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AMNCTPAKT

Y oBOM papy ce pasmarpa y/ora HaCTaBHIKa y JOMEHY HOJICTUI[atba APYINTBEHe PABJe U MC-
HUTYje Ce Ha KOj/ HaYMH HACTaBHULM JOXKIB/baBajy U Pearyjy Ha PasamuuTOCT U HEjeTHAKOCT
y cBOjoj yunonuuu. Ilpernenasiuy murepaTypy HacCTOja/Ii CMO [ja OArOBOPMMO Ha TPU UCTPa-
KMBAYKa NUTama: 1) uima cy cBeCT 0 pasIM4dUTOCTI ¥ KPUTIYKA CBECT y 00pasoBamy; 2) 3a-
WAMO CY CBECT O PA3/IMYUTOCTY I KPUTUYKA CBECT BaKHE U 3) KAKO Ce CBECT O PA3IMYUTOCTH
¥ KpUTIYKA CBECT HacTaBHUKa Mory nopctahu. IIpernes murepaType mokasao je ia je Behuna
pagoBa koju ce 6aBe cBemrhy 0 PasIMUUTOCTI M KPUTUYKOM cBelrhy HaCTaBHMKA 00jaB/beHa
Y TOCTENHIUX HEKOMMKO TONMHA U []a je MPENo3HaTa BaKHOCT OBa JIBa KOHIIENTA 3a IIMPOK
crekTap npegasada. YuHu ce ja mocroju nosehaHo uHTEpecoBaibe 3a OBy TeMy 300r IIopacTa
PAsIMYMTOCTM y YIMOHMIIAMA 1 TTPENIO3HABAba Y/I0Te HACTABHMKA Y BE3M Ca MUTambIMa Koja ce
TUYY PasMUYUTOCTH U HejefHaKkocTy. MebyTum, moTpe6Ho je cipoectn ncrpaxxuparma ehnx
pasmepa, 6ynyhnu na je Behuua nocrojehux cryanja mamwer o6uma. Ha ocHoBy oBor mperiena
MUTEPAType TBPAVMO JIa, YKOMMKO XKEIMO JIa 00pa3oBHM CiCcTeM Oyfie MHKTY3SUBHIHU 3a CBe,
CBECT O Pa3/IMYUTOCTI U KPUTHMYKA CBECT MOPajy OMTHU IOACTAKHYTH KPO3 CTPYYHM PasBOjHN
IpOrpaM HaCTaBHMKA IIPe 3aBPIIEHOT MHUIMjaTHOT 06pa3oBamba i TOKOM pajia y 00pasoBaiby.

Kmwyune peuu:
HACTaBHUIIM, CBECT O PA3INIUTOCTH, KPUTUUKA CBECT, IPYIITBEHA IPaB/a, KOMIETEHIMje Ha-
CTaBHUKA.

B vyBO4

Caemoun cMo cBe Behe KylITypHe 1 IpyLITBeHe PasHOMMKOCTY Y CBETY, IITO je II0-
clefuIa I7M00aTHUX Murpanyja u pacTyhux apymrTBeHux HejepHakoctu. OBo ce
Takohe ofpakaBa Ha 0OpPa3OBHM CHUCTEM, KPO3 Pa3IMYUTOCT yYEHUKA y IOITIENY
COILIMOEKOHOMCKOT CTaTyca, pace, BepOUCIIOBECTH, POJia, CEKCyaTHe OpyjeHTalyje 1
MUTPALMOHOT Topekia. [IpumagHuny MabUHCKMX IPYIIa YeCTO IOCTIDKY Caabuju
aKaJeMCKI yCIIeX, MMajy HejeJHaKe IIaHce [ja ce 00pasyjy u fobujajy Marbe MopIIKe
y 06pa3oBHOM cucTeMy y Hopehemy ca yueHnimma Koju npunazajy Behnnckum rpy-
mama (Eurofound, 2016; Flisi, Meroni, & Vera-Toscano, 2016). Yiora HacTaBHUKA
y 00/1MKOBaby 00pa3sOBHMUX MCXOfIa YYEHNMKA je Mpero3Hara Kao BakaH (akTop y
pelaBamy npo6ieMa ApyIITBeHe HellpaBie y obpasoBamwy. Hanme, BepoBamwa, 1o-
Halllakbe ¥ KOMIIeTeHIMje HaCTaBHMKA MOTY Y Be/IMKOj MEePMU YTULIATH Ha VICKYCTBA U
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ycrnex ydaennka y mkomu (Turetsky et al., 2021). ¥V cxmapy ca TMM, HelaBHe ITOJCTI-
I1ajHe TOJINTIKE YMjy je IIW/b yCMepeH Ha yHanpehuBame 1 nsrpabusae fpyuirseHe
npasje y o0pa3oBamy (POKyC cTap/bajy Ha MOACTUIAbe KOMIIETEHIIVja HACTABHIKA
(Cerna et al., 2021). Kako 6u ce o6esbenya ajjleKkBaTHa IOAPIIKA, BAKHO je CXBa-
TUTU INPUPOAY CBECTU O PA3IMYUTOCTY, HEje[THAKOCTY U JPYIITBEHOj IIPABAN KOjy
HACTaBHMIY UMajy, KaO U pasyMeTy BIX0B ocehaj KOMIIeTeHTHOCTY U CIIPEMHOCTH
3a pajl y yUMOHMIIaMa Koje ce OJ/INKyjy pasHonukoinhy. Ctora, pokyc cTaB/baMo Ha
IBe KOMIIeTeHIIIje HaCTaBHMKA Koje Cy OMTHe 3a OCTBapuBambe JPYIITBEeHe IIPaBJie ¥
06pa3oBamy — CBECT O Pa3IMYUTOCTY ¥ HBUXOBA KPUTNYKA CBECT.

IIwpb oBOT pajja je IpefCcTaB/ba YKa3uBakbe Ha IIOJPYYja CBECTI O PAa3INMYUTOCTI
U KPUTMYKe CBECTY HACTaBHMKA KaKO Ca TEOPUjCKOT, TaKO U ca eMIIMPUjCKOT CTaHO-
Buira. Hagosesyjyhu ce na benosy (Bell, 2016) upejy na cy pasnu4nTocT 1 HejeHa-
KoCT (y Be3U ca IpyLITBEHOM IIPABJIOM) HEPACKUMBO II0OBe3aHe, YCPeICPEMIN CMO
ce Ha JINTepaTypy y KOjoj ce UCTpaKyje Ha KOju Ha4MH HACTAaBHULM NOXXVB/bABAjy U
pearyjy Ha pasIM4UTOCT U HEje[THAKOCT Y CBOjOj YYMOHMIIY, 3 HE HA HAYMH Ha KOju
HaCTaBHMIM IIPEJAjy O cafipyKajuMa KOjy ce TM4y pasIMIuTOCTH. Y/I0Ta HaCTaBHM-
Ka y yCIleXy y4eHVKa, HOCeOHO ydeHMKa KOjy Cy MPUIaJHUIV MAalbMHCKNUX IPYIIa,
TETa/bHO je MCTPaXkeHa Ca acleKTa CoLMjalHe IICUXOJIOTHje, HIIP. HeraTuBaH YTULAj
crepeorura u npeppacyse HacrasHuka (Chin ef al., 2020). Y oBom papgy cy y cpe-
IMINTY TaXKibe KOMIeTeHIVje HaCTaBHUKA. 3alpaBo, UCINUTYjeMO IITa HaCTaBHUIIN
MOTY Jja y4MHe KaKo O IOJCTaK/IV PasIMYUTOCT U YHAIPeAWIN APYLITBEHY IpaB-
Iy y mKkonama. [Ipema HalleM MUIIbelY, KOMIIETeHIIMje IOTpeOHe 3a IIOACTULIAbEe
IpYLITBeHe IpaBJie y obpasoBamwy Mory ce crehu n nape passujatu. OBaj npucTyn
CMaTpaMo APYLITBEHO PelleBaHTHNUM, IPAaBOBPEMEHMM U KOHITPYEHTHMM Ca aKTyesl-
HMM 00pa3oBHMM HoMMTHKaMa. TakBa Impemica oTBapa MOryhHOCT HO3UTHBHE ITPO-
MeHe Y 00pa3oBHOM cucTeMy obe3behuBamem KBanmuTeTHe 00yKe 3a HACTaBHUKE.

Pap nounmeMo MIMPUM TEOPUjCKUM IIPErIefIoM PasINIUTOCTY, HejeTHAKOCTU
U JIpYLITBEHe IpaBje y oOpasoBamy, Clajajyhn pasnmdnte anm KOMIUIEMEHTapHe
TeopUjcKe KOHIIENTe ¥ CTAHOBMIITA, YMMe JjajeMO OJrOoBOp Ha Hallle IPBO UCTpa-
XKVMBAYKO IUTAe: WIMaA CY C6eC 0 PASIUMUMOCU U KPUMUYKA c6ec Y 06pas3o-
sawy. Ha kpajy oBor ofe/pka IpeaaxeMo cxeMy OfHOcCa usMeby ITaBHUX KOH-
LeTlaTa: IpyIITBEHe IMpaB/ie, CBECTY O PAa3IM4YMTOCTU M KpUTH4YKe cBecTu. IloTom
CJIe[u TIperief; IUTepaType Koja ce 6aBM yJIOTOM CTaBOBA, IIPAKCY U KOMIIETEHIIja
HAaCTaBHMKa y 00/IMKOBamY MCKYCTaBa 1 yCIleXa y4eHMKa, LITO Jaje OATOBOP Ha ApY-
TO UCTPAXXMBAYKO IUTAIBE — 3AULIO0 CY CBEC 0 PASIUYUMOCIY U KPUMUYKA C6ECIH
HacmaeHuka éaxHe. HarocneTky npy>xaMo yBIJ, y MeTOJe Koje Cy HOTpebHe 3a pas-
BOj U jayarmbe KOMIIETEHIIMja KOje Ce TU4y CBECTU U Pa3IMIUTOCTH, KaO U KpUTHUY-
Ke CBeCTV HacTaBHMKA, ofiroBapajyhu tako Ha Tpehe mutamwe — kako noocmahu ose
KomnemeHyuje HACMAasHUKaA.
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I[Iperpara mureparype u Tparame 3a MehyHapogHUM HayqHUM pafoBMMa KOju
Cy IPOLUIN IIPOLieC CTPYYHe pelieHsMje a Koji ce 6aBe TeMOM CBECT) O PasIndnTo-
CTU ¥ KPUTKMYKe CBECT) HACTaBHMKA M3BpILIEHA je Y HOBeMOpY 1 mereM6py 2021.
rofViHe Y pasnmuanTum 6ubmorpadckum 6asama moparaxa, OnbIMoTedKM KaTamo-
31Ma U Ha MHTEPHeT cTpaHuuama, ykpydyjyhu Web of Science, Scopus, Proquest,
Summon, Google Scholar, Sage n Taylor & Francis. IIpuiukom nperpare koputihe-
He Cy pasjm4uTe KoMOMHamyje ciefehnx K/bydHUX pedn: HaCTaBHUIM, IIpeflaBaydl,
Pas3IMYNTOCT, Heje[JHAKOCT, APYLITBEHA IIpaB/ia, KPUTUYKA CBECT, CBECT O cebu 1 ca-
MocIo3Haja. OmTydmm cMo jja y 063up He y3MeMO pafioBe Koju ce 6aBe, Ha IIpUMeD,
caMO HACTaBHMKOBOM cBelllly o ce6u (YOHIITEHO) MM pagoBe O HACTaBHUI[MMA
KOjI Mpefajy 0 TeMaMa Koje ce TU4y JPYLITBeHe IIpaBJe, pasINunTOCT U HejeJHa-
KocTH. VI3abpaHo je ImecHaecT pagoBa KOji Cy OLIEeHN Kao IIOTOJHM 32 TEMY OBOT
pajia, a KOjy Cy IIOTOM MOAYIIPTY JOAATHUM PaJjOBMMA ¥ TIOT/IAB/bJIMA 113 KIbUTA KOje
CMaTpaMo Ba)XHUM 32 OBaj IIperief.

TEOPHNJCKM OKBUP 3A PASYMEBAHSE CBECTHM O
PASITMYNTOCTUN N KPUTHUHKE CBECTK HACTABHMKA

Kako 6u ce mera/pHO caryefiana Teopujcka IO3afyHa KOMIIETEHIIMja HACTaBHUKA
Koje Cy OMTHe 3a IIOfICTHUIIatbe APYLITBEHE MIPaBJie Y LIKO/IaMa, C/IeAM IIperyIef pee-
BAHTHUX TeOpI/IjCKI/IX KOHICIIaTa N BbUXOBUX OJHOCA.

JpymrBeHa npaBga: oKBUp 3a o06pa3oBame

ITojam gpyiuTBeHe IpaBie OHOCK Ce Ha IPMHIVII n3rpabhBarma IpyLITBa y KOM CBe
ApYLITBeHe rpyIie 3aBpehyjy jefiHaKo mouToBame 1 Ipu3Habhe U Y KOM HijeJHa TPY-
na Huje nosyairhena Ha ety apyre rpyme (Bell, 2016). OBakBa Busnja fpyuirseHe
IpaBje OipasyMeBa CrpyKkmypanty oumensujy (Tj. IpaBUIHY X paBHOIIPABHY JMC-
TpUOYLMjy pecypca y APYLITBY), KaO U KYIMYPHY OUMEH3UJy VITII OUMEH3U]Y pasiu-
yymocmu (Tj. Ipero3HaBame MCTOPUjCKUX VICKYCTaBa M Ky/ITYPHUX IPaKcU rpymna
KOje Cy KyATypHO cTUrMaTnsoBaHe n yrivetaBane) (Fraser, 1997). Vimajyhu y Buny
mebycobHe Bese oBuX ABejy nuMeHsuja, Moxe ce pehu ma Huje moryhe edpukacHo
pewnTy npobeMe HejeqHAKOCTU Oe3 IpUXBaTalba pasIMIUTOCTH, Kao 1 fia Huje MO-
ryhe npuxBaTuTy pasnmuanToct 6es3 penraBama npobiema Hejegnakoctn (Bell, 2016;
Fraser, 1997). HapgoBe3syjyhmu ce Ha oBe 1mpe HOpMaTHBHE IIPEMICE, IPETIO3HABAIbE
ApYLITBeHe IpaBfie Y obpasoBamy Tpeba ma ,oMoryhm mojeuHIMMa fa pasBujy
MeXaHu3Me KpUTUYKe aHa/Ii3e HeOIIXOHe 3a pa3yMeBabe CTPYKTYPATHUX OINKa
yrimeTaBama U COICTBEHe coliujaiysalnije y OKBUPY cucreMa yrieraBama’ (Bell,
2016: 4).
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Bynyhu a pop 1 cekcyanna opujeHTaluja, Kimaca 1 paca/eTHUYKa IPUIIAJHOCT
IIpeJiCTaB/bajy ITTaBHE OCHOBE HellpaBje y MofiepHuM apyiursuma (Fraser, 1997), oBu
dakTOpy 3ay3uMajy LieHTpanHy MO3ULN)Y Y PasBojy APYLITBEHe Ipasje y obpaso-
Bamy. [Ipyre opylTseHe KaTeropuje, IOIMyT BEPOUCIIOBECTH, je3NKa, MHBAIMUTETA
¥ CTapoCTy Takobhe Mory 6MTH 1oj1a3Ha Tauka MIPUINKOM CTBapara Teoplja 1 IIpoy-
JaBama JpyIITBeHe pasge u pasnnantoctu (Adams & Zuniga, 2016). VMako cy, kao
ACIeKTU OPYLITBEHE IIpaBJe, AVMMEH3Mja HejeTHAKOCTY U AMMEH3Mja pasINIUTOCTI
UCTIpeIUIeTaHe, oCToje pasnuke. [Jumen3duja nejeonaxocmu (inequality dimension)
HOJpasyMeBa e/lIMMIUHIUCAIE HelpaBlie M 3aXTeBa CYIPOTCTAB/baibe UIE0JIOUIKOM
OKBUPMMA ¥ MHCTUTYLMOHATHMM IIpaKcaMa Koje YCIIOCTaB/bajy APYLITBEHE OJJHO-
Cce Ha Heje[JHAK HAYMH, JOK OumeH3uja pasnuuumocmu (diversity dimension) craBrpa
aKI[eHaT Ha BaKHOCT IIOTIIyHe aHTa>KOBAHOCTY M y4eCTBOBama CBUX IOjefiuHallA U
rpyna y apywtsy (Bell, 2016). Kako 6u ce 0BO IOCTUITIO, TOCMAaTPaHO Ca acleKTa
KOjJ Ce THYe Heje[HaKOCTH, Tpebamo O6u Jja ce CXBATK U MPUXBATH YJIOTa I10jefiMHIIa
y CUCTeMy yTHbeTaBamba, Kao 1 Jja ce IToKa)ke CIIPeMHOCT 33 ITOKpeTambe IIPOMeHe Ka
jemHakoctn. C pyre cTpaHe, uMajyhu y BUy aclieKT KOji ce TH4e pasndnToCTH, Y
LIeHTap Ce CTaB/ba CTUIjaibe MCTMHCKOT 3Hamba I MOIITOBaMa 33 MapTMHa/IM30BaHe
Yl CTUTMATH30BaHe APYIITBEHe TPyIle, YK/bydyjyhy mIUXoBe BpeTHOCTI, UCTOPUjY U
HaullHe Kpeyparba 3Hayerba.

