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Dr. Janja Bati¢

Poucevanje likovne umetnosti na daljavo

Prejeto 09.03.2021 / Sprejeto 10.05.2021
Znanstveni clanek
UDK 37.018.43:7

KLJUCNE BESEDE: likovna umetnost, poucevanje
na daljavo, nacrtovanje likovnih nalog, likovno delo
ucencev, vrednotenje in ocenjevanje

POVZETEK — V Solskem letu 2020/21 je pouk v razre-
dih, kjer likovno umetnost poucujejo likovni pedagogi,
skoraj stivi mesece potekal na daljavo. V raziskavi nas
je zanimalo, na katere nacine so ucitelji ucencem po-
sredovali likovno nalogo, kaksno je bilo nacrtovanje
likovnih nalog, kako je potekalo prakticno likovno iz-
razanje ucencev in kako je bilo izvedeno vrednotenje
in ocenjevanje. Rezultate ankete, ki jo je izpolnilo 119
uciteljev, smo obdelali na ravni deskriptivne statistike,
izracunali smo tudi Spearmanov koeficient korelacije.
Rezultati kazejo na to, da je poucevanje potekalo asin-
hrono (podajanja pisnih navodil, posnetki demonstra-
cij) in sinhrono (predvsem v obliki videokonference v
uvodnem delu ucne ure). Iz rezultatov lahko sklepamo
na dva vecja problema poucevanja likovne umetnosti
na daljavo, in sicer odsotnost individualnega svetova-
nja v fazi prakticnega likovnega izrazanja in odsotnost
skupinskega vrednotenja. Slednje so nadomestile krat-
ke pisne povratne informacije o posameznem izdelku.

1 Uvod

Received 09.03.2021 / Accepted 10.05.2021
Scientific paper
UDC 37.018.43:7

KEYWORDS: fine art, distance learning, planning
art assignment, pupils’ artwork, evaluation and as-
sessment

ABSTRACT —In the school year 2020/21, fine arts
classes taught by specialised art teachers were con-
ducted in the form of distance learning for almost four
months. In the study I wanted to know how teachers
gave pupils an art assignment; how the art tasks were
designed; how the pupils’ creative work took place,
and how the evaluation and assessment were carried
out. The results of a survey, which was completed by
119 teachers, were processed at the level of descrip-
tive statistics, and I also calculated the Spearman
correlation coefficient. The results show that teaching
took place asynchronously (giving written instructions,
recordings of demonstrations) and synchronously
(mainly in the form of videoconferencing in the intro-
ductory part of the lesson). The results indicated two
major problems of distance art learning: the absence
of individual counselling and group evaluation. The
latter was replaced by brief written feedback on each
art assignment.

Izobrazevanje na podroc¢ju likovne umetnosti v osnovni $oli ima ob svoji primarni

vlogi uresniCevanja ciljev uénega nacrta za likovno umetnost Stevilne znacilnosti, ki
pomembno vplivajo na uc¢ence. [zobrazevanje na podro¢ju umetnosti lahko pomembno
vpliva na: razvoj ustvarjalnosti in ustvarjalnega misljenja, splosno kakovost izobraze-
vanja, razvijanje podjetniskih vescin, sposobnost soocanja razli¢nih stalis¢, zmoznost
izrazanja lastnih zamisli, razvijanje obcutka odgovornosti in povezanosti s skupnostjo,
ustvarjalno reSevanje konfliktov in na bolj$e pocutje in Custveno ravnovesje (Roege in
Kim, 2013). Prav tako lahko otrokom “izvajanje umetnostnih dejavnosti pomaga lazje
obvladovati trenutne situacije” v bolnisni¢nih vrtcih (Kosmac Zalascek, 2019, str. 94).
Raziskava na podrocju lutkovnih dejavnosti in vpliva na socialno vedenje predsolskih
otrok je pokazala, da se je po trimesec¢nem izvajanju lutkovnih dejavnosti po ocenah
vzgojiteljev izboljSalo prosocialno vedenje pri vseh otrocih” (KoroSec in Batisti¢ Zo-
rec, 2021, str. 19). Pomen umetnosti v izobrazevanju, kamor sodi poucevaje likovne
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umetnosti, je tudi v tem, da predstavlja protiutez sodobnim, na kvantitativne dosezke
usmerjenim dejavnostim. Stanje, kakr$no prevladuje v vzgoji in izobrazevanju, sedaj
kaze na akumuliranje “velike koli¢ine faktografskih znanj, dozivljanje pa je zaposta-
vljeno” (Zadnik, 2021, str. 53). Problemsko zasnovan pouk likovne umetnosti podpira
ucencev ustvarjalni proces in je razdeljen na uvodni del (uvoda motivacija), osrednji del
(u€enci se ob izbranih likovnih delih umetnikov seznanijo z likovno teoreticnim pro-
blemom, likovno tehniko in likovnim motivom, ucenci se prakticno likovno izrazajo)
in zakljuc¢ni del (obi¢ajno je izvedeno skupinsko vrednotenje izdelkov po postavljenih
merilih za vrednotenje) (Tacol, 2003). Strategije oz. izhodis¢a za zasnovo uc¢nega pro-
cesa se razlikujejo glede na to, ali izhodisce pouka predstavlja likovni pojem (likovno
teoreti¢ni problem), likovna tehnika ali likovni motiv (Tacol, 2003). Izvedba uvodnega
dela pouka likovne umetnosti, ki se nanasa na motiviranje ucencev, je kljucnega pome-
na za to, da ucitelj u¢ence pritegne in spodbudi za ustvarjalno likovno izrazanje (Batic,
2003). Likovni pedagog pri pouku likovne umetnosti daje u¢encem ne glede na njihove
sposobnosti priloznost, da se izkazejo, dovoljuje u¢encem, da so originalni, neguje nji-
hov individualni likovni izraz, spodbuja in vkljucuje ucence v vseh fazah pouka likovne
vlada razli¢ne likovne tehnike, je zmoZen z u¢enci govoriti o njihovih delih na nacin,
da jih podpira, se izraza na poseben nacin (npr. uporablja metafore za opisovanje slik,
stavb), ve, kdaj se mora umakniti in dovoliti u¢encu, da najde pravo pot (Eisner, 2002).
Za uspesen pouk likovne umetnosti so potrebne odnosne spretnosti likovnega pedagoga
oz. kot izpostavita Bogdan Zupan¢i¢ in Krajnéan (2019, str. 59): “Ce strokovni delavec
torej v Solo vstopa v prvi vrsti kot vzgojitelj, nosilec odnosne kompetence, kjer so v
ospredju vzgojni cilji, je to lahko protiutez storilnostno usmerjeni, na izobrazevalne
cilje naravnani Solski kulturi.”

Sodobni principi poucevanja likovne vzgoje oz. umetnosti temeljijo na spodbujanju
moznosti izbire pri u¢encih. Likovna vzgoja na osnovi izbire (ang. Choice-Based Art
Education) omogoca ucencem, da razvijajo svoje interese, radovednost ter imajo dovolj
Casa za raziskovanje materialov, tehnik in pojmov (Douglas in Jaquith, 2018). Pristop
poucevanja, ki temelji na podlagi izbire, se imenuje poucevanje za umetnisko vedenje
(TAB — teaching for artistic behaviour). Zanj je znacilno, da se najbolj pribliza avtentic¢-
ni izkusnji likovnega ustvarjanja.

Tako kot pri tradicionalnem pouku tudi pri TAB ucitelji sledijo uénemu nacrtu,
ciljem in standardom in uporabljajo razli¢ne nacine preverjanja znanja, s katerimi spre-
mljajo ucencev napredek (Douglas in Jaquith, 2018).

Poucevanje likovne umetnosti temelji na odnosu med likovnim pedagogom in
ucencem ter na zagotavljanju pogojev za sodelovanje, izmenjavo idej in za ustvarjalno
likovno izrazanje. Zivi stik med ugiteljem in u¢encem predstavlja temelj izobrazevanja
na podroc¢ju umetnosti (Kini-Singh, 2020). Likovni pedagog pri poucevanju na daljavo
tezje opazi razline komaj opazne neverbalne znake, ki razkrivajo, kaj ucenci €utijo, o
¢em razmisljajo, kako se spopadajo s tezavami (MacMahon, 2020).

Poucevanje na daljavo je lahko izvedeno v asinhroni ali sinhroni obliki, obic¢ajno pa
gre za kombinacijo obeh (Kim, 2020):

O Asinhrono poucevanje poteka tako, da ucenec sam doloci ¢as, ko bo delal na racu-
nalniku. U¢i se v svojem ritmu. Komunikacija med uciteljem in u¢encem poteka s
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pomocjo oddanih nalog in povratnih informacij. U¢itelji in ucenci uporabljajo raz-
li¢na orodja, kot npr. elektronsko posto, dokumente Google in spletne ucilnice. U¢i-
telj je moderator, ki vzpostavi prostor za diskusijo (npr. oblikuje spletno ucilnico).

o Sinhrono poucevanje pa poteka tako, da so vsi udelezenci (ucitelj in u¢enci) so¢asno
na racunalniku. Omogocena sta interakcija iz o¢i v o¢i in pogovor v skupini. Naj-
pogostejsi videokonferencni sistemi so Zoom, Microsoft Teams in Google Hangout.
Ucitelj je v neposredni interakciji z ucenci.

Asinhrono poucevanje omogoca ucitelju veliko fleksibilnosti pri pripravi materia-
lov, u¢encem pa omogoci, da lazje upravljajo s svojim ¢asom (Daniel, 2020). Klju¢na
komponenta poucevanja likovne umetnosti na daljavo (predvsem del, ki se nanaSa na
prakti¢no likovno izrazanje) je interaktivnost (De Vries, 1996). Pri tem je treba ucence
seznaniti z dejstvom, da se od njih pricakuje sodelovanje in da bodo za sodelovanje
nagrajeni, omogociti jim je treba pogovor o likovnih delih ter skrbeti za hitre povratne
informacije (De Vries, 1996). Prehod na poucevanje na daljavo zahteva veliko predpri-
prav in postopnega izobrazevanja vseh deleznikov. Prehod na poucevanje na daljavo, ki
se je zgodil kot posledica epidemije, te postopnosti ni omogocal.

2 Metodologija

V Solskem letu 2020/21 je v obdobju drugega vala epidemije koronavirusa
(SARS-CoV-2) pouk v osnovni $oli od 19. oktobra 2020 do 15. februarja 2021 potekal
na daljavo (izjema so ucenci od prvega do petega razreda, ki so prvi teden zaprtja Se
imeli pouk v zivo in ucenci prve triade, ki so priceli s poukom v zivo 9. februarja). To
pomeni, da je v razredih, kjer obi¢ajno poucujejo likovni pedagogi, poucevanje likovne
umetnosti potekalo skoraj §tiri mesece na daljavo. V raziskavi nas je zanimalo, kako je
potekal pouk likovne umetnosti v ¢asu poucevanja na daljavo. Zastavili smo si nasle-
dnja raziskovalna vprasanja:

o0 Na katere nacine so ucitelji u¢encem posredovali likovno nalogo v ¢asu poucevanja
na daljavo?

o Kaksno je bilo nac¢rtovanje likovnih nalog v casu poucevanja likovne umetnosti na
daljavo?

o Kaksno je bilo prakti¢no likovno izrazanje ucencev v ¢asu poucevanja likovne ume-
tnosti na daljavo?

o Kako je potekalo vrednotenje in ocenjevanje likovnih izdelkov na daljavo?

Vzorec je bil priloznostni. Spletni vprasalnik smo januarja 2021 poslali na 417 ele-
ktronskih naslovov uciteljev likovne umetnosti na osnovni Soli. Na anketo se je odzvalo
182 uciteljev, vendar je anketo v celoti izpolnilo le 119 uciteljev. Anketiranje je bilo ano-
nimno in prostovoljno. Analiza vzorca pokaze, da je v raziskavi sodelovalo 16 uciteljev
(13,4%) in 103 uciteljice (86,6 %). Delovna doba anketirancev je bila naslednja: do deset
let delovne dobe (21,8 %), od enajst do dvajset let delovne dobe (22,7 %), od enaindvaj-
set do trideset let delovne dobe (21,8 %), ve¢ kot trideset let delovne dobe (33,6 %).

Oblikovali smo spletni vprasalnik s petstopenjsko lestvico stalis¢. Ucitelji so imeli
na razpolago 31 trditev vezanih na poucevanje likovne umetnosti na daljavo, in mozne



6 Didactica Slovenica — Pedagoska obzorja (2, 2021)

odgovore (1 — se nikakor ne strinam, 2 — se ne strinjam, 3 — ne vem oz. se ne morem od-
lociti, 4 — se strinjam, 5 — se zelo strinjam). Rezultate smo obdelali na ravni deskriptivne
statistike (frekvencna distribucija). Izracunali smo tudi Spearmanov koeficient korelacije
med vsemi spremenljivkami, da bi ugotovili, kako so spremenljivke med seboj povezane.

3 Rezultati in razprava

Posredovanje likovnih nalog na daljavo

1z tabele 1 je razvidno, da je vecina vprasanih uciteljev imela ustrezne tehni¢ne
pogoje za poucevanje na daljavo. Likovno nalogo so najveckrat posredovali u¢encem v
obliki pisnih navodil s slikovnim materialom.
Tabela 1

Posredovanje likovnih nalog na daljavo

Se Ne vem,
nikakor Se ne se ne Se Se zelo .
. o . Skupaj
ne strinjam | morem | strinjam | strinjam
strinjam odlociti

S % [ %] S J%) [ /%] S J%] ) |[%

Za poucevanje na daljavo
imam ustrezne tehnicne
pogoje (racunalniska oprema,
internetna povezava ...).
Likovne naloge u¢encem
najveckrat posredujem
v obliki pisnih navodil s
slikovnim materialom.

Za posredovanje likovne
naloge najveckrat pripravim 11 19,2 | 55 |46,2| 17 |14,3| 31 [26,1| 5 |42 [119[100

video razlago.

Likovno tehniko u¢encem
priblizam s podrobnim
opisom posameznih korakov
s slikovnim gradivom.
Likovno tehniko ucencem
najveckrat priblizam tako, da
jim posredujem videoposnetek
demonstracije likovne tehnike.
Likovno nalogo ué¢encem podam
s pomoc¢jo videokonferenénega | 7 | 5,9 | 29 |24,4| 21 (17,6| 22 |18,5] 40 {33,6( 119|100
sistema (MsTeams, Zoom itd.).
V ¢asu poucevanja na daljavo
sem pripravil vsaj eno
video razlago s posnetkom
demonstracije likovne tehnike.
V casu dela na daljavo sem razvil
nove digitalne kompetence.

11089 76| 5 |42]68|57,1 36 {30,3|119|100

6 [50] 1192 4 [3,4] 64 |53,8| 34 (28,6/119|100

0 (00| 6 |50 11 (9,268 |57,1| 34 (28,6/119|100

3 12,528 |23,5| 30 (25,2 47 |39,5| 11 [ 9,2 |119|100

1119225 (21,0] 7 |59 40 (33,6 36 |30,3[ 119|100

00| 4|34 9 |[76]72]|60,5 34 (28,6/119|100
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Dobra polovica uiteljev se je strinjala ali zelo strinjala s trditvijo, da so likovno nalo-
go posredovali s pomocjo videokonferenénega sistema, torej v sinhroni obliki. Zdruzeva-
nje asinhronega in sinhronega nacina poucevanja ucitelju omogoci, da nagovori ucence,
jih motivira, posreduje nove pojme, razjasni odprta vprasanja takoj, ko se pojavijo. Asin-
hrona oblika omogo¢i u¢encem, da si po preteku videokonference ponovno pogledajo
pripravljeno gradivo in se seznanijo z likovno nalogo. U¢itelji so likovne naloge posre-
dovali tudi v obliki video razlage, vendar v manjsem delezu. Pisna navodila so vsebovala
podrobne opise posameznih korakov, dodano je bilo tudi slikovno gradivo. Skoraj polo-
vica uciteljev je likovno tehniko ucencem najveckrat predstavila s posnetkom demon-
stracije likovne tehnike. Skoraj dve tretjini vprasanih uciteljev sta v ¢asu poucevanja na
daljavo pripravili vsaj eno video razlago s posnetkom demonstracije likovne tehnike. Ve-
¢ina vprasanih uciteljev je v obdobju dela na daljavo razvila nove digitalne kompetence.

Nacrtovanje likovnih nalog

V naslednjem sklopu vprasanj smo preverjali, kako so ucitelji nacrtovali likovne
naloge za delo na daljavo oz. kaks$ne tezave so pri tem imeli (tabela 2).

Tabela 2
Nacrtovanje likovnih nalog

Se Ne vem,
nikakor Se ne se ne Se Se zelo .
o o - Skupaj
ne strinjam | morem | strinjam | strinjam
strinjam odlociti

S % f %] f %) [ |f%] f |f%] f |f%

Vecino likovnih nalog za delo v
razredu sem brez tezav spremenil | 8 | 6,7 | 41 [34,5| 27 |22,7| 38 |31,9| 5 |4,2|119|100
v naloge za delo na daljavo.
Nacrtovanje likovnih nalog za
delo na daljavo je v primerjavi z
obicajnim nacrtovanjem likovnih
nalog bolj zahtevno in zamudno.
Brez tezav enakomerno
nacrtujem likovne naloge 24 120,2| 55 [46,2| 21 (17,6| 18 [15,1] 1 |0,8|119]100

vseh likovnih podrocij.
Najmanj tezav imam pri
nacrtovanju likovnih nalog 5 14,2116 [13,4| 18 [15,1| 43 |36,1| 37 |31,1| 119|100
s podrodja risanja.
Najmanj tezav imam pri
nacrtovanju likovnih nalog 13 [10,9| 27 (22,7| 34 |28,6| 41 |34,5| 4 |3,4|119]100
s podrocja slikanja.
Najmanj tezav imam pri
nacrtovanju likovnih nalog 46 (38,7 49 [41,2| 16 (134 7 |59| 1 |0,8|119]100
s podro¢ja grafike.
Najmanj tezav imam pri
nacrtovanju likovnih nalog 8 6,737 |31,1| 35 (29,4| 32 |126,9] 7 [59|119|100
s podrocja kiparstva.
Najmanj tezav imam pri
nacrtovanju likovnih nalog 4 3,429 (24,4| 36 (30,3| 41 (34,5 9 | 7,6 119|100
s podroc¢ja arhitekture.

0 (00| 5 |42 108,438 |31,9] 66 [55,5|119|100
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Mnenja uciteljev glede tezavnosti spreminjanja likovnih nalog v naloge za delo na
daljavo so zelo razli¢na, in sicer je delez uciteljev, ki se ne strinjajo ali nikakor ne stri-
njajo, da s tem niso imeli tezav, malenkost visji kot delez uciteljev, ki se s tem strinjajo
ali zelo strinjajo. Vecina vprasanih se strinja ali zelo strinja s tem, da je nacrtovanje
likovnih nalog za delo na daljavo bolj zahtevno in zamudno. Pri tem pa ni vseeno, za
katero likovno podrocje gre, saj se kar dve tretjini vprasanih ne strinjata ali nikakor ne
strinjata, da brez tezav enakomerno nacrtujeta likovne naloge za vsa likovna podrocja.
Pri pregledu posameznih likovnih podro¢ij so mnenja uciteljev deljena, hkrati pa je mo-
goce zaznati, da so imeli ucitelji najmanj tezav z nacrtovanjem likovnih nalog s podro-
¢ja risanja in najvec tezav z nacrtovanjem likovnih nalog s podro¢ja grafike. Rezultati
niso presenetljivi, saj grafika praviloma spada med tehni¢no zahtevnejsa podroc¢ja. V
domacem okolju je mogoce brez posebnih pripomockov izvesti nekaj razli¢nih grafic-
nih tehnik (npr. tisk s pecatniki, slikarska monotipija), ki pa se obi¢ajno pojavljajo v niz-
jih razredih osnovne Sole. Tehnike, kot so linorez ali suha igla, je tezje izvesti, ne samo
zaradi materialov in pripomockov, ampak tudi zaradi zagotavljanja varnosti pri delu.

Prakticno likovno izrazanje ucencev

Delo na daljavo pomembno vpliva na potek prakti¢nega likovnega izrazanja ucen-
cev, ki pri pouku v ucilnici obicajno predstavlja osrednji del pouka likovne umetnosti
(tabela 3). Pri delu na daljavo ucitelj posreduje likovno nalogo in dolo¢i ¢as, v katerem
je potrebno likovno nalogo izvesti. Iz odgovorov uiteljev je razvidno, da so izkuSnje s
tem, kako se ucenci drzijo postavljenih rokov, zelo razli¢ne. Skoraj polovica uciteljev
se strinja ali zelo strinja, da vecCina ucencev naredi svoje izdelke v postavljenem roku,
hkrati pa se s tem strinja ali nikakor ne strinja dobra tretjina vprasanih uciteljev. Ne
glede na upostevanje postavljenih rokov, vecina vprasanih poroca, da likovno nalo-
go resi ve¢ kot polovica ucencev. Individualno svetovanje u¢encem med prakti¢nim
izrazanjem pri delu na daljavo se bistveno razlikuje od individualnega svetovanja v
razredu, kjer je ucitelj prisoten skozi ves ucencev ustvarjalni proces. Dobra polovica
vprasanih uciteljev se strinja ali zelo strinja s trditvijo, da jim izvajanje pouka na daljavo
ne omogoca, da bi u¢encem individualno svetovali med delom. Nekaj ve¢ kot Cetrtina
vprasanih se s to trditvijo ne strinja ali nikakor ne strinja. Ve€ina vprasanih uciteljev se
strinja ali zelo strinja s tem, da se na likovnih izdelkih, ki nastanejo doma, takoj opazi
odsotnost individualnega svetovanja med prakti¢nim likovnim izrazanjem. Bolj deljeno
je mnenje uciteljev glede prisotnosti Sablon na likovnih izdelkih u¢encev, in sicer dobra
polovica vprasanih meni, da je teh Sablon vec¢. Ve¢ kot Cetrtina vprasanih se s tem ne
strinja ali nikakor ne strinja. Ve¢ kot polovica vprasanih uciteljev je v Casu dela na da-
ljavo pripravila vsaj eno virtualno razstavo likovnih del u¢encev. Vprasanje individual-
nega svetovanja oziroma odsotnosti le-tega je zelo pomemben vidik poucevanja likovne
umetnosti na daljavo. V fazi prakticnega likovnega izrazanja ucitelj praviloma ne po-
sega direktno v delo uc¢enca, ampak ucenca posredno usmerja in spodbuja k razmislja-
nju o svojem delu ter k iskanju kompleksnejsih likovnih resitev. Nekatere informacije
poda verbalno, zelo veliko je tudi povsem neverbalnih spodbud (prikimavanje, nasmeh
ipd.). Ob tem je za uspesno prakti¢no likovno izraZzanje uc¢encev pomembna ustvarjalna
klima v razredu, ki jo spodbuja ucitelj. Na ustvarjalno klimo lahko vpliva tudi prostor
oziroma ucilnica. Specializirane likovne ucilnice nudijo u¢encem bogat nabor razlicnih
drazljajev (posebni pripomocki za delo, plakati, likovna dela ucencev, predmeti za tiho-
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zitje ipd.). Za prakti¢no likovno izrazanje doma ni znacilna samo odsotnost uciteljevega
individualnega svetovanja, kakor so zaznali ucitelji, ampak tudi odsotnost fizicnega
prostora, namenjenega likovnemu izraZanju, pri cemer je specializirana likovna ucilnica
na nek nacin ekvivalent ateljeju umetnika.

Tabela 3
Prakticno likovno izrazanje ucencev
Se Ne vem,
nikakor | Se ne se ne Se Se zelo .
L o - Skupaj
ne strinjam | morem | strinjam | strinjam
strinjam odlociti

S [ %] S J%) [ /% S J%] ) | [%

Vecina ucencev naredi
svoje likovne izdelke v 7 15938 |31,9| 19 |16,0| 47 |39,5| 8 |6,7|119]100
dogovorjenem roku.
Likovno nalogo opravi ve¢
kot polovica ucencev.

Za delo z neodzivnimi u¢enci
imamo na $oli izdelane 3 125|119 |16,0] 22 |18,5| 55 |46,2| 20 |16,8| 119|100
posebne strategije dela.

Izvajanje pouka na daljavo mi

ne omogoca, da bi u¢encem 7 15,91 28 (23,5 19 [16,0| 31 |26,1| 34 |28,6| 119|100
individualno svetoval med delom.
Kakovost likovnih izdelkov,
ki nastajajo na daljavo, je
primerljiva s kakovostjo
izdelkov, ki nastajajo v uéilnici.
Na likovnih izdelkih, ki jih
oddajo ucenci, se takoj opazi
odsotnost individualnega 1 108 9 [7,6 18 [15,1| 42 |35,3| 49 |41,2| 119|100
svetovanja ucitelja med
prakti¢nim likovnim izrazanjem.
Na likovnih izdelkih, ki jih
oddajo uéenci, opazim ve¢
ponavljanja Ze videnih shem

(Sablon) kot sicer v razredu.

V casu dela na daljavo sem

pripravil vsaj eno virtualno
razstavo likovnih del uéencev | 10 | 8,4 | 30 [25,2| 4 |3,4| 33 [27,7| 42 |35,3| 119|100
(npr. objava del na spletni strani

Sole, v Padletu, Artsteps).

1108 7 [59]20(16,8] 62 (52,1 29 {24,4| 119|100

25 |21,0| 52 |43,7| 22 [18,5] 15 [12,6] 5 [4,2[119]100

3 12,5] 321269 16 (13,4 50 |42,0| 18 [15,1]| 119|100

Vrednotenje in ocenjevanje

Vrednotenje likovnih del predstavlja zaklju¢no fazo ustvarjalnega procesa. Skoraj
tretjina vprasanih uciteljev se strinja ali zelo strinja s tem, da ucenci pri delu na dalja-
vo brez tezav razumejo in upostevajo podana merila za vrednotenje likovnih izdelkov
(tabela 4). Nekoliko manj se jih s tem ne strinja ali nikakor ne strinja. Priblizno dve
tretjini uciteljev skupinskega vrednotenja pri delu na daljavo nista izvajali, ucitelji so
najpogosteje vsakemu uéencu individualno posredovali pisno povratno informacijo. Ce



10 Didactica Slovenica — Pedagoska obzorja (2, 2021)

vrednotenje razumemo kot pogovor o likovnih delih, ki ga moderira ucitelj in v njem
sodeluje skupina u¢encev, potem izvedba v asinhroni obliki ni mogo¢a. Namen vredno-
tenja ne more biti podajanje korektur, ampak razprava o razli¢nih likovnih resitvah. Iz
odgovorov sklepamo, da je vrednotenje lahko izvedla le tretjina uciteljev. Dobra tretjina
vprasanih se namre¢ strinja ali zelo strinja s trditvijo, da je vrednotenje obic¢ajno izvedla
s pomocjo videokonferencnega sistema s celotno skupino ucencev.

Tabela 4
Vrednotenje in ocenjevanje
Se Ne vem,
nikakor Se ne se ne Se Se zelo .
. o . Skupaj
ne strinjam | morem | strinjam | strinjam
strinjam odlociti

S I% | f /% f |J%) [ /% f |f%] [ 1%

Ucenci pri delu na daljavo
brez tezav razumejo in
upostevajo podana merila za
vrednotenje likovnih izdelkov.
Skupinskega vrednotenja
likovnih izdelkov ne izvajam,
ampak najpogosteje vsakemu | 11 | 9,2 | 20 [16,8] 7 |59 | 48 {40,3| 33 |27,7/ 119|100
ucencu individualno posredujem
pisno povratno informacijo.
Vrednotenje najveckrat izvedem
tako, da zberem vsa likovna

dela v enem dokumentu 33 [27,7| 58 |48,7| 12 10,1 10 |84 | 6 |5,0 (119|100
in posljem pisno povratno
informacijo celotnemu razredu.
Vrednotenje obi¢ajno
izvedem s pomocjo
videokonferen¢nega sistema
s celotno skupino ucenceyv.
Ocenjevanje likovnih
izdelkov na daljavo mi ne 15 |12,6] 42 (35,3]| 24 |20,2| 32 |26,9] 6 |5,0 119|100
povzroca posebnih tezav.
Obicajno ucenci delajo
dolocen izdelek za oceno,
zato na tak na¢in ocenjujem
tudi v Casu dela na daljavo.
Ne ocenjujem posameznega
izdelka, ampak vec¢ izdelkov
skupaj (npr. ocena portfolia), 30 (25,2| 48 (40,3| 15 |12,6] 20 [16,8] 6 | 5,0 [119|100
zato tako ocenjujem tudi
v Casu dela na daljavo.

3 12,5] 32269 45 (37,8 33 |27,7| 6 |5,0 (119|100

18 |15,1| 38 |31,9| 20 |16,8| 23 [19,3| 20 |16,8| 119|100

17 |14,3| 44 |37,0| 24 |20,2| 26 (21,8 8 | 6,7 [ 119|100

Glede ocenjevanja imajo ucitelji zelo deljena mnenja, in sicer skoraj polovica se jih
ne strinja ali nikakor ne strinja s tem, da jim ocenjevanje likovnih izdelkov na daljavo
ne povzroca posebnih tezav. Manj kot tretjina se jih strinja ali zelo strinja s tem, petina
pa ni vedela ali se ni mogla odlociti. Dobra polovica vprasanih se ne strinja ali nikakor
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ne strinja s trditvijo, da obicajno ucenci delajo dolocen izdelek za oceno, zato so na tak
nacin ocenjevali tudi v ¢asu dela na daljavo. Skoraj dve tretjini vprasanih se ne strinja ali
nikakor ne strinja s trditvijo, da ne ocenjujejo posameznega izdelka, ampak ve¢ izdelkov
skupaj (npr. ocena portfolia), zato so ti na tak nacin ocenjevali tudi v ¢asu dela na daljavo.

Povezanost med spremenljivkami

V nadaljevanju smo izracunali Spearmanov koeficient korelacije med vsemi spre-
menljivkami, da bi ugotovili, kako so spremenljivke med seboj povezane. V nadaljeva-
nju bomo navedli samo statisti¢no znacilne rezultate z zmerno do mo¢no povezanostjo
(rs> 0,4). Moc¢na povezanost je med spremenljivkama “vrednotenje obic¢ajno izvedem
s pomocjo videokonferencnega sistema s celotno skupino ucencev” in “likovno nalo-
go ucencem podam s pomocjo videokonferen¢nega sistema (MsTeams, Zoom itd.)”
(rs = 0,64, p < 0,05). Mocna povezanost je pricakovana, saj je razumljivo, da so ucitelji,
ki so uvodni del ure izvedli sinhrono, tako izvedli tudi zaklju¢ni del. Zmerno negativno
povezanost zasledimo med spremenljivkama “vrednotenje obicajno izvedem s pomocjo
videokonferencnega sistema s celotno skupino ucencev” in “skupinskega vrednotenja
likovnih izdelkov ne izvajam, ampak najpogosteje vsakemu ucencu individualno posre-
dujem pisno povratno informacijo” (ry =—-0,42, p < 0,05).

Zmerno povezanost zasledimo med spremenljivkama “na likovnih izdelkih, ki jih
oddajajo ucenci, opazim vec ponavljanja ze videnih shem (Sablon) kot sicer v razredu”
in “na likovnih izdelkih, ki jih oddajo ucenci, se takoj opazi odsotnost individualnega
svetovanja ucitelja med prakti¢nim likovnim izrazanjem” (rg = 0,44, p < 0,05). Tudi ta
povezanost je pri¢akovana. Sablone na likovnih izdelkih uéencev so lahko eden od
pokazateljev odsotnosti individualnega svetovanja. Zmerno negativno povezanost za-
sledimo med spremenljivkama “na likovnih izdelkih, ki jih oddajajo uéenci, opazim ve¢
ponavljanja ze videnih shem (Sablon) kot sicer v razredu” in “kakovost likovnih izdel-
kov, ki nastajajo na daljavo, je primerljiva s kakovostjo izdelkov, ki nastajajo v ucilnici”
(rs=-0,42, p < 0,05). Zmerno negativno povezanost zasledimo med spremenljivkama
“na likovnih izdelkih, ki jih oddajo ucenci, se takoj opazi odsotnost individualnega sve-
tovanja ucitelja med prakti¢nim likovnim izrazanjem” in “kakovost likovnih izdelkov,
ki nastajajo na daljavo, je primerljiva s kakovostjo izdelkov, ki nastajajo v ucilnici”
(rg=-0,48, p <0,05).

Zmerno povezanost zasledimo med spremenljivkama “v ¢asu poucevanja na da-
ljavo sem pripravil vsaj eno video razlago s posnetkom demonstracije likovne tehni-
ke” in “za posredovanje likovne naloge najveckrat pripravim video razlago” (rg = 0,58,
p < 0,05). Tudi ta povezanost med spremenljivkama je pricakovana. Zmerno povezanost
zasledimo med spremenljivkama “najmanj tezav imam pri nacrtovanju likovnih nalog
s podrocja arhitekture” in “najmanj tezav imam pri nacrtovanju likovnih nalog s podro-
¢ja kiparstva” (rg = 0,54, p < 0,05). To pomeni, da so se ucitelji, ki so se strinjali, da so
imeli najmanj tezav pri nacrtovanju likovnih nalog s podrocja arhitekture, strinjali tudi
s tem, da so imeli najmanj tezav pri nacrtovanju nalog s podrocja kiparstva. Povezanost
je pricakovana, saj gre pri obeh podrocjih za oblikovanje v tridimenzionalnem prostoru
s podobnimi ali celo enakimi materiali za oblikovanje. Zmerno povezanost zasledimo
med spremenljivkama “obicajno ucenci delajo dolocen izdelek za oceno, zato na tak na-
¢in ocenjujem tudi v ¢asu dela na daljavo” in “ocenjevanje likovnih izdelkov na daljavo
mi ne povzroca posebnih tezav” (rg = 0,43, p < 0,05). Povezanost je pricakovana, saj je
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ocenjevanje posameznega izdelka na daljavo lazje izvedljivo kot ocenjevanje portfolia.
Tisti ucitelji, ki v razredu obicajno ocenjujejo posamezne izdelke, na tak nacin ocenju-
jejo tudi na daljavo in tem uciteljem ocenjevanje na daljavo ni predstavljalo posebnih
tezav. Razlog za to lahko morda iS¢emo v sami izvedbi ocenjevanja, saj ocenjevanje
posameznega izdelka pomeni, da ucitelj na podlagi meril za posamezni izdelek poda
oceno. In to je lazje izvedljivo na daljavo kot izvedba katere druge primernejse oblike
ocenjevanja, kot npr. ocenjevanje portfolia.

4 Zakljutek

Podajanje likovnih nalog na daljavo je v veliki meri temeljilo na pisnih navodilih.
Ob tem pa je dobra polovica uciteljev likovno nalogo podala s pomocjo videokonfe-
ren¢nega sistema. Ucitelji, ki so likovno nalogo podali s pomocjo videokonferencnega
sistema, torej sinhrono, so tudi vrednotenje izdelkov izvedli na enak nac¢in. Ceprav so
ucitelji v zelo majhnem delezu posegali po video razlagah, lahko vidimo, da je skoraj
polovica uciteljev likovno tehniko u¢encem priblizala s posnetkom demonstracije. Te-
zavnost nacrtovanja likovnih nalog oz. spreminjanje likovnih nalog v naloge, ki so pri-
merne za delo na daljavo, je bila za ucitelje zelo razlicna. Kljub temu je delez uciteljev,
ki jim je to predstavljalo tezave, nekoliko visji od deleza uciteljev, ki so likovne naloge
brez tezav spremenili. Pri tem je pomembno tudi to, za katero likovno podrocje gre.
Ucitelji so imeli najmanj tezav z risanjem in najve¢ tezav z grafiko, kar je pricakovano
glede na naravo likovnega podrocja. U¢itelji so na likovnih izdelkih v veliki meri opazi-
li odsotnost individualnega svetovanja. U¢itelji, ki so opazili odsotnost individualnega
svetovanja ucencem v likovnih izdelkih, so hkrati opazili ve¢ ponavljanja Ze videnih
shem (Sablon). Sklepamo, da se je na izdelkih, narejenih doma, pojavilo ve¢ ponavljanja
podob in stereotipnih upodobitev, saj so ucenci pomoc¢ in navdih iskali na spletu ali pa
so se zadovoljili z najpreprostejSimi resitvami. Skupinskega vrednotenja izdelkov, ki
predstavlja sklepno etapo uc¢ne ure, ve¢inoma ni bilo. Vrednotenje izdelkov je na nek
nacin zamenjala pisna povratna informacija oz. opisna ocena izdelka, ki so jo ucitelji
posredovali vsakemu ucencu posebej. Ob zelo o€itnih pomanjkljivostih poucevanja pri
delu na daljavo, kot je odsotnost zivega stika, pri pouc¢evanju likovne umetnosti lahko
izpostavimo odsotnost individualnega svetovanja in skupinskega vrednotenja. Likovna
umetnost na daljavo je lahko kratkotrajna nadomestna izkusnja, pri ¢emer se je potreb-
no zavedati njenih Stevilnih omejitev.

Janja Batic, PhD

Teaching Art Classes in the Form of Distance Learning

Fine arts education in primary school has many characteristics that have a signifi-
cant impact on pupils. The problem-based art class supports the pupil s creative process
and is divided into an introductory part (motivation), a middle part (pupils learn about
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the theoretical problem, the technique and motif, and create their own work of art),
and a final part (usually a group evaluation of artworks made by pupils according to
the set evaluation criteria) (Tacol, 2003). Strategies for designing the learning process
vary depending on whether the starting point of the class is an artistic concept, an art
technique or an artistic motif (Tacol, 2003). The implementation of the introductory
part of the art class, which refers to the motivation of pupils, is essential for the teacher
to attract and encourage pupils to express themselves creatively (Batic, 2003). Art tea-
chers bring pupils into the world of imagination and they master various art techniques,
are able to talk to pupils about their work in a supportive way, use words in a special
way (e.g. the use of metaphors to describe paintings or buildings), and know when to
step back and allow the pupil to find the right path (Eisner, 2002). The contemporary
principles of teaching art are based on promoting choice in pupils. Choice-based art
education allows pupils to satisfy their interests and curiosity and get enough time to
experiment with materials, techniques and concepts (Douglas and Jaquith, 2018). The
choice-based teaching approach is called teaching for artistic behaviour (TAB). This
approach is most similar to the authentic experience of artistic creation. As with tradi-
tional instruction, TAB teachers follow the curriculum, objectives and standards, and
use different ways of evaluating knowledge to monitor the pupils’ progress (Douglas
and Jaquith, 2018).

The teaching of fine arts is based on the relationship between the art teacher and
the pupil. The art teacher provides the conditions for participation, for an exchange
of ideas and for creative artistic expression. Face-to-face contact enables the establi-
shment of a teacher-pupil relationship as a cornerstone of art education (Kini-Singh,
2020). When teaching remotely, it is difficult to see a variety of barely noticeable non-
-verbal signs that reveal what pupils feel or think and how they deal with problems
(MacMahon, 2020). Distance learning can be done in an asynchronous or synchronous
form, but it is usually a combination of the two. Asynchronous learning gives the tea-
cher a great deal of flexibility in the preparation of materials and enables pupils to ma-
nage their time more easily (Daniel, 2020). The key component of distance art learning
(mainly relating to practical artistic expression) is interactivity (De Vries, 1996). In this
interactive approach, pupils should be made aware of the fact that they are expected to
participate and that they will be rewarded for their participation, be able to talk about
artworks, and be provided with feedback (De Vries, 1996). The transition to distance le-
arning requires a great deal of preparation and the adoption of progressive educational
principles for all stakeholders. The transition to distance learning which occurred as a
consequence of the COVID-19 epidemic did not allow this graduality.

In the school year 2020/21, fine arts classes taught by specialised art teachers were
conducted in the form of distance learning for almost four months. In the study I wanted
to know how teachers gave pupils an art assignment,; how the art tasks were designed;
how the pupils’ creative work took place, and how the evaluation and assessment were
carried out. In the study a convenience sample was used. In January 2021, an onli-
ne questionnaire was sent to 417 e-mail addresses of art teachers; of these, 182 tea-
chers responded to the survey, but only 119 teachers completed the survey. The survey
was anonymous and voluntary. The sample analysis shows that 16 teachers were male
(13.4%) and 103 teachers were female (86.6 %). The length of teaching experience was
as follows: up to 10 years of teaching experience (21.8 %), 11 to 20 years of experience



14 Didactica Slovenica — Pedagoska obzorja (2, 2021)

(22.7 %), 21 to 30 years of experience (21.8 %), and more than 30 years of experience
(33.6 %). An online questionnaire was created, in which teachers responded to 31 items
tied to distance art learning using a 5-point Likert scale (ranging from “1 — I strongly
disagree” to “'5 — I strongly agree”).

The results of the study showed that pupils were largely given art assignments ba-
sed on written instructions. At the same time, more than half of the teachers also used a
videoconferencing system. Combining an asynchronous and synchronous teaching me-
thod enables the teacher to address the pupils, motivate them, convey new notions, and
answer questions as soon as they arise. The asynchronous form allows pupils to review
the prepared material after a videoconference, whenever they choose to do so. Teachers
who created the artwork with the help of a videoconferencing system, i.e. synchronously,
also performed the evaluation of pupils’ artworks in the same way. Although teachers
did not often use video explanations, almost half of them found a way to demonstrate the
art technique to pupils. The difficulty of planning art tasks or turning art tasks into tasks
suitable for distance learning differed greatly among teachers. However, the proportion
of teachers who had problems was slightly higher than the proportion of teachers who
easily changed their fine arts tasks. What is important here is also what the art category
is about. Teachers had the least difficulty with drawing and the most problems with
graphics, which is expected given the nature of the art category. Graphics or printma-
king is one of the more technically demanding areas. In the home environment, a few
different graphic techniques can be performed without special tools, but these usually
appear in the lower years of primary school. Techniques such as linocut or drypoint
are more difficult to implement, not only because of the materials and tools, but also
with regard to ensuring work safety. Teachers largely noticed the absence of individual
counselling regarding pupils’ artworks. At the same time, the teachers who noticed this
absence also noticed several repetitions of previously seen compositions. It has been
concluded that there were several repetitions of images and stereotypical depictions
in the products created at home, as pupils searched online for help and inspiration, or
satisfied themselves with the simplest solutions. The issue of individual counselling or
the absence of it is a very important aspect of distance art learning.

When pupils are working on their art task, the teacher does not, as a rule, interfere
directly with the work of the pupil, but indirectly guides and encourages the pupil to
think about his or her work and to find more complex artistic solutions. Some of the
information is given verbally, but there are also many non-verbal incentives (nods, smi-
les, etc.). At the same time, the teacher promoting a creative climate in the classroom is
important for the successful artistic expression of pupils. The creative climate can also
be affected by the space or the classroom. Specialised art classrooms offer pupils a va-
riety of different stimuli (special tools for work, posters, works of art by pupils, still-life
objects, etc.). Performing art tasks at home means not only the absence of the teacher’s
individual counselling, as has been perceived by the teachers, but also the absence of a
physical space for artistic expression, where a specialised art classroom is in some way
the equivalent of an artist’s studio.

The group evaluation of pupils’ artworks, which represents the final stage of the
lesson, was mostly not conducted at all. In the classroom, the evaluation usually takes
place in the form of frontal teaching, as the teacher holds a conversation with the entire
group of pupils alongside exhibited artworks. The conversation takes place according
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to the criteria set when the art task was being carried out. When working remotely, the
teacher also sets the evaluation criteria that pupils must follow when working. The
success of the pupils’ artwork also depends on their understanding of the instructions.
The evaluation of artworks is replaced by written feedback or a descriptive assessment
of the artworks provided by teachers to each pupil separately. Besides obvious shortco-
mings in distance learning, such as the absence of face-to-face contact, the absence of
individual counselling and group evaluation can be highlighted. Teaching art classes
in the form of distance learning can be an alternative short-term solution. However,
decision-makers should be aware of its many limitations.
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POVZETEK — Prispevek predstavija raziskavo na re-
prezentativnem vzorcu vseh 28 slovenskih osnovnih Sol
za otroke s posebnimi potrebami, v kateri je sodelova-
lo 240 strokovnjakov. Cilj nasega raziskovanja je bil
prouciti kompleksen sistem spremenljivk, povezanih s
Jfolklorno dejavnostjo v slovenskih Solah s posebnim
in prilagojenim programom vzgoje in izobrazevanja,
ter odkriti glavne dimenzije. Strokovni delavci so iz-
razili svoje strinjanje s 34 izjavami, povezanimi s fol-
klorno dejavnostjo, na 5-stopenjski Likertovi lestvici.
Zanesljivost vprasalnika je ustrezno visoka (Cronbach
koeficient a. = 0,834). Izvedena je bila eksploratorna
faktorska analiza. Pojasnjene je 63,5% variance,
ekstrahiranih je bilo devet faktorjev: moznost inklu-
zije; pogostost inkluzije; Solske razmere; prednosti;
ucni nacrt; skupinsko delo, dodatno izobrazevanje
in odnos do folklore; interesi ucencev; ucne oblike;
kompetence. Ocenjujemo, da je struktura faktorjev
smiselna in da jo je mogoce dobro interpretirati. Nasa
raziskava potrjuje pomembnost vkljuc¢evanja folklore
v izobrazevanje otrok s posebnimi potrebami ter pred-
stavlja osnovo za nadaljnje raziskovanje folklorne de-
Javnosti v razlicnih izobrazevalnih programih.

1 Introduction
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ABSTRACT — The article presents research on a rep-
resentative sample of all 28 Slovenian schools for
students with special needs, in which 240 profession-
als participated. Our aim was to explore the complex
system of variables/items related to folklore activity
in Slovenian schools with special and adapted pro-
grammes, and to discover the main dimensions. Pro-
fessionals expressed their level of agreement with 34
statements related to folklore activity using a 5-point
Likert scale. The reliability of the questionnaire is cor-
respondingly high, as the value of the Cronbach's coef-
ficient a. = 0.834. We conducted an exploratory factor
analysis. It explained about 63.5 % of the variance and
nine factors were extracted. possibility of inclusion;
frequency of inclusion; school conditions; improve-
ments; curriculum,; group work, additional education
and attitude towards folklore; students’interest; forms
of learning, competencies. We assume that the factor
structure essentially makes sense and is readily in-
terpretable. Our research confirms the importance of
folklore inclusion in education of students with special
needs and presents a basic starting point for further
research of folklore activities in different educational
programmes.

In this article we present the results of the research in which we analysed folklore,
music, and dance activities in Slovenian special education primary schools. The concept
of school as an educational institution that is the most commonly interpreted in school
organisation theories is a school that has its own social, educational, and inclusive iden-
tity (Buljubagi¢-Kuzmanovié and Spanja, 2019). Much research has already been done
regarding music, but there is a lack of studies that involve music and folklore activi-
ties in special education settings. This is quite surprising, given that music can be an
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effective didactic tool for achieving a wide variety of learning goals. Music and dance
are forms of communication, a language that addresses our emotions, motivation; that
promotes collaborative learning, and helps to create a positive classroom climate (Habe,
2018). The task of a teacher is to arouse joy through music and dance (Pangr¢i¢, 2006,
p. 69); music can help students with developing their motor skills (Marinek, Sumer and
Denac, 2020) and dance can have a positive impact on students’ holistic development
(Stergulec, Kovagi¢ and Créinovi¢ Rozman, 2013). Students enrolled in special elemen-
tary education often have impairments related to a lack of social skills, cognitive abili-
ties, autonomy, self-determination, motor skills, and so on. (Attwood, 2007; Ockelford,
2013; Wehmeyer et al., 2013).

Overcoming or mitigating the most common impairments, disabilities or disorders
of students with special needs can be encouraged by music and dance activities, especi-
ally if those activities are part of the students’ strengths (Karten, 2017). Therefore, the
education of students with special needs should be aimed at promoting independence,
autonomy, and students’ strengths, which is also why the interdisciplinary cooperation
of professional staff is essential in creating a safe school environment that allows stu-
dents to express themselves in various domains (Habe and Sicherl-Kafol, 2020; Jurisi¢,
2006).

