AI on Equity and Inclusion in Education, OECD Aritificial
Intelligence Papers 2024/23, OECD Publishing, August 2024.

29 WU, Lin-LI, Keying-YU,Meiqi-LIN,Yunxi: Application of Artificial Intelligence in Teaching English
as a Foreign Language: Progress, Challenges, and Trends, English Language Teaching and
Linguistics Studies, 2024/4. 217. (U nastavku: WU, 2024.)

30 Isto, str. 216.

3t https://uk.babbel.com/

32 https://www.duolingo.com/

33 https://quizlet.com/gb

34 https://www.liulishuo.com/en/aboutus.html

35 https://www.gradescanner.net/

36 https://www.magicschool.ai
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nastavnici mogu shvatiti situacije ucenja svojih ucenika te koristiti personalizirane
strategije poucavanja kako bi poboljsali svoju ucinkovitost.3” Tre¢i su alati
usmjereni sustavu koji provode procesiranje podataka za administratore institu-
cija skupljajuci podatke o npr. prosjeku ucenika, predvidanje uspjeha na temelju
prikupljenih podataka. Nadalje, slijede alati za strojno prevodenje npr. DeepL,38
Google Translate3? i njihovi ekvivalenti kao i alati za pisanje, provjeru pravopisa
i gramatike poput Grammarly.4° IstraZivanja o strojnom prevodenju pokazala su
da pospjesuje usvajanje znacenja rijeci, razumijevanje kompleksnih receni¢nih
struktura, stvaranje recenica, to¢nost u pravopisu i izgovoru $to ga ¢ini vrijedim
resursom za ucenike u razli¢itim aktivnostima ucenja jezika.4!

Korak dalje upotrebe Ul u stranim jezicima su chatbotovi, virtualni/inteli-
gentni asistenti, te (humanoidni) roboti koji sluZze davanju povratne informacije
u stvarnom vremenu, ali i kao partneri u ucenju obzirom da simuliraju scenarije
iz stvarnoga zivota.42 Chatbotovi su softverski programi koji omoguéuju prirodne
jezi¢ne konverzacije s korisnicima43 simuliraju ljudske razgovore putem teksta ili
glasa, interaktivni su jer pruzaju informacije na bilo kakav unos ili izvode zadatke.
Alat koriSten u ovom istrazivanju jest SchoolAI44 koji omoguéuje izradu vlastitog
chatbota prema opisanim kriterijima.

Nastavnici danas sve viSe koriste personalizirano poucavanje stranog
jezika zahvaljujuéi alatima poput Quizlet?s ili CallAnnie,45 uz koje i u¢enici mogu
primati brzu povratnu informaciju o svome ucenju i napretku. Jo$ jedan korak
blize buduénosti su aktivna i interaktivna iskustva uz virtualnu stvarnost (engl.
virtual reality — VR) i proSirenu stvarnost (engl. augmented reality — AR) te
mjesovitu stvarnost (engl. mixed reality). Razlika je u tome $to se AR ,,odnosi na
3D tehnologiju koja predstavlja digitalne informacije u pravome svijetu® te
omoguéuje korisnicima da ,bolje vide pravi svijet s virtualnim objektima kroz
grafi¢ko racunanje i tehnologije za prepoznavanje objekata“,a ,VRj je 3D virtualni
sv1]et kroz kojega se korisnicima pruzaJu vizualne s1mulac1Je i osjetaj kao da su
uronjeni u okolinu bez granica vremena i prostora.“46

Istrazivanja o alatima UI su mnogobrojna. U Sloveniji, Fo$ner je provela
istrazivanje o uporabi alata umjetne inteligencije, stavovima i percepcijama
studenata gdje su rezultati pokazali da student prepoznaju ucinkovitost alata UI,
no izrazavaju zabrinutost oko njihovih utjecaja na kvalitetu uéenja i akademsku
cestitost. U kona¢nici, predlaze da visokoskolske ustanove osvjeséuju i poducavaju
kako koristiti UT alate uc¢inkovito. Sli¢na iskustva iz drugih studija pokazala su da

37 WU, 2024. str. 218.

38 https://www.deepl.com/en/translator

39 https://translate.google.com/

40 https://www.grammarly.com/

41 PATTY, Jusak: The use of AI in language learning: What you need to know. Jurnal Review Pendidikan
dan Pengajaran, 2024/7. 1. 645. (U nastavku: PATTY, 2024.)

42 WU, 2024. 218.

43 ADAMOPOULOU, Eleni—-MOUSSIADES, Lefteris: An Overview of Chatbot Technology. Artificial
Intelligence Applications and Innovations. 2020/584. 373.

44 https://schoolai.com/

45 https://callannie.ai/

46 HUANG, Xinyi-ZOU, Di-CHENG, Gary-XIE, Haoran: A Systematic Review of AR and VR Enhanced
Language Learning. Sustainability 2021/13. 4639. 1.
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chatbotovi pomazu u razvoju razlicitih aspekata jezicnih domena poput gramatike,
vokabulara i vjestina govorenja kod uéenika stranog jezika te da njeguju njihovu
motivaciju, angazman i pozitivne stavove prema ucéenju engleskoga kao stranoga
jezika.47 Sto se ti¢e stavova ulenika i studenata prema uporabi chatbotova,
prevladavaju pozitivni stavovi,48 a mogu biti pogodni posebice za pocetnike zbog
Cestih osnovnih fraza i i rijeci, kao i za anksioznije ucenike koji rado izbjegavaju
razgovore licem u lice.49 Pregledi viSe studija pokazuju da trenutno u chatbot
komunikaciji nedostaje debate i rjeSavanja problema i nije uzeta u obzir vaznost
ugradivanja funkcija kulture, humora i empatijes® $to ograni¢ava komunikaciju.
Ipak, uporaba UI u sustavima za ucenje na daljinu pokazala se da pogoduje razvoju
svih Cetiri jezi¢nih vjestina i jaca motivaciju i angazman za ucenje stranog jezika.s!

U Turskoj, istrazivanje studije slucaja na 13 studenata visokoskolske
ustanove pokazalo je da je uporaba Chat GPT-a u nastavi engleskog jezika imala
pozitivan ucinak na pisanje, a manje na govorenje te na razvoj gramatickih i
vjestina vokabulara, motiviraju¢i studente u online nastavi i promovirajuci
interaktivno ucenje stranog jezika.52 Ipak, to istraZivanje ukazuje i na potrebu za
uravnotezenim pristupom u integraciji tehnologija Ul te sve ve¢u ulogu nastavnika
u osiguravanju da se ti alati koriste razborito, kao nadopunu, a ne zamjenu za
odgojno-obrazovnu ulogu nastavnika.

Eticka pitanja uporabe umjetne inteligencije pregledom literature Corréas3
i suradnici nastojali su istraziti ima li medunarodnog konsenzusa te su u svojoj
meta analizi pregledali preko dvjesto uredbi vlada i etickih nacela koje su objavila
javna tijela, akademske institucije, privatne tvrtke i organizacije civilnog drustva
diljem svijeta. Utvrdili su najmanje 17 nacela koja prevladavaju u tim podacima te
su ih objavili kao otvorenu bazu podataka i alat za buduéa istraZivanja. Neka od
te privatnosti podataka.s4 Chiu i suradnici navode nekoliko izazova uporabe Ul u
obrazovanju poput nedostatka resursa za personalizirano i prilagodeno ucenje za
buduca istrazivanja UI u obrazovanju, nedostatak povezanosti tehnologija UT i
njihove uporabe u poucavanju, nedostatak interdisciplinarnih tehnologija UI za

47 ALTWIJRI, Lujain—ALGHIZZI, Talal Musaed: Investigating the integration of artificial intelligence
in English as foreign language classes for enhancing learners' affective factors: A systematic
review, Heliyon, 2024/10. 3. (U nastavku: ALTWIJRI, 2024.)

48 Isto, str. 7.

49 SCHMIDT, Torben—STRASSER, Thomas: Artificial Intelligence in Foreign Langugage Learning
and Teaching: A CALL for Intelligent Practice, Anglistik, 2022/33. 1. 171.

5o ZHAI, Chunpeng—WIBOWO, Santoso: A systemic review on artificial intelligence dialogue
systems for enhancing English as foreign language students’ interactional competence in the
university, Computers and Education: Artificial Intelligence, 2023/4. 20—22.

51t AYOTUNDE, Oke—JAMIL, Dashty—CAVUS-Nadire: The impact of artificial intelligence in foreign
language learning using learning management systems: A systematic literature review,
Information Technologies and Learning Tools, 2023/3. 225.

52 KARATAS, Fatih—ABEDI, Faramarsz—OZEK GUNYEL, Filiz—KARADENIZ, Derya—KUZGUN,
Yasemin: Incorporating Al in foreign language education: An investigation into ChatGPT's effect
on foreign language learners. Education and Information Technologies, 2024. 1.

53 CORREA, Nicholas Kluge et al.: Worldwide AI ethics: A review of 200 guidelines and
recommendations for Al governance. Patterns, 2023/10. 1.

5¢ EUROPEAN COMMISSION: Ethical guidelines on the use of artificial intelligence (AI) and data in
teaching and learning for Educators, Publications Office of the European Union, 2022. 19—21.
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ucenje, produbljivanje jaza u digitalnom smislu medu ucenicima jer takve
tehnologije su vise od koristi kompetentnijima i motiviranijima, nedovoljno
znanja o UI tehnologijama medu nastavnicima te dio negativnih stavova prema
UI medu ucenicima i nastavnicima.ss

Sve u svemu, vidljiva je nuznost kontinuiranog prac¢enja i u¢enja o alatima
UI u nastavi stranih jezika, a ovim istrazivanjem nastoji se dati doprinos u tom
smjeru.

Metoda

Posljednjih godina sve je viSe istraZivanja usmjereno na umjetnu inteligenciju u
obrazovanju, a ovim radom nastojimo istraziti na kako se rabi UI u nastavi
engleskoga jezika od strane nastavnika, studenata i u¢enika. Kako bismo postigli
taj cilj, postavljamo sljedeca istrazivacka pitanja: 1) Koji su stavovi i misljenja
sudionika o uporabi UTI u nastavi engleskoga jezika, 2) Koje alate koriste i u koju
svrhu te 3) Koje su moguénosti i izazovi uporabe Ul obzirom na novosti i izazove
danasnjice. Odgovori na ova pitanja mogli bi pokazati i pedagoske implikacije te
smjer za buduca istrazivanja u ovom podrucju.

Kako bismo istrazili ovu temu, formulirane su sljede¢e hipoteze
istrazivanja:

— Hzi: Ucenici i studenti imaju pozitivne stavove prema uporabi UL Ova
hipoteza sugerira da ucenici i studenti vide vrijednost i potencijal UI u
poboljsanju svog obrazovnog iskustva.

— Ha2: Nastavnici nisu spremni koristiti UI. Ova hipoteza pretpostavlja da
nastavnici mogu imati razlicite razloge za oklijevanje u prihva¢anju Ul u
svojim nastavnim praksama.

— H3: Ucenici i studenti nisu zabrinuti oko koristenja UI. Ova hipoteza
istrazuje potencijalne brige i pitanja ucenika i studenata u vezi s
koristenjem UI u obrazovanju.

Kroz ovo istrazivanje, zelimo pridonijeti razumijevanju stavova prema Ul
u obrazovanju i pruziti vrijedne uvide za buduéi razvoj i primjenu ove tehnologije.
Odabran je mjeSoviti (kvantitativno-kvalitativni) pristup. Podaci su prikupljeni
pomocu lekcije s chatbotima koja je odrzana za osme razrede i studente posebno,
a prijepis razgovora sudionika s chatbotom je zabiljeZen. Nakon sudjelovanja u
chatbot lekeiji, uéenici i studenti su ispunili upitnik konstruiran za potrebe ovoga
istraZivanja u kojemu se ispituje koliko sudionici smatraju da su razumjeli gradivo
uceno pomocu chatbota te kako su se osjecali tijekom takvoga ucenja, $to ih brine,
koje prednosti vide i koje alate opéenito koriste za potrebe ucenja. Za nastavnike
proveden je online webinar o alatima UT u nastavi engleskoga jezika, a zatim su
ispunili sliéan upitnik gdje su navodili prednosti i nedostatke uporabe takvih alata
te svoja miSljenja i stavove o takvoj nastavi. Rezultati su usporedeni po
skupinama sudionika.

55 CHIU, Thomas—XIA, Qi-ZHOU, Xinyan—CHAI, Ching—CHENG, Miaoting: Systematic literature
review on opportunities, challenges, and future research recommendations of artificial
intelligence in education, Computers and Education: Artificial Intelligence, 2023/4. 12—13.
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Sudionici su bili prigodan uzorak dostupan istraziva¢u koji je ujedno
poucavao navedene grupe. U osnovnoj Skoli to je bilo 23 ucenika osmog razreda,
38 nastavnika engleskog jezika jedne Zupanije u Hrvatskoj, 28 nastavnika iz online
grupe nastavnika engleskog jezika te 48 studenata odgojiteljskog i uciteljskog
studija.

Chatbot lekcija dizajnirana je u alatu SchoolAI koji omogucéuje izradu
chatbota, a lekcija se moZe podijeliti putem poveznice te pratiti prijepiska uc¢enika
i studenata sa chatbotom. Izazov je bio kreirati dobar prompt u kojem ¢e chatbot
modi postavljati pitanja za odredenu dob ucenika ili studenta, na odredenu temu
u toénom Kkontekstu te odredene ishode, nacine vrednovanja i motivaciju
studenata koji ¢e izmjenjivati poruke sa chatbotom. Sam program pokazivao je
odredena ogranicenja, te je studentima i ucenicima savjetovano da poticu chatbot
da postavlja dodatna pitanja ukoliko ,zapnu“ na sli¢cnim pitanjima tijekom lekcije.
Zahvaljujuéi tom savjetu, sudionici su lakse napredovali u razgovorima te kritic¢ki
promatrali sam proces ucenja.

Prikupljeni podaci su analizirani kvantitativno i kvalitativno pomocu alata
Microsoft Forms te statisticki obradeni pomocu alata Microsoft Excel.

Analiza podataka

Podaci prikupljeni upitnikom na grafikonu prikazuju broj ispitanika (N=68)
medu studentima i ucenicima 8. razreda s njihovim uspjehom iz engleskog jezika
na kraju srednje Skole odn. na kraju prosle skolske godine. Prosje¢na ocjena za
sve sudionike jest 4.22 odn. vrlo dobar uspjeh.

18
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[ =

QOdlican (5) Vrlo dobar (4) Dobar (3) Dovoljan (2)
m Uciteljski studij, 3.g Odgojiteljski studij, 2.g  m Ucenici 8.r

Uspjeh iz engleskoga jezika za studente i uc¢enike 8.r (Grafikon 1.)
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Evaluacija chatbot lekcije upitnikom pokazala je da su studenti bili
uglavnom zadovoljni razgovorom s chatbotom na SchoolAl lekciji (M=4.10) te im
je tema lekcije uglavnom bila jasno predstavljena (M=4.10). Ucenici 8. razreda su
dali nesto nizu ocjenu razgovoru (M=3.65) te jasnodi lekcije (M=3.78). Ukupnu
procjenu usvajanja gradiva uz chatbot studenti su ocijenili vrlo dobro (M=3.73),
slicno kao i ucenici (M=3.57). Na pitanje iz kojeg dijela je bilo lakse shvatiti novo
gradivo, studenti su ve¢inom odabrali chatbot lekciju (67%), dok su ucenici 8.
razreda preteZito odabrali predavanja uzivo s uciteljicom (57%) uz ponudene
chatbot lekcije (26%) i digitalni udZzbenik (17%).

Sto se ti¢e kvalitativne analize, na pitanje kako su se osjec¢ali dok su
razgovarali s chatbotom, 79% osjetaja studenata kategorizirano je u pozitivne, a
neke od izjava navedene su u Tablici 1.

Pozitivni osjeéaji Negativni i neutralni osjecaji
ID7 Osjecala sam se kao da razgovaram s prijateljem ID1 TeZe ga je pratiti, ide malo
oko gradiva koje u¢imo ili ponavljamo. prebrzo.
ID20 Nema pritiska ili straha da éu krivo odgovoriti na
pitanje ili pogresno napisati rjeSenje. S chatbotom ID9 Osjeéala sam se normalno,
mogu uzeti koliko god vremena mi je potrebno za nikakav poseban osjecaj.
rjeSavanje zadataka.
ID38 najvise mi se svida $to neograniceno dugo ID10 Osjecala sam se ¢udno jer
moZemo vjezbati te odmah provjeriti svoje znanje i sam razgovarala s nekim tko ne
to¢nost rijeSenog zadatka. postoji.
ID42 Bilo mi je iznenadujuce zabavno i jako pouéno. ID21 Sumnjivo.
ID25 Cudno.
ID46 Dobro, ali me vise puta pitao isto pitanje i nije mi ID31 Cudno i tesk9.
bilo jasno na $to misli. ID34 Mor. ala sam se ]%ko o
skoncentrirati da shvatim $to trazi
od mene.

Izjave studenata kako su se osjeéali prilikom razgovora s chatbotom (Tablica 1.)

Izjave ucenika 8. razreda bile su kategorizirane kao 71% pozitivne, a neke
su izdvojene u Tablici 2.

Pozitivni osjeéaji Negativni i neutralni osjeéaji
ID10 Meni je bilo lijepo ali malo ¢udno zato jer mi je to ID1 Nite bilo zabavno
bilo prvi put. , )

ID13 Chatbot je bio sjajan prijatelj za razgovor.
Gradivo mi je puno jasnije. Malo sam bila razo¢arana
kada me pitao ista pitanja ali sam ga zamolila da me

pita nesto drugo. Pitanja su bila vrlo zanimljiva. ID12 Neutralno. Mogao sam samo
ID20 bilo je ok ali mislim da se chatbot malo izgubio u kopirati primjere i iskoristiti kao
nekim odgovorima i da me nije u potpunosti razumio. odgovore.

ID21 Osjeéala sam se dobro, no jako me Zzivciralo to Sto
lako skrece s teme. Temu smo promijenili 5 puta i
nismo naucili mnogo.

Izjave ucenika 8.r kako su se osjecali prilikom razgovora s chatbotom (Tablica 2.)

Da bi se provjerilo jesu li pozitivne emocije povezane s uspjehom iz
engleskoga jezika provedena je statisticka analiza Pearsonov koeficijent korelacije.
Postoji slaba pozitivna povezanost izmedu ocjena (uspjeha) i emocija (r=0.095),
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tj. postoji tendencija da studenti s boljim uspjehom ujedno imaju i pozitivnije
emocije prema uporabi Ul, ali ta veza nije jaka (p=0.519).

Upitnikom su prikupljena i miSljenja studenata za buduéu uporabu
chatbota u nastavi engleskoga jezika i njih 48% bi voljelo koristiti chatbote, a njih
92% bi zeljelo isprobati i druge alate Ul u nastavi engleskoga jezika. Ucenici 8.
razreda, njih 52% takoder preferira nastavu uzivo, a 48% koristenje chatbota, dok
njih 87% zeli isprobati i druge alate UI u nastavi engleskoga jezika.

Na upit Sto studente brine oko uporabe umjetne inteligencije u nastavi
engleskog jezika, 58% odgovora moZe se kategorizirati u zabrinutost, a izjave
sudionika nalaze se u Tablici 3.

Zabrinutost Nezabrinutost
ID4 Premalo medusobne komunikacije na engleskom jeziku.
ID5 Da nesto ne bi bilo netoéno. ID2 Nista, smatram da
ID8 Mozda $to nas ne moze ispraviti oko nekih izgovaranja rije¢i | nam tehnologija (ukoliko
ili nepoznatih rijeéi. se koristi ispravno) moze
1Dg,ID12,ID14 Toc¢nost informacija. pomodéi u ucenju.

ID23 Toc¢nost i pouzdanost podataka.
ID10 Brine me da ¢ée umjetna inteligencija jednog dana
zamijeniti nastavnike.
ID18 Da ¢e zamijeniti posao profesora
ID19 Da vi$e neée biti profesorica
ID13 kvaliteta informacija.

ID15 Povremeno zaluta preduboko u ono $to spomenem.
ID29 Da krivi shvati moj feedback i ne objasni neke stvari na
dobar nacin ili zbog krivog shvac¢anja on pogrijesi u svom
objasnjenju.

ID37 Da ne iznese odmah sve bitne ¢injenice, ve¢ bi se za njih
mozda trebalo vise propitkivati, a neka djeca ne bi znala Sto treba
pitati i u kojem smjeru i¢i.

ID40 Da mozda neée shvatiti nase pisanje kako ga mi sami
shvacamo kada razmisljamo
1D47 Automatski prijevod, stvaranje ovisnosti

ID21 Ne brine me, ali ne
volim koristiti umjetnu
inteligenciju.

Izjave studenata o zabrinutosti koristenja UI u nastavi engleskoga jezika (Tablica 3.)

Studenti vide mnogo prednosti uporabe umjetne inteligencije u nastavi
engleskoga jezika koje se mogu kategorizirati u skladu s literaturom na sljedec¢a
podrudja:

1. Alati usmjereni uéeniku kao pomoé¢ u ucéenju: Studenti navode da kroz

zadatke mogu bolje razumjeti pojedine teme i cjeline, omoguéuju lakse
ucenje i detaljnija objasSnjenja zbog velikog opsega informacija u
bazama podataka, moguca je personalizacija uc¢enja kroz individualna
objasnjenja svakome uceniku te brze usvajanje gradiva.

2. Pristupacnost, brzina i lako¢a upotrebe: Studenti smatraju da je
chatbot uvijek i lako dostupan kao i informacije koje nudi, lako se njime
koriste i dostupan je svima.

3. Strojno prevodenje: Alati UI omogucuju lakse prevodenje i dolazak do
znacenja nepoznatih rijeci.

4. Toc¢nost: Studenti se uvelike oslanjaju na chatbotove i pretpostavljaju
da daju to¢ne informacije.
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5. Komunikacija: Studenti smatraju da im razgovor s chatbotom
omogucuje razvoj u komunikaciji na engleskome kao stranome jeziku
jer istovremeno vjezbaju Citanje, pisanje i govorenje, bolje Sire svoj
vokabular jer imaju vremena pitati sve Sto Zele, a pohvalili su alat kao
mogucénost za nastavu na daljinu zbog brze komunikacije.

6. Zanimljivost: Nastava se doima lakSom i zabavnijom uz chatbotove, a
nekima je zanimiljivije uciti na taj nacin, svidjela im se novina u nastavi
zbog atraktivnosti alata, saZetosti i momentalne primjene naucenoga
gradiva.

7. Personalizacija: Obzirom na neograniceno vrijeme ucenja, studenti su
mogli raditi na lekciji kada god Zele, postavljajuéi velik broj pitanja i na
taj nacdin provjeriti svoje znanje. Neki smatraju da je to efikasan alat za
nadoknadu izgubljenog sata, moguénost dopunske ili dodatne nastave i
pomoc¢ u ucenju.

Na upit koriste li studenti UI kao pomo¢ za svoje radove na fakultetu, 54%
njih odgovorilo je pozitivho. MoZe se zakljuciti da se UI koristi poglavito kao alat
za pronalaZenje informacija i pomo¢ u akademskom radu:

1. PronalaZenje literature i izvora informacija: Velik broj studenata koristi
UI za pronalaZenje relevantne literature, izvora informacija i dodatnih
materijala za svoje radove. UI im pomaze da brzo i u¢inkovito pronadu
opsezne odgovore na pitanja, $to im S$tedi vrijeme u usporedbi s
tradicionalnim pretrazivanjem. Studenti cijene sposobnost UI da im
predlozi literaturu koja bi mogla biti korisna za odredenu temu.

2. Pomo¢ u akademskom pisanju: Studenti koriste UI za generiranje ideja
za teme seminara, izradu nacrta radova, pisanje uvoda i oblikovanje
podnaslova. UI im pomaZze da prevladaju nedostatak inspiracije i da
strukturiraju svoje radove. Takoder, koriste UI za ispravljanje
gramatickih pogresaka i poboljsanje stila pisanja.

3. Razjasnjavanje zadataka i provjera to¢nosti: Studenti koriste UI da bi
razjasnili zahtjeve zadataka i da bi dobili smjernice o tome kako
pristupiti odredenoj temi. Dodatno, koriste UI za provjeru toc¢nosti
svojih odgovora i za dobivanje povratnih informacija o svom radu.

4. U¢inkovitost 1 usteda vremena: Mnogi studenti cijene brzinu i u¢inko-
vitost UI, posebice kada su u zurbi ili kada ne mogu pronaci odgovore
na tradicionalan nacin. UT im tada omogucuje da brzo dobiju informa-
cije i da uc¢inkovito obavljaju svoje akademske zadatke.

Rezultat koji je posebno iznenadio jest da ¢ak 65% ucenika 8. razreda
koristi U, bez obzira na preporuke i smjernice da ih ne bi smjeli koristiti bez
dozvole roditelja, a uglavnom za sljedece radove u $koli:

1. Zaizradu domacih zadaca, sastavaka, projekata i Skolskih zadaca
Za objasnjenja nepoznatih pojmova i preporuke
Umjesto pretrazivaca
Kada nes$to ne razumiju
Za izradu dijelova prezentacija
Kao inspiracija za neku temu, za dopunu sastavka i sazimanje misli

P @R
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Zanimljivo je da uéenici koriste Ul i to 80% ChatGPT, a 4% navodi Ul alat
unutar Snapchat aplikacije, dok ostali navode i sli¢ne alate poput Gemini, Ispravi
me i Kontekst io.

Kada su upitani o etickim pitanjima glede uporabe UI, 51% studenata
smatra da nije u redu kopirati tekst generiran od strane Ul i predati ga kao svoj,
dok njih 35% smatra da je taj tekst potrebno preformulirati, a njih 11% smatra da
ga je potrebno citirati. Samo 3% studenata u tome ne vidi etickih dilema.

Na pitanje gdje su studenti oznacavali emocije koje prevladavaju kod njih
kad razmisljaju o UI na Likertovoj skali od pet stupnjeva, za njih 64.8% je to
radoznalost, a 27.1% ih je neodlu¢no. Drugu emociju, strah, odabralo je 25%
studenata, 45.8% ih je neodlucno, a 29.2% iskazalo je izostanak straha. Sljedeca
emocija bila je indiferentnost, koju je odabralo 22.9% studenata dok ih je vecina,
52.1% bilo neodluc¢no sto ukazuje da im nije svejedno kada se radi o UI. Posljednja
emocija bila je povjerenje za koje je samo 8.3% studenata iskazalo prema UI, dok
je veéina neodluéna (68.8%), odn. njih 23% iskazuje manjak povjerenja prema UL.

Upitnik za uditelje engleskoga jezika (N=38) nakon predavanja o alatima
UI pokazao je da 68% ucitelja ima volju nastaviti koristiti alate UI, a njih 32% je
oznacilo odgovor da ¢e mozda nastaviti koristiti alate UI ¢ime se pokazuje
otvorenost za koriStenje novih tehnologija u buduénosti. Najvise ucitelja je
odabralo alate Gammas$ i Canva 12 kao najdraze s predavanja, dok su ostali
naveli alate Quizizz,57 Perplexity,58 ChatGPT, Natural Readers, Autoclassmates9
i Curipod.t©

Zabrinutosti koje iskazuju ucitelji (N=66) sli¢ni su onima studenata i
ucenika, a ticu se kvalitete generiranog sadrzaja, hoce li biti zamijenjeni od strane
U, etickih pitanja i slicno. Neke izjave zabiljezene su u Tablici 4.:

Izjave zabrinutosti uéitelja (N=66)

ID11 hoée li zamijeniti uditelje?
ID20 da ¢e ucenici prestati se oslanjati
na nastavnike i da ée nastavnici postati

suvisni

ID2 kvaliteta sadrzaja

ID4 etic¢ka pitanja

ID23 razne stvari — od rusenja privatnosti ID13 neprimjereno ponasanje u¢enika
do nedostatka ljudskih elemenata

ID7, ID24, ID28, ID35 komplicirani ugovori ID14 da ih neéu modi (znati) koristiti

o privatnosti ispravno
ID8, ID12, ID19, ID25, ID26, ID29, ID30,
ID33, ID36 da ih ucenici koriste za varanje ID15 trebamo nauditi u¢enike kako da
i/ili izradu zadade, zlouporaba, plagijati, koriste UI
lijenost
ID18 da ne¢emo koristiti dovoljno
ID28 algoritamska pristranost zbog razmisljanja (mozak)
neispravnih podataka ID21 moglo bi smanjiti kreativnost
ucenika

56 https://gamma.app/

57 https://quizizz.com/

58 https://www.perplexity.ai/
59 https://autoclassmate.io/

60 https://curipod.com/
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ID22 da ée ucenici pretjerano koristiti
Ul pa ¢e njihova kreativnost, znanje i
sposobnosti se smanjiti
ID31 nedostatak autonomije

ID37 nepouzdanost
ID1 Oprezno Kkoristiti, provjeravati.
Odgovorna upotreba je jako korisna.

ID34 nedostatak ljudskih misli

ID21 Korisno, ali treba ju znati
usmjeriti preciznim pitanjima i
potpitanjima prema odgovoru koji
trebamo.

ID7 Moze pomoci i olaksati pripremu i
ucenje, no treba biti oprezan

Izjave nastavnika o zabrinutosti koristenja UI u nastavi engleskoga jezika (Tablica 4.)

Na pitanje koje prednosti nastavnici vide u uporabi UI, navode sljedeée izjave
u Tablici 5.:

Izjave o prednostima uporabe UI koje navode nastavnici
ID2 Dobra baza ID3, ID4, ID6, ID18, ID20, ID30,

ID26 Dostupno diljem svijeta, odli¢an alat za
skupljanje informacija o temi

ID3 Mnoge

ID4, ID29 Kreativnost, kriticko razmisljanje
ID11, ID22 Nove ideje, ID13 bolje
ukljucivanje uéenika, dinami¢nija nastava,
ID24 vise ideja u manje vremena

ID19 Generiranje tekstova za vjezbanje i
testiranje sluSanja i ¢itanja s

ID33, ID34, ID35 Brzina i
prakti¢nost, brze ideje za nastavu i
popunjavanje vremena, brzi i
precizni odgovori za gotovo bilo koju
temu, produktivnost
ID7 Brzi i zanimljivi zadaci
ID8, ID11, ID16, ID21, ID25 Usteda
vremena i viSe moguénosti i nacini
ucenja i poucavanja
IDg Lak nacin kako doé¢i do novih

razumijevanjem. Brza izrada nastavnih
materijala.
ID5 Nova znanja, novi alati za nas ID35
koristan je za nas, zabavno za uc¢enike

prezentacija, listi¢a i aktivnosti
ID14, ID17, ID31 potrositi manje
vremena za pripreme, pomo¢ u
pripremama za nastavu, dobar vodi¢
u kreiranju zadataka kad nemamo
puno vremena
ID15, ID27, ID36 Cini Zivot
nastavnika jednostavnijim i lak$im,
puno pomaze
ID28 Smanjenje ljudskih pogresaka,
usteda vremena, digitalna pomoc,
nepristrane odluke.

ID23 Personalizacija resursa ucenja,
pracenje napretka u u¢enju.

ID12 Rubrike
1D37, ID38 Lako za komunikaciju, koristan.

Izjave nastavnika o prednostima uporabe UI u nastavi engleskoga jezika (Tablica 5.)

Prednosti uporabe UI koje navode nastavnici mogu se kategorizirati u

devet kategorija:

1. Usteda vremena (N=25): Sudionici su istaknuli da UI znacajno Stedi
vrijeme u razli¢itim aspektima ucenja i pripreme. To ukljucuje brze
smi$ljanje zadataka, skraceno vrijeme pripreme materijala i opcenito
ubrzanje procesa poucavanja i ucenja. Takoder, UI omogucuje brzi
dolazak do podataka i lakse snalaZenje u informacijama.

2. Brzina izrade materijala (N=10): Ul omoguéuje brzu izradu razli¢itih
materijala, poput prezentacija, nastavnih listi¢a, aktivnosti i tekstova za
vjezbu. Sudionici su naglasili brzinu generiranja zadataka i moguénost
brze izrade nastavnih materijala.
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3. Jednostavnost koristenja (N=3): Koristenje Ul alata ocijenjeno je
jednostavnim i brzim. Sudionici su istaknuli prakti¢nost i lakoéu
koristenja kao klju¢ne prednosti.

4. Dostupnost (N=3): Ul je prepoznat kao dostupan alat koji omogucuje
brzi pristup informacijama i pomo¢ u prijevodu. Takoder, sudionici su
spomenuli moguénost slusanja toénog izgovora i pristup relevantnim
materijalima.

5. Raznolikost i mogucénosti (N=6): UI nudi raznolike mogucnosti uc¢enja,
ukljucuju¢i simulaciju razgovora, vjezbanje govorenja i pristup
razli¢itim aplikacijama za ucenje engleskog jezika. Sudionici su
istaknuli moguénost pronalaska razli¢itih materijala i ideja za ucenje.

6. Personalizirano ucenje (N=4): Ul omogucuje personalizirani pristup
ucenju, prilagodavajudéi se individualnim potrebama ucenika. Sudionici
su spomenuli moguc¢nost izrade materijala po mjeri i diferencijaciju
nastave.

7. Pobol]san]e vjestina (N=7): KorlstenJe Ul-a moze poboljsatl razli¢ite
jezicne djelatnosti, poput pisanja, c¢itanja, slusanja i govorenja.
Sudionici su istaknuli moguénost vjezbanja govora i dobivanja novih
znanja.

8. Povratne informacije i podrska (N=7): Ul pruza brze povratne informa-
cije i podrsku u ucenju. Sudionici su spomenuli mogu¢nost dobivanja
formativnog misljenja i savjeta o ucenju.

9. Kreativnost 1 ideje (N=5): Ul potice kreativnost i daje nove ideje za
uenje i poucavanje. Sudionici su istaknuli moguénost dinamic¢nih
lekcija i razvijanje kritickog misljenja.

10. Ostalo: U ovoj kategoriji sudionici su naveli razli¢ite druge prednosti,
poput pomoéi u gramatici, moguénosti ucenja kroz igru i pristupa
novim alatima.

Analiza je pokazala da sudionici vide $irok raspon prednosti u koristenju
umjetne inteligencije u uéenju engleskog jezika. Najéesée spominjane prednosti
odnose se na ustedu vremena, brzinu izrade materijala, jednostavnost koristenja
i raznolikost moguénosti. Tu se svakako vidi povezanost s nalazima u literaturié
poput interaktivnog i pospjesivanja personaliziranog u¢enja, nadziranja napretka
dostupnosti i fleksibilnosti tehnologije UI.62 Takoder, sudionici su prepoznali
vaznost personaliziranog ucenja, poboljSanja vjeStina, povratnih informacija,
kreativnosti i ideja koje UI moze pruZiti. S druge strane, vidljive su i zabrinutosti
te izazovi koristenja UI u buduénosti. U literaturi se navodi mogu¢ nedostatak
medusobne komunikacije i kulturnog razumijevanja, ograni¢enja u personal-
iziranome ucenju te problemi tehni¢ke prirode i pouzdanosti, privatnost
podataka i eticka pitanja te mogucéa marginalizacija uloge ljudskog ucitelja.®3 Nasi
sudionici navodili su bojazni poput kvalitete sadrzaja koju generira Ul, strah da

61 ATJUN, Yang: On the Influence of Artificial Intelligence on Foreign Language Learning and
Suggested Learning Strategies, International Journal of Education and Humanities (IJEH),
2024/4.109-113. (U nastavku: AIJUN, 2024.)

62 PATTY, 2024. 647.

63 AIJUN, 2024. 113—-115.
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¢e Ul zamijeniti ucditelje i uéiniti ih suvisSnima, moguéa ovisnost o Ul, njena
zlouporaba ili pak da ée smanjiti kreativnost i inovativnost ljudi.

Rezultati i rasprava

Na temelju analize mozemo odgovoriti na prvo pitanje, koji su stavovi i misljenja
sudionika o uporabi UI u nastavi engleskoga jezika. Prva postavljena hipoteza
»H1: UcCenici i studenti imaju pozitivne stavove prema uporabi UL“ je potvrdena.
Dodatno, kvantitativna i kvalitativna analiza provedenih upitnika pokazala je
pozitivne stavove svih sudionika. Ucenici i studenti uglavnom iskazuju
zadovoljstvo uporabom UI alata, posebno chatbotova, Sto se odrazava u
prosjecnoj ocjeni "vrlo dobar" (4). Iako su sudionici istrazivanja prepoznali da
razgovor s Ul alatom moze pomo¢i u shvaéanju teme, ocjenjuju da usvojenost
znanja nakon jednog razgovora nije na visokoj razini. Prevladavaju pozitivni
osjetaji prema uporabi Ul, $to ukazuje na opéenito pozitivan stav prema ovoj
tehnologiji, u skladu i s navodima u literaturi.®4

Druga hipoteza ,H2: Nastavnici nisu spremni koristiti UL“ nije potvrdena.
Nastavnici iskazuju Zelju za koriStenjem UI alata u nastavi i prepoznaju potrebu
za dodatnom obukom kako bi se uc¢inkovito koristili tim alatima. To ukazuje na
spremnost nastavnika da integriraju UI u svoj rad, uz uvjet da dobiju adekvatnu
podrsku i edukaciju. Dodatno, odgovori na drugo istrazivacko pitanje ,, Koje alate
sudionici koriste i u koju svrhu?“ pokazali su da sve skupine ispitanika, od
najmladih ucenika 8. razreda, preko studenata sve do nastavnika, koriste UI
tehnologije, ponajvise ChatGPT i sli¢ne alate u svrhu ucenja i kreiranja sadrzaja
ucenja te poucavanja.

Treée istrazivacko pitanje ,Koje su moguénosti i izazovi uporabe UI
obzirom na novosti i izazove danas$njice?“ pokazalo je duh vremena u kojem
Zivimo, a tre¢a hipoteza ,,H3: Ucenici i studenti nisu zabrinuti oko koristenja UIL.“
nije potvrdena. Iako ucenici i studenti iskazuju interes za Ul alate, takoder su
izrazene zabrinutosti u vezi s njihovom uporabom, $to je u skladu s nalazima iz
relevantne literature. Te zabrinutosti ukljucuju eti¢ka pitanja, poput privatnosti
podataka i potencijalnog plagiranja. Sudionici istrazivanja su svjesni prednosti i
nedostataka uporabe Ul, $to ukazuje na kriticki pristup ovoj tehnologiji. Ucenici
i studenti uglavnom koriste Ul alate kao pomo¢ u akademskom radu, Sto ukazuje
na pragmatic¢an pristup njihovoj uporabi.

Pedagoske implikacije

Na temelju provedenog istraZivanja, mogu se uobliéiti sljedee potencijalne
pedagoske implikacije u vidu integracije UI u Kurikule, obuke nastavnika, razvoj
smjernica za eticku uporabu UI na razini $kola i ustanova, promicanje kritickog
misljenja i medijske pismenosti, prilagodbe nastave uz personalizaciju u¢enja, ali
i kontinuirano pracenje i evaluaciju UI u nastavi.

64 ALTWIJRI, 2024. 3.
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S obzirom na pozitivan stav ucenika, studenata i nastavnika prema UI,
obrazovne institucije trebale bi razmotriti integraciju UI alata u nastavne
Kurikule, posebice one koji potic¢u kriticko razmisljanje i medijsku pismenost u
kontekstu UI. Pri tome valja razmotriti kako ¢e se UI primjenjivati u ustanovama
na eticki nacin uz neizostavnu edukaciju nastavnika o osnovama UL

Obuka nastavnika trebala bi biti organizirana na razini odgojno-
obrazovnih ustanova kako bi nastavnici stekli prakti¢ne vjestine koristenja alata
UI i pedagoske strategije za njihovu integraciju u nastavu. Neizostavna jest i
podrska za nastavnike kao i resursi kako bi im se olaksalo koristenje UT u radu.

Zabrinutost oko etickih pitanja sve je prisutnija medu obrazovateljima, ali
iucenicima stoga bi obrazovne institucije trebale razviti jasne smjernice za eticku
uporabu UI koje bi trebale obuhvatiti pitanja privatnosti podataka, plagljata
akademske cestitosti i odgovornog koriStenja UI alata. Osim toga, nuzno je i
provoditi edukaciju o etickim implikacijama Ul za ucenike, studente i nastavnike.

Promicanjem kritickog misljenja i medijske pismenosti, nuzno je osigurati
edukaciju o provjeri C¢injenica, prepoznavanju dezinformacija i vrednovanju
izvora informacija kako bi obrazovne institucije poticale ucenike i studente da
kriti¢ki promisljaju o utjecaju UI na drustvo.

Mogucnosti personaliziranog ucenja uz pomo¢ Ul mogu se primjenjivati za
prilagodbu nastave individualnim potrebama ucenika i studenata. To ukljucuje
koriStenje UI alata za analizu podataka o ucenju, pruZanje personaliziranih
povratnih informacija i prilagodbu nastavnih materijala. Ucenje uz pomoé¢ UI
trebalo bi biti dostupno svim ucenicima i studentima, bez obzira na njihovo
socioekonomsko podrijetlo.

S obzirom na brzi razvoj tehnologija Ul, obrazovne institucije trebale bi
kontinuirano pratiti i evaluirati u¢inkovitost primjene UI alata u nastavi. Osim
prikupljanja podataka o u¢inku UI na ishode ucenja, potrebno je uzeti u obzir
zadovoljstvo ucenika i studenata, te rad nastavnika. Na temelju rezultata evaluacije,
zatim je potrebno prilagoditi pedagoske strategije i smjernice za rad s UL

Zakljucéak

Iako ucenici i studenti imaju pozitivne stavove prema uporabi UT te su uglavnom
zadovoljni uporabom UT na primjer chatbot lekcije, pokazalo se da shvacaju temu
na temelju razgovora s chatbotom, ipak niZe ocjenjuju usvojenost na temelju
jednog razgovora. Pozitivno je Sto prevladavaju pozitivni osjec¢aji i da su
nastavnici spremni koristiti UI, no potrebna im je obuka za uc¢inkovitiju uporabu.
Ucenici i studenti su zainteresirani za alate UI, ali prisutna je i povecana
zabrinutost oko njihove pravilne uporabe. IzraZene su zabrinutosti u skladu s
onima iz literature%s, od etickih pitanja, preko zastite privatnosti do vjestina i
sposobnosti sudionika za primjenu UI.

Ogranicenja rezultata ovog istrazivanja vidimo u slu¢ajnom uzorku koji je
odabran te je moguée da rezultati budu drugaciji na veéem uzorku pojedine
populacije.

65 Wu, 2024.
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Buduca istrazivanja mogu ispitati uporabu UI u hrvatskim skolama i
ustanovama visokoga obrazovanja te digitalnu pismenost opcenito u populaciji.
Potrebna je suradnja Skola, vlade i obrazovnih stru¢njaka kako bi se jacala
digitalna pismenost omladine i djelatnika, ali jednako tako da se kreiraju
zajednic¢ki resursi za poucavanje kao i primjeri dobre prakse za metode
poucavanja uz Ul za zdrav i odrzivi razvoj poucavanja stranog jezika uz UI alate.
Takoder je potrebno vise akcijskih istrazivanja od strane nastavnika u razlic¢itim
kontekstima obrazovanja.

Mogucénosti uporabe UI u nastavi engleskoga jezika su mnogobrojne, ali
ipak doima se da nadvladavaju izazove. S izazovima se treba postaviti educirano,
eticki i pomo¢u primjera dobre prakse kojih ima na pretek. Stoga je nuzno pratiti
trendove u tehnologiji i u obrazovanju kako bismo na vrijeme i s kritickim
promisljanjem uéenicima mogli uliti nove vjestine za nova jezi¢na ovladavanja.

Literatura

ADAMOPOULOU, Eleni-MOUSSIADES, Lefteris: An Overview of Chatbot
Technology. Artificial Intelligence Applications and Innovations. 2020/584.
DOI: 10.1007/978-3-030-49186-4_31

AIJUN, Yang: On the Influence of Artificial Intelligence on Foreign Language
Learning and Suggested Learning Strategies, International Journal of
Education and Humanities (IJEH), 2024/2. (4).

DOI: 10.58557/(ijeh).v4i2.214

ALTWIJRI, Lujain—ALGHIZZI, Talal Musaed: Investigating the integration of
artificial intelligence in English as foreign language classes for enhancing
learners’ affective factors: A systematic review, Heliyon, 2024/10.

DOI: 10.1016/j.heliyon.2024.e31053

AYOTUNDE, Oke—-JAMIL, Dashty—CAVUS, Nadire: The impact of artificial
intelligence in foreign language learning using learning management
systems: A systematic literature review, Information Technologies and
Learning Tools, 2023/ 3. DOI: 10.33407/itlt.v95i3.5233

BLAZIC, Arjana et al.: Kurikulum fakultativnog predmeta za srednje $kole
Umjetna inteligencija: od koncepta do primjene, Hrvatska akademska i
istrazivacka mreza — CARNET, 2024. https://www.carnet.hr/

BLAZIC, Arjana et al.: Kurikulum izvannastavne aktivnosti za osnovne $kole
Umjetna inteligencija: od koncepta do primjene, Hrvatska akademska i
istrazivacka mreza — CARNET, 2024. https://www.carnet.hr/

CAMPBELL, Murray—-HOANE JR., A. Joseph—HSU, Feng-hsiung: Deep Blue.
Artificial Intelligence, 2002/1—2. (134). DOI: 10.1016/S0004-3702(01)00129-1

CHIU, Thomas—XIA, Qi-ZHOU, Xinyan—CHAI, Ching—CHENG, Miaoting:
Systematic literature review on opportunities, challenges, and future research
recommendations of artificial intelligence in education, Computers and
Education: Artificial Intelligence, 2023/4. DOI: 10.1016/j.caeai.2022.100118.

CORREA, Nicholas Kluge et al.: Worldwide AI ethics: A review of 200 guidelines
and recommendations for AI governance. Patterns, 2023/10.

DOI: 10.1016/j.patter.2023.100857

22


https://doi.org/10.55072/DN.2024.4.5
https://doi.org/10.55072/DN.2024.4.5
https://doi.org/10.1007/978-3-030-49186-4_31
https://doi.org/10.58557/(ijeh).v4i2.214
https://doi.org/10.1016/j.heliyon.2024.e31053
https://doi.org/10.33407/itlt.v95i3.5233
https://www.carnet.hr/
https://www.carnet.hr/
https://doi.org/10.1016/S0004-3702(01)00129-1
https://doi.org/10.1016/j.caeai.2022.100118
https://doi.org/10.1016/j.patter.2023.100857

R XII évf. 2024/4. sz.

e i o
DOI: 10.55072/DN.2024.4.5

EUROPEAN COMMISSION: Ethical guidelines on the use of artificial
intelligence (AI) and data in teaching and learning for educators, Publications
Office of the European Union, 2022. DOI: 10.2766/153756.

FERRUCCI, David et al.: Building Watson: An overview of the DeepQA project,
Al Magazine, 2010/3. DOI: 10.1609/aimag.v31i3.2303

FOSNER, Ajda: University Students’ Attitudes and Perceptions towards Al
Tools: Implications for Sustainable Educational Practices. Sustainability
(Switzerland), 2024/19. DOI: 10.3390/su16198668

GROSSMAN, Gary: ChatGPT’s second birthday: What will gen AI (and the
world) look like in another 2 years?, Venture, 2024.
https://venturebeat.com/ai/chatgpts-second-birthday-what-will-gen-ai-and-
the-world-look-like-in-another-2-years/

HRVATSKA, REPUBLIKA: Strategija digitalne Hrvatske za razdoblje do 2032.
godine, Sredisnji drzavni ured za razvoj digitalnog drustva, 2022.

HUANG, Xinyi—-ZOU, Di-CHENG, Gary—XIE, Haoran: A Systematic Review of
AR and VR Enhanced Language Learning. Sustainability 2021/13. 4639.

DOI: 10.3390/su13094639

KARATAS, Fatih—ABEDI, Faramarsz—OZEK GUNYEL, Filiz—KARADENIZ, Derya—
KUZGUN, Yasemin: Incorporating Al in foreign language education: An
investigation into ChatGPT'’s effect on foreign language learners. Education
and Information Technologies, 2024/15. 19343-19366.

DOI: 010.1007/s10639-024-12574-6

KRALJ, Lidija et al.: Umjetna inteligencija u obrazovanju, edukativni priruc¢nik
o primjeni umjetne inteligencije u u¢enju i pouc¢avanju za ucitelje, nastavnike i
strucne suradnike u skolama, Suradnici u ucenju, 2024.

LEVY, Michael: CALL: context and conceptualisation, Oxford: Oxford University
Press. 1997. DOI: 10.1093/0s0/9780198236320.001.0001

MCCARTHY, John et al.: A Proposal for the Dartmouth Summer Research
Project on Artificial Intelligence. Dartmouth College, 1955.

DOI: 10.1609/aimag.v27i4.1904

MCCULLOCH, Warren—PITTS, Walter: A Logical Calculus of the Ideas
Immanent in Nervous Activity, Bulletin of Mathematical Biophysics, 1943/5.
DOI: 10.1007/BF02478259

MIAO, Fengchun—HOLMES, Wayne: Guidance for Generative Al in Education
and Research. UNESCO, 2023. DOI: 10.54675/EWZM9535

OECD: OECD Digital Education Outlook 2023: Towards an Effective Digital
Education Ecosystem, OECD Publishing, Paris, 2023.

DOI: 10.1787/c74f03de-en

OECD: The Potential Impact of AI on Equity and Inclusion in Education, OECD

Aritificial Intelligence Papers, 2024/23. OECD Publishing, August 2024.

DOI: 10.1787/15df715b-en
PATTY, Jusak: The Use of AI in Language Learning: What You Need to Know,
Jurnal Review Pendidikan dan Pengajaran, 2024/7. 642—654.

DOI: 10.31004/jrpp.v7i1.24609

23


https://doi.org/10.55072/DN.2024.4.5
https://doi.org/10.55072/DN.2024.4.5
https://doi.org/10.2766/153756
https://doi.org/10.1609/aimag.v31i3.2303
https://doi.org/10.3390/su16198668
https://venturebeat.com/ai/chatgpts-second-birthday-what-will-gen-ai-and-the-world-look-like-in-another-2-years/
https://venturebeat.com/ai/chatgpts-second-birthday-what-will-gen-ai-and-the-world-look-like-in-another-2-years/
https://doi.org/10.3390/su13094639
https://doi.o10.1007/s10639-024-12574-6
https://doi.org/10.1093/oso/9780198236320.001.0001
https://doi.org/10.1609/aimag.v27i4.1904
https://doi.org/10.1007/BF02478259
https://doi.org/10.54675/EWZM9535
https://doi.org/10.1787/c74f03de-en
https://doi.org/10.1787/15df715b-en
https://doi.org/10.31004/jrpp.v7i1.24609

 NOUOSILE XII évf. 2024/4. sz.
DOI: 10.55072/DN.2024.4.5

SABZALIEVA, Emma—VALENTINI, Arianna: ChatGPT and artificial intelligence
in higher education: quick start guide. UNESCO Publishing. 2023.
https://unesdoc.unesco.org/ark:/48223/pf0000385146

SCHMIDT, Torben—STRASSER, Thomas: Artificial Intelligence in Foreign
Langugage Learning and Teaching: A CALL for Intelligent Practice, Anglistik,
2022/33. DOI: 10.33675/ANGL/2022/1/14

SHORTLIFFE, Edward Hance: Computer-Based Medical Consultations:
MYCIN. Elsevier, Amsterdam, 1976.

DOI: 10.1016/B978-0-444-00179-5.X5001-X

TURING, Alan: Computing Machinery and Intelligence, Mind, 1950/59. (236).
DOI: 10.1093/mind/LIX.236.433

UNDERWOOD, John: Linguistics, computers and the language teacher: a
communicative approach, Newbury House, Rowley, MA. 1984.

DOI: 10.1017/S0008413100011592

URED za publikacije Europske unije: Akcijski plan za digitalno obrazovanje
(2021.—2027.), Glavna uprava za obrazovanje, mlade, sport i kulturu, Bruxelles,
2020. https://eur-lex.europa.eu/legal-content/HR/ALL/?uri=legissum:4617905

WARD, Monica: ICALL’s relevance to CALL. U BORTHWICK, Kate—BRADLEY,
Linda—THOUESNY, Sylview (ur.), CALL in a climate of change: adapting to
turbulent global conditions — short papers from EUROCALL 2017. Research-
publishing.net, Southhampton, 2017. DOI: 10.14705/rpnet.2017.eurocall2017.735

WARSCHAUER, Mark: Computer-assisted language learning: an introduction.
U FOTOS, Sandra (ur.) Multimedia language teaching, Logos International,
Tokyo, 1996. http://www.ict4lt.org/en/warschauer.htm

WEIZENBAUM, Joseph: ELIZA—a computer program for the study of natural
language communication between man and machine. Communications of the
ACM, 1966/1. (9). 36—45.

DOI: 10.1145/365153.365168

WU, Lin-LI, Keying—YU,Meiqi—LIN,Yunxi: Application of Artificial Intelligence
in Teaching English as a Foreign Language: Progress, Challenges, and
Trends, English Language Teaching and Linguistics Studies, 2024/4.

DOI: 10.22158/eltls.vbngp215

ZHAI, Chunpeng—WIBOWO, Santoso: A systemic review on artificial intelligence
dialogue systems for enhancing English as foreign language students’
interactional competence in the university, Computers and Education:
Artificial Intelligence, 2023/4. DOI: 10.1016/j.caeai.2023.100134

24


https://doi.org/10.55072/DN.2024.4.5
https://doi.org/10.55072/DN.2024.4.5
https://unesdoc.unesco.org/ark:/48223/pf0000385146
https://doi.org/10.33675/ANGL/2022/1/14
https://doi.org/10.1016/B978-0-444-00179-5.X5001-X
https://psycnet.apa.org/doi/10.1093/mind/LIX.236.433
https://doi.org/10.1017/S0008413100011592
https://eur-lex.europa.eu/legal-content/HR/ALL/?uri=legissum:4617905
https://doi.org/10.14705/rpnet.2017.eurocall2017.735
http://www.ict4lt.org/en/warschauer.htm
https://doi.org/10.1145/365153.365168
https://doi.org/10.22158/eltls.v6n4p215
https://doi.org/10.1016/j.caeai.2023.100134

DOI: 10.55072/DN.2024.4.5
Web stranice:

https://autoclassmate.io/
https://callannie.ai
https://curipod.com/
https://gamma.app/

https://quizizz.com
https://quizlet.com/gb
https://schoolai.com/
https://translate.google.com/
https://uk.babbel.com/
https://www.canva.com/education/
https://www.deepl.com/en/translator
https://www.duolingo.com/
https://www.gradescanner.net/
https://www.grammarly.com
https://www.liulishuo.com/en/aboutus.html
https://www.magicschool.ai/
https://www.naturalreaders.com/online/
https://www.perplexity.ai/

25


https://doi.org/10.55072/DN.2024.4.5
https://doi.org/10.55072/DN.2024.4.5
https://autoclassmate.io/
https://callannie.ai/
https://curipod.com/
https://gamma.app/
https://quizizz.com/
https://quizlet.com/gb
https://schoolai.com/
https://translate.google.com/
https://uk.babbel.com/
https://www.canva.com/education/
https://www.deepl.com/en/translator
https://www.duolingo.com/
https://www.gradescanner.net/
https://www.grammarly.com/
https://www.liulishuo.com/en/aboutus.html
https://www.magicschool.ai/
https://www.naturalreaders.com/online/
https://www.perplexity.ai/

 XIL évf. 2024/4. s7.

