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Abstract/Izvle¢ek A collaborative art education project involving Japan and
the Czech Republic focused on the enculturation processes experienced by
two teachers and their students, how immersion in visual arts can contribute
to cultural understanding and the reconciliation of two pedagogical
approaches to art. This project also addressed this reconciliation with the
unknowable ‘Other’ through the creation of artwork, ‘travelling objects’ and
collaborative teaching. Outcomes include similarities between objects from
the two countries and two pedagogical approaches and suggest that
participants strived to reconcile the Other, thus creating a spatial and
relational intermediate space by dealing with those objects and
communicating together.

Uskladiti se z Drugim: potovalni predmeti in sodelovalno ucenje
Projekt, ki temelji na sodelovalnem ucenju, je bil izveden na Japonskem in
na Ceskem in se osredotoca na procese inkulturacije, ki so jih izkusili ucitelji
in ucenci, ki so v projektu sodelovali. Poudarek je na nacinih, kako lahko
imerzija v vizualno umetnost prispeva k razumevanju kulture, in na integraciji
oz. uskladitvi dveh pristopov k poucevanju umetnosti. Projekt spodbuja
uskladitev z neznanim Drugim skozi ustvatjanje umetniskih del, 'potovalnih
predmetov' in prek sodelovalnega ucenja. Zaklju¢imo lahko, da so se
udelezenci med dejavnostmi poskusali uskladiti z Drugim in na ta nacin
ustvarili medprostor, ki jim je omogocil iskanje podobnosti med izdelki in

sporazumevanje.
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Introduction

Emmanuel Levinas’s concept of /’Autrui or the Other highlights the heterogeneity
polarity of an T and an ‘Other’ (Levinas, 1961). He suggests something that is
‘infinitely unknowable’ (Todd, 2002, p.69). The notion of the ‘Other’ has significance
for art education (Sato, 2018) because art education initiatives have focused on
inclusivity and diversity, the recognition of cultural differences, making meaningful
connections between humans and the world and mediating discrete cultures (Ono,
2018, p. 45). Multiculturalism emphasises the benefits of cultural diversity (Dwivedi,
2001; Guo and Jamal, 2007) for societies and has dominated postmodern political
and educational discourses until recently. Politically, multiculturalism was
abandoned as a failing concept leading to parallel societies in European politics.
However, intercultural and cross-cultural projects continue to resonate in art
education and are aimed at cultural dialogue (Levy, 2007).

Culture is defined as a system of meanings (Hatch and Schultz, 1997; Hong, Morris,
Chiu and Benet-Martinez, 2000), such as language, technology, social relations,
values and attitudes, shared by members of a group through learning. Cultural
identity determines how people regard themselves and how they relate to the world.
Understanding others is also indispensable when trying to understand oneself
(Giddens, 1993). The present project, which attempts to connect two distinct
cultures, must appropriately address and handle the cultural identities of both
learners and instructors, along with beliefs as a potential mode of interaction with
the Other.

According to Levinas, the subject I’ appears when a body is positioned in a
particular place or resting within it (Levinas, 1947). As individuals shift from their
original location/place, they often encounter the Other. Such movements provide
opportunities to experience Otherness and become mindful of otherwise
unconscious everyday realities. The present study attended to the physical sense of

place and space of the classroom and lezaki, a teaching artist.

Two cultural pedagogical spaces
This project by elementary school students and art teachers from two distinct
cultures, one central European and the other east Asian, necessitated

communication and collaborative work.
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Both cultural pedagogical spaces evince discrete and characteristic ways of teaching,
learning and knowing, stemming from distinct educational, spiritual and
philosophical traditions. The Czech elementary art curriculum encompasses music
and visual art in the domain of art and culture. It accentuates the perception and
expression of pupils’ own experiences through various visual media and
communication in the broad term of interpretation and meaning-making. In the
Japanese context, Art and Handicraft is a formal subject in the elementary school
curriculum. Learner activities are designed as artistic expression and the
interpretation of artistic works. The Japanese curriculum highlights the development
of creativity in children to enrich the lives of learners. Thus, the participants in the
project brought their cultural patterns to the creation of art.

The teaching artist: a transformative experience

Along with her quest to create art, Iezaki, who is a Japanese artist/teacher, attended
weekly art classes conducted by Novotnd in a Czech elementary school. As an art
teacher, she was interested in Czech art education practices. Iezaki entered the local
school as a researcher/obsetrver; however, she gradually joined Novotna as a partner
and teaching collaborator over eight months. After her first visit to the Czech
Republic, Iezaki began travelling frequently between the two countries, her suitcase
full of objects created by children and intended to expand her artistic inquiry and
learning in the real-life context (Blanusa Troselj, Peic Papak and Zuljan, 2021) into
art education projects.

Pierre Bourdieu’s conception of cultural habitus (Bourdieu, 2010) is significant in
this context. This generative principle distinguishes practical activities and principles
of classification, seeing and differentiation. Raney (1999) lists cultural habitus as one
aspect of visual literacy. lezaki’s objects should also be interpreted from the
standpoint of cultural inclusion. The objects look like nests and render her place or
the appearance of her position in relation to her existential signification of two
cultures. One of these sculptures seems to symbolise her feelings of isolation during
her first stay in the Czech Republic. The object represents a sense of intimidation or
distrust. This sculpture is a nest of thousands of sharp, translucent paper parts
assembled to form a fragile structure (Figure 1). The second installation was created
in Japan, and the loss of spines and the decreased sense of vigilance in the rounded,
windowed objects symbolises a very different relationship (Figure 2).
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Figure 1: Sculpture Made of Paper ©lezaki. M Figure 2: Sculptures in Wood and Iron
© Tezaki. M

Collaborative teaching: enconntering the Other

Collaborative teaching is an example of interfacing with the Other in a pedagogical
context. Sometimes called cooperative teaching or team teaching, collaborative
teaching requires educators working in tandem to lead, instruct and mentor groups
of students. Letterman and Dugan (2004) posit the benefits of collaborative teaching
that involves participants from discrete cultural backgrounds as facilitation of
diversity. Conversely, because of this diversity, team teaching can reveal difficulties
such as disputes between members. Nonetheless, the experience of resolving such
challenges can make collaborative teaching and learning experiences even more
valuable (Eisen, 2000). In a bilateral collaboration between the Czech Republic and
Japan, Fulkovd, Tipton and Ishikawa (2009) explored intermediate spaces through
art and gallery education, and incorporating the art process in co-education could
contribute to those conflict resolutions. Hakkarainen and Paavola (2007) emphasise
the nonlinearity and irregularity of collaborative learning. The willingness and ability
to negotiate a compromise through communication are pivotal concepts in
collaborative learning. Most importantly, the building of a collaborative team gives
students additional opportunities to connect with the curricular content.
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The research

Aim and research questions

The study describes and analyses the process applied to an art education project and
the results of the endeavour. It is linked to an intercultural art project that
emphasises encountering Others and the effect of location/place embodied in such
experiences. The project focused on cultural education and artistic creation and was
conducted in the Czech Republic between November 2019 and January 2020. The
study is intended to answer these research questions:

1. How can a common educational art project reconcile two culturally different
pedagogical approaches?

2. How can intercultural discovery contribute to the acceptance of different
perspectives?

The research delves into an enquiry about the psychological and physical
transformation of an I’ in response to the Other. The travelling objects as the
alternative of I’ made by Czech and Japanese pupils and art teachers’ and their
students’ voices or actions related to artistic learning constitute the fundamental

research data.
Methods

The present study used mixed and arts-based qualitative research methods. The
authors subscribe to action research, where practices and reflections are cyclically
repeated for the attainment of superior knowledge. The a/r/tographical approach
related to arts-based research (Barone and EHisner, 2012) was partially employed,
since artistic elements of art work by the Japanese art teacher guided the intercultural
art education project. A/r/tography as a research methodology transforms the
traditional separation of theory and practice and encourages the opening of
interstitial spaces because of its rhizomatic nature. A/t/tographers flow in dynamic
momentum between discrete roles to ‘inform, enhance, evoke and/or provoke one
another’ (Irwin and Springgay, 2008, p. 25). The authors applied a/t/tographic
enquiry to the development of art lessons, opening unknown and unlabelled
interstitial spaces that introduce new awareness.

Every lesson was video recorded, and the teacher’s discussions were also audiotaped.
In aggregate, the researchers obtained seven video recordings and five audio

recordings, which represented 21 hours of recordings.
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Afterward, transcripts of the conversations and teachers’ written reflections were
acquired for analysis, and a qualitative coding procedure was applied (Sato, 2008).
Other pedagogical documentation in the form of shared online portfolios (Novotna,
2019) containing visual data were also acquired, and the visual data were analysed
complementary to the text. The approach is called triangulation, and it collects and
analyses multiple types of data (Sato, 2008).

The themes that appear in the following discussion section were formulated to
answer the research questions through a hermeneutic analysis of the picked-up
voices and practices of participants, while examining them across all parts of the
multiple data of codes, primary transcriptions and visual records. The findings were
subsequently verified in several discussions, using records from specific learning

situations.

Participants

The collaborating teachers functioned in distinct roles. The Japanese art teacher
Iezaki participated in all classroom instruction undertaken in both countries, while
the Czech art teacher Novotna engaged in the Czech classroom instruction. In
Japanese elementary school, a Japanese teacher, Mihoko Miyazaki, is engaged as an
instructor for Japanese classes. The art educators designed these collaborative
lessons together, and lezaki and Novotna developed those lessons in the Czech
school based on the Czech elementary art education curriculum and the
experimental issues of interaction with the Other by exploring meaningful places or
spaces between two cultural spheres triggered by the artistic work of the Japanese
teaching artist. Both art teachers communicated in English, and the Czech teacher
translated the Japanese teacher’s English into Czech for students. Iezaki also played
the role of a cultural mediator, travelling between the two countries with lesson
plans, art objects created by students, and information. Both teachers took on the
multi-layered roles of researchers and teachers during the project.

The participants in this case study comprised 20-25 pupils of a Czech Republic
public elementary school in Prague and 25 corresponding students from a public
elementary school in Niigata, Japan. All the participating students in both countries
were aged between eight and ten. This age range is wider because of the long project
duration of seven art lessons lasting 37 weeks. Also, the number of pupils changed
several times during the project for contingent reasons, such as the transfer or

migration of families, and so on.
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Results

A series of lessons was implemented at the two elementary schools in Japan and the
Czech Republic. The complex structure (Table 1) of the project was initiated in the
Japanese school in June 2019. After experiencing the unpleasantness of being
surrounded by Others through role-playing, the Japanese pupils created small
objects called D#¢ (Czech for ‘child’) and wrote accompanying letters to the Czech
pupils (Step 1). These objects are related to amulets, as Read (1956) indicates, and
physical sensations and an individual’s wishes permeate them. To create amulet-like
objects was an approach that proposed generating an intimate interaction and a
meaningful space between Czech and Japanese students through objects pervaded
with their experience of I’. These objects and letters then travelled from Japan to
the Czech Republic. Next, the Czech pupils watched a short video documenting the
art activities undertaken previously in Japan. Through this method, they could grasp
the project’s logic and the unfamiliar context of the Japanese school. In their first
lesson, the Czech pupils received the Japanese objects and letters. They then created
their tactile answers (Step 2) to the received objects and letters. In the subsequent
lesson, they wrote letters to the Japanese pupils to introduce their Kodomo (Japanese
for ‘child’), the objects they had created, and to explain the relationships they had
discovered between the two created objects. In the third step, the students created
homes for both figures (Step 3). The fourth stage (Step 4) required Czech pupils to
collaboratively create the scenography of an imagined country in which the houses
would be located. The Czech students called this country the Kodomo Republic. Then,
the students executed a collective performance that combined space and sound and
was documented via video. The final lesson required the students to view and
comment on the edited video of the performance realised in the previous class. The
students exchanged their views on the entire project and agreed to send their
compiled work to their counterparts in the partner school in Japan (Step 5). A month
later, the Japanese pupils received the set of artefacts dispatched by the Czech pupils.
The Japanese pupils were asked to find appropriate ibasho (place; see Section 1basho)
for the objects within their school and to photograph the objects in those places.
The students then examined all the 7basho photographs on the screen. Finally, they
viewed the video of the Czech performance about the Kodomo Republic and reflected
on the project as a whole (Step 6). In the following week, the students selected the
best pictures from the zbasho collection and consented to the return of the Czech

objects along with the reflections by the Japanese students.
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The Czech objects were returned in Autumn 2020 in the Japanese cultural form of
a box wrapped in a cloth called firoshiki, and the series of lessons was over. Analysis
of the documents confirmed two varying approaches to art education. One of the
perspectives was embodied by the Japanese teaching artist, who emphasised
spontaneity in creation along with tactile sensitivity in acting on one’s environment
to affect the inclusion of the ‘I’ and the Other. The Czech teacher accentuated the
communication and participation of pupils in the classroom with a more conceptual,

rational and reflective approach.

Table 1: The project scheme shows the component art tasks. The lesson steps are numbered in

chronological order.

<Lessons in Japan> <Lessons in the Czech Republic>
1 A Small Object (Dité)

Make a figure: design and create an amulet-like

object for a child
26 June 2019 (90 minutes)
2 A Small Object (Kodomo)

Make a figure: design and create a companion for the

received object
27 November 2019 (90 minutes)

3 Home for Small Objects (Kodomo and Dité)

Imagine and create the home for the Czech and

Japanese objects
4 December 2019 (90 minutes)

4 Country for Small Objects (Kodomo and Dité)

Visualize and create a country in which the Czech

and Japanese objects can be comfortably located
8 January 2020 (90 minutes)

5 Project reflection

Review the videos and reflect on all the activities
performed during the project

15 January 2020 (15 minutes)

6 An Intimate Place (Z/basho) for Small Objects
(Kodomo and Dité)

Locate an intimate place (#basho) for the Japanese
and Czech objects

13 February 2020 (90 minutes)

7 Project reflection
Review the photographs and reflect on all the

activities performed during the project
17 February 2020 (15 minutes)
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The physical aspect of handling shared objects was accentuated by the handing over
of the created objects to counterparts or the Other. In the ritual action, pupils
embedded small pieces of paper with secret words symbolising the essence of life
into the created figures, thus positioning the alter-egos of the students. This ritual
action was inspired by the soul objects enclosed in a Japanese Buddha statue,
Dainichi Nyorai Zazo, in Tokyo National Museum. An x-ray survey revealed that an
object representing the soul had been placed inside the sculpture by the creator. The
core of life is invisible, but it exists and relates to secret actions. The Japanese teacher
reflected upon the Czech teacher’s reaction to her approach:

... According to her [Czech teacher|, my interpretation is holistic. Or intuitive, but
not intuitive... She said I needed to give it a name. What came to my mind at that
time was tactile... Hand interpretation. Do not set the logic first. I am groping
(Written reflection, 16 January 2020).

However, the conversation transcript showed that some students were confused
about these secret actions: ‘Mrs. Teacher, what do I write?” (Transcript 27. 11. 2019,
I1I -1, 3, 6). The terms ‘soul’ and ‘Kodomo® were unclear for the students and thus
symbolised secrets; they were intentionally treated with obscurity. The
incomprehensibility confused the participating students and at the same time
motivated them to guess what the objects meant for the Other. One pupil observed
the received object attentively and discovered something embedded within it: ‘Mrs.
Teacher, you can sce inside and there is something red’ (Transcript 27. 11. 2019, 111
-1, 3, 30-34).

The Czech pupils touched the received objects and composed the fragments of the
unknown culture into a tactile answer: They looked for similarities and
compatibilities between their cultural constructs and the Japanese figures (online
portfolio 4-11 December 2019). Similarities were noted in shape, colour, adornment
and image (ex. Figure 3). One student formulated the relationship between the two
figures in the following manner:

... What I did is called Bear spirit. It is made of blue, green and white colours.

And that is their [Japanese Dite’s] son (Czech letter 6).

The participating pupils from both countries loved touching and playing with the
small clay figurines. One student attributed the following emotions to a figure:
[when turned down], he is sad, when I put him up, he is happy. He changes his mood
(Transcript 27. 11. 2020, I, 5-4)
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The records provide evidence that pupils were engaged in playing with the objects
as toys (Transcript 4. 12. 2019, 1-3, 7, 8), holding them in their hands, moving them
and uttering sounds or words as if the students embodied the objects (Author-1,
2020). Vujicic, Peic and Petric (2020) point out the importance of movement for
children's learning. Pupils showed their strong ownership of the created small
intimate objects (Lezaki, 2020) (Transcript 27. 11. 2020, II, 2). The students further
expressed their anxiety about their figurines travelling far away and were afraid of
their potential loss.

Figure 3: Kodomo (centre) and Dité (both sides) Figure 4: Object Turned Up

The analysis evinced another strong approach to art education, as represented by the
Czech art teacher-researcher. She adopted a method of teaching the arts discursively
(Fulkova 2008: 20; Kafkova 2019: 81-90). This educational approach was developed
at Charles University in Prague and is based on visual semiotics, visual culture
studies, the knowledge and procedures of contemporary theory and the history of
art. It now delves into contemporary art strategies as well as gallery and museum
education. It systematically studies visual literacy, which is defined as a multi-layered
competence required for visual communication and for the active creation of
contemporary culture. The strategy of using the Other’s vocabulary as a metaphor
contributed to the uniqueness of the project. The act of interpretation redefined the
activities on the basis of the voices of the students. For example, the created country
where the objects from two countries resident was named the Kodomwo Republic by one
of the Czech students (Transcript 8. 1. 2020, I, 2-4). This aspect showcased the
crucial role of communication in the intercultural project. The description of the

Czech art teachet’s voice highlighted the emphasis on communication:
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Czech teacher: I accentuated [communication] ... I showed the artworks to children
to teach them how to interpret, to ask what it means and why ... When we interpreted
together, immediately, we communicated. Pupils must explain [what] they did
understand and must say [what] they interpreted by doing (Transcript 8. 1. 2020. 4,
18-19).

In contrast, the difficulty of translating connotations encompassed by native words
was also revealed (see below).

Japanese teacher: ...they [Czech children] are now more active in asking me things,
even if we cannot exactly understand each other, ...but sometimes I feel as if I can
understand the Czech language much better if 1 ask something immediately...
(Transcript 8.1.2020. 3, 8.).

Discussion

Tbasho: the practice of spatial and relational inclusion

Since teachers and pupils came from different socio-cultural backgrounds, the
collaboration yielded several difficulties in communication. A good understanding
of the core concept of ibasho (Figure 5) in the art education project was essential for
collaborative learning.

The key concept of ibasho resisted translation. The Japanese term encompasses the
notions of ‘being’ (existence) and ‘place’ (location). This term is used quite
commonly in Japan. Fujitani (2015) describes ibasho as being based on the
recognition that ‘I’ am in place, which is an acceptance and recognition by other
people in relation to them. The spatial and relational nature of zbasho ovetlaps with
Levinas’ ‘positioning” of the I” and with the non-symmetrical relationship between
the T and the Other. The concept of 7basho also intersects with the concept of

identity, which is constructed in relation to people inhabiting a specific place.

Figure 5: Ibasho drawings by lezaki. M
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1basho was experienced during the project in the movement of the actors and objects;
it was also encountered in the learning process itself and all the face-to-face
interactions with the Other. The Kodomo Republic performance created opportunities
for the emergence of 7basho. One boy associated the relationship with a Japanese girl
through their objects with location features:

‘At first we[I] thought it would be like a pull-like jacuzzi. When I made the dolphin
[his object], I thought I got a dolphin [a Japanese girl’s object] from that girl in China
[Japan]’ (Transcript 8. 1. 2020, VI, 1-5).

One of the students formulated a significant slogan for the Kodomo Republic. The
paraphrasing of this slogan was important because he found the meaning of the
whole dynamically expanding creation and shifted the common understanding of it.
On the other hand, a boy claimed, ‘I want to line the boundary [for the Kodomo
Republic] there’ (Transcript 8. 1. 2020, 111, 3).

The process of creating the scenography and the ensuing discussions about how and
where to install the houses and figures may be seen as living zbasho, or the
materialising of social interactions. Students questioned the ownership of a space
and reflected on the concept of boundaries, differentiating the inside from the
outside. The sounds employed by the students in their performance to characterise
the zbasho constituted a significant element in the confirmation of their existence.
The two teachers’ efforts to communicate over the project facing their discrete
pedagogical approaches might also make living 7basho in the space of co-education,
sharing the elements of artistic inquiry.

The answer to the first research question (how a common educational art project
can reconcile two pedagogical approaches) is that the 7basho generated from the
efforts of participants’ communication in the creative process reconciled the two

culturally distinct pedagogical approaches.

Moving between cultures

Intercultural movement comprised the focal concept of the whole project. The
Czech art teacher stated that ‘the symbol of the project is your back [lezaki’s
suitcase|” (Transcript 8. 1. 2020. 5, 18) (Figure 7). Migration was recognized as a
pivotal factor in the destabilisation and reconstruction of ibasho. The accent

emanated from lezaki’s personal experience of isolation and marginalisation.
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Marginalisation forms a classification of acculturation strategies (Berry, 1997); it
concerns the experiencing of crisis-like unsettling because of the incongruence
between one’s cultural orientation and the host civilisation. Marginalisation becomes
a driving force towards integration, which may be defined as the establishment of
an appropriate relationship between the host society and one’s own culture.
Inclusion is expressed as a figurative reconstruction of 7basho in Iezaki’s and students’
artworks and the two teachers’ voice descriptions:

Japanese teacher: ... [when I] first came here, I felt [that] my house was like this
[pointing at the shape with thorns]. But after.. becoming more collaborative
together, I now feel [that] I am more rounded... (Transcript 8. 1. 2020. 1, 52.).
Czech teacher: [It is] how we [teachers] work in tandem. It is the participation of
teachers. It is for me very interesting... comfortable... (Transcript 8. 1. 2020. 8, 1.).
The authors’ answer to another research question (how intercultural discovery can
contribute to the acceptance of different perspectives) is that attempting to
understand the Other through verbal and nonverbal dialogue also contributed to
better understanding the I’; then, participants could respect those different

perspectives.

Figure 6: Two Teachers in the Czech Classroom Figure 7: lezaki’s Suitcase
Conclusion

This art education project identified two distinct pedagogical methodologies. The
first emphasises communication as an aspect of the artistic process and meaning-
making through classroom discussion and artistic creation. The second highlights
spontaneous creation through tactile sensitivity and motivates students to act on
their environment and to materialise their physical and social associations, including
ambiguity. A common feature of both strategies of imparting knowledge is the
element of responding to the Other.



REVIJA ZA ELEMENTARNO IZOBRAZEVANJE

14 JOURNAL OF ELEMENTARY EDUCATION

The two divergent directions were combined and reconciled by striving for the
practice of spatial and relational inclusion in the bilateral project, and the
participants’ communicative efforts deepened their understanding of the ‘I’ and the
Other.

The hermeneutic analysis of the multiple data obtained from the project allows three
focal deductions to be made. First, the fbasho theme can create authentic experiences
psychologically and physically, thus connecting intimate objects and spaces in
interaction with the Other. Second, the tactile sense is a viable medium of sharing:
it encourages the expression and interpretation of thoughts and feelings across
cultures. The sharing of tactile objects in this project created an attachment between
students and their artefacts and enhanced the cohesion of meaning. Third,
paradoxically, it may then manifest as the awareness of an intimate inside and allows
the construction of boundaries with a contrasted outside.

It is difficult to reconcile such inner/outer conflicts or two culturally different
perspectives. However, participants engaged in the creation of art through intimate
objects were aware of those conflicts or different perspectives, which would direct
them to respect both the T and the Other and make an effort at reconciliation.
Continuous communication between cultures through art and culture education
could play a significant role in the cultural understanding and mutual enrichment of

cultures.
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Introduction

After the first 'wave of expetiences' at the beginning of the last century, experiential
education embarked on an extended renaissance in educational discussion and
practice. Towards the end of the last century, an 'experience orientation' invaded
almost all areas of society (Schulze, 2000), so it is common to speak of a second
‘wave of experiences’. In the last two decades, this second wave has increasingly
focused on the potential for and significance of experiences in teaching and
educational processes and is thus enriching the educational discussion (Schenz, 2006;
Becker and Schirp, 2008; Zoglowek, 2009).

Oclkers (1992) posed the question, "Can expetiencing educate?” at the beginning of
the resurgence of 'modern experiential education' (Kélsch, 1995) and answered it
himself as follows: "Expetience can educate, and education can be an expetience,
although it is difficult to control, only weakly foreseeable and always associated with
incalculable side effects" (Oelkers, p. 9, 1992, own translation). Despite the
scepticism expressed here, which is shared by not a few, many published teaching
projects have reported successful experience-oriented practice (e. g. Fischer, 2004;
Michl, 2015; Heckmair and Michl, 2018). Thus, thete is sufficient reason to believe
that experience has high educational and learning potential. "Children can learn
many things in and about experiences; their senses can be trained, and a variety of
experiences can be gained that they would not otherwise have had in many families
and their living environment. However, whether and how the initiated experiences
make a contribution to the (self-)education process cannot be planned"
(Holtershinken, p. 67, 2013, own translation).

The basic question of how upbringing and education can be made plannable cannot
be answered by experiential education, but that experiential education can make a
contribution cannot be denied either. This article is to be seen as a further
contribution to presenting the possibilities of experiences in the educational and
learning work in school (see a similar related approach with a different angle of
incidence by Zoglowek and Kuhn, 2021).

Experiential education
"Experiential education sees itself as an alternative and supplement to traditional and

established educational and learning institutions" (Fischer & Ziegenspeck, 2008, p.

27, own translation). It aims towards a holistic approach and procedure.
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Cognitive, affective, social, and motor areas are to be addressed at the same time, as
these are necessarily mutually dependent. From the phenomenology of experience
developed by Dilthey (1919), Neubert (1932) worked out seven experience-oriented
moments, from which she derived pedagogical principles for a school education
oriented towards the humanities. These are, for example, the "method of
contemplation", the "claim of wholeness" or the "development of individuality" with
simultaneous "learning of objective learning content” (Neubert, 1932, p.16ff, own
translation). According to Dilthey, the triad “experience - expression -
understanding” form a significant epistemological unit. Furthermore, he emphasizes
that knowledge is only possible through expetiencing, in the meaning of ‘reliving’,
and working through the experiences. It is not the experience as such that is decisive,
but the educational reflection on it. Didactically, this triad process is of the greatest
importance, since it "expresses both the holistic context and the creative power of
the experiences for the individual development of the person" (Zoglowek, 2009, p.
197). Even though Neubert critically discusses the possible limitation of the
educational effectiveness of experiences - such as the ego relation and the
individuality of the experiences, or its emotional relation - she ultimately pleads for
experiences as "eternally valid methodical means" (Neubert, 1932, p. 60, own
translation) (see also Koring, 1997; Zoglowek, 2009).

