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POVZETEK — Prispevek se osredotoca na metodo
obrnjene ucilnice oz. obrnjenega ucenja, ki pred-
stavlja sodoben, inovativen pristop poucevanja v
vzgojno-izobrazevalnem prostoru. Zasnovana je na
nacin, da so predavanja vnaprej posneta, ucenci jih
poslusajo izven pouka, ¢as v razredu pa je namenjen
aktivnemu sodelovanju ucencev. Tovrsten pristop
ucencem omogoca predvsem vecjo (samo)motivacijo
in fleksibilnost pri ucenju, sodelovalno (participativ-
no) ucenje, razvoj kriticnega misljenja, izkoriscanje
potenciala informacijsko-komunikacijskih tehnologij,
izboljsanje ucne uspesnosti in trajnostnega ucenja ter
Jih spodbuja k prevzemanju odgovornosti za lasten
napredek. Prav tako pripomore k optimizaciji ucinko-
vitosti uciteljev, odnosa in konstruktivnejsi interakciji
med obema deleznikoma. Ceprav obravnavani model
v slovenskem vzgojno-izobrazevalnem sistemu Se ni
implementiran do take mere kot v tujih izobrazeval-
nih praksah, analiza sinteze relevantne (teoreticne ter
empiricne) literature — na kateri sloni pricujoci pri-
spevek (kljub nekaterim izzivom napram tradicional-
nemu poucevanju/ucenju) — pokaze Stevilne prednosti
tako za ucitelja in ucenca kot pouk nasploh.

1 Uvod

Received 22.8.2024 / Accepted 9. 12. 2024
Scientific paper
UDC 37.091.33

KEYWORDS: flipped classroom, flipped learning,
teacher/student role, collaboration, advantages/chal-
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ABSTRACT — The paper focuses on the flipped class-
room or flipped learning method, which is a modern, in-
novative approach to teaching in the educational space.
It is designed so that lectures are pre-recorded, students
listen to them outside of class, and class time is dedi-
cated to active student participation. Such an approach
enables students to be more (self)motivated and flexible
in their learning, (co)active (participative) learning, to
develop critical thinking, to exploit the potential of in-
formation and communication technologies, to improve
their academic performance and sustainable learning,
and to take responsibility for their own progress. It also
helps to optimise teachers’ performance, attitudes and
more constructive interaction between the two stake-
holders. Although the model under discussion has not
vet been implemented in the Slovenian educational
system to the same extent as in foreign educational
practices, the analysis of the synthesis of relevant (theo-
retical and empirical) literature — on which the present
paper is based (despite some challenges compared to
traditional teaching/learning) — shows a number of ad-
vantages for the teacher and the student, as well as for
the lessons in general.

Ob vse hitrejsem tehnoloskem napredku v postmoderni “druzbi nenehnih spre-
memb, ki zahtevajo prilagajanje /.../ tako s strani posameznikov kot organizacij” (Hme-
lak idr., 2020, str. 147), se kazejo tudi vse vecje zahteve po prilagajanju vzgojno-iz-
obrazevalnih sistemov, saj z uciteljem v centru poucevanja ni mogoce ve¢ zadostiti
ucencevim potrebam, prav tako pa uspesen izobrazevalni sistem ne sme omejevati uce-
nja, temvec se mora preoblikovati iz tradicionalne strukture v sodobno (Karanezi idr.,
2015). Potrebo po tem, da izobraZevanje stopi izven okvirov tradicionalnega, navajata
tudi Yildirim in Kiray (2016) in poudarjata, da je uporaba novih pristopov pouceva-
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nja, ki dajejo uencem aktivno vlogo ter jih posledi¢no spodbujajo k individualnemu
raziskovanju in ucenju, v izobrazevalnih sistemih nujna. Raziskave kazejo (Smalhorn,
2017; Abuhmaid, 2020), da tudi ucitelji sami ze dlje ¢asa dvomijo v u¢inkovitost trenu-
tnega tradicionalnega nacina poucevanja, kjer v ve¢ini prevladuje pasivno predavanje.

Tradicionalno izobrazevanje, pri katerem so ucenci obravnavani kot “tabula rasa”
(nepopisani listi papirja), ki pasivno sprejemajo informacije — za razliko od sodobnih
pristopov, o katerih bo govora v nadaljevanju —, temelji na poucevanju, kjer ima osrednjo
vlogo ucitelj, naloge ucencev pa so, da sledijo in se prilagajajo uciteljevim metodam,
tehnikam ter pricakovanjem (Samaddar in Prasad Sikdar, 2023). Tradicionalni pristop
poucevanja zajema organiziranje pouka, pregled stare ucne snovi, razlago nove snovi,
utrjevanje nove ucne vsebine in dodeljevanje domace naloge (Bo idr., 2022), pri cemer
gre v celoti za frontalno u¢no metodo dela, pri kateri ucitelj razlaga snov ter jo zapisuje
na tablo, za preverjanje razumljivosti in napredka pri ucencih pa se uporabljajo povratne
informacije v obliki preverjanja znanja (ocenjevanje) (Ivi¢, 2016). Tovrstno podajanje
ucne snovi ne spodbuja kriticnega misljenja, prav tako se uc¢enci ne ucijo konstruktivne-
ga reSevanja problemov ter se ne pripravljajo na vsezivljenjsko ucenje, temvec se ucijo
le sledenja navodilom ucitelja in pomnjenja snovi iz uc¢benikov, ne da bi dejansko razu-
meli namen pridobljenih informacij ter jih znali posledi¢no uporabiti tudi v Zivljenjskem
prostoru (Bognar in Matijevi¢, 2005). Prav tako tradicionalne metode ucenja temeljijo
na ponavljanju in pomnjenju ter, tako Wang (2022), ne krepijo vedno razvoja kritinega
misljenja, reSevanja problemov in sposobnosti (so)odlocanja pri uc¢encih.

Sodobni pristopi uc¢enja pa po drugi strani spodbujajo uc¢ence k ucenju ter sodelo-
vanju (posledi¢no k vecji produktivnosti), kjer le-ti niso ve¢ zgolj pasivni poslusalci
(prav tam). Sodobno izobrazevanje poudarja, da je proces izobraZevanja in poucevanja
ustvarjalen proces, katerega osnovni cilj je navdihovati, usmerjati, razvijati ter nadgra-
jevati ustvarjalnost in kriticnost u¢encev (prav tam). Razlicne sodobne metode ucenja,
med katere med drugim priStevamo: navzkrizno ucenje, razmaknjeno ucenje, metodo
samo-ucenja, igrifikacijo, model vizualnega, avditivnega in kinesteti¢nega ucnega stila
(VAK) ter obrnjeno ucilnico (Mehta, 2023), namre¢ delujejo po principu usmerjenosti
na ucenca, kjer ucitelj deluje zgolj kot vodnik oz. organizator, medtem ko so ucenci
postavljeni v ospredje u¢nega procesa (prav tam). Pri tovrstnih pristopih ucitelji tako
poucujejo vsakega ucenca kot posameznika, se zavedajo njegovih individualnih po-
treb, interesov in nacinov razmis$ljanja (prav tam). Posledi¢no le-ti pri pouku niso ve¢
v pasivni vlogi, uporabljene metode ter ucne oblike, ki jih avtor vidi kot edini nacin, s
katerim lahko izpolnimo zahteve sodobnega Casa, pa temeljijo na dejavnostih, ki u¢ence
v celoti vkljucujejo v uéni proces (prav tam). Na ta nacin postajajo aktivni udelezenci
pridobivanja znanja, prav tako se ucijo spretnosti, ki jim pomagajo pri sooc¢anju z razlic-
nimi izzivi v prihodnosti, vloga ucitelja pa temelji na usmerjanju, vodenju in doseganju
zastavljenih ciljev (Mehta, 2023).

V vzgojno-izobrazevalnih ustanovah lahko dandanes zaznamo uporabo tako tradi-
cionalnih kot sodobnih metod pouéevanja, pri éemer, podobno kot Stemberger in Cen-
ci¢ (2016, str. 28), predpostavljamo, da se ucitelji zavedajo “svoje odgovorne vloge
pri prepoznavanju, negovanju in spodbujanju ustvarjalnosti slehernega otroka”. Kljub
temu pa je treba izpostaviti pomembnost ravnovesja med obema pristopoma, kjer bi
morali ucitelji znati oceniti, kdaj je primerno uporabiti tradicionalne in kdaj je smotrno
preizkusiti nove, inovativne pristope (Alessa in Hussein, 2023). Prav tako se je tovrstni
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“raziskovalni pouk izkazal za ucinkovitejSega v primerjavi s tradicionalnim, predvsem
z vidika koncnega znanja, pri cemer sta pomembna kakovostno nacrtovanje in izvaja-
nje” (Markus in Cagran, 2017, str. 33).

Ena izmed didakti¢nih inovacij poucevanja in ucenja, ki izhaja iz sodobnega izo-
brazevanja, je tudi metoda obrnjene ucilnice/obrnjenega ucenja, ki predstavlja nove;jsi,
uporabne;jsi pristop v interakciji med uciteljem in u¢encem.

2 Metodologija

Namen prispevka, v katerem smo sledili teoreticnemu raziskovalnemu pristopu, je
raziskati metodo obrnjene ucilnice kot primer inovativnega ucenja.

