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STUDY PROGRAMS OF PEDAGOGICAL AND TEACHER
EDUCATION FACULTIES AND STUDENTS' ATTITUDES
TOWARDS THE IMPORTANCE AND CHALLENGES OF

EDUCATIONAL INCLUSION OF IMMIGRANT STUDENTS

Marina Semiz!

Abstract

Within the context of public and educational policies underlining that teachers and
other educators are key drivers of social change aimed at building social justice
and inclusion, issues related to the quality of knowledge and competences of future
educators in working with immigrant-origin students are brought to the forefront.
This paper presents the results of a correlational study on the relationship between
the contribution of study programmes at pedagogical and teacher education facul-
ties to the acquisition of knowledge and the development of student competences
for educational work with immigrant students, on the one hand, and the attitudes
of future educators about the importance and challenges of educational inclusion
of immigrant students, on the other. The research was conducted during February
and March 2024 with a sample of students from pedagogical, philological, and
philosophical faculties in Serbia (N=268). For study purposes, the following
research instruments were constructed and applied: Questionnaire on the Diffi-
culties and Barriers to the Educational Inclusion of Immigrant Students and Scale
for Assessing Students' Attitudes towards the Educational Inclusion of Immigrant
Students. The results obtained through descriptive statistics suggest that future
educators positively evaluate the contribution of study programmes to acquiring
knowledge and developing competences for teaching immigrant-origin students, as
well as the importance of educational inclusion of immigrant students. The
greatest challenges identified by students regarding the educational inclusion of
immigrant students include the language barrier, stereotypes, and prejudices
towards immigrant students, and, finally, peer rejection. The results of the correla-
tional analysis show that there is a significant, positive, and weak correlation only
between the contribution of the study programmes to acquiring the knowledge
necessary for teaching immigrant students and the attitudes of future educators
towards the importance and challenges of educational inclusion of immigrant stu-
dents. The obtained results further suggest that the emphasis in the initial edu-
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cation of future educators is placed on acquiring knowledge about various aspects
of the educational inclusion of immigrant students, but not on their preparation for
direct interaction with this socially sensitive group. As a result, it is necessary to
significantly improve the study programmes at faculties that educate future tea-
chers, language instructors, and educators, particularly in the domain of content
framework that contributes to the development of key skills, abilities, and attitudes
for future work with immigrant-origin students.

Keywords: knowledge, competences, immigrant-origin students, pedagogical and
teacher education faculties, inclusion.

Introduction

In light of the intense scientific and technological development, parti-
cularly driven by the advancement of artificial intelligence, as well as the
recent migrant crisis and current immigration policies, the following
question is essential: How can we prepare future educators to work with
students of immigrant origin in a world that is unpredictable and largely
unexplored and unknown? This dilemma can also be rephrased as follo-
wing: "How to deal with differences and coexist peacefully and constru-
ctively in the multicultural world while simultaneously developing a sense
of community, belonging and the wholesome development of students, first
at school and then in the society as well" (Beljanski & Dedi¢ Bukvi¢, 2020,
p. 1). The discussion on the competencies of future educators for working
with students of immigrant origin has been brought to the forefront in
recent decades within public and educational policy measures regarding
teachers and other educators as key drivers of social change in building
social justice and inclusion. If one is to judge by the measures of certain
global and EU educational policies, the answer to said question lies in the
development of key competences for lifelong learning in the 21st century,
such as: literacy, multilingualism, numerical, scientific and engineering
skills, digital and technology-based competences, interpersonal skills, and
the ability to adopt new competences, active citizenship, entrepreneurship,
cultural awareness and expression (Council Recommendation of 22 May
2018 on Key Competences for Lifelong Learning, 2018), as well as in the
development of intercultural teaching competencies (Dimitrov & Haque,
2016a, 2016b).

Research at the beginning of the 21st century (Macura-Milovanovic
et al., 2009; Pantic et al., 2011) suggests that teachers in the Western

10 HAIIIA HIKOJIA 2024 « BPOJ 1 « BAIbA JIVKA



STUDY PROGRAMS OF PEDAGOGICAL AND TEACHER EDUCATION FACULTIES ...