The tradition of dance in Slovenia — which can be thought of as folklore activities
in schools — is very rich. This is not only dance with a formed pattern of steps and other
movements, but also the simplest movement, such as walking, running, and jumping
when connected with rituals, customs, and habits in general. Students can also develop
their creative skills through folk dancing and at the same time encounter the cultural life
of their ancestors in a direct way (Fuchs, 2006). Ethnochoreology has been developing
in Slovenia since its beginnings in the 1930s when it was based at one research institu-
tion — the Folklore Institute. Its present successor, the Institute of Ethnomusicology of
the Research Centre of the Slovenian Academy of Sciences and Arts, has a rich institu-
tional collection of recordings of folk dances, which today comprises 1,129 units. Each
dance is written down in dance notation (mostly in Kinetography Laban, more rarely in
Toncka Marolt’s dance notation), and if it is a simpler dance, only a verbal description
is given. The main folk dance writers in Slovenia who have contributed the most to
the collection are Marija Sustar (504 units), Mirko Ramovs (320 units), Ton¢ka Marolt
(148 units), Radoslav Hrovatin (83 units), and others (Kunej, 2015).

Preserving one’s cultural tradition and learning about one’s cultural heritage is an
important aspect of solidifying the national identity of any nation (Borissova, 2018;
Guibernau and Berdtn, 2007). Schools are important places for the transmission of the
canon of folk songs and the reproduction of folk dances, as well as important promoters
of cultural activities in society. Folklore activity in schools also belongs to this context,
which requires appropriate conditions, grounded benefits, competent professional staff,
as well as the interest of the students and the support of all those included in the process
(Nusz, 1991; Toelken, 1996). The inclusion of students with special needs in folklore
activities needs to be adapted to the specific special needs of the individual. In folklore
dance activities the body acts as a receiver, mediator, and performer as it receives and
responds to kinaesthetic, rhythmic, and social stimuli (Palawat and May, 2012; Polak
and Wojtun-Sikora, 2020).
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Some basic documents support the implementation of folklore activities in Slove-
nian special education schools. The basis and starting point of the Slovenian Special
Education Programme (which enrols students from 6 to 26 years old) and the Adapted
Education Programme (which enrols students from 6 to 15 years old) (Eurydice, 2019)
is the educational processing of students with mental (intellectual) disabilities, which
is built on pedagogical and andragogical perspectives appropriate for the education of
students with special needs (Special Education Programme, 2014; Adapted Education
Programme of a Lower Educational Standard, 2013).

Slovenian special education schools enrol the following types of students: students
with mental disabilities, students with physical disabilities, students with specific le-
arning disabilities, students with long-term illnesses, students with behavioural and
emotional disorders, students with speech and language impairments, deaf students,
hard-of-hearing students, blind students, students with visual impairments, and students
with autism spectrum disorders (Placement of Children with Special Needs Act, 2011).

Students who are unable to achieve the same standard of knowledge as specified
for mainstream schools are placed into an adapted basic school programme of a lower
educational standard or into a special education programme. Both programmes are im-
plemented by independent primary schools with adapted programmes (28 independent
schools) or specialised units at mainstream basic schools (21 units) (Eurydice, 2019).
These students need a lot of support for their personal development due to their special
needs in education and possible related deficits (Karten, 2017).

One of the current challenges of the modern educational profession is reflected
in the search for ways of effective multidisciplinary teaching through the inclusion of
students with special needs in music and movement folklore activities (Sutela, Juntunen
and Ojala, 2020). Teachers often find ways to promote such content in elective courses.
The Special Education Programme (2014) offers an obligatory course in music educa-
tion and movement, and sport education (levels I-V for students aged 6 to 21) and the
option of an elective in dance activities (dance, folk dance, or social dance). The cur-
riculum for Music Education in the Special Education Programme (2004) for the area
of movement with music, suggests that students express their experiences in their own
way, developing their interest in musical and dance expression, participating in dance
groups, while maintaining traditional dances and music and a positive attitude towards
music and dance culture. Similarly, the Adapted Education Programme of a Lower
Educational Standard (2013) offers the option of elective courses, dance activities and
drama, a movement and music course (for one year), and obligatory courses in music
education (for all 9 years for students aged 6 to 15). Dance also represents an excellent
opportunity for cross-curricular integration, which can be implemented with various
courses such as language, social studies, history, geography, and so on (Grakhova et al.,
2019; Junaidi, 2017; Kartikasari and Tryanasari, 2020).

The benefits and advantages of folklore activity can relate to the development of
physical skills, physical activity, and motor development (Patcharapon and Singhanat,
2019; Sipek Vodnjov, 2004). In kinesiology, physical skills are understood as the com-
petence acquired by a subject to perform a specific task. It is the capacity to solve a
specific motor problem, to elaborate and give an efficient and economic answer in order
to achieve a precise objective. It is the result of learning, which depends on the set of
resources available to the individual, namely their ability to transform their repertoire
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of responses (Durand, 1988). Physical activity is defined as any activity resulting from
skeletal muscle work in which the final energy consumption is greater than at rest and
includes free play, housework, exercise, sports at school, and organised sports activities
(Malina, Bouchard and Bar-Or, 2004). The purpose of regular physical activity is to im-
prove and maintain health, develop physical fitness, skills, and competencies (Bouchard
and Shepard, 1994; WHO, 2017).

Haywood and Getchell (2009) define motor development as an uninterrupted pro-
cess of changes in motor behaviour that is related to a person, affected by genetic fac-
tors and the environment in which the individual lives and works. Gallahue, Goodway
and Ozmun (2012) define motor development as a process in which skills (locomotor,
manipulative, and stability) and physical fitness (coordination, strength, balance, speed,
flexibility, accuracy, and aerobic endurance) are developed. Thus, it can be said that
dance activities provide benefits and advantages. Authors Munsell and Bryant Davis
(2015) also argue positive outcomes for students with and without special needs when
participating in dance activities and see dance activities as an alternative way to meet
diverse learners’ educational needs. The authors point out that participation in dance
may also lead to “improved physical fitness, socio-emotional gains, and academic ga-
ins” (Munsell and Bryant Davis, 2015, p. 129). Aujla (2020) refers to the success of an
inclusive dance talent development programme, the many benefits of dance activity, the
outcomes, and the impact on young disabled dancers.

With the present research, we wanted to explore the variables that relate to folklore
activity in Slovenian special education schools and illuminate the importance of folklo-
re, music, and dance in special education, because there is not much research on this
topic (Seviek and Créinovi¢ Rozman, 2018, p. 4). An in-depth insight can be gained
by extracting the variables related to the inclusion of folklore activity in the classroom.
With this analysis we want to fill the gap in research related to folklore and dance ac-
tivities in special education and present a basic starting point for further research of
folklore activities in different educational programmes. The final result of the research
is the validation of the instrument for measuring latent dimensions of folklore activities
in Slovenian schools for students with special needs, from the perspective of professi-
onal staff.

2 Method

2.1 Research objectives

The research objectives are:

o To explore the complex system of variables/items in order to discover the main con-
structs or dimensions of variables;

o To simplify the system of variables to indicate the important variables (factors);
o To explore whether the factor structure can be interpreted well.



20 Didactica Slovenica — Pedagoska obzorja (2, 2021)

2.2 Measurement instruments

A questionnaire was designed for the purpose of this study. The questionnaire con-
tains 34 statements related to folklore activity in schools with a special programme. The
respondents expressed their agreement using a five-point Likert scale: 1 — I do not agree
at all, 2 — I do not agree, 3 — Neither agree nor disagree, 4 — I agree, 5 — I totally agree.

From the point of view of testing, objectivity is high because the instructions and
the statements studied are clear and unambiguous, so that each respondent had the same
conditions when filling out the questionnaire. Objectivity in terms of scoring the re-
sponses is also high because the five-point rating scale was the same for all participants.
The content validity is based on the literature discussed. The reliability of the question-
naire is correspondingly high as the value of Cronbach’s coefficient o = 0.834.

2.3 Research sample

We conducted an anonymous survey by mail from November 2019 to February
2020. The research sample included 240 professionals from all 28 Slovenian special
education primary schools in all thirteen Slovenian statistical regions. Depending on the
education level attained, the sample included: 72 special and rehabilitation pedagogues
(30.0%), 69 special education teachers (28.7%), 41 inclusive pedagogues (17.1%),
32 social pedagogues (13.3%), 22 teachers with special pedagogical qualifications
(9.2%), and 4 other members of pedagogical staff (1.7 %). The structure of the sample
by gender is completely dominated by women (236 or 98.3 %). Overall, 68 professi-
onals (28.3 %) with more than 20 years of professional experience with students with
special needs participated in the survey, 73 (30.4%) had 10 to 20 years of such expe-
rience, 58 (24.2%) had 5 to 10 years of professional experience, and 41 respondents
(17.1%) had up to five years of professional experience with students with special ne-
eds. We assume that the sample is representative.

2.4 Statistical methods
The data were processed using the SPSS software. Various statistical methods and
procedures were used: descriptive statistics parameters, Kolmogorov-Smirnov norma-

lity test, Cronbach’s reliability coefficient, Kaiser-Meyer-Olkin and Bartlett’s test, a
factor analysis, principal component analysis, and “varimax” rotation.

3 Results and discussion

3.1 Descriptive statistics

Table 1 shows the descriptive statistics parameters for the manifest variables.
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Table 1
Descriptive statistics parameters for manifest variables
Variable / Item N | Min | Max | M SD | Ske | Kur
Through formal education, I gained
vl enough knowledge to provide 240 1 s 120711031061 |-051
folklore content when working with : ’ ’ ’
students with special needs.
V2 Ihave a positive attitude 240 | 3 | 5 | 443068 |-078]-052
towards folklore.
W3 I often 1nclude_ folk dances in 240 1 5 301 1 1.05 1 003 |—0.42
my educational work.
v4 Toften include folk songs in 240 | 1 | 5 [3.491.09[-029]-0.57
my educational work.
vs | Pofteninclude folk dance games | 40 |} | 5| 36099 |-0.15[034
in my educational work.
v6 [ often include folk customs and 240 | 1 4 |2.66 | 1.01|-0.18|-1.05
habits in my educational work.
v In class, I pay enough attention 20| 1 | 5 [315]123]-0.12[-097
to folklore content.
v8 Puse folklore content for 240 | 1 5 215 1.16 | 0.65 |-0.76
therapeutic purposes.
Only a music pedagogue can teach
v9 folklore activities in a primary 240 1 5 | 243|147 ]0.59 |-1.01
school with a special programme.
Students show an interest in getting
vio involved with folklore content. 240 ! 3 3.17 | 1.04 1 0.20 | -0.83
Children with intellectual impairments
VIL T Can be included in folklore activities. | 270 | 2 > | 4131 0.811-0.391-0.96
Blind and partially sighted children or
v12 children with visual impairment can 240 2 5 | 412 0.76 |-0.38|-0.70
be included in folklore activities.
Deaf and hard-of-hearing children can
vi3 be included in folklore activities. 240 | 2 > | 391]085/-0.331-0.59
Children with speech and
v14 language impairments can be 240 | 2 5 |4.220.83[-0.83] 0.03
included in folklore activities.
Children with reduced mobility can
vis be included in folklore activities. 240 | 2 > | 4181080 1-0.58)-0.47
Chronically ill children can be
vi6 included in folklore activities. 240 3 > 4291 0.69 1-0.46/-0.86
Children with learning disabilities can
vi7 be included in folklore activities. 240\ 3 > | 4391 0711-0.73)-0.72
Children with autism spectrum disorders
VI8 | can be included in folklore activities, | =70 | 2 > | 404 1.021-0.681-0.74
Children with emotional and
v19 behavioural disorders can be 240 2 5 422 | 0.85|-0.72|-0.46
included in folklore activities.
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Variable / Item

N

Min

Max

M

SD

Ske

Kur

v20

Including children with special
needs in folklore activities
improves their social skills.

240

4.19

0.78

—0.34

-1.27

v21

Including children with special
needs in folklore activities
improves their motor skills.

240

4.32

0.75

—0.61

—0.98

v22

Including children with special
needs in folklore activities
improves their well-being.

240

4.20

0.73

-0.32

-1.08

v23

When including children with
special needs in folklore activities,
individual learning is the most
appropriate approach.

240

2.95

0.96

—0.25

0.07

v24

When including children with special
needs in folklore activities, learning in
pairs is the most appropriate approach.

240

3.42

0.70

0.56

0.04

v25

When including children with special
needs in folklore activities, learning in
groups is the most appropriate approach.

240

3.74

0.83

0.17

—0.94

v26

I need additional training in
the field of folklore.

240

3.86

0.98

—0.64

0.05

v27

At our school, we place enough
emphasis on folklore content.

240

3.25

0.92

0.50

—0.50

v28

The school where I teach has
enough teaching staff to carry out
extracurricular folklore activities.

240

3.06

—0.09

—0.69

v29

The school where I teach offers
appropriate spatial conditions for
carrying out folklore activities.

240

3.24

1.35

-0.32

-1.03

v30

The school where I teach
provides the time needed to
carry out folklore activities.

240

3.39

0.89

-0.05

-0.27

v31

The school where I teach offers enough
opportunities for students to engage in
an extracurricular folklore activity.

240

3.15

1.13

—-0.19

—0.58

v32

The school where I teach includes
folklore content in school events.

240

3.60

-0.37

—0.68

v33

The curriculum of the special education
programme for movement and
physical education gives sufficient
emphasis on the inclusion of folklore
activities in the teaching process.

240

3.61

0.88

0.10

-0.77

v34

The curriculum of the special education
programme for music education gives
sufficient emphasis on the inclusion of

folklore activities in the teaching process.

240

3.55

0.89

0.16

—0.76
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Mean scores ranged from 2.07 to 4.43. Participants agreed the least with the fol-
lowing statements: v1 — Through formal education, I gained enough knowledge to
provide folklore content when working with students with special needs (M = 2.07;
SD = 1.03); v8 — I use folklore content for therapeutic purposes (M = 2.15; SD = 1.16);
v9 — Only a music pedagogue can teach folklore activities in primary school with a
special programme (M = 2.43; SD = 1.49); v6 — I often include folk customs and habits
in my educational work (M =2.66; SD =1.01); v23 — When including children with
special needs in folklore activities, individual learning is the most appropriate approach
(M =2.95; SD =0.96). Participants agree the most with the statement: v2 —I have a
positive attitude towards folklore (M = 4.43; SD = 0.67). Participants expressed relati-
vely high levels of agreement with all nine statements about the possibility of including
children with individual special needs in the folklore activities (v11-v19): children with
learning disabilities, chronically ill children, children with emotional and behavioural
disorders, children with speech and language impairments, children with reduced mo-
bility, children with intellectual impairments, blind and partially sighted children or
children with visual impairment, children with autism spectrum disorders, and deaf and
hard-of-hearing children.

The standard deviation (SD) ranges from 0.675 to 1.468. The highest dispersion
is in the following statements: v9 — Only a music pedagogue can teach folklore acti-
vities in a primary school with a special programme (SD = 1.468); v29 — The school
where I teach offers appropriate spatial conditions for carrying out folklore activities
(SD =1.354); v7 —In class, I pay enough attention to folklore content (SD = 1.227).
The following statements have the lowest value: v2 — I have a positive attitude towards
folklore (SD = 0.675); v16 — Chronically ill children can be included in folklore activi-
ties (SD = 0.694); v24 — When including children with special needs in folklore activi-
ties, learning in pairs is the most appropriate approach (SD = 0.698).

The values of skewness and kurtosis indicate that the distribution is not normal,
which will be examined below.

3.2 Factor analysis

We conducted an exploratory factor analysis with “varimax” rotation. The norma-
lity of the distribution was determined using the Kolmogorov-Smirnov normality test.
The Kolmogorov-Smirnov test is statistically significant (p < 0.05) for all variables,
which means that the variables are not normally distributed. Therefore, we performed
the normalisation of the variables using the Rankit formula. Afterwards, factor analysis
was performed on the normalised variables.

The reliability of the measurement instruments was checked using Cronbach’s re-
liability coefficient. The Cronbach’s alpha value is correspondingly high (o= 0.834),
which means that the selected indicators are reliable.

Principal component analysis was used to verify the structure of the measurement
instrument. Bartlett’s test was used to test whether the correlation matrix is significantly
different (x2=3517.75, p = 0.000) from the identity matrix or to test the assumption
that the correlation matrix is the identity matrix. This means that the correlation betwe-
en the variables does not exist. In our case, the hypothesis is rejected (p < 0.05), the va-
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riables are related to each other, so the principal component analysis and factor analysis
are reasonable. The value of the Kaiser-Meyer-Olkin test for sample adequacy, which
measures the strength of the entire relationship between the variables (or homogeneity
of the measured variables), is reasonably high in our case (0.790). Both results indicate
that the use of factor analysis is appropriate.

The communalities of the manifest variables by factorisation are shown in Table 2.

Table 2
Communalities of the manifest variables by factorisation

Variable Initial Extraction Variable Initial Extraction
vl 1.000 0.463 v18 1.000 0.563
v2 1.000 0.443 v19 1.000 0.706
v3 1.000 0.694 v20 1.000 0.837
v4 1.000 0.586 v21 1.000 0.875
v5 1.000 0.701 v22 1.000 0.810
v6 1.000 0.536 v23 1.000 0.745
v7 1.000 0.585 v24 1.000 0.690
v8 1.000 0.522 v25 1.000 0.672
v9 1.000 0.430 v26 1.000 0.436
v10 1.000 0.631 v27 1.000 0.419
vil 1.000 0.710 v28 1.000 0.507
vi2 1.000 0.722 v29 1.000 0.561
v13 1.000 0.783 v30 1.000 0.603
v14 1.000 0.672 v31 1.000 0.512
vl5 1.000 0.634 v32 1.000 0.419
vl6 1.000 0.733 v33 1.000 0.886
v17 1.000 0.648 v34 1.000 0.863

The values of the communalities are less than 1 after factorisation. The values of
most communalities are reasonable (above 0.5), which means that there is enough vari-
ance in the factor model. Overall, 5 variables/items have a communality lower than 0.5:
Through formal education, I gained enough knowledge to provide folklore content
when working with students with special needs (v1); I have a positive attitude towards
folklore (v2); Only a music pedagogue can teach folklore activities in a primary school
with a special programme (v9); I would need additional training in the field of folklore
(v26); At our school, we place enough emphasis on folklore content (v27); The school
where I teach includes folklore content in school events (v32). Because of their inter-
pretability and acceptability in terms of content, we retain them for further analysis.

Table 3 shows the initial eigenvalues and rotation sums of squared loadings.
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Table 3
Initial eigenvalues and rotation sums of squared loadings
Initial Eigenvalues Rotation Sums of Squared Loadings
Component
Total % of variance | Cumulative % Total % of variance | Cumulative %

1 6.754 19.866 19.866 5.510 16.205 16.205
2 3.254 9.570 29.435 2.879 8.467 24.672
3 2.572 7.566 37.001 2.729 8.026 32.698
4 2.148 6.318 43319 2.612 7.683 40.381
5 1.805 5.309 48.628 2.075 6.102 46.483
6 1.473 4.332 52.960 1.667 4.902 51.385
7 1.376 4.046 57.006 1.432 4211 55.596
8 1.160 3.413 60.419 1.413 4.156 59.752
9 1.057 3.108 63.527 1.283 3.775 63.527
10 0.993 2.921 66.448
11 0.969 2.849 69.297

Note: Extraction method: Principal Component Analysis.

The factors were extracted by Hotelling’s method of principal components (Fulgo-
si, 1988). The number of factors is chosen according to the criterion where the eigenva-
lues were greater than 1 (Fulgosi, 1988). Nine components had eigenvalues greater than
1 and explained approximately 63.5 % of the total variability of the variables. The factor
matrix was rotated using an orthogonal “varimax” rotation, with the proportion of vari-
ance among each factor explained — the first factor explained 16.205 % of the variance,
the second 8.467 %, the third 8.026 %, the fourth 7.683 %, the fifth 6.102 %, the sixth
4.902 %, the seventh 4.211 %, the eighth 4.156 %, and the ninth 3.775 %.

Table 4 shows the structural matrix of factor weights with “varimax” rotation.

The first factor, which explains 19.866 % of the variance of the system (after “va-
rimax” rotation it decreases to 16.205%), is mostly saturated with the following va-
riables/items: Children with emotional and behavioural disorders can be included in
folklore activities (v19); Chronically ill children can be included in folklore activiti-
es (v16); Children with intellectual impairments can be included in folklore activiti-
es (v11); Children with speech and language impairments can be included in folklore
activities (v14); Children with reduced mobility can be included in folklore activiti-
es (v15); Children with learning disabilities can be included in folklore activities (v17);
Blind and partially sighted children or children with visual impairment can be included
in folklore activities (v12); Children with autism spectrum disorders can be included in
folklore activities (v18); Deaf and hard-of-hearing children can be included in folklore
activities (v13). All variables are related to the inclusion of certain groups of children
with special needs in folklore activities, so this factor is called possibility of inclusion of
special education needs (SEN) children in folklore activities (F1).
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Table 4

Structural matrix with “varimax” rotation — factor loadings

Variable

Component

5

v19

0.824

v16

0.813

vil

0.797

vl4

0.791

vls

0.780

v17

0.750

v12

0.712

0.413

v18

0.681

v13

0.674

0.530

v5

0.800

v3

0.764

v4

0.747

v6

0.637

v7

0.595

v30

0.710

v29

0.648

v28

0.638

v3l1

0.637

v27

0.550

v32

0.506

v21

0.907

v20

0.884

v22

0.870

v33

0.920

v34

0.901

v25

0.722

v26

0.550

v2

0.506

v10

0.718

v23

0.805

v24

0.739

vl

0.663

v9

0.447

v8

0.311

0.337

0.395
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The second factor, which explains 9.570% of the variance of the system (after
“varimax’ rotation it decreases to 8.467 %), is most highly loaded with the following
variables: I often include folk dance games in my educational work (v5); I often include
folk dances in my educational work (v3); I often include folk songs in my educational
work (v4); 1 often include folk customs and habits in my educational work (v6); In
class, I pay enough attention to folklore content (v7). All variables are related to the
frequency of inclusion of folklore content in educational work, therefore, this factor is
called frequency of inclusion of folklore in education of SEN students (F2).

The third factor, which explains 7.566 % of the variance of the system (after “vari-
max” rotation it increases to 8.026 %), is most highly loaded with the following varia-
bles: The school where I teach provides the time needed to carry out folklore activities
(v30); The school where I teach offers appropriate spatial conditions for carrying out
folklore activities (v29); The school where I teach has enough teaching staff to carry
out extracurricular folklore activities (v28); The school where I teach offers enough
opportunities for students to engage in an extracurricular folklore activity (v31); At our
school, we place enough emphasis on folklore content (v27); The school where I teach
includes folklore content in school events (v32). All variables are related to school and
conditions in school for folklore activity, so we call this factor school conditions for
teaching folklore (F3).

The fourth factor, which explains 6.318 % of the variance of the system (after “va-
rimax” rotation it increases to 7.683 %), is most highly loaded with the following vari-
ables: Including children with special needs in folklore activities improves their motor
skills (v21); Including children with special needs in folklore activities improves their
social skills (v20); Including children with special needs in folklore activities improves
their well-being (v22). All variables are related to the benefits and advantages of inclu-
ding children with special needs in folklore activities, so we call this factor improve-
ments of SEN students’ skills by teaching folklore (F4).

The fifth factor, which explains 5.309 % of the variance of the system (after “vari-
max” rotation it increases to 6.102 %), is most highly loaded with the following varia-
bles: The curriculum of the special education programme for movement and physical
education gives sufficient emphasis on the inclusion of folklore activities in the teaching
process (v33); The curriculum of the special education programme for music education
gives sufficient emphasis on the inclusion of folklore activities in the teaching process
(v34). All variables relate to the curriculum of a special education programme for the
field of movement and physical education and music education, so this factor is called
folklore activities in the curriculum (F5).

The sixth factor, which explains 4.332 % of the variance of the system (after “va-
rimax” rotation it increases to 4.902 %), is most highly loaded with the following va-
riables: When including children with special needs in folklore activities, learning in
groups is the most appropriate approach (v25); I would need additional training in the
field of folklore (v26); I have a positive attitude towards folklore (v2). All variables are
unrelated in content, so this factor is universally called group work, additional training,
and attitude towards folklore (F6).

The seventh factor, which explains 4.046 % of the variance of the system (after
“varimax” rotation it increases to 4.211%), is most highly loaded with the following
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variable: Students show an interest in getting involved with folklore content (v10), so
the seventh factor is called students’ interest (F7).

The eighth factor, which explains 3.413 % of the variance of the system (after “va-
rimax” rotation it increases to 4.156 %), is most highly loaded with the following va-
riables: When including children with special needs in folklore activities, individual
learning is the most appropriate approach (v23); When including children with special
needs in folklore activities, learning in pairs is the most appropriate approach (v24).
The variables are related to the most appropriate forms of learning in the inclusion of
children with special needs in folklore activities, so the eighth factor is called forms of
learning (F8).

The ninth factor, which explains 3.108 % of the variance of the system (after “vari-
max” rotation it increases to 3.775 %), is most highly loaded with the following varia-
bles: Through formal education, I gained enough knowledge to provide folklore content
when working with students with special needs (v1); Only a music pedagogue can teach
folklore activities in a primary school with a special programme (v9); I use folklore
content for therapeutic purposes (v8). The variables refer to opinions about competen-
cies, the use of content, and who is a competent professional, so this factor is called
competencies (F9).

“School should be a safe community that embraces, cooperates and respects, su-
pports, shows tolerance and develops common inclusive values that guide the deci-
sion-making on school policies and practices” (Buljubagi¢-Kuzmanovi¢ and Spanja,
2019, p. 103). Teachers should always bear in mind that positive effects of active music
engagement in a school setting can have an important impact on students’ learning
achievement (Habe, 2018, p. 3). Folklore, as a cultural phenomenon that includes folk
culture, music, instruments, and dance, is defined in the curriculum. Therefore, its basic
inclusion and frequency (F1, F2, and F5) in the classroom itself is somehow already
outlined. Borota’s (2017, p. 11) findings are consistent with our research and prove
that school conditions (F3) can be key factors in the quality of the educational process,
especially when it comes to music.

As previous research (Sutela, Juntunen and Ojala, 2020) shows, a student with spe-
cial needs can, with the help of music/movement and folklore, transform from being a
passive student into an active participant in the school setting and also outside of the
classroom. The use of music and movement in the classroom can therefore offer possi-
bilities for nonverbal interaction and the development of social skills (F4).

A lot of research has already been done in the field of special education teaching
and researchers all emphasise the importance of teachers’ competencies, their knowled-
ge, and positive attitude towards teaching SEN students about music (F6, F8, and F9),
as a teacher’s competencies regarding inclusion are often related to the general didactic
and pedagogical competence of the teacher (Retar and Lepicnik Vodopivec, 2017, p. 27;
Kiswarday and Stemberger, 2017, p. 3; Seviek and Créinovi¢ Rozman, 2018, p. 14;
Stemberger, 2013, p. 13).

Students love to cooperate in activities that involve storytelling, music and move-
ment, and when they feel included in the activity (F7) they can become comfortable,
teachable and ready to cooperate which, in turn, can intensify and deepen their relation-
ship with music (Jelovc¢an et al., 2020, p. 32; Sicherl-Kafol, 2015). Knowledge acquired
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through joy and spontaneous collaboration can support cognitive, motivational, social,
and emotional learning processes (Sindi¢ et al., 2019, p. 89) which is important when
educating students with special needs that need a different, more holistic approach to
learning (Topolovec and Schmidt, 2015, p. 12).

5 Conclusion

Our research confirms the findings of Sicherl-Kafol (2001) that music has an integra-
tive dimension, because it encourages progress in the social, psychomotor, and cognitive
development of a child. Promoting the implementation and development of folklore acti-
vities in Slovenian special education schools can be based on the nine factors identified.
There are a number of implications related to the possibility of including students with
special needs: more frequent inclusion and implementation of such activities, provision
of school conditions, justification of advantages and benefits, deepening the understan-
ding of the curriculum, emphasis on group work, promotion of additional education,
cultivation of attitudes towards folklore, increasing and arousing students’ interest, ju-
stified use of learning forms, and the development of competencies of the pedagogical
staff. Based on the points of view studied, we can draw important conclusions from a
representative sample, which should mean positive changes in the daily pedagogical
practice. Professionals see the opportunity for all nine groups of students with special
needs to be included in folklore activities and they see the benefits of music, movement,
and dance-related folklore activities in improving motor skills, social skills, and well-
-being (Dobnik, Cagran and Créinovi¢ Rozman, 2012, p. 6). Professional staff should
receive additional training in implementing folklore activities, which could lead to a
more frequent inclusion of folk songs, folk games, folk dances, customs, and traditions
in educational work and their presentation at school events, as the importance and pre-
sence of movement and music in special education can also represent cross-curricular
integration (Jelovéan et al., 2020, p. 35). In promoting folklore activities, it is necessary
to create the appropriate conditions in terms of personnel, space and time, and to offer
quality content and activities within the framework of compulsory and elective subjects.

With this article we want to highlight the importance of the implementation of
folklore activities in elementary education and contribute to a theoretical view on the
inclusion of music and dance activities in special needs education.

Dr. Bojan Kovacic, dr. Marjan Blazic¢, Katja Sevsek, dr. Marta Licardo

Latentne dimenzije folklorne dejavnosti v Solah
s posebnim programom

V prispevku predstavljamo rezultate raziskave, v okviru katere smo preucevali fol-
klorne, glasbene in plesne dejavnosti v slovenskih Solah za ucence s posebnimi potre-
bami. Na podrocju glasbe je bilo do sedaj opravljenih ze vrsto raziskav, vendar se kaze
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pomanjkanje tistih, ki se navezujejo na glasbo v okviru izobrazevanja ucencev s poseb-
nimi potrebami (Sevsek in Créinovic Rozman, 2018, str. 4). Slednje preseneca, glede na
to, da bi lahko Sola kot izobrazevalna ustanova s svojo socialno, edukativno in inklu-
zivno identiteto (Buljubasi¢-Kuzmanovié in Spanja, 2019, str. 103) uporabljala glasbo
kot obliko komunikacije, ki nagovarja c¢ustva, in kot motivacijo za ustvarjanje pozitivne
klime v razredu (Habe, 2018, str. 14), hkrati pa naj bi slednja pomagala ucencem pri
razvoju motoricnih sposobnosti (Mariniek, Sumer in Denac, 2020).

Bogata plesna tradicija, ki ne sestoji zgolj iz oblikovanih vzorcev korakov in gibov,
temvec tudi hoje, teka, skakanja itn., omogoca ucencem, da skozi ljudske plese razvijajo
svoje ustvarjalne vescine, hkrati pa se srecujejo s kulturo svojih prednikov in jo ohra-
njajo, kar je pomemben vidik utrjevanja nacionalne identitete (Fuchs, 2006, Guibernau
in Berdun, 2007; Borissova, 2018). V ta kontekst spada torej tudi Sola, ki je lahko po-
memben spodbujevalec kulturnih dejavnosti, pri cemer folklorna dejavnost ni izjema,
zahteva pa ustrezne pogoje, usposobljenost osebja, seveda pa tudi zanimanje ucencev
in vseh, ki so vkljuceni v proces (Nusz, 1991, Toelken, 1996).

Posebni program vzgoje in izobrazevanja (2014) in Prilagojen program vzgoje in
izobrazevanja z nizjim izobrazbenim standardom (2013) v Sloveniji vkljucujeta najvecji
delez ucencev s posebnimi potrebami, ki imajo razlicne tezje oblike motenj, ovir ali
primanjkljajev. V obe vrsti programov so lahko vkljuceni otroci z motnjami v dusevnem
razvoju, slepi in slabovidni otroci oz. otroci z okvaro vidne funkcije, gluhi in naglusni
otroci, otroci z govorno-jezikovnimi motnjami, gibalno ovirani otroci, dolgotrajno bolni
otroci, otroci s primanjkljaji na posameznih podrocjih ucenja, otroci z avtisticnimi mo-
tnjami ter otroci s custvenimi in vedenjskimi motnjami. Oba programa in Ucni nacrt za
glasbeno vzgojo (2004) ponujata plesne in glasbene dejavnosti, ucitelji pa pogosto naj-
dejo nacin za promocijo obeh vsebin ter za iskanje ucinkovitega multidisciplinarnega
poucevanja in medpredmetno povezovanje, ki omogoca otroku s posebnimi potrebami,
da se vkljuci v glasbene in plesne folklorne dejavnosti (Junaidi, 2017; Grakhova idr.,
2019; Kartikasari in Tryanasari, 2020, Sutela, Juntunen in Ojala, 2020).

Folklora ponuja moznosti za napredek, saj v plesnih dejavnostih telo deluje kot
sprejemnik, posrednik in izvajalec, ki sprejema in se odziva na kinesteticne, ritmicne
in socialne drazljaje, zato je pomembno, da se tovrstne dejavnosti prilagodi posebnim
potrebam pozameznika (Kroflic, 1999; Palawat in May, 2013, Polak in Wojtun-Sikora,
2020). Koristi in prednosti folklorne dejavnosti se torej lahko nanasajo na motoric-
ni razvoj, fizicne spretnosti in telesne kompetence (Bouchard in Shepard, 1994; Sipek
Vodnjov, 2004, str. 135; WHO, 2017, Patcharapon in Singhanat, 2019), kot tudi na
socialno-custveni razvoj in Solski uspeh otroka (Gallahue, Goodway in Ozmun, 2012;
Munsell in Bryant Davis, 2015).

Raziskava je bila opravljena na vzorcu vseh 28 slovenskih Sol za ucence s poseb-
nimi potrebami. V njej je sodelovalo 240 strokovnjakov, ki so s pomocjo 5-stopenjske
Likertove lestvice izrazili svoje strinjanje s 34 postavkami, povezanimi s folklorno de-
Javnostjo: s formalnim izobrazevanjem sem pridobil/-a dovolj znanja za posredovanje
folklornih vsebin pri delu z ucenci s posebnimi potrebami (v1), do folklore imam pozi-
tiven odnos (v2); v svoje vzgojno-izobrazevalno delo pogosto vkljucujem ljudske plese
(v3), ljudske pesmi (v4), ljudske rajalne igre (v5), ljudske Sege in navade (v6), v razredu
namenjam folklornim vsebinam dovolj pozornosti (v7); folklorne vsebine uporabljam
v terapeviske namene (v8); folklorno interesno dejavnost na osnovnih Soli s posebnim
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programom lahko poucuje samo glasbeni pedagog (v9); ucenci kazejo interes za vklju-
cevanje pri obravnavi folklornih vsebin (v10); v folklorno dejavnost je mozno vkljuciti
otroke z motnjami v dusevnem razvoju (v11), slepe in slabovidne otroke oziroma otroke
z okvaro vidne funkcije (vi2), gluhe in naglusne otroke (v13), otroke z govorno-jezi-
kovnimi motnjami (vi4), gibalno ovirane otroke (v15), dolgotrajno bolne otroke (v16),
otroke s primanjkljaji na posameznih podrocjih ucenja (v17), otroke z avtisticnimi mo-
tnjami (v18), otroke s custvenimi in vedenjskimi motnjami (v19); vkljucevanje otrok s
posebnimi potrebami v folklorno dejavnost izboljsuje njihove socialne spretnosti (v20),
njihove motoricne spretnosti (v21), njihovo pocutje (v22), pri vkljucevanju otrok s po-
sebnimi potrebami v folklorno dejavnost je najprimernejsa individualna oblika uce-
nja (v23), oblika ucenja v parih (v24), skupinska oblika (v25); na podrocju folklore
bi potreboval/-a dodatno usposabljanje (v26); na nasi Soli pri pouku dajemo dovolj
poudarka folklornim vsebinam (v27); Sola, na kateri poucujem, ima dovolj uciteljskega
kadra za izvajanje folklorne interesne dejavnosti (v28), nudi ustrezne prostorske pogoje
za izvajanje folklorne dejavnosti (v29), zadosti casovnim potrebam za izvedbo folklorne
dejavnosti (v30), ponuja ucencem dovolj moznosti za vkljuc¢evanje v folklorno interesno
dejavnost (v31), vkljucuje folklorne vsebine v Solske prireditve (v32); ucni nacrt za po-
drocje gibanja in sportne vzgoje (v33) ter glasbene vzgoje (v34) daje dovolj poudarka
vkljucevanju folklorne dejavnosti v proces poucevanja.

Zanesljivost vprasalnika je ustrezno visoka (Cronbach koeficient o = 0,834), ek-
sploratorna faktorska analiza pa je pojasnila 63,5 % variance. Cilj nasega raziskovanja
Je bil prouciti kompleksen sistem spremenljivk in postavk, povezanih s folklorno dejav-
nostjo v slovenskih osnovnih Solah s posebnim programom vzgoje in izobrazevanja, ter
odkriti glavne dimenzije, pri cemer je bilo v sami raziskavi ekstrahiranih devet faktor-
jev: moznost inkluzije (F1), pogostost inkluzije (F2), Solske razmere (F3), prednosti
(F4), ucni nacrt (F5), skupinsko delo, dodatno izobrazevanje in odnos do folklore (F6),
interesi ucencev (F7), ucne oblike (F8) in kompentence (F9).

Anonimno anketiranje se je izvajalo od novembra 2019 do februarja 2020, vzorec
240 strokovnjakov pa je zajemal: 72 specialnih in rehabilitacijskih pedagogov (30 %),
69 defektologov (28,7 %), 41 inkluzivnih pedagogov (17,1 %), 32 socialnih pedagogov
(13,3 %), 22 uciteljev s posebno pedagosko izobrazbo (9,2 %) in 4 druge pedagoske de-
lavce (1,7 %). V strukturi vzorca po spolu v celoti prevladujejo Zenske (236 ali 98,3 %).
V raziskavi je sodelovalo 68 strokovnjakov (28,3 %), ki imajo vec kot 20 let poklicnih iz-
kuSenj z otroki s posebnimi potrebami, 73 (30,4 %) je bilo tistih, ki imajo od 10 do 20 let
taksnih izkusenj, 58 (24,2 %) jih je imelo od 5 do 10 let poklicnih izkuSenj in 41 anketi-
ranih (17,1 %) je imelo do 5 let poklicnih izkusenj z otroki s posebnimi potrebami.

Folklora kot kulturni pojav, ki vkljucuje ljudsko kulturo, glasbo, instrumente in
ples, je opredeljena v ucnem nacrtu, zato je njena vkljucenost in pogostost (F1 in F2)
pri pouku zZe nekako zacrtana. Ugotovitve Borota (2017, str. 11) se ujemajo z naso raz-
iskavo in dokazujejo, da so solske razmere (F3) lahko kljucni dejavnik kakovosti izo-
brazevalnega procesa, zlasti ko gre za glasbo. Kot kazejo predhodne raziskave (Sutela,
Juntunen in Ojala, 2020), se lahko ucenec s posebnimi potrebami s pomocjo glasbe/
gibanja in folklore spremeni iz pasivnega ucenca v aktivnega udelezenca tako v sol-
skem okolju kot tudi zunaj ucilnice. Uporaba glasbe in gibanja pri pouku pomeni torej
moznost za neverbalno interakcijo in razvoj socialnih vescin (F4). Mnoge raziskave
poudarjajo pomen oblik pouka, uciteljevih inkluzivnih kompetenc, njegovega znanja in
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pozitivnega odnosa do poucevanja glasbe otroka s posebnimi potrebami (F6, F8 in F9),
slednje pa je pogosto povezano s splosno didakticno in pedagosko usposobljenostjo
ucitelja (gtemberger, 2013, str. 13, Retar in Lepicnik Vodopivec, 2017, str. 27, Riccar-
da Kiswarday in S‘temberger, 2017, str: 3; Sevsek in Créinovié Rozman, 2018, str. 1 4).
Ucenci radi sodelujejo pri dejavnostih, ki vkljucujejo pripovedovanje zgodb, glasbo in
gibanje, in ko se pocutijo vkljucene v dejavnost (F7), se lahko okrepi in poglobi njihov
odnos do glasbe (Sicherl-Kafol, 2015, Jelovcan idr., 2020, str. 32), znanje, pridobljeno
s sodelovanjem, pa podpira kognitivne, motivacijske, socialne in custvene ucne procese
(Sindié idr, 2019, str. 89), kar je Se posebej pomembno pri izobrazevanju otrok s po-
sebnimi potrebami, ki potrebujejo bolj celosten pristop k ucenju (Topolovec in Schmidt,
2015, str. 12).

Nasa raziskava potrjuje ugotovitve Sicherl-Kafol (2001), da ima glasba integra-
tivno dimenzijo, ker spodbuja otroka k napredku na socialnem, psihomotoricnem in
kognitivnem podrocju razvoja. Spodbujanje izvajanja in razvoja folklornih dejavnosti v
slovenskih osnovnih solah s posebnim programom lahko temelji na devetih dokazanih
faktorjih, na podlagi proucevanih stalisc pa lahko sklenemo, da slednji lahko pomenijo
izhodisce za pozitivne spremembe v vsakodnevni pedagoski praksi. Strokovnjaki vidi-
jo priloznost vkljucitve v raziskovane dejavnosti za vse otroke s posebnimi potrebami,
kar lahko vodi do izboljsanja njihovih motoricnih in socialnih vescin, kot tudi dobrega
pocutja (Dobnik, Cagran in Créinovi¢ Rozman, 2012, str. 6), pri cemer je pomemb-
no, da je za izvajanje raziskovanih dejavnosti in medpredmetno sodelovanje strokovno
osebje tudi ustrezno usposobljeno (Jelovcéan, Lekse, Baloh in Kralj, 2020, str. 35). S
prispevkom zelimo poudariti pomen izvajanja folklornih dejavnosti v osnovnosolskem
izobrazevanju in prispevati k teoreticnemu pogledu na vkljucevanje glasbenih in ple-
snih folklornih dejavnosti v izobrazevanje otrok s posebnimi potrebami.
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avtobiografija, vzgoja in izobrazevanje, refleksija
POVZETEK — Na podrocju vzgoje in izobrazevanja je
etnografska raziskava le redko uporabljena. Pri nas
je posledicno toliko manj poznana avtoetnografSka
raziskava oziroma avtoetnografija. V delih s podrocja
vzgoje in izobrazevanja je prakticno ni zaslediti. V pri-
spevku je zato avtoetnografija uvodoma podrobneje
opisana, prikazan je njen pomen in doprinos v razi-
skovanju. Dodatno sta predstavijeni dve temeljni obliki
avtoetnografije in njuna pogostost rabe, to sta analitic-
na in evokativna avtoetnografija. Glede na prikazane
znacilnosti avtoetnografije se prispevek zakljucuje z
njeno uporabo na podrocju vzgoje in izobrazevanja.
Njena uporaba se kaze kot posebej primerna za raz-
iskovalce in izvajalce, ki se soocajo z odnosi oseb v
multikulturnem okolju. V kontekstu poucevanja prina-
Sa lazje razumevanje, kako dolocen polozaj in vedenje
posameznega ucitelja lahko vpliva na ucni proces. Z
njeno uporabo se lahko izboljsa poucevanje ucitelja
raziskovalca, odnos med uciteljem in ucenci ter ne na-
zadnje tudi odnos med ucitelji in starsi otrok.

1 Uvod

Received 29.01.2020 / Accepted 10.05.2021
Scientific paper
UDC 37:39

KEYWORDS: autoethnography, ethnography, auto-
biography, education, reflection

ABSTRACT — In the field of education, ethnographic
research is not commonly applied. As a result, autoeth-
nographic research or autoethnography is less known
or even rare in Slovenia. In general, it cannot be found
in works within the field of education. Hence, the ar-
ticle provides an in-depth description of autoethnog-
raphy and of its importance in research papers. Ad-
ditionally, two basic forms of autoethnography (ana-
Iytical and evocative) and their frequency of use are
presented. According to the described characteristics
of autoethnography, the article concludes with its use
in the field of education, proving that it is particularly
suitable for researchers and practitioners studying
people’s relationships in multicultural environments.
In the context of teaching, it enables a clearer un-
derstanding of the effect of certain elements of the
teacher s behaviour on the learning process. Using it
can improve the research skills of teachers, the rela-
tionship between teachers and students, and, lastly, the
relationship between teachers and parents.

Avtoetnografijo v Sloveniji le redko zasledimo, v tujini pa se kaze kot vse pomemb-
nejsa. Na to o€itno kaze kongres kvalitativne raziskave, ki ga gosti ugledni profesor
Norman Denzin. Na omenjeni konferenci je bilo na primer leta 2016 predvidenih vec
kot sto predstavitev avtoetnografij (Adams, Ellis in Holman Jones, 2017). Avtoetnogra-
fijo v posameznih tujih prispevkih zasledimo tudi na podroc¢ju vzgoje in izobrazevanja
(Starr, 2010; Steiner, 2018; Trahar, 2013). Izbrani prispevki nakazujejo na to, da njena
pomembnost temelji na refleksivnosti, ki spodbudi ucitelja k spremembam v nacinih
poucevanja in posledi¢no tudi k spremembam v delovanju posamezne vzgojno-izobra-
zevalne institucije. In kakor navaja Banks (2001), ucitelji morajo postati refleksivni
ucitelji, da so lahko ucinkoviti v okolju vecplastne in zapletene raznolikosti. Zato je,
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kot navaja tudi Javornik Kreci¢ (2008, str. 3), refleksija “postala v zadnjih desetletjih
temeljni koncept izobraZevanja uciteljev po celem svetu.”

Klju¢ni namen tega prispevka tako temelji na predstavitvi glavnih znacilnosti avto-
etnografije, njenega pomena in iskanju primerov ter oblikovanju predlogov aplikacije v
vzgojo in izobrazevanje. Dodatno Zelimo s prispevkom bralce ozavestiti o avtoetnogra-
fiji in razsiriti njeno rabo tudi v Sloveniji.

2 Avtoetnografija in njena povezava z avtobiografijo in etnografijo

Avtoetnografija je kombinacija karakteristik avtobiografije in etnografije. Pri pisa-
nju avtobiografije avtor retroaktivno in selektivno pise o preteklih izku$njah. Obicajno
avtor teh izkusenj ne dozivi zgolj zato, da bi bil del raziskave (Ellis, 2009). Je subjek-
tivno naravnana in pisana na tak nacin, da se bralec custveno vzivi v dogodke, ki jih
predstavi avtor (Reece, 2014).

Pri etnografiji pa se raziskovalci ukvarjajo s preu¢evanjem dolocene kulture ter nje-
nih skupnih vrednot in prepricanj. Etnografske raziskave pomagajo raziskati te zaplete-
ne pojave, ki se neprestano ustvarjajo skozi ¢as (Sharma in Sarkar, 2019). Etnografija je
tako povezana z dozivetimi izku$njami raziskovalca. Te izkusnje pa raziskovalec prido-
bi predvsem z opazovanjem z udelezbo in intervjuji. Doloceni avtorji (npr. Fetterman,
1998; Sharma in Sarkar, 2019) omenjajo tudi prisotnost vprasalnikov in statisti¢nih
preizkusov.

Tudi pri avtoetnografiji raziskovalci raziskujejo doloceno kulturo oziroma skupino.
Klju¢na razlika med njima se kaze v vlogi raziskovalca in nacinih pisanja porocila.
Medtem ko se etnografija bolj osredotoca navzven, avtoetnografija uporablja notranje
izkusnje raziskovalca (Ramalho de Oliveira, 2020). Avtoetnografija z osebnimi izku-
$njami (“auto”) opisuje in interpretira (“graphy”) kulturna besedila, izkuSnje, preprica-
nja in prakse (“etno”). Avtoetnografi verjamejo, da je osebna izkusnja prezeta s politic-
nimi in kulturnimi normami ter pricakovanji. Norme in pri¢akovanja se pri raziskovalcu
izrazajo kot strog samoodsev, ki ga obicajno imenujejo “refleksivnost”, z njo pa zelimo
prepoznati in preiskati krizis¢a med jazom in druzbenim zivljenjem (Ellis, 2004). Na-
men avtoetnografije je tako potrditi neloCljivo povezavo med osebnim in kulturnim
ter ustvariti prostor za netradicionalne oblike raziskovanja in izrazanja (Wall, 2006).
Chang (2008) je ob upostevanju tega triadnega ravnovesja izpostavil, da mora biti av-
toetnografija etnografska po svoji metodoloski usmeritvi, kulturna pri interpretativni
usmeritvi in avtobiografska po vsebinski usmerjenosti.

