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Abstract: The purpose of this study was to find out how are the quality of student-teacher interac-
tion and teachers’ practices related with school achievement during the primary education. A sample of 366
students attending 4" and 7" grades from Belgrade primary schools participated in the study. We developed
a questionnaire measuring seven dimensions of student-teacher attachment (Proximity seeking, Separation
protest, Particularity, Safe haven, Secure base, Open communication, and Closeness), and six dimensions of
teacher practices (Strict, Leadership, Instructional support, Helping/friendly, Conflict, and Dissatisfaction). The
parallel versions of questionnaire, for class teacher in 4" grade, and Math teacher in 7" grade were developed.
Based on exploratory factor analysis these dimensions were reduced on fewer number of factors. As educational
outcomes, we measured students attitude towards school and learning and school marks. Factors Attachment
to teacher, Instructional support, Positive emotional relationship with students, students” Positive attitudes
towards school and learning and school marks were taken for structural equation modeling, for each grade
separately. Results show that Attachment to teacher affects students Attitudes towards school and learning in
both grades and school marks just in 4" grade. In 4" grade, quality of Instructional support and teachers’ Posi-
tive relationship with students have effect on students’ Attachment and directly, on school marks and students’
Attitudes towards school and learning, respectively. In 7" grade, quality of teachers’ Instructional support has
effect on Math marks, while teachers’ Positive emotional relation with students affects students’ Attachment and
Math marks. Results are discussed in the light of the attachment to teacher and the quality of student-teacher
socio-emotional interaction as factors that foster teaching and learning.

Key words: attachment to teacher, instructional support, school achievement.

Developmental theory and researches pro-
vide strong support for the idea that it is the daily
interactions that children have with adults and peers
that drive learning and development (Bronfenbren-

1 Kkkrstic@f.bg.ac.rs

ner & Morris, 1998). Typically, educational research-
es are focused on the cognitive aspects of learning
and student-teacher interaction. Increasing num-
ber of studies has indicated that children’s well-be-
ing in the school and the emotional quality of teach-
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er-student interactions are fundamental for school
adjustment, learning and achievements (Baker et
al., 2003; Catalano et al., 2004; Pekrun, 2005; Sakiz
et al., 2012; Wubbels & Brekelmans, 2005). In this
research we study the importance of teacher-child
emotional relationship from perspective of the at-
tachment theory.

In spite of different conceptualization, there
is a growing convergence in the literature about the
importance of emotional and relational constructs
such as children’s sense of relatedness (Connell,
1990), belongingness (Goodenow, 1993a), school
bonding (Catalano et al., 2004), emotional and in-
structional support (Hamre et al., 2013), education-
al emotions (Pekrun, 2000; 2005), positive teacher—
child relationship (Howes & Hamilton, 1992; Pianta,
1999) or student-teacher attachment (Bergin & Ber-
gin, 2009) as contributors to school success. Positive
teacher-child relationships provide children with
the emotional security necessary to engage fully in
learning activities and scaffold the development of
key social, behavioral, and self-regulatory compe-
tencies needed in the school environment (Pianta,
1999). Despite its importance, there is little research
examining the nature or significance of teacher-stu-
dent relationships during the elementary school pe-
riod (Baker, 2006).

In this paper we analyze effects of teacher-
students socio-emotional interaction from the per-
spective of Attachment theory. First, we briefly re-
view the concept of attachment. Then we analyze
the relationship between attachment to parents and
school achievements. Finally, we discuss a student-
teacher attachment relationship. In the methodol-
ogy, we describe in details present study. Then we
present results and discuss their implications for ed-
ucational practice and research.

Attachment

Many studies of teacher—child relationship
quality have their roots in attachment theory. At-
tachment is a system of behaviors aimed at estab-
lishing and maintaining closeness and contact with
an adult figure who is sensible and responsive to the
child needs (Bowlby, 1958). Attachment theorists
posit that when significant adults provide emotional
support and a predictable, consistent, and safe en-
vironment, children become more self-reliant and
are able to take risks as they explore and learn be-
cause they know that an adult will be there to help
them (Bowlby, 1969). Studies have shown that se-
curely attached children have better early cognitive
development because of activation and maintenance
of exploration, curiosity and early learning through
new experience (Thompson, 2008; Weinfield et al.,
2008). When children feel safe and comfortable,
complementary exploratory systems, which encour-
age them to explore, are activated. Attachment fig-
ure will serve as “secure base” from which a child
can explore the environment. On the other hand,
when children are anxious, distressed or frightened,
their attachment systems are activated enforcing
them to seek for nearness and closeness with their
attachment figures (O’Connor & McCartney, 2007).

All children will establish attachment rela-
tionships with an adult who take care of them, but
the quality of attachment varies, depending on the
quality of adult-child interaction. According to at-
tachment theorists, four attachment types can be
identified: secure, insecure/avoidant, insecure/re-
sistant and insecure/disorganized or controlling
(Main & Cassidy, 1988; Moss & St-Laurent, 2001).

Attachment relationship influences school
adjustment and achievement in two ways: through
attachment to parents and through attachment to
teachers.

168



Attachment in the student-teacher relationship as a factor of school achievement

Attachment to parents
and school success

Large body of studies has shown that secure
attachment to parents is linked to cognitive skills
and school success (e.g., Van IJzendoorn, Dijkstra,
& Bus, 1995; De Ruiter & Van IJzendoorn, 1993).
Securely attached children at age 7 achieved high-
er school grades than insecure children through-
out primary and secondary school, after control-
ling for IQ and prior grades (Jacobsen, Edelstein,
& Hofmann, 1994; Jacobsen & Hofmann, 1997). In
another study, it has been found that securely at-
tached children have higher math performance at
age 16 than their insecure peers (Teo et al., 1996).
Researches indicate that secure children have more
advanced cognitive skills, including ability, intelli-
gence, memory, and reasoning than insecure chil-
dren (Spieker, et al., 2003; Van IJzendoorn, Sagi, &
Lambermon, 1992) and higher scores on communi-
cation, cognitive engagement, and mastery motiva-
tion (Moss & St-Laurent, 2001).

In recents studies attachment patterns have
been found to predict developmental quotient
(Spieker, et al., 2003) and IQ, especially verbal IQ
(van IJjzendoorn & Van Vliet-Visser, 1988; Stieve-
nart et al., 2011; O’Connor & McCartney, 2007) and
academic achievement (Jacobsen & Hofmann, 1997;
Moss & St-Laurent, 2001).

