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Dr. Amalija Zakelj, dr. Mara Cotic, dr. Darjo Felda

Razvoj matemati¢nega misljenja
pri reSevanju problemov

Prejeto 02.08.2017 / Sprejeto 15.01.2018
Znanstveni c¢lanek
UDK 37.02:51+159.955

KLJUCNE BESEDE: matematicni problemi, kriticno
misljenje, ustvarjalno misljenje, didakticno-matema-
ticna aktivnost, pouk matematike

POVZETEK — Zastavljanje in reSevanje problemov
kot didakticno-matematicna aktivnost pomembno
prispeva k napredku posameznika pri ucenju ma-
tematike. Ucitelji naj bi stremeli k temu, da ucenci
razvijajo kriticno in ustvarjalno misljenje ter zgradi-
Jjo uporabno znanje, ki omogoca uspesno resevanje
(matematicnih) problemov. V prispevku predstavija-
mo rezultate raziskave, s katero smo ugotavijali, ali
so ucenci iz eksperimentalne skupine (ES), ki so bili
delezni pouka, pri katerem je zastavijanje in reseva-
nje problemov vodilna didakticno-matematicna aktiv-
nost, uspesnejsi pri resevanju vseh vrst matematicnih
problemov kot ucenci iz kontrolne skupine (KS), ki so
bili delezni klasicnega pouka matematike, v katerem
se poudarja predvsem trening aritmeticnih operacij.
Rezultati so pokazali, da je bila ES statisticno po-
membno uspesnejsa pri resevanju enostavnih proble-
mov iz geometrije z merjenjem (G2) in logike z mno-
zicami (L2) ter v reSevanju zahtevnejsih problemov
(tretji nivo znanja) iz geometrije z merjenjem (G3) in
logike z mnozicami (L3). Ucenci ES so bili uspesnejsi
tudi pri reSevanju enostavnih problemov iz aritmeti-
ke (A2) in zahtevnejsih problemov iz aritmetike (A3),
vendar razlike niso bile statisticno pomembne.

1 Uvod

Received 02.08.2017 / Accepted 15.01.2018
Scientific paper
UDC 37.02:51+159.955

KEYWORDS: mathematical problem, critical think-
ing, creative thinking, didactic-mathematical activity,
teaching of mathematics

ABSTRACT — Setting and solving problems as didac-
tic-mathematical activity significantly contributes
to the progress of the individual in learning math-
ematics, where the teacher also plays an important
role. Teachers should strive for students to build the
knowledge needed to successfully solve mathematical
problems and place greater emphasis on developing
critical and creative thinking, rather than on merely
formal acquisition of knowledge. In the article we
present the results of a research, with which we deter-
mined whether the students of the experimental group
(EG), who received mathematical teaching where
setting and solving problems is the leading didactic-
mathematical activity, performed better in solving all
mathematical problems than the students in the con-
trol group (CG), who received classical teaching of
mathematics where training of arithmetic operations
is predominantly emphasised. The results showed the
EG was statistically significantly more successful in
solving simple problems in geometry with measuring
(G2) and in logic with sets (L2) as well as in solving
more demanding problems (third level of knowledge)
in geometry with measuring (G3) and logic with sets
(L3). The students of the EG were also more success-
ful in solving simple problems in arithmetic (A2) and
more demanding problems in arithmetic (A3), the dif-
ferences were, however, not statistically significant.

Nacionalne in mednarodne evalvacije opozarjajo na pomanjkljivo znanje matema-
tike in slabo razvite kompetence, zaradi Cesar se vedno znova postavlja vprasanje o
kakovosti u¢enja in poucevanja matematike (UNESCO, 2012). Tudi v porocilu omrezja
Eurydice “Matematicno izobrazevanje v Evropi: skupni izzivi in nacionalne politike”,
v katerem so predstavljeni pogledi nacionalnih evropskih politik in primerjalna analiza
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poucevanja matematike v Evropi, so navedeni podatki o problemati¢nih predmetnih
vsebinah in spretnostih. Med pogostimi tezavnimi podrocji za ucence, poleg algebre in
matematicnega sporazumevanja, prepoznano tudi kontekstualno reSevanje problemov
(Kresal Sternisa, Plevnik, 2012).

Rezultati med drugim opozarjajo, da bi v izobrazevanju morali stremeti k temu,
da ucenci pridobijo tudi sposobnost za uspesno resevanje matemati¢nih problemov in
problemov v zvezi z zivljenjskimi situacijami, se bolj posvetiti razvijanju kriticnega
misljenja, manj pa zgolj formalnemu usvajanju znanja (Jacobs et al., 2007). Omenjeno
znanje pa ucenci tezje pridobijo, kadar so v ucenje vkljuceni zgolj kot pasivni prejemni-
ki znanja. Problemsko znanje uc¢enec gradi skozi razlicne problemske situacije. Tiste, ki
so za u¢enca nove in jih ne more predvideti, torej niso vnaprej pricakovane, spodbujajo
razvoj matemati¢nega razmisljanja: ustvarjalnega, kriticnega, analiti¢nega in sistem-
skega misljenja (Zakelj, 2003).

Podobno tudi Mari¢i¢ in Spijunovié¢ (2014) menita, da se mora poucevanje mate-
matike usmeriti v razvijanje misljenja, saj ni pomembno le to, da ucenec usvoji neko
matematicno znanje, ampak da je usposobljen to znanje uporabiti, kriticno presojati
njegovo uporabo in ustrezno preverjati dobljeni rezultat.

Ucenec bi moral prevzeti aktivnejSo vlogo v procesu izobrazevanja, saj bi tako
lahko postal bolj ustvarjalen in samostojen, hkrati pa bi razvijal logi¢no misljenje in se
usposabljal za reSevanje problemov v zvezi z vsakdanjimi problemskimi situacijami,
kar predstavlja neposredno uporabo matematike v vsakdanjem zivljenju. Nasprotno pa
porocila Evropske komisije (2007) opozarjajo, da v praksi matemati¢nega izobraze-
vanja prevladuje formalni pouk, usmerjen na tehnike pomnjenja pravil, ki jih ucenci
velikokrat ne razumejo. Ucenci ne uvidijo povezave med novim znanjem in koncepti, ki
so jih predhodno usvojili, matematike ne znajo povezovati z vsakdanjim zivljenjem, pri
svojem delu niso samostojni in pogosto le ponavljajo dolocene dejavnosti ali postopke.

Poucevanje lahko izvedemo tako, da ucenec aktivno pridobiva znanje, razvija svoje
sposobnosti misljenja in sklepanja ter tako dobi kvalitetno znanje, ki ga lahko uporabi
pri reSevanju problemov v vsakdanjem zivljenju. Ti na¢ini poucevanja obicajno slonijo
na socio-konstruktivisti¢cnem pristopu k ucenju (Ernest, 1998) in poudarjajo problemski
pristop k poucevanju matematike. U¢ence motiviramo z izbranimi problemi, ob reSeva-
nju le-teh pa spoznajo nove koncepte ali se usposobijo za uporabo ze znanih konceptov
(UNESCO, 2012).

2 ReSevanje problemov kot cilj matemati¢nega izobraZevanja

Resevanje problemov je ena izmed kljucnih kompetenc, ki se preverja v mednaro-
dnih raziskavah, kot sta TIMSS in PISA. Prav rezultati teh raziskav so bili eden izmed
razlogov za iskanje novih pristopov k ucenju in poucevanju matematike, pri cemer naj
bi s pridobivanja faktografskega znanja presli na razvijanje sposobnosti reSevanja pro-
blemov in povezovanje matematike z realnim kontekstom. Tako torej reSevanje pro-
blemov ni le cilj pri ucenju matematike, pac pa glavno sredstvo tega uc¢enja (NCTM,
2000).
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Resevanje problemov je pomembna vescina, ki je neobhodno potrebna v zivljenju,
saj vkljucuje analizo, tolmacenje, sklepanje, predvidevanje, ocenjevanje in refleksijo,
zato bi moralo biti poglavitni cilj in temeljna sestavina ucnega nacrta za matematiko
(Anderson, 2009). Pri zacetnem pouku matematike je klju¢na izbira vsebin, s katerimi
lahko dosezemo dolo¢ene cilje (Mari¢i¢, Spijunovié, 2015). Vsebine se morajo nave-
zovati na realne matemati¢ne probleme, ucenje pa mora biti voden proces odkrivanja
matematicnih idej, s katerimi uenec usvaja matematicne koncepte z razumevanjem.
Ko resuje probleme, je ucenec v srediSCu ucenja, saj uporablja ze razvite sposobnosti
abstrakcije, analize, sinteze, posplosevanja ipd., obenem pa te sposobnosti nadgrajuje,
s tem pa razvija ustvarjalnost, logi¢no in kriticno misljenje. V takem procesu stalno
povezuje teorijo in prakso, razvija strategije reSevanja problemov in se uci ob aktivnem
procesu izgrajevanja znanja, obenem pa pridobiva znanje, ki ima vecjo transferno vre-
dnost pri kasnejsem ucenju (Remillard, Kaye, 2002).

3 Metodologija

3.1 Problem in cilji raziskave

V raziskavi smo zeleli ugotoviti, ali so uc¢enci iz eksperimentalne skupine (ES), ki
so bili delezni matemati¢nega pouka, pri katerem je zastavljanje in reSevanje problemov
vodilna didakti¢no-matematic¢na aktivnost, uspes$nejsi pri reSevanju vseh vrst matema-
tiénih problemov kot ucenci iz kontrolne skupine (KS), ki so bili delezni klasi¢nega po-
uka matematike, v katerem se poudarja predvsem trening aritmeticnih operacij. Uspe-
$nost resevanja smo preverjali z nalogami, ki so merile znanje pri reSevanju enostavnih
problemov (drugi nivo znanja) in zahtevnejsih problemov (tretji nivo znanja), in sicer z
vsebinami iz aritmetike, geometrije z merjenjem in logike z mnozicami.

V ta namen smo sestavili pisna preizkusa: z enim smo preverili uspesnost resevanja

problemov na zacetku, z drugim pa na koncu Solskega leta. Pri sestavljanju preizkusov
smo bili pozorni na obcutljivost, objektivnost, zanesljivost in veljavnost.

3.2 Raziskovalna hipoteza

Ucenci iz ES, ki bodo delezni matemati¢nega pouka, pri katerem je zastavljanje
in reSevanje problemov vodilna didakti¢no-matematicna aktivnost, bodo uspesnejsi pri
reSevanju vseh vrst matemati¢nih problemov kot ucenci iz KS, ki bodo delezni klasic-
nega pouka matematike, v katerem se poudarja predvsem trening aritmeti¢nih operacij.

3.3 Metoda

V nasi raziskavi je bila uporabljena kavzalno-eksperimentalna metoda. Uporabljen
je bil pedagoski eksperiment z namernim vnasanjem eksperimentalnega faktorja v raz-
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iskovalno situacijo, da smo lahko preucevali vpliv pouka, pri katerem je zastavljanje in
reSevanje problemov vodilna didakti¢no-matemati¢na aktivnost.

3.4 Vzorec

V eksperimentu je sodelovalo 179 ucencev drugega razreda osnovnih Sol. Ucenci
so bili razdeljeni v 2 skupini: v eksperimentalni (ES) jih je bilo 89, v kontrolni skupini
(KS) pa 90. Osnovne $ole, katerih u¢ence smo vkljucili v raziskavo, so bile mestne Sole
z izenacenimi dobrimi pogoji za delo, v razredih je bilo priblizno enako Stevilo otrok,
in sicer od 19 do 24.

Zacetni in konéni test znanja smo za namen raziskave oblikovali sami. Upostevali
smo ucni nacrt in cilje, ki so v njem. Znacilnosti zacetnega in kon¢nega testa znanja smo
preverili na pilotskem vzorcu 79 uéencev drugega razreda naklju¢no izbranih osnovnih
Sol. Dolocili smo najvaznejse merske znacilnosti: objektivnost, zanesljivost, veljavnost
in obcutljivost.

Tako zacetni kot konéni test sta vsebovala po Sest nalog: tri za preverjanje uspe-
S$nosti resevanja preprostih realnih problemov in tri za preverjanje uspesnosti reSevanja
zahtevnejsih realnih problemov. Vsak sklop treh nalog je vseboval po eno nalogo iz
vsake matematic¢ne vsebine: aritmetike, geometrije z merjenjem ter logike in jezika. Za-
cetni test smo izvedli na zacetku Solskega leta, koncni test pa ob zakljucku Solskega leta.

4 Rezultati in interpretacija

Rezultate smo tolmacili v skladu z dokazovanjem postavljenih hipotez. Pri pre-
izkusih hipotez smo upostevali pravilo, da je najvecje dopustno tveganje za zavrnitev
hipoteze 5%, izbrana vrednost za stopnjo pomembnosti je torej 0,05. V tabeli 1 so
predstavljeni osnovni statisti¢ni parametri uspesnosti reSevanja nalog, ki so merile zna-
nje pri reSevanju enostavnih problemov (drugi nivo znanja) na kon¢nem testu, in sicer
z vsebinami iz aritmetike (A2), geometrije z merjenjem (G2) in logike z mnozicami
(L2), v tabeli 2 pa osnovni statisti¢ni parametri uspesnosti reSevanja nalog, ki so merile
znanje pri reSevanju zahtevnejSih problemov (tretji nivo znanja) na kon¢nem testu, in
sicer prav tako z vsebinami iz aritmetike (A3), geometrije z merjenjem (G3) in logike
z mnozicami (L3).

Ce primerjamo razlike v aritmeti¢nih sredinah vseh spremenljivk med ES in KS
(tabeli 1 in 2), ugotovimo, da je bila ES uspesnejsa tako pri reSevanju enostavnih kot
zahtevnejSih problemov. Ucenci iz ES so veliko bolje kot njihovi vrstniki iz KS resevali
probleme iz geometrije z merjenjem, predvsem pa probleme iz logike. Ceprav so v ES
uspesneje kot v KS reSevali tudi aritmeti¢ne probleme, pa razlike v aritmeti¢nih sredi-
nah spremenljivk A2 in A3 niso tako velike.
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Tabela 1: Osnovni statisticni parametri pri nalogah, ki so merile znanje pri reSevanju
enostavnih problemov (drugi nivo znanja) na kon¢nem testu

Test | Skupina n Ar;f:t;t’iina Dosezki v% Stigi?gjni Min Max
A2 ES 89 11,38 87,54 2,00 5,00 13,00
KS 90 10,29 79,19 2,99 1,00 13,00
a2 ES 89 2,03 67,80 0,96 0,00 3,00
KS 90 1,53 51,11 1,11 0,00 3,00
ES 89 0,71 70,79 0,46 0,00 1,00
L2 KS 90 0,09 08,39 0,29 0,00 1,00

Tabela 2: Osnovni statisti¢ni parametri pri nalogah, ki so merile znanje pri reSevanju
zahtevnejsih problemov (tretji nivo znanja) na kon¢nem testu

Test | Skupina n Ar;f;n;t;ina Dosezki v % Sti};igjni Min Max
ES 89 8,79 51,70 4,88 0,00 17,00
A3 KS 90 6,54 38,50 4,86 0,00 16,00
ES 89 1,10 55,00 0,94 0,00 2,00
@ KS 90 0,85 42,70 0,96 0,00 2,00
L3 ES 88 0,99 49,43 0,88 0,00 2,00
KS 90 0,62 31,11 0,82 0,00 2,00

Z analizo kovariance z eno kovariablo (rezultati zacetnega testa) smo preverili, v
katerih spremenljivkah sta se skupini na koncu eksperimenta statisti¢cno pomembno raz-
likovali. V tabeli 3 so prikazane razlike v kon¢nem stanju po parcializaciji rezultatov
zacetnega stanja (analiza kovariance) v znanju aritmetike (A2), geometrije z merjenjem
(G2) in logike z mnozicami (L2) na drugi ravni znanja, v tabeli 4 pa v znanju aritmetike
(A3), geometrije z merjenjem (G3) in logike z mnozicami (L3) na tretji ravni znanja.

Tabela 3: Prikaz razlik v znanju na drugi ravni v konénem stanju po parcializaciji rezul-
tatov zacCetnega stanja

] N Vsota Prostostne . Raven statisticne
Test Vir variacije . Varianca F .
kvadratov stopnje pomembnosti
v skupini 5,088 1 5,088
A2 - 1,174 0,280
med skupinama 758,558 175 4,335
v skupini 5,734 1 5,734
G2 - 6,024 0,015
med skupinama 166,565 175 0,952
v skupini 17,591 1 17,591
L2 - 125,979 0,000
med skupinama 24,576 176 0,140
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Tabela 4: Prikaz razlik v znanju na tretji ravni v kon¢nem stanju po parcializaciji rezul-
tatov zacetnega stanja

. Lo Vsota Prostostne . Raven statisticne
Test Vir variacije . Varianca F .
kvadratov stopnje pomembnosti
v skupini 19,726 1 19,726
A3 - 1,504 0,222
med skupinama | 2295,814 175 13,119
v skupini 3,301 1 3,301
G3 - 4,006 0,047
med skupinama 145,102 176 0,824
v skupini 2,462 1 2,462
L3 - 4,070 0,045
med skupinama 105,874 175 0,605

Iz tabele 3 in 4 je razvidno, da se skupini statisticno pomembno razlikujeta v Stirih
spremenljivkah od Sestih, in sicer v G2, L2, G3 in L3. Iz tabel 1, 2, 3 in 4 razberemo, da
je ES uspesneje kot KS resevala tako enostavne kot zahtevnejse probleme iz aritmetike
(A2 in A3), Ceprav razliki med skupinama nista statisticno pomembni. Tako v ES kot v
KS so uciteljice izvajale matemati¢ni pouk po u¢nem nacrtu, vendar je bil koncept pou-
ka v obeh skupinah bistveno drugace zastavljen. V ES je imel vodilno in osrednje mesto
v vseh matemati¢nih vsebinah matemati¢ni problem in z njim povezano resevanje in
raziskovanje problemov. Pouk v KS pa je bil bolj naravnan na obvladovanje algoritmov
oziroma na poucevanje in ucenje dolocenih receptov in racunskih spretnosti. Tudi ma-
temati¢ne probleme, ki so bili v glavnem enoli¢no resljivi in ve€inoma le iz aritmetike,
so ucenci KS resevali na tradicionalen na¢in po modelu racun, odgovor; manjkala so
navodila za reSevanje teh problemov na razli¢nih prezentacijskih nivojih in smiselno
voden analiticno-sinteti¢ni proces (Tomi¢, 1984).

Ucenci obeh skupin so zelo dobro resevali enostavne aritmeti¢ne probleme, saj se
ti najpogosteje pojavljajo v ucbenikih in delovnih zvezkih, pa tudi ucitelji jih najpogo-
steje zastavljajo. Tak je na primer naslednji: Mama je stara 31 let. Hcerka Ana je 20 let
mlajsa. Koliko je stara Ana? Tovrstne probleme je pravilno resilo 87,5 % ucencev iz ES
in 79,2 % ucenceyv iz KS.

Tudi enostavne probleme iz logike in geometrije so uspesneje resevali ucenci ES.
Pokazalo se je, kako ozek izsek problemov resujejo ucenci v KS, saj so le redkokdaj
reSevali probleme iz logike in geometrije z merjenjem. Pri enostavnih problemih iz
logike so morali ucenci razvrscati elemente dane mnozice glede na dve lastnosti in pri
tem uporabljati razli¢ne prikaze (na primer Carrollov prikaz). V ES je bilo pri teh na-
logah uspesnih kar 70,8 % ucencev, medtem ko v KS samo 9 % ucencev, ¢eprav se taki
problemi pojavljajo tudi v predpisanem matematicnem ucbeniku za 2. razred.

Ucenci ES so pri pouku resevali take matemati¢ne naloge preko treh prezentacij-
skih nivojev, in sicer na nenaktivnem, ikoni¢nem in simbolnem, medtem ko so jih ucen-
ci KS resevali le v delovnem zvezku na ikoni¢nem ali simbolnem nivoju. Pri slednjih
je bila izpuscena konkretna izkustvena aktivnost, ki je na nivoju prvih treh razredov
osnovne Sole ena od obveznih stopnick k razvijanju kognitivnih procesov. Hkrati pa
ucenci KS preglednic niso smiselno vkljucevali v reSevanje razli¢nih problemov, tako
matemati¢nih kot nematematicnih.
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Pri enostavnih problemih iz geometrije z merjenjem je bilo uspesnih 67,8 % ucen-
cev ES in 51,1% uéencev KS. Ceprav so bili problemi zelo preprosti in bi jih glede na
Mialaretovo klasifikacijo (1969) uvrstili v enostavne vodene probleme, so bili u¢encem
KS tuji, saj so sami izjavili, da so bili drugacni od tistih, ki jih reSujejo v Soli. V nasih
Solah so ucenci navajeni, da pri preizkusih znanja v glavnem resujejo naloge, ki so zelo
podobne (ali celo enake) tistim, ki jih reSujejo pri pouku. Ker pri pouku matematike ne
razvijamo razli¢nih strategij reSevanja matemati¢nih problemov, so uéenci pri reSevanju
“drugac¢nih” problemov nebogljeni.

Tudi pri zahtevnejsih problemih so bili uspesnejsi ucenci iz ES. Povprecen do-
sezek pri reSevanju zahtevnejsih problemov iz aritmetike je bil 51,78% v ES, v KS
pa 38,50%. Pri geometrijskih problemih je bil povprec¢en dosezek v ES 55%, v KS
42,70%. Ravno tako so bile velike razlike v znanju pri problemih iz logike (ES je
dosegla 49,43 %, KS pa 31,11 %). K zahtevnej$im problemom smo uvrstili sestavljene
(vodene in nevodene) probleme:

o ki nimajo zadostnega Stevila podatkov za reSitev;

o ki imajo ve¢ podatkov, kot je potrebnih za resitev;
oz vec reSitvami;

o v katerih dane podatke preberemo iz preglednice.

Poleg tega so morali u€enci pri testu reSevati Se naslednje naloge:
o0 k dani ilustraciji oblikovati smiselni problem in ga nato resiti;
o k besedilu problema postaviti smiselno vprasanje in nato problem resiti;
O izbrati matematicni problem, ki sodi k danemu racunu.

Ucenci iz KS so od nastetih problemov pri pouku matematike resevali predvsem
sestavljene probleme, nekoliko manj tudi probleme, kjer so dane podatke prebrali iz
preglednice, in naloge, pri katerih so k dani ilustraciji oblikovali smiselni problem. V
ES pa so pri pouku resevali vse nastete probleme. Zanimivo je, da so ucenci iz obeh
skupin najslabse resevali sestavijene probleme. V ES je pravilno resilo te probleme
18,5% ucencev, v KS 14,4% ugencev. Ceprav te probleme pogosto redujejo pri pouku
matematike, pa so samo nekateri ucenci sposobni sami, brez uciteljevega vodenja, se-
stavljeni problem razstaviti na podprobleme in si pri tem postavljati vimesna vprasanja,
ki jih privedejo do resitve.

Poglejmo, kako uspesno so resevali Se druge vrste zahtevnejsih problemov (tabela 5):

Tabela 5: Strukturni odstotki uspesnosti uc¢encev ES in KS pri zahtevnejsih problemih

Dosezki v %
Problemi s XS
ki imajo ve¢ podatkov, kot je potrebnih za resitev 59,5 41,6
ki nimajo zadostnega Stevila podatkov za resitev 82,0 63,3
z vec resitvami 20,8 10,0
v katerih so dane podatke prebrali iz preglednice 80,5 71,1
k dani ilustraciji oblikovati smiselni problem 78,4 62,6
k tekstu problema postaviti smiselno vprasanje 54,3 37,4
izbrati matemati¢ni problem, ki sodi k danemu ra¢unu 71,6 44 4
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Iz tabele razberemo, da so bili pri vseh vrstah problemov ucenci ES uspesnejsi
kot ucenci KS. Oboji so slabo resevali probleme z vec resitvami (v ES je bil dosezek
20,8 %, v KS pa 10%), saj so se v vecini primerov zadovoljili z eno resitvijo, Ceprav je
bilo v nalogi zapisano, naj zapisejo vse mozne resitve. Vecina ucencev je prepricanih,
da ni potrebno iskati drugih resitev, ¢e poisces eno, saj naj bi nalogo pravilno “resili”.
Tudi uciteljice iz ES so ugotovile, da so ravno ti problemi u¢encem povzrocali najvec
tezav. Le najsposobnejsi ucenci so iskali oziroma poiskali ve¢ resitev tudi, ¢e jih med
reSevanjem problema uciteljica ni vodila. Rezultati dajo slutiti, da se tudi pri pouku ne
reSuje veliko tovrstnih problemov. Nadaljnje spremljanje ucencev ES je namre¢ poka-
zalo, da ucenci, ki so bili v drugem razredu v ES, obiskujejo sedaj Cetrti razred. V teh
razredih poteka pouk matematike $e vedno po konceptu, ki smo ga oblikovali v nasem
eksperimentu. Uciteljice teh Stirih Cetrtih razredov so se namre¢ na permanentnem iz-
obrazevanju in v $tudijskih skupinah izobrazile za nov koncept matemati¢nega pouka.
Na kon¢nem testu za Cetrti razred je tovrstne probleme pravilno resilo 42,2 % ucencev,
kar potrjuje tudi izsledke nekaterih sodobnih raziskav (Siegler, 1991), da s starostjo
in primernim poucevanjem napreduje sposobnost vkodiranja komponent problema in
nacrtovanja reSevanja razli¢nih vrst problemov.

Pri problemih, ki imajo ve¢ podatkov, kot je potrebnih za resitev, se je izkazalo, da
je kar 59,5 % ucencev iz ES z razumevanjem prebralo besedilo problema in znalo poi-
skati tiste podatke, ki so potrebni za resitev. V KS je pravilno resilo ta problem 41,65 %
ucencev. Tudi rezultati te naloge pokazejo mocan vpliv Solske prakse. Do napacnih
resitev so ucenci prisli v glavnem zato, ker so pri reSevanju uporabili vse podatke, tudi
nepotrebne, saj so v problemih, s katerimi so se srecevali pri pouku, vedno “morali”
uporabiti vse podatke.

Zelo uspesni so bili ucenci pri resSevanju problemov, ki nimajo zadostnega Stevila
podatkov za resitev, saj je to nalogo uspesno resilo kar 82 % ucencev iz ES in 63,3 %
ucencev iz KS. Vecina ucencev je izjavila, da so jim te vrste problemi najbolj vsec, saj
se jim zdi “zelo dobro”, da lahko sami dolo¢ijo vrednost podatka, ki manjka. Tudi uci-
teljice so potrdile, da so bili u¢enci zelo motivirani za reSevanje tovrstnih problemov,
hkrati pa jih je presenetilo, da so ucenci zelo hitro poiskali manjkajoc¢i podatek in mu
nato dolocili zelo smiselne vrednosti.

Poleg teh problemov so ucenci iz obeh skupin najraje resevali naloge, ko so morali k
dani ilustraciji oblikovati smiselni problem. Kar 80,5 % ucencev iz ES in 62,6 % ucencev
iz KS je pravilno resilo to nalogo. Analizirali smo tudi, kako originalni so bili ucenci pri
oblikovanju svojih problemov. Ucenci iz ES so oblikovali zelo raznolike probleme:

O probleme, pri katerih so za njihovo resitev uporabili mnoZenje, deljenje,
seStevanje in odStevanje;

O probleme iz geometrije;

O probleme iz obdelave podatkov.

Pri reSevanju tako zastavljenih problemov se od ucenca pri¢akuje ne le matemati¢no
znanje, temvec¢ tudi ustvarjalnost, inovativnost, kriticno misljenje in reflektiranje mate-
mati¢nega znanja. Na tak nacin zastavljeni problemi ponujajo pogled na (problemsko)
situacijo oz. (matemati¢no) vsebino iz razli¢nih perspektiv; od resevalca se pricakuje
tako konvergetno kot divergentno misljenje. V KS so ucenci oblikovali samo probleme,
ki so jih resili z racunom mnozenja in seStevanja. Hkrati pa so bili problemi sestavljeni
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izkljuéno po modelu iz delovnega zvezka. To opozarja, da imajo nasi ucenci pri sedanjem
pouku matematike malo moznosti za svojstven nacin reSevanja nalog in da se kreativno-
sti ne spodbuja dovolj. V ES pa so uciteljice razvijale fleksibilno in kreativno misljenje.
Naloge, ki so jih ucenci sestavili, kazejo, da so na tej starostni stopnji zmozni ustvarjalno
in smiselno sestavljati matemati¢ne probleme, Ce jih ucitelj pravilno spodbuja.

Pri naslednji nalogi, ki so jo ucenci resevali, so morali k besedilu problema posta-
viti eno ali ve¢ smiselnih vprasanj in nato problem resiti. Ta problem je uspesno resilo
54,3 % ucencev ES in samo 37,4% ucencev KS. Besedilo problema smo “otezili” e
tako, da smo dane Stevilske podatke zapisali z besedami in ne s Stevilkami. Raziskave
v svetu (Valenti, 1987) so namre¢ pokazale, da zapis Stevila s Stevilko ali z besedo zelo
vpliva na razumevanje besedila. Zato mora ucitelj poznati vse dejavnike, ki vplivajo na
razumevanje problema, in u¢enca spretno voditi pri reSevanju le-tega. V ES so uciteljice
ucence navajale, da podcrtajo podatke, zapisane s Stevilko ali z besedo. Te vrste nalog,
ki jih v pedagoski znanosti imenujejo tudi produktivne naloge (Tomi¢, 1984), odvracajo
ucence od resevanja nalog po modelu: racun — odgovor

Vzrokov za nizje dosezke pri problemih, pri katerih so morali k besedilu problema
postaviti eno ali ve¢ smiselnih vprasanj in nato problem resiti, je seveda lahko vec,
nekatere dostopne raziskave med drugim opozarjajo tudi na povezanost matematike
z jezikom. Secada (1992, v Zakelj 2016) je Ze v zgodnjih 90. letih prej$njega stoletja
objavil izsledke raziskave, ki kazejo, da sta znanje maternega jezika in uspeh pri mate-
matiki povezana, ne glede na raso, narodnost, druzbeni razvoj in jezik. MacGregor in
Price (1999) menita, da so obseg besedisca, poznavanje in razumevanje stevil, simbolov
ter odnosov med njimi, sposobnost branja in razumevanje besedilnih problemov klju¢ni
dejavniki za ucenje matematike, ter dodajata, da so kognitivne sposobnosti, ki omogo-
¢ajo razvoj simbolnega procesiranja, potrebne za razvoj jezika in matematike.

Tudi Clarkson in Williams (1994) v svojih raziskavah navajata, da napredovanje
pri branju pomeni veéje moznosti tudi za napredovanje pri reSevanju matemati¢nih be-
sedilnih problemov, saj v besedilnih problemih oboje, matemati¢no in nematemati¢no
besedilo, vpliva na uspesnost resevanja.

Ucenci so pri testu resevali tudi nalogo, ko so morali k danemu racunu med danimi
problemi poiskati problem, ki ga dani racun resi. Tu je Slo za dvoje: razumeti besedilo
in imeti dobro usvojene osnovne racunske operacije. V vseh danih problemih so “na-
stopala” enaka Stevila, tako da so morali uc¢enci zelo pazljivo prebrati vse tri probleme
in se nato odlociti za pravilno resitev. Ucenci iz KS so v vecini primerov izbrali kar
prvi problem, saj je nalogo pravilno resilo le 44,4 % ucencev. To spet potrjuje izsledke
raziskave (Valenti, 1987), da u€enci ne preberejo celotnega besedila, ampak ve¢inoma
le prepisejo dane podatke in izvedejo tisto racunsko operacijo, ki jo takrat pri matema-
ticnem pouku obravnavajo. Ucenci ES so zelo dobro resevali dani problem, saj je bilo
kar 71,6 % pravilnih resitev. Pri pouku matematike v ES smo namre¢ zelo poudarjali
prvo fazo reSevanja problema: to je razumevanje problema.

Ucenci obeh skupin so zelo dobro resevali probleme, v katerih so dane podatke
prebrali iz preglednice. V ES je ta problem pravilno resilo 80,5 % ucencev, v KS 71,1 %
ucencev. Zadnja leta se pri pouku na razredni stopnji tako pri matematiki kot pri nara-
voslovju bolj vkljucuje v pouk branje in zapisovanje raznih oblik preglednic. To nam
potrjujejo tudi dobljeni rezultati.
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Na podlagi vseh dobljenih rezultatov in po njihovi analizi lahko zaklju¢imo, da je
model matemati¢nega pouka, ki smo ga izvajali v ES in pri katerem je bilo zastavljanje
in reSevanje problemov vodilna didakti¢no-matematic¢na aktivnost, pozitivno vplival na
ucne dosezke ucencev eksperimentalne skupine. Ucenci eksperimentalne skupine (ES)
so bili delezni matemati¢nega pouka, pri katerem sta bili vodilni aktivnosti zastavlja-
nje in resevanje problemov. Oboje razvija poleg matemati¢nega znanja tudi jezikovno
dimenzijo matematike ter ustvarjalno, kriti¢no, analiti¢no in sistemsko misljenje. Ce
se opiramo izkljuéno na analitino misljenje, ostajamo znotraj posameznih vsebin in
znanja ne povezujemo; posledici sta raztrgana mreza znanja in njegov slabsi prenos.
Ucencem KS, ki so resevali probleme na tradicionalen na¢in po modelu racun — odgo-
vor, so manjkale izkus$nje s predstavitvijo problema na razli¢nih ravneh in z analiticno-
-sinteti¢nim nacinom razmisljanja. Analiticno misljenje poudarja posamezne elemente
sistema, analiti¢no napoveduje korak za korakom, spreminja eno spremenljivko, hkrati
se opira na natancnost detajlov. Sistemsko misljenje pa poudarja povezave, izmenjave
ucinkov med elementi, opira se na opazanja celote in spreminja ve¢ spremenljivk hkrati.

Pri problemskih nalogah, pri katerih je bilo potrebno tudi pozorno branje in razu-
mevanje besedila, so imeli teZzave vsi u¢enci, vendar rezultati kazejo, da so imeli uc¢enci
KS vecje tezave z razumevanjem besedila kot uc¢enci ES: npr. bolj nepremisljeno so
uporabili vse podatke, kar daje slutiti, da matemati¢nega besedila naloge niso popol-
noma razumeli. Dawe (1983) je v eni izmed svojih raziskav pokazal, da so ucenci z
nizkimi dosezki pri matematiki slabo obvladali tudi materni jezik; poudarjal je, da je
uspesno ucenje matematike na visji ravni, kar problemi zagotovo so, povezano z dobrim
znanjem maternega jezika. Vendar je pri tem treba opozoriti tudi na raziskave, ki opo-
zarjajo, da reverzibilnost ni avtomati¢na. Ni nujno, da bodo uspesni ucenci pri branju
uspesni tudi pri matematiki. Branje matematic¢nih besedil z razumevanjem pogojujejo
obvladovanje matemati¢ne terminologije, poznavanje in razumevanje matematicnih
definicij, izrekov, zakonitosti, pravil idr. ter zmoznost spretnega in hitrega operiranja s
simboli in z odnosi med njimi, kar je seveda vec kot le jezikovna pismenost.

1z rezultatov lahko sklepamo, da so bili u¢enci ES bolj uspesni tudi zaradi aktivno-
sti, ki so jih bili delezni pri pouku, pri katerem je zastavljanje in reSevanje problemov
vodilna didakti¢no-matematicna aktivnost. Z izrazanjem problemov s svojimi beseda-
mi, s postavljanjem vprasanj k odprtim problemskim situacijam pokazemo sposobnost
identificiranja bistva problema, problem osvetlimo iz razli¢nih zornih kotov in ga tudi
predstavimo na razli¢ne, bolj ali manj inovativne nacine. Vse te vescine pa se razvijejo
postopoma, skozi proces, skozi pridobivanje izkusenj z dejavnostmi, ki so praviloma
raznovrstne.

S tem smo potrdili naso specifi¢no raziskovalno hipotezo: ES bo uspesneje kot KS
reSevala tako enostavne kot zahtevnejse probleme pri vsebinah iz aritmetike, geometrije
z merjenjem in logike z mnozicami.

5 Sklep

Ceprav se ze od osemdesetih let prej$njega stoletja poudarja, da bi moral pouk
matematike vkljucevati reSevanje problemov in izpostavljati uporabo matematike v
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vsakdanjem zivljenju, se zdi, da tak pouk v resnici ni zazivel (Dindyal et al., 2012)
in da ostaja eden izmed nedosegljivih ciljev pouka matematike (Stacey, 2005, Kresal
SterniSa, Plevnik, 2012). Raziskave namre¢ kazejo, da je reSevanje problemov margi-
nalizirano in da ostaja zgolj sredstvo za vaje pri preverjanju pridobljenih vescin, ne pa
kontekst za u¢enje matematike (Dooley et al., 2014).

Upostevati moramo, da u¢enci ne morejo usvojiti znanja, ¢e niso samostojno misel-
no aktivni in ¢e niso neposredno soudeleZeni pri reSevanju razli¢nih problemov (Mari-
¢i¢ et al., 2013), poleg tega pa prav reSevanje skrbno izbranih problemov pripomore k
razvoju matematicnega misljenja (cultivate and refine) (Biechovsky et al., 2015). Ucite-
1ji bi se morali zavedati, da se prav s problemskim poukom lahko doseze ustrezna raven
matematicnega znanja in izgrajuje matematicna pismenost.

Amalija Zakelj, PhD, Mara Cotic, PhD, Darjo Felda, PhD

The development of mathematical thinking in solving problems

National and international evaluations have been drawing attention to insuffici-
ent knowledge of mathematics and poorly developed competences, which raises the
question of the quality of learning and teaching mathematics (UNESCO, 2012; Kresal
Sternisa & Plevnik, 2012; Marici¢ & S'pijunovié, 2014).

In the article, we present the outcomes of the survey with which we determined whe-
ther the students in the experimental group (EG), who received mathematical teaching
in which setting and solving problems was the leading didactic-mathematical activity,
were more successful in solving all types of mathematical problems than the students in
the control group (CG), who received classical teaching of mathematics, in which the
emphasis is predominantly on training arithmetic operations.

Both in the EG and the CG, the teachers carried out the teaching of mathematics
according to the syllabus, the concept of teaching in both groups was, however, desi-
gned in essentially different ways. In the EG, the mathematical problem and solving
and exploration of problems associated with it was given the leading and central posi-
tion in all mathematical contents. The teaching in the CG was oriented more towards
managing algorithms, i.e. on the teaching and learning specific procedures and com-
putation skills. The students in the CG also solved mathematical problems which were
mainly uniformly solvable and to the largest part only from the contents of arithmetic
in the traditional way according to the computation, response model,; missing were the
instructions for solving these problems at different presentation levels and with mea-
ningfully led analytical-synthetic process (Tomi¢, 1984). The students in the CG solved
mathematical tasks across three presentation levels, namely at the enactive, iconic, and
symbolic levels, while the students in the CG only solved them in their workbooks at the
iconic and the symbolic level. With the latter, concrete-experiential activity was omitted,
which at the level of the first three grades of the primary school is a mandatory step in
the development of cognitive processes.

The performance of students in solving all types of mathematical problems was
checked with tasks that measured the knowledge of solving simple problems (second
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level of knowledge) and more demanding problems (third level of knowledge) with con-
tents of arithmetic, geometry with measuring and logic with sets.

Causal experimental method was applied in the survey. Educational experiment
was applied with intentionally entering experimental factor into the research situation.

The experimental group (EG) consisted of 89 students and the control group (CG)
of 90 students. We designed the initial and the final knowledge test with which the per-
formance in solving problems was checked at the beginning and at the end of the school
year by ourselves for the purpose of the survey. The characteristics of the initial and of
the final knowledge test were checked on a pilot sample of 79 second-grade students in
randomly selected primary schools. The most important measuring characteristics were
determined: objectivity, reliability, validity, and sensitivity.

We interpreted the results in accordance with the set hypotheses. In testing the
hypotheses, we followed the rule according to which the maximum allowed risk for
the rejection of the hypothesis was 5 %, the selected value for the level of significance
was thus 0.05. We computed the basic statistical parameters about the performance in
solving tasks that measured the knowledge in solving simple problems (second level of
knowledge) during the final test, namely with contents from arithmetic (42), geometry
with measuring (G2), and logic with sets (L2), as well as the basic statistical parame-
ters of efficiency in solving tasks that measured knowledge in solving more demanding
problems (third-level knowledge) during the final test — also from arithmetic (43), geo-
metry with measuring (G3) and logic with sets (L3).

The results showed that the EG performed statistically better in four variables of
six, namely in G2, L2, G3, and L3. The EG performed better than the CG in solving both
simple and more demanding arithmetic problems (A2 and A3), although the differences
between the two groups are not statistically significant.

The students from both groups were very good at solving simple arithmetic pro-
blems, as this kind of problems most frequently appear in textbooks and workbooks and
are also most often taught by teachers.

In solving simple logic and geometry problems, the students of the EG performed
better than their peers from the CG. It became obvious how narrow the segment the
students in the CG usually solve was, as they only rarely solved problems in logic and
geometry with measuring. With a simple logic problem, the students were asked to ar-
range the elements of a given set according to two features and using different displays
(e.g. the Caroll diagram). In the EG, as many as 70.8 % of the students were successful
in these tasks, and only 9 % in the CG, although this kind of problems also appear in the
prescribed mathematics textbook for the second grade.

With simple geometry problems including measuring, 67.8 % of the students from
the EG and 51.1% of the students from the CG were successful. Although the pro-
blems were very simple and would be classified as simple guided problems according to
Mialaret's classification (1969), they were alien to the students from the CG, and they
described them as different from those they solve at school. In our schools, students are
accustomed to solving tasks during exams that are very similar to (or even the same as)
those they solve in the classroom. Because in mathematics classrooms different strate-
gies of solving mathematical problems are not developed, students feel helpless when
faced with solving different types of problems.
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Also with more demanding problems, the students of the EG were more successful.
The average performance in solving more demanding arithmetic problems was 51.78 %
in the EG and 38.50% in the CG. With geometrical problems, the average performan-
ce in the EG was 55 % and in the CG 42.70%. Likewise, there were great differences
in knowledge with problems in logic (the EG achieved 49.43 % and the CG 31.11 %).
Classified as more demanding were also composite (guided and non-guided) problems:
the problems that do not contain enough data for being solved; problems that contain
more data than necessary for a solution; problems with multiple solutions; problems in
which data are read from the table; problems in which a meaningful problem must be
formed to a given illustration and then solved; asking a meaningful question to the text
of a problem and then solving it; selecting the mathematical problem that belongs to a
given computation.

With problems that contain more data than needed for a solution, it was proved that
as many as 59.5 % of the students in the CG read the text of the problem with under-
standing and were able to find the data needed for the solution. In the CG, 41.65 % of
the students solved this problem correctly. Also, the results of this task indicate a strong
influence of school practice. Students mainly arrived at wrong solutions, because in
solving the problem they used all the data, including the redundant ones, since in the
problems they had encountered in the classroom, they always had to use all the data.

The students were very successful in solving problems that do not have enough data
for the solution: as many as 82 % of the students from the EG and 63.3 % of the students
from the CG successfully solved this task.

In addition to these problems, the students of both groups preferred to solve pro-
blems in which they were asked to form a meaningful problem to a given illustration. As
many as 80.5 % of the students in the EG and 62.6 % of the students in the CG correctly
solved this task. We also analysed how original the students were in forming their pro-
blems. In the CG, the students only formed problems that were solved with multiplica-
tion and addition. At the same time, the problems were exclusively composed after the
model in the workbook. This points to the fact that in today’s mathematic teaching, our
students have little opportunity for unique ways of solving tasks and that creativity is
not promoted enough. In the EG, however, the teachers developed flexible and creative
thinking. The tasks the students composed show that at this stage students are able to
creatively and meaningfully compose mathematical problems if appropriately encoura-
ged by the teacher. In solving problems set in this way, students are not only expected to
demonstrate mathematical knowledge, but also creativity, innovation, creative thinking
and reflection of mathematical knowledge. Problems set in this way offer a view of the
(problem) situation or (mathematical) content from various perspectives, the solver is
expected to demonstrate convergent as well as divergent thinking.

In the next task the students were asked to solve, they had to ask a meaningful que-
stion or several meaningful questions to the text of the problem and then solve the pro-
blem. This problem was successfully solved by 54.3 % of the students from the EG and
only 37.4% of the CG. The text of the problem was additionally made “more difficult”
by writing the numerical data in words and not in numbers. Research around the world
(Valenti, 1987) has namely shown the record of a number with words or with digits has
great impact on the understanding of the text. The teacher must therefore know all the
factors that affect the understanding of the problem and guide the student skilfully in
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solving it. In the EG, the teachers stated they underline the data that are written either
in digits or in words. This type of tasks, which in educational science are also called
productive tasks (Tomi¢, 1984), discourage students from solving tasks according to the
computation-response model.

During the test, the students also solved a task that required finding the problem
among the given problems that is solved with the given computation. Here, it was about
two things: understanding the text and having well-acquired basic computational ope-
rations. All of the given problems featured the same numbers, so the students had to
read all three problems very carefully and then decide which solution was correct. Most
students in the CG simply selected the first problem, as only 44.4 % of the students sol-
ved the task correctly. This corroborates the findings of various studies again (Valenti,
1987) that students do not read the whole text, but mostly copy the given data and then
perform the computational operation currently discussed in the mathematics classroom.

We can conclude from the results that the students from the EG were also more su-
ccessful because of the activities they had been provided in the classroom, where setting
and solving problems is the leading didactic-mathematical activity.

With this, we have proved our specific research hypothesis: the EG will solve both
simple and more demanding problems in the contents of arithmetic, geometry with me-
asuring and logic with sets more successfully than the CG.

We can conclude that, similarly to the results of other research (such as Maricic et
al.,, 2013, Brehovsy et al., 2015), the results of this research also indicate students ca-
nnot acquire in-depth knowledge unless they are autonomously mentally active in buil-
ding the knowledge. Besides, it is precisely the solving of carefully selected problems
which helps develop, cultivate and refine mathematical thinking (Biehovsy et al., 2015).
Teachers should be aware that by applying problem teaching, an exactly appropriate
level of mathematical knowledge can be achieved and mathematical literacy built.
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POVZETEK — H kakovostnem pouku stremita pred-
meta spoznavanje okolja v prvi triadi in druzba v
4. in 5. razredu osnovne Sole v Republiki Sloveniji.
Njuna glavna naloga je usmerjanje spontanega otro-
Skega raziskovanja sveta. V prispevku prikazujemo
uveljavljanje raziskovalnega pouka pri omenjenih
predmetih. V ta namen nas je zanimalo, koliko uci-
telji razrednega pouka uporabljajo znacilnosti, etape
in aktivnosti raziskovalnega pouka. Podatki so pri-
dobljeni s pomocjo anketnega vprasalnika na vzorcu
103 uciteljev. Prisli smo do ugotovitve, da ucitelji
prve triade v svoj proces bolj vikljucujejo znacilnosti
raziskovalnega pouka kot ucitelji pri predmetu druz-
ba. Slednji pa bolje poznavajo etape raziskovalnega
pouka. Rezultati tudi kaZejo, da obstaja vec aktivnosti
raziskovalnega pouka pri druzbi v primerjavi s spo-
znavanjem okolja.

1 Uvod
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DESCRIPTORS: Social Studies, primary school, in-
quiry-based learning, Environmental Studies.

ABSTRACT — The paper presents the implementa-
tion of inquiry-based learning to the primary school
classes Environmental Studies in the first triad and
Social Studies in grades 4 and 5. Their main purpose
is to direct children to a spontaneous exploration of
the world. We surveyed to what extent primary school
teachers apply characteristics, stages and activities
of inquiry-based learning to the educational process.
The data were obtained through a questionnaire on a
sample of 103 teachers. We established that first triad
teachers use characteristics of inquiry-based learn-
ing on a greater scale than Social Studies teachers.
However, the latter get to know the stages of research
classes better. Research classes take place in Social
Studies more often than in Environmental Studies.

Znanje, ki ga ucenci pridobivajo preko neposrednih izkuSenj, se pri pouku razsirja

in poglablja (Kolar, Krnel, Velkavrh, 2011). Pouk lahko realiziramo s sodobnimi didak-
ti¢nimi strategijami, ki jim je vodilo odprti pouk. Zanj je znacilno sodelovalno delo,
upostevanje predznanja in izkuSenj ucencev (Kron, 1994; Blazi¢ et al., 2003). Znacil-
nosti odprtega pouka se kazejo pri raziskovalnem, projektnem, problemskem, delovno
orientiranem, izkustvenem in timskem pouku (Ivanu$ Grmek, Hus, 2006). Raziskave
kazejo, da je delez u¢nih aktivnosti visjega taksonomskega nivoja (iskanje uporabne
vrednosti in samostojno resevanje problemov) nekoliko visji, vendar pa ucitelji pri po-
uku Se vedno vecinoma uporabljajo metodo razlage in razgovora v okviru frontalnega
pouka. Ucenci poslusajo, zapisujejo, resujejo naloge in sodelujejo v razgovoru. Pri ta-
kem delu ostaja uc¢na aktivnost ucenca zgolj na reproduktivni stopnji, kar pomeni, da
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posnema in obnavlja konéne informacije, ki jih je podal ucitelj (Benci¢ Rihtarsic, 2006,
str. 124)

Raziskovanje in odkrivanje sta temeljna cilja predmeta spoznavanje okolja. Po-
membno je uenéevo raziskovanje okolja (Ivanu$ Grmek, Cagran, Sadek, 2009). Eden
izmed kakovostnih nacinov je raziskovalni pouk. Je ena temeljnih strategij personalizi-
ranega ucenja. Raziskovalni pouk temelji na reSevanju problemov. “Predstavija sodo-

ben in svez pristop v zgodnjem naravoslovju, vse bolj pa je pomemben pri poucevanju v
vseh Solskih obdobjih” (Petek, 2012, str. 101).

Raziskovalni pouk zagotavlja kakovostnejs$i pouk. “Previaduje namrec¢ skupinska
ucna oblika, laboratorijsko-eksperimentalne ucne metode /.../ zagotavlja vecjo aktiv-
nost uc¢encev” (Hus, 2002, str. 73). Zastavljene cilje lahko dosezemo, ¢e ucenci “aktivno
sodelujejo in ce izobrazevanje temelji na konkretnih izvedbah, ki ustvarjajo rezultate”
(Vovk Korze, 2014, str. 177).

Aktivno ucenje je tisto, ki cloveka miselno in Custveno aktivira, poteka s samo-
stojnim iskanjem in razmisljanjem, s smiselnim dialogom v skupini, s postavljanjem,
preizkusanjem hipotez, daje trajnejSe znanje, uporabno v novih situacijah, pomaga nam
bolje razumeti sebe in svet in tudi bolj pametno posegati vanj. Pouk tu ni vec transmisija
(Bencic Rihtarsic, 2006, str. 124—125).

Raziskovalni pouk vodi ucence skozi pet aktivnosti: sodelovanje, raziskovanje,
razlago, izdelavo in vrednotenje dela (Temur, 2009). Raziskovalni pouk je vecplasten
proces. Zanj je znacilno oblikovanje vprasanj, iskanje odgovorov, izgrajevanje razume-
vanja, pomenov in znanja ter komunikacija med uc¢enci (Government of Alberta, 2014).
Raziskovalni pouk je simulacija znanstvenega raziskovanja. Ucenci oblikujejo svoja
raziskovalna vpraSanja, hipoteze, nacrtujejo raziskavo, zbirajo, analizirajo, interpretira-
jo podatke, na koncu predstavijo nova spoznanja (Cincera, 2014).

Raziskovalno delo tvori po Krnelu (2007) pet etap. V prvi etapi je treba ugotoviti,
kaj je ze znanega; v drugi sledi postavljanje vprasanj in nacrtovanje raziskave; v tretji
se lotimo raziskovanja z uporabo pripomockov in pregleda virov; v Cetrti analiziramo
in sporoc¢amo podatke; v peti etapi pa sledijo ugotovitve, kaj je novega. “Poudarjeni
so pomen ucenceve aktivnosti v vseh ucnih etapah, sodelovanje in izmenjava izkusenj”
(Valenci¢ Zuljan, 2002, str. 3).

Raziskava, ki so jo izvedli s 84 ucitelji osnovnih Sol v Sloveniji, je pokazala, da
ucitelji redko omogocajo ucenje neposredno v naravi (Rajsp, Pintari¢, FoSnari¢, 2013).

Z raziskavo, izvedeno v Cetrtih razredih Stirih osnovnih Sol v Srbiji, so primerjali
tradicionalni pouk s sodobnimi metodami in dokazali, da se s slednjimi dosega visja
stopnja motivacije ucencev (Stanojevic, 2013).