Naj poudarimo, da pri avtoetnografiji ne gre le za pisanje o sebi, ampak bolj za kri-
ti¢nost do osebnih izkusenj pri razvoju raziskave ali pa do izkuSenj na podrocju, ki ga
proucujemo (Mendez, 2013). Podobno navajajo tudi Belbase, Luitel in Taylor (2008),
ki jo opredeljujejo kot samokriti¢no reflektivno obliko pisanja, ki je tudi ni za enaciti z
avtobiografsko pripovedjo, saj opisuje pomembne tocke zivljenja, povezane s politic-
nim, druzbenim, ekonomskim in kulturnim kontekstom, znotraj katerih raziskovalec
iSCe spremembe in izboljSave. Avtoetnografi torej niso fokusirani le nase, ampak tudi na
raziskovanje in razumevanje drugih skozi sebe.
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Kot je omenil Chang (2008), se pri raziskovanju drzimo procesa raziskovanja, ki je
znacilen za etnografske raziskave. Tako tudi pri avtoetnografiji oblikujemo raziskoval-
na vprasanja za izvedbo raziskave (npr. Steiner, 2018). Ta nam predstavljajo nase vodilo
in izhodi$c¢e pri raziskovanju. Raziskovalna vprasanja, kot je znacilno za kvalitativno
raziskovanje, se v samem procesu lahko preoblikujejo. Avtoetnografija pri raziskovanju
izkazuje tudi svoje specificne posebnosti. Te posebnosti izpostavljamo v nadaljevanju.

Posebnosti avtoetnografije

Pri avtoetnografiji je pomembno poudariti, da avtoetnografi ne smejo uporabljati le
metodoloskih orodij in literature za analizo lastnih izkuSenj, temvec se morajo posluze-
vati tudi razli¢nih tehnik za zbiranje podatkov, ki jim bodo v pomo¢, da ugotovijo, kako
lahko drugi dozivljajo podobne epifanije. Za ponazoritev kulturnih izkusSenj in pri tem
seznanitev bralcev z znacilnostmi kulture je primerno primerjati osebne izkusnje tudi z
ze obstojecimi raziskavami (Ronai, 1995, 1996 v Ellis, Adams in Bochner, 2011).

Strokovnjaki poudarjajo, da je pri avtoetnografiji osebni spomin najpomembne;jsi
vir podatkov (Ramalhko de Oliveria, 2020). Chang (2008) nagovarja raziskovalce, da
dogodke in osebne izkusnje razvrstijo po vrstnem redu v avtobiografsko casovnico.
Prisotno je tudi sistematicno samoopazovanje, ki poteka z belezenjem raziskoval¢evega
vedenja, misli in Custev, kot se pojavljajo v njihovem naravnem kontekstu (introspek-
cija, samoanaliza in samoevalvacija). Poleg notranjih virov se pri zbiranju podatkov
lahko uporabijo tudi intervjuji, dokumenti, literatura, video posnetki, risbe in fotografije
(Ellis in Bochner, 2000).

Pri prebiranju avtoetnografij smo veckrat zasledili tudi uporabo vinjete (npr. Starr,
2010). Glede na raziskane in odkrite znacilnosti avtoetnografske raziskave menimo, da
bi kot pripomocek za zbiranje podatkov prisla v postev tudi reka poklicnega razvoja.
Izdelava reke poklicnega razvoja na posameznika vpliva reflektivno, saj se posameznik
vraca v preteklost in raziskuje sebe, svojo poklicno pot in s tem tudi svojo kulturo.

Prebrani primeri opravljenih avtoetnografij kazejo na to, da je izbira pripomockov
oziroma tehnik za zbiranje podatkov za raziskovalca precej prosta, kar vpliva tudi na
obliko in zapis porocila. Strukture poro¢il avtoetnografije se tako lahko razlikujejo in
jih lahko zasledimo v obliki formalnih literarnih besedil ali bolj neformalnih porocil ali
zgodb. Kot navaja tudi Mendez (2013), ni opaziti, da bi bili prisotni formalni predpisi
za pisanje, pomemben je pomen in ne izdelava visoko akademskega besedila. Opaziti
pa je, da je veCina avtoetnografij pisanih v prvi osebi ednine (Belbase, Luitel in Taylor,
2008; Chang, 2008; Douglas in Carless, 2013; Wall, 2006). O pomenu pisanja v prvi
osebi ednine pove Ramalho de Oliveria (2020), ki pravi, da namen $tudije ni le obvestiti
bralce o izkusnji, postopku in situaciji, temve¢ pritegniti pozornost in vzbuditi obcutke.
Zato je pomembno pisanje v prvi osebi ednine, ker tak zapis k temu pripomore. Dodatno
pa to pomeni, da pri branju avtoetnografij ni pomembno le znanje, ki ga pridobijo bralci
ob branju, temve¢ so pomembni tudi ob¢utki in pocutje ob branju. To raziskovalci dose-
zejo tako, da ustvarjajo estetske in vznemirljive obsezne opise osebnih in medosebnih
izkusen;j (Ellis, Adams in Bochner, 2011).

Avtoetnografija tako lahko sega od raziskav o osebnih izku$njah raziskovalnega
procesa do vzporednega raziskovanja izkusenj raziskovalca in udelezencev ter izkuSenj
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raziskovalca med izvajanjem dolocCenega dela raziskave (Ellis in Bochner, 2000). Prav
ti razlicni zapisi avtoetnografij so privedli do izoblikovanja dveh temeljnih oblik avto-
etnografije.

Anderson (2006) razlikuje analiti¢no in evokativno avtoetnografijo. Analiti¢na av-
toetnografija je usmerjena k objektivnemu pisanju in analizi dolocene skupine, medtem
ko je evokativna avtoetnografija usmerjena k introspekciji raziskovalcev na doloc¢eno
temo, ki bralcem omogoca povezavo z obc¢utki in izkusnjami raziskovalcev.

Ellis, Bochner in Denzin zagovarjajo evokativno, torej bolj subjektivno avtoetno-
grafijo. Prednost v njej vidijo predvsem v tem, da lahko bralci zacutijo obc¢utke drugih,
ter v zmanjSanju meje, ki locuje druzboslovje od literature (Chang, 2008). Enako Foley
(2002) zagovarja evokativno avtoetnografijo, saj meni, da bi avtoetnografije tako po-
stale bolj privla¢na in pogosta zvrst, ki bi lahko prispevala k premos¢anju vrzeli med
raziskovalci in navadnimi ljudmi. Ustvarjanje dostopnih besedil lahko doseze tudi Sir-
Se in raznoliko obcinstvo, ki ga tradicionalne raziskave obi¢ajno zanemarjajo. Analiza
dobljenih podatkov, ki je pri evokativni avtoetnografiji v glavnem prikazana v obliki
pripovedi, spodbuja bralca k dejanjem (Ramalho de Oliveria, 2020).

Anderson in Atkinson vidita prednost v analiticni avtoetnografiji, ki poleg lastnih
izkusenj raziskovalca sega dlje, saj vkljucuje pogovore z drugimi ter teoreti¢no analizo
(Chang, 2008). Tudi Chang zagovarja omenjeno obliko (Ramalho de Oliveria, 2020).

Anderson (2006) navaja pet klju¢nih znacilnosti, po katerih izstopa analiticna av-
toetnografija:

o Prva znacilnost je, da je raziskovalec polnopravni ¢lan in udelezenec v proucevanem
druzbenem svetu. Poleg Clanstva mora avtoetnograf snemati tudi dogodke in pogo-
vore ter analizirati te podatke.

o Druga znacilnost je analiti¢na refleksivnost. Ta se nanasa na raziskovalCevo zaveda-
nje, da vpliva na raziskovano situacijo in na druge udelezence.

o Tretja znacilnost je, da je raziskovalec v pisnem besedilu zelo viden. Lastne iz-
kusnje in obcutja raziskovalca so vkljuCeni v zgodbo in se Stejejo kot podatki za
razumevanje druzbenega sveta tako kot pri evokativni avtoetnografiji. Vendar mora
pri analiticni avtoetnografiji biti raziskovalec Se posebej previden, da ne pozabi na
druge posameznike, ki sodelujejo v pojavu, ki se ga preucuje.

o Cetrta znacilnost je vkljuditev drugih oseb poleg sebe prek intervjujev in drugih
dokumentov.

O Zadnja, peta znacilnost pa se nanasa na zavezanost k analiticnemu sistemu. To po-
meni, da uporabimo empiri¢ne podatke za vpogled v SirSe druzbene pojave. Osebno
izkusnjo raziskovalca je treba analizirati in interpretirati v smislu njegovega druzbe-
nega pomena, da bi razvili, razsirili ali izboljsali teorijo.

Kljuéne razlike med evokativno in analiticno obliko avtoetnografije torej lahko
vidimo v zavezanosti k teoretiziranju in obliki kon¢nega porocila. Besedila evokativ-
ne avtoetnografije so obicajno bolj literarna in domisljijska (pripoved, poezija, kratke
zgodbe itd.), analiti¢na besedila pa bolj teoreticno omejena in bolj podobna tradicional-
nim kvalitativnim raziskovalnim besedilom. Bochner in Ellis (2016) pri tem dodajata,
da imajo lahko tudi evokativne avtoetnografije mocan teoreticni pomen, saj so lahko kot
analiti¢ne avtoetnografije tudi zelo dialoske.
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Mendez (2013) navaja, da se v praksi raziskovalcev bolj uveljavlja evokativna av-
toetnografija, predvsem zaradi povezave do lastnega zivljenja, ki jo omogoca bralcem.
Avtoetnografija pomembno prispeva k zivljenju drugih, tako da razmislijo o prebranih
pripovedih in socustvujejo.

Obe obliki raziskave imata koristen in prakticen cilj za vse ljudi, ki so vanjo vklju-
¢eni. Pri tem mora biti namen pisanja avtoetnografije ne glede na izbrano obliko avtoe-
tnografije vedno obvescanje in izobrazevanje drugih.

Avtoetnografska raziskava se torej s svojimi znacilnostmi o€itno umika tradicional-
nemu znanstvenemu pristopu, ki je e danes zelo pomemben. Pristop, ki od raziskoval-
cev zahteva, da se minimizirajo, da sebe vidijo kot “onesnazevalca”, poskusajo preseci
in zanikati. Raziskovalec se v postopku znanstvenega raziskovanja umika pristranskosti
in subjektivnosti, tako da zanika svojo identiteto (Wall, 2006). Gre za razmisljanje, ki
je posebej znacilno za pozitivizem, torej za zagotavljanje objektivnosti in odsotnost pri-
stranskosti. Z vzponom postmodernizma pa se je ta pogled spremenil oziroma so svojo
vlogo in pomen pridobile tudi raziskave, ki so odvisne od subjektivnosti, kar je zna¢ilno
za celotno kvalitativno raziskovanje. Cilja postmodernizma ne vidimo v izpodbijanju
nacel in vodil pozitivizma, ampak zelimo le podvomiti v njegovo prevlado in pokazati,
da je mogoce znanje pridobiti in deliti na ve¢ nacinov. Avtoetnografija pa se kaze kot
eden izmed teh nacinov.

Ta osebni pristop v avtoetnografiji namre¢ prikaze tudi vlozek, ki ga raziskovalec
da v svojo raziskavo. Raziskovalec je osebno, Custveno, estetsko in pripovedno povezan
s proucevano kulturo in izku$njami, zato pri predstavljanju sebe in ostalih v tej kulturi
cuti Se vecjo odgovornost in pomembno skrb (Adams, Holman Jones in Ellis, 2015).

Ne glede na izbrano obliko avtoetnografije Allen (osebni intervju Allen Mitch,
2006 v Ellis, Adams in Bochner, 2011) na jasen nacin pove, kaj moramo upostevati in
¢esa se moramo zavedati pri opravljanju avtoetnografije:

“[...] na izkusnjo glejte analiticno. Sicer [vi] pripovedujete [svojo] zgodbo — in

to je lepo — toda ljudje to pocnejo na Oprah [ameriski televizijski program] vsak

dan. Zakaj je vasa zgodba bolj veljavna kot katera koli druga? Kar naredi vaso

zgodbo bolj veljavno, je to, da ste raziskovalec. Na voljo imate nabor teoreticnih

in metodoloskih orodij ter raziskovalno literaturo. To je vasa prednost.”

1z Cesar sledi, da mora biti raziskovalec ne glede na izbrano obliko avtoetnografije
metodolosko podkovan. Vedeti mora, kako poteka raziskovalni proces, katere tehnike
in pripomocke lahko uporabi za zbiranje podatkov oziroma so mu na voljo. Le na tak
nacin bo avtoetnografija kakovostno izvedena in napisana ter dosegla svoj cilj, tj. pri-
blizala dolo¢eno kulturo, prikazala povezavo raziskovalca s kulturo in lastne izkusnje
raziskovalca na tak nacin in na taki ravni, da bo bralce prevzela in jo bodo razumeli.

Zato naj se tudi pri avtoetnografiji, ne glede na pomen in prisotnost raziskovalceve-
ga pogleda, vkljucuje oziroma uposteva kriterije za ugotavljanje kakovosti kvalitativne
raziskave, o katerih piseta Vogrinc in Krek (2008, str. 101), pri cemer izpostavljata,
da “jasno doloceni kriteriji prispevajo k temu, da dolocena vrsta raziskovanja pridobi
atribut znanstvenosti in racionalno podlago za ukrepanje na temelju raziskovalnih ugo-
tovitev.”
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Pomen uporabe avtoetnografije na pedagoskem podrocju

Uporabo avtoetnografije zasledimo tudi na podro¢ju vzgoje in izobraZevanja. Da je
posebej primerna na tem podrocju, izpostavlja Chang (2008), ki poudari, da je uporabna
in pomembna za raziskovalce in izvajalce, ki se sooCajo z odnosi oseb v multikultur-
nem okolju, kot so na primer ucitelji, socialni delavci, medicinsko osebje, duhovniki in
svetovalci. Pomembnost povezave medkulturnosti in avtoetnografije omenja tudi Tra-
har (2013). Meni, da nam avtoetnografija olajsa prepoznavanje ¢ustvenih vidikov nasih
izkusenj. Dodatno nam omogoca njihovo razumevanje in teoretiziranje z upostevanjem
raznolikih in zapletenih okolij, v katerih delujemo.

Podobno je ugotovilo vec raziskovalcev, ki so avtoetnografijo uporabili na pedago-
skem podrocju. Avtorji so izpostavili predvsem, kako se je izboljsalo njihovo pouceva-
nje (npr. Belbase, Luitel in Taylor, 2008; Steiner, 2018; Trahar, 2013). Steiner (2018)
o avtoetnografiji dodatno pove, da njena uporaba v kontekstu poucevanja prinasa lazje
razumevanje, kako lahko dolocen polozaj in vedenje posameznega ucitelja vpliva na
ucni proces. Belbase, Luitel in Taylor (2008) ugotavljajo, da ima samorefleksija prakse
v izobrazevanju uciteljev pomembno vlogo pri njihovem razvoju. Po njihovem mnenju
avtoetnografija lahko prinese dramati¢ne spremembe v izobrazevalnih ustanovah, ¢e jo
resno uporabimo in upostevamo preteklost in sedanjost ter si zamislimo in nacrtujemo
moznosti za prihodnost. Avtoetnografija ponuja ogled lastnih praks in odkrivanje vrzeli
med tem, kar je treba storiti, in tem, kar se dogaja. Vidijo jo kot katalizatorja pedagoske
preobrazbe, od zacetnika kot tradicionalnega ucitelja do konstruktivisti¢nega ucitelja,
ki zaznava pomen prakse. Po izpeljani avtoetnografiji ucitelji pri poucevanju vse bolj
posegajo po raziskovalnem pristopu. Prav uporaba raziskovalnega pristopa je v razi-
skavi avtorjev Markus in Cagran (2017, str. 40) pokazala, da je pri uéencih “napredek
v znanju v pogojih raziskovalnega pouka visji od napredka v znanju v pogojih tradici-
onalnega pouka.”

Tudi Starr (2010) ugotavlja, da imajo lahko nastale samoanalize v okviru avtoe-
tnografije namenske posledice pri pouc¢evanju uciteljev in nacinu vodenja vodstva Sole.
Proces samoraziskovanja in zasliSevanja po njenem mnenju pomaga posameznikom,
da si najdejo mesto v svoji zgodovini in kulturi, kar jim omogoca, da razsirijo svoje
razumevanje lastnih vrednot v primerjavi z drugimi. Pomen refleksivnosti omenjata
tudi Maksimovi¢ in Osmanovi¢ (2018, str. 145), ki pravita, da “samo refleksivni ucitelj
lahko odgovori na vse potrebe danasnje druzbe, Sole in Studentov.”

Steiner (2018) je ena izmed teh, ki so se odlocili za izpeljavo avtoetnografije. Nje-
na zelja je bila, da se sooci z ovirami, ki jih ima pri poucevanju, da bi izboljSala svoje
poucevanje. Navaja, da Ceprav se ji je izkusnja uporabe avtoetnografije na pedagoskem
podrocju zdela zahtevna in nekoliko tvegana, je ta raziskovalni proces okrepil njeno
zeljo, da bi Se naprej iskala nacine za ustvarjanje bolj sodelovalnega u¢nega okolja v
ucilnici. Postopek izvajanja avtoetnografije ji je dvignil samozavest, vplival na motiva-
cijo za nadaljnje pedagoske inovacije in zmanjsal skepticnost do refleksivne prakse kot
nacina uporabe. Namrec¢, kot navaja tudi Kukanja Gabrijel¢i¢ (2015, str. 112), “nova,
hitro spreminjajoca se druzba znanja terja od uciteljev tudi nekatere nove vloge” in ena
izmed teh je tudi usposobljenost za refleksijo.

Tudi Belbase (Belbase, Luitel in Taylor, 2008) je uporabil avtoetnografijo, da raz-
i8¢e svoj sistem poucevanja matematike. Spoznal je, da je v preteklosti matematiko
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pouceval na preve¢ tradicionalni ravni, z raziskovanjem in usposabljanjem se je nje-
gov pristop poucevanja vse bolj preusmeril h konstruktivisticnemu nacinu. Opravljena
avtoetnografija mu je pomagala, da je zacutil, da ne dela tistega, kar mora. Pripovedi
preteklih izkuSenj so mu pomagale razumeti, kako naj v prihodnosti izbolj$a nacin po-
ucevanja v ucilnici.

Douglas in Carless (2013) v svojem delu izpostavljata, da bi bilo potrebno na po-
dro¢ju vzgoje in izobrazevanja seznaniti z avtoetnografijo posebej Studente in jim jo
priblizati. Ve¢ Studentov dozivlja frustracije z distan¢nimi (nevtralnimi in objektivnimi)
nacini raziskovanja in obupno iscejo alternative.

Farrell (Farrell idr., 2017) se v okviru avtoetnografije na pedagoskem podrocju
dotaknejo tudi pripomockov za zbiranje podatkov, ki jih lahko posebej uporabimo na
podroc¢ju vzgoje in izobrazevanja. Omenjajo torej uporabo drugih virov podatkov, kot
so zapiski o pogovorih s kolegi in nadrejenimi, e-poStna sporocila, ki se nanasajo na Stu-
dijo, in predvsem ocene ali podano mnenje ucencev o poucevanju raziskovalca. Pomen
vidijo tudi v vodenju dnevnika, ki vkljucuje refleksije predhodnih izkusenj s pouceva-
njem in ucenjem, saj lahko to pomaga pri ugotavljanju lastnega polozaja raziskovalca
glede na preucevano kulturo.

Ne nazadnje pa vidimo klju¢en pomen vkljucevanja avtoetnografije v tem, kar na-
vaja Trahar (2013). Izpostavi namre¢, da se tekom S$tudija s Studenti pogosto pogovar-
jamo in beremo njihove refleksije o dojemanju ucenja in poucevanja, hkrati pa sami ne
reflektiramo, kako mi to dojemamo.

Pri raziskovanju avtoetnografije na pedagoskem podrocju smo zaznali, da na splo-
$no ni zelo razsirjena. Pri prebiranju Studij pa lahko zacutimo izjemno pozitivno na-
ravnanost pri tistih raziskovalcih, ki so jo uporabili kot vrsto raziskave. Tudi avtorji, ki
intenzivno raziskujejo avtoetnografijo, kot npr. Ellis, Adams in Chang, v svojih delih
posebej poudarjajo pomen uporabe in Sirjenja rabe te vrste raziskave, ker menijo, da
prinasa pomemben profesionalni razvoj raziskovalca.

Douglas in Carless (2013) tako poudarjata, da cetudi avtoetnografija raste in se
razvija, bi moral biti ta pristop SirSe cenjen, zato spodbujata njeno uporabo in objavo
prispevkov v revijah. Izpostavljata tudi, da je bila z njune strani avtoetnografija v re-
vijah, kot so npr. Qualitative Research in Psychology, Sport Education and Society,
Qualitative Research in Sport, Sociology of Sport in Journal of Psychiatric and Mental
Health Nursing, dobro sprejeta. Tudi na konferencah je bila toplo sprejeta. Dodajata
pa, da je razumljivo, da ni nujno, da so bralci o njej seznanjeni, zato lahko recenzenti
zahtevajo obseznejSi pregled in/ali utemeljitev tega pristopa. Obenem pa dodajata, da je
zaradi pomembnosti nadaljnjega Sirjenja in sprejemanja avtoetnografije vredno vloziti
dodaten trud za njeno predstavitev.

Glede na mnenja razli¢nih strokovnjakov opazamo, da avtoetnografiji pripisujejo
pomembno mesto na podrocju vzgoje in izobrazevanja. Njena prisotnost ne prinasa le
novosti v raziskovanju, ampak dejanske spremembe. Z njeno uporabo se lahko izbolj-
$a poucevanje ucitelja raziskovalca, odnos med uciteljem in ucenci, ne nazadnje tudi
odnos med ucitelji in starsi otrok. Z avtoetnografijo oz. takSnim nacinom pisanja se
namre¢ ucitelji lahko priblizajo starSem. Starsi tako bolje razumejo, v kaksnih situa-
cijah se znajdejo ucitelji, kako poteka proces poucevanja in s kaksnimi izzivi se sooca
ugitelj pri poudevanju. Sirse gledano lahko avtoetnografija pripomore tudi k izbolj$anju
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delovanja vzgojno-izobrazevalne institucije, Ce so ugotovitve raziskave predstavljene in
ponujajo moznosti izboljsav.

3 Sklep

V literaturi je avtoetnografija obravnavana samostojno, ne kot avtobiografija, tudi ne
kot etnografija, zato ji tudi mi s tem prispevkom pripisujemo lo¢eno mesto v kvalitativ-
nem raziskovanju. Na podlagi prispevka smo lahko spoznali, da je njena temeljna zna-
¢ilnost v priznavanju subjektivnosti, ustvenosti in vpliva raziskovalca na raziskovanje.
Avtoetnografija sledi raziskovalnemu procesu, ki je znacilen etnografiji, hkrati pa izraza
svoje specificne posebnosti. Posebnost se kaze predvsem v vlogi raziskovalca, ki je po-
polnoma vpleten v problem raziskovanja in ga reSuje skozi lastne izkusnje ter izku$nje
in odzive okolice oziroma ostalih ¢lanov kulture. Zato se kaze avtoetnografija posebej
primerna za podrocje vzgoje in izobrazevanja, kjer lahko ucitelji na podlagi preteklih in
trenutnih lastnih izkuSenj, povezanih s poucevanjem in ucenjem, raziscejo in posledicno
tudi izboljsajo raziskovanje. V avtoetnografiji je izpostavljen pomen refleksivnosti in ta
je bila med slovenskimi avtorji, ki smo jih citirali v prispevku, posebej poudarjena kot
pomemben element pri poucevanju. Avtoetnografija je torej znacilno prakticno narav-
nana. Pristop raziskovalca k raziskavi pa je odvisen od oblike avtoetnografije, ki ji bo
sledil. Prispevek omenja evokativno in analiti¢no avtoetnografijo. Za podrocje vzgoje
in izobrazevanja vidimo, da je pomembna prisotnost obeh oblik. Pomen izpeljave bolj
strukturirane analiti¢ne avtoetnografije vidimo v izboljSanju delovanja celotne vzgojno-
-izobrazevalne institucije. Branje analiticnih avtoetnografij ima lahko pomembno vlo-
go za kolege in ostale ucitelje, ki se soocajo s podobnimi situacijami v poucevanju in
delovanju na podro¢ju vzgoje in izobrazevanja. Tudi Studentom pri pisanju zakljuénih
del bi predlagali analiticno avtoetnografijo. Predvsem zaradi njene strukturiranosti, ki
je pomembna pri Se neizkusenih raziskovalcih. Kljucni pomen prisotnosti evokativne
avtoetnografije pa vidimo v brisanju meja med uciteljem in ucenci ter predvsem med uci-
teljem in starSi u€encev. Z evokativno avtoetnografijo se priblizamo “navadnim ljudem”
in lahko dosezemo boljSe odnose ter npr. razumevanje dela, situacij in izzivov, s katerimi
se sooca ucitelj. Ne glede na izbrano obliko avtoetnografije je pomembno, da je pred
izvedbo raziskave raziskovalec dobro metodolosko podkovan in razi$ée tudi izhodisca
nastanka raziskave, kot sta npr. interpretivizem in postmodernizem.

Nina Krmac, PhD

About Autoethnography and Its Role in the Pedagogical Field

Autoethnography is rarely found in Slovenia, whereas abroad it is proving to be
increasingly important. The Congress of Qualitative Research, hosted by the distin-
guished Professor Norman Denzin, also stated clearly its significance. For example,
more than a hundred presentations on autoethnography were planned at the conference
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in 2016 (Adams, Ellis and Holman Jones, 2017). Autoethnography can also be found
in the field of education (Starr, 2010, Steiner, 2018, Trahar, 2013). Selected articles
suggest that its importance is based on reflexivity, on encouraging teachers to change
their teaching methods, and consequently, the activities of educational institutions. As
mentioned by Banks (2001), in order to be effective in an environment of multifaceted
and complex diversity, teachers must become reflective teachers.

Thus, the key purpose of this paper is not only to present the main features of au-
toethnography and its significance, but also to deliver examples of its use in the field of
education. In addition, the article aims to raise awareness on autoethnography among
readers and expand its use in Slovenia.

Autoethnography encompasses a combination of features of autobiography and
ethnography. Autoethnography with personal experience (auto) describes and inter-
prets (graphy) cultural texts, experiences, beliefs, and practices (ethno). In view of this
triadic balance, Chang (2008) pointed out how autoethnography must be ethnographic
in its methodological orientation, cultural in its interpretive orientation, and autobio-
graphical in its content orientation. As Chang observed, research remains faithful to the
process within ethnographic research, where autoethnography also shows its specific
features.

From the experts’standpoint, the most important source of data in autoethnography
is personal memory (Ramalhko de Oliveria, 2020), not to mention systematic self-ob-
servation which takes place by recording the researcher’s behaviour, thoughts and emo-
tions as they appear in their natural context (introspection, self-analysis and self-eva-
luation). Interviews, documents, literature, videos, drawings, and photographs can also
be used for data collection (Ellis and Bochner, 2000).

The examples of performed autoethnography show how the choice of data collecti-
on tools or techniques is predominantly at the researcher’s discretion, hence affecting
the format of the report. The structures of autoethnographic reports may vary, and can
be expressed in many shapes and forms: from formal literary texts to largely informal
reports or stories. As stated by Mendez (2013), it seems there are no formal regulations
on writing, and more emphasis should be given to the context and not to the production
of a highly academic text. Nevertheless, it is observed that most autoethnography is
written in the first person singular (Belbase, Luitel and Taylor, 2008; Chang, 2008,
Douglas and Carless, 2013; Wall, 2006). Ramalho de Oliveria (2020) talks about the
importance of writing in the first person singular, stating the purpose of the study is
not only to inform readers about the experience, procedure and situation, but to attract
attention and excite feelings, too. Thus, when reading autoethnography, readers acquire
more than just knowledge during the process, their feelings and state of mind, body and
soul while reading should also be considered. To achieve such an effect, researchers
create aesthetically pleasing and excitingly in-depth descriptions of personal and inter-
personal experiences (Ellis, Adams and Bochner, 2011).

Autoethnography can range from the research of personal experiences during the
research process to the parallel study of the researcher’s and participants’ experiences,
and the researchers experience during the implementation of certain parts of the rese-
arch (Ellis and Bochner, 2000). These different characterizations of autoethnography
have led to the formation of two basic forms of autoethnography.
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Anderson (2006) distinguishes between analytical and evocative autoethnography.
Analytical autoethnography focuses on the objective writing and analysis of a particu-
lar group, while the latter is centred on the researcher s introspection on a particular
topic, allowing readers to connect with his or her feelings and experiences.

Ellis, Bochner and Denzin advocate the evocative, i.e. the more subjective autoe-
thnography. They see its advantage in the way readers can experience the feelings of
others and in the reduction of the boundaries separating social sciences from literature
(Chang, 2008).

Anderson and Atkinson prefer analytical autoethnography which is not only based
on the researcher’s own experience, but goes even further by including conversations
with others and theoretical analysis (Chang, 2008). Chang also advocates the latter
(Ramalho de Oliveria, 2020).

Mendez (2013) states that evocative autoethnography is gaining ground in the
practice of researchers, mainly because it allows readers to connect with their own
lives. Autoethnography makes an important contribution to the lives of others by reflec-
ting on and empathizing with the narratives.

Therefore, the features of autoethnographic research provide a clear deviation from
the traditional scientific approach which remains very important to date and which
requires researchers to minimize, transcend and deny themselves. In the process of sci-
entific research, the researcher withdraws bias and subjectivity by denying his or her
identity (Wall, 2006).

This personal approach in autoethnography also shows one’s contribution to his or
her research. The researcher is personally, emotionally, aesthetically and narratively
connected to the studied culture and experience, so he or she ascribes even greater
responsibility and importance to presenting himself or herself and others in this culture
(Adams, Holman Jones and Ellis, 2015).

The use of autoethnography can also be found in the field of education. Chang
(2008) reveals how important autoethnography is to researchers and practitioners fa-
cing interpersonal relationships in multicultural environments (teachers, social wor-
kers, medical staff; priests and counsellors). The significant connection between mul-
ticulturality and autoethnography is also mentioned by Trahar (2013). She believes
autoethnography simplifies perception and communication with the emotional aspects
of our experiences. Moreover, it enables us to understand and theorize experience by
considering the diverse and complex environments we operate in.

Similarly, several researchers have agreed to use autoethnography in the pedago-
gical field. The authors underline how their teaching has improved (e.g. Belbase, Luitel
and Taylor, 2008, Steiner, 2018; Trahar, 2013). Steiner (2018) speaks about how its use
in the context of teaching brings about an easier understanding of how certain elements
of a teacher s behaviour can influence the learning process. Belbase, Luitel and Taylor
(2008) find that the self-reflection on practice in teacher education has an important
role in their development. In their view, autoethnography can sparkle dramatic changes
in educational institutions if both the past and the present circumstances are taken into
consideration while picturing and planning the possibilities the future holds. They see
autoethnography as the catalyst for pedagogical transformation, from its beginning as
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a traditional teacher all the way to a constructivist teacher who perceives the impor-
tance of practice.

Starr (2010) also reveals how the resulting self-analyses within autoethnography
can have deliberate consequences on the teaching method and the way school mana-
gement is handled. The process of self-exploration and questioning helps individuals to
find a place in their history and culture, allowing them to broaden the understanding of
their own values compared to others.

Douglas and Carless (2013) underline that in the field of education, students should
be acquainted with and introduced to autoethnography. More students experience fru-
strations with distant (neutral and objective) ways of researching and are desperately
looking for alternatives.

Farrell and colleagues (Farrell et al., 2017) also mention data collection tools which
can be used specifically for autoethnography in the field of education, such as notes on
conversations with colleagues and superiors, study-related e-mail communication and
especially assessments or students’ opinions about the researcher’s teaching. They also
see the importance of keeping a diary with reflections on previous teaching and learning
experiences, as it may help to determine the researcher’s own position in relation to the
culture studied.

Based on Trahar (2013), the crucial importance of including autoethnography in
the pedagogical field can finally be seen. She points out how researchers often talk to
students and read their reflections on the perception of learning and teaching, but at the
same time the researchers do not think about their attitude towards it.

Various experts attribute an important role to autoethnography in the field of edu-
cation. Its presence brings about not only innovation in research, but actual changes.
Its use can improve the teaching method of the researcher-teacher, the relationship be-
tween teachers and students, and, last but not least, the relationship between teachers
and children’s parents. With autoethnography and the way they write it, teachers can
enjoy a closer relationship with parents. Parents thus have a better understanding of
what situations teachers find themselves in, how the teaching process takes place, and
what challenges the teacher is facing during the process. Taking the wider picture into
consideration, when the findings of the research are presented and offer possible impro-
vements, autoethnography can also enhance the activities of the educational institution.
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POVZETEK —V ¢lanku porocamo o raziskavi, s ka-
tero smo ugotavljali razmerje med vrstami motivacije
in pripravijenostio na komunikacijo v tujem jeziku.
Pri tem smo uporabili metodo sistematicnega neeks-
perimentalnega opazovanja. Uporabili smo naslednje
instrumente: Language Learning Orientations Scale
— Intrinsic Motivation, Extrinsic Motivation and Amo-
tivation Subscales (Noels idr., 2000) — Cronbachov
alfa koeficient (0.915) in vprasalnik pripravijenosti
na komunikacijo v tujem jeziku Willingness to Com-
municate (McCroskey, 1992) — Cronbachov alfa koefi-
cient (0.735). Teoreticno podlago nasega proucevanja
predstavlja teorija samodeterminacije (Deci in Ryan,
2000). Ugotavljamo, da so Studentje razlicno motivi-
rani. Razlike se manifestirajo v ravni motivacije in v
orientaciji te motivacije, ki spodbuja k aktivnosti. Po-
trdili smo tudi predpostavko, da motivacija ni unitarni
fenomen, saj smo identificirali Stevilne vidike ekstrin-
zicne in intrinzicne motivacije.

1 Introduction
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KEYWORDS: types of self-regulated motivation, com-
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ABSTRACT — The aim of the study is to determine the
patterns of relationships between types of motivation
and willingness to communicate in a foreign language
using systematic non-experimental observation. The
types of motivation were examined by Language
Learning Orientations Scale — Intrinsic Motivation,
Extrinsic  Motivation and Amotivation Subscales
(Noels et al., 2000). Its reliability was verified with
the Cronbach's alpha coefficient (0.915). Willingness
to communicate was examined by McCroskey's scale
(1992) and Cronbach's alpha coefficient was 0.735.
The theoretical basis of the paper is the Self-Determi-
nation Theory (Deci and Ryan, 2000). Different types
of motivation were noticed in the willingness to en-
gage in the activity. The findings confirm the opinion
that motivation is not a uniform phenomenon, since
all subtypes of extrinsic and intrinsic motivation were
identified.

The theoretical background of the paper is the Self-Determination Theory (SDT)

based on the claim that individuals spontaneously develop their predispositions, i.e.
intrinsic motivation and internalization, when fundamental psychological needs are met
as a function of interpersonal dynamics and social settings (Deci and Ryan, 2000). Ad-
ditionally, the willingness to communicate (WTC) in a language for specific purposes
(LSP) is defined as a willing decision to start communication in a certain situation with
a specific person at a specific moment (MaclIntire et al. 1998).

Opinions outlined in the Cognitive Evaluation Theory (CET), proposed by Deci and
Ryan (1985), are also important for language learning with the goal of specifying the
factors in the social context that affect intrinsic motivation. CET, which is considered
a sub-theory of Self-Determination Theory, claims that interpersonal events and struc-
tures (e.g. rewards, communication, feedback), which lead to a sense of competence,
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may increase intrinsic motivation for these learning activities as they affect the satisfac-
tion of the basic psychological need for competence. CET also holds that the sense of
competence itself will not improve motivation unless it is accompanied by the sense of
autonomy (Vallerand and Reid, 1984).

Thus, the findings of the CET aspects of SDT are important, suggesting that lear-
ning and teaching strategies can facilitate or prevent intrinsic motivation by supporting
or hindering the satisfaction of the need for autonomy and competence. However, it is
important to keep in mind that intrinsic motivation will only emerge for activities in
which the individual has an intrinsic interest — those that have the appeal of novelty,
challenge, or aesthetic value for the individual. CET principles do not apply for activi-
ties that are not characterized in this way.

When dealing with strategies for encouraging foreign language communication, it
is important that the teacher follows the conclusion of SDT, according to which there is
greater persistence, more positive self-perception, and better quality of engagement with
increased internalization and associated sense of personal commitment (Safranj and Goj-
kov-Raji¢, 2019; Safranj et al., 2018; Gojkov-Raji¢, 2020, Gojkov-Raji¢ et al., 2021).

Ryan and Connell (1989) point out the differences in attitudes and adaptability to
various types of external motivation. Students with more pronounced external regulati-
on show less interest and commitment, and have a stronger locus of control, resulting in
learning failure. The same research finds that introjected regulation is positively related
to effort, but is also associated with greater anxiety levels and poor coping with failure
(Safranj, 2018; Gojkov-Raji¢, 2020). In addition, the identified elements of motivation
correlate with greater school satisfaction and more positive coping styles, while intrin-
sic motivation correlates with interest, satisfaction, sense of competence, and positive
coping (Ryan and Connell, 1989).

Previous considerations of the type of extrinsic regulation state that the identified
regulation is important for learning as the type of external motivation that appears in a
situation when an internalized sense of the personal value of an activity is achieved. It is
also the link to integrated regulation as the next stage of external motivation, when key
aspects of an individual’s identity are expressed by performing an activity. Therefore,
self-regulation of motivation is based on reaching the stage of integrated regulation,
which, although encouraged externally, at the same time has the same characteristics as
internal motivation because it originates from the values that fully coincide with aspects
of the student’s self (Deci et al., 1991).

The immediate implication of SDT for foreign language learning is that extremely
motivated students can progress towards more self-determined types of motivation in a
favourable environment that promotes choice in learning activities, maintains students’
efforts in meeting new challenges, and encourages their sense of competence and abi-
lity (Noels and Giles, 2009). Previous research has revealed that students who learn a
foreign language for more self-determined reasons, usually display higher motivational
power, a strong desire to learn foreign languages, more positive attitudes toward lear-
ning, and higher achievements (Noels et al., 2000; Pae, 2008). Therefore, it should be
expected that WTC would be influenced by these more self-determined types of moti-
vation.
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The WTC concept continues to attract significant interest in foreign language studi-
es. It is usually defined as a willing decision to start communication in a foreign language
in a certain situation with a certain person at a certain moment (Gregersen and MacIn-
tire, 2014). Although willingness to communicate in the mother tongue was initially
described as a constant personality trait, the willing decision to start communication in a
foreign language also assumes dynamic contextual factors for foreign language commu-
nication (Maclntire and Legatto, 2011). It is generally associated with perceived commu-
nication competence and communication anxiety (Fallah, 2014; Oz and Pourfeiz, 2015).

2 Method

The above outlines of the theoretical foundations of the complex phenomenon of
self-regulation and the findings related to positioning the concepts of self-determination
and the types of regulation in foreign language learning raise the following research
questions about inconsistent attitudes and insufficient answers: “What are the patterns
of relationships between motivation and willingness to communicate?”; “What is the
predictive contribution of the types of motivation to the willingness to communicate in
a foreign language in relation to other factors (gender, duration of foreign language
learning and staying in the country of the native speaker)?”

Thus, the aim of this study can be briefly defined as the intention to determine
the levels of motivation, i.e. types of motivation (predictive variable) and the relation-
ship between the types of motivation and the willingness to communicate in a foreign
language (criterion variable), as a basis for the selection of instructions to encourage
self-regulation in foreign language communication. In addition, the intention was to
investigate the influence of moderating variables on this relationship: gender, learning
achievement, the year when they started learning the foreign language, and whether
students visited the country of the native speaker.

The research used an exploratory, quantitative approach, and was carried out using
the method of systematic non-experimental observation. The types of motivation were
recorded using a Likert-type scale (Noels et al., 2000) with subscales for recording amo-
tivation, three types of extrinsic motivation (extrinsic regulation, introjected regulation,
identified regulation), and three subscales for measuring intrinsic motivation (knowled-
ge, achievement, stimulation). Scale reliability was checked based on the Cronbach’s
alpha coefficient and it was 0.915. The internal consistency of the scale is presented in
Table 2: Coefficient of correlation between variables. Willingness to communicate in
a foreign language was recorded using the Willingness to Communicate scale (McCro-
skey, 1992). Cronbach’s alpha coefficient was 0.735. The scale contains 20 situations
in which respondents could either choose to talk or not to talk. They had the freedom of
choice and expressed it in the percentage of time they allocated for a particular type of
communication (0 — never to 100 — always).
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Hypotheses

Hypotheses:

O There is a statistically significant correlation between the types of motivation and
willingness to communicate in LSP (all subtypes of motivation, both extrinsic and
intrinsic) — the correlation is significantly positive.

This hypothesis also investigates the attitudes of several theories in which motiva-
tion is considered a whole, a uniform phenomenon that varies from a very low to a high
level of motivation. However, experience suggests that motivation is hardly a uniform
phenomenon, which has been confirmed by many research studies (Ratelle et al., 2007).
It was found that people show not only different levels of motivation, but also different
types of motivation.

0 The predictive contribution of the types of motivation to the willingness to commu-
nicate is also statistically significant when moderating variables are included in the
analysis.: gender, achievement in the foreign language, staying in the country of the
native speaker, duration of foreign language learning.

Sample

The sample consists of:

o 303 students of the University of Novi Sad and the University of Belgrade (56.4 %
were females).

0 The mean value of grades in the foreign language was 7.8 (SD = 2.02).

O Staying in the country of the native speaker for 4.03 (SD = 18.25) months.

0 Duration of foreign language learning 12.96 (SD = 2.59) years.

Statistical data analysis

Patterns of relationships between types of motivation and willingness to communi-
cate were calculated using the Pearson correlation coefficient, while multiple regression
analysis was carried out to assess the partial predictive contribution of motivation types
to the willingness to communicate and to clarify the results more systematically. The
criterion variable was the score on the Willingness to Communicate scale, and the pre-
dictors were the results across 6 types of motivation (3 extrinsic subtypes and 3 intrinsic
subtypes). The influence of moderators on the relationship between motivation and wil-
lingness to communicate was investigated using the PROCESS macro (Hayes, 2013)
for SPSS. Six analyses were carried out using the following moderators: gender, achie-
vement in a foreign language, starting age of L2 learning, and staying in the country of
the native speaker, while six different types of motivation were independent variables.

3 Findings and interpretation

Descriptive statistics and coefficients of reliability (Cronbach’s alpha) are presented
in Table 1: Descriptive statistics. The findings indicate that all variables have skewness
and kurtosis values in the proposed range of £1.5 (Tabachnick and Fidell, 2013), in-
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dicating a univariate normality of variables. The reliability of all scales varies from
acceptable to excellent.

Table 1
Descriptive statistics
Scales Variables Min | Max | Mean SD Sk Ku o
Extrinsic regulation 3 15 9.19 332 | -0.24 | -0.71 0.76
Extrinsic - -
. Introjected regulation | 3 15 7.25 3.46 040 | —0.83 0.78
motivation
Identified regulation 3 15 11.64 329 | -0.85 | -0.12 | 0.84
o Knowledge 3 15 9.47 3.61 -0.21 -0.76 0.89
Intrinsic Achievement 3 15 | 934 | 359 | —022 | —0.84 | 091
motivation
Stimulation 3 15 8.92 3.55 -0.13 | -0.86 0.89
WTC 0 2000 [1136.07| 396.88 | —0.18 | —0.13 0.92

Note: WTC — Willingness to communicate, Sk — skewness, Ku — kurtosis.

Inspecting the descriptive indicators, it was concluded that all scales show accepta-
ble reliability. The average values in the field of extrinsic (9.36) and intrinsic motivation
(9.221) are almost the same, which indicates the equal presence of both types of motiva-
tion, and within them their subtypes, which supports the views that disregard the opinion
according to which motivation is seen as a whole, as a uniform phenomenon, but support
the findings and attitudes of researchers who believe that motivation is not a uniform
phenomenon (Ratelle et al., 2007). Thus, this finding confirms that the examined students
show not only different levels of motivation, but also different types of motivation.

In order to investigate the first hypothesis, which refers to the need to assess the
patterns of relationships between types of motivation and willingness to communicate,
it was necessary to determine their correlations. This was done using the Pearson corre-
lation coefficient in Table 2.

Table 2

Coefficient of correlation between variables

1 2 3 4 5 6 7
Extrinsic regulation 1 1
Introjected regulation 2 0.46%* 1
Identified regulation 3 0.26%% | 0.34%%* 1
Knowledge 4 0.32%* | 0.31%* | 0.50%** 1
Achievement 5 0.28%* | 0.34** | 0.47** | 0.64** 1
Stimulation 6 0.22%* | 0.38%** | 0.39%* | 0.56** | 0.59** 1
wTC 7 0.13* | 0.01 |0.19%¥* | 0.13* | 0.10 | 0.16%* 1

Note: * p <0.05, ** p<0.01.
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Based on the above, it can be concluded that all types of motivation have signifi-
cant positive correlations. This confirms the first hypothesis of a significant positive
correlation of all subtypes of motivation (extrinsic and intrinsic), while WTC shows,
although not high, but still significant correlations with extrinsic regulation, identified
regulation, knowledge and stimulation. The significant correlation between WTC and
stimulation directly indicates the need for finding motivational tools that teachers sho-
uld adjust to the level of knowledge, abilities, personality traits and other learning and
teaching factors.

In addition, it is significant to determine the level of identified regulation for stu-
dents as a source in the willingness to communicate in a foreign language, because it
would show how crucial it is for successful communication due to the stronger asso-
ciation with investment in effort and perseverance, although it is not fun for students
(Gagne and Deci, 2005). Therefore, a regression analysis was carried out, where the
following were predictors of the type of motivation: extrinsic regulation, introjected
regulation and identified regulation, with the criterion of willingness to communicate in
a foreign language (Table 3: Relative predictive contribution of types of motivation to
willingness to communicate).

Table 3
Relative predictive contribution of types of motivation to wilingness to communicate
Predictor S p VIF
1 Extrinsic regulation 0.149 0.021 1.316
2 Introjected regulation -0.159 0.020 1.474
3 Identified regulation 0.166 0.015 1.477
4 Knowledge (satisfaction) 0.021 0.791 2.015
5 Achivement (fulfillment) 0.070 0.387 2.100
6 Stimulation 0.161 0.032 1.782

The data in the regression model with the willingness to communicate as a criterion
is significant, i.e. F(6.296) =3.876, p=0.001, and the predictor (types of motivation)
explains about 7% of the variance of the criterion (R2 = 0.073, adjusted R2 = 0.054).
Thus, it can be concluded that extrinsic regulation, identified regulation and stimulation
are significant predictors of willingness to communicate, and these relations are posi-
tively oriented, which leads to the conclusion that in the case of extrinsic regulation,
identified regulation and stimulation the correlations are positive, i.e. an increase in the
predictors is followed by an increase in the criterion. Thus, higher levels of these types
of motivation are accompanied by a greater willingness to communicate compared to
the types of intrinsic motivation (achievement and knowledge, i.e. satisfaction in gain-
ing knowledge). This suggests that the types of intrinsic motivation are less pronounced
when it comes to willingness to communicate in a foreign language. Thus, the observed
students invest efforts in training for foreign language communication mostly based
on identified regulation, because they have self-regulated themselves towards achieve-
ments, aware of the need to make an effort for later success. This finding, which can
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also be noted in other studies, can be explained by the fact that students are not invested
in language study, but that it serves them as an aid in achieving another goal, and it is
not realistic to expect a significant presence of the types/forms of intrinsic motivation.

Introjected regulation has been identified as a significant negatively oriented pre-
dictor. The values of all VIF statistics are relatively low, which indicates that there is no
problem with multicollinearity. Since introjected regulation fails to show a significant
zero-order correlation with SNK, it still seems to be a significant predictor in the regres-
sion model. This indicates that there is suppression between the predictors, because the
correlation of introjected regulation is negative — an increase in the predictor is followed
by a decrease in the criterion. In this case, given that there are no significant correlations
between SNK and introjected regulation, and that there is a significant prediction in
regression, there is most likely an impact of suppression. It can be concluded that this is
a suppression of an otherwise statistically significant predictor (introjected regulation)
from the multiple equation, and thus, it is explained by the logic of the regression model
as a case of combined suppression. As a typical suppression, where the main role is pla-
yed by the suppressor related to the variable of introjected regulation, this variable sho-
uld be excluded from the correlation. This further means that multiple correlation could
be reduced by one criterion, because this variable is excluded. This conclusion confirms
the finding from Table 2: Coefficient of correlation between the variables, where it can
be seen that the introjected regulation shows the highest coefficient with extrinsic regu-
lation among the observed variables. This leads to the conclusion that it is suppressed
by a higher level, i.e. identified regulation, and ultimately it is an indicator that students
have succeeded in self-regulating extrinsic motivation, thus bringing themselves to a
state which is as significant as intrinsic motivation regarding its consequences. This
is confirmed by the positive correlations of the variables knowledge and achievements
for willingness to communicate. It is confirmed by the fact that with the exclusion of
introjected regulation from the investigated pattern, only the identified regulation of all
predictors remains significant. In addition, it is somewhat confirmed by slightly higher
VIF values for intrinsic motivation: knowledge (intrinsic motivation — a sense of satis-
faction during cognition: 2.015) and fulfillment (satisfaction due to achievement 2.100),
which indicates their lower multicollinearity compared to other variables.

