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Lea Kozel, dr. Mara Cotic, dr: Amalija Zakelj

Kognitivno-konstruktivisticni model
pouka matematike v 1. triletju

Prejeto 21.11.2019 / Sprejeto 12.05.2020
Znanstveni c¢lanek
UDK 373.091.31:51:373.3

KLJUCNE BESEDE: osnovna $ola, prvo triletje,
ucni nacrt, pouk matematike, kognitivno-konstrukti-
visticni model pouka, aktivne metode dela, znanje,
motivacija

POVZETEK —V prispevku predstavijamo teoreticno
osmisljeni kognitivno-konstruktivisticni model pouka
matematike v prvem triletju osnovne Sole in njegovo
prakticno aplikacijo. Konstruktivisticne teorije zna-
nja temeljijo na predpostavki, da posameznik obli-
kuje svoje znanje z lastnim izgrajevanjem znanja, s
problemskim ucenjem, ki je usmerjeno k odkrivanju,
Jje povezano z vsakdanjim Zivljenjem, osnovano na
primerih, notranje motivirano ter socialno. V empi-
ricnem delu raziskave smo z uporabo eksperimental-
ne metode pedagoskega raziskovanja v Solski praksi
z ucenci 3. razreda osnovne Sole evalvirali uporabo
kognitivno-konstruktivisticnega modela pouka ma-
tematike v prvem triletjiu osnovne Sole. Na podlagi
analize dobljenih rezultatov raziskovanja ugotavlja-
mo, da lahko pri uc¢encu pricakujemo kakovostnejse
znanje, ce je aktivno soudelezen v usvajanju znanja
pri pouku. Ucenci, ki so bili delezni kognitivno-kon-
struktivisticnega modela pouka matematike, so bili
pomembno uspesnejsi pri reSevanju matematicnih
nalog na vseh matematicnih podrocjih.

1 Uvod

Received 21.11.2019 / Accepted 12.05.2020
Scientific paper
UDC 373.091.31:51:373.3

KEYWORDS: primary school, first educational cycle,
syllabus, teaching mathematics, cognitive-constructiv-
ist model of teaching, active methods of work, knowl-
edge, motivation

ABSTRACT — The paper presents a theoretically de-
signed cognitive-constructivist model of teaching
mathematics in the first education cycle of primary
school, along with its practical application. Construc-
tivist theories of knowledge are based on the assump-
tion that individuals shape their knowledge with their
own construction of the latter;, with problem-solving
learning that is discovery-oriented, linked with every-
day life, case-based, internally motivated and social.
In the empirical part of the research, the applica-
tion of the cognitive-constructivist model of teaching
mathematics in the first educational cycle of primary
school was evaluated using the experimental method
of educational research in school practice. Based on
the analysis of the obtained research outcomes, we find
that higher quality knowledge can be expected from
students if they were actively involved in the acquisi-
tion of knowledge. Students who received mathemat-
ics teaching according to the cognitive-constructivist
model performed significantly better in solving mathe-
matical tasks in all areas of mathematics than students
who received traditional teaching methods.

Marenti¢-Pozarnik (2000, str. 10) meni, da je “ucenje vsaka sprememba v vedenju,
informiranosti, znanju, razumevanju, stali§¢ih, spretnostih ali zmoznostih, ki je trajna in
ki je ne moremo pripisati fizi¢ni rasti ali razvoju podedovanih vedenjskih vzorcev”. Te-
orija ucenja, ki se je poleg behaviorizma, kognitivizma, konektivizma razvila v zadnjem
stoletju na Zahodu in je pomembno vplivala tudi na u€enje in poucevanje matematike
(De Corte, 2013; Walling, 2014), je konstruktivizem.

Konstruktivizem kot teorija ucenja temelji na tem, da so ucenci aktivno vkljuceni v
proces pridobivanja znanj, tudi v tesni interakciji z lokalno skupnostjo. Imajo doloc¢ena
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predhodna znanja, vescine in izkusnje, ki jih lahko v avtenti¢nih situacijah povezejo z
resni¢nim svetom, jih nadgradijo, in tako postanejo sposobni resevati tezave (Bass, 2012;
Cankar et al., 2013). Avtenti¢ne situacije vplivajo na njihovo custveno, druzbeno in fizi¢-
no angaziranost, pa tudi na razvoj odnosov (Mueller in Anderson, 2014).

Konstruktivisticne teorije znanja temeljijo na predpostavki, da znanje ni preno-
sljivo, posameznik ga oblikuje z lastnim izgrajevanjem (Plut-Pregelj, 2003), ucenje je
problemsko, usmerjeno k odkrivanju, povezano z vsakdanjim zivljenjem, osnovano na
primerih, intristi¢no motivirano ter socialno (Steh, 2004). Zagovorniki konstruktivi-
sti¢ne teorije menijo, da bi prav konstruktivisti¢ne teorije znanja morale postati glavno
izhodisce posodabljanja kurikula (Rutar Ilc, 2002).

2 Opredelitev teoreti¢nih izhodis¢ raziskave

Stevilne raziskave (Bransford, Brown, Cocking, 2000) so pokazale, da je trajnost in
uporabnost znanja, ki je pridobljeno na t. i. aktivni nacin, vecja, kot e je to znanje zgolj
privzeto, saj so ucenci, ki so z aktivnim preiskovanjem odkrili dolocene matemati¢ne
koncepte, to znanje uporabili v novih in netipi¢nih situacijah, medtem ko so ucenci, ki
so se z istimi matemati¢nimi koncepti le seznanili (se naucili na pamet), v novih situa-
cijah odpovedali (Rutar Ilc, 2002).

Kognitivni psihologi (Piaget, Vigotski, Bruner, Bransford, Marzano, v Rutar Ilc,
2002) so poudarili pomen taksne aktivnosti, pri kateri uéenec sam, ob premisljeni ucite-
ljevi podpori v procesu raziskovanja in odkrivanja, analiziranja in povezovanja, prihaja
do lastnih spoznanj oziroma jih izgrajuje. Mesinovi¢ (2019) opozarja, da je pri pouku z
raziskovanjem klju¢no, da ucitelj prepozna pravilnost idej, ki so si jih ucenci oblikovali
s samostojnim odkrivanjem, ter poda ustrezno povratno informacijo, da lahko ucenec,
ki si je oblikoval napac¢ne oz. nepopolne predstave, le-te popravi ali dopolni.

Tudi pri t. i. transmisijskem pristopu, kjer gre pretezno za prenasanje gotovih znanj,
so ucenci do neke mere aktivni, saj poslusajo uciteljevo razlago in jo skusajo dojeti.
Kljub temu pa ucenci niso aktivni v vecini pomembnih faz spoznavnega postopka, am-
pak so le seznanjeni s spoznanji, ki so rezultat spoznavne poti, ki jo je opravil nekdo
drug, sami pa ne gredo skoznjo (Rutar Ilc, 2002).

Aktivni pristop, ki je utemeljen v lastnem odkrivanju in izgrajevanju spoznanj s
pomocjo razliénih dejavnosti in miselnih procesov ter postopkov, ki jih te dejavnosti
spodbujajo, je tisti, ki v bolj pasivnem privzemanju gotovih znanj omogoca ponotranje-
nje pojmov, principov in zakonitosti, s tem pa tudi trajnost in transferno vrednost znanja
(Rutar Ilc, 2002).

Za doseganje zahtevanih ciljev sodobnega Solanja je pomembno transmisijski
(behavioristi¢ni) model pouka dopolniti s sodobnim kognitivno-konstruktivistiénim
ali transformacijskim modelom pouka. Ta zahteva problemsko naravnane metode in
pristope, kjer je ucitelj pozoren ne samo na koli¢ino, temve¢ tudi na kakovost ucen-
¢evega predznanja. Ucitelj naCrtno izrablja ucenceve izkusnje, stalisca in poglede, jih
sooca z nepopolnostjo in konfliktnostjo ter s prilagojeno podporo pomaga uc¢encem pri
rekonstrukeiji znanja. Pri kognitivno-konstruktivisticnem modelu je poudarjen pomen
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ucenceve aktivnosti v vseh uc¢nih etapah, pomen sodelovanja in izmenjavanja izkusenj
ter pogledov med ucenci in nacrtnega pridobivanja spretnosti ué¢enja. Pri takem pouku
ucenec postopoma prevzema vse vecji del odgovornosti za proces pridobivanja znanja
in osebnega razvoja ter se usposablja za vsezivljenjsko ucenje (Valencic¢ Zuljan, 2002).

Konstruktivizem se v teoriji in praksi izraza v Stevilnih smereh. Vsem je skupna
edukativna filozofija, da je ucenec glavni konstruktor lastnega znanja. Zato je znanje
produkt lastnega miselnega procesiranja in se zaradi specificnosti posameznika izraza v
individualnih razli¢icah. Konstruktivisti¢ni u¢ni proces opredeljujejo kriteriji:

o situacijsko ucenje — miselne izkusnje so odvisne od avtenti¢nih ucence-
vih aktivnosti, ki se izrazajo pri problemskem pouku, Studijah primerov,
projektnem uc¢nem delu, pri pouku, pri katerem je rezultat ucenja osmi-
Sljen z izkustvenim ucenjem;

o socialno kognitivni konflikt — proces ucenja, kjer imajo uc¢enci moznost
in priloznost konfrontirati lastne miselne percepcije z ostalimi v skupini
in na osnovi tega karakterizirati, stabilizirati svoj pojmovni konstrukt;

o sodelovanje in ne tekmovanje, kjer imajo ucenci moznost preverjati in
primerjati svoj pojmovni koncept z drugimi.

Pri nacrtovanju, organiziranju in izvedbi ucenja so uciteljem konstruktivistom po-
membne predvsem znacilnosti pouka, kot so: poudarek na ucenju in ne poucevanju;
spodbujanje ucenceve radovednosti in iniciativnosti; ucenje kot proces in ne dogodek;
izkusenjsko ucenje pod drobnogledom kriticne uciteljeve presoje; usmerjena uciteljeva
pozornost na uc¢enceve miselne navade, razumevanje, uporabo znacilnih kognitivnih
pojmov; spodbujanje sodelovalnega ucenja; izpostavljanje uc¢encev v realnem doga-
janju; preverjanje ucencevih prepric¢anj in stalis¢ (Krapse, 2002). Kukanja Gabrijel¢i¢
(2015) pri tem opozarja, da je za kakovostno poucevanje potrebno socasno permanen-
tno izobrazevanje uciteljev s podrocja predmeta, ki ga poucujejo, ter SirSega pedagoske-
ga in psiholoskega podrocja. Zahteve po spremenjenem nacinu dela uciteljev je namre¢
potrebno koherentno uravnoteziti z bogatimi, strokovnimi priloznostmi na podroc¢ju
nadaljnjega izobrazevanja in izpopolnjevanja.

3 Metodologija

3.1 Opredelitev problema

Sodobne Solske reforme po svetu si prizadevajo pri uencih dosec¢i osmisljeno in
trajno znanje in to je razlog, da se posodabljajo kurikulumi, u¢ni nacrti in posledi¢no
pouk matematike. Za izvedbo raziskave smo se odlo¢ili, da bi raziskali in posodobi-
li obstojeci vzgojno-izobrazevalni proces pri pouku matematike, ki poteka v okviru
osnovnosolskega izobrazevanja.

Problem raziskave je bil usmerjen na oblikovanje in evalviranje eksperimentalne-
ga kognitivno-konstruktivisticnega modela pouka matematike, ki temelji na aktivnem
vkljucevanju ucenca v uéni proces in smo ga izgradili na osnovi tujih raziskav, uposte-
vajoc slovenski prostor.
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V Solski praksi smo z ucenci 3. razreda izvedli eksperiment, s katerim smo zele-
li ugotoviti, ali je uporaba eksperimentalnega kognitivno-konstruktivisticnega modela
pouka statisticno pomembno vplivala na dosezke uc¢encev pri znanju matematike.

3.2 Namen in cilji raziskave

o Izhajajoc iz raziskav (Jennings, 1994; Butler in Winne, 1995, v Steh, 2000) o ko-
gnitivno-konstruktivisti¢cnem modelu pouka razviti in evalvirati eksperimentalni ko-
gnitivno-konstruktivisticni model pouka matematika, pri katerem je ucenec v vlogi
aktivnega soustvarjalca v u¢nem procesu.

o Evalvirati kognitivne dosezke ucencev.

O Z uporabo eksperimentalnega kognitivno-konstruktivisticnega modela pouka razvi-
jati miselne strategije in ves¢ine pri u¢encih na posameznih matematicnih podrocjih.

3.3 Hipoteze

Splosna hipoteza

o HS:Ucenci, ki bodo delezni eksperimentalnega kognitivno-konstruktivistiénega
modela pouka matematike, bodo uspesnejsi pri reSevanju matemati¢nih nalog na
vseh matemati¢nih podro¢jih (pri aritmetiki in algebri, geometriji z merjenjem, ob-
delavi podatkov ter logiki in jeziku) kot ucenci, delezni behavioristicnega pouka
matematike.

Specificne hipoteze

o HI1:Eksperimentalna skupina ucencev bo uspesneje kot kontrolna skupina uc¢encev
reSevala matemati¢ne naloge aritmetike in algebre.

o H2:Eksperimentalna skupina uc¢encev bo uspesneje kot kontrolna skupina ucencev
reSevala matematicne naloge geometrije z merjenjem.

o H3:Eksperimentalna skupina ucencev bo uspesneje kot kontrolna skupina uc¢encev
reSevala matemati¢ne naloge drugih vsebin (obdelave podatkov ter logike in jezika).

0 H4:Eksperimentalna skupina ucencev bo uspesneje kot kontrolna skupina u¢encev
reSevala matemati¢ne naloge zadnje taksonomske ravni (problemska znanja) Ga-
gnejeve taksonomije.

0 HS5:Med eksperimentalno in kontrolno skupino uc¢encev ne bo statisticno pomemb-
nih razlik v reSevanju matematic¢nih nalog prve in druge taksonomske ravni (osnov-
no in konceptualno znanje ter proceduralno znanje) Gagnejeve taksonomije.

3.4 Opis raziskovalne metodologije

Uporabili smo eksperimentalno metodo pedagoskega raziskovanja. Eksperiment je
bil izveden v obstojecih oddelkih osnovnih $ol. To pomeni, da pred eksperimentom ni
bila opravljena izenacitev oddelkov do sluc¢ajnostnih razlik. Skupino ucencev, ki je bila
delezna eksperimentalnega faktorja, smo poimenovali eksperimentalna skupina. Skupi-
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no ucencev, ki ni bila delezna eksperimentalnega faktorja, smo poimenovali kontrolna
skupina. Eksperimentalni faktor je vklju¢eval eksperimentalni kognitivno-konstruktivi-
sti¢ni model pouka matematike, ki smo ga izgradili na osnovi tujih raziskav, uposteva-
joc slovenski prostor. V eksperimentalni in kontrolni skupini so poucevale profesorice
razrednega pouka, izenacene po stopnji izobrazbe.

Vzorec oseb

Raziskava je potekala na vzorcu 240 ucencev 3. razreda Stirih naklju¢no izbranih
obalnih osnovnih $ol, in sicer je bilo 100 ucencev vkljucenih v eksperimentalno sku-
pino, 140 ucencev pa v kontrolno skupino, pri ¢emer smo upostevali vsa raziskovalna
nadela v povezavi z raziskovanjem z vklju¢evanjem otrok (Stemberger, 2019). Vse iz-
brane osnovne Sole so bile mestne Sole z izenac¢enimi solidnimi pogoji za delo.

Merski instrumentarij in njegove karakteristike

V raziskavi smo tradicionalno metodologijo empiri¢nega raziskovanja dopolnili s
kvalitativno metodologijo pedagoskega raziskovanja. V raziskavi je bil v okviru em-
piri¢nega raziskovalnega pristopa uporabljen pedagoski eksperiment. Da smo dobili
popolnejse podatke, smo jih analizirali kvantitativno in kvalitativno. Kvantitativno smo
analizirali podatke s testi znanja (dva testa znanja iz matematike). Kvalitativno smo
analizirali podatke s sprotnimi delovnimi razgovori med ucitelji, s pisno in ustno anali-
zo uciteljevih priprav na pouk matematike in projekte ter s prisostvovanjem raziskoval-
ca pri posameznih urah.

Za namene raziskave smo oblikovali dva testa znanja.

3.5 Test znanja

Zacetno in kon¢no znanje iz matematicnih vsebin eksperimentalne in kontrolne
skupine u€encev smo preverjali z zacetnim in kon¢nim testom znanja. Naloge v obeh
testih znanja smo oblikovali z upostevanjem Gagnejeve taksonomije (Coti¢ in Zakelj,
2004) in matemati¢nih vsebin 3. razreda glede na u¢ni naért za matematiko (Zakelj
etal., 2011). Karakteristike obeh testov znanja (objektivnost, zanesljivost in veljavnost)
so bile dokazane na pilotskem vzorcu 102 uéencev 3. razreda dveh naklju¢no izbranih
obalnih Sol. Zacetni test znanja je bil sestavljen iz 16 nalog. Ucenci v raziskavi so test
reSevali v enem dnevu, in sicer 2 Solski uri. Kon¢ni test znanja je bil sestavljen iz 18
nalog. Tudi ta test so uc¢enci v raziskavi resevali v enem dnevu, in sicer 2 Solski uri. Za-
¢etni in konéni test znanja sta primerljiva tako po vsebinah kot po taksonomskih ravneh.

Postopek

Zacetni test znanja sta kontrolna in eksperimentalna skupina resevali pred zacet-
kom eksperimenta, konc¢ni test znanja pa sta reSevali po zakljuc¢enem eksperimentu ob
enakih pogojih in z istim testatorjem. Raziskava je potekala 8 mesecev.

V casu raziskave je v eksperimentalni skupini potekal pouk matematike v 3. razredu
tako, da je bil uporabljen eksperimentalni kognitivno-konstruktivistiéni model pouka.
Pri pouku matematike so profesorice razrednega pouka eksperimentalni skupini podaja-
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le tekocCo ucno snov z uporabo eksperimentalnega kognitivno-konstruktivisti¢cnega mo-
dela pouka, ki smo ga izgradili na osnovi tujih raziskav, upostevajoc¢ slovenski prostor.

Statisticne obdelave

Podatke v empiri¢nem delu smo analizirali z racunalniskim programom za statistic-
no analizo SPSS 17.0.
Uporabljeni so bili naslednji statisticni postopki:

O analiza kovariance;

o frekvencna analiza, s katero je bila izdelana deskriptivna statistika: arit-
meti¢na sredina (M), standardna napaka aritmeticne sredine (SEM), me-
diana (Me), modus (Mo), standardna deviacija (SD), varianca (VAR), ko-
eficient asimetrije (KA), koeficient sploscenosti (KS), minimalna (min.)
in maksimalna vrednost (maks.);

o Kolmogorov-Smirnovov test normalnosti porazdelitve;

o T-test (Cochran-Coxova aproksimativna metoda t-testa) za ugotavljanje
razlik v znanju matemati¢nih vsebin (aritmetike, geometrije z merjenjem,
obdelave podatkov, logike in jezika) med ucenci eksperimentalne in kon-
trolne skupine na zacetku in na koncu eksperimenta;

o T-test (Cochran-Coxova aproksimativna metoda t-testa) za ugotavljan-
je razlik v znanju na vseh taksonomskih ravneh Gagnejeve taksonomije
med ucenci eksperimentalne in kontrolne skupine na zacetku in na koncu
eksperimenta.

4 Rezultati in razprava

Rezultate smo tolmacili v skladu z dokazovanjem postavljenih hipotez. Pri tem smo
upostevali, da je najvecje dopustno tveganje za zavrnitev hipoteze 5% (izbrana vre-
dnost za stopnjo pomembnosti je 0,05). Ce je bila pri t-testu raven statistiéne pomemb-
nosti nizja od 0,05, je pomenilo, da se eksperimentalna in kontrolna skupina statisticno
pomembno razlikujeta glede na preverjano hipotezo.

Analiza razlik v matematicnem znanju v zacetnem stanju med
ucenci eksperimentalne (ES) in kontrolne skupine (KS)

Med eksperimentalno in kontrolno skupino pri zaetnem testu znanja ni prislo do
statisticno pomembnih razlik v znanju matematike, saj so vse profesorice razrednega
pouka, vkljucene v raziskavo, poucevale s tradicionalnimi uénimi metodami in oblika-
mi dela.

Analiza razlik v matematicnem znanju v koncnem stanju med
ucenci eksperimentalne (ES) in kontrolne skupine (KS)

Ob koncu raziskave smo ponovno izmerili razlike v znanju matematike med ucenci
eksperimentalne in kontrolne skupine s kon¢nim testom znanja, ki je zajemal 19 nalog.
Naloge so prav tako kot v zacetnem testu preverjale znanje vseh matemati¢nih vsebin,
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doloGenih z veljavnim uénim naértom za matematiko (Zakelj et al., 2011), in sicer so
bile to naloge aritmetike in algebre, geometrije in merjenja, logike in jezika ter obdela-
ve podatkov. V kon¢nem testu znanja so naloge tako kot v zacetnem testu za ustrezno
resSitev zahtevale znanje vseh taksonomskih stopenj Gagnejeve taksonomije (Coti¢ in
Zakelj, 2004), in sicer so bile v test vklju¢ene naloge, ki preverjajo osnovno in koncep-
tualno, proceduralno in problemsko znanje. Ucenci tako eksperimentalne kot kontrolne
skupine so test reSevali v istem dnevu dve Solski uri.

Analizo razlik v matemati¢nem znanju med ucenci eksperimentalne in kontrolne
skupine smo opravili z analizo variance in s t-testom. Prikazali smo tudi opisno statisti-
ko za odvisne spremenljivke, vkljucene v analizo variance.

Tabela I: Parametri opisne statistike za odvisne spremenljivke kon¢nega testa, vkljuce-
ne v analizo variance (n = 240)

M SEM | Me Mo SD VAR KA KS | min. | maks.
TKSKUP [109,430|2,057 {115,500(131,000|22,533|507,743 |-1,127| 0,749 {34,000(135,000
TKARI | 62,900 | 1,018 | 67,000 | 71,000 | 11,159 124,528 |-1,912| 3,794 |18,000| 73,000
TKARII | 25,483 (0,382 27,000 | 29,000 | 4,194 | 17,596 |-1,994| 3,969 |10,000| 29,000
TKARI2 | 32,550 0,600 | 35,000 | 37,000 | 6,574 | 43,224 |-1,918]| 3,641 | 5,000 | 38,000
TKARI3 | 4,866 [0,151| 6,000 | 6,000 | 1,654 | 2,738 |-1,504| 1,378 | 0,000 | 6,000
TKGEM | 28,741 {0,520 30,000 | 35,000 | 5,699 | 32,479 |-0,682|-0,555|14,000| 36,000
TKGEMI | 13,466 | 0,403 | 14,500 | 18,000 | 4,422 | 19,562 |-0,571|-0,729| 2,000 | 19,000
TKGEM2 | 5,775 |0,060| 6,000 | 6,000 | 0,668 | 0,445 [-3,340|10,787| 3,000 | 6,000
TKGEM3 | 9,500 |0,166| 10,000 | 11,000 | 1,824 | 3,328 |-1,778| 4,344 | 1,000 | 11,000
TKLOG | 9,858 [0,447| 11,000 | 15,000 | 4,901 | 24,022 |-0,623|-0,843| 0,000 | 15,000
TKLOG2 | 9,858 |0,447| 11,000 | 15,000 | 4,901 | 24,022 |-0,623|-0,843| 0,000 | 15,000
TKOBD | 7,9333 |0,374| 10,000 | 12,000 | 4,103 | 16,836 |-0,651|-1,102| 0,000 | 12,000
TKOBD3 | 7,933 (0,374 10,000 | 12,000 | 4,103 | 16,836 |-0,651|-1,102| 0,000 | 12,000
TKNIVO1| 38,950 [ 0,718 | 41,000 | 45,000 | 7,875 | 62,031 |-1,218| 1,151 | 13,000| 48,000
TKNIVO2| 48,183 [ 0,908 | 51,000 | 58,000 | 9,948 | 98,975 |-1,164| 0,985 | 15,000| 59,000
TKNIVO3| 22,300 | 0,565 | 24,000 | 28,000 | 6,196 | 38,397 |—0,970| 0,229 | 4,000 | 29,000

1z tabele parametrov za posamezne spremenljivke je razvidno, da vecina spremen-
ljivk ni normalno porazdeljena, zato smo poleg aritmeti¢ne sredine in standardnega
odklona izracunali tudi stopnjo asimetrije, ki nam jo prikazuje koeficient asimetrije. V
nasem primeru gre za prevladujoCo asimetri¢nost v levo.

1z tabele parametrov lahko razberemo tudi stopnjo splosc¢enosti, ki nam jo prikazuje
koeficient sploscenosti. V nasem primeru je ve¢ kot polovica spremenljivk porazdeljena
konic¢asto, manj kot polovica pa splosceno.

Poglejmo si Se aritmeticne sredine dosezenih tock pri konénem testu znanja.
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Slika I: Primerjava aritmeti¢nih sredin dosezenih tock med eksperimentalno (ES) in
kontrolno (KS) skupino pri kon¢nem testu znanja

W Dosezene tocke

136 122

100,5

MOZNE TOCKE ES KS

Pri kon¢nem testu znanja je bilo mogoce doseci 136 tock. 1z grafa je razvidno, da so
pri primerjavi aritmeti¢nih sredin eksperimentalne in kontrolne skupine razlike v stevilu
dosezenih tock zelo velike, saj je aritmeticna sredina dosezenih tock pri kon¢nem testu
znanja pri eksperimentalni skupini 122 tock, pri kontrolni skupini pa 100,5, kar pomenti,
da je razlika aritmeti¢nih sredin med skupinama znasala 21,5 tocke. Z uporabo analize
variance in s t-testom smo ugotovili statisticno pomembne razlike v dosezenih tockah
pri kon¢nem testu znanja med ucenci eksperimentalne in kontrolne skupine.

Konc¢ni test znanja je vseboval naloge vseh stirih matemati¢nih podrocij, in sicer
aritmetike in algebre, geometrije in merjenja, logike in jezika ter obdelave podatkov. S
testom, ki so ga ucenci 3. razreda resSevali na koncu Solskega leta, smo Zeleli preveriti
njihovo znanje matemati¢nih vsebin, usvojenih v 3. razredu. Tako ucenci kontrolne kot
eksperimentalne skupine so dokazali dobro usvojeno znanje, kar je temelj za nadgra-
dnjo matemati¢nih vsebin v nadaljnjih letih Solanja.

Poglejmo Se znanje otrok pri posameznih matemati¢nih vsebinah.

Analiza razlik v znanju pri aritmetiki in algebri med ucenci
eksperimentalne in kontrolne skupine na koncu raziskave

Primerjava aritmeti¢nih sredin dosezenih tock pri aritmetiki in algebri na vseh ta-
ksonomskih stopnjah na koncu raziskave kaze, da so bili uc¢enci eksperimentalne skupi-
ne boljsi pri reSevanju nalog iz aritmetike in algebre kot u¢enci kontrolne skupine, saj so
pri aritmeti¢nih nalogah osnovnega in konceptualnega znanja dosegli 3,3 tocke ve¢, pri
aritmeti¢nih nalogah proceduralnega znanja 3,6 tocke vec in pri aritmeti¢nih nalogah
problemskega znanja 0,6 toCke vec.

Ucenci tako kontrolne kot eksperimentalne skupine so najbolje resevali naloge iz
aritmetike in algebre, kjer so morali Stevila zapisovati, primerjati po velikosti, urejati,
zapisovati predhodnik in naslednik danega Stevila ter nadaljevati zaporedje Stevil. Zelo
dobro sta obe skupini resili nalogi, kjer so u¢enci morali pisno sestevati in odStevati brez
prehoda do 1000 ter resiti racune postevanke. Tezave so se zacele pri reSevanju racunov
s prehodom v obsegu do 100, predvsem pri ucencih kontrolne skupine, in sicer izrazi-
teje pri racunski operaciji odStevanja. Najvec napak pa so ucenci naredili pri reSevanju
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sestavljenega matemati¢nega problema, in sicer so prvi del danega matemati¢nega pro-
blema v glavnem resili pravilno, zapletlo se je pri drugem delu, ko so morali uporabiti
podatke iz prvega dela naloge, da so lahko resili drugi del matemati¢nega problema. To
nakazuje na nezmoznost medsebojnega povezovanja podatkov, slabe strategije reSeva-
nja matematicnega problema ter nerazumevanje problema, kar je neposredno povezano
z branjem in izlus¢anjem bistvenih podatkov ter s slabSo pismenostjo ucencev, kar se je
kazalo izraziteje pri uc¢encih kontrolne skupine. Opisanih tezav je bilo pri ucencih eks-
perimentalne skupine znatno manj. Tudi zapis ulomka za del celote je nemalo u¢encem
kontrolne skupine povzrocal tezave, saj veliko ucencev ni znalo uporabiti simbolnega
zapisa za ulomek.

Slika 2: Primerjava aritmeti¢nih sredin dosezenih tock na koncu raziskave med eks-
perimentalno (ES) in kontrolno (KS) skupino pri aritmetiki in algebri na vseh
taksonomskih stopnjah

B MozZne tocke MES KS

TKARI1 TKARI2 TKARI3

Analiza razlik v znanju pri geometriji in merjenju med ucenci
eksperimentalne in kontrolne skupine na koncu raziskave

Primerjava aritmeti¢nih sredin doseZenih tock na koncu raziskave pri geometriji in
merjenju na vseh taksonomskih stopnjah kaze, da so bili ucenci eksperimentalne sku-
pine boljsi pri reSevanju geometrijskih nalog, ki so zahtevale osnovno in konceptualno
znanje, saj so dosegli 5,3 tocke ve¢ kot kontrolna skupina. Bolje so reSevali tudi naloge
problemskega znanja, kar so dokazali s tem, da so dosegli 0,9 tocke ve¢ kot kontrolna
skupina. Pri geometrijskih nalogah proceduralnega znanja pa je eksperimentalna skupi-
na dosegla 0,1 tocke manj kot kontrolna skupina.

Ucenci eksperimentalne skupine so za tocko bolje kot ucenci kontrolne skupine
reSevali naloge iz geometrije in merjenja, ki so zahtevale problemsko znanje, in sicer so
morali ucenci resiti problemsko nalogo iz merjenja. Ucenci obeh skupin so na osnovi
danih podatkov zelo dobro sklepali in povezovali podatke, da so uspesno resili matema-
ti¢ni problem. Obe skupini sta bili skoraj izenaceni pri reSevanju geometrijske naloge,
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ki je zahtevala proceduralno znanje in kjer so se morali u€enci orientirati v mrezi. Pri
tej nalogi so ucenci obeh skupin znatno izboljsali rezultat v primerjavi z nalogo z istim
ciljem v zacetnem testu znanja. Najve¢ napak pa so ucenci obeh skupin naredili pri na-
logah iz geometrije in merjenja, kjer so morali prepoznati in poimenovati geometrijska
telesa in like. Predvsem so ucenci kontrolne skupine pri teh nalogah delali napake pri
navajanju lastnosti geometrijskih teles in likov (ploskev, rob, stranica, ogliSce).

Slika 3: Primerjava aritmeti¢nih sredin dosezenih tock na koncu raziskave med ekspe-
rimentalno (ES) in kontrolno (KS) skupino pri geometriji in merjenju na vseh
taksonomskih stopnjah

W Mozne tocke W ES KS

TKGEM1 TKGEM2 TKGEM3

Analiza razlik v znanju pri drugih vsebinah (obdelavi podatkov ter logiki in
Jeziku) med ucenci eksperimentalne in kontrolne skupine na koncu raziskave

Primerjavo aritmeti¢nih sredin doseZenih tock na koncu raziskave pri logiki in je-
ziku smo opravili le na taksonomski stopnji, kjer gre za proceduralno znanje. 1z grafa
lahko razberemo, da so bili u¢enci eksperimentalne skupine boljsi pri reSevanju logic¢-
nih nalog proceduralnega znanja, saj so dosegli 4,6 tocke ve¢ kot kontrolna skupina.

Ucenci eksperimentalne skupine so bili pri reSevanju nalog iz logike in jezika boljsi
kot ucenci kontrolne skupine. Predvsem so ucenci kontrolne skupine delali napake pri
razvr§¢anju veckratnikov v drevesni prikaz, saj pri danih veckratnikih niso upostevali
obeh lastnosti razvr§¢anja. Ucenci obeh skupin niso imeli tezav pri zapisovanju parov
otrok v Carrollov prikaz. Kljub temu pa so ucenci obeh skupin pri tej nalogi izgubili
tocko, ker so pozabili odgovoriti na dano vprasanje.



Kozel, dr. Cotic, dr. Zakelj: Kognitivno-konstruktivisticni model pouka matematike... 13

Slika 4: Primerjava aritmeti¢nih sredin dosezenih tock na koncu raziskave med ekspe-
rimentalno (ES) in kontrolno (KS) skupino pri logiki in jeziku na vseh takso-
nomskih stopnjah

B MozZne tocke mES KS

15

0 0 0
o s Y
A

0 0 0
Y s 4
g

TKLOG1 TKLOG2 TKLOG3

Primerjavo aritmeti¢nih sredin dosezenih tock na koncu raziskave pri obdelavi po-
datkov smo opravili le na taksonomski stopnji, kjer gre za problemsko znanje. 1z grafa je
razvidno, da so bili u¢enci eksperimentalne skupine boljsi v reSevanju nalog obdelave po-
datkov iz problemskega znanja, saj so dosegli 3,6 tocke ve¢ kot ucenci kontrolne skupine.

Slika 5: Primerjava aritmeti¢nih sredin dosezenih tock na koncu raziskave med eks-
perimentalno (ES) in kontrolno (KS) skupino pri obdelavi podatkov na vseh
taksonomskih stopnjah

B MozZne tocke MES KS
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Ucenci eksperimentalne skupine so dobro resevali nalogo iz obdelave podatkov,
pri kateri so morali na osnovi izpolnjenega stolpi¢nega prikaza izpolniti preglednico, iz
katere so iskali podatke in nadalje odgovorili na zastavljena vprasanja. Pri tej nalogi je
vecina ucencev kontrolne skupine izgubljala tocke, ker ni upostevala legende danega
prikaza s stolpci. S tem, ko so naredili napako pri Stetju v povezavi z legendo prikaza, so
tudi napacno odgovorili na zastavljena vprasanja o Stevilu obiskovalcev za posamezne
dneve v tednu.

Analiza razlik v znanju matematike na vseh taksonomskih ravneh (osnovno in konceptualno

znanje, proceduralno znanje, problemsko znanje) Gagnejeve taksonomije (Cotic in
Zakelj, 2004) med ucenci eksperimentalne in kontrolne skupine na koncu raziskave

Slika 6: Primerjava aritmeti¢nih sredin dosezenih tock na koncu raziskave med ekspe-
rimentalno (ES) in kontrolno (KS) skupino na vseh taksonomskih stopnjah

B MoZne tocke mES KS

59

TKNIVO1 TKNIVO2 TKNIVO3

Iz grafa je razvidno, da se aritmeti¢ne sredine dosezenih tock pri kon¢nem testu
znanja vseh taksonomskih stopenj med eksperimentalno in kontrolno skupino razli-
kujejo na vseh treh taksonomskih stopnjah, in sicer pri osnovnem in konceptualnem,
proceduralnem in problemskem znanju, v prid eksperimentalne skupine. Ce podrobneje
pogledamo rezultate, opazimo, da je eksperimentalna skupina pri konénem testu znanja
naloge osnovnega in konceptualnega znanja v povprecju bolje resSevala za 8,6 tocke, na-
loge proceduralnega znanja za 8,1 tocke, naloge problemskega znanja pa za 5,4 tocke.
Z analizo variance in t-testom smo ugotovili, da so vse aritmeti¢ne sredine dosezkov
ucencev na vseh taksonomskih stopnjah statisticno pomembne.

Predstavljeni podatki nam prikazujejo, da so v koncnem stanju raziskave opazne
vecje razlike v aritmeti¢nih sredinah dosezenih tock med eksperimentalno in kontrolno
skupino kot v zacetnem stanju raziskave. Ucenci eksperimentalne skupine so dosegli
vi§je Stevilo tock v celotnem koncnem testu znanja, in sicer na vseh treh taksonom-
skih stopnjah (TKNIVO1, TKNIVO2, TKNIVO?3) in pri vseh posameznih matematic¢-
nih vsebinah (TKARI, TKGEM, TKLOG, TKOBD), razen pri nalogah proceduralnega
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znanja iz geometrije in merjenja, kjer so ucenci kontrolne skupine dosegli za 0,1 tocke
boljsi rezultat kot ucenci eksperimentalne skupine.

Iz grafa lahko razberemo, da so ucenci kontrolne skupine najbolje resevali nalo-
ge, ki so od njih zahtevale proceduralno znanje, to je znanje poznavanja in uporabe
enostavnih in kompleksnih postopkov, ki ga delimo na rutinsko proceduralno znanje
(izvajanje rutinskih postopkov, uporaba pravil) in kompleksno proceduralno znanje
(uporaba ter obvladovanje postopkov in algoritmov, resevanje rutinskih besedilnih na-
log), saj so pri teh nalogah v primerjavi z nalogami drugih taksonomskih stopenj dosegli
najvisje Stevilo moznih tock. Medtem ko so uéenci eksperimentalne skupine najbolje
reSevali naloge, ki so zahtevale osnovno in konceptualno znanje, ki vkljucuje pozna-
vanje pojmov in dejstev ter priklic znanja, poznavanje posameznosti: znanje izoliranih
informacij, poznavanje specificnih dejstev: znanje definicij, formul, izrekov, poznava-
nje terminologije: seznanjenost z osnovnimi simboli in terminologijo, ter konceptualno
znanje, ki pa sestoji iz razumevanja pojmov in dejstev, in sicer prepoznavanja pojmov
in prepoznavanja terminologije in simbolike.

Obe skupini, tako eksperimentalna kot kontrolna skupina, pa sta najslabse resevali
naloge problemskega znanja, katerih elementi so prepoznavanje in oblikovanje pro-
blema (iz besedila ali konkretne situacije oblikovati problem), preverjanje podatkov
(preveriti, ali je dovolj podatkov, ali podatki manjkajo), izbiranje strategij resSevanja
(kako bomo problem resili), uporaba znanja ter miselnih vescin (na kaksen nacin ga
bomo resili) in metakognicija (ali sem izbral najboljsi nacin za resitev problema), kjer
so ucenci obeh skupin dosegli najnizje Stevilo tock od danih v primerjavi z ostalimi
taksonomskimi stopnjami.

Tabela 2: Prikaz razlik dosezkov ucencev eksperimentalne in kontrolne skupine pri
kon¢nem testu znanja (t-test)

Levenov test homogenosti varianc t-test
F P t 2P
TKSKUP 9,471 0,003 6,018 0,000
TKARI 11, 529 0,001 3,779 0,000
TKGEM 8,362 0,005 7,168 0,000
TKLOG 9,205 0,003 5,805 0,000
TKOBD 40,406 0,000 5,321 0,000
TKNIVO1 14,851 0,000 6,967 0,000
TKNIVO2 5,794 0,018 4,774 0,000
TKNIVO3 5,472 0,021 5,175 0,000

Z analizo variance in s t-testom smo ugotavljali statisticne pomembnosti med raz-
likami v dosezkih ucencev eksperimentalne in kontrolne skupine pri kon¢nem testu
znanja. Iz predstavljenih podatkov lahko razberemo, da so omenjene razlike pri konc-
nem testu znanja vecje kot pri zaCetnem testu in vse so statisticno pomembne. Ucenci
eksperimentalne skupine so dosegli boljse rezultate v celotnem konénem testu znanja,
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tako pri vseh nalogah razli¢nih matemati¢nih vsebin kot tudi posameznih taksonomskih
stopenj, razen pri nalogah, ki so zahtevale proceduralno znanje pri geometriji in merje-
nju, saj so tu za 0,1 tocke omenjene naloge bolje resevali ucenci kontrolne skupine. 1z
zgornje razpredelnice je razvidno, da so prav vse merjene razlike med eksperimentalno
in kontrolno skupino statisticno pomembne.

Iz dobljenih rezultatov lahko sklenemo, da je do statisticno pomembnih razlik v
dosezkih med eksperimentalno in kontrolno skupino pri konénem testu znanja prislo
zaradi vnosa eksperimentalnega kognitivno-konstruktivisti¢cnega modela pouka in s tem
preusmeritve pouka z ucitelja na uéenca ter uporabe sodobnih metod dela (problemski
pouk, konstruktivizem, projektno delo, sodelovalno ucenje ...).

Ceprav so uéiteljice, ki so poucevale v eksperimentalni in kontrolni skupini, izva-
jale pouk matematike po uénem naértu (Zakelj et al., 2011), je prislo v eksperimentalni
skupini do statisticno pomembnih razlik, saj je bil koncept pouka matematike v ekspe-
rimentalni skupini drugace zastavljen.

Uciteljice eksperimentalne skupine so bile med vzgojno-izobrazevalnim procesom
pri matematiki zelo pozorne, da so pouk zastavile tako, da je bila v ospredju ucenceva
lastna aktivnost v procesu pridobivanja znanja tako, da so uporabile kognitivno-kon-
struktivisticen model pouka. Na ta nacin so si ucenci izgradili samozaupanje v lastne
sposobnosti, saj so jih uciteljice s sodobnimi metodami dela (razgovor, diskusija, ek-
speriment, izkustveno ucenje, projektno delo, problemski pouk ...) navajale na samo-
stojnost, spodbujale k ustvarjalnosti, predvsem pa k metakogniciji, torej k razmisljanju
o postopku resevanja nalog, o resitvah, ki so jih dobili, in kaj so se z nalogami nau¢ili.
Na ta nacin so uciteljice eksperimentalne skupine prevzele vlogo moderatorja in ne le
prenasalca znanja.

Na podlagi analize dobljenih rezultatov smo potrdili naso splo$no hipotezo, da
bodo ucenci, ki bodo delezni eksperimentalnega kognitivno-konstruktivisticnega mo-
dela pouka matematike, uspesnejsi pri reSevanju matemati¢nih nalog na vseh matema-
ti¢nih podrocjih (pri aritmetiki in algebri, geometriji z merjenjem, obdelavi podatkov
ter logiki in jeziku) od u€encev, deleznih behavioristi¢nega pouka matematike.

5 Sklep

Iz analize rezultatov raziskave lahko sklenemo, da ima kognitivno-konstruktivi-
sticni model pouka matematike v 1. triletju osnovne Sole, ki smo ga eksperimentalno
preizkusili v praksi, pozitivne u¢inke na znanje matematike. Ugotavljamo, da lahko pri
ucencu pricakujemo kakovostnejSe znanje, Ce je pri pouku v usvajanju znanja aktivno
soudelezen. Aktivno ucenje temelji na logi¢nem sklepanju in empiri¢nem preverjanju,
vkljucuje dialog, tako s samim seboj kot z drugimi, ter izkusnje (Lebari¢, Kobal in
Kolenc, 2002).

Kljub temu da smo v raziskavi ugotovili, da ima kognitivno-konstruktivisticni mo-
del pouka matematike v 1. triletju osnovne Sole pozitivne u¢inke na znanje matematike,
pa analiza rezultatov tudi opozarja, da v obeh skupinah ostaja najvecja nevralgicna
tocka resevanje problemskih matemati¢nih nalog. Podobno kazejo tudi raziskave (Ja-
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pelj Pavesic in Svetlik, 2012; Martin in Mullis, 2013), v katerih avtorji navajajo, da je
najvecja nevralgicna to¢ka ucenja matematike v osnovni $oli bralno razumevanje mate-
mati¢nih nalog. Tako kot navaja Dawe (1983), da je uspeSno ucenje matematike pove-
zano z dobrim znanjem maternega jezika, tudi Clarkson in Williams (1994) opozarjata,
da napredovanje pri branju pomeni vecje moznosti tudi za napredovanje pri reSevanju
matematicnih besedilnih problemov, saj ima v besedilnih problemih oboje, matematic-
no in nematemati¢no besedilo, vpliv na uspesnost reSevanja. Rezultati tako nakazujejo
tudi potrebo po nadaljnjem razvoju pristopov ucenja in poucevanja jezikovne dimenzije
matematike kot sicer posebne, a integralno nedeljive komponente matematike. Mate-
maticni jezik razvijamo z interpretiranjem matematicnih dejstev in konceptov, z re-
Sevanjem besedilnih problemov, s spodbujanjem formalnega in kreativnega pisanja, z
izraZanjem matematicnih idej skozi razlicne sporazumevalne dejavnosti, z metodami za
razvoj matemati¢nega besedisca, navajanjem na aktivno poslusanje, z dejavnostmi za
spodbujanje interesa za matematiko idr. (Zakelj et al., 2018).

V prispevku obravnavani teoreticno osmisljeni kognitivno-konstruktivisti¢ni model
pouka in njegova prakti¢na aplikacija sta lahko izhodis¢i za nadaljnje proucevanje in
uporabo v vzgojno-izobrazevalni praksi matematike oziroma ju je mogoce uporabiti
pri reviziji in snovanju uénega programa matematike, da bi uciteljem tako omogo¢ili
nacrtovanje optimalne kombinacije aktivnih metod (razgovor, diskusija, eksperiment,
izkustveno ucenje, projektno delo, problemski pouk ...) in pristopov poucevanja za iz-
boljsanje dosezkov ucencev pri pouku matematike. UcCiteljem praktikom z izkusnjami
in tudi tistim, ki si izkuSnje pri poucevanju Sele pridobivajo, pa bodo v pomoc pri obli-
kovanju u¢inkovitih uénih strategij.

Kot pravijo Sento¢nik in sodelavci (2006), je naloga Sole podpirati in omogocati
razvijanje kompetenc pri ucencih, ki bodo v podporo takSnega ucenja, da bodo znali
delati povezave, prepoznavati vzorce, organizirati posameznosti v celoto in izgrajevati
razumevanje v vsej njegovi kompleksnosti.

Lea Kozel, Mara Coti¢, PhD, Amalija Zakelj, PhD

The Cognitive-constructivist Model of Teaching
Mathematics in the First Education Cycle

This paper presents a theoretically designed cognitive-constructivist model of
teaching mathematics in the first education cycle of primary school and its practical
application. Constructivist theories of knowledge are based on the assumption that in-
dividuals build their knowledge with their own construction of knowledge, with problem
learning that is oriented towards discovery, linked with everyday life, based on exam-
ples, internally motivated and social.

Marentic-Pozarnik (2000, p. 10) state that “learning is every change in the behav-
iour, informedness, knowledge, understanding, attitudes, skills or competences that is
permanent and cannot be attributed to physical growth or development of inherited
behavioural patterns.” The theory of learning, which, besides behaviourism, cognitiv-
ism and connectivism, was developed in the West in the last century and which has
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significantly influenced the learning and teaching of mathematics is constructivism (De
Corte, 2013, Walling, 2014).

Constructivism as a theory of learning is based on students’ active participation
in the acquisition of knowledge, also in close interaction with local community. Stu-
dents possess certain previously acquired knowledge, skills and experiences, which,
in authentic situations, they are able to relate to the real world and to upgrade, thus
becoming able to solve problems (Bass, 2012; Cankar et al., 2013). Authentic situations
influence their emotional, social and physical involvement as well as the development of
their attitudes (Mueller & Anderson, 2014).

