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In this article we report on a study in which we examined the opinions and attitudes of teachers and learners on child rights
education in Serbian schools. The participants included teachers and learners of primary schools from 7 municipalities in
Serbia. The results show that teachers and learners held similar views on certain issues about child rights in school. Teachers
held a positive attitude toward child rights education and recognised the importance of school in this process. They assessed
their competency as insufficient, believing that child rights education was not sufficiently realised in schools, and supported
training programmes in this area. The results also show teachers’ views and suggestions for different areas of improvement.
Learners, on the other hand, regarded teachers as the most responsible factor in child rights education, and their homeroom
teachers as the greatest support in the protection of their rights. This study points to the need for a systematic approach to the
implementation of child rights education in schools.
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Introduction

The issue of child rights is a broad area approached from different perspectives and studied in different ways.
Most authors have addressed the issue of child rights education, starting from the United Nations Convention on
the Rights of the Child as the general framework. Some analyses have focused on the impact of the Convention
on the national education policies of different countries (Hareket & Gulhan, 2017; Lundy, 2012). Thus,
analysing research publications, Quennerstedt (2011) concludes that studies on child rights are, among other
things, focused on human rights orientation, and the impact of the Convention on education/education policies.
This is why, in most cases, child rights are studied and observed in an educational context. However, children
can learn about their rights everywhere in the environment that respects said rights, which does not solely
include formal education, but also their families, and the social environment in which children grow up and
develop. If the environment in which they live is respectful of child rights, then such an atmosphere will
transcend its initial area of impact and spread, and children will become more responsible and demonstrate those
forms of behaviour that respect the rights of their peers and adults (Covell, Howe & McNeil, 2010).
Familiarising children with their rights through formal and non-formal education helps raise their awareness of
the importance of respecting child rights throughout society and improving their position in all segments of life
(Stamatovi¢ & Zuni¢ Cicvari¢, 2019).

Through its broad scope of children’s education, the education system has a great influence on children’s
development and the possibilities of achieving outcomes related to child rights. Another advantage associated
with the education system is the fact that almost all children are part of this system and spend a large part of
their childhood participating in it. In this process, they establish and maintain relationships with their peers and
teachers, so it is perfectly natural to demand that the education system respects and protects child rights, and
provides conditions where children will be able to learn about those rights, exercise, and “live” them
(Stamatovi¢ & Zunié¢ Cicvari¢, 2019:87). However, learning about child rights is not enough. Relationships
established between teachers and learners, and interpersonal relationships between learners themselves must be
built on human rights values. This implies that the educational process, educational content, and teaching
methods are based on the principles of respect for the child as a participant in the learning process, which is a
great challenge for education (Quennerstedt, 2011).

Theoretical/Conceptual Framework and Literature Review

Child rights education is often defined as a way of promoting child rights in educational institutions. However, it
should be emphasised that the key role in the implementation of child rights education is attributed to schools
and teachers.

An overview of relevant literature reveals several directions for explaining the implementation of child
rights education. One of them is the approach that underlines the legal framework as the basis of children’s
rights education, highlighting the need to standardise them, harmonise the curriculum with the standards, and
define educational outcomes that directly refer to child rights (Howe & Covell, 2010; Jerome, 2016; Jerome,
Emerson, Lundy & Orr, 2015). Other approaches stress the realisation of those rights in school and emphasise
that schools should promote child rights. Some research supports the argument that schools promoting child
rights is crucial because children who learn about and exercise their rights in the school environment will
expand their knowledge and beliefs by beginning to respect the rights of others, will become more responsible
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and demonstrate behaviour based on the respect for
the rights of their peers and teachers, and become
more democratic and tolerant towards them
(Alderson, 2008; Howe & Covell, 2005;
MacDonald, Pluim & Pashby, 2012; Urinboyev,
Wickenberg & Leo, 2016). The guiding principles
that drive schools to introduce changes aimed at the
implementation of children’s rights include
inclusivity, a child-centred education process,
democracy, protection, and active promotion of the
Convention on the Rights of the Child. The
implementation of these principles requires
adaptation on the side of the school (conditions,
staff, teachers, curriculum and syllabus, teaching
methods, interpersonal relationships, etc.), and
understanding of child rights. Specifically, schools
should strive to help children learn about child
rights by giving them the education that they are
entitled to, and child rights by helping them
exercise those rights in practice (United Nations
Children’s Fund [UNICEF], 2014). The trend
observed in such schools includes an improved
classroom atmosphere, and children’s ability to
exercise their right to active participation in their
learning, which improves their motivation to deal
with school life, and empowers them to participate
in different activities and decisions concerning
themselves (Allan & I’anson 2004; Lansdown,
Jimerson & Shahroozi, 2014; Urinboyev et al.,
2016).

