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YBOA
VBaxxaemu Koitern,

C YAOBJICTBOPCHUC TMPCACTABAM CTATUHW Ha NPCIOAABATCIIN U JOKTOPAHTH KAKTO OT
Karenpa Ilcuxonorust Ha ®@unocopckn dakynter Ha FOrozanaganen YuusepcuteT ,,Heodut
Puncku® rp. bnaroesrpaj, Taka u OT ApyTu KaTenpH, GaKyITeTH U YHUBEPCUTETH.

[IcuxonoruyHara TEOpUsl U MCUXOJOTHUYHUTE W3CIEABAHMS ca MPEICTaBEHH KOPEKTHO.
[IpaBu BrieuaT/ieHWE KaKTO TEMAaTUYHOTO, Taka M KOHIIENTYAIHOTO WM pa3HOOOpa3ue.
W3non3Banu ca cbBpEMEHHH MCUXOJOTUYHH U ICUXOMETPUYHHU COYTYEepHU MPOAYKTH.

HansBam ce pecypchT Ha ['oguimiHuka Mo NCUXOJOTHS Ja C€ M3MOJ3Ba YCHEIIHO 3a
HY)XJIUTE Ha IPaKTUKaTa.

I'n. penakrop: Hou. a-p Croun MaBpoaueB

INTRODUCTION
Dear Colleagues,

With pleasure I want to introduce you papers from lecturers and PhD students as
as well as from the Department of Psychology of Faculty of Philosophy of the South-
West University “Neofit Rilski”, Blagoevgrad and from other departments, faculties and
universities.

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

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

Editor-in-chief: Assoc. Prof. Stoil Mavrodiev, Ph.D.
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Theoretical article

TPUAECET TOAUMHHN CIHEDUAJHOCT ,IICHXOJIOI'usi* B IOT'O3AIIALEH
YHUBEPCUTET ,,HEO®UT PUJIICKHU* - BJIAI'OEBI'PAJ]

THIRTY YEARS OF SPECIALTY "PSYCHOLOGY" AT THE SOUTH-WEST UNIVERSITY
"NEOFIT RILSKI" - BLAGOEVGRAD

Stoil Mavrodiev, Ph.D. *
*Associate Professor, Department of Psychology, SWU “Neofit Rilski”, Blagoevgrad, Bulgaria.
Email: stoil_m@swu.bg

Pe3zrome

IIpes yuebnama 1991 — 1992 2. 6v6 Bucw nedazozuuecku uncmumym® - Brazoesepad ce paskpuea cneyuaniocm
,Icuxonoecusn* — emopama y nac cieo masu ¢ Coguiickusi ynugepcumem ,,Ce. Knumenm Oxpudcku . Cv30aden
kamo ¢uauan na Coguiickus ynugepcumem, BIIM — Bnazoeeepad ce ymewvpoicoasa Kamo nopeusm
VHUBEPCUMEMCKU YEeHmbp 0agauy eucuie neddazoeuyecko o0pazoéanue. YcnopeoHo ¢ pasgumuemo u
CMPYKMYPUPAHemo HA YHUGEPCUMemd, U3passieaujo ce 6 NOCMENeHHOMO Cb30a8aHe HA HO8U (akyimemu,

‘

Kameopu U CReyuaiHoCcmuy, ce paszeusa u ymewpoicoaéa kameopa ,,Ilcuxonocun”. Cmamusma npeocmass

¢

ucmopusima na xameopa , Ilcuxonozus”, cv30a8anemo u pazgumuemo Ha eOHOUMEHHAMA CHREYUAIHOCH 6
FOz03anaonus ynueepcumem.

Kniouosu oymu: cneyuannocm ,, Icuxonozusn“, K0zo03anaden ynusepcumem, kameopa "llcuxonozusn

Abstract

During the academic year 1991-1992 at the Higher Pedagogical Institute - Blagoevgrad the specialty
"Psychology" was opened - the second in our country after the one at the Sofia University "St. Kliment Ohridski ™.
Established as a branch of Sofia University, Higher Pedagogical Institute - Blagoevgrad is established as the first
university center providing higher pedagogical education. In parallel with the development and structuring of the
university, expressed in the gradual creation of new faculties, departments and specialties, the Department of
Psychology is being developed and established. The article presents the history of the Department of Psychology,
the creation and development of the specialty of the same name at the South-West University.

Keywords: specialty "Psychology", South-Western University, Department of Psychology
Tpunmecer rogumIHAAT 00MWICH Ha crieruaiHocT ,[lcuxonorus® B lOro3amagen ynuBepcuteT ,,Heoput

Puncku® — braroesrpaj € moBoJI 32 TOPIOCT OT IMOCTUTHATUTE PE3YITaTH M YCIIEXH B HaydHATa, M oOpa3oBaTeliHa
neitHoCcT. Hali-kaTeropuyHOTO TOKAa3aTeICTBO 32 TOBA Ca BUCOKO KaYECTBEHHUTE CIICIUANUCTU (0T OaKaliaBbp — 10

! C Pewenme Ha HapogaHoTo cbbpaHnue ot toamn 1995 roguna (4B, 6p. 68 ot 1995 roanHa) BUCLLIMAT Negarormyeckm UHCTUTYT -
Bnaroesrpag, ce npeobpasysa B OrosanageH yHmsepcuteT "Heodut Punckn" - bnaroesrpag,
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JIOKTOp), KOUTO ca 0OydJaBaHU Npe3 TOAWHHUTE, KaTO TO3M IMPOIEC Mpoab/DKaBa M aHec. C HATpymaHUs OMUT H
TpaaulMy IpenojaBaTeanTe oT KaTeapa ,,JIcuxonorus HaarpaxaaT NOCTUCHATOTO U OTTOBAPSAT HA HENPEKBCHATO
MIOBHUINABAIUTE CE M3UCKBAHMS M CTAHAAPTH B 00YYEHUETO Ha CIICIHAIUCTUTE — IICHUXOJIO3H.

C HacTosIIaTa cTaTus aBTOPBT CH MOCTaB4 3a L€l Ja NPeACTaBU OCHOBHUTE €Talu OT Pa3BUTUETO Ha KaTeapa
[ ICUXOJIOT“ ¥ €THOUMEHHATA CIEIMaTHOCT.

IMpod. IMersp HukosoB o0ocobsiBa ueTHpu eTama B pa3BUTHETO Ha Kartenpa ,J[lcmxomorus™, Kouto ca
CBBP3aHHU C PA3BUTHETO HA CAMUS YHUBEPCHUTET:

- mepBH etarr: oT 1976 r. mo 1980 r. — ,,06enuneHa kateapa’”;

- BropH etan: oT 1980 1. mo 1983 r. — , IIppBH CaMOCTOSATEIIHN KPAUKH

- tpetu eram: oT 1983 1. mo 1991 r. — ,,CobcTBEeHO MACTO B cTpyKTypaTa Ha BITI”;

- 9eTBBPTH eTarr: — ciea 1991 r. — ,,C otroBopHOCT 3a HOBa crienuaidocT’ (Mavrodiev, S., 2010 (a),

p. 23).

BwB ®unmana na Coduiickust ynuBepcuteT B biaroesrpaz, KoiTo € paskput npe3 1976 1., mbpBOHAYaIHO €
ch3laieHa KaTtenpa ,Jllemarormka®, KbM KOATO ca OWIM W TIIpernojaBaTenuTe IO rcuxoiorus. [IepBusr
PBKOBOJMTEN Ha Ta3M Katenpa e npod. A.aLH. Jledo JleHeB, a mbpBHUTE XaOMIMTHPAHU LIATHH NPEIONABATENHN T10
ncuxodorus ca: goi. 1-p Tpudon Tpudonos, HazHauen 1976 r., mou. n-p Credan [leeB — HazHauen 1977 r. u goi.
n-p Credan Crambosnes.

Baxen ¢akt cpobuu mpod. a.m.H. Pymen CtamaToB, KOHTO € OT BTOPHUS BHITYCK CTyAeHTH. Ha TexHUs Kypc
IO TICUXOJIOTHS ca MPeroiaBajid roCTyBalUTe eHa ToAnHa BbB Duinana rojleMn ChBeTCKH ICUX01031 Banepus
CepreesHa Myxuna u T.H. CuacTHasi, KOUTO ca W3HACSJIM JIEKIIMUTE HA PYCKH €3HK U criopea rnpod. Cramaros —
TEe ca MOXKe OM MBPBHUTE MpenoaaBatesid mo mcuxojiorus. Ho nmo manam wHa Metoau [Jlemun (Mihailov, K. -
compiler, 2004, p. 77) roctyBaneTo Ha mpod. MyxuHa u mou. CuacTHas cTaBa ciel Kpas Ha IIbpBaTa ydeOHa
TO/INHA.

OcgeH nekiunte, B. C. MyxuHa oprannsupa oOy4nuTeNIeH CEeMUHAp 110 METOIOJIOTHS Ha IICUXOJIOTHIECKUTE U
nenarorudecku nicneasanus. [Ipod. Bacun Magones noguepraBa, 4e ceMHHapHUTe ca OWJIM MHOTO TIOJIE3HH 32
minaante acucteHTu. [Ipod. Kupun YnMes orOensi3Ba, de TOBa FOCTYBaHE € PE3yNTaT OT IBPBUTE MEXIyHAPOIHH
JIOTOBOPU CKJIIOUEHH ¢ MOCKOBCKMS Ibp)KaBEeH IEJarorn4eckd HMHCTUTYT U JIGHMHrpaJCKus Teaarorundecku
uncrutyt (Mihailov, K. - compiler, 2004, p. 52). biaronapenne Ha Te3u JIOTOBOPU peMla IPENojaBaTein OT
BIIN cneunanuzupatr B MockBa, HOATOTBAT U 3allMTaBaT cBouTe aucepranuu. CHexxaHa MakeqoHCKa CH CIIOMHS,
4ye Ha IBPBUAT PEKTOp — mpod. AjekcaHabp MapkapoB ce IbDKaT BPB3KUTE ¢ MOCKOBCKUSI Tbp>KaBeH
MeIaroruuecky UHCTUTYT ,,JICHHH, YMUTO BUAHM MeAaro3u u mcuxonosu kato B. C. Myxuna, Bepa JloruHosa,
Upuna Kononosa, Bepa SAnemnko, Emma CycroBa u ap. ca m3Hacsiu sekiua B6B BITU (Mihailov, K. - compiler,
2004, p. 111).

Enna oT noafiernte B kKatenpa ,Jllcuxonorus” e mpod. a.mc.H. Bacun Manones, KoifTo 3amouBa paboTa B
yHuEBepcuTeTa mpe3 1977 1., emHa roamMHA ciied OTKpuBaHeTo Ha ¢mmmana Ha CY B bnaroesrpan, u e
€AMHCTBEHMAT aCHCTCHT KBbM TOTABAaIIHMA MOMEHT IO Incuxoiorus. Toit Boam ynpaxksHenus no OOmia, Jletcka u
[Megaroruuecka ncuxonorus. (Mavrodiev, S., 2012, p. 8). Manko ciex ToBa 3a acHCTEHT € Ha3HaueH JIroaMuUI
Kpscres, a npe3 1979 r. nocrensat ac. I'epruna Enesa u ac. Crosin EBrumoB. Ciiex ToBa paboTa 3amouBa M ac.
Haranuns Anekcannposa. 3a kpaTko acucteHT e 6mna u Po3una [Tomosa.

XOHOpOBaH TpenojaBaresl B HayajaoTo e Omn mpod. n.ac.H. Jlrobomup ['eoprues, kKoHTO maBa ciemHaTa
nadopmanus B uaTepBio ot 2010 r.: ,MosTa IeHHOCT KaTO XOHOPYBaH IPENoJaBaTell MMOCTEIIEHHO OTHagHa C
HaszHayaBaHe 1o Bp3pacrosa u [lenarorudecka mcuxosiorus Ha cT. H. ¢. Ctedan CtambonueB — 100OBp MCUXOJIOT U
M3CIIEIoBATENl, KaKTO U Apyru npenogasarenn” (Mavrodiev, S., 2010 (b), p. 43).

Cnomenute Ha ipod. P. Cramaros 3a gon. Credan [Tee ca, e TO# € U3KIIIOYUTEIHO 00aATEICH U epyarpaH
IperoiaBaTes, CTyIeHTHTE ca o0mIyBayu ¢ yaoBojictBue ¢ Hero. Jom. Ilee mposexaa crerkypce no Ilcuxomorns
Ha MHCJIEHETO, MMaj € aUHHUTET KbM IICHXOJIOTHYECKUTE EKCIIEPHMEHTH; KOHCYJITHpal € W € Iomaral Ha
NPENoaBaTeINTe M0 IMearorHuecKuTe U MeTouuecku aucuiuimH. 3a npod. Cramaros join. [leeB e enun ot
Hali-TOJIEMHUTE CIIEIHAINCTH y Hac, pa3paboTBas AEHHOCTHHST ITIOIX0/1 B IICUXOJIOTHATA; ApyraTa royisiMa purypa B
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ToBa HampaBjieHue € npod. Jlrobomup I['eoprueB, KOWTO MMOCTaBsl JeHHOCTHAaTa TEOpHS B KOHTEKCTa Ha
BB3pacTOBaTa IICUXOJIOTHUS, ChIHUAT € Omt gokTopant Ha I1. [Nanmepun. 3a nou. TpudoHOB cu CIOMHS, Ye aKIEHT B
HeroBuTe JieKnuu o OO0IIa NCHXO0IOT S € OWI MPOOJIEMBT 32 CIIOCOOHOCTHUTE.

HoBoto Bucuie y4mnuine 3armodsa Ja IMOArOTBS JETCKH M HadyallHM YYUTENM C BHCIIE 0Opa3oBaHHE 3a NPHB
IIBT y Hac, KOeTo, 0€3CIOpHO, € OMII0 MPEeIU3BUKATEIICTBO M OTTOBOPHOCT 332 PHKOBOJICTBOTO M IENHS aKaJAeMHUYCH
cberaB. [IpoyuBaHeTo Ha yyeOHHTE IUIAHOBE Ha CHIIECTBYBAIIWTE TOTaBa CIIEHHUATHOCTH — [IpenyumnuinHa u
Hauanna YauiviiHa neaaroruka rmoka3sBa, 4€ nCUuxXoJOTUYCCKUTEC JUCIHUIIIMHNA, KOUTO CC€ MPENoaaBaT B HA4YaJIOTO
ca O6mia ncuxojorus U JIeTcka MCUXO0JIOT s, MO-KbCHO ce BbBeXka U Ilemarornyecka rncuxonorus, a ot 1986 r.
3aroyBa jia ce u3ydaBa Bp3pactoBa ncuxonorus (BMecTo JleTcka ncuxomnorus).

ITo ectectBen mbT mpe3 1980 1. obmiaTa kareapa ce pa3ners Ha ABE CAMOCTOSITENIHN Katenpw - ,,Ilemarormka
u ,Jlcuxomorus“. IIepBUsAT ppKOBOAMTEN Ha Kareapa ,llcuxomorus™ e morm. (toraBa) Tpucon Tpudonor. B
BpB3Ka C MOBUIIICHUTE M3UCKBAHUA 32 IICHXOJIOTHYECKATa IMOATOTOBKA Ha CTYINCHTUTE — MEIaro3u, ce ¢ Hajaraio
HETPEKBHCHATO YCHBBPIICHCTBAHE U pa3IIMPsIBaHE HA YICOHHTE IIAHOBE, IPOTPaMHU U JICKIIMOHHHU KYPCOBE.

B HoBara karenpaTa ce Ha3Ha4aBaT OIIE MPENOJABATEIH M ACHCTCHTH. 3all0YBa TACHO CHTPYIHHYCCTBO C
Ipyrute Katenpu BbB ¢umuana Ha CY B Brmaroesrpan; chBceM 3aKOHOMEpPHO TOBa ¢ KaTenpara o ,,Ileqarormka‘,
KaKTO U APYTUTE HOBOCHOPMHUPAHU KATCIPH.

ITo ToBa Bpeme ce nocTasst HauasloTo Ha Jlaboparopusra 1o NCUXOJIOTHS U 3aciiyrata 3a HeWHOTO Pa3BUTHE €
Ha TOCTHITMWIIKS ToraBa Miaj jgabopant boiiko Hukosos. C Herosata eHepruyHocT, otoessizea npod. I1. Hukonos,
ce ch3zaae Oorara marepuaiHa 0aza. Ha Hero ce I'bJDKM HE caMo TSICHOTO B3aUMOJIEiCTBHE, KOeTo (uinana Ha
CVY cw3maBa ¢ bparucmaBckus HaydHO-IpHIIOKeH WHCTHTYT, HO M KOHCTPYHMpPAaHETO Ha HOBU amapatd 3a
MICUXOJIOTHYCCKU M3CIICABAHUS, KOUTO 0siXa (PMHAHCHUpPAHH OT PHKOBOJACTBOTO Ha ¢mnmana. (Mavrodiev, S., 2010
(a), p. 26).

Hou. n-p boiiko HukomnoB cu crmomHus: YUpe3 MPOrHOCTUYHOTO CH MHUCIIEHE HAa YTBBPIACH OpPTraHU3aToOp M
Mefaror, OImle Ha TpeTara TOAWHA OT Ch3laBaHe Ha Quumana, npod. Jlewo JleHeB ctura mo u3Boma, 4e
IBITHOLIEHHOTO 00yYeHHE Ha IETCKU M HAYaJTHH YIUTEIH ¢ HEMUCIUMO 0e3 HaJn4due Ha ChBPEMEHHA JTa00paTopus
o ricuxonorus. [lpean omie ga chIIecTBYBa caMocTosATeNHA Katenpa mo Ilcuxomorus, nmpod. JleHeB m3neicTra
matHa Opoiika, a PextopbT, npod. Mamkapos, HazHauaBa Ha 28.09.1978 r. Boiiko Hukoinos, ¢ ocHOBHa 3a1a4a aa
ch3laze Ta3M Jaboparopusi, Karo s o0OpylIBa ChC ChBpPEMEHHa amapaTypa W TECTOBE 3a ICHXOJIOTHYHH
nscneaBanus (ot pasroBop ¢ aol. boitko Hukonos). C pemenue Ha AC npe3 2007 ctaTyThT Ha JabopaTtopusTa €
npoMeHeH B JlabopaTopeH KOMIUIEKC MO MCHXO0J0Tus ¢ p-i Aol A-p boiiko Hukonos (35 years South-Western
University "Neofit Rilski", p. 32).

Ipes 1983 r. @ummmansr wHa CY ,Kimmment Oxpuacku™ B braroeerpan ce mpeobpasyBa Ha Bucm
TeTarormuecKy HHCTUTYT — biaroesrpax ¢ 3 daxynrera u 9 karenpu. [Ipes 1985 r. kem BIIU e cp3manen Hayden
CBBET ¢ mpercenaren Aom. A-p Tpupon TpudoHoB, ¢ mpaBo Aa M30Hpa AONCHTH IO MEIATOTHKA, IICHXOJIOTHS,
Je(EeKTOIOTHS M METOMKA Ha 00yICHHETO.

IIpe3 80-te r. Ha XX Bek npod. Tpudonos, gom. Ilees, mor. Crambonues, non. EHeBa, gom. AnekcaHaposa,
non. Majones u ap. myOJIMKyBaT IbPBUTE YU€OHUIIM U MOHOTpa(UH 110 NCHXOJIOTHSL.

B chims nepuos ca HasHauenu: Mapus Opaxosa (Myrtadosa) (1985), Panocruna Aurenosa (1986), Hoska
Banuesa (1986), (Jubilee Almanac of SWU 1976-1996).

Katenpa ,,[Icuxonorus“ ce yrebpkaasa B crpykrypara Ha BITU n 3anouBa na o0cimyxBa, IPSIKO MM KOCBEHO,
OCTaHAIUTE KaTeapu U (aKkyJITeTUTE, KbM KOUTO HE MpHHAAICKUA. KbM Hes 3amouBat Ja ce o0ydaBaT acUPaHTH
(IOKTOpaHTH), KOUTO JTHEC ca MPO(ecopH B pa3TUIHN BUCIIN YIHIIUIIA B CTPAHATA.

OpraHu3upar ce IIbPBUTE HAYYHH KOH(EPEHIINH 1Mo TIcuXoJIoThs. Taka Hanpumep npe3 1987 1. ce mpoBexa
HaydHaTa KoH(pepeHus ,,MotuBanus u noseaenne™; 1991 — | ConuanHa cuTyalus ¥ aBTOHOMHS Ha JIMYHOCTTA
(Jubilee Almanac of SWU 1976-1996, p. 22).
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OT caMOTO cH Hadao Karemapara 1o ,,JICHXonorus® € B CTpyKTypuTe Ha ¢akyyirera 3a MOJArOTOBKA Ha
nercku yuntend. [lokasareneH akr 3a 3HAYMMOCTTa Ha KaTeapaTta e, 4e npe3 1992 r. ¢ [Ipotokon Ne7/19.02.1992
(baxkynTeThT ce MpeuMeHyBa Ha ,,PaKyNTeT Mo IICUXOJIOTHS U IPeTyIIIHIIHA TIearoruka‘.

B yueOnus mtan Ha cneu. , JIpenyunnuimnba negaroruka® ot 1990 r. B [Icuxonoro-nenarornieckust 010k
TICUXOJIOTHYECKUTE JTUCHUIUIMHU ca pasmmpeHd u ¢urypupar: OOma mcuxosnorusi, Br3pactoBa ncuxosorus,
[Nenarormyecka ncuxosorus, ExcniepuMenTanna ncuxonorus u [Icuxonorust Ha oburyBaHeTo. Y4eOHHUS IJIaH Ha
CHeHaTHOCT ,,[IpenyyrumHa negaroruka’ 1aBa Bb3MOXKHOCT JIETCKHUTE MeIaro3u /1a MPUA00HT CleHaTn3anns
LHllcuxomorus (IcUxoJor B AeTCKO 3aBeneHue)". JMCIUIUIMHUTE, KOUTO ca BKIIIOYEHH ca: IlcmxoamarHocTrka,
[lcuxompodmmakTuka Ha pa3BUTHETO Ha neTero, llcmxonorms Ha HagapeHwTe Jema, llcuxosorus Ha
n3ocTaBamure femna u Ilcuxokopexmus.

B o0OyueHueTo Ha JeTCKUTE Menaro3u (B pasnuiHu y4eOHU uianoBe oT 1990-te r.) ce 100aBAT U HOBU
JUCLUITIMHE (KOETO 110 BpeMEe ChBIaga ChC Ch3IAaBaHETO Ha CHEeNUaiHocT ,[lcumxonorms®) xaro: ConmnaiHa
ncuxonorust, Ilcuxomorms Ha pas3BuTHeTo, Ilcmxonoruss Ha TBOPYECTBOTO, [IcuMXojormss Ha ydYeHeTo,
Hapononcuxonorus Ha 6barapuna, Ilcnxonorus u negarornka Ha genara cbe 3apbXKH B ICHXUYHOTO Pa3BHUTHE,
Judepenunanna ncuxonorus, MysukanHa ncuxosorus, Ilcuxorepanusi, ExcrepumeHTanHa IICHXOJIOTHS,
IMcuxomormuecka auarnocTuka, IlcnxomnpoduinakTuka Ha pa3BUTHETO HA JWYHOCTTA, IIcMXoyorus Ha MalKuTe
rpyny, IIcHXonornyeckn OCHOBH Ha CEKCYalTHOTO BB3IUTAHHUE.

IIpernoraBaHeTo Ha BCHYKHU TE3M IICHUXOJIOTHYECKU MPEIHW M MO0 BpeMe Ha Ch3JaBAHETO HA CIELIHATHOCT
,HIIcuxoorus‘ mokasBa paslIMPSABAHETO Ha 0OXBaTa Ha Hay4YHHTE MHTEPECH Ha IperojaBaTeNIUTe OT KaTeapa
I ICHXONIOTHA M PpEeCHeKTHMBHO Ha AMCLUUIUIMHHUTE, KOHTO 3alloyBaT Aa ce mnpemnomasar. OTropapsiiku Ha
MOTPeOHOCTUTE Ha NEJarorHuyecKuTe CIELHATHOCTH IMPErojaBaTeNIuTe 10 MCHUXOJOTH Ce MOATOTBSIT 3a HOBaTa
CHEIHAITHOCT.

Cpb3naBane Ha cnenuaiaHoct ,Ilcuxonorus®

TlocraBsiHeTo Ha HayanmoTo Ha crnenuanHoct ,llcuxonorus® BB BIIW — bnaroesrpag e ectecTBeH u
3aKOHOMEPEH MPOILIEC, CBbP3aH C Pa3BUTUETO Ha CaMUsl YHUBEPCUTET U Ha Kateapa ,,[Ilcuxonorus®. I1o To3u HaunH
BIIN e Broporo Bucuie yumnmie, ciex CopHuHCKUS YHHBEPCUTET, B KOWTO ce pa3KpHBa Ta3H CIICIHAIHOCT.
[TepBuAT Bunyck e npuet npe3 ydeOHara 1991 — 1992 r. Ilo-kbcHO criennanHocT ,,[Ilcuxonorus ce paskpusa U B
JPYTH YHUBEPCUTETH.

[Ipod. I1. HukoyoB cu CLIOMHS: TOTaBa HE CH JlaBaxMe HaITbJIHO CMETKa 3a ChOMTHETO, KOETO HACThIIBAIIE
(Mavrodiev, S., 2010 (a), p. 29). Kakro 6emre or6enszano, @akynreTsbT 3a [IoAroTOBKA HA JETCKW YYHUTEIH CE
nperMeHyBa Ha QaKyiITeT 1Mo ICUXOJIOTHS U MTPEIyIIIIHIHA TTeJarOTHKa.

CsC ch3aBaHETO HA CHENHAIHOCT ,JICHX0N0THA™ OTTOBOPHOCTHTE M paboTaTra Ha MPETOoAaBaATEIINTE Ce
MIPOMEHAT. AKO 10 TOTaBa ca 00CITy>KBalU APYTUTE CIIEIHATHOCTH, TO OT TO3M MOMEHT 3al04Ba M3TPaKAAHETO Ha
CHELHUATMCTH OT CBINOTO MPO(ECHOHATIHO HANpaBJICHUE, KOETO € HW3UCKBAJO HE CaMO pa3UIMpsSBaHETO Ha
TICUXOJIOTHYECKHUTE IUCHUIUIMHY, HO W YBElMYaBaHE HA XOpapuyMa M oOeMa OT HaydHH 3HaHWS, KOMTO Ja ce
npenogaBar. Cb3laBaHeTO HA CHENMAIHOCTTA CTaBa II0 Bpeme, Korato B beirapus Ttekar mnpomecu Ha
JIEMOKpATH3aIHs ¥ CMsIHA Ha TIOJIMTHIECKATa CHCTEMA.

ToraBa Oemie MOMEHTHT, oTOems3Ba mpod. HukonoB, Bcexkn wieH Ha Kareapara nga (opMHpa CBOSTA
MIEpCIIEKTHBA B HOB OOJIMK — KaTO MperojaaBaTe]l M TPAaHCIAToOp Ha ChbBPEMEHHO IICHXOJIOTHYECKO 3HaHWE, HO H
CHIIEBPEMEHHO J1a Ob/Ic MOATOTBEH CIEI[HATUCT B ONpeecHa oonact Ha ncuxonorusta (Mavrodiev, S., 2010 (a),
p. 29).

CbBceM HOpPMaNHO € OWJIO KaTeapaTa Ja He € pasmoJjiarajia ¢ MperojaBaresid 110 BCHYKH Oa3uCHU
NICUXOJIOTHYECKN TUCIMIUIMHM, TMOPaAM Ta3H MpPHYMHA KaTo JIEKTOPH ca TPHUBICYCHH IPENOAaBaTeNId OT
Codmiickus yuuBepcurer ,,CB. Kmument Oxpuncku®, BAH, Wucturyra mo mcuxonorus kbM MBP u nmp. Te
3aM0YBaT /a BOZAT JICKIMOHHHTE KypCOBE IO CIIEHUANIM3MPAHH TUCLUILIMHU Karto MOpuamdecka MCHXOJIOTHS,
[TernTeHnapHa ICUXOJIOTHS | JP.
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[IbpBuAT yyelOeH MIaH

KypchT Ha 00yuyeHHe Ha OBACHIMTE MICUXOJIO3H € 5 TOAMHU 32 PEJOBHO O0ydYeHHE (MArucTbp) U 6 TOAMHU 32
3aJ0YHO OO0y4YeHHe (MAarucThp). YUEOHMAT IUIAH JaBa BB3MOXKHOCT CTYICHTHTE Ja u30epar CICIHHUTE
crienpanu3anuu: ColnuaiHa MCUXO0JI0THs, Y YHIIMIIHA [ICUXO0JIOTHS, bBU3HEeC NICUX0JIoTHS,

W3Bagka OT mbpBHs y4eOHUS TIUIAH:

3a0bJDKUTSIHN AUCITUILIMHU:

Obwomeopemuuen yukva. YBoI B cnenuanHoctra, Owrocodus, [Mommromorus, Nkonomuke, 3ammra mpu
ekctpemHn ycnoBus, Jlormka, WMHdpopmatmka, Pusnonorus Ha HEpPBHATa CHCTEMa W aHAIM3aTOPHUTE,
MaremaTruecKka ICUX0JIOTHS.

Tlcuxonozo-nedazocuuecku yuxkwi: Ilcuxomornyecku O6ok: O6ma mcuxosorus, [IcMxoaorus Ha JIMYHOCTTA,
Bw3pacroBa ncuxonorus, [lenarornyecka ncuxonorus, ExcniepuMenTansa ncuxoiorus, ColpaaHa ICHX0JIOTHS,
Uctopus Ha mncuxonorusata, llcuxonorus Ha oOuryBaHeto, MkoHomuuecka mncuxoiorus, [lcuxomaronorus,
Heponcuxonorusi, Opuanuecka mncuxonorus, Ilcuxorepanus, EBomtonuonHa mncuxosnorusi, HWHxeHepHa
ncuxoinorus, [lomutuuecka mncuxonorus, I[lcuxompodunakTiuka, MeaunuHcka mcuxoiorus, [lcuxomorus Ha
cekcyanHoctTa, ConuanHa ncuxuatpust, OpraHu3anoHHa ncuxoaorust, COIHaTHO-IICUX0JIOTHYEH TPCHHHT .

[Tenarornueckusar 610k BrirouBa: Ilegarornka, MeToauka Ha MpemnojaBaHe Ha TMCUXO0JIOTHATA, MeToanKa Ha
MperojaBaHe Ha JJOTHKaTa.

Karo n36mpaemMu JUCHUIUINHY ca TIpeAnoxkeHn: Aprrepanus, IIcuxonuHrBUCTHKA U OP.

IIpe3 7, 8 © 9 cemecThbp CTyIEHTUTE 3aM0YBAT Jia CIISIHAIM3UPAT U J]a U3y4aBaT ChOTBETHU JAUCIIUTIIIHH:

Cneyuanuzayuama ,,Coyuanna ncuxonozus‘ BKIIOYBA JUCHUILIMHUTE: IIcMXojorus Ha aHOMAJHOTO
nmoseneHue, Coruonorus, [Icuxonorus Ha cpegHaTa W TpeTata Bb3pact, [IcHXonorus Ha ceMeHHUTE OTHOIICHUS,
[cuxomorust Ha JEBHAHTHOTO IOBEIcHHE, [ICHMXONOTHsS Ha alKoXoiNM3Ma M HapKkoMaHusATa, [lcmxomorus Ha
PEeNUMTHO3HOTO Cch3HaHME, [Ipodecronanna ncuxomuarnoctuka, OCHOBH Ha MPaBOTO, [IcHXoNOTHs Ha TpyaOBaTa
3aeTocT W Oe3paboTumara, Ilcuxonoruss Ha MacoBUTE SBJICHHWS, lIeHWTEHIMAapHa Icuxoyorus, lIpeBaHTHBHA
nicuxonorus, Crieranu3upad IMCHXOTPEHHHT.

Cneyuanusayus ,, Yuunuwna ncuxonoeus”: Tlcuxomorus Ha memarormyeckara mpodecusi, Ilcuxomorust Ha
JCBUAHTHOTO ITOBCICHUC, Cneunanmnpaﬁ HCI/IXOTpeHI/IHI‘ HCI/IXOJ’IOFI/I)I Ha CeMeﬁHHTe OTHOIICHMUA, HCI/IXOJ’IOI‘I/I)I
Ha YMCTBEeHHMA TpyH, [Icuxonorus Ha fera ¢ TpyAHOCTH B 00YUEHHETO U 3aJIphXKKHU B pa3BUTHETO, [Icuxonorusa Ha
aNKOXOJIM3Ma M HapKkoMmaHusTa, [IpodecruoHanHa mcuxoauarHoctuka, [ICHXoaorust Ha PEeIUrHO3HOTO Ch3HAHME,
HCI/IXOJ’IOFI/IH Ha MAaCOBHUTC sBJICHHA, Cneunanmnpaﬂ HCI/IXOTpeHI/IHF, HCI/IXOJ’IOFI/I}I Ha MAJIKHUTC prHI/I.

Cneyunuzayuama ,, Busnec ncuxonoeus “: Vicropus HA MIKOHOMHYECKHUTE ydeHHs, Teoprs Ha HKOHOMHUIECKOTO
moBeneHne, MakpouKoHOMHKC, MukponkoHomuke, Commonorusi, OcHOBM Ha TmpaBoTO, llcmxojorus Ha
TBProBUATA W peknamara, [IpodecroHamHa TCHXOAMArHOCTHKA, I[ICHXONOTHMS Ha JEeOBOTO OOI[yBaHE U
MapKeTHHT, VHOBaMd W MHOBAIIMOHHO TOBeIeHHe, JIMIHOCTEH CTWII M NOBEJCHHE B OmM3Heca, IICHUXOJIOTHS Ha
MacoBuTe sBieHus, Crenuann3upad MICUXOTPEHHHT .

VYuebHus twiaH 3a OakajgaBbp, PEIOBHO OOydYeHHE, ChC CpPOK Ha o0OyueHue 4 TI., Hapea ¢ Oa3uCHHUTE
JMUCLUIUIMHY, JaBa BB3MOXKHOCT 3a CICIHHUTE CIICUHANU3aluu: ,, [ eHemuuna ncuxoroeus” ¢ JUCHUIUTHHHUTE:
[Icuxonorust Ha paHHOTO AeTcTBO, CTpaTerusi U CTWiIOBe Ha yudeHe, CnernuanHa ncuxojorus, [Icuxonorus Ha
KJIACHYECKOTO JeTCTBO, COMIIATHO-TICUXOJIOTUYECKH MPOOIeMH Ha MOJPACTBAIIUTE W FOHOIIECCTBOTO, Y YHITHIIHA
ajanTalys W aJanTanus B SACIM W NETCKH TpaauHu, [ICHXONOTHs Ha MEJarorHuecKusl TPYA M JIMYHOCTTA Ha
yuawntens, [Icnxonorns Ha JeBHaHTHOTO TIOBEJICHNE, | €pOHTOIICHXOJIOTHSI.

Hpyrara cneunanuzauus € ,, Mkonomuuecka ncuxonoeus’, KOATO BKIOYBA: MKOHOMHYECKA IICUXOJIOTHS,
Icuxomorust Ha Tpyzna, MmkeHepHa mncuxoiorus, Ilcmxonorus Ha ympasieHHeTo, FOpuamuecka IICHXOJIOTHS,
[Tcuxonorus u mapkeTusr, [Icuxomorus Ha ThpropusTa, ChBpeMEHHH WKOHOMHYECKH TeopuH, lIcuxoyiorus Ha
npodecroHaTHUS TTO00D.
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Kato w3bmpaemu guctuminHu ca npeanarand: KnmHwdnHa ncuxomorws, Ilcmxomormst Ha  crTpeca,
Hapononcuxonorusi, Ilcuxonmka, Ilcmxomorms Ha TBOpYECTBOTO, MoTuBanmsi Ha YydeOHaTta JeWHOCT,
INcuxoxopexnus, coruonorus, OCHOBH Ha IcUXOTepanusara, [lapancuxonorus.

Cnen 2000 r. mponbikaBa YKpPENBAaHETO U IO3UTHBHOTO pa3BUTHE Ha cnenuanHocrra. Iloarorssar ce
JOKTOpPAHTH, B T.4. U IbpBUTe uyxaeHIU. HazHauaBaT ce HOBU mpenogaBarenu. B mepuoma 2000 - 2010 ce
xabunurupar: gon. aA-p boiiko Hukonos, mou. n-p Posuna Ilonoma, non. a-p doOpunka BoxwnHoBa, mom. a-p
WBanka AceHoBa, no1l. 1-p Mapus Mytadosa, nou. a-p Pycanka Manuesa, nom. n1-p CtanuciaBa CTOSSHOBA, JIOII.
n-p Croun MaBpoues.

C mporokon Ne 1/01.12.1999 nHa AxageMudHHS CBBET KaTeapaTra M CIIEIIHATHOCTTa IPEMHHABAT € B
crpykrypara Ha IIpaBHO-McTOpHueckus ¢akynreT. Cbc CBOETO €HEPruvyHO PHKOBOIACTBO Jexanbpt Ha [TUD -
npod. a-p Anekcannbp BoaeHnuapoB moakperns CreUaIHOCTTa U KaTenpata. DuHaHCHpAT ce peauia MpOeKTH,
KOH(epeHIINH, 1000opyIBa ce, U ce pa3imupsiBa JIabopaTOpHUsI KOMIUIEKC 110 IICHXOJIOTHSL.

Ot 2003 mo 2006 r. KaTeapaTa MPOBEXKAA YCIEIIHO 00yYeHHE - JIOBIHUTEIHA IPOdecnOHAIHA TTOATOTOBKA
3a TICKX0JIO3H 110 cnenuanHoct ,,CbaedHa nenxonorus/ChaeOHO-TICHXOJIOTHYHN EKCIIePTH3H .

[Ipe3 2006 r. 3anmoyBa Ja M3IM3a KaTO ME€YaTHO M3JaHUE Ha Karenpa ,Jlcuxonorusa‘, IlpaBHO-UCTOpUYECKU
¢akynrer cm. ,[lcuxomoruuecka muchn®. Ilpod. Jlrobomup ['eoprueB € WHPBHUAT IJTaBEH PEAaKTOp 3a MepHOIa
2006-2009 r. B kpast Ha 2011 r. Hemckure m3narenu PsychOpen ce chriacssaT Aa NMOJHOBSAT M3JIaBaHETO HA
Icuxomornuecka MUCHII B €JICKTPOHEH BUJI C aHIIMHCKOTO HanMmeHoBaHue Psychological Thougt, ocurypsiaT HOB
ISSN u mepBuAT enexTpoHeH Opoit m3nmm3a mpe3 2012 r. Crnucanuero ce mHAekcupa B Scopus ot 2017 r. u
noHacrositieM. [Ipo¢. a-p CranucnaBa CrosiHOBa e riaBeH penakrop Ha Psychological Thought ot 2012 o 2019
T. ¥ Hel{Ha e 3aciiyraTa CIMCaHHETO Ja ce MHJCKCHpa B CBeTOBHUTE 0a3u maHHH. OT sHyapu 2020 r. crucaHueTo
ce m3maBa ot lOro3amanen yauBepcutet "Heodur Puncku", a HaCTOSIIUAT TIIaBEeH penakTop e nom. a-p Harama
AHrenosa.

ITo nannmaTyBa Ha pod. MaoseB 3a KpaTKo B CHEIUAIHOCT ,,JIcuxonorus™ e BbBeZieHa TIOThPHA CHCTEMA
3a paboTa ChC CTYACHTHUTE.

C mporoxon Ne 12/25.02.2009 Ha AkageMUIHHS CHBET, C IIeJ] ONTHMH3HPAHE CTPYKTYPUTE HA YHHBEPCHUTETA,
Karespa ,,Ilcuxonorus™ u crnenuasHocTTa NpeMuHaBar BB Ounocodckus pakynrer. JIHec TS € BOACHIOTO 3BEHO
BBB (haKkysTeTa U UMa Haii-MHOTO CTyJeHTH (0akaiaBpH, MarucTpu) u Jokropantu. [Ipenoaasarenure y4acTsar B
pa3JIMuHK HAYYHU MPOSKTH U NMPECTHKHU HayuHH (opymu. C nojkpenara Ha HACTOSIIOTO AEKaHCKO PHKOBOJCTBO
B Jyinnieto Ha npod. 1-p b. MaHoB ce Ha3Ha4YKMXxa HOBM ITpeno/aBaTey U 0siXxa 00sIBEHH KOHKYPCH 32 aKaJeMUYHOTO
U3pacTBaHe.

Tpynuo Morat ga Ob1aT M30poeHu (0e3 a ce MpOoITycHe) BCHYKHU NPENoaBaTeln, KOUTO ca OWIM Ha OCHOBEH
TPYZIOB JOTOBOP, TOCT-IIPENOAABATEIN U XOHOPOBAHHU TIPETIOABATENIN KbM KaTepara OT HEHHOTO Ch3/laBaHE N0
JIHEC, HO BCHYKM T€ Ca OCTAaBWJIM CIEJa M ca JONPUHACSUIN 3a HEHHOTO pa3BUTHE, U 3a 100paTa MOATOTOBKA Ha
crynentute. C yBaKEHHE U PECTIEKT KbM BCHUKH TAX, III€ CE OIMTAM Ja II0COYa TEXHUTE NMEHA:

PrroBoamTenM Ha Karenpa ,Ilcuxonorus ca 6mnn: npod. A-p Tpudon Tpudonos, mpod. a.mc.H. [leTbp
Huxomnos, npod. a.nc.n. Bacun Manones, nou. a-p Wan ['puropos, npod. n.mc.H. Jlro6omup ['eoprues u mpod.
nac.H. Jlionmun Kpbere (Hactosiy pbKoBoauTeln), KoiTo € O6mn u [lekan Ha dakynrtera no Ilcuxomorust u
npenyquiniHa neaaroruka. Kareapara uznpua pekrop Ha BIIU - npod. [ersp Hukonos (Mangat 1983 — 1989)
n 3am. Pexrop - mou. 'epruna EneBa. UneHoBe Ha Kareapara ca OWJIM 3aMECTHUK - JICKaHM Ha CHOTBETHHUTE
(axynretn: mou. a-p I'epruna Enesa e 3am. [lekan Ha dakynrtera 3a IIOATOTOBKA Ha JAETCKH YUHUTENIH B IEpUOJIA
1987-1989 r., mom. Jlrommun KpwcreB e 6mn 3am. Jlekan Ha PakyaTera 3a MOArOTOBKA HAa NCTCKH YYHTCIH B
neprona 1989-1993, ri. ac. PagoctiHa AHrenosa cbiio € 6una 3am. Jlekad Ha chims GaxynteT ot 1993 ., mpod.
Bacun Manones e 6un 3amectHuk-/lexan Ha [IpaBHo-ncTtopuyeckus akynrer; npod. MBanka AceHoBa ¢ Omia
3am. — Jlekan Ha @unmocodceku hakynTeT.

[Matan mpemogaBaTenu B kateapa ,llcuxomnorus ca ounu: npod. a-p Tpudon Tpudonos, mou. A-p
Credan Ilees, nou. n-p Crepan Crambonmes, nou. n-p Usan I'puropos, npod. a.nc.H. [lersp Huxomnos, npod.
n.ac.H. Jlrobomup I'eoprues, npod. n.mc.H. Bacunm Manones, non. a-p I'epruna EneBa, npod. a-p Haramus
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Anexcanaposa, jou. a-p Posuna ITomoBa, gon. n-p boiiko Hukomnos, gou. n-p JloOpunka boxunoBa, mo1. A-p
Emun Mamxapos, 1. ac. Ctoss EBTuMOB, ac. a-p MoBka Banuesa, ri. ac. a-p Pagoctuna AHrenosa, ac. A-p
Jecucnasa MBaHoBa, ri. ac. a-p Upuna Tomy3osa.

lNocT-npenogaBaTeny, XOHOPOBaHU MNpeNojaBaTeld U IMPENoAaBaTeNd OT APYTU KaTeApu, B OTIEIIHU
neproan ca O6wm: npod. n.mc.H. IlaBen Anekcannpos, nou. A-p Anekcu Anekcues, nou. Ane Kosaues, mpod.
Pamuo Tpamumes, npod. a-p Jleon Jlesn, npod. a.nc.H. Jumo Hopmaros, npod. n-p Kamun Taitnapos, mpod.
Teopru Momnos, mom. n1-p Hamexaa CramenxoBa, npod. a-p Pagu Ouapos, npod. n-p Tonst CTonmosa, 1010, 1-p
Anera Voskosa, npod. a-p ®unana Jlackanosa, nou. a-p Becennna Pycunosa, nou. a-p Enn Csposa, moi. a-p
WBan Kaparwso3os, npod. a.H. Tans Hexenuesa, mom. n-p boitko 'andeBcku, npod. a.mc.H. Jlronmun I'eoprues,
npod. a-p Momanma 3orpadosa, mpod. Juxa baroesa, mpod. Pymen Cramaros, mon. a-p Msan MBaHoB n ap.
[IpemoaBaTeny OT Pyry KaTeapy Ha YHUBEPCUTETA ca 00e3MedaBaIi HEIICHXOJIOTHUSCKUTE AUCITUTLTHHHI.

Jlabopantu kM JlabopaTOpHHS KOMIUIEKC IO TICHXOJOTHsS ca Owim: goll. A-p boiriko Hukomos, Poman
Jpaxes, CBuien Cumeonos, bopucnas CinauoB, AGmyncamux [xemai.

HacrosmmusaT cheraB Ha karenpara e: mpod. a.nc.H. Jlronmun KpbereB (PpkoBoauTen Ha kaTenparta),
npo¢. a-p CranucmaBa CrostHOBa, mpod. n-p MBanka AcenoBa, mom. n-p Mapus Mytadosa, mon. n-p Usan
Kpscres, nou. a-p Pycanka Manuesa, nou. n-p Croun Maspoaues, non. a-p Hartama Axrenosa, aou. a-p bunsna
Mopnasosa, . ac. 1-p Teogop I'epros, ri. ac. 1-p eprana Cranoesa, ri1. ac. 1-p LlBerennna Xamkuesa, TII. ac.
n-p Emenuna [anea, ac. a-p Cumona Hukomnosa, ac. n1-p Hukonait Banues, ac. n-p Hecucnasa J[peHcka.

XoHOpoBaHM TpenojaBatenn: ac. A-p Mopmauka Junesa, Tomop Tomopos, Bemmna Braammumposa,
bnarosecra /{adkosa u ap.

CBosT 0ce3aeM NMPHUHOC 3a PAa3BUTHETO HA CIEIMATHOCTTa U KaTeJpaTa JaBa aIMUHUCTPATUBHUAT ChCTaB.
Wucnekropu ,,YdebeH otaen™ ca r-xa Buktopus HaueBa u r-xa CrmBus TomopoBa, cekpeTap Ha KaTeaparta € T-
’ka ['eprana Aurenosa.

Busmu cexperapu: Mopnanka Illukepnuiicka, JIumurpusa Kutanosa, Bams I'eopruesa, Pamocnasa
KupoBa, Murnena MmunenkoBa, Twra Conrapuiicka. WHcmektopu Ha ydyebeH otmen ca Ommu KarepuHa
Hemupescka, Koncrantun CanyHpkues.

W3Km09nTeIHO OTTOBOPHA U Ba)KHA JIEHHOCT € JOKTOPAaHTCKOTO oO0ydeHHe. 3a IeNusl IepHoj Ha CBOETO
CBLIECTBYBaHE B Karejapara ca ce oOydaBaJld JECETKH NOKTOPAHTH, KOMTO Ca 3alUTWINA YCIHEIIHO CBOUTE
JUCEePTALlMOHHU TpyAoBe KakTo mnpen CrernuanusupaHus HaydeH cbBeT mo ncuxosorus keM BAK (mo 2010 r.,
korato BAK e 3axpurt), Taka u npex Hayunute xyputa. Ilog HaydHOTO pBKOBOACTBO Ha IpeNojaBaTelIuTe ca
TIOATOTBHIIM CBOUTE JUCEPTAIIMH PEIHIA Yy KIECTPaHHH JOKTOpauTH oT P. Memen, P. I'vpuns, P. C. Makenonus,
P. An6arus u ap. Cpen Tax ca: Mydrax Amu Axmen, Omap bamup, Canem I'yman, An Xansp Abxyma, Karuma
CroumenoBcka, Mapus Kyptu, Xpucroc [lysrnoc, Baitoc [lanypruac u MH. apyru. busmm nmoxropanTu Bede ca B
PE/IMIINTE HA TPEIOABaTeICKus CheTaB - Llerenuna Xamkuesa, bumsna Mopnamosa, Harama Amrenosa,
Ememunaa 3aumoBsa, Teomop I'epros, Upuna Tory3oBa u p. (ZOKTOpPAHT W BB3NMUTAHHUK HA KaTepaTa € ¥ aBTOPBT
Ha HacTosIara cTaTus). JlOKTOpaHTH Ha KaTelpaTa, KaTo acCHCTEHTH M XOHOPOBAHHU IPEToAaBaTeNu ca Owim: ac.
1-p Usenuna Ilenesa, x. ac. 1-p Mapusina Crambonuiicka, ac. 1-p [ecucnasa besuncka, ac. 1-p Enrc Mycraknu.

B cBosTa ucropus Katenpara cu e cbIpyAaHMUena ¢ pefulla HAyyHH OpraHM3allid U 3BEHA B CTpaHaTa
kato: MHCcTUTyTa N0 ncuxonorus Ha MBP, LleHTspBT N0 NEeHUTEHIMAPHA ICUX0J0Tr U, IHCTUTYTa 10 MCUXOJIOTUS
npu BAH, yHuBepcureTH B cTpaHara n 4yOMHa, YIWIUILA | JIP.

IIpe3 n3MuHanuTe 4eTUpU AeceTUIeTus kareapa ,,llcuxonorus® ce pasBuBallle YCIELIHO U CE IPEBBbpPHA B
aBTOPUTETECH Hay4CH U 00pa30BaTENICH HEHTHP ¢ 100bp Hay4IeH MOTECHIHAIL.

3a 30-Te TOAMHH Ha CBOETO CBINECTBYBAaHE CIEMMANHOCT ,llcuxomorus™ ce yTBbpKIaBa KaTo €JHA OT
BOJCIINTE B cTpaHara. JlOKa3aTelCTBO 3a TOBa ca JOOpPUTE CHEIHUAINCTH, KOUTO C€ MOATOTBAT W HaMHUpaT
ycremHa peanm3anus. CBUAETENCTBO 3a aBTOPHUTETa Ha KaTelpaTa € M JKeJaHWEeTO 3a oOydeHHMe Ha
YyXIECTPAaHHUTE CTYIEHTH U TOKTOPAHTH.
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BpeMeTo Tede W MoKojJeHmITa ce cMeHar. Heka IIpe3 CICABAIINTE NCCCTUIICTHUA PAa3BUTHUECTO HA KaTeapara U
CHICHUAIIHOCTTA MPOABIIKAT OLIC no-ycnemHO!
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Abstract

The study explores the interconnection of the subjective experiences of self — esteem with the
emotions of anxiety, the assertive attitude and the interpersonal relationships, in the way that they
are expressed through the use of social networking sites that have infiltrated in the social lives of

individuals.

Keywords: positive, psychology, anxiety, self-esteem

The nature of the mind has fascinated thinkers throughout history, and there is a wealth of
evidence showing that ancient civilizations tried to understand the connection between brain, mind,
and behavior. These early musings, such as those of the Greek intellectuals Thales, Plato, Aristotle,
and Pythagoras, fell under the banner of philosophy and helped to lay the foundation of what would
later become known as Modern Psychology. Positive psychology is a relatively new form of
psychology. It emphasizes the positive influences in a person’s life. These might include
character strengths, optimistic emotions, and constructive institutions.

One of the most prominent representatives of the Positive Psychology movement Seligman,
in contrast with the dominant psychological trend that emphasized in psychopathology and negative
emotions, pointed out that the ultimate objective of Positive Psychology was to identify and
understand the concepts and constructs that allow human beings to flourish, experience happiness and

joy within the community and society (Pezirkianidis, 2020).

I will focus in the interconnection of the subjective experiences of self — esteem with the
emotions of anxiety, the assertive attitude and the interpersonal relationships, in the way that they are
expressed through the use of social networking sites that have infiltrated in the social lives of
individuals. The adolescent students that belong in the aging groups of 13 to 16 years old and study in
the educational level of Junior High School are having an important role in this research. My objective

to investigate scientifically the above mentioned concepts is justified due to the fact that my multi-
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year experience as a teacher in high schools has leaded in the realization of the importance that the
interplay among self — esteem, anxiety and interpersonal issues has not only concerning subjective
well — being of adolescent students, but additionally in the educational practice and the achievement of

educational goals.

Within this framework this view is apt to broaden the discussion about the concepts and their
relations that consist the research goals of this study. First of all, the concept of self — esteem that
constitutes one of the most widely examined ideas in psychological research will be approached. Self
— esteem depicts the value that people place on themselves providing and contributing in the self —
knowledge of the individual. In this way, high self — esteem is interlinked with a more positive
evaluation of the self, while low self — esteem is connected with unfavorable assessment of self. It is
important, though, to point out that high or low self — esteem does not necessarily result from an
accurate or balanced justification, it is mostly a matter of personal perception and reflects personal
beliefs. Even though, that a causal relationship between self — esteem and well being has not been
confirmed yet, there is a critical link between the two concepts. Research supports the fact that high
self — esteem is connected with less stressful experiences, it also enhances initiative and positive
emotions (Baumeister, et al., 2003). Moreover, it has been proved that high self — esteem assists the
internalization of significant others in a positive way (Mann, et al., 2004).

Anxiety disorders, such as phobia, social phobia, generalized anxiety disorder are a common
mental health issue that adolescents are facing nowadays (Davila et al., 2008). All the cataclysmic
changes that are taking place in adolescence from a biological spectrum, namely puberty, have impact
on the increased levels of anxiety during this period of life (Reardon, et al., 2009). Furthermore, peer
relationships play an important developmental role during adolescence and consist a critical factor
concerning emotional and social well — being. The peer relationships can obviously have undeniable
advantages for the individual, but they can also be a significant stressing factor, causing social anxiety.
Positive peer relationships can also be protective and securing for adolescents and function against the
emergence of anxiety (La Greca & Harrison, 2005). Another critical connection analyzed by the
psychological literature is the connection among anxiety and self — esteem, as self — esteem is usually
functioning as a protective mechanism against emotions of distress and loneliness, and a significant
experience is related with the interactions with parents and other socializing factors especially during
the early stages of individual’s life (Greenberg, et al., 1992). Thus, it is obvious that the impact that
these functions have in the mental and psychological world of each individual is closely interwoven.

To begin with, an important issue that arises is the attribution of a wide acclaimed definition
of positive psychology. Within the different perceptions of the conceptualization common themes
and patterns can be detected, however, differentiation and different interpretations indeed exist

regarding the factors that the emphasis is mostly given. Sheldon and King (2001) give the definition
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of positive psychology, as “nothing more than the scientific study of ordinary human strengths and
virtues,” one that ““revisits the average person’. In the Journal of Positive Psychology (2005) it is
mentioned that “Positive psychology is about scientifically informed perspectives on what makes life
worth living. It focuses on aspects of the human condition that lead to happiness, fulfillment, and
flourishing.”

Concerning the dawning of this theoretical domain, there is a series of worldwide social,
political and economical changes that are related to its outbreak. Until World War 11, the dominant
scientific thinking in the field of Psychology was concerned with the prevention of psychological
issues and the promotion of emotional and psychological health and additionally, the improvement of
the quality of life. However, the consequences of WWII had turned the focus of attention strictly in
dealing with the profound number of people experiencing psychiatric and psychological symptoms
worldwide. The establishment of the Union Of War Veterans in United States in 1946, the American
Institution of Mental Health in 1947 and the increasing influence of medicinal industry and
pharmacology had an important impact in the dissemination of the medical model. Although, the
people that were facing various mental health symptoms were being assisted by this model, in a
direct and instantaneous way, the drawback was that the value and the importance of the continuous
effort to enhance the well-being had been neglected. The fact that the concept of well being had been
in the margin of the scientific research was pinpointed by the World Health Organization in 2001.
So, the mere absence of mental health problems does not entail psychological, social and physical
stability and health. This realization and recognition of the fact that people that did not report mental
health problems were nonetheless unhappy leaded to the birth of Positive Psychology (Pezirkianidis,
2020).

The scientists that are being occupied with the complex question of what gives meaning to
life, came to the point of gaining a deeper understanding in the ways and means that are being used
in order to survive and endure conditions of extreme adversity. Yet, they are still in a preliminary
stage regarding the conditions under which people are developing their inner and sentimental world
in less harmful environments. The focus of positive psychology is to restore the predominant link in
psychology that wanted to fix all the negative life experiences with an emphasis in positive life
gualities. Each person is examined from a subjective perspective and additionally the subjective
experiences that are being valued, in example well- being, contentment, satisfaction that is related
with the past, hope and optimism that is related with the future, flow and happiness that is
interconnected with the present. The individual characteristics that matter is the capability to love,
the courage, the interpersonal skills and accomplishments, the perseverance, the ability to forgive,
the originality of the personality, the spirituality, the talents and wisdom. At a broader and collective
level, that concerns people as a group, the values that matter are being correlated with the factors that

are transforming people into better citizens. As an example we can mention the sense of
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responsibility, altruism, the level of civility, moderation, tolerance, and ethics (Seligman &
Csikszentmihalyi, 2000). The actual meaning is that positive psychology has provided a different
point of view to examine and understand human experience and has ultimately, established the
creation of a common language that promotes the study of positive states, traits and outcomes. In this
way a generally accepted common ground is being constructed among researchers and practitioners,
despite the different scientific interests, that enables communication. The substantial affair is to
provide a synthetic background that will unite both sides, negative and positive, health and illness,
well- being and distress. In this case, there is a possibility to eliminate the division of the scientist

and the practitioner.
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Abstract

The study is concentrated in describing the characteristics and particularities of the social abilities,
emotional competences in children with a different development from the usual; diagnosed with any of the
ASD and ADHD, and how their presence impacts these children. The conclusions part includes a

comparison between these two target groups in terms of their social-emotional development.

Key words: social emotional development, children, ADHD, ASD.

The social-emotional development of children is a long process that implies many different
factors, with cognitive, social, emotional, affective character. It is affected by education, lifestyle,
neurologic functioning, social environment, parenting style, individual development and early life
context. The entire combination of all these factors shapes one of the most important aspects of the
children’s personality; the socio-emotional aspect. This aspect of the personality includes social
capacities, communication skills, the ability to build social relationships, elements of emotional
intelligence as empathy, understanding and expressing adequately their own emotions and others’, being
part of a group, knowing how to manage anger and aggression, coping skills and being assertive. Apart
from the role of the context and all the education participants in a child’s life, like parents, relatives,

teachers, therapists, peers, a fundamental role has its own development with all its characteristics.
The objectives of the present study were:

1. Explore the socio-emotional development of young children, of which is altered as a cause of

ADHD (attention deficit with hyperactivity disorder), and ASD (autism spectrum disorder),
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through analyzing and summarizing the dates of previous studies, researches, theories and

literature in this field.

2. Comparing characteristics of ADHD and ASD social emotional development, in which elements

they have similarities and differences.
METHODS

This review involves a systematic search and analysis of studies and published articles available
from 2010, that focused on different elements of ASD and ADHD children emotionality and alterations in
aspects of their social emotional development. The FECYT (Fundacion Espanola para la Ciencia y
Tecnologia — Web of Science) database was searched for articles in English, containing any combination
of the following terms: social emotional development in children, ADHD emotionality, ASD emotionality,
social emotional development in ADHD children, social emotional development in ASD. Then, the
identified articles were screen and were selected the articles including ASD and ADHD population,

empirical or theoretical studies about socio-emotional alterations in these groups.

The initial literature searched resulted in 323 articles, from which 47 were selected for this study.
The other articles that were excluded didn’t meet the criteria, they presented other target groups (other

childhood disorders, or not children) or different aspects of the development.
RESULTS
Social emotional alterations in children with ADHD

ADHD is considered a heterogeneous disorder, affecting cognitive, neuropsychological and

emotional functioning (Sjowall, Roth, Lindgvist, Thorell, 2013).

ADHD symptoms, such as hyperactivity, impulsiveness and inattentiveness, cause many
problems and difficulties in different areas of children’s and adolescents’ lives. As a result of their deficits
in learning and educational areas, children with ADHD can be perceived as different and strange from
their peers. Their behavior differ them from the non ADHD children, causing isolation, lack of acceptance
and approval in the group (Miranda, 2010). This fact brings to a lower self-esteem and worse auto-
concept. ADHD children and adolescents present lack of social competence, non respecting norms and
rules, experiencing peer rejection, problem solving deficits and other deficits in academic performances
(Sibley, Evans, Serpell, 2010; Redmond and Ash, 2014).
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In a comparison of ADHD children with a control group of typically developed children, Sjéwall
et al (2013) found significant differences between them in elements of social-emotional competences,
such as recognizing correctly the emotions. ADHD children failed in understanding correctly the facial
expression of emotions and non-verbal communications. These deficits can contribute later in the lack of

social abilities, having poorer social relationships, and in performing problematic social conducts.

The social emotional alterations of the youngsters diagnosed with ADHD can be internalizing or
externalizing. Their need to have friends, to feel accepted and loved is always present, but the way they
show it provokes unpleasant feelings as bother, boredom, irritation, annoyance, discomfort, and hassle.
Internalizing social emotional alterations can be related to a low self-esteem and low motivation, due to
their inappropriate behavior. Externalizing problems can be presented in aggressive conducts,
interpersonal impairment in peer functioning, social-cognitive deficits, lack of pro-social skills and

empathic responses toward others’ needs (Hay, Hudson, Liang, 2010; Sibley, Evans, Serpell, 2010).

ADHD children present deficits in emotional response inhibition (Lopez-Martin, Albert,
Fernandez-Jaen, Carretie, 2015), which means that they have difficulties in managing their response in
situations with high emotionality. Findings showed that ADHD children need to make a bigger effort
when they need to inhibit a response, comparing with typically developed children (Lopez-Martin et al,
2015).

Social emotional alterations in children and adolescents with Autism Spectrum Disorder (ASD)
Children and adolescents with Autism Spectrum Disorder are characterized by:

1. Deficits in social communication domain

2. Restrictive interests and repetitive behaviors domain (APA, 2013)

Autistic and Asperger disorder receive the attention of the mental health professionals that work
and study in this area. It is considering a public health issue, with a great increase; ASD may be as
common as 1 in every 152 children in the US (White, Oswald, Ollendick, Scahill, 2009).

Individuals with ASD show significant impairments in social interaction, communication,
exhibiting a restricted range of interests and attention, general impairments in recognizing basic emotions
and in identifying more complex ones, associated with altered perceptual, cognitive and neural processes,

that impact academic, educational, social, and long-term outcomes, disrupting their family lives
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(Ingersoll, 2010; Golan, Ashwin, Granader, McClintock, Day, Legget, Baron-Cohen, 2010; Stichter,
O’Connor, Herzog, Lierheimer, McGhee, 2011).

According to Stichter et al (2011) “children with autism produce fewer affective expressions and
are often believed to be unconcerned with the feelings of the others, showing poor performance in
inhibiting social responses, working memory for facial expressions, and vigilance to interpret contextual

cues for social interactions”.

Cognitive and socio-emotional domains as symbolic play, self image, parent attachment of 4 to 24
months children are some of the specific domains that presents alterations (Thiebaut, Adrien, Blanc,
Barthelemy, 2010).

CONCLUSIONS

The current study focused on social emotional characteristics of children and adolescents
suffering from Attention Deficit and Hyperactivity Disorder and Autism Spectrum Disorder. This issue

was presented through evidences of different studies from 2010 and now.

Summarizing the data from the articles, the main findings can be presented in two groups;

similarities and differences between ADHD and ASD social emotional development.