Raziskava na eni izmed slovenskih osnovnih $ol je pokazala, da je uciteljem so-
dobnejsi pristop zamudnejsi in da se za to delo najraje odlocajo s starejSimi ucenci (Rot
Vehovec, 2015).

Z raziskavo v Singapurju, opravljeno v osnovni $oli s 161 ucenci, so ugotovili, da
se ob samostojnem eksperimentiranju le-ti pocutijo kot znanstveniki in da bolj cenijo
znanje, pridobljeno z lastnim naporom (Zhai, Jocz, Tan, 2014).

Raziskava v Republiki Hrvaski je potrdila, da izkustveno ucenje u¢ence motivira in
kaze pozitivne ucinke na ucne rezultate (Bori¢, Skugor, Perkovi¢, 2010).
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Raziskava, izvedena za preucCevanje uciteljevih kompetenc problemsko naravna-
nega ucenja (PNU), ugotavlja, da veliko uciteljev potrebuje dodatno izobrazevanje in
usposabljanje, saj jim primanjkujejo kompetence za to delo (Celinsek, Markic, 2011).

Raziskava iz leta 2016 ugotavlja, da ¢e ima ucenec razvite sposobnosti in spretnosti
samostojnega iskanja, zbiranja in obdelave podatkov ter predstavitev informacij, potem
je njihovo ucenje tudi uc¢inkovitejse (Hus, Koprivnik, 2016).

Raziskava, ki jo je izvedla Univerza v Mariboru, je potrdila pomembno vlogo izku-
stvenega raziskovalnega ucenja, kajti znanje ucencev se izboljsa, Ce je pridobljeno na
terenu (Ambrozi¢ Dolinsek, Hus, Korosec, 2009).

Raziskovalno delo in uéni nacrti zahtevajo ucbeniske komplete, izdelane v skladu
s konstruktivisticnimi teorijami. Z raziskavo v Sloveniji so ugotovili, da so prisotne
razlike med ucbeniskimi kompleti. Tisti s konstruktivisti¢no zasnovo spodbujajo samo-
stojnost ucencev, usmerjajo pouk v aktivne oblike dela, zastopajo ucencevo razvijanje
sposobnosti in spretnosti skozi dejavnosti (Hus, 2012).

Najpomembnejsa splosna cilja predmeta spoznavanje okolja sta razumevanje oko-
lja in razvijanje spoznavnega podro¢ja, ki se uresniCujeta z aktivnim spoznavanjem
okolja (Kolar, Krnel, Velkavrh, 2011). Pri predmetu druzba gre za nadgradnjo in raz-
siritev ciljev, vsebin in dejavnosti, ki jih ucenci spoznajo v 1., 2. in 3. razredu pri spo-
znavanju okolja. Pri druzbi pa ucenci razvijajo raziskovalne spretnosti in sposobnosti
(Budnar, Kerin, Umek, Raztresen, 2011).

Namen nasSe raziskave je bil preveriti:

o znacilnosti raziskovalnega pouka v u¢nem procesu,
o uciteljeve kompetence za korektno realizacijo raziskovalnega pristopa,
o aktivnosti raziskovalnega pouka v u¢nem procesu.

Pri tem preverjamo obstoj razlik glede na predmet (spoznavanje okolja in druzba).

2 Metodologija

2.1 Raziskovalna metoda

Raziskava je temeljila na deskriptivni in kavzalno-neeksperimentalni metodi peda-
goskega raziskovanja.

2.2 Vzorec raziskave

Raziskava je bila izvedena na vzorcu 103 razrednih uciteljev. Vzorec je neslucajno-
stni, ki je na nivoju rabe inferen¢ne statistike enostavni neslucajnostni vzorec iz hipote-
ti¢ne populacije. Ucitelji so poucevali na osnovnih Solah v razli¢nih geografskih okoljih
Slovenije. Zajeli smo ucitelje, ki so poucevali v Solskem letu 2014/2015. Raziskava je
potekala aprila 2015. Najvec uciteljev, tj. 64,1 %, jih je poucevalo predmet spoznavanje
okolja, 35,9 % uciteljev pa predmet druzba.
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2.3 Postopki zbiranja podatkov

Podatke smo zbirali z anketnim vprasalnikom v Casu prakse Studentov 4. letnika Pe-
dagoske fakultete v Mariboru. Veljavnost anketnega vprasalnika temelji na racionalni va-
lidaciji; izdelan je ob upostevanju dosedanjih znanstvenih spoznanj in presoji ekspertov
tako z vsebinskega kot z metodoloskega vidika. Zanesljivost smo zagotovili z natan¢ni-
mi navodili, z enopomenskimi in specificnimi vprasanji. Objektivnost smo zagotovili z
objektivno izvedbo anketnega vprasalnika, z vpraSanji zaprtega tipa, in sicer s stopnje-
vanimi in rangiranimi odgovori, brez nudenja pomoci. Glede na to, da so anketiranci
vprasalnike resevali individualno in ne vodeno, ni bil prisoten nikakrSen vpliv anketarja.

2.4 Postopki obdelave podatkov

Podatke smo obdelali na nivoju deskriptivne in inferencne statistike s pomocjo ra-
cunalniskega programa SPSS.

3 Rezultati raziskave in interpretacija

3.1 Mnenje uciteljev o znacilnostih raziskovalnega pouka

Zanimalo nas je, koliko znacilnosti raziskovalnega pouka ucitelji vkljucujejo v svo-
je delo. Anketiranci so z 1 ocenili tisto znacilnost, ki pomeni ni¢ vklju¢evanja, s 5 pa
tisto, ki jo veliko vkljucujejo v svoj pouk.

Raziskava je pokazala, da so glede na petstopenjsko lestvico vsa povprecja visoko
ocenjena (nad 3,5), kar kaze, da so vse zajete znacilnosti dobro vkljucene v ucni proces
pri pouku spoznavanje okolja in pri pouku predmeta druzba. Najmanj zajemajo eno
temeljnih znacilnosti, tj. vkljuevanje vseh receptorjev zaznavanja (tabela 1). Zanimivo
je, da ucitelji pri obeh predmetih vkljucujejo znacilnosti raziskovalnega pouka in da se
zavedajo, da so za raziskovalni pouk pomembni aktivna vloga uc¢encev s konkretnimi
izvedbami, sodelovanje itd. (Hus, 2002; Vovk Korze, 2014).

Tabela 1: Ocene osnovne deskriptivne statistike znacilnosti raziskovalnega pouka

Znacilnosti X
Ucitelj pomaga ucencem. 4,7379
Ucitelj opazuje, ocenjuje delo. 4,6699
Ucitelj spodbuja, animira uc¢ence. 4,6505
Ucitelj vodi, korigira aktivnosti. 4,6117
Proces je usmerjen na ucenca. 4,3880
Aktivna vloga ucenca. 4,3592
Uc€enec spoznava pojave, pojme preko izkuSenj. 4,0485
Ucenci vkljuCujejo vse receptorje zaznavanja. 3,8155
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Tabela 2: 1zid Mann-Whitneyevega preizkusa razlik v znacilnostih raziskovalnega pou-
ka glede na predmet

Znacdilnosti Predmet n R U P

. . spoznavanje okolja | 66 51,92
Proces je usmerjen na ucenca. 1216,000 0,969

druzba 37 52,14

. spoznavanje okolja 66 52,89
Aktivna vloga ucenca. 1162,000 0,651

druzba 37 50,41

& ; spoznavanje okolja 66 55,77
Ucepec spoznava pojave, % J J 972,500 0,063

pojme preko izkusenj. druzba 37 45,28

Senci vkliuduie spoznavanje okolja 66 57,77
Ucenci \{kljucujejo vse P J J 840,000 0,006

receptorje zaznavanja. druzba 37 41,70

Siteli ; ioi spoznavanje okolja 66 53,27
Ucitelj V.Odl, kgrlglra P J J 1137.000 0,490

aktivnosti. druzba 37 | 49,73

Siteli ; spoznavanje okolja 66 56,13
Ugitel; spodbuja, P ) o%o) 948,500 | 0,021

animira ucence. druzba 37 44,64

o . o spoznavanje okolja 66 52,61
Utitelj opazuje, ocenjuje delo. 1180,500 0,733

druzba 37 50,91

Lo spoznavanje okolja 66 53,09
Ucitelj pomaga ucencem. 1149,000 0,488

druzba 37 50,05

Rezultati kaZejo obstoj statisti¢no znacilnih razlik med predmetoma pri znacilno-
stih pouka. Znacilnosti raziskovalnega pouka v vecji meri uresnicujejo ucitelji spozna-
vanja okolja (tabela 2). Omenjeno dejstvo kaze na to, da ucitelji pri spoznavanju okolja
bolje sledijo u¢nemu nacrtu (UN) kot ucitelji druzbe.

V didakti¢nih priporocilih za spoznavanje okolja je poudarek na osebnem dozivlja-
nju in upostevanju izkusenj in zamisli, na razvijanju zamisli ucencev ter na odkrivanju
spoznanj ob konkretnih dejavnostih in v kontekstu, ki jim je blizu. Ob koncu prve tri-
ade naj bi ucenci Ze sami znali zasnovati in izvesti raziskavo. Spodbuja se neposredno
spoznavanje okolja, in sicer: gozd naj ucenci spoznajo v gozdu, delovanje poste naj
spoznajo na posti (Kolar, Krnel, Velkavrh, 2011).

3.2 Mnenje uciteljev o izvajanju etap raziskovalnega pouka

Zanimalo nas je tudi, ¢e ucitelji poznavajo pravilno zaporedje etap raziskovalnega
pouka (Krnel, 2007). Anketiranci so imeli po naklju¢nem vrstnem redu zapisane etape
raziskovalnega pouka. Vrstni red etap so oznadili s 5-stopenjsko lestvico (1 je pomenilo
zacetek raziskovalnega dela, 5 pa zakljucek).
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Tabela 3:1zid y2-preizkusa uresni¢evanja faz raziskovalnega pouka glede na predmet

Predmet
Skupaj
spoznavanje okolja druzba

pravilna 43 30 73
Raziskovalne izvedba 65,2% 81,1% 70,9%

etape nepravilna 23 7 30
izvedba 34,8% 18,9% 29,1%

Skupai 66 37 103
Py 100% 100% 100%

Izid y?-preizkusa ¥?=2,383,P=0,0838

Razvidno je, da kar 34,8 % uciteljev spoznavanja okolja in 18,9 % uciteljev druz-
be ne izkazuje kompetenc za uresnievanje etap raziskovalnega pouka (tabela 3). Ta
odstotek kaze, da ni mogoce uresniCevanje raziskovalnega pouka, kar je primerljivo s
slovensko raziskavo, da ucitelji redko omogocajo, da bi ucenci pridobili znanje in infor-
macije neposredno iz narave (Raj$p, Pintari¢ in Fosnari¢, 2013). Zanimivo je, da ucitelji
druzbe v 4. in 5. razredu bolje poznavajo etape raziskovalnega pouka po Krnelu (2007)
kot ucitelji spoznavanja okolja. Vendar pa med predmeti glede na izid y2-preizkusa ne
obstaja statisti¢no znacilna razlika uresni¢evanja etap (P = 0,088, 2 = 2,383). Vendar
pa uciteljevo poznavanje etap Se ne pomeni, da se ta pouk uresnic¢uje. UN za predmet
druzba narekuje, naj ucenci razvijajo raziskovalne spretnosti in sposobnosti s terenskim
delom, z ekskurzijami itd. (Budnar, Kerin, Umek, Raztresen, 2011), kjer lahko vkljucu-
jejo elemente raziskovalnega pouka. UN za predmet druzba raziskovalnega pouka po-
sebej ne izpostavlja, kot ga izpostavlja UN za predmet spoznavanje okolja. Iz raziskave
sklepamo, da ucitelji spodbujajo u¢encevo nacrtovanje raziskave, zbiranje, analiziranje
in interpretiranje podatkov (Cincera, 2014). Kot pa navaja Kobal (1989), bi morali uci-
telji raziskovalni pouk ¢im prej vkljucevati, sploh na razredni stopnji, ze od zgodnjega
naravoslovja naprej.

3.3 Mnenje uciteljev o njihovih aktivnostih in aktivnostih ucencev
pri raziskovalnem pouku

Zanimalo nas je, koliko ucitelji vkljucujejo raziskovalni pouk v svoj proces. Anke-
tiranci so imeli 5-stopenjsko lestvico pogostosti uporabe posameznih aktivnosti (1 je
pomenila ni¢ vkljucevanja, 5 pa veliko vkljucevanja).

Ucitelji pri pouku spoznavanje okolja in druzba v velikem obsegu potrebujejo ak-
tivnosti raziskovalnega pouka. Manj uresnicujejo zelo pomembni aktivnosti, kot so
iskanje podatkov v literaturi in obdelava ter sporocanje zbranih podatkov (tabela 4).
Opaziti je, da ucitelji poznajo vecplastnost in aktivnosti raziskovalnega pouka (Temur,
2009; Government of Alberta, 2014).
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Tabela 4: Ocene osnovne deskriptivne statistike aktivnosti raziskovalnega pouka

Aktivnosti X
Ucencevo predznanje (“kaj ze vem”). 4,4466
Predznanje skozi delo nadomestiti z novim znanjem, ¢e so prvotne ideje napacne. 4,2330
Ucenci preizkusijo domneve z opazovanjem, eksperimenti, preizkusi. 4,2330
Ucenci svoja spoznanja, ugotovitve ob dejavnostih belezijo. 4,1456
Ucenci spremenijo, potrdijo ali izpopolnijo svoje predstave. 4,0680
Ucenci imajo priloznost za razmislek o tem, “kaj so se novega naucili”. 4,0388
Ucenci prihajajo do spoznanj, da vse prvotno predznanje ni v celoti pravilno. 3,7476
Ucenci i8¢ejo specificne podatke v literaturi. 3,7184
Ucenci uporabijo zbrane podatke, jih obdelajo in jih sporocajo. 3,6311

Rezultati kazejo obstoj statisticno znacilne razlike med predmetoma pri aktivnostih
raziskovalnega pouka (tabela 5). Obstaja ve¢ aktivnosti u¢encev, ki kazejo na razisko-
valni pouk pri predmetu druzba kot pri predmetu spoznavanje okolja, kar je primerljivo
s predhodno raziskavo, ki ugotavlja, da ucitelji raje uresni¢ujejo sodobne pristope s sta-
rejSimi ucenci (Rot Vehovec, 2015). Ta ugotovitev kaze na nizje kompetence uciteljev
spoznavanja okolja. Ta ugotovitev je potrdila domneve in trditev, da je v nasih Solah Se
vedno premalo sodobnega poucevanja (Marenti¢ Pozarnik, 2000).

Tabela 5: 1zid M-W-preizkusa razlik o aktivnostih uciteljev in ucencev pri raziskoval-
nem pouku glede na predmet

Aktivnosti Predmet n R U P
Ukent d ie (“kai 7 ») spoznavanje okolja | 66 | 49,65 233.000 | 0.032
¢encevo predznanje (“kaj ze vem”). , ,
P je A druzba 37 | 56,19
Predznanje skozi delo nadomestiti z novim | spoznavanje okolja | 66 | 51,88
. " S . 860,500 | 0,064
znanjem, ¢e so prvotne ideje napacne. druzba 37 |52,22
Ugenci preizkusijo domneve z spoznavanje okolja | 66 | 49,85
: . . : . - 916,000 | 0,157
opazovanjem, eksperimenti, preizkusi. druzba 37 | 55,84
Ucenci svoja spoznanja, ugotovitve spoznavanje okolja | 66 | 51,81
ob dejavnostih belezijo. druzba 37 | 52,34 946,000 1 0,242
U.cenc1 spremenijo, potrdijo ali spoznavanje okolja | 66 | 48, 809,500 | 0,025
izpopolnijo svoje predstave. druzba 37 | 58,89
genci imaijo priloZ i je okolja | 66 | 52,79
Ucenci imajo priloznost za razrvr}l.s}?k spoznavatjje okolja > 847.000 | 0,055
o tem, “kaj so se novega naucili. druzba 37 | 50,59
Ugenci prihajajo do spoznanj, da vse | spoznavanje okolja | 66 | 47,12
L : X 846,500 | 0,052
prvotno predznanje ni v celoti pravilno. druzba 37 160,70
genci iscei ifi¢ je okolja | 66 | 47,86
Ucenci 1sceJohspec1ﬁ.cne Spoznavanje okolja 1005,500 | 0,498
podatke v literaturi. druzba 37 | 59,38
Ugenci uporabijo zbrane podatke, spoznavanje okolja | 66 | 49,47
jih obdelajo in jih sporocajo. druzba 37 | 56,51 1051,5001 0,741
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4 Sklep

Preucevali smo uveljavljanje raziskovalnega pouka pri predmetu spoznavanje oko-
lja in predmetu druzba. Ugotovili smo, da:
o znacilnosti raziskovalnega pouka bolj rabijo ucitelji pri predmetu spozna-
vanje okolja v prvi triadi kot uéitelji, ki poucujejo druzbo v 4. in 5. razredu;
o ucitelji, ki poucujejo druzbo v 4. in 5. razredu, bolje poznajo etape razisko-
valnega pouka kot ucitelji, ki poucujejo spoznavanje okolja v prvi triadi,
O obstaja ve¢ aktivnosti ucencev, ki so znacilne za raziskovalni pouk, pri
predmetu druzba v primerjavi s predmetom spoznavanje okolja.

Osnovni pogoj za uspesno raziskovalno delo izhaja iz u¢enca samega, iz njegove
notranje motivacije, zelje po odkrivanju novega, po ustvarjalnosti, pridobivanju ugle-
dnega statusa v razredu, na Soli in nenazadnje je tu prisotna tudi njegova zelja po tekmo-
valnosti. Klju¢nega pomena za raziskovalno ucenje je tudi ucitelj kot vodja, ki sprejme
novo vlogo v uénem procesu, v takem delu vidi smisel in pot do kakovostnega znanja,
moznost lastne osebne rasti in izpopolnjevanja svojega znanja na osnovi lastne refleksi-
je (Bencic Rihtarsic, 2006, str. 126—127).

Na osnovi nase raziskave ugotavljamo, da se raziskovalni pouk kot ena temeljnih in
vodilnih strategij, ki je priporo¢ena v UN za predmeta spoznavanje okolja in druzba, Ze
uresnicuje v praksi. Pokaze pa tudi, da je za uspesno uresni¢evanje raziskovalnega pou-
ka potrebno usposabljanje in dodatno izobrazevanje uciteljev. Ugotovitev je primerljiva
z raziskavo, ki pravi, da uciteljem primanjkuje kompetenc za sodobne strategije dela
(Celinsek, Markic, 2011). Ucitelji morajo biti za raziskovalni pouk usposobljeni, imeti
teoreti¢no znanje, Sele nato ga lahko izvedejo.

Na tej osnovi izpeljujemo naslednje smernice:

o uciteljem je treba ozavestiti potrebo po vsezivljenjskem ucenju;
O uciteljem nuditi moznost pridobitve kompetenc za sodobne strategije z
dodatnim izobrazevanjem.

Tako bi ucitelji lahko pouk zasnovali tako, da bi bili u¢enci bolj aktivni, da bi si pri-
dobivali ne le znanje, temvec tudi pomembne spretnosti in sposobnosti, ki jih poudarja-
ta ucna nacrta in o katerih porocajo tudi raziskave (npr. Stanojevi¢, 2013). Predvsem pa
bi bili bolj motivirani za pouk, kar bi moralo biti temeljno vodilo vseh uciteljev.

Nina Markus, Viasta Hus, PhD

Implementation of inquiry-based learning in environmental
studies and social studies

The paper presents the implementation of inquiry-based learning to the primary school
classes Environmental Education in the first triad and Society Education in grades 4 and
5. Their main purpose is to direct children to a spontaneous exploration of the world. We
surveyed to what extent primary school teachers apply characteristics, stages and activi-
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ties of inquiry-based learning to the educational process. The data were obtained through
a questionnaire on a sample of 103 teachers. We established that first triad teachers use
characteristics of inquiry-based learning on a greater scale than Society Education teach-
ers. However, the latter get to know the stages of research classes better. Research classes
take place in Society Education more often than in Environmental Education.

Students’ knowledge acquired through direct experience is extended and deep-
ened by teaching (Kolar, Krnel & Velkavrh, 2011). Lessons can be realised by modern
didactic strategies aimed at open classes. These are characterised by collaborative
work, taking into account the prior knowledge and experience of students (Kron, 1994,
Blazi¢ and others, 2003). The features of open classes are reflected in research, project,
problem-based, work-oriented, experiential and team teaching (Ivanus Grmek & Hus,
2006). Below we present inquiry-based learning, which is gaining ground in Environ-
mental Education and Society Education.

Exploration and discovery are the fundamental goals of Environmental Education.
Students’ exploration of the environment is of key importance (Ivanus Grmek, Cagran
& Sadek, 2009).

One of the better quality classes is inquiry-based learning. It is one of the funda-
mental strategies of personalised learning. Inquiry-based learning is centred on prob-
lem solving. “It represents a modern and fresh approach to teaching science at an early
stage, and is becoming increasingly important in teaching at all school stages.” (Petek,
2012, 101)

Inquiry-based learning provides higher quality classes. “There are group learning
and laboratory-experimental teaching methods that are chiefly used /.../, which provide
greater activity in students.” (Hus, 2002, 73) The set goals can be achieved if students
“actively participate and if education is based on concrete implementations that gener-
ate results.” (Vovk Korze, 2014, 177)

Inquiry-based learning leads students through five activities: collaboration, re-
search, interpretation, production and evaluation of work (Temur, 2009). Inquiry-based
learning is a multifaceted process. It is characterised by the formulation of questions,
searching for answers, building understanding, meaning and knowledge, and commu-
nication among students (Government of Alberta, 2014). Inquiry-based learning is a
simulation of scientific research. Students make their own research questions, hypoth-
eses and research plans, they collect, analyse and interpret data, and present their find-
ings at the end of the lesson (Cincera, 2014).

According to Krnel (2007), research work comprises of five stages. In the first stage,
it is necessary to determine what is already known; in the second stage, asking questions
and planning research follow, in the third stage, we undertake the research using tools and
the review of sources; in the fourth stage, we analyse and report data; in the fifth stage,
we determine what is new. “The importance of students’ activities in all stages of learning,
co-operation and exchange of experience is stressed.” (Valencic Zuljan, 2002, 3)

A survey which was conducted with 84 primary school teachers in Slovenia showed
that teachers rarely enable learning directly in nature (Rajsp, Pintari¢ & Fosnaric, 2013).

A survey conducted in grade 4 in four elementary schools in Serbia, comparing tradi-
tional teaching with modern methods, proved that using the latter exhibits a higher level
of student motivation (Stanojevic, 2013).
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Research in one of the Slovenian primary schools displayed that teachers consider
the modern approach more time-consuming and use it with older students only (Rot Ve-
hovec, 2015).

A survey in Singapore, conducted in primary schools with 161 students, found that do-
ing an experiment on their own makes students feel more like scientists and makes them
appreciate more the knowledge acquired through their own efforts (Zhai, Jocz & Tan, 2014).

Research in Croatia confirmed that experiential learning motivates students and
shows positive effects on learning outcomes (Boric¢, Skugor & Perkovic, 2010).

A survey conducted for the purpose of the study of teacher competence in problem-
based learning notes that many teachers need additional training. It shows that teach-
ers lack the skills to do the work (Celinsek & Markic, 2011).

A survey from 2016 notes that if students have developed the abilities and skills of
individual research, data collection and processing, and presentation of information,
then their learning is even more effective (Hus & Koprivnik, 2016).

A survey, conducted by the University of Maribor, confirmed the important role of
research experiential inquiry-based learning, because students’ knowledge is improved
if it is obtained by fieldwork (Ambrozi¢ Dolinsek, Hus & Korosec, 2009).

Research work and curricula require textbook sets made in accordance with con-
structivist theories. Research in Slovenia found that there are differences among text-
book sets. Those with a constructivist design promote the independence of students,
guide classes to active forms of work, and represent students’ development of abilities
and skills through activities (Hus, 2012).

The most important objectives of Environmental Education are the understanding
of the environment and the development of the cognitive area realised through active
learning about the environment (Kolar, Krnel & Velkavrh, 2011). In Society Education,
there is the upgrading and expansion of objectives, contents and activities that students
learn in grades 1, 2 and 3 in Environmental Education. In Society Education, students
develop research skills and abilities (Budnar, Kerin, Umek & Raztresen, 2011).

We studied the implementation of inquiry-based learning to Environmental Educa-
tion and Society Education. We found that:

O the characteristics of inquiry-based learning are, to a greater extent, used
by teachers in Environmental Education in the first triad than those who
teach Society Education in grades 4 and 5;

O Society Education teachers in grades 4 and 5 are better acquainted with
the stages of inquiry-based learning than Environmental Education
teachers in the first triad;

O there are more student activities that suggest the presence of inquiry-
based learning in Society Education than in Environmental Education.

The survey showed that according to the 5-grade scale all averages are high (above
3.5), indicating that all the included features are well-integrated into the learning pro-
cess in Environmental Education and Society Education. The integration of all sensory
receptors is included in the least manner by teachers (Table 1). Teachers include char-
acteristics of inquiry-based learning in their teaching and are aware that inquiry-based
learning demands an active role of students with concrete implementation and partici-
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pation (Hus, 2002, Vovk Korze, 2014). The results indicate the existence of statistically
significant differences in class characteristics between the subjects. The characteristics
of inquiry-based learning are, on a greater scale, realised by Environmental Education
teachers (Table 2). This fact shows that Environmental Education teachers follow the
curriculum to a higher degree than Society Education teachers. The didactic recom-
mendations for Environmental Education emphasise personal experience and ideas,
the development of those ideas, as well as findings connected with practical activities
and in a context close to students. At the end of the first triad, students should be able
to design and conduct research on their own. Direct learning about the environment is
encouraged — forests should be learnt about in a forest, and the operation of a post of-
fice should be learnt about on the spot (Kolar, Krnel & Velkavrh, 2011).

It is evident that 34.8 % of Environmental Education teachers and 18.9 % of Society
Education teachers do not display the competence necessary to implement the stages
of inquiry-based learning (Table 3). This percentage indicates that it is not possible to
implement inquiry-based learning, which is comparable with Slovenian research which
shows that teachers rarely make it possible for students to gain knowledge and informa-
tion directly from nature (Rajsp, Pintari¢ and Fosnaric, 2013). Interestingly, Society Ed-
ucation teachers in grades 4 and 5 are, according to Krnel (2007), better acquainted with
the stages of inquiry-based learning than Environmental Education teachers. However,
there is no statistically significant difference between the subjects regarding the realisa-
tion of the stages according to the outcome of the y?-test (P = 0.088, y? = 2.383). Teach-
ers having the knowledge of the stages does not mean that they implement it. The cur-
riculum for Society Education instructs that students should develop research skills and
abilities through fieldwork and excursions (Budnar, Kerin, Umek & Raztresen, 2011), the
methods of which include elements of inquiry-based learning. The curriculum for Soci-
ety Education does not explicitly point out inquiry-based learning as the curriculum for
Environmental Education does. The survey suggests that teachers encourage students’
research planning, collecting, analysing and interpreting of data (Cincera, 2014). How-
ever, as mentioned in Kobal (1989), teachers should make use of inquiry-based learning
as much as possible, especially at primary level from early science teaching onwards.

In Environmental Education and Society Education, teachers need activities of in-
quiry-based learning on a large scale. They implement two important activities, namely
the search for data in sources and the processing and reporting of the data collected,
to a lesser degree (Table 4). It is noticeable that teachers have the knowledge of the
complexity and activities of inquiry-based learning (Temur, 2009, Government of Al-
berta, 2014). The results indicate the existence of statistically significant differences
between the subjects regarding the activities of inquiry-based learning (Table 5). There
are more student activities pointing to inquiry-based learning in Society Education than
in Environmental Education, which is comparable with the previous study which found
that teachers prefer to implement modern approaches to work with older students (Rot
Vehovec, 2015). This finding indicates a lower competence of Environmental Education
teachers. This finding also confirmed the assumptions and claims that there is still a
lack of modern teaching in our schools (Marenti¢ Pozarnik, 2000).

Based on our research, we found that inquiry-based learning as one of the funda-
mental and leading strategies recommended by the curricula for Environmental Educa-
tion and Society Education has already been put into practice. The findings also show
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that the successful implementation of inquiry-based learning requires training and ad-
ditional education for teachers. The findings are comparable to the survey which says
that teachers lack the competencies for modern work strategies (Celinsek & Markic,
2011). Teachers need to be trained for inquiry-based learning and must have theoretical
knowledge. Only then can they carry it out.

On this basis, we give the following guidelines:
O teachers need to raise awareness of the need for lifelong learning, and
O teachers have to be offered the possibility to acquire competences for
modern strategies and additional education.

By doing so, teachers can design classes in a way that makes students more active,
not only acquiring knowledge but also valuable skills and abilities which are empha-
sised by the curricula and research (e.g. Stanojevi¢, 2013). Above all, they are moti-
vated to learn, which should be a basic guiding principle for all teachers.
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POVZETEK — Sodobno izobrazevanje omogoca raz-
vijanje ustvarjalnega oblikovalskega izrazanja dija-
kov, vloga in pomen didakticnih pristopov v povezavi
z ustvarjalnostjo v srednji Soli pa nista raziskana. V
teoreticnem delu je obravnavan fenomen ustvarjal-
nosti, kriteriji likovne ustvarjalnosti, znacilnosti de-
Javnikov likovne ustvarjalnosti ter didakticni pomen
metodicnih znacilnosti. V empiricnem delu je pred-
stavljena raziskava vpliva inovativnega didakticnega
pristopa z vidika razvoja likovne ustvarjalnosti pri
pouku graficnega oblikovanja. Razlike smo spremljali
med dijaki 3. letnikov (starost 17—18 let) v slovenskih
srednjih Solah. Pozitiven ucinek eksperimentalnega
pristopa kaze, da je mogoce z vpeljavo manjsih me-
todicnih sprememb bistveno izboljsati razvoj likovne
ustvarjalnosti pri srednjesolcih. Z vpeljavo kljucnih
zamisli inovativnega didakticnega pristopa v osnovni
Soli smo ugotovili ucinkovitost, fleksibilnost in subtil-
nost implementacije tudi na ravni srednje Sole. Pre-
ucili smo tudi vlogo spola pri likovno ustvarjalnem
razvoju in ugotovili, da je eksperimentalni program
primeren tako za dekleta kot tudi za fante.

1 Uvod
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of artistic creativity, secondary school, didactic decision

ABSTRACT — Modern education permits the develop-
ment of creative design expression of secondary school
students; however, the role and importance of didactic
approaches in connection with creativity in high school
have not been investigated. In the theoretical part, we
discussed the phenomenon of creativity, the criteria of
artistic creativity, the characteristics of artistic creativ-
ity factors and the importance of methodological char-
acteristics. The empirical part presents the study of
the effect of the innovative teaching approach in terms
of the development of artistic creativity in a graphic
design class. We investigated the differences among
third-year students (age 17 to 18 years) in Slovenian
secondary schools. A positive effect of experimental
approach shows that it is possible to significantly im-
prove the development of the students’ artistic creativ-
ity by introducing smaller methodological changes.
With the inclusion of the key ideas of an innovative
teaching approach in the elementary school, we found
efficiency, flexibility and subtlety of implementation
also at the level of the secondary school. We also stud-
ied the role of gender in artistic creative development
and found that the experimental program is appropri-
ate for both girls and boys.

Mnogi sodobni raziskovalci se strinjajo glede pomembnosti vkljuevanja ustvar-
jalnosti v Soli, in sicer kljub razli¢nosti definicij, kriterijev in pristopov k spodbujanju
ustvarjalnosti v znanosti in umetnosti (Hennessey in Amabile, 2010; Flint, 2014). Craft
(2003) navaja, da je ustvarjalnost pomembna sestavina izobrazevanja. Sosa in Gero pa
menita: “Oblikovanje je ustvarjalna dejavnost” (Sosa in Gero, 2005, str. 229). Druga
avtorja poudarjata izrazito povezanost oblikovanja in ustvarjalnosti, ko pravita, da je
“oblikovanje disciplina, ki iS¢e ravnotezje med obliko in funkcijo, med izvirnostjo in
prakti¢nostjo, novostjo in primernostjo” (Williams in Askland, 2012, str. 9) ter dodajata,
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da je ustvarjalnost sestavni del oblikovanja, oblikovalskih procesov in tudi izobrazeva-
nja. Ehmannova (2005) in Alhajri (2013) opozarjata na maloStevilnost raziskav s po-
drocja didaktike graficnega oblikovanja v povezavi z ustvarjalnostjo, kar potrjuje tudi
Tudorjeva (2008), ki meni, da je preuc¢evanju ucnih pristopov pri spodbujanju ustvar-
jalnosti namenjeno premalo pozornosti. Ceprav se uéitelji zavzemajo za spodbujanje
ustvarjalnosti, pa se v praksi kaze, da “bolj kot nove, originalne ideje cenijo tocnost,
ubogljivost in sprejemanje u¢iteljevih idej” (Stemberger in Cen¢i¢, 2016, str. 30).

Strokovnjaki, ki so preucevali povezanost med izobrazevanjem in razvojem ustvar-
jalnosti (Hewett idr., 2005; Karlavaris in Kraguljac, 1981; Kvascev, 1976; Vigotski,
1978), se strinjajo, da se ustvarjalnost lahko razvija in spodbuja z ustreznimi didakti¢ni-
mi pristopi, kar potrjujejo tudi raziskovalci na podroc¢ju didaktike oblikovanja (Hsiao in
Lin, 2004; Lau, 2009). Raziskovalci so razlicnega mnenja glede izbire kriterijev ustvar-
jalnosti na podrocju oblikovanja: izdelka, procesa, osebnostnih znacilnosti in interakci-
je posameznika z okoljem (Duh, 2004; Ellmers, 2006; Ehmann, 2005), v veliki meri pa
se strinjajo, da ustvarjalni izdelek lahko definiramo z elementoma novost in ustreznost
(Atkinson, 2000; Howard idr., 2008; Howard-Jones, 2002). Ustvarjalnost izdelka oce-
njujemo na osnovi “originalnosti, transformacije in reSevanja sprememb, ki vodijo v
nastajanje novih oblik in vsebin” (Duh 2004, str. 19).

Guilford (1967) z razvojem modela strukture intelekta (1955) predpostavlja, da je
inteligenca sestavljena iz razli¢nih sposobnosti, ki so relativno neodvisne ena od druge
(Kaufman in Beghetto, 2009). Med $tevilnimi dejavniki je nekatere povezal z ustvarjal-
nostjo, to so: fleksibilnost, fluentnost, originalnost, elaboracija, obcutljivost za proble-
me in redefinicija (Kaufman, 2009). Karlavaris (1981) meni, da je vlogo teh dejavnikov
na podro¢ju likovne pedagogike treba razumeti bolj kompleksno, in sicer v kontekstu
subjektivnih likovnih dejavnikov, definiranih kot kombinacija osebnostnih lastnosti in
likovnih sposobnosti (Duh, 2004). “Redefinicijo, fluentnost in elaboracijo razumemo
kot dejavnike, ki ustvarjalnost omogocajo, [...] originalnost, fleksibilnost in obcutlji-
vost za probleme pa razumemo kot dejavnike, ki ustvarjalnost spodbujajo,” meni Duh
(2004, str. 29). V raziskavah s podrocja likovne didaktike v povezavi z ustvarjalnostjo
je pogosto z vidika ustvarjalnega izdelka spremljanih Sest dejavnikov ustvarjalnosti,
ki merijo raven likovno-ustvarjalnega razvoja (Duh 2004; Herzog 2008; Herzog 2009;
Duh, Herzog in Lopert, 2017; Karlavaris 1981). Z originalnostjo, ki spodbuja ustvar-
jalnost, spremljamo redke in nepricakovane resitve. Pri spremljanju redefinicije, ki
omogoca ustvarjalnost, pozornost namenjamo uspesnosti prenosa v likovni izraz. To
velja za namerno preoblikovanje ideje, materiala ali vizualnega vtisa v nekaj novega.
S fleksibilnostjo, ki spodbuja umetnisko ustvarjalnost, spremljamo sposobnost prilaga-
janja umetniskim izrazom. Kaze se kot skladnost umetniske ideje in uporabe likovnih
materialov. Fluentnost omogoca likovno ustvarjalnost, kjer spremljamo zmoznosti kre-
iranja novih idej, reSitev in uspesnost obvladovanja umetniskih tehnik. To se kaze tudi
v motoric¢nih spretnostih, ki omogocajo bogatejse umetniske procese. Z obcutljivostjo
za umetniske probleme, ki spodbuja umetnisko ustvarjalnost, spremljamo izkusnje pri
interpretaciji dolocene likovne naloge ali problema. Odraza se v senzibilnosti likovne
resitve. Z elaboracijo, ki omogoca likovno ustvarjalnost, spremljamo nacrtovanje ume-
tniske dejavnosti. Kaze se kot skladnost ideje, uporabljenih likovnih materialov, tehnik
in upostevanja likovne teorije (Duh, 2004; Herzog, 2009).
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Sodobni svetovni trendi v Soli so usmerjeni predvsem v didakti¢ne pristope z aktiv-
nim, ustvarjalnim, raznolikim in dinami¢nim nacinom ucenja in poucevanja (Terhart,
2001). Raziskovalci so v pedagoskem eksperimentu v osnovni Soli dokazali pozitiven
vpliv inovativnega eksperimentalnega programa na razvoj likovne ustvarjalnosti, ki “se
kaze v vseh vidikih didakticnega nacrtovanja, in sicer: glede metodi¢nih in organiza-
cijskih znacilnosti, glede vsebinskih znacilnosti, glede znacilnosti didakticne komuni-
kacije in znacilnosti glede na aktivnosti, polozaj in odnose med subjekti” (Duh, 2004,
str. 193). Celovitost izobrazevanja je namre¢ vec¢inoma odvisna od uciteljeve izbire
ucnih metod, ucnih oblik in didakticne komunikacije, s katerimi vpliva na dejavnost
ucencev, motivacijo in u¢enje. Jovanovi¢ (2003) meni, da mora biti izbira in kombinaci-
ja metodi¢nih znacilnosti prilagojena potrebam in razvojnim moznostim posameznega
ucenca. Danes vemo, da lahko ustrezno zasnovan sklop didakti¢nih odloc€itev pri ucen-
cih spodbudi vecje zanimanje za likovno ustvarjalno delo.

Blazi¢ (1996) navaja, da so u¢ne metode “nacini dela pri pouku in dolocajo nacin
uciteljevega in ucencevega vkljucevanja v ucni proces” (str. 213). Karlavaris (1987,
1991) poleg splosnih metod navaja tudi specificne u¢ne metode pri pouku likovne vzgo-
je, ki jih lahko uporabimo s prilagoditvijo metodi¢nim posebnostim in karakteristikam
pouka grafi¢nega oblikovanja. Duh (2004) meni, da je za dosego aktivnega ustvarjalne-
ga dela v pedagosko prakso poleg splosnih metod dela smiselno vkljuciti tudi nekatere
specificne. Mnogi avtorji (Duh, 2004; Herzog, 2013; Duh in Zupanci¢, 2013) so razi-
skovali uc¢inkovitost specificnih metod in ugotovili, da so lete pomembne pri dosega-
nju vzgojno-izobrazevalnih ciljev in spodbujanju ustvarjalnosti pri likovni vzgoji. Npr.
z uporabo metode Sirjenja in elaboriranja likovne senzibilnosti ucenci ob zaznavanju
in sprejemanju umetniskih del pri likovni praksi pridobijo novo estetsko izku$njo ter
razvijajo obcutljivost za likovni jezik (Duh, 2004; Duh in Zupancic, 2013). Moznosti
kombiniranja ter raznovrstnost uénih metod in u¢nih oblik prav tako prispevajo k dina-
mic¢nosti uénega procesa, njegovi zanimivosti, prilagajanju razlicnim nac¢inom ucenja
in upostevanju njihovih individualnih potreb (Blazi¢, 2003; Lamagna in Selim, 2005;
Strménik, 2001). Izjemno pomemben pri snovanju sodobnega pouka je tudi kakovosten
razvoj interakcijsko-komunikacijske dejavnosti med uciteljem in u¢encem (Littlejohn
in Foss, 2007). Pomembna je dvosmerna in vzajemna, empati¢na “ustvarjalna, odprta
komunikacija, ki je ciljna, direktna, jasna, odgovorna, pozitivna, iskrena, pozorna in
sodelovalna” (Duh, 2004, str. 66). Iskrenost, skladnost in simetri¢nost didakti¢ne ko-
munikacije pripomorejo k ustvarjanju spros¢enega vzdusja in k aktivnemu ustvarjanju;
dijaki tako lahko uzivajo v oblikovalskem izrazanju kot sestavnem delu u¢nega procesa.
“Kolikor je interakcija med uciteljem in ucencem Sirsa in kvalitetnejsa, toliko boljse
so moznosti za ucencev razvoj, prav tako pa tudi moznosti za uciteljevo ustvarjalnost”
(Blazi¢, 2000, str. 120).

2 Empiri¢na raziskava

Definiranje raziskovalnega problema

V raziskavi smo spremljali vpliv inovativnega didakticnega pristopa na razvoj li-
kovne ustvarjalnosti in posameznih dejavnikov ustvarjalnosti (originalnost, fleksibil-
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nost, redefinicija, fluentnost, elaboracija, obcutljivost za umetniske probleme) pri dija-
kih 3. letnikov (starost 17—18 let) v slovenskih srednjih Solah.

Inovativni pristop je vseboval sklop didakti¢nih odlo¢itev, ki so predstavljale manj-
Se spremembe v obstojeCem programu, s ¢imer nismo posegali v vsebinski del progra-
ma. Vsebuje preplet, dinami¢nost in raznolikost metodi¢nih postopkov, in sicer kom-
binacije u¢nih metod, u¢nih oblik ter ustrezne didakti¢ne komunikacije, ki so znacilne
za dolocene faze pouka. Uporaba sodobne IKT je omogocila vizualizacijo likovnih fe-
nomenov in dodatno stopnjevala motivacijo dijakov. Z uporabo multimedije smo zeleli
doseci “vecjo nazornost, natancnost in dinamiko pri prikazovanju predmetov, pojavov
in procesov kot z uporabo klasi¢nih u¢nih pripomockov” (Blazi¢, 2003, str. 41).

Namen raziskave
Namen empiri¢ne raziskave je spremljanje razvoja ustvarjalnosti dijakov 3. letni-
kov slovenskih srednjih Sol. Raziskovali smo:

o razlike v razvoju skupnih zmoznosti likovne ustvarjalnosti in dejavnikov
ustvarjalnosti med eksperimentalno skupino z inovativnim nac¢inom uce-
nja in poucevanja ter skupino z ustaljenim nac¢inom ucenja in poucevanja;

o razlike v finalnem razvoju med skupino, kjer se spodbuja likovna ustvar-
jalnost, in skupino, kjer se omogoca likovna ustvarjalnost, glede na spol.

Raziskovalne hipoteze

Pri nacrtovanju raziskave smo postavili splosno hipotezo:

o H: Dijaki eksperimentalne skupine bodo glede na dijake kontrolne skupi-
ne kazali vi$ji nivo skupnega likovno-ustvarjalnega razvoja.

V raziskavi smo postavili tudi specificne hipoteze, vezane na dejavnike likovne
ustvarjalnosti, kjer pricakujemo, da bodo dijaki eksperimentalne skupine glede na dija-
ke kontrolne skupine kazali visji nivo:

o HI1.1: pri dejavnikih ustvarjalnosti, ki likovno ustvarjalnost spodbujajo
o H1.2: pri dejavnikih ustvarjalnosti, ki likovno ustvarjalnost omogocajo

Prav tako smo postavili tudi specifi¢ni hipotezi glede na dejavnike likovne ustvar-

jalnosti, kjer pricakujemo, da se raven kon¢nih rezultatov glede na spol ne razlikuje:
o H2.1: pri dejavnikih, ki likovno ustvarjalnost spodbujajo
o H2.2: pri dejavnikih, ki likovno ustvarjalnost omogocajo

3 Metodologija

Raziskovalna metoda

V raziskavi smo uporabili eksperimentalno metodo tradicionalnega empiri¢no-ana-
liticnega pedagoskega raziskovanja.
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Raziskovalni vzorec

Za pridobitev odgovorov na zastavljena vprasanja smo vkljucili 73 naklju¢no iz-
branih dijakov 3. letnikov (17-18 let) iz treh srednjih Sol v osrednjeslovenski, podra-
vski in pomurski regiji. Vzorec predstavlja 23 (31,5 %) fantov in 50 (68,5 %) deklet. V
raziskavo je bilo vkljucenih 32 (43,8 %) dijakov iz ljubljanske, 23 (31,5 %) dijakov iz
mariborske in 18 (24,7 %) dijakov iz murskosoboske srednje Sole. Bilo je 38 (52,1 %)
dijakov eksperimentalne in 35 (47,9 %) dijakov kontrolne skupine.

Potek raziskave in instrumentarij

Najprej smo pridobili podatke od dijakov s testiranjem likovnoustvarjalnih zmo-
znosti v obeh skupinah. Uporabili smo preizkus, imenovan LV1, za merjenje likovno
ustvarjalnih zmoznosti (Duh, 2004). Sledilo je izvajanje eksperimentalnega dela — pouk
z inovativnim didakti¢énim pristopom je potekal v eksperimentalni skupini, pouk na
obicajen nacin pa v kontrolni skupini. V eksperimentalni skupini je u¢no delo pote-
kalo sicer v obi¢ajnih pogojih dela v obsegu 14 didakti¢nih enot, vendar se je ves Cas
povezovalo in prepletalo s sklopom inovativnih didakti¢nih reSitev. Po zaklju¢enem
eksperimentu smo ponovno preverili raven likovne ustvarjalnosti s testiranjem, in sicer
s preizkusom LV 1 v eksperimentalni in kontrolni skupini. Preizkus LV1 je sestavljen iz
Sestih nalog, ki spremljajo dijakov likovnoustvarjalni razvoj in je koncipiran tako, da te-
stiranci dorisujejo ali samostojno narisejo dolocen likovni znak, ki ustreza postavljenim
zahtevam. Dijaki so pri posameznih nalogah lahko dosegli 1-6 tock, skupaj je moznih
36 tock. Preizkus LV1 je v Stevilnih raziskavah (Berce Golob, 1990; Duh, 2004; Duh in
Herzog, 2011; Duh in Matri¢, 2015; Herzog, 2009; Karlavaris in Kraguljac, 1981) po-
kazal ustrezne merske znacilnosti (veljavnost, zanesljivost, objektivnost, obcutljivost).
Ustreznost z vidika zanesljivosti smo potrdili z uporabo tudi v tej Studiji, kjer je bila
zanesljivost skupnega rezultata po Cronbachovem koeficientu alfa o = 0,731.

Obdelava podatkov

Podatke smo obdelali s statisticnim programom SPSS. Uporabili smo naslednje
statisticne postopke:

O deskriptivno statistiko rezultatov (minimalne vrednosti — MIN, maksimal-
ne vrednosti — MAX, povpre¢na vrednost — M, standardni odklon — SD,
koeficient asimetricnosti — KA, koeficient splos¢enosti — KS);

o test Shapiro-Wilk za ugotavljanje normalnosti porazdelitve rezultatov;

o analizo kovariance za ugotavljanje razlik med rezultati skupnih vrednosti
likovne ustvarjalnosti pri kontrolni in eksperimentalni skupini;

0 Mann-Whitneyev U-preizkus za ugotavljanje razlik med rezultati kon-
trolne in eksperimentalne skupine in raziskavo vloge spola na ravni po-
sameznih dejavnikov ustvarjalnosti, kot tudi obeh skupin dejavnikov, ki
ustvarjalnost spodbujajo in omogocajo.
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4 Rezultati in interpretacija

Analiza zacetnega stanja

V nadaljevanju predstavljamo analizo osnovne deskriptivne in interferencne stati-
stike rezultatov skupnih likovnoustvarjalnih zmoznosti pri zacetnem testiranju.

Tabela I:Parametri osnovne deskriptivne statistike rezultata konc¢ne ravni skupnih
zmoznosti likovne ustvarjalnosti

Aritmeticna | Standardni | Koeficient | Koeficient
Dejavnik | Skupina | MIN | MAX | sredina odklon asimetrije | sploscenosti
M SD KA KS
. KS 3 14 8,171 2,572 0,326 —0,078
Ustvarjalnost
ES 3 14 7,868 2,732 0,213 —0,610

V zacetnem stanju so dijaki kontrolne skupine dosegli nekoliko visje vrednosti pov-
pre¢ja in enake vrednosti minimalnih in maksimalnih vrednosti kot eksperimentalna
skupina. Porazdelitev podatkov kontrolne skupine je normalna (KA =0,326) in ima
tendenco k sploscenosti (KS =-0,078). V eksperimentalni skupini je porazdelitev po-
datkov normalna (KA = 0,213) in splosc¢ena (KS =-0,610).

Tabela 2:1zidi splosnega F-preizkusa (analiza kovariance) z F-preizkusom homogeno-
sti varianc (Levenov F-preizkus) zacetne ravni skupnih zmoznosti likovne

ustvarjalnosti
Analiza homogenosti variance Homogenost regresijskih nagibov
F p F p
0,237 0,628 0,544 0,463

Preverili smo pogoje za izvedbo analize kovariance. Z analizo kovariante smo z
izidom analize variance ugotovili, da med eksperimentalno skupino in kontrolno sku-
pino ni statisticno znacilnih razlik v zacetnem stanju (F = 0,237, p =0,628) in prav
tako ni statisticno znacilnih razlik pri preverjanju homogenosti regresijskih nagibov
(F=0,544, p = 0,463).

Nadalje nas je zanimalo, ali v zaCetnem stanju obstajajo razlike med skupinama v
posameznih dejavnikih likovne ustvarjalnosti. Razlike v dosezkih med dejavniki likov-
ne ustvarjalnosti smo loceno preverjali pri dejavnikih, ki likovno ustvarjalnost omogo-
¢ajo, in dejavnikih, ki jo spodbujajo.
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Tabela 3:1zidi Mann-Whitneyjevega U-preizkusa med skupinama pri dejavnikih likov-
ne ustvarjalnosti

Dejavniki, ki likovno ustvarjalnost spodbujajo | Dejavniki, ki likovno ustvarjalnost omogocajo
p Z P zZ
Fleksibilnost 0,438 —0,775 4 Fluentnost 0,132 —1,504
2 | Originalnost 0,893 —0,135 5 Elaboracija 0,136 —1,490
3 | Obcutljivost 0,721 —0,369 6 | Redefinicija 0,170 —1,373
Skupaj 0,522 —0,640 Skupaj 0,919 —0,101

Spremljanje dosezkov pri posameznih dejavnikih likovne ustvarjalnosti v za¢etnem
stanju med skupinama ni pokazalo statisti¢cno pomembnih razlik. Dijaki so bili v ravni
ustvarjalnosti pri posameznih nalogah precej izenaceni (p > 0,05).

Analiza koncnega stanja

Po kon¢anem eksperimentalnem delu, ki je zajemalo 14 didakti¢nih enot, smo iz-
vedli konc¢no testiranje. Ponovno smo preverili raven likovne ustvarjalnosti v eksperi-
mentalni in kontrolni skupini.

Tabela 4: Parametri osnovne deskriptivne statistike rezultata konc¢ne ravni skupnih
zmoznosti likovne ustvarjalnosti

Aritmeticna | Standardni | Koeficient | Koeficient
Dejavnik | Skupina | MIN | MAX | sredina odklon asimetrije | splosc¢enosti
M SD KA KS
. KS 7 17 11,342 2,689 0,227 —0,094
Ustvarjalnost
ES 11 26 18,342 3,198 0,357 0,349

1z tabele deskriptivne analize kon¢nega stanja razberemo, da so dijaki v eksperi-
mentalni skupini dosegli vi§je vrednosti minimalnih in maksimalnih rezultatov in tudi
povprecja. Porazdelitev podatkov kontrolne skupine je normalna (KA = 0,227) in ima
tendenco k sploscenosti (KS =-0,094). V eksperimentalni skupini je porazdelitev po-
datkov prav tako normalna (KA = 0,357) in konicava (KS = 0,349). Zanimalo nas je, ali
med skupinama obstajajo tudi razlike v ravneh ustvarjalnosti.

Tabela 5:1zidi splosnega F-preizkusa (analiza kovariance) z F-preizkusom homoge-
nosti varianc (Levenov F-preizkus) kon¢ne ravni skupnih zmoznosti likovne

ustvarjalnosti
Analiza homogenosti variance Analiza kovariance
F p F p
0,758 0,387 104,770 0,000
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V obeh skupinah gre za tolik§no podobnost v variiranju vrednosti, da je upravic¢ena
predpostavka o homogenosti varianc (F = 0,758, P = 0,387). Razlika med prilagojeni-
ma aritmeti¢nima sredinama je statisticno pomembna (F = 104,770, P = 0,000). Potrdili
smo splosno hipotezo H; visje ravni skupnih likovnoustvarjalnih zmoznosti so dosegli
dijaki eksperimentalne skupine.