The realisation of these principles largely
depends on teachers. Learners are first introduced
to their teacher at the very beginning of their
education, because it is the teacher who directly
interacts and works with them, creates an
atmosphere for learning, and conveys knowledge
on child rights. Therefore, it is very important what
perceptions, beliefs and attitudes teachers hold
toward these rights. Teachers are an important
factor in shaping learner’s behaviour, creating a
favourable learning climate in the classroom, and
designing educational activities in line with the
context of children’s rights (Clair, Miske & Patel,
2012; Hareket & Giilhan, 2017). Some studies have
shown that teachers who are not sufficiently
prepared, or who don’t fully understand the context
of child rights education do not support education
based on child rights to a sufficient degree (Covell,
2007; Jerome, 2016; Jerome et al., 2015;
Urinboyev et al., 2016). To overcome this obstacle,
they need support during their initial education, but
also throughout their professional teaching careers.
When it comes to initial education, it is important
that training programmes are primarily aimed at
introducing students, future teachers, to their rights,
possibilities of their realisation, and
responsibilities. The syllabus of legal courses in
basic teacher education reveal the connection
between law and everyday life, but also shapes the
development of one’s beliefs and values, as well as

knowledge about human and child rights (Jerome,
2016). When teachers have “lived and breathed”
their rights, then they are more likely to create an
atmosphere respectful of child rights in their
teaching practice. The basis for such an atmosphere
is one’s awareness of the need to respect child
rights, which primarily arise from the respect for
human dignity and child development that takes the
needs of each child into account.

Teachers should receive support from the
school management, which must be sensitive to
these problems, and provide opportunities for
teachers and other school employees to develop
professionally and improve in all areas (Naidoo,
2019). It is the teacher’s role to base their
classroom management on democratic principles,
allowing learners to actively participate in learning
and teaching processes. If both teachers and
learners are familiar with, and if they learn about
human and child rights together, both sides will
understand the rights and responsibilities that these
entail, thus promoting democratic interaction and a
culture of human and child rights in the classroom
(Carter & Audrey, 2000). However, the question is
— what is the actual situation in practice, i.e.
educational institutions? A review of relevant
literature and research results has revealed
numerous problems and deficiencies in practice.
Quennerstedt  (2011) emphasises that the
perspective of child rights is largely absent from
educational environments, and points to the factors
in education that impede the realisation of child
rights (Quennerstedt, 2011). We should also
mention a widespread ignorance of the nature of
the Convention on the Rights of the Child, which
causes teachers to resist its implementation in their
teaching practice. Such teachers regard child rights
as a threat to their ability to control the class, i.e. as
a threat to their authority. The reason may lie in
insufficient knowledge and preparation during
initial education, or a traditional outlook on
children and their abilities (Covell et al., 2010;
Jerome, 2010). In addition, one of the reasons may
also be the existence of a hidden curriculum in
everyday school life which is the antithesis of the
formal educational intent to support children’s
rights education in school and beyond (Thornberg
& Elvstrand, 2012). The hidden curriculum implies
that during formal education, children learn and
adopt other things that are not included in the
official curriculum: they accept values, attitudes
and norms of behaviour that may not be fully in
accordance with the prescribed goal of education,
and may arise as a result of personal attitudes,
norms and values of teachers as well as their
competencies for (not) creating a democratic
atmosphere for learning and development in classes
and school in general.