Similarities:
1. Children from both groups show difficulties in recognizing basic emotions, non-verbal
communication and in understanding complex ones
They show significant lack of social competences
Failures in having friends
Less pro-social behavior
Higher levels of bad mood
Higher possibilities of future internal/external disorders
Academic difficulties
Temperamental alterations, in terms of sociability and anxiety
. Difficulties in many areas of everyday life
10. Inability to be empathic.
11. In both disorders, neural alterations can explain these deficits.

© oo N Ok WD

Differences:

1. ADHD children want to have friends and try to get their attention, but the way they try to causes
hassle and bother at their peers, whilst ASD children seem to be in their own world without
motivation of initiate any social relationship.

2. ADHD children have bad relations with their friends (when they have any).
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3.

4.

ADHD children have wrong concepts and attributions about their social failures, meanwhile ASD
children are disinterested in having friends.

Both of them show disruptive behaviors, but for different reasons. ADHD children don’t respect
norms and rules because they fail in the social response and reaction, but ASD children are not
aware of them.

In conclusion, social emotional development in children with ADHD and ASD present many

alterations, that professionals of mental health working with these individuals have to take into account

and to include as a very important part of the intervention. Child development is a very dynamic process,

and in the case of the disorders it is even more complicated. Social emotional skills and competences

influence academic, cognitive, and intrapersonal areas of the personality. So, future studies can better

explain issues concerning this aspect of children’s development, with the aim of improving intervention

programs and finally, the children wellbeing.
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Abstract

School bullying and violence are a multidimensional phenomenon that tends to spread alarmingly both in Greece
and internationally, with huge negative consequences for the formation of "healthy" tomorrow's citizens. For this
reason, it is necessary to clarify the context of its diagnosis and to analyze its various dimensions, which either
refers to causes or effects, or even to addressing this pathogenic situation. In particular, the phenomenon of school
bullying and violence will be explored in terms of its legal, pedagogical, psychological and social dimensions. In
fact, according to the socio-ecological model of Fried & Fried (1996), the aggression of minors in the form of
school violence is the result of various factors that affect the minor, such as culture, community, school, family and
personal issues. Therefore, the risk of an individual being a victim or a bully of intimidation is a complex
interaction and our aim is to map the problem as a systemic phenomenon, which requires a systematic and
dynamic response.

Keywords: School Violence, School Bullying, Aggressive Behavior

School bullying and violence are a multidimensional phenomenon with huge negative
consequences for the formation of "healthy™ tomorrow's citizens, and the risk of an individual being a
victim or a bully of intimidation is a complex interaction between individual, interpersonal, community
and social factors (Karavoltsos, 2013). These factors are represented as five concentric circles with the
learner at the center. It is, therefore, a systemic, dynamic framework, which acts as a determining factor in
the development of the student-young person. This framework can provide rich stimuli and favorable
conditions for the ideal development (cognitive, psychological, emotional, etc.) of the individual or, on
the contrary, even the deficient or problematic composition of a single axis (culture, community, school,
family) of the frame can entangle the person and not allow him to cultivate all his possibilities.

Violence among schoolchildren or school bullying is intentional, unprovoked, systematic and
repetitive violence and aggressive behavior for the purpose of enforcing, oppressing, and causing physical
and mental pain to peers from their classmates, in the context of an interpersonal relationship
characterized by power disproportion, inside and outside school. In this situation, children who are
intimidated are "powerful,” who believe that through their actions they will derive some benefit, such as
pleasure, social status, or even material gains. On the other hand are the victims, who hold the position of
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the "weak" passive recipient of these violent actions. School bullying is manifested in various forms, such
as direct physical and verbal intimidation, indirect intimidation (for example, social isolation,
dissemination of false fame), sexual, racist, electronic, social bullying and blackmail which concerns the
violent rape or destruction of the personal objects of the intimidated child.

School bullying is not individual aggressive incidents among students who are characterized by
equality in "power™" (social, physical, etc.) or possessing the same emotional load (both students are
angry). Finally, school bullying is not a joke between pupils in the form of goodwill and if the recipient
does not seem to be disturbed. Violence between students has serious short-term and long-term effects on
their development and health. Intimidated children often have low self-esteem, psychosomatic problems,
school denial, intense anxiety, sleep disturbances, phobias, depression, and even suicidal tendencies.

Children who are intimidated have a reduced self-control capacity, are unable to comply with
rules and limits, and find it difficult to solve their differences and to manage their aggression, and may, in
the future, exhibit anti-social and delinquent behaviors. Possibly, incidents of violence between
schoolchildren are not always treated in the most appropriate way. For this reason, there is an urgent need
to establish a clear framework for preventing and addressing the phenomenon of school bullying in the
school environment, which is the most appropriate body for the proper education of children and
adolescents and the channeling of healthy citizens into our society.

Legal dimensions

In Greek education legislation there is no provision for juvenile delinquency in school and, in
particular, for school bullying. In the legislative educational framework there are no clear references to
the competences of the actors in the educational process (School Counselors, School Leaders, Teachers)
to the phenomena of school violence. Their responsibilities and the framework for addressing and
managing school bullying incidents are derived from their general duties and obligations as set out in
various laws and articles scattered in various presidential decrees and ministerial decisions.

In cases of delinquency of underage students at school, the provisions of the Penal Code referring
to minors apply. In April 2015, Article 8 of Law 4322/2015 amended Article 312 of the Criminal Code,
which deals with "causing damage through persistent harsh behavior" and also applies to minors.

In particular, it is stated: '1. Unless there is a case of a more serious offense, it is punishable by
imprisonment, whichever by persistent harsh behavior causes a third person physical injury or other harm
to physical or mental health. If the act is done between minors, it is not punished unless the age difference
between them is longer than three (3) years, so only reforming or therapeutic measures are imposed. 2. If
the victim has not yet reached his 18th year of age or can not defend himself and the offender has custody
or protection, or belongs to the offender's home or has a working relationship with him or her or has been
entrusted to him by the person responsible for custody or entrusted to him for upbringing, teaching,
supervision or guarding, even if temporary, unless there is a case of a more serious offense, imprisonment
of at least six (6) months. The same penalty shall be imposed on anyone who systematically neglects his
or her obligations to the above-mentioned persons, is liable to suffer physical injury or harm to their
physical or mental health. "Subsequently, the Ministry of Culture, Education and Religious Affairs, in
circular C2 / 6563 / 21-11-1996, has banned group expulsion, as well as elimination of all students
involved in rotation. In fact, it stipulates that the magnitude of the participation of each student in the
offense should be carefully monitored, in order to impose similar penalties. Thus, although not fully
institutionalized, the tendency and desire of the Ministry of Culture, Education and Religions to show a
more modernized and upgraded pedagogical policy, such as the model of "peer-to-peer counseling” and
the model of "Mediation™

The Council of Europe, in its effort to preserve the rights of the child, set up the "Child-Building
Europe for Children™ program (www.coe.int/children), which is dedicated to promoting the rights of the
child child protection and the protection of children against violence.

In particular, the program focuses on issues such as home and school violence, human rights
education, children and the internet and children, and the rule of law. Among other things, regarding
children's rights, she declares that as a child "You have the right to protection against all forms of
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exploitation, abuse and physical and psychological violence, including those occurring in the family and
in childcare facilities" (European Council, 2009). While the Oslo Consultation identified six priority areas
in order to ensure children’s rights in the safe and safe environment, a picture of: www.coe.int violence-
free learning in the school environment: 1) developing holistic school-based strategies; 2) working with
children 3) support for teachers and other staff 4) awareness raising and education for human rights 5)
legal protection for children (2011).

Indeed, the European Parliament and the Council of Ministers adopted a decision to create the
DAPHNE 11l Specific Program (http://www.e-abc.eu/en/to-ergo/programma-daphne-iii) as part of the
General Program "Fundamental Rights and Justice .

As part of the prevention of the phenomenon, the program of the Hellenic Ministry of
Environment and Waters has been implemented in Greece. The Ministry of Culture, Education and
Religious Affairs, as part of the initiatives to prevent and tackle school violence and bullying, has set up a
network of information, training, prevention and response to phenomena at central and regional level. The
occurrence of violence between pupils in the school environment, be it small or high incidents, should
leave no room for complacency. The individual and fragmentary responses of teachers to only extreme
violence can not reverse such situations and infuse students with values and attitudes regarding human
rights and respect for our fellow human beings. It is now imperative to establish a clear framework for
preventing and tackling the phenomenon of school bullying, which will be supported and systematically
fed by educational policies and good practices.

Psychological dimensions

As mentioned in the previous section, the phenomenon of school bullying involves various
parties, including the victim (the child experiencing intimidation), the perpetrator (the child who is
intimidating) and the child viewers (bystanders). The existence of school bullying situations and incidents
will have many serious negative effects, either in the short or long term, on the psycho-emotional
development of the child and adolescent, but also on the learning process (Stavrinides, Georgiou, &
Theofanous, 2010). The child experiencing intimidation.

Usually, a child who is targeted and chooses to be bullied will have some specific features, such
as somehow differing from the pupil's average image either in terms of physical characteristics (height,
weight, skin color, etc.) to elements such as religion, nationality and / or sexual preferences and to be at a
disadvantage in terms of power or authority over the intimidating child. It is characterized by the inability
to defend itself as an introvert and without sufficient internal resources to ensure self-sufficiency.

Because of the unfortunate aggressive situations it experiences, there will be very serious
negative psychological consequences that may affect it all its life (Espelage & Holt, 2001). (Kokkinos &
Panayiotou, 2004) and have a sense of loneliness and low self-esteem (Andreou, 2004). In terms of
personality or emotional consequences, it will be distinguished by: Low self-esteem (Salmivalli &
Nieminen, 2002); feeling despair, shame; not solving problems; appearing depression forms (Kaltiala-
Heino, Rimpeld, Rantanen, Rimpeld, 2000); not feeling emotionally or emotionally outburst; feeling
lonely (Nansel, Overpeck, Pilla, 2001); best for isolation; birth for friendship and social gatherings; poor
school performance and unjustified absences (Nansel et al., 2001); Behavioral Disorders (Holt et al.,
2015). As regards the physical consequences, it will be (Gini & Pozzoli, 2009): psychological /
psychosomatic problems (headaches, abdominal pains, etc.); innervation, sleep disturbances; biting his
nails; he has loss of appetite While in very violent incidents of school bullying, the victim may need
hospitalization because of serious injuries, or even in the extreme case, to lose his own life. It should be
noted that because of the highly charged psychological condition of the victim there have been very
extreme incidents in which the victim either during his or her schooling or later as an adult "takes the law
into his hands" with an armed attack on the school where he is attending or was studying and killing
pupils as a vengeance for the attacks he had suffered (Flannery, D., Wester, K., Singer, M., 2004).

With regard to his school life, because of the situations he experiences, he identifies the school
with the concept of insecurity and disapproval, thus presenting elements of school denial, inadequate
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schooling, inability to concentrate on work, refusal to participate in school activities and generally stops
to participate in any learning process (Hawker & Boulton, 2000).

If these children do not receive adequate support, they will face serious psychological problems
in their lives as adults, demonstrating inability to engage in interpersonal relationships, take responsibility
and resolve problems, but even to have a smooth sex life. In general, the child experiencing intimidation
is possessed by the sense of anger and shame about what is happening, guilt, because it feels that it is
what blames for what is done and fear, since it constantly lives with the feeling that they will spoil it.

Unfortunately, incidents of school bullying are often not perceived by teachers and parents, and
sometimes when they are done, they are often forbidden for various reasons or not treated because of the
erroneous assessment that the victim should learn to deal with it alone condition. In general, there is a
lack of information, limited awareness and lack of knowledge and skills to address the problem of school
violence by both teachers and parents. The child who frightens Although the intimidating child is also
responsible for the "abuse" of the victim, it also possesses important psychological problems that need
special treatment.

(Bernstein & Watson, 1997), impaired self-control capacity (Unnever & Cornell, 2003), and low
empathy (Espelage & Swearer, 2004). While low empathy appears to be a determining factor in
aggressive behavior, recent research focuses on the negative association of phenomena with cognition -
and in particular emotional empathy (Van Noorden, Haselager, Cillessen, Bukowski, 2014).

In addition, perpetrators, during their school life, usually do not have a good course performance,
while creating problems at the time of classes and like to challenge teachers with their behavior (Olweus,
1993). General elements that distinguish children who are intimidated are:

They possess the need to dominate and impose their power on others;

- Demonstrate impotence to control impulses and lack of sense of the measure;

- They show diminished self-control capacity;

- They are identified for their weakness in respecting rules and limits;

- They have an inflated sense of themselves and empathy;

- Abnormally low anxiety;

- Difficult to solve their differences and manage aggression;

- Demonstrate hostility to others especially in relation to parents and educators;

- They are not particularly popular, and they are falling further as they move on to the
educational levels;

- They like to be surrounded by other classmates who consider them their "leader". (Olthof and
Goossens, 2008) Exercise of school violence by a child usually the forerunner of delinquent and / or
criminal behavior in the future (Eron, Huesmann, Lefkowitz & Walder, 1984).

Typically, these adults are involved in the law, are subject to abuse of addictive substances,
drugs, alcohol, etc., while marrying often impose their opinion by abusing their spouses and children
(Fried & Fried , 1996). A vicious cycle is created, since the people themselves may be victims of
domestic violence. Kids viewers Children's viewers, although most often remain intimidated by incidents
of bullying, also suffer from harmful psycho-emotional consequences. The fact that they occur in such
incidents causes their familiarity with situations that cause physical or psychological pain and the
formation of the erroneous perception of the prevailing power of the "mighty". By failing to react and
intervene effectively, children's viewers have a sense of impotence and remorse, and they may be
reluctant to associate with the victims because they are afraid of becoming intimidated by themselves
(Rivers, I., Poteat, V., Noret, N. & Ashurst, N., 2009). Children's viewers, although not the perpetrators of
aggression, play a particularly important role in school bullying and violence, and, depending on the
attitude they hold, facilitate or function inhibitly to the recurrence of similar incidents and, in general, to
their perpetuation (Salmivalli, Voeten, & Poskiparta, 2011).

But, of course, children are each affected differently by watching such events happen next to
each other. Children's viewers, depending on the attitude they hold in committing school violence, can be
distinguished in the following categories:

* Those who feel anger, shame and guilt because of their non-intervention;
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» Those who are indifferent and removed when such scenes of violence, in order not to interfere or
remain neutral observers of the episodes (the observers);

» Those who fear that they may be the next victim and deliberately associate with the "intimidators"
(laughing or urging during aggression actions). But they experience the feeling of shame and guilt;

» Those who support the perpetrator and encourage the involvement of other students in victimization
episodes (the actor's assistants);

» Those who laugh and encourage the perpetrator for the reason that they converge with their own
behavior or, in a way, they admire the intimidator amplifiers). They act as an audience and laugh at the
victim. In this case, we can talk about potential bullies;

* Interventions to stop intimidation and provide direct or indirect support to the victim (victim
defenders) (Salmivalli, et al., 2011).

Children's viewers therefore have different reactions that play a key role in the evolution of
aggressive incidents but also in the continuation of the phenomenon. When their reaction is to laugh, or to
smile, or to make positive comments, it means that they applaud or even admire the child who is
intimidating and, therefore, urge them to continue. When they just ignore or remain in negative
commentary, they again reinforce the role of the intimidator, who will intensify his efforts by becoming
even more aggressive in order to get them on his side.

Pedagogical dimensions

School bullying is a wider social phenomenon, not only for special groups or minorities but for
the entire school population. Research findings demonstrate the key role played by the school climate,
school administration and teacher interventions in halting or demonstrating violent behavior by students
(Xinas & Chrysafidis, 2000).

With regard to the legal aspects of the sub-section on the sanctions to be imposed on aggressive
students against their classmates, it is recommended to:

» Avoid abolition and criminalization of the act if ineffective methods are considered by various
research studies. A child who is intimidated, after having been punished with miscarriage, will continue to
harass his victim vengefully for the sentence imposed on him. In general, the teacher should be exempt
from the 19th century model for the penitentiary prisoner.

* Do not seek reconciliation between the perpetrator and the perpetrator, as in the event of a repeat, the
intimidator will confirm his "strength" and sovereignty, while the victim will be in a more unfavorable
position, psychologically, if not physically.

The teacher has to deal with a cautionary incident of school bullying by devoting time to both
parties - the victim and the victim - rather than being used only in discussions with the perpetrator. He
should try to identify the problem by eliciting causes and incentives that have led the perpetrator to such
behavior. The solutions it proposes should cover and be accepted by both sides of the parties involved.

In any case, however, such a climate should be cultivated in the school environment, so as not to
neglect such incidents and the victim to trust the training staff for a smooth settlement. The best way to
deal with the phenomenon is prevention. The school unit and teachers should, from the beginning of the
school year, communicate and communicate to pupils and their parents the framework of the school code
of conduct. At the same time, programs and projects related to the psychosocial education of pupils
should be included in school planning.

Together with the pupils' learning obligations, reference should be made to their rights as pupils,
but also to the framework for the protection of minors designated by the European Union (European
Council, 2009). As far as educational reforms are concerned, there is a tendency to focus, not only on the
form of education but also on the social context of the school, focusing on the role that human relations
can play in adapting pupils (Chatzichristou et al., 2004). In summary, the following preventive actions are
recommended in the school: « Discussion and briefing of teachers about their rights and behavioral rules
in schools; ¢ Finding appropriate ways of expressing aggression, such as sports and art, as well as
appropriate a framework for the promotion of teamwork and fair play ¢ Substantial and effective
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supervision during breaks, especially in places where school bullying incidents are likely to occur
students, such as toilets, warehouses, workshops, etc. « Communicating with parents about raising
awareness and educating them about school bullying in order to be pregnant to detect symptoms if their
children are involved in such incidents in some way ¢ Encouraging parents to their active participation in
the school life of their children and their cooperation with the educational staff ¢ Care and taking
appropriate actions for the smooth integration of newcomers or pupils with special needs  Per tyxi
interdisciplinary programs related to the curriculum, to promote the mental health of students in order to
enhance the feeling of cooperation and understanding among students  Training of teachers to the
recognition and effective management of the phenomenon.

Social Dimensions

Of course, school bullying is not a phenomenon of virginity but a result of imitation of behaviors
inherent in society. As mentioned in the Introduction of Unity, according to the Fried & Fried model
(1996), community-society is the circle that encompasses and affects all other axes, assuming we live in
an ideal culture where good behavior, peaceful coexistence and the democratic and peaceful resolution of
differences (at least for today's Western civilization). However, the framework of setting up and
preserving the values and sound standards of a society is in turn influenced by other axes, which may
break its smooth recommendation, even if it is not institutionalized behavior. Such factors are the
economic situation in a society, the policies that embrace the country, which according to its interests are
constantly changing, as well as the implementation and support of policies from other societies-countries.
In addition, school bullying, as an act of imitating adult behavior, should be explored both at the micro-
level of the school and the family, analyzing the interpersonal relationships and the cooperation of the
educational staff and the behavior of the parents both with each other and with children but also to the
macro-level of our society, both through our excessive exposure to free media violence (movies, news,
and even children's programs), as well as to established societies statements (violence between police and
demonstrators, hooliganism, etc.), which emit wrong messages to young people. For example,
hooliganism can be perceived as a heroic act, since one "defends" his team. These social reports are signs
of annoyance, but also the result of exposure of young people to such incidents. This is a dynamic
dimension in which we need to intervene in order to change the landscape and school life while, at the
same time, school as an education institution should make a decisive contribution to the change of culture
in society.

Conclusion

The phenomena of school violence and bullying at school are a multidimensional phenomenon
that tends to spread internationally, with huge negative consequences for all citizens. In particular, the
phenomenon of school bullying and violence was explored in terms of its legal, pedagogical,
psychological and social dimensions. The aggression of minors in the form of school violence is the result
of various factors that affect the minor, such as culture, community, school, family and personal issues.
This framework can provide rich stimuli and favorable conditions for the ideal development (cognitive,
psychological, emotional, etc.) of the individual or, on the contrary, even the deficient or problematic
composition of a single axis (culture, community, school, family) of the frame can entangle the person
and not allow him to cultivate all his possibilities.
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Abstract

School bullying is a frequent phenomenon at a global level, which has been known since ancient times. Almost until
the end of the primary school, the majority of the students have fallen victim or involved in any way in any incident.
Today, the new technology brought to light a new form of communication, the internet and created a new reality, the
virtual reality. True life and digital life are simultaneously developing in some places contact. In this context,
intimidation has found a new way of expression, and electronic bullying has been created. Punishment and insult
can now be done via a computer or mobile and spread across the internet around the world. The study aimed to
investigate the phenomenon of school bullying on teenage elementary and high school students and it’s prevention
at school and school level. Having in mind that in the majority of them 10-18 year olds has been victims of bullying
at least once. Indeed, given that this group of people is the tomorrow's citizens of our society and those who will
lead them in the future, their mental abuse must not leave any strangers.

Keywords: School Bullying, Victimization, Prevention, Intervention Models

The essence of School Bullying

School violence is a timeless phenomenon, but today, whether due to publicity given to incidents or
because of the intensity of the phenomenon, it is increasingly concerned with modern society. The most
prevalent period, most of which is manifested, is pre-puberty and puberty. The same period of life,
however, is also the one that will affect the subsequent course and social behavior of man. School
bullying and its new form - that of electronic bullying - are among the main expositors of violence at
this age.

Definition of School Bulling

The definitions of school bullying are many. In 1989 Besag defined school intimidation as the
repeated assault - physical, psychological, social or verbal - by individuals with power to individuals
unable to resist, aiming at their own profit or reward (Besag, 1989). In 1994 Olweus expressed the view
that school bullying is characterized by aggressive behavior or the purpose of negative behavior -
repeated many times and at different times - in an interpersonal relationship between people of different
strength (Olweus, 1994). The difference is that this time it is specified that individuals may be one or
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more - both the perpetrators and the victims - and that the form of intimidation may be direct or indirect
(Wang, lannotti, Luk, Nansel, 2010).

Various surveys report the forms that bullying may have. So it can be physical, that is, use of body-
to-body violence such as blows, kicks, kicks and / or robbing of property, or verbal intimidation such as
offensive characterization and threats or harassment of sexual or racist. It may also be in the form of
social intimidation, that is, the social exclusion of the individual or the instigation for social exclusion of
the individual by groups despite his will or, finally, the dissemination of infamous information about the
victim. The first two forms - the verbal and the physical - are considered direct forms of intimidation
while the other two are indirect (Bjorkqvist, 1994). Indiscriminate bullying is also considered
cyberbullying or electronic bullying or cyberbullying is internationally known.

The forms of intimidation seem to change with age. Thus the immediate manifestation of aggressive
body-building behavior is more common in younger ages (Ayers, 1999). As people grow up and acquire
more mental abilities and social abilities, the use of physical violence decreases and the verbal and
social increases (Nishina, Juvonen, Witkow, 2005). Older children and adolescents - or even adults -
seem to be more capable of indirect forms of intimidation. The mechanisms that lead to this treaty are
probably the increase in physical abilities and the victim and the perpetrator - often changing balance -
mental and psychological maturation, forced obedience to social rules, experience and integration into
new social circles. In the same context, acquiring knowledge of social maneuvers and computer use
leads to shifting intimidation to its non-direct forms, such as electronic bullying. However, it should be
noted that there are studies that show that over time there are no significant changes in the type of
aggression presented by the perpetrators. It appears that those who are intimidated generally have
aggressive behavior without "specializing” in certain contexts of manifestation or time change (Craig,
Harel-Fisch, Fogel-Grinvald, Dostaler, Hetland, Simons-Morton, et al, 2009).

The Example of Two Intervention Models

For a school policy to be effective bullying requires formal educational programs for pupils, parents,
educational staff, and the management of school units. Moreover, according to the international data
(Olweus, 1991), these programs would be ideal to organize themselves nationwide to benefit all schools
in the country.

The proposal of Olweus

The one who proposed the most comprehensive action plan to suppress it school bullying is not - as
expected - by Olweus. Since 1993, Olweus has begun to establish the "School Bullying Prevention
Program / Cyberbullying Program" between pupils and pupils aged 5 to 15 (known as the "Olweus
Bullying Intervention Program"), a long-term plan to change the school community school unit,
classroom and individual level. This program aims to improve relationships between school children and
to make school a safer and more positive environment for pupils' education and development.

Indeed, it is moving in the direction of reducing existing ones issues of intimidation between students
and the prevention of any new ones (Olweus & Limber, 2007). In particular, Olweus dictates (Olweus &
Limber, 2007):

a. the setting up of a steering committee on school-based prevention bullying and cyberbullying;

b. the anonymous completion of a questionnaire by the students for the assessment of the nature
and extent of school bullying and cyber bullying;

c. the necessary continuous training of the members of the committee and the staff of the school as a
whole;

d. the development of a co-ordinate supervisory system;

e. adopting rules against school bullying and cyber-bullying;

f. Applying the appropriate effects, positive or negative, depending on the behavior of the pupils;
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g. setting up staff discussion groups for the program themes the active participation of parents.

From the above components, time has made setting the most crucial clear rules and similar
consequences for intimidating behavior, as well as close oversight of the Internet. The introduction of the
rules is also proposed to be strengthened at the level order. At the class level, it is also advisable to
organize regular meetings with students in order to increase their knowledge of school bullying and cyber
bullying, as well as their empathy through their emotional understanding and experiential participation in
any representations of intimidating incidents. In addition, Olweus Bullying Prevention Program (Olweus
& Limber, 2007) is proposed. On an individual level, Olweus (Olweus & Limber, 2007) proposes serious
discussions with the specific pupils who play the role of “dais" inside and outside school "in social
networking", discussions with pupils and students they become victims of bullying and cyberbullying as
well as further discussions with their parents’ specific children.

It also proposes encouraging children to turn their energy, and their potential need for dominance and
aggression in constructive activities, for example in forms of acceptable, legitimate aggression, such as
martial arts and some predominantly "boyish" sports (Olweus, 1993).

If, nonetheless, some specific offenders are still exercising intimidation and cyber-bullying, their
teachers can resort to moving them to another class or even to another school. This measure is particularly
effective in the case of the "clickage", as - by spreading the victims in different environments - it breaks it
apart (Olweus, 1993).

At community level, the program also includes membership of the community in the School
Prevention Coordination Committee intimidation and cyberbullying, and broader co-operation between
school and society to disseminate coordinated and joint anti-bullying messages and principles in the
context of diverse community activities such as leisure activities, various clubs (cultural, dance, scouting,
etc.) and Olweus Bullying Prevention Program (Olweus & Limber, 2007).

Olweus School Violence Prevention Program is set to application in Sweden, Norway, the United
States, Canada, England, Mexico, Iceland, Germany and Croatia with impressive results, as there was a
20% to 70% reduction in intimidating incidents even in social media of minors.

The approach of Minton and O'Moore

Minton & O 'Moore suggests an approach that does not blame the perpetrator, but makes it clear how
and to what extent his behavior affected the victim, gives him the opportunity to reflect on the
consequences of his behavior on the others involved and suggests alternative ways of behaving for similar
circumstances (Minton & O 'Moore, 2008).

Elimination or heavy punishment the perpetrator perceives as an unjust sanction by someone who has
more power than himself, for example by him School principal. It may even seem to him to be analogous
to his own misuse of power over the weaker one by the same victim, which could lead to the legitimating
of intimidation in some way. In addition, heavy punishment fills the victim with anger and resentment on
both the system and its representatives - the school, the professors, and the director - and the victim, to
whom he can impute responsibility for the penalties he has suffered.

It is now commonplace to find that violence brings violence: like its violence victim of the victim
brought the violence of the competent body against the perpetrator, so the second expression of violence
would re-fuel the first by composing a vicious circle. So in order to break the cycle of violence, the
reaction of those responsible to the abusive behavior of the perpetrator must be disarming - literally and
metaphorically - and not the opposite.

Yearbook of Psychology
2021, Vol. 12 Online ISSN 2683-0426 31



KARELI & NIKOLOVA

According to O 'Moore, the key to every change in school framework is the teachers. Through
individual operations, with the total behavior, but also through interaction with pupils and students
teachers, teachers shape mentality, attitudes and values pupil population. Therefore, interventions against
school bullying need to include special teacher training so that they can manage cyber bullying incidents
(O'Moore, 2000).

And it is imperative that teachers realize that they have to they refute every incident that comes into
their perception so as to assure students and teachers that their teachers can and do they face school
bullying and veer-bullying with consistency and efficiency. Research attention is drawn to the fact that
over the last decade in England, Italy and Ireland (O'Moore, 2000) violence more than half of primary
school teachers and fewer than half of secondary school teachers were trying to intervene when a student
or student was intimidated / cyber-bullied.

Thus, the primary objective of the interventions must be, according to O'Moore (O'Moore, 2000),
sensitization of teachers on the large frequency of the phenomenon and the severity of its consequences.
There is evidence (O 'Moore, 2000) that teachers tend to underestimate levels of intimidation /
cyberbullying among their pupils and students and share with many other members of the wider
community some widespread myths that prevail in the common consciousness around this flaming issue.

Another key objective is to teach the teachers to distinguish the signs of intimidation and victimization
among the student population in order to bypass the precarious step of explicit reference and to deal
directly with the incidents and the incident information of the specific parents. And it is very important to
get in touch with the specific parents or guardians as soon as they see the first signs of anxiety so that
parents and guardians have the time to investigate and eliminate any psychophonetic factors that
contribute to the unwanted behavior of the child on time.

It has been mentioned that offenders and victims have low self-esteem. Next, in order to prevent
school bullying and cyberbullying, it would be appropriate for teachers to be educated on how to promote
the self-esteem of all pupils and students and prevent it from falling (O 'Moore, 2000).

According to Minton and O'Moore (2008), a complete program against him school bullying and
cyberbullying needs to work both at the level of prevention of future incidents and at the level of
resolving currents. A proper intervention in the direction of prevention starts with the information of
pupils and students and the conceptual familiarization with all forms of school bullying and cyber
bullying, even though the social networking means are easy to use throughout the school day. It continues
with the cultivation to educators, parents and students - philosophers who profess against school bullying
and cyber-bullying - which does not condemn the perpetrator, but the act - and the presentation of the
phenomenon as loss STEPS whole community and not as a problem of particular expressions. It also
includes information about its various theoretical approaches and the various approaches to it that each
approach suggests.

Addressing current intimidating incidents requires uninterrupted operation of their reporting,
investigation and filing mechanisms, and of course sanctions and support to the parties involved. Since
victims and attendees are under great pressure from the group of peasants to silence the fact of
intimidation, special encouragement is needed to prevent them from succumbing. Students who are the
first to break this silence are entitled to credit, and their initiative to exemplify it is necessary. In addition
to the tattoo of the traitor, especially the victims are afraid that any mention of the episode will retaliate
against the perpetrators. They also do not trust school to be able to handle the issue discreetly and
effectively in a way that will protect them.

In order to overcome these barriers, transparency is needed in reporting of intimidating incidents and a
specific process, which will includes, according to Minton and O'Moore (2008), the following:
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a. the coordination of strategies to combat schooling intimidation by a certain member of the staff -
who prefers this role voluntarily - or by a long group.

b. talks to all pupils and students - at least every year quarter - to highlight the active action of the
particular school against intimidation and to explicitly encourage the reporting of any such incident by
victims and attendees to a teacher or teacher.

c. the observance of practices, that is to say, not only its careful hearing the prosecutor's report, but
also its detailed record and archiving. Where appropriate, standard reference forms could also be used to
facilitate categorization and archiving of incidents.

d. discussions / interviews with each involved separately and as soon as possible so that, when it
comes to a clique, its members do not have it ability to consult for the reconstruction of their own version
events and to prevent their involvement in any new incidents.

At discussions with the alleged criminals would not help; on the contrary, they also need to feel that
their own side will be heard and taken into account in making the relevant decisions. And they do not
need to be revealed to them by the person who reported the incident; what is needed is through the whole
process of coping with the message that intimidating behaviors are not tolerated, at least in that particular
school.

In cases where based on the degree of seriousness of the act and a system of discipline of the school is
deemed appropriate, it would be legitimate to give an opportunity - but only one - to take responsibility
for his / her act and to correct by adjusting his / her behavior to the rules of school discipline. Because it is
likely that the perpetrator did not realize that his / her behavior is interpreted by third parties or, worse
still, is perceived by the recipient as intimidating. For this reason, the perpetrator needs to be informed
that the discussion under discussion is undoubtedly a case of intimidation in violation of school policy.

Minton & O 'Moore (2008) even suggests writing a written contract where the offender subscribes to
the above. They also propose that other interviews be scheduled on a regular basis for the follow-up of the
perpetrators.

d. Informing parents to open a dialogue with their child-perpetrator about the issue of school
cyberbullying and with the guidance of his teachers to identify some stressful factors that perhaps
strengthen his aggression. The parents of the victims, on the other hand, as soon as they become aware of
what their children are, require the school to take immediate action to protect them. To reassure them, it is
suggested that they regularly inform the school of the progress they are making in this direction. Of
course, all this presupposes that the relationship between school and parents is healthy, cooperative rather
than over-aggressive.

The key to the success of an intervention against school cyberbullying within the school is the
harmonious co-operation with the school community as well as the provision of proper counseling to its
members in the form of more guidance to staff and support for students (Minton & O'Moore, 2008).

Conclusion

It follows from the above that school bullying and cyberbullying is an international phenomenon that
extends to all aspects of school life and threatens every member of the student population. Its
consequences erode relations between classmates and classmates, as well as their values, and may even
threaten the supreme good of life.
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The incidents of school bullying are also on the agenda in the Greek school. This is also a critical
phenomenon in Greece, as it can negatively affect the school performance of victims, their attendance at
school and their participation in group school activities (Pateraki & Houndoumadi, 2001).

The school community is a social subset whose purpose is to help the child to be trained in his / her
rights through the exercise of his / her rights and freedoms, but also by demonstrating respect for the
rights of his / her classmates, and to protect them from their various forms of violation.

The phenomena of violence and school bullying at school seem to be are an inhibiting factor in the
achievement of the above objective because they violate the rights associated with the social well-being
and social and political freedoms of the child and on the other hand make the school inadequate with
regard to its protective role. Thus, the fear and isolation of the victims, the anxiety and the fear of
eyewitnesses in intimidating incidents that often lead to inertia, the lack of respect for the rights of others,
and the need to obtain power and domination of the victims by causing incidents of victimization, appear
to violate the right of the child to have an adequate level of life that allows for balanced physical, mental,
mental, moral and social development. Still, with regard to the violation of children's rights, there are
extreme cases where even the child's inherent right to life is violated.

As we understand, all of this has serious consequences for the school community. On the one hand, its
cognitive and socializing roles are not served, while on the other hand the school community cannot
provide the intended safety to students, the basic right of children.

Consequently, since school bullying and cyberbullying also afflicts our country, it is primarily
necessary to investigate more precisely how students, teachers and parents perceive it. Stations and
feelings of all of these could be explored more deeply using interviews (Pateraki & Houndoumadi, 2001).
The Greek literature also lacks research on the specificities of victims and victims in Greek schools and
about the short- and long-term consequences of school bullying and cyberbullying as they appear in our
country (Pateraki & Houndoumadi, 2001).

But the most critical shortage is in the field of dealing with it phenomenon. It is urgent to introduce
preventive policy for all schools, and will make full use of the power of the people in attendance. Of
course, all of the above presupposes the employment of specially trained school psychologists in schools
on a regular basis. And a necessary condition for the successful design and implementation of each
intervention is the sensitization of responsible governmental, educational and all parents, to whom the
most serious impact of the risk alert may be contributed by more and more scientists.

Similarly, internationally, school bullying and cyberbullying require a direct response from the school
system in partnership with the family and the wider community, with the ultimate goal of restoring safety
and healthy climate in school. Also, international literature is poor in qualitative research, and such
surveys are needed to look deeper into the different aspects of the phenomenon.

The most widespread and most handy tool of our time is undoubtedly the internet. Therefore, the
creation of more and more schools against school bullying can contribute to addressing the phenomenon.
Already there are some such electronic pages. Olweus School Bullying Prevention Program, for example,
is available free of charge on the Internet for information and guidance from relevant stakeholders. Short
films available to children are available on YouTube; for example, youtube.com/user/Beat bullying is
exposing England's attempt to fight school bullying through the internet; the page emblem sounds like a
repository for the future: attitudes, changing behaviors, "while on the relevant school bullying bulletin
site, www.beatbullying.org, it is explicitly stated that the target is a society where intimidation is not
accepted. Short films from the most advanced in the fight against school bullying and cyber-bullying
countries, such as Sweden, are short films; for example, there are many such films at
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youtube.com/user/Friends-Mot Mobbning (where mobbning is Swedish term for school bullying and mot
means against). Since the majority of children have access to the Internet, as a rule, they are very helpful
in informing them and other such websites in other languages, valid and accountable by the competent
bodies of each state.
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Abstract

School bullying is a frequent phenomenon at a global level, which has been known since ancient times. Almost until
the end of the primary school, the majority of the students have fallen victim or involved in any way in any incident.
The main aim of early research on quality in the social interactions of preschool children is not only to examine the
developmental pathways of unpleasant interactions that are manifested, but also to identify the causal factors
contributing to their manifestation. Responding to such incidents when they first occur gives the possibility of early
intervention. It has been found that the involvement of children in victimization processes is responsible for the
occurrence of more serious difficulties in adult life, such as delinquency, professional failure, use of prohibited
substances. The study aimed to investigate the phenomenon of victimization at school and school level. Having in
mind that in the majority of them 10-18 year olds has been victims of bullying at least once. Indeed, given that this
group of people is the tomorrow's citizens of our society and those who will lead them in the future, their mental
abuse must not leave any strangers.

Keywords: Victimization, School Bullying, Violence, Aggression

Definition of Victimization

In addition to the term "school bullying", the term "victimization" is often used. The concept of
victimization is similar to that of school bullying in the presence of a target child. However, there are
many substantial differences between these two concepts. Basically, the term victimization is used when
our attention is mainly directed at the recipient of the actions. The term "school bullying” highlights the
quality of the interactions taking into account the entire group of peasants involved, namely the attacker,
receiver and observer-present. The concept of victimization differs from the concept of school bullying
in that the use of the term "victimization" does not include the concept of repetition of acts, that is, that
aggressive acts should be routinely and repeatedly directed towards a child, as is the case in school
bullying processes.

For the use of the term "victimization" it is sufficient to observe only one incident. For the use
of the term "victimization", it is also not necessary to see an inequality of power between the attacker
and the recipient. This means that every child who receives an aggressive act is automatically perceived
as a victim and we say he is victimized, regardless of whether there is or there is no inequality of power
among the persons involved. For example, a child is involved in playing with his orchestras, e.g. builds
a building with bricks, and in pre-school age in victimization processes results in poor development of
social skills and positive social relationships (Rose-Krasnor, 1997), at some point starts to fly the blocks
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or spoil the construction. His classmates can urge him to stop without success. Then the cops decide to
exclude him from the game and thus victimize him. In this case, we use the term victimization as the
pupil has been excluded from the play of peasants without taking into account the cause that led to this
exclusion. It is a general term and an extended term.

Theoretical Approach of Victimization. Development Pattern of Stimulating Behavior

Bjorkqvist et al. (Bjorkqvist, Lagerspetz, Kaukiainen, 1992) developed a model that explains the
development of physical and social aggression from the first childhood to puberty. Researchers
underline that aggressive behavior follows a normative course and that the manifestation of one or
another form of aggression depends on the developmental stage of the children. According to the above
model, physical aggression is the primary form of aggressive behavior, which reaches its climax at
about three years (Coté, Vaillancourt, Nagin & Tremblay, 2007). Preschool children use physical
aggression to fulfill their goals and meet their personal needs because they have limited skills. As their
cognitive, social and linguistic skills gradually develop, direct aggression (mainly physical) is gradually
decreasing, while indirect forms of aggression are more common. In the past, it has been pointed out
that indirect aggression is a sophisticated form of behavior manifested more frequently by older children
(Bjorkqvist et al., 1992).

Empirical data show the progression of aggression. According to the developmental model of
Bjorkqvist et al., Physical aggression and, more generally, its immediate manifestation, is decreasing
towards the end of childhood. On the contrary, social aggression, and especially indirect forms of
aggression, are predominant in middle-aged children. The emergence of direct physical aggression is
common in pre-school settings (Underwood, 2003). However, the majority of middle-aged children rely
more on indirect forms of intimidating behavior (C6té, Vaillancourt, LeBlanc, Nagin & Tremblay,
2006). Despite the normative course and prevalence of indirect aggression among older children, it has
been observed that a small percentage of infant children also manifest indirect forms of social
aggression (Ostrov & Keating, 2004). Preschool children manifest social aggression in a different way
than older children. The younger children are expressed in a simpler and more direct way and their
aggression is related to events of the present, e.g. a child immediately warns his friend that he will
interrupt their friendly relationship if he does not give him a toy. Conversely, older children exhibit
aggression in relationships using more sophisticated and complex ways, while referring to events that
have occurred in the past (Crick, Casas & Ku, 1999). The research carried out by Crick, Ostrov, Burr,
Jansen-Yeh, Cullerton-Sen & Ralston (2006) has shown that both boys and girls with social aggression
in pre-school age still exhibit it with relative stability, age.

Forms and Types of Victimization. Direct and Indirect Sculptural Education Forms

Bjorkvist, Lagerspetz and Kaukiainen (1992) distinguished two forms of aggression: direct and
indirect. They define direct aggression as a straightforward conflict, while indirect aggression as a
behavior manifested in an oblique and "covert" way. In indirect forms of aggression, the main
instrument used by the attacker to achieve his goal is to synergize with one or more individuals
(Garandeau & Cillesen, 2006). There are four ways in which bullying behaves: commentary; pulling
hair, pushing, blowing, and social, ie damaging the social relationships of omelets eg. the interruption of
friendly relations, the social isolation of children, the spread of malignant rumors; cyber bullying, e.g.
emails, mobile phone or social media with deceptive and threatening content. The online form of school
bullying concerns mainly older children rather than preschool children. Both verbal and physical
aggression is manifested more often in a direct manner, while aggression of relations manifests itself
both indirectly and indirectly. For example, the exclusion of a cohort from a toy is a direct form of
social aggression, while spreading malicious comments is an indirect form of aggression. Relationship
aggression, such as the spread of rumors, is a "sophisticated” and covert way of embarrassment
(Brendgen, Dionne, Girard, Boivin, Vitaro & Perruse, 2005). The manifestation of indirect and
disguised forms of aggression brings the same unpleasant effects as direct forms. As far as the
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psychological effects are concerned, physical, verbal and social aggression bring equally significant
unpleasant results to recipients.

In general, we can distinguish two basic forms of aggressive behavior in the relationship of the
peasants: reactive aggression and unprovoked-contributory. Reactive aggression occurs in situations
where the person feels threatened or caused by an event and is caused by feelings of frustration and
anger. It is described as a behavior characterized by impulse, anger and loss of control. On the contrary,
the concept of unprovoked aggression is based on the theory of social learning and is a behavior by
nature. This behavior is defined and driven by the desire to achieve a goal and the expected benefits that
flow from it. Unprovoked aggression is a behavior that motivates sovereignty and prevalence for it is
deliberate and deliberate. Despite their superficial similarities, these two forms of aggressive expression,
reactive and unprovoked, are two distinct forms of behavior. It has been found that children who tend to
express reactive aggression are more likely to be rejected by their group of offspring and become
aggressive victims, while children who show more unprovoked aggression are more likely to become
involved as attackers in early school.

First Event of School Education
In general, first friendships and social relationships are created during pre-school age. However,

for some children, first relationships with their cohorts may not always be positive (Hay, Payne &
Chadwick, 2004). Perry, Williard and Perry (1990) have found that aggressive children with their
entrance to pre-school education are indiscriminately aggressive. At first, the attackers are not yet able
to adequately distinguish the "ideal goal", ie to distinguish those children who have a disgust and
dissuasive behavior, so the number of pre-school children that are victimized is increased (Hanish &
Guerra, 2000). Over time, the attackers learn, mainly from the way the recipients react, to choose "ideal"
target children. Thus, in the beginning an increased number of children may even experience some
victimization experience. However, over time, only a small number of children remain on a steady basis
as attackers. Those who have been struggling for a long time to create and maintain positive
relationships with the minor are at risk of becoming a constant victim of attacks (Hanish, Martin, Fabes,
Leonard & Herzog, 2005). This means that the victims accept the unjust attack of their classmates and in
addition they experience the rejection by the team of healers (Hawker & Boulton, 2001). During pre-
school age, children learn to conclude and maintain friendships, form a personal opinion about which
classmates they are fond of or unfamiliar, form gambling groups with stable members, take their place
in the group, and develop social skills. Five-year-old children have more mutual friendships, they are
members of friendly networks, they develop more social play and spend more time with minor children
compared to younger children (Coplan & Rubin, 1998). The complexity of social relations is also
increasing. Large infants, in relation to young infants, form larger, more homogenized and cohesive
social networks (Strayer & Santos, 1996). Young infants develop less in stable social relationships and
therefore qualitative characteristics of interpersonal relationships such as social acceptance, mutual
friendship, social play are less prominent in children under five. Thus, victimization relationships begin
to develop in infancy (in children over the age of five) and become stable at about the end of preschool
education (Hanish et al., 2004). It is a fact that with age and as children develop at the level of
development, the rate of intimidation-victimization is decreasing (Smith, Madsen & Moody, 1999).
There are various explanations for reducing bullying incidence in older children (Sutton, Smith &
Swettenham, 1999). First of all, younger children experience higher rates of victimization because they
have not yet acquired the necessary social and interpersonal skills to cope with the attacks they receive.
Secondly, the increased incidence of bullying incidents recorded in preschool children may be fictitious
and due to the way data is collected. One of the most common methods of data collection is structured
interviewing of children. It is well known that preschool children, due to linguistic and cognitive
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constraints, have a considerable difficulty in understanding precisely the concept of intimidation as
perceived by older children, so the reliability of their answers is dubious (Sutton, Smith & Swettenham,
1999).

The Victim Circle

Floyd (1985) and Greenbaum (1988) have flagged intimidation as one Intergenerational problem.
In other words, school bullies are usually victims of domestic violence. (Floyd, 1985; Greenbaum, 1988).
Moreover, the above researchers suggest that there is a victim and victim circle, which is quite common
in cases of social violence. Perry, Kusel & Perry (1988), studied the relationship between victimization
and aggression, claiming that these two elements have a direct correlation. That is, some of the victims of
the most extreme intimidation are also offenders characterized by extreme aggression.

It follows from the above that school bullying and cyberbullying is an international phenomenon
that extends to all aspects of school life and threatens every member of the student population. Its
consequences erode relations between classmates and classmates, as well as their values, and may even
threaten the supreme good of life.

The incidents of school bullying are also on the agenda in the Greek school. This is also a critical
phenomenon in Greece, as it can negatively affect the school performance of victims, their attendance at
school and their participation in group school activities (Houndoumadi & Pateraki, 2001).

The school community is a social subset whose purpose is to help the child to be trained in his /
her rights through the exercise of his / her rights and freedoms, but also by demonstrating respect for the
rights of his / her classmates, and to protect them from their various forms of violation.

The phenomena of violence and school bullying at school seem to be are an inhibiting factor in
the achievement of the above objective because they violate the rights associated with the social well-
being and social and political freedoms of the child and on the other hand make the school inadequate
with regard to its protective role. Thus, the fear and isolation of the victims, the anxiety and the fear of
eyewitnesses in intimidating incidents that often lead to inertia, the lack of respect for the rights of others,
and the need to obtain power and domination of the victims by causing incidents of victimization, appear
to violate the right of the child to have an adequate level of life that allows for balanced physical, mental,
mental, moral and social development. Still, with regard to the violation of children's rights, there are
extreme cases where even the child's inherent right to life is violated.

As we understand, all of this has serious consequences for the school community. On the one
hand, its cognitive and socializing roles are not served, while on the other hand the school community
cannot provide the intended safety to students, the basic right of children.

Consequently, since school bullying and cyberbullying also afflicts our country, it is primarily
necessary to investigate more precisely how students, teachers and parents perceive it. Stations and
feelings of all of these could be explored more deeply using interviews (Houndoumadi & Pateraki, 2001).
The Greek literature also lacks research on the specificities of victims and victims in Greek schools and
about the short- and long-term consequences of school bullying and cyberbullying as they appear in our
country (Houdoumadis & Pateraki, 2001).

But the most critical shortage is in the field of dealing with it phenomenon. It is urgent to
introduce preventive policy for all schools (Psalti & Konstantinou, 2007), and will make full use of the
power of the people in attendance. Of course, all of the above presupposes the employment of specially
trained school psychologists in schools on a regular basis. And a necessary condition for the successful
design and implementation of each intervention is the sensitization of responsible governmental,
educational and all parents, to whom the most serious impact of the risk alert may be contributed by more
and more scientists.

Similarly, internationally, school bullying and cyberbullying require a direct response from the
school system in partnership with the family and the wider community, with the ultimate goal of restoring
safety and healthy climate in school. Also, international literature is poor in qualitative research, and such
surveys are needed to look deeper into the different aspects of the phenomenon.
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The most widespread and most handy tool of our time is undoubtedly the internet. Therefore, the
creation of more and more schools against school bullying can contribute to addressing the phenomenon.
Already there are some such electronic pages. Olweus School Bullying Prevention Program (Olweus &
Limber, 2007), for example, is available free of charge on the Internet for information and guidance from
relevant stakeholders. Short films available to children are available on YouTube; for example,
youtube.com/user/Beat bullying is exposing England's attempt to fight school bullying through the
internet; the page emblem sounds like a repository for the future: attitudes, changing behaviors, "while on
the relevant school bullying bulletin site, www.beatbullying.org, it is explicitly stated that the target is a
society where intimidation is not accepted. Short films from the most advanced in the fight against school
bullying and cyber-bullying countries, such as Sweden, are short films; for example, there are many such
films at youtube.com/user/Friends-Mot Mobbning (where mébbning is Swedish term for school bullying
and mot means against). Since the majority of children have access to the Internet, as a rule, they are very
helpful in informing them and other such websites in other languages, valid and accountable by the
competent bodies of each state.

Conclusion

The phenomena of violence and school bullying at school violate the rights associated with the
social well-being and social and political freedoms of the child and make the school inadequate with
regard to its protective role. Thus, the fear and isolation of the victims, the anxiety and the fear of
eyewitnesses in intimidating incidents that often lead to inertia, the lack of respect for the rights of others,
and the need to obtain power and domination of the victims by causing incidents of victimization, appear
to violate the right of the child to have an adequate level of life that allows for balanced physical, mental,
mental, moral and social development. Still, with regard to the violation of children's rights, there are
extreme cases where even the child's inherent right to life is violated.

As we understand, all of this has serious consequences for the school community. On the one
hand, its cognitive and socializing roles are not served, while on the other hand the school community
cannot provide the intended safety to students, the basic right of children.

Consequently, since school bullying afflicts all countries, it is primarily necessary to investigate
more precisely how students, teachers and parents perceive it.
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Pe3rome

Hayarnama yuunuwna 6v3pacm e cneyuaner nepuoo om jicueoma na dememo. Bv3pacmosume xapaxmepucmuxu
Ha pazeumuemo Ha 0eyama 6 HAUaIHa YYUIUWHA 8b3PAcm ca 06ekm Ha usciedsane Ha MHozo yyenu (J1. Audaposa,
JI. Bueomcku, B. [[ykepman, []. Enkonun u 0p.). Hauannama yyuruwna év3pacm ooxsawa nepuooa om 6-7 oo 10-
11 200unu (Zagvozdkin, 2011, p. 44). I100 nauanua yuunuyHa 6v3pacm ce pazoupa b3pacmosusim nepuoo, Ko2amo
obpasosamennama OetiHocm cmaga 6odewja 3a 0ememo, d OCHOGHAMA YMCMEEHA Gopmayus e GbmpeuHama
nosuyusi Ha yuenuxa u cnocobnocmma my oa yuwu (Gurevich, 2010, p. 17). Ha ecaxa ewspacm dememo
83aumooelicmea ¢ opyaume no pasnuyHU HAYUHY, OMHOWEHUSAMA, KOUMO Ce PA36UBAm Mexcoy He2o U Hall-bauskama
MY COYUATHA Cpeda HA Onpedesier 8b3PAchnios eman, Upasm 6adcHa pois 6 ncuxuveckomo my pasgumue (Volkov,
2013, p. 5).

Knrouosu Oymu: Tlcuxuuno paseumue, Hauyajina yvuiuuiHa 6bv3pacm, noee()eyue, yuuiuwe, passumue Ha pedmad.

Abstract

Primary school age is a special period in a child's life. The age characteristics of the development of children in
primary school age are the subject of research by many scientists (Aidarova, Vygotsky, Zuckerman, Elkonin and
others). The primary school age covers the period from 6-7 to 10-11 years (Zagvozdkin, 2011, p. 44). Primary
school age is understood as the age period when the educational activity becomes leading for the child, and the
main mental formation is the inner position of the student and his ability to learn (Gurevich, 2010, p. 17).At any
age, the child interacts with others in different ways, the relationships that develop between him and his immediate
social environment at a certain age, play an important role in his mental development.

Key word: Mental development, elementary school age, behavior, school, speech development.

W3cnenBaHeTo Ha NMCUXMYECKOTO Pa3BUTHE HA YYEHHIMTE B HAYAIHOTO YYWIIMINE BKIIOYBA HE
caMo ONuCcaHWe Ha HaOmronaBaHUTE (AKTH, HO M TAXHOTO THIKyBaHEe. B mcTOpmueckw miiaH ca ce
Pa3BWIIM IB€ TEOPHH 3a IICUXWYECKOTO Pa3BUTHE HA YOBeKa: 1) TeopusTa 3a ceHcyanu3Mma (OCHOBaHa Ha
COLIMAIIHO y4eHe); 2) TeopusiTa 3a npedopmusMa (OCHOBaHA Ha BPOJCHH MHCTHHKTH).

IIspBara Teopus (TeopusTa 3a CEHCyaIr3Ma) € CBbp3aHa ¢ MIMETO Ha aHrIMicKus ¢puiaocod ot 17
Bek J[xon Jlok. [logapekHUIMTE HA Ta3W TEOpHUsS BAPBAT, Y€ B IMOBEACHUETO HA YOBEKA HAMA HUIIO
BPOJICHO, HACJIEICTBEHOCTTa HE Urpac HUKAKBA POJIS 32 Pa3BUTHETO HA ICUXHMKATa U MOBEACHUETO HA
JIETETO, a OKOJIHATA Cpejia Cce pasriiek]a KaTo OCHOBEH (pakTop 3a MCHXHYHOTO pa3Butue (Zagvozdkin,
2011, p. 19).
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Bropara Teopus (Teopusita 3a mpedopMmu3Ma) ce OCHOBaBa Ha BB3TJICANTE HA (DpeHCKHsI Prrocod
ot 18 Bek. XKan-XKak Pyco. [logapsxHUIIMTE HA Ta3W TCOPHUS BSIPBAT, 9Y¢ OCHOBHUTE IICUXUYHH CBOMCTBA
Ha YOBEKa ca MPUCHINY Ha camaTa MpHUpoJa Ha YoBeKa. [[CHXUYHOTO pa3BUTHE, CIIOPE Ta3u TEOpHs, Ce
pasriiex/ia KaTto Ch3psBaHe U peaJu3upaHe Ha €CTECTBEHUTE HAKIIOHHOCTH Ha YOBEKA.

Te3u Teopuu MOCTABAT OCHOBATA 33 PA3BUTUETO HA HOBU TEOPUH, IPU KOUTO PA3INYHK (HAKTOPH
Ha TICHXUYHOTO Pa3BHTHE HA JIETETO C€ PA3MIICKAAT MO pa3lIMueH HAYHMH: TCOPUITA HAa KOHBEPICHIHUATA;
CTOJIOTMYHA TEOpUs; TEOpUs Ha NPUBBP3AHOCTTA; MCHXOAHAJIMTHYHA TEOPHs; CIUTCHETHYHA TEOPHS;
TeOpHss Ha KOTHUTHUBHOTO Pa3BUTHE; TEOPHsS HA COLMAIHOTO YYEHE; KYJITYPHO-UCTOPUYECKA TECOPHS;
Teopus 3a ncuxuueckoTo passurue Ha J{. Enxonun (Baryshnikova, 2018).

Havannarta yuyunuiqHa Bb3pacT € CleUajeH MEePHOX OT JKMBOTA Ha JETETO, KOWTO ce IMOSIBsIBA
CPaBHUTEITHO HACKOPO B TICHXOJOTHATA HA Pa3BUTHETO. BB3pacTOBUTE XapaKTEPUCTUKU Ha Pa3BUTHETO
Ha JieraTa B HadalHA YYWIWIIHA BB3PacT ca OOEKT Ha wu3clielBaHe Ha MHOro y4eHu (Aiimaposa,
Burorcku, Lykepman, Enkonnn u ap.). Uma HAKOJIKO MoaXoAa KbM NEPHOAM3ALMATA HA ICUXHYECKOTO
pazeutue Ha nereto (bioncku, Ppoiin, Konbwpr, Epukcon, [Iuaxe u nap.). Crmopen Bb3pacToBara
nepuou3anys, 0a3upaHa Ha BOAEUIWTE AeWHOCTH Ha Ticuxojora [I. EnkoHWH, HavanHaTa yYWIMIIHA
BB3pacT obxBaa nepuona ot 6-7 1o 10-11 ronunu (Zagvozdkin, 2011, p. 44).

[on nauanna yuunuwina év3pacm ce pa3dupa Bb3pacTOBHAT MEPHOJ, KOraTo o0pa3oBaTeIHaTa
JIEHHOCT CTaBa BOJIEIIA 3a JICTETO, @ OCHOBHATA YMCTBEHA (pOpMallvs € BhTPEIIHATA [TO3UIUS Ha YUCHHKA
n cnocobnocrra My na yuu (Gurevich, 2010, p. 17). JI. Burorcku u JI. EnxonuH, ommcBaiiku
BB3PACTOBUTE TMIEPUOIH, OTOSISI3BAT TPH OCHOBHU XapPaKTEPUCTUKH Ha Ta3H Bh3PacT:

- COIMAJIHATA CUTYallUsl Ha Pa3BUTHC;
- PPKOBOJIEHE Ha JEHHOCTH;
- CBBP3aHU C Bb3pacTTa ICUXUYHH HOBooOpasyBanus (Volkov, 2013, p. 4).

Tpi KaTo Ha BCAKa BB3PACT JETETO B3aUMOJEHCTBA C JAPYTHTE IO Pa3jIMYHU HA4YuHW,
OTHOILIECHUATA, KOUTO CE€ pa3BUBAT MEXKIY HEro U Hai-Oiu3kara My COLMajHa cpela Ha OIpe/eieH
BB3pACTOB €Tall, UTPasT BaKHa poiisl B mcuxuueckoro My passutue (Volkov, 2013, p. 5). Counannara
CUTyalusi Ha Pa3BUTHETO HAa HAa4YaJHUTE YYEHHWLM € CBBP3aHA C XapaKTEPUCTUKUTE Ha YYHIHUIIHOTO
obpazoBanue. C BIM3aHETO CH B YYMJIMINE IMO-MAJKHTE YYCHUIM NPUAOOMBAT OMpENeNieH COLUaleH
cTatryc, NpUIOOUBAT CONHMAIHO 3HAYMMH OTTOBOPHOCTH, 32 H3IIBIHEHWETO, HAa KOUTO IOJy4aBaT
oOmiecTBeHa OlEHKAa. Taka B HayalHa YYWIMIIHA Bb3pacT COLMAlIHATa CUTyaluss Ha pa3BUTHE ce
NpeBphlla B CHUTyallWsATa Ha YyueHe, T.e. oOpasoBarenHa jaedHocT (Zagvozdkin, 2011, p. 115).
OOpa3oBarenHara ICHHOCT € CHCTEMAaTHYHO U IIEJICHACOUEHO YCBOSBaHE HA 3HAHMS, METO/U 3a JieiicTBHE
W pa3BUTHE Ha CaMusl YYEHHK. s € 3aIbDKUTENHA, LeJeHaCOYeHa, COLMAIHO 3HauuMa H
CHUCTEMaTH3HPAaHa.

B Havanmna yumnumba Bb3pacT (7-1l-rogummmna) Boxemiata AeMHOCT € oOpa3oBaTellHaTa
JNEWHOCT, B KOSATO YUYCHHIMTE C IIOMOINTa HAa YYHWTEN OBJIAIsSBAaT IpaBWIaTa W METOAUTE Ha
00pa3oBaTEeIHNUTE JEHWCTBHS, pa3BHBAT CE WMHTEIEKTYaJHH M KOTHUTHUBHU criocoOHocTh. llenra Ha
00y4YeHHETO 32 MO-MAJIKHUTE YUCHHIIN € TPOIEChT Ha TAXHATA COOCTBEHA IPOMSHA, & Pe3yNTaThT OT Ta3H
JIEHHOCT € TIPOMsIHA B TAXHATA JIMYHOCT M CAaMOpa3BUTHE. YUEHUTE OTOEN3BAT, Ye 3a Jella Ha Bh3pacT
6-7 roaMHHW, KOWTO TembpBa 3aloyYBaT Ja Ce ydaT, ydeOHara JEHHOCT HE CTaBa BeJHara BOJCIIA,
,,Ch3HATEIIHO PHKOBOJICHA™ W LeNuTe Ha 00yYeHHETO He Ce MPEeBPbBIIAT BeJHAra B JIMYHUTE MM LIENH.
dopmupaHeTo Ha 00pa30BaTECIIHU JCHHOCTH NPU MMO-MAJIKUTE YUCHUIM BKIIOYBA Pa3BUBAaHE HA YMCHHS
3a ydeHe: Ja MOXKe Ja npueme ydeOHaTa 3ajada; Ja HaMepH HaYMHHU 3a pEIIaBaHeToO if; ma m3depe
MpaBUJIHATE CPEICTBA; 1a KOHTPOJHUPA CTHIKUTE CH; a OlieHU monyvenure pesynraru (Volkov, 2013).

OcBeH yuyeOHaTa JCHHOCT, KOATO IOCTENEHHO C€ MPEBPBINA BbB BOJEIIA, B TO3H Bb3PAacTOB
HIEPHOJI CE TIPOSABSIBAT OIIIE: TPYAOBaTa, HTPOBATA JAECHHOCT, OOIIYBAHETO, TBOPYECTBOTO | Jp. BCHUKH Te
umart passuBain xapaktep (Mavrodiev, S.,2019, p. 288).
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3a ycnemHoTto ¢opMupaHe Ha oOpa3oBaTeIHATa JCHHOCT MPH IO-MaJKUTE YYCHHIH €
HeoOXoAuMa TIOJIOKUTEITHA MOTHBAITUS. 32 Te3W YUCHHUIIM HAW-3HAYNMH Ca BHHITHUTE MOTHBH, KOUTO
HE ca CBBbP3aHU ¢ 00Pa30BaTEIHUS TIPOIIEC, a Ca CBBP3aHU CaMO C HETOBHSI Pe3yTaT (OpUCHTAIHS KbM
rmoxBaja WiIH OleHKH). [lo-MamkuTe y4eHWIM OCh3HABAT COLMAIHOTO 3HAUCHHE HAa YYEHETO, 4e Ce
HY)KIasST OT 3HaHMS 3a B ObJCIIC W MCKAT Ja ObJAT YMHHU, KYJITYpPHH U Pa3BUTU. B IbpBUTE AHH OT
MPECTOs CH B YUYMIIUIIE T€ UMAT MOJOXHUTEIHO OTHOUICHHE KbM yUEOHHTE NEHHOCTH, KOSTO Ch3JaBa
OJIarONpUATHU YCJIOBUS 32 3alI0YBaHE HAa 00ydYeHUeE.