Vkljucitev aktivnega nacina ucenja in poucevanja po inovativnem pristopu z upo-
rabo specificnih metod dela (Duh, 2004; Karlavaris, 1987, 1991), raznolikostjo u¢nih
metod (Meyer, 2005) in spodbudno didakti¢no komunikacijo (Littlejohn in Foss, 2007
Duh, 2004) kaze pozitiven vpliv na razvoj ustvarjalnosti. Na osnovi ugotovitev razisko-
valcev razvoja likovne ustvarjalnosti (Berce Golob, 1990; Duh, 2004; Duh in Herzog,
2011; Duh in Matri¢, 2015; Duh, Herzog in Lopert, 2017) smo potrdili pozitiven vpliv
inovativnega didakti¢nega pristopa ter ustreznost prevajanja, prilagoditve uc¢nih metod,
oblik ter uporabe didakti¢ne komunikacije in sodobne informacijsko-komunikacijske
tehnologije pri pouku grafi¢énega oblikovanja v srednji Soli.

V nadaljevanju smo preverjali, ali obstajajo med skupinama v kon¢nem stanju raz-
like v dosezkih z vidika dejavnikov, ki likovno ustvarjalnost omogocajo, in dejavnikov,
ki jo spodbujajo.

Tabela 6: 1zidi Mann-Whitneyjevega U-preizkusa med skupinama pri dejavnikih likov-
ne ustvarjalnosti

Dejavniki, ki likovno ustvarjalnost spodbujajo | Dejavniki, ki likovno ustvarjalnost omogocajo
p Z P Z
1 Fleksibilnost 0,013 —2.472 4 Fluentnost 0,010 —2,576
2 Originalnost 0,025 —2.,234 5 Elaboracija 0,000 —5,182
Obcutljivost 0,036 —2,092 6 Redefinicija 0,000 —5,555
Skupaj 0,001 —3,390 Skupaj 0,000 —6,723

V kon¢nem stanju smo pri skupini z inovativnim pristopom (ES) ugotovili statistic-
no znacilne razlike (p < 0,05) pri vseh posameznih nalogah in tudi skupnih rezultatih
skupine dejavnikov, ki ustvarjalnost spodbujajo. S tem smo potrdili specifi¢no hipotezo
H1.1. Bistven napredek pri dejavniku fleksibilnost so dijaki pokazali z razli¢nimi likov-
nimi izrazi pri vizualizaciji motiva. Nadalje so pri spremljanju originalnosti pokazali
redke, neobicajne, izjemne, domiselne in izvirne resitve pri povezovanju elementov.
Dijaki prav tako niso imeli problemov s povezovanjem likovnega izraza in vsebine pri
spremljanju obcutljivosti za likovne strukture. Sklepamo, da smo z inovativnim pristo-
pom, in sicer z dinami¢nim prepletanjem u¢nih metod in ucnih oblik, izbiro ustrezne
didakticne komunikacije in jasno definiranimi kriteriji, uspeli doseci bistven napredek
pri razvoju skupine dejavnikov, ki spodbujajo likovno ustvarjalnost.

Pri posameznih nalogah in tudi pri skupnih rezultatih skupine dejavnikov, ki
ustvarjalnost omogocajo, smo v kon¢nem stanju ugotovili statisticno znacilne razlike
(p <0,05) med skupinama. Pri vseh spremljanih dejavnikih so bili v prednosti dijaki
eksperimentalne skupine. S tem rezultatom smo potrdili tudi specifi¢no hipotezo H1.2.
Fluentnost — dijaki so pokazali veliko idej pri zasnovi raznolikih kombinacij geometrij-
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skih elementov. Izdelali so variante likovnih kompozicij v skladu z idejo in uposteva-
njem likovnih pravil v razvoju elaboracije. Prav tako so bili uspesni v redefiniciji; dijaki
so namreC v procesu abstrakcije in stilizacije likovno obcutljivo transformirali dane po-
znane elemente v nekaj novega ali neobicajnega. Izide pripisujemo uporabi domiselne
in raznovrstne uporabe didakti¢nih odlocitev ter vizualizaciji likovnih fenomenov, kar
kaze pozitiven vpliv dejavnikov, ki omogocajo ustvarjalnost in zahtevajo poglobljeno
in aktivno vizualno razmisljanje dijakov.

V nadaljevanju smo preverjali specifi¢ni hipotezi, kjer smo analizirali kon¢no ra-
ven skupnih dejavnikov, ki likovno ustvarjalnost omogocajo, in dejavnikov, ki likovno
ustvarjalnost spodbujajo, z vidika spola.

Tabela 7:1zidi Mann-Whitneyevega U-preizkusa koncne ravni dejavnikov likovne
ustvarjalnosti glede na spol

Dejavnik p zZ

Fleksibilnost 0,577 -0,558
Fluentnost 0,301 -1,035
Originalnost 0,132 -1,506
Dejavniki spodbujanja 0,337 —0,961
Redefinicija 0,587 —0,544
Obcutljivost 0,649 -0,455
Elaboracija 0,117 —1,569
Dejavniki omogocanja 0,176 —1,354

Pri spremljanju vloge spola pri skupini dejavnikov, ki omogocajo in spodbujajo
likovno ustvarjalnost, opazamo, da ni statisticno pomembnih razlik med dijaki in dija-
kinjami. To je rezultat, s katerim potrjujemo specifi¢ni hipotezi H2.1 in H2.2. Ugota-
vljamo, da je inovativni didakti¢ni pristop primeren za oba spola. Rezultati raziskave
vpliva inovativnega eksperimentalnega programa na ravni osnovne Sole (Duh, 2004)
so pokazali tendenco razlike v prid deklicam pri dejavniku fluentnosti, ki se kaze kot
tehni¢na dovrsenost. Kljub temu pa razlike v razvoju likovnih dejavnikov ustvarjalnosti
tako pri deckih kot pri deklicah niso statisticno znacilne.

5 Sklep

Eksperimentalna empiri¢no-analiti¢na raziskava je bila izvedena med dijaki 3. le-
tnikov, starimi 17-18 let, slovenskih srednjih Sol pri pouku graficnega oblikovanja na
neslucajnostnem vzorcu (n = 73). Raziskali smo vpliv inovativnega didakti¢nega pri-
stopa na razvoj likovnih ustvarjalnih zmoznosti pri srednjesolcih. Pri spremljanju raz-
lik med skupinama v za¢etnem stanju sta bili skupini dokaj usklajeni na ravni skupne
likovne ustvarjalnosti kot tudi pri posameznih nalogah. Po zaklju¢enem eksperimentu



40 Didactica Slovenica — Pedagoska obzorja (1, 2018)

pa smo ugotovili statisticno znacilne razlike v prid eksperimentalni skupini. Inovativni
pristop je torej ugodno vplival na razvoj likovnoustvarjalnih zmoznosti; potrdili smo
hipoteze H, H1.1 in H1.2. Dijaki eksperimentalne skupine so torej po zakljucenem ek-
sperimentalnem programu razvili bolj kompleksne, subtilne ustvarjalne zmoznosti tako
pri skupnih vrednostih likovne ustvarjalnosti kot tudi pri skupini dejavnikov omogoca-
nja in spodbujanja likovne ustvarjalnosti. Tudi v raziskavi (Duh, 2004), ki je spremljala
inovativni didakti¢ni pristop na osnovnosolski ravni, je bil prav tako ugotovljen poziti-
ven vpliv le-tega na vseh ravneh razvoja likovne ustvarjalnosti.

Nadalje smo preizkusali hipotezi, povezani z razvojem likovne ustvarjalnosti z vi-
dika spola. Potrdili smo hipotezi H2.1 in H2.2., da v ravni kon¢nega razvoja dejavnikov,
ki spodbujajo in omogocajo likovno ustvarjalnost, ni statisticno znacilnih razlik med
spoloma pri srednjesolcih, saj so se dekleta izkazala za enako uspesne kot fantje. Preu-
citev vloge spola (Duh, 2004) v osnovni Soli pri likovno ustvarjalnem razvoju kaze, da
sicer obstajajo razlike v razvoju likovne ustvarjalnosti pri deckih in deklicah, ki pa prav
tako niso statisticno znacilne. Zaklju¢imo lahko torej, da je inovativni pristop enako
primeren za ucence na obeh ravneh izobraZzevanja ne glede na spol.

Rezultati raziskav potrjujejo, da se spodbujanju razvoja likovne ustvarjalnosti z
ustreznimi didakti¢nimi pristopi ne posveca dovolj pozornosti v slovenski srednji Soli.
Prav tako je malo raziskav s podrocja didaktike graficnega oblikovanja v povezavi z
ustvarjalnostjo (Ehmann, 2005; Alhajri, 2013). Rezultati pricujoce raziskave kazejo, da
je mo¢ ucinkovito, fleksibilno in subtilno implementirati koncept inovativnega pristopa
s sklopom didakticnih odlocitev tudi na raven srednje Sole z upoStevanjem znacilnosti
graficnega oblikovanja in s prilagajanjem stopnji razvoja posameznega dijaka. Ugota-
vljamo, da je moc¢ z ustrezno izbiro didakti¢nih odlocitev, znacilnih za dolocene faze
pouka, ustvariti zanimiv, ustvarjalen in dinami¢no zasnovan pouk. Z uvedbo man;jsih
didakti¢nih sprememb lahko tako dosezemo bistven napredek v razvoju likovne ustvar-
jalnosti pri pouku grafi¢nega oblikovanja v srednji Soli.

Matjaz Duh, PhD, Martina Ka¢ Nemanic, PhD

Monitoring the development of artistic creativity
in graphic design classes

The challenge for researchers and artists in art education is to create interest-
ing, dynamic, diverse and creative classes. Modern education encourages the develop-
ment of creative expression in students, however, the role and importance of didactic
approaches in connection with creativity in high schools have not been investigated.
Many modern researchers agree on the importance of integrating creativity in schools
despite the diversity of definitions, criteria and approaches concerning the development
of creativity in science and art (Flint, 2014; Hennessey & Amabile, 2010). Neverthe-
less, very little research was performed in the field of didactics of graphic design in
connection with creativity (Alhajri, 2013; Ehmann, 2005). The author Tudorjeva (2008)
believes that the examination of pedagogical approaches in developing creativity has
not received sufficient attention.
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Researchers have different opinions regarding the selection of creativity criteria in
the field of design (Hewett etc., 2005; Karlavaris & Kraguljac, 1981; Kvascev, 1976,
Vigotski, 1978), but they agree that creativity can be developed and encouraged with
the relevant didactic approaches (Hsiao & Lin, 2004, Lau, 2009). The creativity of
a product is evaluated based on “[...] originality, transformation and resolution of
changes that lead to the emergence of new forms and contents.” (Duh 2004, p. 19)
Studies in the field of art didactics in connection with creativity often monitor six fac-
tors of creativity concerning the creative product which show the level of art creativity
development (Duh, 2004; Duh, Herzog & Lopert, 2017; Herzog 2008, Herzog 2009,
Karlavaris 1981). These can be divided into two groups. The first group includes artis-
tic factors that enable creativity (quantitative) and provide the necessary conditions for
creative work and the emergence of creativity. They relate to accurate detection, sum
of thoughts and ideas, imagination and motor skills. This group consists of originality,
flexibility and sensitivity to the problems. The second group is composed of artistic fac-
tors that encourage creativity (qualitative) and stimulate the creation of new ideas and
products. They relate to sensitive detection (sensibility), creative thinking, emotions and
motoric sensitivity;, however, we can also include redefinition, fluency and elaboration
(Duh, 2004; Herzog, 2009).

In the pedagogical experiment at the elementary school level, the researchers
proved the positive influence of an innovative experimental program on the develop-
ment of artistic creativity which “[...] is reflected in all aspects of didactic planning,
namely: methodological and organizational characteristics, content characteristics,
the characteristics of didactic communication and characteristics according to the ac-
tivities, situation and relations between entities.” (Duh, 2004, p. 193) The author con-
siders that in order to achieve the active creative work in the pedagogical practice, it is
useful to include also some specific working methods, in addition to the general working
methods (Duh, 2004). This thesis is confirmed by many authors (Duh, 2004, Herzog,
2013; Duh & Zupancic, 2013) who investigated the efficacy of specific methods and
found out that they are relevant to both educational activities as well as in promoting
creativity in art education. The possibilities of combining and the diversity of learning
methods and learning forms also contribute to the dynamics of the learning process,
its attractions, adaptation to different learning styles of students and consideration of
their individual needs (Blazi¢, 2003, Lamagna & Selim 2005; Strmcnik, 2001). “Dy-
namic change and interweaving of individual learning methods encourages students to
visualize the evaluation criteria and to discuss the criteria and compare this with the
exhibited artwork*“(Duh, 2004, p. 193). The quality of the interactive communication
activity between the teacher and the student is also of key importance in the planning
of modern lessons (Littlejohn & Foss, 2007). The sincerity, coherence and symmetry of
didactic communication help to create a relaxed atmosphere and encourage creativity
(Duh, 2004).

The central aim of our study is to monitor the development of artistic creativity of
third-year graphic design students (17—18 years) in Slovenian secondary schools. We
were interested in the influence of an innovative didactic approach in terms of the devel-
opment of joint artistic and creative abilities and the joint results of a group of factors
that enable artistic creativity (redefinition, fluency, elaboration) and a group of factors
that promote artistic creativity (originality, flexibility, sensitivity to artistic problems).
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The innovative approach included the interweaving, dynamics and variety of methodi-
cal procedures, namely combinations of teaching methods, learning techniques and
relevant didactic communication, which are typical of certain stages of lessons.

In the study, we used the experimental method of traditional empirical-analytical
pedagogical research. In order to obtain answers to the questions asked, 73 randomly
selected third-year students from three secondary schools in the Osrednjeslovenska,
Podravska and Pomurska regions were included. In the initial state, we acquired data
from the students by testing the artistic creative abilities in both groups. We used an ex-
periment called LV to measure artistic creative abilities (Duh, 2004). This was followed
by a period of experimental work — teaching with an innovative didactic approach was
carried out in an experimental group of 14 didactic units, which was interconnected and
intertwined with a set of innovative didactic decisions. After this, we checked the level
of artistic creativity by testing again with the LV test in the experimental and the con-
trol group. The LV1 experiment demonstrated the relevant measurement characteristics
(validity, reliability, objectivity, sensitivity, etc.) in a number of studies (Berce Golob
1990, Duh, 2004, Duh & Herzog, 2011, Duh & Matri¢, 2015, Herzog, 2009, Karlavaris
& Kraguljac, 1981). The LV1 test consists of six tasks that accompany students’ artistic
and creative development and is designed so that the tested students can draw on or
independently draw a certain visual character that meets the requirements set.

Data was processed at the level of descriptive and inferential statistics. We used a
Shapiro-Wilk test to determine the normality of the distribution of results, a covariance
analysis to determine the differences between the results of the total values of artistic
creativity between the control and the experimental group and the Mann-Whitney U-test
to determine the differences between the control and experimental group of factors that
encourage creativity and factors that facilitate creativity. We also used this experiment
to explore the role of gender at the level of individual creativity factors, as well as the
two groups of factors that stimulate and facilitate artistic creativity.

In monitoring the differences between the groups in the initial state, the groups were
fairly coordinated at the level of joint artistic creativity as well as in individual tasks.
After the experiment was completed, statistically significant differences were found in
favour of the experimental group. The innovative approach, therefore, has a positive
impact on the development of joint artistic creative abilities; from the point of view of
the development of artistic creativity, we have confirmed all the hypotheses set. After the
completion of the experimental program, the students of the experimental group devel-
oped more complex, subtle creative abilities, both in terms of the total values of facili-
tating factors and the promotion of artistic creativity. The inclusion of an active way of
learning and teaching in an innovative approach using specific methods of work (Duh,
2004, Karlavaris, 1987, 1991), the diversity of learning methods (Meyer, 2005) and
encouraging didactic communication (Duh, 2004, Littlejohn & Foss, 2007) positively
impacts the development of creativity. Based on the findings of researchers in the devel-
opment of artistic creativity (Berce Golob, 1990, Duh, 2004; Duh & Herzog, 2011; Duh
& Matri¢, 2015; Duh, Herzog & Lopert, 2017), we confirmed the positive impact of an
innovative didactic approach and the appropriateness of translation, methods, forms
and use of didactic communication in graphic design classes in secondary schools.
In the research of the author Duh (2004), who examined the impact of an innovative
didactic approach at the elementary level, statistical significance of the experimental
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group at all levels of development of artistic creativity was found. Furthermore, we
tested a set of hypotheses related to the development of artistic creativity from a gender
perspective. We confirmed these hypotheses, since we have found that in the final level
of development of factors that promote and facilitate artistic creativity, there are no sta-
tistically significant differences in gender among secondary school students, where girls
have proved equally successful as boys. Gender research in elementary school (Duh,
2004) relative to artistic creative development shows that there are differences in the
development of artistic creativity among boys and girls which are also not statistically
significant. We can, therefore, conclude that an innovative approach is equally suitable
for students at both levels of education regardless of gender. The positive effect of the
experimental program on the development of creativity shows that the introduction of
minor changes in methodical procedures can significantly influence the development of
artistic creativity with secondary school students. We also found that it is possible to
effectively, flexibly and subtly implement the concept of an innovative approach with a
set of didactic decisions at the elementary school level (Duh, 2004) and also at the level
of secondary school, taking into account the features of graphic design class and the
level of cognitive, social, emotional and physical development of a student as an indi-
vidual and as part of the group. The task of teachers is to upgrade existing approaches
to learning and teaching in an individually designed, comprehensive approach that
incorporates and connects both creative expression and the creative development of
didactic approaches in the field of didactics of graphic design class in accordance with
the guidelines of education.
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POVZETEK — Kakovostne slikanice so pogosto prvi
stik otroka z likovno umetnostjo. Skozi ogledovanje
ilustracij “berejo” zgodbo, Se preden znajo prebrati
besedilo. Prepricanje, da so slikanice primerne le za
mlajse otroke je napacno, saj so prav ilustracije tiste,
ki obicajno nagovarjajo tudi starejse bralce. Pogosto
gre za kontekst, ki ga mlajsi bralec Se ne pozna ali pa
ga Sele spoznava. S tega vidika so posebej zanimive
slikanice, ki na razlicne nacine bralcu priblizajo dela
likovnih umetnikov. V prispevku smo analizirali izbra-
ne slikanice z vidika vkljucevanja likovnih del umetni-
kov v ilustracije. Slikanice smo razvrstili v tri skupine,
in sicer: prva — z reprodukcijami likovnih del umetni-
kov (obicajno je njihov namen priblizati izbrana likov-
na dela bralcu), druga —s poustvarjenimi likovnimi
deli umetnikov (vsebujejo preoblikovana likovna dela,
ki sluzijo novemu sporocilu) in tretjia — s prikazi arhi-
tekturnega prostora. Slikanice, ki vkljucujejo likovno
umetnost oz. likovna dela umetnikov, lahko ucencem
priblizajo likovno umetnost, omogocajo celostno bra-
nje in s tem razvijanje multimodalne pismenosti ter so
lahko dobro izhodisce za medpredmetno poucevanje
in ucenje.

1 Uvod
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KEYWORDS: picture books, fine arts, multimodal lit-
eracy, art appreciation, illustration

ABSTRACT — Quality picture books are often a childs
first interaction with art. By looking at the illustra-
tions, they “read” the story even before they can actu-
ally read the words. The belief that picture books are
only appropriate for younger children is misguided, as
illustrations can often speak to older readers as well,
especially with a context that a younger reader might
not yet be familiar with or is only learning about. In
this respect, picture books that acquaint readers with
works of artists in different ways are particularly inter-
esting. This paper provides an analysis of a selection
of picture books with regard to the way artwork is in-
corporated in the illustrations. The picture books dis-
cussed were classified into three groups: picture books
with artwork reproductions (normally, their objective
is to familiarise the reader with particular artworks),
picture books with artwork remakes (these include re-
makes of artworks which serve a different purpose),
and picture books featuring architectural space. The
picture books that feature fine art, i.e. artworks by
known artists, can familiarise students with art, enable
integrated reading, thus developing their multimodal
literacy, and provide a good starting point for cross-
curricular teaching and learning.

Pri razmisljanju o vlogi likovne umetnosti v osnovni Soli pogosto ostanemo zgolj

pri likovni umetnosti kot uénemu predmetu. Gre za predmet, ki ga bolj nazorno opise
prej$nje poimenovanje, in sicer predmet likovna vzgoja. Ucenci se znotraj predmeta
likovno izrazajo, spoznavajo likovno teoreti¢ne pojme in razvijajo odnos do likovnih
stvaritev, kulturne dedis¢ine itd. (prim. U¢ni nacrt, 2004). V praksi obi¢ajno spregleda-
mo $irsi pomen, ki jo ima umetnost v izobrazevanju. Kot pravita Robinson in Aronica
(2015, str. 135): “Ucenje v in o umetnosti je bistveno za intelektualni razvoj. Umetnost
ilustrira raznolikost inteligence in zagotavlja prakti¢ne poti za njeno spodbujanje.” Av-
torja nadalje prepoznavata pomembno vlogo, ki jo ima umetnost za razumevanje drugih
kultur, saj kot navajata, “Vklju¢evanje v umetnost drugih omogoca, da vidimo in ob-
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cutimo svet kot oni” (prav tam). Likovna dela umetnikov, kot ugotavlja Hosack Janes
(2014), omogocajo otrokom, da se nanje odzovejo na svoj edinstven nacin ter ponujajo
veliko moznosti za ucenje o svetu in razli¢nih kulturah. S tem pomembno vplivajo na
otrokov osebni, moralni, druzbeni in kulturni razvoj (prav tam). Sandell (2012) izpo-
stavlja kriti¢en odziv (critical response), kjer ucenci zaznajo, interpretirajo in presojajo
ideje, ki izhajajo iz vizualnih podob in struktur. Izpostavlja tudi ustvarjalno izrazanje
(creative expression), kjer ucenci ustvarjajo nove ideje, ki se lahko izoblikujejo v po-
menske vizualne podobe in strukture (prav tam). Likovno izrazanje in spoznavanje ter
vrednotenje likovnih del umetnikov ima pomembno vlogo pri razvijanju otrokovega
ustvarjalnega misljenja (Hosack Janes, 2014).

Opazovanje in pogovarjanje o likovnih delih umetnikov oziroma likovna aprecia-
cija (prim. Duh in Zupancic, 2013) ne more biti omejena zgolj na predmetno podrocje
likovne umetnosti. Prvi stik otroka z likovno umetnostjo se obicajno ne zgodi v Soli,
ampak ob branju kakovostne slikanice, ko odrasli berejo otrokom, otroci pa opazujejo
slike. Sipe (2001) v tej izkuSnji vidi priloznost, da se otroci seznanijo z likovno umetno-
stjo, celo z umetniskimi gibanji, slogi, umetniki itd. Slikanico otroci spoznavajo znotraj
pouka knjizevnosti, obiajno s poudarkom na besedilu. Vendar je slikanica multimodal-
no delo, ki zdruzuje dva enakovredna koda sporoc¢anja (verbalni in vizualni kod). Slika-
nica je posebna oblika knjige, ki ima tri glavne sestavine, in sicer “besedilo, ilustracije
in vsebinsko-oblikovni odnos med besedilom in ilustracijo” (Haramija in Bati¢, 2013,
str. 23). Otroci, ki se srecujejo s kakovostnimi slikanicami, poslusajo besedilo in ob tem
opazujejo ilustracije. Na razbiranje pomena pomembno vpliva interakcija med bese-
dilnim in slikovnim delom, saj besede spreminjajo pomen ilustracij in ilustracije prav
tako spreminjajo pomen besedila (prim. Nikolajeva, 2003). Pri tem je zelo pomembno,
da otroku ponudimo zares kakovostno slikanico, tako z vidika besedila kot z vidika
ilustracij in oblikovanja. Kakovostna ilustracija sledi kriterijem, ki se nanasajo na nacin
oblikovanja likov, prikaza prostora, skladnost ideje in likovnega izraza itd. (prim. Zu-
pancic, 2012). Na kakovost slikanice pomembno vpliva tudi njen oblikovni del, kot npr.
oblikovanje parabesedila (naslovnica, vezni listi, notranja naslovnica), format in oblika
slikanice, tipografija, postavitev slike in besedila, dinamika itd. Ne glede na to, da je
slikanica nerazdruzljiva celota besedilnega in slikovnega dela, je obi¢ajno obravnavana
z vidika enega predmetnega podrocja. Vzrok za to lahko najdemo tudi v nerazumevanju
likovne umetnosti nasploh. Ne glede na to, kako visoko vizualen je nas svet, je za mno-
ge ljudi umetnost e vedno uganka (Sandell, 2012). Branje slikanic je zato velik izziv
za ucitelje, saj, kot ugotavlja Lewis (2006), obstaja razkorak med nasimi izkusnjami z
branjem besedila in izku$njami, ki jih imamo z branjem slik (tako znotraj ene slikanice
kot v smislu razumevanja, kako slike v slikanicah delujejo). Jane Doonan (1993, str. 7)
pravi, da slike v slikanicah s svojo izrazno mocjo “omogocijo knjigi, da funkcionira
kot artefakt: nekaj, kar daje obliko ideji, in nekaj, na kar lahko navezemo svoje ideje.”

Posebej zanimive za obravnavo z vidika integracije likovne umetnosti z drugimi
predmetnimi podrocji so slikanice, v katerih ilustratorji upodabljajo dela likovnih ume-
tnikov. Serafini (2015) govori o medbesedilnih in medvizualnih povezavah (“intertextu-
al-intervisual associations”) med ilustracijami v slikanicah in likovnimi deli umetnikov.
Prav povezave med ilustracijami in likovnimi deli umetnikov pomagajo bralcu ustvar-
jati nove pomene v slikanici ter mu omogocajo razvijanje novih interpretativnih stra-
tegij. Ob tem pa Serafini izpostavi Se en pomemben vidik, in sicer: ob branju slikanic
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otroci razvijajo apreciacijo in bolje razumejo likovna dela (prav tam). V nadaljevanju
bomo analizirali izbrane primere slovenskih slikanic z vidika vkljuevanja likovnih del
umetnikov v ilustracije. Cilj analize izbranih slikanic je raziskati, kako so likovna dela
umetnikov vkljucena v slikanice in kako besedilu v slikanicah spreminjajo pomen.

2 Slikanice in dela likovnih umetnikov

Likovni umetnosti v slikanicah se je posvetil Lawrence Sipe, ki je v svojem ¢lanku
Using Picturebooks to Teach Art History (2001) identificiral stiri tipe slikanic z vidika
uporabe slikanice kot spodbude za ucenje umetnostne zgodovine. V prvo skupino je
razvrstil slikanice, ki vsebujejo parodijo na doloceno likovno delo. V drugi skupini so
leposlovne slikanice o znanih umetnikih. V tretji skupini so slikanice o muzejih, ki jih
obicajno narocajo muzeji in vsebujejo njihove zbirke. V Cetrto skupino pa je razvrstil
slikanice, ki posnemajo dolo¢eno likovno govorico umetnika ali sloga.

Serafini (2015) je na podlagi analiz Stevilnih slikanic identificiral tri oblike vkljuce-
vanja likovne umetnosti v slikanice, in sicer govori o reprodukciji, transfiguraciji in sti-
lizaciji. O reprodukciji govorimo, kadar je v slikanici reproducirano likovno delo ume-
tnika (likovno delo umetnika je fotografirano in vkljuéeno v ilustracijo). Transfiguracija
pomeni, da lahko delo umetnika identificiramo, vendar je bilo preoblikovano tako, da
ustreza kontekstu in namenu zgodbe. Pri stilizaciji pa ne govorimo o posameznem li-
kovnem delu, ampak prepoznamo dolo¢eno gibanje, slog (npr. kubizem). (prav tam)

Analiza izbranih kakovostnih slovenskih slikanic razkriva tri vecje skupine slika-
nic, in sicer:
o slikanice z reprodukcijami likovnih del umetnikov,
O poustvarjena likovna dela umetnikov in
o arhitektura v slikanicah.

2.1 Slikanice z reprodukcijami likovnih del umetnikov

V prvo skupino lahko uvrstimo slikanice, ki jih obi¢ajno narocijo galerije in muzeji.
Njihov namen je priblizati izbrana dela muzeja ali galerije obiskovalcem. Dela likovnih
umetnikov so reproducirana in v slikanico vkljuCena tako, da se literarni lik sprehaja
med deli v razstavnem prostoru. Tak primer je slikanica avtorice besedila Svetlane Ma-
karovi€ in ilustratorja Kostje Gatnika z naslovom Gal v galeriji (1981). V slikanici je
reproduciranih 22 likovnih del iz Narodne galerije v Ljubljani, “na posamezen kip ali
sliko se navezuje po ena do dve StirivrstiCnici, skupaj priblizno polovica pesnitve, preo-
stali del pa opisuje skrata Gala.” (Haramija in Bati¢, 2011, str. 182). Prvih Sest strani sli-
kanice je sestavljenih iz ilustracij in besedila. Naslednjih petnajst strani vsebuje repro-
dukecije likovnih del umetnikov. Zadnja stran vsebuje ponovno le ilustracijo in besedilo.
Strani z reprodukcijami so oblikovane tako, da vsebujejo besedilo, reprodukcije in z iz-
jemo ene strani tudi upodobitev $krata Gala. Skrat Gal je majhen, dela pa so postavljena
visoko, zato je njegov zorni kot podoben zornemu kotu otroka (prim. Haramija, Batic,
2011). Na sedmih straneh sta reproducirani po dve likovni deli, na osmih pa je po ena
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reprodukcija. Ob koncu slikanice so dodani podatki o predstavljenih likovnih delih in
rojstne letnice umetnikov. Vsebinski odnos med ilustracijo in besedilom je komplemen-
taren (prim. Nikolajeva, 2003) in usmerja bralca/gledalca k opazovanju podobnosti na
reprodukcijah. Skrat Gal radovedno opazuje, navduseno skace, podarja cvetlico, bere
Poezije (intraikoni¢no besedilo), je upodobljen z drsalkami, sanmi, metlo itd.

Svetlana Makarovi¢ in Kostja Gatnik sta ustvarila tudi nadaljevanje, in sicer je
leta 2003 izsla slikanica Strahec v galeriji. V njej je reproduciranih 18 del stalne zbirke
evropskih slikarjev iz novega dela galerije. Reprodukcije se nahajajo Ze na veznih listih,
ki niso identi¢ni (sprednji in zadnji vsebujejo po deset reprodukceij brez avtorjev in na-
slovov). Notranja naslovnica je ilustrirana, upodobljen je interier novejsega dela galeri-
je. V slikanici je reproduciranih osemnajst likovnih del umetnikov. Ob koncu slikanice
so dodani podatki. Deset reprodukcij je postavljenih tako, da sta pod njimi upodobljena
Gal in strahec. Njuna postavitev usmerja bralca oz. gledalca v bolj pozorno opazovanje
likovnih del (npr. igranje s ¢eSnjami, upodobitev z ribisko palico, fotografiranje, pou-
darjanje Custev ali razpolozenj). V slikanici je v dveh ilustracijah ilustrator upodobil
razstavni prostor z razstavljenimi deli. Na eni od ilustracij Gal tisci strahca stran od
stene, pripadajoci verz je: “Ne tis¢i smrcka v platno, ej, / sem glej in me posnemaj, / ne
delaj hrupa in predvsem / niCesar ne posnemaj!” (Makarovic, 2003, str. 15). V zadnji
ilustraciji se Gal in strahec poslavljata, figura v ospredju in prostor pa asociirata na vho-
dno avlo Narodne galerije z Robbovim vodnjakom.

V skupino slikanic z reprodukcijami likovnih del umetnikov, lahko uvrstimo tudi
slikanico Slavice Remskar z ilustracijami Zvonka Coha (2014) Medvedek, kaj delas?
Slikanica je sestavljena iz Sestih zgodb, ki prikazujejo medvedka pri razli¢nih dejavno-
stih. Interakcija med besedilom in ilustracijo je izrazito dopolnjujoca, saj pomena ne
moremo razbrati, ¢e med branjem besedila ne opazujemo ilustracij. Posamezna zgod-
ba je dolga tri ali $tiri strani. Na vsaki strani so $tiri ali tri manjse ilustracije. Posebej
izstopa zgodba z naslovom Medvedek in knjige. Na $tirih straneh je reproduciranih
sedem likovnih del umetnikov. Na prvi strani je v zgornjem delu manjsa ilustracija.
Upodobljen je medvedek z mamo ob listanju po knjigah o umetnosti (intraikoni¢no be-
sedilo — naslovi knjig). V besedilu pod ilustracijo pise: “Medvedkova mama bere. Med-
vedek gleda slike. Potem se igra, kar vidi na slikah” (Remskar, 2014, brez paginacije).
Pod tem je v spodnjem delu strani na levi reprodukcija likovnega dela, na desni strani
ilustracija medvedka. Na drugi, tretji in Cetrti strani je zasnova podobna. Na vsaki strani
sta dve reprodukciji in pripadajoci ilustraciji. [lustracije so zasnovane tako, da medve-
dek posnema motiv na reprodukciji (ob reprodukciji Henrija Matissa z naslovom Joga,
je medvedek upodobljen sede, tako da posnema pozo upodobljene Zenske figure), pou-
darja razpoloZenje (medvedek se prestrasi ob japonski plastiki Sukongo-Sina) in pokaze
na odnos med portretirancema (mama objame medvedka kot na reprodukciji Agnola
Brnonzina, Eleonora Toledska s sinckom Giovannijem). Ta del slikanice je Se posebej
zanimiv z vidika ustvarjanja interakcije z likovnim delom. Postavitev gledalca v pozo
upodobljenih figur v likovnem delu, je eden od zelo ucinkovitih nacinov raziskovanja
kako gesta oz. postavitev figure v likovnem delu prenasa sporocilo (Rebecca Shulman
Herz, 2010). Medvedek, ki se igra tisto, kar vidi na slikah, se spontano postavlja v poze
in mlademu bralcu pokaze, kako lahko vstopimo v stik z likovnim delom, poskusamo
razbirati pomen in estetsko sporocilo dela.
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2.2 Poustvarjena likovna dela umetnikov

V naslednjo skupino lahko razvrstimo slikanice, ki vsebujejo preoblikovana likov-
na dela, tako da sluzijo novemu sporo¢ilu. V to skupino lahko uvrstimo slikanico An-
dreje Peklar Fant z rdeCo kapico iz leta 2005. Andreja Peklar je na hrbtni strani slikanice
o situli in ideji za slikanico zapisala (2005, brez paginacije): “Nizi moz in Zena veselih
lic, jezdeci, konji, ki vle¢ejo vozove, godci, rokoborci in nenavadne Zivali so se ustavili
na bronasti plocevini. Vedno so se mi zdeli tako skrivnostni v nekak$nem vseobsega-
jocem zadovoljstvu, kot da je bilo njihovo zivljenje tako polno obilja in miru, da je bil
sleherni dan praznik. In ko sem sledila tej arkadijski povorki, sem nasla fanta z rdeco
kapico ...” Slikanico lahko razumemo kot poklon situli iz Vac, ne le z vidika zgodbe
in podob (figure ljudi in zivali so povzete po situli), ampak tudi z oblikovnega vidika
(prim. Haramija in Bati¢, 2011). Andreja Peklar je izbrala obliko slikanice, ki se najbolj
sklada s trakovi situle. Ko zgibanko razpremo, vidimo, da so vse figure nanizane na isti
zeleni talni ¢rti. Podobe so naslikane v toplih harmonicnih tonih, figure so upodobljene
v profilu. Podoba situle se dvakrat pojavi v slikanici. Najprej v peti ilustraciji. Na njej
so v treh pasovih upodobljene podobe iz celotne slikanice: v zgornjem pasu je vladar,
ob katerem so modri mozje (podoba iz prve ilustracije v slikanici), v drugem pasu je
jelen (podoba iz osme ilustracije v slikanici, ko se jelen odloCi za spravo), v zadnjem
pasu pa sta plesalki (podoba iz zadnje ilustracije v slikanici). Drugi¢ se podoba situle
pojavi ob koncu slikanice, in sicer v osrednjem delu dvostranske ilustracije. Na njej je
v zgornjem frizu upodobljen Zlatorog, na katerem je fant z rdeco kapo. Pred situlo je
nanizanih nekaj podob, ki so povzete z vaske situle: vladar, ki mu Zenska streze pijaco,
glasbenik in prizor borcev.

Naslednja slikanica v tej skupini je PreSernova Zdravljica z ilustracijami Damijana
Stepancica (2013). Slikanico sestavljajo naslovnica, vezni listi, notranja naslovnica in
devet dvostranskih ilustracij. V prvih osem ilustracij je vkljucena po ena kitica Zdravlji-
ce, zadnja dvostranska ilustracija je brez besedila. Slikanica zdruzuje podobe znameni-
tih Slovenk in Slovencev in ljudi brez imena. Prav tako pa v njej najdemo poustvarjena
likovna dela oziroma podobe iz slovenske kulturne dediscine. Stepancic je v ilustracije
med drugim vkljucil naslednje motive: situlo iz Va¢, motiv Groharjevega Sejalca, pou-
stvarjen Cernigojev portret Kosovela iz leta 1926, motiv kneZjega kamna, poustvarjena
podoba kipa Emonca in Presernovega spomenika Ivana Zajca. Presernov spomenik je
upodobljen tako, da ilustrator figure na spomeniku obudi v zivljenje. Slikanica je za-
snovana v razli¢nih plasteh, saj ilustracije zdruzujejo portrete zgodovinskih osebnosti,
motive, ki so del kulturne dedis¢ine in podobe ljudi brez imen (prim. Haramija in Batic,
2015). Presernova Zdravljica z ilustracijami Damijana Stepancica ima izrazite lastnosti
postmodernih slikanic, med najbolj izstopajo¢imi so medbesedilnost in ve¢pomenskost
ter kolaz likovnih govoric. Branja te slikanice si ne moremo zamisliti brez razbiranja
pomenov, ki jih ponujajo ilustracije. Zato je ta slikanica lahko dobro izhodisc¢e za raz-
licne medpredmetne povezave v Solskem prostoru, dobra motivacija za raziskovanje
likovnih del, ki jih je ilustrator poustvaril, ter izhodis¢e za multimodalni pristop k bra-
nju slikanice. Slednji se nanasa na multimodalno analizo, ki zahteva analizo sporo¢il iz
posameznih kodov sporoc¢anja ter oblikovanje skupnega pomena.

Poustvarjeno podobo Groharjevega Sejalca najdemo v slikanici Frana Milcinskega
V Butalah sejejo sol z ilustracijami Ane Razpotnik Donati (2013). To je dober primer
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medbesedilnosti v povezavi z likovno umetnostjo, saj je poznavanje likovnega dela
umetnika pogoj za razumevanje ironije v slikanici. Besedilo v slikanici je razporejeno
v enajst dvostranskih ilustracij, ena dvostranska ilustracija nima besedila. Poustvarjena
podoba Groharjevega Sejalca je vkljucena v drugo in Cetrto dvostransko ilustracijo. Na
drugi dvostranski ilustraciji je upodobljena gospodinja v kuhinji, ki z desnico gnete
tesno, z levico pa sega z roko v prazno posodo (saj ji je zmanjkalo soli). V zgornjem
levem delu ilustracije je na steni obeSena poustvarjena podoba Groharjevega Sejalca v
okvirju. Na Cetrti dvostranski ilustraciji je upodobljen trenutek, preden se Butalci odlo-
¢ijo, da bodo sol pridobivali sami. V levem delu so upodobljene tri moske in ena Zenska
figura, ki razmisljajo (npr. stripovski oblacek, v katerem je kemijska formula). Od desne
proti levi prihaja zenska (gospodinja iz druge dvostranske ilustracije), ki z levico drzi
otrokovo roko, z desnico pa maha skupini na levi strani. Njena ideja je podana tako, da
vlogo stripovskega oblacka prevzame slika Sejalca. Ana Razpotnik Donati je zdruzila
lahkotno, celo naivno dojemanje Butalcev o tem, kako bodo na preprost nacin prisli do
soli z idejo tezkega fizicnega dela, ki ga opazujemo na Groharjevi sliki. Vkljuceno li-
kovno delo dodatno osmesi Butalce, saj slika ne govori le o sejanju, kot so idejo prepro-
sto povzeli Butalci, ampak je sporo¢ilo mnogo bolj kompleksno. Beti Zerovec (2012,
str. 146) o tej znameniti impresionisti¢ni sliki zapiSe: “Sejalec je bil v vseh pogledih
zelo posreceno nadaljevanje Pomladi, celo nadgradil je velika pricakovanja, ki jih je bil
zaradi nje Grohar delezen. Sodil je v isti sklop podob rasti, svetosti zemlje, veénega in
neustavljivega obnavljanja, le da je namesto dekliSkega mladostnistva in nedozorelosti
prikazoval Slovencem tako zazeleno mozato zrelost.” Ustvarjanje skupnega pomena
besedila in ilustracij je odvisno od poznavanja posameznih kodov sporocanja. Pozna-
vanje Groharjevega dela in tudi njegove tragicne zivljenjske zgodbe spremeni pomen
vizualnega dela slikanice in s tem vpliva na ustvarjanje skupnega pomena.

V slikanici Maje Kastelic Decek in hisa (2015) so v deseti dvostranski ilustraciji
poustvarjene prepoznavne ilustracije, npr. Zlata ptica ilustratorke Ancke Gosnik Godec,
Trnulj¢ica ilustratorke Marlenke Stupica, Pepelka ilustratorke Alenke Sottler, Sidro
ilustratorja Damijana Stepancica. Slikanica Decek in hisa je slikanica brez besedila,
vendar ima v njej pomembno mesto intraikoni¢no besedilo (besedilo, ki je vkljuceno v
ilustracijo, npr. imena ulic, naslovi knjig, zapisi na stenah). Ilustratorka medbesedilnost
uporablja kot nacin, s katerim se pokloni ustvarjalcem, ki jih Se posebej ceni. Medbe-
sedilnost med drugim poteka tudi na ravni vizualnega, lahko re¢emo tudi, da gre za
intervizualnost (npr. decek je oble¢en v majico z rdecimi in belimi ¢rtami in s tem spo-
minja na upodobitev Jurija Murija Melite Volkove iz leta 1958 in Damijana Stepancica
iz leta 2012 itd.). Razbiranje pomenov je popolnoma odvisno od bral¢evega poznavanja
konteksta. Vec¢ izkusenj ima bralec, ve¢ podob in prizorov prepozna, drugacno zgodbo
lahko prebere.

2.3 Arhitektura v slikanicah

V slikanicah ni dolgih in natan¢nih opisov prostora, najveckrat je prostor le poime-
novan (npr. travnik). PrizoriSce je obicajno izrazeno likovno, nemalokrat lahko zasle-
dimo, da ilustrator ustvari duh nekega kraja oziroma upodobi prepoznavno arhitekturo
dolo¢enega prostora, pri cemer je lahko kraj poimenovan v besedilu ali pa tudi ne.
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V slikanici Ele Peroci Moj deznik je lahko balon (1975) z ilustracijami Marlenke
Stupica je kraj poimenovan v besedilu. Ilustratorka v dvostranski ilustraciji upodobi
pogled na ljubljanski grad in Neboticnik, ki predstavljata realni svet. Zgodba se namrec
“na zacetku in na koncu dogaja v realnem svetu /.../ fantasti¢ni del zgodbe pa je omejen
na en sam dogodek, to je igra v Klobucariji” (Haramija in Bati¢, 2013, str. 193).

V slikanici Petra Svetine Kako je Jaromir iskal sreco (2010) z ilustracijami Damija-
na Stepancica, je kraj dogajanja prav tako poimenovan. Zgodba govori o zvezdoznancu
Jaromiru, ki je zivel v Pragi. Na naslovnici slikanice je upodobljen most, ki spominja na
Karlov most v Pragi. V stirinajsti dvostranski ilustraciji se Jaromir in Jarmila sprehajata
po ulici. Ulica je poimenovana (intraikoni¢no besedilo: Nerudova, Praha 1), na procelju
osrednje stavbe sta upodobljena dva giganta, ki podpirata balkon (posamezni elementi
asociirajo na stavbo v Pragi, ki se imenuje Thun-Hohenstejnsky palac (tudi Kolovratsky
palac) in je pomemben arhitekturni spomenik. [lustrator je v svoji prepoznavni likovni
govorici poustvaril duh mesta (ne samo s poustvarjenimi arhitekturnimi detajli, ampak
tudi z intraikoni¢nim besedilom) in preteklega ¢asa (star tramvaj).

V slikanici Miklavza Komelja Kako sta se gospod in gospa pomirila (2009) z ilu-
stracijami Zvonka Coha sta glavna literarna lika gospod in gospa. Iz besedila je raz-
vidno, da zivita v stanovanju z balkonom. Da bi ubezala nadleznim golobom, se zato
odpravita na izlet. Odpravita se v Benetke, na Markov trg. Benetke so upodobljene na
edini dvostranski ilustraciji v slikanici. Upodobljen je pogled na Trg svetega Marka
(Piazetta San Marco), ki se razprostira med Dozevo palaco in knjiznico, campanile
oz. zvonik in Bazilika sv. Marka. Upodobitev je natan¢na reprezentacija konkretnega
arhitekturnega prostora. Izbrani zorni kot, kompozicija, kolorit ter postavitev glavnih in
stranskih literarnih likov pa doziveto pricarajo duh kraja, torej Benetk na poletni dan.

Upodobitev dveh zelo razli¢nih (v besedilu tudi poimenovanih) krajev lahko opa-
zujemo v slikanici Huigin Wang Ferdinand Avgustin Hallerstein, Slovenec v Prepove-
danem mestu (2014). Zgodba govori o Hallersteinu oz. Liu Sonlingu, ki je slovenska
in kitajska zgodovinska osebnost. Hallerstein je bil znanstvenik in misijonar (koncal je
studij filozofije, matematike, astronomije in teologije), ki je odpotoval na Kitajsko, kjer
ga je cesar sprejel na dvor in mu zaradi njegovih zaslug podaril naziv mandarina petega
reda. Besedilo v slikanici je zapisano v kitaj$¢ini in slovensc¢ini. O ilustracijah in ilustra-
torki pa Judita Krivec Dragan (2014, brez paginacije) zapise: “Slikovite celostranske
podobe, kjer se ne srecujejo samo temeljni principi tradicionalnega kitajskega slikarstva
in sodobni pristopi, ki koreninijo tudi v njenem Solanju v Ljubljani, razkrivajo pravo en-
ciklopedijo nekega prostora in ¢asa, saj poleg mogoc¢nega Kitajskega zidu, cesarske pla-
¢e z mnozico dvorjanov, observatorija, celo Konfucija, najdemo Stevilne nadrobnosti,
kamor je likovna pripovedovalka skrila svoja posebna sporocila.” Prostor v slikanici je
natan¢no poimenovan v besedilu, kot npr. Ljubljana, Dol pri Ljubljani, Gradec, Dunaj
itd. (besedilo vsebuje biografske podatke). Ilustracije pa prikazujejo dva dolo¢ena pro-
stora, in sicer Ljubljano in Kitajsko (Peking). Ljubljana je prikazana z manjso ilustraci-
jo, kjer je upodobljen del Stolnice sv. Nikolaja v Ljubljani na zacetnih straneh slikanice,
in v predzadnji ilustraciji, kjer je upodobljen no¢ni prizor (zmaj na Zmajskem mostu)
in ponovno Stolnica sv. Nikolaja. Kitajska je prikazana z upodobitvijo vhoda v Prepo-
vedano mesto in njegove notranjosti (peta, enajsta in dvanajsta dvostranska ilustracija);
upodobljena je opazovalna naprava (ekqvatorial armilla) iz pekinskega observatorija
(osma dvostranska ilustracija), ki se nahaja tudi na naslovnici slikanice; kitajski zid
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(deveta dvostranska ilustracija); Katedrala brezmadeznega spocetja v Pekingu (deseta
dvostranska ilustracija); Hallersteinov grob v Pekingu (Stirinajsta dvostranska ilustra-
cija). Ilustratorka je z izbrano tehniko in svojo likovno govorico oblikovno zdruzila
dva kraja v oblikovno nerazdruzljivo celoto. Tezko govorimo o duhu doloc¢enega kraja,
Ceprav gre za verne prikaze arhitekturnega prostora, saj je vsebina slikanice pravzaprav
poklon zgodovinski osebnosti Hallersteinu in njegovi Zivljenjski poti, ki je zblizevala
dva razli¢na svetova, oziroma kot piSe v zadnjem odstavku slikanice: “Hallerstein je
utrl eno prvih poti med slovensko in kitajsko kulturo. Negujmo to prijateljsko pot /.../”
(Huiquin Wang, 2014, brez paginacije).

Duh kraja lahko zaznamo v slikanici Petra Svetine Klobuk gospoda Konstantina
(2008) z ilustracijami Petra Skerla, kjer kraj ni poimenovan. V dvostranski ilustraciji
(na deseti in enajsti strani) je v zgornjem desnem delu upodobljen paviljon (upodobitev
prostora asociira na Park Zvezda v Ljubljani), po plo¢niku pred paviljonom se spre-
haja nekoliko skljucen sprehajalec z belo brado, okroglimi ocali, ¢rnim klobukom in
plas¢em (figura izrazito spominja na podobo arhitekta Jozeta Ple¢nika). V enostranski
ilustraciji (na Stirinajsti strani) je v prvem planu upodobljen kip, za njim pa pogled na
mesto. Skrajno desno je upodobljena cerkev; kupola cerkve po barvni shemi in obliki
spominja na Stolnico sv. Nikolaja v Ljubljani. V dvostranski ilustraciji (na dvaindvajse-
ti in triindvajseti strani) je upodobljen pogled na park. V zgornjem delu je upodobljena
stavba, pred katero je vodnjak. Oblika stavbe in postavitev vodnjaka pred njo asociira
na grad Tivoli. V slikanici mesto ni poimenovano z zemljepisnim imenom, hkrati pa
ilustracije z vizualnimi namigi asociirajo na Ljubljano.

Zanimiv primer predstavitve prostora lahko opazujemo v slikanici Petra Svetine
Cudezni prstan (2011). Ilustrator Damijan Stepanéic je prav tako pustil vizualne namige
(besedilo mesta ne poimenuje z zemljepisnim imenom), kot npr. asociacije na Robbov
vodnjak na prodajal¢evi mizi (druga dvostranska ilustracija), na mestno hi$o v Ljubljani
(sedma dvostranska ilustracija), na Zmajski most (deveta dvostranska ilustracija) in na
Cevljarski most (Sestnajsta dvostranska ilustracija).

Ljubljana pa je upodobljena, ne pa tudi poimenovana, v slikanici brez besedila,
avtorja Damijana Stepancica z naslovom Zgodba o sidru (2010). Stepancic je ustvaril
zgodbo o sidru, ki stoji na Kongresnem trgu. V slikanici se pojavi veduta Pirana in
Ljubljane. Na naslovnici je v spodnjem delu upodobljen trg, sredi katerega stoji sidro.
V ozadju je upodobljen hrib z gradom. Ilustrator je v svoji likovni govorici poustvaril
veduto Ljubljane (Kongresni trg s sidrom v parku Zvezda, ljubljanski grad). Veduta
Ljubljane se pojavi v prvi dvostranski ilustraciji (grad na hribu, silhueta cerkve, ki spo-
minja na stolnico sv. Nikolaja, Neboti¢nik), v Sesti dvostranski ilustraciji (grad, pogled
na Robbov vodnjak in Magistrat), v sedmi dvostranski ilustraciji (Tromostovje), v osmi,
deveti, trinajsti in petnajsti dvostranski ilustraciji (stavba Univerze v Ljubljani, glasbe-
ni paviljon, UrSulinska cerkev), v dvanajsti dvostranski ilustraciji (pogled na Zmajski
most) in Stirinajsti dvostranski ilustraciji (pogled na mesto). Veduta Pirana se pojavi v
drugi dvostranski ilustraciji (cerkev sv. Jurija, obzidje). Slikanica je izrazito naslovni-
sko odprta, saj si bralec ustvarja zgodbo glede na podobe, ki jih prepoznava in vklju-
¢uje v razbiranje pomenov. Slikanico lahko beremo kot zanimivo zgodbo o tem, kako
je sidro prislo na mesto, kjer se sedaj nahaja, lahko pa v njej prepoznavamo avtorjevo
navezavo na mitolosko pripovedko o Argonavtih (prim. Haramija in Bati¢, 2013).
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3 Sklep

Ena od nalog uciteljev, ki poucujejo likovno umetnost (ucitelji razrednega pouka in
likovni pedagogi), je pritegniti zanimanje ucencev za umetnost. Predstavljene slikanice,
ki vsebujejo reproducirana likovna dela, lahko pomenijo uvod v raziskovanje likovnih
del umetnikov. Pri pouku likovne umetnosti jih lahko ucitelj uporabi kot sredstvo za
motiviranje ucencev. Lahko pa slikanice z reprodukcijami sluzijo tudi kot pripomocek
pri uri likovnega vrednotenja, kjer se ucenci bolj poglobljeno seznanjajo s temo, formo
in kontekstom likovnega dela umetnika.