There are some examples of “model schools”
in practice, which are the results of research, with



South African Journal of Education, Volume 43, Number 4, November 2023 3

optimal working conditions based on the
Convention on the Rights of the Child, and whose
initiators and implementers are teachers who
improve school and education in the context of
children’s rights. It is precisely the support of such
teachers, as well as the cumulative effect of their
efforts aimed at observance of children’s rights that
can bridge the gap between the principles specified
in the Convention and other international
documents, and the actual situation in schools — the
relationship between what should be and what is
(Covell et al., 2010; Lundy, 2012; Tomasevski,
2006). When teachers accept the approach focused
on child rights education and when it becomes an
inherent part of their beliefs, they are ready to adapt
even relatively unpromising and conservative
curriculum frameworks to the context of child
rights (Al-Nakib, 2012). However, there is little
evidence that teachers are fully and systematically
prepared to work within the context of the
Convention on the Rights of the Child. Namely,
teacher education at university level in many
European countries and beyond, doesn’t provide
enough competencies to enable future teachers to
adequately address the issue of child rights
(Thornberg & Elvstrand, 2012; Urinboyev et al.,
2016). In a broader context, some authors state that
countries often don’t possess mechanisms to ensure
teachers’ training on child rights, nor the ability to
implement these principles in practice (Jerome et
al., 2015). This is why numerous analyses and
studies recommend a revision of the university
curriculum for teacher education to develop the
competencies for child rights, and highlight the
need to improve and expand the knowledge of child
rights of those teachers who already work in school
through various training and professional
development  programmes  (Shumba, 2003;
UNICEF, 2014). Given the fact that Serbia has
signed and ratified the Convention on the Rights of
the Child, the obligation of harmonising national
legislation with the Convention, as well as the need
to improve children’s position in all segments of
life, including education, have been realised. The
realisation of child rights is fully supported by the
legal and normative documents of the Republic of
Serbia. However, few studies deal with the
specifics of child rights in school and the role of
teachers in that process in Serbia. Among those few
are studies that address the realisation of
participatory rights in school (Kravarusi¢, 2014;
Vranjesevi¢, 2012), that examine child rights to
protection from violence and bullying (Popadic,
2009), that examine different approaches to child
rights education in school (Marinkovi¢, 2004;
Pesikan, 2003), focus on the analysis of existing
forms of human rights education and intercultural
education within the civic education course
(Zukovi¢ & Milutinovi¢, 2008), and study the
conditions and requirements of child rights

education in primary schools (Stamatovi¢ & Zuni¢
Cicvari¢, 2019). This is why we decided to
examine educational possibilities and situations for
children’s rights, as well as teachers’ views on their
role and engagement in this area through research.

Method

This study was part of broader research on the
conditions and possibilities of child rights
education in Serbia. We present and analyse results
referring to child rights education in the school
context primarily from the teachers’ perspective,
and in some segments, from the learners’
perspective.

The study was empirical using a
non-experimental approach. The aim was to
examine the attitudes and opinions of teachers and
learners about child rights education. The specific
objective about teachers was focused on their
attitudes toward the knowledge and information
they possess and implement in their work in the
context of knowledge about child rights, as well as
their opinions on the possibilities for improving
this area. The other specific objective was focused
on the learners and their opinions about child
rights, and whether they supported the
implementation thereof in school or not.

The importance of this study lies primarily in
the fact that it dealt with the area of child rights in
the school context, on which very little Serbian
research exists.

Sample

The research sample comprised teachers from
seven primary schools, one from each of the seven
participating Serbian municipalities, who taught
both junior and senior grades in primary school.
The final number of respondents in the sample was
231 teachers, of which 178 (77.05%) were class
teachers (first to fourth grade), and 53 (22.95%)
subject teachers (fifth to eighth grade). As for the
learner sample, it included learners in the seventh
and eighth grades (351 learners from seven primary
schools). Learners and teachers were from the same
schools, all of which were in urban areas.

The samples on which the research was
conducted were selected among schools that serve
as a model for the implementation of programme
activities on child rights. The results obtained from
these samples illustrate the state of child rights
education in the selected schools and are used as a
framework for modelling the project aimed at
improving this area of education in schools where
the research was conducted.