OO0Opa3oBaTeIHUTE MOTHBH Ca CBBP3aHH ChC CHIBPKAHMETO W Tpolleca Ha OOydeHue, C
OBJIQ/ISIBAHETO HA METOAa Ha NEeWHOCT. Pa3BuTreTro Ha 00pa30oBaTEIHUTE U MMO3HABATEITHH MOTHBH IPH
MO-MAJIKUTE YYCHHIIM 3aBUCH OT HHBOTO Ha ITO3HABATEIHUTE NMOTPEOHOCTH, C KOETO Te WABAT B
VUIIIMIE, OT HWUBOTO Ha CHhAbpKAHWE W OpraHu3amnus Ha oOpasoBaTenHus mnporec. [losBara u
nonm)pn(aHeTo Ha ITO3HABaATCJICH I/IHTepeC HpI/I II0O-MAJIKUTEC y‘ICHI/IHI/I c CB’Lp3aHO C Hrpa U EMOIIMOHAJITHU
METOJI 3a OpraHHM3WpaHe Ha y4eOHHUTE 3aHsThsA. V3MOI3BaHETO Ha TaKWBa TEXHHWKH, KAaKTO U 3a0aBeH
y4eOeH MaTepuaj, ChbBpeMEHHH METOJIU Ha OoOydeHHe W BB3MHUTAHWE, J]aBA BB3MOXHOCT 32 YCIEITHO
q)OpMI/IpaHe Ha ITOJIOXUTCIHHU CTa6I/IJIHI/I O6p330BaTeHHI/I U KOTHUTUBHU MOTHUBAIIUU HpI/I II0O-MAJIKUTC
yuenuid. OOpa3oBareiHaTta ACHHOCT Ha IO-MAJIKMTE yUYCHHUIM TpsSOBa Ja ObJEe HacoueHa HE KbM
pe3ynTaTa, a KbM YCTaHOBSBaHE Ha METOJIA 32 JIECHO YCBOSIBAaHE.

[TbpBOHAYATHO MaJKHTE YUECHHIM BCE OILE HE Ca B ChCTOSHHE CAMOCTOATENIHO Ja (OpPMyIHpar
W pemiaBaT 00pa3oBaTENHH MPOOJIEMH, MOPAJHM KOETO B HAYaJOTO Ha OOYYEHHETO Ta3W (PYHKIUS ce
U3IBJIHABA OT yuuTess. OTrOBOPHOCTTA 32 ITBJIHOTO YCBOSIBAHE Ha IsUIaTa CHCTEMa OT 00pa30BaTeTHU
JCWCTBUS OT BCEKH OT YUCHHIMTE € TIpeId BCHuko Ha yuutens (Baryshnikova, 2018).

[Ipuy MHOTO OT TO-MaNKHTE YYEHHIN HE ca (GOPMUPAHW KOHTPOJIHH JCHCTBHUS, JIUICBA UM
BOJIATA JlJa HE C€ pa3ceilBaT MO BpeMe Ha ypoKa. YUHUTENAT € TO3U, KOWTO Mpe3 LenHs Mepuoj] Ha
00y4YeHHETO y4M MO-MAJIKUTE YUCHHUIM Ja yIpaBiIsABaT IMOBEIECHUETO CH, J1a TUIAHUPAT U KOHTPOJIUPAT
JIEHCTBHATA CU M Jia pa3BUBAT IICUXUYHMUTE CU Ipolecy. [lo-Mankure ydeHUIM B HAYaJIOTO HA IIbpBaTa
ro/iuHa Ha O0y4eHHe BCE OIE CE ydaT Jia ONpeeIsaT JaJIU ca MOCTUTHAIM pe3yaTart win He. [Ipe3 To3u
nepuoJ OT BpeMe (YHKLMSTA 32 OLEHSIBAHE CE U3IBIHABA OT YUUTES.

B HavanHa y4miMIHA BB3PACT MIpOBAaTa JEWHOCT, BBIPEKH Y€ MpUaA00HMBa CIiOMarareiHa
CTOWHOCT, BJMSC BBHPXY PA3BUTHETO HA JIMYHOCTTA HA TO-MAJKUS YYCHHK, HETOBHTE JBHTATEIHH
CIIOCOOHOCTH | JINYHOCTHH KadecTBa. B HavaHaTa ydmiIMIIHA Bb3pacT obade Urpara ce M3Ioi3Ba KaTo
CPEICTBO 3a OpraHM3UpaHe Ha 0OPa30BATENHH U TPYAOBH JeHHOCTH. HacThIBaT 3HAYMTEIHN TIPOMECHH
B ChIbP)KAHMETO HA MIpOBaTa JACHHOCT HA MO-MaikuTe ydeHunu. Cera Te ce MHTEpECyBaT HE CaMO OT
mpolieca Ha urpaTa, Ho U oT HeiHus pesynrar (Volkov, 2013).

O6pa3oBarenHata IEHHOCT B HadalHa YYWIMIIHA BB3PAaCT € TACHO CBbp3aHa ¢ paborarta.
YyacTueTO Ha I0-MaJKWATE YYEHUIM B TpyJAOBa JEWHOCT pa3BUBa HE CaMO TPYIOBU U
0011000pa3oBaTeIHN YMEHUS, HO M (JOpMHUpPa MOpATHH KauecTBa. BakHa post 3a (opMHUpaHETO Ha
MOJIOKUTEIHO OTHOIIICHHE KBbM paboTaTa WMrpae OpraHu3alusaTa Ha KOJIEKTHBHAaTa pabora, KOSTO ce
MPOBEXKJa B YPOLUTE MO TPYAOBO oOyueHne. DOpPMHUpPAHETO HA IMOJOXKHUTEIHO OTHOIIECHHE KBbM
paGOTaTa IIpU MO-MAJIKUTC YUCHUILIX 3aBUCU OT YUUTCIIA U OT CEMEMCTBOTO.

OO6pazoBaTelHUTe, UTPOBUTE U PAOOTHHUTE JEHHOCTH MOMPUHACAT 32 (DOPMHUPAHETO Ha BaKHH
NCUXWYHU HOBOOOpa3yBaHWs NPH MO-MAJKuTE ydyeHHIH. HoBooOpa3dyBaHMsATa ca HOBH CBOMCTBA U
Ka4ecTBa, KOMTO ce (hOpMHUpaT B Kpasi Ha BcekH npexoJieH nepuo (Zagvozdkin, 2011, p. 66).

Hauannara y4mininHa Bb3pacT € BaXEH Bb3pacTOB IIEPUOJ, IIPE3 KOWTO CE CIIy4UBaT 3HAUUTEIIHU
IIPOMEHH B JIMUHATa cdepa Ha YUCHULUTE OT HAYAIHOTO yUHMJIHUILE, TAXHATA €eMOLIMOHAIHA, KOTHUTHBHA,
NCUXUYecKka M Qu3nonoruuyHa cdepa Ha nedHOcT. OCHOBHHTE XapaKTEPHCTHKH Ha HavajHaTa
YUMJIMIIHA BB3pacT ca BaKHU 3a OBJIaJsBaHE HA 0Opa3oBaTeNHATa JEHHOCT U OCUTYPSBaT yMCTBEHOTO
pa3BUTHE HA YUYEHULIUTE IIPE3 CIECABAIIMS Bb3PAaCTOB €Tall.
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[lo3HaBaHETO OT YUMTEJIUTE U IICUXOJIO3UTE HA XapaKTEPUCTHKHUTE HAa INCUXUYHHUTE IPOLIECH U
JIMYHOCTTA Ha MO-MAaJKUTE YYEHHIM € Ba)KHO, Thi KaTO T€ Ch3/1aBaT OCHOBATA 33 IbJIHOTO BKIIIOYBAHE
Ha TO-MaJKHUTE YYCHUIW B Pa3lW4YHU BUAOBE JICHHOCTH W Hali-Beue B oOpasoBaTenHH IeifHocTu. B
HayaJHaTa yYWIUIHA Bb3pacT TSUIOTO NMPOABIKaBAa MHTEH3UBHO J1a y3psiBa, IO-CIIELMAIHO Ce pa3BUBa
LIEHTpaJlHaTa HEPBHA CHUCTEMA, yBEJIMuYaBa C€ TEIVIOTO HA YEJIHUTE JIOOOBE HAa MO3bKa, KOMTO UIpasiT
Ba)kHa PoJIst 32 (POPMUPAHETO HA BUCLIM IICUXUYHK (DYHKIMH: MUCIICHE, BboOpaxeHue, ped (Vygotsky,
2017, p. 13).

Brumanuemo Ha ydeHUIMTE OT HaYallHA YYMUJIMIIHA Bb3PAcT CE XapaKTePH3UPa ¢ MaIbK 00eM
(camo n1Ba WM TpH 00EKTa), HECTAOWITHOCT, CJ1a00 pasmpeieNieHre U ciiada MPEeBKIFYBAEMOCT OT €IUH
obext Ha npyr (Vygotsky, 2017, p. 55). YueHnunure or mbpBU M BTOPH KJIAaC HE 3HAAT Kak Ja Haco4ar
BHUMAHHUETO CH KbM TOBa, KOETO € OCHOBHO M CBHIISCTBEHO B €HA MCTOPHS, KApTHHA WM U3PEUYCHUE.
[To-MajKuTe Y4YEeHHUIIM ca IO-CKJIOHHH J1a ObJaT pa3CesHH, aKo M3IbJIHSIBAT MPOCTH, HO MOHOTOHHHU
JIEHHOCTH, OTKOJKOTO IMPH pellaBaHe Ha CIOXKHU MPOOJIEMH, M3MCKBAIIN HM3MOI3BAHETO HA Pa3UYHU
METOJM M TEXHUKH Ha pabora. CiyuBa Cce IMO-MAaJKUTC YUYCHHUIM, KOTaTo He pa30upaT y4eOHHUs
MaTepuaj Jia ce pa3celBar, ThH KaTO MM € TPYAHO Ja C€ ChCPEIOTOUYaT BBPXY HEMOHATCH CIIOKEH
MaTepual.

ITo BpemMe Ha HavaNHHUS YYWIHINEH IIEPUOJ 00eMbT Ha BHUMAHHUETO MPH MO-MAIKUTE YUSHUIIH
HapacTBa OCOOCHO Ps3KO, IMOBHINABAa CE CTAOMJIHOCTTA HAa BHHUMAaHHMETO, Pa3BUBAT CE€ YMEHHUS 3a
MIPEBKIIFOYBAHE U paslpeneicHue. Jlo TpeTH-4eTBbPTH KIIAC YICHHUIIUTE CTaBaT CIIOCOOHU J1a TIOJIbPKAT
W M3OBJIHABAT MPOW3BOJHO 3a/ajieHa mporpaMa oT jeicTBus 3a awiro Bpeme (Baryshnikova, 2018).
AKO B Ha4yaJloTO Ha OOYUYEHHETO MpeolOsaZaBallusAT THII MPH IO-MAJIKUTE YYCHUIM € HEBOJHOTO
BHMMaHHUE, TO 0 Kpas Ha HAYaJHOTO YUYWIIMIIE BHMMAHHETO WM CTaBa JOOpPOBOJHO, T€ pa3BUBAT
CrocoOHOCTTA Jia ce (POKYCHUPAT JIBITO BbPXY 00EKTa Ha NEHHOCT, Ja KOHTPOJIUPAT BHUMAHUETO CH, J1a
r'0 IPEBKJIIOYBAT OT €IUH O0CKT Ha JPYT.

B nauanotro Ha 00yueHHMETO cpell MBPBOKIACHUIINTE NpeoOiagaBa HeBoJHATA namem. Te He
NpUTEXaBaT TEXHUKHTE HA CeMaHTHYHO 3amamersiBane (Baryshnikova, 2018). IIwspBokiacHuIIUTE
3aMOMHST IMO-JIECHO SPKH, HEOOWYAaWHU HEIlla, KOUTO MPaBsIT €MOIMOHAIHO BheuaTieHue. [lo-mo0pe
3alOMHSAT BU3YaJIHHMS MaTepuall ¥ MHOTO IO-JIOIIO - CJIOBECHHUS, MO-OBbP30 3alOMHAT KOHKPETHA
uHpopMaIusi, ChOUTHUS, JIUIA, TPEIMETH, (aKTH, OTKOJIKOTO Ae(HUHUINM, omnucaHus, odscHeHus. [1o
TO3M HAYMH TPU TO-MAJKUTEC YUYCHHWIM BHU3yalHO-OOpa3HaTa MaMeT € MO-pPa3BHTa OT CJIOBECHO-
JoruyYecKara rmaMer.

[To-MankuTe y4eHUIM BCE OUIE €A OTHOCHUTEIIHO MUMITYJICUBHU MPOIMOPIMOHATHO Ha Bb3pacrra
cu. JlemaTta, KOUTO XapecBaT Ipoleca Ha OOy4eHHe, YMeST N1a 3allOMHAT WHGOpMAIMs Mo-1o0pe OT
CBOUTE Opyrapu. HTEeH3MBHOCTTA HA 3aITaMETSIBAHETO 3aBHCH HE CaMO OT BB3MOXKHOCTHUTE Ha JCTECTO,
HO ¥ OT HMBOTO HAa YCHJIMITA Ha y4YUTENs Ja HampaBu WHGOpMAaLUsATa BH3MOXHO HalW-HHTEpECHA M
mocrteiHa (Smirnov, 2012).

IIpu 10-11 rogumHuTe Aena, MEXxaHMYHAaTa HNaMET MOCTENEHHO CE JOMbJIBA U CE 3aMEHS C
JIOTMYECKA; HENOCPEACTBEHOTO 3allaMeTsBaHe ¢ TEYEHUE Ha BPEMETO CTaBa OIOCPEICTBAHO;
HENPOM3BOJIHOTO 3alaMeTsBaHe ce IpeBpblla B MNpous3BosHO. ToBa ce ABIDKM Ha akra, de,
[opacTBaiiky, AETETO C€ HaydaBa Jla MHCIHM, JAa pa3ChXkAaBa, Ja pasrpaHuyaBa HeoOXoguMaTa
uHpopmanus oT mpocto uHTepecHara uapopmanus (Nemov, 2013).

C pa3BUTHETO U YCHBBPIICHCTBAHETO Ha MUCAHETO (TOBAa Ce CIy4yBa JIO TPETU KIiac), Jerara
OBJIaJISIBAT OIMOCPE/ICTBAHOTO 3allaMeTsBaHe, M3IOJI3BAKN CUMBOJIHU cpeactBa (Berezina, 2014). Ipu
TAX HWJICATHO € pa3BUTa HEBOJEBATA MAaMET, IPKHUTE, EMOIIMOHATHO HACHTCHHTE W 3HAYUMHU 32 JCTETO
chOuTHs ¥ MH(OpMALMS OT HETrOBUS JKMBOT. Te3u CchOMTHS Morat ja ObJaT CBbpP3aHH C BCHYKO,
HE3aBUCHMO JIAJTH ca TIOOPYU WITH JIOTIIH.

B HavanHa yumnuinmHa BB3paAcT MaMeTTa Ha Jenara OOMKHOBEHO C€ pa3BHBa B JIBE ITOCOKH:
Npou3BOJIHA M cMucieHa. OTIWYUTENIHA 4YepTa Ha IMO-MaJKUTE YYCHUIM €, Y€ T€ C€ ONUTBAT Ja
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BB3MPOM3BEIAT HaydeHaTa HH(POpMaIIUs JOCIOBHO, 0€3 J]a s1 HHTePIPETHPAT. 3aTOBa HA TO3U BH3PACTOB
eTam € BayKHO JIa CE CJIEJN He caMo JETeTO Jia Hay4yu HeoOxoanMaTa nH(GOpMaIys, HO M KaK IO MpaBy.
MHoOro € Ba)XKHO YYCHHKBT B HAUAITHOTO YYWIHIIE JIa pa30upa TOBA, 32 KOSTO TOBOPH.

Enna oT BaxHUTE 33/1a4M HA YYUTENs B HAYAJTHOTO YUWJIMLIC € Aa HAy4H Jenarta Aa M3I0I3BatT
OIIpe/ielIeHH MHEMOHMYHHM TEXHHKH. TOBa € Ha IbPBO MSCTO Pa3[elsiHETO HAa TEKCTa HA CMHUCIOBH
gacTu (OOMKHOBEHO M3MUCISTHE Ha 3arjaBHs 3a TsIX, CbCTaBsHE Ha IJIaH), IpOCeas IBaHe Ha OCHOBHHUTE
CMHCJIOBH JIMHHH, TOIYEPTaBaHE HA CMUCIOBUTE IyMH, BpPbIIaHE KbM BeUe MPOUYETEHN YaCTH OT TEKCTa,
32 Ja Cce MW3ACHM TAXHOTO ChIbp)KaHWE, TPUIOMHANKM MHCIEHO MpOYeTeHaTa dYacT U
BB3MPOM3BEKIANKH Ha TJIAC IENUsI MaTepual, KakTo W PalMOHAIHU TEXHHWKH 32 3amaMersiBaHe. Taka
OCMHMCJICHHS MaTepHal JIECHO ce Br3npounsBexaa (Bolotova, 2012).

ITameTTa TIpM MO-MANKUTE YUCHUITH, TOJOOHO HA BHUMAHUETO, C€ pa3BHBa B 00Opa3oBaTETHATA
JIEUHOCT.

B HavanmHaTa yuYWJIMIIHA BB3PACT HACTBIBAT 3HAYMTEIHH TPOMEHH B Ppa3BUTHETO Ha
év3npusimuemo. Bp3npusaTHETO Ha MHPBOKIACHHUIIUTE BCE OIIE HE € JOCTaThbuHO AudepeHuupano. Te
Obpkar OykBH WIH HU(PH, pa3lMo3HABAT OOEKTH CaMO B OOMYAWHOTO WM TIOJOKEHHE, MOHSKOTra
HPOITYCKAT WM H00aBsIT HEHY)KHH eJeMeHTH. Ha Ta3u Bb3pact ce oTOessi3Ba rojisiMa eMOLMOHATHOCT
Ha BB3IPUATHETO, T.€. 100pe ce Bb3IpHUeMa caMo BU3yallHO, sipKo u sxuBo (Baryshnikova, 2018).

Bwrnpeku dakra, ye yueHHIIUTE Ha Ta3W BBh3pacT pa3nuuasaT (opma, IBST, 3BYIIM HA peuTa, Te
BCE OIlle HE MOrar Jia Cce KOHIICHTPUpAT U BHUMATEIIHO Jia pas3rjie]aT BCHYKU XapaKTEPHCTUKU Ha
npeaMeTa, 1a MOAYepPTasiT OCHOBHOTO M ChUIECTBEHOTO B Hero. CienoBaTeTHO B HAYATHOTO YUHIIHILE
YUEHHLIUTE Ce y4aT LEJICHACOYCHO U (hparMeHTapHo JAa uicienBaT npeaMeta. Ilo-Mankure yueHULU ce
y4aT Jia 3a0es3BaT 0COOCHOCTUTE Ha BB3MPHEMaHHS O0CKT.

KpM Kpas Ha HayajgHaTa YyYWIWINHA BBH3PACT, BB3MPUATHETO TP YUCHHUIIUTE CTaBa
CHUHTE3MpAIO, T.€. TC 3al0YBAaT Ja YCTAHOBSBAT BPB3KU MEXKIY CIEMCHTUTE HAa BBH3MPUEMAHOTO
(Volkov, 2013, p. 51). OrpoMHO MOCTH)KEHHE B Pa3BUTHETO HAa BB3MPHATHETO HA YUCHHIIUTE Ha Ta3H
BB3PAaCT € YCTaHOBSBAHETO HAa BPB3KH MEXIy MPOCTPAHCTBO, BPEME M KOJIMYECTBO, MPEXOABT OT
HEBOJIHO BB3MPUATHE KBM II€JIEHACOYCHO HAOJOJCHHE HA MPEAMETH WM OOCKTH, CEICKTUBHOCT IO
ChIBbpIKaHHUE, a HE 110 BHHIIIHA MMPUBJICKATETHOCT.

EnuH oT Hali-BaKHUTE MCUXUYHH TMPOLECH MPHU MO-MAIKUTE YUCHUIU € 6bodparcenuemo. B
mporieca Ha oOpa3oBarenHaTa JeHHOCT HaYalHUTE YYEHHIM [IOJlydaBaT MHOTO OIKcaTellHa
nH(pOpMAITUs, KOSITO U3UCKBA HEMPEKHCHATO Jla Tpech3/aBaT oOpa3u, 0e3 KOUTO € HEBB3MOXKHO J1a Ce
pa3bepe u ycBou yueOHMs Mmarepuasl. OTHadaja0 BbOOpPaKEHHETO MM HE € JOCTaThuHO pa3BuTo. B
HavallHa yYWIWIIHA BH3PACT TBOPUYECKOTO BHOOpaKEHHE 3aloyBa Jia Ce pPa3BUBA KAaTO CIOCOOHOCT 3a
Ch37aBaHe Ha HOBH 00pa3y B3 OCHOBA Ha CHINECTBYBAIU HieH. Taka BhOOPAKESHHETO HA MO-MAIKUTE
YUCHHIIM CTaBa BCE TO-YIPaBIsIEMO.

Mucnenemo € 0T IbPBOCTEIICHHO 3HAaYE€HUE 33 NICUXMYECKOTO Pa3BUTHE B HAYaJIHA yUYMJIUIIHA
BB3pacT. B mbpBU 1 BTOpHU KiIac BU3YaJIHO-OOpa3HOTO MHUCIEHE € JoMuHHpamo. ToBa o3HayaBa, 4e 3a
Jla U3BBPIIBAT YMCTBEHM OIepallvu (CpaBHEHHE, 000OIEHHE, aHAIM3, JIOTHYECKO 3aKIIOYEHHUE), I0-
MaJKUTe YYEHUIM TpsAOBa a pa3uuTaT Ha BHU3yaJlleH MaTepuas. MHCIEHETO Ha MbPBOKJIACHULIUTE €
CBBP3aHO C JTUYHHS UM OIIUT.

K. Ilmaxe, KOWTO W3y4yaBa €TalUTEe HA DPAa3BUTHUE Ha JAETCKOTO MHCIIEHE, YCTAHOBSBA, 4e
MUCJIEHETO Ha 6-7 TONUWIIHO JeTe Ce XapaKTepu3upa C JIB€ OCHOBHM XapaKTepUCTHUKH: 1) jumcara Ha
(hopMupaHe Ha UJICU 3a MMOCTOSHCTBOTO HAa OCHOBHUTE CBOMCTBA Ha HellaTa; 2) HEBb3MOXHOCTTA JIa CE
B3€MaT NPEABUJ HIKOJIKO XapaKTEPUCTUKU Ha OOEKT HaBEAHBK U Aa CE CPABHIT TEXHUTE IPOMEHH -
HeHTprpane (YYeHUIIUTE ca CKIOHHHM Jja 0OpbhIIaT BHUMAaHKE caMO Ha €/THa XapaKTepUCTHKa Ha 00EKTa,
KOSITO € Hail-04eBH/IHA 32 TAX, KaTo mpeHeOpersar octananure) (Baryshnikova, 2018).
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OcHoBHaTa XapaKTEPUCTHKA HA TO3H €TaIl € CIIOCOOHOCTTA J1a C€ M3IIOI3BAT JIOTHIECKH IPaBUIIa
Y TIPUHIIMIIN 110 OTHOIICHNE Ha KOHKPETEH, BU3yalleH MaTepuai. BriocnencTue B mporieca Ha o0yueHne
TE pa3BHBAT CIIOCOOHOCTTA J]a MUCJIAT He B 00pasy, a B konuenuu (Volkov, 2013).

Pa3BuTHETO HA peyma ¢ CBHP3aHO C PA3BUTHETO HA MUCICHETO IPH YUYCHUIUTE OT HAYATHOTO
yumuie. PedeBara IeHOCT Ha 1O-MaJIKUTE YUCHHUIIU CE pa3BHBa B Ipolieca Ha OOLIyBaHE C Bb3PACTHU
U BPBCTHUIM. Pedra mpu mbpBOKIIACHUIIMTE € KOMIIpeCUpaHa 1 HeBoyiHA. [Ipe3 mbpBarta MoJOBHHA Ha
roJIMHAaTa B yYHJIMIIEC ITbPBOKJIACHUIIMTE C€ ydyaT Aa CIYNIaT YYUTENIS U Jla CICAAT JCHCTBHATA MYy.
Brocnencreue Te ce 3amo3HaBaT ¢ AyMarta, ¢ peura Karo 0O0eKT Ha mo3HaHue. Te pa3BUBaT yMEHUS 3a
YeTeHe, OBJAJIBAT NHCAHETO, TpaMaTHKaTa M mpaBonmca. B Objeme ycTHata ped 3amousa Jia ce
pa3BHBa, OOXBAaThT Ha HEWHOTO NPWIOKEHHE ce pasmmpsiBa. Tasu Qopma Ha pedra ce pa3BHBa
MOCTENCHHO B Mpolleca Ha OOyYeHHEe, KOraTo YYUTEIAT HM3HUCKBA OT IO-MAJIKUTE YYEHHIU ITBJICH,
noApoOeH OTrOBOp Ha MOCTaBEHHs BBIPOC. [IMCMeHaTa ped Ha MO-MajKHTe YYCHHUIM € ro-OeiHa OT
ycTHaTa ped, IO-MOHOTOHHA, HO B CBIIOTO BpeMe mo-moapoOHa. Ha Tasm BB3pacT wu3yesBa
eroLCHTPUYHATA PeY, XapaKTepHa 3a MPEAyYUITUIHATA BB3PACT, T.C. MO-MAJKUTE YYCHHUIM CIHPAT Ja
Ka3BaT Ha IJIaC KakBo mpaBsAT. J[o Kpas Ha YETBBPTH KJIAC peuTa HA HAYAIHHUTE YUYCHHIM CTaBa
pa3HoOOpa3Ha MO WHTOHAIMS M PUTHM, MPOM3BOJHA, MO-NMOJAPOOHA, MOHOJOTMYHA W PEYHHKBT CE
yBenn4aBa. [lo-MankuTe yd9eHHIM ce OTIMYaBaT C €MOIMOHAIHA BICYATIMTEIHOCT, OT3HBYMBOCT KBM
BCHYKO HeoOuuaiito u sipko (Volkov, 2013, p. 54).

Emoyuume nipu bpBOKJIACHUIIMTE Ca HEBOJIHU U CE OTKPHUBAT B HAKOM UMITYJICUBHH PEAKLUH
(cMsIX B ypoKa, HapyllaBaHe Ha AMCUUILIMHATA). J[o BTOpW WM TpeTH Kiac obade y4eHHLUTE CTaBaT
MO-CABPKAaHM B H3Pa3siBAaHETO HAa CBOWTE EMOLMHM W YyBCTBa M 3alo4yBaT Ja T'M KOHTPOJHpPAT.
MoTopHHTE UMITYJICUBHH PEaKIiy, XapaKTepHH 3a Jelara B MpeIydrIHIHa Bb3pacT, MOCTENIEHHO Ce
3aMeHAT ¢ pedeBU. KaTo 110 HaCTpOGHUETO Ha MO-MAJKUTE YUYSCHHULM € KU3HEPaJlOoCTHO, EHEPTUYHO U
Beceno. EMoIMoOHanHO cTaOMIHHMTE YYEHHIM OT HayallHa YYWIMIIHA BB3PacT OOWKHOBEHO HMAaT
TIOJIO’KUTEITHO OTHOIIIEHHE KbM ydeHeTo. OCHOBHO €MOLIMUTE HA MO-MAaJKUTE YICHHLIN C€ ONPEAETST OT
JIEeHHOCTTa, HEMHUS yCIIeX, OLIEHKATa Ha YUYUTENsl U OTHOLICHUETO Ha OKOJIHUTE.

VYueOHata NEWHOCT MOpaka MHOTO HOBU uygcmeéa y TO-Mankute ydeHunu. [IpomsHara B
COIIMAITHUS CTAaTyC Kapa MO-MaJKHTe YYEHMIH J1a C€ YyBCTBAT I'OPAHU, PAJOCTHU U JIOBOJHH. 3a€IHO C
TE3M 4yBCTBA CE IMOSBSIBA U YyBCTBO Ha OE3MIOKOWCTBO OT TOBA Ja HE 3a0paBsT HEIO 33 ypOLHUTe, J1a He
3aKbCHEAT 32 Yac. Y CeIIaHeTo 3a OE3MOKOMCTBO MOCTENEHHO H3Ue3Ba MOpaIH MPUCTPACTIBAHETO HA I10-
MAQJIKUTC YUCHHUIHW KbM YUHUIIUIIHUA PCIKUM, HOBUTEC IIpaBUjia U OTTOBOPHOCTH. I[O TPETHU KJIaC y acuara
WHTEH3WBHO ce (opMHUpaT dyBCTBaTa Ha IPYrapcTBO, MPHUATEICTBO M KOJEKTHBU3BM. B Hauanoro Ha
00yUYCHHETO TO-MAJKHUTE YYCHHIH MMOYTH HE CABPXKAT YyBCTBATA CH, HO IIOCTEIICHHO CE Hay4yaBaT Ja ce
IbpXKaT CAbPXKAHO B KJAacHATa CTas, KOHTPOJHMPAHKH MOBEJCHHETO CH. Te¢ He BHHArW Morar ja ca
HasICHO ChC CBOHWTE YyBCTBa M Ja pa3Oupar d4yBCTBaTa Ha Apyrure xopa. He BuHarm morar na
BB3IIPUEMAT MPABUIHO MHMHKUTE, HM3Pa3sBallld €IHO WM JPYro 4yBCTBO. IIOHSIKOra TBIIKYBaT
HOTPEIIHO U3PAKEHUETO HA YyBCTBATA HA APYTUTE, KOSTO BOJM JI0 HEA/IeKBaTHATA UM peakIus. Y4ar ce
Jla KpUSAT YyBCTBOTO CH Ha CpaM M Jia CIbp)KaT THeBa ch. TsXHaTa arpeCHBHOCT € IO-M3pa3eHa BbB
BepOasiHa popma, Te He ce OUsT, a ce HarpyoOsaBaT U APa3HSIT.

UyBcTBarta npu Aeua B HaualHa YYMJIMIIHA Bb3PacT C€ pa3BUBAT B TACHA BpPb3Ka ¢ gonama. B
oOpazoBaTenHHMs TpPOLEC C€ HamaraT pa3iiyHd  W3UCKBAaHHUS KbM IO-MAJKHTE yUYCHHIIH.
Heo0xonumocTTa a ce MOAYMHSABAT HA TaKMBAa M3MCKBAaHUs ce MPEBpbLIa B Hal-BaXHHS (PakTop 3a
TpeHupaHe Ha Boisita. [loBeneHMETO Ha IBPBOKIACHULUTE YECTO CE€ XapaKTepusupa ¢
J€30PTaHU3UPAHOCT, JIUIICA HA OpPraHu3alysl U JHUICAa HAa AUCLUIUIMHA. Te HAMAaT JOCTaThYHO CHJa Ha
BOJISITA Ja CE CABPXKAT, Ja HE TOBOPAT MO BpeMe Ha ypoka. TAXHOTO BOJEBO MOBEACHUE JO TojsiMa
CTENEH 3aBHCH OT MHCTPYKLHUHUTE M KOHTpOJa Ha Bb3pacTHHUTE. Ilo Bpeme Ha HayanHUs NEpPUOX Ha
o0y4yeHre MOo-MaJKUTE YYEHUIM CE€ HaydaBaT Jla yIIPaBisiBaT CBOETO IOBEICHHME M B Kpas Ha IIbpBaTa
rOJIHA OT 00YYEHHETO AUCHUILTMHUPAHOTO MTOBEICHHE CTaBa MPUBUYHO 32 TSX.
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CriocoOHOCTTa Ha MO-M@JIKUTE YYEHHUIM JAa PEryjIupaT IIOBEACHUETO CHU JAOIpHUHACA 3a
Pa3BUTHETO Ha CIIOCOOHOCTTA Jja KOHTPOJIMpAT COOCTBEHUTE CH JIeCTBUS, OlarofapeHue Ha KOETo ce
pa3BUBa camoouenkama. Pa3BUTHETO Ha CaMOOLIEHKAaTa MpH IMO-MAJKUTE YYEHHIH 3aBUCH OT
aKaJeMUYHUTE UM MOCTIKeHHA. [loBedueTo OT MBPBOKIACHUIMTE OLEHSABAT paboTaTa cuM B KJlacHATa
CTas ¥ HUBOTO Ha IOJY4YEHUTE 3HAHWUA JAOCTa BUCOKO, T€ Ca JOBOJHM OT ce0e CH U OT ycnexa cu. Bus
BTOpH KJlac o0aye caMOOlIeHKaTa Ha yueOHaTa AEHHOCT PA3KO HaMallsBa 3a MHOTO YUYCHHUIH, a B TPETH
KJIac OTHOBO C€ MOBMIIABa. 3a J1a C€ pa3BHE aJCKBaTHA CAaMOOILIEHKA y MO-MaJKHUTE YYEHHUIH, €
HEo0X0/MMO J1a ce ch3/1a/ie atMocdepa Ha IICUXO0JI0THIecku KoM(opT B KiacHarta cras. ToBa 03HaudaBa,
Ye yYUTeNsAT He TpsAOBa Ja OLEHSABAa JUYHOCTTA Ha TO-MaJKWTE YYEHHIH, a pe3yirara OT TAXHATa
oOpa3oBareiHa JIeHHOCT, a CpaBHSIBA MOCTIKEHUATA HA MO-MAJKUTE YYCHUIH C TEXHUTE MOCTHKECHUS
OT TPEIWIIHM eTalyd M Ja HachpyaBa JOPU MaJKd ycmexu B oOydeHnero. CTUIBT Ha CEMEHHOTO
BB3MUTAaHUE € OT TrOJIIMO 3HAUYEHHE 3a Pa3BUTHETO Ha CAMOOIICHKAaTa IMPH MO-MAJKHUTE YYESHHUIIH.
VYdyeHnuuTe CbhC 3aHIKEHa WM HUCKAa CaMOOLCHKa YECTO pas3BHBAaT UYYBCTBO 3a COOCTBEHa
HEMBJIHOLICHHOCT U JOpH Oe3HanekaHocT. CaMOOLIEHKaTa Ha MO-MaJIKUTE YYCHUIH CTaBa I0-aJeKBaTHA
U nudepeHnrpana eBa KbM Kpas Ha HAa4aTHOTO YUWIIUIIE.

JluuHocTTa Ha ydeHHKa ce ¢dopMupa B odwyeanemo. KomyHUKalusaTa ¢ BPBCTHHIUA U
BB3PACTHH CIIOMara 3a MCUXOJOTHYECKOTO pa3BUTHE MPU yueHUIUTE Ha Bb3pact 6-11r. (Volkov, 2013).
Ome OT mbpBUTE AHM HA TPECTOS CH B YYWIMIIEC ITHPBOKJIACHUIIMTE CE BKIIOYBAT B TIpolieca Ha
MEXYJTHYHOCTHO B3aUMOJICHCTBHE ChC ChYYECHUIM WM yuuTenu. [Ipe3 msnara HadanHa yYWIUIIHA
BB3pacT TOBa B3aMMOJCICTBME MMa ONpeieieHa TUHAMHKAa W MoJenu Ha paszButHe. Cucremara Ha
B3aMMOOTHOIICHUS JIeTe-yUUTEN Ha Ta3H Bh3PACT CTaBa [EHTPAJIHA, ThI KaTO MIMEHHO OT YYHUTEIs U/IBa
OIlEHKaTa Ha TIOBEJACHUETO M JEHCTBUATA HA YYCHUKA, UMEHHO 4Ype3 YUUTelNsl MO-MaJKHUTE YYCHUIH
BB3MPHEMAT CBOMTE ChYUCHHUIM. B HayaaHa yqwmIIMIIHA BB3pAacT YUCHHUIMTE BCE OLIE HE Ca M3TPaJniiv
COOCTBEHH HarJlaCH W OLICHKH KaKTO 3a ce0e CH, TaKa M 3a CBOMTE ChYYCHHUIIH; Te O€3yCIIOBHO NMpHUEMaT
W YCBOSIBAT OLICHKUTE HA YYHTENS, KOHTO € TEXHUSAT aBTOPUTET. YUHTENAT OILCHSIBA YCIEXUTE W
Heycrnexute B 00y4eHHETO Ha YUYCHHIMTE OT Ta3d BB3pacT, TEXHUTE MOPATHM KauyecTBa B Pa3IUdHU
KUTEHWCKH CUTYaINH, 3 BpPhCTHHIIUTE BH3IPUEMaT TOBA KATO OCHOBHH XapaKTEPUCTHKN Ha JINYHOCTHUTE
KayecTna.

[Ipu bpBOKJIACHUIIUTE KOMYHUKAIMATA ChC ChYYCHHUIIU IO MPABIJIO OTCThIIBA HA 3aJICH IUIAH.
B nauanoto Ha 0O0y4YEeHHETO MO-MANKUAT YYEHUK € MOT'BIHAT CaMO OT YYEHETO M OOIIyBa MAJKO ChC
cpydeHunuTe cu. HabGmromeHusTa moka3par, 4e MbPBOHAYATHO ITHPBOKIIACHUIINTE KATO Y€ JIK W30srBaT
JNIUPEKTCH KOHTAKT MOMEXKIY CH, BCEKUA OT TSIX BCE OIIE € ,,caM Mo cebe CHU* M OCHIIECTBABAT KOHTAKT
MOMEXIy cu 4upe3 yuutensd. [Ipe3 BropaTa winm Tperara roguHa Ha OOy4YeHHE KOHTAKTHTE ChC
ChYUYEHHIIUTE CTAaBaT MO-TECHH. 1€3M MPOMEHW ca CBHP3aHH IPeIrd BCHYKO C HOBO OTHOIICHHE KBHM
YYEHETO U JIMYHOCTTA Ha YUUTEJIs, KaTO JIMYHOCTTA HA YYUTEJNS CTaBa MO-MajJKO BaXKHA 32 YUCHUIIUTE.
Ha 9-10-romumna BB3pacT YYEHHUIMTE MHOTO IO-OCTPO TPEKUBSIBAT 3a0€NEKKHUTE, MOTYYCHH B
MPUCHCTBUETO HAa CHYUEHUIIW, T€ CTAaBaT MO-CPAMEXIIMBM W 3alloyBaT Ja Ce cpaMyBaT HE caMO OT
HETIO3HATU Bh3PACTHHU, HO M OT HEMO3HATH JIella HA COOCTBEHATA CH BH3PacT.

HavanmnaTa yuunauinHa Bh3pacT € BAXKCH MEPHO B PA3BUTHETO HA JIMYHOCTTA HA JCTETO, MOPAIH
KOETO MO3HABAHETO HA OCOOCHOCTUTE Ha ICHUXUYECKOTO pa3BUTHE HA JiellaTa Ha Ta3d BB3pacT € OT
0CO0EHO 3HAYCHHE.
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Pe3zome

Yuenuyume npexapsam zonsma uwacm om scusoma cu 6 kiachama cmas. Ilpuopumemna 3adaua na yuumenume e
cv30asanemo Ha 6e30nAcHa U Opeanusupana cpeda 6 kiachama cmas. Menuddcmvum Ha Kiaca e cneyuguuna
obnacm 6 medazozukama, c8vpP3aHA ¢ pabomama Ha yyumenume no cv30aeanemo Ha Oe3onacha yuebna cpeoa
(Ivanov, 2005). Ynpasnenuemo na kiachama cmas e c8bP3anHO C 6CUUKU OCUCMEUS HA yHUmMenume, HACOYEHU KoM
cv30asane Ha cmumyaupawa yuebna cpeda. Tosa ekmouea: ynpaenenue Ha NPOCMPAHCMBOMO, 6PEeMeno,
detinocmume, mamepuaiume, mpyoa, COYUAIHUME OMHOULEHUS, NOBEOCHUENO HA YYeHUYUMme.

Knrouoeu 0yMll.' MEHMd?fCM'me, Klac, KiacHa cmas, ydume, cmujloee Ha ynpdaesjleHue 6 KiacHama cmas, Kiumam 6
KiacHama cmas

Abstract

Students spend most of their lives in the classroom. The priority task of teachers is to create a safe and organized
environment in the classroom. Classroom management is a specific field in pedagogy related to the work of teachers
to create a safe learning environment (Ivanov, 2005). Classroom management is related to all the actions of
teachers aimed at creating a stimulating learning environment. This includes: management of space, time, activities,
materials, work, social relations, student behavior.

Keywords: Management, class, classroom, teacher, classroom management styles, classroom climate.

VYnpaBieHHeTo Ha KjacHaTa cTasi, KaTo OTHOCHTEJIHO HOBa KOHLENIMA B oOpa3oBaTeiHaTa
MICUXOJIOTHS, C€ OTHAcs A0 POJsATa Ha YUUTENS B Mpolieca Ha MpenofaBaHe M y4YeHeE, 10 Ch3/AaBaHE Ha
Oe3onacHa M cTUMyiupamnia ydyeOHa cpena. To3u TEpMUH chueTaBa JHUYHOCTTA HA YYHUTENsI, HETOBHUTE
CIIOCOOHOCTH ¥ NPO(ECHOHATHO TIOBEACHUE, NPEIHA3HAUYCHH Ja OOCOWHAT BCHUYKHM HETOBH
npodecHoHaNHN POJIM, KAKTO M MPOLECUTE, MPOTUYAINM B YUEHHUYECKHS KJIAC M PE3yJNTaTHUTE OT Te3H
nponecu. ['omsim Opoil m3cieABaHUs, KOUTO €€ 3aHMMABaT C PA3IUYHM BIMSAHUS BBPXY YUHIUILHHUTE
noctikeHus Ha yuenunute (Wang et al., 1993), nocouBar, 4e u3Mexy 228 MpOMEHINBU YIIPABICHUETO
Ha KJIacHAaTa cTas uMa Hal-TIPSKOTO Bh3JEHCTBHE BHPXY MOCTHKEHHUATA HA YICHUITUTE.

VYIpaBneHHETO Ha KJacHaTa CTas BKJIIOYBA MHOTIO acHEKTH: YNpaBIEHHWE Ha MPOCTPAHCTBOTO,
BpPEMETO, JECHHOCTHTE, MaTepUalINTe, TPyAd, COLUAIHUTE OTHOILCHHUS, MOBEJCHHETO HA YYEHUIUTE.
CrnemoBaTeslHO Ta3W KOHIEMNIMS € CBbpP3aHa C MIMPOK CHEKThP OT MPEANpPHETH ACHHOCTH OT yYUTENs B
KJIacHaTa CTas, KaTo MOJApeXAaHe Ha (PU3UUECKOTO MPOCTPAHCTBO, AeUHHpAHE U MPAKTUKYyBaHE Ha
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MpOIIENypUTEe B KjacHaTa CTas, HAOJMIOJCHHWE HA TIOBCACHHECTO HA YUYCHHWIIUTE, CIPaBSHE C
HCANCHUIINIMHUPAHO IMOBEACHUEC, HAChpUYAaBaHE Ha OTTOBOPHOCTTAa Ha YYCHHUIIMTE 3a YUCHEC, IPCIIOJaBaHC
Ha ypolu O TaKbB HAYMH, Y€ Jd HaChbpYaBa OPUCHTHUPAHCTO HAa YUYCHHUIHUTC 3a PCIIABAHC HaA 3aJa4YUTC
(Watkins & Wagner, 2000).

VYnpaBineHneTo Ha KiacHaTa CTas € eIHa OT Hai-BaKHUTE POJIM, M3IBJIHABAHU OT YUHUTEIIHTE,
3alI0TO TOBA ONpeneNs YYUTENCKH ycneX. EdekTuBHHTE yuuTenn ca e(eKTUBHU C BCHUKH YUECHHUIN
HE3aBUCHMO OT Pa3MYHHUTE HUBA Ha MOCTIKEHHS M XCTEPOTEHHOCT B TEXHUTE KinacoBe. EQextuBHUTE
MEHWDKBPH B KJIACHATa CTas ca Te3W, KOUTO pa3dmpaT W M3MOI3BAT crenuduyHu TexHuku. [lopu ako
YUWIIMILETO, B KOETO paboTAT, € CUIHO Hee(heKTUBHO, OTAEIHUTE YYWUTENH MOTaT Aa JOoNpHHecaT 3a
noo0psBaHe HAa 0Opa30BaHUETO.

EdextnBHOTO mperogaBaHe € e€QHA OT Hal-BAXHUTE TEMHM Ha 0Opa30BaTEIHATA ICHXOJOTHSL
MHoro0poiiHu ca (QakTopuTe, KOUTO BIHSAT BHPXY €(DEKTUBHOTO IMpPENOJIaBaHE W MOCTHIKEHUSITA Ha
yueHunure. M3cneaBanusra nokaspar, 4ye JEMCTBUATA HA YUYUTENHWTE B KJacHaTa CTas ca Hal-BaKHU B

CpaBHEHHE C BCHYKO, KOETO IMPaBAT 0Opa3oBaTeIHATE W ydmmiHuTe Biactu (Marzano & Marzano,
2003).

C’LH.[CCTBYBaT pas3siiMyHu  1OOAXOJAW KbM  HM3CJICAOBATCIICKUTEC q)aKTOpI/I 3a C(I)CKTI/IBHO
MpernogaBaHe U y4Y€HE 110 OTHOIICHUC HA YYUTCIIUTE. Hsaxon aBTOpH 06meaT BHHMaHHC HA JIMYHOCTTA
Ha YUYUTCIA, a APYyru noadepraBaT pPOJIUTE U KOMIIETCHTHOCTUTC Ha YYMUTCIIA. Hanocnemﬂc MHOTI'O
ABTOpH CC 3aHMMaBAT C KOHICIIIHATA 3a YIPABJICHUC HA KJIaCHATaA CTas, KOATO 06XBaH_Ia BCHYKH TC3HU
ACIICKTU U KOATO C€ OCHOBABa Ha PCAJIHOTO IMMOBCACHUC HAa YUUTECIIA B KJIaCHAaTa CTas.

Hsikon oT XapakTepuUCTHKUTE HA YCIECIIHUTE YYUTENH ca: TOIUIMHA, J0OpOTa, APYyXKEeIOHOCT,
JIEMOKPAaTUYHH HAarjacH, KOOIEpaTHBHOCT, IMOCIEAOBATEIHOCT, OTBOPEHOCT HAa MUCHITA M IIUPOKU
uHTepecu. JloOpuTe yduTenu ce OMHMCBAT M KAaTO XOpa, HBIHU ¢ pa30bupaHe 3a MpoOiieMuTe Ha
YYEHHLIUTE, TOTOBU J1a UM IIOMOTHAT, MO3BOJISABALIM PAa3/IMUHU IEHHOCTH B KJacHaTa CTas, KakTo U
MoJUIbpKaHe Ha peja, YyBCTBO 3a XyMOp M J0Opo IMo3HaBaHe Ha yueOHUTE mpeameTd. OT KIF0YOBO
3HAUYEHUE € Y4HTeNsd: na ObIe ChpledeH, pa30upail W MPUATEICKHM HAcTpOeH; Ja ObJe OTrOBOpEH,
npodecHoHalIeH M CHUCTEMATHYCH; Ja MMa CTHMYJHUPAIIO MOBEJCHUE, BHOOPAKCHHE U E€HTYCHA3bM.
BaxHu ca W eMOIMOHATHUTE XapaKTEePUCTHUKU, KaTO CHIPUYACTHOCT, €MOIMOHAIHA CTAOMIHOCT U
CaMOKOHTPOJL.

3a nma Objae ycHelleH, YYUTEIAT TPsAOBa: Ja MMa BH3Ms 3a OBICIICTO; Ja ObJIe OTHAJCH Ha
mpolieca Ha yNpaBisBaHETO;, Ja MOCTaBs HA MPEJCH IUIaH Xopara W JIMYHUS MPUHOC Ha BCEKH, Ja
0011yBa OTKPUTO, YECTHO, MMO3UTHBHO, emmaTuiino. (Todorina, 2010). Yuurensat He TpsOBa 1a 3a0pass,
4e BCSAKO JIETE € IMYHOCT.

DyHKIMH, H3MBIHABAHU OT €(DEKTUBHUS YUUTEL:
* U36upa, n3paboTBa 1 N3M0I3Ba Hali-e()eKTUBHUTE CTPATETUH 32 00yUCHHE;
* [IpoekTrpa y4eOHa mporpaMa B KilacHaTa CTasi, KOSITO YJIeCHsBa YICHETO Ha YICHUIIUTE;

* [Ipu pa3paboTBaHETO Ha y4ueOHA mMporpama B3eMa MPEIBUA HYKIWTE HA YICHHUIMTE HA
KOJICKTUBHO U I/IHZ[I/IBI/IZIyaHHO HHUBO, HC pa3qHTa caMO Ha HpeI[OCTaBeHI/IfI y‘Ie6HI/IK OT CBOBCTHATa
o0uacT;

* [Ipunara npaBuia u paznopendu u Hanara aucuurMHapau neiictus (Calderon, 2019).
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3a Ja M3IIBbJIHHU BCHYKHU TC3U (byHKLII/II/I, YUHUTCIIAT TpSI6Ba Aa TPUTCIKaBa MNOAXOAAIIHN
KOMIIETCHTHOCTH, KOMTO IPCJACTaBIABAT KOM6I/IHaI_II/IH OT 4Y€pPTH, CHOCO6HOCTI/I, 3HaHHUA WU YMCHMHA.
VauTeackuTe KOMIIETEHTHOCTH ca KOM6I/IHaI_II/I5[ OT NICOAAroru4ycCKu U COnraIHu KOMIICTCHTHOCTH.

YuuTenaT Karo MoOAepaTop Ha MpOLECHUTEe B Kjaca MMa ome egHa (QyHKOHUA U T € —
[IPEBAaHTUBHATA, T.€. CbC CBOUTE ACHCTBUS U CTWI Ha PHKOBOJACTBO Ja HE JIONycKa IosBaTa B Obelle
BpEME Ha CEPHO3HU KOH(DIMKTH, HETATUBHH NPEKUBSBAHHUS U MCUXOTpaBMU y yueHuuute (Mavrodiev,
S., 1996).

Pabortara Ha yuuTess € Ja OTKpHe, Ja ChOyKIa U Ja HOAAbp:Ka MOTHBALIUATA HA YUCHHUIIUTE Ja
y4ar ¥ Jia € aHTaXHUpar B NIEHHOCTH, KOUTO BOJAT J0 yUeHE. YUCHUIINTE Ca CKJIOHHHU JIa BIIOKAT MHOTO
YCHIIMS, KOraTO MM € HMHTEPECHO W IPHITHO, KOraTo BIXKAAT yclexa OT paboTara cu. YMepeHarta
3aMHTEPECOBAHOCT CTUMYJIMpa yueOHus mporiec. Koraro HAMa 3anHTEpECOBAHOCT, YUSHUIIUTE PaOOTAT
3711 Wik BhoOIIe He paboTsT (Lecheva, 2009). B To3u KOHTEKCT € HE0OXOAUMO Ja ce 00bpHE BHUMAHUE
Ha CPEJCTBaTa, Ype3 KOUTO YUCHHUIIUTE MOTaT Aa ObJaT MOTHBHUPAHHM Jla BiIaraT YCHIIMATA, M3UCKBAHH 3a
YYEHETO.

OT W3KIIOYMTENTHA BaXXHOCT € M CBOEBPEMEHHAaTa OOpaTHa BpB3Ka — YYEHHK — YUYHTeL.
AnexBaTHaTa M CBOEBPEMEHHa o00OpaTHa Bpb3Ka € M3KIOYATETHO BaKHA 3a KadyecTBOTO U
eeKTHBHOCTTA Ha yueOHMs mpouec. Upe3 oOpaTHaTa Bpb3Ka MOXKE J1a c€ MPELEHN 10 KaKBa CTEIEH ca
MMOCTUTHATH TPEABAPUTENHO (OpMyNHpaHHTE IIeNH, HAIWIE JIM € yCIIeX W HamlpeabK, KOETO OT CBOS
CTpaHa BOJAM 10 MOBHIIABaHE HA PABHUILIETO HA JIMYHATA YJOBJIETBOPEHOCT, HA KOMIIETEHTHOCTTa U
YBEPEHOCTTa NpH AePUHUPAHETO HA OBJIEIIN [ENH.

KoHTponbT W oOllEHKaTa OCBIECTBSBAT MOTHMBHPAILO Bb3JeHcTBUE. BakHO € MOocTaBeHUTE
W3KUCKBAaHHS Jla ca SICHH, OIICHKaTa Ja ChOTBETCTBA Ha TOJOXeHWTe ycwiws. Jla mma pasHooOpasue B
MIPWIAraHUTE METOAM M CTPATEeTHH 3a U3MKUTBAaHE U olleHsBaHe. CruiieH MOTHUBHUpAII (GaKkTop 3a JUIHOCTTA
ca MOCTUTHATUTE OT Hesl yCIeXH B yueOHaTa IEHHOCT KaKTO KaTo pe3yJiTaT, Taka U KaTo IPeKUBsIBaHE Ha
YCHEIIHOCTTA HAa JAEUCTBUETO. YCHEIIHUTE ACHCTBUS CTUMYJIUPAT YUYCHULIUTE, IMOBUIIABAT TIXHATA
YBEPEHOCT M aKTUBHOCT B 0oOydeHHeTo. BrcokaTa OIeHKa WIIM MMOXBaja OT YYHTEIS € M3TOYHUK Ha
TIOJIOXKUTEITHA TIpeXuBsiBaHusA. KpuTukara € HeoOXomuMo aa ObjJe KOHCTPYKTHBHA M HACOYEHA KBM
paboTaTa Ha YUYCHHIIUTE, a He KbM TAX camuTe. CpaBHSIBAHETO HAa YUCHUIIUTE €UH C APYT HE € yIa4HO.

IenechoOpa3sHO € W3MOI3BAHETO HA PA3IMYHU TMOAXOAM 3a MPOBOKUpPAHE W MOIIAbpKAHE Ha
HHTepeca KbM yueOHus marepuas. (Oco0CHO 3HAUYMMO MSACTO 3aeMaT pa3sHooOpasHuTe (HOpMHU Ha
MpernojaBaHe, JaBaHETO Ha OOpaTHa Bpb3Ka, ©()EKTHBHOTO M3IOJI3BaHEC HAa CHCTE3aTEIICH CIICMCHT,
WHIWBUAYaHHUS TOJXOJA, CBBP3aH C OMO3HABAHETO HA OTICIHUTE YYCHHWIIM, HW3MOJ3BAHETO Ha
MTOIXOJISITIIA TEXHOIJIOTUH, MaTEpPHUaJl U TIOMOIIIHYU cpencTBa u ap. (Slavin, 2003).

Crpiio Taka TpsaOBa na ce oTOeNexH, 4e poyira Ha MPOoQEeCHOHATHUS OMUT, KOUTO OTACITHHS
YUUTeN MpU00KMBa ¢ BPEMETO, CBHIIECCTBEHO CE OTPa3sBa BHPXY CJEIBaHHS OT HEro CTUJ Ha padoTa ¢
yuenurute (Slavin, 2003). Yumremst TpsOBa ma TpermogaBa ypOIMTE C JKEJIaHHWE, Ja TMOKake Ha
YYEHHUIIUTE KOJIKO BBJIHYBAII € IPESIMETHT U 110 TO3W HAUWH JIa PEAU3BUKA HHTEPECA UM.

KiacHaTa ctas e myOJMYHO MSCTO, a YYUTENAT € BUHArd Ha ciieHata. ChOuUTHSITA Ce CIIydBaT
OBpP30 M HsAMA JOCTATHYHO BpPEME 3a MHUCJICHE Mpeau Ja ce JeiictBa. MHOro Hem@a ce Clay4Bar
€JIHOBPEMEHHO, & HEIIOCPEICTBEHUTE OOCTOSATENICTBA BIMSSIT HA ChOUTHSITA.

Ta3u ciaoxHa Cp€aa N3KMCKBa YIIPABJIICHUC Ha KJlaCHATa CTas, KOCTO BKIIOYBA: IINPOKU IO3HAHUA
3a TOBA, KOCTO € BEPOATHO [1a CC€ CIIy4YU B KJlaCHAaTa CTasd, CIIOCOOHOCT 3a 6’Bp30 O6pa6OTBaH6 Ha ToJIsIMO
KOJIMYCCTBO I/IH(bOpMaI_[I/IH 1 YMCHUS 3a U3BBPIIBAHC HA Gq)GKTI/IBHI/I HGﬁCTBHH 3a ObJBI IICPUOA OT BpEME.
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Cnopen H. Maptun u b. bonaynn (Martin & Baldwin, 1993) ynpaBiennero Ha KiacHaTa cTas €
MHOTOCTpaHHa KOHCTPYKIMS, KOSTO BKJIOYBA TPU IMUPOKH HM3MEPCHHUS: JIMYHOCT, IPENojaBaHe H
TUCIHMILINHA. JIUYHOCMHOMO u3MepeHue BKIIOUBA YOCKICHHSTA HAa yYUTENs OTHOCHO JUYHOCTTA Ha
YYEHHKA W JICHCTBUATA HAa YUUTENNUTE, KOUTO JAONPUHACAT 32 UHIUBHUIYaTHOTO Pa3BUTHE HA YUCHHIIUTE.
ToBa n3MepeHHe € CBbP3aHO C BH3IMPHEMAHETO OT YYMTENsl Ha OOMIMs XapakTep Ha CIIOCOOHOCTUTE Ha
YYCHUIINTE, MOTHBAIMATA M ISUIOCTHHS TICUXOJIOTHYECKH KIUMat. [lpenodasamenckomo usmepenue
BKJIFOYUBA BCHYKO, KOETO YUYHTEISAT MPAaBH, 32 Jla YCTAHOBH U IMOJIbpIKA yU4eOHHM ACHHOCTH B KJIacHaTa
cTast, PU3MYECKOTO MOIPEXkKTaHe HA MPOCTPAHCTBOTO M M3IOI3BAHETO HA BpeMeTO. TpeToTo u3MepeHue,
oucyuniuxa, ce OTHACs IO NEHCTBUS, MPEANPUETH OT YUYHUTEISd 3a YCTAHOBSIBAaHE HA ITOJXOJISIIH
CTaHJIapPTH Ha MOBEJCHHUE B KJIacHATa CTasl.

Knumamvm ¢ knachama cmas € TACHO CBbP3aH ¢ yueOHATa cpejia M Ce pasriieka KaTo OCHOBEH
(akTOp 3a MOBEJICHUETO M YYCHETO B KiIacHaTa cTas. KilacHUTe cTam, KOUTO Ce XapaKTepU3Upar ¢ Io-
rojsiMa CIUIOTEHOCT M HACOYCHOCT Ha IIeNUTe, MO-Mallka CTEeIeH Ha Je30praHu3anus M KOH(MIUKTH,
mpejyiarat mo-a00py Bb3MOXKHOCTH 32 YUCHE M CIICIOBATEIIHO yUSHHIIUTE cTaBaT ycnemHu (Adelman &
Taylor, 2005). B3auMHOTO yBaxkeHHE U pa30UpaHe CHIINO € ChIIECTBEH €JICMEHT OT KJIMMara B KJlacHaTa
ctas (Miller & Pedro, 2006). MHOT0O BaskKHO € J1a c€ Ch3Iajie IOAXO/SII KIIMMAT B KJIacHaTa CTasl, KbIETO
YYCHHUITUTE a OOMEHAT WJeH U Ja M3CIeABaT HOBO Y4eOHO ChIbpKaHWe. 3a Ja W3IBIHM Ta3W 3aj]ada,
YUUTEIST TPSOBa Jla MPaKTHKyBa CTHJI HA yIPaBJICHUE B KJacHATa CTas, OCHOBAaH HAa KOHCTPYKTHBHH H
MPOJYKTUBHU B3aUMOOTHOIIEHUS C yUESHUIIHUTE.

JeMOKpaTUYHOTO PBKOBOACTBO B KjacHAaTa CTas O3HAYABA YUYMUTENAT Ja C€ CUMTA 32 €AHH OT
YJICHOBETE Ha KJIacHaTa OOIIHOCT, Ja OOMEHs MHEHMS C YUYCHHUIIUTE, Ja T'M BKIIIOUBA B JIEHHOCTUTE U J1a
JlaBa yKasaHus, HO 0e3 ma momuHMpa. [log00HO TOBeneHHWE Ha YYMTElIsd HAachpuaBa YUCHHUIMTE Ja
mpueMart o0ma paboTa, 1la TTOeMaT OTTOBOPHOCTTA 332 CBOUTE YYHIIHUINHU 33bJDKCHHS, Ja OINPEeNsT
BHUCOKH CTaHJapTH Ha 00ydeHue u Ja ObJaT MOTUBHUPAHU 33 TIOCTHIKCHUS.

H. Maptun u b. bonaynn (Martin & Baldwin, 1993) pasrpanuuaBar Tpu OCHOBHHU CTWJIa Ha
yIpaBJieHHE Ha KJlacHaTa cTasi. Te3u CTHUIIOBE ce OCHOBAaBaT Ha KOHLENIMH, popMynupanu o Walfgang n
Glickman (1980), obsacHsBamy BIpBaHUATA HA PA3TMYHUTE YUUTETH OTHOCHO TUCLUIUINHATA. Te roBOpAT
3a KOHTMHYYM, KOWTO TIpEACTaBlsiBAa TPH TMOAXOJA 334 B3aWMOJCHCTBHE C YYCHHUIIUTE -
HEUHTEPBEHIIMOHUCTKY, HHTEPBEHIIMOHUCTKI U UHTEPAKLUOHUCTKY. Heunmepsenyuonucmxusm nooxoo
ce OCHOBaBa Ha YOEKICHHETO, 4Ye YOBEK MMa CBOM COOCTBEHU HYXIH, KOUTO Jla M3pa3siBa M M3IIBJIHSIBA,
Taka 4e Y4YMTEeNAT [a UMa MHMHUMAJEH KOHTPOIN. Mumepeenyuonucmkusm nooxo0 e OCHOBaH Ha
yOeXXICHHETO, Y€ BBhHIIHATA cpella (XopaTa M ChbOPBKCHHUATA) BIMsE TI0 ONpe/elicH HAYHH Ha YOBEIIKOTO
pa3BHTHE, TaKa Y€ YYUTEIAT € CKIOHEH Ja MOCTUTHE IbJEeH KOHTPOJ. MeXIy Te3u IBe KpailHOCTH e
UHMEPAKYUOHUCTIKUAM NOO0X00, KOWTO ce (OKycHupa BBPXY TOBA, KOETO HWHIMBHABT IIPaBH, 3a Ja
MPOMEHU CpelaTa, KakTO W KaK cpejaTa BiIWsie BbPXY HMHAUBHIA. B TO3M ciy4ail KOHTPOIBT BBPXY
CHTyallMsiTa B KJACHATa CTasg Ce€ CIOJeNs MEXIy yuuren W ydeHund. Mwaiikm mnpensun
XapaKTepUCTUKUTE HA MPOIYKTUBHUS KIMMAT B KJIaCHATa CTasi M HAYMHHUTE 32 Ch3J[aBaHETO My, MOXeE Jia
ce Kake, Y€ WHTEePAKIMOHHUCTKHUAT CTWJI Ha YNpaBJeHWE HAa KJacHaTa cTas € Hai-moOpus HayuH 3a
U3rpaXkJaHe Ha CTHUMyJMpama ydyeOHa cpeja - KIMMaT B KJIAcHaTa CTas, KOMTO IIe JoBeAe A0 Haii-
JOOpHTE MOCTIKECHNUS Ha YICHUIINTE.

CTuIrbT Ha ynpaBiieHUE Ha KJacHaTa CTas Ha yYUTEIWTE € MHOTO BakeH (akTop 3a epeKTHBHO
npernojaBane, 0COOCHO KaTo ce MMa MPEABUJ MOCTIKEHHUITA HA YYCHUIWTE B yUWIHUILE. YUYHUTENAT, 32
KOWTO XapaKTEepeH CTWJI Ha YIpPaBICHHE € HHTEPAKIMOHUCKHUA, HachbpyaBa B3aUMOJCHCTBHETO H
ChTPYJHHUYECTBOTO B KJIACHaTa CTasg, 3a4dTa JIMYHOCTTA Ha YYCHHKA, OLCHSIBA WHUIMATHBHTE,
WHTEpECUTe M HYXJIUTE HAa YYEHHLUTE, M3MO0JI3Ba METOAM Ha IMpernojaBaHe M MaTepuaid, KOUTO
[IOJTy4aBaT IIbJIHA AKTUBHOCT HA LENH KJIAC 110 BpEMe Ha ypOLUTE, IPOEKTUPA NEHHOCTH, HACOYEHH KbM
Y4EHETO, LIeNU MpWIaraHe Ha MPOLEIypH 3a M3rpa)kAaHe Ha IOJOXKHUTENIHA NUCIMIIIMHA, OCHOBAHA HA
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CaMOKOHTPOJ M OTIOBOPHOCT Ha yueHunure. HakpaTko, y4UTENAT-UHTEPAKIUOHUCT CIIOAEIA
OTTOBOPHOCTTAa 3a CUTyallMsiTa B KJacHaTa cTas ¢ ydyeHuUuuTe. Taka TOM JompuHacs 3a COLMATHUS
KIIUMaT, KOWTO CTUMyJMpa YYEHETO W JMYHOCTHHSA pacTe)k Ha HeroBute ydeHunw. llopanu
MTOJIOKUTEITHUS COIMAJICH KIIMMAT M BKJIFOYBAHETO HA YUYCHUIIUTE KaTO aKTUBHU YYaCTHUIIM B IIpolleca Ha
mpernogaBaHe W oOydeHWe, KiacHarta cras CcTaBa Oe3omacHa W CTUMylupama ydeOHa cpena.
CrnemoBaTellHO TakbB YYHUTENI € B CHCTOSHHE [la TOCTHTHE HAW-MOOpH pe3ydaTatd B 0Opa3oBaTEITHUS
Tpol1Iec.