Even though experiential education is still met with scepticism, it has nevertheless
found its place and significance in today's (school) education over the past two or
three decades. A coherent theory, a comprehensive concept or a fundamental
didactic foundation are still lacking, but this is probably not even possible, given the
complexity, subjectivity, and general imponderability of pedagogically initiated
situations. Nevertheless, there are enough examples of successful and functioning
experiential social and schoolwork from the primarily socio-pedagogical practice.
There are also increasing attempts to provide a deeper theoretical foundation and
systematization of experience-based learning (Zuffellato and Kreszmeier, 2007;
Fischer and Lehmann, 2009; Michl, 2015; Heckmair and Michl, 2018). With its claim
to be an "alternative supplement"”, experiential education today can contribute to
enriching everyday school life and schoolwork without striving for a "reform of the
didactics of experiential education” or a "transformation of the school through
experience”, as Neubert (1932) emphasized.
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One often finds "today's expetiential education programmes and their reality [...] as
not copyable and transferable originals, which are convincingly positioned in their
niche existence of 'pedagogical provinces', but without other pedagogical areas being
able to be connected according to their ideas [...]. Thus, the problem of experiential
education is no longer how new concepts, programmes or discourse options can
arise in the processes of pedagogical practice and educational reflection, but how
existing potential can be used more offensively and not permanently wasted”
(Fischer, 2004, p. 4, own translation).

Compensatory education

Compensatory education was primarily a concept in early childhood education, most
popular in the 1970s and 1980s. Inspired by support programmes in the USA to
increase the developmental chances of children and adolescents in precarious life
situations and educationally disadvantaged homes, such initiatives were also taken in
Europe at this time (Bloom, Davis and Hess, 1964; Iben, 2008). In view of the lack
of evident success and increasing criticism of the content, compensatory education
was lost from the 1980s onwards (Bronfenbrenner, 1974; Bernstein, 1981), but since
the turn of the millennium, it has gained renewed importance in connection with the
increase in children with a migration background and children in poverty (BpB,
2009; Schmidt and Smidt, 2014). However, in their review of the significance of the
compensatory approach for early education, Schmidt and Smidt (2014) conclude
that available research findings show no significant compensatory effects. This does
not mean, however, that the entire concept must be rejected in principle: "However,
these findings do not fundamentally call into question the basic potential of the
compensatory approach. A balance of the current empirical state of knowledge
shows that early compensatory support can have clearly positive effects" (Schmidt
and Smidt, 2014, p. 141, own translation).

Compensatory education, understood as an educational aid accompanying schooling
to compensate for socio-culturally determined behavioural and learning deficits, can
certainly help children to develop their natural talent and aptitude potential.

This is precisely the aim of this article: the presentation of an experiential education
project in a school, in which an alternative learning and educational program is

created for a certain group of pupils who show salient negative behaviour.
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The experiential education activities offered for the development of ego-strength
and self-efficacy, of independence and self-responsibility can thus assigned a certain

compensatory function.
The experiences project

The theoretical approaches briefly presented in the introduction form the basis for
an experiential education project that attempts to respond to a problem that has
existed at this school for years. Even if the approach can be considered primarily
socio-pedagogical, it should nevertheless be pointed out at this point that no
experiential therapy is carried out, but rather an attempt is made to react to
constantly occurring behavioural deviations that, so far, have resisted successful
change.

Inspired by Pestalozzi's pedagogy of an all-round, holistic education of head, heart
and hand (Pestalozzi, 1996) and referring to the didactics of experiential education,
alternative working and learning strategies are developed for a certain group of
pupils. By means of primary experiences, an approach is initiated to enable learning
with (more) commitment and motivation. The model of the human experience circle
developed in the experiential education of Ziegenspeck (1992) serves as a ground-
breaking approach (see Table 1).

Table 1: The human circle of expetience (Ziegenspeck, 1992, taken from: Fischer and Lehmann, 2009,
p.134, own translation)

Individual Level
To be To become To want
Curiosity Courage Interest
Pleasure Creativity Responsibility
Love Achievement Steering
Self-awareness Autonomy Emancipation
Identity Mastering Integration
Heart Hand Mind
Emotionality Psycho-motorics Cognition
Soul Body Spirit
Life Activity Learning
Relationship Work Education
Humanity Individuality Enlightenment
To be To become To want

Sociocultural Level
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Problen: outline

The school has been trying for years to counter the problem of pupils with
behavioural problems by means of various educational resources, without much
success so far. The negative behavioural problems observed from the very beginning
of the school year could generally not be eliminated. On the contrary, they often
intensified over the school year and ended partly with draconian disciplinary
sanctions, up to expulsion from school.

Deep-seated social development deficits such as aversive and destructive behaviour,
absent and deviant behaviour in class, as well as aggressive and delinquent behaviour
towards fellow pupils and teachers are more or less the order of the day for some
pupils. The negative influence on the class and teaching situation is considerable and
disturbs or prevents the positive learning climate that is the goal. Exclusion from
class or lessons may improve the situation for the rest of the class, but it does not
help the excluded ones, instead, it reinforces their underdevelopment in the social

as well as the intellectual sphere.

Intervention programme

Pupils who provoke by extravagant behaviour in class usually cannot be integrated
into the school behavioural framework and into school learning processes using
conventional methods. The actual productive, cognitive work of a school lesson can
have little or no success as long as emotional and psychological approaches are
blocked.

Breaking up or interrupting teaching routines can be a sensible method to help the
entire class, but especially those students who are negative conspicuous. For this
purpose, action- and experience-oriented activities from the field of experiential
education (Neubert, 1932; Fischer, 2004; Meier, Hampel, Gaiswinkel and Kiimmel
2009; Michl, 2015), but also the Scandinavian concept of frilufishiy (Hofmann,
Rolland, Rafoss and Zoglowek, 2015), are selected and tailored according to the

situation of these conspicuous pupils.

Step 1 - Situation analysis

A multi-professional team of teachers, consisting of a member of the school
management, the class and subject teachers, a social worker, a special-education
teacher and a leisure educationist, accompanies classes 5 and 6 and determines which

pupils should participate in the experiential education project.
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The pupils are also involved in this process, i. €., action is taken in consultation with
them, so that the measures and activities are understood as individual help and not

as punishment.

Step 2 - Intervention

The social worker and the leisure educationalist set up an activity programme and a
time schedule for the selected children, when and where experiential education-
oriented "adventure activities" take place. The social worker and the leisure

educationist, who is an “outdoor specialist”, carry out these activity-learning units.

Table 2: Time schedule of experiential educational programme

Monday Tuesday Wednesday Thursday Friday
Gra.d €> Grade 6 — gr.1 Grade 6 — gr.2
Actions . © . Grade 5
1 Actions Actions .
Aula/ Aul Hall B Reflection
Hall A i :
Gra‘de 5 Grade 6 —erl Grade 6 —gr2 Grade 7- gr.1 Grac}e 6/7
2 Actions Actions Actions Reflecti (girls)
Hall A Hall B Hall B crection Reflection
Grade 6/7
Grade 7 —grl Grade 6 — gr.2 (gitls)
3 Actions . .
Hall B Reflection Actions
4 Hall C
Grade 6/7
Grade 7 —grl Grade 6 — gr.1 (gitls)
4 Actions . .
Reflection Actions
Hall B
Aula

Table 2 shows the experiential education timetable for the current school year. From
the beginning, the activities take place outside. However, additional sports-hall hours
are always available, so that the activities can take place in any case, regardless of the
weather.

The experiential education activities are physical and movement-related activities
and challenges. These can be nature hiking, climbing, skating, canoeing, strength and
balance exercises, or other activities in the natural environment that are, first and
foremost, physically challenging. For example, the pupils must find their way around
an unknown natural area in small groups, using only a map and compass to reach a
certain destination, or climbing activities, where they have to support, carry and
secure each other in pairs. To cross a river or moorland with dry feet can be another

exciting challenge for a small group.
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It is crucial to provide situations where the task arouses curiosity. Curiosity for action
and excitement. The experiences should trigger, support and further develop a
positive self-image and personality development. "The theme of expetiential
education is, of course, the improvement of the petsonal situation" (Fischer, 2004,
p- 8, own translation).

In order to involve the pupils better in taking responsibility for the activities, they
should also partly decide what is to be done. For example, at the beginning of the
lesson, they are offered various activities from which they can choose. In “free”
phases, pupils can also decide what they want to try out today without a
predetermined task. However, care is be taken to ensure that no more than two

activities are offered at a time.

Step 3 - Reflection

In the theoretical presentation of experiential education, attention was drawn to the
special importance of reflexive processing of the activities and situations
experienced. This period of reflection is also attributed a decisive importance in this
method. It corresponds to Dilthey's triad process of 'experience - expression -
understanding', which is important for comprehension and cognition, but also to the
phase of 'transfer', 1. e., the transfer and integration of the content of the experiences
into a school subject context.

Figure 1 illustrates the (potential) learning process by turning frequent experiences
into an experience that, in turn, becomes knowledge that can be applied in other
situations. It is therefore important that all action units are connected to or
completed with a period of reflection. This reflection work is mainly initiated and
led by the social worker, but the leisure educationist or other teachers can also
participate.

As a guideline, the content of these reflection periods is accomplished by general
methods of social youth work such as 'analysis of the energy level, 'movement

analysis' or 'writing down thoughts with pen and paper' (Jugendleiterblog, 2018).
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Experience

Processing:

- talk

- story

- illustration

- visualization
- play

- song

Knowledge | —

Understanding/
Pratice

Figure 1: Experience - Expression - Understanding (Zoglowek, 2009)

Step 4 - Subject-specific integration

In addition to this desired stimulation of ego and social competence, the first part
of the reflection phase - and this is the innovative and most important aspect in this
approach - is also meant for the stimulation of subject-specific competence. By being
removed from normal lessons, pupils necessarily miss out on parts of the subject
lessons during their experiential education activities. These curriculum-related
achievements are now included in the experience education approach to assist in the
reintegration of pupils into regular lessons over the long run.

Here, the epistemological unit 'experience - expression - understanding' is applied in
a double way, both intentionally and instrumentally. The pupil can and should
verbalise and express her or his experience in the period of reflection.
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Thus, the experience is understood. If, in the next step, pupils ate able to describe
their activities and experiences in more detail, in keywords or in whole sentences,
the experiences can become a starting point for learning processes within, e. g.,
German lessons. Physical activity and expetience thus do not remain on a physically
or emotionally satisfying level but are taken as a concrete starting point for cognitive-
abstract learning.

The following example illustrates such a procedure. Table 3 shows a simple word-
writing exercise, while Table 4 calls for more complex descriptions, including
individual comments and explanations by the pupils.

This is an example for a German lesson but could also apply to an English lesson.

Table 3: Keyword description of the experienced activities

Review Experiences
Activity Location Devices/Materials Evaluation
Wh did d With what did you d
What did you do? e X you o W a you do How did you like it?
: something? something?

Table 4: Scheme for a more complex description of the experienced activities
Experience arena school

Activity: what, when, where?
Devices/materials:
Evaluation:
Comments/explanation:

Pictures/photos:

In addition to physical, social and emotional moments of experience, all experiential
education activities should offer opportunities for communicative, verbal and
cognitive learning. From the keyword-like description of individual activities to
description of procedures, comments and justifications and the keeping of a weekly
report booklet, which is an inducement in order to compile a good internship report.
When the verbalisations and written descriptions of the experienced activities reach
the level required in Table 4, the pupil can be reintegrated into the regular lessons.

Initial experience
The experiential education project is still in its initial phase. Since no generally
applicable concepts can be used, the teachers must develop their own approaches

and try out their own ideas.
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Experiences in one group cannot be generalized to other groups, or only to a limited
extent. What might be a success for one pupil, might be a failure for another.
Therefore, it is possible to report about experiences in general, but not to generalize
them or even to evaluate them with regard to different perspectives or implications.
Here every pupil stands alone. Given the relatively difficult starting position, the
staff supporting this experiential education project is satisfied with each pupil who
shows positive behavioural changes - and after a certain period of time, the
youngster can be taken back into 'regular teaching', provided these pupils have
achieved a positive attitude towards their work in class.

The short interviews, which were carried out with the social worker, the leisure
educationist and various teachers, show clear improvement in the relationship levels
between the actors. Improved working behaviour in class and a positive change in
social behaviour are reported. Behavioural problems are decreasing in favour of
steady development of the individual personality and self-discovery. The relationship
level in 'normal’ teaching lessons has become more sustainable, along with a decrease
in juvenile delinquency. Pupils can always be reintegrated, even if this is not possible
in all cases.

As in any serious educational and teaching work, each specific pupil is to be regarded
as an individual. Education is an individual process. Whether experiences contribute
to the (self-) education process, (see Holtershinken, as cited in the introduction), can
only be ascertained afterwards or much later. If, however, experiences support a
desire for personal development, then these experiences are of inestimable value in
education and the art of teaching. So, every successful attempt can be seen as
confirmation and encouragement of the experiential education project. Thus, the
short description of an individual case should be used to outline the importance and

correctness of the experiential educational approach.

Case description: Timmy

Timmy registered for grade five in summer 2018. The primary school that had
educated the boy for four years described Timmy's behaviour as follows:

Single mother, father never present. Mother has an alcohol problem; Timmy was
temporarily placed in homes several times after intervention by the Youth Welfare
Office. Timmy shows negative social behaviour, is quick-tempered, massively
disturbs teaching, is unfocused, has a weak learning attitude style, and he is aggressive

and sometimes violent.
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The fifth school year initially was a challenging year for both the pupil and his
teachers. Repeated crisis interventions occurred, and direct institutional care
followed. For Timmy, the first school disciplinary measures were imposed.

Last autumn, the school attempted to influence the boy through
expetiential/outdoor education. Timmy reacted positively to the new physical
challenges. He climbed with motivation, gladly accepted the opportunities for
skating, boarding or archery and quickly developed a positive relationship towards
the social worker and the outdoor educationist. Although he still rejected regular
lessons and the corresponding teachers, the professionally-guided reflective talks
and the resulting growth in personality and strengthening of his self-efficacy led to
slow changes in Timmy’s attitude. In addition, an individual learning assistant helped
to reduce Timmy's resentment towards teaching. The periods of effective learning
in class increased, and crisis interventions by the youth welfare office have not been

necessary for months.
Final reflections

Educational work is always a great challenge, and for all the major achievements that
schools and educational institutions, teachers and educators wotldwide have
accomplished each year, there are no recipes or concepts for successful work. In
principle, successful education and educational formation cannot be planned (see
also Scholz, 1964; Schwiersch, 1995; Schifer, 2011; Holtershinken, 2013); success is
more likely to be determined by the diversity and variety of approaches and methods,
proposals and opportunities. Not to mention the social, political and socio-cultural
conditions that shape the respective educational and teaching concepts. The variety
of teaching and educational approaches also includes experiential education, as it has
been documented in a series of publications. The holistic approach, based on action
and experience, can certainly be ascribed a compensatory component, similar to the
way Kurt Hahn tried to demonstrate the possibilities a hundred years ago in his
experiential therapy approach, how every young person can discover and promote
previously undiscovered abilities in him- or herself (Hahn, 1958; 1998). Working in
the field of experiential education can perhaps do partial justice to the educational
principle of 'equal opportunities for all'. By working with socio-cultural differences

and deficits, we can try to achieve an equal basis for learning,.
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It is evident that the physical challenges can be beneficial in two ways: on the one
hand, it is about overcoming individual blockades; on the other hand, it is also about
relaxation and contemplation. Between these two (emotional) states, we can offer
experiential education activities, so that a feeling of capability and self-efficacy can
be developed. If these experiences can be carefully transferred to other school
situations and developmental challenges, the general educational and learning goals
of schools can be achieved. With its aspirations, this school seems to have taken a
step closer to this objective. And they are thinking ahead.

The future goal is not only to use experiential education as a socio-pedagogical
strategy for difficult pupils, but also to offer these personality and self-image-
promoting activities to all pupils. School should be a place for children and young
people to have many opportunities to develop fundamental attitudes and qualities.
The path via action- and experience-oriented learning seems to be a successful one,

based on previous experience.
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Introduction

For student teachers, it is beneficial to learn about various challenges in their future
job, so they can be better prepared for preventing and treating these. The richest
resources for learning about difficulties or demands related to teaching are their
experienced colleagues. A teacher’s job is public, influential and exposed. Hence, it
is valuable to explore how other relevant participants in the educational system,
students and parents, view the teacher’s role (Dikovi¢ and Plavsi¢, 2019) as well as
the difficulties they face at work. It has been confirmed that students’ perception of
teachers’ behaviour relates largely with their academic engagement and success (e.g.,
De Jong and Westerhof, 2001; Maulana et al., 2011; Maulana, Helms-Lorenz and
van de Grift, 2015). It is thus relevant to find out if students recognise the difficulties
that their teachers face, because they very likely notice how the teachers cope with
these. If students perceive that their teachers cope with difficulties successfully, they
will be more likely to engage in the foreseen learning activities. 1f they perceive their
teachers as lacking effective coping skills, they will be less likely to become actively
involved in the learning activities.

Findings confirm the connection among students’ achievement, parents and
teachers’ relationship and parental attitudes towards school (e.g., Fan and Williams,
2010; Hill and Taylor, 2004; Westergird and Galloway, 2004). Parental satisfaction
or dissatisfaction with school is significantly based on their attitudes about the school
system, and one of the most important single predictors is parents’ perception of the
difficulties related to teaching (Maricic, Saki¢ and Franc, 2009). Therefore, the
importance of parents’ perspective in recognizing the difficulties teachers face may

indirectly influence their children’s school engagement and achievement.

Difficult aspects of a teacher’s work

A teacher’s job is usually considered to be pleasant, satisfying and fulfilling (e.g.,
Skaalvik and Skaalvik, 2015). However, this does not imply that it is easily
implemented. According to the job demands-resources model (Bakker and
Demerouti, 2007), teachers’ health (impairment) and (de)motivation result from
interaction between job-related demands (e.g., mental, emotional, physical etc.) and
resources (e.g., support, autonomy and feedback). Working with children, being a
part of their development, and having the opportunity to learn continuously are

usually seen as benefits or resources in a teachet’s job.
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On the other hand, there are aspects of their work that are recognised as difficult,
even strenuous, and there is a plethora of research confirming this. Generally, if
teachers invest more in working and communicating with students and collaborating
with colleagues than they receive back, they face emotional, psychological and
professional difficulties in their work (Van Horn, Schaufeli and Taris, 2001). Besides
personality-related factors, there are external factors, such as problems with
classroom discipline, time constraints, deficiency of materials and resources, absence
of professional recognition, insufficient support, workload and the variety of
compulsory duties (e.g., Harmsen et al., 2017; Klassen and Chiu, 2010; Prilleltensky,
Neff and Bessell, 2016; Skaalvik and Skaalvik, 2011). Such demanding aspects can
lead to adverse consequences for teachers’ health (e.g., Bartholomew et al., 2014;
Philipp and Schiipbach, 2010) and motivation (e.g., Hakanen, Bakker and Schaufeli,
2000), resulting in poor organisational outcomes including aggravated social
relationships and job attrition (e.g. Harmsen et al., 2018; Skaalvik and Skaalvik,
2011).

Some authors found that teaching behaviour, grouped into domains or types, can be
associated with various levels of difficulty (Kyriakides, Creemers and Antoniou, 2009;
Maulana, Helms-Lorenz and van de Grift, 2015). However, additional evidence is
necessary in identifying more concrete difficulties teachers encounter in their work.
Although many aspects identified as difficult are stressful, with harmful
consequences, not all of them are necessarily like that; they can be viewed as

challenging, hence leading to different ways of solving them.

The Primary and secondary school perspective

Working with children and young people of various ages makes diverse demands on
teacher competences. Besides individual differences among their students, teachers
face developmental differences among children and young people in cognitive,
social, emotional, and physical aspects (Jablansky et al., 2016; Wang et al., 2011).
Although educational outcomes ate cleatly articulated in curricula, there are different
expectations from primary and secondary school. The former is still more distant from
the professional orientation and is seen as necessary basic education that is not too
comprehensive. The latter offers either a more demanding general education as a
preparation for further university education, or a more profession-focused

education.
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There are common difficulties teachers face in both primary and secondary schools,
such as dealing with classroom disruption, lack of student motivation, or adjusting
to student needs. However, specific difficulties in primary and secondary schools
stem from students’ distinct developmental stages. Thus, teaching approaches
should be adjusted according to children’s and young people’s cognitive, emotional,
physical and social maturity level (Wang et al., 2011).

Generally, there is a lack of literature comparing the job difficulties of teachers in
primary and secondary schools. Some findings point to greater work satisfaction
among primary-school teachers (Koludrovi¢, Juki¢ and Reié-Ercegovac, 2009), while
some show that teachers of primary education experience higher levels of stress

compared to teachers in secondary education (Antoniou, Ploumpi and Ntalla, 2013).

Length of teaching experience

When looking at the length of teaching experience, few models can be found that
elaborate the development of a teaching career. Huberman’s model (Huberman,
1989) describes the challenges and attitudes teachers face through three phases:
novice, mid-career and late-career. At the beginning of the novice phase, a teacher’s
main concern is to survive in the newly discovered shocking reality. After that, the
teacher focuses on the task of teaching and less on other duties. Finally, attention
shifts from delivering content to making sure that students learn. The mid-career
phase usually begins with stabilisation, when teachers start to feel confident about
their competences, but become aware of institutional and system constraints. Some
teachers feel it is time for additional contributions, like writing articles, organising
events etc. Mid-career usually ends with reassessment, as teachers reflect on
achievements and failures. They either cope with and solve the difficulties or leave
them unsolved. In their late-career phase, teachers often reach professional serenity,
accepting themselves, handling difficulties with greater ease and supporting younger
colleagues. Approaching retitement, teachers gradually distance themselves from
school, colleagues and students. Some reflect positively on their career, while some
are bitter about it. The model is not linear, and phases are not distinct sequences. It
foresees different lengths, regressions, jumps and plateau effects, as well as various
factors influencing it: personal experiences, the social environment, or organisational
specifics (Huberman, 1989). There is confirmation in the research for this model.
Gavish and Friedman’s (2010) research highlights that there are differences among

novice teachers and teachers who have worked for several years in teaching.
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Novice teachers have deficits: in appreciation and professional recognition from
students, in appreciation and professional recognition from the public, and in a
collaborative and supportive ambience. Beginning teachers are committed to their
jobs, but they are unpleasantly surprised with the heavy workload and the level of
errant student behaviour (Latifoglu, 2016). Teachers with more years of work
experience adapt better to the school environment and working circumstances
(Antoniou, Ploumpi and Ntalla, 2013).

We can conclude that there is abundant research about job satisfaction, as well as
about stress in teaching work, but it is unclear what is considered difficult in a
teacher’s job. Moreover, in the majority of studies, teachers are participants, while
other stakeholders’ perspectives are not taken into account. The purpose of this
research is therefore to recognise what aspects of teachers” work are perceived as
most difficult from the perspective of various stakeholders, and the objectives are as
follows:

1) to explore the most difficult aspects of teachers’ work from the perspective of
students, teachers and parents;

2) to identify potential differences among primary and secondary students, teachers
and parents in assessing the most difficult aspects of teachers’ work; and

3) to examine if teachers’ assessment of the most difficult aspects of their work

depends on the length of their teaching experience.
Method

Procedure and participants

This study formed part of a study related to teacher motivation for learning and
competences for teaching. Questions in this study were created for both scientific
and educational purposes. To fit the purpose, the research design was qualitative and
involved structured interviewing. With the aim of discovering more about the
expectations of students, teachers and parents about teachers, student teachers of
humanities and music were instructed about the selection of participants and
interviewing as a method of data collection. They received course credits for this
task. Their task was to select and interview the following: one student from primary
school (aged 7 through 15), one student from secondary school (aged 15 through
19), one teacher from either primary or secondary school, and one mother and one

father of a primary or secondary school student.
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The total sample included 384 interviewed persons. There were 158 students ranging
from 7 to 18 years (M = 14.40, SD = 3.02), 98 girls and 59 boys. The primary school
subsample numbered 81 students, 7 to 15 years old, and the secondary school
subsample gathered 77 students, 15 to 18 years old. There were 78 teachers included
with an age range from 26 to 77 years (M = 39.43, SD = 10.38), comprising 57
women and 21 men. The sample consisted of both primary school teachers (two-
thirds) and secondary school teachers (one-third). There were 148 parents in the
sample, 29 to 62 years old (M = 42.81, SD = 5.97). Half of them were mothers (n =
72), and half were fathers (n = 76). Parents reported having children in primary (50
percent) and secondary school (50 percent).

Measures

For the first objective, to explore the most difficult aspects of teachers” work from
the perspective of students, teachers and parents, the research variable was explored
with an open-ended question: What is most difficult in teacher’s work? Collected answers
were then categorised, as part of the data analysis in the Results section. For the
second objective, to identify any differences between primary and secondary
students, teachers and parents in assessing the most difficult aspects of teacher’s
work, the research variable was a closed-ended question, depending on the
patticipant: Do you attend primary or secondary school? (for students) / Do you work in
primary or secondary school? (for teachers) / Does your child attend primary or secondary school?
(for parents). For the third objective, to examine if teachers’ assessment of the most
difficult aspects of teacher’s work depends on the length of their teaching
experience, teachers were asked the open-ended question: How long have you been
worked in school as a teacher? Their answers were then grouped according to the length
of their teaching into three categories: 1) up to six years (n = 27); 2) 7 — 14 years (n
= 25); and 3) 15 years and more (n = 26).

Results

The most difficult aspects of teacher’s work

To explore the most difficult aspects of teachers’ work from the perspective of
students, teachers and parents (the first objective), the most difficult aspects of
teacher’s work were listed from the three perspectives. Each participant offered one

answer, and a joint list was made for all of them.
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These answers were distributed into 54 categories, i. e. aspects of teacher’s work; the
separate lists show that students recognised 30 aspects, teachers pointed to 26 and
parents identified 32. The five most frequent answers were ranked for each group.
The joint list narrowed to 8 characteristics, and the rankings according to students,

teachers and parents are shown in Table 1.

Table 1: Frequency of the most difficult aspects of teacher’s work from the perspective of students,
teachers and parents

Rank Students Teachers Parents
a (n =156) n="177) (n=148)
1 to keep discipline (35) to keep discipline (13) to keep discipline (36)
5 to transfer knowledge (29)  to evaluate students’ to transfer knowledge (17)
knowledge realistically (10)
3 problematic children (16) to motivate students (7) to motivate students (15)
4 to motivate students (13) problematic children; to adjust to students (11)

to work with parents (6)

to communicate/relate well  to communicate/relate well problematic children;
5 with students (9) with students (4) to communicate/relate well
with students (8)

Primary and secondary school perspectives

The second objective was to identify differences among primary and secondary
students, teachers and parents in assessing the most difficult aspects of teachet’s
work. Therefore, rankings of the most difficult aspects of teacher’s work were
compared by primary and secondary school. Again, all three perspectives were
analysed. The results appear in Table 2. Altogether, there are 13 aspects listed
because some descriptions have the same frequency. Equal frequency also led to
fewer rankings in the case of teachers in both primary and secondary schools.