Moderation

The second hypothesis was investigated by a moderation analysis. It was examined
whether the third moderation variable, in this case the duration of language learning
and staying in the country of the native speaker, can explain the relationship between
two variables (motivation and willingness to communicate). This is important beca-
use the determination of the predictive contribution of the types of motivation to the
willingness to communicate (Table 3: Relative predictive contribution of the types of
motivation to willingness to communicate) showed that this relationship explained only
7% of the variance. Thus, it was significant to examine whether the included mode-
ration variables could change the noted strength of the relationship between the types
of motivation and the willingness to communicate in a foreign language. The biggest
difference regarding the analysed moderation variables was shown in the role of gender
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in relation to all 6 types of motivation and the willingness to communicate; the variables
are significant in two cases.

Findings in the case of moderation:

o0 Extrinsic regulation and gender, F(1.299) = 3.468, p > 0.05;

o Identified regulation and gender, F(1.299) = 3.85, p > 0.05;

o Knowledge and gender, F(1.299), p > 0.05;

0 Achievement and gender, F(1.299) = 2.18, p > 0.05;

0 The introduction of the interaction term into the moderation insignificantly impro-
ved the model.

There was significant moderation between:
0 Introduced regulation and gender, F(1.299) =3.93, p = 0.048;
o Stimulation and gender, F(1.299) = 6.45, p=0.011.

In both cases, the addition of the interaction term significantly improved the model
and the interaction was significant. Thus, it is noticeable that the values of willingness
to communicate are higher for men at a low level of introjected regulation and decrease
in relation to higher levels of the independent variable.

The pattern of relationships in the case of female students is reversed and it starts
with lower levels of willingness to communicate. Female respondents start at lower
levels of the dependent variable, at a low level of stimulation, which increases as the
independent variable rises.

Thus, moderation analysis has determined that the third variable (moderator), in
this case gender, changes the strength of the relationship between the two variables.

Starting age for L2 learning as a moderator

Starting age for L2 learning was not a significant moderator in the relationship
between predictors and the willingness to communicate for all the tested interactions:
extrinsic regulation and duration of language learning, F(1.299)=0.64, p > 0.05;
introjected regulation and duration of language learning, F(1.299)=0.10, p > 0.05;
identified regulation and duration of language learning, F(1.299) = 0.2.44, p > 0.05;
knowledge and duration of language learning, F(1.299) = 2.94, p > 0.05; achievements
and duration of language learning, F(1.299) = 1.89, p > 0.05; and stimulation and du-
ration of language learning, F(1.299) = 0.09, p > 0.05, introducing the interaction term
into the moderation failed to significantly improve the model.

Staying in the country of the native speaker as a moderator

In the case of moderation of the introduced regulation and staying in the count-
ry of the native speaker (state), F(1.299)=0.24, p > 0.05; identified regulation and
staying in the country where the language the student learns is the official language,
F(1.299) = 1.19, p > 0.05; knowledge and staying in the country where the language the
student learns is the official language, F(1.299) = 0.20, p > 0.05; and stimulation and
staying in the country where the language the student learns is the official language,
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F(1.299) =0.01, p > 0.05, the introduction of the interaction term did not significantly
improve the model.

There was a significant moderation between extrinsic regulation and staying in the
country of the native speaker, F(1.299)=4.74, p=0.030, and between achievement
and staying in the country of the native speaker, F(1.299) = 4.08, p = 0.044. Those who
spent some time abroad showed a greater willingness to communicate in comparison
with those who were not abroad. These differences disappear at the level of external
regulation, and those with high external regulation have similar levels of willingness to
communicate at both levels of the moderation variable. Those who resided in a country
where the language they are learning is the official one have shown a greater willingness
to communicate in comparison with students who are not low-achieving. These diffe-
rences were not present when achievement was high, where both groups had similar
results regarding willingness to communicate.

Grade as a moderator

The grade achieved was not proved to be a significant moderator in the relationship
between predictors and the willingness to communicate for all the tested interactions:
extrinsic regulation and achieved grade, F(1.299)=0.01, p > 0.05; introjected regu-
lation and achieved grade, F(1.299) = 1.52, p > 0.05; identified regulation and achie-
ved grade, F(1.299) = 0.59, p > 0.05; knowledge and achieved grade, F(1.299) = 0.99,
p > 0.05; achievement and achieved grade, F(1.299) = 0.82, p > 0.05; and stimulation
and achieved grade, F(1.299) = 0.33, p > 0.05. The introduction of the interaction term
did not significantly improve the model.

The above data partially confirm the second hypothesis, which investigated the
statement that the predictive contribution of types of motivation to the willingness to
communicate is statistically significant also when the analysis includes the moderation
variables of gender, duration of language learning, achievement in language learning,
and staying in the country of the native speaker. This hypothesis was refuted by the fact
that the inclusion of the moderation variable of gender affected the noted strength of the
relationship between the types of motivation and willingness to communicate in a fo-
reign language. Namely, it was shown that male and female respondents have different
relationships between the willingness to communicate and motivation, which justified
the inclusion of gender as a moderation variable.

The major difference in relation to the analysed moderation variables occurred in
the role of gender in the relationship between all 6 types of motivation and the willin-
gness to communicate; the variables are significant in two cases: moderation between
introjected regulation and gender and moderation between stimulation and gender.

Another finding that fails to confirm the second hypothesis is the fact that there is
a significant moderation between extrinsic regulation and staying in the country of the
native speaker. Those who visited the country of the native speaker showed a higher
willingness to communicate at lower levels of extrinsic regulation compared to those
who did not.
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Other moderation variables (starting age for L2 learning and achieved grade) were
not significant moderators in the relationship between predictors (type of motivation)
and the willingness to communicate. Thus, the hypothesis has been partially confirmed,
which opens up the following questions: the value of a grade as a motivational tool, as
well as the broader issue of assessment and quality of knowledge, and the competence
of those who teach children at a younger age in private schools because the duration of
foreign language learning has not proved to be a significant moderator.

4 Conclusions

The research findings suggest that motivation is acquired for a variety of reasons
that trigger activity in foreign language learning. The data indicate that all aspects of
both basic types of motivation (intrinsic and extrinsic) are present. This supports the no-
tions that oppose the attitudes about motivation as a whole, as a uniform phenomenon,
and support the beliefs that motivation is unlikely a uniform phenomenon (Ratelle et
al., 2007). The findings confirm that the examined students vary not only in the level of
motivation, i.e. how much willingness for activity they show, but also in the orientation
of motivation, i.e. the type of motivation that drives them to do the activity.

The finding that indicates a pronounced identified motivation in the ability to com-
municate in LSP, as the closest to the internal/intrinsic type of motivation, points out the
good self-regulation of students, and hypothetically, also the influence of a favourable en-
vironment, which promotes learning autonomy and supports maintaining efforts in mee-
ting new challenges and encouraging a sense of competence in the students’ own abilities.

This finding also corroborates the opinion that extrinsic motivation differs significan-
tly in its relative autonomy and therefore can maintain extrinsic control or true self-re-
gulation, which is why it is important to study and encourage foreign language learning.

For teaching LSP, it is important to obtain a thorough knowledge of the above types
of motivation and their mutual relationship in order to adopt effective didactic strategies
to encourage the types of motivation which can result in an outcome equal to intrinsic
motivation (Blazi¢, 2021; Starc, 2010). Some theoretical concepts suggest that there are
mechanisms which enable reaching the type of extrinsic motivation that leads to the ef-
fects caused by intrinsic motivation; however, with identified motivation, which is very
similar to it, identical effects can be achieved.

Moreover, it is important to mention the finding that the variables in the relationship
between the types of motivation and the willingness to communicate are not the only
factors influencing this relationship. This is indicated by the finding that they explain
only 7% of the variance, and only two (gender and staying in the country of the native
speaker) of the observed variables influenced this relationship, or proved to be signi-
ficant moderators. This opens up the question of how many and what other variables
should be included in order to make the model acceptable in terms of providing teachers
(Stankovi¢ and Blazi¢, 2015) as well as students with a safer model, enabling them to
take steps (Blazi¢ and Roncevi¢, 2009) towards personalizing learning and teaching
strategies in LSP.
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Dr. Jelisaveta Safianj, dr. Aleksandra Gojkov Rajié, mag. Vesna Bulatovié

Motivacija za komunikacijo v tujem jeziku

Cilj te studije je dolociti vzorce razmerij med vrstami motivacije in pripravljenostjo
na komunikacijo v tujem jeziku, ki se ga posameznik uci. Preucevani so tudi predvideni
prispevki, ki jih imajo razlicne vrste motivacij na pripravljenost komuniciranja v pove-
zavi z drugimi dejavniki (spol, dosezki, trajanje ucenja tujih jezikov in bivanje v drzavi
maternega govorca). Studija se posluzuje razlicnih analiz pri raziskovanju, po pristo-
pu je kvantitativna, izvedena pa je bila z metodo sistematicnega neeksperimentalnega
opazovanja.

Vrste motivacije so bile zabelezene s pomocjo lestvice jezikovnih usmeritev — notra-
nja motivacija, zunanje motivacije in podlestvice nemotiviranosti (LLOS-IEA) (Noels
idr., 2000). Lestvica je vsebovala podlestvice belezenja treh vrst zunanje motivacije (zu-
nanja regulacija, podzavestna regulacija, identifikacijska regulacija) in tri podlestvice
merjenja notranje motivacije (znanje, dosezki, stimulacija). Zanesljivost lestvice je bila
preverjena na podlagi Cronbachovega alfa koeficienta (0,915). Pripravijenost za ko-
munikacijo v tujem jeziku je preucevala McCroskey v delu Willingness to Communicate
(WTC) (1992), kjer je bil Cronbach alfa koeficient 0,735.

V pricujocem besedilu so predstavijeni vzorci teoreticnih osnov zapletenega poja-
va, ki se imenuje samoregulacija oziroma uravnavanje, Studija pa zeli predstaviti kon-
cept samoodlocnosti in vrste regulacij pri ucenju tujih jezikov. To sproza vprasanja o
nedoslednem odnosu do jezika glede na druge dejavnike (spol, trajanje ucenja jezikov
in bivanje v drzavi domacih govorcev), kar je cilj raziskave, ki poskusa potrditi modelno
zasnovo, ki pojasnjuje razmerje med vrstami motivacije in pripravijenostjo za lastno
uravnavanje ucenja. To odpira moznosti tako uciteljem kot Studentom, ki bi ne samo
lahko, ampak tudi morali regulirati svoje ucenje, da najdejo varen model za prakticne
korake pri prilagajanju strategij ucenja in poucevanja.

Teoreticni okvir in ugotovitve raziskav kazejo na zapletenost pojava motivacije. Pri
ucenju in poucevanju se kazejo raznolike vrste motivacije. Te vrste odrazajo Stevilne
stopnje samostojnosti ali samoodlocnosti kot pomembnega dejavnika uspeha pri obvla-
dovanju tujega jezika. Koncepti pri teoriji samoodlocanja (Theory of Self-Regulation)
so pri poucevanju tujih jezikov pomembni, ker ne prepoznajo zunanje motiviranega ve-
denja kot nespremenljivo notranjega, saj se lahko zunanja motivacija mocno razlikuje
glede na to, v koliksni meri je avtonomna, in tako pridobi notranje motivacijske lastno-
sti. Tako ima funkcijo motivne avtonomije in omogoca, da zunanja motivacija postane
notranja, kar bi morali imeti v mislih ucitelji tujih jezikov in zato iskati nacine zunanje
motivacije, ki bi se skozi cas spreminjala in pridobivala avtonomne lastnosti.

V strategijah za spodbujanje tujejezicne komunikacije je pomembno slediti zakljuc-
ku teorije samoodlocanja, da vse vecja ponotranjenost in s tem povezan obcutek osebne
zavzetosti vodi do vecje vztrajnosti, pozitivnejSega samozavedanja in boljse osebne an-
gaziranosti (Ryan idr., 1997).

Osnovna predpostavka se nanasa na to, da obstaja statisticno pomembna povezava
med vrstami motivacije in zeljo oziroma pripravljenostjo na komunikacijo. Vse zunanje
in notranje podvrste motivacije so bistveno pozitivho povezane.
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Pojasnilo te hipoteze potrjuje predpostavka, da so za tujejezicno komunikacijo po-
membne tako notranje kot zunanje vrste motivacije, zato je za uporabo strategij vazno
dobro znanje o ucinkih obeh vrst motivacije. Pomemben je tudi odnos do uspesne ko-
munikacije, da je sploh mozno uspesno spodbujati motivacijo pri poucevanju jezikov.

Ta hipoteza prav tako raziskuje stalisca vec teorij, v katerih se motivacijo obrav-
nava kot celoto, ki je sicer enoten pojav, vendar vkljucuje razlike, saj obsega razpon
od zelo majhne zavzetosti do zelo velike. Izkusnje kazejo, da motivacija ni edinstven
pojav, stevilne Studije (Ratelle idr., 2007) pa so to potrdile. Tako je bilo ugotovljeno, da
ljudje ne kazejo le razlicnih stopenj zavzetosti, ampak tudi razlicne vrste motivacije. To
pomeni, da se posamezniki razlikujejo ne samo glede na stopnjo motivacije, torej glede
na to, koliko pripravijenosti pokazejo, temvec tudi glede na njeno usmerjenost (vrsto
motivacije ali zaradi katerega motiva je posameznik navdahnjen). To je pomembno za
pripravijenost na komunikacijo, ker omogoca opredelitev vrste zunanjih motivatorjev
pri poucevanju, kar scasoma omogoca avtonomijo tega motiva.

Kot so razlicne raziskave pokazale, se ta lastnost nanasa na sposobnost posame-
znika, da integrira doloceno vedenje (identifikacijska regulacija), torej samouravnava
motivacijo in deluje v skladu s pricakovano usmeritvijo, v tem primeru v smeri tujejezic-
nega sporazumevanja. Z vidika stilov uravnavanja je ta raven motivacije se vedno dalec¢
od avtonomnega vedenja posameznikov, ki se samostojno odlocijo za komunikacijo v
tujem jeziku, ki se zacne z osnovnim obcutkom zadovoljstva in zanimanja (temeljna
regulacija) (Carver in Scheier, 2000). Zaradi tega je pomembno ugotoviti, koliko se
dolocene vrste motivacije dejansko pojavljajo in kaksen je njihov odnos med osnovnimi
tipi (notranja in zunanja motivacija).

Prva hipoteza pravi, da obstaja statisticno pomembna povezava med vrstami mo-
tivacije in pripravljenostjo na komunikacijo, podvrsti motivacije, torej zunanja in no-
tranja, pa sta bistveno pozitivno povezani. Ugotovitve te hipoteze preucujejo obseg pri-
spevka motivacijske vrste k pripravijenosti na komunikacijo in s tem sam hevristicni
model motivacije. To je pomembno tudi za pripravljenost na komunikacijo, saj omogoca
dolocanje vrste zunanjega motivatorja pri poucevanju in s tem avtonomijo motivov.

Druga hipoteza domneva, da so predvideni prispevki vrst motivacije pri pripravije-
nosti za komuniciranje statisticno pomembni, ce so moderatorske spremenljivke vklju-
Cene v analizo (npr. spol, uspeh pri ucenju tujega jezika, cas bivanja v drzavi maternega
govorca, obdobje ucenja tujega jezika).

Vzorec obsega 303 Studente Univerze v Novem Sadu in Beogradu (od tega 56,4 %
Studentk). Raven ocen tujega jezika je bila 7,8 (SD = 2,02). Bivanje v drzavi materne-
ga govorca znasa 4,03 (SD = 18,25) meseca. Obdobje ucenja tujega jezika je 12,96
(SD = 2,59) leta.

S statisticno analizo podatkov so izracunali Pearsonove koeficiente korelacije, da
bi ocenili vzorce razmerja med vrstami motivacije in pripravljenostjo na komunikacijo.
Z veckratno regresijsko analizo smo ocenili delni predvideni prispevek vrst motivacij
k pripravijenosti na komunikacijo zaradi bolj sistematicne razjasnitve rezultatov. Kri-
terijska spremenljivka je bila ocena na lestvici pripravljenosti na komunikacijo, napo-
vedovalci pa rezultati pri Sestih vrstah motivacije (tri zunanje podvrste in tri notranje
podvrste). Makro PROCESS (Hayes, 2013) za SPSS je bil uporabljen za preverjanje
vpliva zmernosti na razmerje med motivacijo in pripravijenostjo na komunikacijo.
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Opravljenih je bilo Sest analiz, pri katerih so bili moderatorji spol, uspeh pri ucenju,
zacetna starost ucenja jezika in bivanje v drzavi maternega govorca, Sest razlicnih vrst
motivacije pa je predstavljalo neodvisno spremenljivko.

Teoreticna osnova prispevka je teorija samoodlocnosti, ki temelji na trditvi, da po-

sameznik spontano razvije svoje predispozicije, torej lastno motivacijo in ponotranje-
nost, ko so osnovne psiholoske potrebe izpolnjene v funkciji medosebne dinamike in
druzbenih uravnav (Deci in Ryan, 2000).

Osnovne ugotovitve:

O

Studenti, ki so bili zajeti v raziskavi, so izkazovali razlicne vrste motivacij. Razlike
so se pokazale pri stopnjah motivacije, torej pri stopnjah pripravijenosti na udelez-
bo pri aktivnostih, odstopanja pa so bila tudi pri orientaciji motivacije, tj. pri vrsti
motivacije, ki jih vodi k dejavnosti. Ugotovitve potrjujejo mnenje, da motivacija ni
enoten pojav, saj so bile identificirane vse podvrste zunanje in notranje motivacije.

Najvisja stopnja prepoznane motivacije v pripravijenosti na komunikacijo je bila
najblizja notranji vrsti motivacije, kar kaze na dobro samouravnavanje Studentov.
To potrjuje stalisca, po katerih se zunanja motivacija v svoji relativni avtonomiji
bistveno razlikuje, zato lahko ohrani zunanji nadzor ali resnicno samoregulacijo,
zaradi Cesar je zanimiva za raziskovanje in spodbujanje pri ucenju jezikov.

Te spremenljivke v razmerjih med vrstami motivacije in pripravljenostjo na komu-
nikacijo pa vseeno niso edini dejavniki, ki vplivajo na to razmerje. O tem sklepamo
iz ugotovitve, da spremenljivke pojasnijo pravzaprav le 7 % odstopanj. Ugotovljeno
je bilo, da sta se dve od opazenih spremenljivk zmernosti (spol in bivanje v drzavi
maternega govorca) izkazali kot pomembna moderatorja in da tudi ti spremenljivki
vplivata na razmerje. To postavilja vprasanje, koliko drugih spremenljivk bi se mora-
li vkljuciti in kaksne naj bi bile, da bi v zadostni meri pojasnili odnos med motivacijo
in pripravljenostjo na samouravnavanje ucenja, ki bi posamezniku omogocilo zZelje-
ne rezultate. Te neznane spremenljivke bi bile poglavitnega pomena, da bi lahko uci-
teljem in ucencem predstavili varen model prakticnih korakov v personaliziranem
ucenju in pri ucnih strategijah ter za samouravnavo usvajanja in podajanja znanja.
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POVZETEK -V prispevku je predstavijen celovit
model razvoja ustvarjalnosti, inovativnosti in podje-
tnosti v osnovni Soli, ki je nastal na podlagi empiric-
ne raziskave. Tema je v Solskem prostoru potrebna,
saj je v praksi malo znanj s tega podrocja. Rezultati
raziskave so pokazali, da aktivnosti na izbrani Soli
izkazujejo celovit pristop. Fizi¢ni prostor podpira
ustvarjalni ucni proces. Ravnanja izkazujejo inova-
cijsko kulturo in klimo. Najpomembnejsi inovacijski
osebnostni lastnosti sta po mnenju uciteljev pogum
in samozavest za izpeljavo invencijsko-inovacijskega
procesa in podporo ucencem pri pridobivanju inova-
cijskih kompetenc. V okviru inovativnega poucevanja
ucitelji razvijajo ustvarjalno in kriticno misljenje,
uporabljajo sodobno tehnologijo, razvijajo vidik
samoregulativne prakse ter organizirajo timsko in-
terdisciplinarno delo za ustvarjalno resevanje kom-
pleksnih problemov. V zakljucku prispevka so pred-
stavljene smernice za prakticno delo v soli, ki imajo
kljucen poudarek na viogi vodstva Sole in uciteljev za
celovit pristop k razvoju ustvarjalnosti, inovativnosti
in podjetnosti v Soli. Ugotavljamo, da s predstavlje-
nim modelom razvijamo vse, zlasti pa najvisje ravni
Bloomove taksonomije in s tem ucence pripravljamo
na izzive, ki jih ¢akajo v zZivijenju.

1 Uvod
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invention-innovation process, innovative teaching

ABSTRACT — In the article, a complete model of el-
ementary school creativity, innovativeness and entre-
preneurship development is presented, based on an
empirical study. The topic is relevant to educators, as
there is little know-how on the matter. Study results
have shown that activities at the observed school rep-
resent a complete approach. The physical space sup-
ports a creative educational process. Actions express
an innovative culture and climate. According to the ed-
ucators, the two most important innovative personality
traits are bravery and the confidence to carry out the
invention-innovation process and to support students
to obtain innovative skills. In the scope of innova-
tive education, teachers develop creative and critical
thinking, use modern technology, develop the aspect of
self-regulatory practise, and organise interdisciplinary
teamwork to creatively solve complex problems. In the
conclusion, guidelines for practical work in schools
are presented. These put a key emphasis on the role of
the schools leadership and teachers in a complete ap-
proach to the development of creativity, innovativeness
and entrepreneurship in schools. We have established
that with the presented model we develop all the levels
of Bloom's taxonomy, especially the highest ones, and
thus prepare the students for life’s challenges.

V prispevku predstavljamo celovit pristop k razvoju ustvarjalnosti, inovativnosti in
podjetnosti v osnovni Soli. Ustvarjalnost je ena najbolj iskanih lastnosti v druzbi in omo-
goca premagovanje razli¢nih izzivov v zivljenju. Kim Kyung (2011, str. 285-295) je raz-
iskovala inteligentnost in ustvarjalnost na populaciji 272.599 oseb, od vrtca do odraslosti,
med letoma 1974 in 2008. Ugotovila je, da se inteligentnost skozi daljsi ¢as povecuje,
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ustvarjalnost pa je po letu 1990 zacela upadati. Rast inteligentnosti pripisuje izboljSevanju
zivljenjskih pogojev, upad ustvarjalnosti pa spremembam mladih, ki so postali skozi leta
manj motivirani za ustvarjalnost in nove izzive. Ustvarjanje je najzahtevnej$a kognitivna
vescina, ki se uvrsca na vrh revidirane Bloomove taksonomije. Pri ustvarjanju posame-
znik sestavi novo, izvirno celoto iz elementov razlicnih virov, ki presega raven, ki jo je bil
sposoben doseci na zacetku. Pri tem potekajo spoznavni procesi generiranja, nacrtovanja
in produciranja, potrebni pa so tudi nekateri spoznavni procesi predhodnih taksonomskih
kategorij: razumevanje (npr. sklepanje, razlaganje), uporaba (npr. izpeljava, implemen-
tiranje), analiza (npr. diferenciranje, organiziranje) in vrednotenje (npr. preverjanje ali
oblikovanje kritike) (Anderson idr., 2016). Za ustvarjalno zivljenje potrebuje posame-
znik vrsto znanj in ves¢in, predvsem inovativnih. Likar idr. (2002) opredelijo inovacijsko
kompetenco kot celoto dveh soodvisnih delov. Prvi del obsega znanje, sposobnosti in
vescéine, drugi del pa zadeva proaktivnost posameznika, da to uporabi v inovativne na-
mene. “Da ucitelj lahko izboljSuje svojo prakso, mora biti refleksivno usmerjen,” trdita
Maksimovi¢ in Osmanovi¢ (2018, str. 132). Ustvarjalnost in inovativnost sta potrebni za
razvoj podjetnosti, ki je v praksi pogosto razumljena kot podjetnistvo. Cankar idr. (2015)
menijo, da je potrebno lo¢evati kompetenco podjetnosti od pojma podjetnistvo, ki je Sirsi
pojem. Podjetnost opredelijo kot ¢lovesko lastnost, podjetniStvo pa kot poklic. Likar idr.
(2013) pravijo, da vsebine inoviranja in podjetnosti v vzgojno-izobrazevalnem procesu
pri ucencih spodbujajo razvoj ustvarjalnih in podjetnih ljudi, ki znajo opazovati in zaznati
priloznosti, ustvarjalno reSevati probleme ali nesoglasja, sprejemati odgovorne, tvegane
odlocitve, biti proaktivni, se odzivati na pobude in se prilagajati raznolikim okoli§¢inam.

Stevilne drzave skusajo opredeliti pri¢akovanja do ravnateljev, preko katerih vpliva-
jo tako na ucenje kot uspesnost u¢encev (Hattie, 2018; Robinson, 2011). “Ravnateljeva
vloga je kljuéna pri uvajanju sprememb v organizacijo,” meni Skodnik (2018, str. 145).
“Pomemben vidik je organizacijska kultura in klima, ki se odraza v posameznikovem
dozivljanju in izrazanju organizacijske kulture,” pa opazajo Devjak idr. (2020, str. 25).
Inovacijska kultura in klima na Soli razvijata komunikacijo in sodelovanje, vkljuceva-
nje zaposlenih v reSevanje pomembnih vprasanj in odlocitev, predstavljanje idej in Sir-
jenje dobre prakse ter priznanje in promoviranje dosezkov. Kunc in Likar (2014, str. 39)
poudarita, da “ravnatelji pripisujejo velik pomen dobrim odnosom, komunikaciji in mo-
tivaciji”. Del prikritega kurikuluma na $oli, ki ima lahko moc¢nejsi vpliv od formalnega,
je tudi Solski prostor z opremo (Apple, 1990). Cuban (1993) poudari, da je za celovito
pojasnjevanje u¢nega procesa potrebno opazovanje fizicnega prostora, ureditve Sole in
ucilnic. Na podlagi obsirne raziskave je razdelil ucilnice glede na ureditev na t. i. “na
ucitelja osredotocene ucilnice” in “na ucenca osredotocene ucilnice”, ki izkazujejo raz-
licen didakti¢ni pristop. Kotnik (2017) poudari, da se pri ustvarjanju inovativnih Solskih
prostorov upostevajo elementi vecCuporabnosti, mobilnosti, fleksibilnosti, inovativnosti,
avtodidakti¢nosti, povezovalnosti, raznovrstnosti in neformalnosti. U¢ni proces v Soli
se lahko izboljsa tudi z razli¢nimi ucinki barv (Cerdeira, 2018). U¢ni prostori, ki so
raznoliki in vznemirljivi, omogocajo ucno dozivetje (OECD, 2013).

Za uspesno premagovanje kreativnih izzivov potrebujemo odprtost, proaktivnost,
radovednost, vztrajnost, samozavest in pogum. Inovacijske osebnostne lastnosti Likar
(2004) opredeli tako z miselno proznostjo, ki omogoca vstop novih idej, z zmoznostjo
ustvarjanja idej, presojanja in vrednotenja kot notranjo motivacijo, ki ob upostevanju re-
alnega sveta vlece inovatorja k Custveni zavzetosti za resitev problema. Likar idr. (2013)
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pravijo, da je v invencijsko-inovacijski proces potrebno vkljucevati lokalno skupnost in
zunanje strokovnjake, ki prinasajo potrebna znanja za dobre resitve. Inovacijsko delo
ucitelj organizira z aktivnimi metodami dela, medsebojnim spodbujanjem in podpira-
njem ucencev pri timskem oz. interdisciplinarnem timskem delu. Invencijsko-inovacijski
proces Sledzik (2013) razdeli na fazo invencije, v kateri poteka generiranje novih idej, na
fazo inovacije, v kateri se dobra ideja pretvori v storitev, izdelek ali proces z vrednostjo,
in na fazo difuzije, ko se inovacija kot uspesna resitev implementira v druzbo. Likar
(2004) pravi, da je invencija dobra ideja s potencialom, ki obeta, da postane inovacija.

Inovativno poucevanje in ucenje opredeli Komljanc (2015) kot samostojno, svo-
bodno in odprto obliko pouka. “Uc€enci postanejo z ustrezno interaktivno didakti¢no
podporo aktivnejsi in ustvarjalnejsi v uénem procesu.” (Peri¢ Prkosovacki idr., 2020,
str. 51). Ucenje reSevanja problemov se v Soli za¢ne z igrivimi problemi, ki ucence
motivirajo za iskanje poti in resitev in se stopnjuje do kompleksnih problemov. Doli-
nar (2017) pravi, da ustvarjalno raven pri ucencih dosezemo s postopnim razvijanjem
digitalnih spretnosti, konceptov in uporabe v razlicnih okoljih, ki omogoca uspesno
reSevanje kompleksnih problemov. Za uspesno resevanje problemov je potrebno tudi
ustvarjanje in razvijanje izvirnih idej z uporabo analiti¢nih in celostnih tehnik ustvar-
jalnega misljenja (Pe¢jak, 1989). Ravno tako sta potrebna tudi kriticno misljenje in
samoregulacija, kjer v procesu razvoja delamo na razvijanju misljenja, Custev in vede-
nja (Zimmerman, 2001). Samoregulativni posameznik obCuti mo¢ uravnavanja svojega
delovanja in uspeh prevzemanja odgovornosti za lastno ravnanje, znanje in spretnosti.
Kadar lahko ucenci svoje u€enje sami nadzirajo in ga uravnavajo, so pri ucenju bolj mo-
tivirani in vztrajni, $e posebej, kadar prihajajo ideje za u¢ne situacije iz njih samih. Upo-
raba inovativnih u¢nih metod spodbuja ucitelja, da postane moderator u¢nega procesa.

V sSolskem prostoru je bilo podanih mnogo pobud, projektov in sistemskih pristopov
k razvijanju inovacijsko-podjetniskih vsebin v izobrazevalnem procesu. Likar (2015,
str. 103) meni, da je cilj vseh prizadevanj v vzgojno-izobrazevalnem prostoru razvoj
ustvarjalnosti, inovativnosti in podjetnosti pri mladih, ki znajo prepoznati priloZnosti
in dobre ideje spremeniti v inovacije z rezultatom, ki je v dobrobit na kulturnem, soci-
alnem ali gospodarskem podrocju druzbe. V izobrazevanje mladih je potrebno vkljuciti
inovacijsko-podjetniska znanja in optimisti¢en odnos do Zivljenjskih izzivov. To oprede-
ljuje nacin delovanja posameznika, zato so pomembne vrednote spostovanje, postenost
in druzbena odgovornost. Druzbena odgovornost je odgovornost vsakogar za vplive na
druzbo, soodvisnost in celovitost (Mulej idr., 2018). Ena zadnjih pobud je bil mednaro-
dni projekt InnoTeach. “Rezultati raziskave o pricakovanju uciteljev od mednarodnih
usposabljanj so pokazali, da si ucitelji Zelijo predvsem uporabnosti in prenosa znanja
inovacij v izobrazevanju v svojo prakso.” (Arzensek, 2017, str. 155). Cilji projekta In-
noTeach so bili: spodbuditi drugacen, ustvarjalen nacin razmisljanja in poudariti, da je
inovativnost klju¢na za uspeh; opolnomociti ucitelje s kreativnimi pristopi in inovativ-
nim nacinom dela; razvijati inovacijske osebnostne lastnosti; spodbujati inovativne me-
tode poucevanja; vzpostaviti sistem potrjevanja in priznavanja spretnosti in kvalifikacij,
pridobljenih z neformalnim izobrazevanjem na podlagi smernic Europass in standardov
ECQA. Koncen cilj pa je razviti sposobnosti uciteljev, da znajo (in tudi Zelijo) ucence
osnovnih $ol spodbuditi k zaznavanju inovacijskih priloznosti in razvoju ter implemen-
taciji inovativnih resitev (Likar, 2018, str. 2). V projektu so bila vzpostavljena inovativna
ucna okolja, v katerih so ucitelji razvijali inovacijsko kompetenco v svoji praksi z ucenci.
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Pri resevanju problemov so spoznavali podjetniske koncepte in uporabljali inovacijska
znanja in spretnosti. Spodbujali so sodelovanje v inovacijskih skupinah in invencijsko-
-inovacijskih procesih. Inovativni proces se je zacel z nastankom idej in se zakljucil z iz-
vedbo inovacijskih projektov. Sodelovanje in predstavljanje resitev je potekalo v okviru
razli¢nih nacionalnih in mednarodnih dogodkov (Likar, 2018, str. 4).

2 Problem raziskave, cilji in raziskovalna vprasanja

Celovit pristop k razvijanju ustvarjalnosti, inovativnosti in podjetnosti je redko
predmet raziskav. V preteklosti je bilo ve¢ pobud za sistemske resitve raziskovanega
podrocja v Solah, kljub temu pa je v praksi Se vedno premalo vedenj za u¢inkovito delo
z ucenci v vzgojno-izobrazevalnem procesu.

Sola predstavlja temeljno okolje, v katerem ucenci razvijajo ustvarjalnost, inovati-
vnost in podjetnost. Da bo u¢no okolje spodbudno, je potrebo razumevanje dejavnikov,
ki vplivajo na uspesno razvijanje raziskovanega podrocja. Zato nas je zanimalo, kako na
podrocju razvoja inovacijskih kompetenc razmisljajo ter delujejo vodstvo in zaposleni v
izbrani Soli. V raziskavi smo proucili osnovno $olo, ki je v okviru mednarodnega projek-
ta InnoTeach sistematicno in celovito razvijala inovacijsko kompetenco pri uciteljih in
ucencih. Na podlagi ugotovitev raziskave smo pripravili smernice za prakticno delo v Soli.

Pri poglobljeni raziskavi obravnavanega podroc¢ja smo si zastavili naslednje cilje:

o S kvalitativno raziskavo oz. Studijo primera na izbrani Soli prouciti, kako deluje
celovit model razvijanja inovacijske kompetence: ustvarjanje ugodnih pogojev za
razvoj inovacijske kulture in klime, elementi fizinega u¢nega okolja, inovacijske
osebnostne lastnosti, vodenje invencijsko-inovacijskega procesa in strategije inova-
tivnega poucevanja uciteljev.

O Pripraviti smernice za prakti¢no delo v Soli za razvijanje ustvarjalnosti, inovativno-
sti in podjetnosti.

Na podlagi teh ciljev smo v raziskavi iskali odgovor na osrednje raziskovalno vpra-
Sanje: “Kako uspesno in celovito razvijati ustvarjalnost, inovativnost in podjetnost v
osnovni $0li?”” Nanj smo odgovorili s pomocjo podvprasan;j:

o Kako vodstvo spodbuja razvoj inovacijske kulture in klime v osnovni $oli ter s ka-
k$nimi pristopi vodstvo vzpostavi uspesno sodelovanje s starsi, lokalno in globalno
skupnostjo?

o Katere aktivnosti so izvajali oz. jih izvajajo na Soli za spodbujanje razvoja ustvarjal-
nosti, inovativnosti in podjetnosti?

o S katerimi elementi prostora fizi¢no okolje izbrane Sole spodbuja ustvarjalnost, ino-
vativnost in podjetnost?

o Katerim osebnostnim znacilnostim ucitelja pripisujejo ucitelji najvecji pomen za
uspesnost pri razvijanju ustvarjalnosti, inovativnosti in podjetnosti?

o Kako ucitelji zaznajo dobro priloznost in jo z u€enci spreminjajo v smeri inovacije ter
kako pri tem poveZzejo interdisciplinarna znanja, da lahko udejanijo obetavne ideje?

o Nakaksen nacin ucitelji v u¢ni proces vkljucujejo reSevanje problemov, timsko delo,
sodobno tehnologijo, ustvarjalno misljenje, kriticno misljenje in samoregulacijo?
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Ugotovitve smo povzeli v zakljucku in v sklepu predstavili smernice za prakti¢no
delo, pri katerem se razvija ustvarjalnost, inovativnost in podjetnost v osnovni Soli.

3 Raziskovalne metode dela

V studiji primera predstavlja zakljuceno celoto izbrana osnovna $ola, kjer so nacr-
tno razvijali raziskovano podrocje v okviru mednarodnega projekta InnoTeach. Izbrani
vzorec zaposlenih je majhen in namenski. Izbrani udelezenci so o izbrani temi znali
povedati najvec, saj na izbrani Soli vodijo razli¢ne inovativne aktivnosti ali v njih so-
delujejo.

V empiri¢énem delu smo pridobili odgovore na osrednje raziskovalno vprasanje in
raziskovalna podvprasanja s pomocjo sekundarnih podatkov, z analizo Solskih doku-
mentov in s pomocjo primarnih podatkov, ki smo jih pridobili z metodo opazovanja
fizicnega okolja izbrane osnovne Sole, poglobljenega polstrukturiranega intervjuja z
ravnateljico in skupinskega polstrukturiranega intervjuja z izbranimi ucitelji ter jih ob-
delali z metodo analize vsebine.

Z analizo Solskih dokumentov smo pridobili vpogled v aktivnosti za razvoj ustvar-
jalnosti, inovativnosti in podjetnosti na Soli. Z metodo analize vsebine smo zapise ka-
tegorizirali v smiselne pomenske sklope, kodirali citate, jih zapisali v analizi in jih in-
terpretirali.

Z opazovalno metodo fizi¢nega okolja smo proucili podporno okolje za razvoj raz-
iskovanega podrocja v Soli. Opazovanje je bilo neposredno in z razkrito vlogo razisko-
valca. Polstrukturirano opazovanje je potekalo po pripravljeni opazovalni shemi z mo-
znostjo zapisa nepredvidenih opazanj, ki smo jih uporabili pri oblikovanju zakljuckov.

Poglobljen polstrukturirani intervju smo opravili z ravnateljico. Z nekaj vnaprej pri-
pravljenimi vprasanji smo proucili predvsem inovacijsko kulturo in klimo, vpliv fizicne-
ga okolja in aktivnosti na Soli na razvoj ustvarjalnosti, inovativnosti in podjetnosti. Obli-
kovana vprasanja smo preizkusili in se prepricali, da so jasna in omogocajo pridobitev
potrebnih podatkov za naso raziskavo. Intervju smo posneli, posredovali njegov zapis
v pregled, nato pa zbrane podatke obdelali z metodo analize vsebine in jih predstavili.

Polstrukturirani skupinski intervju smo opravili s predlaganima uciteljema. Pripravi-
li smo nekaj vprasanj, s katerimi smo proucili predvsem inovacijske osebnostne lastnosti
ucitelja, vodenje invencijsko-inovacijskega procesa in inovativno poucevanje. Obliko-
vana vprasanja smo vnaprej preizkusili. Intervju smo posneli ter posredovali njegov za-
pis v pregled. Zbrane podatke smo obdelali z metodo analize vsebine ter jih predstavili.

Po opravljeni analizi smo rezultate zdruzili v pomenske sklope in odgovorili na

vprasanja znotraj raziskovanih podrocij. Pri raziskavi smo upostevali eti¢na nacela raz-
iskovanja (Vogrinc, 2008).
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4 Rezultati in razprava

V nadaljevanju bomo predstavili najpomembnejse ugotovitve v okviru raziskoval-
nih podvprasanj, ki jih bomo zdruzili v ugotovitve v okviru osrednjega raziskovalnega
vprasanja empiri¢ne raziskave.

Inovacijska kultura in klima

Na podrocju razvijanja inovacijske kulture in klime smo ugotovili, da ima Sola v
Solskih dokumentih zapisane vizijo, cilje in dejavnosti, ki podpirajo razvoj inovativne
Sole. Vodstvo Sole ima jasno vizijo in izrazeno navdusenje za spremembe. Skupaj z
ucitelji uvaja ter razvija novosti v pedagoskem procesu in spodbuja razvoj inovacijskih
osebnostnih lastnosti. Podpira ideje kolegov in jim zaupa, da bodo pri izvedbi odgo-
vorni. Skrbi za vzajemno sodelovanje z lokalnim in globalnim okoljem ter vkljucuje
strokovnjake pri resevanju kompleksnih problemov na $oli. Pri uciteljih spodbuja ino-
vativno poucevanje, timsko in interdisciplinarno delo. Skrbi za reden prenos znanj in
dobrih praks med ucitelji, dosezke kolegov tudi simboli¢no nagradi. Ustvarja inovativ-
no okolje, v katerem ucitelji dobivajo predvsem spodbude, ki jih silijo k razmisljanju o
ustvarjalnem in inovativnem ravnanju v svoji praksi.

Solske aktivnosti za razvoj ustvarjalnosti, inovativnosti in podjetnosti

Na podrocju Solskih aktivnosti za razvoj ustvarjalnosti, inovativnosti in podjetnosti
poteka vrsta dejavnosti. Potekajo pri pouku, v razsirjenem programu in izven pouka.
Aktivnosti so razlicnega obsega, od uporabe preprostih tehnik pri razli¢nih vsebinah
pouka do razvoja ucencevih idej s projektnim delom. Kompleksnejsa projekta na Soli
sta Novoletno druzenje in Startup vikend. Pri obeh aktivnostih u€enci prevzamejo orga-
nizacijo in izvedbo. Ustanovijo podjetje, pripravijo razvoj produktov, naredijo reklamo
in vkljucijo zunanje strokovnjake, da v interdisciplinarnem timu resujejo kompleksne
probleme. Zbirajo ideje, pripravljajo resitve, preizkusajo, dopolnjujejo resitve in jih na
koncu kot izdelke oz. storitve ponudijo zainteresirani javnosti. Na obeh ucenci prido-
bivajo tudi konkretne podjetniske izkusnje, kot narekujejo priporocila Sveta Evrope
(Priporocilo 2018/C). Najkompleksnejsa aktivnost na Soli je bil mednarodni projekt
InnoTeach. Z obseznimi aktivnostmi so nacrtno razvijali inovacijske kompetence, zna-
nja vodenja inovacijskih projektov in podrocje inovativnega poucevanja pri uciteljih.
Pridobljena znanja in spretnosti so nato uporabili pri delu z u¢enci v inovacijskih pro-
jektih ter rezultate predstavljali na razli¢nih dogodkih (Likar, 2018). Na podrocju Sol-
skih aktivnosti ugotavljamo, da bi bilo smiselno vpeljati ve¢ reSevanja kompleksnih
problemov na ravni pouka.

Ustvarjalno ucno okolje

Na podrocju ustvarjalnega u¢nega okolja smo se v raziskavi usmerili v fizi¢no oko-
lje, ki je v pedagoskih razpravah redkeje zastopano. Lefever (2004) navaja, da ustvarjal-
nost pri ucencih v osnovni $Soli z leti upada, zato nas je zanimala razlika med razredno
in predmetno stopnjo. Ugotovili smo, da ucilnice razredne stopnje vecinoma izkazujejo
osredotocenost ucnega procesa na ucenca in uporabo aktivnih metod poucevanja. U¢il-
nice predmetne stopnje vecinoma izkazujejo usmerjenost v ucitelja in uporabo frontalne
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metode poucevanja. Neformalnost je vecja na razredni stopnji, kjer je v ucilnicah videti
ve¢ izdelkov ucencev, slik, konstruktorskih zbirk, blazin za posedanje, glasbil in po-
dobno, na predmetni stopnji je neformalnost majhna. Povezovanje ucilnic v odprt ucni
prostor omogocajo prostorne Solske avle. Fleksibilnost pohistva je enaka na obeh sto-
pnjah in omogoca hitro prerazporejanje v nove ucne oblike. Mobilnost, npr. s kolescki,
je majhna na obeh stopnjah. Manj je bilo zaznane inovativnosti, ki podpira alternativ-
ne oblike ucenja. Z raznovrstnostjo pohistva, ki omogoca oblikovanje razli¢nih uénih
prostorov, je bolje opremljena razredna stopnja. S sodobno tehnologijo so bile dobro
opremljene ucilnice na obeh stopnjah. Z vidika barv so bile ucilnice obeh stopenj sve-
tlih pastelnih barv z zivahnimi pisanimi dodatki na pohistvu, ki so ustvarjali kreativno
razpolozenje. Ugotavljamo, da bi bilo smiselno usmeriti pozornost na metode uc¢enja na
predmetni stopnji in vpeljati ve¢ neformalnosti. Pri obnovi prostorov bi veljalo razmi-
sliti tudi o inovativnosti, ki omogoca raznolike uéne priloznosti z inovativnimi elementi
pohistva, na tleh, stenah in fasadah.

Inovacijske osebnostne lastnosti

V nadaljevanju predstavljamo izsledke raziskave s podro¢ja inovacijskih osebno-
stnih lastnosti ucitelja. Ugotovili smo, da imajo ucitelji na Soli dobre pogoje za razvoj
inovacijskih osebnostnih lastnosti. Ucitelji lahko svoje ideje za izboljsanje pedagoskega
procesa predstavijo vodstvu Sole ter jih nato skupaj razvijajo in pripravijo nacrt im-
plementacije. Pri kompleksnih aktivnostih v interdisciplinarni tim vkljucujejo razlicne
strokovnjake. V raziskavi smo ugotovili, da kot najpomembne;jsi inovacijski osebnostni
lastnosti izpostavljajo ucitelji in vodstvo Sole pogum in samozavest. V nadaljevanju
sledijo proaktivnost, ustvarjalnost, radovednost, odgovornost, obvladovanje tveganja in
veselje do novosti. Ugotavljamo, da bi bilo v aktivnosti kolektiva smiselno vpeljati ve¢
priloznosti za obvladovanje tveganja.

Invencijsko-inovacijski proces

Na podrocju invencijsko-inovacijskega procesa smo v raziskavi ugotovili, da so na
Soli poglobljeno razvijali inovacijske kompetence, znanja vodenja projektov in inova-
tivnega poucevanja v okviru projekta InnoTeach v Solskih letih 2016/17 in 2017/18. V
Solski praksi poteka vodenje invencijsko-inovacijskega procesa predvsem s projektnim
delom med poukom, v razsirjenem programu in izven pouka, po potrebi v interdiscipli-
narnem timu. Z ucenci razvijajo reSitve, kreirajo ideje, jih vrednotijo, sledi razvojno-
-raziskovalno delo, preizkusanje in prototipiranje. Pri kompleksnejsih projektih pripra-
vijo poslovni nacrt, raziskavo trga in pridobivajo sredstva. V zakljucku resitve izzivov
predstavijo zainteresirani javnosti. V kreativnem procesu ustvarjajo socialno, kulturno
ali ekonomsko vrednost zase in za druge. Ugotovili smo, da ucitelji razumejo razvojne
znacilnosti otrok in so pozorni na majhne preboje, ki jih naredi uc¢enec. Ugotavljamo, da
bi veljalo v pouk vpeljati ve¢ reSevanja manjSih avtenti¢nih problemov z invencijsko-
-inovacijskim procesom.

Inovativno poucevanje

Za podrocje inovativnega poucevanja smo v raziskavi ugotovili, da vodstvo Sole
poudarja, da morajo zastavljene naloge usmerjati k razmisljanju in inovativnemu rav-
nanju. Pri pouku uporabljajo ucitelji predvsem projektno uc¢no delo in problemski pouk.
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Pri reSevanju problemov izhajajo iz u¢encevih problemov. Resevanje kompleksnih pro-
blemov razvijajo z ve&jimi projekti, kjer sodelujejo v interdisciplinarnih timih. Sola je
dobro opremljena s sodobno tehnologijo. V vzgojno-izobrazevalni proces bi bilo smi-
selno vpeljati tudi uporabo kompleksnih spletnih uénih okolij pri pouku. Ugotovili smo,
da pri pouku razvijajo ustvarjalno misljenje, predvsem za kreiranje idej, smiselno bi
bilo vpeljati Se druge tehnike, povezane z vsemi elementi invencijsko-inovacijskega
procesa. Pri pouku z u€enci razvijajo kriti¢no misljenje, predvsem z vidika argumenta-
cije, smiselno bi bilo vpeljati Se kriticno rabo jezika in zaznavanje neskladja. Z ucenci
razvijajo samoregulacijo, predvsem postavljanje ciljev in kriterijev uspesnosti. Z vidika
ucencevega spremljanja in uravnavanja lastnega ucenja ter ravnanja bi veljalo razvijati
formativno spremljanje celovito in enotno v vseh razredih.

