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YBOJ
INTRODUCTION

VBaxxaemu Komeru,

C ynmoBineTBOpeHHE MPEICTaBIM CTAaTMM Ha IPENoJaBaTeNd U
nokropantu ot Karempa Ilcuxomoruss Ha ®unocopckun Pakynrer Ha
KOrozanamanen Yausepcurer ,,Heodbur Puncku™ rp. bmaroesrpan.

[lcuxonornyHata Teopus W TICHXOJOTMYHUTE W3CIEABAHUS Ca
IpeJICTaBEHN KOpeKTHO. [IpaBu BnedaTieHHe KakTO TEMaTHUYHOTO, TaKa U
KOHLENTYaJIHOTO WM pa3HooOpaszue. M3monm3BaHum ca ChbBpPEMEHHHU
MICUXOJIOTHYHH U TICUXOMETPUYHU COPTYEPHH MTPOIYKTH.

Hapsgsam ce pecypchT Ha ['oguiiHMKa IO TICHXOJOTHS JAa ce
M3I0JI3Ba YCIEIIHO 3a HY)KIUTE Ha IPaKTHKATa.

I'n. penakrop:
Hou. n-p Mapust Mytagosa

Dear Colleagues,

With pleasure | want to introduce you papers from lecturers and
PhD students from Department of Psychology of Faculty of Phylosophy of
the South-West University “Neofit Rilski”, Blagoevgrad.

The psychological theory and psychological researches are
presented correctly. Both the tematical and the conceptual diversity makes
an impression. Modern psychological and psychometric software has been
used.

I hope that the resource of the Yearbook of Psychology will be
successfully used for the practical needs.

Editor-in-chief:
Assoc. Prof. Maria Mutafova PhD



TOM 1
ISSUE 1

TI'JIABA 1: EKCIIEPUMEHTHU U U3CJIEJIBAHUS B
IICUXOJIOT'UATA

CHAPTER 1: EXPERIMENTS AND MEASUREMENTS IN THE
PSYCHOLOGY

ADDRESSING CHILDREN’S EMOTIONAL AND BEHAVIOURAL
PROBLEMS IN THE SCHOOL CONTEXT

Christos Douvlos PhD Student, Department of Psychology South-West
University ""Neofit Rilski**

Abstract

The education of children with emotional and behavioural problems is a
challenge for teachers, as their behaviour interferes with learning. With
respect to the significance of teachers’ impact on their students and the
influence of school life on children’s psychosocial development, school-
based interventions and pedagogical strategies are highlighted in
literature. Systematic and structured interventions which aim at the
development of social skills, self-regulation, emotional literacy and socio-
emotional ability appear to have positive outcomes. In addition, holistic
approaches that take all parameters into account, and individualized and
personalized techniques which consider each child’s characteristics and
needs are suggested. Finally, the collaboration between experts, teachers
and parents is considered to be essential for the successful implementation
of interventions and prevention programmes.

Keywords: emotional and behavioural problems, intervention, school
context

Introduction

Educating students with emotional and behavioural difficulties is
challenging for teachers (Oliver & Reschly, 2010), provided that the quality
of these students’ integration into the school context contributes to their
psychosocial development.



Children with emotional and behavioural problems exhibit
behaviours that interfere with learning. Externalizing behaviours, such as
classroom disruptions, aggression, antisocial behavior, defiance,
impulsivity or hyperactivity, and internalizing behaviours, such as anxiety,
depression, low self-esteem and social withdrawal, make teachers’ daily
practice difficult (Mooij & Smeets, 2009; Oliver & Reschly, 2010).
Moreover, research reveals that difficulties associated with classroom
management and teaching students with limited motivation and disruptive
behaviours contribute to teachers’ stress (Kourkoutas, 2007).

It has been evidenced that 2%-16% of the student population exhibit
problematic behaviours, and mainly antisocial behaviours (Mihalas, Morse,
Allsopp, & Alvarez McHatton, 2008). Research has evidenced that children
display such behaviours due to their inability to meet their emotional and
interpersonal needs, while it is also clear that aggressiveness is related to
psychological problems, which can be traced as early as preschool age
(Kourkoutas, 2007).

Due to the heterogeneity of the symptoms, emotional and behavioural
disorders must be carefully assessed, so that appropriate interventions are
designed (Kourkoutas, 2007). In order to address difficult or disruptive
behaviours, carefully organized and structured pedagogic techniques are
required (Kourkoutas, 2011, 2015; Mooij & Smeets, 2009). The
interventions must be individualized, so that they are based on each child’s
special characteristics and needs, and personalized, so that they are based
on trust relations (Kourkoutas, 2011, 2015).

It is suggested in literature that the interventions must include teachers,
due to their influence on the students’ behaviour and because of the
significance of their relationship (Mihalas et al., 2008; Sutherland, Lewis-
Palmer, Stichter, & Morgan, 2008). Teachers should, therefore, follow a
holistic approach to addressing emotional and behavioural problems, so that
all parameters, risk factors, protective mechanisms, intrapersonal dynamics
and environmental factors are considered (Kourkoutas, 2007; Kourkoutas &
Chartier, 2008; Mooij & Smeets, 2009; Sutherland et al., 2008).

Emotional and behavioural problems

The 5th edition of the Diagnostic and Statistical Manual of Mental
Disorders (DSM-V) of the American Psychiatric Association (2013) defines
a conduct disorder as the manifestation of repetitive and intense behaviours,
which violate other people’s basic rights or major societal rules and impair
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social, academic or occupational functioning of the individuals with the
disorder.

Emotional difficulties are also described in literature as internalizing
disorders, as opposed to behavioural problems, which are also referred to as
externalizing disorders. The connection of these two disorders exists in
literature because of the overlap between depressive and behavioural
disorders (Kourkoutas, 2011).

The behaviour of a child with a behavioural disorder does not
correspond to the child’s age and is associated with provocative, antisocial
and aggressive behaviour (Kourkoutas, 2007). Therefore, the child has
difficulty in integrating into the school or other environments and is at risk
for developing antisocial attitudes or mental and interpersonal difficulties,
unless a psychopedagogic or psychotherapeutic intervention is implemented
(Kourkoutas, 2007).

Children may be at higher risk for having emotional and behavioural
problems due to biological factors, difficult temperament, family
disadvantage or stressful life factors (Webster-Stratton & Reid, 2004). The
heterogeneity of the etiology forms a wide range of reactions. The
behavioural problems range from mild aggression, like verbal aggression and
provocative attitude, to extremely violent behaviours (Kourkoutas, 2007),
while emotional dysfunction ranges from mild emotional or anxiety disorders
to intense emotional and depressive symptoms (Kourkoutas, 2011).

Children with behavioural disorders have low or extremely high self-
esteem, they express themselves in a hostile manner, they have poor
academic performance, immature thought, delay in the cognitive function
and deficient ability to solve problems or resolve conflicts. Anger and
irritability are dominant emotions experienced by children with behavioural
problems. Negative emotions are usually the outcome of the interpretation of
other people’s behavious which are misconceived as hostile. Latent
depressive emotions or internal conflicts and anxieties may also trigger
disruptive behaviours (Kourkoutas, 2007). Children with emotional problems
and depressive tendencies have difficulties in interpersonal and social
relationships, a negative self-image, tendency to isolation, difficulties in
problem-solving and managing their emotions (Kourkoutas, 2011).

The students with emotional and behavioural problems also have
psychosocial and learning problems (Mihalas et al., 2008). Research
indicates that behavioural problems are associated with cognitive, social and
behavioural deficits (Webster-Stratton & Reid, 2004), self-regulation deficits
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(Erik, Lynne, Allison, & Wendy, 2011) and severe deficits in social
competence (Cook et al., 2008). Moreover, academic deficits across subjects
and settings (Oliver & Reschly, 2010), learning problems and behavioural
deficits (Sutherland et al., 2008) have been observed.

Whether academic difficulties emerge due to behavioural problems or
are their outcome has not been clarified, but most researchers hold that there
is a reciprocal influence of both (Oliver & Reschly, 2010). On the one hand,
children with poor academic performance are at risk of behavioural
problems, while, on the other, children with behavioural problems have
fewer opportunities to receive adequate instruction (Oliver & Reschly, 2010).
In addition, some children are not identified early enough, so they do not
receive timely support (Mihalas et al., 2008).

It is clear that the children with emotional and behavioural disorders
have problems both in behaviour and in learning, which results in teachers’
inability to provide effective instruction. This inability to deliver effective
teaching leads to poor academic results and additional behavioural
problems, thus, creating a vicious circle (Sutherland et al., 2008).

Effective interventions for children with emotional and behavioural
problems

In order for disruptive behaviours to be addressed, early identification
and intervention is of crucial importance for reducing risk factors (Webster-
Stratton & Reid, 2004), considering that more serious maladaptive
behaviours should be prevented (Mihalas et al., 2008; Oliver & Reschly,
2010).

According to literature, the traditional behavioural interventions have
short-term outcomes, which cannot be transferred to other contexts
(Kourkoutas, 2015). In addition, the interventions may have limited benefits
for children when the factors that preserve or aggravate the problem are not
considered (Kourkoutas & Chartier, 2008).

In contrast, the programmes which include teaching social skills,
academic support, classroom management and parent education are effective,
as they have long-term results and manifestations of antisocial behaviour are
reduced. Parent education programmes and teacher training, social skills and
problem-solving training are also suggested in literature (Webster-Stratton &
Reid, 2004).

Interventions aiming at teaching social skills develop positive relations
between children with emotional and behavioural problems and their peers or
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adults, including their teachers. Teachers should focus on providing support
to these students, learning more about their lives and devoting more time for
each of these students, listening to them and cooperating with them to set and
achieve common goals (Mihalas et al., 2008).

Social skills training improves children’s social competence and
reduces behavioural problems. The acquisition, performance, generalization
and maintenance of positive behaviours help students be more successful in
their social contexts (Cook et al., 2008). Cook et al’ s (2008) mega-analysis,
in which five meta-analyses were studied, revealed that social skills training
has positive outcomes in adolescents.

In addition, social and emotional learning has a positive impact
because it reduces risk factors and fosters protective mechanisms (Durlak,
Weissberg, Dymnicki, Taylor, & Schellinger, 2011). Durlak et al’ s (2011)
meta-analysis in which school-based universal social and emotional learning
programmes from preschool to high school were studied, indicated that social
and emotional skills, attitudes, behaviour and academic performance were
significantly improved in children with emotional and behavioural problems.

Programmes that aim at improving children’s socio-emotional ability
lead to improvement of classroom behaviour, while interventions which
combine cognitive strategies and children education that aim at the
development of emotional and social skills enhance school readiness and
reduce aggressiveness (Webster-Stratton, Reid, & Stoolmiller, 2008).

School-based interventions that enhance self-determination are also
effective for students with emotional and behavioural disorders and students
at risk (Erik et al., 2011). In Erik et al.’s (2011) meta-analysis, self-
determination elements, such as self-management and self-regulation were
the most prevalent components in the interventions addressing emotional and
behavioural disorders. The same meta-analysis showed that strategies such as
teaching self-management skills, self-monitoring and self-assessment were
effective in developing skills which were transferable to other contexts, as
well.

Intervention programmes in the school context that focus on enhancing
positive behaviours are highlighted in literature. Providing opportunities for
learning support, attractive educational techniques and rewarding enhance
academic success, improve children’s relation to school and, consequently,
reduce maladaptive behaviours (Heward, 2009; Kourkoutas, 2015). In
addition, clear limits and careful guidance contribute to the improvement of
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children’s behaviour (Heward, 2009; Kourkoutas, 2011, 2015; Mihalas et al.,
2008).

As success constitutes a strong incentive for students, teachers must
use every opportunity to recognize children’s success, so that children
develop a sense of belonging to the school environment and strive for their
integration into it (Mihalas et al., 2008). Organizing attractive activities with
attainable goals, positive feedback and rewarding are some of the numerous
techniques that enhance children’s motivation and improve their behaviour
(Heward, 2009; Kourkoutas, 2015; Mihalas et al., 2008). The risk of social
exclusion or isolation is reduced through techniques of developing
motivation and social skills which contribute to the cooperation of children
with emotional and behavioural difficulties and their peers (Skaloumpakas,
2016).

It is suggested that interventions in the classroom should include
teaching academic skills through assigning easier tasks and smooth
transitions from one activity to the other, systematic teaching of new
behaviours, teaching social skills through groupwork, managing provocative
behaviours and enhancing constructive judgement (Heward, 2009). In
addition, students’ participation in the process of setting classroom rules,
rewarding desired behaviours, ignoring non-desirable behaviours and losing
prerogatives in cases undesirable behaviours are manifested, flexibility,
humour and enhancing interpersonal relationships (Kourkoutas, 2007;
Skaloumpakas, 2016) and positive reinforcement (Skaloumpakas, 2016) are
suggested in literature.

It has been evidenced that, in classrooms where the teachers use
strategies for classroom management, the students showed greater social
competence and emotional self-regulation. These strategies promote positive
behaviours and emotional literacy, while they also engage parents into
educating and designing their children’s behaviour (Webster-Stratton et al.,
2008).

Teachers should avoid fragmented and insufficient practices which
lead to undesired or adverse results. Teachers should focus on their
relationship with children with emotional and behavioural problems, so that
they are able to provide a supportive and secure environment. Caring and
positive relations motivate children to try for their integration into the school
context and the improvement of their academic performance (Mihalas et al.,
2008). Therefore, substituting ineffective practices and methods with new
ones is a prerequisite for achieving the goals of interventional programmes.
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Clear explanations, procedures, expectations and rules create a positive
climate in class, reduce undesired behaviours and enhance children’s
engagement in the learning process (Sutherland et al., 2008).

Teachers and students’ relationship is significant, especially in the case
of students with emotional and behavioural disorders. Teachers take their
students’ needs and developmental stage into account and guide and support
them in order to meet their social, emotional, psychological and academic
needs (Mihalas et al., 2008). Therefore, for the effectiveness of the
interventions, it is essential that teacher consultation and education provide
teachers with skills and knowledge that are required for addressing students’
needs, managing students’ emotional and behavioural problems and
facilitating their work. Teachers must become familiarized with techniques
that modify children’s behaviours and help them in conflict resolution, while
they should also learn ways of developing supportive relations between
themselves and their students (Skaloumpakas, 2016; Sutherland et al., 2008).

Ecosystemic interventions are also highlighted in literature
(Kourkoutas, 2007; Kourkoutas & Chartier, 2008). These include the use of
various techniques deriving from different theoretical backgrounds, while,
within the framework of a holistic approach and combined with
psychopedagogic interventions, they prove to be even more effective. Based
on an ecosystemic approach, the teacher can organize the classroom or
change its dynamics, so that both the function of children with emotional and
behavioural problems is improved and their peers’ attitudes towards them is
changed (Kourkoutas & Chartier, 2008), as developing the ability to manage
emotions and behaviours and making meaningful friendships are
prerequisites for school readiness and academic success (Webster-Stratton &
Reid, 2004). Ecosystemic approaches stress the importance of the impact of
children’s school life on their psychosocial development. Children’s inability
to integrate into the school context or complete education is a risk factor for
future social integration (Kourkoutas & Chartier, 2008).

Within the framework of a holistic approach, class management,
enhancement of positive behaviours and rewarding, recognition and drawing
attention to children’s positive characteristics can also be effective in
everyday school reality. Holistic models, which engage teachers, peers and
parents are suggested in literature (Heward, 2009; Kourkoutas, 2011, 2015;
Mihalas et al., 2008), while the multilayered interventions, which combine
various techniques must be individualized and personalized (Kourkoutas,
2011, 2015). Individualized and personalized approaches take the age and
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characteristics of the children into account, but also considers the dynamics
of their families (Kourkoutas, 2007).

In this framework, the school must develop a policy of inclusion, so
that children with emotional and behavioural disorders do not experience
rejection or isolation (Kourkoutas, 2011, 2015). Schools should support
both students and teachers and be flexible enough to provide the ground for
systematic and structured interventions that engage parents and enhance the
collaboration of teachers and experts (Mooij & Smeets, 2009).

Conclusions

According to literature, structured programmes (Kourkoutas, 2011,
2015; Mooij & Smeets, 2009) that aim at teaching social skills (Cook et al.,
2008; Heward, 2009; Mihalas et al., 2008; Skaloumpakas, 2016; Webster-
Stratton & Reid, 2004; Webster-Stratton et al., 2008) and developing socio-
emotional ability (Webster-Stratton et al.,, 2008), self-control, self-
determination and emotional self-regulation (Erik et al., 2011; Webster-
Stratton et al., 2008), combined with academic support (Durlak et al, 2011,
Heward, 2009; Kourkoutas, 2015; Webster-Stratton & Reid, 2004), appear to
have positive outcomes. It is also suggested that parent education is included,
so that they participate in their children’s education and modification of their
behaviour (Webster-Stratton & Reid, 2004; Webster-Stratton et al., 2008),
while it is highlighted that systematic psychosocial interventions that engage
both parents and teachers are most effective (Heward, 2009; Kourkoutas,
2011, 2015; Mihalas et al., 2008; Mooij & Smeets, 2009).

Therefore, it has been clear that successful integration of children and
adolescents with emotional and behavioural problems in the school context
can be achieved through interventions that are based on the cooperation
between teachers, experts and parents and the implementation of
individualized strategies in the classroom.

For this reason, it is essential that teachers are trained, so that they can
address their students’ needs and contribute to their integration into the
school and wider social context. Along with their professional development,
teachers should cooperate with experts and parents, not only during the
implementation of interventions, but also towards the prevention of
problems.
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Abstract

Nowadays the number of migrants in Bulgaria and other European
countries has increased and the attitudes towards them may have been
changed. Bulgaria considered among the countries sending more migrants
than accepting (Van der Veer, Ommundsen, Larsen, Le, Krumov, Pernice
& Romans, 2006) has been visited by a lot of migrants with different
cultures and background. This fact could lead to an ambivalent attitude
towards migration in Bulgaria. 120 Bulgarians from 18 to 65 years old
participated in the study. The results revealed a clearly expressed
unwillingness to accept new migration by 80% of the studied Bulgarians.
The conservative radical belief related to the approval of death penalty
strengthened the negative Bulgarian attitudes towards new migrants, in
correspondence with the finding that radicalism and conservatism
predicted the attitudes towards the migrants in different cultures (in Van
der Veer et al., 2006). The social and demographic factors did not
differentiate Bulgarian attitudes towards new migrants. Some positive
beliefs related to oneself, as well as to the actual long-term mate could
diminish the negative attitudes towards migrants. Bulgarians who
described their actual long-term mate as intelligent and healthy had a more
favourable attitude towards new migrants to their country. Bulgarians who
considered themselves as healthy and non-susceptible to infectious diseases
had a more favourable attitude towards new migrants to their country.
They seemed more satisfied with their life and may not perceive the new
migrant as a threat or even could not be interested in them.

Keywords: beliefs, conservatism, attitude, migrations, social and
demographic factors.
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Introduction

Immigrants account for more than 15 percent of the population in
more than 50 countries and migration will significantly increase in the next
decade because of political instability, non-satisfied needs, personal
insecurity, poverty, family relations, criminality, etc. (in Van der Veer,
Ommundsen, Larsen, Le, Krumov, Pernice & Romans, 2006, pp. 112, 119-
120). Nowadays migration has become one of the crucial problems in
European countries, especially these ones at the boundaries of European
Union such as Bulgaria. The open boundaries and free flow are related to
the attitudes towards migrants (Van der Veer, Ommundsen, Larsen, Le,
Krumov, Pernice & Romans, 2006, p.114). The number of migrants has
increased and the attitudes of the hosting society towards them may have
been changed under the new circumstances of more and more immigrants.
The countries that traditionally send more migrants than accept have been
turned into accepting countries for migrants with different cultures and
background. This fact could lead to an ambivalent attitude towards
migration.

Literature Review

Typical attitudes to migrants in different countries (such as USA and
Australia) are negative, hostile, because migrants (including asylum
seekers) are considered as dependent on social financial support,
demanding costs from society, and being a threat for national security and
identity (in Van der Veer et al., 2006, p. 112).

The attitudes towards migrants could differ cross-culturally, because
some countries mainly accept immigrants, whilst the other countries — such
as Bulgaria, mainly send emigrants (Van der Veer et al., 2006, p.113,
p.117). It is naturally to expect that people who are inclined to migrate
would have a positive attitude to migrants. People having experience as
migrants — being born outside the country where they live in or worked
abroad for at least 6 months during the last 10 years have more tolerant
attitudes towards immigrants (Paas & Halapuu, 2012). Bulgaria is among
the countries with strong pro-immigration attitudes (Huber &
Oberdabernig, 2015, p.12).

Several studies have been focused on revealing the categories of
population who are more disposed to ideas of migration. The findings from
such a study in Bulgaria reveal that the adolescents with the statuses of
national identity moratorium and diffusion had higher motivation for

20



emigration (related to material values and relatives’ support) than the
adolescents with the statuses of national identity foreclosure and achieved
(Baychinska & Savova, 2005, p.22). The results from a study indicate that
72.2% of Bulgarians encouraged their children to study abroad, 74.7% - to
work abroad, and 36.3% - to migrate permanently in another country
(Zhekova, 2007, p.163). The category of youth may be more vulnerable to
migration, so young people could express more positive attitudes to
migrants. The results from a study indicate that young Bulgarians perceive
the other ethnic groups as less warm and less cordial than Bulgarian ethnic
group (Andreeva & Karabeliova, 2005), so their attitude towards migrants
is more negative than their attitude towards the in-group, in correspondence
with the theory of social identity (Tajfel, 1974). The history of intergroup
relationships is important for the attitudes towards the out-groups. People
who live in neighbouring regions/countries often hate their neighbours
from the other nationality because of historical conflicts (Klincharski,
2007, pp.220-221) that is why the attitudes towards citizens of and
migrants from neighbouring countries could be unfavourable. Some studies
(Stoyanova, 2007) have revealed a more negative Bulgarian attitude
towards the ethnic groups from neighbouring countries than towards the
ethnic groups from Western and Central European countries. This finding
cannot be explained only as a more positive attitude towards inhabitants of
rich countries. As a country traditionally sending a lot of migrants,
Bulgarian attitudes towards immigrants coming from poorer countries were
relatively positive in the period 2006-2008, but Bulgarians in 2006 more
often than Bulgarians in 2008 allowed many immigrants from poorer
countries out of Europe (Zografova, 2010, p.266). When native people are
more skilled than immigrants, higher individual income is related with anti-
immigration attitudes. When native people are less skilled than immigrants,
higher individual income is related with pro-immigration attitudes
(Facchini & Mayda, 2006).

The representatives of some occupations are more disposed to
migrate. A study has revealed that only 18.1% of the surveyed doctors in
Bulgaria would not leave the country (Bekyarova, 2007, p.204), because of
their willingness to receive higher incomes abroad. The medical staff’s
attitudes towards migrants could be ambivalent, because they themselves
are inclined to migrate, but on the other hand, the attitudes of local
population towards working migrants are often negative because of
economic reasons and perceiving migrants as competitors for resources

21



(Lever & Milbourne, 2015). The estimated costs and benefits are related to
the attitudes towards migrants (Van der Veer et al., 2006, p.114). 11.2% of
Bulgarians in 1991 considered the migrants as seeking profit (Zhekova,
2007, p.162) and higher estimated immigrants’ benefits than natives’
benefits lead to less favourable attitudes of natives towards immigration
(Huber & Oberdabernig, 2015).

Such findings suggest that the attitudes of different social categories
towards migration could differ significantly. The research findings also
reveal that male citizens, especially authoritarian men, had more negative
attitudes towards illegal migrants (in Van der Veer et al., 2006, p.113).
People living in smaller towns and rural areas have more anti-immigrant
attitudes in comparison to the people living in urban areas (Paas &
Halapuu, 2012). Race is more important than economic factors concerning
attitudes towards migration, especially the attitudes shared by less educated
and lower skilled native people (Dustmann & Prestony, 2004). Social-
demographic factors moderating the attitudes towards migration will be
among the focuses of this study, but attitudes towards migration are also
influenced by some other factors. It has been established that radicalism —
conservatism is a predictor of Danish, Norwegian and American students’
attitudes towards migrants (in Van der Veer et al., 2006, p.113). The
attitude towards migration may be related to perceived migrants’ attitude
towards the citizens of the country of residence, because some findings
(Stoyanova, 2015, p.59) have revealed that self-assessment of tolerance to
other people correlates positively with self-assessment of perceived
tolerance of other people to oneself.

Human rights are related to attitudes towards migrants (Van der Veer
et al., 2006, p.114). 30% of Bulgarians in 1991 considered as a human right
the willingness to emigrate (Zhekova, 2007, p.162). 10% of Bulgarians in
1991 compassionated the migrants, 18.5% considered that migrants
escaped from the difficulties in their country of origin, and 13% considered
that migrants had chosen to solve their personal problems by migration
(Zhekova, 2007, pp.162-163). People who have ever belonged to a group
discriminated against in the country they live in, and people who trust the
political and juridical institutions of the country where they live have more
tolerant attitudes towards immigrants (Paas & Halapuu, 2012). Distrust in
political institutions characterizes Bulgarians (Nankova, 2012) that could
lead to negative attitudes towards migrants. Cross-cultural studies in 9
countries, including Bulgaria, revealed the prevalence of ambiguous
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attitude towards migrants — the respondents considered almost equally
often both that “Taking care of people from other nations is not the
responsibility of the country” and that “The country should accept all
political refugees”; followed in frequency by “lllegal aliens are a nuisance
to society”, as well as by “Our taxes should be used to help those residing
illegally in the country”, etc. (Van der Veer et al., 2006, pp.114-115). Most
studies that have been conducted in Bulgaria regarding the attitudes
towards migrants (Van der Veer et al., 2006; Zografova, 2010) reveal
ambivalent Bulgarian attitudes.

The aim of this study was to reveal the factors that differentiate
Bulgarian attitudes to migrants. The studied factors were the social
demographic factors, the cluster of conservatism/radicalism and some
beliefs related mainly to oneself and the actual long-term mate’s health
status. It has been studied how attitudes towards migrants influence
migrants’ health status (Rechel et al., 2011), but not how one’s health status
and mates’ health status influence on the attitudes towards migrants. This
study aims to overcome this gap in the scientific knowledge. One
hypothesis of the study was that conservative beliefs would strengthen the
negative Bulgarian attitudes towards new migrants. It has been already
established that radicalism and conservatism predict the attitudes towards
migrants among Danish, Norwegian and American students, as well as anti
illegal immigrant attitudes are related to being authoritarian, and displaying
prejudice toward other minorities (in VVan der Veer et al., 2006).

Another hypothesis of the study was that the social and demographic
factors would differentiate Bulgarian attitudes towards new migrants — for
example bad financial conditions would be related to negative attitude
towards the migrants who could be accepted as economic competitors or
utilising the taxes paid by the local population for their social support. It
has been already established that anti-illegal immigrant attitudes are more
typical for male subjects (in Van der Veer et al., 2006). Some research
findings revealed that gender, education, occupation, age and family status
differentiated Bulgarian attitudes towards some nationalities and ethnic
groups in 2001-2005, but not towards some other nationalities and ethnic
groups (Stoyanova, 2007), although these former studies were not focused
on Bulgarian attitudes towards migrants.

A third hypothesis of the study was that the positive beliefs related to
oneself and to the actual long-term mate would diminish the negative
attitudes towards migrants because of higher life satisfaction. People who
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feel that they have not got what they deserve in life oppose immigration for
spiteful reasons (Poutvaara & Steinhardt, 2015).

Methodology

The study was conducted in the first half of 2016 in the universities
of two Bulgarian cities — Sofia and Blagoevgrad, among the staff and the
students who came from different parts of Bulgaria. Participation was
voluntarily.

Instrument

In Bulgaria, the results from a previous study (Van der Veer et al.,
2006, p.119) have indicated that one cumulative scale with high enough
reliability for measuring the attitudes towards illegal migrants could not be
achieved, probably because of diversity of Bulgarian culture and Bulgaria
being among countries traditionally sending migrants (Van der Veer et al.,
2006, p.120). That is why the survey method was applied and any
guestionnaire was not used for measuring attitudes towards migrants.

The participants in the survey indicated if they agreed to accept new
immigrants in their country. This measure was considered as an indicator of
behavioural component of the attitude — disposition to approach or to move
away from the object of the attitude in the direction determined by the
affective component of the attitude and by the beliefs regarding the target
of the attitude (Judd & Johnson, 1984; McGuire, 1969).

Some measures of conservative attitudes were applied as the
participants answered if they approved multiculturalism, stiffer jail terms,
voluntary euthanasia, homosexual rights, premarital virginity, church
power, legalised abortion, and legalised prostitution. 9 items from the scale
of social conservatism by Henningham (1996, pp.518-519) were used.

Descriptions of one’s health status (susceptibility to infectious
diseases) and actual long-term mate’s health status (unhealthy-healthy) and
intelligence (unintelligent-intelligent) were also collected on a 7-point
scale. They are among the most frequent beliefs of oneself and real intimate
partner in Bulgaria (lvantchev, 2017) that is why their influence on the
attitudes towards immigrants was studied.

Social and demographic data were collected.

Sample

The samples in the cross-cultural studies of the attitudes towards

migrants often consisted of about 100 participants (for example, the studies
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conducted in 9 countries, including Bulgaria, by Van der Veer et al., 2006,
pp.113-114).

The participants in this study were 120 Bulgarians from 18 to 65
years old (mean age 24.4 years old, standard deviation 8.6 years). Men
were 44 (36.6%), and women were 74 (61.7%). Two participants (1.7%)
did not report data regarding their gender.

The participants’ family status was diverse. The majority of them
(90%) had an intimate partner — 76 cohabitated, 17 were married, and 15
met regularly with their intimate partner. A smaller part of the participants
(10%) did not have an intimate partner - 10 were single, 1 was divorced, 1
was widowed. The average period of maintaining an intimate relationship
for the participants in this study was 4.3 years. Only 14.2% (N=18) of the
participants in the study had children.

The participants’ financial circumstances are described in Table 1.

Table 1. Frequency distribution of the participants’ financial
circumstances

Financial circumstances N | Percent
A lot worse than the average in Bulgaria 2 1.7
worse than the average in Bulgaria 11 9.1
as the average in Bulgaria 65 54.2
better than the average in Bulgaria 28 23.3
A lot better than the average in Bulgaria 9 7.5
Missing answers 5 4.2

Source: Authors’ own data

More participants declared good (N=37; 30.8%) and satisfactory
(N=65; 54.2%) financial conditions, than bad material conditions (N=13;
10.8%). The participants reported on a 7-point scale (from 1 — not difficult
at all to 7 — extremely difficult) how difficult it is for them to pay their
monthly expenses. Their average difficulty of paying their monthly
expenses was 4.04 (SD=1.4).

The majority of the participants in the study graduated from
secondary education (N=84). 6 graduated from college and 27 graduated
from universities. 1 participant was a schoolboy in his 11th school year at
the moment of conducting the study. Two participants did not indicate their
educational degree.
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25 participants were athletes. 84 participants practiced sport at least
once a week. 36 participants did not practice any sport.

61 participants (50.8%) were Orthodox Christians. 9 participants
were Muslims (7.5%). 20 participants (16.7%) declared being religious, but
they did not indicate their religious affiliation. 24 participants (20%) were
atheists. 6 participants (5%) did not answer the question regarding their
religious affiliation.

Results

The majority of the participants in the study (N=96; 80%) would not
accept any new immigrants in their country. 19 participants (15.8%) agreed
to accept some new immigrants in their country. 5 participants (4.2%) did
not answer this question regarding acceptance of new migrants.

There were not any significant gender differences in acceptance of
new immigrants in Bulgaria (x2(1, n=114)=1.451; p=.228), neither
differences depending on the family status (¥2(5, n=115)=3.938; p=.558),
neither differences depending on the participants’ number of children (%2(3,
n=114)=2.049; p=.562), neither educational differences (¥2(3,
n=113)=0.991; p=.803), neither differences depending on the financial
status (y2(4, n=111)=6.525; p=.163) and on the difficulty in paying one’s
monthly expenses (x2(6, n=110)=7.05; p=.316), neither differences
between religious respondents and non-religious respondents (x2(1,
n=110)=3.4; p=.065), neither differences between Christian and Muslim
respondents (y2(1, n=67)=0.131; p=.717), neither differences depending on
the sports practice (¥2(2, n=115)=1.433; p=.488). Social and demographic
factors did not differentiate the studied Bulgarians’ attitudes towards the
new migrants.

There were not any significant differences in acceptance of new
immigrants in Bulgaria depending on (non)support of multiculturalism
(x2(1, n=106)=0.608; p=.435), neither depending on (non)support of stiffer
jail terms (y2(1, n=113)=3.324; p=.068), neither depending on (non)support
of voluntary euthanasia (¥2(1, n=111)=1.538; p=.215), neither depending
on (non)support of homosexual rights (¥2(1, n=115)=0.968; p=.325),
neither depending on (non)support of premarital virginity (}2(1,
n=113)=1.178; p=.278), neither depending on (non)support of church
power (¥2(1, n=112)=0.133; p=.715), neither depending on (non)support of
legalised abortion (32(1, n=111)=2.26; p=.133), neither depending on
(non)support of legalised prostitution (¥2(1, n=111)=0.69; p=.406).
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Table 2. Cross-table of the frequency of accepting death penalty and
new immigrants to Bulgaria

New immigration to
my country
No Yes

Death No | N 33 12

penalty %  within  non- 73.3% 26.7%
support

Yes | N 61 7

% within support 89.7% 10.3%

Source: Authors’ own data

There was a trend (see Table 2) Bulgarians who approved death
penalty not to accept any new migrants to their country and Bulgarians who
did not approve death penalty to accept new immigration to their country
(x2(1, n=113)=5.19; p=.023; Phi= -0.214 that means small effect size).

Table 3. Cross-table of the frequency of accepting new immigrants to
Bulgaria and describing actual mate’s intelligence

New immigration to my
country
No Yes

Actual very unintelligent | N 1 1
long- -1

term 2 N 0 3

mate 3 N 2 1

4 N 14 0

5 N 12 1

6 N 18 4

very intelligent-7 | N 33 6

Source: Authors’ own data

There was a trend (see Table 3) Bulgarians who described their
actual long-term mate as intelligent to accept more new migrants to their
country (N=11; 68.8% of these ones accepting the new migrants) than
Bulgarians who did not consider their actual long-term mate as intelligent
(x2(6, n=96)=20.836; p=.002; Phi=0.466 that means medium effect size).
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Table 4. Cross-table of the frequency of accepting new immigrants to
Bulgaria and describing actual mate’s health status

New immigration to
my country
No Yes

Actual long- | very N 3 0
term mate unhealthy-1

2 N 3 1

3 N 2 3

4 N 7 0

5 N 11 1

6 N 16 7

very healthy-7 | N 40 4

Source: Authors’ own data

There was a trend (see Table 4) Bulgarians who described their
actual long-term mate as healthy to accept more new migrants to their
country (N=12; 75% of these ones accepting the new migrants) than
Bulgarians who did not consider their actual long-term mate as healthy
(x2(6, n=98)=14.751; p=.022; Phi=0.388 that means medium effect size).

Table 5. Cross-table of the frequency of accepting new immigrants to
Bulgaria and the strength of belief in one’s susceptibility to infectious
diseases

New
immigration to
my country
No Yes

24 4

P

In general, I am 1 - strongly
very susceptible to | disagree
colds, flu and other | 2

infectious diseases

20
16
21
3
2
8

2| Z2|Z2|1Z2|1Z2|Z2
W wo|lk|oN

3
4
5
6
7 -

strongly agree

Source: Authors’ own data
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There was a trend (see Table 5) Bulgarians who considered
themselves as healthy and non-susceptible to infectious diseases to accept
more new migrants to their country (N=12; 66.7% of these ones accepting
the new migrants) than Bulgarians who considered themselves as
susceptible to infectious diseases (32(6, n=112)=12.711; p=.048; Phi=0.337
that means medium effect size).

Discussion

The hypothesis of the study that conservative beliefs would
strengthen the negative Bulgarian attitudes towards new migrants was
supported partially. One of the studied conservative radical beliefs related
to the approval of death penalty strengthened the negative Bulgarian
attitudes towards new migrants, in correspondence with the finding that
radicalism and conservatism predict the attitudes towards the migrants in
different cultures (in VVan der Veer et al., 2006).

The hypothesis of the study that the social and demographic factors
would differentiate Bulgarian attitudes towards new migrants was not
supported. A previous study (Stoyanova, 2007) revealed that some social
and demographic factors contributed to more favourable Bulgarian attitudes
towards some ethnic groups, but the same social and demographic factors
contributed to less favourable Bulgarian attitudes towards other ethnic
groups. New immigrants have different ethnic and cultural background that
is why the attitudes towards them could be influenced by social and
demographic factors in a controversial way. It has been already found that
race is more important than such social and demographic factors as
economic factors concerning attitudes towards migration (Dustmann &
Prestony, 2004). Another explanation of the findings from this study could
be related to the fact that some social and demographic categories had few
representatives in the sample to be definitely concluded that such factors
did not contribute to Bulgarian attitudes towards new migrants. Besides,
there is a possibility the stream of new migrants to be perceived in a similar
way of the whole Bulgarian society.

The hypothesis that the positive beliefs related to oneself and the
actual long-term mate would diminish the negative attitudes towards
migrants was supported by the evidence from the study. Bulgarians who
described their actual long-term mate as intelligent and healthy had a more
favourable attitude towards new migrants to their country. Bulgarians who
considered themselves as healthy and non-susceptible to infectious diseases
had a more favourable attitude towards new migrants to their country.
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Higher life satisfaction is related to the beliefs of oneself and intimate
partner as being healthy. Immigrants are not perceived as a threat if oneself
and close relatives are considered as non-susceptible to diseases. People
who feel that they have achieved what they deserve would not oppose
immigration for spiteful reasons (Poutvaara & Steinhardt, 2015). In such a
way, people who are satisfied with their intimate partner’s intelligence and
health status tend to have more positive attitudes towards immigrants.

Conclusion

The factors that contribute to Bulgarian attitudes towards immigrants
have been revealed and their importance has been underlined. Bulgarian
attitudes towards to migrants seem monolithic, because they prevail among
4/5 of the participants in the study. Literature review and this research
findings demonstrate a trend of development of Bulgarian attitudes towards
migrants from positive (Huber & Oberdabernig, 2015; Zografova, 2010) or
ambivalent (Van der Veer, Ommundsen, Larsen, Le, Krumov, Pernice &
Romans, 2006) into negative ones in the contemporary society. Research
findings indicate that improving quality of life, health status and
satisfaction from the relationships with the partner could contribute to more
favourable attitudes towards new immigrants, especially among less
conservative Bulgarians.
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I'/TIABA 2: IEJAI'OTHYECKA U Bb3PACTOBA IICUXOJIOI'USA
CHAPTER 2: EDUCATIONAL AND DEVELOPMENTAL
PSYCHOLOGY

JIMYHOCTHMU PE®JIEKCUBHUA KOMIIOHEHTH 3A
BBTPEIIHATA U BBHIIITHATA MOTUBALIUA HA YUUTEJIA

Jou. 1-p Mapus Myradosa, mariamutafova@swu.bg
PERSONAL REFLECTIVE COMPONENTS FOR THE INTERNAL
AND EXTERNAL MOTIVATION OF THE TEACHER

Assoc. Prof. Maria Mutafova, PhD, mariamutafova@swu.bg

Pe3iome

B cmamusama ca npebcmaeeﬁu JAUYHOCMHU pequzekcueﬂu KOMNOHEeHmMmu Ha
ebmpeutHama U 6bHUWHA Momueayusld Ha ydumesisd U Hopmupana cKkaia 3a
u3cz1€06aye Ha momusayuama Ha ydumeiii.

KJIlO'-lOBH I[yMHZ JAUYHOCMHU ped)ﬂEKCMGHu KOMNROHEHmMU, e‘bmpemﬁa
momueayusl, BbHUHA MOMUBAYUAL.

Abstract

This article presents Personal reflexive components of the teacher's
Internal and External motivation and a normalized scale for the research
of the teacher's motivation.

Key Words: Personal reflexive components, Internal motivation, External
motivation.

B ncuxomornynara Hayka ca Cb3IaJcHH TEOPHH M W3CJICIBaHUS 32
BBTpENIHATa M BBHIIHATA MOTHBaIusa Ha nuyHoctTa (Yankulova, 2016;
Velichkov, 1989).

HechBnamennero Mexay MOCTBHIBAIA CTUMYJNANUS W BBTPEIIHH
CTaHIapTH Ha JMYHOCTTA MOXE Jla WMa CHIIHO pa3BUBall edeKkT 3a
BpTpemHa motuBarms (Yankulova, 2016, p.248;Velichkov, 1989). C
YBEIMYAaBAHETO HA PABHUINETO HAa JUYHATA KOMIIETEHTHOCT HapacTBa U
paBHuIleTo Ha BbTpemHaTa MoTmBaims (Yankulova, 2016, p.248;
Velichkov, 1989).
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B wu3cnenBaHeTo ce MpeACTaBAT JIMYHOCTHU  pedaekcuBHU
KOMIIOHEHTH Ha BBTPEIIHATa MOTHBALMS M HA BHHIIHATA MOTHBA-IIMS Ha
YUUTEIIHUTE C pa3BUBaL] e(eKT.

CamoomeHKkaTa € BBTpPEIICH PEeryiaTtop B AEHHOCTTa Ha YOBEKa, B
HeroBara ISUIOCTHA TICHXWYHA JieiHocT. PerynatiBHarta i QyHKIUs He OH
MOIJIa JIa C€ OCHIIECTBH 0€3 HAJMYMETO Ha 3HAHHSA - 32 JPYTUTE U 3a cebe
CH.

I'moGamHara  caMOOIleHKa,  €MOIIMOHANHATAa  HMHTEIUTEeHTHOCT,
KapHepHaTa MOTHBAIIMS, TOJEPAHTHOCTTA HA JMYHOCTTA Ha PabOTe-IIH,
METOAM 3a H3CJelBaHe ca IMPEACTaBEHH B IICUXOJIOTHYHATa HayKa
(Stoyanova, 2011; 2014; Stoyanova, & Peneva, 2014; Peneva, &
Stoyanova, 2011; Stoyanova, 2010; Slavchov, & Stoyanova, 2007).
CrenenTa Ha ABIOOYMHA M OCh3HABAHE HA MPUAOOUTHUS OT JIMYHOCTTA OIHUT
€ OTpa3eHa B CyOCKTMBHATa CaMOOIICHKA Ha JIMYHOCTTAa. B meitHOocTTa M
Yype3 pa3linyHu CTHIIOBE Ha B3aUMOJCHCTBHE, JIMYHOCTTA ChOTHACS cede CH
¢ apyrute, cebe cu che camata cebe cu (Mutafova, Stoyanova, & Peneva,
2013). CamoorieHKaTa OTpassiBa CTCIIEHTA HA CAMOYBa)KEHHE Y MHIMBHU/IA.
TS e mo3UTHMBHA WM HETaTMBHA YCTaHOBKA, HacoueHa KbM OMNpEAelicH
cnerduueH o0ekT, HapeueH “A3” (Rosenberg, 1979).

IMo3naBarenmHara u perynaTuBHaTa (YHKIHMS Ha CaMOOILICHKATa ce
HamupaT BbB BbTpermHo eaumHctBo (Mutafova, 2015, pp. 53-54, 2014,
Orakova, 2000, pp.58-62). MsrpaxmaHeTo Ha aJeKBaTHaTa CaMOOIICHKA
KaTO MEXaHH3bM 3a IICHXMYHA CAMOPETYJIAlMs € CBBP3aHO C Pa3BUTHE HA
pedaexcuBHOTO “A3”. Upes aHanm3 Ha 3aI0)KEHH CHTYaTHBHO OIEHKH Ha
O6CKTI/IBHI/I u CY6CKTI/IBHI/I JaHHHU 3a pasjiuka OT BbHIIHATA OILICHKa
(bazupama ce Ha OLEHKHTE Ha 3HAYMMHTE JpPYTH), CaMOOLEHKaTa
(cbcraBeHa OT BBTpemIHA OleHKa (0asupaHa Ha omuWta Ha “A3”-a Karto
CcyOeKT), MPOU3THYAIa OT YYBCTBOTO 32 KOMIIETEHTHOCT) € OTHOCHTEITHO
crabwina (Andreeva, 1998; Velichkov, 1989).