Moske ce MpeTIoCTaBUTH Jla CBECT U pasyMeBaibe yribeTaBarba U PasaMunuTo-
CTYM MOTY JOBECTH O IOCBeheHOCTV HAacTaBHMKA M YYEHVKA Jja Pa3BUjajy BELITH-
Ha Koje Cy moTpeOHe 3a CTBapame TpajHe IpoMeHe. TakaB cTaB ce MOXe carylefaTu
Kao Jie0 palMOHaJIHe Iefaroruje Koja Mpero3Haje JPYLITBEHO-KY/ITypHE pasiMKe
yMecTo Aa mx urHopuiune wim omnpasnasa (Bourdieu & Passeron, 1979). Hacras-
HMLY, TIPUTOM, Tpeba Ia y3My y 003Up YMEbEHMIY fIa Pas3INduTe BPCTe Iefjaroll-
KUX OJIHOCa MOTY JIOBECTM IO PaslIMYUTHX pe3y/lTara oOpa3oBama y 3aBUCHOCTU
O]l APYLITBEHOT MOpeKIa yuyeHuKa. C TUM y Besy, KpUTUUYKA aHA/IN3A PASTNIUTUX
HAaCTaBHUX IIPaKCH IIOfipasyMeBa aclleKTe pasaMYUTOCTM U HejefHakoctu. Ilopern
TOTa, MOZIpasyMeBa KOHTMHYUPAHM Npoliec caMopedriekcuje Koju Moxe OTBOPUTHI
moryhHocT fa ce npeBasuby 6MHapHe BpeHOCTH ja/dpyesu y Be3U ca KaTeropujama
uyeHTUTeTa HactaBHMKa U yueHnka (Blell & Doff, 2014). OBaj nporec camoped-
JIEKCHje MO>Ke ce OJHOCUTY Ha ITpeBa3iIaXerbe IpobieMa y Besy ca acuMeTpujaMa
MORM U [JeKOHCTPYKIIVjOM CTepeOTUNMYHNX KaTeropyja UAeHTUTETa, Kao M Y Be3U
ca CyImpoOTCTaB/balbeM IpolLlecuMa CTUTMaTHu3aluje fpyrux (Mu mpotus Bac). Ode-
KUBAaHU Pe3yATaT TAKBOT KOHTMHYVMPAHOT IIpolieca IpeAcTaB/ba TpaHchopMalija
I0je[NHAYHNX [T0jMOBA U/ICHTHUTETA y BULIECTPyKe UAEHTUTETe, apupmManyja CTUr-
MaTHM30BAHUX IPYIITBEHO-KY/ATYPHUX UAEHTUTETA, KA0 U Marbe JUCKPUMUHALUje Y
npywrBy (Jugovi¢, Puzi¢, & Mornar, 2020; Katunarié, 1994).
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HeduHnucame nMojMa CBeCTH O pa3ININTOCTI

I[Tojam ceecm o pasnuuumocmu (diversity awareness) neuHMIIIE Ce KaO ,[IPUXBATaIbe
Bapyjabmm Ky/ITYpHOT U APYIITBEHOT KOHTEKCTA, Kao IITO Cy K/Iaca, paca, eTHIUYKa
IPUIIAJHOCT, POJi, CEKCya/lHa OpMjeHTanuja, GU3nIKa CIOCOOHOCT 1 BEPOUCIIOBECT
ox cTpane nojenuuua’ (Mosley-Howard, Witte, & Wang, 2011: 66). butau dakro-
PY y pasBOjy CBECTU O PasIMYUTOCTY YK/by4yjy yCBajarbe MEHTA/IUTETa APYIITBEHE
IpaBje, OIILITe 3Hame I yuewe, MehyKynTypHe Bese 1 MHTepakuje, Kao U IOIITO-
Bambe I yBaXkKaBaibe JIpyrux. Kaza ce curyanuja carziefia 13 oBe IepcreKTUBe, CBECT
O PasIMYUTOCTY IPeCTaB/ba BUIIEAVMEH3MOHAIHY KOMIIETEHIMjy Koja o0yxBaTa
KOTHUIIN)Y, adeKT 1 moHamrame. OHa ofipasyMeBa KOMOMHAIV]Y 3Haba, BEIITIHA
Y CTAaBOBA HEOIIXO/JHNUX 3a IIPUIIPEMY HACTaBHMKA ¥ MJI/IMX 33 )KMBOT y JPyLITBUMA
KOja ce Of/IMKY]jy APYLITBEHO-KY/ITYPHOM pPa3anyuuTolnhy.

Kao mro je Beh momeHyTO, 13y3€THO je 3HaYajHO fia PasBOj CBECTY O Pas/u-
YUTOCTU CAfP>KU KPUTUUKY JMMEH3Mjy KPO3 KOjy HACTaBHUILM IIPUXBATajy 3HAYAj
KY/IType y OJHOCY pas/iiKe y MOhU, APYIITBEHOM CTAaTyCy U KOJIEKTBHOM MCKYCTBY
(Auernheimer, 2003; Jugovi¢, Puzi¢, & Mornar, 2020). OBaj KpUTUYKM IIPUCTYI
YJMHY a2 HACTAaBHUIM IOCTaHy CBECHM Be3a uaMeby ycnocraB/beHMX [pyLITBEHUX
Yl MEHTTHUX CTPYKTYpPa ¥ IJMXOBOT TPEHYTHOT IIOHaIlamka, Te oMoryhasa ycnmuru-
Barbe HaylMHa Ha KOjM C€ Pas/IMYMTH ACHEKTH MJEHTUTETA MOjeANHLA IIpecenajy u
CTBapajy KOHKpeTHe 00/IMKe yTibeTaBamwa Koju cy rmose3anu u MehycobHo yrBphenn
(Adams & Zuniga, 2016).

HeduHucame MojMa KpUTUIKE CBECTH

[IpuxBartame pasIMIUTOCTM KPO3 KPUTMUKY pedekcrjy mma K/bydHM 3HAYaj 3a
OKBMp [IpyIUTBeHe IpaBfe, a MOCeOHO 3a KPUTUUKY IIearoryujy Kao KOHIENT KOju
IOfICTHYe HACTABHUKE 1 yUeHMKe J1a IPEeNCINTY]y yCTa/beHe MPETIIOCTaBKe 1 Mie-
o710ruje Koje ce ysumajy 3npaso 3a roroso (Leal, 2021). Kako 6u npegsogum y4e-
HIKe Y OBOM IIPOIleCy, HaCTaBHUIIM MOPAjy fa pasBUjy KpUTUUKY cBecT. Ppenpe
(Freire, 2005) kpumuuxy ceecm (critical consciousness) cxBaTa Kao CIIOCOOHOCT ,,3a
caryieflaBabe APYIITBEHNX, IIOJIMTUYKIX Y EKOHOMCKIX KOHTPA/IUKIIVja 1 Ie/I0Batbe
npotus nocrojehnx enemenara yrmeraBamwa’ (Freire, 2005: 35). Kputidka cecr je,
npema peunma Borca n A6xyn-Apuna (Watts & Abdul-Adil, 1998), Bemutuna xby4-
Ha 1 HEOIIXO/[HA 3a CXBaTambe yTibeTaBamba I IPUBIJIETH]je, a CACTOj! Ce Off iBe I71aB-
He KOMITOHEeHTe: CBeCTH/pedriekcuje 1 IenoBama.

Kputnuka cBecT HacTaBHMKA OJjpakaBa ce Y HbIXOBOj CKTTOHOCTY Ka JPYLITBe-
HOj TIpaB/M y HACTaBM, KA0 U HIUXOBO] CIIOCOOHOCTH Jja Ce Y OKBUPY HACTaBHOT IIPO-
rpama 6aBe BaxHOUINY APYLITBEHNX, KY/ITYPHNUX, eKOHOMCKIUX U TTOJIUTUYKIUX IIPO-
Iieca y CBOM JXMBOTY M XMBOTY CBOjuUX yueHuKa. Kako 6 1mkose nmase npaBegHuju
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1 'y Behoj Mepu 1eMOKpaTCKy MPUCTYII, HACTABHUIIM MOPAjy Pa3BUTH CBECT O Hejeli-
HAKOCTH U yTHheTaBalby Ha MUKPO ¥ MaKpO HMBOMMA JPYLITBa, Te [la IPU3HAjy II0-
CTojarbe MPUBUJIETHUja KOje HeKM YYeHUIY MMajy Y OHOCY Ha apyre yueHuke (Alfaro
& Bartolomé, 2017). MHOTU 0Jf BYX HUKaJa HUCY JOOWIN IPUINKY U MIOACTULIAj fa
IEeKOHCTPYUILY CBOje UIEOIOTHje M HUCY OVIIN M3/I0XKEHU KPUTHUIIY XeTeMOHMjCKIX
npakcu y HactaBu 1 yuewy (Ek, Sanchez, & Cerecer, 2013). [Topen Tora, HacTaB-
HIIIM MOPajy Jia CXBaTe Ha KOjU HAYMH Ce JPYLITBEHE HEjeJHAKOCTH MICII0/baBajy Y
IIKOJICKOM OKPY>KeY, II0CeOHO aKO Cy TEIIKO youwblMBe. 3ajefHo ca cemhy u pas-
yMeBameM IIPMHINIIA jeJHAKOCTY U [IPYIITBeHe IIpaB/ie, HAaCTaBHUIM MOpajy Ja ce
HocBeTe OOMKOBaWkY HPEeJaHOCTU IIpaKcaMa 3abpaHe JVICKPMMUHAIVje YYeHUKa
Koju npunaznajy pasmmantum rpynama (Achilleos, Douglas, & Washbrook, 2021).

ITopen, Tora, yCTaHOB/bEHO j€ [ je BaYKHO AMCTAaHLUMPATH C€ Y OJHOCY Ha KOH-
LeNTya/IN3aLujy CBECTU O PasIMIUTOCTI Kao MpucTyma Koju urnopuiie moh (Chan
& Coney, 2020) 1 ymMecTo Tora ce OKPEHYTM CXBaTarby CBECTM O PasIMIUTOCTU U
MYITUKYITYPaIM3Ma Kao MPUCTYIA KOjU je BUIIe KPUTUYKM YCMEPEH M KOjU IIpe-
VICIIMTYje IOMVHAHTHE HOpMe U 6aBU ce po6IeMOM CHCTEMCKOT yTibeTaBama. Kako
cy opHOCK m3Meby fpyIITBEHO-KY/ITypHUX TPyIa 4ecTo u3rpaheHn Ha pasnmkama y
Mohu, HacTaBHUIIV MOPajy OMTY CBeCHM fia ycpeacpebuBame NCK/BYIMBO Ha KY/ITYpHY
ocBenTheHOCT MOXKe eCeHILINja/I30BaTI MAbIHCKE TPYIe ¥ ,,yYMHUTY UX jOLI parbu-
BUjUM Ha npefpacype u auckpumuHanyjy” (Jugovié, Puzi¢, & Mornar, 2020: 69).

CMaTpaMo Ja IpMHIMIN [pyLITBeHe IpaBle, YKbydyjyhn meHe AuMMeH3uje
PasIMYUTOCT U HejelHaKOCT, Tpeba /ja OyAy MHKOpIIOpMpaHu y mpodecruoHaIHNI
Pa3Boj HaCTaBHNMKA KaKo OV ce HeroBajia IPYLITBEHA IIpaBja y mKonama. [Ipenus-
HUje pe4eHo, BepyjeMo Jla Cy CBECT O Pa3IM4YMTOCTU M KPUTUYKA CBECT HACTABHM-
Ka KOMIIeTeHIIMje KOoje ce MOTy pasBUjaT UM MMajy MOTeHLMjal Jja JOHeCcy OuTHY
IIPOMEHY Y OCTBapyBamby APYLITBEHE IIpaBje Y 00pa3oBamy U, CIEICTBEHO TOME, Y
mypeM ApymTBy. OBaj HOTEHIMja 3a JOHOIIEHe IIPOMeHa Tpeba 1a oCTaHe BU-
JUBUB Y UCTMHCKOM 3HabY U IIOIITOBAMY IIpeMa CBUMA, IITO 61 Tpebato Aa Heryjy u
HACTAaBHMIM M YYEHUIY, IIOCeOHO ITpeMa MapriHaIN30BaHNM VM CTUTMATM30BaHUM
TpylaMa, y IbUXOBOM pasyMeBaiby IPaKCH KOje YCIIOCTaB/bajy [PYIUTBEHe OJHOCe
Ha HejeflHAK HA4YMH U Ha II0jefINHAYHOM U Ha MHCTUTYLIMOHATHOM HMBOY, Kao U Y
IbJIXOBOM IIPOAKTUBHOM Jle/I0Balby IPOTUB yIHheTaBayKux pakcy. Hame cxparame
opfiHOca n3Mel)y KOHIlenaTa ApyIITBEHe IpaB/ie M CBECTY O Pa3IMIUTOCTY Y KPUTUY-
Ke CBeCT) HacTaBHUKa IpukaszaHo je Ha Cuunm 1. OBo je camo jeman o moryhmx
IyTeBa Ka APYLITBEHO]j IPaBAM ¥ HUIIOIITO He TBPAMMO fla ce [IPYIUTBeHa IIpaBJa
y LIKOJIaMa, &M M Y APYLITBY, MOKe IOCTMAM MCK/BYYMBO ITyTeM pa3BUjamba CBe-
CTU O Pa3/IMYUTOCTU ¥ KPUTUYKe CBECTY HAacTaBHMKA. Vlako je OuTaH, 0Baj HpuUCTyI
yBeK Mopa OMTU HOTKpPeIUbeH CBUM JOCTYIIHUM CPeACTBMMA 3a IIOCTU3ambe Meana
OpyLITBEHe IIpaBJe.
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Cmmka 1: Cxema ogHOCa u3Meby KoHIlenata IpyIiTBeHe pasje u
KOMITeTeHIMja HaCTaBHMKA (CBECT O PasIMYNTOCTU M KPUTUYKA CBECT).

APYLITBEHA NPABLA Y
LUKONAMA:

. X ) + VICTUHCKO 3Halbe U NOLUTOBAk:E Npema
MpUHUMN ApyWwTBEHe npasae: Pa380j HacTaBHuKa: CBUMa, NOCEGHO MpeMa [PYLITBEHA NMPABLA
MaprYHANW30BAKHM rpynama
* BMMeH3Vja pasnnMTOCTM * CBECT O pa3mMMMTOCTH Y OPYWTBY
+ pasymeBarbe NojeAMHauHUX 1
+ [MMeH3Uja jenHaKoCTU * KpHTWKa ceecT VHCTHTYUMOHAMHIX MPaKCH Koje
yenocTasbajy APyLUTBEHE OAHOCE Ha

HeJeniHaK HaYWH; NPEay3nMate Mepa
NPOTHB YrHbETaBAYKN NpaKEH

JOKA3M O BAHKHOCTKM CBECTK O PA3JTMHYHNTOCTH
N KPUTHUHYKE CBECTU HACTABHHMRA Y BE3M CA
OCTBAPMBAHSEM APYLWTBEHE MNMPABAE VY WWKOJTAMA

CraBOBM U IIpaKce HACTABHMKA IpeJCTaB/bajy Hajsehm yTuiraj Ha ycnex yueHmka
»KOjJI MO>KeMO JOoHeKsIe fa KoHTpommiuemo™ (Hattie, 2012: 25). HaunH Ha Koju Ha-
CTaBHMIY ITIOMMajy oTpebe ¥ 06pa3oBHM IOTEHIMjajl yYeHMKa pOopMIpa ce y3ajaM-
HJM [IejCTBOM MHOLITBA (AaKTOpa, Kao IITO Cy KapaKTepHe 0COOVMHe HACTaBHMKA,
HeTOBM/EeHI CTABOBM, COLIMja/THM CTATYC, IPETXO/HA UCKYCTBA Y YYemy, 00pasoB-
HJ 1360pM, OIIIITE KUBOTHO MCKYCTBO, BEPOBaba O CIIOCOOHOCTVIMA, BEPOBaIba O
pasmuunrocty y rpynama uth. (Turetsky et al., 2021). HacraBHuim kpo3 npenasare,
IyTeM MHTEPAKIMje, KPO3 OLEHhMBaIbe I CABETOBAILE YUYEHMKA O PA3IMUUTUM IIM-
TambJMa y JOMeHy 00pa3oBama 3Ha4ajHO YTUUY Ha aKaJeMCKM yCIex u usbope yde-
HIIKa, Kao 11 Ha oty atMocepy y yunonunu (Pit-ten Cate & Glock, 2019); 3a cimo-
JKEHVI TeOPUjCKM MOJie/l KOju IpMKasyje MexaHusaM nusmely BepoBarma HacTaBHIKA
U ycIiexa y4eHnka; Buau Turetsky et al. (2021).