Razvijanje ustvarjalnosti, inovativnosti in podjetnosti v izbrani osnovni soli

V zakljuc¢ku smo zdruzili ugotovitve raziskovanih podrocij in opredelili model ce-
lovitega razvijanja ustvarjalnosti, inovativnosti in podjetnosti na izbrani osnovni $oli.
Ugotovili smo, da je na izbrani Soli vodstvo ustvarilo ugodne razmere za razvoj inova-
cijske kulture in klime, kreativnega uc¢nega okolja, inovacijskih osebnostnih lastnosti,
inovativnega poucevanja, vodenje invencijsko-inovacijskega procesa in uporabo so-
dobne tehnologije. Spodbujano je bilo resevanje kompleksnih problemov, v katerih so
razvijali ustvarjalnost kot najvi§jo stopnjo znanja po Bloomovi taksonomiji. Delo je
potekalo v interdisciplinarnih timih, poskrbljeno je bilo za prenos znanj in izkusenj,
podpiralo se je nove ideje in zaupala odgovornost sodelavecem. Dobra praksa je bila
prepoznana, nagrajena in promovirana v kolektivu in strokovni javnosti. U¢itelji so se
strokovno izpopolnjevali in z u¢enci razvijali ustvarjalnost, inovativnost in podjetnost
v drobnih Solskih dejavnostih in kompleksnih aktivnostih resevanja avtenti¢nih pro-
blemov. Pri poucevanju so ucitelji uporabljali sodobne didakti¢ne pristope, spodbujali
timsko in interdisciplinarno delo ter uporabljali sodobno tehnologijo. V u¢ne vsebine
so uvajali tehnike ustvarjalnega misljenja, kriticnega misljenja in reSevanja problemov.
Pri vodenju invencijsko-inovacijskega procesa so izhajali pri izboru idej predvsem iz
avtenti¢nih situacij otroka in ustvarjali priloznosti, v katerih so u¢enci razvijali inovacij-
ska znanja in spretnosti, inovacijske osebnostne lastnosti in samoregulacijo.

V okviru empiri¢ne raziskave smo prisli do zakljucka, da na izbrani Soli celovi-
to razvijajo ustvarjalnost, inovativnost in podjetnost ter sledijo sodobnim smernicam
vodenja vzgojno-izobrazevalnega procesa. Aktivnosti na Soli izkazujejo sodobno izo-
brazevalno paradigmo s sociokonstruktivisticnim pristopom k izobrazevanju (Dumont,
Istance in Benavides, 2010).

5 Sklep

V sklepnih ugotovitvah lahko povzamemo, da je razvijanje ustvarjalnosti, inovati-
vnosti in podjetnosti potreba sodobne druzbe. Sola postaja prostor, kjer se is¢ejo nove
resitve. Priporocila Sveta Evrope (2018/C) opredeljujejo zmoznost posameznika, da
izkori$¢a priloznosti za uresni¢evanje zamisli in pretvarjanje v socialno, kulturno ali
poslovno vrednost za druge kot kompetenco podjetnosti, in poudarijo, da ucenci in di-
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jaki potrebujejo v Casu Solanja tudi prakti¢no podjetnisko izkusnjo. Na podlagi raziska-
ve, izkuSenj iz projekta InnoTeach, strokovnega in znanstvenega dela smo pripravili
smernice za delo v Solski praksi, ki zajemajo vlogo vodstva Sole in vlogo uciteljev pri
uspesnem razvijanju kompetence podjetnosti pri u¢encih osnovne $ole (Dolinar, 2020).

V smernicah smo poudarili, da celovit razvoj kompetence podjetnosti podpira
inovacijska kultura in klima v $oli, ki ceni inoviranje. Inovativen ravnatelj ima jasno
vizijo, cilje in strategije ter spodbuja razlicne podporne aktivnosti v okviru pouka, v
raz§irjenem programu in izven pouka. Pri tem odpira Solo navzven in vkljucuje zunanje
strokovnjake v interdisciplinarne time pri reSevanju kompleksnih problemov. Ceni ino-
vacijske lastnosti in spodbuja zaposlene k podajanju novih idej za izboljSanje pedago-
Skega procesa, pri ¢emer jih podpira in jim zaupa, da bodo pri tem odgovorni. Spodbuja
inovativno poucevanje in uporabo sodobne tehnologije. Skrbi za prenos znanj in dobrih
praks med ucitelji, ki jih zna prepoznati, nagraditi in promovirati.

Inovativni ucitelji poucujejo inovativno, uporabljajo sodobne didakti¢ne pristope in
izhajajo iz ciljev nacionalnega kurikuluma. U¢ne dejavnosti, ki razvijajo ustvarjalnost
in inovativnost, sodijo v najvisjo stopnjo Bloomove taksonomije. Pri ustvarjanju izvirne
resitve so potrebni tudi nekateri spoznavni postopki predhodnih kategorij razumevanja,
uporabe, analize in vrednotenja (Anderson idr., 2016). Ugotavljamo, da so bile tudi vse
omenjene faze oz. ravni Bloomove piramide pri inovacijskem procesu v analizirani OS
v veliki meri upostevane. S tem so ucenci razvili predstavljene kompetence, ki so se
ob zakljucku inovacijskih projektov odrazile v kreativni resitvi identificiranega proble-
ma. Ucne dejavnosti potekajo v okviru pouka, razSirjenega programa ali izven pouka.
Pri aktivnostih ucenci razvijajo inovacijske osebnostne lastnosti in delajo timsko oz. v
interdisciplinarnih timih. Ug¢itelji nacrtno in postopno razvijajo z ucenci problemsko
obcutljivost, ozavesCanje strategij reSevanja ter iskanje novih poti in resitev. Razvoj
samoregulacije pri u¢encih spodbujajo z u¢nim procesom po nacelih formativnega spre-
mljanja. Ta se zacne z razjasnitvijo namenov ucenja, soustvarjanjem kriterijev uspe-
$nosti, nacrtovanjem in izvajanjem dejavnosti, povratno informacijo ucitelja, vrstnika
ali samovrednotenja na podlagi kriterijev uspesnosti, usmerjanjem dela, dokazov uce-
nja in refleksijo. V podporo vzgojno-izobrazevalnemu delu je sodobna tehnologija, ki
omogoca vecjo nazornost in ustvarjalnost. Pri u¢nih dejavnostih se uporablja razlicne
vrste tehnik ustvarjalnega in kritiénega misljenja. Te omogocajo ucinkovito reSevanje
invencijsko-inovacijskega procesa v vseh fazah reSevanja, od podajanja idej, vredno-
tenja, izbora ideje, razvojno-raziskovalnega dela, prototipiranja do predstavitve resitve
zainteresirani javnosti.

Z vidika fizi¢nega ucnega prostora je potrebno razmisliti o elementih prostora, ki
podpirajo sodobne izobrazevalne pristope v Soli in spodbujajo razli¢ne aktivnosti v pro-
storih, npr. neformalnost, barve, fleksibilnost, mobilnost, inovativnost, raznovrstnost in
povezovalnost.

V smernicah smo strnili vlogo vodstva in strokovnih delavcev, ki v spodbudnem
fizicnem okolju s premisljenim pristopom k vzgojno-izobrazevalnemu procesu uspesno
razvijajo ustvarjalnost, inovativnost in podjetnost v osnovni $oli, ki so v samem vrhu
revidirane Bloomove piramide znanj in spoznavnih procesov. Vsa znanja, spretnosti
in pozitiven odnos do resevanja izzivov bodo u¢encem omogocali uspesno soocanje z
raznolikimi zivljenjskimi izzivi.
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Mojca Dolinar, Borut Likar, PhD

Innovation and Entrepreneurship in Primary School — the Path
to Reaching the Top of “Bloom’s Pyramid”

The needs of modern society dictate changes, new knowledge and skills for the in-
dividual to be able to creatively solve problems and create value for themselves, society
and the environment. Dumont and Istance (2010) believe that knowledge and innovati-
on are essential in the development and progress of the economy and society as a whole.
Kim Kyung (2011) notes in her research a decline in creativity after 1990, which she
attributes to changes in young people’s lives. In order to improve the creativity, innova-
tiveness and entrepreneurship of young people, a number of incentives are being imple-
mented in schools. One of the latest was the InnoTeach Project, in which the ultimate
goal was to develop teachers’ abilities to know how to and want to encourage students
to perceive innovative opportunities and to develop and implement innovative solutions.
The contents of innovation and entrepreneurship in the educational process encourage
students to evolve into creative and enterprising people, who know how to examine and
perceive opportunities, creatively solve professional and everyday problems or disagre-
ements, make responsible, sometimes risky decisions, be proactive, respond to initiati-
ves, and adapt to diverse circumstances (Likar et al., 2013).

The paper presents a review of the literature, followed by a comprehensive model of
the development of creativity, innovativeness and entrepreneurship in primary school,
which was created on the basis of empirical research.

Creating is one of the most challenging cognitive skills that the Revised Bloom's
Taxonomy places in the highest category. Assembling a new, original whole from va-
rious elements involves cognitive processes of generation, planning and production,
and some others from previous taxonomic categories: understanding, e.g. reasoning
and interpretation, followed by uses, e.g. derivation and implementation, analysis, e.g.
differentiation and organisation and, last but not least, evaluation, e.g. verification or
Jformulation of criticism (Anderson et al., 2016). In order to develop innovativeness and
entrepreneurship, it is compulsory to develop various knowledge and skills in young
people and a positive attitude towards life. Zimmerman (2001) believes that problem-
-solving, the development of creative and critical thinking, and self-regulatory practice
in students should be encouraged. Komljanc (2015) defines innovative teaching and
learning as an independent and open form of teaching with active work methods. Likar
etal. (2013) say that it is necessary to involve the local community and external experts
in the invention-innovation process, who add the indispensable new knowledge to the
team. In the invention-innovation process, complex problems are solved, in which stu-
dents develop solutions, create ideas, evaluate them, conduct research and development
work, test and prototype. For more complex projects, they can also prepare a business
plan, market research, and raise funds. As defined in the recommendations of the Coun-
cil of Europe (2018/C), pupils and students also need to gain practical entrepreneurial
experience during their schooling period. At the end of a complex project, students
often present the solution to the interested public. The innovative work of teachers and
Students in schools is supported by an innovative culture and climate. A head teacher
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develops it by encouraging communication and co-operation, and by involving emplo-
yees in decision making and solving professional challenges. A stimulating learning
environment also includes the physical environment. To create an innovative school
environment, Kotnik (2017) emphasises the application of the elements of versatility,
mobility, flexibility, innovativeness, self-teaching, connectivity, diversity and informa-
lity. The physical learning environment influences creativity and should be diverse and
stimulating (OECD, 2013).

Our empirical research focuses on how creativity, innovativeness and entreprene-
urship are developed at a selected primary school that participated in the InnoTeach
Project. A goal was set, i.e. to study their model and, based on the findings and the
professional and development work, prepare guidelines for practical work in school.
We studied the school model in terms of school operation, physical learning enviro-
nment, innovative culture and climate, innovative school activities, innovative perso-
nality traits, innovative teaching and management of the invention-innovation process.
In the research, different methods of work were applied. Primary and secondary data
were analysed by means of content analysis. Primary data were obtained by observing
the physical environment, conducting in-depth interviews with the head teacher and a
group interview with the most pertinent teachers. The secondary data were obtained by
analysing school documents.

The research showed that a number of activities for the development of creativi-
ty, innovativeness and entrepreneurship took place at the selected school. The most
complex activity at the selected school was the InnoTeach Project, under which the
school head teacher and teachers systematically developed innovative knowledge, the
knowledge of innovative project management, the field of innovative teaching, and di-
rect work with students in innovative projects. From the point of view of a stimulating
physical environment, it was found that classrooms connect through spacious lobbies
that allow for the participation of diverse learning groups. The focus on the student is
greater at the grade level, indicating the use of modern teaching approaches. At the
grade level, there is greater informality in the classroom that encourages creativity in
pupils. There is a lot of spatial flexibility in all classrooms but not enough of mobility
and innovativeness. The classrooms are well-equipped with modern technology. The re-
sults of the research showed that the school management develops an innovative culture
and climate with a clear vision, goals and activities. The school works with the local
and wider environment and includes external experts. Teachers have the opportunity to
implement new ideas, share knowledge and examples of successful practices that are re-
cognised and symbolically rewarded. Through various activities, they develop teachers’
innovative personality traits, within which courage, self-confidence, proactivity, crea-
tivity and contentment arising from innovativeness are recognised as the most impera-
tive. Through innovative teaching, teachers develop new knowledge and skills in stu-
dents. In momentous situations, the students learn the techniques of creative thinking,
above all, idea generation. They also develop critical thinking techniques, especially
argumentation. In class, they also develop students’ self-regulation, in particular, goal
setting. They use project and problem work for the development of students’ products.
They solve more complex problems with project work, mainly outside the class. The in-
vention-innovation process is led by interdisciplinary teams, with external experts also
invited to participate. Emphasis is placed on the development of ideas, the evaluation
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of ideas, research and development work, prototyping, and in larger projects also on the
business plan and fundraising. The solutions are then presented to the interested public.
The results of the research showed that the activities at the selected primary school
demonstrate a comprehensive approach to the development of innovative knowledge at
all levels of operation of the selected school.

To conclude the paper, guidelines for practical work in schools are presented. In
them, the key emphasis was placed on the role of school management and professio-
nals for a comprehensive approach to the development of creativity, innovativeness
and entrepreneurship in primary schools. For successful innovative work at school,
it is necessary to develop an innovative culture and climate, and ensure an innovative
learning environment. The innovative learning environment supports modern didac-
tic approaches and enables rapid adaptation of the physical space to learning forms
and methods of work. The management develops an innovative culture and climate
by involving professionals to participate in important decisions, namely, by delegating
responsibility, by supporting learning, by transferring knowledge and good practices,
and by creating an environment for presenting ideas for improving pedagogical prac-
tice. In teaching, it encourages professionals to lecture innovatively and provides them
with training in modern didactics and the use of technology. The school management
recognises good practice, rewards and promotes it within the working collective and
in the wider professional community. The professionals together with students develop
innovative knowledge and skills in meaningful learning situations, which are within
the scope of individual subject contents or complex activities for solving identified pro-
blems. In planning and conducting lessons, they apply modern didactic approaches
arising from project-based learning, problem-solving teaching methods, collaborative
learning, and suchlike. They encourage interdisciplinary work to solve more complex
challenges, in which they include external experts. In their activities, they make use of
modern technology that supports the clarity and creativity of the learning process. In
learning content, they develop creative-thinking techniques and critical-thinking skills,
and use them to solve complex problems. Together with students, they systematically
develop a self-regulatory practice with an emphasis on formative assessment learning,
which allows the students to direct their own learning process. Diverse and evocative
activities in the classroom are led by professionals so as to trigger creativity, innova-
tiveness and entrepreneurship in primary school pupils — as well as the professionals
themselves.

In conclusion, we would like to emphasise that the model presented in the paper
develops diverse knowledge and skills in students which comply with the highest cate-
gories of Bloom's taxonomy and prepare students to creatively solve life’s challenges.
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Socialna prepoznavnost oseb z okvaro vida
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KLJUCNE BESEDE: slepota in slabovidnost, izobra-
Zevanje, trg dela, zakonodaja, predsodki in stereotipi

POVZETEK — Razpravljanje o fenomenu slepote in
slabovidnosti bo nemara v druzbah vselej aktualno
tako v druzboslovnih kot naravoslovnih znanostih. Za-
hodne druzbe se ze vrsto let soocamo s trendom stara-
nja prebivalstva, hkrati pa se podaljSuje tudi zivijenj-
ska doba v drzavah v razvoju. Problematika slepih in
slabovidnih se v Republiki Sloveniji pojavlja tako pri
dostopnosti do dolocenih pripomockov kot tudi na rav-
ni izobrazevanja ter pri ustrezni prilagojenosti javnih
povrsin in ustanov. Najbolj perec problem za slepe in
slabovidne ostajajo zaposlitvene moznosti oziroma
otezkocen vstop na trg dela. Stanje v zaposlovanju se je
v postsocialisticnih drzavah s tranzicijo iz socializma
v kapitalizem opazno poslabsalo, kajti v socializmu so
bile zaposlitvene moznosti slepih in slabovidnih bolje
regulirane. Hkrati so temelji druzbenega izkljucevanja
v pomilovalnem in podcenjujocem odnosu do slepih
in slabovidnih oseb. V povezavi s tem se v 21. stoletju
zaradi okulocentrizma in pojmovanja “ideoloskega
modela cloveka” o slepoti in slabovidnosti Se vedno
pojavijajo razlicni predsodki in stereotipi.

1 Uvod
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UDC 376:331.5-056.262

KEYWORDS: blindness and visual impairment, educa-
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ABSTRACT — Discussion around the issues of blind-
ness and visual impairment will always be present in
society. Western societies have been facing the trend
towards an aging population for many years, never-
theless, life expectancy is simultaneously on the rise.
The article highlights the problems confronted by blind
and visually impaired people in Slovenia. The results
of our research show a lack of accessibility to some
devices, as well as the issue of education and inap-
propriate adaptation of public spaces and institutions,
while the most pressing problem remains employment
opportunities. The situation connected to employment
has markedly deteriorated in post-socialist countries
with the transition from socialism to capitalism. At the
same time, the foundations of social exclusion lie in
a pitying and deprecating attitude towards the blind
and visually impaired. In connection to this, various
prejudices and stereotypes still occur in the 21* cen-
tury, owing to ocularcentrism and the concept of the
“ideological model of man”.

Slepi in slabovidni prihajajo iz najrazli¢nejsih socialnih okolij. Mnogi med njimi

so starejsi, spet drugi Se rosno mladi, lahko so Sportniki, otroci, starsi ali kot navaja-
jo Koprivnikar, Cesarek in Silc (2017), izjemni 3ahisti, prvovrstni glasbeniki, odli¢ni
znanstveniki, pa tudi uspesni racunalniski programerji, socialni delavci, fizioterapevti
ali kaj drugega. In navkljub okvari vida premorejo Stevilne sposobnosti, ob ustrezni
pomoci lahko izrazijo svoj ¢loveski potencial (Stevens, 2003) ter s svojo uspesnostjo,
samostojnostjo in poklicno potjo pripomorejo k vsaki druzbi oziroma kulturi (Zolgar in
Kermauner, 2018, str. 21).

V Republiki Sloveniji (RS) je odstotek slepih in slabovidnih po Wrabrovih (2010)
ocenah sicer docela primerljiv s preostalimi zahodnimi druzbami (Miheli¢, 2010), ven-

dar uradne evidence o dejanskem §tevilu oseb z okvaro vida nimamo (Koprivnikar in
Schmidt, 2014; Viskilab, 2014, str. 35). Okvirno evidenco sicer vodijo na Zvezi drustev
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slepih in slabovidnih Slovenije (ZDSSS) oziroma posamezna medobcinska drustva sle-
pih in slabovidnih (MDSS), vendar je pogojena s prostovoljno v¢lanitvijo v MDSS
(Kaci¢ idr., 2010). Vseh vclanjenih oseb v vsa MDSS skupaj je bilo leta 2018 3666,
od tega 1716 slabovidnih in 1950 slepih (ZDSSS, 2019). Danes je ta Stevilka podobna.

Pravica do izobrazbe je ena temeljnih ¢lovekovih pravic, ki zajema tako osnovno
kot tudi srednjo in visjo oziroma visoko raven (Patafta, 2010). Slovenska ustava tem
pravicam sledi s ¢lenom, po katerem imajo tudi otroci z motnjami v telesnem in du-
Sevnem razvoju in skladno s tem preostale osebe s hujso stopnjo invalidnosti pravico
do izobrazevanja in usposabljanja za kasnejSe polnomocno prisostvovanje v druzbi.
IzobraZzevanje in vzgoja morata slediti nacelu enakih moznosti z upostevanjem med-
sebojnih razli¢nosti in inkluzije. V procesu je potrebno delovati s posameznikom na
svojstven individualiziran nacin ter sodelovati z njegovimi star$i (TaStanoska, 2017).
Izobrazevalna politika je zacela gledati na izobrazevanje otrok s posebnimi potrebami v
smislu inkluzije in tako omogo¢ila njihovo vkljucevanje kot pojem socialne pravi¢nosti
in enakih pravic za vse (Seviek in Créinovi¢ Rozman, 2018, str. 4).

Ideja inkluzije oziroma vklju€evanja otrok s posebnimi potrebami v redno izobra-
zevanje se je v Sloveniji sicer pojavila leta 2000, vendar je inkluzija po videnju avtorjev
Donnelly in Coakley (2001; povz. po Cankar in Pinteri¢, 2014, str. 8) Sirok pojem, ki
oznacuje vrsto odnosov med posameznikom in druzbo, ker oznacuje tako ekonomske
zmoznosti kot obcutek priloznosti, sposobnosti, usposobljenosti, sprejemanja in pripa-
dnosti. In ravno pripadnost in sprejemanje sta dva izmed pomembnih elementov kako-
vostnega zivljenja oseb z oviranostmi (Hughes idr., 1995; povz. po Hersh in Johnson,
2008). Loc¢imo tri obdobja izobrazevanja oseb s posebnimi potrebami: obdobje para-
lelnega (posebnega) Solskega sistema, integracije in inkluzije (Drobni¢, 2018, str. 21).

Z inkluzijo slepih in slabovidnih bi bilo treba zaceti Ze zgodaj, Se pred vkljucitvijo v
vrtec (Kobal-Grum, 2009), oziroma ko so $e otroci in mladostniki (Deutsch in Mursec,
2014). Inkluzivno izobrazevanje v rednih oddelkih namre¢ vec avtorjev (Davis, 2003;
Alur, 2002) vidi kot pozitivno skozi prizmo zmanj$evanja segregacije, socialne izklju-
¢enosti in strahu pred drugacnostjo. Ko slep ali slaboviden posameznik vstopa v izo-
brazevalni sistem, je vrstniSka pomo¢ zaradi njegovih specificnih okolis¢in izjemnega
pomena, hkrati pa so pomembni Se ustrezna prilagojenost poteka ucenja, usposobljenost
uciteljev in uporaba pripomockov za slepe in slabovidne. V primeru neustreznih praks
in pomanjkanja pomo¢i lahko situacija pripelje do socialnega neuspeha, ki slepega ali
slabovidnega otroka ali mladostnika odvrne od interesa za izobrazevanje. Obdobje mla-
dostnistva ze tako prinasa ekstremna Custva in spremenljiva razpolozenja (Romih in
Bakracevi¢ Vukman, 2015, str. 75), kar lahko Se dodatno zaviralno vpliva na nadaljnjo
zeljo po izobrazevanju. Zato pri mladostnikih s PP lahko opazimo tudi vedenjske tezave
(Topolovec in Schmidt, 2015, str. 4).

Sibek interes za izobrazevanje seveda kasneje $e dodatno vpliva na posameznikove
zmoznosti za vstop na trg dela. Na trgu dela so po ugotovitvah ve¢ avtorjev (Duquette
in Baril, 2013; Golub, 2006; Martz in Xu, 2008; povz. po Bell in Mino, 2015; National
Federation of the Blind, 2019) slepi in slabovidni Ze v osnovi prisotni v majhnem de-
lezu. Se ve¢, Jacobsen (2013) opaza, da slepi in slabovidni posamezniki v primerjavi z
drugimi skupinami gibalno oviranih prednjacijo v stopnji brezposelnosti.
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Po ocenah The World of Labour (2010) to pomeni, da imajo slepi in slabovidni po-
samezniki zgolj 25 % moznosti, da bodo dobili zaposlitev. Za primerjavo: ocene uspe-
Snosti participacije na trgu dela za osebe v starosti 16-64 let z blazjo obliko gibalne
oviranosti se gibljejo okoli 44 % in za polnocutne posameznike okoli 66 %. Mnogi slepi
in slabovidni se zato vdajo v usodo in se po vec letih neuspesnega iskanja zaposlitve in-
validsko upokojijo (Koprivnikar idr., 2017). Invalidska upokojitev je za ve€ino namre¢
lazja kot vstop na trg dela, situacijo razlaga Stanisa Vidmar (2007).

Sicer pa je na ravni Evrope povpre¢na stopnja brezposelnosti novembra 2018 zna-
Sala 7,9 % in je med 28 drzavami ¢lanicami EU variirala od 1,9 % do 18,6 % (Eurostat,
2019). Na drugi strani je delez nezaposlenih slepih in slabovidnih oseb v povprecju
skem, Norveskem in Svedskem, kjer je brezposelnih priblizno 60 % slepih (The World
of Labour, 2010; Zivanovié¢ in EurActiv Srbija, 2012). Medtem se delez brezposelnih
slepih in slabovidnih v RS po nasih izrac¢unih giblje okoli 78 % (Zagar, Lahe in Kerma-
uner, 2019). Za primerjavo: povprecna stopnja registrirane brezposelnosti v RS je bila
leta 2018 7,8-9,3 % (Zavod Republike Slovenije za zaposlovanje, 2019).

Mojon-Azzi, Sousa-Poza in Mojon (2010; povz. po Ulldemolins, Lansingh, Gui-
sasola-Valencia, Carter in Eckert, 2012) zakljucujejo, da so slepi in slabovidni posa-
mezniki v evropskem prostoru izpostavljeni tveganju za dolgotrajno brezposelnost in
imajo zato manj moznosti za razvijanje novih delovnih vesc¢in in usvajanje kompetenc.

Poglavitni vzroki za nizko zastopanost slepih in slabovidnih na trgu dela tic¢ijo v
trdno zakoreninjenih druzbenih predsodkih, stereotipih in nepoznavanju fenomena
slepote in slabovidnosti (Bigovi¢ idr., 2018; Duquette in Baril, 2013; EurActiv Srbija,
2013; Rener, b. 1.). Tako se ob stiku s slepo ali slabovidno osebo $e vedno pojavlja dosti
predsodkov (Silc, b. 1.), tudi zaradi koncepta okulocentrizma oziroma okularcentrizma.
Omenja ga Ahlberg (1996) in razlaga, da se v zahodnih druZbah vid $teje za vodilno in
“najplemenitejSe Cutilo”, pomembno za razmisljanje, obcutenje in delovanje ¢loveka.
Tudi Stanimirovi¢ idr. (2018) opazajo, da vecinska populacija vid uvrs¢a med najpo-
membnejse ¢lovekove lastnosti, kljuéne za posameznikovo osebnost, uspehe in dosezke.
Dobrsen del slepih in slabovidnih posameznikov se je tako Ze znasel v situacijah, ko so
se “videci” do njih obnasali diskriminatorno (Devine in Lashua, 2002). In da slepota in
slabovidnost v slovenski druzbi Se vedno nista ustrezno sprejeti, ugotavlja tudi Kermau-
ner (2018, str. 79), s tem ko zaznava prisotnost stereotipov, povezanih z okvarami vida.

Temeljni pogoj vklju€enosti v druzbo pa je nedvomno tudi ustrezna prilagojenost
okolja in prostora (Skrlec, 2015, str. 1). Okolje in prostor morata biti dostopna zavoljo
storitev in procesov, ki se v obeh izvajajo (Albreht idr., 2016a, str. 10).

2 Metodologija

Namen raziskave je z analizo stalis¢, izkusenj in dozivljanja prouciti vsakodnevno
zivljenje slepih in slabovidnih posameznikov ter ugotoviti njihov socialni polozaj v RS.
Zanimalo nas je, s kak$nimi tezavami, omejitvami in ovirami se soocajo v vsakdanjem
zivljenju na razli¢nih druzbenih ravneh. V raziskavi je sodelovalo 12 slepih oziroma sla-
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bovidnih posameznikov. Osredotocili smo se na njihovo vkljucenost v druzbo tako skozi
sfero prilagojenosti javnih povrsin in ustanov kot tudi skozi izobraZevalne in zaposlitve-
ne moznosti. Raziskava temelji na kvalitativnem pristopu in uporablja dve metodi zbi-
ranja druzboslovnih podatkov, in sicer delno strukturirane intervjuje ter fokusne skupine
oziroma skupinski intervju. Opravili smo Sest delno strukturiranih intervjujev z devetimi
vprasanji, ki se nanasajo na prilagojenost javnih povrsin, stereotipe in zaposlitvene mo-
znosti slepih in slabovidnih. Intervjuvanci so bili stari od 23 do 58 let, od tega sta bili dve
osebi Zenskega spola in §tiri osebe moskega spola. Vsem intervjuvancem smo zastavili
enaka vprasanja. Skupinski intervju (fokusna skupina) smo opravili s slabovidnimi ¢lani
medobcinskega drustva slepih in slabovidnih, starimi od 25 do 82 let. Tri osebe so bile
moskega spola in tri Zenskega spola. Tudi za skupinski intervju smo si pred izvedbo
pripravili nekaj vprasanj odprtega tipa. Pogovor v fokusni skupini smo s soglasjem vseh
navzocih zvocno posneli. Zvocne posnetke delno strukturiranih intervjujev in posnetek
fokusne skupine smo transkribirali in kodirali. S postopkom kodiranja smo dobili Sest
vecjih glavnih tematskih sklopov, ki smo jih razdelili Se v podteme. V naslednjem po-
glavju predstavljamo rezultate glede na tematske sklope ter njihove podteme.

3 Rezultati in interpretacija

Prilagojenost javnih povrsin

Mobilnost slepih in slabovidnih je pogostoma otezkocena zaradi ovir, ki se poja-
vljajo na njihovih poteh. Intervjuvanci so izpostavili, da so najpogostejse ovire rekla-
mne table, stojala z oblacili pred prodajalnami ter gostinski vrtovi, ki se vse bolj Sirijo.
Med ovire lahko umestimo prav tako na plo¢nikih parkirane avtomobile in kolesarje, ki
v0zijo v napacno smer.

Med ustrezne prostorske prilagoditve, ki vplivajo na mobilnost slepih in slabovi-
dnih, Albreht idr. (2016b, str. 22) praviloma uvrs¢ajo TTVS (talni taktilni vodilni sis-
tem), zvocne semaforje, interaktivne informativne table, informacije, predstavljene z
zvokom, napise v brajici in tipne zemljevide. Za slabovidne so klju¢nega pomena barv-
ne oznacbe, dobra osvetlitev, dovolj veliki znaki in ustrezen nabor ¢rk. Vendar pa ugo-
tavljamo, da TTVS zaradi pomanjkanja medsebojnega sodelovanja med strokovnjaki in
uporabniki ni vedno urejen na dovolj premisljen in ustrezen nacin, ker so oznake pone-
kod med seboj nepovezane oziroma urejene tam, kjer bi se uporabniki zmogli orienti-
rati tudi drugace. Hkrati se v neposredni blizini oziroma na samem TTVS pogostoma
pojavljajo Ze poprej omenjene ovire, kot so reklamne table, stoli, kolesa, avtomobili ...

Vsekakor so zvo¢ni semaforji pri mobilnosti pomembni tako za slepe kot tudi za
slabovidne posameznike, vendar jih je v primerjavi z Mestno ob¢ino Ljubljana na ob-
mocju Mestne ob¢ine Maribor premalo. Problemati¢ne so pogostoma tudi stopnice, ka-
terih robovi so praviloma zelo slabo oznaceni ali celo poskodovani, kar je seveda tako
za slepe kot za slabovidne lahko zelo nevarno. Ustrezna resitev bi potemtakem bila, da
bi bil rob stopnice nakazan npr. z barvnim kontrastom ali taktilno opozorilno podlogo.

Ustrezna prilagojenost javnega prometa ima za osebe z oviranostmi zelo pomemb-
no vlogo, kajti primerna urejenost javnega prometa in njegove infrastrukture jim omo-
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goca lazji dostop do pomembnih objektov in najrazli¢nejsih javnih storitev (Albreht in
Zapusek-Cerne, 2018, str. 44-46). Res je, da imajo novejsi avtobusi praviloma niZje
vhode in da so slepi posamezniki in njihovi spremljevalci upraviceni do brezplacne
vozovnice za mestni promet, a vseeno ugotavljamo, da prihaja do kar nekaj tezav. Prva
med njimi je glasovna najava postajaliS¢ na mestnih avtobusih, ki v¢asih ni ustrezne
glasnosti ali pa je celo izklopljena. Na obmocju Mestne obCine Maribor so vozni redi
na postajali§¢ih napisani v zelo majhnem tisku in v€asih namesceni previsoko (slednje
se pojavlja predvsem v primestnem prometu). Poleg tega je na postajalis¢ih neposredno
pred voznim redom praviloma klop, na kateri ljudje sedijo, ko ¢akajo na avtobus. Za
slabovidne so problematic¢ne tudi zarece pikcaste table z napisi linij na avtobusih in
elektronske table z napovedmi linij na postajali$¢ih. Z njimi si tezko pomagajo, ker so
neberljive, s ¢cimer sklenemo, da so bile klasi¢ne table z napisi linij ustreznejse.

Prilagojenost javnih ustanov

Respondenti zaznavajo pomanjkanje zvocnih signalov v dvigalih tako v zdravstve-
nih kot drugih ustanovah. Na obmocju Mestne obc¢ine Ljubljana kot eno izmed najbolj
nedostopnih mest za slepe in slabovidne prepoznavajo lekarne. Prav tako se tezave po-
javljajo pri nakupovanju, kajti v velikih trgovinah respondenti pogresajo pomo¢ usluz-
benca pri izbiri artiklov. Poleg tega se postavitev trgovine lahko veckrat spremeni, kar
slabovidnim otezuje nakupovanje.

Dostopnost pripomockov za slepe in slabovidne

Slepi in slabovidni si pomagajo z najrazli¢nej$imi pripomocki, tako osnovnimi kot
dodatnimi. Z izjemo brajeve vrstice in brajevega pisalnega stroja imajo tako osnovni
kot dodatni pripomocki dolocen Cas, po preteku katerega lahko posameznik pripomo-
¢ek zamenja. Vendar pa je ustreznost ¢asovnega okvira v precej$nji meri subjektivno
pogojena, odvisna od vrste pripomocka in tega, koliko ga doloc¢ena oseba uporablja.

Med osnovne pripomocke, ki jih zavarovani slepi ali slabovidni posamezniki lahko
prejmejo glede na kategorijo okvare vida, pri ZZZS (2018) uvrscajo predvajalnik zvoc-
nih zapisov, ultrazvoc¢no palico, belo palico, brajevo vrstico in brajev pisalni stroj, s tem
da za slednja, enega ali drugega, lahko zaprosijo samo enkrat v zivljenju. Logi¢no pa je,
da tehni¢ni pripomocki po doloc¢enem obdobju zastarajo oziroma se obrabijo, tako da
lahko tisti, ki so pravico do brajevega pisalnega stroja ali brajeve vrstice Ze izkoristili,
nov pripomocek dobijo zgolj samoplacnisko. Cene brajevih vrstic se gibljejo okoli ne-
kaj tiso¢ evrov, zatorej si mnogi tega ne zmorejo privos€iti in poskusajo denar za nov
pripomocek zbrati z donacijami.

Po 20. ¢lenu Zakona o izenacevanju moznosti invalidov — ZIMI (But, 2016; ZDSSS,
2019) so dodatni tehni¢ni pripomocki financirani v visini 85 %, preostalih 15 % do polne
vrednosti pa krije vlagatelj sam. Deleza 15 % je oseba oproséena le, Ce je vlagatelj preje-
mnik socialne pomoci ali ¢e ima priznan status invalida po direktivah, ki urejajo podrocje
druzbenega varstva telesno in dusevno prizadetih oseb (Zakon o izenaCevanju moznosti
invalidov, 2010). Seznam delno financiranih pripomockov je sicer precej Stevilcen, ven-
dar pa se mnenja o dostopnosti do pripomockov razlikujejo, ker ima vsak posameznik
svoje potrebe in Zelje po razlicnih pripomockih glede na kakovost ostanka vida. Dosto-
pnost do pripomockov bi bilo smotrneje urediti v smislu “individualizacije pravic glede
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na potrebe” oziroma pri uveljavljanju pravice do doloCenega pripomocka v vecji meri
upostevati individualno situacijo prosilca, njegove potrebe, pogostost uporabe pripomo¢-
ka in mu glede na to oblikovati tudi ustrezen ¢asovni okvir za zamenjavo pripomocka.

Inkluzivno izobrazevanje

Uspesno vkljucevanje slepih in slabovidnih otrok v Solski sistem pogojuje vec raz-
liénih dejavnikov, med katere Zolgar idr. (2010) v prvi vrsti uvri¢ajo ustrezno usposo-
bljenost uciteljev. Hkrati so pomembni Se sledeci dejavniki: prisotnost tiflopedagoga,
ustrezne prilagoditve ucenja, uporaba u¢nih in komunikacijskih pripomockov za slepe
in slabovidne itd.

Vendar pa ustrezno usposobljenost uciteljev za poucevanje slepih in slabovidnih
ucencev vidimo kot vprasljivo, kajti glede na nase ugotovitve v Solah ni na voljo do-
volj didakti¢nih pripomockov, zaznali pa smo Se ob¢asno pomanjkanje Stevila ur ti-
flopedagoske pomoci za ucitelje, ucence in njihove starse. Tako na osnovnosolski kot
srednjesolski ravni so pogost problem ustrezno prilagojena literatura in delovni zvezki.
Prilagojenost ucbenikov, delovnih zvezkov in drugega gradiva je namre¢ prej izjema
kot pravilo (ZDSSS, 2019).

Sicer pa se vecina slepih in slabovidnih, ki izobrazevanje nadaljujejo, usmeri v
druzboslovne smeri. Razlog ti¢i v sami naravnanosti sistema, ki slepe in slabovidne
odvrne od izobrazevanja v naravoslovnih panogah. V zadnjih letih je zaznati Se, da
dobrsen delez slepih in slabovidnih mladih, ki se Se izobrazujejo, odlasa z zakljuckom
Studija oziroma se niti ne odlo¢i za nadaljevanje izobrazevanja. Strah jih je namrec, da
ne bodo finan¢no zmogli, ali pa so prepri¢ani, da bo njihovo izobrazevanje zaman, ker
ne bodo dobili zaposlitve.

Trg dela

Vstop na trg dela je za slepe in slabovidne v slovenski druzbi $e vedno pereca tema-
tika; stanje je po besedah intervjuvancev “katastrofalno”. Situacija je sicer malenkostno
boljsa za slabovidne posameznike, saj jim je digitalizacija prinesla dolo¢ene prednosti,
medtem ko je zaposlenih slepih posameznikov v RS izjemno malo. Zaradi otezkocene-
ga dostopa do trga dela si marsikdo po vec¢ letih neuspesnega iskanja zaposlitve zacne
prizadevati za invalidsko upokojitev. Mnogi delodajalci v RS imajo namre¢ predsodke
in so prepricani, da slepi ali slabovidni zaradi okvare vida niso sposobni za nobeno delo.
Hkrati jim pogosto niti ne dopustijo, da bi se predstavili na razgovoru za delo. Respon-
denti opazajo, da je ze to, da prides do razgovora za delo, veliko.

Stanje glede zaposlovanja je bilo po izkusnjah nekaterih intervjuvancev v nekdanji
drzavi oziroma v nekdanjem socialisticnem sistemu bolje urejeno. V veljavi je bil Za-
kon o prednostnem zaposlovanju slepih in slabovidnih na delovna mesta telefonistov, ki
je nemalokrat tudi deloval. Medtem pa dandanes glavno vlogo pri zaposlovanju slepih
in slabovidnih igrajo predvsem sreca, sorodstvo in poznanstva.

Nabor potencialnih poklicev za slepe in slabovidne v socializmu resda ni bil tako
sirok, kot je danes, ko se marsikdo od slepih in slabovidnih odlo¢i za $tudij. A vendar
se je, ¢e primerjamo nekdanji socializem z dana$njim kapitalizmom, pojavil paradoks:
pluralizacija potencialnih poklicev za slepe in slabovidne se je dandanes povecala, za-
posljivost pa drasti¢no zmanjsala.
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MDSS in ZDSSS se sicer trudijo in pomagajo slepim in slabovidnim pri iskanju
zaposlitvenih moznosti, a izpostaviti je treba, da so invalidske organizacije pri iskanju
zaposlitev za osebe z oviranostmi izgubile nekdanji pomen. Danes je namre¢ optimal-
nejsa resitev, da bi invalidske organizacije same odpirale delovna mesta za osebe z
oviranostmi v povezavi s svojimi dejavnostmi, programi in projekti. Poleg tega bi pred-
vsem javni sektor moral imeti vecji posluh za zaposlovanje slepe in slabovidne popu-
lacije, hkrati pa bi socialne sluzbe in zavodi za zaposlovanje morali biti bolj angazirani
pri iskanju zaposlitev za osebe z oviranostmi. Ampak ker se to ne uresnici, so trenutne
mogoce resitve v samozaposlovanju in zaposlovanju v druzinskih podjetjih, kar potrjuje
zgornje ugotovitve.

Predsodki in stereotipi

V slovenski druzbi se Se vedno pojavljajo doloceni predsodki in stereotipi, pove-
zani s slepoto in slabovidnostjo. Pogoste so napacne predstave o bolj izostrenem vohu,
sluhu in ekstremni nadarjenosti za glasbo. Pri stiku s slepo ali slabovidno osebo nemalo-
krat prihaja do pomilovalnih reakcij in dojemanja osebe z okvaro vida kot nesposobne,
manj razgledane oziroma manj intelektualno sposobne. S slepimi posamezniki se tako
doloceni ljudje pogovarjajo na specificen nacin in pri sporazumevanju vprasanja veli-
kokrat naslavljajo na njihovega spremljevalca namesto neposredno slepi osebi. Delno
bi lahko to pripisali predsodkom in stereotipom, delno pa tudi nerodnosti ljudi ob stiku
z osebami z oviranostmi.

Slepe osebe skratka preveckrat podcenjujejo, ko pa nekaj naredijo, se pretirano
cudijo; torej na eni strani pomilovanje, na drugi precenjevanje. Prav tako ugotavljamo,
da je v slovenski druzbi vsakr$na oviranost nemalokrat $e vedno tabu tema in da ljudje
o posebnih potrebah neradi diskutirajo. O oviranostih se premalo govori, ker je mnoge
osebe s posebnimi potrebami strah druzbene nesprejetosti, hkrati pa se nekateri lastne
razli¢nosti sramujejo.

Potencialna resitev pri razblinjanju predsodkov in stereotipov je vsekakor ozave-
Scanje. MDSS se trudijo ozavescati tako mlade kot preostalo populacijo, a je njihov trud
pri tem vcasih otezkocen zaradi neodzivnosti in nezainteresiranosti ustanov ali ljudi,
na katere naslavljajo povabila. Hkrati nekateri intervjuvanci smatrajo, da je tematika
slepote in slabovidnosti v medijih nekoliko zanemarjena. Predlagali so, da bi se na RTV
Slovenija uvedla oddaja, narejena podobno kot oddaja Prisluhnimo tisini, ki §irSo jav-
nost ozavesca o gluhoti in naglusnosti.

4 Sklep

Prvi problem, ki smo ga zaznali na zacetku raziskovanja in seznanjanja s tematiko,
je ta, da v RS ne obstaja uraden register o Stevilu slepih in slabovidnih, kar velja ze vec
let. In glede na kljucne raziskovalne ugotovitve se na populacijo slepih in slabovidnih
pogosto pozablja.

Mobilnost Se vedno ostaja eden najaktualnejSih problemov tako slepih kot slabo-
vidnih. Prilagojenost javnih povrsin je namre¢ v precej$nji meri neustrezna. Se vedno
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je obcutno premalo zvoénih semaforjev, ki pridejo prav tako slepim kot slabovidnim.
Opazamo izjemno slabo oznacenost robov stopnic, kar so poudarili predvsem slabovi-
dni respondenti. Poleg tega slepim in slabovidnim tezave predstavljajo javna prevozna
sredstva. Na mestnih avtobusih so zvo¢ne najave postajaliS¢ nemalokrat izklopljene ali
pa so utiSane na skoraj nesli$no raven. Za slabovidne so problemati¢ni tudi vozni redi
na postajali§cih, ker je tisk na njih praviloma zelo majhen, poleg tega pa so namesSceni
previsoko. Problematika se Se poglobi, ker so avtobusna postajalis¢a vsaj na obmocju
Mestne obcine Maribor zasnovana tako, da je klop neposredno pred voznim redom.
Tudi novi avtobusi z elektronskimi prikazovalniki linij slabovidnim niso v pomoc¢. Na-
pis linije je pikcast in prevec zareC ter ga je zato tezko ali sploh nemogoce razbrati.
Podobno je z elektronskimi tablami na postajaliscih, ki najavljajo prihode.

Pri mobilnosti se poleg tega srecujejo z najrazli¢nej$imi ovirami, kot so stoli, ko-
lesa, reklamne table, stojala z oblacili, na plo¢nikih parkirani avtomobili itd. V¢asih se
zgodi, da so ovire postavljene celo na TTVS. TTVS je na nekaterih obmocjih neu¢inko-
vit ne le zaradi ovir, ki jih ljudje postavijo nanj, pac pa tudi zaradi napac¢ne zasnovanosti
v prostoru. Pri prostorski zasnovi TTVS je namrec bilo premalo medsebojnega sodelo-
vanja med strokovnjaki in uporabniki ter pomanjkanje posluha za ideje uporabnikov. To
se ponekod kaze kot nepovezanost oznak oziroma je TTVS zasnovan na mestih, kjer se
je mogoce orientirati tudi z drugimi orientirji.

Slabo so prilagojene tudi javne ustanove, kot so recimo zdravstveni domovi, ker
v njih praviloma ni zvo¢nih dvigal. Problemati¢ni so prav tako trgovski centri, kajti
predvsem v vecjih trgovinah ni na voljo nobenega usluzbenca, ki bi slepim oziroma
slabovidnim pomagal pri nakupovanju.

Slepi in slabovidni zavarovani posamezniki so v RS upravi¢eni do dolo¢enih
osnovnih in dodatnih medicinsko-tehni¢nih pripomockov. Seznam pripomockov je si-
cer precej obsezen, a je njihova dostopnost vprasljiva. To se je najizraziteje pokazalo
v primeru brajevega pisalnega stroja oziroma brajeve vrstice. Oba pripomocka sodita
med osnovne, financirane v celotnem znesku, a je moznost za uveljavljanje pravice en-
kratna. Torej je posameznik primoran izbrati med enim ali drugim — in to samo enkrat
v zivljenju. V primeru, da je pravico ze izkoristil in se mu pripomocek pokvari, zastari
ali obrabi, lahko do novega dostopa izklju¢no samoplacnisko ali s pomocjo donacij.
Brajeva vrstica je zelo draga in si je marsikdo ne zmore privosciti.

Na drugi strani ¢asovni okviri za zamenjavo pripomockov nekaterim osebam ustre-
zajo, drugim pa ne, ker razlike v potrebah variirajo. Tezko je postaviti dolo¢en okvir,
ki bi bil za vse upravicence ustrezen in veljaven, zato bi morala biti dostopnost do pri-
pomockov urejena bolj individualizirano glede na situacijo prosilca (Student, zaposlent,
upokojenec ...), njegove potrebe, pogostost uporabe pripomocka, kategorijo slepote
in slabovidnosti ter glede na navedene kazalnike bi morali oblikovati ustrezen ¢asovni
okvir za zamenjavo.

Vecina slepih in slabovidnih otrok v RS je vkljuc¢enih v redne oddelke vecinskih
Sol. Do tezav v glavnem prihaja zaradi premalo usposobljenega kadra in v nekaterih
primerih premajhnega stevila ur tiflopedagoske pomo¢i. Se dodaten problem velikokrat
predstavlja literatura, ker ni na voljo dovolj ustrezno prilagojenih uc¢benikov in delov-
nih zvezkov, zato so se starSi primorani znajti sami. Zaradi sistemskih ovir si literaturo
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prilagajajo sami ali pa jim na pomo¢ priskocijo spremljevalci, ZDSSS, Center IRIS idr.
(ZDSSS, 2019).

Problematika zaposlovanja je trenutno pri slepih in slabovidnih najbolj pere¢ pro-
blem. Slabovidni so na trgu dela sicer v doloceni meri Se zastopani, medtem ko med
slepimi zaposlenih skorajda ne najdemo vec, tudi ¢e imajo vi§je stopnje izobrazbe.
Mnogi delodajalci namre¢ takoj, ko v prosnji za delo preberejo, da je oseba slepa ali
slabovidna, na prosnjo niti ne odgovorijo oziroma niti ne dopustijo, da bi se oseba na
razgovoru lahko predstavila. Stanje v zaposlovanju je potemtakem kriticno do te mere,
da se marsikdo od slepih in slabovidnih mladih za nadaljnje izobrazevanje ne odloci
oziroma pred zakljuckom S$tudija Ze obupa, ker se je prepricanje o nezaposljivosti tako
mocno zasidralo v njihovo zavest.