B camoperymammsta Ha ~ MOBEICHHETO HAa  YOBEKa  KaTo
BBTPEUIHONPHUCHI HEMH KOMITIOHEHT € ONpeeIsTHeTO Ha coOCTBEHaTa My
uneHTnaHocT. To ce xapakrepusupa ¢ Hikoun ocodenoctu (Andreeva, 1998;
Mutafova, 2015; Orakova, 2000, pp.8-11):

[To3BomnsiBa M MHIMKHPa YyBCTBOTO 3a pa3OHMpaHe, MpeABIKIAHE U
KOHTPOJI BBPXY Cpejarta.

OnocpeacTBa pe3yaTaTuTe, KOUTO XOpara IMoJIydyaBaT OT COLUAITHUS
KHBOT.
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[Iportec, cpencTBo wiw pe3yaTar € OT MOKa3BaHETO Ha cebe CH KaTo
ompezieNieH THI YOBEK, KaTo MO TO3W HAa4MH ce neduHupa u coOCcTBeHaTa
UACHTHYHOCT (BUHATH B OINPEeNicH KOHTEKCT).

OpraHu3anioHHa CTPYKTypa € 3a nHpopmanusTa (T.e. Xopara Morar
Ja TH W3MO0N3BAaT 3a OpPraHWU3UpaHe W TMOJPeXJaHe Ha peJeBaHTHA
uHQOpMAITHS).

Wntepnperanuoner Guntsp € (T.e. 00pa3bT BiMsie BbPXY TOBA, Kak
penieBaHTHATa WHQOpPMAIWs ce W30HMpa, WHTEPIPETUpPa, ChXpaHIBA H
BB3MPOU3BEXKIA OT MAMETTA).

Cuenapuii 3a AeHCTBHE €, OCHOBAaH HAa MOBEJCHYCCKH NMPOTOTHUI Ha
WK Ha AeUHUpaIa peakiusaTa nHQOpMaIus U CTaHAapTH.

OnenbyHa pamka e, 3a IpeleHsIBaHe Ha TOBEJEHHUETO (T.€. ChIbpXKa
CTaH[IapTH, Ype3 KOUTO IIIe C€ CPaBHIBA COOCTBEHOTO MOBECHHUE).

Wudopmarnuss 3a B3aWMOOTHONIEHHETO MEXIy oOpasute U
pe3yaTaTUTe € MIASHTUYHOCTHUAT 00pa3 (T.e. 00pa3bT ChABPKA JAaHHU 32
MOCJIACTBUATA OT TOBA YOBEK Jla € THUIIBT , PEACTaBeH oT oOpa3a). Karo
TaKWBa, UACHTUYHOCTHUTE O0Pa3M OMOCPEICTBAT Bh3NPHUATHATA, UyBCTBATA
W TIOBEJCHMETO Ha 4YOBeKa B cormanHata cpexa (Andreeva, 1998;
Mutafova, 2015; Orakova, 2000, pp.8-11).

“A3”-uneHTUPUKAIUUTE ca TMO-TIPAaBIOMOAO0HN 10 CTEMeHTa, IO
KOSITO OTTOBAPSAT HA CICTHUTE MET KPUTEPHSL:

1. BbTperiHa KOHCHUCTEHTHOCT — “A3”-uiaeHTH(HKAIMHUTE ca I10-
MIPaBIONO00HH, KOTATO Ca JIOTHYECKU CTPYKTYPUPAHU U HAMAT BHTPEIIHU
TIPOTHUBOPEUHSL.

2. IpocroTa u necHa mpegaBaeMocT — “A3”-WAEHTH(PHKALUUTE ca
MO-TIPABJIONIOA00HN, KOraro ca TMO-TPSIMH, TO-UCKPEHH U  JIECHO
Mpe1aBaeMH OMTUCAHMS.

3. CpOTBETCTBHE HA MPEOOIaaBaIIUTE MIPEIMTOIOKEHUS U IEHHOCTH
— “A3”-HICHTU(PUKAIIUUTE Ca MO-TIPABIONOA00HH, KOraTO ChOTBETCTBAT HA
mpeo0ITagaBamunTe eHHOCTH, YOeXKAeH!s, IPEATIOI0XKEeHHS W TpaBuiia Ha
OOIITHOCTTA.

4. KoncencycHa Bamuam3anus — “A3”-UJICHTU(DUKAIUUTE ca TIO-
MpaBaONO00HU, KOTaTo IIOJIydaBaT Baluau3alus (ACHCTBUTEIHA WIN
BBOOpakaeMa) OT OKOJIHATE U 0COOCHO OT OHE3H, KOWTO Ca 3HAYMMH.

5. YBepeHocT U yMeHUs 3a yOexnaBaHe — “A3”-MICHTU(DUKAITUUTE
ca TO-TIPaBJOINOJOOHM, KOTATO C€ HajaraT U OTCTOSIBAT C TMO-TOJsIMa
YBEPEHOCT, 0COOEHO OT aKThOPH, KOUTO MPHUTEXKABAT MO-T00pH aKTHOPCKU
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CITOCOOHOCTH M C€ TMPHUCHOCOOSBAT KHbM CKIOHHOCTUTE Ha ITyOJIMKaTa
(Andreeva, 1998; Mutafova, 2015; Orakova, 2000, pp.8-11).

“A3”-eeKTUBHOCTTA MPEACTAaBIISIBA BaJIlgHA JIMYHOCTHA
NPOMEHJINBA, KOATO ChIbpXKa “A3”-epUenuuuTe 3a JUYHATa CIIOCOOHOCT
Jla ce OpPraHW3UpaT W Jla ce MpujaraT JeUCTBHS B KOHKPETHH CHUTYalluH,
KOMTO MOTaT Jia ChIbPKAT HOBU XapaKTEPHCTHUKU. ToBa € OIeHKaTa Ha
Xopara 3a TAxHaTa e()eKTUBHOCT, KOMIETEHTHOCT M Kay3alHa CyOeKTHOCT.
Jlmunute mpeueHkn 3a “A3”-epeKTHMBHOCTTa HE ca TeHEepaJu3UpaHu
YYBCTBA 32 YCIEX WM KOHTPOJI, a MO-CKOPO OlleHKa Ha TOBa, KOJIKO 100pe
YOBEK MOJKE Ja JeiicTBa B crierduuna cpema (Andreeva, 1998; Mutafova,
2015; Orakova, 2000, pp.8-11) u B TO3M KOHTEKCT ¢ pedIIeKCHBEH
KOMITOHEHT Ha BbTpELIHAaTa MOTHBAIIHS Ha TMYHOCTTA.

PazpabotBaiiku Teopusita cu  3a  “A3”-eeKTHBHOCTTa  OT
MEepCIeKTHBaTa Ha TeopusATa 3a COIUAIHOTO Yy4eHe, A. banmgypa
pasrpaHn4aBa O4aKBaHUITA 32 €)EKTHBHOCT OT OYaKBAHUSTA 32 Pe3yJiTaTa
(Bandura, 1977). OuakBaneto 3a e()€KTUBHOCT € YOCKICHHETO, Y€ YOBEK
MOJK€ YCTEIIHO J1a U3BBPIIN JaJieHO JeicTBre. To e mperenka 3a TuJHaTa
e(eKTHBHOCT, a OYaKBaHETO 32 pe3yJITara € OlleHKaTa, Ye JaJeHO JCHCTBIE
nie J0BeAe A0 ONpEeAelieH pe3ylTar, T.e. IbPBOTO € YOEKICHHETO B
JTUYHATa KOMIETEHTHOCT, & BTOPOTO — yOEXKIEHNETO B COOCTBEHATa Cpea.
Taka 9yBCTBOTO 3a 0€3yCIIENTHOCT MOXKeE JIa € Pe3yATaT WM OT HUCKa “A3”-
e(eKTHUBHOCT, WM OT BB3MPHEMaHe Ha COIUaliHaTa CHCTeMa KaTo
HEOT3WBUYMBA KbM JICHCTBHUATA HA YOBEKA.

Cropen A. bangypa “A3”-eeKTHBHOCTTA M OYAaKBAHHATA 32 Hes
BapupaT IO TPU OCHOBHH H3MEpeHUs: 00XBaT (T.e. TPYOHOCTTa WIH
NPEN3BUKATEICTBOTO, KOETO YOBEKHT € FOTOB JIa MIOCPEIIHE); cria (Min
CBHIPOTHBIISIBaHE Ha OOOpBAIIMS OIUT, T.. yOeXIeHHsATa Ha YOBEKa, Ue
MOJKE€ Jla C€ CIIPaBH ChC 3a/1adaTa) W BCEOOITHOCT (MJIM OTHOCHTEITHATA
creried Ha crerduunoct) (Andreeva, 1998; Bandura, 1977; Mutafova,
2015).

Bucokara “A3”-eeKTHBHOCT WMMa OJIAarOTBOPHHU IOCIEAWIIA Upe3
"akTyanusupamniata TEHACHUUA" - MpUpOAHATA MBAPOCT, 3AN0KEHA B
opraHu3muTe, YoBeka M Bcenmenara karo mso (Rogers, 1965). Toma ¢
TEHACHIUATA KBbM pa3BUTHE, O3[paBiBaHe, KbM TBOPYECTBO U
commanu3arus cnopen K.Pomxbpe (Rogers, 1965). Toit yecto m3mon3ea
MeTadopaTa 3a MOKBIBAHETO Ha OOOEHOTO 3BPHO: TOBA, KOETO IIe MOpacHe
€ 3aJ0KeHO B CEMEeTO, a TPaJuHApAT, PECIEKTUBHO O0ydJaBaIIHAT, MOXKE
camo Ja ch3/1aJe Hal-moOpHUTe yCIOBHA 332 ONTHMAITHOTO My pa3BuTHe. Ts
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03Ha4yaBa, Y€ BH3MOKXHOCTUTE 3a JOOPO 37apaBe ce "ChabpKatr" B YOBEKA U
TpsiOBa camMo Aa OBIAT CTUMYJIHPAHHU 32 HOPMAJIEH PAacTeX U Pa3BUTHE, 32
OTCTpaHsSBaHE Ha MPEISATCTBUATA TaKa, Y€ TOW OTHOBO Jia C€ JABMKU HATIPE]
(Rogers, 1965).

ToBa e cBBp3aHO ChC camoakTyamusarmsara (Rogers, 1965). B
OCHOBaTa Ha “BBTPEUTHOTO HM3pAacTBaHE” Ha WHAMBHAA € OOIIYBAHETO C
JIPYTHTE XOpa, M3rpaJiecH0 Ha 0a3a Ha TOIUIMHA M J00pOKEIaTeNCTRBO.
Pomxbpe n3cienBa peHOMEHa eMIATHS - B CBOUTE IMBPBU (POPMYIHPOBKHU
TOM ompeiess eMIATHHHUTE ChCTOSHUS KaTo MPOJAYKT Ha OOIIyBaHETO, HO
pazOupaHusaTa My 332 €MIIATUIHHSA HAYWH Ha OOIIyBaHE MEXIy CYOCKTHTE
ce mpomensr (Rogers,1965). ABTopbT cumTa, Y€ B H3BECTEH CMHCHI
CyOeKTBhT ce muctaHimpa oT cBoeto “A3”. CyOekThT ce “00pbma” KbM
cBoeTto “A3”- Toect peduiekcupa. OOEKTHT Ha BIHMSHUE INpepacTBa B
cyOeKT, KOWTO ce camopa3BuBa (B CHOTBETCTBHE CBhC COOCTBEHUTE CH
BB3MOXHOCTH). ABTEHTHYHOTO TMOBEJICHUE Ha JIMYHOCTTAa ce 00ycnaBs OT
crocoOHOCTTa i Ja peduiekcupa, 3a Ja ce HM3rpaaud cuctemara “A3 u
A3”(T.e. pedIeKCUBHHUIT KOMIIOHEHT Ha BHTPEIIHATA MOTHUBAIINs), HE CAMO
cuctemara “A3 u apyrure”(T.e. peICKCUBHUIT KOMIIOHEHT Ha BhHIIHATA
MoTuBanus). Ta3m crmocoOHOCT ce  aKkTyauu3upa B XoJa Ha
WHANBUAYaTHOTO pasputre Ha mHauBUma. Cropen K. Pomxwpe (Rogers,
1965), gecto xopara IMaT HETPaBUIIHA MPEJICTaBa 3a ceOe CH U I'bBKaBaTa
caMoOlIeHKa € HeoOX0AuMO yclioBre 3a 0e300J1e3HEHO MPHUCIIOCcO0sBaHE Ha
WHAVBHUA KBbM TIOCTOSTHHO TPOMEHSIINTE ce ycioBus. M3cmensanu ca
CaMOCBH3HAaHUETO, CaMOOIEHKATa, MOTHBAIUATa W (PYHKIUUTE UM 3a
passuTHe Ha quuHocTTa (Rogers, 1965; Maslow, 1943).

ITo wm3crmemoBarencku NaHHM, YYBCTBOTO 3a “A3”-e(heKTUBHOCT €
CBBP3aHO C TIO-BHUCOKAa CTEMeH Ha ce0eyTBhp-kKAaBaHe, IO-BUCOKA
CaMOOIIeHKa, ITO-CHITHO YyBCTBO 32 KOHTPOII BBPXY )KHBOTA, [TOBEYE YCIIEXH
B paborata W MMO-T0OpH akaaeMuuHd mocTwkenus (Andreeva, 1998;
Bandura, 1977; Orakova, 2000, pp. 8-11). Oraennute Xopa ce pa3invaBar
10 OTHOIIIEHHE Ha CAaMOCH3HAHMETO CH, a TOBAa € HEPa3pUBHO CBHP3aHO ChC
CTETCHTa, IO KOSTO T€ MOTaT W B JICHCTBUTEIHOCT YIPAXXHSBAT KOHTPOI
BbPXY BBHIIHOTO CH TIOBEJCHHE, CCOCTIPEACTABIHETO CHU M HEBEPOATHUS
n3pa3 Ha eMmomuuTre W adexra. MHOrO H3ciIemnoBaTeNy IOKIAABaT 3a
YCTaHOBSIBAHE Ha MTOJIOKUTEITHO B3aMMOOTHOIIICHUE MEX Ty
ceOeHaOm0laBaHET0O W BBHINHOTO  CaMOCh3HAHHE, a  IOHSKOTra
cebenabrofaBaneTo ce Haprda u “A3”-neprenus (Andreeva, 1998).
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XopaTa, KOUTO c€ PHKOBOAAT OT MH(pOpMANUATA 3a CHTyarusaTa (¢
BHCOKH PE3YyJITaTH 1O cKajara 3a ceOeHadmogaBane), 1eMOCTPHUpAT U T10-
rojsiMa “KpoCCUTyallMOHHA MTPOMEHIMBOCT B moBecHueTo cu (Andreeva,
1998; Orakova, 2000, pp. 8-11).

Jlumara, KOoWTO mWpuUTEXKaBaT B TMO-TOJNIIMA CTENEH COIHaTHaTa
CIoCOOHOCT 11a ce cebeHabmomaBar, pasriaexaar cBoeto “A3” karo “A3 B
Ta3M CUTyalus , JOKATO TE€3H C HUCKHU pE3yJTaTH IO CKajaTa- KaTo “A3z”-
3aBuHaru (Andreeva, 1998; Orakova, 2000, pp. 8-11).

CrparerusiTa Ha XxopaTa ChC CHIJIHA CITOCOOHOCT 3a cebeHalbojaBaHe
ca [EeJCHACOYCHUTE YCWIMA 3a NparMaTHYHO Chb3JaBaHe Ha o0pas,
NOOXOMAII 33 COLMAIHUTE CHIM M MEXIYJIHMYHOCTUTE TEXKHEHUS Ha
CUTYyaIUsITa, CTPEMEXKBT 1a ObAaT “TOYHMUS YOBEK Ha “TOYHOTO” MSACTO U
B ““TOYHOTO” BpEMeE, T.€. CTpaTerus, KOATO MO3BOJISIBA I'bBKABOCT 32 OBbP30 U
e(eKTHBHO CIpaBsSHE C MPOMEHALIUTE C€ CHUTYalMOHHH H3UCKBaHUS
(Andreeva, 1998; Orakova, 2000, pp. 8-11; Stamatov, & Minchev, 2003;
Mutafova, 2015).

“A3”-00pa3bT € MHOTOKJEeThYHAa, MHOTOMEpPHa JUHAMHYHA
CTPYKTYpa; JMHAMHUYHA PEryJaTHBHA CUCTEMa, PEICTABSIHA YaCTHYHO BHB
BCEKM MOMEHT Ha caMOoperyianus 1 paboTHUAT B MOMEHTA “A3”-KOHLIENT €
MTOCTOSTHHO M3MEHSINO ce 3HaHue 3a cebe cu (Markus, Smith &Moreland,
1985). MucnoBHUTE CXeMH - HApUYaHH PA3NAYHO - ,.MHAWBHIYyaJCH
MoYepK” WM ,,paMKa” pabOTAT, KaTO CENEKIMOHUPAT MEXaHU3MH, KOUTO
BJIMSAAT BBPXY MH(OpMANUATA, KOSITO TH ChIIBTCTBA - KakK sl CTPYKTYpHpaT,
KaKBO 3Hau€HHE W MpUAaBaT, KAaKBO MOraT Ja s npassT cien ToBa (Markus,
Smith & Moreland, 1985). Te uMaT OTHOIIIEHHE KBbM CTPYKTYPHPAHETO HA
MOTHUBAIIMATA HA YUUTEIUTE.

PednexcuBHOTO “A3” y pasnmuvyHATE XOpa Ce€ pa3imyaBa 110
CBHABP)KAaHUE, HACOUCHOCT (fa Ob/ie MOMOKUTEIHO WM OTPHUIATENHO), IO
WHTCH3UBHOCT (CHMJa HAa 4YYBCTBOTO), KOHTPACTHOCT (3HAYUMOCT 3a
cybOekra), mociemoBaTeHoCT, ycroidunBocT u ap. (Orakova, 2000). 3a
pas3iuKa OT JPYTH yCTaHOBKH, pe(hIeKCUBHOTO “A3” ce XapaKTepu3nupa ChC
CBBMAJIcHUE Ha OOEKT M CyOeKT Ha YCTaHOBKA; ChC CHBMECTUMOCT Ha
CBHXKACHUATA 3a cebe cu chec caMmooleHsaBaHe. JleficTBusATa KbM camusi cede
CH C€ peaJu3upar OT IIO3ULKATA HA OTHOLIEHNE Ha JMYHOCTTa KbM cebe cu
KaTo KbM CcyOekT Ha neiictBue. EmMonmuTe, BB3HUKBAIIM MEXKIY
KOMIIOHEHTHTE Ha pPe(ICKCHBHOTO ‘‘A3”-KOTHUTHUBEH, EMOLIMOHAJICH U
KOHAaTHBEH (TIOBEACHUECKHW) C€ peaau3upaT dUpe3 TrpaTHUKAIHL
(ynosneTBopeHmue) u (pycTpamusi Ha TNOTPeOHOCTHUTE Ha CyOekra.
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[lonmoxurenHuTe eMoUUM  IIOBUINABAT HUBOTO Ha  COOCTBEHATa
edexTuBHOCT. Te ca CBbp3aHU C aBTOKOMYHHUKALIMMTE U Ca B OCHOBAaTa Ha
YBENTMUEHHU [Mamna3oH OT BB3MOXHM HAUYMHU 32 CaMOM3pa3siBaHEe H
camopeanu3anus Ha nuaHoctTa. Crnenudukara Ha pediaekcuBHOTO “A3”
(Andreeva, 1998; Mutafova, 2015; Orakova, 2000, pp.8-11) ce cscTom B
HeroBaTa OMMOJIATHOCT, T.€. OTPaKEHHE Ha OHOBA, KOETO MPUHAJICKN Ha
“A3”-a Ha JMYHOCTTA MHTEPCYOEKTUBHO (T.e. € peIeKCUBEH KOMIIOHEHT
Ha BBHIIHATA MOTHBAIMS) W HWHTPa-HHAMBUIYATHO (T.e. € pedIeKCHBEH
KOMITOHEHT Ha BBTPEITHATA MOTHUBAIIHS) .

B cBosta OumomanmHOCT, peduiekcmBHOTO “A3” € Moayc Ha
MOTHBAIIMOHHA aKTUBHOCT Y CyOeKTa.

Crnopen [.H.V3nan3e noBejeHuero Ha cyOekra ce TIpOSBSBa B
ekcTeporeHHa (opma (B OCHOBaTa Ha KOSTO ca CyOCTaHLMOHAIHUTE
MOTPEOHOCTH) W UWHTeporeHHa ¢opmMa (B OCHOBaTa Ha KOSTO ca
¢byukimonanuure norpednoctr) (Uznadze,1985).

v “A3”-KOHLENIMATA € JMHAMUYHA YCTAHOBBYHA IIOACHCTEMA Ha
ncuxukata Ha cybekra (Orakova, 2000). @yHKIIMOHUPAHETO W CheHCTBA
3a KPOCCHTYallMOHHA MTPOMEHJIMBOCT, 32 aHTHIMNANWS, 32 QUITpHpaHe Ha
UHTEePCYOEKTUBHOCTTA U MHTPAHHIUBH/yaTHOCTTa Ha CyOeKTa - BKIIFOYBAT
ce JMYHOCTHH MEXaHW3MHU- HECh3HABAHO CH3HATENHO (HEOCH3HAT KOHTPOJI
Ha €MOLMH U HMIYJICH B 3aBHCUMOCT OT PalMOHAJIIHA MHTEPIpETalus Ha
CUTyallusiTa), OTpUIaHHE (HEJOCTaTbYHO OCHh3HABAaHE HAa OINpEACICHU
CbOUTHSA, MPEKUBSIBAHUS, YCEIIaHWUs, KOUTO OMxa NPUUMHMIM OOJiKa Ha
YoBeKa IMpHM IMPHU3HAHHETO 3a TsX), H3TIAcCKBaHE (HECH3HATEIHUTE
NCUXUYHU 00pa3yBaHMs B €JMH MOMEHT B3eMaT BpPbX, HE3aBHCHUMO OT
“neHsypara”’ Ha Ch3HAHHETO), MPOCKIHS (HEOCH3HATO OTXBBPJSHE Ha
COOCTBEHM €MOLIMOHAIIHO HENPHEMIIMBH MHCJIH, YCTaHOBKH, >KEJIaHUS H
MIPUITMCBAHETO WM Ha JPYTH XOpa), CMecBaHe (pa3pexaaHe Ha adeKTH Ha
KbM OOEKTH, KOWUTO HE ca JeHCTBUTETHH H3TOYHHLM Ha MCHXHYECKO
nanpexenue) (Plutchik, Kellerman, & Conte,1979, pp.229-257).

v“A3”-00pa3bT € YyCTaHOBBYHA TIOJCHCTEMA Ha IICHXHKATa Ha
cyOeKTa, XapakTepu3upalla ce ¢ HHTepCyOeKTHMBHOCT, MHOXECTBEHOCT,
KOHCHUCTCHTHOCT. B TO3M cMuCHNI 3HaHMeTO 3a cebe cH, OLlEHKaTa Ha
COOCTBEHHTE WM KaudecTBa, IIOBEAEHYECKaTa MM caMopeanu3anus (KaTo
NPOM3BOJHA Ha 3HAHUETO M OLIEHKaTa Ha cebe cu) B JMYHOCTEH U
npodecroHaleH IaH ca B eIMHCTBO. BBB BCEKM MOMEHT Ha MCHXMYHATA
camoperynamnus “A3”-bT UM € MpeACcTaBeH B pabOTHO CHCTOSHUE; BIUSE Ce
ot nmnunoctuute uM aumencun (Uznadze, 1985; Orakova, 2000).
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v'VcTaHoBKaTa € 0COOEHO ChCTOSIHME HA CIMHCTBO HA BBHIIHH W
BBTpEIIHH (HaKTOPH, MPEACTABCHH OT MOTPEOHOCTH Y CYOEKTa; CHUTYaIHH
Ha YAOBJIETBOPSBAHETO UM U “MHCTPYMEHTAJIHH Bb3MOXKHOCTH Ha CyOeKTa,
TOECT MPEAUCTIO3UIMSI Ha KOHKPETHO TO-BEJeHHE. Y CTaHOBKATa € OCHOBA
Ha aKTHBHOCTTa Ha cyOeKkTa, OTpassBalla pejaluoHHATa W CHITHOCT.
MoaychT Ha CBIIECTBY-BAHMETO W Cce 3aKiio4aBa B Clocoba w
ChIBPKAHUETO Ha OTHOIIE-HHETO KbM cBera M KbM cebe cu (Uznadze,
1985; Orakova, 2000).

Pedrnekcusita y cybekTa e MHTerpajiHa CIIOCOOHOCT 32 OCMHCIISHE Ha
COOCTBEHOTO CH Ch3HaHHME, IeHHOCT U oburyBaHe. JInuHocTHaTa pedekcus
ekcrumgupa  (QyHKIMOHHMpaHeTo Ha  “A3”-a  BBB  BpEMETO B
UHTepCYOCKTHBEH U MHTpanHauBuyaneH miad (Orakova, 2000).

Pedrnekcusata e mpeiacraBeHa B MOHHUCTHYHATa CTPYKTypa Ha
mugroctTa (Morgun, 1987; Orakova, 2000).

Pedrniekcusita ¥ OpPOCTPAaHCTBEHO-BPEMEBUTE OpUEHTAIlMA  HA
JUYHOCTTA: KaTo pediekcrs Ha MUHAJIOTO, CBhp3aHa ChC CAMOOIICHKATa Ha
HalpaBeHOTO; Karo peQeKCHsi Ha HACTOAIIETO, CBbp3aHa CbC
CaMOKOHKpOJIa ¥ KOpEKIMATa Ha TeKyllaTa ACHHOCT; KaTo pedieKkcus Ha
OBJCIIETO, ONPEEISIIO MITAHUPAHETO U PEABHKIAHETO.

Pedpnekcusita M TOTPEeOHOCTHO-BOJIEBUTE NPEKHMBSBAHUS  Ha
JMYHOCTTA: KaTo 3aCHiIBaHE U OTcIa0BaHe Ha BOJEBaTa caMOperyJanus Ha
OTpULATCIHUTE IIPCKUBABAHUA npu BHUCOKa HMHTCH3UBHOCT Ha
HEYIOBJICTBOPEHH NOTPEOHOCTH; KAaTO OIPENENCHOCT, MIHOPUPAHE WM
BB300OHOBsSBaHE Ha  aMOWBaJeHTHH  TpeXuBsiBaHwus  (yIUBICHUE,
J0003HATEHOCT | JIP.); KaTo 3aCHJIBaHE Ha ITOJIOKUTETTHH MPEKUBSIBAHHS
NPy HUCKA MHTEH3UBHOCT HA YIOBIETBOPEHHU MOTPEOHOCTH.

Pedrnexcuss m chappkaTenHa HACOYEHOCT Ha JIEHHOCTTAa: Kato
IUTAHUPAHE, CaMOaKTyaJIn3alHsl, CAMOKOHTPOJI, KOPEKIMS M CaMOOIIEHKa Ha
CBOS TPY[, Ha CBOETO OOLIyBaHe, Ha CBOETO MOBeACHHUE (TIeJaroruuecKko
MalCTOPCTBO), Ha COOCTBEHHTE KadecTBa Ha IMYHOCTTA.

Pedrnekcusita m paBHUIIETO Ha yCBOSBaHE Ha JEHHOCTTA: KaTo
o0y4yeHre upe3 WHTEePHOpHU3alMsA; OChb3HABaHE Ha HOpMaTa Ha yCBOEHaTa
JIEHHOCT ¥ OTKJIIOHEHUS OT Hesl; OCMUCIISIHE Ha TBOPUYECTBOTO KaTO THPCEHE,
1o100p U KOHCTPYUPAHE Ha MPOAYKTH.

Pednekcusita m mpenmectByBamuTe (HOpMH Ha peanu3alus Ha
JeHHOCTTa Ha JHWYHOCTTA: KaTo NpPOW3BOAHA (GopMa OT MOTOpPHKATa
(To3HABaTETHU ABWKCHUS), MEPIENIINATA (ITO3HABATETHN BBINPUATHS) H
pedra (MO3HABATEIIHO OCH3HABaHE ITOCPEICTBOM e3mKa). JloOpe pazBuTaTa
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pedrekcusi okazBa 00paTHO PEryJMpalio BIHSHUE HA Pa3UIHUTE (HOpMH
Ha peanu3anys Ha AeHHOCTTa Ha JIMYHOCTTA.

B KkoHTekcta Ha MHOTrOMEpHATa KOHICMIUS Ha JHUYHOCTTA,
pednekcusita Ha yuurenute (Morgun, 1987; Orakova, 2000) e kommoHeHT
Ha WHTEPUHIUBH/yaTHATa-BhHIIHATA U UHTPAUHIN-BUIyaIHATa-BbTPEIIHA
MOTHUBAIMS. YUUTENUTE pealu3upar MNPEANOYHTAHUATA CH [0 BCHYKH
WHBApHUAHTHU U Taka ,,0lpPeIMETIBAT * MOTUBUTE ,T.€.- Peau3upar ,,MOTHB C
nen®. [Ipu BbHITHATA MOTHBAIIUS 1ENITA € HHTEPUOPH3UPAHA OT YUUTEIUTE
ot apyrure xopa B Comuyma, a TpW BBTpENIHATA MOTHBAIMS IENTa €
WHTEpUOPpU3MpPaHa OT yuuTenuTe Ha cebe cu. [lpuHImnuTe 3a aKTUBHOCT,
3a CB3HATENHOCT, 3a pedUIeKCMBHOCT W 3a TOJEPAaHTHOCT ca
ocuopomojtaramy  3a  yumrens  (Vasilev, 2006). TIloctura ce
YIOBIECTBOPCHUE HA TOTPEOHOCTTa HA YYUTENdS OT CaMOIO3HAHUE H
camoaktyanusamus (Rogers, 1965; Mutafova, 2015, 2007). Peanusupa ce
HeCh3HATeNTHaTa W Ch3HATEJHATa  caMoperyjanusi; HeoCh3HATara
(peaktmBHA) W ocb3HaTata (peduiekcuBHa) camoopranmsanus (Vasilev,
2006)- BKJIFOYHMTEITHO Ha BHTPEIIHATA U BHHIIHATA MOTHBALIUS HA YIUTEIIS.
PednexcuBHUTE KOMIIOHEHTH Ha MOTHBAIMsITa ca (DaKT, KOHUTO 00yciaBs
aJieKBaTHAaTa BbTPELIHA U BHHIIIHA MOTHUBAIMSI HA YIUTEIHUTE.

Cw3nanena e ,,Ckajga 3a MOTHBAIUsITa HAa Y4uTeNls Ha Mapus
Myradosa*:

WNHucrpykuus:

KaxBo Bu MmoTtuBHpa B yuntesnckara mpodecus ?

Ompenenere cremeHTa Ha M3pa3eHOCT HA BCSIKAa OT OINUCAHUTE
MOTHBALIMOHHM XapakTepucTtuku. Orpajnere egHo oT yuciaata oT 1 mo 7,
KaTo 1- 03HaYaBa MMHMMAJHA CTENEH Ha M3Pa3eHOCT HA MOTHBALMOHHATA
XapaKTepUCTHKA, a (- O3HauaBa MaKCHUMajHa CTENEH Ha M3pPa3eHOCT Ha
MOTHBALIMOHHATA XapaKTEPUCTHKA.
bnaromaps Bu!

IIpusitaa padota!

1 | YaoBneTBopeHHeTo B padoTata Me MotuBupaga | 1234567
CHbM J00Bp yUHTEL.

2 | Ycrmexurte Ha YYCHUIIUTE ME BIBXHOBSIBAT Ja 1234567
“MaM HOBH HJEH B paboTara.
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3 | [IpectmwxbT Ha yuuTenckara npodecus mMe 1234567
MOTHBHpA B peaIn3alyaTa MA Ha YIUTEI.

4 | HoBute npeau3BUKaTEICTBa HA YUUTEICKATA 1234567
npodecus Me MOTHBUpAT B peaii3alysiTa MU Ha
YUHTEIL

5 | OtroBopHOoCcTTa MU A2 CbM J100Bp yuutenemoe | 1234567
NpU3BaHNE U M€ MOTHBHpA B paboTaTa.

6 | JoObp 4OBEK CbM M MPU3BAHUETO MH J1a CbM 1234567
I00Bp yUUTENT ME MOTHBHpA B paboTara.

7 | YBaxxeHHETO MU KbM yuuTeNckaTa nmpodecusi me | 1234567
MOTHBHpA J1a CbM BCEOTJaeH 1 01aropojeH
YUHTEIL.

8 | CamoyBakeHHETO MU M€ MOTHBHpA J1a CbM 1234567
BCEOTAACH YUHTEIL

9 | OnobOpenunero Ha Apyrute xopa Me MoTuBupana | 1234567
CBhM OJIaTrOpPOJICH yUUTE.

10 | KonkypeHnusaTa ¢ APYruTe YUUTEIU ME 1234567
MOTHBHUPA JIa CbM J00Bp YUHUTEIL

11 | Pagoctra Ha ApPyTrUTE XOpa, KOraTo paboTAT ¢ 1234567
MEH, M€ MOTHBHpA Ja CbM
n00Bp yuuTed.

12 | Ycnexute Ha IpyruTe Xopa Me MOTUBHUpAT Ja 1234567
CBhM JTOOBp YUUTEI.

13 | Y10BIETBOPEHHUETO JIa CbM A00BP YUHUTET ME 1234567
MOTHBHpA B paboTara.

14 | Ocp3HaBaM MpU3BaHUETO cU HA AOOBp yuutenu | 1234567
TOBa ME MOTHBHpA B paboTara.

15 | PagBam ce, ye Mora aa CbM J100Bp yUUTEI U 1234567
TOBa M€ MOTHBHpa B padorara.

16 | JoObp 4OBEK CbM M TOBa M€ MOTHBHpA Jia CbM 1234567
n00Bp yuuTed.

Kurou

Ckaia 3a BpTpeITHA MOTHBAIMA Ha yuutenute: 1, 5, 6, 8, 13, 14, 15,
16.
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Ckasa 3a BpHIIIHA MOTHBAITUA Ha yuutenwure: 2, 3,4, 7,9, 10, 11, 12.

bairsT B TOYKM IO cKajlaTa 3a MOTHBalWA Ha YYHATCIUTE Ce
W3YHCIIABA KaTO CyMa OT TOYKHTE Ha BCSKO HM3CIICABAHO JIMIIC MO CKallaTa
3a BBTpPEIIHA MOTHBAIMS HA YYUTEIHTE W [0 CKajara 3a BHHIIHA
MOTHBALIUA HA yT-II/ITe.HI/ITe.

1=1 Touka; 2=2 ToukH;, 3=3 ToukH;, 4=4 TOUKHU; 5=5 TOUKH; 6=6
TOYKH; 7=7 TOUKHU

Ckayata 3a W3Clie[IBaHC HAa MOTHMBAIMATA HAa YUYUTEIS € C BHUCOKA
HagexaHocT (Anda Ha Kponbax e 0.927), kakTo mo ckajaTa 3a BBTpEITHA
MOTHBAIlMs HA Y4YUTENs, Taka W IO cKajlaTa 3a BHHITHA MOTHBAIHA Ha
YAUTEIIS.

Tabnuna 1: AHanu3 Ha HAJIEKHOCTTA Ha cKajaTa 3a H3CleJBaHe Ha
MOTHBAIIMATA HA YUUTEIS IO CKallaTa 3a BhTPEIIHA MOTHBAIMA HA YIUTEIS
Y TI0 CKajara 3a BhHIITHA MOTHBAIVSI HA YUUTEIS.

Reliability Statistics

Cronbach's Alpha
Based on
Cronbach's Alpha | Standardized Items| N of Items

0.927 0.932 16

H3caeaanu auna

N3cnenBanero e nposeneHo B nepuona 2016 — 2017 r. ¢ yuurenu ot
Peny6nuka boarapus.

Wzcnenpannte nmuma ca 120, ot tax - 18 mexe (15 %) u 102 xenu
(85%). 78 (17 mbxe u 61 xenn) ca ot OV ,,Ce.Ce.Kupun u Meromu®, rp.
Bugun; 42 (1 mpx u 41 xenun) ca ot OY ,Xpucro CMUPHEHCKH TP.
Pagomup, obnact Ilepauk.

Hopmu

Hopmure ca peanusupanun c¢ mporpama SPSS, Vv.20 3a
pasrpaHM4YaBaHe Ha BHUCOKO, CpPEJHO M HHCKO HHBO Ha BBTPENIHA
MOTHBAIlMsS W HA BBHHIIHA MOTHBAllMS HA W3CIEABAHUTE YYUTEIH IO
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CKajaTa 3a MOTHBAIUs Ha y4yuTens (IO cKajaTa 3a BhTPENIHa MOTHBAIIH
Ha YYHUTENs U 110 CKajlaTa 3a BbHIITHA MOTHBAIIMS HA YUUTEIS).

CpenHo apuTMEeTHYHaTa CTOMHOCT MO cKajlaTta 3a BbTpPEIIHA
moTuBauug € 46,15 T., cTaHAapTHOTO OTKJIOHEHUE € 7.53 T., T.€. pe3yaTaTi
mox 38.62 T. ce mpuemar 3a HHCKO HWBO, a pe3ynaTtatd Haj 53.68 1. ce
MpHeMar 3a BHCOKO HHUBO W pe3ynTtaTtu oT 38.62 T. 7o 53.68 1. ce mpuemar
3a cpeaHo HuBO. durypa 1 BU3yanmsupa Mpo-IIeHTHOTO pa3mnpesiesieHue Ha
H3CIeABAHNUTE JIULIA, KOUTO Ca MPOS-BIIIN BUCOKO, CPEAHO M HUCKO HUBO Ha
BBTpEIIHATa MOTHBAIIHS.

@ur.1: IIpoueHTHO pasnpenesieHue Ha H3CIEABAHUTE JHUIA C
BUCOKO,CPEJIHO ¥ HUCKO HUBO Ha BbTPEIIHA MOTUBALIMS.

BbTpewHa moTtusayus

18%

CpenHo apuTMeTHYHAaTa CTOHHOCT 10 CKajata 3a BBbHINHA
motuBanusg € 41,93 1., cTaHmapTHOTO OTKJIOHEeHHE € 7.93 T., T.e. pe3ynraTi
mox 34 T. ce mpueMar 3a HUCKO HHBO, a pe3yaTaru Hax 49.86 T. ce mpuemar
3a BHUCOKO HMBO U pe3ynTatH oT 34 1. 10 49.86 T. ce mpuemar 3a cpeaHo
HuBo. @urypa 2 Busyanu3upa MOPOLEHTHOTO paslpenescHue Ha
W3CJIeIBAaHHUTE JIUIA, KOUTO ca TPOSBIIM BHCOKO, CPEIHO ¥ HUCKO HUBO Ha
BBHIITHA MOTHBAIIUS.
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@wur. 2: [IponeHTHO pa3mpeecHue Ha M3CICABAHUTE JUIA, KOUTO
ca MPOSIBIIIM BUCOKO, CPEHO M HUCKO HUBO Ha BHHIITHA MOTHBAIIHS.

BbHLWHA moTBaumA

17% 18%

B 3akiroueHue, u3cnenBaHMATAa 1O CKajara 3a MOTHBALMs Ha
YUUTEIH, KOSITO ChABPIKA CKala 33 BHTPECIIHA MOTHBALMS HA YUUTCHS H
CKaja 3a BBHIHA MOTHBAIMA HA YYWTENs NpoIbinkaBaT. Hacousa ce
BHHMAHUETO Ha M3CJEIOBATEIIUTE KbM 3HAYMMOCTTA Ha MpoOIeMaTHKa 3a
pedIeKCUBHUTE KOMIIOHEHTH Ha BBHTpEITHA MOTHBAIMS HA YYUTENs U Ha
BBHHITHA MOTHBAIMS Ha Y4YHUTENss B KOHTEKCTA HAa KOMIETEHTHOTO WM
yIOBJIETBOpEHHE OT cee cu U B paboTara CH.
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Abstract
Ergicity characteristics is important area of research into the functioning

of psychological processes and their modeling, to consider current theories
and concepts in psychology of Ergicity characteristics. This paper provides
different theories and definitions related to Temperament and Ergicity
characteristics.
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Numerous authors that believe that the evolution had main role in
shaping the emotions’ characteristics and functions, emphasized the notion
of emotions adaptations (Cosmides, & Tooby, 1997; 2000; Posner &
Rothbart, 2007; 2007a; 2007b).

Numerous studies of the temperament were created in psychological
literature (Adler, 1965; Andreeva, 1998; Buss, 1975).

James - Lange Theory
James suggests that emotions are result of physiological changes
induced by a stimulus.

“My theory ... is that the bodily changes follow directly the
perception of the exciting fact, and that our feeling of the same changes as
they occur is the emotion. Common sense says, we lose our fortune, are
sorry and weep; we meet a bear, are frightened and run; we are insulted by
a rival, are angry and strike. The hypothesis here to be defended says that
this order of sequence is incorrect ... and that the more rational statement is
that we feel sorry because we cry, angry because we strike, afraid because
we tremble ... Without the bodily states following on the perception, the
latter would be purely cognitive in form, pale, colorless, destitute of
emotional warmth. We might then see the bear and judge it best to run,
receive the insult and deem it right to strike, but we should not actually feel
afraid or angry” (Walter, 1927, Lange, & James, 1967).
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Lange agrees with the conception of James about the emotion as a
consequence of the perception of physiological changes. According to him
psychological changes are controlled by a part of the brain (Walter, 1927,
Lange, & James, 1967).

The result is the James-Lange theory of emotion (Walter, 1927,
Lange, & James, 1967). According to James-Lange theory the emotion is a
result of psychological reaction of event. The emotional reaction depends
on the interpretations of those psychological reaction. The James-Lange
theory inverted the way of thinking about the cause and the effect
dependence between the experience of emotion and its manifestation.
James and Lange emphasized that the autonomic activity and actions
induced by emotional stimuli generate the feeling of emotion (Walter,
1927, Lange, & James, 1967).

The Cannon-Bard theory of emotion

Different from the James - Lange Theory Cannon and Bard state that
Emotion-arousing stimuli simultaneously trigger emotional experience and
psychological responses (Cannon, 1927; Bard, 1928;1934). The main
highlight in this theory is the importance of the central nervous system in
triggering a given emotion. As such the psychological changes are
consequence of emation.

The importance of the cognition in emotion is illustrated by Shachter
(Schachter, & Singer, 1962).

Schachter-Singer Theory

According to the Schlachter-Singer theory the experience of the
emotional is determined by an interaction between two factors -
physiological arousal and cognitive label, i.e. when an emotion is felt, a
physiological arousal occurs and the person uses the immediate
environment to search for emotional cues to label the physiological arousal
(Schachter, & Singer, 1962).

Physiological arousal, which is conceptualized as being diffuse in
nature, determines the intensity, but not the quality, of an emotional state.
The cognition determines which emotion, if any, will be experienced. Both
cognition and arousal are necessary conditions for the occurrence of an
emotional state (Schachter, & Singer, 1962).

They assume that the individual needs to understand his
physiological state at every moment. The individual tries to find a cognition
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that allows to specify the relevant emotion every time he experience an
undifferentiated activation. If no corresponding cognition is found likely to
explain why he/she is physically stimulated, he will identify the emotion by
comparison with other individuals in the same situation. However, when
the individual has no explanation, he will not look for factors in the
environment that can explain the arousal.

According to Rusalov the emotionality and social emotionality are
temperamental characteristics (Rusalov, 1989).

The temperament is interpreted by Rusalov as a system of formal,
behavioral changes, reflecting the fusion synthesis, programming,
performance and feedback in the functioning of the human psyche in its
interaction with the subject world and society (Rusalov, 1989; Mutafova,
2011). Affective synthesis corresponds to the ego; Programming of
plasticity; Performance - of the pace and feedback - of emotional
sensitivity. The study of the personality subscales of the questionnaire on
the structure of the temperament of Rusalov is objectively oriented (in the
subject world) and subjectively oriented (communicative in society)
(Rusalov, 1989; 10-21; Mutafova, 2011). The personality scale for
Rusalov's temperament structure contains 9 subclasses: subjective agility,
social agility, plasticity, social plasticity, pace, social pace, emotionality,
social emotionality, a control scale for social desires (Rusalov, 1989;
Mutafova, 2011).

Emotionality - the emotional sensitivity of the person to the
discrepancy between conceived, planned, expected, real object action and
its results; Sensitivity to job failures.

High Level: the person is highly sensitive to the discrepancy between
conceived, planned, expected, real object action and its results, feeling of a
sense of well-being, anxiety, inferiority, high worry about work, sensitivity
to failure, divergence between conceived, Anticipated, actual object-effect
and its results.