Branje slikanic s poustvarjenimi likovnimi deli umetnikov je dobro izhodisc¢e za
razvijanje multimodalne pismenosti. Celostno branje kakovostnih slikanic omogoca
ucencem razvijanje vizualnih interpretativnih sposobnosti, vizualne in multimodalne
pismenosti. V primeru poustvarjenih likovnih del je celostno branje Se vecji izziv, ker
poustvarjeno likovno delo prinese dodatno informacijo. Celostno branje multimodalne-
ga besedila pomeni razbiranje pomenov vseh kodov sporo¢anja in ustvarjanje skupnega
pomena. Ce bralec ne prepozna poustvarjenega likovnega dela v slikanici, je skupni
pomen povsem drugacen, kot ¢e bi delo prepoznal, dozivel njegovo estetsko sporocilo
in ga vkljucil v multimodalno analizo.

Kakovostne slikanice, ki vsebujejo reprodukcije in poustvarjena likovna dela ume-
tnikov (tudi arhitekturo), so lahko izhodis¢e za medpredmetno nacrtovanje in ucenje,
saj se dotikajo vsebin in ciljev razli¢nih predmetnih podrocij. Ucenci lahko pri obrav-
navi kakovostnih slikanic z likovnimi deli umetnikov uporabljajo znanje in vescine, ki
so jih pridobili pri razli¢nih Solskih predmetih, ustvarjajo nove povezave in spoznavajo
kulturno raznolikost.

Janja Batic, PhD

Art in picture books

In Art Education classes, students can express themselves artistically, learn the
terms related to art theory, and develop their attitude toward artworks, cultural heri-
tage, etc. (Cf. Curriculum, 2004). In practice, we frequently tend to overlook the wider
meaning of art in education. According to Hosack Janes (2014), artworks by known
artists allow children to respond in their unique way and offer numerous opportunities
for learning about the world and different cultures. Hence, they have a major impact
on a child’s personal, moral, social, and cultural development (ibid.). Observing and
discussing artworks, i.e. art appreciation (Cf. Duh and Zupancic, 2013), cannot be
limited to art education only. A child’s first encounter with fine arts normally does not
happen in art classes, but through parents reading a quality picture book to their child
and the child looking at the pictures. Sipe (2001) sees this kind of experience as an
opportunity for children to become familiar with art or even art movements, styles,
artists, etc. Children learn about picture books in their literature classes, where the
emphasis is regularly on the text. However, a picture book is a multimodal piece which
incorporates two equally important modes of communication (verbal and visual codes).
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Children who are presented with quality picture books either listen to or read the text
and observe the illustrations. What plays a crucial role in decoding the meaning is the
interaction between text and image, as words change the meaning of the illustrations
Just as illustrations change the meaning of the text (Cf. Nikolajeva, 2003).

In terms of integrating art and other school subjects, we found that picture books
featuring illustrations with original artworks were particularly interesting. This paper
provides an analysis of a selection of Slovenian picture books in terms of the inclusion
of artworks in the illustrations. A resulting classification revealed three major groups
of picture books, namely:

O picture books with artwork reproductions,
o artwork remakes, and
O architecture in picture books.

The picture books in the first group are those that are normally commissioned by
galleries and museums. Their purpose is to familiarise the visitors with the selected
artworks displayed in a gallery or a museum. Artworks are reproduced and included in
the picture book in a way that the literary character walks among the works on display.
One example of such picture book is Gal v galeriji (Gal in the Gallery) (1981), writ-
ten by Svetlana Makarovic and illustrated by Kostia Gatnik. The book showcases the
reproductions of 22 artworks from the Ljubljana-based National Gallery of Slovenia,
whereby “one to two four-line stanzas refer to each statue or painting, which altogether
represents about a half of the poem, while the rest describes the dwarf named Gal” (Ha-
ramija and Batic, 2011, p. 182). There is a complementary content-based relationship
between the illustrations and the text (Cf. Nikolajeva, 2003), guiding the reader/viewer
to observe the details on the reproductions. Gal the dwarf observes everything with
curiosity, jumps with enthusiasm, gives a flower here, reads Poezije (Poems, a collecti-
on by famous Slovenian poet France PreSeren; translator s note) (intra-iconic text), is
illustrated with skates, a sledge, a broom, etc. Svetlana Makarovi¢ and Kostja Gatnik
produced a sequel in 2003 with a picture book entitled Strahec v galeriji (The Ghost in
the Gallery), which showcases 18 reproductions from a permanent collection of works
by European painters on display in the new section of the Gallery.

Another picture book classified in the group of picture books featuring artwork re-
productions is Medvedek, kaj delas? (Teddy-bear, What Are You Up to?), written by Sla-
vica Remskar and illustrated by Zvonko Coh (2014). The picture book is composed of
six stories, with one standing out in particular: Teddy-bear and books. There are seven
artwork reproductions on four pages, with teddy-bear and his mother thumbing thro-
ugh art books. The concept of the illustrations involves the teddy bear mimicking the
motif on each reproduction (e.g. next to the reproduction of the piece by Henri Matisse
entitled Yoga, the teddy-bear is sitting and imitating the pose of the female figure in the
painting). Placing the observer in the pose of the figures depicted in an artwork is one
of extremely efficient ways of exploring how the message is conveyed through a gesture
or placement of a figure in an artwork (Rebecca Shulman Herz, 2010). The teddy-bear,
who playfully imitates what he sees in the paintings, is spontaneously mimicking the
poses, showing young readers how to interact with an artwork and try to decipher its
meaning as well as its aesthetic message.
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The second group comprises picture books that feature artwork remakes with the
purpose of delivering a new message. One of them is the book from 2015 entitled Fant
z rdeco kapico (The Boy with a Little Red Hood) by Andreja Peklar. This picture book
can be seen as an homage to the Vace Situla, not only in terms of story and imagery (hu-
man and animal figures imitate those depicted on the situla), but also in terms of design
(Cf. Haramija and Bati¢, 2011). Andreja Peklar chose the form that best represents the
rows on the situla. Once we open the book, we can see that all the figures are standing
on the same green line. The characters are drawn in warm harmonic tones and in side
view. The situla itself appears in the book twice. The next picture book in this group is
Zdravljica (A Toast), written by France Preseren and illustrated by Damijan Stepancic
(2013). This picture book combines the images of famous Slovenian men and women
with people with no names. In addition, it includes artwork remakes and imagery from
the Slovenian cultural heritage. The artworks that Stepancic¢ included in his illustrati-
ons include the Vace Situla, the motif of Grohar s painting The Sower, the remade por-
trait of Srecko Kosovel by Avgust Cernigoj from 1926, the motif of The Prince’s Stone,
and the remakes of the Citizen of Emona Statue and Preseren Statue by Ivan Zajec. The
Preseren Statue has been remade into an image where the figures on the statue are bro-
ught to life by the illustrator. Preseren’s Zdravljica, illustrated by Damijan Stepancic,
has explicit characteristics of a postmodern picture book, with intertextuality, polysemy
and a collage of artistic languages being the most prominent ones. We cannot imagine
reading this picture book without deciphering the meanings offered by the illustrations.
The recreated image of The Sower by Ivan Grohar can be found also in the picture book
titled V Butalah sejejo sol (People of Simpleton Sowing Salt), written by Fran Milcinski
and illustrated by Ana Razpotnik Donati (2013). This is a great example of intertextua-
lity in relation to art, as the reader must know the artwork concerned in order to be able
to understand the irony in the picture book. The recreated image of Grohar's The Sower
is included in the second and the fourth two-page illustrations. Ana Razpotnik Donati
combined the easy-going or even naive idea of the people of Simpelton on how to get
salt with the idea of hard work depicted in the painting by Grohar. The picture book by
Maja Kastelic, titled Decek in hisa (A Boy and a House) (2015), includes several reco-
gnised illustrations in the tenth two-page illustration, such as Golden Bird (Zlata ptica)
by Ancka Gosnik Godec, Sleeping Beauty (Trnjulcica) by Marlenka Stupica, Cinderella
(Pepelka) by Alenka Sottler, and Anchor by Damijan Stepancic.

The last group includes picture books in which the illustrators managed to recreate
the spirit of a place or included recognisable architecture of a specific space. In the
1975 picture book Moj deznik je lahko balon (My Umbrella Can Turn into a Balloon),
written by Ela Peroci and illustrated by Marlenka Stupica, the setting is specified in
the book. In one of her two-page illustrations, the illustrator incorporated the view of
the Ljubljana Castle and the famous Ljubljana Skyscraper, which both represent the
real world. The setting is specified also in the book by Peter Svetina Kako je Jaromir
iskal sreco (How Jaromir Searched for his Happiness) (2010), which was illustrated by
Damijan Stepancic. The story is about a star connoisseur Jaromir, who lives in Prague.
In his recognisable style, the illustrator recreated the spirit of the city (not only through
architectural details, but also with intra-iconic text) and the past (old tram). The 2009
picture book Kako sta se gospod in gospa pomirila (How Mr and Mrs Calmed Down),
written by Miklavz Komelj and illustrated by Zvonko Coh, includes a view of the St
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Mark’s Square (Piazetta San Marco), extending between the Doge’s Palace and the
library, the Campanile, and St Mark's church. The rendition is an exact representation
of a specific architectural space. The chosen angle, composition, colours, and positi-
oning of main and side characters are a true representation of the spirit of the place,
i.e. Venice, on a summer day. A depiction of two entirely different places (named in the
text) can be found in the 2014 picture book Ferdinand Avgustin Hallerstein, Slovenec
v Prepovedanem mestu (Ferdinand Avgustin Hallerstein: A Slovenian in the Forbidden
City) by Huiqin Wang. The story is about Hallerstein, alias Liu Sonling, who is both
Slovenian and Chinese historical personality. The setting in the picture book is specified
in detail (e.g. Ljubljana, Dol pri Ljubljani, Graz, Vienna, etc.). The illustrations also
depict two specific places, Ljiubljana and China (Beijing). The spirit of a place can also
be discerned in the picture book Klobuk gospoda Konstantina (Mr Constantine s Hat)
(2008), written by Peter Svetina and illustrated by Peter Skerl. The town in the picture
book is not called by its geographical name, though the visual clues in the illustration
associate it with Ljubljana. An interesting example of introducing a place is given in
the picture book by Peter Svetina titled Cudezni prstan (The Magic Ring) (2011). The
illustrator Damijan Stepancic incorporated visual clues (the text does not specify the
town by its geographical name), such as a small Robba Fountain on the seller’s desk
(second two-page illustration), Town Hall in Ljubljana (seventh two-page illustration),
Dragon’s Bridge (ninth two-page illustration), and Shoemaker Bridge (sixteenth two-
-page illustration). Ljubljana is depicted, but also unnamed, in the picture book titled
Zgodba o sidru (The Story of the Anchor) (2010) by Damijan Stepancic, which has no
text. The author created a story of the anchor that is located at the Congress Square.
The picture book also includes a view of Piran and Ljubljana.

We can conclude that picture books incorporating art and artworks can bring art clo-
ser to the students, enable integrated reading and thus multimodal literacy development,
and can be an excellent starting point for cross-curricular teaching and learning.

LITERATURA

1. Duh, M., Zupancic¢, T. (2013). Likovna apreciacija in metoda estetskega transferja. Revija za
elementarno izobrazevanje, 6, st. 4, str. 71-86.

2. Doonan, J. (1993). Looking at pictures in picture books. Lockwood, Station Road, Woodche-
ster: Thimble Press.

3. Haramija, D., Bati¢, J. (2011). Slovenska kulturna dedis¢ina v zgodbah in podobah. V: Kranjc,
S. (ur.), Obdobja 30: Meddisciplinarnost v slovenistiki. Ljubljana: Znanstvena zalozba Filozof-
ske fakultete, str. 179-184.

4. Haramija, D., Bati¢, J. (2013). Poetika slikanice. Murska Sobota: Franc-Franc.

5. Haramija, D., Batic, J. (2015). PreSernova Zdravljica z ilustracijami Damijana Stepancica: lite-
rarna in likovna govorica slikanice. Otrok in knjiga: revija za vprasanja mladinske knjizevnosti,
knjizevne vzgoje in s knjigo povezanih medijev, 42, §t. 92, str. 5-17.

6. Hosack Janes, K. (2014). Using the visual arts for cross-curricular teaching and learning: ima-
ginative ideas for primary school. London and New York: Routledge, Taylor & Francis Group.

7. Kastelic, M. (2015). Decek in hisa. Ljubljana: Mladinska knjiga.

Komelj, M., Coh, Z. (2009). Kako sta se gospod in gospa pomirila. Ljubljana: Mladinska knjiga.

9. Krivec Dragan, J. (2014). Multimedijska razstava Huiqin Wang. Slovenski etnografski muzej,
10. april — 4. maj 2014. Pridobljeno dne 13.07.2017 s svetovnega spleta: https://www.etno-mu-
zej.si/sl/razstave/ferdinand-avgustin-hallerstein-slovenec-v-prepovedanem-mestu.

o



58

Didactica Slovenica — Pedagoska obzorja (1, 2018)

10
11
12
13
14
15
16
17
18

19.

20.

21.

22.

23.

24.
25.
26.

27.
28.

29
30
31

. Lewis, D. (2006). Reading contemporary picturebooks: picturing text. London: Routledge/Falmer.
. Makarovi¢, S., Gatnik, K. (1981). Gal v galeriji. Ljubljana: Mladinska knjiga.

. Makarovi¢, S., Gatnik, K. (2003). Strahec v galeriji. Ljubljana: Narodna galerija.

. Mil¢inski, F., Razpotnik Donati, A. (2013). V Butalah sejejo sol. Ljubljana: Sanje.

. Nikolajeva, M. (2003). Verbalno in vizualno: slikanica kot medij. Otrok in knjiga, 58, str. 5-26.
. Peklar, A. (2005). Fant z rdeco kapico. Ljubljana: Institut za likovno umetnost.

. Peroci, E., Stupica, M. (1975). Moj deznik je lahko balon. Ljubljana: Mladinska knjiga.

. Preseren, F., Stepancic, D. (2013). Zdravljica. Ljubljana: Mladinska knjiga.

.Remgkar, S., Coh, Z. (2014). Medvedek, kaj delas? Ljubljana: Mladinska knjiga.

Robinson, K., Aronica, L. (2015). Kreativne Sole: Mnozi¢na revolucija, ki preoblikuje izobra-
zevanje. Nova Gorica: Eno.

Sandell, R. (2012). What excellent visual arts teaching looks like: balanced, interdisciplinary,
and meaningful. Pridobljeno dne 13.08.2015 s svetovnega spleta: http://www.arteducators.org/
advocacy/NAEA WhitePapers 3.pdf.

Serafini, F. (2015). The appropriation of fine art into contemporary narrative picturebooks.
Children’s Literature in Education, 46, §t. 4., str. 438-453.

Shulman Herz, R. (2010). Looking at art in the classroom. Art investigations from the Guggen-
heim Museum. New York in London: Teachers College, Columbia University.

Sipe, L. (2001). Using picturebooks to teach art history. Studies in Art Education, 42, §t. 3,
str. 197-213.

Stepancic¢, D. (2010). Zgodba o sidru. Ljubljana: Mladinska knjiga.

Svetina, P., Stepanci¢, D. (2010). Kako je Jaromir iskal sre¢o. Celovec: Mohorjeva.

Svetina, P., Stepan¢i¢, D. (2011). CudeZni prstan. Ljubljana: Vodnikova zalozba (DSKG): KUD
Sodobnost International.

Svetina, P., Skerl, P. (2008). Klobuk gospoda Konstantina. Ljubljana: DZS.

U¢ni nacrt, Likovna vzgoja (2004). Pridobljeno dne 05.05.2017 s svetovnega spleta: http://www.
mizs.gov.si/fileadmin/mizs.gov.si/pageuploads/podrocje/os/prenovljeni UN/UN_likovna vzgo-
ja.pdf.

. Zupancic, T. (2012). Kakovostna knjizna ilustracija za otroke. Otrok in knjiga, 85, str. 5-6.

. Zerovec, B. (2012). Slovenski impresionisti. Ljubljana: Mladinska knjiga.

. Wang, H. (2014) Ferdinand Avgustin Hallerstein, Slovenec v prepovedanem mestu. Ljubljana:
Mladinska knjiga.

Dr. Janja Batic (1977), docentka za didaktiko likovne vzgoje na Pedagoski fakulteti Univerze v
Mariboru.
Naslov: Sadjarska 12, 2204 Miklavz na Dravskem polju, Slovenija; Telefon: (+386) 02 229 36 00

E-

mail: janja.batic@um.si



Eva Zupan

Domisljija proti znanju

Prejeto 26.09.2017 / Sprejeto 15.01.2018
Strokovni clanek
UDK 373.2.091.4

KLJUCNE BESEDE: montessori pedagogika, wal-
dorfska pedagogika, igra, didakticni materiali, domi-
Sljija, intelektualizacija, celostni razvoj

POVZETEK — Clanek se na teoreticni ravni loteva
nekaterih primerjav znotraj alternativnih vzgojnih
konceptov montessori in waldorfske pedagogike. V
srediscu clanka je primerjava glavne aktivnosti pred-
Solskega otroka — igre oziroma dela (kot to poimenu-
Jjejo v montessori vrtcu) znotraj obeh pedagogik. V
nadaljevanju sledi primerjava materialov znotraj vrt-
cev, izpostavljene pa so nekatere prednosti in slabosti
didakticnih in cilino usmerjenih materialov. Primer-
Jani so razlicni pogledi na zgodnjo intelektualizacijo,
kar pa je tudi eden izmed vzrokov za drugacno obrav-
navo igre. V zakljucku je raziskana vloga razvoja
simbolne igre, ki pa se v montessori vrtcu ne pojavija.
Ker se lahko otrok celostno razvija le ob stalni spre-
mljavi igre, je pomembno, da mu le-to omogocimo,
prav tako pa je pomembno tudi, da mu zagotovimo
didakticne materiale, ki so primerni njegovi razvojni
stopnji in s katerimi osvaja novo znanje. Za otrokov
celostni razvoj je pomembna svobodna igra in tudi
delo z didakticnimi materiali, saj sta v Zivijenju po-
membna tako domisljija kot tudi znanje.

1 Uvod
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ABSTRACT — On a theoretical level, the article ex-
plains certain comparisons within alternative educa-
tional concepts of Montessori and Waldorf pedagogy.
A comparison of preschool children’s main activi-
ties — play or work (as it is considered in Montessori
kindergarten) — is the essence of the article. Hereafter,
material comparison within kindergartens follows and
then certain advantages and disadvantages of didactic
and directional materials are set out. Different views
on an early intellectualization are compared; result-
antly, this is one of the reasons for a different play treat-
ment. In the conclusion, the part of imagination devel-
opment is researched and the symbolic game impor-
tance is also set out (which is not present in Montessori
pedagogy). A child is capable of integral development
only if accompanied by constant play; therefore, it is
important to enable it for children. It is also important
to provide didactic materials adequate for their devel-
opmental phase with which they can assimilate new
knowledge. Play and activities with didactic materials
are important for a child’s integral development since
both imagination and knowledge are important in life.

V Sloveniji imamo kar nekaj vrtcev z alternativnimi vzgojnimi pristopi, ki se s

svojo filozofijo in nac¢inom dela razlikujejo od javnih vrtcev, prav tako pa se razlikujejo
tudi med seboj. V clanku se osredoto¢amo na montessori in waldorfski vzgojni koncept,
ki sta pri nas najbolj poznana in razsirjena, kljub velikim razlikam v njunih filozofijah
in pogledih na vzgojo pa pogosto opazamo tudi njuno zamenjevanje. Medtem ko se
njuna bistvena razlika, kot ze omenjeno, kaze ze v filozofiji obeh pedagogik, v ¢lanku
podrobneje primerjamo osrednjo dejavnost otroka znotraj obeh vrtcev — otrosko igro
oziroma delo z didakti¢nimi materiali, kot to imenujejo v montessori vrtcu, pa tudi s
tem povezane poglede obeh pedagogik na intelektualizacijo otrok. Maria Montessori je
bila ena izmed prvih, ki je dokazovala obcutljiva ali kriticna obdobja, ki se pojavijo v
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intelektualnem razvoju otroka (Crain, 2006). Montessorijeva (2008, str. 7) je obcutljiva
obdobja opisala kot “... strnjen ¢as v zivljenju otroka, ko je otrok posebno dojemljiv za
dolocene drazljaje do te mere, da ostali stopijo v ozadje”. Vendar pa ideologija waldorf-
ske pedagogike stoji za tem, da samo intelektualisticno usmerjene izobrazevalne usta-
nove ne morejo odkriti otrokovega bistva in zato v izobrazevanje vnaSajo ve¢ umetno-
sti, domisljije, inspiracije, intuicije in meditacije (Devjak, Ber¢nik in Plestenjak, 2008).
V montessori vrtcu je torej velik poudarek na otrokovem intelektualnem razvoju, tega
pa v waldorfskem vrtcu zavirajo, saj Devjak idr. (2008) menijo, da ta ovira otrokov in-
dividualni duhovni razvoj. Po eni strani se spraSujemo, ali prelaganje ucenja na kasne;jsi
Solski ¢as (v waldorfskem vrtcu) lahko otrokom Skoduje, saj tako zamudijo nekatera
kriti¢na obdobja, ki jih omenja Montessorijeva, po drugi strani pa se sprasujemo, ali je s
poudarkom na intelektualnem razvoju v montessori vrtcu morda zanemarjen kateri dru-
gi vidik otrokovega razvoja, ki je prav tako pomemben za kasnejSo sreco in osmisljeno
zivljenje. Res je, da so otroci najbolj ucljivi v najzgodnejsih letih, vendar so takrat tudi
najbolj ustvarjalni, saj so vsak dan polni vtisov, ki pa jih lahko pogosto predelajo le
skozi svobodno, intuitivno igro (Zupan, 2016).

2 Primerjava vloge igre v montessori in waldorfskem vrtcu

Do razlikovanja vloge igre prihaja Ze v osnovnih poimenovanjih, saj v montes-
sori vrtcu ne uporabljajo izraza “igrace”, temveC “materiali”, prav tako pa se tudi ne
“igrajo”, temveC z materiali “delajo”. Posledi¢no tudi prostora ne imenujejo “igralnica”,
temve¢ “prostor” ali “soba”. Medtem pa v waldorfskem vrtcu ostaja klasi¢no poimeno-
vanje za “igraco”, “igralnico” in “igro”, slednja pa tudi ostaja v srediscu dogajanja pri
predsolskem otroku v waldorfskem vrtcu (Zupan, 2016). Igrae v waldorfskem vrtcu so
nedodelane, preproste, pogosto pa gre za predmete, ki jih lahko najdemo v naravi, tem
pa potem otroci pripisejo posebne lastnosti in jih ozivijo v domisljijski igri. Prav tako
so nedodelane tudi preprosto izdelane puncke, ki nimajo obraznega izraza, tako da se
lahko otroci sami odloéijo, kak$no bo njihovo pocutje (Zupan, 2016). Prav nedodelani
To ugotavlja tudi Edmunds (1991), ki pravi, da so predmeti, s katerimi se otroci igrajo
v waldorfskem vrtcu preprosti, da bi otrok skoznje sprostil sile domisljije. Devjak idr.
(2008) dodajajo, da igrace nikoli niso oblikovane do podrobnosti, kar omogoc¢a upora-
bo v razli¢nih igrah in za razlicne namene. Drummond (1999) izpostavlja, da je med
opazovanjem waldorfskega vrtca v Cambridgu prisla do mnogih zanimivih opazanj,
najvecji vtis pa je nanjo naredila kakovost otroske igre, ki je bila izjemno intenzivna,
trajnostna in raznolika. V montessori vrtcu proste igre ne zasledimo, saj le-to nadomesti
delo s ciljno usmerjenimi didakti¢nimi materiali, ki mocno vplivajo na otrokov inte-
lektualni razvoj. Lillard (2011) opiSe montessori materiale kot sredstva, od katerih ima
vsak samo eno doloc¢eno nalogo in dopuscajo samo eno pravilno uporabo. Tako otrok
ravna preko poskusov in napak, brez vzgojiteljevega posredovanja, z rabo materialov
pa krepi razumski razvoj, razvoj zbranosti in koordinacije, samostojnost, socializacijo
in obCutek za red. “Razlika med delom otroka in odraslega je v tem, da odrasel clovek
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dela zato, da izpopolnjuje okolje, otrok pa zato, da izpopolnjuje samega sebe” (Opera

nazionale Montessori, 1996, v Zupan, 2016).

Montessori (1993) je razdelila material v pet skupin:

o Prva skupina so materiali za prakti¢no zivljenje, prilagojeni velikosti otrok. Vaje v
tej skupini se delijo na tri podrocja: skrb zase, skrb za okolico in vaje, ki so povezane
z zivljenjem v skupnosti.

OV drugi skupini so materiali za obcutek. Preko njih otroci spoznavajo lastnosti pred-
metov (barva, velikost, oblika). Notranji red dosezejo preko jasnih in urejenih poj-
mov, hkrati pa razvijajo sposobnost raziskovanja in spoznavanja zakonitosti.

o Tretja skupina so materiali za matematiko. Otroci so preko vaj za prakti¢no zivljenje
ze pripravljeni za delo s tem materialom.

o 'V Cetrti skupini so materiali za jezik, povezani z materialom za obcutek. Mednje
uvrs¢amo ¢rke iz hrapavega ali grobega papirja, ki so nalepljene na lesene ploscice.
Otroci z obcutljivimi konicami prstov tipajo in kinesteticno dozivljajo obliko crk.

OV peto skupino uvr§¢amo material za vesoljsko vzgojo, s katerim naj bi otroci vzpo-
stavili stik s svetom. Skozi te materiale se otroci spoznajo z zemljepisom, geologijo,
biologijo, astronomijo, s kemijo in fiziko (Montessori, 1993).

Tovrstnih materialov v waldorfskem vrtcu ne bomo zasledili. Keller (2015) pravi,
da je waldorfska pedagogika pogosto delezna kritik, da preve¢ pozornosti posveca otro-
ski igri. Menijo namre¢, da se otroci med igro veliko bolje ucijo, saj ima ucenje ogro-
mno povezav s Custvi, kar pa je povezano tudi z razvojem mozganov. Slednje potrjujejo
Stevilni raziskovalci. Campos (2000; v Marjanovi¢ Umek in Zupancic, 2009) ugotavlja,
da Custva vplivajo na posameznikovo procesiranje informacij, pomagajo pri struktu-
riranju dogodkov v okolju, smiselnem povzemanju dogajanja zunaj in znotraj sebe,
Zagar (2009) pa dodaja, da se ob prisotnosti pozitivnih ¢ustev med procesom ucenja
motivacija, pozornost in zbranost izboljSata. Goleman (1998) opozarja tudi na velik po-
men Custvene inteligentnosti pri uenju, saj ta pomaga ucencem, da lazje prepoznavajo,
razumejo in obvladujejo Custva, ki jih dozivljajo znotraj procesa ucenja.

3 Prednosti in slabosti didakti¢nih materialov

Bruce (1996; v Fekonja, 2004) pravi, da v zahodni druzbi prevladuje ideja, da
didakti¢ne igrace razvijajo otrokovo misljenje, spodbujajo razvoj branja, pisanja, razu-
mevanja Stevil, fizike in tehnologije in so zato pogosto visoko strukturirane. Avtorica pa
opozarja, da te vrste igra¢ vedno ne spodbujajo ucenja, temvec ga lahko celo zavirajo,
saj otrok visoko strukturirane igrace uporablja na nacin, ki je vnaprej predviden, kar
pa omejuje otrokovo igralno aktivnost. S tem se ne strinja Dixson (1992; v Marjanovic¢
Umek in Zupancic, 2001), ki izpostavlja, da razlikovanje med didakti¢nimi in nedidak-
tiCnimi igracami ni sprejemljivo, saj lahko po njegovem vse igrace omogocajo ucenje,
s tem ko otroku prinasajo razli¢na sporocila in v njem porodijo nove zamisli. Horvat in
Magajna (1987) pravita, da so bili vzgojitelji, ki so nenehno spodbujali, usmerjali ter
posegali v igro otrok prepric¢ani, da to poc¢nejo v njihovo korist. Medtem ko so mislili,
da s tem odpravljajo vmesno in nepotrebno igranje, v igro pa so vnasali izobrazeval-
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no-vzgojne cilje, je taksna igra na otroke delovala negativno, saj je zavirala njihovo
more sprostiti svojih osebnostnih in ustvarjalnih sil, nanj nima blagodejnega ucinka
(prav tam). Keller (2015) izpostavlja, da je kreativnost izredno pomembna, saj je le
kreativen otrok sposoben razmisljati na razli¢ne nacine in v razlicnih smereh. Brierley
(2007) Se dodaja, da se kreativnost vzbudi skozi igro, posledicno pa se odpirajo razli¢-
ne smeri razmisljanja, na podlagi Cesar se krepi otrokova duhovna inteligenca. Zohar
in Marshall (2004, v Zupan 2016) za duhovno inteligenco pravita, da ljudem pomaga
reSevati vprasanja smisla zivljenja, z njeno pomocjo pa umestijo lastna dejanja in zivlje-
nje v $irsi, bogatejsi okvir in znajo preceniti tehtnost neke zivljenjske poti v nasprotju
z drugo. Avtorja Se poudarjata, da je duhovna inteligenca nujna osnova za uc¢inkovito
delovanje razumske inteligence in jo uvrscata kot najvisjo in tako najpomembnejso
inteligenco.

Ce visoko strukturirani materiali v montessori vrtcu mo&no spodbujajo otrokov ko-
gnitivni razvoj, lahko za nestrukturirane igrace v waldorfskem vrtcu trdimo, da mo¢no
spodbujajo otrokov razvoj domisljije. “Ce bi na primer v montessori vrtcu otrokom
ponudili $koljke, bi jih ti na primer prestevali, ¢rkovali ali obrisovali. V waldorfskem

na primer v razli¢ne dekoracijske namene” (Zupan, 2016).

4 Vloga domisljije in simbolne igre

Toli¢i¢ (1961; v Marjanovi¢ Umek, Zupancic, 2001) pravi, da igra mo¢no vpliva na
razvoj otrokove osebnosti, s tem ko ga privaja k samostojnemu reSevanju tezav in k ra-
zvoju osebnostnih lastnosti. Prav zato je v predsolskem obdobju nenadomestljivo sred-
stvo. Marjanovi¢ Umek in Zupanc¢i¢ (2001) ugotavljata, da otrok v simbolni igri dozivi
tisto, Cesar v realnosti $e ne zmore, v njej podozivi in izrazi tudi tisto, kar ga v realnosti
ustvarjalnost in splos$ni kognitivni razvoj. Nadaljujeta, da v simbolni igri otrok izvaja
dejavnosti odraslih, igra in predeluje medcloveski odnose, ki jih vidi v svetu odraslih in
tudi odnose med otroki in odraslimi. Toli¢i¢ (1981, v Zupan, 2006) dodaja, da sprosti-
napraviti, bodisi zaradi svojih zmogljivosti ali zaradi nadrejenosti drugih. Singer (1994)
je v raziskavi eno leto spremljal tri in Stiriletne otroke in ugotovil, da se pri otrocih, ki
navduSenje, in manj negativnih, kot sta zalost in jeza, prav tako pa je pri istih otrocih
opaziti vec vztrajnosti, kooperativnosti in manj agresije. Simbolna igra pa se ne pojavlja
v montessori vrtcu, kar pa so, kot pravi Medves (1992), Montessorijevi tudi najbolj
ocitali, saj je s tem omejevala in preprecevala spontano igro, poleg tega pa ni priznavala
vsakdanjih igrac, ki tako igro spodbujajo, temvec je otrokom nudila le ciljno usmerjene
didakti¢ne materiale. Tudi Dewey in Loschi (v Marjanovi¢ Umek in Fekonja Peklaj,
2008) sta bila kritina do poudarjanja intelektualnega razvoja Marije Montessori, saj
sta menila, da s tem zanemarja socialni in custveni razvoj otrok. Medves (1992) omenja
mnenje kritikov, da je zanemarjala tudi skupne aktivnosti, s tem pa otrok ni navajala na
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in v druge ter tako lazje razumemo svet. Mil¢inski in Pogac¢nik Toli¢i¢ (1992) pravita,
da otrok ob poslusanju pravljic odkriva nove odnose med svojimi izkuSnjami in bogati
svoje besedisce. Zalokar Divjak (1996) dodaja, da otroci pravljico zacutijo kot zivlje-
nje in v njej resni¢no Zivijo, saj le-ta odslikava njihov svet, ki jim je razvojno blizu.
Rutar (2008) pa govori, da ob njej otrok custveno, socialno, moralno in intelektualno
dozoreva. Kot pa smo Zze omenili, waldorfska pedagogika intelektualizacijo pri predsol-
skih otrocih zavira, saj naj bi ta zaustavljala njihov duhovni razvoj (Devjak idr., 2008).
Medves (1989a; v Batistic Zorec, 2003) pa opaza, da v waldorfskem vrtcu ni tehni¢nih
igrac, igra¢ za konstruiranje in didakti¢nih igrac, tudi slikanice redko uporabljajo. Otrok
namre¢ ne sme prihajati v stik s predstavnim, slikovnim materialom in televizijskimi
upodobitvami, ker vse nasteto zaposluje visje procese, ki pa ve¢ ne pomenijo ucenja s
posnemanjem. Drummond (1999) kljub omenjenemu navaja, da v waldorfskem vrtcu
vzgojiteljica prebira pravljice, ki pa so skrbno izbrane, ena in ista pravljica pa se po-
navljajoce bere cel teden, kar omogoci otrokom, da v celoti doZivijo lepoto jezika in
pravljico ponotranjijo, z repetitivnim pripovedovanjem iste pravljice znova in znova pa
si izriSejo globlje slike ter dojamejo nauk pravljice, ne pa samo fizi¢nih in povrSinskih
predstav likov in okolja, ki jih oriSe pravljica.

5 Intelektualizacija znotraj montessori in waldorfskega vrtca

Devjak idr. (2008) pravijo, da intelektualnost cloveku omogo¢i, da se zna prilago-
diti okolju, v katerem Zzivi, zaradi tega pa lahko resuje vsakdanje zivljenjske probleme,
se bori za obstanek, se kulturno razvija in dela. Savec (2012) dodaja, da lahko otrok
z uporabo nekaterih matematicnih strategij dolocene naloge in vsakodnevne probleme
resi bolj ucinkovito in tako vedno znova is¢e izzive in situacije, ki potrjujejo njegov na-
¢in razmisljanja, kar ga navdaja z veseljem. Medtem ko je Montessori (1993) namenila
veliko pozornosti zgodnjemu spoznavanju ¢rk in simbolov, kar je utemeljevala s tem,
da so otroci v starosti tri do Sest let kazali mo¢no zanimanje za jezik, Polak Fistravec
(1999) navaja, da v waldorfskem vrtcu ni formalnega poucevanja, ucenja, pisanja, branja
in racunanja, saj se drzijo pravila “vse ob svojem casu”. Medves (1989b) pravi, da je s
staliS¢a waldorfske pedagogike v tem obdobju otroka treba obvarovati pred abstraktnim
znanjem in spoznavanjem stevil ali ¢rk. Medtem ko se v montessori vrtcu bolj posvecajo
prepoznavanju obcutljivih obdobij za pridobivanje znanja in s tem otrokovemu intelek-
tualnem razvoju, slednjega pa v waldorfskem vrtcu zavirajo, saj po Devjak idr. (2008)
ta ovira otrokov individualni duhovni razvoj. Glavno vodilo ustanovitelja waldorfske
vzgoje Rudolfa Steinerja je bilo namre¢ duhovno spoznanje ¢loveka (Polak Fistravec,
1999). Duhovno znanost, ki jo je poimenoval “antropozofija”, pa je Steiner opisoval kot
pot, ki vodi do zavesti o resnicnem bistvu ¢loveka (Carlgren, 1993).

Za Steinerja (1987) je postmoderna ¢as, v katerem se govori o hladnem, intelektu-
alnem bistvu. Za intelektualizem je menil, da na ljudi vpliva razdiralno, saj ne dovoljuje
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dusevnosti, da bi se prelila v duso drugega cloveka. Poudarjal je, da ¢lovek cuti duso
drugega ¢loveka in jo v skupnosti daje ter prejema, prav intelektualizem pa je tisti, ki po
njegovem mnenju to prepreci oziroma zadusi (prav tam). Chattin McNichols (1992, v
Zupan, 2016) pa navaja, da je Montessorijeva o sodobni druzbi razmisljala kot o druzbi,
ki je izgubila jasne znake, ki bi pokazali, kdaj je mladostnik postal odrasel ¢lovek, prav
zaradi nejasnosti teh znakov pa otrok obcuti pomanjkanje strukture in zahtev v svojem
okolju. Iz tega razloga naj bi se otroke Ze od malih nog pripravljalo na samostojnost,
soocenje z realnostjo zivljenja in izzivi odraslosti (prav tam). Waldorfska pedagogika
pa otroka od njegovih najzgodnejsih zacetkov uci zivljenja v duhu zivljenjskih vrednot,
odvraca ga od materializma in karierizma, saj to ovira njegov individualni duhovni
razvoj (Devjak idr., 2008).

6 Sklep

V danasnjem postmodernem svetu so v ospredje zagotovo postavljeni intelektualni
vtisi, saj med nami obstaja prepric¢anje, da le tisti, ki se veliko uci, lahko kasneje materi-
alno polno zazivi, zacenjamo pa se zavedati, da dejansko ni tako. Vsak ¢lovek ima edin-
stveno inteligentnost, ki potrebuje Cas, prostor in svobodo. Misljenje, da otroci s svojo
igro izgubljajo dragocen cas, ki bi ga morda lahko porabili za pridobivanje novega
znanja, je napacno. Igra je namre¢ nezamenljiva dejavnost, ki bi morala biti v otrostvu
obvezna sestavina dneva, prav tako kot je v odraslosti delo. Prav tako pa v ozadje ne bi
smeli postavljati intelektualnega razvoja, pri ¢emer so nam lahko obcutljiva obdobja v
otrokovem razvoju, na katere je opozarjala Montessorijeva, odli¢na smernica (Zupan,
2016). Najboljsi nacin za spodbujanje mozganskih povezav pri otroku je ta, da se otrok
pocuti varnega v okolju, v katerem zivi in da je obdan z ljudmi, ki se odzivajo na nje-
gove intelektualne in Custvene potrebe (Silberg, 2003). Otrok svoje dozivljanje sveta
odraza skozi igro, zato mu je treba zagotoviti ¢as in okolje, v katerem lahko izZivi svoj
jaz, sprosti lastne misli in obcutke ter izrazi svoje zamisli. Pomembno je, da otrokom s
svobodno igro, ki je cilj sama po sebi, omogoc¢imo predelavo ter ponotranjenje izkusenj
in vtisov ter odigravanje odnosov, v katere vsakodnevno vstopajo in jih opazujejo. Prav
tako pa v druzbi, katere del smo, ni ni¢ manj pomembno, da otrokom omogo¢imo ma-
teriale, ki so primerni njihovi razvojni stopnji in s katerimi osvajajo uporabno znanje in
krepijo razumsko inteligenco. Za celovit osebnostni razvoj je pomemben razvoj in upo-
raba tako leve mozganske hemisfere, kjer se vrsijo miselni procesi, ki so osnovani na
logiki in zaporedju, kot tudi desne mozganske hemisfere, ki je bolj ustvarjalne narave
in ima sposobnost intuitivnega reSevanja problemov, senzitivnosti in empatije do dru-
gih. Foscha idr. (2009; Schore, 2003, 2013; v Gostec¢nik, 2013) ugotavljajo, da medtem
ko nas leva hemisfera usmerja navzven in iS¢e novosti, desna hemisfera razlikuje nas
notranji svet in notranji svet drugih, kar pa je temelj vsemu desnohemisferskemu komu-
niciranju. Schore (2012; v Goste¢nik, 2013) dodaja, da nam prav povezava med obema
hemisferana omogoca ¢ut za sebe in druge ter organski ¢ut in spomin, kar potrebujemo
za zdravo funkcioniranje. Kljub Einsteinovemu reku, da je domisljija pomembnejsa
od znanja, ugotavljamo, da se svobodna igra, ki spodbuja domisljijo, in na drugi strani
didakti¢ni materiali, ki spodbujajo razumsko inteligenco, ne bi smeli izkljucevati, Se
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posebej ne v predsolskem obdobju, ko se mozgani in celotna psihi¢na struktura najuso-
dneje razvijajo. Ce otroke postavimo v okolje, ki daje prednost enemu, drugo pa izloéi,
jih ze vnaprej prikrajSamo za intuitivno izbiro in odlocitev, kaj od tega bi sami od sebe
prednostno razvijali.

Eva Zupan

Imagination vs knowledge

There are a few kindergartens practising alternative educational approaches in
Slovenia. As they differ from public kindergartens in their philosophy and the way of
work, they additionally differ from each other, too. The Montessori and Waldorf educa-
tional concepts are the centre of the article; additionally, they are the most known and
common in Slovenia. Despite the big differences in the two philosophies, people often
mistake them for each other. An essential difference appears to be in the pedagogies’
philosophies — the views on the child's intellectualization and the child’s play in both
pedagogies are compared in the article. Maria Montessori was one of the first individu-
als who substantiated sensitive and critical periods in the childs intellectual deve-
lopment (Crain, 2006). Montessori (2008) described sensitive periods as a time in the
child's life when the child is especially perceptive for certain stimuli to the extent that
others move in the background. The Waldorf ideology urges the opinion that educatio-
nal institutions cannot discover the childs essence, therefore more art, imagination,
inspiration, intuition and meditation is brought into the education (Devjak, Bercnik in
Plestenjak, 2008). The Montessori kindergarten initiated a great emphasis on the child s
intellectual development which is suppressed in the Waldorf kindergarten, as Devjak
etc. (2008) believe that the child s intellectual development obstructs its individual spi-
ritual development. On the one hand, we question if postponing studies to a later edu-
cational period (in the Waldorf kindergarten) can harm children, as they miss out on
some of the critical periods which are emphasized by Montessori. On the other hand, we
question if an emphasis on the intellectual development in the Montessori kindergarten
neglects some of the other segments in the child’s development that are important for
later happiness and meaningful life. Children are the most educable and innovative in
earlier years when they are full of impressions which are often reshaped only through a
free intuitive game (Zupan, 2016). On the other hand, Keller (2015) explains that the
Waldorf pedagogy pays a lot of attention to children’s games because they believe chil-
dren learn more during play. Namely, learning is associated with emotions, which are
connected with brain development. The latter is confirmed by many experts. Campos
(2000, in Marjanovi¢c Umek and Zupancic, 2009) explains that emotions affect the
individual’s information process, aids with event structuring in the environment and a
logical summarization of actions within and outside of the individual. Zagar (2009)
adds that motivation, attention and concentration with the presence of positive emoti-
ons improve during the educational process. Goleman (1998) reminds us of the mea-
ning of developed emotional intelligence fostering easier recognition, understanding
and emotional control that children experience within the educational process. T. Bruce
(1996, in Fekonja, 2004) believes that the main idea prevalent in the western society is
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that didactic toys help develop the child s thinking, encourages reading, writing, under-
standing numbers, physics and technology, and that therefore toys are highly structu-
red. These toys do not necessarily encourage learning — quite the contrary, highly
structured toys are used in an expected manner that limits the child’s play activity.
Dixson (1992, v Marjanovic Umek and Zupancic, 2001) disagrees and sets out that di-
dactic and non-didactic toys differentiation is not acceptable. The learning process is
possible with all of the toys as long as they deliver various messages and new ideas.
Horvat and Magajna (1987) state that teachers who constantly encouraged, directed,
and interfered in the children’s play were convinced to have a beneficial influence on
children. Whereas they were convinced in the elimination of an intermediate and unne-
cessary play and in fulfilling educational goals, this type of play had a negative effect,
because it constrained children s creativity, imagination, self-initiative and independen-
ce. Personal and creative endowment couldn t be released, therefore it didn 't have be-
neficial effect (ibid). Keller (2015) exposes that creativity is extremely important, and
only a creative child is capable of thinking in different ways and directions. Brierley
(2007) adds that creativity is encouraged through the play, opening new ways of thin-
king and inducing spiritual intelligence enhancement. Zohar and Marshall (2004, in
Zupan 2016) state that spiritual intelligence helps to solve mysteries of life’s essence,
helps to fit one’s own actions and life in the richer life scheme and to evaluate life deci-
sions. Authors also emphasize that spiritual intelligence is a necessary basis for an ef-
fective activity of intellectual intelligence; therefore, they classify it as the prime intelli-
gence. Devjak etc. (2008) claim that intellectualism provides human beings the ability
to adjust, so we can work, solve daily life issues, fight for existence and evolve cultural-
ly. Savec (2012) adds that the child can solve daily challenges more effectively with the
use of some mathematical strategies. Montessori (1993) gave a lot of thought to the
discovery of letters and symbols since children between 3—6 years showed a heavy inte-
rest for language. Polak Fistravec (1999) explains there is no formal education, lear-
ning, writing, reading and calculation in the Waldorf pedagogy, because they observe
the golden rule “there is a place and time for everything.” Medves (1989b) explains
that the Waldorf pedagogy believes children have to be protected from abstract kno-
wledge and learning of numbers and letters. In the Montessori kindergarten, there is a
great emphasis on identification in sensitive periods for gaining knowledge, therefore,
the child s intellectual development is inhibited in the Waldorf kindergarten. According
to Devjak etc. (2008), intellectual development obstructs the child's individual spiritual
development. The man s spiritual discovery was the main guiding principle of the Wal-
dorf education founder Rudolf Steiner (Polak Fistravec, 1999), who defined spiritual
science as anthroposophy and described it as a path that leads to the consciousness of
man's true essence (Carlgren, 1993). The Waldorf programme and educational appro-
aches are based on anthroposophy, and the educational goals also serve its purpose
(Zupancic, 2004). Anthroposophy is not part of the Waldorf education, because it is not
devised as an ideally moral educational lesson but as a practical guidance for actions
(Medves 1989b). Steiner (1987) comprehended the postmodern time as a time of the
cold intellectual essence discussions. He claimed that intellectualism has a destructive
effect on people since it does not allow the mentality to flow to another human being. He
stressed that a person feels the soul of another human being, and there is a flow of give-
-and-receive in the community which is prevented by the intellect (ibid). Chattin McNi-
chols (1992, in Zupan 2016) stated that Montessori believed that modern society is a
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society that has lost clear signs which could indicate the time a young person becomes
an adult; for this reason, the child experiences structures and commands deficiency in
its own surroundings. Children should be prepared for independence, confrontations
with reality and challenges of adulthood from the beginning (ibid). The Waldorf educa-
tion primarily teaches life values and dissuades from materialism or careerism since
these factors obstruct individual spiritual development (Devjak etc., 2008). All Waldorf
kindergarten activities flow naturally and unobtrusively, and, as the child is a constant
observer of events, imitation is very important. Education is meant to offer an example
to the child and to show them what to imitate in their surroundings (Steiner, 1987). In
the Waldorf kindergarten, a lot of knowledge is acquired by imitating teacher s activiti-
es — Carlgren (1993) explains that imitation is as important as breathing for the Wal-
dorf kindergarten's children. Edmunds (1992, in Batisti¢ Zorec, 2003) believes that the
child’s play is the happiest and strongest adventure in natural imitation of everything
adults do since the subconscious part of the child is the only part which can become
adult. For children, game does not only represent fun. A game is to be adult, a game is
work and the world itself. Pollard (1997) establishes that Montessori was drawn to the
fact that children enjoy working with concrete everyday materials, yet they have an
enormous number of toys at their disposal. Montessori reached for findings about chil-
dren wanting to imitate adults; therefore, she introduced different activities in the Mon-
tessori surroundings, such as wiping the floor, cleaning up tables, sweeping, preparing
snacks, etc. The difference between the child’s and the adult’s activities is that the adult
is active to improve the surroundings and the child is active to improve themself (Opera
nazionale Montessori, 1996, v Zupan 2016). In the present postmodern time, intellectu-
al impressions are in the foreground, since we believe that only those who learn a lot
can live in material comfort, although we are starting to realise that is not necessarily
true. Every human being has a unique intelligence which needs time, space and free-
dom. The belief that children who play games are losing their valuable time which could
be used for gaining new knowledge is false. The game is actually an irreplaceable acti-
vity and a necessary daily component just as work is necessary for adults. Intellectual
development should not be put in the background and sensitive periods in the child’s
development emphasized by Montessori can be an excellent guideline (Zupan, 2016).
By all means, the child’s brain connections are encouraged by feelings of safety in their
environment and by associating with people who respond to their intellectual and emo-
tional needs (Silberg, 2003). The left brain hemisphere development and use are impor-
tant for a complete personal development; the right brain hemisphere is important for
creativity development, better intuition, sensibility and empathy towards others. Foscha
etc. (2009; Schore, 2003, 2013; v Gostecnik, 2013) establish that the left brain hemi-
sphere is directing us outside and is searching for novelties, and the right brain hemi-
sphere differs our inner world and other s inner world which is the basis of all right-
-hemispherous communication. Schore (2012, in Gostecnik, 2013) adds that the link
between both hemispheres enables senses which are oriented towards ourselves and
others. It also enables an organic sense and a memory which are needed for a healthy
functioning. Despite Einsteins well-known belief that imagination is more important
than knowledge, we established that on the one hand, free games encourage imaginati-
on, and on the other hand, didactic materials encourage rational intelligence. Therefo-
re, they should not be mutually exclusive, especially in the preschool period when the
brain and complete psychic structure develop decisively. When the child is placed in an
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environment that prioritizes only one of those aspects, while neglecting and excluding
the other, the child is deprived of intuitive choices and decisions about what they would
put in the foreground and develop as a preference.
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POVZETEK — Namen prispevka je kriticno predstaviti
nacine sodelovanja med vzgojiteljico in druzino, ki bi
pomembno razbremenili delovanje druzine in tako od-
govorili na potrebe sodobne druzine danes. V prispev-
ku so najprej opisane znacilnosti funkcionalne druzine,
predvsem z vidika sodelovanja druzine z okoljem. V na-
daljevanju se osredotocamo na vlogo vzgojiteljice kot
pomembnega deleznika pri delovanju druzine predsol-
skega otroka. Dejstvo je, da na tem podrocju v Sloveniji
(Se) ni empiricnih Studij, ki bi preverjale, koliko in kako
vzgojiteljica s svojim dnevnim “‘vstopanjem” sodoloca
delovanje druzine, zato smo oblikovali t.i. vstopne toc-
ke vzgojiteljice v druzino glede na naloge druzine pri
razvoju otrok. Menimo namrec, da naj bi bilo temeljno
poslanstvo vzgojiteljice pri delu z druzinami, da s svo-
Jim strokovnim delom in refleksijo lastnega poklicnega
poslanstva opolnomoci funkcionalnost druzine pred-
Solskega otroka. V tem kontekstu pokazemo tudi na po-
manjkanje sistematicnega usposabljanja vzgojiteljic za
poznavanje in razumevanje specificnih razvojnih nalog
in delovanja druzine predsolskega otroka.
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ABSTRACT — In the paper, we presented some of the
possible ways of cooperation between kindergarten
and families, which would significantly reduce the
burden of todays’ families. Since the term “normal”
families is frequently used, we first described the
characteristics of functional families. Second, the
role of a preschool teacher in scaffolding the func-
tioning of the family of a preschool child was pre-
sented. Since there are no empirical studies, certain
possible entry points for preschool teachers to col-
laborate with families in order to empower the latter
were offered. We believe that by using professional
knowledge and reflecting on their own work, pre-
school teachers could empower the functionality of
the families of preschool children. Finally, the lack of
systematic pre- and in-service training for preschool
teachers that would help them know and understand
the specific development tasks and functioning of
families of preschool children is discussed.