B O6pa3OBaTeHHaTa IMMpaKTHKa € HCO6XO,I[I/IMO JAa CC OLCHU KOHKPCETHUSA CTHUII Ha MPCIIOJaBaAHC U
CJIC TOBa Oa C€ ITOJIOXKAT YyCUJIMA 3a HOIIO6p$IBaHe Ha HEroBara e(beKTI/IBHOCT. HanexxaHnara oreHka Ha
CTWJIa Ha YHPAaBJICHHUC Ha KJIaCHAaTa CTad Ha YUYUTCIA MOXE Ja 6’I)IIC OCHOBAaTa 3a IUIaHUPAHE Ha
HpO(l)eCI/IOHaJ'IHOTO Pa3BUTUC HA YUUTCIIUTC.

E(l)eKTI/IBHOTO H3II0JI3BAHC HAa TCXHUKUTC 3a YIIPABJIICHUC HA KJIaCHATa CTasd MOXKXC APACTUYHO Ja
IMOBUIIMN PE3YJITATUTEC HA KJlaca. Y‘ICHI/IHI/ITG B KJIaCOB€, B KOUTO C€ H3IIOJI3BAT e(i)eKTI/IBHI/I TCXHHUKHU 3a
ypaBJICHUE, HMMAT MOCTUXXCHUA I10-BUCOKHM OT YUCHUIIUTE B KJIIACOBE, KBACTO HE CC€ M3IOJI3BAT
e(i)eKTI/IBHI/I TCXHUKHU 3a YIIPABJICHUC.

EdexTHBHOTO ympaBieHHe Ha KiacHaTta CTas ce HyXJae OT JoOpW TpaBWiia M IMPOLEIypH.
[IpaBunata u mpoueaypuTe ce pa3nuyaBaT NMPH Pa3INYHUTE YUUTENH UM B OTACITHUTE KIACHH CTam.
[IpaBunara u npoueaypuTe He TPAOBa Ja ce HajaraT BbpXY YUEHHLHUTE, T€ TpsAOBa da ObaaT oOsICHEHH.
OOsicHEeHHEeTO € BaKHO, 3a /1a c€ IMOMOTHE Ha YYEHHLUTE Aa BUIAT HEOOXOOUMOCTTA OT HPaBHIIOTO U
CJIeJIOBaTeNTHO Jia To mpueMar. Haii-e)eKTHBHUTE PHKOBOJUTENHM HAa KIIACHU CTaW HE MPOCTO Haiarar
MpaBWjia M Mpouenypu Ha yudeHunure. Ilo-ckopo Te aHraxupaTr y4YEHHIUTE B INPOECKTHPAHETO HA
IpaBUiIaTa U OpoueAypuTe. YUEHUIUTE B 10OpPH OTHOLICHHS C YUUTENs IPUeMaT Mo-JIeCHO MpaBuiaTa u
MPOLEAYPUTE U TUCIUILTHHAPHUTE JEHCTBHS, KOUTO CIIEZBAT HAPYIICHUATA HM.

CruioBere Ha YyNpaBlCHHE HA KIacHaTa CTas Ha Y4MTEJIUTe MoraTr JeCHO Ja Objar
UACHTU(QHULIMPAaHN Bb3 OCHOBA KAKTO Ha CTENEHTAa Ha KOHTPOJI, Taka M HAa HHUBOTO Ha Y4YacTHE.
W3n013BaHUAT THIT yIPABJIEHCKU CTHII BOAM J10 XapaKTEPHO MTOBEJEHUE.

E(i)eKTI/IBHOTO YOpaBJICHUEC Ha KJlaCHaTa CTad HW3UCKBAa YMCHHA, HO CbhIIO TaKa HW3HWCKBa
PEIIUTCIIHOCT. Vaurensar TpH6Ba Ja 6’5,[[6 TBBPAO PCUICH J1a YTBBPAU CBOSI aBTOPUTET B KJIdCHATA CTAsA Ha
BCsKa IICHA, B IPOTHUBCH cnyqaﬁ MOBECACHUCTO HAa YUYCHUIIUTE MIC CC BJIOLIU. Vaurenure ¢ Haﬁ-eq)eKTPIBHI/I
YMCHHA 3a YIIPABJIICHUEC Ha KJlaCHATa CTasA Ca TE3U, KOUTO Ca PCIICHHU Aa CJICABAT U IMpujiarat rnpaBujiaTa
CH IIOCJICJOBATCIIHO, HE3ABUCHUMO OT CUTyalUATa.

EdexTuBHOTO yrpaBieHHe Ha KJacHATa CTas IIe Ce pa3jinyaBa OT YUYHTEN JO yduTel. HauuHsbT,
M0 KOWTO YYMTENAT CBEXKJA O MHHHUMYM HETIOIXOJISAIIOTO MOBEIECHNE B KJIAaCHATA CTas, HE € TOJIKOBA
BaXXEH. BaxXHOTO €, 4Ye YyuYuTeNnsIT W3MO0J3Ba CBOUTE YHUKAIHM YMEHHsS 3a HachpyaBaHE Ha
MIOJIO’KUTEITHOTO TIOBE/IEHNE Ha YYCHUIIUTE B KiacHata cras. OCHOBHATA IIeNl € Jja ce MPEeJOoCTaBu Haii-
no0Opara o0Opa3oBaTeIHa Bhb3MOXKHOCT 32 BCUYKH JIella, KOUTO BIU3aT B KIIACHUTE CTaH.

B To3u KOHTEKCT MOXeM Ja 0000IIMM, uYe €JHAa OT Hal-BOKHUTE 3aJayd Ha Y4YUTEIA €
e(heKTHBHOTO yINpaBIeHWE Ha KIAcHAaTa cTas. YTPaBISHHETO Ha KJlacHaTa CTas HE O3HayaBa Ccamo
JUCLUUIUIMHA U mpaBuia. ToBa ce OTHAcsA A0 M3BIMYAHE W MOAIBbPKAHE HA BHUMAaHHUETO HAa YUYCHUKA,
MOJIIbPKAHE HAa BB3MPUEMUYMBOCTTa HAa YYCHHKA M IOCTHTaHE Ha IIeJIeChOOpa3HOCT. ToBa W3UCKBa
MperoaaBaTecka KOMIIETEHTHOCT; 0orat yueOeH OIUT, MOJAbp)KaHe Ha 3/paBd B3aWMOOTHOIICHHS C
YUCHHULIUTE U Ap.
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Abstract

Burnout syndrome is a global phenomenon and is associated with the creation of the human services industry. Since
the mid-1970s, various definitions have been proposed in an attempt to describe the condition, and research in the
form of books, articles, and dissertations has been published. The most prominent definition describes burnout as a
state of physical, mental, and emotional exhaustion caused by chronic involvement in highly demanding activities.
Moreover, coping styles provide practical ways of routine coping strategies, defined as treatment associated with
temperamental factors. A person's traits comprise their coping style toward stress. Therefore, the suggested ways of
dealing with o stressful event include personality dimensions and their basic characteristics and extend toward the
predisposition of individual coping styles. Finally, the role of primary school teachers in ensuring a positive school
mood as a means of coping with burnout syndrome is particularly important. Creating appropriate conditions
within a school unit is achieved by appropriate dynamic interactions among the academic, psychological, and
physical parameters of the school environment, and it can affect the teachers’ mood during working hours. As a
result, a positive school environment requires harmonious coexistence without conflict to facilitate the eradication
of both occupational and school-related burnout.

Keywords: burnout, positive school mood, teachers, coping styles, work stress

Burnout clarification and historical background

During the 1930s, the term burnout was used among athletes to describe their exhaustion after
significant physical effort, which hindered their ability to further perform according to their perceived
capabilities in competitions. During the 1960s, burnout referred to the effects of long-term drug use and it
was—aquite ironically— used to describe both the physical and psychological condition of volunteers who
offered their services to assist drug users (Farber, 1991; Hatzipemou, 2016; Manthopoulou, 2019).

During the mid-1970s the first articles regarding burnout syndrome were published in the United
States in the context of social psychology termed “burning.” Consequently, many books, articles, and
dissertations have been published; it has been described as a global phenomenon and characterized as “a
modern age disease” due to the creation of “a human services industry.” Various definitions have been
used to describe it, including alienation, boredom, depression, apathy, burnout reaction, occupational
stress, and midlife crisis (Maslach & Schaufeli, 1993).

Namely, the term “burnout” etymologically translates as “l consume progressively from within, to
the point of coal mining” (Maslach, 1981, 1982; Maslach & Schaufeli, 1993; Maslach et al., 2001, p.399;
Mouzoura, 2005). Furthermore, the American Psychological Association defines “burnout” as: physical,
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emotional, or mental exhaustion accompanied by decreased motivation, lowered performance, and
negative attitudes toward oneself and others™.

The use of the term "burnout” in its contemporary meaning, was coined by clinical psychologist
Herbert Freudenberger (1975), following his research in his occupational environment (a detoxification
clinic), where he noticed burnout symptoms in the clinic’s staff, manifested as emotional fatigue and
decreased work motivation. The staff became irritable, biased, and suspicious, with negative attitudes
toward their duties and showed symptoms of depression when interacting with patients. Moreover, these
signs were accompanied by various symptoms, with most of them lasting for approximately 1 year. To
describe the mental state of these volunteers in one word, Freudenberger borrowed the term “exhaustion,”
which had been used to describe the effects of chronic drug abuse until then (Amaradidou, 2010;
Flambouras—Nietos, 2017; Karagianni, 2018; Koudigkeli, 2017; Lemonaki, 2017; Manthopoulou, 2019;
Schaufeli et al., 1993).

Based on this research, professional exhaustion was defined as “weakness for performance or
exhaustion due to excessive demands which concern power, energy or potential” (Bakker & Demerouti,
2008). As a result, the person becomes inelastic and hinders structural changes and progress, as these
require an effort to adapt. Further, Freudenberger argued that individuals who are highly committed and
absorbed in their work can more easily develop burnout syndrome. It is noteworthy that Freudenberger
provided two definitions for the “dedicated worker” who takes on too much work: “over-committed,”
meaning the person who receives no extracurricular satisfaction, and “authoritarian,” describing the
person who feels that no one but themself can efficiently complete a task (Amaradidou, 2010;
Freudenberger, 1975; Koudigkeli, 2017).

Moreover, bibliographic references regarding fatigue have emerged even earlier than the 1970s;
however, these are now scattered and isolated. Social and economic reasons of that time emphasized the
phenomenon of burnout (Koudigkeli, 2017; Schaufeli et al., 1993). Namely, Farber (1983, p.11 as
reported in Koudigkeli, 2017) argued that burnout is “the result of workers' growing need for recognition
in their jobs, as well as their isolation from their communities.” As a result, employees set and pursue
high work-related goals but possess little energy to deal with difficulties and frustrations induced by their
expectations.

Regarding professional exhaustion, Cherniss (1980) stated that—unlike in earlier times— in order
for the worker to receive help to counter the individualism that prevails over the oppressed social whole,
they reach out to related professionals and not the community, while the state is reducing its healthcare
budget, thus resulting in progressively fewer workers being forced to cope with a greater workload
(Koudigkeli, 2017).

According to Maslach (1982), burnout was initially studied in the fields of education, medicine,
social services, justice, religion, mental health, and other anthropocentric professions. Early research was
unable to clearly and specifically define burnout syndrome; to tackle this phenomenon, most studies have
applied a clinical approach. The wide variety of burnout syndrome’s definitions are markedly difficult to
study. Burke and Richardsen (1993) proposed three separate definitions; the first definition, coined by
Freudenberger and Richelson (1975), describes burnout as “chronic exhaustion and depression, which
stems from the involvement of the individual in activities that are not in line with his ambitions.”
However, according to recent research, it is wrong to equate exhaustion with physical exhaustion and
depression, as they are separate variables (Koudigkeli, 2017). In addition, exhaustion—in this case—is
both physical and emotional; the second definition of Cherniss (1980) describes burnout as “a process of
dismissal from work, a reaction to the inability of the individual to cope with the demands of a job”;
finally, the third definition of Pines et al. (1981) as indicated by Koudigkeli (2017), describes burnout as
“a state of physical, mental, and emotional exhaustion caused by chronic involvement in very demanding
activities.”

Koudigkeli (2017) also mentions Maslach (1976, 1982) as someone who associated her name with
occupational burnout research because of her well-known model and measurement tool; she offered a
comprehensive definition, including both physical and mental exhaustion, which is observed in every
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professional whose work requires constant human interaction. According Maslach’s approach, burnout is
defined as “the syndrome of physical and mental exhaustion, in which an employee loses interest and
positive feelings he had for the people he serves (patients or customers), ceases to be satisfied with his
work and performance, and develops a negative self-image.”

Distinction between burnout and stress is difficult, but Maslach and Schaufeli (1993) state that the
syndrome and stress could be distinguished if time is considered. Burnout could be perceived as
prolonged work stress, derived from work-induced demands, which exceeds the individual’s capabilities.
In addition, they reported that burnout results from a long process and emphasized Selye’s view (1976) on
stress, which states that exposure to stressors leads to general adaptive syndrome, which constitutes three
phases: alertness, resistance, and exhaustion. In the last stage, following long-term exposure to stress,
there is a depletion of psychological resources, which is detrimental to the organism. Finally, there is a
difference between exhaustion and stress, as there is a possibility that a body deteriorates or fails to adapt
without external assistance or environmental adjustments (Charalampous, 2012; Koudigkeli, 2017).

According to Kantas (1995), burnout is a particular form of occupational stress. Work-related
burnout is a form of prolonged, chronic work-induced stress that greatly affects the employee leading to
the perception that the individual lacks the necessary mental reserves to cope with work pressure; this
appears gradually and is not due to any excessively stressful event but is the product of a long process that
results in a person’s inability to adapt to work-related stress (Kantas, 1996; Maslach, 1993).

Other researchers have described burnout syndrome as the progressive loss of idealism, energy, and
purpose experienced by service-related professionals, such as social workers, nurses, and educators
(Sturges & Poulsen, 1983). Cherniss (1980) describes burnout syndrome as "the disease of the
superstitious.” Brezniak and Ben Ya’Lr (1989) argued that this is caused by the imbalance between the
possibilities of values, expectations, and environmental requirements. In conclusion, burnout syndrome is
characterized as a form of individual defense, manifested by apathy and emotional distancing (Burke &
Richardsen, 1996; Koudigkeli, 2017).

According to Pines (2002), burnout is related to the people’s need to believe that their lives have
meaning and their actions are useful and important; this need is an important motivator in those who seek
life meaning through work. Should they fail, they are more likely to experience burnout. Finally, Pines
believes that people who are dedicated and have invested in their work are more likely to develop burnout
syndrome.

Various research and clinical observations have contributed to the identification and systematic study
of the burnout syndrome, which is mainly investigated in the field of social services, which typically
involve the formation of close relationships between professionals and clients (Aventinian-Pagoropoulou
et al., 2002; Demerouti, 2001; Kantas, 1997; Koudigkeli, 2017; Papadatou & Anagostopoulos, 1997).

The definition of burnout has been extended both to educational and other professions involving
human interaction, as well as in professions with no human contact (for example workers in the
photographic film industry) (Demerouti, 2001; Kantas, 1996).

Burnout syndrome coping styles

Coping styles are associated with temperamental factors. Conversely, coping strategies are related
to situation- and event-specific responses. A person's coping style shapes the typical treatment that a
person uses as a reaction to stress; these styles have been explored and concern consistent coping
behaviors associated with temperamental factors that are applied in stressful situations. Individuals carry
out a preferred set of strategies and do not approach stressful situations within their context to select the
appropriate response strategy for the case, which remains relatively standard both in time and
circumstances. Lazarus and Folkmann (1984) argued that coping should be a dynamic course that varies
depending on the course of the interaction for this reason and the existence of consistent coping styles are
considered contradictory (Hepburn et al., 1997; Mouzoura, 2005).

It is possible that the suggested ways of dealing with stress originate from personality’s dimensions
and basic characteristics to predispose to the choice of specific coping mechanisms. Individual differences
facilitate the degree to which a coping strategy relates at each point of interaction. Additionally, many
researchers emphasize the importance of the distinction between coping styles and strategies. Response
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measurement studies estimate stable individual variables rather than a specific response to a situation.
According to Finney et al. (1984), the approach as a treatment is more effective than avoidance; however,
the approach as a coping style would be more effective when people are faced with stressful events,
which are within their personal control. Conversely, avoidance as a coping style would be more effective
if the facts are not within their personal control (Carver et al., 1989; Dewe, 1985; Lazarus & Folkman,
1984; Mouzoura, 2005; Newton et al., 1996; Parkes, 1991).

According to recent studies, age and gender affect coping styles and—as the time passes—people
move from an active to a more passive coping style. It is also claimed that the proposed roles for men and
women change and potentially become similar during middle age. In addition, men become more
addicted, while women become more aggressive (Mouzoura, 2005; Stefani, 2000). In conclusion, the
study of coping styles pertains to perception of treatment, while the study that deals with coping strategies
refers to a functional perception of coping. The difference between the two perceptions is not always
clear; therefore, research should determine their focal point to avoid confusion and conceptual problems
(Ferguson & Cox, 1997; Mouzoura, 2005).

The flexibility in confronting, namely, the access to a wide range of stress management mechanisms,
appears effective. A rigid person would be less likely to use different coping strategies, even if they have
employed them in the past; complexity, therefore, refers to various coping strategies that a person has
used in the past, i.e., the number of strategies that could theoretically help a person in a stressful situation.
(Lazarus & Folkman, 1984; Mouzoura, 2005).

Both flexibility and variety affect the ability to manage difficult situations. Therefore, people with a
wider range of coping strategies are likely to effectively manage stressful events. The flexibility of
treating stress levels as a mitigating factor has been documented for acute and chronic stress (Mouzoura,
2005).

Despite numerous research tools, many evaluation problems remain unresolved. Some are related to
the distinction between treatment sources, coping behaviors, and treatment outcomes while others pertain
to the nature of the stressors that differentiate response reactions, whether special measurements should
be used in specific structures and a specific sample, the need for measurements with multi-level and
multifactorial courses, as well as the solution of methodological problems (Anshel & Kaissidis, 1997;
Costa et al., 1996; Mouzoura, 2005).

The role of a positive school mood in coping with burnout syndrome

A positive school climate is particularly important when dealing with teacher burnout and work-
related stress. In this way, a quiet school environment is achieved with harmonious coexistence without
conflicts. In each school, the creation of appropriate conditions is dependent on the dynamic interactions
between the academic, psychological, and physical parameters of the school’s environment, which can
potentially affect the teachers’ mood during their work (Hatzipanagiotou, 2003; Koudigkeli 2017).

The school environment is influenced by the complexity of the organizational structure, based on the
way the school leadership is exercised, and the needs, goals, and aspirations of the teaching staff. In a
school with a positive atmosphere, there is a sense of cooperation and camaraderie both between teachers
and the parent-teachers' association or principal. In addition, a positive school environment should prevail
between the teaching staff and the students to achieve goals and to improve student progress (Koudigkeli,
2017; Maroudas & Beladakis, 2006; Saitis, 2008).

Conversely, in a negative school atmosphere in which there is a sense of emotional direction and
frustration, a teacher’s quality of work is negatively affected and minimizes the school’s effectiveness.
Moreover, the principal can become instrumental in avoiding conflicts and promoting a harmonious
coexistence between teachers in a calm environment devoid of stressful situations. Moreover, the
principal can contribute to the formation and the promotion of a positive environment, as it is more
dependent on the principal's personal ability to properly handle the human factor and less on their
capacity and power bestowed upon them by law, in the following three directions: (a) communication
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with the students; (b) communication and cooperation with parents; and (c) communication and
cooperation with the teachers (Koudigkeli, 2017; Maroudas & Beladakis, 2006; Saitis, 2008).

It is notable that, according to article 11 of Greek law 1566/1985, the necessary communication
within the school could be strengthened both through regular and unscheduled meetings of the teachers'
association, where specific issues will be discussed, and solutions will be proposed aiming to "formulate
directions to improve educational policy implementation and the facilitate school operation."

According to Saitis (2008), a school principal must be aware of the teachers’ needs and consider
their complaints. Moreover, they should encourage teachers to report any issues that concern them to
enable joint action and timely resolution. Additionally, principals must be aware of the teachers’
personality and abilities to accordingly divide the external teaching work (Koudigkeli, 2017).

According to Koudigkeli (2017), some personality traits seem to predispose work commitment and
are an important protective factor for teachers. Such characteristics support employees within their work
environment and promote leadership ability and individual characteristics (conscientiousness).

A person who is "engaged" with work shows high levels of energy and enthusiasm for their work;
moreover, work time for them seems to pass quickly. Further, job commitment positively correlates with
an individual’s job performance, with good off duty performance, satisfaction in the educational
community, and financial earnings (Chughtai & Buckley, 2011).

The above could describe a person who is tireless; however, even employees with high levels of
work commitment are stressed after a day’s work. The difference with other employees is that they
perceive this fatigue as an alternative state of pleasure, as it is associated with positive achievements
(Bakker & Demerouti, 2008).

It is strongly suggested that employees who are satisfied with their job are less absent, adequately
and efficiently provide their services, and support their colleagues. There are many elements that link
employee satisfaction with their organizational behavior (e.g., organizational citizenship behavior). As
mentioned by Miller et al. (2009), Locke (1976) describes burnout as either a pleasurable or positive
emotional state deriving from valuing one's work or work experience. Further, job satisfaction reflects a
person's attitude toward their work or its specific dimensions, including both positive and negative
emotions, and their thoughts related to specific brunches of work (earnings, autonomy) (Koudigkeli,
2017).

Concluding, the positive psychological state that focused on the modern organization regarding the
management of human capital and the concept of employment emphasizes that in order for services and
organizations to thrive, the commitment of employees who are responsible, motivated, dynamic, and
maintain a stronger and coherent profile for advancement in their work is needed (Koudigkeli, 2017;
Schaufeli et al., 2009).
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Abstract

Personality is a stable and organized set of psychological characteristics, which is shaped by the psychological,
social, and physical environment that surrounds an individual; moreover, biological factors affect the shaping of
individual personality. In essence, personality is the sum of a person's overall behavior, including non-overt
behaviors, interests, mentality, and intelligence. Therefore, it is the sum of physical and mental abilities, as well as
biological factors. The Five-Factor model (Big Five) is a theory including personality traits that people consider
important and, based on which, human behavior can be described in its various manifestations and simultaneously
explain numerous phenomena and reactions. According to the Five-Factor model, the key factors are Openness to
experience, Conscientiousness, Extraversion, Agreeableness, Neuroticism. Additionally, there is a correlation
between burnout syndrome and personality factors. Various personality traits (motivation push to work, stress
resistance, and self-esteem) have been explored to determine at what point these features contribute to the
development of burnout. Finally, regarding occupational stress and personality factors, there is a relationship, as
people's reaction to stress factors is directly related to their personality. The ways of reaction are divided into three
categories: escape, battle, and slip and are briefly discussed in this article.

Keywords: burnout syndrome, five-factor model (big five), personality, stress
Clarification of the term “personality”

Personality refers to a person's behaviors, habits, and characteristics, which are all separate aspects
and vary between individuals. The psychology of personality pertains to the study of unique individual
differences. Social interaction is important in personality shaping; a person adopts specific behaviors and
habits through which their personality is shaped. In addition, internal, external, genetic, and
environmental factors also play an important role in personality formation. Personality traits vary from
person to person. In essence, personality is the sum of a person's overall behaviors, including non-overt
behaviors, interests, mentality, and intelligence. Therefore, it is the sum of the total physical and mental
abilities of a human. The term "personality" is derived from the Latin word persona, which was used by
the Romans to denote the theatrical mask worn by Greek actors before going on stage. In the past, the
term "personality"” translated to the external appearance of a person. Today, the term has taken on other
dimensions, and it is used in various ways (e.g., Karapanou, 2020; Manthopoulou, 2019). Below we
describe some definitions of personality over time in the international literature.
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According to Larsen and Buss (2017), personality is a stable and organized set of psychological
characteristics in an individual that influences their character in the psychological, social, and physical
environment that surrounds them. According to Kazdin (2000), personality refers to the individual
differences in the characteristics of a person's thoughts, emotions, and behavior indicating that the study
of personality focuses on two aspects: understanding individual differences in specific personality traits
and understanding how various individual characteristics are grouped as a whole (Manthopoulou, 2019).

McAdams and Pals (2006) provided an additional definition, according to which, personality is
defined as “a change of individual uniqueness in a general evolutionary pattern of human nature, which
expresses the evolution of those traits that are predisposed to develop, the characteristics that adapt and
the life experiences that are integrated in a complex and different way in every human environment.”
Moreover, according to Mayer (2007), personality is an organized system within the individual that
reflects their actions. Moreover, Funder (2004) stated that personality refers to an individual’s personality
traits, thinking, behavior, and emotion.

In conclusion, one of the most basic definitions of personality has been formulated by Pervin and
Cervone (2013) who stated that “personality refers to the psychological characteristics that contribute to
the fixed and distinct patterns of emotions, thoughts, and behavior of a person.” The term “constant”
defines the permanence of personality traits in time and in the various circumstances faced by an
individual. Moreover, the term “special” refers to the characteristics of a person that distinguishes them
from others. The use of the term “contribute” seeks out the psychological factors that affect the
unchanging and distinctive characteristics of an individual. If we consider that a scientist’s role is to
describe and explain, the psychology of personality is considered descriptive, as researchers describe
trends in personality development and the most important individual differences in a population or
patterns of behavior that an individual adopts in different situations. In addition, the words “emotion,
thought, and behavior” denote the relationship of a personality to all aspects of a person. The task of
personality psychologists is to understand the complete individual (Manthopoulou, 2019).

The five-factor model (Big Five)

The Five-Factor model (FFM) is based on a fundamental lexical hypothesis, according to which, “the
major dimensions of individual differences can be derived from the total number of descriptive indicators
in any language system” (Chamorro-Premuzic, 2013). The model refers to the creation of easy-to-use
terms, common to all people, which are used to identify important individual differences. The Big Five
factors include aspects that define human interaction. Norman (1967) was the first to propose the five key
factors through the study of previous research. Moreover, Goldberg (1981), based both on his own and
others’ research, coined the final version of the FFM (Manthopoulou, 2019; Pervin & John, 2001). The
theory of the Five Great Factors was designed to present some of the personality traits, which is
considered important for individual lives, based on which, human behavior can be described in its various
manifestations, and, at the same time, justify many phenomena and reactions (Karapanou, 2020).

There is an increasing number of researchers who agree that there are five factors that can describe
both personality and individual differences (Digman, 1989; Goldberg, 1990; John, 1990; McCrae &
Costa, 1985; McCrae & John, 1992). These five dimensions constitute the FFM or the “Big Five”
(Karapanou, 2020). According to the FFM, the key personality traits or factors are Neuroticism,
Extroversion, Experience Receptivity, Attentiveness, and Conscientiousness (Chamorro-Premuzic, 2013).
Some of the above are also used in other theories, such as those of Eysenck, Gray, and Cattell (for a
discussion, please see Boyle et al., 2016). The most widely known abbreviations used for the above
model are NEOAC or OCEAN, which are derived from the initials of the above factors in English
(Openness to experience, Conscientiousness, Extraversion, Agreeableness, Neuroticism) (Manthopoulou,
2019). Following, we will analyze each factor individually.
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Neuroticism is associated with emotional stability and describes a person's tendency to experience
negative emotions, such as anxiety, depression, and anger. These individuals experience more stress than
those with low neuroticism or emotional stability (Manthopoulou, 2019). They also exhibit many and
intense phobias, and, at the same time, are greatly insecure. They are also characterized by irritability and
eccentricity, as they find it difficult to remain composed, while they experience frequent outbreaks
(Barrick & Mount, 1991), as they strongly experience their emotions. Furthermore, they are characterized
by hostility, anger, depression, self-awareness, impulsivity, and vulnerability (Chamorro-Premuzic,
2013). Those who show increased scores in this factor lack confidence and are greatly anxious, depressed,
and self-aware, as they are emotionally reactive and vulnerable to stress; finally, they are rarely satisfied
(McCrae & John, 1992; Pervin & John, 2013). Conversely, those with a low score on this factor are more
mentally stable, can easily handle stress, and present emotional stability, composure, and optimism
(Karapanou, 2020; Papadimitriou, 2019; Tzinikou, 2018).

Extroversion describes a person's ease in social relationships and refers to the quality and intensity of
interpersonal relationships. Extroverts derive pleasure from social situations—which they frequently
pursue—and enjoy group settings; moreover, they create around them a pleasant atmosphere and
liveliness. Furthermore, extroverts are active and have many hobbies, an active love life, and frequently
express enthusiasm and willingness to pursue new experiences. Extroversion is related to tenderness,
ambition, positive emotions, confidence, sociability, energy, cheerfulness, and trust (Digman, 1989;
Karapanou, 2020). (Pervin & John, 2013; Tzinikou, 2018). Other extrovert characteristics are cordiality,
teamwork, confidence, energy, the search for stimulation, and positive feelings (Chamorro-Premuzic,
2013; Manthopoulou, 2019). Conversely, introverts are characterized by calmness, cautiousness, and
withdrawn behaviors.

Agreeableness is characterized by a friendly mood and sensitive interpersonal relationships; it is used
to describe kindness and humility. It is a positive behavior with mildness and good intentions as main
characteristics. Agreeable individuals try to avoid conflict and rivalries; therefore, when a problem arises,
they always try to mutually compromise. They refrain from talking continuously about themselves, as
they believe that it is through their actions that their personality is revealed. Other characteristics of these
individuals include kindness, courtesy, trust, compliance, straightforwardness, modesty, altruism, and
idealism. Agreeable individuals are usually generous, cooperative, modest, tender, trusting, easily
forgiving, and tolerant. Conversely, non-agreeable individuals are suspicious, aggressive, and clinging to
usually incorrect views (Chamorro-Premuzic, 2013; Karapanou, 2020; McCrae & Costa, 1997; McCrae &
John, 1992; Pervin & John, 2013).

Conscientiousness includes credibility, diligence, and motivation for success. It describes the
commitment to fulfill obligations in social, professional, and other aspects. The main characteristics of
conscientious individuals are method and planning. They strive to honor their commitments and meet
deadlines and accurately implement all necessary procedures for their completion. This dimension also
includes self-control, virtue, and responsibility. A conscientious person is organized, systematic, and
accurate and can control impulses and needs. Moreover, they usually plan and achieve their goals, as they
show great commitment and self-discipline (Barrick & Mount, 1991; Goldberg, 1990; Karapanou, 2020).
Conscientious individuals are consistent, ambitious, composed, disciplined, and show regularity,
meticulousness, reliability, and exceed expectations by being organized, persevering, and implementing
planning. Conversely, those with low scores are disorganized, careless, helpless, and unreliable (Pervin &
John, 1999; Tzinikou, 2018).

The fifth factor could be construed as confusing because of its name; it is usually termed Openness
to Experience, but it is also known as Intellect and Culture. It is narrowly connected with imagination,
elegance, curiosity, values, originality, and ideas. Receptivity to experience refers to whether a person is
intellectual, exploratory, authentic, creative, and open to new ideas. It is a dimension that is characterized
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by curiosity, spirituality, originality, imagination, tolerance toward different views, intelligence, and art-
loving (Barrick & Mount, 1991; Goldberg, 1990; Karapanou, 2020; Pervin & John, 2013). Individuals
who are open to experience are creative, inventive, artistically concerned, idealistic, imaginative, and
curious. Conversely, those with a low score in this dimension are conservative, conventional, without
artistic sense, with traditional ideas, resistant to change, and have difficulty in analytical thought (Pervin
& John, 1999; Tzinikou, 2018).

The FFM has been used to study and correlate its included personality dimensions with various
factors in many countries, mainly in Europe and Asia. It is considered intercultural and has been used to
study personality in countries with a different culture, history, ideology, economy, and social life. With its
lexical origin as an advantage, it simply describes personality characteristics to facilitate respondent
comprehension (De Raad, 1998; Gurven et al., 2013; Tzinikou, 2018).

The Five Factor model has received some negative criticism questioning its effectiveness. According
to Chamorro-Premuzic (2013), this model lacks a theoretical basis for the development and nature of the
procedures that govern Openness to Experience, Conscientiousness, and Agreeableness; moreover, they
believe that no theoretical background indicates the origins of differences in these characteristics. They
recently noted that “although the five factors are considered independent of each other, when Neuroticism
is reversed and rated in terms of Emotional Stability, some studies argue that the five dimensions are
interrelated” (Chamorro-Premuzic, 2013). In conclusion, perhaps personality traits should be further
simplified. Conversely, others have argued that existing correlations imply the existence of social
answers, which are often impossible to avoid (Chamorro-Premuzic, 2013; Manthopoulou, 2019).

Finally, the FFM is valid, reliable, and used by many experts in the field, as most who use this model
can compare their studies and conduct new research (Manthopoulou, 2019).

Burnout syndrome and personality factors

Various personality traits have been explored to determine the degree to which they contribute to the
creation of professional exhaustion, i.e., burnout, with the most common being how employees interpret
and deal with stressful working conditions, their motivation to engage in this profession, stress resistance,
and self-esteem (Karapanou, 2020).

Pines (1993) stated that only highly motivated people at work can experience burnout, as they begin
their careers with high goals and expectations. Should they fail to achieve their goals and fail to derive a
sense of existential satisfaction, they feel unable to contribute to society as a whole and experience
burnout.

Additionally, Papadatou et al. (1994) conducted a study with nurses to determine whether staff and
environmental factors contribute to the development of burnout, finding that personality traits could
predict burnout syndrome in a superior manner compared to demographic and occupational factors.

According to Zager (1982), teachers who are suspicious, introverted, nervous, and anxious were
negatively predisposed toward their students and were more prone to burnout. Neuroticism and stress can
make them aggressive, making it difficult for them to control their behaviors because of the high demands
for discipline. People who experience anxiety and depression (aspects of neuroticism) are characterized
by the perception that life events are challenging and potentially impossible to control (Barlow, 2000;
Karapanou, 2020).

In addition, teachers with high levels of social stress may feel more incapable of controlling their
students’ misconduct. Conversely, conscientious teachers perceive mild behaviors as problematic in their
effort to do their job well. Teachers “tolerance for students” behaviors are affected along with other
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personality traits, such as receptivity to experience, as they willingly accept idiosyncrasy and new social
and moral norms to experience positive and negative emotions (Karapanou, 2020).

Stress and personality factors

Individual personality is one of the factors that affects the way a situation is perceived as stressful.
People who experience high stress levels are constantly in a state of readiness, feel vulnerable, and often
think of contingency risks and assess their environment for indications of risks. A stimulus that is either
negative or neutral for a healthy person is perceived as a threat by an anxious person (Matthews & Odom,
1989; Karapanou, 2020).

Concluding, individual reaction to stress factors is related to personality. The ways of reaction are
divided into three categories: escape, battle, and slip. The “escape” category is aimed at avoiding the
stress factor, leading the person to become suspicious and conservative and become passive - vulnerable.
Regarding “battle,” it is divided into external, where individuals aim for success but do not care how they
will achieve it, and also internal, where people seem to have full control, but in reality, it exhausts them.
Finally, “slipping” positions the person between battle and flight. Notably, when people use multiple
tactics, they give the impression that they have no fixed values and are driven toward unpredictable
behaviors (Karapanou, 2020; Roupa et al, 2007).

Conclusion

In this article, we discussed personality as a stable and organized set of psychological characteristics
and the factors that affect its shaping. We described the Five-Factor model (Big Five) as a theory of
personality traits, based on which, human behavior can be described in its various facets. According to the
Five-Factor model, the key factors are Openness to experience, Conscientiousness, Extraversion,
Agreeableness, and Neuroticism. We also touched upon the correlation between burnout syndrome and
personality factors and the various personality traits that have been examined to delineate when and how
these features contribute to the development of burnout. Finally, we proposed that there is a relationship
between occupational stress and personality factors as reaction to stress being directly related to
personality. We concluded with a brief account of the means of reaction, which are divided into escape,
battle, and slip.
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Abstract

Self-esteem is a constant feature of the adolescent student’s personality and is one of the main ‘keys’ that lead
him/her to happiness, prosperity and smooth development. Depending on how much the adolescent values
him/herself and what idea he/she has formed about him/herself, he/she also creates the reality that surrounds
him/her, his/her social identity, as well as the communication with the social environment. It has been found that
there is a positive and directly proportional relationship between self-esteem and school performance and also, this
is to a large extent a reflection of adolescents’ self-confidence. Finally, self-esteem has a strong and inversely
proportional relationship with anxiety and in addition, the high self-esteem acts as an important regulator against
adolescent anxiety. Regarding self-reflection, it is a part of thinking and learning, and is identified with a high-level
spiritual process that aims to improve adolescents' knowledge, views and ideas. And through the development of
his/her cognitive activities and the investigation of his/her experiences, he/she can come up to another perception
and evaluation of things, making correlations, generalizations, separations, evaluations and retrospection in old
events. According to research, the most important benefit of self-reflection is that it can help adolescent students
better to understand their stress and anxiety and thus, to increase and improve their self-awareness. Structured
learning, self-reflection and anxiety are closely linked and by applying specific teaching-learning strategies in
education, in combination with student’s self-reflection, adolescents’ stress and anxiety can be reduced, thus
positively affecting learning and increasing, at the same time, their self-knowledge.

Keywords: Adolescents, anxiety, self-esteem, self-reflection, students.

Self-esteem

Self-esteem is one of the main keys for human happiness, prosperity and development. Depending on
how much we value ourselves, we create our own corresponding reality. That is, it is an indicator, a scale,
a measure stating the value, love and self-respect. Our body language, way of life, attitude towards life,
relationships, career, creativity, are all stigmatized by the percentage of our self-esteem.

The concept of self-esteem is multidimensional and is related with the overall assessments of the
individual for him/herself. Self-esteem is, in itself, for many researchers (James, 1983; Rosenberg, 1979),
the set of assessments that an individual makes of his or her performance in particular areas, depending on
the significance that these areas have for the person. When the levels of self-esteem are low, the areas in
which there is the highest performance are of primary importance to the individual and delineate the
meaning of self. Conversely, when self-esteem is high, the importance of the individual areas and the
performance in each of them is not considered important by the individual. Reaching more recent views,
Frost and McKelvie (2005) define self-esteem as the level of overall esteem that somebody has for
his/herself, while according to Sedikides and Gregg (2003), an individual’s self-esteem is referred to the
individual’s perception or in the subjective assessment of his/her value, self-respect and self-confidence,
as well as the extent to which the individual maintains positive or negative views about him/herself.

Yearbook of Psychology
2021, Vol. 12 Online ISSN 2683-0426 73



CHRYSANTHOU, ANTREA

As can be seen from the international literature, there is a controversy among authors as to the
cognitive or emotional dimension of self-esteem. This distinction is crucial, because it implies a different
Development Mechanism, as well as methods of its modification. If we accept that the texture of self-
esteem is emotional, then its onset begins immediately after birth, in response to environmental stimuli,
and once stabilized, affects the self-assessments and the sense of worth (Decci & Ryan, 1995; Brown,
1993). People with low self-esteem have a strong ‘superego’, live in a demanding environment or are
overly depended on the opinion of others, so any experience of non-acceptance upsets their emotional
balance and consequently their personal value. In contrast, people with high self-esteem activate the
defense mechanisms in any negative reinforcement, with the result that emotional arousal is of minor
importance. On the contrary, the cognitive interpretive model argues that differences in self-esteem
between people are due to different self-assessments in individual areas, which are based on social
comparison (Blaine & Crocker, 1993). Perseverance after failure is a characteristic of people with high
self-esteem, while withdrawal and cowardice is a characteristic of those with low. The difference between
the two interpretive models is not due to the self-image as a whole, but to the different cognitive shape of
the success abilities they have created based on their experiences.

Regarding the type of self-esteem, it could be said that this is determined by the treatment received
by the person in his/her family, school and work environment, by his/her relationships with peers on the
way to adulthood, but also by the roles inside his/her social context. For this reason, the agreement
between the real self, the self that others ask of us, the ideal self and finally, the revelation of the multiple
masks contribute to the establishment of high self-esteem (Higgins, 1989).

During adolescence, self-esteem now refers to the overall idea of self and is influenced more by
value than by individual abilities. Instead of, any perceived positive or negative event to change entirely
the self-esteem, an overall arrangement of the stimuli is made. The adolescent’s self-tests various social
identities in order to determine which one best suits on his/her inner beliefs and perceptions. The
standards set by the cultural environment now become tyrannical and, usually, the adolescent’s negative
experiences in one area are offset by his performance in another. The defense mechanisms create a
protective shield around his/her ‘Ego’, the evaluation of which has stability, unshakable criteria and
abstract cognitive and emotional structures. Joining groups is another good solution for a teenager’s self-
esteem, as they differentiate him or her from the rest, cover up the weaknesses and multiply the sense of
strength. The identity of the *Ego’ is impregnated, ironically, by the judgment of others. In the years
following the adolescence, the general context of self-esteem will evolve, but it will become more and
more difficult to change and thus, everything will be soothed with adulthood.

Research to date has shown that the emotional stability, extroversion and the tendency to agree with
the views of others were the factors that significantly predicted (53%) the levels of self-esteem, while the
remaining 47% was attributed to individual deviations and error of measurement. A study by Robins et al.
(2001), involving 327 people, focused on the correlation between self-esteem and the five-factor
personality model. The five factors of the model were found to be responsible for 34% of dispersion of
the self-esteem score. Also, people with high self-esteem had greater emotional stability, were more
extroverted, aware and open to new experiences. Age, gender, social class and nationality did not affect
this general picture. In addition, people with high self-esteem used more socially acceptable
characteristics in order to describe themselves.

The configuration of self-esteem and its relationship with school performance

Preschoolers know that their body and mind belong to them and they learn their self-esteem in
external ways, comparing, for example, themselves with others. Primary school children lose a part of
their self-esteem because they have to overcome difficulties they encounter with new classmates and new
rules. Also, in primary education, self-esteem is related to their successes, their performance in sports and
of course to their performance in lessons. In adolescence developmental stage, adolescents’ self-esteem is
affected by bodily and hormonal changes, from their external appearance and opinion that others have
about them. When adolescents have the right conditions, which arise within the family, friends and
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purposes, then they develop high self-esteem. There are three main areas where self-esteem is mentioned
during school age: the family, school and social sector.

Regarding the development of positive self-esteem in adolescents, this is helped by the creation of a
supportive atmosphere in the classrooms, the adoption by students of a positive attitude towards school
and the personality of the teacher. However, the creation of an emotional distance in the school classroom
and in general the negative communication that prevails in it, have a corresponding impact on students’
self-esteem. Richardson and Rayder (1987) investigated the school performance in relation to self-esteem
and the results of the study showed that low school performance and school dropout are directly
associated with the low self-esteem. And they concluded that friends, parents and teachers can make a
decisive contribution to shaping and changing, for the better, children’s self-esteem. Utley (1986)
investigated the effects of self-esteem and the control center on academic performance and research has
shown that there is a positive relationship between self-esteem and academic performance. Holly (1987),
with the citation of studies showing that self-esteem is the result rather than the cause of academic
performance, recognizes that a certain level of self-esteem is required in order for the student to achieve
academic success and also argues that self-esteem and performance are linked.

In conclusion, the researchers conclude that there is a positive correlation between self-esteem and
school performance. And the lower a child’s performance, the more negative the self-esteem, but also the
more degraded his/her assessments about his/her abilities, interpersonal relationships with parents and
peers and his/her attitudes and interest for the school. Self-esteem depends so much on school
performance that the adolescent’s success in other areas cannot balance the feelings of inferiority which
accompany failure in school. The most serious risk faced by a child with low school performance is to
link his/her school failure with his/her mental or general ability, because then he/she will feel a strong
threat to his/her self-esteem (Hadjichristou, 2003). This strong positive correlation between academic
self-perception and self-esteem could be attributed mainly to the great importance of education for parents
and students, which is often considered synonymous with the professional success and social
advancement. Therefore, low school performance, because negatively predisposes the others to the
student, also affects the image he/she creates for him/herself.

Self-esteem and communication

Communication is defined as the process of sending, receiving and interpreting messages. Human
communication is always distorted by the 'noise’, which distorts the essence and falsifies the intention of
the pope. So, if a person sends the message ‘X’, the receiver receives the message ‘X’. Communication
includes the following stages: Coding, transmission, noise, decoding, and feedback.

Although the essence of self-esteem is based on introspection, few manage to come out unscathed
from such a harrowing and revealing process, while even fewer have the mental strength to dare it.
Therefore, it is a daily practice for a person to look for the sources of his/her self-esteem in others. So, it
is raised the issue of communication with the important individuals of everyday life. The communication
persons, as it seems, from a very early age, entrench their mental shapes, related to their properties.
Believing that they have a characteristic, they imagine how someone behaves with this feature, adopt the
behaviors which are consistent with this image, practically instill in others their self-image, process the
reactions and give over to them, in order to confirm or contradict the possession of this feature.

The key role in interpersonal contact and communication is played by self-identifications and the
aspects projected to potential audiences. The more ambitions and goals one sets, that is, the more one tries
to look like one’s ideal self, the more dependent one becomes on the opinions of others and the more
he/she is under their constant criticism. High self-esteem and clear self-identification act as catalysts in
communication technique because, according to Shannon (1948), it seamlessly fulfills its purpose,
decreasing the uncertainty and insecurity that arise from vague and ambiguous information.

The communication transaction is then characterized by self-confidence, immediacy, is full of
definite meanings and is free from the ‘noise’, which distorts the message. People with high self-esteem
and a well-formed self-image participate comfortably in various social groups and events, persuade others
more easily and they are not slaves of the instant moods and cyclothymia. Both verbal and non-verbal
communication are stable and consistent with each other, emitting similar and not contradictory
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messages, a fact that exudes in the listener a sense of confidence, pushing him/her to be equally clear in
his/her expectations.

As has emerged from the research, in order to be more complete the representation of the self, it
needs support from the other people, and so, the communication is structured in such a way, as to include
such affirmations in many direct ways. Virginia Satir, Paul Watzlawick, Don Jackson and others claim
that, almost, in every message is contained the prompt: ‘Confirm me’ and, consequently, the process of
confirmation and refutation has preoccupied many writers.

Adolescent self-esteem and differences between the two genders

How we see ourselves, who we really are, and how others see us, are perhaps the most important
components of human action. The timelessness of human experience, which contains self-perception as a
basis, is determined and delimited by its universality and its continuous nature. If we wanted to further
define the concept of self-perception, we could refer to a “‘primordial feature’ with which we filter and
perceive the world. We understand ourselves through the perception of the world, which surrounds us.
From the complexity of self-perception’s definitions, Burn’s (1979) position stands out, which is referred
to the “personal, dynamic and evaluative image that the individual has about him/herself”, considering
then the “distinction between the perception, evaluation and self-assessment of the self, artificial and
consequently, empty of meaning”. Also, according to Leontari Aggeliki (1998), man shapes his/her self-
image based on external appearance, personal beliefs and attitudes, abilities and skills, as well as a
number of additional qualities. Self-image in turn affects a person’s self-confidence and mental health and
it is about the personal assessment about his/her value as an individual, which shows the degree that one
respects his/herself, bodily, mentally, emotionally and morally (Makri-Mpotsari, 2001). And when one
has self-esteem, he/she believes and feels that has an inner-innate value, which does not depend on right
or wrong behaviors and external circumstances (Makri-Mpotsari, 2001).

Adolescence, as a phase of human development, is fascinating and has enormous consequences in
the structure of the character and identity of the adult that follows. Experiences offer, both in quality and
guantity, the necessary material for defining a more abstract and self-observable self. The body changes
and offers search causes, and behavior is modified. This period of adolescence, ‘second birth” according
to Rousseau, with the new cognitive abilities, leads, mainly in the emotional field, to great tensions and
instabilities. It has been described by many scholars as a period “full of transitions and oscillations
between contradictory and conflicting moods, such as between... euphoria and melancholy, joy and
gloom...” (Dragona, 1995). Rosenberg (1979) finds significant precessions in adolescence, in terms of
self-perception, which others identify them as social, others deduce them more to psychosis of the
individual, and others give them a clearer individual orientation.

The importance of approaching the concept of self-esteem in relation to critical period of
adolescence is obvious. The completion of the adolescent personality formation and the identification of
his/her identity, complete socialization, communication with others, as well as the acceptance of the roles
he/she will be called to play as an adult, and his/her emotional-psychological state are assisted or limited
by positive or negative formation of self-esteem.

The findings of various studies, such as those of Rosenberg, Elkind, Protinsky-Farrier, Harter, etc.,
advocate and converge on the idea of the gradual differentiation of perceptions that adolescents have of
themselves. This differentiation does not concern only the whole image they have about themselves, that
IS, how it is structured as a whole but also what qualitative and quantitative characteristics are included in
it, but it also concerns individual differences of ‘internal’ texture. The fullness of self-image and,
consequently, the level of self-esteem degree that emanates from it, either as a co-modulator of self-
perception or as a product of it, is significantly differentiated between the various aspects of the life and
actions of adolescents. Thus, in areas such as family relationships and academic ability, lower
performance has been observed in adolescents’ self-perception and, consequently, in adolescent self-
esteem.

According to the research, adolescents (boys and girls) are not a homogeneous group in terms of
self-esteem and differences in it are affected by both age and gender of the adolescent. Self-esteem in
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boys is increased in the first period of adolescence, in contrast to girls in the same period. With increasing
age, self-esteem also seems to change incrementally. The main feature of the options is the apparent
pluralism of the girls and the parallel orientation of the boys. The two sexes show more differences in the
texture of the choices and the two age groups clearly differ in their intensity. Social stereotypes and roles
seem to be a common regulator of adolescents’ self-esteem, its feeder seems to be the family, positively
or negatively, and of course its carrier, is the teenager him/herself.

Adolescence is known to be a period of cultural, bodily and emotional issues, such as conflicts with
parents, problems with the school, imbalances in friendships and emotional relationships, communication
anxieties, health-threatening behaviors and psycho-spiritual complexity. Most of them seem to be
significantly differentiated between teenage boys and girls. Thus, in the study of Charbonneau et al.
(2009), girls were more vulnerable to the negative effects of stress compared to boys. In another crossed
study of 1185 adolescents, girls were found to have a higher degree of adaptability and fewer behavioral
problems than boys (Aunola et al., 2000). On the contrary, it has also been shown that boys tend to
externalize their behavioral problems, such as aggression, antisocial behavior and criminality, more than
girls (Lumley et al., 2002). Still, self-esteem is a key part of adolescents’ self-understanding and most
likely greatly influences internal and external influences during adolescence (Moksnes et al., 2013). And,
according to studies, boys seem to have a higher degree of self-esteem during the period of adolescence
(Frost & McKelvie, 2004).

In addition, the self-esteem of adolescent students is perceived through a variety of social and
psychological aspects, such as: competitiveness, supportiveness, independence, empathy, socialization,
socialization terms, etc. For example, in cognitive tests girls choose more easy subjects, avoid
competition and have lower expectations than boys while, on the contrary, girls have higher rates of
socialization skills and lower rates of aggression (Vorbach & Foster, 2003). In addition, the boys
emphasize competition and choose friends based on strength and intensity. Girls, on the other hand, seek
opportunities to discover themselves while their friendships focus on issues of intimacy, love, and social
cohesion (Ruble et al., 2006).

In conclusion, self-esteem is, to a large extent, a reflection of adolescents’ self-confidence. At the
same time, it is a dynamic concept and also, prone to internal and external stimuli, with particular peak
during adolescence. Undoubtedly, the roles of the two sexes seem to have a significant impact on
adolescents’ self-esteem and influence the way adolescents choose attitudes and behaviors in the various
social circumstances (Agam, Tamir & Golan, 2015).

Research has shown that adolescents’ low self-esteem is found at the root of most emotional
problems and usually, low self-esteem is experienced in times when he/she did not live up according to
his/her expectations or the expectations of the people around him/her. In other words, he/she does not
accept his/her mistakes and shortcomings and also, he/she judges him/herself and at the same time he/she
is afraid that others also will judge him/her for his/her shortcomings. There are many areas in the life of
the adolescent, where his/her low self-esteem is evident (Leontari, 1996). And usually, adolescents with
low self-esteem find it difficult to separate from their parents, are distant, engage in activities only when
they feel safe, and watch the others in order to decide what to do, before trying something new. They
rarely ask questions or answer impulsively, have difficulty sharing and tend to be closely associated with
only a limited number of children. Some adolescents, may be shy and introverted by their nature, but they
have high self-esteem, even if they do not ask many questions or give spontaneous answers (Makri-
Mpotsari, 2001). Also, adolescents with low self-esteem show a high degree of anxiety, are afraid to take
risks and come, mainly, from busy parents who work long hours. Thus, it is very difficult for these
adolescents to develop a strong sense of identity and to understand their strengths and weaknesses. Still, it
is equally difficult for them to be convinced that they are important individuals, who deserve respect and
happiness (Makri-Mpotsari, 2001).

Teachers, realizing all the above, can play an important role in the smooth education of adolescents,
and not only, and greatly to contribute to the improvement of their lives. That is why they should convey
a sense of care to every adolescent student, especially to those who do not make readily relationships and
who need this feeling more than others (Makri-Mpotsari, 2001). And this is because, a competitive
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environment such as school, mainly, favors adolescent students who have high self-esteem and, in a way,
does injustice to others. And when the education system ceases to be competitive, then the self-esteem of
the weak students is greatly improved, without hindering the good students. This is considered normal, as
the success is not overemphasized, nor is punished or stigmatized the failure (Leontari, 1996).

In contrast, adolescent students who have high self-esteem easily make connections with their
classmates, enjoy their new experiences, ask lots of questions, offer spontaneously and respond to
challenges by trying new things. They see themselves with realism, think that they are ‘okay’, recognize
their potential, easily perceive their limitations and, usually, adolescent students with high self-esteem are
the positive ‘leaders’ of a school class. They are still distinguished by volunteering, they are willing to
help their classmates, to take risks and to cooperate in groups for the purpose of learning. They are not
threatened by changes or new situations, they respond positively to praise and recognition and they feel
positive about their achievements, as they feel responsible for the results. These teens are realistic,
responsible with their behavior and possible mistakes, set goals, know what they want to do for achieving
in their lives and when faced with a problem or a difficult situation can find alternative ways to solve
them. They also have strong views that, most of the time, they do not hesitate to express them, thus
creating a bad impression on some teachers (Leontari, 1996).

Contemplation, reflection and self-reflection

We live in a world which is moving at a very fast paces, man has many obligations and so it is very
difficult to save and dedicate a part of his/her precious time in order to engage in self-reflection and to
ponder. And still if he/she succeeds it, it is not always easy for everybody to practice on it. This certainly
should not be the case because self-reflection is a valuable “tool” with many uses. Thus, we could say with
simply words that self-reflection or personal reflection is the process during which we take some time to
think, meditate, evaluate, and generally think more seriously and re-evaluate behaviors, thoughts,
attitudes, motivations and our wishes. In other words, it is a deep introspection into our thoughts, feelings
and motivations in order to answer all the “Why?” which concern us. It allows us to analyze our lives in
the short, medium and long term so that to understand where we are headed, to determine the degree of
our satisfaction about the direction and to make the appropriate adjustments as necessary.

Mezirow, adopting the definition of Boud, Keogh and Walker (1985) as they formulated it in the
article 'Reflection: Turning Experience into Learning', writes that reflection helps us to give the right
meaning to some wrong our views and to correct the mistakes we have made in solving various problems.
He also expresses the view that self-reflection is identified with a high-level spiritual process that aims to
improve knowledge, views and ideas. This is a general definition for those mentally activities that a
person or adolescent develops, exploring his/her experiences, in order to arrive at a different perception
and appreciation of things. Based on this definition, the person or adolescent who self-reflects can make
correlations, generalizations, divisions and evaluations, find analogies, solve problems and look back at
old events. Through self-reflection, having as basis our views, we interpret, analyze or judge, accepting
that self-reflection is a part of thinking and learning.

Dewey (1933) states that meditation or reflection is the active, persistent and careful examination of
our beliefs and knowledge as to where they are based and what conclusions they lead us to. Meditation
has, mainly, the meaning of personal reflection, i.e. the thought that is directed towards the individual
him/herself, but also concerns the thought in general. For Dewey, education must continue throughout
life, and contemplative thinking must be the primary purpose of education, at all levels. Also, reflective
learning takes place through recall and analysis of experience and the reflective technique includes
processes such as: the recall in memory, rationalization, reorganization, correlation and reflection (Jarvis,
1990). As for the contemplative act, it is based on the critical evaluation of our views and on the control
over their sources.

It is a fact that reflection insinuates criticism and critical reflection is synonymous with questioning
the validity of the way in which prior knowledge has been acquired. Thus, we often look at prior
knowledge to see if we are doing the right thing in solving a problem, but critical thinking is also the
guestioning of our beliefs and expectations, which have been shaped by our contact with the world. Given
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that our self-perception is closely linked to certain values, it is difficult to challenge those values. And
also, questioning or denying the criteria by which we evaluate ourselves is usually emotionally charged.
Regarding the change of the optics of the adolescent students, it can be hindered by embedded or external
barriers, by occasional or mental factors or by insufficient information. With critical meditation they
redefine the problem, reorient their efforts and consider alternatives. Their critical-meditation thinking
does not deal with the *how’ but with the ‘why’, that is, what are the reasons and effects of what we do.

Doing a search in the international literature, we easily find that there is a lot of research in the field
of school education, which also concerns the age of adolescence and which have found that infants,
children and adolescents learn, on the one hand by processing past experiences, who filter them through
reflection, and on the other hand, through their exposure to new experiences (Kraft & Kielsmeier, 1995;
Laevers & Heylen, 2003). However, we must admit that there is a significant difference between the
experience of adults and that of minors, which is both qualitative and quantitative. Thus, it could be said
with certainty that the experiences and the corresponding thought of children and adolescents for the role
of money or love, are very different in quality from those of adults. And this obviously happens because
adults, due to their older age, have more and much different and in-depth experiences than teenagers.
Therefore, we could argue that what is probably happening is that while the fundamental material, i.e. the
experience, through which the processing and construction of new knowledge takes place is different, the
learning process seems to be the same in both adolescents and adults.

Consequences and benefits of self-reflection on the adolescents

Self-reflection is the adolescent’s ability to do in-depth a self-analysis in order to learn more about
his/her fundamental nature and essence. Self-reflection is closely related to the adolescent’s
consciousness, directly to the philosophy of his/her consciousness, and more generally to the philosophy
of the mind. It is also considered a key feature of self-knowledge and is associated with many different
cognitive and emotional skills, most of which are developed during adolescence, profoundly influencing
adolescent behavior, how he/she interacts with his/her peers and with the rest of the world but, mainly, the
way on how he/she decides.

We could also say that self-reflection is a process during which the adolescent has a constant and in-
depth communication with him/herself. In other words, he/she spends the time to think about his/her
behavior in each of his/her actions, to analyze the reasons and causes that caused this behavior, to
understand what were the causes, the result and the effects of the behavior and finally, to discover the
what he could do to improve it all. All this personal information is processed in order to help him/her to
discover new ways of behaving, with the main purpose of reviewing some of this information in his/her
future behavior and actions, to improve them and make them more effective, in order to give him/her
strength and joy (Sandra, 2020).

Also, self-reflection helps the adolescent in many different ways, the most important of which are the
following:

a Looking inward, he/she improves and enhances his/her emotional stability, through self-
awareness and self-concept. This will improve his/her personal and professional lives.

b It strengthens his/her self-esteem and makes his/her decisions clearer. Through self-esteem,
decision-making becomes easier, communication more effective, and influence and confidence
are established.

c In order for the process of self-reflection to be effective in the adolescent, his/her sincerity
plays an important role because through it, by better understanding his experiences, he/she is
developed and is led to better choices.

d Self-reflection offers to the adolescent the opportunity to adapt his/her behaviors and actions
to future situations. The consequences and expectations of these behaviors can provide
him/her with a valuable source of clear knowledge and learning (Toros & LaSala, 2019).

e The adolescent, through his/her self-reflection and sincerity, develops abilities for the creation
a positive mentality, keeping his/her ideas and thoughts positive.
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As is evident, the benefits of self-reflection are many and so the adolescent should, despite his/her
many obligations, to find and devote time to such a valuable process. The most important benefits for the
adolescent through such a process are the following:

a It allows to the adolescent to acquire vision, perspective, realism and a clear and unambiguous
point of view, as well as not to allow the emotion to negatively affect his/her judgment,

b It helps him/her to respond more effectively and not to react impulsively to various
discussions or events, to think about the consequences of his/her words and actions, as well as
to act more effectively.

¢ Self-reflection allows to the adolescent to think deeply, to properly process the circumstances,
feelings and motivations in his/her actions, to live a complete, holistic and healthy life and to
gradually acquire a deeper understanding of life.

Reflection on education

Research shows that giving time to adolescent students in order to reflect is a valuable tool, because
it serves as a mean that creates greater self-awareness, appreciation of the process and product, but also
deepens learning. Thus, considering that self-reflection is a developmental ability that fully emerges
during adolescence and, at the same time, provides time to adolescent students in order to follow the
process of self-reflection, through their reflection on the content of the lessons and the detection of gaps
in their learning. In essence, it allows them to build critical thinking skills, develop problem-solving skills
and thus gain greater independence and efficiency in their learning and maximize their understanding.
These are the reasons why self-reflection, as a dynamic and continuous process, is so important. Also,
through self-reflection, are given the opportunity to the adolescent students in order to evaluate their
strengths and weaknesses, so as to be able to create a path of positive self-assessment.

Reflection can be seen as a bridge between learning and teaching, and it is a fact that, between these
two, we usually prioritize learning without to displace teaching. This is because learning and teaching
should not be on opposite sides but should coexist. And, through an active, reciprocal exchange, teaching
can enhance learning (Malaguzzi 1993). Therefore, from the above it becomes clear that reflection exists
at all levels of education and consequently applies to adolescents and also, its presence is considered
necessary and indispensable both in learning and teaching.

The existence of reflection in education has been promoted by the three educational movements that
have prevailed in the field of education in recent years:

a The movement of social constructivism where the knowledge is built with collective effort and
cooperation,

b The movement of critical thinking that emphasizes to teaching that aims at understanding, and

¢ The movement for the holistic approach of knowledge that aims at the comprehensive
development of the adolescent student (Kouloumbaritsi & Matsaggouras, 2004).

Still, many scholars have examined the reflection in education and the result of this examination has
been that themselves to differentiate as to the way they define the principle, the levels, the content, the
process and the time of reflection. An example is the classification of reflection based on the object on
which the reflection focuses (Van Veen & Van de Ven, 2008) and is classified as:

a Functional, referring to the composition and effectiveness of pedagogical strategies,

b Academic, referring to the theories but also to the programs that penetrate the pedagogical
work, and

¢ Critic, referring to the moral and social aspect of education.