Low Level: The person has little emotional reactivity in failure, lack
of sensitivity to work failure, calmness, and confidence in himself.

Social emotionality - emotional sensitivity of the person in the
communicative sphere, sensitivity to communication failures, to other
people's assessments.

High Level: the person is highly emotional in the communicative
sphere, high sensitivity to communication failures.
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Low Level: the person has low emotionality in the communicative
sphere, lack of sensitivity to communication failures, self-confidence, and
situations of communicating with others.

Ekman differ six basic emotions that are with universal expression
and are supposed to have had an adaptive function: joy, disgust, surprice,
sadness, anger, fear (Ekman, 1992a; 1992b; 1999; 1982;1985; 1994;).

Matsumoto and Ekman define emotions as “transient, bio-
psychological reactions designated to aid individuals in adapting to and
coping with events that have implications for survival and well-being”
(Ekman, 1992a; 1992b; 1999; Ekman, Levenson & Friesen, 1983).

The tolerance and the emotional intelligence have an important role
in improving the interaction between different personalities (Stoyanova,
2010).

There are various researches in the psychological literature about the
temperament (Adler, 1965; Andreeva, 1998; Buss, & Plomin, 1975;
Mavrodiev, 2008; 2015; Rusalov, 1989; 2012; Stoyanova, 2011; Mutafova,
2007, pp. 17-19; 2011, pp. 196-215).

The sanguine temperament has a strong, mobile and balanced
superior nervous activity. Sanguinis is moveable, proactive, quickly
adaptable, with strong emotions, but not exceeding necessary due to the
balanced nervous processes; a strong will that provides him with the
necessary resistance to overcome life's difficulties (Mutafova, 2011;
Rothbart & Bates, 2006; Rothbart & Derryberry, 1981; Rothbart et all,
2006).

The phlegmatic temperament has a strong, not very mobile but
balanced nervous system. The phlegmatic is characterized by prolonged
reflection on his actions; with impulsivity; with the knowledge of his
emotions and has no difficulty in overcoming the difficulties. Changes
occur slowly (Mutafova, 2011; Rothbart & Bates, 2006; Rothbart &
Derryberry, 1981; Rothbart et all, 2006).

Choleric temperament is determined by strong but unbalanced nerve
processes. The choleric is excited, unrequited, with frequent change of
decisions and moods; difficult to maintain self-control. His adaptation is
hampered by the instability of his decisions (Mutafova, 2011; Rothbart &
Bates, 2006; Rothbart & Derryberry, 1981; Rothbart et all, 2006).

The melancholic temperament, defined by a weak type of nervous
system. Melancholic is characterized by weakness of will, timidity,
indecision, passivity, sometimes with a depressed mood (Mutafova, 2011;
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Rothbart & Bates, 2006; Rothbart & Derryberry, 1981; Rothbart et all,
2006).

There is no pure temper. Every individual has a temperament
containing components of all four types. Determining his / her affiliation to
one of them is not absolute and is carried out using psychological tests
(Mutafova, M., 2007, 17-19).

For Rusalov the temperament is combination of formal and
behavioral changes reflecting affective synthesis, in the functioning of the
human psyche in its interaction with the subject world and society; ergicity,
quickness, plasticity and emotionality (Rusalov, 1989; 2012)

Subject ergicity generally reflects the activity of a person as: a
pronounced need to absorb the subject world, the presence or absence of a
pursuit of activity, an intense mental and physical labor, also a level of tone
and involvement in the process of activity (Rusalov, 1989; 2012).

Social ergicity relates to the need of the person in social contact; with
his desire to explore social forms of activity; with his aspiration: to
leadership, to communication and to the acquisition of a high rank of
socialization through communication (Rusalov, 1989; 2012).

The personality scale of Rusalov about the structure of the
temperament contains 9 subclasses: subjective ergicity, social ergicity,
plasticity, social plasticity, pace, social pace, emotionality, social
emotionality, a control scale for social desires (Rusalov, 1989; 2012).

The respondents' answers are based on the degree of expression of
the specific behavior in the questions of Mutafova's modification of the
Rusalov temperament questionnaire from 1 to 7, with 1 being the smallest
and 7 the maximum degree of expression (Rusalov, 1989; 2012; Mutafova,
2014; 2015; Orakova, 2000).

Questionnaire for the structure of the temperament (Rusalov, 1989;
2012) (Translated from Mutafova).

Instructions: "You are asked to answer 105 questions. Questions are
focused on clarifying your usual behavior. Try to present typical situations
and give your first natural answer that comes to your mind. Respond
quickly without thinking and without missing a single question. Remember
there are no "good" or "bad" answers. If you chose yes, type "yes". If you
have chosen a "no™ answer, type "no".

Are you a moving person?

53



Are you always ready right away without thinking about joining a
conversation?

Do you prefer privacy than a large company?

Do you experience a constant thirst for activity?

Your speech is usually slow, right?

Are you a wounded person?

Do you often sleep less because you have quarreled with friends?

Do you always want to do something in your free time?

Does your speech often overtake your thoughts in conversation with
other people?

Are you annoyed by the rapid speech of your interlocutor?

Would you feel unhappy if you have been deprived of the
opportunity to communicate with people for a long time?

Have you ever been late for a meeting or a job?

Do you like to run fast?

Are you experiencing the stumbling blocks in your work?

Is it easy to carry out work that requires continuous attention and
great concentration?

Is it difficult to speak very fast?

Are you often worried when you have not done the job properly?

Do vyour thoughts often jump over each other during the
conversation?

Do you like games that require speed and agility?

Is it easy to find other options for an already solved task?

Are you worried if you are misunderstood the conversation?

Do you have a complicated, responsible job?

Do you come to talk about things you do not understand?

Do you grasp the fast speech?

Is it easy for you to do many tasks at the same time?

Do you have any conflicts with your friends about telling them
something, thoughtlessly earlier?

Do you usually prefer simple work that does not require much
energy?

Are you easily upset when you find minor deficiencies in your work?

Do you enjoy a job?

Is it easy to communicate with different people?

Do you usually prefer to think, to weigh things up and then to speak?

Avre all your habits good and desirable?
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Do you have fast movements with your hands?

Do you usually keep silent and do not contact when you are in the
society of little-known people?

Are you easily switching from one solution to another?

Are you sometimes inclined to exaggerate in your imagination the
negative attitude of your loved ones towards you?

Are you a conversational person?

Is it usually easy for you to perform a job requiring instant reactions?

Do you usually speak freely, without hindrance?

Are you worried that you will not be doing your job?

Are you easily offended when your close people point out to you
your shortcomings?

Do you attract tedious, responsible work?

Do you consider your movements slow?

Do you happen to keep thoughts that you would like to hide from
others?

Can you think without thinking about asking another person a
questionable question?

Do you enjoy rapid movements?

Is it easy to "generate" new job-related ideas?

Are you worried about a responsible conversation?

Can you say that you are fast executing your order?

Do you like to take large amounts of money on your own?

Is your mime rich in conversation?

If you promised to do something, do you always fulfill your promise,
whether you are comfortable or not?

Are you afraid that others are treating you worse than they should?

Do you usually prefer to perform only one operation?

Do you enjoy games at a fast pace?

Are there many long pauses in your speech?

Is it easy to bring in a big company?

Do you usually feel a surplus of strength and want to do some hard
work?

Is it usually difficult to switch your attention from one job to
another?

Do you have the chance to spoil your mood for a long time that you
have failed a planned job?
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Are you often not asleep because you are not dealing with things
directly related to your work?

Do you like to be a big company?

Are you excited as you make friends with your friends?

Do you have a need for work that requires dedication?

Are you sometimes going out of yourselves, angry?

Are you willing to solve many tasks at the same time?

Do you keep yourself in a big company?

Avre you often giving your first impression?

Are you worried about the lack of confidence in the job?

Are your movements slow when the masters do something?

Is it easy to switch from one job to another?

Do you read aloud quickly?

Do you sometimes crawl up?

Are you silent when you are in a friendly circle?

Do you need people to cheer and comfort you?

Do you have many different orders at a time?

Do you work fast in a fast pace?

In your free time, do you attract the opportunity to talk to people?

Do you often suffer from insomnia when working failures?

Do you shake your hands during a quarrel?

Do you think long before you make your point of view?

Are there among your acquaintances people you do not like?

Do you usually prefer light work?

Are you easily offended in the conversation with trifles?

Do you usually decide to start a conversation first?

Do you attract people?

Are you inclined at first to think and talk?

Are you often excited about your work?

Would you always pay for transporting luggage during transport if
you are not afraid of checking?

Do you usually have a special night and company?

Do you tend to exaggerate in your imagination job failures?

Do you like to talk quickly?

Is it easy to refrain from speaking of an unexpected idea?

Do you prefer to work slowly?

Are you worried about the slightest difficulties in the job?

Do you prefer the slow, relaxed conversation?
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Are you often excited about your mistakes at work?

Are you able to successfully carry on a lengthy, labor-intensive job?

Can you, without a long thought, turn to another person?

Do you often worry about feeling insecure in communicating with
people?

Are you easily taking on new tasks?

Are you tired when you have to talk long?

Do you prefer to work relaxed without much strain?

Do you like the varied work that requires switching attention?

Do you like to be alone with yourself for a long time?

KEY:

Ergicity / Erg / Yes - Questions 4, 8, 15, 22, 42, 50, 58, 64, 96; No -
27, 83, 103.

Social Ergicity / SErg / Yes - 11, 30, 57, 62, 67, 78, 86; No - 3, 34,
74,90, 105.

Control issues of social desirability / K / Yes - 32, 52, 89; No - 12,
23, 44, 65, 73, 82.

The Rusalov’s gquestionnaire is used to diagnose the properties of the
"subject"” and the "communicative" aspect of temperament. The
respondents' answers are "yes" or "no", which means that the questionnaire
is a dichotomous.
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Abstract

Countless researches have been dedicated to the structure, functions and
possibilities of forming the self-assessment, the concept of the personality’
self-esteem, a positive or negative unit forwarded to oneself and others
(Coopersmith, 1967; Rosenberg, 1965; Mavrodiev, 2015; Mutafova, 2007;
2014; 2015; Orakova, 2000; Stoyanova & Peneva, 2014).
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The terms self-assessment and self-respect are highly dependent
structural components of the term self-esteem, which is relatively stable
and is a component of the self-consciousness of the personality (Peneva &
Stoyanova, 2011; Stoyanova & Peneva, 2014, p. 90).

The adequate self-assessment is based on positive and assertive
behaviour of the personality (Peneva, 2012).

The persons with a realistic self-assessment are more intelligent and
worry and fear more the potential setback to come (Velichkov, 1989). The
research for the specifics of the personality of the ones, who have
developed the need to feel accomplished shows that they are characterized
with higher expectation for success and acceptance of their future
realization, one full of success. They consider perfection to be more viable
that prestige. They acknowledge the preciousness of time and develop
skills, which aid them with the way they spend their time (Velichkov,
1989).

Perception is perhaps our most important mental/psychological
function, in that it is a prerequisite for all other processes of our cognitive
system. An organism that lacks perception is not capable of learning,
memorizing, thinking and developing consciousness. Perception is the
basic way in which we receive information about the environment we live
in. According to Reid (1785) perception is the set of experiences that are
associated with external environmental stimuli. Sense on the other hand, is
the internal experience of the organism that does not connect to any
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external object. Therefore, perception is the product of a mental process
that connects the respective organic experience with the outside world and
gives meaning to the cognitive system. According to Samartzi (1998),
concept in psychology is defined as the way in which the experiences
perceived by our senses are transmitted. Perception is a function controlled
by the conscious part of oneself which organizes the conscious thoughts
and desires.

The perceptual process can be divided into several stages. This
distinction does not mean that concept is occurring partially. It is simple a
means to simplify its study. The stages of perception are:

External stimulus (eg light) that enters the sensory organ (eye).

Recording of that stimulus in the sensory organ (picture on the
retina). Create electrical signals from the receptors.

Transfer of signals by specialized neurons.

Signals reach the brain.

Signals are analyzed by the brain.

Perception of an external object.

These stages involve a static perception. However, in reality,
perception is scarcely a static event. The body reacts to perception (usually
through movement) which leads to new perceptions so that the process is
repeated.

According to cognitive theories, the perceptual stimulus is poor in
information and it requires further cognitive processing in order to enable
the individual to gain an understanding of his/hers environment. Perception
depends on learning, memory, speed of process and the conscious
knowledge which we have acquired through our previous experiences. The
basic principle of cognitive theories about perception is that the latter can
be defined as the end product of a series of mental functions that are
occurring in our perceptual processing system. Under that prism, one can
argue that thought, expressive speech and problem-solving planning is the
end product of a perceptual/cognitive process that involves many and
different functions.

Developed cognitive/perceptual abilities of young children -even
from infancy- are considered as indicators of giftedness (Antoniou, 2009).
Special cognitive abilities that are exerted in 1Q test, extraordinary memory
and the ability to learn new information are considered to be related to
increased perceptual awareness of gifted children (Thomaidou, 2008).
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As a cognitive regulator of personal competence and resources that
the person can use in certain circumstances, its own system of self-
assessment acquires the self-sustaining capacity and the basis for
sustainable strategies of development and use of personal competence
(Rosenberg, 1965; Tair, 2006; Stoyanova, 2010, 2011; Velichkov, 1989,
pp. 59 — 63; Orakova, 2000, pp. 58-59; Mutafova, 2014, 2015).

Exploring the interrelationship between the self-assessment and the
communicative strategies reveals that individuals with low self-assessment,
when having a conversation, have their focus set on protecting themselves
from criticism and unwillingness. They consider the tasks for social
interaction to be difficult and prefer to receive information that makes it
harder for them to express themselves. Concerning the strategies of the
behaviour in situations, where beforehand a bad reputation was made to
others, individuals with high self-assessment don’t conform to other
people’s opinions for them and are capable of behaving in a certain
manner, with which they make people see them in a more positive aspect.
Individuals with low self-assessment, who confirm others expectations
towards them and review the situation as a source of limits, rather than a
source of possibilities for personal manifestation. Researches reveal that
individuals with high self-assessment remember and use vital information
for the “Self” more often after success, but those with low self-assessment
use the said information after a setback. The easy pliability of the reactions
of the learned helplessness for the people with low self-assessment is due to
the activating of the self-evaluative data with negative content, in which a
strong generalizing of the failure happens and a denial of the way it
actively works. That is how the self-assessment, with the help of the
activated and processed information, is a cognitive regulator of the personal
competence and resources, which a person can invest in certain
circumstances. The system of self-assessments of the personality receives
the quality to self-sustain and it’s hard for it to give into a certain change.
Stable strategies of development are formed and used for personal
competence. (Velichkov, 1989, pp. 59 — 63; Orakova, 2000. p. 59).

Furthermore, this overexcitability of the senses drives perception,
consciousness and emotion. It also bridges the gap between the cognitive
and the emotional level of their lives. This level of conscious awareness or
self-consciousness that leads the individual to think and criticize his/hers
experiences is called apperception. Perception is an interpretive process
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that is not based only on information coming from the stimulus but is also
influenced by previous experiences and knowledge.

According to Jung apperception is the foundation of learning and is
defined as “the psychic process by which a new content is articulated to
similar already — existing contents in such a way as to be understood or
clear” (Watson, 1914). Further, term apperception describes the minds and
psychological perception of itself, integrating the past and the present
experience. It’s any portraiture of our perception of the world and includes
sensory memories, language, personal beliefs, etc. According to Gennaro &
Huenemann (1999), apperception is not consciousness but self-
consciousness or self-perception.

The psychoanalytic process had studied the perceptual and
apperceptual abilities as mental functions through which individuals organize
their consciousness (thoughts, perceptions) and unconscious desires.

The research of Stamboliyska (2016) includes certain aspects of
cognitive processes and operations of students from primary school age,
and investigates their level through indicators: perceptual categorization
relational signs, perception of compliance with standard touch, finding the
equivalence and similarity by perceptual differentiation, perceptual
recognition and identification, representation of the information and
attribution (marking them), scanning and registration of the information,
classification, setting class and series, understanding of the logical relations
and a character orientation, regarding to optimization of the sensory
knowledge (Stamboliyska, 2016).

The interaction between Id, Ego and Superego is presented in the
Freud’s three-component model of personality. With the protective
mechanism sublimation (as a mechanism through which the retained sexual
energy will be redirecting to non-sexual objects and activities that is
acceptable for the individual and for the society) the personality realizes
creative activity (Freud, 1990). Freud describes the giftedness from a
conscious and unconscious perspective. In this sense, the Freud’s theory
may be used as a base of an analysis of perceptual and aperceptual abilities
of 7-12 years old children.

Freud describes perceptual and apperceptual abilities from a
conscious and unconscious perspective. According to his first theory, the
psych of individuals can be studied according to their level of
consciousness. That is, the psych can be described according to the degree
of awareness about the psychological phenomena that occur within an
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individual. So the three levels are the conscious, the preconscious and the
unconscious (Potamianos, et al., 2002).

The conscious level includes memories, emotions and thoughts. It is
defined by data that the individual is aware of, whereas the preconscious
consists of all which can be retrieved from memory. These two parts are
closely connected but do leave a large area to be filled by the unconscious
level (Auffret, 2005). Information or knowledge about this level is not
known but Freud argues that there lie the ideas, the impulses and the
feelings of anxiety or pain in general, which are presented symbolically in
dreams or parapraxes (i.e. a slip in memory, speech, writing or random
‘accidents’).

Additionally, in his second theory, Freud describes three parts of the
mind: Id, Ego and Superego.

The Id is driven by the basic instincts of sexual desire and urges, acts
on the principle of gratification, i.e. aims at maximizing the immediate
gratification, and operates entirely on the unconscious level (Potamianos,
2002).

The Ego (Ego) is the pragmatic part of our personality. It includes the
psychic and cognitive functions through which the individual perceives
reality, thinks and acts. It operates on what Freud called ‘reality principle’
and aims at maximizing gratification within the limits of the real world. It’s
role is to balance the demands of the Id and Superego. The Ego develops
from infancy, emerges approximately in 6 months and is identified within
the conscious level.

The Superego includes the ethical and social values of the individual.
It assumes the role of consciousness, creating feelings of guilt when social
norms are being violated. It is formed from the age of 4 and onwards.

Figurel. Visualization of Freud's theory.
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Taking into account the framework of modern tendencies in the field
of school psychology, as well as empirical data about the contribution of
psychological programs for the promotion of mental resilience and well-
being at a school environment, we have chosen to implement the program
‘Social and Emotional Learning’ in this study, as the optimal method for a
group of preschool children, given the multitude of studies that support the
positive outcome from such trainings both in social/emotional skills at
school and at the daily life of young children (Durlak, et al., 2011; Powell
& Dunlap, 2009; Payton, et al., 2008).

Social and emotional learning as well as life skills training are
applied programs that promote mental health at a school environment. They
are suitable for students of all educational levels, starting from
kindergarten. In the early 1990s researchers from various faculties began to
seek common ground for creating a framework that would support positive
social, emotional and academic development of children and adolescents in
school. The establishment of Collaborative for Academic, Social and
Emotional Learning (CASEL) is until today the most influential
organization in terms of promoting the goals of Social Emotional Learning
(Merrell & Gueldner, 2010). According to Zins, Bloodworth, Weissberg &
Wallberg, 2004, p. 6:

"We define Social and Emotional Learning as the procedure through
which children enhance their ability to integrate thought, emotions and
behavior, in order to achieve important obligations in their lives. Children
with sufficient knowledge of Social - Emotional Learning are able to
identify and manage their emotions, create healthy relationships, set
positive goals, satisfy personal and social needs and make responsible and
moral decisions”.

The Social and Emotional Learning is a scientific psychological
method that uses group teaching, employs techniques from the
cognitive/behavioral approach and is consistent with the kindergarten’s
curriculum. The teaching of SEL’s skills is somewhat training to
techniques of emotional intelligence (Kourmouzi, 2013). According to the
Collaborative for Academic, Social and Emotional Learning (CASEL), the
content of the SEL program identifies five groups of interrelated basic
social and emotional skills, which although should not be followed
deterministically, reveal the key principles of implementation (Devaney,
O'Brien, Keister, Resnik, & Weissberg, 2006). These are as follows:

66



Self-awareness Includes the abilities of identifying the perception
that children hold for themselves (self-awareness), their emotions and self-
esteem.

Self-management: Involves self-regulation skills and the ability to
transform them into actions. Includes self-control, manage stress, control of
impulses, self-self-motivation and perseverance in terms of overcoming
challenges.

Social awareness: It is the ability to create functional relationships
with others and involves the perception and acceptance of visual similarity
and diversity of others, empathy, and respect of other people.

Relationship Skills: Involves the ability to create successful
relationships based on social interaction and communication, to resist
inappropriate social pressure, to prevent, manage and resolve interpersonal
conflicts, and the ability to give and receive help.

Responsible decision making: Refers to the making and taking of
individual and social decisions. It could represent problem-solving or the
evaluation of various alternative solutions.

Cross thematic curriculum framework for Greek Kindergarten
(DEPPS, 2003) states that the

"purpose of the kindergarten in accordance with the legislation is to
help children develop physically, emotionally, mentally and socially within
the context of the broader objectives of primary and secondary education
and to properly socialize the children™ (p. 586).

Special emphasis is given to the fact that «children should develop
their self-esteem, basic skills of cooperation and simultaneously realize
their unigueness and identify similarities and differences with other people
and respect such. Moreover, it is evident that the development of social
skills in kindergarten is linked to the content that emerges from the
language activities and the participation of children in other program
activities (p.588). »

This conceptualization for the purpose of the Greek educational
system can only result in the establishment of a strong connection with the
definition of programs that promote mental health and social/emotional
learning. Despite the fact that the curriculum requires the development of
social and emotional skills in children, and although many teachers
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recognize and accept this urgent need, the non existence of specialized
school psychologists in the flexible zone or at day schools in combination
with the teachers’ ignorance in terms of implementing the methodology of
such programs, makes almost impossible to integrate the social/emotional
learning in school reality. This finding highlights the need for a systematic
methodological approach that will help to implement programs which
promote mental health at the kindergarten.

Under this framework, social-emotional learning as a program of
primary prevention and promotion of mental health in school can be ideally
applied to gifted children, who either due to their asymmetrical
development or other components of giftedness, are more in need of
emotional education at this critical developmental phase, rather than of
cognitive-educational approaches that emphasize on educational and
learning efficiency.

According to Mutafova (2014, p. 16-17) the first function is the
sensory - perception through which we gather information from the
environment. The second is the intellectual - thinking, i.e. we organize our
experience in a logic way, the third is intuition, we relies to our intuition
function when a stimulus is new and unexplored, and the final is the
feeling-emotion, is the subjective significance of the object for the subject.
The four functions direct the conscious cognitive activity, pursuing
different goals.

By thinking, man tries to understand the nature of the world and the
experience, whereas emotion contributes to the evaluation of direct and
indirect facts based on pleasure or displeasure. The processes of
thinking/perceiving and emotions/feeling seek to categorize experience in
different ways. The first is based on cognitive processes of categorization
and classification, whereas emotion consists in subjective situations that
arise in response to emotional experiences (Mutafova, 2014).
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Abstract

“The teacher is considered a central figure in any classroom learning
environment. Thus, the interaction which students have with their teachers
determines the nature of their interpersonal relationship with others and
enables the students to improve their communication and interaction
processes. Today teachers and students spend a substantial amount of time
interacting with one another in the classroom” (Gupta and Fisher, 2011;
Mutafova, 2014; Mutafova & Okoutsidou, 2016a).

Different styles of interaction between teachers and students in the
classroom increase the necessity of further researches (Mutafova,
Stoyanova & Peneva, 2013; Mutafova, 2015).

Key words: abilities of the teacher, personality, ego.

Views for Theories related to Effective and Social Perception

In Asch’s words, "How do the perceptions, thoughts, and motives of
one person become known to other persons? In what way is the gap that
separates one person from another bridged?” (Asch, 1952, p. 143). To
answer questions like these, psychologists study impression formation, the
way in which we form impressions of others and attribute specific
characteristics and traits to them.

One general conclusion of the research on impression formation is
that our impressions follow the general dictum of Gestalt psychology on
sensation and perception: The whole is greater than the sum of the parts. As
noted by Asch over four decades ago, people’s impressions of others are
formed from more complex rules than a simple sum of the characteristics
that they use to describe the person. This point can be illustrated by central
traits and the primacy effect (Buskist & Gerbing, 1990).

Schemata. The central organizing theme of much of cognitive
psychology is the concept of schemata. Schemata provide an overall
framework for processing information about people, objects, and situations.

By serving as organizational frameworks for interpreting new
information, schemata provide a much needed means for reducing an
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otherwise unmanageable complex social world to something within which
people can function. According to psychologists, people construct schemata
not only for activities and events but for people as well (Bransford &
Johnson, 1972).

Central Traits. A central trait is a schema because it helps peoples to
process or summarize a large amount of information gathered through their
interactions with that person. Although his research predated the modem
emphasis in cognitive processing and schemata in social psychology, Asch
demonstrated that central traits could be powerful tools for developing
initial impressions of others (Asch, 1946). Asch provided subjects with a
list of traits describing a hypothetical person. Some subjects received a list
which included the trait “warm,” while others received a list of traits that
was identical, except the trait “warm” was replaced by “cold.” Subjects
receiving the list including "warm" were more likely to see the person as
generous, happy, and altruistic. But, not all traits seemed to be so important
in shaping one’s perception of another person. When the words "polite” and
“blunt” were substituted for “warm” and “cold” no discrepancies in
subjects’ perceptions were observed. In other words, the trait of "warmth"
is somehow interpreted as being more central to the personality than is
"politeness." People’s perception of others, then, is based partially on the
schemata they have regarding others’ central traits (Buskist & Gerbing,
1990).

The Primacy Effect. To determine whether first impressions might
overpower later if impressions in the development of schemata, Asch
presented following lists of words to two groups of subjects (Asch, 1946).

Intelligent, industrious, impulsive, critical, stubborn, envious

Envious, stubborn, critical, impulsive, industrious, intelligent

The tendency to form an impression of a person based on the first
information people receive about them is called the primacy effect. The
impression someone receives of a person seems to be the most persistent.
Later information may violate our schema of the person and is
consequently given less consideration when forming perceptions of others.
More work, which has involved developing mathematical equations of
cognition, has been able to predict the primacy effect with reasonable
accuracy, indicating that social perception follows predictable rules
(Anderson, 1974).

Stereotypes: As we have seen, schemata simplify the world around us
by organizing information along specific themes. For example, schemata
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allow us to categorize people into groups organized along one or more
attributes such as profession (manager, school teacher), age (young, senior
citizen), ethnicity (Caucasian, African American), or size (tall, short).
Although these organizational structures allow us to function in a complex
world, sometimes schemata can be misleading. Not everyone fits into our
schemata, nor are all people who are classified into a particular group
exactly alike (Buskist & Gerbing, 1990).

One glaring example of the negative aspects of schemata are
stereotypes, oversimplified schemata that are applied to an entire group of
people. Even without spiteful intentions, most people misperceive members
of other social groups. The groups could be students at a neighboring
college, people from another region of the country, or members of another
ethnic group. These misperceptions often occur in specific ways. For
example, people who are members of other groups are often seen as more
similar to one another than they actually are (Wilder, 1981; Quattrone,
1986). The oft-heard statement “They all look the same to me” is
illustrative of people’s tendency to view members of other groups as being
so similar to one another.

Stereotyping has both cognitive and behavioral consequences.
Prejudice, which literally means to "prejudge," refers to a negative
evaluation of an individual based on his or her membership in a specific
group. Prejudice involves forming expectations of an individual’s behavior
based on a stereotype of that person’s membership in a particular group.
Discrimination, which is the behavioral expression of prejudice, is treating
someone differently because of his or her membership in a particular group.
Stereotypes form the cornerstone on which both prejudice and
discrimination rest (Buskist & Gerbing, 1990).

Stereotypes are often extremely resistant to change. One reason for
this may be the very nature of our cognitive systems. As we saw earlier,
once a schema is established, subsequent information is interpreted within
the context of that schema. Accordingly, information that appears to
contradict the schema is discounted.

Despite their resistance to change, stereotypes and their expression in
prejudice and discrimination can under certain circumstances be reduced.
The case of Vaders is an especially interesting example. Through
unfortunate circumstances, Vaders was taken hostage by a group of
political terrorists in the Netherlands. The terrorists had decided to execute
Vaders as a sign of their conviction, but first allowed him to dictate a final
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letter to his loved ones at home. In the letter, Vaders spoke of his life in
very personal terms, referring to his successes and failures, his aspirations,
and the dreams he held for his family. Amazingly, after having learned so
much about Vaders, coming to see him as an individual with the same as
themselves, the terrorists decided not to kill him (Buskist & Gerbing,
1990).

A practice commonly employed under less extraordinary social
circumstances is to substitute cooperation for competition between groups.
In the jigsaw classroom, for instance, students from different ethnic
backgrounds are placed in mixed-ethnic groups and provided with
academic assignments. The grade a student receives is based upon the
performance of the entire group, thus encouraging cooperation among the
group’s members. Such cooperation leads not only to improved academic
performance among individuals, but to social interactions that are not
dictated by previously held stereotypes (Aronson, Stephen, Sikes, Blaney &
Snapp, 1978). These two examples illustrate how personal interactionmay
reduce the negative stereotypes we have regarding other people.

Attribution. Social psychologists develop scientific theories that
explain social behavior. All of us, however, have our own common-sense
theories and explanations of social behavior - all of us in our daily lives try
to explain both our own behavior and the behavior of others. Why was John
late? Does the politician mean to keep her campaign promise, or is she just
trying to get elected? Why did your best friend get such a good grade on
the last psychology test when you did so poorly?

Answers to questions like these are important to our own lives and
they contribute to an understanding of our behavior. To help explain how
people infer the causes of their own and others’ behavior, social
psychologists have developed attribution theories (Kelley, 1967).

One attribution task that we face almost daily is deciding whether
someone’s behavior is due primarily to personality characteristics of that
person, or to characteristics of the situation or environment in which the
behavior occurred. You may, for example, see your favorite athlete ina TV
ad promoting a soft drink. In real life does this person prefer that soft drink
to others, or is the endorsement simply due to a large monetary
inducement?

According to Heider:

Behavior can be ascribed primarily to the person or the environment,
that is, behavior can be accounted for by relatively stable traits of the
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personality or by factors within the environment. Failure, for instance, can
be attributed to lack of ability, a personal characteristic, or to the
supposition that the task is very difficult, an environmental condition
(Heider 1958, p. 56).

Attributions to the person are called dispositional, and those directed
toward the environment are called situational. Dispositional and situational
attributions are made according to specific kinds of rules. Two important
attributional rules are covariation and discounting (Buskist & Gerbing,
1990).

Freud’s psychoanalytical theory

Freud believed that personality is composed of three primary
interactive and often competing components: the id, ego, and superego.
These components do not actually correspond to physical parts of the brain,
instead they represent basic principles regarding how the mind works in
shaping our personalities. The basic theme of Freudian theory is that the
mind, especially the unconscious mind, is a perpetual battleground in which
the id, ego, and superego are engaged in unending conflict. This inner
conflict, which may take different forms in different people, is reflected
one’s personality (Eneva, 1994).

The Id. The id is the personality structure that is the unconscious
reservoir of libido, the psychic energy that, fuels our inherited biological
instincts. Freud referred to these as Eros, representing life and love. Those
instincts for aggression or those that lead to self-destructive behavior, he
called Thanatos, representing a death wish. The id is our most primitive
personality structure and is the source of the energy for the entire
personality system; The id follows one and only one rule, to obtain
immediate gratification, whatever from it may take. This is known as the
pleasure principle; if hungry then eats; if angry, then strike or seek revenge
or destroy something (Eneva, 1994).

The id has an utter disregard for societal rules and values. It is held in
partial check by Freud’s second component of personality, the superego
(Freud, 1900; 1933).

The Superego is the reposition of an individual’s moral values; it is
stocked with the laws, mores, and sanctions of the society in which one
lives. Although the id is complete and functioning at birth, the superego
develops later. The superego is the personality structure in opposition to the
id; when the id urges “do it now”, the superego counters with “don’t do it if
it’s morally wrong” (Freud, 1933).
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The superego is composed of two parts, the conscience and the ego-
ideal. In the conscience moral sanctions reside that the superego uses to
counter the aggressive and sexual promptings of the id. The conscience is a
sort of substitute parent. The child who begins to reach for a cookie before
dinner, but then begins to feel guilty and withdraws her hand, is being
influenced by her superego.

The superego also houses the ego-ideal, the standards of goodness
and virtue that an individual strives to achieve. While the id prompts
humans to seek gratification via the pleasure principle, the superego is
directing one’s toward his or her ego-ideal (Buskist, & Gerbing, 1990;
Freud, 1900; 1914; 1933).

The ego is the structure of personality that involves cognitive
processes, such as thinking and reasoning that the mind uses to process
information about the environment. The ego serves as the interface between
the individual and the environment; it is responsible for the numan’s self-
awareness. The ego also serves as the general manager of personality; it
makes the decisions regarding the pleasures that will be pursued at the
urging of the id and the moral dictates of the superego that will be
followed. In addition, the ego must also deal with the limitations imposed
by external reality — not everything desired can be obtained immediately, if
at all; some moral dictates cannot be followed or are simply impractical.
The ego works according to the reality principle, or the tendency to satisfy
the id’s demands realistically, yielding to and accounting for the demands
of reality, sometimes delaying the gratification of desires springing forth
from the id, and sometimes softening the rules and regulations offered by
the superego.

As the general manager of personality, the ego must constantly
juggle the competing demands of the id, superego, and reality to maintain
an equilibrium in which neither the id nor the superego dominate; hence
Freud’s metaphor of the ego as a battleground, the scene of perpetual
conflict.

According to Freud,

“The poor ego . . . feels hemmed in on three sides, threatened by
three kinds of danger, to which, if it is hard pressed, it reacts by generating
anxiety . . . Thus the ego, driven by the id, confined by the superego,
repulsed by reality, struggles to master its economic task of bringing about
harmony among the forces and influences working in and upon it; and we
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can understand how it is that so often we cannot suppress a cry: ’Life is not
easy’ “ (Freud, 1933).

Defense Mechanisms.

Freud’s patients all seemed to have one symptom in common -
anxiety or an intense emotion apparently caused by s repressed internal
conflict. What anxiety signals is that repression alone is not enough to keep
the conflict unconscious. The conflict is beginning to emerge into
consciousness, which, of course, will threaten the ego. In this case, the ego
invokes its second line of protection: defense mechanisms, unconscious
mental tactics that the ego uses to insulate itself from threatening, ideas,
perceptions, emotions, and instincts. The most fundamental defense
mechanism is repression (Repression involves obstructing from awareness
the instincts of the id and the emotions entailing guilt and regret of the
superego. Although repressed feelings are not conscious, they continue to
be active in the unconscious mind, shaping and influencing behavior many
years after they occurred (Buskist, & Gerbing, 1990; Freud, 1900; 1914;
1933).

Freud believed that one’s personality is basically formed during
childhood. It is during this period when unconscious forces exert influences
that will characterize an individual’s thought and behavior patterns for the
rest of his or her life. In general, Freud argued that personality develops
across five psychosexual stages that span the period from birth until
adolescence. Each of the psychosexual stages refers to the developmental
stages that are defined by the part of the body or erogenous zone from
which sexual gratification is primarily derived. Each stage is characterized
by a particular psychosexual conflict that requires resolution (Freud, 1905).
Freud also believed that an individual ‘s failure to resolve the conflict
associated with each stage results in fixation, or an unconscious obsession
with the erogenous zone involved in that stage (Buskist, & Gerbing, 1990;
Freud, 1900; 1914; 1933)..

Views of Pedagogical Abilities of Teachers

The interaction between teacher and student can be intrapersonal and
interpersonal. The psychological view of the teaching profession is
different from the sociological views (Eneva, 1994; Mutafova, &
Okoutsidou, 2016b; Orakova, 2000; Mavrodiev, 2015; Mutafova, 2015;
Velichkov, 1989; Walster et all. 1996; Weyant, 1978; Wilder, 1981;
Wilson, 1975).
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According to humanistic views of Rogers the teacher is a facilitator
of students in the effective interaction between teacher and student
(Mutafova, 2007; 2015; Orakova, 2000; Rogers, 1965; Stamatov, 2015;
Stamatov & Minchev, 2003; Stamatov & Sarijska, 2013; Vasilev, 2006;
Yankulova, 2016).

The system of self-assessments of the personality receives the quality
to self-sustain and it’s hard for it to give into a certain change. Stable
strategies of development are formed and used for personal competence.
Experimental data exists for the fact, that deeper realization of the personal
condition and qualities weaken the suggestibility of the subject and its
dependence on external sources of information for its sincere intentions.
While your attention is forwarded towards yourself, it increases the
truthfulness of the answers on the personality quizzes — the correlation
between the evaluation and a persons’ real-life behavior reaches 0.70 —
0.80. The researches of the attention a person has forwarded towards
oneself reveals that accepting the lower personal competence, has strong
motivational functions and forces negative emotions to resurface. They are
the forces that keep the regulatory and valuable regulation of the behavior
going (Velichkov, 1989; Orakova, 2000; Mutafova, 2014).

Accepting Gardner's Theory of Multiple Intelligences has several
implications for teachers in terms of classroom instruction (Gardner, 1983).
The theory states that all seven intelligences are needed to productively
function in society. Teachers, therefore, should think of all intelligences as
equally important. This is in great contrast to traditional education systems
which typically place a strong emphasis on the development and use of
verbal and mathematical intelligences. Thus, the Theory of Multiple
Intelligences implies that educators should recognize and teach to a broader
range of talents and skills (Gardner, 1983; Mavrodiev, 2015)

Another implication is that teachers should structure the presentation
of material in a style which engages most or all of the intelligences. For
example, when teaching about the revolutionary war, a teacher can show
students battle maps, play revolutionary war songs, organize a role play of
the signing of the Declaration of Independence, and have the students read
a novel about life during that period. This kind of presentation not only
excites students about learning, but it also allows a teacher to reinforce the
same material in a variety of ways. By activating a wide assortment of
intelligences, teaching in this manner can facilitate a deeper understanding
of the subject material.
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Important role in improving the interaction between teachers and
students is their emotional intelligence (Stoyanova, 2010). Tolerance of the
teacher is essential for effective interactions with the students (Stoyanova,
2015).

Many learning styles can be found within one classroom. Therefore,
it is impossible, as well as impractical, for a teacher to accommodate every
lesson to all of the learning styles found within the classroom.
Nevertheless, the teacher can show students how to use their more
developed intelligences to assist in the understanding of a subject which
normally employs their weaker intelligences (Lazear, 1992; Mutafova,
2014). For example, the teacher can suggest that an especially musically
intelligent child learn about the revolutionary war by making up a song
about what happened.

A better approach to assessment is to allow students to explain the
material in their own ways using the different intelligences. Preferred
assessment methods include student portfolios, independent projects,
student journals, and assigning creative tasks. An excellent source for a
more in-depth discussion on these different evaluation practices is Lazear
(Freud, 1914; Lazear, 1992).

Styles of teacher in the interactions with the students can be direct
style with direct influence and indirect style — with indirect influence. The
Flanders system of Interaction Analysis is used to determine whether a
teacher is indirect or direct in his approach to motivation and control in the
classroom. The system describes teacher behaviors in the order in which
they occur, in any subject at any level. It does not, however, include
nonverbal behaviors and teacher-student interaction. Characteristics of the
direct style with direct influence of teacher are: lecturing, giving directions,
criticising or justifying authority, the students-talk response, the students-
talk initiation, silence or confusion. Characteristics of indirect style — with
indirect influence of teacher are: accept feelings of the students, praises or
encourages, accepts or uses the ideas of students, asks questions (Buskist,
& Gerbing, 1990).

These styles can be direct with direct influence and indirect-indirect
influence of the teacher over students.

According to Perls, people are not made up of separate components,
this is, mind, body and soul, rather human beings function as a whole. In
doing so, one defines who one is (sense of self) by choice of responses to
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environmental interactions (boundaries). The word “Gestalt” (of German
origin) refers to a “whole, configuration, integration, pattern or form”.

Perls describes three zones of experience: the exterior, middle and
interior zones of experience (Perls, 1947; 1973).

The exterior zone - exterior experience comes though the senses as
they contact the immediate environment.

The interior zone — This experience is related to organism (hunger,
thirst and all actions that accomplish the maintenance of homeostasis).

The middle zone — This zone is called DMZ (the demilitarized zone),
is the point of contact between internal and external experience. This zone
is controlled by the thought. This zone includes memories, wishes — things
which are processed by the mind through thinking. From the Gestalt
perspective, much of that is called neurotic behaviour originates in the
DMZ. It occurs when the activity is this area is confused with reality.

Gestalt provides situations in which the person is confronted with
experience on its immediacy, without the distortions of the DMZ. Only
when distortions of this zone are set aside can the organism function in a
healthy way.

According to Perls DMZ contains, for most people, too many should
and ought, which keep external and internal experience from standing on
their own (Perls, 1947; 1973).

The knowledge about DMZ is an important part of the competence of
the teacher in the interactions between teachers and students.”
(Mutafova&Okoutsido, 2016b).

The problem of the effective interaction of the teachers with the
students is getting more and more relevant for the modern educational
practice. There are different styles used from the teachers in the interaction
with the students in the classroom that can be effective and not effective
related to their pedagogical characteristics.
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Abstract

Emotion is important area of research into the functioning of psychological
processes and their modeling, to consider current theories and concepts in
psychology of emotions. This paper provides different theories and
definitions related to emotional characteristics.
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Erikson creates psychosocial theory for the personality development.
Respect and support of initiatives and personal activity are prerequisites for
the development of the personality’s potential (Erikson, 1963; 1968).

According to Izard emotion manifests itself in two forms: emotional
states and emotional traits (Izard, 1980; 1994; Stoyanova, 2011).

The tolerance and the emotional intelligence have an important role
in improving the interaction between different personalities (Stoyanova,
2010).

Numerous researches have been dedicated to the structure, functions
and possibilities of forming the self-assessment, the concept of the
personality’ self-esteem, a positive or negative unit forwarded to oneself
and others (Coopersmith, 1967; Rosenberg, 1965; Mavrodiev, 2008;
Mutafova, 2007; 2014; 2015; Orakova, 2000; Stoyanova & Peneva, 2014).
The emotional component is part of the self-assessment (Mutafova, 2014).

Characteristic of the temperament is the emotionality (Rusalov, 1989;
Mutafova, 2011).

The term temperament is defined as the dynamics of the psyche. and
means proportionality (dynamic characteristics of the psyche are
determined by the proportion of body fluids). The predominance of any of
them determines the temperament properties (Mavrodiev, 2008).

The dynamics of the psyche is determined by the dynamics of the
basic nervous processes. Pavlov creates a typology of the superior nervous
activity based on the criteria: strength, mobility and equilibrium of the
processes of excitation and retention. The four types of higher nervous
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activity correspond to the four classic types of temperament: the sanguine
temperament is determined by a strong, movable and equilibrated type of
superior nervous activity; Phlegmatic temperament - strong, slow and
balanced; Choleric - strong and unbalanced, melancholic - weak type of
superior nervous activity (Mavrodiev, 2008).

James suggests that emotions are result of physiological changes
induced by a stimulus (Walter, 1927, Lange, & James, 1967).

“My theory ... is that the bodily changes follow directly the
perception of the exciting fact, and that our feeling of the same changes as
they occur is the emotion. Common sense says, we lose our fortune, are
sorry and weep; we meet a bear, are frightened and run; we are insulted by
a rival, are angry and strike. The hypothesis here to be defended says that
this order of sequence is incorrect ... and that the more rational statement is
that we feel sorry because we cry, angry because we strike, afraid because
we tremble ... Without the bodily states following on the perception, the
latter would be purely cognitive in form, pale, colorless, destitute of
emotional warmth. We might then see the bear and judge it best to run,
receive the insult and deem it right to strike, but we should not actually feel
afraid or angry” (Lange, & James, 1967).

Lange agrees with the conception of James about the emotion as a
consequence of the perception of physiological changes. According to him
psychological changes are controlled by a part of the brain (Walter, 1927,
Lange, & James, 1967).

The result is the James-Lange theory of emotion (Walter, 1927,
Lange, & James, 1967). According to James-Lange theory the emotion is a
result of psychological reaction of event. The emotional reaction depends
on the interpretations of those psychological reaction. The James-Lange
theory inverted the way of thinking about the cause and the effect
dependence between the experience of emotion and its manifestation.
James and Lange emphasized that the autonomic activity and actions
induced by emotional stimuli generate the feeling of emotion (Walter,
1927, Lange, & James, 1967).