DOI: 10.55072/DN;2O24.4.5

Abstract

USING ARTIFICIAL INTELLIGENCE IN THE ENGLISH LANGUAGE
ENVIRONMENT - POSSIBILITIES AND RESULTS

This paper provides an overview of artificial intelligence tools as well as a brief
overview of the literature on current trends, issues and research results related to
the use of AI in English language classes, from teaching to learning. A
questionnaire was conducted on the use of Al among English language teachers,
students learning English for special purposes of teaching profession and
students of higher grades of a primary school. Ethical issues of the use of Al tools
are also discussed. Given that Al is changing the world we live in, it is necessary
to constantly improve and critically consider for what purposes and when to use
it. The results of the research show the attitudes of different groups of participants
and provide suggestions for future research and pedagogical implications.

26


https://doi.org/10.55072/DN.2024.4.5
https://doi.org/10.55072/DN.2024.4.5

TER XIL évf. 2024/4. sz.

~ DOL: 10.556§Q/DN.2024.4.27
Ili¢, Ivona—Majstori¢, Ines—Varga, Rahaela

SUSTAVNA PODRSKVA USVAJANJU MADARSKOGA KAO
PRVOG JEZIKA: SLUCAJ VERTIKALNE PROHODNOSTI U
HRVATSKOME OBRAZOVNOM SUSTAVU

Uvod: Prohodnost obrazovnog sustava u Republici Hrvatskoj

Sustav obrazovanja u Republici Hrvatskoj je viSerazinski te zapocinje ranim
odgojem, a prelazi i u obrazovanje odraslih (Slika 1). Ministarstvo znanosti i
obrazovanja! definiralo je prvu razinu obrazovanja kao odgoj, obrazovanje i skrb
o djeci predskolske dobi, a koje se ostvaruje programima odgoja, obrazovanja,
zdravstvene zastite, prehrane i socijalne skrbi za djecu od Sest mjeseci do polaska
u $kolu. Sljedecu razinu predstavlja osnovnoskolski odgoj i obrazovanje, koje je u
Republici Hrvatskoj obvezno i besplatno za svu djecu u dobi od Seste do petnaeste
godine (za ucenike s viSestrukim teskoéama u razvoju najdulje do 21. godine
Zivota). Na razini srednjoskolskog odgoja i obrazovanja svakome se pod jednakim
uvjetima i prema njegovim sposobnostima, a nakon zavrSetka osnovnoskolskog
odgoja i obrazovanja, omogucava stjecanje znanja i sposobnosti za rad i nastavak
Skolovanja. Prelazak na visokoskolsko obrazovanje predstavlja ulazak u sferu
obrazovanja odraslih, koje je dio jedinstvenoga obrazovnog sustava Republike
Hrvatske te obuhvacéa procese ucenja odraslih osoba namijenjene obrazovanju za
bolju zaposljivost te osobnom razvoju pojedinca.

Iz navedenih znacajki obrazovnog sustava proizlazi potreba za osigura-
vanjem vertikalne prohodnosti svim ucenicima, ukljuéujuéi i ucenike koji su
pripadnici nacionalnih manjina, a hrvatski im nije prvi jezik. Vertikalna
prohodnost razumijeva se kao omoguéeni prelazak djeteta, ucenika ili studenta s
niZze na visu razinu obrazovnog sustava.2 U tom se procesu zahtjeva transpa-
rentnost kako bi se na kljuénim tockama sustava mogla pravilno procijeniti
ucenicka opterecenost razvojem kompetencija.3 Uz vertikalnu, naglasava se i
horizontalna prohodnost obrazovnih sustava, koja podrazumijeva ucenicki
transfer izmedu raznovrsnih $kola na istoj razini.4 Prohodnost obrazovnog sustava
predstavlja prioritet suvremenih obrazovnih politika u Europi,s a radi gospodarske

t Ministarstvo znanosti i obrazovanja (2024). https://mzo.gov.hr/odgoj-i-obrazovanje/109

2 CAVES KAatherine, MCDONALD Patric: Education System Permeability, CES Working Paper, 2024/17.

3 KISS Irena: Novi kurikulum u funkciji kvalitete i prohodnosti obrazovnog sustava. Prozor u svijet
obrazovanja, nauke i mladih, 2023/1. 41-53.

4 SCHOENFELD Alan H.: Addressing Horizontal and Vertical Gaps in Educational Systems.
European Review, 2020/1. (28.) 104—-120.

5 Europska komisija: EUROPE 2020: A strategy for smart, sustainable and inclusive growth COMMUNI-
CATION FROM THE COMMISSION, Brussels European Commission.
https://eur-lex.europa.eu/LexUriServ/LexUriServ.do?uri=COM:2010:2020:FIN:EN:PDF

SAVOVA Iliyana: Europe 2020 Strategy- towards a smarter, greener and more inclusive EU economy?
European Union, 2012. https://op.europa.eu/en/publication-detail/-/publication/ocddgbof-e11c

NORDIN Andreas: Europeanisation in National Educational Reforms: horizontal and vertical
translations: Transnational Policy Flows in European Education: the making and governing of
knowledge in the education policy field, Symposium Books Ltd, Oxford, 2014. 141-157.
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konkurentnosti.6 Temelj za ostvarivanje vertikalne prohodnosti u slu¢aju nacio-
nalnih manjina jest uvazavanje razlic¢itosti na svim razinama obrazovnog sustava,
pri ¢emu je najistaknutija vaznost ostvarivanja interkulturalnosti u svakod-
nevnom Zivotu odgojno-obrazovne ustanove vidljive u kulturi djecjega vrtica,
Skole ili fakulteta. Pritom je klju¢na sustavna raspodjela zadataka i njihovo
zajednicko izvrSavanje kako bi utjecaj odgoja i obrazovanja na djetetov razvoj bio
pozitivan,” jer se upravo u tome ocrtava specificnost kulturne ustanove,8 a ¢ine ju
¢lanovi, obicaji odredene kulture i njihov odnos prema radu te oblici ponasanja.9

t Izlazak na trZiSte rada

i Prohodnost

e | i
[ Drzavna matura/ispit drzavne mature | |
T s s
| | |
[
|
! 1 1 1L
2 8 Dvogodisnji,
it o | Ty | S,
.QE Gimnazije prilagoden programi
E Strukovne $kole

Predskolski programi

z Ustanove predskolskog
E odgoja

Odgojno-obrazouvni sustav u Republici Hrvatskoj© (Slika 1)

6 EGARIEVWE Stephen: Vertical Education Enhancement — A Model for Enhancing STEM Educa-
tion and Research, Procedia - Social and Behavioral Sciences, 2015/177. 336—344-.

YAZDANI Neshat—-MCCALLEN, Leigh S.—HOYT L.-BROWN Joshua: Predictors of Economically
Disadvantaged Vertical Transfer Students’ Academic Performance and Retention: A Scoping
Review, Journal of College Student Retention: Research, Theory & Practice, 2024/4. (25.) 871—891.

7 RADIC HOZO Endica: Organizacija rada i komunikacijske relacije u predskolskoj ustanovi,
SveuciliSte u Splitu, 2022/372. (2.) 120-145.

8 VUJICIC Lidija: Kultura vrtiéa-sustav koji se kontinuirano mijenja i uci, U¢iteljski fakultet
Sveudilista u Rijeci, 2011/372. (24.) 231-239.

9 BENNETT Milton J.: Osnovni koncepti interkulturalne komunikacije, Intercultural Press, Boston,
2013.

10 Shematski prikaz preuzet s http://ivana-vuletic.from.hr/zanimanja/shema-obrazovnog-sustava/
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Jo$ je u dokumentu UNESCO-a iz 1974. godine prihvaéena razlicitost
kultura i interkulturalizam, koji ukljucuje postivanje i uvazavanje ljudskih prava,
mira i slobode svakog pojedinca, a u odgojno-obrazovnom kontekstu predstavlja
pravo djeteta na odgoj i obrazovanje prema svom materinskom jeziku.:

Ideja o uvodenju interkulturalizma u odgoj i obrazovanje ostvariva je kroz
razli¢ite aktivnosti u nastavi, izdvojene teme u obaveznim nastavnim predmetima,
izvanskolske aktivnosti i izvannastavne aktivnosti.? Interkulturalni kurikulum
sadrzi nekoliko pristupa za poticanje drustvene primjene i prihvacanje razli¢itosti
kroz modele, a to su modeli koji su usmjereni na razumijevanje kulturne razlike,
karakteristike kulture, njihovih vrijednosti i spoznaje, zatim modeli usmjereni na
ucenike gdje je kombinirana nastava na materinskom jeziku i jeziku ve¢inskog
stanovnistva u svrhu pomaganja razvoja $kolskog uspjeha i brze prilagodbe u
redovnu nastavu pripadnika jezi¢nih manjina i modeli usmjereni na drustvene
promjene, odnosno promjene u strukturi kurikuluma, drustveni i politic¢ki
kontekst vrtiéa i Skole.!3

Madarski jezik u hrvatskome obrazovnom sustavu

Obrazovanje pripadnika nacionalnih manjina sastavni je dio obrazovnog
sustava.4 Nacionalne manjine u Republici Hrvatskoj imaju pravo na odgoj i
obrazovanje u predskolskim, osnovnoskolskim i srednjoskolskim ustanovama na
materinskom jeziku gdje u nastavi uz op¢i dio programa i sadrzaja sadrzi i onaj
koji je povezan za posebne karakteristike manjine, kao Sto su materinski jezik,
povijest, knjiZzevnost, kulturalno stvaralastvo i geografija.

Uz poticanje vlastite kulture, uceniku je obveza uz predmete sadrzaja
manjinske pripadnosti, uditi i hrvatski jezik prema nastavnom planu i programu,
dok visokoskolske ustanove organiziraju provodenje programa obrazovanja odgo-
_]ltel_]a ucitelja i nastavnika za vodenje programa na plsmu i jeziku nacionalnih
manjina. U Republici Hrvatskoj postoje dva osnovna smjera po kojem se vodi
obrazovanje manjina u Hrvatskoj, a to su usmjeravanje na jacanje vlastitog
identiteta, i na medusobno razumijevanje i toleranciju Zivljenja drugacije kulture i
naroda.!s

Temelj tome pronalazi se u Ustavu Republike Hrvatske,¢ gdje su izricito
navedene 22 nacionalne manjine u Republici Hrvatskoj: Srbi, Cesi, Slovaci,
Talijani, Madari, Zidovi, Nijemci, Austrijanci, Ukrajinci, Rusini, Bosnjaci,
Slovenci, Crnogorci, Makedonci, Rusi, Bugari, Poljaci, Romi, Rumunji, Turci,
Vlasi i Albanci. Prema podacima Drzavnog zavoda za statistiku iz posljednjeg
popisa stanovnistva,”” u Republici Hrvatskoj zivi 10.315 pripadnika madarske
nacionalne manjine. NajviSe Madara zivi na podrucju Osjecko-baranjske,

1 SABLIC Marija: Interkulturalizam u nastavi. Naklada Ljevak, Zagreb, 2014.

2 HRVATIC Neven Interkulturalni kurikulum i obrazovanje na manjinskim jezicima. Pedagogijska
istrazivanja., 2011/1. (8.) 7—17.

13 Isto.

14 ARLOVIC Mato: Pravo nacionalnih manjina u Republici Hrvatskoj, Novi informator, Zagreb, 2015.

15 BABIC Dragutin: Nacionalne manjine u Hrvatskoj: socioloska perspektiva, Plejada, Zagreb, 2015.

16 USTAV Republike Hrvatske (Narodne novine broj 56/1990.)

17 POPIS stanoviStva, kucanstava i stanova 2021. Drzavni zavod za statistiku. https://dzs.gov.hr/u-
fokusu/popis-2021/88
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Vukovarsko-srijemske, Bjelovarsko-bilogorske i Primorsko-goranske Zupanije te
na podrucju Grada Zagreba.

Pripadnici madarske nacionalne manjine svoje pravo na odgoj i obrazo-
vanje ostvaruju sudjelovanjem u predskolskom odgoju i obrazovanju na materins-
kom jeziku; sudjelovanjem u modelu A, modelu B i modelu C osnovnoskolskog
obrazovanja te u modelu A i modelu C srednjoskolskog obrazovanja.:8

Pohadanje nastave na jeziku i pismu nacionalne manjine u odgoju i obrazo-
vanju ostvaruje se kroz Drzavni pedagoski standard predskolskog, osnovnos-
kolskog i srednjoskolskog odgoja i obrazovanja.!9 U osnovnoj $koli programi za
nacionalnu manjinu pruzaju obrazovanje na njihovom materinskom jeziku u
sklopu svih predmeta ili se pak radi o dvojezi¢nim programima, gdje je jednaki
omjer materinskog jezika i hrvatskog jezika u nastavi. Republika Hrvatska pruza
tri modela programa ovisno o broju u¢enika.2° Prvi je model A, koji podrazumijeva
pohadanje cjelokupne nastave na jeziku nacionalne manjine, gdje je sadrzaj
programa identi¢an kao i pohadanju nastave na hrvatskom jeziku, uz prosirivanje
dodatnih nastavnih sadrzaja iz kulture nacionalnih manjina, kao Sto je
knjizevnost, povijest, geografija, likovna i glazbena kultura.2

Drugi je model B, koji uklju¢uje izvodenje nastave na jeziku nacionalne
manjine i na hrvatskom jeziku, odnosno dvojezi¢cna nastava, gdje je sadrzaj
podijeljen prema hrvatskom jeziku u predmetima prirodne grupe, dok se nastava
na jeziku nacionalne manjine provodi u drustvenim predmetima.

Treéi je model C, koji ukljuéuje nastavu na hrvatskom jeziku uz fakulta-
tivno ucenje sadrzaja nacionalne manjine, kao $to su materinski jezik, knjizev-
nost, povijest, geografija, likovna i glazbena kultura.

U Osjecko-baranjskoj zupaniji madarski je jezik medu tri najzastupljenija
manjinska jezika u obrazovnom sustavu,2? pa se namece pitanje zadovoljava li
obrazovanje metodicko-organizacijske uvjete kako bi se osigurala vertikalna
prohodnost kroz sustav.

Metodologija istrazivanja
Cilj istrazivanja

Cilj se istrazivanja odnosio na metodicke preduvjete odgoju i obrazovanju na
madarskom jeziku. Konkretnije, zanimalo nas je kakav je organizacijsko-
metodicki profil odgojno—obrazovnih ustanova koje omoguéavaju obrazovanje na
madarskome jeziku kako bi se odgovorilo na pitanje je li osigurana vertikalna
prohodnost unutar sustava odgoja i obrazovanja za ucenike koji se Zele obrazovati
na madarskome jeziku kao prvom jeziku. IstraZivanje se pritom usmjerilo na
odgojno-obrazovne ustanove na podrucju Osjecko-baranjske zupanije, buduéi da
je u njoj koncentriran najveci udio Madara.

18 Ured za ljudska prava i prava nacionalnih manjina. 2024. https://pravamanjina.gov.hr/nacionalne-

manjine/nacionalnemanjine-u-republici-hrvatskoj/madjari

19 Drzavni pedagoski standard predskolskog, osnovnoskolskog i srednjoskolskog odgoja i obrazovanja.
2008.

20 HRVATIC Neven: Interkulturalni kurikulum i obrazovanje na manjinskim jezicima. Pedagogijska
istraiiv}anja., 2011/1. (8), 7-17.

21 SABLIC Marija: Interkulturalizam u nastavi. Naklada Ljevak, Zagreb, 2014.

22 Jsto.
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U svrhu ostvarenja cilja bilo je potrebno proci sljedece korake:

— utvrditi koje ustanove u Osjecko-baranjskoj Zupaniji provode odgoj i
obrazovanje na madarskom jeziku,

— odrediti koje su razine obrazovanja prisutne,

— postaviti kriterije po kojima ¢e se provesti analiza organizacijsko-
metodickih specifi¢nosti,

— analizirati sluzbene internetske stranice ustanova koje provode odgoj i
obrazovanje na madarskom jeziku u Osjecko-baranjskoj Zupaniji,

— provesti popratni intervju s ¢elnicima ustanovama koje provode odgoj i
obrazovanje na madarskom jeziku,

— obraditi i usustaviti prikupljene podatke.

Opseg i metode istrazivanja

Istrazivanje je obuhvatilo ustanove koje provode odgoj i obrazovanje na
madarskome jeziku u Osjecko-baranjskoj Zupaniji na razli¢itim razinama odgoja
i obrazovanja u Skolskoj godini 2022/2023., a odnosilo se na djeéje vrtice,
osnovne $kole, srednju $kolu i fakultet. Kao istrazivacke metode primijenjene su:

a) analiza sadrzaja sluzbenih internetskih stranica ustanova i

b) popratni intervju s ¢elnicima istih ustanova.

Postavljeni kriteriji analize odnosili su se na tri glavne kategorije, a to su:

a) dionici odgoja i obrazovanja,

b) organizacija rada ustanove i

c¢) opremljenost ustanove.

Primjerice, za osnovne je $kole analiziran broj u¢enika, broj ucitelja, broj stru¢nih
suradnika, broj pomoc¢nog osoblja, broj djelatnika sveukupno, broj odjela, broj
smjena, postojanje dezurstva unutar ustanove, model programa nastave, broj
ratunala u ustanovi, postojanje sportskih dvorana, postojanje kuhinja i
postojanje knjiznice. Kriteriji za predskolske i $kolske ustanove razlikovali su se
od kriterija za analizu ustanova visokoskolskog obrazovanja, kojim se zapravo
pokriva obrazovanje odraslih osoba.

Rezultati i rasprava

Podatci dobiveni istrazivanjem usustavljeni su i tablicno prikazani prema
razinama sustava obrazovanja, pocevsi od najniZe prema najvisoj razini. Na
podrucju Osjecko-baranjske zupanije utvrdene su sljedece ustanove koje
organiziraju rani i predskolski odgoj i obrazovanje na madarskom jeziku:
Prosvjetni kulturni centar Madara u Republici Hrvatskoj, podrucni vrtiéi
Kopacevo, Vardarac i Lug (Tablica 1).

Nazivi Prosvjetni Podruéni vrti¢ | Podruéni vrtié | Podruéni vrtié¢
ustanove kulturni Kopacevo Vardarac Lug
Kriteriji centar Madara
u Osijeku
Broj upisane 40 13 8 17
djece
Dob djece 3-7 godina 3-7 godina 3-7 godina 3-7 godina
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B

B

B

Program
boravka

cjelodnevni

poludnevni

poludnevni

poludnevni

Postojanje
kuhinje

+

+

+

+

Postojanje
igralista

+

+

+

+

Obiljezja djecjih vrtiéa na madarskom jeziku (Tablica 1)

Na podrucju Osjecko-baranjske Zupanije osnovnoskolske ustanove za odgoj i
obrazovanje koje omogucuju Skolovanje na madarskom jeziku su: Prosvjetni
kulturni centar Madara u Republici Hrvatskoj, Osnovna §kola Lug, Osnovna skola
Zmajevac te podruéne osnovne $kole Kotlina, Novi Bezdan, Suza, Kopacevo i
Vardarac (Tablica 2 i Tablica 3).

Nazivi ustanove

Prosvjetni centar

Osnovna skola

Osnovna skola

Kriteriji Madara u Osijeku | Lug Zmajevac
Broj uéenika 31 67 91
Broj uditelja 30 29 36
Broj stru¢nih suradnika 2 2 2
Broj pomoénog osoblja 9 5 9
Broj djelatnika ukupno 45 39 48
Broj odjela 11 14 17
Broj smjena 2 1 1
Postojanje deZurstava + - +
Model programa A AiB B
Broj ra¢unala u 53 36 48
ustanovi

Postojanje sportske + + +
dvorane

Postojanje kuhinje + + +
Postojanje knjiZznice + + +

Obiljezja mati¢énih osnovnih Skola na madarskom jeziku na podrudju Osjecko-baranjske Zupanije

(Tablica 2)

Nazivi Podruéna Podrué¢na Podruéna | Podruéna | Podruéna
ustanove Osnovna Osnovna Osnovna Osnovna Osnovna
Kriteriji Skola Skola Novi | Skola Suza | Skola Skola

Kotlina Bezdan Kopacéevo | Vardarac
Broj u¢enika 6 18 9 4 5
Broj uditelja 8 13 6 6 6
Broj stru¢nih 2 2 2 2 2
suradnika
Broj 1 1 1 2 2
pomocnog
osoblja
Broj 9 4 5 10 10
djelatnika
ukupno
Broj odjela 3 3 4 2 2
Broj smjena 2 1 1
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Postojanje + + + + +
deZurstava

Model A A B B B
programa
Broj rac¢unala 3 3 3 3 3
u ustanovi
Postojanje - - - - -
sportske
dvorane
Postojanje - Cajna Cajna - Cajna
kuhinje kuhinja kuhinja kuhinja
Postojanje - - - - -
knjiZznice

Obiljezja podruénih osnovnih skola na madarskom jeziku na podrudju Osjecko- baranjske Zupanije
(Tablica 3)

Srednjoskolsko obrazovanje na madarskom jeziku moguce je steéi u sklopu
Prosvjetnog centra Madara u Republici Hrvatskoj, jedinoj ustanovi koja u
Osjecko-baranjskoj Zupaniji organizira odgoj i obrazovanje na sekundarnoj razini
obrazovnog sustava. Centar nudi CetverogodiSnje (program opce gimnazije,
program za hotelijersko-turistickog tehniCara i program za ekonomista) i
trogodisnje programe (kuhar i prodavac). U Tablici 4 prikazana su obiljezja ove
ustanove.

Nazivi ustanove Prosvjetni kulturni centar Madara u Republici
Kriteriji Hrvatskoj u Osijeku
Broj u¢enika 43
Broj uditelja 33
Broj stru¢nih 2
suradnika

Broj pomoénog 9
osoblja

Broj djelatnika 44
ukupno

Broj odjela 11
Broj smjena 1
Postojanje dezurstava +
Model programa A
Broj ra¢unala u 45
ustanovi

Postojanje sportske +
dvorane

Postojanje kuhinje +
Postojanje knjiZnice +

Organizacijska struktura srednje $kole na madarskom jeziku u Osjec¢ko-baranjskoj Zupaniji
(Tablica 4)

Kako bi nastavili obrazovanje na madarskome jeziku na visokoskolskoj razini,
pripadnicima madarske nacionalne manjine dostupan je i studij Madarskog jezika
i knjiZevnosti. Sveuciliste Josipa Jurja Strossmayera u Osijeku, u sklopu Katedre
za madarski jezik i knjizevnost na Filozofskome fakultetu nudi moguénost
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pohadanja preddiplomskog studija madarskog jezika i knjizevnosti u trajanju od 3
godine (bakalaureat) i diplomski studij madarskog jezika i knjizevnosti u trajanju
od 2 godine (magistar struke).

Budud¢i da se radi o dvopredmetnom studiju, Sto znaci da studenti uz
madarski jezik i knjiZzevnost studiraju jo$ jedan smjer po izboru (npr. engleski je-
zik, informatologiju, sociologiju, filozofiju, itd.), programski je najvise podudaran
modelu C. Uvjet upisa na preddiplomski studij nije nacionalna pripadnost niti
odredena razina znanja madarskoga jezika pa studenti mogu biti i pripadnici
vecinskog naroda bez prethodnog znanja madarskoga jezika.

Opremljenost ustanove za izvodenje ovog studijskog programa ujedna-
¢ena je s uvjetima za izvodenje ostalih jezi¢nih studija, a omjer broja nastavnika i
studija je povoljan. Tablica 5 pokazuje kako je taj omjer 1:5.

Ukupno

Nazivi ustanove Sveudiliste J. J. Strossmayer u Osijeku
Kriteriji Filozofski fakultet

Katedra za madarski jezik i knjiZzevnost
Broj studenata po Preddiplomski studij: 1. god=10, 2.god =9, 3. god=4 38
godinama u ak. god. Diplomski studij: 1. god = 5, 2. god = 10
2023./2024.
Broj redovitih profesora 1 7
Broj izvanrednih
profesora
Broj docenata 1
Broj lektora 2
Broj visih asistenata 1

Odnos broja nastavnika i studenata na studiju madarskog jezika i knjizevnosti (Tablica 5)

Rezultati koji proizlaze iz prikupljenih podataka pokazuju kakva je organizacijska
struktura ustanova na madarskom jeziku u Osjecko-baranjskoj Zupaniji. Iz
Tablice 1, Tablice 2, Tablice 3 i Tablice 4 razvidno je da svaka ustanova ima svoje
djelatnike koji ¢ine organizaciju rada, a to su uditelji/odgojitelji, stru¢ni suradnici
od kojih je prema rezultatima pedagog i knjiznicar, zatim pomoéno osoblje u sto
se ubrajaju spremacice, domar i kuhari. U svakom objektu nalazi se kuhinja, u
mati¢nim objektima po jedna sportska dvorana i knjiznica, dok u podru¢nim
objektima postoji igraliSte na zelenoj povr$ini i ¢ajna kuhinja, ra¢unala su dio
odgojno-obrazovnog rada u svrhe predmeta informatike; u u¢ionicama i vrti¢ima
nalaze se prijenosna ra¢unala koja su pod odgovornoséu odgojitelja i ucitelja.

Unazad dva desetlje¢a u Hrvatskoj povecan je interes za predskolskim i
osnovnoskolskim odgojem i obrazovanjem na jeziku i pismu nacionalne manjine,
$to je dovelo do veéeg otvaranja ustanova koje ukljucuju program i sadrzaje na
materinjem jeziku nacionalnih manjina.23 Pritom je model A pracen negativnim
trendom za osnovnoskolsko obrazovanje i srednjoskolsko obrazovanje, dok se
povecao interes za 0dgoj i obrazovanje prema modelu C.

Prema Nacionalnom planu razvoja sustava obrazovanja za razdoblje do
2027,24 namjera je nastaviti sa sustavnom podrskom s ciljem unaprjedenja odgoja

23 BJEZANCEVIC Sanja: Trendovi u obrazovanju nacionalnih manjina u Hrvatskoj, Zbornik radova
Pravnog fakulteta u Splitu, Split, 2022.
24 Ministarstvo znanosti i obrazovanja. 2024.
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i obrazovanja djece i uéenika pripadnika nacionalnih manjina kroz podupiranje
odgojno-obrazovnih ustanova koje provode neki od modela obrazovanja (model
A, B i/ili C). U sklopu te mjere pruzat e se potpora u usvajanju jezi¢nih i drugih
kompetencija nastavnika i stru¢nih suradnika koji rade u skolama s nastavom na
jeziku i pismu nacionalnih manjina. Navedena mjera predvida potporu uz stru¢na
usavr$avanja ravnatelja odgojno-obrazovnih ustanova, putem studijskih puto-
vanja u zemlje mati¢nog naroda ili zemlje sa znac¢ajnom (ili brojnom) zajednicom
nacionalne manjine te izdavanje suglasnosti za ustroj nastave i zaposljavanje
ucitelja i nastavnika. Ostale mjere ukljucuju izradu razlikovnih kurikuluma u
nastavi prema modelu A i kurikuluma za model C; pravodobno osiguravanje
udzbenika u nastavi na jeziku i pismu nacionalnih manjina, te suzbijanje diskrimi-
nacije. Navedene mjere uskladene su s Nacionalnom razvojnom strategijom
Republike Hrvatske do 2030. godine te doprinose ciljevima/podciljevima odrzivog
razvoja UN-ove Agende 2030 (SDG).

Zakljucak

Nacionalna manjina predstavlja skuplnu 1Jud1 koji su slijedom politickih ili
povijesnih dogadanja ostali izvan granice i nJeguJu svoje oblcaJe i Je21k Madarska
nacionalna manjina u Republici Hrvatskoj ima pravo na njegovanje toga jezika
kroz odgoj i obrazovanje. Organizacijsko-metodicka struktura ustanova omogu-
¢uje kvalitetan proces provodenja rada u odgoju i obrazovanju s ciljem kvalitete
rada i ostvarivanjem odredenog obrazovnog cilja. Organizacijsku strukturu ¢ine
svi sudionici, djelatnici i uenici ustanove, svi objekti koji pruzaju odgoj i obrazo-
vanje djece u ustanovi i program po kojemu je organiziran rad. Prava nacionalnih
manjina na odgoj i obrazovanje na prvom jeziku i pismu podrazumijevaju omogu-
¢avanje osnivanja ustanova u kojima se provodi program na jeziku i pismu manjine
od najranije dobi, Sto je potvrdeno u ovom radu u rezultatima istraZivanja.

Naime, na podrucju koje je obuhvatilo istrazivanje postoje cetiri djecja
vrti¢a koja pruzaju tu moguénost. Nadalje, pokazalo se kako je Prosvjetni kulturni
centar Madara u Republici Hrvatskoj u Osijeku jedina ustanova takve vrste koja
provodi ucenje iskljucivo prema modelu programa A i to na sve tri razine obrazo-
vanja (vrti¢, osnovna $kola i srednja $kola su u istom objektu). Takoder, Centar
ima najveci broj upisane djece u vrti¢, i to u cjelodnevnom boravku. U ostalim
ustanovama Osjecko-baranjske Zupanije prevladavaju model A ili B, svi objekti
sadrzavaju kuhinju, dvoranu i knjiznicu, dva stru¢na suradnika od kojih je jedan
pedagog, a drugi knjiznicar, broj u¢enika i djelatnika ovisi o naseljenosti podrucja.
Pokazalo se da ruralni dio (u Baranji), ima veéi broj ustanova od urbanog dijela
(u Slavoniji), od kojih su sve povaednako kvalitetno uredene i opremljene u
usporedbi s ostalim ustanovama u Zupaniji.

Zakljuéno se moze konstatirati kako Republika Hrvatska podrzava
vertikalnu prohodnost obrazovnog sustava za govornike madarskog jezika, i to od
najranije dobi do razine diplomskog sveucilisnog studija, u slucaju da se polaznici
odluée na studiranje Madarskoga jezika i knjizevnosti. Pritom je vazno napome-
nuti da se vertikalna prohodnost sustava ne smije promatrati kao socijalno

https://mzo.gov.hr/odgoj-i-obrazovanje/109d0i:10.1017/S1062798720000940
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iskljucivanje manjina iz zivota veéinske zajednice, buduci da je kroz sva tri modela
nuzno usvajanje hrvatskog jezika, a upisi u takve programe ne koriste kriterij
nacionalne pripadnosti veé¢ ukljucuju i djecu (ili odrasle) koja su ne-madarske
nacionalnosti.
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Abstract

SYSTEMATIC SUPPORT TO AQCUISITION OF HUNGARIAN AS L1: THE
CASE OF VERTICAL PERMEABILITY IN CROATIAN EDUCATION SYSTEM

Achieving the quality of teaching and learning requires organized support from
the education system, and education in the language of a national minority
represents an additional challenge to quality assurance. The paper deals with the
issue of the acquisition of the Hungarian language as the mother tongue (L1) of
the Hungarian national minority in Croatia, focusing on the support provided
through the education system.

The aim was to investigate the organisational and methodologycal profile
of educational institutions that provide education in Hungarian in the area of
Osijek-Baranja County in order to answer the question of whether vertical mobility
within the education system is ensured for students who want to be educated in
the Hungarian language as Li. An analysis of the methodical conditions for
maintaining teaching and learning at different levels of the educational system
(ECEC, primary, secondary and higher education) was carried out.

The results confirm the existence of systematic support for the acquisi-
tion of the Hungarian language as the first language of the Hungarian national
minority in the Republic of Croatia, since within the Osijek- Baranja County,
vertical mobility is ensured at all levels of the educational system with methodo-
logical conditions similar to those in institutions operating exclusively in the
Croatian language. More specifically, it is possible to go through the entire educa-
tion system using Hungarian as the first language, because programmes in
Hungarian are organised in four kindergartens, eight primary schools, and one
secondary school. There is also one university undergraduate and graduate study
programme available — Hungarian language and literature.

Keywords: mother tongue, teaching conditions, education system,
organised support, national minority
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Saboli¢, Valentina—Bockovac, Timea Anita

UTJECAJ MADPARSKOG JEZIKA NA GRAMATICKE
KOMPETENCIJE UCENIKA DVOJEZICNIH HRVATSKO-
MADARSKIH SKOLA

1. Uvod

U Madarskoj su dvije dvojezitne hrvatsko-madarske gimnazije. Jedna je u
Budimpesti, a druga u Pecuhu. Rije¢ je o gimnazijama u kojima ucenici bez
poznavanja hrvatskoga jezika imaju moguénost upisa u 9./N razred, tijekom kojega
se pripremaju za redoviti 9. razred. Po zavrSetku 9./N razreda ta se skupina
prikljuéuje onoj skupini koja dolazi iz 8. razreda hrvatsko-madarske osnovne skole te
zajedno slusaju sve predmete prema aktualnom Planu i programu od 9. do 12.
razreda i na kraju 12. razreda maturiraju iz hrvatskog jezika i knjiZzevnosti na
srednjem ili viSem stupnju. Dvojezi¢no gimnazijsko obrazovanje podrazumijeva
ucenje Povijesti, Narodopisa, Zemljopisa, Hrvatske gramatike i Hrvatske knjiZevnosti
na hrvatskom jeziku, a preostale predmete uglavnom na dvama jezicima -
madarskom i hrvatskom.

Najsnainija motivacija za upis u dvojeziénu hrvatsko-madarsku Skolu
ucenicima i njihovim roditeljima Jest predacka povezanost s hrvatskom kulturom i
hrvatskim Je21kom Najcesce se upisuju oni ucenici ¢iji su roditelji pohadali tu Skolu.
Njihovi su preci pripadnici raznih subetnickih skupina Hrvata u Madarskoj, koji su
se na te prostore doselili u periodu 17. i 18. stoljeca, stoga su sacuvali svoje arhai¢ne
zavicajne jezi¢ne idiome. U skladu s tim, u jednom razrednom odjelu mogu se naéi
ucenici koji svaki dan govore barem s jednim roditeljem ili s bakom i/ili djedom na
nekom hrvatskom dijalektu, zatim ucenici koji ne govore hrvatski jezik i nisu njime
svakodnevno okruZeni, ali bake ili djedovi govore taj jezik pa im je on poznat i blizak
barem na razini prepoznavanja. Tako u jednom razredu nastavu prate i nasljedni i
predacki govornici. Jelaska ta dva pojma razlikuje definirajuéi nasljedni jezik kao
onaj koji je ucenik usvojio od svojih bliznjih i moze ga barem razumjeti, a mozda je i
na odredenoj razini i dvojezican, dok su predacki govornici oni koji moraju uéiti jezik,
ali su svjesni da je dio identiteta njihovih predaka pa se i oni s njim lakse
identificirajul. Motivacija bi i kod nasljednih i kod predackih govornika trebala biti
visoka, a to je potvrdilo i istraZivanje provedeno 2023. godine u dvjema dvojezi¢nim
gimnazijama u Madarskoj (Budimpesta i Pecuh), gdje su rezultati analize stavova
ucenika prema hrvatskom jeziku pokazala visoku razinu motiviranosti i pozitivne

1 JELASKA, Zrinka: Vrste nasljednih govornika. Lahor, 2014/17. 83—105. orcid.org/0000-0001-6189-2485
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stavove prema hrvatskom kao manjinskom jeziku.2 Ipak, autorice Bankovi¢-Mandié
i Perusko smatraju da se s vremenom ta identifikacijska motivacija gubi zbog
prevladavanja veéinskoga jezika u svakom aspektu Zivota ucenika pa oni manjinske
skole viSe ne upisuju intrinzi¢no motivirani, ve¢ na nagovor svojih roditelja. Autorice
dalje smatraju i da je bas zbog toga potrebno analizirati jezicne vjestine i potrebe
ucenika kako bi se zatim mogla i adaptirati nastava prema njihovim potrebamas.
Upravo na tim promisljanjima temelji se jezi¢na analiza u ovome radu. Ova analiza
inicijalna je analiza, kojoj je cilj utvrditi s kojim se potesko¢ama suocavaju madarski
govornici tijekom pisane produkcije na standardnom hrvatskom jeziku.

2. Gramatic¢ka to¢nost u pisanoj produkeciji nasljednih i
predackih govornika

Gramaticka se kompetencija smatra vrlo vaznim temeljem komuniciranja na nekom
jeziku. Prema ZEROJ-u ona podrazumijeva morfosintakticko poznavanje jezika koji
se uci te sposobnost da se proizvedu gramaticki i semanticki ispravne recenice.4
Canale je 1984. istaknuo vaznost posjedovanja gramati¢ke kompetencije jer je ona
temelj za koriStenje znanja i vjestina koje su potrebne za prenosenje doslovnih
informacija u nekom jeziku.5 Jelaska navodi da nasljedni govornici najé¢e$ée mnogo
bolje vladaju govornom produkcijom jezika budu¢i da se rijetko sluze pisanim
diskursom i zato se razina njihova poznavanja gramati¢kih zakonitosti najbolje
iS¢itava iz pisanih radova. Nasljedni govornici mogu se usmeno sporazumijevati bez
vetih poteskoca, no iz pisanog se diskursa vidi imaju li osvijeSteno znanje o jeziku.6
Educiranje o gramatic¢kim zakonitostima u jeziku dolazi u institucionalnim okvirima.
U Madarskoj su to osnovne i srednje skole s dvojezi¢nim hrvatsko-madarskim prog-
ramom, odnosno Skole s tzv. predmetnom nastavom hrvatskoga jezika. Nasljedni
govornici ¢esto vladaju nekim hrvatskim dijalektom koji su usvojili od svojih ¢lanova
obitelji pa ih je u $koli potrebno poucavati standardnom hrvatskom jeziku. Takvim je
govornicima lak$a komunikacija na hrvatskom jeziku nego predackim govornicima
ili inim govornicima, no ¢injenica da oni poznaju neki od idioma hrvatskoga jezika ne
pretpostavlja i da ¢e im biti lako savladiva standardnogramaticka razina jezika.”

2 BOCKOVAC, Timea Anita—SABOLIC, Valentina: Stavovi srednjoskolaca prema hrvatskom kao manjinskom
Jeziku u Madarskoj (u postupku objave). 2023.

3 BANKOVIC-MANDIC, Ivanéic—PERUSKO, Katja: Pristup gramatickim temama u hrvatskom kao inom
Jjeziku. SlavVaria, 2023 /1. https://journals.lib.pte.hu/index.php/slavvaria/article/view/6737

4 CELIKOVIC, Vlasta—BRESSAN, Valnea et. all (ur.): Zajednicki europski referentni okvir ta jezike:
ucenje, poucavanje, vrednovanje. Skolska knjiga, Zagreb, 2005.

5 BAGARIC, Vesna—MIHALJEVIC DJIGUNOVIC, Jelena: Definiranje komunikacijske kompetencije.
Metodika, 2007/1. (8.), 84—93.

6 JELASKA, Zrinka: Ovladavanje materinskim i inim jezikom. Agencija za odgoj i obrazovanje, Zagreb,
2012.

7 Isto.
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S obzirom na to da je gramatika vrlo bitan dio ucenja svakoga jezika, a hrvatski i
madarski jezik nisu genetski i tipoloski srodni jezici,® cilj je ovoga rada prikazati
poteskoce s kojima se susre¢u madarski srednjoskolci tijekom ucenja hrvatskoga
jezika. Kako bi se ostvarila uspjesna komunikacija, potrebna je visoka razina znanja
o gramatickim zakonitostima, a hrvatska je gramatika prilicno kompleksna. Buduci
da se jednom analizom ne mogu obuhvatiti sve razine jezika (fonoloska, morfoloska,
sintakticka i leksi¢ka), u ovom ¢e radu naglasak biti na morfoloskoj i sintaktickoj
razini jezika kako bi se uvidjelo kojim se i kakvim jezi¢nim konstrukcijama sluze
ucenici 9. razreda kako bi prenijeli informacije te kako njihov materinski jezik utjece
na tu proizvodnju. Pretpostavlja se da ¢ée recenice biti kratke i sazete, da ¢e u
sastavcima najzastupljenije vrste rije¢i biti imenice i pridjevi te glagoli u prezentu
zbog svoje frekventnosti na po¢etnim razinama ucenja.

3. Istrazivanje utjecaja madarskog jezika na gramaticku
kompetenciju ucenika

HrzZica navodi da je cilj [je] poducavanja poveéati u¢enikovo znanje drugog jezika.
Da bi se to postiglo, ucitelj poucavatel] proces usva]an]a jezika promatra obrnuto.
Ako se Zeli poveéati uc¢enikovo znanje, potrebno ga ]e prvo procyemtl To se moze
postiéi jedino vrednovanjem postignuéa koje jeziéno znanje omoguéuje, znaci
procjenom izlaza/iznosa.9 Kako bismo znali koje su potrebe ucenika, Sto je ono Sto
on treba dobro naucditi kako bi svakom nastavnom godinom napredovao, potrebno je
provesti provjere znanja, vjestina i jezi¢nih sposobnosti da bi se na temelju toga mogli
oblikovati nastavni sadrZaji i nastavni planovi. Budué¢i da do sada u Madarskoj nisu
provedena sustavna istraZivanja i analize jezi¢nih kompetencija polaznika hrvatsko-
madarskih osnovnih i srednjih $kola, smatra se da je vrlo vazno krenuti u tom smjeru
i utvrditi koje su to razine (hrvatskoga) jezika koje ucenicima manjinskih $kola
stvaraju teskoée i kakav utjecaj na njih ima veéinski (madarski) jezik. Kada se govori
o hrvatskom kao inom jeziku, istraZivanja i analize provedene su ve¢inom u kontekstu
Republike Hrvatske s ciljem unapredenja nastave za inojezi¢ne doseljenike te odrasle
govornike koji se ili zbog posla ili iz hobija po¢inju baviti ucenjem jezika. O hrvatskom
kao manjinskom jeziku u Madarskoj jo$ uvijek nema dovoljno takvih radova i
projekata.1o

8 Hrvatski jezik pripada indoeuropskoj jezi¢noj porodici i dio je juznoslavenskih jezika te je flektivni jezik,
a madarski jezik pripada ugrofinskoj jezi¢noj porodici, u kojoj su svi jezici aglutinativni. (Usp. Barié¢idr.
Hrvatska gramatika. 2005. i Hrvatska enczklopedya mrezno izdanje).

9 HRZICA, Gordana: Kada je hrvatski jezik preteZak i Hrvatima: metodologija nastave hrvatskog kao
drugog jezika. 2006.

10 Vjekoslav Blazsetin i Maja Matijevi¢ u studenom 2023. izloZili su zapazanja na temu Hrvati u Madarskoj
boje se od psa i sviraju na tamburi: utjecaj veéinskoga madarskog na hrvatski kao manjinski jezik u
sklopu Medunarodnog znanstvenog skupa — Hrvatski kao ini jezik — VIII. HIDIS., a analiza rada
obuhvaca utjecaj madarskoga jezika na produkciju odraslih obrazovanih ljudi koji djeluju u hrvatskim
medijima u Madarskoj.
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3.1. Metodologija

Istrazivanje, koje se opisuje u ovome radu, provedeno je tijekom sk. god. 2023./2024.
u jednoj dvojezi¢noj hrvatsko-madarskoj gimnaziji u Madarskoj. Analiza radova
temelji se na pisanom diskursu ucenika 9. razreda. Ucenici su tijekom Skolske godine
u viSe navrata pisali sastavke na zadane teme, primjerice Moj vikend, Opis moje
sobe/ucionice, Tjedan hrvatskoga jezika i Najbolji dan u mojem Zivotu. U¢enicima
su ponudene teme koje prate nastavni Plan i program te one teme koje prate aktualna
Skolska dogadanja. Ucenici su uz svoje sastavke zamoljeni i za predaju obavijestenog
pristanka.

3.2. Ispitanici

U istrazivanju je sudjelovalo 16 ispitanika, a korpus ¢ine 64 sastavka. Ispitanicima
nije unaprijed utvrdena razina znanja hrvatskoga jezika prema ZEROJ-u. U
dvojezi¢nim hrvatsko-madarskim Skolama ne postoji sustavno provodenje ispitivanja
razine znanja te se u jednom razrednom odjeljenju mogu pronaci ucenici od razine
A2 do B2 (prema procjenama nastavnika). Svim je ispitanicima zajednicko da im je
materinski jezik madarski, ali im je razina znanja hrvatskoga jezika razlicita te su neki
ucenici predacki govornici, a neki nasljedni. Takva se skupina smatra nehomogenom
skupinom.n

3.3. Pretpostavke

Cilj je ovoga rada utvrditi utjece li madarski jezik, koji je s hrvatskim u genetsko-
tipoloskoj nesrodnosti, na gramati¢ke kompetencije uéenika, odnosno na morfoloske
i sintakticke razine u pisanoj proizvodnji.
U skladu s tim namecu se ova istrazivacka pitanja:
1) Imaju li ucenici kojima je madarski materinski jezik poteskoéa u savladavanju
hrvatskoga roda?
2) Stvaraju li hrvatski padezni nastavci poteskoce uc¢enicima kojima je madarski prvi
jezik?
3) Kako poredak rije¢i u madarskim reéenicama utjeée na poredak rijeéi u hrvatskim
recenicama?
Pretpostavke su ove analize sljedece:
P1: UCenicima, kojima je gramaticki rod iskustveno nepoznat, imat ¢e problema pri
njegovu odredivanju u hrvatskom jeziku.
P2: Hrvatski padezni nastavci, s obzirom na sva tri roda i oba broja, ucenicima ce
predstavljati poteSkoée u pisanom izrazavanju.
P3: Sintakticke zakonitosti madarskoga jezika odrazit ¢e se u pisanoj produkeiji
ucenika na hrvatskom jeziku.

1 GULESIC MACHATA, Milvia: Apriorna analiza odstupanja u gramati¢kom rodu (s obzirom na prvi
Jjezik uéenika). Opera Slavica. 2013/4. 174—186.
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3.4. Rezultati

3.4.1. Rezultati morfosintakticke analize imenskih rijeci

Analizom radova odluceno je da ¢e se rezultati prikazati kroz padeznu podjelu
pogresaka imenskih rije¢i neovisno o rodu i broju imenskih rije¢i. U nastavku ¢ée se
dati prikaz pogresaka kroz svih sedam hrvatskih padeza, a unutar te podjele bit e rijeci
i o problematici odredivanja gramatickoga roda i broja imenica. Prvo ée se navesti
primjeri pronadeni u uc¢enickim radovima, zatim madarski ekvivalent (ako se smatra
da je rije¢ o madarskom utjecaju), a potom pravilni hrvatski izraz. Za potrebe ovoga
rada izloZit ¢e se samo pogreske vezane uz imenske rijeci i njihove kategorije, iako je
analiza pokazala gramaticke pogreske i pri uporabi drugih vrsta rijeci, npr. glagola.

3.4.1.1. Nominativ

Tijekom analize tekstova utvrdene su pogreske na leksickoj i morfoloskoj
razini u nominativu. U vec¢ini tih slucajeva pretpostavlja se da su pogresno nauceni
oblici rije¢i buduci da ucenici u skoli rijeci uce Citajuéi polazne tekstove. Nakon Sto
procitaju neki tekst, odreduje se znacenje nepoznatih rijeci pa je mogucée da dolazi do
pogresnog zapisivanja nominativnoga oblika u biljeznice. To dokazuju rijeci: medija,
radija, novinara, zavrsetka, novina, koje su percipirane kao imenice Zenskoga roda
jednine. Utjecaj madarskog jezika u produkciji hrvatskoga is¢itava se u primjerima
poput:

interju (mad. interjit) > intervju

nije problema (mad. nincs probléma) > nije problem

U ostalim primjerima nesigurnost pri utvrdivanju gramati¢koga roda i broja ocituje
se u nesrocnosti atributa i imenice te neslaganja imenske rijeci s glagolom:

prostor je velika i moderna > prostor je velik i moderan

moja tata? > moj tata

omiljen boja mu je crn - omiljena mu je boja crna

dva manje ptice > dvije manje ptice

Jako mi se svidala ovdaj tjedan. > Jako mi se svidao ovaj tjedan.

vrata je crvena > vrata su crvena

3.4.1.2. Vokativ

Vokativni nastavei predstavljaju dosta problema i izvornim govornicima, a
posebne poteskote zadaju inojezi¢nim govornicima, kojima je teSko objasniti sve
njegove zakonitosti. Zbog toga vokativni oblici i u izvornojezi¢nih i inojezi¢nih
govornika predstavljaju izazove.13

12 Joceno je da uenici imenicu tata (m. r.) dovode u vezu s imenicom marma (z. r.) i percipiraju ih obje kao
imenice Zenskoga roda. Ucenici su usmeno pojasnili da tata ne moze biti muskoga roda jer je njezin oblik
jednak obliku mama ijednako se sklanja. Zatim im je receno da za tu rije¢ trebaju zapamtiti da je muskoga
roda i neka si pomognu time da ona oznacava muskog roditelja. To je jedan od frekventnih primjera koji
su ucenici do ove razine ucenja trebali nauciti kao iznimku, no analiza je pokazala da nije tako.

13 SALAK, Tanja: Vokativ u nastavi hrvatskoga kao inoga jezika. Philological Studies, 2022/2. 146—163.
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Buduéi da u madarskom jeziku nema posebnih vokativnih oblika, govornici
madarskoga jezika i u pisanom obracanju drugoj osobi na hrvatskom jeziku vokativ
uvijek izjednacuju s nominativom:

Postovana profesorica/nastavnica! (mad. Tisztelt Tandrnd!) > Postovana

profesorice/nastavnice!

Postovana ravnateljica! (mad. Tisztelt Igazgaténg!) > Postovana ravnateljice!

ITvan! DusSan! Janja! (mad. Ivan! Dusdn! Agnes!) > Ivane! Dusane! Janjo!

3.4.1.3. Genitiv

Analogno nominativu jednine, u kojemu se rije¢ radio (m. r.) pojavljuje kao
radija (z.r.), ta rije¢ u genitivu jednine pojavljuje se u sljede¢em obliku:

... pokretanje nase skolske radije ... > ... pokretanje naseg skolskog radija.

Genitiv jednine predstavlja poteskoce i zbog toga §to se Cesto nalazi uz
imenice ili glagolske imenice u drugim padeZima pa se ti nastavci poistovjeéuju, kao
$to su sljedeéi primjeri:

Jjacéinom glasom - ja¢inom glasa

izrazavanje osjecaje - izrazavanje osjeéaja

obraduju temu iz politiku > obraduju temu iz politike
Posebnu kategoriju zacijelo ¢ine imenice pluralia tantum, poput visokofrekventne
imenice vrata, a koja stvara poteskoce u svim padeZima zbog svoje specifi¢nosti.
Ucenici tu rijeé¢ percipiraju kao imenicu zenskoga roda zbog nominativnog nastavka
-a, a ne kao imenicu srednjega roda -a deklinacije:

Iza vrate je jedan umivaonik ... > Iza vrata je umivaonik ...

3.4.1.4. Dativ

Uz glagole kretanja ucenici uvijek koriste prijedlog kod uz genitiv umjesto
prijedloga k uz dativ ili besprijedloznog dativa.

I¢i éu kod bake i djeda. > I¢i ¢u (k) baki i djedu.

ISao sam kod lijecnika. > I¢i éu (k) lijeéniku.

Isla sam kod prijatelja. > I¢i éu (k) prijatelju.

Zanimljivo je da madarski jezik razlikuje ta dva izraza pa bi prema tomu
madarski govornici trebali bez problema razlikovati stati¢cno mjesto i put do nekoga
mjesta i u hrvatskom jeziku. Razlike u madarskom jeziku glase ovako:

Menni fogok a nagysziileimhez. (I¢i ¢u k baki i djedu.)

A nagysziileimnél voltam. (Bio sam kod bake i djeda.)

I unato¢ tome, sastavci na hrvatskom jeziku pokazali su odstupanja od uobicajene
prakse u madarskom pa se smatra da je u ovom slucaju rije¢ o utjecaju nastavnika i
okoline, u kojoj se danas sve ¢e$ée na hrvatskom razgovornom idiomu ¢uju takvi,
nenormativni prijedlozni izrazi.
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3.4.1.5. Akuzativ

U skladu s tim §to se na ovoj obrazovnoj razini ucenici pretezito sluze jednos-
tavnijim gramati¢kim konstrukcijama i jednostavnim recenicama, u tekstovima je
pronadeno najvise akuzativnih izraza.

I akuzativom i lokativom oznacava se da se nesto nalazi u nekim granicama,
ali se akuzativom oznacava kretanje prema unutrasnjosti, dok se lokativom oznacava
da se nesto nalazi ili kreCe u unutrasnjosti.14 Takve minimalne razlike ucenicima
zadaju posebne poteskoce pa je iz primjera vidljivo da im je u tom znacenju najteze
razlikovati ta dva padeza.

ISli smo u Harkanju ... (L) > Isli smo u Harkanj ... (A)

Idemo u Seljinu. (L) > Idemo u Seljin. (A)

Idemo u Crnoj Gori. (L) > Idemo u Crnu Goru. (A)

.. stigli smo u dvorani. (L) > ... stigli smo u dvoranu. (A)

Kad idemo u $koli ... (L) > Kad idemo u $kolu, ... (A)

Ako idem u $umi ... (L) > Ako idem u Sumu, ... (A)

Idemo na Balatonu. (L) > Idemo na Balaton. (A)

.. zasto Zelim iéi u ovoj $koli ... (L) > ... zasto Zelim 161 u ovu Skolu ... (A)

Osim mijeSanja akuzativnog i lokativnog znacCenja, ucenicima problem stvara i
akuzativni nastavak s obzirom na sva tri roda u hrvatskom jeziku pa se mogu pronadéi
razli¢iti nastavci kojima se nastoji iskazati imenska rije¢ u akuzativu:

Saljem Vam motivacijsku pismu. - Saljem Vam motivacijsko pismo.