Ko govorimo o sodelovanju med vzgojiteljicami in starSi danes, najpogosteje nale-

timo predvsem na nabor oblik in nac¢inov sodelovanja s starsi (npr. Lepi¢nik Vodopivec,
2010; 2012). Studije se tako ukvarjajo s sodelovanjem med vrtcem in starsi preko for-
malnih in neformalnih oblik ali pa preucujejo pomen sodelovanja za specifi¢ne ranljive
skupine (npr. Janzekovi¢ Zmauc, 2014). Nasprotno pa na Slovenskem skoraj ni zaslediti
Studij, ki bi odgovorile na vprasanje, kako lahko vrtec psiholosko vstopa v druzino. Iz-
hajajoc iz dejstva, da vzgojno-izobrazevalna institucija s svojimi zahtevami do otroka in
starSev v predSolskem obdobju pomembno posega v druzinsko delovanje, menimo, da
bi kot strokovna institucija lahko soc¢asno tudi pomembno pripomogla k opolnomocenju
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druzine na njeni razvojni poti. Podobno navaja Epsteinova (1996, v Vonta, 2009), ki v
eni izmed osnovnih nalog institucije pri delu z druzinami na prvo mesto postavi zahtevo
po informiranju in usposabljanju druzin glede vzgojno-razvojne problematike. Se ve¢:
rezultati projekta CARE (2015) porocajo o stali§¢ih in vrednotah starSev iz petih evrop-
skih drzav, ki jasno izrazajo Zelje in prepri¢anje, da bi morala biti ena pomembnejsih
nalog vrtca nudenje pomoci starSem pri skrbi za otroka in vzpostavljanje ravnovesja
med druzinskimi in delovnimi obremenitvami.

V prispevku predstavljamo t.i. vstopne tocke, skozi katere ima vzgojiteljica mo-
znost vstopati v druzino. Preko kontinuiranega opazovanja, pogovora in odprtosti, afi-
liativne naravnanosti lahko nudi pomembno podporo funkcionalnosti druzine in tako
okrepiti otrokov psihosocialni razvoj. Gre za pet vstopnih tock, ki smo jih zasnovali na
osnovi razvojnih nalog funkcionalne druzine predSolskega otroka (po Tomori, 1994) in
pomenijo pet psiholoskih momentov za kvalitetnejSe delo z druzinami. S tem skusamo
spremeniti danasnje dojemanje sodelovanja med vrtcem in druzinami, pri cemer se fo-
kus iz vkljuéevanja druzine v vrtec prevesa na vprasanje, kako lahko vrtec stopi v dru-
zino na nacin, da slednja Se vedno lahko ohranja svojo intimnost in integriteto. Menimo,
da bi moral biti cilj sodelovanja med vrtcem in druzino danes predvsem razbremenitev
in opolnomocenje druzine, da bi ta lazje opravljala svoje razvojne socio-psiholoske na-
loge in tako nudila kvalitetnejSe okolje za rast in razvoj svojih druzinskih ¢lanov. Pred-
stavljeno sodelovanje z druzinami pa je mozno zgolj na osnovi visoko usposobljenih in
senzibiliziranih strokovnjakov. Slednje pa gotovo tudi s strani drzave zahteva sistemsko
in kontinuirano nacrtovano tematsko psiholosko usposabljanje pedagoskih delavcev.

2 Druzina v odnosu do sekundarnega otrokovega
socializacijskega okolja

Druzine v psiholoskem jeziku ni mogoce opisati z nekimi absolutnimi termini, obée
veljavnimi lastnostmi, ki bi imele za vse druzine enak pomen in bi v vsaki druzini za-
objemale enake elemente. Primeri v lai¢ni javnosti zelo pogostih absolutnih in splosnih
kategorij so izrazi “normalna”, “sre¢na”, “idealna” druzina, v opredelitve druzin vnasa-
jo ve¢ zmede kot razjasnjevanja in bi se jih morali (vsaj v strokovnih krogih) izogibati.
Ko govorimo o druzini, ki na ustrezen nacin in ucinkovito opravlja svoje naloge, je v
stroki najpogosteje uporabljen izraz “funkcionalna druzina” (Ballard, 2012; O’Donnell,

1987; Tomori, 1994), ki pomeni druzino, ki ustrezno opravlja svoje (razvojne) naloge.

V prispevku se podrobneje osredotocamo predvsem na delovanje druzine v odnosu
do socialnega okolja. Tako npr. Ackerman (1966) v svoji definiciji odnosa druzine do
zunanjega okolja to opisuje kot pomembno pripadnost in integracijo druzine v skupnost
ter sposobnost druzine, da se prilagaja spremembam, ki vanjo vstopajo. Upostevajoc
dejstvo, da je danes druzina preko predsolskega otroka skorajda osem ur dnevno vpeta
v delovanje vrtca kot prostora sekundarne socializacije, menimo, da se druzina pri svoji
funkcionalnosti prej kot slej sreca z vprasanjem pripadnosti vrtcu oz. stopnje, do katere
se more in zeli prilagoditi zahtevam vzgojno-izobrazevalne institucije.
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Podobno v svoji sistemskoparadigmatski definiciji navaja tudi Satir (1995), ki pra-
vi, da so pri delovanju druzine bistvene Stiri stvari:
O obcutki in predstave ¢lanov druzine o samem sebi — samovrednotenje,
O izdelani nacini sporazumevanja — komunikacija,
O pravila o tem, kako morajo ¢lani Cutiti in delovati — druzinski sistem,
o0 nacin, kako ¢lani druzine vzpostavljajo stik z drugimi ljudmi in ustanova-
mi — povezava z druzbo.

Ce se osredoto¢imo zgolj na znagilno delovanje druzine v okviru zadnje dimen-
zije, torej povezanosti druzine z okoljem, ugotavljamo, da Satirjeva (1995) glede na
specificno naravnanost druzine navzven loci t.i. “funkcionalno” in “moteno druzino”.
Prva se v dimenziji povezovanja z druzbo do okolja vede odprto, druzinski ¢lan vstopa
v svet navdan z upanjem in védenjem, da vedno obstaja ve¢ moznosti izbire in se v
skladu s tem tudi odloca. Po drugi strani pa je za moteno druzino (Satir, 1995) znacilno,
da v druzbo ¢lani druzine vstopajo togo, pogosto s strahom, obtozbami in nesoglasji.
Sklepamo torej lahko, da funkcionalna druzina, po mnenju Satirjeve, v vrtec vstopi
s pozitivno naravnanostjo, odprtostjo za spremembe in novosti. Informacije o otroku
dobronamerno sprejema kot bogatenje lastnega vzgojnega stila in pomembnega videnja
otroka z vec perspektiv. Po drugi strani pa t.i. “motena druzina” lahko v vrtec pogosto
vstopa s strahom pred novostmi, dvomom in nezaupanjem v strokovno delo vzgojite-
ljic, pogosto konfliktno naravnanostjo, togo omejenim razmisljanjem in razumevanjem
vrtéevskega delovanja nasploh. Povratne informacije vzgojiteljice o delovanju otroka v
vrtcu druzina lahko sprejema kot poseganje v lastno vzgojno delovanje, kar jo ogroza in
rusi stabilnost, uteCenost njenega pogosto rigidnega delovanja.

Ce torej druzino pojmujemo kot sistem, potem pomeni vstopanje institucije v dru-
zino — predvsem vzgojiteljice — “motnjo” sistema, ki se nanjo (ne)hote na nek nacin od-
zove. K funkcionalnosti ali nefunkcionalnosti odziva druzine pa lahko pripomore tudi
vzgojiteljica sama. Vprasanje je, kako in prek katerih vstopnih tock lahko vzgojiteljica
vstopa v druzinski sistem na nacin, da druzino krepi, olaj$a prehod v njenem tranzicij-
skem procesu in posledi¢no tudi posredno podpira razvoj in ucenje predsolskega otroka.

3 Vloga vzgojiteljice pri krepitvi druzine na poti funkcionalnega
opravljanja razvojnih nalog druZine

V nadaljevanju bomo predstavili naloge funkcionalne druzine (povzeto po Tomori,
1994). Skusali jih bomo zdruziti v vsebinsko medsebojno povezane in smiselne enote,
jih dodatno osvetliti z raziskavami drugih avtorjev in ugotoviti, kako se le-te povezujejo
z druzinskim sodelovanjem z vrtcem. Okvirno lahko govorimo o petih podro¢jih, na
katera se navezujejo razvojne naloge druzine (Tomori, 1994):

O oblikovanje navezanosti in razvoj (samo)zaupanja

o opredelitev vlog v druzini

0 znacilno ravnanje druzine s Custvi

O sposobnost druzine za sobivanje v skupnosti in z njo
o znacilnosti komunikacije v druzini.
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3.1 Oblikovanje navezanosti in razvoj (samo)zaupanja

Druzina naj bi svojim ¢lanom dajala moznost razvoja zaupanja vase in v druge, jim
pomagala zgraditi ustrezen vrednostni odnos do sebe, drugih in do sveta. To pomeni,
da naj bi druzina oblikovala okolje, v katerem se otrok nauci navezovati pomembne
Custvene odnose z drugimi in z njimi razvijati blizino. Vendar pa naj bi bila druzina
socasno z vzpostavljanjem blizine sposobna vzpostavljati tudi ustrezne razmejitve med
druzinskimi clani. Te razmejitve so potrebne za razvoj otrokove osebne avtonomije,
samostojnega razmisljanja in dejavnega samopotrjevanja (Tomori, 1994). Prav slednje
pa je izjemno pomembno takrat, ko otrok vstopa v vrtec. Vprasanje uravnotezanja na-
vezanosti in razmejitve med druzinskimi ¢lani lazje razumemo skozi Stierlinov model
navezanosti in izrinitve (“Bindung und Ausstossung”; Stierlin, 1988). Gre za koncepta,
ki ju avtor uporablja za opisovanje lo¢itve otrok od starSev. Govori o dveh prevladujo-
¢ih odnosnih modalitetah, v katerih se med starsi in otrokom izmenjujejo t.i. centrifu-
galne in centripetalne sile. V odnosu vezanosti prevladujejo centripetalne sile, v odnosu
izrinitve pa centrifugalne sile.

Ce je v druzini prevladujo¢a modaliteta vezanost, vso druZino obvladujejo centri-
petalne sile. Druzinski ¢lani se ravnajo po predpostavki, da je zadovoljitev posame-
znikovih potreb in psiholoska varnost mozna le znotraj druzine — svet zunaj nje pa je
ogrozajoc in predstavlja nevarnost. V tovrstnih druzinah skusajo starsi otroke Custveno
in kognitivno tesno “privezati” nase, oblikovati druzinski “geto” in s tem zavirajo otro-
kove moznosti za osamosvajanje. Vzgojiteljica, ki sodeluje s tovrstnim tipom druzine,
ima lahko pri uvajanju otroka v vrtec velike tezave. Vstopa namrec¢ v tesne vezi, ki malo
ali sploh ne dopuscajo dostopa zunanjemu okolju. S svojo prisotnostjo in dejstvom,
da otrok “odhaja” v institucijo, postane nosilka poveCane tesnobe starSev in otroka.
Vzgojiteljica se mora soociti z izjemno zahtevnimi obcutki lo¢evanja otroka od starSev
in starSev od otroka. Pri tem je, bolj kot obicajno, pomembno, da zmore na eni strani
pristopiti z jasnimi pravili vrtca, odlo¢nimi usmeritvami starSem in samozavestjo, po
drugi strani pa ves Cas graditi in krepiti Sibko zaupanje starSev in otroka do novega oko-
lja. Tudi ko je uvajanje uspesno izpeljano, se bo vzgojiteljica otroka iz tovrstne druzine
pogosto sreCevala z manj samostojnim otrokom brez lastne iniciative, otrokom, ki ne
zna in ne zmore izraziti lastnih potreb in Zelja, saj so to navadno ves Cas namesto njega
poceli starSi. Pomembna vstopna tocka vzgojiteljice v druzino in njena naloga je, da
ohranja povezanost z njo, zmanjSuje tesnobnost starSev in spodbuja, krepi separacijo in
individualizacijo otroka.

Popolnoma nasprotna situacija pa se pojavi, ko v druzini prevladuje centripetalna
sila (Stierlin, 1988) — druzina z modaliteto izrinitve sili otroka v pred¢asno in omejeno
avtonomijo. Otrokove vezi lojalnosti druzini in custvene navezanosti do starSev so §ib-
ke. Pogosto se zdi, da pomenijo otroci starSem breme in so prepusceni sami sebi. V tem
primeru ima vzgojiteljica pomembno funkcijo kompenzacije otrokovega primanjkljaja
izkazovanja pozornosti in naklonjenosti. Pri tovrstnih nepovezanih druzinah vzgojite-
ljica vstopa kot nadomestni povezovalni element, ki na eni strani starSe spodbuja k ve-
¢jemu Custvenemu izrazanju naklonjenosti otroku, jih krepi v njihovemu podozivljanju
otrokovih uspehov, prepoznavanja njegovih zelja in potreb. Po drugi strani pa se osre-
dotoca na aktivno podporo otroku, ki potrebuje celostno sprejemanje, dvig samosposto-
vanja ter spremembo njegovega (prej pogosto negativnega) samovrednotenja.
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3.2 Vioge druzinskih clanov

Druga razvojna naloga druzine je ohranjanje stabilnosti in odprtost za spreminjanje
vlog druzinskih ¢lanov (Tomori, 1994). Avtorica meni, da mora vloga, ki jo ima vsak
¢lan v druzini, v kateri se osebnostno razvija, posamezniku dajati dovolj moznosti, da
prek izkuSenj v njej dopolnjuje svojo realno samopodobo, ki naj bi bila ¢im bolj v skla-
du z njegovo dejansko naravo in znacilnostmi okolja, katerega del je (prav tam).

Vlogo vsakega c¢lana druzine dolo¢ajo hkrati mnogi splo$ni in osebni dejavniki.
Poleg spola in posameznikove starosti dolocajo druzinsko vlogo tudi osebnostne znacil-
nosti in potrebe druzinskega ¢lana (Kvisto, Welsh, Darling in Culpepper, 2015). Dejstvo
je, da ima vsak ¢lan druzine svojo vlogo in v izpolnjevanju te zadosca pricakovanjem
sebe in drugih, slednje izpolnjevanje pa povratno Se dodatno utrjuje njegovo vlogo v
druzini. Torej mnogo bolj kot “uradno pozicijo” druzinskega ¢lana (npr. mati, oce, se-
stra, brat, h¢i, sin) posameznik prevzema vsebinski koncept vloge v obliki pricakovanj
in predstav, Custvenih vsebin, kulturnih meril, socialnih navad in ekonomske organi-
zacije druzine, postavljene v neko okolje. Vloga predstavlja predvsem in najprej jedro
¢ustvenih odnosov v druzini, saj jo oznacujejo mnoga intimna in s ¢ustvi nabita dozi-
vljanja. Tako na primer otrok od oceta in matere pricakuje oporo, sprejemanje in razu-
mevanje, moz ima do zene drugacna Custvena pricakovanja, kot jih ima mati do h¢erke
ipd. Pogosto zato oseba ni nosilec zgolj ene vloge, gotovo pa vse pomenijo pomemben
delcek sestavljanke posameznikove lastne samopodobe.

Funkcionalne druzine tvorijo Clani, ki se zavedajo lastnih vlog in so zahteve teh
ponotranjili. Izpolnjevanje zahtev, ki jih okolje pripisuje posameznim vlogam, je fleksi-
bilno in spontano, saj je koncept vloge posameznik Ze integriral v lastno samopodobo
in tako svoje potrebe in pricakovanja uskladil s potrebami in pri¢akovanji druzine in
okolja. Druzina uravnava delovanje druzinskih ¢lanov pri izpolnjevanju njihovih vlog
preko t.i. druzinskih kod (Sameroff, 2009). Avtor meni (prav tam), da tako kot kulturne
kode uravnavajo vedenje posameznika na nacin, da se integrira v druzbo, tako druzinske
kode usmerjajo razvoj druzinskega ¢lana tako, da pomembno ne odstopa od delovanja
druzine, opravlja svoje naloge s ciljem oblikovati trdno in koherentno druzinsko sku-
pino. Podobno navaja tudi Minuchin (1985), ki pravi, da ti procesi samouravnotezenja
pomenijo obliko druzinskega prilagajanja na zunanje vplive. Ko pa tovrstni druzinski
vzorci delovanja vsebujejo samoohranitvene cikle, stereotipne resitve, rigidno aplika-
cijo pravil in netolerantnost na spremembe, lahko pomenijo izhodisc¢e za nefunkcional-
nost druzine (Sroufe, 1989). V nefunkcionalnih druzinah tako proces regulacije druzin-
skih ¢lanov preko oblikovanja druzinskih vlog lahko vsebuje neprilagojeno vedenje, ki
pomeni neustrezen nacin ohranjanja druzinskega sistema. Najpogosteje je to prisotno
v druzinah, kjer medgeneracijske meje niso jasno postavljene in posledi¢no postanejo
otroci nosilci zadovoljevanja (Custvenih in drugih) potreb starSev (Sroufe, 1989).

Prepoznavanje vlog druzinskih ¢lanov je lahko druga pomembna vstopna tocka
vzgojiteljice, ki krepi ustrezno delovanje druzine. V okviru razlicnega sodelovanja s
star$i (skupnih srec¢anj, pogovornih ur ipd.) lahko vzgojiteljica prepozna osnovne ele-
mente delitve nalog v druzini in jih vkljucuje v svoje delo z otrokom. Preko pogovora s
starsi lahko identificira klju¢ne naloge, ki jih v druzini prevzema otrok in starSe strokov-
no usmerja k upostevanju razvojnega vidika dolocanja nalog posameznim druzinskim
¢lanom. Pri tem je nujna visoka strokovna razvojno-psiholoSka usposobljenost vzgoji-



Dr: Sonja Cotar Konrad: Vloga vzgojiteljice pri opolnomocenju funkcionalnosti druzine... 75

teljice, da pozna in razume, Cesa je otrok Ze zmozen in Cesa ne, kaksne zahteve lahko
predenj postavljajo starSi in katere zahteve so za otroka psiholosko breme. Strokov-
no usmerjanje starSev pri delitvi ali prerazporeditvi druzinskih vlog lahko pomembno
vpliva in sodoloc¢a funkcionalnost druzine in ji pomaga pri prehajanju z ene na drugo
razvojno nalogo v druzinskem Zzivljenjskem ciklu.

3.3 Custva v druzini

Druzina naj bi pomagala druzinskemu ¢lanu, da bi znal prisluhniti svojim ¢ustvom,
jih sprejemati in izrazati na nacin, ki je tudi za druge razumljiv in sprejemljiv. Ob tem
se otrok nauci tudi vzivljati se v ¢ustva drugih, ¢ustva razumeti, upostevati in jih spo-
Stovati. Druzina je prostor, kjer otrok dozivlja prve Custvene stiske, tesnobo, skrbi in
bojazni, v druzini dozivlja prve izgube, ob tem pa naj bi bil prav tu delezen tudi opore
in pomoc¢i ob premagovanju teh stisk (Tomori, 1994). Le s pomocjo in oporo, predvsem
pa z opazovanjem modelov — starSev se bo otrok lahko naucil, kako v stiskah ravnati,
kako jih resevati in obvladovati. Funkcionalna druzina otroka sprejema v celoti — torej
tudi v njemu lastnem nacinu Custvovanja. Vsak odziv druzine na njegovo Custvovanje
ima zanj poseben vpliv na razumevanje, kako lahko posameznik vrednoti lastna Custva
in jih sprejema. Le z “odobravanjem” druZine se bo zmogel ceniti tudi sam, z naklonje-
nostjo sprejemati svoje dozivljanje ter si ga dovoliti jasno in odkrito izrazati v odnosih
z drugimi (Cotar Konrad, 2005).

Druzine se na izrazanje Custev odzivajo zelo razlicno. Tomorijeva (1994, 58) pravi,
da jih lahko “slisijo, jih sprejemajo kot pomemben del osebnosti vsakega od njih, ali pa
jih preslisijo, zanikajo, jih razumejo napacno, odklonijo ali kaznujejo”. Z izrazanjem
Custev so lahko v mnogih druzinah povezani razli¢ni tabuji. V nekaterih druzinah je
kakrsno koli pretirano izrazanje Custev “prepovedano”, v drugih pa se morebiti prepo-
veduje zgolj izrazanje nekaterih Custev. V obeh primerih lahko govorimo o nefunkcio-
nalnosti druzine. Dejstvo je namrec, da vsako omejevanje izrazanja custvovanja, najsi
gre za pozitivna ali negativna Custva, otroka navaja, da ze zgodaj v otroStvu Custva v
sebi dusi, jih skriva in zanika. Ob dozivljanju tabuiziranega razpoloZenja, ki ga mora za-
drzevati, otrok razvija obcutja krivde in posledi¢no tako naravnanost ponese tudi izven
primarne druzine. Osnovno izkustvo, ki ga otrok potrebuje, namrec je, da so njegova
custva sprejemljiva, mozna in razumljena. To pa lahko druzina in vrtec ponudita z obli-
kovanjem kvalitetne Custvene klime v skupini, kjer se otrok nahaja — doma ali v vrtcu.

Zavedajoc¢ se dejstva, da je takoj za druzino sama sekundarni model ucenja Custve-
ne izraznosti otroka (Cotar Konrad in Kukanja Gabrijel¢i¢, 2014), lahko vzgojiteljica
pomembno pripomore h kvalitetnemu Custvenemu razvoju otroka in posledi¢no ustre-
zne Custvene klime v druzini nasploh. Vzgojiteljica lahko pristopa k otroku individual-
no, da ga uéi prepoznavanja, poimenovanja in nadzorovanja izrazanja lastnih custvenih
stanj ali pa deluje po “atmosferskem pristopu”. To pomeni, da lahko v skupini zavestno
oblikuje specifi¢no vzdusje, prepleta razlicna kompleksna obcutja, ubesedi vrednotenje
posameznega dogodka, krepi Custveno soodvisnost otrok v skupini in hkrati dopusca
otrokovo specifiéno dozivljanje dogajanja v skupini (ve¢ v Cotar Konrad in Kukanja
Gabrijelcic, 2014).
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3.4 Sposobnost sobivanja v skupnosti in z njo

Pomembna naloga funkcionalne druzine je skozi proces socializacije oblikovati
otrokovo osebnost do te mere, da se nauci in zmore zaziveti v skupnosti. Funkcionalna
druzina omogoca otroku, da v razli¢nih odnosih z drugimi ¢lani druzine in prek izku-
Senj z njimi uri svoje sposobnosti za prevzemanje odgovornosti, sprejemanje in dajanje
opore drugim, za prilagajanje svojih potreb in tezenj potrebam in teznjam drugih ljudi,
za vodenje in podrejanje, za sporoCanje o sebi in sprejemanje izrazov drugega ¢loveka.
Na ta nacin se otrok uci pripadati vecji skupnosti in usklajuje zunanja druzbena merila
z osebnimi potrebami ter se zmore ustrezno prilagoditi zunanjim okolis¢inam nasploh.
Caginovi¢ Vogrin¢iceva (1998) meni, da naj bi proces primarne socializacije druzine
potekal skozi tri modifikacije otrokovega sveta:

o prva ali osebna modifikacija: gre za to, da otrok prek odnosa do starSev
ali pomembnih drugih spoznava svet, njegove znacilnosti in se prek tega
primarnega odnosa (najpogosteje najprej z materjo, kasneje tudi z oce-
tom ali ostalimi druzinskimi ¢lani) nauci temeljnega zaupanja v okolje;
to pomeni osnovo za iniciativnost, raziskovanje, uéenje in pridobivanje
izkusenj ter razvoj kot tak v celoti;

0O druga ali modifikacija za druzbo: gre za to, da se otrok nauci razvijati
osebnost in vse tehnike, spretnosti in znanje, ki jih bo potreboval na poti
soocanja z zahtevami druzbe in pri vras¢anju vanjo;

O tretja ali modifikacija za druzino: gre za spreminjanje, ki izpostavlja, da
je socializacija kot taka vedno najprej socializacija za druzino. Zajemala
naj bi otrokovo spoznavanje in ponotranjanje vlog druzinskih ¢lanov in
njegove lastne vloge. Prav slednja pa pomeni pomemben element pri kon-
struiranju njegove osebne identitete.

Vzgojiteljica pri tej razvojni nalogi gotovo lahko mocno vstopa v druzinsko delo-
vanje. Lahko predstavlja nosilko modifikacije otroka za druzbo, pri cemer lahko najprej
starSem nudi strokovno pomo¢ pri vzgoji in hkrati omogoca varen in diskreten prostor,
kjer starsi lahko govorijo o svojih vzgojnih tezavah in nemoci. Nadalje pa se zaveda
pomembnosti pri tem, da je otroku zgled za konstruktivno soocanje s konflikti, strpno
komunikacijo, sodelovanje z vrstniki. Vzgojiteljiin odziv na izraZene socialne potrebe
krepi njegovo socialno samopodobo, izboljSuje njegove socialne spretnosti in samo-
vrednotenje pri delovanju v skupini vrstnikov. Na osnovi zdravega samovrednotenja si
otrok krepi samoiniciativo, pot k samostojnosti in ustvarjalnosti na mnogih podrocjih
svojega razvoja.

3.5 Komunikacija v druzini

V druzini se posameznik nauci izrazanja sebe in razvija komunikacijske spretnosti,
ki jih potrebuje za razvijanje odnosov in stikov z drugimi tudi zunaj druzinskih meja
(Tomori, 1994). Znacilnosti digitalnega ali analognega komuniciranja v druzini se tesno
povezujejo s strukturo in medsebojnimi odnosi v druzini. Neredko se otroka dotakne
neverbalna konotacija besede, Se preden besedo sploh razume, saj je ton izgovorjenih
besed, pogled, ocesni stik, mimika obraza — torej nebesedni del sporocila — pogosteje
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moénej§i element komunikacije kot pa zgolj vsebinski, verbalni del besedila. Se pose-
bej je analogna komunikacija pomembna ob sporo¢anju Custvenih vsebin, ob izrazanju
Custev in upovedovanju dozivetega. Pri komunikaciji v druzini lahko posredno raz-
beremo tudi druzinske medosebne odnose. Mnogi drobni, na videz nepomembni ko-
munikacijski dogodki in navade, ki veljajo v druzini, pricajo o kvaliteti navezanosti,
razdaljah med ¢lani druzine, o medsebojnem spostovanju in upostevanju. Posledi¢no
zato Tomorijeva (1994) poudarja, da komunikacija ne samo opisuje, temvec tudi doloca
odnose v druzini.

Kot zadnja vstopna tocka, kjer lahko v okviru razvojnih nalog vzgojiteljica po-
membno opolnomoci delovanje druzine, je prav druzinska komunikacija. Iz dolgotraj-
nejSega kontinuiranega opazovanja interakcij med starsi in otrokom vzgojiteljica lahko
prepoznava druzinske komunikacijske mreze (Haley, 1978; Ledbetter in Beck, 2014;
Minuchin, 1974), torej razbira, koliko, kako in s kom otrok navadno komunicira, kaj
mu sporoca in katerih informacij je tudi sam delezen. S parafraziranjem, interpretacijo
in razjasnjevanjem komunikacije med otrokom in starsi lahko vstopa v morebitne ne-
ucinkovite komunikacijske vzorce. StarSe in otroka spodbuja k aktivnemu poslusanju
ter k jasni in ucinkoviti ubeseditvi svojih obcutij, dozivetij in zelja. Vzgojiteljica kot
zgled strpnega ucinkovitega pogovora otroku in starSem lahko ponudi moznosti uc¢enja
pravilnih komunikacijskih vzorcev, prilagojenih otrokovi razvojni stopnji in njegovim
razvojnim potrebam.

4 Sklep

Vzgojiteljica se pri svojem delu danes srecuje z otrokom in njegovo druzino, dru-
gacno v zahtevah, tezavah in pricakovanjih, pogosto nemocno pri opravljanju svojih ra-
zvojnih nalog in zmedeno pri iskanju svojega vzgojnega nacina in poslanstva. V okviru
tega nekatere druzine zadovoljivo opravljajo svoje naloge in skusajo kot funkcionalna
druzina oblikovati odnose, ki otroku dajejo moznosti, da pridobiva izku$nje zaupanja,
kvalitetne navezanosti in varnosti, kar ga opogumlja pri raziskovanju in vraséanju v
skupnost SirSega okolja. Funkcionalna druzina z ustreznim (Custvenim) odzivanjem in
delovanjem otroku omogoca razvoj visokega samospostovanja, samozaupanja in zrele
osebnosti svojih druzinskih ¢lanov. Po drugi strani pa razvojnopsiholosko nefunkcional-
na druzina, ki je v svojih odzivih toga ali neprilagodljiva, pomeni groznjo za delovanje
druzinskih ¢lanov: njihove potrebe ali niso prepoznane ali niso zadovoljene. V obeh pri-
merih si morajo ¢lani tovrstnih druzin “zdravo” okolje poiskati izven nje, pri cemer se
izjemno pomembna kompenzacijska naloga vsaj delno prenese na vzgojiteljico. Slednja
lahko znotraj vsaj petih v prispevku omenjenih vstopnih toc¢k uravnotezi pomanjkanje
druzinske funkcionalnosti ter strokovno krepi in opolnomoca druzino nasploh. Pomem-
ben kvalitetni premik druzine k njeni ve¢ji funkcionalnosti pa lahko naredi zgolj visoko
strokovno usposobljena vzgojiteljica, ki pozna zakonitosti druzinskega razvojnega cikla
in razume razvojnopsiholoske znacilnosti delovanja druzinske skupine. K temu bi lahko
bistveno pripomogla vzpostavitev sistemati¢nega vsezivljenjskega izobrazevanja vzgo-
jiteljic s podrocja druzinske psihologije, Cesar doslej v ponudbi Kataloga programov na-
daljnjega izobrazevanja in usposabljanja strokovnih delavcev v vzgoji in izobrazevanju
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(MSS) ni mo¢ najti. Menimo namreg, da le usposobljena in strokovno moé¢no podko-
vana vzgojiteljica, ki vlaga v svoj profesionalni razvoj na mnogih specifiénih podroc¢jih
dela z otroki, lahko ustrezno sodeluje z druzino. Zgolj vzgojiteljice na osnovi lastnega
druzinskega delovanja in refleksije svoje poklicne vizije (Stemberger in Cencié, 2015)
morejo nuditi strokovno ustrezno oporo druzini pri njenem razvoju. Vendar pa zaradi
pomanjkanja strokovnega pristopa k temu vprasanju ocenjujemo, da se v praksi pogosto
kaze prav nasprotno: vzgojiteljice se zaradi prepuscenosti lastni iznajdljivosti v pristo-
panju k druzinam tega lotevajo predvsem instinktivno, na osnovi subjektivnih, pogosto
napacnih implicitnih spoznanj, predsodkov in stereotipov. S tem druZinam namesto po-
moci pri njenem razvoju pogosto prinasajo predvsem dodatno obremenitev.

Sonja Cotar Konrad, PhD

The role of preschool teachers in empowering the functionality
of families of preschool children

When speaking about the cooperation between kindergartens and parents today, most
often we come across a set of formal and informal forms and ways of working with pa-
rents, which primarily means meeting and informing parents about the functioning of the
institution and the progress of the child. However, considering the fact that the educatio-
nal institution with its requirements toward the child and parents in the pre-school period
significantly interferes with family activities, we consider that as a professional institution
it could simultaneously also significantly contribute to strengthening and empowering
the family along its development path. When we talk about a family that performs its
tasks in an appropriate way and effectively, the term “‘functional family” (Ballard, 2012;
O ‘Donnell, 1987; Tomori, 1994) is the most commonly used. This means a family that
functionally performs its own developmental tasks. In the article, we present five areas of
the developmental tasks of a functional family (adopted by Tomori, 1994):
the formation of attachment and development of (self)trust;
the definition of family roles;
the typical dealing of the family with emotions;
the ability of the family to live in and with the community;
the characteristics of communication within the family.

O ooogao

Within the framework of the first developmental task of creating attachment and
development of (self)trust, a family should give its members the opportunity to develop
confidence in themselves and others, thus helping them to build an appropriate value re-
lationship towards themselves, the others and the world. Consequently, this means that
the family should form an environment in which a child learns to establish important
emotional relationships with others while at the same time developing closeness with
them as well as the mutual differentiation between family members. However, the level
of autonomy of the child is of paramount importance when the child enters kindergar-
ten. The teacher s role in this is to promote the corresponding independence of family
life and at the same time to strengthen their cohesion.
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The second developmental task of the family is to maintain stability and openness
Jfor the changing of family members 'roles (Tomori, 1994). Much more than the “official
position” of a family member, the role primarily and initially represents the core of
emotional relationships in the family, as it is characterized by many intimate and emo-
tional family experiences. By recognizing the roles of family members, the educator can
recognize the basic elements of the division of tasks within the family and include them
in her/his work with the child, while with the possibility of expert guidance of parents in
the developmental psychologically appropriate division of roles importantly co-deter-
mining the functionality of the family.

Within the framework of the third developmental task of the family, the family's
characteristic treatment of emotions, the educator can recognize the possibilities of in-
fluencing the child’s experience, expression and understanding of feelings. Being awa-
re of the fact that immediately after the family itself, she/he represents the secondary
model of learning the emotional expression of the child, the educator can significantly
contribute to the quality development of the child s emotions, teaching him/her to reco-
gnize and regulate emotional expression. This is of particular importance in the child’s
experience of possible “taboo” moods which, according to the patterns of action of the
non-functional family, must be held back, hidden, etc. The basic emotional experience
that the child needs is that his/her emotions are acceptable, possible and understanda-
ble, whereby the functioning according to the appropriate model of the educator is of
great compensatory significance.

The fourth task of a functional family is to shape, through the process of socia-
lization, the child’s personality to the point of learning to and being able to live in a
community. A functional family enables a child to learn, in different relationships with
other family members and through experience with them, the ability to take responsi-
bility, accept and give support to others, to adapt his/her needs and aspirations to the
needs and aspirations of others, to guide and subordinate, to communicate about him-/
herself and accept the terms of another person. In this way, a child learns to belong
to a larger community and coordinates external social criteria with personal needs in
order to adapt accordingly to external circumstances in general. In this developmental
task, the educator can certainly enter the family activities significantly, whereby she/
he can provide the parents with expertly assisted education in the first place, while at
the same time also providing a safe and discreet space where parents can talk about
their educational problems and helplessness. Knowing this, she/he can serve the child
as an example for constructive confrontation with conflicts, tolerant communication,
cooperation with peers, etc. In this way, she/he strengthens the social self-image of
the child, improves his/her social skills and improves the childs self-evaluation when
acting within a group of peers.

The fifth developmental task of the family, family communication, also means the
possibility for a teacher to significantly empower the family. From a prolonged conti-
nuous observation of interactions between the parents and the child, the educator can
recognize family communication networks, thus understanding how, to what extent, and
with whom the child usually communicates, what he/she is communicating and what in-
formation he/she is receiving. By paraphrasing, interpreting and clarifying communica-
tion between the child and the parents, the educator can enter into possible ineffective
communication patterns. She/he encourages the parents and the child to actively listen
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and to clearly and effectively convey their feelings, experiences and wishes. As a model
of a tolerant and effective conversation, the educator can offer the child and the parents
the opportunities for learning proper communication patterns tailored to the child’s
developmental stage and his/her developmental needs.

The aforementioned developmental tasks of the family are presented in the paper
as the so-called entry points through which the educator has the opportunity to enter
the family. Through continuous observation, conversation, openness and affiliate ori-
entation, the preschool teacher can provide important support to the functionality of
the family and consequently strengthen the child’s psychosocial development. There
are five “entry points” that we have based on the developmental tasks of the functional
family of a preschool child (adapted by Tomori, 1994), which represent five psycholo-
gical moments enabling better work with families. By doing so, we are trying to change
the current perception of cooperation between kindergarten and families, replacing the
focus from the involvement of the family in the kindergarten to the question of how the
kindergarten can enter the family in such a way as to scaffold the latter to maintain
their intimacy and integrity. We believe that the goal of cooperation between kindergar-
tens and families today should primarily include relieving and empowering the fami-
lies in order to be able to carry out their developmental socio-psychological tasks and
consequently offer a better quality of environment for the development of their family
members. But the presented approach of cooperation with families is possible only on
the basis of highly qualified and sensitized professional staff. The latter, of course, also
requires the State to systematically and continuously plan the thematic psychological
training of pedagogical workers.
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POVZETEK — V raziskavi smo analizirali znacilnosti
besednjaka ucencev z lazjo motnjo v dusevnem razvo-
Ju (LMDR) pri pripovedovanju zgodbe, in sicer glede
na starost. V vzorec smo zajeli 60 ucencev z LMDR,
starih od 7 do 9 let, vkljucenih v osnovno Solo s pri-
lagojenim programom. Uporabili smo preizkus s pri-
povedovanjem zgodbe Zabji kralj. Rezultati raziskave
kazejo bistveno boljse rezultate pri starejsi skupini.
Poglobljena analiza besednjaka kaze, da lahko pri-
Cakujemo v prvih letih Solanja porast besednjaka
zlasti s polnopomenskimi besedami, in sicer z glagoli
in samostalniskimi besedami. Med nepolnopomen-
skimi besedami lahko pri¢akujemo vecji porast rabe
predlogov. Primerjava dosezkov ucencev z LMDR z
normami vrstnikov s tipicnim razvojem kaze manjse
odstopanje pri mlajsi skupini. Rezultati raziskave
razkrivajo znacilnosti besednjaka ucencev z LMDR
in pomagajo logopedom, uciteljem, specialnim pe-
dagogom in svetovalnim delavcem pri ugotavljanju
profila ucencev kot osnove za nacrtovanje intervencij,
s katerimi lahko spodbujamo razvoj besednjaka.
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ABSTRACT — The research analyses the characteris-
tics of the storytelling vocabulary of pupils with mild
intellectual disabilities (MID), considering their age.
The sample consists of 60 pupils with MID, aged 7 to 9,
who attend a special school. The child s vocabulary is
assessed using a storytelling test. The research results
reveal a considerable progress with the older group.
The in-depth vocabulary analysis indicates that an in-
creased use of vocabulary is expected in the first years
of schooling, particularly relative to lexical words,
namely verbs and noun phrases. With grammatical
words, a high increase of prepositions can be expected.
The vocabulary comparison between the younger and
the older groups of pupils with MID and their peers
with typical development shows a minor deviation of
the younger group. The research results reveal the vo-
cabulary characteristics of the pupils with MID and
can provide insights for speech therapists, teachers,
special education teachers and education counsellors
when considering individual profiles taken as a basis
for designing intervention programmes.

Razvoj besednjaka je proces pridobivanja novih besed, ki se uporabljajo v vsako-
dnevnem zivljenju, in predstavlja vitalno komponento ucenja vsakega jezika. Ucenci
se na splosno ucijo besed na razli¢ne nacine in z razli¢no hitrostjo, kar pomeni, da je
iz diagnosti¢ne in raziskovalne perspektive smiselno preuciti strategije ucenja besed in
analizirati njihovo rabo v razli¢nih kontekstih (Erkaya in Drower, 2012).

Razvoj jezikovnih sposobnosti je odvisen od stevilnih dejavnikov, vklju¢no z inte-
lektualnimi zmoznostmi otrok (Memisevic in Hadzi¢, 2013; Ratner, 2005; Rosenberg
in Abbeduto, 1993), njihovimi motori¢nimi spretnostmi (Houwen, Visser, Van der Put-
ten in Vlaskamp, 2016) in domacim okoljem ter izkusnjami, kulturnimi pricakovanji
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in jezikovnimi modeli, zaradi Cesar se otroci razli¢no odzivajo na razli¢ne pristope in
intervencijske programe (Weiser, 2013).

Otroci z lazjo motnjo v duSevnem razvoju (v nadaljevanju LMDR) predstavljajo
glede na posamezne vidike govornega razvoja heterogeno skupino, pri cemer dejavniki,
ki to heterogenost oblikujejo, niso vedno enaki (Kaat van den Os idr., 2016). Verbalne
sposobnosti otrok z LMDR so mnogo manj razvite od neverbalnih, kar kaze na naravno
Sibkost njihovih govorno-jezikovnih sposobnosti (Smole, 2004). Kasnitev v jezikov-
nem razvoju je znacilna za vse otroke z intelektualnimi primanjkljaji (Pranji¢, Farago
in Arapovi¢, 2016; Bleszynski, 2014), saj le-ti vplivajo na sposobnost kategorizacije
predmetov, na generalizacijske sposobnosti, spomin in na razvoj drugih sposobnosti, ki
posledi¢no ovirajo leksikalni razvoj (Matos idr., 2015; Schuit idr., 2011). Obratno lahko
tudi jezikovni primanjkljaji vplivajo na kognitivni razvoj, saj posamezniku Sele besede
in povedi omogocajo kompleksne misli (Buckley idr., 2006).

Besednjak se tesno povezuje s pismenostjo, ki pomembno vpliva na Stevilna podro-
¢ja posameznikovega delovanja, vkljucno s socialnim podro¢jem, zdravstvenim var-
stvom in moZnostmi zaposlovanja. Za osebe z LMDR je ta vpliv Se ve¢ji (Maiorano in
Hughes, 2016), saj se obseg besednjaka reciprocno povezuje s koli¢ino branja (Filippi-
ni, Gerber in Leafstedt, 2012). Druzina ob uporabi strategij za spodbujanje jezikovnega
razvoja in pismenosti pomembno prispeva k otrokovemu napredku na teh podrocjih
(Ricci, 2011a, Riccei, 2011b; Dale idr., 1996). Kot uspesni so se izkazali zlasti interven-
cijski programi interaktivnega branja, ki prispevajo k otrokovi aktivnejsi udelezbi pri
dejavnostih druzinske pismenosti (Ricci, 2011a).

Ker ucenci z intelektualnimi primanjkljaji zaradi Sibke pozornosti pogosto ne za-
znajo trenutne aktivnosti, zaradi Sibkih spominskih funkcij si tezje priklicejo pretekle
dogodke, razvijejo manj strategij ucenja besed in imajo posledi¢no SibkejSe besedisce
(Baker, Simmons in Kameenui, 1995). Pri pouku se kazejo poskusi vkljucitve multi-
senzornega pristopa v pripovedovanje zgodb, saj so zgodbe ucinkovito sredstvo po-
sredovanja informacij, vir zabave in nudijo socialni kontekst (Young idr., 2011). Pri-
povedovanje zgodb je vecini otrok poznana in prijetna aktivnost, zaradi ¢esar so med
pripovedovanjem pogosto manj zadrzani kot med preizkuSanjem z lestvicami sploSnega
govornega razvoja.

2 Namen empiri¢ne raziskave

Razvoj besednjaka se pri osebah z intelektualnimi primanjkljaji obravnava zelo
redko. Razlog za to je lahko raznolikost dejavnikov, ki povzrocajo razvojne nepra-
vilnosti, ali pa heterogenost simptomov, ki so ob lazjih intelektualnih primanjkljajih
multifaktorski (Bteszynski, 2016). Tudi v Sloveniji primanjkuje sodobnih raziskav s
podrocja analize besednjaka pri otrocih z LMDR. Ta raziskava skusa zapolniti to vrzel,
saj boljse poznavanje znacilnosti besednjaka otrok z LMDR predstavlja temelj inter-
vencijskih programov za spodbujanje njegovega razvoja, saj vpliva tudi na opismenje-
vanje, akademske dosezke in opolnomocenje oseb z MDR pri doseganju ekonomske in
socialne neodvisnosti.
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Namen raziskave je analizirati znacilnosti besednjaka ucencev z LMDR pri pri-
povedovanju zgodb, in sicer glede na starost, ter primerjati dosezke mlajSe in starejSe
skupine teh ucencev z besednjakom njihovih vrstnikov s tipi¢nim razvojem.

3 Metodologija

3.1 Raziskovalne metode

Raziskava temelji na deskriptivno-analiti¢ni in kavzalno-neeksperimentalni metodi
empiri¢nega pedagoskega raziskovanja. Raziskovalni pristop je kvantitativen.

3.2 Raziskovalni vzorec

V neslucajnostni, priloznostni vzorec je bilo vklju¢enih 60 uc¢encev z LMDR, starih
od 7 do 9 let. Vsi ucenci izhajajo iz podobnega socialnega okolja, bili so usmerjeni v
prilagojeni program z nizjim izobrazbenim standardom in obiskujejo eno izmed osnov-
nih Sol s prilagojenim programom na podrocju SV Slovenije. Podatki o IQ (50-70) so
bili zbrani iz osebnih datotek udelezencev.

V vzorec je bil zajet enak odstotek ucencev po spolu in starosti, razporejeni pa so
bili v dve starostni skupini. V prvi je bilo 30 uc¢encev z LMDR, starih 7 let, in sicer 15
(50%) deklic in 15 (50 %) deckov, v drugi pa tudi 30 u¢encev z LMDR, starih 9 let; tudi
tu je bilo 15 (50%) deklic in 15 (50 %) deckov.

Pridobili smo soglasje ucencev za sodelovanje v raziskavi in dovoljenje njihovih
starSev.

3.3 Instrument in zbiranje podatkov

Za analizo besednjaka smo uporabili Preizkus pripovedovanja zgodb (Marjanovic
Umek idr., 2011), ki se uporablja za ocenjevanje pragmati¢nih zmoznosti od 6 do 9 let
starih otrok za pripovedovanje zgodbe po pripravljenih normah. S testom ocenjujemo
besednjak in slovni¢no ter vsebinsko strukturo pripovedovanja zgodbe.

Pearsonovkoli¢nik povezanostimed dosezkije 0,99 (95 %1Z: 0,98 < p < 1,00), kolic-
nik intraklasne povezanosti za absolutno ujemanje je 0,98 (95 % 1Z: 0,97 <ICC < 0,99).
Koli¢nik zanesljivosti o za 8 let staro skupino otrok znasa 0,88, pri vseh starostnih
skupinah otrok (6, 7 in 8) pa znasa nad 0,80. Povezanost med skupnim dosezkom in
kriterijem s popravkom za nepopolno zanesljivost je 0,82 (brez popravka je povezanost
za 0,01 nizja), kar potrjuje veljavnost preizkusa (Marjanovi¢ Umek idr., 2011).

Napisano zgodbo otroka smo ovrednotili na listu z odgovori. Ocenjevanje otroko-
vega pripovedovanja zgodbe je potekalo na podlagi kazalnikov, ki ustrezajo spremen-
ljivkam v tej raziskavi.
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Odvisno spremenljivko predstavlja besednjak, ki zajema Stevilo razli¢nih besed. Za
isto besedo smo upostevali tudi razli¢ne oblike iste besede, npr. pomanjsevalnice.

3.4 Postopki obdelave podatkov

Za preucevanje razlik v aritmeti¢nih sredinah besednjaka vsake starostne skupine
smo uporabili t-test za neodvisna vzorca. Za preverjanje predpostavke o homogenosti
varianc smo uporabili F-preizkus in Levenov preizkus. Normalnost porazdelitev rezul-
tatov smo ugotavljali s koeficientom asimetrije in koeficientom sploscenosti.

4 Rezultati

V prvem koraku raziskave smo preucili besednjak mlajse in starejSe skupine otrok
z LMDR po Preizkusu pripovedovanja zgodb (tabela 1), cemur je sledila poglobljena
analiza rabe posameznih besednih vrst (tabela 2). Besednjak otrok z LMDR smo nato
primerjali z besednjakom tipi¢nih vrstnikov (tabeli 3 in 4).

Rezultati so pokazali, da se nekatere spremenljivke ne distribuirajo normalno in da
so posamezni sklopi spremenljivk razli¢no ovrednoteni ter zato med seboj neprimerlji-
vi, zato so vse spremenljivke normalizirane.

Tabela I:Besednjak 7-letnikov in 9-letnikov z LMDR pri pripovedovanju zgodbe

Odvisna spremenljivka | Starost| N | M SD F—test—.analzza P t §2
variance

Besednjak — stevilo 7 30 | 2,30 | 0,753
razli¢nih besed 9 30 | 3,69 | 0,686

0,030 0,864 | 7,462 | 0,000

Povprecno $tevilo razli¢nih besed otrok z LMDR ima vrednost 3 (tabela 1).

Rezultati kazejo, da obstajajo statisticno pomembne razlike med povpre¢nima vre-
dnostma besednjaka skupine 7-letnikov (M = 2,30), in skupine 9-letnikov (M = 3,69),
(p = 10,000, p <0,05).

Rezultati (tabela 2) kazejo, da so 9-letniki pri pripovedovanju uporabili ve¢ raz-
liénih besed kot 7-letniki, pri ¢emer so uporabili predvsem ve¢ razli¢nih polnopomen-
skih besed, in sicer najvec¢ glagolov (M = 3,60), samostalniskih besed (M = 3,59) in
prislovov (M = 3,58). Izmed nepolnopomenskih besed so uporabili najvec¢ predlogov
(M =3,47). Obratno pa so 7-letniki pri pripovedovanju uporabili predvsem ve¢ razlic-
nih nepolnopomenskih besed, in sicer najvec veznikov (M = 2,76), ¢lenkov (M = 2,64),
medmetov (M = 2,56) in predlogov (M = 2,53).
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Tabela 2: Raba besednih vrst 7-letnikov in 9-letnikov z LMDR pri pripovedovanju zgodbe

Besedne vrste Starost | N Min Max M SD
7 30 1,41 5,84 2,40 0,834
Razliéne samostalniske besede 9 30 1,93 5,33 3,59 0,773
b3 60 1,41 5,84 3,00 1,000
7 30 1,50 3,99 2,38 0,719
Razli¢ne pridevniske besede 9 30 2,33 5,64 3,16 0,858
2 60 1,50 5,64 3,00 1,000
7 30 0,78 4,42 2,39 0,908
Razli¢ni glagoli 9 30 2,26 4,65 3,60 0,679
2 60 0,78 4,65 3,00 1,000
7 30 1,23 4,13 2,44 0,790
Razli¢ni prislovi 9 30 1,55 5,09 3,58 0,853
) 60 1,23 5,09 3,00 1,000
7 30 1,12 4,30 2,53 0,713
Razliéni predlogi 9 30 1,65 5,88 3,47 1,036
) 60 1,12 5,88 3,00 1,000
7 30 1,83 4,28 2,64 0,829
Razli¢ni ¢lenki 9 30 1,83 5,91 3,36 1,043
)y 60 1,83 5,91 3,00 1,000
7 30 2,38 3,60 2,56 0,396
Razli¢ni medmeti 9 30 2,38 6,64 3,43 1,217
)y 60 2,38 6,64 3,00 1,000
7 30 1,44 5,94 2,76 1,026
Razli¢ni vezniki 9 30 1,44 5,30 3,24 0,931
)y 60 1,44 5,94 3,00 1,000

Najvecja razlika med skupinama se kaze pri rabi glagolov, kjer dosegajo 7-letniki
M = 2,39, 9-letniki pa M = 3,6. Obe skupini imata najslabse povprecje pri rabi pridev-
niskih besed (M (7 let) = 2,38, M (9 let) = 3,16).

Tabela 3: Odstopanje otrok z LMDR od tipi¢nih otrok v besednjaku pri pripovedovanju

zgodbe
Odvisna spremenljivka | Starost N M SD Standardna napaka M
. . 7 let 30 4,92 0,753 0,137
Razlike v besednjaku
9 let 30 5,32 0,686 0,125
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1zid t-testa neodvisnih vzorcev v razlikah dosezkov med 7 letniki z LMDR in nor-
mami za njihove tipi¢ne vrstnike ter 9 letniki z LMDR in normami za njihove tipi¢ne
vrstnike pri besednjaku

Tabela 4: Odstopanje otrok z LMDR od tipi¢nih otrok v besednjaku pri pripovedovanju

zgodbe
Levenov
test enakosti T-test enakosti povprecij
Odvisne . varianc
.. Enakost varianc —
spremenljivke Si vrednost rostorske statisticna
F-test (g). t-testa ];to‘ nie df znacilnost Sig.
P Py (2-tailed)
predpostavljene 2107 53 0.039
Razlike v enake variance ’ ’
besednjaku | enake variance niso 0,030 | 0,864
. -2,107 57,49 0,039
predpostavljene

Razlika v besednjaku med 7-letniki z LMDR in tipi¢nimi 7-letniki (tabela 3 in ta-
bela 4) je manjsa (M = 4,92) kot razlika med 9-letniki z LMDR in tipi¢nimi 9-letniki
(M =5,32), (p =0,039, p <0,05), kar pomeni, da mlajsi otroci z LMDR manj odstopajo
v besednjaku od enako starih otrok s tipicnim razvojem kot starejsi otroci z LMDR od
enako starih otrok s tipiénim razvojem.

5 Interpretacija

Statisticno pomembne razlike med povprecnima vrednostma besednjaka skupine
7-letnikov in 9-letnikov (tabela 1) lahko pojasnimo z znac¢ilnostmi spoznavnega razvoja
in z obseznejSimi izku$njami in priloznostmi starejSe skupine za razvoj besednjaka v
SirSem in ozjem socialnem okolju. Pomembno je, da Solsko okolje in star$i razsirjajo
otrokove izjave, mu postavljajo vprasanja, ga poslusajo, spodbujajo v komunikacijskih
izmenjavah in v simbolni igri ter ga izpostavljajo otroski literaturi in glasnemu branju
(Marjanovi¢ Umek idr., 2006). K rabi jezika v razli¢nih funkcijah in k uporabi vec-
besednih izjav spodbuja tudi spontana otroska igra z vrstniki in ve¢ komunikacijskih
polozajev doma in v Soli (Zrimsek, 2003).