Kaxko cymupajy Jlencen, Xopucrpa, Ban nen bepr n Bejnectpa (Denessen et al.,
2022), HacTaBHULM 4eCTO Ipuiarohasajy cBOj Ha4MH IIpefjaBama rnorpedama yde-
HIIKQ, HITP. IPY>Kajy pasinduTe NOBpaTHe MHQOPMaIyje 0 3a/lalliMa, Merbajy BpeMe
IOTpeOHO 3a 3aBpIllaBabe 3a/jaTaka WIM IIpHUIarohapajy TeXXNMHY INTamba ¥ 3aBUC-
HOCTH Off IPETIIOCTaBKM KOje MMajy Y Be3u ca morpebama 1 KalanyuTeT!Ma CBOjIX
ydeHnka. Mebytum, nctpaxxmBama cy 1mokasajia Jja HaCTAaBHUIV ITOHEKaJ ITOrpel-
HO TIPOIIeHYjy MoTpebe ydeHMKa, IpUCTpacHo GopMupajy odeKBama Off YUYeHNKa
U OC/Iamajy ce Ha CTepeOTUIINYHA BepoBama MpWINKOM IpefaBama (Chou, 2007;
Ready & Chu, 2015; Rubie-Davies, 2015). OBo Mo>ke HaHeTV LITETy YYEeHUIVIMA U
HeTraTMBHO YTUIIATY Ha HBJXOBE aKajjeMcke pesynrare u fobpoout (Herppich et al.,
2017). VictpaxkuBama Koja ce 6aBe OYeKMBamyMa HAaCTaBHMKA II0Ka3aa Cy jja yde-
HMIY 1Majy Behe ITaHce fja BuIle Hay4e 1 TOCTUTHY Y IIKO/IY KaJia BbIIXOBY HACTaB-
HULM off BUX BuIe oueKyjy (Rubie-Davies, 2015; Timmermans, Rubie-Davies, &
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Rjosk, 2018). OBaj ¢peHoMeH je TIO3HAT Kao camoucnyrasajyhe npopouarcmeo (self-
fulfilling prophecy) wnu meopuja ouekusara (expectancy theory). Ilo wera gonasu
KaJja OueKVBamba KOja HACTABHUK MIMa y B3] ca Of/IMKaMa ! [TOHAIIabJIMa YUYeHUKa
BUIIIE YTUYY Ha OOJIMKOBame aKaJleMCKOT yCIeXa YYeHMKA HEero HeroBe MCTUHCKE
omnuke u noHamama (Darling-Hammond, 2006). Mexannsam camoucnymwasajyher
IPOPOYAHCTBA YECTO CTyIIA Ha CLIeHy Y YIMOHNUIIaMa Koje ce OIINMKYjy BeTIMKOM pas-
ymauTolnhy, MTO JOBOAYM [0 HejeHAKOT onxohema IpemMa yueHUIMMA KOju IpHU-
najajy pasnmuntuM rpynama. Ha npumep, y 6pojHuM cTyamjama je MCTAaKHYTO A
Cy Ha y4eHMKe M3 TPyIa Koje Cy MepLUNupaHe y HETaTUBHOM CBETIIy — HIIp. yde-
HMKe 13 IOPOJANIIA HUCKOT COIMOEKOHOMCKOT CTaTyca, y4eHMKe KOji Cy IpuIaj-
HMLY KYJATYPHUX VIM €THUYKUX MambUHA, U, Y HEKUM CTy4ajeBUMa, fedaKke — Hera-
TUBHO yTHIa/Ia MaJIa OUeKVBamba I MOTIeHhIBabe IbIIXOBIUX HacTaBHMKa (Muntoni
& Retelsdorf, 2018; Ready & Chu, 2015). C gpyre cTpaHe, rpyIie Koje Cy cariefaHe
Yy HNO3UTUBHUjEM CBETIIy — HIIP. YYEHUIIV YMjM je COLMOEKOHOMCKM CTaTyC BUCOK,
ydeHuIM 13 BehMHCKMX KyATypHUX M eTHUYKVX TPYyIa, ¥, y HEKUM CIydYajeBlMa,
meBojuniie — uMasne cy Behe mance ga Hauby Ha Beha ouekuBama Wy mpelemuBame
CIIOCOOHOCTM U 3Hama Off cTpaHe HacTaBHMKa (Muntoni & Retelsdorf, 2018; Ready
& Chu, 2015).

HacTaBHUIIM 4ecTo MOJIeXXY JOHOIIeHY 3aK/by4aka Ha OCHOBY CT€PEOTHIIA 1
Ipefpacyaa, 4Yak U Kajia ce pajyu o rpymnama Kojuma camu npumnanajy (ump. Alfaro
& Bartolomé, 2017; Jackson, Kazembe, & Morgan, 2021). OBo ce MOXe YOUNUTH Y
IaTpUjapXaJHOM CTaBYy HACTaBHUIA, MoBnamrheHOM TpeTMaHy BehMHCKUX rpyma
KOjU TIPY>Kajy HaCTaBHMLM Y3 MAHbMHCKMX TPyIa, PaslINdUTUM MEPUTOKPATCKUM
Y TOKeHMCTUYKUM apryMeHTuMa utq. Andapo u bapronome (Alfaro & Bartolomé,
2017: 12-13) ykasyjy Ha IpuMep JIATMHOAMEPUYKMX U OM/IMHIBTHUX HaCTaBHMKA 1
IJIXOBOT Jie(pUIMTapHOT IPUCTYIIa HeCTaHAApAHOM Kopuirhemwy jeanka ofj cTpaHe
Mexkcukanana/Yukanoca y Cjenumenum AMeprukuM JIpxasama. OBM HacTaBHULIU
Cy CMaTpasIi fia je APYIITBEHM IIOpeaK IpaBMYaH U MOLITEH 1 Jia je IBJIXOB 3a/jaTaKk
Ia aCUMIINPAjy YUeHMKe y LIKOICKH cucteM. Hucy cmaTtpanu fia je moTpe6HO fia fie-
Nyjy »y3 JU1aKy, IOLITO Cy BEPOBa/IN fIa BbUXOBM YUEHNIIN je[fHOCTaBHO Tpeba f1a ce
YKJIOIIe 11 OCTaBe 10 CTPaHM CBoje ,iepuunuTapHe” KyITypHe U jesudke npakce. Kako
Ou M36erm mprUcTpacHe IPETIOCTaBKe Ha IITETY YYeHNKA, HACTaBHUIM MOpPajy fia
usrpajie cBoje KOMIleTeHIMje U ia 60/be pa3yMejy ImopeK/ia CBOjux ydeHuka. [Tpu-
CTpacHa BepOBama KOja HACTABHUIIM MOTY MMATH y Be3) Ca YUYEHUIVIMA 13 TpyIa y
HEIIOBOJ/BHOM II0/I0Kajy MOTY IIOTMUIJATU U3 paslINuuTUX Hepcrekrusa. Kako berer
(Bagget, 2020) mpumehyje, oBe mepcrieKTNBe MOTY ITOJpa3yMeBaTy: a) IePCIEKTUBY
y OKBMPY Koje ce 3aHeMapyje/n3berasa 60ja Ko>ke, UTHOPUILE UHCTUTYIVIOHAIN30-
BaHM pacusaM y 00pa3soBamy ¥ BberOBO YKPIITake Ca OCTAIUM CTAaTyCMa UIeHTUTe-
Ta; 6) JeduuMTapHe HOTTIefie Ha YIeHNKe KOji ce IOMMajy Kao ,APYyro” y OfHOCY Ha
ydeHMKe Oejie IIyTH, IIPUITQfHIKeE Cpefiibe Klace, XpuirhaHe, XeTepoceKCyanHe y4e-
HIIKe, y9eHMKe KOje HeMajy MHBAIUAUTET UTH; B) 00pa3oBame Ka0 MEPUTOKPATCKU
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CICTeM KOjJ Ce 3aCHMBA Ha IIPETIIOCTaBLIM JIa CBAKO MOJKE Jla OCTBApy CBOje LiM/beBe
aKO YJI0>X JOBO/BHO TPYZia U T) , HAVBHM €TA/IUTapyu3aM’, KOj/ 3aCTyIa CTAHOBUILITE
fia Cy CBUMa ITOTpebOHe 1 CBMMa OAroBapajy mucre BpegHocty (Baggett, 2020).

[TpucTpacHOCT ¥ AUCKPYMMHATOPHE IpaKCe HACTABHUMKA MOTY Ce VICIO/bU-
TV Ha pa3/M4NMTe Ha4yMHEe M YeCTO Cy HeyNa[blBe, HEeHaMepHe U HAaCTaBHUIM UX
caMM HICY CBECHM. Y MICTpaKMBambMMa y Koja Cy pa3MaTpaHU VMIUIMIIATHA CTaBO-
BJ HAaCTaBHMKA NMOTBpHEHO je /ja Cy OBM CTaBOBM ITOBE3aHM Ca pas/IuMKaMa y ycIie-
xy usameby pasnmmunrtux rpymna yuennka (Hornstra et al., 2010; van den Bergh et al.,
2010). Cnmu4HO TOMe, ITOKA3asIo Ce fia je Mama BepoBaTHONa fa he HacTaBHUIIM KOjU
MIMajy HeraTVMBHUje VMIUIMLIMTHE CTaBOBE ITpeMa YYeHNUIVIMA U3 MAabMHCKUX IpyTa
3aCTYIaTy PaBHOIIPABHOCT MeDy eTHMYKM pasmMIUTUM YIeHUI[MMA ¥ IPUCTYIUTI
pemraBawy MehyerHnukux cykoba (Kumar, Karabenick, & Burgoon, 2015). Mmnak,
HACTaBHUIYM He cMejy 61Uty 0cmoboheHr OArOBOPHOCTH 32 CKJIOHOCT Ka MPUCTpPac-
HMM BepoBambuMa. OBM pe3y/ITaTi II0Ka3yjy BaXXHOCT pa3BMjarba CBECTI O Pas/Inyu-
TOCTY ¥ KPUTMYKe CBECTU HACTaBHMKA Kao IPolieca Kpo3 KOjyi HACTABHUIIV ITOAVIKY
CBOjy CBECT O COIICTBEH)M CTaBOBMMA U CTAaBOBYMMA YY€HMKA O OPOjuHIM ITpobieMa
pasmrunrtocTu. bes pasymeBama HauMHa Ha KOjy IIPaKce HACTaBHMKA MOTY Jja CTaBe
ydeHMKe y HoBnanrheHn i HemoBnanrheHn Momoskaj Ha OCHOBY MIGHTUTETA, Ha-
CTaBHUIY PUBNKY]y yCBajame IITeTHNUX IPAaKCU IPWIVKOM pajia ca yYeHUIMMa 13
rpyIa Koje Cy y HelloBO/bHOM HO0Xajy (Baggett, 2020). Crora je 3a HacTaBHUKe,
a/M U 32 IIKOJICKY YIpaBy, KpeaTope MONMNUTHKA, MCTPAXKMBAYE Y APYyTe CTPYUbaKe
u3 obmacty obpasoBama OUTHO f1a OAMOTAjy K/IYIIKO BepoBaba ¥ CTAaBOBA HACTaB-
HMKA O Pa3IMYUTOCTHU U JIa O HUMA KPUTUYKM IIpoMIycie. MHOIM HaCTaBHUIIM ce
ocehajy HecripeMHMM WM HEMOTUBYCAHVM fia ce 6aBe MUTambMa UJeHTUTeTa, Mohn
U yTHeTaBama U CTOTa OIydyjy Aa OCTaHy ,HeyTpaaHu . CBOjy HeCIPeMHOCT Jja ce
aKTMBHO 6aBe OBMM TeMaMa MOTY ITOTKPEINTY OIIpaB/laibiMa Koja ce T4y YU4eHMKa
(Hnp. Yuenuyu cy cysuuie maaou oa 6u cxeamunu...); ynpase (Hup. Jupexmop mo
He 6u 0000puo...); monuTuka (HIp. Joxymenmayuja mo He npedsuha...); pORuTEHa
(ump. Pooumernu ce moey sanumu...) utp. (Baggett, 2020). Crora He 4yay YnrbeHNIIA
la HeMa MHOTO eMIIMPMjCKMX IIOfjaTaka O CTaBOBMMAa HACTaBHMKA O PasIN4UTUM
nUTamuMa nocrojeher ApymITBEHOT MOpeTKa Koje ce TUYy pasIMdUTOCTH, WINA O
TOMe KaKO BIXOBY CTaBOBYU YTUYY HA HAUMH Ha KOjU Ce OIHOCe IIpeMa YUeHUIIMa
¥ TIpefiajy YYeHUIMIMA U3 PAa3IMINTHX IPYIIa, KA0 ¥ O TOMe KaKO OBMU IIOfALM MOTY
Jla ce ICKOPYICTe Y IIW/bY 1000/bIama 00pa3oBHOT IIpolieca 1 pe3y/ITaTa yIeHnKa 13
pasmuntux rpyna (Alfaro & Bartolomé, 2017).

ITocrojehm emnmpujcku pesynraTu y carnacjy cy ca ABeMa KOMIIETEHI[MjaMa
KOje Cy Y CpeAMIITY IaXKbe OBOT IIperyefia — KpUTUYKA CBECT HACTABHMKA 1 BbUXOBa
cBecT 0 pasnumyurocty. Haume, HacTaBHMIM KOju NPUIAJAjy €THUYKMM MarbyHa-
Ma WIN pajie y 00pasoBHMM OKpPY)KembJMa Koja Cy eTHUYKM pas/INduTa MoKas3amm cy
MambJi CTENEH IPUCTPACHOCTH Y CBOjUIM CTaBOBMMA KOjU Ce TUYY YY€HMKa KOju IIPU-
najajy eTHUYKMM MambJHaMa Hero HaCTaBHUIM KOjU TpuIianajy BehuHckuM rpy-
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IamMa WM Cy 3alloCIeHM y LIKo/aMa Koje ¢y eTHnuky xomoreHe (Glock, Kovacs, &
Pit-ten Cate, 2019; Glock & Kleen, 2019). CmnyHO TOMe, HaCTaBHULIM KOjI HIPefajy
jesVK M MMajy pasBUjeHIjy KPUTUYKY CBECT, BUIIE Cy Ce OCamball Ha METOJE Koje y
CpefuIlTe CTaB/bajy YU€HUKA ¥ KOPUCTUIN Cy KPUTUYKY aHAIMU3Y KY/IType Y CBOjUM
yunonuyama. Hacynpor mwrMa, HaCTaBHULM KOjI MIM3jy Marbe pasBijeHy KPUTUUKY
CBECT, HIIP. OHM KOjU HUCY PasMUI/bA/IN O €THUYKO-PACHUM, KYATYPHUM U JIMHT-
BUCTMYKVM MIEHTUTETMMA CBOjMX YYEHUKA U KOjI OBe acIieKTe CMaTpajy HeOUTHUM
3a IpeflaBaibe U yuerbe, YeCTO Cy YIPaKibaBaayu TPaJUIMOHA/THE AUAKTHYKe Ha-
craBHe Metofe (Baggett, 2020). YV ckmazgy ca 0BUM, HEaBHO [e€Ta/bHO VICIUTHBAIbE
nojiaTaka ucrpaxusamwa TALIS 2018 mokasaso je fa cy ce HaCTaBHUIM BUIINX pa3-
pezia OCHOBHE IIIKOJIe, KOju IIpefjajy paspefnMa y Kojuma je Behu nmpoieHar yueHuKa
MIMUTPAHTCKOT MOpeKIa, ocehanmu crpeMHUjuM 3a IpefjaBambe paspeyumMa Koju cy
KY/ITYPHO ¥ JIMHTBUCTVYKY PasHONNKY, y opebhermy ca cBojuM Koerama 3arocre-
HVIM Yy Mambe PasHOMMKOM IIKoIcKkoM okpykewy (Kim & Cooc, 2022).

Herosame pasnmmymuTocTy U HOJACTUIakbe IPYIITBEHE NpaB/ie Y YYMOHMUIIAMa
oMoryhaBa y4eHMIMMa KOji Cy y HENOBO/PHOM IIOJIOXKAjy [a OYyBajy M pasBUjy
HEKO/IMKO acIieKkara ,,Ky/ITypHor 6r1ara” Koje moHoce mkonama (Yosso, 2005). OBo
UM, IIPBEHCTBEHO, oMoryhaBsa jja 04yBajy cBOj acnupamusHu kanuman (aspirational
capital), Tj. ClTOCOOHOCT Jja OIp>Ke WM Pa3B1jy CHOBe U Hajiama 3a OyxyhHocT, yip-
KOC CTBApHMM WM NEPLUNNPAHNM IpenpekaMa. ITomaxke MM fa HETyjy CBOj nuHe-
sucmuuxu xanuman (linguistic capital), Tj. MHTe/leKTyalHe U JPyLITBEHE BEIITIHE
cTedeHe Kpo3 KOMYHMKAlIMjy Ha Bulle jesuka/ctunosa. [Torom, mopcrude yyeHnke
Zia ce OCTIOHe Ha CBOj pamunujapru (familial capital) n opywmeenu kanuman (social
capital) kopuinheweM KyITypHOT 3Hama, MCTOPUje 3ajefiHuIe, cehamwa 1 KyaTypHe
VHTyULYje, Ka0 ¥ MHCTPYMEHTA/IHy ¥ eMOTUBHY IOJPUIKY KOjy MM IPY»Kajy 4Ia-
HOBU TIOpOJAMIIe, MpeXe by U 3ajenHuria. Takobe, yBehaBa mUX0B HasueayuoHu
kanuman (navigational capital), 0THOCHO BeLlITVHEe MaHeBpPUCaba JPYLUITBEHNM VH-
CTUTYLMjaMa, Kao U BUXOB Kkanuman omnoprocmu (resistant capital) xoju ce uc-
II0/baBa Yy 3HAIbY U BELITMHAMa CT€YEHUM KpO3 IIOCTYIIKe KOjiU Ce CYIIPOTCTAB/bajy
HejeqHakocty (Y0sso, 2005). Hexu o6mmim KyntypHor 61ara ¢y 6utTHuju ogpehernm
rpyliaMa y4eHUKa Y HeIOBO/BHOM IIOJIOKAjy, HIIP. IMHTBUCTUYKY ¥ (paMUIMjapHU
KaIlMTaj yYeHULIMMA U3 PACHUX M KyATYPHUX MAalbMHCKUX I'PYTIA, 0K CY JPYTH, Ko
HITO CY ACOMPATUBHY, APYLITBEH!, HABUTALMOHN U KallUTajl OTIIOPHOCTY KOPUCHU
HIMpeM CIEeKTPy Ipylla y HEIOBO/bHOM II0/10XKajy. VImak, cBM acleKTy Ky/ATypHOT
O1ara cy BpejHM O4yBarba KpO3 IMO3UTVBHO UCKYCTBO CBUX Y4EHMKA y 0Opa30OBHOM
CHCTEMY.