Vidjeli smo kazalistu i katedralu. > Vidjeli smo kazaliste i katedralu.

Volim narodne glazbe... > Volim narodnu glazbu...

]ako dekam sljedeéu l]i >. Jedva Cekam sljedece L]Q
Skola imai vellku dvoristu ... > Skola ima i veliko dvoriste ..

Utjecaj madarskoga jezika mozda je najbolje vidljiv pri uporabi prijedloznih izraza,
gdje dolazi do doslovnog prevodenja materinskog jezika na ciljni jezik.
. putovati na Budimpe$tu ... (mad. Budapestre utazni) > putovati u
Budimpestu
Dosli smo za 8. / Dodi za 10.%5 (mad. 8-ra jottiink./ Gyere 10-re.) > Dosli smo u
8.00. / Dodi u 10.00.

3.4.1.6. Lokativ

Kao sto je bilo spomenuto u prethodnom odlomku, ucenici ¢esto mijenjaju
akuzativ i lokativ jer i jedan i drugi oznacavaju lokacije, a ucenici ne raspoznaju
razlike pri oznacavanju staticnoga mjesta (L: biti u skoli) i mjesta kao cilja kretanja
(A: 1¢i u skolu). Ucenicima je kroz brojne primjere potrebno prikazati razlike te ih
raznim usmenim i pisanim vjezbama izvjezbati u njihovu razlikovanju.

14 PRANJKOVIC, Ivo: Druga hrvatska skladnja. Hrvatska sveuéili$na naklada, Zagreb, 2001.

5 Ovi primjeri mogu dovesti do nesporazuma u komunikaciji izmedu izvornojezi¢nog i inojezi¢nog
govornika jer izvornojezi¢ni govornik takvu tvrdnju mozZe shvatiti kao Dodi za 10 minuta. Uéenike je
potrebno upozoriti na razlic¢ita znacenja tih prijedloga u hrvatskome jeziku.
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... uenje u ljetnu skolu ... > ... uéenje u ljetnoj skoli ...
... trebamo biti u skolu ... > ... trebamo biti u skoli ...

Zelim nastaviti uéenje i na sveudiliste. > Zelim nastaviti u¢enje i na sveucilistu.
... baviti se sportom u Hrvatsku . - ... baviti se sportom u Hrvatskoj.

U proslog tjedna imali smo tjedan hrvatskoga jezika u Skolu. > Proslog tjedna
imali smo Tjedan hrvatskog jezika u Skoli.

Osim navedenih primjera, lokativni nastavci zbunjuju uéenike 9. razreda jer oni nisu
fiksni kao u madarskom jeziku, koji ne poznaje gramaticki rod. I u lokativu, kao i u
ostalim padeZima, najvise poteskoca zadaje neraspoznavanje gramatickoga roda
imenice koja se sklanja.

... obraduju temu o politiku ili novac ... > ... obraduju temu o politici ili o novcu...

¢lanak o koncerti / ¢lanak o koncert > ¢lanak o koncertu

U moljem obitelju ... > U mojoj obitelji ...

U nasem Skolu ... > U nasoj skoli ...

3.4.1.7. Instrumental

I u instrumentalu se potvrduju poteskoce pri odredivanju gramati¢koga roda
imenica, a jo$ se pojavljuje i problem pridjevsko-zamjenicke sklonidbe, koja se
razlikuje od imenicke. Time se potvrduju rezultati dosadasnjih istrazivanja vezanih
uz usvajanje hrvatskoga kao inog jezika:

Volim nesto praviti s mojom prijateliim. - Volim nesto raditi sa_svojom

prijateljicom.

... ucionica sa jednom bijelom umivaonikom. - ... u¢ionica s jednim bijelim

umivaonikom.

sa sivim zavjesima - sa sivim zavjesama

s obiteljem, s njezini obitelji > s obitelji, s njezinom obitelji

U nekim je primjerima vidljivo i da se zanemaruje glasovna promjena prijeglas te se
iza palatala koristi instrumentalni nastavak -om, a ne -em.
... Igrat ¢u sa brati¢om -> igrat ¢u se s braticem
Katkada se pojavljuje nastavak -am umjesto nastavaka -om ili -em, -i:
s maikam, sa tatam i mamam, sa obiteljam > s majkom, s tatom i mamom, s
obitelji

Najproblemati¢nija je imenica obitelj, za koju se pojavljuje nekoliko varijanti
instrumentala:
sa obiteljam, s obiteljom, s obiteljem > s obitelji

S obzirom na to da je obitelj vrlo frekventna rije¢ medu osnovnoskolskim i
srednjoskolskim uzrastom, kada se uci deklinacija imenica Z. r. -i vrste uéenicima je
potrebno ponuditi primjere imenica obitelj, radost, ljubav, a tek kasnije prosirivati
ostalim, manje frekventnim primjerima. PreviSe informacija odjednom stvara kod
ucenika kaos i nerazumijevanje, a prototipni primjeri dokazuju im da je gramatika
savladiva i da je svakodnevnom primjenom mogu dobro nauditi.
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3.4.2. Rezultati sintakticke analize sastavaka

U 9. razredu gimnazije ucenici se preteZito sluze jednostavnim sintakti¢kim konstrukeci-
jama kojima nastoje prenijeti osnovne informacije. U pokusSaju pisanja sloZenih
recenica, Cesto dolazi do gubljenja smisla jer ucenici jo§ ne poznaju sintakti¢ka pravila
sloZenih recenica.

Analizom sastavaka utvrdeno je da ucenici dobro vladaju jednostavnim
retenicama. Manje im poteskoca zadaju nezavisnoslozZene recenice, a vise poteskoéa
zavisnoslozene recenice. UCenici 9. razreda uglavnom pisu sastavne recenice, i to
uporabom veznika 7 (mad. és), suprotne recenice uporabom veznika ali (mad. de),
rastavne recenice uporabom veznika ili (mad. vagy). Iako su im poznati osnovni
veznici, iz tekstova se vidi da nisu nacéisto s pravopisnim normama koje se odnose na
pisanje zareza ispred pojedinih veznika. Primjeri recenica s veznicima pa, te, ni, niti,
dakle, zato, stoga i sl. nisu pronadeni. Njihova neuporaba jedan je od pokazatelja
razine gramati¢kog znanja.

... idemo igrati kosarku i poslije idemo jesti.

... 1¢i éemo u kino a poslije imamo trening. > ... iéi éemo u kino, a poslije imamo

trening.

... 1 poslije iSla sam oprala sam moju kosu poslije osusila sam kosu. > ... 1 poslije

sam oprala svoju kosu, a zatim sam je i osusila.

U takvim slozenijim konstrukcijama uocava se da se zanaglasnica uvijek nalazi iza
glagola, $to je vjerojatno posljedica ucenja perfekta prema formuli: glagolski pridjev
radni + nenaglaseni prezent pomoénog glagola biti.
U sljede¢im primjerima iScitava se utjecaj materinskog jezika u produkeciji na
hrvatskom:
..Jo$ neznam $to ¢u radit ali to veé znam da imam trening. (mad. még nem
tudom mit fogok csindlni, de azt mar tudom, hogy edzésem van.) > ... jos ne
znam $to ¢u raditi, ali veé znam da imam trening.
Mozda da ¢u iéi kod bake... (mad. Lehet, hogy a nagymamamhoz megyek.) >
Mozda ¢u iéi k baki.
Pitanje je da Sto me usrecuje. (mad. A kérdés az, hogy mi tesz boldoggad.) >
Pitanje je Sto me usrecuje.
... moZe biti bolje ako svaki ¢ovjek zna da Sto ée biti program ... (mad. ... lehetne
jobb, ha minden ember tudna, hogy mi lesz a program...) > ... moze biti bolje
ako svi znaju kakav je program ...

Tekstovi opisa interijera obiluju neodredenim determinatorom jedan / jedna/ jedno.
Iako ga imamo i u hrvatskom jeziku, on se ne upotrebljava u svim kontekstima kao
$to je to u madarskom, gdje se determinator egy koristi gotovo uvijek kad je necega
jedan komad ili ako je rije¢ o ne¢em neodredenom.
Ondje je jedan veliki nastavnicki stol. (mad. Ott van egy nagy tandri asztal.) >
Ondje je veliki nastavnicki stol.
Ondje se nalazi jedna bijela ploca. (mad. Ott van eqy fehér tabla.) > Ondje se
nalazi bijela ploca. / Ondje je bijela ploca.
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Mozemo vidjeti jedan velika ormar. (mad. Lehet latni eqy nagy szekrényt.) >
Mozemo vidjeti veliki ormar. / Vidimo veliki ormar.

Nadam se da si pronasla jedno decko. (mad. Remélem, hogy taldltal egy
baratot.) > Nadam se da si pronasla decka.

Zbog upotrebe determinatora jedan cCesto se imenice ne slazu s glagolom:
Iza vrate je jedan umivaonik 1 jedan zrcalo. (mad. Az ajté mogott egy kézmoso
és egy tiikor van.) > Iza vrata su umivaonik i zrcalo.

Uz glagol ovisiti madarski govornici upotrebljavaju prijedlozni izraz od + genitiv
(ovisiti od ne¢ega), umjesto lokativnoga izraza (ovisiti o necemu). U ovom je primjeru
rije¢ o utjecaju madarskoga izraza valamitél fiigg, ¢iji se sufiks -t6l/-t6l na hrvatski
prevodi kao prijedlog od.
... ovisi od toga da kako imam vremena. (mad. ... attdl fiigg, hogy mennyi idém
van.) > ... ovisi o tome imam li vremena.

Sintakti¢ko svojstvo instrumentala jest da dolazi uz prijedloge s i sa te da se instru-
mentalna znacenja razlikuju ovisno o kontekstu. Uporaba tih prijedloga ili njihova
neuporaba dovode do razlikovanja instrumentalnog znacenja drustva i sredstva,® a u
pisanim tekstovima ucenika vidljivo je da im ta razlika nije posve jasna:
Dosao sam sa autobusom. > Dosao sam autobusom. (instrumentalnost)
Komunicira prijateljima. > Komunicira s prijateljima. (socijativnost)

Konstrukecija poput mi smo s njim bili (u znacenju: on i ja smo bili) karakteristi¢na je za

madarski jezik, ali ne i za hrvatski. Ipak se pojavljuje vrlo ¢esto u ucenic¢kim radovima:
Sa svojim prijateljicama ljetovale smo zajedno na Orfii. (mad. A baratnéimmel
egyiitt nyaraltunk az Orfiin.) > Sa svojim sam prijateljicama ljetovala na Orfii.
/ Prijateljice i ja ljetovale smo na Orfii.

Glagol bojati se koristi se uz prijedlozni izraz od + genitiv, umjesto besprijedlozno i
to zato $to se u madarskom jeziku koristi sufiks -t6l/-t6l, koji bi se u hrvatskom preveo
prijedlogom od.

bojim se od toga da... (mad. attdl félek, hogy...) > bojim se toga da...

Glagol boljeti u analiziranim sastavcima uvijek dolazi uz dativ osobne zamjenice. U
radovima su pronadeni primjeri u kojima se vidi izravan utjecaj materinskog,
madarskog jezika: boli + meni/mi, boli tebi/ti ... (mad. nekem, neked fdj ...), dok u
hrvatskom glagol boljeti dolazi uz imenicu ili zamjenicu u akuzativu (boli + me, te...).
Boljeo mi je stomak... (D) (mad. Nekem fajt a hasam.) > Bolio me stomak. (A)
Meni je bolila glava. (D) (mad. Nekem fajt a fejem.) > Mene je boljela glava. (A)

16 SILIC, Josip—~PRANJKOVIC, Ivo. Gramatika hrvatskoga jezika za gimnazije i visoka uéilista. Skolska
knjiga, Zagreb, 2005.
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4. Zakljucak

Analizom pisanih radova ucenika 9. razreda dvojezi¢ne hrvatsko-madarske gimnazije
pronadeno je najvise gramatickih pogresaka koje se odnose na padezne nastavke i grama-
ticki rod imenskih rijeci. I na morfoloskoj i na sintaktickoj razini uocen je velik broj odstup-
anja povezan upravo s tim dvjema kategorijama, $to potvrduje postavljenu pretpostavku, s
obzirom na to da madarski jezik ne poznaje gramaticki rod i zbog toga njegovi govornici
moraju ulagati dodatni kognitivni napor kako bi razlikovali rodove i padezZe imenskih rijeci.
Takoder je uoceno da je ucenicima problem razlikovati prijedlozni akuzativ od lokativa jer
ne razumiju znacenjske razlike tih padeza (cilj kretanja i stati¢nost). Analizom se utvrdilo i
da se ucenici 9. razreda sluze jednostavnim receni¢nim konstrukcijama, pokusavajuéi na
taj nadin prenijeti ¢jelovitu i toénu informaciju. U tekstovima se osjeca utjecaj madarskoga
jezika, materinskog jezika ucenika, $to je rezultat doslovnog prevodenja recenica s madars-
kog na hrvatski jezik. Sukladno tomu, na nastavi je potrebno upozoravati na to da se ni jedan
jezik ne moze uciti doslovnim prevodenjem s materinskoga jezika. Potrebno je objasniti da
ekvivalentni izraz u hrvatskom jeziku moraju nauciti, ¢ime prosiruju svoje znanje jezika.
Iako su u ovom radu izneseni rezultati morfosintaktic¢ke razine, analiza uéenickih pisanih
uradaka otvorila je cijeli niz pitanja zbog kojih se zakljutuje da je potrebna sustavna
kvalitativna i kvantitativna analiza, koja bi otkrila utjecaj veé¢inskoga jezika na manjinski
na svim razinama jezika. Primjeri izneseni u radu mogu posluziti uéiteljima i nastavnicima
hrvatskoga jezika na madarskom govornom podrudju kako bi unaprijedili nastavu. Takva i
sliéna istrazivanja potrebna su da bi se stvorio primjereni naéin poucavanja gramatike u
dvojezi¢nim osnovnim i srednjim $kolama. Budu¢i da se od 9. do 12. razreda prema Planu i
programu sustavno uéi hrvatska gramatika, potrebno je sustavno pratiti razvoj gramaticke
kompetencije ucenika kako bi na kraju 12. razreda svi udovoljili maturalnim zahtjevima.
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Abstract

THE INFLUENCE OF HUNGARIAN IN GRAMMATICAL COMPETENCIES OF STUDENTS
ATTENDING BILINGUAL SCHOOLS IN HUNGARY

The aim of this paper is to establish linguistic abilities and needs of native Hungarian
students through the analysis of corpora collected from 6% graders and high school
freshmen in Pécs. The question of influence of the Hungarian language on students who
learn Croatian grammar within institutional bounds is elaborated on. Considering that
Croatian grammar education is quite explicit in school, students are commonly observed
knowing the rules but having difficulties applying them in real situations. Previous
research has shown that students, as speakers of a language that is unrelated, find
mastering grammatical gender notably difficult, the assumption is that the very same
category will present an obstacle. Furthermore, it is expected that Hungarian syntax will
play a major role in Croatian sentence assembling. In order to teach the language success-
fully teachers ought to be acquainted with the most common mistakes their students
stumble upon and adjust their teaching accordingly. That is why the aim of this paper is
to provide palpable insight into the grammatical categories which are predicted to give
both elementary and high school native Hungarian students the most trouble and to
subsequently adjust the process. Research from 2023 has shown that students of bilingual
Hungarian-Croatian schools in Pécs and Budapest have an overwhelmingly positive
attitude towards the Croatian language. To maintain mentioned attitude it is essential to
adapt the educational process to the students’ needs. The students’ identified motivation
is slowly dissipating which is why Bankovi¢-Mandié and Perusko emphasize the need for
analysis of their language skills and needs.
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FRAZEMI U FUNKCHJI IGRE - U SVJETLU
PREVODENJA I DVOJEZICNOSTI

Uvodno o poticaju za istrazivanje frazema

Kada se govorilo i pisalo o velikoj hrvatskoj spisateljici Ivani Brli¢-MaZuranic,
uglavnom se stavljao naglasak na interpretaciju njezinih djela, no u zadnje se
vrijeme velika paznja posvecuje i jeziku. Kako je autori¢in knjizevni opus ujedno
i bogata riznica frazema, tako se i ovaj rad dotaknuo nekih frazema i njihovih
prijevodnih rjeSenja u poznatom romanu o (ne)zgodama Segrta Hlapi¢a. Rad se
sastoji od nekoliko dijelova te ¢e biti rije¢i o frazemima u romanu izvornoga i
ciljnog (madarskog) jezika, o metodologiji rada, analizi madarskih prijevodnih
ekvivalenata u odnosu na frazeme iz izvornoga jezika, frazemima u kontekstu
poucavanja hrvatskoga jezika na madarskome tlu kao nekim prijedlozima
zadataka.

Frazemi kao sastavnica Cudnovatih zgoda $egrta Hlapiéa na
izvornome i ciljnome (madarskom) jeziku

U nastavku rada bit ce rije¢ o metodologiji rada, romanu na izvornom i ciljnom
jeziku te odredenim prijevodnim rje$enjima frazema u romanu Cudnovate zgode
Segrta Hlapiéa Ivane Brlic-Mazuranié. Toc¢nije, polazi se od hrvatskih frazema
koji ve¢inom nemaju svoj prijevodni ekvivalent u madarskome jeziku, $to preds-
tavlja osobit prevoditeljski izazov, dok su u drugome poglavlju rada istrazivacke
teznje usmjerene na prijedloge/preporuke obradbe hrvatskih frazema u nastavi
hrvatskoga jezika u Madarskoj, ali ¢e pritom biti rije¢ o frazemima za koje postoji
madarski ekvivalent. Drugim rije¢ima, frazemima se u drugome poglavlju osim iz
kontrastivnoga i translatoloskoga pristupilo i iz metodickoga gledista. U skladu s
reéenim u nastavku se najprije navode frazemi izdvojeni iz (izvornoga) hrvats-
koga romana, a u odnosu na njih analiziraju se oni izdvojeni iz njegova prijevoda
na ciljni, madarski jezik. Cilj jest — nakon iznosenja klju¢nih podataka o samome
romanu i njegovu prijevodu na madarski jezik te temeljnih podataka o frazemima
injihovu (izazovnom) prevodenju — prikazati i protumaciti razlike izmedu hrvats-
kih i madarskih poredbenih frazema, i to onih koje je prevoditeljica odabrala kao
prijevodne ekvivalente. Spomenuti je roman prvi put objavljen 1913. godine u
Zagrebu, a njegov je naslov ujedno i tema te je glavni junak dobar i plemenit Segrt
koji odlazi u svijet gdje dozivljava ¢udnovate zgode i nezgode koje svojom
mudros$éu uspjesno savladava. O jeziku ovoga, ali i ostalih djela Brli¢-Mazuranié
neprestano se pisalo i piSe se, a Stjepko Tezak ju je nazvao virtuozom nase rijeci.!
Roman je preveden na brojne jezike pa tako i na madarski jezik, a prevela ga je
knjizevnica, povjesnicarka umjetnosti i prevoditeljica Katalin Kémeny, supruga

1 BABIC, Stjepan—BRLIC-MAZURANIC, Ivane: Za autenti¢ne tekstove hrvatskih pisaca, u ,Jezik“. br.
3, Zagreb, 1995. 69.
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Béle Hamvasa. Prijevod romana objavila je izdavacka ku¢a Moéra Konyvkiadé u
Budimpesti 1978. godine. Frazemima autorica unosi Zivost u svoje pripovijed-
anje.2 Ona rabi frazeme koje djeca mogu razumjeti i koji su i djeci poznati.3 U radu
¢e se, kako je uvodno i najavljeno, mahom istraziti poredbeni frazemi, koji, tvrdi
se najcesée, izrazavaju intenzitet u ,tertium comparationis“ sadrzanog svojstva,
stanja ili radnje, a intenzitet se ocituje obi¢no u vidu stupnjevanja kvalitetne ili
kvantitetne prirode nastalog znacenja.4 Frazemi su slikoviti, izrazavaju veé gotove
elemente koje upotreblja-vamo u jeziku kako u svakodnevnoj komunikaciji, tako
i u knjiZevnim djelima, no postavlja se pitanje njihova prijevoda na ciljni jezik.
Dosadasnja empirijska istrazivanja pokazala su kako postoji velik broj frazema
koji su zajednicki, ali i razli¢iti u pojedinim jezicima.5 S obzirom na to da frazemi
u sebi sadrZe i elemente odredene kulture, njihov je prijevod veliki izazov jer je
frazeologiju jednoga jezika, osobito njezin nacionalni dio, ponekad tesko, pa
gotovo i nemoguce, uspjesno prevoditi na druge jezike.6 Osim toga, osobina
frazema jest metafori¢nost i slikovitost. Kako je slika, uz znacenje, vrlo vazna i kod
prevodenja frazema, mozemo reéi i da je odgovarajuéi, potpuno ili djelomicno
ekvivalentan frazem, zapravo zamjenski frazeoloski preslikaé.” Istodobno je i
prijevod svojevrsna kopija odnosno reprodukeija, ponovni uradak koji u odre-
denoj mjeri moZe odstupati od originala, ali ne smije narusavati tok misli i slijed
slika te poruke i znacenja koja one nose.8

Analiza madarskih prijevodnih ekvivalenata u odnosu na
frazeme iz izvornoga jezika

Ako se pak posveti usporedbi i analizi poredbenih frazema iz korpusa, prije svega
vrijedi re¢i da ve¢ na pocetku romana, obracajuéi se malim citateljima, spisateljica
opisuje glavnoga junaka izmedu ostaloga i rije¢ima mudar kao knjiga, a dobar
kao sunce,? sto, dakako, znaci da je glavni junak bio jako pametan i jako dobar.
Cesta je uporaba poredbe dobar kao kruh, no autorica je izabrala sunce jer ¢e
tijekom svojega putovanja drugima donositi radost i toplinu, a prijevod ne
odstupa znatnije od izvornika te glasi bélcs, mint a jé szo0; és jésagos, akar a
nap?°, $to, zapravo, navodi na zakljuak da je prevoditeljica u ovome sluc¢aju
posegnula za rjeSenjima s leksemima Cije se znacenje, i to samo kada je u pitanju
prvi navedeni frazem, tek neznatno razlikuje. Nadalje, opisujuc¢i Hlapiceva
gospodara, majstora Mrkonju, autorica izmedu ostaloga istice da je imao je

2 KOLENIC, Ljiljana: Rijeéi u svezama, povijest hrvatske frazeologije. Matica hrvatska, Osijek, 2006.
233.

3 Isto, str.233.

4 MATESIC, Josip: O poredbenom frazemu u hrvatskom jeziku, u ,Filologija“. br.8, Zagreb, 212.

5 MERSIC, Zuza—KREKIC, Tomislav: Prilog kontrastivnoj analizi hrvatskih i madarskih frazema

6 MENAC, Antica—FINK-ARSOVSKI, Zeljka—VENTURIN, Radomir: Hrvatski frazeoloski rjecnik.
Zagreb, Naklada Ljevak, 2003. 7.

7 VIDOVIC BOLT, Ivana: Poteskoce u prevodenju frazema (na primjerima hrvatskih i poljskih frazema).
Strani jezici, 2006/35. 64.

8 Isto, str. 65.

9 BRLIC-MAZURANIC, Ivana: Cudnovate zgode Segrta Hlapiéa, 4.
https://lektire.skole.hr/djela/cudnovate-zgode-segrta-hlapica/

10 BRLIC-MAZURANIC, Ivana: Dikics inas csuddlatos viszontagsagai. Méra, Bp., 1978. 5.
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kustravu kosu kao lav,** aludirajuéi na to da je majstor imao rasc¢upanu, kudravu,
veliku kosu kao griva, a u kolokvijalnom ¢e se stilu cuti da netko ima grivu na
glavi. U prijevodu ¢e recenica glasiti Ustoke bozontosan kondorott, mint az
oroszlan sorénye...,»» iz Cega se uocava da je prevoditeljica i u ovom primjeru
uglavnom ostala vjerna znacenju izvornoga frazema iako je to izrazila drugim
jeziénim sastavnicama, npr. u prvome je dijelu frazema uporabila prilog i glagol
(bozontosan kondorodott), dok se u hrvatskoj Varijanti nalazi glagolski predikat
s objektom (imao j Jje kustravu). Dok je Hlapi¢ pripremao svoj bijeg u no¢i je sve
turdo spavalo i sve je bilo tamno kao u zatvorenoj $katulji's prevodi se Ejszaka,

amikor mindenki mélyen aludt..'4 Sotét volt koriilotte, akar egy bezart
skatulydaban, prvi frazem, iako nije poredbeni, znadi biti u stanju dubokoga sna,
dok se drugi odnosi na mrak kao u kutiji, a u razgovoru se zna reéi da je mracno
kao u rogu. Usporedivsi ta dva frazemska para, zapaZza se jedino razlika s obzirom
na prvi, i to jer je umjesto priloga tvrdo prevoditeljica uporabila prilog mélyen,
$to znadi ‘duboko’, tj. nije uporabila leksem istovjetnoga znacenja. U drugome se
frazemu medutim ne zapazaju nikakve razlike ni s obzirom na odabir leksema, tj.
struktura je madarskoga frazema znacenjski u cijelosti podudarna s izvornim.
Jednako tako, odmarajuéi se od puta, Hlapié¢ je spavao 1 nije bas nista ¢uo, kao
da ima bazgu u usima,’s a na ciljnom je jeziku Dikics aludt, és az égvilagon
semmit sem hallott, mint akinek bodzabél van a fiilében ;5 u ovome je frazems-
kome paru takoder uocljivo tek odstupanje u pogledu odabira madarskih
leksema, tj. u prvome je dijelu u svrhu izrazavanja sadrzaja prvoga dijela
hrvatskog frazema uporabljen madarski izraz az égvilagon semmi(t), koji moze
imati viSe varijanata s obzirom na uporabu nastavaka na svojoj posljednjoj
sastavnici.”” U iznenadnom i nelagodnom susretu sa ¢ovjekom u crnoj kabanici, u
no¢i skriveni pod mostom od kise i oluje, zaspao je Hlaplc nJegov pas Bundas$ i
sumnjivi ¢ovjek u crnoj kabanici koji se samo okrenuo i poceo hrkati kao vuk,8
odnosno Az bizony oldalt fordulva horkolt, akar egy farkas,9 u ¢emu se zapaza
gotovo potpuna znacenjska vjernost izvornomu frazemu; samo je u prvome dijelu
prevoditeljica jo§ uporabila poja¢iva¢ bizony, u znacCenju ‘zaista, naravno,
sigurno’.2° U dijelu romana kada na svojem putu Hlapi¢ susrece djevojéicu Gitu,
koja mu se pridruZuje, nastavljaju zajedno put na kojem ne manjka novih
pustolovina i iznenadenja. Tako su ¢etvrtoga dana putovanja dosli u selo gdje su
dobili mjesto za spavanje, no u selu je iznenada tijekom noci izbio pozar, gorjela

1 BRLIC-MAZURANIC, Ivana: Cudnovate zgode Segrta Hlapiéa, 5.
https://lektire.skole.hr/djela/cudnovate-zgode-segrta-hlapica

12 BRLIC-MAZURANIC, Ivana: Dikics inas csuddlatos viszontagsagai. Méra, Bp., 1978. 7.

13 BRLIC-MAZURANIC, Ivana: Cudnovate zgode $egrta Hlapiéa, 6.
https://lektire.skole.hr/djela/cudnovate-zgode-segrta-hlapica

14 Tsto, str. 10.

15 Isto, str. 11.

16 Jsto, str. 20.

17 Arcanum: https://www.arcanum.com/hu/online-kiadvanyok/Lexikonok-a-magyar-nyelv-ertelmezo-

szotara 1BE8B[5—4893A(5en1n11—49145[

18 BRLIC-MAZURANIC, Ivana: Cudnovate zgode Segrta Hlapiéa, 16.
https://lektire.skole.hr/djela/cudnovate-zgode-segrta-hlapica/

19 BRLIC-MAZURANIC, Ivana: Dikics inas csuddlatos viszontagsagai. Méra, Bp., 1978. 34.

20 SUCEVIC-MEDERAL, Kre$imir i dr., Madarsko-hrvatski rjecnik, Institut za hrvatski jezik i
Jezikoslovlje, Zagreb, 2013. 90.
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je vatra koja je bila crvena kao u paklu,?! odnosno hatalmas tiiz langolt, és tigy
voroslott, akar a pokol;22 u usporedbi se ovih dvaju frazema, hrvatskoga i
madarskoga, takoder zapaZza uporaba, kao $to je to sluc¢aj u jednome od veé
opisanih frazema, glagolskoga oblika, tj. predikatnoga madarskoga glagola
umjesto kojega u hrvatskoj varijanti stoji imenski predikat. Mali je Segrt pomagao
gasiti pozar, no nezgodno je pao u skrinju punu brasna i poceo je vikati Hlapi¢
sjedeéi u brasnu kao mis u posijama?3 te u madarskom prijevodu glasi tort fel a
kialtas Dikicsbél, ahogy ott iilt a lisztben, mint egér a korpaban;24 prevoditeljica
je radi stvaranja madarskoga ekvivalenta uporabila znacenjski gotovo istovjetne
lekseme, jedino je na mjestu hrvatskoga glagolskoga predikata (poceo je vikati)
uporabljena sveza tort fel a kialtds u znacenju ‘prodro je krik’. Takoder, petoga
dana svojega putovanja Hlapiceva druZzina opet je srela ¢ovjeka u crnoj kabanici,
a Crni ¢ovjek osinu vranca i konji potrcéase kao strijele,25 znaci hitro, brzo te ¢e u
prijevodu glasiti tj. a fekete kopenyes a lovak kdzé csapott, azok meg, mint a nyil,
tovarobogtak a széles orszaguton;26 pri prevodenju je ovoga hrvatskoga frazema
pak prevoditeljica ponudila drukdije rjeSenje u odnosu na gotovo sve dosad
opisane, tj. uporabila je viSe leksema i slozenije sveze, ali je izvorno znacenje
sacuvano. Na koncu, Sestoga dana putovanja Hlapic i Gita nasli su se na sajmu u
velikom gradu, a Imao je taj grad stotinu ulica, a u svakoj ulici vrvjeli su ljudi
kao mravi,2” odnosno Volt ennek a varosnak vagy szaz utcaja, és minden
utcdban tgy hemzsegtek az emberek, akar a hangydk;2® u strukturi su
madarskoga ekvivalenta razvidne samo rubne razlike, tj. kako bi naglasila da je
kolicina koja je u pitanju tek procijenjena, prevoditeljica je uporabila prilog vagy
u znacenju ‘otprilike’. Usporedbom i analizom navedenih hrvatskih i madarskih
frazema, koje je prevoditeljica uporabila kao prijevodne ekvivalente, moZe se
zakljuciti da je preteZito ostala vjerna frazemskoj strukturi iz izvornoga jezika, sto
je — kada je rijec o izricanju poredbenoga odnosa — ponajprije postigla odabirom
vecinom istoznac¢nih leksema u ciljnome jeziku. Kao uzrok je takvom postupanju,
uzgred receno, moguée pretpostaviti (i) nepostojanje uvrijeZenih ekvivalenata u
madarskome jeziku. Razlike su pak utvrdene tek ponegdje, i to u vidu uporabe
pojedinih, ustaljenih madarskih sveza, a to se, s druge strane, moZe objasniti
pretpostavkom da ih je ocijenila kao svojstven(ij)e ciljnom jeziku, pa samim tim i
kao prikladn(ij)a rjesenja.

Frazemi u kontekstu poucavanja hrvatskoga jezika na
madarskome tlu

Nakon $to su u prethodnome poglavlju izdvojeni i usporedeni poredbeni frazemi
iz dvaju jezika — odnosno iz korpusa istoga knjiZevnog djela na izvornome

21 BRLIC-MAZURANIC, Ivana: Cudnovate zgode $egrta Hlapiéa, 23.
https://lektire.skole.hr/djela/cudnovate-zgode-segrta-hlapica

22 BRLIC-MAZURANIC, Ivana, Dikics inas csudalatos viszontagsagai. Méra, Bp., 1978. 49.

23 Isto, str. 25.

24 Isto, str. 53—54.

25 Isto, str. 34.

26 [sto, str. 73.

27 Isto, str. 37.

28 BRLIC-MAZURANIC, Ivana: Dikics inas csuddlatos viszontagsagai. Méra, Bp., 1978. 80.
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(hrvatskom) i ciljnome (madarskom) jeziku — ¢ime se, u konacnici, nastojao dati
uvid i u (izazovno) prevodenje frazema, tj. u njihovo poimanje iz translatoloskoga
gledista, u ovome ¢e se poglavlju, kako je i re¢eno, frazemima takoder pristupiti
kontrastivno, ali ne samo iz translatoloskoga nego i iz metodi¢koga gledista.
Drukdije receno, zadaca ovoga dijela rada jest dati prijedloge/preporuke obradbe
frazema u nastavi hrvatskoga jezika koja se izvodi u manjinskim (hrvatskim)
Skolama na prostoru danasnje Madarske i/ili u sklopu nastave hrvatskoga jezika
kao izbornoga predmeta. Stoga ¢e se u ovome poglavlju kao primjeri iznijeti
odredeni hrvatski frazemi te, dakako, njihovi uvrijeZeni madarski prijevodni
ekvivalenti, i to u sklopu zadatka predlozenog za njihovu obradbu u nastavnoj
praksi. U vezi s tim bitno je istaknuti da je takav, metodicki, pogled na hrvatske
frazeme i njihove madarske prijevodne ekvivalente u prvome redu potaknut
dvojezi¢noSéu govornika, a kojom se zasigurno isticu i uéenici madarskih skola, i
to zato $to pojedinci postaju dvojezic¢ni (i) samim tim $to su ukljuceni u obrazovni
sustav sluzbenoga ili kOJega drugog jezika ili su primorani sluZiti se kOJll‘Il druglm
jezikom radi sporazumljevanja s okolinom i sli¢no.29 Iz dVO_]eZICIIOStl (li VlseJez1c—
nosti) zatim proizlaze jezi¢ne interferencije; to je naziv koji je prvi uporabio i
definirao U. Weinreich u svome djelu Languages in Contact (1953), a podrazumi-
jevajuéi njime utjecaje jednoga jezika na drugi, i to je poglavito rije¢ o utjecaju
materinskoga jezika tijekom procesa usvajanja drugoga i/ili stranoga jezika;
definiciju su otad dopunili drugi jezikoslovci.3° Stoga se pri obavljanju zadatka
predloZzenoga u ovome radu u ucenickim rjeSenjima pretpostavlja i utjecaj
madarskoga jezika, Sto, dakako, u prvome redu vrijedi za ucenike ¢iji je
materinski jezik. Iako, imaju¢i na umu ¢injenicu da je u Madarskoj madarski i
jezik vecine, njegov je utjecaj moguce pretpostaviti u svih govornika bez obzira na
materinski jezik. Uzgred, o statusu je hrvatskoga jezika u Madarskoj vrijedno
napomenuti da, nazalost, dolazi do suzavanja prostora na kojima se rabi, ali da je
i dalje prvi jezik odredenim skupinama govornika, pa se naposljetku (jo$ uvijek)
aktivno rabi i njeguje i u svakodnevnoj komunikaciji.s

Prijedlog zadatka za poucavanje frazema u nastavi hrvatskoga
jezika u Madarskoj

Na samome pocetku iznoSenja zadatka, koji je osmiSljen u svrhu usvajanja
frazema na nastavi hrvatskoga jezika u Skolama u Madarskoj, valja naglasiti da se
njime nastoje ostvariti sljede¢i odgojno-obrazovni ishodi:
1. uoditi da se zadani hrvatski i madarski frazemi razlikuju po sastavnicama
iako im je znacenje isto
2. uociti sliénosti medu dvama jezicima kada su u pitanju zadani frazemi —
internacionalni frazemi

29 JELASKA, Zrinka i suradnici: Hrvatski kao drugi i strani jezik. Zagreb: Hrvatska sveucili$na
naklada. 200s5. 39.

30 KISS, Jend: Tarsadalom és nyelvhasznalat. Nemzeti Tankonyvkiad6, Bp., 2002.; THOMASON,
Sarah Grey—KAUFMAN, Terrence: Language Contact, Creolization, and Genetic Linguistics.
Berkeley and Los Angeles: University of California Press, 1991.; ROMAINE, Suzanne: Bilingualism.
Second Edition. Oxford: Blackwell, 1995. i dr.

31 BOCKOVAC, Timea: O ugroZenosti jezika Hrvata u Madarskoj. Studia Slavica Savariensia 1—2.,
2018. 32—-39.
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3. definirati znacajke frazema: preneseno znacenje, iste sastavnice, isti broj
sastavnica
4. primijeniti zadane hrvatske frazeme u govoru i pismu
Zadatak je, imajuéi u vidu i zacrtane ishode, oblikovan na sljedeéi naéin:
ucenici trebaju promotriti zadane madarske frazeme — i to prije svega jer je jezik
vetine, a nekima mozda i materinski — te ih pokusati prevesti na hrvatski jezik, tj.
prevodenje se, Sto je bitno naglasiti, zastupa kao prvobitna aktivnost potrebna za
obavljanje zadatka. Pritom se temeljnom smatra pretpostavka da ¢e im madarski
frazemi zbog utjecaja madarskoga jezika kao jezika vecine biti poznatiji nego
hrvatski, pa ¢e ih ve¢inom pokusati prevesti doslovno iako za zadane madarske
frazeme postoje hrvatski ekvivalenti. Stoga se s obzirom na izneseno pretpos-
tavljaju sljedeéa ucenicka rjesenja:

madarski jezik hrvatski jezik

Bdamul, mint borju az ujkapura. Bleji kao tele u nova vrata.

Olajat ént a tiizre. Ulje lije na vatru.

Kertilgeti, mint macska a forro kasat. Izbjegava kao macka vruéu kasu.
Szegény, mint a templom egere. Siromasan kao mi$ crkve.

Ki koran kel, aranyat lel. Tko rano ustaje, pronalazi zlato.

Esik, mintha dézsabdl ontenék. Pada kao da iz kabla liju.

Sotét, mint az éjszaka. Mracéan kao noé.

Ugy tancol valaki, ahogy 6 fiityiil. Netko tako plese, kako mu on/ona zvizdi.

Pokusajte prevesti zadane madarske frazeme na hrvatski jezik. (Tablica 1.)

Nakon $to ucenici iznesu svoja rjeSenja — za koja se, dakle, pretpostavlja da
¢e ve¢inom biti doslovni prijevodi zadanih madarskih frazema jer ¢e im hrvatski
ekvivalenti uglavnom biti nepoznati — prikazat ¢e im se tablica s odgovarajué¢im
rjeSenjima, tj. hrvatskim ekvivalentima, a koja se nalazi u nastavku.

madarski jezik hrvatski jezik

Bdamul, mint borju az ujkapura. Bleji kao tele u Sarena vrata.

Olajat éont a tiizre. Dolijevati ulje na vatru.

Keriilgeti, mint macska a forré kasat. Obilaziti/motati se kao macak/macka
oko vruce kase.

Szegény, mint a templom egere. Biti siromasan kao mis crkve.

Ki koran kel, aranyat lel. Tko rano rani, dvije srece grabi.

Esik, mintha dézsabol ontenék. Padati kao iz kabla.

Sotét, mint az éjszaka. Glup kao no¢.

Ugy tancol valaki, ahogy & fiitytil. Plesati kako tko svira.

Pokusajte prevesti zadane madarske frazeme na hrvatski jezik. (Tablica 2.)

Promotrivsi hrvatske ekvivalente zadanih madarskih frazema ucenici Ce,
dakako uz eventualno navodenje, tj. primjenom (i) razgovorne metode itd., mo¢i
zakljuciti sljedeée: da se zadani hrvatski i madarski frazemi razlikuju po lekse-
mima iako im je znacenje na koncu isto; da medu jezicima, pa tako i izmedu
hrvatskoga i madarskoga, dvaju susjednih jezika, postoje isti/sli¢ni frazemi; da
frazemi iskljucivo imaju preneseno znacenje, iste rijeci i isti broj rijeci; da ¢e
naucene hrvatske frazemi moci primijeniti za sluzenja hrvatskim jezikom u
govoru i pismu. Dakle, navedeni se odgojno-obrazovni ishodi u okviru opisanoga
zadatka ponajprije nastoje posti¢i aktivnoSéu prevodenja s madarskoga na
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hrvatski jezik, tj. zadatak je u konacnici osmisljen kao primjer kako uklopiti
prevodenje u praksu poucavanja hrvatskoga jezika u Madarskoj, a svoje uporiste
pronalazi u dvojezi¢nosti/viSejezicnosti ucenika kao i u odnosu vecinskoga i
manjinskoga jezika.

Zakljucak

Frazemi opisani u ovome radu smjeSteni su hrvatsko-madarski kontekst, a u
istazivackom im se pogledu nastojalo pristupiti iz kontrastivnog, translatoloskog
i metodickog gledista. U prvome su se dijelu analize usporedili odredeni
poredbeni frazemi na izvornome (hrvatskom) i ciljnome (madarskom) jeziku,
odnosno oni iz romana Cudnovate zgode Segrta Hlapiéa i njegova prijevoda na
madarski jezik. Rezultati toga dijela analize pokazali su kako je autorica u gotovo
potpunoj mjeri zadrzala znacenje izvornih (hrvatskih) frazema, Sto je postigla
odabravsi gotovo istoznacne lekseme na ciljnom jeziku. Odmak se ocituje tek
uporabom ponekih izraza svojstvenih madarskom jeziku, ali se njima izvorno
znacenje takoder uspjelo sacuvati, a $to je posebno znacajno zbog toga Sto je rije¢
o poredbenim frazemima za koje ne postoje uvrijeZeni madarski ekvivalenti. U
drugome se dijelu rada frazemima nastojalo pristupiti i metodicki, tj. dan je
prijedlog njihove obradbe u nastavnoj praksi, i to u kontekstu poucavanja hrvats-
koga jezika u Madarskoj, Sto je svoj oslonac pronaslo u dvojezi¢nosti te odnosu
vetinskoga (madarskoga) i manjinskoga (hrvatskoga) jezika na tome prostoru.
Radom se u prvome redu nastojalo doprinijeti produbljivanju odnosa dvaju jezika
kada je u pitanju prevodenje frazema, ali i metodickome segmentu, tj. (kontrastiv-
nom) poucavanju hrvatskoga jezika na tlu dana$nje Madarske.
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Abstract

PHRASEMES IN THE FUNCTION OF THE GAME - IN THE LIGHT OF
TRANSLATION AND BILINGUALISM

Phrasemes are combinations of words that are present in all functional styles as
well as in spoken and written communication, and they consist of multi-
membered linguistic units that are always reproduced as a whole in a speech act,
while a permanent connection consists of at least two words. In addition,
phrasemes have a special meaning and can be actualized in all syntactic functions.
The basis of this paper is being comprised of contrastive analysis of the phrasemes
in the children’s novel The Brave Adventures of Lapitch by Ivana Brli¢-Mazuranié¢
and its Hungarian translation. The mentioned analysis aims to determine which,
and what kind of, phrasemes did Katalin Kemény found in the Hungarian
Language as solutions for the Croatian phrasemes from the original novel. Other
than that, the phrases in this paper are not being approached only contrastively
and translationally, but methodicaly too. In other words, the paper also aims to
give a suggestion for approaching the phrasemes in teaching practice of the
Croatian Language in Hungary, which is also being based on translation, which is
motivated by bilingualism and the relation between the majority (Hungarian) and
minority (Croatian) language.
Keywords: idiom, phraseology, pairs of idioms, translation of idioms
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Simon Krisztian

ASSESSING VOCABULARY DEVELOPMENT
POSSIBILITIES AND STUDENTS’ PERCEIVED
USEFULNESS USING TED TALKS IN A
FIRST-YEAR LANGUAGE SKILLS DEVELOPMENT COURSE

Introduction

Vocabulary acquisition is a key aspect of language learning, and as a complex
area, it underlies all four skills. For this reason, setting level-appropriate learning
and achievement goals in instructed acquisition is of key importance. Familiarity
with the learning process, possible challenges that can emerge during it and
various scaffolding techniques will help instructors to provide their students with
meaningful learning experiences. In terms of situating vocabulary requirements,
the CEFR! defines the range for each of its six levels ranging from “familiar
everyday expressions” for the A1 level to “virtually everything heard or read” for
the C2 level. Based on these descriptors, teachers can further refer to CEFR- or
corpus-based vocabulary lists. Regarding essential vocabulary, the New General
Service List2 contains level-based collections of the 2,800 most common words.
Similarly, the New Academic Word List3 represents the most frequently used
academic words. However, various other resources, such as the Oxford 3,0004
and 5,0005 lists, build on the CEFR and cover words from A1 until C1 level,
representing similar comprehensive lists of items for teachers to use. Thus, the
main challenge that follows is scaffolding vocabulary acquisition to meaningfully
develop, extend, and build on language learners’ existing vocabulary knowledge.

The study at hand presents the findings of a longitudinal vocabulary
development project with first-year non-native speaker English teacher majors
(N=15). Students worked with interactive materials using TED talks and various
scaffolding solutions, such as learning primers, illustrated vocabulary flashcards
and practice tests. The participants completed multiple data collection
instruments, and the findings show that students’ vocabulary increased
differently on global and individual levels. Students also reflected on the frame
and expressed high levels of motivation and engagement. In the following, key
aspects of vocabulary acquisition, multimedia support and EFL classroom
challenges are addressed that underlie the study and pedagogical conclusions are
drawn related to the main findings.

1 COUNCIL OF EUROPE. Global scale — Table 1 (CEFR 3.3): Common Reference levels. 2024.
https://bit.ly/4bb6pBo

2 BROWNE, Charles. A New General Service Vocabulary List: Helping students help themselves. The
Language Teacher, 2013/4, 13—16.

3 COXHEAD, Averil: A New Academic Word List. TESOL Quarterly, 2000/2. 213—238.

4 OXFORD UNIVERSITY PRESS. The Oxford 3,000 By CEFR Level. 2024a. https://bit.ly/4bsmMin

5 OXFORD UNIVERSITY PRESS. The Oxford 5,000 By CEFR Level. 2024b. https://bit.ly/4b7Am4R
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Theoretical background

In terms of vocabulary benchmarks, Nation® established that ideal coverage,
which stands for understanding 98% of the given discourse, can be set at “8,000-
9,000” and “6,000-7,000 word families”” for written and spoken text respec-
tively. Further positioning these values, Nation and Beglar’s® Vocabulary Size
Test explains that non-native university students’ vocabulary level can be
approximated to 5,000-6,000 word families.9 Skill-specific findings, like
Matthews’t study on listening skills further support the level established in the
Vocabulary Size Test as the comprehension of mid-frequency items was
established as a predictor of higher language proficiency.* What these numbers
entail is the complexity of vocabulary acquisition as word families contain several
related words across various types. For this reason, focusing on increasing not
just the breath of students’ vocabulary?2 (i.e., “the number of words known”13) but
its depth or (i.e., “the richness of word knowledge”4) should be promoted?s
through the development of “semantic links among lexical items”.16

In terms of scaffolding students’ vocabulary development, Nation7 addres-
ses that vocabulary instruction needs to factor in three main aspects of vocabulary
knowledge: form, meaning and use.18 Strong connections between components19
such as “form—meaning link, derivatives, multiple meanings, and collocations”20
have also been identified. Thus, in providing students with meaningful and
relevant learning opportunities for encountering words, using them in various
contexts that aids the development of a multilayered vocabulary knowledge,
instructors can increase the potential extension of learners’ productive vocabu-
lary. Aksit and Siikran2! have also found that the vocabulary level of first-year

6 NATION, Ian Stephen Paul: How large a vocabulary is needed for reading and listening? The
Canadian Modern Language Review, 2006/1, 50—82. (Hereinafter: NATION, 2006)

7 NATION, 2006. 79.

8 NATION, Ian Stephen Paul-BEGLAR, David. A vocabulary size test. The Language Teacher,
2007/7. 9—13. (Hereinafter: NATION and BEGLAR, 2007)

9 NATION and BEGLAR, 2007. 12.

1o MATTHEWS, Joshua: Vocabulary for listening: Emerging evidence for high and mid-frequency
vocabulary knowledge. System, 2018/72. 23—36. (Hereinafter: MATTHEWS, 2018)

1 MATTHEWS, 2018. 31.

12 LI, Miao-KIRBY, John R. The effects of vocabulary breadth and depth on English reading. Applied
Linguistics, 2015/5. 611—634. (Hereinafter: LI and KIRBY, 2015)

13 LI and KIRBY, 2015. 611.

14 Tbid.

15 ENAYAT, Mostafa Janebi-DERAKHSHAN, Ali. Vocabulary size and depth as predictors of second
language speaking ability. System, 2021/99/102521 1-15. (Hereinafter: ENAYAT and
DERAKHSHAN, 2021)

16 ENAYAT and DERAKHSHAN, 2021. 11.

17 NATION, Ian Stephen Paul. Learning vocabulary in another language. 2013. Cambridge
University Press. (Hereinafter, NATION, 2013)

18 NATION, 2013. 49.

19 GONZALEZ-FERNANDEZ, Beatriz—SCHMITT, Norbert: Word knowledge: Exploring the relation-
ships and order of acquisition of vocabulary knowledge components. Applied Linguistics, 2020/4.
481-505. (Herelnafter GONZALEZ-FERNANDEZ and SCHMITT, 2021)

20 GONZALEZ-FERNANDEZ and SCHMITT, 2021. 481.

21 AKSIT, Zeynep-SAYGI, Siikran: Which components of word knowledge do EFL learners learn?
Language Learning in Higher Education, 2024/1. 253—268. (Hereinafter: AKSIT and SAYGI, 2024)

60


https://doi.org/10.55072/DN.2024.4.59
https://doi.org/10.55072/DN.2024.4.59

US NOSTER XII. évf. 2024/4. sz.
DOI: 10.55072/DN.2024.4.59

university students is not only connected to their previous exposure to English
but can dictate their vocabulary acquisition strategies during their studies with
first resorting to L1 (lower vocabulary level students) or L2 dictionaries (higher
vocabulary level students).22

Regarding the challenges language teachers may face in the EFL classroom,
Schmitt23 outlines a complex picture that includes appropriate vocabulary size,
multilayered vocabulary knowledge, students’ varying learning speeds, connec-
tions to previously learned concepts, learners’ knowledge development and
vocabulary instruction.24 These variables represent an interconnected web that
greatly affects students’ eventual vocabulary development. The variables can be
grouped based on their roles in the learning process. Thus, diagnostic ones, like
required vocabulary size and vocabulary knowledge need to be set as benchmarks
that should specify the types of vocabulary knowledge development that are
expected from learners. Formative variables involve providing opportunities for
acquisition to take place at various learning speeds and fostering students’
understanding of the interconnectedness of vocabulary and knowledge develop-
ment. Finally, teaching methodology includes creating engaging learning
experiences based on individual and classroom variables.

Advances in information technology have greatly contributed to the
multitude of vocabulary acquisition support options language teachers and
learners have access to. Although the central focus of the present study is video-
based (i.e., listening-focused) vocabulary acquisition, it is important to address
that a multitude of relevant materials, if they are accessible and can be integrated
meaningfully, are prime sources for vocabulary development purposes. For
example, a subgroup of such projects focuses on using various online news
platforms for targeted vocabulary extension, which, as shown in Dang and Lu’s?5
study can lead to university students’ increased academic vocabulary.

Accessing multimedia and a wealth of learning applications has never been
easier. While the focus of the present study is university-level EFL students, it is
important to note that songs have been used for receptive vocabulary develop-
ment as early as the pre-school level.26 Teachers can integrate authentic materials
such as videos into their ELF lesson while also making use of various scaffolding
tools like subtitles, rewinding and playback speed that can help with differen-
tiated instruction. Furthermore, applications such as Quizlet or Duolingo utilize
gamification to increase learners’ motivation. A multitude of key benefits of using
multimedia have been identified, such as increased retention with the help of
digital flashcards,27 the motivating aspect of using mobile learning in vocabulary

22 AKSIT, Zeynep-SAYGI, 2024. 263.

23 SCHMITT, Norbert: Key issues in teaching and learning Vocabulary. In: CHACON-BELTRAN,
Rubén—-ABELLO-CONTESSE, Christian-DEL MAR TORREBLANCA-LOPEZ, Maria (Eds.):
Insights into non-native vocabulary teaching and learning. Multilingual Matters, 2010. 28—40.
(Hereinafter: SCHMITT, 2010)

24 SCHMITT, 2010. 28.

25 DANG, Thi Ngoc Yen—LU, Cailing: Learning academic vocabulary through reading online news.
International Review of Applied Linguistics in Language Teaching. 2024, March, 1—27.

26 see COYLE, Yvette—GOMEZ GRACIA, Remei: Using songs to enhance L2 vocabulary acquisition
in preschool children., ELT Journal, 2014/3. 276—285.

27YOWABOOT, Chadaporn—SUKYING, Apisak: Using digital flashcards to enhance Thai EFL primary
school students' vocabulary knowledge. English Language Teaching, 2022/7. 61-74
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development28 as well as videos being a resource that students enjoy working with
as a self-paced learning strategy.29 The format has potential for incidental
learningse which is the process of acquiring3* “new lexical items without intending
to do so0”.32 Furthermore, illustration-based scaffolding33 lessens the possible
learning challenges associated with the “audio information [in videos] that may
impose additional cognitive load”,34 learning applications can meaningfully
contribute to the development of student autonomy3s and learner engagement
can increase with a gamified approach.3¢ The various benefits of technology-
based vocabulary acquisition support point towards not only the possibility but
the potential need for extending the learning space beyond the classroom and
giving students scaffolding and control in how they want to approach their own
vocabulary development after a certain proficiency level.

Study

The study at hand was conducted during the fall semester of the 2023—-2024
academic year at the Institute of English Studies at the University of Pécs in the
English Language Development I course. As a compulsory 14-week-long course
in both the BA and teacher training programs, it provides first-year English
majors with opportunities for developing their listening and speaking skills in
particular. Further courses, focusing on reading and writing skills as well as
targeted grammar development are also part of the compulsory courses in both
programs. Furthermore, these courses also aid students’ preparation for their
Proficiency Exam at the end of their second semesters, which is a Ci-level
milestone exam required for the majority of upper-year courses.