The length of teachers’ teaching experience

The third objective was to examine if teachers’ assessment of the most difficult
aspects of teacher’s work depended on the length of their teaching experience.
Accordingly, the rankings for the most difficult aspects of teacher’s work were
compared regarding the length of teachers’ experience. Table 3 lists nine aspects.
Only the first three rankings are shown because the fourth rank has a frequency of

one.
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Table 2: Frequency of the most difficult aspects of teacher’s work by primary and secondary school

Students Teachers Parents
Primary Secondary school Primary Secondary Primary Secondary
Rank school (n=76) school school school school
(n = 80) (n = 45) (n =25 (=172 (n = 65)
to keep to transfer knowledge to keep to evaluate to keep to keep
1 discipline (18) discipline (11) students’ discipline (15) discipline (17)
(22 knowledge
realistically (4)
2 to transfer to keep discipline (13) ~ to motivate to keep discipline; to motivate to transfer
knowledge students (5) problematic students (10) knowledge (7)
11) children.
to motivate
students;
to communicate/
relate well with
students;
to work with
parents;
to adjust to
students;
the beginning of
working at school
)
3 problemati to motivate students problematic to transfer to adjust to
c children ®) children; knowledge (8)  students (6)
) to evaluate
students’
knowledge
realistically;
work with
parents (4)
4 to review problematic children to adjust to problematic
exams (7) ) students (5) children;
to motivate
students (4)
5 to motivate  to communicate/ to be fair (4) to

students (5)

relate well with
students (6)

communicate
/relate well
with students;
to evaluate
students’
knowledge
realistically;
to be fair;

to stay calm
and rational

()
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Table 3. Frequency of the most difficult aspects of teachet’s work regarding teachers’ length of teaching

. 7 — 14 years of 15 and mote yeats of
Up to 6 years of experience . .
Rank (n = 25) experience experience
(n = 25) (n = 26)
to evaluate students’
1 to keep discipline (5) knowledge to keep discipline (5)
realistically (5)
Lo to keep discipline, ,
5 problematic children, to work with parents evaluate students
to motivate students (3) 3) p knowledge realistically (4)
. . problematic children;
to communicate/relate well to motivate students; .
. L to motivate students;
3 with students; the beginning of o )
to work with parents (2) working at school (2) responsibility for students;
to stay calm and rational (2)
Discussion

The most difficult aspects of teacher’s work

The first objective explored the most difficult aspects of teacher’s work from the
three perspectives. Parents identified the greatest range of most difficult aspects (32),
students a slightly shorter list (30), while teachers provided the least variety (26). The
joint list produced eight difficulties (Table 1). The explanation for this overlap is that
all three groups share the experience of being students, so they have shared opinions.
According to the job demands-resources model (Bakker and Demerouti, 2007), all
the concretely listed difficulties can clearly be identified as emotional and mental
constraints.

Parents, teachers and students put keeping discipline at the top. Classroom discipline
implies an encouraging atmosphere for teaching and learning. However, keeping
discipline in school is not easy, and teachers find it both an obstacle and a challenge.
By pursuing successful discipline, teachers can be perceived as competent by
students and parents. Teachers who are more emotionally invested in their students
and show more love for them are also more emotionally engaged in the classroom
(Macuka, Buri¢, and Sliskovi¢, 2017).
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Hence, it is important for efficient teachers to maintain discipline in the classroom.
Lack of discipline in the school context is often a predictor of emotional exhaustion,
and emotional exhaustion and teachers’ feeling correlate with job satisfaction and
further with motivation to leave the teaching profession (Skaalvik and Skaalvik,
2011).

Students and parents assign fransferring knowledge to 2nd place, while teachers do not
rank that in the top five. This clear difference in perspectives can be explained by
the fact that transfer of knowledge is the core job of a teacher; if teachers considered
this the most difficult part, this would be worrying (Babar et al., 2016; Calderhead,
Denicolo, and Day, 2012). However, the second position from the teachers’
perspective is evaluating students’ knowledge realistically. Besides being difficult, grading
is a central ethical dilemma for teachers (Alm and Colnerud, 2015). The difficulty of
evaluating student work raises issues of reliability, validity (Alm and Colnerud, 2015),
objectivity, and sensitivity of a teacher as an assessment instrument.

Teachers and parents locate motivating students in 3rd place, while students place it
slightly lower. Teachers and parents probably share similar challenges in encouraging
children to study school subjects. The students are also aware that their motivation
is low and assign the teacher the job of boosting their interest in the subject (Lamb,
Astuti, and Hadisantosa, 2016; Nilson, 2016). In the context of learning and
teaching, a teacher needs to establish and maintain the “classroom as a learning
community” (Brophy, 2013). Students’ motivation is greater if teachers believe in its
effectiveness (Thoonen et al., 2011).

Students put problematic children in 3rd position, teachers place this 4th and parents
assign this 5th place. The term refers to students whose behaviour negatively
deviates from the expected. Expectations among students, parents and teachers
about appropriate behaviour in school can differ, even within each of these groups.
Some results (Lopes et al., 2004) recommend that teachers' sense of efficacy
moderates as problematic learners become older. Also, educators express the
awareness that problematic learners could benefit with defined individualised
programs.

All three groups rank communicating/ relating well with students in fifth place. Appropriate
definition and articulation of messages, instructions, expectations and
responsibilities is crucial for reduction of misunderstandings. As the main facilitator

of the classroom climate, the teacher is either a positive or a negative model.
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When students communicate with teachers with relational, functional, participatory
ot even sycophancy motives, they employ more effort in the classroom (Myers and
Thotn, 2013).

From the teachers’ perspective one of the most difficult aspects is their work with
parents. 1t is ranked in 4th place. In contrast, students and parents do not mention it
in their top five. As important mediators in the process of schooling, parents
manifest a wide range of attitudes and behaviour that can be either ameliorating or
aggravating for teachers. Some parents can be very involved in various aspects of
their child’s interaction with school, while some are uninvolved. Teachers emphasise
the importance of having parents as partners in the education process with students.
LaRocque and colleagues (2011) argue that parental involvement is influenced by a
range of factors such as comfort level, knowledge, self-confidence and motivation.
On the other hand, teachers should make sure that parents’ participation is familiar
and meaningful. Irresponsible parents and everyday stress at work can contribute to
exhaustion in professional teachers (Macuka, Buri¢, and Sliskovié, 2017).

For parents, the 4th rank comprises teachet’s adjusting fo students. Teachers and
students do not rank this in their top five. Parents realise that children differ in
personality and needs, so they (the parents) must adjust their parenting skills. This
may be why they have some empathy for teachers who must adapt to a broader
range of student diversity. Suldo and colleagues (2009) emphasise that students
perceive teachers to be helpful when they put effort into connecting with them on
the emotional level, employ various and effective teaching methods, encourage
learning achievement, act faitly and justly and nurture a classroom climate where
questions are welcome.

The recognised difficulties of a teachet’s job from all three perspectives can be seen
as risks for teachers’ health and motivation, thus contributing to the demands-

resources model (Bakker and Demerouti, 2007).

Primary and secondary school perspectives

To address the second objective, rankings of the most difficult aspects of a teacher’s
job were compared by primary or secondary school, again, from all three
perspectives (Table 2).

Although keeping discipline was identified as the most difficult aspect of teacher’s
work, students and teachers ranked it slightly higher in primary than in secondary
schools, while the parents’ answers did not differ regarding the type of school.
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This could be related to the evidence that teachers in primary school experience
higher levels of stress (Antoniou, Ploumpi and Ntalla, 2013). It could be that
discipline is more associated with keeping the atmosphere physically calmer, and that
happens more easily in secondary school because young people are physically less
active than children (Trost et al., 2002).

The highly ranked item, #ransferring knowledge, mentioned by students and parents, but
not by teachers, was recognised as more difficult from the secondary school
perspective. In secondary school, the content is more structured, and adolescents
have more questions that interest them, while teachers may find it difficult to answer
or respond to their requests. Teachers in some secondary schools in Croatia are
professionals in their subject and perhaps less often have the pedagogical
competencies that are important for teaching,.

While teachers’ answers suggest it is equally difficult 2 motivate students regardless of
school, students think it is more difficult in secondary school, and parents guess this
to be the case in primary school. Teachers’ point of view is confirmed by research
that shows stability in students’ extrinsic motivation in primary and secondary
schools (Lepper, Corpus and Iyengar, 2005). So, a teachers’ job in creating a
motivational atmosphere is always demanding. On the other hand, the same research
shows that students’ intrinsic motivation decreases with the years of schooling. This
finding is supported by our results (Table 2), where students find motivation to be
a bigger problem in secondary school. Parents may think that it is more difficult to
motivate younger children because their level of sustained attention is lower than in
older children (Betts, 2000).

From the primary school students’ petspective, problematic children seem to be more
of a challenge for teachers than from the perspective of the secondary school
students, probably because their physical activity dominates more than in secondary
schools. From the teachers and parents’ point of view, it is more of a problem in
secondary schools. They may see more cognitive and emotional challenge in
managing attitudinal conflicts with older students than with younger ones. It is also
possible that elementary school teachers are more satistied with their work because
they have chosen it and are better trained, compared to secondary school teachers,
who might have chosen the teaching career as their less preferred option.
Secondary school teachers put realistic knowledge assessment higher than their primary
school colleagues.



M. Plavsié & M. Dikovié: What is most difficult in a teacher's job from the perspective of teachers, students and parents? 43

Secondary school parents recognise this as a difficult aspect of teacher’s work, while
the primary school parents and students at both types of schools do not mention it
in the top five. It is likely that knowledge assessment in secondary schools is
perceived as more of a burden because marks obtained in secondary school are more
related to the greater complexity of learning content (in contrast to elementary
school), the high pressure of the state graduation exam at the end of the final school
year, and a probable wish for enrolling at university.

From all three perspectives, communicating or relating well with students becomes more
difficult in secondary school, since none of the groups from primary school mention
it among the top five. This can be supported by findings that primary school teachers
are more satisfied with their job and have significantly more positive attitudes
towards students than their colleagues in secondary school (Koludrovié, Juki¢ and
Reié¢-Ercegovac, 2009). In adolescence, students have more elaborated attitudes and
they are readier to express and advocate for them, so it can be more demanding for
teachers to communicate with them.

Secondary school parents think it is more difficult for teachers 2 adjust to students
than the primary school parents. Parents have probably noted how challenging it can
be to raise adolescents, so they empathise with secondary school teachers. Teachers’
perspective is similar; only secondary school teachers identify it among the top five
most difficult aspects of their job, while their primary school colleagues do not
mention it.

Secondary school teachers see work with parents as a greater difficulty than do their
primary school colleagues. This can be explained by findings that primary school
parents assess school programmes and teacher quality more positively and see
themselves as more involved in their children’s education compared to secondary
school parents (Kranzeli¢ and Feri¢ Slehan, 2008). Expectations that parents have
from secondary school are higher and related to preparation for either further formal
education or work.

Regardless of school type, only parents consider it as most difficult for a teacher 7
be fair. Parents assume a protective role when their children are in question, so they
expect teachers not to harm the children by treating them unfairly because this could
have a range of unfavourable effects (e.g., Berti, Molinari and Speltini, 2010; Lenzi
et al., 2014). By being unfair, teachers can, in the long run, deprive students of

improved prospects for further education and even careers.
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Only secondary school students’ parents have the opinion that it is difficult for
teachers 7o stay calm and rational. They may be extrapolating from their experience
how difficult it is to cope with their adolescent children’s demanding behaviour.
Only primary school students mention reviewing exams as one of the most difficult
tasks for the teacher. Teachers give written exams more frequently in elementary
than in secondary schools because learning units are smaller, so they notice that
teachers must assess knowledge more frequently.

Only secondary school teachers mention that it is the most difficult aspect of their
work fo begin with it. It could be that secondary school teachers feel greater
responsibility and accountability because they face a more demanding population
and higher expectations to prepare them for either work or further formal education.
The results of the primary and secondary school comparison fill the gap in the

research related to these two educational stages.
The length of teachers’ teaching experience

For the third objective, rankings of the most difficult aspects of teacher’s work were
compared regarding the length of teachers’ experience (Table 3). Only three ranks
are listed. One rationale is that there were fewer teachers than parents and students
in the sample. The other reason is that teachers’ answers are diverse, many of them
appearing only once. This could indicate teachers’ more thoughtful responses,
reflecting their insight into and contemplation of their careers.

Keeping discipline was the most difficult aspect of a teachet’s job from the perspective
of the longest and the shortest teaching experience. For teachers with medium
experience, this was ranked slightly lower. These results confirm the non-linear
change in teachers’ self-efficacy related to classtoom management over the years of
teaching experience: it increases from the beginning and later decreases (Klassen and
Chiu, 2010), although the shift happened almost a decade eatlier in this study.
Teachers with less experience are not that skilled at maintaining discipline (Latifoglu,
2016). They might not have expected it to be part of their job, or they might have
insufficient competences for that. In contrast, teachers with the most experience are
more tired of leading the class, and the lack of discipline is a burden in their work.
From the perspective of teachers with the least teaching experience, the second
position was assigned to motivating students, while this was perceived as slightly less
difficult for their colleagues with more teaching experience.
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This is in line with research showing an increase in teachers’ self-efficacy related to
engaging students across the first 20 years of teaching (e.g., Klassen and Chiu, 2010;
Wolters and Daugherty, 2007). Teaching experience, along with continuous
professional development, helps teachers in motivating students. Teachers with less
experience must find various methods to motivate students for learning, while more
experienced teachers already have a wide repertoire of methods.

Teachers with medium-length experience find realistic evaluation of students’ knowledge
to be the most difficult aspect of their work, while their colleagues with the most
experience in teaching find this somewhat less difficult; meanwhile, their colleagues
with the least experience did not put this item on their list. A similar finding emerged
tor working with parents, as a difficult aspect of teachers” work. For teachers with
medium-length teaching experience, the beginning of working at schoolis one of the most
difficult aspects of a teacher’s job, while others did not mention it. As Huberman
(1989) suggests, teachers in their mid-career years (7—18) often re-evaluate and
question their career related choices. These reassessing processes probably extend
to all aspects of their work, including assessment of students’ knowledge and work
with parents. Those who remain in a teaching career probably reach a period of
serenity in which they feel more self-confident (Huberman, 1989).

For teachers with the least teaching experience, working with problematic children is
slightly more difficult than for teachers with the most teaching experience, while
those with medium experience did not mention it. Similar to the result with
classroom discipline, experience helps in work with problematic children, as well as
further formal, non-formal and informal learning. Some authors suggest that
because of attrition, teachers with more teaching experience report better self-
efficacy related to this topic (Wolters and Daugherty, 2007). Those who give up
teaching careers could be, on average, less competent compared to their colleagues
who remain.

Only teachers with the least experience placed communicating or relating well with students
among the top three most difficult aspects of teacher’s work, while teachers with
more experience did not. This, too, could be the result of improved self-efficacy
with years of experience. Communication competences can be improved in
interaction, so teachers with more experience feel more comfortable in their
communication roles. Gavish and Friedman (2010) support these results with the
finding that novice teachers lack appreciation and professional recognition from

students.



REVIJA ZA ELEMENTARNO IZOBRAZEVANJE

46 JOURNAL OF ELEMENTARY EDUCATION

Only from the perspective of teachers with the most teaching experience are
responsibility for students and staying calm and rational considered to be among the most
difficult aspects of a teacher’s job. Teachers who have had the chance to reflect on
a long period of teaching probably realise that their work is relevant and that they
are responsible not only for the time while they teach, but also for the future. They
have had experience of meeting former students who give them feed-back about
what learning was useful in their life after school. So, after impatience at the
beginning of their career, teachers’ self-confidence increases through evaluation and
feed-back. Huberman (1989) suggests this phase can be recognised as serenity,
although he identified this phase as appearing after almost 20 years of teaching
experience.

The results of this research contribute to Huberman’s model of teachers’ career

development.
Conclusion

Results of this study suggest that there are major commonalities in understanding
the difficulties of a teachers’ job among the most important stakeholders in the
educational system: students, teachers and parents. The fact that all three groups
share the experience of being students probably contributes to the ovetlap.
However, two colliding paradigms can be recognised: one in which all the
responsibility and power lies in the teacher’s hands, and the other in which teachers
are facilitators of mutual processes with shared responsibilities. The former
paradigm can be seen in the aspect of transferring knowledge, whereby in the process
of teaching, teachers are supposed to load products into empty containers. It can
also be viewed from the perspective of kegping discipline, which can read as if teachers
should have obedient followers that are expected to obey students’ demands. The
latter paradigm can be recognised in the items motivating students, communicating or
relating well with them and adjusting to them, because without students’ interest and active
participation in the process, learning and teaching do not take place. However, it is
possible that some participants view fransferring of knowledge and keeping discipline as
participatory processes in which teachers are facilitators that in fact do motivate
students, adjust to them and relate well with them. Hence, the implication of the
results is to alert student teachers to these varying paradigms and encourage them to
identify the advantages and disadvantages.
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Another implication is that clear recognition of teacher’s job demands from the three
perspectives could indicate concrete risks for teachers’ health and motivation,
according to the demands-resources model (Bakker and Demerouti, 2007).

There are some methodological limitations in the present research. The choice to
list only the most difficult aspects makes it difficult to access a more thorough
claboration of what precisely participants meant. Participants mentioned the first
thing that came to their mind. A different research design, such as listing more than
one aspect, or having more time for reflection, could have yielded different answers.
It would be beneficial to explore what students, parents and teachers with different
characteristics, such as academic achievement, view as most difficult in a teachet’s
job. One recommendation for further research would be to explore how teachers,
students and parents perceive teachers’ resources and coping with difficulties. Such
information could serve as useful feedback for teachers to encourage their self-
reflection (Den Brok et al., 2004).
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The goal of this study was to examine the contribution of teachers’ support
and enthusiasm to explaining self-confidence and mathematics anxiety in
primary-school students. The results of the t-test showed that girls and boys
statistically significantly differ only in the perception of confidence variable,
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predictors of student self-confidence, with support also making an
independent contribution to explaining mathematics anxiety.

Vpliv uliteljeve podpore in zavzetosti na u¢encev obcutek tesnobe oz.
samozavesti pri u¢enju matematike

Cilj te raziskave je bil preuciti prispevek uciteljeve podpore in navdusenja pri
razlagi krepitve samozavesti in odprave strahu pred matematiko pri ucencih
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Introduction

Mathematical abilities are extremely important, since they are key to understanding
other scientific disciplines as well as technology and engineering, all of which are
vital for training new and innovative experts (Ker, 2013). Today science and
technology assume the central place in world culture, and in order for any nation to
become competitive, the significance of mathematics in its education system must
not be underestimated (Maliki et al., 2009). Unfortunately, many students at all
education levels nowadays have a negative attitude towards mathematics and fear it,
which can cause serious problems and become an obstacle in their education
(Artemenko et al., 2015; Guita and Tan, 2018; Ma, 2003; Richardson and Suinn,
1972; Stodolsky, 1985; Vidi¢, 2016; Vidi¢ et al., 2020; Wadlington and Wadlington,
2008).

Student confidence in mathematics entails students' belief in their own ability to
learn mathematical content and successfully solve mathematical exercises. Cerbito
(2020) points out the importance of self-confidence in students because it provides
a good predictor of achievement in mathematics. Research indicates that students
with high levels of self-confidence attain higher levels of achievement in
mathematics (Miscevic-Kadijevic, 2015; Hannula et al., 2004), while students who
are not successful in mathematics assess their level of self-confidence and motivation
as lower (Opstad and Arethun, 2019). Moreover, high self-confidence in maths
classes reduces mathematics anxiety (Kvedere, 2014).

Affective factors play a key role in teaching and learning mathematics. One of the
affective factors that has earned special attention from researchers is math-related
anxiety (McLeod, 1992). Mathematics anxiety is one of the common attitudinal and
emotional factors that have received attention in recent years (Baloglu and Kogak,
2006). Many questionnaires aiming to determine attitudes toward mathematics,
among other dimensions, also focus on mathematics anxiety (e.g., Adediwura, 2011;
Fennema and Sherman, 1976; Tapia and Marsh, 2004). It is not rare for students to
suffer from math-related anxiety, which limits their ability to do mathematics and

solve mathematical exercises (Ashcraft and Moore, 2009; Furner, 2017).
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The results of the Programme for International Student Assessment (PISA) of 2012,
in which the principal testing field was mathematical literacy, showed that 59% of
the tested students often worry they will have a hard time in mathematics lessons;
33% reported becoming very tense when they have to do mathematics homework;
31% said they feel helpless when doing a mathematical exercise; and 61% of the
students said they worry about poor grades in mathematics (OECD, 2013). The
consequences of mathematics anxiety listed by researchers often include poor
mathematical achievement, avoidance of maths classes, inability to solve
mathematical problems and feelings of guilt and shame (Burton, 1979; Hendel, 1980;
Richardson and Suinn, 1972; Tobias and Weissbrod, 1980). The scientific literature
offers various definitions of mathematics anxiety. Cemen (1987) has defined
mathematics anxiety as the state of being anxious in response to situations regarding
mathematics that represent a threat to self-respect. Richardson and Suinn (1972, p.
39) stress that “mathematics anxiety involves feelings of tension and anxiety that
interfere with the manipulation of numbers and the solving of mathematical
problems in a wide variety of ordinary life and academic situations”. Spicer (2004,
acc. to Marshall et al., 2017) has provided a simple, graphic definition of mathematics
anxiety, determining it as the emotion that blocks a person's ability to think when
faced with a mathematical problem. Buckley and Ribordy (1982) define mathematics
anxiety as an unthinkable fear of mathematics which can impede a person in the
manipulation of numbers and in solving mathematical problems in various life and
academic situations. Ferguson (1986, acc. to Hlalele, 2012) has identified three
common types of mathematics anxiety: mathematics test anxiety (associated with
anticipating, taking and receiving mathematics tests); numerical anxiety (associated
with number manipulation); and abstraction anxiety (associated with abstract
mathematical content). Mathematics anxiety has no single cause but is the result of
numerous factors, such as belief in the student's competence, learning without
understanding, bad experiences with maths teachers and inappropriate teaching
methods (Greenwood, 1984; Guita and Tan, 2018; Lutovac, 2008; Tariq and
Durrani, 2012; Tobias, 1978). Jackson and Leffingwell (1999) present the results of
their research, according to which the participants associated their mathematics
anxiety with insensitive and careless teachers.
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Moreover, previous tresearch has indicated that support from parents and their
encouragement of children in learning mathematics are both connected with better
achievement in mathematics by the children (Kliman, 2006), and LeFevre et al.
(2002) have shown in their research that exposing children to mathematical topics
at home contributes to better mathematical skills in early childhood. On the other
hand, the research done by Antolin Dresar and Lipovec (2017) has proven that
parent mathematicians are less engaged in the school mathematical activities of their
own children in comparison to parents who are not mathematicians, who are more
involved but sense difficulty in helping their children deal with their obligations in
mathematics. Previous research (Antolin and Lipovec, 2013) has found that, among
parent mathematicians, the work with children does take place; however, it was not
related to school activities. Instead, the activities happened spontaneously, without
planning, during walks, on drives and so on. The support students receive from their
adult carers (parents or teachers) has proven to be extremely important in forming
students' attitudes towards mathematics.

To increase student interest in mathematics, it is important for students to
experience positive emotions connected with mathematical activities (Schiefele,
2009). Each student has the right and should have the opportunity to learn
mathematics with understanding and without fear, wherein the teacher’s role in
securing an encouraging environment and sufficient level of support becomes
especially important.

Teacher support relates to student perception of the teacher as the one who cares
for and helps his/her students (Trickett and Moos, 1973, acc. to Patrick et al., 2007).
Affective and academic support have been recognised as two types of teacher
support (Patrick et al., 2007) sometimes perceived as one unified measure, since they
are inextricably connected (e.g., Wentzel, 1997). On the basis of the studied
literature, Sakiz et al. (2012) emphasize that a supportive teacher cares for and stands
by the students, appreciates and respects them, encourages and listens to them and
has high expectations. A study by Cates and Rhymer (2003) has shown that students
with greater fear of mathematics have a poorer fluency level across all mathematical
operations but do not differ from other students in the accuracy of solving exercises.
Precisely because of such results, the authors emphasise the role of teachers in
providing students with opportunities to strengthen academic skill development
beyond simple acquisition.
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Support from teachers is positively correlated not only with the academic
development of adolescents but also with their emotional and social development
(Dubow et al.,, 1991; Hamre and Pianta, 2005; Roeser et al., 1996). If students
experience constant teacher support, they will be able to establish quality mutual
relationships. The benefits of positive perception of teacher support are reflected in
increased student school engagement, student dedication to academic activities and
a decrease in problematic school behaviour (Garcia-Reid et al., 2015).

Apart from teacher support, teacher enthusiasm is also regarded as a key condition
for efficient instruction and student motivation for learning (Brophy and Good,
1986). Enthusiasm can be considered a complex construct that is hard to explain.
Certain researchers view enthusiasm as a characteristic of teaching in the sense of
motivating and vigorous teaching (Turner et al., 1998), while others perceive it as a
subjective experience of teachers themselves regarding teaching in general and their
particular subject (Long and Hoy, 20006). Collins (1978) has established certain
indicators of high enthusiasm in teachers: varied speech intonation, frequent eye
contact, moving in the course of teaching, different facial expressions, careful choice
of words, use of humour and acceptance of diverse ideas and feelings. Keller et al.
(2016) remark that teacher enthusiasm is studied in the form of displayed enthusiasm
and as experienced enthusiasm. Displayed enthusiasm encompasses interactions
between teachers, nonverbal communication and teaching styles, whereas
expetienced enthusiasm pertains to the teachet's inspiration in the subjects he/she
teaches. Teacher enthusiasm is also often regarded as the ability to inculcate students
with the importance and inner value of learning as well as the value of the content
to be learned (Patrick et al., 2003; Turner et al., 2002). The teacher’s enthusiasm can
be inferred on the basis of his/her behaviour, preparation of teaching matetials and
pronounced interest in the teaching content (Patrick et al., 2003). Lazarides et al.
(2019) stress the existence of theoretical models pronouncing the importance of
teacher enthusiasm in forming student motivation for mathematics, but empirical
research into the connection between enthusiasm and support has been
implemented only in the last ten years (Frenzel et al., 2009; Frenzel et al., 2010;
Kunter et al,, 2013). The applied research has proven that teacher enthusiasm
significantly increases student interest in mathematics, primarily because the
teacher's enthusiasm transfers positive teacher emotions to the students and in such

a way influences their motivation's development.
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A study by Kunter et al. (2008) found that more enthusiastic teachers tend to report
higher quality instructional behaviours. Further research has additionally shown that
teacher enthusiasm is an important predictor of teaching quality, which in turn,
positively influences student success and satisfaction (Kunter et al., 2013). Teachers
with high levels of enthusiasm or intrinsic motivation for teaching positively
influence students and their learning motivation (Brigham et al., 1992; Patrick et al.,
2000). Zealous teachers leave little room for student boredom and misbehaviour;
hence, a positive link between teacher enthusiasm and a disciplined classroom
atmosphere and student motivation can be expected (OECD, 2020). Teachers who
show fervour in their work are ready to develop their skills and educate themselves
professionally; as principal sources of their enthusiasm, they list encounters with
students, a positive atmosphere and work interactions (Wenstrdm et al., 2018).
Moreover, teachers who are filled with zeal transfer it to their students and often
become role models for them (Frenzel et al, 2009). Enthusiasm in students
influences their behaviour, which is positively correlated to their achievement
(Brigham et al, 1992). Therefore, enthusiasm is considered an important
characteristic of efficient teachers (Kunter et al., 2011).