Bteszynski (2016) razume obdobje med 7. in 9. letom pri osebah z LMDR kot po-
memben mejnik v jezikovnem razvoju. V spoznavnem razvoju otrok tipi¢ne populacije
se pri sedmih letih pojavi pomemben prehod od predoperativne faze razvoja misljenja
(od 2. do 7. leta) do faze konkretnih operacij oziroma konkretne operativne faze (od 7.
do 9. leta), ki je kljucna za obvladovanje govora (Smole, 2004). Ker je spoznavni ra-
zvoj otrok z LMDR zakasnel, se tudi ta prehod pojavi kasneje, s ¢imer lahko razlozimo
mnogo boljsi dosezek starejSe skupine. Vecina otrok z LMDR ostaja tudi ne glede na
kronolosko starost v fazi konkretnih logi¢nih operacij, pri cemer se te faze zamaknejo
za leto ali dve (Smole, 2004).
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Rezultati 7-letnikov in 9-letnikov z LMDR pri uporabi posameznih besednih vrst
(tabela 2) kazejo vecji in kvalitativno bogatejsi besednjak 9-letnikov. Starejsa skupina
je uporabila predvsem ve¢ razlicnih polnopomenskih besed, in sicer najve¢ glagolov in
samostalniskih besed. Izmed nepolnopomenskih besed so uporabili najvec¢ predlogov.
Obratno pa so 7-letniki pri pripovedovanju uporabili predvsem vec razli¢nih nepolnopo-
menskih besed, in sicer najvec¢ veznikov, ¢lenkov, medmetov in predlogov.

Pri interpretaciji teh razlik moramo upostevati, da so 7-letniki uporabili bistveno
manj besed kot starejSa skupina. Pri pregledu tvorjenja zgodbe je bilo v mlajsi skupini
uporabljenih veliko masil in neuspesnih poskusov tvorjenja pravilnih povedi. Uporabili
so veliko nepolnopomenskih besed, s katerimi pa niso zajeli bistva dogajanja 0z. opisa
predlozene slike.

Obe skupini imata najslabSe povprec¢je pri uporabi razli¢nih pridevniskih besed,
kar pomeni, da pri pripovedovanju uporabljata skromnejsi besednjak za poimenovanje
lastnosti, vrste, svojine in koli¢ine prvin. Najvecja razlika med skupinama se kaze pri
rabi glagolov, iz Cesar sklepamo, da je starejSa skupina opisala ve¢ stanj, dejanj, do-
gajanj, obstajanj, zaznavanj, spreminjanj in razmerij do dejanj. Rezultati se ujemajo z
ugotovitvami Bleszynskega (2016), ki je pri preverjanju rabe posameznih besednih vrst
pri uéencih z LMDR v prvih treh razredih osnovne $ole prav tako ugotovil pogosto rabo
glagolov in samostalniskih besed.

Polnopomenske besede so mnogo konkretnejse in pogosteje uporabljene v vsako-
dnevni komunikaciji, zaradi ¢esar jih otroci z LMDR tudi lazje prikli¢ejo. Poleg tega
pa otroci z LMDR uporabljajo preprostejSe stavéne strukture kot otroci s tipicnim ra-
zvojem (Murfett in Powell, 2009), zaradi Cesar se v rezultatih kaze najmanjsa razlika
med skupinama pri rabi razliénih veznikov. Tudi Owens (2004) ugotavlja, da otroci z
MDR redkeje uporabljajo pridevnike in prislove, medtem ko so besede s konkretnim
pomenom uporabljene pogosteje.

Primerjava besednjaka u¢encev z LMDR in besednjaka vrstnikov s tipi¢nim razvo-
jem (tabela 3 in tabela 4) je pokazala vecje odstopanje starejSe skupine, kar se ujema z
ugotovitvijo Smoleta (2004), da intakten spoznavni razvoj tipi¢nim vrstnikom omogoca
vse vi§je nivoje abstrakcije, razvoj kakovostnejsih strategij pomnjenja in ucnih strategij,
kar vpliva na razvijanje kompleksne in dobro povezane pojmovne mreze, zaradi ¢esar
se besednjak otrok tipi¢ne populacije vse bolj oddaljuje od besednjaka otrok z LMDR.
Zaradi kasnitve spoznavnega razvoja lahko pri¢akujemo vse vecje razlike v besednjaku
med otroki z LMDR in tipi¢nimi vrstniki, zlasti po 11. letu starosti, ko slednji dosezejo
fazo formalnih operacij, v kateri so sposobni logi¢nega sklepanja ter hipoteticnega in
abstraktnega razmisljanja (prav tam).

Otroci z LMDR imajo tezave na podrocju organiziranja strategij in uporabljajo kon-
kretnejSe koncepte, kar vpliva na otrokovo sposobnost pridobivanja novega besedisca,
razlikovanja novih besed od Ze usvojenih in na priklic besed. Ker morajo biti besedi-
$Ce, skladenjska in semanti¢na pravila shranjeni na nacin, ki omogoca takojsnji priklic
(Owens, 2004), je smiselno razvijati povezave med besedami z intervencijskimi progra-
mi, ki usmerjajo pozornost na morfoloske in semanti¢ne odnose (Filippini idr., 2012).
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6 Sklep

Rezultati kazejo, da 9-letniki pri pripovedovanju uporabljajo vec razlicnih besed
glede na skupno Sstevilo besed kot 7-letniki, vendar poglobljena analiza besednjaka
kaze, da lahko v prvih letih Solanja pricakujemo porast besednjaka, zlasti polnopomen-
skih besed — glagolov in samostalniskih besed. Najmanjsa razlika med skupinama je
bila ugotovljena pri rabi nepolnopomenskih besed — razli¢nih veznikov, iz ¢esar sledi,
da v prvi triadi Solanja ne moremo pri¢akovati bistvenega porasta uporabe kompleksnih
stavénih struktur.

Primerjava obsega besednjaka mlajSe in starejSe skupine z LMDR z besednjakom
tipi¢nih vrstnikov kaze, da se razlike med otroki z LMDR in tipi¢nimi vrstniki s staro-
stjo vecajo, saj intelektualni primanjkljaji ovirajo tudi leksikalni razvoj.

Analiza otrokovega besednjaka pri pripovedovanju zgodbe lahko sluzi za spre-
mljanje razvoja njegovega besednjaka in kot dodatna ocena pri interpretaciji otroko-
vega dosezka na splosnih lestvicah govornega razvoja. Rezultati raziskave so razkrili
znacilnosti besednjaka u¢encev z LMDR in pomagajo logopedom, uciteljem, special-
nim pedagogom in svetovalnim delavcem pri nacrtovanju intervencij, s katerimi lahko
spodbujamo razvoj besednjaka in posledi¢no vplivamo na u¢no uspesnost in kakovost
socialnih interakcij.

Rezultati raziskave izpostavljajo nujnost razumevanja SirSega konteksta besednja-
ka pri izbiri intervencijskih programov za spodbujanje njegovega razvoja. V osnovnih
Solah s prilagojenim programom lahko opazimo primere, ki zajemajo specialne peda-
goske dejavnosti in ucinkovite metodicno-didakti¢ne pristope za spodbujanje razvoja
besednjaka ucencev z LMDR (Bryant, Goodwin, Bryant, Higgins, 2000).

Raziskave so pokazale, da je za uc¢inkovitejSe Sirjenje besednjaka pri u¢encih pripo-
roc¢ljivo kombinirati ve¢ nacinov. Sedita (2005) spodbuja ucitelje k uporabi informacij
o definiciji besed in sobesedilnih informacij o besednem pomenu, s ¢imer spodbujajo
otrokovo aktivno sodelovanje pri Sirjenju besednjaka in ponujajo bolj smiselne infor-
macije o besedah. Razvoj besednjaka je mogoce spodbuditi tudi s pogostim branjem
razli¢nih Zzanrov, z uciteljem kot modelom dobrega govorca, ki uporablja zborni jezik
in govori razlo¢no, z razlago pomena besed in razli¢nimi nacini ucenja besed. Sodobni
pristopi vkljucujejo tudi uporabo interaktivnih didakti¢nih iger, aplikacij in racunalni-
Sko podprtega poucevanja.

Zaradi pomena spodbudnega druzinskega okolja pri razvoju besedisca je treba k
aktivnemu sodelovanju spodbuditi tudi starSe ter dvigniti druzinsko pismenost, in sicer
z branjem knjig, z dostopnostjo knjiznega gradiva v domacem okolju in z obiski knji-
znic (Ricci, 2011b).

Omejitve raziskave so: nereprezentativnost zaradi majhnega vzorca, moznost su-
bjektivne presoje zaradi avtorjeve vkljucenosti v testiranje otrok in izkljucitev drugih
pripomockov za analizo besednjaka. Prav tako uporabljeni model raziskave ni prilago-
jen otrokom z LMDR.

Predstavljena raziskava je odgovorila le na nekaj vprasanj v zvezi z razvojem be-
sedi$¢a otrok z LMDR. V nadaljnjih raziskavah bi s pove€anjem Stevila vkljuc¢enih v
pripovedovanje zgodbe lahko prisli do normiranja besednjaka, znacilnega za toliko sta-
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re otroke z LMDR. Prav tako bi bilo smiselno preverjati besednjak starej$ih ucencev z
LMDR in primerjati dosezke. Z dlje trajajoco raziskavo bi lahko zelo natan¢no ocenili,
kako razvoj besednjaka vpliva na druga otrokova razvojna podrocja in koliko prispeva
k razvoju njegove pragmaticne zmoznosti ter kako uporabljeni intervencijski progami
za uCenje besednjaka vplivajo na njegov razvoj.

Mateja Sile, MA, Majda Schmidt Krajnc, PhD

The storytelling vocabulary of pupils with mild
intellectual disabilities

Vocabulary development is a process of obtaining new words, which are used in
everyday life and present a vital component of learning any language.

Vocabulary is closely connected to literacy, which has an important impact on sev-
eral areas of an individual, including social area, health care and the possibility of
employment. For people with MID, this effect is even greater (Maiorano and Hughes,
2016), since there is a reciprocal relationship between the amount of reading and the
vocabulary (Filippini et al., 2012). With strategies for encouraging language develop-
ment and literacy, family influence on a child’s progress in these areas is significant
(Ricci, 2011a;, Ricci, 2011b; Dale, Crain Thoreson et al., 1996). The intervention pro-
grammes of interactive reading appeared to be particularly successful, as they contrib-
ute to the child’s active participation in family literacy activities (Ricci, 2011a).

Research of vocabulary development in people with MID is rarely undertaken. This
may be due to the diversity of the factors causing abnormalities in the development, as
well as the heterogeneity of symptoms, which in the case of MID are considered mul-
tifactorial (Bleszynski, 2016). In Slovenia, there is a lack of contemporary research on
vocabulary analysis regarding children with MID. This research seeks to fill the gap by
providing a better understanding of the vocabulary characteristics in children with MID
as the basis for providing intervention programmes encouraging their development,
which consequently influences literacy, academic achievements and empowerment of
persons with MID through which they can achieve economic and social independence.

The purpose of this study is to examine the differences between different age groups
in the storytelling vocabulary of pupils with MID. Moreover, the achievements of the
younger and the older group of pupils with MID will be compared to the vocabulary of
their peers with typical development.

60 pupils with MID, aged between 7 and 9, were included in a non-random and pur-
posive sample. All pupils lived in a similar social environment and attended an adjusted
programme with lower educational standard in the northeastern part of Slovenia. The
10 data (50-70) were drawn from the participants’personal files. This sample included
the same percentage of pupils regarding age and gender, divided in two age groups. The
first group included 30 pupils with MID, aged 7, namely 15 girls (50%) and 15 boys
(50%). The other group included 30 pupils with MID, aged 9, namely 15 girls (50 %)
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and 15 boys (50 %,). The children's affirmative agreement to participate in the research
and the permission of their parents was obtained.

The child’s vocabulary was assessed with the Illustrations of the Frog King
(Marjanovi¢ Umek et. al., 2011) Storytelling Test, which measures three criteria of chil-
dren’s stories: vocabulary, grammatical structure and content structure of stories. The
test is in use for assessing pragmatic storytelling abilities of pupils aged between 6 and
9 according to the norms for children with typical development.

A dependent variable is presented by the vocabulary that covers a number of differ-
ent words. For the same word, different forms and diminutives were taken into account.

In the first step of the study, we examined the vocabulary of the younger and the
older group of children with MID using the storytelling test, followed by an in-depth
analysis of the use of individual word classes. The vocabulary of the children with MID
was then compared with the vocabulary of the typical peers.

Statistically significant differences between the average values of the vocabulary
between the 7-year-olds and the 9-year-olds (Table 1) can be explained by the charac-
teristics of cognitive development and with the extensive experiences and opportunities
of the older group to develop vocabulary in the wider and narrower social environ-
ment. It is important that the school environment and parents disseminate children’s
statements, ask children questions, listen to them, encourage them in communication
exchanges and symbolic play, and expose them to children's literature and loud reading
(Marjanovi¢ Umek et al., 2006).

Bleszynski (2016) understands the period between the seventh and the ninth year of
people with MID as an important milestone in the language development. At the age of
7, in the children’s cognitive development of typical population, a significant transition
from the pre-operative stage of development of thinking (from the second to the seventh
year) to the stage of concrete operations or concrete operational stage (from the seventh
to the ninth year) appears, which is crucial for speech management (Smole, 2004). Due
to delayed cognitive development of children with MID, this transition also occurs later,
which can explain better achievements of the older group. According to the chrono-
logical age, the most children with MID remain in the frame of the concrete operational
phase, while these developmental phases postpone for a year or two (Smole, 2004).

The results of the 7- and the 9-year-olds with MID in the use of individual word
classes (Table 2) show larger and qualitatively richer vocabulary of the 9-year-olds.
The older group used mostly several diverse lexical words, most of them verbs and
noun phrases. Most of the prepositions have been used among the grammatical words.
Inversely, during storytelling, the 7-year-olds used mostly diverse grammatical words,
most of them conjunctions, particles, interjections and prepositions. When interpreting
these differences, we must take into account that the 7-year-olds used significantly few-
er words than the older group. During the story formation review of the younger group,
many fillers and unsuccessful attempts of forming correct sentences were made, using
many grammatical words, which did not include the point of an action or a description
of the submitted image.

Both groups have the lowest average of using diverse words in adjective phrases,
which means that during storytelling more modest vocabulary for naming character-
istics, class, possession and quantity of elements is used. The greatest difference be-
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tween the groups is reflected in the verbs’ use. We can conclude that the older group
described several situations, actions, events, existences, perceptions, changes and at-
titudes towards actions regarding storytelling. The results coincide with the findings
of Bleszynski (2016), who also found a frequent use of verbs and noun phrases in the
verification of the use of individual word classes by pupils with MID in the first three
grades of primary school. Lexical words are much more specific and more commonly
used in everyday communication, which makes it easier for children with MID to recall.
In addition, children with MID use simpler sentence structures than children with typi-
cal development (Murfett and Powell, 2009), which results in the smallest difference be-
tween the groups regarding the use of different conjunctions. Owens (2004) also notes
that children with MID rarely use adjectives and adverbs, while words with concrete
meaning are used frequently.

The vocabulary comparison between children with MID and their peers with typical
development showed increased deviation of the older group, which is consistent with Smole
(2004). He claims that intact cognitive development of typical peers enables all higher lev-
els of abstraction, development of superior cognitive and learning strategies, which influ-
ence the development of complex and well-connected conceptual networks. Consequently,
the vocabulary of children of typical population increasingly differs from the vocabulary
of children with MID. Due to the delay of cognitive development, we can expect growing
differences in vocabulary between children with MID and typical peers, especially after
the age of 11 years, when they reach the last stage of formal operations, in which they are
capable of logical deduction, hypothetical and abstract thinking (Ibid, 2004).

Children with MID have problems in organizing strategies. They use more concrete
concepts, which affect a child’s ability to acquire new vocabulary, to distinguish new
words from those already adopted and to recall words. Since the vocabulary, syntax and
semantic rules have to be stored in a manner that allows instant recall (Owens, 2004), it
makes sense to develop links between words that focus attention on the morphological
and semantic relations with the intervention programmes (Filippini et al., 2012).

The results from the research highlight the necessity of understanding the wider
context of vocabulary when providing intervention programmes to promote its develop-
ment. In primary schools with adjusted programme, examples of good practices can be
observed, which include special pedagogical activities and effective methodological-
didactic approaches to promote the vocabulary development of pupils with MID (Bry-
ant et al., 2003). Sedita (2005) encourages teachers to adopt strategies that include
both definition information and contextual information about word meaning, involve
children actively in word learning and provide multiple exposures to meaningful infor-
mation about words. Furthermore, research-based components for effective vocabulary
instruction include reading widely (a variety of types and genres of reading selections),
teacher-modelled high-quality targeted oral language, being word conscious (speak
well), teaching word meaning and teaching word-learning strategies. Contemporary
approaches include also the use of interactive didactic games, applications and com-
puter-assisted instruction. Due to the importance of a stimulating family environment in
the development of vocabulary, it is also necessary to encourage active participation of
parents and to promote family literacy through book reading activities, child’s exposure
to book materials in the home environment and visiting libraries (Ricci, 2011b).
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POVZETEK — Vlada veliko zanimanje za uvedbo
informacijske tehnologije v poucevanje. Poraja se
vprasanje, ¢e so dijaki pripravijeni na taksno obliko
ucenja in ce predstavlja enako pomembno alternativo
tradicionalnemu ucnemu pristopu. Z uporabo kvan-
titativnega empiricnega pristopa zelimo izpostaviti
stalisca in poglede dijakov na rabo izobrazevalne
tehnologije v procesu ucenja tujega jezika. V skladu
z raziskovalnimi cilji so rezultati pokazali, da ima
vecina dijakov osnovno znanje digitalne pismenosti.
Vecina uspesno uporablja racunalniske aplikacije in
pogosto uporablja mobilne aplikacije za ucenje tujih
Jezikov, predvsem doma (za dokoncanje domace na-
loge ali za doseganje boljsih ocen). Raziskava je po-
kazala, da vecina dijakov sprejema moznost “ucenja
preko interneta”. Le majhen delez anketiranih dija-
kov je imel predhodne izkusnje s taksno vrsto izobra-
Zevalne vsebine. Kar se tice povezave med zunanjimi
dejavniki in stalisci do rabe tehnologije ter pogledi
na klasicno poucevanje, je raziskava pokazala, da so
bili zunanji dejavniki statisticno pomembno povezani
le s pogledi na klasicno poucevanje.
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ABSTRACT — There is a great interest for implementa-
tion of information technology in teaching. The ques-
tion arises whether students are ready for this type of
learning, and whether it represents an equally impor-
tant alternative to the traditional teaching approach.
Through a quantitative empirical approach we would
like to highlight the students’ attitudes and their percep-
tions of the use of educational technology in the process
of learning a foreign language. Pursuing the research
goals, the results showed that most students have a ba-
sic user level of digital literacy; the majority of students
successfully use software applications and commonly
use mobile applications to learn foreign languages,
mostly at home (to complete their homework and to get
better grades). The research showed that most students
accept the possibility of adopting “learning via the In-
ternet”. Only a small proportion of surveyed students
had previous experience with this type of educational
content. As far as the connection between externality
and attitudes towards the use of technology and the per-
ception of classical teaching is concerned, the research
shows that externality was significantly connected only
with the perception of classical teaching.

Use of media is unavoidable in everyday life; the same goes for the teaching profes-
sion. We can speak of the use of media in instruction only when the means of material
reproduction and curriculum material become information holders and intermediators
for instruction (Dohmen, 1976). Media use in the teaching process occurs in several
forms. It is used as work equipment and a teaching aid, as well as a tool or a curricu-
lum unit. This specifically means that students are learning with the help of the media,
either individually or in groups. It also means that teachers are planning their lessons
for students to use technology in a self-inquiry-based manner, and that students express
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their creativity by producing technology-based lesson outcomes, while learning about
new technology.

Considering these advantages of technology use, it is necessary to speak about
digital logic and algorithmic thinking (which takes place with the use of media as a
teaching subject) (Dohmen, 2001). It is important to explore how to enable students to
incorporate the use of media and new technologies for educational purposes, especially
in the process of learning a foreign language. Besides teaching principles, styles and
methods, the quality of students’ learning depends on the motivation of a teacher and
students. The use of different instructional and learning methods is important in build-
ing students’ skills and assures their mastery of the concepts (European educational
tradition has been led by the premise of “pedagogy of success for all”). Furthermore,
the problem of “stagnant knowledge”, which is usually recognized and disapproved of
in our educational system, cannot be solved with a continued use of the old-fashioned,
lecture-style teaching, which students find dull and boring.

In Croatia, the number of IB schools (International Baccalaureate — www.ibo.org)
is increasing; they have better student achievement results, because they implement
high-quality educational programs. According to IB, learning rests on the constructivist
learning theory elaborated in this paper. Instead of textbooks, the IB school teachers use
various concepts and guidelines for student evaluation, which are linearly and vertically
connected through the years of learning and an interdisciplinary approach. The evalua-
tion is based on “descriptors’ and levels of achievement, with the use of formative and
summative assessments. Digital media is interesting to the new-age students, and is
close to their “way of thinking”; hence the students are referred to as “digital natives”,
fluent “speakers” and digital technology users (Issing, 1975, p. 9). Such digital interest
and literacy can be a great tool for moving towards “higher” learning levels — compre-
hension, implementation, analysis, synthesis and self-evaluation.

A good example of the successful use of technology in teaching is on-line education
that relies on the use of technology, including different forms of multimedia learning,
especially in learning a foreign language. Verduin and Clark (1991) define on-line edu-
cation with the following elements: a) temporal and spatial separation of students and
teachers during most of the educational process of using educational media (Internet,
etc.), for the purpose of connecting students and teachers and for presenting educational
content; b) providing two-way communication between students and teachers, institu-
tions or organizations which conduct education; and c¢) the emphasis on students mas-
tering the concepts at their own pace. There are currently 30 different courseware tools
available on the market, and some of the most popular are: WebCT (Web Course Tools),
TopClass, Lotus Learning Space and Webfuse.

2 Methodology

Due to the fact that technology is the main medium for transmission of educational
content, to make the teaching process more successful it is necessary for students and
teachers to be familiar with the use of technology (Schuemer, 1993). In the past few years,
there has been a great interest in the implementation of information technology in teach-
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ing. The question is whether students are ready for this type of learning, and whether it
represents an equally important alternative to the traditional teaching approach.

The goal of the research was to give answers to the following goals:

O to examine students’ habits about their computer and Internet use;

O to examine students’ attitudes toward the use of technology in the process
of learning a foreign language;

O to examine students’ perception of multimedia language learning and of
the traditional teaching approach; and

o to identify the relationship between externality and attitudes toward the
use of technology in learning a foreign language.

One hundred and twelve freshmen and sophomore vocational students participated
in this survey, from the following fields: hospitality and tourism school (N = 47), elec-
trical engineers (N =31) and auto-mechanics (N = 34). This profile of students was
chosen because they are potential media and technology users, especially in the area of
learning a foreign language.

The survey was conducted during German and Italian language classes, in the
2016/2017 school year, from March 12 to June 14, at the Blaz Jurjev Trogiranin High
School.

The survey questionnaire was composed of several units. The first part of the ques-
tionnaire recorded students’ opinions on different variables related to various multime-
dia foreign language learning tools. An original Likert-type scale was used with the fol-
lowing scale: 1 — strongly disagree, 2 — mostly disagree, 3 — neither agree nor disagree,
4 — mostly agree, 5 — strongly agree.

The second part of the questionnaire contained a self-assessment of personal experi-
ence with using “multimedia in learning a foreign language” vs the traditional teaching
approach. In order to collect data about their attitude toward different teaching methods,
after the introduction students were asked to answer opinion questions about the use
of multimedia in learning a foreign language; about the advantages and disadvantages
of this approach compared to traditional teaching; and if they would be willing to use
educational content via the Internet.

A semantic differential method was used in the third part of the questionnaire. Un-
der each default term were a couple of adjectives, and between them numbers from 0
to 3, where numbers 1, 2 and 3 indicated the degree to which the adjective describes
the default term. For each pair of adjectives, students had to choose one adjective that
best described the default term, and circle the one degree number that best described the
adjective of the concept. If students thought that both adjectives in a pair described the
concept equally well, they circled a zero. Based on data analysis, 44 testing attributes
were selected, with the use of the following criteria:

o only the statements that clearly expressed a positive or a negative attitude
toward the use of multimedia in foreign language learning were taken into
consideration;

o the statements considered included the categories of students’ answers,
including their general ideas about the advantages and disadvantages of
multimedia use in foreign language learning; and



98 Didactica Slovenica — Pedagoska obzorja (1, 2018)

o an equal amount of positive and negative opinion statements was taken
into consideration. While constructing the semantic differential, the em-
phasis was on covering the evaluation factor, potency factor and activity
factor.

The collected data were analyzed in the SPSS program package. The reliability
analysis used a Cronbach’s alpha coefficient of 0.93. Cramer’s correlation coefficient
was used for correlation.

3 Results

A review of students’ answers about different aspects of the use of computers and
the Internet, and their willingness to accept multimedia language learning as a way to
gain understanding of a new educational content as well as improve their digital com-
petence is provided in Table 1.

Table 1. Students’ level of digital competence

Computer skills Number of students
Don’t know how to use computers 16
Basic user level 23
Advanced user level 41
Administrative user level 32
Total 112

Table 1 indicates that 41 students (M = 0.47, SD = 0.54) have an advanced level
of digital competence and a statistically significant correlation was obtained (Kendall’s
Tau =-0.362). Students with a higher level of digital competence prefer to use techno-
logy as an auxiliary tool for learning a foreign language, in contrast with students who
have the lowest level of digital competence.

Table 2. Students’ purpose of using multimedia

Purpose of multimedia use Number of students
Sending and receiving e-mails 16
Entertainment 46
Gathering information related to the foreign language lesson activities 29

(homework, etc.) in order to get a higher grade and complete homework

Gathering other information 21
Total 112
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Table 2 indicates that 46 students (M = 0.37, SD = 0.44) cited entertainment as the
main purpose for using technology and only 29 students (or 25 %) used multimedia as a
way to gather information related to the lesson or to complete homework. A statistically
significant correlation (Kendall’s Tau =—-0.342) was obtained, although students who
use multimedia as an auxiliary tool preferred combined classes, rather than the traditi-
onal teaching approach.

Table 3.Review of satisfaction with multimedia foreign language learning

Satisfaction with multimedia 1 2 3 4 5 6 7 8

The pleasure of learning 1.00 {0.30*| 0.40 |0.19%|0.50* | 0.06 [0.31* | 0.03

Trust in education technology
(software for foreign language 0.49*| 1.00 | 0.66 |0.18* [0.35*% | —-0.11 | 0.35* | -0.07
e-learning, e.g. Duolingo and Babbel)

Note: *p <0.01

Correlations showed that there is a link between the already acquired level of di-
gital competence and satisfaction with multimedia foreign language learning (r = 0.88,
p <0.05). While there is no significant correlation among boys, among girls the corre-
lation is clear (r = 0.43, p < 0.05).

Table 4. Students’ preference for a teaching approach

Answer Number of students
Yes 41

Yes, but in combination with the traditional teaching process (e.g.

smartboards, various software programs, mobile applications, etc.) 63
No 8
Total 112

Table 4 shows that 41 students (M = 0.37, SD = 0.74) prefer combined classes over
the traditional teaching approach, which is also confirmed by the data in Tables 2 and
3. It can be concluded that students who are savvier with the use of multimedia foreign
language learning prefer combined classes with the multimedia used as an extra tool,
with smartboards and mobile applications being mentioned the most.

The results presented in Table 5 show the relationship between vocational school
and preference for technology use. The results indicate that 67 % of hospitality and
tourism school students have a high level of computer literacy, while 31 % of electrical
engineers and auto-mechanics showed advanced computer skills. In addition, electrical
engineers believe that they are successfully using the Internet. A slightly smaller per-
centage of auto-mechanics shows the same level of efficiency in the use of software
tools and mobile applications for foreign language learning. Auto-mechanics and elec-
trical engineers most frequently use multimedia applications for the purpose of on-line
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communication (64 %), entertainment (75 %), collecting various information (36 %),
collecting information related to foreign language class activities (11 %), and collecting
other information (4 %).

Table 5. Relationship between vocational school and preference for technology use

Relationship x df P [ p
Hospitality and tourism school
considering computer literacy and 83.31 1 <0.01 —0.43 <0.01

successful use of the Internet
Electrical engineering school
considering computer literacy and 55.17 2 <0.01 -0.35 <0.01
successful use of the Internet
Auto-mechanics school
considering computer literacy and 41.23 1 <0.01 0.33 <0.01
successful use of the Internet

Analysis of the differences in attitudes, considering some of the habits related to
computer skills and the use of multimedia applications, showed that there are differen-
ces in attitudes toward multimedia learning concerning computer skills, successful use
of the Internet, and the frequency of access. The results are shown in Table 6.

Table 6. Difference in attitudes considering habits related to computer skills and the use

of multimedia
Variable t df p
Computer skills 2.256 458 0.02
Success in using the Internet 3.012 458 <0.01
Frequency of Internet access 5.144 6 0.01
Location of Internet access 2.535 458 0.01
Purpose of Internet use 0.928 2 0.43

Table 6 indicates that students with advanced technology skills have a more posi-
tive attitude toward multimedia language learning (M = 41.6) when compared to the
participants with a lower level of computer skills (M = 44.1). Similar results were ob-
tained with regard to the success of the use of Internet services. Those students who
successfully use all Internet services have a more positive attitude toward multimedia
language learning (M = 41.9) than the participants with a lower level of digital com-
petence (M =39.1). An analysis of variability showed that there are differences in the
attitude toward the frequency of Internet access. Scheffe’s test showed that there is a
statistically significant difference in the attitude of participants who access the Internet
on a daily basis (M = 32.9) when compared to those who access it several times a week
(M = 44.9) and those who access it even less often (M = 39.0).
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In order to test a relationship between attitude and willingness to adopt a multi-
media lesson in a foreign language, we used Kendall’s Tau coefficient. The Kendall’s
Tau coefficient is —0.319 (p <0.01). However, it can be concluded that the attitude is
in correlation with the willingness to adopt a multimedia lesson in a foreign language,
i.e. a more positive attitude means greater willingness. The relationship between experi-
ence in using multimedia in learning a foreign language and attitude toward multimedia
was also tested. A small, but statistically significant correlation was obtained (Kend-
all’s Tau =—0.127; p < 0.01). This means that students who have experience in learning
through multimedia also have a more positive attitude about it. The method of semantic
differential was used to test the perception of using multimedia in learning a foreign lan-
guage and the use of the classical teaching approach. Students’ assessments are presented
on a scale of 1 to 7, where 1 signifies a negative perception and 7 signifies a positive per-
ception. A comparison of the results for each rated term showed that students perceived
classical education more positively (M =97.2; 6 = 12.7) than the use of multimedia in
learning a foreign language (M = 65.8; 6 = 12.2) (t =—4.245; df =439; p < 0.01).

In order to obtain a more detailed insight into the perception of the given concepts,
we compared the assessments. It turned out that all the differences were statistically sig-
nificant at the level of p < 0.05, except the differences in ratings on the scale “pleasant-
unpleasant” (t=-1.239, df =439; p > 0.05). Regarding the relationship between the
perception of multimedia foreign language learning and its approval, a statistically sig-
nificant correlation was obtained (Kendall’s Tau = —0.362), where students who would
be willing to adopt educational content through multimedia have a more positive per-
ception of it. On the other hand, a greater willingness to accept multimedia learning of
a foreign language is related to a more negative perception of classical education (Ken-
dall’s Tau = 0.254). It was also shown that there is no significant correlation between
externalization and the perception of multimedia foreign language learning (r = 0.045,
p > 0.05) in contrast to the correlation between externalization and the perception of
classical education, which is statistically significant (r =-0.125, p <0.05), but quite
small. The relationship between accepting the acquisition of educational content via
the Internet and externalization was not statistically significant (Kendall’s Tau = 0.010,
p>0.05).

4 Discussion and conclusion

LT3

Digital media, interesting and close to students’ “way of thinking” can be a great
tool for moving towards “higher” learning levels — comprehension, implementation,
analysis, synthesis and evaluation (self-evaluation). The research conducted encourages
us to think about the future learning outcomes of multimedia foreign language learning.
O Media should have an affirmative function. The media is there for children and

adults’ interests, not vice versa. More intensive development of media education has

to be adopted in schools.
o0 Educational results have to be clearly defined.

o What is important is the development of reflective critical thinking among students,
and vocational training for school employees.
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o It is important to develop communication in schools and among families about me-
dia content.

o Itis necessary to analyze instructional ways to use the media among students, but also
to answer the question what the media is used for (e.g. for doing homework, etc.).

o Itis necessary to classify media by type and purpose (television, print media, audio-
visual, electronic, etc.).

0o Teamwork and media workshops where parents would be invited to participate to-
gether with their children are also recommended.

o Itis important to become aware of the fact that the relationship between school and
media can be changed by the use of certain media content.

o It is advisable to integrate precisely defined learning outcomes in advance for the
development of media education (Moser, 2000; 2007).

The results showed that when it comes to students’ habits, computer skills and
Internet use, most of the students have a basic level of media literacy. Furthermore,
most of the students know how to use software applications. The study also showed that
students most commonly use the mobile applications Duolingo and Babbel for foreign
language learning, because they think that they can get higher grades that way. Most
students would accept the use of educational content through multimedia. It was also
shown that there is a statistically significant relationship between externality and the
perception of classical teaching. Regarding the relationship between the perception of
multimedia foreign language learning and its approval, a statistically significant cor-
relation was obtained (Kendall’s Tau =—0.362). This means that students who would
be willing to adopt educational content through multimedia have a more positive per-
ception of it. On the other hand, a greater willingness to accept multimedia foreign
language learning is related to a more negative perception of classical education (Ken-
dall’s Tau=0.254). It can be concluded that attitude is in correlation with the possibility
of accepting a foreign language lesson through multimedia, i.e. the more positive the
attitude, the greater the willingness to accept multimedia. However, they prefer classical
education, while educational technology is only used as an “extra tool”, mostly because
they think that it would help them solve homework easier and faster. This paper shows
that 67 % of hospitality and tourism students have a high level of media literacy. Unlike
them, 31% of electrical engineering and auto-mechanics students showed advanced
computer skills. Educational technology should not be seen primarily as a technical
tool but as an esthetic and symbolic material for self-expression and communication.
Although some complain that knowledge, which is adopted and mediated through elec-
tronic media, lacks consistency, homogeneity and permanence, it is attractive to stu-
dents. The reasons are simple: attractive visual information, dynamic forms, and active
and interactive communication.
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POVZETEK — Cilj raziskave je bil Studente peda-
goskih smeri razvrstiti v homogene skupine glede na
njihova pedagoska prepricanja in ugotoviti, ali se te
skupine Studentov med seboj pomembno razlikujejo v
SVoji zavzetosti za poucevanje in notranji motivaciji za
poucevanje. V raziskavo smo vkljucili 214 Studentov
prvega letnika pedagoskih smeri magistrskega studija
na Filozofski fakulteti Univerze v Ljubljani. S klastrsko
analizo smo identificirali tri locene skupine Studentov.
Glede na optimizem do ucencev in optimizem do ucite-
ljev, ki je izrazen v pedagoskih prepricanjih Studentov v
skupini, smo skupine poimenovali: “optimisticna-opti-
misticna”, “pesimisticna-optimisticna” in “optimisti-
¢na-pesimisticna”. Rezultati so pokazali, da je opti-
mizem do ucencev pozitivno povezan z zavzetostjo za
poucevanje in notranjo motivacijo za poucevanje.

1 Introduction
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ABSTRACT — The aim of this study was to identify ho-
mogenous groups of teacher education students based
on their pedagogical belief profiles and to determine
whether those groups differed significantly with re-
gard to their commitment to teaching and intrinsic
teaching motivation. The study included 214 first-year
master s level students who were enrolled in different
two-year teacher education programs at the University
of Ljubljana's Faculty of Arts. A cluster analysis was
performed, and three distinct groups of students were
identified, named according to their levels of optimism
towards students and optimism towards teachers, as
expressed in their pedagogical beliefs: “optimistic-
optimistic”, “pessimistic-optimistic”, and “optimistic-
pessimistic”. The findings indicate that optimism to-
wards students is positively related to commitment to
teaching and intrinsic teaching motivation.

There is a plethora of research in the field of teacher education. Its main purpose is

to better understand teacher education students and facilitate their professional devel-
opment in the practice of teaching. For this reason, many studies in the field of teacher
education focus on different aspects of teacher education students’ teaching motivation
(e.g. intrinsic and extrinsic teaching motivation, commitment to teaching), as “quality
education cannot be achieved without teachers, who are motivated, enthusiastic, and
truly committed to their students’ education and to the teaching profession” (Heinz,
2015, p. 259).

Nevertheless, even though it is highly significant, teaching motivation is not the
only factor that influences teacher education students’ preparation for their professional
role; one must not overlook the importance of teacher education students’ beliefs about
learning, teaching and other different aspects of their future profession. It is a fact that
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as teacher education students begin their initial teacher training, they have already had
numerous years of experience in classrooms. Even though this vast experience comes
from the time when they were in the role of learners, it has most certainly formed their
beliefs about the role of teachers, even before they get the first opportunity to teach;
as Pajares (1992) noted, teachers have been forming beliefs for years, based on their
experiences as students, and their beliefs are well established by the time they enter
college. Over time, teachers’ beliefs begin to cluster around related beliefs and form a
system or a network and, once such a belief system is formed, change in one teacher’s
belief cannot happen without a change in the system of which the belief is now a part
(Block & Hazelip, 1995).

However, once formed, belief systems are highly resistant to change; Pajares
(1992) stated that beliefs can change only when an individual is dissatisfied with exist-
ing beliefs and is presented with a plausible alternative. Block and Hazelip (1995) sug-
gested that so-called descriptive beliefs that stem from personal observation are central
in shaping teachers’ images and are also the most resistant to modification, while infer-
ential beliefs that develop from inferences about these observations and informational
beliefs based upon outside sources are not as difficult to modify.

Minor, Onwuegbuzie, Witcher, and James (2002), summarizing research on how
people learn to teach, suggested that preservice teachers’ existing characteristics (e.g.
beliefs, knowledge, experiences, etc.) upon entry into formal teacher training greatly
influence their subsequent development as both students and practitioners of teaching.
As Wall (2016) noted, teachers’ beliefs serve as filters through which preservice teach-
ers view and interpret new knowledge (ideas, theories, strategies of instruction, etc.),
and make decisions whether to use this knowledge in their future teaching practice.
Therefore, it is advisable to examine preservice teachers’ beliefs and consider them
when planning teacher education programs.

2 Research problem

For the purposes of better understanding teacher education students (TES), a few
typologies have been formed. These typologies were based on different variables: com-
mitment to teaching (e.g. Pop & Turner, 2009), motivation for teaching (e.g. Thomson,
Turner & Nietfeld, 2012) and professional engagement and career development aspira-
tions (e.g. Watt, Richardson & Wilkins, 2014). However, to the best of our knowledge,
thus far there has been no study that would apply a typological approach to the study
of TES’ beliefs.

The main aim of the present study was to profile TES types based on their peda-
gogical beliefs. Pedagogical beliefs are expressions of how teachers view their own
professional roles and their students’ motivation, abilities, competence, and behavior.
The study also aimed to give an initial insight into how different types of TES differed
in some of their background characteristics, intrinsic teaching motivation, and commit-
ment to teaching.
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3 Method

Participants and procedure

The participants were first-year master’s level students who were enrolled in dif-
ferent two-year teacher education programs at the University of Ljubljana’s Faculty of
Arts. A total of 214 students (75 % female) participated over two consecutive school years
(2015/16 and 2016/17). The students’ age ranged from 21 to 33, with the majority in the
category from 22 to 24 (87 %) and only a small share of students older than 25 (5 %).

Data were collected in November 2015 and November 2016, during practicals in
the “Psychology for Teachers” course. Participation was voluntary and anonymous. All
of the students present on the day the data were collected returned the questionnaires;
the overall response rate was 87 %.

Measures

Data were collected with a three-section questionnaire.

The first section of the questionnaire consisted of questions that provided informa-
tion about respondents’ age, gender, teaching experience, reasons for enrolling in a
teacher education program and intent to seek employment as a teacher.

The second section addressed two motivational factors in regard to teaching. It
comprised four statements together with a five-point response scale labeled from “defi-
nitely not true of me” to “definitely true of me”. Two statements addressed respondents’
commitment to teaching (Cronbach’s o= 0.81), while the other two statements were
used to assess respondents’ intrinsic teaching motivation (o. = 0.67).

The third section addressed respondents’ pedagogical beliefs. A shortened version
of the Questionnaire of Teachers’ Pedagogical Beliefs (Depolli Steiner, 2010) was con-
structed for this purpose, consisting of 16 items in the form of statements about students
and teaching. The respondents’ level of agreement with each statement was measured on
a five-point Likert scale, ranging from “I completely disagree” to “I completely agree”.
A principal components analysis with the varimax rotation method was performed. A
four-factor structure was found to be the best solution, explaining 47 % of the variance.
The first three components express respondents’ beliefs about students: the subscale
beliefs about students’ competence (18 % of the variance explained, 4 items, o = 0.65)
shows respondents low/high opinion of students’ abilities and maturity; the subscale be-
liefs about students’ trustworthiness (11 % of the variance explained, 4 items, o = 0.63)
measures respondents’ low/high trust in students’ school-related behavior; and the sub-
scale beliefs about students 'motivation (9 % of the variance explained, 4 items, o = 0.60)
measures respondents’ low/high regard of students’ motivation for learning and school
work. The positive end of these three subscales depicts an optimistic, positive view of
students. The fourth component, the subscale beliefs about teacher's responsibility for
students (9 % of the variance explained, 4 items, a. = 0.62) expresses respondents’ views
on the teacher’s low/high responsibility for students’ behavior and achievements. The
positive end of this subscale pictures a teacher who is optimistic towards teachers and
feels that the responsibility for students’ behaviors and achievements lies in factors that
are under the teacher’s control.
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Data Analysis

A cluster analysis was conducted to identify homogenous groups of TES based
upon their pedagogical belief profiles. Further differences among identified groups were
investigated with respect to participants’ background characteristics, commitment to
teaching and intrinsic teaching motivation, using a y2-test, a one-way ANOVA and a
Tukey’s post-hoc test.

4 Results and discussion

TES were asked to state their teaching experience, e.g. tutoring, teaching in lan-
guage courses, managing afterschool activities and workshops in primary or secondary
schools, etc. The clear majority of respondents already have some teaching experience;
roughly equal shares of respondents have either some experience (47.2%) or a lot of
experience (43.9 %), while only a small share (8.9 %) has no teaching experience at all.

Responses to the question “What was your main reason for enrolling in a teacher
education program?” were classified as either being intrinsic or extrinsic in nature. Most
of the reasons reported by TES in this study were intrinsic: “I wish to teach others”
(47.2%), “I am interested in working with young people” (29.0%) and “teaching just
really suits me” (9.8 %). Only a small share of respondents chose an extrinsic reason:
“multiple employment options” (10.3 %), and “I was not able to enroll in a different
program” (3.7 %).

Regarding their intent to seek employment as a teacher, the majority of respondents
fell into two groups, either stating “yes” (58.4%) or “undecided” (36.9 %), with only
a very small group (4.7 %) already showing a determination not to work as a teacher.

Respondents generally show a high commitment to teaching and very high intrinsic
motivation. Their pedagogical beliefs about students’ competence, students’ trustwor-
thiness and teacher’s responsibility for students are moderately optimistic, and their
beliefs about students” motivation are moderately pessimistic (see Table 1).

Table 1.Means and standard deviations for pedagogical belief factors, commitment to
teaching and intrinsic teaching motivation

Variable M SD

Beliefs about students’ competence 343 0.77
Beliefs about students’ trustworthiness 3.20 0.60
Beliefs about students’ motivation 2.39 0.61
Beliefs about teacher’s responsibility for students 3.32 0.62
Commitment to teaching 4.03 0.86

Intrinsic teaching motivation 4.43 0.62

Note. The concepts are measured on a scale from 1 to 5.
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To identify and classify TES with similar pedagogical beliefs, cluster analyses were
performed. For these procedures, the four pedagogical belief subscales scores were
transformed into z-scores and used as criteria variables. First, to decide on the number
of clusters, a hierarchical cluster analysis was carried out, using Ward’s method and the
squared Euclidean distance. Results for cluster solutions with two, three and four clus-
ters were examined. It was determined that three was the optimal number of clusters. In
the next step, a K-means cluster analysis was performed to identify homogenous groups
of individuals. The inspection of the solution confirmed its validity. The three clusters
had a meaningful interpretability, and there were adequate numbers of participants in
each cluster to allow further empirical testing.

One-way ANOVAs and Tukey’s post hoc tests were performed to test the differ-
ences between the three clusters with regard to the pedagogical belief factors. All three
clusters differed significantly in beliefs about students’ motivation and beliefs about
teacher’s responsibility for students, while no significant differences were found be-
tween the second and the third clusters in beliefs about students’ competence, and the
first and the third clusters in beliefs about students’ trustworthiness (see Table 2).

Table 2. Means, standard deviations, ANOVA and Tukey’s post-hoc tests for the peda-
gogical belief factors across the three cluster groups

) Cluster 1 | Cluster 2 | Cluster 3 ANOVA Post hoc
lI)’e;'iagag;cal (n=295) (n=74) (n=45) tests
elieffactors " sn) | Mesp) | MeD) | Fa.2i) ] p (v < 0.005)
Students 3.95 (0.53) | 2.95 (0.68) | 3.09 (0.66) | 64.49 0.000 | [1-2, 1-3]
COl’IlpCtCIlCC
Students’
rustworthiness | 349 (0:46) | 2.75 (0.55) | 3.36 (0.52) | 47.62 0.000 | [1-2,2-3]
Students’
ot | 2:56 (0.47) | 1.86 (0.38) | 2.89 (0.56) | 80.82 0.000 [1-2-3]
Teacher’s
responsibility | 3.66 (0.54) | 3.26 (0.49) | 2.71 (0.46) | 55.63 0.000 [1-2-3]
for students

Note. The concepts are measured on a scale from 1 to 5.

As shown in Figure 1, Cluster 1, which represents the largest share of respondents
(n =95, comprising 44.4 % of the sample), has the highest scores on beliefs about stu-
dents’ competence, student’s trustworthiness, and teacher’s responsibility. The mean
scores on these beliefs are on the upper side of the scale, manifesting the respondents’
optimistic, positive view of students’ ability, maturity and school-related behavior. The
TES in this cluster also show an optimistic view of teachers’ responsibility for students,
i.e. they believe that teachers can influence their students’ behavior and achievements.
Even though some pessimism towards students is expressed in this cluster’s moderately
low mean score on beliefs about students’ motivation, the first cluster can generally
be described as optimistic towards students and optimistic towards teachers, and was
therefore labeled “optimistic-optimistic”.
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Cluster 2 (n =74, 34.6%) has a beliefs profile that is graphically similar to Clus-
ter 1 (see Figure 1), but with significantly lower scores on all four factors. Moreover,
this cluster has mean scores on all four belief factors that are lower than the mean
scores of the whole sample. The cluster’s mean scores on the beliefs about students are
on the lower side of the scale, especially regarding beliefs about students’ motivation,
manifesting a quite pessimistic, negative view of students. However, the mean score
regarding beliefs about teachers’ responsibility for students is leaning to the positive
side of the scale, showing a moderate optimism towards teachers. Thus, this cluster was
labeled “pessimistic-optimistic”.

Cluster 3 (n=45, 21.0%) represents the lowest share of respondents. This cluster
contains the TES whose scores on beliefs about students are moderate and generally more
optimistic than pessimistic. However, the TES in the third cluster have the lowest score
regarding beliefs about teachers’ responsibility for students, which is leaning towards the
negative side of the scale. Therefore, this cluster was labeled “optimistic-pessimistic”.

Figure 1. Mean scores on pedagogical belief factors for the three clusters
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There are some differences between the three clusters with regard to the motiva-
tional factors (see Table 3). One-way ANOVAs were performed to test these differ-
ences; the three clusters differed significantly in both motivational factors. The lowest
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average level of both commitment to teaching and intrinsic teaching motivation was
found in Cluster 2; post hoc Tukey’s tests showed that it was significantly lower than
in Clusters 1 and 3. Since Clusters 1 and 3 are both characterized by optimism towards
students, one in combination with optimism and the other in combination with pessi-
mism towards teachers, while Cluster 2 is characterized by optimism towards teachers,
it can be assumed that optimism towards students is positively related to both motiva-
tional factors, even when it is combined with pessimism towards teachers. At this point,
it is not yet possible to unequivocally determine the causality in this relationship. One
possible explanation is the following: we can assume that the TES who had formed an
optimistic view of students by the time they had finished their own primary and sec-
ondary schooling, view teaching more positively than the TES with a more pessimistic
view. We can further assume that an optimistic view of students triggers a greater desire
to become a teacher and work with students than a more pessimistic one does; hence,
the more optimistic TES might also show a higher commitment to teaching and a higher
teaching motivation. However, it is possible that causality also goes, at least partially,
in the opposite direction, namely that commitment to teaching and intrinsic teaching
motivation play a vital role in forming TES’ beliefs about students. Both motivational
factors could act as filters through which TES recollect their experience as students,
determining to some extent how optimistic a view of students a TES would form.

Table 3. Means, standard deviations, ANOVA and Tukey’s post-hoc tests for the commit-
ment to teaching and intrinsic teaching motivation across the three cluster groups

Cluster 1 Cluster 2 Cluster 3 Post-hoc
ANOVA
Variables (n=295) (n=74) (n=45) tests
M(SD) | M@D) | M(SD) | F211) P) (p < 0.005)
Commitment
o toaching | +09 (0:85) | 3.78 (0.93) | 430 (0.66) | 5.67 0.004 | [1-2,2-3]
Intrinsic teaching | 4 5 53) | 422 (0.73) | 4.60 (0.53)|  7.03 0.001 | [1-2,2-3]
motivation

Note. The concepts are measured on a scale from 1 to 5.

To further analyze the differences between clusters, the four control variables were
inspected, and y2-tests were conducted (see Table 4). The results showed no significant
cluster differences in gender, while there were some relevant differences in relation to
teaching experience, the reason for enrolling in a teacher education program, and intent
to work as a teacher. Even though the relevant differences between clusters are rather
small, it is interesting to note that Cluster 3 has the highest share of respondents with
intent to seek employment as a teacher. Since Cluster 3 is the only cluster characterized
by pessimistic beliefs about teachers, this finding could indicate that pessimism toward
teachers enhances a person’s decision to seek employment as a teacher. It is also interest-
ing to note that Clusters 1 and 3 have a greater share of respondents with a great deal of
teaching experience and a greater share of respondents with intrinsic reasons for enroll-
ing in a teacher education program than Cluster 2. This finding is in accordance with
the previously described relationship between optimistic beliefs about students and the



Katja Depolli Steiner, PhD: Typology of teacher education students’pedagogical beliefs 111

two motivational factors; it indicates that optimism towards students could be positively
related to respondents’ teaching experience and their intrinsic reasons for enrolling in a
teacher education program. While the latter can be seen as a manifestation of intrinsic
teaching motivation, an optimistic view of students could be a factor that leads TES’ to
actively seek out different opportunities to build their teaching experience even before
they graduate (e.g. tutoring, managing workshops, etc.). It is also very probable that
teaching experience and intrinsic reasons for becoming a TES are related, namely that
positive teaching experience activates or enhances one’s intrinsic interest in teaching.

Table 4. Gender, teaching experience, reason for enrolling in a teacher education pro-
gram, and intent to seek employment as a teacher, and chi-square tests across
the three cluster groups

Variables Cluster 1 | Cluster 2 | Cluster 3 5
=95 | (mn=74) | (n=45) x
Gender female 78% 74% 71% $2(2)=0.80
male 22% 26% 29% p=0.669
no experience 6% 14% 7%
2(4) =
Teaching experience some experience 40% 55% 49% Xp(i) 0 09 421
a lot of experience 54% 31% 44 %
Reasons for enrolling in a intrinsic 89% 7% 93 % ¥2(2)=17.90
teacher education program extrinsic 11% 239, 7% p=0.019
yes 59% 47% 76%
2(4) =
Intent to seek employment undecided 37% 45% 249 X (42 10.93
as a teacher p=0.027
no 4% 8% 0%

5 Conclusions

The present study set out to identify and classify teacher education students with
similar pedagogical beliefs. As such, it offers an initial probe into TES’ belief types. The
identification of these different types has practical implications for teacher educators:
it could help them design teacher education programs that can better facilitate belief
change in TES in the desired way, towards the beliefs that will enable them to accept
new knowledge and include it in their future teaching practices. Since beliefs are resist-
ant to change once a belief system is formed, teacher educators need to address the task
of changing some of the beliefs of TES early in a teacher education program so as to
optimize the impact the program may have on students learning about teaching practic-
es. Therefore, awareness of TES belief types could assist teacher educators to develop
targeted education programs to address this issue. Furthermore, the identification of
TES belief types is also of importance for the TES themselves, as it can help them form
a sound belief system that will be their basis for successful professional development
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in the practice of teaching. For this reason, becoming aware of one’s own pedagogical
beliefs should be an important step in all preservice teachers’ initial teacher training.