Kapa mpucrpacHa oyekuBama I BepoBama y Be3u ca ofipeheHnm rpynama yru-
4y Ha HAYMH Ha KOj/ HACTAaBHULM IPUCTYIIAjy YYEHNMIVIMA, MOTY Ce jaBUTU U Ofip-
XKaTV pas/iuKe y ycIecuMa 1 OCTamy oO/IuIM HejefHaKocTH y obpasosamy. [Topep,
TOTa, KY/ITYPHO 0/1ar0 y4eHMKa 13 IPyIa Y HEIIOBO/BHOM II0JIOXKajy MO>Ke HeCTaTH,
ponpuHocehy TvMe [ja/beM Ofip>KaBamby APYLITBEHE HeIpaBfie Kpo3 oOpasoBarbe
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(Denessen et al., 2022). Ctora je, kako 6u 6uma o6esbehena npymrseHa npasza 3a
CBe Y4eHUKe, OMTHO IPOMOBMCATI CBECT O PA3/IMYUTOCTY U KPUTUUKY CBECT (YKI/bY-
qyjyhu meHy JuMeH3njy Kputnike pediekcuje) HaCTaBHUKA, Kao ¥ HUXOBO pasy-
MeBame 1 00/IMKOBabe IPYLITBEHE IIpaBJie y IIKOICKOM OKpYXemwy. IIpema peunma
Andapa u bapronomea (Alfaro & Bartolomé, 2017: 13), HacTaBHMIM ,,MOPajy A Ha-
yde fa upeHTU(UKyjy MTeTHE Ue0I0THje TOMUHAHTHE KY/IType M BhUXOBe MaHM-
decTanmje y yanoHuIm ja 6u MOIIM fja ce MpuUIpeMe Jla MHTEPBEHNUIIY U CTBOpe
OIITMMAJTHE YC/IOBE 32 YUeHe 3a CBe CBOje y4eHMKe.” VIcToBpeMeHO, HelaBHM JOKa3!
13 3eMasba Koje Cy yuecTBoBasie y uctpakmpamwy TALIS 2018 noxasanu cy ga cy Ha-
CTaBHMIIM Y TIPOILECY CAMOOIleblBaba IPUIPEM/bEHOCTH 3a IpefjaBabe y KyITypHO
U TVHTBYCTMYKY Pa3HOMMKNMM YYMOHMIIAMA CBOj HMBO CIIPEMHOCTM OIMCANIM Kao
Husak (Kim & Cooc, 2022). Crora HaCTaBHUIMIMA, IIPe HO IITO Ce 3a110C/Ie X TOKOM
pajia y obpasoBamy, Tpeba MOHYAUTU JOJATHE LIAHCE U TOAPIIKY Y pasyMeBamy
npo6jieMa pasIMYUTOCTI U IPYLITBEHE IpaB/e U MOCIeIUIIa Koje ce MOTY OfpasuTH
Ha J0OpoONT, acimpalyje 1 ycIex y4eHrKa. Y HapeJHOM OJie/bKy [ajeMO Iperie]
HEKMX METOJia YMj! je UM/b YCMEPEH Ha Pa3Boj U jayarbe OBMX KOMIIETEHIM]a.

PA3BOJ M JAHAHSE KOMIETEHLMJA CBECTKM O
PASITMHNTOCTN N KPUTHMHYKE CBECTH HACTABHMKA

Kao mrro HaBopy Pobuncon (Robinson, 2017), cBe Beha gpyimTBeHO-KyITypHa pas-
JMYUTOCT Y JAaHAIIKBYM IIKO/IAMa YKa3yje Ha TO Ja 61 y IpuIpeMHe ImporpaMe 3a
HaCTaBHMKe Tpebano MHKOPIOpMUpaTH 00yKy O PaslIM4UTOCTY Kao K/bY4HY CTaBKy
obpasoBama HacTaBHUKA. T0 MOXe 10BeCTH 10 60/bUX MpodeCHOHaTHUX yCIexa Ha-
CTaBHMKA, XaPMOHMYHMjUX OJJHOCA Y IIKO/IU I, HA BUIIEM HUBOY, MOXXe JOIPUHETI
opywmTBeHoj npasau. OBaj 1ojaM cafp Ky MMIUIMKaIyje 3a CBe HIUBOE, IpefiMeTe 1
obmactu o6pasoBama, o Hayke o yMeTHocTu. Kao mro mureparypa moxasyje, y
OKBMpMMa ITPOrpaMa 3a 06pa3oBame HACTaBHMKA YITITABHOM Ce KOMOMHYjy oOyKe o
Pa3MMYNTOCTH Ca pa3BOjeM KPUTHYKE CBECTU U caMopedIeKC1joM HaCTaBHMKA, Y3M-
Majyhn y 0631p /ja HaCTaBHUIIM pa3yMejy COIICTBEHY Ky/ITYpPy U KYJITypYy CBOjUX yde-
HIKa I BbUX0Be eeKTe Ha Ipoliec 06pa3oBama KaKo 611 HauMH IpeflaBamba yIMHIIN
NPUKIaTHNM 32 YUeHMKe 13 pasmmunTux rpyna (Gay & Kirkland, 2003).

Poppures (Rodriguez, 2008) Harnamasa ga Behuna nporpama 3a o6pasoBame
HaCTaBHMKa MaKby 1ocBehyje oBmagaBamy HaCTaBHMKA BEIITMHAMA U METOJOTIO-
rmjama Koje Mory npuMeHuTy y yunonuuu. On npumehyje ma ce, Hacynpot Tome,
BpPJIO MajIo Maxkme nocsehyje pasnmosuma samro cy ogpeleHe BemTnHe HEONXOHe,
KO Cy TV YYeHUIM, U BPJIO Cy MajIo VICHMTaHM HAuYMHM Ha Koje ofHoc usmeby Ha-
CTaBHUKA M YYeHMKaA OJIaKIIaBa IIpoliec y4ema, Oymyhm ma mureparypa mokasyje ma
offHOC M3Mebhy y4eHMKa 1 HacTaBHMKa yTide Ha yueme (Rodriguez, 2005). Kako Yoy
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(Chou, 2007) mpepnaxe, mupeme KOHIENTYaTHUX, METOJOMOMUIKIX 1 Cafip>KajHNUX
OCHOBa 00yKe HaCTaBHIKA O Pa3BMjarby CBECTY O Pa3IMYUTOCTI U KPUTUYKE CBECTH
Tpeba ga 0OyxBaT IIET e/leMeHaTa WIN I1eT MOTYNHOCTY 3a HaCTaBHUKe Jja:

1) mocraHy pegreKkcusHu — Ia pa3BUjy CBECT O COIICTBEHUM Ky/ITYPHUM Iep-
CIIeKTMBaMa KaKo 61 pasyMenu KyITypHe IPeTIIOCTaBKe Koje ce Kpujy y
IJIXOBJIM OUYEKMBAabIMa, BEPOBAbIMA I IOHAIIAIBY;

2) uyeHe BPeJHOCT Pa3IMIUTOCTU — Jia padyMejy ofHoce naMely pasmmanto-
cTu, MOhM 11 HejeTHAKOCTM y 06pa3oBay U MOCIEANIIE KOje Majy Y )KUBO-
TVMIMa YYeHUKa;

3) ucnumajy npupopny HacTaBe — Ia Oymy CIIOCOOHU Jja OlieHe COTICTBEHe Ha-
CTaBHe IIpaKce U pasyMejy Koja CTAHOBUIITA YTUYY Ha HUXOB HAYMH IIpe-
laBamba;

4) Hayue KakaB je 3HaYaj Ky/IType U je3VKa yUeHMKa — Jja 060/bIIajy pasyMe-
Bame PasIMunTHX KyITypa Mely ydeHunmma, crekHy pasyMeBame 3a I10-
Tpebe U CTIWIOBE y4era y4eHVKa U IHKOPIIOPUPAjy pasinduTe KyaType y
HACTaBHM IIPOTPaM U

5) npodybe u mpouupe pasyMeBarme HAcTaBe M >KMBOTA CBOjUX y4eHUKA —
lla pasBujy 6o/be pasyMeBame OfHOCAa u3Mehy HacTaBHUKAa M ydYeHMKa
(Robinson, 2017).

Kako 6u ce mopcTakie KOMIIETeHIMje HACTaBHMKA 3a OaB/beme pasmanTouhy u
no6osplIatbe ApyuITBeHe mpaspe, Kenr u 3unrep (Kang & Zinger, 2019) cy mpep-
TOXUIN crefiehe mefaromike akKTMBHOCTH: PasTOBOP O WIAHIMMA KOjU IPYXKajy
KPUTUYKY TIOTJ/Ie], HAa OBY TeMy, y4eCTBOBame y IPOjeKTVMa yderba 3a/larambeM y
3aje[HNIM, CIpOBOheme KPUTHIKIX eTHOTPAPCKIX VICTPaKMBambha, YYECTBOBABE ¥
KPUTMYKIM YMTATAYKMAM PAIMOHNUIIAMA Y NCTPAXKMBakbe Y HACTABHOj IIPaKCH nyeja
y4eHMKa KOjU CY, MICTOPUjCKM TJIefJaHO, Y HEIIOBO/bHOM ITONI0Kajy. I'ej m Kupknang
(Gay & Kirkland, 2003) Takobe mpenopydyjy pasnmmunre TeXHUKe 3a pa3Boj KOMIIe-
TEHIIVja CBECT O PasIMINTOCTI M KPUTHYKE CBECTV HACTABHMKA ITPe HO IITO IOYHY
Zia pajie y obpasoBamy. JeflHa off BbUX ITOf;pasyMeBa oMoryhaBame IpuinKa 3a yderme
ymymTameM y Mel)ycobHe KpuTndKe IUCKyCHje O PAaCHUM M KyITYPHUM AuIeMaMa
y obpasoBamy. [Ipyra ce ofHOCH Ha IIOCTaBjbakbe IpVMepa OOIMKOBambeM IIpOoIie-
ca, HIIP. Kajla YHMBEP3UTETCKM Ipodecopy/IpenaBadyl IeMOHCTPHUPAjy MPUHIINIIE
APYLITBEHe IIpaBJe Y CBOjUM Bexk6aMa yMecTo Ia caMo IIPUYajy O ’bIMa. JOII jefiHa
TexHMKa Kojy npennaxy I'ej m Kupkmany (Gay & Kirkland, 2003) jecte npexnpmame
IVICKyCHUje TOKOM 4Yaca 1 IpebanyBame (HOKyca Ha IIPOIieC KOji ce OfIBUja KaKo 01
ce MOAMITIA CBECT O MMYHMM ocehamnMa, MUCIMMA U IPUCTPACHUM CTaBOBMMA U
HofleNnla CXBaTama Koja Cy cTedeHa Kpo3 IUCKYCHjy.

[Topu3ame HACTABHMKOBE CBECTHU O PA3NINYNTOCTH je HEOIIXOHO, atu Tpeba Jja
HofipasyMeBa I M3ouITpaBame ocehaja 3a TeMy IpymITBeHe mpaB/ie Kako 611 HacTaB-
HMIIM CTEK/IV 3HaIbha O MIMPUM CTPYKTYPHNUM HejeTHAKOCTMMA KOje jOIl yBeK ITOCTOoje
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mnu cy nocrojaie y npouutoctu. ®peupe (Freire, 2021) KOpUCTY TEPMUH ,,[TO3UB 32
oybeme caBectn” (,,conscientization calls”) ma o3Haun ,,iekumje y Be3u ca Herpas-
IoM 1 HejemHakolrhy Koje Tpre MamuHcke rpyme” (Freire, 2021: 233). 3anpaso, Tiyue
ce O6ybema cBecTM 0 COIICTBEHMM IMOBIACTHUIIAMA U ClIOCOOHOCTY ocehara eMnaruje
IpeMa OHMMa KOjJi Cy Y HelloBo/bHOM 110105Kajy. Yen n Konn (Chan & Coney, 2020)
3aCTyIajy yHoTpeby KpUTMUYKUX IPUCTYIA y Be3) Ca PAaCHUM IUTamUMa Ja Oy ce
pasBMIa KPUTUYKA CBECT HACTABHMKA, MICIUTHBAImbEeM KOHIIENlaTa PaslIMdUTOCTH,
jemHakocTy 1 anraxxosaHocTy (Chan & Coney, 2020: 2).

ITukosep (Picower, 2011) HarmamaBsa Ba)XHOCT HAaCTaBHOT IUIaHA 3a Pa3Boj
KOMIIeTeHIMja HacTaBHUKa. OHa HaBOJM IIECT e/leMeHaTa KOjy Y/He OKBUP 32 ehek-
TYBAH HAaCTaBHU IUIaH y 00/IacTy IPYLITBEHE IIPaBJie, @ TO CY: Jby0aB U MOLITOBAbE
npeMa ce6u, IOIITOBabE [PYTUX, INTaka APYLITBEHE IIPaBJie, APYIITBEHE IIOKpeTe
U JpylITeHe NpOMeHe, IOiM3ambe CBECTU U IPYLITBEHO JenoBame. OBe TeMe Tpe-
6a ma 6yay MHTerpucaHe y HaCTaBHM IIporpaM 3a oOpasoBame HaCTaBHUKA Y BUAY
KypceBa JWIM IIporpama 3a npodecroHalHy pa3Boj U Tpeba MM IPUCTYIUTU U ca
TEOPMjCKOT M Ca IPAaKTUYHOT aclieKTa (HIIp. Kpo3 BexKOe aKTMBHOI/eMIIaTHYHOT
CITyllIa®ha, UTpame YJIoTa WIN BeXXOe carjefiaBamba 13 Ipyre MepCcreKTBe, aKTBHOT
y4ecTBOBama y 3ajeIHUIIN, BeXXOame caMOM3pa)kaBamba I KOMYHMKaIVje ca IpyTru-
Ma UTT).

Cnutep (Sleeter, 2018) mopmaTHO omucyje IpojeKTe KojuMa ce MOACTUYY KOM-
neTeHIVje MOTEeHIMjaTHIX HacTaBHMKA Y IOMEHY MOJCTUIaba JPYLITBEHE IIPaBe
y 00pa3oBamy TaKo LITO MX JJOBOAY y KOHTAKT Ca YWIAHOBMMA JIOKATHUX MapryHa-
NM30BaHMX 3ajelHNUIIa, He 61 u pasBuin ocehaj eMmaTuje u pasyMeBarbe IIOTUTIY-
KOT KOHTEKCTa KOjJ1 CTBapa yC/IoBe 3a yHanpehusamwe odpasosamwe. KoHient xoju je
OuraH ga 6u MHTepBeHUMja Oula ycrenHa jecte pagukanHa nckpenoct (Williams,
2016), jep mopasyMeBa UCKPEHOCT y Be3y Ca HAIIMM MUAEHTUTETHMA, IIpaKcama 1
ckloHOCTMMA. KOHIIENT pajijuKanHe MCKPEHOCTM, KaO METOHl, MO>Ke IOAyNpeTu
OCTBapMBambe CBUX KE/bEHUX I[M/beBa — PasBUjaibe CBECTU O PasIMYUTOCTHU, KPU-
TUYKe CBECTH, KpUTHUKe pediekcuje, KpUTHUKe Mefjaroruje Wiy IOCTU3ambe jeiHa-
KOCTHU U IPYIITBEHE IIPaBJie Ha CBYM HUBOMMA.

IIITo ce TMYe MpenpeKa Ha MyTy Ka YCIELUIHOM pa3Bojy CBECTY O PA3/IMYUTOCTI
Mmeby HacTaBHMIIMMA, ayTOPY TIOMMIHY HejacHa CXBaTama Koja HAaCTAaBHULIM MIMAjy y
Bes ca polecoM camopediekcuje nnn HemoryhHocT camopediekcuje; YnmbeHNITy
Jla He M3HOCe U3PUYNTO CBOje CTaBOBE O Pa3/IMYNTOCTY y yUMOHMIY; ocehame cTuza
VIV KpUBUIle 360T MpouymMX (HE/INYHNX) yTibeTaBara WM HellpaBJie VI YaK He-
rupame I0CTojamba pobIeMa HejeJHaKOCT/pacu3Ma/MapriuHanusanyje y ApymTBy
(Gay & Kirkland, 2003).

Kaxko ncrpaxkusama 110Ka3yjy, MHOIM IIpOrpaMM 32 HACTAaBHUKE KOji Cy CIIPO-
BeJleHM y LW/by pasBUjarba CBECTU O PasIMYUTOCTU M KPUTUYKE CBECTU OCTBapM-
NV Cy MO3UTMBHE U [yTOTpajHe yTUlaje Ha HactaBHMKe. ['apcuja u I'yepa (Garcia &
Guerra, 2004) cy mmcanyu o CBOM IIPOjeKTy 3a pa3Boj/yHampehuBame KoMIeTeHIuja
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HAaCTaBHOT 0c00Jba Y KOjeM je IPYIITBEHO-KYATypHY OKBUP KopuinheH fa 6u ce j0-
BeJIM y MUTambe fepULUTAPHY OT/IeY HACTABHMKA Y Be3V Ca IbUXOBUM YYEHUIIMA
U3 3aje[IHUIIA KOje Cy Ky/ITYpHO/IMHTBUCTUYKY Pa3HOJIMKe 1 Jja Ou ce pefeduHuca-
Jie IpeTIIocTaB/beHe MehyBese nsmehy KynType, Hactase 1 yuemwa. Kynrypa ce monma
Kao KOHTEKCT y KOjeM ce IIpolieC yuera OjjBlja 3a CBe yYEHMKe, a He caMo 32 Jely
U3 TPYyIIa Ca HETIOBO/bHUM COLMOKY/ITYPHUM, PACHUM, €THUYKUM U IMHTBUCTUYKUM
nonoxxajeM (Garcia & Dominguez, 1997). EbuxoBu pesynratu ynyhyjy Ha TO fa je
VICKYCTBO OOYKe HaCTaBHMKa Pe3y/ITHPaTo KOTHUTMBHOM AMCOHAHIIOM 3a HeKe Ha-
CTaBHIIKE jep Cy ce IbMXO0Ba JINYHA BepOoBarba BeOMa pasIMKOBaja Off IPETIOCTaBKA
KOje ce OJpakaBajy y KY/ITYPHO PeCIIOH3MBHO] ITe[JarOTMjy K0joj Cy OVIN U3T0KEH.
ITokasano ce fa cy HaCTaBHMIV KOju Cy OWIV BOJ/BHU Jla paspelle OBa CyKoO/beHa
BepOBarba [OCTA/IN CBECHUjU 3HAYaja KY/IType y 00pasoBamy, OMmm ¢y CliocoOHu fa
IIOHOBO OlieHe U ofiballe CBOje IPeTXOJHe MPUCTPAacHe CTaBOBe M MManu cy Behe
IIAaHCe JIa NIPeI03Hajy CBOjy yIOTy HacTaBHMKA Y IIOCTU3aIby ycIlexa Y y4emwy CBUX
ydeHuka. ITopexn Tora, oBe mpoMeHe Cy HoBese O IPOMeHa U MOOO0JbIIamba Ipefja-
BAYKMX [IPaKCU HACTaBHUKA U YUMHUIIE CY UX KYITYpHO pecrioH3uBHuM (Garcia &
Guerra, 2004).