The goal of this research was to examine the contribution of teachers’ support and

enthusiasm to self-confidence and mathematics anxiety in primary-school students.
Methodology

The following research tasks and hypotheses were formed according to the research
goal:

1 to determine the existence of gender differences in students’ perceptions of self-
confidence and mathematics anxiety and teacher support and enthusiasm;

H1: There are no differences in the perceptions of the research variables between
boys and gitls;

2 to determine to which measure the perception of teachers’ support and enthusiasm
contributes in explaining student self-confidence and mathematics anxiety;

H2a: The teacher’s support and enthusiasm significantly contribute to explaining
students’ self-confidence in mathematics;

H2b: The teacher’s support and enthusiasm significantly contribute to explaining

students’ mathematics anxiety.
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Participants and procedure

The research was implemented on an appropriate sample including 290 students
from the second (N = 706), fourth (N = 77), sixth (N = 63) and eighth (N = 74)
grades of a primary school in Zagreb. The average age of the participants was 10.93
years (SD = 2.27). Of the total number of participants, 144 were boys (49.66%) and
146 girls (50.34%). The research was done in May 2019, in school, under the
supervision of the research team members, in 15 grades. Only those students for
whom written parental consent was obtained were allowed to participate (86.31% of
students from the grades involved in the study). The questions were read aloud to
the younger students (2nd grade), and they independently assessed the claims. Older
students needed no such help. Filling out the questionnaire lasted 30 minutes in each
grade. Because lessons in the second and fourth grades are organised as class
teaching, each grade has one teacher who teaches most of the school subjects (N =
8). For older students, lessons are organised as subject teaching, and the participating
students from the seventh grade are taught mathematics by three mathematics

teachers. Of the total number of teachers, 9 were females and 2 males.

The instrument

The instrument consisted of four scales:

Students' confidence in mathematics comprises 10 claims that indicate how self-confident
students are in mathematics. The participants assessed claims such as [ bave a lot of
self-confidence when it comes to mathematics and I am able to solve mathematics problems withont
too much difficnlty, on a five-point Likert scale. The claims were taken from the
questionnaire Attitudes toward Mathematics Inventory, ATMI (Tapia and Marsh,
2004). To verify the fitness of the items, we used Cronbach's Alpha reliability
coefficient, which was calculated for our sample as « = .70.

Students' anxiety in mathematics consists of seven claims taken from the questionnaire
Attitudes toward Mathematics Inventory, ATMI (Tapia & Marsh, 2004). The
following claims were also assessed on a five-point Likert scale: My mind goes blank,
and I am unable to think clearly when working with mathematics, It makes me nervous to even
think abont having to do a mathematics problem. The obtained Cronbach's Alpha reliability
coefficient is o = .86.

Teachers' support - student perspective consists of five claims taken from the questionnaire
(Kunter and Baumert, 2000).
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The participants assessed their agreement with the claims on a five-point Likert scale,
e.g. Our mathematics teacher immediately knows what someone has not understood, Onr
mathematics teacher can easily tell if someone is really sad. The obtained reliability coefficient,
Cronbach's Alpha, is o = .90.

Teachers' enthusiasm — student perspective includes two claims, also assessed on a five-
point scale: Our mathematics teacher is an enthusiastic teacher, Our mathematics teacher seems
to really enjoy teaching (Kunter et al., 2011). The obtained reliability coefficient,
Cronbach's Alpha, is o = .73.

Results and discussion

The first task of this research was to examine how the participants assess the research
variables and to determine potential differences in these evaluations between boys
and girls. Table 1 presents the mean values and the related standard deviations for
all the examined variables and the results of the t-test. The results for each variable
were formed so that the overall sum of the circled answers was divided by the
number of claims, and so the average scale's assessment was obtained. Among the
four assessed variables, the lowest assessment was attributed to the confidence variable,
with this variable also having the lowest standard deviation (M = 1.82; §D = 0.32),
which indicated a low dispersion of results. It is followed by anxiety (M = 2.08; SD
= 1.02) and enthusiasm, as the variable with the highest assessment (M = 4.15; §D =
0.97). In general, the variables pertaining to the teachers are perceived significantly

higher than those regarding the students.

Table 1: Means and standard deviations for all variables by student gender and t-test results

Total Boys Gitls
(N = 290) (N =144 (N = 146) ¢ P
Variable M SD M SD M SD
confidence 1.82 0.32 1.89 0.29 1.76 0.33 3.504 .001
anxiety 2.08 1.02 2.00 1.00 2.16 1.05 -1.366 173
support 3.67 1.20 3.68 123 3.65 1.19 240 .810
enthusiasm 4.15 0.97 4.11 1.09 4.18 0.84 -.614 .539

The results of the t-test show that boys and girls differ significantly only in the
perception of confidence variable, where boys (M = 1.89; §D = 0.29) show somewhat
greater self-confidence than girls (M = 1.76; §D = 0.33) (Table 1).
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The results of the self-confidence assessment are in accord with the results of a meta-
analysis conducted by Hyde et al. (1990), which showed that male subjects had
moderately higher maths self-confidence than female subjects. It should be
emphasized that gender differences in self-confidence were not found in one part of
the related research (Mohd et al., 2011; Yeo et al., 2015). A possible explanation for
the gender differences in the confidence variable could be that the strategies and
methods used in the teaching process were not equally appropriate for boys and
girls. Girls have more self-confidence and enjoy mathematics more when
cooperative work is applied (Boaler, 1997); therefore, more frequent use of
cooperative learning should be planned and used in mathematics classes.

As shown in Table 1, gender differences for the anxiety variable are not statistically
significant. The results are in line with those obtainrd by Al-Shannaq and Leppavirta
(2020) and with the results of research conducted in the Republic of Croatia with
primary school students in grades 5-7, which found no gender differences in
mathematics anxiety (Vizek-Vidovi¢, 1994). The available literature shows that one
part of the research proved gender to have a significant effect on the mathematics
anxiety variable, where female participants have greater evaluations that the males
(Arambasi¢ et al., 2005; Bras Roth et al, 2014; Else-Quest et al., 2010; Ma, 1999).
There is more than one cause of mathematics anxiety, i.e., many different factors
can influence it. One of these is the belief that men are better at maths than women
(Tobias, 1978) and that not only mathematics as a school subject, but also future
careers based on a strong mathematical basis are more appropriate for men than
women (Rapp, 2015, acc. to Forgasz and Markovits, 2018). Hunt (1985) claims to
have found evident differences between men and women in mathematics anxiety
and that women are more afraid of mathematics than men are. Similar claims come
from Devine et al. (2012), who state that girls mostly report higher levels of
mathematics anxiety than boys. Ahmed et al. (2012) have researched mutual
relationships between self-confidence and mathematics anxiety and proved that
higher self-concept leads to decreased anxiety, which in turn, induces higher self-
concept. In line with this result, we could expect that by applying more adequate
strategies and methods, a double benefit would occur, i.e., the increase in student
self-confidence would lessen their anxiety.

The next research task was to examine the contribution of the teacher’s support and
enthusiasm to students’ self-confidence in mathematics. Hierarchical regression

analysis was implemented in two steps to anticipate students’ self-confidence.
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The students’ demographic variables (age and gender) were introduced in the first
step and support and enthusiasm in the second step. Before the implementation of
the regression analysis, the correlations between variables were checked, and it was
established that all are moderate but significant, with 1% risk. Therefore, all the
variables are fit for the regression analysis, as it only separates those factors with
independent anticipation contribution. All the elements that need to be satisfied in
order to conduct the regression analysis were thus checked. The results show that
although all the variables are not normally distributed, the distributions are not
bimodal nor U distributions and are mostly asymmetrically shaped. Furthermore,
the unexplained part of the criterion variance (residuals) is distributed normally. The
Durbin-Watson test is close to 2 (1.771), i.e., it does not indicate the existence of
multicollinearity, and the same is confirmed with VIF factors smaller than 4 (in a
range from 1.000 to 2.999).

Table 2 presents the results of the regression analysis regarding the regression
coefficient of R = 0.541, i.e., 29.2% of the explained self-confidence variance based

on the introduced predictors.

Table 2: Contribution of support and enthusiasm in explaining student self-confidence in mathematics

AR? 8 ¢ p
1
gender -.209 -3.910 .001
grade (age) -374 -6.992 .000
R = 0.43; R2= 0.18; Adjusted R2= 0.18; AF(2/287) = 31.61; p < 0.001
2 A1
support 353 4.087 .000
enthusiasm 157 2.431 016

R = 0.54; R2= 0.29; Adjusted R2 = 0.28; AF(2/285) = 22.49; p < 0.001
R — multiple coefficients of correlation; R?- multiple coefficients of determination; AR? - change in the
coefficient of multiple determination; * p < 0.05; ** p < 0.01.

In the first step, the demographic factors explain 18.1% of the students’ self-
confidence variance, where both predictors are significant, with age, i.e., grade, as
the more significant predictor (§ = -.374; # = -6.992; p < 0.01).
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Correlation analyses show that self-confidence decreases with age (r = -0.37; N =
290; p < 0.01), and the testing of differences reveals greater self-confidence in boys
than in girls (# = 3.50; df = 288; p < 0.01). Additional analyses indicate that the grade
(age) explains 13.8% and gender 4.3% of the self-confidence variance. Support and
enthusiasm were introduced into the analysis at the second step, and so the
percentage of the explained self-confidence variable is 11.1% higher and is now
29.2% (R = 0.541). The increase in the explained variance percentage is statistically
significant (FF = 22.492; p < 0.001). Support is a more significant predictor (§ = .353;
t= 4.087; p < 0.01) than enthusiasm (§ = .157; # = 2.431; p < 0.02); however, both
variables have a statistically significant independent contribution to student self-
confidence.

Supportt (r= 0.49; N = 290; p < 0.01) and enthusiasm (r = 0.39; N = 290; p < 0.01)
are positively correlated with self-confidence, i.e., the students’ self-confidence
grows with an increase in support and enthusiasm. Additional analyses show that
with this step, the portion of the variance explained by the variables from the first
step of the regression analysis decreases; here support thus explains 17.2% and
enthusiasm 6.2% of the self-confidence variance. In line with the set hypothesis,
teachers' support and enthusiasm were proven to be predictors of student self-
confidence.

Such a result could have been foreseen because empathic and positive teachers
nurture self-confidence in their students by trying to understand them, providing
them with help when needed and believing in the possibility of progtress for each
student. Klem and Connell (2004) have determined that teacher support does not
have an equal effect on younger and older students: low teacher support has a more
negative effect on younger students, while older students have more benefits from
high levels of teacher support. Therefore, it would be advisable to pay special
attention to providing adequate support to students during the early years of
schooling.

The implemented hierarchical regression analysis examined the contribution of the
demographic variables and the teachers’ support and enthusiasm to anticipating
mathematics anxiety in two basic steps. The students’ demographic variables were
introduced (age and gender) in the first step and teacher support and enthusiasm in
the second. Before the regression analysis was conducted, the correlations between
the variables were checked, and it was determined that all the correlations were

moderate but significant, with 1% risk.
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Not all the variables are distributed normally, but the distributions are neither
bimodal nor U distributions and are mostly symmetrically shaped. Furthermore, the
unexplained part of the criterion variance (residuals) is distributed normally. The
Durbin-Watson test was close to 2 (1.720), i.e., it does not indicate the existence of
multicollinearity, and the same is verified by the VIF factors lower than 4 (in range
from 1.000 to 2.994).

Table 3 presents the results of the regression analysis regarding the regression
coefficient of R = 0.547, i.e., about 29.9% of the explained mathematics anxiety

variance based on the introduced predictors.

Table 3: Contribution of support and enthusiasm in explaining mathematics anxiety

AR? B8 t P
1
gender .09 1.73 .084
grade (age) 48 9.23 .000
R = 0.484; R2 = 0.235; Adjusted R2 = 0.229; AF(2/286) = 43.830; p < 0.001
2 .064+*
support -29 -3.35 .001
enthusiasm =10 -1.60 11

R = 0.547; R2 = 0.299; Adjusted R2 = 0.290; AF(2/284) = 13.146; p < 0.001
R — coefficient of multiple cotrelation; R2- coefficient of multiple determination; AR? - change in the
coefficient of multiple determination; * p < 0.05; ** p < 0.01.

The first regression analysis step shows that demographic factors explain 23.5% of
mathematics anxiety variance, while only grade (age) is a statistically significant,
independent predictor (5 = .478; # = 9.233; p < 0.01). Correlational analyses indicate
that mathematics anxiety increases with age (= 0.48; N = 289; p < 0.01). Additional
analyses show that the grade explains 22.7% of mathematics anxiety variance.
Support and enthusiasm were introduced into the analysis at the second step,
increasing the percentage of the explained self-confidence variance by 6.4%, which
is now 29.9% (R = 0.547). The rise of the explained variance percentage is
statistically significant (FF = 13.146; p < 0.001). Support is a statistically significant
predictor (6 = -.288; ¢+ = -3.346; p < 0.01), while enthusiasm has no independent
contribution to explaining the fear of mathematics (5 = -.103; # = 1.599; p > 0.05).
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Support (r=-0.52; N = 289; p < 0.01) and enthusiasm (» = -0.38; N = 289; » < 0.01)
are negatively correlated to mathematics anxiety, i.e., the fear of mathematics
decreases with an increase in support and enthusiasm. Additional analyses show that
this step decreases the portion of the variance explained by the variables from the
tirst step of the regression analysis, where support explains 14.9% and enthusiasm
3.9% of mathematics anxiety variance.

It is not surprising that mathematics fear increases with age. Students who struggle
with mathematics eatly in school normally develop an aversion towards the subject
(Mathai, 2014, p. 189, acc. to Davadas and Lay, 2020). Over the course of time,
students are likely to have had negative experiences in maths classes, so we can
assume that precise, timely support from the teacher could have eased their fear.
According to the students' assessments, younger students receive more support than
older students (Klem and Connell, 2004), and the level of support should not
decrease if we consider the results of this study. By researching the attitude towards
mathematics in Romanian students (10/11 to 14/15 years old, N = 337), Marchis
(2011) concluded that the most significant factor was the teacher: the teacher's
attitude towards mathematics and the amount of self-confidence and support
he/she provides for the students influence their attitudes toward mathematics. The
tindings from a study by Katz et al. (2009) in two Israeli schools suggest that when
it comes to their pronounced needs, students at different levels can perceive various
tiers of teacher support and that teacher support could be more important for
students who express a higher needs level. The fear of mathematics can be lessened
by providing efficient support, but it needs to be provided in due time, continuously
and with undiminished intensity.

Conclusions

In this study we aimed to examine the contribution of teachers’ support and
enthusiasm to explaining self-confidence and mathematics anxiety in primary-school
students. According to our results, we can infer that the variables regarding students
(confidence and anxiety) are given lower evaluations than those pertaining to the
teachers (support and enthusiasm). Teacher support has proven to be a statistically
significant predictor of students’ self-confidence and mathematics anxiety, whereas
enthusiasm makes an independent contribution to explaining student self-

confidence.
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The findings of this study show the importance of teachers in the students’
perception of mathematics self-confidence and fear of mathematics. In designing
the programme for teacher education and programmes of permanent education, the
role of teacher support in realising the planned learning outcomes should be taken
into consideration, not only academic outcomes but also social ones. The results
could, furthermore, represent a starting point for future research to explore
additional variables as well (besides teacher support and enthusiasm), in order to

tinally create a more incentivised educational environment for all students.
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Uvod

Inkluzija in inkluzivnost kot vrednotna mnaravnanost sta znotraj vzgojno-
izobrazevalnega sistema temeljno vodilo in vse bolj tudi kriterij presoje ustreznosti
razlicnih sistemskih odzivov na Solanje otrok s posebnimi potrebami in drugih
pogosto izkljucenih skupin ucencev (Audrin, 2015; Florian, 2014, 2015; Lesar, 2019;
Thomas, 2013). Ce je sprva pojem inkluzija zgolj nadomeséal pojem integracija,
postaja danes distinkcija med obema pojmoma vse bolj razvidna. Haug (2017) razlike
med pojmoma opredeli skozi prizmo praks vkljucevanja oseb s posebnimi potrebami
v vecinske Sole v treh fazah, ki jih lahko prepoznamo tudi v slovenskem Solskem
sistemu. Podobno kot v nekaterih drugih evropskih drzavah so se v Sloveniji vedji
poskusi vkljucitve otrok s posebnimi potrebami v vecinske Sole in t. im. prva faza
inkluzije po Haug (prav tam), zaceli ob koncu 20. stoletja. Vodilo vkljuc¢evanja je bilo
prepricanje, da bo fizi¢na vkljucitev ucenca sama po sebi imela pozitivne ucinke.
Vendar se je v tujini Zze v sedemdesetih letih prejSnjega stoletja izkazalo, da
sprememba lokacije izobrazevanja ne odpravi segregacije, marginalizacije in
diskriminacije ucencev, podobne kritike pa so bile izpostavljene tudi v Sloveniji
(Lesar, 2009). Haug (2017) drugo fazo razvoja inkluzije opredeli v smislu ozje
naravnanosti ukrepov vkljucevanja na sam pedagoski proces. V Sloveniji lahko
taksno razumevanje inkluzije zaznamo predvsem v letth po sprejetju Zakona o
usmerjanju oseb s posebnimi potrebami (ZOUPP-1, 2011) leta 2000, ki je kljub nekaterim
spremembam, aktualen $e danes. Ucenci s posebnimi potrebami naj bi postali bolj
polnopravni clani oddelkov in $ole s tem, ko imajo dostop do prilagojenih
programov, diferencirane in individualizirane podpore ter prilagojenega ocenjevanja.
Posledi¢no se v izobrazevalnih ustanovah pojavi potreba po vec¢jem Stevilu kadra s
specialno-pedagosko izobrazbo, ti kadri pa nosijo tudi vse vedji delez odgovornosti
za uspeh in vkljucenost ucencev (Ermenc, Jeznik in Mazgon, 2019). Zadnja, tretja
faza oz. SirSe razumevanje inkluzije po Haug (2017) pa v ospredje postavi
prepricanje, da mora Sola sprejeti raznolikost kot temeljno pozitivno izhodisce
svojega delovanja, inkluzija pa ni vezana zgolj na ucence s posebnimi potrebami,
temvec je namenjena vsem (pogosto izklju¢enim) ucencem. Z drugimi besedami, gre
za premik od specialno-pedagoskega razumevanja procesov vklju¢evanja k obce-
pedagoskemu (Florian, 2015; Ermenc, Jeznik in Mazgon, 2019; Lesar, 2009, 2019).
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V okviru tako Siroke zasnove razumevanja inkluzije bo v prispevku predstavljena
studija primera prakse dodatne pomocdi in podpore ucencem, ki niso imeli statusa
ucenca s posebnimi potrebami, pa so na Solah presodili, da za vec¢jo vkljucenost
potrebujejo nekaj dodatne spodbude, usmerjene pomoci in podpore. Slednje ni bilo
usmerjeno le v dodatno strokovno pomoc¢ ucencu v primeru uc¢nih tezav, ampak
§irse, upostevajo¢ tudi posameznikovo izvorno druzinsko okolje in splo$no socialno
vkljucenost. V nadaljevanju predstavljeni $tudiji primera je dodatno podporo in
pomoc¢ devetim ucencem nudila skupina devetih mobilnih specialno rehabilitacijskih
pedagogov (v nadaljevanju SRP), ki so sodelovali v projektu Evropskega socialnega
sklada Mrega strokovnib instituciy za podporo otrokom s posebnimi potrebami in njibovim
druginam (2017-2020). Slo je za projekt, ki se je izvajal v okviru prednostne osi
Socialna vklucenost in manjsevanje tveganja revsiine in prednostne nalozbe Aktivno
vkljucevange, tndi za spodbujanje enakih moZnosti in aktivne udelegbe ter povecanje aposijivosts.
Namenjen je bil razvoju oz. nadgradnji in izvajanju preventivnih programov v
strokovnih centrih za celostno obravnavo otrok in mladostnikov. Od leta 2021 je bil
omenjeni projekt nadgrajen skozi oblikovanje trinajstih Strokovnih centrov za
otroke in mladostnike s posebnimi potrebami.

Temeljni namen $tudije lahko opredelimo skozi dva cilja. Kot prvo nas je zanimalo,
kako v projekt vklju¢eni mobilni SRP razumejo inkluzijo in na kaksen nacin se le-ta
po njihovi oceni udejanja v praski. Dolga tradicija locenega solanja oseb s posebnimi
potrebami in lo¢enega izobrazevanja pedagoskih delaveev rezultira v pogosto loceni
obravnavi tako ali drugace izklju¢enih uéencev v vedinski $oli. Sirse razumevanje
inkluzije pa odgovornost za vkljuenost prenasa na vse partnerje vzgojno-
izobrazevalnega procesa (Gregor¢i¢ Mrvar idr., 2020), zato je pomembno tako
poznavanje razlicnih predstav o tem, kaj posameznim strokovnim delavecem pomeni
inkluzija, kot tudi oblikovanje bolj inkluzivno naravnanih strategij dela z ucenci. Kot
drugo nas je tako zanimalo morebitno prekrivanje projektnega modela z Ze
uveljavljenimi sistemskimi ukrepi v Solah (predvsem z dodatno strokovno pomocjo

in petstopenjskim modelom uc¢ne pomoci za ucence z uénimi tezavami).
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Prepricanja in staliS¢a pedagoskih delavcev o inkluziji

Uresnicevanje nacel inkluzije v pedagoski praksi ni enostaven proces, avtorji
razlicnih raziskav pa ugotavljajo, da poleg zagotavljanja sistemskih moznosti za
inkluzijo, na uspesnost procesa vplivajo tudi prepricanja in staliSéa pedagoskih
delavcev (Kobal Grum, 2018; Lesar, Majcen in Podlesek, 2020; Schmidt in
Vrhovnik, 2017, Stemberger in Riccarda Kiswarday, 2018). Raziskave, ki se ukvarjajo
s proucevanjem stalis¢ in pogledov razliénih pedagoskih delavcev o inkluziji, so
usmerjene na proucevanje dolocene ciljne skupine, npr. Studentov pedagogike in
andragogike (Mazgon, Jeznik in Skubic Ermenc, 2018), pa tudi na primetjave stalis¢
med razlicnimi pedagoskimi delavei, npr. med vzgojiteljicami in ucitelji (npr.
Stembeher in Riccarda Kiswarday, 2018) ter tudi na odnos pedagoskih delavcev do
specifi¢nih skupin oseb s posebnimi potrebami (Kuronja, Cagran in Schmidt, 2019).
Manj pa je raziskav, v katerth bi bile preucevane razlike med specialno-
rehabilitacijskimi pedagogi in ostalimi pedagoskimi delavci. Izpostavimo lahko
ugotovitve raziskave (Jeznik in Kotnik, 2018), kjer so bili primerjani pogledi
specialno-rehabilitacijskih pedagogov, mentorjev in prostovoljcev, ki so se udelezili
Mednarodnega festivala Igraj se 3 mano. Gre za festival, ki si Ze desetletja pod organizacijo
Centra Janeza Levea v Ljubljani in Drustva za kulturo inkluzije prizadeva za izvedbo
stevilnih aktivnosti, odprtih za vse, ne glede na razlicnost. Ceprav je slo za raziskavo,
ki je bila vezana na proucevanje specificnega konteksta inkluzivno naravnanega
dogodka, so nakazane ugotovitve zaskrbljujoce. Izkazalo se je, da so predstavniki
drustev in nevladnih organizacij v povprecju bolj naklonjeni inkluziji kot zaposleni
v splosnih in specializiranih vzgojno-izobrazevalnih ustanovah. Hkrati pa se prav
slednji ocenjujejo kot najbolje usposobljeni za spodbujanje inkluzivne skupnosti.
Kot je izpostavljeno v raziskavi, to uttjuje prepric¢anje, da je zagotavljanje inkluzije
znotraj vzgojno-izobrazevalnih ustanov predvsem v domeni specialne in
rehabilitacijske pedagogike in ne vrednota celotne skupnosti, vrednota na sebi, kot
to predpostavlja 8irsi pogled na inkluzijo. Z drugimi besedami, vzpostavlja se
vprasanje, ali gre pri tem za dominacijo specialno-pedagoskega diskurza o inkluziji,

ki pa ga lahko razumemo v ludi oZjega razumevanja inkluzije (Haug, 2017).
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Dodatna strokovna pomoc in petstopenjski model pomocdi u¢encem z ué¢nimi

teZavami

Poleg prepricanj pedagoskih delavcev pa je pomemben temelj uresnicevanja inkluzije
tudi omogocanje dolocenih ukrepov in prilagoditev na sistemski ravni. V
nadaljevanju izpostavljamo dve, v nasem prostoru dobro uveljavljeni strategiji,
pravico ucencev s posebnimi potrebami do dodatne strokovne pomodi (v
nadaljevanju DSP) in petstopenjski model pomoci u¢encem z ué¢nimi tezavami.
DSP je pravica otrok in mladostnikov, ki imajo izdano odlo¢bo o usmeritvi v
izobrazevalni program s prilagojenim izvajanjem in dodatno strokovno pomocjo
(ZOUPP-1, 2011). Delez ucencev, ki imajo v Sloveniji odlocbo o usmeritvi v
dolocen izobrazevalni program, je primerljiv z ostalimi evropskimi drzavami in se v
zadnjih letih ustavlja okoli 8 % celotne populacije Soloobveznih otrok. Okoli 2 %
populacije se $ola v specializiranih vzgojno izobrazevalnih ustanovah, okoli 6 %
populacije pa je vkljucenih v obicajne Sole (Statistika in analize ..., 2020). DSP je
znotraj veljavnega sistema vzgoje in izobrazevanja organizirana na dva nacina: kot
dodatna strokovna pomoc, ki jo izvaja mobilna specialno rehabilitacijska sluzba kot
del pomodi, ki jo obicajnim Solam nudijo specializirane vzgojno izobrazevane
ustanove, ali pa so izvajalci DSP zaposleni na mati¢nih Solah ucencev s posebnimi
potrebami.

Leta 2016 je bila opravljena evalvacija razliénih oblik dodatne strokovne pomodi, ki
je otrokom dodeljena v skladu z veljavno zakonodajo (Vr$nik PerSe idr., 2010).
Raziskava je med drugim pokazala pomemben pozitiven ucinek DSP na akademske
dosezke, manj uc¢inka pa naj bi imel DSP na socialno vkljucevanje ucencev, kar
avtorje porocila vodi k predlogu, da se okrepi tudi druge vrste strokovne pomoci za
otroke, hkrati pa se premisli in spremeni obstojece prakse.