In sum, attachment studies suggest that se-
cure children tend to have higher verbal ability,
math ability, reading comprehension, and overall
academic achievement, and exhibit more curiosity
than insecurely attached children (Granot & May-
seless 2001; Pianta & Harbers, 1996; Weinfield et
al.,1999). In high school, insecure students, com-
pared to secure students, were more poorly pre-
pared for exams, did not concentrate as well, feared
failure, sought less help from teachers, and gave less
priority to studies (Larose et al., 2005).

Based on empirical findings, attachment the-

orists have developed hypotheses to explain associa-
tions between attachment and cognitive skills. Spe-

cifically, they assume that secure children engage
in more exploration, demonstrate better test-tak-
ing skills, receive higher quality maternal instruc-
tion and have more supportive social relationships
than insecure children (Van IJzendoorn et al., 1995;
O’Connor & McCartney, 2007).

Student-teacher attachment relationship

Attachment has two functions relevant to
classrooms: attachment provides feelings of securi-
ty, so that children can explore freely; and attach-
ment forms the basis for socializing children (Ber-
gin & Bergin, 2009). It might be argued that chil-
dren may use their teacher as a “secure base” for
exploring and learning (Bretherton, 1985), for the
same sort of emotional security that characterizes
the sensitive and responsive parenting (Goosen &
Van Ijzendoorn, 1990; Howes, Phillipsen, & Peisner-
Feinberg, 2000). Similar to parent-child relation-
ships, teacher-child relationships appear to serve a
regulatory function with regard to children’s social
and emotional development (Greenberg, Speltz, &
Deklyen, 1993; Pianta, 1999; Murray & Greenberg,
2000) and therefore have the potential to exert a
positive or negative influence on children’s ability to
succeed in school.

On the other hand, while they are attach-
ment-like, not all teacher-student relationships
should be characterized as attachment, because they
have some, but not all, of the characteristics and ful-
fill some of the functions of an attachment relation-
ship (Bergin & Bergin, 2009).

Several authors have used concepts from lit-
erature on parent-child attachment to define quali-
ties or dimensions of the teacher-child relationship:
i.e., secure, avoidant, resistant/ambivalent (Howes
& Hamilton, 1993); optimal, deprived, disengaged,
confused, and average (Lynch & Cicchetti, 1992);
and alternatively, closeness, dependency, and con-
flict/anger (Pianta, Steinberg, & Rollins, 1995).

Decades of study have shown that the qual-
ity of student-teacher relationships , especially en-
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couraging and positive interactions, can have an im-
pact on children’s learning, social competences and
school adaptation (Howes, Hamilton, & Matheson,
1994; Howes & Matheson, 1992; Pianta, Steinberg,
& Rollins, 1995; Egeland & Hiester, 1995; Howes &
Smith, 1995; Howes, et al., 1990).

Positive teacher-student relationships acts as
protective factors for children’s social and academ-
ic development (Baker, 2006; Pianta et al., 1997;
Valiente, et al., 2008) and can be as important as a
high quality educational program (Pianta & LaParo,
2003). Positive or “secure” teacher-student relation-
ships are those perceived by teachers to be high in
closeness and low in conflict and dependency. They
are marked by respect and caring, with children
seeing their teachers as sources of security (Pian-
ta, 1999; Rudasill & Rimm-Kaufman, 2009). Teach-
er-student relationship quality predicted academ-
ic indicators of school success during the primary
school. Researchers found out that girls experienced
more closeness and less conflict with their teachers
than did boys; and that closeness decrease during
the later years of primary school (Baker, 2006).

In elementary school, distinction is made be-
tween secure and dependent teacher-student rela-
tionships. A secure teacher-student relationship
is “characterized by trust, feeling in tune with the
student, and perceptions that the student feels safe
with the teacher, the student would seek help, and
the teacher could console the student” (Pianta &
Nimetz 1991, p. 384). A dependent relationship (or
resistant, Howes & Ritchie, 1999) is characterized by
teacher perceptions that the student is “constantly
seeking help or reassurance and reacting negative-
ly to separation from the teacher” (Pianta & Nimetz
1991, p. 385).

Evidence suggests that students with warm
and sensitive teacher tend to have greater growth in
math and reading ability (Pianta et al. 2008), higher
scores on achievement tests, more positive attitudes
toward school and more engagement in the class-
room (Birch & Ladd, 1997; Hamre & Pianta, 2001).

In contrast, children who have conflicted relation-
ships with teachers tend to like school less, experi-
ence less self-direction, and show lower levels of co-
operation in classroom activities. In sum, empirical
studies suggest that secure teacher-student relation-
ships predict greater knowledge, higher test scores,
greater academic motivation, than insecure teach-
er-student relationships (Bergin & Bergin, 2009).

The antecedents of secure teacher-student re-
lationships are very similar to antecedents of secure
parent—child attachment. Students are more likely to
develop secure relationships when teachers are in-
volved with, sensitive toward, have frequent posi-
tive interactions with children (Howes & Hamilton
1992a), hold high expectations for students (Davis,
2003), and support students autonomy during class-
room assignments (Gurland & Grolnick, 2003).

Another also important concept in classroom
environment research is school bonding or belong-
ingness (Goodenow, 1993b; Sakiz et al., 2012). This
concept refers to a sense of belonging at school and
commitment to academic goals promoted in the
school (Bergin & Bergin, 2009; Catalano et al., 2004).
Students’ sense of belonging involves close relation-
ships with peers and teachers, a commitment to suc-
ceed in school, participation in extracurricular ac-
tivities. School bonding is similar to attachment in
the way that it makes children feel secure and val-
ued, allowing them to take intellectual and social
challenges and explore new ideas. Empirical studies
suggest that school bonding is linked to higher aca-
demic achievements (Hawkins et al., 2001; March-
ant et al., 2001; Battin-Pearson et al., 2000), less de-
linquent behaviors (O’Donnell et al., 1995; Simons-
Morton et al.,, 1999), less participation in school
bullying or violence (Cunningham, 2007) and rare
dropout (Hawkins et al., 2001). School bonding and
positive attitudes towards school and learning, can
also be seen as an important educational outcome,
beside cognitive outcomes like knowledge, skills
and competencies, especially from a life long learn-
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ing perspective (Gutman & Schoon, 2013; Rychen &
Salganik, 2003).