Constructivist theories of knowledge are based on the assumption that knowledge is
not transferrable; individuals shape it with their own construction (Plut-Pregelj, 2003),
learning is based on solving problems, oriented towards discovery, linked to everyday
life, case-based, intrinsically motivated and social (Steh, 2004). Supporters of the con-
structivist theory believe that it is constructivist theories of knowledge precisely that have
become the main starting point of the modernisation of the curriculum (Rutar Ilc, 2002).

Even in the so-called transmission approach, which is predominantly about the
transfer of finite knowledge and skills, students are active to a certain degree, as they
listen to the teacher s explanation and trying to comprehend it. In most of the important
stages of the cognition procedure, students are nevertheless not active but merely in-
formed about the findings that result from the cognition path somebody else has walked,
while they never embark on it themselves (Rutar Ilc, 2002).

The active approach, which is grounded on one's own discovery and construction of
findings with the support of various activities and mental processes stirred to by these
activities is what makes — in otherwise more passive acquisition of knowledge — inter-
nalisation of concepts, principles and rules possible, and thus also durability of knowl-
edge and its transfer value (Rutar Ilc, 2002).

For the attainment of the required aims of contemporary schooling, it is necessary
to supplement the transmission (behaviouristic) with a modern cognitive-constructivist
or transformational model of teaching. This requires problem-solving orientation of
methods and approaches, where the teacher pays attention not just to the quantity but
also to the quality of students’preknowledge. The teacher deliberately exploits student s
experiences, attitudes and views, confronts them with the imperfection and contradicto-
riness, and with adapted support helps students with the reconstruction of knowledge.
In the cognitive-constructivist model, the importance of student s activity, cooperation
and exchange of views among learners as well as planful acquisition of learning skills
is accentuated in all learning stages. In this kind of teaching, the student assumes an
increasing part of responsibilities for the acquisition of knowledge and for personal
development, and is trained for lifelong learning (Valencic¢ Zuljan, 2002).

In theory and in practice, constructivism is expressed in various directions. Com-
mon to all of them is the educational philosophy that the student is the main construc-
tor of her/his own knowledge. Knowledge is therefore a product of one’s own mental
processing and, due to the specificities of every individual, it is expressed in individual
varieties.



Kozel, dr. Cotic, dr. Zakelj: Kognitivno-konstruktivisticni model pouka matematike... 19

In the empirical part, the application of the cognitive-constructivist model of teach-
ing mathematics in the first education cycle of primary school was evaluated using the
experimental method of educational research in school practice.

Contemporary school reforms around the world namely endeavour to reach mean-
ingful and lasting knowledge with students, and this is the reason why curricula, syllabi
and, consequently, the teaching of mathematics have been modernised. We have decided
to carry out a research to examine and update the existing educational process of teach-
ing mathematics in the framework of primary school education.

The problem of the research focused on the formation and evaluation of the ex-
perimental cognitive-constructivist model of teaching mathematics, based on active in-
volvement of the student in the learning process, built on the basis of foreign research
and taking into account the Slovenian school space. For this purpose, the following
general and specific hypotheses were set.

General hypothesis:

0 HG: The students who will receive the experimental cognitive-theoretical model of
teaching mathematics will perform better in solving mathematical tasks in all areas
of mathematics (arithmetic and algebra, geometry with measurement, data proces-
sing and logic, and language) than the students who will receive the behaviourist
teaching of mathematics.

Specific hypotheses:

O HI:The experimental group will perform better in solving mathematical tasks in
geometry with measurement than the control group of students.

0 H2:The experimental group will perform better in solving mathematical tasks in
arithmetic and algebra than the control group of students.

O H3:The experimental group will perform better in solving mathematical tasks in
other areas (data processing and logic) than the control group of students.

O H4.:The experimental group will perform better in solving mathematical tasks of the
highest taxonomy level (problem-solving knowledge) according to Gagne than the
control group of students.

O H5:Between the experimental and the control group there will be no statistically
significant differences in solving mathematical tasks of the first and of the second
taxonomy levels (basic and conceptual knowledge and procedural knowledge) ac-
cording to Gagne's taxonomy.

The experiment was carried out in different primary school classes. This means that
prior to the experiment, no equalisation of classes to eliminate random differences was
performed. The group of students who received the experimental factor was named the
experimental group. The group of students who did not receive the experimental factor
was named the control group. The experimental factor consisted of the experimental co-
gnitive-constructivist model of teaching mathematics constructed on the basis of foreign
research, taking into account the Slovenian school space. In the control group, teaching
was performed according to the transmission model. In the experimental group, prima-
ry school teachers, graduates from university study programmes, took part, equalised
regarding their education levels.
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The research was performed on a sample of 240 third-grade students from random-
ly selected primary schools in the coastal region of Slovenia — the experimental group
consisted of 100 students and the control group of 140. All of the selected schools were
urban schools with equally favourable working conditions.

In the study, the traditional method of empirical research was complemented with
the qualitative methodology of educational research. The educational experiment was
applied in the framework of the empirical research approach. To obtain more complete
data, the latter were analysed quantitatively and qualitatively. Quantitatively, data was
analysed with knowledge tests (two tests in the knowledge of mathematics), and quali-
tatively with on-going working conversations with teachers, written and oral analysis
of teachers’ lesson plans and project plans, and with researchers attending individual
classes.

For the purpose of the research, two knowledge tests were designed.

The results were interpreted in consistence with proving the set hypotheses. In this,
5% were taken into account as the highest risk allowed for the rejection of the hypoth-
esis (the selected value for the significance level is 0.05). If in the t-test the level of
statistical significance was lower than 0.05, this meant that with regard to the tested
hypothesis the experimental and the control group differed at the level of statistical
significance.

With the analysis of variance and with the t-test, the level of statistical significance
was determined for the differences in the performance of students in the experimental
and the control group in the final test. We can discern from the presented data that the
analysed differences between the groups were greater in the final than in the initial
test and they were all statistically significant. The students in the experimental group
achieved better outcomes in the entire final test of knowledge, both in all tasks in differ-
ent mathematical contents as well as individual taxonomy levels, except in the tasks that
required procedural knowledge in geometry and measurement, as in solving these tasks
the students of the control group performed by 0.1 points better that their peers in the
experimental group. Absolutely all the measured differences between the experimental
and the control group were statistically significant.

Based on the analysis of the obtained results, we conclude that higher quality
knowledge can be expected when the student is actively involved in the acquisition of
knowledge. The students who received the teaching of mathematics according to the
cognitive-constructivist model performed significantly better in solving mathematical
tasks in all areas of mathematics and in all taxonomy levels.

Based on the analysis of the obtained results, our general hypothesis was confirmed
that the students who receive the teaching of mathematics according to the cognitive-
constructivist model of teaching mathematics will perform better in solving mathemati-
cal tasks in all areas of mathematics (arithmetic and algebra, geometry with meas-
urement, data processing and logic, and language) and in all taxonomy levels than
the students who receive the teaching of mathematics according to the transmission or
behaviourist model.
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POVZETEK — Izsledki raziskav kazejo, da se v slo-
venskem Solstvu povezovanje podrocij in predmetov
uvaja kot novost kurikularne prenove. Izvedene so bile
za osnovne in srednje Sole, manj pa v predsolskem ob-
dobju. Prav tako Se vedno potrebujemo dodatne raz-
iskave, pa tudi izobrazevanja in strokovno literaturo.
V ¢asu izvedbe raziskave smo spoznali, da so predsta-
vijeni primeri ne samo zanimivi in inovativni, ker pove-
zujejo v smiselno celoto tri podrocja: gibanje, jezik in
glasbo kot del umetniskega podrocja, pa¢ pa tudi zelo
primerni za otroke v predsolskem obdobju. Spoznanja
o0 pomenu gibanja za otrokov celostni razvoj bi lahko
prenesli na vsa podrocja po kurikulumu in iskali mo-
Znosti povezovanja gibanja z jezikom, druzbo, naravo,
matematiko in umetnostjo. V predsolskem obdobju je
potrebno visoko zavedanje, da otroku okolje nudi mo-
Znosti za aktivno in celostno ucenje. Sprejema ga kot
posameznika, mu nudi moznost izbiranja in sodelova-
nja pri nacrtovanju pridobivanja razlicnih izkusenj.
Pravilno ga usmerja, vodi in spodbuja ter ob tem ohra-
nja njegov otroski svet, dojemanje dogajanja skozi vsa
Cutila, na konkretni ravni, skozi igro in gib.
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ABSTRACT — The results of the research show that the
integration of different sectors and school subjects is
being introduced as a novelty in the renovation of the
curriculum in Slovenian education. At the time of the
research project, we realized that the presented exam-
ples are not only interesting and innovative, but they
also integrate three different fields in a logical whole:
the fields of movement, language and music as part
of the artistic field. Nevertheless, they are also very
suitable for pre-school children. The findings about
the importance of movement for the childs integrated
development could be transferred to all sectors of the
curriculum to try to seek ways of connecting move-
ment with language, society, nature, mathematics and
art. In the pre-school period, there is a need for high
awareness that the environment offers the child more
opportunities for active and comprehensive learning.
The child is accepted as an individual, given the op-
portunity to choose and participate in the planning of
acquiring different experiences. The child is precisely
directed, guided and stimulated, while being allowed
to preserve the child’s world.

Kurikulum za vrtce (1999) vkljucuje dejavnosti, ki jih razvr§¢amo v naslednja po-
drocja: gibanje, jezik, umetnost, druzba, narava, matematika. Zapisani cilji pri posame-
znih podroc¢jih dejavnosti predstavljajo okvir, znotraj katerega so vsebine in dejavnosti
strokovna podlaga vzgojiteljem. Kot poudarjajo slovenski strokovnjaki, med njimi Ma-
renti¢ Pozarnik (2000), Kroflic (2001), Marjanovi¢ Umek (2001) in drugi, slovenski
Kurikulum za vrtce (1999) sodi med sodobne predsolske kurikule, ki niso visoko struk-
turirani, ampak so bolj odprti in fleksibilni. To pomeni, da doloca predvsem temeljna
nacela in zazelene cilje predSolske vzgoje, ne predpisuje pa konkretnih (operativnih)
ciljev, metod in vsebin dejavnosti v vrtcu. Zagovarja nedirektivno vlogo vzgojiteljev, ki
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skusajo slediti zeljam ter interesom otrok, in jim ponuja dejavnosti, med katerimi lahko
izbirajo. Sodobni kurikuli poudarjajo tudi nacelo aktivnega ucenja, torej dejstvo, da se
predsolski otrok najbolje uci na osnovi konkretnih izkuSenj in prakti¢ne udelezbe v de-
javnostih, tako da prakti¢no ravna s predmeti iz okolja in okolje dozivlja z vsemi Cutili.
Ucitelji/vzgojitelji uporabljajo sodobne strategije poucevanja in spodbujajo razvoj
razli¢nih spretnosti. Sodobni pristop k u¢enju in poucevanju v predsolskem, osnovnosol-
skem in nadaljnjem Solanju je povezovanje podrocij oziroma predmetov, kar je tudi eden
izmed ciljev, ki jih prinasa kurikularna prenova vzgojno-izobrazevalnega procesa. Po
nacelu horizontalne povezanosti in povezovanja, ki se odvija na vsebinski, konceptualni
in procesni ravni, zahteva dobro poznavanje podrocij oziroma predmetov, ki omogocajo
razvoj misljenja in vseZivljenjsko uéenje. Medpredmetno oziroma medpodro¢no pove-
zovanje, ki je pri nas Se vedno v zacetni fazi izvajanja in odkrivanja uspesnih metod in
oblik dela, se v praksi kaze kot pomembna motivacija za otroke in vzgojitelje/ucitelje.

Medpodro¢no povezovanje je pravzaprav didakti¢ni pristop, ki otroke pripravi na
vsezivljenjsko ucenje, jim omogoc¢i spoznavanje nove snovi z ve¢ vidikov in povezova-
nje informacij oz. spoznanj (Hodnik Cadez in Filip&i¢, 2005).

V predsolskem obdobju povezujemo podrocja (jezik, matematika, gibanje, ume-
tnost, druzboslovje, naravoslovje) (Sicherl Kafol, 2007) in s tem spodbujamo otrokovo
ustvarjalnost, lahko pa sluzi kot uéinkovito motivacijsko sredstvo (Hodnik CadeZ in
Filipci¢, 2005). Otrok naj bi napredoval tako na spoznavnem, Custvenem, socialnem kot

gibalnem podrodju, to pa zahteva celostni vzgojno-izobraZevalni pristop (Hus, Ivanus
Grmek in Cagran, 2008).

Podrocja v predsolskem obdobju se prepletajo in so v neposredni ali posredni odvi-
snosti, iz Cesar sledi, da sprememba na enem podrocju vpliva na spremembo na drugem
(Hmelak in Breg, 2019).

Kurikulum uposteva procesno-razvojni pristop, kar pomeni, da poudarek ni ve¢ na
vsebini, ampak je v ospredju proces, ki temelji na ciljih, prilagojenih posamezni razvoj-
ni stopnji otrok (Videmsek in Jovan, 2002).

Zato izbor tistih vsebin ter metod in na¢inov dela s predSolskimi otroki, ki uposte-
vajo specifi¢nosti predsolskega otroka, v najvecji meri omogoc¢a povezavo razli¢nih po-
dro¢ij dejavnosti v vrtcu. Zaradi teznje po celostnem razvoju otroka prihaja vedno bolj
v ospredje potreba po medpodroénem povezovanju pri poucevanju predsolskih otrok
(Videmsek, Drasler in Pisot, 2003). Medpodro¢no povezovanje v glavnem posnema
resni¢ne zivljenjske situacije, kar predstavlja za otroke dober zgled, moc¢an motiv za
ucenje in dobro pripravo na vsezivljenjsko ucenje. Tako se delo v vrtcu pribliza ciljem
holisti¢nega (celostnega) ucenja in poucevanja, ki bolje odraza realni, interaktivni svet
in njegovo kompleksnost ter odpravlja meje med posameznimi disciplinami in podpira
nacelo, da je vse znanje povezano (Hodnik Cadez, 2008).

1.1 Gibanje

Otrok spoznava in dozivlja svet na razli¢ne na¢ine. Z gibanjem zaznava in odkri-
va svoje telo, preizkusa, kaj telo zmore, dozivlja veselje in ponos ob razvijajocih se
sposobnostih in spretnostih ter gradi zaupanje vase. Dozivljanje in dojemanje sveta
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temeljita na informacijah, ki izvirajo iz njegovega telesa, zaznavanja okolja, izkusenj,
ki jih pridobi z gibalnimi aktivnostmi ter ustvarjalnostjo v razli¢nih situacijah. Gibalni
razvoj je Se posebno izrazit v prvih letih otrokovega Zivljenja in poteka od naravnih
in preprostih do sestavljenih in kompleksnejsih oblik gibanja. Razvoj otroka, ki bi ga
sicer opredeljevali le na gibalno-$portnem podro¢ju, se enako kaze tudi na vseh drugih
podrocjih, to pa Se dodatno dokazuje celostnost otrokovega razvoja. Gibalna aktivnost,
predvsem v predsolskem obdobju, je klju¢nega pomena za otrokov gibalni in funkcio-
nalni razvoj, poleg tega vpliva na otrokove spoznavne, socialne in custvene sposobnosti
in lastnosti (Videmsek, Tomazini in Grojzdek, 2007). Stevilni avtorji (Kovag, Starc in
Jurak, 2003; Peternelj, 2007; Sila in Razter, 2003; Zavrsnik et al., 2003; v Makuc, 2011)
potrjujejo, da je obdobje med tretjim in Sestim letom starosti izredno pomembno za
razvoj osnovnih gibalnih sposobnosti. Avtorici Strniga in Cagran (2015) sta v pregledu
Stevilnih raziskav potrdili ze veckrat zapisane pozitivne ucinke gibanja na otrokov celo-
stni razvoj in neposredni vpliv na spremembo spoznavnega razvoja.

Pridobivanje izkusenj je tesno povezano z gibanjem. Gibanje otroku omogoca uce-
nje in uci se z gibanjem. Vpliv gibanja na razvoj je vsestranski skozi vse zivljenje, ven-
dar pa je najmoc¢ne;jsi prav v zgodnjem otro$tvu (Dehaene-Lambertz in Spelke, 2015).
Raziskovalci in vzgojitelji na podro¢ju zgodnjega otrostva se dobro zavedajo, kako
pomembno je spodbujati gibalne spretnosti pri majhnih otrocih. Elementi gibalnega
vedenja, ki se pojavijo in razvijejo v tem obdobju, zagotavljajo pomembno osnovo za
gibalne spretnosti, na katerih se pozneje izoblikujejo kompleksnejsi gibalni programi
(Bobbio, Gabbard, in Cagola, 2009).

Po mnenju mnogih avtorjev je najvec, kar lahko naredimo za otrokov gibalni ra-
Zvoj, zagotovitev naravnega gibalnega razvoja z optimalnim okoljem in ¢im manjS$im
omejevanjem le-tega (Papalia, Wendkos Olds in Duskin Feldman, 2003).

V zadnjih desetletjih je v pojmovanju otrostva prevladal koncept, da je otrok de-
javen tako v svojem razvoju kot tudi v uresnicevanju svojih pravic in sooblikovanju
kulture, v kateri zivi. Batisti¢ Zorec (2009) pravi, da je otrokovo ucenje najuspesnejse,
¢e je v tem procesu aktiven, soudelezen, ¢e sodeluje pri ustvarjanju skupnih ciljev in
ima moznost, da gradi smisel v u¢enju, ne pa da zgolj in samo usvaja znanje.

Spoznavni razvoj vkljucuje intelektualne procese, kot so zaznavanje, predstavlja-
nje, presojanje, sklepanje, spomin, govor in reSevanje problemov, ki omogocajo mislje-
nje, odlocanje in ucenje (Marjanovi¢ Umek in Zupancic¢, 2009). Zrelost je pogoj, da se
pri otroku ob primernih spodbudah iz okolja razvije visja kakovost misljenja oziroma
da se razvijajo miselne sposobnosti (Piaget in Inheider, 1998, v Marjanovi¢ Umek et al.,
2009). Zato so za otroka v razvoju zelo pomembne gibalne in druge problemske izku-
$nje, ki imajo Se posebej v prvih Sestih letih zivljenja neprecenljivo vrednost (Videmsek
in Pisot, 2007).

V vrtcu so gibalne/Sportne aktivnosti podpora in spodbuda za otrokov gibalni ra-
zvoj in razvoj otroka kot celote (Ddyvind in Herbert, 2018). Matejek (2014) v svoji raz-
iskavi poudarja pomen vpliva gibalno-Sportne aktivnosti in Sportne vzgoje na celotne
psihosomatske razseznosti, kar v prvi vrsti zahteva poznavanje osnovnih zakonitosti
otrokove rasti in razvoja.

Raziskava, ki jo je naredila Kopacinova (2011) s 177 devetoSolci, je pokazala, da
so tisti otroci, ki se v svojem prostem Casu ukvarjajo z glasbo, dosegli povprecno za
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0,55 visjo oceno pri Sportu v primerjavi s tistimi otroki, ki se v svojem prostem casu z
glasbenimi dejavnostmi ne ukvarjajo.

“Z uporabo razli¢nih podrocij delujemo na otroka celostno ter mu tako omogo-
camo, da se zaCne zavedati samega sebe, si oblikuje lastno identiteto in samozavest.”
(Zirnstein, 2008, str. 31). Zato je pomembno, kaksne izku$nje omogocimo otroku v tem
zgodnjem otroStvu. Po mnenju mnogih avtorjev je najvec, kar lahko naredimo za otro-
kov gibalni razvoj, zagotovitev naravnega gibalnega razvoja z optimalnim okoljem in
¢im manj$im omejevanjem le-tega (Papalia, Wendkos Olds in Duskin Feldman, 2003).

1.2 Jezik

Glasbe in jezika se u¢imo na enak nacin — skozi proces poslusanja in izvajanja ter
branja in pisanja. Pri tem je otroku v veliko oporo razvita sluSna zaznava in sposobnost
slusnega razloCevanja, kar je tesno povezano z razvojem pozornosti na zvok. V teh pro-
cesih se glasbene in jezikovne dejavnosti vzajemno prepletajo in dopolnjujejo.

Zirnsteinova (2008) je v svoji raziskavi predstavila moznosti medpodrocnega po-
vezovanja med gibalnim in glasbenim podro¢jem z uporabo razlicnih glasbenih vsebin
pri gibalni vzgoji. Ugotovila je, da je moznosti medpodro¢nih povezav med gibalnim in
glasbenim podroc¢jem, kar se tice vsebin, pa tudi nac¢inov uporabe, veliko.

Jezikovne vzgoje v vrtcu torej ne smemo razumeti samo v ozjem smislu, le kot
spodbujanje razvoja jezikovne zmoznosti. Podro¢je jezika v Kurikulumu za vrtce
(1999) sestavljajo tudi knjizna in knjizevna vzgoja ter predopismenjevanje, ki so pod-
prti tudi z rabo informacijsko-komunikacijske tehnologije (IKT). Razumevanje pisnega
jezika, s tem v zvezi govorimo o zgodnji pismenosti, se namre¢ zacne ze v predSolskem
obdobju, odvisno seveda od zunanjih spodbud in spoznavnega razvoja otroka. Ravno
tako je za otroka pomembno spoznavanje in branje knjizevnih besedil, kjer mora biti,
kot meni Haramija (2008), vzgojitelj kot profesionalni posrednik pozoren na dolzino
besedila, na zanimivost teme in na kakovost besedila ter ilustracij.

Spodbujanje razvoja govora in njegovo nacrtovanje pa seveda ni stvar samo je-
zikovne vzgoje, saj je slovens¢ina u¢ni jezik in kot tak zavezujo¢ za vsa kurikularna/
predmetna podrocja v vrtcu.

Kot meni Ivsek (2009), se cilji ucnega jezika udejanjajo v pedagoskem govoru, in
sicer v obeh njegovih sestavinah, v spoznavnem in odnosnem. V spoznavnem govoru
vzgojitelj posreduje spoznanja dolocenega podrocja, v odnosnem pa gre za sporazu-
mevanje med vzgojiteljem in otroki. Vzgojitelj je pri vseh aktivnostih otroku govorni
zgled in tako neposredno vpliva na razvoj njegove jezikovne (slovni¢ne in pragmati¢ne)
Zmoznosti.

Kot je zapisano v Kurikulumu za vrtce (1999), vkljucuje jezikovna dejavnost v
predsolskem obdobju, ki je najpomembnejse obdobje za razvoj govora, Siroko polje so-
delovanja in sporazumevanja z odraslimi, otroki, seznanjanje s pisnim jezikom in (skozi
dozivljanje) z deli iz slovenske in svetovne mladinske knjizevnosti.
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1.3 Glasba

“Glasba, gibanje in govor so prvinsko povezani in tvorijo nelocljivo celoto.” (She-
han, 1984, v Stergulc, 2013, str. 162). Razvijanje glasbenih sposobnosti in spretnosti
je eden izmed ciljev glasbene vzgoje. Z ustrezno izbiro u¢nih metod jih razvijamo na
podrocjih izvajanja, poslusanja, ustvarjanja, gibanja in dozivljanja glasbe ter usvajanja
glasbenih pojmov in glasbenega izrazanja (Pesek, 1997).

Glasbeni pedagogi se v danasnjem Casu zavedajo razvoja glasbenih sposobnosti
na ritmi¢nem in melodi¢nem podroc¢ju. Vedo, da gibanje pozitivno vpliva pri usvajanju
ritmi¢nih glasbenih sposobnosti. S pomocjo gibanja razvrscajo glasbene sposobnosti
v dve skupini: v razvijanje ritmi¢no-metri¢nih sposobnosti in sposobnosti zaznavanja
tonskih viin ter v razumevanje glasbene oblikovanosti (Créinovi¢ Rozman, 2000).

Strokovnjaki ugotavljajo, da je gibanje v smislu govorice telesa primarna komunika-
cija otroka, iz katere prepoznava razlicne izraznosti glasbe, izrazanje dozivetij in uskla-
jeno gibanje, ki nam kaze razvoj glasbenih spretnosti in sposobnosti. Gib je eden izmed
simbolnih sistemov, ki ga otrok uporablja pri ustvarjanju ob glasbi (Borota, 2006). “Ob
glasbenih dejavnostih spodbujamo otroke, da se gibalno izrazajo po svojih zmoznostih.”
(Oblak, 2007, str. 25). Gibanje je govorica telesa in je pomembno za otrokovo komuni-
kacijo enako kot govorni jezik. “S poslusanjem in gibanjem ob glasbi si otrok pridobiva
prve izkusnje in znanje o glasbi.” (Pesek, 1997, str. 144). Borota (2006) meni, da gibanje
ni le spontana dejavnost ob glasbi, temve¢ ga moramo razvijati tudi v poznejSem obdo-
bju, saj otrok ob razli¢nih gibalnih vzorcih izraza spremembo tempa, dinamike in zvo¢ne
barve ter zmoznost dojemanja enakih in razli¢nih oblikovnih delov glasbe. Prav tako tudi
meni, da je inStrument v zgodnjem otroStvu pomagalo, ki ozvoci otrokov gib.

Pri poslusanju glasbe otroke privlacijo tista glasbena dela, ki vzbujajo razlicna
razpoloZenja in so vsebinsko zanimiva. Ritmic¢na glasbena dela otroka spodbujajo h
gibanju. Pri poslusanju glasbe otrok dozivlja in zaznava kontraste v glasbi in izraza
navdusenje nad razli¢énimi zvo¢nimi drazljaji (Denac, 2010).

Gardner (2010) trdi, da vecina skladateljev poudarja povezanost glasbe z govorico
telesa oz. gibov. Nekatere analize glasbo oznacujejo kot podalj$an gib oz. vrsto gibanja,
ki ga izvedemo s telesom. Prav tako meni, da sta glasba in jezik loceni intelektualni
sposobnosti.

Metodoloski sistemi glasbene vzgoje, s katerimi so se ukvarjali Carl Orff, Emil
Jacques-Dalcroza in Zoltan Kodaly, gradijo glasbeno vzgojo na koordinaciji govora,
glasbe in gibanja (Pesek, 1997).

2 Metodologija

2.1 Problem, namen in cilji

Ugotavljamo, da se kurikularni uéni cilji pri razliénih nacinih izrazanja ponekod
odmikajo od potreb stvarnega okolja in evropskih usmeritev glede razvijanja splosnih
kompetenc in sporazumevalnih zmoZnosti. Zato je nujno oblikovati odprti model, ki
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bo razvil in implementiral pedagoske strategije, pristope in prakse na glasbenem, li-
terarnem in gibalnem podro¢ju in nam bo omogoc¢al medpredmetno in medpodro¢no
povezovanje. V ta namen smo opravili raziskavo, ki bo predstavljena v nadaljevanju.
V raziskavi Gibanje skozi pravljico z glasbo predstavljamo medpodro¢no povezovanje
gibanja z jezikom in umetnostjo — glasbo.

Problem in cilj raziskave je bil predstaviti medpodro¢no povezovanje gibanja, je-
zika in glasbe, in sicer izpeljavo vadbene ure gibalno-Sportne aktivnosti za predsolske
otroke na izviren in zanimiv nacin, ki vkljucuje pravljico ter glasbo in otroka celostno
vkljuci v gibalno dejavnost.

Danasnja praksa pri delu z otroki vkljucuje posamezne izvedbe z razli¢nih podrocij,
ki pa jih lahko v praksi s pridom celostno povezemo v aktivna podrocja, in pri otroku
tako razvijamo afektivno, kognitivno in gibalno podrocje.

2.2 Raziskovalna vprasanja

Zastavili smo si naslednja raziskovalna vprasanja:

o Kako pravljica z glasbo v gibalno-§portni aktivnosti otrokom omogoci identifikacijo
s knjizevnimi osebami/glavnimi junaki?

o Ali se poznavanje vsebine pravljice kaze z aktivnim sodelovanjem v gibalno-Sportni

aktivnosti?

Ali pravljica z glasbo spodbudi otroke h gibanju?

Ali otrok z gibanjem izrazi svoja dozivetja pravljice z glasbo?

Katera glasbena izvajanja spodbudijo otroke h gibanju?

Kako poslusanje zvocnih primerov spodbudi otroke h gibanju?

Na katero glasbeno izvedbo se otroci aktivno odzivajo z gibanjem? (CD ali inStru-

menti.)

O o0oooao

2.3 Raziskovalni vzorec

V raziskavo je bilo vkljucenih 19 otrok (8 deckov), starih 2—4 leta.

2.4 Postopek zbiranja podatkov

Aktivnosti so potekale v obdobju treh mesecev v dopoldanskem ¢asu, okvirno od
9.00 do 11.00, v igralnici skupine. Vodene gibalno-Sportne aktivnosti smo izvedli s
tremi pravljicami, pri katerih smo uporabili metodo opazovanja. Izbrali smo sodob-
no pravljico Brigitte Weninger Pal¢ek Pohajaléek, sodobno zivalsko pravljico Svetlane
Makarovi¢ Pod medvedovim deznikom in kratko pravljico Pal¢ek Smuk avtoric Alenke
Kopse, Marjetke Lekse in Katarine Zvegelj.
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2.5 Postopek obdelave podatkov

Odzive otrok smo sproti belezili na predhodno pripravljen opazovalni list, ki nam je
sluzil kot pripomocek, s katerim smo spremljali gibalno aktivnost posameznega otroka.
Vsako pravljico smo najprej otrokom veckrat prebrali, potem smo se z njimi pogovarja-
li o vsebini in njihovih vtisih. Pravljico smo opremili z glasbo in vsa otroska dozivljanja
strnili v gibalno-Sportni aktivnosti, v kateri je osrednji del namenjen izvajanju naravnih
oblik gibanja ob izbrani glasbi in pravljici. Otroke smo pri izvajanju gibalnega dela
opazovali s pripravljenim opazovalnim listom. Gibalno-$portno aktivnost na izbrano
pravljico z glasbo smo izvajali trikrat in sproti belezili odzive otrok.

3 Rezultati in interpretacija

Glede na sprotno spremljanje otrok z opazovalnim listom ugotavljamo, da otroci
glasbo v glavnem delu vadbene ure povezujejo z gibanjem. Izbrano glasbo so pove-
zovali z zivalmi iz pravljice. Vecina otrok je aktivno sodelovala in se trudila po svojih
moceh. Otroci so se gibali po celotnem prostoru igralnice, glede na omejenost prostora
ni prislo do vecjih prekinitev ali trenj med otroki. Doloceni otroci so ob¢asno glasovno
izrazali svoja dozivetja, se oglaSali kot zivali, smejali, cvilili, rencali ali klicali drug
drugega. Vecina otrok se je gibala koordinirano, s celim telesom. Pri gibanju ni prislo
do padceyv, trudili so se, da so v razli¢nih polozajih lovili ravnotezje. Otroci so bili dobro
motivirani in so se aktivno vzivljali v like iz pravljic. Gibanje in glasba sta jim omogo-
Cala izrazanje dozivetij vsebine z razli¢nimi Cutili.

Tabela I: Predstavitev aktivnosti vzgojitelja in otroka

Cilji Aktivnosti vzgojitelja Aktivnosti otrok

0 Pozorno poslusajo branje/
pripovedovanje pravljic.

0 Izvaja izbrane aktivnosti:
O branje/pripovedovanje
pravljic in vodenje
pogovora o vsebini
pravljic;

O izvajanje naravnih oblik . . —
R e 0 Izvajajo naravne oblike gibanja
gibanja ob pravljici in

izbrani glasbi: (hoja, tek, poskoki ...).

O izvajanje ritmi¢nih O Ponazarjajo zivali in se
vzorcev z ritmiénimi in ustvarjalno gibajo ob glasbeni
melodi¢nimi glasbili; spremljavi.

O izbiranje zvocnih O Izvajajo razli¢ne aktivnosti v
posnetkov in vodenje ritmu ob glasbeni spremljavi.
pogovora o poslusani
glasbi.

0 Izvajajo aktivnosti, v katerih po
svojih zeljah v igri posnemajo in
igrajo vlogo zivali.

o Omogocanje in
spodbujanje gibalnih
aktivnosti otrok.

O Zavedanje lastnega
telesa in dozivljanje
ugodja v gibanju.

o Dozivljanje in
spoznavanje
temeljnih literarnih
del za otroke.

O Poslusajo, izbirajo, si zamisljajo

0 Razvijanje izrazanja Lo
in izvajajo glasbene vzorce k

in komuniciranja z
umetnostjo — glasbo.

o Pripravi opazovalni list.
0 Belezi odzive otrok.

o Pripravi evalvacijo
izvedenih aktivnosti.

pravljici z glasbo.
Izrazajo svoja mnenja.

Aktivno, doziveto in ustvarjalno
sodelujejo v vseh aktivnostih.
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Na podlagi opazovanja otrok pri gibalno-$portnih aktivnostih lahko potrdimo, da
poznavanje vsebine pravljice otroke spodbudi k aktivnemu sodelovanju. Pravljica z
glasbo omogoca otrokom izrazanje svojih doZivetij z gibanjem. Otroci so spremljali in
posnemali odraslega, vendar pa so iskali tudi svoje nacine gibanja in Custveno izrazali
svoja dozivetja in se oglasali kot zZivali. Glasba je spodbujala otroke, da so se gibali v
igralnici s celim telesom v razlicnem tempu.

3.1 Sklepne ugotovitve po opazovalnem listu za pravljico Palcek Smuk

Ob pozornem poslusanju so se pravilno in doziveto gibali v vlogi posameznih ziva-
li. Gibali so se v razlicnem tempu, nekateri hitreje, drugi pocasneje, odvisno od njihove-
ga temperamenta in gibalnih sposobnosti. Obc¢asno in kratkotrajno so F3, F5, F7, D10
kot opazovalci spremljali dogajanje. Otroci so se gibali po pripravljenem prostoru v vse
smeri. V uvodnem delu so tekali v krogu, kar pa je prispevalo k varnejsemu lovljenju v
omejenem prostoru. Zaradi tega se je igra lovljenja hitro zakljucila, zato smo jo ponovili
najmanj trikrat. Otroci so radi sodelovali, gibanje izvajali sprosceno in koordinirano.
Ob gibanju so FI, DI, F3, D4, F5, F6, F§ in D11 Custveno izrazali svoja dozivetja s
smehom, vriskom, I, DI, F2, D6, F6, D10 so se oglasali kot zivali. Otroci so usmer-
jeni v gibanje in ne ustvarjajo zvokov z lastnimi instrumenti. Pri gibanju prihaja med
FlI, F6in F8, Fl in F3, D4 in D11 ter med D2 in D3 do interakcije. Otroci se klicejo,
posnemajo drug drugega v gibanju, spodbujajo h gibanju, se smejijo, v€asih drzijo za
roke. Pri D1, F2, F'7, D10 smo opazili, da gibanje izvajajo prilagojeno, na svoj nacin, po
svojih zmoznostih. Otroci so imeli moznost ob veckratnem ponavljanju spoznati potek
vadbene ure. Niso bili ve¢ usmerjeni v posnemanje gibanja odraslega. 1, D1, F2, F3,
D3, F5, D10 so priceli izvajati gibanje za zivali na svoj nacin.

3.2 Sklepne ugotovitve po opazovalnem listu za pravljico Palcek Pohajalcek

Vsi otroci so aktivno sodelovali. Pri prvi izvedbi vadbene ure so posnemali gibanje
zivali (lisica, merjasec, volk, jez ...), kot je hoja po $tirih, razen pri zajcu, ptici, miski
in zabi. Ob gibanju so usmerjali svojo pozornost na gibanje odraslega in ga posnemali.
Gibanje so izvajali po celem prostoru igralnice v vse smeri. Pri kotaljenju je prislo za-
radi omejitve prostora v igralnici do ustavljanja gibanja. Otroci so bili pozorni drug na
drugega, opazovali druge in pocakali, da so lahko kotaljenje nadaljevali. Glasba jih je
spodbudila h gibanju. Pri glasbi za misko in ptico so gibanje izvajali poCasneje, za volka
in merjasca pa hitreje. FI1, D1, F2, F3, F5, F6 in F8§ so glasovno oponasali zivali, pri
tem so bili glasni, kar je motilo D8. Izrazil je Zeljo, da prenehajo s kriCanjem. Otroci so
gibanje izvajali s celim telesom in koordinirano, le pri poskokih na eni nogi in hoji v po-
¢epu so se obcasno ustavljali, lovili ravnotezje in se gibali nekoordinirano. F'7 je sodelo-
val v prvem delu vadbene ure, v glavnem delu je bil obCasno ob robu, kjer ni bilo gnece,
opazoval druge otroke ali pa se je ulegel na tla in se gibal v svojem ritmu. Obc¢asno in
kratkotrajno je sodeloval pri razli¢nih gibanjih zivali. To druge otroke ni motilo. '/, D1,
D2, D3, F2, F3, F5, F6 in D11 so ¢ustveno izrazali svoja dozivetja (topotanje z nogami,
mimika obraza, veselje, vriskanje ali kri¢anje). Zgoraj navedena dejstva potrjujejo, da
so bili otroci dobro motivirani in da so se aktivno vzivljali v like iz pravljice. Gibanje
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in glasba sta jim omogocala izrazanje dozivetij vsebine z razli¢nimi Cutili. V predsol-
skem obdobju, ko otroci spoznavajo okolje in se uéijo predvsem s cCutili, je ravno taka
za vecplastno dozivljanje. Glede na to, da so veckrat sprasevali, kdaj bomo telovadili s
Smukom, jim je aktivnost vzbujala pozitivna obcutja in igrivost.

3.3 Sklepne ugotovitve po opazovalnem listu za pravljico
Pod medvedovim deznikom

S sodelavko sva si razdelili vlogi —ena je igrala na oba inStrumenta in pripove-
dovala, druga pa je v prvi vadbeni uri kazala otrokom gibanje za razli¢ne zivali, pri
naslednjih dveh izvedbah pa opazovala in spodbujala otroke. Otroci so poznali potek
vadbene ure, zato so na trenutke postali preve¢ sprosceni ali nekateri nezainteresirani.
Glasbo v glavnem delu vadbene ure so povezovali z gibanjem. Izbrano glasbo so pove-
zovali z zivalmi iz pravljice. Ve€ina otrok je aktivno sodelovala in se trudila po svojih
moceh. Otroci so se gibali po celotnem prostoru igralnice. Kljub intenzivnosti gibanja
pri ogrevanju je prislo do tr¢enja med otrokoma, vendar samo enkrat. F/, D1, D2, F3,
D8, F5, F6, F'8, D11 so obcasno glasovno izrazali svoja dozivetja, se oglasali kot ziva-
li, smejali, cvilili, rencali ali klicali drug drugega. Ob gibanju niso ustvarjali zvoka z
lastnim telesom. Vecina otrok se je gibala koordinirano, s celim telesom. Pri gibanju ni
prislo do padcev, trudili so se, da so v razli¢nih polozajih lovili ravnotezje.

4 Sklep

Gibalne aktivnosti omogocajo vklju¢evanje vseh podrocij otrokovega izrazanja,
od gibalnega, kognitivnega pa do Custveno-socialnega. Vsa ta podroc¢ja pa imajo (kot
podkrepitev) izredno pomembno vlogo v spoznavnem procesu. Za ucinkovito izvajanje
gibalnih struktur je potrebno usklajeno delovanje mehanizmov za sprejem, predelavo
in analizo informacij v centralnem zivénem sistemu, delovanje zunanjega in notranjega
omenjenih mehanizmov pa sooblikuje tudi sestavine ustvarjalnosti, ki se pri otroku od-
raza na razli¢nih podro¢jih, pri tem pa ima gibalna aktivnost $e kako pomembno vlogo
(Pisot in Planinsec, 2005).

“Gibanje aktivneje vkljucuje otroka v ucenje kot le pasivno poslusanje. Otroci dalj
Casa ohranijo informacijo, spoznanja o neki temi, ¢e jo telesno aktivno dozivljajo. Tako
dosezemo tudi tiste otroke, ki spremljajo informacije prvenstveno skozi gibanje, ostala
cutila pa so sekundarna.” (Schmidt, 2009, str. 10).

V raziskavi smo prikazali izviren, zanimiv nacin izpeljave gibalno-Sportnih aktiv-
nosti za predsolske otroke, ki poleg gibanja vkljucujejo Se jezikovno in glasbeno po-
dro¢je in otroka celostno vkljucijo v gibalno aktivnost. Vse nacrtovane aktivnosti smo
uspesno izpeljali v praksi. Na podlagi sprotnega spremljanja odzivov otrok, pogovorov
z otroki, beleZenja na opazovalni list po vsaki gibalno-Sportni aktivnosti in njihove-
ga interesa lahko sklepamo, da so bile nacrtovane dejavnosti primerne in zanimive za
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otroke. Otroci so radi sodelovali pri poslusanju pravljic, pogovorih o vsebini pravljic,
poslusanju in izbiranju glasbe, igranju na ritmi¢ne inS$trumente in v gibalnem delu, kjer
so0 z izvajanjem naravnih oblik gibanj v gibalno-Sportnih aktivnostih izrazali svoja do-
zivetja pravljice z glasbo. Otroci so podajali predloge, ki smo jih upostevali, izrazali
interes, zelje po ponovnem poslusanju pravljice, glasbe, gibanju ob predvajani glasbi,
igranju na inStrumente in gibalno-$portnih aktivnostih. Nekateri otroci so izrazili svoja
dozivetja in vtise skozi risbo in nam pripovedovali, kaj jim je bilo v$ec in bi $e radi po-
¢eli. Med samimi aktivnostmi so bili sprosceni, vodljivi in pripravljeni na sodelovanje.
Na podlagi opazovanja otrok v gibalno-Sportni aktivnosti lahko sklepamo, da po-
znavanje vsebine pravljice in izbrana glasba otroke spodbudi k aktivnemu sodelovanju
v gibalnem delu. Otroci so spremljali in posnemali odraslega, vendar pa so iskali tudi
svoje nacine gibanja, nekateri so custveno izrazali svoja dozivetja in se oglasali kot
zivali. Gibanje so ve¢inoma izvajali s celim telesom, koordinirano, mlajsi otroci pa so v
dolocenih gibalnih nalogah lovili ravnotezje in bili okorni. Glasba je spodbujala otroke,
da so se gibali v razlicnem tempu po celotnem prostoru igralnice. Ne moremo trditi,
da je izbor razli¢ne glasbe vplival k drugaénemu gibanju. Ko so otroci slisali razlicne
glasbene primere, so na podlagi poznavanja pravljic priceli z razli¢nimi naravnimi obli-
kami gibanj za zivali. Pri prvi izvedbi vadbene ure, ko Se niso imeli podobne izkus$nje,
so pogosteje spremljali odraslega, pri naslednjih vadbenih urah pa so gibanje izvajali
vse bolj samostojno. Kot menita Baloh in Derganc (2018), je potrebno z u¢inkovitimi
didakti¢nimi pristopi, individualizacijo in diferenciacijo, ki sta obvezni del poucevanja
na vseh stopnjah, ustvariti spodbudno u¢no okolje, v katerem so otroci motivirani, ak-
tivni in lahko razvijajo svoja mocna podrocja, pri $ibkih pa odpravlja pomanjkljivosti.

Giuliana Jelovcan, Marjetka Lekse, Barbara Baloh, PhD, Bojana Kralj

Integrating Fairy Tale with Movement Expression
Through the Use of Language and Music

Modern views on learning and teaching dictate a number of issues and dilemmas
concerning alternative educational and learning strategies, and related contemporary
learning environments, which also concern the pre-school age. We believe that “tradi-
tional lessons” are insufficient in the modern world as, in this way, the child assumes
only a passive role. In a modern and stimulating learning environment, the educator
provides children primarily a good atmosphere and positive stimuli, paving the path
for them to feel secure and encouraged to engage in activities, to learn and to work.
A modern approach to learning and teaching in pre-school, elementary and further
education is the integration of different fields or subjects, and this is also one of the
objectives of the curricular reform. Cross-sectoral integration mainly imitates real life
situations, which sets a good example for children, is at the same time a strong motiva-
tion for learning and a good preparation for lifelong learning, as the child learns and
experiences the world in various ways. Due to the aspiration for the childs integral and
comprehensive development, the need for cross-sectoral integration in teaching pre-
school children is becoming increasingly important.
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Children learn and experience the world in various ways. Through movement, they
perceive and discover their body, test the limits of their body, experience joy and pride
when developing abilities and skills, and build self-confidence. The pre-school child is
learning comprehensively. It is therefore important that the educator provide the child
with as much direct experience as possible.

The most appropriate in the pre-school period is the educational path based on
didactic games, since it enables the activation of highly productive motivational dy-
namics and originates in the child'’s world. The child is precisely directed, guided and
stimulated, while being allowed to preserve their world, to perceive events through all
the senses, in a specific manner, through play and movement.

Movement or motor development in the pre-school period is crucial for the develop-
ment of all human functions. Movement allows children to learn as they learn through
movement. Movement is an important part of children's development and everyday life,
in this way they test their abilities, become aware of their environment, monitor rela-
tions in their surroundings and gradually acquire self-confidence. Through movement,
they perceive and discover their body, test what their body can do, and experience joy
and pride with their evolving abilities and skills. By moving, children express basic
mental information, group, classify, distinguish and compare the characteristics of ob-
Jects and phenomena in space and in nature; they perceive themselves and others. In
this way, they realize their need for movement, creation, experiencing, researching and
integrating. Therefore, in the childs development, motor experiences and going through
problematic experience is invaluable in the first six years of life.

The development of speech is happening parallel with the development of motor
skills and abilities, as well as through listening and discernment. In recent years, the
direct pedagogical practice in the kindergarten has shown that more and more children
attending kindergarten have a poor vocabulary, expressing themselves with short, sim-
ple sentences or have problems with speech. We assume that this phenomenon is also
associated with a lack of experience in the field of movement, as development is closely
linked to the development of the motor process. In addition, it was noticed that there is
less and less time for family reading time at home, especially in cases where television
and computer took the lead in the free time of parents and their children.

Music education is an integral part of aesthetic and art education, which provides
the foundation for the child’s balanced development. Music activities represent a form
of musical expression, cause excitement when listening to sounds, playing games, prac-
ticing moves, developing perceptions, motor skills or linguistic communication and fo-
cusing attention. The child’s musical development is based on the interaction of the
processes of emotional, cognitive and motion development, which in the pre-school
period includes the development of elementary musical abilities. That is why we be-
lieve that the development of musical skills is also influenced by a stimulating learning
environment, which means having different musical experiences. With the development
of musical abilities, skills and knowledge, the capacity of children’s musical creativity
increases.

The study titled Integrating Fairy Tale with Movement Expression Through the Use
of Language and Music presents a cross-sectoral integration of movement, language
and art, i.e. music.
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Based on the observation of children in physical/sports activities, we can confirm
that knowing the content of the fairy tale will encourage the child to participate actively.
A fairy tale with music enables children to express their experiences with movement.
Children listened to and imitated the adult narrator, but they also searched for their
own modes of movement, and they emotionally expressed their experiences and imitated
the sounds of animals. Music encouraged children to move in the playroom with their
whole bodies at a different pace.

The results of the research show that the integration of different sectors and school
subjects is being introduced as a novelty in the renovation of the curriculum in Slove-
nian education.