The study also offers an initial insight into how various TES types differ regarding their
teaching commitment and intrinsic teaching motivation. The results have shown that TES
who show a more optimistic view of students also show a higher level of both commitment
to teaching and intrinsic teaching motivation. These three attributes (optimism, commit-
ment and intrinsic motivation) are certainly desired characteristics of future teachers.

This study has some limitations that must be addressed. First, the sample is one of
convenience, consisting of students from only one of the few Slovenian faculties that
offer teacher education programs. As such, our sample is not necessarily representative
of all TES and subsequent studies will need to sample from more diverse populations
of preservice teachers. Second, since this work is just the beginning of considering
the connections between TES belief types and different aspects of their motivation for
teaching, the measures used for assessing commitment to teaching and intrinsic teach-
ing motivation were rather robust, offering only a limited depiction of both factors.
Therefore, more sophisticated measures will be needed in subsequent studies.

However, despite limitations, our findings suggest that subsequent research of this
area is certainly worthy of further attention. Future research should focus on investigat-
ing possible changes in TES’ optimism towards students and optimism towards teachers
by the end of their two-year-long master’s studies. It would also be interesting to fol-
low the identified types of TES during their first few years in teaching and investigate
the level of TES’ optimism, teaching commitment and intrinsic teaching motivation in
connection to beginner teachers’ practice of teaching, as well as their students’ achieve-
ment.

Dr. Katja Depolli Steiner

Tipologija pedagoskih prepri¢anj Studentov pedagosSkih smeri

Mnoge raziskave na podrocju izobrazevanja uciteljev se usmerjajo na razlicne vidi-
ke motivacije za poucevanje bodocih uciteljev in povezavo teh dejavnikov s kakovostnim
poucevanjem. Kljub temu da je njen pomen zelo velik, pa motivacija za poucevanje ni
edini dejavnik, ki vpliva na pripravo Studentov pedagoskih smeri na njihovo profesio-
nalno vlogo. Ne smemo spregledati pomena dejavnikov, kot so prepricanja Studentov
0 ucenju, poucevanju in drugih vidikih uciteljeve profesionalne vioge, saj znacilnosti
(npr. prepricanja, znanje, izkusnje ipd.), ki jih imajo Studenti ob zacetku formalnega
izobrazevanja za ucitelja, v veliki meri vplivajo na njihov nadaljnji razvoj, in sicer tako
v vilogi Studenta kot tudi Ze delujocega ucitelja. Omenjena prepricanja sluzijo kot filtri,
skozi katere bodoci ucitelji gledajo na novo znanje, ga interpretirajo in se odlocajo, ali
ga bodo uporabili pri svojem bodocem prakticnem delu. Zato je zelo priporocljivo, da
preucujemo prepricanja bodocih uciteljev in jih upostevamo pri nacrtovanju njihovega
izobrazevanja.

Glavni cilj pricujoce raziskave je bil dolociti tipe Studentov pedagoskih smeri
(SPS), ki temeljijo na njihovih pedagoskih prepric¢anjih. Pedagoska prepricanja kazejo,
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kako ucitelji gledajo na svojo lastno profesionalno vlogo ter na motivacijo, sposobno-
sti, kompetentnost in vedenje svojih ucencev. Poleg tega je raziskava zelela omogociti
zacetni vpogled v to, kako se razlicni tipi SPS med seboj razlikujejo v nekaterih svojih
znacilnostih, notranji motivaciji za poucevanje in zavzetosti za poucevanje.

Udelezenci so bili Studenti prvega letnika pedagoskih smeri magistrskega Studi-
Jja na Filozofski fakulteti Univerze v Ljubljani. Izobrazevanje uciteljev v teh razlicnih
programih poteka dve leti. Sodelovalo je 214 Studentov (75 % Zensk). Podatki so bili
zbrani med vajami iz predmeta “Psihologija za ucitelje”. Udelezba Studentov je bila
prostovoljna in anonimna.

Podatki so bili zbrani s tridelnim vprasalnikom. Prvi del vprasalnika je bil name-
njen kontrolnim spremenljivkam (spol, izkusnje s poucevanje, razlog za vpis na pe-
dagosko smer Studija, namera o zaposlitvi kot ucitelj). Drugi del se je osredotocil na
dva motivacijska dejavnika, povezana s poucevanjem. Sestavljale so ga Stiri postavke v
obliki trditev, s petstopenjsko odgovorno lestvico z razponom od “zame sploh ne velja”
do “zame povsem velja”. Dve postavki sta preverjali zavzetost za poucevanje, dve pa
notranjo motivacijo za poucevanje. V tretjem delu vprasalnika je bil podana skrajsana
verzija Vprasalnika uciteljevih pedagoskih prepricanj (Depolli Steiner, 2010), izdelana
za namen te raziskave, s 16 postavkami v obliki trditev o ucencih in poucevanju. Stri-
njanje udelezencev s trditvami je bilo podano na petstopenjski odgovorni lestvici, z raz-
ponom od “popolnoma se strinjam” do “popolnoma se ne strinjam”. Analiza glavnih
komponent je razkrila stiri podlestvice: prepricanja o kompetentnosti ucencev (slabo/
dobro mnenje udelezencev o sposobnostih in zrelosti ucencev), prepricanja o zaupanju
do ucencev (nizko/visoko zaupanje udelezencev v vedenje ucencev, ki je povezano s
solo), prepricanja o motivaciji ucencev (slabo/dobro mnenje udelezencev o motivaciji
ucencev za ucenje in delo za Solo) in prepricanja o uciteljevi odgovornosti do ucencev
(mnenje udelezencev o uciteljevi nizki/visoki odgovornosti za vedenje in dosezke ucen-
cev). Pozitivni pol teh podlestvic kaze na udelezencev optimisticni, pozitivni pogled na
ucence/ucitelje.

Za identifikacijo in klasifikacijo SPS s podobnimi pedagoskimi prepricanji je bila
izvedena klastrska analiza. Za dolocitev Stevila klastrov je bila uporabljena hierarhicna
klastrska analiza z Wardovo metodo in kvadrirano Evklidsko razdaljo, ki je pokazala,
da je optimalno stevilo klastrov tri. V naslednjem koraku je k-means klastrska analiza
identificirala tri homogene skupine udeleZencev. Resitev se je pokazala kot veljavna. Za
ugotavljanje pomembnosti razlik med klastri v pedagoskih prepricanjih je bila upora-
bljena enosmerna analiza variance. Trije klastri so se pomembno razlikovali na vseh
podlestvicah (prepricanja o kompetentnosti ucencev: F(2,211) = 64,49, p = 0,000,
prepricanja o zaupanju do ucencev: F(2,211) = 47,62, p = 0,000, prepricanja o moti-
vaciji ucencev: F(2,211) = 80,82, p = 0,000, prepricanja o uciteljevi odgovornosti do
ucencev: F(2,211) = 55,63, p = 0,000).

Skupina 1 (44,4 % vzorca) ima najvisja povprecja na prepricanjih o kompetentnosti
ucencev, zaupanju do ucenceyv in uciteljevi odgovornosti do ucencev. Povprecja na teh
prepricanjih so v zgornjem delu lestvice, kar kaze na optimisticen, pozitiven pogled na
sposobnosti, zrelost in Solsko delo ucencev. SPS v tej skupini kazejo tudi optimisticen,
pozitiven pogled na uciteljevo odgovornost do ucencev, tj. verjamejo, da ucitelji lahko
vplivajo na vedenje in dosezke svojih ucencev. Cetudi se nekaj pesimizma do ucencev
kaze v relativno nizkem povprecju na prepricanjih o motivaciji ucencev, je prva skupina
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na splosno gledano optimisticna do ucencev in do uciteljev, zato je bila poimenovana
kot “optimisticna-optimisticna”.

Skupina 2 (34,6 %) ima profil prepricanj, ki je graficno zelo podoben profilu skupi-
ne 1, vendar s pomembno nizjimi povprecji na vseh stirih podlestvicah. Se vec, ta sku-
pina ima na vseh stirih podlestvicah nizja povprecja kot cel vzorec. Povprecja skupine
2 na prepricanjih do ucencev so v spodnjem delu lestvice, Se zlasti prepricanja o mo-
tivaciji ucencev, kar kaze na precej pesimisticen, negativen pogled na ucence. Vendar
pa se povpreCje na prepricanjih o odgovornosti uciteljev nagiba k pozitivnemu polu
lestvice, kar izraza zmeren optimizem do uciteljev. Zato je bila ta skupina poimenovana
kot “pesimisticna-optimisticna”.

Skupina 3 (21,0%) zdruzuje SPS, katerih povprecja na prepricanjih o ucencih so
zmerna in na splosno bolj optimisticna kot pesimisticna. Vendar pa ima ta skupina
najnizje povprecje na prepricanjih o uciteljevi odgovornosti do ucencev, zato je bila
poimenovana kot “optimisticna-pesimisticna”.

Za ugotavljanje pomembnosti razlik med skupinami v motivacijskih dejavnikih
je bila uporabljena enosmerna analiza variance. Skupine so se pomembno razliko-
vale v obeh motivacijskih spremenljivkah (zavzetost za poucevanje: F(2,211) = 5,67,
nivo tako zavzetosti za poucevanje kot tudi notranje motivacije za poucevanje se kaze v
skupini 2 (“pesimisticna-optimisticna”). Ker je za skupini 1 in 3 znacilen optimizem do
ucencev, pri eni v kombinaciji z optimizmom, pri drugi pa s pesimizmom do uciteljev,
medtem ko je za skupino 2 znacilen optimizem do uciteljev, je moc sklepati, da je op-
timizem do ucencev pozitivno povezan z obema motivacijskima dejavnikoma, cCetudi je
kombiniran s pesimizmom do uciteljev. Trenutno Se ni mozno zatrdno dolociti vzrocnosti
v tem odnosu.

V nadaljnjo analizo razlik med skupinami, izvedeno s preizkusom y2, so bile vklju-
Cene Stiri kontrolne spremenljivke. Pokazalo se je, da se skupine ne razlikujejo v spolu
G2(2) = 0,80, p = 0,669), nekaj pomembnih razlik med skupinami se je pokazalo v iz-
kuSnjah s poucevanjem (y2(4) = 9,71, p = 0,046), razlogom za vpis na pedagosko smer
G2(2) = 7,90, p = 0,190) in namero, da se zaposlijo kot uitelji (x2(4) = 10,93, p = 0,027).
Cetudi so razlike med skupinami precej majhne, pa je zanimiva ugotovitev, da ima sku-
pina 3 najvedji delez SPS, ki se nameravajo zaposliti kot ucitelji. Ker je skupina 3 edina,
ki kaze pesimizem do uciteljev, bi to lahko nakazovalo, da pesimizem do uciteljev okrepi
posameznikovo odlocitev, da isce zaposlitev kot ucitelj. Zanimiva je tudi ugotovitev, da sta
v skupinah 1 in 3 vecja deleza SPS, ki imajo Ze veliko izkusenj s poucevanje, in SPS, ki so
bili notranje motivirani za vpis na pedagosko smer studija, kot v skupini 2. Ta ugotovitev
nakazuje, da je optimizem do ucencev pozitivho povezan z izkusnjami s poucevanjem in
notranjimi razlogi za vpis na pedagosko smer Studija.

Raziskava je imela namen dolociti in razvrstiti Studente pedagoskih smeri, ki imajo
podoben profil pedagoskih prepricanj. Kot taka nam ponuja zacetni vpogled v tipologi-
Jjo pedagoskih prepricanj bodocih uciteljev. Identifikacija razlicnih tipov Studentov ima
prakticne posledice za vse, ki izobrazujejo bodoce ucitelje: lahko jim pomaga nacrtova-
ti izobrazevalne programe, ki bodo olajsali spreminjanje pedagoskih prepricanj v zZeleni
smeri, proti prepricanjem, ki Studentom pedagoskih smeri pomagajo, da lazje sprejmejo
novo znanje in ga vkljucijo v svoje bodoce prakticno delo.
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Raziskava prinasa tudi zacetni vpogled v razlike v zavzetosti za poucevanje in no-
tranji motivaciji za poucevanje razlicnih tipov SPS. Pokazalo se je, da SPS, ki kaze vecji
optimizem do ucencev, hkrati kazejo tudi vecji nivo zavzetosti in notranje motivacije za
poucevanje.

Priporocljivo je, da se nadaljnje preucevanje na tem podrocju usmeri na morebitne
spremembe v optimizmu do ucencev in optimizmu do uciteljev, do katerih lahko pri SPS
pride v casu do zakljucka njihovega dvoletnega magistrskega Studija. Prav tako bi bilo
smiselno spremljati razlicne SPS z razlicnimi tipi pedagoskih prepricanj v prvih letih
njihove zaposlitve na Soli ter preuciti optimizem, zavzetost za poucevanje in notranjo
motivacijo za poucevanje uciteljev zacetnikov v povezavi z njihovim poucevanje in do-
sezki ucencev.
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POVZETEK — Specialni in rehabilitacijski pedagogi
se vsakodnevno srecujejo z intelektualno in custveno
prikrajsanimi otroki, ki pogosto minimalno napredu-
Jjejo v znanju kljub viozenemu trudu. To lahko na dalj-
Si rok krha stabilnost strokovne samopodobe — za-
znave oz. podobe o sebi kot strokovnjaku v delovni
situaciji, kar pa vpliva na zaznavo kompetentnosti za
opravljanje dela, predanost delu in na vsakodnevno
strokovno oz. pedagosko ravnanje. V ospredju izvede-
ne empiricne raziskave je zato strokovna samopodo-
ba, obcutek kompetentnosti na posameznih podrocjih
specialnorehabilitacijskega dela in odnos do strokov-
nega razvoja specialnih in rehabilitacijskih pedago-
gov, ki smo jo za namen raziskave preucili z uporabo
anketiranja in kombinirane raziskovalne metodologi-
Jje. Rezultati so pokazali, da med anketiranimi spe-
cialnimi in rehabilitacijskimi pedagogi prevladuje
pozitivna strokovna samopodoba, da splosen obcutek
kompetentnosti narasca z leti delovne dobe in da so
vsi anketirani specialni in rehabilitacijski pedagogi
notranje motivirani za vsezivljenjsko ucenje, kar je
predpogoj za uspeSen strokovni razvoj in kakovostno
pedagosko delo.
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ABSTRACT — Special education teachers teach children
with different intellectual, emotional and social needs
who, despite differentiated instructions and individual-
ized teaching practices, don't achieve the same level of
success as their classmates without special needs. Part
of the challenge of being a special education teacher is
managing the wide variety of students and their capa-
bilities that comes with a high risk of frustration when a
student is not grasping and an elusive self-concept. This
and many other stressful situations can lower the pro-
fessional self-concept of special education teachers —a
psychological concept that makes teachers understand
their worthiness, evaluate their expertise and adjust
themselves accordingly with their ambiance. The focus
of this empirical study is on the professional self-con-
cept of special education teachers, their opinion on pro-
fessional development and their feeling of competency
in each area of special education. Survey and combined
research methodology was used to collect and analyse
data. The results show that every single participant in
the study has a positive professional self-concept, that
every year the perception of the competence level of
special education teachers is higher than in their previ-
ous years of service and that the factor that encourages
their professional self-concept the most is the need for
lifelong learning, which is a prerequisite for an effective
professional development and quality pedagogy.

Samopodoba kot celota potez, staliS¢, sposobnosti in drugih vsebin usmerja nase
vedenje, zato ima kljucni pomen za clovekov psihosocialni razvoj, katerega del, pri
pedagogu, sta tudi njegova vpetost v Solski prostor in karierni razvoj (Kobal Grum,
2003, 2017). Samopodoba usmerja nase razmisljanje o sebi in svetu, nase ¢ustvovanje
ter vpliva na odnose z drugimi, zato ima kljuéni pomen pri spoprijemanju s problemi
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in izzivi v zivljenju. Odraza se v vedenju, kar pomeni, da si posameznik s pozitivno
samopodobo postavlja vije cilje, je bolj avtonomen v svojih dejanjih, se bolj konstruk-
tivno spoprijema s tezavami in lazje vzpostavlja ter ohranja medosebne odnose, saj je
pogumne;jsi in bolj motiviran za usvajanje novih izkusenj.

Procesi znotraj samopodobe so zapleteni, kar nakazujejo razlicni teoretski modeli,
med njimi tudi hierarhi¢ni in ve¢dimenzionalni model samopodobe, ki ga je leta 1976
postavil Shavelson s sodelavcema Hubnerjevo in Stantonom; vecdimenzionalnost po-
meni, da gre pri vsakem posamezniku za ve¢ razli¢nih konstruktov samopodobe, hierar-
hicnost pa, da je model zgrajen od bolj abstraktnih faktorjev na vrhu proti specifi¢nim
na dnu hierarhije (Shavelson, Hubner in Stanton, 1976). Model se nanasa predvsem na
samopodobo mladostnikov, saj se ta najbolj bistveno razvija od 15. meseca otrokovega
zivljenja do poznega mladostnistva, ko se stabilizira in jasno strukturira (Kobal Grum,
2017). Treba pa se je zavedati, da sta oblikovanje in razvijanje samopodobe navzoci v
vseh razvojnih obdobjih, saj se posameznik srecuje z razli¢nimi zivljenjskimi naloga-
mi, uspesnost teh nalog pa pogojuje njegovo samopodobo in s tem kakovost njegovega
zivljenja. O tem pricajo razvojni diskurzi samopodobe, ki pravijo, da samopodoba se-
stoji iz neprestane adaptacije na ¢as — od kvalitativnih sprememb skozi razvojne stopnje
do medgeneracijskih in zgodovinskih obdobij, ki zajemajo desetletja in stoletja (Ule,
2000). Tom in Watkins (1995, v Kobal, 2000) sta denimo empiri¢no potrdila, da je
samopodoba odraslih oseb bolj izdelana, strukturirana in bolj hierarhi¢no urejena kot
samopodoba mladostnika.

V prid predpostavki, da se samopodoba razvija tudi po obdobju mladostnistva,
govori Eriksonova teorija psihosocialnega razvoja; ta prikazuje razvoj samopodobe v
okviru razvoja osebnosti od rojstva do smrti (Musek in Pecjak, 2001). Erikson meni,
da je samopodoba, ki jo sam poimenuje identiteta, izrazit socialni proces, v katerem
se posameznik opazuje, vzpostavlja dolocene samopredstave in se na podlagi teh tudi
presoja, vse to pa poteka le v nenehnem odnosu z drugimi (Erikson, 2014). Teorija
obsega osem razvojnih obdobij, bistveni del teorije pa predstavljajo identitetne krize v
vsakem obdobju, ki lahko ob uspesni razresitvi privedejo do vecje stopnje osebnostne
integriranosti ali pa se prenaSajo v naslednje faze in otezujejo posameznikov razvoj
(Poljgak Skraban, 2004). V odraslo obdobje, torej obdobje zaposlitve, sodijo zadnje tri
faze razvojne teorije. Te so:

O intimnost proti osamljenosti (zgodnja leta), ki se veze na strahove in ne-
gotovost pri prevzemanju novih odgovornosti v odrasli dobi,

O generativnost proti stagnaciji (srednja leta), v kateri lahko pride do na-
predovanja v zivljenju, ko se razvije generativnost oziroma obcutek ko-
ristnosti sebi in SirSemu socialnemu okolju ali obc¢utek, da ne napredujes,
temvec stagnira$ ob posameznih neuspehih in ovirah in

O integriteta proti razocaranju (starost), v kateri posameznik opravlja ana-
lizo svojega zivljenja in se sprasuje o smiselnosti le-tega (Erikson, 2014;
Musek in Pecjak, 2001).

Nova spoznanja na podrocju stroke in spremembe programov vzgoje in izobrazeva-
nja ter usposabljanja otrok in mladostnikov s posebnimi potrebami zahtevajo spremem-
bo vloge specialnega in rehabilitacijskega pedagoga, saj ta postaja vse kompleksnejsa
(Kolenec, 2005). To vpliva na stabilnost strokovne samopodobe, saj se ta nanaSa na
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vrednost, ki jo posameznik pripisuje svoji izbrani karieri, in na dojemanje sebe kot stro-
kovnjaka v delovni situaciji. Povedano drugace: je nacin, na katerega ucitelji zaznavajo
lastni uspeh, svoj odnos z ucenci in predanost ucenju (Young, 1997, v Igbal, Bibi in Gul,
2016). Strokovna samopodoba je povezana z obCutkom uspesnosti v svojem poklicu in
z zadovoljstvom v medosebnih odnosih na delovnem mestu (Alvarez Perez in Lopez
Aguilar, 2014). Intenzivno se za¢ne oblikovati Ze v ¢asu Studija, nato pa se njen razvoj
nadaljuje vso delovno dobo do upokojitve, in sicer s pomocjo usvajanja in poglabljanja
kompetenc oz. z neprestanim strokovnim razvojem (Skarlovnik Casar, 2016).

Mnogi otroci nimajo urejenih zivljenjskih okolis¢in, zato sta Sola in ucitelj edina
spodbuda, tolazba in edini kraj, kjer lahko ti otroci pridobijo obcutek vrednosti. Ucitel;
ima pomembno vlogo pri razvijanju kognitivnih zmoznosti svojih uc¢encev, razume-
vanju njihovih ucnih potreb in izvajanju vseh moznih prilagoditev in ukrepov, da bi
le-ti razvili svoje optimalne uc¢ne potenciale, kar lahko doseze le z zaupanjem v svoje
sposobnosti. Vrednote ucitelja se namre¢ prenasajo na ucence, s tem pa tudi obcutek sa-
mozaupanja in pozitivne samopodobe (Igbal, Bibi in Gul, 2016). Vsaka resnejSa motnja
v odnosu ucitelj — ucenec ima lahko posledice za oba, saj je spreminjanje samopodobe
prvega pogojeno s spreminjanjem samopodobe drugega (Janhar Cernivec, 1998). Ugi-
telj z nizko samopodobo lahko vpliva na to, da tudi ucenci razvijejo nizko samopodobo,
ti pa se odzivajo z ve¢ neustreznega vedenja in imajo nizje ucne dosezke. Na dolgi rok
lahko to ucitelju povzroca Se dodatno koli¢ino stresa ter dvom v lastne sposobnosti,
posledi¢no pa se mu samopodoba $e zniza. Ce ugiteljem pomagamo, da okrepijo svojo
samopodobo, bodo lazje skrbeli tako za svoje potrebe kot tudi za dobrobit ucencev
(Javrh, 2011a).

Ucitelj z dobro strokovno samopodobo ima pozitiven odnos do Zivljenja, to pa mu
omogoca vecjo priljubljenost, napredovanje, boljSo sposobnost za delo in lazje spo-
prijemanje z negativnimi izkusnjami. Je fleksibilen, ¢ustveno prilagojen in empaticen,
zato zmore motivirati ucence za delo in narediti poucevanje bolj osebno. Pripravljen
je na izzive, ima zeljo po raziskovanju in sodelovanju z ostalimi sodelavci, ob tem pa
vsako opazko lastnega dela sprejme kot konstruktivno kritiko in ne kot kritiko svojega
dela. V poucevanje vnasa nove metode in oblike dela ter pri uc¢encih najbolj ceni diver-
gentno razmisljanje, ki ga s svojimi nacini dela tudi razvija (Mcgrath in Francey, 1996;
Youngs, 2000). Po drugi strani pa je ucitelj s Sibko strokovno samopodobo usmerjen
k neosebnemu odnosu do ucencev in od njih pri¢akuje zgolj priklic dejstev (Burns,
1979, v Adlesic, 2000). Pred razredom je nervozen, ima tezave s komunikacijo, kar se
v razredu odraza kot neskladje med verbalno in neverbalno komunikacijo, saj ne zaupa
v svoje sposobnosti. Konstruktivno kritiko zazna kot obliko zavracanja in se pretirano
obremenjuje z mnenji drugih. Svojih metod poucevanja ne deli z drugimi, prav tako
pa se upira izzivom, saj meni, da nikoli ne bo tako dober kot njegovi sodelavci in si ne
upa tvegati. Ne zaupa svoji presoji, zato tudi ne zagovarja svojih stalis¢, ko naleti na
nasprotovanje (Youngs, 2000).

Poklic specialnega in rehabilitacijskega pedagoga ne zahteva zgolj poucevanja uc-
nih vsebin in spodbud za usvajanje znanja, saj delo z ufenci s posebnimi potrebami
zahteva strpnost, potrpezljiv odnos, ucenje socialnih ves¢in in zavestno zmanjSevanje
stisk ter frustracij ob hkratni individualizaciji in diferenciaciji u¢nih vsebin za vsakega
ucenca posebej (Magajna, 2008, v Kosir idr., 2014). Da je lahko pri svojem delu uspe-
Sen, mora razviti odpornost, torej moznost odpora proti nastalemu problemu in stresu,
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ter proznost, da najde mehanizme za reSevanje situacije (Kampus, 2016). Pomembno je,
da nenehno sledi novih dosezkom ved in uposteva novosti v vzgoji in izobrazevanju, ki
se nanasajo na njegovo delovanje, nova spoznanja kriticno vrednoti in jih premisljeno
vkljucuje v svoje pedagosko delo. K strokovnemu razvoju pripomorejo obiski seminar-
jev, delavnic in izobrazevanj, povezani s poucevanjem, branje znanstvenih besedil, razi-
skovanje tem in objavljanje clankov s pedagoskega podrocja, supervizija, sodelovanje s
strokovnjaki istih strok in drugimi v kontekstu Sole kot u¢ece se organizacije ter sprotna
analiza opravljenega pedagoskega dela. Z vsakodnevnim napredkom na podrocju po-
ucevanja, pridobljeno znanje hitro zastara, rezultati dela se zato slabsajo, ponavljajoci
neuspehi pa krhajo strokovno samopodobo, ki je klju¢na za kakovostno opravljanje
pedagoskega dela ter za lastni obcutek zadovoljstva in smiselnosti Zivljenja, Se posebej
ob upokojitvi.

2 Namen in cilji raziskave

Namen raziskave je ugotoviti stopnjo strokovne samopodobe zaposlenih specialnih
in rehabilitacijskih pedagogov ter Studentov specialne in rehabilitacijske pedagogike
glede na posamezne faze uciteljeve kariere po slovenskem faznem S-modelu razvoja
kariere. Cilj je tudi ugotoviti

o kompetentnost na posameznih podrocjih dela specialnega in rehabilitacij-
skega pedagoga,

O nacine, na katere specialni in rehabilitacijski pedagogi skrbijo za svoj
strokovni razvoj,

O pogostost uporabe posameznih nacinov za spodbujanje strokovnega ra-
zZvoja,

o dejavnike, ki jih pri tem spodbujajo ali ovirajo ter

o njihove predloge za spodbujanje izboljSave strokovne samopodobe ucite-
ljev v okviru njihove zaposlitve.

3 Metodologija

Empiri¢na raziskava temelji na deskriptivni in kavzalno-neeksperimentalni metodi.
Pristop raziskovanja je kombiniran.

3.1 Vzorec

V raziskavi je sodelovalo 40 specialnih in rehabilitacijskih pedagoginj (SRP) (40
zensk) iz vse Slovenije, ki delajo v razli¢nih vzgojno-izobrazevalnih ustanovah in 20
Studentk (20 Zensk) 1. letnika II. stopnje Studija specialne in rehabilitacijske pedagogike
s Pedagoske fakultete Univerze v Ljubljani v $tudijskem letu 2016/17. Studentke so v
raziskavi predstavljale vzorec SRP, ki so brez delovne dobe in brez strokovnega naziva.
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Vzorec zaposlenih SRP glede na delovno dobo je predstavljajo 6 SRP z 1-3 let delovne
dobe, 9 SRP s 4-6 let delovne dobe, 7 SRP s 7-8 let delovne dobe, 10 SRP z 19-30 let
delovne dobe in 8 SRP z nad 31 let delovne dobe. Glede na strokovni naziv je vzorec
predstavljalo 15 SRP brez strokovnega naziva, 21 SRP z nazivom mentorja in 4 SRP z
nazivom svetovalca. V raziskavi ni bilo sodelujo¢ih SRP z nazivom svetnika.

3.2 InStrumenti

Anketni vprasalnik s petimi sklopi vprasanj je bil sestavljen za namen te raziskave,
in sicer posebej za Studentke in za zaposlene SRP. Vseboval je trditve za preverjanje
strokovne samopodobe iz Lestvice za strokovno samovrednotenje (angl. Professional
Self-Esteem Scale; Aricak, 1999, v Igbal, Bibi in Gu, 2016) in trditve, pridobljene iz
literature, ki se nanaSajo na strokovni razvoj posameznika ter skrb zanj. Anketiranke
so na trditve odgovarjale na 5-stopenjski Likertovi lestvici, ki je nudila odgovore od
1 — Sploh ne drzi do 5 — Popolnoma drzi, zadnje vprasanje pa je bilo odprtega tipa, kjer
so anketiranke navajale svoje predloge za izboljSanje pogojev v okviru izobraZevanja
ali zaposlitve. Vrednost koeficienta Cronbach alfa je za celoten vprasalnik znasala 0,80,
kar predstavlja sprejemljivo oz. dobro stopnjo zanesljivosti uporabljenega inStrumenta.

Intervju: Z eno Studentko in po eno zaposleno SRP iz vsakega obdobja razvoja ka-
riere je bil izveden kraj$i polstrukturiran intervju, sestavljen za namen te raziskave s po-
mocjo opisov posameznih kariernih obdobij in njihovih znacilnosti. Intervju je vsebo-
val osem vprasanj za Studentke in Sest vprasanj za zaposlene SRP. Namen intervjuja je
bil pridobiti poglobljen vpogled v obravnavano problematiko strokovne samopodobe.

3.3 Zbiranje in obdelava podatkov

Podatki te raziskave so bili zbrani v Studijskem letu 2016/17; vprasalniki so bili
posredovani po elektronski poti, intervjuji pa so bili izvedeni na srecanjih ene od razi-
skovalk s sodelujoc¢imi SRP. Statisticna obdelava je izvedena s programom SPSS.

Izracunane so bile naslednje statistike: frekvence (f), relativne frekvence (f%), arit-
meti¢na sredina (M) in standardni odklon (SD), Cronbach alpha koeficient, enosmerna
analiza variance ANOVA za merjenje razlik posameznih kategorij anketirancev glede na
neodvisne spremenljivke ter Tukey post hoc test za parne primerjave med posameznimi
kategorijami SRP glede na delovno dobo. Ce pogoj o normalnosti distribucije podatkov
pri ANOVI ni bil izpolnjen, je bil uporabljen neparametri¢ni preizkus Kruskal-Walli-
sovega testa in Mann-Whitneyev U-test za parne primerjave. Ce ni bil izpolnjen pogoj
homogenosti varianc, je bil uporabljen Welchov test in Games-Howell post hoc test.

Opisni odgovori so bili analizirani kvalitativno; izvedena je vsebinska analiza na
podlagi odprtega kodiranja.
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4 Rezultati in interpretacija

4.1 Strokovna samopodoba

Skupno Stevilo moznih to¢k na vprasalniku o strokovni samopodobi (90
tock = 100%) je pokazalo, da imajo tako Studentje (81 % moznih tock), kot zaposleni
SRP (87 % moznih tock) zelo dobro strokovno samopodobo (tabela 1). To pomeni, da
v vecini pri njih prevladuje Custvena prilagojenost, pripravljenost sodelovati v razlicnih
dejavnostih in sprejemanje konstruktivne kritike. Taks$ni ucitelji delajo kakovostno, pri
svojem delu uzivajo, imajo dober stik z ucenci in kariero zakljucujejo na pozitivni strani
S-modela razvoja kariere, kar je najbolj zaZelen konec karierne poti (Javrh, 2011b).

Strokovna samopodoba se zacne intenzivno oblikovati ze v Casu Studija in se na-
daljuje vso delovno dobo do upokojitve, ucitelj pa v svoji delovni karieri potuje od
novinca do strokovnjaka ob tem pa pridobiva izkusnje, ki mu omogocajo napredovanje
in razvoj v kritinega, neodvisnega, odgovornega in, kar je Se najbolj pomembno, SRP
s pozitivno strokovno samopodobo (Javornik Kreci¢, 2008). To teoretsko predpostavko
potrjujejo tudi rezultati te raziskave (tabela 1), ki kaZejo na znacilne razlike v visini
samopodobe med anketiranimi SRP (F(5,54) = 3,81; p=0,01). Natancneje, Studentke
so dosegle glede na ostale anketiranke najnizje povprecje za strokovno samopodobo,
Ceprav to Se vedno kaZe na precej pozitivno samopodobo (81 % moznih tock), z leti
delovne dobe pa se to povprecje Se visa. Najvisji rezultat za strokovno samopodobo so
dosegle SRP z 19-30 let delovne dobe (90,2 % moznih tock), kar pomeni, da Se aktivno
skrbijo za svoj strokovni razvoj, hkrati pa si pus¢ajo odprte moznosti, da se prilagajajo
okolis¢inam.

Tabela 1: Strokovna samopodoba anketiranih SRP glede na njihovo delovno dobo

Anketirani SRP n M SD i\}]f;j;’izgz ‘]}\Zj;’isgz
Studenti SRP: brez delovne dobe 20 73,15 | 5,69 65 88
Zaposleni SRP: 1-3 let delovne dobe 6 75,1 7,19 62 82
Zaposleni SRP: 4-6 let delovne dobe 9 76,6 43 71 83
Zaposleni SRP: 7-18 let delovne dobe 7 77,7 3,5 72 83
Zaposleni SRP: 19-30 let delovne dobe 10 81,2 4,1 76 88
Zaposleni SRP: 31 ali ve¢ let delovne dobe 8 78,3 4,6 72 84

Buzeti in Stare (2010) menita, da je visSina delovnega mesta pozitivno povezana
s posameznikovo strokovno samopodobo (Buzeti in Stare, 2010); te predpostavke
raziskovalni rezultati niso potrdili, in sicer v smislu visjega strokovnega naziva: med
SRP z razli¢nimi nazivi in brez naziva statisticna analiza ni pokazala znacilnih razlik
(F(2,37)=0,80; p=0,46). Izsledek je mogoce pojasniti s pomocjo Eriksonove teorije,
ki pojasnjuje, da imajo razlicne razvojne faze lahko razli¢ne, pozitivne ali manj pozitiv-
ne izhode (Erikson, 2014).
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4.2 Ocena usvojenosti kompetenc SRP

Da se lahko SRP spopada z vsakodnevnimi obremenitvami, mora biti prepri¢an
Vv svoje znanje, mora zaupati v vrednost svojega dela, se mora biti sposoben uciti iz
svojih porazov, predvsem pa mora biti pripravljen na vsakodnevno reflektiranje dela
ter sodelovanje z razli¢nimi timi (Javornik Kreci¢, 2008). V raziskavi smo splosen ob-
cutek kompetentnosti in zaznavo kompetentnosti na posameznih podro¢jih ocenjevali
na podlagi sestevka tock (52 tock = 100 %). Rezultati so pokazali, da se tako Studentke
SRP (75,6 % moznih tock) kot zaposlene SRP (82,8 % moznih tock) pocutijo na splosno
zelo kompetentne za opravljanje svojega poklica. Nizji rezultat Studentk je najverjetneje
posledica pomanjkanja izkusenj iz prakse, zato so dosegle tudi nizji rezultat na podrocju
splosne kompetentnosti kot zaposlene, ki dinamicno napredujejo k ¢edalje vecji uspo-
sobljenosti vso svojo kariero in s tem tudi pridobivajo izkus$nje ter razvijajo kompetence
(Walace, 1991, v Zuran, 2014).

Tabela 2: Ocena kompetentnosti anketiranih SRP na posameznem podrocju dela SRP
(na 5-stopenjski ocenjevalni lestvici)

Anketirani
Kompetence SRP SRP n M SD t df )4
Poznavanje teoreti¢nih Studenti 20 3,00 | 0,00
e - -3,91 3 0,001
osnov podroc¢ja SRP zaposleni 40 3,33 | 0,53 ? ?
Studenti 20 3,10 0,45
Di tik ih pot . - -2 42 1
iagnostika posebnih potreb Zaposleni 0 343 [ 0.0 ,55 0,15
Poucevanje oseb s Studenti 20 3.15 | 0,49
- : 3,54 1
posebnimi potrebami zaposleni 40 | 3,63 | 049 3 8 100
Izvajanje inkluzivne Studenti 20 3,10 | 0,64
kulture in prakse zaposleni 40 3.03 | 077 0,38 58 0,71
Poucevanje ucencev z Studenti 20 2,75 | 0,55
razli¢nim kulturnim ozadjem |  zaposleni 40 3.15 | 0.62 2,44 | 58 0,02
Ob_ravnava.dlslmphvnsklh studentl_ 20 2,40 | 0,60 278 | s8 0.07
in vedenjskih tezav zaposleni 40 2,93 | 0,73
ZmoZznost redevanja Studenti 20 | 2,90 | 0,64
. -2 22
konfliktov zaposleni 40 3,30 | 0,61 361 58 0,
S . Studenti 20 3,35 0,59
Komunikacijske spretnosti zzllnlozlz rii 20 3.50 051 -1,02 58 0,31
. .. Studenti 20 2,65 0,59
Delo s starsi in druzino Zaposleni 20 348 0.64 —4,83 58 0,001
Prevzemanje odgovornosti studentl‘ 20 3,35 | 0,59 062 58 0.54
za lasten strokovni razvoj zaposleni 40 3,45 0,60
Studenti 20 3,20 0,61
U ba IKT : : 0,41 58 0,68
boraba zaposleni | 40 | 3,13 | 0,69 | .
Poznavanje strokovnih Studenti 20 2,80 | 0,61 163 | ss 011
novosti s podro¢ja SRP zaposleni 40 3,08 | 0,62 ’ ’
Studenti 20 3,55 0,51
Timsko del ’ SLE R 4
imsko delo Zaposleni | 40 | 3.66 | 050 | 0| % | 046
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Obcutek lastne kompetentnosti so anketiranke ocenjevale na 5-stopenjski ocenje-
valni lestvici. Tabela 2 pokaze, da se Studentke Cutijo najbolj kompetentne na podro-
¢ju timskega dela (M = 3,55), pri prevzemanju odgovornosti za lastni strokovni razvoj
(M = 3,35), pri komunikacijskih spretnosti (M = 3,35) in uporabi IKT (M = 3,20), med-
tem ko pri zaposlenih SRP izstopata predvsem timsko delo (M = 3,65) in poucevanje
oseb s posebnimi potrebami (M = 3,63).

Slika 1: Ocena kompetentnosti anketiranih SRP na posameznem podroc¢ju dela SRP
glede na delovno dobo
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Iz slike 1 je razvidno, da obstajajo razlike v oceni kompetentnosti na posameznem
podrocju dela SRP glede na delovno dobo. Statisticno znacilne razlike med anketiran-
kami, glede na delovno dobo, se pokazejo na naslednjih podro¢jih: poznavanje teore-
ti¢nih osnov podro¢ja SRP (t=-3,91; df =39; p=0,001), poucevanje oseb s poseb-
nimi potrebami (t=-3,540; df =58; p=0,01) in delo s starsi in druzino (t =-4,834;
df=58; p=10,001). Mann-Whitneyev test je pokazal, da se zaposlene z 1-3 let delovne
dobe cutijo bolj kompetentne na podro¢ju poznavanja teoreti¢nih osnov kot studentke
(U=30,0; z=-3,30; p = 0,00). Domnevamo, da zaposlene ob zacetku svoje poklicne
poti spoznajo uporabno vrednost naucene teorije, ki so jo usvojile v ¢asu $tudija in zato
bolj realno dojemajo svoj obseg pridobljenega teoreti¢nega znanja kot Studentke.
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Zaposlene z 19-30 let delovne dobe se na podroc¢ju poznavanja teoreti¢nih osnov
Cutijo bolj kompetentne kot studentke (U = 50,0; z=-3,41; p = 0,00). To potrjuje tezo,
da se s strokovnim razvojem in vsezivljenjskim uc¢enjem povecuje obcutek kompeten-
tnosti, ki je zato pomembno visji kot na zacetku karierne poti, ko se zaposleni $e spra-
Sujejo o svoji strokovni u¢inkovitosti.

Zaposlene s 7-18 let delovne dobe se statisticno znacilno Cutijo bolj kompetentne
od studentk pri poucevanju oseb s posebnimi potrebami (U = 23,5; z=-2,99; p = 0,00)
in pri delu s star$i in druzino (U =21,5; z=-2,95; p = 0,00). Po mnenju intervjuvanke
na to vplivajo izkusnje, ki jih z leti pridobis z opravljanjem poklica SRP, kot tudi zave-
danje, da je stalno u€enje in izpopolnjevanje pomembno.

4.3 Nacini spodbujanja strokovnega razvoja

Vse intervjuvanke so kot pomemben element spodbujanja strokovnega razvoja
izpostavile uresniCevanje vsezivljenjskega ucenja v praksi, kot denimo s kolegialni-
mi hospitacijami na mati¢ni $oli, z aktivnim sodelovanjem v kolektivu, individualnim
Studijem ter strokovnimi diskusijami o izbolj$evanju lastnega poucevanja in analizo
opravljenega pedagoskega dela. Vsi ti nacini so cenovno dostopni in se lahko izvajajo
na maticni Soli, kar je najverjetneje razlog za vecjo aktualnost. Anketirane SRP za spod-
bujanje svojega strokovnega razvoja redkeje uporabljajo publiciranje strokovnih del
ter hospitacije na drugih Solah, saj zaradi obveznosti, ki jih zahteva polni delovnik, Ze
tako tezko usklajujejo zasebno in poklicno zivljenje. To potrjuje izjava anketirane SRP
s 7-18 let delovne dobe: “Moram priznati, da sem potrebovala veliko ¢asa in energije,
da sem kolikor toliko uskladila poklicno in zasebno Zivijenje, ker mi je primanjkovalo
c¢asa doma za opravljanje sluzbenih zadev”.

4.4 Dejavniki spodbujanja strokovnega razvoja

Najpomembnejsi motivator, ki anketirane SRP spodbuja k strokovnemu razvoju, je
potreba po vsezivljenjskem izobrazevanju. Ravno zaradi modernizacije Solstva, ki od
ucitelja zahteva, da se spremeni ne le kot osebnost, ampak tudi kot strokovnjak, se e
toliko bolj izpostavlja pomen vsezivljenjskega ucenja (Kolenec, 2005). Javornik Kreci¢
(2008) navaja, da je razvoj ucitelja kot strokovnjaka odvisen od vodenja Sole, Solske
kulture in klime. Odprta, pozitivna in podpirajoca Solska klima, kjer so cenjene odprte
diskusije in timsko delo, omogoca posameznikov razvoj.

Rezultati te raziskave potrjujejo, da si vsi SRP Zelijo boljSega sodelovanja s sode-
lavci, saj je treba v poklicu SRP nenehno timsko sodelovati in skupaj z ostalimi strokov-
nimi delavci poiskati nacine, ki posameznemu ucencu ¢im bolj olajsajo pot do uspeha.
Velikokrat se zgodi, da sodelavci niso najbolj sodelovalno naravnani, zato je treba imeti
Se toliko veC spretnosti za pristop do nedostopnih posameznikov in podporo s strani
vodstva, k temu pa pripomorejo tudi razni team building programi ali intervizije. Naj-
manj bi jih za spodbujanje strokovnega razvoja motiviral letno pripravljen program
strokovnega izpopolnjevanja s strani ravnatelja, kar potrjuje tezo, da se je pojmovanje
uciteljskega poklica spremenilo. U¢itelji ne veljajo vec za pasivne udelezence vzgojno-
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-izobrazevalnega procesa, ki jih je bilo za strokovni razvoj treba motivirati od zunaj, se-
daj Ze sami razmisljajo o lastnem ravnanju, motivirajo pa jih predvsem notranji procesi,
npr. zelja in potreba po vsezivljenjskem izobrazevanju.

4.5 Dejavniki oviranja strokovnega razvoja

Rezultati kvalitativne analize kazejo, da anketirane SRP menijo, da njihov strokov-
ni razvoj najbolj ovirajo naslednji dejavniki: pomanjkanje ¢asa zaradi obveznosti s pou-
¢evanjem in pisanjem priprav, pomanjkanje finan¢nih sredstev, pomanjkanje ponujenih
programov za usposabljanje in premajhna ponudba aktualnih tematik. Izkazalo se je, da
Studentke pomanjkljiva informiranost o ponujenem dodatnem izobrazevanju statisti¢no
znacilno bolj ovira kot zaposlene z 19-30 let delovne dobe, saj so vse Se Zeljne dodatne-
ga znanja, za katerega menijo, da jim bo, ko bodo stopile v prakso, koristilo (U = 30,5;
z=-3,20; p=0,00).

Zaposleni SRP so informirani o dodatnem izobrazevanju, vendar so v intervjujih
poudarili, da bi bilo treba razsiriti ponudbo programov za usposabljanje — vec aktualnih
tem in primerov iz prakse. Seminarji, ki to ponujajo in s katerimi je mogoce pridobiti
tudi tocke za napredovanje, obicajno trajajo ve¢ ur skupaj in so vecji finan¢ni zalogaj,
kar pa lahko posamezniku otezi udelezbo. To je poudarila tudi intervjuvanka, ki ima vec
kot 31 let delovne dobe in je kljub temu Se vedno motivirana za novo znanje in izzive,
vendar je omejena, ker si mora izobrazevanje sama placevati: “... bi si pa Zelela vec
financiranja v novo znanje s strani drzave. Vecino dodatnega znanja sem pridobila na
podlagi lastnega financiranja v strokovno znanje.”

5 Sklep

Vpogled v strokovno samopodobo anketiranih SRP kaze, da imajo le-ti pozitivno
strokovno samopodobo in visok obcutek oz. zaznavo kompetentnosti za opravljanje
svojega dela. Uciteljevo samozaupanje v lastne kompetence namrec zacutijo tudi ucen-
ci, pozitiven pristop do dela pa izbolj$a nacin poucevanja in s tem tudi kakovost uc¢enja
ucencev. Izhajajo¢ iz rezultatov raziskave lahko sklepamo, da uc¢ence poucujejo spe-
cialne in rehabilitacijske pedagoginje z visoko notranjo motivacijo do poucevanja in
ucenja, ki so zadovoljne s svojo poklicno potjo.

Dozivljanje pozitivne strokovne samopodobe narasca z leti delovne dobe in s stro-
kovnim nazivom, kar pomeni, da ve¢ izkusenj z delom v vzgojno-izobrazevalni ustano-
vi pripomore k ve¢jemu obcutku samozaupanja v lastne sposobnosti in razli¢ne kompe-
tence, kar je spodbuden podatek za Studente, ki se pred vstopom v delovno razmerje Se
sprasujejo o svoji strokovni uc¢inkovitosti in ustreznosti.

Med nacini spodbujanja strokovnega razvoja prevladujejo nacini, ki so finan¢no
dostopnejsi in ¢asovno prilagodljivejsi, saj jim ob polnem delovniku in pripravi na
pouk primanjkuje casa za udelezbo na dodatnem izobrazevanju, ki pa je, po mnenju
anketiranih SRP, finan¢no preobsezno ali pa ne ponuja aktualnih tem z bogato, tako
teoreticno kot tudi prakti¢no vsebino. Vse anketirane SRP se zavedajo pomembnosti
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vsezivljenjskega ucenja in skrbijo za svoj strokovni razvoj, zato bi bilo smiselno raz-
misliti o uresni¢evanju njihovih dodatnih predlogov za izboljSave v okviru zaposlitve.
Izpostavili so, da bi se lahko udelezili izobrazevanja na mati¢ni Soli, imeli doloCen cas
znotraj delovnika za strokovno usposabljanje, finanéno podporo s strani drzave in vec
organiziranih moznosti za povezovanje strokovnjakov iste stroke med seboj, saj bi to
olajsalo moznosti za nadgradnjo njihovega znanja.

Pozitivna informacija za nadaljnji potek specialno pedagoskega dela je ugotovljena
notranja motiviranost anketiranih SRP za razvijanje svoje strokovnosti in izboljSanje
kvalitete pedagoskega dela (dobra samopodoba, razviti kognitivni in ¢ustveni interesi
za SRP), kot tudi prenovljen bolonjski program SRP, ki po mnenju anketiranih studentk
prihodnje specialne in rehabilitacijske pedagoge opremi z zadostno mero kompetenc in
tako pomaga pri izgradnji pozitivne strokovne samopodobe. Odprtih vprasanj in mo-
znosti za izboljSave ter napredek na podroc¢ju strokovne samopodobe uciteljev je Se
veliko, saj ob skrbi za samopodobo ucencev preveckrat pozabimo, da lahko u¢imo samo
tisto, kar smo in v kar verjamemo.

Raziskavo bi bilo v prihodnje smiselno ponoviti in poglobiti na vecjem in reprezen-
tativnem vzorcu, saj bi s tem pridobili tudi bolj homogene skupine SRP za medsebojne
primerjave. Smiselno bi bilo preveriti samopodobo $tudentov ob vstopu na fakulteto ter
jo med Studijem sistemati¢no kultivirati, nato pa spremljati njen nadaljnji razvoj. V fa-
kultetnem okolju, kjer studentje pridobivajo potrebne informacije o svojem prihodnjem
strokovnem delu in lastni usposobljenosti je namre¢ mogoce nacrtno razvijati zaveda-
nje, da je skrb za strokovno samopodobo in dozivljanje strokovne kompetentnosti eden
izmed najpomembne;jsih dejavnikov za kakovostno pedagosko delo.

Tjasa Strnisa, Mojca Jurisevi¢, PhD

Professional self-concept development of special education teachers

Erikson’s theory of psychosocial development implies that self-concept is by no
means immutable. It peaks in the adolescence, but it still changes over the years be-
cause of the knowledge we have gained over a lifetime of experience and defines who
we are and how we act towards people in our daily lives. It can be very difficult for a
special education teacher to maintain his or her self-concept due to various challenges
they face on a daily basis while teaching a population of children that require more at-
tention than students without special needs. A special education teacher must serve as
a model for children with special needs and teach them in a manner or language that
they can understand with their unique abilities. That is why it is important for a special
education teacher to have a positive professional self-concept and believe that he or she
is capable of keeping up with the demands of the school system.

Teacher self-concept can be broadly defined as teacher s self-perception of his or
her own teaching effectiveness (Young, 1997, in Igbal, Bibi & Gul, 2016). It is a very
important concept, because it makes teachers understand their worthiness, evaluate
their expertise and adjust themselves accordingly with their ambiance (Alvarez Perez
& Lopez Aguilar, 2014). Teachers’ self-concept helps with their success in teaching,
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positively enhances students’ learning and affects students’ self-concept. If a teacher
has a positive self-concept, it can help him to become an exceptional teacher who makes
school an exciting and interesting place. Teachers with positive self-concept possess
a passion for the subject that they teach and genuine care for the students with whom
they work. They inspire their students to play with ideas, think deeply about the subject
matter and take on more challenging work. They can have an enriching effect on the
daily lives of children and their lifelong educational aspirations. They make students
feel good about school and learning and increase student achievement. In other words,
if a teacher's self-concept is low and if a teacher does not believe in his or her abili-
ties to do his job successfully, then he or she can 't expect that their students will reach
their educational goals and have a positive and realistic perception of their abilities
(Mcgrath & Francey, 1996; Youngs, 2000).

A teacher needs a variety of professional development skills, along with knowledge
of their subject matter and experience, in order to be an effective teacher. No matter
how good pre-service training for teachers is, it cannot be expected to prepare teach-
ers for all the challenges they will face throughout their careers. Teacher self-concept
is developmental in nature and undergoes constant fluctuations. Education systems,
therefore, seek to provide teachers with opportunities for in-service professional devel-
opment in order to maintain a high standard of teaching and to retain a high-quality
teacher workforce. Professional development is the only strategy school systems have
to strengthen educators’ performance levels and indirectly enhance their self-concept.
Professional development usually means a formal process, such as a conference, semi-
nar, or workshop, collaborative learning among members of a work team or a course
at a college or university. However, professional development can also occur in infor-
mal contexts, such as discussions among work colleagues, independent reading, and
research, observations of a colleague’s work or other learning from a peer (Javornik
Krecic, 2008).