Another example is that of the categorization of reflection according to its depth levels (Lee, 2005),
which are as follows:

a The level of recall, when the teacher analyzes the event in the light of the recall of
experiences,

b The level of justification, when the teacher correlates the experiences, interpreting with
arguments and generalizing or finding new techniques, and
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¢ The level of critical analysis, when the teacher treats his/her experience with a tendency for
change by controlling it from many perspectives, and being able to observe the result of the
cooperation of teachers on children.

There is also another categorization of reflection based on time and the treaty that takes place
(Schon, 1983).

As a consequence of all the above, it was the placement of reflection in the educational programs of
Greek education, as it was considered that it acts in support of the other educational goals. Thus, the
reflection is found in the ‘New Curriculum - New School 2012’, which encourages children, adolescent
students but also the teacher to approach the educational process reflectively.

Relationship between self-esteem and anxiety in adolescents

According to the existing literature, the adolescent’s impression of self-sufficiency or inadequacy is
crucial for all aspects of his/her later life and includes mental, emotional and motivating qualities. The
self-assessment and self-image that the adolescent forms through it is obvious and so, it is an internal
regulator of his/her actions, that guides his/her personality, stabilizes the behavior and interprets and
expects experiences commensurate with the degree of his/her self-esteem. The emotional component of
the adolescent’s self, the self-esteem, is a unique human feature, a main variable of his/her behavior,
which determines his/her adaptive ability and helps significantly in the study and decoding of his/her
behavior.

Also, as it is known through the research, communication anxiety is a general human component,
which exists in almost every human being. And this, because in every age and at every stage of human
evolution there are stressful situations. Adolescents, accepting many and different stressful situations, are
not exempt from this feeling but also from their insecurity, a fact that is confirmed through daily
experience, but also by scientific research. It should also be noted that the process of creating anxiety is
common at all ages, but there are significant differences between adolescents and adults, in individual
areas of this phenomenon. The difference between an adult and an adolescent is mainly determined by the
greater number of experiences that the adult has and by the mental-cognitive supplies that he/she has
developed to deal with anxiety situations. It is obvious that the accumulated experience of the adolescent
differs significantly in both quantity and quality from that of the adult. In additional, essential cognitive
functions and skills, such as attention, perception, the recognition and interpretation of environmental
stimuli, the ablative thinking and language are not fully developed, except when the child will reach to the
end of the adolescence (Paraskevopoulos, 1985).

These two parameters, namely the limited number of experiences and the reduced mental
development, both together or separately, affect the process of creating communication anxiety and in
particular to the cognitive assessment of a situation, but also to the regulation of the emotion it causes.
Regarding the emotion, it is commonly accepted, that in adolescence it has different characteristics, such
as intensity and duration. Even in adolescence, it is more difficult to regulate the emotion, due to the lack
of mental abilities and functions of the individual. Regarding the cognitive assessment, it is fully
understood that the adolescent lags behind, due to limited experiences and lack of mental development, as
it is a complex process which is the intermediate stage between the stimulus that is of the external
demands and the manifestation of anxiety. An additional area of differentiation of communication anxiety
in adolescents and adults are the causes that provoke it, the external demands, as they are experienced and
perceived by the person (Mpezevegkis, Vasilaki & Triliva, 2001).

The most important causes that provoke the anxiety in adolescents, depending on their personal
capabilities, cycle of experiences and the level of mental development, based on the classification of
Triliva, Vasilaki and Chimienti (1997), can be grouped into five categories, which are:

a School performance: Burdened curriculum, difficulty and unsuitability of the material, exams.

b School environment: The school is a milestone in the life of the child and adolescent, it seals
in a normal way his/her first continuous separation from the parents, and it is also the first
place of his/her socialization outside the family.

Yearbook of Psychology
2021, Vol. 12 Online ISSN 2683-0426 81



CHRYSANTHOU, ANTREA

c Peers - classmates: The child and adolescent, after passing the egocentric stage of his/her
development, seeks the communication and companionship with people outside the family.

d Family: It is obvious that the psychological atmosphere that prevails in the home directly
affects the psychological state of the adolescent. Conflicts with parents and siblings,
obstruction of childhood spontaneity, possible parental divorce or illness of family members,
death or low educational and financial level, all contribute to increase the anxiety.

e Personal problems: Usually are related to the child’s image about him/herself, also his/her
future, sexual identity and free time.

In addition to the increased pressure and demands from the school, relationships with their peers also
play an important role in causing anxiety in adolescents. Siegel, La Greca and Harrison (2009) studied the
social anxiety in adolescents and their victimization by peers. The results of the study showed that these
two show a strong correlation between them and therefore, the relationships which are developed between
peers and, in particular, the close friendships, are important parameters of their mental health. And it is a
fact that adolescents’ troubled relationships with their peers lead to poor emotional functioning and,
among other things, to the development of symptoms of depression and social anxiety (La Greca &
Harrison, 2005). Therefore, as it have be shown in the above research, in the case that a good and close
friendship is withdrawn the results for the adolescent are destructive and so begins the development of
social anxiety.

Also, during the adolescence the prevalence levels for the social anxiety and depression in
adolescents are increased (Esbjarn, Hoeyer, Dyrborg, Leth & Kendall, 2010). One possible explanation
for the increased anxiety in adolescence is the fact that there is a higher incidence of life stressors in
adolescence in combination with the cognitive vulnerability of adolescents (Mezulis, Funasaki,
Charbonneau & Hyde, 2010). Two of the most important life stressors during adolescence are the
interpersonal factors and also, those associated with success (Calvete, Orue & Gonzélez-Diez, 2013).

It has also been found that the anxiety affects the performance of adolescents and this has important
implications for the learning process. Adolescents with anxiety worry about the threat they may feel
during a particular goal and thus they try to use strategies in order to reduce the effects of anxiety and so
to achieve their goal (Derakshan & Eysenck, 2009). Therefore, the adolescents are essentially diverting
their attention from the cognitive work, in an effort to find effective coping strategies for the anxiety.

Regarding social relationships and self-esteem in adolescents, it has been found that adolescent self-
esteem is connected for a long time with the consequent pre-social behavior towards foreigners, and that
the early pre-social behavior towards foreigners is associated with the promotion of the later self-esteem
(Fu, Padilla-Walker & Brown, 2017). Such two-way relationships between self-esteem and pre-social
behavior were not found with other groups, fact which demonstrates the complexity of developing
adolescents’ self-esteem and the multidimensional nature of the social behavior.

Self-esteem and communication anxiety in adolescent students

The connection between communication anxiety in adolescent students and their self-esteem are two
concepts whose relationship have hardly been explored at all. This is mainly because both of these
conditions often change during the adolescents’ development and thus do not remain completely stable in
order to be studied. However, several studies have found a moderate to high statistical power between
anxiety and self-esteem (Lee & Hankin, 2009). More specifically, self-esteem has been shown to have a
strong negative association with anxiety and depression (Moksnes, Moljord, Espnes & Byrne, 2010).
Still, the high self-esteem has been found to act as an important regulator against anxiety, while the low
self-esteem has been linked to anxiety symptoms and bodily complaints (Morley & Moran, 2011).
Therefore, according to the literature, there is a tendency of a negative correlation between anxiety and
self-esteem, with the latter being able to be considered as a mediating factor for anxiety. As mentioned
before, the high self-esteem can have positive effects on people’s lives and well-being, while the low self-
esteem may be a risk factor for the occurrence of negative effects (Sowislo & Orth, 2013). So by
extension, the same should be true for the adolescents.
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In other words, self-esteem acts as a brace for individuals against feelings of anxiety, enhances
coping strategies, and also, promotes both bodily and mental health (Pepping, O'Donovan & Dauvis,
2013). According to the above references to the findings of modern studies, there are important
indications for the mediating and regulatory role of self-esteem in anxiety, mainly the trait anxiety, and in
depressive symptoms. Similar findings are found in long-term researches, which have shown that the low
self-esteem, in perspective, seems to predict increases in anxiety and depression, while anxiety and
depression do not predict, respectively, reduced levels of self-esteem (Orth & Robins, 2014). Therefore,
from the indication of the single implication of the previous investigations, we can conclude that the
mediating model which has already been described and concerns the role of self-esteem in anxiety, is
confirmed by long-term research, in addition to synchronized.

On the other hand, there are findings that show a positive correlation between anxiety and self-
esteem, especially situational anxiety. Bharathi, Sasikala, Nandhitha and Karunanidhi (2015) studied the
optimism, self-esteem and social acceptance in two groups of adolescent students with high and low test
anxiety. The researchers found that the levels of optimism were high among the high-anxiety adolescent
group. They also found that on the one hand the levels of self-esteem and on the other hand the levels of
social acceptance were high in the group of students with high anxiety.

Also, depending on the feeling and the degree of optimism of adolescents, the relationship between
high self-esteem and high anxiety also arises. In particular, adolescent students who are highly anxious
about the exams, study well and usually score high, something which helps them to have self-confidence
and faith in their abilities. Furthermore, adolescent students who have high anxiety in order to meet to
parental and social expectations, are usually accompanied by support and reinforcement, something which
explains the relationship between high self-esteem and high anxiety (Bharathi et al., 2015).

Self-reflection, structured learning and anxiety of adolescent students

Research has shown that structured learning, self-reflection and anxiety are highly correlated
(Ganzer & Zauderer, 2013). In fact, by applying specific teaching-learning strategies in education, in
combination with self-reflection, the reduction of students' stress and anxiety can be achieved, thus,
positively affecting learning and, at the same time, increasing their self-knowledge.

Stress in the learning environment has been shown to contribute in creation of anxiety in adolescent
students and thus leads to the development of poor coping skills, hindering students’ academic
performance. Emotional stress has been shown to negatively affect a student’s ability to interact with
peers and others, to manage educational goals, and to achieve successful learning outcomes (Duffy,
2009). Acquiring skills in a positive and structured learning experience generally enhances personal and
professional development and builds trust. Providing students with a controlled learning experience and
structured learning activities allows them to become familiar with and feel comfortable in their learning
environment. Furthermore, providing appropriate structures and support to adolescent students can play
an important role in facilitating their development in the educational experience.

The benefits coming of applying self-reflection in education are many, with the main benefit being
that it can help adolescent students better understand their stress and anxiety and gain or increase their
self-awareness, considering it to be an important teaching strategy. This process involves the internally
examining and investigating of an issue that causes concern and that have been caused by an experience.
Creates and clarifies the meaning from the point of view of the self and leads to a change of conceptual
perspective (Donovan, 2007). Through the use of self-reflection, adolescent students can take a holistic,
individualized approach to the learning that evokes the way they think, feel, and believe (Epp, 2008).
Boud and Fales (1983) described three stages in the process of reflective learning: the prediction of an
experience, the exposure to experience, and the final stage after the event. The school should facilitate
discussions between students during the lessons and encourage the open exchange of concerns they may
have. Students should also be given opportunities to openly discuss their thoughts, feelings, and concerns
about any teaching or learning issues that arise, and not only.
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Abstract

Adolescence is those stage of development, through which a series of rapid and continuous biological, personal,
educational, social and interpersonal changes are usually signaled. And this is because, this specific but also so
important for the later life, stage of development, is a critical period, during which, on the one hand, the adolescent
is occupied by anxiety, distress and mental pressure, but on the other hand the adolescent is also interested with
various other issues, such as: the acquisition of knowledge and experience, efforts to make plans for the future,
management of various addictions, meeting of needs, confrontation of many challenges and risks (e.g. drugs,
smoking, sexually transmitted diseases), interest for empathy, relationships with peers and the opposite sex, and
finally, search in order to find answers for many other issues which concern him/her. Therefore, it is necessary an
investigation, through the review of the international literature, which will concern both the way of shaping the
identity by the adolescent, but also the ways with which it is affected or ‘guided’ by other external factors (family,
peers, environment). Through a critical and comparative approach of important theories, which concern the
acquisition of the personal identity of adolescents, it turns out that identity issues are not completely resolved during
adolescence but they are subject to various changes and transformations during throughout adult life. Thus, identity
issues return to different periods of human life and individuals are likely to move frequently from one category of
identity to another, as they are involved in different roles, change their relationships and live in various
environments, where they are experiencing many and different challenges.

Keywords: Identity, adolescents, shaping, development, theoretical approaches.

Adolescence, as a period of human development, has a biological beginning and a psychological end
but it is difficult to be determined its exact limits. And the main reason that pushes us to be troubled about
the adolescence is that it often becomes incomprehensible and agonizing. Many times, it contains so
many contradictions that we find it difficult to reconcile it with mental health. Adolescence is also a
transitional period between the childhood organization of the psyche and the ending to the adult and
mature personality. In essence, a child will have to be transformed, gradually and in a relatively short
period of time, into an adult, and this jump is considered huge. Thus, in this evolutionary phase, the
mental and physical balance receives many shocks and the adolescent's personality is characterized by a
constant fluidity.

Still, adolescence is that critical stage of development, during which man discovers who he is, what
his “beliefs’ are and what paths he will follow in his life. That is, within this stage, he begins to form his
identity. A successful shaping of identity by the adolescent is directly related to the development of a
complete sense of self and its subsequent course. At the same time, it is a period where they dominate: the
anxiety, uncertainty, controversy, various problems, anguish, exploration, and in general, it is a period of
breaking the links with the past, but also of creating new ones with the future. Today’s adolescent is
called, in a particularly difficult and competitive society, to be attuned to adult role, learning to appreciate
the potential hidden within him, using it creatively and facing the life with optimism and militancy.

It is also obvious that for the adolescent, the role of essential emotional relationships,
communication, respect and love within the family is extremely important, because, in this way, they
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provide him with important emotional supplies, maturity, but mainly they protect it from negative,
meaningless and dangerous influences from third parties. The support of the adolescent from the parents,
as it is expressed through the appreciation, interest or help offered to the adolescent, contributes greatly to
the creation of a high self-esteem and self-confidence, and also offers to him all those supplies and
strength in order to see the life clearly and realistically. In addition, in order the adolescent to acquire a
satisfactory personal identity but also to be facilitated his independence from the family, a healthy support
network is considered crucial, which, as usual, will consist from his peers. This group of peers provides
the adolescent with many different alternatives and attitudes, enhancing the exploration and facilitating
him on his efforts to achieve the autonomy and independence from his parents. However, apart from the
two mentioned above, a basic condition for the successful shaping of the adolescent’s identity is, mainly,
his active participation in those choices and processes, which are related to shaping of his identity.

The main purpose of this article is to investigate, through the various existing theoretical approaches
of the international literature, the route that follows the process of shaping of the identity of the
adolescent, as well as, how its final acquisition is influenced by some important external factors (e.g.
family, peers). The questions surrounding adolescence and shaping of adolescents’ identity, which seek
answers through such an article, are many and varied. Of particular interest however cause: the
criticalness or not of the adolescence, if the shaping of identity is completed by the end of adolescence or
continues into later life, if there are predetermined stages in shaping of adolescents’ personal identity and
finally, if and to what extent adolescents’ peers and families influence their identities shaping.

Adolescence, its most important characteristics and development

Adolescence is defined as the developmental stage of transition from the childhood to adulthood and
it is the developmental period which begins with the changes on pubic physiology and ends with the
shaping of personal identity (Feldman & Elliott, 1990). The individual during this period is subject to
major and rapid changes in all key areas of his development: physical, cognitive, emotional and social
sector (Zilikis, 2007). This evolutionary process in human life leads to the conquest of the cognitive
function and ends with the acquisition of a stable sense of self's identity, which is the ultimate goal. And it
is also obvious, that adolescence in the 21st century is very different from the adolescence many decades
ago. As early as the beginning of the 20th century, the dominant psychological and sociological views
attributed specific characteristics for the adolescence. And the important thing is that ‘adolescents’
cultures’ are considered basic cultural structures, in which the role of gender and the development of
personal identity stand out (Dadatsi, 2012).

However, it is important to realize that adolescents experience a wide range of social changes that
directly affect their lives. Today’s society seems to be putting new pressures, as different demands are
formulated on young people and their parents. The most obvious social changes, that affect young people
now days, occur in areas such as the family and the transition from education to work. It is also important
to pay due attention to contemporary phenomena, such as the globalization, diversity of multicultural
societies and the catalytic effect of information technologies on the lives of young people (Coleman,
2011).

Researchers involved in the investigation of adolescence, such as Holmbeck and Shapera (1999),
propose a multifactorial framework for understanding adolescent development and social adjustment, in
the following format:

« Interpersonal context of adolescent development, such as: family, peers, school, and work.

« Primary developmental changes in adolescence, such as: biological, psychological/cognitive,
changes in social roles.

« Developmental results of adolescence, such as: achievements, autonomy, identity, intimacy,
psychosocial adjustment, sexuality.

« Demographic and intrapersonal mean variables, such as: nationality, family structure, gender,
neighborhood/community, socioeconomic level.
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It is important to understand, that a variety of social factors interact decisively with complex
psychological and cognitive functions, but also with the biosomatic changes of puberty (Wolfe & Mash,
2006). Thus, the differentiation of the family structure is inevitably linked to a wide range of social and
psychological issues which affect a significant number of children and adolescents. The need to deal with
situations, such as breaking up the original family and the adjusting to new family arrangements, can lead
the adolescents to anxious living conditions and emotional instability (Coleman, 2011).

It should also be noted, that the ongoing social changes that take place in gender identities, in the
context of modern societies, have changed the established patterns of relationships between the two sexes.
Entrenched perceptions to date, regarding the current social and psychological characteristics of the
‘gender self’ and identity, are challenged and revised, leading to new searches the developing person
(Dadatsi, 2012). An important social change is also, the fact that new requirements and expectations are
created regarding the roles of both sexes. Arises, therefore, the need to redefine the position of both
women and men in modern societies and to find a differentiated conception of the shaping of gender
identities (Deligianni-Kuimtzi & Sakkas, 2007).

Another major social change that is of great importance, is adolescent's transition from education to
work. The historic changes taking place in the labor market today and the dramatic rise in youth
unemployment have numerous implications. More and more young people today are forced to stay in
education or specialization for longer periods, as jobs are scarce and short-lived, especially for people
under 25 years old. Young adults nowadays are forced to treat work as temporary and to be adapted to
conditions of financial turmoil (Coleman, 2011). At the same time, social changes such as globalization
and migration are important for adolescents and positive and negative characteristics are highlighted in
this development. In the era of globalization, adolescents have the opportunity to come into contact with
different cultural expressions and different lifestyles. At the same time, they are given the opportunity to
benefit from such a meeting and to be enriched with new skills and multiform interests. However, we
cannot ignore the fact that the mobility of ethnic groups is often associated with prejudices and racist
behaviors towards adolescents coming from ethnic minorities (Coleman, 2011).

According to the classic definition of the World Health Organization (WHO), adolescence is
considered the age period starting from 10 to 19 years (World Health Organization, 2002). They are
distinguished three developmental stages during the period of adolescence:

1) Early adolescence (10-13 years),
2) Average adolescence (14-15 years), and
3) Late adolescence (16-19 years).

Each of these three stages is characterized by specific physical, psychosocial and cognitive changes.
Also, it is estimated that 80% of adolescents live in developing countries and for Greece the statistics
show that there are about 1.3 million adolescents in our country, who represent about the 12% of the total
Greek population (Hellenic Statistical Authority, 2001).

It is also known that, during adolescence, we distinguish the transition from dependence to
autonomy. Through the identification processes, the adolescent seeks access to a stable sense of identity,
which is also the final goal, and that is completed through the social registration and validation of this
identity. Psychosexual development, perhaps the most crucial axis of the adolescent, is the background of
many processes but also an essential component of identity. The image of the body and the real body are
at the center of the processes of adolescence, but also at the heart of many pathological conditions. The
main issue constitutes the integration of the gendered body in the image of the self. Psycho-emotional
development and maturation teach the young person how to connect his emotions and also, the
relationships with the environment, by definition, works decisively. Finally, psycho-mental cognitive
development, which plays an important role in the whole developmental process, is crucial, while, at the
same time, it can be hindered by psychopathological processes (Zilikis, 2007).

Adolescence, then, is a special and critical period in human life. A period in which various
opportunities are presented, the feeling of freedom is strong, and the personality is strongly formed. At
the same time, adolescence is the period where the expectations are high, the perception of ‘invulnerable’
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is dominant and the risks are underestimated (Kokkevi, 2010). Typical characteristics of adolescence,
which make the adolescent vulnerable, are curiosity, emotional discomfort, increased sensitivity in terms
of self-image, and the need for acceptance by friends. These characteristics push the adolescent to
challenge parental authority, to seek new experiences and to adopt risky behaviors.

The concept and shaping of identity for the adolescent

The most important mission for the adolescent is the shaping of his personal identity and, on this,
Moshman D. (2005) states that: “as man grows, he self-identifies himself according to his personality and
ideology”. After all, identity is the fixed view that every person has about himself, about his existence, the
goals during the life, the position in society, his religious or moral and political beliefs, etc. Therefore, the
successful identity shaping is directly related to the location and placement of the self in the time and
social environment. It also requires the achieving of a sense of self and an adequate investigation and
meditation concerning the alternatives (Wayne, 2008). In terms of shaping personal identity, this is
considered to be the most important mission during the adolescent’s developmental course. Already, from
early adolescence, children wonder about their image and place in the world and try to self-identify
themselves based on their characteristics and abilities. Young people seek for a stable image of
themselves and are struggling to answer to the questions related to their existence, gender, beliefs or goals
(Kenanidis, 2005).

The successful acquisition of the concept of identity involves the placement of the individual in
many dimensions, such as: gender, sexuality, moral thought, political views, religiosity, professional
orientation and national consciousness. The sense of coherent identity is associated with the certainty of
the young person, that he has achieved his integration into the social and cultural environment where he
belongs, while, at the same time, he feels comfortable with who he is and maintains a conscious sense of
uniqueness (Moshman, 2005). Thus, as adolescents try to structure their personal identity, they search for
the truth about their real selves, often change direction, explore a variety of possibilities and finally, they
experiment with alternative aspects of their personality. The structure of identity is influenced by the
innate abilities of the developing individual, but also by interpersonal factors. It is very important for the
teenager to be identified with other people, who he admires or respects. Adolescents' path to self-
discovery presents difficulties, as it is accompanied by uncertainty and sudden mood swings. In addition,
the search for identity may go through dangerous situations, which make the adolescent particularly
vulnerable emotionally and socially (Gottman, 2015).

French professor Debesse Maurice, who systematically studied the psychological phenomenon of the
‘crisis of adolescent originality’, concludes as follows: “The phenomenon of the crisis of adolescent
originality is signaled by an aggressive denial of compliance which disorientates the adults but also the
adolescents themselves. It interprets self-awareness evokes a strong sense of personal value and
uniqueness of experience. It reaches to an outburst of personality that is born and to a kind of transient
egoism, in order to calmly end up in a first and fragile spiritual composition, which reflects everything
occupied the subject during the crisis, which has just passed” (Kosmopoulos, 1999).

During their developmental course, adolescents need to acquire a sense of self-control or, in other
words, the ancient Greek virtue of ‘prudence’, aiming to the harmonious coexistence of logic and
emotion. Important developmental task is also, the conquest of ‘temperance’ or ‘temperantia’, as it was
called by the Romans. Of course, emotions and passion have their own value in the life, but young people
must achieve the restraint of the emotional exaggeration and to seek the ‘appropriate emotions’, as the
ancient Greek philosopher Aristotle called the emotions that suit every circumstance. Emotional
repression causes apathy and does not allow the proximity in interpersonal relationships, while, at the
same time, alienating people. However, emotional outbursts, such as uncontrollable anger, excessive
anxiety, irrational fear and intense sadness, suppress the healthy development of identity in adolescence
(Goleman, 2015).

During adolescence, the young person should not only self-identify as to their personality traits, but
also to investigate the social roles that he will take on as an adult. And he is called to commit himself
gradually, but also clearly, to ideological, religious and political positions, which will allow him to
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maintain his uniqueness, but, at the same time, they will serve his need for acquisition of a unified
identity, socially acceptable. Besides, the structure of the adolescent's identity is also influenced by
cultural factors, which include dominant social values of the community. The exploration of social roles
and the commitment in positions are two very important functions in order to be achieved the
developmental goal of building the personal and social identity (Moshman, 2005). It is also important
that, in the context of his theory of psychosocial development, Erikson refers closely to the ‘identity
crisis’ experienced during adolescence, a crisis which is mainly related to the confusion of adolescents
around the social roles and their image, on a personal and collective level. Still, the cognitive abilities of
the abstract formal thinking now allow the adolescent “to process the specific details of childhood”
(Bareudoins, 1981; Erikson, 1974), while at the same time, according to J.E. Marcia (1980), is driven,
through the painful emotional course of identity formation, to a clear and stable sense of self (Vosniadou,
2007).

Theoretical approaches concerning the shaping of adolescent’s identity

The development of adolescents’ personal goals is directly related to the formation of their identity.
And identity building is an important link between adolescence and adulthood, because it acts as a bridge
between childhood experiences and personal goals, as well as to the values and decisions which allow the
young person to take his own place in society. During adolescence, the individual must not only identify
himself with specific characteristics but must examine the general roles he will be called upon to play as
an adult in the wider social context, shaping the gender identity, religious identity and political identity.
As supported by Benson et al. (2006), the shaping of personal identity prepares the individuals to face the
challenges they will come across later in their life. An important risk factor for configuration potentially
conflicting identities is the adolescent's need for diversity and uniqueness on the one hand, and his need
for the acquisition of an identity, which will be accepted by ‘significant others’ and society, on the other
hand.

Various theories have been developed for the way in which the adolescent acquires his personal
identity, how it is shaped, and what may be influenced it. The positions of the three most important
theories and some extra styles will be briefly presented below:

a) The identity crisis according to Erikson’s (1968) theory:

According to the psychosocial theory of Erikson E. (1968), the ‘Ego’ plays a central role in his
psychosocial theory, as is maintained the balance of man which will help him to develop the trust or
instead the distrust (Lopiga et al., 2011). Even a person, in each of the eight developmental phases-
stages of his life, from birth to old age, tries to satisfy various goals and needs by forming new
perceptions of himself and his social environment. In each of these phases corresponds a
developmental crisis of the *‘Ego’, which the individual must resolve (Nova-Kaltsouni et al., 2000).
Finally, the social influences that receives the biological mechanism of human are of great importance
for Erikson, as they are the ones that ultimately regulate the behavior of the individual (Salkind, 2004).

It is useful and practical to be mentioned here the stages of psychosocial development which Erik
Erikson, according to his theoretical approach, distinguishes them into eight phases, which correspond
to the stages of Sigmund Freud psychosexual development and are characterized by constant crises
and conflicts with the inner and outer world. The outcome of these conflicts depends on the terms
posed by the social environment in which the child grows up and has a significant impact on his
socialization, which Erik Erickson perceives as a ‘lifelong process’. The eight stages of psychosocial
development, as defined by Erik Erickson, are as follows:

1) Trust or distrust (1st year): At this stage, that is when a baby is born, it will come in direct
contact with its environment, which will help it to acquire external stimuli in order to be able to
regulate its behavior (Salkind, 2004). Conversely, if the infant feels that its needs are not being
met, it will develop a sense of futility and distrust (Lopiga et al., 2011).
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2) Autonomy or shame and doubt (2nd year): This stage helps the child to control his physical
behavior by regulating a specific muscle group (Salkind, 2004). Otherwise, the child feels guilty
and does not become autonomous when he cannot control these muscles.

3) Initiative or guilt (3rd - 6th year): During this 3rd stage, children learn to become independent by
taking initiatives by themselves in order to solve problems they encounter in their lives (Lopiga et
al., 2011). This means that children need to be weaned from their parents, so that they are able to
take complex initiatives in order to solve their personal needs on their own.

4) Industriousness or inferiority (7th year to adolescence): At this stage, the individual must learn to
invest in his energy for learning as well as to properly exercise his mental and social needs
(Lopiga et al., 2011). Otherwise, the child feels incompetent and oppressed or feels inferior
without any particular value.

5) Identity or confusion of the role (adolescence): At this stage of ‘puberty and adolescence’, the
most important achievement is the adoption of a role in society and its stabilization (Salkind,
2004). If the individual doubts for himself, then this situation creates the confusion of roles or
moratorium, according to Erikson (Lopiga et al., 2011).

6) Intimacy or isolation (adult life): At this stage of “Youth’, the biologically mature person should
understand the meaning of intimacy with his fellow human beings (Boeree, 2006). Otherwise,
when there is no intimacy and trust, the person is led into isolation.

7) Productivity or stagnation (middle age): In this stage of ‘Middle age’, the person, which is
professionally restored and is stabilized in his human relationships, seeks a stable life role which
will make him feel completely satisfied (Salkind, 2004) The individual at this stage should show
love for the upbringing of his children and worry about the future of next generations (Boeree,
2006).

8) Completeness or despair (old age): The last stage that of ‘Maturity’, constitutes essentially the
completion of the ‘Ego’. The completion of the ‘Ego’ comes in relation to the life the person
lived, as he feels satisfied with all the choices he made and the goals he achieved (Boeree, 2006).
On the contrary, the person who is not satisfied with what he did, feels despair and believes that
he lost a large part of his life without achieving his goals (Salkind, 2004).

It is clear from the literature that Erik Erikson did not perform any experiments in order to
confirm his theory, but he merely relied on the observation of adolescents who took part in a treatment
program. In this, then, the limited sample of adolescents discovered an identity crisis. Erik Erikson’s
theory does not seem to provide a detailed analysis of the processes that lead to the identity crisis, nor
does it indicate in detail the processes that contribute to its resolution. Also, the fact that some
adolescents presented an identity crisis, does not mean that all adolescents are the same and that
everyone is going through an identity crisis. In fact, there are huge individual and social differences in
adolescents’ experiences (Durkin, 1995). For example, Weinreich P. (1986) published findings from
different groups of adolescent girls in the United Kingdom, where he found that girls coming from
immigrant families had higher levels of role confusion than girls of dominant culture. It is a fact that
adolescents belonging to ethnic minorities need more time to acquire an identity, probably because
their lives are more complicated than the lives of other adolescents belonging to the majority.

It is also particularly important, that Erik Erikson stressed that the identity is never “final’, but
continues to evolve and change throughout human life. It is subject to changes and transformations
that are due, both to the developmental changes of the individual in all areas, and to his interactions
with the environment (Schwartz et al., 2011). Also, according to Erik Erikson (1950), a person enters
to adolescence in its fifth stage of development, which begins at the age of 12 and reaches the age of
20. And the developmental crisis that the adolescent is called to solve, can have a positive effect that is
to acquire his identity, or have a negative effect that is to prevail the confusion of roles (Para, 2008). If
the adolescent succeeds to join in a harmonious whole the opposite aspects of his social coexistence,
he will form a satisfactory personal identity and a clear image of himself, while, otherwise, he will feel
confused and will experience an identity crisis.
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b) Identity categories according to Marcia’s identity model (1966):

Erik Erikson’s theory for identity, subsequently, was processed by Marcia James (1966, 1976),
who defined the identity as an internal dynamic organization of: beliefs, principles, skills, aspirations
and personal history of the individual. Although he argued that Erik Erikson’s views were
oversimplified, he took from his work the concepts of ‘exploration’ and ‘commitment’, which
constitute the two main pillars for the formation of identity. By the term “‘exploration’, Marcia James
(1980) means a period during which the individual makes choices, and reconsiders the old values and
choices. It involves the exploration both the self and the external environment and suggest the search
for a fuller sense of self. The result of this re-evaluation is the ‘commitment’ to a specific role, to a
specific ideology (Schwartz, 2012).

According to Sigelman C. and Rider E. (2009), Marcia James argued that there are four categories
of identity (as shown in the Table below), depending on the presence or absence of ‘exploration’ and
‘commitment’ in different areas of life of adolescents. According to Marcia James, every adolescent
belongs to a category of identity and, the identity that he will shape, directly affects his personality.
Also according to A. Papazoglou (2014), adolescents, depending on their personality, assimilate one of
the following identities, which are categorized as follows:

Commitment Lack of Commitment
Exploration Identity Achievement Identity Moratorium
Lack of Exploration Identity Foreclosure Identity Diffusion

James Marcia’s four (4) identity development statuses

1) Identity Diffusion: Individuals in this category have not explored nor have they committed to an
identity, according to Shaffer D. (2009). So, they easily change their views and behavior.
According to Martin C. and Fabes R. (2009), these are apathetic people, insecure and absorbed in
their thoughts. They also do not have a strong personal or social identity. Their self-image is quite
low and negative, as well as their social entourage is poor, without many friendships and
relationships (Papazoglou, 2014).

2) ldentity Foreclosure: Individuals who fall into the category of ‘identity foreclosure’, have
prematurely committed to an identity but they have not explored it at all; and also, it has been
designed by parents or other authorities (Shaffer, 2009) and so, the adolescents only have adopted
it. This brings them face to face with their low self-esteem, as it makes them conventional,
authoritarian and uncompromising in their social relationships and in personal character
(Feldman, 2011). They lack autonomy and independence, while their relationships usually present
problems (Hurrelman & Hamilton, 1996).

3) ldentity Moratorium: The identity ‘moratorium’ refers to a situation where the adolescents still
continue to explore their identity but they have not yet committed. Unfortunately, some people
remain in this phase for a long time or indefinitely and often they challenge themselves (Wayne,
2008). As a result of all the above mentioned is, these adolescents often to experience fears,
anxieties, negative emotions, low school performance and also, they are not very satisfied with
their school. The positive element of the “moratorium’ is that the people who follow it have a
positive image of themselves and their relationships with their social environment are
satisfactory. Adolescents must necessarily experience the moratorium phase, before they can
shape a mature identity (Martin & Fabes, 2009).

4) ldentity Achievement: This stage of ‘achievement identity’ is a situation where adolescents, after a
period of adequate exploration, have decide and have committed in terms of their personal
strengths and choices, and finally, they are conscious about their lives (Irving & Sayre, 2016).
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Also, the adolescents who belong to this category, experience greater acceptance of themselves,
function independently to a large extent and feel their strengths and weaknesses. In addition,
adolescents with ‘achievement identity’ have a high school performance and positive social
behavior (Martin & Fabes, 2009).

Marcia J.E. (2002) argued that the process of identity shaping does not begin or end in
adolescence and that adolescents can reach the ‘Achievement identity’ by first going through the
stages of other identities. Still, adolescents’ strong loyalty to ‘Achievement identity’ is not easily
shaken, even though they may be affected by physical obstacles or external influences (Irving &
Sayre, 2016). In addition, the identity is shaping in a gradual and often unconscious way, as the
individual passes from the one category of identity to another, and in a specific order, starting from the
‘Diffusion identity’ and reaching the *Achievement identity’. But this whole course of the adolescent
towards the Achievement identity can be developed either smoothly, so that the adolescent will remain
in it, or experiencing a crisis, where the adolescent can retrogress from the ‘Achievement identity’ to
the ‘Foreclosure identity’ or ‘Diffusion identity’ (Papazoglou, 2014) .

Many times adolescents, in order to enter to the world of adults, change the category of their
identity, due to the external and internal influences or pressures they receive. Thus, this route is
sometimes abrupt and creates a disturbance/crisis in the adolescent, and sometimes it happens
gradually and smoothly. Both Marcia J.E. as Erikson E. argued, that it is not possible for the
adolescents who have reached to the ‘Achievement identity’ to return to a previous stage. But when
Marcia J.E. continued one of his initial studies, he discovered that some of the adolescents who had
reached to the stage of ‘Achievement identity’ had returned to the ‘Foreclosure identity’ or ‘Diffusion
identity’, after six years (Eysenck, 2000).

c) Developmental route for identity acquisition according to Meilman (1979):

Although Erikson Erik hypothesized that identity crisis occurs in early adolescence and usually it
resolves between the ages of 15-18, the age limits he proposed were overly optimistic (Shaffer, 2009).
When Philip Meilman (1979) measured the forms of identity of men aged 12-24 years, he observed a
purely developmental progress and according to him, most men, aged 12-15 years, had a ‘foreclosure
identity” or they were experiencing the “diffusion identity’. And this was because at these ages, many
young people, either have not yet thought about who they are, or they know, that even if they do have
some thoughts, they may change their mind next month; this mean diffusion identity without judgment
or commitment. Other adolescents are committed for certain aspects of their lives and may express
some of their thoughts, say some words, do some actions or make some temporary decisions. It is
therefore clear, that they themselves have never considered what suits them best or they have not
explored other alternatives. They have simply accepted identities suggested to them by their parents or
other people who influence them, that is they belong to category of ‘foreclosure identity”’.

At the age of 18, several adolescents reached the stage of ‘identity moratorium’, where at this
phase, individuals experience a crisis or actively explore various issues of their identity. They may
guestion their religion, think about trying drugs, or want to change some of their relationships. All of
these happens because they are trying to find themselves (Sigelman & Rider, 2012) and to determine
their identity. If the individual is able to evaluate the alternatives and find answers to the questions he
explores at the moratorium stage, then it makes sense that he will move on to the next stage of
‘identity achievement’. In the last phase of adolescence that is from 20-21 years, a relatively high
percentage of 40% of individuals reached to the acquisition of identity. While at the age of 24, a
percentage of the order of 55% of men had reached to the ‘identity achievement’.

d) Identity shaping and different styles:

Bosma and Kunnen (2001) believe that the adolescent does not pass from one category of identity
to another in a specific order, as argued by Marcia J.E. and Meilman P. It is also possible, that
adolescents with a “foreclosure identity’ or ‘achievement identity’ may at some point return to the
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lower category of “diffusion identity’. Also, identity issues, many times, reappear at different stages of
a person’s life and individuals are likely to move back and forth in different categories of identity, as
they test different roles, relationships, environments and challenges (Kroger, 2000).

According to Waterman A.S. (1988), the four categories of identity of Marcia J.E. do not
constitute a clear developmental path followed by most of the adolescents or young adults. However,
they can reasonably be considered as four different approaches which young people make good use
during the route of the shaping of their personal identity. This route depends on the culture and the
personality of the young people. Therefore, we cannot say, that a young person in the category of
‘identity foreclosure’ has not shape his identity. He has an identity but this identity has been adopted
by parental or other social forms of power, without any change or exploration.

Berzonsky M. (1989) proposed a model of human behavior, in which J.E. Marcia’s four
categories, essentially, constituted different personal styles to solve problems & make decisions. A
prerequisite for the successful shaping of identity is the active participation of the individual, in those
choices which are related to identity, shaping and testing assumptions about himself with a rational
and sober way (Grotevant, 1987). Berzonsky M. (2004) also introduced the term ‘identity style’ in
order to show the way in which an individual processes, organizes, make good use and revises
information related to himself. Thus, he proposed 3 “identity styles’, which are as follows:

1) The information style: A person with an ‘identity information style’ will actively explore, create
and maintain flexible commitments and will seek and utilize the relevant information regarding
himself, when he will be called upon to make important choices in his life.

2) The normative style: Individuals with an ‘identity normative style’, will avoid dealing with
information that may conflict with perceptions for themselves, will turn to those persons of their
environment who have power, will not explore extensively and in depth, will comply with the
expectations of other individuals or reference groups and finally, they will develop and cling to
dogmatic commitments and permanent perceptions concerning themselves.

3) The diffuse/avoidant style: People with an ‘identity diffuse/avoidant style’ are characterized by
the tendency to avoid choices related to their identity and from the case-by-case tackling of life.
The individual's choice, one of the three identity styles, seems to be related to the intentions,
requirements and motivations provided by the environment.

M. Berzonsky’s identity styles are closely linked to J.E. Marcia’s identity categories and many
studies have shown that the ‘information style’ is associated with ‘moratorium identity’ and
‘achievement identity’. The ‘normative style’ is inextricably linked to the ‘foreclosure identity’ while
the ‘diffuse/avoidant style’ is related to the “diffusion identity’ (Adams et al., 2006). According to
Berzonsky M. (2011), the dynamics of the individual’s family greatly influence and determine the
identity style he chooses, especially when it comes for an adolescent. On the other hand, the identity
style which the young person chooses, influences the way he deals with and behaves in interpersonal
relationships with his peers and environment, in general. This is because, these identity styles
represent different strategies for processing the information of the social reality, to which the
individual belongs.

According to Waterman A.S. (1988), the category of identity to which the adolescent belongs,
depends much more on social and cultural factors than Marcia J.E. (1966) had assumed. Also
according to Waterman A.S. (1982), adolescents with ‘achievement or moratorium identity’, usually,
have more affectionate parents and are individuals with their own personalities and views. Adolescents
with a ‘foreclosure identity’ have very close relationships with authoritarian parents, while those who
have “diffusion identity’ tend to have distant relationships with indifferent parents. Even, Munro G.
and Adams G.R. (1977) found in their research, that the university students were more likely than full-
time young people, to be in a period of ‘“moratorium’ in terms of their religious and political ideology.
This may happens because the time inside the university provides to people with more opportunities
for exploration and reflection than the workplace.
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Adams et al. (2006) emphasize, that identity issues are not completely resolved during
adolescence. It is noteworthy, however, that adolescents make significant progress in shaping their
identities. Also, adolescents with ‘achievement identity’ are psychologically healthier than adolescents
in other categories and, usually, these individuals reach in higher levels of success and social
relationships. Therefore, the category of identity to which the adolescent belongs, has important
implications for the quality of his adaptation to the environment and his relationships with others. On
the other hand, it is very important what will be the behavior and the relationship that the parents have
with the adolescent, because these two are very important and greatly influence the final choice of the
type of identity that the adolescent will adopt. Thus, some important factors within the family or in the
wider social environment, lead the adolescents to acquire different categories of identities.

How an adolescent’s environment affects his/her identity

According to the “International Study of Adolescence’, the identity of young people is influenced by
the structure of domestic life (Benson & Johnson, 2009). Identity shaping is greatly influenced by the
interactions of young people with their families, with their peers, as well as with the rest of their social
environment (Benson & Johnson, 2009). In terms of his social environment, the adolescent, as he reaches
the adulthood, is overwhelmed by various questions related with his professional life and studies, and,
due to the pressure he receives from his family circle, he resorts to peer groups in order to find the support
he needs, and thus he begins to distinguish the identity of others from his own (Feldman, 2011).

The search for identity is very important for adolescents as they want to feel autonomous and
independent. When children’s parents are overprotective and restrictive with them, they tend to
undermine their children's search for identity and independence (Benson & Johnson, 2009). Conversely,
if parents exercise too little control over their children, they may adopt age-inappropriate behaviors and so
to shape a latent identity (Benson & Johnson, 2009). Most engagement time between parents and
adolescents in family gatherings, significantly increases the self-esteem of young people, the self-aim and
the positive image for their future (Drogos, 2015).

Reference groups play an important role in identity shaping, as they are a measure of comparing of
the adolescent’s self-image with the group. As a reference group is popular, the adolescent compares his
successes and abilities with that group and joins in it (Feldman, 2011). Still, love relationships with the
opposite sex are essential for adolescents, as they begin to acquire emotional bonds and social prestige.
Although adolescents’ love relationships does not provide them with real emotional intimacy, it is a way,
in order that through it, they to shape their identity (Feldman, 2011).

The shaping of adolescent’s identity in the 21st century

Children during adolescence face many challenges but also dangers. At the same time, having as a
role model their parents, who, most of the times, are users of tobacco, other substances or alcohol, and so,
there is a high probability that the children will follow the same steps (Fagan & Najman, 2005). This is
because, children, through social learning, in essence imitate their parents and thus resort themselves to
the use of all or some of the above mentioned. In particular, and in terms of the use of various substances,
perhaps the most important reason that adolescents start them, is simply because it offers to them a
relaxation and calm (Feldman, 2011). A factor which influences adolescents to use substances, is the
strong bond that exists between siblings, and that is because, when siblings grow up together they develop
strong bonds and the one is a role model for the other. So, if the older brother starts using substances, then
it is very likely that the younger brother also will start using those (Fagan & Najman, 2005). The danger
of illicit substances lies in the fact that they can cause addiction, making adolescents more and more
prone to these substances and ultimately, is more likely to lead them to psychological dependence
(Feldman, 2011).

Another risk that lurks during adolescence, is the sexually transmitted diseases, to which adolescents
are more prone because they are unable to understand the severity and consequences of these diseases
(Chinsembu, 2009). Of course, the personal myth of the adolescent is involved here, according to which
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he does not believe, that an unwanted pregnancy will happen to his partner or that he will get sick himself
with a venereal disease.

Another serious risk to the health of adolescents is the reckless use of mobile phones which make it
easy to access social media. Many studies report, that frequent use of mobile phones increases the risk of
developing tumors in the brain (Hardell, 2017). However, the important others, and in this case the peer
groups, are necessary for the shaping of the identity of the teenagers and so, the communication with
them is considered necessary. Or otherwise, the daily communication with them, through the social
media, is a compulsive need, which is very important for the young people and especially for the
adolescents (Feldman, 2011). In various studies which have been conducted, the use of the internet is a
refuge for adolescents, who seek socialization and fraternity through social chat sites (Drogos, 2015).
Probably because, through this online communication link, young people feel that someone understands
them and also, that they can safely express their concerns.
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Pezrome

Jloxnaovm ,, [lcuxonoeuuecku u ougpepenyuaniu ocobeHoCmu HA CbEPeMeHHUs oHowa ' e onum Ha
asmopa 0a npeocmasu eOuH Cb8PEMEHeH No2ied KoM HHOWAmMA, Kamo ce 00bpHe 0COOeHO GHUMAHUE
Ha Hezosume NCuxono2uvecku u ougepenyuaiiu ocobenocmu. Ilepuoovm na wHOWecmeomo e mooice
OU HAU-CNIOJCHUAM U NPOMUBOPEHUS NEPUOD OM HCUSHEHUS. YUK Ha 4yosekd. Tosa e spememo mexncoy
0emcmeomo u 3peiocmma, npe3 Koemo ACUXUKAMA HA IOHOWama mpsibsea 0a npemvpnu OKOHYAMEeInd,
3a6bPUBAA YSATOMO 0eMCME0 NPoMAHA. B pesynmam na nes nosedenuemo Ha onowama mpsaoea oa
ce u3epadu 00 eOHO MUHUMAIHO, MOYHO ONPEOeIeHO PasHUuWe, KOemo 0a NO360aU NO-HAMAMBbUHOMO
cvuecmeysane Ha unousuoa. Ilpez mosu nepuod ce Habmooasam CvoUECMEeHU GUIUYECKU,
NCUXON02UYECKU U UHOUBUAYanHU ocobernocmu. FOnowama noonaza na ysnocmua npeyenka camus cebe
cu u ceema, 061A0I6A HOBU COYUATHU POU U C80U COOCMEeH CIMUL HA nogedeHue, OCHOBABAUKU ce HA
bazama Ha ceoume Oupepenyuannu u ncuxono2uvecku ocoberocmu. Tekcmvm ce QoKycupa evpxy
8LUPOCU, CELP3AHU C Me3U 0COOEHOCMU, GIUsewU SbPXY BOPMUPAHEMO HA CbBPEMEHHUS FOHOWA U
He2060mMo noseoexue.

Kniouoeu dymu: ICUXOJIOTUIECKH, TU(EPESHIINATHN, OCOOCHOCTH, IOHOIIIA, ChBPEMHE.

Abstract

The report "Psychological and differential features of the modern adolescent” is an attempt of the author to
present a contemporary view of the adolescent, paying special attention to his psychological and differential
features. Adolescence is perhaps the most complex and controversial period of a person's life cycle. This is the
time between childhood and adulthood, during which the psyche of the adolescent must undergo a final, ending
change throughout childhood. As a result, the adolescent's behavior must be built to a minimum, well-defined level
that will allow the individual to continue to exist. During this period, significant physical, psychological and
individual characteristics are observed. The adolescent subjects himself and the world to a complete assessment,
masters new social roles and his own style of behavior, based on his differential and psychological features.The
text focuses on issues related to these features influencing the formation of the modern adolescent and his
behavior.

Keywords: psychological, differential, features, adolescent, modernity.
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AKTYaJHOCT Ha npodJemMa

[TeproabT Ha FOHOIIECTBOTO € HEEIUMA YacT OT Pa3BUTHETO HA YOBEKA. XapaKkTepusupa ce ¢ Obp30
pa3BHUTHE Ha HEPBHATA CUCTEMa KaKTO U C IBIOOKH MPOMEHHN Ha (PU3NIECKO, ONOJIOTHYHO, €MOIIOHAITHO,
KOTHUTUBHO W WHTEJCKTyaTHO HHMBO. OT 0coOEHO 3HAaYCHHE 3a TO3U TEPHOJI Ca HOBOBBH3HWUKHAIHUTE
CIOCOOHOCTH, YMEHUS, HapacTBaIlla He3aBICHUMOCT U M3rpaXkIaHe Ha WICHTUIHOCT.

AKTyaqHOCTTa Ha TeMaTa Ha TO3M JOKJIaa € oOycioBeHa OT (akTa, 4e Npe3 IOCICAHUTE IBE
JECETUIIeTHS N3CJICABAHMUATA B 00JIACTTa HA PA3BUTHUETO HA IOHOIINTE NMPETHPIIIBAT HHTCH3UBEH PACTEK.
HoBute npoyuBaHusi mO3BOJISIBAT MO-CIOKHU BB3TJIEAN 32 MHOXKECTBOTO U3MEPEHHS Ha IOHOLIECTBOTO,
HOBH IIPO3PEHUS 32 Ipoleca U BpeMeTo Ha myOepTeTa 1 HOBH MEPCIEKTHBH 3a MOBEIEHUETO, CBBP3aHO C
BTOPOTO AECETHJICTHE OT JKMBOTA. B CBIIOTO BpeMe OCHOBHUTE TCOPETHYHU NMPEAIIOI0KEHHS HA MOJIETO
ce MMPOMEHST U y3psBar. M3cnenoBaTenute Ha YOBEIIKOTO Pa3BUTUE IIOCTOSHHO HA0I0aBaT, 4e€ BTOPOTO
JeCeTHIeTHEe OT >KMBOTa € BpeME Ha JpaMaTUYHH IMPOMEHHU: NEpHOoA Ha Obp3 (U3HUECKH pPacTex,
SHIOKPUHHH (XOPMOHAJIHH) TPOMEHH, KOTHUTHBHO Pa3BUTHE W HapacTBallla aHAJIUTHYHA CIIOCOOHOCT;
€MOLIOHAJIEH PACTEXK, BpEME Ha CaMOU3CIIeIBaHE U yBeJIMUaBaHe HAa HE3aBUCHUMOCTTA U aKTHBHO Y4acTHE
B I10-CJIOKHA COIMAIHA BCeseHa. [Ipe3 mo-romsmara gacT OT TO3M BEK YUSHH M3ydaBallly IOHOIIECTBOTO,
ca CKJIOHHHM Ja IpUeMaT, Ye IPOMEHHUTE, CBbP3aHU C IOHOIIECTBOTO Ca MOYTU M3LSAJIO MPOJUKTYBAaHU OT
Ononornuny BnusiHUA. Ha Hero ce riena kato Ha BpeMe Ha Oyps U CTpec, KOETO Ja ce OTpaHuYd WIN Ja
ce MpeMHUHE Bh3MOXKHO Hal-OBp30.

Ot npyra crpana To3u TpoOJeM € CBBbpP3aH C TMEpPCHEKTHBaTa 3a pa3BUTHE HA FOHOIIHUTE.
[TcuxonmormyecknuTe U TU(GEPEHIIMATHI 0COOCHOCTH ca 0OCTOSTEICTBO, KOSTO IIe IMO3BOJIM Ha Jenara Ja
npUI0OMAT KOTHUTHBHA TOTOBHOCT, JIa 3aBBPILAT YCIICIIHO CBOETO 00pa3oBaHKeE, a TOBA OT CBOS CTPaHa €
MPEIoCcTaBKa 3a HaMallsiBaHe Ha Oe3paboTuiiaTa ciell HaBbPIIBAHE HA ITBIHOJIETHE U 32 JJ0OPO KayecTBO
Ha JKUBOT BHOCHEACTBHE. [lopaan TOBa MMa TOJSIMO 3HAYCHHE pas3pelliaBaHETO Ha TO3M TOJSAM
OOILIECTBEH, HO M CBETOBEH MPOOIIEM.

B HacTosgImara pa60Ta CC aKICHTHUPA BbPXY HAKOHU TCOPCTUYHU ACIICKTU, KOUTO CC IJIAaHUPpA Ja 6’LI[3T
IMIPOBEPEHU CHC CEPUA OT CKCIICPUMEHTAIIHU U3CJICABAHUA.

Hay4na Teopust

ITeproabT Ha FOHOIIECTBOTO C€ XapaKTEPU3Upa C AOCTUTAHETO Ha HOBO PAaBHHIIE B PAa3BUTHETO Ha
BbTpCUIHATa IO3UIIUA, CAMOCBH3HAHUCTO MW CaMOYBaXXCHUETO, B Ta3W BB3PACT CC€ IOABABAa AKTUBHO
odopMsIHE Ha JIMYHOCTTA, U3rpaXKJaaHe Ha oOpa3a Ha CBeTa, M30MpaHE Ha CBOE MSCTO B TO3M CBST,
IUIAHUpAHE Ha CBOETO Objelie U CrOcOoOM 3a caMoochiecTBsiBaHe. FOHOIIeCcKkaTa BB3PACT CE sBsBA
PEXOJEH IEPHUOA OT AETCTBOTO KbM BB3pacTHHUS IEpHoi. B To3u mepuoxn ce ImpeycTporBaT BCHUYKHU
NpPEIUIIHA OTHOIICHUS KbM CBeTa M caMusi cebe cu. MIMEHHO Ta3W BB3pacT Ce XapaKTepH3upa Che
3apaKaAaHCTO Ha 3HAYUTCIIHA HOBU OIPCACIIAIIN PA3BUTUCTO HAa 3HAYMMU JIMYHOCTHU CTPYKTYpPH.

b.I'.AnanuneB pasnens oHomecTBoTo Ha 2 (asu. Ennara ce HaMupa Ha rpaHUIaTa Ha JAETCTBOTO, a
Apyrata — Ha TpaHHLaTa Ha 3penoctTa. [IspBara ¢asza e paHHa MIAJOCT U Ce OTIMYaBa C HEONPEIEICHO
MOJIO’KEHHE Ha MJIJIUsl YOBEK B OOLIECTBOTO. B Ta3u BB3pacT 0HOIIATa OCh3HABA, Y€ BeYE HE € JeTe, HO
3ae/IHO C TOBA M OIIe HE € Bh3pacTeH. BropaTa ¢asa e roHOmecTBo, KOETO MPECTaBIIsBa CaMo 10 cede CH
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HaydaJiHa (bopMa Ha 3pCIIOCT. IOnomeckara BB3pPaCT CIiopca B.F.AHaHI/IeB, CC sBsABA KaTO CCH3UTHBCH
nepuno/ 3a pasBUTUCTO Ha OCHOBHH COINMOICHHU BB3MOKHOCTHU HA YOBCKaA. [1]

Cepreii JI.PyOuHmaiin, oOpbllla BHUMaHHE Ha 3aBUCUMOCTTa HA IICUXWYECKUTE TNPOICCH Ha
JUIHOCTTA, HO OTOEISI3Ba, Ue BCAKO BHHIITHO BB3/ICHCTBHE BIWsC Ha HHIWBHIIA Upe3 BHTPEITHH yCIIOBHUA,
KOWTO B HETO ca (OpMHpaAHU I0- paHO IOJ BIMSHHUE HA BHHITHH BB3ICHCTBUA. B cBOWTE TpymoBe TOH
oTOeINsI3Ba, Ye MMEHHO IOHOIIECKAaTa BB3PACT C€ SBsBa KIIOYOBAa 3a BBH3HUKBAHE HA PEeQIEKCH KaTo
,,[IECHHOCTHO-CMHUCJIOBH CaMoOOlpeneneHus . BpHITHATA WM commMaiHa  JEeTepPMHUHAIMS JCiCTBa,
MMPOMEHSUKN Ce 4pe3 BBTPEIIHUS ONMUT Ha CyOeKTa upe3 HeroBaTa IIEHHOCTHO-CMHCIIOBA OIPEIEIIEHOCT
3a JUYHOCTTA.

Cnopen A.H. JleoHTHEB, IMYHOCTTA C€ Ch3J/laBa B OOIIECTBEHUTE OTHOIICHUS. HIMBUABT HABIN3a B
CBOSITA MpeAMETHa JIEHHOCT, HAa MbPBO MACTO C€ NPEJACTaBs KaTeropusATa IEHHOCT Ha CyOeKTa.
Pa3BuTHETO HAa JUYHOCTTA C€ TMPEACTaBs MPEA HAC KATO MPOIEC HAa B3aWMOCHCTBHE HA MHOXECTBO
JICHHOCTH, KOWTO BJIM3aT B HepapXHU4ecKO B3aMMOJICHCTBHE. B mcuxosjormyeckara mepuou3anus Ha
J.B.Enxonun u A.H.JIeonTreB Bomeliara JAeWHOCT B FOHOIIECKA Bbh3pacT € yueOHo- mpodecHoHaaHaTa
neiHocT. MOTHBHUTE, 3aeMa BOJCHIO MACTO M ¢a CBBP3aHH ChC CAMOOMNPEACSIHETO W MOATrOTOBKATa 32
CaMOCTOSTENICH KHBOT, C TIOCIEIBAIIOTO 00pa3oBanue.[2]

3.®poiia 0OCHOBONONOXKHUK Ha MCUXOAHAJUTUYHUS MOAXOJ MMa CBOE pazOHpaHe 3a pa3BUTHE Ha
anuHocTTa. ToH pasriexna JIMYHOCTTA KaTo OpraHU3UMpaHa CHUCTEMa ChCTOAIIA CE OT OTHOCHUTENHO
CTaOMJIHM XapaKTepUCTUKU, KOUTO HHE JHEC HaphuaMe 4YepTH Ha JIM4HocTTa. Moxe na oTOenexumM, ue
@poiig e OMI eAMH OT MBPBUTE YYEHH, padoTel] B paMKUTE Ha Teopus Ha Ju4yHocTTa. 3.Dpoiia He e
Ch3/laJI CUCTEMHA KOHIENIUS 33 IOHOLIECKaTa Bb3pacT, HO € U3BeJl Ba)KHU II0JIOKEHUS 3a [IpUpojaTa Ha
CEKCYJIHOCTTa B IOHOLIMTE, MOCOYMI € O0COOEHOCTHTE B Pa3BUTHETO HA E€MOLMOHAIHHUTE INPOLECH U
0COOEHOCTUTE B Pa3BUTUETO HA IOHOLINTE.

E.EpukchH paspaboTBa TEOpHATA 3a ICHXOJIOTHYECKOTO PA3BUTHE HA JIMYHOCTTA, KOHIEHTPHPANKH
[JIaBHUTE 00pa3d B POJHM HA COIMATHUTE B3aUMOJICHCTBHS B Pa3BUTHETO HA JMYHOCTTA. B Teopus cu
0TOENsA3Ba, Y€ CTAJAUUTE HAa Pa3BUTHE HA YOBEKAa OOXBAIIAT LM MY KMBOT, Pa3BUTHETO Ha JMYHOCTTA
ce pasriex/aa KaTo JUHAMUYEH MPOIeC, MPOIBIIKABAII OT PaskKJIAaHETO 0 CMBPTTa. B mcuxoconuaiHara
Teopuss Ha EpUKCHH B Mepuoja Ha MMOIPACTBAHE M FOHOIIECTBOTO € JUTHKHO Ja Ce PEIld OCHOBHATA
3ajaya 3a ITIOCTMI'aHE Ha MIEHTHYHOCT, Ch3JIaBallkKd HENMPOTHBOPEYMB 00pa3 Ha cammus cebe cu B
YCIIOBHSITA HA MHOTO H300pH/ pOJH, MApTHHOPH, TPYNH 3a oOIIyBaHe U ap. ,,JOHOmMTE 3a 1a pa3BHAT
ISJIOCTHO M ChIJIACYBAHO BHIKIaHE 3a ce0e CH M YCIEST Ja CH M3IPajsT ,,KOHIEHTpUpaHa, €IWHHA U
ChIVIaCyBaHA“ CaAMOJIMYHOCT OIMTBAT MHOTO HOBH POJIM, JOKATO C€ aHTaXMPaT ¢ POMAHTHYHU BPB3KH,
n300p Ha mpodecHst ¥ THITHYHU 3a Bh3pacTHHUTE 3aHuManus.” (Myrtadosa, M., 2015: ¢.20). [3] Crnopen
EpuKCchH OHOIIATA Ce M3rpak/ia 3a€IHO ¢ KpU3ara 3a WICHTHYHOCT, aKTUBHO CE OITMTBA Ja 0000IIH CBOS
omnwuT, 3a 1a GopMUpa CBOSTA HICHTUYHOCT. ,,II0JOKHUTETHOTO pa3peliaBaHe HA MPEIUIIHUTE KPH3H —
MOCTUTAHETO Ha JIOBEPHE, AHTOHOMHUSI, BOJIS M TPYI0JIIO0HE, YIIECHABA (POPMHUPAHETO HA UICHTHIHOCTTA™,
(Kpetirxen Y. Enyapa, Hemepod UYapanc b., 2008: ¢.299).[5] Toii cmaTa, 4e TETHAT CTaadii OT
BB3pacTOBATa MCUXOCOIMATHA TEPUOAU3AINS ¢ HAl-Ba)KCH MEPUOJ B MCHXOCONUATHOTO Pa3BUTHE HA
JOBEKA.
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B cBoeTo yuenwme 3a pazsutueTo Ha maHocTta Kapi I'. FOHT oT6ensizBa camo 1Ba OCHOBHH EpHO/IA,
KOUTO OTOEJsA3Ba KaTo IbPBa M BTOpA IOJIOBHMHA B KUBOTA Ha WHAMBH/A. [lepHOIbT HA FOHOIIECTBOTO H
mianoctra. CerilacHo KoHmemnuaTa Ha FOHT, ce 0000co0sSBaT JBa Mepuoja: B IMHPBUS /TIEpHOAa Ha
IOHOIIIECTBOTO/ TIpeo0iiaiaBa eKCTPOBEPTHATA OCHOBA, OOPBINA ce TIOBEYe KbM BBHIIHUS CBST, CTPEMU CE
KbM B3aMMOJICHCTBHE ChC CBOUTE COIIMOKYJITYPHU OOKPBIKEHUS, M KbM 00IIyBaHeTo ¢ xopa. [Ipomecht
Ha BIVICKIaHEe M OOphIaHe Ha YoBeka KbM cebe cr FOHT Hapuya MHANBUAYaTH3aITHA.

B cBosTa KOHICHIMA 34 FOHOHICCTBOTO MNPCACTABUTCIIAAT HA TI'CIIAJITIICUXOJIOTHATA KypT .HCBI/IH,
pasricxkia nepuoaa Kato COUUATHO-TICUXOJIOT'MYCCKO ABJICHUC, CBBpSBaﬁKH TICUXUYCCKOTO PA3BUTHUC HaA
JIMYHOCTTA C UIBMCHCHHUEC HAa COIITMAJIHOTO H MOJIOXKECHHE.

OnuTuTe 3a Ch3/IaBaHE HA BH3PACTOBA TIEPHOIU3AIINS Ca TIPABEHN B PA3IMYHHA BPEMEHA, HO U JI0 THEC
HsIMa €IHO3HAYHA MO3UIUS W OOIIONpHUeTa KiacH(UKAIHS 32 Bh3pacToBa KIACU(pUKAIUS 32 IEPHOIAUTE
Ha pa3BUTHE HA YOBEKa. B mporlleca Ha pa3BUTHE HA ICUXOJOTHYECKATA HAyKa Ca C€ TOSIBIIIM MHOTO
pasauuHu KiacuuKaluy, a ¢IuHHA Kiacudukaius Taka M He € chb3haneHa. M 3aroBa Moke ma ce
M3BeNaT OOIM TEHACHIIUU B Pa3IMYHU BH3PACTOBU MEPUOTU3AIINH, A TaKa CHINO U OJIM30CT B HIKOH OT
TSIX.

Moxe nma 0T6eﬂe)KI/IM, 4C BBB BbB3pPACTOBATA IICHUXOJIOTHs, NCpUOAU3alHATa Ha Bb3PACTOBOTO
Pa3BUTUC Ha JACLaTa € pa3riicaHo HO'HeTaﬁHHO, OTKOJIKOTO IMEPpHUOJU3AIUATA HA 10 Bb3PACTHUTE.