Y aHanmm3m y K0joj ce ocBphe Ha cBoja MCKyCTBa U3 Iepuofia Kajia je, Kao Mpo-
¢decop Ha yauBepsutery y Cjenumennm [Ip>kaBama, 0 KpUTUYKO]j CBECTY TIO/[y4aBa0
HAaCTaBHIUKE KOjI jOII HUCY IOYenu Ja pajie y obpasoBamwy, Poapures (Rodriguez,
2008) je mpuMeTHO MHOTe IIPOMEHe y BepOBamlIMa CBOjUX CTyIeHaTa, O KOjuX je
IOLIJIO 300T M3/I0)KEHOCTH TeMaMa O KpUTUYKOj cBecTu. Poppures ce npuceha xako
Cy Ce CTAaBOBM je[JHOT HAaCTaBHMKA, KOjI jOII Huje 1I0Ye0 Aa pafy y obpasoBamy, O
omnxobemy IpemMa yu4eHUIMIMA U3 MAabUHCKMX I'PYIA JPACTUYHO IPOMEHWIN Off TI0-
4eTKa JIo Kpaja Kypca 0 KpUTUYKOj CBECTH: Off BEpOBalbha fIa YYEeHNLIM M3 MabMHCKUX
rpylia HUCY TPEeTMPAHU Apyradnje Hero y9eHny u3 BehMHCKUX rpyma, o CTULamba
CBECTY O HeIIpaBeJHOM TPEeTMaHy YU€HMKA I3 MalbMHCKUX I'PYIIa U IbUXOBE KY/IType
y 06pa3oBHOM cucremy. V1 pasmMmibama APYrMX HaCcTaBHMUKA Cy IOTBPAWIA Jia je
KYPC O KPUTUYKOj CBECTY YTULIA0 HA TO J1a KPUTUYKY aHAJIN3MPA]jy CBOje IPUCTPaHe
UJIe0TIOTMje ¥ CTEKHY CBECT O IIMPeM KOHTEKCTY APYHITBEHUX Heje[IHAKOCTHU U HeTo-
BOM YTHUIJajy Ha aHTa)KOBAHOCT POJNTE/ba y IIKOTIOBaIbY CBOje JieLle.

Crynuja [Tocun CakpamenTo (Sacramento, 2019) o HacTaBHUIIMA KOji HUCY
HOoYenN Ja pajie y 06pasoBarmy U BIXOBOM IpodecroHamHOM pa3Bojy Takobe je mo-
Kasasa J1a, KaJja ce KpUTUYKM OCBPHY Ha TO KO Cy, KOMe I Ha KOj/ HauMH IIPefiajy, Kao
¥ Ha TO KO Cy HUXOBY YYE€HNIIN, HACTABHUIYM ITOCTAjy CBECHUjI CBOje yjiore y obpa-
30Bamby U yTUIaja KOju MMajy Ha cBOje yueHnke. Crimano tome, byko u JIny (Bukko
& Liu, 2021) cy ycTaHOBM/IN [a CY HACTABHMUIY KOji CY Y4eCTBOBA/IM Y 00yLIM Koja je
MIO/ICTAKIIA IbUIXOBY KPUTUYKY CBECT CIIPEMHMjU Ia IPMMEHe IIPAKCe KOje HeTyjy jefi-
HaKoCT y obpasoBamy. Takobe, Kpucrodep u Tejmop (Christopher & Taylor, 2011),
kao u Crjyapt, ®muuT 1 Hymes (Stewart, Flint, & Nuiiez, 2021) yrBpawmm cy ga cy
obyke 1 payioHMIIe 3a HACTABHIUKE, Koje Cy ycpeicpeheHe Ha pa3sBoj HaCTaBHUKOBE
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KPUTHYKE CBECTU 1 MOOOJbIIIalbe padyMeBama APYLITBEHE IIpaBle y 0OpasoBamy,
IOTIpMHeJIe CTULIAkY JOAATHOT 3Hama O OBOj TEMM U Ja Cy HEKV Off y4eCHUKa 6mmm
CIIpeMHMj1 fIa IpMMEeHe Mepe Koje ce OJJHOCe Ha IOfCTUIIAI€ JPYLITBeHe IIPaBJie Y
06pasoBamy.

YKpaTko, II0CTOje J0KasM Jja ce CBECT O PA3IMYUTOCTY M KPUTUYUKA CBECT MOTY
pasBUTH Kpo3 mporpame obyke HacraBHuKa. HaBefjeHu npumepu 1mokasyjy ga cy
OjadyaHe KOMIIETEHLMj€ U CBECT O PAa3/IMYUTOCTY, HEjeJHAKOCTH U APYIITBEHO] IIPaB-
Zie JUPEKTHO IT0Be3aHe ca IPaBMYHMjUM HaCTaBHUM IIpaKcaMa.

B OMNCKYCHJIA N BAKTBYYHAK

Y oBOM pajly cMO HACTOjalM fa MPUKAKEMO KaKO Ce MOXKe NOJCTUIIATU CBECT O
PasIMYUTOCTU ¥ KPUTUYKA CBECT HACTABHMKA IIOCMATPAHO KPO3 NPU3MY HUXOBUX
KOMIIETEHIIMja KaKo ca TeOPMjCKOT, TaKO U ca eMIMPUjcKOT cTaHoBMIITA. OBEe KOM-
HeTeHIMje CMAaTpaMoO HY)KHUM 3a OCTBapMBambe JPYIITBEeHe IpaBie y 00pa3oBamy,
€ 003pOM Ha TO Jja HACTABHUIIM VIMajy OMTHY YJ/IOTY y TIO[ICTULIAkbY UM CITyTaBakby
ycIlexa M MaHCY YYeHNKa, T0CeOHO OHUX 13 HeloBnamrheHnx rpyna. Y HacTojamy
fia pasjaCHUMO II0jeIMHe aclleKTe Y 0BOj 001acTy, IOHY/AVIN CMO IIpYMep KOHIIeII-
Tya/lHe CXeMe Halllel padyMeBama ofHoca usMmely mpymrseHe mpasjie u cBeCTU O
PasIMYUTOCTU U KPUTUYKE CBECTY KOjy HACTABHUIM MMajy. 3aCTyIIaMO CTAaHOBMIIITE
KOje KOMIIETEHIIMje CBECTU O PA3IMYUTOCTY M KPUTHUIKE CBECTY IIOCMATpa Kao Bell-
THHE Koje ce Mory crehm. OBakaB NpMCTyI HarjamaBa MOTEHIMja 3a JOHOLICHEe
IpOMeHa y JOMeHy OCTBapuBama pylITBeHe IpaB/ie y 06pa3oBamy KOju MMajy Ha-
CTaBHMIIM, KO ¥ IbYIXOBAa BEPOBalbha, IIOHANIAbE ¥ KOMIIETEHIIMje.

Ananmmsa nmuTeparype Koja ce 6aBu cBemhy O pasiMuMTOCTY M KPUTUYKOM
ceemrhy rmokasana je f1a je Behuna pagosa koju ce 6aBe 0BOM TeMOM 06jaB/beHa y 110-
cnenmwux HeKommko rogyHa (Hop. Achilleos, Douglas, & Washbrook, 2021; Baggett,
2020; Bukko & Liu, 2021). OBo ce MO>Ke mOCMaTpaTu Kao mokasatesb moBehate mo-
Tpebe 3a 6aB/berbeM HaYMHOM Ha KOj! HaCTaBHUIM OATOBapajy Ha cBe Behy pasmm-
YUTOCT Y yunoHMama. Takohe ogpaskaBa pesieBaHTHOCT 11 IPaBOBPEMEHY KapaKTep
aHa;mM3e Kojy cMo obaBwmm. Behuny pagosa Hammcamu cy ayropu us CjeanmeHnx
Amepnukux Jp>kaBa, Koja ce OfIMKyje crenu@UYHNM APYIITBEHUM KOHTEKCTOM
(Hnp. mpobnemMyuMa pacusma, HOMNTUKAMA UAEHTUTETa, KYITyPHUM PATOBMMA UTH).
Crora mopamo 6uTy 006a3puBM NPUIMKOM JOHOIIEHA 3aK/bydaKa O Pa3BUjamby
CBECTHU O PA3IMYUTOCTY ¥ KPUTUYKE CBECTY HACTaBHUKA Y IPYTUM 3eM/baMa, KyJl-
TYPHUM U APYHIITBEHUM KOHTEKCTUMA KOju ce pasnukyjy of Cjenumenux Amepnd-
kux [IpxaBa. Takobe je Baxxno ucrahu ja je Behuna ucrpaxusama y oBoj obmacTu
Mamer obuma (Stewart, Flint, & Nufez, 2021), ykpyuyjyhn akumona ucrpaxmsama
(Christopher & Taylor, 2011) nnn ncrpaxknbama Koja ce 3aCHMBAjy Ha KBaIMTaTUB-
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HuM Meronama (Achilleos, Douglas, & Washbrook, 2021; Sacramento, 2019). Tek
Maj 6poj CIIpoBefieHNX UCTpaKuBama je Beher o6uma (ump. Kim & Cooc, 2022).
IMako cTynmje Mamer o6uMa Hyjie BaXkKaH YBUJ Y MCKYCTBA M CBECT O PasIN4UTOCTH
U IPYLITBEHOj IPaBAM KOjy NpefaBady UMajy, 3a CBeOOyXBaTHIje pasyMeBabe OBe
TeMe HEOIIXOfIHA Cy MCTpakuBamwa Beher obuma. ITopep Tora, MHOIM MCTpaXkKuBa-
4J1 Cy OBY TeMy MCTPXWIM Ha IIPUMepy MOTEHIVja/IHNX HAaCTaBHVKA U HaCTaBHMU-
Ka KOj! joII HUCY IoYe/n Aa page y obpasosamwy (Hip. Adams & Rodriguez, 2019;
Alfaro & Bartolomé, 2017; Robinson, 2017). Bepyjemo ma oBo ykasyje Ha Imperno-
3HaBambe OJTOBOPHOCTM BIMCOKOOOPa3OBHUX MHCTUTYLMja ha npunpeme Oymyhe
HAaCTaBHIUKE 32 pas/lM4nTe M3a30Be Koje muxoBa npodecnja fonocu. Hamocnerxy,
CBECT O Pa3IM4IMUTOCTY U KPUTHUYKA CBECT II0Ka3aje Cy ce Kao OuTaH (akTop 3a mu-
POK CIleKTap IpefjaBaya, yK/by4dyjyhu HacraBHMKe Koju mpepajy jesuk (Alfaro &
Bartolomé, 2017; Baggett, 2020), HacTaBHUKe My3MYKOT KOjI jOII HUCY 3aLIOC/IEHN Y
obpasosamwy (Robinson, 2017), HacTaBHMKe IIOYETHMKE KOjy IIPefiajy IpUpPOLHe Ha-
yke (Kang & Zinger, 2019), HedopmanHe mpefaBayde Koju pajie y OKBUPY OMIaiVH-
CKUIX Iporpama u nporpama apymrseHor paga (Achilleos, Douglas, & Washbrook,
2021) nnu yauBepsuretcke mpogecope (Rodriguez, 2008).

ITocroje oxgpehenn emnypujcku HoKasy fa KPUTUIKA CBECT U CBECT O Pa3/INYy-
TOCTV HacTaBHMKA BOZe 10 00/pMX Ipakcy y HacTaBu (Hip. Baggett, 2020). Meby-
TUM, ITOTPEOHO je BUIIe MCTPaKMBamba O TOMe KaKo Hajoospe mopcrahm Kputumaky
CBECT U CBECT O Pa3IMYMTOCTY HACTABHUKA, KAO ¥ O HAYMHY Ha KOjU OBe KOMIIe-
TeHI[Uje yTu4y Ha 00pa3oBHA MCKYCTBA YYeHMKA U3 pasMN4InTUX rpyma. Takobe, 6y-
myhu ga cMo ce ycpepcpeivin Ha KOHLEIITYaTHe IIpe Hero Ha IIPaKTIYHe pobieMe,
HOTPeOHO je peam30BaTy BUIIE MCTPAXKIBaMba Koja ce 6aBe MeTofaMa I Ipakcama
yCMepeHUM Ha pa3Boj KPUTUYKE CBECTH U CBECTH O Pa3INIUTOCTI.

Yuraouy Tpeba fa OyAy CBecHM ABa OTpaHMYEHa OBE aHAINM3e JIUTEpaType.
IIpBo, He MO>Ke ce pehim Ta mpecTaB/ba cucmemMamcKuy Iperief eloKyHe 00/1acTu.
Vnak, ye oBe aHanu3e OO0 je ycMepeH Ha To Jia ce pasjacHe ofipeheHu KoHILenT! n3
OBe 00/1aCTH 1 BepyjeMo a MO>Ke Jia ITOC/TY KM Kao I0/1a3Ha Ta4yka 3a 6yayha mncrpa-
JKUBama Koja ce 6aBe cBeurhy o pasIMYnTOCTH M KPUTUYKOM CBellly HacTaBHUKA
Kao KOMIIETEHLMjaMa KOje JOIIPMHOCE JPYIITBEHOj TpaBay y mKonama. [Topep rora,
IOIITO je TpeTpara IUTepaType pe3ylITupaa yrlIaBHOM pagoyuMa 13 CjeanmbeHnx
Amepnuxux [Ip>xaBa, Tpeba 6uTH 00a3pyUB NMPUINKOM TeHepann3oBama 3aK/byda-
Ka O TIPUPOAN CBECTU O PA3IMYUTOCTU U KPUTUYKOj CBECTV HACTABHMKA U HVIXO-
BOj Y1031 Y MIOACTULIAKY APYIITBEHe IpaB/e Y BIX0BOj IPYMEHM Ha 00pa3oBHe U
APYLITBEHe KOHTEKCTe KOjJi Ce 3HA4ajHO PasuKyjy y ofpeheHnM freroBuma cera.

ITpennosn 3a 06pa3oBHe MOMUTUKE KOjU MIPOMCTIUYY U3 HALIET IIperiefa InuTe-
paType yK/by4yjy MHTETPUCabe CBECTY O Pa3/IMYUTOCTI U KPUTUYKE CBECTY Y OKBM-
py 00yKy HacTaBHUKa IIpe HO IITO IIOYHY Ja pajie ¥ TOKOM pajia y 06pa3oBamy, ITO
je y ckIajiy ca mpernopykama 13 JJOKyMeHata o MehyHapogHUM HOMUTHKaMa Koja Cy
HelaBHO o6jaB/beHa. Ha npumep, oksup OECD nonuTrke 3a mpoMoOBYCatbe NHKITY-
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3MBHOT 00pa3oBama 3a APYIITBA KOja ce OJUINKY]jy pasmnuurourhy HaBojy ja KJbyd-
Ha y/Iora y MOACTUIIAjy Pa3IM4IUTOCTH, jeTHAKOCTHU ¥ aKTMBHOT aHTa)KOBamwba y 00-
pasoBamy jecte y pa3Bojy kamarureta (Cerna et al., 2021; Santiago & Cerna, 2020).
Kaxo 6u ce 06e36emnno fa y4eHUIM M3 PasIMUUTUX IPyHa aKTUBHO YYECTBY)Y y
CBMM aKTMBHOCTVMA y 00pa3oBamy 1 Jja 61 ce MMOJCTaKao HUXOB yCIexX 1 JoOpo-
6uT y 06paszoBamy, ¥ MHULIMjATHO 00pa3oBame HACTABHUKA, KA0O U HIXOB KOHTMN-
HyMpaHy IpodecroHaTHN Pa3Boj TOKOM pajia y o6pa3oBamy, MOpajy ce omoryhurn
HAaCTaBHMI[MIMa pejleBaHTHA 3HaIba, BELITHHE M BPEJHOCTM Koje he HacTaBHUIIM U
ycojutu. OHa ce TMYy pasyMeBara IIpobIeMa pasIndanuTocTy, caMmopediekcuje mo
INUTaky UIEHTUTETa, NePCIeKTUBa U MPAKCH, eMIaTyje HaCTaBHMKA, IPaBUYHOT
ouemnBama ydeHnka (Forghani-Arani, Cerna, & Bannon, 2019). Takobe je 6utHO
MIMaTH Ha yMy fa oOpasoBame HAaCTaBHMKA, IIpe HO IITO Ce 3aIlloCiIe ¥ TOKOM pajia
y cucreMy obpasoBamba, Tpeba fa 6ye ycMepeHO Ha Iojy3ahe HaCTaBHIKOBE CBe-
CTU M pa3yMeBama APYIITBEHOT U ITOJIMTUYKOT KOHTEKCTa KOjU yTU4e Ha IIKOJICKY
CUCTeM, KaKo 01 HaCTaBHUIIM OVIM IIPUIIPEM/bEHU 3a Pajl ca YICHMIVIMA U3 Hello-
Branthennx rpyna (Sleeter, 2018). Y3umajyhu y 063up unmeHuIly ga cy HaCTaBHUIN
4eCTO Makbe CBeCHU MPUCTYIA KOjy Cy BUIIe KPUTUYKY OPMjEeHTVICAHU U1 3aCHOBAHNU
Ha IPYIITBEHOj IPABAM ¥ CUCTEMCKOj HejeTHAKOCTH y 00pa3oBaiby HETO HMpPUCTY-
na Koju cy GOKyCMpaHu Ha pasmuauTocT 1 oceT/buBocT (Gorski, 2009; 2016), Hamre
IperopyKe 3a 00pasoBHe MOJUTHKE 1 IIPaKce MOApasyMeBajy fa Tpeba nopcrahu u
CBECT O PA3IMYUTOCTU ¥ KPUTUUKY CBECT YKOIMKO XKeIMMO fia 00pa3soBHM CUCTEM
YIMHUMO MHKITY3UBHMjUM 3a CBE YICHMKE.