Smatramo, da je danasnje slabo stanje v zaposlovanju v RS tudi posledica tranzi-
cije iz socialisti¢nega v kapitalisti¢ni sistem. V socializmu so bile namre¢ zaposlitvene
moznosti slepih in slabovidnih bolje regulirane kljub temu, da velike izbire poklicev ni
bilo, danes pa je vecina prijavljena na Zavodu RS za zaposlovanje ali pa si po vec letih
neuspesnega iskanja delovnega razmerja prizadeva, da se invalidsko upokoji.

Vsekakor bi slepe in slabovidne lahko v vecji meri zaposloval javni sektor, vendar
smo pojasnili, da tega praviloma ni. Zaposlitev je tako odvisna od srece in pogojena
s sorodstvom, prijatelji in znanci. Vec¢jo vlogo pri spodbujanju zaposlovanja nasi re-
spondenti vidijo v funkcijah socialnih sluzb, zavodov za zaposlovanje ter v invalidskih
organizacijah, ki bi si morali prizadevati, da bi odpirali nova delovna mesta za osebe z
oviranostmi.

Razlogi za slabo zastopanost slepih in slabovidnih na trgu dela se skrivajo tudi v
druzbenih predsodkih in stereotipih. Ti so tako pri potencialnih delodajalcih kot pri ve-
¢inski populaciji Se vedno pogosto prisotni. Najpogostejsi predsodek je, da so predvsem
slepi manj razgledani, manj sposobni oziroma da niso inteligentni. To se je evidentno
pokazalo na podlagi odgovorov slepih intervjuvanceyv, ki so se soocali s situacijami, ko
so ljudje vprasanja namesto njim postavljali spremljevalcu. Poleg tega so opazili, da jih
ljudje dostikrat dojemajo kot uboge in jih zato pomilujejo.

Res je, da je druzba v sprejemanju slepih in slabovidnih Ze opazno napredovala,
pa vendar ocenjujemo, da bi se morali o slepoti in slabovidnosti v slovenski druzbi vec
pogovarjati. Torej ne izklju¢no ob posebnih obletnicah, dnevu bele palice, tednu slepih
in slabovidnih itd.

Vse skupaj je nekaksen “gordijski vozel”. Kolikor vec slepih in slabovidnih se bo
lahko izobrazilo, toliko vec se jih bo lahko zaposlilo; ve¢ ko jih bo aktivno delovalo v
druzbi, manj bo predsodkov in stereotipov. Skratka, bolj ko bodo slepi in slabovidni
prisotni v nasem vsakdanjiku, bolj se bodo predsodki in stereotipi razblinjali.

Za spremembe je poleg ustanov v vecji ali manjsi meri odgovoren tudi sleherni po-
sameznik, saj vsi sestavljamo druzbo kot celoto. Nihce od nas, ne glede na osebne oko-
lisCine, si namrec ne Zeli biti diskriminiran, zapostavljen, izkljucen. V tem kontekstu je
Kacic¢ (2006) ze pred petnajstimi leti navedel, da bodo slepi in slabovidni v RS celostno
vkljuceni v druzbo Sele takrat, ko se bodo ob¢utno zmanjsali njihovi predlogi in zahteve
po izboljsavah. In kot nam je povedala ena od intervjuvank, je nekdanji predsednik
ZDSSS za populacijo slepih in slabovidnih veckrat izpostavil, da “/.../ nismo ranljiva
skupina, ampak mi smo Ze ranjena skupina.”
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Social Identification of the Visually Impaired

Blindness and visual impairment are defects of vision that can be congenital or
occur as a result of various medical conditions, and can occur in all periods of human
life. Vision most often begins to weaken after the age of 50, and as the population aging
trend continues in Western societies, an increase in the number of blind and, even more,
visually impaired people has already been observed. Moreover, life expectancy is inc-
reasing in developing countries, which means that, according to WHO (2019), severe
visual impairment is already present in 285 million people across the globe.

Meanwhile, in Slovenia, vision impairment is quite comparable to that of other
Western countries, but the existing official records do not contain the number of blind
or visually impaired people. These records are kept at the Association of the Blind and
Visually Impaired of Slovenia or the Inter-Municipal Society of the Blind and Visually
Impaired, in which 3666 blind or partially sighted individuals were enrolled in 2018;
however, their membership is voluntary.

Given the key findings of our research, it can be reasonably concluded that the desi-
res, needs, and problems among the blind or visually impaired population in the RS are
too often simply forgotten. The problem lies, firstly, at the level of mobility. A blind or
partially sighted person is known to be most independent if the space and environment
in which he or she moves are appropriately adapted (Skrlec, 2015). However, we have
found that public areas are generally poorly adapted, which is mainly due to the lack of
cooperation between the profession and the users in the placement of the tactile floor gu-
idance system. Thus, the tactile floor guidance system is not always regulated in a suffici-
ently thoughtful and appropriate manner or arranged in areas where persons with visual
impairments could also orient themselves with other landmarks. There is a significant
lack of sound-signal elevators in public institutions and sound-signal traffic lights, while
the edges of stairs are poorly marked. As a result of the various obstacles (billboards,
chairs, bicycles, or badly parked cars) that appear on the routes, mobility is impeded.

Public transportation, which is important for people with disabilities in order to
facilitate access to important facilities and public services (Albreht and Zapusek-Cer-
ne, 2018), is also poorly adapted. On city buses, the station's voice announcements are
often muted or muted to an almost inaudible volume level. The timetables at the stops
have print that is too small and are occasionally overpriced. Electronic timetable bo-
ards are ineffective for most visually impaired people because the signs are too glowing,
and there are usually no bus announcements at the stops.

Furthermore, difficulties arise with the accessibility of certain devices for the blind
and partially sighted because their accessibility is insufficiently individualized. Above
all, the accessibility of the Braille typewriter or Braille display is questionable. To get
one or the other, an insured individual, depending on the vision impairment category,
may exercise this option once in a lifetime. However, technical gadgets such as the
Braille display or the Braille typewriter wear out or become obsolete after a certain
period. In particular, the cost of Braille displays is several thousand euros and, as a
result, many new devices are unaffordable. In trying to raise money for a new gadget
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through donations, people are assisted by the Inter-Municipal Society of the Blind and
Visually Impaired, which has pointed out that it receives a huge number of requests
for assistance with co-financing. We can agree that literacy aids should be made more
accessible to the blind and visually impaired, which could be realized by taking greater
account of the individual situation of the applicant, his or her needs and the frequency
of use of the device, and, accordingly, by creating an appropriate timeframe.

1t should be pointed out that there are practically no significant differences in intel-
ligence between the “sighted” and the blind and visually impaired (Zolgar-Jerkovi¢ and
Kermauner, 2006). Problems at the level of inclusive education of blind and partially
sighted children and adolescents at the elementary and high school level are most often
caused by a lack of approved hours of special pedagogical assistance, qualified staff
and adapted literature. Many parents of blind and visually impaired youth adapt this
literature themselves, with the help of companions, at the IRIS Center or the Association
of the Blind and Visually Impaired of Slovenia (ZDSSS, 2019). Most blind and partially
sighted young people are enrolled in general high schools and commercial colleges,
and significantly fewer in vocational and technical high schools, given the orientation
of the education system. Meanwhile, at the higher education level, such young people
do enroll in the social sciences, in particular at the Faculty of Arts and the Faculty of
Economics and Business, at the Faculty of Social Work, and the Faculty of Public Ad-
ministration (Koprivnikar et al., 2017). However, in recent years, it has been perceived
that many blind and partially sighted young people who are still in education are either
delaying their studies or even deciding whether to continue their education beyond high
school. The fear that they will not be financially viable, or the belief that their education
will be in vain because they will not get a job, has already been rooted in many.

In the labor market, the blind and the visually impaired have been present in small
proportions throughout history, despite comparable levels of education (Duquette and
Baril, 2013). So, despite the legal provisions, employment opportunities remain the
most pressing problem for the visually impaired. Comparisons of employment among
persons with disabilities by type of impairment also show that the percentage of the
unemployed blind and visually impaired people is higher than among other types of
disabilities (EurActiv Serbia, 2013, Jacobsen, 2013, Saunders, 2015), and even that,
as a rule, the employment rate is worse, given their actual educational qualifications
(Leonard et al., 1999; summarized by La Grow, 2004). They therefore occupy lower
positions and are exposed to unstable working conditions and a greater risk of losing
their jobs (Kostolna, 2006).

Thus, according to World of Labor (2010), blind and visually impaired individuals
have only a 25 % chance of getting a job, while job market participation performance
estimates for people aged 16—64 with a milder form of sensory impairment range aro-
und 44 % and for full-sensed individuals, 66 %.

The transition from socialism to capitalism has worsened the employment oppor-
tunities for blind and visually impaired in Eastern and Central European countries,
as noted in World of Labor (2010). This is shown by the case of Poland, where about
70 % of the blind were unemployed, of East Germany (72 % unemployed) and of Hun-
gary (77 % unemployed). We came to similar findings by calculating that the number of
unemployed blind and partially sighted people in the RS in the 21-64 age group ranges
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around 78 % (even if they are retired) and that, in the experience of some of our intervi-
ewees, job opportunities in the former state or the former system were better regulated.

Excluding the blind and visually impaired persons form the labor market and from
other social spheres is certainly related to the attitude of people without such disabiliti-
es (“the sighted”) who often pity them or underestimate their abilities. Over various hi-
storical eras, family opinions about blindness and low vision, and the tracking of blind
and partially sighted persons may have varied. It depended on the social organization,
the ascribed value, epistemology, etc. (Kermauner, 2010). Western societies today value
attractiveness, physical appearance, independence and achievement (Grbovic, Jablan
and Stanimirovic, 2016, summarized by Stanimirovic, Veselinovic and Dimoski, 2018).
The concept of “oculocentrism with ocularcentrism” (Ahlberg, 1996) has been iden-
tified, which recognizes that in Western societies, sight is perceived as the prime or
the “noblest sense”, and important for human thinking, feeling and experiencing. And
because of the perception of sight as a key human characteristic that is important for
our personality, success and attainment (Stanimirovic et al., 2018), blind and visually
impaired people often report being in situations where they experienced discrimination
by “the sighted” (Devine and Lashua, 2002).

Kef (2005, cf. Papadopoulos et al., 2014) established the social inequality of the
blind and visually impaired by finding that the average social network of blind and par-
tially sighted individuals consists of 15 persons, while the average social network of
the “sighted” is 20 people. According to our research, and according to the findings of
several authors, the acceptance rate is not yet ideal; nevertheless, as Brvar (2010) points
out, blind and visually impaired people are now experiencing social acceptance more
than ever before.

We can find solutions for eradicating prejudice and stereotypes, while reducing di-
scrimination in the works of multiple authors (Albreht et al., 2016a; Brvar, 2010, Suncic-
-Zanut, 2013; Zolgar and Kermauner, 2018); these focus on raising awareness among
the entire population about blindness and visual impairment. Awareness-raising on this
topic should begin in kindergarten and continue with adolescents in the education system
(Brvar, 2010, Suncic-Zanut, 2013). The education system should operate so as to incre-
ase interaction between the “sighted” and the “blind and visually impaired”, since this
would yield valuable knowledge and experience from both (Koprivnikar et al., 2017).
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POVZETEK — Zdravstvena pismenost postaja sestav-
ni del funkcionalne pismenosti in merilo razvitosti
cloveskega kapitala v doloceni drzavi. Zdravstveno
opismenjevanje dijakov je Se posebej pomembno, saj
so izpostavijeni velikemu zdravstvenemu tveganju. Ker
so bile obstojece raziskave zdravstvene pismenosti
izvedene predvsem v ZDA in zahodni Evropi, obstaja
raziskovalna vrzel na podrocju celovitega proucevanja
zdravstvene pismenosti v srednjeevropskih in vzho-
dnoevropskih drzavah z drugacnim izobrazevalnim
in zdravstvenim sistemom. Zato je bil cilj raziskave
s kvantitativno deskriptivno metodo ugotoviti raven
zdravstvene pismenosti slovenskih srednjesolcev. An-
ketni vprasalnik, s katerim smo merili raven osnovne,
numericne, kriticne in duSevne zdravstvene pismenosti,
Je v celoti izpolnilo 249 srednjesolcev iz Slovenije, raz-
deljenih v dve skupini, in sicer na skupino srednjesol-
cev, ki obiskujejo program zdravstvene nege, in ostale.
Rezultati so pokazali, da imajo dijaki zdravstvene nege
statisticno znacilno visjo raven osnovne in dusevne
zdravstvene pismenosti kot vrstniki, ne pa tudi visje nu-
mericne in kriticne zdravstvene pismenosti. Oba vidika
zdravstvene pismenosti bi bilo treba nacrtno dodatno
razvijati, obenem pa uvesti vsaj osnovne vidike zdra-
vstvene pismenosti v vse srednjesolske predmetnike.
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ABSTRACT — Health literacy has become an in-
tegral part of functional literacy and a measure of
human capital development in a particular country.
Health literacy among secondary school students is
particularly important because they are at high risk
for health problems. Because the existing studies on
health literacy have been conducted primarily in the
United States and Western Europe, there is a research
gap in the field of comprehensive studies of health lit-
eracy in Central and Eastern European countries.
Therefore, the aim of this study was to determine the
level of health literacy of Slovenian secondary school
students using a quantitative, descriptive method.
The questionnaire measuring the level of basic, nu-
merical, critical and mental health literacy was com-
pleted by 249 Slovenian secondary school students,
who were divided into two groups, namely of students
attending the nursing programme and others. The re-
sults showed that nursing students have statistically
significantly higher levels of basic and mental health
literacy than their peers, but not of numerical and
critical health literacy. Both aspects of health literacy
should be systematically developed, and at least the
basic aspects of health literacy should be introduced
in all secondary school curricula.

Med strokovnjaki in praktiki na podrocju pismenosti vlada soglasje, da je (funkcio-
nalna) pismenost klju¢no merilo razvitosti cloveskega kapitala v doloc¢eni drzavi, regiji
in Sirse (Stankovi¢ in Blazi¢, 2017, str. 46). Vrste in kriteriji pismenosti se razlikujejo od
druzbe do druzbe, a med osnovno znanje in ves¢ine pismenosti spada branje, razumeva-
nje ter tvorjenje informacij. Med nove oblike pismenosti spada zdravstvena pismenost
(Rudd, 2017). Svetovna zdravstvena organizacija v Sanghajski deklaraciji promocije
zdravja (Agenda 2030) zdravstveno pismenost definira kot kriti¢no determinanto zdrav-
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ja, ki obsega celostne vescine in kompetence za zivljenje. Uvedba Solskega kurikuluma
za dvig ravni zdravstvene pismenosti je eden od temeljnih ciljev Sanghajske deklaracije
promocije zdravja, ki naj bi jo dosegli do leta 2030 (Shanghai Declaration on promo-
ting health in the 2030 Agenda for Sustainable Development, 2016), ¢eprav po nam
dostopnih podatkih Slovenija (Se) ne izvaja aktivnosti, ki bi vodile v izpolnjevanje te
deklaracije, tj. ne uvaja vsebine ali predmeta zdravstvena pismenost v formalni sistem
izobrazevanja na osnovni in srednji ravni. SrednjeSolsko izobrazevanje je pomembno,
saj je ¢as mladostnistva Cas velikih psiholoskih in vedenjskih sprememb, ki so lahko
zdravstveno tvegane, obenem pa se v tem obdobju stabilizirajo vzorci vedenja, pove-
zanega z zdravjem, ki imajo pomemben vpliv na kriti¢ne faze zivljenja (Firnges idr.,
2019, str. 99). Po uradnih podatkih Ministrstva za izobrazevanje, znanost in $port RS
lahko v Sloveniji srednjesolci v 11 srednjih zdravstvenih Solah formalno pridobivajo
zdravstveno pismenost.

Strokovnjaki na podro¢ju zdravja in v zdravstveni politiki v zadnjih dveh desetletjih
poudarjajo, da morajo biti Ze otroci, vsekakor pa mladostniki, zdravstveno pismeni, saj
imajo z vec€ znanja o zdravju vecjo moznost, da sprejmejo aktivno vlogo in nadzor pri od-
lo¢anju o lastnem zdravju in zdravju vrstnikov ter drugih (Borzekowski, 2009, str. 286).
Biti zdravstveno pismen pomeni “postavljati lastno zdravje, zdravje druzine in skupnosti
v kontekst z razumevanjem zdravstvenega stanja ter s socialno-ekonomskimi dejavni-
ki in kulturnimi vrednotami, ki vplivajo na to” (Kickbusch in Maag, 2008, str. 206).
Posameznik z ustrezno zdravstveno pismenostjo ima znanje in ves¢ine, potrebne, da
prevzame nadzor in odgovornost za lastno zdravje. Ceprav visoka raven zdravstvene pi-
smenosti nima neposrednega vpliva na zdravstveni status posameznika, vpliva na znanje
o boleznih, zdrav zivljenjski slog in uéinkovito rabo preventivnih zdravstvenih storitev
(Rong idr., 2017, str. 8). S pravim znanjem in ve$¢inami si lahko posameznik poveca
moznosti za pravilne vsakodnevne odlocitve in na ta nacin vpliva na lastno zdravje.

Obstojece raziskave na podro¢ju zdravstvene pismenosti med srednjeSolsko po-
pulacijo so bile izvedene predvsem v ZDA, posamezne pa tudi v Veliki Britaniji, na
Nizozemskem in v nem$ko govorecih drzavah (Serensen idr., 2015). Obstaja pa vrzel
na podro¢ju proucevanja zdravstvene pismenosti pri mladostnikih v srednjeevropskih,
vzhodnoevropskih in juznoevropskih drzavah, ki imajo druga¢no kulturo oziroma tra-
dicijo izobrazevanja in zdravstva kot prej omenjene drzave. Zato se postavlja vprasa-
nje, kaksen je vpliv srednjeSolskega programa zdravstvene nege na raven zdravstvene
pismenosti. Cilj raziskave je bil s kvantitativno deskriptivno metodo ugotoviti raven
osnovne, numericne, kriti¢ne in duSevne zdravstvene pismenosti slovenskih srednje-
Solcev, ki se izobrazujejo na podrocju zdravstvene nege, ter ostalih srednjesolcev iz
primerljivih Stiriletnih strokovnih programov.

2 Teoreti¢no ogrodje

2.1 Osnovna in zdravstvena pismenost

Za razumevanje zdravstvene pismenosti je kljuéno razumevanje osnovnega pojma
in koncepta pismenosti. Osnovna definicija pismenosti kot sposobnosti branja in pisa-



Monika Sadar, dr. Karmen Erjavec: Zdravstvena pismenost med slovenskimi srednjesolci 95

nja je v svojem temelju skozi zgodovino ostala enaka do danasnjih dni (Pecjak, 2012,
str. 11). V oZjem pomenu je najpogosteje definirana kot sposobnost branja in pisanja
(What is literacy? An investigation into definitions of English as a subject and the rela-
tionship between English, literacy and being literate, 2013, str. 8). UNESCO je sprejel
razsirjeno definicijo pismenosti, ki ne zajema zgolj znanja branja, pisanja in $tetja, am-
pak tudi vescine, ki so potrebne za delovanje v sodobnem — digitalnem svetu (Montoya,
2018, str. 2). Tako so v tej definiciji zajete vescine, ki jih potrebujemo, da lahko ustrezno
komuniciramo v sodobnem svetu.

Prvo omembo zdravstvene pismenosti lahko zasledimo Ze v letu 1974, a ji je znan-
stvena javnost zacela namenjati pozornost Sele v zadnjih dveh desetletjih. Ena od naj-
veckrat citiranih definicij zdravstvene pismenosti je definicija Evropskega konzorcija
zdravstvene pismenosti (European Health Literacy Consortium), ki se glasi: “Zdra-
vstvena pismenost vkljucuje znanje, motivacijo in usposobljenost ljudi za dostop, razu-
mevanje, ocenjevanje in uporabo zdravstvenih informacij za presojanje in sprejemanje
odlocitev, sprejemljivih za zdravje” (Kickbusch idr., 2013, str. 4). Cilj zdravstvene pi-
smenosti je opolnomocenje posameznika, ki vkljuCuje ne samo zdravju sprejemljivo
vedenje, temvec tudi sposobnost izvajanja primarne, osebne in druzinske oskrbe, v po-
sebnih primerih pa tudi ustrezno nudenje prve pomoci. Vkljucuje tudi znanje o tem,
kdaj in na kaksen nacin ucinkovito vstopati v sistem zdravstvenega varstva (Kickbusch
in Maag, 2008, str. 207).

2.2 Dimenzije zdravstvene pismenosti

Ceprav so si strokovnjaki soglasni o izjemni pomembnosti zdravstvene pismeno-
sti za splosno zdravje posameznika in populacije, obstaja malo raziskav na podrocju
proucevanja zdravstvene pismenosti otrok in mladostnikov (Broder idr., 2017, str. 2).
Kljuéne zdravstvene kompetence mladostnikov so razumevanje zapletenih zdravstve-
nih informacij in izobraZevalnega gradiva, prevzemanje odgovornosti za lastno zdravje
in soocanje z razlicnimi vprasanji, povezanimi z zdravjem, uporaba zdravstvenih stori-
tev in zavarovalnih ugodnosti, razvoj spretnosti, ki vplivajo na njihovo zdravje in do-
bro pocutje tekom celotnega zivljenja ter zmanjsevanje financnih izdatkov za zdravije,
zagovarjanje lastnih pravic in sposobnost oblikovanja lastnih pogledov na zdravstvene
zadeve (Broder idr., 2017, str. 9).

Raziskave, ki so vkljucevale ameriske in nemske najstnike, so pokazale, da zdra-
vstveni programi in predmetniki zdravstvene vzgoje v Soli pozitivho vplivajo na dvig
zdravstvene pismenosti (Diamond idr., 2011; Steckelberg idr., 2009). V ameriski raziska-
vi so merili vpliv vkljucitve novih zdravstvenih vsebin o razumevanju prehranskih na-
lepk, funkcioniranju in razvoju telesa ter sprejemanju zdravih odlocitev v srednjesolski
predmetnik na znanje in vedenje dijakov. Vpliv je bil znaten, saj so dijaki po koncu inter-
vencije pokazali ve¢ samoucinkovitosti pri sprejemanju zdravih odlo¢itev (Diamond idr.,
2011). Nemska raziskava se je osredotocala na krepitev vescin kriticne zdravstvene pi-
smenosti in ugotovila, da je implementacija unega programa z zdravstveno pismenostjo
okrepila vescine zdravstvene pismenosti, saj so dijaki vsebino u¢nega nacrta prenesli v
lastne projekte v smislu oblikovanja ustreznih raziskovalnih vprasanj, iskanja literature,
kriti¢ne ocene in prikaza rezultatov (Steckelberg idr., 2009).
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Numeri¢na zdravstvena pismenost predstavlja pridobitev tistih znanj in ves¢in, ki
so potrebne za uporabo rac¢unskih operacij, bodisi samih ali vpetih v besedila (Speros,
2005, str. 636). Pri numericnosti sta pomembna tudi interpretacija in razumevanje od-
nosa med Stevili in ne zgolj sposobnost racunanja (Kus, 2018, str. 59). Te ves¢ine na
primer potrebujemo pri branju prehranskih vrednosti posameznega Zivila.

Glavni namen kriticne zdravstvene pismenosti je, da je posameznik na podlagi
ocenjevanja in analiziranja informacij sposoben sprejeti premisljeno odlocitev v kon-
tekstu kakovostnih zdravstvenih informacij. Kriti¢na zdravstvena pismenost vkljucuje
“kognitivne in socialne spretnosti na visoki ravni, ki omogocajo kriticno razmisljanje
in informirano odlocanje. Te kognitivne spretnosti posamezniku omogocajo, da konte-
kstualizira zdravstvene podatke in jih uporabi v svojem osebnem poloZzaju in kontekstu
z namenom, da bi sprejel premisljeno odlocitev, ki koristi zdravju in pocutju.” (Sykes
in Wills, 2019, str. 168). Raziskovalci pa so prepoznali tudi pomembnost dusevne zdra-
vstvene pismenosti, ki je definirana kot “multifaktorski koncept, povezan z osebnim
znanjem in preprianjem o dusevnem zdravju, kar posledi¢no vodi v prepoznavanje
dusevnih motenj, preventivo pred njimi in uspesno vodenje dusevnih bolezni” (Jorm,
1997, str. 182).

Ker na podro¢ju merjenja osnovne, numericne, kriti¢ne in dusevne zdravstvene pi-
smenosti Se ni bila izvedena raziskava, si zastavljamo raziskovalno vprasanje, kakSen
je vpliv srednjesolskega programa zdravstvene nege na raven osnovne, numeric¢ne, kri-
ti¢ne in duSevne zdravstvene pismenosti. Ker so Diamond idr. (2011) ter Steckelberg
idr. (2009) dokazali, da se z implementacijo kurikuluma zdravstvene vzgoje statisticno
znacilno dvigne zdravstvena pismenost, smo oblikovali prvo hipotezo:

O HI: Dijaki zdravstvene nege imajo statisticno znacilno visjo raven zdravstvene pi-
smenosti kot ostali srednjesolci.

Ker so Prins idr. (2015, str. 27) ugotovili, da je numeri¢na zdravstvena pismenost
pozitivno povezana s samooceno lastnega zdravja, smo zastavili drugo hipotezo:
O H2: Dijaki zdravstvene nege dosegajo statisticno znacilno vec tock na testu iz nume-
ricne zdravstvene pismenosti kot vrstniki.

Ker so Begoray idr. (2009, str. 38) pokazali, da se z implementacijo kurikuluma
zdravstvene vzgoje ne dvigne statisticno znacilno kriticna zdravstvena pismenost, smo
oblikovali tretjo hipotezo:

O H3: Med dijaki zdravstvene nege in ostalimi dijaki ne obstaja statisticno znacilna
razlika v ravni kriticne zdravstvene pismenosti.

Ker so Skre idr. (2013), Mcluckie idr. (2014), Kelly idr. (2006), Swartz idr. (2017)
in Kutcher idr. (2017) dokazali, da se z implementacijo kurikuluma zdravstvene vzgoje
statisticno znacilno dvigne dusevna zdravstvena pismenost, smo zastavili Cetrto hipotezo:
O H4: Dijaki zdravstvene nege imajo statisticno znacilno visjo raven dusevne zdra-

vstvene pismenosti kot vrstniki.
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3 Metode

Uporabili smo kvantitativni deskriptivni pristop, ki je temeljil na primerjanju zdra-
vstvene pismenosti srednjesolcev, ki obiskujejo program zdravstvene nege, in srednje-
Solcev ostalih primerljivih programov.

Anketni vprasalnik je vkljuceval tri vsebinske sklope: demografski sklop, samo-
oceno zdravstvene pismenosti in teste iz zdravstvene pismenosti. Test iz zdravstvene
pismenosti je bil pripravljen v obliki 16 spremenljivk, s katerimi smo preverjali mla-
dostnikovo zdravstveno znanje, osnovno zdravstveno pismenost, numeri¢no, kriti¢éno
in dusevno zdravstveno pismenost, pri cemer smo nadgradili vprasalnik Ye idr. (2014).
Osem spremenljivk smo pripravili na podlagi analize katalogov znanj predmetov varo-
vanje zdravja, zdravstvena vzgoja in prva pomo¢ ter zdravstvena vzgoja za srednjesol-
ske programe: zdravstvena nega, zobotehnik, kozmeti¢ni tehnik, farmacevtski tehnik
in tehnik laboratorijske biomedicine, in sicer na podlagi analize koncepta zdravstvene
pismenosti, ki je predstavljena v teoreti¢nih izhodis¢ih in raziskavi Cusacka idr. (2017).
Stiri spremenljivke so izhajale iz prosto dostopnega vprasalnika raziskovalca Skre idr.
(2013). Spremenljivke so preverjale dusevno zdravstveno pismenost s pomocjo opisnih
simptomov dusevnih bolezni. Naslednje Stiri spremenljivke so izhajale iz prosto dosto-
pnega vprasalnika The Newest Vital Sign avtorja Weissa idr. (2011).

Po zgledu podobnih studij (Berens idr., 2016; Susky idr., 2017) je bil iz statisti¢ne
mnozice slovenskih srednjeSolcev srednjih tehniskih in strokovnih $ol izbran slucajno-
stni, stratificirani in sistemati¢en vzorec, ki naj bi predstavljal 20 % celotne statisticne
mnozice vseh slovenskih srednjeSolcev, ki obiskujejo program zdravstvene nege. V
vzorec smo zajeli 279 srednjesolcev iz Slovenije, ki smo jih razdelili v dve skupini — na
tiste srednjesolce, ki obiskujejo program zdravstvene nege, in ostale. 30 srednjesolcev
smo iz nadaljnje analize izkljucili, ker niso dokoncali izpolnjevanja anketnega vpra-
Salnika. Med 249 sodelujocimi je bilo 189 (75,9 %) zensk in 60 (24,1 %) moskih. 121
(48,6 %) anketiranih je bilo srednjesolcev, ki obiskujejo program zdravstvene nege, ter
128 (51,4 %) srednjesolcev ostalih programov.

Uporabili smo osnovno opisno statistino analizo, neparametricni Mann-Whitney
test in parametri¢ni t-test, ki nam je pokazal, ali se dve neodvisni skupini — v nasem
primeru dijaki zdravstvene nege in ostali dijaki — med seboj v povprecju statisticno
pomembno razlikujeta. Ustrezen test smo izbrali glede na izracun Kolmogorov-Smirno-
vega testa. Statisticno analizo smo izvedli s statisticnim programom SPSS 22.0.

4 Rezultati

4.1 Osnovna zdravstvena pismenost

Najprej smo preverili, ali obstaja med dijaki zdravstvene nege ter ostalimi statistic-
no znacilna razlika v ravni osnovne zdravstvene pismenosti, ki zajema ves¢ine numeric-
ne, kriti¢ne in duSevne zdravstvene pismenosti ter osnovno zdravstveno znanje in vesci-
ne. Ob upostevanju Kolmogorov-Smirnov testa (Z = 2,475; p <0,001) smo ugotovili,
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da je vrednost Mann-Whitney testa statisticno znacilna na ravni p = 0,001. Srednjesolci,
ki obiskujejo program zdravstvene nege (M = 22,157), izkazujejo statisticno znacilno
vi§jo raven zdravstvene pismenosti kot ostali srednjesolci (M = 19,469).

Tabela 1

Mann-Whitney test za osnovno zdravstveno pismenost glede na zdravstveno vzgojo

Mann-Whitney test Wilcoxov test V4 Pomembnost testa
5127,000 13383,000 —4,619 0,001

V tabeli 2 smo prikazali rezultate za obe skupini. Iz tabele razberemo povprec¢no
vrednost rezultatov zdravstvene pismenosti za vsako skupino, Stevilo udelezenih v raz-
iskavi ter standardni odklon.

Tabela 2
Primerjava aritmeticnih sredin osnovne zdravstvene pismenosti
N X SD
Dijaki zdravstvene nege 121 22,157 4,227
Dijaki ostalih srednjesolskih programov 128 19,469 4,891
Skupaj 249 20,775 4,765

Statisticno znacilna razlika med skupinama je bila pri prepoznavanju gonore-
je (p=0,001), hepatitisa B (p=0,001), genitalnih bradavic (p=0,001) in sifilisa
(p=0,001) kot spolno prenosljivih bolezni. V vseh nastetih primerih so ve¢ znanja
pokazali dijaki zdravstvene nege. Statisticno znacilne razlike so bile ugotovljene tudi
pri prepoznavanju simptomov stresa (p = 0,034), pri prepoznavanju kondoma kot naj-
bolj u¢inkovite metode kontracepcije izmed nastetih (p = 0,005), pri ugotavljanju, pred
katerimi boleznimi §¢iti cepljenje proti okuzbi s humanimi papiloma virusi (p = 0,001).
Razlika je bila statisti¢no znacilna tudi pri prepoznavanju simptomov dusevnih bolezni,
tj. shizofrenije (p =0,001) ter anksioznosti (p = 0,001). Tudi v teh primerih so visjo
raven zdravstvene pismenosti prikazali dijaki zdravstvene nege.
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Tabela 3
Pravilni odgovori glede na smer solanja
Pravilni odgovori v odstotkih (%)
Dijaki zdravstvene nege srednji)sfi?s];iizspfiggramav
kajenje 86,0 89,1
Dejavnik tveganja starost 769 7,03
za zdravje, na stres 69,4 68,8
katerega lahkq ali. spol 72,7 72,7
ne moremo vplivati dednost 90.9 883
debelost 87,6 85,9
Simptomi stresa 81,8 70,3
AIDS 100,0 97,7
angina 97,5 96,9
revmatoidni artritis 100,0 96,1
gonoreja 80,2 42,2
Bolezni, ki so pljuéni rak 100,0 100,0
ali niso spolno —
prenosljive hepatitis B 73,6 41,4
vodene koze 98,3 95,3
genitalne bradavice 81,8 54,7
sifilis 92,6 68,0
trebusna gripa 99,2 97,7
Kontracepcij sk9 s.redstvo pr.oti 86.0 711
spolno prenosljivim boleznim
Presejalni preventivni program 29,8 17,2
Cepljenje proti okuzbi HPV 81,0 60,9
Manj tvegano pitje alkoholnih pija¢ 69,4 70,3
Simptomi depresije 81,0 71,1
Simptomi shizofrenije 51,2 27,3
Simptomi anksioznosti 52,1 25,8
Simptomi anoreksije 81,0 76,6
Izracun kilokalorij 48,8 50,8
Izracun koli¢ine nasi¢enih mascob 25,6 344
Izracun koli¢ine ogljikovih hidratov 52,1 45,3
Varnost zauZitja glede na obstojece alergije 71,1 75,8
Kriti¢no ovrednotenj evverodostojnosti 3.1 25.8
prebranega ¢lanka
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4.2 Numericna zdravstvena pismenost

Preverili smo tudi, kaksSen je vpliv srednjesSolskega programa zdravstvene nege
na raven numeri¢ne zdravstvene pismenosti. Ob upostevanju Kolmogorov-Smirnov
testa (Z =0,517; p=0,952) smo ugotovili, da vrednost t-testa za parno primerjavo ni
pokazala statisti¢no znacilne razlike med skupinama (F =-0,717; p = 0,474). Dijaki
zdravstvene nege so na testu iz zdravstvene nege v povprecju dosegli 1,124 tocke,
medtem ko so ostali dijaki dosegli malenkost visje Stevilo tock, in sicer v povprecju
1,234 tocke.

Tabela 4

Primerjava aritmeticnih sredin za spremenljivko dosezene tocke na testu iz numericne
zdravstvene pismenosti

N X SD
Dijaki zdravstvene nege 121 1,124 1,249
Dijaki ostalih srednjesolskih programov 128 1,234 1,180
Skupaj 249 1,181 1,213

4.3 Kriticna zdravstvena pismenost

Ugotavljali smo tudi vpliv srednjesolskega programa zdravstvene nege na raven kri-
ti¢ne zdravstvene pismenosti. Ob upostevanju Kolmogorov-Smirnov testa (Z = 0,614;
p = 0,845) smo ugotovili, da vrednost aproksimativnega t-testa ni statisti¢cno znacilna
(p =0,916). Pri testu iz numeri¢ne zdravstvene pismenosti se niso pojavile statisticno
pomembne razlike med preiskovanima skupinama. Sicer pa za vzorec, vkljucen v raz-
iskavo, velja, da so dijaki zdravstvene nege dosegli nizje (M = 0,926) Stevilo tock kot
dijaki ostalih srednjeSolskih programov (M = 0,938). 1z povprecnega doseZenega Stevi-
la tock razberemo, da so razlike med obema skupinama minimalne.

4.4 DuSevna zdravstvena pismenost

Preverili smo tudi, kakSen je vpliv srednjesolskega programa zdravstvene nege na
raven duSevne zdravstvene pismenosti. Ob upostevanju Kolmogorov-Smirnov testa
(Z=2,286; p=0,001) smo ugotovili, da je vrednost Mann-Whitney testa znacilna na
ravni p = 0,001. SrednjeSolci zdravstvene nege (M = 2,595) imajo vi§jo raven dusevne
zdravstvene pismenosti kot ostali srednjesolci (M = 1,906).
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Tabela §
Mann-Whitney test za dusevno zdravstveno pismenost glede na zdravstveno vzgojo
Mann-Whitney test Wilcoxov test V4 Pomembnost testa
5384,000 13640,000 —4,272 0,001

Kot smo ze ugotovili, je bila razlika med skupinama statisticno znacilna pri dveh
vprasanjih od stirih, ki so preverjala dusevno zdravstveno pismenost. Razlika je bila sta-
tisticno znacilna pri prepoznavanju shizofrenije (p = 0,001) in anksioznosti (p = 0,001).
V obeh primerih so pogosteje pravilno odgovorili srednjesolci, ki obiskujejo program
zdravstvene nege, v prvem primeru so srednjesolci pravilno odgovorili v 51,2 %, ostali
v 27,3 %, v drugem pa v 52,1 %, ostali pa v 25,8 %.

Tabela 6
Primerjava pravilnih odgovorov pri dusevni zdravstveni pismenosti

Pravilni odgovori v odstotkih (%)
depresija | shizofrenija | anksioznost | anoreksija
Dijaki zdravstvene nege 81,0 51,2 52,1 81,0
Dijaki ostalih srednjesolskih programov 71,1 27,3 25,8 76,6

5 Razprava

Zdravstvena pismenost postaja sestavni del funkcionalne pismenosti in merilo raz-
vitosti ¢loveSkega kapitala v doloCeni drzavi in SirSe. Kljub temu da sta raven zdra-
vstvene pismenosti in raven izobrazbe povezani, so van der Heide idr. (2013, str. 179)
v $tudiji, izvedeni na Nizozemskem, ugotovili, da zdravstvena pismenost ni popolnoma
enakovredna z izobrazbo, saj ne raste linearno z ravnjo izobrazbe. Zato je bil namen
Studije ugotoviti, ali imajo bodoci zdravstveni tehniki, ki se nacrtno izobrazujejo na
podro¢ju zdravstva, vi§jo raven zdravstvene pismenosti kot ostala populacija.

Rezultati raziskave so potrdili hipotezo 1, da imajo statisticno znacilno vi§jo raven
zdravstvene pismenosti kot ostali srednjesolci. Razlika med skupinama se je pokaza-
la pri poznavanju spolnih bolezni, u¢inkovitih metod kontracepcije in pri poznavanju,
pred katerimi boleznimi $¢iti cepljenje proti okuzbi s humanimi papiloma virusi. Dija-
ki zdravstvene nege statisticno znacilno prepoznajo ve¢ spolnih bolezni. Razlika se je
pokazala tudi pri prepoznavanju najbolj uéinkovite metode zascite pred spolno preno-
sljivimi metodami. Razlog lahko najdemo ob pregledu srednjesolskih predmetnikov, ki
kaze, da med Solanjem namenijo veliko pozornosti spolni vzgoji, medtem ko njihovi
vrstniki pridobijo bistveno manj teh informacij. Podatek je pomemben, saj nam pove,
da imajo dijaki, ki se ne izobrazujejo za zdravstvene poklice, pomanjkljivo znanje o
spolnih boleznih in u¢inkovitih metodah kontracepcije. Glede na to, da je v srednji Soli
spolno aktivna vecina deklet in fantov, so znanje in ves¢ine kljucnega pomena, da se
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posamezniki obvarujejo pred spolno prenosljivimi boleznimi (Grlica in Ramsak Pajk,
2012, str. 28). Raziskava o spolni vzgoji v Sloveniji je pokazala, da v glavnem tisti di-
jaki, ki ne uporabljajo nobene kontracepcijske metode, tudi niso poslusali vsebin spolne
vzgoje v okviru $ole (Zalar idr., 2013, str. 46).

Rezultati niso potrdili hipoteze 2, saj dijaki zdravstvene nege ne izkazujejo visje
ravni numericne zdravstvene pismenosti v primerjavi z vrstniki. Na vzorcu je bilo ugo-
tovljeno, da ostali dijaki dosegajo malenkost vi§jo povprecno vrednost tock na testu iz
numericne zdravstvene pismenosti v primerjavi z dijaki zdravstvene nege. Gledano v
povprecju pa je raven numeri¢ne pismenosti dijakov zdravstvene nege in tudi ostalih
precej nizka. Rezultat nakazuje, da bi se morali v Soli bolj organizirano posvecati tudi
temu vidiku zdravstvene pismenosti, saj je pomembna pri opravljanju dela v zdravstvu,
na primer pri pravilnem preracunavanju doze zdravila, kot tudi za zivljenje na splosno,
na primer pri branju prehranskih vrednosti zivil. Felda (2012, str. 47) v svoji raziskavi
opozarja, da bi se morali v $oli pri pouku matematike osredotocati na reSevanje realisti¢-
nih problemov v povezavi z zivljenjskimi izkusnjami. Na tak nacin se uc¢inkovito visa
raven matemati¢ne oziroma numeri¢ne pismenosti. Tudi Diamond idr. (2011, str. 106)
so v svoji raziskavi dokazali, da imajo srednjeSolci tezave pri branju in interpretiranju
nalepk na zivilih. V isti raziskavi pa so ugotovili, da srednjesolci slabo poznajo razloge
za zdravo prehrano, vecina jih pozna zgolj razlog, da z zdravo prehrano vzdrzujes pri-
merno telesno tezo. Dolenceva (2015, str. 96) pa je v svoji raziskavi dokazala povezavo
med vi§jim indeksom telesne teze in slabso samopodobo pri Studentih zdravstvene nege.
Tudi to je eden od razlogov, zakaj bi morali mladostnike poucevati o zdravi prehrani in
prepoznavanju zdrave prehrane na podlagi interpretiranja nalepk na zivilih.

Rezultati so potrdili hipotezo 3, da med dijaki, ki imajo predmet zdravstvena
vzgoja, in tistimi, ki ga nimajo, ne obstaja statisti¢cno znacilna razlika v ravni kriti¢ne
zdravstvene pismenosti. Dijaki zdravstvene nege v nasem vzorcu pa so dosegli nizje
povprecno Stevilo tock na testu iz kriticne zdravstvene pismenosti v primerjavi s svo-
jimi vrstniki. V Casu, ko lahko do informacij dostopamo na vsakem koraku, je razvoj
kriti¢nega sprejemanja informacij kljucen. To velja Se posebej danes, v Casu epidemije
covida-19, ko je preverjanje zdravstvenih informacij, npr. o upostevanju zas¢itnih ukre-
pov in cepljenju, Se posebej pomembno (Abel in McQueen, 2020). Rupnik Vec (2011,
str. 36) ocenjuje spodbujanje razvoja kriticnega misljenja kot enega pomembnejsih in
hkrati zahtevnejsih ciljev na vseh ravneh izobrazevanja. Mlad ¢lovek z razvitim kritic-
nim misljenjem misli, razumno presoja in se odloc¢a, argumentirano posreduje lastna
staliSCa, empati¢no poslusa druge ter prevzema odgovornost tako za lastna dejanja kot
tudi njihove posledice.

Z raziskavo smo potrdili hipotezo 4, da imajo dijaki zdravstvene nege statisticno
znacilno visjo raven dusevne zdravstvene pismenosti kot vrstniki. Raven smo preverjali
s §tirimi vprasanji, pri katerih so morali dijaki na podlagi opisanih simptomov ugota-
vljati, za katero dusevno tezavo gre. Podobno raziskavo so naredili norveski raziskoval-
ci, ki so preverjali uc¢inkovitost nekajdnevne intervencije za dvig dusevne zdravstvene
pismenosti. Iz rezultatov lahko sklepamo, da so slovenski dijaki vi§je dusevno zdra-
vstveno pismeni kot njihovi norveski vrstniki. Vendar pa posploSevanje ni mogoce, saj
so v norveski raziskavi uporabili odprti tip vprasanj, medtem ko smo pri nasi raziskavi
izbrali zaprti tip vprasanj, kjer so dijaki izbirali med osmimi ponujenimi odgovori (Skre
idr., 2013, str. 8). Kljub temu ocenjujemo, da je duSevna zdravstvena pismenost mlado-
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stnikov v povprecju nizka. V slovenski raziskavi so ugotovili, da je tudi Ze na predmetni
stopnji osnovne Sole preventiva na podro¢ju dusevnega zdravja slabo zastopana v vse-
binah pouka. Njihova analiza je pokazala primanjkljaj zlasti pri vsebinah, ki obravna-
vajo Custveno in intelektualno podrocje preventive pri dusevnem zdravju (Britovsek in
Puklek Levpuscéek, 2015, str. 67). Predlagamo, da se te vsebine bolj intenzivno vkljuéi
ze v osnovni Soli in kasneje v srednji Soli.

Raziskava pa ni proucevala pomembnega vidika dusevne zdravstvene pismenosti,
in sicer stigme pri dijakih glede dusevnih bolezni. Predlagamo, da prihodnje raziskave
preverjajo tudi ta vidik zdravstvene pismenosti.

6 Zakljucek

Rezultati raziskave zdravstvene pismenosti med srednjesolci, ki obiskujejo pro-
gram zdravstvene nege, in ostalimi srednjesolci je pokazala, da ima izbira srednjesol-
skega programa pomembno vlogo pri razvoju zdravstvene pismenosti. Dijaki zdra-
vstvene nege imajo statisticno znacilno visjo raven osnovne zdravstvene pismenosti
kot vrstniki. Raziskava je pokazala vrzel v ves¢inah numeri¢ne in kritiéne zdravstvene
pismenosti bodocih zdravstvenih delavcev. Oba vidika zdravstvene pismenosti bi bilo
treba nacrtno dodatno razvijati, obenem pa uvesti vsaj osnovne vidike zdravstvene pi-
smenosti v vse srednjesSolske predmetnike.

Monika Sadar, Karmen Erjavec, PhD

Health Literacy among Slovenian Secondary School Students

There is a consensus among experts and practitioners in the field of literacy that
(functional) literacy is a key measure of human capital development in a particular
country, region and beyond (Stankovi¢ and Blazic, 2017, p. 46). The types and criteria
of literacy vary from society to society, but the basic literacy skills include reading and
understanding, as well creating information. New forms of literacy include health lite-
racy (Rudd, 2017). In the Shanghai Declaration on Health Promotion — Agenda 2030,
the World Health Organization classifies health literacy as a critical determinant of
health, encompassing holistic skills and competencies for life.

The introduction of a school curriculum for raising the level of health literacy is
one of the basic goals of the Shanghai Declaration, which is to be achieved by 2030
(Shanghai Declaration on promoting health in the 2030 Agenda for Sustainable Deve-
lopment, 2016); however, according to the data available, Slovenia is not yet carrying
out activities that would lead to the fulfilment of this declaration, i.e. introducing the
contents or subject of health literacy into the formal education system at the primary
and secondary level. Secondary education is important because adolescence is a time
of major psychological and behavioural changes that can constitute health risks, while
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stabilizing patterns of health-related behaviours that have a significant impact on the
critical phases of life (Firnges et al., 2019, p. 99).

Although the importance of health literacy for the overall health of individuals and
the population is increasingly recognized, not a lot of research has been done on the he-
alth literacy of children and adolescents (Bréder et al., 2017, p. 2). The most important
health literacy skills for adolescents are understanding complex health information and
educational materials, taking responsibility for one'’s own health and dealing with va-
rious health issues, using health services and insurance benefits, developing skills that
influence health and well-being throughout life and reduce financial health expenditu-
res, advocating one's rights and being able to form one’s own opinion on health issues
(Bréder et al., 2017, p. 9).

Research conducted among American and German adolescents has shown that the
health programmes and school-based curricula have a positive effect on increasing
health literacy (Diamond et al., 2011, Steckelberg et al., 2009). In the American study,
an intervention that focused on acquiring the skills to understand food labels was im-
plemented to enable adolescents to make healthy choices and to understand the function
and development of their own bodies. Their skills were based on peer pressure avoidan-
ce, exercise tips, goal-setting skills and communication skills, especially for communi-
cating with doctors and other healthcare professionals. The study participants demon-
strated greater self-efficacy in making healthy choices after the intervention (Diamond
et al., 2011). Meanwhile, the German research focused on strengthening the critical
health literacy and found that the implementation strengthened the health literacy of
secondary school students, as they transferred curriculum content to their own projects
in terms of designing relevant research questions, searching the literature, critically
evaluating and presenting their findings (Steckelberg et al., 2009).

Numerical health literacy is defined as the knowledge and skills required to use ari-
thmetic operations either alone or embedded in texts (Speros, 2005, p. 636). Numerical
health literacy is not only the ability to calculate, but also to interpret and understand
the relationships between numbers (Kus, 2018, p. 59). This skill is needed, for example,
when reading the nutritional value of food.