Manjse spremembe na podrocju dela z ucenci so bile uvedene Ze po letu 2008, ko je
bil v okviru projekta Strokovne podiage za nadaljuji ragvoj in nresnicevanje Koncepta dela
“Utne tegave v osnovni Soli” (Magajna, Cadinovi¢ Vogrinci¢, Kavkler, Pecjak in Bregar-
Golobic, 2008) predstavljen tako imenovan petstopenjski model u¢ne pomoci oz.
kontinuum pomoci ucencem z uénimi tezavami, izjava o uresnicevanju zastavljenih
korakov pa je od leta 2015 sestavni del dokumentacije ob vlozitvi zahtevka za
usmerjanje posameznika kot osebe s posebnimi potrebami v dolocen izobrazevalni

program.
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Prva stopnja pomoci je pomoc¢ ucitelja, ki s pomocjo notranje diferenciacije in ob
upostevanju nacel individualizacije izpelje ¢im ve¢ ukrepov, s katerimi se zmanjsajo
ali pa odpravijo ucne tezave posameznega ucenca. Na tej stopnji pomoci se pomo¢
nanasa tudi na pomoc ucencu v okviru dopolnilnega pouka ter v okviru podaljsanega
bivanja (Magajna idr., 2008). Ce pri tem ucitelj ni uspesen oz. ée uéitelj presodi, da
potrebuje ob tem pomo¢, se mu pri naslednjem koraku pridruzi Solska svetovalna
sluzba. Naloga $olske svetovalne sluzbe je v tej fazi trojna. Slo naj bi hkrati za
opazovanje ucenca in svetovanje starSem oz. skrbnikom ucenca, kot tudi za pomoc
in svetovanje uéitelju (prav tam, Cacinovi¢ Vogrinéi¢, 2009). Pri tretjem koraku gre
za nudenje skupinske ali individualne u¢ne pomoci u¢encu, po potrebi pa se opravijo
tudi dodatni diagnosti¢ni postopki. Ce tudi to ni dovolj, naj bi se v ¢etrtem koraku
vkljucilo svetovanje zunanje ustanove, katerih mreza je pogosto vezana le na vecja
mestna sredi$c¢a. Peti korak pomeni uvedbo postopka usmerjanja v skladu z veljavno
zakonodajo (ZOUPP-1, 2011).

Metodologija

Studija primera: modificirana izvedba DSP

Kljub izpostavljenim sistemskim resitvam ne moremo zakljuditi, da smo v Sloveniji
optimalno uspesni pti uresnicevanju nacel inkluzije v pedagoski praksi. Irena Lesar
(2018, str. 125) strne nekatere dokaze, da je na$ Solski prostor ob obstojecih
sistemskih re$itvah prezet s specialno-pedagosko paradigmo: izhajanje iz
individualisti¢cne perspektive, ki predpostavlja prilagoditev posameznika skupnosti,
v katero je vkljucen; medicinska obravnava posameznika s posebnimi potrebami
vodi v iskanje resitev na ravni telesa in ne Sir$e; oblike pomoci se oblikujejo glede na
medicinske diagnoze in ne na osnovi razmisleka o tem, kje in kako se oseba najbolje
uci; DSP se izvaja po sistemu »pull out« izven razreda, poucevalna praksa ucitelja pa
ostaja nespremenjena idr.

Nekatera izpostavljena spoznanja, ki o(ne)mogocajo uresnicevanje inkluzije v praksi,
so botrovala k oblikovanju aktivnosti v okviru projekta Evropskega socialnega
sklada Mrega strokovnib institucij za podporo otrokom s posebnimi potrebami in njibovim
druFinam. Sirsa ideja projekta je bila povezana z realizacijo dela predlogov Bele knjige
(2011), ki je predvidela ustanovitev mreze strokovnih in podpornih centrov ter

referenc¢nih vrtcev in Sol.
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Strokovni centri naj bi predstavljali sredis¢a visoko kompetentnih strokovnjakov, ki
lahko z inovativnimi reSitvami, strategijami in metodami dela nudijo ustrezno
podporo otrokom in mladostnikom, njihovim druzinam, vrtcem in $olam ter drugim
ustanovam, ki delajo z otroki s posebnimi potrebami. Centri naj bi bili tudi
povezovalne ustanove med zdravstvom, socialno, vzgojno-izobrazevalnim
sistemom in druzino. Tako naj bi omogocili in dopolnili obstojece oblike pomodi,
nujne za posameznikov optimalen razvoj in socialno vkljuc¢enost. Deloma se
podobna ideja verjetno o uresnicuje tudi skozi novoustanovljene Centre za 3godnjo
obravnavo, ki so skladno z Zakonom o celostni 2godnji obravnavi predsolskib otrok s posebnimi
potrebami (ZOPOPP) (2017) prevzeli vodenje postopka usmerjanja otrok na ravni
predsolske vzgoje, uspesnost delovanja centrov pa bo razvidna po opravljenih
evalvacijah uresnic¢evanja zastavljenih ciljev v praksi.
Ena od aktivnosti omenjenega projekta je bila namenjena podpori u¢encem, ki (Se)
niso imeli odlo¢be o usmeritvi v doloc¢en izobrazevalni program, pa so na $olah
prepoznali, da bi jim pomo¢ mobilnega SRP koristila. Osnovna ideja je bila, da se za
ucence razvije strategije pomoci, ki ne bi bile usmerjene le v dodatno strokovno
pomoc¢ ucencu v primeru ucnih tezav ali posebnih potreb, ampak $irSe, upostevajoc¢
tudi posameznikovo izvorno okolje (pomoc¢ starSem oz. skrbnikom otroka) in
splosno socialno vkljucenost. V nadaljevanju bomo odgovorili na dva vprasanja:
- Kako v projekt vkljuc¢eni mobilni SRP razumejo inkluzijo in na kak$en nacin
se le-ta po njihovi oceni udejanja v praski?
- Ali in na kaksen nacin se pomoc in podpora ucencem znotraj projekta
prekriva z uveljavljenimi sistemskimi resitvami (DSP in petstopenjski model

pomoci ucencem z ucnimi tezavami)?

Opis proucevane populacije

V studijo primera je bilo vkljucenih 9 ucencev in 9 mobilnih SRP, ki so v Solskem
letu 2017/18 svojo osnovno delovno obveznost dopolnjevali z urami zgoraj
predstavljenega projekta. Vsi mobilni SRP so imeli zahtevano univerzitetno
izobrazbo za delovno mesto. Povabljeni so bili tako izvajalci na zacetku delovne poti
kot tisti, ki imajo ve¢ izkuSenj. V ¢asu raziskave so sodelovali z eno ali z dvema
solama, med katerimi je bila ena velika primestna Sola z nad 1000 ucenci, ve¢inoma
pa je §lo za srednje velike mestne Sole. Samoocena kakovosti sodelovanja mobilnih
SRP s solami, ki smo jo izmerili v sklopu nase raziskave, je bila visoka.
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Na lestvici od 1 (Zelo neunspesno) do 10 (Zelo uspesno) nihée ni izbral ocene pod 8, pet
ocen se je gibalo med 9 in 10, stirje pa so izbrali oceno 8.

Ucence opisujemo na osnovi odgovorov, ki so jih o njih podali mobilni SRP.
Ugotovili smo, da je en SRP ucenca za sodelovanje v projektu izbral sam, enega je
izbralo vodstvo $ole, dva $olska svetovalna sluzba (v nadaljevanju SSS), ostalih pet
ucencev pa je bilo izbranih ob sodelovanju mobilnega SRP, uciteljev, SSS ter starsev.
V vecini primerov je §lo za ucence prve triade osnovne Sole. Trije so bili v ¢asu
trajanja raziskave stari 7 let in so obiskovali 2. razred, trije so bili stari 8 let in so
obiskovali 3. razred, en ucenec je bil star 10 let in je obiskoval 5. razred, dva ucenca
pa sta obiskovala tretjo triado, en 7. in en 8. razred.

Med trditvami, povezanimi z ucenci, so mobilni SRP $tirikrat izbrali izjavo, da uéenec
nima taksnih tegav, da bi ga zaradi tega bilo potrebno usmeriti kot ulenca s posebnimi potrebami.
Po dvakrat sta bili izbrani izjavi: uéence bi po moji oceni moral biti v postopkn usmerjanja,
vendar postopek do sedaj ni bil sprogen in ucenec bi po moji oceni moral biti usmerjen, a kljub
svetovanju starsem ali skrbnikom, da vioZijo vlogo za usmerjange, postopek ni bil pricet. Enkrat
je bila izbrana izjava, da je bil otrok usmerjan na predhodni stopnji izobragevanja, nikoli pa,
da je ulenec v postopkn usmerjanja.

Pri opredelitvi prvih opazanj pri izbranem ucencu (vprasanje se je glasilo: Opisite vasa
prva opaganja o ulencu_ki) je vecina mobilnih SRP izpostavila ve¢ stvari. Le en zaradi
nepoznavanja ucenca ni opredelil nicesar. V Sestih primerih so med drugim
izpostavljene #ne tefave, le v enem primeru je eksplicitno navedeno, da je izbran
ucenec #no uspesen. V treh primerih je izpostavljena ustregna socialna vkljuienost uéenca,
v dveh primerih pa so izpostavljene tudi vedenjske ftegave. V treh primerih je
izpostavljeno neugodno socialno ekonomsko izvorno okolje otroka.

Mobilni SRP so opredeljevali tudi poglavitne tezave ucencev. Vprasanje se je glasilo:
Ce bi imel_a wienec_ka odlocbo o usmeritvi, bi verjetno bile njegove_njene poglavitne tegave
povezane s podrojem (ognalite labko ve odgovorov): a) vedenja; b) doseganja standardov nanjay
¢) vkljucenosti v ragred kot skupnosti (sprejetost med vrstniki); d) druginske skrbi (anematjen
otrok); e) vkljucenosti v razgred (tih, nemotel; neviden, spregledan otrok); f) Drugo.

Pet vprasanih je izbralo odgovor fegave na podrodju doseganja standardov nanja, trije so
izbrali odgovor druginske skrbi (zanemarjen ofrok), dva odgovor vedenje, dva vkljucenost
v ragred kot skupnost (sprejetost med vrstniki) in en drugo (Ni opagiti, da bi potrebovala
usmeritev, le dopolnilni pounk; Neverbalne specifitne uine tezave). Enkrat je bil izbran odgovor
vkljutenost v razred (tib, nemotel; neviden, spregledan otrok).
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Kot glavni kriterij izbire ucenca (vprasanje se je glasilo: Opisite glavne kriterije, ki ste jim
sledili pri izbiri ucenca_fe, ki ste ga povabili & sodelovanju v projek?) je bilo trikrat navedeno,
da naj bi $lo za ucenca, ki nima odloche in da je mozno dobro sodelovanje s starsi. Ostali
kriteriji so bili Se dobro sodelovanje 3 razrednicarko, otrok iz nespodbudnega okolja, presolan

otrok in uienec proe triade.

Zbiranje in obdelava podatkoy

Na uvodnem srecanju junija 2017 so bila v projektu sodelujo¢im mobilnim SRP
predstavljena osnovna izhodisca raziskave s povabilom, da na $olah, s katerimi sicer
sodelujejo, izvedejo poizvedbo o tem, katere ucence bi bilo smiselno povabiti v
sodelovanje v raziskavi in pred realizacijo pridobijo tudi soglasja vkljucenih oz.
njihovih starsev, skrbnikov.

Na drugem srecanju oktobra 2017 so bila sodelujo¢im mobilnim SRP predstavljena
izhodis¢a raziskave. Za namene $tudija primera je bil pripravljen avtorski elektronski
vprasalnik, na katerega so sodelujo¢i mobilni SRP odgovarjali v decembru 2017.
Vprasalnik je bil posredovan na elektronske naslove sodelujocih. Izpolnjeni
vprasalniki so bili kot odgovor na elektronsko posto posredovani avtorici raziskave.
Vprasalnik je bil sestavljen iz sklopa splo$nih vprasanj (izobrazba, stevilo let delovnih
izkusenj, velikost Sole ipd.), vprasanj o ucencu oz. ucenki, s katero je mobilni SRP
sodeloval v okviru raziskave (opazanja o otroku, kriteriji za izbor otroka itd.) in
sklopa vsebinskih vprasanj (razumevanje inkluzije, podobnosti in razlike med
modelom pomoci in podpore ter DSP in petstopenjskim modelom pomoci ipd.).
Del vprasanj je bilo zaprtega tipa, del pa odprtega tipa. Podatki so bili obdelani na
dveh ravneh. Odgovore na zaprti tip vprasanj smo obdelali na nivoju deskriptivne
statistike (f). Odgovore na vprasanja odprtega tipa pa smo najprej uredili, raz¢lenili
na enote kodiranja in jim pripisali temeljne pojme oziroma kode. Slednje smo
zdruzili v kategorije, ki smo jih nato primerjali med seboj in jih razporedili v
domnevne odnose, na podlagi cesar smo oblikovali interpretacije. Izjava
posameznika je lahko razvrSéena v vec kategorij, zato je izjav ve¢ kot pa je bilo
sodelujocih mobilnih SRP v raziskavi.

Marca 2018 je bilo s sodelujo¢imi mobilnimi SRP organizirano tretje srecanje.
Srecanje je bilo namenjeno predstavitvi prvih obdelav pridobljenih podatkov.
UdelezZenci so imeli priloznost, da so dodatno pojasnili svoja razmisljanja in s tem
sooblikovali ali pa potrdili interpretacije podatkov (Telban, 2014), kar je pomembna

prednost kvalitativno zastavljenih raziskovalnih pristopov, npr. Studije primera.
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Rezultati

Razumevanje in uresnicevanje inkinzije

Glede na nekatere uvodoma predstavljene raziskave o pogledih pedagoskih delaveev
na inkluzijo smo predpostavili, da je razumevanje inkluzije pri specialno-
rehabilitacijskih pedagogih ozje (Haug, 2017), povezano predvsem z integrativnim
vidikom vklju¢evanja ucencev v Solsko sredino, v ospredju pa doseganje
akademskega znanja in specialno-didakti¢ne prilagoditve ucnega procesa. Rezultati
analize so razvidni v tabeli 1, v nadaljevanju pa podatke dopolnjujemo Se z izbranimi

izjavami.

Tabela 1: Razumevanje inkluzije

Kategorija Koda Stevilo

Ozje razumevanje inkluzije Vkljucenost v razred vecinske Sole 3
Specialno-didakti¢ne prilagoditve

Ozje in SirSe razumevanje Za vse ucence 2

inkluzije Bogatenje skupnosti

Okolje se prilagaja posamezniku
Obcée-pedagoske spremembe u¢nega procesa
Sirse razumevanje inkluzije Prilagajanje okolja za vse otroke na vseh ravneh 4
izobrazevanja
Sprememba kulture vzgojno-izobrazevalne ustanove

S kvalitativno analizo podatkov lahko le deloma potrdimo zgoraj zapisno
predpostavko. V zapisih se odraza vse od ozjega do SirSega razumevanja inkluzije.
Ozje razumevanje vkljuCuje poudarek na vkljucenosti in Solski uspesnosti
posameznika v razredu vecinske Sole, kar ilustrira nasledniji zapis: Pod pojmom inkluzija
razumen: vRlucenost ucenca s posebnimi potrebami v redno osnovno solo in s tem prilagajanje okolja
otroku, da bo le-ta labko uspesen v soli, ki jo obiskuje.

Pomen specialno-didakti¢nih prilagoditev ilustrira sledeci zapis: Pri tem pa se mu
prilagodijo metode dela, pripomocki, las in prostor, obenem pa se iscejo Se druge mognosts, s katerimi
bi labko otrok pridobil razlicne izkusnje za uspesno vkjjucenost v drugbo.

V dveh zapisih lahko prepoznamo prepletanje ozjega in SirSega razumevanja

inkluzije.
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V enem primeru gre za razmislek o vseh uéencih: Seveda naj bi to veljalo tudi a uience,
ki niso usmerjent kot otroci s PP, vendar imajo dolocene primanjkljaje ogiroma posebnosti.

V drugem pa je v ospredju razumevanje drugacnosti kot bogatenje skupnosti: Misiin,
da je to tudi prilognost za bogatenje ostalih otrok in tudi uiiteljev na Solah.

V $tirih primerih je prevladovalo $irSe razumevanje inkluzije. Vsak zapis odraza
razlicen poudarek. Enkrat je v ospredju teznja, da se okolje prilagaja posamezniku:
Pod pojmom: inkluzivnost razumem, da je okolje (v nasem primeru Sola) prilagojeno potrebam
manjsine (nasprotje od integracije). V drugem zapisu je v ospredju razmislek o potrebi po
obce-pedagoskih spremembah ucnega procesa: Ne ke, da smo usmerjeni na otrokove tedave
in primanjkliaje, pac pa predysem kaj otrok potrebuje. S tem miislim, da bi se moralo poutevanje
prilagoditi vsem otrokom. Pogosto opagam, da so otroci Seljni znany, vendar jib sprejemajo na
drugacne nacine ... gavracajo frontalne oblike poucevanja. Nove generacije otrok vedno bolj kagejo
potrebe po gibanju med ulenjem, lagje, hitreje in 3 animanjem sprejemajo informacije, ki 5o jim
posredovane po vel senzornib poteh. Seveda pa je 3a takSen nacin pouncevanja potrebna velika
Sfleksibilnost  ulitelja, morda tudi manja skupina otrok ter mognost wuporabe razlicnib
pripomolkov. |V sekakor je ucitelj glavna oseba v procesu inkluzije, vendar menim, da bi moral
imeti vedjo podporo in pomoc.

V enem zapisu je poudarek na prilagajanju u¢nega okolja za vse otroke na vseh
ravneh izobrazevanja: 1 procesu vzgoje in izobragevanja od vrtca do faknltete imamo ncence,
djjake in Studente iz drugega jezikovnega in kulturnega okolja, ki potrebujejo posebne prilagoditve
uthega procesa in uinega okolja, ‘e gelimo, da se v vrtcib in Solah dobro pocutijo in so uspesni.
Enkrat pa gre za teznjo po spremembi kulture vzgojno-izobrazevalne ustanove:
Inkluzija poskusa delovati v smeri spreminjanja kulture vzgojno-izobrazgevalne ustanove, v smeri
sprejetosti vsakega posamenika.

Ugotovimo lahko, da med v raziskavo vklju¢enimi mobilni SRP prepoznamo mesan
diskurz o razumevanju inkluzije. Ugotovitev dopolnjujemo z odgovori mobilnih
SRP na vprasanje, do kaksne mere se opisana predstava o tem, kaj je inkluzija,
udejanja v Solski praksi. Na lestvici od 1 do 10 (7 = Se splobh ne uresnicuje, 10 = Se
popolnoma uresnicuje) je bila enkrat bila izbrana ocena 3, dvakrat je bila izbrana ocena
5, enkrat je bila oznacena ocena med 5 in 0, Stirikrat ocena 6 in enkrat ocena 9.
Ugotovimo lahko, da se to, kar mobilni SRP opredelijo kot inkluzijo, le deloma
udejanja v praksi. Sodelujoci so svojo odlocitev dodatno utemeljili in pojasnili. Dobili
smo zelo raznolike utemeljitve, ki so predstavljene v nadaljevanju. V treh primerih
je bilo neudejanjanje inkluzije povezano z uciteljem in z njegovo drzo,

pripravljenostjo za udejanjanje inkluzije.
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Navajamo primer zapisa: Nekateri uiitelji so predani svojemu poklicn, se samoizobrazujejo, so
Zeljni sodelovanja s specialnimi pedagogi, jibh sprejmejo tudi kot suport v razredn, sprejemajo in se
po svojih zmognostih tudi postugujejo drugalnib oblik in metod dela, s katerimi otroci lagje nsvajajo
gnanja. Poskusajo razumeti primanjkljaje otrok, ki pribajajo iz manj spodbudnega druginskega
okolja ali otroke s Sibkimi socialno-emocionalnini vestinami ter Sibkimi ivrsilnimi funkcijami ter
uvidjjo kaksne pristope in naline pomoci tak otrok potrebuje. Kadar ulitelj pogna in sprejme tudi
razlicne dejavnike okolja i3 katerega otrok pribaja, mu tudi lagje pomaga pri razvijanju podrocyj,
na katerib ima primanjkljaje.

V treh primerih se razlogi nanasajo na osredotocenost le na ucence z odlocbami o
usmeritvi: Ucenci, ki so usmerjeni, imajo dokaj veliko podpore, so vodeni in spremijani. S pomodjo
ur dodatne strokovne pomoci pridobivajo dodatna znanja uinib strategij, katera jim pomagajo pri
premagovanju primanjkljajev. Zaradi oblikovanja strokovnib skupin, sodelovanja 3 ucitelji,
vodstvom, svetovalno slugbo ter starsi jim je nudena celostna pomol. V' praksi pa vseeno opagans,
da je vedno vec otrok, ki niso usmerjeni, a bi vseeno potrebovali neke vrste pomoci. Bodisi uéno
pomoé, pomol pri ragumevanjn socialnib odnosov, razumevanja Custev, bodisi aradi finaninib
tegay drugine ali posebnib druginskib situacij, zaradi katerib so starsi nezmogni nuditi potrebno
pomoc svojemu otroku.

Kot tezava pa je v treh primerih izpostavljena Se neustrezna usposobljenosti
uciteljev: ... ulitelji pa se pogosto tudi cutijo nemocne, ker ne vedo, kako organizirati ucni proces,
katere metode, oblike in uina sredstva uporabiti. Cutijo, da ga taksno pouievanje niso dovol
Strokovno usposobljeni in pogosto obiutijo dodatno obremeniten.

Dvakrat je bilo izpostavljeno, da je udejanjanje odvisno tudi od samih ucencev.
Navajamo primer takénega zapisa: Ce ocenjujerm inkluzivnost na 5oli, kjer delam, menim, da
ta proces gelo niba od ulenca do néenca. Odpisno od motnje, tezav ki jib ulenec ima, sodelovanja
starsev, socialnib razmer, odnosa utenca.

Dvakrat so bile izpostavljene prilagoditve in njihov nacin upostevanja v praksi.
Predstavljamo primer zapisa: Saw odnos, ki ga imajo uiitelji do npostevanja prilagoditev, pa
Je gelo razlicen. Nekateri bodo prilagodili le prostor, las.... spet drugi pa bodo tem ucencem
omogolili prevec prilagoditev. Menim, da specialni pedagogi na tem podrodjn labko koristno
svetujemo in nudimo podporo uliteljem.

Posamicno so se pojavili Se odgovori, ki v enem primeru opozatjajo na soobstoj
specializiranih ustanov: Po drugi strani pa je Se kar nekaj ucencev s PP (npr. glubi in naglusni

ter slepi in slabovidni), ki so vRluceni v specializirane ustanove in ne v redne OS.
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V enem primeru je problematizirana integrativna naravnanost $ol: Osebno menin, da
smo Se vedno v velji meri na stopnji integracije. Otroci s primanjRljaji so vRljuceni v redne osnovne
Sole in se po svojib Zmognostih prilagajajo uinemu okolju. Kijub temu, da jim je 3 3akonom
omogocen Sirok spekter prilagoditey, pa vendar v svoji praksi opazam, da kijub dodatni strokovni
pomoli in sodelovanja ucitelja s specialnim pedagogom v nekaterib primerih ucno okolje Se vedno ni
prilagojeno otrokon.

Le ena izjava je naravnana v prid udejanjanja inkluzije v praksi. Zapis je predstavljen
v celoti: Na soli, ki je v projektn, se v resnici udejanja skoraj do mafksimuma Se pri uéencib, ki
nimajo odloch, glede na razpologljive kapacitete uiiteljev in ur.

Odgovori, ki so jih podali sodelujoci, so obsezni, je pa hkrati razvidno, da mobilni
SRP poglavitne razloge neudejanjanja inkluzije vezejo na dejavnike izven svoje

profesionalne vloge.

Prekrivanje pomoci in podpore ulencem 3 utecenimi sistemskimi ukrepi

Kot smo izpostavili v prvem delu ¢lanka, so dosedanje raziskave o vrednotenju
resitev inkluzivno naravnanega izobrazevanja v Sloveniji ze pokazale, da je ena od
pomanjkljivosti DSP usmetjenost v doseganje akademskih dosezkov, socialna
vkljucenost pa je v ozadju (Vrsnik Perse idr., 2016). Ker nas je zanimalo, ali s
projektno aktivnostjo lahko preusmerimo pozornost iz akademskih tudi na druge
cilje vzgojno-izobrazevalnega procesa, smo v raziskavi sodelujoce mobilne SRP
prosili, da nastejejo in razlozijo nekaj splosnih ciljev, ki so jih za ucenca zastavili ob
zacetku projekta. Poudarili smo, da cilji ne rabijo biti enaki ciljem, ki jih sicer zapisejo
v individualizitan plan ucencev z odlo¢bo o usmeritvi v dolocen izobrazevalni
program.

Analiza odgovorov je pokazala, da so bili v enem primeru v ospredju cilji, ki so bili
osredotoceni predvsem na socialne kompetence ucenca: V&jucevanje v ogje in sirse
okolje, sprejemange novega, socialna vkljucenost, samopodoba, govor in jezik.

V drugem primeru pa so bili v ospredju akademski dosezki: Udenka izboljsa motivacijo
za branje (sama izbere knjigo, ki bi jo prebrala in jo prinese & uri). Ulenka igboljsa tehniko
branja in bralno razumevanje (loci vidno podobne lrke, bere 3 ustreznim tempom, samostono
uporablja strategije pred, med in po branju). Uclenka izboljsa samokontrolo apisa (samostono
popravi napake v apisu, pravilno apise pravopisno tegje besede).

Pri ostalih sedmih zapisih je slo za prepletanje akademskih dosezkov s socialnimi
kompetencami. Podajamo primer: Udenec izboljsa doseske na Solskem podrodju (branje,

Pisanje, racunanje) — Se bolj konkretizirani podeilji znotraj fega.
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Ulenec se zaveda svojib custev v stresnih sitnacija ter jih 3na nravnavati. Prepozna stresne sitnacije
in v njih nadzornje svoje vedenje. Ucenec ve, kje in kako v stresnib sitnacijah labko dobi pomod.
Drug sistemski ukrep v prid vecanja inkluzivnosti Solstva v Sloveniji pa je bila uvedba
petstopenjskega modela pomo¢i za ucence z ucnimi tezavami. Najprej nas je
zanimala samoocena poznavanja tega modela s strani mobilnih SRP in zatem $e
ocena uresniCevanja le-tega v praksi (kaj je Sola Ze storila; pomo¢ modela pri
modificirani obliki izvedbe DSP, prekrivanje konceptov idr.).

Ugotovili smo, da pri samooceni poznavanja modela med mobilnimi SRP na lestvici
od 1 do 10 (1 = Ga ne poznam, 10 = Ga zelo dobro pognam) prevladuje najvisja ocena
10. Izbrana je bila Sestkrat, ocena 9 je bila izbrana dvakrat, ocena 8 pa enkrat. Pri
oceni uresnicevanja petstopenjskega modela pomoci v praksi (1 = Ga sploh ne
uresnicuje, 10 = Ga gelo uspesno uresnicuje) pa so bili vprasani nekoliko bolj skepticni,
ocene pa nizje kot pri samooceni poznavanja modela. Enkrat je bila izbrana ocena
5, dvakrat ocena 7, trikrat ocena 8 in trikrat ocena 9.