The participants of the study were a group of first-year English majors
(N=15, F: 10, M: 5, average age: 18.76 years) who had previously completed the
advanced-level school-leaving exams in English. However, regarding their
proficiency levels, the group was quite heterogenous with a range between B2 and
C1 levels. In terms of study backgrounds, the group was made up of teacher
trainees exclusively which meant that they had three separate study tracks: the
English teacher, their other teaching major and the pedagogy track. As one of the
core motivations for the project at hand was to pilot a vocabulary development

28 XUEHONG, He—LOEWEN, Shawn: Stimulating learner engagement in app-based L2 vocabulary
self-study: Goals and feedback for effective L2 pedagogy. System, 2022/105/ 102719. 1-13.
(Hereinafter XUEHONG and LOEWEN, 2022)

29 WILLOUGHBY, Luisa—SELL, Cathy: Online videos for self-directed second language learning.
Language Learning & Technology, 2024/1. 1—-15.

30 TENG, Mark Feng: Incidental vocabulary learning from listening, reading, and viewing captioned
videos: frequency and prior vocabulary knowledge. Applied Linguistics Review, 2024. 1—-31.

3t ENDER, Andrea: Implicit and explicit cognitive processes in incidental vocabulary acquisition.
Applied Linguistics, 2016/4. 536—560. (Hereinafter ENDER, 2016)

32 ENDER, 2016. 537.

33 ZOU, Di—-TENG, Mark Feng: Effects of tasks and multimedia annotations on vocabulary learning.
System, 2023. 115. 1—15. (Hereinafter: ZOU and TENG, 2023)

34 ZOU and TENG, 2023, 13

35 DALY, Nigel. P.: Investigating learner autonomy and vocabulary learning efficiency with MALL.
Language Learning & Technology, 2022/1. 1—-30.

36 ZHANG, Ruofei—-ZOU, Di—-CHENG, Gary: Learner engagement in digital game-based vocabulary
learning and its effects on EFL vocabulary development, System, 2023/119/103173. 1-19.
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support system that utilizes self-paced learning, the teacher trainees represented
a relevant test group for the study as they have more courses than their BA peers
and would benefit from such a language learning scaffolding system. For data
protection purposes, students are referred to using codes, like S1 (S: student).
The study had three main research questions that aimed to assess the
impact of the self-paced vocabulary development approach by collecting data on
students’ vocabulary development pre- and post-treatment (RQ1), students’
experiences (RQ2) and language learning scaffolding (RQ3). As such, the research
questions are as follows:
1. How does the implementation of interactive materials affect students
vocabulary level?
2. How do students evaluate key aspects of their language learning
experiences using interactive vocabulary development materials?
3. In what ways does the interactive book-based format scaffold language

>

learning?
Set1 Set 2 Set 3 Set 4 Set 5
accumulate archeologist demonstrate explore fancy
android convinced deviant headline recommendation
century embarrassed engineer obsessed sustainability
collaborate flourish pinnacle quote talent
constant prominent remarkable spontaneously wander
Set 6 Set 7 Set 8 Set 9 Set 10
advance appeal dormant government pattern
alarming commercial encounter invisible regret
armor determined genius modulate regret
behavior disaster individual paraphrase rehearse
appointment implication irony pretend trivial

The 50 vocabulary items used in the pre- and post-treatment tests (Table 1.)37

A | dormant the funny or strange aspect of a situation that is very different from
what you expect

B | encounter a meeting, especially one that is sudden, unexpected or violent

C | genius a person considered separately rather than as part of a group

D | individual unusually great intelligence, skill or artistic ability

E irony not active or growing now but able to become active or to grow in the
future

Excerpt from the pre- and post-treatment instruments illustrating the matching sets (Table 2.)38

The following data collection instruments were utilized in a mixed-
methods design using a paper and pencil format administered in-class: a pre-
treatment test (week 1), two vocabulary tests (weeks 6 and 11), a post-treatment
test and an end-term course assessment feedback questionnaire (both week 12).
The pre- and post-tests contained the same 50 items in a matching test format

37 Vocabulary items were selected from the ten TED talks used in the study (see Table 3 for the
complete list)

38 Definitions for the vocabulary items were taken from the Oxford Learner’s Dictionaries (https://
www.oxfordlearnersdictionaries.com/) and the Merriam-Webster Dictionary (https://www. merriam-

webster.com/)
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(see Tables 1 and 2). Students then worked with five sets of interactive vocabulary
development materials on Moodle (the university’s LMS) that accounted for
fifteen percent of their grade and completed two ten-item matching vocabulary
tests in-class which attributed to ten percent of their final course grades. Finally,
after completing the post-treatment test, students also filled out the end-term
course assessment feedback questionnaire which contained 26 five-point Likert-
scale subitems encompassing accessing the interactive materials (Q1a-c), working
with learning priming questions (Q1d-f), video-based learning experiences (Q1g-
0), flashcard-based learning experiences (Qip-u), reflections regarding the
practice tests (Q1v-x) and views on scheduling and further exposure (Q1y-z). These
were followed by two open-ended items collecting information for students’
perceived benefits and limitations of the approach (Q2a-b) and two open-ended
items regarding their overall impressions (Q3a-b) and descriptive statistical data
for their gender and age.

Preparing interactive books for vocabulary development

This section presents the preparation, design, administration and assessment of
the interactive materials developed for scaffolding participants’ vocabulary
development. The central aim of the project was to provide students with self-
paced learning possibilities using authentic materials and utilizing various
interactive materials in an integrated fashion. Thus, the goal was to prepare
engaging interactive scaffolding solutions using authentic resources that are not
only intuitive to access but also build on the possible learning preferences and
build on potential language learning strategies students have developed during
their secondary studies. For this reason, the authentic materials were represented
by thematic TED talks and the interactive solutions were integrated into H5P
interactive books on Moodle.

The large variety of topics covered by TED talks makes them perfect
candidates for language development projects. For this reason, the English Langu-
age Development I course utilized them in a quasi-flipped classroom manner. A
key feature of flipped classroom design3? is students working with materials shared
on the learning management system on their own before the in-class meetings,4°
the approach allowed for a topic-based integration. However, it was a limited imp-
lementation of the flipped-classroom as only the general topics were readdressed
during the face-to-face lessons.

Hlustrating the quasi-flipped lesson design, the second week of the course
had creativity as a central topic (see Table 3). The chosen TED talk students
watched prior to the face-to-face session (Manoush Zomorodi: How boredom can
lead to your most brilliant ideas) discussed out-of-the-box thinking. This was a
central strategy addressed in a gamified group-based problem-solving task
students worked with during week two where they practiced generating,
evaluating and presenting their ideas using the Persuasion Map+ graphic

39 GALINDO-DOMINGUEZ, Héctor: Flipped classroom in the educational system. Trend or effective
pedagogical model compared to other methodologies? Educational Technology & Society, 2021/3.
44-60. (Hereinafter: GALINDO-DOMINGUEZ, 2021)

40 GALINDO-DOMINGUEZ, 2021. 44.

41 Available on the ReadWriteThink website at https://bit.ly/4byohCr
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organizer (see Figure 1). Although the quasi-flipped classroom frame was present
throughout the course, its implementation was not a primary objective but rather
it served as a set of thematic connection points between students’ in-class and
out-of-class learning.

Topic and (week) Presenter Title of talk
Creativity (W1) Manoush How boredom can lead to your most brilliant
Zomorodi ideas
Communication (W2) Celeste Headlee 10 ways to have a better conversation
School life (W3) Sir Ken Robinson Bring on the learning revolution!
Travelling (W4) Ann Morgan My reading a book from every country in the
world
Genres (W6) Adam Savage My love letter to cosplay
Festivals and Alexis Charpentier How record collectors find lost music and
traditions (W7) preserve our cultural heritage
Digital word (W8) Tim Urban Inside the mind of a master procrastinator
Arts (Wo) Tom Wujec Got a wicked problem? First, tell me how you
make toast
Time (W10) Laura Vanderkam Houw to gain control of your free time

Thematic list of TED talks utilized in the interactive vocabulary development materials (Table 3.)

H5P, which stands for interactive htmls materials,42 is available as a
Moodle plugin and enables instructors to develop many engaging activities that
prioritize some form of interaction43. While individual H5P content types can be
developed and inserted on the Moodle course spaces, doing so can end up giving
the participants a fragmented learning experience or may even lead to confusion.
This is even more problematic when self-paced learning, where students do not
have access to immediate instructor feedback is intended to be a key feature.
Thus, developing interactive vocabulary learning materials began by creating an
interactive book template for two reasons. First, the H5P interactive book enables
the integration of various subunits into a major one and the interactive books lists
them as chapter in their table of contents (see left side of Figures 2—6). Second,
familiarity with the format can help students progress through the materials
easier. Thus, each interactive book included the following sections with a simple
symbol system in order for students to get an immediate idea of what they need
to complete at a glance:44

1. an instructions page with the list of activities students needed to complete,
2. a learning priming ‘before listening’ page for familiarizing students with
the given week’s topic and getting them ready for learning with two
brainstorming questions and a quote from the given TED talk (see Figure 1),

3. a ‘this week’s TED talk’ page with the chosen TED talk as an embedded
YouTube video (see Figure 2),

42 See https://hsp.or:
43 The content list with examples can be accessed on https://h5p.org/content-types-and-applications

44 Tcons were taken from Emojipedia (https://emojipedia.org)
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4. a 25-item vocabulary flashcard set with an illustration,45 the word, its type
on one side and its definition as well as a sample sentence on the other side4®
for the selected vocabulary items (see Figures 3 and 4),

5. a ten-item matching practice test with immediate feedback (see Figure 5).

The ten interactive books were developed using Lumi4” and uploaded to Moodle
where they were scheduled to become available one week before the in-class
sessions to which they had some topical connections (e.g., the interactive book
shown on Figured 2—5 was connected to the second week’s in-class topic and was
available from week one). Besides the date-based restrictions, students had access
to all interactive books throughout the semester and could return to them as many
times as they wanted to review the flashcards and retake the practice tests.

= £O Before listening 2/6 € > X
L&SSITED 1 Before you take a look at how Manoush Zomorodi discusses the connections between creativity and
being on autopilot, brainstorm the following geustions:
T Instructions L4 £ When was the last time you were bored?

O Before listening ® O What was a creative idea of yours that you are proud of?

£O What do you think about the following quote from the talk: "So our body, it goes on autopilot
while we're folding the laundry or we're walking to work, but actually that is when our brain gets

W This week's T... O

@ Vocabulary ca... ©  really busy."?

£ Practice test o

 Summary & submit

N O Before listening 2/6 < By

The ‘before listening’ learning priming questions in the first interactive book (Figure 1)

E @8 This week's TED talk 3/6 <y X

~»
Megosztis

L&SSI-TED 1

TED How Boredom Can Lead to Your Most Brilliant Ideas | Manoush Zomor...

T Instructions
© Before listening @
W This week's T... O
@ Vocabulary ca... ©

» / Practice test o

‘ = Summary & submit

Megtekinthetd itt: 3 YouTube
|

The ‘this week’s TED talk section in the first interactive book (Figure 2)

45 Tllustrations for the flashcards were taken are from Pixabay (https://pixabay.com) and Pexels
(https://www.pexels.com)

46 Definitions and sample sentences taken from the Oxford Learner’s Dictionaries
(https://www.oxfordlearnersdictionaries.com) and the Merriam-Webster Dictionary
(https://www.merriam-webster.com)

47 Lumi is a desktop H5P editor (https://app.lumi.education)
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E 8 Vocabulary cards “e < )
1 Instructions .
© Setos Rinog
W This week's TE. o

O Vocabulary cards  ©

b & Practice test o

Bummary & submit

audlence (noun)

The term side of the vocabulary flashcards in the first interactive book (Figure 3)

E {3 Vocabulary cards 4/6 < > R

L&SSI-TED 1

T Instructions o
© Before listening @
W This week's T... @
@ Vocabulary ca... @

» # Practice test o

2 Summary & submit

the group of people who have gathered to watch or listen to
something (a play, concert, somebody speaking, etc.)

He prefers playing to live audiences.

The definition side of the vocabulary flashcards in the first interactive book (Figure 4)

E # Practice test 516 ¢ > X

L&SSI-TED 1 Drag the words into the correct boxes

T Instructions e found on top of articles neuroscience
concerned with how the brain works gadget
{3 Beforelistening @ getermined to be successful
jump-start
. a period of 10 years =
M This week's T... @ audience
a small device that used regularly

{ Vocabulary ca... @ also referred to as result Gon2oqUoNco)
begin something quickly headiine
~ & Practice test o highly interesting embarrassed
° TEDY a group of people gathered for a show ambitious
a feeling when something uncomfortable happens fascinating
=] Summary & submit decade

iR XII évf. 2024/4. 52,

The drag-and-drop matching practice test at the end of the first interactive book (Figure 5)
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Data collection and analysis

The study used quantitative and qualitative data analysis protocols for the data
collection instruments. As every instrument was administered in paper-and-
pencil format, the first step was digitizing them. Next, basic descriptive statistics
were calculated to determine the mean (M.) and standard deviation (S.D.) values
for the pre- and post-treatment tests, the two vocabulary tests and the five-point
Likert-scale items in the end-term feedback questionnaire (n=11). In order to
ensure comparability of the pre- and post-test values, only those students’ scores
were included who completed both tests. Finally, the answers to the open-ended
items were analyzed and color coded to establish meaningful trends. Overall, six
of categories emerged:

1. interactive book benefits: reflections connected specifically to advantages of
the interactive book-based format (e.g., S5 “It was really great that I could
practice on my own and I still understand everything.”),

2. language learning benefits: answers related to general and specific
experiences (e.g., S9: “I can understand and use more words than before.”),

3. limitations: shortcomings and issues with the LMS or the interactive books
(e.g., S4: “I was just missing the listening part when I didn’t know how to say
aword.”),

4. general benefits: overall reflections regarding the format (e.g., S2: “It was
really enjoyable working with the flashcards after watching the video.”),

5. being pleased with the approach: overall positive reflections (e.g., S11: “I
didn’t find problems with it”),

6. development as a teacher: answers connected to the possible future use of the
interactive book-based vocabulary development frame as a teacher (e.g., S1:
“If I get to the part of being a teacher, I will definitely use this method, hoping
it will make it as easy for my students as it was for me.”).

Findings and discussions

In the following, findings and answers relevant to the three research questions
are discussed. The first research question was concerned with whether there are
identifiable changes in students’ vocabulary level due to the implementation of
interactive vocabulary development materials that can be measured using the
pre- and post-treatment 50-item vocabulary matching tests. As indicated before,
only those students’ scores were included in the comparison who completed both
tests (N=11). As Table 4 shows, students already scored quite high on the pre-
treatment test (group M=42.9/50, S.D.: 5.61) and there was only a small
measurable global increase with a difference of 2.55 in the post-treatment test
(group M=45.45/50, S.D.: 6.28). When looking at the mean group scores in the
two in-class vocabulary tests, similar patterns emerge regarding the relatively
stable group values (test 1: M=8.6/10, S.D.=2.23; test 2: M=8.14/10, S.D.=2.74).

In terms of students’ global (i.e., whole class) vocabulary level, the
vocabulary test values remain rather stable being in the 80+ percent range and
there was only an incremental overall increase due to the treatment. These
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findings are consistent with the possible challenges48 as students have highly
different language learner backgrounds that affect their vocabulary level and
background knowledge. Similarly, as first-year non-native speaker English
majors, their vocabulary level could have been around the 5,000-6,000 word
families range49. Furthermore, a limitation of the tests used in the study was that
it only focused on students’ receptive knowledge which can be significantly larger
than the productive one. However, reviewing the differences between the pre-
and post-treatment test scores reveals a high degree of individual variability. A
surprising result is that S7 shows a five-point decrease. In the case of two students
(S6 and S8), there were no changes, however, the majority of the sample shows
increases (S1, S4, S5, S10, S11, S12, S13 and S15) that can even reach twelve points
in difference in the case of S4 (i.e., a 24% increase). Thus, the implementation of
interactive vocabulary development materials showed minimal changes on the
whole-class-level, however, they resulted in significant changes on the individual-
student-level.

Student Pre-test Post-test Difference
Score M. S.D. Score M. S.D.

S1 47 0.94 0.4 48 0.96 0.2 +1
S4 38 0.76 0.43 50 1 0 +12
S5 39 0.78 0.42 50 1 0 +11
S6 50 1 0 50 1 0 0
S7 48 0.96 0.2 43 0.86 0.2 -5
S8 48 0.96 0.2 48 0.96 0.2 0
S10 46 0.92 0.27 50 1 0 +4
S11 32 0.64 0.48 33 0.66 0.48 +1
S12 39 0.78 0.42 34 0.68 0.47 +3
S13 40 0.8 0.4 46 0.92 0.27 +6
S15 45 0.9 0.2 48 0.96 0.2 +2

Overall 42.9 5.61 45.45 6.28 +2

An overview of the pre- and post-treatment test results (Table 4.)

The second research question was concerned with students’ reflections as
language learners concerning the interactive material-based vocabulary
development project. Students completed an end-term questionnaire during
week twelve of the English Language Development I course and the first question
had 26 subitems that asked students to evaluate their experiences using five-point
Likert scales regarding accessing the materials, the learning priming questions,
video-based learning, flashcard-based learning, practice tests as well as
scheduling and further exposure. Students rated the statements on five-point
scales (1: completely disagree; 2: somewhat disagree; 3: neither agree, nor dis-
agree, 4: somewhat agree; 5: completely agree). In the following, key aspects are
discussed, and conclusions are drawn regarding students’ experiences as con-
cerning the interactive materials. These items are referred to using the main
question and subitem for clarity (e.g., Q1a represents the first subitem).

48 see SCHMITT, 2010. 28.
49 see NATION and BEGLAR, 2007. 12.
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Accessing the interactive materials M. S.D.
a) Finding the interactive books on the Moodle course space was easy. 4.18 1.17
b)  The interactive books were logically structured. 4.55 0.93
¢) It was clear what my tasks were with the individual interactive book 4.55 0.82
segments (instructions, before listening, this week’s TED talk,
vocabulary flashcards, practice test).
Working with learning priming questions M. S.D.
d) Ireviewed the ‘before listening’ questions before watching the weekly 3.55 1.04
TED talk.
e) The weekly ‘before listening’ questions supported my language 3.82 0.75
development.
f)  The ‘before listening’ questions helped me prepare for the topic of the 4.36 1.03
TED video that week.
Video-based learning experiences M. S.D.
g)  The weekly TED talks supported my language development. 4.7 0.48
h) I jfound the topics covered in the TED talks interesting. 4.1 1.17
i) I could understand the TED talks without any problems. 3.01 1.04
j) I could not understand the TED talks without problems. 2 1.49
k)  Watching videos is a great way to develop my language skills. 4.45 1.21
1) I could develop my vocabulary with the chosen TED talks. 4.36 1.21
m) [ will watch more TED talks because of the project. 4.09 1.38
n) T watched the weekly TED talks multiple times. 3.27 1.19
0) Twould have liked to have more TED talks per week. 3.00 1
Flashcard-based learning experiences M. S.D.
p) The weekly vocabulary flashcard sets supported my language 4.55 0.82
development.
q)  The illustrations improved my understanding of the terms. 4.36 1.03
r)  The word types improved my understanding of the terms. 4.36 0.92
s)  The sample sentences improved my understanding of the terms. 4.27 0.9
t)  The TED talks had many unknown words. 2.82 1.08
u) I like working with vocabulary flashcards 4.64 0.67
‘Working with the practice tests M. S.D.
v)  The practice tasks supported my language development. 4.45 0.93
w) I found the practice tests easy to complete. 3.91 0.94
x) Twould have like to see more types of practice tests. 3.91 0.7
Learning scheduling and further exposure M. S.D.
y) Icould easily fit completing the interactive books in my weekly 4.18 0.75
schedule.
z) Twould like to see interactive books in my other courses as well. 4.64 0.67

Students’ categorized assessments regarding the interactive materials (Table 5.)

Students had no trouble accessing the interactive books on Moodle (Q1a:
M=4.18/5, S.D.=1.17), found the structure logical (Qib: M=4.55/5, S.D.=0.93)
and could easily work with individual segments (Qic: M=4.55/5, S.D.=0.82).
While students indicated that they found the ‘before listening’ learning priming
questions useful for getting them ready for working with the weekly TED talks (Q1f:
M=4.36/5, S.D.=0.82), only some of them reviewed the items regularly (Qid:
M=3.55/5, S.D.=1.04), however, students also expressed that the priming questions
had a rather positive impact on their language development (Qie: M=3.82/5,

S.D.=0.75).

As a defining feature of the interactive materials, students strongly agreed
that the selected TED talks supported their language development (Q1g: M=4.7/5,
S.D.=0.48) and they also found the topics covered in them interesting (Qth:
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M=4.18/5, S.D.=1.17). These results are further supported by the participants
expressing that they only had smaller issues with understanding the contents of the
talks (Qii: M=3.91/5, S.D.=1.04; Q1j: M=2/5, S.D.=1.49). Generally, students
highly enjoyed working with videos as language skills development materials (Q1k:
M=4.45/5, S.D.=1.21) and strongly agreed that the TED talks improved their
vocabulary (Q1l: M=4.36/5, S.D.=1.21). In terms of their motivation for working
with TED talks, they were mostly motivated to work with further such content
due to their involvement in the vocabulary development project (Qim: M=4.09/5,
S.D.=1.38). They partially agreed with having viewed the TED talks multiple
times (Q1im: M=3.27/5, S.D.=1.19) indicating that the chosen videos were mostly
suitable for their proficiency levels and were neutral regarding the prospect of
having multiple TED talks per week in the project (Q10: M=3/5, S.D.=1).

Students’ views concerning their flashcard-based learning experiences were
similarly favorable. They strongly agreed that the weekly flashcard sets contributed
to their language learning (Qip: M=4.55/5, S.D.=0.82) and highlighted the
illustrations (Q1q: M=4.36, S.D.=1.03), word types (Qir: M=4.36/5, S.D.=0.92)
and the sample sentences (Q1s: M=4.27/5, S.D.=0.9) as highly useful additions for
scaffolding their learning. In terms of the vocabulary level of the TED talks,
students indicated that they did not find a large number of unknown words in
them that would have hindered their comprehension (Q1t: M=2.82/5, S.D.=1.08).
Furthermore, participants also expressed that they highly enjoyed working with
the flashcards (Q1u: M=4.64/5, S.D.=0.67).

Based on students’ assessments, the practice tests at the end of the
interactive books also reached their goal as there was a high degree of agreement
among the participants that the test supported their language development (Q1v:
M=4.45/5, S.D.=0.93). They also strongly agreed that the tests were easy to
complete (Qiw: M=3.91/5, S.D.=0.94) and would have like to have had more types
of practice tests integrated in the materials (Qix: M=3.91/5, S.D.=0.7). Finally,
students indicated that they could easily integrate completing their weekly
interactive books in their schedule (Q1y: M=4.18/5, S.D.=0.75) and expressed
their strong desires to work with the format in other courses too (Q1z: M=4.64/5,
S.D.=0.67).

The final research question focused on identifying the various ways in
which the interactive book-based vocabulary development format can scaffold
students’ language learning. Furthermore, a goal of this research question was
also to gather qualitative data to contrast with the findings of the quantitative
questionnaire results. Students’ answers to the open-ended items in the end-term
questionnaire were analyzed and grouped to identify emerging trends. These
items included the participants’ views on the strengths (Q2a) and limitations
(Q2b) of the project as well as their overall impressions (Q3a) and further
comments (Q3b).

Analyzing students’ answers revealed six trends that complement the
findings for the second research question. The benefits identified for the
interactive books (N=17), namely flashcards (n=6), videos (n=4), self-paced
learning (n=2), topics (n=2) and scaffolding such as sample sentences (n=1),
pictures (n=1) and tasks (n=1) represent the largest category of students’ answers.
Similarly, the language learning benefits group (N=15) was overwhelmingly
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represented by flashcards (n=10), however, language development (n=3) and
practice opportunities (n=2) were directly mentioned as well. Regarding
limitations (N=9), four students expressed technical issues with Moodle. Only
one answer mentioned the difficulty of the integrated vocabulary. The lack of
further practice opportunities (n=4) was also present in the sample which further
underlies that students enjoyed working with the format and would have
welcomed additional activities as well. Four answers indicated that they were
pleased with the project and would not implement changes with one participant
directly reflecting on being motivated to use the interactive material-based
vocabulary development approach in her future teaching career.

The findings for the second and third research questions highlight various
benefits of using interactive, multimedia-based materials for language learning
support. Students expressed high levels of motivation while working with the
various resources, similarly to the increased engagement, previously identified in
studies assessing mobile learning experiences specifically.s° The underlying
reasons show similarities of the interactive books to language learning smartphone
applications, self-paced learning integration and appropriate cognitive load. Thus,
the design of the interactive books shared key functions, like a similar practice
feature using the vocabulary flashcards and immediate feedback in the practice
tests as found in various popular learning applications (e.g., Quizlet) specifically
to make learning progression intuitive for students. Potentially, it also
corresponded to a structure students might have already been familiar with from
the secondary school studies which can influence their L2 strategies regarding
unknown words.5! Also, students’ positive relationship with videos as learning
resources52 not only contributed to their increased motivation and engagement
but enabled the meaningful integration of cognitive load lowering scaffoldings in
the form of illustrationss3 besides Nation’ss4 categories of form (word and
definition), function (word type) and usage (sample sentence).

Conclusion, limitations and further research

The present study piloted an H5P interactive book-based vocabulary develop-
ment project integrating authentic video-based materials targeting first-year
non-native English majors. The main findings show that the frame had limited
positive effects on students’ overall in-class vocabulary development, however,
major individual differences have also emerged (RQ1). Students identified key
language learning benefits of the interactive book-based vocabulary development
project that were consistent with the initial design of the frame. Their assessment
is consistent with the literature as their answers showed that for meaningful self-
paced learning, materials need to use a clear and intuitive structure, integrate
students’ existing learning preferences such as videos and digital flashcards and
provide meaningful practice opportunities with immediate feedback (RQ2). Thus,

50 see XUEHONG and LOEWEN, 2022
5t see AKSIT and SUKRAN, 2024. 263.
52 see WILLOUGHBY and SELL, 2024
53 see ZOU and TENG, 2023. 13.

54 see NATION, 2013. 49.
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the main ways in which the frame can scaffold language learning concerns
engagement, motivation, exposure to authentic materials and managing cognitive
load in a self-paced learning structure (RQ3). A main limitation of the project was
its context and the small sample size that does not allow for the generalization of
the findings. However, based on the results, further research should be conducted
with a larger sample size (e.g., all first-year English majors at the University of
Pécs) with data collection concerning productive use as well as the study only
focused on receptive vocabulary knowledge.
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Abszrakt

A SZOKINCSFEJLESZTESI LEHETOSEGEK ES A HALLGATOK ALTAL
TAPASZTALT HASZNOSSAG FELMERESE TED TALKS SEGITSEGEVEL
EGY ELSOEVES NYELVI KESZSEGFEJLESZTO KURZUSON

A tanulmany egy feltaro, kis 1éptéki vizsgalat eredményeit mutatja be, amelyet a
Pécsi Tudomanyegyetem Angol Tanulmanyok Intézetében végeztek a 2023—2024
-es tanév Gszi félévében. A projekt kozéppontjaban az elsGéves, nem anyanyelvi
angoltanar szakos hallgatok (N=15) szokincsének fejlesztése 4llt, a nyelvi készség-
fejleszté kurzuson kivalasztott TED-el6adasok segitségével, hallaskészség-alapa
megkozelitéssel. A hallgatok tiz elére elkészitett H5P interaktiv konyvvel dolgoz-
tak (a Moodle-on megosz-tva), amelyek tartalmaznak, tanulasi alapoz6 kérdése-
ket, TED-beszélgetéseket, szokincs-tarcsikat és gyakorlo teszteket. A résztvevik
szokincsszintjét a kezelés el6tt és utan, valamint két szokincs-teszttel mértiik, és
a tanfolyam végén reflektaltak tapasztalataikra. Bar a szdkincsszint altalanos
novekedése nem volt szignifikins, jelentds pozitiv egyéni kiillonbségek mutatkoz-
tak, ami azt jelzi, hogy a keret alkalmas a tanulok szokincsfejlesztésének megala-
pozésara, valamint a tanul6k motivaciéjanak és a nyelvtanulas iranti elkotelezett-
ségének novelésére.
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Krisztina Szécs

YOUNG LEARNERS AND AUTONOMY SUPPORT IN
LANGUAGE LEARNING

Justifications for promoting learner autonomy are manifold, however, through-
out the previous decades, the majority of research on learner autonomy has fo-
cused on adult or teenage language learners, with limited attention given to ele-
mentary school students. This led to a lack of research on young learners, even
though this group is recognized as the fastest growing group of language learners
worldwide.

The concept of autonomy in learning suggests that knowledge is not just
passed on and learned but is instead created actively by individuals in the learning
process and is developed through social interaction. Over the past 40 years, re-
searchers have embraced different research methodologies to investigate the de-
velopment of learner autonomy. According to one of the most influential defini-
tions of the concept, learner autonomy is the ability to take charge of one’s own
learning,! which implies that it is an attribute of the learner, there are degrees of
autonomy, which are unstable and variable. Autonomy in learning refers to learn-
ers’ ability and desire to manage their learning both in and outside of the class-
room using learning strategies and resources, recognize their strengths and weak-
nesses, and evaluate their learning process through reflection. The term
autonomy has been used in at least five different ways:2 for situations in which
students learn entirely on their own; for a set of skills which can be learned and
applied for self-directed learning; for an inborn capacity which is suppressed by
institutional education; for the practice of learners’ responsibility for their own
learning; for the right of learners to determine the direction of their own learning.

Researchs revealed that autonomy grows the most in the area where ability,
desire, and freedom intersect, defining freedom as the extent to which learners
can manage their own learning process. While the overlap is limited, teachers
have a clear impact on learners’ skills, knowledge, motivation, and autonomy in
learning. Autonomy comes in various dimensions and forms, which vary depend-
ing on the person and their surroundings and learners display independent ac-
tions in diverse manners.

The main field of autonomy research is the interaction between motivation
and self-regulated learning. It has been recognized that motivation is crucial in
autonomous learning and now motivation and autonomy are seen as closely in-
terconnected concepts,4 research identified learner autonomy as one of the

t HOLEC, Henri: Autonomy and foreign language learning. Pergamon Press, Oxford, 1979.

2 BENSON, Phil; VOLLER, Peter: Autonomy and independence in language learning. Routledge,
2014.

3 BENSON, Phil: Teaching and researching: Autonomy in language learning. Routledge, 2013.

4 KORMOS Judit: A nyelvtanulasi autonémia, az énszabalyozo stratégiak és a motivacié kapesola-
tanak vizsgalata. Magyar Pedagogia, 2012/1. 3—17.; USHIODA, Ema: Motivation and good langu-
age learners. Cambridge University Press, 2008.
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essential factors for motivating language learners. Autonomous learners experi-
ence increased enjoyment in learning, highlighting the relationship between in-
trinsic motivation, self-directedness and autonomy, motivation being one of the
most important predictors of the success in language learning.

Despite the benefits of learner autonomy, teachers may encounter various
obstacles when guiding their students in developing autonomy: success depends
on individual differences, level of motivation, momentary state of mind, students’
socioeconomic background, and the learning environment, including classroom
atmosphere, group dynamics, and time constraints.5 Furthermore, supporting
autonomy with young learners can be even more difficult because they may not
be mature enough to make decisions, and teachers may face challenges such as
institutional restrictions and requirements from school management when trying
to promote autonomy. Also, learners show autonomous behaviours in various
ways, this leads to different approaches to autonomy that should be taken into
consideration when fostering learner autonomy in different school contexts.

Teachers play a crucial role in autonomy development® by establishing a
classroom environment that encourages learner independence. This often entails
acknowledging students’ past learning experiences and highlighting the advant-
ages of taking more control over their own learning. Teachers need to recognize
their impact on learning and the need of change in their roles: they are expected
to be not only knowledge providers but also managers, resource persons, and
counsellors. Therefore, it is important to understand teachers’ perspectives on
autonomy” as teachers’ attitudes influence the choices they make, ultimately
shaping how they behave in the classroom. Nevertheless, beliefs can be intricate,
sometimes conflicting, and subject to change.® Additionally, teachers may not al-
ways align their beliefs with their classroom practices, which can be influenced by
experience, context, and situational constraints. According to a case study,?
teachers were open to the idea of including learner autonomy in their teaching
but hesitated to engage students in methodological choices and referred to insti-
tutional limitations as hindering them in autonomy support.

The importance of autonomy in learning had been acknowledged to the ex-
tent that it was integrated into the main objectives of the National Core Curricu-
lum, which was implemented in 1996 and established the criteria for various
knowledge areas, since then it has undergone multiple revisions. The modifica-
tions to the curriculum led to a transition from focusing on encyclopaedic
knowledge to emphasizing the use of knowledge and skills. However, the overview

5 SZOCS Krisztina: Teachers’ and learners’ beliefs about language learning autonomy and its impli-
cations in the classroom: A mixed method study. Apples: Journal of Applied Language Studies,
2017. 11.

6 BENSON, Phil: Teaching and researching: Autonomy in language learning. Routledge, 2013.

7 BORG, Simon—AL-BUSAIDI, Saleh: Learner autonomy: English language teachers’ beliefs and
practices. British Council, London, 2012.

8 BORG, Simon: Teacher cognition and language education. Continuum, London, 2015.; SZOCS
Krisztina: Teachers’ and learners’ beliefs about language learning autonomy and its implications
in the classroom: A mixed method study. Apples: Journal of Applied Language Studies, 2017. 11.

9 CAMILLERI GRIMA, Antoinette: Pedagogy for autonomy, teachers’ attitudes and institutional
change: A case study. Peter Lang GmbH, 2007.
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on recent research in the Hungarian language teaching and learning context show
that willingness to learn autonomously decreases with age,© there may be a dif-
ference between different types of schools, more experienced language learners
also have problems in managing their learning process autonomously, further-
more, there is not a complete overlap between learners’ beliefs and autonomous
behaviour, and negative language learning experiences are more likely to lead to
autonomy than positive ones.!

Reasons for encouraging self-directed learning are manifold: learner in-
volvement in decision-making concerning the learning process boosts motiva-
tion, makes learning more purposeful, thus resulting in more efficient learning.:2
Since it is impossible to teach everything that students need, it is essential to im-
part skills that can be applied to various learning situations, recognizing that
learning continues beyond the classroom.!3 In the 21st century content knowledge
is increasingly shifting to skill and competence knowledge; the development of
autonomous learning competences may be one of the answers to the problems
and challenges of education today.

It is agreed4 that autonomous learners have insights into their learning
styles and strategies, play active role in their learning, use learning resources, they
can identify their strengths and weaknesses, make the most of their time in the
classroom and organize their own learning outside the classroom. They are also
willing to take risks, i.e., to communicate in the target language at all costs, are
good guessers, place importance on accuracy as well as appropriacy; develop the
target language into a separate reference system, have a tolerant and outgoing
approach to the target language, reflect on their learning process and evaluate
their learning. Altogether, autonomous learners understand the purpose of their
learning, show responsibility, and are voluntarily involved in opportunities for
practice. Furthermore, looking into young learners’ characteristics, there can be
seen several features that point towards autonomy: young learners are agreed to
be curious and enthusiastic, open for interaction, keen to make guesses.’s There-
fore, keeping in mind that children learn by doing, have an instinct for fun and
play, and have capacity for indirect learning, i.e. choosing age-appropriate tech-
niques, it is reasonable to introduce autonomy development at an early age.

As mentioned earlier, teachers play a paramount role in autonomy support,
therefore, investigating their beliefs concerning learner autonomy could lead to

10 ALBERT Agnes—TANKO Gyula—PINIEL Katalin: A tanulék valaszai a 11. évfolyamon. Vizsgdlat a
koznevelésben foly6 idegennyelv-oktatas hatékonysagarol. Kutatasi jelentés, OH-EMMI, Bp.,
2018. 93—-63.

1 CSIZER Kata—OVEGES Eniké: Nyelvtanulasi autonémia és nyelvi tervezés: egy vegyes médszerti
kutatds eredményei. Modern Nyelvoktatas, 2020/1-2. 44—58. https://ojs.elte.hu/modernnyelvok/
article/view/1459/1241 [02.11.2024]

2 LITTLE, David: Language learner autonomy: Some fundamental considerations revisited. Inter-
national Journal of Innovation in Language Learning and Teaching, 2007/1. 14—29.

13 NUNAN, David: Learner-centered English language education: The selected works of David
Nunan. Routledge, 2012.

14 LITTLE, David: Language learner autonomy: Rethinking language teaching. Language Teaching,
2022/1. 64-73.; BENSON, Phil: Teaching and researching: Autonomy in language learning. Rout-
ledge, 2013.

15 PINTER Annamaria: Teaching young language learners. Oxford University Press, 2017.
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deeper understanding regarding their practices as beliefs affect teachers’ decision
making which has an impact on classroom practices. However, researching be-
liefs can be challenging as they are complex, not directly observable and can
change over time.?® Looking into teachers’ perceptions, research revealed that
teachers agreed on the positive effects of learner autonomy and emphasised the
importance of the personalised pace of learning, deeper understanding and sense
of achievement.?” They viewed motivation as the most powerful factor to influence
autonomy in language learning, considered learners’ socioeconomic background
essential in autonomy development and found life experience and language learn-
ing experience more relevant than age. Teachers’ views on autonomy were shaped
by their own learning experiences and the impact of their previous teachers. Re-
search revealed that teachers were aware of the strong potential of technology,
although they emphasised the need for proper guidance. As drawbacks, they
found error correction problematic, feared to lose control over their lessons and
agreed on the importance of teacher-directedness.!8 Altogether, teachers believed
that most students were not ready to take control over their learning, they were
more concerned about immediate learning goals and driven by extrinsic motives.

The study

The purpose of the study was to gain insight into primary school teachers’ auton-
omy supportive practices and perceived difficulties in autonomy support with
young learners. The participants of the research were six elementary school Eng-
lish teachers, from a medium sized elementary school in a county seat in the cen-
tral part of Hungary, where English as a foreign language is taught from the first
grade starting from one lesson per week, reaching three lessons per week in the
6t grade. The number of pupils in a language class ranged between 11—17. The
age of the participants varied between 34-57, five female and one male, they
spent 10—35 years on the field of education. Data was collected with semi-struc-
tured interviews in Hungarian in 2023 December.

Looking for emerging patterns, the interviews revealed that even though
supporting autonomy has its acknowledged benefits, practicing teachers faced
several challenges when trying to support it with young learners. From the re-
sponses of the participants three major areas could be identified as when they
were asked about the most challenging factors in promoting autonomy with their
pupils: individual differences, temporary- and external factors. Among the indi-
vidual differences the most frequently mentioned characteristics were lack of mo-
tivation, passivity, students not willing to speak up or cooperate in different work
forms, referring to a great variety of excuses or expect the teacher to make deci-
sions for them. Four of the respondents mentioned that their pupils might not be

16 BORG, Simon: Teacher cognition and language education. Continuum, London, 2015. 1-384.

17 BORG, Simon—AL-BUSAIDI, Saleh: Learner autonomy: English language teachers’ beliefs and
practices. British Council, London, 2012.

18 SZOCS Krisztina: Teachers’ and learners’ beliefs about language learning autonomy and its imp-
lications in the classroom: A mixed method study. Apples: Journal of Applied Language Studies,
2017. 11.
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mature enough for decision making. As for temporary factors, all the participants
recalled the short attention span as a characteristic of young age, early fatigue,
being easily distracted, and pupils’ momentary state of mind. Teachers agreed
that autonomy requires lots of skills and they could observe different levels of
autonomy with their learners.

External factors were also prevalent when discussing the challenges partic-
ipants faced during autonomy support: learning context, classroom atmosphere,
group dynamics were identified from the immediate circumstances. As for the
larger scale, institutional expectations and constraints and the effects of the pe-
riod of digital education generated by the Covid-19 pandemics were recalled to
hinder autonomy support. Students’ socio-educational background was also men-
tioned by half of the respondents as a cause for different levels of autonomy and
different extent of openness towards learning autonomously. All teachers agreed
that one of the biggest difficulties for them to integrate autonomy supportive
practices into their daily classroom routine is cause by time constraints. Although
autonomy was viewed as a desirable goal to reach, teachers had diverging views
about the level of freedom their students should be given in the classroom.

As learning continues beyond the classroom, teachers must provide stu-
dents with skills and strategies that they can apply to different learning scenarios
to become their own most effective helpers,9 I asked the interviewees to describe
activities and techniques that they included into their everyday practice that sup-
ported pupils’ autonomy in language learning, that they found sustainable and
feasible in their teaching context.

Offering appropriate learning strategies tailored to the learners’ age is cru-
cial. To achieve this, two of the respondents mentioned that they started the
schoolyear with a “Learning to learn” module, where they provided pupils with
language learning strategies in a playful way (i.e. how to organize notes, learn
vocabulary, etc.). This can empower students to oversee their own progress in dif-
ferent areas of language learning, such as learning new vocabulary or organizing
study materials.

Teachers found important to grab the attention of their young learners at
the beginning of the learning process. Taking small steps was found especially
important with young learners, just like taking advantage of play and scaffolding
activities to increase confidence by making the activities familiar to the children.
Three participants believed that it was simpler to handle a group of pupils when
they were offered a selection of materials and tasks that cater to diverse learning
styles and varying levels of abilities. They supported making smaller choices at
the beginning, for example, students could choose between singing a song or act-
ing out a story at the end of a lesson, select their role in a performance, determine
the sequence of activities (if possible), make presentations on topics of their own
choice (6t grade), and choose tasks based on their preferences from a list of op-
tions (e.g.: crossword or a wordsearch activity). Some of these opportunities for
decision making were offered by the coursebook material. Four teachers provided
learners with extra language exercises to differentiate between the higher

19 BENSON, Phil: Teaching and researching: Autonomy in language learning. Routledge, 2013.
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achievers and/ or pupils with special needs, one of them relied heavily on Kréta
IFM, a language learning application with a gamification approach, which made
differentiation on the level of individual students more feasible and manageable.
When students were given the opportunity to choose topics for the upcoming
class or were motivated to bring or create resources relevant to the lesson, it fos-
ters a sense of importance in their contributions to the classroom, ultimately
boosting their engagement in their own learning.2c Moreover, enhancing lesson
plans by incorporating real-life examples and referencing their own language
learning experiences will increase involvement and motivation.

Encouraging students to act independently can be achieved by shifting
from deductive to inductive methods when teaching grammar, vocabulary, and
writing. Instead of direct instruction, students can deduce rules and meanings
from examples, promoting guessing and taking risks in their learning process.
Even though worded differently and in different classroom contexts, but allowing
space for guessing and risk-taking in their daily practice was mentioned by five
teachers.

As for work forms, participants agreed that group work and pair work was
less manageable in the 15t and 21d grade than with the older students, however,
they tried to introduce all work forms early. Two teachers mentioned to introduce
groupwork to discuss the instructions of the next activity, pupils could ask from
the teacher only afterwards. Project work was found very time-consuming but en-
joyable and rewarding for the pupils.

Concerning feedback and assessment, the interviewees said that they pro-
vided relevant feedback bearing in mind the individual level of autonomy of each
pupil, worded accordingly. Three participants mentioned different ways of peer-
assessment, where pupils could give opinion about or correct each other’s work.
An interviewee mentioned to include self-assessment in the language class by en-
couraging students to edit their written work starting from the 4th grade. She be-
lieved that mistakes are necessary and useful, they help pupils improve, also, sup-
port risk-taking. She asked her pupils to revise their corrected work (5th and 6th
grade) and categorise their mistakes according to the following: a. I know this,
but somehow forgot; b. I didn’t know this, but it’d be good to remember it; c. I
don’t understand this.

Reflection on learning and identifying strengths and weaknesses is an im-
portant element in the process of becoming a self-directed learner,2! however,
asking students to reflect on their learning experiences might not be realistic with
young learners. Still, teachers assisted them in recognizing their strong points and
areas needing improvement. To become more independent and to acquire the
skill of assessing their own learning accurately, the series of coursebooks used at
the institution offer checklists for self-assessment and reflection. Incorporating
“Can do” statements at the conclusion of a lesson was found to be an easy method
to do this. Additionally, a more detailed self-evaluation could be done by assign-
ing a number between 1—5 to the statements to indicate their confidence levels in

20 USHIODA, Ema: Motivation and good language learners. Cambridge University Press, 2008.
21 BENSON, Phil: Teaching and researching: Autonomy in language learning. Routledge, 2013.
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the language area, however, only one participant mentioned that she incorpo-
rated in into her monthly practice.

To sum up, teachers believed that it is crucial to spark curiosity and capti-
vate their students’ attention at the beginning of the learning process. Additional
support should be given in the early stages, with a gradual reduction in guidance
as learning progresses, similarly, opportunities for practicing decision making
should also be provided. They found that young learners showed some level of
independence as they had some understanding of their learning styles and strat-
egies, they understood their preferences but their actions were more based on
what they liked rather than conscious strategy choice, several pupils approached
learning tasks actively, however, they required additional encouragement and
teacher support at times. Just like teenage and adult language learners,2? young
learners were found to be open to taking risks, such as willingly communicating
in English but not without limitations, enjoying experimenting with English.

Conclusions

The research showed that teachers had positive attitudes towards autonomy in
language learning and were aware of autonomy supportive strategies that they
integrated into their practices. Young learners’ autonomy showed similar pat-
terns as that of teenage learners’: pupils could take some responsibility for their
work if favourable conditions are provided and encouraged by the teacher. In a
learner-friendly, positive environment where children feel safe it is more likely to
be enthusiastic and motivated to work. Young learners also work more effectively
if they are allowed to choose activities from options provided to them. Striving for
autonomy with young learners is only the initial stage in their journey towards
self-directed learning, self-awareness, and taking ownership of their growth. De-
veloping learner autonomy with young learners is a lengthy process, not one step,
but many, its successful implementation depends largely on the persistence of the
teacher. The findings of the research carry pedagogical implications to practicing
teachers and teacher educators as teachers’ awareness should be raised about the
importance of learner autonomy to help primary school teachers shape their
learners’ early learning experiences positively regarding autonomy development
as they are the fastest growing group of language learners globally.
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Absztrakt

FIATAL TANULOK ES AZ ONALLOSAG TAMOGATASA A NYELVTANULASBAN

A nyelvtanul6i 6nallosag tdmogatasa a nyelvtanulasban mér korai életkort6l kezdve
alapvetd fontossaga, mivel ez képessé teszi a tanuldkat arra, hogy maguk iranyitsak a
tanulasi folyamatot, noveli a motivaciot és az elkotelezettséget. Az autondmia
elémozditaséval a tanirok hat4ssal vannak az olyan alapvet$ készségek fejlédésére,
mint a kritikus gondolkodas, a problémamegoldas és a dontéshozatal. Ezzel a tanul-
manyommal a tanul6i 6nallosag megértését kivinom elmélyiteni, és a gyakorlo altala-
nos iskolai tanarok autonémiatadmogaté gyakorlatanak vizsgalataval néhany stratégiat
kivanok feltarni az autonémia korai nyelvtanulasban val6 kiépitésére.

A gyakorlati stratégiak kozé tartozik a tanulokozponta kornyezet megteremtése,
a valasztas és a reflexio lehetGségeinek felkinalasa, valamint a tanul6k 6nértékelési ké-
szségeinek erdsitése. A technologia integraldsa tovabba erdsitheti az autonémiat azal-
tal, hogy személyre szabott tanulasi tapasztalatokat és a kiilonb6z6 forrdsokhoz vald
hozzaférést kinal. A nyelvtudas novelése mellett a tanul6i 6nallosag elfogadasa az alap-
foka nyelvoktatasban az egész életen at tarté tanulds szokésait is kialakitja, és felké-
sziti a fiatal tanuldkat a sikerre egy egyre inkabb Osszekapcsolédd és dinamikus
vilagban. Ezen elképzelések megvalositasat hangsulyozva a tanulmény kiemeli a tanar-
képzés, a tantervek adaptéalasa és a folyamatos tAmogatasi rendszerek sziikségességét.
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Legac, Vladimir

KAKVE SU RAZLIKE U STRAHU OD ENGLESKOG JEZIKA U
RAZREDNOJ SITUACIJI IZMEDU ROMSKE I NEROMSKE
DJECE U OSNOVNIM SKOLAMA U MEDIMURJU?

Uvod

U ovome radu donosimo prikaz jednog istrazivanja s temom straha od engleskog
jezika u razrednim situacijama. Rad usporeduje op¢i uspjeh u skoli, uspjeh u
ucenju engleskog jezika kao stranog, strah od jezika kao stranog izmedu romskih
i neromskih ucenika u dijelu Hrvatske u kojem su Romi najveca manjinska
skupina. Strani jezik je obavezan predmet u hrvatskim skolama od prvog razreda.
Vectina ucenika uce engleski kao prvi jezik. Ako ga se ne uéi kao prvi, uéenici ga
najcéesée pocinju uciti u ¢etvrtom razredu kao drugi strani jezik. Strah od jezika je
jedan od najvaznijih afektivnih ¢cimbenika koji najce$¢e ima negativan uéinak na
ucenje stranog jezika. Autor ovog ¢lanka je inace iskusan istraziva¢ u podrucju
jeziénog obrazovanja i studija manjina. Najprije se daju najvazniji podatci o
romskoj nacionalnoj manjini u Hrvatskoj a potom isti za Medimursku Zupaniju.
Slijedi upoznavanje Citatelja s obiljezjima straha od jezika kao afektivnog ¢imbe-
nika i spoznajama o razlikama tog ¢imbenika izmedu monolingvalnih i biling-
valnih ucenika kao i specifi¢nostima romskih ucenika u Medimurju s obzirom na
njihov status vezan uz opoziciju jednojezi¢nost-dvojezi¢nost kao odrednice
pojedinci. Glavni dio rada ¢ini analiza nalaza istrazivanja po varijablama i uspo-
redba povezanosti straha od jezika u razrednoj situaciji i u¢inka u ucenju engles-
kog kao stranog jezika u obje skupine.

Romska nacionalna manjina u Hrvatskoj

Prema rezultatima popisa stanovnistva iz 2021.! godine u Hrvatskoj Zivi 17.980
pripadnika romske nacionalne skupine, odnosno 0,46% ukupnog stanovnistva.
Oni su treca najveta nacionalna manjinska skupina od 22 koje su priznate u
zemlji. Zbog visokog nataliteta njihov udio stalno raste. 2011. bili su peta manjina.
U meduvremenu su prestigli Talijane i Albance. Ve¢e manjine u Hrvatskoj su Srbi
(123.892 ili 3.2%), Bo$njaci (24.131 ili 0.62%, Albanci (13811 ili 0.36%) i Talijani
(13.763 ili 0.36%). Udio Hrvata u nacionalnoj strukturi stanovnistva iznosi
91,63%. Vet spomenuti izvor DrZzavnog zavoda za statistiku otkriva nam i podatke
o rasprostranjenosti Roma i njihovoj vjeroispovijesti. Tako saznajemo da veéina
Roma zivi u sjevernom dijelu zemlje (Medimurje, Podravina i Baranja) te da su
pripadnici razlic¢itih vjerskih zajednica. Tri su veée vjerske skupine. Najveci broj
Roma su rimokatolici — 10.093 ili 56%, potom slijede muslimani — njih 3287
(18%), dok tre¢u glavnu skupinu ¢ine 2496 pravoslavnih Roma, $to predstavlja
skoro 14% od ukupnog broja romske populacije u popisu iz 2021. godine. Medu

1 Drzavni zavod za statistiku. 2021. https://podaci.dzs.hr/media/td3jvrbu/popis 2021-stanovnistvo

po_gradovima opcinama.xlsx [26/02/2025]
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Romima u Hrvatskoj nalazimo i malo protestanata (51). Veci je udio Roma koji se
izjaSnjavaju kao pripadnici ostalih kr§éanskih zajednica (811). Postoji i 245
ateista, 20 agnostika, alii 90 pripadnih ostalih vjera, pokreta i svjetonazora. Romi
su etni¢ka manjina koja je najmanje integrirana u moderno hrvatsko drustvo od
svih nacionalnih manjina. Dva su glavna razloga za to. Prvi se odnosi na izrazito
visoku razinu predrasuda i stereotipa vec¢inskog stanovnistva. Posljedica toga je
velika socijalna distanca,? te problem socijalne i prostorne segregacije romske
zajednice.3 Drugi veliki problem je nedostatak kompetencija romske djece u
vlastitom jeziku. To znaci da romska djeca ne uce samo hrvatske lekseme, vec
pojmove iza tih leksema.4 Mnogi istrazivacis-¢7 koji se bave problematikom Roma
u Hrvatskoj slazu se da je obrazovanje najbolji nacin za integraciju romske zajed-
nice u hrvatsko drustvo. Autor ovog rada Zeli ista¢i kako se slaze sa Stambu-
kovom? koja istiCe da su inzistiranje na obrazovanju i napredak na tom plan
dugotrajan, skup i tezak put, ali uistinu jedini koji ¢e proizvesti rezultate u
buduénosti ali i jedini racionalan u tom smislu. Napredak u ucenju romskih
ucenika uvelike je odreden specificnostima i karakterom romske zajednice.
Romske zajednice predstavljaju sredinu koja nedovoljno cijeni obrazovanje9.

Romska nacionalna manjina u Medimurskoj Zupaniji

Od ukupno 20 Zupanija u Hrvatskoj, Medimurka Zupanija je najmanja. Granice
joj ¢ine rijeke Mura i Drava i prostire se na 729,5 ¢etvornih kilometara. Prema
podatcima Drzavnog zavoda za statistikul® na tom teritoriju Zivjelo je 2021.
105.250 stanovnika, pa je prosje¢na gustoéa 144,38. Glavni je grad Zupanije
Cakovec. Postoje jo§ dva grada: Prelog i Mursko Sredi¢e. Ostatak Zupanije ¢ine
22 op¢ine. Prema ve¢ spomenutom popisu Drzavnog zavoda za statistu, Romi su
sa svojih 6954 pripadnika ¢inili 6,61 % ukupnog stanovnistva te Zupanije, dok je
2011, njihov udio bio 4,9% (ukupan broj Rom tada je bio 5107). Romi su najveca
nacionalna manjina u Medimurju. Najveéa koncentracija romskog stanovnistva
u prostoru Republike Hrvatske jest upravo u Medimurskoj Zupaniji. Romi i u
Medimurju Zive u svojim romskim naseljima koja su segregirana od ostalog

2 Neven HRVATIC: Romi u interkulturalnom okrusenju. Drustvena istraZivanja, 1996/5-6. 913-933.

3 Boris BANOVAC-Zeljko BONETA Zeljko: Emi¢ka distanca i socijalna (dez)integracija lokalnih
zajednica. Revija za sociologiju, 2006/1-2. 21-46.