Balkans lack adequate initial education, as well as support during further
professional development, to acquire the knowledge, develop the skills,
and foster the beliefs necessary for professional action toward social justice
and quality education for all students. In this context, recent comparative
analysis results of the curricula at education faculties in Serbia and Bosnia
and Herzegovina show that content related to intercultural education is
lacking in their initial education (Beljanski & Dedi¢ Bukvi¢, 2020). Prior
to the introduction of inclusive education in Serbia, specifically until 2009,
there was a strong presence of attitudes that trained teachers for work in
schools as monoethnic institutions with homogeneous student populations
(Macura-Milovanovic et al., 2009). Results of certain studies (Spasenovié¢
& Matovi¢, 2015; Japundza-Milisavljevi¢, Puri¢-Zdravkovi¢ & Milanovié-
Dobrota, 2022) show that most teachers are not sufficiently equipped to
work in inclusive classrooms with students with developmental disabilities,
leading to neutral or negative attitudes. Although some studies (Pantic,
2008) indicate that teachers consider competencies related to supporting
learning for all students and promoting cultural diversity as among the
most important, there is a need for a deeper understanding of how they can
translate these competencies into everyday teaching practice, as well as
how we can help future teachers develop these competencies. There is
broad acceptance of the view about the various concepts of professional
education for teachers and other educators in the Western Balkans
(Marinkovi¢, 2010; Panti¢ & Ceki¢ Markovié, 2012), as well as the belief
that initial professional education cannot fully prepare future teachers for
all the challenges of everyday practice and societal changes. Therefore,
there is a need for continuous improvement of knowledge and further
professional development of teachers throughout their careers. This does
not diminish the need for the innovation of university study programs
aimed at training future educational staff, toward a inclusive discourse in
university curricula (Panti¢, 2008).

At education (formerly teacher training) faculties, as well as phi-
lological and philosophical faculties in Serbia, future educators — teachers,
preschool educators, instructors, teachers of native and foreign languages,
pedagogues, and other professional collaborators — are trained, with the
expectation that they will acquire a high level of knowledge, skills, and
abilities to achieve the goals and tasks, as well as the general educational
principles of preschool, primary, and secondary education for all children
in democratic, multicultural, and multilingual societies. The essence of
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thinking and developing inclusive education, particularly in the deve-
lopment of modern inclusive schools, is represented by three key concepts:
"barriers to learning and participation," "resources for supporting learning
and participation," and "support for diversity" (Booth & Ainscow, 2002, p.
5). Based on the previously stated views, we believe that in the initial
education of future educators, it is crucial that they acquire knowledge and
develop competencies on how to map barriers to the inclusion of
immigrant students, i.e., their participation and learning, and understand
the causes of different barriers to be able to work on overcoming and
preventing them. On the other hand, it is equally important for them to
encourage and promote resources for their participation and learning, as
well as support diversity (e.g., individualization of educational content,
more flexible spaces, etc.). "A teacher’s competence for teaching socio-
cultural diversity involves the 'what,' 'how,' and 'why,' i.e. practical know-
ledge of how to approach specific diverse educational content in a way that
mobilizes, sums up, and transforms knowledge, resources, and abilities to
create added value" (Osmic, 2020, p. 19).

The impacts of various geopolitical, technological, and economic
trends on migration and the mobility of people, particularly outside their
countries of origin, have been further intensified in recent years (McAuliffe
& Oucho, 2024; OECD, 2024), primarily due to armed conflicts, violence,
and political or economic instability. According to United Nations data,
there are around 281 million migrants worldwide, which represents 3.6%
of the global population (McAuliffe & Oucho, 2024). Despite the fact that
there has been a long-standing inclusive practice in the Republic of Serbia,
as well as experience in including students from various socially sensitive
groups, the inclusion of immigrant students in the regular school system
has been riddled with numerous challenges and barriers (Pordevi¢ et al.,
2018; Zoe & Magdalini, 2024), and has required significant preparation
from all stakeholders in the educational process, primarily the teaching
staff, children, students, and their parents (Handbook for Schools in Imple-
menting Professional Guidelines for the Inclusion of Refugee/Asylum-See-
king Students in the Education System and Diversity in the School of the
21st Century, 2017). Some current systemic reviews of the barriers to the
inclusion of immigrant students in schools (Torres-Zaragoza & Llorent-
Bedmar, 2024) show that, in addition to socio-cultural, linguistic, and di-
scriminatory barriers, as well as educational policies and current pedago-
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gical practices, a significant obstacle to educational inclusion is the lack of
(adequate) training for teachers to facilitate their inclusion.

Underlining the importance of systematic intercultural education for
teachers, Beljanski and Dedi¢ Bukvi¢ (2020) point out certain assumptions
for creating an intercultural environment for students, primarily stressing
that it is necessary, during professional education, to develop intercultural
competencies in future teachers, which they will further develop later in
their teaching practice. The views of future educators on the significance
and challenges of the educational inclusion of immigrant students are
largely determined by their professional education, and to what extent they
acquired the knowledge and developed the competencies necessary to
promote and support diversity and work with students of immigrant origin
during their initial education.