B cpBpemeHHara (QyHAaMeHTaN Ha JIMTepaTypa IO TICUXOJIOTHS Ha passutHeto ['petic Kpair
npejiara rnmepuoau3alys Makap M OJin3Ka J0 MO-rope CIIOMEHATUTE, HO HE ChBIANAT HAIIBJIHO C THAX.
Otaens clieqHUTE BB3PACTOBU E€TAIHM: IOHOIIECKA Bb3pacT oT 12 no 19r. u panHa 3penoct-oT 20 10 40r.

[6]

Axo ce HalipaBu CPaBHUTCJICH aHAJIM3 HAa Pa3/IMYHUTEC KOHUCIIIHWKN Ha Bb3pacToBaTa NE€puoanu3anus TO
MOJXKe J1a ce 0TOesIexkH, Ue MoIpacTBallaTa U IOHOIIECKaTa Bb3pacT ce pasriexaa B rpaHuiure or 11 1o
19 roauHM ¢ pa3aensHe Ha PaHeH M CTapIlH ITOIPACTBAIL Bb3PACTOB IMEPHOI.

KakBo HM JaBa OCHOBaHHE Ja C€ TOBOPU 3a IMCHXOJIOTHYECKH OCOOCHOCTH B FOHOIIECKAaTa BbH3pacT?
Ipenn BCHYKO Ta3u BH3pAaCTOBAa KATETOPHUs C€ pasrjexia KaTto MepHo] Ha WHTCH3WBHO MHTEJIEKTYaHO
pasButue, popMHUpaHe Ha y4eOHO-TIPOECHOHATHH JCHHOCTH, ACHMUIMPAHE Ha POJISATA, HABJIM3aHE B HOB
,»Bb3pacTeH” KUBOT. M3cinenoBareiuTe HIMAT €IHHHO MHEHHE 332 CAaMOCTOSTEIHH €TalM B MEPHOa Ha
n3paCTBaHC, U B OTCHCTBHUEC Ha o6moaneTa TCOpHA 3a KOIHUTUBHOTO pPA3BHUTUC BHLB BB3PACTUTE CC
JIONTyCKa OIEHKA Ha MEePCIIEKTHBHOTO Pa3BUTHE.

BB3MOKHO 1M € KOTHUTUBHO pa3BUTHE Ha IOHOWIECTBOTO? Pa3BuTHETO Ha KOTHHTHUBHATA cdepa mpu
foHommre 1o Muenne Ha JKau [uaxe, e ye mpugoOuBaT abCTPAKTHO MECIICHE W 3aIl0¥BaT Ja MUCIST
KaTO Bb3PACTHH, MOJI3BANKU HAYIHH TePMUHH. [3]

I'peiic Kpaiir orOens3Ba, 4e ApyruTe KOTHUTUBHU CIIOCOOHOCTH, OCOOEHO aHAMTHYECKOTO H JIOTUIECKO
MHUCIIeHe, 0OMKHOBEHO MPOIBJDKABAT J1a CE Pa3BUBAT Mpe3 LENUs )KUBOT. BBIIpeKkn ToBa B HACTOSIIIETO HE
€ SICHO KaKBM UMEHHO KOTHUTHBHH CIIOCOOHOCTH THPIIAT U3MEHEHHS U B KaKbB BUJI. [6]
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MscnenBanusita moka3Bar, 4e B IOHOIIECTBOTO CJIE/IBA MOHATATHIIHO MCUXUYECKO PA3BUTHE HA YOBEKA.
CrpykTypaTa Ha JIUYHOCTTA CE U3MEHS BBB BPh3Ka C Pa3IMIMPEHUETO U Pa3HOOOPA3UETO HAa COIMATTHUTE
BPB3KH, MPEYCTPOMBAT ce ICUXU4ecku (DYHKIUMH BbTpe B uHTelekTa /b.I'.Ananues, M.J[.JIBopuiiiuH,
JI.C.I'panoscka, B.T.Jlucoscku, N.A.3umnss, U.C.Kon u np./

MHoro oT To3HaBaTeNHUTE GYHKIUK HAa YOBEKA CE Pa3BHBAT B TO3W MEPUOJ] - OOIIO HHTEIEKTYATHO
pa3BUTHE, B YACTHOCT BB3NPUATHS, TAMET, MUCJICHE, BHUMAaHHUE CTEIICH Ha BJIAJICEHE HA ONPEICICH KPBT
JIOTHYECKH Olepanuy. Y4eOHH AUCHUIUIMHA CIIOCOOCTBAT 3a Pa3BUTHE HA TEOPETHYSCKOTO MHUCIICHE.
[IponpmkaBa pa3BUTHETO HA  AOCTPAKTHO-JIOTMYECKOTO MHUCIEHE, TEOPETUYHU PA3CHKIACHHUA U
caMOaHaJIM3U.

B roHOmIECTBOTO Cc& HM3MCHAT 4YCpPpTU OT BBTPCHIHHA CBAT U CAMOCBH3HAHHUC, npeyCTpoﬁBaT ce
IICUXUYCCKU ITPOUECU 1 CBOMCTBA Ha JIMYHOCTTA, MEHU C€ EMOLMOHAJIHO-BOJICBUA PEA HA XMUBOTA. Haii-
BA>KHOTO HOBO B TO3HU IICPUOA CC ABABA PA3BUTUCTO HA CAMOCB3HAHHUCTO, KOCTO € CAMOIIO3HAHUEC B CBOATA
CbIIHOCT IIOCTAaBAHC B OCHOBATa Ha cebe cu OTKPpHUBAHCTO Ha CBOCTO A3, npeacrtaBa 3a CBOsATa
WHIWBUAYAJTHOCT, CBOUTE Ka4C€CTBA U CHbIIHOCT Ha CaMOOLICHKaTa, CaMOYBaKCHUCTO.

IOnomecTBOTO CamMo 10 cebe cu € 0COOEH TIEpPHUo ] B Pa3BUTHETO HA JIMYHOCTTA. BBB BB3pacTroBaTa
TICUXOJIOTHS MOpOoOHO ce pa3riex/ia NeprHoAn3alusITa Ha Bh3PacTOBOTO pa3BUTHE Ha JIENaTa, KOETO ce
OTHACS JI0 Bh3PaCcTOBATa IMEPHOAM3AIINS Ha FOHOIINTE, KbJETO HAOMI0JaBaMe Pa3IUYHA XapaKTePUCTHKH
Ha nepuoaa, NpeACTaBC€HU OT pa3JIMYHU aBTOPU C pa3JIMYHU TCOPECTUYUHH IMO3ULINH.

FOHOIIECTBOTO € MepHOABT Ha MPEXOJ OT JETCTBOTO KbM paHHATa 3psiia Bh3PACT, 3aro4yBail OT
npubu3uTenHo 11-13 roguinHa BB3pacT M mpoabipkaBail 10 18-21- rojuiiHa BB3pacT, HO TOYHHST
BPEMEBH T[IE€PUOJ] 3aBHCH OT TaKkWBa pa3HOOOpasHM (akTopu Karo 3ao0MKaisdIara KyjiTypa Hu
ounomornunoro passutue. (Kpeiirxen V. Eayapn, Hemepod UYapamc b., 2008: ¢.299).[5] B
AHTJIMHACKUS €3UK LENUAT TEPHO Ce Hapuya C eHa ayma, Harmp. ,,adolescence” wmu ,,teenage years®, a B
HeMckus ,,Jugendalter”.

IOnOmecTBOTO € MOCJICAHUAT NCPUOA OT ACTCTBOTO U CC XapaKTCpU3UpPaA KaTO 0-0co0eH nepuona B
NCUXUYIHOTO pPAa3BUTHUC. Hpe3 TO3U NIEpUOA TOH ce npncnoco6;1Ba KbM COLlMaJIHATa CpcJia HETroBaTa
TNCUXHUKaA MMPETHPIIABA MIPOMAHA, KOATO € HGO6XOILI/IM3 3a MMO-HAaTaTBbIIHOTO MY CHUICCTBYHAHC B JXU3HCHUSA
My ObT. HmenHo B To3HM Iepuo C€ MmposBABaT B IMOBEACHUETO MY BCHYKHM Kad€CTBa Ha IICUXHKAaTa,
H3rpacHu Npe3 UAJI0TO ACTCTBO.

Heo6xoauMocTTa 0T XapakTepHCTHKa Ha FOHOIIECTBOTO CE Hajara oT creuudukara Ha U3MEHEHUSITA,
KOUTO HACTBIIBAT BbB (PU3HOJIOTUYCH, ICUXOJIOIMYCH U COLMANCH aCIEeKT.

Crnopen Weanka bonueBa, B TO3M TI€pHOA C€ W3IPakKaar ,JM4HAata BOJs, XapakTepa,
KOMYHHKATUBHHUTE CIIOCOOHOCTH, YyBCTBOTO 3a JIF0OO0B U Muporien. [7]

[Ipo06yieMbT Ha MCUXOJIOTUYSCKUTE OCOOCHOCTH Ha TEMIEpaMEHTa B FOHOIIECKA BB3PACT MPUA00HBA
aKTyaJHOCT BbB BPbB3Ka C YCJIOBHsATA 32 €(pEKTHBHO YIpaBICHUE HAa Ba3HMMOJICHCTBUETO Ha FOHOIIATA C
HETOBHUTE BPBCTHULM, POAUTENH, yuuTesau u ap. Hanune e npouec Ha oOpbliane KM cede cu. AKTyaneH
€ BBIPOCHT: ,,Koif cbM a3?*“ XapakTepbT € popMHpaH, CIIOCOOHOCTUTE ca (POKYCHpaHHU, TIOBEACHUETO BCE
MOBEYE Ce MOJYMHIBA HA MOTUBALMATA, JCTEPMUHUPaHa OT conyanHaTa cpeaa. Popmupa ce connantHo-
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HpaBCTBEHATa CaMOOIIEHKA. B IOHOMIECTBOTO ce YyTBBP)KIAABaT IIEHHOCTUTE, MHTEPECUTE U HcalIuTe Ha
TuYHOCTTa. PermaBamia € poisita Ha BB3MUTAHWETO. BakHO yciioBHe 3a (opMHpaHE Ha XapakTepa ¢
CaMOBB3MHUTAaHUETO, CAMOM3HCKBAHETO M camMoaucuuminHata. (OcoO0eHOCTUTe B Pa3BUTHETO Ha
MHCJICHETO B IOHOIIIECTBOTO: HACTHITBAT MMPOMEHH B MUCIIEHETO, 3HAUYUTEIHO Ce€ MOJA00pSBAT MPOIIECUTE,
0c00€HO BaXHM ca aHAJIN3, CHUHTE3, CpPaBHEHHE, ThH KaTo Te Ca MHOTO BaKHH Npu OOYYEHHETO IO
pasnuuHuTe TpeaMeTH. M OT TAX 3aBHUCAT ApYyTHTE MHCIOBHHU IpolecH — abcTpaxupane, oboOmaBaHe,
KOHKpeTu3anus. Hali-moOpe ce mpociensBaT Bb3MOXKHOCTHTE Ha aOCTPaKTHO-JIOTUYECKOTO MHUCICHE.
dopmupaHeTo HA KayecTBaTa Ha XapakTepa y MOAPACTBAIUTE Ce OCHIIECTBABA B MPOAbIDKeHUE Ha 17-18
TOJIMHU, HO OOMKHOBEHO TIpH 18 TOAMIITHATE MOXKE JIa C€ OTKPHST Bede OUepTaH! KauecTBa Ha XapaKTepa.
HaGmonaBa ce HaMmansiBaHe Ha MIO3HABATEIHUS UHTEPEC, MOSABSABAT CE MMO3HABATEIHUTE EMOIIMH CE TOTaBa,
KoraTo (PM3HMOIOTMYHOTO CHCTOSHHE C€ OTKIIOHSBA OT ONTHUMAaNTHO (HKCHpaHoTo. Hemo moBede —
OCBIIIECTBIBAHETO HA TIO3HABATEIHUA MHTEPEC OT HAYAJIOTO HA TOJOBOTO Ch3psIBaHE 3al04yBa Ja M3UCKBA
W3BBPLIBaHE Ha ycHiHe (,,BOJS ).

PyckusTt ncuxonor Bond Mepnua pasrpanndaBa 4eTHPH KOMIIOHEHTA, KOUTO Ca U €TallH B Pa3BUTHUETO H
CaMOCH3HAHUETO B OHTOIEHE3aTa: €JHA OT TAX € COLMAIHO-HPAaBCTBEHATa CAMOOLICHKA, KOSITO €
XapaKkTepHa 3a FOHOMIECTBOTO. BwIpockT: ,,Koit cbM a3?“ e TumuYeH 3a IoHOIIecKaTta Bb3pacT. Toi e
MOTHBHpPAH HE IPOCTO OT OOMKHOBEHA JIFOO03HATEHOCT, @ OT CTPEMEKa Ha FOHOIIATa Ja C€ YTBBPIU KaTO
nuuHoCT. To# ce HaMupa Ha mpara Ha JKMBOTa W TpsOBa Jla HAlpaBH CBOS M300p — MpOQeCHOHAITHEH,
JKUTCHCKH, HpaBCTBEH. Te3n n300pu Morar ja ObJaT YCICIIHH caMO ako MJajJus YO0BEK JA00pe Mmo3HaBa
cebe cH, CBOUTE WHTEPECH, Bh3MOKHOCTH, CUJIHU U C1a0u CTpaHd. ThpCEHETO HAa CBOETO MSCTO B CBETA,
no0yK/Ja IOHOIIATa J1a Ce CPaBHsSBAa BeUe HE C BPBCTHHIUTE CH, a C 00pasly OT Apyra BeJIWYHHA —
TIOTTYJISIPHU JIMYHOCTH, (PUIIMOBH HITH POK-3BE3/TH.

JndepeHimaing 0COOCHOCTH Ha IOHOIIATa € Jpyrara CTpaHa Ha BBIPOCA, KOWTO € pasriiefaH Kato
aCMeKT Ha TICHXHMKATa Ha FOHOIIATA - B c(hepuTe Ha HEroBaTa MHTEIUTEHTHOCT, HICHTUYHOCT U JIMYHOCT.
IOHomIeckata BB3pacT ce OTIMYaBa C MOTPEOHOCT OT M3rPaKAaHe Ha aJeKBaTHA CaMOOIICHKA H
CaMOCh3HaHHE, TOTPEOHOCT OT HAMHpPaHE Ha CBOSITA  WICHTHYHOCT -  MCHUXOJIOTHYECKA
CaMOTBXJIECTBEHOCT, COIMAJHA U CEKCYalHa WACHTHYHOCT. KbM MOCOYCHHTE THIIOBE HICHTUYHOCT
MOJKEM JIa TIOCOYMM M TPYIOBa, U eTHHUECKa. M3rpakaaHeTo Ha MICHTHYHOCT O3HaYaBa CIIOCOOHOCT Ja
ce "mpeMuHaBa" TpaHUIATA OT JETCTBOTO KbM CBETa Ha BBH3PACTHUTE W OOpaTHO. A TOBa O3HAYaBa
H3rpaxaadHe Ha MO3UIUH I10 )KU3HCHO BaXKHU HpO6HCMI/I, KaKBUTO Ca IJIAHOBCTEC U MECPCICKTUBUTE.

HactenBanero Ha pa3BuTHeTO Ha A3-00pa3bT € MHOIO ChIIECTBEHA MPOMSAHA, OTHACSMIA C€ IO
pa3BuTHEeTO Ha Ju4yHOCTTa. Jletero wmsrpaxna oOpa3 3a cebe cH, KOWTO OTpa3sBa Herosara
camocTosTenHocT. [lornexaa Ha cebe CH OT Pa3IUyYHU [VIEAHN TOUYKH. A3-00pa3bT 3aI104Ba a Ce U3IIBJIBA
¢ pedIIeKCUBHO ChIbpKaHUE — A3-BT C€ OTKpPHBa HE CaMO 4pe3 OTHOIIECHHETO ,,A3—A3“, HO U dYpe3
OTHOILIEHUETO ,,A3 U IpyTruTe*.

Cropen HSKOU aBTOPHM U3rPakKIaHETO HAa €IMH JIOCTOeH o0pa3 3a cebe CH B TO3M HEPHOA € OT
pelaBamo 3Ha4eHre, Thil KaTO IOHOIINTE, P KOUTO B PAHHOTO JETCTBO — KOraTo OIE ca HEy3peJu, He
€ 3aI04HAJI0 Pa3BUTHE.

3akiaouenne:
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IOnoOMmEcTBOTO € MPOTUBOPEUNB, TPYACH U MPOIBIKUTENEH EPUOJ, KaKTO 32 CaMHs IOHOIIA, Taka U
3a XopaTa, KOMTO MO €JUH U Pyl HAauWHH Ca aHT&KUPAHH C HETOBOTO JIMYHOCTHO M HWHAWBUAYAITHO
mpactBane. [lo Bpeme Ha MosTa 10 TomumIHA MpaKTHKa C YYSHHUITM Ha BB3pacT Mexmy 13-18r. xaro
nejarorndecku cbBeTHHK B IIpodecmonanna rumuaszus ,,Axan. Cepreii 1. KoponboB® nHabmomaBam
(dbopMupaHe Ha ICUXOJIOTHYECKUTE U JU(epeHInalHuTe 0COOEHOCTH Ha loHowmmTe. IIpoTndaneTo My e
CIIO)KEH U JWHAMUYEH IPOLEC, ChIPOBOAEH C aBTOHOMHOCT. B To3M mepuojn 3a lOHOWIaTa TIOJIIMO
3HAYEeHHE MMa OKa3aHa MOJAKpeNa U MOMOIL. 3a LeJTa CbBPEMEHHOTO 00LIECTBO Mpejiara pa3Hoo0pasHu
W IOCTBHITHU ()OPMH 32 TOBA, KOUTO JaBa B3MOXKHOCTH 32 MO-TUIABHOTO MPOTHUYAHE.

BaxxHO € /1a ce OTKpOSAT ChBPEMEHHUTE OCOOCHOCTH — TICUXOJIOTUYECKH U TU(PEPEHITUAIHH, BIUSIIN
3a QOpPMHUpAHETO Ha JMYHOCTTA Ha IOHOIIATa B ChbBPEMEHHS CBST. TOBa OT CBOS CTpaHa Ce sBSIBAa KaTo
aJIeKBaTCH, NOANIOMAarail OTTOBOpP Ha YYMTEIM M POAUTENM 32 HAMHpPAHE HAa aJCKBAaTHU IMOAXOAU M Ha
,,00111 e3uk™ ¢ Tax. [To3HaBaiiku crieruduKaTa Ha IICUXOJIOTHUYSCKUTE M IU(EPCHIUATHUTE 0COOCHOCTH
e ObaT U3MOM3BaHU MO-TIPAaBUITHH CITOCOOU B paboTaTa ¢ TAX.

References:

[1] Ananiev, B.G.K. (1974). Modern Psychological Problems of Higher Education. L., - pp. 280

[2] Shapavalenko, 1.V. (2005). Age Psychology. M: Gardariki, - pp. 349

[3] Mutafova, M. (2015). Questions of Age and Pedagogical Psychology. Blagoevgrad, Ul "Neofit
Rilski"

[4] Erickson, E. (2000). Childhood and Society., St. Petersburg: Peter - p. 312

[5] Craighead W. Edward, Nemeroff Charals B. (2008). Encyclopedia of Psychology and Behavioral
Science. In: Lyudmila Andreeva & Hristina Garkova (Eds), Sofia, “Science and Art.

[6] Craig, G., Bokum, D. (2005). Psychology of Development. 9th edition. pp.-940

[7] Boncheva, I. (2013). Psychology of Child Development. Varna. "Glory".

Yearbook of Psychology
2021, Vol. 12 Online ISSN 2683-0426 108



OrOZANAAEH SOUTH-WIEST

YHVIBEPCUTET UNIVERSITY
‘HEO$UT PVINCKIA- NEOFIT RILSKI

" 00 snarOearpAd 2100 BLAGGEVERAD

Theoretical article

THE ROLE AND INFLUENCE OF EMOTIONAL INTELLIGENCE ON
ADOLESCENTS’ LEARNING BEHAVIOR

Fotini lliadou, Ph.D. Student*
*Department of Psychology, SWU “Neofit Rilski”, Blagoevgrad, Bulgaria.
Email:iliadou.fotini@gmail.com

Simona Nikolova, Ph.D. *
*Assistant Professor, Department of Psychology, SWU “Neofit Rilski”, Blagoevgrad, Bulgaria.
Email: simona.nikolova@swu.bg

Abstract

During the recent years, there has been a growing interest on the role of emotional intelligence and the
skills associated with it, both in the school performance of students and in their adaptation in school
(Humphrey, Curran, Morris, Farrell & Woods, 2007). And, as Humphrey et al. (2007, p. 235)
characteristically state, “The acquisition of these skills is a prerequisite for students before they can
access the traditional teaching materials which is presented in the classroom™. It has also been argued
by many researchers that emotions are closely related to cognition, thought and learning, fact which
highlights and projects the importance of emotions in cognitive functions and processes (Brettos, 2003).
And, as it is expected, the learning process and school performance are no longer considered detached
from the emotional and psychological climate of the classroom and therefore, the request of the Swiss
educator Johann Heinrich Pestalozzi's for a unified and comprehensive ““learning with head, heart and
hand”, is more urgent and more timely than ever (Brettos, 2003). Therefore, the role of the teacher is
upgraded and expanded, beyond and up from a simple transfer of knowledge, which implies that he/she
is the “driving lever in the educational process” (Kapsalis & Brettos, 2002, p. 14). Also, the ‘state
mechanism’ and the executives of education have the obligation to aim at creating healthy citizens,
endowed with critical thinking, sensitivity, empathy and responsibility. And the main goal of all this
actions should be the implementation of emotional learning programs in schools and through them, the
promotion of the empowerment of specific skills, which have to do with the emotional intelligence. These
skills, in turn, will lay the groundwork for a better student performance, fewer communication problems
and less stress (Greenberg, 2003).

Keywords: Emotional intelligence, adolescents, school education, emotional learning, skills.
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As for the concept and, in parallel, the definition of ‘Emotional Intelligence’, it is defined as the
ability of individuals to recognize their feelings, as well as the feelings of their fellow human beings, to
be able to distinguish the different emotions, to name them and finally to be able to use the emotional
information as a guide to thought and behavior (Coleman, 2009). The term 'Emotional Intelligence’ first
appeared in 1964 in a paper by Michael Beldoch and later in 1966 in a paper by Benedetta Leuner. In
the years that followed, after of these first two reports, various formulations of this term were published
by many scholars. First, Howard Gardner introduced the idea of ‘Multiple Intelligences’, stating that the
cognitive ability cannot be fully described by the 1Q alone, as is traditionally the case (Gardner, 1983).
Then Stanley Greenspan, in 1989, formulated a first model for describing the emotional intelligence,
followed, in the same year, by Peter Salovey and John Mayer (Salovey & Mayer, 1989). But the one
who made the concept of emotional intelligence widely known was Daniel Goleman, who in his book

“Emotional Intelligence. Why EQ is More Important than 1Q?”, defined the emotional intelligence as:

the ability, somebody to be able recognize his/her own feelings, but also those of the
others, to mobilize his/herself, and to be able to properly manage his/her emotions, as

well as interpersonal relationships (Goleman, 1997).

As Pekaar et al. (2018) found, emotional intelligence has been associated with both intrapersonal
and interpersonal benefits, and more specifically, it has been positively correlated with mental and
physical health, performance of work and the quality of social interactions. Still, emotional intelligence
allows us to focus on making decisions based on goals and not on the basis of emotions. Research has
also shown that the awareness and management of the individual’s emotions is of paramount
importance, and for this reason emotional intelligence, that is the ability to combine the emotion with
the intelligence, uses the emotions as means for problem solving, as well as for other management
processes (Toni Eason, 2009). It is also very important, the extensive studies which had been conducted
on the emotional intelligence, support the view that emotional and psychological skills positively affect
the organizational productivity, showing that the individuals, who can better diagnose the emotions of
others, are relatively more successful in social settings but also at work (Rasool et al., 2017).

Numerous of other international studies have suggested that there is a close relationship between
emotional intelligence and quality of life. More specifically, it is argued that emotional intelligence is
related to a person's mental health, happiness and success in life (Gardner & Stough, 2003). At the same
time, many researchers correlate the level of emotional intelligence with human physical health
(Freudenthaler et al., 2008; Tsaousis & Nikolaou, 2005), but also with the effectiveness of interpersonal

relationships of the individual (Rey et al., 2011), arguing that people who better manage and organize
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their emotions better, understand better the quality of their relationships (Lopes et al., 2003). In general,
emotional intelligence seems to be positively related to the satisfaction one feels with one's own life
(Austin et al., 2005), and the results of many research studies have shown that there is a positive
correlation between emotional intelligence and satisfaction from the life, happiness (Berrios et al., 2016)
and more generally with the quality of life of adolescents (Anjun & Swath, 2017). Finally, according to
Dattner & Dumn (2011), emotional intelligence is an important factor for the success of the individual,
while it is argued that it contributes significantly to his/her professional success but also to job search, as
2/3 of the total human abilities, which are required for a person's professional success, are of an
emotional nature.

Concerning the field of education, in the current season, perhaps more than ever, is highlighted the
need for love, interaction, mutual understanding, solidarity and empathy. Also, as it is known, the
classroom is the second natural environment for the adolescents, after the family, in which he/she is for
many hours every day and for many years. Therefore, classroom's climate significantly affects the
emotional and social development of adolescents, strongly influences the whole learning process and
acts as a catalyst in educational practice. Furthermore, the school is a place of formal education and
socialization and it is important to promote the cultivation of attitudes and skills towards life, creating
active citizens, rather than focusing on the sterile storage of knowledge or on the collection of
information which is cut off from the environment. It is also very important for the teacher to have
emotional intelligence, to consider it an important achievement for his/her students, and around this axis
to plan and carry out his/her teaching, leaving room for self-action, creativity and expression of thoughts
and feelings in the trainees. In order to be created a classroom, which will be oriented towards emotional
intelligence, it is presupposed that the teacher or respectively the creator of educational material is able
to recognize the learners as entities, authentic personalities, with their qualifications but also their
shortcomings. The goal is the comprehensive development of each learner and it is crucial to give
importance, so that he/she can get to know him/herself better and evolve in whatever direction he/she
wishes.

In a study by Soumaya Chaffar and Claude Frasson (2005) on the subject ‘The emotional
conditions of learning’ is referred that the ensuring of better learning conditions, and in particular
through emotional conditions, as inducement for the students during the teaching, within a traditional
education environment, even with the telling of an anecdote, teacher can change the emotions of
adolescent students and to activate them in a more effective way. For this reason, the state and the
school community must attach great importance to the development of emotional intelligence through

the education, since the role of the school must be pedagogically and psychosocially oriented.

Yearbook of Psychology
2021, Vol. 12 Online ISSN 2683-0426 111



ILIADOU & NIKOLOVA

Therefore, it is necessary to be prepared and implemented ‘social and emotional intelligence’ programs,
so that adolescent students can gradually build their skills and thus to acquire specific characteristics,
which will be described in the following chapters. Also, it is very important that these students are
exposed to emotional intelligence lessons in authentic environments and through experiential activities.
Because in this way, the experiential activities and experience can lead the adolescent to apply social

skills in his/her life, as well as emotional intelligence skills in his/her daily life and in any area of action.

1. The Role of Emotional Intelligence during the Adolescence

As is well known since 1995, when Daniel Goleman’s book, entitled ‘Emotional Intelligence’, was
published for first time, the term and the concept of emotional intelligence has been widely used, and
numerous studies have been conducted, for different age groups, on its role in personal improvement, in
improving the quality of life, but also on its relationship with ourselves and with others. In addition to
adults, the related studies have been particularly concerned with the adolescent emotional intelligence,
as well as the factors that contribute to its development (Pappa, 2013).

According to Steiner (2006) and Pappa (2013), emotional intelligence or emotional literacy is the
ability somebody has, in order to:

a) Recognize his/her emotions and also, to differentiate and verbalize them,

b) Understand them,

c) Listen the others and to empathize with them,

d) Express his/her feelings in a productive way.

Still, the emotional intelligence helps the adolescents to manage their emotions in a better way,
which increases their sense of self-worth and improves their quality of life. In addition, it contributes
significantly to improve the adolescent’s relationship with others and makes it possible and easier for
him/her to work with other peers. Emotional intelligence not only releases the emotions, but also the
adolescent's ability to understand them better, to manage them effectively and to control them more
easily. Emotional intelligence also increases the motivations, optimism, joy and the sense of purpose,
while suppressing the violence and contribute to reducing adolescent’s depression and social isolation
(Steiner & Perry, 1997; Steiner, 2006; Gottman & Declaire, 2009; Goleman, 2011; Pappa, 2013).

According to Goleman (2011), emotional intelligence consists of six (6) skills, which are also apply
for the adolescents, and are as follows:

1) Self-awareness: It is one of the basic emotional skills and is about somebody being able to
recognize and name his/her emotions. It is also important he/she to have a conscience of the
relationship between his/her thoughts, feelings and actions.

2) Managing emotions: It is important for somebody to realize what is behind the emotions. In
addition it is important, he/she to find ways in order to manage anger, fear, anxiety and sadness.
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But the most important key-skill of a person is to be able to direct his/her emotions towards a
positive outcome.

3) Empathy: For someone to find the measure of a situation and being able to act appropriately,
requires understanding the feelings of others involved but also to be able to put his/herself in their
situation. It is important for someone to be able to listen to others, without being overwhelmed by
personal feelings, and there is a need to be able to distinguish between what others do or say, and
his/her personal reactions and judgments.

4) Communicating: The developing of quality relationships with the others has a very positive effect
on everyone involved. For example, enthusiasm and optimism are contagious, as are pessimism and
negativity. Being someone capable to express personal concerns, without anger or passivity, is an
important qualification.

5) Cooperation: Knowing someone how and when to lead and when to follow is very important for an
effective collaboration. The effective leadership is not built on dominance, but on the art of helping
others and working with them in order to achieve common goals. Recognizing the value of others'
contributions and encouraging their participation can often do more good than giving orders or
complaining. At the same time, there is a need to take responsibility and recognize the
consequences of his/her decisions and actions, as well as to be consistent in the commitments
he/she has undertaken.

6) Resolving conflicts: In conflict resolution there is a need for someone to understand the
mechanisms that are effective. People in conflict are generally fortified behind a self-perpetuating
emotional spiral, in which the declared subject of conflict is rarely the key-issue. In many of the
conflicts that are resolved, someone needs to use the rest of the emotional skills

Emotional intelligence is something that is learned, so it is important for the adolescent to be able,
in some way, to practice to emotional intelligence skills and, with this way, to have the satisfaction to
reap all those benefits that it will offer to him/her. It is accepted that childhood and adolescence play an
important role in the subsequent development and growth of adolescents, so for this reason, from the
beginning the studies on emotional intelligence focused on children and adolescents, as well as on the
ways of learning from them (Gottman & Declaire, 2009). Also, the study of research data has revealed
that emotional intelligence is developed better in children and adolescents than in adults, when the
information is transmitted through examples. For example, it is easier for someone to learn reading, but
also to acquire other skills, such as sports, learning foreign languages, music.

From the pre-school period, children adopt different attitudes, and thus they begin to imagine

themselves as good or bad, skilled or clumsy, happy or unhappy, etc. Children or adolescents may also
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to consider, to liken or to identify themselves with some imaginary characters, as well as to adopt the
emotional habits that are matched with their view for the self. And once the adolescents begin to behave
in this particular way, they will be treated by the others in exactly the same way, and they will be
characterized as cooperative or non-cooperative, happy or unhappy individuals. All of these emotional
patterns, for their most part, are learned from the parents, as well as from the ‘significant others” who
are located in the adolescents’ environment. Also, once the aforementioned attitudes and behaviors are
adopted by adolescents, then they are changed into ‘standards’ or ‘scenarios’ about what the life is and
with what it will look like in the future. These ‘scenarios’ can last a lifetime, unless something important

happens which will change them.

2. The Emotional Intelligence of Adolescents within the School Environment

Experience and research have taught that emotions seldom have a place in education, and especially
when a child leaves from the day nursery or kindergarten, almost all of their efforts are focused on
cognitive skills, such as reading, writing and mathematics, which are responsible for the processing and
assimilating of any kind of information we receive. Also, there are few or almost no supplies for
teachers’ specified training, which will prepare them for something like that. Of course, it would be very
useful if, in parallel with the formal education, there was a ‘school of emotions’, where children and
especially adolescents, could be taught and learned the skills of emotional intelligence. Obviously, the
modern school as a structure but also the educational system in general, usually do not promote the
emotional intelligence, probably because the school practice attaches great importance to the following
basics:

a) To the quantitative value for qualitative phenomena, such as behavior but also knowledge per se,
since it uses grades or characterizations for gradation in order to assess the performance of
adolescents,

b) To the encouraging of the individual competition, rather than team cooperation and commitment in
teams,

c) To the push of the adolescent to believe that learning and knowledge are rare luxuries, occurring
only in specific places at a given time, with predetermined topics and with the help of experts,

d) To the great emphasis on logic, while at the same time are neglected the emotions and interpersonal
relationships of students.

However, as has been shown through various studies, in addition to parents, an important role in
the development of emotional intelligence of children and adolescents is also played by the teachers,
who are undoubtedly the ‘important others’ in their lives. Many parents but also teachers, will argue that
it is the parents who are responsible for learning emotional skills to their children, rather than the school.
Nevertheless, the shrinking the family of western societies from extensive to strictly nuclear or single-
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parent, as well as the much less time parents have in order to see their children, are important arguments
to fall the biggest weight on the teachers and school (Pappa, 2016). In addition, parents are not always
able to manage or transmit such emotional skills to their children or adolescents. Research shows that
the developing of emotional skills is much easier during a child’s personality development years,
especially from the birth to three years, but this does not mean that the emotional skills cannot be
learning object during the middle childhood and adolescence (Pappa, 2013).

One possible solution in order to be introduced, such useful emotional skills for the students in
school, could be the break, where theory and practice could be combined. For this theme, Goleman
(2011) describes that the teachers-ombudsmen, who are responsible for the students, many times resolve
conflicts between the students, during the courtyard break. Therefore, such a ‘school of emotions’ could
be a community-based activity or in combination with other activities, such as the scouts, parent-teacher
associations, artistic expression groups, etc. Goleman (2011) also, suggested a number of skills that
were mentioned in the previous chapter and which are: self-awareness, managing emotions, empathy,
communication, cooperation and resolving conflicts.

Even, the effect of emotional intelligence on the learning behavior of adolescents is for granted, as
there is the need for the introduction, in the curriculum of school lessons, of the lesson of the social
emotional learning. It is therefore important to further explore the relationship between social emotional
learning and the improvement of adolescents’ ability, so that, they to absorb the new knowledge more
effectively, to acquire the necessary skills more easily, to set and achieve positive goals, and finally, to
improve their critical thinking and make more responsible decisions. It is also a fact that by improving
adolescents’ emotional intelligence, their school performance can be improved, they can be better
trained in managing their stress and also, their conflict management and attitudes towards various social
issues can be improved.

Finally, teachers, like parents, are emotional standards for children and adolescents, so it is very
important, they to be positive emotional standards or ‘emotional mentors’ (Gottman & Declaire, 2009;
Goleman & Senge, 2015). In order to achieve this, it is necessary teachers to develop, as much as
possible, their own emotional skills and to approach children and adolescents with patience and respect,

with delimitation, encouragement and positive mood.

3. Programs of Emotional Learning - Emotional Intelligence and Learning Behavior
A research conducted in 2002 on the implementation of social-emotional learning programs in
primary and secondary schools, showed that there were multiple benefits of them to students (Elias,

2002). Regardless of the students’ environment or the socioeconomic status of the family from which
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they comes, its results showed that the implementation of the social-emotional learning programs had a
positive effect on their social and emotional skills, relationship with the school, school performance,
management of stressful situations, as well as in their general social behavior.

Several researchers have so far investigate the relationship that can link the age with the
improvement of emotional intelligence, and they have concluded that it can be developed up to about 50
years (Bar-On, 2000). The same study also found that the emotional intelligence is developed, at a faster
rate, in the early years of adolescence, but there is no record for the rate of development of emotional
intelligence during the adolescence. Finally, it has been found that, in relation to gender, there are no
generalized differences between boys and girls, there are simply some differences on individual
dimensions of emotional intelligence, with the girls being more capable in recognition of the emotions
(Mayer, Caruso & Salovey, 1999), and have better interpersonal abilities (Bar-On, 2000), in contrast
with the boys, who have better intrapersonal abilities (Schutte et al., 1998).

It is a general finding that unfortunately, many students have reduced social and emotional skills
and they lose the connection with the school as they move from primary to secondary education. So, this
lack of connection with the school negatively affects their learning ability, behavior and health (Blumm
& Libbey, 2004). In a general population of primary education of 148,189 of fifth- and sixth-graders,
only the 29% to 45% of those surveyed were found to have social skills, such as empathy, decision-
making and conflict management, and of these, only the 29% reported that their school provided to them
an encouraging and friendly environment (Benson, 2006). According to another study conducted in a
gymnasium and lyceum, the 40% to 60% were led to disconnect of their relationship with the school
(Klem & Connell, 2004). Also, about the 30% of the population of students with low emotional
intelligence were involved in high-risk behaviors, such as substance or alcohol use, sexual intercourse,
violence, depression and suicidal tendencies, behaviors that certainly have a very serious effect on
school performance and can minimize the chance of a successful adult life (Dryfoos, 1997).

Teachers, the official state and the general public agree that education systems should have as a
final result, graduates who will be able not only to cope out their academic duties, but they in parallel
will be able to work with different people having social and emotional skills that will enable them to
have a healthy and responsible social behavior (Association for Supervision and Curriculum
Development, 2007). In other words, schools can play an important role in raising healthy children by
supporting not only their cognitive development, but also their emotional and social development. Of
course, we should not overlook the fact that in today’s school there are limited possibilities to achieve
these goals, since teachers at all levels are under strong pressure to focus only on enhancing the learning
performance, which is basically of interest of the official state.

It has been found that the effort to implement an emotional intelligence program in schools,
worldwide, results in a very promising approach in order to improve students’ school performance
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(Elias, 1997). It was observed that the adolescents with high levels of emotional intelligence performed
better in school compared to those with moderate or low emotional intelligence (Platsidou, 2005). It is
also interesting the conclusion that adolescents' relationship with the school performance is closer and
more distinct when they have high emotional intelligence (Parker & Benson, 2004). With this, it turns
out that for an excellent school performance requires a combination of a high functional level, both
emotional and cognitive intelligence (Goleman, 2009).

Research has shown that educating adolescent students to enhance their emotional intelligence
minimizes risk factors for them and strengthens their personality (Benson, 2006). It is also known that
the adolescent student, that is the citizen of tomorrow, should be properly trained in order to have an
integrated personality, which will enable to him/her to be flexible, social, responsible and, above all, to
be able to meet and utilize the challenges offered to him/her by his/her environment. By introducing the
emotional learning education, the school help the students of all levels to acquire skills for recognizing
and managing of their emotions, set positive goals, establish and maintain good interpersonal
relationships, have critical thinking and, finally, be responsible and capable of making decisions (Elias,
1997).

The main goal of the implementation of the emotional learning programs in schools is the
promotion of the empowerment of the following five (5) specific skills, which have been mentioned
above and which are: self-knowledge, self-management, social awareness, communication and
responsible decision making (Collaborative for Academic, Social and Emotional Learning, 2003). These
skills, in turn, form the basis for a better students’ performance, fewer communication problems and less
stress (Greenberg, 2003).
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Pe3zrome

Llenma na cmamusma e O0a npedCmMasu HAU-8AMNCHUME ACNEKMU HA 3AWUMHUME MEXAHUSMU NPU SPAHUYHA
auyHOCmosa cmpykmypa. I panuunama auuHOCMO8a CMpyKmypa ce Xapakmepusupa ¢ Ougy3sHa uoeHmudHocm,
U3NONI36AHe HA NPUMUMUBHU 3AWUMY, OOUKHOBEHO HENOKbMHAMA KPexKd CnocoOHOCm 3d — meCcmeaHe Ha
pearHocmma, HapyuleHus 8 pecylayuama Ha —agexmume U CEKCYAIHOMO U ASPecusHo uspasasdawe,
UHKOHCUCMEHMHU UHMEPHATUSUPAHU YEeHHOCU U NpobIeMHU omHouwleHus ¢ opyeume. B pannume emanu na
paseumue UHOUBUOUME C CPAHUYHA CMPYKMYPA KOHCIUMYuUpam NPpUMUIMUEHU  3AUWUMHU  MeXaHUu3Mu,
KOHCOMUOUPAHU OKOIO CHAUMUHRA.

Knrouosu Oymu: NPUMUMUBHU 3AWUMHU MEXAHUSMU, CPAHUYHA JUYHOCmMOoed cmpyKmypda, CniaumuHe, npumumueHa
u()eafuwauuﬂ, npoekmuerna u()eHmu(i)uKdlﬂlﬂ, ompuyane u mpeeodICHOCM.

Abstract

The paper is aimed to present the most important aspects of the defense mechanisms in borderline personality
structure. Borderline personality structure is characterized by diffuse identity, the use of primitive defenses,
generally intact fragile reality testing, impairments in affect regulation and sexual and aggressive expression,
inconsistent internalized values, and poor quality of relations with others. In the early stages of development,
individuals with a borderline structure constitute primitive defense mechanisms consolidated around the spliting.

Keywords: primitive defense mechanisms, borderline personality structure, spliting, primitive idealization,
projective identification, denial and anxiety.

B ncuxoananmsata TOHITHETO ,,3aIIWTa” JCCKPUITHBHO TpencTaBs Oopbata Ha EroTto cpemry
TpaBMUpaLIH WK HemoHocuMu adektu u uaeu. [lo-kbcHo 3. @poiix (1926) ka3sa, ye € mo-yAa4Ho ,,[a TO
M3M0JI3BaMe eKCIUIMIIUTHO KaTo o0IIo 0003Ha4YeHHe 3a BCHYKHM TEXHHKH, O KOMTO mpuOsra Eroro B
KOH(IIMKTH, KOUTO MOTAT Ja BOIAT 40 HeBpo3a...” (uuT. mo Freud, 2017, p. 51).

Crnenpaiiku Ta3u AeQUHUINSA, HUE IIE CE OMHUTAME Ja pas3riieflaMe 3alllUTHATE MEXaHU3MHU IMPH
rpaHUYHATa JIMYHOCTOBA CTPYKTYpa, KOATO CHABpKA crnenuduyHa, yCTOWYMBa, MaTojorudHa Ero
opranm3anus. Te3n MeXaHU3MHU ce KOHCTEIMpaT IOPaJIy JINIICAaTa Ha CHHTE3 Ha MPOTHUBOIIOJIOKHHN 00pasu
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Ha EroTto u obekture. IMeHHO HEOOXOAMMOCTTA J1a CE CUTYHPAT M ChXPAaHAT 700pu 00pa3u Ha EroTo u
o0ekTuTe, ¥ Ha MOOpH BHHIIHM OOEKTH B NMPUCHCTBHETO HA MpPEBaJUpAaIly, U3Lswio o Ero oopasu u
00EKTH, KOHCTHTYHPa CHIIBTCTBAIIUTE, XapaKTEpPHU 3a TPaHWYHATA JIMYHOCTOBA CTPYKTypa 3allUTHU
MEXaHU3MH.

CIJIUTHHIBT € M3KIIOUYHMTEIHO BaKeH MEXaHM3bM, IMpPEAOTBpaTsABall OT €JHa CTpaHa
CCKajlalyiaATa Ha TPCBOKHOCTTA B T'pPAaHUOUTE Ha EFOTO, a OT JApyra, 3amuraBanl IMTO3UTUBHUTC
HUHTPOCKINU U I/I,Z[CHTI/I(l)I/IKaLII/II/I. I/IMCHHO, OKOJIO HETO0 CC KOHCTUTYHPAT OCTAHAJIUTE 3alllUTHU
MECXaHU3MH.

O. KepHOepr u3non3Ba TEpMUHBT CIUTMTHHT, 32 JIa IPEICTABH SAMHCTBEHO aKTHBHHUS MPOLIEC Ha
MOIbpKaHe Ha JUQEpPEHIHITa MEXAY MHTPOCKIIMH U UACHTU(UKAIIMK OT MPOTHBOIIOIIOKHO €CTECTBO.
Toif cunta, 4e WHTETpanUATa WIA CHHTE3a HAa WHTPOSKIMUA W HACHTU(PUKAINH OT MPOTUBOMIOJIONKHO
€CTECTBO TMPEJACTABIISIBA HAW-BAXHUAT M3TOYHUK 3a HEYTPAIM3UpaHE Ha arpecusita U € €IHO OT
CIIEICTBUATA Ha TATOJOTHYHUTE OOCTOSTENCTBA, NMPH KOWTO CINIUTHHTA € E€KCECHBEH, CBBpP3Ba CE C
MpOBaJIa Ha HEYTPATU3AIMIATa W 1O TO3W HAYMH CE TPOBajsl €IWH OCHOBEH M3TOYHUK Ha CHEPTHs 3a
passutre Ha Eroro. CremoBarenHo, CILIMTUHTBHT ce sBsBa 0a3oBa MpUYHMHA 3a ciaboctra HAa Eroto m
JIOKOJIKOTO TOH M3UCKBa MO-MaJIKO KOJIMYECTBO KOHTPAKATEKCHC B CPABHEHUE C TIOTHCKAHETO, €[HO CJIabo
Ero jnecHo perpecupa 10 CIUIMTHHT M Ch3JaBa IOPOYCH KPBr, IpU KOHTO cinaboctra Ha Eroto u
CIUITMTHHIA ce 3axpanBat B3auMHo. (Kernberg, 2004) IposiBieHusTa Ha CIVIMTHHTBT HAW-YECTO Ca:

- CEJICKTMBHA JIUIICA HA KOHTPOJ BBHPXY HUMITYJICUTE B JdaleHH OOJacTH, MpOosBsBaIla Ce B
EMU30NYHH M3PUTBAHUS HA TPUMUTUBHU UMITYJICH, KOUTO ca ETo-CHHTOHWYHY;

- pazaensHe Ha BHHITHUTE OOCKTH Ha W3ISIIO JOOPH W M3ISUIO JIOIIH, KOETO Ce M3pa3siBa B ITbJICH
U PA3BK MPEXO0Jl B OTHOIIEHUETO OT €IHAaTa KpaWHOCT B JpyraTa, MPUAPYKEH C IMBIHO M BHE3AITHO
0o0OpbIllaHe Ha EMOIIMUTE U MUCIIUTE 332 KOHKPETEH YOBEK;

- eKCTPEMHH U PEIUANBHU OCHUIIAIINN MEX Ty POTHUBOPEUAI cu KoHienTu 3a Eroro.

CrnenBamusaT 3alllUTEH MEXaHU3bM, Ha KOWTO IIe Ce CIpeM € MPUMUTHBHATA Hacan3aius. Ts
MPEJICTaBIsIBA TCHIACHIIVS 1a CE€ Bh3IPUEMaT BBHITHUTE O0CKTH KaTo M3ISUIO J00pH, 3a Jla € CUTYPHO, e
Te e Morar Jia mpeanassar Eroto ot nommre 00EKTH, KOUTO HsAMA Aa ObJaT WHPEKTUPAHU, pa3BaJiCHU
WIA Pa3pylIeHd OT COOCTBEHA arpecHs WIM OT arpecus, MPOeKTHpaHa BbpPXY Ipyru obekT. Tazm
uacHTU(OUKALNUS Ch3JaBa UPECaIHU, H3IUIO0 TOOPH M CHIIHKM 00pa3u Ha OOCKTU U Taka BIIMsAC HETaTUBHO
BBpXY pasButueto Ha Ero-uneana u Ha Cyneperoro. [IpuMUTHBHATA HeaIu3ands KaTO KOHTPAITYHKT Ha
nocJieABaIuTe OPMH Ha UcaNIN3alINs, KOUTO BEPOATHO ca i MPOU3BOIHH, IPEATOIIara JIMICa, KaKTO Ha
Ch3HABAHO, TaKa U HA HECh3HABAHO MPHU3HABAHE HA COOCTBEHATA arpecus KbM 00CKTa, Ha BUHA CBbp3aHa
C Ta3W arpecHs W Ha 3arpmwkeHocT 3a obekTa. FIMeHHO 3a ToBa TS He Ou creiBano na ce aeuHupa KaTo
(dbopMupaHe Ha peakims, a TMO-CKOPO KaTo Mpsika MpOosiBa Ha NPUMHTHBHA, MPOEKTHBHA (aHTa3Ha
CTPYKTYpa, B KOSITO OTCHCTBA MCTHHCKO OTHOIICHHWE KbM HiealHus o0ekT. Hamuie e mpocTa Hy»x1a oT
HETO C IIeJI IPOTEKIMs OT 3a00MKaJISAIIMs CBAT Ha 3acTpamasaniu ooextu. [lonobeH uneanusupan 00eKT
MOXeE Ja CIOyXH 3a TMOJArOTOBKAa KbM OMHHIIOTEHTHA WICHTH(HUKAIMS W CIOJENIIHE BEJIUYHETO HA
WeaTu3upaHns 00CKT, B KA4eCTBOTO MY Ha 3alllUTa CpEIly arpecHsra W JUPEKTHO 3aJI0BOJIIBaHE HA
HAPIUCTUIHN U3UCKBAHWUS.

OHIC CIWH 3allIUTCH MEXAaHU3bM, U3ABABAIll CC CbC CUJIHU TCHACHIWU MTPU I'PaHWUYHA JIMYHOCTOBA
CTPYKTypa € NpPOCKTUBHATA I/IILGHTI/I(I)I/IKaHI/ISI. CHCHI/I(I)I/IKI/ITG CC MpOsABABAT HE CaMO B KOJHMYECTBCHOTO
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JOMUHHpAaHE Ha TPOCKIUATAa, HO U B KadecTBeHHs i acmekrT. OCHOBHATA IIeJ Ha MPOEKIHATa € Jia
eKCTepHAIM3Upa W3IUIO JIOIINTE arpecUBHU 00pa3u Ha Eroro m Ha obOekture. CIeCTBHE OT TO3H
MpOIeC € Pa3BUTHETO Ha 3aIulalliBallld OOCKTH, CPeIlly KOWTO JIMYHOCTTa TPsAOBa Ja ce 3aluTaBa.
[Mogo6Ha mpoekius Ha arpecusi € KpaiiHO Hee(heKTHUBHA clie]l KaTO MMa pa3BUTH rpaHunu Ha Eroto m
CIOCOOHOCT 3a pa3rpaHuyaBaHe OT 00ekTuTe. HTEH3MBHOCTTAa HA MPOSKTHBHUTE HYXK[H, TUTFOC 001IaTa
cmaboct Ha Eroro, orcnabBa 3ama3BaHeTO Ha TPAHUIUTE My TOYHO B O0JacTTa Ha MPOCKIHS HA
arpecusTa. ToBa BOJIM JIO YCEIIAHETO, Y€ BCE OIIE € Bb3MOXKHA HIICHTU(DHUKAIHS C 00€KTa, BHPXY KOTOTO €
MPOEKTUpaHa arpecus W “‘emMnarhs’ KbM BeY€ 3allialllBallus OOCKT, KOSATO HacjiarBa cTpax oOT
coOcTBeHaTa MpOeKTHUpaHa arpecus. [1o Ta3u MpuUYMHA JTMYHOCTTA TPSIOBa J1a KOHTPOJMpa 0OeKTa, 3a jaa
My TIOTIPEYH Ja s HallajHe, MO BIUSHHETO Ha NMPOCKTHPAHHW arpecUBHU mMmmyicu. HeoOxoammo e na
KOHTPOJIMPA U U3IPEBapBalllo Ja aTaKyBa 00eKTa Ipeu T4 Ja Objie pa3pylleHa.

B o00oOmenue mpoekTHBHATa WACHTHU(HKALMUS Ce€ XapakTepu3upa ¢ OTCHhCTBHE Ha
mudepeHnuanys Mexay Eroro u o0ekta UMEHHO B 00JacTTa, CBbp3aHa C YIBIDKCHO MPEKUBSBAHE HA
UMIIyJICa, Ha CTpaxa OT TO3W HMIIYJC M Ha HEOOXOJMMOCTTa Ja C€ KOHTPOJHMPAT BBHIIHUTE OOCKTH,
JOKAaTO MPOEKUUATa € akTuBHA. [Ipu Mo-BHCOKMTE HHMBA Ha pa3BuTHEe Ha Eroro xbcHUTE QOpMH Ha
MPOEKIMS HAMAT Ta3W XapakTepucThka. OOMIOTO arpeCHMBHO M3KpHBSBaHE Ha OOpa3uTe Ha OOEKTHUTE
OKa3Ba MaTOJIOTUYHO BIMSHUE BBPXY pa3BUTHETO Ha Cymneperoro.

I'panynynata NUYHOCTOBA CTPYKTypa IPeAOCTaBsd pelulia J0Ka3aTelCTBa 3a M3IOJI3BAaHE U HA
OTPUYAHETO KAaTO MEXaHW3bM M Hali-Beye Ha NPUMUTHBHUTE MYy HPOSBICHHS. THUIWYEH NpUMEpP €
B3aIMHOTO OTPUYAHE Ha JIBE EMOIIMOHAIHO HEe3aBUCUMHU C(hepH Ha Chb3HABAHOTO, KOETO NMPOCTO MOAKPETIs
cruMTHHTa. JINYHOCTTa € HasICHO C (paKTa, ue B TO3M MOMEHT BB3IPUSATHATA, MUCIIUTE U EMOLIMHTE 32 Hes
WIH 3a JpyTd XOopa ca H3IUI0 NMPOTHBOMOJIOXKHU Ha TE3H, KOWTO € H3MUTBajJa B JPYr MOMEHT.
KonkpeTHHAT criOMEH HsIMa €MOIMOHAJIHO 3HAau€HHe, HE MOXe Ja TOBJIHsIe HAYMHBT, 110 KOWTO ce
qyBCTBa cera. B Obaemie Moke J1a ce BbpHE KbM IPEIUIIHOTO CbcTosiHME Ha Eroro m ma orpede
HACTOAIIETO TPH IOJOXKEHHEe, Ye MMa CIIOMEH 3a HEero, HO C TOTaJlHa HECIOCOOHOCT Ja HalpaBH
eMOLIOHATHA BPb3Ka MEXy ABeTe chCTosiHUA Ha Eroto. OTpruuaHeTo MOKe /1a ce IPOsIBU U KaTo MIPOCTO
HEoOpbIllaHe Ha BHUMAaHME Ha YacT OT CyOEKTHMBHOTO NPEXMBSBAHE WM NPEKHUBIBAHETO Ha BHHIIHUS
CBAT.

TpsabBa ga ce moaueprae, Ye MPEKUBCHUTE W CHXPAHEHH EMOIHMH Ca OTPEYCHH, KaKTO U
MO3HAHUETO 32 EMOLMOHAHA BPb3Ka Ha ONpeNeieHa CUTyalts ¢ peatHoCcTTa. Bpb3ka, 3a KOSTO € uMalo
CH3HABAHO MO3HAHME WJIM IIOHE MMa BEPOSTHOCT TO Jja CTaHe TakoBa. bazoBara pasiuka c MO-BUCIIUTE
¢dbopMH Ha OTpHUUYAHE CE€ CBBP3Ba C TOBA, Y€ MCHUXUYHO CHABPKAHUE € MPEACTABEHO C HETaTHBEH 3HaK.
ChbabpXKaHUETO ce OTXBBPIA KAaTO MHTENEKTyalHa CHEeKyJIauus, a €eMOLMOHAIHATA BPb3Ka C OTPEUCHOTO
HUKOT'a HE JIOCTUra Ch3HaBaHOTO M OCTaBa MOJTHUCHATA.

[Ipu rpannyHaTa TMYHOCTOBA CTPYKTypa HAMUpaMe U APYro HUBO HA OTPUUYAHE — YPE3 EMOLIUH,
o0paTHHM Ha Te3HM, KOUTO B MOMEHTa CHJIHO Ce€ MpEeXHUBABaT. MHOTO 4eCcTO TOBa € MaHHAKaIHO OTpHYaHE
Ha nenpecusra. Ilpu tasu ¢opma Ha oTpuyaHe, eKCTPEMEH NPOTUBOIIOIOXKEH a(eKT € M3IMO0JI3BaH 3a
MOJKpena Ha MPOTHUBOMOCTaBsiHe Ha EroTo cpelly 3acTpamiaBaniy 4acTd OT MpexuBsiBaHusATa. DakThT, e
UMa MaHWHO OTpUYaHE M MPUCHCTBUE HA JEMPECHs], MIIOCTPUpPA TEHACHIMSI KbM HHTHMHA CBBP3aHOCT
MEXTY THIX.
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OMHUITOTEHTHOCTTa ¥ 00E3IECHIBAHETO Ca UICHTUYHO CBBP3aHU ChC CIUIUTUHTA M MPEACTABIISIBAT
JTUPEKTHYU MPOSIBIICHUS HA 3allUTHAaTa (PYHKIUA HA MPUMUTHUBHATA MHTPOCKIMS U UAeHTUUKanus. Te3n
JINYHOCTH, C IPUCHIIN 3AIIUTHA MEXaHU3MH, OCIIHIINPAT MEX Y IOTPEOHOCTTA /1a YCTAHOBST M3UCKBAIIIH
OTHOILICHUSI Ha 3aBUCHUMOCT C HJCaIU3UpaH, MaruueH OOCKT W (JaHTa3MH. M CHITBTCTBAILU TOBEIACHMS,
HOCEIIY TIOCTIaHKe 32 ABJIOOKO YYBCTBO 32 JMYHA MaruyHa OMHHIIOTEHTHOCT. KoMOWHUpaHHWTE cTaauu
MPEICTABIISIBAT PEMPE3CHTAIIMY Ha COOCTBEHATA MICHTH(MUKAIMS C U3LSIO0 J00Bp 00EKT, MOIIIEH U CBPBX
WjeallM3upaH, CTOSI KAaTO 3alllhTa Cpelly JIOMM W mpecieasamy oOektu. Ha apiaOuHHO paBHUIIE
OTHOIIIEHUETO KbM HJICUTH3UPAHIs 00EKT € Tpy0O0 M MPUTEKATETHO. KaTO MPOAkIKeHUe Ha camoTo Ero.

Crnensa na ce oTOenexu, 4e CIVIMTHHIBT Pa3lielis MPOTUBOpeunBUTe Ero-chcTosHUA, CBBpP3aHu C
panHM TaronoruyHu obOekTHH oTHomeHus. Cropen O. KepuOepr Hanuunero Ha TOJOOHW paHHH
WHTEPHAJIM3UPAHU OOCKTHM OTHOLICHHA B €OHO 3HAYUTEIHO HEmpepaboTeHO ChCTOSHHE,
MPEACTaBIISIBALIO YaCT OT Te3H JUCOLMHUpaHu Ero-chcTosiHus € camo 1o cede cu maToJIOTHYHO U 0Tpa3siBa
HamMecaTa Ha CIUTMTHHTAa B Te3W CHHTE3WpAIlM OIepalid, KOUTO OOWKHOBEHO MPEIU3BUKBAT
JerniepcoHuduKanus, abCTpakis ¥ HHTErpallis Ha MHTepHaIn3upanuTe ooekTHr oTHoteHus. (Kernberg,
2006)

Moxe na ce 000011, Y€ MPUMUTHUBHUATE 3aIMUTHA MEXaHU3MHU MPEACTABIABAT IBPBUYCH OMMT 32
CIpaBsiHE C TPEBOXKHOCTTA, T€ Ca PUTUAHU, He()JICEKCAOMIHA U HE TI03BOJISIBAT YCIICHIHA aJlalTalisl KbM
BBHIIIHATA PEATHOCT. BB3HUKBAT B IbpBUTE TFOJMHU HA XKHMBOTA, KOraTO Pa3BHBAIIOTO CE JETE IPaBH
OIIUT JIa CE CMPaBU C MHTCH3UBHUTE a)eKTH U CBBP3AHHUTE C TSAX WHCTUHKTH — C OTHOLICHHUATA MEXY TAX
M C OTHOIIEHHUATAa KbM BBHIIHATa peanHocT. [IbpBoHauangHaTa cTparerus € aa mpenmnasud cebe cu oT
TPEBOXKHOCTTA, MPOM3THYALIA OT BJIM3AILIUTE B MPOTHBOPEUME JTMOMIMHO3HU M arpeCHBHU aQeKTH 4pe3
CTPUKTHOTO MM CeTlaprpaHe U upe3 cenapupaHe Ha OOEKTUTE, CBbP3aHH C THX. ,,| [PDIMUTHBHUTE 3alIUTHU
MEXaHU3MH Ca OPTaHU3UPaHM OKOJIO CIUIMTHHIA M pafuKajiHaTa cenapanus Ha Ao0pu H jomu adeKkTd u
obexTr. Te3n 3alIUTHA MEXaHU3MHU TIPEACTABISBAT OMHUT JIa CE MPEATA3sT HCATH3UPAHUTE CETMEHTH B
MHIMBHyallHaTa TCHXHKA WM J1a TPEa3sT BbTPEIIHHs CBIT oT arpecuBHU cermeHtu.” (Kernberg,
2006, pp. 18)

B kpaiiHa cMmeTka possiTa Ha 3alMTHUTE MEXaHU3MH € Ja NPeofoisBaT KOH(IUKTHUTE, Upe3
KOHKYPHpAILX HaNpPe)KEHUETO aQeKTUBHU ChCTOSHUS U MHTEPHATM3UPAHH 3a0paHu Cpelly MHCTHUHKTH U
BBHIIIHA PEAJTHOCT.

»AHAIMTUYHOTO JICUCHUE TPOBA J]a TO3BOJIH Ja ce U3padoTH 3HAHKE 3a TE3U UIACHTU(DUKAIIMU U
n300p Ha 00EKTH, a ce CTUrHe A0 (haHTa3Ma, KOWTO 3ammymiBa AynKkarta Ha TpaBMaTta. OTBB aHTa3Ma ce
OTBapsi MPOCTPAHCTBO M3BBH Enmma, moctura ce 10 ,,pealHOTO Ha BiedeHuero” mo JlakaH wiam 10
3alIuTaTa, KOeTO MO3BOJISIBA J]a Ce NMPOMEHH XMBOTHT Ha aHamm3upanus.”(Motsinova-Brachkova, 2020,

pp. 17)

PaGoremure 3penu 3alMTH MUHUMU3UPAT OE3MIOKOHCTBOTO, MPOU3XOXKIAMIO OT Te3H KOH(PIUKTH
M MaKCHMHU3HpAT CIIOCOOHOCTTa Ja ce JeiicTBa (hrexcaOWiHO W YCIEeIIHO B JXKMBOTa. B cimywail Ha
HOPMAaJTHO MCUXUYHO pa3BUTHE JIMYHOCTTA IPEMUHABA OT MPUMUTHBHUTE 3AILUTH, KOUTO NPEAOMUHUPAT
B JIETCTBOTO KBM 3pelH 3aIlUTH, NPEIOMUHHpAINM B 3psjia BB3paCT —  palMOHAIH3ALM,
WHTEJICKTyalu3aysa, XyMop W cyOnuManus. 3a ChbKalleHHe NpH JIMYHOCTH C TpaHWYHA CTPYKTypa
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DEFENSE MECHANISMS IN BORDERLINE PERSONALITY STRUCTURE

Pa3BUTUCTO HaA 3AIMUTHUTE MEXAaHU3MU OCTaBa HAa NPHUMUTHBHO PaBHUIIC W IO TO3W HAYMH KOHCTUTYHUpaA

elHa creruduyHa maToJorus.
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Abstract

The existential motives and conflicts treated in fairytales express the early events and convictions of a people, which
after they have taken on symbols and phantasy, are then transmitted to children. The fairytale is not only universal;
it is not the same gist and the same storyline with different faces, but the fairytales are essentially different in
different nations. In this way, the fairytale lies between the child psychology and social psychology; education
psychology and cultural psychology. The study of fairytales touches many disciplines. This is another fact which

testifies their richness and values.