The importance of the cognition in emotion is illustrated by Shachter
(Schachter, & Singer, 1962).

Schachter-Singer Theory

According to the Schlachter-Singer theory the experience of the
emotional is determined by an interaction between two factors -
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physiological arousal and cognitive label, i.e. when an emotion is felt, a
physiological arousal occurs and the person uses the immediate
environment to search for emotional cues to label the physiological arousal
(Schachter, & Singer, 1962).

Physiological arousal, which is conceptualized as being diffuse in
nature, determines the intensity, but not the quality, of an emotional state.
The cognition determines which emotion, if any, will be experienced. Both
cognition and arousal are necessary conditions for the occurrence of an
emotional state (Schachter, & Singer, 1962).

They assume that the individual needs to understand his
physiological state at every moment. The individual tries to find a cognition
that allows to specify the relevant emotion every time he experience an
undifferentiated activation. If no corresponding cognition is found likely to
explain why he/she is physically stimulated, he will identify the emotion by
comparison with other individuals in the same situation. However, when
the individual has no explanation, he will not look for factors in the
environment that can explain the arousal.

Cognitive theory, also known as cognitive revolution, an approach
that had been developed during 1950-1960’s, and especially the
observation of cognitive functions as well as the emergence of personal
computers as ‘mind simulators’ and means to ‘verify theories of thinking’
has managed to question the omnipotence of behaviorism and to shift the
focus from the ‘external stimuli -responses’ approach towards perception,
thinking and problem solving (Lohman 1989, p. 335). Thus, the emergence
of cognitive theory as the primary paradigm in explaining the psychological
phenomena has set the understanding of the human mind as a primary
objective (Anderson, 1992). In order to fully define the area of cognitive
development as far as children are concerned, one had to examine
intermediate concepts such as attention, speed of process and memory, also
known as general cognitive functions.

The concept of intelligence has been defined through the use of
various and diverse approaches employed by specialists. The first
approaches have been based exclusively in its linkage to wittiness, the
development of measuring methods and the design of special educational
programs for intelligent students (Terman, 1925, 1954). Despite the many
and diverse definitions, the term intelligence (Spearman, 1904;
Binet&Simon, 1916; Thurstone, 1938; Wechsler, 1958; Guilford, 1967)
refers nowadays to our composite psychobiological ability to learn, process
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our sensory stimuli through perception and execute appropriate actions,
problem solving and adapt quickly and effectively in the surrounding
environment, according to the prevailing culture (Gardner, 1999, 1983;
Snow et al., 1982; Carpenter et al., 1990). Our personal thesis is that this
definition echoes one of the most recent conceptualizations of the term and
is -in its entirety in line with the framework of our assignment. According
to Goleman (1995), intelligence is not a single and independent skill, but
rather a composition of many functions, including emotion. There are
theories related to the emotional intelligence of the personality (Stoyanova,
2010).

Having been influenced by Gardner’s views on interpersonal and
intrapersonal intelligence, Gardner wrote about emotional intelligence
emphasizing on the way people cope, interact and communicate with each
other through their emotions. It would be a logical assumption to think that
the general intellectual ability which encompasses logical thinking,
planning and problem solving, abstract thinking, understanding of complex
relationships and quick learning has many and diverse impacts on the
individual and on society in general.

His research on the development of intelligence shifts Terman’s
beliefs that it is constant in terms of time, indicating that it can be quickly
improved during childhood and grow gradually (Terman, 1925, 1954).
Extensive literature linking the development of intelligence to the speed of
process and working memory exists and supports such views. The
correlation between working memory and intelligence has been the interest
of many researchers (Babcock, 1994; Kyllonnen & Christal, 1990; Larson
& Saccuzzo, 1989) and is actually proven in the systematic covariance that
high performances exhibit in terms of working memory in the framework
of intelligence measuring assignments. According to Conway & Engle
(1996) such covariance is not attributable to the better information
processing of individuals with better working memory, but rather to the
substantial correlation between intelligence and working memory (Conway
& Engle 1996). Such findings are in line with the neo-Piagetian theories,
according to which an increase in the working memory is one of the
causative factors of general intelligence (Pascual-Leone, 1970).

Contemporary research associates intelligence with cognitive
flexibility in fields such as thinking, mathematics, reading, problem solving
or even social intelligence (Cartwright, 2006; Spiro & Jehng 1990; Spiro,
Feltovich & Coulson, 1992). According to Spiro & Jehng (1990, p. 165),
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the term cognitive flexibility refers to one person’s ability to change his or
hers structure of knowledge automatically and adapt accordingly to
variable conditions (Spiro & Jehng 1990). Results indicated that high
achieving students exhibited a tendency to have greater metagnostic ability
and be quicker in problem solving processes compared to average
achievers. The researchers suggested that these differences may be useful in
understanding high achievers’ way of thinking but also in the ways that
such process differs from other students (Dover & Shore, 1991). All these
events involve high cognitive functions such as analysis, synthesis,
generalization and abstract thinking (Berar, 2001).

The systematic study of intelligence and the identification of children
with highly developed cognitive functions have laid the basis for the study
of gifted individuals that go beyond children and include adolescents and
adults as well. Despite the different definitions that had occasionally be
given to “gifted’ individuals, it is commonly accepted that intelligence and
above the average performance in specific tests is a key component (Howe,
1997, p. 23) that must be present together with other characteristics, such as
cognitive flexibility, creativity, talent, leadership and commitment
(Papadopoulos & Mutafova, 2016; Piirto, 2007). In spite of modern
theories that had been developed in order to define the concept of
intelligence (Sternberg, 1997; Gardner, 1983;1987;1991;1993; Gardner &
Hatch, 1989 Renzulli, 1977; 1979; 2004; Renzulli & Purcell,1996; Renzulli
& Reis, 2002; Gagne,1999) in terms of current practices and the existence
of guidelines that must be followed in the process of identifying gifted
individuals, cognitive ability tests are essential and predicative of the
outcome of the evaluation.

Sternberg’s Triarchic Theory of Intelligence

According to Sternberg, intelligence is multidimensional and can be
applied in the study of intellectual giftedness. From the psychometric
theories Sternberg’s Triarchic theory of intelligence hopes to explain the
individual differences through the information processing mechanisms in
three aspects (Sternberg, 1982, p.975-1055; 1985):

A: Analytical - componential: Information processing which consists
of:

a) Metacognitive components as designing, coordinating and
evaluating processes,

b) Performance components: processes to apply the mandates of
metacognitive components and
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c) Cognitive processes components for knowledge acquisition.

Knowledge acquisition components obtain information during the
process of cognitive development and consist of three types: a) selective
coding in order to distinguish irrelevant information, b) selective
combination for the completeness of the information in terms of meaning
and c) selective comparison for the correlation of recent coded information
with previous stored ones. The differences on these components lead to
individual cognitive development differences, i.e. children with high 1Q’s
show high function of selective coding to ignore irrelevant information
(Sternberg 1985; 1997).

The performance components in each cognitive problem are related
to the process of coding by which the stipulations of the problem are
identified, the conclusions drawn, the relationships are sought and finally
with the application through which the solution is chosen and applied.
Adults and children of high intelligence are usually quick in problem
solving processes, even though they use plenty time for the first step, i.e.
the coding. Conversely, less able children are slower in problem solving
processes due to poor coding and are focusing on other characteristics of
the problem. Metacognitive components are used to design strategies and
are therefore important in transferring knowledge from one context to
another (Hayes, 1998).

B: Synthetic - individual’s lived experience: Previous experience
interacting with the aforementioned types of information processing
components in order to enable individuals to cope with the problem’s or
situation’s demands. Thus experience can be completely absent or full, i.e.
having achieved sequences that have been automated by familiarity and
practice. This theory is essentially examining the ways in which
intelligence interacts and is affected by the individual’s personal
experience. It focuses on the processes that individuals apply but also on
the ways in which they extract data from their organized corpus of
knowledge so as to act ‘smart’ in case of familiar data and situations. It also
describes the ways by which individuals act effectively in novel situations,
as well as on how certain types of information can be automated
(Sternberg, 1985).

C: Synthetic - Creative : The third level of Sternberg’s theory about
intelligence and ‘outer world’ focuses on how *‘smart thinking’ is applied
for “external purposes or objectives’ which can be further divided into three
categories: adapting, changing and selecting an environment (Sternberg,
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1986). How such objectives are achieved depends on the nature of the
environment with which individuals interact.

Thus, Sternberg’s idea is that giftedness can be defined as the ability
of children and adults to acknowledge their strengths and weakness and
find ways to promote the first and balance the later (Sternberg, 2003).

Sternberg has formulated various ideas regarding the different ways
in which people think and act ‘intelligently’. At the same time, he has
explored the different mental skills required for an ‘intelligent’ behavior.
He proposes different ways of ‘intelligent behavior’ which complement
Gardner’s ideas about the multiplicity of intelligence types

For example, Sternberg notes that individuals exhibit different styles
of ‘mental self government’. In other words, Sternberg argues that some
individuals possess a ‘legislative style of intelligence’ given the fact that
they undertake tasks such as creating or designing an action. Other
individuals possess the ‘executive intellectual style’ and focus on the
implementation of the activities and not in the design and creation. Other
individuals can be characterized as possessing ‘judicial’ intelligence, i.e.
focusing on supervising, adjusting and evaluating activities which also held
the most importance for them (Sternberg, 1998). Finally, Sternberg noted
that even though individuals who possess all three styles exist, they differ
on the extent to which each one behaves and dominates on its environment
(Sternberg, 1998).

Sternberg’s studies on intelligence have led him to describe certain
criteria for the assessment of gifted children. He employs a pentagonal
model and describes the five following criteria that a child must meet
(Sternberg, 2003):

Criterion of excellence. High level performance and excellence on
one or more dimensions of human activity and expression relative to the
social group, as well as establishing a correlation between the phenomenon
of poor academic achievements of gifted children that come from
disadvantaged social and economic strata (Sternberg, 2003).

Criterion of rarity. High level performance and excellence in one or
more dimensions of human activity and expression or manifestation of one
or more rare skills relative to peers. The criterion of rarity strengthens and
extends the criterion of excellence (Sternberg, 2003).

Criterion of productivity. The individual’s performance must be
accompanied by a stable and consistent thought production and not be an
instantaneous or disjointed reaction at a given time (Sternberg, 2003).
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Criterion of demonstrability. Excellence must be detected and
validatable at any time by reliable and systematic procedures in order to
avoid false impressions and conclusion that can be simply attributable to a
series of random and favorable conditions. The criterion of demonstrability
is closely related to the criterion of productivity (Sternberg, 2003).

Criterion of value. The performance or skill of the individual must be
in accordance with the existing values and norms of the respective social
environment and be valued by the majority of the reference frame
(Sternberg, 2003).
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In a modern educational context, the teacher should combine many
qualities as an educator, leader, organizer, facilitator, researcher, friend,
reformer, since education should be a social experience through which
children learn about themselves, develop interpersonal skills and acquire
basic theoretical knowledge and expertise (Gouvras, Kyridis, Mavrikaki,
2001).

The Role of the Teacher

In the history of Education, regarding the characteristics of the
educator and his personality, various theoretical approaches have been
expressed, which had as a starting point pedagogical, philosophical and
religious currents of the time. According to these approaches, the teacher is
a global personality, distinct by pedagogical skills and love for his students
(Cave & Mulloy, 2010). At the same time, the teacher is the holder of
wisdom and knowledge and should offer to students that knowledge and
human values. In the traditional school, which was characterized by
authoritarianism, the teacher had the role of transmitter of knowledge and
values; he was thought to be omniscient, all-wise and a mobile
encyclopaedia (Papas, 1995).

Before we talk about the role of teacher in the modern school, we
should clarify the concept of "role." With the concept of "role" we mean all
the expectations and the expected behaviour of a person, who holds a
position within a group. The teacher is a member of the school, i.e. an
organized society. As a member of this group, he has specific obligations
and should play a similar role with specific requirements. So we cannot
understand the role of the teacher detached from the social-cultural context
(Moore, 2008).

Referring to the role of the teacher, we can say that this is determined
by conscious or unconscious expectations and requirements of all social
groups and institutions that are directly or indirectly involved with the
school. These social groups (students, parents, associations, administration,

96



state, etc.) evolve and change, thus changing the role of the teacher. The
teacher's role is still affected by his scientific training, the meaning and the
importance that the teacher gives to his role of and by the school reality in
which this role is implemented (Ntouskas, 2005).

The society, however, is changing and so does the school. These
changes are reflected in the role of teacher. The socio-cultural changes, the
evolution of technology and the rapid speed of information, combined with
the continuous increase of knowledge, formed a different perception of the
role and the profession of teachers’. This perception is reinforced by the
endorsement of educational work as a social role (Cave & Mulloy, 2010).

The school and learning conditions cannot be understood without
taking into account the role of the teacher. Learning cannot be achieved
without the presence of the teacher in the classroom, no matter how much
technology advances, and if new theories are formulated and new teaching
methods are applicable. The most basic and dynamic factor is the teacher,
who in his scientific creation and passion for his work is informed and
actively review new data and adopt ways of practical application, in order
to positively affect the learning and education of the student, but also the
studets’ future development and path (Cave & Mulloy, 2010).

Before referring in more detail in the role of educators in modern
school, it is appropriate to refer to the known functions performed by the
school nowadays, as a social and pedagogical organization. According to
Konstantinou (1994), the school performs an ideological-socialization
function and transfers social and cultural elements to pupils as well as ways
of thinking and broad guidelines, standards, incentives and perceptions of
justice and morality (Konstantinou, 1994). It also performs a technical-
learning function and transfer cultural-technical information to students,
such as writing, reading, arithmetic, etc. to enable them to actively
participate in the various fields of social life (Konstantinou, 1994).

A third function of the school is selective, that gives students their
social status. Inside the school students are selected for specific positions of
the social hierarchy, according to their education and so their respective
integration into society and determining life chances (reproduction of social
structure) are predetermined. Finally, school releases parents from their
educational role, resulting in their periodic release of the available work
force (Cave & Mulloy, 2010).

Based on the social functions of the school in which the leading role
is played by the teacher plays, the respective roles are formed. The teacher
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is called to play respectively the role of the evaluator and guard. In the
literature teacher is mentioned as a consultant, innovator, officer, etc. In
these roles, we can also add the public servant, which the teacher acquires
of their vocational placement by the State (Ntouskas, 2005).

We note that the role of the teacher is multidimensional. We could
say that the teacher is required to perform many different roles
simultaneously. Often these roles conflict with each other and create
confusion, especially if the teacher is not sufficiently prepared to face such
a situation. We note that many times the teacher encounters difficulties and
dilemmas in fulfilling his role as there are conscious and unconscious
expectations of various social groups, including the requirements of the
formal state, such as the curriculum (Turner, 2008).

Briefly, we could say that a teacher, to be successful in all his roles,
should be aware of his role and work, love his profession, be scientifically
qualified (to hold that knowledge from various scientific fields, e.g.
Pedagogy - Didactics, Developmental Psychology, Social Psychology,
behavioural psychology, etc.) and especially to respect the individuality of
each child (Ntouskas, 2005). That is, the way in which the teacher will face
all its obligations depends on how he understands his role, himself and the
operation of the school as a social organization (Turner, 2008).

Features of the teacher's personality should be the initiatives making
ability, courtesy, patience and perseverance, honesty, objectivity,
sociability, justice, optimism, enthusiasm, cheerfulness, humour and
especially respect for the rights of the child and general love for the child.
Teachers must, therefore, be an integrated personality, and not just provide
knowledge and learning, but inter-educate the personality and character of
students (Ntouskas, 2005). What the modern society requires in addition to
the teacher is to be "innovator" to have that constant updates on new
developments taking place in psychological, pedagogical, socio-cultural
level, but also in technology and mainly to have versatility, flexibility and
ability to adapt to new roles (Ntouskas, 2005).

The question is how the teacher will give a positive direction to all
the factors mentioned in order to create favourable conditions for creative
and meaningful learning, which is the desired goal of every teacher and
every school (Konstantinou, 1994).

Despite the knowledge that a teacher may possess, the preparation
before entering the classroom is an important part of the teaching process.
He must therefore be multifaceted prepared to present new knowledge,
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enhance learning and cultivate the abilities and skills of the students. This
preparation is necessary and performed with continuous scientific
information (Turner, 2008).

At the same time, the teacher must take into account both the level
and learning pace and learning style of each student in the class. Following
the scientific approach of both sides (new knowledge - students), the
teacher will try to find a way that the educational subject will be dealt with
wonder and interest by pupils and excite them (Konstantinou, 1994).

At the same time, the teacher should orient students to the target (or
the objectives) of the module. It is not enough to only know himself the
goal of each module, but it is necessary to have directed the student to it as
well, because the student are the ones to achieve this goal and any success
or failure depends to a large extent on their own efforts and abilities
(Turner, 2008). Also, the teacher in preparing (programming) of teaching,
should take account of the duration of the teaching period, the visual aids
that may be in possession, the principles underlying the teaching and the
relationship of a module with the everyday experiences and backgrounds of
students (Turner, 2008).

When the teacher has a properly organized plan of instruction, then
he acts with more certainty and comfort during it, is more flexible and
decisive, leading both to enhance their students and make the module
understood. Moreover, he has the option to apply with respect the basic
psycho-pedagogical principles of teaching and mainly he demonstrates his
confidence and self-esteem (Turner, 2008). Students intuitively perceive
the confident of educators and enhance their confidence that his help and
guidance, and, thus, overcome the difficulties and reach the goal of
teaching (Turner, 2008).

When we talk about preparation, certainly we are referring to a
flexible design, in an advisory pilot project on which modifications and
changes are possible without departing from the intended target. Nobody,
of course, can achieve a faithful implementation of any project, because
each teaching process is unique. The same teaching is never repeated and a
lesson cannot be performed with every detail it was initially planned
(Papas, 1995). Each teaching is a personal creation of each teacher, a
certain day and time, with a particular material, in cooperation with certain
pupils, targeted especially under certain psychological climate (pedagogical
atmosphere) which cannot be repeated (Ntouskas, 2005).
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As it is necessary the teacher prepares daily, equally necessary is the
beginning of each school year to deal with the annual logistics, innovative
programs and school peculiarities (village - city, shifts, etc.) and unforeseen
situations. Also, the teacher has to make a proper planning of material,
depending on the credit hours of each lesson. Within this annual program
will integrate and shorter schedules (monthly - quarterly - biannual) (Papas,
1995). This programming is obvious that leaves possibilities for
modifications and simultaneously it will be more useful if it is done in
cooperation with students or even in their knowledge to accept and adopt it.
All these require the teachers’ adequate scientific training, skills, desire and
willingness as they will enable participation in drafting or reform of each
programming (Turner, 2008).

Therefore, the role of teacher in the modern school is not limited to
the mere transmission of knowledge but, starting with the specific problems
of students, the role is consultative, collaborative, and provides impetus to
the effort of students (Papas, 1995; Kossyvaki, 1997). When we speak for
motivation role of the teacher, we are referring to finding motive strategies
that will enable the development of all students' potential to the fullest. The
teacher is the one who is called to adjust the contents of learning to the
specific needs of the class and the interests of students (Kossyvaki, 1997).

In order for teachers to implement effective ways of teaching in an
environment of cultural diversity, they should redefine their role, both
individually and collectively. Schools are learning institutions and in order
to respond effectively to their mission, they need to adapt to changing
demographics and social conditions. A prerequisite for effective teaching is
teachers to be informed about relevant research and theory and assume
responsibility for the implementation of appropriate teaching practices that
will meet the language and learning needs of their students. More
specifically, the teacher should apply in the classroom practical techniques
such as (Fontana, 1994, 1995):

To know in depth the subject of the training program and prepare
appropriately for each lesson

Be able to give satisfactory answers to the students’ questions.

Implement continuous evaluation of the educational needs of students
and guide students towards different knowledge sources (books, magazines,
and internet) for further investigation of the educational object.
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At the beginning of the school year teacher should analyze the
students' expectations or behaviours and his own expectation of excellent
students, average students and the bad students.

Urge students to find alternative applications in what he teaches them
i.e. to develop critical thinking about the learning material

Avoid cultural prejudices and racist tendencies. The positive
atmosphere and the relationship of acceptance and respect between teacher
and student lead to ever greater effort of students.

Develop close interpersonal relationship with students, since this
makes children feel that they are surrounded by a supportive environment.

Implement new practices, to monitor the effectiveness of these
practices and led to general conclusions that contribute to the improvement
of the educational status conditions.

Use new educational practices, such as action research, based on
team work form. Action research is a collaborative activity that takes place
in the school environment and involves both the teacher and the students.
Its cooperative character allows finding solutions to problems that occur in
school, improves teaching and increases students’ academic success. The
collaborative action research in conjunction with the use of electronic
games in the educational process can lead to positive results. The use of the
game as an educational tool is a powerful incentive for the involvement of
students in the educational process, favours the experiential activity and
links the knowledge with everyday life. It also promotes creativity,
methodical work and imagination.

Build upon previous knowledge and experience of students, because
this allows students to interpret new information in relation to what we
already know. It also helps teachers to get to know their students as
individuals with their own unique personality and allows them to adapt
their teaching to the needs and interests of each student.

Cultivate meta-cognition skills, i.e. the ability of students to think
about the cognitive processes required for a cognitive function.

Be familiar with the subject he teaches, have humour, be flexible,
properly organize the classroom and teaching time, be fair, inspire the
students, know the needs of students, provide feedbacks, show enthusiasm,
achieve the goals along with the students, give students responsibilities and
be communicative.

Accept any child, despite their different cultural background. The
teacher should place particular emphasis on strengthening the bilingual
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student identity, to improve their school performance. The positive
academic performance of a student reflects a positive sense of identity,
develops the motivation to succeed academically, and enhances his
confidence that his presence is respected in the classroom.

Apply techniques or strategies that enhance the understanding of new
information and develop the skills of the students. The application in the
classroom of techniques such as the use of graphs, cooperative learning,
developing learning strategies, the peer tutoring, the dialogue journals, and
the authentic assessment is some of the many important activities, but for
an effective teaching human relationship are also very important. The
teaching techniques and strategies can be useful and effective if teachers
and students cultivate a relationship of mutual respect and mutual
acceptance.

Another important parameter in the relationship between teacher and
student is the self-assessment process, particularly when it is motivated by
the effort of teachers to continuous progress and improvement. The teacher
evaluates himself as to the educational process in order to identify potential
weaknesses and contribute appropriately to eliminate them (Fontana, 1994).

Especially, the success of the teacher in the self-assessment process
can be judged by whether the teacher:

Adopts self assessment techniques to accomplish more than they
have already conquered and improves his interpersonal skills by requesting
constant feedback from students and other teachers.

Reassess situations by adopting a different perspective and trying to
get into the position of those with whom they deal (e.g. students, colleagues
etc.).

Design assessment programs through which they can be inspired to
implement and evaluate their own educational work.

Sets target to develop new knowledge, skills and attitudes related to
increasing the effectiveness of his role.

Creative Teacher

Creativity is a particular kind of thinking that has originality and
flexibility and introduces something new. Also it is our ability to produce
several possible solutions to problems that do not have a single answer
(Turner, 2008).

Creativity includes some stages: During the preparation, the creative
person identifies the problem and explores the various possibilities. Then
follows an incubation period, during which the creative person often puts
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the whole matter aside, sometimes for a few minutes only, sometimes for
years. After that verification / evaluation follow, where ideas are tested for
their value. Finally follows the execution, which is the practical step of
creation (Turner, 2008).

Creativity and school

All teachers are teachers of creativity and that implies for both
scientific and artistic courses. The first thing that the teacher should bear in
mind is that he must exploit every opportunity to encourage creative
thinking to his students.

In our educational system we tend to reward only the "right" answers
and punish the "false". This makes children reluctant to try new or original
solutions to problems, since their chances of making a mistake are
inevitable. In other words, they prefer to play for sure. But the imagination
and the formulation of an answer other than the conventional are integral
parts the creative process. The teacher should be able to create an
atmosphere where students’ effort are encouraged and rewarded (Turner,
2008).

This does not mean that we underestimate the correctness or
accuracy. The creative act also includes the verification / assessment. The
solution should be tested to prove that it works. If not, then it should be
discarded, although we always praise the child for his efforts. Even this
failure may trigger new ideas to be tested in turn and perhaps lead to the
desired solution.

Schools have rules and regulations, methods of operation and
behaviour and often the conformational child is more convenient than a
child with vivid imagination. Moreover, the original ideas may often useful
but sometimes they are strange and silly. So, they may create the teacher
the suspicion that the child just says what he descends. Creativity is an
unpredictable thing and not always appears in a form matching the
circumstances. By studying the children's responses and watching where
they lead their ideas, the teacher quickly learns to recognize when children
try to use their imagination and when they just want to make an impression.
If the teacher neglects this study, he might stifle good ideas along with
unnecessary and give the class the impression that he does not tolerate
originality (Matsagouras, 2002).

The first condition for encouraging creativity is the free
manifestation in the classroom and the second condition has to do with the
way the class is organized. Creative teachers have exposed as children to a
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rich a variety of experiences in an environment that encourage them to ask
questions, test their ideas with active experimentation and follow their
interests through hobbies and develop specific talents and skills (Turner,
2008).

Creative teaching techniques

Teachers are more likely to promote creativity in children if they
have a wide range of interests themselves, if they like to share experiences
with the children inside and outside the class, if they have research spirit
and if they are happy to try new ideas and if they enjoy to ask questions and
to answer to the children's questions (Turner, 2008).

Teachers can try different methods, such brainstorming, that proved
particularly successful in education and has many educational applications.
This method advocates that to solve a problem, people should sometimes
work in groups and be encouraged to express ideas in complete freedom.
Nothing should be considered impossible or inappropriate and no criticism
should be applied to anyone. In this way problems are often solved that
seemed insoluble, because everyone in the group triggers ideas to others.
The teacher should not be judgmental but allow everyone to express their
ideas, so that the process and the solution of the problem have educational
value (Matsagouras, 2002).

In contrast, if the teacher keeps on insisting on his own ideas, even if
he just gives them as an example, he restricts students because these way
students focus on them and preclude their own ideas. Therefore, even if it is
simply a discussion or edit of an item in the class, the teacher should avoid
ending the issue and summarize things or offer his own solutions. As these
solutions have the prestige of the teacher, the children will consider them
"correct” and put an end to any individual creative considerations
(Matsagouras, 2002).

Even at the end of the discussion, the teacher should avoid the
temptation to always deliver judgments on the value of the ideas expressed.
Often it is better to leave things open, causing the children to pursue their
thoughts on the subject, instead of giving the impression that the last word
has been said and nothing more remains to be said (Matsagouras, 2002).

It is therefore essential that children be taught to distinguish between
different kinds of thinking and decide what is appropriate in a given
situation. Many studies show that across the same problem children make
different kinds of solutions, depending on whether they are being asked to
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consider creative and original or practical. The practicality seems as
instruction to students not escape the known methods, while the originality
motivates children to use their imagination, looking for something new.
Creativity, as other school activities, helps children depend not only on
their skills, but also on the accuracy with which they express their opinions
(Matsagouras, 2003).
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Abstract

The importance of the teaching profession growth and the necessity of
studying the value of the personality of the teacher.

The beginning of modern conceptualization and measurement of values in
psychology is put by Rokeach, who first defends their right to autonomy
and distinguishes them from attitudes. His approach to the structure of the
value system can be defined as a structural-energetic. This paper presents
different views of the values. Different scales for measurement of the value
have been presented: Rokeach Value Survey (RVS); the Karagiozovs’
modification of the Rokeach Value Survey (RVS).

Key Words: value, instrumental values, terminal values

The scientific study of the teacher values is a field of research in the
psychology (Perry, 1926; Pepper, 1958). Famous authors develop a
typology of values in which persons’ stable preferences for all kinds of
behaviours are categorized (Allport, Vernon & Lindzey, 1951; Maslow,
1971).

Within the time this idea has been abandoned in favour of the notion
that each individual creates a very personal and flexible hierarchy. The
beginning of modern conceptualization and measurement of the value in
psychology, where values are conceived of as guiding principles in life
which transcend specific situations, may change over time, guide selection
of behaviour and events and which are part of a dynamic system with
inherent contradictions has been influenced by Rokeach (1973, 1979).

Communication at school is realized as process - cyclical, dynamic
and uninterrupted - between students and teachers (Tsvetanska 2006). This
is not only a process of exchange of information, but also of exchange of
assessments, expectations and the formation of certain relationships (Duffy
etal., 2001).

The communication at school is based on the principle of reciprocity:
it implies reversibility of the relationship. Which is being realized through
feedback (Tsvetanska 2006). Part of the teacher's function is to provide
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pupils with adequate feedback that turns them into participants in the
process, and to encourage them to be active participants in the process
communication process in school not only as recipients of a certain
quantity information, but also as generators of questions, ideas, discussions
(Duffy et al., 2001).

Professional responsibility of the teacher is preparation, planning and
adequate encoding messages sent to students as well as the right ones use
of communicative channels (Tsvetanska 2006). Encouraging them to ask
guestions, give comments and opinions, the teacher gives them the
opportunity to be actively involved in the learning process, not to be
passive listeners, for which it is not even known what or how much they
hear. Shortening the distance between teacher and pupils leads to the
establishment of a better overall relationship of trust and mutual concern.
The rules of communication in classroom should be negotiable and should
not be imposed by the teacher from the position of pedagogical authority or
formal authority (Duffy et al., 2001). The cooperative spirit of
communication stimulates the positive attitudes of all participants in the
process. It presupposes an unconditional acceptance of the students have
the opportunity for success in training, the right to own opinion and
position - as well as their free expression. Successful training is realized in
the context of good communication between pupils and teachers - to the
best results pupils reach so called search or research strategies. They imply
encouraging sufficient student autonomy by gathering information,
experimenting. Communication is connecting an element between the
components of the strategy, which determines to a great extent its
effectiveness (Tsvetanska 2006). Good communication skills of the teacher
are the key to involving pupils in the learning process (Duffy et al., 2001).
Good communication skills in this case is the teacher to be able to skillfully
construct and deliver his message, which is consistent with context of
interaction and with the audience. In a study by Grunnenwald and
Ackerman (Gruenenwald & Ackerman 1986, Duffy et al., 2001) students
highlight the good communication skills of the teacher - and good
communication in general - as a determining factor for the quality of the
education received, while the teachers place first the good command of the
subject.

One of the main functions of the teacher is communicative. It is
realized on several levels: communicating with each student separately,
communicating with groups of students and communication with the class
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(Rogers, 1965). It is communicating, the teacher performs its regulatory
and corrective work, and effective communication implies insight into the
motives of the other, to achieve a true understanding of his / her
personality. That suggests and high levels of empathy in the teacher. The
concept of empathy is introduced for the first time in psychology by Carl
Rogers, one of the founding fathers humanistic psychology. Empathy is a
key skill for effective communication (Rogers, 1965).

Rodgers himself defines it as the ability to sense the world of the
other, as if it were yours but without losing your own point of view
(Rogers, 1965, Hojat, Gonnela, Nasca et al. 2002).

But in order to have empathy, a real understanding of the position
and the needs is needed to the other - what happens in effective
communication(Rogers, 1965, Hojat, Gonnela, Nasca et al. 2002).

Nowadays, empathy is defined as a complex construct, unifying
cognitive and affective (emotional) component (Hojat, Gonnela, Nasca et
al. 2002). The cognitive component includes the ability to understand
feelings and the experiences of the other and to see the world from his point
of view - that is, yes account was taken of the individual specificity of this
point of view. The Affective Component is associated with the ability to
experience the feelings of the other.

One of the focal points in the analysis of teachers - students
interaction is the distribution of the teacher's attention and the choice of
feedback, which he gives: the time the teacher has at his disposal is also
limited must decide how to use it - how much of it to use for teaching, what
about students' questions, what about giving feedback, what - for individual
help and support for a student. According to Brown and Sachs (Brown and
Saks 1987, Maas 2000), the teacher is inclined to make the most
"economical”" choice - to devote the most time and energy to what
according to him, will bring better results (in the sense of better success of
students and discipline in class). This is an individual choice. In front of
each teacher the question is how long to devote to group instruction,
teaching of new material, of testing and how many - the individual student
in the form of individual help or answer to students' questions. Another
choice that each teacher does, is what feedback to give and to what extent —
whether to dominate positive feedback (praise for coping, encouragement,
positive comments) or negative (criticism, negative remarks) (Brown and
Saks 1987, Maas 2000).
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According to Rokeach, values are lasting beliefs about preferred
ways of behavior or ultimate goals. Values and attitudes are psychic
determinants that regulate people's social behavior, but no sign of equality
must be placed between the two concepts Rokeach (1973, 1979).

Rokeach develop an instrument that can be used in order to compare
individual commitment to a set of values wherever the researchers live and
whenever they complete a survey: Rokeach Value Survey (RVS). He
proposed a list of two sets of values each includes 18 questions — terminal
values (refer to desirable end states of existence) and instrumental values
(refer to preferable modes of behavior). This instrument has been widely
used in the measurement of values (Mayton et al. 1994).

Each set is ranked by subjects according to the importance of the
items as leading principles in their lives. The main goal here is to force
subjects to identify priorities among competing values. In the Rokeach
Value Survey (RVS) all values are assumed to be universal, which helps to
disclose a persons’ value priorities.

The terminal values in RVS:

1.True Friendship

2.Mature Love

3.Self-Respect

4.Happiness

5.Inner Harmony

6.Equality

7.Freedom

8.Pleasure

9.Social Recognition

10. Wisdom

11. Salvation

12. Family Security

13. National Security

14. A Sense of Accomplishment
15. A World of Beauty

16. A World at Peace

17. A Comfortable Life

18. An Exciting Life

The Instrumental Values in RVS:
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1.Cheerfulness
2.Ambition
3.Love
4.Cleanliness
5.Self-Control
6.Capability
7.Courage
8.Politeness
9.Honesty

10. Imagination
11. Independence
12. Intellect

13. Broad-Mindedness
14. Logic

15. Obedience

16. Helpfulness
17. Responsibility
18. Forgiveness

Rokeach believes that the main motivational process that leads to
value change or stability is the feeling of frustration or satisfaction with
yourself. Value change is present when awareness of the inconsistency
between two values provokes dissatisfaction of the personality as a moral
and competent human being. Cognitive reorganization occurs in order to
reduce or eliminate this feeling and preserving the individual's self-esteem
(Rokeach, 1973; Rokeach & Ball-Rokeach, 1989).

The Rokeach Value Survey (RVS) has been used by different
researchers and for different researched in order to explore many facets of
values, like the relationship between values and behavior, the role of
values, and the extent to which people remain committed to particular
values over time (Feather, 1975; Karagiozov, 1999).

Following Questionnaire shows the modification of the Rokeach
Value Survey (RVS) made by Karagiozov (Karagiozov, 1999).

QUESTIONNAIRE
FOR VALUE ORIENTATIONS
Modification by Karagiozov (Rokeach Value Survey (RVS))
(Karagiozov, 1999)
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Instruction: Here is a list of some goals that people might want.
Choose the most significant one from your point of view, and in the
brackets (on the left!) Located in the same row, place the figure 1. Then
choose the next most important goal and mark it (on the left!) With the
figure 2 then proceed in the same way to the end. Your ultimate goal,
according to you, should be given the number 18. Then evaluate how each
of the listed goals has been achieved by you in life by typing in the brackets
(to the right) the corresponding percentage by number.

g Active life (fullness and emotional saturation in life) [%]
g Life wisdom (sound sense and maturity of reflection) [%]
g Health (physical and mental) [%]
O [Interesting job [%6]
O The beauty of nature and art (experience of the wonderful)  [%]
g Love [%]
g Materially secured life (lack of material difficulty) [%]
O Good and faithful friends [%]
g Public recognition (respect and recognition in society) [%6]
g Knowledge [%6]
g Productive life (maximum use of own capabilities) [%6]
g Development (constantly spending time) [%]
g Freedom (independence and independence) [%6]
g Happy family life [%6]
g Happiness for others (for all people around the world) [%6]
a Creativity (an opportunity for creative work) [%]
. Confidence in yourself (inner harmony, indiscipline) [%0]
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The Karagiozov’s modification of the Rokeach Value Survey (RVS)
has been used in different researches of the value (Mutafova, 2007, p.197).

With the Karagiozov’s modification of the Rokeach Value Survey
(RVS) it is possible to deepen the awareness of the values of the surveyed
persons and research the degrees of expression of the respective values
according to their degree of expression on a scale of 1-7 (1- the value is
least relevant to me, 7 the value is for me to the maximum extent). This
will modify the scale in the following way:

QUESTIONNAIRE
FOR VALUE ORIENTATIONS
Mutafova’s modification of the modification made by Karagiozov of the
Rokeach Value Survey (RVS)
(Karagiozov, 1999; Mutafova, 2007)

Instruction: There is a list of values that are typical for you with
varying degrees of expressiveness. Please choose the degree according to
the degree of expression on a scale of 1-7 (1- the value is least relevant to
me, 7 the value is for me to the maximum extent).

Active life (fullness and emotional 1234567
saturation in life)

Life wisdom (sound sense and 1234567
maturity of reflection)

Health (physical and mental) 1234567
Interesting job 1234567
The beauty of nature and art 1234567
(experience of the wonderful)

Love 1234567
Materially secured life (lack of 1234567
material difficulty)

Good and faithful friends 1234567
Public recognition (respect and 1234567
recognition in society)

Knowledge 1234567
Productive life (maximum use of 1234567

own capabilities)
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Development (constantly spending 1234567

time)

Freedom (independence and 1234567
independence)

Happy family life 1234567
Happiness for others (for all people 1234567
around the world)

Creativity (an  opportunity  for 1234567
creative work)

Confidence in yourself (inner 1234567

harmony, indiscipline)

The necessity of studying the values of the personality of the teacher
growth with the importance of his profession and responsibilities. In the
interaction with the students, the teacher needs to possess values but also to
understand that they are the base. This is an important part so that the
teacher can pass these values to the students as well.
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Abstract

Teachers are a professional group experiencing high levels of occupational
stress in today's society, with various estimates of the size and parameters
of the phenomenon. The profession of the teacher consists not only of the
pedagogical and academic process that takes place in the classroom. The
interaction of many factors (bureaucratic - procedural issues, educational
changes, communication relationships) creates a work environment that
causes occupational stress. Prolonged exposure to this environment leads
to the occurrence of teachers’ burnout syndrome. Although public opinion
considers the profession of a teacher to be the most privileged because of
the extended holidays and limited teaching hours, research data classify
that it is among the three most stressful occupations worldwide (OECD,
2013).

Teachers, exercising a predominantly humanitarian profession, are subject
to stressful conditions and are often lead to professional exhaustion. The
present article refers to the definition of occupational stress, the sources
that cause it and the various ways it manifests itself. It is also associated
with the burnout syndrome as a result of the prolonged exposure of the
teachers to stressful situations and proposes ways of dealing with them in
order to prevent the burnout phenomena and to be able to carry out their
most important work more constructively themselves.

Key-words: teachers’ occupational stress, teachers’ burnout syndrome

Introduction

In the modern world, the professional environment is one of the most
important sources of stress. The relationships that the individual develops
within, the nature of the work and the potential problems they face in it,
greatly affect their everyday life and their quality of life. Occupational
stress is a very modern subject of study and research, as the economic crisis
that several states globally face since 2008, has led to significant changes in
the workplace, such as insecurity, reduced earnings and benefits, high
unemployment rates, etc., situations that exacerbate its appearance. Greece
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occupies the first place in Europe in work-related stress with a 55%
(European Agency for Safety and Health at Work, 2009).

The concept of stress is difficult to define with precision and as a
result there are many definitions available. This occurs both because it is a
multidimensional and multilevel concept and because of the view that
stress is defined differently depending on the research field used (Wilson,
2002). In particular, Lazarus (1993) argues that stress is the result of a
person's energetic interaction with his or her environment and that it may
have physiological, psychological and sociological parameters that are not
necessarily independent of one another. In particular, according to Ganster
and Rosen (2013), stress is defined as an interaction process in which
various environmental events begin a series of cognitive and physiological
responses of the individual ultimately affecting his or her well-being.

In general, stress can occur when the worker does not "fit" well with
work, or when his /her work is responsible for the safety, well-being or
behavior of others. The humanitarian professions and the profession of
teacher in particular, clearly collect many of these elements. Several
teachers see teaching as a particularly stressful process. The main reasons
for stress are the lack of motivation on behalf of the students, the lack of
time to solving problems that arise every day, the lack of discipline of
students, the difficulty of understanding among teachers, even the lack of
infrastructure at schools (Kloska & amp; Raemasut, 1985).

Occupational stress among teachers

One of the most comprehensive definitions of teachers' occupational
stress is that formulated by Kyriacou and Sutcliffe (1978). According to
this, teacher’s stress is defined as a reaction, such as anger or depression, to
a negative effect, often accompanied by pathogenic psychological and
biochemical changes, such as heart rate rhythms. A modern and shorter
definition emphasizes that the stress of the teacher is the experience of
unpleasant and negative emotions, such as anger, anxiety, tension,
frustration or depression as a result of some aspects of his work as a teacher
(Kyriacou, 2001). Recent research indicates that the profession of teacher is
among the most stressful (Kyriacou, 2001). In particular, in 2004, the
profession of teacher was ranked among the six most stressful professions
(Cranwell-Ward & Abbey, 2005).

Kyriacou and Sutcliffe (1978), leading work-related stress analysts,
distinguish the conditions that cause teacher stress in two categories: a)
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Exogenous conditions related to excessive workload, lack of cooperation
and unpleasant working environment, and (b) the endogenous conditions
associated with individual personality traits such as, for example, the
frustration and the anger that can arise from the excessive expectations at
work.

Kyriacou (2001) notes that the main sources of teacher stress are, in
order of priority, the teaching of non-motivated students and students that
lack discipline in the classroom, as well as the inability of teachers to
manage issues related to time- deadlines, workload and possible changes.
In addition, stress can be caused by the evaluation of their work by others,
the difficult or demanding relationships with their colleagues and
management, and by poor working conditions. However, the stress
experienced by each teacher is unique and depends on the particular,
complex interaction between the stressful sources and the personality,
values, abilities and individual circumstances experienced by everyone
(Kyriacou,2001).

In the Greek educational reality, in addition to the factors above, the
factors that have been reported as significant stressors for teachers, are the
insufficient salary, lack of special scientists in schools, such as
psychologists and social workers, low social recognition of the profession,
working hours, as well as frequent reforms in the education system
(Maroudas, 1999, Mouzoura, 2005).

Teachers’ stress can be manifested with confusion, aggression,
avoidable behavior, increased absence tendency, reduced performance of
both the teacher and the students. When a teacher experiences intense
stress, many sides of their performance, such as creativity and application
of teaching techniques, are affected. It is difficult to determine exactly
which factors and what combination will result in the creation of a high
degree of stress in each individual. These factors are usually: student
discipline, student negative attitudes towards school, insufficient
preparation time, lack of clear definition of the role of the teacher, etc.
Also, the personality of each teacher and his / her ideology have been
identified as important factors in the creation and the treatment of stress.

In summary, the teacher's stress depends on the following factors: a)
Role conflict or ambiguity of the role. b) The teacher's assessment that he is
not able to cope with the requirements of the profession. c) The reduced
ability to meet the requirements of the profession due to unsatisfactory
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working conditions. d) The unknown or new professional requirements. e)
Sources outside his role as an educator.

In research that have been conducted to investigate work-related
stress among teachers, it has been found that men experience stress more
intensely than women do and that men have difficulty in adopting
appropriate stress management strategies compared to women, who handle
work stress more effectively (Chatzichristou 2004). On the other hand,
Payne & Funham come to opposite conclusions, claiming that women are
more stressful than their male colleagues (Leontari & partners 2000).

In a recent research among primary school teachers with a view to
the implementation of a pilot stress management program in their
workplace, the most important source, according to the teachers, was the
workload (Karadimas & partners 2004). Teachers report as a stressor
mainly the fact that: “they need to take home school work, prepare for the
teaching process and take care of their continuous education at the expense
of their personal free time” (Karadimas & partners 2004: 408). The other
stressors reported by teachers in the same research are mostly out of school
and are not related to students' behavior, but to the relationship between
family-home and responsibility issues, while their stress, to a lesser extent,
is due to their “career, work climate and relationships” (Karadimas &
partners 2004: 408).

Therefore, the conclusion that emerges from the above is that all
these stressors combined with the personal expectations of teachers can
“cause deep disappointment and anxiety, the feeling that they have neither
the time nor the stamina to cope with so many requirements, and a sense of
shock that many teachers experience and they can hardly overcome”
(Karastathi-Panagiotou 2006).