Methodology

The aim of the research is to examine the relationship between the contri-
bution of the study programs at pedagogical and education faculties to the
acquisition of knowledge and development of competencies for working
with immigrant students, on the one hand, and their attitudes toward the
educational inclusion of immigrant students.

From the general aim, three research tasks were defined:

a) to examine the opinions of students at pedagogical and education
faculties about the contribution of their studies to the acquisition of
knowledge and the development of competencies necessary for working
with students of immigrant origin;

b) to examine students' attitudes regarding the significance and
challenges of educational inclusion of immigrant students;

and c¢) to determine the connection between the contribution of their
studies to the acquisition of knowledge and the development of compe-
tencies for working with immigrant students and the attitudes of future
educators toward the educational inclusion of immigrant students.

In this regard, based on the findings of previous theoretical and
empirical research, the following general hypothesis has been formulated:
There is a positive correlation between the contribution of the study pro-
grams at pedagogical and education faculties to the acquisition of
knowledge and the development of competencies for working with immi-
grant students, on the one hand, and students' attitudes toward the educa-

HAIIIA IIKOJIA 2024 « BPOJ 1 « BABA JIVKA 13



MARINA SEMIZ

tional inclusion of immigrant students, on the other. Students who more
positively evaluate the contribution of their study program in acquiring
knowledge and developing competencies for teaching immigrant students
express more positive attitudes toward the significance of the educational
inclusion of immigrant students and identify numerous barriers to their
educational inclusion.

Research sample

The research was conducted on a convenience sample of 268 stu-
dents from undergraduate academic programs at pedagogical, philological,
and philosophical faculties in Serbia (89.9% female and 10.1% male), with
an age range from 19 to 40 years (M = 21.89; SD = 4.06). The structure of
the research sample in terms of university, academic year, and study
program is shown in Table 1.

Table 1.
General Characteristics of the Research Sample
Variables Modalities f %
University University of Belgrade 51 195
University of Kragujevac 102 399
University of Novi Sad 29 108

University in PriStina with temporary headquartersin 13 4.9
Kosovska Mitrovica

University of Ni§ 68 254

Year of First year 105 39.2
study Second year 61 2238
Third year 42 157

Fourth year 60 223

Study UAS Primary school teacher 119 444
programme UAS Serbian language and literature 52 194
UAS Pedagogy 96 36.2

Data Collection and Processing

The research was conducted during February and March 2024, via
direct surveying and via Google questionnaires. Participation of the re-
spondents was anonymous and based on voluntary consent.
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Description of the Instruments Used

For the purposes of the research, two research instruments were
constructed and applied: the Questionnaire on the Difficulties and Barriers
to the Educational Inclusion of Immigrant Students and the Scale for
Assessing Students' Attitudes Toward the Significance of the Educational
Inclusion of Migrant Students. The first part of the questionnaire collected
data on the typical characteristics of the respondents: gender, age, acade-
mic year, university, and study program. The second part of the instrument
included questions about: a) the contribution of the study program to
acquiring knowledge about the educational inclusion of immigrant students
and the development of competencies for educational work with immigrant
students; and b) the difficulties and barriers to the educational inclusion of
immigrant students in the educational system in Serbia.

The Assessment Scale contained 6 statements, based on the signi-
ficance of the educational inclusion of immigrant students, as established
in previous research. The assessment of the statements regarding the signi-
ficance of the educational inclusion of immigrant students was conducted
on a five-point scale (5 — strongly agree, 4 — mostly agree, 3 — undecided, 2
— mostly disagree, 1 — strongly disagree), where a higher score indicated
more positive attitudes toward the educational inclusion of immigrant stu-
dents. The reliability of the assessment scale, measured using the Cron-
bach's alpha coefficient, was 0.85 for the student sample.

Data Processing and Analysis

The data were processed using the SPSS 20 software. For the de-
scriptive analysis of the variables, the following were recorded: frequen-
cies (f), percentages (%), arithmetic mean (M), standard deviation (SD),
skewness (Sk.), and kurtosis (Ku.). To assess the hypothesis about the
relationship between the contribution of study programs at pedagogical and
education faculties to the acquisition of knowledge and competencies for
working with immigrant students and the students' attitudes toward the
significance and challenges of the educational inclusion of immigrant
students, the Spearman's rank correlation coefficient was applied.
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Results and discussions