Pri presoji ze izpeljanega postopka izbire in sodelovanja z izbranim ucencem v
odnosu do petstopenjskega modela pomoci (kaj vse je sola Fe storila .. .; vam je model v
pomoly se Roncept prekriva s projektnimi aktivnostmi ...) so vprasani podali razlicne
odgovore. Dva odgovora nakazujeta na neustrezno izvajanje petstopenjskega
modela pomo¢i v praksi. Razvidno je, da v primeru ene ucenke koraki
petstopenjskega modela sploh niso bili izvedeni, ker je Sola v celoti spregledala
ucenkine tezave: Udenka v 5-stopenjski model ni bila vkljucena, ker so bile njene tegave vrsto
let spregledane. Ko jim je bila pomoc ponujena so jo starsi sprva gavracali zaradi bojazni pred
stigmo. Zdaj pa so vseeno ugotovili, da uienka pomoc potrebuje in se ragveselili moznosti vkijucitve
v Projekt in se nadejajo sproitve postopka usmerjanja v kolikor se bo to izkazalo za potrebno.
Iz podanih odgovorov gre razbrati Se, da se petstopenjski model pomoc¢i deloma
poktiva z aktivnostmi v okviru opisane raziskave, le da akademski dosezki ucencev
niso tako v ospredju: Menim, da se koncept prekriva s projektnini aktivnostmi, saj je delo 3
utenko podobno zadnji stopnji petstopenjskega modela. Obenem pa projekt dopusta ves mognosti
0z. drugacne mognosti a sodelovanje 3 néenko in starsi. 1'edji poudarek je na delu s starsi in
sodelovanju 3 nciitelji ter solsko svetovalno slugbo.

Mobilni SRP so korake pomoci dopolnili z moznostmi za Stevilne druge aktivnosti
z ucenci. Za ilustracijo tak$nega razmisljanja v nadaljevanju navajamo del odgovora:
Koncept pomoci se mi 2di ustrezno gastavijen in odlicno bi bilo, le bi ga upostevali oziroma dosledno
izvajali v vseh Solab. Prepogosto so ulitelji prevec storilnostno usmerjeni in najveckrat prepoznavajo
odstopanja le na akademski gnanjib.
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Zaradi celotnega nalina Solskega sistema smo po mojem mnenju preve’ usmerjent na ponmoc otrokom
le na kognitivnibh podrodjib, s tem pa Zanemarjamo ostala podrodja otrokovega razvoja, ki je tudi
zelo pomembno, da bo kasneje labko bolje razvijal svoje potenciale.

Pri samooceni nacrta izvedbe aktivnosti je sedem vprasanih izbralo odgovor, da e
drugacne naline sodelovanja, izvedbe ur, le en pa odgovor, da je nacrt aktivnosti enak kot a
ostale néence 3 odlocho in IP. Pod moznost drugo je en mobilni SRP dodal $e povezovanje
obeh moznih odgovorov, predvsem v smislu dogovarjanja za prilagoditve z ucitelji.
Na osnovi odgovorov zaklju¢ujemo, da izvedenih aktivnosti ne gre enaciti z Ze
obstojecimi oblikami podpore in pomoci u¢encem z ali brez posebnimi potrebami
na Solah, ki so v svoji osnovi usmerjenosti izrazito orientirani na delo znotraj
Solskega okolja. Opisi zastavljenih aktivnosti znotraj projektne aktivnosti pa so bili
zelo raznoliki in skladni s ponudbo v urbanem okolju izvajanja projekta.
Povzemamo nekaj nacrtovanih aktivnosti: Sodelovanje 3 zunanjini organizacijami (Cent'r
Most, Cetrtna skupnost Mladi zmaji); Moznosti sodelovanja pri projektih CSD (Bogicek za en
dan, Dedek Mraz na gim. Befigrad...); KinoBalon, Delavnice socialnega nienja (manjsa
skupina); Delavnice s psom terapevtom (Se v dogovorib)- bralne urice in delavnice za vedenje in
Custvovange.; Organizacija obiskoy brexplacnih dejavnosti, ki so na ragpolago (Kinobalon, obisk
Dedka Mraza, sprostitvene delavnice, koristenje aktivnosti v okvirn Centra Most, Miadi
gmaji. ... ); Udelegtha na prireditvi Nol v knjignici ob spremstvn spec. ped. (prespi v Soli); Udelei
se delavnice Za novoletni bazar in se aktivno vRluci v prodajo izdelkov (pomol spec. ped.). Udelesi
se zakljulnega ileta, ki ga organiziramo spec. ped. 3 branim denarjem na bazarn.; -
Onrganizacija medyrstniske pomoci med stareisimi in miajsimi ucenci.

V enem primeru je bila posebej predlagana skrb za krepitev medvrstniskih aktivnosti:
Pomoc v razredu tudi drugim niencem, sodelovalno uienje, popoldansko prostolasno drugenje s
soSolet, skupen ogled kulturnih prireditev.

V enem pa tudi skrb za odnose s starsi in razrednikom: Ve aktivnega vkljucevanja
starsev (celotne drugine) in ragrednicarke.

Kljub stevilnim predlogom o tem, kako izvesti pomoc¢ ucencem na nacin, ki ni
osredinjena le na doseganje akademskih ciljev, v odgovorih pogresamo razmislek o
tem, kako v skladu z idejo o participaciji (Rutar, 2013; Kodele, 2017) v nacrtovanje

in izvedbo aktivnosti vkljuciti tudi same ucence.
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Sklepna razprava

Osnovni namen predstavljene $tudije primera je bil ovrednotenje pomoci in podpore
ucencem, za katere so strokovni delavci presodili, da bi za vec¢jo vkljucenost v
vzgojno-izobrazevalni proces potrebovali nekaj dodatne podpore, spodbude in
pomodi, pa hkrati nimajo odlo¢be o usmeritvi v program kot ucenci s posebnimi
potrebami. Aktivnosti naj ne bi bile usmerjene le v DSP ucencem v primeru u¢nih
tezav, ampak $irse, skladno z obce-pedagoskim razumevanjem inkluzije (Ermenc,
Mazgon in Jeznik, 2019; Florian, 2015; Haug, 2017; Lesar, 2019). To pomeni, da naj
bi osredotocenost pretezno na doseganje akademskih vzgojno-izobrazevalnih ciljev
dopolnjevala tudi osredotoc¢enost na druge cilje, predvsem splosno vklju¢enost
posameznika v skupino itd. V iskanju bolj inkluzivno naravnanih pedagoskih praks
je bila pricujoca Studija primera najprej osredotocena na poglede mobilnih SRP na
inkluzijo. Kot drugo pa nas je zanimalo povezovanje izvedenih aktivnosti s
podobnimi sistemskimi ukrepi, ki so na Solah Ze utecena praksa (predvsem DSP in
petstopenjski model pomoci uc¢encem z uc¢nimi tezavami).

V prvem sklopu smo ugotovili, da lahko med mobilnimi SRP prepoznamo mesan
diskurz o razumevanju inkluzije. V ospredju ozjih opredelitev inkluzije je bilo
vkljucevanje osebe s posebnimi potrebami v Solsko skupnost brez izrazitega
poudarka na prilagajanju skupnosti posamezniku. Izpostavljen je bil pomen ué¢ne
uspesnosti in specialno pedagoskih prilagoditev, ki so razumljene kot kljucen
dejavnik vzpostavitve inkluzije. V dveh zapisih je sprva ozje naravnano razumevanje
pojma inkluzije v drugem delu preslo v $irse, pri cemer je bil dodan razmislek o tem,
da so specialno-pedagoske prilagoditve pomembne za vse ucence in da bi morali
prisotnost oseb s posebnimi potrebami v skupnosti razumeti na nacin njenega
bogatenja. Raznolikost je torej lahko razumljena kot pozitivna vrednota skupnosti.
Nekaj izjav pa je bilo taksnih, da Ze v osnovi nakazujejo $irsi vidik razumevanja
inkluzije. V ospredju je bilo vkljucevanje na nacin, da se okolje prilagaja
posamezniku. Specialno-pedagoske prilagoditve ucnega procesa nadomescajo obce-
pedagoske prilagoditve, namenjene vsem ucencem na vseh ravneh izobrazevanja,
kar vpliva tudi na celotno kulturo in klimo vzgojno-izobrazevalne ustanove.
Sklenemo lahko, da smo v nasi s$tudiji identificirali preplet oZzjega in SirSega
razumevanja inkluzije. Ko smo mobilne SRP sprasevali o udejanjanju inkluzije v

praksi, pa smo med njimi zabelezili nizko mero optimizma.
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To, kar mobilni SRP sami opredelijo kot inkluzija, se le deloma udejanja v praksi, kar
vprasani razumejo kot posledico kombinacije treh razlogov: razlicne pripravljenosti
uciteljev za udejanjanje inkluzije, osredotocenosti uciteljev le na uc¢ence z odlocbo o
usmeritvi v dolocen izobrazevalni program in dvoma v ustrezno usposobljenost
uciteljev. Izpostavljeno potrjuje ugotovitve nekaterih drugih raziskav, katerih
rezultati opozaftjajo na neustrezno izobrazevanje uliteljev za delo v raznolikem
okolju (Lesar in Zveglié Miheli¢, 2020; Pecek in Macura-Milovanovi¢, 2015, 2019).
Naj izpostavimo, da so vprasani razloge neudejanjanja inkluzije iskali predvsem
izven svoje profesionalne vloge, kar morda nakazuje tudi na nemoc¢ posameznikov
pri doseganju inkluzivne vrednotne naravnanosti v doloceni skupnosti. Slednje
odpira tudi vprasanje kakovostnega sodelovanja med razlicnimi partnerji vzgojno-
izobrazevalnega procesa in njithove soodgovornosti za procese vkljucevanja
(Gregorici¢ Mrvar idr., 2020).

V drugem vsebinskem sklopu smo analizirali cilje in aktivnosti dodatne podpore in
pomodi. Zanimalo nas je predvsem prekrivanje aktivnosti z ze uvedenimi
sistemskimi resitvami (petstopenjski model pomoci z ucence z u¢nimi tezavami in
DSP). Sodelujo¢i mobilni SRP so bili usmerjeni v oblikovanje ciljev in aktivnosti, ki
naj ne bi bili enaki praksi izvajanja DSP za ucence z odlo¢bo o usmeritvi. Ugotovili
smo, da si je en mobilni SRP zastavil cilje, ki so bili izraziteje naravnani na socialne
kompetence ucenca in en, kjer je bil ve¢ji poudarek na akademskih dosezkih. Pri
vecini je slo za preplet akademskih dosezkov s socialnimi kompetencami. Ugotovili
smo $e, da mobilni SRP po samooceni dobro poznajo petstopenjski model pomoci
ucencem z uénimi tezavami, ocena uresni¢evanja le-tega v praksi pa je nekoliko nizja.
Vrednotenje aktivnosti glede na prakso petstopenjskega modela pa je pokazalo, da
so mobilni SRP korake petstopenjskega modela uspesno nadgradili in dopolnili z
drugimi raznolikimi aktivnostmi.

Sklenemo lahko, da projektnih aktivnosti ne gre enaciti z ze obstojecimi oblikami
podpore in pomoci ucencem z ali brez posebnih potreb, neizkoriséen pa ostaja
pomen participacije otrok v odlo¢itvah, ki se ti¢ejo prav njih. Tadeja Kodele (2017)
je na primer ugotovila, da obstaja pomembna povezanost med kulturo ustanove in
stopnjo participacije ucencev z ucnimi tezavami. Po mnenju Solskih svetovalnih
delavcev in ucencev prav participacija lahko pomembno vpliva na zmanjsanje oz.
odpravo u¢nih tezav in k veéji motivaciji ucencev za solsko delo (prav tam), verjetno

pa tudi na splos$no vkljucenost ucencev.






REVIJA ZA ELEMENTARNO IZOBRAZEVANJE

88 JOURNAL OF ELEMENTARY EDUCATION

Ceprav ima opisana $tudija primera omejitve in rezultatov ni mogoce posplosevati,
lahko opisane aktivnosti mobilne SRP podpirajo pri nacrtovanju in izvedbi
raznolikih in pestrih dejavnosti vzgojno-izobrazevalnega procesa. Ne smemo pa
mimo $e nekaterih odprtih vprasanj, ki pa presegajo razseznost pricujoce Studije.
Izpostavimo lahko predvsem vlogo mobilnega SRP v odnosu do ostalih podpornih
sluzb $ole. Specialno-rehabilitacijski pedagogi so v organizacijskem smislu trenutno
na Soli lahko zaposleni kot mobilni SRP (kot je to v primeru opisanega projekta),
lahko pa so zaposleni neposredno na Soli. V tem primeru se umeséajo v
organizacijske organe Sole in se njihov odnos z vodstvom, ucitelji, ucenci in starsi
verjetno razlikuje od situacij, ko mobilni SRP pride na $olo enkrat ali veckrat
tedensko za izvedo ur DSP. Hkrati pa nimamo podatkov o tem, ali se na Solah
zaposleni SRP prepoznavajo kot uditelii ali kot del SSS. Gre za vprasanje
razumevanja dodatne pomodi in podpore uéencem kot temeline naloge SSS ali
ucitelja (SRP kot drugi uditelj v razredu za ucenca z DSP). A vendar naj bi
inkluzivnost bolj kot iskanje ustreznih sistemskih resitev zaposlitve posameznega
pedagoskega delavca, pomenila vsakokratno oblikovanje ¢im manj izkljucujocih

praks in odzivov.
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Metodoloske
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Introduction

One of the most valuable determinants of every modern researcher is his willingness
to use modern approaches while conducting research. The abundance of research
techniques, qualitative and quantitative data analysis and the ready availability of
global methodological research enable modern researchers to create a holistic
approach to research that will not only identify challenges and potential problems
but also successfully address the difficulties which caused them (Dubovicki, 2019b;
Dubovicki and Topolovéan, 2020a).

While conducting research in the field of education involving participants aged 6 to
14, we often put an emphasis on respecting ethical principles, obtaining consent for
research, ensuring anonymity and other technical details of the study, and we end by
neglecting the research methodology (and everything it entails). We often use pre-
tested (validated) instruments, or those that are available (to measure what we want
to research), and all of that is simply easier when it comes to data analysis itself. Even
students opt to use such ready-made instruments for their final or graduate papers.
However, the question arises whether we can get the right answers to the complex
problems of contemporary childhood based on this traditional approachr? Is a
modern approach required when it comes to researching modern childhood?
Research on pedagogical phenomena, which partly includes insight into
contemporary childhood, has recently been carried out by authors who have warned
about research not using a contemporary, ie., holistic approach, especially
considering that pedagogical phenomena are dynamic, changeable and difficult to
measure (Suzié, 2017). Above all, using a contemporary approach means looking
into the future through the prism of contemporary methodology. The results of
previous research show that, while preparing and implementing their research,
scientists and practitioners mainly focus on researching the present and/or past, and
rarely on predicting the future (Burdin, Nutter and Gips, 1984; Dubovicki, 2020).
Recently, attention has increasingly been paid to the methodological immaturity of
certain studies conducted with children, which unfortunately contributes to lower
reliability of the results (Gallacher & Gallagher, 2008). That leads us to the following
question: In what ways can children participate in research? Some authors believe
that observation is the most appropriate form of research on preschool children
(Hajdin, 2009; Petrovi¢-Soco, 2009).
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Participatory methods proved popular in the 1990s among researchers working with
children (Dubovicki, 2019a; Mayall, 2002; Prout and James, 1990). It is certainly
important that studies involving children achieve ethical and epistemological validity.
By focusing on the new approaches in educational research that include participants
aged 6 to 14, we sought to establish whether methodological approaches (and
methodological particularities) ate the topic of research in journals that publish
scientific papers dealing with contemporary childhood, and we also wanted to
establish whether research on contemporary childhood has been approached in a
contemporary way. Keeping that question in mind, we ask ourselves what exactly is
contemporary in the contemporary methodological approach. Above all, it should
be reflected in a holistic approach, and not by approaching each profession within
the specifics of their methodology, plurality of scientific paradigms, mixed
methodology, and triangulation, with special emphasis on scientific contribution,
especially in the case of topics that have been extensively researched (Bognar, 2012;
Dubovicki, Mlinarevi¢ and Velki, 2018). While reviewing previous research dealing
with this issue, we discovered that only a few papers include thematic/content
analyses, which are vital for monitoring and predicting future trends (Dubovicki and
Munjiza, 2021). That is why more recent pedagogical research has used a futures
technique, Trend Analysis, which provides insight into past and present trends in a
clear, systematic way, taking into account the methodological particularities of the
historical approach and analysis of documentation, while also predicting potential
future trends (Egmir, Erdem and Kogyigit, 2017; Dubovicki, Mlinarevi¢ and Velki,
2018; Dubovicki and Munjiza, 2019; Dubovicki and Topolovcan, 2020a; 2020b;
Topolovéan and Dubovicki, 2019).

In addition to the contemporary methodological approach, one of the main goals of
the paper is to open a methodological discussion on the pedagogical and
psychological features, possibilities, advantages, and limitations of contemporary
childhood research, but also to emphasize the importance of researching

contemporary childhood with futurology research methods.
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Materials and methods

The main aim of this study was to determine the methodological particularities
represented in research on contemporary childhood, as well as the direction of future
research in this field. To this end, we needed to take the following steps:

— analyse Croatian journals pertaining to a specific field of science (social
sciences) and specific fields of science (pedagogy and psychology) which, in
the last 2 years, have contained papers on contemporary childhood (based
on predetermined criteria);

— determine the representation of a certain type of methodology (qualitative,
quantitative, mixed methodology) in research on contemporary childhood,;

— determine the representation of a certain scientific paradigm in the research
on modern childhood;

— determine the number of research procedures used in the research on
contemporary childhood;

— determine the research design and temporal dimension of research in
contemporary childhood research;

— identify trends in contemporary childhood research based on
thematic/content paper analysis;

—  project potential future trends in contemporary childhood research, based
on the established trends.

Given these research aims, we asked the following research question: Has
contemporary childhood been researched following a contemporary research

approach?.

Part One of the Research Methodology

The methodology in part one of the study involved analysis of Croatian journals that
had published papers on contemporary childhood in the past two years (January
2018 — December 2019). The criteria used to select the journals related to a specific
field of science (social sciences), specific fields of science (pedagogy and
psychology), the age of the research participants (6 to 14 years) and the citation of
the journal visible on Scimago Journal & Country Rank. The journals that met these
criteria and were included in the analysis are as follows (in alphabetical order):
Journal for General Social Issues, Croatian Journal of Education (hereafter, CJOE),
Croatian Review of Rehabilitation Research, Jahr — European Journal of Bioethics,
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Methodical Review: journal of philosophy of education, New Presence,
Psychological Topics, Croatian Journal of Social Policy, Croatian Sociological
Review, Management: Journal of Contemporary Management Issues, Organization,
Technology & Management in Construction: An International Journal, Police and
Security, Safety: Journal for the safety in the work organisation and living
environment, Social Psychiatry, Tourism: An International Interdisciplinary Journal,
and Interdisciplinary Description of Complex Systems: INDECS.

The criteria used to select articles for more detailed analysis are as follows:
participants or age group mentioned in the article are elementary school children (6-
14 years), and categorization of papers (original scientific article, review paper,
professional paper or preliminary communication). From a total of 806 analysed

papers, sixty-six met these criteria, which was only 8.19% (Table 1).

Table 1: Number of papers that met the criteria

Year Total number of published Number of papers that met the %
papers criteria
2018 376 37 9.84
2019 430 29 6.74
TOTAL 806 66 8.19

Part Two of the Research Methodology

To achieve comprehensive, precise analysis of the papers, in the second part of the
study, we made a thematic/content analysis of those papers that were, according to
the criteria, classified as dealing with research on contemporary childhood, and
which were used as a basis for predicting possible future trends in researching the
issue.

A detailed analysis was conducted with the help of a futures technique, Trend
Analysis, which has rarely been used in previous research on this topic (Bigham and
Riney, 2014; Dubovicki and Munjiza, 2021; Dubovicki and Topolovcéan, 2020a;
Topolovéan and Dubovicki, 2019).
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Results

Part One of the Research

The analysis of the contemporary approach to research on contemporary childhood
included some of the following methodological particularities: paper categorization,
type of methodology, representation of the scientific paradigm, number of research
procedures, temporal dimension of selected articles and research design.

Paper Categorization

Croatian Journal of  Croatian Sociological
Social Policy Review 2%
1% _\

Police and Security
2%

European Journal of
Bioethics
3%

Methodical Review
5%

Croatian Journal of
Journal for General \ education
Social Issues 38%
8%
Croatian review of
rehabilitation

research

9%

Psychological topics
13%

Figure 1: Representation of articles according to selected journals

Figure 1 shows the percentage of published papers by individual journals that met
the criteria for the analysis. Most of the papers included in the analysis were from
the CJOE, (38%)), followed by Psychological Topics (13%), Social Psychiatry (13%),
Croatian Review of Rehabilitation Research (9%) and from the Journal for General
Social Issues (8%), which was to be expected, given that the titles of these journals
indicate that they include papers on similar topics.
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Further analysis on methodological particularities showed that, of the total number
of papers that were included in the analysis (66), most were categorized as original
scientific papers, which is partly because papers in these journals undergo strong
preliminary methodological review and are only then sent to reviewers, who follow

strict review criteria (established by the journal) in evaluation of submissions (Table

2).

Table 2: Categorization of articles included in the analysis

Categorization Number of articles according to %
criteria

Original scientific paper 46 69.70

Review paper 8 12.12

Professional paper 7 10.61

Preliminary communication 5 7.57

Total 66 100

In addition, such journals have a strict rule ensuring that every review is conducted
by reviewers who are experts in the field for which they are reviewing, and that
reviewers are at least at the same peer level as authors. Such journals do not have
trouble recruiting reviewers, since these journals can afford to cover the costs of

reviews.

Type of Methodology

Mixed methodology 4%

Qualitative
methodology
26%

Quantitative
methodology

70%

Figure 2: Representation of the type of methodology in the articles
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The use of a combination of qualitative and quantitative methodology (i.e., mixed
methodology), which certainly provides a holistic approach, is one indicator of
modernity in a methodological approach. Therefore, methodologists advocate the
use of mixed methodology, which is insufficiently represented in pedagogical and
psychological research. That is why an analysis was made according to the type of
methodology to which the individual paper belonged, based on the research
techniques employed in those papers (Figure 2).

Results show that the least represented type is mixed methodology. These results are
consistent with previous research that included the dominant quantitative

methodology.

Scientific Paradigm
The results prompted us to further verify the prevalence of scientific paradigms
whose pluralism would characterize a modern methodological approach (Figure 3).

postpositivist paradigm
9%

positivist paradigm
91%

Figure 3: Representation of the scientific research paradigm in the articles

An absolute dominance of the positivist paradigm (91%0) was noted in papers dealing
with the problems of contemporary childhood. It is generally known that the
positivist approach includes methods that allow precise measurement,
quantification, manipulation and control of variables and hypothesis testing, while
using experiments, quasi-experiments, correlation and survey (Dubovicki, 2017).
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In addition to playing a significant role in curricular and educational re-forms, the
Cold War also had an impact on the research approaches and methodological
frameworks of pedagogical research. The present situation in research on
pedagogical and didactic phenomena is mainly a result of the positivist approach,
which asserts the possibility of correct understanding of natural and social
phenomena, and that the basic task of science is to discover the real nature of reality
and its true functioning. Such research aims to achieve an objective understanding
of reality based on empirical data. The situation in research on pedagogical
phenomena (especially in the Croatian context) has been mentioned by Jagi¢ (2007),
Dubovicki (2017), Dubovicki, Mlinarevi¢ and Velki (2018) and Topolovc¢an and
Dubovicki (2019).

Number of Research Procedures

Table 3: Number of procedures included in the articles

Procedures Number of articles Yo

Questionnaires 22 33.3%
Polls 8 12.1%
Tests (skill or knowledge) 13 19.7%
Literature review 12 18.2%
Interviews 2 3.0%
Other 4 6.1%
Combinations of these procedures 5 7.6%

Table 3 shows the number of research procedures used in research on contemporary
childhood. Most often questionnaires were the sole methodology applied (33.3%),
meaning validated and sometimes standardized measurement instruments available
for scientists to use for research purposes. Only in rare cases (7.6%), was a
combination of procedures applied, indicating that the use modern procedures in
contemporary childhood research is still insufficient. This is another indicator that
goes in the direction of the mathematization and numbering of data on these
phenomena in the field of pedagogy and psychology, methods which undoubtedly
belong to the legacy of the Cold War (Topolovcéan and Dubovicki, 2019).

Temporal Dimension of Selected Articles and Research Design

All articles included in the study were transversal in design (100%). Most focused on
the present (n=55, 83.3%), some on the past (n=11, 16.7%) but none of them
focused on the future.
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The current situation with Coronavirus disease (COVID-19) has demonstrated that
it is vital to invest in education for the future, especially by planning scenarios for
varied future educational outcomes. For the same reasons, it is especially important
to explore the future by employing futuristic research methods, which increasingly
occupy a justifiably equal place among other research techniques (Dubovicki, 2020).

Part Two of the Research

The second part of the research comprised the content analysis (trend analysis),
conducted with the help of the futures technique Trend Analysis, which enables
researchers to predict, based on previous trends (based on analysis of previous

papers and a historical approach), potential trends in the field of contemporary
childhood research.

Trends in Contemporary Childhood Research

It should be noted that the thematic/content analysis was a challenge, since some
content overlapped between categories, while the content of some papers, despite
their title, was more focused on instrument validation than on the research topic for
which it was intended.

Research results (January 2018 - December 2019) show that studies of contemporary
childhood in all these journals were dominated by research regarding these topics:
physical condition (f=0), teaching (quality, media, games; f=5), learning (f=5),
children with developmental disabilities (ADHD, visually impaired; f=5), prevention
(f=5), different types of disorders (f=4), school success (f=4), therapy (art, therapy
with dogs; f=4), children's rights (f=4), different types of violence (f=4) and

methodology (most often instrument validation; £=4).

Predicting Euture Trends in Contemporary Childhood Research

That leads us to conclude that most papers deal with teaching and teaching-related
specifics that, in a way, affect the teaching process, but they also emphasise
monitoring (on account of to various mental and health difficulties), and activities
focused on mitigation of such conditions, as well as on the facilitation of monitoring

of teaching (therapy, physical condition, etc.).
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Therefore, we can predict future trends in research on this issue, which will certainly
seek solutions for students with disabilities in some form of assistance with
monitoring and participating at all stages of the teaching process. We can also predict
that, owing to the COVID-19 pandemic, further research will include papers on that
exact issue.