Ha xpajy >kenmmo Ja Harmacumo jja, Mako CMO Ce YCpefICpeVin Ha HaCTaBHMKe,
OJTyYHO 3aCTYIIaMO CTAHOBUIITE Jja JY>KHOCT U OITOBOPHOCT 3@ YCIIOCTaB/babe jefi-
HAKOCTM U IPYIITBEHe IIpaBje puIafa MHCTUTYIMjaMa (He caMmo 06pa3oBHMM, Beh
Y HONUTUYKMM, €EKOHOMCKVM ¥ KY/ITYPHUM) MCTO KOMUKO U TojepuHImma (Shavit
& Blossfeld, 1993; Cousin et al, 2018). OBo noppasymeBa YnbEeHNILY 1a CMO CBECHU
orpaHnyersa 0OpasoBHMX IOIUTHKA ¥ 4njeM je GOKYCy cMameme IPYLITBeHe Hejell-
Hakocty. OBO je JeMMMIYHO CTy4aj 3aTO WITO 00pa3oBame, Y CBOM CaflalllbeM 00-
JIMKY, ICTOBPEMEHO IIPENCIINTYje ¥ IPOU3BOAM HejeqHake mance (Bourdieu, 1977).
Y ckagy ca tum, nogprxasamo MoryhHocr pannonanHuje negaroruje (Bourdieu &
Passeron, 1979) y k0joj ce edpmKacHO Ie[aTOLIKO [ielloBambe He Cyde/baBa ca KpUTHY-
KIM MeHTamuTeToM. VI, kako byppje u ITacepon (Bourdieu & Passeron, 1979) uc-
TUYY, TAaKBO II€JJarOIIKO JleJIOBakbe ,,i3HOCK IIpobieM Ha Bupeno” (CTp. 73) ymecTo
Jla IPUKpUBA HellpaBeJHe APYIITBeHe offHOCe. BepyjeMo fa, ypkoc oBUM orpaHu-
YemIMa, pe3y/ITaTe Halllel ICTPaKMBaba He 61 TpeOaio UTHOPYCATH.

3axsannocm. VIsysetHo nennmo nomoh Kaponmue Bpamem, 6ubmmorekapke VH-
CTUTYTA 3a JPYLITBEHA UCTPaKUBamba y 3arpedy, 1 3aXBa/jHM CMO Ha TPYAY KOji je
YIOXKWIA Y IIPeTpaKUBatbe TUTepaType 3a 0Baj IIPeryef,.



CBECT O PA3NTMYUTOCTU M KPUTHUYKA CBECT HACTABHWKA - SINE QUA NON OCTBAPUBAHSA APYIUITBEHE MPABJE... | 207

B KOPULREHA NNMTEPATYPA

Achilleos, J., Douglas, H., & Washbrook, Y. (2021). Educating informal educators on issues of race and
inequality: Raising critical consciousness, identifying challenges, and implementing change in a youth
and community work programme. Education Sciences 11(8), 410. DOI:10.3390/educsci11080410

B

8] Adams, M., & Rodriguez, S. (2019). Moving toward: using a social justice curriculum to impact teacher
candidates. Journal for Multicultural Education, 13(4), 320-337.

£J Adams, M., & Zuniga, X. (2016). Getting started: Core concepts for social justice education. In M. Ad-
ams, L. A. Bell, D. Goodman, & K. Y. Joshi (Eds.), Teaching for Diversity and Social Justice (pp. 95—
130). New York: Routledge.

[ Alfaro, C., & Bartolomé, L. (2017). Preparing ideologically clear bilingual teachers: Honoring working—
class non-standard language use in the bilingual education classroom. Issues in Teacher Education,
26(2), 11-34.

0 Auernheimer, G. (2003). Einfiihrung in die Interkulturelle Pddagogik [Introduction to intercultural edu-
cation]. Darmstadt: Wissenschaftliche Buchgesellschaft.

[ Baggett, H. C. (2020). Relevance, representation, and responsibility: Exploring world language teach-
ers’ critical consciousness and pedagogies. L2 Journal, 12(2), 34-54.

J  Bell, L. A.(2016). Theoretical foundations for social justice education. In M. Adams, L. A. Bell, D. Good-
man, & K. Y. Joshi (Eds.), Teaching for Diversity and Social Justice (pp. 3-26). New York: Routledge.

t  Blell, G, & Doff, S. (2014). It takes more than two for this tango: Moving beyond the self-other binary in
teaching about culture in the global EFL classroom. Zeitschrift fiir Interkulturellen Fremdsprachenun-
terricht, 19, 77-96.

3 Bourdieu, P. (1977). Cultural reproduction and social reproduction. In J. Karabel & A. H. Halsey (Eds.),
Power and Ideology in Education (pp. 487-511). New York: Oxford University Press.

(8] Bourdieu, P, & Passeron, J.-C. (1979). The inheritors: French students and their relation to culture.
Chicago: The University of Chicago Press.

J  Bukko, D, & Liu, K. (2021). Developing preservice teachers’ equity consciousness and equity literacy.
Frontiers in Education, 6, 1-11. https://doi.org/10.3389/feduc.2021.586708

3 Cerna, L., Mezzanotte, C., Rutigliano, A., Brussino, O., Santiago, P., Borgonovi, F., & Guthrie, C. (2021).
Promoting inclusive education for diverse societies: A conceptual framework, OECD Education Work-
ing Papers No. 260. https://dx.doi.org/10.1787/94ab68c6-en

[ Chan, E. L, & Coney, L. (2020). Moving TESOL forward: Increasing educators’ critical consciousness
through a racial lens. TESOL Journal, 11, e550.

3 Chin,M. J,, Quinn, D. M., Dhaliwal, T. K., & Lovison, V. S. (2020). Bias in the air: A nationwide exploration
of teachers’ implicit racial attitudes, aggregate bias, and student outcomes. Educational Researcher,
49(8), 566-578. https://doi.org/10.3102/0013189X20937240

3 Chou, H. (2007). Multicultural teacher education: Toward a culturally responsible pedagogy. Essays in
Education, 21, 139-162.

/|
]

Cousin, S. (2018). Overcoming Everyday Racism: Building Resilience and Wellbeing in the Face of
Discrimination and Microaggressions. London, UK: Jessica Kingsley Publishers.

3 Christopher, D. H., & Taylor, M. J. (2011). Social justice and critical peace education: Common ideals
guiding student teacher transformation, Journal of Peace Education, 8(3), 295-313. DOI:10.1080/17
400201.2011.621358



208 | MBAHA MUKW JYTOBKMH, JENTEHA MATUR BOJUT, CALA MY3WH, MBA OLAK, CAHbA BPAJKOBUT U CAP.

(8]

(8]

m

B

B

Darling-Hammond, L. (2006). Constructing 21st-century teacher education. Journal of Teacher Edu-
cation, 57, 300-314.

Denessen, E., Hornstra, L., van den Bergh, L., & Bijlstra, G. (2022). Implicit measures of teachers’ atti-
tudes and stereotypes, and their effects on teacher practice and student outcomes: A review. Learning
and Instruction, 78, 1-15. https://doi.org/10.1016/j.learninstruc.2020.101437

Ek, L. D., Sanchez, P, & Cerecer, P. D. Q. (2013). Linguistic violence, insecurity, and work: Language
ideologies and Latina/o bilingual teacher candidates in Texas. International Multilingual Research
Journal, 7(3), 197-219.

Eurofound (2016). Exploring the Diversity of NEETs. Luxembourg: Publications Office of the European
Union.

Flisi, S., Meroni, E. C., & Vera-Toscano, E. (2016). Educational outcomes and immigrant background.
EUR 28195 EN. DOI:10.2791/026577

Forghani-Arani, N., Cerna, L., & Bannon, M. (2019). The lives of teachers in diverse classrooms, OECD
Education Working Papers, No. 198, https://dx.doi.org/10.1787/8c26feeb-en.

Fraser, N. (1997). Justice interruptus: Critical reflections on the ,postsocialist” condition. London:
Routledge.

Freire, J. A. (2021). Conscientization calls: A white dual language educator’s development of sociopolit-
ical consciousness and commitment to social justice. Education and Urban Society, 563(2), 231-248.

Freire, P. (2005). Pedagogy of the oppressed. The Continuum International Publishing Group: New
York, NY, USA.

Freire, P. (2018). Pedagogy of the oppressed. Bloomsbury Publishing: New York, NY, USA.

Garcia, S. B., & Dominguez, L. (1997). Cultural contexts which influence learning and academic perfor-
mance. Child and Adolescent Psychiatric Clinics of North America, 6(3), 621-655.

Garcia, S. B., & Guerra, P. L. (2004). Deconstructing deficit thinking: Working with educators to create
more equitable learning environments. Education and Urban Society, 36(2), 150-168.

Gay, G., & Kirkland, K. (2003). Developing cultural critical consciousness and self-reflection in preser-
vice teacher education. Theory into Practice, 42(3), 181-187.

Glock, S., & Kleen, H. (2019). Attitudes toward students from ethnic minority groups: the roles of pre-
service teachers’ own ethnic backgrounds and teacher efficacy activation. Studies in Educational Eval-
uation, 62, 82-91. DOI:10.1016/].stueduc.2019.04.010

Glock, S., Kovacs, C., & Pit-ten Cate, I. M. (2019). Teachers’ attitudes towards ethnic minority students:
effects of schools’ cultural diversity. British Journal of Educational Psychology, 89(4), 616-634.
DOI:10.1111/bjep.12248

Gorski, P. C. (2009). What we're teaching teachers: An analysis of multicultural teacher education
coursework syllabi. Teaching and Teacher Education, 25(2), 309-318.

Gorski, P. C. (2016). Making better multicultural and social justice teacher educators: A qualitative
analysis of the professional learning and support needs of multicultural teacher education faculty. Mul-
ticultural Education Review, 8(3), 139-159.

Hattie, J. (2012). Visible learning for teachers: Maximizing impact on learning. Routledge/ Taylor &
Francis Group.

Herppich, S., Praetorius, A.-K., Hetmanek, A., Glogger-Frey, |, Ufer, S., Leutner, D., et al (2017). Teach-
ers’ assessment competence: Integrating knowledge-, process-, and product-oriented approaches into
a competence-oriented conceptual model. Teaching and Teacher Education, 76: 181-193. https://doi.
org/10.1016/].tate.2017.12.001



m

(8]

CBECT O PA3NTMYUTOCTU M KPUTHUYKA CBECT HACTABHWKA - SINE QUA NON OCTBAPUBAHSA APYIUITBEHE MPABJE... | 209

Hornstra, L., Denessen, E., Bakker, J., van den Bergh, L., & Voeten, M. (2010). Teacher attitudes toward
dyslexia: effects on teacher expectations and the academic achievement of students with dyslexia.
Journal of Learning Disabilities, 43(6), 515-529. DOI:10.1177/0022219409355479

Jackson, T. O., Kazembe, L. D., & Morgan, L. (2021). Internalized racism and the pursuit of cultural rele-
vancy: Decolonizing practices for critical consciousness with preservice teachers of color. Theory Into
Practice, 60(3), 291-300.

Jugovié, I, Puzi¢, S., & Mornar, M. (2020). Development of the social, emotional and intercultural learn-
ing programme for students. In A. Kozina (Ed.), Social, emotional and intercultural competencies for
inclusive school environments across Europe (pp. 59-82). Hamburg: Verlag Dr. Kovac.

Kang, H., & Zinger, D. (2019). What do core practices offer in preparing novice science teachers for
equitable instruction? Science Teacher Education, 103, 823-853. DOI:10.1002/sce.21507

Katunari¢, V. (1994). Labirint evolucije. Zagreb: Zavod za sociologiju Filozofskog fakulteta.

Kim, G. M., & Cooc, N. (2022). Student immigration, migration, and teacher preparation. Journal of Eth-
nic and Migration Studies, 1-23. DOI:10.1080/1369183X.2022.2057283

Kumar, R., Karabenick, S. A., & Burgoon, J. N. (2015). Teachers' implicit attitudes, explicit beliefs, and
the mediating role of respect and cultural responsibility on mastery and performance-focused instruc-
tional practices. Journal of Educational Psychology, 107, 533-545. DOI:10.1037/a0037471

Leal, P.(2021). The development of the teacher attitudes to discrimination in language education scale:
A measurement tool of critical consciousness for language teachers. Education Sciences, 11(5), 200.
DOI:10.3390/educsci11050200

Mosley-Howard, G. S., Witte, R, & Wang, A. (2011). Development and validation of the Miami University
Diversity Scale (MUDAS). Journal of Diversity in Higher Education, 4(2), 65-78.

Muntoni, F, & Retelsdorf, J. (2018). Gender-specific teacher expectations in reading — the role of
teachers’ gender stereotypes. Contemporary Educational Psychology, 54, 212-220. DOI:10.1016/j.
cedpsych.2018.06.012

Picower, B. (2011). Resisting compliance: learning to teach for social justice in a neoliberal context.
Teachers College Record, 113(5), 1105-1134.

Pit-ten Cate, I. M., & Glock. S. (2019). Teachers’ implicit attitudes toward students from different social
groups: a meta-analysis. Frontiers in Psychology, 10, 1-18. DOI:10.3389/fpsyg.2019.02832.

Ready, D. D., & Chu, E. M. (2015). Sociodemographic inequality in early literacy development: The role
of teacher perceptual accuracy. Early Education & Development, 26(7), 970-987. DOI:10.1080/104
09289.2015.1004516

Robinson, N. R. (2017). Developing a critical consciousness for diversity and equity among preservice
music teachers. Journal of Music Teacher Education, 26(3), 11-26.D0I:10.1177/1057083716643349

Rodriguez, L. F. (2005). Yo, mister! An alternative urban high school offers lessons on respect. Educa-
tional Leadership, 62(7), 78-80.

Rodriguez, L. F. (2008). Integrate or adapt? Reflections on teaching preservice educators for critical
consciousness. The New Educator, 4(4), 291-308. DOI:10.1080/15476880802014173

Rubie-Davies, C. M. (2015). Becoming a high expectation teacher: Raising the bar. New York, NY:
Routledge.

Sacramento, J. (2019). Critical collective consciousness: Ethnic studies teachers and professional de-
velopment. Equity & Excellence in Education, 52(2-3), 167-184. DOI:10.1080/10665684.2019.164
7806



210 | MBAHA MUKW JYTOBKMH, JENTEHA MATUR BOJUT, CALA MY3WH, MBA OLAK, CAHbA BPAJKOBUT U CAP.

(8]

m

m

B

m

Santiago, P, & Cerna, L. (2020). Strength through diversity: Education for inclusive societies. Design
and implementation plan. EDU/EDPC(2019)11/REV2. Directorate for Education and Skills. Education
Policy Committee.

Shavit, Y., & Blossfeld H.-P. (Eds.) (1993). Persistent inequality: Changing educational attainment in
thirteen countries. Boulder: Westview Press.

Sleeter, C. E. (2018). Multicultural education past, present, and future: Struggles for dialog and
power-sharing. International Journal of Multicultural Education, 20(1), 5-20. DOI:10.18251/ijme.
v20i1.1663

Stewart, M. A, Flint, P, & Nufiez, M. (2021). Teachers and diverse students: A knowledge-to-action
reader response model to promote critical consciousness. Multicultural Perspectives, 23(2), 63-72.
DOI:10.1080/15210960.2021.1914050

Timmermans, A. C., Rubie-Davies, C. M., & Rjosk, C. (2018). Pygmalion’s 50th anniversary: The state
of the art in teacher expectation research. Educational Research and Evaluation, 24(3-5), 91-98.
DOI:10.1080/ 13803611.2018.15648785

Turetsky, K. M., Sinclair, S, Starck, J. G., & Shelton, J. N. (2021). Beyond students: How teacher psychol-
ogy shapes educational inequality. Trends in Cognitive Sciences, 25(8), 697-709.

van den Bergh, L., Denessen, E., Hornstra, L., Voeten, M. & Holland, R. W. (2010). The implicit prejudiced
attitudes of teachers: relations to teacher expectations and the ethnic achievement gap. American
Educational Research Journal, 47, 497-527. DOI:10.3102/0002831209353594

Watts, J. R, & Abdul-Adil, J. K. (1998). Promoting critical consciousness in young, African-Amer-
ican Men. Journal of Prevention & Intervention in the Community, 16(1-2), 63-86. DOI:10.1300/
JO05v16n01_04

Williams, B. (2016). Radical honesty: Truth-telling as pedagogy for working through shame in academic
spaces. In F. Tuitt, C. Haynes, & S. Stewart (Eds.), Race, equity, and the learning environment: The
global relevance of critical and inclusive pedagogies in higher education (pp. 71-82). Sterling, VA:
Stylus.

Yosso, T. J. (2005). Whose culture has capital? A critical race theory discussion of community cultural
wealth. Race, Ethnicity, and Education, 8(1), 69-91.

Mpumibero 07.11.2022; npuxsaheHo 3a wramny 13.02.2023.