Cilji, ki smo jim v raziskavi sledili, so:

O analizirati razlicne metode obrnjene ucilnice/obrnjenega ucenja;

o raziskati vlogo ucitelja in ucencev pri metodi obrnjenega ucenja;

O izpostaviti prednosti in izzive obrnjene ucilnice/obrnjenega ucenja.
Izhajajoc iz ciljev smo si zastavili naslednja raziskovalna vprasanja:

o Katere so modalitete obrnjene ucilnice/obrnjenega ucenja?

o Kaksna je vloga ucitelja in u¢encev pri metodi obrnjenega ucenja?

o Katere so prednosti in izzivi obrnjene ucilnice/obrnjenega ucenja?

3 Rezultati in razprava

Izhajajo¢ iz sinteze ter analize relevantne literature, ki se osredotoca na metodo
obrnjene ucilnice kot primer inovativnega uc¢enja predvsem v tujem raziskovalnem pro-
storu, smo opredelili naslednji podrogji:

O interpretacije obrnjene ucilnice/obrnjenega ucenja, v okviru katerih smo
podrobneje analizirali metode obrnjenega ucenja in vlogo ucitelja in
ucencev pri metodi obrnjenega ucenja, ter

O prednosti in izzive, ki jih metoda prinasa.

Obrnjena ucilnica/obrnjeno ucenje

Termina obrnjena ucilnica in obrnjeno ucenje definirata specifi¢en pedagoski pri-
stop in se v anglosaskem prostoru pojavljata v razlicnih izpeljankah, kot so: flipped
learning, flipped class, inverted learning in inverted class (Lee, 2023; Sargent in Casey,
2019). Tradicionalni model obrnjene ucilnice/obrnjenega ucenja tako predstavlja me-
todo poucevanja, ki je nasprotna tradicionalnemu poucevanju, kar pomeni, da je cas v
razredu namenjen aktivnemu sodelovanju in interakciji, tradicionalno frontalno preda-
vanje pa je predstavljeno v obliki vnaprej posnetih predavanj na doloceno temo, ki jih
ucenci poslusajo izven pouka (Mok, 2014). “Obrnjeno ucenje je pedagoski pristop, pri
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katerem prvi stik z novim konceptom preide iz skupinskega ucnega prostora v indivi-
dualni ucni prostor v obliki strukturirane aktivnosti. Nastali skupinski prostor se preo-
blikuje v dinamicno, interaktivno ucno okolje, v katerem pedagog vodi ucence, medtem
ko aplicirajo koncepte in se kreativno vkljucujejo v obravnavano tematiko.” (Talbert,
2017, str. 20). Je metoda, ki zdruzuje prakticne naloge in aktivne skupinske dejavnosti
reSevanja problemov znotraj ucilnice (Bishop in Verleger, 2013).

Zgoraj izpostavljena Talbertova definicija izhaja iz pomanjkljivosti tradicionalnega
sistema in temelji na tezi, da lahko v primeru drugaéne obravnave znotraj danega ¢asa,
prostora in aktivnosti razvijemo boljsi poucevalni (u¢ni) model (Talbert, 2017).

Izpostaviti je treba, da uporaba nekaterih delov metode obrnjene ucilnice, ki so
se nanasali predvsem na to, da so ucenci pred podajanjem ucne snovi sami predelali
(brali) doloceno gradivo in odgovarjali na konceptualno zasnovana vpraSanja, povezana
z obravnavano vsebino, kot navajata November in Mul (2012), sega Ze v devetdeseta
leta prejSnjega stoletja. Vendar se kot protagonista metode obrnjene ucilnice/obrnjenega
ucenja v novem stoletju omenjata kemika Bergmann in Sams. Metodo sta razvijala na
podlagi izkusenj poucevanja kemije in izkusenj ostalih avtorjev in izhaja iz predpostav-
ke, da fizi¢na prisotnost predavatelja (ucitelja) med predavanjem (u¢nimi urami) nima
tako pomembne vloge, saj lahko ucenci poslusajo predavanja tudi doma (Bergmann in
Sams, 2012). Sta pa avtorja prepoznala pomembno vlogo fizicne prisotnosti ucitelja v
primeru, ko ucenci niso razumeli snovi in so potrebovali razlago oz. individualno po-
moc¢ (prav tam).

Obrnjena ucilnica omogoca ucencem vecjo fleksibilnost pri ucenju, saj se lahko
sami odlocajo, kdaj in kje bodo vsebino poslusali, hkrati pa na ta nacin prevzamejo tudi
odgovornost za svoj razvoj in ucenje (prav tam). Klju¢na znacilnost obrnjenega ucenja
je torej usmerjenost v ucenca in je sestavljeno iz dveh delov, kjer se prvi nanasa na indi-
vidualno delo vsakega ucenca, drugi pa na interaktivno ucenje in skupinsko delo v ¢asu
pouka (Bishop in Vergler, 2013).

Ne glede na izpostavljeno pa velja tudi pri implementaciji tovrstne metode opozo-
riti na nekatere pomisleke, ki — izhajajoc iz raziskav (Poetzsch, 2022; Sargent in Casey,
2019; Wang, 2022) — temeljijo predvsem na raznolikih interpretacijah metode. Le-te
posledi¢no izhajajo predvsem iz dejstva, da Stevilni ucitelji pri svojem delu ne upora-
bljajo vseh konceptov metode obrnjenega ucenja (Bergmann in Sams, 2012). Navedeno
botruje dejstvu, da so tudi definicije obrnjene ucilnice/obrnjenega ucenja neenotne, saj
je metoda odvisna predvsem od tega, kako jo posamezni ucitelji interpretirajo ter vklju-
¢ujejo v ucni proces. Posledi¢no je tudi ocenjevanje uspesnosti te metode zelo otezeno
(Eppard in Rochdi, 2017).

Zaradi raznolikih interpretacij in implementacij izpostavljene metode, kot navajata
tudi Eppard in Rochdi (2017), so se razvili razli¢ni modeli 0z. nacini izvajanja, zato v
nadaljevanju predstavljamo nekatere izmed njih.

Metode obrnjenega ucenja

Na razli¢ne prakse z razli¢cnimi modalitetami obrnjenega ucenja opozarja tudi Lee
(2023). Nekateri tako metodo obrnjenega ucenja uporabljajo zelo Siroko, kar pomeni,



Dr. Marovic, Mrdavsic, Hovnik, Schifini Pensek: Obrnjena ucilnica kot primer... 7

da ta ne zajema le videoposnetkov, pac pa tudi druge oblike in u¢ne pripomocke, ki se
uporabljajo pred poukom, medtem ko drugi eksaktnejsi nacin uporabe metode temelji
zgolj na videoposnetkih o obravnavani ucni snovi ter interaktivnem delu v skupini in ra-
zredu. Ozdamli in Asiksoy (2016) tako poudarjata, da obrnjeno ucenje ni zgolj sinonim
za videe, prav tako le-ti ne nadomescajo ucitelja, temvec so (pred)pogoj za interaktivne
aktivnosti v ¢asu, ko so v ucilnici prisotni vsi, torej tako ucitelj kot ucenci.

Izhajajoc iz zgoraj navedenega lahko sklepamo, da uspesnost vkljucevanja meto-
de obrnjenega ucenja in ustrezna izbira le-te temelji predvsem na njeni izvedbi, ki je
odvisna tako od ucitelja kot ucenca. Prav tako — nasprotno od tradicionalnega modela
poucevanja — metoda obrnjenega ucenja Se bolj sloni na vzpostavljenem odnosu med
uciteljem in u¢encem (Bergamann in Sams, 2012). Enotne uc¢ne strategije za ustvarjanje
obrnjene ucilnice tako ni mogoce izoblikovati, temve¢ je za u€inkovitost uporabe obr-
njenega ucenja treba izbrati pravilen model (Ozdamli in Asiksoy, 2016).

Bergmann in Sams (2012) izpostavljata tradicionalni model obrnjenega ucenja, ki
poteka na nacin, da ucenci pred predavanjem pogledajo doloceno video vsebino, si na-
redijo zapiske ter nato v razredu skupaj obdelajo obravnavano tematiko, kjer so aktivno
vkljuceni v u¢ni proces. Vecina Casa je pri tradicionalnem modelu obrnjenega ucenja
namenjena torej vajam in izvajanju le-teh (prav tam).

Delno obrnjeno ucenje vsebuje nekaj predavanj v zivo, poleg tega pa so na voljo
tudi avdio-video posnetki (He idr., 2018). Ogled teh sicer ni obvezen, cemur botruje
dejstvo, da nekateri ucenci Se vedno nimajo dostopa do ustrezne avdio-video opreme
(Ozdamli in Asiksoy, 2016).

Model holisticno obrnjene ucilnice temelji na e-platformi in sinhrono vkljucuje do-
maco, mobilno in fizi¢no ucilnico. Platforma u¢encem omogoca, da predavanja pregle-
dajo, se udelezijo skupnih u¢nih ur, razpravljajo o vsebini z uciteljem in soSolci, hkrati
pa se vse dejavnosti belezijo tudi na e-platformi (Liu, 2019; Ozdamli in Asiksoy, 2016).
Cilj pristopa je spremeniti in izboljsati sistem tako, da tisto, kar je motece v ucilnici,
spremenimo v u¢no orodje (Liu, 2019).