Keeping in mind that this research deals with methodological particularities in
contemporary childhood research, especially from a pedagogical and psychological
perspective, the focus of interest included published papers on methodology, but
only four. A more detailed analysis showed that research papers from the field of
methodology in the context of contemporary childhood mainly focused on the

validation of instruments dealing with the target population.
Discussion

Results from this study answer the set research question: Has the contemporary
childhood been researched following a contemporary research approach? The
modernity of research appears only in certain titles noted during the
thematic/content analysis, but none at all from the methodological framework,
which relies on previous, non-contemporary methodological approaches.

The non-modernity of methodological approaches can be seen in the prevalence of
the positivist paradigm, the representation of quantitative methodology, the
dominance of one research technique that is most often used to detect a state, but
not to change it, which is something that we are expected to do, and which
represents an important scientific contribution, especially in the area of education.
In addition, all sixty-six papers belonged to the domain of transversal research,
which leads us to question if observing only what happens now means that we only
want to determine the present state? Do we not wonder about contemporary
childhood research throughout history (because that might help us avoid repeating
the same research of something we already know) or what could we expect (what
trends) in the future research of the contemporary childhood?

Researching contemporary childhood does not mean studying current topics
regarding contemporary childhood, it is necessary that research be conducted for
the benefit of solving the problem which motivated us to conduct certain research,
but also with children as active research participants (Cairns, 2001; Christensen &
Prout, 2002; Mayall, 2002; Muzi¢, 2004; Punch, 2002; Rodrigues, 2018).
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The mentioned analysis shed a light on another phenomenon that has significantly
dispersed topics from the field of education. It is obvious that topics from education
can also be found in journals in which one would not expect such topics to be
covered, especially according to their title. It is possible that some journals will
attribute the scope of topics to the so-called interdisciplinarity and
multidisciplinarity. However, we believe that topics regarding education should be
linked to journals that are "recognizable" precisely for publishing such papers, such
as (the analysed) CJOE.

Conclusion

Based on the research results, we can conclude that the majority of researchers do
not use a contemporary approach when it comes to researching issues in
contemporary childhood. Future research focusing on contemporary childhood
(children aged 6 to 14) should make more use of methods that include participatory
methods, mixed methodology, historical research, and futurology research.

In conclusion, research practice cannot be reduced to ingenious techniques that are
pre-planned and carefully applied, and which would guarantee success in the
research. Although it is necessary, prior to conducting research, to plan in detail the
use of methodology and what to expect from the results and their implementation,
we must be aware that all research is partly unpredictable, especially when the
participants are children, and we should keep in mind that sometimes even the best
plans can take a direction different than desired. Sometimes the unforeseen and
unwanted results become the best results because they give us a new perspective and

deeper insight into the issues.
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Opinions and views of Slovenian and Croatian preschool teachers on
their ability to identify potentially gifted preschool children

This research aims to investigate the differences between Slovenian and
Croatian preschool teachers in their opinions and views on the identification
of potentially gifted children, on the self-assessment of their professional
skills in this field, on the importance of education and professional formation,
and on the role of school counseling service and children’s parents. The
survey included 542 participants, 248 (45.8%) preschool teachers from
Slovenia and 294 (54.2%) preschool teachers from Croatia. The results show
that there are statistically significant differences in self-assessment of
individual professional skills between Slovenian and Croatian preschool

teachers.
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Uvod

Zgodnje odkrivanje in spodbujanje potencialne nadarjenosti dobiva vse vecji pomen.
Ob tem se velika pozornost v vseh evropskih drzavah usmerja tudi na izobrazevanje
pedagoskih delavcev (Tomi¢, 2012, str. 101; Eurydice, 2009). V vrtcih so zaposleni
strokovni delavci, vzgojitelji, katerih naloga in dolznost je nuditi otrokom optimalne
moznosti za celostni razvoj v zgodnjem otros$tvu. Ravno na podrodju zgodnje
identifikacije in kasneje edukacije ter spodbujanja razvoja potencialne nadarjenosti
pti predsolskem otroku je $e vedno premalo stotrjenega. Pogosto se namrec zgodi,
da potencialna nadarjenost predsolskega otroka ni zaznana ali je napacno
diagnosticirana (Kukanja Gabrijel¢ic¢, 2017; Sutherland, 2012). Vzroki so razli¢ni: od
pomanjkanja  zakonodajnih  izhodis¢, kurikularnih  smernic, programov,
izobrazevanja vzgojiteljev in sodelovanja s starsi do pripravljenosti institucij in
strokovnega kadra na spremembe (Ferbezer, 2012; Primozi¢, 2013).

Za namene empiri¢ne raziskave smo z vprasalnikom pridobili mnenja in stalisca
vzgojiteljev glede nadatrjenosti predsolskih otrok ter ugotavljali samooceno
vzgojiteljev o kompetencah za odkrivanje in delo s tovrstno skupino otrok.
Ugotovitve raziskave so prispevek k ozaves¢anju pomena zgodnjega prepoznavanija
in odkrivanja potencialno nadarjenih otrok in dela z njimi ter spodbuda za izboljSanje
inkluzivne naravnanosti pri vzgoji in izobrazevanju nadatjenih, kar je pomemben

prispevek k pedagoski znanosti.

Pomen odkrivanja potencialno nadarjenih otrok na predsolski stopnji

Odkrivanje potencialno nadatjenih predsolskih otrok je zahtevno in kompleksno
opravilo, ki zahteva ustrezno procesno diagnostiko (Ferbezer, 2012; Zagat, 1999).
Nanj morajo biti Se posebej dobro pripravljeni strokovno usposobljeni pedagoski
delavci, ki se soocajo z izzivi prepoznavanja znacilnosti nadatjenih otrok in
nadaljnjega usmerjanja v smislu realizacije njihovih potencialov. V slovenskem
vzgojno-izobrazevalnem prostoru na podrocju predsolske vzgoje govorimo
predvsem o potencialni nadatjenosti (Kukanja Gabrijelci¢, 2017). Da bi posameznik
lahko izkazal nadpovprecne dosezke pri dejavnosti, s katero se ukvarja, mora imeti

dolocen potencial (Cvetkovi¢ - Lay in Sekuli¢ - Majurec, 1998).
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Ta mu bo omogocil, da se razvijajo njegove sposobnosti. V literaturi se pogosto
obravnava tudi problem »spregledanega« potencialno nadarjenega otroka (Coleman,
1985; Ferbezer, 2012; Hodge in Kemp, 2006; Kukanja Gabrijelcic, 2017; Webb, 2005
idr.).

Avtorji navajajo, da je zgodnje odkrivanje otrokove nadarjenosti in visokih
potencialov Se posebej pomembno zaradi ustrezne edukacije in pozitivnih uénih
izkusenj (Ferbezer, 2002; Grubb, 2008; Rajovi¢, 2015; Webb, 2010). Pri
spregledanem nadarjenem otroku se lahko zacnejo v razliénih oblikah kazati moteci
znaki: motnje pozornosti in hiperaktivnost, pretirana zaskrbljenost, povezana z
moralnimi in eticnimi vprasanji, perfekcionizem, ki je usmerjen tako vase kot k
drugim, premalo spanja, veliko sanj, nocni strahovi, izrazena obcutljivost,
frustriranost pri nedoseganju ciljev, tezave v odnosih s sovrstniki, drugacni interesi
kot sovrstniki, odklanjanje sodelovanja pri zadani nalogi in mnogoteri drugi znaki
(Webb, 2010). Nadarjene otroke lahko prepoznamo ze v prvih treh letih Zivljenja,
posebej na intelektualnem podrocju in pri jezikovnih zmoznostih (Brumbaugh in
Roshco, 1959; Roedell, 1990; Marjanovi¢ Umek in Zupanci¢, 2009, str. 423;
Robinson in Robinson 1992; Silverman, 2005 idr.). Najpogosteje omenjena ovira, ki
jo zasledimo v razlicnih virih, pa je neustrezna usposobljenost vzgojiteljev, da te
otroke odkrijejo. Avtorji namre¢ navajajo, da je usposobljenost vzgojiteljev klju¢na
za razvoj njihovih strokovnih, raziskovalnih in refleksivnih kompetenc, ki hkrati
vplivajo na zaznavanje splosnih in specificnih potreb predsolskega otroka na vseh
podrodjih razvoja (Ferbezer, 2002; Hodge in Kemp, 2008; Kukanja Gabrijel¢ic,
2015, 2016; Cotar Konrad in Kukanja Gabrijel¢ic, 2015, 2016; Pfeiffer in Petscher,
2008; Pfeiffer, Petscher in Jarosewich 2003; Porter, 2005; Renzulli, Siegle, Reis,
Gavin in Reed, 2009).

Vloga in pomen vzgojitelja pri odkrivanju potencialne nadarjenosti otroka
Osebnostne lastnosti vzgojitelja in njegove strokovne kompetence vplivajo na
celosten razvoj otrokovih potencialov. Modri¢ (2013, str. 431) pri tem navaja, da je
vzgojitelj pomembna oseba za razvoj socializacije otrok v vrtcu in je otroku zgled.
Vzgojitelj mora biti socialno, ¢ustveno in strokovno kompetenten, da lahko opazuje
in spremlja potrebe posameznega otroka (Sindik, 2010, str. 70).
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Novejse raziskave na podrocju izobrazevanja vzgojiteljev predsolskih otrok
poudatjajo strokovnost in kompetence za vsestranskost ter novo vlogo vzgojitelja
(Ljubetié, 2012; Persson, 2006; Podgornik, 2008; Schleicher, 2013; Slunjski, gagud in
Brajsa - Zganec 2006; Taylor in Nolen, 2005), kier so v ospredju tudi zahteve za
spremljanje nadarjenih in visoko sposobnih posameznikov (Ferbezer 2009; Kukanja
Gabrijelcic, 2016; Pangrcic, 2016). Raziskave usposobljenosti vzgojiteljev za
odkrivanje potencialno nadarjenih predsolskih otrok in delo z njimi kazejo, da se
vzgojitelji ocenjujejo kot zadovoljivo usposobljeni (Kukanja Gabrijelcic, 2016;
Modrié, 2013; Sindik, 2010; Vann, 2015 idr.). Cvetkovi¢ - Lay in Sever (2004) sta
odkrili visoko sposobnost vzgojiteljic pri zaznavanju potencialno nadarjenega
otroka. Podobno raziskavo je v Sloveniji izvedla tudi Kukanja Gabrijel¢i¢ (2016) in
potrdila dognanja hrvaskih kolegic. Nekatere druge studije (Grubb 2008; Pfeiffer in
Petsche, 2008) kazejo na problem izobrazevanja in informiranja vzgojiteljev pri
odkrivanju potencialne nadarjenosti. Jacobs (1971, v Ferbezer, 2002) ugotavlja, da
imajo vzgojitelji veliko odgovornost in da so tisti, ki se niso pedagosko-psiholosko
izobrazevali in izpopolnjevali za identifikacijo potencialno nadarjenih predsolskih
otrok, »precenjevali intelektualne sposobnosti, verbalno spretnost, kooperativnost
tistih otrok, ki so v vzgojnem procesu pozeli njihovo odobravanje«. Po pregledu in
vsebinski analizi relevantne znanstvene in strokovne literature za delo z nadarjenimi
predsolskimi otroki ter aktualnih raziskavah na podrodju razvoja predsolskega
otroka, nadatjenosti in strokovnih kompetenc vzgojiteljev lahko povzamemo, da so
vzgojitelji pripravljeni na izzive in pozitivne premike pri odkrivanju in delu s
potencialno nadarjenimi predSolskimi otroki, vendar se Se vedno pocutijo
nekompetentni oz. premalo strokovno usposobljeni za tovrstno delo (Bezi¢, 2006;
Cvetkovi¢ - Lay in Sekuli¢ - Majurec, 1998; Ferbezer, 2002; Hmelak, 2013;
Hohmann, 2005; Jurisevi¢, 2011; Kukanja Gabrijel¢i¢, 2016; Lillvista, 2014; Monks,
2005; Persson, 2006; Rajovié, 2015; Sindik, 2010; Webb, 2010).

Opredelitev raziskovalnega problema

S kvantitativno raziskavo smo raziskali prepricanja vzgojiteljev in vzgojiteljic,
zaposlenih v slovenskih in hrvaskih vrtcih, o: (1) lastni samooceni kompetenc za
odkrivanje potencialno nadatjenih otrok in delo z njimi, (2) lastni strokovni
usposobljenosti in izobrazbi za odkrivanje potencialne nadarjenosti otrok v vrtcu,
(3) pomenu svetovalne sluzbe, vodstva vrtca in sodelovanja s starsi pri odkrivanju

potencialno nadarjenih otrok in delu z njimi.
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Cilji raziskave

— ugotoviti, kaksna je samoocena vzgojiteljevih kompetenc za odkrivanje nadarjenih
otrok in delo z njimi;

— ugotoviti, ali obstajajo statisticno pomembne razlike med mnenji in stalici
vzgojiteljev v Sloveniji in na Hrvaskem, da sta ustrezna izobrazba in strokovno
izpopolnjevanje vzgojiteljev pomembna za prepoznavanje in razvoj potencialno
nadarjenih otrok v vrtcih;

— ugotoviti, ali obstaja statisticno pomembna razlika med vzgojitelji v slovenskih in
hrvagkih javnih vrtcih v podpori svetovalne sluzbe in starSev pri odkrivanju
potencialno nadarjenih predsolskih otrok in delu z njimi.

V okviru raziskovalnega vprasanja smo preverili naslednje hipoteze:

H 1: Med vzgojitelji v slovenskih in hrvaskih vrtcih obstaja statisticno pomembna
razlika pri samooceni kompetenc za odkrivanje potencialno nadarjenih otrok in delu
z njimi.

H 2: Med vzgojitelji v slovenskih in hrvaskih vrtcih ni statisticho pomembnih razlik
v prepricanjih, da sta ustrezna izobrazba in strokovno izpopolnjevanje vzgojiteljev
pomembna za prepoznavanje potencialno nadarjenih otrok v vrtcih.

H 3: Med vzgojitelji v slovenskih in hrvaskih javnih vrtcih obstaja statisti¢no
pomembna razlika v podpori svetovalne sluzbe, vodstva vrtca in starSev pri

odkrivanju potencialno nadarjenih predsolskih otrok in delu z njimi.
Metoda raziskovanja

V empiricnem delu raziskave je uporabljena kavzalno neeksperimentalna metoda
pedagoskega raziskovanja, kjer smo proucevali mnenja in staliS¢a vzgojiteljic o
nadarjenosti predsolskih otrok ter samooceno njihovih kompetenc za odkrivanje in
delo z nadatjenimi otroki. V okviru empiri¢nega dela smo uporabili kvantitativni
raziskovalni pristop, podatke smo zbirali na reprezentativhem vzorcu z

vprasalnikom.

Tebnike 2biranja podatkov in instrumentov ter nacini preverjanja merskib Inacilnosti instrumentoy
Pri kvantitativni empiri¢ni raziskavi smo za namen raziskave oblikovali vprasalnik,

ki je prilagojen ciljem nae raziskave.
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S pomocjo tega vprasalnika smo zbrali podatke o mnenjih in staliS¢ih vzgojiteljev
glede statusa vzgojitelja, strokovnega razvoja, podpore vodstva in potencialne
nadarjenosti predsolskega otroka. Vprasalnik je vseboval 17 vprasanj, ki so bila
razdeljena v tri vsebinske sklope. Prvi sklop stirih vprasanj se je nanasal na
demografske podatke (spol, starost, stopnja pridobljene izobrazbe in delovna doba),
ki smo jih zbrali z anketnimi vprasanji zaprtega tipa.

Drugi sklop je bil namenjen mnenjem in staliséem vzgojiteljev v zvezi z odkrivanjem
in delom z nadarjenimi otroki v vrtcu, tretji sklop pa je vseboval vprasanja o
samooceni  pedagosko-psiholoskih  in didakti¢cno-metodi¢nih ~ kompetenc
strokovnega razvoja vzgojitelja. Vprasalnik je vseboval odprte in zaprte tipe
vprasanj, uporabljena je bila lestvica Likertovega tipa, nominalne spremenljivke in
ordinalne lestvice. Konstruktno veljavnost vprasalnika smo preverjali s postopkom
faktorizacije (uporabili smo analizo glavnih komponent) in s Cronbachovim
koeficientom a. Objektivnost vprasalnika smo zagotovili s prevladujo¢o uporabo
vprasanj zaprtega tipa, Likertove ocenjevalne lestvice, jasnimi, enopomenskimi in

kratkimi navodili in nevodenim anketiranjem.

Opis postopka biranja podatkoy

Prek spletne aplikacije 1-KA smo oblikovali kon¢no verzijo vprasalnika (e-verzija),
dostop do e-vprasalnika pa posredovali v vzorec vklju¢enim osebam. E-vprasalniku
smo prilozili dopis z osebno predstavitvijo, razlozili smo namen anketiranja in

zagotovili anonimnost.

Opredelitey vzorca

Pri kvantitativni empiri¢ni raziskavi smo v namenski vzorec vkljucili vzgojitelje v
vrtcih, ki so vpisani v razvid javno veljavnih izvajalcev predsolske vzgoje v Sloveniji
in na Hrvaskem. Po podatkih Ministrstva za izobrazevanje, znanost in $port (2018)
je teh vrtcev v Sloveniji 425, na Hrvaskem pa po podatkih Ministrstva za znanost in
izobrazevanje Republike Hrvaske 808. Na osnovi seznama vseh vrtcev v Sloveniji in
na Hrvaskem smo v vzorec naklju¢no izbrali vrtce in jim poslali vprasalnike. Znotraj
posameznega vrtca v Sloveniji in na Hrvaskem smo vkljudili vse vzgoijitelje — njithovo
stevilo so nam posredovali ravnatelji oz. svetovalne delavke v teh vrtcth. K
sodelovanju v raziskavi smo povabili priblizno (800) vzgojiteljev, zaposlenih v
slovenskih in hrvaskih javnih vrtcih, odzvalo se jih je 542.
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Opis obdelave podatkov

Z vprasalnikom pridobljene podatke smo statisticno obdelali s pomocjo
programskega paketa SPSS 23.0. Pri preverjanju zastavljenih hipotez smo se ravnali
po pravilu, da je najveéje dopustno tveganje za zavrnitev posamezne hipoteze 5-
odstotna napaka — ¢e bo raven statisticne pomembnosti pri posamezni hipotezi
manjsa od 0,05 (p < 0,05), bomo hipotezo sprejeli.

Pri analizi kvantitativnih podatkov smo uporabili naslednje statisticne metode:
osnovno deskriptivno statistiko, kjer smo za nominalne spremenljivke uporabili
frekvence in strukturne odstotke, za ordinalne spremenljivke pa smo uporabili
aritmeti¢no sredino, standardni odklon, najnizjo in najvisjo vrednost, koeficient
splo$cenosti in koeficient asimetri¢nosti.

Frekvence in strukturne odstotke smo uporabili pri demografskih podatkih
anketiranih, pri vprasanju o stevilu potencialno nadarjenih otrok, ki so bili v zadnjih
petih letih pedagoskega dela v vrtcu vkljuceni v katero koli skupino otrok, pri
vprasanju o Stevilu udelezb na strokovnih izpopolnjevanjih v zvezi z delom in
odkrivanjem potencialno nadarjenih otrok v vrtcu v zadnjem letu in pri vprasanju o
mnenju anketiranih v zvezi z njthovim aktivnim vkljucevanjem v razlicne oblike
razvijanja lastnih kompetenc na podro¢ju odkrivanja in dela s potencialno
nadarjenimi otroki v vrtcu. Pri vseh drugih vprasanjih smo uporabili aritmeticno
sredino, standardni odklon, najnizjo in najvisjo vrednost, koeficient sploscenosti in
koeficient asimetri¢nosti, saj so vprasanja ordinalnega tipa.

a) Analizo glavnih komponent smo uporabili za preverjanje konstruktne
veljavnosti vprasalnika, za dolocitev latentnih spremenljivk (skupnih
faktorjev) kompetenc pti odkrivanju potencialno nadatjenih otrok in delu z
njimi ter za dolo¢itev latentnih spremenljivk (skupnih faktorjev) prepricanj
v zvezi s potencialno nadarjenimi otroki.

Stevilo posameznih latentnih spremenljivk smo dolocili glede na stevilo komponent,
ki so imele lastne vrednosti visje od 1 in glede na deleZ pojasnjene variance.

b) Preizkus Kolmogorov-Smirnov za preverjanje normalnosti porazdelitev
spremenljivk, ki so vkljucene pri preverjanju posameznih hipotez.

c) T-test za neodvisne vzorce (ang. Independent Samples T-Test) za
preverjanje naslednjih hipotez:

i hipoteze 1, kjer smo ugotavljali, ali med vzgojitelji v slovenskih in hrvaskih
vrtcih obstaja statisticno pomembna razlika pri samooceni kompetenc za

odkrivanje potencialno nadarjenih otrok in delo z njimi;
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ii.  hipoteze 2, kjer smo ugotavljali, ali med vzgojitelji v slovenskih in hrvaskih
vrtcih obstaja statisticno pomembna razlika v prepricanjih, da sta ustrezna
izobrazba in strokovno izpopolnjevanje vzgojiteljev pomembna za
prepoznavanje potencialno nadatjenih otrok v vrtcih
iii.  hipoteze 3, kjer smo ugotavljali, ali med vzgojitelji v slovenskih in hrvaskih

javnih vrtcih obstaja statisticno pomembna razlika pri podpori svetovalne
sluzbe, vodstva vrtca in starSev pri odkrivanju potencialno nadarjenih
predsolskih otrok in delu z njimi.
Pri neizpolnjevanju pogojev, ki so bili potrebni za parametri¢ne preizkuse (normalna
porazdelitev in homogenost varianc), smo za preverjanje zastavljenih hipotez
namesto

T-testa za neodvisne vzorce uporabili Mann-Whitneyjev U-preizkus.
Rezultati in interpretacija

V raziskavi je sodelovalo 542 anketirancev, od tega 505 vzgojiteljic (93 %), 9
vzgojiteljev (1,7 %) in 28 udelezencev (5,3 %), ki se niso opredelili po spolu. 248
(45,8 %) sodelujocih prihaja iz Republike Slovenije, 294 (54,2 %) pa iz Republike
Hrvaske. Starost udelezencev se je gibala od 19 do 65 let, povpre¢na vrednost za
slovenske vzgoijitelje je 42 (10,1) let in 41,5 (10,6) let za njihove hrvaske kolege,
razlika pa ni bila statisticno znacilna (t = 0,53; p > 0,05). Slovenski in hrvaski
vzgojitelji se bistveno razlikujejo glede na delovno dobo (t = 3,23; p < 0,001);
slovenski vzgojitelji imajo v povprecju ve¢ delovne dobe. Slovenski in hrvaski
vzgojitelji se bistveno razlikujejo tudi po stopnji izobrazbe. Slovenija: minimalna
delovna doba anketiranih je 1 leto, maksimalna delovna doba je 41 let, najve¢
anketiranih ima 10 let delovne dobe (18). Polovica anketiranih ima manj kot 17 let
delovne dobe, druga polovica pa ve¢ kot 17 let. Hrvaska: minimalna delovna doba
anketiranih je 1 leto, maksimalna delovna doba je 42 let, najve¢ anketiranih ima 10
let delovne dobe (29). Polovica anketiranih ima manj kot 14 let delovne dobe, druga
polovica pa vec kot 14 let (tabela 1).

Tabela 1: Prikaz osnovnih znacilnosti anketirancev

Starost 42 (10,1) 415(106) 053 0,599

>

Delovna doba v vrtcu 18,4 (11,8) 15,1 (11,7) 3,32 0,001
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V nadaljevanju predstavljamo rezultate, ki se nanasajo na samooceno, in razlike med
vzgojitelji v Sloveniji in na Hrvaskem, in sicer:
—  pti kompetencah za odkrivanje potencialno nadarjenih otrok in delo z njimi;
— pri prepricanjih, da sta ustrezna izobrazba in strokovno izpopolnjevanje
vzgojiteljev pomembna za prepoznavanje potencialno nadatjenih otrok v
vrtcih;
— v podpori svetovalne sluzbe, vodstva vrtca in starSev pri odkrivanju

potencialno nadarjenih predsolskih otrok in delu z njimi

Ocena in razlike v samooceni kompetenc pri odkrivanju potencialno nadarjenih otrok in delu 3

njimi pri vgojiteljih v Sloveniji in na Hrvasken

Trditve, ki opredeljujejo kompetence pri odkrivanju potencialno nadarjenih otrok in
delu z njimi, vsebujejo strokovno usposobljenost, pripravljenost za raziskovalne
projekte, strokovno usposobljenost za samorefleksijo, sodelovanje pri timskem delu
in skrb za osebni in strokovni razvoj na tem podro¢ju. Predvidevali smo, da se
samoocene kompetenc za odkrivanje potencialno nadarjenih otrok in delo z njimi
med vzgojitelji v Sloveniji in na Hrvaskem razlikujejo, zato smo obstoj morebitnih
razlik preverili.

Na podlagi rezultatov, prikazanih v preglednici 2, ugotavljamo, da se vzgojitelji v
Sloveniji (M = 4,23; SD = 0,78) in na Hrvaskem (M = 3,99; SD = 0,86) v povprecju
najbolj strinjajo, da skrbijo za osebni in strokovni razvoj. Rezultati Mann-
Whitneyjevih preizkusov kazejo, da med vzgojitelji v Sloveniji in na Hrvaskem
obstaja statisticho pomembna razlika pri oceni pripravljenosti za raziskovalne
projekte na podrocju potencialno nadarjenih otrok (U = 26858,500; 2P = 0,000),
oceni strokovne usposobljenosti za samorefleksijo (U = 27846,500; 2P = 0,003),
oceni sodelovanja pri timskem delu (U = 26321,000; 2P = 0,000) in skrbi za osebni
in strokovni razvoj (U = 27238,000; 2P = 0,003) na tem podrocju. Ugotavljamo, da
v vseh stirih primerih vzgojitelji v Sloveniji statisticno znacilno vise ocenjujejo svoje
kompetence za odkrivanje potencialno nadarjenih otrok in delu z njimi.

Razvidno je tudi, da se vzgojitelji v Sloveniji (M = 3,30; SD = 0,91) in na Hrvaskem
M = 3,17; SD = 0,90) v povpredju najmanj strinjajo, da so na podrocju odkrivanja
potencialno nadarjenih otrok in delu z njimi ustrezno strokovno usposobljeni. Tu
statisticho pomembnih razlik ni (U = 29700,500; 2P = 0,079).
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Tabela 2: Opisna statistika in rezultati Mann-Whitneyjevih preizkusov razlik pri oceni kompetenc za

odkrivanje potencialno nadarjenih otrok in delo z njimi med vzgojitelji v Sloveniji in na Hrvaskem.

Povprecni

Trditev N M SD U 2P
rang

Na tem podrodju  Slovenija 248 330 091 266,78 29700,500 0,079

sem ustrezno

strokovno Hrvagka 294 317 0,90 24524

usposobljen.

Na tem podrocju  Sjovenija 248 385 0,92 278,47 26858,500 0,000

sem pripravljen za

raziskovalne Hrvaska 294 358 0,92 234,59

projekte.