Study rational and aims

In research on emotions in education, what
prevail are researches addressing single emotions
(like test anxiety) (e.g., Zeidner, 1988), or emo-
tions of teacher or emotions of students, and their
function and impact on cognitive processes, teach-
ing and learning (e.g., Ashby, Isen, & Turken, 1999).
More relational approaches are lacking: approach-
es that will consider emotional relationship between
teacher and students as an aspect of psychosocial
environment for teaching and learning.

On the other hand, numerous researches are
focused on the dynamics of student-teacher instruc-
tional/pedagogical interactions and how students
learn through that interaction. A new direction in
contemporary educational studies are qualitative re-
searches focused on the process of student-teacher
interaction and specific acts of students and teach-
ers in that interaction. What these researches lack
is perspective on more general emotional relation-
ship between students and teacher. This emotional
relationship is relatively stable and enduring factor
affecting not only the dynamics of student-teacher
relationship and interaction, but also the process of
teaching and learning.

The main purpose of this study was to find
out how emotional quality of interaction, specifical-
ly teacher-student attachment, and characteristics
of teachers’ practices are related with two important
educational outcomes during the primary educa-
tion: school achievements and students’ positive re-
lationship towards school and learning.

Method

This study was focused on students’ interac-
tion with and attachment to teachers at the end of
IV and VII grade of a primary school. In the Ser-

bian educational system, during the first four years
in primary school, children have one class teacher
and from V to VIII grade they have different subject
teachers. Taking into consideration that Math is one
of the key subject in the curriculum, and that previ-
ous studies shown that Math class provoke more stu-
dents’ anxiety (Radisi¢ & Baucal, 2012; Videnovi¢ &
Radisi¢, 2011) this study was focused on students’
interaction with class teacher in IV grade and with
Math teacher in VII grade.

Sample

The questionnaire was administered to a
sample of 366 students from five Belgrade primary
schools.

Table 1. Number of students according to gender and
grade

Grade
Gender 4 7 Total
Female 95 91 186
Male 92 88 180
Total 187 179 366
Instrument

There are several instruments assessing dif-
ferent aspects of teacher-student social-emotional
relationship and interaction in the classroom. Based
on the literature review, for the purpose of this re-
search, we developed a self-reporting questionnaire
designed to assess students’ perception of teacher
behavior in the classroom and of quality of teachers’
interaction with their students. Items were adapted
from several related scales:

1) The Questionnaire on Teacher Interaction
(QTI) (Wubbels & Brekelmans, 1998;
Wubbels & Levy, 1993; Lourdusamy & Swe
Khine, 2001).

2) The Classroom Assessment Scoring System
(CLASS; Pianta, LaParo & Hamre, 2008)

3) The Student Teacher Relationship Scale
(STRS; Pianta & Nimetz, 1991)
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4) The  Components of  Attachment
Questionnaire (CAQ; Parish, 2000; Parish
& Eagle, 2003)

This new questionnaire encompasses follow-
ing dimensions:

1) The Attachment to teacher scale is modi-
fied the Components of Attachment Questionnaire
(Parish, 2000) to measures the degree to which a
student perceives her/his teacher as an attachment
figure. We used five dimensions of the CAQ:

1.1) Proximity seeking (4 items)
measures student’s need to be near and close to the
teacher (e.g. Sometimes I miss my teacher when she is
not around).

1.2) Particularity (2 items) meas-
ures degree to which a student perceives his/her
teacher as a unique, special and irreplaceable figure
(e.g. My teacher is more important to me than most
other people are).

1.3) Separation protest (3 items)
measures degree to which student feels anxious or
distress upon separation from teacher as attachment
figure (e.g. I feel anxious when our teacher is away).

1.4) Safe haven (7 items) measures
degree to which student perceives his/her teacher as
a figure to whom she/he can return for comfort and
safety when upset in the school (e.g. The teacher is
available when I need her).

1.5) Secure base (4 items) measures
degree to which student perceives his/her teacher as
a secure base for exploration in the school (e.g. My
teacher helps me to explore new ideas).

Beside these, two dimensions complementary
to attachment were added:

1.6) The Closeness —(4 items, from
STRS) measures degree to which a student experi-
ences affection, warmth and open communication
with a teacher (e.g. I openly share my feelings and ex-
periences with the teacher).

1.7) The Open communication (5
items) developed for this research to measure de-

gree to which student perceive that his/her com-
munication with the teacher is open and trusty, that
teacher is available and shows understanding (e.g.
When I talk to a teacher, I see that she carefully listens
and understands me).

As antecedents of secure teacher-student re-
lationship, several characteristics of teachers prac-
tices were measured:

1) The Leadership (QTI) measures degree to
which a student perceives his/her teacher
as a person who notices what is happening,
leads, organizes, sets tasks, structures the
classroom situation, explains, holds the
attention (e.g. This teacher knows everything
that goes on in the classroom).

2) Thelnstructional Support (10 items; CLASS,
TIMSS, PISA) measures degree to which
student perceives pedagogical support that
teacher provides to them and perceives
teacher’s feedback as focused on expanding
learning and understanding ( e.g. When I
answer in the class, teacher explains what
was good and what was wrong).

3) The Strict (3 items; QTI) describes teacher
who is demanding, who checks, judges,
maintains silence, is strict and sets rules
and norms (e.g. The teacher is severe when
marking papers).

4) The Helping and Friendly (QTI) describes
teacher who assists, behaves in a friendly or
considerate manner, is able to make a joke
(e.g. The teacher helps us with our work).

5) The Conflict (5 items; STRS) measures
degree to which a student perceives her or
his relationship with a teacher as a negative
and conflictual (e.g. Teacher and I always
seem to be struggling with each other).

6) The Dissatisfied (QTI) describes teacher
who wait for silence, considers pros and
cons, keeps quite, shows dissatisfaction,
looks glum, questions, criticizes (e.g. The
teacher thinks that we don’t know anything).
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The parallel versions of the questionnaire,
for class teacher and math teacher were made.

Younger students responded on a three-
point Lickert scale to indicate agreement with each
statement (Incorrect, Don’t know, and Correct)
while older student responded on the five-point
Lickert scale (from Totally incorrect to Totally
correct).

As a measure of students” achievements, two
educational outcomes were measured:

1) The school marks: Because students in 4™
grade get all marks from one class teacher,
in order to obtain a greater variability of
marks, a composite measure was made
based on their marks in Math, Serbian
language and final mark at the end of the
previous school year. For students in 7®
grade only Math mark was used.