Obrnjena ucilnica, ki temelji na vrstniski pomoci, sodelovanju in ucenju, od ucen-
cev zahteva, da preucijo osnovna gradiva izven razreda, nato pa skupaj (bodisi v parih
ali vec¢jih skupinah) v razredu razpravljajo o konceptualnih vsebinah, ki so se jih nau-
¢ili (Rowley in Green, 2015). V tej debati ucitelj moderira in ocenjuje naucene pojme,
ucenci pa si lahko med seboj tudi pomagajo, saj zahtevnej$i termini pogosto zahtevajo
vecjo koncentracijo ter sodelovanje. Ta pristop spodbuja interaktivnost pri pouku in
obravnavo tem, ki se uc¢encem zdijo tezke (prav tam).

Obrnjena ucilnica, ki temelji na ucenju s pomocjo resevanja problemov, spodbuja
ucence, da raziskujejo problem in razpravljajo o moznih strategijah reSevanja (Pari-
stiowati idr., 2019). V tem primeru lahko ucenci delajo individualno ali v skupinah
in kasneje o svojih strategijah razpravljajo v razredu. Ucitelj moderira proces z oce-
njevanjem napredka ucencev. Skozi proces reSevanja problemov postane ¢as uc¢enja v
ucilnici bolj produktiven, s ¢imer se spodbuja tudi sposobnost kriticnega razmisljanja
ucencev (prav tam).

Protagonista obrnjene ucilnice/obrnjenega ucenja Bergmann in Sams (2012) sta
glede na izkusnje dela s tovrstno metodo oblikovala tudi ¢asovnico dejavnosti, ki jih
izvaja ucitelj. Ucitelj zacetek ure nameni motivacijskim aktivnostim, nato pri¢ne z
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nacrtovanim vsebinskim sklopom. Njegova naloga v naslednji etapi ucne ure je, da
odgovarja na vpraSanja v povezavi z ogledom videa na doloceno temo, kar zmanjsa
moznosti za napacno interpretacijo in poveca nadaljnjo uporabo ter razumevanje snovi
in pojmov. Nato se posveti osrednjemu delu ure (aktivnosti), kjer je vloga ucitelja: vo-
denje v manjsih skupinah, nudenje pomoci, diskutiranje, razglabljanje, pojasnjevanje,
individualno posvecanje u¢encem, ki tezje usvajajo snov, itd. Avtorja izpostavljata tudi,
da mora ucitelj pri rokovanju z metodo obrnjenega ucenja poznati in razumeti razvojno
stopnjo vsakega ucenca, zato vlogo ucitelja primerjata s podpornim trenerjem (prav
tam). Prav tako se pri metodi obrnjenega pouka ne spreminja samo vloga ucitelja, pac¢
pa tudi starSev in ucencev.

Vioga ucitelja in ucencev pri metodi obrnjenega ucenja

“V okviru inovativnega poucevanja ucitelji razvijajo ustvarjalno in kriti¢no mislje-
nje, uporabljajo sodobno tehnologijo, razvijajo vidik samoregulativne prakse ter organi-
zirajo timsko interdisciplinarno delo za ustvarjalno resevanje kompleksnih problemov.”
(Dolinar in Likar, 2021, str. 64).

Uciteljeva vloga v procesu dela pri metodi obrnjenega ucenja ostaja podobna kot
v razlicnih kombiniranih modelih in se nanasa na to, da v zacetni fazi daje neposredna
navodila u¢encem o tem, kaj morajo narediti. V nadaljnjem procesu (ki poteka fizicno
v skupini) pa se vloga ucitelja spremeni, saj postane moderator in neke vrste “spodbu-
jevalec” ucenja oz. ucnega procesa (Poetzsch, 2022). Naloga ucitelja — za razliko od
tradicionalnega sistema, kjer deluje kot varuh oz. “vratar znanja” (“knowledge gatekee-
per”) — je, da se preobrazi v trenerja, pomoc¢nika in svetovalca u¢encem (Talbert, 2017).
Njegova vloga torej ne temelji zgolj na neposrednem prenosu znanja, pa¢ pa mora na
podlagi vprasanj oblikovati u¢no okolje in razloziti nerazumljivo snov (Buil-Fabrega
idr., 2019). Tako uéni proces poteka po ucencevih predlogih ali vkljucuje razli¢ne de-
javnosti, kot so: razprava, reSevanje problemov ter prakti¢ne dejavnosti (Hao, 2016).
Pri slednjem je treba — kot Ze izpostavljeno — znova poudariti, da mora ucitelj poznati in
razumeti individualne znacilnosti vsakega ucenca (Bergmann in Sams, 2012).

Spomniti je treba Se, da imajo ucenci v tradicionalnem modelu ucenja pasivno vlo-
go, medtem ko se pri obrnjeni ucilnici oz. obrnjenem ucenju le-ta spremeni v (so)de-
lovanje — aktivno participacijo. Prav tako model obrnjenega u¢enja spodbuja ucence in
jim hkrati daje ve¢ odgovornosti v procesu uc¢enja (Du idr., 2014). Poleg tega, da tovr-
sten model pomaga ucencu, da se nauci bolje uciti, pa rezultati raziskav (Wang, 2022;
Zbuzant, 2024; Samaddar in Sikdar, 2023) kazejo tudi, da ucenci postanejo bolj samoi-
niciativni, se med seboj povezujejo ter si pomagajo. Med poukom se spoznavajo s svo-
jim nacinom ucenja, ga razumejo ter prevzemajo odgovornost za svoje izobrazevanje
(prav tam). Ali kot zapiSeta tudi Kauci¢ in Kozmus (2022, str. 98): “Le z ustvarjalnim
nacinom razmisljanja se bodo otroci naucili iskati novih poti, se spopadati in resevati
probleme, ki jih ¢akajo v prihodnosti.”
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Prednosti in izzivi obrnjene ucilnice/obrnjenega ucenja

S hitrim razvojem informacijsko-komunikacijskih tehnologij (IKT) je obrnjena
ucilnica postopoma presla v fazo obrnjene tehnologije, kar pomeni, da je vecji pouda-
rek na novih pristopih (npr. zvok, igre) ali novih tehnologijah za olajsSanje interakcije
med uciteljem in u¢encem (Gong in Zhou, 2022). V zadnjih letih se je na razli¢nih po-
drocjih (npr. kemija, racunalniStvo, medicina, izobrazevanje, inZeniring in tehnologija)
predvsem zaradi vklju¢evanja naprednih IKT povecalo tudi $tevilo teoreti¢nih in empi-
ri¢nih raziskav o metodi obrnjene ucilnice/obrnjenega ucenja, pri cemer je raziskovanje
usmerjeno predvsem v: prednosti obrnjene ucilnice pred tradicionalnim pouéevanjem,
iskanje optimalnih u¢nih nacinov (npr. kako u¢encem pomagati izboljsati njihov u¢ni
uspeh) ter raziskovanje drugih u¢nih modelov, ki temeljijo na metodi obrnjene ucilnice
(Bo idr., 2022; Gong in Zhou, 2022; Samaddar in Sikdar, 2023; Zhang idr., 2024). S
preucevanjem obravnavane metode so se pokazale Stevilne prednosti in tudi izzivi. Ne-
katere izmed teh predstavljamo v nadaljevanju.

Prednosti

Pri obrnjeni ucilnici so v ospredju ucenci in ne le uéitelj (Betihavas idr., 2016; Ber-
gmann in Sams, 2012). Izhajajo¢ iz navedenega Stevilni raziskovalci (Betihavas idr.,
2016; Lai in Hwang, 2016; Sohrabi in Iraj, 2016) navajajo, da je prav zaradi drugacnega
dojemanja vloge u¢enca mogoce v obrnjeni ucilnici bolje izkoristiti teorije ucenja, osre-
dotocene na ucence, med katere med drugimi priStevamo:

O aktivno ucenje: predstavlja vsako u¢no metodo, ki v u¢ni proces aktivno
vkljuci ucence (Prince, 2004). Temelji na miselni in fizi¢ni aktivnosti,
kamor pristevamo: poslusanje, zapisovanje, reSevanje nalog, izvajanje in
opisovanje eksperimentov, iskanje razumevanja itd. (Razpret, 2015), ter
pomaga izboljati razumevanje snovi.

O ucenje s pomocjo vrstnikov: v obrnjenih ucilnicah je uveljavljeno tako pri
dejavnostih v razredu (npr. skupno resevanje problemov, sodelovanje pri iz-
vedbi projektov ipd.) kot tudi pri dejavnostih zunaj razreda s pomocjo IKT
(npr. diskusijski forumi, druzbena omrezja) (Nederveld in Berge, 2015).

O sodelovalno (participatorno) ucenje: v obrnjenih ucilnicah predstavlja
ucenje, pri katerem so ucenci odgovorni za svoje ucenje: sodelujejo pri
dejavnostih v majhnih skupinah, ucijo se na aktiven nacin, pri tem pa
ucitelj deluje v vlogi moderatorja (Bergmann in Sams, 2012).

Zgoraj omenjeno hkrati predstavlja tudi prednosti tovrstne metode. Prav tako mo-
del obrnjene udilnice vnasa pozitivne spremembe ne samo na ravni nacrtovanja in iz-
vedbe ucnega procesa, temvec tudi na ravni ocenjevanja, saj omogoca stalno spremlja-
nje ucencevega napredka (Maglioni in Biscaro, 2014). Kot prednosti te metode razli¢ni
avtorji (Bergmann in Sams, 2012; Betihavas idr., 2016; Petrone, 2022), izhajajoc¢ iz
teoreti¢nih in empiri¢nih izsledkov, poleg Ze izpostavljenih navajajo Se: prilagodljivo
ucenje, individualno ucenje tako z ucitelji kot s soSolci, razvijanje kriticnega misljenja,
aktivno reSevanje problemov, vase usmerjeno ucenje, izboljSanje ucne uspesnosti, vecja
motivacija za ucenje, izkoris¢anje potenciala novih IKT za aktiviranje osnovnih in viso-
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ko kognitivnih ves¢in oz. sposobnosti, izbolj$anje odnosa ter interakcije med u¢encem
in uciteljem ter izboljSanje ucinkovitosti uciteljev.