The first research task was focused on examining the opinions of students
from pedagogical and education faculties regarding the contribution of
their studies to acquiring knowledge and developing competencies for
working with students of immigrant background. In the context of current
demographic and immigration trends in the country and the world, as well
as the application of the concept of professional education aimed at
developing competencies (Hebib and Ovesni, 2019), it was considered
relevant to address how current students of pedagogical and education
faculties perceive and assess the contribution of their studies to acquiring
knowledge and developing competencies needed for working with
immigrant students in the future. The results shown in Table 2 indicated
that most future educators positively evaluated the contribution of their
studies to acquiring knowledge about the educational inclusion of
immigrant students (71.64%), as well as the development of competencies
(58.21%) for educational work with students of immigrant background.
This data was encouraging, although it should not undermine the
possibility of socially desirable responses and lower self-criticism among
the respondents. In contrast to studies that pointed out that the curricula of
teacher education faculties do not contain enough content on intercultural
education (Beljanski & Dedi¢ Bukvi¢, 2020), and that teachers do not
perceive themselves as sufficiently competent to work with students of
immigrant background (Spasenovi¢ and Matovi¢, 2015; Japundza-Mili-
savljevi¢, Puri¢-Zdravkovi¢, and Milanovi¢-Dobrota, 2022), there was a
presumption of a discrepancy between the official and the real, as well as
the hidden curriculum. Whether the efforts of education policymakers to
standardize competencies for the teaching profession, as well as the current
attempts to standardize competencies for the profession of pedagogue,
have yielded initial results — this is a question that requires further critical
examination.
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Table 2.

The contribution of study programs from pedagogical and education
faculties to acquiring knowledge and developing competencies for working
with immigrant students, from the perspective of future educators

Contribution of study Responses of the respondents f %
program to
The acquisition of knowledge  During my studies, I acquired 192 71.64
about the educational knowledge about the educational
inclusion of immigrant inclusion of immigrant students
students through various study courses.

During my studies, we did not 69 264

learn about the educational
inclusion of immigrant students in
any of the study courses.

The development of My studies contributed to the 156 58.21
competencies needed for development of competencies
teaching immigrant students needed for teaching immigrant

students.

My studies did not contribute to 112 41.79
the development of competencies

needed for teaching immigrant

students.

In the second research task, the attitudes of future educators
regarding the significance and challenges of educational inclusion were
examined. The attitudes of future educators about the importance of
educational inclusion for immigrant students are presented in Table 3.
Based on the arithmetic mean values for the items (3.38 <M < 4.51), it is
evident that future educators positively assess various aspects of the impor-
tance or benefits of educational inclusion for immigrant students in regular
school classrooms. The range and distribution of their responses vary from
neutral to positive attitudes. This is also supported by the overall mean
value of the scale (M = 23.70), when viewed from the perspective of the
theoretical range of the scale (Min = 6; Max = 30). Future educators
believe that, to the greatest extent, educational inclusion of immigrant
students contributes to respecting their right to education (M = 4.51),
recognizing and valuing their talents and interests (M = 4.31), as well as
developing and nurturing an inclusive school culture and values of
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tolerance and cultural diversity (M = 4.12). The average values of the
future educators’ responses suggest that they have the least positive attitude
towards the significance of educational inclusion for immigrant students in
terms of their later participation in society, especially regarding the
contributions they can make to the further development of our society (M =
3.38) and in preserving the traditions and customs of their people (M =
3.43).

Similar to our research, other studies and theoretical discussions
(Pordevié, Santi¢, and Zivkovi¢, 2018) observe a trend of highlighting the
numerous advantages and significance of including immigrant students,
not only from the perspective of the immigrants themselves but also their
teachers, peers, and other participants in the educational process. In the
context of migration processes both globally and domestically, the edu-
cational inclusion of immigrant students is of multiple significance. It
ensures the realization of the right to education, continuity in everyday life,
proper development of students, and their integration into the social
community of the host country (Golubovi¢, 2022). However, not all the
benefits of educational inclusion for immigrant students are recognized in
the sampled student population, particularly regarding the contribution and
potential of their true social inclusion into the community and society of
the host country.

Table 3.
The attitudes of future educators regarding the importance of educational
inclusion for immigrant students

Statements M SD Sk. Ku. N
The inclusion of immigrant students in ~ 4.31 098 -1.444  1.590 268
extracurricular activities is important

for expressing their talents and

respecting their different interests.

The inclusion of immigrant/asylum- 451 086 -2.096 4.559 268
seeking students in teaching is

important for respecting their right to

education and development.

The inclusion of immigrant/asylum- 399 1.05 -.803 -.037 268
seeking students in regular classrooms

contributes to developing

interculturalism in schools.
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Statements M SD Sk. Ku. N
The inclusion of immigrant students in ~ 3.43  1.14  -350 =377 268
regular classrooms contributes to

preserving the traditions and customs

of the people to which they belong.

Inclusion is important so that 338 1.06 -29% -298 268
immigrant students can contribute to

the development of our society in the

future.

The inclusion of immigrant students in ~ 4.12  0.93  -.704 -324 268
regular classrooms contributes to the

development and nurturing of an

inclusive school culture, as well as the

values of tolerance and cultural

diversity.