At the time of the research project, we realized that the presented examples are not
only interesting and innovative, but they also integrate three different fields in a logical
whole: the fields of movement, language and music as part of the artistic field. Never-
theless, they are also very suitable for pre-school children.

While listening carefully to the fairy tale “Palcek Smuk”, the children were engaged
in the story and were moving correctly in the role of individual animals. They were mov-
ing at a different pace, some faster, others slower, depending on their temperament and
physical abilities. Occasionally and for a brief while, three boys and a girl observed the
situation. The children were moving in the room that had been previously arranged in
all directions. In the beginning, the children were running in a circle, which made their
chasing each other in a confined space safer. While moving, some children emotionally
expressed their experiences with laughter, whooping, others were making animal-like
sounds. The children copied each other, laughed and occasionally held hands in mo-
tion. Two boys and two girls performed the movement in their own manner according to
their abilities, and other children mimicked the movement of animals in their own way.

All children actively participated in the fairy tale “Palcek Pohajalcek”. Music en-
couraged them to move. During the first exercise in the lesson, they mimicked the move-
ment of different animals (fox, boar, wolf, hedgehog, etc.), walking on all fours, except
for rabbits, birds, mice and frogs. While moving, they paid attention to the movement of
the adult in the group and imitated the motion. The movement was performed all over
the room and in all directions. Because of the limitation of space, the rolling exercise
took a little more time and a queue was formed. The children were watching each other
and waited a while before continuing to roll. During the music for the mouse and the
bird, the movement was slower, and they were again moving faster for the wolf and the
boar. The children practised their movements with the whole body, showing coordina-
tion, only in the case of jumps on one leg and crouch walk, they stopped occasionally,
catching their balance, and moved uncoordinatedly. The above facts confirm that the
children were well motivated and that they were actively involved in the characters from
the fairy tale. Movement and music enabled them to express their own experiences of
the story with different senses. In the pre-school age, when children discover and learn
primarily through their senses, this kind of activities that combine movement, sound and
imaginative content from a fairy tale are of paramount importance for multi-layered ex-
periences. Given the fact that they often asked when we were going to exercise with the
main character Smuk, they were probably experiencing positive feelings, playfulness,
and found it an interesting activity.
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Children knew the course of the lesson, and at times, some of them became too re-
laxed or uninterested. They had to match the selected music with animals from the fairy
tale “Pod medvedovim deznikom”. Most of the children actively participated and did
according to their best abilities. The children were moving around the entire playroom.
Some children occasionally voiced their experiences, sounding like animals, laughed,
squealed, barked, or called each other. Most of the children showed full coordination,
with complete whole-body movements. There were no falls while moving and they tried
to keep their balance in different positions.

The findings about the importance of movement for the child s integrated develop-
ment could be transferred to all sectors of the curriculum to try to seek ways of con-
necting movement with language, society, nature, mathematics and art. The findings of
our research show that cross-sectoral integration in the curriculum needs to be supple-
mented with goals in individual areas of integration.
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POVZETEK — Prispevek skusa pojasniti, kako razvi-
Jati literarno zmoznost, tj. sposobnost interpretiranja
literarnih besedil (prepoznavanja in dekodiranja),
zmoznost prepoznavanja razlicnih literarnih vrst,
zvrsti, oblik in njihovih posebnosti, zmoznost upora-
be knjizevnega znanja in empaticnega odzivanja na
vijanja, vrednotenja in kriticne refleksije prebranega
ter upovedovanja svojih misli, custev, mnenj, refleksij
o prebranem, navsezadnje pa tudi pozitivnega odnosa
do leposlovja. Razlagamo, kako literarno zmoznost
diferencirano razvijati v gimnazijah in v srednjih
strokovnih Solah, in to na primeru izjemno odprte,
pa vendarle komunikativne kratke zgodbe Hribi ka-
kor beli sloni Ernesta Hemingwaya. Pripoved Se ni
vkljucena niti v ucna gradiva za pouk knjizevnosti niti
v ucna nacrta, zato diferenciramo ucne cilje, ki bi jih
bilo mogoce ob tem besedilu doseci (posebej za oba
programa). Predlagamo tudi nekaj ucinkovitih metod
in oblik dela s tem besedilom (npr. tesno branje).

1 Uvod
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ABSTRACT — This article explains how to develop lit-
erary competence (i.e. the ability to interpret — identify
and decode — literary texts), the ability to identify vari-
ous literary types, genres and forms, and their special

features, and use literary knowledge and respond em-

pathically to what is read. It also looks at the ability
to experience, imagine, evaluate and critically reflect
on the material read, to verbalize one s own thoughts,
emotions, opinion and reflections on the material, and
ultimately develop a positive attitude towards fiction.
1t presents how literary competence can be developed
with differentiation for high schools and technical sec-
ondary schools, using the example of the exceptionally
open, yet communicative, Ernest Hemingway's short
story Hills Like White Elephants. This story has not
yet been included in neither the literature instruction
teaching materials nor syllabuses, therefore the article
presents the proposed learning objectives, that could
be attained using this text, for both programmes sepa-
rately. It also recommends several effective methods
and ways of working with this text (e.g. close reading).

Literarna zmoznost je ena temeljnih kompetenc, ki jih razvijamo pri pouku knji-
zevnosti po vsej vertikali. Kakor navajata Repinc in Stricevi¢ (2013, str. 51), “je treba
ponuditi ucencem razlicne izkusnje, saj ne moremo vedeti, katera bralna izkusnja bo
za posameznika najbolj pomembna. Pozitivne bralne izkusnje pa vzgojijo bralce (Kra-
shen, 2004).” V tem prispevku se posvecamo razvijanju literarne zmoznosti v stirile-
tnih srednjih Solah in gimnazijah. Temeljni cilj knjizevnega pouka v Stiriletnih srednjih
Solah je “razmisljujoci bralec” (Krakar Vogel, 2004, str. 74), gimnazijskega pouka pa
“kultivirani bralec” (prav tam). Po Krakar Vogel so razlike med obema tipoma bralcev
v tem, da kultivirani bralec “zacetno bralno dozivetje /.../ poglablj/a/ prek razmisljanja,
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raziskovanja vsebine in oblike, razvr§¢anja, primerjanja, literarnega in zunajliterarnega
vrednotenja; pri [¢emer] bralec uporablja kompleksno literarno in zunajliterarno znanje
in izkusnje” (prav tam), razmisljujocemu bralcu pa je “literarno dozivetje izhodisce za
razmiSljanje po vecini o vsebinskih plasteh besedil, za razvrscanje in zvecine zunajlite-
rarno (izkuSenjsko) vrednotenje; pri tem bralec uporablja pridobljeno literarno in zunaj-
literarno znanje in druge izkusnje in spoznanja” (prav tam). V prispevku predstavimo,
kako obravnavo kratke pripovedi Hribi kakor beli sloni Ernesta Hemingwaya diferen-
cirati in prilagoditi za gimnazije in Stiriletne srednje strokovne Sole v luci razvijanja
literarne zmoZnosti, te graditeljice knjizevne kulture in bralne zmoZznosti. Kultivirani
bralci naj bi imeli razvito knjizevno in bralno kulturo “v vseh razseznostih, [kar se] po-
vezuje s SirSo splosno kulturo posameznika” (prav tam), razmisljujoci bralci pa kazejo
“pozitiven odnos do branja in kriticno razmisljanje (o vsebinskih plasteh prebranega)”
(prav tam).

2 Metodologija

Na Studiju primera je uporabljena kvalitativna metodologija: s primerjalno metodo
analiziramo gimnazijski ucni nacrt za slovenscino (2008) in Katalog znanja za srednje
strokovno izobrazevanje — slovenséina (2010) ter pri tem uposStevamo sodobna spozna-
nja o recepciji knjizevnosti (Zbogar, 2014) ter sistemske didaktike knjizevnosti (Krakar
Vogel in Blazi¢, 2013). Spoznanja primerjamo s sodobnimi spoznanji o literarni zmozno-
sti in njenih dologilnicah (Zbogar, 2019). Doloéamo pojme za interpretacijo ob obravna-
vi kratke pripovedi Hribi kakor beli sloni Ernesta Hemingwaya, in sicer diferencirano za
gimnazije in srednje strokovne $ole, razlagamo pa tudi, kako bi operativizacija obravna-
ve te pripovedi lahko potekala v obeh programih. Na podlagi kompilacije literarnoteore-
ti¢nih in literarnozgodovinskih ter specialnodidakti¢nih spoznanj utemeljujemo, zakaj in
na kaksne nacine je predlagano besedilo primerno za obravnavo v obeh izobrazevalnih
programih, navajamo pa tudi, s katerimi metodami in oblikami dela bi ga bilo v Iuci raz-
vijanja literarne zmoznosti smiselno vpeljevati v pouk knjizevnosti.

3 Rezultati

Hemingwayeva pripoved Hribi kakor beli sloni ni vklju¢ena niti v gimnazijski u¢ni
nacrt (2008) niti v katalog znanja (2010), je pa v prvega umescen roman Komu zvoni, in
sicer v sklop Svetovna knjizevnost druge polovice 20. stoletja. Katalog znanja za srednje
strokovne Sole predvideva najprej obravnavo knjizevnosti po tematskih sklopih. Obrav-
navano pripoved bi bilo mogoce vkljuciti v razlicne sklope, mdr. v sklopa Ljubezen in
Posameznik, druzina, druzba. V srednjih strokovnih Solah poteka obravnava knjizevnosti
tudi po literarnozgodovinskih obdobjih (obicajno ob koncu Solskega leta), a bi Heming-
wayevo pripoved tezko umestili v kateri koli literarnozgodovinski sklop, saj je trenutno
vklju€ena zlasti obravnava slovenske in evropske knjizevnosti (prim. obdobje, imenovano
slovenska in socasna evropska knjizevnost po drugi svetovni vojni, sodobna).
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Glede na to, da delo ni vklju¢eno v nobeno od potrjenih u¢nih gradiv za knjizevni
pouk, se zdi smiselno, da najprej dolo¢imo ucne cilje, ki bi jih ob tem besedilu skusali
doseci, in sicer diferencirano za gimnazije in srednje strokovne Sole. Tako bi v obeh
programih besedilo:

O motivno-tematsko, jezikovno-slogovno in idejno-sporocilo analizirali,

O ga ¢asovno in krajevno umestili in oznacili glavni literarni osebi,

O o prebranem diskutirali in reflektirali predstave po prvem branju in po-
novnih branjih,

O usvojili temeljne bio- in bibliografske podatke o Ernestu Hemingwayu, v
gimnazijah pa $e dodatno

O definirali pojem kratka zgodba,

0O v besedilu prepoznali temeljne dolocilnice reporterskega sloga in teorije
izpustitve (teorije ledene gore) ter

O osnovne bio- in bibliografske podatke o Zivljenju in delu Ernesta Hemin-
gwaya nadgradili (preko samostojnega raziskovalnega dela).

Metode dela in ucne oblike, ki bi jih pri tem uporabili, bi bile kognitivno (kriticno)
branje (Zbogar, 2014b), tesno/natanéno branje (close reading), branje med vrsticami,
analiziranje, interpretiranje in utemeljevanje sodb, diskutiranje, metakognicija, ume-
S$¢anje v literarnozgodovinski kontekst (o avtorju — za gimnazije tudi bolj poglobljeno
in preko dodatnega samostojnega individualnega raziskovalnega dela) in umescanje
v literarnoteoreticni kontekst (le za gimnazije: kratka zgodba; reporterski slog, teori-
ja ledene gore). Ob tem bi spodbujali zlasti visje miselne procese, kot so analiziranje
(razlenjevanje pripovedi na sestavne dele); interpretiranje (ugotavljanje, kako se ti deli
medsebojno povezujejo v koherentno celoto); vrednotenje: presojanje motivno-temat-
skih, jezikovno-slogovnih in idejno-sporocilnih delov besedila; diskutiranje (o odprtih
mestih); sintetiziranje (nadgradnja literarnozgodovinskega in literarnoteoreticnega zna-
nja) in metakognicija (vpogled v lastno razumevanje besedila in pripravljenost prvotno
razumevanje spremeniti/preoblikovati).

Pred obravnavo pripovedi velja premisliti, kako bi v dijakih spodbudili motivacijo
za branje, tj. vzpostavili pristno notranjo potrebo po spoznavanju kulturne raznolikosti.
Spodbuditi torej zelimo tisto motivacijo, ki izhaja iz radovednosti, torej zelje po vedno-
sti o tem, kaj delajo drugi, kdo so ti drugi, kako Zivijo, Custvujejo, v ¢em so mi podobni,
v ¢em se od mene razlikujejo, kaj se lahko od njih naucim, kaj jih jaz lahko naucim, kaj
nas oplaja, bogati. V te predbralne dejavnosti zagotovo lahko sodi aktiviranje predzna-
nja dijakov o avtorju in ponovitev Ze znanega o novejsi svetovni knjizevnosti, pa tudi o
znacilnostih kratke pripovedne proze (ponovimo, kaj je novela, kaj Crtica, kaj slika), do-
locitev ciljev branja (v korelaciji z napotki pred branjem), spoznavanje zgradbe besedila
(njegovih specifik), napovedovanje vsebine glede na opazanja v zvezi s strukturo pripo-
vedi ter postavljanje vprasanj v zvezi z motivi in temo pripovedi (povzeto po Pecjak in
Gradisar, 2012, str. 140). Vse to lahko povezemo s spoznavno-izkusenjsko motivacijo.
Metode, ki bi jih ob tem lahko uporabili, bi bile npr. metoda pogovora, mozganske ne-
vihte, izdelava pojmovne mreZe ter strategija VZN.

Pomembno je, da pripoved veckrat preberemo, posebej, ker gre za izredno pomen-
sko odprto besedilo. Dijaki naj med posameznim branjem izvajajo doloCene aktivno-
sti, kot so npr. dopolnjevanje manjkajocih podatkov, dolo¢anje zaporedja dogajanja v
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besedilu, oznacevanje novih, neznanih, bistvenih informacij, pisanje obrobnih razlag
(Pe¢jak in Gradisar, 2012, str. 190). Pripoved torej veckrat preberemo: izkusnje z obrav-
navo tega besedila narekujejo, da glasnemu interpretativnemu branju sledi individualno
tiho branje, nato pa $e ponovno vodeno branje (besedilo ponovno preberemo glasno in
s premislekom).

Pobralne dejavnosti lahko potekajo preko strategije vodene bralne aktivnosti
(VBA). Gre za sklop pred-, med- in pobralnih dejavnosti, pri katerih izhajamo iz ugo-
tavljanja in urejanja predznanja, pomagamo si s slovarckom neznanih besed, posta-
vljanjem vpraSanj pred branjem in po branju. Sprasujejo tako ucenci kot ucitelj. Di-
jake opozorimo, naj bodo pozorni na naslov besedila, na njegovo zgradbo (veliko je
dialogov), podrobneje opazujemo prvi in zadnji odstavek. Napovemo, o ¢em besedilo
govori, napovedi lahko zapiSemo. Dijaki izrazijo pricakovanja v zvezi z besedilom. Po
branju ponovimo, kaj smo prebrali. Premislimo, o ¢em smo se pogovarjali pred bra-
njem: preverimo pravilnost napovedi. Sklenemo z dejavnim pregledom prebranega in
spoznanja sintetiziramo (prirejeno po Pecjak in Gradisar, 2012, str. 175-177). Po branju
torej najprej razlozimo neznane besede in pojme, potem analiziramo in interpretiramo
besedilo, prebrano vrednotimo in o prebranem diskutiramo, proti koncu obravnave pa
vklju¢imo tudi ustvarjalne dejavnosti, npr. dramatizacijo.

4 Razprava

Analiza u¢nega nacrta (2008) in kataloga znanja (2010) je pokazala, da se gimna-
zijci pri pouku knjizevnosti srecujejo vecidel s klasi¢nimi umetnostnimi besedili, razpo-
rejenimi po literarnozgodovinskem nacelu, dijaki srednjih strokovnih Sol pa v vsakem
letniku sprva s knjizevnimi besedili, razporejenimi po tematskih sklopih, npr. ljubezen,
posameznik, druzina, druzba, dom, domovina, svet ipd., tudi z zanrsko literaturo, npr.
z (avto)biografskimi romani, mladinsko knjizevnostjo, kriminalkami, fantasti¢no in
znanstvenofantasticno pripovedjo ipd., nato pa Se z literarnozgodovinsko razporejenimi
knjizevnimi besedili (kakor si sledijo obdobja od starejse k sodobni knjizevnosti). U¢na
nacrta se torej v zasnovi razlikujeta: katalog znanja (2010) je v primerjavi z gimnazij-
skim u¢nim nacrtom (2008) dosledneje recepcijsko naravnan, kar pomeni, da vkljucuje
bolj komunikativna, manj hermeti¢na besedila in da recepcijske kriterije uposteva tudi
pri izbiranju klasi¢ne, kanonske literature. Hemingwayevo pripovednistvo sodi v kla-
si¢ni literarni kanon, a je v Solskega zaenkrat uvrscen le njegov roman Komu zvoni
(1940). Tu v obravnavo predlagamo kratko pripoved Hribi kakor beli sloni, ki zaradi
svoje odprtosti omogoca izredno vznemirljivo branje, hkrati pa je recepcijsko zanimivo
(jezik je preprost, pogovoren, pripoved je motivno-tematsko nezahtevna). Kratka proza
je ze zaradi svojega obvladljivega obsega zelo prikladna za obravnavo v $oli, saj omo-
goca, da besedilo v celoti veckrat preberemo na en mah. Zgradba in zgodba sta blizu
literarnemu okusu mladostnikov.

O literarni zmoznosti je slovenska didaktika knjizevnosti ze poglobljeno razpra-
vljala (prim. Krakar Vogel, 1990; Jozef Beg, 2014; Zbogar, 2019; Zajc, 2019, idr.).
Jozef Beg opozarja, da je danes “Se posebej pomembno, da imajo [mladi] pri pouku
knjizevnosti ¢im ve¢ priloznosti za srecevanje z raznovrstnimi literarnimi besedili, tudi
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s taksSnimi, ki se morda zdijo prezahtevna ali ¢asovno odmaknjena in se morajo zato
bolj angazirati za njihovo razumevanje” (2014, str. 79). Navaja Se, da “po eni strani
literarno branje zaradi ve¢pomenskosti, fikcionalnosti in drugih posebnosti literarnih
besedil zahteva od posameznika drugac¢ne miselne procese kot pragmati¢no branje, po
drugi strani pa mladi v svoji pragmati¢ni naravnanosti pogosto ne vidijo dovolj koristi v
branju literarnih besedil, da bi mu namenili del prostega casa” (2014, str. 78). Literarno
branje je torej bolj kot npr. podatkovno branje odvisno od $tevilnih dejavnikov: social-
nih (druzinskega odnosa do knjige in branja), razvojnih (upostevati je potrebno razvoj-
ne znacilnosti mladih bralcev: ve¢ o tem prim. Zbogar, 2014b), kognitivnih dejavnikov,
vezanih na predznanje dijakov, njihove izkusnje, inteligentnost, znanje jezika, pa tudi
custvenomotivacijskih dejavnikov (interes za branje leposlovja, horizont pricakovanja).
Branje leposlovja torej ni med najpriljubljenejSimi dejavnostmi mladih, starih med 14
in 18 let, na kar opozarjajo Stevilne raziskave (npr. Slemenjak, 2008; Glinsek, 2014;
Jozef Beg, 2014, str. 78). VkljuCuje namre¢ Stevilne naporne kognitivne dejavnosti, saj
pri oblikovanju pomena terja aktivacijo raznolikih procesov, spretnosti in strategij, s
katerimi vzdrzujemo razumevanje, ga spremljamo in pospesujemo. Ti procesi in stra-
tegije se prilagajajo kontekstu in cilju branja, uspesnost opomenjanja prebranega pa je
odvisna tudi od nabora in raznolikosti znanj, ki jih ima bralec, od njegove zmoznosti
osmisljanja vrste besedilnih in situacijskih izto¢nic, ki izhajajo iz literarnega besedila
in so pogosto pogojene z druzbenim in kulturnim kontekstom. Literarno branje terja
razvojne psihologije in literarne vede trdimo, da so mladostniki, stari med 14 in 18
let, ki so vkljuceni v gimnazijske in srednje strokovne izobrazevalne programe, vse te
zapletene procese ze sposobni dejavno izvajati (prim. Siegel, 2013; Appleyard, 1994;
Chall, 1996). V tem starostnem obdobju Ze zacnejo razvijati tudi metakognitivne bralne
zmoznosti: tudi zmoznost samoregulacije bralnega procesa. Lasten bralni proces lepo-
slovja so zato zmozni nacrtovati in spremljati, prebrano pa tudi vrednotiti, presojati,
primerjati, analizirati in interpretirati, upostevajo¢ razli¢ne pripovedne perspektive, pa
tudi ¢asovne in krajevne dolocilnice, ki jih literarno besedilo odpira. Sposobni so pre-
tehtavati motivno-tematske, idejno-sporocilne in jezikovno-slogovne znacilnosti bese-
dila, pa tudi znacajske poteze literarnih oseb, ki niso neposredno izrazene, pac pa jih
bralec razbira posredno (iz govora, obnasanja in reagiranja literarnih oseb na specifi¢ne
zivljenjske okolis¢ine).

Mladostniki naj bi ze imeli (upostevajo¢ standarde znanj ob zakljucku osnovne
Sole) relativno razvejano literarno zmoznost, tj. “preplet Stevilnih, raznolikih in kom-
pleksnih sposobnosti, ki jih bralci uporabljajo, da razumejo prebrano. Te zmoznosti
so: interpretativna zmoznost, ki zajema sposobnost prepoznavanja in dekodiranja /.../,
zmoznost prepoznavanja razli¢nih literarnih vrst, zvrsti, oblik in njihovih posebnosti
/.../, zmoznost uporabe knjizevnega znanja /.../, zmoznost empaticnega odzivanja na
prebrano /.../, zmoznost dozivljanja prebranega /.../, zmoznost vrednotenja in kriticne
refleksije prebranega /.../, zmoznost upovedovanja svojih misli, Custev, mnenj, refleksij
lom, zmoznost pozitivnega odnosa do literature.” (Zbogar, 2019, str. 74). Na literarno
zmoznost soucinkujeta tako literarni sistem kakor bralec, od katerega se pricakuje cu-
stveno-dozivljajsko odzivanje na leposlovje ter aktivacija zapletenih kognitivnih proce-
sov. Navedeno se v bralcu sproza bodisi spontano bodisi preko vprasanj, vaj in nalog,
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ki jih premisljeno in sistemati¢no resuje tekom ucnega procesa. Hkrati pa na literarno
zmoznost vpliva tudi zmoznost umescanja prebranega v druzbeni kontekst, v katerem
je doloceno literarno delo nastalo. Slednje je pomembno tudi pri interpretiranju Hemin-
gwayeve pripovedi Hribi kakor beli sloni, saj delo odpira obcutljivo vprasanje “svetosti
zivljenja”. To je bilo leta 1927, ko je pripoved izsla, Se bolj perece, kakor je danes.
Solsko branje pripovedi Hribi kakor beli sloni je glede na navedeno smiselno najprej
umestiti v druzbeni kontekst, v katerem je delo nastalo, ter dijake seznaniti z nekaterimi
bio- in bibliografskimi podatki Ernesta Hemingwaya, tudi z njegovimi prizadevanji, da
si ustvari lasten kult osebnosti. V Zelji promovirati se kot maco, je Stevilna biografska
dejstva iz svojega zivljenja “priredil” oz. si jih preprosto izmislil (prim. spremno bese-
do Mateja Bogataja z naslovom Oc¢ka in uporni sin hkrati k zbirki izbrane kratke proze
Velika reka z dvema srcema, 2010, str. 197-217). Bogataj mdr. ze v naslovu spremne
besede opozarja na dva fenomena Hemingwayeve osebnosti: latentno zeljo po smrti
ter gojenje podobe maca. Zahteval je, naj ga zlasti zenske klicejo Ocka (Papa), kar je
sprozalo Stevilne psihoanaliticne interpretacije, povezane z njegovim ocetom, ki naj bi
bil svoji zeni, Hemingwayevi materi (Zelela je postati pevka in umetnica), popolnoma
podrejen. Sebe naj bi zelel postaviti na mesto arhetipskega oceta in kompenzirati oceto-
vo Sibkost in subverzivnost. V zelji ustvariti grandiozen lik lastne osebnosti si je v svoji
bi imel ljubezensko razmerje z vohunko Mata Hari (dejstvo je, da je bila likvidirana, Se
preden je Hemingway prvic stopil na evropska tla), zatrjeval je tudi, da naj bi se boril na
soski fronti in bil tam celo ranjen (tudi to najverjetneje ne drzi, je pa pri¢evanja vojakov
s soske fronte najbrz poslusal v bolni$nici). Prav tako najbrz ne drzi, da se je — Se v Casu
zakonskega stanu — Se enkrat poro¢il na nekem safariju, v zakon pa poleg (druge) zene
dobil Se njeno sestro, s katero naj bi pricakovala otroka. Ne drzijo tudi navedbe, da naj
bi med drugo svetovno vojno z ladjico Pilar v Zalivskem toku lovil nemske podmornice
(res pa naj bi bil takrat tam na pocitnicah in je enkrat ameriSkim letalskim silam sporo-
¢il, da je opazil podmornico). Kult mozatosti in grandioznosti je gojil tudi preko svojih
konjickov, npr. lova na velike ribe, streljanja divjadi, bikoborb, boksa, preko opijanja in
Stevilnih ljubezenskih afer (porocen je bil Stirikrat). Nekateri vsa ta (samo)iz€rpavanja
pripisujejo latentni zelji po smrti, s katero si je veckrat globoko pogledal v o¢i, saj je
imel kar Sest prometnih in tri letalske nesrece. Te naj bi preko mozganskih pretresov
pripomogle k naslednji Hemingwayevi neresljivi tezavi: Stevilnim in globokim depresi-
jam, zaradi katerih se je veCkrat relativno neuspesno zdravil. Proti koncu Zivljenja se ga
je vse pogosteje lotevala preganjavica, motilo ga je, da je imel uni¢en spomin (k temu
so najverjetneje pripomogli elektroSoki in mozganski pretresi, morda tudi depresija, ki
se je z leti vse bolj poglabljala). Takratne metode zdravljenja z elektrosoki so njegovo
nestabilnost najbrz le $e poglobile: julija leta 1961 se je — tako kot njegov oce — ustrelil.

Na njegov pripovedni slog je zelo vplivalo dejstvo, da se je sprva prezivljal kot
novinar: v letih od 1917 do 1918 je bil dopisnik Kansas City Stara, od 1921 do 1924
pa Toronto Stara, kar je pripomoglo k t. i. reporterskemu slogu pisanja, tj. natan¢nemu,
preprostemu, realisticnemu pripovednemu slogu, v katerem je vsaka beseda skrbno pre-
tehtana in ima svojo tezo. Uredniki ¢asopisov so v tedanjem casu pritiskali na novinarje,
naj se osredotocajo zgolj na porocanje o dogodkih, naj nebistvene, nepotrebne besede
in daljSe opise izpuscajo. Hemingway je ta minimalisti¢ni slog pisanja obdrzal tudi v
svojih pripovednih delih, v katerih se osredotoca le na povrSinske elemente, ti pa nami-
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gujejo na neko globljo temo. Sporocilo oz. ideja pripovedi ni takoj jasna, ostaja skrita in
od bralca terja, da se v besedilo veckrat poglobi. Od tod izvira t. i. teorija ledene gore oz.
teorija izpustitve, po kateri naj bi bilo literarno besedilo podobno ledeni gori v morju:
s kopna vidimo le njen vrh, le del¢ek, pod morsko gladino pa se skriva dejanska ledena
gmota. Bistvo se torej skriva v globinah, je bistveno razseznejse in sega globlje, kakor
bi na prvi pogled ocenili s kopnega.

V nadaljevanju obravnavo pripovedi Hribi kakor beli sloni operativiziramo. Pred
prvim (glasnim interpretativnim) branjem dijake motiviramo za branje. Custveno-do-
misljijsko in miselno jih pripravimo na stik z neznanim besedilom preko razli¢nih mo-
tivacijskih dejavnosti, npr. mozganske nevihte (iS¢ejo asociacije na besedno zvezo “bel
slon”), pogovora o partnerskih odnosih, o vlogi spolov danes in pred stotimi leti, damo
jim ustvarjalne naloge, v katerih skusajo s ¢im manj besedami izraziti ¢im vec. [zzove-
mo jih lahko tudi s premislekom o naslovu pripovedi: o ¢em naj bi po njihovem govo-
rila zgodba, ki ima naslov Hribi kakor beli sloni. Zakaj bi kdo hribe primerjal z belimi
sloni? Razmisljajo o tem, kaj simbolizira bel slon, pri iskanju simbolnih razseznosti si
pomagajo s Slovarjem simbolov (Chevalier in Gheerbrant, 1993, str. 550-551).

Zlasti v gimnazijskih razredih bi pred obravnavo veljalo preveriti predznanje o pri-
povednih vrstah in zvrsteh, zato je smiselna ponovitev, kaj je znacilno za roman, kaj za
crtico, novelo, povest in sliko. Tako bo definiranje kratke zgodbe, pojma, ki ga dijaki Se
niso usvojili, oprto na Ze usvojeno literarnoteoreti¢éno znanje.

Po prvem glasnem interpretativnem branju razloZimo neznane besede in pojme ter
se znova posvetimo edini retori¢ni figuri, ki se v zgodbi pojavi, tj. komparaciji iz naslo-
va pripovedi. Ce nismo e v okviru uvodne motivacije pojasnili simbolnih razseZnosti
belega slona, je sedaj ¢as, da se temu posvetimo v polni meri. Priporocljivo je tudi, da
uéence spodbudimo k lastnemu raziskovanju simbolike slona, saj kot poudarja Z. Rado-
vi¢ (2014, str. 33), so sicer pogoste “vzporedne, veCinoma neproduktivne dejavnosti, s
katerimi uéenci zapolnjujejo ¢as, medtem ko ucitelji govorijo, in s katerimi motijo uc¢ni
proces. [S tem se potrjuje] pedagoska “resnica”, da je od uciteljevega dela odvisno, kaj
pocno med njegovo razlago ucenci.” Pojasnimo, kaj (bel) slon simbolizira v zahodnih
in kaj v vzhodnih kulturah. “Ce je na zahodu slon Ziva podoba teZe in nerodnosti, je v
Aziji predstava o njem popolnoma drugacna. V Stevilnih predelih, zlasti monsunskih,
je dar dez, blagoslov Neba: v Siamu, Laosu, KambodZi prinasa beli slon dez in obilen
pridelek. /.../ V Afriki in Indiji slon predstavlja simbol modrosti, mo¢i, kraljevskosti,
pa tudi rodovitnosti. /.../ Posebej dragocen v vzhodnjaskih kulturah je bel slon; po
legendi naj bi se pojavil v sanjah Budove mame, kraljice Maje, preden je rodila Budo.
V Indokini daje beli slon dez in obilje zetve. V angleski kulturi je ravno obratno, saj
“beli slon” oz. “white elephant” pomeni “dragocen predmet, ki ne prinasa nobene ko-
risti oziroma povzroca vec stroskov, kot je vreden”. V zahodnih kulturah slon obic¢ajno
simbolizira tudi nerodnega, Storastega ¢loveka (“obnasati se kot slon v trgovini s porce-
lanom”, “hoditi kot slon”). Pri nas poznamo tudi primero “imeti slonovo kozo”, torej
biti neobcutljiv, odporen, neprizadeto prenasati zalitve, biti brezobziren.” (Chevalier in
Gheerbrant, 1998, str. 550-551). Naslovna komparacija napeljuje bralce k razmisleku o
tem, kaksno darilo, ki prinasa ve¢ stroskov kot koristi, se obeta mlademu paru in kaj naj
bi se skrivalo pod vrhovi belih hribov, obkrozenih z rjavo in suho pokrajino, na katere
namiguje mlada Zenska.
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Izkusnje z obravnavo te pripovedi kazejo, da po prvem branju vecina bralcev Se
ne ve, o ¢em se moski in zenska sploh pogovarjata. Zato priporo¢amo, da prvemu gla-
snemu branju sledi ponovno branje — tokrat individualno tiho branje. Temu naj sledi
ponovno glasno branje, in to vodeno skupinsko tesno/natan¢no branje (close reading),
ki omogoca razbiranje Se drugih skritih pomenov, globljega bistva, ki naj ga preko vo-
denega pogovora dijaki razbirajo ¢im bolj samostojno. Pozorni smo na specifike dialoga
med moskim in zensko: moski govori Spansko in prevaja dekletu (jezikovne bariere
kazejo na njeno odvisnost od njega, njeno nesamostojnost, morda tudi neukost). On se
izogiba bistvu, uporablja evfemizme, ustvarja vtis lahkotnega pogovora. Pogovarjata
se o vrstah alkoholnih pija¢, ki bi jih zelela poskusiti, kar evocira zaasno sprostitev
tekom pogovora, a o¢itno pogovor oba izCrpava. Moski prepri¢uje zensko, naj gre na
neko operacijo, ki da ni ni¢ posebnega. Razbiramo tudi njuno telesno govorico (Zenska
nenehno pogleduje stran od moskega, zre v daljavo, moski pa strmi vanjo in v mizo),
pa tudi vzdusje, saj je v baru zelo vroce, v zraku je polno muh. Atmosfera je zadusljiva
in neprijetna: moski nenehno ponavlja, da ju moti le neka rec. Ona se neuspesno izmika
temu prepri¢evanju. Cakanje na vlak na Zelezniski postaji med dvema tiroma ob&utke
napetosti in strahu $e dodatno poglablja. Zanimive izto¢nice za interpretacijo ponujajo
tudi krajevne in ¢asovne dolocilnice, saj sta glavna lika v vrocem poletnem dnevu neka-
ko ujeta med dvema tiroma Zelezniske postaje, okoli njiju ni ne sence in ne dreves. Ca-
kata na hitri vlak, ki vozi od Barcelone do Madrida, kar evocira na razpotje ter izjemen
pritisk, da se morata pravilno odlociti. O¢itno pa imata razlicne poglede na to, kaj je
prav in sprejemljivo. Opazujemo tudi zunanje okolis¢ine, ki razkrivajo, kako dejansko
zivita: na njunih kovckih je polno nalepk “vseh hotelov, v katerih sta kdaj prenocevala”
(2010, str. 152), kar najbrz pomeni, da sta nenehno na poti in da morata — e bi s tovr-
stnim nacinom zivljenja zelela nadaljevati — ostati mobilna. Prepri¢evanje moskega na-
kazuje na njegovo Zeljo po tem, da se ni¢ ne bi spremenilo, da bi njuno zivljenje ostalo
Se naprej brezskrbno in brez vecjih odgovornosti.

Navedene iztocnice dijake spodbujajo v analiziranje prebranega, interpretiranje
in vrednotenje, pa tudi v metakognitivno procesiranje prvotnih predstav o tem, o ¢em
naj bi besedilo govorilo. Prvotne predstave morajo spreminjati, korigirati, primerjati s
sosolci. V nadaljnji analizi bi dijake veljalo usmeriti v razmislek o stereotipnosti vlo-
ge spolov v tej pripovedi: dekle namre¢ hribe primerja z belimi sloni, hiperracionalni
moski pa njeno poeticno primerjavo zavrne z: “Nikoli nisem nobenega videl.” (2010,
str. 147). Njen jedrnat komentar — “Ne, ti Ze ne.” (2010, str. 148) — implicira, da Se ni
imel otroka oz. si ga niti ne zeli imeti. Dekletove izjave aludirajo na precej stereotipen
odnos do sebe in do sveta, saj pravi: “Zelela sem pokusiti novo pijaco. Saj drugega tako
ni¢ ne delava — gledava reci in pokusava nove pijace.” (prav tam). Iz nje razberemo,
da moskega prosi, naj ji dovoli piti alkohol. Moski ohranja avtoritativno drzo: on vodi
pogovor, ga nadzoruje in temo preusmerja na “edino rec, ki [ju] moti” (2010, str. 149).
Iz dekletovega tona razberemo, da bi se o njuni prihodnosti zelela bolj poglobljeno
pogovoriti, predvsem pa, da bi se zelela pogovoriti o otroku, ki ga pri¢akujeta, in ne o
reci, ki ju moti. Stereotipen moski brez prave empatije do dekleta le nenehno ponavlja,
da je ne zeli siliti v nekaj, Cesar ona ne bi Zelela storiti, hkrati pa sam ne prevzema
odgovornosti, ki bi jo prinesel otrok, in ne Zeli razpravljati o tem, kako bi zivela, ¢e bi
se otrok rodil (“Potem je vse popolnoma naravno. /.../ Potem nama bo lepo. Prav tako,
kot je bilo. /.../ Edino ta re¢ naju moti. Edino ta re¢ naju je naredila nesrecna.”) (2010,
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str. 49). Dekle je ocitno naveli¢ano potovanj (“Saj drugega tako ni¢ ne delava — gledava
re¢i in pokuSava nove pijace.”) (2010, str. 149) in tudi njegove superiornosti: on igra
vlogo njenega varuha in vodje. O operaciji veckrat govori, kot da dekle posega sploh
ne razume (“Operacija je res strasSansko preprosta, Jig,” je dejal moski. “Sploh ni prava
operacija.” /.../ “Zares ni¢ ni. Samo toliko, da spustijo zrak noter.” (2010, str. 49). “Ni-
kogar drugega noCem. In vem, da je povsem preprosto.” (2010, str. 152)).

Pozornost posvetimo tudi razvoju dekletovega znacaja, ki se proti koncu zgodbe
zacenja moskemu upirati. Njena prvotna pasivnost, podrejenost in pripravljenost prila-
gajati se se postopoma krha, kar se kaze v sarkasticnem odgovoru na njegovo izjavo, ¢es$
da pozna “kopico ljudi, ki so to storili” (2010, str. 150). Pravi: “Jaz tudi, in potem so bili
vsi zelo srecni.” (prav tam). Proti koncu zgodbe postaja aktivnejSa, zaenja ugovarjati,
je mocnejsa, situacijo ima bolj pod nadzorom, zaveda se, da njun odnos ne bo nikoli ve¢
enak (tudi Ce bi se odlocila za splav). Morda od tega trenutka dalje celo ni vec brezpo-
gojno zaljubljena vanj, saj pravi, da hribi “v resnici niso taki kot beli sloni. Mislila sem
samo na barvo njihove koze, ko se vidijo skozi drevje.” (2010, str. 49). Dekle gleda ¢ez
reko in vidi zitna polja in drevje: ti so v kontrastu z golo sterilnostjo hribov, ki jih sprva
primerja z belimi sloni. Verjetno si zeli lepote, ljubkosti, rodovitnosti zitnih polj, bolj
ustaljenega zivljenja, hkrati se zaveda, da je z moskim, s katerim nista kompatibilna.
Na koncu zgodbe se ne obnasa vec kot otrok. Re¢e mu, naj “prosim /.../ utihne” (2010,
str. 152), pri ¢emer besedo prosim sedemkrat ponovi, kar nakazuje, da je naveliCana
tako njega osebno kakor nekonstruktivnega pogovora z njim. V tej vedenjski spremem-
bi vecina kritikov vidi dokaz, da je dekle dinamicen karakter, ki od izrazito pasivnega
preide k bolj aktivnemu delovanju. Zdi se, da na koncu z moskim celo manipulira: na
njegovo na videz zaskrbljeno vprasanje, ¢e je z njo vse v redu, le pokroviteljsko odvrne:
“Imenitno mi je. /.../ Ni¢ mi ne manjka. Imenitno mi je.” (2010, str. 153). S to izjavo ga
najbrz zeli le utisati, Ceprav ve, da se ne bo spremenil, kar je tipi¢no za kratko zgodbo:
osrednja literarna oseba dozivi epifanijo, ko spozna, da zivljenje ni taksno, kot si ga je
predstavljala, pa vendar ne more nic¢esar spremeniti. Tudi konec pripovedi je tipicen,
taksSen, kakrSen se pogosto pojavlja v kratkih zgodbah, tj. odsekan in brez konkretne
razresitve problema.

Gimnazijce v fazi sinteze spoznanj pozovemo $e k definiciji kratke zgodbe (Zbogar,
2007). Kakor navaja leksikon Literatura, je kratka zgodba “oblika male forme v prozi;
pripoved skromnega obsega, osredotocena na majhen, na zunaj nepomemben pripetljaj,
vendar s simboli¢nim zivljenjskim pomenom; sklep ostane lahko odprt” (Kos, 2009a,
str. 185). V fazi novih nalog jim lahko nalozimo primerjavo dveh pripovednih vrst,
npr. romana in kratke zgodbe, pri ¢emer bi se lahko oprli na izsledke M. Pratt (1977,
v Zbogar, 2009b, str. 543): “Roman naj bi se meril po ritmu Zivljenjske dobe, kratka
zgodba pa po ritmu dneva oziroma po ritmu enega samega trenutka. Lastnosti kratke
zgodbe so zgoscenost, osredotoCenost in estetska mo¢, pri romanu pa vsestranskost,
celovitost in prodornost. Kratka zgodba doseze enotnost z izpustom: avtor izpusti vse,
kar ni absolutno pomembno. Roman doseze isto z vklju¢evanjem: avtor vkljuci toliko
zivljenjske vsebine, kolikor je lahko sam kontrolira z izbrano temo. Bralec mnogokrat
spremlja v romanu celoten Zivljenjski razvoj neke knjizevne osebe, v kratki zgodbi pa je
avtor Casovno omejen, zato se mora bralec zadovoljiti le z epizodo ali detajlom, ostalo
mora odkriti sam. Najpogosteje se bo kratka zgodba osredotocila na en dogodek z eno
ali dvema knjizevnima osebama.”
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Gimnazijci lahko pripravijo raziskovalno nalogo o zivljenju in delu Ernesta Hemin-
gwaya. Tako za gimnazijce kakor dijake srednjih strokovnih $ol so primerne vaje iz (po)
ustvarjanja: besedilo lahko predelajo, dramatizirajo, uprizorijo na odru ali posnamejo
v obliki radijske igre. V primeru, da bi jih zadolzili, naj spremenijo konec zgodbe oz.
jo nadaljujejo, se je predhodno z njimi smiselno pogovoriti o tem, zakaj menijo, da se
zgodba konca ravno z izjavo dekleta, da se imenitno pocuti, pa Se, kako ta odprti konec
ucinkuje na bralca.

Razpravo sklepamo v prepric¢anju, da je Hemingwayeva pripoved Hribi kakor beli
sloni kljub dejstvu, da ni (Se) vkljucena v nobeno potrjeno srednjesolsko ucno gradivo
za pouk knjizevnosti, ni predpisana niti z u¢nim nacrtom (2008) niti s katalogom znanja
(2010), vendarle odli¢na iztoCnica in vir za razvijanje ter poglabljanje literarne zmo-
znosti mladostnikov. Njihov vrednostni odnos do knjig je namre¢ povezan s Stevilnimi
dejavniki, raziskava avtorjev Linnik in Barna (2017, str. 33) navaja npr. “motivacijske
(pogostost dostopa do knjig; trajanje interesa za knjige; prioriteta knjig pred drugimi ak-
tivnostmi), kognitivne (otrokovo zavedanje knjig, bogatost literarne izkusnje, aktivnost
literarne in umetniske komunikacije, sposobnost zaznave pomena knjige), Custvene in
evalvacijske (Custvena in evalvacijska percepcija knjig, postavljanje bralnih prioritet,
sposobnost ocene knjige po zunanjih in vsebinskih parametrih) ter vedenjske (sposob-
nost uporabe knjig kot virov informacij, spostljiv odnos do knjig, odkrivanje aktivnosti
v bralnem okolju)”. Izkusnje v razredu namre¢ podpirajo misel, da je besedilo dovolj
komunikativno za Sir$i krog naslovnikov, hkrati pa s svojo odprtostjo in izredno simbol-
no nabitostjo vabi bralce, da ga veckrat natan¢no preberejo in o njem poglobljeno raz-
misljajo. To jih spontano napeljuje v aktiviranje Stevilnih specifi¢nih dolo¢ilnic literar-
ne zmoznosti: od interpretiranja, prepoznavanja literarnoteoreti¢nih dejstev pripovedi,
uporabe knjizevnega znanja pa do dozivljanja in empati¢nega odzivanja na prebrano,
strpnega sprejemanja raznolikih stali$¢ o vpraSanju “svetosti zivljenja”, opredeljevanja
do prebranega in kriticne refleksije lastnega bralnega procesa, vse do upovedovanja in
diskutiranja o prebranem, zmoznosti sprejemanja in reflektiranja tujih mnenj in stalis¢,
kakor beli sloni obicajno sprejmejo z veliko naklonjenostjo in radovednostjo ter se ne
sprasujejo le, ali so hribi res kakor beli sloni, pac pa zlasti predvsem, zakaj so taki.

Alenka Zbogar, PhD

Developing Literary Competence with Hemingway’s Short Story

Literary competence is one of the fundamental competences developed in literature
instruction at all education levels. This article focuses on its development in two types
of secondary school. The basic goal of literature instruction in technical secondary
schools is the “reader as thinker” (Krakar Vogel, 2004, p. 74), and the “cultivated
reader” in high schools (ibid.). According to Krakar Vogel (ibid.), the difference be-
tween the two types of readers is that cultivated readers “develop an initial reading
experience through thinking, the exploration of content and form, classification, com-
parison, and literary and extra-literary evaluation, using complex literary and extra-
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literary knowledge and experience.” On the other hand, readers as thinkers perceive
“literary experience as a starting point for thinking about largely content-related lay-
ers of texts, classification and mostly extra-literary (experiential) evaluation, using
acquired literary and extra-literary knowledge and other experiences and insights”
(ibid.). This article describes how the coverage of Ernest Hemingway s short story Hills
Like White Elephants can be suitably differentiated and adapted for high schools and
technical secondary schools in terms of developing literary competence as the building
block of literary culture and reading ability: cultivated readers are expected to have a
well-developed literary and reading culture “in all dimensions,” [which] is connected
with the general culture of an individual” (ibid.), whereas readers as thinkers display
“a positive attitude toward reading and critical thinking (about content-related layers
of the material read)” (ibid.).

This article uses qualitative methodology.: a comparative method is applied to ana-
lyze the high-school Slovenian language syllabus (2008) and the Slovenian language
syllabus for technical secondary schools (Sln. Katalog znanja za srednje strokovno
izobrazevanje — slovenscina, 2010), and the findings are synthesized taking into ac-
count modern insights into literary reception (Zbogar, 2014) and approaches to literary
pedagogy (Krakar Vogel & Blazic, 2013). The findings are compared with contempo-
rary insights into literary competence and its determinants (Zbogar 2019). Concepts
are defined for interpreting the short story Hills Like White Elephants, separately for
high schools and technical secondary schools, and the article also explains how the
coverage of this short story could be operationalized in both programmes. Based on a
compilation of insights from literary theory, literary history and specialist pedagogy, it
substantiates why and in what ways the suggested text is suitable for coverage in both
secondary school curriculums, and it also presents the methods and approaches that
should be introduced to literature instruction in order to develop literary competence.