Teachers’ Burnout Syndrome

The most important and perilous effect of prolonged exposure to high
occupational stress is the onset of Burnout Syndrome. Kyriacou (2001)
defines teachers’ burnout as their physical, emotional and behavioral
exhaustion, while Maslach and Jackson (1986), after extensive research,
have approached burnout syndrome, apart from a simple exhaustion, in a
multidimensional model. According to this, in professions of human
services, including teacher's job, professional exhaustion is defined as a
syndrome manifested under three fundamentally separate but empirically
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related dimensions: a) emotional exhaustion, b) depersonalization, and c)
reduced personal accomplishment (Kokkinos, 2006).

An additional common characteristic of burnout' definitions, and
especially Maslach's three-dimensional model, is that burnout syndrome is
associated with long-term exposure to stressful circumstances. Time
appears to be an essential factor in distinguishing professional burnout from
occupational stress. As a result of the extended exposure to stress, the
individual is unable to cope with the situation he experiences and displays
symptoms of emotional exhaustion, depersonalization and reduced personal
achievement (Maslach & Schaufeli, 1993).

Occupational stress and teachers' burnout syndrome cannot be
distinguished depending on their symptoms, but mostly under the process
of their development and their duration. Thus, occupational stress is an
adaptation process which is temporary and is accompanied by various
impermanent symptoms, while professional burnout consists in the collapse
of this adjustment, accompanied by chronic malfunctions (Maslach &
Schaufeli, 1993).

Within this context, the symptoms of teachers' burnout syndrome can
be classified into three major categories: a) physical symptoms such as
headache, fatigue, stomachache, etc., b) psychological symptoms such as
anger, signs of depression, stress, low self- esteem, feelings of
disappointment, panic disorders, etc., c) behavioral problems, such as
limited interaction, judgmental attitude towards other individuals and
colleagues, systematic absence or pretexts for absence from work,
procrastination, inability to perform a task (Maslach et al., 2001). These
symptoms not only have serious repercussions on the emotional,
psychosomatic and social health of teachers, but also lead to their limited
and low-quality performance, which adversely affects the academic
achievements of their students (Blandford, 2000).

The boundaries between stress and burnout syndrome in the
workplace are vague and often overlap each other, while many researchers
confirm the relationship between them. Considering the concept of
professional exhaustion as an evolutionary process, an individual can
accept that a transitional process is followed where the worker goes
through several phases, during which he experiences chronic, accumulated
stress and ultimately exhaustion. At this stage he feels that his mental
reserves are not enough to cope with the pressure of his workplace.
However, the distinction between the different phases in psychological
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phenomena or the discrimination between "normal and pathological™ with
regard to human feelings and behavior is not obvious, as it is associated
with the existing scientific knowledge, the statistical criterion of the
"average" and the socio-political and cultural circumstances. Nevertheless,
the effects of burnout syndrome, both on the worker and on the working
environment, are obvious.

A teacher, as all the other citizens, is called to handle a series of other
difficult situations in his private life, along with the stress and exhaustion
he may experience in his work, as a consequence of the economic crisis
Greece is facing in recent years: the dramatic wages and allowances cuts,
unemployment, the excessive tax increases, the increased cost of living and
the reduced health and welfare benefits are only a few of the measures that
have reversed family planning and led to the impoverishment of citizens.
Therefore, stress and burnout symptoms that may affect teachers in their
work, are not decompressed in their private life but, on the contrary, they
are enlarged.

Teachers’ stress management

Teachers who suffer from burnout syndrome, affect themselves, their
students and the educational system negatively (Hughes, 2001). The
strategies they use to handle the stress they experience are: talking with
their husband/ wife, friends or colleagues, television, reading and physical
activity. Other less creative strategies are complaints to colleagues and
relatives, smoking and emotional withdrawal (Kloska & Raemasut, 1985).
The process of managing stress begins with the acceptance of the situation
and the wish for change (Cedoline, 1982).

The strategies are differentiated and each teacher resorts to different
strategies in order to maintain his physical and mental balance. The
strategies that can be implemented are the following: 1) recognition of the
environment that children want in the classroom, 2) creation of the
appropriate conditions for ensuring this environment, 3) individualized
support for each student, 4) development of the virtue of "belonging"
somewhere 5) the administration of justice, 6) assignment of
responsibilities to all, 7) consistency, 8) cordiality, 9) encouragement, 10)
understanding of children' difficulties and 11) humor (Chatzichristou,
2004).

Stress management strategies should be a part of teachers' education
in order for them to perform their task more effectively. It is a fact that
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more and more students with learning difficulties and behavioral problems
are integrated into general classrooms, so the consequent demands on
behalf of teachers are now increased. Moreover, the large number of
foreign students that currently study in Greek schools, increases the stress
of teachers, since they are called to contribute to the effective integration of
these students into the Greek educational system. Consequently, modern
teachers are confronted with more stressful situations (Fink & Janssen,
1993; Chatzichristou, 2004).

Conclusion

The findings of Greek research regarding occupational stress and
burnout syndrome of teachers are very interesting and they create a perfect
ground for further investigation. On the one hand, the overall view
resulting from research statistical data reveals moderate levels of
occupational stress and burnout. On the other hand, if someone examines
teachers' stress sources carefully, for example, low wages, insecurity and
changes generally, he will easily conclude that nowadays the stressful
sources seem to be shifting from the student, curriculum and teaching
methods, to other “clerical”, bureaucratic and procedural aspects.

In other words, teachers’ interest and anxiety are no longer focused
on how to accomplish their educational and pedagogical work better, but in
their life outside school. This finding is particularly worrying about the
future of public education in Greece, as it may become a threat to the
effectiveness of the teacher and consequently to the quality of the education
provided. It would be particularly useful, therefore, large-scale equivalent
research to be funded and implemented, for teachers at all levels of
educational system, in order for, initially, the actual situation experienced
by teachers nowadays to be captured and, after that, a program for the
dissemination of techniques for management and prevention of stress to be
designed.

In general, teachers need help in performing their work by receiving
emotional support and guidance for themselves. Working with school
psychologist will contribute determinedly to the factors mentioned above.
The school psychologist will be able to help them to move in a positive
direction, in order for teachers to solve the difficulties they face and help
them adopt effective coping strategies. He will also be able to listen to each
teacher separately, to suggest possible ways to meet his needs and
alternatives to the problems that make him suffer. Teachers practice a
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profession which is often characterized and described as a humanitarian
profession that serves a "social purpose”, which adds great importance to
their work. The stress and often burnout syndrome that teachers experience,
hinder the performance of such their important work. Hence, teachers
should be helped and given as much creative and meaningful guidance as
possible.
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Abstract

The present article is drawn up on in the context of my PhD dissertation
under the title: ““Burnout Syndrome of both General and Special Education
Teachers in primary schools regarding their Personality Traits™. In order
to examine this subject of burnout syndrome closely, we should first decode
the basic factor that causes it: lack of job satisfaction. Job satisfaction is a
key component of teaching, as it is a key factor in the creativity,
performance, mentality and well-being of the educator. The terms "Job
Satisfaction™ and "Job Burnout" have been the subject of research and a
point of interest for the scientific community for several decades. Actually,
in a large number of surveys, the phenomenon of job satisfaction and
burnout syndrome are examined in a parallel manner, which not only
indicates the relationship between these two phenomena but also their
interdependence, since the absence of job satisfaction often leads
employees to burnout syndrome.

The choice of this particular issue was made on the basis that the work of
teachers is often at the heart of discussions in all developed societies,
especially in Greece where the economic crisis has dramatically affected
teachers. The rapid changes in society structures have resulted in
significant variations in the exercise of the profession of a teacher. The
intense interest for teachers becomes easily understood, since education
contributes to a very large extent both to the political and social, as well as
the economic development of a country.

Key-words: job satisfaction, teachers, burnout syndrome, motivation

Introduction

Job satisfaction is one of the important issues of organizational
psychology, especially because it is considered to be inextricably linked to
both the mental health of employees and the interest of organizations to
have high efficiency and in many cases satisfied staff. Besides, job
satisfaction is crucial to a person's self-esteem, especially if we consider the
time an individual spends at work during his/her lifetime. Professional
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satisfaction is related to attitudes and reflects how people feel about both
their profession as a whole and the various aspects of it. In other words,
satisfaction is the degree to which the individual likes their profession, and
dissatisfaction is the degree to which they dislike it.

Although research has approached the phenomenon of professional
satisfaction in a different way, the researchers agree that professional
satisfaction is a multidimensional conceptual construction and consists of
several elements (Koustelios, 2001), but without denying the existence of a
whole satisfaction generally from work.

Job satisfaction is not a simple concept but consists of several points.
A common distinction is between intrinsic and extrinsic satisfaction (Warr
1987). The intrinsic refers to the content of work and its conduct, i.e. the
margin of autonomy for the way the project is performed, the degree of
responsibility, the variety of activities, etc. Extrinsic is related to the
context and the working conditions, namely the hours, security, wages, etc.

Job satisfaction has been the subject of many studies in recent years,
following the effort of researchers to define the content, dimensions and
effects of this phenomenon in various workplaces and in a variety of
professions. Thus, job satisfaction is defined by the positive and negative
attitudes of the individual towards his work and is directly related to
important aspects of work such as productivity, the reduction of workplace
errors, the number of absences and the intention of the employees to
abandon their workplace (Kantas, 1998). Job satisfaction is related to
attitudes and reflects how people feel both for their profession as a whole
but also for the various aspects of it. In other words, satisfaction is the
degree to which the employees like their profession and dissatisfaction is
the degree to which they dislike it.

Conceptual Definition of the term

The most commonly used definition for job satisfaction comes from
Locke (1976), according to which professional satisfaction is defined as the
person's positive emotional response to the specific work they perform,
provided that their professional values are fulfilled. On the contrary,
professional dissatisfaction is prompted by the frustration of the
individual's work values. Locke simply defined job satisfaction as a
pleasant or positive emotional state that comes as a result of assessing one's
work or work experience. The most important reasons for the many surveys
on job satisfaction is that: a) satisfaction itself can be considered as the
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ultimate goal, since happiness is a goal in every person's life and (b) job
satisfaction affects considerably many functions of our everyday life.

According to Wanous & Lawler (1972), job satisfaction occurs when
the needs of the individual and the characteristics of his profession
coincide. Another similar theory is the one of Holland’s (1996), in which
Holland states that satisfaction and professional development depend on
each individual’s personality trying to fit in their working environment.
Finally, Spector (1997), in a more simplified but comprehensive definition,
considers that it is related to the positive feelings the individual has for his
work.

In education, job satisfaction refers to "the emotional relationship of
the teacher with their teaching role and emerges through the distinction of
the relationship between what people want from their profession and what
they think it offers them." (Tarasiadou & Platsidou, 2009).

Teachers’ Job Satisfaction

The job satisfaction of teachers is a crucial component of the
educational process since the degree of professional satisfaction of each
individual is a decisive factor for its efficiency, creativity, mental and
social well-being, and its immediate surroundings. The psychological
relationship of teachers with their profession has direct and substantial
impact on their relation with students, with all the obvious implications, so
the study of the subject of job satisfaction acquires completely new
dimensions concerning their educational life, their overall educational
reality and the overall efficiency of the education system (Kantas, 1998;
Dimitropoulos, 1998). The job satisfaction of teachers depends on factors
such as: the development of effective relationships with students, the
development of social relationships with colleagues, participation in
decision-making processes, the ability to apply new ideas, autonomy and
independence, and opportunities for individual development (Zempylas &
Papanastasiou, 2006).

In the last three decades, teacher satisfaction level has been
systematically explored in the international research arena, and many
studies have attempted to identify sources of job satisfaction and
dissatisfaction among teachers in primary and secondary schools
(Eliophotou-Menon et al., 2008). In Greek reality, in recent years, a part of
the interest of educational research focuses on the teacher, his role and the
difficulties he faces. However, few empirical studies have explored key
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determinants that influence teachers' levels of job satisfaction. The issue of
professional satisfaction is complex and multidimensional and therefore
difficult to measure (Makri-Mpotsari & Matsaggouras, 2003).

Theoretical Approaches of job Satisfaction

One of the most widespread motivation theories is the "hierarchy of
needs theory" by Abraham Maslow (1943). His theory links job satisfaction
with the satisfaction of human needs, as there is a specific hierarchy of
human needs, which is depicted by the pyramid form. At the lower levels
of the pyramid, basic human needs are concentrated, while the most
complex are at the top of the pyramid. Maslow argued that people during
their lifetime act in such a way as to satisfy as many of their needs as
possible, in the most efficient and cost-effective manner. Once a need is
met, the desire to meet new needs is presented at a higher level and the
escalation is strictly hierarchical (Papanis & Rontos, 2005). Each individual
intends to develop their potential and therefore must first meet their
biological needs (e.g. hunger, thirst, sleep). The next level of the hierarchy
is the need for love and emotional response. At the next level are the needs
for social contact and the need for social recognition while at the top of the
pyramid lies the need for self-actualization and self-identification. The
emergence of the need for self-actualization only exists when the needs of
all previous levels have been met. Maslow argues that meeting all the needs
of the hierarchy is an important factor in ensuring the individual's mental
health.

“Two factor theory” (1968) was developed by Frederick Herzberg.
According to this theory there are two distinct groups of factors about the
job satisfaction and the general performance of the individual at work.
Herzberg distinguishes two kinds of needs: a) those that cause satisfaction
in the workplace, coming from the basic biological needs of the individual
and which he calls motivators, and b) those that cause dissatisfaction,
related to work content, which are called hygiene factors. Factors such as
achievement, recognition of the project, nature of work, responsibility,
ability to promote are motivations according to Herzberg, while factors
such as salary levels, occupational safety, work conditions are hygiene
factors.

Alderfer’s theory is an extension of Maslow's principles (1972).
Aldefer limited the five main categories of needs to three: a) the existence
needs that cover the normal and security needs; b) the relatedness needs
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with the social environment that cover social needs and c) the growth needs
that cover the two higher levels of Maslow’s needs, the needs of self-
respect and self-actualization (Kantas, 1998, Papanis & Rontos, 2005).

The association of motivation and job satisfaction is also found in
Vroom's (1964) "expectancy theory", which deals with what determines the
person's intention to make a personal effort at work. This effort contributes
to the performance of the department or the entire organization in which the
employee is working. He argues that a person's work motivation is
determined by 3 variables, valence, instrumentality, and expectancy.

Finally, Stacy Adam’s “equity theory” (1963) claims that employees
follow the norms of equality and justice in their work. Employees compare
everything they invest to the business with the results they receive, and at
the same time with the results of another person or group they offer just as
well. If an employee experiences an injustice, that is, working under a
framework of inequality, he may be dissatisfied and reduce his
performance. People who feel wronged but do not try to change their
attitudes are led to latent practices either by changing their behavior
towards the importance of the factors of inequality or by redefining their
exemplary relationships in the workplace (Kantas, 1998).

The role and the work of teacher

The issue of teacher's job satisfaction is important, as the role of the
teacher is directly linked to the development of children, the future of each
country and the continuity of society. Therefore, by ensuring teachers’
professional satisfaction, the levels of equality and the development of
education could be increased in a stable and continuous way (Saiti, 2007).

The teacher is the most important factor in any change needed at
school (e.g. for educational reforms). The existence of competent teachers
with the required knowledge, skills and attitudes is the key factor in
providing high level education. However, if they are not professionally
satisfied, their productivity may be affected by burnout syndrome, absence,
apathy or abstinence. Supporting this idea, Lusser (1990) has shown that
job satisfaction can make a substantial contribution to the efficiency and
effectiveness of an organization. It also contributes to the production of
high-level products and services as well as to maintaining low levels of
burnout and abstinence.

Obviously, the goal of each education system is to prepare capable
citizens who will help the country's political, social and economic
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development. The above objective will be achieved when the ‘fittings' of
education systems are in good condition. The most important tool of the
educational act, which is the spearhead of every educational system, is
content educator, who is also committed to his role (Naylor, 1999).
According to Luthans (1998), if people work in a clean and friendly
environment, they are more enjoyable at work. If the opposite is the case, it
is difficult for them to achieve results. When their needs are not met,
individuals can be affected psychologically, morally and economically.

Job satisfaction has very important consequences: it means that
teachers are happy, dedicated and committed to their role. Teachers seek to
be professionally effective and satisfied in their work. As argued by
Jaiyeoba and Jibril (2008), satisfied teachers are one of the most important
factors in the education system. The success or failure of the system
depends mainly on the satisfied teachers, but also on the satisfied
headteachers and supervisors. Teachers especially spend a great deal of
their time with their students in the classroom, and because of this they
have a significant impact on their success.

Factors contributing to job satisfaction

We could divide teachers' job satisfaction factors into two categories:
organizational factors and demographic. Warr (2005 - report by Tarasiadou
& Platsidou, 2009) states that these factors can be divided into extrinsic
ones, which are often considered cause of teacher dissatisfaction and their
decision to change profession, and intrinsic ones, which make them feel
positive. The intrinsic factors of job satisfaction, as recorded by the same
researcher, are: freedom and participation in decision-making during school
activities, activities on a variety of topics, the use of teacher qualifications,
responsibility for completing a school activity, the pleasant school climate,
the assessment of the course of work and the opportunities for promotion.

Koustelios and Kousteliou (2001) classify working time, salary,
working conditions, etc, as extrinsic factors. Tarasiadou and Platsidou
(2009) believe that the school unit is considered to be an organization that
directly influences the organization positively or negatively. It has also
been argued and found by other researchers that relationship with students
is one of the most important factors, as well as communication with
colleagues, the ability to promote new ideas, the participation in decision-
making, autonomy, relationship with headteacher etc. (Zembylas &
Papanastasiou, 2006). Security, effective leadership, superiors' support,
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lack of rigorous supervision, good interpersonal relationship, are also
included in factors contributing to teacher satisfaction. Teachers’ job
satisfaction depends on the demographic and individual characteristics of
the employees, such as age, gender, educational level, economic
background, marital status, experience, working time, etc.

Relationship between job satisfaction and burnout syndrome

Teachers, practicing a highly humanitarian profession, are subject to
severe stress and therefore teaching is considered as one of the professions
with high to very high levels of stress.

As Maslach and Schaufeli claim, there are three approaches to the
relationship between job satisfaction and burnout syndrome: 1) Burnout
syndrome is the cause for the reduction of job satisfaction, that is,
professional dissatisfaction is an emotional consequence of burnout
syndrome. 2) The very opposite view, which considers that professional
dissatisfaction causes burnout syndrome and 3) both professional
dissatisfaction and job satisfaction can be caused by a third variable, such
as bad working conditions (Koustelios & Kousteliou, 2001). It can
therefore be assumed that there is some form of causal relationship between
job satisfaction and burnout syndrome, especially with regard to the
dimension of emotional exhaustion, and this relationship is supposed to
exist in other professions, beyond that of the teacher (Kantas, 1996).

Teachers' dissatisfaction with their work has a negative impact on the
educational system. Low job satisfaction means lower levels of employees’
attachment to their work. These people either change their jobs or continue
to work inadvertently (Demirel & Erdamar, 2009). Unsatisfied employees
are a great risk as they result in failure to meet the aims and objectives of
school.

According to Hoy & Miskel (1996), lack of job satisfaction on the
part of the teacher, results in frequent absences from school, aggressive
behavior towards colleagues and students, early retirement from work and
psychological alienation from his work. All these negative results lead to
poor and inefficient teaching that is at the core of the educational process.

Various research has shown that lack of job satisfaction is
accompanied by feelings of depression, despair, anger, contempt and
futility (Pinder, 2008). Additionally, research has revealed the link between
the lack of professional satisfaction of teachers and the school failure of
students (Hargreaves, 1994).
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In Greece, past research results show the existence of burnout
syndrome in the field of education to a certain extent. However, for at least
eight years now, the area of education, as a workplace, has been
undergoing major and difficult changes for employees, a fact that creates a
clearly more stressful environment than that in previous years. Economic
changes, such as wage cuts, tax increases, change in teacher rankings,
institutional changes in school, underfunding of schools with implications
on school facilities and infrastructure, “punishing” teachers' evaluation with
high impact on their earnings, but also on their stay in the field of
education, job insecurity, which accompanies the closure of many schools
in the small regions, increase teachers' work stress.

Concerning teachers’ job satisfaction, it is considered that teachers
with higher levels of professional satisfaction have higher levels of
productivity. Therefore, the negative factors affecting the encouragement of
teachers should be identified and eliminated in order to improve the levels
of motivation for their work (Karsli & Iskender, 2009). The factors
contributing to teacher burnout syndrome can be divided into three
categories. The first one concerns personal factors such as gender, marital
status, the class they teach, the type of academic studies. The second
concerns interpersonal factors, the role other people play in the creation of
burnout syndrome. The third concerns the organizational factors, the role of
the school environment and the organizational requirements of education
(the need to complete the curriculum in a specific timeframe, the role
conflict in the school unit, the lack of supportive counseling, etc.) (Pappa,
2006).

In addition, the environment generates stress-causing factors that are
responsible for the outburst of burnout syndrome. These environmental
factors are the social relationships of teachers with students, colleagues,
headteachers and working conditions (Pappa, 2006).

Many studies on the field of education, acknowledge stress overload,
working conditions, professional development, poor working relationships
with colleagues, low pay, lack of clarity and conflict of roles, relationships
with parents, teachers’ expectations, pressures exerted by educational
leadership, lack of communication, social issues and mistrust as serious
stress causing factors (Kantas, 1996, Koustelios & Kousteliou, 2001,
Dimitropoulos, 1998, Papastylianou & Polychronopoulos, 2007).

In general, it can be argued that the well-being of educators is
influenced by their job satisfaction and skills, while the lack of prosperity is
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related to work, which can lead to stress, that can subsequently affect their
job performance (Pillay, Goddard & Wilss, 2005). Thus, the psychological
health of teachers is imperative for the "success" of students, the
educational system, and for the wider society web (Vesely et al., 2013).

Conclusion

The main objective of the present study was to investigate teachers’
job satisfaction in Greece compared to international research. The study of
the individual theories concerning the interpretation of the phenomenon of
job satisfaction leads us to the conclusion that no theoretical construction
alone is sufficient for a complete understanding of the phenomenon. This
fact, however, does not diminish the importance and possibilities of their
utilization, in an attempt to systematically study the individual aspects and
the way in which satisfaction arises from work.

In general, the results of Greek research have shown that Greek
teachers have lower levels of burnout syndrome than their foreign
colleagues (Papastylianou, Kaila, Polychronopoulos, 2009). However,
especially regarding teachers, it should be noted that while the levels of
stress and exhaustion they present in various research are sometimes high,
there is no evidence to suggest that this occupational category faces some
increased mental or physical health problems. It seems that teachers either
exaggerate in the relevant questionnaires, or the long periods of vacation
and colleague support are life-saving in their case (Kantas, 1996). Despite
the fact that burnout syndrome levels are low and that most teachers find
their work extremely satisfying, many researchers have also recognized that
teaching is a stressful job.

In summary, teachers nowadays often have to combine the heavy
task of teaching with the additional responsibility of children” "raising
awareness" towards adulthood when parents are busy or absent. They need
to maintain close relationships with other people and make quick decisions,
so the decisions that are made often have serious economic, social or other
consequences on all those lives involved. Conclusively, it is obvious that
the role of the teachers and the job satisfaction resulting from their
profession are two very important parameters, not only for the transmission
of knowledge to the new generations but also for the significant influence it
exerts on the behavior and the life of students and, thus, in society as a
whole. The teacher is the one who, with his attitude, gives the example and
contributes to building the values that will form the basis for the future.
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I'/IABA 3: IICUXO0JIOI'US HA JIMYHOCTTA
CHAPTER 3: PERSONALITY PSYCHOLOGY

ECTETUYECKU NNPEAITIOYNTAHUSA 3A POPMA U CUMETPUSA
B KOHTEKCTA HA JUMEHCHUATA EMOLIUOHAJIHA
CTABUJIHOCT - EMOLIMOHAJIHA JIABUWJIHOCT

ra1. ac. 1-p buasina Mopaanosa, npo¢. anch Jioamua Kpberes

AESTHETIC PREFERENCES FOR SHAPE AND SYMMETRY IN
THE CONTEXT OF THE DIMENSION OF EMOTIONAL
STABILITY - EMOTIONAL INSTABILITY

assist. prof. Bilyana Yordanova, PhD, prof. Lyudmil Krastev, DSc

Pesrome

Ecmemuueckama oyenxa e ¢ynxyus Ha Ounamuynama obpabomxa Ha
uHgopmayusma om ewv3npuemMawusi CyOeKkm, npu KOosSmo KOAKOMO No-
68000010 moli 0bpabomea Oaden ecmemuyecku CmMuMyl, MOJAK08d HO-
nonodcumenen e ecmemuyeckusim omeosop. Hacmoswyemo uzcieosane e
yacm om NOOpPoOHO NpOyYBaHe HA ecmemudecKume npegepeHyuu Ha
JUYHOCMMA, KAmMoO mMyK ca NpeoCmaseHy MHONCeCmE0 paziuyus 8
cybekmusHume nPeOnoYUmManus 3a opma u cCumempusi 8 3a8UCUMOCH OM
OUMEHCUAMA eEMOYUOHATHA CIMAOUTHOCT - EMOYUOHATHA TAOUTHOCT.
Knwuoeu oymu: emoyuonanna cmabuiHocm - eMOYUOHATHA TAOUTHOCH,
ecmemuyecky npeonoYumanust, UHOUBUOYAIHU PA3IUYUS

Abstract:

Aesthetic evaluation is a function of the dynamic processing of information
by the perceiving subject in which the more freely he processes an aesthetic
stimulus, the more aesthetic response is. The present study is a part of a
detailed study of the aesthetic preferences of personality, and here are
presented many differences in the dimension emotional stability - emotional
instability.

Keywords: emotional stability - emotional instability, aesthetic preferences,
individual differences .
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BbBeaenne

[TepienTUBHOTO OBJAIsABAHE CE€ BIUSC OT MPOMCHJIMBH KaTo
IbPBUYHO BB3MPUAITHE, PA3ICHEHHS, IPOABIKUTEIHOCT Ha PE3CHTALUATA,
MOBTOPEHHATA, WK KOHTpacTa purypa-pon. [locoueHnTe NpOMEHIUBY Ce
OTHACST W 3a KOHIICTITYaJHOTO OBJIAJIsSBaHE, KAKTO M KbM CEMaHTHYHHTE
CTPYKTYpH Ha 3HaHHETO M WHAmBHAyamaure ocobexoctn (Winkielman,
Schwarz, Fazendeiro, & Reber, 2003).

OOpaboTkaTa Ha BCEKM ECTCTHMYCCKH CTUMYJ MOXE Ja ce
XapakTepusrpa ¢ pazHooOpasre OT MapaMeTpH, KOUTO ca HecHenupHUIHN
0 OTHOIICHHE Ha CHABPIKAHMETO, KaTO HAMPUMEP CKOPOCT M TOYHOCT Ha
obpabotka Ha ctumynute (Reber, Wurtz, & Zimmermann, 2004). Haii-
94eCTO TE3W IMapaMeTPH MPUTEKABAT XapaKTECPUCTUKUTE HA MHHAIHS OITHT
OT IPUIOCTHA 00paboTKa WJIM OBJAIsABAHE Ha €CTETHYECKa MH(POpMAIHS.
Tossim Opoit poyYBaHusI MOKA3BaT, Y€ XOpaTa M3MOJI3BAT OBJIAIIBAHETO U
3a pa3IMYHM HEeCTeTHUYEeCKU OleHbYHU pemenus (Jacoby, Allan, Collins,
& Larwill, 1988), scnora na m3obpaxkenuero (Whittlesea et al., 1990),
npoabpkuTenHocTta Ha ekcrosurmsata (Witherspoon & Allen, 1985),
npenxonHu nozHanus 3a ooekra (Whittlesea, 1993), u TsixHarta cTeneH Ha
choTBeTCTBHE ¢ peanHocTTa (Reber & Schwarz, 1999).

[ToBeueTo TEOPETHYHHM CTAHOBHIA Morar jaa Obaar 000OIIeHH B
MPENOI0KEHUETO, Y¢ BHCOKOTO OBJIA/SIBaHE HA CCTCTUYECKUTE CTUMYIIU
MOJICKa3Ba MOJIOKHUTETHO ChCTOSIHUE B PAMKHTE HA KOTHUTHBHATA CHCTEMA
wii B juyHocTHOTO (yHKimonupane (Winkielman et al., 2003).
VCInemHoTo OBNajsBaHC HA ECTETHYECKH CTUMYJIH [MPEIM3BUKBA
MIOJIOKUTENEH aeKT, 3all0TO Ce CBbpP3Ba C HANPEIbK W OMO3HABaHE Ha
CTUMYJa MpPU HAIWYHETO HA MOAXOSIIA CTPYKTYpHH TO3HAHUS 3a
uHTepnpeTupane Ha ctumyia (Fernandez-Duque, Baird, & Posner, 2000).
Bucokoro oBiajsBaHe MOXKE Ja € TOKasarell, Ye BBHIIMHUTE CTHMYJIH ca
MO3HATH M 10 TO3M HAYMH € MAJKO BEpOSTHO 1a ObJaT BpEIHH 3a
€MOITHOHATHOTO ChCTOsTHME Ha nuunoctTa (Ramachandran & Hirstein,
1999).

B HsAKOM W3CIeABaHMS Ce MPECTABAT HA YYACTHUIMTE CHUMKH Ha
OpeIMETH OT ©XKEIHCBHETO, KaTO HAampumep Oropo, MTHIA, WIH PaBHHHA
(Reber, Winkielman & Schwarz, 1998). KauecTBOTO Ha CHUMKHUTE € JIEKO
BJIOLICHO U OBIAQIIBAHETO HAa o0OpaboTkara ¢ MaHUIYIHPAHO, upe3
BU3yaJHa MpOLEAypa 3a 3aMbIJsiBaHEe. B 3aBUCHMOCT OT yCIOBHSATA
IiesieBaTta CHUMKa Ce€ MPEIIeCTBA OT MMOICh3HATEHU MPEACTaBU 3a CHUITHO
BJIOIICHOTO Ka4eCTBO Ha KOHTypa Ha BCSKa OT MOJOPAHWUTE CHUMKH.
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VYcraHoBsiBa ce, 4e CHBIAJACHHETO Ha KOHTypa ylecHsBa oOpaboTkara
(BHCOKO OBIIaJIiBaHE), B CHOTBETCTBUE C M3CIEIBAHUATA, KOUTO JIOKa3Bar,
Yye TMOACH3HATEIHUTE BU3YaJIHU SAMHULM IOAOOPSBAT TOUYHOCTTA C KOSTO
CTUMYIIBT MOXe J1a Ob1e unentuduimpan (Bar & Biederman, 1998).

HacrosimusiT  moxxox — Hamara — CENIEKTHBEH — Tperyiel  Ha
W3CIIEJIBAHUATA, KOUTO C€ CTPeMSAT Ja WISHTUQUIHUPAT KIIOYOBUTE
(¢akTop Ha  ecTeTMYECKaTa OLEHKa, CbCTaBEHH OT pa3iId4Hu
W3CIIEZIOBATENICKU Tpaauiuu. [lomyepTaBa ce poisita Ha aTpruOyTUBHHTE
NPOIIECH U OYaKBaHUS, MO0 OTHOIICHHE Ha 00paboTKaTa Ha MHPOpMAIUITA
Y OBIIQASABAHETO HA ISUIOCTHUS NPOLEC HA BB3IPHEMAaHE HA €CTEeTUYECKU
ctumynu. HHTEepecHO € O00ACHEeHHeTO, 4Ye TeopHATa 3a MEepLUENTHBHO
OBIIQ/IIBAaHE HAa ECTETUYECKH CTUMYNIH JeQHHUpaA SBICHUATA, KOWTO ca
TPYJHHM 32 KOHLETITyalIn3upaHe, B KOHTEKCTa Ha Jpyru Teopuu. Teopusra
3a TIEpPLENTUBHO OBIIAJBAaHE TOMara jJa ce OOSCHH B3aUMOJICHCTBHETO
MEXJY pPa3BUTHETO HA PpaHHUTE TPESANIOYUTAHUS M COIMAIH3ALUATA,
OpEANOYNTaHUATa KbM OIpenelieHn (OpPMH ¥ CHIIECTBYBaHETO Ha
WHIMBUAYaJHA DPA3IH4Ms [0 OTHOIIEHHWE HAa OOCKTMBHATA PEATHOCT U
KpacoTaTa KaTo JBe CTPaHH Ha €JJHO U CHIIO SBJICHHE.

[IpernexsT Ha eMNUPUYHUTE H3CICIBAHHS JIOKa3Ba, Y€ BUCOKOTO
OBJaJsIBaHE € HAJeKIHO CBHP3aHO C IOBEYE MOJOKUTEIHH OLEHKH. Ta3zu
BH3MOKHOCT TOJTyYaBa Hai-TOJSIMO BHUMaHHE B KOHTEKCTa Ha JUCKYCHATA
OTHOCHO €CTECTBOTO Ha e(dekTa OT eJleMeHTapHa EKCIO3WIUS, KBAETO
MOBTOPEHHETO yBEJIMYaBa XapecBaHETO HAa IThbPBOHAYAIIHO HEYTpajeH
npasauten (Zajonc, 2000). Hsxou aBTOpHM mpemmosnarar, 4e epeKkThT OT
CaMOTO eKCIOHWpaHe Ha CTHMyJa MOXE Ja Cce OTpa3d BBpPXY
yBEIMYaBaHETO HAa HETOBOTO MEPLENTHBHO OBnaasBaHe (Bornstein &
D’Agostino, 1994). Ilpu ToBa MOJIOKEHHE MOXKE Ja ce 0000IIH, Ye BCIKa
NPOMEHIINBA, KOSATO YIJIECHSABA OBJAJABAaHETO Ha TIpepadoTKara Ha
ecreTuuecka HWH(oOpMalnus, BOOU JO YyBEIMYaBaHE HAa JIMYHOCTHHUTE
MIPEATIOYUTAHNS, JOPH B YCIOBHATA HA €IHA-CTUHCTBEHA EKCIIO3HUIIHSL.

IIporpama Ha u3cieaBaHeTO

Ilenra Ha NPENCTABEHOTO HU3CICABAHE € Ja C€ YCTaHOBSAT
ecTeTHUecKUTe InpedepeHuryd Ha JMOoa C M3pa3eHa €MOLMOHAIHA
JTa0MITHOCT WM €MOIIMOHAIHA TaOMITHOCT KbM XapaKTepUCTHKHUTE (opMa U
CHUMETpPHUS Ha KOMIMIOTBPHO TeHEPUPAHH N300paKEHHUSI.
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[Ipenmnonara ce, 4Ye NWYHOCTTA B KOHTEKCTa HA JUMEHCHATA
eMOITMOHAlITHA CTA0MJIHOCT - EMOIIMOHANHA JAaOWIIHOCT JIEMOHCTpUpA
crneun(UIHU eCTETUYEeCKU npedepeHnt 3a GopMa U CUMETPHSL.

BBOpocHUKBT, KOWTO € MPUIOKEH B HACTOSILIETO H3CIEABaHE €
paspaboteH oT XaHc AW3EHK U € CBBP3aH ¢ HETOBUS MOJIE] Ha JTUIHOCTTA.
B bwarapus e amanrtmpan ot Paspalanov & Shtetinski, (1984). Or
BBIIPOCHUKA W3IOJI3BaMe cKayiaTta HeBpOTHM3bM — HEBPOTMYHA Hariaca,
IbIDKAIla ce Ha HACJEJICTBEHU, MPUIOOUTH WM CIEICTBHE OT BBHTPEUIHU
KOHQIUKTH (akropu. PUKCHpa HHUBOTO HA JHMYHOCTHA CTAOWIHOCT H
€MOLMOHAIHA YyBCTBUTEJNHOCT. JIaOMMHHUAT (HEYCTOHYMB) HYOBEK €
€MOLMOHAIIHO YYBCTBHUTEINEH, TOAAaT/INB Ha cTpec. CTaOMIHUAT (yCTOWYMB)
YOBEK € CIIOKOCH, HEBB3MYTHUM, HEMOJATIMB Ha cTpec. Koraro
MOKa3aHUATa [0 CKajara ca HaJ HopMara ce€ OTYHTa EeMOIMOHAITHA
nabUITHOCT (HEyCTOMYMBOCT), a KOraTo ca IMoJ HopMara - YCTOHYHBOCT. B
CKajaTa ca BKJIIO4eHH 23 aliTema.

Pe3yararu

W3non3BaHeTo Ha KOHJKOWHT aHalIM3 JaBa Bb3MOXKHOCT Ja Ce
pa3bepe OTHOCHTEIHOTO 3HA4YEeHHE HA BCUYKH €CTETUYECKH M3MEPEHHUS H
KOMOMHAIIMU MEXIy TSX U 110 TO3M HAYMH J1a CE HHTEPIIPETUPA ISUI0OCTHATA
€CTeTHYECKa OLEHKa KbM JEMOHCTPUPAHUTE BHU3YyaJHU CTHUMYJIH.
Ilenecbo0Opa3Ho € na ce moxadeprae, 4e pe3ylaTaTUTe OT KOHJDKOMHT
aHalM3a TMPENOCTaBsIT HE3aBHCHM BBHIICH CTaHAAPT IO OTHOUICHUE Ha
JMYHOCTHUTE €CTETUYECKU NPEANOYUTAHUS CHPAMO IEMOHCTPUPAHUTE
BU3YAJIHU CTUMYJINU.

Tabauya Ne 1. Ecmemuuecku npednouumarnus 3a oopma u cumempus npu
JUYA ¢ UPA3CHA EMOYUOHANHA CMAOUTHOCT

(axTop (axTopno OLICHKHM HA CTAaHAAPTHA OTHOCHTEJIHA
PaBHHINE TMOJ€3HOCTTA rpeurka BA:KHOCT
TPUBT'BIHUK 2,135 0,194
¢dopma KpPBT 4,057 0,186 32,596
LIECTOBIBIIHUK -1,922 0,194
BEepTHKAJIHA JISIBO 1,304 0,194
CUMETpUS LEHTBP 4,313 0,186 39,917
JISICHO -3,009 0,194
XOPHU30HTAIHA HaJ cpemaTta 1,976 0,186
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CUMETpUS cpena 0,958 0,194 16,322

oA cpeaata -1,018 0,194

JIMaroHagHa 15180 \ AsCHO -1,024 0,129 11,165
CUMETpHS nsicHo / 1sBO 1,024 0,129
KOHCTaHTa 7,114 0,136

KOe(UIIMEHT Ha KopeJianus CTOIHOCT PaBHHUIIE HA 3HAYUMOCT

Pearson’s R 0,926 0,001

Kendall’s tau 0,901 0,001

Kendall’s tau Holdouts 1,000 0,021

Pesynratute oOT aHanmm3a 3a OMpelneIssHe Ha ECTETHYECKHTE
npedepeHuu 3a GopMa U CUMETPUs IIPH JIUIA C W3Pa3eHa eMOIIMOHAIIHA
CTaOMITHOCT YCTaHOBSBAT cienHuTe mnpeanountanus. Crnopen dopmara
Hal-TIpeIlToYnTaHa € Ta3!u Ha KPbId, CIeIBaHa OT Ta3W Ha IIECTOBI'BIIHUKA.
Haii-psiako mpeamnounTtaHa € ¢opMata TPUBIBIHUK. B 3aBUCHMOCT OT
BEPTUKAJIHATA CUMETPHUSI Hal-TIPEINIOYUTAaHa € MO3ULUS UEHTHP, CleABaHa
oT mo3unus JsBo. Hail-psako npenmountaHa e mno3unus nascHo. llo
OTHOLICHUE XOpU3OHTaJIHaTa CHUMCTPUIA Haﬁ-HpeﬂHOQHTaHa € no3ugusita
HaJl cpeaara, cieABaHa OT MO3ULMsITa cpefa. Hal-panko mpeanmouuTaHa e
no3uuus nof cpenata. Ilpu u3ciaeaBaHUTE JULa C U3pa3eHa EMOIMOHATHA
CTaGI/IJIHOCT, IIpaByu BICYATIICHUC, Y€ B 3aBUCHMOCT OT AHWaroHajiHaTa
CUMETpPHS TMO-TIPEANIOYNTAHA € TO3HIHS TOPEH JECEH BI'bI - JOJEH JISB
BI'BJI, 32 PA3JIMKA OT MMO3ULIKA FOPEH JISIB BI'bI - AOJCH JAE€CEH BIbL.

Tabnuya Ne 2. Ecmemuuecku npednoyumanus 3a popma u cumempus npu
JUYA C UBPA3EHA eMOYUOHANHA 1AOUTHOCT

(axTop (axTopno OLCHKHM HA CTAaHAAPTHA OTHOCHTEJIHA
PaBHHIIE TOJE3HOCTTA rpeurka BAJKHOCT
TPUBIBIIHUK 1,452 0,203
dhopma KpPBIT -2,110 0,203 31,137
IIECTOBIBIHUK 3,562 0,181
BEepTHKAJIHA JISIBO -1,008 0,203
CUMETpHS LEHTBP 1,523 0,203 19,428
TISICHO 2,531 0,181
XOpU30HTATHA HaJl cpenara 1,829 0,181
CUMETpHS cpena 0,867 0,203 15,323
1oJ cpenaTa -0,962 0,203
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AruaroHaJiIHa JIABO \ JSICHO
CUMCTpHUA JSICHO / JIAABO
KOHCTaHTa

KoeUIMEeHT HA KOpeJiauus
Pearson’s R

Kendall’s tau

Kendall’s tau Holdouts

3,107

-3,107

7,168

CTOHHOCT

0,972
0,938

0,133 34,112
0,133
0,148

PaBHHUILE HA 3HAYUMOCT

0,001

0,002

0,021

1,000

Pesynratute OT KOH/PKOMHT aHanmW3a 3a ONpeACNsHE Ha
ecTeTHYecKuTe npedepeHimu 3a popMa U CUMETPH MPH JIMIA C U3pa3eHa
EMOITMOHATHA  JIAOWJIHOCT JOKasBaT, de cmopen ¢dopmara Hai-
MpeAroYnTaHa € Ta3W Ha NISCTOBIBIIHUKA, CIIEBAHA OT TPUBI'BIHATA
(dhopma, a HaW-pAKO € TMPEANOYNTaHA Ta3u Ha Kpbra. B 3aBHCHMOCT OT
BEepTHKAJIHATA CUMETPHUs HaW-TPEANOYMTaHa € MO3UIUs IICHO, ClIeBaHa
OT HO3ULMA LEHTHP, KaTO HAM-PSAAKO IPEANoYUTaHa € mo3uuus JsaBo. 1lo
OTHOIIIEHUE HA XOPHU3OHTAIHATA CUMETPHUS HaW-TIPEANIOYNTAHA € TIO3UIIHS
HaJ cpejaTa, Cle/JBaHa OT MO3MUIMS Cpela, a Hal-psAaKo MpEArovnTaHa €
Mo3uIMs 1Moja cpemata. [lo OTHOIIEHHWE HAa NPEANOYUTAHHUATA 34
JUaroHaJHA CHUMETpPHS TP JIMIATa ¢ WU3pa3eHa eMOIMOHAHA JAOMITHOCT
Hal-4ecTO € MpPEeINOoYUTaHa TO3WIHATA TOPEH JISIB BrBIl - JIOJCH JIeCeH
BI'BJI, 32 PA3JIMKA OT IMO3UIIHS TOPEH JIECEH BI'bII - IOJICH JISIB BI'bIL.

I'paduxa Ne 1. IIpoueHTHO pa3npeneneHre Ha 3HAYMMOCTTa Ha (PaKTOpUTE
M0 MOJATPYIH CHPSIMO NPEATIOYUTAHUATA 32 POPMaA i CUMETPHS
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ITo oTHOIIEHHE HA 3HAYUMOCTTA Ha (hakTopa (hopMa ce yCTaHOBSBA,
4ye TS € IMO-BHCOKA IPH JIMIAa C HM3pa3eHa e€MOIMOHAJIHA CTAaOMIIHOCT, B
CpaBHEHHME C Ta3W MpPU JIMIA C H3pa3eHAa CMOIMOHAJHA JAOMITHOCT.
3HaynMoCTTa Ha (pakTOpa BEPTUKATHA CHMETPHS € MO-BHCOKA MPH JIHIA C
n3pa3eHa eMOI[MOHAIHA CTAaOMIIHOCT, B CpPaBHEHWE C Tasd TPH JIMIA C
M3pa3eHa €eMOIMOHAJHA JTAOMIHOCT. 3HAYUMOCTTA Ha TPETHs (aKTop
XOPHU30HTATHA CHMETPHS € MO-BUCOKA MPH JIMIA C M3pa3eHa eMOIMOHATHA
CTabHITHOCT, B CpPaBHEHHE C Tasd INPH JIMIa C HW3pa3eHa e€MOIMOHAIHA
nabununoct. ITo OTHOIIEHHE Ha 3HAYMMOCTTa Ha (haKTopa AMaroHaaHa
CHUMETPHsI CC YCTAHOBSBA, 4Ye TA € TO-BUCOKA MpPH JIMIA C H3pa3cHa
€MOI[MOHAITHA JTA0MITHOCT, B CPAaBHCHHE C Ta3d MpH JIKMIAa C HU3pa3eHa
€MOILMOHAJIHA CTA0OMIIHOCT.