4 Jasna NOVAK MILIC: Hrvatski i romski u prvim godinama skolovanja, pouc¢avanje hrvatskoga
kao nematerinskoga jezika u predskoli i skoli s posebnim osvrtom na poucavanje govornika
bajaskoga romskoga: prirucénik s radnim listovima. U: Lidija CVIKIC (ur.): Drugi jezik hrvatski,
Profil, Zagreb, 2007. 92—98.

5 Neven HRVATIC: Odgoj i izobrazba Roma u Hrvatskoj. Dru$tvena istraZivanja, 2000/2—3. 267—290.
https://hrcak.srce.hr/20270

6 Zoran SUCUR: Romi kao marginalna skupina. Drustvena istraZivanja, 2000/2-3. 211-227.
https://hrcak.srce.hr/2026

7 Maja DRAGUN: Podrijetlo, mitologija i vjerovanje Roma. Drustvena istraZivanja, 2000/2-3. 317—333.
https://hrcak.srce.hr/20276

8 Marija STAMBUK, Romi u drustvenom prostoru Hrvatske. Drustvena istraZivanja, 2000/2-3.197—
210. https://hrcak.srce.hr/20261

9 Goran LAPAT-Hrvoje SLEZAK: Percepcija udenika Roma o vaznosti obrazovanja. Metodicki
obzori. 2011/6. 81—93.

1o Drzavni zavod za statistiku: Zagreb, 2021. https://podaci.dzs.hr/media/td3jvrbu/popis 2021-stanov-
nistvo po_gradovima opcinama.xlsx [05/02/2025]
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pucanstva. Na teritoriju Zupanije takvih je naselja 13. To su Piskorovec, Trnovec,
Pribislavec, Podturen, Orehovica, Sitnice, KrSanec, Gornji KurSanec, Donja
Dubrava, Domasinec, Gorican, Hlapi¢ina i Kotoriba. Republika Hrvatska ulaze
velika sredstva i napore kako bi se Romi integrirali u suvremeno hrvatsko
drustvo. Medutim, u tim naporima, vrlo se malo uzima u obrzi prostorni aspekt
njihove odijeljenosti. Prema Slezaku, distribucija i koncentracija Roma u vrlo
malim i ograni¢enim arealima istovremeno je i posljedica i uzrok njihove soci-
jalne segregacije od ostatka hrvatskog drustva. Slezak razloge za konstantni
porast broja Roma prema nekoliko zadnjih popisa stanovnistva ne vidi samo u
visokom natalitetu nego i u jo§ dva razloga. Prema prvom od njih neki od Roma
nisu uopce bili popisani na proslim popisama. Dokaz da dio Roma uopée nije bio
obuhvacen jednim ranijim popisom vidi u podatku da u mjestu Donja Dubrava
nije bio zabiljeZen niti jedan Rom, iako je u vrijeme doti¢nog popisa u doticnom
mjestu postojalo romsko naselje s oko 70 stanovnika. Drugi mogu¢i razlog Slezak
vidi u moguénosti da se nitko u tom naselju nije izjasnio kao Rom. To je naselje
kasnije nestalo. Bilo je smjesteno u naplavnoj zoni rijeke Drave, pa su zbog toga
lokalne vlasti potaknule preseljenje mjestana u druga naselja, pa je veéina Roma
vjerojatno preselila u Podravinu. Isti autor navodi da su i u novoj sredini Romi
ostali segregirani.

Romi u Medimurju pripadaju skupini Roma Koritara i govore ljimba d
bajas sto je jedan od rumunjskih dijalekata romskog jezika.*? Ime Koritari dobili
su po osnovnom zanatu kojim su se bavili, a to je bila izrada predmeta od iz jednog
komada drveta medu kojima su najvaznija bila korita a ostali proizvodi su bili
pribor za jelo i zdjele. Danas Romi u Medimurju za sebe rabe isklju¢ivo naziv
Bajasi pa im je jezik glavno pocelo njihova identiteta. I sami sebe identificiraju
prema jeziku koji govore a ne vise kao Koritari prema svom iskonskom zanatu.
Osim u Medimurju Romi Bajasi jo§ Zive u Podravini i Baranji i sporadi¢no u
nekim drugim dijelovima Hrvatske. Vezano uz jezik Bajasa, valja ista¢i da prema
nekim drugim autorima34 nije rije¢ o rumunjskom ve¢ o starorumunjskom
dijalektu koji su Romi preuzeli tijekom njihova boravka na tlu danasnje
Rumunjske. Ova ista romska skupina Zivi i u Madarskoj i pretpostavlja se da su
od tamo dosli na podruéje danasnjeg Medimurja.

Ucenje stranih jezika, dvojezi¢nost i specificnost medimurskih Roma
Od sredine proslog stoljeéa opéenito je prihvaceno da dijete moze imati koristi od

odrastanja uz dva jezika. Prekretnica u priznavanju te mogucnosti dogodila se
pojavom studije Peala i Lamberta koja je pokazala da dvojezi¢nost moze

u Hrvoja SLEZAK: Prostorna segregacija romskog stanovnistva u Medimurskoj Zupaniji. Hrvatski
geografski glasnik, 2009/2. 65-81.

12 Neven HRVATIC: Tko su Romi u Hrvatskoj, Romani akharipe — Glas Roma, Virovitica 1995/4.
6—7.

13 Istvan KEMENY: The Structure of Hungarian Roma Groups in Light of Linguistic Changes. Regio,
1999/1.3-14.

14 RATKAI A.— SUMEGHY Z.: Conditions of Ethnic Minorities in the South Plain Region. Acta
Climatologica et Chorologica Universitatis Szegediensis, 2001/34—35. 93—107.
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rezultirati viSom verbalnom i neverbalnom inteligencijom.’s Prema Hamersu i
Blancu¢ dvojezi¢na djeca pokazuju naprednu metalingvisti¢ku svijest u kontroli
jezi¢ne obrade. Kognitivni ucinci dvojezi¢nosti pojavljuju se rano u procesu
dvojezi¢nosti i ne zahtijevaju visoku razinu dvojezi¢nog znanja ili uravnotezenu
kompetenciju. B1alystok17 napominje da su dvojezi¢na djeca u ramJoJ fazi svjesna
pr01zvolJnost1 Jez1cnog znaka te da mogu intenzivnije usmjeriti SVOJu pozornost na
odredeni, vazniji segment informacije kako bi lakse iskljucili suvi$ne informacije.
To omogucuje radnoj memoriji da obradi viSe informacija. Jessner8.9 je istaknula
da je ova metalingvisticka svijest kljuéni element koji dvojezi¢nim ucenicima
omogucuje lakse uéenje novog stranog jezika od njihovih jednojezi¢nih kolega.
Ipak, treba napomenuti da neki autorizo2! upozoravaju da nepravilan i neprim-
jeren tretman djece u njihovom odrastanju uz dva jezika tijekom odgojno-obraz-
ovnog razvoja ponekad moze imati ¢ak i negativne uc¢inke. Ova dva autora upozo-
ravaju da pogreSan odgojno-obrazovni razvoj moze zavrSiti potencijalnom
polujezi¢noséu djece. Legac, Kis-Novak i Lapat2? ukazili su na naznake te pojave
upravo u romske djece u Medimurju. Ta djeca odrastaju u svojim romskim naselj-
ima kao monolingvalna bajaska djeca i postaju dvojezi¢nima i viSejezi¢nima
dolaskom u prvi razred osnovne $kole. Tada dolaze u dodir ¢ak s dva nova jezika:
hrvatskim jezikom u dva pojavna oblika: medimurskom kajkavskom dijalektu
kojeg u svakodnevnoj uporabi rabe ostala neromska djeca u istim Skolama i
standardnim hrvatskim jezikom kao sluzbenim jezikom u Republici Hrvatskoj, te
s engleskim ili njemackim jezikom kojeg se u prvom razredu zapocinje uciti kao
obavezan Skolski predmet. Nalaz istrazivanja u spomenutom radu ove trojice
autora pokazao je da romska djeca zaostaju u poznavanju prirodnoznanstvenih
pojmova i u hrvatskom i engleskom jeziku za razliku od ostale dvojezi¢ne djece
(Talijana ili Ceha) koji su pokazali veéi uspjeh u uéenju engleskog kao stranog
jezika Sto je pripisivano veé ranije spominjanim prednostima te djece kao
dvojezicne.23

15 Elizabeth PEAL—Wallece LAMBERT: Relation of Bilingualism to Intelligence. Psychological
Monograph: General and Applieds, 1962/76. 1—23.

16 Josiane F. HAMERS—Michael H. A. BLANC: Bilinguality and Bilingualism. Cambridge Cambridge
University Press, Cambridge, 2000.

17 Ellen BIALYSTOK: Bilingualism in development: Langauge, literacy and cognition. Cambridge
University Press, Cambridge, 2001.

18 Ulrike JESSNER: Linguistic Awareness in Multilinguals. Edinburgh University Press, Edinburgh,
2006.

19 Ulrike JESSNER: A DST Model of Multilingualism and the Role of Metalinguistic Awareness,
Modern Language Journal, 2008/92. 270—283.

20 Jim CUMMINS: Linguistic Interdependence and the Educational Development of Bilingual
Children, Review of Educational Research, Pennsylvania State University, 1979/49. 221-51.

21 Ludo T. VERHOEVEN: Predicting Minority Children’s Bilingual Proficiency. Child, Family, and
Institutional Factors, Language Learning, 1991/41. 205—233.

22 V]adimir LEGAC—Darinka KIS-NOVAK—Goran LAPAT: Comparison of the Familiarity of Grade 4
Roma and Non-Roma School Children with Some Biological Terms in English as a Foreign
Language. Kiilonleges Bandsmdd, 2020/1. 47—60.

23 Vladimir LEGAC: Comparison of Listening Anxiety and Listening Comprehension between
Monolingual and Bilingual Learners of English as a Foreign Language in Croatia. U Barbara STEIN
(ur.): Wege zu anderen Sprachen und Kulturen. Verlag Dr. Kova¢, Hamburg, 2007. 159-178.
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VazZnost istraZivanja straha od engleskog kao stranog jezika

Mogucénost vaznosti uloge afektivnih ¢cimbenika za uspjesno ucenje stranog jezika
bila je dugo zanemarivana. Literatura o usvajanju drugog i stranog jezika dugo je
vremena prepoznavala samo vaznost kognitivnih ¢imbenika. Tek su se 1980-ih
afektivni ¢imbenici poceli ukljudivati u istrazivanja ucenja stranog jezika.
Aktivacija ucenikovih afektivnih karakteristika u procesu uéenja novog stranog
jezika uz njegove kognitivhe sposobnosti opée je prihvaéena od posljednje
Cetvrtine 20. stoljeta.24 Objasnjenje uloge afektivnih ¢imbenika doslo je s poja-
vom Gardnerovog?5 socioedukacijskog modela ucenja stranih jezika. Redefin-
irani model26 po prvi je put u povijesti spomenuo ulogu straha od stranog jezika
uz ranije navedene ostale individualne razlike: inteligenciju, sposobnosti, strateg-
ije, stavove i motivaciju.

Maclntyre i Gardner u gore spomenutom radu nisu zanijekali da strah od
stranog jezika dijeli neke sli¢ne karakteristike kao opéa anksioznost, ali su nagla-
sili njezinu znacajku kao situacijsko-specifiénu vrstu anksioznosti. Definirali su ga
kao “osje¢aj napetosti i strepnje posebno povezan s kontekstom drugog jezika,
uklju¢ujuéi govor, slusanje i ucenje”.2? Od sredine 1980-ih strah od stranog jezika
smatra se konstruktom.28 Njihova su istrazivanja provedena u situacijama u
razredu gdje se uci strani jezik. Prema njima, strah od jezika ima negativan u¢inak
na jezi¢nu izvedbu ucenika jer povecava negativan utjecaj na tri vrste izvedbe:
strah od komunikacije, strah od ispitivanja ispitu i strah od negativne evaluacije.
Horwitz i suradnici29 kao pioniri u istrazivanju straha od jezika ukazali su na
¢injenicu da je ova vrsta straha od jezika specifi¢na za odredenu situaciju i da nije
jednostavna kombinacija triju strahova primijenjenih na ucéenje stranih jezika.
Nekoliko godina kasnije, oni definirali su ga ,kao poseban kompleks samopercep-
cija, uvjerenja, osjecaja i ponasanja povezanih s ucenjem jezika u ucionici koji
proizlaze iz jedinstvenosti procesa ucenja jezika.“3°

Manifestacije straha od stranog jezika mogu se vidjeti kroz cetiri razlicite
komponente straha od jezika: kognitivne, emocionalne, bihevioralne i fizioloske
komponente. Kognitivne se prvenstveno odnose na samoprocjenu, emocionalna
je povezana s osjetajem nelagode i napetosti, bihevioralne komponente ukljucuje
nespretnost u govoru i gestama, a fiziolo$ke ukljucuju razli¢ite simptome poput
znojenja, lupanja srca, drhtavog glasa, drhtanja i vrpoljenja. Prema Zsuzsi Téth,3t

24 Hans Heinrich STERN: Fundamental Concepts of Language Teaching. Oxford: Oxford University
Press, 1983.

25 Rober, C. GARDNER: Social Psychology and Second Language Learning: The Role of Attitudes
and Motivation. Edward Arnold Publishers, London, 1985.

26 Robert, C. GARDNER—Peter D. MacINTYRE: A Learner’s Contribution to Second-language Learning
Part I1. Affective Variables. Language Teaching, 1993/26. 1—11.

27 Peter, D. MacINTYRE—Robert, C. GARDNER: The Subtle Effects of Language Anxiety on Cognitive
Processing in the Second Language. Language Learning, 1994/2. 283—305, stranica 284.

28 Elaine K. HORWITZ—-Michael B. HORWITZ—-Joann COPE: Foreign Language Classroom Anxiety.
Modern Language Journal, 1986/2. 125-132.

29 Michael B. HORWITZ-Eleaine K. HORWITZ-Joann COPE: Foreign Language Classroom
Anxiety. U: Horwitz, Eleaine K. HORWITZ-Dolly YOUNG (ur.): Language Anxiety. From Theory
and Research to Classroom Implications. Prentice Hall, 1991, Englewood Cliffs, NJ, 27—39.

30 [sto, 31.

3 TOTH Zsuzsa: Foreign Language Anxiety and the Advanced Language Learner: A Study of
Hungarian Students of English as a Foreign Language. Cambridge Scholars Publishing, 2010.
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$to se ucenici stranog jezika viSe brinu da ¢e doZivjeti te simptome u razrednoj
situaciji, to je veca moguénost da ce identificirati te simptome sa svojim
iskustvom u ucionici.

Istrazivadi32 su otkrili negativan ucinak straha od stranog jezika na uspjeh
u svladavanju svih Cetiriju jezi¢nih vjestina, tj. ¢itanja, sluSanja, pisanja i govora,
no govor u ucionici smatra se izuzetno pogodnim za pojavu straha od stranog
jezika u usporedbi s ostale tri jezi¢ne vjestine. Woodrows3 je bila prva znanstvenica
koja je prepoznala potrebu za analizom straha od stranog jezika u situacijama
izvan ucionice, a Legac34 je razvio instrument, odnosno skalu za mjerenje straha
od stranog jezika u situacijama izvan ucionice za engleski kao strani jezik.

Sve do pocetka 21. stolje¢a opcenito se pretpostavljalo da ¢e se razina
straha od stranog jezika smanjiti s viSim razinama poznavanja stranog jezika.
Medutim, rezultati nekoliko kasnijih studija pokazali su da ucenici s visokim
uspjehom u engleskom jeziku imaju veéa ocekivanja i kriti¢niji su prema svom
ucinku, $to je sve rezultiralo vi$§im razinama straha od stranog jezika.35:3¢ Strah
od jezika u Hrvatskoj prva je istrazivala Jelena Mihaljevi¢ Djugunovi¢ s Katedre
za metodiku Odsjeka za anglistiku Filozofskog fakulteta Sveucilista u Zagrebu.

Cilj istrazivanja

Glavni cilj ove studije bio je istraziti strah od jezika u engleskom kao stranom
jeziku kod romskih i neromskih ucenika 8. razreda osnovne skole i usporediti ga
te vidjeti razlike u skolskim ocjenama izmedu ove dvije istrazivane skupine.
Ispitane su sljedece 4 polazne hipoteze:
— H1 — Ucenici romske nacionalnosti imat ¢e nizi prosjek ocjena iz svih
skolskih predmeta od ucenika neromske nacionalnosti
— H2 — Romski ucenici imat ¢e niZe ocjene iz engleskog kao stranog jezika
od neromskih ucenika
— H3: Romski ucenici imat ce visi strah od engleskog kao stranog jezika od
neromskih ucenika
— H4: Postojat ¢e negativan odnos izmedu straha od stranog jezika i ocjena
iz engleskog kao stranog jezika u obje grupe

Sve su polazne hipoteze utemeljene na rezultatima ranijih istrazivanja s romskim
ineromskim u¢enicima. U ranijim istrazivac¢kim studijamas” u kojima se usporedi-
valo postignuc¢e u uéenju stranog jezika izmedu romskih i neromskih ucéenika,
romski su ucenici imali niZe ocjene i veci strah od stranog jezika, niZi pojam o sebi

32 Toth, 2010.

33 Lindy WOODROW: Anxiety and Speaking English as a Second Language. Regional Language
Centre (RELC) Journal, 2006/3. 308—-328.

34 Vladimir LEGAC: Outside-Classroom Foreign Language Anxiety and Speaking Skill in
Monolingual and Bilingual Learners of English as a Foreign Language. U: Jiirg STRASSLER (ur.):
Sprache(n) fiir Europa. Mehrsprachigkeit als Chance. Berlin et al., Peter Lang, 2019. 55—66.

35 Jelena MIHALJEVIC DJIGUNOVIC: Beyond language anxiety. Studia Romanica Et Anglica
Zagrabiensia, 2004/49. 201—212.

36 TOTH, 2010.

% Vladimir LEGAC—Krunoslav MIKULAN—Dunja SIROCIC: Strah od jezika i uspjeh u uc¢enju stranih
Jjezika u monolingvalne i bilingvalne djece u Medimurju. U: Irena Vodopija (ur.): Dijete i jezik
danas. Dijete i viSejezi¢nost, Osijek, 2006. 151-168.
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u ucenju stranog jezikas3? i slabije su poznavali bioloske pojmove u engleskom kao
stranome jeziku.39

Uzorak

Nase istraZivanje provedeno je na ukupnom uzorku od 54 ucenika (N=54). Isti je
bio broj djevojcica i djecaka, odnosno po 27 pripadnika oba spola. Ispitanici su
bili podijeljeni u dvije skupine: romsku i neromsku. Romsku skupinu saéinjavale
su 15 djevojcica i 14 djecaka, a neromska se sastojala od 12 djecaka i 13 djevojéica.
U vrijeme ispitivanja djeca su kao ucenici 8. razreda osnovne skole bila stara
otprilike 14 godina. Dolazila su iz triju skola.

Postupak

U sve tri $kole podatci su prikupljeni tijekom 1. polugodista s ucenicima ¢iji su
roditelji pristali da njihova djeca mogu sudjelovati u istrazivanju. Istrazivac je
upoznao roditelje i ucenike s ciljem istrazivanja i zamolio ucenike za suradnju.
Ispitanicima je zajamcéena anonimnost.

Varijable, instrument i bodovanje

Ispitivane su tri varijable: prosjecna ocjena iz svih predmeta na kraju sedmog
razreda, zavrsna ocjena iz engleskog kao stranog jezika na kraju sedmog razreda
i strah od stranog jezika u razrednoj situaciji. Kao instrument za mjerenje
najvaznije varijable u ovome istrazivanju rabljen je instrument u Hrvatskoj
poznat kao Skala za mjerenje straha od stranoga jezika u razrednoj situaciji.
Originalni naziv skale je Foreign Language Classroom Anxiety Scale4° (Horwitz
1983). Rijec je o strukturiranom uputniku koji se sastoji od 33 stavki na koje se
odgovara Likertovom skalom od pet stupnjeva. Prema autorima skale postoje tri
raspona intenziteta:

1. nizak: 33 —75

2. srednji: 76 — 119

3. visok: 120 — 165

Analiza i rasprava nalaza istrazivanja

Dajemo kvantitativnu analizu nalaza istrazivanja po varijablama: ukupan uspjeh
(prosjecna ocjena za opéi uspjeh iz svih $kolskih predmeta na kraju 7. razreda),
ocjena iz engleskog kao stranog jezika na kraju 7. razreda i strah od engleskog
kao stranog jezika i rezultate za povezanost varijabli uspjeha iz engleskog i straha
od engleskog kao stranog jezika.

38 Vladimir LEGAC—Blazenka FILIPAN-ZIGNIC: Pojam o sebi u udenju stranoga jezika u mono-
lingvalnih i bilingvalnih ucenika. Utitelj, 2004/4. 185—201.

39 Vladimir LEGAC—Darinka KIS-NOVAK—Goran LAPAT: Comparison of the Familiarity of Grade 4
Roma and Non-Roma School Children with Some Biological Terms in English as a Foreign
Language. Kiilonleges Bandsmdd, 2020/1. 47-60.

40 HORWITZ-HORWITZ-COPE, 1986.
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Ukupan uspjeh u skoli

Iz Tablice 1 razvidno je da su neromska djeca postigla bolji op¢i uspjeh na kraju
prethodno zavrsene $kolske godine, odnosno na kraju 7. razreda osnovne $kole.
Najvazniji pokazatelj boljeg uspjeha neromske djece vidljiv je iz vrijednosti
aritmeticke sredine. U Roma ona iznosi 3,41 uz vrijednost standardne devijacije
0,69. Prema tome Romi su postigli uspjeh ocjene dobar. U neromske djece
prosjecna ocjena iz svih Skolskih predmeta jest za jednu ocjenu visa i iznosi 4,44
uz standardnu devijaciju od 0,77 i s tom vrijedno$éu ova ispitivana grupa ucenika
je postigla vrlo dobar uspjeh. U neromskoj skupini ne postoji niti jedan ucenik s
dovoljnim op¢im uspjehom. U njih je zabiljezen dobar kao najnizi uspjeh.
Centralna vrijednost 2 odaje da je u romske djece najvise ucenika s dovoljnim
uspjehom a u neromske s odli¢nim.

Romi Neromi
Aritmetic¢ka 3,41 4,44
sredina
St. devijacija 0,69 0,77
Cent. vrijed. 2 5
Dom. vrijed. 5 5
Najm. vrijed. 2 3
Najv. vrijed. 5 5

Mjere centralne tendencije i varijabilnosti — prosjecna ocjena za op¢i uspjeh za sve skolske
predmete na kraju 7. razreda (N - 54) (Tablica 1)

Statisticku znacajnost razlike izmedu dviju aritmetickih sredina dokazali smo t-
testom (t = 5,2, p<0.01) ¢iji je saZetak prikazan u dolje prikazanoj Tablici 2. 1z
analiziranih podataka prikazanih u Tablicama 1i 2 mozemo zakljuditi da je
potvrdena prva polazna hipoteza H1, odnosno da uc¢enici romske nacionalnosti
imaju nizi prosjek ocjena iz svih $kolskih predmeta.

N | Aritmeticka St. dev. t p
sredina
Romi 20 3,41 0,69 5.2 0,001
Neromi 25 4,44 0,77

t-test za prosjecnu ocjenu iz opéeg uspjeha — svi skolski predmeti)) (Tablica 2)

Uspjeh u engleskom kao stranom jeziku

Tablica 3 pokazuje kako su neromski ucéenici zabiljezili bolji uspjeh i u svlada-
vanju engleskog kao stranog jezika koji je mjeren zaklju¢nom ocjenom iz engles-
kog na kraju zavrSenog sedmog razreda osnovne $kole. U Roma prosjecna je
vrijednost ocjene iz doti¢nog $kolskog predmeta iznosila 3,14 uz standardnu
devijaciju 1,03, a u medimurske neromske djece istog uzrasta ona je iznosila skoro
jednu ocjenu viSe, odnosno 4,04 uz vrijednost standardne devijacije 1,14. Prvi su
ispitanici zabiljeZili tako prosje¢nu ocjenu dobar a ispitanici iz paralelne skupine
prosjecnu ocjenu vrlo dobar. Zanimljiv je podatak o dominantnoj vrijednosti iz
kojeg je razvidno da je u Roma najce$¢a ocjena dovoljan, dok su ostala medi-
murska djeca najcesée zabiljezila ocjenu vrlo dobar. Pozitivno je $to i u romskoj
skupini imamo ucenike s najviSom ocjenom odlican.
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Romi Neromi
Aritmeti¢ka sredina 3,14 4,04
St. devijacija 1,03 1,14
Cent. vrijed. 3 5
Dom. vrijed. 2 4
Najm. vrijed. 2 2
Najv. vrijed. 5 5

Mjere centralne tendencije i varijabilnosti — ocjena iz engleskog na kraju 7. razreda (N - 54)
(Tablica 3)

Tablica 4 prikazuje sazetak analize t-postupka iz kojeg je razvidno da je razlika
izmedu dviju ispitivanih skupina statisti¢ki znacajna (t=3,07, p<0,01). MoZemo
zakljuciti da je nalazom rezultata naseg istrazivanja i u ovoj varijabli potvrdena
nasa polazna hipoteza H2, odnosno konstatiramo da su romski ucenici zabiljezili
niZe ocjene iz engleskog kao stranog jezika od neromskih ucéenika.

N Arit. St. dev. t P
sredina
Romi 29 3,14 1,03 3,07 0,01
Neromi 25 4.04 1,14

t-test (ocjene iz engleskog na kraju 7. razreda) (Tablica 4)
Strah od engleskog kao stranog jezika

Najvaznija varijabla u ovoj istrazivackoj studiji je strah od engleskog kao stranog
jezika. Svi podatci u dolje prikazanoj Tablici 5 pokazuju da romski ucenici
osjetaju visi strah od engleskog kao stranog jezika. U romskih ucenika aritme-
ticka sredina je 102,52 uz standardnu devijaciju od 18,32, a u neromskih 82,12 uz
standardnu devijaciju 19,09. Iako su te obje vrijednosti unutar srednjeg
intenziteta, razlika je velika. Dokaz tome je centralna vrijednost koja je 120 i tako
odaje da vec¢ina romske djece osjeca visok strah od engleskog jezika, za razliku od
neromske, gdje je granica izmedu gornje i donje polovice rezultata na 80, Sto se
primice donjoj granici straha srednjeg intenziteta. U neromskih ucenika biljez-
imo i mnogo nizu minimalnu vrijednost (57), u Roma je ona 70, u Roma biljeZzimo
vi$u maksimalnu vrijednost (134) dok je ona u kontrolnoj grupi na 120.

Romski uéenici Neromski hrvatski uéenici
Arit. sredina 102,52 82,12
St. devijacija 18,32 19,09
Dom. vrijed. 105 -
Cent. vrijed. 120 80
Minim. vrijed. 70 57
Maks. vrijed. 134 120
Raspon 64 63

Mjere centralne tendencije i varjjabilnosti — Strah od stranoga jezika u engleskom kao stranom jeziku (N —
54) (Tablica 5)

Da neromska djeca osjecaju niZi strah od stranog jezika najlakse je uoditi iz postotaka
zastupljenosti triju razli¢itih intenziteta straha od jezika (niskog, srednjeg i visokog)
koji su prikazani u dolje prilozenom Grafikonu 1. NepoZeljan visoki strah od engleskog
kao stranog jezika zabiljezen je u svega 8% neromskih ucenika, a u romskih 31%.
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PoZeljan nizak intenzitet zabiljezen je u puno vecem postotku neromske djece (41%),
au svega 6,9% romske djece. Razlika je i u zastupljenosti straha srednjeg intenziteta u
korist neromske djece (51%), a u Roma 62,07.

70
62,07

60
51

50

41
40 Onizak

1,03 m srednji
30 ovisok

20 A

10 - . 8

0 T
Romi Neromi

Zastupljenost niskog, srednjeg i visokog intenziteta straha od engleskog jezika kao stranog u
romskih i neromskih uéenika (Grafikon 1)

Tablica 6 pokazuje da je razlika izmedu dviju aritmetickih sredina statis-
ticki znacajna (t=4,02, p<0,01) i u ovoj varijabli. Time je potvrdena i tre¢a polaz-
na hipoteza H3, odnosno romski uéenici osjecaju visi strah od engleskog kao
stranog jezika od neromskih ucenika.

N Arit. St. dev. t p
sredina
Romi 29 102,52 18,32 4,02 0,01
Neromi 25 82,12 19,09

Razlika izmedu aritmetickih sredina za strah od engleskog kao stranog jezika u romske i neromske
djece (Tablica 6)

Povezanost izmedu varijabli: uspjeh u engleskom kao stranom jeziku u

vidu ocjene i visine straha od engleskog kao stranog jezika.
Kako bismo vidjeli kolika je povezanost izmedu straha od jezika u engles-
kom kao stranom jeziku i uspjeha u svladavanju engleskog kao stranog jezika u
vidu ocjene izracunali smo korelacije izmedu tih dviju varijabli. Njih prikazujemo
u Tablici 7. 1z vrijednosti koeficijenata korelacija vidimo da strah od engleskog kao
stranog jezika ima gotovo istu negativnu povezanost s uspjehom u obje istrazi-
vane skupine. Njegov uc¢inak je izrazito negativan. U neromske djece je ta poveza-
nost i nesto visa (-.957, za razliku od Roma gdje je taj isti koeficijent -.909.)
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Zakljuc¢ujemo da je potvrdena i nasa ¢etvrta polazna hipoteza, odnosno da postoji

negativan odnos izmedu straha od stranog jezika i ocjena iz engleskog kao stranog
jezika u obje grupe.

Ocjene u engleskom kao stranom jeziku
Romi Neromi
Strah od
engleskog kao -.909* -.957%
stranog jezika
*p<0.01

Korelacije izmedu straha od engleskog kao stranog jezika i ocjene u engleskom kao stranom jeziku (Tablica
7)

Zakljucak i implikacije za buduéa istrazivanja

Glavni cilj ove studije bio je istraziti strah od jezika u engleskom kao stranom
jeziku kod romskih i neromskih uéenika 8. razreda osnovne $kole i usporediti ga
te vidjeti razlike u Skolskim ocjenama izmedu ove dvije istrazivane skupine. Na
kraju ovog istrazivanja potrebno je zakljuciti da su potvrdene sve Cetiri polazne
hipoteze. Romski ucenici imaju niZe $kolske ocjene iz prosjecnog ukupnog uspjeha
i engleskog kao stranog jezika te osjecaju veéi strah od engleskog kao stranog
jezika. Potvrdena je i negativha povezanost izmedu straha od engleskog kao
stranog jezika i ocjene iz tog $kolskog predmeta. Nalaz nam sugerira da ucitelji
trebaju nastojati otkriti pojavu straha od engleskog jezika u razrednoj situaciji kod
svojih ucenika i trebaju raditi na njegovom smanjenju. Ucitelji koji rade s
romskom populacijom trebaju biti svjesni da je strah od engleskog jezika jos jedan
dodatni negativni ¢imbenik. Podatak o tome da u obje skupine imamo znatan broj
ucenika s odli¢nim uspjehom iz engleskog dokaz nam je da je visok uspjeh mogué.
To nam treba biti i poticaj za daljnje povecéanje nasih ocekivanja. Istrazivanja se
trebaju nastaviti. Drzimo da bismo trebali provesti sli¢na istrazivanja s romskim
i neromskim ucenicima u drugim afektivnim ¢imbenicima (strah od stranog
jezika u izvanrazrednoj situaciji, intenzitet motivacije, spremnost na
komunikaciju, sramezljivost, itd., ali i izmjeriti strah od stranog jezika u razrednoj
situaciji u razli¢itima fazama udenja i uporabe stranoga jezika (faza ulaza, faza
obrade informacije i faza izlaza). Do tada svim uciteljima engleskog i njihovim
ucenicima jezika Zelimo puno uspjeha.
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Summary

‘WHAT ARE THE DIFFERENCES IN LANGUAGE ANXIETY IN ENGLISH AS A FOREIGN
LANGUAGE IN CLASSROOM SITUATIONS BETWEEN ROMA AND NON-ROMA
PRIMARY SCHOOL STUDENTS IN MEPIMURJE?

The paper presents the results of a study with Roma and non-Roma primary
school children in Medimurje County (Republic of Croatia) in the final grade. In
Croatia, English as a foreign language is a compulsory school subject. Medimurje
County is the county with the highest proportion of Roma in the total population
of Croatia. The study findings showed that Roma students have lower average
grades and lower grades in English as a foreign language than non-Roma stu-
dents. Roma children are more susceptible than non-Roma to higher intensities
of foreign language anxiety in classroom situations measured by the FLACS
(Horwitz et al, 1986). In both groups, anxiety in English as a foreign language
negatively correlates with achievement in English as a final school grade.
Suggestions for improving achievement for both tested groups are also provided,
as well as implications for further research

Keywords: anxiety in English as a foreign language in classroom
situations, Roma in Medimurje and in Croatia, horizontal bilingualism,
achievement in English as a foreign language i primary school

96


https://doi.org/10.55072/DN.2024.4.83
https://doi.org/10.55072/DN.2024.4.83

IS NOSTER XIL évf. 2024/4. sz.
DOI: 10.55072/DN.2024.4.97

Krisztina Szdcs

NOVICE LANGUAGE TEACHERS’ EXPERIENCES AND
CHALLENGES IN THEIR FIRST YEARS OF TEACHING

1. Introduction

Transitioning from teacher education programs to actual classroom teaching con-
texts can be rather challenging for new language teachers. Even with comprehen-
sive training in pedagogy and language acquisition theories, the realities of teach-
ing often present unexpected difficulties that require more than just theoretical
knowledge to navigate through.! These early experiences are vital, as they con-
tribute to their professional identity formation and will have an impact on their
career path.2

The present study reviews previous research on novice language teachers’
experiences in their first years of practice, focusing on key challenges such as
classroom management, curriculum development and professional identity for-
mation. It also looks into coping strategies, like mentoring, reflective practice,
peer collaboration, and also explores the role of professional development in
helping novice teachers during this transitional period.

2. Challenges faced by novice language teachers

Is teaching a “profession that eats its young”?3 Beginner language teachers en-
counter a wide range of challenges as they start their careers, among the most
significant are managing the classroom, creating effective curricula, and the com-
plex process of establishing a professional identity. These challenges can be made
more difficult by factors like institutional expectations, the diversity of students,
and the shift from theoretical concepts to their practical application in real class-
room settings. Although teacher education programs provide vital foundational
knowledge, the teaching experience often uncovers unforeseen difficulties that
require adaptable strategies and ongoing professional growth.

2.1 Classroom management
Classroom management is consistently identified as a major challenge for novice

teachers. Although most of them are theoretically prepared to handle classroom
behavior, the unpredictability of student interactions and the need to maintain an

1 JOHNSON, Karen E.: Second language teacher education: A sociocultural perspective. Routledge,
New York, 2020.

2 FARRELL, Thomas S. C.: Reflecting on reflective practice: (Re)visiting Dewey and Schon. TESOL
Journal, 2016/4. 729—739.

3 FARRELL, Thomas S. C.: TESOL, a Profession That Eats Its Young! The Importance of Reflective
Practice in Language Teacher Education. Iranian Journal of Language Teaching Research, 2016/3.

97—107.
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effective learning environment often present hardship.4 Adequate classroom
management is critical in creating a productive learning atmosphere; however, it
is considered one of the most difficult aspects of teaching for beginners.

A key issue in managing the language class is establishing authority: novice
teachers struggle with asserting their role as a leader or controller, particularly
when dealing with students who test boundaries. Without clear and consistent
classroom rules, teachers may find themselves facing frequent disruptions that
might lead to frustration and reduced instructional time. Proactive classroom
management strategies, such as establishing routines and clear expectations at
the beginning of the teaching process were found to be essential,s as these might
minimize behavioral issues and maintain a positive and productive classroom at-
mosphere.

Classroom management issues are particularly evident in classrooms
where students come from various cultural and linguistic backgrounds, and the
teacher must balance the needs of individuals with the class as a whole.® Teachers
at the beginning of their career may struggle with maintaining motivation and
task engagement among students with differing proficiency levels, learning pref-
erences and behavioral norms. In addition, students with special learning needs
may require special treatment and extra attention, further complicating class-
room dynamics for which novice teachers might not be ready.

Student motivation, therefore, participation is also closely linked to class-
room management issues: teachers must apply a range of strategies, including dif-
ferentiated instruction, positive reinforcement, and culturally responsive teaching,
to create and maintain students’ motivation and engagement. However, new
teachers frequently lack the experience to apply these techniques effectively, re-
sulting in frustration and self-doubt. Continuous mentorship and professional de-
velopment opportunities can help bridge this gap, empowering novice teachers to
build confidence and enhance their classroom management skills.

2.2 Curriculum design

Another area of difficulty is creating lesson plans that are in line with curricular
standards and address students’ different learning needs. Novice teachers often
struggle with differentiation to meet the needs of students with varying profi-
ciency levels and learning preferences. Furthermore, they are often required to
adapt already existing curricula or create their own from scratch, a task for which
many feel un- or underprepared.” The pressure to create engaging and effective
lessons can contribute to feelings of inadequacy and anxiety.

4 VEENMAN, Simon: Perceived problems of beginning teachers. Review of Educational Research,
1984/2. 143-178.; MALDEREZ, Angi—-HOBSON, Andrew J.-TRACEY, Louise-KERR, Louise: Be-
coming a student teacher: Core features of the experience. European Journal of Teacher Education,
2007/3. 225-248.

5 EVERTSON, Carolyn M.-WEINSTEIN, Carol S. (Eds.): Handbook of Classroom Management: Re-
search, Practice, and Contemporary Issues. Routledge, Mahwah, NJ, 2006.

6 HARMER, Jeremy: The practice of English language teaching (5th ed.). Pearson Education, Har-
low, 2015.

7 RICHARDS, Jack C.—FARRELL, Thomas S. C.: Practice Teaching: A Reflective Approach. Cam-
bridge University Press, 2011.

98


https://doi.org/10.55072/DN.2024.4.97
https://doi.org/10.55072/DN.2024.4.97

IS NOSTER XIL évf. 2024/4. sz.
DOI: 10.55072/DN.2024.4.97

Finding the right balance between curriculum requirements and student-
centered teaching also was found to be challenging. Although many language
teaching methodologies focus on communicative competence and engaging stu-
dents, strict curricular frameworks can restrict creative and interactive methods.
New teachers frequently feel caught between the need to meet institutional ex-
pectations, like standardized tests and language proficiency standards, and ad-
dressing the unique needs of their students.8

Textbooks provide a structured method for teaching and learning lan-
guages, but they often fail to align with students’ age, interests, or skill levels. This
misalignment can lead to difficulties for many new teachers in choosing the right
materials. To address this, teachers often adapt or enhance these resources with
authentic materials such as news articles, videos, and online content, creating a
more dynamic learning experience.® However, the process of selecting and adapt-
ing materials demands time, expertise, and an understanding of students’ back-
grounds, which can be overwhelming for those who are just starting their teaching
careers.

Another important aspect of curriculum design is time management. For
novice teachers, the task of planning and preparing lessons can be very time-con-
suming, particularly as they are still refining their teaching strategies. Many new
teachers report that they spend a significant amount of time outside of class per-
fecting their lesson plans, which can contribute to stress and burnout.* As they
become more experienced, teachers usually find more effective ways for lesson
planning, such as using templates, collaborating with colleagues, and using stu-
dent feedback to improve their teaching methods over time.

2.3 Professional identity formation

The development of a professional identity is an ongoing process for novice teach-
ers. Farrell' refers to the concept of “practice shock,” which describes the disillu-
sionment many new teachers experience when the reality of teaching does not
align with their expectations. This phenomenon is especially prevalent among
language teachers, who must navigate between linguistic competence, pedagogi-
cal expertise, and cultural awareness in their teaching practice.

Novice teachers frequently encounter conflicting expectations from stu-
dents, colleagues, and school administrations, which can challenge their beliefs
and lead them to doubt their competences and fit for the profession.?2 For in-
stance, institutional demands might require teachers to follow strict curriculum
guidelines, while their personal teaching philosophy may prioritize student-cen-
tered learning and adaptability. Balancing these tensions can be both emotionally
and professionally exhausting. New teachers often receive feedback about their

8 NATION, Paul-MACALISTER, John: Language Curriculum Design. Routledge, 2010.

9 GRAVES, Kathleen: Designing language courses: A guide for teachers. Heinle & Heinle, 2000.

1o BORG, Simon: Teacher cognition and language education: Research and practice. Continuum,
2006.

1 FARRELL, Thomas S. C.: The practice of reflective teaching in second language teaching. TESOL
Press, Alexandria, VA, 2016.

12 ALSUP, Janet: Teacher identity discourses: Negotiating personal and professional spaces. Law-
rence Erlbaum Associates, Mahwah, NJ, 2006.
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work from mentors, administrators, and students, which can significantly affect
how they view their own effectiveness. While constructive feedback is vital for de-
velopment, overly critical evaluations can damage confidence and increase self-
doubt. Additionally, many novice teachers experience imposter syndrome, feeling
unqualified or lacking the necessary skills to be effective educators.:3 The support
and guidance from colleagues and mentors is essential in shaping a teacher’s pro-
fessional identity: collaborative teaching environments, professional learning
communities, and mentorship programs offer novice teachers opportunity to
share experiences, seek advice, and gradually develop their teaching philosophy
over time.4 Unfortunately, not all teachers have access to such support systems,
which can intensify feelings of isolation and uncertainty. The transition from pre-
service teacher education to in-service teaching represents a crucial change in
identity.

Teacher training programs typically focus on pedagogical theories and best
practices, but the realities of classroom teaching often call for a degree of flexibil-
ity and adaptability. Novice teachers often realize that they need to adjust their
teaching beliefs as they gain practical experience, resulting in a professional iden-
tity that evolves through the challenges and successes they encounter in the lan-
guage classroom.s

3. Coping mechanisms and support systems

Although novice language teachers face numerous challenges, there are several
support systems that have been recognized as effective in helping them evolve
from student teachers into confident professionals. These mechanisms include
structured mentoring, reflective practice, peer collaboration, and continuous pro-
fessional development.

3.1 Mentoring

Mentoring is often seen as one of the best ways to assist new teachers in their
early years. Typically, mentoring programs pair novice teachers with experienced
colleagues who offer guidance, constructive feedback, and emotional support:6.
Research has shown that formal mentoring programs can enhance teacher reten-
tion rates and help novice teachers cultivate essential classroom management and
instructional skills.'” However, the effectiveness of these programs relies on their
structure; simply assigning a mentor is not enough. Consistent and purposeful
interactions are crucial to enable new teachers to manage the real-world

3 TSCHANNEN-MORAN, Megan—HOY, Anita Woolfolk: Teacher efficacy: Capturing an elusive con-
struct. Teaching and Teacher Education, 2001/17. 783-805.

14 DAY, Christopher—GU, Qing: Resilient teachers, resilient schools: Building and sustaining quality
in testing times. Routledge, London, 2007.

15 JOHNSON, Karen E.—~OLOMBEK, Paula R.: Mindful L2 teacher education: A sociocultural per-
spective on cultivating teachers’ professional development. Routledge, 2016.

16 FEIMAN-NEMSER, Sharon: From preparation to practice: Designing a continuum to strengthen
and sustain teaching. Teachers College Record, 2001/6. 1013—-1055.

17 INGERSOLL, Richard M.—STRONG, Michael: The impact of induction and mentoring programs for
beginning teachers: A critical review of the research. Review of Educational Research, 2011/2. 201—
233.
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challenges they encounter. Successful mentoring programs include structured
meetings, goal-setting exercises, and opportunities for co-teaching. Schools that
implement mentorship initiatives often see increased teacher confidence and ef-
fectiveness.’8 Additionally, online mentoring platforms can extend support be-
yond geographical boundaries, making it possible for novice teachers to connect
with experienced educators worldwide. Mentoring offers essential emotional and
psychological support, especially for new teachers who might face self-doubt and
stress. A strong mentoring relationship helps build resilience by equipping teach-
ers with problem-solving skills and expanding their professional networks.19 Ad-
ditionally, mentors themselves often benefit from these relationships, as they gain
fresh perspectives and refine their leadership skills.

3.2 Reflective practice

Observation as part of reflective practice helps novice teachers see both what
they are doing well and what may still need some work. According to Schon,2°
reflective practice in teachers leads to alteration and evolution of their teaching
habits. This can include the use of reflective tools, such as teaching journals or
peer observations, which provide teachers an opportunity to process their expe-
riences and know their teaching practices better. Thus, reflective practice is con-
ducive to continuous learning and modification of their practice.2!

Reflective practice can be further enhanced through participation in action
research or teacher study group projects. These interventions allow teachers to
document their experiences, methodically examine classroom issues, and make
data-driven adjustments. Integrating reflection into teacher preparation pro-
grams also can enable teachers to adopt this practice early in their teaching ca-
reer.22 Self-reflection could be in the form of audio or video recordings of classes,
feedback from colleagues, and formal self-assessments. Guided reflection in the
form of workshops or coaching sessions also has promise for helping teachers
gain more insight into their teaching decisions and interactions with students.23

3.3 Peer collaboration

Peer support is a further significant element in encouraging new teachers. Pro-
fessional learning communities enable teachers to learn from one another,

18 WANG, Jian—ODELL, Sandra J.: Mentored learning to teach according to standards-based re-
form: A critical review. Review of Educational Research, 2002/3. 481-546.

19 HUDSON, Peter: Mentoring as professional development: ‘Growth for both’ mentor and mentee.
Professional Development in Education, 2012/5. 771-783.

20 SCHON, Donald A.: The reflective practitioner: How professionals think in action. Basic Books,
New York, 1983.

21 FARRELL, Thomas S. C.: The practice of reflective teaching in second language teaching. TESOL
Press, Alexandria, VA, 2016.

22 LARRIVEE, Barbara: Transforming teaching practice: Becoming the critically reflective teacher.
Reflective Practice, 2000/3. 293—307.

23 ZEICHNER, Kenneth M.—LISTON, Daniel P.: Reflective Teaching: An Introduction. Lawrence Erl-
baum Associates, Mahwah, NJ, 1996.
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exchange experiences, and seek advice in a secure setting.24 Beginner teachers
who participate in professional learning communities feel less isolated and more
confident in solving issues.25 Professional learning communities also promote
collaborative problem-solving, which can lead to more innovative and effective
teaching strategies.26

Apart from professional learning communities, novice teachers can learn
through collaborative lesson planning, peer coaching, and team teaching. School
leaders should foster collaboration culture by organizing frequent professional
development meetings and building a sense of community among teachers.
Online forums and social media groups are also effective platforms where teach-
ers can exchange ideas, resources, and receive feedback.2” Furthermore, peer col-
laboration also serves to reduce teacher burnout by fostering a sense of belonging
and support.28 Joint problem-solving and idea-generation meetings provide nov-
ice teachers’ varied perspectives and practical solutions for addressing chronic
problems. When novice teachers engage in meaningful professional dialogue,
they feel more confident in their own instructional practices and experience
heightened feelings of professional identity.

4. Professional development

Ongoing professional development is critical for new teachers to become confi-
dent and competent classroom practitioners. Workshops and training sessions
that focus on practical skills, for instance, on differentiated instruction, integra-
tion of technology, and classroom management, can help new teachers bridge the
gap between theory and practice.29 Professional development allows teachers to
remain current with educational trends and learn new strategies that address the
particular problems of language teaching.

Structured professional development programs provide opportunities for
experiential learning, mentorship, and peer-to-peer collaboration. Schools that
specialize in particular professional development programs provide a platform
where novice teachers can continually refine their pedagogy.3° Additionally, pro-
fessional organization membership and conference attendance allow teachers to
expand their knowledge base, learn from experts, and adopt new pedagogical

24 STOLL, Louise—BOLAM, Ray—-McMAHON, Agnes—WALLACE, Michelle-THOMAS, Sally: Profess-
ional learning communities: A review of the literature. Journal of Educational Change, 2006/4.
221—-258.

25 WENGER, Etienne: Communities of practice: Learning, meaning, and identity. Cambridge Uni-
versity Press, Cambridge, 1998.

26 HORD, Shirley M.: Professional learning communities: An overview. In: HORD, Shirley M. (Ed.):
Learning together, leading together: Changing schools through professional learning communi-
ties. Teachers College Press, New York, 2004. 5-14.

27 TRUST, Torrey—KRUTKA, Daniel G.—CARPENTER, Jeffrey P.: “Together we are better”: Profes-
sional learning networks for teachers. Computers & Education, 2016/102. 15-34.

28 LITTLE, Judith W.: The Persistence of Privacy: Autonomy and Initiative in Teachers' Professional
Relations. Teachers College Record, 1990/4, 509—536.

29 RICHARDS, Jack C.—FARRELL, Thomas S. C.: Professional development for language teachers:
Strategies for teacher learning. Cambridge University Press, Cambridge, 2005.

30 BORG, Simon: Teacher cognition and language education: Research and practice. Continuum,
2006.
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strategies.3t Moreover, research shows that continuously supported novice teach-
ers who are nurtured through professional development are more likely to stay in
the profession.32 Schools that care about their professional development will ben-
efit from individual teachers as well as educational quality and motivate teachers
to pursue lifelong learning.33

5. Building resilience

Resilience is an important quality for new teachers, particularly as they navigate
the storms of their initial years in the classroom. Growth mindset — the recogni-
tion that ability can be developed through practice and persistence — has been
shown to enable teachers to more successfully endure difficult situations.34 Avail-
ability of mental health resources and work-life balance initiatives can also safe-
guard teachers from the emotional strain that contributes to burnout.3s Strategies
such as stress management training sessions, mindfulness education, and peer
support groups have been successful at fostering resilience in teachers.3¢ Schools
that are aware of the importance of teacher wellbeing have a more resilient teach-
ing staff.

Furthermore, establishing positive working relationships with students and
colleagues can provide emotional support and increase a teacher’s sense of pur-
pose.37 To sum up, resilience is not just an individual trait but also a quality that
can be developed through supportive policy, professional growth, and a positive
school climate. Schools that recognize and address the challenges novice teachers
face have a key role to play in guaranteeing their long-term success as profession-
als.

6. Conclusions

The challenges faced by novice language teachers are interrelated and inseparably
connected to their professional and personal development. Research revealed
that classroom management, curriculum planning, and professional identity for-
mation are among the most vital issues that novice teachers must confront. These
issues need to be resolved through a synergy of technical strategies, organiza-
tional support, and ongoing professional development practices. Schools can help
novice teachers adjust more smoothly into their professional roles and ensure

31 GARTON, Sue—RICHARDS, Jack C.: Professional Encounters in TESOL: Discourses of Teachers in
Teaching. Palgrave Macmillan, 2018.

32 DARLING-HAMMOND, Linda—RICHARDSON, Nikole: Teacher learning: What matters? Educati-
onal Leadership, 2009/5. 46—53.

33 GUSKEY, Thomas R.: Professional Development and Teacher Change. Teachers and Teaching:
Theory and Practice, 2002/3—4. 381-3091.

3¢ DWECK, Carol S.: Mindset: The new psychology of success, Random House, New York, 2006.

35 GU, Qing—DAY, Christopher: Challenges to teacher resilience: Conditions count. British Educati-
onal Research Journal, 2013/1. 22—44.

36 JENNINGS, Patricia A.—GREENBERG, Mark T.: The Prosocial Classroom: Teacher Social and
Emotional Competence in Relation to Student and Classroom Outcomes. Review of Educational
Research, 2009/1. 491—525.

37 DAY, Christopher—GU, Qing: Resilient Teachers, Resilient Schools: Building and Sustaining Quality
in Testing Times. Routledge, 2014.
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long-term career sustainability by recognizing these challenges and providing tar-
geted support and teacher training programs. Therefore, institutions will have the
potential not only to ensure greater teacher retention but also bring greater quality
of education by investing young teachers, thus laying the foundation of the next
generation of educators, who are capable, resilient, and prepared to inspire their
students.

References

ALSUP, Janet: Teacher identity discourses: Negotiating personal and profes-
sional spaces, Lawrence Erlbaum Associates. Mahwah, NJ, 2006.

BORG, Simon: Teacher cognition and language education: Research and prac-
tice. Continuum, 2006.

DARLING-HAMMOND, Linda—RICHARDSON, Nikole: Teacher learning: What
matters? Educational Leadership, 2009/5. 46—53.

DAY, Christopher—GU, Qing: Resilient teachers, resilient schools: Building and
sustaining quality in testing times. Routledge, London, 2007.

DAY, Christopher—GU, Qing: Resilient Teachers, Resilient Schools: Building and
Sustaining Quality in Testing Times. Routledge, 2014.

DWECK, Carol S.: Mindset: The new psychology of success. Random House, New
York, 2006.

EVERTSON, Carolyn M.—WEINSTEIN, Carol S. (Eds.): Handbook of Classroom
Management: Research, Practice, and Contemporary Issues. Routledge,
Mahwah, NJ, 2006.

FARRELL, Thomas S. C.: The practice of reflective teaching in second language
teaching. TESOL Press, Alexandria, VA, 2016.

FARRELL, Thomas S. C.: TESOL, a Profession That Eats Its Young! The Im-
portance of Reflective Practice in Language Teacher Education. Iranian
Journal of Language Teaching Research, 2016/3. 97—107.

FEIMAN-NEMSER, Sharon: From preparation to practice: Designing a contin-
uum to strengthen and sustain teaching. Teachers College Record, 2001/6.
1013—1055. DOI: 10.1111/0161-4681.00141

GU, Qing—DAY, Christopher: Challenges to teacher resilience: Conditions count.
British Educational Research Journal, 2013/1. 22—44.

DOI: 10.1080/01411926.2011.623152

HARMER, Jeremy: The practice of English language teaching (5th ed.). Pearson
Education, Harlow, 2015.

HORD, Shirley M.: Professional learning communities: An overview. In: HORD,
Shirley M. (Ed.): Learning together, leading together: Changing schools
through professional learning communities. Teachers College Press, New
York, 2004. 5—14.

HUDSON, Peter: Mentoring as professional development: ‘Growth for both’
mentor and mentee = Professional Development in Education, 2012/38(5),
771—783. DOI: 10.1080/19415257.2012.749415

GARTON, Sue—RICHARDS, Jack C.: Professional Encounters in TESOL: Dis-
courses of Teachers in Teaching. Palgrave Macmillan, 2018.

GRAVES, Kathleen: Designing language courses: A guide for teachers. Heinle &
Heinle, 2000.

104


https://doi.org/10.55072/DN.2024.4.97
https://doi.org/10.55072/DN.2024.4.97
https://doi.org/10.1111/0161-4681.00141
https://doi.org/10.1080/01411926.2011.623152
https://doi.org/10.1080/19415257.2012.749415

'S NOSTER XIL évf. 2024/4. sz.
DOI: 10.55072/DN.2024.4.97

GUSKEY, Thomas R.: Professional Development and Teacher Change. Teachers
and Teaching: Theory and Practice, 2002/3—4. 381—391.