2) The positive attitude towards school and
learning (Popovi¢ Citi¢, 2012): this subscale
encompasses 7 items that measure: Students’
dedication to school and school obligations
(I try to achieve as better grades in school);
School bonding ( I'm happy to spend time
in school); Participation in school activities
(I participate in school sections, additional
classes or other extracurricular activities
in school); Respect of the school norms (I
respect the school rules); Positive attitudes
towards learning (Things I learn in school
are important and useful).

Data on reliability of all subscales are shown
in Table 2. As we can see, except two, the rest of the
subscales have moderate to high reliability. Due to
the low reliability of subscales Strict and Leadership,
they were excluded from further analysis.

Table 2. Reliability of subscales for 4" and 7" grade
sample

Cronbach’s Alpha
4" grade | 7" grade

Attachment to teacher 919 .930
Positive attitudes towards school and | .650 .723
learning

Strict .324 318
Leadership .361 .543
Instructional support .601 719
Positive emotional relationship with .548 .555
students

Procedure

After the students’ agreement to participate
in this research was obtained, the questionnaire
was administered to all students during the class.
Completion of questionnaire lasted less than 45
minutes in both 4™ and 7™ grades.

Results

The current study focused on the relations
among dimensions of students’ attachment to teach-
er, and students’ perception of teachers’ behaviors
and interaction on one side, and on the other side,
students’ school achievements, measured through
school marks and students’ positive attitude towards
school and learning. Separate analyses were done
for student from 4™ and 7* grade. Considering a
large number of dimensions, in order to determine
relationship between these dimensions, several EFA
were done.

Structure of relationship between
attachment dimensions

The EFA for seven dimensions of attachment
to teacher has shown that these dimensions togeth-
er make one factor in both age groups, as it was hy-
pothesized based on conceptual meaning of these
dimensions. Using principal component analysis
one factor with eigenvalue larger than one was ex-
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tracted explaining 64% of variance in 4™ grade (ei-
genvalue=4.47) and 65% of variance in 7" grade (ei-
genvalue=4.56). This factor is called Attachment to
teacher and its structure is shown in Table 3.

and who exhibits satisfaction with his/her relation-
ship with students.

Table 4. Component matrix of factor Positive
emotional relationship with students

Table 3. Component matrix of the first factor of
seven attachment dimensions

Dimension Component 1 | Component 1
4 grade 7" grade
Safe haven .870 .897
Secure base .857 .866
Proximity seeking .826 .807
Closeness .804 .870
Open communication 793 795
Particularity 720 671
Separation protest 711 716

Students who have high scores on this factor,
perceive their teacher as a figure which can comfort
them, to whom they can return if they are distressed
in school, and also who is secure base for explora-
tion and learning in classroom environment. They
seek for nearness and closeness with the teacher,
have open communication with her/him, and are
dissatisfied when teacher is not around.

Structure of relationship between dimensions
of teachers’ practices

Second analysis on the dimensions of stu-
dents’ perception of teachers’ practices, has shown
that dimension Instructional support stands as an
independent variable, while dimensions Helping
and friendly, Dissatisfied and Conflict make one
factor, which explains 68% of variance in 4™ grade
(eigenvalue=2.028) and 72% of variance in 7" grade
(eigenvalue=2.159).

Based on the meaning of these dimensions,
this factor is called Positive emotional relationship
with students (Table 4).

The Positive emotional relationship factor de-
scribes students’ perception of their teacher as help-
ful and friendly, with whom they have rare conflicts

Dimensions Component 1 Component 1

4™ orade 7% grade
Conflict -.864 -.873
Dissatisfied -.814 -.841
Helping and 786 .830
Friendly

Relationship between attachment
to teacher, school achievements
and teachers’ practices

The current study focused on the relations
among primary school students’ Attachment to
teacher, students’ perceptions of teachers” behaviors
and interactions assessed by Instructional support
and Positive emotional relationship with students’ di-
mensions, and students school marks and Positive
attitude towards school and learning. The relations
among these variables were tested using structural
equation modeling (SEM) (Byrne, 2001).

In the theoretical model we hypothesized
that students’ Attachment to teacher will influence
his/her school marks and Positive attitude towards
school and learning. Besides that, we assumed that
students’ perception of teachers practices assessed
through dimensions Instructional support, and Pos-
itive emotional relationship with student will affect
students’ attachment to teacher and, independently
students marks and Positive attitude towards school
and learning. This model is shown in Figure 1.
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Positive attitude
towards schaeol
and leaming

Aftachment to
teacher

Schocl marks

Pesitive emotional
relationship with
students

Instructional support

Figure 1: Theoretical model of assumed relationships between dimensions

The SEM model (4" grade)

SEM analysis shows that this theoretical
model fits to empirically obtained data (x*(3) =.991,
p =.803, x*/df = .330, RMR =.026, GFI = .998, RM-
SEA = .000) allowing us to analyze individual rela-
tions within the model.

As it can be seen from the Figure 2 not all
theoretically assumed relationships between varia-
bles are statistically significant. Dimension Instruc-
tional support does not have direct effect on posi-
tive attitudes towards school; and dimension Posi-
tive emotional relationship has no effect on school
marks. Model in Figure 2 depicts just statistically

significant relationships between variables (param-
eters are shown in Table 10).

As we can see, Attachment to teacher in 4™
grade, has a direct effect on both measures: stu-
dents’ school marks and Positive attitudes towards
school and learning. Students in the 4™ grade who
have warm, close and secure relationship with their
teacher have better school achievements as well as
they perceive school as something useful and inter-
esting, and themselves as more dedicated to school.
On the other hand, students will have more positive
and secure relationships with a teacher if a teach-
er has more positive emotional relationship towards

Table 10. Standardized regression coefficients of the model for 4" grade

. Standardized .\ .
Relation . . Critical ratio p
regression coefficients

Attachment to teacher  ----- > Positive att1tudes. towards 111 4810 .000

school and learning
Attachment to teacher — ----- > School marks 619 4.126 .000
Instructional support  ----- > Attachment to teacher 297 4.692 .000
Instructional support ~ ----- > School marks 404 2.691 .007
P031t.1ve el?louonal ----- > Attachment to teacher 420 6.646 .000
relationship
P051t.1ve er.notlonal _____ N Positive attltudes' towards 12 5315 000
relationship school and learning
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20
School marks

Fositive emotional
relationship with
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Figure 2: Parameters of the model of relations between students attachment to teacher, dimensions
of teacher behavior and students school achievements in 4" grade (standardized regression coefficients)

students and offers them more instructional sup-
port.