1zzivi

1zzivi, evidentni pri uporabi metode obrnjene ucilnice/obrnjenega ucenja, se v veliki
meri izrazajo na treh ravneh. In sicer na ravni, ki se nanasa na ucence; ravni, ki se nanasa
na izobrazevalno institucijo; ter ravni, ki zajema operativne izzive (Lo in Hew, 2017).

Ker vemo, da obrnjeno ucenje temelji na tem, da ucenci poslusajo oz. gledajo pre-
davanja sami, morajo imeti le-ti zelo visoko stopnjo samomotivacije (Du idr., 2014),
kar pa lahko predstavlja izziv. Prav tako, kot opozarjata ze Bergmann in Sams (2012),
bo kljub vsemu trudu $e vedno obstajal dolocen odstotek uc¢encev, ki si posnetkov ne bo
ogledal. Ucenci, ki si videov ne ogledajo doma, imajo sicer moznost, da si jih ogledajo
tekom ucenja v $oli, primere in nalogo pa morajo opraviti doma. A glede na ugotovitve
raziskave (prav tam) vecina u¢encev kmalu spozna, da je ¢as z uciteljem bolje izkori-
stiti, kot ga “zapraviti” za gledanje posnetkov. Prav tako raziskave (Poetzsch, 2022)
kazejo, da morajo ucenci v priprave na pouk investirati ¢as, kar pa velikokrat razumejo
kot dodatno delo. Vendar, e si u¢enec ne vzame ¢asa za ucenje doma, morda ne bo
dobro opravljal dejavnosti v razredu, to pa lahko zmanjsa prednosti obrnjene ucilnice
(Sayeski idr., 2015). Zaradi omenjenega je priprava uc¢encev na druga¢no metodo dela
kljuéna (Poetzsch, 2022).

Izpostaviti je treba tudi pomanjkanje ustrezne IKT in neurejen dostop do interneta,
kar posledi¢no privede do tega, da si ucenci ne morejo ogledati posnetkov doma (Lo in
Hew, 2017). Podobno Maglioni in Biscaro (2014) na podlagi raziskovalnih izsledkov
tehnolosko ustreznost izpostavljata kot izziv, saj ni mogoce predvideti oz. ugotoviti, ali
imajo vsi ucenci ustrezno tehni¢no oz. programsko opremo, kot sta npr. osebni racu-
nalnik ali internetna povezava. Eno izmed vodil, ki jih predlagata Lo in Hew (2017),
izhajajo¢ iz rezultatov raziskave v sled izboljSavam, se nanasa prav na zagotavljanje
ustrezne komunikacijske platforme ucencem izven ucilnice.

Izzivi, ki se nanasajo na Solo, so izhajajo¢ iz ugotovitve raziskave avtorjev Lo in
Hew (2017) povezani predvsem z izobrazevanjem uciteljev v povezavi z metodo obr-
njenega ucenja. Veliko uciteljev namre¢ se vedno ni ustrezno izobrazenih o IKT, kar pa
obrnjena ucilnica od njih implicitno zahteva (Maglioni in Biscaro, 2014). November
in Mul (2012) na tem mestu v ospredje postavljata predvsem vlogo izobrazevalne in-
stitucije oz. Sole, ki mora za to metodo izbrati ucitelje z dovolj znanja in motivacije za
samorazvoj na podro¢ju IKT ter implementacijo le-te v uéni nacrt, hkrati pa poudarjata,
da mora biti vstop v model postopen.

V povezavi z izzivi velja izpostaviti §e operativne izzive, ki se prepletajo s tistimi,
ki se nanasajo na ucence in na ucitelje. Pri tem Lo in Hew (2017) dodajata, da bi se
morali ucitelji ukvarjati tudi s socialno-ekonomskim statusom ucencev in z IKT, ki jim
je oz. jim ni na voljo. Pomanjkljivosti pa se kazejo tudi na podrocju nekonsistentnosti
Solskega tehni¢nega sistema oz. spletnih ucilnic, ki bi morale biti zasnovane tako, da
bi zbirale in urejale podatke o u¢ni snovi (prav tam). Na tem mestu avtorja (2017) vi-
dita moznost izboljSanja sistema v igrifikaciji, kar pomeni vkljucevanje elementov iz
digitalnih/spletnih iger v proces ucenja. Igrifikacija glede na rezultate raziskave (Tan
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in Hew, 2016) pozitivno vpliva na odnos ucencev do ucenja, saj so bolj motivirani,
reSujejo bolj zahtevne naloge, se bolj vkljucujejo v diskusije in v forumih postavljajo
vec vprasanj. Na podlagi ugotovitev raziskav avtorja (prav tam) sklepata, da bi se lahko
elementi digitalnih/spletnih iger uporabili tudi pri metodi obrnjenega ucenja.

Poleg zgoraj nastetih pomanjkljivosti je treba na tem mestu spomniti Se na vlogo
starSev. Bond (2019) navaja, da velikokrat prihaja do napacne interpretacije podatkov
(komunikacije) med ucitelji in starsi. [zpostavljeno se nanasa predvsem na to, da imajo
ucitelji napacne predstave o tem, kaj star$i vedo o obrnjeni ucilnici/obrnjenem ucenju
(prav tam). Velikokrat namre¢ napac¢no razumejo podajanje snovi s posnetki, saj ga ve-
¢inoma dozivljajo kot nedelo ucitelja (Smith, 2015). Zaradi navedenega je klju¢no, da
so tudi starsi ozavesceni in seznanjeni s to metodo, saj njihova vloga v procesu obrnje-
nega ucenja pomembno korelira z otrokovim nadaljnjim razvojem (Abuhmaid, 2020;
Tambunan idr., 2023).

4 Sklep

V prispevku smo — izhajajo¢ predvsem iz tujih izobrazevalnih praks — sintetizirali
ter analizirali relevantno (teoreticno in empiri¢no) literaturo, ki se osredotoc¢a na me-
todo obrnjene ucilnice kot primer inovativnega ucenja in v primerjavi s tradicionalnim
izobrazevalnim pristopom v ospredje postavlja nove smernice sodobnejsih ter konstruk-
tivnejSih nac¢inov poucevanja (ucenja) v vzgojno-izobrazevalnem prostoru.

Potreba po tem, da izobrazevanje stopi izven okvirov tradicionalnega, tj. potreba
po prilagajanju vzgojno-izobrazevalnih sistemov in atraktivnejSih pristopih pouceva-
nja, ki ucence aktivno vkljucujejo v ucni proces ter jih spodbujajo k individualnemu
raziskovanju, v postmoderni druzbi izhaja iz nenehnih sprememb in vse hitrejSega teh-
noloskega napredka, ki zahteva prilagajanje tako s strani posameznikov kot ucecih se
organizacij. Hkrati pa tudi ucitelji, kot kazejo raziskave (Smalhorn, 2017; Abuhmaid,
2020), ze dlje casa dvomijo v ucinkovitost tradicionalnih nac¢inov poucevanja, kjer v
vecini prevladuje pasivno predavanje, pri katerem so ucenci obravnavani kot “tabula
rasa” (nepopisani listi papirja), ki pasivno sprejemajo podano snov.

Eno izmed sodobnih pedagoskih metod, ki je alternativa tradicionalnemu pouku,
predstavlja metoda obrnjene ucilnice/obrnjenega ucenja, ki hkrati ponuja enega izmed
nacinov, kako se izobrazevalni sistem lahko modernizira v skladu z razvojem IKT ter
vsezivljenjskega ucenja. Obrnjena ucilnica ponuja uciteljem veliko stopnjo svobode
pri podajanju informacij ter nacrtovanju pouka. UCitelji postanejo vodniki in mentor-
ji, ki spodbujajo samostojno ucenje in raziskovanje (Poetzsch, 2022; Talbert, 2017);
ucenci aktivni, participativno usmerjeni udelezenci v procesu ucenja, saj imajo vecjo
odgovornost pri lastnem napredku (Bergmann in Sams, 2012; Du idr., 2014); starsi pa
pomembni akterji pri podpori ucenja v domacem okolju (Abuhmaid, 2020; Tambunan
idr., 2023). Poleg navedenega so prednosti tovrstne metode evidentne Se v vecji (samo)
motivaciji in fleksibilnosti pri ucenju, razvoju kriticnega misljenja, izkoris¢anju poten-
ciala IKT, izbolj$anju uéne uspesnosti, trajnostnem ucenju, spodbujanju k prevzemanju
odgovornosti za lasten napredek in tudi na ravni nacrtovanja in izvedbe u¢nega procesa
ter ravni ocenjevanja (Maglioni in Biscaro, 2014; Betihavas idr., 2016; Petrone, 2022).
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Pri implementaciji obrnjene ucilnice/obrnjenega ucenja v izobrazevalni sistem je
treba izpostaviti, da je uspesnost vklju¢evanja tovrstne metode in ustrezna izbira le-
-te odvisna tako od razumevanja in interpretacije njene definicije, uporabe SirSega ali
ozjega vidika kot tudi od ucitelja in ucenca. V praksi namre¢ lahko sloni na razlic-
nih modelih (npr. na tradicionalnem modelu obrnjenega ucenja (Bergmann in Sams,
2012), delno obrnjenem ucenju (He idr., 2018), modelu holisticno obrnjene ucilnice
(Liu, 2019; Ozdamli in Asiksoy, 2016) in drugih). Ker je torej uporabnost metode od-
visna predvsem od interpretacije in vklju¢evanja posameznega ucitelja v ucni proces,
navedeno botruje tudi neenotnosti definicij, evidentnih v polju obrnjene ucilnice/obr-
njenega ucenja. Posledi¢no je tudi ocenjevanje uspesnosti izpostavljene metode otezeno
(Eppard in Rochdi, 2017).