The main purpose of critical health literacy is for an individual to be able to make
an informed decision based on the evaluation and analysis of information in the context
of health information. The definition defines critical health literacy as “higher-level
cognitive and social skills that enable critical thinking and informed decision-making.
These cognitive skills enable a person to contextualize health information and use it in
their personal situation and context to make an informed decision that benefits health
and well-being” (Sykes and Wills, 2019, p. 168).

However, researchers have also recognized the importance of mental health litera-
cy defined as “‘a multifactorial concept that relates to personal knowledge and beliefs
about mental health, which in turn leads to the recognition of mental disorders, preven-
tion and successful management of mental illness” (Jorm, 1997, p. 182).

Since no research has been conducted in the area of measuring basic, numerical,
critical and mental health literacy, the research question of the impact of the secondary
school nursing programme on the basic, numerical, critical and mental health literacy
levels is posed. Since Diamond et al. (2011) and Steckelberg et al. (2009) proved that
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implementing the health education curriculum significantly increases health literacy,
the research predicts that there will be statistically significant differences in the level
of health literacy between the nursing students and other students, as nursing students
become significantly more familiar with health care. Since Prince et al. (2015, p. 27)
demonstrated that numerical health literacy is positively related to the self-assessment
of one’s health, the hypothesis states that the nursing students would score statistically
significantly higher on the numerical health literacy test than others. Because Begoray
etal. (2009, p. 38) demonstrated that the implementation of the health education curri-
culum did not increase the critical health literacy in a statistically significant manner,
the hypothesis states that the secondary school students surveyed would not show diffe-
rences in the levels of critical health literacy between those who attend and those who
do not attend the subject of health education.

A quantitative-descriptive approach that is based on comparing the health literacy
levels of secondary school nursing students and secondary school students in other
comparable majors is used. The survey questionnaire includes three content sets: a
demographic set, a self-assessment of health literacy, and a health literacy test. A high
level of health literacy is an important competency that everyone should systematically
strive for. Despite the fact that the level of health literacy and the level of education are
related, Van der Heide et al. (2013, p. 179) found in a study conducted in the Nether-
lands that health literacy does not fully equate with education, as it does not increase
linearly with the level of education. Therefore, the aim of the study is to determine
if prospective health technicians, because they are systematically educated on health,
have a higher level of health literacy than the rest of the population.

Since the main aim of the study was to examine the level of health literacy among
adolescents, most of the variables used to measure the level of health literacy among
adolescents were in the form of a health literacy test adapted to the adolescent popu-
lation.

The sample included 279 secondary school students from Slovenia who were divi-
ded into two groups, i.e. secondary school students attending the nursing programme
and others. 30 secondary school students were excluded from further analysis as they
did not complete the questionnaire. Of the 249 participants, 189 (75.9 %) were women
and 60 (24.1 %) were men. 121 (48.6 %) of the respondents were secondary school stu-
dents from the nursing programme and 128 (51.4 %) were secondary school students
from other programmes.

The results of the study show that the nursing students achieved a statistically si-
gnificantly higher level of basic health literacy than their peers. The difference between
the groups was shown in the knowledge of sexually transmitted diseases, of effective
methods of contraception, and of diseases that the human papillomavirus vaccinati-
on protects against. The nursing students statistically significantly recognize multiple
sexually transmitted diseases. The difference is also evident in recognizing the most
effective methods of protection against sexually transmitted diseases. The reason for
this is likely that they receive several hours of sex education in school, while their peers
hear significantly less about this content. The data is important because it tells us that
students who are not trained for healthcare professions have a lack of knowledge about
sexually transmitted diseases and effective contraceptive methods. Considering that the
majority of girls and boys in secondary school are sexually active, such knowledge and
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skills are crucial for individuals to protect themselves from the sexually transmitted
diseases (Grlica and Ramsak Pajk, 2012, p. 28). A 2013 survey on sex education in
Slovenia found that there were statistically significantly more individuals who did not
use contraceptive methods than those who did not listen to the content of sex education
in school (Zalar et al., 2013, p. 46).

The results show that the nursing students do not have a higher level of numerical
health literacy than their peers. The survey shows that their peers have a slightly higher
average score on the numerical health literacy test than the health education students.
On average, the level of numerical health literacy of the nursing students and of other
students is quite low. The result suggests that this aspect of health literacy should also
be addressed more in schools, as it is important both for working in health care, e.g.
calculating the correct dose of medication, and for life in general, e.g. reading nutriti-
onal values. Diamond et al. (2011, p. 106) showed in their study that secondary school
students have difficulties reading and interpreting food labels. However, in the same
study, they also found that secondary school students have little knowledge about the
reasons for a healthy diet; most of them only know that the way to maintain a healthy
weight is with a healthy diet.

The results also show that the nursing students scored lower than their peers on the
critical health literacy test. In an age where information is at our fingertips, developing
critical information literacy is crucial. This is especially true today, in the time of the
COVID-19 epidemic, when reviewing the health information, such as protective measu-
res and vaccinations, is particularly important (Abel and McQueen, 2020).
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POVZETEK —V prispevku predstavljamo rezultate
empiricne raziskave na vzorcu 487 Studentov — bodo-
¢ih pedagoskih delavcev v treh drzavah: Sloveniji, Sr-
biji in na Hrvaskem. S pregledno kavzalno-neekspe-
rimentalno raziskavo, v kateri smo ob kontroliranju
drzave preverjali tudi vlogo Studijskega programa,
smo analizirali 5 dimenzij procesno orientiranega
pojmovanja ucenja (notranja regulacija ucenja, zna-
nje kot aktivni konstrukt, skupinsko in sodelovalno
ucenje, dinamicni pogled na sposobnosti, toleranca
do negotovosti) ter samorefieksijo sprememb lastnega
ucenja Studentov. Osredotocili smo se na preverjanje
tistih pojmovanj, na osnovi katerih lahko predposta-
vljamo, da ucitelji nato pri svojih ravnanjih vzpodbu-
Jjajo aktivnost ucencev in njihovo samostojnost v uc-
nem procesu. Ugotovili smo, da Studentje vse dimen-
zije procesno orientiranega pojmovanja ucenja dokaj
homogeno in visoko ocenjujejo, nekatere potrjene
statisticno znacilne razlike glede na vlogo drzave in
Studijskega programa pa nimajo velikega ucinka.
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ABSTRACT — The article presents the results of an em-
pirical study encompassing 487 students — future edu-
cation professionals — in the following three countries:
Slovenia, Serbia and Croatia. This causal, nonexperi-
mental study aimed to assess the country and role of
the study program, analyzing five dimensions of pro-
cess-oriented learning (internal regulation of learn-
ing; knowledge as an active construct; group and par-
ticipatory learning; dynamic perspective on abilities;
and tolerance of uncertainty), as well as self-reflection
on changes to students’ own learning. The focus was
on the examination of concepts, based on which it can
be assumed that teachers encourage student activ-
ity and their independent learning. We found that the
students exhibited a relatively homogenous and highly

favorable view of all dimensions of process-oriented

learning, while statistically significant differences
emerged in the case of some who rated the role of the
country and their study program as unimportant.

V prispevku so osrednji predmet obravnave pojmovanja Studentov — bodocih pe-

dagoskih delavcev. Ceprav so pojmovanja vsebinsko zelo pestro in kompleksno podro-
¢je, njihovo raziskovanje pa je potekalo oziroma poteka na razli¢nih ravneh (Valenci¢
Zuljan, 2002), se bomo v teoreticnem delu v nadaljevanju prispevka osredotocili na
predstavitev znacilnosti pouka, ki pri ucencih (Studentih) spodbujajo miselno aktivnost
in samostojnost. Pri tem izhajamo iz razumevanja pojmovanj kot osebnega, implicitne-
ga konstrukta, ki se oblikuje v posameznikovi osebni zgodovini kot nekaks$na usedlina
vseh njegovih izku$enj, dozivetij, spoznanj ter deluje kot kompas v njegovem zivljenju,
kar se kaze v kvalitativno razli¢nih na¢inih razumevanja, interpretiranja in delovanja, in
iz kognitivno-konstruktivistitnega modela pouka (Kozel, Coti¢ in Zakelj, 2020). Glede
na povezanost uciteljevih pojmovanj (gl. npr. Clark in Petersen, 1986; Kagan, 1992;
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Gow in Kember, 1993, 1994; Fang, 1996; Trigwell in Prossner, 1996) ter ravnanj pred-
postavlja, da bodo ucitelji z bolj procesno usmerjenimi pojmovanji v vec¢ji meri ustvar-
jali pogoje za aktivnost uc¢encev (Studentov) pri pouku (pedagoskem delu). Govorimo
0 procesni orientiranosti pojmovanj, o uciteljevi procesnosti v nasprotju s tradicional-
nostjo. Ta prikaz ima na videz tendenco prikazati procesno usmerjenost ucitelja kot
edino mozno in pravo, vendar bi radi poudarili, da se ves ¢as zavedamo relativnosti in
omejenosti tega — tudi nasprotni pol je namre¢ potreben (npr. pomembno je tudi usvaja-
nje informativnega, tezje razumljivega znanja, pri cemer manj zmoznih u¢encev ni mo¢
prepustiti samo samostojnemu ucenju). Pojmovanja o pouku, vlogi ucitelja, vlogi ucen-
ca, ucenju in poucevanju, ki si jih bodoci ucitelj pridobi ze v procesu $olanja kot uce-
nec, dijak in Student, imajo zelo pomembno vlogo pri oblikovanju prihodnjega ucitelja
— so kljucna determinanta uciteljevega ravnanja v razredu. Nekateri (prim. Zeichner,
Tabachnick in Densmore, 1988) menijo, da te zgodnje izkusnje celo bolj zaznamujejo
prihodnjega ucitelja kot sam proces izobrazevanja na fakulteti in prvo leto poucevanja.
Po pregledu poteka pouka in njegovih znacilnosti, ki pri u¢encih (Studentih) spodbujajo
miselno aktivnost in samostojnost, bomo v drugem delu prispevka predstavili rezultate
empiri¢ne raziskave, v kateri smo ugotavljali tovrstna pojmovanja pri Studentih, torej
pri bodocih pedagoskih delavcih.

Vprasanje, kako naj poteka pouk, da bomo pri uc¢encih (Studentih) spodbujali mi-
selno aktivnost in jih navajali na samostojnost ter da bo njihovo znanje kakovostno, se
nanasa zlasti na metode, s katerimi obravnavamo novo u¢no vsebino. Kot izpostavljata
Valenci¢ Zuljanova in Kalinova (2020), u¢ne metode predstavljajo temeljni oziroma
osrednji didakti¢ni pojem, vendar pa “v zgodovinskem razvoju didakti¢ne teorije in pra-
kse zasledimo razli¢no razumevanje u¢nih metod” (prav tam, str. 9), tako da se komple-
ksnost problematike u¢nih metod odraza tudi skozi opredelitve tega pojma pri razli¢nih
didaktikih (prav tam, str. 10).

Preglednica 1

Matrica izobrazevalnih postopkov

Izobrazevalni . . . o . . Delovno-telesno
. Znanstveno izobrazevanje| UmetniSko izobraZevanje . . .
vidik izobrazevanje
— poucevanje: odgovori na .
vprasanja, pojasnjevanje, | udenje 0 umetnosti, iger;‘(’;‘l/stgri‘gsai‘i
Kognitivni demonstriranje ... hevristi¢ni razgovor, el%speri}llgntiranj i ?
interesi —ucenje: raziskovanje, pojasnjevanje, delo z S o
projektno delo besedilom, analiza dela ... | P™% ektiranje, prakti¢na
simulacije > in laboratorijska dela ...
. . —dozivetje: poslusanje, .
razgovor, diskusija, gledanje, branje razstave, $portne
Afektivni nasprotujoce si R l prireditve, srecanja, izleti,
interesi skupine, igre s pravili, - 1zlr.iza1.1]e. 1814, pies taborjenje, konstrukcijske
referati, iniciative ... stkanje, pisanje, igre, projekti ...
ustvarjanje glasbe ...
logi¢ne igre, naloge, risanic. petic. ieranic
Psihomotoricni | vaje, nevihta mozganov, in§tr31n’1§nti1 i igsan'Je vadba, prakti¢na dela,
interesi laboratorijska dela, . > PIsanje, vaje na orodjih, igre ...
scenarii igra, branje ...
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Bognar (1993) opozarja, so klasifikacije u¢nih metod nezadostne, saj ne gre za to,
da bi nasteli vse mozne metode; pomembno je, da postavimo jasna teoreti¢na izhodisca
ter na tej osnovi jasen sestav vzgojno-izobrazevalnih strategij. Poudarja (prav tam),
da moramo imeti pred o¢mi vzgojno-izobrazevalne cilje ter za vsako skupino ciljev
dolociti, s katerimi postopki jih lahko dosezemo. Maksimovi¢, Stankovi¢ in Osmanovié
(2020, str. 71) prav tako poudarjajo pomen ustreznih u¢nih metod z vidika ciljev sodob-
ne druzbe. Bognar (1993) glede na razli¢ne izobrazevalne interese in podrocja predlaga
matrico izobrazevalnih postopkov, ki so prikazani v preglednici 1.

Tudi Strm¢nik (2003, str. 85) izpostavlja, da namen metode ni le posredovanje, pac pa
tudi spreminjanje, ne le spoznavanje ucne vsebine, pac pa tudi oblikovanje metodoloske-
ga, metodicnega in vrednotnega razmisljanja ucencev, zato je smiselno namesto o metodi
v SirSem pomenu besede govoriti o strategiji. Kot skupni imenovalec sodobnejsih ucnih
strategij navaja odprti pouk, za katerega “je znacilno, da se u¢nih ciljev in metod ne oklepa
okostenelo, da je usmerjen na ucence, diferenciran in individualiziran, da omogoca ucen-
cem ucno anticipiranje in participiranje, da se navezuje na zivljenje lokalne skupnosti.”

Marenti¢ Pozarnik (2004) navaja, da iz teorij konstruktivizma ne moremo neposre-
dno izpeljati u¢nih metod. Navaja pa, da dajejo ene metode ve¢ moznosti za doseganje
dolocenih ciljev, miselno aktiviranje u¢encev in gradnjo kakovostnega znanja kot dru-
ge. Z vidika izkustvenega ucenja deli metode (Marenti¢ Pozarnik, 2000) na osrednje
(simulacije, igre vlog, socialne igre, strukturirane naloge, skupinska interakcija, tele-
sno gibanje in spros¢anje) ter podporne metode (opazovanje procesa, Cas za razmislek,
fantaziranje, vizualizacija, terenske izkusnje, ekskurzije, metode primerov, metoda
projektov in uporaba avdiovizualnih sredstev). Prav tako opozarja (prav tam), da za
nacrtovanje in izvajanje izkustveno usmerjenega pouka ucitelj potrebuje veliko znanja,
spretnosti, takta in proznosti za prilagajanje situacijam in udelezencem. Jukié in Skojo
(2019, str. 86) tako poudarjata dejstvo, da je v SirSem evropskem kontekstu aktualno
razmisljanje o kompetencijskem profilu uciteljev. Marenti¢ Pozarnik (2002) izposta-
vlja, da mora ucitelj znati ustvariti primerno skupinsko klimo, se vzivljati v udelezence
in najti ravnotezje med usmerjanjem udelezencev in dopus¢anjem njihove iniciative.
Pomen skupinske klime in skupinskega dela izpostavljajo tudi Xhomara, Stosi¢ in To-
meczyk (2019, str. 97). Valenci¢ Zuljan in Kalin (2020, str. 13) pa opredeljujeta ucne
metode “/.../ kot teoreti¢no utemeljene ter raziskovalno in prakti¢no preizkusene nacine
dela oz. aktivnosti u¢encev v posameznih etapah u¢nega procesa in v okviru razlicnih
didakti¢nih strategij, ki so usmerjene k uresni¢evanju ucnih ciljev /.../” ter izpostavlja-
ta, da so u¢ne metode najtesneje povezane z uciteljevim opravljanjem poklicne vloge.

2 Raziskovalni problem

V drugem delu prispevka predstavljamo rezultate empiri¢ne raziskave na vzorcu
Studentov — bodocih pedagoskih delavcev, katere namen je bil prouciti:

O pojmovanje ucenja oziroma studija (notranja regulacija uc¢enja, znanje kot
aktivni konstrukt, skupinsko (sodelovalno) ucenje, dinami¢ni pogled na
sposobnosti, toleranca do negotovosti) ter

o samorefleksijo sprememb procesa ucenja in poucevanja.
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3 Metodologija

Izvedli smo pregledno kavzalno-neeksperimentalno raziskavo, v kateri smo poleg
preverjanja, iz katere drzave je anketiranec, preverjali tudi vlogo Studijskega programa.
Podatke smo zbirali v treh drzavah (Slovenja, Hrvaska, Srbija) s pomocjo treh neslucaj-
nostnih vzorcev. Vzorec je zajemal 487 Studentov treh Studijskih programov: Razredni
pouk (n=221), Predsolska vzgoja (n = 162), Pedagogika (n = 104), in sicer 3. letnika
1. stopnje. Zajeti neslucajnostni vzorec smo opredelili na ravni rabe inferencne stati-
stike (statisticnih preizkusov razlik) kot enostavne slucajnostne vzorce iz hipoteticne
populacije.

Za zbiranje podatkov smo uporabili anketni vprasalnik, ki je strukturiran iz treh delov:

o 1. del: splosni podatki — generalije o anketirancu;

O 2. del: polodprto anketno vprasanje o samorefleksiji sprememb v ucenju;

o 3. del: 4-stopenjska deskriptivna ocenjevalna lestvica (1 — popolnoma se strinjam z
izjavo na levi, 2 — bolj se strinjam z izjavo na levi, 3 — bolj se strinjam z izjavo na
desni, 4 — popolnoma se strinjam z izjavo na desni) merjenja procesno orientiranega
pojmovanja ucenja, prevzeta po avtorjih Bolhuis in Voeten (2004), z izmerjenimi
merskimi karakteristikami (veljavnost, zanesljivost, objektivnost).

Za potrebe mednarodne raziskave smo originalno ocenjevalno lestvico skrajsali (iz
20 na 15 izjav, po 3 izjave za posamezno dimenzijo procesno orientiranega pojmovanja
ucenja) in preverili njeno zanesljivost s Cronbachovim koeficientom alpha (o = 0,845),
ki je izkazal ocenjevalno lestvico kot vzorno z vidika zanesljivosti. Anketiranje je po-
tekalo individualno, nevodeno, in sicer so bili k izpolnjevanju povabljeni vsi Studenti
Studijskih programov Razredni pouk, PredSolska vzgoja in Pedagogika na pedagoskih
in filozofskih fakultetah v raziskavo vkljucenih drzav.

Podatke smo obdelali z naslednjimi postopki obdelave: frekven¢na distribucija
(f, £%), osnovna deskriptivna statistika (MIN, MAKS, X, s, KV %, SKEW, KURT),
aritmeti¢na sredina stopenj odgovorov, dvofaktorska analiza variance, y2-preizkus
hipoteze neodvisnosti, mere velikosti u¢inka (n? V), interpretirane po uveljavljenih
smernicah.

Rezultate v nadaljevanju prikazujemo v dveh podpoglavjih. Najprej prikazemo re-
zultate analize petih dimenzij procesno orientiranega pojmovanja ucenja, povzete po
avtorjih Bolhuis in Voeten (2004) (notranja regulacija ucenja, znanje kot aktivni kon-
strukt, skupinsko, sodelovalno uéenje, dinamicni pogled na sposobnosti, toleranca do
negotovosti), kjer je vsaka dimenzija opredeljena s tremi karakteristikami, ki so jih
Studenti ocenjevali tako, da so na 4-stopenjski lestvici izrazili stopnjo strinjanja z izja-
vami. V drugem delu pa so rezultati analize samorefleksije sprememb lastnega ucenja
Studentov.
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4 Rezultati in interpretacija

4.1 Procesna orientiranost pojmovanj Studentov

Prikaz rezultatov torej zacenjamo z analizo posameznih dimenzij procesno orien-
tiranih pojmovanj ucenja (skupni rezultati sklopov izjav) in posamezne karakteristike
(ocene posameznih karakteristik). Pri tem smo namenili pozornost vlogi drzave in §tu-
dijskega programa.

Tabela 1

Osnovna statistika skupnega rezultata ocenjevanja posameznih dimenzij procesno
orientiranega pojmovanja ucenja pri Studentih

Dosesen Aritmeti¢na | Standardni | Koeficient _ Mer e
sredina odklon variacije distribucije
MIN | MAKS x s KV% | SKEW | KURT
Notran]z} regulacua 3 12 8,419 1,880 223 -0,238 | 0,035
ucenja
Znanje kot aktivni 3 12 10,139 1,688 16,7 -0,868 | 1,003
konstrukt
Skuplnsk(): ) 4 12 10,080 1,413 14,0 0,551 0,189
sodelovalno ucenje
Dinamic¢ni poglf:d 5 12 11,074 1,268 11,5 -1,615| 2,766
na sposobnosti
Toleranca do 3 12 8,879 1,795 20,2 -0,268 | 0,028
negotovosti

Med obravnavanimi dimenzijami procesno orientiranega pojmovanja ucenja Stu-
denti najvisje ocenjujejo dimenzijo dinamic¢ni pogled na sposobnosti (X = 11,074), ta-
koj za tem znanje kot aktivni konstrukt (X = 10,139) in skupinsko, sodelovalno ucenje
(X =10,080). Dimenziji toleranca do negotovosti (X = 8,879) in notranja regulacija uce-
nja (X = 8,419) sta ocenjeni nizje. Ob tem velja izpostaviti, da so vse distribucije rezulta-
tov, kot kazejo mere distribucij, levo asimetri¢ne (SKEW < 0) ter konic¢aste (KURT > 0)
ali normalne (KURT =0), iz ¢esar sledi, da prevladujejo visji rezultati. Variabilnost,
kot kaze delez aritmeticne sredine, ki ga zavzema standardni odklon (K'V %), ni visoka
(11,5 <KV % < 22.3). Studentje torej dokaj homogeno visje ocenjujejo dimenzije pro-
cesno orientiranega pojmovanja ucenja, slednje Se zlasti velja za dinami¢ni pogled na
sposobnosti in nekoliko manj za toleranco do negotovosti (KV % = 20,2 %) in notranjo
regulacijo ucenja (22,3 %), torej dve najnizje ocenjeni dimenziji.

Dimenzije procesno orientiranega pojmovanja uc¢enja vsebinsko podrobno predsta-
vljamo v nadaljevanju.
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Tabela 2
Dimenzije procesno orientiranega pojmovanja ucenja studentov s pripadajocimi izjavami
(karakteristikami), rangirane po aritmeticnih sredinah stopenj soglasanja

Rang | Dimenzija Izjava X
Ucitelj pri svojem delu napreduje, se spreminja
: . . . 3,70
. . /.../ zaradi stalnega izpopolnjevanja.
Dinamicen - - - =
1 pogled na Skozi celo svojo kariero se bom ucil. 3,70
sposobnosti Nikoli nisi prestar za u¢enje. 3,69
Skupaj: 3,69
Pomembno je, da u¢na snov poraja vprasanja /.../. 3,62
Znanje kot Pri u€enju je pomembno, da gledamo na 347
2 aktivni stvari z razli¢nih zornih kotov. ’
konstrukt Ucenje je postavljanje vprasan;. 3,12
Skupaj: 3,38
Razli¢na mnenja, resitve omogocajo globlji vpogled v stvari. 3,66
Skupinsko, Veliko se lahko nau¢im s primerjanjem razli¢nih mnenj. 3,26
3 sodelovalno — -
udenje Rad vidim, kako dela moj kolega. 3,19
Skupaj: 3,36
Ne moti me, ¢e ucenci opazijo mojo napako. 3,05
4 Toleranca do Rad preizkusam nove stvari, ¢eprav niso vedno uspesne. 2,98
negotovosti Ce je vse predvidljivo, je pouk dolgogasen. 2,86
Skupaj: 2,96
Nacrt in nacin dela si najraje pripravim sam. 3,01
. Najve¢ se nau¢im, ¢e moram sam /.../ 280
Notrang.a ugotoviti, kako stvari delujejo. ’
5 regulacija —— T :
uéenja Rezultati raziskav /.../ se mi zdijo uporabni, 2 64
¢e pridem ob njih do novih idej /.../. ’
Skupaj: 2,83

Aritmeti¢ne sredine vseh izjav so glede na 4-stopenjsko lestvico nadpovprecne (od
2,80 do 3,70). Na vrhu so izjave dimenzije dinami¢ni pogled na sposobnosti: da ucitelj
stalno napreduje (X = 3,70), se uci (X = 3,70) in ni nikoli star za ucenje (X = 3,69).

Sledijo izjave dimenzije znanje kot aktivni konstrukt: da je pomembno, da u¢na
snov poraja nova vprasanja (X = 3,62), da se na stvari gleda z razli¢nih zornih kotov
(X = 3,47) ter da je ucenje zastavljanje vprasanj (X = 3,12).

Skupinsko, sodelovalno ucenje je dimenzija, ki je na prvem mestu opredeljena z
izjavo, da razlicna mnenja omogocajo globlji vpogled v stvari (X = 3,66), sledi pomen
moznosti primerjave razlicnih mnenj (X = 3,26) ter uéenje od kolegov (X = 3,19).
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Na Cetrtem mestu je dimenzija toleranca do negotovosti z izjavami, da lastne na-
pake niso motece (X = 3,01), priljubljeno pa je preizkusanje novih stvari (X = 2,98) in
soocenje z nepredvidljivimi stvarmi (X = 2,86).

Na dnu ranzirne vrste so izjave dimenzije notranja regulacija ucenja, in sicer pri-
ljubljenost samonacrtovanja (X = 3,01), ucenje iz lastnih izkusenj (X = 2,80) ter na za-
dnjem mestu pripisovanje uporabnosti rezultatom raziskav, ob katerih se porajajo nove
ideje (X = 2,64).

Iz pric¢ujoce ranzirne vrste razberemo, da Studentje s prvim mestom potrjujejo zmo-
znost in potrebo po vsezivljenjskem ucenju. Sledi teznja Studentov po preseganju tradi-
cionalnega pogleda na ucenje (ucenje kot zapomnitev pojmov, definicij) z visjo stopnjo
miselne ucne aktivnosti (uenje kot samostojno sprasevanje, iskanje, razmisljanje) ter
teznja po sodelovalnem ucenju (medsebojno ucenje). Tendenca zadrzanosti pa se kaze
do nenacrtovanega ucenja ter do samoiniciativnega, izkustvenega ucenja.

Kaksne so razlike v obravnavanih dimenzijah procesno orientiranega pojmovanja
ucenja Studentov treh drzav (Slovenija, Hrvaska, Srbija) glede na Studijski program
(Razredni pouk, Predmetni pouk, PredSolska vzgoja, Pedagogika), predstavljamo v na-
daljevanju.

Tabela 3

Izid dvofaktorske analize variance preverjanja razlik v notranji regulaciji ucenja (skupni
rezultat) glede na drzavo in studijski program

Preizkus razlik Preizkus
Aritmeticna | Standardni aritmeticne Mera homogenosti
Faktoryji sredina odklon sredine velikosti varianc
X s 7 P ucinka n? I P
SLO 8,483 1,921
Drzava | HRV 8,471 1,953 0,522 | 0,593 0,002
SRB 8,340 1,815
RP 8,163 1,774
Program | PV 8,747 1,976 6,438 | 0,002 0,026
PED 8,452 1,884
RP 8,279 1,901
SLO PV 8,764 1,972 1,245 | 0,271
PED 8,543 1,884
RP 7,978 1,889
HRV PV 9,357 1,471 1,010 | 0,402 0,008
PED 8,379 2,211
RP 8,144 1,590
SRB | PV 8,519 2,105
PED 8,425 1,662
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Izvedena dvofaktorska analiza variance temelji na upraviceni predpostavki o ho-
mogenosti varianc (P =0,271). Glede na drzavo, kakor kaze splosni F-preizkus razlik
aritmetic¢nih sredin, ni statisti¢no znacilne razlike med Studenti v ocenjevanju dimenzije
notranja regulacija ucenja (P = 0,593), prav tako tudi ni statisticno znacilne interakcije
(P=0,402) med faktorjema (drzava, program), obstaja pa statisti¢cno znacilna razlika
glede na program (P = 0,002), pri Cemer pa je uCinek programa, kot kaze mera veliko-
sti u¢inka (n? = 0,026), majhna. To dimenzijo, kot kaZejo aritmeti¢ne sredine, najvisje
ocenjujejo Studentje predsolske vzgoje, Studentje pedagogike, najnizje pa Studentje ra-
zrednega pouka.

Teznja po neodvisnem, samonacrtovanem ucenju je torej bolj prisotna pri Studentih
predsolske vzgoje kot Studentih pedagogike, najmanj pa pri Studentih razrednega pouka.

Tabela 4

Izid dvofaktorske analize variance preverjanja razlik v dimenziji znanje kot aktivni
konstrukt (skupni rezultat) glede na drzavo in Studijski program

Preizkus razlik Preizkus
Aritmeticna | Standardni aritmeticne Mera homogenosti
Faktorji sredina odklon sredine velikosti varianc
X s 7 P ucinka n? 7 P
SLO 9,710 1,808
Drzava | HRV 10,500 1,405 11,692 | 0,000 0,047
SRB 10,325 1,641
RP 10,181 1,457
Program | PV 9,716 1,929 8,756 | 0,000 0,035
PED | 10,712 1,575
RP 9,988 1,576
SLO PV 9,018 2,095 1,305 | 0,239
PED | 10,114 1,586
RP 10,267 1,250
HRV PV 10,500 1,374 2,007 | 0,092 0,017
PED 10,862 1,620
RP 10,322 1,457
SRB PV 9,924 1,929
PED 11,125 1,575

Predpostavka o homogenosti varianc, na kateri temelji analiza variance, je upravi-
cena.

Izidi splosnih F-preizkusov razlik aritmeti¢nih sredin potrjujejo obstoj statisticno
znacilne razlike med Studenti glede na drzavo (P = 0,000), je pa velikost u¢inka majhna
(m? = 0,047). Najmanj, kakor razberemo iz aritmeti¢nih sredin, potrjujejo karakteristike
dimenzije znanje kot aktivni konstrukt Studentje iz Slovenije, visje pa Studentje iz Hr-
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vaske in Srbije. Tudi glede na program obstaja statisti¢no znacilna razlika (P = 0,000)
ob sicer majhnem u¢inku (n? = 0,035). Studentje predsolske vzgoje niZje ocenjujejo to
dimenzijo kot Studentje razrednega pouka in Se zlasti kot Studentje pedagogike. Interak-
cija med faktorjema (drzava, program) ni statisti¢no znacilna (P = 0,092).

Ce povzamemo: ne glede na drzavo so $tudentje pedagogike tisti, pri katerih je
teznja po aktivnem ucenju (sprasevanju, povezovanju, razmisljanju) bolj izrazena kot
pri drugih Studentih. Ne glede na program pa so s tega vidika v prednosti Studentje s
Hrvaske in Srbije pred Studenti iz Slovenije.

Tabela 5

Izid dvofaktorske analize variance preverjanja razlik v dimenziji skupinsko in sodelovalno
ucenje (skupni rezultat) glede na drzavo in studijski program

Preizkus razlik Mera Preizkus
- Ar itmeticna Standardni aritmeticne velikosti homogenosti
Faktorji srecjma odklon sredine uCinka varianc
& § F P i F P
SLO 9,932 1,507
Drzava | HRV 10,461 1,295 3,987 | 0,019 0,016
SRB 10,019 1,359
RP 9,959 1,393
Program | PV 10,117 1,570 1,245 | 0,289 0,005
PED 10,279 1,161
RP 9,849 1,451
SLO PV 9,891 1,729 1,444 | 0,332
PED | 10,200 1,256
RP 10,422 1,340
HRV | PV 10,429 1,399 0,346 | 0,847 | 0,003
PED 10,552 1,152
RP 9,833 1,326
SRB PV 10,165 1,506
PED 10,150 1,075

Upravicena je predpostavka o homogenosti varianc (P =0,332) in s tem analiza
razlik med aritmeticnimi sredinami. Statisticno znacilne razlike nismo dokazali gle-
de na program (P = 0,289), pa tudi interakcija med faktorjema ni statisticno znacilna
(P=0,847). Obstaja pa glede na drzavo (P=0,019) s tem, da je ucinek spet majhen
(2= 0,016). Studentje s Hrvaske z najvi§jo stopnjo potrjujejo karakteristike dimenzije
skupinsko in sodelovalno ucenje, sledijo Studentje iz Srbije in Slovenije. Kaze se torej,
da slovenski Studentje ne glede na program tudi s tega vidika, kot pri dimenziji znanje
kot aktivni konstrukt, torej v teznji po ucenju v interakciji z drugimi, zaostajajo za Stu-
denti drugih dveh drzav.
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Tabela 6

Izid dvofaktorske analize variance preverjanja razlik v dimenziji dinamicni pogled na
sposobnosti glede na drzavo in Studijski program

Preizkus razlik Preizkus
Aritmeticna | Standardni aritmeticne Mera homogenosti
Faktorji sredina odklon sredine velikosti varianc
X s 7 P ucinka n’ 7 P
SLO 11,234 1,027
Drzava | HRV 11,333 1,111 7,749 | 0,000 0,031
SRB 10,813 1,464
RP 11,000 1,318
Program | PV 11,006 1,367 2,619 | 0,074 0,011
PED 11,337 0,931
RP 11,000 1,158
SLO PV 11,444 0,904 6,059 | 0,000
PED 11,486 0,702
RP 11,378 1,154
HRV PV 10,929 1,331 1,768 | 0,134 0,015
PED 11,333 L1111
RP 10,811 1,498
SRB PV 10,734 1,567
PED 10,975 1,166

Ker predpostavka o homogenosti varianc v tem primeru ni upravicena (P = 0,000),
se odrekamo interpretaciji izidov statisticnega preverjanja ucinka posameznega faktorja
(drzava, program) in njene interakcije. Iz povprecij razberemo, da karakteristike di-
menzije dinami¢ni pogled na sposobnosti nekoliko vi§je potrjujejo Studentje iz Hrvaske
in Slovenije kot iz Srbije. Glede na Studijski program pa so s tega vidika v prednosti
Studentje pedagogike. Tako za drzavo (n? = 0,031) kot program (1> = 0,011) pa velja, da
je mera velikosti njunega ucinka majhna. Priznavanje zmoznosti in potrebe po vseZzi-
vljenjskem ucenju je torej ne glede na program nekoliko bolj prisotno pri Studentih iz
Hrvaske in Slovenije ter ne glede na drzavo pri Studentih pedagogike.
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Tabela 7

Izid dvofaktorske analize variance preverjanja razlik v dimenziji toleranca do negotovosti
glede na drzavo in Studijski program

Preizkus razlik Preizkus
Aritmeticna | Standardni aritmeticne Mera homogenosti
Faktorji sredina odklon sredine velikosti varianc
X s 7 P ucinka n’ 7 P
SLO 8,665 1,732
Drzava | HRV 9,020 1,990 2,236 | 0,108 0,009
SRB 8,990 1,737
RP 8,905 1,770
Program | PV 8,827 1,880 0,015 | 0,985 0,000
PED 8,904 1,727
RP 8,698 1,736
SLO PV 8,673 1,722 1,597 | 0,123
PED 8,571 1,787
RP 8,844 1,965
HRV PV 9,357 1,830 0912 | 0,457 0,008
PED 8,966 2,195
RP 9,133 1,691
SRB PV 8,747 1,990
PED 9,150 1,210

Izidi dvofaktorske analize variance temeljijo na upraviceni predpostavki o homo-
genosti varianc (P=0,123) in kazejo, da ni statisticno znacilne razlike glede na dr-
zavo (P=10,108) in glede na program (P =0,985). Ucinek slednjega je prakti¢cno O
(m?=0,000). Tudi interakcija med faktorjema ni statisti¢no znacilna (P = 0,457).

Studentje treh drzav (Slovenija, Hrvaska, Srbija) in treh tudijskih programov (Ra-
zredni pouk, PredSolska vzgoja, Pedagogika) izrazajo precej podobno stopnjo tolerance
do negotovosti, torej do nepredvidljivega, izkustvenega ucenja.

4.2 Analiza samorefleksije sprememb v procesu ucenja Studentov

Studentom smo zastavili naslednje vprasanje: “Ali ste, odkar ste vpisani na peda-
goski Studijski program, kaj spremenili pogled na svoje lastno ucenje?” Izbirali so med
odgovori, da ga niso, da so ga spremenili ali da ne vedo, ter spremembe tudi opisali.

Tudi v tem primeru, kot v predhodni analizi, smo preverili obstoj razlik glede na
drzavo in Studijski program.
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Tabela 8
Stevila (f) in strukturni odstotki (f%) Studentov po zaznavanju sprememb v procesu ucenja
Odgovor f f%
Nisem ga. 228 46,8
Spremenil sem ga. 250 51,3
Ne vem. 9 1,8
Skupaj 487 100,0

Opomba: * Odgovor “Ne vem.” smo zaradi nizke frekvence v nadaljnji obdelavi izlocili.

Kar slaba polovica Studentov sprememb v procesu lastnega ucenja, odkar Studirajo
na fakulteti, ne zaznava (46,8 %) ali pa zanje ne vedo (1,8 %). Ostali Studentje spremem-
be zaznavajo. Za kaksne spremembe gre, predstavljamo v nadaljevanju.

Tabela 9
Kategorije sprememb v procesu ucenja, rangirane po pogostosti
Rang Kategorija
1 Ucenje je vrednota — priloznost za spreminjanje sebe
2 Ucenje zaradi uporabe znanja
3 Sprotno, organizirano ucenje
4 Izkustveno ucenje

S kategorizacijo zapisanih izjav Studentov smo izpeljali 4 kategorije, ki so v tabeli
razvrscene po pogostosti. Najvec izjav sodi v kategorijo ucenje je vrednota — priloznost
za spreminjanje sebe (1), sledijo kategorije uc¢enje zaradi uporabe znanja (2), sprotno,
organizirano ucenje (3) in na zadnjem mestu izkustveno ucenje (4).

V nadaljevanju bomo vsako od njih vsebinsko podrobneje predstavili.

(1) Ucenje je vrednota— priloznost za spreminjanje sebe
Ce je bilo u¢enje $tudentov v srednji $oli bolj pod vplivom zunanjih dejavnikov
(starsi, ocene), sedaj njihovo ucenje usmerjajo notranji, in sicer cilji po spreminjanju
sebe. Ponazarjamo z nekaj primeri izjav:
o “Sedaj gledam na ucenje kot nekaj, kar me izpopolnjuje.”,
0 “Sem ugotovila, da je ucenje vrednota. Preden sem zacela obiskovati ta
program, sem se ucila zato, ker so mi to rekli starsi.”,
O “Vcasih sem se ucila predvsem zato, ker sem to morala, zdaj sem ugoto-
vila, da se uéim zase.”,
o “/.../damiucenje odpira nove perspektive, omogoca kriticno razmisljanje.”,
o “Gledam na ucenje kot nekaj prijetnega, kar nas bogati v zivljenju.”
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(2) Ucenje zaradi uporabe znanja

Studentje se vse manj uéijo zaradi reprodukcije vsebin, saj Zelijo pridobiti koristno,
uporabno znanje. Na primer:
o “Vcasih sem ucenje dojemala kot nekaj slabega (piflanje), sedaj se znam
kvalitetno uciti.”,
o ‘“Pomembnejse se mi zdi znanje, ki nam koristi kasneje v zivljenju.”,
o “Ucenje na pamet je potrata Casa, prav tako je to znanje kratkoro¢no.”,
O “Znam se bolj kvalitetno uciti, pridobivam dolgotrajnejse znanje.”

(3) Sprotno, organizirano ucenje

Studentje vse bolj uveljavljajo sprotno u¢enje, ki poteka organizirano, z zavestnim
usmerjanjem (kje, kdaj, kako se uciti). Na primer:
0 “Vcasih sem se ucila kampanjsko, dan pred testom. Sedaj se u¢im dalj
¢asa, da snov utrdim.”,
0 “Naredila sem si u¢enje bolj smiselno, organizirano.”,
o “Sedaj se u¢im sproti, doma preberem zapiske.”

(4) Izkustveno ucenje

Studentje izpostavijo, da pri uéenju povezujejo nauéeno s prakso, sodelujejo med
seboj, osmisljajo svoje izkusnje. Na primer:
o “Vcasih je bilo zame ucenje zgolj teoreticno, zdaj je vse bolj prakticno,
ucim se od drugih, bolj izkusenih.”,
o “Mislim, da se najve¢ nauc¢im preko lastnih izkusenj in napak.”

Ce povzamemo, v spremembah, ki jih §tudentje zaznavajo pri svojem ucenju, se
kaze smer razvoja njihovega pojmovanja ucenja, in sicer od kvantitativnega pogleda na
ucenje (koli¢insko pridobivanje znanja) h kvalitativnemu, usmerjenemu k uéenju kot
vrednoti — priloZnosti za spreminjanje samega sebe.

Analizo samorefleksije sprememb v procesu ucenja pri Studentih zakljucujemo z
rezultati analize razlik glede na drzavo in program (tabela 10).

Glede na drzavo statisti¢no znacilnih razlik v zaznavanju sprememb nismo dokazali
(x2=0,772, P=0,680) in tudi velikost u¢inka drzave, kot kaze Cramerjev koeficient
(V =0,040), je majhna. V vseh drzavah so delezi Studentov, ki spremembe na eni stra-
ni potrjujejo in na drugi ne, precej podobni (slaba polovica ne, ostali da). Obstaja pa
statisti¢no znacilna razlika glede na program (y2 = 29,112, P =0,000), katerega ucinek
je srednje velik (V = 0,247). Med studenti, ki spremembe potrjujejo, prevladujejo Stu-
dentje pedagogike, vec kot polovica Studentov razrednega pouka, Se zlasti pa Studentje
predsolske vzgoje le-teh ne zaznavajo.

Ce povzamemo, ne glede na drzavo spremembe procesa uéenja v smeri od nizjih k
vi§jim miselnim aktivnostim (od ucenja z namenom reprodukcije k uc¢enju z namenom
uporabe za globlje razumevanje sebe, drugih in spreminjanje sebe) v najvecji meri za-
znavajo Studentje pedagogike.
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Tabela 10

Izid y*-preizkusa razlik v zaznavanju sprememb v procesu ucenja in poucevanja glede
na drzavo in program

Odgovori* Preizkus razlik med frekvencami | pera velikosti
Faktorji .
Nisem Sem Ve P ucinka V
85 85
SLO
50,0% 50,0%
45 56
HRV 0,772 0,680 0,040
44,6 % 55.4%
98 109
SRB
47,3% 52,7%
112 105
RP
31,6% 48,4%
91 68
PV 29,112 0,000 0,247
57.2% 42,8%
25 77
PED
24,5% 75,5%

Zaklju¢imo lahko, da prakticno pomembnih razlik v dimenzijah procesno orientira-
nega pojmovanja ucenja med Studenti treh drzav razliénih $tudijskih programov (Razre-
dni pouk, Predsolska vzgoja, Pedagogika) ni. U¢inki teh dejavnikov (drzava, Studijski
program) so namre¢ majhi. Studentje karakteristike vseh dimenzij visoko ocenjujejo, s
tem da je na prvem mestu dimenzija dinamicni pogled na sposobnosti, sledi znanje kot
aktivni konstrukt, skupinsko (sodelovalno) ucenje, toleranca do negotovosti in notranja
regulacija ucenja.

5 Sklep

V okviru pregledne empiri¢ne raziskave, v kateri so med drugimi (ucitelji, visoko-
Solski ucitelji) sodelovali Studentje pedagoske in filozofske fakultete 3. letnika 1. bo-
lonjske stopnje Studijskih programov Razredni pouk, PredSolska vzgoja, Pedagogika,
smo proucili njihovo pojmovanje ucenja in samorefleksijo sprememb v ucenju. Prido-
bili smo naslednja, temeljna empiri¢na spoznanja:

o Studentje vse dimenzije procesno orientiranega pojmovanja u¢enja dokaj homoge-
no in visoko ocenjujejo. Najvisje so ocenjene dimenzije dinami¢ni pogled na spo-
sobnosti, znanje kot aktivni konstrukt, skupinsko in sodelovalno ucenje, njim sledi
toleranca do negotovosti in notranja regulacija uc¢enja. Na tej osnovi ocenjujemo, da
Studentje tezijo k procesno usmerjenemu ucenju, a ne enakovredno z vseh vidikov.
In sicer to bolj velja za dimenzije dinami¢ni pogled na sposobnosti (priznavanje vse-
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zivljenjskega ucenja), znanje kot aktivni konstrukt (lastno izgrajevanje znanja) in
skupinsko, sodelovalno ucenje (ucenje v interakciji), manj pa za toleranco do nego-
tovosti (ucenje v novih, nepredvidljivih situacijah) in notranjo regulacijo ucenja (la-
stno uravnavanje ucenja). Pri preverjanju vloge drzave in Studijskega programa smo
odkrili, da obstaja nekaj statisti¢no znacilnih razlik, vendar pa njun ucinek prakti¢no
ni velik. Tako so Studentje s Hrvaske v prednosti pred drugimi (zlasti iz Slovenije)
z vidika dimenzij znanje kot aktivni konstrukt, skupinsko, sodelovalno ucenje, di-
namiéen pogled na sposobnosti. Studentje predsolske vzgoje pa so v prednosti pred
Studenti pedagogike in razrednega pouka z vidika dimenzije notranja regulacija uce-
nja, Studentje pedagogike pa so pred drugimi Studenti z vidika dimenzij znanje kot
aktivni konstrukt in dinami¢ni pogled na sposobnosti.

o Polovica (51,3 %) Studentov zaznava spremembe v ucenju, odkar so vpisani v pe-
dagoske studijske programe. Gre za zavedanje Studentov, da je ucenje priloznost za
pridobivanje uporabnega, trajnega znanja, za razvijanje in spreminjanje sebe. Pri
tem ni statisti¢no znacilnih razlik med drzavami, obstajajo pa glede na program.
Studentje pedagogike prevladujejo med tistimi, ki spremembe v uéenju zaznavajo.

Marija Javornik Kreci¢, PhD, Milena Ivanus Grmek, PhD

The Concept of Learning among Students — Future Education
Professionals — in Three Countries

The article focuses on students — future education professionals. Although concepts
of learning are diverse and complex and have been examined at various levels, the
theoretical part of this article focuses on the presentation of learning that encourages
intellectual activity and independent work. This is based on the understanding of con-
cepts (Valencic Zuljan, 2001b) as a personal, implicit construct, developed through the
personal history of an individual as a residue of his or her experiences and conclusions,
functioning as a compass in his or her life, and manifesting in various kinds of under-
standing, interpreting and functioning of an individual, as well as in the cognitive-
-constructivist model of teaching. The interconnection between concepts and actions
has been the subject of many studies by education professionals and scholars. Based on
these studies, it can be assumed that teachers with process-oriented concepts are more
likely to actively engage pupils (students) in class. Such concepts are process-oriented,
compared to the traditional orientation on the teacher. This article seemingly portrays
the process as teacher-oriented; however, the article also emphasizes our awareness
of the relativity and limitations of such a perspective, given that the opposite is also
needed (e.g., it is important to also acquire informative, less comprehensive knowledge,
whereby less able students cannot be left on their own). The concepts of teaching, the
teacher s role, the student’s role, or of learning and teaching that future teachers acqui-
re through their own schooling and training as pupils or students play an important role
in shaping the future teacher — and these are the key determinants of a teacher s actions
in the classroom. Some researchers think that such previous experience determines fu-
ture teachers even more than their university degree and the first year of teaching. The
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theoretical part of the article also highlights the question of how to teach in order to
encourage the pupils (students) to actively engage in intellectual activities and foster
independence, encouraging quality knowledge and focusing primarily on the methods
of introducing new content. The article provides an overview of the characteristics of
teaching that actively fosters the intellectual activity and independence of pupils (stu-
dents), the second part of the article presents the results of an empirical study exami-
ning such concepts in students, future education professionals.

The second part of the article presents the results of an empirical study based on a
sample of students, all of whom were in training to become teachers, the objective was
to study the following:

O the concepts of learning (inner regulation of learning; knowledge as an active con-
struct; group (participatory) learning; dynamic perspective on abilities; tolerance
of uncertainty) and

O self-reflection on changes to the process of learning and teaching.

The survey was completed in an unguided manner by each student participating in
the study. The cohort included students of Class Teaching, Preschool Teaching and Pe-
dagogy from the faculties of education and the faculties of arts from the three countries
participating in our study.

A causal, nonexperimental study was performed to explore the roles of countries
and study programs. The data was collected in three countries (Slovenia, Croatia, Ser-
bia) using three non-random samples. The sample comprised 487 third-year, undergra-
duate students in three study programs: Class Teaching (n = 221), Preschool Teaching
(n = 162), and Pedagogy (n = 104). At the level of inferential statistics (statistical test
of differences), our non-random sample was a simple non-random sample of a hypothe-
tical population.