Teachers’ positive emotional relationship to-
wards students and a quality of instructional support
have also a direct influence on students’ positive atti-
tudes towards school and school marks, respective-
ly, beside their indirect effect through the students’
attachment to teacher. If a teacher has more posi-
tive emotional relationships with students, students
will have more positive attitudes towards school and
learning. But this positive emotional relationship
will have no influence on students’ marks. If teacher
gives more instructional support and higher quality
of feedback to students, they will have better school
marks, but it will not influence their attitudes to-
wards school.

Model in Figure 2 also shows that dimensions
of teacher behavior are correlated. Dimension Pos-
itive emotional relationship is correlated with In-
structional support. Teachers who have more posi-
tive emotional relationships with students will give
more instructional support.

The SEM model (7" grade)

The same theoretical model of relations be-
tween variables was applied on data from 7 grade
students. This theoretical model fits to empirically
obtained data on older sample, which means that
this model can reproduce matrix of covariances of
tasted variables (x*(6) = 6.372, p = .383, y?/df =
1.062, RMR = .050, GFI = .986, RMSEA = .019).

Model obtained for 7 grade sample data also
has theoretically assumed relationships between
variables that are not statistically significant. Attach-
ment to Math teacher has no effect on Math marks,
Instructional support does not affect neither At-
tachment to teacher and Positive attitudes towards
school. Dimension Positive emotional relationship
with students have no effect on Positive attitudes to-
wards school.

Model in Figure 3 depicts just statistically sig-
nificant relationships between variables. Values of
statistically significant parameters of the model for
7" grade are shown in Table 11.
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Table 11: Standardized regression coefficients of the model for 7" grade

Standardized
Relation regression | Critical ratio p
coeflicients
Positi ttitudes t d
Attachment to teacher ~— ----- > osttive attit es' owards 331 6.270 .000
school and learning
Instructional support ~ ----- > Math marks .303 4211 .000
Positive emotional
veemotionat > Math marks 370 5.134 000
relationship
Positive emotional
I,N . onal > Attachment to teacher .554 8.870 .000
relationship
Positive attitude
towards school
and leaming Paositive emotional
e relationship with
, students

43

Attachment to
teacher

Instructional support

School marks

Figure 3: Parameters of the model of relations between students attachment to teacher, dimensions of teacher behavior and
students school achievements in 7" grade (standardized regression coefficients)
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Attachment to Math teacher in 7" grade
has a direct effect only on a students’ Positive
attitudes towards school and learning, but not on
students’ Math marks. An emotional relationship
with a teacher will have effect on general emotional
attitude towards school, but will not affect school
achievements.

On the other hand, students will develop at-
tachment relationship with Math teacher if they per-
ceive him/her as helpful, friendly and satisfied.

On this age level, Math marks are under the
influence of two dimensions of teachers’ behavior:
teachers’ Positive emotional relationship with stu-
dents and quality of Instructional support. Students
in 7™ grade will have better Math marks if a teacher
is giving more or better instructional support, and
she/he is helping and friendly, satisfied and has rare
conflicts with students.

Model in Figure 3 shows that there is no re-
lations among dimensions of teacher behavior. Ac-
cording to seventh grade students, teachers’ positive
emotional relationship with students have no rela-
tion with the quality of teachers’ instructional sup-
port.

Interpretation and discussion

The goal of this study was to analyze direct
and indirect relations between teachers’ behaviors
and practices, student-teacher attachment relation-
ship and educational outcomes. The findings extend
our understanding of relationships between the stu-
dent-teacher attachment and students school marks
and attitudes towards school and learning in pri-
mary school. Results show that attachment to class
teacher in 4" grade has influence on both school
marks and attitudes towards school, while, in 7%
grade, attachment to Math teacher has influence just
on students’ attitudes towards school and learning
and not on the Math marks.

The findings about effect of the attachment to
teacher on school marks in 4" grade suggest that,

in warm, supportive, “secure” environment students
achieve better school results. This finding is in con-
cordance with findings from other researches indi-
cating that secure teacher-student relation support
learning and exploration in school, as the relation
of the same quality with parents does (Hamre et al.,
2013; Krstic, 2012; Bergin & Bergin, 2009; Pianta
et al., 2008). If students perceive their teacher as a
warm, sensitive, responsive, supporting, if they feel
secure and valued, that can encourage them to take
on intellectual and social challenges, to explore new
ideas and to learn.

The findings also suggest that there are some
age differences in effect of student-teacher attach-
ment. Math marks in 7% grade are not under the in-
fluence of students” attachment with Math teacher.
Students will have better Math marks if Math teach-
er has just positive emotional relation with them. So,
in 7" grade, math teacher does not have to be an at-
tachment figure for students, to comfort and to be
a secure base for them, but just to be helpful and
friendly, satisfied and non-conflictual. This finding
is in concordance with results of earlier studies sug-
gesting that association between the teacher-stu-
dent relationship and cognitive outcomes is not as
consistent as association between that relationship
and emotional outcomes (motivation, positive at-
titudes) (Wubbels & Brekelmans, 2005). Howev-
er, this finding can also reflect key developmental
changes typical for the transition from the middle
childhood to the adolescence. For first four years of
primary school, students have one class teacher for
all subjects. In the same time, they still have a need
for a stable, warm and sensitive adult figure. A class
teacher can serve as a “parent” in the school and if a
class teacher is warm and sensitive, student will de-
velop attachment relationship. From 5" grade, stu-
dents have different teachers for every subject. Sub-
ject teacher spend less time with particular students
and develop different relation with them, less warm
and sensitive. Besides that, students in 7" grade, be-
ing adolescents, have a less need for attachment fig-
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ure than younger students. In that age they seek for
peer attachments. In their relation with teachers,
they make more differentiation between emotional
relations and pedagogical support from teachers. So,
the quality of instructional support and quality of
feedback from teacher affect their marks, but emo-
tional relation with teachers affects only general at-
titudes towards school.