Keywords: fairytales, children, education

Fairytales represent the most beautiful form of intertwinement of the imagination, phantasy and
mystic with the culture of a nation. For this reason, the functions of fairytales are numerous and their

study is at the same time intriguing, interesting, but not at all easy.

As part of a nation’s the heritage, the same way as every other cultural component, the fairytale is
definitely a form of expression of the social and psychological physiognomy of a people. As many other
ethnographic elements such as the characteristic dresses, customs, literature, art, traditions, architecture
which are influenced by various factors like the history, the geographical position, the relationships
between the peoples, the national features, the politics, the fairytale also cannot escape the peculiarities of

the national character.

Since the fairytales are a very clear representation of the massive psychology of a people, their

respective motives, stories and characters have significant differences in different countries. It would be a
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very naive and childish mistake to think that fairytales are universal in their content. As an element of a
people’s physiognomy, the fairytale reveals a lot about the culture in which it was created, and where it

has been told generation after generation, where it has been developed and enriched.

The fairytale as a social product

It is one of the simplest forms of the expression of the wisdom and the psychological experience
of a nation. As Marie Louise von Franz (1970) defines it, “the fairytale is an expression of the psychic
processes of the collective unconsciousness.” This means that through the metaphors and the symbols of
the fairytales we can clearly and easily read their content. If we were to rely on the psychoanalytic
interpretations of the fairytales and to understand their content according to this “language”, we would
find many expressions of the id, ego and superego. But in this study, the fairytales will be studied
according to a more macro, cultural and social perspective and not according to a psychoanalytic
psychology optic.The popularity of the fairytales and the fact that they are so much liked by children, in

every epoch and in every culture, testifies not only the values, but also their attractiveness by children.

The fairytale, more than any other means of communication and education, manages to enrich the
child’s life precisely because it is very empathic with his emotional needs. Children embrace fairytales
since an early age and understand very well that it is not about a whatever alternative entertainment, that
the parent tells him just to spend time. This happens because the fairytale is a very good source through
which the child learns how the human relations work. Besides being oriented and guided by the fairytale,
on the other hand the child finds himself emotionally in the fairytale. The internal psychological tensions
and conflicts that the child goes through, show in the fairytale. For this reason the child appreciates the
fairytale as one of the main ways of solving the difficulties that he has during the long process of growing
up, by showing to him very clearly that life is made up of problems, which start early in life. The fairytale
shows him that a great part of the problems come from the human nature itself; whereas another part is
caused by the internal instincts and impulses. Here surfaces the unconsciousness with the principle of
immediate pleasure. Along with the existence of problems and difficulties, the fairytale teaches to the
child that the solution is always possible. By taking into consideration the main anxiety of early
childhood, the anxiety of being separated from the parents, the fairytale has adjusted a solution. The
practicality of the fairytale, ensures a happy ending. “They lived happily ever after” is the famous
postulate that very wisely and intuitively serves to relieve this great source of anxiety that the child has.

At the same time, this solution expressed in the form of a slogan, gives the message that to deal with the
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adversities of life, we need to create a good relationship with another person. By showing to the child
which are the alternative solutions about the anxiety of separation, the fairytale aims at explaining to the
child that he will find the meaning of himself and the creation of his true identity, outside his relationship
with his mother. He can thus be comforted by being told that the anxiety of separation and the fear of
abandonment by the most loving figure, who is an unconditional source of kindness, caring, love,

attention and affection can be skipped by creating a healthy relationship outside the family circle.

The fairytales’ role in the child’s education and development

Since the fairytales are told at an early age, without a shade of a doubt, their influence is
enormous and their role is determinant in the child's development. A healthy development comprises
without exception also a childhood rich in fairytales, which are at the same time funny and immensely

educational.

The child needs to find himself and to ascertain his place in his social environment. The fairytale
helps him a lot in this direction. Furthermore, the fairytale gives necessary messages about the human
relationships, morale, the right and the good. No matter how anachronistic it may be, its educational value

is unalienable, since it is thus one of the instruments that best performs this function.

No matter how old may the fairytale may, its magic lies in the fact that it transmits messages in
the unconscious level, by adapting well to the child’s psychology. Precisely here, in its meaning and value
beyond time, lies the universality of the fairytales. A universality which transcends the time and space
dimensions and that is the most convincing argument regarding their trustworthiness and validity. These
last ones (the trustworthiness and validity) are very important constructs which we cannot put aside when
it comes to scientific study. We cannot do without believing in the value and the efficiency of the
fairytales, as far as the parents, grandparents, educators and everyone else who raises, brings up and

educates children for years, decades and centuries, have trusted in the educative power of the fairytale.

Another benefit of telling fairytales is that from the way that they have been constructed and
conceptualized, they offer answers to a great number of issues. Thus the fairytale serves as a manual for
the child who finds answers for his dilemmas, internal conflicts, or about various aspects on how the
world works by offering solutions to the existential questions that the child has; questions that sometimes

the child does not know how to formulate and whom to address.
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As one of the earliest and most traditional texts and since it answers the children’s questions
sometimes indirectly and sometimes directly, the fairytale directly influences their socialization and as a

guiding factor in the explanation of the functioning of human relationships.

The relationship between the fairytale and fantasy is mutual; at a time that the fairytale is based
on the imagination, it affects positively in the development of this characteristic in children. Thus, not
only is it built on the magic of fantasy, but a child who is told fairytales, will have a more developed

fantasy than another of his peers who has not been exposed to them.

The main purpose of the fairytale is not to show to the child all the phenomena of the external
reality, but its objective is to deal with its internal dynamics. For this reason, it does not remain faithful to
the real events and does not reproduce the external reality. If it had this purpose, that is, to reproduce the
events and the experiences of the predecessors, the fairytale would be too descriptive and would not need
fantasy. But, since it precisely refers to the internal psychological reality, the fairytale is expressed with
multiple symbols. It would be too poor, concrete and linear if it would focus only on the external reality.
It is only through symbolism, the language of images, imaginary characters and fantasy, the
unconsciousness and the hidden conflicts can come to life and can be translated into the fairytale form.

The fairytale which speaks with fantasy, thus with the language of the child, shows him that the
internal contradictions that he may have but cannot express, are not only his individual contradictions, but
are wider and more comprehensive problems. By finding solutions for the internal psychological
dynamics through the fairytales, the child understands a very important and consoling thing for his
healthy psychological upbringing. He learns that he is not alone in his experiences and in the hidden

corners of the unconsciousness. Precisely this awareness is a very useful emotional comfort.

The unreasonable fear of some parents, that the children through the fantasy and the constituent
elements of the fairytale will create incorrect ideas of reality, is unbased. It cannot be thought that the
child will create “addiction” to the imaginary events and episodes and will not know how to cope with the
reality. The child is raised through the fantasy and develops with imagination. According to this point of

view, the fairytale serves precisely this purpose.

The fairytale does a kind of catharsis of the child’s internal experiences. If this were to lack in the

child’s life, his internal instincts and impulses would be suppressed. If the child would be totally
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restrained from this symbolic form of expression, it would be at a risk to repress many internal dynamics
and the result would be not at all positve for his development. If the child would be restrained from the
unconscious expressions through the telling of fairytales, he would simply be deprived of a natural source
of feelings, information and experiences. Thus, the “accusations” towards the fairytales as enhancers of
anxiety, fear from the imaginary and unreal characters, are not correct and based on arguments that go
parallel with the principles of the development of children. The characters are either very good or very
bad; either beautiful or ugly; either intelligent or frivolous; either very poor or very rich. There is a
polarity and an extreme and drastic division of all the features and characteristics of the events and
characters, but this happens because that is precisely how the child’s thinking works. The child at the age
when he is introduced to the fairytales, has not yet developed the abstract and deductive thinking. So, in
order for him to understand which is the moral standard and which are the socially acceptable behaviors,
the differences and extremes help the child to position himself in an easier way and to identify with the

good character and the hero of the fairytale.

At a psychological level, the fairytales help the child to lower his anxiety, insecurities and fears.
The child in the majority of cases will identify with the main character, thus with the hero and the
protagonist of the story. This identification will help the child understand that like the hero of the
fairytale, he too will go through difficulties and challenges, which are unavoidable so that he can become
victorious. This is the analogy that tells the child that like the hero of the fairytale, his process of growing

and maturity goes through some similar stages and obstacles.

The child is able to understand all these motives by himself, without needing explanations and
interpretations. The child is not literally told that his process of development will follow a certain path, at
the end of which he will be older, better and wiser. It is not necessary for the text to be used in such a
direct way, because the main purpose of the fairytale is educational more than didactic.

The fairytale performs also a therapeutic function, as long as it enables the child to project every
emotion, and helps to soothe his internal conflicts. There are known some study cases of researchers and
therapists (Paola Santagostino, Louisa Duss) who during their clinic practices have used the fairytale as a
genuine therapeutic technique not only to obtain information at the moment of evaluation, but also later at
the moment of intervention and treatment. This shows very clearly that the use of imagination and fantasy
is useful in the cure of the psychological and affective tensions. By using the fairytale as a mechanism
and as a projecting instrument, the happenings and events that the patient experiences, are transferred out

of the self. In this way, the symbolism of the fairytales offers to the individual alternative forms of
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expression, which are free, creative, original and individual. However, this study does not aim to focus on
the influence of the fairytale on the individual psychology. The point of view according to which the
fairytales will be analysed, is related with their definition as one of the clearest and cleanest forms of the
expression of the massive psychology, or as would Marie Louise Von Franz (one of the principle scholars

on the interpretation of fairytales) “of the psychic processes of the collective unconsciousness.”

Here lies a great truth based on a very simple argument. If focus our attention on the Genesis of
the origin of the fairytales, the first fairytale in the history of humankind is thought to have been around
1250 BC. The consciousness for the education of children for sure cannot have been the main factor of
the creation of the fairytale as a category initially literary and cultural or as a story with an entertaining
purpose for the child. So, we can rightly think that the fairytale has come as a confession, where stories
were told, which took fantastic and magic elements, managed to get more attention. In this way, the
fairytale could get through more easily, could gain popularity more quickly and win values by being
widely used generation after generation. Precisely here, initiates the concept of this study. Considering
how the fairytales were born, in a summarized way we will consider that from the way they have been
created and have come down to us, all the changes in years bring us the cultural, social and psychological
background from which they come. This means that inevitably, the fairytale has brought al the heritage of
the context and the nation from which it comes, in terms of the national personality and character.

The motives that are most often found in fairytales

The fact that a great part of the characters in fairytales do not have a particular name, but remain
simply named after their blood or family relations, allows the children to project elements of their
relationships on them. Most of the fairytales have characters like the mother, the father, the sister, the
stepmother, the grandmother, the prince or the princess. In this way the child may identify or find himself

or may identify one of his close relatives in the respective character.

Why do fairytales begin with expressions such as “Once upon a time...” “A long long time ago in a far
kingdom...””?

This distant and far form of narration, displaced in time and space, automatically places the child in an
imaginary dimension as soon as the fairytale starts. From the start, the child is aware that it is not about
real places or dates. When the fairytale starts with “once upon a time,” it becomes clear that what the

child will hear has nothing to do with the reality he lives everyday. The confessions and stories seem to
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come from the depth of time, and in order to be told to the child in the form of a story they need to be
cleaned from the dust of forgetfulness. Precisely about this feature of the fairytales, they are often
associated as a communication that belongs to the grandparents. As the fairytale is old, so much that we
do not know where it comes from and how long ago it was created, the grandfather or the grandmother is
a very appropriated person to transmit it to the child. Since the fairytale represents popular wisdom
gathered for generations; in an analogue way the grandfathers and the grandmothers are the people that in
the eyes of the child carry this characteristic. The fairytale is permeated by a mystic confession because
there are events that do not comply with the present, and mysterious because there are many details that
are indeterminate and unspecified clearly. Once upon a time the animals used to talk, the people used to
change into lifeless objects and vice-versa, the kings usually had three sons or three daughters, there used
to be a mean stepmother, an evil witch or a fairy Godmother. The child knows very well that all these
were “once upon a time,” in unstated time and not today. Despite this, the fairytale remains very

convincing and attractive for him.

Except the beginning motive and the way that the communication starts, one of the most well-
known values of the fairytales which has influenced in their massive growth of popularity in childhood, is
connected to the motive of happy ending. In order for a child to grow healthy, he needs to know that the
things and problems, no matter how complicated they may be, in the end they are solved. The fairytale
thus nurtures the spirit of hope and optimism. Here it is not about a false hope so that the child creates
expectations and wrong impressions of the reality. But it is about the fantasies and illusions that the child
needs and which help him solve problems. The child’s irrational fears and anxieties require such
imaginary solutions and alternatives, because certainly his emotional problems are different from the
reality of the grown-ups.

A motive often found in fairytales is that of the naive child, frivolous and less favored then
others., in terms of looks or character. Such a motive is consoling to the child who finds himself in the
role of the little one. A very good example of this is that of The Ugly Duckling. As a consequence of his
not so nice appearance, this characters has led a modest life where he has always felt humiliated.
However, when he comes across challenges, he manages to succeed with his humbleness and kindness by
becoming a hero and the protagonist. Such models are very useful to the child, who needs to understand
the importance of gradual growing up and to accept his status as the youngest in the family. Since his
concept of himself in this way is totally justified, the child by identifying with this fairytale character, at
the same time learns that his potentials will be reached through a natural and spontaneous process of

growing up and various experiences. At the same time, the motive of the child that is not happy as a
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consequence of the way he is treated in the family or because he is despised by the others and that in the
end achieves the appreciation and the love that he deserves, serves the sense of justice also. The happy
ending, thus is one of the main conceptual shafts of the fairytale, so the fact that in the end everybody gets
what he deserves, helps the child also in this direction. Another typical case is Cinderella, whose life was
in absolute contrast with her stepsisters and stepmother. But, thanks to her patience, kindness and
circumstances, she manages to ave a decent, peaceful and princess like life, as she deserves. Thus in this
way, the child identifies with the character least favored by life in fairytales, through his journey. The
motive explained above implies also the value that has acting and being active in the child’s life. The
gaining of autonomy, independence and self-confidence is essential for the child to create a healthy
personality. The fact that the main character, the hero or the heroine of the fairytale has to go through
some long and difficult experiences, shows that nothing can be taken for granted, and that he has to fight
for what he wants. So the child clearly goes through the process of maturity. To achieve his independence
and to create his own identity, distanced from the parent, the child has to face the challenges and
difficulties that come to him on his own. This also influences in the education of an internal locus of

control in the children.

The motive of the happy ending does not serve only to give the message that the future is hopeful,
but also serves to teach the sense of justice and equilibrium. The evil person is punished and the good
person wins because evil should die and the good should dominate. This is necessary in order for the child
to believe in a peaceful and safe world where justice is served and where everyone gets what he deserves.
The fairytales have a happy ending because this is the right way through which the conflicts are solved,
order is set and justice is served. In this way, the child becomes familiar with the morale, with those

behaviors which are socially acceptable and with the norms on which the society is built and works.
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Abstract

A country's socio-economic development is linked to the education it provides. The relationship is two-way, as
citizens with high levels of education are the potential for the development and progress of society, which leads to
an improvement in the socio-economic level, which in turn leads to an improvement in the education provided. The
core of the provided education is the kindergarten teacher. Its fundamental role has led to a wealth of research to
highlight those elements that lead to effective preschool teachers and effective schools. A large part of the research
has focused on the concept of occupational exhaustion and satisfaction, and both are related to both the
kindergarten teacher's personal mental and physical health and their impact on the educational process and
relationships with students and learning outcomes. Regardless of whether occupational exhaustion follows or
precedes occupational satisfaction, or vice versa, the majority of research agrees that the causes of both concepts
are multidimensional and include individual and environmental factors and interactions with each other. This view
is important in terms of prevention and treatment measures taken to reduce exhaustion and increase satisfaction, as
they are based on either the individual or the environment and apply interventions accordingly.

Keywords: Work satisfaction, Prevention, Preschool Teachers
Preschool teachers' "happiness” levels, as measured in a pan-European survey, fell by 28% during
the crisis (Bell & Blanchflower, 2011). In a survey of a sample of private sector workers, job satisfaction
overall and wages and security in particular were statistically significantly lower in 2004-2007 (pre-crisis)
than in 2011-12 (crisis) (Markovits, Boer, Gerbers, Dick, 2013). The aim of the present research effort is
to investigate the working conditions of pre-school and how they contribute to the occurrence of
occupational exhaustion and ultimately to their professional satisfaction. The results show some degree of
occupational exhaustion, mainly in terms of emotional exhaustion, but do not identify depersonalization
and reduced achievement, while confirming the findings of studies that demonstrate significant levels of
occupational satisfaction in preschool teachers.

The problems of modern kindergarten educators
It is a fact that the educator faces a number of problems in complex and multicultural societies
and needs to have enough resources:
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a) The educators must not only have a good knowledge structure and be characterized by the
appeal for continuous information - training, in teaching subjects and teaching strategies, but also
contribute to the creation of "defense mechanisms"” in the new generation, given the admirable scientific
achievements also create problems for modern man. This means developing a critical attitude towards
scientific developments and cultivating ecological awareness and peaceful disposition and behavior;

b) The educator is called to play his always known mediating role, that is, to be the "bridge" for
the connection of past and present or future, of different cultures, old and new generation, but a role that
today becomes very complex and difficult. This means that the kindergarten teacher must contribute to
the development of the student's ability to understand the "different™ and to cultivate his respect for fellow
human beings with a different cultural identity. It is also imperative on the part of the kindergarten teacher
to cultivate understanding in the younger generation towards the elderly and the elderly, their views and
standards of behavior;

c) It is also required by the educator to respect the student's personality and in the teaching
process it is necessary to create a new relationship between kindergarten teacher and student, which
presupposes a different role from the kindergarten teacher;

d) The kindergarten teacher also today faces difficulties that arise during the transmission of
rapidly evolving knowledge in teaching. According to the research (Dimitropoulos, 1998, pp. 241 - 244),
educators state in order of frequency, the following reasons for dissatisfaction with their profession:

1) their financial situation;

2) the lack of interest and affection for preschool teachers by the state;

3) the lack of substantial interest of the state in education and students in general;

4) the content of basic education and kindergarten teacher training;

5) the mental fatigue caused by the exercise of the teaching profession;

6) the lack of adequate kindergarten teacher independence;

7) lack of capacity but also meritocratic procedures for hierarchical development;

8) the nature of the teaching profession and the excessive demands on it;

9) the organization and management of the education system;

10) the non-participation of preschool teachers in decision-making;

11) the lack of evaluation of preschool teachers and the leveling that this lack implies;

12) the unbridled partisanship in education;

13) the characteristics of the students themselves with special needs, with the prob. such as the
lack of building and technological infrastructure;

15) the behavior of parents and in particular their indifference to what is happening at school,

16) the structural dysfunctions of the Greek educational system;

17) the school's relationship with society and the world,;

18) the way preschool teachers are selected;

19) the social image of the kindergarten teacher as he perceives and experiences it himself;

20) the scientific-professional identity of the kindergarten teacher and;

21) the interpersonal relationships in school and commentary or social life.

Significant are the problems in its role as a "mediator" that has become particularly difficult in
modern societies due to their multiculturalism and value pluralism. Thus, the kindergarten teacher is often
led into role conflicts and feelings of insecurity, as evidenced by many studies and researches (Xochellis,
2006).

In addition, the educator is called upon in modern school to take on and play the role of impartial
judge, evaluating students' school performance and thus distributing "social privileges."

In the new educational environment and in view of the new aspects of the role of the kindergarten
teacher, the following questions are urgently asked:

a) what conditions and skills must he have in order to meet his complex and demanding
profession and b) to what extent these requirements are covered by his education.

A general answer that could be given is that, today and for the immediate future, a kindergarten
teacher is required who, in addition to the usual cognitive supplies, related to his training in continuously
enriched teaching objects and the corresponding teaching methodology, should be able to perceive and
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include in their choices and actions the requirements arising from the existing conditions in modern
societies. The new conditions give a new interpretation to the role of the kindergarten teacher and,
therefore, require immediate changes in the education and training of preschool teachers. The traditional
supplies of the kindergarten teacher are not enough to educate the citizen of today and tomorrow. An
additional body of "educational goods" is also required as a precondition for communication and
cooperation between people, as well as in terms of human values. In this context, a more general change
of orientation in education is required. They are preceded by the development of a new human
relationship with the faces, conditions and things of his environment and the cultivation of values and
attitudes that go beyond local and national contexts and develop sensitivity towards fellow human beings
and the environment, respect for human dignity, peaceful disposition and behavior, tolerance and respect
for different cultural identities, the acquisition of social skills. In other words, a different profile is
required for the kindergarten teacher, development of creative thinking and the social dimensions of the
student's behavior, quality of thinking, ways of critical approach and acquisition of knowledge (Xochellis,
2006).

Occupational exhaustion. Factors

The term "occupational exhaustion™ was first used in 1974 by Freudenberger to describe the
symptoms of physical and mental exhaustion in mental health professionals. Today, of the 5,500
published studies on occupational exhaustion, 34% are for education professionals.

Professional kindergarten teacher exhaustion is a broad concept with many different aspects. It
includes stress, lack of job satisfaction, depersonalization, low professional participation and even the
desire to leave the profession. In more unfavorable cases it can lead to emotional exhaustion and
depression. Preschool teachers with occupational problems, who cannot cope effectively, are experiencing
stress. Weakness results from a prolonged feeling of stress and is a negative emotion (Maslach, 1993).

The person who is characterized by occupational exhaustion goes through the following three
stages:

a) In the first stage, he experiences an imbalance between the sources of help and the demands
regarding his work and is subsequently overwhelmed by anxiety

b) In the second stage, it is characterized by an unrestricted, limited-duration emotional reaction
to this "imbalance™, which is distinguished by feelings of fear, tension, drowsiness and exhaustion. In
particular, he feels pressure that manifests itself in previous events (of a chauvinistic and psychological
nature)

c) In the third stage, there are changes in the attitudes and behavior of the individual, such as a
distancing, engineering or arrogant way of dealing with customers to meet his personal needs.

Therefore, occupational exhaustion could be characterized as a kind of weakness of the
individual, manifested in apathy, arrogance and emotional distancing (Hughes, 2001). To assess
occupational exhaustion, there are two psychometric tools that play a decisive role, are considered the
most important and stand out for their validity and reliability: Tedium Measure (Pines, Aronson, & Kafry,
1981) and Maslach Burnout Inventory (Maslach & Jackson, 1981). Specifically, for the construction of
the Maslach Burnout Inventory, which is the most well-known psycho-aesthetic tool, statements of 1052
people of various professional specialties (police, preschool teachers, nurses, social workers,
psychologists, lawyers, doctors, etc.) were collected.

It is an indisputable fact that in the teaching profession, as it is one of the pre-eminent socio-
human-professional professions, occupational exhaustion affects a large percentage of professions of all
depths in all countries of the world. Occupational exhaustion is the syndrome in which preschool teachers
react to stressful factors. The term describes their excessive manifestations of anxiety, which is strongly
associated with the emotional intensity of their constant preoccupation with other people. A kindergarten
teacher experiencing occupational exhaustion feels sluggish, lacking in enthusiasm, has a feeling of
dissatisfaction, finds it difficult to concentrate, lacks confidence, and loses his humor.

The factors that contribute to the creation of occupational exhaustion are the following: a)
Personal factors (What role do the individual characteristics of the preschool teacher play in the creation
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of occupational exhaustion?); b) Personal factors: (What role do people play); ¢) Organizational factors
(What role does the school environment play? What role does the employer play?).

Many studies on occupational exhaustion adopt a behavioral approach to the syndrome, while
others adopt a cognitive approach. Oranje classifies these studies into three categories (Oranje, 2001).

First, occupational exhaustion is considered to be a coping problem (interaction model); for
example, occupational exhaustion stems from the negative impact of an individual's judgment of
individual factors on his own abilities in relation to of its environment (Byrne, 1991).

Second, partial studies treat occupational exhaustion as a state of bodily and mental exhaustion
that affects the atoms involved in large temporal states in situations that require intense 1985 (Kremer-
Hayon & Kurtz, 1985). This view is categorized as the psysiological model. Third, the basic principle of
partial studies is that the environment produces stressful factors that are responsible for the onset of
occupational exhaustion. Such environmental factors are preschool teachers' social relationships with
students, colleagues and principals (Brouwers & Tomic, 1999) and working conditions (Van Dierendonck
etal., 1998).

However, studies examining preschool teachers' occupational exhaustion have been characterized
by a lack of a solid theoretical basis and also by a lack of causation of causal relationships p including
environmental factors and effects on a person's psychosocial health. The theory developed for self-
efficacy (selfefficacy) has recently been shown to be a sufficient theoretical framework for the Study of
Kindergarten teacher Occupational Iliness (Brouwers & Tomic 2000).

Professional Kindergarten teacher Satisfaction Factors

A set of factors affects job satisfaction. Dugguh & Dennis refer to environmental, individual and
psychological (Dugguh & Dennis, 2014). Environmental issues include: communication, employee
recognition, while individuals include emotions and personality, as well as genetic factors. Finally,
psychologists include the individual's family, society, and living conditions.

In an effort to investigate the factors that affect preschool teachers' job satisfaction and burnout,
they fall into three categories (Kyriakou, 1987):

a) environmental and content elements, such as workload and time pressure, lack of management
support, low fees and low promotion prospects, lack of professional development

b) demographic factors such as gender, age and marital status and finally,

c) the personality traits of the kindergarten teacher.

For the preschool teachers, a lot of research has been done on the factors that influence them.
Dimitropoulos (1998) in a first distinction singles them out as forerunners, who pre-existed and
functioned as elements of shaping the "predisposition" towards the teaching profession and who
according to His research differs from group to group of preschool teachers. Syndromes are factors that
are all those that, regardless of category, form and origin, exist and function simultaneously with the
practice of the profession by the subjects.

A second distinction can be made based on the area of influence (Dimitropoulos, as above). This
is how the following categories appear:

(1) Individuals - personal, who are related to the personality and individual characteristics of the
individual

(2) Social, who are related to the family and the wider social environment of the individual

(3) Preschool teachers, who are related to the educational system and the opportunities it offers
for studies

(4) Professionals, who compose the professional reality, in the conditions under which the
profession is practiced.

Sharma & Jyoti (2009), distinguish the factors that affect the professional satisfaction of
preschool teachers in endogenous, exogenous and demographic.

Organizational Factors
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Warr proposes a general framework for classifying key factors that promote job satisfaction,
which is divided into intrinsic and exogenous (Warr, 2005). According to Evans, factors that contribute to
job satisfaction are called "sources of satisfaction” (Evans, 1998) and are related either to the content of
the job or to the context in which it is performed.

Endogenous Factors

Endogenous factors can arise from classroom activities. Daily friction with students reveals to
preschool teachers if they have gained anything from teaching. This kind of perception of kindergarten
teacher control in the school environment is understood as an endogenous factor that affects professional
satisfaction (Sharma & Jyoti, 2009). In fact, proponents of professional autonomy argue that this
(autonomy) will make the educational profession more attractive.

Intrinsic factors are considered a good incentive for preschool teachers, as they enjoy teaching
and coloring with young people, while few are involved in the teaching profession for a salary.

Exogenous Factors

Exogenous factors that affect job satisfaction include wages, support provided by management,
security provided by the profession and the resources provided (Koustelios & Kousteliou 2001). These
characteristics are indicated by agencies such as researchers and preschool teachers, who argue that "poor
working conditions" have "stigmatized" the teaching profession and that if the kindergarten teacher
experiences the absence of the above factors, his performance in the classroom is affected.

If endogenous factors motivate preschool teachers to engage in the profession, exogenous factors
affect their desire to stay in it.

Demographic Factors

As in other professional disciplines, factors such as age, gender, marital status, and working hours
are related to job satisfaction.

Research has repeatedly confirmed that job satisfaction varies with age in men and women. Men
and women do not derive satisfaction from the same factors as professional satisfaction. For men, stable
work is important, while for women, interpersonal relationships (Grammatikou, 2010).

Professional Satisfaction - Occupational Weakness and Researches

Professional satisfaction is associated with variables such as motivation, performance,
commitment to the body and consequently the mental health of the person experiencing it. In contrast,
exhaustion syndrome is negatively associated with satisfaction (Platsidou, 2010).

For Maslach & Shaufeli, the relationship between occupational exhaustion and occupational
satisfaction is unclear (Maslach & Shaufeli, 1993). Three approaches to this relationship are mentioned.
The former perceives exhaustion as the cause of reduced satisfaction.

The second, on the other hand, realizes that reduced satisfaction leads to exhaustion. And finally,
the third considers that another variable such as that of bad working conditions leads to occupational
exhaustion and affects satisfaction (Daniilidou, 2013: 55).

In the case of preschool teachers, exhaustion usually begins with a feeling of "overload" from a
close relationship with students and parents and colleagues, can lead to negative attitudes and cynicism
towards students (depersonalization) and lead to reduced performance. Elevated levels of exhaustion can
lead to job dissatisfaction (Platsidou 2010).

Job satisfaction is associated with pleasant emotions that may be related to the appreciation of
one's work. In the teaching profession, exhaustion is negatively associated with job satisfaction. For
Koustelio & Kousteliou (2001), occupational burnout can be seen as the result of a lack of professional
satisfaction and vice versa.
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Dimitropoulos (1998), in the research conducted and participated by the preschool teachers who
served in the period 1990 - 92 - including preschool teachers - in a very general assessment and taking
into account the results of the research data from various surveys regarding the satisfaction of our
preschool teachers , finds that:

1). Our preschool teachers show a high percentage of general satisfaction with their profession

2). From research with different categories of employees, preschool teachers appear to be the
most satisfied or one of the most satisfied categories of employees

3). Preschool teachers may appear very satisfied, but they experience great dissatisfaction with
several factors used in the research.

Koustelios in a study conducted on 357 primary and secondary school preschool teachers in the
prefecture of Thessaloniki, examined the professional satisfaction of preschool teachers and whether it is
influenced by their personal characteristics (Koustelios & Kousteliou, 2001). The results of the research
showed that the overall level of satisfaction of preschool teachers with their work was high. In terms of
gender, women appear to be more satisfied than men. However, there was no significant correlation
between marital status and job satisfaction.

Zembylas & Papanastasiou conducted a study on a sample of 461 preschool teachers in schools in
Cyprus and their findings show that the happier preschool teachers are in their working conditions and
working relationships, the more satisfied they feel with their work. It is found that exogenous factors (eg
salary, working conditions, employment relationships, etc.) affect kindergarten teacher satisfaction.
Similarly, endogenous factors are said to have little effect (Zembylas & Papanastasiou, 2006). Saiti
(2007), in a nationwide survey conducted by distributing questionnaires to 1200 Primary Education
Preschool teachers, trying to identify the factors of professional satisfaction of preschool teachers,
highlighted seven important factors:

1) The first factor is related to the school climate and the principal;

2) The second concerned preschool teachers' assessments of promotion opportunities and the
benefits of their work;

3) The third factor is related to the recognition of preschool teachers' efforts and the
administrative organization of education;

4) The fourth factor is related to the remuneration of preschool teachers;

5) The fifth concerns the general organization of the school;

6) The sixth factor is related to preschool teachers' emotions;

7) Finally, the seventh is related to collaboration between preschool teachers.

Papanagiotou and Theofilidis (2008), in a survey conducted in Cyprus by preschool teachers in
four neighboring schools, exploring job satisfaction, student and parental recognition of their work and
recognition of their work by supervisors and colleagues, and In relation to the level of meritocracy, the
following emerged: there were no statistically significant differences in gender. Preschool teachers say
they are generally satisfied with their profession and their satisfaction does not differ from years of
service. Research has shown that the most important source of satisfaction is the recognition of preschool
teachers' work by parents and students. Preschool teachers seem to receive less satisfaction from
meritocracy levels.

Tarasiadou (2008), in a study of 167 preschool teachers examining the motivations of
professional development and their impact on their professional satisfaction, found that pre-school
preschool teachers are motivated by their love and interest in their profession and consider their work
important. They value the opportunity given to them through their work to achieve remarkable goals and
to develop their professional skills. They value personal development as the most important motivation,
thus expressing the need for continued provision of learning and maturation opportunities as part of their
professional development. Finally, Taralaikou conducted a study on working conditions and professional
satisfaction of pre-school preschool teachers. The research findings indicate preschool teachers' job
satisfaction, low social prestige and unsatisfactory earnings. Preschool teachers would not leave their
profession, but would like to change working conditions. Factors that enhance the practice of the
profession include vacations and holidays, working hours, working with colleagues and students, staying
in the school unit and continuing professional development. On the contrary, the factors that hinder
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include the changing schedule (shift), the implementation of the assessment, the administrative
organization, the amounts available for the school, the health insurance, the extracurricular tasks, the
number of children in the class, the salaries, the social problems behavior and the number of students in
the classroom.

It should be noted - as pointed out by Platsidou (2010), that the research data for preschool
teachers are not many. On the one hand, it is a small professional group and on the other hand, there is no
correspondence between pre-school education and other countries. Primary education research usually
includes preschool teachers.

Given the small number of studies on occupational exhaustion and satisfaction that focus on
preschool preschool teachers, it was decided to conduct relevant research that will attempt to demonstrate
the role of their working conditions in the possible occurrence of occupational exhaustion syndrome and
their impact on occupational disease. their satisfaction, the results of which are presented in the research
part.

Conclusions

From what has been presented and analyzed above, it is clear that the role of counselors in
dealing with work stress can be crucial. Since the main goal of counseling is to help the person effectively
and to deal partially or completely with his problem, through this process the person can expect his
activation and adequate functioning.

Regarding the work stress of preschool teachers, its treatment can be approached in counseling
either individually or in groups. At the individual level, through counseling or where necessary treatment
(tertiary approach) is considered, the individual can be helped to gain as much self-awareness and self-
control as possible in order to develop additional responsibility and self-control and to be able to plan his
actions. On the other hand, in addition to the symptoms at the psychological level regarding work stress,
the goal is to improve work performance. The help that the kindergarten teacher can receive through the
counseling process in order to be able to better adapt to his working conditions and to be able to derive
satisfaction from his work will help him to be able to perform more and better. As a result, the school
organization will become more efficient. Care for support at this level is important as from work the
person covers not only his biological needs but also psychological and social. In addition, the
kindergarten teacher's ability to reach a level of functionality that will enable him to achieve achievable
goals and be able to deal logically and calmly with his working conditions, stressful situations,
requirements and expectations will lead to to improve the level of satisfaction and the sense of success
that are decisive factors in effective teaching.

Schematically the kindergarten teacher with the help of the counselor will follow an evolutionary
course of three stages: first through the investigation he will be able to understand the problem and then
through the insight he will help to understand himself. Finally in the third stage he will be able to take
action that will lead to the solution of the problem (Malikiosi-Loizou, 2001).

At the group level, the implementation of a psychoeducational program based on the principles of
cognitive-behavioral therapy or derived from the assumptions of the systemic view will both help the
individual kindergarten teacher to understand the factors and processes leading to the onset of anxiety and
the recognition of symptoms as well as the school organization to realize that the problematic situation
does not concern a personal problem of the kindergarten teacher but concerns the whole body to take
appropriate action to improve conditions and tackle the problem takes and weaknesses (Malikiosi-Loizou,
2001).
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Peztome

Hacmosawama cmamus e meopemuuen 0030p, 6azupawy ce 21a8HO HA NPOBEOeHU U3CIeO8AHUS, Yelauy
0a ouepmae ncuxono2udecKume 0COOEHOCMuU 6 Nepuooa Ha IHOUECMBOMO Kamo npeonocmaska 3a no-
20JIAM PUCK OM paseumue HA XpaHumeiHu pazcmpoticmea. Pasenedano e necamuenomo enusiHue Ha
coyuanHume Mpedxicu, 8 Koumo noopacmeawume npexapeam 201Ama 4acm om ce0600HOMO Cu epeme,
Kamo moea ce 56564 6b3MOJICHOCH 34 GbEIUYAHE 6 He30PABOCIOBHO NosedeHue, 0COOeHO 3a
uHmepHanuupane Ha ob6paza Ha MAIOMO, KOemo ce A6A6d KAMo Npeoukmop 3a paseumue Ha
XpaHumenHu pazcmpoucmea.

Knrouosu 0yMll.' IOHOoUutecmeo, AdHopeKcus, COYUUAIHU MpPedSCU.

Abstract
This article is a theoretical overview, based mainly on research, aimed at outlining the psychological

characteristics of adolescence as a prerequisite for higher risk of developing eating disorders. The
negative impact of social networks in which adolescents spend much of their free time is considered, and
this is an opportunity to engage in unhealthy behavior, especially to internalize the body image, which is
a predictor of the development of eating disorders.

Keywords: adolescence, anorexia, social networks.

[leprogbT Ha IOHOIIECTBOTO € XapaKTEPEH C MPOABIDKUTETHOTO B HE JIEKO ThpCeHe Ha BhITPOCa,
KOUTO € OT (hyHIaMeHTaIIHO 3HAYCHHUE 32 roHoImara - “Koit cbM a3?*, kaTo IMEHHO TOBa € MOMEHTBT, B
KOWTO 3aItouBa M3rpa)XIaHeTO Ha JHYHATa WACHTHYHOCT. DOopMUpaHETO HAa JTUYHATA MISHTHYHOCT 0
rojsiMa CTEMEH 3aBHCH OT CBOOOJHUTE W300pH M WHIUBUAYAIHH pPEIICHUS, KOUTO FOHOIIATa €
HE00XO0IMMO J1a OCHIIECTBU MPH M3ITBIHIBAHE HA PA3IUYHU aKTUBHOCTH. AKO HE ChyMee Jia HHTeTpUpa
u OanaHcupa Te3W acleKTH, U He € JOCTaThYHO CHOCOOCH Ja OCBINECTBH CAMOCTOSITETHO CBOHTE
n300pH, TOraBa MOXE Jla HACTHIHM OOBPKAHOCT CIPSIMO COOCTBEHATa JIMYHOCT, KAKTO M CIIPSIMO
COITMATHHUTE POJIH, TIPE]T KOUTO € U3MPABEH Ja U3IThIHsIBA (SIHKYIOBa, ﬁo., 2016, c. 141).
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IleprogpT Ha OHOIIECTBO MOXe na ObJe ompeneneH ome W Karo meramopdo3a, KOATO
MIPUKJTIOYBA C ,,HammyckaHe . YacT oT Ta3u Metamopdo3a ce u3pas3siBa B HAIYCKAHETO Ha JIETCKOTO TSJIO U
MMPUEMAaHETO Ha HOBOTO TSUIO — TsJI0TO Ha Bh3pacteH (Lupkora, /., 2007).

Cropen, YUHHUKBT MEpPUOABT Ha IOHOIIECTBOTO € MNEPHOA Ha JIMYHU OTKPUTHA, KOUTO €
He0o0XO0IMMO MJIaJaTa JIMYHOCT Ja TH NPEXUBEE caMa, KaTo peallHo IOHOomaTa He OM uckan jna Obne
pasbpan (Yunukst, M., 2004)

[IpexomHuAT mepuoj, ce u3pas3siBa B MPEXOJ OT JETCTBOTO KbM KHBOT KAaTO BB3PaCTEH.
Bw3pactra Ha mompactBammre ce neUHUpAa KATO IICHXOJOTHYECKH ocoOeHa (CIIOKHA), KaTo B
CJCICTBUE HA TOBAa, Y€ B HES HACTHIBAT CIHOBPEMEHO HHTCH3MBHU (PU3UOJOTHYHU U TICUXHYHHU
npoMeHd. OCHOBHO TIPH TOJISIMa YacT OT MOAPACTBAIIUTE Ce MPOMEHS OOKPBHKEHHUETO (B MHOTO CITydait
paJMKaiHO), MOSIBSIBAT CE HOBU MHTEPECH, KOMITAHWH, IIPOMEHSAT C€ HABUIIUTE, KOETO BOJIU OOMKHOBEHO
IO psi3Ka IMPOMSIHA B MIOBEICHUETO.

OOWKHOBEHO MPOIECHT Ha FOHOIIECTBOTO € CBBP3aH C IPOSBH HAa PUCKOBO TIOBEJCHHE —
AHTHCOIMAIIHU TPOSBH, MPOBAIM B YUWIHINE, HAPKO3aBHUCUMOCT, CYUIMIHU NEHCTBHS, aHOpeKcHus. B
TO3W TIEPUOJT MJIaJlaTa JIMYHOCT HAMA JOCTAThYHO (hOPMUPAHU KPUTSPUU 33 OOCKTUBHO OIICHSBAHE Ha
neiicTBus (CBOM M Uy)XIW) M cUTyanuu. EmMonnoHamHaTa YCTOWYHBOCT M CaMOKOHTPOJN HE ca Ha
JOCTAThYHO BHCOKO HHBO, 32 Ja OBbAaT Mpriiaranu e(eKTUBHO, 3a pa3iuKa OT €Ha €MOIFOHAIHO 3psiia
JUYHOCT. VIMEHHO 3aTOBa TO3W MEPHOJ HOCH CBOSTA YA3BHMOCT 3a FOHOIIATA B THPCCHETO Ha CBOSATA
WACHTUYHOCT. ToBa € BpeMeTo, B KOETO PUCKBT OT MOMaJaHe B HEOIAroNpHsITHA Cpela U ClieZiBaHe Ha
JIOII MOJIeN Ha moBejieHue, ¢ TBbpae roysm (Ilamazosa, E., 2013; lllymkosa, U., 2010; Anexcanapoa-
Kapamanosa, A., 2017; SIukyinosa, Ho., 2016).

Tyk Tpa6Ba fa 0TOENEKUM, Y€ THEIIHUAT THHEHDKBP KUBEe B €JHA JOCTA Pa3INYHA PEATHOCT
—AWTUTAIHATA Ccpefia, KOoSATo (OopMUpa HOBH YMEHHS W TPEACTABU 3a KUTCHCKHUTE BB3TICAW Ha
nonpactpanure. CONMANHATE MPEXKH, KOUTO ca MPEHACUTEHH C MHOTO MaHHUIIyJlIaTHBHA WH(pOpMAIUI
HajaraT OIPEICICHH aKTyallHW CTaHJapTH B MHOTO acIleKTH, KaTo €IuH OT TAX ca KpaiHo
PECTUKTUBHHUTE TUETH, KOUTO IOHOIIUTE HE MOoJyIaraT Ha KPUTHYHO OCMUCIISIHE W 3all04BaT Ja CIIEBaT,
KaTo B MIOBEYETO CIy4ail mojpakaBat Ha J1aZieHa MEAUWHA JINIHOCT.

JIHEe1mHOTO O0IIECTBO KATO 110 TBBP/IE MHOTO MPEEKCIIOHUPA SIUH HE3IPaBOCIOBEH MOJICT Ha
TSUTOTO — TBBpJIE cinabo Tsu10 (SKiny), kato etanoH 3a KpacoTa U MPUEMCTBEHOCT OT 00mecTBOTO. Tasu
MIPSIKO HAJIOXKEHA aHTAKUPAHOCT C TETJIOTO MPH MOAPACTBAIIUTE, Pa3BUBA HE3IPABOCIOBHO ITOBEICHHUE U
OTHONICHHE CIPSIMO XpaHaTa M Tpolleca Ha XpaHEHE, KOUTO CHOTBETHO BOJIAT JO XPaHUTCITHU
HapyleHuss W TPWIPYXKaBallUTe TW TICHXO-eMONMOHaNHW npobmemu (Xamkuesa, L., 2019;
KapamanoBa-Anekcanaposa, A., 2017).

HMeHHO TOBa ca MPEKUTE MIBTHIIA [la C€ CTUTHE JI0 XPAaHUTEIHO Pa3CTPOHCTBO, KOETO MOXKE Ja
JIOBEJIE TOpH 110 HeoOpatumu nocienuiy (Xamkuesa, L., 2019).

Cnopen JlakaH, mpy aHOPEKCHUATA TOBA, KOETO JIETETO sife ¢ ,,aumioTo (Lacan, J., 1973, p. 96).

ABTOpPBT ompe/eliss aHOPEKCHUKBT KaTo, Y€ HE sIe HMINO, B CJCACTBHC Ha TOBa, 4e € OwMi
MpEeXpaHBaH 10 OTHOIICHHWE Ha MOTPEOHOCTTAa OT XpaHa, KaTo B MOMEHTa TpsAOBa Ja MOJIbpXKa €IHO
peaHo XKeJlaHue, Ype3 0TKa3a Ja yAOBICTBOPsIBA Ta3u Hyka (mak tam). Omre 3a anopekcusita!!!!

Henapom onpenens aHOpeKcUsTa Kato ,,boject, xapakTepHa 3a IOHOIIECTBOTO, AaHOPEKCHSATA €
¢opMa Ha 6aBHO caMOYOMIICTBO, MACKUPAHO MO MHOTOOPOWHU HAYMHH MPUBIHYAIIO ITOJ OTTOBOPHOCT
OKOJTHHTE Upe3 eHO NICEBA00e3pa3Inuue, OTIIMYABAIIo ce ¢ psaaka xectokoct™ (emapom, I1., c. 74).

CBBpeMEHHUTE COLMO-KYNTYypalTHH (DAKTOpPH TMPEEKCHOHUPAT W BUAOWU3MEHSAT B TONI3a Ha
MOJIHATa WHAYCTPHUS W CPElCTBaTa 3a MacoBa MHQOpMamus claboTO TAJIO, KaTo €TAOH 3a KpacoTa u
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ycnex. CTpeMeXbT 3a MOCTHTaHe Ha TaKbB HIeal HEMHHYEMO, 10 €IWH WM JpyT HAadWH, 3acsra
XPaHUTEITHOTO MOBE/ICHNE Ha FOHOIIATa U ClIa3BaHeTo Ha pecTukTuBHE aueTH (Rus-Makovec & Tomori,
2000).

WneansT 3a cnabo 14710 JHEC € TIO-CHITHO MHTEPHAIM3UPAH OT KOATO M Ja HCTOPHYECKa eroxa
OT Pa3BUTHETO Ha 4OBeuecTBOTO. [lopu HanpoTuB, 21 BEk BOIM HAYAIOTO HA €HA OCOOCHO ‘“MOjepHa‘
W pa3npocTpaHeHa Oo0JecT, OCOOCHO cpel MIaauTe JCBONKH, aHOPEKCHSTa, WU Olle Ka3aHo
KOMITYJICUBHHAT CTpEMeX KbM Bce M0-ciabo Tsuio. ETo 3amo umaeanbT 3a c1abo TSIO CIIyKH KaTo
eTHOJIOTHsI Ha 3a00JIIBaHETO B penuia OOSICHUTETHM MOJEIM 32 XpaHWTETHHTE pa3cTpoicTtBa. B
Meproa Ha IOHOIIECTBOTO HArJlaCHTe KbM BBHHIIHUS BHJl HA MIJIaJaTa JIMYHOCT OKA3BaT M3KIIOYUTEITHO
Ba)KHA POJIS B caMoolleHKaTa. ['omsgMa 4acT OT MiIaie)kKuTe Ha Ta3u Bb3pacT ca 00ceOeHU OT MHUCHIITA 32
TErJIOTO CU M (PUKC HiesTa Ja JOCTUIHAT OmpejeicHn (HEChOTBETCTBAIM HA 3IPABETO) CTaHIApTH 3a
TEJIECHO TErJlo, KOUTO CE€ OMMTBAT Ja CJICABAT C AIMMEHTapHO XpaHeHe (HEZOXpaHBaHE), Ch3IaBallo
pealieH puCK 3a MaJHyTpulus (HapylleHHWe B KieTbuHus OanaHc) (Xamkwuesa, L., 2019; Grogan, S.,
2008; Morrison, Kalin and Morrison 2004).

Peguua nuuHOCTHH (pakTOpW WMrpasT pojsTa M HA NPEIUKTOPH HA PUCKA OT pa3BUTUE HA
XPaHHUTEIHO Pa3CTPOMCTBO B CIEJCTBHE Ha CKIIOHHOCTTAa Ha JINYHOCTTa KbM HealM3HpaHe Ha cial,
U3sIIeH (cropell ChBpeMEHHaTa KynTypa) TeneceH o0pa3, KakTo W 4Ype3 COIUAIHOTO OOKPBKEHHE
(BpPBCTHUIIM), KOUTO OILE TIOBEYE IMOAKPEIT U TOCTPEKaBaT TO3M WACATH3UPaH 00pas.

Cnopen HamumonanHata aMepukaHcKa acouuanus 3a XpaHuTenaHu pasctpoiictBa HEJIA:
,,AHOpPEKCHUsATA € TpeTaTa Hal-pasNpoCcTpaHeHa XpOHIUYHA OOJIECT Tpe3 Mepro/ia Ha IOHOMECTBOTO; 95%
OT T€3H, KOUTO UMAaT XPaHUTEIHO Pa3CTPONCTBO, ca Ha BB3pacT OoT 12 mo 28 r.; mpu keHute Mexay 15-
24 ropuiHa BB3PACT CMBPTHOCTTA, B CIEACTBUE OT aHOPEKCHs, € 12 MbTH MO-BHCOKA OT BCAKO APYTO
TICUXUATPUYHO 3a00JIsBaHe; OKOJO Y2 OT MoMu4uerata u 1/3 oT MoMdYeraTa B THHHEUKbPCKA BH3PACT
MpujlaraT He3/APaBOCIOBHH METOAM 3a KOHTPOJHMpAaHE Ha TEIJIOTO: MPOIyCKaHE Ha XpaHEHuS,
riajyBaHe, mymieHe, MOBpbINaHe, npueM Ha nakcatusu (https://www.nationaleatingdisorders.org).

OnutH 32 OCHIIECTBSIBAHE Ha KOHTPOJ Ha TETJIOTO B rojiiMa CTETEH ce HaONIoIaBaT HE camMo
Cpel Bb3pacTHHTE, HO U cpea roHomuTe. OT mpoBeAeHn 72 cBeTtoBHM H3cnensanus ¢ Hax 1 200 000
YYaCTHUIH HaJ 18 TOJMHM, KOUTO ca MPABIIIU OIUT J1a PeAyIUPAT TETI0TO CH WU JIa TO KOHTPOJIUPAT B
pamkute Ha 12 mecena, 42% oT W3cIeABaHUTE JUIA ca MPUOSTBAIM 10 METOAM 3a oTcinabsane, 23% na
MOJTBPKAT TETJIIOTO CH B OIpe/ecHa Tpanuia. [Ipy IoHOIINUTE MPOIIEHTHT Ha ONMUTUTE 32 HaMallsiBaHE
Ha TErJIOTO € CPaBHUTENHO NO-rojisiM (1o Anexcanaposa-KapamaHnosa, A., 2017).

Ilo manHum OT APYro M3CIEABaHE IOHOMINTE C HOPMAJTHO TETJIO0, CIIa3Bally JUeTa KbM MOMEHTA, €
Mexay 1% u 9% 3a momuerara u mexay 9% u 28% 3a MmoMuueTaTa, JOKATO NMPHU TE3H, ONMUTBAIU CE J1a
pexynmpar TerJoTo cu B mocienaute 12 mecerna — mexay 14% u 34% 3a momuerata u Mmexay 40% u
60% 3a Mmomuueara (Tak Tam, c.513).

YcTaHOBEHO €, 4e Hail-4eCTUTE METOU 3a PeAylMpaHe Ha TETJIOTO KAaKTO NIPU BH3PACTHH, TaKa
Y TIPH IOHOIIW Ca TaKa HapeYeHHTE 3/IPAaBOCIOBHH CTpATETHH, Oa3upaHy Ha CXBAaIIAHETO 33 OMOJIOTHS U
(u3noNoTHA — 3APAaBOCIOBHO XpaHeHe (MPHUHIMIA 32 pa3/IeIHO XpaHEHE) W BKIIOYBAHE HA aKTHBHA
¢u3nuecka geitHoct. He e obaue HWKak MalbK [ETbT HA aHTAXHUPAHUTE C HE3APaBOCIOBHH
MTOBE/ICHYECKN aKTOBE, KOMUTO KPHUAT pealieH PUCK 3a 3[[paBeTO — MPOIyCKaHe Ha XpaHeHHS, peAyIupaH
pUEeM Ha XpaHa, M3KJIFOYBaHE HA OCHOBHHU I'PYIH XPaHH, IPUEMAHE HA JIUYPETHUIIN U JJAKCATATUBU, TTHCHE
Ha KOpEHMHOBU HANMUTKH U TIOTIOHOITYIIIEHE, C IIel TIOHM)KaBaHe Ha areTUTa, MHAYIMPAaHO MOBPBINAHE,
MMEHe Ha TOJeMH KOJIMYeCTBa BOJA, XpaHEHEe B ONpeJelieH uac, He ChoOpa3eH ¢ peanHara
HeobxomuMocT ot ran u Hacumiane (Ojala et al, 2007; Brown et al, 2016).
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[IpoBeseHo ABATOCPOYHO H3CIE/BAHE COYM, Y€ JCPUIUTHOTO XpaHEeHe, KOETO € CBBP3aHo ¢
HE3JIPBOCJIOBHU IIOBEJCHYECCKH CTPAaTETHH 3a KOHTPOJ H TETJOTO, HAa MO-KbCEH €Tam BOAAT JIO
0Ce3aTeTHO TIOBUIIIABAaHE HAa TErJoTO, 10 HAaJHOPMEHO TErjo, YeCTH ENHOAM Ha MpeshKIaHe,
€MOIMOHAIHO XpaHEHe M Pa3BHTHE Ha XPaHMTEIHO pa3CcTpoiicTBO (aHopekcus, Oymmmust) (Neumark-
Sztainer et al, 2006; Xamxuesa, 1., 2019).

MHOroOpolHY U3CIIeIBaHHs COYAT, Ye MOBEJICHUCCKUTE TIPAKTHKH 33 PeylIUpaHe U KOHTPOI Ha
TETJIOTO HE OKa3BaT IMOJIOKUTEIHO BIMSHKUE B IBITOCPOYCH IUIAH BHPXY 3PABOCIOBHOTO ChCTOSIHUETO
Ha TerjaoTo. B Ta3u Bpb3Ka U3CiIeI0BaTEIN ca YCTAHOBUIIN, Y€ OUBIIU JUCTHUIH, TOAIBPIKAT HACTOSIIIEM
MO-BUCOKO TETJO OT TErJIOTO, KOETO ca WUMalld TMpeAH Ja TMpeanpueMar CTPaTerHd 3a HETrOBOTO
penyuupane (Neumark-Sztainer et al, 2006; Neumark-Sztainer et al, 2006; Larson et al, 2006; Haines &
Neumark-Sztainer, 2006; Haines et al, 2006).

TeneBu3usTa € Hal-4eCTO M3MOI3BAHATA MEIUS OT JellaTa U IOHOIIUTE, KaTO rojsMa 4acT OT
TOBa TEJICBU3MOHHO CHIbPKAHHUE CE TJe/a MPe3 UTCPAKTHBHH CIIEKTPOHHU IIAT(HOPMU — KOMITIOTPH,
Tabyeru, cMapT tenedonu (o Asnekcanaposa-Kapamanosa, A., 2017, c. 487).

EnexTpoHHHTE MeauM ce MpeBbpHaxXa B HEM3MEHHA YacT OT XMBOTAa Ha CHBPEMECHHHUTE XOpa,
Karo B TOBa YWCII0O BeYe HEM3MEHHO NOMNaaaT M Jielara omle OT paHHa JEeTCKa BB3PacT, KbBJIETO
TEJICBU3MOHHOTO BB3/ICHCTBHE € OlIe TO-CHIIHO 3a pa3BUBAlllaTa ce HepBHA cuUcTeMa Ha jJereTo. ETo
3aIl[0 JTHEC ChBPEMEHHUTE Jella c€ €TUKUPAT KaTo ,,eKpaHHH Jera’, KOUTO MpeKapBaT rojsma 4acT OT
€XEIHEBUETO CU IIPE]l €EKpaHa, NOThBAaKU BbB BUPTyaJHATa PEaHOCT.

Bb31elicTBUETO OT ENEKTPOHHUTE MEIUU MOXKE Ja ObJle KaKTO MO3UTUBHO, TaKa U HETATHBHO.
[IpoBeneHo u3clieBaHE COYM, Y€ COIUATHHTE MEIUH OKa3BaT €(QEKTHBEH pe3yiTaT BHPXY ICHXO-
COLIMAJIHOTO Pa3BUTHE HA JelaTa-U3rpakJaHe Ha HOBHM NPHUATEICKH B3aMMOOTHOIICHHS, Pa3BUTHE Ha
COIlMaJHAaTa KOMIIETEHTHOCT, TI0-BUCOKAa CaMOOIIEHKa, Pa3BUTHE HA KOTHUTHBHA W aeKTHBHA eMIaTHS
(Valkenburg & Peter, 2011).

Criopen; HIKOW aBTOPY COLMATHHUTE MEIHWU JOMPHHACAT 32 MO-BUCOKAaTa WMHMOPMUPAHOCT H
oborarsBaT 3HaHWATA B Pa3IUYHHA OOJIACTH, KAaTO €AWH OT TE3W acleKTH € HU3rPaXKJTaHeTo Ha
3IpaBOCIOBHHU XpaHuTeTHH HaBuIi (Strasburger, Jordan & Donnerstein, 2010).

OT nmpyra cTpaHa HETaTUBHUTE BB3JCHCTBHSA OT COIMATHHUTE MEIUU Ca CBbP3aHH C HACHIIHETO,
arpecusTa, HaMaJlsIBaHE Ha MPOCOLMAIHOTO TIOBEICHHE, KOETO ce IMPECTaBs O] pa3jinyHa MeJAuiHa
(dopMa; C TPEeXIESBPEMEHHO BOJCHE Ha CEKCYaJeH JXHBOT M CHOTBETHO IO H3Pa3eHO (PPUBOIHO
MOBE/ICHNE, KaKTO U CKIOHHOCT KbM CEKCYaJIHO HACHIIME OT CTpaHa Ha MOMYETara; C ymoTpeda H
aJIKOXOJI, murapd M HApKOTHULHW.; € YCTAaHOBABAHC Ha BPCAHU XPAHUTCIIHU HaBUIIKM, BOJCIOHU MO0
MOBHIIIABAHE HA TEJIECHATA Maca M XWITOJUHAMUS; C MOBUIIIABAHE PUCKA O XPAHWUTEIHH Pa3CTPONCTBA,
pa3CTpONCTBa, CBbP3aHU C BBh3IPHUEMAaHE HA BHHIIHUSA BH[I; C PAa3CTPOMCTBO HA ChHS U HACTPOCHUETO
(mempecwus); ¢ TUCTpEC W MOHMKEHO aKaJIeMHU4YHO TpeactaBsHe (AnekcanapoBa-Kapamanosa, A., 2018,
2012; boxwunosa u Taup, 2011; Xamkuesa, 11., 2019; Inchley et al., 2016).

Uscnensane, kimacuduuupano cexeM OT Hal-3HAYMMHUTE MOTCHIMAIHH PHCKOBE OT
BB3JICHCTBHETO HA COIMAJIHUTE MEIUH, COYM MPOMOTHPAHETO (BHBIMYAHETO) HA AHOPEKCHUATA KAaTO
enun ot Tsx (Mascheroni & Cuman, 2014).

[IpoBeneHo mpoy4YBaHE B COLMAIHOTO MEAUWHO TNPOCTPAHCTBO JOKiIamBa, ude 95% oT
W3CIIECIBAHUTE MOMHYETA OTYMTAT APOCTHATA aTaKa OT yCTAHOBEHUTE HETATUBHHU KPUTECPHH 3a KPacoTa B
NyOJIMKalMi B COLMAIHUTE MEAMHM — KOMEHTapu, CHUMKH, BHJea, KaTo moedeto oT Tax (72%) ru
BIKJIAT MOHE BEIHBK CEIMHYHO, MU3PA3sBANKK IKETaHUE COIMATHUTE MPEXH BCHIMHOCT Ja ObaaT
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MIPOCTPAHCTBO, KOETO Jia JaBa BH3MOXKHOCT 3a MO3WTHUBHO H3pa3sBaHe U MpHEMaHe Ha TsoTo (62%)
(Tiggemann, M., & Slater, A., 2013).

B opyeo uscnedsane 41% om momuuemama 8 MUHEUONCHPCKA 6b3PACH NPUSHABAM, Ye
UBNON36AM COYUATHUME MPpedicU, 3a 0a ,,uzenexcoam no-comunu ‘. Te omuumam ye uznueam HAMUCK
om Heobxooumocmma 0a uzenexcoam no-0obpe OH-1AliH, HO CbW0 MAKa MewbpOosim, Ye COYUATHUMmeE
Meouu um nomazam 3a pazeumue Ha MAXHAmMa COYUAnU3ayUs — U3epanicoane Ha npusmencku u opyeu
s3aumoomuouterus. Kaxmo u, ue nompebumenume na cOYUANHU MPeHCU €A 3HAYUMETHO NO-CKIOHHU
om mesu, KOUmo He ca COYUANHO-MEeOUliHU nompedOumenu, 0a UHMEPHATUSUPAM CHIPEMEdC KbM
omcaabsane u poxycupane ¢ manomo. (Fardouly, J., & Vartanian, L. R., 2015).

B masu epwska, omdenno om moea usciredgame, Opyeo0 mEwvpou, ue U3NON38AHEMO HA
COYUATIHUME MPEACU € CE8BP3AHO CbC CAMOOOEKMUBUpaHe u MAXHOMo uznoiséare camo 3a 30 munymu

Ha Oen Modice 0a NPOMeHU HAYUHDBM, O KOUmo 4oeex eudcoa cobcmeenomo cu msano (Fardouly, J.,
Diedrichs, P. C., Vartanian, L. R., & Halliwell, E., 2015).

3akniouenue

MHorormiacToBaTa JMHaMU4HA CTPYKTYpPa, HA KOSITO € CTHIIMJIO CbBPEMHUETO HE U3HUCKBA
TOJIKOBA TEOPETHYHU KOHCTATallMM, OTHOCHO IPOLIECUTE HA MPOMsHA, KOJKOTO IPAKTHYHO,
KpeaTUBHO, NHOBaTHUBHO U PE3YyJITAaTUBHO BB3JCICTBHE, BOACLIO IO pallMOHAJIHA aJanTalus,
I'bBKAaBOCT U HarakJjaHe KbM HOBUTE YCIIOBHUS HA )KMBOT U B3aUMOJEHUCTBHE.

[IpomenuTe, KOUTO HACTHIBAT Yy IOHOUIMTE, KAacCasAT ISIOTO OOILECTBO, 3aIIOTO KATo
COLIMAJIHY €AVMHUIM HAE HE MOXKE Ja C€ pas3riexkaaMe KaTo OTKbCHATH OT IJI0TO, & HAPOTUB,
KaTo 4acT OT €/Ha ManiadHa CUCTeMa B YUATO AUHAMHUKA CME OCHOBHU YYaCTHUIIH.

CBBpEMEHHUAT FOHOIIA IIPEIA BCUUKO CE€ HYXJAa€ OT €IMH HOB, aKTyaJeH U PALIMOHAJIEH
MOAXOJl OT CTpaHa Ha BCHUYKHM BB3PACTHU B HErOBOTO OJIM3KO OOKpbkeHue. Crapurte
KOHCEpPBAaTHBHU MOJIENIM Ha MHTEPAKIHs ca OE3yCIeIHNA 32 HEroBOTO pa3dupaHe U MOJAKpena
OT CTpaHa Ha Bb3pacTHUTE. [logpacTBauTe ce pa3BUBaT B €HA CHbBBPILICHO Pa3IMYHA CPEAA,
IIPEHACUTEHA OT 3PUTEIHU U CIYXOBH CTUMYJHM, KOUTO B €HA OIpeleseHa (31paBOCIOBHA)
cTereH o0orarsBaT W pa3BUBAT MJjajaTa JUYHOCT. HellHMTE XOpPHU30HTH ca JMIICHH OT
KOHCEPBATUBHOTO M OrpalBalio Bb3ACUCTBHE HAa CTApUTE HOPMH M MPUHIUIH, CHOIIOAaBaHU
OT NMPEAXOJHUTE MOKOJIECHHUS.