Because every child deserves to be taught by highly qualified and motivated teach-
ers, we have conducted a research on professional self-concept development of special
education teachers. We have studied the professional self-concept of master’s degree
students of Special and rehabilitation pedagogy who study at the Faculty of Educa-
tion at the University of Ljubljana (n = 20 women) and the professional self-concept of
Slovenian special education teachers (n = 40 women) based on their years of service
and their professional title. The aim was to find out their professional self-concept,
their opinion on professional development and self-perception of their competency in
target areas of special education, the ways of encouraging professional self-concept,
the obstacles they face during their professional development, and their suggestions for
enhancing their professional development opportunities.

The research data was collected with two questionnaires; the first one was used
for the employed special education teachers and the second one for masters degree
students of Special and rehabilitation pedagogy. SPSS was used for statistical analysis
(descriptive analysis, ANOVA test with relevant hoc tests, and tests for non-normal dis-
tributions (Kruskal-Wallis s test in Mann-Whitney's U-test). In addition, we have inter-
viewed one person from each professional stage (i.e. years of service defined by Javrh).
The interviews have been analysed by the technique of open coding.
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The results showed that every single participant in the study, i.e. students (81 %
total score) as well as employed special education teachers (87 % total score), has a
positive professional self-concept and that the competence level of special education
teachers is rising by each year of their service. The results differed significantly on the
self-concept scores for students and employed special education teachers with different
vears of service. Students achieved the relative lowest self-concept score, while profes-
sional self-concept increased with every year of service. Employed special education
teachers with 19-30 years of service gained the highest score (90.2 % total score).

Participants have answered the questions about their competence level on a 5 Likert
type scale. The results showed that special education students feel the most competent
Jfor teamwork (M = 3.55; SD = 0.51), taking responsibility for their own professional
development (M = 3.35; SD = 0.59), communication skills (M = 3.35; SD = 0.59) and
for using ICT (M = 3.20; SD = 0.61). Employed special education teachers feel the
most competent for teamwork (M = 3.65; SD = 0.50) and teaching children with spe-
cial needs (M = 3.63; SD = 0.49).

The results also showed that there are statistically significant differences in their
feeling of competence in each area of special education. Statistical significant differenc-
es accrued in the following areas: theoretical knowledge about special needs (t = -3.91;
df=39; p <.001), teaching children with special needs (t =—-3.54; df = 58, p <.01),
and working with parents and families (t = —4.83; df = 58; p <.001). We assume the
differences have arisen because employed teachers have more experience in using their
theoretical knowledge and they see its real value in teaching children with special edu-
cation needs. Employed special education teachers with 7-18 years of service feel more
competent than students for teaching children with special needs (U = 23.5; z = -2.99;
p <.001) and working with parents and families (U = 21.5; z =-2.95; p <.001).

They encourage their self-concept with hospitations in their own school, working
together with other teachers and asking them for advice, reading texts about special ed-
ucation and learning through reflection. The factors that encourage their professional
self-concept the most are lifelong learning, the desire for teamwork and the desire to
learn new techniques to work with special needs children. The main factors that might
seem as obstacles to their professional development are lack of time because of too
much work-related obligations, lack of finances for professional development oppor-
tunities, lack of offered programs for developing skills in special education and lack of
programs related to special education.

Special education teachers highlighted the need for the further professional de-
velopment courses by means of CPD courses in schools where they teach, while they
also addressed more time for professional development that should be included in their
schedules and financial support for attending relevant CPD courses organised by dif-
ferent professional institutions outside their schools.

The results show that special education students and special education teachers
have a positive professional self-concept and that their perception of the special educa-
tion competence level is rising by each year of their service. Thus, it can be concluded
that special needs children are taught by competent teachers who take care of their pro-
fessional development, so that they can expand their knowledge and skills to implement
the best educational practices. As in all professions, it takes years for new teachers to
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gain the skills they need to be effective in their roles. Employed special education teach-
ers feel more competent because they have more experiences in working with special
needs, which can provide a positive feedback for special teacher students who are pre-
occupied with not having enough experience at the beginning of their careers, i.e. not
being good enough special educational teachers. A teacher that continually expands
his/her knowledge and skills can implement the best educational practices. That is how
he/she can help students learn at the highest level and become successful in the frame-
work of their learning needs and potentials.
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POVZETEK — Izobrazevalni sistem potrebuje ucite-
lja, ki je sposoben prispevati k razvoju lastne prakse
in celotnega sistema z lastno inovativnostjo in kom-
petenco. Le ucitelj-reflektivni praktik je zmozZen zado-
stiti vsem potrebam danasnje druzbe, Sole in ucencev.
Da bi lahko ucitelji imeli reflektivno viogo v pouceva-
nju in vzgoji, morajo biti metodolosko kompetentni in
osredotoceni na raziskovanje lastne prakse. Bodoci
ucitelji bi morali med univerzitetnim izobrazevanjem
pridobiti osnovne metodoloske kompetence, ki bi jih
kasneje dopolnili s samoizobrazevanjem in stalnim
strokovnim izpopolnjevanjem. S tem prispevkom Zeli-
va izpostaviti pomen metodoloskega izobrazevanja za
razvoj kompetenc in reflektivne usmerjenosti uciteljev
ter nuditi vpogled v trenutno stanje na pedagoskih fa-
kultetah Univerze v Nisu.
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ABSTRACT — The educational system requires a
teacher who can contribute to the development of
one’s own practice and the entire system with his/her
innovation and competence. Only a teacher reflective
practitioner can meet all the needs of today's society,
school, and students. In order to play a reflective role
in teaching and upbringing, it is necessary for teach-
ers to be methodologically competent and focused
on researching their own practice. During university
education, future teachers should acquire the basic
methodological competencies that will later be supple-
mented by self-education and in-service training. With
this paper, we would like to point out the importance
of methodological education for the development of
competencies and reflective orientations of teachers,
as well as to give an insight into the current situation
at the faculties of education of the University of Nis.

Modern society and a developed educational system are setting new roles for all

participants, especially teachers. Bearing in mind that teachers are organizers and im-
plementers of educational practice, they are now expected to take the initiative and
directly contribute to the improvement of educational practice, in addition to their tra-
ditional roles. In order for teachers to improve their practice, think critically and be
directed towards continuous innovation, they need to develop reflective orientations.

A reflective practitioner always moves from his/her own practice and constantly
strives to improve it. In addition to using the research results other researchers have
obtained, now the teacher becomes a participant in the research of others but also the
initiator and implementer of his/her own research. Teacher education should be in line
with the needs of society and the requirements placed before teachers after joining the
labor force. In order to contribute to the formation of a reflective practitioner, future
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teachers need to acquire enough theoretical and practical methodological knowledge
that will enable them to develop reflexivity and acquire competencies necessary for
carrying out independent research. Bearing in mind the importance of methodological
education for the development of teachers’ reflexivity as well as insufficiently realized
empirical research on this subject, in this paper we will examine the methodological
competence and reflexivity of future teachers to determine their interconnection.

2 Who is a reflective practitioner in contemporary teaching?

The concept of reflexivity is related to Dewey (1933), who stands out as the creator
of reflective thinking in practice. In this primal sense, reflexivity means a problem-
solving process, as well as continuous thinking about the causes of the problem and
various everyday situations. Based on Dewey’s perception of reflection, Schon (1987)
speaks of a reflective practitioner as a professional who applies the acquired knowledge
in practice by drawing conclusions about the necessary changes aimed at improving
practice on the basis of reflection.

Conscious thinking and critical analysis, as components of reflexivity, usually oc-
cur when the teacher’s work in practice encounters a problem, so it is necessary to ap-
proach and think about the newly-emerging problem differently. When teachers take an
active role in researching and improving educational practice, they become reflective
practitioners. A reflective practitioner is a teacher who continuously researches his/her
own practice by conducting small, micro or action research (Carr & Kemmis, 2002;
Elliott, 2007). All teacher researches have the function of finding new solutions to the
emerged problem, in order to encourage practice innovation and improvement. Based
on an analysis of different literature on teacher’s reflexivity (Schon, 1987; Gorli et al.,
2015; Ripamonti et al., 2016), we find that a reflective teacher is a person willing to
critically view his/her own practice and the practice of others; who is trained to use the
results of other researchers as well as to carry out research; who is capable of improvis-
ing, constantly finding new ways of solving problems, monitoring and evaluating one’s
own practice, and thinking about one’s own future actions.

There are four models of reflective thinking, which include reflection on action,
reflection in action, reflection before action, and reflection on reflection. Some of the
common characteristics of all reflective thinking models are: capability for self-assess-
ment, respect for previous actions in solving new problems, thinking about one’s own
actions, observing oneself from another perspective, taking over the position of the
other, searching for alternative ways to solve problems, critical analysis of one’s own
actions and viewing one’s own actions in a wider context (Rodgers, 2002). During fac-
ulty education of teachers, it is necessary to encourage the development of all models of
reflective thinking in order to contribute to the emergence of the most complex model
in professional work.

Within teacher education, reflection is viewed as a natural companion of the teach-
ing profession and is defined, in the broadest sense, as reflection on one’s own activity.
A reflection-oriented teacher must be methodologically trained and trust in his/her ca-
pabilities, which speaks of his/her methodological competence.
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3 Methodological education of reflective practitioners

Taking over the reflective role in teaching practice should be encouraged and sup-
ported by initial education. Schon (1987) was one of the first to talk about the need to
educate reflective teachers, which has contributed to extending the idea of this concept to
the whole educational context. Almost all of today’s empirical and theoretical research
relates to Schon’s understanding of the education of reflective teachers. Many contem-
porary pedagogues and methodologists (Car & Kemmis, 2000; Bandur & Maksimovic,
2013) emphasize the need to perform reflection in action during teacher education.
This reflection is the development of teachers’ readiness to act in new situations and to
critically reflect on all aspects of their own practice, as well as the practices of others.
Loughran (Loughran, 2002) points out that the key part of future teacher’s education
should be based on reflecting on experience.

Many authors (Car & Kemmis, 2000; Korthagen et al., 2006) emphasize the need
for linking theory and practice during teacher education in order to encourage the de-
velopment of their reflexivity and train them for designing and implementing research.
Car & Kemmis (2000), in particular, point to the need for linking theory and practice in
order to develop the criticalness of teachers, which is the basis for the development of
reflexivity and continuous thinking about their own practice.

Methodological education is necessary for all future teachers and it should include
both theoretical-methodological and statistical knowledge in order to develop teachers’
methodological competence. Methodological competence is the capacity and expertise
of teachers to study and research pedagogical reality and their own practice (Jakobi,
1991). Methodological education must contain statistical education, which includes
knowledge of statistical vocabulary, concepts, and the application of statistical proce-
dures for processing obtained data. Teachers’ faculty education plays a primary role in
shaping their methodological competence as it should provide students with a general
methodological competence (Branxton & Berger, 2000). However, the authors are not
in full agreement regarding the content that should be provided by methodological edu-
cation. Also, there was a discrepancy noted between the need for methodological com-
petence imposed by practice and the methodological education that is present at facul-
ties of education. Methodological education at faculties of education is based on various
methodological subjects that are an integral part of all teacher education programs.

Methodological education is an important part of future teachers’ education, and
as such must exist. The level of adoption of different methodological contents and the
experience acquired during the studies determines whether and to what extent teachers
will conduct research in future practice (Leedy & Ormrod, 2005; Lodico et al., 2010;
Levin & Greenwood, 2008). For the purposes of this paper, we will present a list of
contents that should constitute the methodological competence of teachers formed dur-
ing faculty education. The list includes twelve groups of contents contributing to the
development of appropriate competencies: knowledge of epistemological features and
scientific methods; use of the results of other research; understanding of the language
of science; handling of intellectual work techniques that are the same for all sciences
(literature study, knowledge of citations rules, bibliography writing, etc.); knowledge
of basic methodological rules of classification and inference; knowledge of scientific
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methods for data collection; scientific methods; standards for categorization and evalu-
ation of scientific papers; knowledge of and respect for ethical rules; motivation for per-
manent monitoring of the latest scientific findings; managing competencies important
for participation in team projects; a developed criticalness towards educational theories
and the results of one’s own scientific papers.

4 Method

Based on the presented theoretical understanding of the reflective practitioner and
the methodological competencies of teachers, the question of whether the preservice
education of future teachers encourages the development of reflective practitioners ari-
ses as the problem of this research. The subject of the research is the attitudes of future
teachers about the need for methodological education aimed at forming their reflective
orientations. The aim of the research is to point out the need for methodological educa-
tion at faculties of education in order to develop methodological competencies and to
form reflective practitioners. The tasks of the research are to:

0O examine students’ attitudes about the importance of methodological edu-
cation for the development of reflexivity;

O determine the level of development of methodological and statistical
competencies that should be possessed by future reflective practitioners;

o examine reflective orientations of future teachers;

O examine students’ attitudes about the need for additional methodological
education at faculties of education;

0 establish the connection between methodological competencies and re-
flective orientations of future teachers.

To collect data under this research, we used a scaling technique and the MOBRP
assessment tool, examining the needs for methodological education of future reflective
practitioners. The tool was designed for the purpose of this research, consisting of four
subscales that correspond to research tasks and contain 33 items. The 12-item subscale,
examining the methodological and statistical competencies of future teachers, was de-
signed according to the list of competencies, which should constitute the methodologi-
cal competence of teachers formed during preservice education. The Cronbach’s Alpha
Test, shown in Table 1, was used to examine the assessment scale reliability.

Table 1.Cronbach’s Alpha reliability test

Cronbach’s Alpha No. of items
0.895 33

Based on the values shown in Table 1, one can see that the Cronbach’s Alpha value
(0.895) is greater than 0.700, indicating that the assessment scale is reliable and that
the obtained data can be used for scientific purposes. The research was carried out on a
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sample of 205 students of undergraduate and master’s studies of the Faculty of Philoso-
phy and Faculty of Sciences who are being prepared for the vocation of teacher. The
structure of the respondents is shown in Table 2.

Table 2. Structure of respondents with respect to research variables

f % Valid % Cumulative %
i Year 111 48 234 234 234
Year of Year IV 75 | 366 36.6 60.0
studies
Master’s 82 40.0 40.0 100.0
The subject | Natural — mathematical sciences | 101 | 49.3 49.3 49.3
being studied |  Social — humanistic sciences 104 50.7 50.7 100.0

As we can see in Table 2, the research sample consists of 104 students (50.7 %) of
social sciences and humanities, and 101 students (49.3 %) of natural and mathematical
sciences. As for the year of studies, the research covered 48 (23.4%) students in the
third year of studies, 75 (36.6 %) students of the fourth year of studies, and 82 (40.0%)
students of master’s studies.

5 Results

The data testify to the importance of preservice education to stimulate the reflec-
tion of future teachers (Car & Kemmis, 2000), which led us to examine the attitudes of
future teachers about the importance of methodological education for the development
of reflexivity in the first part of this paper. Based on the data obtained by the research, it
was established that the respondents have positive attitudes in all items, which indicates
that they are aware of the importance of methodological education for reflexivity devel-
opment. This is important because it implies the existence of students’ awareness of the
complexity of their future profession and of motivation to prepare themselves better for
engaging in the same. The difference in the respondents’ attitudes with respect to the
subject being studied is shown in Table 3.

A statistical analysis of the obtained data shows that only in the items shown in Table 3:
By analyzing literature and writing seminar papers and projects we are training ourselves
for a critical attitude towards our own practice (p=0.008; p<0.010; M =3.802 and
M =4.134), and Familiarization with techniques of intellectual work during studies (such
as studying literature, knowing the rules of citation, writing bibliographies) is important
for successful dealing with future teaching practice (p = 0.026; p < 0.050; M =4.019 and
M =4.201), do the values of the t-test, df and p show that the respondents’ answers statis-
tically significantly differ regarding the subject they are studying. The M values (Table 3)
show that students of social sciences and humanities have more positive attitudes than
students of natural and mathematical sciences. The results obtained can be explained with
the assumption that methodological education and practice which include the writing of
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seminar papers, literature analysis and familiarization with intellectual work techniques
are more present during the studies of social and humanistic sciences.

Table 3. Difference in future teachers’ attitudes about the importance of methodological
education for the development of reflexivity in relation to the subject being studied

N M sd t-test df p
L Natural —
By analyzing literature and | ) omatical | 101 | 3.802 | 0.872
writing seminar papers and sciences
projects we are training Social -2.698| 203 0.008
ourselves for a critical attitude .
towards our own practice hlsl?;::éztslc 104 14.13410.893
Familiarization with Natural —
techniques oftintellectual —\ o atical | 101 | 4.019 | 0.529
work during studies (such as sciences
studying literature, knowing B
the rules of citation, writing Social 2.246 | 198.935 1 0.026
bibliographics) is important | /e | 104 | 4201 | 0.629
for successful dealing with . ’ ’
future teaching practice seiences

In order to determine the differences in students’ attitudes with regard to the year of
studies, the obtained data were analyzed by variance analysis (ANOVA) and presented
in Table 4.

Table 4. Difference in future teachers’ attitudes about the importance of methodological
education for the development of reflexivity in relation to the year of studies

Year of
studies

The methodological education Year I | 48 | 3.625 | 0.815
acquired at the faculty contributes to | Year IV | 75 | 3.773 | 0.815 | 9.494 2 0.000
the development of critical thinking Master’s | 82 | 4.195 | 0.761

N M sd | F-test| df p

Developing competencies to use YearII | 48 13.937 10522
the results of scientific research

in practice is needed to focus on Year IV | 75 [3.853|0.766 | 7.608 2 0.001
improving and innovating teaching ;
practice after joining the labor force Master’s | 82 | 4.280 | 0.725
The implemer_ltz_ttior} of _independent Year 111 | 48 |3.875 | 0.703
research or participation in the research
of other researchers during the studies | Year IV | 75 | 4.066 | 0.723 | 3.590 | 2 0.029
encourages us to explore our own
teaching practice as future teachers | Master’s | 82 1 4.219 1 0.703

Through the acquired methodological | Year III | 48 |3.541 | 0.713

education, I have developed a focus on 730 5005 37000 975 [ 3421 | 2 | 0.035
finding the causes of teaching problems

and various ways to solve them Master’s | 82 |3.926 | 0.940
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Table 4 shows a statistically significant difference in the respondents’ answers to
the item: The methodological education acquired at the faculty contributes to the devel-
opment of critical thinking (p = 0.000; p <0.010; M =3.625; M =3.773; M =4.195);
Developing competencies to use the results of scientific research in practice is needed
to focus on improving and innovating teaching practice after joining the labor force
(p=0.001; p<0.010; M=3.937; M = 3.853; M = 4.280); The implementation of inde-
pendent research or participation in the research of other researchers during the stud-
ies encourages us to explore our own teaching practice as future teachers (p = 0.029;
p <0.050; M =3.875; M =4.066; M =4.219); Through the acquired methodological
education, I have developed a focus on finding the causes of teaching problems and
various ways to solve them (p =0.035; p <0.050; M =3.541; M =3.667; M = 3.926).
Based on the presented values, we note that students of master’s studies evaluated the
examined items more positively, which indicates that faculty education has contributed
to the students’ greater awareness of the importance of methodological education.

5.1 Development of methodological and statistical
competencies of future teachers

In order to examine the development of methodological competence in future teach-
ers, we have been guided by a list of contents that should constitute teachers’ methodo-
logical competence. The majority of respondents positively evaluated all the items that
point to the development of methodological competence of students being educated for
the teaching profession. The statistical analysis of students’ attitudes, shown in Table 5,
showed a statistically significant difference (p <0.010) in the examined items in relation
to the subject being studied.

Table 5. Differences in the development of methodological and statistical competencies
of future teachers in relation to the subject being studied

N M sd t-test df p

During the studies, I became | Nat. — math. 101 13108 | 0773

acquainted with epistemologi- sciences
cal features and basic scientific —8.605 | 198.921 | 0.000
methods used in the study of Soc. —hum. | 0413990 | 0,690
upbringing and education. sciences

At the faculty, I have deve- Nat. — math. 101 | 3.198 | 1.020

loped the ability to use the sciences
scientific research results Soc. — hum. —>-8121 203 0.000
of other researchers. sciences 1041 3.990 | 0.930
i)uring(g1 the stgdies, Idhavcei Nztc'i;nlzl::h- 101 | 3.376 | 0.947
earned to understand an
use the language of the di- Soc. — hum. ~—8.233 | 186.788 1 0.000

scipline to which I belong. sciences 104 | 4.346 | 0.721
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N M sd | t-test df P
At the faculty, I have deve-
loped the abilities necessary Nat..— math. 101 | 3.000 | 1.105
for managing intellectual sciences
work techniques, such as stu- -9.412| 176.814 | 0.000
dying literature, citing, and Soc. — hum
knowledge of the structure sc.ienczs " | 104 | 4.250 | 0.760
of writing scientific papers.
During the studies, I be- Nat. —math. | 115 ¢71 [ 1 055
came acquainted with the sciences
basic methodological and -8.715| 189.741 | 0.000
loglqal rules of gleﬁnlpg, Soc. —hum. 104 | 4.028 | 0.830
classifying, and inferring. sciences
T'am familiar with the basic Nztc’ignrzl::h‘ 101 | 2.712 | 1.052
scientific met.hods' for cgllegtmg 8970 203 0.000
data: observing, interviewing, | Soc. — hum.
surveying, scaling, testing, etc. sciences 104 | 4.019 1 1.033
At the faculty, I came to ma- Nat'f math. 101 | 2.792 | 0.962
: fenti sciences
ster the followm.g s01ept1ﬁc 8142 203 0.000
research methods: descriptive, | goc. — hum.
comparative, causal, historical. sciences 104 1 3.875 | 0.942
At the faculty, I became Nztc’ignrcr:l:sth’ 101 | 2.594 | 1.168
acquainted WI.th the standards _72861 197.763 | 0.000
of the categorization and eva- | goc. — hum.
luation of scientific papers. sciences 104 1 3.711 | 1.021
During the studies, I be- Nat. —math. | 1001571511117
: ; sciences
came acquainted with the ~8.104 | 190.514 | 0.000
ethical standards, rules, and Soc. — hum.
norms of scientific work. sciences 104 | 3.855 | 0.886
I believe that I have deve- Nat. — math.
loped scientific criticalness sciences 101 | 3.405 | 1.022
at the faculty and have been
trained for a critical attitude 4400 200.466 | 0.000
towards theory, as well as the | SO¢:—hum. | 0,1 4 0001 0 940
results of my own research. sciences
I belie\_/e that I have the com- szi;nr;l:;h. 101 | 3.425 ] 0.931
petencies necessary for colla- 5275 196.956 | 0.000
borative work and participation | goc. — hum.
in team research projects. sciences 104 | 4.067 | 0.804
I am motivated to continuo- NZZie_nrcr:l:sth' 101 | 3.089 | 1.059
us}y k.eep up with the latest 33621 203 10001
scientific knowledge revea- Soc. — hum
. © | 104 | 3.615| 1.177

led by education sciences.

sciences
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Students of social sciences and humanities have more positive attitudes (see M
and sd values in Table 5) than students of natural and mathematical sciences in the
examined items, which shows a greater presence of methodological competence with-
in this group of students. We highlight the competencies for using scientific language
(M =4.364) and handling intellectual work techniques (M = 4.250) as competencies
that the students of social sciences evaluate more positively compared to the other ex-
amined competencies. On the other hand, the competencies singled out by students of
natural and mathematical sciences are the competencies required for collaborative work
(M =3.425) and developed scientific criticalness (M = 3.405).

Table 6. Differences in the development of methodological and statistical competencies
of future teachers in relation to the year of studies

Year of
studies

During the studies, I became acqua- YearIII | 48 | 2916 | 1.164
inted with the ethical standards, ru- Year IV | 75 | 3.067 | 1.189 [ 10.455| 2 | 0.000
les, and norms of scientific work. Master | 82 1 3.719 | 0.985

N M sd | F-test | df p

I am familiar with the basic sci- Year III | 48 | 3.104 | 1.134

entific methods for collecting Year IV | 75 [3.173 | 1234 | 5.644 | 2 | 0.004
data: observing, interviewing, su-

rveying, scaling, testing, etc. Master’s | 82 | 3.719 | 1.210

I believe that [ have developed sci- YearIIT | 48 | 3.604 | 0.917
entific criticalness at the faculty
and have been trained for a critical Year IV | 75 | 3.480 | 1.057 | 5.227 | 2 |0.007
attitude towards theory, as well as
the results of my own research. Master’s | 82 | 3.987 | 1.000

I believe that I have the competencies YearIII | 48 | 3.645 | 0.985
necessary for collaborative work and Year IV | 75 | 3.560 | 0.887 | 4.772 | 2 | 0.009
participation in team research projects. | Nfaster’s | 82 | 3.987 | 0.919

At the faculty, I became acquainted YearIII | 48 | 2.875 | 1.231
with the standards of the categorization | Year IV | 75 | 3.013 | 1.214 | 4.477 | 2 | 0.013
and evaluation of scientific papers. Master’s | 82 | 3.463 | 1.188

At the faculty, I came to master the fol- Year III | 48 | 3.104 | 1.115
lowing scientific research methods: de- | Year IV | 75 | 3.200 | 1.065 | 4362 | 2 | 0.014
scriptive, comparative, causal, historical. Master’s | 82 | 3.609 | 1.063

At the faculty, [ have developed the Year 111 | 48 | 3.458 | 1.129
abilities necessary for managing intellec-
tual work techniques, such as studying | Year IV | 75 | 3.453 | 1.094 | 3.947 | 2 | 0.021
literature, citing, and knowledge of the
structure of writing scientific papers. | Master’s | 82 | 3.902 | 1.129

During the studies, I became acqua- Year IIT | 48 | 3.208 | 1.091
inted with the basic methodologi- 175, " 175 13373 [ 1112 | 3188 | 2 | 0.043

cal and logical rules of defining,
classifying, and inferring. Master’s | 82 | 3.682 | 1.087
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Table 6 shows the values in which ANOVA values show a statistically significant
difference in the attitudes of the respondents compared to the year of studies (p < 0.050).
On the basis of the values shown, we note that students of master studies possess more
developed methodological competencies in relation to students of years III and IV of
studies. As competencies that are the most present among the students of master’s stud-
ies we single out a developed scientific criticalness (M = 3.987) and the competencies
necessary for collaborative work (M = 3.987). Regarding the items where the attitudes
are more negative, we highlight the familiarity with the ethical standards of scientific
work (M =2.916) and familiarity with the standards of the categorization and evalua-
tion of scientific papers (M = 2.875) for year III of studies. The collected data are not
surprising given that methodological subjects are usually represented at higher levels
and years of study, when it comes to teacher education. Students of master’s studies are
expected to have a higher level of methodological competence in relation to students
in the lower years of studies, which will facilitate their inclusion in the labor force that
will happen in the near future.

5.2 Reflective orientations of future teachers

An analysis of the obtained data has determined that the future teachers involved
in the research show reflective orientation. In the case of almost all aspects of reflex-
ivity, which are presented through nine items, about 70% or more of future teachers
have positive attitudes. The obtained data indicate the existence of a developed reflec-
tion awareness of future teachers, which indicates their willingness to engage in future
practice. The existence of reflective orientation in future teachers gives teachers room
to critically analyze and improve their own practice, which is the core of the teaching
profession. The statistical data analysis (Table 7) shows differences in respondents’ at-
titudes with regard to the subject they are studying.

Table 7. Differences in reflective orientations of future teachers in relation to the subject
being studied

N M sd t-test df P

During practical work, | Nat.—math. | 0 5 205 | ) g5

it is important to make sciences
changes during the action Soc. — hum.

-5.034 203 0.000

itself to improve teaching sciences 104 | 4.355 | 0.775
Nat. — math.
I consider it necessary to sciences 101 | 4.089 | 0.736
perform self-evaluation -3.027 203 0.003
on a continuous basis SOC-_ — hum. 104 | 4.413 | 0796
sciences

In teaching, it is important | Nat. —math. | o0 oo | 0 cag

to have a developed ability sciences
to describe to others what | goc. — hum. —2.038 | 201.571 | 0.043
we are doing and why sciences 104 | 4.336 | 0.771
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Table 7 emphasizes items where there are statistically significant differences in re-
spondents’ answers in relation to the subject being studied: During practical work it
is important to make changes during the action itself to improve teaching (p = 0.000;
p <0.010; M =3.782; M =4.355); [ consider it necessary to perform self-evaluation
on a continuous basis (p =0.003; p <0.010; M =4.089; M = 4.413); In teaching, it is
important to have a developed ability to describe to others what we are doing and why
(p=0.043; p<0.050; M =4.128; M = 4.336). With the mentioned aspects of reflexiv-
ity, the M values show that students of social-humanistic sciences have more positive
attitudes than students of natural-mathematical sciences. The obtained data indicate
a greater presence of reflexivity among social-humanistic sciences students, with the
development of self-evaluation (M = 4.413) distinguished in particular as one of the
aspects of reflexivity.

As far as the differences in the respondents’ attitudes with respect to the year of
studies are concerned, it is assumed that the master’s studies students are more reflec-
tive compared to students in year III and IV of studies. However, the results of the sta-
tistical analysis showed that the master’s studies students have more positive attitudes
but that these differences in attitudes are statistically significant only in the items shown
in Table 8.

Table 8. Differences in reflective orientations of future teachers in relation to the year of
studies

Year of
studies

I consider it is necessary to think about Year IIT | 48 | 3.937 | 0.633
teaching practice to draw conclusions | Year IV | 75 | 4.160 | 0.789 | 4.818 2 0.010

about the necessary changes Master’s | 82 | 4329 | 0.787
Year IIT | 48 | 4.167 | 0.834
Year IV | 75 | 4.106 | 0.727 | 4.041 2 10.019
Master’s | 82 | 4.439 | 0.771

N | M sd | F-test| df P

I consider it necessary to perform
self-evaluation on a regular basis

As we can see in Table 8, the respondents’ attitudes about reflexivity statistically
significantly differ with the year of studies for item: I consider it is necessary to think
about teaching practice to draw conclusions about the necessary changes (p = 0.010;
p <0.050); the greatest difference in attitudes exists between students of master’s stud-
ies and year IIT1 (M = 4.329; M = 3.937); [ consider it necessary to perform self-evalua-
tion on a regular basis (p = 0.019; p < 0.050) where there is a difference in the answers
of students of master’s studies in relation to students of year IV studies (M = 4.439;
M =4.106). These data indicate the importance of faculty education for the develop-
ment of reflexivity and at the same time confirm similar data from literature (Bandur &
Maksimovi¢, 2013; Car & Kemmis, 2000; Loughan, 2002).
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5.3 The need for additional methodological education

Based on the analyzed attitudes, it has been established that future teachers recog-
nize the need for additional methodological education at faculties of education. The data
obtained are significant given the non-conformity of teaching practice needs for meth-
odologically competent teachers and methodological education provided by faculties of
education. Table 9 shows a statistically significant difference (p = 0.000; p < 0.010) in
respondents’ answers to the subject being studied. Based on the values shown, we note
that students of natural and mathematical sciences have statistically significantly more
positive attitudes in all items, which indicates that they are more aware of the need for
additional methodological education at faculties of education.

Table 9. Differences in attitudes of future teachers about the need for additional metho-
dological education in relation to the subject they are studying

The subject [
study belongs to N M sd | ttest af P
I believe that more Nat. —math. |, 011 4597 | 0.965
teaching subjects devoted sciences 6.758 | 187.871 | 0.000
to research methodology Soc. — hum. ' ' '
are needed at the faculty sciences 104 | 3.201 | 1.332
More opportunities are Nat. — math.
needed during studying sciences 1011 4.574 1 0.712
for understanding and 5.625 203 0.000
applying the results of Soc. — hum. 104 13.903 | 0971
scientific papers in practice sciences ’ ’

I think that during faculty Nat. — math. 101 4306 | 0.745

education it is necessary sciences
to carry out research more 5.655 | 174.418 | 0.000
often and study the problems Soc. — hum. 1043508 | 1.182
of teaching practice. sciences

At faculties of education,
more attention should be Na;tc.ienr(r:l:Sth. 101 | 4.267 | 0.882
paid to research methods,
techniques, tools, the
course of research, and SOC'. —hum, 104 | 3.576 | 1.086
its implementation seiences

5.004 | 196.902 | 0.000

I believe that pre-examination |  Nat. — math. 1011 3.980 | 1.049

obligations should more often sciences
be based on writing seminar 5.357 203 0.000
papers and conducting Soc. — hum. 10413.153 | 1.156
research projects. sciences ) ’
I believe that future teachers Nat. —math. |0, | 4 554 | 0610
need more knowledge of the sciences 6.708 | 174.416 | 0.000
processing and analyzing of Soc. — hum. ’ ' ’

data obtained by research. sciences 1041 3.769 | 0.968
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Students of natural and mathematical sciences, compared to students of social sci-
ences and humanities, more positively evaluate the need for more methodological sub-
jects (M =4.297, M =3.201); the application of scientific research results (M =4.574,
M = 3.903); more frequent research of practice problems (M =4.306, M = 3.528); the
construction, course and implementation of research (M =4.267, M =3.576); more
frequent pre-exam obligations in the form of projects and seminar papers (M = 3.980,
M = 3.153); and the need for greater familiarity with the processing and analyzing of
research data (M =4.524, M = 769). We believe that the differences in attitudes between
the two groups of students were due to a different representation of methodological edu-
cation at faculties, as well as due to the established higher methodological competence of
students of social and humanistic sciences. As for the difference in the attitudes of future
teachers regarding the need for additional methodological education in relation to the year
of studies, Table 10 presents the results of the statistical analysis and ANOVA values.

Table 10. Differences in future teachers’ attitudes about the need for additional metho-
dological education in relation to the year of studies

Year of
studies

I believe that more teaching su- Year Il | 48 | 3.729 | 1.250
bjects devoted to research metho- Year IV | 75 | 4.080 | 1.136 | 5.062 2 0.007
dology are needed at the faculty Master’s | 82 | 3.439 | 1.371

At faculties of education, more at- Year 111 | 48 | 3.958 | 1.010

tention should be paid to research 17300 95 160 [0.789 | 4552 | 2 | 0.013
methods, techniques, tools, the course

of research, and its implementation Master’s | 82 | 3.670 | 1.218

More opportunities are needed during Year IIl | 48 | 3.937 | 1.137
studying for understanding and applying | Year IV | 75 | 4.373 | 0.851 | 3.585 2 0.030
the results of scientific papers in practice Master’s | 82 | 4.280 | 0.790

I believe that future teachers need Year LI | 48 | 4.208 | 0.874
more knowledge of the processing and | Year IV | 75 | 4.306 | 0.753 | 3.350 | 2 0.037
analyzing of data obtained by research Master’s | 82 13.951 | 0.993

N | M sd | F-test| df P

Based on the results of the variance analysis (Table 10), statistically significant
differences were found in the attitudes of future teachers about the need for additional
methodological education in relation to the year of studies in item: [ believe that more
teaching subjects devoted to research methodology are needed at the faculty (p = 0.007;
p <0.010; M =3.729; M = 4.080; M = 3.439); At faculties of education, more attention
should be paid to research methods, techniques, tools, the course of research, and its
implementation (p =0.013; p<0.010; M =3.958; M =4.160; M = 3.670); More op-
portunities are needed during studying for understanding and applying the results of
scientific papers in practice (p = 0.030; p <0.050; M =3.937; M =4.373; M = 4.280);
1 believe that future teachers need more knowledge of the processing and analyzing of
data obtained by research (p =0.037; p<0.050; M =4.208; M =4.306; M =3.951).
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We notice that in all items students of year IV of studies have more positive attitudes,
which means that they, in relation to the other groups of students, more often see the
need for additional methodological education.

5.4 Relationship between methodological competencies
and reflective orientations

After we have established the existence of reflective orientations and developed
methodological competencies in future teachers, guided by the data on the relationship
between methodological competence and reflexivity, we assumed that students who are
also more methodologically competent are more reflective.

Table 11. Correlation of methodological competence and reflexivity of future teachers

Methodological competencies of future teachers

Reflective orientations Pearson correlation coefficient 0.571%%*
of future teachers P 0.000

The correlation data presented in Table 11 were obtained by a statistical correlation
between subscales related to the developed methodological competencies and reflec-
tive orientations of our respondents. Based on the Pearson correlation coefficient of
0.571 and p = 0.000, we can see that there is a positive correlation that is statistically
significant at the level of 0.010. The existence of a positive correlation between meth-
odological competencies and the developed reflexivity of future teachers indicates that
increasing methodological competencies contributes to reflective orientation. These
data are highly important as they relate to already analyzed data that showed a higher
methodological competence and reflection of master’s studies students. Also, these data
can be the basis for future research, even after the teachers are included in the labor
force, as they indicate that with each additional improvement of teachers in the area of
methodology, their reflective orientation will increase.

6 Discussion and conclusions

In this research, an assessment scale made of 33 items was used to examine the at-
titudes of future teachers about their methodological education and developed reflective
orientations. The analysis and statistical processing of the obtained data revealed that
future teachers recognize the importance of methodological education for the develop-
ment of reflexivity. The data obtained by further research showed the developed meth-
odological competence of our respondents. The statistical analysis of the obtained data
showed that students of social sciences gave statistically significantly more positive an-
swers than students of natural and mathematical sciences (p < 0.010), and that students
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of master’s studies have more positive attitudes in all items, but that this difference is
statistically significant only in certain groups of contents.

Based on the analysis of the attitudes of the respondents and the values of all statis-
tical parameters, it has been established that respondents positively evaluate reflection,
and that students of social sciences are more reflective than students of natural — math-
ematical sciences, which is statistically significant (< 0.050) in three out of nine exam-
ined aspects of reflexivity.

The data that have been obtained by examining students’ attitudes about the need for
additional methodological education are very interesting since in all items a statistically
significant difference (p = 0.000; p < 0.010) was found in the attitudes between students
of social — humanistic and natural — mathematical sciences. Data analysis has shown that
students of natural — mathematical sciences have more positive attitudes and a greater
awareness of the need for additional methodological education. The fact that this group
of students recognizes the need for additional education is a good starting point for their
further professional development and in-service training after joining the labor force.

Given that the research has shown the existence of reflective orientations and a de-
veloped methodological competence in future teachers, based on the results of the sta-
tistical correlation procedure (Pearson correlation coefficient of 0.571 and p = 0.000),
there is a positive correlation indicating that an increased methodological competence
of teachers leads to an increase in reflective orientations. The obtained data can be the
basis for raising the awareness of students, as well as the expert public, of the need to
favor methodological education at faculties. Also, these data can be used and appreci-
ated when designing a new teacher education program.

Dr. Jelena Maksimovic¢, Jelena Osmanovic

Vloga in u¢inkovitost metodoloSkega izobraZevanja
za reflektivne prakse

Vzgojno-izobrazevalni sistem zahteva ucitelja, ki s svojimi inovacijami in sposob-
nostmi lahko prispeva k razvoju lastne prakse in celotnega sistema. Samo refleksivni
ucitelj lahko odgovori na vse potrebe danasnje druzbe, Sole in Studentov. Za udejanja-
nje refleksivne vioge pri pouku in vzgoji morajo biti ucitelji metodolosko kompetentni in
usmerjeni k raziskovanju lastne prakse.

Da bi ucitelji izboljsali svojo prakso, kriticno razmisljali in bili usmerjeni v stalne
inovacije, morajo biti refleksivno usmerjeni. Ucitelj refleksivni praktik vedno izhaja iz
lastne prakse in si jo nenehno prizadeva izboljsati. Poleg uporabe rezultatov raziskav
drugih raziskovalcev ucitelj sodeluje pri raziskavah drugih, hkrati pa je tudi pobudnik
in izvajalec lastnih raziskav. Z aktivnim sodelovanjem pri raziskovanju in izboljsevanju
vzgojne prakse postanejo ucitelji refleksivni praktiki. Refleksivni praktik je ucitelj, ki
nenehno raziskuje svojo prakso z mini in mikro raziskavami ali akcijskimi raziskavami.
Stevilni sodobni pedagogi in metodologi poudarjajo potrebo po razmisleku o potrebnih
ukrepih pri usposabljanju uciteljev. Ta razmislek nalaga razviti pripravljenost uciteljev
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sodelovati v novih situacijah in kriticno razmisljati o vseh vidikih lastne prakse, a tudi
o praksi drugih.

Prevzemanje refleksivne vioge v ucni praksi je treba spodbujati in podpirati ze v za-
Cetnem izobrazevanju uciteljev. Poudarjena je potreba po povezovanju teorije in prakse
v izobrazevanju uciteljev, ki naj spodbudi razvoj njihove refleksivnosti ter pozneje za
nacrtovanje in izvajanje raziskav. Zlasti se kaze potreba po povezovanju teorije in pra-
kse, kar pospesuje razvoj kriticnosti. Ta kriticnost je osnova za razvijanje refleksivnosti
in stalnega razmisljanja o lastni praksi. Opazili smo neskladje med potrebo po meto-
doloskih kompetencah, ki jih zahteva praksa, in metodolosko izobrazbo v programih
pedagoskih smeri studija. Metodolosko usposabljanje na fakultetah sestavijajo razlicni
metodoloski predmeti, ki so del vseh programov izobrazevanja uciteljev.

Bodoci ucitelji potrebujejo metodolosko izobrazbo, ki mora vsebovati splosnejse
teoreticne metodoloSke vsebine in specificno statisticno znanje za razvoj metodoloske
kompetence uciteljev. MetodoloSka usposobljenost pomeni sposobnost in strokovnost
uciteljev za studij in raziskovanje pedagoske stvarnosti in lastne prakse. Stopnja usva-
Janja razlicnih metodoloskih vsebin in pridobljene raziskovalne izkusnje med Studijem
dolocajo, ali bodo in v koliksni meri ucitelji izvajali raziskave. V casu Studija je treba
spodbujati razvoj vseh oblik refleksivnega razmisljanja. Refleksijo je treba obravnavati
kot naravno spremljevalko uciteljskega poklica, saj je v najsirSem pomenu opredeljena
kot preudarek o lastni dejavnosti. Ce naj bo ucitelj refleksivno usmerjen, mora biti me-
todolosko usposobljen in mora zaupati v svoje sposobnosti; to pa potrjuje njegove me-
todoloske kompetence. Raziskave uciteljev naj bodo usmerjene k iskanju novih resitev
problema, k spodbujanju uvajanja inovacij in k izboljsanju prakse.

Predmet raziskave so stalis¢a bodocih uciteljev o potrebi po taksni metodoloski
izobrazbi, ki naj pripomore k njihovi refleksivni usmeritvi. Namen raziskave je poudariti
potrebo po metodoloskem izobrazevanju na pedagoskih fakultetah s ciljem razviti me-
todoloske kompetence in oblikovati ucitelje kot refleksivne praktike. S to raziskavo smo
zeleli poudariti pomen metodoloskega usposabljanja v razvoju kompetenc in refleksivne
usmerjenosti uciteljev ter hkrati ugotoviti, kaksno je stanje glede opisane problematike
na pedagoskih Studijih Univerze v Nisu, Srbija.

Podatke v raziskavi smo zbrali s pomocjo ocenjevalne lestvice MOBRP za ugota-
vijanje potrebe po metodoloskem usposabljanju bodocih uciteljev — refleksivnih prak-
tikov. Instrument, ki smo ga sestavili posebej za namene te raziskave, vsebuje 33 po-
samicnih lestvic. Te tvorijo Stiri vsebinsko zaokrozene celote (podlestvice), skladno z
raziskovalnimi vprasanji. Osrednja celota, sestavljena iz dvanajstih vprasanj, preucuje
metodolosko in statisticno usposobljenost bodocih uciteljev. Sestavijena je kot odraz
seznama tistih kompetenc, ki tvorijo metodolosko usposobljenost ucitelja oblikovano
med Studijem na fakulteti. Vrednost koeficienta Cronbach alfa (0,895) kaze na viso-
ko zanesljivost lestvice in njeno ustreznost za raziskovalne namene. Raziskava je bila
opravljena na vzorcu 205 Studentov prve in druge stopnje pedagoskih smeri Studija na
Filozofski in Naravoslovno-matematicni fakulteti.

Na podlagi podatkov, pridobljenih v raziskavi, je bilo ugotovljeno, da imajo anke-
tiranci pozitiven odnos pri vseh vprasanjih letvice, kar kaze, da se zavedajo pomena
metodoloskega usposabljanja za razvoj refleksivnosti. To je pomembna ugotovitev, saj
pomeni, da se Studentje zavedajo zapletenosti svojega bodocega poklica. Za ugotav-
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lianje razlik v staliscih Studentov glede na letnik Studija je bila uporabljena analiza
variance (ANOVA). Studenti magistrskega Studija imajo visje vrednosti na ocenjevalnih
lestvicah, kar kaze, da je Studij na prvi stopnji pomembno prispeval k vecji ozavesceno-
sti Studentov o pomenu metodoloskega usposabljanja.

Studenti na magistrskem Studiju imajo bolj razvite metodoloske kompetence kot
Studenti tretjega in Cetrtega letnika. Najbolj razvite so prav kompetence, ki kazejo na
znanstveno kriticnost in kompetence, potrebne za timsko delo. To, da je stopnja meto-
doloske usposobljenosti pri Studentih magistrskega Studija visja kot, pri Studentih prve
stopnje je pricakovan rezultat. Srednje vrednosti na lestvicah refleksivnosti kazejo, da
imajo Studentje druzbenih in humanisticnih smeri bolj pozitivna stalisca kot Studentje
naravoslovno-matematicnih ved. Zlasti pri tem izstopa samoevalvacija kot eden od vi-
dikov refleksivnosti. Bodoci ucitelji prepoznavajo potrebo po dodatnem metodoloskem
usposabljanju v pedagoskih smereh Studija. Studenti naravoslovno-matematicnih ved
imajo, nasproti temu, bistveno bolj pozitivna stalisca pri ostalih vprasanjih lestvice, kar
kaze, da se zavedajo potrebe po dodatnem metodoloskem usposabljanju.

Dobljeni rezultati so pomembni za razumevanje neskladja med potrebami solstva
po metodolosko kompetentnimi ucitelji in metodoloskim usposabljanjem na pedagoskih
smereh Studija. Prepricani smo, da so razlike v staliscih med obema skupinama Studen-
tov posledica razlicne zastopanosti metodoloskih vsebin na fakultetah, pa tudi ugoto-
vijenih visjih metodoloskih kompetenc Studentov druzboslovja in humanistike.

Statisticna analiza podatkov je pokazala, da so odgovori Studentov druzboslovja in
humanistike bistveno bolj pozitivni kot odgovori Studentov naravoslovno-matematicnih
ved (p < 0,010). Prav tako so stalisca Studentov magistrskega Studija bolj pozitivna
pri vseh vprasanjih lestvice, vendar je razlika statisticno pomembna le pri nekaterih
vprasanjih.

Raziskava je potrdila povezavo med refleksivno usmerjenostjo in razvitimi metodo-
loskimi kompetencami bodocih uciteljev. Ugotovili smo pozitivno korelacijo, ki kaze, da
z vecanjem metodoloske usposobljenosti uciteljev narasca tudi povecanje refleksivne
usmerjenosti.

V pricujoci raziskavi smo se usmerili na raziskovanje metodoloske usposobljenosti
Studentov pedagoskih Studijev zaradi pomena metodoloske usposobljenosti in refleksiv-
nosti uciteljev kot tudi zaradi nezadostne empiricne raziskanosti te tematike.

Refleksivni ucitelj je tisti, ki kriticno ocenjuje svojo prakso in prakso drugih, ki je
usposobljen za uporabo rezultatov drugih raziskovalcev, ki je sposoben raziskovati svojo
prakso, ki je sposoben improvizirati, ki vedno najde nove nacine za resevanje problemov,
za spremljanje in vrednotenje lastne prakse in ki razmislja o svojih prihodnjih dejanjih.

Rezultati raziskave so pomembni tudi zato, ker potrjujejo in dopolnjujejo dosedanje
raziskave o visji metodoloski usposobljenosti in refleksivnosti Studentov magistrskega Stu-
dija. Prav tako so lahko rezultati raziskave izhodisce za nadaljnje raziskovanje zlasti se po
vkljucitvi v pedagosko delo po zakljucenem Studiju, saj kazejo, da se obogatitev progra-
mov metodoloskega usposabljanja uciteljev obrestuje s povecanjem njihove refleksivnosti.

Dobljeni rezultati so lahko podlaga za ozavescanje Studentov in strokovne javnosti
o0 pomenu metodoloskega usposabljanja v pedagoskih smereh studija. To je lahko dobro
izhodisce pri nacrtovanju in snovanju novih programov usposabljanja uciteljev. Raz-
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iskava je potrdila nujnost oblikovanja uciteljev — refleksivnih praktikov, ki s pomocjo
refleksije ugotavljajo, kaj je treba spremeniti za izboljsanje svoje prakse.
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NAVODILA AVTORJEM

Didactica Slovenica — Pedagoska obzorja, znanstvena revija
za didaktiko in metodike, objavlja ¢lanke, ki so razvrs¢eni 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 vagimi podatki in povzetkom v
skladu z navodili posiljajte na naslov: Urednistvo revije
Didactica Slovenica — Pedagoska obzorja, Na Loko 2,
p.p. 124, 8000 Novo mesto, Slovenija. Clanke sprejema-
mo tudi po elektronski posti na elektronski naslov uredni-
Stva. 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 naslov, naslov ustanove, kjer je zaposlen in ele-
ktronski naslov. V primeru, da je avtorjev ve¢, se na list
napise zahtevane podatke za vsakega avtorja posebej. Vo-
dilni avtor mora biti med avtorji napisan na prvem mestu.

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

6. 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, tif), oziroma
vektorskem (cdr, eps) zapisu v lo¢ljivosti vsaj 600 pik na
palec. Na slikovno gradivo, ki ne zados¢a minimalnim
zahtevam, posebej ne opozarjamo in ga v konéni tehni¢ni
pripravi zaradi neustreznosti izpustimo.

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

0O Za knjige: priimek in ime avtorja, leto izdaje, naslov,
kraj, zalozba. Primer: Novak, H. (1990). Projektno u¢no
delo. Ljubljana: DZS.

0O Za ¢lanke v revijah: priimek in ime avtorja, leto objave,
naslov revije, letnik, Stevilka, strani. Primer: Strménik,
F. (1997). Resevanje problemov kot posebna u¢na me-
toda. Pedagoska obzorja, 12, §t. 5, str. 3.

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

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

Primer: Razdevsek Pucko, C. (1993). Usposabljanje

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

letnica rojstva Gustava Siliha. Maribor: Pedagoska fa-

kulteta, str. 234-247.

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

9. V primeru spletnih referenc je obvezno navajanje to¢ne sple-
tne strani skupaj z imenom dokumenta ter datumom povze-
ma informacije. Primer: Brcar, P. (2003). Kako poskrbeti za
zdravje Solarjev. Institut za varovanje zdravja RS. Pridoblje-
no dne 20.08.2008 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$nejse
informacije ter tehni¢no pomoc¢ pri pripravi ¢lanka pa se lah-
ko obrnete na uredni$tvo oziroma na na§ elektronski naslov
info@pedagoska-obzorja.si.
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INSTRUCTIONS FOR AUTHORS

Didactica Slovenica — Pedagoska obzorja, a scientific journal for
the didactics and methodology, publishes papers that are classifi-
ed into two categories: scientific papers and professional papers.

The category of the paper is proposed by the author, whereas
the final assessment is based on peer reviewed and made by the
Editor-in-Chief. The published papers are reviewed.

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

wing instructions:

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

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

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

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

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

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

7. The list of references should be arranged in the alphabetical
order of authors as follows:

o For books: the author’s surname and name, year of pu-
blication, title, place, publisher. For example: Novak, H.
(1990). Projektno u¢no delo. Ljubljana: DZS.

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

year of publication, title of the journal, volume, number,

pages. For example: Strménik, F. (1997). Resevanje pro-
blemov kot posebna u¢na metoda. Pedagoska obzorja,

12,No. 5, p. 3.

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

year of publication, title, information about the book or

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

(1993). Usposabljanje uciteljev za uvajanje novosti. V:

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

ribor: Pedagoska fakulteta, pp. 234-247.

. The inclusion of references in the text: If it is an exact re-
ference, the surname, the year of publication and the page
should be written in brackets (Krofli¢, 1997, p. 15). Ifitis a
general reference, the page is omitted (Kroflic, 1997).

9. In the case of online references, it is compulsory to state
the exact website together with the title of the document
and the date of extracted information. For example: Brcar,
P. (2003). How do the health of schoolchildren. Institute of
Public Health. Retrieved on 20.08.2008 from world wide
web: http://www.sigov.si/ivz/vsebine/zdravje.pdf.

For any further clarification and information regarding the
preparation and publication of papers that are not included in
these instructions, please contact the Editor-in-chief. For any
information and technical assistance in preparing the paper,
please contact the Editorial board or submit your questions to
the email address editorial.office@didactica-slovenica.si.
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