Our findings show that the positive and se-
cure relation with teacher, affects not only school
marks, but also affects development of positive at-
titudes towards school and learning. Students’ posi-
tive attitudes towards school and learning, as an im-
portant educational outcome, is under the influence
of students’ attachment to teacher on both ages. On
younger age, these positive attitudes are also affect-
ed by teachers’ positive emotional relationship with
students, while on older age, there is no such effect. If
younger students have positive and secure relation-
ship with their teacher, if they feel safe to explore and
learn, that will affect their overall perception and ex-
perience with a school. This finding supports Cor-
nelius-White (2007) claim, that most students who
dislike school do so primarily because they dislike
their teacher. This is also important because, sever-
al studies have linked school bonding to academic
achievement (Hawkins, et al., 2001; Marchant et al.,
2001; Battin-Pearson et al., 2000). Children who feel
a sense of attachment to school and who develop a
commitment to succeed in school are more success-
ful academically.

As the antecedents of student-teacher attach-
ment, this study has highlight positive emotional re-
lationship with students on both ages. On younger
age, instructional support also affect students’ at-
tachment with teacher, while in 7" grade, quality
of teachers’ instructional support has no influence
on students’ emotional relation with a teacher. Ear-
lier studies have pointed out teacher characteristics
such as caring, interest in, respectful encouraging,
fair as associated with several positive educational
outcomes: school achievement and attitudes (Bak-

er et al., 2003), increased self-esteem (Reddy et al.,
2003); academic achievement (Goodenow, 1993a);
academic effort (Wentzel, 1997); classroom engage-
ment (Tucker et al., 2002); school motivation (Stipek
et al., 1998). Several studies reported that students
prefer teachers who care and hold high academic ex-
pectations (Muller, Katz, & Dance, 1999; Murdock,
1999; Davis, 2003; Sakiz et al., 2012). These teacher
characteristics may improve the psychological cli-
mate of the classroom and increase the feeling of
safety, which encourage students’ classroom engage-
ment and learning. In a meta-analysis on 119 stud-
ies, Cornelius-White (2007) found a moderate cor-
relation across several person-centered teacher vari-
ables (such as empathy, warmth, encouraging) and
student achievement and attitudes. Another meta-
analysis of classroom climate, found that a common
attributes that optimize student learning are goal
directedness, positive interpersonal relations, and
social support (Hattie, 2009). So, we can conclude
that student-teacher attachment will develop when
a teacher has a positive emotional relationship with
students: when he/she is helpful, friendly, satisfied
and non-conflictual.

One more important characteristic of teach-
ers practices that influence students’ achievements
and quality of relationship with the teacher is in-
structional support. A quality of teachers’ instruc-
tional support-pedagogical support and quality
of teachers’ feedback, has direct influence on both
school marks in 4" grade and Math marks in 7"
grade. Hamre and her colleagues also found that
teachers’ instructional support predict students’ ac-
ademic functioning and engagement in classroom
activities (Hamre et al., 2013). In 4" grade, instruc-
tional support has also important effect on student-
teacher attachment.

At the end, based on these findings we can
conclude that in the 4™ grade secure student-teacher
attachment affects both measured educational out-
comes, school marks and positive attitudes towards
school and learning. Students will develop secure at-
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tachment to teacher if a teacher has a positive emo-
tional relationship with students and gives them a
high-quality instructional support. In 7" grade, stu-
dents do not need an attachment figure to have good
Math marks. At this level, attachment to teacher will
affect students’ positive attitudes towards school and
learning. Math marks in 7 grade depend on teach-
ers’ instructional support and positive emotional re-
lationship with students.

The positive relations between attachment
to teacher and students educational outcomes found
in this study provide evidence for the importance
of developing positive emotional relationship in
a classroom and creating warm, sensitive and
supporting learning environment in schools. This
study suggests that more attention should be paid
on emotional relationships between students
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Be3aHOCT y4eHMKa U HACTABHUKA Kao (pakTop MIKOICKOT mocturuyha

TpapnionamHa cTpyja UCTpaKuBama y IICUXONOTUj1 0b6pasoBama (HOKyCHpaHa je Ha M3ydaBambe
KOTHMTVMBHIX acIleKaTa y4uerba, HacTaBe J MHTepaKIuje yueHNKa 1 HactaBHuKa. Ce Behy 6poj ncTpakupama
yKasyje 1a Cy COLIIOeMOLIMOHATHO JOOPOCTabe yIeHNKa Y IITIKO/IV VI KBa/IUTET MHTePaKIVje yYeHNK-HaCTaBHIK
CYIITMHCKM 3HA4YajHU 3a IpuIarohaparme MIKOMY, y4ere M IIKOJICKO mocTurHyhe. Y oBoM pamy 6aBumo ce
3HayajeM COIMOEMOLMOHAIHOT OJHOCA YYEHMKA M HACTAaBHMKA U3 IIePCIEKTHBE Teopuje Be3nBama. OCHOBHA
ujieja OBOT MCTPaXKVBakba jecTe /la Be3aHOCT y4eHNKa 3a HACTAaBHMKA, KA0 OCHOBA HIXOBE COIMOEMOLIOHATHE
MHTEPaKIMje, MOYXKe TIOCIIEIINTH y4Yerhe U PasBoj.

Benmuku 6poj mcTpakmBama je MOKa3ao fa IofpKaBajyha m Torla MHTepaknuja ca HaCTaBHUKOM
MO>Ke MMaTyl yTUIIAj Ha y4ere, COLMja/lHe KoMIleTeH1uje 1 npuitarohasame mkonu. HactaBHUK MOXke 6MTH
»CUTYpHa 6a3a“ 3a MCTpaXXMBatbe U yuele y MIKOIM, PY>Kajyhy UCTy eMOLMOHAIHY CUTYPHOCT U HOJPIIKY
KOje KapaKTepUIIy ¥ CEH3UTUBHO U PECIIOH3MBHO poinTe/bcTBO. CTyaMje Cy oKasaje a CUTypHa BE3aHOCT 3a
poanTe/be MMa 3HaYajHe MMIUIMKAIVje 32 Pa3Boj KOTHUTUBHUX CIOCOOHOCTH, 60/bY IIKOICKY IIpyIarohenocT,
BUIIIA IIKOJICKA TTocTurHyha, pasBujennje counjaaae KomneTeHuuje. Ha cmMyaH Ha4MH ¥ CUTYPHA Be3aHOCT
3a HaCTAaBHMKA IIOBE3aHA je Ca BUIINMM IIKOJICKUM IOCTUTHYheM, MO3UTUBHMjUM CTaBOBMMA IIpeMa LIKOMN,
BehuM 3amarameM u ydyemheM y akTMBHOCTMMA Ha 4acy U pebuM noHas/bameM paspefa.