Considering that this work is not included in any of the approved literature in-
struction teaching materials, it makes sense to first define the learning objectives to be
achieved using this text, separately for high schools and technical secondary schools.
Thus, students in both programmes would:

O analyze the text in terms of motif and theme, language and style, and ideas and
messages conveyed,

O contextualize it in time and space, and define the two main characters,

O discuss the text and reflect on their impressions developed after the first and conse-
cutive readings, and

O master Ernest Hemingway's basic biographical and bibliographical details.

High schools would also:

O define the concept of short story;

O identify the basic determinants of the reporting style and the theory of omission (the
iceberg theory); and

O gain further insight into Hemingway s life and work through independent research.

The teaching and learning methods that could be applied include cognitive (criti-
cal) reading (Zbogar, 2014b), close reading, reading between the lines, analysis, in-
terpreting and substantiating judgments, discussion, metacognition, and placing the
work within the literary history context (high schools would go into greater detail about
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the author, including through additional independent research) and theoretical context
(envisaged for high schools only: short story, reporting style and the iceberg theory). In
addition, the focus would be on stimulating higher cognitive processes, such as analysis
(breaking the narrative down into constituent parts), interpretation (establishing how
these parts are connected into a coherent whole), evaluation (assessing various aspects
of the text, such as motifs and themes, language and style, and ideas and messages),
discussion (of any unclear segments), synthesis (building on the literary-history and
literary-theory knowledge acquired), metacognitive processes (insight into one’s own
understanding of the text and willingness to change or modify one’s initial impression).

Before covering the short story in class, it makes sense to think about how to moti-
vate the students to read this text — that is, to develop a genuine internal need to learn
about different cultures, one that arises from curiosity or the desire to know what oth-
ers do, who these others are, how they live and feel, how they resemble me and differ
from me, what can I learn from them, what I can teach them, what enriches us, and
so on. These pre-reading activities can most certainly include activating the students’
background knowledge of the author and repeating what they already know about con-
temporary world literature and the characteristics of short narrative prose (distinc-
tions between a novella, a short story and a sketch), defining the reading objectives (in
correlation with instructions provided before reading), introducing the texts structure
(its specific features), predicting content based on observations regarding the structure
of the narrative, and asking questions regarding the motifs and theme of the narrative
(Pecjak & Gradisar, 2012, p. 140), which can be connected with the cognitive-experi-
ential motivation. Possible methods that could be applied for this include conversation,
brainstorming, structural diagrams and the KWL strategy.

It is important to read the story several times, especially because this is semanti-
cally an extremely open text. Students should perform certain activities while reading,
such as filling in the missing data, determining the sequence of events, marking new, un-
familiar and essential information, and writing side explanations (Pecjak & Gradisar,
2012, p. 190). The story should thus be read several times: based on my experience in
covering this text in class, I recommend that interpretative reading aloud be followed by
individual silent reading and after that again by guided reading.

Post-reading activities can be performed using the guided reading strategy, which
includes a combination of pre-, inter- and post-reading activities comprising establish-
ing and organizing background knowledge, using a glossary of unknown words, and
asking questions before and after reading. The questions can be asked by both the stu-
dents and the teacher. The students are advised to pay attention to the works title and
structure (many dialogues), and the first and last paragraphs are observed in greater
detail. We predict what the story is about and can also write the predictions down. After
reading, we retell the story. We reflect on what we talked about before reading: we check
if our predictions were right. We conclude with an active overview of the text: a syn-
thesis of findings (Pecjak & Gradisar, 2012, pp. 175—177). After reading the story, we
thus explain any unknown words and concepts, analyze and interpret the text, evaluate
and discuss what we have read, and also include creative activities, such as acting out
parts of the text. Based on the above, when covering the short story Hills Like White El-
ephants at school, the work should first be placed within the social context and students
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should be familiarized with certain biographical and bibliographical details about Er-
nest Hemingway, including his efforts to create his own cult of personality.

It can be concluded that, despite not (vet) being included in any of the approved
secondary school literature instruction teaching materials nor syllabuses (2008 and
2010), Hemingway s short story Hills Like White Elephants is an excellent starting
point and source for developing and enhancing teens’ literary competence. Classroom
experience supports the idea that the text is sufficiently communicative for a wider cir-
cle of readers and at the same time its openness and exceptional symbolic charge invite
readers to read it closely several times and reflect on it in greater depth. This sponta-
neously directs them into actively using a number of specific determinants of literary
competence, ranging from interpretation, identification of the narrative’s literary theory
facts and literary knowledge application to experiencing and empathically responding
to the text, tolerantly accepting diverse views on the “holiness of life,” taking a stand
on the text read, critically reflecting on one'’s own reading process, and even verbalizing
and discussing what has been read, the ability to accept and reflect on the opinions of
others, and the ability to use one’s imagination and identify with the fictional world.
Readers usually respond to Hemingway's Hills Like White Elephants with great affinity
and curiosity, wondering not only whether the hills really are as white as elephants, but
also, and first and foremost, why they are like that.
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POVZETEK — Izobrazevanje za trajnostno druzbo bi
moralo mladim generacijam omogociti, da v nasle-
dnjih desetletjih razvijejo vrednote, pridobijo znanja
in vescine za resevanje okoljskih in druzbenih izzivov.
Namen te raziskave je bil preuciti, kako sodobni okolj-
ski programi vplivajo na socialno-custveni razvoj
predsolskih otrok, in ugotoviti, koliko ti programi pri-
spevajo k dojemljivosti predsolskih otrok za razume-
vanje vrednot trajnostne skupnosti. Clanek preucuje
vlogo vzgojiteljev in njihovih kompetenc pri uresnice-
vanju in uvajanju sodobnih ekoloskih in humanistic-
nih konceptov v delo predsolskih zavodov. Pridobljeni
rezultati kazejo, da med otroki, ki so obiskovali razlic-
ne programe, obstajajo razlike v doseganju okoljskih
in humanisticnih vrednot in vrednot trajnostne sku-
pnosti. Na ravni socialno-custvenega razvoja ni bila
potrjena statisticna razlika med razlicnimi skupinami
otrok. Rezultati nadalje kazejo, da je dober ucni nacrt
nujen, vendar ni zadosten pogoj za spodbujanje soci-
alno-custvenega razvoja predsolskih otrok.
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ABSTRACT — Education for sustainable society should
enable young generations to acquire knowledge and
skills, and to develop values for solving environmental
and social challenges in the coming decades. The aim
of the research was to examine the influence of mod-
ern ecological programmes on the socio-emotional
development of preschool children and determine their
contribution to the sensitization of preschoolers to un-
derstand the values of a sustainable community. The
paper also examines the role of educators and their
competences for the realization and introduction of
modern ecological-humanistic concepts in the work of
preschool institutions. The obtained results suggest that
there are differences in the achieved level of adoption
of ecological and humanistic values, and values of a
sustainable community, among children who have at-
tended different educational programmes. At the level
of socio-emotional development, statistical significance
was not confirmed between different groups of children.
The results further suggest that a good-quality curricu-
lum is a necessary but insufficient condition to encour-
age socio-emotional development in preschoolers.

Modern societies rest on communities that owe their existence to a thought-
ful attitude towards a variety of current and future resources. Therefore, developing
“green” educational institutions has become the moral imperative of the 21% century
(Klemenovi¢ & Mari¢ Jurisin, 2012). It is believed that the ecological-humanistic para-
digm itself carries a blend of society, individual and nature, as well as well-being for
all of them. In this context, ecology is not merely a science about the co-existence of
plant and animal species and their preservation, nor about the problems of degradation
and exhaustion of various planetary resources and finding renewable energy sources or
recycling, but it rather represents a concept of living (Poto¢nik & Hus, 2015). Environ-
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mental education is defined as the process that provides the development of environ-
mental awareness in all sections of the society (Giindiiz & Erdogus, 2018).

Preschool institutions and schools are automatically assigned the role of institutions
that represent and advocate the moral “voice” of society. Kemp (2005) suggests that
nowadays educational system should be considered a failure if the moral voice is not the
voice of a citizen of the world. With this stance, Kemp highlights two important points:

o the moral dimension of sustainable development, and
o the invaluable role of upbringing and education in early childhood in the
development of global citizenship (Johansson, 2009).

Education that paves the way towards sustainability needs to be based on the fol-
lowing principles and values: integration unity, gender equality, social tolerance, pov-
erty reduction, environmental protection, restoration and conservation of natural re-
sources, and “peaceful society” (UNESCO, 2006).

Preschool childhood is considered a critical period for awakening sensitivity and
intuitive connection with the world of nature, and the preschool institution as the first
stage of educational system in the society is called to provide working with children
based on the general experience of nature and awakening of emotional sensitivity
(Markug & Cagran, 2017). Contemporary preschool institution finds its foundations in
contextual learning, social constructivism and ecological-humanistic paradigm. Con-
structivism places the child in its centre as an active creator and thinker in the learning
process, without neglecting the role of the adult/educator. The educator is there to pro-
vide support and create an incentive environment for the work and progress of children.
The concept of sustainable development assumes a holistic approach in which the in-
dividual, his world and relationship towards nature are inseparable and form a unique
whole (Hiagglund & Samuelsson, 2009; Pearson & Degotaridi, 2009). Hence, there is
the need for a humanistic-holistic approach as a strategic priority for the development
of ecologically sustainable community.

It is the socio-emotional development which is the most deserving component in
adopting prominent human values and acting in accordance with them. “This is an in-
tense period of developing and adopting social values and fundamental moral norms;
understanding the world and the our place in it; finding the objective place in social
relations; aligning one’s own desires and needs with the desires and needs of others;
developing the ability to interact with others; developing the ability to integrate per-
sonal goals into group goals; developing trust and confidence in oneself and others;
developing awareness of belonging to our culture and tradition, but also of connection
with the culture and tradition of other nations; developing the concept and sense for
justice; developing emotional stability, empathy, respect and love for all living beings;
understanding the human influence on the environment and assuming responsibility
for it; understanding the importance of “health” of the planet for all people; building
personal attitude towards nature ...” (Kamenov, 2007, p. 92). Facilitating the develop-
ment of these skills, knowledge and abilities requires engaging the authentic individual
life forces of each child (watching, listening, smelling, sensing, observing, thinking,
remembering, curiosity, desire, imagination, love). This means that during the process
of learning at preschool age, the eyes should be enabled to see, the brain to think,
the heart to feel, the ears to listen, fingers to sense, touch (Slatina, 2005 according
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Kostovi¢ & Mari¢ Jurisin, 2011). Among the most important characteristics of socio-
emotional development, from the perspective of sustainable community, the following
stands out: relationship with peers, relationship with adults, rules, cultural awareness,
play, communication, emotional awareness, self-management, social awareness and
socio-emotional balance (Goleman, 2008; Petrovi¢, 2006; Brajsa-Zganec & Slunjski,
2007; Slunjski, 2012). An appropriate socio-emotional development requires know-
ing and understanding the norms, rules and values of the community from which the
child originates and in which he/she lives, as well as mastering the skills necessary for
effective interaction within the given community. A socially competent child can use
incentives received from his/her milieu as well as his/her own personal incentives, and
achieve good developmental results that enable satisfactory and competent participation
in the community to which the child belongs to (Braj$a-Zganec, 2003). Furthermore,
the child’s emotional competence is considered to be essential for successful interper-
sonal relationships with peers (Petrovi¢, 2006). Emotions as a result of social experi-
ences received from the environment motivate cognitive processes and behaviours, and
regulate physiological, cognitive and behavioural aspects of behaviour of individuals in
the community (Braj$a-Zganec, 2003).

In order to encourage the ecological way of thinking and acting, in recent years, an
increasing number of ecologically-oriented programmes has been implemented in edu-
cational practice (Cutter-Mackenzie et al., 2014; Ardoin et al., 2018). Given that “return-
ing” to humanization certainly does not mean the renunciation of individuality, but only
individual’s inclination to change the notion of the self, emphasizing the significance of
such programmes for the development of both the entire society and the individual (De
Groot & Steg, 2009; Kaiser & Byrka, 2011), it would be important to examine whether
there are differences in the level of socio-emotional development among children of
preschool age who attended ecological kindergartens, children included in ecological-
humanistic programs and children who attended regular preschool programmes.

There are a number of environmentally oriented programmes in the world (Earth
Child: Games, Stories, Activities, Experiments and Ideas About Living Lightly on
Planet Earth in the United States; Education for the protection of the environment of
Nordic countries, Finland; National Strategy of Environmental Education in the Rus-
sian Federation, the programme of humanistic and ecological education of preschoolers
called “We are earthlings”, Russia; programme of ecological education in kindergarten
about national parks “Rila” and “Central Balkan”, Bulgaria) (Mari¢ Jurisin, 2015). The
programme that emerged in some kindergartens in Serbia is the ecological-humanistic
programme created by Veresov “We are earthlings”. It is intended for the ecological
upbringing and education of preschool children aged 5 to 7 years, and is based on a
holistic approach to the world, the educational philosophy of “cultivation”, method of
“meaningful dialogue” and modern humanistic psychology (Klemenovi¢, 2009). This
programme emphasizes that before children are asked to learn about nature in order to
prepare to become her guardians, they need to be able to develop love for their own
home, planet Earth. In order to achieve this, it is necessary to provide children in kinder-
gartens with a complete picture of the world in which they live, instead of teaching them
how certain natural phenomena look (Veresov, 2002 according Mari¢ Jurisin, 2015).
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2 Method

Aim and hypotesis

Based on the above stated facts, the goal of this research is to examine the influ-
ence of contemporary ecological programmes on the socio-emotional development of
preschool children and determine their contribution to making preschoolers sensitive to
understanding the values of a sustainable community (taking responsibility, empathy,
care, tolerance, belonging) and acting in accordance with them. The framework of the
research problem and goal, based on the concepts of biophilia and ecophilia, specifical-
ly imposed the question of the role of educators and their competences in the realization
and introduction of modern (ecological-humanistic) concepts in the work of preschool
institutions, aimed at empowering a sustainable community (Mari¢ Jurisin, 2015). Chil-
dren have innate affinities and genetic predispositions to explore and develop love for
nature (biophilia) and the environment. A new ecological culture of a holistic, all-en-
compassing moral view of the world is born from love (ecophilia). In order to develop
this innate affinity in children, it is necessary to meet a series of conditions, which is the
responsibility of pedagogues (White & Stoecklin, 2008). The basic hypothesis of the
research is that there are differences in the achieved level of socio-emotional develop-
ment between children who were included in educational activities created within the
ecology programme “We are earthlings” and their peers who attended regular preschool
programmes and children who were included in educational programmes of ecological
kindergartens.

Sample and instruments

Starting from the set goal, the research was carried out on a deliberate sample of
190 children attending preparatory preschool programme (so-called preparatory groups;
5.5/6.5 years old) of preschool age (N = 190), from six preschool groups (Table 1).
This is an ex-post-facto study in which two groups were control groups, i.e. groups
that worked according to the regular preschool programme provided in the Republic
of Serbia, while the other four groups were experimental, i.e. groups that were already
influenced by the ecological factor (two groups attended an ecological kindergarten and
two worked based on the humanitarian-ecological programme “We are earthlings”).
All children attend the public preschool institution “Radosno detinjstvo” in Novi Sad,
Serbia. The total sample in the first and the second group consisted of 64 children each,
while the third group included 62 children.

Ten educators working in these kindergartens also participated in the research: four
from the first group, two from the second group and four from the third group. In groups
where both educators participated, educators were asked to jointly fill the descriptive
scale of assessment of socio-emotional development and jointly realize this activity in
order to obtain the most reliable results.

The methods of collecting research data in the empirical part of the research in-
cluded surveying, scaling and systematic observation. Since the field of pedagogy lacks
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any standardized instruments for measuring socio-emotional development which would
suit the needs of this research, the following instruments were constructed for this pur-
pose: descriptive scale of assessment of socio-emotional development of children for
educators, ecological story for children and educators, and protocol for the observation
of children’s reactions during the focused thematic activity.

Table 1. Research sample

Gender
Subsamples Children Educators
Male Female

Children covered by upbringing /
Group 1 .ed}lcatlonaI activities created 64 3 3 4
within the ecological programme

“We are earthlings”
Children included in the upbringing /

Group 2 educational programme of 64 32 32 2
ecological kindergartens

Children attending regular
preschool programme

> 190 88 102 10

Group 3 62 24 38 4

The descriptive scale of assessment of children’s socio-emotional development
consists of ten variables across five modalities with a growing frequency of positive
responses, of which six variables relate to the social (relationship with peers, relation-
ship with adults, rules, play, cultural awareness and communication) and four to the
child’s emotional development (emotional awareness, self-management, social aware-
ness, social and emotional balance). This scale was developed on the basis of the scale
used in the PIPS test for educators — PIPS Baseline on Entry Assessment for use in the
Netherlands — Performance Indicators in Primary Schools. The test was constructed by
the CEM Centre at the University of Durham, England (Mari¢ Jurisin, 2015). Analyz-
ing the reliability of the constructed scale, a Cronbach’s alpha coefficient of 0.924 was
obtained, which implies a high degree of reliability.

The ecological story “Laza and the Gray Smoke” for children and educators was
also designed for the purpose of this research in order to gain insight in the level of
development of ecological and humanistic values in children, i.e. sensitivity for under-
standing the values of a sustainable community (taking responsibility, empathy, care,
tolerance, belonging) and acting in accordance with them. While involving cognitive,
emotional and behavioral spheres, i.e. integrating various activities, literature is an in-
spiring stimulus, which may contribute to shaping an individual who is conscious of
and responsible for the natural environment both in personal and social dimensions
(Papuzinska, 2007, Ungeheuer-Gotab, 2009).The story was conceived based on similar
stories used in working with children of early ages (Earth Child, Sheehan and Waidner;
Living and Learning Rights, Males, Milanovi¢ and Stricevi¢; Learning to Live Togeth-
er in Peace from Early Childhood, World Association of Early Childhood Education
AMEI — WAECE according to Mari¢ Jurisin, 2015).
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The protocol of observing children’s responses and reactions to the story, as well
as the questions and activities arising in the process of storytelling, emerged in line
with the ecological story. The teacher read the story to children; after that, they were
placed in a problem situation during which the teacher was asking them the prepared
questions, which gradually led to the essential question, i.e. “Why is it important to
preserve our planet?” Then, children presented their solutions of the problem through
productive drawing activities. Their responses were recorded and classified into nine
observed categories:

0 While answering and commenting, children confirmed that they acquired the kno-
wledge about environmental protection;

o0 They were aware of what could be done about this issue, and they made suggestions

and offered possible constructive solutions (critical thinking);

They displayed positive emotions and feelings regarding nature protection;

They needed assistance while explaining and describing what was required of them;

The children had the opportunity to talk about this topic with their parents as well;

In productive activities (drawing), they confirmed that they understood the message

of the story;

In productive activities (drawing), they expressed a sense of care towards nature;

0 The children understood that the world consists of a series of relationships between
humans and nature;

o0 The children understood the message that the planet Earth is our only home — they
accepted the responsibility, and expressed affection and empathy).

O o oo

O

3 Results

Based on Table 2, it can be concluded that there is a statistically significant differ-
ence between groups at the overall level of socio-emotional development of preschool
children (F = 9.275; p = 0.000).

Table 2. Statistically significant differences in the level of socio-emotional development

Socio-emotional development | Sum of squares df Variance F P
Among groups 1196.23 2 598.11 9.27 0.000
Within groups 12058.94 187 64.48

) 13255.17 189

A statistically significant difference was found between the first and the second
group of children (p = 0.013), and the first and the third group of children (p = 0.000)
(Table 2.1), while there was no significant difference between the second and the third
group (p =0.076).
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Table 2.1. Statistically significant difference in the level of socio-emotional deve-
lopment among groups

Group (1) Group (J) Dil{f{;i’;cs f§%;in (;ie])AM Standard error p
2 -3.57* 1.41 0.013
: 3 —6.12* 1.43 0.000
1 3.57* 1.41 0.013
2 3 -2.55 1.43 0.076
1 6.12% 1.43 0.000
3 2 2.55 1.43 0.076

At the level of overall socio-emotional development, children of the third group
received the highest scores from their educators, that is children attending kindergarten
that lacks ecological status and ecological programme as well (Table 2.2).

Table 2.2. Arithmetic means in the component of Socio-emotional development

Group AM N SD
1 35.98 64 9.58
2 39.56 64 8.09
3 42.11 62 5.92
)y 39.18 190 8.37

By monitoring the educator’s elaboration of the ecological story with the children,
the researcher recorded and classified the children’s responses. By analyzing the col-
lected data, it can be concluded that there is a statistically significant difference among
the three groups of children (Table 3)

Table 3. Statistically significant difference in the component of Ecological value

Sum Sum of squares df Variance F P
Among groups 44.33 2 22.16 66.50 0.003
Within groups 1.00 3 0.33

)y 4533 5
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Table 3.1. Statistically significant difference among groups in the component of Ecolo-
gical value

Group (1) Group (J) Difference between pairs (I-J) Standard error P
| 2 4.50%* 0.57 0.004
3 6.50% 0.57 0.002
) 1 —4.50%* 0.57 0.004
3 2.00%* 0.57 0.041
1 —6.50%* 0.57 0.002
3 2 —2.00%* 0.57 0.041

Based on Table 3.1., it can be concluded that a statistically significant difference
exists between all groups in the following frequency: between the first and the second
group (p = 0.004), the first and the third group (p = 0.002); and the second and the third
group (p=0.041). In contrast to the previously analyzed aspects of socio-emotional
development, the children from the first group have the highest scores, AM = 33.00,
followed by the children from the second group, AM = 28.50, and finally the children
from the third group, AM = 26.50 (Table 3.2).

Table 3.2. Arithmetic means within the component of Ecological-Humanistic Values

Group AM N SD
1 33.00 2 0.00
2 28.50 2 0.70
3 26.50 2 0.70
) 29.33 6 3.01

In an attempt to synthesize the results obtained on the scale of socio-emotional
development and the scores of observed behaviours, which represent the values of a
sustainable community, it can be concluded that no correlation between the scores on
the scale of socio-emotional development and the observed behaviours were shown to
be statistically significant (Table 4). In addition to the correlations between the overall
socio-emotional development and the scores on observed individual behaviours (Ta-
ble 4), the study also analyzed the correlation of this construct with the sum of average
scores on all observed behaviours taken together, whose descriptive characteristics are
shown in Table 4.1. Pearson’s coefficient of correlation between these two constructs
was not proved statistically significant, r = 0.85, p > 0.05.
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Table 4. Correlations on the scale of socio-emotional development (SED) and scores on
observed behaviour (OB)

SED | OBI OB2 | OB3 | OB4 | OB5 | OB6 | OB7 | OBS8 | OBY
SED 1
OBl | 092 1
OB2 | 0.38 0.00 1
OB3 | —0.92 | 0.99** | 0.00 1
OB4 | 0.60 | —-0.86 | —0.50 | —0.86 1
OB5 | 093 | 0.72 | —-0.69 | 0.72 | -0.27 1
OB6 | —0.12 | 0.50 0.86 0.50 | —0.86 | —0.24 1
OB7 | —0.60 | 0.86 0.50 0.86 |-0.99**| 0.27 0.86 1
OB8 | —0.83 | 098 0.18 098 | -0.94 | 0.57 0.65 0.94 1
OB9 | —0.60 | 0.86 0.50 0.86 |-0.99**| 0.27 0.86 | 0.99%* | 0.94 1

Remarks: * p <0.05, ** p <0.01, *** p <0.001

Table 4.1. Descriptive indicators of summarized scores of observed behaviours and so-
cio-emotional development

Min Max M SD
OB 3.92 421 4.03 0.16
SED 2.94 3.72 3.29 0.39

Analyzing the first matrix (socio-emotional development), the highest scores were
achieved by the children from the third group, while in the analysis of the second matrix
(values of sustainable community), the situation is different, and the highest scores were
achieved by the first group of children. We think that the key role in achieving this result
was played by the intervening variable — the educator.

The next item that was analyzed on the overall level of socio-emotional develop-
ment was the scoring of educators.

Table 4.2. Statistically significant difference in the scoring of educators at the level of
Socio-emotional development

Educators Sum of squares df Variance F P

Among groups 2135.65 5 427.13 7.06 0.000

Within groups 11119.52 184 60.43
Total 13255.17 189

Socio-emotional
development
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Table 4.3. Distribution of statistically significant difference among educators

Analyzed Educator | Educator D'iﬁ”ert'ences between AM Standard error »
components () ) in pairs of groups (I-J)
2 —0.86 1.97 0.661
3 -0.07 1.88 0.967
1 4 —7.55% 1.84 0.000
5 -5.70* 1.89 0.003
6 —7.21* 1.86 0.000
1 0.86 1.97 0.661
3 0.79 2.06 0.703
2 4 —6.68%* 2.03 0.001
5 —4.83* 2.08 0.021
6 —6.34% 2.05 0.002
1 0.078 1.88 0.967
2 -0.79 2.06 0.703
3 4 —7.47* 1.94 0.000
5 -5.62% 1.99 0.005
Socio-emotional 6 —7.13* 1.95 0.000
development 1 7.55% 1.84 0.000
2 6.68% 2.03 0.001
4 3 7.47* 1.94 0.000
5 1.84 1.96 0.347
6 0.33 1.92 0.861
1 5.70% 1.89 0.003
2 4.83* 2.08 0.021
5 3 5.62% 1.99 0.005
4 -1.84 1.96 0.347
6 -1.51 1.97 0.446
1 7.21% 1.86 0.000
2 6.34% 2.05 0.002
6 3 7.13% 1.95 0.000
4 —-0.33 1.92 0.861
5 1.51 1.97 0.446

Table 4.2. provides evidence of the fact that there is a statistically significant differ-
ence in the overall level of socio-emotional development (F = 7.06; p = 0.000), while
Table 4.3 indicates the distribution of this difference among educators. A statistically
significant difference exists between the first and the fourth educator (p = 0.000), the
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first and the fifth educator (p = 0.003), and the first and the sixth educator (p = 0.000);
between the second and the fourth educator (p = 0.001), the second and the fifth educa-
tor (p = 0.021), and the second and the sixth educator (p = 0.002); between the third and
the fourth educator (p = 0.000), the third and the fifth educator (p = 0.005), and the third
and the sixth educator (p = 0.000), and vice versa. There is no statistically significant
difference between the first, the second and the third educator, as well as between the
fourth, the fifth and the sixth educator. This confirms that the individual results are in a
coherent relationship with the overall result. In particular, this means that the children
from non-ecological kindergartens achieved the highest level of socio-emotional devel-
opment, followed by the children from kindergartens with ecological status and, finally,
the children from kindergartens that implemented ecological-humanistic programme.
The obtained results can also be considered in the following way. Sorting kindergartens
by grading their awareness in the ecological-humanistic aspect, from the first group
consisting of children attending the programme “We are earthlings”, then, the second
group consisting of the children from the kindergarten with ecological status and fi-
nally the third group of children attending regular kindergarten that lacks ecological
status, proportionally opposite results would be obtained, i.e. the highest scores would
be mostly achieved by the children from the third group, followed by the children from
the second and finally those from the first group. These results can potentially be at-
tributed to the abilities and awareness of educators, that is, the higher their awareness
of the ecology of human development, the more they themselves are critical, but their
sensitivity to working with children is also important, as well as the ability to create an
incentive socio-emotional climate in the group (Table 4.4).

Table 4.4. Arithmetical means by educators

Socio-emotional | Educator | Educator | Educator | Educator | Educator | Educator Total
development 1 2 3 4 5 6
AM 35.63 36.50 35.70 43.18 41.33 42.84 39.18
N 38 26 31 33 30 32 190
SD 9.39 10.02 8.05 6.34 4.32 7.10 8.37

4 Discussion

Studying the issue of the implication of ecological programmes, which are based
on the values of a sustainable community, on the socio-emotional development of pre-
school children is aimed at determining the presence or absence of certain value con-
cepts in all participants in this process, and their role and significance as well. In other
words, whether and to what extent ecological programmes influence the development
of values of a sustainable community in children? The research was primarily aimed at
monitoring possible deviations in the various dimensions of social and emotional devel-
opment among the children who attended preparatory groups within the same preschool
institution in which educational work is organized according to the instructions of the
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ecological-humanistic programme “We are earthlings”, ecological kindergartens, and
according to the general guidelines of a regular programme document.

The obtained results point to the existence of a difference in the achieved levels of
adoption of ecological and humanistic values and values of a sustainable community
between the children that were included in educational activities created based on the
ecological and humanistic programme “We are earthlings” and their peers who attended
regular preschool programmes, and children included in educational programmes of
ecological kindergartens. As expected, the difference was in favour of the first group of
children who attended the programme “We are earthlings”.

By analyzing the overall level of socio-emotional development, a statistically sig-
nificant difference was found in favour of a group of children who attended a regular
preschool programme, but it was not confirmed in the correlation which included the
aspect of development (i.e. ecological-humanistic values). That is, at the joint level of
socio-emotional and development, the statistical significance of the observed advantage
of this group of children in relation to their peers was not confirmed. This result was not
expected, but it just pointed out the importance and the role of educators in the upbring-
ing/educational process.

The results of this paper further suggest that a valid curriculum is a necessary but
insufficient condition for fostering socio-emotional development in preschool children,
which is equivalent to the fact that a competent educator is also a necessary but insuf-
ficient condition for achieving the same goal. It is evident that the upbringing and edu-
cation influences are directly dependent on the educators’ willingness and motivation
to be professionally trained, and the bearers of change, in addition to a valid (ecologi-
cal-humanistic) programme. Namely, educational institutions operating in sustainable
communities count on the synergy of various factors and influences. The quality of
programmes is valued parallel to the competence of educators enabled to act on a daily
basis in accordance with the educational philosophy that emerges from the system of
values of a sustainable community. In practice, even the “best” theory depends on the
educator’s competence, the way he/she understands and perceives it, and then modi-
fies and applies in practice. The educator’s value orientations fall into basic predictors,
directly affecting their work and success in achieving high-quality upbringing and edu-
cational practice.

It can be concluded that a well-founded ecological-humanistic programme has a
significant role in the realization of new educational paradigm aimed at developing a
sustainable community. The prerequisite for introducing such programmes is a con-
tinuous and updated work with future educators and other professionals who prepare
for working with children of preschool age, but also with practitioners in educational
institutions of all levels whose professional development needs to be facilitated, bear-
ing in mind that true changes need time. In line with the above, the first step on the
path towards a sustainable community is the adoption of mutually harmonized laws,
regulations and strategies at the national and local level that would be in line with the
current legislation of countries that are successfully coping with this issue, and taking
the responsibility and initiative for introducing true changes in the spirit of a sustainable
community that needs vision, perseverance and continuity.
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Dr: Stanislava Marié Jurisin, dr. Jelisaveta S‘afmnj, dr. Borka Malcié

Ekoloski program kot dejavnik socialno-Custvenega
razvoja predsolskih otrok

Paradigma okoljskega izobrazevanja in vzgoje se kaze kot mehanizem za oblikova-
nje in razvoj ekoloske kulture. Njena temeljna nacela so prizadevati si za razumevanje
celovitosti in enotnosti sveta, za odgovornost cloveka za usodo Zemlje in vzpostavitev
dialoga med clovekom in naravo. Vzgoja za zeleno, trajnostno druzbo se je razvijala s
pomocjo izobrazevanja za varstvo narave, izobrazevanja za varstvo okolja, izobrazeva-
nja za trajnostni razvoj in izobrazevanja za trajnostno druzbo. Trajnostna druzba bi si
morala Ze po svoji naravi prizadevati za tak napredek, ki ne bi nadalje skodoval narav-
nim in cloveskim virom. Simbolic¢no predstavlja obdobje, v katerem je druzba dozorela
in sprejela, da bo postala trajnostna. Govorimo o izobrazevanju, v katerem lahko vsak
posameznik pridobi znanje, razvije vescine in potrebna stalisca ter vrednote, da lahko
sooblikuje trajnostno prihodnost. Tako zasnovano izobrazevanje izvira iz humanisticne
paradigme, saj prav humanisticni pristop temelji na ideji, da sta ¢lovek in svet en sis-
tem. Gre za sistem, ki hkrati vkljucuje tako okolje kot cloveka in v katerem so bistveni
odnosi ter povezave med njima, ne pa clovek in okolje kot sestavna dela sistema.

Pomen izobrazevanja za razvoj trajnostne druzbe je bil v srediscu Ze v okviru
svetovnega vrha Organizacije zdruzenih narodov leta 2005. Poudarili so, da je treba
vzgojo za trajnostno druzbo pospeseno razvijati ze v zgodnji mladosti. Glede na to, da
predsolska vzgoja in izobrazevanje predstavljata prvo stopnjo izobrazevalnega siste-
ma posamezne druzbe, je razumljivo, da je treba zZe na tej stopnji storiti prve korake
za vsezivljenjsko ucenje in trajnostni razvoj druzbe. Predpogoj za to so ucni nacrti in
programi, ki morajo zagotavljati tudi intelektualni in socialni razvoj otrok. Praksa je
pokazala, da ucni nacrti, ki razvijajo zgolj kognitivne in intelektualne potenciale otrok,
nimajo trajne vrednosti. Trajnost zagotavlja ravno socialno-custvena komponenta, ki
pri otrocih vpliva na usvajanje vrednot in oblikovanje stalis¢ ter nato na razvoj samo-
discipline, etike in morale. Ce bo otrok Ze v najzgodnejsem obdobju delezen vzgoje za
trajnostno druzbo, lahko upraviceno pricakujemo, da bo zrasel v osebo, ki se bo znala
soociti s kompleksnimi in resnimi Zivljenjskimi resnicami in se prilagoditi spremembam
ter tranzitnim procesom sodobne druzbe.

Izobrazevanje bi moralo ljudi opolnomociti in jim omogociti, da sprejmejo in raz-
vijajo vrednote in vescine, s katerimi bodo znali kriticno razmisljati o resnicnosti in
sprejemati prave odlocitve o miru, socialni enakosti in pravicnosti. Izobrazevanje tako
pomaga tistim, ki so izkoriscani, da znajo braniti svoje interese in tako ustvarjati boljso
druzbo. Ce Zelimo, da bo izobrazevanje pot do trajnostne druzbe, mora nujno upo-
Stevati naslednja nacela in vrednote: integracijsko enotnost, enakost spolov, socialno
strpnost, zmanjsanje revscine, varstvo okolja, obnovo in ohranjanje naravnih virov in
“miroljubno” druzbo.

Clanek izhaja iz spoznanja, da so v vzgoji in izobrazevanju nujno potrebne spre-
membe na ekoloskem podrocju, zato preucuje vpliv sodobnih predsolskih programov,
katerih znacilnost so vrednote trajnostne skupnosti, na socialno-custveni razvoj pred-
Solskih otrok. Ta vidik razvoja je izpostavljen zato, ker je izjemno pomemben za razvoj
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vrednostnega sistema in oblikovanje vrednostne matrice. Pri tem nacinu razvoja gre za
prenos kulturnih vrednot skozi druzbeno-generacijski vidik vzgoje. Tako usvojene vre-
dnote prispevajo k uveljavljanju trajnostne skupnosti in trajnostne druzbe. Vse, kar se
otrok v zgodnjem otrostvu nauci ali naredi, sprozi in obarva neko custvo, ¢ustva so torej
gonilna sila vsake aktivnosti, koncni rezultat pa je odvisen od njih. Pri trajnostni vzgoji
zato ni pomembno le to, kaj se bo otrok naucil in usvojil na kognitivni ravni, temvec tudi,
kako se bo pocutil in kaksne vrednote bo v druzbenih interakcijah pridobil. Tu se pora-
Jata filozofski vprasanji, ki sprasujeta, na kaksni vrednostni matrici je sploh zasnovan
nas vzgojno-izobrazevalni sistem in katere vrednote Zeli prenesti na mlajse generacije.

Na svetu obstaja veliko okolju prijaznih programov, za katere so znacilne vrednote
trajnostne skupnosti, kot so prevzemanje odgovornosti, empatija, skrb, strpnost, pripa-
dnost, pravicnost, spostovanje, posStenost, clovecnost, morala, etika ... Taki projekti so
npr.: Earth Child: Games, Stories, Activite, Experiments and Ildeas Abou Living Lightly-
on Planet Earth v Zdruzenih drzavah Amerike; vzgoja za zascito okolja nordijskih drzav
(Finska); nacionalna strategija ekoloskega izobrazevanja v Ruski federaciji, predsolski
humanisticni in ekoloski izobrazevalni program Mi smo Zemljani (Rusija); program
ekoloske vzgoje v vrtcu o nacionalnih parkih Rila in Srednji Balkan (Bolgarija) ...

Projekt, ki je zazivel tudi v nekaterih vrtcih v Srbiji, je ekolosko-humanisticni pro-
gram Nikolaja Nikolajevica Veresova Mi smo Zemljani. Poseben je zato, ker izhaja iz
spoznanj razvojne psihologije. Gre za program ekoloske vzgoje in oblikovanja osebnih
spoznanj kot osnove ekoloSke zavesti, namenjen pa je otrokom, starim od 5 do 7 let.
Celotna teza izhaja iz filozofske zasnove vzgoje in izobrazevanja kot procesa kultivacije,
ki v kulturo vkljucuje osebnost. Ne prinasa samo novih znanj, ampak sooblikuje tudi
sistem osebnih lastnosti, na katerih temelji ekoloska zavest. V srediscu programa je teza
o humanisticnem pristopu k ekologiji, ki izhaja iz ideje, da sta svet in clovek elementa
istega sistema tako, da ta sistem vkljucuje cloveka in okolje, ni pa sestavijen iz njiju,
temvec iz odnosov. Ce Zelimo, da otrok uspesno obvlada ta sistem, ga mora najprej
odkriti. Veresov meni, da je odnos do sveta odvisen od stalisc, ki jih oblikujemo in pri-
dobimo v otrostvu. Zagovarja tudi mnenje, da je cloveska zavest del sveta pomenov, svet
pomenov pa je kultura. Skozi odnose med osebnostjo in kulturo se oblikujejo stalisca in
sistemi osebnih spoznanj.

Poleg programov smo analizirali tudi vlogo in pomen vzgojiteljev pri izvajanju
in uresnicevanju sodobnih ekolosko-humanisticnih konceptov dela s predsolskimi otro-
ki. Ne glede na to, da so programske aktivnosti ali sredstva, s katerimi se izvajajo,
pomembni, je oseba, ki je posrednik med okoljem (programom) in otrokom, vsekakor
najodlocilnejsi faktor pri otrokovem ucenju in razvoju. Dober program je nujen, vendar
ne tudi zadosten pogoj za ustrezen razvoj in napredek otrok. Tudi najboljsi programi,
pripomocki in materialni pogoji ne morejo zmanjsati vloge vzgojitelja in njegove oseb-
nosti, predanosti in samozavesti.

V studiji je sodelovalo 190 predsolskih otrok iz pripravljalnih skupin in deset vzgo-
Jiteljev. To je “ex-post-facto” studija z dvema kontrolnima skupinama (skupini otrok, ki
sta vkljuceni v redni program v vrtcu v Republiki Srbiji) in Stirimi eksperimentalnimi
skupinami (skupini otrok, ki obiskujeta ekoloski vrtec, in skupini otrok, ki sta vkljuce-
ni v humanisticno-ekoloski program Mi smo Zemljani). Vsi delezniki, ki so sodelovali
v raziskavi, obiskujejo javni drzavni vrtec ali v njem delajo. Raziskovalne tehnike v
empiricnem delu so bile: anketiranje, lestvicenje (skaliranje), sistematicno opazovanje
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in intervjuvanje. Ker na pedagoskem podrocju ni standardiziranih instrumentov za so-
cialno-custveni in duhovni razvoj, ki bi jih lahko uporabili za to raziskavo, so bili ob
tej priloznosti izdelani naslednji instrumenti: opisna lestvica ocene socialno-custvene-
ga razvoja otroka za vzgojitelje; okoljska zgodba za otroke in vzgojitelje; protokol za
opazovanje otrokovih reakcij med usmerjenimi tematskimi dejavnostmi; vprasalnik za
izvedbo poglobljenega intervjuja z vzgojitelji.

Pridobljeni rezultati raziskave so deloma potrdili hipoteze, Se pomembneje pa je,
da so opozorili na dileme v ekoloski vzgoji in izpostavili nekatere pomanjkljivosti v
organizaciji samega vzgojno-izobrazevalnega procesa. Rezultati dokazujejo, da obsta-
Jajo razlike v stopnji doseganja ekolosko-humanisticnih vrednot in vrednot trajnostne
skupnosti med otroki, ki sodelujejo vprogramu Mi smo Zemljani, in njihovimi vrstniki,
ki so vkljuceni v izobrazevalne programe ekoloskih vrtcev, ter tistimi, ki obiskujejo redni
predsolski vzgojni program. Najvisjo stopnjo vrednot so opazili v skupini otrok, ki so
bili vkljuceni v humanisticne in ekolosSke programe. Na podrocju socialno-custvenega
in duhovnega razvoja pa med skupinami otrok ni bilo statisticno pomembnih razlik.

Ceprav nepricakovano, so ta spoznanja neposredno opozorila na pomen in viogo
vzgojiteljev v vzgojno-izobrazevalnem procesu. Rezultati, pridobljeni z raziskavo vzgoj-
ne prakse, nakazujejo trenutno stanje v predsolskih zavodih v Srbiji in klicejo k spre-
membam, katerih cilj je priblizati se ekolosko-humanisticni paradigmi. Ocitno je, da
so vzgoyjitelji, ki so pripravljeni in motivirani, da se poklicno in strokovno izpopolnju-
jejo poleg veljavnega (ekolosko-humanisticnega) programa, glavni nosilci sprememb.
Dejavnost izobrazevalnih ustanov v trajnostnih skupnostih namrec vkljucuje sinergijo
razlicnih dejavnikov in vplivov. Ocenjevanje obsega kakovost programa in kompeten-
ce vzgojiteljev, ki lahko vsakodnevno delujejo v skladu z izobrazevalno filozofijo, ki je
zasnovana na vrednostnem sistemu trajnostne skupnosti. Taka vzgojno-izobrazevalna
ustanova pa je mozna le v skupnosti, v kateri vsi prebivalci enotno delujejo in so eko-
losko ozavesceni in ki se ne zanasajo samo na prizadevanja strokovnjakov. Predpogoj
za uvedbo okoljsko-humanisticnih programov je stalno delo z bodocimi vzgojitelji in
drugimi strokovnjaki, ki se pripravljajo na delo s predsolskimi otroki, z upostevanjem
sodobnih smernic pri delu.
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POVZETEK — Uporaba multimedijske tehnologije
pri predmetu narava in druzba omogoca ucencem, da
v okviru procesa pridobivanja novega znanja vkljuci-
Jjo vec cutil. Multimedijske vsebine se zato lahko upo-
rabljajo ne le kot pripomocek pri poucevanju, temvec
tudi kot dodaten vir spoznanj. Pospeseni razvoj so-
dobne tehnologije je zagotovil potrebne predpogoje
za ustvarjanje, uporabo in distribucijo multimedij-
skih vsebin, ki vplivajo na izboljsanje procesa pou-
Cevanja narave in druzbe. V okviru nase raziskave
smo ugotavljali vpliv multimedija na realizacijo uc-
nih ciljev pri predmetu narava in druzba, pri cemer
smo upostevali Ze znane lastnosti multimedijske teh-
nologije, da omogoca animacijo in vizualizacijo, kar
prispeva k vecji nazornosti ucnega procesa. Rezultati
nas usmerjajo k implementaciji medijev v ucni proces
in spodbujanje uciteljev v nadaljnje usposabljanje za
uporabo sodobnih ucnih tehnologij ter za ustvarjanje
takih pogojev v Solah, ki bodo omogocali ucencem
sodoben didakticni pristop.
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ABSTRACT — Application of multimedia during the
implementation of teaching Science and Social Studies
provides the preconditions for the involvement of all
student s senses in the process of acquiring new knowl-
edge. Hence, the multimedia content can be used not
only as an aid in teaching but also as an additional
source of information. The rapid development of mod-
ern technology has provided the necessary precondi-
tions for the development, implementation and distri-
bution of multimedia content that affects the improve-
ment of the implementation process of teaching about
nature and society. The focus of our research concerns
the assessment of impacts during the implementation
of multimedia in the teaching process of the subject,
and is selected according to the opinion that multi-
media offers animation and visualization at the same
time. This paper was written as a contribution to the
implementation of multimedia in the teaching process
as well as support for the necessity of teaching staff
training for the application of modern teaching aids.

The development of information and communication technologies has caused cer-

tain changes in the traditional teaching methodology. The synergy of text, graphics, vid-
eos and various animations led to a significant benifit for the target user in relation to the
effects that can be achieved by the individual application of the aforementioned com-
ponents. The integration of multiple monomedia content inevitably leads to the creation
of multimedia content that enables a simultaneous activation and visual perception and
auditory effects. The choice and the usage of multimedia in teaching Science and Social
Studies is a relatively recent problem area of research, which was one of the reasons for
choosing this study.

It is known that the traditional teaching is characterized by a frontal form of work
and, often, one-way communication between teachers and students. The introduction of
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innovations in the learning process not only involves equipping classrooms with mod-
ern teaching aids but also their functional use. The very use of media and multimedia in
teaching involves an extensive flow of new information that will be useful to students.
Thus, in the process of multimedia interaction, the teacher is no longer the only source
of knowledge because his role is taken by technology. The emergence of new commu-
nication technologies or media caused changes in education and, as a result, the learn-
ing process is supported by them. A rational application of multimedia technology in a
well-organized educational process provides not only the engagement of the learner’s
cognitive areas, but also affects the willing, i.e. psychomotor, ones.

New technologies have become the integral part of many human activities, which is
inevitably reflected in the field of education. The application of multimedia in teaching
Science and Social Studies offers the possibility of achieving numerous improvements,
encouraging, at the same time, the modernization of the teaching process, which means
not just equipping classrooms but also an adequate training of teachers for their proper
implementation.

1.1 Definition and basic features of multimedia

Improvements in information technology and numerous possibilities for its applica-
tion in various fields result in creating the conditions for a new, more modern way of
acquiring knowledge. A more intensive usage of computer engineering and information
technology points to the need of increasing and broadening knowledge by using com-
puter systems. The application and development of information technology was influ-
enced by technological breakthroughs of other complex systems previously discovered
and applied, as well as the available technical means, methods and techniques.

“Therefore, it is often said that information technology, although very complex,
has achieved a high degree of development in a shorter period of time than many other
technologies that are far less complex.” (Milosevic, 2007, p. 249) Technology is rapidly
changing the world we live in and its academic aspect is no exception. “Students and
teachers everywhere are discovering exciting and innovative ways to make learning
more dynamic, longer lasting and more applicable to the world outside the classroom.”
(Almarabeh, Amer & Sulieman, 2016, p. 763)

On the road to the development of information technology, the search for the ap-
plication of visual and audio information caused the emergence of multimedia com-
munication, which includes transmitting various types of information (text, drawings,
speech, images and sound) in large quantities through a unified computer network. This
way of communicating simultaneously engages multiple senses through audio and vid-
eo resources. The resources of multimedia technology provide students with access to
various learning materials “so as to elevate teaching efficiency and classroom instruc-
tion effectiveness” (Li & Kang, 2014, p. 243). The very concept of multimedia implies
any combination of text, graphic art, sound, animation and video, which comes with
a computer or in any other electronic mode (Mijic, 2009). Also, it could be defined as
“the development of computer-based hardware and software packages produced on a
mass scale and yet individualize use and learning” (Hilal, Amer & Sulieman, 2016,
p- 761). Thus, multimedia implies the possibility of integration in the transmission of



Mijanovi¢, PhD, Dukanovié, PhD: Role of Multimedia in the Teaching of Science... 71

different forms of information, linking technical and software dimensions and provid-
ing resources management, interaction, creation and communication (Ratkovi¢ & Ba-
jac, 2009, p. 822). The expedient multimedia system is actually formed by linking a
series of compatible electronic means and applications. “An interactive multimedia is
digitally integrated, organized information that includes text, graphics display, but also
images, such as photographs, audio and video content, on a user-friendly computer
interface. It allows the user to navigate, if desired, to find and look at the information.”
(Dyrli & Kinnaman, 1995; Galbreath, 1994) Multimedia applications were created by
establishing a network formed by connecting nodes (as basic information units), facili-
ties and links that are not anything other than a homogenous structure of intertwined
relationships that operate between the set of information objects (Mijanovic, 2002,
p- 259). The elementary condition for the occurrence of multimedia applications is sat-
isfied by successfully establishing independent information units.