Research Instruments

We used two questionnaires in the study — one for
teachers and the other for learners. The
Questionnaire  for  Teachers included 16
items/questions. The first three items referred to
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general information about teachers, while the
others referred to the research subject. The second
section was a Likert-type scale (9 positively placed
items) with a 5-point range of agreement, from 1 (I
strongly disagree) to 5 (I strongly agree) used to
measure attitudes about child rights education in
school. We calculated the value of Cronbach’s
alpha to analyse and determine the reliability of this
part of the questionnaire. The value obtained was
0.71, which is greater than 0.60 and can be
considered a satisfactory level of reliability. The
Questionnaire for Pupils included items/questions
that examined the state and needs of child rights
education. For this research, data from the section
of the research that referred to familiarising
children with their rights from their own point of
view were processed and analysed through
questions that referred to providing information,
knowledge and support to the realisation of child
rights at school. The questions included multiple-
choice questions and questions where learners were
asked to rank the offered answers.

Data Analysis

The data obtained in this research were processed
using the Statistical Package for the Social Science
(SPSS) 20.0. software. When it comes to statistical
analysis methods, we used descriptive statistics
(calculating frequencies and percentages, arithmetic
mean, standard deviation and ranking). We also
calculated the t-test of independent samples to
compare arithmetic means of the two categories of
teachers (teachers who taught junior grades (first to
fourth grade) and teachers who taught senior grades
(fifth to eighth grade)) defined as independent
variables in the research. In this way we
determined whether the attitudes of teachers who
taught junior or seniors grades, differed.

Results

In the first section we present the results obtained
from the teacher sample. We present the teachers’
attitudes about children’s rights and learning about
children’s rights in school, comparing the results on
the learner age group variable and its modalities:
teachers in junior grades, and teachers in senior
grades.

Table 1 Teacher’s knowledge and information and learning about child rights

N M c t p*

Observance of child rights in school is very important Junior grades 178 4.685 .574 420 .675
Senior grades 50 4.643 .656

Learning about child rights should be implemented in the regular Junior grades 174 3.833 1.198 .694 488

primary school curriculum Senior grades 51 3.690 914

Organisation and realisation of teaching should be based on the Junior grades 177 3514 1.378 214 .783

principles of child rights Senior grades 50 3.324 1.206

Teachers should be more familiar with child rights Junior grades 178 3.850 1.073 -1.369 .175
Senior grades 52 4.046 .785

Learning about child rights should be part of the regular teacher Junior grades 178 4.022 1.073 152 .880

education curriculum at university level Senior grades 53 4.000 .816

Children already have too many rights in school Junior grades 177 3.706 1.333 276 .783
Senior grades 53 3.651 1.131

There is resistance among teachers when it comes to the Junior grades 151 3.444 3.443 2462 .015

implementation of the Convention on the Rights of the Child Senior grades 45 2927 2.927

Teachers should base their teaching practice on the Convention Junior grades 177 3.499 1.159 .538 .543
Senior grades 50 3.323 1.229

Schools are responsible for learners” knowledge and implementation of  Junior grades 175 3.745 1.325 214 729

child rights and responsibilities

Senior grades 50 3,581 1.362

Note. *p > .05 (in all cases).

The item that stood out, i.e. the attitude with
the highest average value, was the importance of
observing child rights in school. Teachers also
expressed a high degree of agreement with the
statements referring to their need to learn more
about child rights. However, their agreement with
the statements referring to the implementation of

child rights and the Convention on the Rights of the
Child in education was significantly lower,
although they largely agreed with the statement that
the school was responsible for learners’ knowledge
and implementation of child rights and
responsibilities (Table 1).
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Table 2 Knowledge of child rights within initial teacher education

Knowledge of child rights

within initial teacher Teachers in
education Teachers in junior grades  senior grades Total

f % f % f %
Content of several courses 31 17.51 2 3.92 33 14.47
addressed child rights
Child rights were mentioned 71 40.11 9 17.65 80 35.08
sporadically
We were not familiarised 75 42.34 40 78.43 115 50.44
with child rights in initial
teacher education
Total 177 99.43 51 28.65 228 99.99

The results from Table 2 show that half of the
respondents (more teachers who taught senior
grades) stated that they did not receive any training
or knowledge about child rights during initial
teacher education.

Table 3 Teacher professional development in the
field of child rights

Attending training
programmes for child

rights f %

Yes 55 23.80
No 175 75.75
Total 230 99.55

It is also clear that a large number of teachers
did not participate in professional development
programmes dedicated to child rights (Table 3).