Total scale 23.70 4.16  -941 1.130 268

The opinions of future educators regarding the difficulties and
barriers to the educational inclusion of migrant students in regular school
classrooms were important from the perspective of understanding their
future role as drivers of social change (Bourn, 2016). On the other hand,
one of the fundamental pillars in the development of an inclusive school is
the identification and prevention, as well as the reduction, of the impact of
various obstacles to the quality, accessible, and equal participation and
learning of migrant students. As suggested by the results presented in Table
4, most future educators highlighted only certain difficulties and barriers to
the inclusion of immigrant students in regular classrooms: the language
barrier, or insufficient proficiency in the Serbian language to understand
the language of instruction and education (64.19%), stereotypes and
prejudices towards immigrant students from certain teachers, students, and
parents (55.6%), and peer rejection and non-acceptance (52.6%). About
one-third of the respondents, or fewer, observed other difficulties and
barriers, such as: inadequate preparation of the school community for the
reception and inclusion of immigrant students, cultural differences, and the
lack of personalized assistants and translators as support for inclusion. An
interesting result was that the insufficient professional competencies of
teachers needed for teaching immigrant students and the inadequate
preparation of the school community for the reception and inclusion were
highlighted by less than one-third of future educators.
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The obtained results regarding the difficulties and barriers to the
successful inclusion of immigrant students in regular classrooms corres-
ponded with the results of related studies (Pordevi¢, Santi¢, and Zivkovié,
2018; Zoe & Magdalini, 2024). The inclusion of immigrant students in the
educational system was hindered by language barriers, prejudices, and
indifference from some participants in the educational process, insufficient
teacher motivation for cooperation, and a lack of knowledge about cultural
diversity (Pordevié, Santi¢, and Zivkovié, 2018). In one qualitative study,
it was found that secondary school teachers encountered numerous
difficulties, primarily highlighting: a lack of support, insufficient intro-
ductory classes for inclusion, absence of adequate language support,
inappropriate teaching materials, and a high degree of heterogeneity in the
classroom in terms of knowledge. Based on previous theoretical discu-
ssions, Golubovi¢ (2022) identified the following difficulties and obstacles,
particularly for forced migrants trying to access education: administrative
and legal barriers to school enrollment, a lack of human and financial
resources for teaching implementation, lack of psychological support,
prejudices and stereotypes about immigrants, and the language barrier. The
language barrier in communication and following the language of instru-
ction and education was recognized as one of the biggest obstacles to the
successful inclusion of immigrant students in schools (Pordevié, Santi¢,
and Zivkovi¢, 2018; Golubovi¢, 2022; Zoe & Magdalini, 2024).

Table 4.
The opinions of future educators regarding the difficulties and barriers to
the educational inclusion of immigrant students

Difficulties and barriers to educational inclusion f %

Language barrier of migrant students, i.e., insufficient proficiency 174  64.91
in the Serbian language to understand the teaching and education

process

Inadequate preparation of the school community for the reception 96 35.8
and inclusion of immigrant students

Stress experienced by teachers and other school staff 14 5.2
Previous traumatic experiences of immigrant children and their 86 32.1
parents

Stereotypes and prejudices towards immigrant/asylum-seeking 149 556
children from a certain number of teachers, students, and parents
Non-cooperation and resistance from immigrant parents, as they 32 11,9

do not want to stay in Serbia
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Difficulties and barriers to educational inclusion f %
Peer rejection and non-acceptance of immigrant students 141 52.6
Difficulties in determining the previous knowledge and 28 10.4

educational achievements of immigrant students for school
enrollment and inclusion

Lack of personalized assistants and translators to support 67 25.0
inclusion

Lack of adequate teaching materials (e.g., literature, etc.) 65 243
Insufficiently defined educational policy towards immigrant 34 12.7
students

Absence of clear guidelines and instructions for working with 51 19.0
immigrant/asylum-seeking students

Underdeveloped professional competencies of teachers needed 77 28.7
for teaching immigrant students

Existence of cultural differences 85 31.7

As part of the third research task, the correlation between the
contribution of study programs to the acquisition of knowledge and the
development of competencies of future educators needed for teaching
immigrant students and their attitudes toward the educational inclusion of
immigrant students was examined. The results of the correlation analysis
showed that there was a statistically significant positive correlation (of low
intensity) between the contribution of study programs to the acquisition of
knowledge about the educational inclusion of immigrant students and their
attitudes toward the importance of educational inclusion of immigrant
students (r = .165, p < .001). Additionally, the contribution of study
programs at pedagogical and education faculties to acquiring knowledge
about the educational inclusion of immigrants positively correlated with
future educators' attitudes toward the difficulties of educational inclusion
of immigrant students (r =.162, p <.001).