Kot razmeroma nov, uporaben in konsistenten izobrazevalni model obrnjena ucil-
nica/obrnjeno ucenje v Sloveniji $e ni bilo delezno vecje pozornosti uciteljev in razi-
skovalcev. Zato bi bilo treba, predvsem izhajajo¢ iz Stevilnih prednosti tako za ucite-
lja, ucenca kot tudi pouk nasploh, tudi v nasem izobrazevalnem prostoru razmisljati
o implementaciji in aplikativni vrednosti tovrstnega pristopa kljub nekaterim izzivom
(pomanjkanje IKT, neurejen dostop do interneta, (ne)ustrezna usposobljenost uciteljev
za uporabo IKT, napacne interpretacije starSev), ki jih metoda prinasa. Zaradi inovacij
v slovenskem vzgojno-izobrazevalnem sistemu, izhajajo¢ iz raziskovalnih spoznanj iz
tujine, bi bilo prav tako smiselno raziskati moznosti uporabe tovrstne metode, saj sta v
dobi sledenja zahtevam in trendom sodobne druzbe ter trajnostnega razvoja prilagodlji-
vost in inovativnost izobrazevanja tudi v razvoju slovenskega Solstva kljucni.

Mateja Marovic, PhD, Zana Mrdavsic, Matevz Hovnik, Gaia Schifini Pensek

Flipped Classroom as an Example of Innovative Learning

In the paper — starting mainly from foreign educational practices — we synthesise
and analyse the relevant (theoretical and empirical) literature which focuses on the
flipped classroom method as an example of innovative learning and, in comparison to
the traditional educational approach, puts forward new guidelines for more modern
and constructive ways of teaching (learning) in the educational space.

The need for education to move beyond the traditional, i. e. the need to adapt edu-
cation systems and more attractive teaching approaches that actively engage students
in the learning process and encourage them to explore individually, in a post-modern
society, stems from the constant change and accelerating technological advances that
require adaptation on the part of both individuals and learning organisations. At the
same time, as research shows (Smalhorn, 2017; Abuhmaid et al., 2020), teachers have
long questioned the effectiveness of traditional teaching methods, most of which are
dominated by passive lecturing, where students are treated as “tabula rasa” (blank
sheets of paper), passively receiving the material presented.

Traditional education — unlike the modern approaches discussed in this paper — is
based on teaching, in which the teacher plays a central role, and the students’ tasks
are to follow and adapt to the teacher s methods, techniques and expectations (Samad-
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dar & Prasad Sikdar, 2023). The traditional teaching approach involves organising
the lesson, reviewing old material, explaining new material, consolidating new content
and assigning homework (Bo et al., 2022), with a fully frontal teaching method where
the teacher explains the material and writes it on the blackboard, while feedback in the
form of assessment is used to check students’ comprehension and progress (Ivi¢, 2016).
This type of teaching material does not promote critical thinking, nor does it teach
students constructive problem solving and preparation for lifelong learning, but rather
they learn only to follow the teacher s instructions and memorize the material in the
textbooks without actually understanding the purpose of the information and being able
to apply it in the real world (Bognar & Matijevic, 2005). Similarly, traditional learning
methods are based on repetition and memorisation and, according to Wang (2022), do
not always foster the development of students’ critical thinking, problem-solving and
(co)decision-making skills.

On the other hand, modern approaches to learning encourage students to learn
and participate (and thus be more productive), where they are no longer just passive
listeners (ibid.). Contemporary education emphasises that the process of education
and teaching is a creative process whose primary aim is to inspire, guide, develop and
upgrade the creativity and critical thinking of students (ibid.).

The various contemporary methods of learning, which include, but are not lim-
ited to cross-curricular learning, spaced learning, self-learning, gamification, the VAK
model and the flipped classroom (Mehta, 2023), operate on the principle of learner-
centredness, where the teacher acts only as a guide or organiser, while the students
are placed at the forefront of the learning process (ibid.). In such approaches, teachers
teach each student as an individual and are aware of their individual needs, interests
and ways of thinking (ibid.). As a result, students no longer play a passive role in the
classroom, and the methods and forms of learning used — which the author sees as
the only way to meet the demands of modern times — are based on activities that fully
involve students in the learning process (ibid.). In this way, they become active agents
in the acquisition of knowledge, they also learn skills that help them to face different
challenges in the future, and the role of the teacher is based on guidance, leadership
and the achievement of set goals (Mehta, 2023).

In educational institutions today, we see the use of both traditional and modern
teaching methods and, similarly to Stemberger and Cencic (2016, p. 28), we assume
that teachers are aware of their responsible role in identifying, nurturing and stimulat-
ing the creativity of each child. Nevertheless, it is important to stress the importance of
a balance between the two approaches, where teachers should be able to assess when
it is appropriate to use traditional approaches and when it is sensible to try new, in-
novative approaches (Alessa & Hussein, 2023). This type of “investigative classroom”
has also been shown to be more effective than traditional classrooms, especially in

terms of the final knowledge, where quality planning and implementation are important
(Markus & Cagran, 2017, p. 33).

Following a theoretical research approach, the aim of this paper is to explore the
Sflipped classroom method as an example of innovative learning.
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The objectives followed in the research are:

O to analyse the different methods/modalities of the flipped classroom/
Aipped learning,

O to explore the role of the teacher and students in the flipped learning
method,

O to highlight the benefits and challenges of the flipped classroom/flipped
learning.

Starting from the objectives, the following research questions were set:

O What are the modalities of the flipped classroom/flipped learning?

O What is the role of the teacher and students in the flipped learning meth-
od?

O What are the benefits and challenges of the flipped classroom/flipped
learning?

One of the contemporary pedagogical methods and didactic innovations in teach-
ing and learning that provides an alternative to the traditional classroom and is rooted
in modern education is the flipped classroom/flipped learning method, which represents
a newer, more useful approach to teacher-student interaction, and at the same time
offers one of the ways in which the education system can be modernised in line with
the development of ICT and lifelong learning. It is designed so that lectures are pre-
recorded, students listen to them outside of class, and class time is dedicated to active
student participation. Such an approach enables students to be more (self)motivated
and flexible in their learning, (co)active (participative) learning, to develop critical
thinking, to exploit the potential of information and communication technologies, to
improve their academic performance and sustainable learning, and to take responsibil-
ity for their own progress. It also helps to optimise teachers’ performance, attitudes and
more constructive interaction between the two stakeholders.

The terms flipped classroom and flipped learning define a specific pedagogical ap-
proach and appear in different derivations in the Anglo-Saxon context, such as flipped
learning, flipped class, inverted learning and inverted class (Lee, 2023, Sargent & Ca-
sey, 2019). The traditional flipped classroom/flipped learning model thus represents a
teaching method that is the opposite of traditional teaching, meaning that classroom
time is devoted to active participation and interaction, while the traditional frontal
lecture is presented in the form of pre-recorded lectures on a specific topic that students
listen to outside of class (Mok, 2014). “Flipped learning is a pedagogical approach
in which first contact with new concepts moves from group learning space to the indi-
vidual learning space in the form of structured activity, and the resulting group space is
transformed into dynamic interactive learning environment where the educator guides
students as they apply concepts and engage creatively in the subject matter.” (Talbert,
2017, p. 20). 1t is a method that combines practical tasks and active group problem-
solving activities within the classroom (Bishop & Verleger, 2013).

Talberts definition, outlined above, stems from the shortcomings of the traditional
system and is based on the thesis that if time, space and activity are treated differently,
a better teaching (learning) model can be developed (Talbert, 2017).

1t should be pointed out that the use of some parts of the flipped classroom method,
which mainly involved students working through (reading) the material and answering
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conceptually based questions related to the content before the teaching material was
presented, dates back to the 1990s, as noted by November and Mul (2012). However,
the chemists Bergmann and Sams are mentioned as the protagonists of the flipped class-
room/flipped learning method in the new century. They developed the method based
on their experience of teaching chemistry and the experience of other authors, and on
the assumption that the physical presence of the lecturer (teacher) during the lecture
(lessons) is not so important, as students can also listen to the lectures at home (Berg-
mann & Sams, 2012). However, the authors recognised the important role of the physi-
cal presence of the teacher when students did not understand the material and needed
explanation or individual help (ibid.).

The flipped classroom offers teachers a great degree of freedom in presenting in-
formation and planning lessons. Teachers become guides and mentors who encourage
independent learning and exploration (Poetzsch, 2022; Talbert, 2017), students become
active, participatory members of the learning process as they have more responsibility
for their own progress (Bergmann & Sams, 2012; Du et al., 2014) and parents become
important actors in supporting learning in the home environment (Abuhmaid, 2020,
Tambunan et al., 2023). In addition to the above, the benefits of this type of method
are evident in increased (self)motivation and flexibility in learning, the development
of critical thinking, harnessing the potential of ICT, improved learning performance,
sustainable learning, encouragement to take responsibility for one'’s own progress and
also at the level of the planning and implementation of the learning process and at the
level of assessment (Maglioni & Biscaro, 2014, Betihavas et al., 2016, Petrone, 2022).