[ 7aia NN OOR

Journal of the Institute for Educational Research ISSN 0579-6431
Volume 55 « Number 1 « June 2023 « 189-210 ISSN 1820-9270 (Online)
UDC 371.135:159.955.072 https://doi.org/10.2298/Z1P12301189P

Original research paper

TEACHERS’ DIVERSITY AWARENESS AND CRITICAL
CONSCIOUSNESS - SINE QUA NON OF SOCIAL JUSTICE
IN SCHOOLS*

Ivana Piki¢ Jugovi¢**, Jelena Mati¢ Boji¢, Sasa Puzi¢ and Iva Odak
Institute for Social Research in Zagreb, Zagreb, Croatia

Sanja Brajkovi¢
Network of Education Policy Centers (NEPC), Zagreb, Croatia

Helene Dahlstrom
Mid Sweden University - Sundswall, Sweden

Gordana Gali¢
Ministry of Science and Education, Zagreb, Croatia

Margarida Gaspar de Matos
University of Lisbon — Lisbon, Portugal

Katinka Gotzsche

Aarhus University - Aarhus, Denmark

Ana Kozina and Ana Mlekuz
Educational Research Institute, Ljubljana, Slovenia

Note. This work was supported by the Erasmus+ KA3 programme, under the Grant Agreement
number: 626137-EPP-1-2020-2-SI-EPPKA3-PI-POLICY, and is an outcome of the project HAND
IN HAND: Empowering teachers across Europe to deal with social, emotional and diversity
related career challenges (HAND:ET).

E-mail: jugovic@idi.hr



190 | IVANA PIKIC JUGOVIC, JELENA MATIC BOJIC, SASA PUZIC, IVA ODAK, SANJA BRAJKOVIC ET AL.

Lisa Paleczek
University of Graz - Graz, Austria

Mojca Rozman
Leibniz Institute for Research and Information in Education, Frankfurt am Main, Germany

ABSTRACT

The present paper focuses on teacher’s role in social justice and explores how teachers perceive
and react upon diversity and inequality in their classrooms. Through a literature review,
we aimed to answer three research questions: 1) what are diversity awareness and critical
consciousness in education; 2) why are diversity awareness and critical consciousness important;
and 3) how can diversity awareness and critical consciousness be supported in teachers. The
literature review has revealed that most papers on teachers’ diversity awareness and critical
consciousness have been published within the last few years and that the importance of the
two concepts has been recognized for a wide range of educators. There seems to be a growing
interest in this topic due to the increase of the diversity in classrooms and the recognition of
the teachers’ role in addressing diversity and inequality. However, large-scale studies would be
a needed contribution to the field, as most of the existing studies are small-scale. Based on this
review, we argue that both diversity awareness and critical consciousness need to be supported
through preservice and in-service teacher professional development programs, if we are to
make education systems more inclusive for all.
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M INTRODUCTION

We are witnessing growing cultural and social diversity throughout the world as
a result of global migrations and rising social inequalities. This is also reflected in
the education system through diversity of students regarding socio-economic
background, race, religion, gender, sexual orientation, and migration background.
Frequently, members of minority groups have lower academic achievement, unequal
access to educational opportunities and receive less support in the education system
compared to students from majority groups (Eurofound, 2016; Flisi, Meroni, &
Vera-Toscano, 2016). Teachers’” role in shaping students’ educational outcomes
has been recognised as important in addressing the problem of social injustice in
education. Namely, teachers’ beliefs, behaviours and competencies can greatly
influence students’ schooling experiences and outcomes (Turetsky et al., 2021).
Along these lines, recent policy initiatives aiming to build social justice and inclusion
in education have begun to focus on supporting teacher competencies (Cerna et
al., 2021). In order to provide adequate support, it is important to apprehend the
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nature of teachers” awareness of diversity, inequality and social justice, and to grasp
their feelings of competence and preparedness for working in diverse classrooms.
Therefore, we focus on two teachers’ competencies important for achieving social
justice in education - diversity awareness and critical consciousness.

The aim of this paper was to map the field of teachers’ diversity awareness and
critical consciousness, both from a theoretical and empirical perspective. Following
on Bell’s (2016) notion that diversity and inequality (related to social justice) are
inseparably connected, we focused on the literature that explored how teachers
perceive and react upon diversity and inequality in their classrooms, rather than how
teachers teach diversity matter. The role of teachers in their students’ achievement,
especially of minority students, is well researched from the perspective of social
psychology, e.g. through the work on negative effects of teacher stereotypes and
prejudices (e.g., Chin et al., 2020). In this paper, we take teachers’ competencies as
the focal point and we explore what teachers can do to support diversity and enhance
social justice in schools. In our opinion, competencies needed to support social justice
in education can be learned or further developed. We see this approach as socially
relevant, timely and congruent with recent educational policies. This premise opens
up the possibility of a positive change in the education system by providing quality
training for the teachers.

We begin our paper by providing a wider theoretical overview of diversity,
inequality and social justice in education, bringing together different but
complementary theoretical concepts and points of view, thereby answering our
first research question of what are diversity awareness and critical consciousness in
education. At the end of the section, we propose the scheme of the relations between
the main concepts: social justice, diversity awareness and critical consciousness. We
then proceed with the literature review on the role of teachers’ attitudes, practices and
competencies in shaping students’ experiences and achievement, thereby answering
the second research question of why are teachers’ diversity awareness and critical
consciousness important. Finally, we provide insight into methods of developing
and strengthening teachers’ competencies of diversity awareness and critical
consciousness, thereby answering the third question of how these competencies can
be supported in teachers.

The literature search for international peer-reviewed scientific papers that cover
the topic of teachers’ diversity awareness and critical consciousness was conducted
in November and December 2021 in different bibliographical databases, library
catalogues and websites, including Web of Science, Scopus, Proquest, Summon,
Google Scholar, Sage, and Taylor & Francis. The following keywords were used
in search in various combinations: teachers, educators, diversity, inequality, social
justice, critical consciousness, self-awareness, and self-knowledge. We decided to
exclude papers dealing with e.g. only self-awareness of teachers (in general), or papers
about teachers teaching topics of social justice, diversity or inequality. Sixteen papers
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were selected as suitable for the topic of this paper, and were further supplemented
with additional papers and book chapters that we found important for the review.

A THEORETICAL FRAMEWORK FOR UNDERSTANDING
TEACHERS' DIVERSITY AWARENESS AND CRITICAL
CONSCIOUSNESS

In order to gain a more profound perspective on the theoretical background of
teachers’ competencies important for supporting social justice in schools, an
overview of the relevant theoretical concepts and their relations is presented.

Social Justice: a Framework for Education

Social justice refers to the principle of building a society in which all social groups
deserve equal respect and recognition, and in which no group is advantaged at the
expense of others (Bell, 2016). Such a vision of social justice includes a structural
dimension (i.e., the fair and equitable distribution of resources in society), as well as
a cultural or diversity dimension (i.e., the recognition of the historical experiences
and cultural practices of culturally stigmatized and oppressed groups) (Fraser,
1997). Having in mind the interconnectedness of these two dimensions, it can be
said that without acknowledging diversity, one cannot effectively address issues of
inequality, while without addressing issues of inequality, one cannot acknowledge
diversity (Bell, 2016; Fraser, 1997). Building on these broader normative premises,
the recognition of social justice in education should ,,enable individuals to develop
critical analytical tools necessary to understand the structural features of oppression
and their own socialization within oppressive systems” (Bell, 2016, p. 4).

Since gender and sexuality, class and race/ethnicity represent the main axes
of injustice in modern societies (Fraser, 1997), they hold a central position in
developing a social justice perspective in education. Other social categories, such as
religion, language, disability and age can also be in focus when theorising or studying
social justice and diversity (Adams & Zuniga, 2016). Although the inequality and
diversity dimension of social justice are intertwined, they are, however, different.
The inequality dimension involves eliminating injustice and requires confronting
the ideological frameworks and institutional practices that structure social relations
unequally, whereas the diversity dimension highlights the importance of full
inclusion and participation of all individuals and groups in society (Bell, 2016). In
order to accomplish that, the inequality perspective aims at gaining understanding
and acknowledgement of one’s role in a system of oppression, as well as willingness
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to drive the change towards equality, while the diversity perspective focuses on
developing genuine knowledge and respect for marginalized and stigmatized social
groups, including their values, histories and ways of producing meaning.

It can be assumed that awareness and understanding of oppression and
diversity may lead to commitment in teachers and students to develop the skills
needed to create lasting change. Such a position can be seen as part of a rational
pedagogy that recognizes socio-cultural differences instead of ignoring or justifying
them (Bourdieu & Passeron, 1979). In doing so, teachers should take into account
the fact that different types of pedagogic relation may lead to different educational
outcomes dependent on students’ social origin. This being said, the critical analysis
of different teaching practices includes the diversity and inequality perspectives.
Furthermore, it involves an ongoing process of self-reflection that may open up
the possibility for transcending self/other binaries related to teachers’ and students’
identity categories (Blell & Doft, 2014). This process of self-reflection may involve
challenging power asymmetries and deconstructing stereotypical identity categories,
as well as opposing stigmatizing processes of “othering” (we vs. you). The anticipated
result of such an ongoing process is a transformation of singular notions of identity
into multiple ones, an affirmation of stigmatized socio-cultural identities, as well as
less discrimination in society (Jugovi¢, Puzi¢, & Mornar, 2020; Katunarié, 1994).

Defining Diversity Awareness

Diversity awareness is defined as “a person’s acknowledgement of culture and social
context variables like class, race, ethnicity, gender, sexual orientation, physical ability,
and religion” (Mosley-Howard, Witte, & Wang, 2011, p. 66). Important factors in
developing diversity awareness include the adoption of a social justice mindset,
general knowledge and learning, intercultural connection and interaction, as well as
value and appreciation of others. Viewed through this lens, diversity awareness is a
multidimensional competence that encompasses cognition, affect and behaviour. It
assumes a combination of knowledge, skills and attitudes needed for the preparation
of teachers and young people to live in socio-culturally diverse societies.

As previously mentioned, it is crucial that the development of diversity
awareness includes a critical dimension through which teachers acknowledge the
significance of culture in relation to differences in power, social status and collective
experience (Auernheimer, 2003; Jugovi¢, Puzi¢, & Mornar, 2020). This critical view
allows teachers to become aware of the connections between established social and
mental structures and their current behaviour, as well as for exploring how different
aspects of one’s identity intersect with one another and create specific forms of
oppression that are connected and mutually constituted (Adams & Zuniga, 2016).
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Defining Critical Consciousness

The acknowledgement of diversity through critical reflection is central to the social
justice framework and especially to critical pedagogy as a concept that encourages
teachers and students to question common assumptions and taken-for-granted
ideologies (Leal, 2021). In order to guide their students in this, teachers need to
develop critical consciousness. Freire (2005) views critical consciousness as an
ability ,,to perceive social, political, and economic contradictions and to take action
against the oppressive elements of reality” (Freire, 2005, p. 35). As Watts and Abdul-
Adil (1998) put it, critical consciousness is a fundamental and necessary skill to
understand oppression and privilege, and is composed of two main components:
awareness/reflection and action.

Teachers’ critical consciousness is reflected in their social justice orientation
in teaching, as well as in their ability to address, within the school curriculum, the
importance of social, cultural, economic and political processes for their own and
their students’ lives. In order to create schools that are more just and democratic,
teachers themselves need to develop awareness of inequality and oppression at
micro- and macro-levels in society, as well as acknowledge the privilege that some
students hold compared to others (Alfaro & Bartolomé, 2017). Many of them were
never given the opportunity and incentive to deconstruct their ideologies and were
not exposed to a critique of the hegemonic practices in teaching and learning (EKk,
Séanchez, & Cerecer, 2013). Furthermore, teachers need to understand how the social
inequalities become embodied in the school settings, especially when they are hardly
evident. Along with the awareness and understanding of the principles of equality
and social justice, teachers need to be devoted to modelling commitment to anti-
discriminatory practices toward diverse students (Achilleos, Douglas, & Washbrook,
2021).

Further, it has been noted that it is important to move away from
conceptualizations of diversity awareness as approach that ignores power (Chan &
Coney, 2020), towards understanding of diversity awareness and multiculturalism
as more critical approaches that question dominant norms and address systemic
oppression. As relations between socio-cultural groups often build on power
differences, teachers must become aware that focusing exclusively on cultural
awareness may essentialise minority groups and “make them even more vulnerable
to prejudice and discrimination” (Jugovi¢, Puzi¢, & Mornar, 2020, p. 69).
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We propose that the principles of social justice, including its diversity and
equality dimensions, need to be implemented into teacher professional development
in order to foster social justice in schools. More precisely, we view teachers’ diversity
awareness and critical consciousness as competencies that can be developed and that
can haveatransformative potential for social justice in education and, consequently, in
wider society. This transformative potential should become evident in both teachers’
and students’ genuine knowledge and respect for all, especially for marginalized
and stigmatized groups, in their understanding of practices, both individual and
institutional, that structure social relations unequally, as well as in their proactive
action-taking directed against the oppressive practices. Our understanding of the
relations between the concepts of social justice and teachers’ diversity awareness
and critical consciousness is depicted in Figure 1. Of course, this is just one of the
possible pathways toward social justice and we by no means argue that the only way
to obtain social justice in schools, let alone in society, is through the development of
teachers’ diversity awareness and critical consciousness. Although very important,
this path should always be accompanied by all available means to achieve the ideal
of social justice.

Figure 1: Scheme of relations between the concepts of social justice
and teachers’ competencies (diversity awareness and critical consciousness).

SOCIAL JUSTICE IN SCHOOLS:

The principle of . B D 7 hers + genuine knowledge and respect

e principle of social justice: evelopment of teachers”. for all, especially for marginalized SOCIAL JUSTICE
groups

« diversity dimension + diversity awareness IN SOCIETY

_ « understanding of individual and

« equality dimension * critical consciousness institutional practices that structure

social relations unequally; taking
action against the oppressive
practices
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EVIDENCE ON THE IMPORTANCE OF TEACHERS' DIVERSITY
AWARENESS AND CRITICAL CONSCIOUSNESS FOR SOCIAL
JUSTICE IN SCHOOLS

Teachers’ attitudes and practices represent the greatest influence on students’
achievement “over which we can have some control” (Hattie, 2012, p. 25). Teachers’
perception of students’ needs and educational potentials is formed through an
interplay of a myriad of factors, such as teachers’ traits, attitudes, social status,
prior learning experiences, educational choices, general life experiences, beliefs
about ability, beliefs about group differences, etc. (Turetsky et al., 2021). Teachers
strongly influence their students” academic achievement and choices, as well as the
overall classroom climate by teaching, interacting, grading, and advising students
about educational paths (Pit-ten Cate & Glock, 2019; see Turetsky et al., 2021) for
a complex theoretical model outlining the mechanism between teachers’ beliefs and
students’ achievement.

As summarized by Denessen, Hornstra, van den Bergh, and Bijlstra (2022),
teachers often adapt their teaching to the presumed needs of their students, e.g.
they give different feedback on the assignments, vary the time needed to complete
the tasks, or adjust the difficulty of the questions depending on their presumption
of their student’s needs and capacities. However, research has shown that teachers
sometimes misjudge students’ needs, biasedly form expectations of students, and rely
on stereotypic beliefs when teaching them (Chou, 2007; Ready & Chu, 2015; Rubie-
Davies, 2015). This can do harm to students, and negatively influence their academic
outcomes and well-being (Herppich et al., 2017). Studies that have explored teachers’
expectations revealed that students have better opportunities to learn and achieve
more in school when their teachers have higher expectations of them (Rubie-Davies,
2015; Timmermans, Rubie-Davies, & Rjosk, 2018). This phenomenon is known as
self-fulfilling prophecy or expectancy theory. It occurs when teachers’ expectations
of students’ characteristics or behaviours shape students” academic outcomes to a
greater extent than students’ own characteristics or behaviours (Darling-Hammond,
2006). The mechanism of self-fulfilling prophecy is often at place in classrooms with
great diversity, leading to an unequal treatment of the diverse student body. For
example, numerous studies pointed out that students from groups that are perceived
more negatively, e.g. students from families with low socio-economic status,
students from cultural or ethnic minorities, and in some cases boys, were affected
by low expectations and underestimations by their teachers (Muntoni & Retelsdorf,
2018; Ready & Chu, 2015). At the same time, more positively perceived groups, e.g.
high socio-economic status students, students from cultural or ethnic majorities,
and in some cases girls, were more likely to experience higher expectations or
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overestimations of their competencies and knowledge by their teachers (Muntoni &
Retelsdorf, 2018; Ready & Chu, 2015).

Teachers often reside with stereotyping and prejudice, even toward their own
in-group (e.g., Alfaro & Bartolomé, 2017; Jackson, Kazembe, & Morgan, 2021). This
can be evident in a patriarchal stance of female teachers, pro-majority attitude of a
teacher from a minority group, different meritocratic and tokenism argumentations,
etc. Alfaro and Bartolomé (2017, pp. 12-13) provided an example of Latino and
bilingual teachers” and their deficit approach to the nonstandard language use by
Mexicanos/Chicanos in the United States. These teachers saw the social order as
fair and just and considered that their role is to assimilate their students into the
school culture. They did not see it as necessary to “work against the grain”, as they
believed their students just needed to fit in and leave their “deficient” cultural and
language practices behind. In order to avoid biased presumptions against students,
teachers need to build their competencies and assure better understanding of their
students’ background. Biased beliefs that teachers may hold about students from
a disadvantaged group can stem from different perspectives. As Bagget (2020)
notes, these perspectives may include: a) a colorblind/colorevasive perspective that
ignores institutionalized racism in education and its intersections with other identity
statuses; b) deficit views about students perceived as ‘Other’ than white, middle-
class, Christian, heterosexual, able-bodied etc.; ¢) education as a meritocratic system,
assuming everyone can achieve their goals if they invest enough effort; and d) “naive
egalitarianism”, advocating an one-size-fits-all approach (Baggett, 2020).