Table 4 Expected information and support to
teachers in the implementation of
activities related to child rights

classifying the teachers’ answers. The following
survey results were obtained from the learner
sample. Table 5 presents forms of in-school
activities where learners acquired knowledge and
information about child rights. The results show
that teachers are responsible for providing
knowledge and information about child rights
(Table 6).

Table 5 In-school activities from which learners
acquired knowledge and information
about child rights

In-school Yes No
activities f % f %
Regular classes 67 19.10 284 80.90

Civic education 184 52.40 167 47.60
classes

Homeroom 160 45.60 191 54.40
classes
Extracurricular 67 19.10 284 80.90

activities (school
clubs, student

Expected support providers M Ranking parliament)

The schoo_l counsellor and 5.108 | :‘/(\)lﬁjrrlilssh(:)%zr 4l 11.70 310 88.30

psychologist educatiL)n

School management 4.950 1

ﬁ’é‘,ﬁ‘('fw”ﬁ‘;;i?ﬁca“o” izgég :U Table 6 Staff in school responsible for providing

Representatives of the local 3.857 Y, knowledge and information about child

community rights

Parents 3.623 VI Staff in school responsible M Ranking

All teachers 4.721 |

Teachers assessed people and organisations The school counsellor and 4.681 I

from which they expected to receive support and psychologist

information on the implementation of activities Eg’r;fefgg;aig‘;réﬁeefcr‘ers ﬁgz I'U

related to child rights, rating them from 1 (most Headmaster 4012 vV

supportive) to 6 (leasst supportive). The school
counsellor and psychologist were the highest-
ranking providers, i.e., teachers expected them to
be most supportive, followed by the school
management, and the Ministry of Education. On
the other hand, teachers didn’t expect much support
from their fellow teachers (they ranked fourth), and
even less from parents (who ranked last) (Table 4).

Finally, we wanted to discover the opinions of
teachers about quality ways of addressing child
rights in school. Having analysed their open-ended
answers, we defined several categories for

Table 7 Expected support in the protection of

learners’
Expect support in the protection
of their rights M Ranking
Homeroom teacher 4.821 |
The school counsellor and 4,543 ]
psychologist
Teachers 4.213 11
Headmaster 3.987 v
Peers/friends 3.815 V
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Discussion

The results from our study point to very important
issues that have been the subject of other research.
One of them was the fact that teachers had very
positive attitudes toward the importance of child
rights education. This has been confirmed by
various research and insights which highlight the
importance of the teachers’ positive attitudes
toward child rights, and the fact that such teachers
are more willing to implement child rights in their
teaching practice (Jerome, 2016; Shumba, 2003;
Thornberg & Elvstrand, 2012). In addition, our
study shows that teachers believed schools to be
highly responsible for learning about and observing
child rights. However, the ability to observe one’s
role and the ability to implement this role in the
school practice are two very different things. It is
positive that teachers regarded the school as an
institution responsible for child rights education,
but they must also view themselves and their work
in the larger context of such school. Other research
has shown positive effects achieved by schools
whose teaching practice is fully based on the
principles of child rights education, and which
actively implement child rights and principles of
the Convention, relying on teachers for its
implementation (Covell et al., 2010; MacDonald et
al., 2012; UNICEF, 2014). Our results show that
the majority of teachers agreed that learning about
child rights should be implemented in the regular
curriculum and that the organisation and
implementation of teaching should be based on the
principles of the Convention on the Rights of the
Child. We can assume that such attitudes arise from
insufficiently developed competencies for the
implementation of children’s rights education.
Teachers’ attitudes show that they should possess
more knowledge about child rights and that such
knowledge should be acquired during initial teacher
education. Almost half of the respondents stated
that they acquired absolutely no knowledge or
information about child rights during their initial
education. Other research yielded similar results,
stating that very little attention is paid to learning
about child rights and the preparation of teachers
for their future profession (Covell, 2007; Hareket &
Gulhan, 2017). However, research by Stamatovi¢
and Zuni¢ Cicvarié¢ (2019) shows that teachers do
not see the need to implement learning about child
rights into the courses available in initial teacher
education. The situation is similar when it comes to
professional teacher development in this field.
About two-thirds of the respondents in our survey
did not attend any in-service training programmes
related to child rights. Teachers should implement
their knowledge about child rights acquired through
in-service training programmes in their teaching
practice, and in the authentic classrooms where
they teach (Huss, 2007; MacDonald et al., 2012).
Similar results indicate that it is this insufficient