3akiouenne

[IpencTaBeHUAT TyK MpoOJeM ce pasriiekaa OT aHAIUTHYHA U
eMIIUpUYHA T[JIeJIHA TOYKA, a  H3CJICAOBATCICKUTE YCHIHMA ca
ChCPEIOTOUCHH BBPXY pa3pabOTBAaHETO HA MOJET 3a HW3MEpBaHE Ha
€CTETUYCCKUTE TMPEANOYUTAHUS, B KOHTEKCTa HA WHIUBHIYATHHTE
pa3auYus U IMYHOCTHUTE OCOOCHOCTH.

YcenenHo ce JeMOHCTPUPAT MPAKTHYESCKH TOAXOM 3a Ch37aBaHE Ha
€CTETUYCCKU CTHMYJH, KOUTO MMAT TMOJOXHUTEIHU €PEKTH C ONMpPECIICHH
JMYHOCTHU XapPaKTEPUCTHUKH IO IOCOKA Pa3KpHBAHE HA ECTETUYECKHTE
npeQepeHITI.

Bb3 ocHOBa Ha pe3yiaTaTHTE OT MPOBEICHOTO W3CICIBAHE CC
YCTaHOBSBA, Y€ Pa3IMYMATA B MPEINOYUTAHHUATA 32 popMa U CUMETpHsI, B
KOHTEKCTa Ha JIMMCHCHUSTA EMOIMOHAIHA CTAOMJIHOCT — EMOI[MOHAIHA
TaOWITHOCT ca CTATHCTUYECKU 3HAYHMH.
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Abstract

The general aim of this study is to investigate and explore the effects of
bullying on students. We will define bullying, identify the characteristics of
bullies and victims and outline the consequences of bullying. Additionally,
it is very important to understand and develop a comprehensive
understanding of school bullying and also identify strategies and best
practices for bullying prevention.

Keywords: Consequences and effects of bullying, Definition of bullying,
Bully-Victim characteristics, Bullying prevention.

One of the most important problems faced by at least 1 in 10 children
and adolescents today is school bullying of pupils from their classmates,
based on the results of a study conducted by the Society for the
Psychosocial Health of Children and Adolescents in collaboration with the
Pedagogical School of AUTh. Also, a Child's Smile survey reveals that
32% of students have been bullying victims (34.2% boys, 29.71% girls). At
the same time, according to research data from the National Center for
Social Research (EKKE): primary school students are more susceptible to
abuse than adolescents, while 11% of high school students admit acts of
violence against their classmates. What happens, why the phenomenon of
bullying spreads like an epidemic? Bullying is an epidemic. It is rampant,
widespread and pervasive and the effects can be catastrophic. It occurs in
our communities, in our schools — and sadly — even in our homes. Bullying
statistics are staggering, scary and merit serious consideration and
immediate action. Consider the following:

= 90% of students in grades 4-8 report have been harassed or bullied.

= 28% of students in grades 6-12 experience bullying.?

= 20% of students in grates 9-12 experience bullying.
(stopbullying.gov)
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= In grades 6-12, 9% of students have experienced cyberbulling.2

= Over 160,000 kids refuse to go to school each day for fear of being
bullied. (Nation Education Association)

= 70.6% of students report having witnessed bullying in their school-
and over 71% say bullying is a problem.

= Over 10% of students who drop out of school do so due to being
bullied repeatedly.

= Each month 282,000 students are physically assaulted in some way
in secondary schools throughout the United States—and the number is
growing.

= Statistics suggest that revenge [due to bullying] is the number one
motivator for school shootings in the U.S.

= 86% of students surveyed said, "Other kids picking on them,
making fun of them or bullying them" is the number one reason that
teenagers turn to lethal violence at school.

= Nearly 75% of school shootings have been linked to harassment
and bullying.

= 87% of students surveyed report that bullying is the primary
motivator school shootings.

= 64% of students who are bullied do not report it. (Petrosina,
Guckenburg, Devoe and Hanson 2010).

Bullying is unwanted, aggressive behavior among school aged
children that involves a real or perceived power imbalance. The behavior is
repeated, or has the potential to be repeated, over time. Both kids who are
bullied and who bully others may have serious, lasting problems. Bullying
can take the form of physical contact, words or more subtle actions.
"Bullying (is) the repeated use by one or more students of a written, verbal
or electronic expression or a physical act or gesture or any combination
thereof, directed at a victim that: (i) causes physical or emotional harm to
the victim or damage to the victim's property; (ii) places the victim in
reasonable fear of harm to himself or of damage to his property; (iii)
creates a hostile environment at school for the victim or (iv) materially and
substantially disrupts the education process or the orderly operation of a
school." Bullying can affect everyone—those who are bullied, those who
bully, and those who witness bullying. Bullying is linked to many negative
outcomes including impacts on mental health, substance use, and suicide. It
is important to talk to kids to determine whether bullying—or something
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else—is a concern. Kids who are bullied can experience negative physical,
school, and mental health issues. Kids who are bullied are more likely to
experience:

e Depression and anxiety, increased feelings of sadness and
loneliness, changes in sleep and eating patterns, and loss of interest in
activities they used to enjoy. These issues may persist into adulthood.

e Health complaints.

e Decreased academic achievement-GPA and standardized test
scores-and school participation. They are more likely to miss, skip, or drop
out of school.

A very small number of bullied children might retaliate through
extremely violent measures. In 12 of 15 school shooting cases in the 1990s,
the shooters had a history of being bullied. Kids who bully others can also
engage in violent and other risky behaviors into adulthood. Kids who bully
are more likely to:

o Abuse alcohol and other drugs in adolescence and as adults;

e Get into fights, vandalize property, and drop out of school;

o Engage in early sexual activity;

« Have criminal convictions and traffic citations as adults ;

« Be abusive toward their romantic partners, spouses, or children as
adults .Kids who witness bullying are more likely to:

o Have increased use of tobacco, alcohol, or other drugs;

e Have increased mental health problems, including depression and
anxiety;

o Miss or skip school

Although bullies are often looked at as simply out of control children,
a significant number of children use aggression in their everyday lives.
There are many characteristics that define these dominant children as
bullies. Rigby (1993) specifically defines bullies as those having an
aggressive personality pattern, with the tendency to react aggressively in a
variety of situations. They also tend to have an inability to control their
inhibitions against aggressive tendencies and often have a positive attitude
toward violence. Power, Dyson and Wozniak (1997) note that, physically,
aggressors tend to be older and stronger than their peers. As well as
personality and physics, family situations are influential on a child’s
aggression. Perren (2005) suggests that families of bullies frequently have
little closeness and unity, as well as being focused on power over one

146



another. These children often report more negative family functioning than
non-bullies. Because of the lack of parental and family support, many
adolescents use bullying as a form of control and attention.

These children do not know the correct form of asking for attention,
love and support from others, including their peers. Brown (1986) suggests
that this is often a response to family situations, as well as peer pressure. A
portion of these children lack any control in their lives, except for the
control they place on others.

School is an additional environment where adolescent bullies may
struggle to obtain control. Pellegrini (2000) notes that these adolescent
bullies are at risk for a variety of school-related and psychosocial problems
that can be detrimental, both physically and emotionally.

As one can imagine, the peer pressure adolescent’s face on a day-to-
day basis is expanded exponentially when placed in a school setting. There
is a similar impact in regards to bullying. Adolescents may feel peer
pressure to bully, especially in school settings, in order to obtain control in
a complex social environment.

A victim is often a person who suffers from destructive acts, either
emotionally or physically. Many believe that victims are mostly random,
undeserving people that were simply in the wrong place at the wrong time.
However, research has come to find that victims quite often find
themselves in the same situation over and over again. There are possible
explanations for victims and their tendency to be victimized. Primarily,
victims tend to be young and smaller physically.

In addition, the home environment plays an important role in a
victim’s life. Parental abuse or misconduct may leave a child with no
knowledge of proper relationships. Perren (2005) states that families of
male victims seem to be overly protective and close, while the families of
female victims lean toward unhealthy emotional abuse. Just as with bullies,
a lack of family support can leave a child with deeper psychosocial
problems that may manifest themselves in social environments, predicting
their involvement in victimizing activities.

The school environment is just as important as the home life in the
development of victims. In terms of peers, Perren finds that limited
popularity and social networks can be a precursor for victimization in an
adolescent social setting. Limited support from peers and adults could show
a child that bullying is not only right, but also admirable. The adolescents
who are bullied feel as though the whole world is against them.

147



It is important to consider that bullies and victims are not all that
different. In fact, in many cases they are the same person. Peskin et al.
(2006) identifies bully-victims as those who are both bullied by others and
bully others. She suggests that they are more likely to be male. Many times
children find that when they are lacking something essential in one
environment, they will over-compensate in another. Quite often, children
may be victims at home and a bully at school.

It may be even more complicated than simply their environment. A
child could have been a victim all through childhood and when emerging
into adolescence or adulthood decides it is time to take control, control over
others. Perren (2005) states that research has found that children who bully
others, but are also bullied themselves form a sub-group that is called
aggressive victims, proactive victims or bully-victims.

However, the research also states that these sub-groups often overlap
in terms of bullying. Rigby (1993) proposes that the tendency to bully
others and the tendency to be victimized by other are not polar opposites.
His findings also indicate that the predisposition to bully others and to be
victimized can possibly be correlated. It is important to realize that
although bullies and victims are on the opposite ends of the spectrum, they
really are not all that different.

Bullying can threaten students’ physical and emotional safety at
school and can negatively impact their ability to learn. The best way to
address bullying is to stop it before it starts. There are a number of things
school staff can do to make schools safer and prevent bullying.

Training school staff and students to prevent and address bullying
can help sustain bullying prevention efforts over time. There are no federal
mandates for bullying curricula or staff training. The following are some
examples of options schools can consider.

Activities to teach students about bullying. Schools don’t always
need formal programs to help students learn about bullying prevention.
Schools can incorporate the topic of bullying prevention in lessons and
activities. Examples of activities to teach about bullying include:

Internet or library research, such as looking up types of bullying, how
to prevent it, and how kids should respond, presentations, such as a speech
or role-play on stopping bullying, discussions about topics like reporting
bullying, creative writing, such as a poem speaking out against bullying or
a story or skit teaching bystanders how to help, artistic works, such as a
collage about respect or the effects of bullying.
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Addressing the signs of bullying early, before the behaviour and its
impact get worse, is important to creating a safe and caring school and
community.

As a parent, you can help to prevent bullying by teaching your
children how to:

¢ be caring of others,get along, deal with angry feelings;

e be assertive without being aggressive in standing up for
themselves.

Children need to understand how important it is to report bullying.
Parents can help by encouraging children to talk about what is happening at
school, in their neighbourhoods, on the bus, etc.

As well, it is important to teach children the difference between
telling and tattling. Tattling is reporting to an adult about someone else's
behaviour in order to get them in trouble. Telling is reporting to a
responsible adult about someone else's behaviour in order to help someone
— themselves or someone else. Parents and families can help children
understand the importance of reporting harassment and guide them through
the complaint and investigation process.

Bullying is a serious problem that can dramatically affect the ability
of students to progress academically and socially. A comprehensive
intervention plan that involves all students, parents, and school staff is
required to ensure that all students can learn in a safe and fear-free
environment.
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I'JIABA §5: OPUJUYECKA IICUXOJIOI'UsL.
CHAPTER 5: LEGAL PSYCHOLOGY

OYHKIIMOHUPAHE IICUXUYHATA 3AINMTHA TOMUHAHTA
HA OBBUHAEMMUA IIPU ITPOBEXXJIAHETO HA PA3IIUT B
PAMKHUTE HA HAKA3ATEJIHUSA TPOLIEC.

Xpucro IHonuukosos, foxkropant B Kareapa Ilcuxosiorus,
duiocockn Pakyarer, FO3Y ,,Heopur Puiicku

FUNCTIONING OF THE MENTAL DEFENSES IN THE CONDUCT
OF INTERROGATION WITHIN THE CRIMINAL PROCESS.

Hristo Popnikolov, PhD Student, Department of Psychology South-
West University ""Neofit Rilski"*

Pe3iome

Om usnodxcenama 6 O0OKIA0A MeMaAmMuxKa e 6UOHO, uYe Opeanume Hd
00CHbOeOHOMO NPOU3600CBO KAKMO U CbOd € 6b3MONCHO 8 eOHA UNU Opyed
cmenen 0a 6v0am NOBIUAHU KAKMO OM JTUYHOCMMA HA 008UHAeMUs, MAKA
U om He208ama KOMNEMEHMHOCM 0d YUacmea 6 HaKazameanus npoyec. B
Mo6a OMHOUIEHUEe KAMO eKCHepm, HCUXOL02bHl Modce O0a OKadice
HeoyeHuMo cwvoeticmeue. Bcaxka eona excnepmuza Ou nonomocHania Ha
BCUUKU YUACMHUYU 8 NPABOpa30asanemo Ho No800 HA 0OEKMUBHAMA UM
OYeHKa 3a u3ébpuimenume HA NPAGOHAPYUIeHUs, 34 pasdupaue Ha
UHOUBUOYATIHAMA UM 3AUUMA U NPUCOUOMO 3a MAX CAMOONPABOAHUE NO
spemMe Ha npoyecyanHume Oelicmeus. Yuyacmuemo HA NCUXONO3U 6
HAKA3amenHus npoyec e om KIo4080 3HAYEHUe 3a YCMAHOGA6AHemO Ha
UCTUHAMA 8 PAa3Cied8anHemo, 3auj0mo BCIKO NPeCmbhIeHUe KAMOo OesHue
UMa cybeKmueHa Cmpana, upasasaua ce 8 NCUXUYeCKomo OmHoweHue Ha
Odeeya KvM  U38bpUEHOMO OesHue. Ycmanoeseamemo Ha — mesu
NCUXON0UYECKU MOMUBU € KAIOYO8 MOMEHM OM HAKA3AMETHUsl npoyec ¢
02n1e0 YCMaHoBs8AHEMO HA UCTUHAMA.

THcuxonoeuveckama 3awuma cmabunU3Upa JUYHOCMIMA 8 KPUMUYHUME
VCIOBUSL HA  HPOMUBOOCUCMEUE, CEbP3AHU ¢ OMCMPAHABAHEMO Ha
NPeNCUBABAHUAMA HA HANpedceHue, mpegoaa, cmpec U Gpycmpayus,
go0ewu KoM MAKCUMATHA MOOUMU3AYUs HA HelHume pecypcu u
cvuespemeno 00 mexuus npepaszxoo . Ilo maxvé uauun uUHOUBUOBM,
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KOUmMo e 0b0ekm Ha npoyecyinume O0eucmeus, MaKkCUMAIHO ce 3auumasd
Om HeONAONPUAMHUME SLHUHU GIUSHUSL, HO C YeHAma Ha MHO20 YCUTUS U
ocpomHa 3az2yba Ha HEPEHO-NCUXUYECKAd eHepeus, KOoemo Nosuuasa
cobcmeeHama My YA36UMOCH éMecmo 0d OONPUHACA 34 HEUHOMO
Hamansieane. Buv3nuxeanemo u QyHKYuOHUpanemo Ha NCUXONOSUHECKA
3awuma moodice 0a Ovoe 3HAYUMENHO Gb3NPENIMCMBAHO 8 PEe3yIMmam Ha
83aumooeticmeuemo Ha pasciedsawus ¢ obgunsemus. Ouje nO-ClOHCHA e
cumyayusma, Koeamo ce CmucHe 00 pa3pué HA KOMYHUKAYUOHHUS
KOHMAKM, KOSAMO MOHCe 0d 8b3HUKHE NPU NCUXONI02UYEeCKO OMYYIcOeHue U
camouzonayusi Ha 008UHAeMUsL NOPAOU JHcelaHue 0a ce 3auumu.
3awumnama ncuxonocuvecka OOMUHAHMA e PediHd NCUXU4ecKa OeuHoCH,
¢ Koamo mpsabea Oa ce cvobpazaeam pazciedsawume NOIUYAU,
credogamenu U CvOul, 3a 0a ycnesim epexmusHo 0a ce Cnpaeim CbC
ceosma 3a0ava u 0a npeodoaesm 6 KpamvbK CPOK CbHpomueama Ha
pazcreosanume auya U 0a OOKANCAM NO 3AKOHOCHLOOPA3eH U MOpAJeH
HAYUH MAXHAMA 6UHA U NPUYACMHOCI KbM PA3CAe08AHUME KPUMUHATHU
OesHusL.

Kaw4yoBu aymm: ob6gumsem, ncuxonocuuecka, 3aujumua, OOMUHAHMA,
npecmvhnieHue;  HaKAzamenew, npoyec, Npomugodelcmaue, cmpec,
MobunuuUpa,

Abstract

From the subject presented in the report it is evident that the pre-trial and
the court bodies may, to some extent, be influenced both by the person of
the accused and by his competence to participate in the criminal process.
In this regard as an expert, the psychologist can offer invaluable
assistance. Each expertise would assist all actors involved in the
administration of justice on their objective assessment of the offenders, the
understanding of their individual protection and the inherent self-
justification during procedural actions. The involvement of psychologists in
the criminal process is key to establishing the truth in the investigation,
because every crime as an act has a subjective side, expressed in the
psychic attitude of the perpetrator to the committed act. Establishing these
psychological motives is a key point in the criminal process with a view to
establishing the truth.

Psychological protection stabilizes the personality in the critical conditions
of counteraction, related to the elimination of the experiences of tension,
anxiety, stress and frustration, leading to maximum mobilization of its
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resources and at the same time to their overpayment. Thus, the individual
who is the subject of the process action is protected against the adverse
external influences, but at the cost of a lot of effort and enormous loss of
nervous-mental energy, which increases his own vulnerability instead of
contributing to its reduction. The appearance and functioning of
psychological protection can be significantly impeded by the interaction of
the investigator with the accused. Even more complicated is the situation
when it breaks the communication contact that may arise in the
psychological alienation and self-isolation of the accused due to the desire
to protect himself.

Protective psychological dominance is a real psychic activity that
investigators, investigators, investigators and judges need to take into
account in order to effectively deal with their task and to overcome the
resistance of the investigated persons and in a time to prove in a lawful and
moral way their guilt and participation in the commitment of the crimes .
Key words: accused; psychological; protective; the Dominant; crime;
criminal, process, counteraction, stress, mobilize

YBoa

1. HKOpuUIUKONCHUXOJOTHYECKHAT AaHAIHU3 HA OOBHHSIEMHTE
3amo4yBaMe C pa3rjieKIaHeTO HA TeXHHUS MPaBeH CTATyC U MPOUeCYTHH
XapaKTepPUCTUKHA

Cermacio wi. 54 or HIIK "OOBuHsIEM € JHIETO, KOETO €
MPHUBIIEYCHO KaTO TaKOBa B TOBAa KadeCTBO INPH YCIOBUATA W TIO DEla,
npeaBUACHN B To3u Kojekc." OcHoBHata upes, kosro Bimara HIIK ce
0a3upa Ha Te3aTa, Ye KOraTo JIMIIETO € MPHUBJICUCHO KaTO OOBUHSIEM, TOBA
03HayYaBa, 4e Cpelry HeTo € MOBAUTHATO M oOBuHeHHe. CTaBa TyMa 3a Taka
HApEeUYeHOTO MPEABAPUTEIHO OOBUHEHHE, KOETO MOXKE J1a O'bJIe TTOBIUTHATO
II0 JBa Ha4YMWHA — C INIOCTAHOBJICHUEC 3a HpI/IBHI/I‘-IaHe Ha O6BI/IH$I€M UJIn C
MPOTOKOJIA OT MMHPBOTO ACWCTBHE IO PA3CIEABAHETO CPEILy JIUIETO / Hil.
219, am.l u an. 2 HIIK/. C u3rorBsHEeTO HAa IIOCTAHOBJIEHHETO WIIH
NpOTOKONIAa JIMIETO € TMPHBIEUEHO KaTo OOBMHsIEM W Ta3u ¢urypa e
KOHCTHTYyHpaHa 1o jaenoro. OT TO3M MOMEHT TOBa JIMIE pasmojiara ¢
BCHUYKH IpaBa, MPEABUICHU 32 OOBHHSIEMIs], HO CBIIO TaKa CIPSMO HETO
MoraT Ja Ce NpWIiokaT MEpPKUTe 3a IMpolecyalHa NpUHY/A,
pernamentupanu B HIIK. C akra Ha KOHCTUTyWpaHE Ha OOBUHSICMUS B
nmochreOHaTa (aza Ha mporieca Tol npuaodusa Bu3upanute B wi. 55 HITK
MPOIECYaTHH TIpaBa, B oOcera Ha KOWTO € W BB3MOXKHOCTTA Ja Jafe
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00sICHEHHS 110 TIOBIAUTHATOTO My oOBHHeHue. / P- 626- 2011 1.0 Ha BKC/. /
Chinova. M./

OKOHYATETHOTO OOBHUHEHUE C€ TIOBIUTa, CJIE] KaTO € MPUKITIOYIIIO
pascienBaHeTo, ¢ OOBHHHTEICH akT Ha MPOKYpopa, KOETO JeicTBUE €
n3pad Ha KOHCTUTYIIMOHHOTO MY IIpaBOMOHIIME [Ja IPHUBJIANYA KbM
OTTOBOPHOCT JIMIIaTa, KOHTO Ca W3BBPIIMIN MPECThIUICHHE OT OO
xapakTep.

2.0cHOBEH MpoLecyajeH cnocod 3a yCTAHOBSIBAHE HA HCTUHATA B
HAKa3aTeJHHsT  Npolec M pa3KpHBaHe  M3BbPIIMTEIS  HA
NMPeCTHILICHHETO € PA3NMUTA HA 00BUHIEM

[IpoBexxmaneTo Ha pa3mHTa € TSICHO CBBP3aHO C WBITHIHCHUETO Ha
CrelMagHa 3ajada ¢ KOHKPETHO IOCTaBeHa IeJd. A HMMEHHO IpH Taka
chOpaHUTEe MaTepHald Jia Ce W3BJIeUYe OCHOBHATa HH(pOpPMANHUA OT
JBIITOBPEMCHHATA NMaMeT Ha Pa3lUTBAHOTO JIMIE OTHOCHO H3BBPIICHOTO
MPUCTANHO JesHue. PernaBaimio ycioBHe 3a ChXpaHSIBAHETO Ha (HaKTH,
ChOUTHS B  ABITOBPEMEHHATa MaMeT Ce sBsIBa  OCMHCIJICHATa
uHTepnperanus. Ts 3aBUCH OT ONUTA, OPUCHTAIUATA, WHTEICKTYaTHOTO
Pa3BUTUC HA JUYHOCTTA, OT CTCIICHTA HAa aKTHUBHOTO B3aPIMOI[eI71CTBPIe Ha
HHAWBUAA C MAaTCpUaiIHUA CBAT, O6XBaTa Ha HETroBaTa CUCTEMA OT 3HAHHUA U
NpPE/ICTaBH, BKIIOYCHH B MOHATHUMHOTO TOJNEe Ha Ch3HaHWeTo . [lpm
ChXpaHsABaHEeTO Ha (DaKkToJOrWATa B MaMeTTa Ce MOoJyyaBa JIMYHOCTHA
PEKOHCTPYKIHS, 0000meHne, ¢parMeHTH3aMsl. YCTOWYMBOCTTa U
CBOEOPA3METO HA TAKOBA ChXPAHCHUE 3aBUCH OT 3HAUCHHETO U KOHKPETHHUS
CMHCBI Ha MaTepuajla B Ch3HATeNHAaTa maMeT. B pesyiarat Ha
MPUIIOMHSIHETO CE aKTyaJlu3upa HEe caMO ChOTBETHHs o0Opa3 B IamMeTTa Ha
O6BI/IH$ICMI/I$1, HO MW BCsJdKa CHUCTEMa Ha OTHOIICHHUA /B TOBa 4YUCIO H
€MOIIMOHAIIHK/, CBBbp3aHU CbC ChoTBeHTHTE OOekTH. (Minchev, 2008;
Kunchev, 2013; Madzarov, 2014).

Haii-ronsiMo  3HaueHHMe 1NpU  pasnuTa UMa  TakbB  BHJ
BB3NPOM3BOKAAHE  KAaTO  NPHUIIOMHSHE  HAa  HW3BICUCHHTE  OT
JIBITOBPEMEHHATA MaMmMeT o00pa3d Ha MHHAJIOTO, JIOKAU3UPAaHH BEHB
BPEMETO U MPOCTPAHCTBOTO.

HanuuueTo Ha BIACTHUYECKU MBJIHOMOIIMS CE SBSBA €IUH OT Hali-
CHIECTBCHUTE  IICHXOJIOTUYECKH  (akTopu B MEXKTYIUIHOCTHOTO
B3aMMOJICHCTBUE Ha Pa3ClICABAINUs OTpaH C OOBUHSAEMUS B HAKa3aTCIHUSI
niporiec. Te3u MbIIHOMOIIHS MOTaT Jia Ch3/1aaT WITI03US 32 OOBUHUTEIHOTO
HanpaBlieHHe Ha JEWHOCTTa Ha pascie[Ballvs, a B HEMAJKH Ciydail jaa
Npe/M3BUKAT y HEero npodecroHanHa aedopMaryst npu HPOIbIHKUTEITHO
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yOpaxHsIBaHe Ha ILKHOCTHUTEe (yHKIMH. OCHOBHa (QYHKIHS Ha
pascienBaiiyMs € He OOBMHEHHETO, HE 3alllMuTaTa, a pa3KpUBaHETO Ha
UCTUHATA B TPOIECa Ha Pa3ClICJIBAHETO, Ype3 MBIHOTO, OOCKTHUBHOTO U
BCECTPAaHHOTO W3CJEIBaHE Ha OOCTOSTENCTBATa IO JEJNOTO. 3aKOHBT
M3PUYHO 3a0paHsBa Ha pacieABallys Jia MpearnprueMa X0I0Be Ha OKa3BaHe
Ha IICUXUYCCKO HACHUIINUC CHpSIMO O6BI/IH$[CMI/I$[, I/ISTp’bFBaHe Ha IMOKa3aHHusi C
METOAM Ha HACWIIWE, 3alllaXd WIH JPYr'd HE3aKOHHU MEPKH, 3a/aBaHe Ha
CBUJICTENM, MOTHPIEBIIM W Jp. JHMIA C MPOILECYalHH KadecTBa Ha
ImoaBeXXaaIn B’prOCI/I, orjiaCdBaHC Ha ITIOKa3aHUsIATA Ha yT-IaCTHI/IHI/ITe B
OYHa cTaBKa. PascienBanmusT HEMPEKbCHATO ce COMBCKBA C Pa3HOOOpa3HU
SIBJICHHSI B YOBEIIIKATA IICHXHKA.

3. B mporeca Ha pa3ciieZiBaHe Ha KOHKPETHOTO IPaBOHAPYIICHHUE
pascieBalIMAT U OOBUHACMHUSAT BJIM3AT B OCTPO MPOTUBOOOPCTBO, KATO M
3a IBETE CTPaHU ChHIICCTBYBA HampexxeHue u ppyctparms. OOBUHACMHUSAT B
1o 1I00Ha MO3UIMS Ch3HATEIHO MM HECH3HATEIHO C€ CTapae Jia OTCTOSIBa
CBOMTE WHTEpPECH M HEM30€KHO peajn3upa ChOTBETHATA 3alllUTHA
cTpaTerus. Bb3MOKHOTO MPOTHBOJICHCTBHE HAa PA3ClIC/BALIUTE OPraHU Ce
(dopmMupa ole NpU BH3HMKBAHETO HA MPECTHIIHUS YMHUCHI B XO[a Ha
I/I3B'prlBaHCTO Ha HpeCT’bHHeHI/ICTO un C OHpC}ICHCHI/I )Z[Cf/iCTBPIH 110
NPUKPUBAHETO HA CIEAUTE OT TPECThIMHOTO JesHue. ONUTHHAT
U3BBPIIATEN HA MPECTHIUICHUS ChC 3HAYMTEICH KPUMHUHAIICH OMUT MPaBU
BCHYKO BB3MOXKHO, KOETO CIIOpPE] HEro Ie¢ My IIO3BOJH Jla TPUKPHUE
CIeJIUTE OT MpecThIUICHHETo. TOW ce crapac Ja HampaBd BCHYKO
BB3MOXHO, KPallHO Jia 3aTPYJHU Pa3clieIBAHETO, 1a BbBE/IC pa3ciieIBallIus
B 336HY)KZ[CHHC. q)aKTI/I‘IeCKI/I INOTCHIUAJITHUAT 06BI/IH$ICM HHaHI/Ipa IIOBCYC
WIH TI0-MaJIKO MOAPOOHO OMNpejesicHa 3allWTHA JIMHKUS Ha IOBCJICHUE B
clIydaii, 4e Helata 3a HEro ce Pa3BHAT HEONAronpHsITHO U ObJie pPa3KpHT.
(Kunchev, 2013; Kunchev ,2003; Inbau,2008 ).

Oco0eHOCTUTE HA IICUXMYECKOTO CBHCTOSHHE HA OOBHHSEMMS C€
ompeJieNisi OT XapaKTepHaTa 3a HEro MCUXWUYecKa JIOMHUHAHTAa, KOSTO Ha
CBOU peJl ce CTPYKTYpUpa B 3aBUCHMOCT OTHOIIIEHHETO MY KbM CHOUTHETO
Ha TPECTBIUICHHETO W mpeacTosmoTro mnpaBocbaue. (Enikeev, 2006;
Grigorov,2008; Inbau, 2008).

3.KoHuentyanna CcTpyKTypa Ha 3allMTHATA NCHXHYHA
JOMHHAHTA HA 00BHUHAEMMS

1. 3amuTHaTa JAOMUHAHTA HA OOBUHSACMHS OMNpPEICNE OCHOBHUTE
HANpaBliCHUsT HA HEroBaTa ICUXHYEeCKa JEWHOCT, (YHKIIMOHUPAHETO Ha
KOTHUTHBHUTE MY TPOIIECH U aKTYAIHUTE TCUXHYECKH CHCTOSHHA. Tou
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MpPHUTEXKaBa B 3HAYMTEIHA CTCICH MOBMIICHA YYBCTBUTCIIHOCT KbM BCHUKH
CHOUTHS CBBP3aHHU C MPOLECYJIHUTE ACUCTBUSA, KOUTO 10 HAKAKHB HAYMH
3acTpalaBaT CTaOWJIHOCTTa Ha OTCTOSIBaHWTE Mo3unuu . [Ipu ToBa, KakToO
peaviia aBTOpYM U3CJIENBall TO3UM TMPOIEC TOJAYEpTaBar, MPOTHYA
MOCTENEHO YKPENBaHE Ha 3allUTHUTE MO3UIMH. T€ IOMBIHUTEIHO Ce
pasmupsBaT u craBar Bce mo-permmuaun.(Grigorov,2008;Kunchev,2003;
Vuchkov,2010; Ganchevski, 2011).

BhIipeku mpenBUICHUTE OT 3aKOHOJATEIIS TapaHIUU 3a CIIa3BaHETO
Ha YOBEIIKUTE NPaBa M 3aKOHOCHOOPA3HOTO pealiu3upaHe Ha MPOILEIypUTE
CBBP3aHH C pa3Cle[IBAHETO Ha OOBUHSAEMUS W peaju3alusara Ha
JIOCHACOHNTE U ChACOHUTE MPOIIECH, TOU € B ysI3BUMa TIO3UIIUS U U3rPaXK/Ia
pelieBaHTHA Ha CUTYaIUATa M Ha ChIBPIKALIUTE CE B HEsl 3aIlIaxy 3all[MTHA
JIOMUHAHTa, 3a Jla TapaHTHpa COOCTBEHATa CH 3alluTa W Ja HaMaju
PUCKOBUTE OT EBCHTYJHO HakaszaHWe. TS ompelens I[UIOCTHOTO My
MCUXUYECKO (PYHKIMOHMpaHE 3a IMepHoAa Ha OCBHIISCTBIBAHE Ha
JIochAcOHNTe W chAcOHuTe mnponeaypu. CreaBa Ja JOMyCHEM, uYe
3al[UTHATA MICUXOJOTMYECKa TOMHUHAHTA €CTECTBEHO BH3HUKBA MPH BCEKH
3aroI03psiH U OOBHHSIEM M HEWHOTO cHelU(PUIHO QYHKIMOHUPAHE 3aBUCH
OT HETrOBUTE MEPCOHAIHU OCOOCHOCTH, KAaKTO M OT CBOCOpa3HETO WU
Pa3BUTHETO HA CHUTYAI[MHTE TPU pEaTU3UPAHETO HA TMPOLECCYIHUTE
JICHCTBUS M B YACTHOCT Ha MIPOBEIKIAHUTE PASIUTH.

3amuTHAaTa TMCUXMYECKA JIOMMHAHTa TOMara Ha 3amoJ03peHUs M
OoOBUHSIEMHSI J1a OBNlaJice COOCTBEHHTE CH CTPECOBE U BBTPCIIHU
HampeKeHUs, Jaa Tpumodue eAHO MOo-aJaNTHBHO U IEJICHACOYCHO
MOBEJICHUE B CUTYAI[MUTE HA Pa3CiICIBAHETO , 3a Ja ChbXpaHsiBa COOCTBEHUS
CHU TICUXUYECKH CTAaTyC W 3all[UTaBa CBOUTE MPABHU UHTECPECH B TPYyJHA U
KOMILUTUIIMPAHA B MPABHO U TICHXOJIOTMYECKO OTHOILICHUE CHTYAITHSI.

3amUTHATa TICHXOJIOTHYECKA JIOMHHAHTa € pealHa MCHXUYecKa
JIAJICHOCT, C KOSATO TpsOBa Jia ce ChoOpa3sBaT pas3cClicBAIlUTE IOJIMIIAH,
CJICZIOBATENN U CHIIUH, 32 Jia YCIesaT e(DeKTHBHO Jia CE CIPABST ChC CBOSATA
paboTa ¥ Jla mpeosoNesT B KPaThK CPOK CHIPOTUBATA HA Pa3CIliC/IBAHUTE
JUIIA U JIa OKAKAT 10 3aKOHOCHOOpa3eH M €TUYCH HAYMH TAXHATAa BUHA U
MPUYACTHOCT KbM MPOYYBAHUTE UHKPUMUHUPAHU JICTHUSL.

2. TlcuxuyeckaTa 3al(uTa Ha HMHIWMBHAA KaToO ILSUIO € CIOCO0 3a
cTabunu3aiys Ha JIMYHOCTTA B KPUTHYHU YCIOBHS Ha KOH(IMKTHO
B3aMMOJICHCTBUE U € CBhp3aHa C OTCTPAaHSIBAHE HA YyBCTBaTa Ha CJIa0OCT,
TPEBOKHOCT ¥ HECHT'YPHOCT. B mporieca Ha pa3nuTa € BaXKHO Jla e OTYUTAT
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NCUXOJUHAMUYHUTE OCOOCHOCTU Ha PA3MUTBAHUTE JIULA, O0YCIOBEHHU OT
THUIIA Ha TAXHATa BUCIIA HEPBHA AEHHOCT.

PasmuThT KaTto wu3cinenBaHe Ha CHEUU(PUYHHSA BTOPOCHUTHAJICH
M3TOYHMK Ha MH(OpMAIMs UMa CBOsI TeHETHYHA CTPYKTypa, 00pazyBaHa 1o
ObT Ha MONyYaBaHE,ChbXpaHEHHE W TIpelaBaHe Ha WHMoOpManusATa Ha
yoBeka. B mpoueca Ha pasnura, pascienBaliUAT OpraH ce cOJ'bCKBa ¢
Pa3InuHN MHIOUBHUIYATHU TPOSBICHUS Ha ICHXOJIOTMYECKaTa 3alluTa |
TICUXUYECKO OTUYKCHHE.

[Icuxonoruueckarta 3amuTa CTaOWIM3UPA JTUYHOCTTA B KPUTHIHHUTE
yCIOBHSL Ha TPOTHUBOACWCTBHE, CBBP3aHH C OTCTPAHSIBAHETO Ha
NPEXHUBSIBAHUATA Ha HANpeKEHHUE, TPEBOTa, CTpec U (pycTpauus, BOACIIN
KbM MaKCHMAJHa MOOWIM3AIMsl HA HEMHUTE PECYPCH M CHIIEBPEMEHO JI0
TexHusl npepaszxon . Ilo TakbB HAaYMH WHIWBUABT, KOHTO € OOCKT Ha
NPOLIECYTHUTE ACUCTBHS, MAaKCUMAIHO CE 3aIlMTaBa OT HEOIAronpHUsITHUTE
BBHIITHK BJIMSHUS, HO C IIeHaTa Ha MHOTO yCWJIMS M OTpOMHa 3aryba Ha
HEPBHO-TICUXMYECKa E€HEeprus, KOEeTO T[OBHIaBa COOCTBEHaTa MY
YSI3BUMOCT BMECTO Ja JIONPHHACS 32 HEHHOTO HaMaisBaHe. Bb3HUKBaHETO
U (QyHKIMOHMpaHETO Ha TICHMXOJOTMYecKa 3alluTa MOXe Ja Obie
3HAYMTENTHO BB3MPEMATCTBAHO B pe3yiTaT Ha B3aUMOJACHCTBHETO Ha
pascneaBamusa ¢ ooBuHsiemus. Ole MO-CJIOKHA € CUTyalusiTa, KOrato ce
CTWTHE JO pPa3puB Ha KOMYHHMKALMOHHHMS KOHTAaKT, KOSTO MOXE [Ja
BB3HUKHE TPH ICHUXOJOTHYECKO OTYYXKICHHE U CaMOM3OJIalMs Ha
0OBUHSIEMUS IOPAAN JKETaHUE 4 CE 3aIUTH.

O6aue u mpu HOOPOBOIHOTO JaBaHEe Ha IMOKA3aHUS € HeoOXoauma
MOOMIIM3aMsg Ha MHCJOBHATa JEHHOCT Ha pa3NUTBaHUTE JuLa. B Te3m
cllyyad IICMXMYECKaTa JOMHHAHTa, JAETEpPMHUHHUpAIla ACWCTBHATA Ha
pascieABalloTO JIMLE 1€ UW3IBJIHSABA pOJATa HAa MOOWIM3ATOp H
KOHJIEH3aTOp HeWHaTa ICUXUYEeCKa EHEePIus .

3. MoOwnmzanusta Ha MameTTa Ha pasNUTBaHUS ChACHCTBA 3a
NPEIOCTaBsIHE HA Bh3MOXHOCT 3a CBOOOJICH pa3Kas3, MOBTApsIHE HA pa3kasa
C pasJIM4HU CTaJuil Ha IOBECTBOBaHME /Cpenara, Kpas Ha CBOUTHETO,
M3JI0)KeHHE Ha OTACIHUTE eNU30AW/, PasmuT 3a (pakTH CHIBTCTBAIIN
HpPECTBIIEHUETO /acoluanus 3a CBbCEACTBO, CXOJACTBO, KOHTpACT,
IPUYMHHO-CIEACTBEHN aconuanuy/. B mpoueca Ha pa3snura Moxe na ce
CTHTHE 10 TPeASABSABAHETO HA BEIIECTBEHHU JOKA3aTeNICTBA, HAMHUpAILHU CE B
npsIKa WM KOCBEHA BPB3Ka ChC 3a0paBeHM (DaKTH, MOXKE Ja UMa PasluT Ha
MECTONPOU3LIECTBUETO , 3alI03HABAHE HAa PA3NIMTBAHUA C IOKA3aHUATA HA
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JIPYyrH Jidlla, IpPEMUHABaHE Ha pPa3lMTa IO IUIAHOBE, CXEMH, PHUCYHKH,
(dhotocHumkH, Mmozaeau u Maketd. (Kunchev,2003; Kunchev,2013 ).

Ilpy CHOMHSHETO HAa OTACTHM CBHOWTHS, XOpaTa OOMKHOBECHO
OTOCNA3BAT TE3M CTPAaHW OT CyOEeKTa, KOMTO CHOTBETCTBAT HA TIXHOTO
€MOITHOHAITHO ChCTOSIHUE M JIMYHOCTHA HACOYEHOCT, TOECT CTaBa BBHIIPOC 3a
HEOIaTa, KOUTO HpaBHT BIICUHATJICHUC HA KOHerTHHH YOBCK, KbM KOﬁTO TOI>'I
NpOSIBSIBA U30MPATEITHOCT, MPUCTPACTHOCT M TpeanounTanus. Hampumep,
HpI/I yHnaxa ce HpeyBeanaBa CTCIICHTA Ha Hpe)KI/IBSIBaHaTa OIIACHOCT Ha
3acTpalraBaimre 00CToATeNCTBa. UyBCTBOTO Ha HEHABHCT, KOETO €
OBIIQJIATIO PA3MUTBAHHS ChJCHCTBA MPEIUMHO 32 BB3MPOU3BEKIAHE HA
HETaTHBHUTE KAuecTBa B JAPYIHs YOBEK, HE3aBHCUMO OT OCOOCHOCTHUTE Ha
cUTyalusaTa 1 Heropute neiicteus B Hes..(Kunchev , 2013; Stankov, 2006).

TpsabBa na ce orvere, Ye B 3aBUCHMOCT OT THIIA BHCIIA HEPBHA
JICHHOCT B Pa3MUTBAHOTO JIMIIE MOTAT Jia Bh3HUKHAT PAa3IMYHU BPEMCHHU
3aTpYAHCHUS B TPUIOMHSHETO HAa ONPENCICHH CchrouTus. AKO
Pa3MUTBAHOTO JIMIIE CE€ HAMHMpa B TPEBH3OYAEHO CHCTOSHUE, PA3MUTHT
cle/iBa Ja Cce NPEKbCHE WM OTIOXKH, OTYUTAWKKA BB3MOXKHOCTTA 32
BB3HUKBAHC B IIOCJICACTBHUEC HaA ABJICHUCTO peMI/IHI/ICTeHHI/IH' IIO-ITBJIHO U
TOYHO BB3IPOU3BEKIAHE Ha CHOUTHSATA CleJ Kpas Ha Bb30yjaara,
NPOTHUBOMOCTABSIHETO WJIM KAakBaTo M Ja OWlo Jpyra BBTpEIIHA
NCUXHYECcKa ASHHOCT, caboTHpaila npoieca. B mamerra Ha yoBeka BUHATH
Ce ChXpaHsBa TOBeue HHGPOPMAIIUSA, OT TOBAa KOETO TOH MOXe Ja
BB3MPOM3BENIE KbM MOMEHTA. BBIPOCHT € JOKOIKO TOM Iie per , 4e e
1eNecho0pa3Ho Ja s MPEJOCTaBU B 3aBUCHMOCT OT XOJ1a Ha MPOIECYIHUTE
IleﬁCTBHH 1 HEroBaTa IIO3Uullns HpH TAXHOTO HpOBC)KZ[aHe .