When implementing flipped classroom/flipped learning in the education system, it
is important to underline that the success of integrating this type of method and the
appropriate choice of method depends on the understanding and interpretation of its
definition, the use of a broad or narrow perspective, as well as on the teacher and the
student. In practice, it can be based on different models (e.g. the traditional flipped
learning model (Bergmann & Sams, 2012), partial flipped learning (He et al., 2018),
the holistic flipped classroom model (Liu, 2019; Ozdami & Asiksoy, 2016), and others).
Therefore, since the applicability of the method depends mainly on the interpretation
and involvement of the individual teacher in the learning process, this also contributes
to the lack of uniformity of definitions evident in the flipped classroom/flipped learning
area. Consequently, evaluating the performance of the highlighted method is also dif-
ficult (Eppard & Rochdi, 2017).

As a relatively new, useful and consistent educational model, the flipped classroom/
Sflipped learning has not yet received much attention from teachers and researchers in
Slovenia. Therefore, especially considering the many advantages for the teacher, the
student and the classroom in general, the implementation and the applied value of this
approach should be considered in our educational space — despite some of the chal-
lenges (lack of ICT, unregulated access to the Internet, (in)adequate ICT training of
teachers, misinterpretations of parents) that this method brings. In view of the innova-
tions in the Slovenian educational system, based on research findings from abroad, it
would also make sense to explore the possibilities of using this type of method since,
in the era of following the requirements and trends of modern society and sustainable
development, adaptability and innovativeness of education are also key in the develop-
ment of Slovenian education.
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KLJUCNE BESEDE: matematicna anksioznost, spol-
ne razlike, pouk matematike, gimnazija

POVZETEK —V prispevku analiziramo kompleksne
dinamike matematicne anksioznosti, spola ter aka-
demskega uspeha, pri cemer se osredotocamo na nji-
hove medsebojne povezave. Osvetlimo pomembnost
matematike v izobrazevanju ter razis¢emo razlike
med spoloma v matematicni anksioznosti, pri cemer
opisemo njene ucinke na uspeh pri pouku matema-
tike. Z empiricno raziskavo smo se odlocili preuciti
vpliv spola na matematicno anksioznost na vzorcu
izbrane gimnazije v Sloveniji. Za ta namen smo se
posluzili kavzalno neeksperimentalne metode in na
vzorcu 177 dijakov in dijakinj prvega, drugega in
tretjega letnika v Solskem letu 2023/2024 s pomocjo
spletne ankete, ki je temeljila na instrumentu AMAS
za merjenje matematicne tesnobe, ta vpliv preveri-
li. Instrument AMAS se je izkazal za sprejemljivega
(0. = 0.77). Podatki, vezani na matematicno anksio-
znost, niso bili normalno porazdeljeni. Vpliv spola na
matematicno anksioznost so vsi testi potrdili s p-vre-
dnostjo < 0.001. Dobljeni rezultati lahko pomagajo
vzgojno-izobrazevalnim institucijam pri usmeritvah
v njihovem procesu, posebej tam, kjer se kazejo vecji
razkoraki v uspehu matematike med spoloma.
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KEYWORDS: mathematics anxiety, gender differenc-
es, mathematics education, high school

ABSTRACT — In this article, we analyze the complex
dynamics of mathematics anxiety, gender, and aca-
demic success, focusing on their interconnections. We
highlight the importance of mathematics in education
and explore gender differences in mathematics anxi-
ety, describing its effects on success in mathematics
classes. With an empirical study, we decided to exam-
ine the influence of gender on mathematics anxiety us-
ing a selected Slovenian gymnasium (i. e. high school)
as a case study. For this purpose, we employed a
causal non-experimental method and, using a sample
of 177 grade 10 — grade 12 (approx. 15-17 years old)
students in the academic year 2023/24, assessed the
impact through an online survey based on the AMAS
instrument for measuring mathematics anxiety. The
AMAS instrument proved to be acceptable (. = 0.77).
Mathematics anxiety was not normally distributed. All
tests confirmed the influence of gender on mathematics
anxiety with a p-value < 0.001. The obtained results
can assist educational institutions in their processes,
especially where significant disparities in mathemat-
ics performance between genders are evident.

Matematika je ena od osrednjih disciplin v §irSem izobrazevalnem programu (Pi-

ccirilli idr., 2023). Pomembnost matematicnih spretnosti se odraza v sodobni druzbi, ki
se vse bolj opira na kvantitativne podatke. To velja tako za osebni razvoj posameznika
kot tudi za akademski napredek ter druzbeni vpliv (Cuder idr., 2023). Na uspesnost in
dosezke pa vplivajo tudi psihosocialni dejavniki (Echeverria Castro idr., 2020; Puklek
Levpuscek, 2014), med drugim matemati¢na anksioznost (Barroso idr., 2021; Cuder
idr., 2023; Doz idr., 2023; Puklek Levpuscek, 2014). Faktorji, ki vplivajo na matematic-
no anksioznost, so tako genetske narave kot stvar okolja (Z. Wang idr., 2014). Razlike
v spolu so ekstenzivno preucevane in kazejo, da imajo zenske v povprecju blago vecjo
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predispozicijo za matematic¢no anksioznost, $e posebej od osnovne Sole dalje (Doz idr.,
2023; Lutovac, 2008; Poredos in Puklek Levpuscek, 2017; Vos idr., 2023).

Zadnje raziskave v sklopu Programa mednarodne primerjave znanja u¢encev PISA
kazejo razli¢na razhajanja med uspehi med spoloma, ki sezejo preko geografskih me;.
Pri naravoslovni pismenosti in bralni pismenosti so rezultati na Slovenskem v prid di-
jakinjam, pri matemati¢ni pismenosti pa, kot v dosedanjih ciklih raziskav, razhajanj ni
(Ministrstvo za vzgojo in izobrazevanje RS & Pedagoski institut, 2023). Razumeva-
nje teh razlik je kljuénega pomena, saj razkriva kompleksno prepletenost matemati¢ne
uspesnosti, spola in posledi¢no tudi matematicne anksioznosti. Raziskava se v ta odnos
poglobi in skusa pojasniti njihove niansirane posledice.

Pri pouku matematike sta pomembni fleksibilnost in prilagodljivost pri obravna-
vi dolocenega problema (Xu idr., 2017), ki med drugim vplivata tudi na sposobnost
reSevanja realisti¢nih problemov oziroma razreSevanja vsakdanjih problemskih situa-
cij (Felda, 2012). Raziskave kazejo, da mnogo ucencev vztraja pri uporabi ene same,
vcasih neoptimalne strategije za reSevanje Stevilnih problemov, pri cemer morda samo
zamenjajo strategije za ucinkovitejsi pristop, ko so k temu izrecno pozvani (Hicken-
dorff, 2018; Newton idr., 2020; Xu idr., 2017). Mnogo raziskav je skusalo to tendenco
nefleksibilnosti raziskati s pomocjo edukacijskih intervencij, predhodnega znanja ucen-
cev in motivacijskih faktorjev, vloga Custev pa je bila pri teh raziskavah zanemarjena,
kljub temu da Custva prispevajo k akademskim dosezkom in igrajo pomembno vlogo v
Solskem okolju (Jiang idr., 2021).

Problem, namen, cilji in hipoteze raziskave

Raziskava je bila opravljena, ker so vplivi spola na matemati¢no anksioznost pri nas
razmeroma neraziskani (Lutovac, 2008), Se posebej na gimnazijski ravni. Cilj raziskave
je na izbrani slovenski gimnaziji analizirati vpliv spola na matemati¢no anksioznost. Na
podlagi obstojece literature o vplivu smo postavili naslednjo specifi¢no hipotezo:

o H: Zenske imajo blago ve&jo predispozicijo za matematiéno anksioznost.

Opredelitev in merjenje matematicne anksioznosti

Razumevanje psiholoskih dejavnikov, kot je matemati¢na anksioznost, in vzpo-
stavljanje kakovostnih merilnikov je klju¢no za napredek v izobrazevalnem kontekstu
pouka matematike. Sodobna druzba se nenehno sooca z izzivi, ki zahtevajo spretnosti
v matematiki, zato je pomembno, da raziskujemo in razumemo dejavnike, ki vplivajo
na zaznavanje in odzivanje na to disciplino. Ob uposStevanju navedenega je nenehno
izboljSevanje in prilagajanje orodij za merjenje matematicne anksioznosti klju¢no za
ustvarjanje ucinkovitih strategij za obvladovanje in zmanjSevanje njenega vpliva na
posameznike in druzbo kot celoto. V tem poglavju natancneje opredelimo pojem mate-
mati¢ne anksioznosti in instrumente, ki sluzijo merjenju le-te.