The integration of audio and visual components provides a more efficient presenta-
tion of programmes, enhancing learning and at the same time making the adoption of
new information interesting. So, they are based on multimedia compatible and function-
ally related electronic resources and adequate software-information applications, which
are used simultaneously in order to mobilize different senses of students or their users.

“It is indisputable that interactive media and hypermedia allow the teacher to rela-
tively quickly and easily increase the effectiveness of teaching and learning.” (Mija-
novic, 2002, p. 259) New technologies, as an integral part of many human activities,
have a strong impact on the educational activity, starting from pre-school through to
higher education institutions. Multimedia also offers the possibility of accessing edu-
cational content for learning from home, where one should see “an opportunity with
the potential to improve student learning” (Mukherjee, 2018, p. 245). Learning through
multimedia results in encouraging students to work, since new technologies create a
wider choice of various sources of knowledge and effectively provide feedback, ob-
jectively evaluate the learning results, with a special emphasis on adjusting the pace
and rhythm of work to the capabilities of each individual student. Hence, “multimedia
devices have quality to improve early education” (Shilpa & Sunita, 2016, p. 180). In
terms of contemporary organized teaching (using multimedia technology), students are
provided with a variety of databases that they can, according to their own interests, con-
sult and use for the purpose of analyzing and testing knowledge, given that, according to
the authors, “there are differences in individual learning style” (Lauc, Kisicek & Bago,
2013, p. 157).

As was already noted, each multimedia includes a combination of two or more net-
worked media. If the multimedia is a computer, its structure will be composed of two
or more different sensory areas of the media. The multimedia can be a computer then or
composed of two or more media of the same or different sensory areas. The structure of
the multimedia is always reflected in its complexities and multiplicities. The multime-
dia of one sensory field provides various information on the different media from the
same sensory area, while the multimedia of two different sensory areas usually includes
teaching audiovisual multimedia.

The term intermediality implies the interpenetration of all media information in a
multimedia synthesis. The ready-made recipes for their synthesis do not exist for the
class needs to combine multimedia which are a precondition for the realization of a
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quality student achievement. The diversity and degree of learning activities is always
greater when different sources are used, while communication is successful if different
sources are used in the transfer of content, information and messages that complement
each other. Considering the wide range of areas, including the content of the study
programmes and the subject of Science and Social Studies, the teacher needs to be in-
formed about many things that cannot be implemented in the immediate environment.
Multimedia provides easy access to numerous facilities, which should be hierarchically
sorted. The teacher should therefore be focused on the priorities of the individual source
in order to avoid the so-called “teaching kitsch”. Modern technological achievements
offer easy access to information, but should not be allowed to overshadow the wealth
of information that are a priority, a source. Inappropriate networking of various media
creates a sort of “glitter” in the classroom, which raises the question of the credibility
of the information presented to students. Theoretically, a multimedia system offers a
variety of combinations, but when it comes to applying it in the classroom, it should not
result in a saturation of information. An inappropriate choice of media and multimedia,
as well as inappropriately chosen and designed content, will inevitably cause the op-
posite effect, i.e. students will not be able to adopt any information due to the fact that
any unacceptable content will give the wrong impression about the presented contents.

1.2 Multimedia in the teaching of Science and Social Studies

After a successful implementation in the economy, technical and technological pro-
cess will find its place in the classroom. However, these changes happened rather late
in the process of education, and the reason for that can be found in insufficient training
of teachers relative to the application of modern information technology in the teaching
process. “Based on the reality, the use of interactive multimedia in primary school is
still rare” (Saputri, Rukayah & Indriayu, 2018, p. 1). “Most teachers have a moderate
attitude towards innovation, i.e. implementation of modern information technologies in
the teaching process.” (http://www.rc-cacak.co.rs)

The reasons for the opposition of teachers to introducing innovations in the teach-
ing process can be found in their unreadiness for the flow of new ideas, as well as their
tendency to evade responsibilities and obligations imposed by the changes. In fact, by
carrying out the teaching of Science and Social Studies, the teachers have to play multi-
ple roles, which means that they are expected to be the leaders of the process of learning
and development, educators, experts in the programme, planners, organizers, facilia-
tors, teaching media implementers, innovators, partners of students, parents, employers,
colleagues, external collaborators and members of various teams, all at the same time.
Hence, a permanent teacher training is extremely important, during which the teacher
is taught to meet all of their students’ expectations. The goal of professional develop-
ment is to acquire new knowledge, skills and habits, as well as to upgrade the acquired
knowledge (http://bib.irb.hr).

The multimedia environment provided for the Science and Social Studies students
is one in which students can receive a patiently, carefully, thoroughly and easily digest-
ible content, because they are objectively in a better position to independently observe,
analyze and reveal causal connections and relationships between the studied objects,
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processes and phenomena. Here, we would like to point out that the mentioned seg-
ments are of particular relevance to the teaching of Science and Social Studies, since
the curriculum is characterized by interdisciplinarity. “No other school subject or area
in a class includes such a variety of facts.” (Lazarevic & Bandur, 2001, p. 57) The
subject of Science and Social Studies is complex, because its contents are chosen from
the field of Natural Sciences (Physics, Chemistry, Biology, etc.), Social Science (His-
tory, Sociology, etc.), as well as from certain specific content (Traffic, Environmental
Protection, etc.) (De Zan, 2005, p. 18). “Benefits of the multimedia teaching, both in
education and business, include interactivity through the user interface and flexibility
in acquiring training with regard to planning, self-stimulation, memorizing, usage, and
the type of the learning environment.”(Cheen, 1994) It can be said that multimedia
enables students to approach the presented multimedia content, offering at the same
time a much broader and better ability to stage their identification, understanding and
adoption. Through multimedia technology, students’ cognitive capacities are success-
fully extended, while the teaching quality in Science and Social Studies reaches a higher
level, developing and encouraging a more effective individual potential of students.

A wide choice of media, contents and methodological approaches contributes to
students’ maturity and independence. The possibility of monitoring and studying dif-
ferent phenomena, events and processes enables students to acquire a quality and com-
prehensive knowledge about their environment, while also giving them a complete in-
sight into a reality that is directly unfathomable to our senses. The implementation of
multimedia in the teaching of Science and Social Studies affectsstudents’ involvement
of multiple senses, which allow them to uncover different findings, while encouraging
their mental, psychomotor and other engagement. These options inevitably affect the
launch of complex thinking processes with the aim of finding new and sometimes origi-
nal approaches in solving the assigned tasks. In task solving, not only students’ skills
relative to analysis, synthesis, abstraction and generalization are activated, but very
often, certain motor skills as well, such as performing certain operations.

The previously mentioned items related to the implementation of multimedia in the
teaching of Science and Social Studies certainly should not lead to the conclusion that
its modernization is ensured merely by including multimedia. Moreover, it is necessary
to make a selection of the programme material that will affect the maximum commit-
ment and cooperation of each student. Thus, the application of modern multimedia sys-
tems in the teaching process of Science and Social Studies stipulates a more favourable
pedagogical environment that will allow a more efficient development of individual
cognitive, affective and psychomotor skills of each student.

2 Research objective and methodology

The aim of our study was to investigate teachers’ opinions about the role of multi-
media in the teaching of Science and Social Studies. The assumption, as the basis of this
study, is that teachers are under-utilized during the implementation of the multimedia
teaching for Science and Social Studies, therefore we examined the usage of multime-
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dia and its impact on the teaching process in Science and Social Studies in relation to
the location of the school where the respondents teach.

For the realization of the objective, it was necessary to look into:

O Frequency of use of modern media during the implementation of the teaching of
Science and Social Studies;

o Existence of statistically significant differences in the use of modern media in rela-
tion to the city in which the educational institution is located,;

O Obstacles to presenting content through multimedia;

o0 Existence of a statistical difference in the training of teachers for the implementation
of multimedia in the school where they teach.

This research was carried out in September 2015 on a sample consisting of 122
Science and Social Studies teachers in the territory of three Montenegro municipali-
ties. The cooperation in this study was preceded by consultations with school manage-
ments as well as the teachers as the direct implementers of the teaching process. Prior
to the research, the teachers were informed about the problem and the objective of the
research, and then they were given questionnaires in which they could express their
opinion. The obtained data was processed using a statistical programme for Windows
7 as well as descriptive statistical parameters. We have reduced the statistical analysis
to the description, while the processing of the obtained information was performed by
means of the statistical methods, with the consequent inference.

3 The obtained results and the discussion

In the first section of the paper, it was emphasized, among other things, that multi-
media was defined as a combination of several compatible media providing easy access
to numerous facilities. As the content of Science and Social Studies is characterized
by complexity and sprawl, it goes without saying that by using multimedia, the teach-
ing itself becomes more modern, and with valid outcomes. One of the research objec-
tives was to obtain information about the degree to which multimedia is used during
the implementation of Science and Social Studies. We started from the hypothesis that
multimedia was underused in the teaching of Science and Social Studies, and the results
presented in the next section of this paper show whether the hypothesis is true or false.

The question answered by the respondents teaching in the first cycle of primary
school was related to how often during the implementation of the teaching of Science and
Social Studies contemporary media (computer, projector ...) are being applied. Having
processed the information, we came up with the following data:
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Table 1.The frequency of application of modern media in the lessons of Science and
Social Studies

Answers The schools r %
1 Vi 1 w Vv 144 Vil

On a daily basis 2 0 0 0 0 0 0 2 1.64
Once a week 0 2 0 4 2 2 2 12 9.84

Several times a week 0 0 0 0 0 0 0 0 0
Once a month 6 4 6 0 6 6 4 32 26.23
Several times a month | 6 0 2 6 4 0 4 22 18.03
Once per semester 4 2 2 0 0 6 4 18 14.76
Once per year 6 4 2 8 0 2 0 22 18.03
Never 4 0 4 0 0 4 2 14 11.47
) 28 12 16 18 12 20 16 122 100

The frequency of application of multimedia during the implementation of the teach-
ing of Science and Social Studies was presented graphically as well.

Graph 1. The presence of modern media in the lessons of Science and Social Studies
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The analysis of the data presented in Table 1 and Graph 1 show that 1.64 % of the
respondents stated that they have been using modern media in the teaching process.
In addition, 12 respondents (9.84 %) said that modern media were used in the lessons
of Science and Social Studies once a week, while none of the teachers confirmed that
they use modern media multiple times a week. 32 teachers use modern media in Sci-
ence and Social Studies once a month, which makes 26.23 % of the total number of the
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respondents. Modern media is used in Science and Social Studies lessons several times
a month by 22 respondents, i.e. 18.03 % of the total number of the surveyed teachers. 18
respondents (14.76 %) claimed to use multimedia once per month, and 22 participants,
18.03 % of our sample, only once a year. It is interesting to point out that modern media
was never used, during the process of its implementation in the teaching process of this
subject, by 11.47 % of the total number of the teachers included in this study, especially
as the survey was conducted in schools located in urban centres.

For the purpose of a detailed study, we considered it interesting to examine whether
there is any statistically significant difference in the application of modern media in
relation to the city where the primary school is located. Keeping in mind that our survey
covered five schools in the municipality of Niksic and one school in the municipality of
Podgorica and Berane, we wanted to examine whether there is a statistically significant
difference in the application of modern media, as the mentioned cities are situated in a
central, southern and northern part of Montenegro. The obtained results are presented
in the following section of the paper:

Table 2. Statistically significant difference in the application of modern media

Aunicipality
Answers
NK PG BA
On a daily basis 2 0 0
Once a week 2 2
Several times a week 0 0 0
Once a month 22 6 4
Several times a month 18 0 4
Once per semester 8 6 4
Once per year 20 2 0
Never 8 4 2
b 18.056

The analysis of the data presented in Table 2 showed that among the respondents
who are employed in educational institutions, there is no statistically significant differ-
ence in the application of multimedia (%> = 18,056). Thus, the research results showed
no connection between the city where organized training takes place and the application
of modern media, that is to say, there are no differences in the application of modern
media by the teachers with respect to the city or region in which the institution where
they are employed is located.

The most common obstacles to presenting the provided content (for the subject of
Science) through multimedia are given in Table 3.
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Table 3. Obstacles to presenting the content through multimedia

School
Answers F %
i | uar | mw V Vi | vl
Lack of space 0 2 2 2 0 0 0 6 4.92
Lack of useful technical support | 4 0 2 0 0 0 2 8 6.56
Lack of adequate media 20 | 10 | 8 1410 | 16 | 14 92 75.41
Lack of training 4 0 4 2 2 4 0 16 13.11
2 28 | 12 | 16 | 18 | 12 | 20 | 16 122 100

Graphic data representing the obstacles to using multimedia in the lessons of Sci-
ence and Social Studies.

Graph 2. Obstacles to presenting the content through multimedia in Science and Social
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The data shown in the Table 2 and Graph 2. proved that most of the respondents (92,
or 75.41 %) said that their biggest obstacle in presenting multimedia content was inad-
equate classroom equipment necessary for implementing modern media in the teaching
process. A rather significant percentage of the respondents (13.11 %) emphasised as an
important obstacle inadequate training for presenting the content through multimedia.
6.56 % mentioned poor classroom equipment as the main reason for not presenting mul-
timedia content in the lessons of Science and Social Studies, while 4.92 % gave as rea-
son lack of classroom space. According to this data, the main obstacles for presenting
the programmes provided through the multimedia content are inadequate classrooms
and the lack of modern media, which was highlighted as the segment that must be cor-
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rected in order to enable the teacher and students to teach and study in line with the
modern trends.

It can be concluded that teachers do not use multimedia efficiently during the teach-
ing process, which confirmed our hypothesis. One of the objectives of the study was
to examine the possible association between the use of modern media and the city or
region in which the institution is located. It turns out that there is no statistically signifi-
cant difference in the application of modern media and the city where the institution is
located (in which the respondents are employed).

The objective of our research was to examine, among other things, if there is a sta-
tistical difference in the qualification of teachers for the implementation of multimedia
regarding the school where classes are realized.

Table 4. Statistical differences in the qualification of teachers

School
Answers 4

11 1l 114 14 Vi VII

Not at all 0 2 0 0 0 4 0
Partially 26 6 12 12 10 14 10

27.97

Absolutely 2 4 4 6 2 2 6

z 28 12 16 18 12 20 16

The data presented in Table 4 proves that there is a statistically significant differ-
ence (y*>=27.97) in the training of teachers for the implementation of multimedia re-
garding the school where classes are realized. This information appears to be essential
due to the fact that the research was carried out in schools located in different regions,
which inevitably leads to the conclusion that teachers are trained to apply various mul-
timedia in relation to the school and the region where the school is located.

4 Conclusions

The purpose of the research about the role of multimedia in the process of realizing
the teaching of Science and Social Studies was to look at various aspects of the given
problem with the objective of identifying concisely the items that monitor their imple-
mentation, while the topic of the research was stimulated by the growing influence of
information technology both in the everyday living environment and the school system.
Our intention was to make a modest contribution to the idea of implementing multimedia
in the teaching of Science and Social Studies and define the issues that are in the way.

The obtained results lead to the following conclusions:

O The survey started from the hypothesis of insufficient use of multimedia during
the implementation of the teaching of Science and Social Studies, which turned
out to be accurate. The conclusion was based on the data collected, which reveal
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that 11.47% of the surveyed teachers have never used modern media during the
implementation of Science and Social Studies. The survey was conducted in schools
located in urban areas, and we are left with only hope that the situation is better in
rural areas, which would be an interesting topic for some future research.

o Interms of evaluating the stability of statistically significant differences in the appli-
cation of multimedia, considering the location of the educational institution and the
teachers who use them, it turned out that the differences do not exist (y*> = 18.056).
This fact seemed interesting, because we wanted to look at the possible existence of
differences in the modernization of the teaching process, since the survey was con-
ducted in schools located in the northern, central and southern part of Montenegro. It
was found that, in terms of multimedia applications in the abovementioned regions,
the teaching is carried out in the same way.

o0 In identifying the obstacles to presenting the content provided by the curriculum
(Science and Social Studies) by means of multimedia, inadequate equipment was
the dominant. As many as 75.41 % of the teachers chose this option, while other
obstacles included inadequate training of teachers for the application of multime-
dia, poorly equipped classrooms with inadequate inventory and lack of space in the
classrooms.

o Relative to the existence of a statistical difference in the qualification of teachers for
the implementation of multimedia regarding the school where classes are realized,
its existence proved to be palpable. This leads us to the conclusion that the teaching
of Science and Social Studies is not performed in a similar manner, bearing in mind
the level of qualification of teachers for the application of multimedia in the teach-
ing process.

We also believe that one should not overlook the fact that the obtained results rep-
resent only current thinking about the role of the teacher in the implementation of mul-
timedia in the teaching of Science and Social Studies. This research, with a series of
interesting conclusions, indicates the direction of some possible, future research en-
deavors for researchers to deal with, whose realization could contribute to the improve-
ment of the teaching process.

Dr: Nikola Mijanovié, dr. Mirko Pukanovié

Uloga multimedija u nastavi prirode i drustva

Uspjesna primjena i neposredna implementacija informaticko-tehnoloskih dosti-
gnuca u svakodnevnu ljudsku zbilju, omogucila je i uslovila, izmedu ostalog, i efika-
sniju organizaciju nastave podrzavane novim medijskim i multimedijskim sistemima.
Rijec je o gotovo neiscrpnim izvorima znanja koji simultano kod njihovih korisnika
(ucenika) animiraju vise saznajnih cula. Medutim, tradicionalno rezervisan stav pre-
ma inovacijama, narocito iskusnijih nastavnika, dodatno osnazen svijeséu o vlastitoj
upitnoj informatickoj pismenosti, samo su neki od ozbiljnijih razloga zbog kojih je pri-
mjena savremene tehnologije u nasim skolama gotovo marginalizovana. Stavise, rekli
bismo da je upotreba interaktivnih multimedija u osnovnoj skoli jos uvijek rijetkost, a
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ne obaveza (Saputri, Rukayah i Indriayu, 2018). Izvjesno je da formalna participacija
medija i multimedija u nastavi po automatizmu ne jemci njen visok kvalitet i zapazenije
vaspitno-obrazovno postignuce. Koliko ¢e ona zaista biti u funkciji efikasnog poucava-
nja i ucenja ponajvise zavisi od strucne, didakticko-metodicke i obrazovno-tehnoloske
kompetentnosti ucitelja. To zapravo znaci da je racionalnom primjenom multimedija
u nastavi prirode i drustva moguce kreirati optimalno pedagosko okruzenje koje ce
dodatno motivisati svakog ucenika na aktivnost i saznajnu znatizelju. U vezi s tim, re-
alizujuci ovo istrazivanje pokusali smo da sagledamo uticaj multimedija na efikasnost
nastave prirode i drustva (Cineci je ociglednijom), s jedne, i istovremeno skrenuti pa-
Znju nastavnicima i njihovim pretpostavljenim, kako bi shvatili neophodnost njihovog
dodatnog osposobljavanja za funkcionalniju medijsku primjenu u procesu poucavanja
i ucenja, s druge strane.

Naime, nesluceni razvoj informaciono-komunikacioih tehnologija uslovio je poti-
skivanje iz Skola predavacke nastave tradicionalnog tipa, uz primjenu frontalnog obli-
ka rada i dominantno uspostaviljanje jednosmjerne komunikacije na relaciji nastav-
nik — ucenik. Za razliku od te, u osnovi, retrogradne nastave, fleksibilno organizovana
nastava uz primjenu savremenih tehnoloskih rjesenja omogucuje funkcionalno i sinhro-
nizovano povezivanje niza kompatibilnih medija i njihovih komponenata koje sacinja-
vaju jedinstven multimedijski sistem, prikladan za koristenje razlicitih izvora znanja;
uspostaviljanje konvergentnih komunikacija, istovremeno angazujuci vise saznajnih
ucenickih receptora. Na taj nacin, kreira se znatno povoljniji vaspitno-obrazovni am-
bijent, nudeci svakom pojedincu Siri izbor didaktickog materijala i drugih saznajnih
izvora, cime se osnazuje njihova motivacija, istrazivacka aktivnost i doprinosi vecoj
trajnosti i samostalnosti prilikom sticanja dragocjenih znanja i vjestina. (Li i Kang,
2014). Multimedijske mreze i sistemi nude ucenicima i drugim korisnicima gotovo neo-
granicene mogucnosti pretrazivanja, razmjene i koristenja strucnih informacija, neza-
visno od vremenskih i prostornih uslova. Ovakav nacin ucenja u Skoli najcesce podstice,
kontrolise i usmjerava nastavnik. Ta kontrola je pozeljna, zavisno od uzrasta, sazrijeva-
nja i informaticke pismenosti ucenika, i onda kada pojedinac radi i koristi multimedije
bez posrednika — nastavnika ili roditelja. Osim toga, organizacija nastave uz podrs-
ku multimedija nudi svakom uceniku da napreduje shodno viastitim sposobnostima,
motivima i aspiracijama. Pored toga, tehnologija ovog tipa omogucuje ucenicima i
nastavnicima da znatno objektivnije prate i vrednuju vlastita, pojedinacna i zajednic-
ka, skolska postignuca. Buduci da nastavni program prirode i drustva obuhvata bogat
spektar sadrzaja i tematskih cjelina, nastavnik je u prilici da posredstvom multimedija
ucenicima prezentuje sadrzaje, predmete, objekte, procese i fenomene bez obzira na
prostorna, vremenska, bezbjedonosna i svaka druga ogranicenja. Medutim, obilje po-
nudenih informacija ne smije uticati na pravilnu selekciju i izbor onih najkvalitetnijih i
saznajno najcjelishodnijih sadrzaja. Nesporno je da multimediji nude brzo i lako kori-
Stenje razlicitih informacija, tim je posebno naglasena briga i odgovornost nastavnika
da selektivno i racionalno biraju one didakticki najsvrsishodnije. Od njih se ocekuje da
ukazuju na moguca neugodna iznenadenja, probleme i izazove koje neiskusne korisnike
vrebaju na elektronskim mrezama. Stoga ucenici moraju biti blagovremeno upozoreni,
da ih lakomisleno preuzimanje nepouzdanih informacija moze odvesti u stranputice sa
nesagledivim posljedicama.
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Izvjesno je da fenomenoloska interdisciplinarnost programa prirode i drustva uci-
teljima namecu obavezu kreiranja primjerenog multimedijalnog miljea, kako bi ucenici
Sto efikasnije ovladali predvidenim sadrzajima. U takvom medijskom okruzenju svaki
pojedinac je u poziciji da sam posmatra, analizira i pronalazi uzroc¢no posledicne veze
medu proucavanim predmetima, pojavama i procesima. Tako se animiraju i obogacu-
Ju saznajni kapacitet, podstice svekoliki razvoj ucenickog individualnog potencijala, a
istovremeno podize kvalitet nastave prirode i drustva. Sve to dodatno ohrabruje i osa-
mostaljuje ucenika i osposobljava ga da nastavnicko poucavanje postepeno supstituise
ucenjem bez posrednika, odnosno uvodi ga u tajne samoucenja.

Istrazivanjem organizacije, sustine i funkcije multimedija u nastavi prirode i drus-
tva, pokusali smo da damo skroman doprinos i ukazemo na njihove gotovo neiscrpne
mogucnosti i ocigledne prednosti nad verbalno-predavackom nastavom tradicional-
nog tipa. Ovom prilikom identifikovali smo niz problema i barijera koje usporavaju ili
onemogucavaju efikasniju implementaciju ove tehnologije u nastavni proces. Dobijeni
rezultati nedvosmisleno upozoravaju da se medijska i multimedijska tehnologija ne-
dovoljno koriste u bilo kojoj nastavi, pa i onoj iz prirode i drustva. Zabrinjavajuéa je
cinjenica da se izvjestan procenat ispitanika otvoreno izjasnjava da medije ovog tipa
nikada ne koriste u nastavi. Ovom prilikom ispitivali smo, izmedu ostalog, da li postoje
statisticki znacajne razlike u ucestalosti primjene multimedija s obzirom na regionalnu
pripadnost Skola u kojima se nastava prirode i drustva realizuje. Tom prilikom je do-
bijen y? = 18,056, 5to upucuje na zakljucak da ne postoji statisticki znacajne razlike u
pogledu primjene multimedija u nastavi prirode i drustva, s obzirom na regionalnu dis-
perziju Skola. To zapravo ukazuje na saznanje da je multimedijska nastava egalitarno
zanemarena u svim regionima iz kojih je odabran nas istrazivacki uzorak. Pokusavajuci
da otkrijemo koji su najozbiljniji uzroci i prepreke efikasnijoj participaciji i neposred-
nijoj primjeni multimedija u nastavi, vise od dvije tre¢ine (75,41 %) ispitanika istakli su
neadekvatnu materijalno-tehnolosku opremljenost skola. Pored toga, apostrofirana je:
neadekvatna informaticka osposobljenost nastavnka (mada je po tom pitanju zapazena
pozitivna distinkcija izmedu starijih i mladih kolega, u korist ovih drugih). Zatim se kao
ozbiljne barijere navode neprikladne ucionice i njihovi interijer, te nezadovoljavajuca
motivisanost nastavnika.

Prema tome, dobijeni rezultati su indikativni, zabrinjavajuci, ali istovremeno i upo-
zoravajuci. Oni mogu biti inspirativni za buduce istrazivace, koji pretenduju da se stu-
dioznije bave ovom sve aktuelnijom problematikom. Zabrinjavajuce i upozoravajuce bi
oni trebalo da budu za kreatore obrazovne politike, zakonodavce, finansijere, organiza-
tore Skole i neposredne realizatore nastave.
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POVZETEK — Medvrstnisko nasilje je postalo eden iz-
med izstopajocih problemov v Solah, zato ga je nujno
potrebno ucinkovito preprecevati in primerno ukre-
pati ob prekrskih. Cilj raziskave je bil raziskati stali-
Sca storilcev medvrstniskega nasilja o njihovih moti-
vih za izvajanje razlicnih vrst medvrstniskega nasilja.
Odgovori izhajajo iz resnicnih zivljenjskih situacij, v
katerih so bili udelezeni kot storilci medvrstniskega
nasilja. V tej deskriptivni, neeksperimentalni raziska-
vi je vprasalnik resevalo 782 slovenskih osnovnosol-
cev iz 21 nakljucno izbranih Sol in 7 statisticnih regij
Slovenije. V nadaljnjo obravnavo je bilo vkljucenih
286 ucencev, storilcev medvrstniskega nasilja. Izmed
teh je bilo vec fantov (185 ali 64,7 %) kot deklet (101
ali 35,5 %) in vec osmosolcev (162 ali 56,6 %) kot Sesto-
Solcev (124 ali 43,4%). Rezultati so pokazali, da sta
mascevanje in povrnitev glavna motiva za medvrstnisko
nasilje, in potrdili soobstoj tradicionalnega in spletnega
medvrstniskega nasilja. Poznavanje motivov za med-
vrstnisko nasilje, in sicer z vidika storilcev nasilja, je
pomemben korak k razumevanju posebnosti in dinami-
ke medvrstniskega nasilja ter nam lahko pomaga pri
nacrtovanju preventivnih in intervencijskih strategij v
Solskem prostoru.

1 Introduction
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ABSTRACT — Bullying has become one of the most
urgent problems in schools. Therefore, effective pre-
vention and appropriate intervention are imperative.
The objective of the study was to investigate bullies’
perceptions of the motives behind different types of
bullying. Students’ answers were based on their own
real-life experiences in which they participated as bul-
lies. In this descriptive non-experimental study, a ques-
tionnaire was applied to 782 Slovenian primary school
students from 21 randomly chosen schools from 7 statis-
tical regions of Slovenia. 286 of them were included in
the further survey as bullies, more boys (185 or 64.7 %)
than girls (101 or 35.3 %) and more eighth-graders (162
or 56.6%) than sixth-graders (124 or 43.4%,). The re-
sults showed that revenge and reciprocation were the
main motives for bullying, and confirm co-occurrence
among traditional bullying and cyberbullying. Know-
ing the motives for bullying from the bully perspective
is an important step towards understanding the specif-
ics and dynamics of bullying and can help in planning
the prevention and intervention strategies in schools.

Bullying has become one of the most urgent problems in schools. School is no
longer only an educational institution but also a place for upbringing and socializa-
tion; at the same time, the consequences of bullying can be long lasting and extensive
(Lereya et al., 2015). Therefore, effective prevention and appropriate intervention are
imperative. Identifying the motives associated with bullying reported by students who
bully themselves is essential to implement intervention and prevention in public pri-

mary schools.
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Dan Olweus, the first systematic researcher of bullying, defined it as repeated ag-
gression or harassment directed at targets who are deprived or less powerful compared
with the bully or bullies (1993). This power is used intentionally to obtain benefits
and domination over the victim and lasts over a longer period of time (Rigby, 2002).
Although the authors are unanimous in defining the basic criteria for bullying, their
definitions differ in some specifics (Pogorevc Mercnik, 2014).

There are different classifications of bullying. We have taken into account those
of Berger (2007) and Cheng, Chen, Liu & Chen (2011). They defined four types of
bullying: physical, verbal, relational and cyberbullying. Physical bullying represents
behaviour in the form of hitting, pinching, pushing, destroying goods, taking others’
belongings, etc. Harsh words, threats, laughing at someone, saying curse words, etc.
are forms of verbal bullying. Relational bullying is understood as spreading malicious
rumours, unfairly excluding someone from the group, repetitively rejecting communi-
cation to show that someone is unwelcome, etc. These three types of bullying are in this
paper termed as “traditional bullying”. Any activity that is oriented towards terrorizing
or harming someone via technology (Li, 2007; Kowalski, Limber & Agatston, 2008;
Erdur-Baker, 2010) is defined as cyberbullying, where different forms require different
difficulty levels of computer knowledge. Cyberbullying includes a range of behaviours
such as harassment, denigration, impersonation, exclusion, outing and trickery, etc.
(Rigby, 2002; Cheng et al., 2011; Fluck, 2017; Kozmus & PSunder, 2018).

Although cyberbullying can be understood as a type of psychological bullying,
as for example relational bullying (Smith et al., 2008; Konig, Gollwitzer & Steffgen,
2010), some of its specifics should be pointed out to make a distinction from the tra-
ditional bullying (PSunder & Kozmus, 2018). The specifics of cyberbullying include
the increased potential for a large audience, increased potential for anonymous bully-
ing, lower levels of direct feedback of the victim, changed power ratio, decreased time
and space limits and lower levels of supervision, easier avoidance of penalties due to
lack of control (Beran & Li, 2007; Slonje & Smith, 2008; Sticca & Parren, 2013). It is
worth pointing out that traditional bullying and cyberbullying are common occurrences
around the world, and many studies confirm the co-occurrence and overlap of these
two types of bullying and victimisation (Li, 2007; Raskauskas & Stoltz, 2007; Smith
et al., 2008; Kowalski, Morgan & Limber, 2012; Tural Hesapgioglu & Ercan, 2017;
Psunder & Kozmus, 2018).

The most general classification of motives for the traditional types of bullying can
be: instrumental motives (e.g. the bully wanting someone’s lunch/money) and psycho-
logical motives (e.g. the bully feels better about him or herself if others feel bad) (Bo-
sacki, Marini & Dane, 2006). The motives for the traditional types of bullying can also
be divided into the following main categories: internal reasons (student’s insecurity,
family problems, not performing well in school, feelings of loss and confusion) and
social pressure (provocation) (Pister, 2014). Frisén, Jonsson & Persson (2007) similarly
listed the most frequent motives of the bully as an individual: low self-esteem, feeling
cool, having his own problems. Other less frequent answers included: peer pressure, the
bully is annoyed with the victim, the bully is jealous of the victim, lack of respect and
the bully is also a victim. In Thornberg & Knutsen’s (2011) study, the stated motives
behind the traditional types of bullying were divided into five main categories: bully
attributing, victim attributing, peer attributing, school attributing and human/nature/
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society attributing. Further research (Thornberg, Rosenquist & Johansson, 2012) sum-
marized the motives into three main categories: bully attributing, victim attributing and
social context attributing.

Baas, de Jong & Drossaert (2013) tried to prove there may have been different mo-
tives behind cyberbullying. Three categories of motives for cyberbullying were men-
tioned. The first is an internally felt drive to cyberbullying (e.g. children bully other
children out of boredom, for pleasure, to reduce stress or to compensate for being (cy-
ber) bullied themselves). The second is trying to fit in or trying to belong, and is based
on negative experience with the victim and includes a row, jealousy or breaking up
a friendship or relationship. The third category is based on the characteristics of the
victim and includes appearance, socially related characteristics and personality. Verjas,
Talley, Meyers, Parris & Cutts (2010) found that high school students reported a range
of internal motivations (e.g. redirect feelings, revenge, making themselves feel bet-
ter, boredom, instigation, protection, jealousy, approval seeking, trying a new persona,
anonymity/disinhibition) and external motivations (e.g. lack of consequences, non-con-
frontational situations and target difference for cyberbullying). They also confirmed
that respondents more often identified themselves as internally motivated for cyberbul-
lying rather than externally. This is surprising, because the external motivations are
actually defining cyberbullying as different from the traditional bullying.

2 Methods

Research problem

In the empirical part, the authors were interested in why some students engage in
bullying and others do not and which are the reasons that lead students toward aggres-
sive behaviour — bullying namely represents a subcategory or subtype of aggressive
behaviour (Salmivalli, 2010). They wanted to determine if the bully uses more than one
type of bullying and, if so, which types, and if the motives behind the different types
of bullying differ, as stated by some authors (Wilton & Cambell, 2011). The authors
also wanted to answer the question whether there are differences in bullies’ motives for
engaging in traditional bullying versus cyberbullying (Compton, Campbell & Mergler,
2014).

Students’ answers were based on their own real-life experiences in which they par-
ticipated as bullies. We believe that knowing the motives for bullying from the bully
perspective is an important step towards understanding the specifics and dynamics of
bullying.

Methodology of research
Sample of Research. We contacted 39 schools, randomly chosen from all 12 statisti-

cal regions of Slovenia. 21 of 24 schools from seven statistical regions of Slovenia re-
turned completed questionnaires. From these schools, one class of sixth graders and one
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of eighth graders were included in the survey. The questionnaire was answered by 782
students. Since the main aim of the research was to understand the violent acts by the bul-
lies, they were the only ones included in further analysis (see Instrument in Procedures).

Instrument and procedures

Our study is based on a descriptive non-experimental method of empirical peda-
gogical research (Sagadin, 2003).

Data was collected with a questionnaire. The questionnaires were sent by regular
mail to primary schools after having received the headmaster’s consent to participate
in the study. Before distributing the questionnaires, studentswere assured complete
anonymity. The questionnaires were completed during school time. There were many
parts to the questionnaire. In the following section, we present the parts relevant for
this research. The first part of the questionnaire comprises general student data (e.g.
grade, gender, grades). The second part of the questionnaire contains the School Bul-
lying Scales (Cheng et al., 2011). The scale, as introduced in the previous chapter, was
translated and adapted for Slovenian research by Jakin and Pecjak (2012, cited in Pecjak
2014). The bullying scale showed good reliability (Cronbach’s a. = 0.85).

Students who bullied were asked why they were occasionally violent towards oth-
ers. Based on the literature and the answers given by students during informal conver-
sation, ten possible answers were formulated. The bullies had to choose up to three
options. If they chose, their own answer could be written; they could choose the option
“I don’t know” or “I haven’t been violent in the last six months” if they thought their
acts had not been violent.

In order to make a clear distinction between bullies and non-bullies, the School Bul-
lying Scale (Cheng et al., 2011) was used. The scale is a self-assessment measurement
instrument that measure four types of school bullying, verbal, physical, relational and
cyber bullying, from the bully’s point of view. Each student reported how many times
he or she was in the position of a bully for each type of bullying in the last six months.
Each statement could be answered on a five-level Likert scale: 0 — never, 1 —once or
twice, 2 — two or three times a month, 3 — once a week, 4 — several times a week. The
authors of the scale converted the row results into percentile norms, separating those
who typically appear in the bully role from the others. Higher results for a role indicate
the most representative one for this role.

The majority of students (496 or 63.4%) scored up to 5 points on the bullying
scale; these students are the non-bullies. The minority is represented by the bullies (68
or 8.7%). Students from the middle group and the group of bullies (286 students in
total) were included in the further survey. The final sample included more boys (185
or 64.7%) than girls (101 or 35.3) and more eighth-graders (162 or 56.6 %) than sixth-
graders (124 or 43.4%).

Data analysis

The collected data was analysed by the statistical programming equipment SPSS.
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3 Results and discussion

The bullies were classified into four groups based on the type of bullying: physical,
verbal, relational or cyberbullying. Each student was classified into one group after re-
porting having performed a corresponding violent act at least once. From a total of 286
student bullies, the verbal bullying group included 284 (99.3 %) students; the physical
bullying group included 243 (85.0%) students; the relational bullying group included
213 (74.5 %) students, and the cyberbullying group included 34 (11.9 %) students. Each
student could be placed in more than one group at the same time if he or she reported
being bully in various types of bullying. The data are shown in Table 1.

Table 1.Number (f) and structural percentage (f%) of students based on participation in
various types of bullying

Student bullies in various types of bullying f f%
Verbal, physical and relational 149 52.1
Verbal and physical 64 22.4

Verbal and relational bullying 28 9.8

Verbal, physical, relational and cyber 28 9.8

Verbal bullying 9 3.1

Verbal, relational and cyber 6 2.1

Physical and relational bullying 2 0.7
Total 286 100.0

Table 1 shows that about a tenth of students (9.8 %) took part in all types of bullying
in the last six month. More than half the students (52.1 %) participated in all three types
of traditional bullying at the same time. About one-fifth of students (22.4 %) partici-
pated in verbal and physical bullying at the same time, and a little less than one-tenth
of students (9.8 %) participated in verbal and relational bullying. No one participated in
cyberbullying alone; all students were part of at least one type of traditional bullying.

Although the original purpose of the present research was to examine the motives
behind traditional and cyberbullying from the bully perspective, it turned out that this
would not be meaningful since all bullies were at the same time involved in traditional
bullying and some of them also in cyberbullying. On the basis of the above findings that
in the last six months student bullies were simultaneously involved in several types of
bullying, we decided to examine the motives for bullying in general, stated by the bul-
lies themselves. The results are presented in Table 2.
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Table 2. Percentage of students reporting motives behind bullying

Rang Motives f f%
1 Reciprocation, revenge 158 55.2
2 Showing dislike 44 15.4
3 Enjoyment 29 10.1
4 Boredom 23 8.0
5 To join others 21 7.3
6 Jealousy 12 4.2
7-8 Craving for admiration 10 3.5
7-8 Harming the victim 10 3.5
9-10 Causing fear 8 2.8
9-10 Being better than the victim 8 2.8
11 Other* 1 0.3
/ I do not know 47 16.4
/ I was not aggressive 41 14.3
Total 286 100.0

Remark: * The student’s answer was “Because it was self-defence.”

Table 2 shows that the most common motive behind bullying is reciprocation or
revenge, followed by showing dislike for the victim and enjoyment. Some students did
not know why they were bullying and some claimed they did not behave aggressively.

In the present study, the importance is given to the motives behind bullying from
the bullies’ perspectives. By knowing bullying from the bully perspective can help in
planning the prevention and intervention strategies in schools. The study showed that,
in the last six months, the bullies took part in various types of bullying. Thus, there
is a high probability that a student who bullies in school will also be a cyberbully,
and vice versa. This was also confirmed by other studies (Li, 2007; Kowalski & Lim-
ber, 2007; Raskauskas & Stoltz, 2007; Smith et al., 2008; Kowalski et al., 2012; Tural
Hesapgioglu & Ercan, 2017; PSunder & Kozmus, 2018). Therefore, we decided to ex-
amine the motives for bullying in general (not separately for traditional and cyberbully-
ing), stated by the bullies themselves.

The study showed that the most common motive behind bullying is reciprocation
or revenge, followed by showing dislike for the victim and enjoyment. The motive of
reciprocation indicates the possibility that the bully was the victim in the past. Positive
correlations among the bully and victim roles were confirmed in previous research (e.g.
Solberg, Olweus & Endresen, 2007; Cheng et al., 2011). They indicate that it is not
enough to focus only on the bullies; we must also focus on the victims of bullying, since
they may become bullies in the future (Solberg, Olweus, & Endresen, 2007). Pecjak in
Pirc (2014) point out that it is also reasonable to focus on students observers of bully-
ing, who have great potential for reducing bullying. School life and its whole operation
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should send a clear message against bullying and violence — it is not acceptable, not
even when its goal is reciprocation. It is also important to pay attention not only to
violent situations, but also to those situations which may lead to violence (Pogorevc
Mer¢nik, 2014).

Reciprocation for bullying or revenge is a handy motive, allowing bullies to excuse
their inappropriate behaviour and pin the responsibility on someone in a he/she-did-it-
first-I-returned-the-blow way. School staff should encourage students to make a critical
review of bullying, think about the possible consequences for bullies and victims and,
most of all, to reflect upon alternative behaviour in the future. Encouraging active par-
ticipation and practising constructive conflict-solving skills for bullies can be beneficial
in making them more conscious of their inappropriate behaviour, recognizing the nega-
tive consequences of bullying and learning to take responsibility for the their own be-
haviour. Pogorevc Mer¢nik (2014) points out that, in addition to secondary prevention
activities, the school must also carry out primary prevention activities, which reduce the
risk factors for violence.

In the end, some limitations of our research need to be mentioned. Although a high
number of respondents was initially included in our study, only some were categorized
as bullies, and a small percentage of these appeared to be cyberbullies. Moreover, the
representative sample is applicable only to Slovenian schools, and care should be taken
when and if applying it to any other school. Furthermore, the majority of the respond-
ents were bullies in various types of bullying at the same time, and it was therefore hard
to distinguish between the motives for different types of bullying. Quantitative research
methods should be combined with qualitative ones in the future (e.g. when interviewing
a student, an explanation of specific motives for specific types of bullying could be pro-
vided). Finally, the focus of the research was on the bully’s motives; however, bullies
may not be aware of all the motives for bullying as they can be subconscious as well.
This might be a subject for future research.

4 Conclusions

The purpose of the survey was to research the bullies’ perception of their motives
for bullying and if the motives behind different types of bullying differ. Based on the
bullies’ answers, the majority of the motives behind bullying are classified similarly.
The most common motive for bullying is reciprocation or revenge, followed by show-
ing dislike for the victim. According to the research results, students who bully usually
use various types of bullying. No one participated in cyberbullying alone. Students who
practice a certain type of bullying also use other types of bullying more often. The study
emphasises the importance of raising the awareness among students that aggressive
behaviour is not a proper way to solve problems and dislikes.
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Dr. Mateja Psunder, dr. Andreja Kozmus

Motivi za medvrstniSko nasilje med slovenskimi
osnovnoS$olskimi storilci

Medvrstnisko nasilje (v nadaljevanju: MN) je postalo eden izmed izstopajocih pro-
blemov v osnovni Soli. Problem je Se resnejsi, ¢e vemo, da Sola vse bolj postaja mesto
postavljanja meja in socializacije ucencev ter da so posledice medvrstniskega nasilja
pogosto dolgotrajne in obsezne (Lereya et al., 2015). Poznavanje medvrstniskega nasi-
lja s perspektive storilcev nasilja lahko pomaga pri nacrtovanju preventivnih in inter-
vencijskih strategij v Solskem prostoru. Prispevek poudarja pomembnost ozavescanja
ucencev, da nasilje ni primeren nacin neodobravanja drugih in resevanja konfliktov.

MN je definirano kot ponavljajoce se agresivno vedenje, usmerjeno proti posame-
znikom, ki so depriviligirani ali §ibkejsi v primerjavi s storilcem ali storilci (Olweus,
1993). Slednji svojo mo¢ uporabljajo z namenom doseganja koristi ali prevlade nad
Zrtvijo, in to daljse casovno obdobje (Rigby, 2002). Ceprav so avtorji pri opredeljevanju
temeljnih kriterijev medvrstniskega nasilja enotni, se njihove opredelitve razlikujejo v
nekaterih posebnostih (Pogorevc Mercnik, 2014).

Viste MN so: fizicno, besedno, odnosno in spletno (Berger, 2007, Cheng et al.,
2011). Prve tri vrste oznacujejo tradicionalno nasilje v primerjavi s spletnim nasiljem,
ki predvideva izvajanje agresivnih dejanj s pomocjo tehnologije (Li, 2007, Kowalski,
Limber in Agatston, 2008, Erdur-Baker, 2010). Veliko Studij je potrdilo soobstoj in pre-
pletanje tradicionalnega in spletnega nasilja (Li, 2007; Raskauskas in Stoltz, 2007,
Smith at al., 2008; Kowalski, Morgan in Limber, 2012; Tural Hesap¢ioglu in Ercan,
2017, Psunder in Kozmus, 2018).

Bosacki, Marini in Dane (2006) delijo motive za tradicionalne oblike MN na in-
strumentalne in psiholoSke. Pister (2014) loci notranje motive (negotovost Studentov,
druzinske tezave, neuspeh v soli ali obcutek izgube in zmede) in socialni pritisk (pro-
vokacija). Thornberg, Rosenquist in Johansson (2012) povzemajo motive v tri glavne
kategorije, ki se nanasajo na storilca, zrtev ali socialni kontekst.

Prav tako Baas, de Jong in Drossaert (2013) omenjajo tri kategorije motivov za
spletno obliko MN. Ti so:
O notranji motivi (npr. dolgcas, uzitek, zmanjsanje stresa ali kompenzacija
za tradicionalno MN),
O zelja po vkljucenosti in pripadnosti (npr. negativne izkusnje z Zrtvijo, lju-
bosumje ali prekinitev prijateljstva ali odnosa) in c) znacilnosti zrtev (npr.
videz, druzbeno povezane znacilnosti in osebnost).

Verjas, Talley, Meyers, Parris in Cutts (2010) so ugotovili, da so bili dijaki pogoste-
Je notranje (in ne zunanje) motivirani za spletno MN, kar je presenetljivo, saj zunanja
motivacija dejansko opredeljuje spletno nasilje za drugacno od tradicionalnega (npr. po-
manjkanje posledic za svoja dejanja, ni soocenja z Zrtvijo, izbiranje tudi mocnejsih Zrtev).