In accordance with the initial reference framework, it was expected
that future educators who more positively assess the contribution of their
studies to acquiring knowledge and developing competencies needed for
teaching immigrant students would also express more positive attitudes
toward the importance of educating immigrant students and identify more
barriers and obstacles to their successful inclusion. Contrary to expecta-
tions, the assumption of a significant correlation between their attitudes
toward educational inclusion and self-assessments of the contribution of
study programs to the development of competencies needed for teaching
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immigrant students was not confirmed. This result may suggest a potential
contribution of study programs to the development of future educators'
competencies. First, various (e.g., pedagogical, philosophical, sociological,
psychological, legal, etc.) knowledge about the educational inclusion of
immigrant students must be put into practice by future educators to further
develop competencies needed for teaching immigrant students. Future
educators will have the opportunity to develop, assess, and enhance their
competencies only by shifting the focus toward the practical applicability
of what they have learned and the interdependence of using "knowledge
about," "knowledge of why," and "knowledge of how" depending on the
specific situation and context. The results obtained may further suggest that
the emphasis in the initial education of future educators is more on
acquiring knowledge about various aspects of educational inclusion of
immigrant students, rather than on preparing them for direct interaction
with this socially sensitive group.

Conclusions

Previous research (Pordevi¢ et al., 2018; Zoe & Magdalini, 2024; Pantic et
al., 2011) indicates that teachers often perceive themselves as insufficiently
competent to educate immigrant students, on one hand, while curriculum
analyses of teacher education faculties (Beljanski & Dedi¢ Bukvié¢, 2020)
suggest an inadequate representation of content related to intercultural
(inclusive) education, on the other hand. However, the opinions and
attitudes of future educators regarding how they assess the contribution of
their study programs to acquiring knowledge and developing competencies
needed for teaching immigrant students, as well as whether the
contribution of their studies is significantly related to their attitudes about
the educational inclusion of immigrant students, have been lacking. This
research aimed to reassess these assumptions. According to the tested
general hypothesis of the study, the following conclusions were drawn.
First, the results obtained through descriptive statistics suggest that
future educators positively assess the contribution of study programs to
acquiring knowledge and developing competencies needed for teaching
immigrant students, as well as the importance of educational inclusion for
immigrant students. The greatest challenges to the educational inclusion of
immigrant students identified by them are the language barrier, stereotypes
and prejudices toward immigrant students, and peer rejection. Second, the
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results of the correlation analysis show that there is a significant, positive,
and weak correlation only between the contribution of the study program to
acquiring knowledge needed for educational work with immigrant students
and the attitudes of future educators toward the importance and challenges
of educational inclusion of immigrant students.

However, the general conclusion of the research should be consi-
dered regarding the limitations of the conducted study, as well as the
recommendations and values for pedagogical practice. The study has
certain methodological limitations, primarily arising from the size and
representativeness of the sample, as well as the limitations of the applied
research methods, techniques, and instruments. Due to these factors, it is
necessary to significantly improve the study programs at faculties that
educate future teachers, language instructors, and pedagogues, particularly
regarding content foundations that contribute to the development of key
skills, abilities, and attitudes for future interaction with migrant students.
One direction for practical implications could be considered in the attempt
to examine and assess the contribution of study programs at pedagogical
and education faculties from the perspective of other relevant stakeholders
in education. It would also be interesting to investigate this issue with
respect to different stages in the professional development of practitioners.
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CTYAUJCKHA ITPOI'PAMMU ITEJAT'OINKUX U HACTABHUYKHX
DPAKYJITETA U CTABOBU CTYAEHATA ITPEMA 3HAYAJY U
TEINIKORAMA OBPA3OBHE MHKJIY3UJE YYEHUKA
MMUI'PAHATA