Anksioznost opredelimo kot neprilagojeni strah, ki temelji na nenatancni oceni po-
tencialne groznje (Lutovac, 2008) in predstavlja eno najbolj prevladujocih oblik psihi-
atri¢cnih motenj (Kalin, 2020). Matemati¢na anksioznost se nanasa na strah in bojazen
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pred ali med aktivnostjo, vezano na matematiko (Z. Wang idr., 2018). Implicira od-
por do matematike, kar posledicno manjsa moznosti za ucenje, ima pa tudi vpliv na
kognitivni ravni (Piccirilli idr., 2023). Matemati¢no anksioznost lahko torej kot tako
obravnavamo kot neke vrste fobijo (Ashcraft in Ridley, 2005). Matemati¢no anksiozni
posamezniki izkazujejo tako vedenjske (npr. vznemirjenje; Ashcraft in Ridley, 2005)
kot fizioloske (npr. povisan sréni utrip; Faust, 1996) spremembe, ki navadno asociirajo
na druge oblike anksioznosti, kot je socialna fobija, posttravmatska stresna motnja in
podobno. Interdisciplinarne raziskave kazejo tudi, da so pojmi, ki se nanasajo na fobije
in anksioznosti (ne samo matemati¢ne, temvec¢ na splosno), tudi klini¢no povezani, saj
je ob aktivaciji matemati¢ne anksionosti opazena podobna mozganska aktivnost kot pri
navedenih psiholoskih pojavih (Suarez-Pellicioni idr., 2016). V ospredju je torej ¢u-
stvena komponenta, ki jo sestavljata negativna reakcija na matematiko in zaskrbljenost
glede uspesnosti pri matematiki (Wigfield in Meece, 1988). Matematika kot entiteta
strahu in trepeta je tako pogosto obravnavana kot nujno zlo za preboj skozi Solanje (Lu-
tovac, 2008). Matematic¢na anksioznost ima direkten vpliv na delovni spomin in vpliva
dualno s tem, da preokupira nalogo pri pouku matematike s funkcijo strahu in tesnobe
(Ashcraft in Krause, 2007).

Zacetki merjenja matematicne anksioznosti segajo v leto 1957, ko sta Dreger in
Aiken (1957) razvila Numerical anxiety scale. Namenjena je bila predvsem osnovno-
Solcem, zato se je leta 1972 za namene srednje Sole in izobraZevanja odraslih uveljavila
Mathematics Anxiety Rating Scale (MARS) Richardsona in Suinna (1972), ki pa je bila
precej obsezna, saj je zajemala 98 vprasanj (Beasley idr., 2001). Danes se uporablja vec
skrajsanih instrumentov, med drugim Abbreviated Math Anxiety Scale (AMAS) (Hopko
idr., 2003). Ta razvoj odraza stalno prizadevanje za bolj u¢inkovito in prakticno oce-
njevanje matemati¢ne anksioznosti, ki je, glede na potrebo po ustreznem instrumentu,
faktor, ki mu je bilo od nekdaj pomembno nameniti pozornost.

Z raziskavami in razumevanjem matemati¢ne anksioznosti ter razvojem ustreznih
merilnikov le-te se kaze pomemben korak naprej v izobrazevalnem procesu. Spretnosti
v matematiki postajajo v sodobni druzbi vse bolj klju¢ne, zato je nujno, da se ukvarjamo
z dejavniki, ki vplivajo na to podrocje. S stalnim izboljSevanjem in prilagajanjem orodij
za merjenje matemati¢ne anksioznosti lahko razvijamo ucinkovite strategije za obvla-
dovanje in zmanjSevanje njenega vpliva na posameznike in druzbo kot celoto.

Povezave med spolom, matematicno anksioznostjo in uspehom

Mit, da moskim bolj lezi matematika in da se od njih pricakuje, da bodo v tej disci-
plini bolj uspesni, je bil dolgo prisoten v druzbi. Vendar pa se izkaze, da so raziskave
in Studije pokazale na precej$njo kompleksnost tega vprasanja. Ta stereotip s strani uci-
teljev in starSev pa lahko ima ucinek na uspeh in anksioznost ze sam po sebi (Ertl idr.,
2017; Luttenberger idr., 2018).

Raziskave, ki preucujejo vpliv spola z ozirom na matemati¢no anksioznost, so ze
bile ekstenzivno narejene tako implicitno kot eksplicitno (Vos idr., 2023). Pogosto ka-
zejo, da imajo zenske vi§jo stopnjo matemati¢ne anksioznosti kot moski (Devine idr.,
2012; Doz idr., 2023; Lutovac, 2008; Poredos in Puklek Levpuscek, 2017; Vos idr.,
2023). To se $e posebej kaze na visjih stopnjah izobrazevanja, pri otrocih pa so nekatere
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Studije nagnjene k nasprotnemu mnenju (Devine idr., 2012; Doz idr., 2023). Ta razhaja-
nja v raziskavah kazejo na kompleksnost vplivov, ki vplivajo na matemati¢no tesnobo,
kar poudarja potrebo po nadaljnjem raziskovanju in boljSem razumevanju dejavnikov,
ki stojijo za razlikami med spoloma v tej domeni. Za razumevanje vpliva spola na ma-
temati¢no anksioznost pa je potrebno razumeti tudi vpliv spola na uspeh sam. Meta-
analize starejSih raziskav nakazujejo, da so fantje bolj uspesni pri pouku matematike
(Hedges in Nowell, 1995; Hyde idr., 1990), novejse raziskave pa temu ugovarjajo, saj
rezultati tezijo k zanemarljivi korelaciji med tema dejavnikoma (Rossi idr., 2022; Van-
binst idr., 2020). Slednje velja tudi za Slovenijo. V vseh dosedanjih ciklih raziskave v
Sloveniji ni razlik med spoloma v matematicni pismenosti PISA (vzeto do leta 2022)
(Ministrstvo za vzgojo in izobrazevanje RS & Pedagoski institut, 2023).

Matematicna anksioznost moc¢no vpliva na akademski uspeh pri pouku matematike
(Shores in Shannon, 2007). Negativno Custveno stanje je dejansko dovolj, da zmoti
uspesnost pri matematicnih nalogah (L. Wang, 2020). Velja pa tudi obratno: u€enci, ki
dajejo vecji pomen uspehu pri matematiki, porocajo tudi o nizji stopnji matematicne
anksioznosti (Jansen idr., 2013; Rodriguez idr., 2020).

Razlike, ki se kazejo v ravneh matemati¢ne anksioznosti med spoloma, lahko vodi-
jo v izogibanje aktivnostim, ki so vezane na matematiko. Posledice tega lahko opazimo
na Se slabsih matemati¢nih kompetencah in v tem, da pride do Se vecjega izogibanja
matematiki, kar vodi v povratno zanko, ki jo je pogosto tezko prekiniti. To kaze raziska-
va Jansen idr. (2016), kjer so ugotovili, da matemati¢na anksioznost predstavlja posre-
dnika med matemati¢nimi spretnostmi in uporabo matematike v vsakdanjem zivljenju.

Kljucno je torej identificirati, kako lahko pri u¢encih zmanj$amo matemati¢no an-
ksioznost. Predlaga se ustrezno spremljanje in po potrebi intervencije za zmanjSanje
matematicne anksioznosti (Szczygiet, 2022), toda na to temo je bilo opravljenih malo
raziskav (Samuel in Warner, 2021). Za zmanjsanje tesnobe se uporablja tehnike, kot so
prakse zavedanja (Cujecnost), spodbujanje razvojnega misljenja ter intervencije za utr-
jevanje samopodobe, kar pomaga Studentom preusmeriti pozornost stran od tesnobnih
misli, spodbuja ucenje iz napak ter krepi samozavest pri reSevanju matemati¢nih nalog
(Samuel in Warner, 2021).

Orisali smo, da stereotip o moskih kot bolj uspesnih v matematiki in njihovi prica-
kovani nadrejenosti v tej disciplini predstavlja le del resnice. Resnica je kompleksnejsa,
saj so rezultati raziskav o vplivu spola na matemati¢no anksioznost in uspeh v matema-
tiki razli¢ni in odvisni od Stevilnih dejavnikov. Medtem ko se kaze, da imajo zenske vis-
jo stopnjo matemati¢ne anksioznosti, so rezultati o uspehu v matematiki bolj zapleteni.
Kljub temu pa je jasno, da matemati¢na anksioznost moc¢no vpliva na akademski uspeh
pri pouku matematike, zato je nujno, da se identificirajo in uporabijo ustrezne strategije
7a njeno zmanjsanje.
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2 Metode

Metodologija

V raziskavi smo aplicirali kavzalno neeksperimentalno metodo. Na podlagi uvelja-
vljenega instrumenta za merjenje matematicne anksioznosti na gimnazijski ravni smo
sestavili vprasalnik in ga razdelili s pomocjo orodja Google forms.

Instrument

Instrument za merjenje matematic¢ne tesnobe (test AMAS) je bil pridobljen s sple-
tne strani PsyToolkit (b.d.) in uporablja 9 vprasanj, to¢kovanih na Likertovi lestvici od
1 do 5, tipa “koliko ti ... povzroca anksioznosti”. Test je dokazano zanesljiv, veljaven in
ucinkovit v izobrazevalnem kontekstu (Cho, 2022; Hopko idr., 2003; Primi idr., 2020).
Anketa vsebuje uveljavljene elemente z manjSimi prilagoditvami, da bi se jo prilagodilo
razli¢nim kulturnim in socialnim kontekstom, pri ¢emer so bili ohranjeni konstrukti
instrumenta. Dodali smo Se splosne spremenljivke (spol, razred, ucitelj in predhodni
uspeh pri matematiki).

Zbiranje podatkov

Po pridobitvi informiranih soglasij dijakov in odobritvi ravnatelja izbrane gimna-
zije, vkljucene v raziskavo, smo zbrali in preucili podatke matemati¢ne anksioznosti
in spola na neslucajnostnem in namenskem vzorcu dijakov in dijakinj prvega, drugega
in tretjega letnika v Solskem letu 2023/2024. Podatki so bili anonimizirani z uporabo
kodne sheme, tako da sta bili anonimnost in objektivnost zagotovljeni v vsakem koraku
raziskave. Dostop do zbranih podatkov je imel le raziskovalec.