knowledge of child rights and the possibility of
implementing it in one’s teaching practice that
creates resistance among teachers, and gives rise to
the attitude that child rights may pose a threat to
one’s authority in the classroom (Harcourt &
Mazzoni, 2012; Howe & Covell, 2005; Urinboyev
et al., 2016). On the other hand, our results also
show that, although teachers believed that they
didn’t possess sufficient knowledge of child rights,
they disagreed about the attitude that there was
resistance among teachers regarding the
Convention on the Rights of the Child and its
implementation.

Schools that advocate child rights education
and implement the principles of the Convention
imply mutual respect and cooperation, primarily
between teachers and learners, but also among
teachers, between teachers and other employees —
the emphasis is on the support and learning at all
levels (UNICEF, 2014). The results of our study
show that teachers expected support on children’s
rights education, primarily from the school
counsellor and psychologist (see Table 7). The
involvement of school psychologists includes the
implementation of various activities and processes
defined in the Convention on the Rights of the
Child (promoting children’s participation in
decision-making in life and school, developing and
maintaining a sense of security in the family and
school, etc.), so it can be argued that they
encourage and support the realisation of certain
rights of the child (Lansdown et al., 2014). School
psychologists and counsellors are responsible for
protecting children at school, providing support to
their development and growth, as well as for
promoting the positive adaption of young people in
the school and social environment, which certainly
implies a positive environment that respects child
rights (Theron, Liebenberg & Malindi, 2014).

The school management’s support to teachers
in the promotion and implementation of child rights
education ranked second, followed by support from
the Ministry of Education, and finally, support
from one’s fellow teachers, representatives of the
local community and parents. Teachers regard the
school management as a reliable support structure
in the implementation of child rights education.
That kind of support may be expected in the field
of a normative framework and material and
technical resources needed for the implementation
of child rights. The issue of the realisation of child
rights in the education system is roughly defined
through legal and normative documents that are
legally binding on teachers and schools. The
authors of these documents are state institutions, so
they regards the support by the Ministry of
Education in this regard as a complement to that.
Interestingly, teachers don’t expect much support
from their fellow teachers in the promotion and
implementation of children’s rights education.
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Various studies show that child rights education
has to do with teacher’s personal beliefs and
values, and that differences among them in that
respect may be significant, which is a threat to
cooperation and support (Hareket & Giilhan, 2017;
Howe & Covell, 2005; Jerome, 2010). Jerome
(2016) even points out that those teachers who,
from their beliefs and knowledge, try to promote
educational strategies that rely on the Convention
in those school environments where child rights
education comes down to empty formality, are
probably considered hypocrites.

Teacher respondents provided insight into the
possibilities and areas that should be changed or
improved to implement child rights education in
schools. Their proposals were classified into
several categories: complementing the primary
school curriculum with courses and content related
to child rights (introducing compulsory elective
courses that will address child rights and
responsibilities; expanding the content of existing
courses with topics related to child rights);
planning and implementing  extracurricular
activities in school (organising school clubs;
counselling sessions by homeroom teachers, school
counsellor and psychologist; workshops for
learners; peer education on child rights;
participation in the learners parliament); increased
learner participation (planning and defining
mechanisms for making and implementing
decisions that apply to them in cooperation with
learners); additional in-service training for teachers
in the field of child rights (arranging seminars,
forums, professional conferences).

The results we obtained from the learner
sample are discussed under several items:
providing information and learning about
children’s rights from the learners’ perspectives:
who is most responsible for teaching them about
child rights; and from whom do learners expect
most support regarding the protection of their
rights.

Learners responded that they obtained most
information and knowledge about child rights in
civic education classes, as well as homeroom
classes which aren’t regarded as regular classes.
Every fifth learner stated that they learned
something about child rights in regular classes.
Based on these results, we can see that learners
didn’t recognise the possibility of learning about
child rights in class. Results of other studies
indicate the importance of child rights in the
classroom, an active student approach to learning, a
democratic atmosphere, and the establishment of
more democratic relationships between teachers
and learners (Urinboyev et al., 2016). The
importance of creating an open school climate
where teachers and learners may openly discuss
and actively learn about children’s rights is
emphasised as well (Thornberg & Elvstrand, 2012).