Na tem podrocju  Sjovenija 248 367 082 27441 27846,500 0,003

sem ustrezno

usposoblien za Hrvaska 294 349 086 23829

samorefleksijo.

Na tem podrodju  Slovenija 248 420 0,97 280,68 26321,000 0,000

sem sodelovalen

pri timskem delu.  Hyyagka 294 303 0,92 232,58

Skrbim za osebni  lovenija 248 423 078 276,91 27238,000 0,001

in strokovni

1azvoj. Hrvaska 294 399 0,86 236,01

5

H 1: Med vzgojitelji v slovenskih in hrvaskih vrtcih obstaja statisticho pomembna
razlika pri samooceni kompetenc za odkrivanje potencialno nadatjenih otrok in delo
z njimi.

Upostevali smo odgovore na vprasanje Q 10, ki se je glasilo: "Z oceno od 1
(nezadostno usposobljen) do 5 (odlicno usposobljen) ocenite posamezne
kompetence na podro¢ju odkrivanja in dela s potencialno nadarjenimi otroki v
vrtcu." Hipotezo smo preverili z Mann-Whitneyjevim U-preizkusom.

1z preglednice je razvidno, da med anketiranimi vzgojitelji v slovenskih in hrvaskih
vrtcih obstaja statisticno pomembna razlika pri $tirih trditvah s podrocja samoocene

kompetenc za odkrivanje potencialno nadarjenih otrok in delo z njimi.
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Anketirani iz Slovenije menijo, da so v povprecju bolj pripravljeni na raziskovalne
projekte (U = 26858,500; Sig = 0,000), bolj usposobljeni za samorefleksijo (U =
27846,500; Sig = 0,003), bolj sodelovalni pri timskem delu (U = 26321,000; Sig =
0,000), in v povprecju bolj ustrezno skrbijo za osebni in strokovni razvoj (U =
27238,000; Sig = 0,001) kot anketirani iz Hrvaske.

1z preglednice je razvidno tudi, da med vzgojitelji v slovenskih in hrvaskih vrtcih ne
obstaja statisticno pomembna razlika pri samooceni strokovne usposobljenosti na
tem podrocju (U = 29700,500; Sig = 0,079). Hipotezo H 1 sprejmemo.

H 2: Med vzgojitelji v slovenskih in hrvaskih vrtcih ni statisticho pomembnih razlik
v prepricanjih, da sta ustrezna izobrazba in strokovno izpopolnjevanje vzgojiteljev
pomembna za prepoznavanje potencialno nadarjenih otrok v vrtcih.

Upostevali smo odgovore na vprasanje Q 12, ki se je glasilo: "Koliko sta po vasem
mnenju pomembna dejavnika za prepoznavanje in razvoj potencialno nadarjenih
otrok v vrtcih ustrezna izobrazba in strokovno izpopolnjevanje vzgojiteljeve"
Hipotezo smo preverili z Mann-Whitneyjevim U-preizkusom.

Iz preglednice je razvidno, da med anketiranimi vzgojitelji v slovenskih in hrvaskih
vrtcih ni statisticno pomembnih razlik v mnenjih in stalis¢ih, da sta ustrezna
izobrazba in strokovno izpopolnjevanje vzgojiteljev pomembna za prepoznavanje
potencialno nadatjenih otrok v vrtcih (U = 32095,000; Sig = 0,817).

Tabela 3: Opisna statistika in rezultati Mann-Whitneyjevega preizkusa razlik v oceni pomembnosti
ustrezne izobrazbe in strokovnega izpopolnjevanja vzgojiteljev za prepoznavanje potencialno
nadarjenih otrok v vrtcih pri vzgojiteljih v Sloveniji in na Hrvaskem

Trditey N M sp  Povpreeni U P
fang

Natempodrodiu  Slovenija 248 435 0,69 25408 32095000 0817

sem ustrezno

strokovno Hrvaska 294 438 065 256,79

> >

usposobljen.

Tako v slovenskih kot v hrvaskih vrtcih se vzgojitelji v povprecju strinjajo, da sta
ustrezna izobrazba in strokovno izpopolnjevanje vzgojiteljev pomembna za

prepoznavanje potencialno nadatjenih otrok v vrtcih.
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Med vzgojitelji v slovenskih in hrvaskih vrtcih ni statisticno pomembne razlike v
mnenjih in staliScih, da sta ustrezna izobrazba in nadaljevanje strokovnega
usposabljanja pomembna za prepoznavanje in delo s potencialno nadarjenimi otroki
v vrtcu (t = 0,38; p > 0,05). Povprecna ocena za pomen izobrazevanja in stalnega
strokovnega usposabljanja je za slovenske in hrvaske vzgojitelje visoka: AS Slo =
4,39 (SD = 0,66), AS Hrv = 4,38 (SD = 0,64). Hipotezo H 2 sprejmemo.

H 3: Med vzgojitelji v slovenskih in hrvaskih javnih vrtcih obstaja statisticno
pomembna razlika v podpori svetovalne sluzbe, vodstva vrtca in starSev pri
odkrivanju potencialno nadarjenih predsolskih otrok in delu z njimi.

Upostevali smo odgovore na vprasanje Q 16, ki se je glasilo: "Ocenite, prosim, kako
pogosto ste pri prepoznavanju potencialno nadarjenih predsolskih otrok delezni

pomodci drugih." Hipotezo smo preverili z Mann-Whitneyjevim U-preizkusom.

1z preglednice (Preglednica 4) je razvidno, da med anketiranimi vzgojitelji v
slovenskih in hrvaskih vrtcih ne obstaja statisticno pomembna razlika v podpori
svetovalne sluzbe (U = 29447,500; Sig = 0,064), vodstva vrtca (U = 29724,500; Sig
= 0,090) in starsev (U= 29872,500; Sig = 0,100) pri odkrivanju potencialno
nadatjenih predsolskih otrok in delu z njimi. Hipoteze H 3 ne sprejmemo.

Tabela 4: Opisna statistika in rezultati Mann-Whitneyjevih preizkusov razlik v oceni kompetenc pri

odkrivanju potencialno nadarjenih otrok in delu z njimi pri vzgojiteljih v Sloveniji in na Hrvaskem

Trditev N M sp  Povpreeni g 2P
rang

Pomo¢ mi nudi Slovenija 248 3,07 1,30 267,82 29447500 0,064

svetovalna sluzba v

vrtcu. Hrvaska 294 2,87 1,32 24429

Slovenija 248 3,08 1,24 266,68  29724,500 0,090

Pomo¢ mi nudi

vodstvo vrtca. Hrvaska 204 2,92 112 24533

Pomo¢ mi nudijo Slovenija 248 2,90 1,02 266,07 29872500 0,100
star$i potencialno

nadarjenih Hrvaska 294 2,76 0,97 245,88
predsolskih otrok.







L. Gomercié: Mnenja in stalista slovenskib in hroaskib vigojiteljev o nsposobljenosti za odkrivanje potencialno
o o 117
nadarjenih predsolskil otrok

Tabela 5: Prikaz zadovoljstva s splosnim socialnim statusom vzgojiteljev in zakonodajo v Sloveniji in

na Hrvaskem v povezavi s starostjo in delovno dobo

Splosno zadovoljstvo s statusom vzgojitelja v druzbi

Slovenija Hrvaska
Starost r=0,031; p = 0,640 r=0,16;p = 0,011
Delovna doba r=0,037;p = 0,572 r=0,15p=0,017

Zadovoljstvo vzgojitelja z zakonodajo, ki ureja podroc¢je predsolske vzgoje,
statuse vrtcev in strokovni kader.

Slovenija Hrvaska

Delovna doba r=0,129; p = 0,037 r=-0,088;, p = 0,172

Slovenski in hrvaski vzgojitelji imajo statisticho pomembno razlicno mnenje o
svojem splosnem statusu v druzbi (t = 12,5; p < 0,05). Slovenski vzgojitelji svoj
status v druzbi ocenjujejo s povprecno oceno AS = 3,74 (SD = 0,96), medtem ko je
povprecna ocena njihovih hrvaskih kolegov AS = 2,86 (SD = 0,84).

Stopnja zadovoljstva s splosnim socialnim statusom hrvaskih vzgojiteljev je v
povezavi s starostjo pomembno pozitivho korelirana (r = 0,16; p < 0,05), pri
vzgoijiteljih v Sloveniji te povezanosti ni (r = 0,03; p > 0,05). Starejsi vzgojitelji na
Hrvaskem so zadovoljnejsi s svojim splo$nim statusom v druzbi, medtem ko pri
slovenskih vzgoiiteljih te povezave nismo ugotovili.

Podoben vzorec smo opazili pri letih delovne dobe. Obstaja povezava med
zadovoljstvom s splo$nim statusom vzgojiteljev v druzbi in dolgoletnimi delovnimi
izku$njami med hrvaskimi udelezenci raziskave (r = 0,14; p < 0,05). Hrvaski
vzgojitelji z vecletnimi izku$njami so zadovoljnejsi s svojim statusom v druzbi,
medtem ko pri njihovih slovenskih kolegih te povezave nismo nasli.

Hrvaski in slovenski vzgojitelji imajo bistveno razliéna mnenja in staliS¢a v zvezi z
zakonodajnimi okviri, ki urejajo predsolsko vzgojo, statuse vrtcev in strokovni kader
(t =727, p < 0,05). Slovenski vzgojitelji zakonodajo ocenjujejo s povpre¢no oceno
AS = 3,26 (SD = 0,81), medtem ko je povprecna ocena njihovih hrvaskih kolegov
AS= 2,73 (SD = 0,85).
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Raven zadovoljstva z zakonodajo, ki ureja predsolsko vzgojo, statuse vrtcev in poklic

vzgojitelja, je zelo pozitivno povezana z dolgoletnimi delovnimi izku$njami pri
hrvaskih vzgojiteljih (r = 0,13; p < 0,05), ne pa tudi pri slovenskih (r = —-0,088; p >
0,05). Hrvaski vzgojitelji z ve¢ delovnimi izkusnjami so zadovoljnejsi z zakonodajo,

ki ureja predsolsko vzgojo, statuse vrtcev in strokovni kader, med slovenskimi

vzgojitelji te povezave nismo opazili (tabela 5).
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Graf 1: Stevilo potencialno nadarjenih otrok, vkljuéenih v katero koli skupino v zadnjih petih letih dela

vzgojitelja v vrtcu.

V zadnjih petih letih dela v vrtcu tudi ni razlik med slovenskimi in hrvaskimi

vzgojitelji po Stevilu potencialno nadarjenih otrok, vkljucenih v katero koli skupino

(x2 =2,99; p > 0,05) (graf 1).
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Ugotovili smo statisticho pomembno pozitivno povezavo med delovno dobo
vzgojiteljev in Stevilom odkritih potencialno nadarjenih otrok (r = 0,20; p < 0,05). V
zadnjih 5 letih so vzgojitelji z daljso delovno dobo v Sloveniji in na Hrvaskem odkrili

ve¢ potencialno nadarjenih otrok v skupini (graf 2).
Razprava

S kvantitativno raziskavo smo raziskali prepri¢anja vzgojiteljic, zaposlenih v
slovenskih in hrvaskih vrtcih, v zvezi s samooceno kompetenc za odkrivanje
potencialno nadarjenih otrok in delo z njimi, strokovno usposobljenostjo in
izobrazbo za odkrivanje potencialne nadarjenosti otrok v vrtcu, pomenom
svetovalne sluzbe, vodstva vrtca in sodelovanja s starsi pri odkrivanju potencialno
nadarjenih otrok in delu z njimi. V raziskavi je sodelovalo 542 anketirancev, od tega
505 vzgojiteljic (93 %), 9 vzgojiteljev (1,7 %) in 28 udelezencev (5,3 %), ki se niso
opredelili po spolu. 248 (45,8 %) sodelujocih je bilo iz Republike Slovenije in 294
(54,2 %) iz Republike Hrvaske. Na podlagi z raziskavo pridobljenih rezultatov smo
ugotovili, da se vzgojitelji v Sloveniji in na Hrvaskem v povprecju najbolj strinjajo o
skrbi za osebni in strokovni razvoj. Rezultati kazejo, da med vzgojitelji v Sloveniji in
na Hrvaskem obstaja statisticho pomembna razlika v oceni pripravljenosti za
raziskovalne projekte na podrocju potencialno nadarjenih otrok, oceni strokovne
usposobljenosti za samorefleksijo, oceni sodelovanja pri timskem delu ter skrbi za
osebni in strokovni razvoj na tem podro¢ju. Ugotovili smo, da v vseh $tirih primerih
vzgojitelji v Sloveniji statisticno znacilno vise ocenjujejo svoje kompetence pri
odkrivanju potencialno nadarjenih otrok in delu z njimi. Iz raziskave je tudi razvidno,
da se vzgojitelji v Sloveniji in na Hrvaskem v povprecju najmanj strinjajo, da so pti
odkrivanju potencialno nadarjenih otrok in delu z njimi ustrezno strokovno
usposobljeni. Tu statisticho pomembnih razlik ni, kar pomeni, da potrebujejo
dodatna strokovna usposabljanja za odkrivanje in delo s potencialno nadarjenimi
predsolskimi otroki. Tako v slovenskih kot v hrvaskih vrtcih se v povpredju strinjajo,
da sta ustrezna izobrazba in strokovno izpopolnjevanje vzgojiteljev pomembna za
prepoznavanje potencialno nadarjenih otrok v vrtcih. Med vzgojitelji v slovenskih in
hrvaskih vrtcih ni statisticno pomembne razlike v mnenjih in staliscih, da sta ustrezna
izobrazba in nadaljevanje strokovnega usposabljanja pomembna za prepoznavanje

in delo s potencialno nadarjenimi otroki v vrtcu.
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Ceprav med anketiranimi vzgojitelji v slovenskih in hrvagkih vrtcih ni statisti¢no
pomembne razlike v podpori svetovalne sluzbe, vodstva vrtca in starSev pri
odkrivanju potencialno nadarjenih predsolskih otrok in delu z njimi, slovenski
vzgojitelji nekoliko vise kot hrvasgki ocenjujejo podporo vodstva vrtca in svetovalne
sluzbe. Pri odgovorih na vprasanje, ali so imeli v zadnjih petih letih potencialno
nadarjene otroke vkljucene v katero koli skupino, ni bilo statisti¢cno pomembnih
razlik. Ugotovili smo statisticno pomembno pozitivno povezavo med delovno dobo
vzgojiteljev in Stevilom odkritih potencialno nadarjenih otrok. V zadnjih petih letih
so vzgojitelji z daljSo delovno dobo — v obeh drzavah — odkrili ve¢ potencialno
nadarjenih otrok v skupini, kar lahko razlozimo z bogatejsimi delovnimi izku$njami
oz. prakso. Z raziskavo smo zeleli pridobiti tudi mnenje sodelujocih o splosnem
statusu vzgojitelja v druzbi in o zakonodaji, ki ureja podro¢je predsolske vzgoje. Ta
podatek nam pokaze status celotnega sistema predsolske vzgoje in izobrazevanja
predsolskih otrok, zlasti ker je zadovoljstvo zaposlenih vzgojiteljev klju¢en dejavnik
za uspesno vzgojo in poucevanje predsolskih otrok. Mnenje slovenskih in hrvaskih
vzgojiteljev o svojem splosnem statusu v druzbi se statisticno pomembno razlikuje.
Slovenski vzgoijitelji svoj status v druzbi ocenjujejo s povprecno oceno 3,74, medtem
ko je povprecna ocena njihovih hrvaskih kolegov 2,86. Predvidevamo, da je ocena
hrvaskih vzgojiteljev nizja zaradi slabsih ekonomskih in socialnih razmer na
Hrvaskem. Starejsi vzgojitelji na Hrvaskem so zadovoljnejsi s svojim splo$nim
statusom v druzbi, medtem ko pri slovenskih vzgojiteljih te povezave nismo
ugotovili, enako je pri tistih z daljso delovno dobo. Mnenje slovenskih in hrvaskih
vzgojiteljev se bistveno razlikuje tudi v zvezi z zakonodajnimi okviri, ki urejajo
predsolsko vzgojo, statuse vrtcev in strokovni kader. Slovenski vzgojitelji
zakonodajo ocenjujejo s povpre¢no oceno 3,26, medtem ko je povpreéna ocena
njihovih hrvaskih kolegov 2,73.

Zakljucek

Z raziskavo smo opravili primetjalno mednarodno analizo stanja, ki je trenutno
aktualno na obmocju Republike Slovenije in Republike Hrvaske, na podrocju
odkrivanja in dela s potencialno nadarjenimi predsolskimi otroki v institucionalni

vzgoijl in izobrazevanju.
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Raziskavo med slovenskimi in hrvaskimi vzgojitelji smo izvedli, da bi primetjalno
pridobili podatke o samooceni usposobljenosti vzgojiteljev za odkrivanje in delo s
potencialno nadarjenimi predsolskimi otroki in pridobili odgovore na zastavljena
raziskovalna vprasanja, ki so vecinoma potrdili nase predpostavke in ugotovitve.
Med vzgoijitelji v slovenskih in hrvaskih vrtcih ni statisticno pomembne razlike v
mnenjih in staliScih, da sta ustrezna izobrazba in nadaljevanje strokovnega
usposabljanja pomembna za prepoznavanje in delo s potencialno nadarjenimi otroki
v vrtcu. Rezultati raziskave kazejo, da tako slovenski kot hrvaski vzgojitelji menijo,
da potrebujejo dodatna strokovna usposabljanja na tem podro¢ju. V smislu
odpiranja novih pogledov v predsolski vzgoji in razvijanja strokovnosti na tem
podrodju, rezultati raziskave odpirajo vprasanje o potrebi uvajanja novega predmeta

na $tudiju za vzgoijitelje predsolskih otrok.
Summary

A quantitative survey investigated the beliefs of preschool teachers from Slovenian
and Croatian kindergartens regarding self-assessment of their competence to identify
potentially gifted children and to work with them, their professional qualification
and education in this field, and the role of school counseling service, kindergarten
leadership and cooperation with parents in identifying and working with potentially
gifted children. The study sample comprised 542 preschool teachers, 505 of them
female (93%), 9 male (1.7%) and 28 of unspecified gender (5.3%). Two hundred and
forty-eight (45.8%) participants were from the Republic of Slovenia and 294 (54.2%)
from the Republic of Croatia. Based on the research results, Slovenian and Croatian
teachers agree most on the importance of personal and professional development.
There are statistically significant differences between Slovenian and Croatian
teachers in how they assess their readiness for research projects in the field of
potentially gifted children, their professional competence for self-reflection, their
team cooperation, and their personal and professional development in this filed. In
all four cases, Slovenian teachers rate their competences for identification of and
work with potentially gifted children statistically significantly higher. The research
also shows that both Slovenian and Croatian teachers feel insufficiently qualified for
the identification of potentially gifted children. There are no statistically significant
differences between the two groups, which shows that they all need additional
professional development for identification of and work with potentially gifted

children. Both Slovenian and Croatian preschool teachers, on average, agree that
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adequate education and further professional development are important for
successful identification of potentially gifted children. There are no statistically
significant differences between teachers in Slovenian and Croatian kindergartens in
their opinions and views on the importance of adequate education and further
professional development for the identification of and work with potentially gifted
children in kindergarten. Although there is no statistically significant difference in
how they perceive support from the school counseling service, kindergarten
leadership, and parents in the identification of and work with potentially gifted
preschool children, Slovenian teachers rate the leadership and counseling service
support slightly higher than Croatian teachers do.

There were no statistically significant differences between teachers in their responses
to the question of whether they had identified any potentially gifted children in any
of their groups in the last five years. There was however a statistically significant
positive correlation between career length and the number of potentially gifted
children identified. The teachers with longer careers from both countries had
identified more potentially gifted children over five years than their colleagues, which
can be attributed to their more extensive work experience. Our research also tried
to identify participants’ opinions about the general social status of preschool teachers
and the legislation on early childhood education and care. These data are indicative
of the general status of the whole system of eatly childhood education and care,
especially considering that teacher satisfaction is the key factor in successful early
childhood education and care. There is a statistically significant difference in opinion
on the general social status between Slovenian and Croatian teachers. Slovenian
teachers rated their perceived social status with an average grade of 3.74, while their
Croatian colleagues rated it with 2.86. We presume the lower grade to be the result
of the worse economic and social situation in Croatia. Older teachers in Croatia are
more satisfied with their general social status, which does not hold true for older or
more experienced Slovenian teachers. There is also a considerable difference in
Slovenian and Croatian teachers’ opinions about the legislative framework governing
eatly childhood education and care, kindergarten status and professional staff.
Slovenian teachers rated their legislation with an average grade of 3.26, while their
Croatian colleagues rated it with 2.73.

We conducted this study among Slovenian and Croatian teachers to obtain
comparative data about their self-assessment of their ability to identify potentially
gifted children and to work with them. The research results indicate that both
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Slovenian and Croatian preschool teachers believe they need additional professional
training in this field. In terms of opening new horizons in eatly childhood education
and developing new professional standards in this field, our research raises the issue

of the need to introduce a new subject into eatly education study programs.
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NAVODILA AVTORJEM

Osnovni namen revije je povezati §irok spekter teoreti¢nih izhodis¢ in prakticnih resitev v izobrazevanju
ter tako spodbujati razliéne metodoloske in vsebinske razprave. Uredniski odbor zdruzuje strokovnjake in
raziskovalce iz ve¢ evropskih drzav in s tem Zeli ustvariti moznosti za zivahen dialog med raznovrstnimi
disciplinami in razli¢nimi evropskimi praksami, povezanimi z izobrazevanjem.

Revija za elementarno izobrazevanje torej objavlja prispevke, ki obravnavajo pomembna, sodobna
vprasanja na podrodju vzgoje in izobrazevanja, uporabljajo primerno znanstveno metodologijo ter so
slogovno in jezikovno ustrezni. Odrazati morajo pomemben prispevek k znanosti oziroma spodbudo za
raziskovanje na podrodju vzgoje in izobrazevanja z vidika drugih povezanih ved, kot so kognitivna
psihologija, razvoj otroka, uporabno jezikoslovje in druge discipline. Revija sprejema e neobjavljene ¢lanke,
ki niso bili isto¢asno poslani v objavo drugim revijam. Prispevki so lahko v slovenskem, angleskem ali
nemskem jeziku.

Sprejemanje ¢lankov v objavo

Prejete prispevke najprej pregleda urednik/zalozniski odbor in ugotovi, ali vsebinsko ustrezajo konceptu
in kriterijem revije.

1. Ce prispevek ustreza konceptu in kriterijem revije, ga uredniski odbor poslje dvema anonimnima
recenzentoma. Clanek, ki je vsebinsko skladen s konceptom revije, vendar ne ustreza drugim
kriterijem, lahko urednistvo vrne avtorju, da ga popravi.

2. O sprejemu ali zavrnitvi clanka je avtor obvescen priblizno tri mesece po njegovem prejemu.

3. Avtor dobi recenzirani prispevek vkljuéno z morebitnimi priporodili za izboljsave/popravke, v
primeru zavrnitve pa z navedenimi razlogi zanjo.

4. Konéno odlocitev o objavi clanka sprejme urednik na temelju priporocil recenzentov. Pri tem
utemeljitve za svojo odlocitev ni dolzan navesti.

5. Besedilo prispevka mora biti pripravljeno v skladu z Navodili avtorjem.

6. Avtor jamdi, da so v prispevku predstavljeni podatki natancni, verodostojni in izvirni. Ko je
¢lanek sprejet v objavo, avtor podpise Izjavo o eti¢nosti raziskovanja in Izjavo avtorja o izvirnosti
prispevka. Vsi prispevki gredo skozi postopek za ugotavljanje plagiatorstva.

Navodila za oblikovanje besedila
Pri pripravi besedila prispevka upostevajte naslednja navodila:

1. Tipkopis oddajte kot dokument v programu Microsoft Windows. Nabor pisave je Times New
Roman, velikost ¢rk 12 za osnovno besedilo in 10 za povzetka v slovenskem in angleskem jeziku,
literaturo in citate, ¢e so daljsi od treh vrstic, razmik med vrsticami pa je 1,5. Velikost pisave v
tabelah in naslovih tabel ter grafov je 10; razmik med vrsticami pa enojni. Sirina tabele naj ne
presega 12,5 cm. Besedilo naj bo obojestransko poravnano. Vodilni naslovi naj bodo zapisani
krepko, prvi podnaslovi lezece, drugi podnaslovi pa navadno. Naslovov in strani ne stevilcite in
ne uporabljajte velikih tiskanih ¢rk.

2. Besedilo prispevka naj ne presega 38.000 znakov s presledki, vkljucno s povzetki, literaturo in
klju¢nimi besedami.

3. Naslov prispevka naj ne presega 15 besed in naj bo v slovenskem in angleskem jeziku.

4. Prispevek naj ima na zacetku povzetek v slovenskem jeziku ter njegov prevod v angleskem jeziku
(oziroma obratno) in naj ne presega 100 besed. Za povzetkom naj bo 5 klju¢nih besed. Poleg
povzetkov naj prispevek na koncu prispevka, pred literaturo, vsebuje daljsi povzetek (500-700
besed) v anglescini, ¢e je ¢lanek napisan v slovenséini.

5.V prispevku ne uporabljajte ne sprotnih ne kon¢nih opomb.

6. Vire navajajte v skladu s standardom APA (American Psychological Association). V seznam
literature vkljucite samo v tekocem besedilu navedene vire, ki jih uredite po abecednem vrstnem
redu.



7.V posebnem dokumentu posljite naslednje podatke: ime in priimek avtotja, akademski naziv,
organizacijo, kjer je avtor zaposlen, elektronski naslov, naslov bivalis¢a in naslov prispevka.

Primeri:

Knjige: priimek, zacetnica imena avtotja, leto izida, naslov, kraj, zalozba.

Duh, M. (2004). VVrednotenje kot didakticni problem pri likovni vzgoji. Maribor: Pedagoska fakulteta.

Clanki v revijah: priimek, zacetnica imena avtotja, leto izida, naslov prispevka, ime revije, letnik, stevilka,
strani.

Planinec, J. (2002). Sportna vzgoja in medpredmetne povezave v osnovni $oli. Sporz, 50 (1), 1115,

Prispevki v zbornikih: priimek, zacetnica imena avtotja, leto izida, naslov prispevka, podatki o knjigi ali
zborniku, strani, kraj, zalozba.

Fosnari¢, S. (2002). Obremenitve $olskega delovnega okolja in otrokova uspesnost. V M. Juriéi¢ (ur.), Solska
higiena: zbornik prispevkov (str. 27-34). Ljubljana: Sekcija za Solsko in visoko$olsko medicino SZD.

Vkljucevanje reference v tekst: ¢e gre za dobesedno navedbo, napisemo v oklepaju priimek avtorja, leto

izdaje in stran (Lipovec, 2005, str. 9), ¢e pa gre za splosno navedbo, stran izpustimo (Lipovec, 2005).

Prispevke lahko avtotji posljejo po elektronski posti na naslov rei.pef@um.si ali jih oddajo na spletni
aplikaciji: https://journals.um.si/index.php/education/about/submissions .
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