DOI: 10.1080/135406002100000512

INGERSOLL, Richard M.—STRONG, Michael: The impact of induction and men-
toring programs for beginning teachers: A critical review of the research.
Review of Educational Research, 2011/2. 201—233.
DOI:10.3102/0034654311403323

JENNINGS, Patricia A.—GREENBERG, Mark T.: The Prosocial Classroom:
Teacher Social and Emotional Competence in Relation to Student and Class-
room Outcomes. Review of Educational Research, 2009/1. 491—525.

DOI: 10.3102/003465430832569

JOHNSON, Karen E.: Second language teacher education: A sociocultural per-
spective. Routledge, New York, 2020.

JOHNSON, Karen E.—GOLOMBEK, Paula R.: Mindful L2 teacher education: A
sociocultural perspective on cultivating teachers’ professional development.
Routledge, 2016.

LARRIVEE, Barbara: Transforming teaching practice: Becoming the critically
reflective teacher. Reflective Practice, 2000/3. 293—307.

DOI: 10.1080/713693162

LITTLE, Judith W.: The Persistence of Privacy: Autonomy and Initiative in
Teachers’ Professional Relations. Teachers College Record, 1990/4. 509—536.
DOI: 10.1177/016146819009100403

MALDEREZ, Angi—-HOBSON, Andrew J.—TRACEY, Louise—KERR, Louise: Be-
coming a student teacher: Core features of the experience. European Journal
of Teacher Education, 2007/3. 225—248. DOI: 10.1080/02619760701486068

NATION, Paul,-MACALISTER, John: Language Curriculum Design. Routledge,
2010.

RICHARDS, Jack C.—FARRELL, Thomas S. C.: Professional development for
language teachers: Strategies for teacher learning. Cambridge University
Press, Cambridge, 2005.

RICHARDS, Jack C.,—FARRELL, Thomas S. C.: Practice Teaching: A Reflective
Approach. Cambridge University Press, 2011.

SCHON, Donald A.: The reflective practitioner: How professionals think in ac-
tion. Basic Books, New York, 1983.

STOLL, Louise—-BOLAM, Ray—McMAHON, Agnes—WALLACE, Michelle—
THOMAS, Sally: Professional learning communities: A review of the litera-
ture. Journal of Educational Change, 2006/4. 221—258.

DOI: 10.1007/s10833-006-0001-8

TRUST, Torrey, KRUTKA, Daniel G. — CARPENTER, Jeffrey P.: “Together we are
better”: Professional learning networks for teachers = Computers & Educa-
tion, 2016/102. 15—34.

DOI: 10.1016/j.compedu.2016.06.007

TSCHANNEN-MORAN, Megan—HOQOY, Anita Woolfolk: Teacher efficacy: Cap-
turing an elusive construct. Teaching and Teacher Education, 2001/17. 783—
805. DOI: 10.1016/S0742-051X(01)00036-1

VEENMAN, Simon: Perceived problems of beginning teachers. Review of Edu-
cational Research, 1984/2. 143—178.

DOTI: https://doi.org/10.2307/1170301

105


https://doi.org/10.55072/DN.2024.4.97
https://doi.org/10.55072/DN.2024.4.97
https://doi.org/10.1080/135406002100000512
http://dx.doi.org/10.3102/0034654311403323
https://doi.org/10.3102/0034654308325693
http://dx.doi.org/10.1080/713693162
http://dx.doi.org/10.1177/016146819009100403
https://doi.org/10.1080/02619760701486068
http://dx.doi.org/10.1007/s10833-006-0001-8
https://doi.org/10.1016/j.compedu.2016.06.007
http://dx.doi.org/10.1016/S0742-051X(01)00036-1

OSTER XIL évf. 2024/4. sz.
DOI: 10.55072/DN.2024.4.97

WANG, Jian—ODELL, Sandra J.: Mentored learning to teach according to stand-
ards-based reform: A critical review. Review of Educational Research,
2002/3. 481—-546. DOI: 10.3102/003465430720034

WENGER, Etienne: Communities of practice: Learning, meaning, and identity,
Cambridge University Press, Cambridge, 1998.

ZEICHNER, Kenneth M., LISTON, Daniel P.: Reflective Teaching: An Introduc-
tion. Lawrence Erlbaum Associates, Mahwah, NJ, 1996.

Abstract

AKEZDO NYELVTANAROK TAPASZTALATAI ES KIHIVASAI A TANITAS
ELSO EVEIBEN

Ez a cikk a kezd8 nyelvtanaroknak a szakmaban t6lt6tt els6 éveik soran szerzett
tapasztalatairdl szo6l6 legijabb kutatasokat vizsgalja. A tanulmany ravilagit a f6
kihivasokra, amelyekkel e tanaroknak szembe kell nézniiik, beleértve az osztaly-
termi iranyitast, az oratervezést és a szakmai identitas kialakulasat. Ezen ttlme-
néen foglalkozik a kezdd tanarokat segit6 strukturalis és intézményi tAmogatasi
rendszerekkel is. A szakirodalom 4ttekintésével a cikk hangstilyozza a mentorélas,
a kortarsakkal val6 egylittm(ik6dés és a szakmai fejlédés fontossagat, mint a kezdd
tanarok fejl6dését és megtartasat segité kulesfontossagii mechanizmusokat. Az
eredmények azt mutatjak, hogy bar a kezdd tanarok kiilonbo6z6 jelentds kihiva-
sokkal szembesiilnek, a hatékony tamogatasi rendszerek 1étfontossagu szerepet
jatszanak a rugalmassig és a hosszi tava siker el6mozditasdban tanari pélya-
futasuk soran.

Kulcsszavak: kezdé tanarok, nyelvoktatas, mentordlas, szakmai fejlédés,
osztalyterem-menedzsment, tanari rugalmassag, tanari reziliencia.
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Kudek Mirosevi¢, Jasna

THE SIGNIFICANCE OF DIGITAL EDUCATIONAL CONTENTS
IN WORKING WITH STUDENTS WITH DISABILITIES FROM
THE TEACHER’S PERSPECTIVE

Introduction

Inclusive education within the framework of Universal Design for Learning prepares
students for the challenges and opportunities awaiting them in the 21st century.
Through a differentiated approach to teaching, the aim is to create an inclusive
learning environment where every student can succeed and progress according to
their abilities and capacities. For students to be successful and motivated in class,
traditional methods of learning and teaching — solely relying on lectures by teachers,
textbooks, and other supporting written assignments — are insufficient to adequately
motivate and engage students or prepare them for the evolving and future world.:

The Recommendation of the European Parliament and of the Council on Key
Competences for Lifelong Learning identifies eight fundamental competences
crucial for lifelong learning: communication in the mother tongue, communication
in foreign languages, mathematical competence and basic competences in science
and technology, learning to learn, social and civic competences, cultural awareness
and expression, and digital competence. To develop communication, critical thin-
king, and problem-solving skills, students’ digital competences focus on the ability to
use information and communication technology (hereafter ICT) safely and critically
in their personal and social lives, as well as in communication.2

The European Framework for Digitally Competent Educational Organizations
(DigCompOrg) identifies the key elements of digitally competent educational
institutions and emphasizes the importance of adapting to the specific needs of each
educational context.3 According to the DigCompOrg framework for digitally mature
educational institutions, the adoption and integration of ICT into school systems are
considered an educational innovation, entailing changes in three core dimensions:
pedagogical, technological, and organizational. This includes the level and quality of
ICT application in teaching and learning, the digital maturity of educational staff and
students, awareness of the benefits and various levels of ICT use, planning and

t Timothy W SIMPSON—-Christopher B WILLIAMS—Michael HRIPKO: Preparing industry for additive
manufacturing and its applications: Summary & recommendations from a National Science
Foundation workshop. Additive manufacturing, 2017/13. 166—178.

2 European Commission. “Directorate-General for Education, Youth, Sport and Culture”. Key
competences for lifelong learning. Publications Office, 2019.

3 Panagiotis KAMPYLIS—Yves PUNIE-Jim DEVINE: Promoting Effective Digital-Age Learning — A
European Framework for Digitally-Competent Educational Organisations. EUR 27599 EN,
Publications Office of the European Union, Luxembourg, 2015.
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achieving educational goals, and designing student-centred lessons. Digital learning
has proven to be a sustainable approach in education, enabling students to learn in
an innovative and comprehensive way.45

Learning how to use technology in education prepares students for future life
and work, where technology will play a significant role. Therefore, e-learning skills
are of great importance. There are many definitions of e-learning. E-learning, or
electronic learning (hereafter referred to as e-learning), is a type of learning that
utilizes any form of computer technology and electronic media to enhance the quality
of learning. E-learning is an interactive relationship between teachers and students
supported by the use of various technologies, and it can also be a self-directed lear-
ning process. E-learning is part of the e-Europe initiative and action plan.6 Some key
elements for developing basic information and communication skills and competen-
cies include assessing, storing, creating, presenting, and sharing information.”

Within the framework of e-learning, digital educational contents refer to
materials designed for use in education, teaching, and learning. These contents are
developed with modern educational design that focuses on selecting technologies that
combine complex media, utilizing the features of multiple technologies to create
effective tools.8 They are categorized as e-contents, as they can take the form of
interactive video lessons that cover educational topics using a correlation-integrative
approach. Interactivity is the main advantage of e-learning in general, as it enables
students to interact with the contents, teachers, and fellow students.9 Digital
educational contents can be used both online and offline, on mobile and desktop
devices. It fosters active learning in an innovative, effective, motivating, and
personalized manner, especially for students who find it easier to follow the curri-
culum in this way. These materials are prepared for teachers to use in the classroom
and for students to engage in e-learning innovatively, including self-assessment,
independent study, homework, and classroom activities.’® Digital educational
contents come in various forms and features. Tools like simulation software can be
adapted to the time a student needs to absorb and understand the material. These

4 José BIDARRA-Ellen RUSMAN: Towards a pedagogical model for science education: Bridging
educational contexts through a blended learning approach. Open Learning: The Journal of Open,
Distance and E-Learning, 2017/1. 6—20.

5 Chrysi RAPANTA-Luca BOTTURI-Peter GOODYEAR-Lourdes GUARDIA-Marguerite KOOLE:
Balancing technology, pedagogy and the new normal: Post-pandemic challenges for higher education.
Postdigital Science & Education, 2021/3. 715-742.

6 Irena VUKSANOVIC: Moguénosti za e-ucenje u hrvatskom obrazovnom sustavu. Napredak, 2009/3—4.
451—466.

7 Recommendation of the European Parliament and of the Council on key competences for lifelong
learning. 18 December 2006./962./EC.

8 Matt BOWER: Affordance analysis — Matching learning tasks with learning technologies. Educational
Media International, 2008/1. 3—15.

9 Josip MIHALJEVIC: E-ucenje i hrvatski jezik. Hrvatski jezik, 2016/3. 24—27.

10 Nina BEGICEVIC REPEPI-Igor BALABAN-Marina KLACMER CALOPA-Bojan ZUGEC: Okvir za
digitalnu zrelost osnovnih i srednjih skola u Republici Hrvatskoj s pripadajuéim instrumentom. Carnet
— Hrvatska akademska i istrazivacka mreza, Zagreb, 2018.
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tools can slow down the reproduction process and allow active student participation.
Therefore, digital educational contents are highly significant in online learning.1

In the context of using digital educational content and technology, some
studies examine the importance of creative thinking in the digital educational
environment and its connection to other cognitive skills, such as logical reasoning
and analytical abilities.'2 These interrelations complement and enrich the educational
process, contributing to the development of complex thinking in students. The use of
digital educational contents in teaching students with disabilities have a significant
positive impact on the quality of learning and educational inclusion. A specific appli-
cation of digital educational contents in teaching might involve an activity where
students create a webpage to present their work (e.g., term papers, homework, or
research projects). Teachers and other students can comment on these works, provi-
ding feedback and guidance. This activity can be individual or conducted in groups
through collaborative learning.

Digital educational contents allow for material adaptation according to the
specific needs of students with disabilities. Teachers can use tools that offer
personalized tasks, customized learning paces, and various formats for presenting
information, making it easier for students with diverse challenges (e.g., dyslexia,
attention disorders, intellectual disabilities, sensory impairments, etc.) to acquire
knowledge. Teachers and students can use these contents comprehensively for entire
subjects and classes or in smaller standalone units or modules. The also support the
planning of differentiated and individualized approaches for students with disa-
bilities. By using digital educational contents, students with disabilities benefit from
access to materials outside the classroom. They can work at their own pace and review
the material as often as needed, reducing pressure and increasing learning autonomy.
The use of digital educational contents provides teachers and students with
disabilities a powerful tool for enhancing learning, adapting materials and activities
to educational needs, and achieving better learning outcomes, making it an essential
resource in inclusive education.

The Purpose of the Research, Aim and Hypothesis

We cannot ignore the fact that children today live in a digital age. Traditional toys,
books, and albums have been replaced by tablets, smartphones and computers. While
we cannot stop this trend, we can harness it for the benefit of current and future
generations. One of the teacher’s roles is to guide children toward positive possibili-
ties and concepts of digital citizenship. Digital educational contents can also be

1 Shieh MENG-DAR-Hsie HSIN-YIN: Study of Influence of Different Models of E-Learning Content
Product Design on Students' Learning Motivation and Effectiveness. Frontiers in Psychology, 2021/12.
1—4.

12 Alina MOTUKEEVA-Ainura AZHIBAEVA—-Daniar KULBACHAEV-Zhyldyz ABDYRAKUNOVA- Maksatbek
TOLOEV: Formation of creative thinking among students in the digital educational environment. E-
Learning and Digital Media, 2024.
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created in digital formats, utilizing the educational needs of students to express
themselves and learn in the virtual world, thus merging all the positive aspects of
digital technology usage.

In the Republic of Croatia, as part of the e-Schools program, Comprehensive
Informatization of School Business and Teaching Processes for the Creation of
Digitally Mature Schools for the 21st Century, digital educational contents were
developed, representing a significant step forward and innovation at the time of its
creation.3 These materials are tailored to the Croatian educational system and are
based on subject curricula. They emphasize interactivity, multimedia, accessibility,
and adaptability for students with special educational needs. The interaction between
digital educational contents and students positively influences their motivation to
learn. Since students with disabilities have diverse educational needs and learning
styles, digital educational contents can include audio materials, video content,
interactive simulations, images, and text, enabling multiple modes of presenting
information. For example, a student with reading difficulties can use audiobooks,
while visual learners benefit from graphical representations. Simple images, anima-
tions, text, and language in digital educational content can enhance students’
attention and motivation to learn, allowing them to build upon prior knowledge.s

Modernizing and making teaching content accessible is crucial for assessing
the digital maturity of schools, monitoring the potential progress of inclusive
education, and ensuring effective use of ICT. Digital educational contents provide
teachers and students with disabilities a powerful tool for improving learning and
achieving better educational outcomes, making it an essential resource in inclusive
education. Computer-supported approaches and content in teaching offer students
an adaptable learning platform. For example, students with intellectual disabilities
can experience real-life scenarios through interactions in simulated settings.
Students with dyslexia and dysgraphia benefit from text tailored for readability,
enabling greater societal inclusion.

The use of digital educational contents in teaching involve planning and
selecting materials appropriate for the context of the subject and activities, aiming to
maximize student engagement and independence. Challenges in using these tools
include the need for a reliable internet connection. In such cases, it is often most
practical for teachers to create their digital content or adapt pre-existing materials to
suit their specific context and teaching activities.

During student evaluation, it is essential to combine simple online tests with
more complex forms of assessment while maintaining continuous feedback on
student progress. The way students independently use digital content to support their

13 Carnet ,e-Skole®“: Razvoj sustava digitalno zrelih $kola (II. faza). 2019.

14 Ozden DEMIRKAN: Pre-Service Teachers’ Views about Digital Teaching Materials. Educational Policy
Analysis and Strategic Research, 2019/1. 40-60.

15 Shieh MENG-DAR-Hsie HSIN-YIN: Study of Influence of Different Models of E-Learning Content
Product Design on Students' Learning Motivation and Effectiveness. Frontiers in Psychology, 2021/12.
1—4.
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learning enhances the learning process and reflects their level of digital maturity. For
instance, just as a portfolio represents a collection of work accumulated over time to
showcase progress, development, and achievements, its application in teaching offers
teachers a method for ongoing monitoring and evaluation of student outcomes.
Portfolios also help students become more aware of their work and progress in a
specific area. Creating portfolios and digital contents requires systematic and
consistent work from teachers, as it reflects the chronological development and
progress of students. Accessibility can be a challenge, as some tools include features
that are not free, limiting their full use. Additionally, some tools are complex and
require additional skills for effective use.®

In line with these points and the conducted research, this paper focuses on
teachers’ opinions about e-learning and the use of e-content or digital educational
materials. Accordingly, the goal of this paper is to examine the extent to which
teachers consider digital educational contents significant in the teaching and learning
process for students with disabilities.

The hypothesis is that there is a statistically significant difference in the
opinions of class and subject teachers regarding the importance of applying digital
educational contents in the teaching and learning process for students with
disabilities, as well as a correlation with years of their work experience.

Methods

The research was conducted in regular primary schools in the Republic of Croatia on
a sample of 183 teachers from first to eighth grade (class teachers: 59.56% and subject
teachers: 40.44%). The majority of participants (29%) have up to five years of work
experience, while the smallest proportion (7.7%) have between 26 and 30 years of
experience. Additionally, 13.7% of participants have 6 to 10 years of experience, 10.9%
have 11 to 15 years, 15.8% have 16 to 20 years, 10.9% have 21 to 25 years, and 12%
have more than 30 years of work experience.

For the purpose of the research, a questionnaire was developed to gather
teachers’ opinions on the importance of applying digital educational contents in
teaching students with disabilities. The first part of the questionnaire collects
demographic data about the participants (gender, position—class or subject teacher,
years of work experience). The second part focuses on statements related to the use
of digital educational contents in teaching and its application in working with
students with disabilities. For this study, eight variables were selected that reflect
teachers’ opinions on the importance of using digital educational contents with
students with disabilities. For each statement, teachers rated their level of agreement
on a Likert scale (1—strongly disagree, 2—disagree, 3—agree, 4—strongly agree). The

16 Ozden DEMIRKAN: Pre-Service Teachers’ Views about Digital Teaching Materials. Educational Policy
Analysis and Strategic Research, 2019/1. 40—60.
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statements addressed topics such as the use of digital educational contents, its
perceived impact on facilitating teacher-student communication, whether its use
increases the engagement and motivation of students with disabilities, and whether
it encourages students to actively participate in the learning process instead of
remaining passive observers. The selected variables also examine monitoring and
evaluating improvements in teaching quality. Digital educational contents were also
identified as a tool for adapting to different learning styles, which can enhance the
achievement of educational goals and outcomes and simplify the handling of large
volumes of relevant information.

Before the research was conducted, teachers were informed about the purpose
of the study, their guaranteed autonomy, and their right to skip questions or
withdraw from completing the questionnaire at any time. They were also asked to
complete the questionnaire in the context of researching inclusive practices.
Therefore, all ethical principles of research conduct were upheld.

In addition to descriptive statistics (mean, standard deviation, minimum,
maximum) (Table 1), a t-test was used to calculate statistically significant differences
in the opinions of class and subject teachers regarding the importance of using digital
educational contents in the teaching and learning process for students with
disabilities. Additionally, Spearman's rank correlation coefficient was employed to
examine statistically significant correlations between teachers’ years of work
experience and their opinions on the statements.

Results and Discussion

Variables Mean Standard
The significance of applying digital educational content for Deviation
students with disabilities lies in:

Enabling them to progress at the same pace as their peers 2.80 0.869
Improving task performance in class 3.13 0.799
Serving as support during lessons 3.59 0.603
Providing an alternative for interaction between students and teachers 2.92 0.864
Increasing students' motivation to work 3.40 0.770
Achieving greater creativity 2.79 0.814
Offering opportunities to create individualized and customized content 3.19 0.790
Acquiring new competencies, especially in the field of ICT 3.27 0.825
Total — minimum 2.79

Total — maximum 3.59

Descriptive values (Table 1)

The results show that the average score on the Likert scale is 3, meaning agree.
Teachers most frequently selected their agreement with statements on the scale of
agree and strongly agree, indicating an overall positive attitude among participants
regarding the importance of using digital educational contents in the teaching and
learning process for students with disabilities. The results show the lowest values in
the variables related to achieving greater creativity and enabling students to progress
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at the same rate as their peers. Teachers also consider the importance of digital
educational contents most in terms of their use as support during lessons and in
increasing student motivation, as indicated by the mean values.

To find statistically significant differences in teachers’ views on the importance
of applying digital educational contents in the teaching and learning process for
students with disabilities, a t-test was used. The results from the t-test show that there
are no statistically significant differences in teachers’ views on the importance of
using digital educational content in this process. Since the results show that class and
subject teachers perceive the importance of digital educational contents equally in the
teaching and learning process for students with disabilities.

To find the correlation between teachers’ views on the importance of applying
digital educational contents in the teaching and learning process for students with
disabilities and their years of experience, Spearman’s rank correlation coefficient
revealed a statistically significant correlation (p=-0.267). Specifically, the results
show that teachers with more years of experience consider the application of digital
educational contents less important in the teaching and learning process for students
with disabilities than teachers with fewer years of experience. Teachers with less work
experience have more positive views on the importance of digital educational
contents in the teaching and learning process for students with disabilities. According
to the overall results, it can be concluded that the hypothesis, suggesting a statistically
significant difference in the views of class and subject teachers on the importance of
applying digital educational contents in the teaching and learning process for
students with disabilities, as well as its correlation with years of experience, is
partially supported. It can be concluded that younger teachers, with fewer years of
experience, perceive digital educational contents as more important in enabling
students with disabilities to participate equally in the educational process with other
students.

Since digital educational contents and tools allow teachers to monitor student
progress, for example through quizzes, tasks of varying difficulty, and data analysis,
they provide more detailed insights into the educational needs of students with
disabilities. This allows teachers to adapt their teaching methods and support. This is
particularly important for students with disabilities as it helps them develop self-
confidence and a sense of accomplishment. In virtual environments, it is easier to
organize collaborative activities, and students with disabilities can participate
without fear of stigmatization or isolation. Furthermore, many digital educational
contents and tools offer features that facilitate access for students with disabilities,
such as font enlargement, colour adjustments, text-to-speech functions, subtitles, or
customized interfaces for students with motor disabilities, enabling a higher quality
of the inclusive learning and teaching process.
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Conclusion

Since one of the most important features of digital educational contents is placing the
student at the centre of the learning process, which represents a step towards lifelong
learning, the goal of this paper was to examine to what extent teachers consider digital
educational contents significant in the teaching and learning process for students
with disabilities. The results showed that class and subject teachers equally perceive
the importance of applying digital educational contents in the teaching and learning
process for students with disabilities. Additionally, teachers with more years of work
experience consider the application of digital educational content less important in
the teaching and learning process for students with disabilities than teachers with
fewer years of experience.

Due to the rapid development and increasing importance of information and
communication technologies in education, the advantages of analysing the results of
this study are evident through the potential, which is one of the main catalysts for
quality education in line with the vision and strategic guidelines for the development
of the school system. These results must also be considered with caution, as,
alongside part of the analysis of the research, which this paper addresses, there is also
a small sample size. The paper emphasizes the need for systematic and regular
planning, preparation, and use of the latest technology in learning and teaching,
adequate infrastructure and computer equipment in all schools in Croatia, as well as
the need for the development of digital educational contents and e-learning,
alongside professional development programs for teachers’ digital competencies.
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Abszrakt

A DIGITALIS OKTATASI TARTALOM JELENTOSEGE A FOGYATEKKAL
ELO TANULOKKAL VALO MUNKABAN A TANAROK SZEMSZOGEBOL

A digitalis oktatasi tartalom célja, hogy tdmogassa a tanarokat az oktatasban, és
elGsegitse a tanulok aktiv tanulasat innovativ, hatékony, motivalo és személyre
szabott m6don. Mivel a digitalis médian keresztiili tanulés lehetévé teszi a fogyaték-
kal é16 tanulok szadmaéra, hogy fejlesszék a modern vildgban nélkiil6zhetetlen készség-
eiket és kompetenciaikat, mikozben az adaptalt és egyénre szabott tanitasi megkozeli-
tések révén kovetik a tantervi tantargyakat, a kutatas célja annak vizsgalata, hogy a
tanarok milyen mértékben tartjak jelent6snek a digitalis oktatasi tartalmat a fogya-
tékkal €16 tanulok oktatési és tanulési folyamataban. Az eredmények azt mutatjak,
hogy a tanarok pozitiv véleménnyel vannak a digitalis oktatési tartalomnak a fogya-
tékkal é16 tanuldkkal val6 munkaban torténd alkalmazisarol. Kiilondsen a fiatalabb
tanarok helyeznek nagyobb hangsulyt a digitalis oktatasi tartalomra, mint azok, akik
hosszabb tanari tapasztalattal rendelkeznek. Az eredmények ramutatnak a tanarok
altal a digitalis oktatasi tartalomnak tulajdonitott jelentGségre, amely lehet6vé teszi a
fogyatékkal €16 tanulok szdmara, hogy egyenl6bb mddon vegyenek részt az oktatasi
folyamatban tarsaikkal, valamint arra, hogy ez milyen szerepet jatszik a modern
vilagban nélkiilézhetetlen készségek és kompetenciak fejlesztésében.

Kulesszavak: digitalis oktatasi tartalom, egyénre szabott tanitdsi
megkozelités, fogyatékkal él6 tanuldk, tanarok.
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Kuhari¢, Darija

MEDIA LITERACY FOR PRESCHOOLERS:
ENGAGING WORKSHOPS AND PARENTAL
INVOLVEMENT

Nowadays, preschool children are growing up in a world where media are present
at every turn—television, computer games, applications on smart devices, and
other digital platforms. Although technology has become an integral part of daily
life, young children do not yet have well-developed skills for critical thinking and
understanding media content. This can influence their emotional, social, and
cognitive development.

Parents play a crucial role in guiding their children’s first encounters with
media. Their involvement in fostering healthy media habits, setting boundaries,
and engaging in discussions about content is essential in helping children develop
a critical and balanced approach to media consumption. However, many parents
feel unprepared to navigate the digital landscape alongside their children, high-
lighting the need for accessible education and support in media literacy.

On the other hand, educators, who play a key role in shaping children’s
habits, often lack the tools and professional guidelines to teach children and
parents about responsible media use. One reason for this is the rapid develop-
ment of technology, which research sometimes struggles to keep up with.

Theoretical Framework

Recent Scientific and Professional Literature on Media Literacy in Late
Preschool Education

In their recent article, the Slovenian authors Golob, Makarovi¢ and Rek point out
that “digital media have become a regular part of children’s everyday lives. Even
babies are often confronted with digital media for longer periods of time every
day, although paediatricians and psychologists strongly discourage the use of
such media by children under two years of age.“! In this context, they further
expand on the notion that, during the early years of a child’s development,
parents play a pivotal role in guiding and educating children on the responsible
use of digital media, as well as in mitigating the potential harm caused by
excessive screen exposure or inappropriate media content.2 Moreover, parents
profoundly shape a child’s understanding and engagement with digital media
through direct examples, discussions, and shared experiences. As primary role

1Tea GOLOB-Matej MAKAROVIC-Mateja REK: Parents’ meta-reflexivity benefits media education

of children. Comunicar, 2023/76. 96. https://files.eric.ed.gov/fulltext/EJ1394971.pdf [19.02.2025.]
2 William G. CHRIST-Belinha S. DE ABREU (ed.): Media literacy in a disruptive media environ-

ment. Routledge, New York, 2020. 1—338.; Dafna LEMISH: Children and media: A global perspec-
tive. Polity Press, Cambridge, 2015. 1-304.
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models, they serve as figures whom children naturally observe and emulate.3
Although the authors stress that “the process of media education is become a
challenging and ever-changing task for parents to achieve,“4 the role of early
childhood educators in preschool education must not be overlooked under any
circumstances.

In recent years, numerous significant scientific and professional papers
on media literacy in late preschool education have been published. These studies
provide additional insights and global perspectives on media literacy for
preschool-aged children. For example, in 2021, the Erikson Institute published a
comprehensive report on ,Media Literacy in Early Childhood.“s This report,
developed in partnership with several national associations, provides an updated
definition of media literacy in early childhood and explains developmentally
appropriate media literacy education for children under age 8. The report is
based on the importance of co-viewing and co-engagement with media for infants
and toddlers, the role of interactive features in supporting young children's
learning from screen media, and the last, but not least, the significance of
contingent responses from devices for children under 3 years old.

A 2024 study conducted by a group of Thai scientists investigated digital
media consumption patterns and their impact on preschool children’s develop-
ment. The research, which included 97 parent-child pairs, found that most parents
use digital media for one to three hours per day. Additionally, there was no
significant difference in media usage between children with typical development
and those with developmental delays. The findings emphasized the critical role of
parental media literacy in supporting children with developmental challenges,
highlighting the need for informed and mindful media use within families.®

A 2024 report on media literacy education in the United States
underscored several key findings. It highlighted the growing recognition of media
literacy as a vital life skill and emphasized the need for more extensive training
and professional development opportunities for educators. Notably, when asked
about their sources of training in media literacy education, 77% of educators
identified ,self-taught“ as their primary method of learning, indicating a signi-
ficant gap in formal training programs.”

Although the importance of education for the media and the use of ICT8
has already been socially recognized, it is only in the years that international
organizations have highlighted the importance of media education and the use of

3 Mateja REK—Andrej KOVACIC: Media and Preschool Children: The Role of Parents as Role Models
and Educators. Medijske studije, 2018/18. 27—43.

41bid. 96.

5 Jenna HERDZINA—-Alexis R. LAURICELLA: Media Literacy in Early Childhood: Report Frame-
work, Child Development Guidelines, and Tips for Implementation, TEC Center, Chicago, 2020.
www.erikson.edu/wp-content/uploads/2021/06 /TEC-MediaLiteracy-Report.pdf [19/02/2025]

6 Kannika PERMPOONPUTTANA-Jongkon DOUNGSRI-Sarun KUNWITTAYA-Thirata KHAMNONG—
Nonthasruang KLEEBPUNG: Digital media consumption patterns and development of preschool
children: Developing a manual to enhance media literacy in parents of children facing
developmental challenges. Natural and Life Sciences Communications, 2024/3.

7 National Association for Media Literacy Education. Snapshot 2024: The State of Media Literacy
Education in the U.S, 21, https://namle.org/state-of-media-literacy-report-2024/ [19/02/2025]

8 Information and Communication Technology
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ICT for the development of young children between the ages of 3 and 6 years. The
European Union has recognized the responsibilities of governments and interna-
tional entities in improving the quality of ECE9 and enhancing children’s
outcomes, which includes the development of media literacy at ECE, and the
accompaniment of teachers trained to help children deal with their experiences
in the media.t

Croatia is also following this path, significantly contributing to the estab-
lished guidelines by publishing a handbook on media education in preschools. The
handbook, Media and Preschool Children, published by the Society for Communi-
cation and Media Culture in 2021, provides educators with valuable information,
recommendations, and a variety of activity suggestions for working with children
in preschool settings. It consists of eight sections and includes a total of 19
workshop proposals designed for implementation in kindergartens. To support
educators in teaching children how to distinguish between positive and harmful
media content and to use media safely and responsibly, the handbook highlights
key aspects of educational content for preschoolers, the role of parents in media
education, and strategies to help children become active media users who engage
with media in a meaningful way. It also provides guidance on what to consider
when it comes to cartoons and video games, how to assist children in navigating
the virtual world and smart technology, ways to prevent media addiction, and how
marketing specifically targets young audiences. The workshop proposals featured
in the handbook offer creative ideas for introducing various media literacy topics
in an age-appropriate manner. Through play, engaging examples, and, most im-
portantly, open discussions, educators can help children explore media and learn
how to use it safely and effectively.

Bridging the Gap: The Need for Media Literacy in Early Childhood

“Raising and educating children is a shared responsibility. The more effort we
invest in media education during their early years, the sooner we will cultivate
generations of responsible and discerning media users who engage with and
evaluate media content critically in the increasingly media-saturated world we all
inhabit today.“12

By the end of 2023, the Croatian Council for Electronic Media3 has
announced a Public Call for Co-Financing Projects on the Promotion of Media

9 Early Childhood Education

10 Catarina L. ARAUJO—-Cecilia AGUIAR-Ligia MONTEIRO: Media literacy in early education:
European policies and curricular differentiation. Educational Media International, 2023/3—4. 243.

u Lana CIBOCI PERSA—-Igor KANIZAJ—Danijel LABAS: Mediji i i d]eca predskolske dobi: Priruc¢nik
za odgojitelje u dje¢jim vrti¢ima. Drustvo za komunikacijsku i medijsku kulturu, Zagreb, 2021.

https://djecamedija.or: content/uploads/2021/09/prirucnik za odgojitelje u djecjim vrtic
ima_e-izdanjes-2.pdf [19/02/2025]
12 Thid. 4.

13 The Agency for Electronic Media (AEM) is an independent regulatory body that promotes public
interest and media pluralism, justifies public trust through professional and transparent activities,
encourages media literacy, creates conditions for the production of quality Croatian audiovisual
content and ensures equal conditions for media development and media freedom.
https://www.aem.hr/en/ [10/11/2024]
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Literacy for 2024. This annually published call for proposals aims to support
projects that enhance media literacy, recognizing its growing importance in
today’s digital landscape. By providing financial assistance, the Council seeks to
encourage innovative educational programs, research, and activities that help
individuals — especially young audiences — develop critical thinking skills and a
responsible approach to media consumption. This call represents a continued
commitment to fostering media literacy as a key component of informed and
engaged citizenship.

In this context, the project Little Media Explorers was designed to
address these challenges with the aim to improve media literacy among preschool
children. It was submitted to the competition, which resulted by the approval of
the project documentation. Consequently, the funding in the amount of 1,250
euros was granted.4

Little Media Explorers Project:
Educating Young Children About Media

The primary objective of the project was to enhance critical thinking skills in
preschoolers regarding media content. It encouraged not only discussion sand
creativity, but also parental and teacher involvement to create a comprehensive
media literacy environment. Children, parents, and educators participated in a
shared exploration of media through workshops, creative activities, and hands-
on experiences.

It was carried out in collaboration with the Osijek Kindergarten,
specifically two local kindergartens, Nevi¢ica and Vedri Dani (Picture 1). The
implementation of the project took place during Media Literacy Month (April
2024) across five groups. The project involved around 100 preschool children, a
relatively equal distribution of girls and boys, from five older and mixed-age
kindergarten groups. A substantial and equally important contribution to the
project was provided by HRT Radio Osijek and its staff, whose support played a
key role in its successful execution. In addition to the children, educators and
parents actively participated.

Workshop for Children Super Spy Detectives

The workshop Super Spy Detectives consisted of interactive sessions designed for
five preschool groups, incorporating diverse activities that stimulate engagement.
Children participated in discussions, play-based learning (guessing game), and
creative expression (drawing), all aimed at fostering an understanding of media
exposure and its influences. Playful learning strategies were integrated into each

14 The Faculty of Education served as the project holder, with Darija Kuhari¢, PhD, assistant profes-
sor, as the project coordinator.

15 The kindergartens of the City of Osijek have been part of the Center for Preschool Education since
1974. The network of kindergartens has expanded over the years and today it consists of 26
kindergartens and nurseries. Nearly 2,900 children attend the kindergartens and nurseries of the
Osijek Kindergarten. https://vrticiosijek.hr/ [10/11/2024]
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step, allowing children to gain insights while having fun. In this way, preschoolers
were engagaged in critical analyses of advertise-ments and media content.
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projekl FOOZ0S-a i Agencije projekl FOO20S-a i Agendije
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Posters announcing the workshops in both kindergartens (Picture 1.)

Step 1. The first part of the workshop began with a warm-up discussion
about the media the children are familiar with and use, as well as the advertise-
ments that appear during their media consumption.

Step 2. The young participants were engaged in an interactive presen-
tation designed in Canva (Picture 2), during which they identified and analyzed
the advertisements presented through video clips.1¢

Preschoolers from Nevicica kindergarten during the workshop (Picture 2.)

16 The selection of advertisements was not random but was carefully designed to integrate this
segment into the preschool education curriculum. Advertisements were for food products that
contain high amounts of sugar, which led to a discussion about the harmful effects of sugar and the
importance of maintaining good dental hygiene.
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Step 3. In this step, children created their own advertisements using
several techniques (drawing, collage, stickers). Their works demonstrated an
impressive level of creativity and understanding of advertisements (Picture 3).

Advertisements created by the preschoolers (Picture 3.)

Step 4. Experiential learning through visits like HRT Radio Osijek
enriched preschoolers’ understanding of media content. The ‘Super Spy
Detectives’ visited HRT Radio Osijek in May, where they were provided with a
behind-the-scenes look at media production. This visit served as a practical
example of how media is created and disseminated, enhancing their
comprehension of advertisements and media messages. Engaging directly with
media professionals helped preschoolers contextualize information they learn in
workshops (Picture 4). Real-world experiences solidify learning.

Preschoolers visiting HRT Radio Osijek (Picture 4.)

Step 5. The influence on the children’s comprehension was validated
through a subsequent creative assignment. The preschoolers documented their
visit and experiences through exceptionally inventive works (Picture 5).

Step 6. During a small ceremony at their kindergarten, the children were
awarded certificates of participation in the project (Picture 6), earning them the
title of ,,young media researchers and detectives.”
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Step 7. A selection of the collected drawings has been chosen, which,
along with the children’s comments and an additional project commentary, will
make up the picture book Little Media Researchers.

i l : (') MalamedijskaistraZivatica ‘&}%
T DETEKTIVKA

Paula ZuZi¢

uspjeSno je otkelia sve tajne reklama. =

Osijek.22 svibnjo 2024,

Example of the certificate of participation for the preschool childen (Picture 6. )
Workshop for parents and educators

Involving parents in media literacy initiatives is crucial for fostering a compre-
hensive understanding of media among preschoolers. The parent workshop Part-
nership in Media Literacy: Supporting Children in the Digital Society (Picture 7)
was designed to provide insights into media literacy concepts and practical
strategies for engaging with children’s media consumption. It was the session’s
tendency to try to encourage discussion surrounding appropriate media content.

12. lipnja 2024.
u3.30
oV NeviCica

Example of the certificate of participation for the preschool childen (Picture 7. )
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Furthermore, it is crucial to highlight that the workshop was attended by
educators and staff from the respective kindergartens, whose observations and
experiences enriched the discussion and provided valuable insights from their
professional perspective. It was them who made a significant contribution to the
entire project through their presence and active participation. The educators
closely observed the children throughout the workshops, providing support in
comprehending the advertising materials. Furthermore, they participated in a
visit to HRT Radio Osijek to enhance their understanding of the functioning of
modern media.

Key Insights and Conclusions of the Project

The project generated a range of questions and provided important insights. First
of all, children exhibit considerable curiosity and receptiveness to media-related
learning, yet they necessitate expert direction and adult support. Furter, creative
tasks, such as drawing and hands-on experiences, proved to be highly effective in
simplifying complex subjects for younger audiences. Eventually, the collabo-
ration with institutions, including the Osijek Kindergarten and HRT Radio
Osijek, was instrumental in the successful implementation of the project.

The implementation of the Little Media Researchers project proceeded
smoothly thanks to the professionalism and warmth of all those involved. The
children’s smiles, their curiosity, and excitement are the best confirmation of the
success of this project.

The project has inspired us to continue seeking creative ways to educate
children about the media and promote responsible and critical use of technology.
The Little Media Researchers are not just a project but a reminder of how
important it is to invest in the education of the youngest for a better tomorrow.

A Look into the Future

The results of the Little Media Researchers project inspired us to continue the
project. During its implementation, we recognized the artistic talent of a seven-
year-old boy, Dorijan, whose drawings reflected a deeper understanding of media
messages. This discovery led to a collaborative effort between the author, Dorijan,
and his parents, with significant support from the educators. The author wrote
the story, and the young artist created 20 illustrations for the picture book
Zlorekov tajni plan (Adbad’s Secret Plan).’7 This picture book combines enter-
taining and educational content tailored to children.s perception, making it an
ideal tool for fostering critical thinking about the media.

17 Zlorek is a name created by combining the short forms of Croatian words ,zlocest* (bad) and
sreklame® (advertisements). In English, the translation would be Adbad’s Secret Plan. Adbad is a
playful combination of the words ,,ad“ (short for advertisement) and ,bad.“ In both languages, the
name captures the essence of the character, highlighting its connection to problematic or
mischievous advertisements in a fun and memorable way, making it suitable for a children’s book.
The name strikes a balance between creativity and clarity, appealing to young readers while still
conveying its intended meaning.
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As a result, we have chosen to apply for the Croatian Agency for
Electronic Media’s competition once more this year, with the goal of publishing
and using the picture book to promote media literacy among lower elementary
school students in the Osijek area and beyond.
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Absztrakt

MEDIAMUVELTSEG AZ OVODASKORU GYERMEKEK SZAMARA:
VONZO WORKSHOPOK A SZULOk BEVONASAVAL

Ez az iras az 6vodaskoru gyermekek médiamiveltségének oktatisaval kapecso-
latos legtijabb kutatasok és kezdeményezések attekintését mutatja be, a Horvat-
orszagban megvalositott Little Media Explorers projektre 6sszpontositva. A tanul-
many kiemeli a médiamiiveltség novekvd jelentGségét a kisgyermekkori nevelés-
ben, hangstlyozva a sziil6k, a pedagbdgusok és az intézmények szerepét a
kisgyermekek kritikai gondolkodasi készségeinek elémozditdsaban. Az Eszéki
Ovodéval és a HRT Radio Osijekkel egyiittm(ikodésben megvalésitott projekt
keretében a gyermekek, sziil6k és pedagbgusok szaméira szervezett mihely-
foglalkozasok célja a médiatartalmak és a reklamok jobb megértése volt. A legfon-
tosabb eredmények azt mutatjak, hogy az 6vodasok jelentés kivancsisagot és
fogékonysagot mutatnak a médiaval kapcsolatos tanulas irant, de szakért6i Gtmu-
tatasra van sziikségiik. A kreativ feladatok és a gyakorlati tapasztalatok haté-
konynak bizonyultak az Osszetett médiakoncepciok egyszeriisitésében a fiatal
kozonség szamara. A projekt sikere vezetett az Adbad titkos terve (Adbad’s Secret
Plan) cimii képeskonyv kidolgozasahoz, amelynek célja a médiamiiveltség el6-
mozditasa az altalanos iskola alsé tagozatosai korében. Ez a kutatés hozzajarul a
kisgyermekkori médiaképzés egyre boviil§ szakirodalméhoz, és gyakorlati meg-
latasokkal szolgal a médiamiiveltségi programok 6vodai kornyezetben torténd
megvaldsitasdhoz.
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Kovacs Elvira—Papp Zoltan

AZ ALSO TAGOZATOS TANULOK MATEMATIKA
TANULASANAK MOTIVACIOS DIMENZIOI

Bevezetés

A motivaci6 szerepe az oktatasban

A motivaci6 szorosan kapcsolodik azokhoz az inditékokhoz, amelyek az emberi
cselekvéseket iranyitjak, és kulcsszerepet jatszik az élet szamos teriiletén, kiilo-
nosen a tanuldsban. A sz6 eredete a latin movere igébdl szarmazik, amely mozgéast
jelent, és ezzel jol tiikkr6zi a motivacié lényegét: az egyént elére mozdito,
cselekvésre késztetd bels6 erdt. A motivacio régota az emberi tevékenységek, igy
a munka, a tanitas és a tanulas egyik legfontosabb mozgatberejeként ismert.
Kozponti szerepe abban mutatkozik meg, hogy mennyire képes 6sztonozni a
tanuldkat arra, hogy aktivan részt vegyenek a tanulasi folyamatban, elkotelez6d -
jenek az Gj ismeretek elsajatitisa mellett, bGvitsék tudisukat és fejlesszék
képességeiket. A motivacié szintje meghatarozza, hogy a tanulok mennyire
lesznek képesek onalloan és tartdsan fenntartani a tanulas iranti érdeklédést.

Szamos tényezs befolyasolja a motivaciot: a tanulok személyisége, tarsas
és csaladi kornyezetiik, az iskolai kdrnyezet, a siker iranti vagyuk, valamint kiilon-
féle egyéni és kiilsé koriilmények. Eletkoruk, nemiik és iskolai tapasztalataik
szintén jelentGs hatassal vannak a motivacidjukra. E tényez6k koziil az egyik leg-
jelent6sebb a tanulas iranti bels6 elkotelez6dés, amely nagymértékben megha-
tarozza a tanulok iskolai teljesitményét. Az iskolai tanulast timogat6 tényezdk
kozott kiemelt szerepet jatszik a motivacio, amely az eredményesség és a folyama-
tos fejlodés alapjat képezi. A motivacié nemcsak az azonnali eredményekre van
hatéssal, hanem hosszi tdvon is meghatarozza a tanulok hozzaallasat, kitartasat
és a tanulas iranti elkotelezettségét. Az iskolai siker érdekében fontos a tanulok
onbizalmanak és onértékelésének erdsitése is, hiszen ezek szorosan Osszefiig-
genek a motivacioval. Az oktatasi kornyezet mingsége és a tanarok elhivatottsaga
szintén jelentGs szerepet jatszik a tanulok motivaciojanak fenntartasaban és
novelésében. Tehat, a motivacio az eredményesség! és a fejlédés alapjat képezi.2 A
pedagbgusok szamara tehat nemcsak kihivas, hanem kiemelt feladat, hogy megért-
sék és tAmogassak a tanul6k motivacibjat a tanulasi folyamat soran.

t LUNGULOV, Biljana: Motivacija u¢enika u nastavi — pretpostavka uspeha u ucéenju. Pedagoska
stvarnost, 2010/3—4. 294—305. (Tovabbiakban LUNGULOV, 2010); SKAALVIK, Einar M.—FEDERICI,
Roger A.—KLASSEN, Robert M.: Mathematics achievement andself-efficacy: Relations with moti-
vation for mathematics. International Journal of Educational Research, 2015/72. 129-136.
(Tovabbiakban: SKAALVIK-FEDERICI-KLASSEN, 2015.); SZABO-THALMEINER Noémi:
Matematikai eredményességet befolydsolé tényezék. PedActa, 2011/1—2. (Tovabbiakban: SZABO-
THALMEINER, 2011.)

2 MIDDLETON, James A.—SPANIAS, Photini A: Motivation for Achievement in Mathematics:
Findings, Generalizations, and Criticisms of the Research. Journal for Research in Mathematics
Education, 1999/1. 65—88. (Tovabbiakban: MIDDLETON—-SPANIAS, 1999.)
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Tudomanyos értelemben a motivaciot belsé allapotként definialjuk, amely
kivaltja, fenntartja és a cél elérése felé iranyitja az egyén cselekedeteit. Ennek ko-
szonhet6en a motivaci6 alapvet6 szerepet jatszik a tanulasi folyamatban, mivel
befolyasolja, hogy a didkok milyen aktivan vesznek részt a tanulasi feladatokban,
hogyan kiizdik le a felmeriil6 akadalyokat, és mennyire kitartéak céljaik elérése
érdekében.

A pszicholdgidban sokféleképp definidljak a motivaciét. Bakar szerint a
motivaci6é az emberi pszichologia és viselkedés egyik Osszetett teriilete,3 amely
meghatarozza, hogy az egyének milyen feladatokat valasztanak, mennyi energiat
és id6t szannak rajuk, hogyan viszonyulnak érzelmileg és gondolkodasmodjuk
alapjan ezekhez a feladatokhoz, valamint mennyire tartanak ki azok végrehajtasa
soran. Ez a tanulok esetében megmutatkozik abban, hogy milyen tanulasi felada-
tokat részesitenek elényben, mennyi idé6t és er6feszitést fektetnek ezekbe, meny-
nyire kitartéak, és hogyan kiizdenek meg a tanulési folyamat soran felmeril6
akadalyokkal.4 A motivaciot egy olyan belsé allapotként hatarozzuk meg, amely
fenntartja és az egyén viselkedését egy meghatarozott cél elérése felé iranyitja, igy
alapvetd szerepet jatszik a tanulas folyamatiban.s

Bar a motivaci6 fontossagat széles korben elismerik, az egyik legnehezeb-
ben mérhetd tanulési tényezSként tartjak szamon. Ez részben annak készonhet6,
hogy egyénileg eltérd formaban jelenik meg, és kiilonb6z6 belsd és kiils6 tényezbk
osszetett kolcsonhatésa alakitja. Az oktatok és pedagbgusok szaméara ezért nagy
kihivast jelent a motivaci6 fenntartasa és fokozasa,® kiilonosen a mai, folyama-
tosan valtozo6 tanulési kornyezetben. Azonban a motivacié megértése és célzott
fejlesztése kulcsfontossagi az eredményes tanitasi és tanulasi folyamatok megva-
lositasaban.

Az oktatasi gyakorlatban szamos olyan korlat 1étezik, amelyek irrealis elva-
rasokat tAmasztanak azzal kapcsolatban, hogy minden diak minden tantargybol
motivaltan sajatitsa el a tananyagot. Ennek egyik oka, hogy a tantervben megha-
tarozott oktatési tartalmak nem a tanul6k valasztasan alapulnak, hanem az okta-
tasi program el6irasain.

Emellett a pedagbogusoknak sincs lehetGségiik arra, hogy minden egyes
tanul6 egyéni igényeihez igazitsak a tanitasi folyamatot. Ennek eredményeként
el6fordulhat, hogy egyes tanulok unatkoznak, frusztraltak vagy 6sszezavarodnak
az 6rak soran. Mindez gyakran gyenge tanulményi eredményekhez, kudarc-
élményekhez, valamint személyes csalédashoz és olykor nyilvainos megszégyen-
iiléshez vezet. A zavartol valo védekezés érdekében a didkok sokszor csupén a
minimumkovetelmények teljesitésére 6sszpontositanak, ahelyett, hogy a kompe-
tenciak fejlesztésére helyeznék a hangsulyt.”

3 BAKAR, Ramli: The Effect of Learning Motivation on Student’s Productive Competencies in Voca-
tional High School. West Sumatra. International Journal of Asian Social Science, 2014/6. 722—-732.
(Tovabbiakban: BAKAR, 2014)

4 Uo. 3. i i

5 VIZEK VIDOVIC, Vlasta—RIJAVEC, Majda—~VLAHOVIC STETIC, Vesna—MILJKOVIC, Dubravka:
Psihologija obrazovanja. Zagreb: IEP-VERN, 2003.

6 FILGONA, Jacob—SAKIYO, John—-GWANY, D. M.—-OKORONKA, Augustine Ugwumba: Motivation
in Learning. Asian Journal of Education and Social Studies, 2020/4. 16—37. (Tovabbiakban:
FILGONA-SAKIYO-GWANY-OKORONKA, 2020)

7 PAJEVIC, Aleksandra D.-FEHRATOVIC, Mirsen H.: Motivacija i uéenje. Zbornik radova Uéiteljskog
fakulteta Prizren-Leposavié, 2019/13. 169—84
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A didkok 0sztonzése arra, hogy sikeresek legyenek az iskolaban, az oktatéas
egyik legkomolyabb és legosszetettebb kihivasa.8 Ahhoz, hogy a tanulékban
kialakuljon az egész életen at tart6 tanulés iranti elkotelezettség, és fejlesszék
személyes kompetenciaikat, fontos, hogy 0sztonoézziik 6ket céljaik kittizésére és
elérésére. Ezaltal megtanithatjuk szdmukra, hogyan sziikithetik le a szakadékot a
jelenlegi helyzetiik és a jovGbeli céljaik kozott. Akar belsd, akar kiils6 motivacid
hajtja 6ket, az oktatok feladata az, hogy tdmogassak a tanulokat abban, hogy
realis, konkrét és elérhetd célokat tizzenek ki maguk elé. Az eredményesség érde-
kében a pedagbdgusoknak hitelesnek, 6szintének, lelkesnek és tAmogatd szemléle-
tlinek kell lenniiik, mikozben hitet és bizalmat sugaroznak a tanulok képességei
irant, batoritva 6ket arra, hogy elérjék sajat céljaikat.

A tanulok motivaciéjanak novelése a matematikadrak soran

A motivacidt altalaban kiilonbo6z6 tényezbk befolyasoljak, melyeket gyakran két
csoportra osztanak: belsé és kiilsé tényezGkre. Bels6 tényezSk kozé tartozik
példaul az 6nmegvalositas, az elégedettség érzése, vagy a sajat teljesitmény miatti
biiszkeség. Kiilsé tényezdk pedig olyan dolgokat jelenthetnek, mint a pénz,
jutalom, elismerés vagy a magasabb tarsadalmi statusz, amelyet egy jobb
munkahelyi pozici6 biztosithat.? A sikeres nevelG-oktaté munka alapja a motivalt
tanulok jelenléte, amely nagyban mulik azon, hogy a pedagogus milyen nevelési
eszkozoket és munkamodszereket valaszt. A gyermekek motivalasaban kulesfon-
tossagu szerepet jatszik az egyensily megtalalasa a kiils§ és belsG motivacio
kozott. A kiilsé motivacio dicséretekben, jutalmakban és sziikség esetén kovetke-
zetes visszajelzésekben nyilvanul meg, mig a bels§ motivacié a kivancsisag
felkeltésével, az érdekl6dés folyamatos fenntartasaval érhet el.

Motivalt tanulénak tekinthetjiik azt, aki képes a tanulasra 6sszpontositani,
még akkor is, ha nem minden feladatot talal érdekesnek, izgalmasnak vagy
kellemesnek. Azonban komolyan veszi a feladatait, és elkotelezetten dolgozik
rajtuk. Emellett a tanulok motivacidjat novelheti a rendszeres visszajelzés és az
elért eredmények elismerése is. Az 6sztonzd tanari megkozelités és a pozitiv tani-
lasi kornyezet kulcsfontossagu a tanulok folyamatos fejlédéséhez. A jol struktu-
ralt tanitasi 6rak és a célok egyértelmli megfogalmazisa tovabb erdsitheti a
tanuldk elkotelezettségét és motivaciojat. Az oktatasi modszerek valtozatossaga,
valamint a tananyag relevanciija szintén jelent6s hatissal van a tanulasi
motivaciora. Fontos, hogy figyelembe vegyiik a tanar szerepét is, akinek feladata,
hogy olyan tdmogat6 és 6sztonzd 1égkort alakitson ki, amely el8segiti a tanulasi
folyamat sikerét.