Although these studies underline the importance of
learning about child rights in the classroom, there
aren’t many results that confirm that such an
approach is systematically implemented in schools,
unless we are talking about schools that
purposefully  follow the principles of the
Convention on the Rights of the Child (UNICEF,
2014). A good example is a school in Hampshire,
England, that implements a specific-purpose
curriculum of which the framework is based on
children’s rights (Covell et al., 2010). The issue of
the realisation of child rights in the education
system is roughly defined through legal and
normative documents that are legally binding for
teachers and schools. The authors of these
documents are state institutions, so they regard the
support of the Ministry of Education on this matter
as a complement to that.

In our study learners considered teachers to be
the most responsible for providing information and
knowledge about child rights, followed by school
counsellors and psychologists, civic education
teachers, homeroom teachers, and finally, the
headmaster. The situation is somewhat different
when it comes to the expected support in the
protection of their rights. Learners place the most
trust in their homeroom teachers who are not solely
focused on teaching, but also on pedagogical
activities about the class, and each learner,
followed by the school counsellor and psychologist
whom learners identified as responsible for
informing them about child rights, other teachers,
the headmaster, and finally, their peers. Promoting
schools focused on child rights requires active
learner participation and emphasises their position
and power in the protection and exercise of child
rights, which is confirmed by Allan and I’anson
(2004). Learners need to feel safe and believe that
schools protect and promote their rights.

Conclusion

Normative  frameworks arising from the
Convention on the Rights of the Child, schools
focused on education respectful to the Convention,
competency of teachers and mutual support and
democratic relationships in school are necessary for
the successful promotion and implementation of
children’s rights in school. The school and its
teachers then become important advocates of
children’s rights, i.e. they continuously provide
knowledge, support and guide learners toward
exercising their rights (Stamatovi¢ & Zuni¢
Cicvari¢, 2019).

Our study presents just a small fraction of
child rights education from the point of view of
teachers and learners in Serbian primary schools.
The results show the current situation and point out
obvious problems in this area. The problems
identified include insufficient competencies of
teachers for the implementation of child rights in
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education as a whole (classes, extracurricular
activities, relationships with learners) that they
should receive during their initial teacher
education, or in specialised in-service training
programmes. In addition, the curriculum is
deficient in content related to child rights, and
in-school activities aimed at promoting children’s
rights are limited. Research results indicate that the
framework of child rights education largely
involves routine and formal activities. The positive
attitudes of teachers regarding child rights
education, their self-assessment about a perceived
lack of knowledge in this area, as well as their
understanding of the importance of the school in
promoting child rights education can be
characterised as  resources that  provide
opportunities for schools to improve in this area.
The thing that stands out and that may potentially
change the current situation is the positive attitudes
of teachers toward child rights education and their
self-assessment about a perceived lack of
knowledge in this area, as well as their recognition
of the school as the most important factor in the
promotion of child rights education. These results
indicate the need for changes in initial teacher
education, i.e., the need to expand and improve the
university curriculum to help future teachers
develop competencies in child rights education.
Moreover, there is a need for more professional
development programmes that will also develop
such competencies of teachers who already work in
schools. Teachers recognise the possibilities for
change and the areas where change should occur,
and indicate potential solutions and ways to
improve in these areas.

Results obtained by examining learners’
opinions have many things in common with
teachers’ opinions in terms of insufficient
implementation of child rights education, i.e.
introducing and familiarising learners with child
rights sporadically and inadequately. Learners
consider teachers and homeroom teachers to be the
most responsible for teaching them about and
protecting their rights. This confirms what previous
research has shown — that we need a systematic and
planned implementation of child rights education,
in other words, a comprehensive approach to
implementation at all levels of education. This can
be a direction for the improvement of Serbian
education in this regard.

It would be interesting, as a recommendation
for further research, to examine child rights
education and the implementation of the
Convention on the Rights of the Child from the
perspective of instruction itself, it’s planning,
organisation and realisation, and interpersonal
relationships in school at all levels.
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