Cilj raziskave je bil raziskati prepricanja ucencev storilcev in njihove motive za
vpletenost v razlicne vrste MN v slovenskih osnovnih Solah. Avtorici je zanimalo, ali
obstajajo razlike v motivih ucencev storilcev pri vpletenosti v tradicionalno oz. spletno
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nasilje, kot so potrdili nekateri avtorji (Compton, Campbell in Mergler, 2014). Prepo-
znavanje motivov, povezanih z MN, kot jih navajajo ucenci sami, je namrec bistveno pri
nacrtovanju intervencij in preventive v slovenskih javnih osnovnih Solah.

V empiricnem delu je avtorici natancneje zanimalo:
0O zakaj so nekateri ucenci vpleteni v MN in drugi ne,
O kateri so motivi, ki ucence vodijo k agresivnemu vedenju (Salmivalli, 2010),
O ali storilci MN hkrati izvajajo vec vrst MN,
O ceda, katere vrste, in
i

ali se motivi za razlicne vrste MN medsebojno razlikujejo (Wilton in Cam-
bell, 2011).

Predvidevali sta, da razlicne vrste nasilja soobstajajo ter da so motivi zanje podob-
ni. V raziskavi sta uporabili opisno in neeksperimentalno metodo pedagoskega razi-
skovanja (Sagadin, 2003). Zbrane podatke sta analizirali z ustreznimi multivariantnimi
statisticnimi metodami.

Podatki so bili zbrani s pomocjo vprasalnika in analizirani s statisticnim progra-
mom SPSS. Prvi del vprasalnika je vseboval splosne podatke o ucencih (npr. razred,
spol, ocene), drugi del pa lestvice Solskega MN (Cheng et al., 2011), prevedene in pri-
lagojene za Slovenijo (Jakin in Pecjak, 2012; navedeno v Pecjak, 2014, Cronbach's
Alpha = 0,85).

Ucence smo vprasali, zakaj so bili obcasno nasilni do drugih. Na podlagi literature
in neformalnih pogovorov je bilo formuliranih 10 moznih odgovorov, lahko so zapisali
svoj odgovor ali moznosti “ne vem” in “nisem bil nasilen”’. Ucenci so lahko izbrali do
3 odgovore. Za jasno razlikovanje med storilci MN in tistimi, ki to niso, smo uporabili
Lestvico medvrstniskega nasilja (Cheng et al., 2011). VpraSalnik meri Stiri vrste Solske-
ga MN: verbalno, fizicno, odnosno in spletno nasilje, in sicer z vidika storilca MN. Vsak
ucenec je porocal, kolikokrat je bil v viogi storilca MN, kolikokrat je izvajal posamezno
vrsto nasilja in kolikokrat v zadnjih Sestih mesecih. Na vsako trditev so lahko odgovo-
rili na petstopenjski Likertovi lestvici: 0 — nikoli, 1 — enkrat ali dvakrat, 2 — dvakrat
ali trikrat mesecno, 3 — enkrat tedensko, 4 — veckrat tedensko. Avtorji lestvice so grobe
rezultate pretvorili v percentilne norme, s katerimi so locili tiste, ki tipicno nastopajo v
vlogi storilca MN, od ostalih. Visji rezultat doloca, da je posameznik bolj reprezentati-
ven predstavnik te skupine ucencev.

Vecina ucencev (496 ali 63,4 %) je z odgovori dosegla do 5 tock na lestvici storil-
cev MN — ti ga niso izvajali. ManjsSino predstavljajo ucenci storilci MN (68 ali 8,7 %).
Ucenci srednje skupine in ucenci skupine storilcev MN (skupaj 286) so bili vkljuceni v
nadaljnjo raziskavo. Koncni vzorec je vkljuceval vec¢ deckov (185 ali 64,7 %) kot deklic
(101 ali 35,3 %) in ve¢ osmosolcev (162 ali 56,6 %) kot Sestosolcev (124 ali 43,4 %).

Ucenci storilci MN so bili razdeljeni v Stiri skupine glede na vrsto nasilja, ki so ga
storili: fizicno, verbalno, odnosno in spletno nasilje. Vsak ucenec je bil razvrscen v po-
samezno skupino, e je zapisal, da je doloceno vrsto nasilja izvedel vsaj enkrat. Od sku-
pno 286 ucencev storilcev je bilo v skupino verbalno nasilnih vkljucenih 284 (99,3 %)
ucencev; skupina fizicno nasilnih je vkljucevala 243 (85 %) ucencev, skupina odnosno
nasilnih je vkljucevala 213 (74,5 %) ucencev in skupina spletno nasilnih je vsebovala
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34 (11,9 %) ucencev. Vsak ucenec je lahko bil vkljucen v vec kot eno skupino hkrati, ce
je porocal, da je izvajal vec vrst nasilja.

Priblizno desetina ucencev (9,8 %) navaja vpetost v vse (4) vrste MN v zadnjih 6
mesecih. Vec kot polovica vkljucenih (52,1 %) navaja vpetost v 3 vrste tradicionalnega
nasilja hkrati. Priblizno petina ucencev (22,4 %) je sodelovala v verbalnem in fizicnem
nasilju in nekaj manj kot desetina (9,8 %) v verbalnem in odnosnem nasilju. Nobeden
izmed ucencev ni sodeloval le v spletnem nasilju; vsi so izvajali vsaj eno vrsto tradici-
onalnega nasilja.

Osnovni namen raziskave je bil raziskati motive za tradicionalno in spletno nasilje.
Izkazalo se je, da so ucenci storilci hkrati izvajali vec vrst MN, nekateri izmed njih tudi
spletno nasilje. Zaradi tega smo se odlocili prouciti motive za MN na splosno.

Najpogostejsi motiv za MN je povrnitev ali mascevanje (55,2 %), ki mu sledijo od-
klonilen odnos do zrtve (15,4 %), uzitek (10,1 %), dolgcas (8 %), pridruziti se ostalim
(7,3 %), ljubosumje (4,2 %), hrepenenje po pozornosti in zZelja poskodovati Zrtev (oba
3,5 %) ter ustrahovanje in kazanje premoci nad zrtvijo (oba 2,8 %), en ucenec (0,3 %)
je odgovoril, da je slo za samoobrambo. Kar 16,4 % ucencev ni vedelo, zakaj so bili
nasilni, 14,3 % pa jih meni, da se niso vedli agresivno.

Na podlagi odgovorov ucencev, ki smo jih predhodno klasificirali za storilce MN,
smo ugotovili, da ucenci storilci obicajno izvajajo vec vrst MN hkrati. Tisti, ki so bili
pogosteje storilci dejanj ene vrste MN, so bili pogosteje storilci tudi druge vrste MN.

Ker obstaja velika verjetnost, da bo ucenec, ki je nasilen v soli, udelezen tudi v
spletnem nasilju, smo se odlocili, da proucimo motive za MN na splosno (ne loceno za
tradicionalno in spletno nasilje). Najpogostejsi motiv za MN je povrnitev ali masceva-
nje, kar kaze na moznost, da so bili storilci sami v preteklosti zrtve. Pozitivne povezave
med viogo storilca in Zrtve so bile potrjene ze v predhodnih raziskavah (npr. Solberg,
Olweus in Endresen, 2007; Cheng et al., 2011). Kazejo nam, da ni dovolj, da se osre-
dotocimo le na storilce, temvec tudi na zrtve MN, saj lahko te v prihodnosti postanejo
storilci MN (Solberg, Olweus in Endresen, 2007). Pecjak in Pirc (2014) pa opozarjata,
da je smiselno pozornost usmeriti tudi na ucence opazovalce medvrstniskega nasilja, ki
imajo veliko potencialno mo¢ za zmanjsanje tovrstnega nasilja.

Solsko Ziviljenje in njegovo celotno delovanje morata poslati jasno sporocilo proti
nasilju, ki ni sprejemljivo, tudi ¢e je njegov cilj povracilo. Slednje je prirocen motiv, ki
storilcem nasilnih dejanj omogoci opravicilo za svoje neprimerno vedenje in prenese
odgovornost zanj na drugega. Solski strokovni delavci bi morali ucence spodbujati h
kriticnemu pogledu na nasilje, poudariti mozne posledice ter prikazati primere alter-
nativnega vedenja v prihodnosti. Spodbujanje aktivne udelezbe in spretnosti nenasil-
nega resevanja konfliktov je lahko koristen nacin ozavesc¢anja neprimernega vedenja,
prepoznavanja posledic in prevzemanja odgovornosti za svoja dejanja. Prav tako je
pomembno, da pozornosti ne namenjamo le situacijam, ki so nasilne, ampak tudi tistim,
ki lahko vodijo v nasilje. Pogorevc Mercnik (2014) opozarja, da mora Sola poleg se-
kundarne preventivne dejavnosti nujno izvajati tudi primarno preventivno dejavnost, s
katero zmanjsujemo dejavnike tveganja za nastanek nasilja.

Na koncu je potrebno omeniti nekatere omejitve nase raziskave. Kljub velikemu
Stevilu vkljucenih v raziskavo jih je le manjsi delez ustrezal pogojem za nadaljnje pro-
ucevanje. Vzorec je reprezentativen samo za slovenske Sole. Ker je bil velik delez sto-
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rilcev MN udelezen v razlicnih vrstah MN hkrati, je bilo tezko razlikovati med motivi

za

razlicne vrste MN. Kvantitativne raziskovalne metode bi bilo v prihodnje potrebno

kombinirati s kvalitativnimi, ki bi omogocile dodatno razlago motivov pri posameznih
vrstah MN. Prav tako je mogoce, da se ucenci ne zavedajo vseh motivov za MN, le-ti so
lahko tudi nezavedni. To je lahko predmet prihodnjih raziskav.
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POVZETEK — Clanek se osredotoca na cedalje aktu-
alnejse podrocje povezovanja poklicnega in strokov-
nega srednjega Solstva ter gospodarstva, vkljucen pa
Jje tudi pogled na to, kaksni so ucinki tega povezo-
vanja na brezposelnost in inovativnost. Na podlagi
metod kvalitativne analize smo analizirali podatke,
zbrane s pomocjo polstrukturiranih intervjujev s stra-
ni dvanajstih pomembnih deleznikov. Najpomembnej-
Se ugotovitve raziskave so, da v Sloveniji Se nimamo
zadovoljivega povezovanja med srednjim Solstvom in
gospodarstvom. Predvsem je problem komunikacija
med vsemi delezniki, ki so neposredno ali posredno
vkljuceni v to povezovanje. Identificirali smo sis-
temske, organizacijske, kadrovske in financne ovire.
Predvsem bi bilo treba sodelovanje zapovedati, tudi
nadzirati in nagraditi. Ugotovili smo, da drzava nima
Jasne strategije in ciljev izobrazevalne politike, ki bi
bili usklajeni s potrebami gospodarstva v prihodno-
sti. Vsi udelezenci v raziskavi pricakujejo od drzave,
da bo trajnostni dialog sistemsko uredila in pri tem
uporabila holisticni pristop. Ustrezno izobrazevanje
bi namrec pripomoglo k temu, da bi dobili ustvarjalne
in inovativne kadre, kar bi seveda povecalo njihove
moznosti zaposlitve.

1 Uvod
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ABSTRACT— The article focuses on the increasingly
popular area of integration of vocational and technical
secondary education and the economy, while providing
an insight into what effects this integration has on unem-
ployment and innovation. Based on the qualitative re-
search methods, we analysed the data collected through
semi-structured interviews conducted with twelve
significant stakeholders. The most important findings
of the research are that Slovenia does not yet have a
satisfactory connection between secondary education
and the economy. The problem lies in the communica-
tion between all stakeholders who are either directly or
indirectly involved in this integration. We identified sys-
temic, organizational, personnel and financial barriers.
Above all, educational policy should be connected in a
stated way with economic policy, and the cooperation
should be monitored and rewarded. The findings show
that Slovenia does not have a clear education policy
and strategies, which need to be aligned with the needs
of the economy in the future. All research participants
expect the state to systematically regulate a sustainable
dialogue using a holistic approach. Adequate education
would help create more creative and innovative staff,
which would naturally increase job opportunities.

Srednje Solstvo se v danasnjem Casu sooca z izzivi ekonomske, politicne in druzbe-
ne narave na globalni ravni, zato bi bilo potrebno hitrejSe preoblikovanje izobrazevalnih
programov, saj hitro spreminjajoce se okolis¢ine, globalizacija ter druzba znanja od
mladih ¢edalje bolj zahtevajo vsestranske sposobnosti, najrazli¢nej$o paleto znanj in
kompetenc (Muller, 2000; Arenius in Minitti, 2005; Quint, 2006; Burke, 2007; OECD,
2008; OECD, 2018). Prihaja ¢as, ko bodo mladi na svoji poklicni in zivljenjski poti
zamenjali ve¢ poklicev, ne samo delovnih mest. Zato morajo pridobiti sposobnosti, da
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bodo lahko nenehno pridobivali nova znanja, ki bodo pomembna na njihovi karierni
poti (Cerneti¢, 2006; Abdullah in Sofian, 2012; Sumedrea, 2013).

Solstvo mora izobrazevati za prihodnost, saj globalizacijski procesi prinasajo veli-
ko sprememb, torej je pomen ¢lovekove ustvarjalnosti, inovativnosti in podjetnosti Se
toliko vecji (Maxwell, 2003; Barr, 2006; Van der Ploeg in Veugelers, 2008; Valimaa,
2009; Lorenz in Lundvall, 2010; Sirec in Rebernik, 2011), zato je §¢ pomembneje, da
izobrazimo inovativne in podjetne kadre, saj bodo rojeni po letu 1982 do leta 2025
predstavljali 75 odstotkov delovne sile (Mulej, 2013; Likar, 2006). Glede tega pa mo-
rajo Sole Se marsikaj spremeniti in izboljsati, saj je nasa predhodna raziskava (Kunc
in Likar, 2014, str. 40) pokazala, da je konkretnih inovacijskih rezultatov v slovenskih
Solah malo, Sole so ve¢inoma le sledilci.

Srednjesolski sistem mladih ne usmerja dovolj k inovativnemu razmisljanju in s
togim Solskim programom ne sledi potrebam gospodarstva, zlasti ne hitremu razvoju
tehnologij (Likar in Fatur, 2009). Zaradi tega je sodelovanje srednjih Sol s podjetji v
lokalni skupnosti zelo pomembno, saj se morajo v gospodarstvu nenehno truditi za no-
vosti, posodobitve, inovacije, ker drugace na trgu ne bodo preziveli. Inovacijski pristopi
se prenasajo tudi v $olstvo, toda s kar dolgo — veéletno zamudo. Sole veckrat tudi zaradi
pomanjkanja sredstev spremembam ne sledijo tako hitro. Ravno povezovanje obeh sfer
pa mladim omogoca, da prej spoznajo npr. nove delovne stroje, robote, inovativne pro-
cese ipd.; prav tako lahko podjetja financirajo potrebne novosti, saj Sole izobrazujejo
pravzaprav njihov potencialni kader (ESA, 2000; Piskaty et al., 2000; Bevc, Koman in
Murovec, 2006; Achleitner, Wallner in Schonherr, 2012; Niibler, 2014; Dougherty in
Lombardi, 2016; Shen, Ye in Zhu, 2018).

Ta povezanost je pomembna tudi z vidika zaposlovanja mladih, ki je vedno aktu-
alna tema, saj je prvi vstop na trg delovne sile najtezji, hkrati pa se postavlja vprasanje
izbire mladih kadrov, ki naj bi bili z vidika gospodarstva poleg vsega pricakovanega,
kar jim omogo¢i izobrazevanje, tudi inovativni. Delodajalci zahtevajo tudi izkusnje, ki
pa jih mladi e nimajo (Zaletel, 2006; Barham et al., 2009; Hodkinson, Sparkes in Hod-
kinson, 2013). Po drugi strani pa je to lahko tudi prednost, ker tako lahko delodajalci
mladega kandidata vzgojijo v duhu lastne organizacije (Merka¢ Skok, 2005; Graen in
Grace, 2015).

Slovenski delodajalci se ¢edalje pogosteje soocajo s problemi pri iskanju ustrezno
kvalificiranih kadrov (UMAR, 2018; SURS, 2019; ZRSZ, 2019; OZS, 2019). Ceprav
Evropska komisija in OECD opozarjata na pomembno vlogo vseh institucij, od vrtca
do univerze in izobrazevanja odraslih, med njimi $e vedno ni prave povezanosti, ki pa
bi bila nujno potrebna (Svetlik in Lorenci¢, 2002; European Commission, 2013; Jacob-
sone in Cakula, 2015).

Da bi lahko hitreje sledili trajnostnim razvojnim ciljem in pridobili ustrezne kom-
petence (Strugar, Znidarsi¢ in Jereb, 2012, str. 165; Tominc, 2013; Pozni¢ in Pecjak,
2017), moramo povezati vse deleznike, ki so nujni pri tem, da lahko vsi pridobimo
ustrezna znanja in ves¢ine, potrebne za delovna mesta prihodnosti, da se bo lahko druz-
ba uspesno razvijala. Prav tako je treba spremeniti tudi metode in nacine izobrazevanja
ter sistemati¢no vlagati v znanje, hkrati pa moramo biti odprti za primere dobrih praks
(Stemberger in Cenci¢, 2016).
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Kljuéni vidik namena povezovanja izobrazevanja in gospodarstva je dvig ravni
zaposlenosti mladih, ki zapuscajo sistem poklicnega in strokovnega srednjesolskega
izobrazevanja, zato je proucevanje tega podrocja zelo pomembno (Opalk et al., 2003;
Vodopivec in Smerajec, 2016; Allesandrini, 2018). Ceprav se zdi povezovanje obeh
sfer popolnoma samoumevno, temu ni tako. Posledice tega nezadostnega povezova-
nja se Ze odrazajo na trgu dela. Strokovnjaki (Leibowitz, 2004; Celebig, 2018; Puklek
Levpuscek, 2018; Rebernik et al., 2018; Dougherty, 2018; OZS, 2019) ze nekaj casa
opozarjajo na “krizo” ¢loveskih virov, ko imamo veliko §tevilo prostih delovnih mest,
brezposelni pa nimajo ustrezne izobrazbe in znanja, da bi jih lahko zasedli.

Ta kratek pregled literature torej nakazuje na velik pomen povezovanja srednjega
Solstva in gospodarstva. VeCina avtorjev se strinja, da morajo snovalci izobrazevalne
politike ze v osnovi konkretneje povezati ti dve sferi, ker gre za preve¢ pomembno
podrocje, da bi bilo lahko prepusceno le nekaterim posameznikom. Nekateri pa ugota-
vljajo tudi, da posamezna napredna podjetja strukturno brezposelnost resujejo kar same
in ne ¢akajo, da bo ukrepala drzava.

Z raziskavo smo proucili, kako bi lahko bolje povezovali srednjeSolsko izobraze-
vanje s potrebami gospodarstva z namenom dviga inovativnosti bodocih kadrov ter
njihove vecje zaposljivosti. Zaradi nenehnih tehnoloskih in organizacijskih sprememb
so premalo le obcasne reforme Solskega sistema, ampak je potrebno cedalje bolj zvezno
prilagajanje izobrazevanja (Svetlik in Lorenci¢, 2002). Analiza je pokazala najvec vr-
zeli v komunikaciji med sferama, odprtem kurikulu in neprimernih odnosih na PUD-u.
Ker gre za zelo pomembna podrocja, je treba ¢im prej poiskati ustrezne resitve. Menimo
namre¢, da bi ustrezno povezovanje obeh sfer lahko omogocilo mladim, da bi se ze
tekom Solanja tesneje povezali s konkretnim delodajalcem, ga bolje spoznali in tako Ze
v Casu Solanja dobili morebitne inovativne ideje.

2 Metodologija in raziskovalna vprasanja

Namen raziskave je bil prouciti sedanje stanje ter priloznosti in moznosti za bolj-

Se usklajevanje srednjeSolskega izobrazevanja s potrebami gospodarstva, kar lahko

pomembno vpliva na vi§jo zaposljivost mladih po kon¢anem izobrazevanju oziroma

njihovo manjso brezposelnost. S pomocjo raziskave smo zeleli ugotoviti, kako dobro
menedzment Solstva in gospodarstva obvladujeta medsebojno usklajevanje.

Za doseganje namena raziskave smo si zastavili naslednja raziskovalna vprasanja,
ki so nas vodila skozi raziskovalni proces:

o Kaksni so pogledi ravnateljev, menedzerjev v podjetjih ter drugih pomembnih de-
leznikov na pomen povezovanja in usklajenost izobrazevanja ter gospodarstva na-
sploh s ciljem doseganja vecje zaposljivosti mladih?

o Kako ustvariti spodbudno okolje za inovativnost in vzpostaviti redni nepretrgan di-
alog med izobrazevanjem in gospodarstvom?

o Kaksna je vloga vodij pri povezovanju obeh sfer?

o Kateri so sistemski vidiki podpiranja povezovanja in kateri so bistveni zaviralni
dejavniki povezovanja Solstva in gospodarstva?
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o Kaj bi bilo treba storiti za doseganje konkretnih rezultatov pri povezovanju teh dveh
sfer oziroma kako naj bi delovale povezave med srednjimi $olami in gospodarstvom,
da bi dosegale dobre rezultate?

o Kako bi tako povezovanje vplivalo na zaposlovanje?

V okviru kvalitativnega dela raziskave smo proucili vidike povezovanja srednjega
Solstva in gospodarstva ter pomen inovativnosti v tem kontekstu. V raziskavi so nas
zanimale zgodbe, pripovedi, izku$nje ljudi, mnenja, predlogi in zamisli. Kvalitativna
raziskava nam omogoca vpogled v delo srednjih Sol in podjetij na podrocju njunega
sodelovanja ter povezovanja, kot ga vidijo ravnatelji in menedzerji ter pomembni dele-
zniki, ki prav tako lahko vplivajo na to povezovanje.

Za poglobljeno analizo pogledov in mnenj ve¢ organizacij (tako gospodarskih kot
negospodarskih) smo uporabili metodo analize vsebine (content analysis method), ne-
katere ugotovitve pa smo podkrepili z opazovanjem v lastni organizaciji, saj sem kot
raziskovalka zaposlena na Srednji Soli Ravne, kjer se srecujemo s to problematiko.

Vzorec je kvotni, saj smo izbrali tri vire/skupine udelezencev, ki so nam lahko o
nasih raziskovalnih vprasanjih najve¢ povedali, in sicer so v prvi skupini trije ravnatelji
najinovativnejsih $ol po merilih ZRSS Ljubljana, v drugi trije menedzerji podjetij, ki so
v letu 2018 dobila nacionalno priznanje GZS za inovacije, in v tretji je Sest udelezencev,
ki lahko pomembno pomagajo pri povezovanju obeh sfer.

Veljavnost kvalitativne raziskave smo povecali s triangulacijo po razlicnih virih
podatkov. Van Maanen (1983) definira kvalitativne tehnike kot “zbirke interpretativnih
tehnik, ki skusSajo opisati, dekodirati, prevesti in drugace odkriti pomen, ne frekvence,
dolocenih bolj ali manj naravno nastalih pojavov v druzbenem svetu”. V ta namen smo
torej izvedli dvanajst polstrukturiranih intervjujev.

Primerjali smo vidike ravnateljev, menedzerjev in pomembnih deleznikov. Pri
analizi kvalitativnih podatkov smo uporabili metodo analize vsebine (content analysis
method) po Milesu in Hubermanu (1994), ki zajema redukcijo, urejanje podatkov in
povzemanje ugotovitev.

Raziskava se omejuje le na povezovanje poklicnega in strokovnega srednjega Sol-

stva ter gospodarstva in ne Solstva na splosno. Geografsko je raziskava omejena na
obmocje Slovenije ter casovno na obdobje od decembra 2018 do februarja 2019.

3 Rezultati in razprava

V nadaljevanju sistemati¢no po posameznih raziskovalnih vprasanjih predstavlja-
mo rezultate analize polstrukturiranih intervjujev ter na koncu tega poglavja podajamo
kratko diskusijo.



Dr: Kunc, dr. Cepar; dr. Likar: Ucinkovito povezovanje srednjega Solstva in gospodarstva... 99

Pogledi ravnateljev, menedzerjev v podjetjih ter drugih pomembnih deleznikov
na pomen povezovanja in usklajenost izobrazevanja ter gospodarstva nasploh
s ciljem doseganja vecje zaposljivosti mladih

Kot ugotavlja ta Studija, se vsi intervjuvanci mocno zavedajo pomena povezovanja
sfere Solstva in gospodarstva, Se posebej v danasnjem casu, ko delovne sile na trgu
dela primanjkuje. Problematika strukturne brezposelnosti vse deleznike zene v smer
medsebojnega povezovanja, saj je to korak, ki bi zelo pripomogel k zmanjsSanju struk-
turno brezposelnih, ko bi se zaradi boljSe povezanosti bodoci delavci ze prej opremili
z ustreznimi znanji, ki jih potrebujejo za doloc¢ena delovna mesta — kadri bi se vnaprej
usmerjeno izobrazevali. Vsekakor bi to morala biti naravna povezanost, ki bi funkcio-
nirala v dobrobit vseh deleznikov.

Spodbudno okolje za inovativnost in vzpostavitev trajnostnega dialoga
med izobrazevanjem in gospodarstvom

Intervjuvanci v nasi raziskavi se strinjajo, da je inoviranje danes odlo¢ilno in da je
to v bistvu temeljni poslovni proces. Na to problematiko gleda vsak s svoje perspektive.
Vsi priznajo, da bi lahko na tem podroc¢ju Se veliko storili, predvsem kar se tice ustvar-
janja spodbudnega okolja za inovativnost.

Za tehni¢ne inovacije potrebujemo ogromno znanja. Le ¢e imamo veliko znanja,
lahko nekaj dodamo. V danasnjem Casu pa je problem v tem, da smo zelo spustili mi-
nimalne standarde zaradi sistema MOFAS, ko so Sole in fakultete placane po stevilu
Solajocih — da dijakov in Studentov ne izgubijo, zniZzajo minimalne standarde. Pri tem
gremo v napaéno smer, preve¢ gremo v kvantiteto in ne v kakovost. Se posebej pri ino-
vacijah je namre¢ pomembna kakovost.

V Solah je treba inovativnost bolj sistemsko spodbujati. Vprasanje pa je, koliko so
na to pripravljeni ucitelji in kak$na je njihova usposobljenost. Drzava bi morala najprej
za inovativnost usposobiti ucitelje, jim dati potrebna znanja, ki bi jih lahko nato prenesli
na mlade. Prevec je reproduciranja nekih podatkov in posledi¢no so zunanja preverjanja
preve¢ faktografska. Vecina uciteljev Se ni spremenila miselnosti, ki so nam jo vsadili
v Solskem sistemu, ki je preZivet. Se vedno prenasajo vzorce iz preteklosti na genera-
cijo, ki pa je druga¢na in potrebuje spremenjene metode in nadine dela. Cim manj ali
ni¢ frontalnega razlaganja in podajanja snovi, ampak vec¢ skupinskega in ustvarjalnega.
Utitelj lahko ustvarjalno dela in jih ob tem nauéi faktografskih podatkov. Ce Zelimo
ustvarjalnega ucenca oziroma dijaka, mu moramo pustiti neko svojo lastno pot skozi
Solski sistem, pri tem pa ga moramo voditi skozi te poti, ga usmerjati ipd. Samo podajati
znanje je preziveto, saj znanje ni ve¢ le pri ucitelju. Dijak ga lahko bistveno vec¢ najde
drugje. Mi mu moramo pomagati osmisliti vso to znanje, te podatke, ki jih je dobil skozi
ucenje v Soli ali skozi neformalno ucenje, prek spleta ali kje drugje. Ta proces pa zahte-
va spremembe, ki bodo prinesle spremembe v Solskem sistemu. Toda o tem ne smemo
samo razmisljati in govoriti, ampak moramo zaceti s spremembami, kajti tehnoloski
krogi so vse krajsi, izobrazevanje pa vse daljse, kar povzroca Se vecje neskladje med
Solstvom in gospodarstvom, kar je potrdila tudi nasa raziskava.

Glede inovativnosti mladih smo znova, kot tudi ze v predhodni raziskavi (Kunc,
2013), ugotovili, da je matura zaviralec inovativnosti, v kar so prepric¢ani skoraj vsi in-
tervjuvanci. Spremembe bo treba uvesti tako pri splosni kot tudi poklicni maturi, saj je
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mogoce maturo opraviti tudi drugac¢e. Mogoce v smeri, da bi prek teh preverjanj merili
inovativnost mladih ali kaj podobnega, kar bi bilo bolj naravnano na trende prihodnosti.

Ugotovili smo, da so za prilagajanje Solstva gospodarstvu moznosti v odprtem kuri-
kulu, kar nekatere Sole dobro izkoristijo, nekatere pa premalo ali pa sploh ne.

Predvsem pa se v Sloveniji na srednjesolski ravni mladi sre¢ujejo z gospodarstvom
prek raziskovalnih nalog, ki so se izkazale kot zelo dober na¢in povezovanja.

Na splosno pa je nasa raziskava pokazala relativno $ibko sodelovanje.

Vloga vodij pri povezovanju obeh sfer

Intervjuvanci se strinjajo, da imajo vodje odlocujoco vlogo tudi pri povezovanju
obeh sfer. Solniki opozorijo na podcenjujo¢ odnos gospodarstva do njih in dijakov, me-
nedZerji pa sami priznajo tak odnos z njihove strani v preteklosti, zdaj so zaradi potreb
po delovni sili zaceli svoj odnos spreminjati.

Vec sodelovanja in komunikacije med vsemi delezniki (slika 1) bi pripomoglo k
izboljSanju situacije, ki vlada na podrocju strukturne brezposelnosti, Cesar bi se moralo
zavedati vodstvo obeh sfer in v tej smeri okrepiti razlicne dejavnosti. Menimo, da se
nekateri delezniki v Sloveniji Se ne zavedajo pomembne pozitivne povezave med iz-
obrazevanjem in stopnjo zaposlenosti ter dejstva, da je kakovost izobrazevanja tesno
povezana z gospodarsko rastjo drzave.

Slika 1: Trajnostno sodelovanje vseh deleznikov
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Najpomembneje je, da se vodje zavedajo pomembnosti njihove vloge pri vzposta-
vitvi konstruktivnega trajnostnega dialoga. Pri tem si moramo znati prisluhniti in se
uciti drug od drugega, saj bi to prineslo koristi za vse strani. Toda v nasi raziskavi se je
pokazalo, da je problem komunikacija, esar bi se morali zavedati vodilni v vseh sferah
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in zaceti komunikacijo izboljSevati. V uspesnih podjetjih se tega zavedajo in postavljajo
komunikacijo na prvo mesto, saj je bistvo kulture organizacije. Ta Studija namre¢ ugo-
tavlja, da vecina tezav nastane zaradi slabe komunikacije.

Sistemski vidiki pri podpiranju povezovanja in bistveni zaviralni dejavniki
povezovanja Solstva in gospodarstva
Prav vsi intervjuvanci vidijo velike prednosti, ki bi jih prinesla trajnostna povezanost
Solskega in gospodarskega sistema. Dobra podjetja se tega zavedajo in Ze precej delajo
v tej smeri. Vidne pa so velike razlike med podjetji in tem, kako delajo na tem podrocju.
Na sliki 2 je prikazano stanje na tem podroc¢ju v Sloveniji danes in kaj bi trajnostno
sodelovanje izbolj$alo in omogocilo.

Slika 2: Stanje v Sloveniji

STANJE V SLOVENIJI
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— ustrezna usposobljenost;

— ustrezni profili (dobri, zaposljivi kadri);
manj brezposelnih;

— potencial mladih ustrezno prepoznan in izkoris¢en;

— talenti prepoznani in ustrezno vodeni, da bodo lahko
dosegli maksimum;

— delovne izkusnje ze v ¢asu Solanja;

— povratne informacije tako za Solo kot gospodarstvo;

— sprotno usklajevanje $ol in podjetij;

— vkljuéenost mladih v razvojne time;

— ustrezna pomo¢ pri poklicni poti;

— perspektivni zaposljivi programi;

— uspesnost podjetij;

— razvoj inovativnosti;

— vlaganje v razvoj;

— drzavi se povrne investicija v izobraZevanje posameznikov.
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Nasa raziskava je pokazala, da imajo pri povezovanju Solstva in gospodarstva vsi
delezniki veliko vlogo — vsi morajo sodelovati. Zelo slabo je, ¢e kateri od deleznikov
manjka, ¢e ni dodal svojega deleza v celoto. Drzava mora voditi strategijo in politiko
na tem podrocju, imeti mora nacionalni makro pogled, znotraj katerega mora omogo¢iti
zakonodajno in finan¢no pokritost, da lahko vsi sistemi enakovredno med seboj sodelu-
jejo in da so socialno-partnersko povezani. Drzava bi se morala vprasati, ¢e ima zdravo
vizijo. Vsi partnerji pa bi se morali vprasati, ¢e gredo v isto smer in imajo isti cilj.

Ce drzava zaobide gospodarstvo, nastanejo tezave. Tega si Slovenija kot majhna
drzava ne more in ne sme privosciti.

V nasi raziskavi smo prisli do spoznanja, da je kar nekaj dejavnikov, ki zavirajo
povezovanje obeh sfer, in sicer so to:

O sistemska neurejenost in neusklajenost;

O neustrezna komunikacija in vzviSen odnos s strani gospodarstva;

O neovrednoteno in necenjeno sodelovanje;

o kar imamo dobro zapisano in nacrtovano, ni realizirano, ker ni zapovedano;
o odprti kurikul Sole ne prilagajajo lokalnemu gospodarstvu.

Ravnatelji, visoki uradniki in pomembni delezniki so kot problem izpostavili odnos
v podjetjih do dijakov, ki je pogosto neprimeren, celo nesramen. Za industrijsko okolje
je ze od nekdaj znano, da se uporabljajo mocne, vulgarne besede, ki mlade danes odvr-
nejo od tega okolja. Ravnatelji opozarjajo, da v teh primerih opazajo dve skrajnosti — ali
mladi “zamrznejo, zablokirajo” ali pa se verbalno uprejo na neprimeren nacin. V taka
podjetja mladi nocejo iti niti na prakti¢no usposabljanje pri delodajalcu (PUD), kaj Sele,
da bi se tam pozneje zaposlili. Menimo, da v podjetjih nimajo potrebnega pedagoskega
znanja za danasnje generacije.

Kaj bi bilo treba storiti za doseganje konkretnih rezultatov pri povezovanju
teh dveh sfer oziroma kako naj bi delovale povezave med srednjimi solami
in gospodarstvom, da bi dosegale dobre rezultate?

V slovenskih Solah je premalo poudarka na podjetnistvu. Mlade bi morali pripraviti,
da bi se po koncanem Solanju lotili podjetniskih poti, kar bi bilo za majhno Slovenijo Se
posebej pomembno. Po zgledu primerov dobre prakse v tujini bi lahko v Solske progra-
me vkljuéili odprtje virtualnih podjetij. Tudi Evropska unija spodbuja ¢lanice, naj bodo
mladi delezni vsaj ene podjetniske izkusnje, preden zapustijo sistem obveznega Solanja.

Zelo je pomembno, da se je majhna drzava sposobna prilagajati regionalnim in
globalnim trendom ali jih poskusati celo predvideti vnaprej, saj se na ta nacin lahko
zagotovi nove trge ter izobrazevalni sistem prilagodi ves¢inam prihodnosti.

Spremeniti bi bilo treba miselnost ljudi v Sloveniji, da je pomembna le fakultetna
izobrazba, saj bi nekateri mladi mogoce dosegali ve¢je uspehe in bili zadovoljnejsi, ¢e
bi se prej zaposlili in bi se tekom zaposlitve razvijali, bili bolj motivirani in bi se nasli
nekje na poklicni poti.

Potrebna je dobra vizija drzave, ki bi morala biti usklajena z vsemi ostalimi delezni-
ki, ki lahko vplivajo, da bo vzpostavljeno dobro trajnostno sodelovanje gospodarstva in
izobrazevanja, saj to prinasa prednosti, ki smo jih povzeli v tabeli 1.
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Tabela I: Prednosti povezovanja obeh sfer

0 mladi bi pridobili znanja, ki jih pricakujejo delodajalci
0 Sola bi se priblizala realni sferi

. O delodajalci bi predstavili svoja pricakovanja

Prednosti za trg dela et . __
0 mladi bi prisli na delovna mesta bolj pripravljeni

O delodajalci bi spoznali potencialne bodoce delavce

o dijaki bi spoznali bodoce delodajalce in podjetja

O urejen sistem bi omogoc¢al mladim nadgradnjo, dopolnjevanje
znanj in pridobivanje novih

Prednosti za inovativaost | O razvojno razmisljanje

o vec delovnih mest na razvojnih in inovativnih podrocjih

0 mladi so vir novih, drugacnih idej

Prednosti glede strukturne | O zmanjSanje strukturno brezposelnih in brezposelnih nasploh
brezposelnosti O manjsi stroski podjetij za interna izobrazevanja

O svet bi se razvijal naravno, humano, celovito
O manj stroskov za brezposelne

. B o dvig BDP-ja

Prednosti za druzbo R .
O dvig zivljenjske ravni

0 medsebojno plemenitenje

O vsestranski razvoj

Kot ugotavlja ta Studija, je to sodelovanje preve¢ pomembno, da bi ga lahko prepu-
stili nakljucju ali le nekaterim posameznikom, ki se trudijo na tem podrocju.

Nasa studija kaze, da bi moralo biti sodelovanje obeh sfer bolj sistemsko podprto.
Imeti moramo jasno strategijo in jasne cilje. Ce imajo v gospodarstvu strategije nareje-
ne, bi jih morali predstaviti Solstvu in nato bi se morali obojestransko uskladiti. Drzava
bi morala to usklajevanje in sodelovanje spodbujati, tudi financno. Ves Cas pa je treba
sodelovanje usklajevati, delati revizije in sproti iskati resitve za nastale probleme.

Najpomembnejse za trajnostni dialog je, da je interes na obeh straneh. Ugotovili
smo, da je pripravljenost za sodelovanje na obeh straneh, manjka pa nek vmesni pove-
zovalni ¢len. V Veliki Britaniji so na primer uvedli mrezo koordinatorjev, ki povezuje
razliéne deleznike. Ustanovili so tudi lokalna podjetniska partnerstva med lokalnimi
oblastmi in podjetji (Harris, 2017). Menimo, da bi morali tudi pri nas obstajati koor-
dinatorji, ki bi povezovali vse sfere. Po naSem mnenju manjka holisti¢ni pristop, ¢e se
lahko tako izrazimo.

Kako bi tako povezovanje vplivalo na zaposlovanje?

Povezovanje obeh sfer bi moralo delovati kot vzajemno plemenitenje. Na ta nacin
bi delodajalci dobili potrebno usposobljeno delovno silo, saj bi Sole ves Cas usklajevale
ucne programe s potrebami gospodarstva. Vedeti moramo, da lahko $ola da dijakom
osnove oziroma en del, nikakor pa ne vsega, kar mladi potrebujejo na poklicni poti.
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Drugi del mora dodati gospodarstvo, saj Sola nima vsega potrebnega znanja in ustrezne
infrastrukture. Le na ta na¢in bodo podjetja dobila delovno silo, ki jo potrebujejo.

Ce bi se obe sferi ves ¢as usklajevali vsaj v odprtem kurikulu, bi bilo tudi veliko
manj strukturne brezposelnosti. Podjetja bi prihranila denar, ki ga namenjajo internemu
izobrazevanju mladih, ki pridejo iz $ol brez ustreznega znanja.

Nekoliko boljse sodelovanje v zadnjih letih je zaradi PUD-a, ki je zakonsko doloce-
na oblika opravljanja obvezne prakse. Toda pri nas se nekatera podjetja Se ne zavedajo,
da je v tujini prakti¢no usposabljanje, kjer se mlade usposablja le kot pomocnike pri
manj zahtevnih delih, preziveto. Podjetja se morajo povezati tako s srednjimi kot vigji-
mi strokovnimi Solami in Ze v €asu Solanja pomagati izobraziti mlade v smeri, v kateri
jih bo gospodarstvo potrebovalo. Na ta nacin jih tudi mladi spoznajo in ¢e se vzpostavi
obojestranska vez, so lahko to njihovi bodo¢i kadri oziroma delodajalci.

Zelo dobro je, da so srednjesolski in Studijski izobrazevalni programi usklajeni s
potrebami gospodarstva, in v tak§nem primeru bi bili potem prakti¢no vsi, ki prihajajo
iz Sol, zaposljivi.

Najpomembnejse pri tem povezovanju pa je, da dijaki pridobijo delovne izkusnje
(Seikkula-Leino, 2011) in spoznajo delovno mesto, za katerega se izobrazujejo. Na ta
nacin lahko tudi pravocasno spoznajo, da jih mogoce to delo ne veseli, in se pravoc¢asno
usmerijo v drug poklic.

Povezovanje ima torej izjemno pomembno vlogo, da so mladi prepoznani kot dobri
in zanesljivi in tako lahko imajo delovno mesto Ze zagotovljeno. Dobro pa bi bilo, da
bi tudi v gospodarstvu prisli do spoznanja, da morajo imeti dobro komunikacijo z dele-
zniki izobrazevanja ter z njimi trajnostno sodelovati tudi, ko imajo dovolj delovne sile
ali ko je cas krize.

IntenzivnejSe ter ucinkovitejSe povezovanje srednjega Solstva in gospodarstva
lahko gotovo pozitivno prispeva tudi k identifikaciji nadarjenih dijakov. Spodbujanje
sistemati¢nega odkrivanja ter razvoja nadarjenih dijakov namre¢ prispeva ne samo k
vecji inovativnosti ter zaposljivosti mladih, ampak na daljsi rok posredno tudi k dvigu
gospodarske rasti, kar v svoji raziskavi omenja ze Blazi¢ (2000, str. 4).

Diskusija

Glede na predstavljena teoreti¢na izhodis¢a smo skozi analizo raziskovalnih vpra-
Sanj pridobili poglobljen vpogled v to, na kakSen nacin povezati Solstvo in gospodar-
stvo, da bi dijaki s svojimi idejami in ustvarjalnostjo Ze v ¢asu Solanja lahko pomagali
gospodarstvu ter si tako povecali moznosti za poznejso zaposlitev, ker bi delodajalci v
njih videli bodoci inovativni kader. Gospodarstvo pa bi jih Ze pred tem uvajalo, usmer-
jalo, jim dajalo nova prakti¢na znanja, ki so poleg temeljnih znanj, ki jih nudi Sola, zelo
pomembna, ko mladi vstopijo na trg delovne sile. Nujno je namrec, da se dijaki sezna-
nijo z delovnim okoljem v bodocih podjetjih in spoznajo njihov tehnoloski proces. Tako
bi se mladi Ze pred tem lahko prilagajali zeljam oziroma potrebam delodajalcev, ki pa bi
posledi¢no lazje sprejeli novo inovativnejso delovno silo ter s tem klju¢no prispevali k
povecanju zaposljivosti mladih oziroma k njihovi manjsi brezposelnosti.
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Intervjuvanci so skozi vsa zastavljena vprasanja predstavili svoje ugotovitve in
predvsem izrazili svoja mnenja glede problematike, s katero se sre¢ujejo pri svojem
delu in se navezuje na temo nase raziskave. Vsi menijo, da bi bilo treba izboljsati sode-
lovanje, saj se zavedajo, da bi bili rezultati, ¢e bi vsi dobro opravili svoje delo, veliko
boljsi in bi bilo poskrbljeno za razvoj v prihodnosti, $e posebej, Ce bi ves Cas prepletali
ideje in potrebe vseh deleznikov ter sproti iskali reSitve za probleme in vprasanja, ki se
pojavijo.

Zelo pomembno je, da bi se v Solstvu zacele spremembe dogajati hitreje, kot je to v
gospodarstvu, ki je vezano na svetovni trg, kjer so spremembe zelo hitre (slika 3).

Slika 3: Neskladje v hitrosti sprememb
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Na podlagi rezultatov raziskave predlagamo model povezovanja sfere Solstva in
gospodarstva (slika 4), ki vkljuCuje raven drzave oziroma sistemsko raven, raven Sol-
stva, raven gospodarstva ter ostale deleznike — vse ravni pa naj bi pomagali usklajevati
koordinatorji.

Menimo, da bi bil to dober nacin trajnostnega sodelovanja vseh deleznikov z name-
nom, da bi mlade ustrezno izobrazili za potrebe gospodarstva, kar bi imelo ucinke tudi
na znizanje strukturne brezposelnosti ter povecanje inovativnosti mladih.
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Slika 4: Model povezovanja sfere Solstva in gospodarstva

MODEL POVEZOVANJA SOLSTVA IN GOSPODARSTVA

sistemski vidiki — nacionalni nivo
— usklajena strategija povezovanja Solstva in gospodarstva
— jasni cilji
— v prihodnost usmerjena politika drzave in izobrazevalna politika
— posodobljen Solski kurikul — razsirjen odprti kurikul — prilagojen gospodarstvu
— usmerjene dejavnosti
— holisti¢ni pristop

<

SOLSTVO koordinatoriji GOSPODARSTVO

— vloga Sole, ravnateljev — vloga podjetij, managerjev
in uciteljev trajnostni dialog in mentorjev v podjetjih

— prilagajanje izobrazevalnih — spremljanje potreb trga
programov razvoju dela
tehnologije <:> — vlaganje v razvoj in

— vedja fleksibilnost inovacije

— profesionalni razvoj — usposobljeni mentorji s
zaposlenih vzajemno plemenitenje pedagosko-andragosko

— ustvarjanje inovativnega izobrazbo
okolja dobra komunikacija — kulturna komunikacija

— spremenjena splo$na in — vklju¢evanje inovativnosti
poklicna matura mladih

premagovanje zaviralnih dejavnikov
— sistemski, organizacijski, kadrovski, finanéni
ostali dejavniki vzpostavitve trajnostnega dialoga
— primeri dobre prakse, nadgradnja PUD-a, fleksibilno znanje, dopolnjeni zakoni, predpisi,
pravilniki

Ostali delezniki:
— Gospodarska zbornica Slovenije
— ponudniki opreme pobude,
— mediji predlogi
— druge organizacije projekti
— raziskovalci okrogle mize,
— inovatorji predstavitve ...
— starsi

4 Sklep

Tema povezovanja srednjega Solstva in gospodarstva je zelo aktualna in pereca,
predvsem pa pomembna za prihodnost, saj je zaradi ¢edalje hitrej$ih sprememb na vseh
podrocjih in izjemno hitrega tehnoloskega razvoja pravzaprav nujno, da Solstvo in go-
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spodarstvo delujeta z roko v roki, usklajujeta potrebe, ki se nenehno spreminjajo, ter se
zavedata, da sta odvisna drug od drugega.

Nase ugotovitve na podlagi kvalitativne raziskave se ujemajo z ugotovitvami raz-
licnih strokovnjakov, ki piSejo o pomembnosti povezovanja teh dveh sfer (Svetlik in
Lorenci¢, 2002; Rae, 2007) ter o tem, da se morajo izobraZzevalni sistemi ves Cas pri-
lagajati nenehnim spremembam in potrebam na trgu dela (Piskaty et al., 2000; Achle-
itner, Wallner in Schonherr, 2012). Tudi rezultati nase raziskave potrjujejo te predhodne
ugotovitve drugih raziskovalcev in na njihovi podlagi podajamo nekatere konkretne
specificne predloge ter resitve.