A joOl strukturalt tanitasi 6rdk és a célok egyértelmd megfogalmazasa

7 2

tovabb erdsitheti a tanulok elkotelezettségét és motivaciojat.to

8 FILGONA-SAKIYO-GWANY-OKORONKA, 2020

9 SMITH, Edward E.-NOLEN-HOEKSEMA, Susan—FREDERICKSON, Barbara L.—LOFTUS, Geoffrey
R.-BEM, Daryl J.—MAREN, Stephen: Atkinson/Hilgard Uvod u psihologiju. Jaster-barsko:
Naklada Slap, 2007.

10 LUNGULOV, 2010, 295.; MOLNAR Adrienn—FODOR Szilvia—KURUCZ Gy6z8: A matematikai
szorongds vizsgalata a célorientacios elmélet keretében. Alkalmazott Pszicholdgia 2020/1. 31-55;
SKINNER, Ellen-BELMONT, Michael J.: Motivation in the classroom: Reciprocal effects of
teacher behavior and student engagement across the school year. Journal of Educational
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A matematikatanarok kulcsszerepet toltenek be a didkok motivacidjanak
kialakitasaban és pozitiv iranyu fejlesztésében.

A kitizott célok eléréséhez elengedhetetlen a kitartas és az allhatatossag.
Pedagogusként alapvets feladatunk, hogy pozitiv és inspiralé kornyezetet teremt-
siink, ahol a gyermekek biztonsagban érzik magukat, és batoritast kapnak a fejlé-
déshez. Minden aprd eredményliiket érdemes figyelemmel kisérni, és kiemelni a
fejlédési folyamat soran elért el6relépéseket. A pozitiv visszajelzés és a dicséret
nemcsak onbizalmat ad, hanem motivaciét is teremt, hogy tovabb haladjanak a
tanulési Gton.

A pedagdgusoknak érdemes dinamikat vinni az osztalytermi munkaba, és
valtozatos munkamodszereket alkalmazni ugyanazon tananyag bemutatasara. Ez
nemcsak a tanulok érdekl6dését fokozza, hanem lehet&séget ad arra is, hogy a
kiilonb6z6 tanulési stilusokat és képességeket figyelembe véve minden gyermek
szamara elérhet6vé valjon a tananyag. Az elkotelezett és tamogat6 pedagogus igy
alapozhatja meg a gyermekek sikeres tanulasi folyamatat és fejlédését.

A matematika oktatasat agy kell formalni, hogy az minél érdekesebb és
szorakoztatobb legyen a didkok szamara.> Minden egyes lecke megtervezésekor
az a cél, hogy felkeltse a gyerekek kivancsisagat, lekosse a figyelmiiket, és 6rom-
mel vegyenek részt az 6ran. Ebben kiemelt szerep harul a pedagdgusokra, kiilono-
sen a tanitokra, akik munkajukkal, elhivatottsagukkal és kreativitasukkal megha-
tarozzak a gyerekek matematikahoz val6 viszonyat.!3

A taniték azok, akik a tudas és az 6nbizalom alapjait rakjak le a kisisko-
lasokban — ez az alap lesz a kés6bbi tanulmanyok kiindulépontja. A matematika-
tanarok ezutan erre épitkeznek: fejlesztik, bovitik, formaljak és, ha sziikséges,
korrigéljak a korabban megszerzett tudast. Azonban az, hogy egy gyerek megsze-
reti-e vagy éppen tartani fog a matematikatol, leginkabb a tanitok els6, formalo
éveiben ddl el. Elengedhetetlen, hogy az oktaté minden sziikséges kompetencia-
val rendelkezzen a minGségi oktatashoz.

Ha a pedago6gus nincs megfelelGen felkésziilve az 6rara, vagy maga sem
rendelkezik kell§ magabiztossaggal a matematika terén, akkor ezt a bizonytalan-
sagot, félelmet vagy elutasitast — akar 6ntudatlanul is — tovabbadja a didkoknak.

Minden matematikaérat Ggy kell megtervezni, hogy friss, kreativ és
inspiral6 legyen. A cél, hogy a gyerekek 6rommel vegyenek részt a tanulasban,

Psychology, 1993/4. 571—581. (Tovabbiakban: SKINNER-BELMONT, 1993); TAMBUNAN, Hardi:
The Dominant Factor of Teacher's Role as a Motivator of Students' Interest and Motivation in
Mathematics Achievement. International Education Studies, 2018/4. 144—151. (Tovabbiakban:
TAMBUNAN, 2018); TURNER, Julianne C.-MIDGLEY, Carol-MEYER, Debra K.—-GHEEN,
Margaret—ANDERMAN, Eric M.-KANG, Yongjin—PATRICK, Helen: The Classroom Environment
and Students’ Reports of Avoidance Strategies in Mathematics: A Multimethod Study. Journal of
Educational Psychology, 2002/1. 88-106. (Tovabbiakban: TURNER-MIDGLEY-MEYER-
GHEEN-ANDERMAN-KANG-PATRICK, 2002.)

1 PANTZIARA, Marilena—PHILIPPOU George, N.: Students’s motivation in the mathematics
classroom. Revealing causes and consequences. International Journal of Science and Mathematics
Education, 2015/2. 385—411. (Tovabbiakban: PANTZIARA-PHILIPPOU, 2015.)

12 KENNEDY, Leonard—-TIPPS, Steve—~JOHNSON, Art: Guiding Children’s Learning of Mathematics.
USA: Thomson Wadsworth, 2008.; PAUNOVIC, Ljiljana R.~GAJTANOVIC, Zorica Lj.: Zbornik
radova Uéiteljskog fakulteta Prizren-Leposavié, 2020/14. 327-336. (Tovabbiakban: PAUNOVIC—
GAJTANOVIC: 2020.) SZABO-THALMEINER, 2011.

13 LALOVIC, Zoran: Nasa skola - metode ucenja/nastave u skoli. Zavod za $kolstvo, Podgorica, 2009.
(Tovébbiakban: LALOVIC, 2009.)
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kivancsian figyeljenek, Gj ismeretekre tegyenek szert, és ami a legfontosabb: ez a
tudas hossza tavon rogziiljon. Az oktatdk feladata nem csupén a definicidk, kép-
letek és tételek atadéasa, hiszen ezek idGvel feledésbe meriilhetnek. Sokkal fontos-
abb, hogy megtanitsik a gyerekeket gondolkodni, probléméat megoldani és logiku-
san kovetkeztetni. Ha a didkok képesek lesznek ezeket az eszkozoket hasznalni a
késGbbiekben, a tanitok sikeresen elvégezték a munkajuk rajuk esé részét.14

Mar kiskoruktoél kezdve fontos, hogy a gyerekek a matematikaval, mint
izgalmas és kreativ tantarggyal talalkozzanak. Mindent meg kell tenni annak érde-
kében, hogy megszeressék ezt a tantargyat, hiszen a korai élmények meghataro-
zoak. A tanitok vallan nyugszik a legnagyobb felel6sség, mivel az 6 hozzaallasuk,
szakmai felkésziiltségiik és kreativitasuk dontéen befolyasolja a gyerekek viszo-
nyat a matematikahoz. A tanitok azok, akik els6ként ismertetik és szerettetik meg
a matematikat a diakokkal, ezzel megalapozva kés6ébbi sikeres tanulmanyaikat.1s

A tanulokat meg kell tanitani az otthoni, 6nallé6 munkavégzésre gy, hogy
kozben tiszteletben tartjuk egyéniségiiket és sajat tanulasi tempdjukat. Mivel az
altalanos iskola kozéppontjaban a gyermek all, a differencialt pedagogiai szem-
lélet alkalmazasaval lehet6vé kell tenni, hogy minden tanul6 sikerélményhez
jusson. Emellett torekedni kell az osztalyon beliili teljesitménybeli kiilonbségek
csokkentésére, mikozben a diakok tudatositjak, hogy sajat fejlédésiikért 6k ma-
guk is felel6sek, nem csupan a tanarok és az iskola.

Moédszertani keret

Az altalanos iskola als6 tagozatan a tanuldk tanuldshoz és a matematika
tantargyhoz val6 hozzaallasa alapvetd fontossagti a matematikai tanulasban elért
haladasuk és eredményeik szempontjabol. Kutatasunk célja annak feltarasa volt,
hogy milyen attitidokkel viszonyulnak a didkok a matematikdhoz. Harom 0ssze-
tev6t vizsgaltunk: az érzelmi kapcsolatokat, az értelmi 6sztonzést és az erkolesi
tényezlket. Ezek alapjan képet kivantunk kapni a tanul6k motivacidjaréol. Az
alkalmazott kérdGiv az Orosz altal Gsszeallitott kérdésekre épiilt,¢ és az alsod
tagozatos didkok szdméra lett atdolgozva. A kérdGiv 22 kérdést tartalmazott,
amelyeket a tanuléknak egy oOtfokozati skalan kellett megvalaszolniuk. A
kérdések harom kiemelt teriiletre iranyultak, hasonl6an a tanulményhoz:17
- Erzelmi-szocialis dimenzi6: A tanuls ezen teriiletén a hangstly az iskola
empatikus, azonosulasi és kapcsolodasi motivaciés rendszerein volt.
Ebben a dimenziéban a kovetkezs tényeziket vizsgaltuk: a diakok érzelmi
viszonyat a matematikdhoz, a matematika tanulasihoz, a tanarhoz,
valamint a teljesitményiikhoz.
- Kognitiv dimenzi6: Az elemzés kozéppontjaban a tanul6k tanulas iranti
érdeklédése, aktivitasa, kitartasa és onallosaga allt.
- Erkolcsi dimenzi6: Az 6nintegracid ezen teriiletén a didkok kételességtudatat
és onértékelését vizsgaltuk.

14 PAUNOVIC-GAJTANOVIC: 2020.

15 PAUNOVIC-GAJTANOVIC: 2020

16 OROSZ GYULANE Ludvig Erzsébet: Students’ attitudes towards learning mathematics. Acta
Academiae Paedagogicae Agriensis, Sectio Mathematicae, 1997/24. 123—129. (Tovabbiakban:
OROSZ GYULANE, 1997.)

17 Uo. 16.
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Az adatokat tanitési 6rak alatt gy(jtottiik, a tanintézmény vezetGségének
és a didkok tanarainak elG6zetes hozzajarulasaval. A kutatasban val6 részvételt
megel6z6en a tanarokat, didkokat és — az iskola szabalyzatatol fiiggéen — a
sziil6ket tajékoztattuk a vizsgalat tartalmarél és menetérél. Az adatgytjtésre
egyetlen tanorai foglalkozas soran keriilt sor, és a résztvevoket arra kértiik, hogy
a kérdé6iv kitoltése soran Gszintén valaszoljanak.

A felmérés eredményeit az egyes kérdésekre adott valaszok atlagértékei
alapjan szamitottuk ki. A Likert-skalat intervallumskéalaként kezeltiik, hogy
kihasznaljuk a komplex statisztikai eljarasok nytjtotta lehetdségeket; ennek
megfelelGen az értékek 6sszegezhet6k.’8 A didkok 5-fokozatt Likert-skalan vala-
szoltak a kérdésekre. Az 1-es érték (,egyaltalan nem értek egyet”) jelezte a legke-
vésbé pozitiv hozzaallast a matematikahoz, mig az 5-0s érték (,teljes mértékben
egyetértek”) a legpozitivabb hozzaallast tiikrozte. Igy a didkok minden tételnél
minimum 1 és maximum 5 pontot érhettek el. A 3-as érték (,nem eléggé — se nem
értek vele egyet, se nem ellenzem”) semleges hozzaallast jelolt. A 3-as érték feletti
pontszamok pozitiv, mig az alattiak negativ attitidot fejeztek ki az adott tétellel
kapcsolatban.

A kutatds mintajat a Szerb Koztarsasag teriiletén talalhaté altalanos
iskolak als6 tagozatos tanuldi korébdl valasztottuk ki. A minta véletlenszertien
keriilt kivalasztasra, és Osszesen 364 tanulobdl allt: az 1. tablazatban lathato
megoszlas szerint.

Nem szerinti megoszlas Tanul6k szama Arany (%)
lanyok 199 54,70%
fiak 165 45,3%
0sszesen: 364 100%

A minta nem szerinti megoszlasa (1. tablazat)

A kutatasi mintaba az &ltalanos iskola mind a négy évfolyamérdl bevontunk
tanuldkat. A 2. tiblazatban lathat6 a minta évfolyam szerinti megoszlasa.

Evfolyam szerinti megoszlas Tanulék szama Arany (%)
elsG osztalyosok 91 25,00%
masodik osztalyosok 96 26,4%
harmadik osztalyosok 77 21,20%
negyedik osztalyosok 100 27,50%
Osszesen: 364 100%

A minta évfolyam szerinti megoszlasa (2. tablazat)

Kutatasi eredmények

Elsédleges célunk az volt, hogy megvizsgaljuk, a tanuldk milyen mértékben viszo-
nyulnak pozitivan a matematikahoz. A kutatési eredmények alapjan (3. tablazat)
a didkok matematikahoz vald viszonya tobb szempontbol is pozitivnak tekinthetd.

Azonban az egyes aspektusok kozott jelentGs kiillonbségek figyelhet6k
meg. Az adatok elemzése ramutatott, hogy a tanulék attitlidje szoros Gsszefiig-
gésben all a tanulasi folyamat soran alkalmazott mbdszerekkel, a feladatok jelle-
gével, valamint az elért sikerélménnyel.

18 CSAPO Bené: Literacy in schools. Osiris Publishing House, Bp., 2002.
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Kérdés atlag szoras Valszizli‘l(;Ok
Szereted a matematikat? 4,15 1,281 357
Nehéz tantargynak tartod a
matematikélt’.§yn 2,56 1,574 359
Szeretec(l1 a maten;{atikai jatékokat? 4,57 0,952 361
Szereted a szorakoztatod
matematikai feladatokat? 434 1,206 361
Szereted az Gj és szokatlan
feladatokat? ! 3,94 1,381 364
Oriilsz az osztilyon beliili
versenyhelyzeteknek? 4,01 1,421 364
Boldog vagy, amikor megoldasz
egy feladatot? 443 1,009 363
Elvezed a matematikaval val6
foglalkozést? 4,08 1,177 363

Matematika iranti attitiid (3. tablazat)

- Pozitiv attittidok fenntartasa az als6é tagozatban: Az JElvezed a mate-
matikaval val6é foglalkozast?” és a ,Szereted a matematikat?” kérdésekre
adott magas atlagok azt tiikkrozik, hogy az als6 tagozatos tanulok nagy része
élvezettel vesz részt a matematikabrakon, és kedveli a tantargyat. Ez valo-
szintileg a korosztaly életkori sajatossagaibdl is fakad, hiszen ebben az id6-
szakban a tanul6k még természetes kivancsisiggal fordulnak az j ismeretek
felé. Az eredmények 6sszhangban vannak méas kutatasokkal, amelyek szerint
az altalanos iskola als6 tagozatan a didkok pozitivan viszonyulnak a matema-
ti-kahoz, azonban ez az attit{id az iskolai évek elérehaladtaval csokken.!9 Az
adatok azonban arra is figyelmeztetnek, hogy ez a pozitiv hozzaallas a késébbi
évfolyamokon fokozatosan csokkenhet, ahogyan a tananyag nehezebbé és
absztraktabba valik. Ezért kiemelten fontos, hogy a pedagogusok olyan tani-
tasi modszereket alkalmazzanak, amelyek fenntartjak a tanul6k érdekldését
és motivaciojat, példaul jatékos, interaktiv, illetve kreativ feladatokkal.

- A jatékos tanulas szerepe: A ,Szereted a matematikai jatékokat?” és a ,Szere-

ted a szorakoztat6 matematikai feladatokat?” kérdések kiugréan magas

atlagai azt mutatjak, hogy a jatékos tanulasi formak rendkiviil népszertiek a

tanulok korében. Ez nemcsak az élvezetes tanulas élményét nyijtja, hanem

hozzajarulhat a matematikai készségek fejlesztéséhez is. A jatékok és
szorakoztato feladatok beépitése a tantervbe hatékony eszkoz lehet a tantargy
iranti pozitiv attitiid erésitésére.

Uj kihivasok elfogadasa: A ,Szereted az (ij és szokatlan feladatokat?” kérdésre

adott valaszok atlagértéke (3,94) szintén pozitiv, de valamivel alacsonyabb,

mint a tobbi jatékos vagy szorakoztato jellegli tevékenységé. Ez arra utal, hogy

a tanulok nyitottak az tjdonsagokra, de ezek sikeres alkalmazasdhoz megfe-

lel6 tAmogatasra van sziikségiik. Az 14j feladatok bevezetésénél fontos, hogy

azok ne legyenek ttl nehezek, kiilonben csokkenhet a tanulok motivacitja és
onbizalma.

19 MAZANA, Mzomwe Yahya—SUERO MONTERO, Calkin—OLIFAGE, Casmir Respickius: Investi-
gating students’ attitude towards learning mathematics. International electronic journal of
mathematics education, 2019/1. 207—231; MATA, Maria de Lourdes—MONTEIRO, Vera—PEIXOTO,
Francisco: Attitudes towards mathematics: Effects of individual, motivational, and social support
factors. Child development research, 2012/1-10.
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- Sikerélmény és versengés: A ,Boldog vagy, amikor megoldasz egy feladatot?”
kérdés magas atlaga (4,43) azt mutatja, hogy a sikerélmény erGteljes
motival6 tényezd a tanulok szaméara. Ez kiilonosen fontos a matematika-
tanitasban, ahol az elért eredmények megerdsithetik a tanulok onbizalmat
és pozitiv hozzaallasat. Az ,,Oriilsz az osztalyon beliili versenyhelyzeteknek?”
kérdésre adott valaszok (atlag = 4,01) szintén azt jelzik, hogy a
versenyhelyzetek motival6 hatassal birhatnak. Azonban ezek alkalmazasa
soran figyelembe kell venni a tanulok eltér6 képességeit, hogy senki se érezze
magat hatranyos helyzetben.

Mivel a tanar jelentGs szerepet jatszik a tanuldsi motivacié és a
tantargyhoz, valamint a matematikatanulashoz val6é hozzaallas kialakitasaban,
fontosnak tartottuk megvizsgalni a didkok véleményét a tanarral val6 viszonyrol
(4. tablazat). Az eredmények egyértelmtien rimutatnak arra, hogy a tanar kozvet-
len hatassal van a tanulék matematikdhoz valé viszonyara és tanulési
motivacidjara. A tanari segitségnyujtas és dicséret kiemelkedGen pozitiv megité-
1ése arra utal, hogy a tanul6k szamara a tAimogato tanari attittid kulcsfontossaga
tényezd.

Kérdés atlag széras vél;gz;ﬂék
hem baldoguiss iy adattal> | 43 1141 363
eeens atermibal2
it nem e aporgms |7
matematikal [laatolat? 3,07 1,664 360

Kapcsolat a matematikatanarral (4. tablazat)

- Tanari segitség és dicséret: Az ,Oriilsz, ha a tanirod segit, amikor nem
boldogulsz egy feladattal?” kérdésre adott valaszok magas atlaga (4,37) azt
mutatja, hogy a didkok nagyra értékelik a tanar timogat6 szerepét. Ez a
segitség nemcsak az adott problémak megoldiasaban segiti Gket, hanem
biztonsagérzetet és onbizalmat is nyijt, ami hossza tavon pozitivan befolya-
solja a matematika iranti attit(idjiiket. Az , A tanir megdicsér, ha jol teljesi-
tesz matematikibol?” kérdés szintén magas atlagértéke (4,32) azt jelzi, hogy
a dicséret fontos motivacios eszkoz a didkok szamara. A dicséret nemcsak
megerdsiti a didkokat, hanem a tantargy iranti pozitiv érzelmi kot6dést is
er6siti. Ez kiillonosen fontos abban az életkorban, amikor a tanul6k
onértékelése még nagyban filigg a tanari visszajelzésektol.

Kérdezési hajlandbsidg és a tanarhoz fordulds: A ,Szoktil kérdezni a
tanarodt6l, ha valamit nem értesz az 6ran?” kérdésre kapott atlag (4,07)
szintén magas, ami arra utal, hogy a didkok tobbsége nyitott arra, hogy
tisztazza a meg nem értett részeket. Ez egy jol miikodé tanar-didk kapcsolat
meglétét feltételezi, ahol a tanulék gy érzik, kérdéseikkel bizalommal
fordulhatnak a tanarhoz.

Kiegészit6 feladatok hozzaférhetGsége: Az ,Ad a tanarod kiegészit
matematikai feladatokat?” kérdés alacsonyabb atlaga (3,07) viszont arra
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utal, hogy a tanulok kevésbé részesiilnek kiegészits feladatokban, vagy ezek
kevésbé elérhetGk szamukra. Bar a kiegészit6 feladatok célja, hogy a tanu-
16k elmélyitsék matematikai ismereteiket, az alacsony pontszam arra figyel-
meztet, hogy ezek alkalmazisakor figyelembe kell venni a tanuldk egyéni
terhelhetGségét és érdekl6dését. A tulzott terhelés elkeriilése érdekében
fontos, hogy ezek a feladatok differencidltak és az egyéni sziikségletekhez
igazitottak legyenek.

- A tanari kapcsolat hatdsa a matematikai attittidre: Az adatok azt mutatjak,
hogy a tanulok pozitivan viszonyulnak a matematikatanarhoz, ami alapvet6
feltétele a tantargy iranti pozitiv hozzaallas kialakulasanak. Egy tdmogatd,
batoritd pedagdgus képes motivalni a tanulokat, és hozzajarulhat ahhoz,
hogy a matematikaorak ne csak hasznosak, hanem élvezhetGek is legyenek.

Tovabba megvizsgaltuk az olyan tényez6ket, mint a teljesitmény, a mate-
matika6rakon jelentkezd szorongés, valamint az erkolesi és intellektualis dimen-
ziok elemeit (5. tablazat). Az elemzés alapjan a tanuldk altalanossagban pozitiv
hozzaallast mutatnak a matematika irant, és elégedettek a teljesitményiikkel. Az
»Elégedett vagy a matematikai eredményeiddel?” kérdésre adott magas 4tlagérték
(4,37) azt mutatja, hogy a didkok tobbsége sikeresnek érzi magat a tantargyban,
ami fontos alapja a tovabbi motivacionak és az 6nbizalomnak.

Kérdés atlag széras vél;gz;ﬂék
credmenyeel? o 4,37 1177 362
credmenyelirs 4,67 0,755 364
fa?lrhtl(;ségi}?( tartod a matematika 476 0,640 360
matmatiabrikon? 2,71 1,750 364

Teljesitmény és a szorongas a matematikadran (5. tablazat)

- Motivacio és elkotelezettség: A ,Mindent megteszel a jobb eredményekért?”
kérdés kiemelked6en magas atlagértéke (4,67) arra utal, hogy a tanulok nagy
tobbsége elkotelezett a matematika tanuldsa irant. Ez az érték kiilonosen
jelent6s, mivel azt jelzi, hogy a didkok nemcsak elfogadjak a tantargyat, ha-
nem aktivan tesznek is a jobb eredményekért. Ez az elkotelezettség Ossze-
fligghet a tanarral val6 pozitiv kapcsolattal, valamint a tantargy fontossa-
génak felismerésével.

- A matematika fontossaganak megitélése: A ,Fontosnak tartod a matema-
tika tanulasat?” kérdésre kapott legmagasabb atlag (4,76) egyértelmiien
jelzi, hogy a tanulok tobbsége felismeri a matematika tanulasanak jelent6-
ségét. Ez a hozzaallas hosszt tavon hozzajarulhat a diakok tanulméanyi sike-
réhez és a tantargy értékének megértéséhez.

- Szorongas a matematikadrakon: Bar a tanulok altalanos hozzaallasa pozitiv,
az ,Ideges vagy a matematikaérakon?” kérdésre adott atlag (2,71) és magas
szoras (1,750) arra utal, hogy a szorongas mértéke jelentds egyéni kiilonb-
ségeket mutat. Ez azt jelzi, hogy bar sok didk nem érez szamottevé stresszt a
matematikaordkon, egyesek szamira a tantargyhoz valé viszonyulds
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nehézségekkel jar. A szorongas okai lehetnek kiilonbozbek, példaul a
nehéznek érzékelt tananyag, a félelem a kudarctél vagy a sziil6k/tanarok
elvarasai. A szorongas csokkentése érdekében fontos a tdmogatéd tanari
kornyezet megteremtése, amely elGsegitheti a didkok magabiztossaganak
novelését.

Az adatok tiikrében megfigyelhetd, hogy a didkok nemcsak a sajat eredmé-
nyeikre és fejlédésiikre fokuszalnak, hanem a matematika intellektualis és erkol-
csi jelentGségét is felismerik. Ez a hozzaallas szoros Osszefiiggésben allhat a
tanarok altal kozvetitett értékekkel és a tantargy tanitisanak modszereivel.

A 6.tablazat adatainak elemzés alapjan egyértelm, hogy a tanulok moralis

meggy6zbdései szoros Osszefiiggésben allnak a matematika tanuldsa iranti
motivaciojukkal.

1z J .. valaszadok
Ke.rdes atlag szoras szama
‘(,il}izlr(gg)é;% ha bizonytalan vagy 4,39 0,998 363
Felkésziilsz a matematika
felmérdkre? 445 1,036 362
Megoldod a plusz feladatokat? 3,96 1,247 362

Erkolcest hatas befolyasa (6. tablazat)

- A rendszeres gyakorlas szerepe: A ,Gyakorolsz, ha bizonytalan vagy
valamiben?” kérdés magas 4tlagértéke (4,39) tovabb erdsiti azt a képet, hogy
a tanulok a hianyossagaik potlasara és a tudasuk fejlesztésére is hajlandoak
id6t szanni. Ez a vélasz kiemeli a tanulok onreflexiojat és a fejlédés iranti
igényiiket, amely a matematika tanuladsanak egyik kulcsa.

A plusz feladatok megoldasa: A ,Megoldod a plusz feladatokat?” kérdés
esetében a viszonylag alacsonyabb atlagérték (3,96) azt sugallja, hogy bar a
tanuldk részben nyitottak az opcionalis feladatok megoldasara, ez a
motivaci6éjuk kisebb mértékd. Ennek hatterében tobb tényezs is allhat. Az
extra feladatok elérhetGségének hianya bizonyos osztalyokban, a tanulok
elfoglaltsaga mas tantargyakkal vagy szabadidGs tevékenységekkel, vagy
pedig az extra feladatok kihivasként val6 érzékelése, amely eltantorithat
egyes didkokat. Az extra feladatokat a tanar népszerisitheti az opcionélis
feladatok rendszeres és egyértelmii biztositasaval. Ugyszintén, az extra
feladatok elvégzését kovetd tanari dicséret vagy jutalmazas motivalhatja a
didkokat. Az extra feladatok nehézségi szintjének és tipusainak valtozatos-
saga elGsegitheti, hogy minden diak talaljon szdmara érdekes és kihivast
jelent6 feladatokat.

A kutatas eredményei alapjan megallapithat6, hogy a tanuldk belsd
motivacidja erds, kiillonosen azokban az esetekben, amikor a tanulas célja
konkrét, példaul egy felmérére valo felkésziilés. Ez arra utal, hogy a jol strukturalt
és egyértelmii tanari elvarasok tAmogatjak a didkok tanulési attitidjét.

A 7. téblazatban taldlhat6 adatok elemzése sordn az eredmények
ravilagitanak arra, hogy a tanul6k tanulési preferenciii elsGsorban az 6nallo
problémamegoldésra és a tanorai tevékenységekre 6sszpontosulnak.
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- Az ,Onalléan készited el a hazi feladatodat?” kérdésre adott magas
atlagérték (4,25) azt jelzi, hogy a didkok nagy része felelGsséget vallal sajat
tanulasi folyamataért, és 6nalléan oldja meg a hazi feladatokat. Ez az
eredmény alatidmasztja az 6nall6 tanulas fontossagit, amely alapvetd
szerepet jatszik a matematika tanuldsaban.

- A szakkorok és versenyek részvételi aranyanak alakulasa: A ,,Részt veszel
matematika szakkéron?” és a ,Voltdl mar matematika versenyen?” kérdé-
sekre adott alacsonyabb atlagértékek (1,79 és 2,43) azt mutatjak, hogy ezek
a tevékenységek kevésbé elterjedtek a tanulok kérében. Ez azzal magyaraz-
hat6, hogy a matematika szakkorok és versenyek altalaban a kiemelked6
teljesitményli tanulék szamara kinélnak lehetGségeket, mikozben a
tanuldk tobbsége inkabb a tanoérai keretek kozott marad aktiv.

1z . . . valaszadok
Kérdés atlag szoras szAma
Onallban készited el a hazi
feladatodat? 425 1,073 359
Ré 1 ik
R
Voltal mar matematika versenyen? 2,43 1,820 361

Intellektualis hatas befolyasa (7. tablazat)

Az eredmények ramutatnak arra, hogy a tanulék motivacidja az intellektualis
tevékenységekben jelent6s eltéréseket mutat. Ez a kiilonbség kiilonféle ténye-
z0kkel magyarazhato6. A tanuldk szamara a szakkorok és versenyek idSigényesek
lehetnek. Egyes tanulok nem érzik magukat elég kompetensnek ahhoz, hogy részt
vegyenek ilyen tevékenységekben. Nem minden iskolaban érhet6k el rendszere-
sen szakkorok, és ezek népszertisitése sem mindig megfeleld.

Kovetkeztetés

Kutatasunk célja annak vizsgalata volt, hogy a tanul6k matematikai attittidje
milyen Osszefiiggésben all a tanulési motivaciojukkal. A kérdGiv 6sszeallitasakor
kiemelt figyelmet forditottunk azokra a tényez6kre, amelyek jelentésen befolya-
solhatjak a motivaciét. Fontosnak tartottuk feltérképezni a tanulok viszonyat a
matematikahoz, kiilonos tekintettel a tanari kapcsolatra és a matematikaval
kapcsolatos szorongasra. Emellett vizsgaltuk a tanulok 6nallosagat, kitartasat és
szorgalmat is.

A kutatas eredményei azt mutatjak, hogy a tanuldk pozitiv hozzaéllassal
tanuljak a matematikat, és j6 kapcsolatot apolnak oktatbikkal. A tanul4si motiva-
ciot leginkabb az érzelmi és moralis tényez6k befolyasoljak, mig az intellektuéalis
tényezdk hatasa kisebb mértékii. Ez a megallapitas 6sszhangban all més kutatok
eredményeivel is.2° Az eredmények kiemelik a szorongas jelentGs negativ hatasat
a tanulasi motivaciora. Tobb kutatas is alatidmasztja ezt a megallapitast.2

20 KOZEKI Béla: The pedagogical psychology of the relationship between motivation and motiva-
tion. Bp., 1980. (Tovabbiakban: KOZEKI, 1980.); SKAALVIK-FEDERICI-KLASSEN, 2015.

21 ASHCRAFT, Mark H.—KIRK, Elizabeth P.: The relationships among working memory, math
anxiety, and performance. Journal of Experimental Psychology: General, 2001/2. 224-237.
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Fontosnak tartjuk ezért, hogy az iskola elsg éveiben kiilonds figyelmet forditsunk
a kudarctol vald félelem csokkentésére és a tanulok onbizalmanak erdsitésére a
matematikai problémamegoldas terén.

Emellett eredményeink alatamasztjdk mas kutatok megéllapitasat,
miszerint a matematika6rak érdekes és élvezetes jellege kulcsfontossaga a haté-
kony tanulas szempontjabdl.22 Kutatasunk eredményei ramutatnak arra, hogy a
motivacionak kiemelt szerepe van a matematikaoktatasban. A motivacios pedag-
ogiai modszerek alkalmazasa segithet a tanulok szamara szorakoztatova és ért-
het6vé tenni a matematikat, valamint fokozhatja elkotelezettségiiket a tantargy
irant. A kutatasi eredmények alatdmasztjak, hogy a tanari kapcsolat és a tanulok
személyes viszonya a matematikahoz jelent6s hatassal van a tanulasi motivaciora.

Ezt szamos korabbi tanulmany is igazolja.23 A felmérésiink kiemelte az
onall6 tanulés fontossagat, amelyet mas kutatas is hangsualyozott.24
A szerz6k szerint a tanaroknak 0sztonozniiik kell a tanulék 6nallésagat a hazi
feladatok megoldasidban, mikozben figyelembe veszik az egyéni sajatossagaikat
és sziikségleteiket. A matematikatanaroknak fontos szerepiik van abban, hogy a
tanulok pozitiv érzelmekkel tanuljak a matematikat, fejlesszék képességeiket és
hosszi tavon is érdekl6djenek a tantargy irant.2s

A kutatasunk ramutatott a tanulok motivacibja és elkotelezettsége kozotti
szoros kapcsolatra, amelynek jelentds kvetkezményei vannak a matematikaok-
tatas fejlesztésére. Korabbi kutatasok mar bizonyitottak, hogy a tanul6k mate-
matikai teljesitménye szorosan Osszefiigg a matematikdhoz val6é viszonyula-
sukkal.2¢ A lanyok kudarcaikat gyakran a képességeik hianyaval magyarazzak,

(Tovabbiakban: ASHCRAFT-KIRK, 2001.); NOTIN Agnes—-PASKUNE KISS Judit—-KURUCZ
Gy6z8: Examining the within-person factors of mathematics anxiety in secondary school students
using the Mathematics Anxiety Test. Hungarian Pedagogy, 2012/4. 221—241. (Tovabbiakban:
NOTIN-PASKUNE KISS—KURUCZ , 2012.); PANTZIARA-PHILIPPOU, 2015; RASMUSSEN,
Karen: Break the chain. ASCD Curriculum Update, 1999/2—3; ZAKARIA, Effandi-MOHD
NORDIN, Norazah: The effects of mathematics anxiety on matriculation students as related to
motivation and achievement. Eurasia Journal of Mathematics, Science & Technology Education,
2008/1. 27-30.

22 KENNEDY, Leonard—TIPPS, Steve—JOHNSON, Art: Guiding Children’s Learning of Mathematics.
USA: Thomson Wadsworth, 2008.

23 LALOVIC, 2009; Middleton—Spanias, 1999; PANTZIARA-PHILIPPOU, 2015; SKINNER-
BELMONT, 1993; TAMBUNAN, 2018; TURNER-MIDGLEY-MEYER-GHEEN-ANDERMAN—
KANG-PATRICK, 2002; ASHCRAFT, Mark H.: Math anxiety: personal, educational, and cognitive
consequences. Current Directions in Psychological Science, 2002/5. 181—185. (Tovabbiakban:
ASHCRAFT, 2002.); DOWKER Ann: ‘Maths doesn’t like me anymore’: Role of attitudes and
emotions. In: Campbell, James L. D. (szerk.): Handbook of mathematical cognition. Psychology press
Taylor & Francis Group, Hove and New York, 2005. 236—255; KOZEKI, 1980; NOTIN-PASKUNE
KISS—KURUCZ, 2012.; RODRIGUEZ, Susana—REGUEIRO, Bibiana—PINEIRO, Isabel-ESTEVEZ,
Iris—VALLE Antonio: Gender differences in mathematics motivation: Differential effects on
performance in primary education. Frontiers in Psychology, 2020/10. 3050.

24 BENCEK, Ankica—MARENIC, Mihaela: Motivacija udenika osnovne $kole u nastavi matematike.
Metodicki obzori, 2006/1.

25 PANTZIARA-PHILIPPOU, 2015.

26 ASHCRAFT, 2002; ASHCRAFT, Mark H.—Faust, Michael W.: Mathematics anxiety and mental
arithmetic performance: An exploratory investigation. Cognition and Emotion, 1994/8. 97—125;
DOWKER Ann—CHERITON Olivia-HORTON Rachel-MARK Winifred: Relationships between
attitudes and performance in young children’s mathematics. Educational Studies in Mathematics,
2019/3. 211—230.
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mig a sikereiket nem feltétleniil tulajdonitjak sajat képességeiknek.27 Ezért fontos
lenne a jovében részletesebben vizsgilni a motivacié és a teljesitmény Ossze-
fliggéseit a lanyok és fitk esetében. Erdekes kutatési teriilet lehet tovabb4 annak
vizsgalata, hogy a tanul4si motivaci6 hogyan alakul a tanul6k életkoranak fiig-
gvényében, valamint, hogy milyen hatéssal van rajuk a matematika tantargybol
elért tanulmanyi eredményiik. A tovabbi kutatdsoknak arra is fokuszalniuk kell,
hogy mely attit(idok a legfontosabbak a matematikai teljesitmény szempontjabdl,
és hogy ezek az 6sszefiiggések mikor alakulnak ki a tanulasi folyamat soran.

A kutatds eredményei értékes alapot nyudjtanak a tanuléi motivacid
tovabbi vizsgalatdhoz az altalanos iskolai matematikaoktatds minden szakasza-
ban, valamint a teljes formalis oktatasi rendszerben.
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Abstract

MOTIVATIONAL DIMENSIONS OF MATHEMATICS LEARNING IN
PRIMARY EDUCATION

Motivation plays a crucial role in achieving our goals, persevering with a task and
successfully overcoming obstacles. This is particularly important in the area of
learning, as motivation determines student engagement, interest and achieve-
ment. The attitude of students towards the subject is essential for effective
mathematics teaching.

In a survey of lower secondary school pupils, we sought to find out what
factors most influence their motivation to learn mathematics. The results of the
research show that emotional and moral factors are the most important factors
influencing students’ motivation, with intellectual influences playing a secondary
role. The research contributes to a deeper understanding of the motivational
factors in mathematics learning and helps to strengthen students' interest and
positive attitude towards the subject.
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Gordana Stankov-Gabriella Toth-Babcsanyi

THE POTENCIAL OF ROLEPLAYS USING CONCRETE AND
VISUAL REPRESENTATIOS IN TEACHING THE NOTION
OF FUNCTION

Introduction

This pilot study delves into the teaching and learning the concept of function,
pivotal in algebra education that is typically introduced in later primary school
years.

Functions lay the groundwork for mathematical comprehension and that
urged authors of this paper to arrange a complex environment that provide
students with diverse learning experience which enable them to create symbolic
representation of function.

This goal was accomplished by integrating concrete objects, everyday
items, visual aids, and role-playing scenarios offering students varied perspec-
tives. Through discussions and role-plays, students gradually developed their
understanding of functions. They autonomously constructed concrete and visual
representations, eventually translating them into symbolic representations. This
approach, coupled with role-plays and tangible objects, proved promising for
teaching the concept of functions.

Theoretical background

Constructivism as a learning theory highlights the importance of active student
participation in knowledge creation, rather than passive acceptance of informa-
tion. Glaserfeld’s formulated his first principle as: ,knowledge is not passively
received but actively built up by the cognizing subject“.! In the process of learning,
the learner connects the new information with the knowledge they already have,
which they often have to modify in order to successfully accommodate. The key
element in this process is that students use their existing, structured knowledge
to interpret new information. When there is a contradiction between the new
information and the students’ internal framework, it can result in a profound
transformation of their internal system, a phenomenon referred to as conceptual
change in constructivism. 2

According to Taméas Varga abstraction can only occur from concrete experi-
ence,3 so he recommended to introduce concepts using concrete tools and objects.
The literature on teaching and learning theories underscores the significance of

t Ernest GLASERFELD: Constructivism in Education. The International Encyclopedia of Education
(T. Husen & T. N. Postlethwaite, (eds.): Supplement Vol.1. Oxford/New York: Pergamon Press,
2000. 162-163. (Later GRASERFELD 1989)

2 Iren VIRAG: Tanuldselméletek és tanitasi stratégiak (Médiainformatikai Kiadvanyok) Eszterhazi
Karoly Fdéiskola, Eger, 2013. (Later VIRAG 2013)

3 Tamas VARGA: A matematika tanitasa, Tankonykiado, Bp., 1969.
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representations. Bruner’s4 theory of representation posits three planes — material
(enactive), pictorial (iconic), and symbolic - that build upon each other:

1. Material plane (enactive): Knowledge acquisition occurs through
concrete material activities, such as using tools.

2. Pictorial plane (iconic): Knowledge is gained through graphic images and
imaginary situations, such as Venn diagrams or visual representations of
text tasks.

3. Symbolic plane: Knowledge of mathematical symbols and language is
developed and utilized. Symbols are divorced from their concrete
material form and hold their own meaning.

According to Tall, McGowen and DeMarois,5 cognitive root is an object pheno-
menon or procedure which students find easy to understand, and forms the basis
of the given conceptual theory. That is, the cognitive “root” (here inafter referred
to as the source of the concept) is meaningful cognitive unit of basic knowledge at
the beginning of the learning process.

According to function machines serve as versatile tools in mathematics
education, aiding children in comprehending and exploring various mathema-
tical concepts in an enjoyable manner. These conceptual tools illustrate the
operations of functions, comprising an input stage where values are input, a func-
tional stage where transformation occurs based on predefined rules or algo-
rithms, and an output stage where transformed values are generated.

This model effectively demonstrates the relationship between input and
output values governed by a given function. It essentially takes an object within
its domain and maps it to a different object, akin to a transformation machine.
This conceptualization encapsulates the three key elements of a function: inputs,
outputs, and the rule determining their connection.

Taking the above mentioned into account, the function machine is a
cognitive root which objectifies the stages of understanding the concept of
function (process, object), and enables students to construct the visual represen-
tations of the function: table, graph, formula, verbal.

Function machines could be used in role-plays, which help students
immerse in roles and imagined situations.

Learning process

After analyzing textbooks, and workbooks, it turned out that they lack emphasis
on concrete representations in the process of introducing function concept.
Although pictorial representations frequently appear in the textbooks and
workbooks, they rarely refer to concrete representations. Acquainted with the
relevant scientific and methodological literature, essential statements are

4 Jeremy S. BRUNER: Towards a Theory of Instruction. Harvard University Press, 1966. 44—45.

5 David TALL, Mercedes MCGOWER, Phil DEMAROIS: The function machine as a cognitive root for
the function concept. 2000. (Later TALL-MCGOWER-DEMAROIS)
https://www.researchgate.net/publication/238 0 The function machine as a cognitive
root for the function concept
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presented in the above chapter (theoretical background) in this paper, the resear-
chers decided to structure the learning environment in a specific manner so that
it facilitates students to create the symbolic representations of functions. To
achieve this goal, the authors meticulously designed learning environments that
incorporated: concrete objects, household, and do-it-yourself devices (i.e.
handmade function machine) and visual aids, while role-playing facilitated
discussions that helped gradually build understanding the function concept.

In doing so, learners were exposed to diverse experience and perspectives
on the concept of functions. By constructing their own concrete and visual repre-
sentations, students got engaged with the learning material on a deeper level. This
approach fosters active participation and hands-on learning, leading to a deeper
comprehension of the abstract mathematical concept of functions. Thus, the
authors formulated the following research question:

Q1: Can arranging the learning environment in a certain way help
students create symbolic representations of functions?

To address this question, researchers conducted three 60 minutes
interventions with 16 students, who attended 6th grade in a non-standard school,
a Waldorf School in Szekszard, Hungary.

Function machine which inputs are fruits and nuts

The goal was to introduce a representation of function machine as a represen-
tation of function, and to emphasize the attribute of the function concept, which
is that each element in a domain set is mapped into exactly one element of the
codomain set. There were no numbers here, so instead of measurable quantities,
by using a qualitative transformation process known from everyday life, which
was considered to be closer to students.

During the first intervention which started with an introductory discussion,
students’ attention was drawn to the simple household devices around them.
Questions that were asked helped students analyzing in detail the components,
accessories, and principles of operations of the manual and electric machines.

In the discussions students realized that machines determine their
inputs; for instance, a juicer can only take fruits and it cannot take nuts or seeds.
Students also concluded that machines transform given input into only one
corresponding output i.e. by squeezing lemon, lemon juice is produced, and
grinding walnut results in ground walnut. These conclusions would be crucial in
understanding and creating the knowledge related to functions. At the beginning
of the action process the students were divided into two groups and they were
given the instructions: to put together a performance about the juicing and
grinding tranformation process.

One group chose to work with the juicer, the other with the grinder; so, one
was the juicer team and the other the grinder team. Several items were placed on a
table such as a manual grinder and juicer, various nuts, seeds, fruits (picture 1).
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Tools and supplies: grinder, juicer, fruits, seeds, nuts (picture 1.)

The teams chose the appropriate items according to their tasks. Students in the
juicer team took the juicer and the fruits that could be squeezed, whereas the
grinder team chose the grinder and nuts. They considered that poopy seeds
should be left on the table since there was no corresponding machine.

They had to create a model of juicer and grinder using the accesories they
could find in the classroom. They used tables, tablecloths, chairs, papers, glasses,
boards, trays, in order to build up a device similar to the real ,machine” (juicer or
grinder). As for the input and output they had the fruits and nuts and the
corresponding tools so that they could prepare the output (juice and ground nut).
During the compilation of the mini-play that showed the process of squeezing (or
grinding) , the students collaborated not only in the process of designing the stage
elements but also in asigning the roles: some of them were involved in interacting
with the audience, others took on the role of helpers behind the scenes, as well as
there were students who were responsible for sound effects such as machine
noise.

In order to show which products their machine could produce, the
students paired up and the corresponding fruits and liquids, that is how they
explained which juice originated from which fruit. In other words, the inputs were
placed on the righthand-side and the corresponding outputs to lefthand-side on
the table, and the pairs were put one below the other. (see picture 2).

This way they got the concrete representation of the table representation
of the function.

Concreate representation of a table (picture 2.)
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Some students’ idea was to make posters for their performance, which would
show the process. After discussion, the members of the group agreed that the
most important fact about squeezing was that they got different-coloured juices,
so they decided to draw the fruits and juices as they were arranged on the table.
This way they got the table of the function where input and output were drawn.
One member of the group considered that instead of drawing, it would be easier
to write down the names of the fruits and corresponding juices.

That’s how they spontaneously got the table representation of the
function where the input and output elements were represented both in drawings
and words. (see picture 3).

Visual representations of a table (picture 3.)

Both groups performed their plays to the students from the other group. (see
picture 4 ).

Juicer Team”

Students roleplay (picture 4.)

Function machine which inputs are concreate representations of numbers

As a second intervention, in the next lesson, students used a do-it-yourself
function machine made by researchers, for ther activities. (see picture 5)

Function machine-from a machine operator perspective (picture 5.)
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The machine worked on a principle that after inserting a certain number of balls
into the input slot — according to the ,working rule“ of the machine — some balls
fell out of the output slot. One student played the role of the machine (machine
operator), so he or she was the one, who chose the rule according to which the
machine would work. And standing behind the machine, he or she carried out the
rule by adding or distracting the appropriate number of balls in third slot, that
was hidden from the audience. (see picture 6).

Function machine-from an audience perspective (picture 6.)

In the interactive play, the first student who played the role of the machine chose
the rule which was: to add one ball to the balls that were dropped in the input slot.
When one of the members of the “audience” put two balls in the input slot, the
student who played the role of the machine, inserted one more ball, so the
audience saw three balls falling out from the exit slot. When the other member of
the audience put five balls in the input slot, the machine “dropped out” six balls
etc. In order to help the “audience” solve the task, which was to find out the
principle of the operation of the machine, students were urged to make posters
where they took notes about each transaction. Some students used visual repre-
sentations (circles), some used descriptive way of notes (using numbers and
words), and some student used numbers, as symbolic representations for balls.
(see picture 7).

Representations (picture 7.)

After making the posters students were asked to show them. The student who
played the role of the machine asked the audience to figure out the rule by which
the machine worked. Students answered that the machine added one ball to the
input balls.
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Then they were asked to point out which one among the posters was the
simplest to describe what the machine did. They chose the one where numbers
were used only. Then students were asked to copy the poster on the blackboard,
and to write it more general, namely the description of the input elements. They
added “szam” (number) bellow the last number in the first column, and “az adott
szamnal eggyel nagyobb szam” (the number that is one greater than the given
number) bellow the last number of the output elements (see picture 9.).

Dependent and independent variable in the table (picture 9.)

They were also suggested to indicate the transformation in another way, since
mathematics is universal language, and we could not use Hungarian words. They
agreed, to used only the first letter, so they wrote “ sz” and “a” in the next row of
the table. After we agreed, to use only one letters, so they put “s” and “a” in a next
row. The next step towards generalization of the symbolic representation was that
they figured out which letters would they use, if we translate the adequate words
into different languages. They found out, that the letter “n” could stand for “s” if
they use the adequate English word, namely number, and letter ‘t’ instead of “a”.
They went further, so the put “z” (zahle), and “d” from adequate German words.

Next, they had to come up with an idea how they would interpret the
working mechanism of the machine if they only saw this poster and had not ever
seen the machine at all. After a short discussion they agreed that the imaginary
machine added one to the input number and showed the output number, which
was one more than the input number. In order, to emphasize what the imaginary
machine did, one student added on the right-hand side of each output the
notation of output which highlighted the adding of number one, so the third
column was created. (see picture 10.)

Table representation of the function y=x+1 (picture 10.)
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Then students, as they considered, that the second and the third column are
equivalent, drew another table, were they by indicating this fact named the table.
(see picture 11.)

On the next class several students played the role of the machine. Each
figured out a different rule for the machine, in that way functions such as: y=x+1;
y=2X; y=X+2; y=const., y=rand. were represented.

Than, children were given several table representations of some
functions, like the examples from didactic book for teaching mathematics in lower
grade of primary schools.¢ (picture 11) which they solved successfully.

I 111 S a=s+1
II II1T 5
I 10 n k=2%n
11111 32 1

III11 2 3

IIIIIT 12 8

(picture 11.)
Conclusion

In this study we sought the response for the question: could we by arranging the
learning environment in a certain way help students to create symbolic represen-
tations of functions?

Researchers addressed students a non-standard approach to the intro-
duction of functions, which meant that contrary to standard learning style in
Hungarian schools — where students use only visual representations of function
machines — here students first dealt with concrete representations instead of the
visual ones. During the interventions it was proved that the diverse tools and
environment can support the process of creating the notion of functions on their
own.

In addition, when students were engaged in group activities like role-
playing games, they had the chance to discuss and interact socially, which further
enriched their understanding and contributed to the development of the function
concept.

6 Tiborné PETZ: Fiiggvények tanitasa. In: Eszter KONYA HERENDINE (ed.): A matematika tanitdsa
az also tagozaton, Nemzedékek Tudasa Tankonykiadd, Bp., 2013. 333—336.
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Absztrakt

A SZEREPJATEKOKBAN REJLO LEHETOSEGEK, MELYEK SORAN
KONKRET ES VIZUALIS REPREZENTACIOKAT HASZALUNK A FUGGVENY
FOGALMANAK TANITASARA

Ez a tanulmany bemutat egy kisérleti kutatast a fiiggvény fogalmanak tanitasarol
és tanulasarol egy nem hagyomanyos — Waldorf — iskolaban. A hatodik osztalyos
didkok szerepjaték segitségével bovitették a fliggvény fogalmanak elsajatitasahoz
sziikséges tudasukat ugy, hogy hasznaltik a fliggvénygépek konkrét, és vizuilis
reprezentacioit. A kutatok célja az ilyenfajta tanitis alkalmazasaval az volt, hogy
egy olyan gazdag tanulasi kornyezet teremtsenek meg a tanulok szamara, amely
lehetGvé teszi, hogy a didkok felfedezhessenek dolgokat és kiilonb6z6 tapasztala-
tokat szerezhessenek, és ezek segitségével megalkossak a linearis fliggvények
egyenleteit.

Kulcsszavak: matematika, fiiggvények, konkrét reprezentaciok, vizudlis
reprezentaciok, szerepjaték
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Szabolcs Zalay

THE UNIVERSAL PEDAGOGICAL INDEX (UPI)
INTRODUCTION OF CONCEPT AND METHODOLOGY

,Glve me a fixed point,
and I will move the earth out of its place.”
Archimedes

In my article, I undertake to present the dimensions and components of pedago-
gical culture in a complex system. Based on the basic hypotheses of my currently
ongoing pedagogical research series, as well as the test results of the phases that
have already been completed, as well as my practical, personal experiences, I am
convinced that we have preserved the image of the completeness of the world in
our common spiritual memory. A pedagogical situation or an independent entity
(for example, a teacher, class, kindergarten activity, pedagogical organization, or
system) can carry this image, depending on its quality, as a result of the inter-
action of the elements of the pedagogical culture. The number expressing the
quality/extent of this can be called the Universal Pedagogical Index (UPI). Until
now, this concept did not exist either globally or locally.

The UPI'’s trademarked logo (Fig. 1)

Archimedes’ quoted famous sentence is about a basic geometric and physi-
cal theorem, while also conveying a philosophical message. Its topicality stems
from the fact that, on the one hand, it is very difficult to find certain reference
points in our world when we interpret everything relatively. On the other hand, it
is perhaps even more difficult to dislodge humanity from its entrenched positions
and habits. Yet the desire is stronger in us to find our security again, which we
once had in an archaic time, when we still believed in gods, ideas, and the center
of the world — so we have a need for a quality, orderly life. The world crisis is also
a challenge for pedagogy. Grasping the nature of the crisis as precisely as possible
can help to identify pedagogical tasks. The definition of the seven directions of
the crisis can be imagined along a cross, with man in the middle. In all seven
cases, our relationships show a rupture, which results in closure, ,straitjacketing”,
and alienation. We have come into conflict with nature, society, history, the

153


https://doi.org/10.55072/DN.2024.4.153
https://doi.org/10.55072/DN.2024.4.153

S o ER XII. évf. 2024/4. sz.
DOI: 10.55072/DN.2024.4.153

transcendent, our talents, our aspirations, that is, our goals, and even our own
consciousness. Breakthrough points can also be grasped through these, or through
a pedagogical cultural model that can grasp the relationship between man and the
world in an organic system.

Several research and development projects deal with the objective
measurement of the quality of pedagogical work.! There are promising initiatives
to compare different pedagogical entities (sessions, lessons, teachers, organiza-
tions, educational systems, etc.). Pedagogical work is complex and multifaceted,
so it is difficult to characterize its quality with a single indicator.2 However, based
on my research, I claim that we now have an increasingly accurate picture of the
factors influencing pedagogical efficiency, and based on these, a complex indi-
cator system can be developed that takes into account all important aspects of
pedagogical work. For this, it is necessary to choose aspects that, in addition to
professional knowledge, can grasp the pedagogical culture through its essential
focuses and in its entirety. Pedagogical culture here means the quality of life in
the learning environment, which each entity can create, create, create, and
construct to a greater or lesser extent — depending on its knowledge, abilities, and
aptitude. In order to see this in detail and together, we need a holistic, or even
more universal, approach within the framework of defining a new pedagogical
paradigm, which we can call the pedagogy of Homo Studens3

According to our concept, the ,,Homo Studens” uses the knowledge we have
acquired so far about the world, but does not fetishize it. Just as you need the
maximum development of your key competencies, without trading them against
your knowledge. After all, we need both types of knowledge in order to surpass
ourselves in a new synthesis, finding solutions to our countless problems indi-
cated above. This pedagogic system of thought is being defined and outlined more
and more precisely in our world at the moment, both locally and globally. And the
stakes of the speed of the process only increased with the appearance of artificial
intelligence, through which the Machine inevitably became a competitor to the
Human who creates pedagogical entities. The need for relearning is thus no
longer an issue, unless we want to make ourselves completely vulnerable to the
ever-increasingly independent ,creature”,, we have created.