Y ncTpakuBamuMa 0 Y1031 eMolija y 00pa3oBamwy JOMIHNPAjy UCTPAXKIBaba Koja Cy POKycHpaHa
Ha 3Hayaj IIOjeAMHNUX eMolyja (Ha IpyMep, VCINTHA aHKCMO3HOCT) WIM Ha yYeHWYKe V/IM HaCTaBHUYKe
eMolVje ¥ BMUXOBY (YHKLNUjy ¥ YTHULAj Ha KOTHUTMBHE IIpoOllece, HACTaBy U ydeme. VIcTpaxuBamwa Koja
ce 6aBe MHTEepaKUMjOM Hajuenrhe MCIIUTYjy MefarolIKy VMHTEPAKIMjy HACTABHUKA M YYEHUKA U HauMHEe Ha
KOje YYeHUIM CTHYY 3Hamba U BEIITVHEe TOKOM Te MHTepakiuje. HoBy cTpyjy ncrpaxxusama y o6pasoBamwy
4yHe CTyAuje Koje ce 6aBe MUKpPOAHA/IN30M IIpOIleca MHTEPaKIyje U CIenyUYHIM ITOCTYIIIMA YIeHNKa
1 HacTaBHUKA. OHO IITO HeJOCTaje Cy MCTpaKuBama (HOKyCHpaHa Ha eMOIMOHA/IHY OfHOC ¥ IHTePaKINjy
ydYeHMKa ¥ HaCTaBHUKA. Taj eMOLMOHAIHN OffHOC je peaTMBHO CTa0WIaH 1 TpajaH (GaKkTop KOju yTude He
CaMo Ha JUHAMMKY OffHOCA J MHTepaKIlMja y4YeHNKa ¥ HaCTaBHYKa Beh 1 Ha Ipoljec HacTaBe I y4yema.

OcHOBHI IM/b OBOI' UCTPpaXXVBabha jeCTe fa YTBpAM KaKO Cy €éMOLVOHa/JIHN KBaJIUTET I/IHTepaKHI/IjC
HacCTaBHMKa 1 YY€HMKa, CHeIlI/I(i)I/I‘-IHI/I OJHOC B€3aHOCTU M KapaKTEPUCTNKE HACTaBHNYKE IIpaKCe IIOBE3aHM Ca
JBa Ba>KHa 06pa30BHa NCXOoa: MIKOJICKYM YCIIEXOM U IIO3UTUBHUM OJHOCOM YU€HMKA IIpE€Ma IIKO/IN I YICIbY.
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Papje ycMepeH Ha MCTpaXMBambe y9eHMIKE MHTEPAKIVje M BE3aHOCTH 32 YIUTE/bUIY Ha KPajy 4€TBPTOT,
OJfHOCHO HAaCTaBHMKA MaTeMaTuKe Ha KPajy CeIMOT pa3pefia OCHOBHe IIKoIe. VIcTpaxuBameM je oO6yxsaheHo
TPUCTA IIe3JieceT IIeCT YYeHNKa U3 MeT 0eorpajicCkuX OCHOBHMX IIKO/MA. 3a IMoTpede OBOT MCTPaKMBamba
YIUTHMK je KOHCTPYUCAH afIaliTalljoM HEKOIMKO II0CTOjehnx ckama KojuMa ce Mepe pasjamdnTe AMMeEHsMje
OJfHOCa yYeHMK—HACTABHVK. YIIMTHUKOM Cy obyxBahene cnefiehe mymeHsuje: fyMeHsMje COLMOEMOIVIOHATHOT
OJfHOCA HaCTaBHMKA J yYEHMKA — TpaKeme O1m3nHe, MOCeOHOCT, IPOTeCT 300T 0iBajarba, yTOUNIITE, CUTYPHA
6asa (muMeH3Nuje BE3aHOCTH), OTBOPEHa KOMYHMKaIMja M ONMICKOCT; AMMEH3Mje HAacTaBHMYKE IIpaKce —
TIeflaromika MoypIIKa, Boh)CTBO, 3aXTeBHOCT, IIOMON/ ITPUjaTe/bCKI OFHOC, 3a/J0BO/BCTBO, KOHPMUKTHOCT. Kao
Mepy 06pasOBHOT IIOCTUTHYha y3emm cMO y4eHWYKM MO3UTHBAH OFHOC IIpeMa IIKOIN ¥ y4Yery U OlieHe M3
CPIICKOT je3MKa, MaTEMAaTHKE U IPOCEYHY OLIEHY Ha KPajy IIPETXONHOT pa3pefa.

AHanu3a TOY3[JaHOCTM CKaja II0Kas3ajaa je fa JiBe CKaje (3aXTeBHOCT M BODCTBO) MMajy HUCKY
TI0Y3/[aHOCT, 300T 4era Cy MCK/bydeHe U3 a/bux aHamn3a. PakTopckoM aHamm3oM yTBpheHo je aa ce aumeHsnje
COLIOEMOLIMOHATHOT OJHOCA TPYNNUIIY OKO jefHOT (akTopa KOju je HasBaH BE3aHOCT 3a HACTABHMKA.
JlvMeH3Mje HacTaBHMYKe IpaKce: HOMON/ IpujaTe/bcKu OHOC, 3a/J0BO/BCTBO U KOH(IMKTHOCT Takobhe unHe
jeman ¢axTop, HasBaH NMO3UTMBAH eMOLVOHAHY ORHOC Ipema ydeHuima. OBe [UMeH3uje, y3 JUMeH3Nje
TIefjaroliKa MOAPIIKa U MO3UTHBAH OfHOC IpeMa KO/ U y4ewY, U LIKOJICKe OljeHe Ouie cy ocHoBa 3a SEM
aHaymm3y (structural equation modeling) Ha mogysopIMa yuyeHnKa YeTBPTOT 1 CEIMOT paspefia.