Intervjuvanci v nasi raziskavi se zavedajo pomembnosti sodelovanja in menijo, da
bi se, ¢e bi bil vzpostavljen trajnostni dialog med sferama, zvisala kakovost, dvignila bi
se raven Solajoc¢e mladine in posledi¢no raven bodoce delovne sile. Krepili bi se spod-
bujevalni dejavniki inovativnosti, kar prinaSa koristi za razvoj gospodarstva in celotne
druzbe. Bolj ko bi bili povezani, aktivneje bi vsi iskali reSitve in jih tudi nasli, manj
problemov bi bilo na obeh straneh. Studija kaze na to, da je treba sodelovanje zakonsko
urediti in nagraditi, saj je zdaj necenjeno in neovrednoteno.

Prav tako udelezenci raziskave menijo, da je treba izobrazevalne vsebine nujno
prilagajati potrebam regijskega gospodarstva in razvoju tehnologije. Hanushek (2018)
opozarja, da je gospodarska rast v prihodnosti odvisna od dobrih Sol, zato bi morali vsi
delezniki izobrazevalnega sistema, $e najbolj pa snovalci izobrazevalne politike, gledati
v prihodnost, ko nacrtujejo v sedanjosti.

Kot ugotavlja ta Studija, v Sloveniji e nimamo zadovoljivega stanja povezanosti
pomembnih deleznikov za boljse uéinke na tem podro&ju. Se posebej je tega premalo v
srednjem Solstvu, kjer je najve¢ povezovanja na nacin, ki ga omogoca PUD (Justinek in
Znidar, 2010) in je tudi v nasi raziskavi izpostavljen kot prevladujo¢. Ugotavljamo pa,
da ni ustrezne povezave med Solami in podjetji, ko so dijaki na PUD-u. Predlagamo, da
bi tudi mentorji v podjetjih vnasali manjkajoce dijake in zapisovali njihovo neprimerno
obnasanje v eAsistenta, da bi lahko razredniki ukrepali pravocasno.

Na podlagi analize sklepamo, da menedzment Solstva in gospodarstva slabo obvla-
dujeta medsebojno usklajevanje in komunikacijo nasploh. Vsi delezniki, ki so neposre-
dno ali posredno vkljuceni v to povezovanje, sicer trdijo, da je z njihove strani veliko
narejenega v tej smeri in da se vsi trudijo, toda manjka holisti¢ni pristop, ki bi jih pove-
zal in prinesel Zelene rezultate. Drzava bi morala uvesti strukturne ukrepe in sistemsko
urediti ta dialog. Pri tem potrebujemo vezni ¢len in menimo, da bi tudi pri nas lahko
uvedli koordinatorje. Ko bo povezovanje obeh sfer zapovedano in bodo vsi delezniki
dobro opravili svoje naloge, se bodo pokazali konkretni rezultati.

Napovedi glede primanjkljaja delavcev na trgu dela so neobetavne, zato bi bilo v
bodoce dobro dodatno raziskati, kako se na ta problem pripravljajo v podjetjih, in potem
na podlagi primerov dobre prakse podati splosna priporocila za vsa podjetja.
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Effective Integration of Secondary Education
and the Economy in Slovenia

At present, secondary education faces the challenges of economic, political and
social nature, driven by an accelerating globalisation. These challenges would require
a faster transformation of educational programmes, as rapidly changing environment,
globalisation and the society of knowledge increasingly require a diverse range of skills,
wide range of knowledge and competences from young people (Drucker, 1993; Muller,
2000; Arenius & Minitti, 2005, Burke, 2007, OECD, 2008). A time when young people
will change careers multiple times over the course of their working life, and not just
jobs, is coming. Therefore, they must gain the skills to be able to continuously acquire
new knowledge relevant to their career path (Buck & Barrick, 1987; Bontis et al., 1999;
Cernetic, 2006; Abdullah & Sofian, 2012; Sumedrea, 2013).

Education system has to educate for the future, since education is undergoing con-
stant changes under the effects of globalisation. Thus, the importance of human creativ-
ity, innovation and entrepreneurship is now greater than ever (Maxwell, 2003, Van der
Ploeg & Veugelers, 2008, Valimaa, 2009; Lorenz & Lundvall, 2010; Sirec & Rebernik,
2011), so it is even more important to educate innovative and enterprising people, since
the ones born between 1982 and 2025 will eventually present 75 percent of the work-
force (Mulej, 2013, Likar, 20006). In this regard, schools still have a lot to change and
improve, since according to our previous research (Kunc & Likar, 2014, p. 40), the con-
crete innovation results in Slovenian schools are only few and far between, for schools
are mostly just followers.

The high school system does not sufficiently direct the young to innovative thinking
and the rigid school curriculum does not follow the needs of the economy, especially
not the rapid development of technologies (Likar & Fatur, 2009). For this reason, the
engagement of high schools with local businesses is very important, as the latter have
to constantly strive for novelties, updates, innovations in the economy, or otherwise face
economic collapse. Innovative approaches are also being introduced into education,
but with an extremely long delay. Often, due to lack of resources, schools do not fol-
low the changes so quickly. The direct integration of the two spheres, however, enables
young people to get familiarised, for example, with new work machines, robots, innova-
tive processes, etc. At the same time, companies can also help schools by funding the
necessary novelties, since schools are actually educating their future staff (ESA, 2000;
Piskaty et al., 2000; Bevc, Koman & Murovec, 2006, Achleitner, Wallner & Schonherr,
2012; Shen, Ye & Zhu, 2018).

More and more of Slovenian employers are facing the problem of finding prop-
erly qualified staff (UMAR, 2018; SURS, 2019; ZRSZ, 2019; OZS, 2019). Although the
European Commission and the OECD point out the important role of all institutions,
from kindergarten to university and adult education, there is still no real, nonetheless
absolutely necessary, connection between them (Drucker, 1985, Crowther & Caldwell,
1991; Svetlik & Lorencic, 2002; European Commission, 2013).
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In order to be able to pursue sustainable developmental goals more quickly and to
acquire the appropriate competencies (Strugar, Znidarsic & Jereb, 2012, p. 165; Tominc,
2013; Poznic¢ & Pecjak, 2017), we need to establish interaction among all stakeholders
so that we can all acquire the relevant knowledge and skills, which are needed for the
jobs of the future, in order for our society to thrive. Educational methods and principles
should also be modified, and we must be willing to systematically invest in knowledge and
embrace the examples of good economic practices (Stemberger & Cencic, 2016).

The study examined how to effectively link secondary education to the needs of the
economy in order to increase the innovation potential of future staff and their greater
employability. Due to the constant technological and organizational changes, only oc-
casional reforms of the school system are not sufficient enough, and thus an increasingly
continuous adjustment of education is required (Svetlik & Lorencic, 2002). The analysis
revealed the largest gaps in communication between the spheres, in open curriculum
and in inappropriate job attitudes at the VET (Vocational Education and Training for
Work-based Training). As these are very important areas, appropriate solutions should
be found as soon as possible. We believe that the proper integration of the two spheres
could enable young people to become more closely connected with a specific employer
during their education. It would enable them to get to know the employer better and
thus to get innovative ideas during their education.

With the help of the research, we wanted to find out just how well the management
of the educational system and that of economy interact with each other.

For the in-depth analysis of the views and opinions of several organizations (both
economic and non-economic), we used the content analysis method according to Miles
and Huberman (1994), and some of our findings were supported by observations in our
own organization since I am a researcher employed at the Secondary School Ravne,
where we are facing this problem.

Quota sampling is used as a method to select three sources/groups of participants
who were able to tell us the most about our research questions. The first group consists
of three principals of the most innovative schools according to the criteria of ZRSS Lju-
bljana (National Education Institute Slovenia), the second group consists of three man-
agers from companies that are the recipients of national recognition from the Chamber
of Commerce and Industry of Slovenia in 2018 for innovation, and the third group
includes six participants who can significantly help in connecting the two spheres.

Twelve semi-structured interviews were conducted.

As the research shows, all interviewees are extremely aware of the importance of
linking the educational and economic sphere, especially in today's time of labour short-
ages. They believe that cooperation should be improved as they are aware of the fact
that if everyone did their job well, the results would be much better. They are also aware
that this could influence future development, especially if all stakeholders’ ideas and
needs were intertwined, and acute problem-solving approach was implemented.

As shown in our study, the respondents also believe that if a sustainable dialogue
between the spheres were established, quality would increase, the level of schooling
youth would rise, and consequently that of the future workforce. The incentives for in-
novation would be strengthened, which would bring benefits for the development of the
economy and our society as a whole. The more connected we are, the more active and
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efficient everyone would be in the search for solutions, thus causing less problems for
the parties involved.

A greater cooperation and communication between all stakeholders would also
help to improve the situation in the area of structural unemployment, something that
the management of both spheres should be aware of, and also work on strengthening
different activities that would improve the existing situation. We believe that some stake-
holders in Slovenia are still not aware of just how important the positive link between
education and employment rates is, nor are they aware of the fact that the quality of
education is closely linked to the economic growth of the country.

Our study shows that the cooperation of both spheres should be more systematically
supported. We must have a clear strategy and clear goals. If economy already has set
strategies, these should be passed on to the educational system, so that both sides could
mutually align them. The state should promote and also financially support this coordi-
nation and cooperation. Cooperation must be coordinated at all times, audits should be
carried out, and solutions to the problems ought to be sought promptly. The state must
introduce structural measures and systematically regulate a sustainable dialogue be-
tween education and economy, or otherwise concrete results cannot be expected. When
the integration of the two spheres is regulated and all stakeholders do their jobs well,
concrete results will emerge.

Integration therefore has an extremely important role in recognizing young people
as good and reliable workforce with jobs already guaranteed. It is of crucial importance
for all sectors of the economy to realize that promoting good communication and sus-
tainable cooperation with the educational system is essential, both in times of surplus
and shortage of manpower.

1t is very important for a small country to be able to adapt to, or even anticipate,
regional and global trends in order to provide new markets and equip young people
today with the skills to thrive in the future.

What is more, the participants of the survey believe that it is essential to adapt
the educational content to the needs of the regional economy and the development of
technology. Hanushek (2018) points out that future economic growth depends on good
schools, so all stakeholders in the educational system, and especially education policy-
makers, should focus on the fact that planning is bringing the future into the present.

As this study concludes, Slovenia does not yet have a satisfactory state of effective
cooperation between the important stakeholders in this field. This is especially true for
the secondary education, where the connection is made in the way provided by the VET
(Vocational Education and Training for Work-based training), as described by Justine-
kova and Znidar (2010), and as highlighted as the dominant link in our study.

We have found that management in education and economy has poor control over
coordination and communication in general. All stakeholders directly or indirectly in-
volved in this integration claim that much is being done in this direction and that eve-
ryone is working hard, but there is no holistic approach that would connect them and
produce the desired results. The state should introduce structural measures and system-
atically regulate this dialogue. In doing so, we need a link and we believe that coordina-
tors are the answer to that. When the integration of the two spheres is regulated and all
stakeholders do their jobs well, concrete results will emerge.
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Since the predictions regarding the shortage of workforce on the labour market are

unpromising, it would be worthwhile to investigate how businesses are preparing for
this problem and then, based on the examples of good economic practices, make gen-
eral recommendations for all businesses.
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POVZETEK — Vraziskavi se osredotocamo na pomen
poznavanja vrstne pestrosti ekosistemov za ustrezno
uporabo pojma prehranjevalna veriga. Zanimalo
nas je, ali Studenti predsolske vzgoje in razrednega
pouka, ki bodo poucevali otroke o ekoloskih pojmih,
kot sta prehranjevalna veriga in prehranjevalni splet,
znajo pravilno navesti konkretne primere prehranje-
valnih verig v slovenskih gozdovih. V raziskavi je
sodelovalo 170 Studentov Pedagoske fakultete Uni-
verze v Ljubljani. Studenti so morali navesti §tiri
primere prehranjevalnih verig za gozd in pojasniti,
kaj predstavlja prehranjevalna veriga. Iz rezultatov
Jje razvidno, da slaba Cetrtina vprasanih ni pravilno
navedla niti enega primera verige. Izkazalo se je, da
imajo Studenti tezave z razumevanjem vloge puscic
v prehranjevalni verigi, ki pogosto izostanejo ali so
nasprotno obrnjene. Ugotavljamo tudi, da vecina
Studentov nima toliko tezav z razumevanjem pojma
prehranjevalna veriga, kot ga ima s poznavanjem vr-
stne pestrosti gozda in prehrane zivali, kar jim otezu-
Je ustrezno sestavo primerov prehranjevalnih verig.
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ABSTRACT — This article focuses on the importance
of familiarity with the species variety of ecosystems
for proper use of the food chain concept. We were in-
terested in whether university students in preschool
and primary school education programmes, who
will teach children about ecological concepts such
as food chains and food webs, can correctly name
specific examples of food chains in Slovenian forests.
The study included 170 students from the University
of Ljubljana’s Faculty of Education. The students had
to list four examples of food chains and explain what
a food chain is. The results show that a quarter of the
respondents did not offer a single correct example of
a food chain. It turned out that students find it difficult
to understand the role of arrows in a food chain. The
arrows were often missing or facing the wrong direc-
tion. Most students do not have as much difficulty
understanding the concept of a food chain, but they
have limited familiarity with species diversity in the
forest and animal nutrition, which makes it difficult
for them to adequately structure food chain examples.

V ekologiji ponazarjamo prehranjevalna zaporedja in procese z razli¢nimi diagra-

mi, kot sta prehranjevalna veriga in prehranjevalni splet. Prehranjevalna veriga pred-
stavlja linearno zaporedje organizmov oziroma transfer energije, nakopicene v hrani od
primarnega producenta prek zaporedja porabnikov, kjer je vsak plenilec v verigi za ne-
koga tudi hrana (Odum, 1971; Tome, 2006). Tarman (1992) opisuje, da je za delovanje
ekosistema oziroma zdruzbe pomembno izkori§¢anje in prenos energije med sestavnimi
deli ekosistema, vse to pa poteka s prehranjevanjem. Pojasnjuje, da se vrste iz prehra-
njevalne verige in spleta uredijo v prehranjevalne ravni ali trofiéne nivoje. Rastlinam
in drugim primarnim proizvajalcem sledijo rastlinojedci, to so potrosniki prvega reda.
Tem sledijo mesojedci, ki so potrosniki drugega reda. Mesojedcem prvega reda sledijo
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mesojedci drugega reda, torej potrosniki tretjega reda, in tako naprej. Vrste so med
sabo povezane kakor ¢leni verige, zato jih imenujemo prehranjevalne ali trofiéne verige
(Tome, 2006). Med ¢leni verige se prenasa le priblizno 10-20 % energije na visji trofi¢ni
nivo, posledi¢no je stevilo ¢lenov verige omejeno na Stiri do pet (Odum, 1971, 1989).
Povezave med ¢leni verige ponazarjamo s pus¢icami, ki oznacujejo smer pretvorb ener-
gije in snovi. Prehranjevalne verige niso med seboj izolirane, ampak se povezujejo v
prehranjevalne ali troficne splete. V taksnih sistemih odnosi med organizmi niso samo
premocrtni, kot pri verigi, ampak se razvijejo v razli¢ne smeri (Tome, 2006).

Znanje o prehranjevalnih spletih in verigah je priljubljena ekoloska tema v pedago-
Skem raziskovanju (Adeniyi, 1985; Allen, 2017; Hogan, 2000; Leach et al., 1996; Wyner
in Blatt, 2018). Allen (2017) ugotavlja, da vecina petletnikov lahko dojame klju¢ne
koncepte, povezane s prehranjevalno verigo, ki se jih ucenci ucijo v ¢asu osnovnosol-
skega izobrazevanja. Po drugi strani pa Adeniyi (1985), Leach in sodelavci (1996), Ho-
gan (2000) ter Wyner in Blatt (2018) porocajo, da imajo ucenci in dijaki pogosto tezave
s pojmoma prehranjevalna veriga in splet. Zamenjujejo pojma prehranjevalni splet in
prehranjevalna veriga (Adeniyi, 1985; Wyner in Blatt, 2018). Griffiths in Grant (1985)
porocata, da dijaki razumejo prehranjevalni splet le kot zbir ve¢ prehranjevalnih verig.
Tezave imajo pri razumevanju prenosa energije v navedenih sistemih in posrednih vpli-
vov med organizmi (Hogan 2000, Leach et al. 1996). Sebe pogosto tudi ne zaznavajo
kot dela prehranjevalne verige ali spleta (Wyner in Blatt, 2018). Hogan (2000) poroca,
da kljub enomeseénemu poucevanju, ki je vkljucevalo u¢na gradiva in prakti¢no delo,
kjer so v plastenkah izdelovali poenostavljene ekosisteme z zivimi organizmi, polovica
ucencev ni napredovala v svojem razumevanju interakcij oziroma vplivov med organiz-
mi v danem primeru prehranjevalnega spleta. Pri vecini ostalih ucencev pa je bil opazen
le manjsi napredek.

V c¢lanku prestavljamo izsledke preliminarne raziskave, kjer se osredoto¢amo na
pomen poznavanja vrstne pestrosti ekosistemov za ustrezno uporabo pojma prehranje-
valna veriga. Ob pregledu domace in tuje literature namre¢ nismo zasledili raziskave, ki
bi se osredotocala na ta vidik opisane problematike. Zanimalo nas je, ali bodoci ucitelji
in vzgojitelji, ki bodo poucevali predsolske otroke in ucence o ekoloskih pojmih, kot sta
prehranjevalna veriga in prehranjevalni splet, znajo pravilno navesti konkretne primere
prehranjevalnih verig v slovenskih gozdovih. S tem smo Zeleli dobiti vpogled v njihovo
poznavanje vrstne pestrosti v gozdu, ki je predpogoj za ustrezno sestavo primerov pre-
hranjevalnih verig za gozd.

2 Raziskovalni vprasanji

o Kako dobro studenti razumejo pojem prehranjevalna veriga v gozdu?
o Kako dobro Studenti poznajo vrstno pestrost gozdnih organizmov?
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3 Metoda

Vzorec

V raziskavi je sodelovalo 170 Studentov Pedagoske fakultete Univerze v Ljubljani.
Od tega 105 studentov dodiplomskega Studijskega programa PredSolska vzgoja, ki so
obiskovali predmet Zacetno naravoslovije, ter 55 Studentov dodiplomskega Studijskega
programa Razredni pouk, ki so obiskovali predmet Naravoslovje — bioloSke vsebine.
Dodatno smo 10 studentov dodiplomskega studijskega programa podrobneje izprasali
o razumevanju podanega primera prehranjevalne verige za gozd.

Instrument in potek zbiranja podatkov

Studentom smo pisno zastavili vprasanje oziroma dali navodilo, ki se je glasilo:
“Napisite $tiri primere prehranjevalnih verig v slovenskih gozdovih. Vsak primer verige
naj vsebuje najmanj tri ¢lene (rastlina, rastlinojed, mesojed) in ti naj se ne ponavljajo
med navedenimi primeri verig.” Z vprasanjem oziroma navodilom smo zeleli preveriti
razumevanje pojma prehranjevalna veriga ter poznavanje vrstne pestrosti gozdnih orga-
nizmov. Naknadno smo izvedli Se deset poglobljenih intervjujev s Studenti Studijskega
programa Razredni pouk, ki niso sodelovali v preizkusu znanja. Podrobneje smo jih
izprasali o razumevanju prikaza prehranjevalne verige (vsakemu Studentu je bil pri-
kazan primer prehranjevalne verige s tremi ¢leni: bor — gosenica borovega prelca —
kukavica). Zanimalo nas je, ali Studenti vedo, da je prikazani diagram prehranjevalna
veriga, zakaj je rastlina na prvem mestu prehranjevalne verige, kaj predstavlja vrstni red
organizmov v verigi ter kaj ponazarjajo puscice v diagramu.

Obdelava zbranih podatkov

Zbrani podatki so bili kvantitativno obdelani. Uporabljeni postopki obdelave podat-
kov so zajemali postopke opisne statistike. IzraCunani so bili odstotki (f%) in frekven-
ce (f). Rezultati so prikazani graficno ali tabelaricno. Podatki, pridobljeni s pomocjo
intervjujev, so bili obdelani kvalitativno.

4 Rezultati

1z rezultatov, prikazanih na sliki 1, je razvidno, da je le 11 % Studentov ustrezno
navedlo vse $tiri primere prehranjevalnih verig v gozdu. Slaba Cetrtina vpraSanih ni
pravilno navedla niti enega primera verige.
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Slika 1: Delezi Studentov, ki so pravilno zapisali dolo¢eno Stevilo primerov prehranje-
valnih verig v gozdu.
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Najpogostejse napake Studentov pri zapisu prehranjevalnih verig v gozdu smo vse-
binsko kategorizirali in predstavili v tabeli 1. Iz tabele je razvidno, da so Studenti najpo-
gosteje napacno definirali taksone rastlin. Pri tem so navajali razli¢ne rastlinske organe,
oblike rastlin ali zamenjevali rastline z glivami in drugimi heterotrofi. Studenti so imeli
tudi tezave s poznavanjem prehrane posameznih skupin zivali in jih posledi¢no napac-
no uvrscéali v trofiéne nivoje. Opazno je tudi pomanjkljivo razumevanje pomena puscic
in njihove smeri v zapisu prehranjevalne verige. Velikokrat puscice ni bilo ali je ta bila
usmerjena v nasprotno smer proti primarnim producentom. Med napakami smo opazili
tudi neustrezne primere organizmov, ki jih v gozdnih ekosistemih ne najdemo.

Tabela 1: Vrste napak, ki so jih Studenti delali pri zapisu prehranjevalnih verig v gozdu

Vrsta napake | f(%) Primeri napak Pojasnilo
Ni navedena vrsta
Rastlinski organi | 163 | 38,63 zir, list, korenina organizma, ampak le organ
oziroma del rastline.
. manjka rastlina, gliva namesto Nerazumevanje
Manjka navedba : . . . Lo
Lo 28 | 6,64 | rastline, rastlina ni navedena na funkcije proizvajalca v
proizvajalca N . . . A
zacCetku prehranjevalne verige prehranjevalni verigi.
. . . Ni naveden vrsta rastline,
Oblike rastlin 28 | 6,64 grmicevje, podrast, drevo ampak oblika rastline.
. Zival ni na ustreznem
Nepoznavanje

47 | 11,14 | trava — pikapolonica — pajek troficnem nivoju v

prehrane zivali . A
prehranjevalni verigi.

Neustrezne | 35| ¢ 53 solata — kokos — lisica Slabo poznavanje
verige za gozd gozdnega ekosistema.
Neustrezna Nerazumevanje
x: 120 | 28,44 | manjkajo, nasprotno obrnjene pomena puscic v zapisu
raba puscic

prehranjevalne verige.
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Analiza pogostosti pojavljanja posameznih taksonomskih skupin rastlin (tabela 2)
in zivali (tabela 3) je pokazala, da med rastlinami mo¢no prevladuje navajanje prime-
rov semenk (94,1 %), med skupinami Zivali pa sesalcev (55,5%). Studenti so navedli
24 razli¢nih vrst rastlin oziroma njihovih skupin. Deset najpogostejsih je navedenih v
tabeli 4. Rastline, katerih skupni delez navedb presega 10 odstotkov, so trava, hrast in
bukev. Studenti so navedli 44 razli¢nih vrst Zivali oziroma skupin Zivali. Deset najpo-
gostejsih je navedenih v tabeli 5. V prehranjevalnih verigah so najpogosteje uporabili
lisico, veverico, srno in zajca. V prehranjevalnih verigah so navajali tudi glive. Navedli
so jih stiriindvajsetkrat. Ve¢inoma so jih napacno uvrscali na zaCetek prehranjevalne ve-
rige, torej na mesto primarnih proizvajalcev. Le v petih primerih so jih pravilno uvrstili
v prehranjevalno verigo. Navedli so $tiri razlicne glive oziroma njihove skupine (npr.
goba, gliva, jurcek, lisicka).

Tabela 2: Delezi posameznih skupin rastlin, ki so jih Studenti navedli v prehranjevalnih
verigah v gozdu

Taksonomska skupina f f(%)
Mahovi 4 0,69
Lisaji 1 0,17
Praprotnice 29 5,03
Semenke 542 94,10
Vsota 576 100

Tabela 3: Delezi posameznih skupin zivali, ki so jih $tudenti navedli v prehranjevalnih
verigah v gozdu

Taksonomska skupina f f(%)
Sesalci 703 55,53
Ptice 219 17,30
Plazilci 15 1,18
Dvozivke 31 245
Zuzelke 207 16,35
Pajkovci 15 1,18
Kolobarniki 27 2,13
Mehkuzci 32 2,53
Raki 1 0,08
Druge skupine Zivali 16 1,26
Vsota 1266 100
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Tabela 4: Seznam najpogosteje omenjenih rastlin oziroma njihovih skupin

Vrsta rastline/skupina rastlin f S(%)
Trava 110 19,10
Hrast 71 12,33
Bukev 58 10,07
Leska 36 6,25

Smreka 34 5,90
Praprot 29 5,03
Detelja 22 3,82
Kostanj 13 2,26
Malina 11 1,91
Regrat 10 1,74

Tabela 5: Seznam najpogosteje omenjenih Zivali oziroma njihovih skupin

Zivali/skupina Zivali f f(%)
Lisica 120 9,48
Veverica 110 8,69
Srna 84 6,64
Zajec 83 6,56
Volk 63 4,98
Medved 55 4,34
Ris 50 3,95
Listna u$ 42 3,32
Pikapolonica 40 3,16
Mis 40 3,16

S pomocjo desetih poglobljenih intervjujev smo zeleli pridobiti njihove interpreta-
cije prehranjevalne verige ter s tem dopolniti odgovor na prvo raziskovalno vprasanje.
Ugotovili smo, da vecina prepozna prikazani diagram kot prehranjevalno verigo. Le
eden od desetih $tudentov je prikazani diagram poimenoval ekosistem. Studenti razno-
liko pojasnjujejo, zakaj je rastlina prvi ¢len prehranjevalne verige. Med odgovori so:
“ker je hrana zivalim”, “ker je avtotrof”, “ker zivali ne morejo pretvarjati energije son-
ca” ter “ker je prehranjevanje rastline manj kompleksno od prehranjevanja zivali”. Tudi
v odgovorih na vpra$anji, kaj predstavlja vrstni red organizmov in kaj ponazarjajo pu-
SCice, je ocitno, da Studenti razumejo prehranjevalno verigo predvsem kot ponazoritev
odnosov med plenom in plenilcem oziroma “kdo koga poje”, kot se je izrazila ena od
Studentk. Samo dva od desetih intervjuvanih Studentov eksplicitno pojasnita, da puscice
prikazujejo prehajanje energije med posameznimi Cleni prehranjevalne verige. Drugi
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na primer navajajo, da puscica ponazarja, “kdo je vir hrane komu” ali “tisti, v kogar je
usmerjena puscica, ima korist od tistega, iz katerega gre puscica”.

5 Razprava in zakljucek

Kurikulum za vrtce predvideva, da predsolski otroci neposredno spoznavajo razlic-
ne naravne ekosisteme in odnose med organizmi v ekosistemih. Med globalnimi cilji
je navedeno, da je treba spodbujati “dozivljanje in spoznavanje zive in nezive narave v
njeni raznolikosti, povezanosti, stalnem spreminjanju in estetskih razseznostih” (Kuri-
kulum za vrtce, 1999, str. 38). Tudi u¢ni nacrti za osnovno $olo, predvsem predmetov
naravoslovje in tehnika, naravoslovje ter biologija, predvidevajo obravnavo pojmov iz
ekologije. Pojma prehranjevalna veriga in splet se obravnavata prvi¢ v petem razredu
osnovne Sole pri predmetu naravoslovje in tehnika. Med uc¢nimi cilji je navedeno, da
morajo petosolci znati sestaviti preproste prehranjevalne verige in jih povezati v prehra-
njevalne splete (Ucni nacrt: program osnovnosolskega izobrazevanja Naravoslovje in
tehnika, 2011). V prvem raziskovalnem vprasanju nas je zato zanimalo, ali so Studenti,
bodoci vzgojitelji in ucitelji razrednega pouka, ustrezno usposobljeni za razlago pojma
prehranjevalna veriga. Iz rezultatov raziskave je razvidno, da skoraj Cetrtina vpraSanih
ni pravilno sestavila niti enega primera prehranjevalne verige v gozdu. Ostale tri Cetr-
tine vprasanih so pravilno navedle en, dva, tri ali §tiri primere prehranjevalnih verig v
gozdu.

Nepravilnosti v analiziranih prehranjevalnih verigah so redko odraz nerazumevanja
trofi¢nih nivojev v prehranjevalni verigi oziroma polozaja rastlin kot primarnih produ-
centov. Opisane tezave Studentov zaznavajo tudi v predhodnih raziskavah (npr. Hogan,
2000; Wyner in Blatt, 2018). Ve¢ tezav imajo Studenti z razumevanjem vloge puscic v
prehranjevalni verigi, ki pogosto izostanejo ali so nasprotno obrnjene. Iz rezultatov je
mo¢ sklepati, da je to posledica napanega razumevanja, kaj pus€ice pravzaprav pona-
zarjajo. Studenti zelo pogosto razlagajo prehranjevalno verigo predvsem kot odnose
med organizmi, kjer plenilec poje plen, in temu primerno puscice usmerijo proti pri-
marnemu producentu.

Vecina Studentov torej nima toliko tezav z razumevanjem pojma prehranjevalna ve-
riga, ampak imajo vecje tezave s poznavanjem vrstne pestrosti gozda (drugo raziskoval-
no vprasanje) in z nepoznavanjem prehrane zivali. Pomanjkanje znanja o vrstni pestrosti
rastlin Studenti nadomesc¢ajo z uporabo splosnejsih pojmov grmicevje, drevo in podrast.
Navajajo tudi razli¢ne rastlinske organe (npr. list) ali pa med primarne producente uvr-
stijo glivo. Tudi Stevilo in vrstna sestava navedenih rastlin pricata o njihovem omeje-
nem poznavanju drevesnih vrst in drugih gozdnih rastlin. Ve€¢inoma omenjajo semenke,
Ceprav lahko v slovenskih gozdovih opazujemo tudi veliko vrst praprotnic in mahov.
Pomanjkanje znanja o rastlinah ter sposobnosti dolo¢anja rastlinskih vrst sta lahko odraz
njihovega nezanimanja za rastline, kar imenujemo “rastlinska slepota” (Wandersee in
Schussler, 2001). Studenti izkazujejo tudi omejeno znanje o Zivalskih vrstah v gozdu.
Med navedenimi prevladujejo sesalci. Tezave imajo tudi s poznavanjem prehrane posa-
meznih skupin Zivali, zato so jih posledi¢no napacno uvrscali v troficne nivoje.
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Studenti torej razmeroma slabo poznajo vrstno pestrost gozdov, kar mo&no omejuje
njihove sposobnosti sestavljanja primerov prehranjevalnih verig v gozdu. Slabo pozna-
vanje vrstne pestrosti v gozdu neobhodno pomeni tudi slabse razumevanje nekaterih
vlog in funkcij gozda oziroma ekosistemskih storitev, predvsem podpornih in regu-
latornih storitev. Biotska pestrost ima dokazano velik vpliv na vecino ekosistemskih
storitev (Balvanera et al., 2006). Slovenija je tretja najbolj gozdnata drzava v Evropi.
Skoraj 63 % ozemlja Slovenije prekrivajo gozdovi (State of Europe’s Forests, 2011),
zato je pomembno, da zagotovimo v $Solah in §irsi druzbi ustrezno raven znanja o goz-
dovih, vrstni pestrosti in ekologiji nasploh. Samo tako lahko utemeljeno pricakujemo
razumevanje in §irSo druzbeno podporo ohranjanju in trajnostni rabi gozdov ter drugih
naravnih virov.

Luka Praprotnik, MA, Gregor Torkar, PhD

Understanding of the Concept of the Food Chain
among Future Teachers

In ecology, consumption sequences are illustrated with various diagrams, such as
food chains and food webs. A food chain represents a linear sequence of organisms
or the transfer of energy accumulated in food from a primary producer through a se-
quence of consumers, whereby each predator in the chain is also food for another or-
ganism (Odum, 1971; Tome, 2006). The species are related to each other as members of
the chains, which are thus called food chains or trophic chains (Tome, 2006). Tarman
(1992) describes that for the functioning of the ecosystem, an important exploitation
and transfer of energy is a component of the ecosystem, all of which is done by eating.
He explains that species from the food chain and the food web are arranged in food lev-
els or trophic levels. Plants and other primary producers are followed by herbivorous,
so called consumers of the first degree. They are followed by carnivores who are second
degree consumers. First degree carnivores are followed by second degree carnivores,
namely third degree consumers, and so on. Only about 10 to 20% of the energy is
transferred to the higher trophic level from one chain member to another. Consequently,
the number of chain members is limited to four or five (Odum, 1971, 1989). The links
between chain members are illustrated by arrows that indicate the direction of energy,
conversions, and substance passing. Food chains are not isolated from each other, but
are linked to food or trophic webs. In such systems, the relationships between organisms
are not only linear, like in the chain, but developed in different directions (Tome, 2006).

Knowledge of food chains and food webs is a popular ecological topic in pedagogi-
cal research (Adeniyi, 1985; Allen, 2017, Hogan, 2000, Leach et al., 1996, Wyner &
Blatt, 2018). Allen (2017) notes that most five-year-olds can perceive key concepts re-
lated to the food chains that children learn about in elementary school. On the other
hand, Adeniyi (1985), Leach et al. (1996), Hogan (2000), and Wyner and Blatt (2018)
report that both primary school and university students often have problems with the
concepts of food chains and food webs, and they confuse the two concepts (Adeniyi,
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1985, Wyner & Blatt, 2018). They often do not perceive themselves as part of a food
chain or food web (Wyner & Blatt, 2018).

Griffiths and Grant (1985) reported that students understand the food web only as a
set of more food chains. They have problems in understanding energy transfer in these
systems and indirect influences between organisms (Hogan, 2000, Leach et al, 1996).
They often do not perceive themselves as a part of the food chain or the web (Wyner &
Blatt, 2018). Hogan (2000) reports that, despite one month's teaching, which included
teaching materials and practical work where bottles were produced in simplified eco-
systems with living organisms, half of the pupils did not progress in their understand-
ing of interactions between organisms in a given food chain. Only minor progress was
observed in most other students.

This article presents the findings of preliminary research, focusing on the impor-
tance of knowing the species variety of ecosystems for the proper use of the concept of a
food chain. A review of literature and articles did not yield any studies focusing on this
aspect of the problem described. Of interest was whether future teachers and educators
that will teach children in preschool and primary school about eco-concepts such as
food chains and food webs can correctly identify specific examples of food chains in
Slovenian forests. The goal was to gain insight into their knowledge of species diversity
in the forest, which is a prerequisite for the proper composition of a food chain.

The research questions were:

0 How well do students understand the concept of food chains in the Slovenian forest?
and

o How well do students know the species variety of forest organisms in Slovenia?

The study included 170 students from the University of Ljubljana’s Faculty of Edu-
cation. Of these, 105 were students in the undergraduate programme in preschool edu-
cation enrolled in the course Primary Science, and fifty-five were students in the under-
graduate programme in primary education enrolled in the course Science and Biology.
In addition, ten students in the undergraduate programme were questioned about their
understanding of an example of a food chain in the Slovenian forest.

The data were collected in the academic year 2016/17 and 2017/18. The knowl-
edge test took place in February or June 2017. We gave the students a written task:
“Describe four examples of food chains in the Slovenian forest. Each example of a
Jfood chain should consist of at least three links (plant, herbivore, and carnivore) and
should not be repeated between the chains.” With this question we wanted to check the
understanding of the concept of the food chain and the knowledge of the species variety
of forest organisms. We subsequently carried out ten more in-depth interviews with the
students of the primary teacher study programme who did not participate in the knowl-
edge test. We asked them in greater detail about the understanding of the presentation of
the food chain (each student was shown an example of a food chain with three articles:
pine — pine leaf caterpillar — cuckoo bird). We were interested in whether the students
know that the diagram shown is the food chain, why the plant is in the first place of the
food chain, what is the order of the organisms in the chain, and what the arrows in the
diagram represented.

The collected data were quantitatively processed. The data processing procedures
used included descriptive statistics procedures. The frequencies (f) and percentag-
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es (f%) were calculated. The results are displayed graphically or tabularly. The data
obtained through interviews were processed qualitatively.

Only 11 % of the students correctly cited four examples of food chains in the forest.
About a quarter of the respondents did not offer even one correct example of a chain.

The students most often incorrectly defined plant taxa. Various plant parts, plant
forms, or plants replaced by fungi and other heterotrophics were cited. Students also
lacked familiarity with the nutritional habits of individual groups of animals and, con-
sequently, placed them in the wrong trophic levels. There was also a lack of understand-
ing of the importance of arrows and their direction in the food chain. There was often
no arrow or it pointed in the wrong direction, i.e. toward the primary producers. Among
the errors, we also detected inadequate examples of organisms that cannot be found in
forest ecosystems.

Among the plants, the use of Spermatophyte samples was predominant (94.1 %),
and mammals (55.5 %) were among the groups of animals. The students listed twenty-
Sfour different types of plants. Plants with a total share of records exceeding 10% are
grass, oak, and beech. The students listed forty-four different species of animals or
groups of animals. Those most often cited in the food chains were foxes, squirrels, deer,
and rabbits. Fungi were also mentioned in the food chains and were cited twenty-four
times. Most of them were wrongly placed at the beginning of the food chain, that is, in
the place of primary producers. Only in five cases were they properly placed in the food
chain. Four different fungi or their groups were listed.

After this, we conducted ten further extensive interviews with the students in the
primary education programme that did not participate in the written task. We asked
them in greater detail about their understanding of the presentation of a food chain
(each student was shown an example of a food chain with three links: pines, pine bor-
ers, and cuckoos). We asked whether the students knew that the diagram shown was a
food chain, why the plant was in first place in the food chain, what was the order of the
organisms in the chain, and what the arrows in the diagram indicated.

The curriculum for preschool education demands that pre-school children directly
learn about different natural ecosystems and relationships between organisms in eco-
systems. Among the global goals, it is stated that it is necessary to promote “experi-
encing and learning about the living and non-living nature in its diversity, connection,
constant change and aesthetic dimensions” (Curriculum for preschool education, 1999,
p- 38). Curriculum for primary school, especially science and technology, natural sci-
ences and biology, also expects the consideration of ecology concepts. The concepts of
the food chain and the web are discussed for the first time in the fifth grade of primary
school, in the field of science and technology. Among the learning goals, it is stated that
students need to be able to compose simple food chains and link them to eating websites
(Curriculum: primary education programme Natural Sciences and Technology, 2011).
In the first research question, we were therefore interested in whether students, future
educators and primary teachers were properly trained in the interpretation of the con-
cept of the food chain. From the results of the study, it can be seen that almost a quarter
of respondents did not correctly compose a single example of a food chain in the forest.
The other three quarters of the respondents correctly stated one, two, three or four ex-
amples of food chains in the forest.
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Irregularities in the analyzed food chains are rarely a reflection of the lack of un-
derstanding of trophic levels in the food chain or the position of plants as primary
producers. The problems of students are also described in previous studies (eg Hogan,
2000; Wyner & Blatt, 2018). Students have more difficulty understanding the role of
arrows in the food chain, which are often missing or reversed. From the results, it
can be concluded that this is the result of a misunderstanding of what arrows actu-
ally illustrate. Students often explain the food chain primarily as relationships between
organisms, where the predator eats prey and accordingly shifis the arrows toward the
primary producer.

Most students did not have much difficulty understanding the concept of a food
chain, but they had more difficulty with the species variety of the forest (the second
research question) and ignorance of animal nutrition. The students made up for their
unfamiliarity with species variety by using more general concepts of shrubs, trees, and
undergrowth. They also referred to various plant parts (e.g. leaves) or classified fungi
as primary producers. The number of species recorded in food chains also testifies to
their limited knowledge of tree species and other forest plants. They mostly mentioned
spermatophytes, although many species of ferns and mosses can also be observed in
Slovenian forests. Lack of knowledge of plants and the ability to determine plant species
may reflect their lack of interest in plants, which is termed “plant blindness” (Wander-
see & Schussler, 2001). Students also showed limited familiarity with animal species in
the forest. Mammals predominated among these. They also lacked familiarity with the
feeding habits of individual groups of animals, which is why they were wrongly classi-
fied in trophic levels.

Lack of knowledge of species diversity in the forest necessarily also corresponds
to a poor understanding of some of the roles and functions of forests as an ecosystem,
especially support and regulatory services. Biodiversity has a proven impact on most
ecosystem services (Balvanera et al., 2006). Slovenia is the third most-forested country
in Europe. Almost 63 % of Slovenia's territory is covered by forests (State of Europe’s
Forests 2011), and therefore it is important to ensure an adequate level of knowledge
about forests, species diversity, and ecology in general in schools and in society in
general. Only in this way can one reasonably expect understanding and wider social
support for the conservation and sustainable use of forests and other natural resources.
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Gorazd Laznik

Motivacijski faktorji odraslih za izobrazevanje
na podro€ju zdravstvene nege
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cijski faktorji, zdravstvena nega, izobrazevanje

POVZETEK — Odlocitev za vpis v nadaljevanje iz-
obrazevanja po koncani osnovni Soli in nato se po
zakljuceni srednji Soli je velik korak za vsakega po-
sameznika. Za to potrebuje motiv, ki ga opredeljuje-
mo kot Zeleni cilj, ter motivacijske faktorje, ki nam
pomagajo do cilja. Namen prispevka je s kvalitativno
metodo raziskovanja ugotoviti, kateri motivi in mo-
tivacijski dejavniki, ki smo jih skupaj poimenovali
kar motivacijski faktorji, vplivajo na odlocitev za
nadaljevanje formalnega izobrazevanja na podrocju
zdravstvene nege na Fakulteti za zdravstvene vede
Univerze v Novem mestu. Ugotavljamo, da se med
posameznimi motivacijskimi faktorji med rednimi
in izrednimi Studenti pojavljajo statisticno znacilne
razlike, najvecje pa pri motivacijskem faktorju “biti
samostojen in neodvisen” (F = 31,096, p = 0,000).
Redni Studentje ocenjujejo motivacijski faktor “biti
samostojen in neodvisen” z najvisjo povprecno oce-
no (X = 4,74), motivacijski faktor “ustvariti si vecji
ugled” pa tako redni (X = 3,08) kot izredni Studentje
(X = 2,84) ocenjujejo najnizje. Ugotavljamo Se, da
se zelja po nadaljevanju Studija na drugi stopnji po
koncani prvi stopnji izobrazevanja z napredovanjem
v Visji letnik ne povecuje ali zmanjsuje.

1 Uvod
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Scientific article
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KEYWORDS: student, adult, motivational factors, nurs-
ing, education

ABSTRACT — Deciding to enrol in continuing educa-
tion first after completing primary and then second-
ary school education is a big step for everyone. This
requires a motive, which we define as the desired
goal, and the motivational factors that help us achieve
this goal. The purpose of the paper is to determine,
through a qualitative research method, what motives
and motivational factors, collectively called motiva-
tional factors, influence the decision to continue for-
mal nursing education at the Faculty of Health Sci-
ences, University of Novo mesto. We find that statisti-
cally significant differences emerge in the individual
motivational factors between full-time and part-time
students, the largest being the motivational factor
“to be independent and independent” (F = 31,096;
p =0.000). Full-time students rate the motivation
factor “to be independent and autonomous” with the
highest grade point average (x = 4.74), and the moti-
vational factor “to gain a greater reputation” for both
full-time and part-time students (X = 2.84) scores the
lowest. We also note that the desire to continue study-
ing at the second level after completing the first level
of education with promotion to a higher year does not
increase or decrease.

Med uc€enjem in izobrazevanjem, ki ju veliko ljudi enaci, je razlika. Pri ucenju gre
za sestavljen psiholoski proces, pri katerem se spremeni obnaSanje zaradi usvojenega
znanja, pri izobrazevanju pa za pridobivanje znanja, navad in spretnosti. Razlika je tudi
ta, da je ucenje vsezivljenjski proces, ki je lahko zaveden ali nezaveden, izobraZzevanje
pa je proces, ki je izklju¢no usmerjen in namenski.

Jarvis (2004) pravi, da je ucenje “skupek procesov, kjer celovite osebe zgradijo
izkusnje v situacijah in jih spremenijo v znanje, sposobnosti, staliS¢a, prepricanja,
vrednote, Custva in Cutila in integrirajo rezultate v svoje lastne biografije”. Andragogi
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vecinoma razumejo izobrazevanje kot tisti del ucenja (procesa), ki je ciljno usmerjen
(namenski) in nacrtovan. Tak$no ucenje (izobrazevanje) je lahko formalno (daje uradno
priznanje znanja in usposobljenosti) ali neformalno (tako pridobljeno znanje in uspo-
sobljenost nista uradno priznana, vendar omogocata posamezniku izvajanje dolo¢enih
poklicnih ali interesnih opravil) (Morano, 2013).

Kosir (2008) izpostavlja, da odrasli v uéni proces vstopajo z druga¢nimi cilji in tudi
drugacnimi znacilnostmi kot mladostniki ali Se prej otroci. Usmerjeni so bolj ciljno,
pri izobrazevanju pa i$¢ejo predvsem znanje. Imajo tudi drugacno, Ze izoblikovano sa-
mopodobo, med prednosti v procesu izobrazevanja pa lahko uvr§¢amo tudi modrost in
zivljenjske izkusnje, ki so jih Ze pridobili do vpisa na fakulteto. Kot pravi Licen (2006),
so odrasli “pocasnejsi, a hitrost ne pogojuje ucenja in ni nepremostljiva ovira”, vecji
problem kot po¢asno ucenje pa je odzivnost, ki se s starostjo dokazano veca (Laznik,
2016). Dandanes se vsakodnevno soo¢amo z novimi in novimi tehnoloskimi inovacija-
mi, z novo tehnologijo prihajajo tudi izobrazevanja razli¢nih vrst. Sem spadata digitali-
zacija in virtualizacija, ki sta bili za odrasle Se do nedavnega nedosegljivi.

Tehnologija je vpeta v nasa zivljenja na vsakem koraku in z njenim hitrim razvojem
nas lahko ¢as hitro povozi, zato je nujno, da z razvojem tehnologije razvijamo tudi svoje
znanje, le tako nam bo namre¢ v pomoc¢ in ne v breme. Tehnoloski razvoj najvec tezav
povzroca prav dvema skupinama ljudi: prva so starejsi, druga pa ljudje, ki so omejeni
zaradi ekonomskih ali zdravstvenih razlogov (Vidic, 2014). Sodobni mediji in tehno-
logija oblikujejo nove moznosti u¢enja. Na vse to pa seveda vplivajo tudi okolje, iz
katerega odrasli izhajajo, Stevilo otrok, ki jih imajo, njihova starost, ekonomsko stanje
druzine itd. Potrebe so gonilo ¢loveskih prizadevanj, motivacija pa je energija, ki se
porodi ob Zelji po zadovoljitvi potreb. Udelezenci izobrazevanja zelijo z udelezbo na
izobrazevanju zadovoljiti eno ali vec svojih potreb. Potrebe se seveda spreminjajo, zato
se spreminjajo tudi motivi (Starc, 2008).