A questionnaire was used to collect data, comprising three parts:

O Part 1: General information about the respondent;

O Part 2: Semi-open questions exploring self-reflection on changes in learning;

O Part 3: A four-point descriptive scale (1 — I strongly agree with the statement on the
left; 2 — I agree more with the statement on the left; 3 — I agree more with the sta-
tement on the right; 4 — I strongly agree with the statement on the right) for measu-
ring the process-oriented concept of learning (Bolhuis and Voeten, 2004) with scale
characteristics (validity, reliability, objectivity). For such an international study,
the original scale was adapted (reduced from 20 to 15 statements; 3 statements per
dimension of the process-oriented concept of learning) and its reliability was tested
using Cronbach's alpha (o = 0.845), confirming the reliability of the scale.

The data was processed in the following ways: frequency distribution (f, %), basic
descriptive statistics (MIN, MAX, X, s, KV %, SKEW, KURT), response scale arithmetic
mean, two-way analysis of variance, y’-test for independence hypothesis, effect size
(n?, V), interpreted according to the established guidelines.

In the qualitative part of the study, the students answered the following question:
“Has your view of your own learning changed since the time you enrolled in the study
program for education professionals?” The respondents had the following answers to
choose from: “No, it has not.”/ “Yes, it has.”/ I do not know.” In addition, the re-
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spondents were asked to describe the change. As part of the preliminary analysis, the
difference between the countries and study programs were examined. The students hig-
hlighted the fact that what they had learned had practical value, they also cooperated
with one another; and they could understand why their experience was important. Re-
garding their own learning, their concept of learning had changed from a quantitative
view of learning (from accumulating knowledge in large quantities) to a qualitative
one, focused on learning as a value — an opportunity to change themselves. An analysis
of the self-reflection on changes in the students’ learning process is rounded off by the
results of an analysis of changes per country and per study program.

The results are presented in two subchapters: first, the results of a 5-dimension
analysis of the process-oriented concepts of learning adapted from Bolhuis and Voeten
2004 (internal regulation of learning; knowledge as an active construct; group, colla-
borative learning; dynamic perspective on abilities, tolerance of uncertainty), where
each dimension is defined by three characteristics that the students assessed on a four-
-point scale. The second part features the results of the self-reflection on changes to
students’ own learning. The results showed no significant difference in the dimensions
of process-oriented concepts of learning among the students of different study orienta-
tions (Class Teaching, Preschool Teaching, Pedagogy) from three different countries.
The effects of these factors (country, study program) are limited. The highest score
was awarded to the following dimensions: dynamic perspective on abilities,; knowledge
as an active construct; group, participatory learning; followed by tolerance of uncer-
tainty, and internal regulation of learning. Regardless of the country, we found that
students of Pedagogy had a more pronounced leaning towards active learning (asking
questions, establishing connections, thinking) than other students. Regardless of the
study program, students from Croatia and Serbia had higher scores than students from
Slovenia. According to our study, Preschool Teaching students had a more pronounced
predilection for independent, self-planned learning than students of Pedagogy, followed
by students of Class Teaching.

The empirical study provided the following fundamental empirical insights:

0 The students had a relatively highly favorable and homogenous view of all four
dimensions of process-oriented learning. The highest score was awarded to the fol-
lowing dimensions: dynamic perspective on abilities; knowledge as an active con-
struct; group, participatory learning; followed by tolerance of uncertainty, and in-
ternal regulation of learning. This suggests that students strive for process-oriented
learning — however, with some variation. The same observation can be partly appli-
ed to the following dimensions: dynamic perspective on abilities (recognition of li-
felong learning); knowledge as an active construct (own creation of knowledge) and
group, participatory learning (learning through interaction). On the other hand,
it applies less to tolerance of uncertainty (learning in new, unfamiliar situations)
and internal regulation of learning (own control of learning). Both the country and
the study program showed some statistically significant differences; however, their
impact was relatively low. Students from Croatia had an advantage over students
from other countries (in particular, those from Slovenia), in terms of the following
dimensions: knowledge as an active construct,; group, participatory learning, and
dynamic perspective on abilities. Preschool education students outscored students
of pedagogy and class teaching in terms of the internal regulation of learning, while
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pedagogy students had an edge over other students regarding knowledge as an ac-
tive construct and the dynamic perspective on abilities.

O Half the students (51.3 %) observed a change in learning following their enrolment
in the pedagogy study programs. This suggests students’ awareness that learning
is an opportunity to acquire useful, lasting knowledge, and to develop and change
oneself. No statistically significant differences emerged between countries; however,
they did emerge regarding the study program. Pedagogy students prevail among
those who detected changes in learning.
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materiali, naravoslovje, znanje bodocih uciteljev
POVZETEK — Cilj raziskave je identificirati napac-
na razumevanja o materialih (na primerih izbra-
nih umetniskih slik), ki lahko vplivajo na prihodnje
ucitelje razrednega pouka in likovne pedagoge pri
vkljucevanju omenjenih vsebin v lastno pedagosko
dejavnost. Znanje o dolocenih slikarskih materialih
lahko prihodnjim uciteljem osvetli moznosti in omeji-
tve v okvirih prepoznavanja slikarskih tehnik, njihove
uporabe, uvajanja interdisciplinarnega pedagoskega
pristopa ter osvescanja ucencev o skrbi za kulturno
dediscino pri pouku likovne dejavnosti v osnovni Soli.
V raziskavi je sodelovalo 93 studentov Pedagoske fa-
kultete v Ljubljani. Podatki so pridobljeni s pomocjo
Stiristopenjskega testa prepoznavanja likovnih mate-
rialov. Rezultati so pokazali, da je raven razumevanja
posebnosti likovnih materialov med Studenti nizka, Se
posebej pri manj poznanih vrstah umetniskih slik. Ve-
¢ji poudarek je potrebno nameniti razumevanju upo-
rabe likovnih materialov z vidika njihovih moznosti,
omejitev ter interdisciplinarnega pristopa v skladu s
sodobnimi smernicami ucnega nacrta pouka likovne
dejavnosti in naravoslovja.

1 Introduction

Received 29.01.2021 / Accepted 10.05.2021
Scientific paper
UDC 73/76:37.011.3-051

KEYWORDS: fine art education, fine art materials,
student teachers’ knowledge, science education

ABSTRACT — The aims of this study are to identify the
misconceptions regarding fine art materials (from se-
lected fine art paintings) that can influence the primary
school and art student teachers’ integration of this con-
tent into their teaching. The knowledge about fine art
materials can help student teachers to become aware of
the possibilities and limitations of a specific fine art ma-
terial, and can be used to define the techniques, applica-
tion and interdisciplinary context, and to raise aware-
ness about the proper care of cultural heritage (heritage
preservation education) in fine art classes. Altogether,
93 students from the Faculty of Education, University of
Ljubljana, participated in the research. The data were
collected using a four-tier multiple-choice fine art mate-
rial achievement test. The results revealed that the level
of understanding among student teachers was low, es-
pecially when lesser-known forms of fine art paintings
were considered. It can be concluded that more empha-
sis should be placed on developing the understanding
of fine art materials regarding their possibilities, limita-
tions and interdisciplinary use according to contempo-
rary art and science curriculum guidelines.

Before students enter lower secondary school, they can be introduced to art and
science topics during primary school education. Artworks could be a suitable tool for
achieving a stimulating conversation among students when learning science topics, for
example: finding the hidden chemistry in Egyptian artefacts (Giménez, 2015), explo-
ring different material components of artefacts in museum collections (Brown, 2014),
or frescos found in Pompeii that contain mercury in the vermilion pigments (Gaquere-
-Parker, 2012). For that reason, primary school student teachers (PSST) can integrate
the characteristics of fine art materials in science lessons and vice versa, so that the in-
terdisciplinary approach to education can be more efficiently achieved than at the higher
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levels of schooling. The context-based teaching approach in general (Sindi¢, Pribisev
Beleslin et al., 2019, p. 81) and in science can reduce the cognitive load and stimulate
an interest in learning (Parchmann, Blonder and Mroman, 2017). Some research shows
that students develop a deeper understanding of science concepts when using context
in the teaching and learning of chemistry or science in general (Leite, Dourado, Afonso
etal., 2017).

It must be emphasised that scientific knowledge about fine art materials can be
beneficial for art student teachers (AST). That knowledge can help them to become
aware of the possibilities and limitations of a specific fine art material, and can be used
to define the techniques and application of these materials in fine art classes (Poto¢nik,
2017). Knowledge of the materials used in works of fine art can also be important for
raising awareness about the need for material preservation in the context of the pro-
per care of cultural heritage among primary school pupils (Poto¢nik, 2018). Primary
school teachers and art teachers are favourably inclined towards contents related to
heritage preservation education; however, they very rarely include these contents in
their fine art classes (Potoc¢nik, 2017). Other than presenting different kinds of cultural
heritage, teachers often do not provide information on suitable and unsuitable interven-
tions on cultural heritage (Gaskell and Owen, 2005) or on original materials and their
uniqueness (Stanley-Price and King, 2009). To present the context of the research, the
Slovenian educational system should first be introduced. The primary school teacher
(graduates from the Faculty of Education) teaches the subject Fine Art between the 1%
and 5" grades (6- to 10-year-old pupils); the art teacher usually teaches fine art from the
6™ to 9" grades (11- to 14-year-old pupils). PSST can be indirectly informed about fine
art materials through the course Visual Arts or Society and the Environment (Presenta-
tion Book, 2019). The analysis of both student teachers’ study programmes reveals that
student teachers are not provided with courses where they can develop their knowledge
about preservation education directly, but do become familiar with the basic knowledge
regarding fine art techniques (Presentation Book, 2019).

When assessing the students’ level of understanding of fine art material concepts,
different diagnostic instruments can be used. One possible way is the application of the
multi-tier diagnostic instruments that come in various forms and can be used to identify
students’ misconceptions (MSC), as suggested by Treagust (1988). The two-tier test is
quite popular and has been used in numerous studies in science education (Odom and
Barrow, 1995). This form cannot distinguish correct responses on the basis of whether
these are due to guesswork or content mastery. Such limitations can be addressed signi-
ficantly with the use of three-tier or four-tier diagnostic questions. In these instruments,
a confidence rating (typically on a scale from just guessing (1) to absolutely confident
(6)) is added. If the confidence tier is appended to both tiers separately, the instrument
is four-tiered, and where a mean rating is required for the answer and reason tiers, it
becomes a three-tier instrument. Because the answer and reason tiers may have different
difficulty levels, it is reasonable to assume that students would have different levels of
confidence for both tiers (Caleon and Subramaniam, 2010, Gurel, Eryilmaz and Mcder-
mott, 2015) (see Table 1).
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Table 1
Categorisation of student teachers’ achievements and confidence rates
Answer Confidence Reason Confidence Decision for four-tier test
Sure Sure SC
Sure Not sure LK
Correct Correct
Not sure Sure LK
Not sure Not sure LK
Sure Sure FP, Rarely MSC
Sure Not sure LK
Correct Wrong
Not sure Sure LK
Not sure Not sure LK
Sure Sure FN
Sure Not sure LK
Wrong Correct
Not sure Sure LK
Not sure Not sure LK
Sure Sure MSC, Rarely MTK
Sure Not sure LK
Wrong Wrong
Not sure Sure LK
Not sure Not sure LK

Notes: SC: Scientific Conceptions; LK: Lack of Knowledge, FP: False Positive; FN:
False Negative; MSC: Misconception; MTK: Mistake

Overall, according to the literature review, it can be summarised that the cross-
-curricular integration of this content could be a useful tool to develop an adequate
understanding of the science and fine art concepts; therefore, the knowledge about fine
art materials that different teachers (e.g. fine art, primary school) possess is one of the
most critical factors for the inclusion of cross-cultural curriculum concepts.

Research problem and research questions

The primary focus of this research is to identify primary school student teachers’
(PSST) and art student teachers’ (AST) misconceptions (MSC) about materials used in
the most common forms of paintings, and how they assess the difficulty of the presented
tasks. According to the research problem, three research questions (RQ) were formed:
O RQI: What are the misconceptions of PSST and AST regarding the materials used in
the most common forms of paintings?

O RQ2: How confident are PSST and AST in understanding the materials used in the
most common forms of paintings with regard to misconceptions?

O RQ3: How do both groups of student teachers assess the difficulty of the presented
tasks?
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2 Method

Participants

Altogether, 93 student teachers from the Faculty of Education, University of Lju-
bljana, participated in the research; 21 (22.6 %) of them were AST, and 72 (77.4%) of
the participants were PSST. There were only seven males (7.5 %), and the average age
was 22.8 (SD = 1.2 years). All student teachers were in their fourth year of undergradu-
ate study. All participants signed the consent form, and the research plan was approved
by the Faculty of Education Ethics Commission.

Instrument

The data were collected using the Fine Art Materials Achievement Test (FAMAT).
FAMAT was developed as a diagnostic test using a methodological framework to iden-
tify student teachers’ misconceptions (MSC), as suggested by Treagust (1988). It in-
cludes four-tier multiple-choice items comprising three parts each. Altogether, FAMAT
comprised six tasks. Each task shows a different visual representation of a painting (for
example, on stone, wood, wall, or other material); each task has two different parts. In
the first part, participants had to define the type of painting support and in the second
part the materials used in the paint layers. In the third part of each item, participants had
to give their opinion about the level of difficulty of the item (see Figure 1 as an example
of such a task).

Research design

The design of the research was non-experimental, cross-sectional, and descriptive.
The FAMAT was applied anonymously in groups, and all the participants had the same
conditions for completing the FAMAT. The responses of the students were entered into
an Excel file for data analyses. The misconceptions (MSC) were further classified ac-
cording to confidence (CF) when correct (CFC) and confidence when wrong (CFW)
values (see Table 2), as proposed by Yan and Subramanian (2016).

Table 2

The misconceptions classification according to confidence values

MSC Misconception

Mean confidence; adding confidence ratings for a question and di-

CF viding the total by the number of student teachers

Confidence when correct; adding confidence rating for a correctly answered question

CrC and dividing the total by the number of student teachers who answered correctly

Confidence when wrong; adding confidence rating for an incorrectly answered question

CFW and dividing the total by the number of student teachers who answered incorrectly
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Figure 1

An example of the task comprising FAMAT; answer tier (1.1; 1.5), confidence tier for answer
(1.2; 1.6), reason tier (1.3, 1.7); confidence tier for reason (1.4; 1.8); rate of difficulty of the
assignment (1.9). The correct answer and the correct reason are marked in bold and underlined.

A detail of an aquarelle painting is displayed
(Pablo Picasso, A Simple Meal, 1904).
(Image used from Wikipedia.)

Answer the following questions based on your
experience in the context of fine art materials.

1.1. What is the support of the painting?
A B C D
Lime plaster. Papyrus Wood Paper

1.2. How sure are you that the answer under 1.1. is correct?

1 2 3 4 5 6
: Very Absolutely
Just guessing unconfident Unconfident Confident | Very confident confident

1.3. State the reason for the specific answer under 1.1.
The surface formed by the staining of cellulose is noticeable on the aquarelle painting.
A smooth texture, which is typical for the wall surface, could be seen on the aquarelle
painting.
The visible structure and colour of the wood, formed after treatment, could be seen on the
aquarelle painting.
Patina could be seen on the aquarelle painting, which is formed on the surface of the metal
when exposed to air.

ol Q| ®m|»>

1.4. How sure are you that the answer under 1.3. is correct?
1 2 3 4 5 6
Very Absolutely
unconfident confident

Just guessing Unconfident Confident | Very confident

1.5. Which materials were used for the painting (paint layers)?
Pigments like chromium and cobalt oxides, compounds of lead and antimony and calcium
hydroxide (slaked lime) as a binder.
Pigments like iron oxides, lead carbonate and lead hydroxide, copper carbonate, iron hexa-
cyanoferrate and liquid fat — oil as a binder.
Pigments such as chromium and cobalt oxides, lead and antimony compounds, iron oxides,
C |lead carbonate and hydroxide, copper carbonate, iron hexacyanoferrate, and gum arabic (a
complex mixture of glycoproteins and polysaccharides) as a binder.
Pigments like iron oxides, carbon from burning wood and bones, calcium carbonate — cal-
cite and saliva or fat as a binder.
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1.6. How sure are you that the answer under 1.5. is correct?
1 2 3 4 5 6
. Very Absolutely
Just guessing unconfident Unconfident Confident | Very confident confident

1.7. State the reason for the specific answer under 1.5.

A | Thin layers of paint are visible that may be overlap absorbed by paper.
We can find the typical texture of applied oil colours of different thicknesses, cracks
B oo
(craquelure) and gentle transitions between shades of colour.
C We can find the typical texture of the wall surface with materials that could be painted on
fresh lime plaster.
D We can find the typical texture of thin layers of various materials, without any preparation
of the painting support.

1.8. How sure are you that the answer under 1.7. is correct?

1 2 3 4 5 6
. Very Absolutely
Just guessing unconfident Unconfident Confident | Very confident confident
1.9. How do you rate the assignment?
1 2 3 4 5
Very demandin Demandin Medium- E Ve
ery demanding emanding demanding asy ery easy

3 Results and Discussion

It can be summarised from Table that more than half of AST (56 %) indicate a lack
of knowledge about the materials of fine art paintings included in this study; 90 % of
PSST indicate a lack of knowledge. The highest percentage of misunderstanding can be
identified in the context of the materials that compose paintings on a wooden support;
24% of AST could not identify the materials the painting support consisted of (i.e.
wood with a preparation layer of chalk or gesso mixed with collagen). Furthermore,
14 % of AST did not know that the egg tempera binder (coloured pigments mixed with a
water-soluble binder) contains egg yolk. Misconceptions in the context of knowing the
distinctive features of egg tempera on wood are also identified in PSST (7 %). AST also
expressed misconceptions about the materials that comprised oil on canvas (5%) and
the materials of woven paintings (5 %). PSST show similar misconceptions regarding
the materials of woven paintings/tapestry (the woven texture of wool or cotton).
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Table 3

Student teachers’ relevant misconception measures

Materials —

Student

S Scientific False False |Misconception| Lack of

P al’;t};’zlgl;fg f ort téii}s;sn/ Conception | positive | negative (MSC) knowledge
AST/ 1.1 0.71 0.0 0.05 0.00 0.24
Cave PSST/ 1.1 0.22 0.00 0.08 0.00 0.69
paintings AST/ 1.2 0.24 0.10 0.00 0.00 0.52
PSST/1.2 0.06 0.03 0.00 0.01 0.86
AST/2.1 0.62 0.05 0.00 0.00 0.29
Fresco PSST/2.1 0.15 0.01 0.01 0.00 0.82
paintings AST/2.2 0.24 0.00 0.05 0.04 0.57
PSST/2.2 0.01 0.00 0.00 0.03 0.92
AST/3.1 0.05 0.00 0.00 0.24 0.71
Paintingson | PSST/3.1 0.00 0.00 0.00 0.07 0.92
wooden support | AST /3.2 0.00 0.00 0.05 0.14 0.76
PSST/3.2 0.01 0.01 0.00 0.00 0.96
AST 4.1 0.05 0.10 0.10 0.00 0.71
Oil paintings PSST 4.1 0.00 0.01 0.06 0.00 0.92
on canvas AST 42 0.43 0.00 0.00 0.05 0.48
PSST 4.2 0.00 0.00 0.01 0.00 0.97
AST 5.1 0.33 0.10 0.00 0.00 0.57
Paintings on PSST 5.1 0.04 0.00 0.03 0.00 0.90
paper (aquarelle) | AST 5.2 0.10 0.00 0.10 0.00 0.76
PSST 5.2 0.01 0.00 0.00 0.00 0.97
AST 6.1 0.38 0.00 0.10 0.05 0.43
Woven paintings | PSST 6.1 0.01 0.00 0.00 0.00 0.94
(tapestry) AST 6.2 0.19 0.00 0.00 0.05 0.71
PSST 6.2 0.00 0.00 0.00 0.00 0.99
Mean* AST 0.28 0.03 0.04 0.05 0.56
Mean* PSST 0.04 0.01 0.02 0.01 0.90

Note: * The difference of answers to 100 %, as it also contains unanswered replies from

the questionnaire.

According to the identified misconceptions explained above, Table 4 shows more
detailed analyses of students’ success in solving the tasks and their confidence. Both gro-
ups showed lower levels of confidence when solving tasks in which misconceptions were
identified. AST are not confident in understanding the fine art materials used in painting
supports, such as panel paintings, woven paintings, and the fine art materials comprising
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the paint layer of oil paintings on canvas. In contrast, however, PSST are not confident in
solving tasks about the fine art materials used in the supports of panel paintings.

Higher confidence ratings when the answers are correct (CFC) for AST than for
PSST (the difference is 1.33 points on a five-point scale for the answer tier and 1.37 for
the reason tier) indicate that student art teachers are more confident in their knowledge
and show higher levels of knowledge of fine art materials.

Table 4
Student teachers’ performance in the FAMAT with the relevant confidence measures

. Proportion of Confidence measures | Confidence measures
Materials — Student P for answer tier for reason tier

painting support| teachers / correct answers (A tier) (R tier)
and paint layer | Question |~ o T o o T B sier| CF | CFC | CFW| CF | CFC | CFW
AST/1.1 [ 0.90 | 0.95 | 0.90 | 4.76 | 479 | 450 | 4.19 | 440 | ©
Cave PSST/1.1{ 0.71 | 0.83 | 0.69 | 3.33 | 3.47 | 3.10 | 3.11 | 3.19 | 2.50
paintings | AST/1.2 | 0.95 | 0.71 | 0.71 | 3.38 | 3.60 | 1.00 | 2.71 | 3.00 | 2.00
PSST/1.2] 0.56 | 0.36 | 0.32 | 1.92 | 2.36 | 1.30 | 1.71 | 2.16 | 1.47
AST/2.1 | 0.95 | 0.81 | 0.81 | 4.43 | 4.45 | 4.00 | 4.10 | 4.59 | 2.00
Fresco PSST/2.1| 0.72 | 0.71 | 0.69 | 2.76 | 2.94 | 2.26 | 2.83 | 2.98 | 2.90
paintings | AST/2.2 | 0.57 | 0.62 | 0.57 | 2.86 | 3.43 | 2.11 | 3.33 | 431 | 1.75
PSST/2.2| 036 | 0.44 | 025 | 1.69 | 1.38 | 1.87 | 1.81 | 1.77 | 1.78
AST/3.1 [ 057 | 033 | 033 | 2.71 | 2.25 | 333 | 2.81 | 2.43 | 3.00
Paintings | pgST/3.1| 0.19 | 0.18 | 0.13 | 1.90 | 1.29 | 2.07 | 1.92 | 1.64 | 1.97
on wooden
support AST/3.2 | 029 | 048 | 0.19 | 2.24 | 2.83 | 2.00 | 229 | 1.70 | 2.82
PSST/3.2| 033 | 033 | 0.18 | 1.46 | 1.50 | 1.44 | 1.44 | 1.42 | 1.44
AST4.1 | 052 | 0.67 | 033 | 2.67 | 2.55 | 2.80 | 2.71 | 2.57 | 3.00
Oil paintings | PSST4.1 | 0.44 | 0.44 | 018 | 1.99 | 1.97 | 2.00 | 1.78 | 226 | 141
on canvas AST42 | 081 067 | 067 | 3.05 | 3.12 | 2.75 | 3.19 | 3.64 | 2.29
PSST4.2 | 058 | 0.61 | 047 | 1.72 | 2.10 | 1.19 | 1.82 | 2.07 | 1.36
ASTS5.1 | 090 | 0.81 | 0.71 | 3.48 | 3.47 | 3.50 | 3.67 | 3.71 | 3.50
Paintings | pgST5.1 | 0.63 | 0.74 | 049 | 2.17 | 2.37 | 1.81 | 2.00 | 2.20 | 1.39
(Sguﬁigﬁz) AST52 | 052 0.86 | 0.52 | 2.48 | 3.00 | 1.90 | 3.33 | 3.72 | 1.00
PSST5.2 | 0.46 | 0.61 | 0.35 | 1.60 | 1.61 | 1.59 | 1.76 | 1.87 | 1.52
AST6.1 | 062 | 0.76 | 052 | 3.33 | 3.92 | 238 | 3.43 | 3.75 | 2.40
Woven PSST6.1 | 022 | 035 | 0.21 | 1.76 | 2.07 | 1.68 | 1.85 | 1.88 | 1.87
paintings
(tapestry) AST6.2 | 052 0.67 | 0.48 | 2.48 | 3.00 | 1.73 | 2.86 | 3.36 | 1.86
PSST6.2 | 024 | 0.51 | 0.17 | 143 | 1.47 | 142 | 142 | 147 | 1.35
Mean AST | 0.67 | 0.69 | 0.56 | 3.16 | 3.37 | 2.67 | 3.22 | 3.43 | 2.07

Mean PSST 043 | 051 ] 034 | 1.98 | 2.04 | 1.76 | 1.95| 2.06 | 1.75
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Table 4 reveals that only 11 % of AST and 3% of PSST find it easy to identify the
materials of the fine art paintings presented in FAMAT. PSST find it difficult to define
the materials of all paintings; AST find it the most difficult to define the materials of pa-
intings with wooden supports and woven painting, for which the most misconceptions
were also identified.

Table 5
Student teachers’ assessments of difficulty

o o | datons | Dl |Somevhardficul| oy
Cave AST 0.48 0.38 0.10
paintings PSST 0.88 0.10 0.03
Fresco AST 0.24 0.52 0.14
paintings PSST 0.75 0.10 0.04
Paintings on AST 0.62 0.24 0.10
wooden support PSST 0.97 0.01 0.01
0il paintings on AST 0.48 0.38 0.10
canvas PSST 0.89 0.07 0.01
Paintings on paper AST 0.43 0.29 0.19
(aquarelle) PSST 0.89 0.06 0.03
Woven paintings AST 0.71 0.19 0.05
(tapestry) PSST 0.94 0.01 0.01
Mean AST 0.50 0.33 0.11

Mean PSST 0.90 0.07 0.03

The first research question deals with the misconceptions of PSST and AST regar-
ding the materials of the most common forms of paintings. The analysis revealed that
misconceptions among PSST are rarely detected because of their lack of knowledge
regarding the materials of fine art paintings (Poto¢nik and Devetak, 2018). The answer to
the second research question reveals that both groups of student teachers showed lower
levels of confidence when solving tasks in which misconceptions were identified. Mi-
sconceptions regarding uncommon materials, such as paintings on wooden support or
woven paintings, among AST and PSST could be understood as the result of a lack of
experience with such artworks and, consequently, a lack of understanding. The results
could be compared with the findings that experiences with works of fine art can aid in
understanding the scientific characteristics of the materials (Hemraj-Benny and Beck-
ford, 2012). AST have experience only with contemporary painting materials (industrial
production, such as acrylic polymer emulsion), so misunderstandings of materials used
in oil on canvas paintings are expected (Knut, 1999). The third research question is about
student teachers’ assessment of the difficulty of the presented tasks. Student teachers find
the tasks difficult. Understanding the materials of fine art paintings is necessary for all
the student teacher programmes that were selected for this study, especially since all tea-
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chers should be generally educated (Bati¢, 2018, p. 47). Moreover, art teachers ought to
understand the specific chemical characteristics of substances used for fine art products
in their professional careers as teachers (Bati¢, 2003, p. 63). However, primary school
teachers need to be competent in teaching science and art classes and, for that reason,
should learn both aspects of the discussed issue (Poto¢nik and Devetak, 2018).

4 Conclusions

The research problem of this study was to determine the primary school student
teachers (PSST) and the art student teachers (AST) misconceptions (MSC) about ma-
terials used in the most common forms of paintings, and how they assess the difficulty
of the presented tasks.

We can conclude that more than half of the AST (56 %) and as much as 90 % of the
PSST included in this study have insufficient knowledge about the materials of fine art
paintings. The biggest misconception among AST can be emphasised in the context of
the knowledge of the materials that compose paintings on wooden support. 24 % of AST
misunderstand which materials make up a painting support — wood with a preparation
layer of chalk or gesso mixed with collagen. Moreover, 14 % of AST misunderstood that
the presented egg tempera binder consists of an egg. A misconception in the context of
knowing the special features of egg tempera on wood is also seen among PSST (7 %).
AST misunderstood materials that compose oil on canvas (5%), and the materials of
woven paintings (5%). PSST show a similar misconception regarding the materials of
woven paintings (tapestry). The study reveals that only 11 % of AST and 3 % of PSST
find it easy to identify the materials of the fine art paintings presented in our research.
According to the results, PSST find it difficult to define the materials in all the paintin-
gs, while AST find it very difficult to define the materials of the paintings on wooden
support and woven paintings, where we detected the most misconceptions.

More emphasis should be placed on developing the understanding of fine art mate-
rials, regarding their possibilities, limitations and interdisciplinary use (in science and
art education/heritage preservation education), according to the contemporary art and
science curriculum guidelines. More emphasis should also be placed on the revival of
old painting techniques which the student teachers would prepare by themselves (prac-
tical experience in the deep knowledge of the characteristics and needs of materials).
Works of fine art could be a great tool for interdisciplinary approaches to teaching the
contents of science and art (Greenberg and Patterson, 2008). Further research could fo-
cus in detail on the content of courses at the university level, on the in-class observation
process (Bati¢, 2019, p. 61), where student teachers can learn about fine art materials
from different fine art forms, such as sculptures, contemporary art forms (Zupancic and
Cagran, p. 80) and the like. Similar research would also be important for other areas of
fine art materials (e.g. sculpturing, graphics etc.). A course comprising interdisciplinary
approaches should be developed for both groups of student teachers that participated in
this research. This course should also be evaluated and optimised for effective compe-
tence development. It would also be important to determine the student teachers’ com-
petences relating to fine art materials and, in line with the results, develop appropriate
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in-service educational programmes. The limitations of the study are the small samples
of student teachers and that only student teachers in the last year of their university
education were part of the research.

Dr. Robert Potocnik, dr. Iztok Devetak

Razumevanje pojmov o materialih umetniskih slik
pri prihodnjih uditeljih

Clanek predstavlja raziskavo, katere cilj je bil identificirati razumevanje o materi-
alih (na primerih izbranih umetniskih slik), ki lahko vpliva na prihodnje ucitelje razre-
dnega pouka in likovne pedagoge pri vkljucevanju omenjenih vsebin v lastno pedago-
sko dejavnost.

Znanje o dolocenih slikarskih materialih lahko prihodnjim uciteljem osvetli mo-
zZnosti in omejitve v okvirih prepoznavanja slikarskih tehnik, njihove uporabe, uvajanja
interdisciplinarnega pedagoskega pristopa ter osvescanja ucencev o skrbi za kulturno
dediscino pri pouku likovne dejavnosti v osnovni Soli ter drugih podobnih vsebinah. Li-
kovna dela so lahko primerno orodje za spodbujanje interesa in spoznavanje posebnih
naravoslovnih vsebin pri ucencih, na primer dolocanje kemijskih lastnosti egipcanskih
artefaktov (Giménez, 2015), raziskovanje sestave razlicnih materialov predmetov v mu-
zejskih zbirkah (Brown, 2014) ali materialov na freskah (Gaquere-Parker, 2012) in po-
dobno. Prihodnji ucitelji razrednega pouka (PURP) tako lahko pri naravoslovnih vse-
binah spoznavajo posebnosti likovnih materialov in obratno ter s povezovanjem vsebin
spoznanja uporabljajo pri likovnih dejavnostih (Potocnik in Devetak, 2018). Pristop
poucevanja s kontekstom na splosno (Seel, 2012; Sindié, Pribisev Beleslin in Ratkovié,
2019) in v naravoslovju lahko zmanjsa kognitivno obremenitev ucencev, dijakov in Stu-
dentov in predvsem spodbudi zanimanje za ucenje (Parchmann, Blonder in Mroman,
2017). Nekatere raziskave kazejo, da Studenti poglobijo razumevanje naravoslovnih
pojmov pri uporabi konteksta pri poucevanju in ucenju kemije ali naravoslovja na splo-
sno (Leite, Dourado, Afonso idr., 2017). Naravoslovno znanje o likovnih materialih
lahko koristi tudi prihodnjim likovnim pedagogom (PLP). Pomaga jim pri ozavescanju
0 moznostih in omejitvah dolocenega likovnega materiala znotraj posameznih likovnih
tehnik (Potocnik, 2017). Poznavanje materialov likovnih del je lahko pomembno tudi
pri ozavescanju o potrebah v okvirih skrbi za kulturno dediscino znotraj osnovnosolske-
ga izobrazevanja (Potocnik, 2018). Razredni ucitelji in likovni pedagogi so naklonjeni
vsebinam, povezanim z izobrazevanjem o skrbi za kulturno dediscino, vendar te vse-
bine redko vkljucujejo v svoje likovne dejavnosti (Potocnik, 2017). Razen predstavitve
razlicnih vrst kulturne dediscine ucitelji pogosto ne posredujejo vsebin o primernih in
neprimernih posegih v kulturno dediscino (Gaskell in Owen, 2005) ali o neponovljivosti
in edinstvenosti materialov (Stanley-Price in King, 2009). Pri ocenjevanju stopnje Stu-
dentovega razumevanja problematike v povezavi z likovnimi materiali lahko uporabimo
razlicne diagnosticne instrumente. Eden od moznih nacinov je uporaba diagnosticnih
preizkusov znanja z vecdelnimi nalogami izbirnega tipa, ki so v razlicnih oblikah in jih
Jje mogoce uporabiti za prepoznavanje napacnih ali nepopolnih predstav prihodnjih
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uciteljev (NP), kot predlaga Treagust (1988). Dvodelni preizkus znanja je zelo primeren
za tovrstno raziskovanje, zato je bil uporabljen v Stevilnih Studijah na podrocju naravo-
slovnega izobrazevanja (Odom in Barrow, 1995). Ta oblika ne more razlikovati pravil-
nih odzivov na podlagi tega, ali so ti posledica ugibanj ali neznanja oz. nerazumevanja
vsebine. Taksne omejitve je mogoce znatno odpraviti z uporabo trodelnih ali Stiridelnih
diagnosticnih preizkusov znanja. V teh instrumentih se doda ocena zaupanja (obic¢ajno
na lestvici od zgolj ugibanja (1) do popolne gotovosti v pravilnost izbranega odgovora
(6)). Ce je stopnja zaupanja dodana obema stopnjama loceno, je instrument stiridelni
in kadar je potrebna ocena zaupanja v odgovor skupna tako za odgovor in razlago, je
inStrument tridelni. Ker imajo ravni odgovorov in razlogov razlicno tezavnostno sto-
pnjo, je smiselno domnevati, da bodo imeli studenti razlicno stopnjo zaupanja za obe
stopnji (Caleon in Subramaniam, 2010; Gurel, Eryilmaz in Mcdermott, 2015), in zato
Je Stiridelni preizkus znanja smiseln.

Glavni namen te raziskave je bil identificirati napacna razumevanja prihodnjih ucite-
ljev razrednega pouka (PURP) in prihodnjih likovnih pedagogov (PLP) o materialih (na
primerih izbranih umetniskih slik) ter definirati oceno tezavnosti predstavijenih nalog.
Glede na problem raziskovanja so bila oblikovana tri raziskovalna vprasanja (RV):

O RVI: Katera so napacna razumevanja PURP in PLP o materialih, ki definirajo naj-
pogostejse vrste slikarskih del?

O RV2: Kako prepricani so PURP in PLP o razumevanju materialov najpogostejsih
vrst slikarskih del glede na napacne predstave?

O RV3: Kako obe skupini prihodnjih uciteljev ocenjujeta tezavnost predstavijenih nalog?

V raziskavi je sodelovalo 93 sStudentov Pedagoske fakultete Univerze v Ljubljani;
21 (22,6 %) je bilo PLP in 72 (77,4 %) PURP. Moskih je bilo sedem (7,5 %), povprecna
starost pa je bila 22,8 leta (SD = 1,2 leta). Vsi Studentje so bili v Cetrtem letniku do-
diplomskega studija. Podatki so bili zbrani s Preizkusom poznavanja materialov ume-
tniskih slik (PPMUS). PPMUS je bil razvit kot diagnosticni preizkus znanja z uporabo
metodoloskega okvira za ugotavijanje napacnih predstav prihodnjih uciteljev (NP), kot
je predlagal Treagust (1988). PPMUS je vseboval Sest nalog. Vsaka naloga prikazuje
drugo slikarsko likovno delo, na primer: na kamnu, lesu, steni ali drugem materialu;
vsaka naloga ima dva razlicna dela. V prvem delu so morali udelezenci dolociti vrsto
slikarskega nosilca, v drugem pa materiale slikanega sloja. V tretjem delu vsake postav-
ke pa so udelezenci raziskave podali svoje mnenje o zahtevnosti predstavljenih vsebin.

Rezultati kazejo, da vec kot polovici PLP (56 %), ki so bili vkljuceni v raziskavo,
primanjkuje znanja o materialih umetniskih slik, PURP pa kar v 90 %. Najvec¢ nerazu-
mevanja PLP lahko vidimo v okviru materialov, ki sestavljajo slike na leseni podlagi.
24 % PLP napacno razume, iz katerih materialov so sestavljeni nosilci za slikanje — tj.
lesa, na katerega je nanesena plast krede ali gessa, pomesanega s kolagenom. Prav
tako je 14 % PLP napacno razumelo, da vezivo jajcne tempere sestavija jajce. Nerazu-
mevanje v kontekstu poznavanja posebnosti jajéne tempere na lesu je bilo opazeno tudi
pri 7% PURP. PLP napacno razumejo sestavo materialov oljnih slik na platnu (5 %)
ter materialov tapiserij (tkanih slik) (5 %). PURP izkazujejo podobno nerazumevanje
materialov tkanih slik (tapiserij). Studija razkriva, da le 11 % PLP in 3 % PURP zlahka
prepoznajo materiale umetniskih slik, predstavijene v tej raziskavi. Glede na rezultate
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so PURP tezko opredeli materiale na vseh slikah, PLP pa materiale, ki sestavljajo slike
na lesenem nosilcu (slike na lesu) in tapiserije.

Povzeti je mogoce, da je potrebno vec¢ poudarka nameniti razvijanju razumeva-
nja likovnih materialov glede na moznosti, omejitve in v kontekstu interdisciplinarnosti
(naravoslovje in likovna umetnost/osvescanje o skrbi za kulturo dediscino) v skladu s
smernicami ucnih nacrtov za likovno vzgojo in naravoslovje. Vecji poudarek je treba
nameniti tudi likovnemu ustvarjanju z likovnimi materiali, ki jih prihodnji ucitelji [i-
kovne umetnosti med Studijem pripravijajo sami (s prakticnimi izkusnjami spoznava-
nje posebnosti in potreb dolocenih materialov). Likovna dela so lahko odlicno orodje
za interdisciplinarne pristope k poucevanju vsebin naravoslovja in likovne umetnosti
(Greenberg in Patterson, 2008). Omejitve Studije predstavlja majhen vzorec prihodnjih
uciteljev in da so bili v raziskavo vkljuceni Studenti cetrtih (zadnjih) letnikov univer-
zitetnega izobrazevanja. Nadaljnje raziskave bi se lahko podrobneje osredotocile na
vsebinske analize univerzitetnih predmetov, vkljucevanje vsebin v dejavnosti Solskega
okolja (Batic, 2019) ter na splosno na obravnavo materialov razlicnih likovnih podrocij
oziroma v okvirih sodobnih likovnih praks (Zupancic in Cagran, 2016). Za obe skupini
prihodnjih uciteljev, ki sta sodelovali v raziskavi, bi bilo smiselno oblikovati interdi-
sciplinarne pristope ter jih ovrednotiti in optimizirati z namenom ucinkovitega razvoja
pedagoskih kompetenc. Pomembno bi bilo tudi dolociti kompetence bodocih uciteljev
o likovnih materialih glede na vsebine aktualnih vzgojno-izobrazevalnih programov
osnovnosolskega izobrazevanja.
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NAVODILA AVTORJEM

Didactica Slovenica — Pedagoska obzorja, znanstvena revija
za didaktiko in metodike, objavlja ¢lanke, ki so razvr$¢eni v
kategoriji: znanstveni ¢lanek ali strokovni ¢lanek.

Kategorijo ¢lanka predlaga avtor, konéno presojo pa na osnovi
strokovnih recenzij opravi uredni$tvo oziroma odgovorni ure-
dnik. Objavljeni ¢lanki so recenzirani.

Avtorje prosimo, da pri pripravi znanstvenih in strokovnih

¢lankov upostevajo naslednja navodila:

1. Clanke v tiskani obliki z vasimi podatki in povzetkom v
skladu z navodili posljete na naslov: Uredni$tvo revije Di-
dactica Slovenica — Pedagoska obzorja, Na Loko 2, p.p. 124,
SI-8000 Novo mesto, Slovenija. Clanke sprejemamo tudi po
elektronski posti na elektronski naslov urednistva. Prejetega
gradiva ne vracamo.

2. Clanek s povzetkom priloZite na ustreznem podatkovnem
mediju. Ime datoteke ¢lanka naj bo priimek avtorja ali naslov
¢lanka — kar naj bo jasno oznaceno tudi na poslanem po-
datkovnem mediju. Clanek naj bo napisan z urejevalnikom
besedil Microsoft Word. V primeru, da nam ¢lanek posre-
dujete izkljucéno v elektronski obliki, nam poslani material
posredujete tudi v PDF obliki.

. Znanstveni ¢lanki lahko obsegajo do 30.000 znakov.

4. Vsak ¢lanek naj ima na posebnem listu naslovno stran, ki
vsebuje ime in priimek avtorja, leto rojstva, domaci naslov,
telefonsko Stevilko, naslov ¢lanka, akademski in strokovni
naslov, naslov ustanove, kjer je zaposlen in elektronski na-
slov. V primeru, da je avtorjev ve¢, se napisejo zahtevani
podatki za vsakega avtorja posebej. Vodilni avtor mora biti
med avtorji napisan na prvem mestu.

5. Znanstveni in strokovni ¢lanki morajo imeti povzetek v slo-
venskem (od 1.000 do 1.200 znakov s presledki) in v angle-
§kem jeziku. Povzetek in kljuéne besede naj bodo napisani
na zacetku Clanka. PrilozZiti je treba tudi razsirjeni povzetek
(10.000 znakov s presledki) v angleskem jeziku.

6. Tabele in slike naj bodo v besedilu smiselno vkljucene. Slike
naj bodo prilozene tudi kot samostojne datoteke v ustreznem
slikovnem (jpeg), oziroma vektorskem (eps, pdf, png) zapisu
v lo¢ljivosti vsaj 600 pik na palec. Slikovno gradivo, ki ne
zado$¢a minimalnim zahtevam, bo v kon¢ni tehni¢ni pripra-
vi zaradi neustreznosti izpusceno.

7. Pri citiranju, povzemanju in navajanju literature priporoca-
mo upoStevanje standarda APA (American Psychological
Association) in sicer na naslednji nacin:

O Za knjige: priimek in ime avtorja, leto izdaje, naslov,
kraj, zalozba. Primer: Novak, H. (2020). Projektno u¢no
delo. Ljubljana: DZS.

Za ¢lanke v revijah: priimek in ime avtorja, leto objave,

naslov revije, letnik, $tevilka, strani. Primer: Strménik, F.

in Kramar, M. (2017). ReSevanje problemov kot posebna

ucna metoda. Didactica Slovenica — Pedagoska obzorja,

12(5), 3.

O Za ¢lanke v zbornikih: priimek in ime avtorja, leto ob-
jave, naslov ¢lanka, podatki o knjigi ali zborniku, strani.
Primer: Razdevsek Pucko, C. (2013). Usposabljanje uci-
teljev za uvajanje novosti. V: Tancer, M. (ur.). Stoletnica
rojstva Gustava Siliha. Maribor: Pedagoska fakulteta,
234-247.

8. Vkljutevanje reference v tekst: Ce gre za toéno navedbo,
napiSemo v oklepaju priimek avtorja, leto izdaje in stran
(Krofli¢, 2017, str. 15). Ce pa gre za splosno navedbo, stran
izpustimo (Krofli¢, 2017).

9. V primeru spletnih referenc je obvezno navajanje toéne sple-
tne strani skupaj z imenom dokumenta ter datumom povze-
ma informacije. Primer: Brcar, P. (2020). Kako poskrbeti za
zdravje Solarjev. Institut za varovanje zdravja RS. Dostopno
na: http://www.sigov.si/ivz/vsebine/zdravje.pdf (pridobljeno
25.11.2021).

Za vsa dodatna pojasnila ter informacije glede priprave in ob-
jave ¢lankov, za katere menite, da niso zajeta v navodilih, se
obrnite na glavnega in odgovornega urednika na elektronski
naslov chief.editor@didactica-slovenica.si. Za splosnejse in-
formacije ter tehni¢no pomo¢ pri pripravi ¢lanka pa se lah-
ko obrnete na urednistvo oziroma na na§ elektronski naslov
info@pedagoska-obzorja.si.
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INSTRUCTIONS FOR AUTHORS

Didactica Slovenica — Pedagogical Horizons, a scientific journal
for didactics and methodologies, publishes papers classified as:
scientific papers or professional papers.

The category of the article is proposed by the author and the final
judgement is made by the editorial board or the editor-in-chief on
the basis of peer reviews. Published articles are peer-reviewed.

In the preparation of scientific paper, please observe the follow-

ing instructions:

1. Papers in printed form with your details and the abstract in
accordance with the instructions should be sent to the Edi-
torial Board of Didactica Slovenica — Pedagoska obzorja,
Na Loko 2, p.p. 124, SI-8000 Novo mesto, Slovenia. We
also accept papers sent to our email address. The material
received will not be returned.

2. The paper and the abstract should be submitted on the rel-
evant data media. The file name should include the surname
of the author or the title of the paper — which should also be
clearly marked on the data media. The paper should be writ-
ten with Microsoft Word text editor. If the paper is sent only
in electronic form (not in printed form as well), is should
also be sent in PDF format.

. Scientific papers may include up to 30,000 characters.

4. Each paper should have a cover page on a separate sheet, con-
taining the author’s name and surname, year of birth, home
address, telephone number, title, academic and professional
title, the address of the institution where the author works and
the email address. If there are several authors, the form should
include the required information for each author separately.
The primary author must be written in the first place.

5. Scientific and professional papers should have an abstract
in Slovene (from 1,000 up to 1,200 characters with spaces)
and English. The abstract and key words should be written at
the beginning of the paper. There should also be an extended
abstract (10,000 characters with spaces) in English.

6. Tables and figures should be included in the text where they
belong. As separate files, images should also be attached in
the corresponding image (jpeg) or vector (eps, pdf, png) for-
mat with the resolution of at least 600 dots per inch. Images
that do not meet the minimum requirements shall be omitted
in the final technical preparation of the Journal.

7. When quoting, summarizing and citing literature, we recom-
mend following the APA (American Psychological Associa-
tion) standard as follows:

o For books: the author’s surname and name, year of pub-
lication, title, place, publisher. For example: Novak, H.
(2020). Projektno u¢no delo. Ljubljana: DZS.

For articles in journals: the author’s surname and name,

year of publication, title of the journal, volume, num-

ber, pages. For example: Strm¢nik, F. and Kramar, M.

(2017). Resevanje problemov kot posebna u¢na metoda.

Pedagoska obzorja, 12(5), 3.

For articles in journals: the author’s surname and name,

year of publication, title, information about the book or

the journal, pages. For example: Razdevsek Pucko, C.

(2013). Usposabljanje uciteljev za uvajanje novosti. V:

Tancer, M. (Ed.). Stoletnica rojstva Gustava Siliha. Mari-

bor: Pedagoska fakulteta, 234-247.

8. The inclusion of references in the text: If it is an exact ref-
erence, the surname, the year of publication and the page
should be written in brackets (Krofli¢, 2017, p. 15). If itis a
general reference, the page is omitted (Krofli¢, 2017).

9. In the case of online references, the exact website must be
cited, together with the name of the document and the date on
which the information was summarised. For example: Brcar,
P. (2020). How to take care of schoolchildren’s health. In-
stitute for Health Protection of Slovenia. Available at: http:/
Www.sigov.si/ivz/vsebine/zdravje.pdf (retrieved 25.11.2021).

For any further clarification and information regarding the prep-

aration and publication of papers that are not included in these

instructions, please contact the Editor-in-chief on email address
chief.editor@didactica-slovenica.si. For any information and
technical assistance in preparing the paper, please contact the

Editorial board or submit your questions to the email address

editorial.office@didactica-slovenica.si.
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