Mapuna Cemu3s

Ancmpakm

Y konmexcmy jaenux u 0bpazosnux noaumuxa 0a cy HacmasHuyu u opyau eoyka-
mopu KbYYHU akmepu OpYyUMEEHUX NPOMEHA YCMePeHux Ka usepaorsil coyujanme
npagoe u UMKIY3Uje, aKkmyausyjy ce numarbd Keaiumema 3Hara U KOMRemeHyuja
cmyoenama OyOyhux npoceemuux paoHuka 3a pad ca Y4eHuyuma MuSpaHmcroe
nopekaa. Y pady cy npedcmagmenu pesyimamu Kopelayuone cmyouje o noeesa-
HOCIMU OONPUHOCA CIYOUJCKUX NPOSPAMA Ne0acOWKUX U HACMAGHUYKUX (PaKyimema
cmuyarpy 3Harea U paseojy KoMnemenyuja cmyoenama 3a 06pasosHu pao ca yuenu-
yumMa Muepanmuma, ¢ jeOwe cmpaue u, cmasosa 6yOoyhux npoceemuux paoHuxka o
3Hauajy u mewxohama obpasoeHe UHKIY3Uje yHeHUKA MUSpaHama, ¢ opyze cmpate.
Hcempaoicusarve je peanuzosano mokom gedpyapa u mapma 2024. 2o0une na y30pKy
cmyoenama nedazowikux, @uionowkux u gurozogpcekux gaxyrmema y Cpouju
(H=268). 3a nompebe ucmpasicusaroa, KOHCMPYUCAHU CY U NpUMerbeHu ciedehu
ucmpasicusauKky uncmpymenmu: Ynumnux o mewxohama u bapujepama obpasosue
unkysuje yuenuka muepanama u Ckana npoyene o cmagosuma CmyoeHama npema
00pa3osHoj unKIy3uju yuemuka muepanama. Pezynmamu dobujenu deckpunmugHom
cmamucmukom cyeepuwty oa 0yoyhu npoceemuu paoHuyu NO3UMUEHO NPOYErsY]y
O00NPUHOC CIYOUJCKUX NPOSpama Cmuyarsy 3Hard U pazeojy Komnemenyuja 3a pao
ca y4eHuyumMa MuepaHmckoz nOpekia, Kao u 3Hauaj oopasoére UHKIy3uje yueHuKa
muepanama. Kao najeehe mewxohe obpazosme unkysuje y4eHuka Muspanama oHu
uzosajajy: jesuuxy obapujepy, cmepeomune u npeopacyoe npema yueHuyuma Muepan-
muma u epurbauky oobauenocm. Pezynmamu Kopenayuone amanuze noxasyjy od
NnOCMOoju 3HA4AjHA, NO3UMUBHA U HUCKA NOBE3AHOCH CAMO Usmelly OOnpUHOCca cny-
OUJCKUX NPOSPAMA CIMUYAlLY 3HARA 34 00PA308HU A0 Ca YYEHUYUMA MUSDAHMUMA
u cmasosa Oy0yhux npoceemuux padHuKa npema 3Hauajy u mewikohama obpazosme
UHKTY3Uje yueHuka muspanama. Jlobujenu pezyimamu oasee Cy2epuuLy je medjicuuime
V UHUYUJATHOM 00pa308arby 6yOYAUX NpOCeemHUX PAOHUKA HA CIMUYARLY 3HARA O
PazuHumuM acnekmuma 00pasoeHe UHKIY3Uje YYeHuKa Muspanama, aiy He u Ha
FUXOBOM OCNOCO0/bABAILY 30 HENOCPEOHU paod ca 080M OPYUIIMBEHO OCEM/bUBOM
2pynom. 3602 Hagedenoz, NOMPEOHO je 3HAYAJHO YHANPeOumu Cnyoujcke npospame
gaxynmema Koju obpa3syjy Oyoyhe yuumeswe, HacmasHuKe je3uxa u neoazoze, no-
CeOHO Y OOMEHY CaAOPIHCAJHUX OCHOBA KOju OONPUHOCE PA360Jy KAYUHUX 6euimund,
cnocobrnocmu u cmagosa 3a 6yoyhu pao ca yueHuyuma Muspanmckoe nopexa.

KibyuHne peun: suare, Komnemenyuje, yueHuyu Muepanmckoz nopexid, neoazo-
WIKU U HACAGHUYKY (paKyimemu, UHKIy3uja.
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YYEBHBIE ITPOI'PAMMBI HEJAT'OTHYECKHUX
PAKYJIBTETOB U OTHOIIEHUE CTYAEHTOB K BA’KHOCTH
U TPYJTHOCTSAM OBPA3OBATEJIbHON MHTET PAITAM
CTYAEHTOB-MUI'PAHTOB