Teachers’ biases and discriminatory practices can take various forms and are
often subtle, non-deliberate, and beyond teachers” awareness. The studies exploring
teachers’” implicit attitudes confirmed that these attitudes were related to differences
in achievement between different groups of students (Hornstra et.al., 2010; van den
Bergh et al., 2010). Likewise, teachers’ with more negative implicit attitudes toward
ethnic minority students were less likely to advocate respect among ethnically
diverse students and to tackle interethnic conflicts (Kumar, Karabenick, & Burgoon,
2015). Yet, teachers cannot be exempted from the responsibility for resorting to
biased beliefs. These findings shed light onto the importance of developing teachers’
diversity awareness and critical consciousness as a process through which teachers
raise their awareness on their personal as well as on students’ stance on different
diversity issues. Without understanding the ways in which teaching practices can
privilege or marginalize students along the identity domains, teachers risk enacting
harmful practices when working with students from disadvantaged groups (Baggett,
2020).
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Thus, it is important for teachers, but also for school leaders, policy makers,
researchers and other educational specialists, to disentangle teachers’ beliefs and
attitudes regarding diversity, and to critically reflect on them. Many teachers feel
unprepared or unmotivated to deal with issues of identity, power and oppression
and thus decide to stay ‘neutral’. They can rationalise their unwillingness to tackle
these topics by offering excuses related to students (e.g., ‘Students are too young to
understand...’); leadership (e.g., ‘My principal would not support it...”); policy (e.g.,
‘Documents do not foresee it..."); parents (e.g., ‘Parents might complain...’), etc.
(Baggett, 2020). Hence, it is not surprising that there is not much empirical data on
teachers’” views on the existing social order in terms of diversity, on whether or not
their views affect how they treat and teach diverse students and on how these insights
can be used to improve the educational processes and outcomes of a diverse student
body (Alfaro & Bartolomé, 2017).

The existing empirical findings speak in favour of the two competencies
that are in the focus of this review — teachers’ critical consciousness and diversity
awareness. Namely, teachers from ethnic minorities or working in ethnically
diverse educational contexts showed less biased attitudes toward ethnic minority
students than teachers from the majority group or those employed in ethnically
homogeneous schools (Glock, Kovacs, & Pit-ten Cate, 2019; Glock & Kleen,
2019). Likewise, language teachers with higher critical consciousness relied more
on learner-centred practices and employed critical cultural analysis in their
classrooms. In contrast, teachers with lower critical consciousness, i.e. the ones that
have not been reflective about the ethno-racial, cultural, and linguistic identities
of their students and that see these as irrelevant for teaching and learning, more
often reported traditional didactic teaching practices (Baggett, 2020). Along these
lines, a recent large-scale examination of TALIS 2018 data, showed that lower
secondary teachers teaching in classrooms with a greater percentage of students
of immigrant origin felt more prepared for teaching culturally and linguistically
diverse classrooms compared to their counterparts working in less diverse school
settings (Kim & Cooc, 2022).

Nurturing diversity and encouraging social justice in classrooms enables
disadvantaged students to maintain and develop several aspects of the “cultural
wealth” they bring to schools (Yosso, 2005). Primarily, it enables them to keep their
aspirational capital, i.e. the ability to maintain or develop hopes and dreams for
the future, despite real or perceived barriers. It helps them nurture their linguistic
capital, i.e. intellectual and social skills attained by communicating in more than
one language and/or style. Then, it encourages students to rely on their familial and
social capital, using cultural knowledge, community history, memory and cultural
intuition, as well as instrumental and emotional support provided by the family
members, networks of people and community. It also increases their navigational
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capital, i.e. skills of manoeuvring through social institutions, as well as their resistant
capital evident in knowledge and skills cultivated through actions that challenge
inequality (Yosso, 2005). Some forms of cultural wealth are more relevant for some
groups of disadvantaged students, e.g. linguistic and familial capital for racial and
cultural minority students, while others, such as aspirational, social, navigational
and resistant capital are beneficial for a broader array of disadvantaged groups.
Nonetheless, all aspects of the cultural wealth are valuable of preserving through
positive educational experience of all students.

When biased expectations and beliefs about various groups of students affect
teachers” approach to students, achievement gaps and other forms of educational
inequalities may arise and persist. Furthermore, the cultural wealth of students from
disadvantaged groups may perish, thereby contributing to the perpetuation of social
injustice through education (Denessen et al., 2022). Hence, in order to ensure social
justice for all students, it is important to promote teachers’” diversity awareness and
critical consciousness (including its critical reflection dimension), as well as their
understanding and modelling of social justice in school settings. In Alfaro and
Bartolomé’s words (2017, p. 13), teachers “must learn to identify hurtful dominant
culture ideologies and their manifestation in the classroom so they can be prepared
to intervene and create optimal learning condition for all their students.” At the
same time, recent international evidence from TALIS 2018 participating countries
shed light onto rather low levels of teachers’ self-reported preparedness for teaching
culturally and linguistically diverse classrooms (Kim & Cooc, 2022). Hence, both
pre- and in-service teachers need to be granted additional opportunities and support
in understanding diversity and social justice issues and their consequences for their
students’ well-being, aspirations and success. In the following section, we outline
some methods aimed at developing and strengthening of these competencies.
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DEVELOPING AND STRENGTHENING TEACHERS' DIVERSITY
AWARENESS AND CRITICAL
CONSCIOUSNESS

As Robinson (2017) stated, the ever-growing socio-cultural diversity in schools
today requires that teacher preparation programs incorporate diversity training as
a critical component of teacher education. That could lead to better professional
outcomes of teachers, more harmonious relationships at school and, on a larger
scale, it might contribute to social justice. That notion has had implications for all
educational levels, subjects and areas, from science education to arts. As literature
shows, teacher education programs usually combine diversity trainings with the
development of teacher’s critical consciousness and self-reflection, given that
teachers understand their own as well as their students’ cultures and its effects on
education process in order to make teaching appropriate for diverse students (Gay
& Kirkland, 2003).

Rodriguez (2008) emphasizes that most teacher education programs place
attention on equipping teachers with skills and methodologies they can apply in
the classroom. He notices that, in contrast, there is limited attention placed on why
particular skills are necessary, who the students will be, and very little examination
of the ways in which teacher-student relationships facilitate learning, as literature
shows that student-teacher relationships impact learning (Rodriguez, 2005). As
Chou (2007) suggests, broadening the conceptual, methodological and content
foundations of teacher training for development of diversity awareness and critical
consciousness should include five elements, or five opportunities for teachers:

1) become reflective — develop an awareness of their own cultural perspectives
in order to understand the cultural assumptions underlying their own
expectations, beliefs, and behaviours;

2) appreciate the value of diversity — understand relations between diversity,
power, and inequality in education and consequences for students’ lives;

3) examine the nature of teaching — be able to evaluate their own teaching
practices and understand what viewpoints influence their teaching style;

4) learn the significance of students’ culture and language — enhance
understanding of various cultures among students, become sensitive to
students’ needs and learning styles and incorporate diverse cultures into
the curriculum; and

5) deepen and broaden understanding of the teaching, and the lives of
students — develop a better understanding of teacher-student relationships
(Robinson, 2017).
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In order to support teacher competencies for dealing with diversity and enhancing
social justice, Kang and Zinger (2019) have suggested the following pedagogical
activities: discussing articles that provide critical perspectives on the subject,
participating in service-learning projects, conducting critical ethnographies,
participating in critical book clubs, and exploring historically disadvantaged
students’ ideas in practice. Gay and Kirkland (2003) have also recommended various
techniques to develop competencies of diversity awareness and critical consciousness
in preservice teachers. One of them is to provide learning opportunities for them to
engage in critical conversations with each other about racial and culturally diverse
dilemmas in education. The other is to provide example by modelling the process,
e.g. when university professors/instructors demonstrate principles of social justice in
their instructional practices, instead of just talking about them. Another technique
that Gay and Kirkland (2003) have recommended is to stop the discussion during
lessons and to shift the attention towards the process that is occurring, in order
to increase awareness of personal feelings, thoughts and biases and share insights
provoked by the discussion.

Raising awareness of teachers about diversity is necessary, but it should also
include sensibilization for the topic of social justice, in order to educate teachers
about broader structural inequalities that still exist or have existed in the past.
Freire (2021) uses the term “conscientization calls” for “lessons individuals learn
related to injustice and inequity affecting minoritized populations” (Freire, 2021,
p- 233). This includes becoming aware of one’s own privileges and being able to
empathize with the ones who are in a disadvantaged position. Chan and Coney
(2020) advocate using the critical approaches regarding race to develop teachers’
critical consciousness, examining the concepts of diversity, equity and inclusion
(Chan & Coney, 2020, p. 2).

Picower (2011) emphasises the importance of curriculum design for the
development of teachers’ competencies. She states that the following six elements
provide a framework for an effective social justice curriculum: self-love and respect,
respect for others, issues of social justice, social movements and social change,
awareness raising and social action. These topics could be integrated in teacher
education curriculum as courses or professional development programs, and covered
both theoretically and practically (e.g. through exercises of active/empathic listening,
role-playing or perspective-taking exercises, community engagement, practising
self-expression and communication with others, etc.).
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Sleeter (2018) additionally describes projects in which competencies of teacher
candidates for enhancing social justice in education were supported by engaging
them with members of the marginalized communities in which schools were located,
in order for them to develop empathy and to understand the political context that
creates conditions for schools. One important concept in order for any intervention
to be successful is radical honesty (Williams, 2016), as it implies honesty about our
identities, practices and dispositions. The concept of radical honesty, as a method,
could underpin the realization of all of the desired aims - development of diversity
awareness, critical consciousness, critical reflection, critical pedagogy or achieving
equality and social justice, on all levels.

As for the obstacles for successful development of diversity awareness among
teachers, the authors mention teachers’ vague concepts of self-reflection process
or inability to self-reflect; not explicitly claiming their stance on diversity in the
classroom; feeling shame or guilt over the past (non-personal) oppressions or injustice
or even negating that there are problems with inequality/race/marginalization in
society (Gay & Kirkland, 2003).

As research shows, many of the implemented programs for teachers aiming
at developing diversity awareness and critical consciousness had positive and long-
lasting impacts on teachers. Garcia and Guerra (2004) wrote about their teacher
staff-development project in which a sociocultural framework was used in order to
challenge teachers’ deficit views about students from culturally/linguistically diverse
communities and to redefine the presumed interrelationships between culture,
teaching, and learning. Culture is viewed as the context in which teaching and
learning occur for all students, not just children from disadvantaged sociocultural,
racial, ethnic, or linguistic groups (Garcia & Dominguez, 1997). Their results have
shown that teacher training experience resulted in cognitive dissonance for some
teachers because their own personal beliefs were very different from the assumptions
reflected in culturally responsive pedagogy they were exposed to. It was shown that
teachers who were eager to resolve these conflicting beliefs, became more aware
of culture in educational settings, were able to re-evaluate and often reject their
previously held biased views, and were more likely to acknowledge their role as
teachers in student learning and achievement. In addition, these changes resulted
in modification and improvement of teachers’ instructional practices to be more
culturally responsive (Garcia & Guerra, 2004).

In a reflective analysis of his experiences in teaching preservice teachers for
critical consciousness as a university teacher at a university in the Unites States,
Rodriguez (2008) has noted many changes in beliefs of his students due to being
exposed to critical consciousness topics. Rodriguez (2008) has recollected that the
views of one preservice teacher about the treatment of minority students in education
has changed dramatically from the beginning to the end of the critical consciousness
course: from believing that minority students are not treated any differently from the



TEACHERS' DIVERSITY AWARENESS AND CRITICAL CONSCIOUSNESS - SINE QUA NON OF SOCIAL JUSTICE IN SCHOOLS | 203

majority students, to gaining awareness of biased and unfair treatment of minority
students and their culture in the education system. Other preservice teachers’
reflections have also confirmed that they have critically analysed their biased
ideologies and gained more awareness of the wider context of social inequality and
its influence on parent involvement in schooling as a result of participation in critical
consciousness course.

Jocyl Sacramento’s (2019) study on preservice teachers and their professional
development has also shown that when they became critical of who they are, what and
how they are teaching, as well as who their students are, they also became more aware
of their educational role and impact they have on their students. Similarly, Bukko
and Liu (2021) found that preservice teachers who participated in a training that has
supported their critical consciousness were more eager to implement practices that
foster equity in education. Also, Christopher and Taylor (2011) and Stewart, Flint
and Nuiez (2021) found that workshops and teacher training for the development of
critical consciousness enhanced teachers’ understanding of social justice education,
that they gained more knowledge on the subject and some of the participants were
also more ready to take action to support social justice in education.

In sum, there is an evidence that diversity awareness and critical consciousness
can be developed through training. The aforementioned examples point out that
strengthened competencies and awareness regarding diversity, inequality and social
justice result in more equitable teaching practices.

M DISCUSSION AND CONCLUSION

With this paper, we aimed at mapping the field of diversity awareness and critical
consciousness understood as teacher competencies, both from a theoretical and
empirical perspective. We see these competencies as a necessity for building social
justice in education, given that teachers play a significant role in supporting or
hindering educational opportunities and achievement of students, especially from
disadvantaged groups. In an attempt to offer some clarity in the field, we have offered
a conceptual scheme of our understanding of the relations between social justice
and teachers’ diversity awareness and critical consciousness. We have adopted a
competence perspective that treats diversity awareness and critical consciousness as
skills that can be learned. This approach accentuates the transformative potential
of teachers and their beliefs, behaviours and competencies for social justice in
education.
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Our review of literature on diversity awareness and critical consciousness
has revealed that most of the papers were published within the last few years (e.g.
Achilleos, Douglas, & Washbrook, 2021; Baggett, 2020; Bukko & Liu, 2021). This can
be regarded as an indicator of the enlarged need for addressing teachers’ response
to growing diversity in classrooms. It also reflects the relevance and timeliness of
the review we performed. Majority of papers were written by the authors from
the United States which has a specific social context (e.g. racial problems, identity
politics, culture wars, etc.). We must therefore be careful in making conclusions
about development of diversity awareness and critical consciousness among teachers
in other countries, cultures and social contexts that are different from the United
States. It is also important to notice that the majority of research in this field is
focused on smaller scale studies (Stewart, Flint, & Nuez, 2021), including action
research (Christopher & Taylor, 2011) or studies based on qualitative methods
(Achilleos, Douglas, & Washbrook, 2021; Sacramento, 2019). Only few studies
are large-scale studies (e.g., Kim & Cooc, 2022). Even though small-scale studies
provide important insights into educators’ experiences and awareness of diversity
and social justice, for a more comprehensive understanding of the topic, more large-
scale studies are needed. In addition, many researchers investigated this topic with
a sample of preservice teachers and teacher candidates (e.g., Adams & Rodriguez,
2019; Alfaro & Bartolomé, 2017; Robinson, 2017). We believe that this indicates the
recognition of the higher education institutions’ responsibility for the preparation of
future teachers for the demands of their profession. Finally, diversity awareness and
critical consciousness were recognized as important for a wide range of educators,
including language teachers (Alfaro & Bartolomé, 2017; Baggett, 2020), preservice
music teachers (Robinson, 2017), novice science teachers (Kang & Zinger, 2019),
informal educators in a youth and community work programme (Achilleos, Douglas,
& Washbrook, 2021), or university teachers (Rodriguez, 2008).

There is some empirical evidence that teachers™ critical consciousness and
diversity awareness lead to better teaching practices (e.g. Baggett, 2020). However,
more research on how to best support teachers’ critical consciousness and diversity
awareness, as well as how these competencies affect educational experiences
of diverse students, is needed. Also, as we focused on conceptual rather than on
practical issues, more research on the methods and practices for developing critical
consciousness and diversity awareness is welcomed.

The readers should be aware of the two limitations of this review. Firstly, it
cannot be said to represent a systematic review of the field. Nonetheless, its aim is
to provide more conceptual clarity and we believe it can serve as a starting point
for the future studies on teachers’ diversity awareness and critical consciousness
as competencies that contribute to social justice in schools. Secondly, as literature
search resulted mainly with the papers from the United States, there should be a
certain caution in generalising the conclusions about the nature of teachers’ diversity
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awareness and critical consciousness and their role in fostering social justice to a
considerably different educational and societal contexts.

Policy recommendations stemming from our literature review include
incorporating diversity awareness and critical consciousness in preservice and in-
service teacher training. This is in line with the recommendations from the recent
international policy documents. For example, the OECD policy framework on
promotinginclusive education for diversesocieties states thatthe keyrolein supporting
diversity, equity and inclusion in education lies within capacity development (Cerna
et al., 2021; Santiago & Cerna, 2020). In order to ensure inclusion of diverse students
and support their achievement and well-being in education, both initial teacher
education as well as continuous professional development of in-service teachers
has to equip teachers with relevant knowledge, skills and values. These include
understanding of diversity issues, self-reflections about identities, perspectives and
practices, teacher empathy, implementing fair assessment of students (Forghani-
Arani, Cerna, & Bannon, 2019). It is also important to keep in mind that in-service
and preservice teacher education should include raising teacher’s awareness and
understanding of the social and political context that influences the school system,
in order to prepare and empower teachers to work with students from disadvantaged
groups (Sleeter, 2018). Having in mind that teachers are often less aware of more
critical approaches based on social justice and systemic inequality in education
than of approaches that centre on diversity and sensitivity (Gorski, 2009; 2016),
our recommendations for policy and practice are that both diversity awareness and
critical consciousness need to be supported if we want education systems to be more
inclusive for all students.

Finally, we want to accentuate that, although we focused on teachers, we
strongly advocate that ownership, accountability and responsibility for equality and
social justice resides with the institutions (not just educational, but also political,
economic, cultural), as much as with the individuals (Shavit & Blossfeld, 1993;
Cousin et al., 2018). This implies that we are aware of the limitations of educational
policies aimed at reducing social inequality. This is partly so because education, in
its present form, simultaneously challenges and reproduces unequal opportunities
(Bourdieu, 1977). Along these lines, we support the possibility of a more rational
pedagogy (Bourdieu & Passeron, 1979) in which efficient pedagogic action is not at
odds with a critical mindset. Or as Bourdieu and Passeron (1979) point out, such
pedagogical action “lets the cat out of the bag” (p. 73) instead of masking unjust
social relations. We believe that, despite its limitations, this opportunity cannot be
ignored.
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