MunanusaT 4oBek AHeC € Mo-uH(GOPMHUpPaH, MO-yBEpEH, MO-MOKEIl, HO 3a€IHO C TOBA U
MHOI'O IIOBEYE H3JIOKEH Ha PUCK OT BpeOHU Bb3AeHcTBUA. ETO 3amo mnpeam BCHYKO €
Heo0Xo/1MMa MPEeBeHLUs — B [T0-PaHHA BB3PACT Jenarta Ja ObJaT HaydeHH He KaK Ja ce KpUSIT
OT Te3W BB3JCHCTBUA (3aIIOTO € IMOYTH HEBB3MOXKHO Ja ce M30ernar), a Kak Ja UM ce
MIPOTHBOIIOCTABSAT, 32 Ja HE CTAaBaT YacT OT TEXHUs >KUBOT. IMEHHO TyK € OT 0COOEHO BaKHO
3HAUEHUE AMaJaTa POAUTEN-AETE — JAETETO JAa IMOJIY4YH aKTyaJHOTO U MPAaKTUYHO COLIMAIIHO
OHacJeNsBaHe,3a J1a Mpuao0ue HeoOXOUMHUTE COLIMAIA YMEHHUS U KOMIIETEHIINH.
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Pe3zrome

B cmamusama ca npedcmasenu pesynmamu om npogedeno uzciedsame cve 142 onowu om 0ea epaoa 6 I'vpyusi.
Llenma na uzciedsanemo e 0a ce yCMaHOBU HUBOMO HA U3PA3EHOCH HA eMOYUOHANHA UHMENUSEHMHOCH Npu
tonowume. Pesynmamume nokazeam npeobnadasane na cpednume nusa. He ce ooxaseam cmamucmuyecku
SHAYUMU PA3TUKU NO HOJL.

Knwuosu ()yjnu: OHOWU, EeMOYUOHATHA UHMEIUCEHNHOCM, 6b3npuemane Ha emoyuume, yYnpdaeileHue Ha
emoyuume, U3noJzeaHe Ha emoyuume

Abstract

The article presents the results of a study conducted with 142 adolescents from two cities in Greece. The aim of the
study was to determine the level of expression of emotional intelligence in adolescents. The results show a
predominance of average levels. There are no statistically significant differences in gender.

Keywords: adolescents, emotional intelligence, emotional perception, emotional management, emotion use.

EMonusTa e BaxKHa OT YOBEIIKHS KUBOT, 3aL]OTO 3acsra BCUYKUTE My acrekTH. Karo ciokeH
NICUXOJOTHYeCKH (PeHOMEH, BKIJIIOYBA UYBCTBA, (U3MONOTHYHN peakuud U CHOTBETCTBAILO
nosezieHue. YyBcTBaTa ca BBTPELIHUAT M3pa3 Ha €MOLUATa, T€ ca TOBA, KOETO CYOEKTHT U3IUTBA B
pesyarar Ha emouuute (Dutta, 2016). 3a 1bpiaro BpeMe eMOLMUTE Ce pasriekaaT KaTo CHIIM, KOUTO
OpraHU3UpaT, AC30praHu3UpPaT WIM HapylIaBaT CIOCOOHOCTTA Ha XOpaTa Jia pa3chXaaBaT M MHCIIT,
Jla ce IbpXKaT paliOHAJIHO WIM He B kuTeiicku cutyauuu . Ilopagu Ta3u npuyvHa AOMHHUPAIIUAT
HO/IXOJ1 B TICHXOJIOTHSATA € JIa Ce M3y4YaBa CTPOro M30JMpaHaTa eMOLMs U Mo3HaHueTo 3a Hes. (Ekman
Davidson, 1994 ; Holyoak, Morrison, 2005). [IlpomsiHaTa Ha Hay4HaTta mapagurma pasIupsiBa
3HAYUMOCTTa B M3y4aBaHETO HA EMOIMOHAJHATAa EKCIpecusl B xuBOoTa Ha 4oBeka. ( Martin, Clore,
2001) KOHCTPYKTBT ,,eMOIMOHAIHA MHTEIMICHTHOCT CE TOSBSIBA KaTo HaydyHa HEOOXOIMMOCT 3a
00sICHEHHEe Ha JIMYHOCTHH yMEHHs, HaArpaxiamy oOIiara HMHTETUTeHTHOCT M TEXHHUYECKUTE H
npodecroHanau TtakuBa. CaMusT TepMHH, BbBeAeH oT Salovey u Mayer (1990) s ompenenst kato
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¢dopMa Ha colMagHa HHTEIWTCHTHOCT, KOSTO BKJIIOYBA CIOCOOHOCTTa Ha JMYHOCTTAa Aa pa3Oupa
COOCTBEHHUTE CH UyBCTBA U €MOLIMU U T€3U HA OKOJHMTE, 1a MOXKE Jla I'M IpOBepsiBa B OOLIYBaHETO U
Jla TH U3II0JI3Ba, 3a J]a PHKOBOIY MUCIICHETO U ACUCTBHUATA cH. EMOLIMOHANHATa MHTEIUIEHTHOCT JICKU
B OCHOBaTa Ha OCTAHAJIUTE JIMYHOCTHH yMEHHsI, TIOATIOMAaraiiku oOIlyBaHeTo (MAeHTH(UIMpaHEe Ha
€MOIIMU Ha HEeBEepOAJTHO HHUBO), KOTHUTHBHATA €()eKTUBHOCT (M3MOI3BaHE HA €MOLMHTE 32 HACOUBAHE
Ha KOTHUTHBHOTO MHCIICHE), IOBEJICHYECKAaTa aKTUBHOCT (pa3OupaHe Ha uH(popmammsra, KOSTO
€MOLIMHTE TIPEIaBaT U ACUCTBHUATA, KOUTO EMOIIMUTE TeHEPHUPAT), COLMAIHATA AKTUBHOCT (perysinpaHe
Ha COOCTBEHHWTE E€MOILIMM, B JIMYHA TMOJi3a W 3a o0moTo Omaro) He3aBUCMMO OT MHOKECTBEHUST
WHTEpeC KBbM H3CIIEBAHETO Ha KOHCTPyKTa  ,,6MOIIMOHAJIHA WHTEIWTCHTHOCT, TaKa KaKTO
MHOT000XBaTHO € pa30MpaHeTo 3a YOBEIIKaTa EMOLMOHAIHOCT, Taka TPYJHO MOXE J1a ce HaMepu U
TOYEH U3MEPHUTEN Ha HEMHAaTa CHLIHOCT. 3aTOBa U3MEPBAHETO U € B 3aBUCHMOCT OT pa3OupaHusTa Ha
aBTOpa 3a Hes. He3aBHCMMO OT HAIMYMETO Ha JCOUHHIMN W KOHIICMIIUM BCE OIlEe B MpOIeC Ha
ThpCEHE € OOXBaTHOTO IPEACTaBIHE HAa EMOLMOHAJIHATA WMHTEIUIEHTHOCT KaTo CIIOCOOHOCT Ha
JMYHOCTTA WM KaTO JMYHOCTHA yepTa 3a camoedektuBHOCT (O'Connor et al., 2019) be3 ornen nHa
BB3PACTOBUS MEPUOJ €MOIIMOHATHATA HHTEIUTEHTHOCT € MOTEHIUANBT, KOMTO CIIy)KM Ha TMYHOCTTA B
Hel{HaTa ajanTanus B 3a00UKaJAIIUS 5 CBAT, CIIOMara 3a yCelaHeTo U 3a CBOETO MsICTO B Hero. Ts e
LEHHUAT U3TOYHHUK, IIOMarail Ha JMYHOCTTa IPU B3EMaHETO Ha PELICHHUs, a B MO-LIMPOK IUIaH M 3a
MOTHUBHpaHe, yOexJaaBaHe, oOlIyBaHe, PHKOBOJCHE M KOHTPOJ Haj Xopa M Tpymu. BB3MOXKHO € u
Hopajay JIMIICa Ha B3aUMHO pa3z0HpaHe, HM3KIIOUUTENIHA HUMIIYJICHBHOCT, JiuIca Ha 3a0aBsiHe Ha
YIIOBJIETBOPEHUE HJIM TOJIEPAHTHOCT, TS 1a € U Ta3H KOSTO ,,BOAM MHAMBHIA B HO-TOJSIMA CTENEH U
KbM eMolmoHa Ha TypOysenimsa (Dutta, 2016, 29).

B neprona Ha I0HOIIECTBOTO JINYHOCTTA € U3IIBIIHEHA C JKeJIaHHe 3a ON03HaBaHe Ha cebe CH, Ha
CBOWTE YYBCTBAa M 4YyBCTBaTa Ha Apyrure. ToBa e HeiHa BbTpemHa nmoTpeOHocT. ToBa i momara na
pas3Imupy CBOSI KPBro3op 3a CBETa, 1a MOXKe Jja ObJIe 4acT OT HEro U €(peKTHBHO Ja CE CIPaBs ¢ BCUUKU
MPEIU3BUKATEICTBA, BB3NPENATCTBAINM  ITBIHOLIIGHHATA M aKTHBHOCT H  ()YHKIMOHAIHOCT.
EmonionanHara HHTEMTEHTHOCT € (PakTOphT MOBIHABALI JIMYHOCTHATA U COLMAIHATA U 3HAYMMOCT B
cdepaTa Ha MEKXIYITUIHOCTHUTE OTHOIICHUS. Ts € MpeauKTOPhT 3a AEMOHCTpAlMs Ha €MOLMOHATIHA U
counayHa 3psunoct. Karo Bcska cmoCOOHOCT Ha JMYHOCTTA TS CE Pa3BHBAa BBB BPEMETO W 3aTOBa
U3CIICIBAHETO Ha ChCTOSIHUETO U B MIEPHUO/Ia Ha IOHOIIECTBOTO € MHTEPECEH MPOOIIEM.

]_[e.n H 3aJa4YM Ha M3CJIE€ABAHETO. L[enTa Ha TPOBCACHOTO HU3CICABAHC € Ja CC YCTAaHOBHU
CTCIICHTA Ha N3Pa3€HOCT HAa EMOIMOHa/IHA MHTCJIUTCHTHOCT IIPH FOHOIIHN OT I'PbUKN YUMUIIHNIIA

Xumnore3u Ha uU3cjaeaBaHeTo: B oponeca Ha peaiu3alusa Ha U3CJICABAHCTO CC MPCAIIOIONKHN Y€
CMOIMMOHAIHATA UHTCIUICHTHOCT B II€pHOAa Ha OHOMECTBOTO MIC MMa ITOJIOBHU HM3MCPCHMHA. OcBeH
TOBa Imopaau 3aCHUJICHAaTa HOTpC6HOCT OT ONO3HaBaHE Ha ce0e CU U OKOJHHUTE TS HiIMa Ja C€ u3passaBa
BBB BHCOKaA CTCIICH.

HN3cnenBanm guna. M3cmeasanara rpymna BKIouBa 142  1oHOImM Ha BB3pacT oT 16 mo 18
TFOJIMHU, pasnpenesncHd no mnon — 62 momuera U 80 momuuera. DakTOpPhT MOA € BKIIOYCH B
M3CIIe/IBAHETO KaTo nmpoMeriuBa. (Durypa 1)
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MOMUYeTa
44%

MoMMYyeTa
56%

Queypa 1.Pasnpedenerue Ha uzciedsanume auyd no noi

Bcuukn m3cnmenBaHu JuIla ca  oOy4aBalld ce B rpagoBere Bepuma u SlHuna B I'bprius.
Wscnenpanero e mpoBeneHo mnpe3 ydeOHata 2020-2021 roguHa. M3moia3BaHUAT ICHXOJIOTHYCH
BBIIPOCHHUK € aJalTUPaHu 3a Ipblika nomynanusa. Toi e cb3gameH ot Schutte Self-Report (SSEIT) u
n3MepBa o0IaTa eMOLMOHATHATA HHTEIIMTEHTHOCT. B TO31 cu BHJ ce npeasiara 1 Ha IOHOLIH U BKJIIOYBA
YeTHpPH TOJCKAIH: BB3NpHEMaHe Ha €MOIMH, HM3MOJ3BaHE HAa E€MOIWH, YIpaBJIIEHWE HAa €MOLUU W
yIpaBJeHHe eMOIMHTE Ha Apyrute xopa. BenpocHuksr SSEIT e cTpykTypupaH B3 OCHOBA Ha MOJelna
3a EI ot Salovey u Mayer (1990).

Pe3y.11TaTn OT U3CJICABAHETO

Pesynratute 3a emormoHasHaTa uWHTenUreHTHocT (TabOnmma 1) moka3BaT IUTABHOCT B
pasnpeiielICHHeTO0  Ha CTPYKTYPHUTE €JIEMEHTH CpeJ HW3CIC[BAHWUTE JUIA. 3a Iisj1ara H3BaJKa
W3CIIC/IBAHU JIMIA Pa3M03HABAHETO M YIPABICHHETO Ha COOCTBEHUTE W UYXJAUTE €MOIMU HE C MHOTO
BHCOKA M3Pa3CHOCT, HAMA U ToJIsiMa pa3iifKa MeKAY MUHHUMATHATE U MAKCUMAJTHU CTOMHOCTH.

Ta6ﬂuua 1. Pesyﬂmamu 3a CMoUHOCIMUme Ha eMoyuoHajIHama uHmeiauceHmHocm (3a yAaiama u368a0Ka

Min. Max. Mean Std. Std. Deviation
ITpomennusa
Error

Emonnonanna 102,00 158,00 124,61 | 1,012 12, 068
HMHTEIUTEHTHOCT
(obmr pe3ynTaT) 42
Bosnpuemane  Ha 30,00 49,00 38,41 , 366 4,369
€MOLIUUTE

42
VYupasienue Ha 142 20,00 43,00 33,33 , 429 5,113
COOCTBEHA EMOIIHS
Vupasnenue Ha | s 20,00 39,00 30,86 , 300 3,583
TYKIATE EMOIIHH
Vsnonssane a0 | 16,00 30,00 21,83 , 255 3,049
eMOoLUATa
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PaBHpC}_'[eJ'ICHI/IeTO Ha HU3CJICABAHUTC JIMIa B 3aBUCHUMOCT OT CTCIICHTA Ha H3PAa3C€HOCT Ha
cMonyoHalIHAaTa HMHTCIUICHTHOCT  BKJIIOYBaA Ha-TOJIIMO IMPpUCHCTBUEC Ha PpEIYyJITaTU B oOxBaTa Ha
CpCAHOTO HUBO. HpaBI/I BICYATIICHUC, Y€ U3CIICABAHUTC JIMIa YMCAT MMOBCUC Aa Bb3NPUCMAT CMOLUUTE,
MMO-MaJIKO Ja ' yIipaBJidBaT U Hali-c1a00 Ja I'd U3I10J13Bar.

Tabnuya 2. Pasnuwa na uzpaszeHocm Ha eMOYUOHAIHAMA UHMENULEHMHOC (3a YANama uU38aoKa)

PaBuumie N %

Bucoko HEBO 24 16.9
CpeiHO HUBO 106 74.6
Hucko HuBoO 12 8.5

JIBa rbTH TIOBEYE ca M3CICIBAHUTE JIMIIA C BUCOKO HUBO HA EMOITMOHATHA HHTCIIMTEHTHOCT B
CpaBHCHHUE C TE3M C HUCKAa TakaBa. PasmpenencHueTo Ha pe3yJTaTUTE MO IMOJ HE JaBa IMpeBeC Ha
MoMudeTaTa uid Mmomuerata. (Tabmuma 3)

Ta6ﬂuua 3. Pesyﬂmamu 3a emoyuorHajIHama uHmejauceHnHocnt no noJj

o HuBo Ha eMoOIMOHATHA UHTEITUTEHTHOCT
Hucko Hopwmanno Bucoko
N % N % N %
Momueta 8 12,9 46 74, 2 8 12,9
Momuuera 4 5,0 60 75,0 16 20,0
Pearson Chi-Square, p, ;52|2 |=3.626, p =.163, Cramer's V = .160
Cramer's V

W mpu Momuerata M Ipu MOMUYETaTa, W3CIEIABAHU JMLA, IpeolsiafaBaT pPe3yJITaTUTE OT
CpenHMs perucTbp. MoMmuderaTa 1eMOHCTPUPAT, MATEMAaTHUECKH, II0-U3Pa3eHO IPUCHCTBUE HA BUCOKO
HUBO Ha €MOLMOHAIHA WHTEIUTeHTHOCT. Ta3u 0COOEHOCT HE MOBIMSBA KpalHaTa CTATHCTUYECKa
OlleHKa, 0003HayaBam@a OTCHCTBHE HAa CTATUCTHYECKU 3HAUMMa pas3liuka B pesyararure no noi. Cien
IPUIOKEHA CTaTUCTHYECKa IpoLeAypa XU-KBaapaT, 3a JBE€ HE3aBUCHUMHU IPYIH H3CIEABAHU JIMLA,
KOe(HUIIMEHTHT Ha Pa3JIMKa € BHCOK (;([2| 2 1= 3.626, p> 0.05) He3aBucumo oT TOBa uYecToTaTa Ha
perucTepa B ABETE KPalHOCTU HUCKAa-BUCOKAa €MOLIMOHAIHA MHTEJIMICHTHOCT € B II0JI3a Ha I10JIoBaTta
mudepenuumanus. Ot pesynratute 3a V Ha Cramer (0:1) nuncaTta Ha Bpb3Ka e Ha HUBO 0.16.

Tabnuya 4. Pesynmamu om T —mecm 3a eMOYUOHATHAMA UHMENUSEHIMHOCIH NO NOJL

MowmueTa Mowmunaera t (1a0); P

N Mean SD N Mean SD
Emonmonanna 62 121 66 11,47 80 126,90 12,08 = -2,618;p =
HMHTEJIMTEHTHOCT .010
Bo3npuemane Ha |62 | 37,80 4,16 80 | 38,88 4,49 t = -1468;p =
€MOIIUUTE 144
Ynpasienue Ha |62 | 31,79 5,22 80 | 34,52 4,72 = -3,267;p =
cOoOCTBEHA eMOIHS .001
YnpasineHnue ma |62 | 30,75 3,66 80 | 30,95 3,53 t =-.316;p
YYXKIUTE EMOLIUU =. 753
Hznon3sane Ha | 62 21,48 2,82 80 | 22,11 3,20 t =-1.220;p
eMOoIUITa = 224
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CrarucTryeckara 3HAaYUMOCT Ha Pa3lIMKUTE € Hal-CHJIHO M3pa3eHa Mpu OOLIUTE CTOHHOCTU
Ha EMOIIMOHAIHATA WHTEJMI'CHTHOCT. TS ce oTHAacd KakTo 3a MOMYeTaTa, Taka u 3a MoMmuuerara (t = -
2,618; p > 0.05). MomuueraTa 1mo-cnabo KOHTPOJIMpPAT CBOUTE EMOLIMH C CpaBHEHHE ¢ MoMueTara (t = -
3,267; p =.001), xaTo pa3nukara e cbc craTucTriyecka 3Haunmoct (p<0.05). He ce ycraHoBsiBa Hanm4ue
Ha pa3jvK{ 10 I0J OTHOCHO Bb3IpHeMaHeTo Ha emormurte (t = -1,468; p > 0.05), Bb3MOKHOCTTA 3a
TAXHOTO u3nmoisBane (t = -1. 220 ; p >0.05), kakTo ¥ ynpaBjacHUETO Ha uykauTe emoiuu (t =-. 316 ; p
>0.05). ToBa Moke na ce ompelaenud KaTo Bb3pacToBa ocoOeHocT. [IpomechT Ha pa3BuTHE Ha
€MOIOHAITHATA UHTEIIMTCHTHOCT CBBP3aH C OMO3HABAHE U YIPaBIICHHE Ha COOCTBEHUTE EMOIIMU U CIIe]
TOBAa TE3H Ha JIPYTUTE XOPA.

JAuckycus

Kakto 3a ’kuBOTa Ha 3peius YOBEK, Taka M 3a TOAPACTBAIIMSA W FOHOIIATa e(EeKTHUTE OT
MO3HABaHETO Ha COOCTBEHUTE €MOIMH W TE3W Ha JPYTUTe Xopa € OT MHOrO TOJIIMO 3HAaucHHE.
IMociaeqHuTe TOAWHM BCE MO-HACTOWYMBO CE€ MOCTAaBs BBHIPOCA 33 BIMSHHETO HA EMOIIMOHATHATA
HWHTEJUTEHTHOCT BBPXY TMpolieca Ha COIMATHO pa3BUTHE HAa JIMYHOCTTA, BBPXY JHYHOCTHOTO H
COITMAITHOTO W OJIarochCTosIHNE. Pa3mo3HaBaHETO HA YOBEUTKUTE EMOIIMH M PEAKIIMUTE, Ha TAX, BCE OIIE
MPUOPUTETHO CE€ CBHP3Ba C MPOOJIEMHUTE 30HU B 3JIPABETO HAa YOBEKA M OCOOCHO Ha JETETO.
ITpuChCTBHETO HA EMOIMOHATHATA AKTHBHOCT M €()EKTHBHOCT B OOYYCHHETO, Tpy/Ja, COIMAIHATA
aKTHBHOCT ca OOCKT Ha 3aCHJICH Hay4yeH mHTepec. [IpoBeeHOTO M3Clie/IBaHe JI0Ka3Ba, ye COIMAHATA
HUHTCJIMTCHTHOCT, B II€pHOJa Ha IOHOIICCTBOTO, HE CC€ CBBp3Ba C IIOJIOBUTEC XapaKTCpUCTHUKU Ha
M3CIICIBAHUTE JIMIA OT JBETE IPBIKH YUUIHINA. Ts € Bb3PAacTOB aTpUOYT U 3aTOBA € JKENATEIHO J1a e
M3CNeIBa ChBMECTHO € JPYTH NMCUXHYHM (PEHOMEHH KaTo CaMOYBa)XXKEHHETO WIIH camoolieHkata. He 6e3
3HaUECHHE € U BIIMIHUETO HA ceMerHaTa Cp€aa U OTHOIICHHUETO HAa YUYUTCIIUTEC U TCXHUTC KOMIICTCHIIUN
3a HeHHOTO popmupaHe.

O0001IEHNE

Taka mpOBEACHOTO W3CICIBaHE JaBa OCHOBAaHWE Ja C€ HampaBu OOOOIICHUETO, ue
E€MOIIMOHATHATA WHTEIUTCHTHOCT, KAaTO JIMYHOCTEH aTpuOyT B TIEpHOJia Ha FOHOIIECTBOTO, IPH
W3CIe/IBAaHUTE JHIa OT ['bpIus, HE ce OTIMYaBa C BHCOKA CTENeH Ha u3paseHocT. Kakrto mnpu
MOMMYETATa, Taka ¥ TIPU MOMYETaTa TS € B CPEAHUSA PEerucTbp. MomuueTrara mo-ciado ycrsiBaT nia
KOHTPOJIUPAT E€MOIIMHUTE CH, JOKATO MOMYeTara ca Mo-ycrmemHu B ToBa. Omo3HaBaliku cebe cu u
OKOJIHHTE, FOHOIIUTE B Ieproa 16-18 roawam, pa3BUBAT yMEHHETO CH J1a OIEPHPAT C EMOITUUTE CH I10
MbTS HA CAMOKOHTPOJIA HaJl COOCTBEHHUSI EMOITMOHAJICH CBST U MO-CJIA00 Ype3 U3MOJI3BaHe Ha EMOITUHITE
CHU M KOHTPOJI Ha/T EMOIIMUATE Ha OKOJIHUTE.
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Pe3ztome

Ilpedcmaeam ce Oannume om u3cied8ame, Yeusiyo GepUPUYUPAHEMO HA XUNOMe3ama, 4e 6 HAYAIHA YHUIUUHA
8v3pacm, no-00ope pasgumunie cnoCOOHOCMU 30 EMOYUOHAHA TUYEBA NEPYENYUsL Ca CEbP3AHU C NO-HUCKU HUBA HA
aepecus. Hzcneosanu ca 485 munuuno paszsueawu ce deya, Ha evzpacm 7. -11e. u Sm. (cpedna evzpacm M =
9.20+1.22; 233 momuema u 252 momuvema). 3a oyeHxka Ha HUBOMO HA azpecus e U3Noa38ana ckaia ,,Aepecus‘ om
B8LNPOCHUKA 3 azpecus u denpecus, adanmupan 3a ovieapckama nonyrayus om /pazonosa (2006). 3a oyenxa na
CNOCOOHOCMMA 34 eMOYUOHANHA Tuyeda nepyenyus ca usnonzeawu 6 gomoepaguu Ha auya, excnpecupauju
wecmme OA3UCHU emMoyuu (cmpax, mved, wjacmue, UsHeHaoda, eHae, omepawenue), exmouenu 66 FACES 6asa
Ooannu (Ebner, Riediger & Lindenberger, 2010) c eanuoupan nabop om nuyesu excnpecuu Ha emoyuu. Ilonyyenume
pe3yimamu NoKaA38am 6pwv3Ka Mexncdy CHOCOOHOCIMMA 3a pa3No3HABAHe HA eMOyUUume Cmpax u UsHeHaoa u HUBomo
Ha azpecusi 8 mo3u 6b3pAcnos epuoo.

Knrouosu Oyfnui EMOYUOHATHA Tuyesa nepyenyus, acpecusl, Hadaina Y4uiuuina 6v3pacm

Abstract

The data from a study aimed at verifying the hypothesis that in primary school age, better developed abilities for
emotional facial perception are associated with lower levels of aggression, are presented. 485 typically developing
children are tested, aged 7-11 years and 5 months (mean age M = 9.20 + 1.22; 233 boys and 252 girls). For the
assessment of the level of aggression, the "Aggression" scale is used in the Aggression and Depression
questionnaire adapted to the Bulgarian population by Dragolova (2006). For an emotional facial perception ability
assessment, 6 photographs of individuals expressing the six underlying emotions (fear, sadness, happiness, surprise,
anger, disgust) included in the FACES database (Ebner, Riediger & Lindenberger, 2010) are used with validated set
of facial expressions of emotion. The results obtained shows a link between the ability to identify the emotions fear
and surprise and the level of aggression in that age period.

Keywords: emotional facial perception, aggression, primary school age.

TyK me ObaaT pasria€aaHn NCUXUYIHUTE KOHCTPYKTH arpe€cus M €MOIMOHAIHA JIMIIEBA NEPUCTIOUA, KaTO
d)eHOMeHI/I, CBIIIO TaKa 1€ C€ MPEACTABAT KOHKPETHNU MOACIHN 3a TAXHOTO o0siICHEHHE.
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KOPRINKOVA-ILIEVA & ASENOVA

ArpecusaTa OOMKHOBEHO C€ pasIIexaa KaTo HeOOXOAUMO aIalTHUBHO CPEICTBO WIM aBaAPHEH MEXaHH3bM,
0e3 KOHTO YOBEYEeCTBOTO HHKOTa He OM MOIIIO 1a oueiee. B Tasu MHOro mmpoka (GOpMyJIHUpPOBKA BCAKO aKTHBHO
IOBEICHHE HA YOBEK CIOPIAMO XOpA M IPEAMETH, CIPAMO IPHPOATA KATO LSO, GM MOIJIO Ja Ce Hapede arpecHs .
PesynraThT OT Hero Moxke 1a ObJie JKellaH MPOAYKT 3a JIMYHOCTTA U OOIIECTBOTO U HEXKENaH TaKbB, PECIIEKTHBHO,
paspymaBail yoBeka win nocturaatoro (bondesa, 2015; Dennen, 1980).

Io-cnenmduyeH 3a pa3BUTHETO HA arpeCHBHOTO MOBEACHUE B JICTCTBOTO € BBIPOCHT "HPUPOAA CPEILY
mojaxpaHBane", KOWUTO ,,IPeTeris’ M CpaBHSIBA IPUHOCA HA TCHCTHYHHUTE/OMONOTMYHHUTE (AKTOPH CIPSIMO
(akTopuTe Ha cpeiaTa 3a pa3BUTHUETO HA arpeCHBHO MOBEJACHHE. 3a ONpe/elisiHe Ha TOBA KaK arpecusiTa e 0bje
pasBHTa y JETETO, a B MOCIEACTBHE U Yy BB3PACTHHS, HE CaMoO OHONOrHMYHHTE (DAKTOPHU Ca 3HAYUMH, Thil KaTo
COIMAITHATA Cpejia € MOIIEH PEryiaTop Ha HeBPOOHOIOTHYHUTE TIPOIecH | moBenenrero (Imtiaz, Yasin & Yaseen,
2010).

Hacrosmara paspaborka mpeanonara (OKyc BBpPXy arpecusitTa NpH Jelara B IIepHoja Ha HadaiHa
yumnuinHa Be3pacT (HYB). [Ipensun uscnenBaHaTa LieneBa Ipyla, 3a pelieBaHTHA Ha IEJIUTE HAa NPOBEICHOTO
n3cienBaHe ce cuymra Teopusara 3a oOpaboTka Ha coumanHa uHpopmarus (OCH), kosto omucBa Habop oOT
KOIHUTUBHO-CMOIIMOHAJIHN MCXaHHU3MU M pasrjiicikjia Kak MCHTAJIHUTC ONEpaliun BJIHAAT BbPXY MHNOBCACHUCCKUTE
peakiu B commanau cutyarmn (Crick & Dodge, 1994). Monenst 3a OCU mpeamonara, 4e 3a Ja ce pearupa o
MOIXOMASAII HAYMH Ha COIMAJIHH CHTYallMH, COlMaiHaTta mHpopmaius TpsOBa Jga ce oOpaboTBa MO ompenacsieHa
nojipesieHa cxema. HaunMHbT, 0 KOWTO JieniaTa HHTEPIPETHPAT ONPEeIeHO ChOUTHE, MOBIHABA BbPXY TOBa KakK e
pearupar B KOHKpETHa CUTyanus. 3a [eTa aBTOPHUTE MpesiaraT HiIKOJIKO CTBHIIKK B Mojena Ha OCH:

e KOAWpaHe — TOBa € MpOLEC Ha MpueMaHe Ha WH(OpMaIMsA OT OKOJHATA Cpefa, KOATO TpsOBa na Obne
KOJHMpPaHa TOYHO;

e  pa3BHTHC Ha aTpUOYLMs - U3BBPIIBAHETO HAa aTpUOYLMH BKIOYBA B3€MaHE Ha PEIICHHE KaKBO MOTHBUpA
MOBEICHUETO Ha JPYTUTE XOpa; Bb3 OCHOBAa Ha MH(MOpPMALMsTA, KOSATO AeLara KOAMPAT OT OINpeiesieHa
curyanus, Te OMxa MOTJIM Jia pellar, 4e IPyrure ca JCUCTBAIM C JTOOPOKAYEeCTBEHO, BPAXKICOHO WIIU C
JIBYCMHCIJICHO HaAMEpEHHE.

e  u300p Ha 11eJ - BKIII0UBA U300 Ha Hai-)KeNaHHs Pe3yJTaT B JaJicHa CUTyalusl.

e TreHepHpaHe Ha peaklHy - 3a Jia Ce MOCTUTHE Ta3 Liell TPsOBa Ja ce Ch3HaJaT alTepHATUBH 33 PEaKIHs.
I'eHeprpaHeToO Ha OTTOBOPH € MPOLECHT HA OOMHUCIISIHE 32 TIOBEICHYECKUTE PEAKIMHU B Jla/leHa CUTYaIHs.

e  OIICHKA HAa peaKklMsATa — CIy4Ba Ce, KOraTo Aelara NpeneHsT Jajli peakuusaTa € MOoAX0AAIIa 32 3M0JI3BaHe
B KOHKPETHA CUTYaIMs U Jallil Ta3u peakius e Ob/ie CBbp3aHa C XKeJTaHUTE Pe3yITaTH.

e  QpwiIaraHe — IpPUEMaHEeTo M MPUIAraHeTo Ha PeaklysITa € HaYMHbBT, 10 KOMTO AETETO BCHITHOCT CE IbPXKU.

e  MmuoxectBo npoyusanus (Dodge, 1980, 1993; Dodge, Lochman, Harnish, Bates, & Pettit, 1997; Lochman
& Dodge, 1998) otHocHO npoTruaHeTo Ha mpoueca Ha OCH npu nena, KOUTO ca OWIIK 3aTpyqHSBAHU HIH
IPOBOKUPAHU OT CBOM BPBCTHHIY, IIPEJUMHO B CMHUCHIIA HA IIPUIIMCBAHE HA HAMEPEHHE B ITOBEICHUETO Ha
JIpyTH jaena (M3BECTHO CHINO KaTo ,,BpaKaeOHW aTpHOyTHBHH MPUCTPACTHUSA ), TIOKA3BaT, Y€ arpeCHUBHOTO
HOBEJCHNE TIPH JIeNa € CBBP3aHO ChC CIETHATE CIIeMU(PUIHY ASHUIUTH BbB BCIKA OT TE3U LIECT CTHIIKH:

e JlpoGmeMn ¢ KOAMpAHETO, BKIIOYBAINM MJIM CBPBXMHHTEIHOCT KBM BpaXAeOHH CHTHAIH, WA
npeHeOpersaHe Ha MPHEMaHETO Ha ChOTBETHHUTE HeBpakaeOHN curHamm (Dodge, Bates, & Pettit, 1990).

e II3BppmBaHe Ha BpaxneOHH (a He moOpokadectBeHHW) arpuOymuu (Dodge, Price, Bachorowski, &
Newman, 1990).

e lI300p Ha MHCTpyMEHTAJNHM (HAlNpUMeEp CIieUeJIBAaHE Ha Wrpa), a He Ha MEXAYJIMYHOCTHH (Hampumep
HOJUTbprKaHe Ha npusitesncTso) uenu (Slaby & Guerra, 1988).

e ['eHepupaHe Ha IO-MAJIKO MOBEJIEHYECKN PEAKIMH KATO L5110, M IT0-BUCOK [SUT HA arpeCHBHU OTIOBOPU Ha
paznuuHu npobsiemu (Asarnow & Callan, 1985).

e JlonoxuTenHa OLICHKAa Ha BEPOSTHUTE MEXKIYJIMYHOCTHH W HWHCTPYMEHTAIHH PE3YNTaTH OT arpecusra
(Crick & Ladd, 1990).

e  VYwmenue 3a npuiarade Ha arpecunu peakuuu (Dodge, McClaskey, & Feldman, 1985).

! Arpecmsita Haii-o6mo ce ompexens kato akT Ha arpecuBHo moeaenme (Concise Oxford English
Dictionary, 2002). B pamkuTe Ha TO3M JOKYMEHT arpecusl M arpeCHBHO MOBEICHHUE II¢ ObIAT M3MOJ3BAHH KATO
B3aHMO3aMEHIEMH TCPMHUHHU.
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AND AGGRESSION IN PRIMARY SCHOOL AGE

Mertaanann3u MOKa3BaT, Y€ aTpHOYTHPAHETO HA HAMEPEHHE M arpeCHBHOTO MOBEICHHE Ca SICHO CBBP3aHH,
HO pe3yJTaTUTe OT EMIIMPUYHHUTE NMPOYYBaHUs 110 Ta3u Tema Bapupar 3HauutesHo (Orobio de Castro, Veerman,
Koops, Bosch, & Monshouwer, 2002). JloHruTioquHaIHU MPOYYBaHUs MOKa3BaT, Y€ BPB3KUTE MEXKAY PaHHUTE
PHCKOBH (paKTOPH M MO-KBCHO arpecMBHOTO MOBeAeHHE ca ornocpenctsanu oT Moaenute Ha OCH (Pettit, Dodge &
Brown, 1988). Hampumep, cypoBoTO (u3H4ecko Haka3aHWEe B paHHA Bb3pacT NporHosupa otkioHenus B OCU,
KOETO OT CBOSI CTpaHa NMPOTHO3Wpa MpoOJieMU ¢ MOBEAEHHETO MO-KbCHO B JKMBOTAa Ha Te3u aena (Weiss, Dodge,
Bates, & Pettit, 1992). Ha mo-mmpoxo KoHLENTyaJiHO HHMBO, paHHHTe eranu Ha OCU BKIOYBAT NMO3HAHMS 3a
npuHOca (T.6. B3€MaHE HAa CHOTBETHUTE CUTHAIM OT COLMAIHHM CTHUMYJH, BKIIOUNTEIHO JIMIIEBH EKCIIPECHH Ha
eMOIIMM ¥ ONpeJeNiTHE Ha HAMEPECHUSATA Ha JPYTUTe B TE€3M CHUTYAIMM), JOKATO IO-KBCHHUTE CTBIIKM BKIIOYBAT
MO3HAHMSA 32 pe3ynTarure (T.€. JKEIAHWTE PE3yJITaTH, BB3MOKHM PEaKIMM W MHTEPHPETAMH Ha IOBEICHUYECKU
peaknuy B conuaiHu cuTyanuu). Cropes NpeuIoKeHNsT MOJE, HAYUHBT 110 KOWTO MHIMBHIBT NPEMHHABA IIPE3
OIIMCAHUTE CTBIIKH, CE ONPENENs OT CUTyalusITa Ha CTUMYJINTE, BB3MOKHOCTUTE 3a 00paboTKa Ha MH(popManusiTa
Ha JIMIETO M Taka HapedyeHaTa ,.0a3a HaHHHU ‘. ,,bazaTa maHHM® ChbXpaHsBa MO-paHHHMA ONHUT mox (opmara Ha
acoIMaIyy, CIOMEHH M CXEMH, KOUTO C€ M3II0J3BaT BbB BCsKa CThIIKA Ha 00paboTka Ha nHpopmanus. Pa3suruero B
OCHU ce mosiBsiBa upe3 yBelHMUaBaHE Ha CKOPOCTTa U €(PEeKTUBHOCTTa B 00paboTkaTa Ha MH(pOpMAIMs, Ype3 OIUT,
KOWTO TpoMeHs ,,0a3ara manau (Dodge, 1993). Ha 6a3a Ha Te3u 3akmroueHust apropute Ha Teopusta 32 OCU
Ipesroarar, uye “...MeHTaJHaTa penpe3eHTanrs Ha MUHAJIN ChOUTHS ce ChXpaHsBa B AbIrocpoynara mamert. Ilo-
KBCHO Ta3H MaMeT € MHTErPUpaHa C IPyTH CIOMEHH B 00II1a ICUXHUYHA CTPYKTYpa, KOATO PHKOBOIM 00paboTKaTa Ha
opaemure connannau curaann (Crick & Dodge, 1994:78).

EMonmoHanHata yuieBa mepuenius € cinabo mpoydeH (eHOMEeH cpeA ObiarapckuTe nena, KOHTo B
HACTOSIIIOTO M3CJIEABAHE Ce PA3IIeka KaTo CIOCOOHOCTTA Ha JelaTa MPAaBHJIHO Ja Pa3lo3HaBaT H300paXKeHHs Ha
YOBEIIKU JIMLA, W3Pa3siBally IIecTTe OA3MCHH E€MOLMH - INACTHE, CTpax, W3HEHala, THsB, OTBpPALICHHE W ThHIa.
Cnopen koHuenTtyanHata pamka Ha Teopusirta 3a 6asucHute emouuu Ha Exman (Ekman, 1992a, 1992b, 1999), Bcska
OT Te3u eMOLMHM - I[ACTHe, CTPax, M3HEHaJa, THsB, OTBpAIleHHE W Thra, UMa CBOE YHUBEPCAJIHO H3PaKEHHE Ha
JMIETO, KOETO Ce M3pa3siBa U Pa3lo3HaBa MEXKAYKYITYpPHO OLIe Npe3 PAHHOTO JETCTBO.

3a ma waeHTUGUIMPAT TPABWIHO JajJeHa eMOIHWsA, Jelara TpsAOBa Ja W3MOJA3BaT WHGOpMAaNuUsATa OT
JUHAMUYHATE NPOMEHH OT JBM)KEHHMSATA HAa MYCKynuTe (NpW JIMIIEBa EKCHpecus), 3a Ja TeHepUpaT XUIOTEe3H
OTHOCHO €KCIIpecUpaHaTa eMOILus, J1a 51 KaTerOPU3UpaT, U CJIeJl TOBa Jia POTHO3UPAT MTOBEJICHUETO Ha TO3U, KOWTO
s m3passBa (Pollak & Kistler, 2002; Susskind et al., 2007; Teunisse & de Gelder, 2001; Young et al., 1997).
3pUTETHOTO pa3lMOo3HABAHE HA EMOLMSATA W3WUCKBA CPABHSIBAHETO HA aKTyallHO BB3IPUCTUTE 4YEPTH Ha
E€MOIIMOHAIHATA SKCIPECUs ChC CHhXPaHSIBAHHUTE B MaMeTTa aOCTPAKTHU 00pa3d HAa €MOLMOHAIHM YOBEUIKHU JIMIIA
(BB3 OoCcHOBa Ha TMOAPOOHM KOH(HUTYypAIlMOHHHM CBOWCTBA Ha TMOBBPXHOCTHATA MYCKyJaTypa Ha JIMIETO, HAmp.,
CTHCHATA YENIOCT WM MOBIUTHATUTE BEXKIU IPH JIMIIEBA eKcrpecus Ha THsB). CJeIoBaTeHO, IPEANOIOKEHHUITA,
KOUTO JelaTa NpaBsT 3a €MOIMOHAIHHUTE CBHCTOSIHUS Ha JPYTUTE ILIE Ce PBKOBOAAT OT TEXHUTE OYAKBAHMSA,
YYBCTBUTEIHOCTTA HA BB3MPHUATHETO MM, HO Haii-Beue OT JOCTHIA 10 aOCTPAKTHUTE CHIPAMU Ha EMOIIMOHAITHUTE
3HaHU, KOUTO ca HaTpymany B xona Ha xwuBoTa cH (Pollak & Sinha, 2002).

CrocoOHOCTTa 32 pa3lo3HaBaHEe W HAa30BaBaHE HA €MOIIMH JOTPHHACAT 332 TOYHOCTTAa B KOIHMPAHETO H
HHTepIpeTanusaTa Ha connanaute curaainy (Lemerise & Arsenio, 2000), KoeTo ce BIHCBa B KOHIIENITyaJHAaTa paMKa
Ha Teopusita 3a 06paboTKa Ha corpaina uapopmarms OCU(Crick & Dodge, 1994). ChriacHo Hesl, eMOIIMOHATHUTE
CIIOMEHH TPEIOCTABAT HHPOPMAIIUS 32 MUHAIU MPEKUBSIBAHUS, BPB3KH MEXIy SMOIUH M MO3HAHMUS, TO3BOJISIBAIIA
aKTUBUpPAHC HA CMOIMHTE, CBHP3aHU C KOHKPETHATa CHUTyalus. E3UKBT CIIy)KM KaTO OCHOBHO CPEICTBO 3a
(GbOopMHpAaHETO HA TE3W MEXKIYCUCTEMHH BpPB3KH, MNPEJOCTABSIHKH Ha Jelata BbH3MOXKHOCT 3a Ha30BaBaHE U
0o0CHkIaHe Ha emonuuTe. Te3u eMOIMOHATHO-IO3HABATEIHA BPB3KH CTaBaT 4acT OT paboTHaTa 0Oa3a JaHHH Ha
JIETETO, aBTOMATHYHO IOCThIIHA BCEKHM BT, KOTATO AETETO KOAMpPAa W HHTEpIpeTupa counuannu curHamu (Izard,
2002; Lemerise & Arsenio, 2000). 3HaHuATa 32 €MOIMUTE YJIECHSIBAT aJallTUBHOTO COIMATHO IOBEACHUE UYpe3
yBEJIMYaBaHE HA BEPOSATHOCTTA TOYHO BB3NPHETHUTE COLMAIHU CHUTHAIH Ja aKTHBHPAT SMOIMHTE, MOIXOMISIIN 32
tekymoro noBeaenue (Izard, 1991, 1993; Izard, Schultz, et al., 2000). KM kpas Ha nmepuona Ha HYB moBeueto
Jleria MaT (PYHKIIMOHAIEH PEYHUK HA EMOITUHUTE U ca CIIOCOOHU Ja MACHTH(GHUIUPAT Oa3MCHUTE EMOIIHH, KaKTO B
cebe cu, Taka M y APYTUTE Bb3 OCHOBA Ha CUTYAIlMOHHH, TOBecHYCCKH 1 JuieBHy 3Ham (Fabes, Eisenberg, Nyman,
& Michealieu, 1991; Waern, 1977). Jloka3aHo e, 4e 3a [1a pa3no3HasAT €MOIMOHAIHOTO ChCTOSHUE HA JPYTHS, [M0-
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MaJIKATE Jena pa3dyuTaT Ha JIMIEBAaTa EKCIPECHs B IO-TOJSIMA CTENEH, OTKOJKOTO HA CHUTYAIlMOHHHTE CHUTHAIN
(Hoffner & Badzinski, 1989). Cnopen npyru npoyusanus obaue (Balconi & Carrera, 2007; Camras & Allison,
1985; Widen & Russell, 2002; Widen & Russell, 2010) curyanmonHara (IipudrHa ¥ CIeICTBUE) HHPOPMANHS € T0-
MOJIC3HA 332 EMOIIMOHAIHATA TUCKPUMUHAIIMS/ATPUOYIIHsI, OTKOJIKOTO JIUIIEBAaTa EKCIIPECHsl HA eMOIIMU Ha Jiella BbB
BB3pacToBusl nuamna3oH ot 4 1010 roauHu.

Joxkato ferata pactat U mpeKapBaT MOBeYe BpeMe B YUMIIHUILE ¢ OPYTH Iela, U3MO0N3BaHEeTO HA 3HAHMS 3a
EMOIIMUTE, PEaTM3UPAHO Ype3 MOAXOASAIIO COIMAIHO MOBEACHHE, MOXKE Jla CTaBa BCE I10-BAXKHO 33 BPB3KUTE C
BpecTHunute um (Mostow, lzard, Fine & Trentacosta, 2002). IMopaau 3HauymMTeNHATa POJIT Ha JIMIEBATa
nHpopmanus 3a noAXoAsIaTa MOANGHUKALIUS Ha COLMATHOTO MOBEICHHE, CIIOCOOHOCTTA 3a JACKOIMpAHE HA JIUIIEBA
EKCIIPECHsl Ce CUMTA 33 BaKEH KOMIIOHEHT Ha COIMAIHOTO B3auMojieiicTBie. B TO3M CMUCHI HACHTH(UIIMPAHETO HA
EMOIMUTE € OT PelIaBalllo 3HAYCHHE 3a MOCIIEABANIOTO COIMANHO B3auMoeicTBue u pyunkunonupane (Philippot &
Feldman, 1990; Vicari et al., 2000). Ilpeamonara ce, 4e HapylieHaTa CIHOCOOHOCT Ha [elaTa 3a MPABHIHO
pa3no3HaBaHe Ha EMOIMOHAJIHM CHTHAJIM MOXE Jia € CBbp3aHa C Pa3pYIIUTEIHO M HEOT3WBYMBO IMOBEICHUE U
arpecuBHOCT crpsiMo BpbhcTHUnuTe (Denham et al. 2002; Hughes, Dunn & White 1998; Martin, Boekamp,
McConville & Wheeler 2010) u moBenenuecku pasctpoiictBa (Bowen et al. 2014; Fairchild et al., 2010).
HacppuaBaHeTo Ha yMeHUsTA 3a pa3lO3HABAHE HA €MOLMH MO JIMLIEBU EKCIIPECHH ChIIO HachbpyaBa Pa3BUTHETO HA
eMIaTusITa U pa30MpaHeTo Ha YyXIUTEe TYBCTBA, KOETO HA CBOW pell YIICCHSBA M MOANOMAra aJalTuBHOTO COIIMAITHO
(byHKIMOHUpaHE.

W3zyuaBaneTo Ha npobieMa, OTHACAI ce 10 3aTPyJHEHUsTa Ha JieliaTta B OOIIyBaHETO U NOAIIOMAraHeTo UM
Jla ce Pa3BUAT KaTO 3peld BB3PACTHH, € MIMPOKO IMCKYTHpaH Ipe3 IOCIeIHWTE TONMHU. PasBuTHeTo Ha
KOTHUTHBHHTE YMEHHS, KaTo pellaBaHe Ha MPoOJIEMH U aKaJIeMUYHATE TTOCTIDKCHHUS, U a)eKTHBHUTE YMEHHS, KaTO
XapaKTEepPUCTUKU B ITOBEJICHHUETO, CMOIMOHAIHA PEryJiallis 10 BpPeME Ha COIMAIHO BB3/CHCTBHE — BCHYKH TE3U
YMEHUsI OJIaronpusATCTBAT 3APaBETO M JIMYHOCTHHAT PacTek, ChOTBETHO OBJEHIOTO Onaromnoirydue Ha jenara Kato
BB3pacTHU. CunTame, 4e MPOyYBAHETO HA BPb3KaTa MEXIY CIIOCOOHOCTTA 32 €MOLMOHAIIHA JIMLEBA MEPUENIHs U
arpecusara B nepuona Ha HYB ordactu me mompuHece 3a H3SICHABaHETO Ha mpoliieMa CBBp3aH ¢ Hee(eKTHBHOTO
B3aMMO/ICHICTBHE MEXIY JelaTa ¥ MOBUIICHUTE arpeCUBHU OTTOBOPH.

Uscnensanero e 6asupano Ha Teopusra 3a o0paboTka Ha cornmandara uapopmarms (Crick & Dodge, 1994)
oT exHa cTpana u Teopusta 3a 6asucuure emouuu (Ekman, 1992a, 1992b, 1999) ot apyra. Herosara ocHOBHa i€ €
Jla ce TPOy4YH Bpb3KaTa MEXIy CIIOCOOHOCTTA 32 €MOLMOHAIHA JIMIEBA MEpPUENIHs U arpecusra, KOHKPETHO B
MepHo/ia HA HAYaJHA YYHJIMIIHA BBH3PACT, C JOMYCKAHETO, Ye MO-100pe pa3BuTaTa CHOCOOHOCT 33 €MOIHOHATHA
JIMIIEBA MEPIEIHS € CBbP3aHa C MO-HUCKU HUBA HA arpecusl.

Meton

Cyb6exkTn

B m3crenBaneTo B3exa ydactue oOmo 485 THIUYHO pa3BHBAINM Ce Jella, Ha Bb3pacT oT 7T. 1o 11r. u Sm.
(cpenna Bp3pact M = 9.20+1.22, 252 momudeTa 1 233 MoMueTa), pa3peae/icHH B Y€TUPH Bb3PACTOBH TPYITH: TpyIa
| kmac (N = 85), rpymna Il kinac (N = 120), rpyma Il kirac (N = 118) u rpyma IV xnac (N = 162).

VY4yacTueTo Ha BCHUYKH € ﬂO6p0BOJ’IHO nc I/IH(i)OpMI/IpaHOTO ChbIJIaCUC Ha POAUTCIIUTEC U YUYUIHUIIHUTC
BJIaCTH.

HNucTpyMeHTapUyM

Ckana ,,Aepecusn‘ om evnpocnuka 3a azpecus u oenpecus

BBOpocHUKBT 3a arpecus U Ienpecus € afanTupaH 3a Obiarapckara momyiamus ot Jparonosa (2006) u e
IpejiHa3Ha4YeH 3a M3MEpBaHe Ha arpecusra M JIeNpecusTa IpH Jena B HayallHa y4yuiuiiHa Bb3pacT. Cheron ot 24
TBBPAEHHS, KaTo B HACTOSIIOTO M3CIIEIBAaHE € W3II0JI3BaHa caMo cKaia ,,Arpecus”, BkirouBama 11 TBBpICHUS.
W3uncnennsT koepUIMEHT 3a BbTPELIHA chrilacyBaHocT o Ha KponOax 3a m3ciienBaHara u3Bajka c jgena e 0.572 3a
sata ckana u 0.647 3a ckana ,,Arpecus. Ckanara Ha OTTOBOPHTE € TUX0ToMHa — ,,0a* (1) u ,,ze" (0).
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Tecm 3a UMepeane Ha emouuoHalIHama jinyesa nepuyenuusi

B nacrosimiero npoy4Bane ca uznon3sanu Gportorpaduu or FACES 6a3a nannu, cb3nazeHa u Bajauau3upana
B Max Planck Institute for Human B Bepnun, I'epmanus (Ebner, Riediger & Lindenberger, 2010), npeana3nauena 3a
u3cieBaHe Ha JIMLEBH €KCIIPECHH Ha eMOLMH. ba3ata JaHHM ChAbpika BaIUAMPaH HAOOP OT JHMIEBU EKCIPECUH Ha
emouud. TecTpT ChIBPKa 6 JMIEBU SKCIPECHH Ha HIecTTe Oa3MCHHM €MOLMH — ILIAacTHe, CTpax, U3HEeHala, THSB,
OTBpalllcHHWe M Thra, KaTO OT M3MUTBAaHMS Ce HM3HMCKBa Ja n30epe JMIeBaTa EKCIPecHs CHOTBETCTBAIA Ha
M3MHKCaHaTa JyMa, 0003HaYaBalla KOHKpeTHa eMoLus. BsapHoTo pasnosHaBaHe ce oneHsBa ¢ 1 ToYka, a TPEIIHOTO —
¢ 0 Toukn.

Pe3yararu
B tabmuna 1 ca npeacTaBeHn pe3yiaTaTHTE OT NPOBeAeHHs XHU-KBaIpaT aHalIH3, CPABHSABAIL] NPOLEHTHOTO
IpelCcTaBsiHe B IPYNUTE Ha YYAaCTHHIUTE Pa3IIO3HAIM M CHOTBETHO HEPA3IO3HAIN EMOLMHTE ¢ HUCKO, CPEIHO U
BHUCOKO HHBO Ha arpecus. CTAaTHCTHYECKH 3HAYMMH pas3iM4ds C€ YCTAaHOBHXa CaMO II0 OTHOIICHHE Ha
Pa3MnoO3HAaBaHETO HA EMOLIMUTE CMPAX (;f|2| = 6.894; p = 0.032; Cramér’s V = 0.120) u usnenaoa (;f|2| =6.185;p =
0.045; Cramér’s V = 0.114).

Ta6ﬂuua 1. Pe3yﬂmamu om aHalusza Ha epwv3kama MeJICOy cnocoonocmma 3a eMoyuoHalna auyesa nepyenyusl u
HUusama Ha azpecus

Emonusa Arpecust HUBa Pearson Chi-Square;
Df; (P)/ Cramér’s V
Hucxko Cpenno Bucoko
Opoit % Opoit % Bpoit %
.. | I'pyna pasnosnaim 260 74.9 | 80 231 |7 2.0 2= 6.894;
8 | T'pyna mepasnoznamun | 102 773 | 22 16.7 |8 6.1 p =0.032;
S Cramér’s V = 0.120
s I'pyna  pasnosnamu | 304 76.2 | 86 216 |9 2.3 2= 6.185;
g E€MOLIAATA p = 0.045; Cramér’s
2 I'pyna HepasmosHanu | 57 722 |16 203 |6 7.6 V=0.114
:g eMouusITa
I'pyna pasnosHanu | 346 76.7 | 92 204 |13 2.9 KIZI =4.550;
2 E€MOLIAATA p > 0.05; Cramér’s V =
gg I'pyna Hepasnosnamm | 18 60.0 | 10 333 |2 6.7 0.097
= eMOLUATa
I'pyna pasno3nanu | 351 76.5 |95 20.7 | 13 2.8 KIZI =5.378;
E€MOLIAATA p > 0.05; Cramér’s V =
= I'pyna Hepasnosnamum | 12 571 |7 333 |2 9.5 0.106
= eMouusITa
z I'pyna pasno3nanu | 307 76.6 | 82 204 | 12 3.0 KIZI =0.939;
g E€MOLIAATA p > 0.05; Cramér’s V =
& I'pyna Hepasnosnamm | 55 714 |19 247 |3 3.9 0.044
S & | emommsra
I'pyma pasmosuanu | 333 76.2 |91 208 | 13 3.0 2 1z= 0.668;
eMOIHsTa p > 0.05; Cramér’s V =
© I'pyma Hepasmosuamu | 30 714 |10 238 |2 4.8 0.037
o eMOIHATa

Ot tabaunara e BHUJIHO, Y€ B I'PYIIUTE HA HEPA3IIO3HAJINTE U ABETE EMOLINH, IIPOHEHTHT HA A€HiaTa C BUCOKO
HHUBO Ha arpecus € Tpu IbTHU IMO-BUCOK, OTKOJKOTO B TPYIIUTE HA PA3IIO3HAJINTE TE3U €EMOLNH.
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Kopemannonnusr koedunument Ha [IubpchH (Tabmuma 2), wHGOpMHUpAI 3a JIMHEHHATa BPB3Ka MEXIY
pa3ro3HaBaHETO Ha BCSKAa OT €MOLIMHTE M HUBATa Ha arpecusl MOOTJCNHO, YCTAaHOBH cja0a, HO CTATHCTHYECKU
3HaYMMa OTPHUIIATEHA JInHekHa 3aBrucumocT (P < 0.05) Mexay pasmo3HaBaHeTo Ha emormute wacmue (r = - 0.097;
p < 0.05) u ensg (r = - 0.104; p < 0.05) u HuBaTa Ha arpecwus.

Ta6ﬂuua 2. Pesyﬂmamu om KopeaiayuoHer anaius MeOfcdypa3n03Ha6aHem0 HA emoyuume u Hueama Ha azpecus

Pa3no3HaBaHe Ha EMOLIMH Arpecust HUBa
IlacTue - 0.097*
Crpax - 0.015
M3uenana - 0.068

Tusas -0.104*
OtBpalieHue -0.043

Twra - 0.036

* Correlation is significant at the 0.05 level (2-tailed) *p < 0.05
** Correlation is significant at the 0.01 level (2-tailed) ** p < 0.01

0606H16H0 MNpeACTaBCHU PE3YJITATUTEC, IIOKa3BaT 3HAa4YMMa Bpb3Ka MEXKIAY CEMOLMWOHATIHATa JIMICBA
nepuenursda 1 HuBaTa Ha arpecud, co4demia 4e 1'10-)106pe pa3BuTaTa CIIOCOOHOCT Ha JicliaTa 3a nepucnuusd Ha JUIECBU
CKCIIPECUU Ha CTpax, U3HCHA/la, IaCTHUC U I'HAB € CBbp3aHa C NO-HUCKN HUBA Ha arpecus.

JlucKycHs M 3aK/II0YeHHe

[MonydeHnTe B HACTOSIIOTO U3CIIEABAHE PE3YJITATH CBUETEICTBAT 33 CHIIECTBYBAHETO HA BPH3KA MEKITY
€MOIIMOHAJIHATA JINIIEBA TIEPLENIHs U HUBATa HA arpecus, KOETO MOIKPENs MbPBOHAYAIHO W3/IMTHATATA XUIIOTE3A.
VYcraHOBH ce, 4Ye pa3lo3HABAHETO HA EMOLMHTE CMpax W u3Henaoa BIVUSISIT BbPXY HUBATa Ha arpecus u
pa3Mo3HABAaHETO HA 2HA8 W wacmue ¢ OTPHUIATEIHO CBHP3aHO C HHBAaTa Ha arpecus. EMOIlMOHaNHATa JIHICBA
TIepLIETIIHS BKITIOUBA TIporiecy Ha uaeHtudukamus (Ekman, 1992a, 1992b, 1999), peduekcus (lacoboni et al., 1999;
lacoboni, 2008; Rizzolatti & Craighero, 2004), o6pabotka na uadopmarms (Pollak & Sinha, 2002), u Harpynan 10
MoMenTa emortronanen orut (Mostow, lzard, Fine & Trentacosta, 2002). ITonyueHnTe pe3ynTaTH, IeMOHCTPUPAIIH
e HEMPaBUIHOTO PA3O3HABAHE HA EMOIMUTE CMPAX W U3HEHAOa CE CBhP3Ba C BHCOKO HHUBO HA arpecws, KakTo u
YCTaHOBEHATa OTPHIATENIHA BpPB3Ka MEKIY pPAas3llO3HABAHETO HA 2Hesd W lyacmuemo W HABATA HA arpecus
MO3BOJIABAT JIOMYCKAHETO, Y€ MO-A00pe pa3BuTara CIOCOOHOCT Ha Jelara 3a paslo3HABAHE HA TE3M E€MOIUH €
CB’bp3aHa C IMO-HUCKHU HHBA Ha aneCI/I}I. Ta31/1 nepuenum{, I103BOJIsIBaIIa aneCI/IBHOCT Hpe3 CMOIMOHAJIHUA OIIUT,
peduiekcusaTa U uACHTH(OUKAMUTE HA Jellara, MMOKa3Ba, 4Ye KOJKOTO IMO0-CJia00 pa3BUTa € CHOCOOHOCTTAa 3a
pasno3HaBaHe Ha eMOIIMHTE, TOJKOBA MMO-BUCOKHU Ca HMBaTa Ha arpecus. HeBb3MOXHOCTTA 3a TOYHO BB3IIPHUEMAHE,
KOJUpaHe W MHTEPIPETAIMs Ha COIMAIHM CHI'HAJIM KaTo JIMIEBa €KCIPECHs JIMIIaBa Jenara OT Bb3MOKHOCT Ja
AKTHBHUPAT MOJIXOJSIIUTE 32 TEKYIaTa CUTYalUsl eMOLIMH, ChXpaHEHH B pabOTHATA UM ,,0a3a JaHHHU‘, KOETO OT CBOS
cTpaHa mpeanoiara nosuineHo arpecusro noseaeHue (Crick & Dodge, 1994; Izard, 1991, 1993; Izard, Schultz, et
al., 2000), ocobGeHo, Korato ce mMma TpeaBUa, de aenara B HYB ce ymoBaBar Ha JmIieBaTa €KCIpecHs TOBEYE,
OTKOJIKOTO Ha curyaronnute curnanu (Hoffner & Badzinski, 1989).

W3nsiio chritacyBamiy ce ¢ JaHHUTE OT MPEIXOTHU MPOYIBAHUS HACTOSIIUTE PE3yITATH CBUACTEIICTBAT, e
HaMajeHata CIOCOOHOCT Ha Jelara MPaBWIIHO Ja HMIACHTH(UIMPAT €MOLMHUTE € CBbp3aHa C Pa3pyLIUTENHO M
HEOT3WYHMBO TMOBEJCHUE W arpecUBHOCT cripsimMo BpheTHuiuTe (Denham et al. 2002; Hughes, Dunn & White 1998;
Martin, Boekamp, McConville & Wheeler, 2010) u ¢ moBenenuecku pascrpoiicrsa (Bowen et al. 2014; Fairchild et
al., 2010). PesyaraTure ca KOHCHCTEHTHH ¢ TeopusTa 3a 06pabdoTka Ha conuannata uadopmanus (Crick & Dodge,
1994), ciopen KOsATO TOYHOTO KOAWPAHE M HHTEPIPETUPAHE HA HEECTECTBEHU U BPKJACOHN CUTHAIN, TECHEPUPAHETO
Ha HEarpecMBHHM OTTOBOPH M KOMIIETEHTHOTO OIICHSIBAHE U IIPUJIaraHe Ha OTTOBOPH, IMOJIOMAaraT COLUATHOTO
(hyHKIIMOHHMpaHe Ha Jlenarta B NEpHOJa HAa HadalHATa YYWIHIIHA BB3PACT, KOETO JHOOpe T OOSICHSBAa W XBBPIL
JIOTTBITHUTEITHA CBETIINHA.

C‘II/ITaMG, YC pC3yJTATUTE MOTraT Ja HaMEpAT NPUITOKCHUC B pa3pa60TBaHeTo Ha 06y‘lI/IT€HHI/I mnmporpamu,
OCJIAIM IIOBUIIIABAHC Ha C(i)CKTI/IBHOCTTa Ha pa3no3dHaBaH€ Ha EMOLHHU IO JHULCBU CKCHPECHU, PECICKTUBHO
HaMaJIiBaHE Ha arpecusiTa Ha yYCHUIIM B HAYAJICH KypC. Ilo To3m Ha4yuH, pa6OTeﬁKH C ZicljaTa B Ha4Ya/JIHa yYMWJIMIIIHA
BB3pacCT Ha IIPAKTHKA, 1€ CC HpI/I6HI/I)KI/IM J0 uacsTa 3a 6naronony11H0 Pa3sBUTH HHAWBUIH, yHaCTBAIH 110 BCAKAKbB
06H.ICCTBQHO IIOJIE3CH HAYWH B COLIMyMa.
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