Mapuna Cemu3s

Pe3rome

B xonmexcme 2cocydapcmeentoll u 0opazo8amenbHoOl NOTUMUKU, CO2ACHO KOMOPOU
yuumens u opyaue npenooasameny A6IAI0OMCs KIOYesbIMU YUACMHUKAMU COYUATb-
HbIX USMEHeHUl, HANPAGIEeHHbIX HA NOCMPOEHUe COYUANbHOU CNPA8eoIUBoCuU U
UHmMezpayuy, aKnyanuupyloncs 60NpOCl Kauecmea 3HAHUl u Komnemenyuu 6yoy-
wux npenooasamernetl 0Jisi pabomsi co cmyoeHmamu-muepanmamu. B cmamoe npeo-
cmagienvl pesyibmamyvl KOPPEIIYUOHHO20 UCCIE008AHUSL O C653U BKIAOA NPOSPAMM
00yuenuss nedazozuyeckux (axKynbmemos 8 npuobpemeHue 3HAHULL U pa3gumue
KoMnemeHyull cmyoeHmos 05 00pa3o8amenbHol pabomvl ¢ YUAWUMUCI-MUSDAH-
mamu, ¢ OOHOU CHOPOHDI, U 8327158008 OYOYWUX Nedaz0208 HA BANCHOCHb U Mpy-
OHOCMU 00PA308AMENLHOU UHMESPAYUU YUAUWUXCA-MUSPAHMO8, ¢ Opyeou. Hccredo-
8anue nposoounocs 8 gpeepane u mapme 2024 200a na 6vlbopKe cmyOoeHmos neoa-
eoeuteckux, gunonoeuveckux u gunocogcrux gaxyromemos ¢ Cepouu (N=268).
Il uccnedoeamenvckux yenei ObLiu papabomanvl U NPUMeHeHbl cledylouue
UHCMPYMEHMbl UCCLe008AHUA: BONPOCHUK O MPYOHOCMAX U bapvepax obpasosa-
MENbHOU UHMe2PAYUU  YYAUUXCA-MUSDAHMOS U OYEHOUHAsl WKAAA OMHOUIeHUs.
VUauUxcst Kk 00pazoeamenvHoll UHmMezpayuy y4auuxcs-mwuepanmos. Pesynemameoi,
NOTYYeHHble ¢ NOMOWbIO ONUCAMENbHO CIAMUCIUKY, NOKA3bI8AlOm, Ymo 6yoyuue
npenooasamenu NONOHCUMETLHO OYEHUBAIOM BKIAO NPOSPAMM O0OYYeHUs 8 Npuo-
bpemenue 3HaHUll U pazeumue KomMnemeHyuil 01 pabomvl co CMyOeHmamu-muepan-
mamu, a maxodice BANCHOCb BKIIOYEHU. 8 00PA306aHUE CMYOEHMOG-MUSPAHMOS.
Kax camvie bonvuiue mpyonocmu obpasosamenvHol uHmezpayuu cmyoeHmog-mu-
2PAHmMO8, OHU BbLOETAION.: A3LIKOGOU bapvep, cmepeomunsl U nPeopaccyoKu 8 OMHO-
WeHUU CyOeHmMo8-MUSPanmos U Henpusamue céepcmuuxos. Pesynsmamul Koppens-
YUOHHO2O AHANU3A NOKA3bIBAIOM, YMO CYWeCmEYen 3HAYUMENbHAS, NOLOHCUTNETb-
Hasi U HU3KASL KOPPEIAYUs. MONbKO MeHCOYy 6KAA0OM YHeOHbIX NPOSPAMM 8 NpUo-
bpemenue 3Hanuil 0l 00PA308aAMENLHOU PAOOMbL CO CMYOCHMAMU-MUSPAHMAMY U
omHoweHuemM 6yOyWuUx npenooasameineti K 6adCHOCMu U mpyoOHOCMSAM GKIIOUEHUs
yuawuxcs-muepanmog 6 obpasosanue. Ilonyuennvie pesyiomamvl maxice ceude-
MenbCmayom 0 MoM, YMo OCHOBHOe BHUMAHUE 8 HaAYAbHOM 00pa308anuL 6y0yUUX
neoazo208 yOensemcs NOmy4eHUI0 3HaAHUL 0 PA3IUYHbIX ACNEeKMAax SKII0YeHUs yuad-
WUXCA-MUSPAHMO8 8 00PA306aHIe, HO He OOYUEHUIO UX HenOCpPeOCmEeHHoU pabome
C 2MOU COYUANbLHO YA38UMOU ePYNNOU. B cea3u ¢ 8blueusnodNceHnbiM HeodXo0UumMo
SHAYUMETLHO YIYUUUMb V4eOHble NPOSpaMMbl DaKyIbmema, Komopwvle obyuarom
6yOywux yuumernetl, yuyumenell s3bIK08 U nedaz0208, 0COOEHHO 8 00AACMU OCHO8
cooepacanus, Komopwvle CnocooCcmsyiom pazeumuio Kio4esblx Ha8blkog, CHOCOOHO-
cmetl u omHowteHutl 011 Oyoywell pabomvl ¢ Y4aujuUMUCI-MUSPaHmamu.

Kniouesvle cnoga: snanus, KoMnemeHyuu, y4awuecsi-muspanmel, nedazocuiecKue
Gakyrvmemoi, 06pazoeamenvHAs UHMESPAYUS.
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