IIpenssiane Ha OOBWUHEHHE O3HA4YaBa JaBaHE BB3MOXKHOCT Ha
OOBUHSIEMHS JIa Ce 3al03Hae C MBIHHUS TEKCT HA TOBJWIHATO CPElly HEero
obOBuHeHue. ['apaHiunTe ca 3aIbIDKCHUE HAa JIbpPKABHUTE OpraHd, H
Il’bp)KaBHI/ITC OpFaHI/I Ca 3a1bJIPKCHU 1a T' HpeHOCTaBﬂT Ha O6BI/IHHCMI/IH. OT
TO3W MOMEHT HATAThK TOW M3TpaKaa M CH CTPYKTypHpa HEroBarta 3allluTHA
NcUXHYecka JOMUHAHTA. T Moxke Ja ObJie aKTHBHA W Jla ce M3pas3siBa B
JMABAHETO Ha JBXKJIMBH TOKa3aHWs, YHUINOXKaBaHE HAa BEIIECTBECHU
JI0Ka3aTeNICTBa, Ch3AaBaHEe HA HEJOCTOBEPHU TaKHMBa, OKa3BaHE HAa HATHCK
BbpXy cBumerenn. OT Jpyra crTpaHa IICHXUYecKaTa JOMWUHAaHTa Ha
o0BUHIEMHUST MOXe J1a OBbJie macuBHA. B Te3w ciyyau TO# € CKJIOHEH KbM
0TKa3 OT ChTPYAHHUYECTBO, HE JKejlac Ja JaBa IMMOKa3aHWs, JEMOHCTPUpA
3aTBOPEHOCT U PE3EPBUPAHOCT IIPH MPOBEXKIAHETO HA PA3IIUTUTE C HETO.
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JleficTBusiTa Ha  Pb3CIEABAINMS, TPEAIICCTBAIIM  ITOJYYEHHTE
NOKA3aHMs, KaTO YAOCTOBEpSABaHE HA JIMYHOCTTA Ha pPa3IUTBAHMA,
passicHsBaHE Ha HErOBUTE NpaBa M 3aIbJDKCHUS MMaT CBOSATA BayKHA
3agada. Te BBBEXIAT Pa3NMTBAHOTO JHMIE B Mpoleca Ha OQHUIMATHO
poieBo oburyBaHe. CUCTEMHHTE TIPEIYNPEKIACHUS MOTAT 3HAYUTEIIHO Ja
HAMaJAT TCUXUYECKaTa aKTHMBHOCT Ha pa3NWTBaHWs, B HA4YaJloTO Ha
pasnura, a Ts TpsiOBa na ObJe npeaenaHo orpaHuueHa. B HauanHus cranuit
Ha pa3muTa pa3clieBalllis OpraH ce CTPEMH Ja IMONydr UH(popMarms 3a
pasNHUTBaHMS, 32 HETOBUTE JMYHOCTHH OCOOCHOCTH W IICUXUYECKH
CBCTOSIHUS, []a ONpENe]d HETOBOTO OTHOILCHHE KBbM MPAaBOCBANUETO, KbM
JaJeHUTE CIEACTBEHH JEHCTBUS M KbM JIMYHOCTTA HA CaMHs pa3clie/iBalll
opran. [lo To3u HauWH TpPEJCTABUTEIAT HA pa3clielBallld OpPraH IPaBH
NpEeBApUTEIHN H3BOJAM, CIPSAMO BB3MOXKHATA TAKTUKA HA pasluTa B
JaqeHaTa CHTyalluss M YCTaHOBSBAa KOMYHHMKAaTHBEH KOHTakT C
Pa3MUTBAHOTO JIUIIE.

4. OcHOBHH XMIIOTE3H HA 3aIIIMTHATA CTPATErus

1. Dulov A. (1975) ycraHoBsiBa, Y€ MOBEJACHUETO Ha OOBHHSICMHUS CE
ompeJieNisi OT MHOXKECTBOTO Ha ciefnute (akropu: /1/ oT comnmanHo-
MICUXOJIOTHYECKH JIePeKTH B JMYHOCTTa MYy; /2/ OT ICHXOJOrHyecKara
CTPYKTypa Ha HW3BBPIIEHOTO TpecThIUIeHHe; /3/ OT HaJUYMeTO Ha
NPEIXOJCH OIUT, CBbpP3aH C OOIIyBaHE C IPABOOXPAHUTEIHUTE U
npaBopa3faBaTeIHUTE OpraHu; /4/ OT NMCHXOJOTHMYECKUTE OCOOCHOCTH Ha
YYaCTHHIIUTE B TIPaBOpPA3AaBAaHETO W BB3MOKHOCTHUTE MM Ja OKa3Bar
BB3JIEHCTBHE ; /5/ OT 00eMa Ha n3BecTHATa Ha OOBHHAEMUST HHPOPMAIIHS 32
JEHCTBUATA Ha MTPABOOXPAHUTEITHUTE U MTPABO3AIIUTHA OPTaHH.

Mazdarov E. ( 2006) TBbpaH, Y€ MOBTAPSIHETO HA MPECTHIUICHUETO €
pe3yaTar OT yTBBPAWINS C€ acOUHMaJeH MOJEN Ha CaMOAaKTyalu3alus, B
OCHOBaTa Ha KOWTO CTOM HEraTHBHH. A3- 00pa3 W eKCHCTEHIIHalTHA
¢bpycTpauus, WHAWKHpaHa OT TPESKUBABAHUATA Ha OTUYKICHOCT,
M30JIMPAHOCT M CaMOTHOCT. OOCTOSTENCTBATa, TIIACKAIIM WHIUBHIABT KBbM
M3BBPIIBAHETO Ha MPECTHIUICHHE HE Ca CBBP3aHU C TOBA, Y€ TOH HE XkKejae
WK He pa30upa, ye TpsiOBa J1a )KuBee HOPMAJIHO U MOPSIBYHO, a OT TOBA e
B ONpEACNeH YOBEK C€ € OIlopovMia CcuUcTeMara Ha CMHCIOBUTE
eK3UCTCHIMATHY PHHIAITN, KOSTO BOJH 10 M3KPHBSBAHE HA OTHOIICHHETO
My KBM ONpEAE]ICHH CTPaHW OT CONHWajHaTa JIeHCTBUTEIHOCT.
OrneHsBaHETO HA JMYHOCTTa HAa YOBEKAa, H3BBHPIIBAIL MPECTHIUICHHUE €
HE00X0IMMO A2 W3BEJEe TOMUHHUpAIUTE NOoA0YAN U 1a 0000IM TUITHYHUTE
crocoOuM Ha HETrOBOTO TIIOBEACHHWE, CTpaTerusTa My Ha JIEHCTBHE B

159



pPa3IMYHU CcUTyalud . YOBENIKOTO TOBEJCHUE CE€ OpPraHU3upa OKOJIO
OCHOBHM  [IEHHOCTHM  TO3HMIMH  Ha  JIMYHOCTTA. Bopemute
cuctemooOpa3yBany (akToOpu Ha KOHKPETHUS THI JIMYHOCT C€ SIBIBAT
MEXaHU3MH 33 CMHCJIO00pa3yBaHE, KOWUTO OINpENeNsT XapakTepa Ha
dJICTHAaTa My JKATEHCKA aKTUBHOCT .

HpI/IT-II/IHI/ITe 3a MPECTBIIHOTO IMOBECACHUC U3BBPUIUTEIIAT BUXIAa HE B
CBOWTE OTPHUIATEIIHN Ka4eCTBa, & BbB BHHIITHUTE O0CTOSITENICTBA, CBHP3aHU
C ITOBEJICHUETO Ha APYrH Xopa. M3BbpIIBaHETO HA IPECTHIIHOTO JIESHUE CE
CBITBTCTBA OT BHCOKaTa CaMOOIICHKAa Ha TNpPECThIIHHKA. 3a TOBa
CBUJICTEIICTBAT HEaIeKBAaTHATA OIIEHKA, KOSTO MPECThIIHUKA MMa 3a HelllaTa
OT JIEHCTBUTEIHOCTTA, ABIOOKU HApyIICHUS B cdepaTa Ha CAMOOIICHKA U
caMOKOHTpoJI. B mocnencreue ce Qopmupa cuctemMa Ha ICHXHYecKa
caMmo3allluTa Ha MPECThITHUKA.

2.CaMOONpaBAaHUEeTO 32 MNPEAYMHIUICHO TMPECThIUICHHE  CE
U3BBPIIBA ChC Pa3IMYHH CHOCOOM: OTKpPHBAaHE Ha BHHA Yy JKEpTBATa;
00e31eHsIBaHeTO Ha OOIIECTBEHUTE M TMPaBHUTE HOPMH B CHOTBETCTBHE C
HOPMHTE Ha MapajeHO ChIIECTBYBAIIM aHTUCOIMATHUA TPYMH /IPECTHITHH
OaHmu, JAp TPYNd C aHTUCOILMAIIHO TIOBEJACHHME/; TMPEXBBLPJISHE Ha
OTTOBOPHOCTTA Ha APYIrdW Jivla, OINpaBAaBaHC C HAKAKBU APYTU CIIOXKHU
00CTOATENCTBA U T.H.

B otnenan mybnukanuu Ha Cokov (2005) oOcToiiHO ce pasriexna
BBIIPOCa 32 BIMSHHETO, KOETO C€ OKa3Ba BBPXY OOBHHSEMHS, Upe3
HeBepOaTHa KOMYHHKAIIWS, BOKATH3AINATA U BepOATHUTE MOCIAHUS BbPXY
y4acTHUIIUTE B CHAEOHOTO 3acemaHue. (OcoOeHO 3HadeHHWE MPU
KaTerOpU3NPAaHETO HA KOHKPETHUTE XapaKTEPHCTUKH HA OOBHUHACMUS MMa
OLIEHKaTa Ha HeroBata HeBepOaHa KOMYHUKAIIHSL.

[Napamuareuctute (Peterson K. and collegs Andreeva, 1998)
mpejyIarat oceM Mojelia Ha HeBepOanHa ekcrpecus. HUTo enuH xecT win
MO3HLMS HA TSIIOTO CaMHU I0 cebe CH He T0COYBAT OIpeesieHa eMOLHSI W
Harnaca. 3a Jja ce WHTepIIpeTHpa MOBEIEHUETO Ha OOBUHIEMHS, TPSAOBa 1a
ce pa3miexaa ISJIOCTCH MOJe] Ha CUTHAIWTE, WIBAINU M0 Pa3TUYHUTE
kanamu. (Cokov,2005) . TpsOBa ma ce oTuymTa, Y€ BCEKH €IUH MHIUBUJ €
YacT OT pa3iWyHa KyJNTypa, KOeTO HM3MCKBAa OCH3HABAaHETO Ha OINMUTa HA
ChOTBeTHaTa oOmecTBeHa Tpyna. ClieZoBaTeNHO, KaTerOPU3MPAHETO Ha
KOHKPETHHTE aTpUOYLIMH Bapupa B IUPOKH IPaHHLIH.

[TapanuHrBHCTHKAaTa 4YECTO CE ONpEAeis KaTro OHOBa, KOETO ¢
OCTaHaJlO CJIeJl KaTo BepOATHOTO ChIbpKAHUE CE M3BAJU OT pedra , T.e
0e3CHABPKATEIHA ACTIEKTH Ha pedra /MHTOHAIMs, ymapeHue u TH. (D.
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Alington / Andreeva, 1998 ). Busupa ce u HpeyioKeHUETO JTMYHOCTTa J1a
ce TpeleHsABa Ha 0a3aTa Ha KadyecTBaTa Ha riaca. Pesynratute ot momo0HO
u3cienBane ca mpezacrtaBeHu B kuurata Ha Cokov (2005). Ilpenenkn Ha
JUYHOCTTa Ha 0a3a KauecTBaTa Ha Ijlaca pa3KpuBaT HEWHU MOBEJICHYCCKH U
MIPECOHAITHN 0COOCHOCTH.
3.0co0eHOCTUTE HA TICHXMYECKOTO CBhCTOSHUE Ha OOBUHSIEMHS /
3amofo3pssHUs/ B 3HAYWTEIHA CTENEH C€ ONpEeACNAT OT HEroBOTO
OTHOIIIEHHE KbM CBHOMTHETO Ha IMPECTBINICHUECTO W MPaBOCHANUCTO
(Grigorov,2008) ChbIlecTBEHO 3HAUYECHHUE HMAT LEHHOCTHUTE JIMYHOCTHH
JUCTIO3HIIMN, a CBINO Taka W pedUieKcHsTa Ha OOBHHSEMHUS CIPSIMO
CTETICHTa Ha JIOKa3yeMOCT Ha MPECTHILUIEHUETO, KAKTO U ChCTOSHUETO MY
M0 BpeMe Ha pasclie/IBaHeTO. B 3aBUCUMOCT OT Te3u 00CTOSATENICTBA MOTAT
Jla BB3HUKHAT J[BE Pa3NIUYHU CTPATETUU B IMOBEACHUETO HA OOBHHSICMUS.
3amuTHAaTa JOMHHAHTa 32 MPOTHBOJICHCTBHE Ha pa3CICABAHHUTE IUIA
(oOBUHsIEM, 3almoJO3psSH  WJIM CBHJETEN, JIOPU U TOTHPIEBII) ce
XapaKTepU3upa KaTo OCHOBEH IMCHUXUYCCKH (PEHOMEH OT KOMTO 3aBHUCHU B
romsiMa  cTerneH  edeKTUBHATa  MpaKTU4Yecka  OpHEHTAaIMsITa  Ha
pascienBanus. M yMmeHusita My pe3yiTaTHO JAa TPOTHBOCTOM Ha
pasciieiBalliuTe ro Opranu. B xoaa Ha mpouecyanHuTe ASHCTBHS 3alIUTHHS
MEXaHW3bM 33 BB3MOXHO  MPOTHBOJEHCTBHE HA  CJIEIOBATENSd
pascienBaniys MOJHUIAai WK MarucTpara 3armo4sa /ja ce popMmupa oriie npu
BB3HHMKBAHC Ha IMPECThIHUA YMHCBJI, a CJICOA TOBa M B XOJa Ha
W3BBPIICHOTO MPECTHIUIEHNE M TPW CKPUBAHETO HA HETOBHUTE CJEIH.
OnUTHUAT TPECTHITHUK IIPABH BCHYKO BB3MOXKHO 32 J1a YHHUIIOXKH WIH
3aMacKupa cJeJuTe OT pPeaTU3UPAHOTO KPUMUHAITHO JesHUe, 1a 3aTpyIHN
pascieqiBaHeTO, Ja BhBE/AE pasciedBamys B 3abmyxiaeHue. Toil TuiaHupa
JUHUSTA CH Ha MTOBE/ICHNE U B CIy4yail Ha pa3KpHBaHE Ha MPECTHIUICHUETO.
(Stoichev, 2009; Cokov, 2005) . 3amuTHaTa JOMHHAHTa Ha OOBHHSAEMUS
ompeJieNisi HalpaBJIEHUETO Ha HeroBaTa INCHXHYecKa JEHHOCT, upe3 KOSTO
ce MOAIbpXKAT KOHKPETHH 3allUTHU TO3WIMH B TIpOIleca Ha pa3luTa u
MPOBEXTAHETO Ha ISUIOCTHOTO pascienBaTo. Tasu PyHKIMOHAHA PO Ha
3alIUTHATA ICUXWYECKA IOMUHAHTA Ha OOBHHSCMUS Pa3KpHBa U OCHOBHATA
3ajaya (M3rpaXJaHeTO Ha 3allluTHA CTpaTerusl 3a MPOTHUBOJEHCTBUE HA
pascienBaHeTO U pa3KpHUBAaHETO HA HCTUHATA 32 TIPECTHILUIEHUETO) .
5. 3akuiarouenune
OT HampaBeHWs aHATU3 € BUJHO, Y€ BCHUYKH YYACTHHUIH B
IOCHIEOHOTO TIPOU3BOJCTBO, CBHIACOHOTO TPOM3BOACTBO M CHICOHOTO
3aceaHie € BB3MOXKHO B €/IHa WJIM Jpyra CTEMeH Jga ObJIaT MOBIHUSHU
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KaKTO OT JIMYHOCTTa Ha OOBHHSEMUS, TaKa U OT HEroBaTa KOMIIETEHTHOCT
Ja ydacTBa B chAeOHHMS Tmpolec. B ToBa OTHOIIEHHE KaTo EKCIepT,
MICUXOJIOTBT MOXKE Jla OKa)Xe HEOLIGHHMMO chiaeiicTBue. Bceska enHa
eKcIiepTH3a O TOIOMOTHAIA Ha BCUYKH YYaCTHHIIM B MTPaBOpa3gaBaHETO
M0 TIOBOJ HAa OOCKTHMBHaTa WM OIICHKA 3a W3BBPINTEINTE Ha
MpaBOHApPYIICHHS, 3a pa3OupaHe Ha WHAMBUAyaJTHATa WM 3alllUTa W
MPUCHILIOTO 32 TAX CAMOONPABAAHME IO BpEME Ha MPOLIECYaTHUTE
JIEUCTBUA. YUaCTUETO Ha MICUXO0JI03U B HAKA3ATEIHUS MIPOIIEC € OT KIIOUOBO
3HAYEHHE 33 YCTAHOBABAHETO HA UCTHHATA B Pa3CJIEIBAHETO, 3aII0TO BCIKO
MpecThIUIEHUE KaTo JiesHHEe WMa CYOeKTHBHA CTpaHa, M3pas3sBaiia ce B
MICUXUYECKOTO OTHOILIEHHWE Ha Jeela KbM H3BBPILICHOTO JACSHHUE.
YCTaHOBABAHETO HA TE€3U MCUXOJOTUYECKA MOTHBH € KIFOUOB MOMEHT OT
HaKa3aTEeIHUs MPOLEC C OIJIE] YCTAHOBSBAHETO HA UCTUHATA.
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I'/IABA 6: KSINHUYHA U KOHCYJITATUBHA IICUXO0JIOI'UsL.
CHAPTER 6: CLINICAL AND COUNSELING PSYCHOLOGY

JECEHCUTU3ALNUA U TIOBTOPHA TIPEPABOTKA HA
NHOOPMALIUA IOCPEACTBOM JAIBUKEHUE HA OYUTE

Hecuciaaa UBanosa, IO3Y “Heodut Pusnckun” — Baaroesrpan,
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EYE MOVEMENT DESENSITIZATION AND REPROCESSING

Desislava Ivanova, South-West University “NeofitRilski”, Blagoevgrad,
Bulgaria, desi_hvr@yahoo.com

Pesrome

Jecencumuzayusma u nosmopHama npepaboOmKa HA - UHDOPMAYUsL
nocpedcmeom osudicenue na ouyume (EMDR) e emnupuuno eanuousupan
ncuxomepanesmuuer nooxoo, KOUmMo u3noi38a mooend 3d a0anmueHd
npepabomka na ungopmayusma (AIP) model. EMDR moorce oa 6woe
npunaean npu paboma ¢ HOCIeOCMEUAMA Om NCUXOJI02UYECKa Mpaema U
WUPOK CNeKvp Oom Opyeu He2amuGHU HCUMENCKU HPEedHCUBABAHUSL KAMO
UBKTIOUUM  CAydaume HA OPeaHUYHU Oehuyumu, UHMOKCUKAYUS UTU
Hapansisane. EMDR mepanuama e xonyenmmyanusupana 6 ocem ¢hasu,
CbCTAGEHU OM  CMAHOAPMUSUPAHU HPOMOKOIU U Hpoyedypu, KOUMo
VAECHSA8AM YALOCMHAMA OYEHKA HA KIUHUYHAMA KAPMUHA, NOO20MOBKAma
Ha Kiuewma u oOpabomKama HA: MUHALU CbOUMUS, KOUMO NOCMAGAM
OcHOBAMA 3a NAMONO2US, HACMOAWUME MPEBOICHU CUMyayuu u
OvOewume npeou38UKAmMencmed.

Kaw4woBu aymm: Oecencumusayusma u RnOGMOpHAmMA npepabomka,
ncuxomepanus, MoOe 3a A0ANMUEHA NPepadoOmKa Ha UHDOPMaAYUAMa

Abstract

Eye movement desensitization and reprocessing (EMDR) is empirically
validated psychotherapeutic approach, which uses Adaptive Information
Processing (AIP) model. EMDR can be applied when working with the
consequences of psychological trauma and a wide range of other negative
life experiences, excluding organic deficits, intoxication, and injury. EMDR
therapy is conceptualized in eight phases, consisting of standardized
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protocols and procedures, which make easier the complete assessment of
the clinical picture, patient preparation and the treatment of: past events,
which place the foundations of pathology, current adverse situations and
future challenges.

Key Words: desensitization and reprocessing, psychotherapy, AIP model

YBon

EMDR e eMnupuyHO BalMIW3UpPaH HHTEIPATUBEH ICUXOTEPANEBTUYCH
MOJIXO0J1, KOMTO ce mpuiiara 3a MHTEPBEHUPaHe Ha TICHXOJIOTHYecKa TpaBMa
U PYTd OTPUILIATEIHY YKUTCHCKH MpeKuBsiBanus. [10X0abT € pa3paboTeH
ot ®pancun lllanupo u e 6azupana na Adaptive Information Processing
(AIP) modela, koliTo € B ocHOBara Ha pa3OUpaHETO HA KIMHUYHATA
(heHOMEHONIOTHST U KOHTO ce (HOKycHpa BBPXY PECYpCHUTEC Ha KIIMCHTA
(Rogers, & Silver, 2002). B pamkute na AlIP moxena ce mpenmoinara, 4ye
YOBEIIKUAT MO3bK OOHMKHOBEHO MOXe Ja o00paboTBa cTpecupaina
uHQOpMaIUsI, B MOCOKA IMO3BOJSIBAIA AJAlTUBEH OTIOBOP, Ch3JaBAlKH
(yHKIMOHANHU MaMeToBH Mpexd. CaMo ako Ta3d BpoOJCHA cUcTeMa 3a
o0OpaboTka Ha MH(OpMALKA € 3acerHara, nameTTa e ObJe ChbXpaHEHa B
,»CypoBa”, ,,Heo0paboTeHa” U ,,Henoaxoasma” ¢popma, o HaYMHA 110 KOWTO
resepupa auckomM$opT U KiIMHHYHA cumiTomaruka (van der Vleugel, van
den Berg & Staring, 2012). Taka ako MaMETOBHTE MPEXH OT CIIOMCHH
ChABPKAT HENPepaOdOTeH MaTepuajl, HACTOSAIIMTE BB3MPHUATHS MOrar Ja
OBbJaT NETCPMUHUPAHU OT MO-PAHHHU JAUC(HYHKIMOHATHU EMOLUH, MHCIIH,
BAPBAHUS M yCEIIaHUs, CBbP3aHU ¢ MUHANO chOuTHe. ToBa mpennonara u
HEBBH3MOXXHOCTTA 3a CBBpP3BaHE C JAPYrd IAMETOBH MPEXKH, KOUTO Ja
npuTexasar afgantuBHa uHpopMarmsa. Ot nmosuiute Ha Ha AIP modela,
TUCHYHKIIMOHATTHO ChXPAHECHUTE MAMETOBU MPEXH CE pas3rieikaaTa Karo
CKPUTHUSAT MbPBOM3TOYHHK, KAKTO HA MATOJOTHATA, TAKA U HA TICHXUYHOTO
sapaBe (Solomon & Shapiro, 2008). Hampumep TpaBMupalil OMHUT OT
JIETCTBOTO MOXe Jia ObJie KOJAMPAaH KAaTO MEXaHW3bM 3a OlleJIsIBaHe M Ja
BKIIIOYBA YyBCTBa Ha OMACHOCT, KOMTO Ca HEMOAXOJIIU 332 Bh3PACTHHS.
Te3u MuHamu cHLOMTHA 00ade 3ama3BaT WHTEH3UTETA CH, 3allOTO HE ca
OWJIM aCUMHJIUPAHU TI0 TIOJIXOIAIN HAYMH B ajantuBHU mpexu (Rogers &
Silver, 2002). Exna ot xiodoBuTe npuHIMIH Ha mozaena AlP e, ge te3n
IUCQYHKIIMOHATHO CBHXpPaHEHH W HE HAIbIHO O00pa0OTeHHW CHOMEHH
(dopmupaT ocHoBara Ha ncuxomatonorusrta (Valiente-Gomez et al., 2017).
AKTUBUPAHETO Ha TE3W CIIOMEHH, JIOPH TOJUHH CJIE]] CbOUTHETO, MOXKE Ja
JIOBEJIC JIO CHEKThP OT CUMITOMH, O(OPMSINU aKTyaHata mpobieMaTHKa
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Ha KIHeHTa. B mporieca Ha padoTta upe3 ciaenpane Ha EMDR mporokonmre
U Tpouenyputre Te3u JAUCHYHKIMOHATHO ChXpPaHEHH CIIOMCHH ce
npepaboTBaTa KaTo HENpepaOOTCHUTE IMaMETOBH KOMITOHCHTH (BH3yaaHH
KapTUHH, MUCIIH, 3BYI[M €MOIIUU, KHHECTETUYHU YCEIaHVs, BIPBaHUs) CE
Tparcopmupar B ajgantuBHU pemenus. MoaensT Ha AlIP He mpuema
HarJlacuTe, €MOITMUTE W YCEMIaHUATa 3a MPOCTH PEaKIMH KbM MUHAIH
croutns. Te ce pasriaexgar Kato NpOsSiBU Ha (PU3UOJOTUYHO CHXPaHEHHU
BB3NPHATHS, 3alla3eHH B IIaMeTTa, U peakuuure kbM Tx (Knalfa & Touzet,
2017). Tosu BB3MJIEA 3a HACTOAIINTE CHMITOMH B pe3ylTar Ha
aKTUBUPAHETO HAa CIIOMEHH, KOWTO He ca OWiM aJiekBaTHO 00pabOTeHH U
ChXpPAHEHH, € Hepa3enaHa JyacT ot TepaneBtuunara EMJIP koHuenuusi.

EMDR IIporoxko. B ocem ¢a3u

EMDR e ncuxorepameBTHde TOIXOA, KOWTO 3amoyBa C IIbpBOHAYaJICH
KOHTAKT C KIIUCHTA U ce pasrpshiia B oceM ¢aszu. Dasure OT TpU 10 0CeM ce
HoBTapsT B noBeueto cecuu (Shapiro & Maxfield, 2002). Pa36oupaneto Ha
KIMEHTAa ¥ Ha KIMHUYHATA KapTHHA, KOHLENTYyaln3alMsATa Ha Ciydas U
TepaneBTHYHOTO IIaHupaHe ca Oasupanu Ha AIP modela, criopen koiito
HACTOSIIUTE TPYAHOCTH, TMPOM3XOXKIAT OT HEAJCKBATHO MpepabOTeHU
MHHAIIM TIPEKHUBSBAHMS, KOHTO Ca CHXpAaHEHH B HEpPBHATa CHCTEMa IO
HeanexkBaten Hauud (De Jongh, Ten Broeke & Meije, 2010). Ipean na
O6’pre BHMUMAaHUEC Ha TpaBMHPAIIUTEC CIIOMCHHU, TCPAIICBTHT H3I0JI3BA
EMDR, 3a ga momorHe Ha KJIMEHTa Ja pa3BUe YMEHHSITa CH, 3a Ja
TOJEpHpPa BCHYKM HETATUBHHM TIIOCIEOUIHM, KOUTO Morat paa Obaar
NpeNn3BUKAHN OT aKTHBUPAHETO Ha IIaMeToBata Mpexa. Makap ue,
naMeToBaTra MpeEKa CbAbpiKa I/IH(bOpMaHI/IH OT MHUHAJIOTO, TA CJIIYKH Ha
HacToAmeTo u OpAemeTo. Becumukn crioMeHH, KOMTO ce TpepadoTBar ce
HpEeBPBINAT B pecypcH, a Hempepadbotenure B marosorust (Engelhard, van
Uijen & ven den Hout, 2010). Pa3oupanero na AIP modela e B ocHoBaTa
Ha TpuAUMeHCHOHATHUS poTokon B EMDR, koiiTo ce chcTom ot paboTta ¢
MUHAJIO, HACTOAIIe M Obleme. 3a /la ce OCUTYpH MhiIHa o0paboTka Ha
BCHYKHM CBBP3aHH C IaMeTTa MpPEXH, TepanusTa OOMKHOBEHO 3aIroyBa C
Haii-pannute wuHImaeHTn (McCullough, 2002). B nombnHeHue KbM
HAacOYBAaHETO W pa3peliaBaHeTO Ha TpaBMupamy crnomenn, EMDR ce
U3M0JI3Ba 32 CIPAaBSHE C HACTOSIIUTE CHUTYalld, KOUTO IPEIU3BUKBAT
EMOIIMOHAIIHM CMYIICHHS, KaTo ce NpepadoTBaT TPUTEPUTE, TaKa 4e Beue
HE aKTHBHPAT CHMIITOMATUYHH peakiiy. Tol ChIO Taka ce Mpujara, 3a Ja
NOMOTHE HAa KIHMEHTa Ja pa3BHe CHenu(UYHUTE YMEHUS W MOJEIH Ha
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HOBE/ICHHE HEOOXOIUMH 3a 31paBOCIOBEH M (PYHKIHMOHAJICH IKHBOT.
Bbunarepannara crumynamus (the eye movements) kaTto KOMIIOHEHT Ha
EMJIP cnopen pemuua mpoyuBanus (Jeffries & Davis, 2012; Shapiro,
2014) ynecusiBa obpaboTkara Ha HH(OpMAIMATA KATO HAMaJsiBa SPKOCTTa
Ha TaMETOBUTE H300paXKEHHsI M CBBP3aHOTO C TAX Bb3jeiicTBue. Tosm
edekT MOKe Ja Mmoao0pu oOpaboTkara dYpe3 JCCEeHCHOWIM3AlUs Karo
HaMajk CTpeca U CBbP3aHOTO ¢ ToBa m30srBaHe. [Ipenmnonara ce, ye Thi
KaTo M300paKEHHUETO CTaBa IMO-MAJIKO HATparBamio ce, KIMEHTUTE ca I0-
CIOCOOHM Jla MONyYaT JOCTBII O MOBeYe ajanTHBHA WH(oOpMaws W jaa
Ch3aBaT HOBH BPB3KH B nametoBata mpeka (Maxfield, Melnyk & Gordon
Hayman, 2008).

[Ipe3 mepBara ¢aza TepaneBTbT chOMpa MhIHA HHPOpPMANHUS 32
UCTOpHATA Ha KJIMEHTA KaTO YCTaHOBSBA JOKOJKO CIIy4asT € MOJXOJII 32
EMDR. Wpentundummpa 1eneBuTe CHOUTHA CpeJ TO3UTUBHUTE U
HEraTHBHUTE B JKMBOTA HA KIIMEHTA, OIICHSBA HEroBara TOTOBHOCT 3a
EMDR wu pa3paGorBa TepameBTWYeH IJlaH. B JOmMbiIHEHHE KbM
CTaH/JAPTHUTE TMPOIEAYpH 3a OIEHKA, TEPameBThT HWACHTU(DHIUpA
MOJIXOJISIIN [eN 3a Tepanusita. Lleaure Morar ia BKIFOUBaT pazpaboTBaHe
Ha PECypcH 3a YNpaBJjCHHE Ha eMOIMUTE, 0OC3MOKOUTEITHUTE CIIOMEHH M
CBBP3aHUTE C TAX MHHAIM WHIUJICHTH, Ha HACTOAIIM IPOBOKHpAIIN
(daxkTopu, KOUTO NPEAN3BUKBAT IHUCTPEC, KAKTO W HWHCTAJHpaHe Ha
nrabyiony 3a Obaemy Hykau. OleHKaTa Ha XapaKTepUCTUKUTE Ha KIMEHTa
(cTaOmiTHOCT, MHTETPATUBEH KAlalUTeT, TOHOCUMOCT KbM a(eKT, HCTOPHS
Ha TPUBBP3aHOCTTA, TOTOBHOCT 3a MPOMSHA) MO BpeMe Ha Ta3H (asza Ha
CHEMaHe Ha UCTOPHSTA € KPUTUYHO BaXKHA 32 YCTICLITHUS XOJ1 Ha Teparnusira.

Bropara (a3a Ha moAroToBka wiu CTaOUIM3UpPaHE € HACOUEHA KbM
YCTaHOBSBaHE HAa TEPANEBTUYHHTE B3aMMOOTHOIIECHHS, (OpMYJIHpaHe Ha
pasyMHHU OYaKBaHMS M OOy4eHHE Ha KJIIMEHTA MO OTHONICHHE Ha HETOBUTE
cumntoMu. DOKychbT € BBPXY YCHBBPIICHCTBAHETO M Pa3BUTHETO Ha
JUYHUTE pPECcypcH, KaTo Hampumep Oe30MacHOCTTa, IIpernojgaBaHe Ha
TEeXHWKH 32 YIpaBJICHHE HAa CAaMOKOHTPOJIA, NMPEAH Aa ce paboTH BBPXY
TpaBMHUpAIIUTE COOMEHH. TyK ce MpernopbuBa Ja ce YJIECHH JOCTbHIA JI0
MO3UTHBHE EMOIMK Kato ce ch3aane “safe place”. Te3m TexHUKH 3a
CaMOYCITOKOSIBAHE Ca BAXXCH EJIEMEHT OT TepamusTa W ce W3IIOJ3BaT 3a
"3aTBapsiHe" HA HEIIBJIHU CECUH, KaKTO U 3a MOJIbPKaHEe CTAOMITHOCTTA Ha
KIMEHTUTE MEXIy M 10 BpeMe Ha ceaHcuTe. KimeHTuTe ¢ McTopus Ha
TpaBMa B JETCTBOTO YECTO MMAT AE(GHUIUT B PEryIHUpaHETO HA adeKra u
KOHTpOJIa Ha UMITYJICUTE M MOJKE J1a M3MCKBAT 3HAYMTENHA MTOJrOTOBKA. 3a
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TaKuBa KJIMEHTH, HHTEPBEHLMUTE OT (ha3a ABe MoraT a ObJaT 3HAUUTEIIHO
HO-TIPOJBIDKUTENIHU U J]a U3UCKBAT paboTa 3a M0J00psiBaHE Ha Pecypcure,
cpueraBaiia penakcamus 1 EMDR. ToBa ce oTHacs U 32 HIKOW KITUCHTH C
TPEBOKHU PA3CTPOUCTBA, MPOSIBSIBBALIM H305TBALIOTO MOBEACHHUE, MPEIH
Jla MOTaT Jia 3all0YHAT CEPUO3HU OMUTH 32 00paboTKa HA TPaBMATUYHUTE
comenn (Shapiro & Maxfield, 2002).

B Tperara ¢aza ce ocbliecTBSBa JOCTBII O LEJIEBUS CIIOMEH H
3arouBa 00paboTKaTa Ha TpPaBMATHYHUTE WHIIUACHTH, CbC CTPYKTypHpaHa
KIMHAYHO HACOYCHa OIEHKAa Ha CEH30pHHUTE, KOTHUTHUBHHTE H
aeKTUBHUTE KOMIIOHEHTH Ha renesara mamet (Patihis, Cruz, & McNally,
in press). KiueHTHT ommicBa CBbP3aHOTO BH3YaJIHO H300paKeHHE, KOETO €
Hail-ipko  u  yoemutenHo. Cren waACHTH()UIMpAHETO HA CETalrHOTO
HEepalMOHAIHO HETaTHBHO BApBaHE 3a cebe CH, KOETO Ce MPEIU3BUKBA OT
To3u 00pa3 (Hampumep "A3 cbM enHO pasouapoBaHume" wiau "A3 CbM
cmal"), Toil m3pa3sBa jKeJaHaTa IMOJIOKUTETHA KOTHUIMS (Hampumep "A3
cpM 3HaunM" uiau "Mora ga ce crpass'). OmeHsBa KOJKO BSPHO € TOBa
MOJIOKUTEJIHO BSIpBAaHE, KOraTo MHCIM 32 TPaBMaTUYHMS WHLMJIEHT,
usnon3Baiiku the validity of the cognition (VOC) scale , kbpaero 1 is “feels
completely false,” and 7 is “feels completely true.” TIpu ToBa
MOBTOPEHUETO Ha IMMO3UTUBHOTO BspBaHE 3a cebe (opmupa peaqucTUdHa
nen Ha TepanuArta. MaeHtuduuupa eMouuuTe, acoUUHMpaHe C LEeIeBUs
CIIOMCH, KaTO IOBTapsA HETraTUBHATa KOTHUIIWA. Ocsen TOBa, MOXE Ja
yckopu oOpaboTkata Ha WHpOpPMAIMATA, KaTO Ch3lafle TPEABAPUTEITHU
aCOLMAaTUBHU BPB3KM MEXKAY LejeBaTa IMaMeT ¢ EMOLMOHAIHO
kopurupamiara uHopmanus. Ciaenx ToBa KIMEHTHT ChY€TaBa BU3YyaTHHS
o0pa3 ¢ HEraTMBHOTO BApBaHE — TOBAa aKTHBHpA MaMeToBaTa Mpeka H
yecTo Ipenu3BukBa cuwieH adexr. Toil wuaeHTUPHUUUPAa eMOLUUTE
acoLMMpaHW C 1eJeBHs MHLUUAEGHT UM OIEHsSBAa CBOETO HHMBO Ha
Oe3rnokoiicTBO, HampexeHue, auckomdopr upe3 Subjective Unit of
Disturbance (SUD) scale, where 0 is “mukaxsB auckomdopt” and 10 is
“the highest disturbance imaginable.” ®ukcupaHero HWHTCH3HUTETa Ha
eMOIMsITa TIO3BOJISIBA HAa KJIIMEHTA 12 U3pa3H YyBCTBa, KOUTO MOXKE /1a HE ca
OWnM W3pa3sBaHM HUKOTA MO-paHO, KaTO MO TO3M HAa4YMH C€ YJECHsBA
npeaBapuTeHaTa 00padoTka Ha mHpopMarusaTa. OCBEH TOBa HAcOKaTa Ha
OTroBOpa MO3BOJISIBA HA KIMEHTA M TepareBTa Jia pa3lo3HaBaT MPOMEHUTE
B THIa EMOLMs, MPEXKHUBSIH M0 BpemMe Ha cecusita. Ciel TOBa KIMEHTHT
UAEHTU(ULUPA U OTKPHUBA YCELIAHUATA B TSUIOTO, KOUTO CE MPEAN3BUKBAT
OT TpPaBMaTHUYHOTO KapTuHAa. OTroBOpbT Ha BbIpoOca: ,,Kbae B TsmoTo cn
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Ty ycemam?” Mo3BOJIsBa 1a YTOUYHU CEH30PHUTE CUMIITOMH (HAIp. TajeHe,
MoTeHe, chpleOueHe) W Ja THU pasrpaHudd  OT KOTHUTHBHUTE
UHTepHpeTanuu (HanmpuMmep, a3 cbM Oe3cuiieH). B pestome, BBB (asa Tpu ce
pa3KpUBAaT KapTHHATA, HETATUBHOTO BSPBaHE, KOETO MPHCHCTBA B MOMEHTA,
KCJIAaHOTO TIIO3UTHBHO BiApPBAHC, HaCTOANlaATa C€MOLMA, (I)I/I3I/IT-ICCKI/ITC
yCeIllaHns M ce W3MepBaT HuBaTa mo ocHoBHMTE ckaiu the validity of the
cognition (VOC) scale u Subjective Unit of Disturbance (SUD) scale.

BwB (haza vetnpu ce ocwlmecTBsiBa JeceHsutuzanus. Crenpar ce
KaHAJIMTE OT acollMallid, Taka KaKTO CE T0sBaBaT 10 OTHOIICHHE Ha
crioMeHuTe. TepamneBThT HUCTPYKTHpA KIHEHTa Ja Ce ChCPEIOTOYH Ce
BBPXY BH3YaJHOTO M300pa)keHHe, HETAaTUBHOTO BSIPBAHE W YCEUIaHUsTA B
TSAJIOTO, a cien ToBa Aa "OcTaBu TOBa KOETO IIE C€ CIy4Ba Ja ce ciydn'.
KiueHTsT momrbpska To3M BhTpelIeH (OKyC, KaTo ChIIEBPEMEHHO JBUKU
OYUTe OT €JHA CTpaHa Ha Jpyra, CICJABAWKUA MPBCTHTE HA TEparneBTa
Jokaro ce aBwkat mpes 3pureanoto mose (bilateral stimulation o6uuaiito
20 wiu moBeue ceta cropei Hykaute Ha kiuenra). Cien Bceku the set of
eye movements TepaneBThT NOJKaHs KIIUEHTA JIa TIOEME IbJIOOKO Bh3IYX U
Jla u3auina, ciies koerto nura "KakBo ce ciayuu, KakBo 3a0einsza cera?
3anpbK BHUMaHHETO cH BbpXy ToBa." Karto 1o HoBusT Matepuan (odpas,
MUCHJ, ycCellaHe WM eMmoius) ca (GokychT 3a cieapamius Habop oOT
IBWKEHUsT Ha ouurte. CTaHIAPTU3UPAHUTE MPOIEIYPH PBKOBOJIST
B3aMMO/ICHCTBUETO KIMHUIMCT-KIMEHT U 33JaBaT MOCJIEA0BATETHOCTTa Ha
nporeca (van den Hout & Engelhard, 2012). To3u 1ukb1 Ha peayBario ce
HACOYECHO BHUMAaHHWE M 0OpaTHa BpPB3KA C KIHCHTUTE Cc€ TOBTaps
MHOTOKPAaTHO TIO0 BpeMe Ha cecusita M OOMKHOBEHO C€ CBIIPOBOXKIA OT
CHOOIIIEHN MPOMEHU B a(PEKTHUBHOCTTA, (PU3HUOJOTUUYHUTE CHCTOSHUS U
koruutuBHuTe Tpospenus (Knalfa & Touzet, 2017). TakuBa cmeHu ce
KOHIenTyanm3upar B Monena Ha AIP kaTto pesynTar, KoraTo ce IMpaBsT
BPB3KH MEXKIY HE(QYHKIMOHAIHO ChbXpaHEHaTa MaMeT M I0-aJanTHBHATa
uHpopMaIus. AKo Te3u acOIMAlMU HE Ce TOSBAT CIOHTAHHO, TEPANEBTHT
ce HaMecBa, 3a Ja BbBene HeoOxomumara HWHpoOpManusa. THil Kato
OTPUIIATSITHUTE U300paKCHUsI, BAPBAaHHUATA U EMOLMHUTE CTaBaT qudy3HU U
MO-MaJIKO BaJHMIHH, TOJOXHUTEIHUTE Ca CKIOHHHW Jla CTAaBaT MO-CHJIHH U
mo-m3sBenn. Bilateral stimulation ce mpaBm ToaKOBa WHTH, KOJKOTO
KJIMEHTA CHOJCTH HOBa MH(MOpPMAIMS WIM 32 HACTBHIIWIM MpoMeHH. Ta3u
¢daza e 3aBppumieHa, Korato kiuMeHTbT 00siBu SUD peiituara 0 3a
mhpBOHavaHKs crioMeH (Shapiro & Maxfield, 2002).
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BeB daza mer (uHcTanmmpane) ce paboOTH BBPXY CBBP3BaHE Ha
JKellaHaTa TO3UTUBHA KOTHHUIMS C IIeJICBHS CIIOMEH WU KapTuHa. Ts Moxe
Jla 3alo4yHe CIell KaTo ILelieBaTta IMaMeT € JOCThIHA 0e3 auckoMdopT u
HachbpyaBa M3pa3siBaHETO M  KOHCOJMAMPAHETO HAa KOTHUTHBHHTE
npo3peHust Ha KiueHTta. L{enu ce ykpernBaHe Ha BPB3KHTE C MO3UTHBHHUTE
NaMETOBH MPEXKHU M yBelMYaBaHe Ha e()eKTa OT TOBa BbPXY CBBP3aHHTE C
IbpPBOHAYAIHUS crioMeHd. YecTo 1o Bpeme Ha Ta3u (asa ce mposiBaBaT I1o-
aIalITHBHO CaMOBB3MIPUEMaHE W HOBU MOJOXUTEIHH U PEATHCTHIHU
Be3npuaTHs 3a cebe cu (Parnell, 1996; Korn & Leeds, 2002). KineHThT ce
3aMHCIIs €IHOBPEMEHHO 32 ITbPBOHAYAITHHS CIIOMEH WIIM KapTHHA U 32 Haii-
JKellaHaTa MO3MTHUBHA KOTHHUIUS, nokarto ce mpasu Bilateral stimulation.
Wucranupanero mpoabikaBa JOTOraBa, JOKaTO Marepuana 3amovyHe Ja
npuaoOKBa BCce mo-aaanTvBHA (Gopma. DOKYCHT € BBPXY BKIOYBAHETO W
MOBHIIIABAHETO HA CHJIATA HA MOJOKUTEIIHATA KOTHUIIMSA, JIOKATO KITUCHTHT
HE OILICHH CBOSITa YBEPEHOCT BHB (YOPMYJIHPAHOTO MO3UTHBHO BSIpBaHE IO
Validity of the cognition (VOC) scale na 7 wiu 651130 110 7.