Y TeopujcKoM MOfiely IPETIIOCTAaB/bEHO je Ja BE3aHOCT 3a HAaCTaBHMKA yTHYe Ha IIKOJICKE OLeHe U
MO3UTHBAH OfIHOC ITPeMa KON U YYEeIbY, a la HACTABHMYKA IIeJarolIKa IOJpLIKa ¥ II03UTUBAH €MOLOHAIHA
OfIHOC ca yYeHMI[MIMa YTy Ha Be3aHOCT 3a HACTABHUKA, aJI) U JVPEKTHO Ha 06a 06pazoBHa nocturayha. SEM
aHa/m3oM yTBpheHo je fja, Ha 06a y3pacTa, TEOPMjCKM MOJIeTT OfirOBapa eMIIMPUjCKU H00VjeHNM HOfaLuMa,
a/i 1 fla IoCToje Bese Mehy Bapujabnama/ayuMeH3njaMa Koje HUCY 3HaYajHe.

Ha y3opky y4eHuka 4eTBpTOr paspesia yrBpheHo je ja Be3aHOCT 3a yIMTe/bUILY yTIUYe U Ha TIO3UTHUBAH
OJIHOC TIpeMa IIKOJIM U Y4ery U Ha IIKO/ICKe olieHe. C Ipyre CTpaHe, Be3aHOCT 3a YYUTE/bUILY 3aBYUCH Off 00e
IVIMeH3Mje HaCTaBHUYKe IpaKce — Off IMefjarolliKe IOAPILIKe UM MO3UTUBHOT €MOIVIOHATHOT OJHOCA IIpeMa
ydeHnnuma. VicroppeMeHo, Mefarouika MofipiiKa yTude ¥ OMPEKTHO Ha IIKOJCKe OLleHe, 0K IO3UTUBAH
€MOIL[MOHA/IHM OfIHOC Ca yYeHMIIVIMa YTUYe Ha BJUXOB OIIITY O[HOC IIpeMa MIKOIU U ydewy. OcuM Tora, oBe
IBe IMMeH3Mje HaCTaBHMUKe IpaKce Cy II0Be3aHe, IITO 3HA4M [la YYeHMI OIIaXKajy fa YYMTe/bUIla Koja UMa
MO3UTUBHUjY €MOLMOHA/IHYA OJHOC Ca IbJIMa Jaje ¥ KBaTUTEeTHM]jy IeJarolIKy MO PILIKY.

Ha yspacry yueHMKa ceMOr paspefia Be3aHOCT 3a HACTaBHMKA MaTeMaTyKe yTU4e CaMO Ha ITI03UTVBAH
OJIHOC YYeHMKa [TpeMa LIIKOJIV M YUeY, /I He 1 Ha OLieHe I3 MaTeMaTyKe. BesaHOCT 3a HACTaBHMKa MaTeMaTKe
3aBUCU CAMO Off HACTABHMYKOT IIO3UTVBHOT €MOLMOHATHOT OHOCA IIpeMa YYeHUIIMMa, He 1 Off KBajIuTeTa
IefjarolKe MOApIIKe Kojy mpyxa. Ha olileHe 13 MareMaryke yTU4y M KBaIUTET MEJAroliKe IMOAPIIKe KOjy
HACTABHIUK NIPY>Ka, a/Ii U TIO3UTUBAH eMOLMOHATHI OfHOC IIpeMa yueHunyma. OcuM Tora, Ha OBOM Y3pacTy
HeMma Melyco6He Bese n3Meby oBe 1Be nyMeH3Mje HaCTaBHIYKe IIpaKce.

Ha ocHOBY 0BMX pe3ynTaTa, MOXKe Ce 3aK/bYYMTH Ja Ha 06a y3pacTa IOCTOjU Be3aHOCT y4eHMKaA 3a
YUIMUTE/BUITY, OHOCHO HACTAaBHMKA MaTeMaTMKe M [l Ta Be3aHOCT yTWYe Ha jeflaH o 0OpasOBHMX VCXOJa,
IIO3UTUBAH OJJHOC IIpeMa 1Ko/ 1 ydery. Ha mmaheM yspacty yunrepniia je BakHa Kao Qurypa BesaHOCTH
¥ TOIIA0, CUTYpaH, IOAP)KaBajyhyu OfHOC ca YYUTE/BUIIOM INOBO/GHO YTHMYe ¥ Ha IIKOJICKO mocTurHyhe
MepeHO OlleHaMa y4eHMKa. YUeHUIyM he pasBUTH CUTYPHY Be3aHOCT 3a YUMTE/BMIlY KOja MMa HO3UTUBAH
€MOIIMOHA/THI OTHOC Ca YYeHUIMMA, IITO 3HAYM JIA je IPUjaTe/bCKU PACIIONOXKEHa, TOMayKe UM, 3aJJl0BOJbHA je
CBOjUM YYEHWIIMMA J PETKO je ca BIMa y CyKoOY; ¥ MICTOBPEMEHO TIpy>Ka KBA/IMTETHY MeIaTONIKY MO/PIIKY
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u ¢unbex. Ha crapujem yspacTy, Be3aHOCT 3a HaCTaBHMKA MaTeMaTuke nMahe yTuIlaj caMo Ha reHepaaHN
IIO3UTHBAH OJIHOC TIpeMa IIKO/MN U y4uemy. Ha oBOM y3pacTy yueHMIM MMajy Mame noTpeba, amm, uMajyhn
y BUZly Jla C€ pajii O IPeJMETHOM HACTaBHUKY, M Malbe IPUIMKA Jla PasBUjy OJHOC BE3AHOCTHU Ca jeJHUM
npenMeTHNM HacTaBHMKOM. OHO 1mTO onpebyje HBIXOB ycIex 13 MaTeMaTHKe, Cy MO3UTUBAH eMOIVIOHATHI
OJIHOC HaCTaBHUKA U KBA/INTET IIEJJarOIIKe MOJPILKE.

YTnijaj Be3aHOCTH 32 HACTaBHNMKA Ha 0Opa3oBHe UCXOJe, YTBpheH y 0BOM UCTpaKVBamy, yKasyje Ha
3HA4aj YCIIOCTaB/balba IIO3UTUBHOT eMOLMOHATHOT OJJHOCA Y YYMOHMIIN 1 pa3BMjatba TOMJIOT, CEH3UTUBHOT U
nopp>xaBajyher okpyKema 3a yuerbe y IIKOJI.

Kmyune peuu: Be3saHOCT 3a HACTAaBHMKA, INENArolllka IIOAPIIKA, eMOLMOHAJHN OFHOC, 0OpasoBHA
nocturayha.
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