It is therefore a strategic educational and educational goal to offer our
students solutions to crisis situations, or more precisely, to make them capable of
looking for viable alternatives. However, only those who seek and live life are
capable of this. We must raise young people who are united and healthy in a
physical, mental, and spiritual sense, becoming ,well-rounded people”, who
represent the higher meaning of autonomy, i.e. they are able to exist freely,
responsibly, and with a high degree of love on all three levels of the personality,

1 IIdiké BALAZSI-Zsuzsanna HORVATH: The quality and effectiveness of public education. In:

Report on Hungarian public education. 2010. http://www.ofi.hu/9-kozoktatas-minosege-es-
eredmenyessege-balazsi-ildiko-horvath-zsuzsanna [2024.04.10.] .
2 Gadbor HALASZ: Effectiveness and quality of education. In: Gdbor HALASZ-Judit LANNERT:

Report on Hungarian public education. OKI, Bp., 2000.

3 Szabolcs ZALAY: "Homo Studens" — The school of the student. Application for the position of
director of the Klara Le6wey High School in Pécs. 15.03.2021 Pécs Education District, Pécs. 2021.
https://www.leoweypecs.hu/wp-content/uploads/2021/08/new.leoweypecs.hu-palyazat-dr.-
zalay-szabolcs-2021.03.15..pdf. [11/01/2024]
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radiating from themselves happiness at the higher frequency of living human life
towards all age groups of their fellow human beings. These people can ,save the
world” or represent the paradigm of a new world, in which the Light resides even
in the midst of the ,darkness” of today. This is how our students can become
people of the age of ,,contemplation”. This requires learning and teaching models
that are capable of new ,world creation”.

Dimensions of pedagogical culture

Just as an artist creates a second world by creating his work, according to the
description of aesthetic theories, the teacher does the same when ,creating” a
lesson or activity or ,initiative”. But this is also what a leader does when, for
example, he operates the ,world” of a pedagogical institution, or a system-crea-
ting researcher whose ,method” turns from a pedagogical alternative into an
alternative pedagogy, and can be implemented on a wider scale, even on a
national level.4

It is worth mapping out the characteristics on the quality of which the
functionality of such a ,world” depends. In other words, we take into account the
indicators that characterize the pedagogical culture of a particular pedagogical
entity. According to our research results so far, not only the success of knowledge
transfer depends on them, but the degree of ,,world-creating ability” influences
the atmosphere of the entire pedagogical ,universe”, ultimately the well-being of
the participants, which we know from modern ,atmosphere” and ,experience
studies” is not a negligible factor at all.5 And from the latest network research
results, we also understood what we had guessed through holistic intuition until
now, that the functional analogy of small units and large networks has been
scientifically proven. Through network theory, which proves the scale indepen-
dence of complex networks, we know that the same ordered laws govern cellular
networks and organizational networks,® as we can also prove this during the
examination of pedagogical entities.

The quality level of a teacher’s professional knowledge/lesson (occupa-
tion), the organization of a school, the pedagogical system of a country is deter-
mined by the level of pedagogical culture, the quality of which can be measured
by introducing the Universal Pedagogical Index (UPI) number. This number,
which indicates the quality degree of the given entity on a scale of 100, can be
calculated based on a special formula that corresponds to the calculation of the
volume of the SPHERE. The principle explanation for this is that the above
entities can all be understood as a closed system that can be well described with
the help of the ,sphere analogy”, if every teacher, school and education system
creates more and more closed worlds whose performance and effectiveness can
be compared. The individual ,spatial dimensions” show the degree of quality
compared to the maximum standards of the ,spherical radii”. While the metrics
of the ,fourth dimension” determine the quality of the climate, i.e. the

4 Mihaly KOCSIS: Training of trainees (self and further). Tarogat6 Publishing House, Bp., 1996.

5 Szabolcs ZALAY: Chances of a paradigm shift in the Hungarian public education system and
Lebwey. In: Tradition and renewal. School history conference volume. Pécs, 2017. 97., 111.

6 Albert Laszl6 BARABASI: Hidden patterns. The language of network thinking. BarabasiLab. ed.
Alanna Stang; Open Books, Bp., 2021.
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atmosphere, according to the ,time analogy”. Its standard is adapted to the PI
(irrational, transcendent) unit. The moderately increased weight of the ,climate
value” well expresses the importance of the quality of the pedagogical atmosphere
compared to the other dimensions, which is now supported by the literature
based on numerous researches.”

The 100 scale can be used in a variety of ways, depending on whether we
are evaluating individuals, organizations, or systems. The term Universal Pedago-
gical Index has a very precisely delineated, defined meaning, the use value of
which can be very significant, with a high degree of correlation results expected
during an increasing number of comparisons with other evaluation data.

Pillars of teaching/educational knowledge

In the following, we will outline those aspects, focusing primarily on the ,cell
level”, i.e. the elementary level of the pedagogical situation, on the lesson or
session, in which all the defining elements are already present, which can also
characterize an entire ,organization” or ,,system”. Based on practical experience,
it can be confidently stated that the organization of the learning process is a
multiple world-building exercise. They play a fundamental role in this as ,pillars
of knowledge”, the components of the professional basic knowledge of the teach-
er. Such are the multi-level planning work — the mobilization of the teacher’s
personality — the ability to choose an adequate pedagogical philosophy — the
differentiation of the world of values - the application of pedagogical psychology
— the nuances of the image of the child and the quality of the tools and methods
appropriate to the pedagogical situation, all of which are in accordance with the
Hungarian qualification procedure. 9 competencies” system as well.

Supporting the steps of the learning/development process

The knowledge of supporting the learning process is already the second dimen-
sion of the pedagogical culture of the pedagogical entity. This includes entry,
context building, narrative selection, inducing a change in understanding, deepe-
ning, reflecting and supporting exit. These are the phases of the process of peda-
gogical construction, in which the existing knowledge structure is retuned, in the
language of modern neurobiology, ,rewiring”, which is the basis of all real lear-
ning.8 The advantages of this conscious ,world-building system” are primarily
shown in the intensive motivational activity, with which the educator, the teacher,
the school ,stimulates” the child, the student in the session, in the lesson, and

7 HATTIE, John: Visible learning: A synthesis of over 800 meta-analyses relating to achievement.
Routledge, 2009. https://inspirasifoundation.org/wp-content/uploads/2020/05/John-Hattie-Visible-
Learning-A-synthesis-of-over-800-meta-analyses-relating-to-achievement-2008.pdf =~ [01.11.2024],;
Krisztidn SZELL: School atmosphere and effectiveness: focus on resilient and vulnerable schools.
Belvedere Books. Belvedere Meridionale, Szeged, 2018.; Krisztina GASKO-Ida SSCS: The
atmosphere of the school. In: From the practitioner to the professional development school. EKKE
Lyceum Publishers, Eger, 2021. 89—114.

8 Szabolcs ZALAY: The creative development of the world of the school. In: Andras BUDA-Endre
KISS (ed.): Interdisciplinary pedagogy and changes in higher education. VIL. Arpad Kiss Memorial
Conference Debrecen, Institute of Educational Sciences, University of Debrecen, Debrecen, 2001.
413—420.
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achieves a change in understanding, or conceptual shift in the language of const-
ructivism.9 However, ,telling” is not enough for this, but neither is ,action” in
itself. It is important to implement the deductive process and the attitude of
planning with continuous negotiations and redesigns.

The learning manifested in various changes takes place in the lessons of a
teacher who consciously practices the principles of world-building by evaluating,
understanding, analyzing situations and trying out variations, so his task is to
create the structure of the world of situations, on the one hand, according to his
plans, on the other hand, the session together with the participants, and during
class. These are the first two dimensions of the ,,world-building” process of peda-

gogy.

The dimension of communication factors

With the presentation of the pillars and process of the pedagogical context, the
structure of a session or lesson is apparently in front of us. In fact, we see the
elements of a two-dimensional, ,quasi-plane system” side by side. The change in
understanding, the learning process at a deeper level, can only be grasped on the
basis of a dynamic description of the communication of the pedagogical situation.

The essence of the working mechanism of the learning situation can be
described primarily with further, more differentiated definitions of the context
factors, which primarily represent the internal structure of pedagogical situations,
the relationship of the components mentioned so far, their order within a lesson
or session, and the models that carry the structure of different approaches to
problems. The determinants of the pedagogical, ,second” world are therefore
situations. Making them aware and guiding them with questions and instructions
is one of the teacher’s main tasks, similarly to process management in drama
pedagogy.i° By exploring and understanding the situations, the artistic means of
creating and releasing tension can be used during the session or within the class.
Borrowing from the technical language of the theater, a situation is defined by
seven important factors: space, time, actors, relationships, antecedents, intenti-
ons and present expressions.!! Every true teacher knows that we have to take these
factors into account in all kinds of pedagogical situations if we want to operate
them successfully.

Space defines a situation in two aspects. The ,big space” means the geog-
raphical orientation, which always plays into the pedagogical situation: country,
city, village, etc. The ,small space” is the clarification and management of the
specific place: what the participants of the class do with the spatial elements
available to them. Time also appears in both aspects. ,,Great time” means the
historical determination of the pedagogical situation, which always frames our
work, sometimes more directly, sometimes indirectly. While in ,little time”, the
time of day appears: morning or evening, and the duration of the educational

9 Istvin NAHALKA: How does knowledge develop in children? National Textbook Publisher, Bp.,
2002.

1o NEELANDS, Jonathan: Drama in the Service of Teaching. Hungarian Society of Drama Pedagogy
and the Marczibanyi Square Cultural Center, Bp., 1994.

1 L4szl6 KAPOSI: The teaching drama. Manuscript pending publication. Bp., 2007.
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situation. Just as important is how much time is available to analyze each
problem.

The actors can also be defined in several layers. Based on the classic three-
level personality model, physical, mental and spiritual attributes and character-
istics can be specified. The conditions offer another three possibilities for refining
the communication conditions. Relationships between the participants must be
continuously managed according to their subordination, and the quality of the
relationship.

The antecedents represent the ,past” of the pedagogical situation. The
participants can think about this in the longer and shorter term and call up their
prior knowledge. They can do the same with intentions, again in the longer and
shorter term, which represent the ,future” of the situation. Here, the main role is
played by the goals, wills, and orientations that drive the communicators of the
pedagogical situation. Last, but not least, the most obvious characteristics of
communication determine the quality of the operation of the situation. These are
the utterances that are the components of the ,present” of the situation. This
includes all kinds of expression, from movements, to words, to thoughts and
feelings. It is clear from the above list that in the pedagogical situation these are
the main components of consciousness with which the participants must work
during the learning process.

Components of the atmosphere of the pedagogical world

In the past period, the volume of pedagogical ,climate research” has increased
significantly. Not by chance. This can be the least tangible, yet distinguished
characteristic of a pedagogical situation, on which the success of the other compo-
nents stands or falls. In other words, an important component of a teacher’s peda-
gogical culture is what kind of atmosphere he creates in his sessions and classes,
how much he motivates different children and students, is he able to resolve
tensions, does he have a sense of humor? How well can you create an atmosphere
in which learning is an experience, even if it requires hard work? This dimension
can be described as the ,time factor” of the pedagogic world, which quickly flies
away if we can experience the experience of trust, motivation, ,celebrate” our
uniqueness, at the same time our unity with the community and our world, the
joy of the differentiation and complexity of knowledge acquisition, the real joy of
life, high-level flow.2 ,World experience” is the student’s most important
motivational base. Without this, all learning is ,unworldly”. If, on the other hand,
it is possible to create a good climate, it may happen that through the conscious
planning and management of the classroom situation, the participants can have
a real ,world experience” in the learning process, because behind the revealed
sresearch topics”, ,learning areas”, and analyzed problems, an orderly world
image may unfold.

2 Mihaly CSIKSZENTMIHALYTI: Flow — the psychology of the perfect experience. Academic
Publishing House, Bp., 2001.
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From the cellular level, through organisms, to systems

The UPI model described above captures indicators suitable for measuring and
developing the quality of universal pedagogical culture in a given entity. Through
the above-mentioned evaluation procedures, we want to put the observation of
many agents of education and education on a broader basis and to plan their
coordinated development, surpassing not only the previous usages of terms,
creating a common language between the old and new workers in the system, but
we also want to achieve a breakthrough in the ,,Homo Studens paradigm” in order
to significantly improve the viability and effectiveness of the system.

In the emerging synthesizing paradigm, on the one hand, the transmission
of values and the acquisition of knowledge that represents the foundations of
literacy, on the other hand, the acquisition of competences that provide
orientation and useful abilities in the present world, and, on the third hand,
access to the level of knowledge necessary for the visible future, rising to higher
registers and carrying deeper contents, are equally important. Thus, in this app-
roach, the concept of pedagogical culture means the quality of life in the learning
environment, arising from the complex intelligence of the teacher(s), at the ,cell
level” (in lessons, sessions), at the organizational level (in schools, kindergartens,
universities), in the entire system (nationally) and globally. Deviating from this
use of meaning, both Bruner’s concepts of ,spontaneous and intentional socia-
lization” — which is too general and emphasizes the sociological aspect of develop-
ment, and Jozsef Nagy’s concept of ,criteria-oriented development assistance”14
— which is too specific and emphasizes the psychological side of development, we
introduce an archaic-based (meaningful principle) yet modern concept, connec-
ting the meaning with the central importance of the concept of learning at the
origin of multidisciplinary scientific approaches.

Starting from the original meaning of the word culture (agriculture-
cultivation of the land), which from the beginning shows a close connection with
the nature of pedagogical work (helping change in understanding), we arrive at
the concept of ,,Cultivation” adaptively appropriate to the age of the globalizing
world, when Kant’s ,enlightenment-concept”, the stake for pedagogy is whether
it can promote ,the recovery of humanity from adolescence” to adult, autono-
mous existence. In other words, the vital question of pedagogical culture is
whether it can support the saving of Life on Earth, or rather hinder it, thereby
strengthening the ,Civilization of Death”, not only in terms of content, but also in
terms of form? Therefore, an important question is what is the quality of the
representation of the Life Principle in each pedagogical situation, and how well
do we manage to fulfill our original, gendered task while creating and supporting
the learning process?

Educational science must keep up with the modern scientific revolution if
it really wants to contribute to the global search for solutions. In pedagogical
situations, all important dimensions of pedagogical culture appear, whether we
are examining classroom aspects, institutional organizational development, or
the level of the system as a whole. If the teacher(s), the school management, the

13 BRUNER, Jerome: The Culture of Education. Gondolat Publishing House, Bp., 2004.
14 Jozsef NAGY: New pedagogical culture. Mozaik Publishing House, Szeged, 2010.
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managers of the education system have the ability to operate these dimensions at
a high level, then there is a chance in the given pedagogical environment for
adequate reactions to the current challenges of the era, as well as the management
and interpretation of global problems, both in terms of finding appropriate
communication tools for different age groups.

Research directions

In order to make the Universal Pedagogical Index a truly ,universal” measure-
ment and development tool, we have to meet a number of challenges. We must
conduct reliable scientific research background checks. We need to make the tool
widely known and recognized, thereby improving the prestige of the profession,
not only at the image level, but also by promoting a real, significant change in
attitude.

The UPI, measured on a scale of 100, can be used in a variety of ways,
depending on whether we are evaluating individuals, lessons, organizations,
alternative methods, learning organizations, national systems or even ,people
learning”. In order to use the scale effectively, it must be taken into account
whether the test is made for diagnostic, comparative or evaluative purposes. The
purpose of the study determines the interpretation of individual points of the
scale and the weighting system. According to the 28 criteria, the weighting system
may vary depending on the purpose and context of the study. The exact
adjustment of the weighting system takes place in the framework of observational
tests and computer simulation tests.

— The main research questions of the simulation study are the following:

Does the simulation reflect the real conditions of the learning unit?

— What tools and resources will the participants use?

— Who will participate in the simulation? (E.g. students, teachers, experts)

— Do the participants represent the target group?

— Does the scenario of the simulation reflect the content and objectives of

the learning unit?

— How will the performance of the participants be evaluated?

— What artificial intelligence tools can be used to automatically measure

indicators of pedagogical culture?

— How can Al be used to analyze simulation results and optimize weights?

— What data do we collect during the simulation?

— How do we analyze the data to weight the indicators of pedagogical

culture?

— What do the simulation results show about the effectiveness of the

learning unit?

— How can the simulation results be used to improve the learning unit?

— How can analyses of the mood and emotional content of teacher-student

interactions be interpreted?

— On the basis of which network analysis aspects can the analysis of

interactions and cooperation patterns between students be included in
the further research?
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According to our expectations, with the help of the simulation study, we
will have a research database with a number of elements that far exceeds the
number that defines the validity ranges of traditional pedagogical studies, and in
the end we will be able to gain a much deeper and more differentiated insight into
the determining factors of the effectiveness of learning units, levels, systems, and
the characteristics of the pedagogical culture. in connection.

Pedagogical paradigm shift

From the high-level operation of world-building knowledge and from the clear
management structure, we can rightly expect a significant qualitative develop-
ment of the entire educational process, both in the field of organizational culture
and in the well-being of the participants. A strategic pedagogical goal, in the midst
of the crisis conditions of our time, the transparent value and goal system, the
structural development program based on world-building knowledge, which can
be followed in each pedagogical environment. This is how we can only offer
solutions to our students, teachers, schools, or more precisely, how we can make
them capable of looking for viable alternatives in the entire system.

A ,good school” also presupposes a ,healthy pedagogical world”, thinking
in complex networks and systems, education for advanced emotional intelligence
in addition to high-level knowledge development and encouragement for regular
exercise, nurturing social sensitivity. Complex personality and school develop-
ment must move in the direction that the participants in pedagogical situations,
in the ,,well-operated world of dimensions”, can explain the phenomena and pro-
cesses that often appear unexpectedly nowadays, and sometimes seem paradoxi-
cal. In addition to machine learning, live encounters are highlighted have a role
in the life of organizations.15

For the personalities studying and developing in such ,worlds”, the positive
shaping and care of their own physical and psychological health, as well as their
narrower and wider environment, appears as a value.¢ In healthy ,pedagogical
worlds” built on archaic principles, students and teachers must think systemati-
cally, their range of concepts must continuously expand and synthesize, using
their previous knowledge to be sure of the processes taking place on Earth, both
in space and time. In one of his last studies, Jozsef Nagy formulates the historical
role of pedagogy in a very interesting way: ,,The most important condition/
explanation is that the members of the new group society separated by the divi-
sion learned everything that was necessary for their survival and the creation of
new groups thanks to their pedagogical culture.”” Today, we face a very similar
task in ultramodern space-time. That is why I consider it important, in the above
spirit and manner, to continue the in-depth research of pedagogical culture, har-
monizing practice and theory, modernity and mobilizing the power of tradition.

15 Szabolcs ZALAY: Chances of a paradigm shift in the Hungarian public education system and
Leb6wey. In: Tradition and renewal. School history conference volume. Pécs, 2017. 97—111.

16 Krisztina D. NAGY: The possibilities of interpreting and modeling school well-being. Hungarian
Pedagogy, 2020/2. 123-148.

17 Jozsef NAGY: Renewing pedagogy. http://www.staff.u-szeged.hu/~nagyjozs/pdf/2020 Megujulo
pedagogia.pdf [11.04.2023]
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Currently, based on the above model, the pedagogical and cultural
components and level of each school have already been analyzed, and the
correlation of the model with effectiveness is also being investigated. If we want
to apply the examination of the above indicators of pedagogical culture on a
national or global, systemic level, then we must look for the appearance of the
same defining categories at a higher level. This research process has also begun.
We try to capture the quality of the entire pedagogical system as a value mediator,
the quality of the change in understanding, i.e. the degree of changes in the
development of the participants, the quality of communication that serves to
increase social esteem and prestige, and the general level of the school climate,
atmosphere, flow and the mutual interaction of all these. in the research process,
which also requires a serious IT background. After all, a serious problem is caused
by the time limit of the scientific background and results of examination of
system-level pedagogical interventions (reforms). By the time an investigation is
completed or the results of a reform are published, we are already trying to
implement another idea, a mechanism that does not serve the need for well-
founded crisis management. With a ,supercomputer” and the new possibilities
provided by artificial intelligence, it is assumed that the conduct of research can
be accelerated, in addition to the installation of appropriate security mechanisms,
the results of which can have significant buoyancy in our field and can promote
the success of a scientifically supported, broader spectrum, paradigm shift based
on public consensus. against a mechanized civilizational process through the
development of pedagogical culture with the help of the Machine.
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Absztrakt

AZ EGYETEMES (UNIVERZALIS) PEDAGOGIAI INDEX
FOGALMANAK S MODSZERTANANAK BEVEZETESE (UPI)

Az Egyetemes Pedagogiai Index (UPI) fogalma eddig nem létezett sem nemzet-
kozi, sem helyi hasznalatban. Tanulmanyomban egy Gj mér&szamként kezelem
ezt, amelyet a pedagogiai kultira GsszetevGibGl generalt képlet segitségével
szamolunk ki. Mértéke jelzést ad a pedagobgiai entitasok ,életmingségérdl”, Gj
aspektusba helyezve ezzel egy-egy pedagodgiai szituacid értékelését, egyuttal
kijelolve a lehetséges fejlesztési irdnyokat is. Az Univerzélis Pedagbgiai Index
bevezetése szamos el6nnyel jar, ravilagit a pedagogiai kultira jelentSségére,
megmutatja annak dimenzibit, indikatorait, valtozoit, objektivebb és Ossze-
hasonlithatobb értékelést tesz lehetévé a pedagdgiai munkarol. Tamogatja a
pedagoégusok szakmai fejlédését és a pedagogiai munka mindségének javitasat.
Hozzajarul a hatékonyabb oktatasiranyitasi dontések meghozataldhoz.
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Ljubac Mec, Danijela-Zlatarevi¢, Vesna

1ZAZ0OVI U SUVREMENOM OBRAZOVANJU

Uvod

Obrazovanje je temelj sigurnog, organiziranog, dostiznog i odrzivog drustva u
svijetu. Medutim, kako bi sluzilo ovoj ulozi podrske i osnazivanja u modernom
drustvu, treba ga ispravno razumjeti i provoditi. Jedan od izazova obrazovanja
je imoderno drustvo. To je ‘drustvo’ suoéeno i oblikovano danasnjim razvojem
u svim razli¢itim sektorima ljudskog postojanja na lokalnoj, nacionalnoj i
medunarodnoj razini. Stoga je u biti ‘moderno drustvo’ svako postojece drustvo
u promjeni. Ovi danasnji razvoji odnose se, na primjer, na trendove u
demografiji, gospodarstvu, politici, jeziku i komunikaciji, znanosti i tehnologiji
i filozofijama koji imaju odluc¢ujuéi utjecaj na odredenu zajednicu - malu ili
veliku. Trendovi su poznati dugi niz godina, ali se ostvaruju jedinstveno u
razli¢itim ,modernim drustvima“. Na primjer, Wolhuter dao je pretpostavku o
vjerojatnim drustvenim trendovima ili tendencijama koje ¢e se manifestirati u
21. stolje¢u.! Obrazovanje i moderno drustvo su medusobno ovisni. Nacionalna
drustva ocekuju od svojih odgovaraju¢ih obrazovnih sustava da pruze
obrazovanje koje ¢e podrzati odrzavanje i razvoj jedinstvenih i cijenjenih
obiljezja drustava da svojim ¢lanovima pruZe primjenjive obrazovne mogué-
nosti za ucinkovito funkcioniranje u drustvu i medunarodnom svijetu.
Obrazovni sustav treba svojim struénim kompetencijama organizirati i jacati
sastavnice i elemente tog sustava na nacin da se potrebe obrazovanja mogu
kontinuirano zadovoljavati, a istovremeno uc¢inkovito brinuti o stalno promjen-
jivim tendencijama i kratkoroénim promjenama. Drustvo ¢e ocekivati da
obrazovanje pojedinim uéenicima pruZi diferencirane obrazovne moguénosti za
njegovanje i razvoj sadas$njih znacajki odredene zajednice u kontekstu
nagadanja vjerojatnih drustvenih trendova na lokalnoj, nacionalnoj i meduna-
rodnoj razini. Kroz ove obrazovne mogucnosti ucenici ¢e ste¢i bitne
kompetencije za podrsku i odrzavanje dobrobiti sigurnog i zdravog drustva.
Ucenici ¢e, kao pojedinci koji se samoostvaruju, ocekivati da ¢e obrazovanje
pruziti dovoljno diferenciranih obrazovnih prilika kako bi se svakom uceniku
omoguctilo da se osposobi za zadovoljavajuci Zivot, integriran i uskladen s
ostalim pojedincima i organizacijama na nacionalnoj i medunarodnoj razini.2
Obrazovanje i obrazovni sustav trebaju imati viziju koja ¢e zadovoljiti obrazovne
potrebe odredenog drustva kojemu je namijenjena. Da bi se postigla takva
ucinkovita obrazovna ponuda koja podrzava odrzivi razvoj modernog drustva
koje karakteriziraju stalne brze promjene, vazno je razmotriti sljede¢ih nekoliko
elemenata:

1 STEYN, H. J.-WOLHUTER, C. C. (Eds.): Education systems: challenges of the 21st century.
Potchefstroom: Keurkopié, 2008. 13.

2 STEYN, H. J.-WOLHUTER, C. C. (Eds.): The education system: a comparative education
perspective. Potchefstroom: Keurkopié, 2014. 98—100.
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— trebalo bi koristiti odgovarajucu definiciju obrazovanja;

— razumjeti strukturu i funkcioniranje obrazovnog sustava;

— identificirati razlicite vrste obrazovnih sustava;

— vanjske i unutarnje kontekstualne tendencije treba ispravno obraditi;

— organizirati obrazovne potrebe razlic¢itih skupina zainteresiranih za
obrazovanje;

— potrebna infrastruktura za ispunjavanje obrazovnih potreba treba biti
dobro osmisljena;

— treba odluditi o potrebi pruzanja dodatnih obrazovnih programa i
Projekata.3

Osim toga, kako bi se osigurao odrziv odnos izmedu obrazovanja i drustva treba
koristiti jednostavnu i razumljivu definiciju obrazovnog sustava. U tom
kontekstu, obrazovni sustav moZe se definirati kao okvir za udinkovite
obrazovne mogucnosti za zadovoljavanje obrazovnih potreba c¢lanova i
organlzacua u ciljnoj skupini ili drustvu gdje se planirane nastavne aktivnosti
su organizirane u svrhu podupiranja pojedina¢nih ucenika kako bi stekli
medusobno dogovorene kompetencije (znanja, vjestina i stavova te kako bi
mogli obavljati svoje razli¢ite uloge u Zivotu.4 Planirane nastavne aktivnosti
ukljuéuju tipi¢ne elemente poucavanja kao $to su ciljevi poucavanja, nastavne
strategije i metode, sadrzaj, ocjenjivanje. Smatra se da nastavnik treba
‘podrzati’ ucenike da uce ili da sami steknu dogovorene kompetencije. Medus-
obno dogovorene kompetencije uklju¢uju integriranu kombinaciju znanja,
vjestina i stavova, $to ukljucuje komunikacijske, numeric¢ke, socijalne,
ekonomsko-financijske, znanstvene, tehnoloske, fizicke, ekoloske i filozofske
kompetencije. Ove kompetencije su medusobno dogovorene kao prihvatljivi,
cijenjeni i ostvarivi ishodi obrazovanja. Ucenici bi trebali moéi primijeniti ove
kompetencije kako bi mogli obavljati svoje razli¢ite uloge u Zivotu. Ucenici
trebaju funkcionirati kao samoaktualizirajuce osobe, kao ¢lanovi obitelji, svojim
profesionalnim ukljucivanjem, kao aktivni gradani i ¢lanovi organizacija
zajednice koje pridonose dobrobiti zajednice.5 Okvir obrazovnog sustava sastoji
se od nekoliko komponenti: politike obrazovnog sustava, administracije obraz-
ovnog sustava i obrazovnih potpornih sluzbi, koje funkcioniraju na integrirani
nacin kako bi se zadovoljile raznolike i jedinstvene obrazovne potrebe ciljne
skupine ili nacionalnog drustva. Izmedu ciljne skupine i obrazovnog sustava
postoji reciproc¢an odnos. Ciljnu skupinu nacionalnog obrazovnog sustava ¢ini
nacionalna zajednica pojedine zemlje. Glavna svrha obrazovnog sustava je
zadovoljiti obrazovne potrebe ciljne skupine. Isto tako, treba uzeti u obzir i
odredivanje tipa obrazovnog sustava koji moze biti ovisan ili neovisan. Priroda
odnosa izmedu obrazovnog sustava i njegove ciljne skupine odreduje vrstu
obrazovnog sustava o kojem se radi. U slucaju ovisnog obrazovnog sustava,

3 STEYN, H.—VOS, D.-BEER, Louw de: Education in Modern Society; BCES Conference Books,
Volume 16. Sofia: Bulgarian Comparative Education Society, 2018. 13.

4 STEYN, H. J._-WOLHUTER, C. C.-VOS, D.-De BEER, Z. L.: South African education system: core
characteristics in focus. Potchefstroom: Keurkopié, 2017. 12. (U nastavku STEYN-WOLHUTER-
VOS-De BEER, 2017.)

5 STEYN-WOLHUTER-VOS—De BEER, 2017. 161-182.
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uspostavlja se odredeno drustvo, posebno kako bi zadovoljilo svoje obrazovne
potrebe. U ovom slucaju, predmetni obrazovni sustav duzan je primijeniti svoje
profesionalne sposobnosti za analizu i integraciju obrazovnih potreba koje se
stalno mijenjaju i sastaviti potrebnu infrastrukturu da zadovolji te potrebe. Svi
nacionalni obrazovni sustavi spadaju u ovu kategoriju. U sluéaju neovisnih ili
privatnih obrazovnih sustava, sami si biraju svoje pojedinacne ciljne skupine i
osiguravaju sve ili dio obrazovnih potreba identificiranih ciljnih skupina.®

Prema ¢lanku 65. Ustava Republike Hrvatske, obrazovanje je u Repub-
lici Hrvatskoj svakomu dostupno, pod jednakim uvjetima, u skladu sa sposob-
nostima te besplatno, u skladu sa Zakonom o odgoju i obrazovanju u osnovnoj
i srednjoj Skoli.

Izazovi u suveremenom obrazovanju

Seti¢ upozorava da dinami¢ne promjene u nasem drustvu impliciraju promjene
u obrazovanju,” a organizacija Unesco (2022) isti¢e da suvremeno vrijeme
zahtjeva hitnu i veliku transformaciju u obrazovanju kako bi se utjecalo na
povecanje sposobnosti dj elovanja na odrziviju buduénost. Danasnje su drustvo
zaokuplh globahzacuskl procesi koje za sobom vuku brojne izazove pr1 éemu su
sve izrazeniji problemi sustava skolstva i nastojanja da se na nth primjereno
odgovori. Diane Whitehead) istice da se napredak obrazovanja moze potaknuti
ukoliko obrazovni sustavi omogucée pristup kvalitetnim i pravednim obrazovnim
mogucnostima kako bi svi u¢enici mogli ostvariti svoj puni potencijal.8 Posebno
se pri tome isti¢u pitanja o okolisu, gospodarskoj krizi, globalnoj pandemiji te
vaznosti fleksibilnosti obrazovnog sustava.

Veliki je broj izazova suvremenoga obrazovanja, a oni koji se osobito
istiu i utjecu na sustav su: financiranje, depopulacija, starenje stanovnistva,
promjene na trzistu rada i gospodarstva, kultura Skole, sustav vrednovanja,
razvoj novih tehnologija, opremljenost, vrijednosti drustva, poloZaj ucitelja,
rezultati medunarodnih procjena znanja i drugi.

Nedovoljno financiranje jedan je od najvecih izazova u obrazovanju. To
je onaj izazov koji dovodi do niza drugih problema u funkcioniranju. U Republici
Hrvatskoj javne se potrebe u osnovnom i srednjem $kolstvu utvrduju na temelju
drzavnog pedagoskog standarda koji donosi Hrvatski sabor, na prijedlog Vlade
Republike Hrvatske. Pri tome se financijska sredstva osiguravaju za materijalno
poslovanje osnovnih $§kola, tekuce i investicijsko odrZavanje te adaptaciju i
sanaciju osnovnoskolskih gradevina kroz decentralizirana sredstava. Problem
nastaje u tome S$to je razvoj obrazovanja brzi od porasta potrebnih financijskih
sredstava pri ¢emu je klju¢an gospodarsko-politic¢ki sustav zemlje te koncepcija
financiranja javnih rashoda. Svjesni loSe financijske situacije u obrazovnom
sustavu Republike Hrvatske, osnovnoskolske institucije samostalno pokusavaju

6 WOLHUTER, C. C.—-JACOBS, L.—STEYN, H. J. (Eds.): Thinking about education systems.
Potchefstroom: Keurkopié, 2015. 37.

7 SETIC, Nevio: Izazovi suvremenog obrazovanja i hrvatski nacionalni kurikul. Hrvatska revija 1,
2018.

8 WHITEHEAD, Diane: Leading Innovation in Education. Pristupljeno 20 ozujka, 2024. 66—70.
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nadi izvore financiranja neovisne od osnivaca ili Vlade (sponzorstva, donacije,
dotacije, otvaranje trzi$nih odnosa i dr.).

Znacajna financijska sredstva osnovne $kole osiguravaju iz europskih
fondova i time doprinose kvalitetnim sadrzajima, unaprjeduju kvalitetu rada i
stvaraju poticajnu okolinu.

Razmisljajuci o digitalizaciji, neizostavno je istaknuti vaznost digitalne
transformacije i kao_katalizatora za inkluzivne inovacije.9 Svako suvremeno
drustvo obiljezeno je tehnoloskim razvojem. Tehnoloski se napredak ogleda u
svakom podrudju Zivota, pa tako i u odgoju i obrazovanju. Prvenstveno se to
ocituje u potrebi osposobljavanja ucitelja za obrazovnu upotrebu informacijsko
— komunikacijske tehnologije, potom osposobljavanju ucenika, prilagodbi
nastavnih materijala, upotrebi racunalnih programa, interneta i multimedijskih
izvora. Naravno, klju¢ svega navedenoga stoji u odgovarajuéem opremanju
§kola racunalnom tehnologijom, iako je u razvijenijim zemljama ulaganje u
ljudske resurse podjednako ulaganju u opremu.

Centar za digitalna obeéanja za inovacije kombinira povjerenje unutar
edukatora, istrazivaca, lokalne i regionalne obrazovne zajednice, ukljuc¢ujuéi
pritom studente, roditelje i neprofitne organizacije sa sposobnos¢u istrazivanja,
razvijanja i pronalazenja kvalitetnih rjeSenja putem metoda koje su prihvatljive
i usmjerene na razvoj kapitala.

Razvoj gospodarstva jedan je od najveéih izazova suvremenog
obrazovanja. Hrvatska udruga poslodavaca apelira na razvijanje konkurentnih
obrazovnih programa kako bi se doslo do kvalitetnog visokog obrazovanja i
gospodarskog napretka, isticuéi pritom da bi ljudski kapital trebao biti znacajniji
od prirodnih resursa ili financijskog kapitala jer je osnovni potencijal za razvoj
gospodarstva $to implicira kvalitetniji Zivot stanovniStva. Utjecaj najjacih
gospodarskih sila je velik i domaée je gospodarstvo izloZeno toj konkurenciji,
stoga je potrebno uvesti strateSke promjene u odgoju, obrazovanju, znanosti i
tehnologiji u smislu prilagodbe obrazovnih programa potrebama razvoja
hrvatskog drustva i gospodarstva. Sukladno navedenomu, u Republici Hrvatskoj
nuzan je razvoj gospodarske politike.

Da bi se napredovalo u primjerenom razvoju obrazovnog sustava
potrebno je zadovoljiti sljedece:

—demografske preduvjete

—politicke preduvjete

—gospodarsko — financijske preduvjete

—kadrovske preduvjete

—tehnic¢ko — informaticke preduvjete

—pedagosko — didakticke preduvjete

Kulura skole kao izazov u suvremenom obrazovanju

Jedan od izazova danas$njeg odgojno obrazovnog sustava je svakako i kultura
gkole. Pojam ,S$kolska kultura“ definiran kao ,kvaliteta i karakter Zivota

9 SMITH, Kimberly—-YOUNG, Viki M.: How Unlocking the Power of R&D Through Inclusive
Innovation Can Transform Education. Digital Promise, Center for Inclusive Innovation, 2024. 3.
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temeljen na iskustvenim modelima akademske =zajednice“.’® Ona S§to
karakterizira kulturu skole je Siroka raznolikost ponasanja i aktivnosti koje
demonstrira svaki pojedini ucenik. Osim toga, Escalona smatra da kultura nije
nepromjenjiva niti podlozna promjenama. Osim toga,* Peterson i Deal opisuju
Skolsku kulturu kao nacin na koji nastavnici i osoblje suraduju kako bi postigli
cilj i unaprijedili viziju $kole.»2 Atmosfera i kultura koja pogoduje u¢enju korisna
je za uCenje ucenika te moZe imati pozitivan uc¢inak na akademska postignuéa
ucenika Skolska kultura se odnosi na podupiranje percepcije,'3 odnose, stavove
te pisana i verbalna pravila koja pomazu profesionalnom zadovoljstvu, moralu
i ucinkovitosti, kao i uspjehu ucenika. Istrazivanja pokazuju da je visoka
razina ucenickih postignuca znacajno povezana s trudom i pozitivnim stavom
nastavnika, ucinkovitim izvr§avanjem zadataka koji su zadani te poveéanom
Zeljom ucenika za ucenjem. Harper navodi kako su ucenici pod najve¢im
utjecajem Skolske kulture.1s Pozitivna Skolska kultura jedan je od elemenata u
kojem napori i nastavnika i ucenika, svih koji su ukljuceni u nastavni proces.
rezultiraju korisnim iskustvima. Ona utjelovljuje standarde, tradiciju i oceki-
vanja institucije.’® Ucenici su najviSe pod utjecajem Skolske kulture i najod-
govorniji su za njezino provodenje na najnizoj razini.” Pozitivna $kolska kultura
je pozicija u kojoj se napori prenose u pozitivna iskustva za osoblje i ucenike.
Uspjeh i ispunjenje glavna su obiljeZja pozitivne skolske kulture. Kada $kola ima
pozitivnu kulturu, uéitelji su odusevljeni radom jer vide $iru sliku, a ucenici su
u funkcionalnoj sposobnosti, mentalno i emocionalno, da uce.8 Brojna istrazi-
vanja su provedena kako bi se istrazio uzro¢no-posljedi¢ni odnos koji postoji
izmedu Skolske kulture i niza ¢imbenika, ukljucujuci, izvedbu, postignuca
ucenika, psiholoske potrebe i ulogu koju Skolski voditelji igraju u skolskom
okruZenju. U skolama je jako vazno da se stavi snazan naglasak na kulturu skole
kako bi se poboljsala $kolska uspjesnost.® U istrazivanju pod nazivom ,Skolska

10 TUS, Jhoselle: An assesment of the school culture and its impact on the academic performance
of the students. International Journal of All Research Writings, 2020/11. 11.

11 ESCALONA, D.: Your voice: Culture is not static and unchanging, let’s celebrate that. 2018.
http://www.chicagotribune.com

12 PETERSON, Elizabeth R.—RAYNER, Stephen G.—ARMSTRONG, Steven J.: Researching the
psychology of cognitive style and learning style: Is there really a future? Learning and
Individual Differences. Journal of Educational Psychology; 2009/4. 518—523.

13 Isto.

14 LOGAN, Carissa: School Culture: A Place Where Every Child Is a Leader. 2019.
https://www.leaderinme.org/blog/leader-school-culture/

15 HARPER, A.: School culture change more effective if studentled. 2019.
https://www.educationdive.com/news/school-culture-change-more-effective-if-student-

led/545882/ (U nastavku Harper, 2019.)

16 LUCAS, Bill-SPENCER, Ellen Mary—STOLL, Louise—-FISHER-NAYLOR, Di—-RICHARDS, Nia—
SIAN, James—MILNE, Katy: Creative thinking in schools; A leadership playbook. Crown House
Publishing Company LLC PO Box 2223 Williston, VT 05495, USA, 2023.

17 Harper, 2019.

18 Teaching Strategies, Teaching Tools, www.prodigygame.com

19 BADRI, R.—AMANI-SARIBAGLOU, J.—AHRARI, G. —-JAHADI, N.-.MAHMOUDI, H.: School
culture, basic psychological needs, intrinsic motivation and academic achievement:Testing a
casual model. Mathematics Education Trends and Research, 2014. 1—13.
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klima, angazman ucenika i akademski uspjeh“ Konolda i sur.,20 istrazivaci su
pokazali da je autoritativna Skolska klima povezana s akademskim uspjehom u
srednjoj Skoli. Utjecaj ravnatelja, nastavnika i drugog osoblja ima znacajan
ucinak na to kako ¢e ucenici biti uspjesni.

Izazovi za uspostavljanje pozitivne $kolske kulture:

1. Tehnologija. Digitalizacija u obrazovnom sustavu je u skladu s
trenutnim tehnoloskim razvojem i nasiroko se prakticira od implementacije
online ucenja koje nastupilo uslijed COVID pandemije. Nakon §to sastanci
licem u lice viSe nisu prioritet, svako planiranje proces, radna uputa, rasprava,
donosenje odluka te, radni sastanci pocelo se odvijati putem razli¢itih online
platformi. Aspekti komunikacije uz koristenje razli¢itih medija kao S§to su
pametni telefoni, koristenje kanala drustvenih medija i digitalnih platformi kao
§to su Google Meet, Zoom i Teams postali su vrlo vazan medij u povezivanju
organizacijskih administracija s razinom implementacije.2

2. Vjestine i znanja u razvoju kontinuiranog profesionalizma nastavnika
integracijom metode koristenja digitalnih platformi u razli¢ite obrazovne svrhe.
Smatra se kako je kreativniji i inovativniji pristup bitan u suoc¢avanju s takvom
krizom kako bi se formiralo odrzivije i cjelovitije rjesenje.22 Svaki nastavnik
duzan je osigurati materijale za ucenje i poboljsati ih online koristenjem razli-
¢itih postojecih aplikacija za ucenje kao $to je koristenje Google ucionice kao
jednog od medija za ucenje na mrezi.23

3. Integritet za koji su odgovorni lideri u ukljudivanju vrijednosti
nastavnika kako bi se oni i dalje pridrzavali klju¢nih vrijednosti koje su temeljne
za organizaciju. Mogu se implementirati razliciti programi usredotoc¢ujuéi se na
osnovne vrijednosti u organizacijama kao $to su izvrsnost u karijeri, razvoj
odrzivosti i povecani integritet, uklju¢ujué¢i duhovne vrijednosti koje mogu
ojacati Ciste vrijednosti u sluzbi.24 Ovi programi pomazu ravnateljima poboljsati
ucinkovitost $kole i pomazu uditeljima da ostanu svjesni trenutnih potreba i
potreba politike. Postivanje vrijednosti i integriteta organizacije od strane
nastavnika pomaze pozitivnoj skolskoj klimi.

20 KONOLD, Tim—CORNELL, Dewey—JIA, Yuane-MALONE, Marisa: School Climate, Student
Engagement, and Academic Achievement: A Latent Variable, Multilevel Multi-Informant
Examination. AERA Open, 2018/4. 1-17.

21 AL-FURSAN, M.—AL-SHURMAN, M.: The Degree of Inclusion of Service Learning Projects in
the Textbooks of National and Civic Education in the Primary Stage in Jordan. Jordan Journal
of Educational Sciences, 2018/2. 143—156.

22 Miao, C., et al. The role of social support and environment: The mediating effect of college
students’ psychology and behavior. Environment and Social Psychology, 2020/1.

23 Zynuddin, S. N.—Kenayathulla, H. B.—Sumintono, B.: The relationship between school climate
and students’ non-cognitive skills: A systematic literature review. Heliyon, 2023/4.

24 HAMILAH, Hamilah—DENNY, Denny—HANDAYANI, Evi: The Effect of Professional Education,
Experience and Independence on the Ability of Internal Auditors in Detecting Fraud in the
Pharmaceutical Industry Company in Central Jakarta. International Journal of Economics and
Financial Issues, 2019/5. 55—62.
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Suvremene nastavne metode — prioritetni smjer razvoja obrazovanja

Obrazovanje je vazan ¢imbenik razvoja svakog drustva i ima presudnu ulogu u
oblikovanju buduénosti pojedinaca i zajednica. Obrazovanje je znacajno
evoluiralo, a tradicionalne metode zamijenjene su suvremenim metodama
poucavanja koje su djelotvornije, ucinkovitije i prilagodljivije. U posljednje
vrijeme raste zabrinutost oko kvalitete obrazovanja u raznim dijelovima svijeta
Kao takva, postoji potreba za usvajanjem suvremenih metoda poucavanJa kO]e
su u skladu s aktualnim trendovima i mogu ZadOVOhltl razli¢ite potrebe ucenja
ucenika. Tijekom godina obrazovanje je znacajno evoluiralo, a tradicionalne
metode zamijenjene su suvremenim metodama poucavanja koje su djelotvor-
nije, uéinkovitije i prilagodljivije. Tradicionalne nastavne metode poducavanja
pokazale su se neucinkovitima u zadovoljavanju potreba ucenika 21. stolje¢a, koji
je izlozen Sirokom rasponu tehnoloskih dostignuca. Napredak tehnologije doveo
je do pojave raznih nastavnih tehnika koje su revolucionirale obrazovni sustav i
unaprijedile i suvremene nastavne metode koje imaju bitnu ulogu u razvoju
obrazovanja. Istrazivanja su pokazala ogranicenja tradicionalnih metoda pouca-
vanja te su ukazala na nedostatnost istih za ispunjavanje zahtjeva danasnjih
ucenika. Smatra se kako su suvremene metode pouc¢avanja kao $to su gamifika-
cija, projektno ucenje i personalizirano ucenje u¢inkovitiji u jatanju angazmana
ucenika, motivacije i ishoda ucenja. Isto tako, smatra se da je ukljudivanje
suvremenih metoda poucavanja u obrazovnu praksu neophodno za kontinuirano
unaprjedenje obrazovnih sustava i pripremu ucenika za izazove 21. stoljeca. Pri
tome se isti¢e znacaj izobrazbe i stru¢nog usavrSavanja nastavnika u uspjesnoj
primjeni suvremenih metoda poucavanja. Suvremene metode poducavanja
neophodne su kako bi se osiguralo relevantno i uéinkovito obrazovanje. Razvoj
suvremenih nastavnih metoda prioritetno je usmjerenje za razvoj obrazovanja.
Istrazivanja su pokazala da moderne nastavne metode imaju potencijal
poboljsanja ishoda ucenja i pove¢anja angazmana ucenika. Medutim, uspjesna
provedba zahtijeva odgovaraju¢u obuku, resurse i podrsku za nastavnike i
ucenike. Interaktivne metode podrazumijevaju metode koje aktiviraju ucenika
i poti¢u ga na samostalno razmisljanje, a ucenik je u sredistu obrazovnog
procesa. Teorijski temelj suvremenih metoda poucavanja su pedagoske teorije i
koncepti koji se usredotocuju na poticanje sudjelovanja ucenika u procesu
ufenja. Imaju utjecaj na razvoj kreativhog misljenja i neovisnost ucenika
koristenjem novih informacijskih i komunikacijskih tehnologija. Osim toga,
vaznu ulogu igra i socio-psiholoski pristup koji se temelji na razumijevanju
individualnih potreba i interesa. Pri odabiru nastavnih metoda vazno je uzeti u
obzir interakciju ucenika i nastavnika, kao i komunikacija medu ucenicima, koji
su vazni za formiranje kolektiva i kreativne atmosfere u ucionici.
Istrazivanja su pokazala da postoje sljedeée suvremene obrazovne

metode:
1. Aktivno ucenje: ucenici aktivno sudjeluju u procesu ucenja, rjesavaju

probleme, raspravljaju materijale i rad u skupinama.
2. Ucenje na daljinu: koristenje tehnologije za ucenje, kao $to su online tecajevi,

videopredavanja i webinare.
3. Ucenje temeljeno na projektima: Ucenici rade na stvarnim projektima,

rjeSavaju probleme i primjenjuju ono $to su naucili u praksi.
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4. Interaktivno ucenje: metoda koja ukljucuje koristenje interaktivnih ploca,
virtualne stvarnosti tehnologije i drugih suvremenih alata za uéenje odnosno
koriStenje interaktivnih tehnologija i igara kako bi ucenje bilo zabavno i
ucinkovito.

5. Povratne informacije i samoprocjena: Ucenici dobivaju povratne informacije
o svom radu i ue se samoocjenjivati svoj napredak.

6. Personalizacija ucenja: ucitelji prilagodavaju proces ucenja potrebama
svakog ucenika, pruzaju¢i dodatne materijale i individualnu podrsku.

7. UCenje temeljeno na problemima (PBL): ucenici rjeSavaju stvarne probleme
radom u grupama i dijeljenjem znanja i iskustava.

8. Interaktivno ucenje: koristenje interaktivnih tehnologija kao $to su ra¢unalni
programi, online tecajevi, webinari i drugi oblici tehnologija koji sluze za
povedéanje angazmana ucenika u procesu ucenja.

9. Internetsko ucenje (E-learning): koriStenje internetskih tehnologija za
ucenje, ukljucujuéi online tecajeve, video upute, elektroni¢ke udzbenike i
druge mrezne izvore.

10. Mjesovito ucenje: kombinacija tradicionalnog ucenja u ucionici i online
ucenja, dopustajuci ucenicima fleksibilnost organiziranja vremena i u¢enja
izvan ucionice.

11. Tehnologijske igre (Gamification): koristenje elemenata igre, kao Sto su
natjecanja, bodovi, nagrade, motiviranje ucenike i povecéanje njihove
ukljucenosti u proces ucenja.

Prednosti suvremenih obrazovnih metoda:
1. Promice aktivno ucenje omogucujucéi ucenicima da se aktivnije ukljuce u
proces ucenja.
. Poboljsava kriticko razmisljanje i usmjerene su na razvoj vjestina kritickog
misljenja, koje su bitne ucenicima za analizu informacija i donosenje odluka.
3. Promice suradnju jer naglasavaju grupni rad i suradnju, $to omoguéuje
ucenicima da uce jedni od drugih i izgrade svoje socijalne vjestine.
Olaksava personalizirano ucenje koriste¢i tehnologiju te omoguéuju
individualizirane planove ucenja koji uéenicima pomazu da uce vlastitim
tempom.
5. Pruza neposrednu povratnu informaciju jer koriste tehnologiju za pruZanje
trenutne povratne informacije ucenicima, omogucujuéi im da prate svoj
napredak i identificiraju podrucja za poboljSanje.

N

+

Nedostaci suvremenih obrazovnih metoda:

1. Pretjerano oslanjanje na tehnologiju: Neke moderne obrazovne metode
uvelike se oslanjaju na tehnologiju, koja moze biti nedostatak u podruéjima
s ograni¢enim resursima ili nepouzdanom tehnologijom.

2. Nedostatak interakcije licem u lice: Suvremene obrazovne metode mogu
smanjiti interakciju licem u lice izmedu nastavnika i ucenika, Sto moze
dovesti do nedostatka osobne povezanosti i podrske.

3. Zahtijeva specijaliziranu obuku: Mnoge moderne obrazovne metode
zahtijevaju specijaliziranu obuku za nastavnika, $sto moze biti nedostatak u
podrudjima s ograni¢enim pristupom stru¢nom usavrsavanju
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4. Moze biti skupo: neke moderne obrazovne metode mogu biti skupe za
implementaciju, S$to moze biti nedostatak za Skole s ograni¢enim
proracunima.

5. Nije prikladno za sve ucenike: Neke moderne obrazovne metode mozda nisu
prikladne za sve ucenike, osobito oni s razlicitim stilovima ucenja ili
posebnim potrebama.

Zakljucak

Poznato je da se promjene u obrazovanju usredotoc¢uju na ucenje ucenika. Cijela
promjena nije nimalo jednostavna. Promjena ukljucuje razvoj uditelja, ali i
ishode ucenika koji uce, stoga su uéenicko ucenje, nastavnicki razvoj i skolski
napredak usko povezani. Zaklju¢no se moze reé¢i da je u napretku suvremenog
obrazovanja uceni¢ko ucenje srediSte promjena, uditelji su klju¢ne uloge u
promjeni, a $kola je podrska. Napredak je nemogué bez jednog od tih faktora.2s

NuZnost suvremenih promjena obrazovanja, znanosti i tehnologije
proizlazi iz cjelokupne sloZene situacije u kojoj se nalazi hrvatsko drustvo, a
koje su posljedica promijenjena globalizirajuéeg okruzja, ali i unutarnjih
drustvenih, ekonomskih, kulturnih i demografskih promjena. Takve okolnosti
zahtijevaju dugoro¢no i sveobuhvatno promisljanje o vaznosti obrazovanja i
znanosti u drustvu, a posebice u stvaranju inovativnog drustva i gospodarstva,
prilagodljivog budué¢im izazovima.

25 SHEN, Yanxia: The Effect of Changes and Innovation on Educational Improvement. Internati-
onal Education Studies, 2009/3. 73-77.
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Abstract
CHALLENGES IN MODERN EDUCATION

The time we are in is not at all ordinary. Dynamic and continuous changes in
the world have caused great changes in all areas, including in the field of
upbringing and education. With the development of technology and the change
of lifestyle, numerous challenges appear to which the school system must adapt
in order to be relevant to the main goal for which it exists, which is to guide
young people for overall development and life in the future.

This includes enabling new knowledge, developing skills and abilities,
socialization and encouraging values to create a better person.

In order for the state system to respond to new challenges, it is necessary
to reorient the education policy, within which planning and organization of
external evaluation is necessary, as this systematically monitors the quality of
education. In addition, a comprehensive approach to the design of subject
curricula aimed at the development of student competencies is needed in order
to fully realize the potential and opportunities that such education has.

Keywords: challenges, modern education, upbringing
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