B mrectara (aza Ha TeNeCcHO CKaHUpaHE IENTa € Jia Ce 3aBbPIIU
npepaboTKaTa Ha BCIKAKBO OCTATHYHO OE3MOKOICTBO, CBBP3aHO C IIETICBUS
comer. Crmopex AIP modela Bcsika IUCOYHKIIMOHATHO ChXpaHEHA
uHpopmanus uma pusnonornuna nposisa. EMDR processing He cuurta 3a
3aBBPIICH, JJOKATO KIIUCHTHT HE € B ChCTOSHUE J]a MUCIIH 32 TPaBMUPAIIHS
crioMeH 0e3 Jla M3MUTBA KaKBOTO M Ja OMJIO HAIlpeKEHHE B CBOETO TSLIO.
AKO KJIHMEHTHT CBHOOIaBa 3a HETATHBHU YCEIIaHUS, TE TMOJJISKAT Ha
pepaboTKa, TOKAaTO TOW HE ce OCBOOOIM OT KakBaTo W Ja € Ooyka, cTpec
i guckomdopt (Solomon & Shapiro, 2008).

B ceamara ¢aza Ha mnpukiIouBaHe (3aTBapsiHE), TEPANIEBTHT
oTpeJieNis Jany mpepaboTKaTa € 3aBbpINWIa aJeKBaTHO U aKko He, moMara
Ha KIMEHTa Jia ObJie 3aBbpIICHA Ype3 HacoueHa BU3YaIHM3alUs WIH
TEXHUKHUTE 32 CAMOKOHTPOJI, pa3paboTeHu BB BTopa (paza Tyk ce nenu na
ce JIOCTUTHE CTA0MITHO EMOITMOHAIIHO ChCTOSIHME Ha KIWEHTa MpHU
3aTBapsHE HAa CECHATA W Jla OCUTYPU HEroBaTa eMOITHOHAIHA CTAOMITHOCT
Mexay cecuute. I[IpaBu ce KpaThbK Tperyiea Mpe3 OYaKkBaHHATA U
NpeopHeHTAIMsl KbM HacTosIeTo. M3MecTBa ce BHUMAaHUETO OT MpEeXKara,
CBBbp3aHa C IEJICBUS MaTepuall KaTro Ce OCUTYpsBa TPEHACOYBAHE KbM
Jpyra HeyTpaJlHa WIM T[IO3UTHBHA [aMETOBAa MpeXa, HECBbp3aHa C
neneBara KiueHTHTE ca HACOYCHHM KbM HYXJIaTa OT HaONI0JaBaHE W
3allMCBaHE B JTHEBHHK Ha MaTepualia, KOMTO H3JIM3a MEXIY CECHUTE —
CHhHUIA, MPO3PEHUs, CIIOMEHH, €eMOIMH. Ta3u 3ajada mnoJao0psBa
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CTa0WIM3MPAHETO Ype3 paslIupsBaHe Ha eeKTa OT TeparneBTHIHUS ITPOIIEeC
BBPXY PEATHHU )KUTEHCKH CTPECOBH (paKTOPH M 3aCHIIBaHE HA YyBCTBOTO 3a
caMmoychBBpIIeHCTBaHe U HabroaeHue (Korn & Leeds, 2002).

BwB ¢aza ocem (reevaluation) ce mpaBu oneHka Ha edeKTHTE OT
TepanusTa ¥ OCUTypeHaTa ISUI0CTHA pepaboTKa B TEPANIeBTUYHUS TIPOIIEC.
OcBeH TOBa TIPEOIICHKATa € 3aJI0KeHa B TEPAIeBTHYHUS TUIaH B HAYaJIOTO
Ha Bcska EMDR cecust cien mepBoHauasnHaTta cecus. TepaneBTHT
OCBIIECTBSIBA JOCTBII 10 CIOMEHA OT MHHAJIaTa CECHsl, U3cieBa KakBO Ce €
HOSIBIJIO OT IOCJIEIHATA /10 HACTOAIIATA, 3a Ja MOXKeE Ja ONpeen Jajlu ca
CbXpaHEHHM TOJ3HTE OT aJanTHUBHAaTa mpepabaTka Ha HHGpoOpMaUUsTA.
JIHEeBHUKBT Ha KJIMEHTA Ce MPETJIEK/a, 3a 1a CE OLEHH CTEIEHTa, 10 KOSATO
epeKTHTe OT JICUYCHHETO Ca TCHEpalIM3HpaHd WIM HUMa HyXIa OT
UICHTU(HUIpaHe HA HOBU HACOKH, KOUTO TpsOBa Na ObAAT pasriielaHy.
TepaneBTbT OLEHSBA JalU CHTYallMOHHHUTE BB3IACHCTBUS IPEIU3BHKBAT
JUCTpeC W Jalli HOBHTE YMEHHUS 3a aJalnTHBHO (YHKIMOHHpaHE ca
WUHTETPUPAaHN B pPaMKHUTE Ha peajHara COlMajHa CHUCTeMa Ha KIIMEHTA.
Henta xa EMDR Ttepanusra € 1a ce MOCTUTHAT YCTOWYWBHU OJIATOTBOPHU
e(eKkTH OT Tpoleca 3a Hal-kpaThk nepuos ot Bpeme (Shapiro & Maxfield,
2002) . Orienkara Ha IUIOCTHHUS HAIPEIbK € PEJIeBaHTHA HA OTPaOOTCHUS
LeNIeBH MaTepHall, KOWTO OM MO3BOJIII Ha KIMEHTA, Ja Ce YyBCTBAa B MUP C
MHHAQJIOTO CH, Ja BJajJee HACTOAIIETO M Ja € CIOCOOeH Ja TpaBu
amanTuBHU n300pu 3a OpaemeTo. Ocemre EMDR dasu morar ma 6paar
3aBBPIICHH B HAKOJIKO CECHM WJIM 32 IMEPHOA OT HAKOJIKO Mecela, B
3aBUCHMOCT OT HYXIWTE Ha KJIMEHTa M TEXECTTa Ha CHMIITOMATHKATa.
EMDR xaTo TepamneBTHYEH MOJXOJ c€ PHKOBOJIU OT SICHH M paz0OupaeMu
NPUHIMITK, ONHCAaHW B CTaHAAPTU3UPAHW TPOUENAYPH W TMPOTOKOJH.
[MpunbpkaHeTo KBbM YCTAaHOBEHHWTE TPHHIMIIN € TPEeIriocTaBKa 3a
TIO3UTHBHH PE3YNTATH OT T€PAIHATA.

3akiiroyeHue

TBH KaTO, TPABMATUYHUST ONUT € CBHP3aH HE CAMO C MUHAJIOTO, HO
U C peakUusITa KbM aKTYaIHU TPUTEPH U ChC CHIPOTUBH IO OTHOLICHUE Ha
Oopaeum cproutus, B EMDR ce mpunara TpuauMeHCHOHATHHUAT MPOTOKOI
(MuHanO-HacTosme-Obmeme). PaboTara ¢ HACTOSIIATE OTKIIOYBAIIH
(hakTOpH MOXKE /1a OCUTYPH JOCTBI J0 MO-PaHHU aCOLHUAINHN, KOUTO CHIIO
ce Hyxmasat at npepaborka (De Jongh, Ten Broeke, & Meije, 2010). ITo
TO3W HAYHH C€ UICHTU(DHUIUPAT U TIPOMEHAT HACTOSIIIUTE CUTYAIH, KOUTO
NpeAN3BUKBAT TUCHYHKIMN, TPEXHUBABAHUATA B MHHAJIOTO, KOHTO ca
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OTKJIIOUMIIM aKTyallHaTa CHMIITOMAaTHKa, HHCTAIUPAT CE MO3UTHBHH BPB3KH
U HoBa HMH(OpPMALMsA W YMEHHUSA, IIO3BOJSABAINM OBJEH] OTIOBOP B
aJanTHBHA TIOCOKA Ha JeWcTBHE. 103U WHTETPATUBEH TEpareBTHUCH
MOJIXOJ] MO3BOJISIBA Ha KIIMEHTA J]a ¢c€ OCBOOOAM OT TPaBMATHUYHHUS OITUT,
MPUYUHSBAIL [IATOJIOTHSTA, 1a CE CTUMYJIMpa aJalTHBHATA MpepadoTKa Ha
uHpopMaIMATa U Ja Ce HHTErpupaT HOBM HH(POPMALMOHHHM KaHAIH, OT
KOUTO Jla 4Yeply aJalTHBHU pPEIICHUs, JOCTHIIHU B KOHTEKCTa Ha
HACTOSIIETO U OBIEIIETO.
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I'JIABA 7: ICUXOJIOI'UsSI HA IOTPEBUTEJISA
CHAPTER 7: CUSTOMER PSYCHOLOGY

KOMYHUKATUBEH ACIHEKT HA BUBHECOBIIIYBAHETO
aou. 1-p UBan KpbcreB

COMMUNICATION ASPECT OF BUSINESS
Assoc. Prof. lvan Krastev, Phd

Pe3ome

B cmamusama ce pa32ﬂemc0a eour om Hau-6adCHUmMe acnekmu Ha
ousnecobwysamnemo, a uMeHHO KomyHukamusnuam acnekmia Ocobeno
6HUMAHUEe ce Om()eﬂ}l Ha 3(1@(1‘!1/[71’16, Koumo cu nocmaes
6u3Heco6u;y6aHemo, yenume, Koumo mo npeCﬂe()ea u cpe()cmeama, Koumo
U3noA36a 3a 0a bvoe 8b3MONCHO Hall-ehekmueno. Hanpasen e onum, cvujo
maka, O0a ce Kiacuguyupam HesepOAIHUME CpPeoCmed, KOUumo ouxa
VACCHUNU UTU CHOMEEMHO 3aMpPYOHUIU OU3HeCOOUy8anemo.

KiarouoBn IlyMI/l: KuHemuka, napaiuiHe6uUCmuKkd, npokcemuka, maxkmuiHu
cpedcmea

Abstract

The article discusses one of the most important aspects of business
communication, namely the communicative aspect. Particular attention is
paid to the tasks of business communication, the aims it pursues and the
means it uses to be as effective as possible. An attempt has also been made
to classify non-verbal means that would facilitated or respectively obstruct
business communication.

Keywords: kinetics, paralinguistics, proxemics, tactile means

BbBenenne
OobmryBaneTo, a o1Ie moBeve OM3HEeCcOOITyBaHETO MpEACTaBIsIBa HAll-

BCUC KOMyHI/IKaIH/Iﬂ, T.C. O6M€H Ha CHGHI/I(i)I/I‘IHa 1 3HAYUMa 3a y‘-IaCTHI/IHI/ITe
cnieranusrupana nHpopmarusa. OT ocobeHa BaXXHOCT € KOMYHUKAIHAATA Ja
Obne epexTHBHA, T.€. JIa CHACICTBA 32 IOCTHTAHETO HA IIOCTABEHHUTE IIETTH
OT CTpaHa Ha BCHUYKM Y4YacTBallli B TO3U TMporec. ToBa mpesmosara
pCHIaBaHCTO Ha ABC I‘pyHI/I OCHOBHHU B’prOCﬁ, a UMCHHO:

1) kakBu cpeacTBa 3a KOMYHHKAIUS Ja C€ W3I0J3BAT IPH
00IIyBaHETO 32 JJOCTUTaHE Ha ONTUMAJICH e()eKT;
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2) Kak Jia ce MpeojoNesiT Bb3HUKBAIIUTE KOMYHUKATUBHU OapuepH, 3a
Jia MOYKe OOIITYBaHETO Ja 1ajie HeOOXOUMHUTE Pe3yJITaTH.

PemaBanero Ha mocouyeHnTe MpoOIEeMH MpEArNoara HeoOX0AUMOCT
OT HaJIMYKe, KaKTO Ha TEOPETUYHHU 3HAHWS OT €JHa OOImMpHa o0JacT Ha
6I/ISHCCHCI/IXOJ'IOI'I/I$IT8, TaKa U MpakKTUYCCKU YMCHHUA HAa XOopaTa, ydaCTBalln
B KOMYHHKAIMOHHUS miporiec. ETo 3amio Hamocie bk Bee oBede ce OT/IaBa
3HAaYeHHE Ha Ch3JABAIUTE CE HAyYHU JUCUUIUIMHU B Ta3uW o0JacT Katro
ousHecuH(pOpMaIns, TICUXOJIOTHS Ha JIETIOBOTO ob1ryBamne,
6I/I3HCCKOMYHI/IK3HI/I$I, KakKTO MW Ha OBJIAAABAaHCTO Ha CHCHHUAIU3UPaHU
METOJINYECKH TPSHUHTH B TO3H aCIIEKT.

Enue oT Hali-BaXXHUTE BBIPOCH, CBBP3aHU C KOMYHUKATHBHUS
acleKT Ha OOIyBaHETO TMpPEJCTaBlsABA HA4YMHA, 10 KOWTO ce OOMEeHs
rH(pOopMaIMATa MEXKy X0paTa, y4acTBallly B TO3H Mpoliec. B To3u cMuchn
€3UKBT, KaTO TJABHO CPEICTBO 32 YOBCHIKO OOIIyBaHE W3MON3Ba
OTpeJieNieHN 3HalMl 3a ChbXpaHsBaHe, mpepaboTBaHe M TIpeAaBaHe Ha
uHQopmarusaTa. TO3M MpoIec ce OCHIIECTBSBA C TOMOIITAa Ha JAyMH, HO
CBHIO TAKa U Ype3 1M03aTa Ha TAIO0TO, )KECTOBETE, MHTOHAIUATA, MUMUKHUTE
u T.H. Taka, B IbpBHS clOy4ail TOBOPUM 3a BepOaiHO, a BbB BTOPHS — 32
HeBepOanHo oOmryBane. llcuxomorusita Ha OW3HECOOUIYBaHETO OTHEINS
roJsIMO BHUMaHHE HA HEBEPOATHUTE CJICMEHTH Ha KOMYHHKAIIUS, Thid KATO
M0 CIIOBECHUTE KAaHAIHM C€ MpeJaBa 4YucTaTta WHPOPMAIUS, JOKATO IO
HEeBepOaTHUTE — OTHOIICHHUETO KbM HMapTHBOPUTE MO KoMyHHKauus. [Ipu
TOBa TOJIIMA YacT OT IMCUXOJIO3UTE MPHEMAT WJEATA, Ye HEBEPOATHUSIT
aCMeKT TMpeJCTaBIsiBa IMO-BaKHATA M 3HAYMMa YacT OT TIpoleca Ha
0ONIyBaHETO W HACOYBAT M3CJICIBAHUATA CH UMEHHO BbpXY Hes (CTounosa
T., 2005; Jlapunenko B, 1997; bepn E., 1992; ®act dx, 1993; Jlrouc M.,
2001; Tuiiz A. u T'apasp A. 2000).

O4eBUIHO MHOTO  aBTOPUM  BB3NpHUEMAT  TBBPJACHUETO  HA
aMepuKaHcKus mpodecop Mo couuanHa rncuxonorus Anoepr Mexpabuan,
4ye TyMHUTE CHCTABISBAT caMO 7% OT aKkTa Ha KOMYHHKAIHATA, 3BYKOBUTE
cpencTBa (BKIIOUBAWKM TOHa M HWHTOHammATa) — 35%, a 55% 3aema
HeBepOaTHUAT actekT B oouryBaneto (Meharbian, 1972; Meharbian, 1981).

OueBUAHO MEXKAY BepOaTHUTE M HEBEpPOATHH CPENICTBA 3a OOIyBaHe
CBIIECTBYBa CBOEOOpazHO pazaensHe Ha ¢yHkmuute. [lo ciaoBecHuTE
KaHalIM ce MpejaBa T.H. YMCTa MHQOpMalHMs, JOKaTO HO HeBepOaIHUTE —
OTHOLICHUETO KBbM JINYHOCTTA, C KOSATO ce OOIIyBa.

HeBep0anHOTO MOBeieHUE HA YOBEKA € TSCHO CBBP3aHO C HETOBUTE
TICUXUYECKH CBhCTOSHUS U CIY)KH KaTo CPEJICTBO 3a TAXHOTO M3pa3siBaHe. B
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npolieca Ha OOIyBaHETO, HEBEpOAlTHOTO IIOBEAECHUE CE M3pa3siBa Karo
IIOKa3aTel 33 HEBUAUMMUIE OT HEINOCPEACTBEHOTO  HalironeHue
WHAMBHTyaTHO-TICUXOJIOTUYECKH XapaKTEPUCTUKU Ha JUYHOCTTa. 1o To3M
HauYMH MMEHHO C TMOMOIITa Ha HEeBepOaIHOTO MOBEACHHE CE€ pa3KpHBa
BBTpENIHATa CBHITHOCT Ha 4YOBeKa H ce (GopMUpa TMCHUXUIECKOTO
ChABPKaHUE Ha OOIIyBaHETO. B To3m cMuCHI BepOATHOTO MOBENECHHUE T10-
JIECHO MOXKE€ Jla c€ aJanThpa KbM IMPOMEHALIUTE CE YCJIOBHA, JOKAaTO
cpelcTBaTa Ha HeBepOaTHaTa KOMYHHUKAIMS C€ OKa3BaT B 3HAYHTEIHA
CTeTIeH M0-CNa0o MIIACTUYHH.

B conmanHO-TICHIONOTHYECKUTE HW3CIEABaHMs ca pa3paboTeHu
pazIMuHU KIacu(UKaLUK HAa HeBepOaIHUTE eJIEMEHTH Ha OOILIyBaHETO, YUHUTO
T0-Ba)KHH ACTMEKTH MOTAT J[a Ce MPEJICTABAT B CJIeIHATA CXeMa:

®urypa Ne 1. HeBepbanuu cpeacTsa 3a oOLIyBaHe.

MapanHres-
KAHETHER NPOCEMUER TaKECHKA
CTHES
i?lpsi?;':& BUpTYaneH NPON3HO- 30HA HA OMHAMMHEH
B KOHTAKT weHKe oflyyEaHe Aonup
OEMHKEHWA HA
TANOTE | | ‘ |
h
I
nosa norneg, EWCOHWHA HA pPA3CTOAHKE PEROCTHCKAHE
rmaca
UYECTOTA TEMEBLD MeCcTonong- npearpbaka
MUnEAES HEHWE
TEMM, EHTALMA
WECToBE nocora E opw LK Lenyeka
CROpOCT (&I H3 OTULVESHE)
noxogea naysa ECKANMM3ALMA NosHUYKA noTyneaHe
EE3OMLLEM
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Ilocouenara cxema pa3kpuBa OCHOBHHUTE HEBEpOaJHU €JIEMEHTU Ha
0O0I1yBaHETO, KOMTO YCIOBHO MoraTr nga ObJaT pa3/eieHu Ha 4YeTupu
OCHOBHU TPYIIH:

1.IIspBata rpyna HeBepOaIHM CpeAcTBa 3a oOuIyBaHe oOXBamia T.H.
KuHemuuHu cpeocmea. Te TIpeNCTaBIsSBAT 3PUTEIHO-BB3NPHEMAaHHUTE
JIBIDKEHUsI Ha TapTHhOPA, pPa3KpUBaIld HM3Pa3UTEITHO-peryJaTuBHATA
(yHKUMS HAa KOMyHHKauus. B To3u cMuChI, KMHETHKATa U3ciieaBa oomara
MOTOpPHKA U PAa3MOJIOKEHUETO Ha Pa3UYHUTE 4YacTH Ha TSUIOTO,
E€MOITMOHAITHUTE PEaklMi Ha YOBeKa upe3 pbleTe (KECTHKYJIUpPAHE),
TuIeTo (MAMHUKA), TI03aTa Ha TsUO0TO (MTaHToMuMa) U T.H. Pa3zpabotenu ca B
Ta3u 4acT CIELUATHH MUMHYECKH KOJIOBE, OOXBalIallX OTAEITHU YacTH H
eJIEMEHTH Ha JIMIETO, KOWUTO PAa3KpUBaT W3IbUBAIIMTE CHUTHANMA 32
€MOLIMOHATHOTO ChCTOSIHUE Ha oOuryBamuTe. KbM KHMHETHKATa ce BKIIIOUBA
CBILIO U BU3YaJTHOTO OOIlyBaHE, XapaKTEPHO MPEIUMHO C OCOOCHOCTUTE U
epeKTHTe Ha 3PUTETHOTO BB3NpUEMaHEe U B3aumopelcTeue. Tyk
BHUMAaHHUETO C€ aKIEHTHpA INIaBHO BbPXY BH3YAJIHHsI KOHTAKT, U3pPa3sBalll
ce B HACTOMYMBHSA WJIM Pa3CesiHUS IOTJIe]l, Heropara IocoKa M 4ecToTa Ha
(ukcupaHe, IPOIBIDKUTETHOCTTA Ha 3abP)KaHE U OTKJIIOHSBAHE H T.H.

2.Btopara rpyma HeBepOalHM €IEMEHTH Ha  OOLIyBaHETO
NPEACTaBISIBAT T.H. NAPAJUHIBUCTHKA, KOSITO pPa3KpHBa O0COOCHOCTHUTE B
NPOM3HOIIEHHETO, TeMObpa M BHCOYMHATA Ha TIjaca, May3UTe MEXIY
QYMUTE, a ChIIO TaKa M Pa3IUuHUTE BUIOBE NCUXO(OU3UOIOTHYHH TPOSIBH
Ha YOBEKa, KaTO BB3JUIIKH, Bb3KIULAHUSI, IU1a4, CMSX, HOKALUISHE U T.H.

OueBupHO C MOMOIUNTA HAa NAPAIMHTBUCTHUYHHUTE CPEACTBA Ce
peryiupa CIOBECHHS TIOTOK, HMKOHOMHCBAaT C€ €3WKOBH CpEICTBa 3a
oOmryBaHe, HO HaW-TIABHO T€ JOMBJIBAT CIOBECHUTE HM3Ka3BaHUS KaTo
pasKpUBaT €MOLIMOHAIHUTE CHCTOSHUS Ha oOuryBamuTe. Taka Hampumep
TaKuBa YyBCTBA, KaTO PajoCT, €HTYCHa3bM M HEIOBepHE OOMKHOBEHO Ce
u3pa3siBaT upe3 BUCOK TOH Ha Tjaca, JOKAaTO Medal, Thra Wi yMmMopa ce
IpeJaBaT 4pe3 MEK U MPHUIIYLICH IJ1ac ¢ IMOHIKEHa WHTOHALUS KbM Kpas
Ha u3pedeHnero. ChIOTO ce OTHACS U 3a TEMIIA Ha pedra: Obp3aTa CKOpPOCT
paskpuBa, 4e OOIIYBALIUAT YOBEK € Pa3BbIHYBaH M Pa3TPEBOXKEH, TOKATO
0aBHaTa peu MOKa3Ba ChCTOSHHUE Ha yMOpa, Thra M BUCOKOMEPHE.

3. Tperara rpymna HeBepOalTHH CpeJICTBA 3a OOIIyBaHE Cce BKIIFOYBAT B
MOHSITHETO MPOKCEMHMKA, KOeTO OyKBajgHO o3HayaBa Onm3ocT. [lopaam
(akta, uye OOLIyBaHETO BHHArM € MPOCTPAHCTBEHO JAECTEPMHUHHUPAHO,
IIPOKCEMMKATa H3ydaBa 3aKOHUTE HAa KOMYHHUKAIMATA, CBBP3aHU CbC
CUTyallMOHHATa OPHEHTALMs HAa IapTHbOPUTE: AUCTAHLUATA, TO3ULUUTE U
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MECTOIIOJIOKEHUETO, KOETO Te 3aeMaT M T.H. Taka Hampumep TakuBa
INPOKCEMHUYECKH KOMIIOHEHTH KaTO OpHUEHTalUsl Ha TsI0TO, MO3MLUATA U
BI'bJIa HA MECTOIOJIOKEHUETO Ha OOIIyBaHE CUTHAJIM3HMPAT 32 HAacOKaTa Ha
MHUCJICHETO W OTHOLICHHWETO KbM IapTHhOpa. B TO3M CMHCBI ako
o0IIyBaHETO TpUTEX)aBa Oele3n Ha  CHICPHUYECTBO HWIM  HMa
OTOpaHUTENICH XapaKTep MapTHBOPHUTE CANAT €IWH CPEIry IPYT, TOKATO
npu Jpyxkecka Oecena OOMKHOBEHO 3aeMaT BIVIOBH TMO3UIMW WM CAAAT
€/IMH JI0 JPYT.

4. YerBbppraTa Trpyna oOxBama T.H. TAKTHJIHHM CpeACTBa 3a
o0mIyBaHe, KOWTO BKJIIOYBAT OUHAMHUYHUTE CBHIPHUKOCHOBEHHS MEXIY
Xopara KaTo PbKOCTUCKAHMSA, LETYBKHU, IPETPBAKH, ITOTYIBAHUS 110 I'bpOa
WJIn paMCHETEC U T.H. I[I/IHaMI/IT-IHI/IHT Jonvp IMmpeacraBjisiBa B IIO-TOJIsIMa
cTerneH HeoOxoauMa (opMa Ha CTUMYJALMS, OTKOJIKOTO CAaHTHMEHTAIHA
noJpoOHOCT Ha YOBELIKOTO OOIIyBaHe. /IMHAMHYHOTO CHIIPUKOCHOBEHHE
ce omnpenens OT pa3NudHu (aKkTopH, HA-BaXKHUTE Cpejl KOUTO ca cTaryca
Ha MApTHBOPUTE, TAXHATA BH3PACTOBA pa3liMKa, M0Ja, BPEMETO M CTENeHTa
Ha TAXHOTO TO3HAHCTBO U T.H. Taka HampuMep PbKOCTUCKAHETO MOXKE /A
u3passiBa JOMHHHUPAIIO TOJIOKEHHE Ha TapTHhopa (Koraro pbKara e
oTrope, a JJlaHTa MOKpHBa Ta3W Ha JApyrus 4dosek). OOpaTHaTa MO3UIUA
MOKa3Ba MMOKOPHOTO MOJIOXKEHHE Ha Apyrarta crpaHa. CplecTByBa, pa3oupa
Ce U PaBHOIIPABHO IOJIOKEHHUE, U3PA3SIBALIO CE YPEe3 PHKOCTUCKAHETO.

OT BCHYKM HEBepOaJHU CpeiCTBa 3a oOOIIyBaHe oOaue, WMEHHO
TAKCUYECKUTE EJIEMEHTH B Hail-royisiMa CTeleH pasKpuBaT (PYHKLHMUTE Ha
MHIMKATOPa 332 CTaTyCHO-POJIEBUTE Pa3InuMsl MEXKAY MapTHbOPUTE, KAKTO
U CTETEHTa Ha TAXHaTa OJu30cT. ETo 3a110 HeaJeKkBaTHOTO M3MOI3BaHE Ha
TAKCUYECKUTE CPENICTBA MOXKE Ja JIOBEJe N0 W3BECTHH MPEUKH H Jaxe
KOH()JIMKTH B 00OIITyBaHe.
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I'/TABA 8: ICUXOJIOTHUSA HA CIIOPTA
CHAPTER 8: SPORT PSYCHOLOGY

®U3NYECKATA AKTUBHOCT KATO AKTYAJTHA
MPEAIMNOCTABKA 3A ®OPMUPAHE HA JIBUTATEJTHU
HABULIA

[BeTtenuna Xamxxuena, nokropant, Kareapa ,,Ilcuxonorus”, IO3Y
»Heodut Puiackn”, rp. braroesrpan, e-mail: cveti_hadjieva@swu.bg

PHYSICAL ACTIVITY AS A PREREQUISITE FOR
FORMATION OF MOTOR HABITS
Tsvetelina Hadzhieva, PhD Student, Department “Psychology”, SWU
“NeofitRilski”’, Blagoevgrad, Bulgaria cveti_hadjieva@swu.bg

Pe3iome

Hacmomqama cmamuA uma 3a yein 061 odepmae u U3MBbKHE
Heo6x00uM00mma u nojzama om ocvuiecmeaeanenmo Hda pedoeHa
Qusuvecka aKmuHOCH, KOSAMO NOGIUABA ONAONPUSAIMHO BbPXY HCUXO-
QuzuonocUUHOMO 30pase HA TUYHOCIIING U U32PAICOa MPAUHU HABUYU 3d
ocvugecmssnsanemo Ha usuiecka oetnocm. Ilpusedenu ca uscnedsanus 6
masu HAcokKa, Koumo ()0Kd36am e()H03HallH0 NOJIOHCUMETITHOMO
8v30elicmaue Ha Pu3UYecKama aKmueHOCm bpxy 30pasemo.

KJI]O‘!OBH IIYMH: qbu3uqea<a akmueHocm, Hasuyu, 30pa600ﬂoeua noJjisa

Abstract

This article aims to outline and highlight the necessity and the utility of
regular physical activity, which has a favorable influence on the psycho-
physiological health of the personality and builds permanent habits for the
physical activity. Some studies have been carried out in this direction,
which unequivocally demonstrate the positive impact of physical activity on
health.

Key words: physical activity, habits, healthy benefit
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» Duzuueckama aKmMueHOCM UMA HOMEHUUANA He CaAMO 04 000a6s
200UHU KbM HCUBOMA, HO UMA 0OKA3AMEICHEA U 3d MO08d, Ue Ml MOHCe

0a 00basu jHcugom Kovm 2oounume.”
(Esponeiicku cv8em 3a xpanumenna ungopmayus, no Jumumposa, /1.,
2014, cmp. 187)

JIBIDKEHHETO € HEOOXOJUMOCT M €CTECTBEH HAauMH Ha JKMBOT 3a
xopaTa. JIBIKEHHETO € 3aJBJDKUTETIHO YCJIOBHE 3a TOAIbpXKAHE Ha
HOpMaJiHaTa CTPYKTypa M (yHKIMHUTE Ha MOBEYETO CHUCTEMH M OpraHH B
TSUIOTO HAa YOBEK, KAaTo JIMIICaTa My CHOTBETHO BOJHM IO MATOJIOTHYHU
M3MEHEHHUs B TAX. TO € ChIo Taka M eJHO Oe3CIOPHO IOKa3aTeJCTBO 3a
YHUKaJIHaTa ¥ HEM3MEHHA CIIOCOOHOCT HA YOBEKA MOCPEACTBOM BOJISATA U
YCWIMETO LEJIEHACOUYeHO JAa MpoMeHs ¢opMmara Ha TSIIOTO CH 4pe3
ynpaxuenus: (Blakemore&Froguel, 2008). INcuxukata ce pas3BuBa upe3
JEeUCTBUATA, KOMTO YOBEK H3BHPIIBA 3a OIO3HABAaHE HA CBETa KaTo
CBIIEBPEMEHHO IICHUXHYHATE OCOOEGHOCTH Ha 4YOBEKa C€ MpOSABABAT B
JEHHOCTUTE, KOUTO U3BBPIIBA U MPOAYKTUTE, KOUTO Ch3aBa Ype3 TSIX.

Penymmpanero Ha JBHKEHUETO WITH XUNOANHAMUSITA
(oOe3mBIWKBaHETO)e  XapaKTepHO 32 CHBPEMEHHHS YOBEK, KOHTO
npeanoynTa KomMdopra OT WHIYCTPHAIM3ALMATA W TEXHOJIOTHYHUS
nporpec. HaOmonaBa ce Taka a ce Kake eMH HENPEKbCHAT CTPEMEX KbM
MUHHMU3UpaHe Ha (QU3NUECKUTE YCHIIHS, KOETO OT CBOSI CTpaHa BOJH JIO
3IIpaBOCIIOBEH MPOOJIEM - 3aTIBCTABAHETO, OT KOETO CTpajaT BCE IMOBEUE
X0pa, 0COOCHO B aKTHWBHA BB3pacT. XoaeHeTto mpe3 nociegaure 20 — 30
TOJIMHY € HaMaJIsUI0 OKOJIO 3TbTH. XUIIOJIMHAMUSTA € CBhP3aHa OCBEH ChC
cTpeMexka 3a KOM(MOPT W BB3ION3BAaHE OT IOCTHKCHUSATA Ha HAaydHO-
TEXHUYECKUSI MPOTrpec, CHII0 Taka M C OTChCTBHETO Ha OCh3HABAaHE Ha
HOJBUTE OT EKEJHEBHU CIOPTHH 3aHMMaHus (,, MHHHCTEpCTBO Ha
MiaaexTa u cnopra®, 2011).

PenoBHOTO M TpaBMIIHO OCBINECTBSBaHE Ha (puU3nUecKa AEHHOCT
OKa3Ba BHIMMO W OJIarONPHSATHO BB3ACHCTBHE BBPXY (UIHYECKOTO WU
ncuxuuecko  3apaBe.  CHOpPTBT  yKpemBa  TAJOTO,  MOJOOpsiBa
(YHKIIMOHUPAHETO HA OpraHWU3Ma, YBEJINYaBa ChIPOTUBUTEIHHTE CHIIM U
xu3HeHus Tonyc (Credanos, L., 2009).

Camara ¢usndeckata KyaTypa ce sBsBa KOMIIOHEHT Ha Pa3BUTHETO
Ha JTUYHOCTTA, KaTo (POPMHUPAHETO i A0 M3BECTHA CTENEH ce MOBJIHSABA OT
¢msnyecknTe ynpakHeHus. HacTenBammre (U3HYECKH NPOMEHH HpPH
yMepeHa aKTHBHA [CHHOCT M TMOJOKHUTENHA arjaca KbM (U3Mdecka
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aKTMBHOCT C€ H3pa3dBaT B: IIOJIOKHUTCIHH EMOLMH; ITOBHUIICHO
CaMOYYBCTBHE;, YCKOpSIBAaHE HA META0OJMTHUTE TIIPOIECH; BUCOKA
pabotocniocooHocT (Mateesa, JI. u Uanbkoga, P., 1997).

B wucropuyecku T1ulaH Bce TOBeYe BHUMaHHE Ce€ OTIeNs Ha
noTpeOHOCTTa OT TPIKa ¥ 0POPMSIHE Ha TSUIOTO, B CTpEMekKa 3a MOCTHTaHe
Ha 3/IpaBe, KpacoTa W cuia. B Xozla Ha CBOETO €BOIIOIMOHHO pa3BUTHE
YOBEUYECTBOTO HM3yYaBa OMOXMMHYHATA CTPYKTypa Ha YOBELIKOTO TSUIO U
HOCJIC/IBAIIOTO BB3ACHCTBUE OT CIIOPTHATA TPEHHUPOBKA BBPXY IIEIHUSI
OpraHU3bM.

dusnueckara akTUBHOCT, JOPU HE KaTO NMPHOPHUTETEH THIl ACHHOCT,
OnaronpusTCTBa 3a (OPMHpPAHETO HA CBBP3aHUTE C HES MCHXUYHU
CBOWCTBa, B pe3yJTaT Ha KOETO CIIOMara 3a MOHATATBIIHOTO Pa3BUTHE U
(opMupaHe Ha IICUXUYECKHUTE CIIOCOOHOCTH Ha mryHOocTTa (CraHkoBa, K.,
2007, c.62). ETo 3amo, ¢usndeckara akTHBHOCT TpsiOBa 1a ObJe, Makap U
HE TPHOPUTETHO, HO 3aCThIICHA B ©KCTHEBUETO HA ChBPEMCHHHS YOBEK,
HE3aBHCHMO OT HEroBaTa BB3PAcCT, KaTO MPEANOCTaBKa 3a (U3UUECKOTO H
NICUXWYECKO 0JaroChCTOSIHUE Ha JIMYHOCTTA.

VCBOsSIBAHETO HA HABHK 32 M3BBPIIBAHE HA (PH3MUCCKU YIIPAKHEHHS B
CBIUIHOCT HE MPOTHO3Mpa YeCcTOTaTa Ha U3BbPIIBAHE HA CAMHUTE (PH3UICCKU
ynpaxuenus (Gardner, &Lally, 2013). Hayuno u3cienBane 3a pa3BUTHE Ha
HAaBUIM 32 (PU3MYECKH YNpPAKHEHHS B PaMKHTE Ha 12-CeIMHYEH MEpHO[
NOKa3Ba, Y€ MPOIYCKH B M3MBIHCHHE HA YNPaXHEHUATA CE OTpa3siBaT
HETaTUBHO CIPSAMO OBJCeIIUTe pe3ynratd OT (Qu3nYecKara JIeHHOCT
(Gardner, &Lally, 2013). IIpakTHKyBaHETO W YCBBBPIICHCTBAHETO B
JaJIcHa CIIOPTHA AEHHOCT M3UCKBA IMOCTOSHCTBO M ThPIICHHUE.

CHopThT € HaBHK, KOWTO MOCTaBsl HA4aJIoOTO 3a MPOMSHA U B JIPYTH
aCIIeKTH OT )KHMBOTA Ha JIMYHOCTTA. ,,HaBUKBT J1a ce CriopTyBa pa3npocTupa
BIMSHAETO CH BBPXY BCHYKO. [lo HAKakbB HAauYWH TOW yJeCHSIBa
YTBBPKAAaBaHETO Ha Apyrute noopu Hasuw” (Jrour, Y., 2013, c. 150).

Bcesika neifHOCT, HacoueHa KbM aKTHBH3MpAaHE M MOOWIM3HpaHE Ha
¢u3Hyecknsi TOTEHIMAN, OKa3Ba OJIAarONpPHATHO BB3JICHCTBHE BBPXY
penuia OpraHd U CUCTEMH B TSUIOTO, BKIIFOYUTEITHO U BbPXY KOTHUTHBHUTE
nporecu. Taka U3rpaxIaHeTo Ha HABUIIM 3a CIIOPTHA JCHHOCT AaBa peaiHa
MIPEANIOCTaBKA 3a M3TPAXKIAHETO W HA JPYTH IOJIe3HH HaBuIM. Hampumep:
KOTaTO YOBEK 3all0YHe Jja CIIOPTYBa, OOMKHOBEHO CTaBa MO-paHO, CTPEMHU
Ce KbM I0-3/[PaBOCIOBCH HAa4YMH Ha XpaHCHE, ONMUTBA CE Ja OrPaHUuYd
BPEHN HABUIU KAaTO TIOTIOHOMYIIEHE, aJTKOXOJ 1 JIp.
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Cop3mameHusar B YHUBepcuTeTa B Masmu LleHThp 3a m3ciaeaBaHe Ha
criopra B obmectBoto (CRSS) ce ocHoOBaBa Ha 3ajleTHAIAS B HETO
OPUHIMII, Y€ CHOPTHT € €IHAa MHCTUTYLHS, KOSTO MOXE Ja OKaxke
e()eKTUBHO BIUSHHUE, KAKTO BBPXY JKHBOTA HA JIMYHOCTTA, TaKa M BHPXY
ISJI0TO  OOIIECTBO 1O JBJIOOK ¥ TOHSKOTA I10 JpamMaTHYCH HaYHH.
OcHOBHHTE pe3ynTaTd OT TOBa TIpOydBaHe coyar, dYe TO-T00pu
aKaJEMUYHU TIOCTIDKEHUS MMAT CTYJCHTH OT KEHCKH II0JI, YJacTBAIU B
CIIOPTHU 3aHUMaHHsA, KAKTO MW TaKWBa, YUUTO POAUTCIN HMAT BHCOK
o0Opa3oBaTelicH [IeH3 B MPAaKTUKYBAT JajieH crnopT. ChIo Taka pe3yaTaTuTe
OTYHUTAT, Y€ CHOPTYBAlIUTEe MIAJAW XOpa pa3BUBAT IMO-A00pY HABHIU 3a
yueHe M NpeKapBaT MHOTO IO-MajKO BPEME B CEOHAJIO IOJIOKEHHE, 3a
pas3iuKa OT Te3H, KouTo He criopTysat (Rhodes, 1998).

OOWKHOBEHO YOBEK CBBp3Ba (hM3WYECKaTa JEHHOCT C yKpelBaHE U
pa3BUTHE HA MYCKyJaTypara, yBelM4aBaHE Ha CHJIaTa, W3bPHKIIMBOCTTA,
JIOBKOCTTa M Obp3nHaTa. Bcuiko TOBa 1Mo Hayaio ©Ma OYEBHJICH PE3yJiTar
3a TsUI0TO, HO CHIIO TaKa M 32 MO3bKa.

WzcnenBane, mpoeeneHo B SAmoHusi, 00ACHsABa Kak HEIOCPEICTBEHO
cien; Guzndecka TPEHUPOBKA XPAHUTEITHUTE BELIECTBA B KPHBTA 3alI0YBAT
Ja ce MPUIBIKBAT KBbM MO3bKa C OIPENENICHO IO0-BHCOKA CKOPOCT OT
oOnyJaifHaTa, KOETO ONArompusATCTBA MO3BYHATA KOpa W XHITOKaMITyca,
KOUTO OTrOBapsT 3a IBJITOTpaiHaTa MaMeT W CIIOCOOHOCTTa 3a y4YeHe
(ITetpomga, K., 2015).

Kak ce m3rpakga HaBUKBT 3a CHOPTYBaHE M 3alll0 MHOTO Xopa
cropTyBaT pefnoBHO? Ha To3M BBIPOC MOTHPCHIIH OTTOBOP M3CIIEIOBATETH
oT YuuBepcutera Ha Hro Mekcuko. 3a mnenrta usciensain 266 doBeka,
KOMTO Hal-MaJKO TpPH IbTH CHOPTYBaJdM IMpe3 CeaAMHUIaTa. YUeHUTe
OTKPWJIH, Y€ IMbPBOHAYAITHIUTE MOTHBH 3a M3CJICIBAHUTE JIAIA J]a 3all0YHAT
Jla CIOPTYBaT OWIIM OT Pa3iM4YHO €CTECTBO W HE OT TOJSIMO 3HAaueHHUe, HO
TYK Karo BaX€H MOMEHT C€ OTKposiBa (DakThT, 4e T€ HPOIBIDKWIH Aa
criopTyBar (TOBa Ce TMPEBBPHAIO B TEXEH HABWK), 3apajd CHelu(uIHa
Harpaja 3a KOATO T€ 3allOYHANH Ja KOMHeAT. 92% OT u3cienBaHuTe Ul
TBBPCIH, Y€ TPCHUPAT €XKECTHEBHO, IOHEKE TOBA TH Kapa Jia ce YyBCTBAT
no0pe, KaTo y TAX ce TOPOAMII KOITHEXK MO MPHUTOK Ha eHAOP(PHUHU U APYTH
HEBPOXMMHKAIIA, KOWTO TpPEHUpPOBKATa Mpean3BHKBa. 67% oT napyra
M3CNe/IBaHa TPyIa OTYUTAT, Ye CIIOPTHHUTE 3aHMMAaHHs MM HOCAT YYBCTBO
3a TIOCTHKEHUE, KOMTHEeEHKH 3a TpUyM{] MpH MoAoOpsiBaHe HA pe3yJITaTHTE
UM, KaTo 3a TIX Ta3u Harpaja Owia I0CcTaThyuHa, 32 JIa Ce MPEBbPHE B TPacH
HaBuK (10 Jrour, Y., 2013).
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[lo momoOeH Ha4MH YYaCTHUIM B MHTCPBEHIIMOHHHM H3CJICIBaHU,
KOUTO BCEKH JICH M3BBPIIBAT HOBU JACUCTBUSA, TBBPIAT, Ye TEC3M JICHCTBHUS
ce MPEeBpBINAT B TAXHA BTOPA MPUPOJAa WIH YacCT OT €XKETHEBUETO UM 3a
nepuon ot a8e ceamuiy (Gardner, Sheals, Wardle, &McGowan, 2014).

HpOBeZIeHa I/IHTepBeHHI/ISI, HaCO4YCHa KbM CTI/IMy_HI/IpaHe
W3rPKIAHETO Ha HAaBUIM 3a yMepeHa (¢u3MYecKa aKTUBHOCT IPH
BB3PaCTHH XOpa, ChC 3aceJHa]l HAYWH Ha IKHUBOT, JONPHUHACI 3a
peaylpaHe Ha BpPEMETO, H3Pa3eHO B CEIHAIO IOJOXKEHUE, M JI0
yBe/IMYaBaHe Ha JIBI)KEHHETO M yMepeHara (u3muecka aKTHBHOCT (IO
Tlapansp, b., 2016).

[IporpecuBHOTO pa3BUTHE HA TEXHOIOTMUTE U YypOaHW3anusATa
U3MeCTH (OKyca Ha YOBEKA BbPXY CTpEMeXka 3a Ch3/IaBaHE Ha YICCHECHUE U
KOM(GOpPT BBB BCHYKHA OOIIECTBEHH CQeprd 3a CMETKa Ha JBIKEHHUETO.
HMeHHO 3aTOBa aKTYaJHOCTTA HA HACTOSINUSA BBIOPOC CE CBEXKAA [0
BIIMAHHUCTO Ha HpOMeHI/ITe, HAJIOKCHU OT HOBHUA HAYMUH HaA XHWBOT Ha
C’LBpeMeHHI/IH YOBCK, KOHUTO Ha CBOﬁ pe;l NU3MCHHUXAa HEroBuUsi €CTCCTBCH
OMOPUTBM U JIOBEZI0XA JI0 HEraTUBHH TICHX0-(PH3HOIIOTHYHH MOCIIECICTBHYS.
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