Motivacija je torej eden najmocnejSih faktorjev, ki vplivajo na ¢loveka, saj v na-
sprotnem niti ni volje niti Zelje po doloceni aktivnosti. Je neke vrste hotenje, ki izhaja iz
clovekove notranjosti, je nekaj, kar ¢loveka sili, da se aktivira na dolocen nacin zaradi
potrebe, Zelje, interesa ali cilja. Poznavanje motivov omogoca njihovo razvijanje in
krepitev, tako da je izobrazevanje lazje, kakovostnejSe in hitrejSe, zelo pomembno pa
je tudi poznavanje ovir, ki odrasle ovirajo na zacetku ali kasneje med samim procesom
izobrazevanja. Ce jih Zelimo odpraviti, jih moramo najprej poznati (Laznik, 2016).

V prispevku, ki je usmerjen predvsem v izobrazevanje na podrocju zdravstvene
nege, smo za potrebe raziskave motive in motivacijske dejavnike zdruzili in jih poime-
novali motivacijski faktorji. Mednje uvrséamo zelje, kot so Zelja po boljSem osebnem
dohodku, ve¢jem ugledu ali morda boljsem delovnem mestu, znanju, kakovostnejSem
delu, samopotrditvi, primerjavi v uspehu s soSolci in sodelavci, ohranitvi ali menjavi
delovnega mesta, in $e nekatere druge, ki pa so v literaturi omenjene manj pogosto.

Izobrazevanje na podrocju zdravstvene nege je za kakovostno opravljanje poklica
medicinske sestre in razvoj zdravstvene nege tudi na tehnoloski ravni zelo pomembno.
Danasnje izobrazevanje na podrocju zdravstvene nege se uvrsc¢a med tezje Studije, saj
je poleg veliko teoreticnega znanja treba usvojiti tudi ogromno prakti¢nega (delo z bol-
nikom) in tehnoloskega (delo z medicinskimi aparati) znanja (Laznik, 2017). Vse to pa
zdravstveno osebje sili k nenehnemu formalnemu in neformalnemu izobrazevanju na
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podrocju zdravstvene nege. Formalno izobrazevanje se izvaja v izobrazevalnih institu-
cijah, neformalno pa na seminarjih, tecajih, simpozijih, konferencah, internih izobraze-
vanjih ipd., vsako pa dopolnjuje, posodablja in nadgrajuje obstojece znanje.

1.1 Motivi za izobrazevanje odraslih

Raziskave o motivaciji za izobrazevanje, ki so bile narejene v drugi polovici prej-
$njega stoletja, danes ne drzijo ve¢ (Morano, 2013). Da pride do motivacije, je potrebna
hkratna kombinacija dejavnikov in znacilnosti, ki opredeljujejo pojem motivacija. Ne-
dvomno med njih uvrs¢amo vedenje, usmerjenost, organizem, vzrok, namen, cilj ipd.
Cilj izobrazevanja je za posameznika usposobiti se za uspesno udejstvovanje v razli¢nih
zivljenjskih situacijah (Kobal Grum in Musek, 2009).

Kafol (1999) opredeli motiv kot nekaj, kar sili cloveka, da se aktivira na dolocen
nacin, in je lahko potreba, Zelja, interes, cilj ali sprejeta naloga. Motive, ki jih najdemo
v strokovni literaturi, bi lahko razdelili na tri glavna podro¢ja (Starc, 2002):

O motivi, ki so vezani na socialno okolje (izobrazbena struktura starSev in
partnerja, zaposlenost starSev, partnerja in izobrazevanca, zakonski stan,
Stevilo otrok);

O motivi, ki so vezani na delovno mesto (prisila vodstva organizacije, sode-
lavca, ki se izobrazuje, zahteve delovnega mesta);

O motivi, ki so vezani na notranje potrebe in pri¢akovanja (uveljavljanje,
zelja po uspehu, da bi nekaj pomenili v druzbenem okolju, zelja po napre-
dovanju na delovnem mestu).

Zelo zazeleno je, da je motivacija mocna, saj potem drzi dlje in je tudi rezultat dela
bistveno boljsi. Ce pa je motivacija §ibka, prihaja do podalj$evanja ¢asa in poti do cilja,
do katerega ob Sibki motivaciji morda celo nikoli ne pride.

Razli¢ni avtorji (Tejeda, 2016; Sihag, 2016; Hartzel, 2016; Barr in Dowding, 2019;
Stanley, 2019; Ellis, 2019) na motivacijo gledajo na prvi pogled razli¢no, a Se vedno
dovolj podobno. V literaturi najpogosteje srecamo motivacijsko teorijo fizioloskih in
delovnih potreb po Maslowu, ki pravi, da se lahko lotimo zadovoljevanja visjih potreb
Sele, ko so uresniCene nizje, in Herzbergovo dvofaktorsko teorijo, ki pa je bila razvita
upostevajo¢ Maslowo hierarhijo potreb. Herzberg (1959) pravi, da obstajajo mehaniz-
mi, s katerimi lahko vplivamo na zadovoljstvo zaposlenih, in mehanizmi, s katerimi se
lahko vpliva na u¢inkovitost. Motivatorji, kot jih je poimenoval (Herzberg, 1968), lahko
izzovejo reakcije ali aktivnosti pri zaposlenih. Sem spadajo potrebe po osebnem razvoju
(angl. growth needs), ki se nanasajo na faktorje, ki se najbolj pokazejo po nekem opra-
vljenem delu, opravilu, ko za to delavec prejme neko priznanje.

Obe teoriji spadata med vsebinske teorije, ki so usmerjene k potrebi osebe. Vsebin-
ske teorije se uporablja zato, da se nemotivirane ljudi spodbudi do te meje, da se zacnejo
obnasati tako, kot si delodajalec Zeli. Delodajalec lahko s takim pristopom doseZze pra-
vilno ureditev dela, zadovolji potrebe svojih delavcev, vse to pa pripelje do cilja, torej
uspesne delovne organizacije. Maslowova teorija potreb iz leta 1949 je pogosto ome-
njena kot temeljna teorija, iz katere so izhajale vse kasnejse. Seveda jo je tudi Maslow v
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svojih kasnejsih delih dopolnjeval in razvijal, od samega zacetka pa temelji na hierarhiji
in pomembnosti clovekovih potreb (Laznik, 2016).

Dimovski in Penger (2008) pravita, da teorija govori o tem, da je ¢lovekova aktiv-
nost vedno usmerjena navzgor po piramidi potreb, k bolj privlaénim ciljem.

Robertson (2009), Doren (2011) in Hartzel (2016) kot eno pomembnejsih moti-
vacijskih teorij opisujejo Se “dvofaktorsko teorijo po Fredericku Herzbergu”. Pravijo,
da je Herzberga zanimala korelacija med odnosom zaposlenega do delovnega mesta in
motivacijo zaposlenega na delovnem mestu. Hartzel (2016) ugotavlja, da dvofaktorska
teorija temelji na predpostavki, da obstajata dva sklopa dejavnikov, ki vplivata na moti-
vacijo na delovnem mestu. To so lahko faktorji, ki vplivajo na povecanje zadovoljstva,
lahko pa so ti tudi ovira pri tem.

Robertson (2009) dodaja, da je Herzberg v svoji Studiji dokazal, da za dobro pocu-
tje in zadovoljstvo na delovnem mestu ni pomemben le dober odnos s sodelavcei, temvec
tudi placa in ugodnosti, ki jih prejmejo za opravljeno delo. Kot pravi Doren (2011), pa
Herzberg svetuje, naj se menedzment osredotoCa na spremembe in preureditve dela za-
poslenim tako, da bodo dejavniki motiviranja prisli do izraza. Sirjenje podrogij obsega
dela, prerazporejanje delovnih opravil in obogatitev dela zaposlenih so nacini, s kateri-
mi bi menedzer to lahko dosegel.

Obstajajo pa seveda Se nekatere druge teorije, in sicer Adelfelderjeva motivacijska
teorija ali teorija ERG, Vroomova motivacijska teorija ali teorija pricakovanj, Adam-
sova motivacijska teorija ali teorija enakosti, teorija postavljanja ciljev (Goal-seeting
theory), teorija X, teorija Y, teorija ekonomske motivacije, problemsko-motivacijska
teorija itd.

Znanih je torej na desetine motivacijskih teorij, ki nam obravnavano problematiko
vendarle vsaj priblizno pojasnjujejo. Dejstvo je, da so sodobne motivacijske teorije in
motivacijski dejavniki tisti, ki jih je mozno razvijati skozi razli¢ne oblike organizacijske
participacije zaposlenih. Temelj vsake uspesne organizacije je motivirana ekipa posa-

ey

Ce so zaposleni motivirani, se po¢utijo tudi bolj vpete v sam proces dela, imajo
vi§jo stopnjo zadovoljstva pri delu in so tako tudi kot posamezniki bolj uspesni (Sihag,
2016). Ce hoce biti neko podjetje uspesno, u¢inkovito in okolju ter potrebam ljudi prila-
godljivo, pa mora imeti zadovoljne zaposlene. Cerneti¢ (2007) navaja, da motivacijske
teorije skusajo razloziti ¢lovekov odnos do dela in podati odgovor na vprasanje, zakaj
¢lovek dela in od katerih dejavnikov je odvisno njegovo delo.

2 Metodologija

Raziskava je temeljila na kvantitativni metodi deskriptivnega raziskovanja.
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2.1 Namen in cilji raziskave

Namen raziskave je ugotoviti, kateri motivacijski faktorji vplivajo na odlocitev za
izobrazevanje pri Studentih visokoSolskega Studijskega programa Zdravstvena nega na
Fakulteti za zdravstvene vede Univerze v Novem mestu.

Cilji raziskave so bili med Studenti redne ali izredne oblike izobraZevanja opredeliti
in poiskati razliko vpliva posameznega motivacijskega faktorja na odlocCitev za vpis
na visokoSolski Studijski program Zdravstvene nege na Fakulteti za zdravstvene vede
Univerze v Novem mestu, opredeliti glavne motivacijske faktorje, ki so Studente spod-
budili k vpisu v redno ali izredno obliko izobraZzevanja, ter ugotoviti, v kolik§ni meri
se zelja po nadaljevanju Studija na drugi stopnji med Studenti glede na napredovanje v
vi§ji letnik razlikuje.

2.2 Hipoteze

Za potrebe nase raziskave smo oblikovali tri hipoteze:

o0 Nacin $tudija (redni in izredni) statisti¢no znacilno razli¢no vpliva na oceno motiva-
cijskega faktorja “biti samostojen in neodvisen” kot razloga za vpis na Fakulteto za
zdravstvene vede Univerze v Novem mestu.

o Nacin Studija (redni in izredni) statisticno znacilno razlicno vpliva na oceno mo-
tivacijskega faktorja “ustvariti si ve¢ji ugled” kot razloga za vpis na Fakulteto za
zdravstvene vede Univerze v Novem mestu.

O Znapredovanjem v visji letnik prve stopnje se Zelja po nadaljevanju Studija na drugi
stopnji glede na prvi letnik statisticno pomembno razlikuje.

2.3 Opis instrumenta

Za zbiranje primarnih podatkov smo uporabili tehniko anketiranja, kot osnovo za
instrument pa uporabili prilagojen avtorjev anketni vpraSalnik (Laznik, 2016). Vprasal-
nik smo nekoliko preoblikovali in prilagodili potrebam tokratne raziskave. Anketiran-
cem smo v anketi ponudili izbor motivacijskih faktorjev, ki jih je v svoji raziskavi opre-
delila J. Starc ze leta 2002, ko je proucevala motive odraslih za vkljucevanje v visoke
strokovne izobrazevalne programe na samostojnih visokosSolskih zavodih. Izbrali smo
jih tudi zato, ker se ti isti faktorji ponavljajo tudi v novejsi literaturi razlicnih avtorjev
(Kobal Grum in Musek, 2009; Morano, 2013; Tejeda, 2016; Sihag, 2016).

Anketni vprasalnik je poleg uvodnega sociodemografskega dela sestavljen Se iz dveh
sklopov, in sicer ugotavljanja motivacijskih faktorjev in dela, v katerem smo ugotavljali
zeljo po nadaljevanju izobrazevanja na drugi stopnji ter lastnega kariernega razvoja. 18
ponujenih motivacijskih faktorjev so anketirani ocenjevali na petstopenjski Likertovi
lestvici, zeljo po nadaljevanju Studija na drugi stopnji pa s $tirimi ponujenimi odgovori.

Zanesljivost anketnega vprasalnika smo preverili tudi s Cronbach alfa testom. Vre-
dnost Cronbach alfe, ki smo ga izracunali s pomocjo programa SPSS, je pokazal dobro
stopnjo zanesljivosti (0,84).



Gorazd Laznik: Motivacijski faktorji odraslih za izobrazevanje na podrocju zdravstvene... 131

2.4 Opis vzorca

Osnovno populacijo vzorca predstavlja 382 Studentov vseh letnikov in absolventi
rednega in izrednega Studija na visoko$olskem Studijskem programu Zdravstvena nega
na Fakulteti za zdravstvene vede Univerze v Novem mestu.

Tabela I: Opis vzorca

Studij Shupai
upa,
Redni Izredni Pl
Spremenljivka Odgovor f % f 1% f 1%
Sool moski 22 17,1% 18 |240% | 40 |19,6%
0
P zenski 107 | 829% | 57 |760% | 164 |804%
do 25 let 125 [969% | 22 |[293% | 147 |72,1%
Starost 26-35 let 1 0,8% 32 | 42,7% | 33 16,2%
aros
36-45 let 2 1,6% 17 122,7% | 19 9,3%
46 let ali vec 1 1,6% 4 53% 5 2,4%
1. letnik, redni $tudij 63 | 48,8% 0 0,0% 63 | 48,8%
2. letnik, redni $tudij 26 |20.2% 0 0,0% 36 [202%
3. letnik, redni $tudij 40 | 31,0% 0 0,0% 40 |31,0%
) absolvent rednega Studija 0 0,0% 0 0,0% 0 0,0%
SLtiﬁ;l; 1. letnik, izredni $tudij 0 |00% | 37 [493%| 37 |493%
2. letnik, izredni $tudij 0 0,0% 21 28,0% 21 28,0%
3. letnik, izredni $tudij 0 0,0% 17 22.7% 17 22,7%
absolvent izrednega $tudija 0 0,0% 0 0,0% 0 0,0%
Skupaj 129 |100,0%| 75 |[100,0%| 204 |100,0%

Vir: Anketni vprasalnik, 2019

Anketo so v celoti izpolnili 204 Studenti (53,4 %), ki imajo na Fakulteti za zdra-
vstvene vede Univerze v Novem mestu status rednega ali izrednega Studenta ter absol-
venta. Med anketiranimi je bilo 40 (19,6 %) moskih in 164 (80,4 %) Zensk. 1z rezultatov
je razvidno, da se redni in izredni Studenti s statusom absolventa na anketni vprasalnik
niso odzvali. Pri rednih Studentih je bila pricakovano najbolj zastopana starostna sku-
pina do 25 let (125; 96,9 %), pri izrednih pa starostna skupina 26-35 let (32; 42,7 %).
Pri rednih (1; 1,6 %) in pri izrednih (4; 5,4 %) Studentih so v raziskavi sodelovali tudi
Studenti iz starostne skupine 46 let in vec, vendar jih je bilo najman;j.
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2.5 Opis obdelave podatkov

Anketne vprasalnike, ki so bili oddani, smo prepisali v elektronsko obliko na
www. lka.si, vse zbrane rezultate pa nato izvozili v statisti¢ni program SPSS 23.0.

Za statisti¢no preverjanje hipoteze | in hipoteze 2 smo uporabili t-test za neodvisne
vzorce, tretjo hipotezo pa smo preverjali na podlagi izracuna relativnih delezev in z
regresijsko analizo.

3 Rezultati in razprava

Med motivacijskimi faktorji, ki so predstavljeni v tabeli 2, se pri nekaterih med re-
dnimi in izrednimi Studenti pojavljajo statisti¢no znacilne razlike glede ocene pomemb-
nosti pri odloc€itvi za vpis na Fakulteto za zdravstvene vede Univerze v Novem mestu.

Zupanciceva (2010) je z raziskovanjem motivacije zaposlenih v centru za dializo
v Univerzitetnem klini¢nem centru Ljubljana ugotovila, da v njihovem centru ni zapo-
slenega, ki bi nasprotoval izobrazevanju oziroma se ne bi strinjal, da je vsezivljenjsko
ucenje ali formalno izobrazevanje potrebno. V letu, ko je izvajala raziskavo, se jih je
desetina izobrazevala na formalnem Studiju prve stopnje visokoSolskega izobrazevanja.
40 % anketirancev je navedlo, da motivacije ni ali je nizka, 30 % jih je bilo zmerno mo-
tiviranih, ostalih 30 % pa visoko oziroma zelo visoko motiviranih. Stopnja izobrazbe in
starost glede na rezultate raziskave vplivata na odlocitev za vkljucitev v formalno izo-
brazevanje, medtem ko na neformalno izobrazevanje tega vpliva nimata. Polovica za-
poslenih je za izobrazevanje motivirana sama, 30 % jih ima veliko podporo pri svojcih,
medtem ko nadrejeni zaposlenih za izobrazevanje ne spodbujajo. Glavni motivacijski
dejavniki, ki so glede na pridobljene rezultate postavljeni v ospredje, so visji osebni
dohodek, moznost napredovanja, boljsi delovni pogoji in ve¢ prostega Casa. Velik vpliv
imajo tudi dejavniki, ki neposredno vplivajo na delo (zahtevnost dela, odgovornost, do-
datno znanje, Zelja po samostojnem opravljanju nalog). Anketiranim osebam velik mo-
tiv predstavljajo tudi dodatne moznosti izobrazevanja, veselje do ucenja, vecji ugled,
vecja samozavest ter boljsa samopodoba.

Rezultati raziskave, ki jo je izvedla Kamenci¢eva (2014), so pokazali, da “izobra-
zevanje v zdravstveni negi najvec pripomore k vecji strokovnosti in profesionalnosti,
nadgradi Ze obstojeCe znanje ter pripomore k razvoju osebnosti in stroke”. Raziskava
je bila namenjena odkrivanju motivacijskih faktorjev za delo, motivacijskih faktorjev,
ki delavce spodbujajo k udelezbi na strokovnih izobrazevanjih, ter odkrivanju ovir, ki
jim to onemogocajo. Kot najpogostejsi motivacijski dejavnik za delo anketiranci izpo-
stavljajo udelezbo na strokovnih izobrazevanjih in s tem pridobivanje novega znanja in
izkusSenj. Nova znanja pripomorejo h kakovostnejsemu opravljanju dela in vecji samo-
stojnosti ter neodvisnosti pri delu. Slednji ima, po rezultatih raziskave, vecji vpliv na
moske kot na Zenske, vendar razlika ni statisticno pomembna za §irSo mnozico.
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Tabela 2: Motivacijski faktorji za vpis na Fakulteto za zdravstvene vede za redne in
izredne Studente (Anketni vprasalnik 2019)

T-test za
Levenov test .
. . ekvivalentnost
o Vista B St. ekvivalentnih . Ao
Motivi e f ¥ varianc aritmeticnih
Studija odklon sredin
F Sig. t P

. ) o redni | 129 | 447 | 0,73
Biti usposobljen za zivljenje |— - 5,583 | 0,019 | 2,280 |0,024*
izredni | 75 | 4,15 | 1,07

o ) redni | 129 | 4,55 | 0,68
Pridobiti si nov poklic - - 6,538 | 0,011 | 3,222 |0,002*
izredni | 75 | 4,11 | 1,07

. L . redni | 129 | 4,74 | 0,58
Biti samostojen in neodvisen — - 31,096 | 0,000 | 3,613 |0,000*
izredni | 75 | 4,27 | 1,06

o o redni | 129 | 3,70 | 0,82
Pridobiti si nove prijatelje  |— - 10,354 | 0,002 | 2,053 |0,042*
izredni | 75 | 3,40 | 1,09

o ) ) ) redni | 129 | 4,09 | 0,73
Priti v stik z ljudmi - - 10,798 | 0,001 | 3,001 | 0,003*
izredni | 75 | 3,68 | 1,03

. redni | 129 | 3,45 | 1,00
Zgled drugih - - 4,779 | 0,030 | 0,552 | 0,582
izredni | 75 | 3,36 | 1,18

L . redni | 129 | 3,08 | 1,16
Ustvariti si ve¢ji ugled - - 5,211 | 0,023 | 1,313 | 0,191
izredni | 75 | 2,84 | 1,29

redni 129 | 4,17 | 0,81
Preizkusiti svoje sposobnosti — - 0,031 | 0,861 |-0,465| 0,642
izredni | 75 | 4,23 | 0,86

Izogniti se tezavam, ki jih
imate ali pa bi jih lahko imeli
zaradi neustrezne izobrazbe
na delovnem mestu

redni | 129 | 4,00 | 0,93

0,146 | 0,703 |-0,696 | 0,487
izredni | 75 | 4,09 | 0,92

Tekmovanje z drugimi redni | 129 | 2,06 | 1,00
(prijatelji, sodelavci, 0,001 | 0,980 | 0,061 | 0,951

znanci, soSolci) izredni | 75 | 2,05 | 094

. . redni | 129 | 4,38 | 0,88
Kakovostnejse delo v poklicu — - 0,134 | 0,714 |-0,361| 0,718

izredni | 75 | 4,43 | 0,92

Priti na boljse delovno redni | 129 | 4,29 | 0,89
mesto (s tem ni nujno 0,057 | 0,811 |-0,560| 0,576

povezan boljii zasluzek) izredni | 75 | 4,36 | 0,92
redni | 129 | 4,19 | 0.86

Boljsi zasluzek - - 0,619 | 0,432 |-0,048 | 0,962
izredni | 75 | 4,20 | 0,93
- < redni | 129 | 2,00 | 1,10
Visja izobrazba vaSega | TECHL 0,550 | 0,459 | 1,425 | 0,156
partnerja, kot je vasa izredni | 75 | 1,79 | 0,90
S redni | 129 | 2,99 | 1,19
Ustvariti si veéji vpliv 0,798 | 0,373 |-0,199| 0,843

izredni | 75 | 3,03 | 1,20
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Levenov test Ftest za
. . ekvivalentnost
o Vista 3 St. ekvivalentnih S
Motivi st f 5 o aritmeticnih
Studija odklon varianc sredin
F Sig. t D
i i i redni | 129 | 2,56 | 1,04
Razlika v izobrazbi med | TeC 0,340 | 0,560 | 0,250 | 0,803
sodelavci in vami izredni | 75 |2,52 | 1,07
) redni | 129 | 3,78 | 0,93
Spodbude v delovnem okolju — - 0,006 | 0,936 |-0,613| 0,540
izredni | 75 | 3,87 | 0,96
; redni | 129 | 4,40 | 0,77
Spodbuda in podpora — 0,373 | 0,542 | 0,142 | 0,887
lastne druZine izredni | 75 | 4,39 | 0,85

Legenda: * p = statisti¢na znacilnost pri 0,05 ali manj

Da primanjkuje zaposlenim motivacije v delezu kar 45,5% in da jih je le 23,3%
vedno motiviranih za izobrazevanje, je pokazala raziskava, ki jo je izvedla KerSmanceva
(2009). Najpomembnejsi motivacijski faktorji, ki jih izpostavljajo zaposleni, so pohvale
in priznanja (56,4 %), boljsi delovni pogoji (47,3 %), moznost napredovanja (41,8 %) ter
odgovornost in samostojnost pri delu (30,9 %). Kot motiv za izobraZevanje pa zaposleni
na prvo mesto postavljajo z 52,7% placo in napredovanje, ugled na delovnem mestu pa
je pomemben 40 %.

Rezultati raziskave, ki jo je avtor prispevka opravil ze leta 2016 v okviru svoje
raziskave (Laznik, 2016), so pokazali, da je rednim Studentom motivacijski faktor “sa-
mostojnost in neodvisnost” (X =4,51) pomembnejsi od motivacijskega faktorja “vecji
ugled” (X =3,15). Da je razlika statisticno znacilna, pa je avtor potrdil tudi s parnim
t-testom (t = 10,318, p < 0,001). V raziskavi tudi ugotovi, da je motivacijski faktor “sa-
mostojnost in neodvisnost” tudi takrat bil med rednimi (X = 4,51) in izrednimi (X = 4,57)
Studenti ocenjen z najvi§jo povpre¢no oceno. Rezultati (tabela 2) kazejo, da se je stati-
sticno pomembna razlika pojavila med rednimi in izrednimi Studenti Se pri motivacijskem
faktorju “pridobiti si nove prijatelje” (F =10,354; p=0,042), sledijo mu “biti usposo-
bljen za zivijenje” (F = 5,583; p = 0,024), “priti v stik z l[judmi” (F = 10,798; p = 0,003) in
“pridobiti si nov poklic” (F = 6,538; p=0,002). Rezultati za motivacijski faktor “biti sa-
mostojen in neodvisen” so med rednimi in izrednimi Studenti pokazali statisti¢no znacilno
razliko (F = 31,096; p = 0,000), pri ¢emer pa so mu redni Studenti namenili tudi najvisjo
povprecno oceno (X = 4,74).

V nasi raziskavi se je pri analizi rezultatov pojavila statisticno znacilna razlika pri
motivacijskem faktorju “biti samostojen in neodvisen”. Ob upostevanju predpostavke
o homogenosti varianc smo ugotovili, da je vrednost t-testa za neodvisne vzorce pri
motivacijskem faktorju “biti samostojen in neodvisen” statisticno znacilna (F = 31,096;
p = 0,000). Glede na pridobljene rezultate lahko zapisemo, da redni in izredni Studentje
motivacijski faktor “biti usposobljen za zZivljenje” kot razlog za vpis na Fakulteto za
zdravstvene vede Univerze v Novem mestu ocenjujejo statisticno znacilno razlicno.
Redni studentje so motivacijski faktor “biti usposobljen za Zivijenje” ovrednotili bolje
(X =4,74) kot izredni Studentje (X = 4,27).



Gorazd Laznik: Motivacijski faktorji odraslih za izobrazevanje na podrocju zdravstvene... 135

Hipotezo 1, ki pravi, da nacin Studija (redni in izredni) statisti¢no znacilno vpliva
na oceno motivacijskega faktorja “biti samostojen in neodvisen” kot razloga za vpis na
Fakulteto za zdravstvene vede Univerze v Novem mestu, potrdimo.

Neenakost med ljudmi izvira tudi iz polozaja v druzbi, polozaj pa dolocajo tako
druzbena mo¢ in premozenje kot tudi izobrazba in ugled. Barle in Trunk Sirca (2013)
menita, da je izobrazevanje pomembno za individualni razvoj in s tem boljSe razume-
vanje in spodbujanje gospodarske rasti, vendar je pomembno tudi z vidika druzbenega
razvoja in s tem posledi¢no tudi umestitve v druzbeni sloj.

Kamin in Tivadar (2011) navajata, da vi§ja izobrazba omogoca ljudem boljso in
varnejSo zaposlitev ter vi§jo avtonomijo pri delu. Trdita, da imajo zaposleni s tem tudi
delovno mesto z visjim druzbenim ugledom, in nadaljujeta, da se na ta nacin strukturira
tudi druzba.

Pri naSem vzorcu pa se ne potrdi, da razmere v druzbi in vrednote druzbe izobraze-
vanje postavljajo na pomembno mesto. Ugotavljamo namre¢, da je motivacijski faktor
“pridobiti si vecji ugled” ocenjen zelo slabo. Redni Studentje ga ocenjujejo sicer nekoli-
ko bolje, vendar je povpre¢na ocena nizka (X = 3,08), izredni pa ga ocenjujejo Se nekoli-
ko slabse, in sicer s povprecno oceno 2,84. S t-testom za neodvisne vzorce ugotavljamo,
da je ob upostevanju predpostavke o homogenosti varianc vrednost t-testa za neodvisne
vzorce pri motivacijskem faktorju “ustvariti si vecji ugled” statisticno znacilno razlicna
(F=5,211; p=0,023).

Hipotezo 2, ki pravi, da nacin Studija (redni in izredni) statisticno znacilno razli¢no
vpliva na oceno motivacijskega faktorja “ustvariti si vecji ugled” kot razloga za vpis na
Fakulteto za zdravstvene vede Univerze v Novem mestu, s tem potrdimo.

Tabela 3: Namen nadaljevanja Studija na drugi stopnji glede na posamezni letnik Studija

anketiranca
Da Ne
Studij Letnik f 1% f 1%

1. letnik 3 4,8% 20 31,7%

Redui 2. letnik 4 15,4% 7 26,9%
edni

3. letnik 5 12,5% 17 42.5%

absolvent 0 0,0% 0 0,0%

1. letnik 8 21,6% 7 18,9%

Izredni 2. letnik 2 9,5% 4 19,0%
zredni

3. letnik 1 5,9% 6 35,3%

absolvent 0 0,0% 0 0,0%

1. letnik 11 11,0% 27 27,0%

2. letnik 6 12,8 % 11 23,4%

Skupaj 3. letnik 6 10,5% 23 48.9%

absolvent 0 0,0% 0 0,0%

Skupaj 23 27,8% 61 81,3%

Vir: Anketni vprasalnik, 2019
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Anketiranci so se pri vprasanju o namenu nadaljevanja Studija na drugi stopnji po
konc¢anem izobrazevanju na prvi stopnji lahko odlocali med odgovori “da”, “nisem se

EEINT3

Se odlocil/-a”, “ne” in “o tem S$e nisem razmisljal/-a”.

V tabeli 3 predstavljamo odgovore tistih, ki so izbrali odgovor “da” ali “ne”. 84 teh
predstavlja 41 % vseh Studentov, ki so na vprasanje odgovorili, in 22 % vseh Studentov,
ki so v Casu izvajanja raziskave bili vpisani v Studijski program Zdravstvena nega na
Fakulteti za zdravstvene vede Univerze v Novem mestu.

Iz tabele 3 je razvidno, da med posameznimi letniki in vrstami $tudija glede na
Stevilo anketirancev ni izstopajo¢ih odgovorov.

Laznik (2016) je leta 2016 postavil enako vprasanje Studentom, ki so ravno tako kot
zdajs$nji v Casu izvajanja raziskave bili vpisani v Studijski program Zdravstvena nega na
Fakulteti za zdravstvene vede Univerze v Novem mestu. Skupni vzorec sodelujocih v
raziskavi je bil 105 Studentov, kar je takrat predstavljalo 38 % od 277 vpisanih $tuden-
tov. Da bo studij na drugi stopnji na Fakulteti za zdravstvene vede Novo mesto, smer
Vzgoja in menedzment v zdravstvu, nadaljevalo, se je takrat opredelilo 9 (8,6 %) rednih
in 6 (13,6 %) izrednih Studentov, 35 (33,3 %) rednih in 9 (20,5 %) izrednih Studentov pa
je navedlo, da izobrazevanja ne bodo nadaljevali (Laznik, 2016).

Da bi rezultate nase raziskave dodatno preverili, smo opravili Se regresijsko analizo
(tabela 4) s pomocjo metode najmanjsih kvadratov med spremenljivkama letnik Studija
in zelja po nadaljevanju Studija na drugi stopnji.

Tabela 4: Povezanost med spremenljivkama letnik Studija in Zelja po nadaljevanju Stu-
dija na drugi stopnji (regresijska analiza s pomoc¢jo najmanjsih kvadratov)

Model R R Adjusted R Square | Std. Error of the Estimate
1 0,063a 0,004 -0,001 2,07497

Vir: Anketni vprasalnik, 2019

1z rezultatov je razvidno, da tudi regresijska analiza s pomoc¢jo metode najmanjsih
kvadratov ni pokazala statisticno znacilne povezanosti med spremenljivkama letnik $tu-
dija in zelja po nadaljevanju Studija na drugi stopnji (R? = 0,004).

Delez Studentov, ki nameravajo nadaljevati Studij na UNM FZV, je med rednimi
in izrednimi Studenti v vseh letnikih primerljiv. Zaradi majhnosti vzorca je treba re-
zultate jemati z zadrzkom, lahko pa kot odgovor na tretjo hipotezo zapiSemo, da pri
naSem vzorcu napredovanje v visji letnik nima nobenega vpliva na odlocitev Studentov
o nadaljevanju Studija po koncani prvi stopnji izobraZevanja, s ¢imer tretje hipoteze ni
mogoce potrditi.
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4 Sklep

Pomembno je, da imajo Studenti moznost nadaljevanja izobrazevanja na drugi sto-
pnji, da se tako strokovno kot tudi akademsko razvijajo in s tem prispevajo k razvoju
zdravstvene nege. Ali se za to odlocijo ali ne, je v veliki meri odvisno tako od okolja kot
druzbe, odvisno pa je tudi od delovnih organizacij, ki bi vertikalo izobrazevanja morale
spodbujati in zaposlene motivirati.

Ker je v naSem vzorcu zelja po nadaljevanju Studija na drugi stopnji tako nizka, se
postavlja vprasanje o zavedanju pomena razvoja profesije zdravstvene nege in zdra-
vstvene nege kot znanstvene discipline tako med Studenti kot tudi zaposlenimi v vrh-
njem menedzmentu zdravstvenih organizacij.

Omejitev nase raziskave je, da je bila raziskava narejena le na populaciji Studentov
Fakultete za zdravstvene vede Univerze v Novem mestu, zato je ne moremo posplositi
na vse Studente, ki v Sloveniji Studirajo na Studijskih programih zdravstvene nege na
prvi in drugi stopnji. Lahko pa bi bila ta raziskava in pripravljen instrument uporabljena
za tovrstna longitudinalna raziskovanja na celotni populaciji prej omenjenih Studentov.

Gorazd Laznik

Adult Motivational Factors for Nursing Education

The decision to enrol in continuing education after completing primary and sec-
ondary school is a big step for everyone. Parents help their children enrol in their
chosen secondary school, and after graduation, they as adults decide to enrol in col-
lege. However, in order to decide to enrol, they first need a motive, or an influence by
some motivating factor, that will help them to reach their goal, but the goals are of
course different. Motivation is social behaviour, but the same motives do not cause the
same reactions in different people. The knowledge of motives enables them to develop
and strengthen, making education easier, better and faster. Some just want to gain new
knowledge, which they can then usefully use in their work, but others see further op-
portunities for furthering or changing jobs as they continue their education.

However, motivation requires a combination of factors and characteristics that de-
fine the concept of motivation. Undoubtedly, these include behaviour, orientation, or-
ganism, cause, purpose, goal ... (Kobal Grum & Musek, 2009). The goal of education
for the individual is to be able to successfully participate in different life situations. Mo-
tives found in the professional literature could be divided into three main areas (Starc,
2002), namely motives related to the social environment (educational structure of par-
ents and partner, employment of parents, partner and educator, legal status, number of
children), job-related motives (coercion of organization leadership, training associate,
job requirements), and motives related to internal needs and expectations (assertion,
desire to succeed in order to mean something in the social environment, a desire to
advance in the workplace).
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Nursing education is very important for the quality of nursing care and the devel-
opment of nursing at the technological level. Today, nursing education is one of the
more difficult studies, because in addition to a lot of theoretical knowledge, a great
deal of practical (working with the patient) and technological knowledge (working with
medical devices) must be acquired. Education is carried out formally in educational
institutions and informally through seminars, courses, symposia, conferences, in-house
training, etc., each supplementing, updating and upgrading the existing knowledge.

Zupancic¢ (2010) thus concludes, while researching the motivation of the employ-
ees in the Dialysis Centre at the University Medical Centre Ljubljana, that none of the
employees working at the Centre oppose education or disagree that lifelong learning or
Jformal education is required. 40 % of the respondents stated that motivation was non-
existent or low, 30 % were moderately motivated and the other 30 % were highly or very
motivated. The main motivating factors that put the results at the forefront are higher
personal income, the possibility of promotion, better working conditions and more
free time. Respondents are also motivated by additional educational opportunities, the
pleasure to learn, greater reputation, greater self-esteem and a better self-image.

The results of the research conducted by Kamenci¢ (2014) have shown that “educa-
tion in nursing is contributing the most to greater professionalism and professionalism,
upgrading the already existing knowledge and contributing to the development of per-
sonality and profession.” As the most common answer, the respondents emphasize their
participation in professional training, thus acquiring new knowledge and experience.
New knowledge contributes to a better quality of work, and greater independence and
autonomy at work. According to the survey, the latter has a greater impact on men than
on women, but the difference is not statistically significant for the general public.

It was found that 45.5 % of the employees lack motivation and that only 23.3 % are
always motivated to study (Kersmanec, 2009). The most important motivational fac-
tors highlighted by the employees are praise and recognition (56.4 %), better working
conditions (47.3 %), promotion (41.8 %), and responsibility and independence at work
(30.9%). 52.7 % of them indicated pay and promotion as the motive for education,
while 40 % considered reputation in the workplace as important.

The results of the research carried out by the author in 2016 as part of his research
for his Masters thesis showed that full-time students chose the motivational factor of
“independence and autonomy” (X = 4.51) as more important than the motivational fac-
tor of “greater reputation” (x = 3.15). The author also confirmed that the difference
was statistically significant with a pair T-test. (t = 10.318, p < 0.001). When examining
all average values in the table, which lists the average estimates of all motivational
factor estimates, we find that even then the motivational factor “independence and au-
tonomy” was estimated with the highest average score among all offered motivational
factors, but this was true in both ways of study.

The inequality between people also stems from social status, determined by both
social power and wealth, as well as education and reputation. Barle and Trunk Sirca
(2013, p. 23) believe that education is important for the development of the individual
and thus a better understanding and promotion of economic growth, and is also impor-
tant from the point of view of social development and, consequently, placement in the
social class.
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Kamin and Tivadar (2011) state that higher education provides people with better
and safer employment and greater independence at work. The authors claim that these
employees also have jobs with higher social reputation and continue to structure the
company in this way.

The purpose of our research was to determine what motivational factors influence
the students’ decision to continue their education in the higher education nursing pro-
gramme at the Faculty of Health Sciences, University of Novo mesto. The goals of the
research were to identify these factors among the students of full-time and part-time
education, to find the differences in the influence between individual motivational fac-
tors on the decision to enrol in the higher education nursing programme at the Faculty
of Health Sciences, University of Novo mesto, to identify the main motivational factors
that encouraged the students to enrol in full-time or part-time education, and to deter-
mine the extent to which the desire to pursue the second-cycle studies differs from one
student to the next.

The research was based on the quantitative method of descriptive research. We used
a survey to collect the primary data and our own customized questionnaire, which the
author composed and used in his Master s thesis, as the basis of the instrument. The
survey provided respondents with a selection of motivational factors identified by Starc
in her 2002 survey examining adult motives for enrolment in professional higher educa-
tion programmes at independent higher education institutions. We have also selected
them because the same factors have been repeated in recent literature by different au-
thors (Kobal Grum & Musek, 2009, Morano, 2013, Tejeda, 2016, Sihag, 2016).

The basic sample population is 382 students of all years and graduates of full-time
and part-time studies at the higher education nursing programme at the Faculty of
Health Sciences, University of Novo mesto. The survey was completely solved by 204
students (53.4 %) who have the status of full-time or part-time student and graduate
student at the Faculty of Health Sciences at the University of Novo mesto. 40 (19.6 %)
were men and 164 (80.4 %) were women. The results show that full-time and part-time
students with undergraduate status did not respond to the survey questionnaire. For
full-time students, the age group up to 25 years was expected to be the most represented
(125; 96.9 %), while for the part-time students, the age group was from 26 to 35 years
(32; 42.7%). Full-time (1; 1.6 %) and part-time students (4; 5.4 %) also included stu-
dents from the age group 46 years and older, but these were the fewest (Table 1).

For the purposes of our research, we have formulated three hypotheses. For the
statistical verification and confirmation of hypotheses 1 and 2, we used the T-test for
independent samples, and the third hypothesis was confirmed or refuted based on the
calculation of relative proportions and regression analysis. The reliability of the ques-
tionnaire was also verified by the Cronbach alpha test. The Cronbach alpha value cal-
culated using SPSS showed a good degree of reliability (0.84).

The smallest but statistically significant difference emerged between the full-time
and part-time students in the motivation to “make new friends” (F = 10,354, p = 0.042),
followed by “being fit for life” (F = 5,583, p = 0.024), “getting in touch with people”
(F=10,798; p = 0.003), and “getting a new profession” (F = 6,538; p = 0.002). The
results for the motivational factor “being independent and autonomous” showed the
highest statistically significant difference (F = 31.096; p = 0.000) between the full-time
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and part-time students, with the full-time students giving the highest average grade
(x=4.74).

Hypothesis 1: “The study type (full-time and part-time) statistically significantly
differently influences the assessment of the motivational factor “to be independent and
autonomous” as the reason for enrolling in the Faculty of Health Sciences, University
of Novo mesto.” Taking into account the assumption of variance homogeneity, we found
that the value of the T-test for independent samples was statistically significant for the
motivational factor “being independent and autonomous” (F = 31.096; p = 0.000).
The results obtained indicate that the full-time and part-time students assessed the rea-
son for enrolling in the Faculty of Health Sciences, University of Novo mesto, statisti-
cally significantly differently.

Hypothesis 2: “The study type (full-time and part-time) statistically significantly
differently influences the assessment of the motivational factor “to gain a greater repu-
tation” as the reason for enrolling in the Faculty of Health Sciences, University of Novo
mesto. They place it in an important place, but unfortunately in our sample, they do not
confirm it. Namely, we find that the motivational factor “to gain a greater reputation”
is rated very poorly. While the full-time students rate it slightly better, the average grade
is low (X = 3.08), the part-time students gave it a slightly lower score, with an aver-
age grade of 2.84. Using the statistical method of the T-test for independent samples,
we find that, taking into account the assumption of homogeneity of variance, the value
of the T-test for independent samples is statistically significantly different (F = 5,211,
p = 0,023) for the motivation factor “to gain a greater reputation”.

Hypothesis 3: “With the progression to the first year of study, the desire to continue
studying at the second level differs statistically significantly from the first year.” The
respondents were able to choose between continuing their studies at the second level
after completing their first-cycle education by answering “Yes”, “I haven't decided
yvet”, “No” and “I haven't thought about that yet”. Table 3 shows that there are no
outstanding answers in terms of number of respondents between the individual year and
type of study. As the proportion of students in individual years who intend to continue
their studies at the second level at the Faculty of Health Sciences, University of Novo
mesto, does not increase with the higher year for both full-time and part-time students,
nor does the percentage increase with respect to the number of completed surveys, our
sample shows that enrolment in the higher year does not mean they wish to continue
studying. Also, the least squares regression analysis (Table 4) showed no statistically
significant correlation between the study year variables and the desire to continue the
study at the second level (R? = 0.004).

Thus, in the research we find that statistically significant differences occur in in-
dividual motivational factors between full-time and part-time students, and the big-
gest one with regard to the motivational factor “being independent and autonomous”,
that full-time students evaluate the motivational factor “being independent and au-
tonomous” with the highest average grade. The motivation factor of “to gain a greater
reputation” is estimated very poorly by both full-time and part-time students. We also
note that the desire to continue studying at the second level after completing the first
level of education does not increase or decrease with the higher year.
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Nevertheless, it is important that students who complete the first-level education
have the opportunity to continue their second-level education, develop academically
and contribute to the development of nursing. Whether or not they choose to do so de-
pends largely on the environment and society, as well as on the working organizations
that should encourage vertical education and motivate employees. As the desire to con-
tinue studying at the second level is so low, the question arises about the awareness of
the importance of developing the profession of nursing and nursing as a scientific disci-
pline both among students and top management employees of healthcare organizations.
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NAVODILA AVTORJEM

Didactica Slovenica — Pedagoska obzorja, znanstvena revija
za didaktiko in metodike, objavlja ¢lanke, ki so razvr§ceni
v naslednji dve kategoriji: znanstveni ¢lanek in strokovni
¢lanek.

Kategorijo ¢lanka predlaga avtor, kon¢no presojo pa na osno-
vi strokovnih recenzij opravi urednistvo oziroma odgovorni
urednik. Clanki, ki so objavljeni, so recenzirani.

Avtorje prosimo, da pri pripravi znanstvenih in strokovnih

¢lankov upostevajo naslednja navodila:

1. Clanke v tiskani obliki z vaimi podatki in povzetkom v
skladu z navodili posiljajte na naslov: UredniStvo revi-
je Didactica Slovenica — Pedagoska obzorja, Na Loko 2,
p.p. 124, 8000 Novo mesto, Slovenija. Clanke sprejemamo
tudi po elektronski posti na elektronski naslov urednistva.
Prejetega gradiva ne vracamo.

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

3. Znanstveni ¢lanki lahko obsegajo do 30.000 znakov.

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

. Znanstveni in strokovni ¢lanki morajo imeti povzetek v slo-
venskem (od 1.000 do 1.200 znakov s presledki) in v angle-
Skem jeziku. Povzetek in klju¢ne besede naj bodo napisani
na zaCetku ¢lanka. Priloziti je treba tudi razsirjeni povzetek
(10.000 znakov s presledki) v angleskem jeziku.

. Tabele in slike naj bodo vklju¢ene v besedilu smiselno,
kamor sodijo. Slike naj bodo tudi priloZene kot samostoj-
ne datoteke v ustreznem slikovnem (jpeg), oziroma vek-
torskem (eps, pdf, png) zapisu v lo¢ljivosti vsaj 600 pik
na palec. Na slikovno gradivo, ki ne zado$¢a minimalnim
zahtevam, posebej ne opozarjamo in ga v konéni tehni¢ni
pripravi zaradi neustreznosti izpustimo.

. Seznam literature uredite po abecednem redu avtorjev in
sicer na naslednji nacin:

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

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

naslov revije, letnik, Stevilka, strani. Primer: Strménik,

F., Kramar, M. (2017). ReSevanje problemov kot poseb-

na u¢na metoda. Pedagoska obzorja, 12, st. 5, str. 3.

Za ¢lanke v zbornikih: priimek in ime avtorja, leto ob-

jave, naslov ¢lanka, podatki o knjigi ali zborniku, strani.

Primer: Razdeviek Pucko, C. (2013). Usposabljanje

uciteljev za uvajanje novosti. V: Tancer, M. (ur.). Sto-

letnica rojstva Gustava Siliha. Maribor: Pedagoska fa-

kulteta, str. 234-247.

. Vkljugevanje reference v tekst: Ce gre za to¢no navedbo,
napiSemo v oklepaju priimek avtorja, leto izdaje in stran
(Krofli¢, 2017, str. 15). Ce pa gre za splosno navedbo,
stran izpustimo (Krofli¢, 1997).

. 'V primeru spletnih referenc je obvezno navajanje to¢ne sple-
tne strani skupaj z imenom dokumenta ter datumom povze-
ma informacije. Primer: Brear, P. (2018). Kako poskrbeti za
zdravje Solarjev. Intitut za varovanje zdravja RS. Pridoblje-
no dne 28.08.2019 s svetovnega spleta: http://www.sigov.si/
ivz/vsebine/zdravje.pdf.

Za vsa dodatna pojasnila ter informacije glede priprave in ob-
jave ¢lankov, za katere menite, da niso zajeta v navodilih, se
obrnite na glavnega in odgovornega urednika. Za splo$nejse
informacije ter tehni¢no pomod pri pripravi ¢lanka pa se lah-
ko obrnete na urednistvo oziroma na na$ elektronski naslov
info@pedagoska-obzorja.si.
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