Vsi udelezenci so sodelovali prostovoljno in niso bili finan¢no nagrajeni za sode-
lovanje v raziskavi. Raziskava je potekala v skladu z eti¢nimi standardi Deklaracije iz
Helsinkov iz leta 1964 in evropskega zakona o varstvu podatkov (Splosna uredba o var-
stvu podatkov EU — GDPR UE 2016/67) in evropskega kodeksa ravnanja za ohranjanje
integritete raziskav.

Obdelava podatkov

Podatki, zbrani med raziskavo, so bili analizirani z uporabo programskega jezika
Python (verzija 3.11.4), predvsem s knjiznicama pandas (verzija 2.1.3) in scikit-learn
(verzija 1.3.2). Nepredelani anonimizirani nabor podatkov in statisti¢na koda sta odprto
dostopna na Tandem learning: student dataset (1.0) (Bregant, 2023).

Za ugotavljanje veljavnosti hipoteze, tj. spol ima blag vpliv na matemati¢no anksi-
oznost, smo se posluzili t-testa, f-testa, Mann-Whitney U-testa, Kruskall-Wallis testa,
Cohenovega d in n2. Normalnost smo testirali s Shapiro-Wilkovim testom.
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3 Rezultati

Po predpripravi podatkov je nabor obsegal 177 dijakov in dijakinj z 19 navedenimi
odgovori, od katerih jih je devet dolocalo stopnjo matemati¢ne anksioznosti, eno vpra-
Sanje pa je bilo za dolocitev spola. Deskriptivno statistiko vzorca opisujeta tabela 1 in
slika 1. Socioekonomski statusi dijakov (SES), vkljucenih v raziskavo, nam niso bili na
razpolago.

Tabela 1

Frekvencna porazdelitev spola, skupaj z deskriptivno statistiko rezultatov testa mate-
maticne anksioznosti glede na spol.

Spol Stevilo Frekvenca razreda M SD Mdn
Moski 69 39% 23.72 7.20 24.5
Zenske 108 61% 27.53 7.37 28.0

Opomba: M oznacuje povprecno vrednost, SD standardni odklon, Mdn pa mediano.

Slika 1

Violinska skatla z brki porazdelitve matematicne anksioznosti glede na opazovana spola
s kvantili.
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Za notranjo konsistentnost smo uporabili Cronbachovo alfo a, ki na nasem vzorcu
potrdi, da je 9 vprasanj, ki se nanasajo na matemati¢no anksioznost, konsistentnih.

Tabela 2
Preizkus notranje konsistentnosti vprasalnika s Cronbachovim a koeficientom.

Cronbach a 0.77 (vrednost) [0.68, 0.83] (95-odstotni interval zaupanja)

Normalnost matemati¢ne anksioznosti smo testirali s Shapiro-Wilkovim testom, ki
na podlagi p-vrednosti 0.02 ovrze hipotezo, da je porazdelitev normalna. Kljub nenor-
malnosti bomo uporabili t-test in f-test, saj je porazdelitev zelo blizu normalni (odvisno
od izbire stopnje zaupanja), poleg tega pa imamo dovolj podatkov v vsakem stratumu,
da nam centralni limitni izrek omogoca tako uporabo. Normalnost se vidi tudi na pod-
lagi histograma in Q—Q-grafikona na sliki 2. V tabeli 2 najdemo vse omenjene statistike
testiranja vpliva.

Slika 2
Test normalnosti s Shapiro-Wilkovim testom.
Histogram - Anksioznost Q-Q Diagram - Anksioznost
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Levi del slike prikazuje histogram, skupaj s prilagojeno zvezno porazdelitvijo
(angl. KDE; Han in Kwak, 2023), desni del slike pa Q—Q- grafikon glede na normalno
porazdelitev. Kot je mogoce opaziti iz Q—Q-grafikona, so teoreti¢ni kvartili ve¢inoma
porazdeljeni okoli diagonale, kar kaze na porazdelitev, ki je blizu normalni.
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Tabela 3

Testi vpliva spola na matematicno anksioznost. Prikazan je tudi Cohenov d in n2.

Vrednost statistike p-vrednost
t-test -3.28 0.00
f-test 10.78 0.00
Mann-Whitney U 2500.00 0.00
Kruskal-Wallis 9.81 0.00

Opomba: Cohend =—-0.52, 12 =0.00

Na podlagi rezultatov vidimo, da ima spol v nasem vzorcu vpliv na matematicno
anksioznost, kar smo dokazali s Stirimi med seboj neodvisnimi testi, ki so tako parame-
triéni kot neparametri¢ni. Mera velikosti u¢inka t-preizkusa (d =-0.52) kaze na velik
vpliv spola na razlike v stopnji matemati¢ne anksioznosti. Pokaze se, da imajo dekleta
sistematic¢no visjo stopnjo matemati¢ne anksioznosti kot fantje.

4 Diskusija

Raziskave kazejo, da kljub napredku v enakopravnosti spolov zenske $e vedno
ostajajo manj vkljucene v podrocje znanosti, zlasti v matemati¢ne vsebine (Vos idr.,
2023). Analize ocen v matematiki so razkrile neenakosti (e posebej po otrostvu), pri
Cemer se je pokazalo, da so dekleta pogosto podrejena fantom v Solskem okolju (Vos
idr., 2023). Poleg tega je matemati¢na anksioznost, ki se kaze kot strah pred matematiko
ali obcutek nesposobnosti, lahko ena izmed ovir za vkljuevanje Zensk v to podrocje.
Ta strah lahko vodi v manjSo samozavest pri reSevanju matematic¢nih problemov in v
kon¢ni fazi v manjSe zanimanje za nadaljnje Studije in kariero v znanosti.

V raziskavi smo ugotovili, da imajo dijakinje predispozicijo za matematicno an-
ksioznost, kar je tudi v skladu z dosedanjo literaturo. Spol lahko negativno vpliva na
motivacijo za reSevanje problemskih nalog, ki se pojavijo pri pouku matematike. Ta
diskrepanca se lahko kaze v dozivljanju frustracije in brezupa ob tezjih izzivih pri pou-
ku matematike. Posledi¢no lahko zenske hitreje izgubijo vnemo in samoprepricanje, kar
potencialno lahko $kodi nadaljnjemu akademskemu procesu. Kljucno je torej te vzorce
prepoznati in graditi na inkluzivnem u¢nem okolju, kjer se vsi ucenci, ne glede na spol,
cutijo sposobni za matematiko.

Za vzpostavitev inkluzivnega okolja pri pouku matematike moramo upostevati raz-
licne dejavnike, ki lahko vplivajo na raven matematicne anksioznosti. Specificno se
lahko opremo na razli¢ne uc¢ne pristope (Greenwood, 1984) (moramo pa upostevati, da
ni univerzalnega “najboljSega” ucenja matematike (cf. Juki¢ Mati¢ idr., 2022), izbolj-
Sanje samopodobe (Siiren in Kandemir, 2020), uciteljev odnos do ucencev (Norwood,
1994) ter grajenje odnosa do matematike same (Siiren in Kandemir, 2020). Podporno
ucno okolje lahko tudi pomaga, da zgradimo sistem nudenja ustrezne psiholoske pomo-
¢i (Li idr., 2021).
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Vlogo igra tudi genetika, v luci katere so medgeneracijske raziskave odkrile asoci-
acijo matematic¢ne anksioznosti z matematicno anksioznostjo mame, hkrati pa je obrav-
navana anksioznost v korelaciji z dosezeno izobrazbo starSev (Vanbinst idr., 2020). Ta
spoznanja so v nasprotju s starejSimi domnevami, da gre za naucen in ne prirojen pojav,
ki se zacne pojavljati Sele ob ucenju (Lutovac, 2008). Negativna korelacija pa se odraza
tudi z aspektom matemati¢ne motivacije, kar so pokazale mnozic¢ne raziskave, na pri-
mer Barrosa idr. (2021).

Anksioznost v SirSem kontekstu pa ni nujno negativne narave. V moderaciji lahko
pomaga pri koncentraciji in ve¢anju delovnega spomina (Z. Wang idr., 2015). V razi-
skavah tega aspekta splosne anksioznosti pa ni vkljucena le matemati¢na anksioznost.
Psiholoske raziskave razlikujejo med anksioznostjo stanja (angl. state anxiety), ki je
kratkorocen predmet dogodka (oz. neke situacije), in anksioznostjo lastnosti (angl. trait
anxiety), ki je bolj konsistentna in pogosto predmet emocionalnega odgovora na dolo-
¢eno situacijo (Stiren in Kandemir, 2020). Posebna niSa anksioznosti je tudi anksioznost
pred testom (angl. test anxiety), ki je sicer korelacijsko vezana na matemati¢no anksio-
znost in matemati¢ne dosezke, hkrati pa je lahko obravnavana kot sebi lasten konstrukt,
kar kazejo mediacijske analize (Devine idr., 2012).

Raziskava je bila narejena na relativno majhnem vzorcu (¢e gledamo z globalne-
ga vidika gimnazij na Slovenskem), kar potencialno omejuje posplosevanje rezultatov,
kljub temu pa dobljeni podatki omogocajo vpogled v reSevanje problematike mate-
mati¢ne anksioznosti glede na razliko v spolu. Globlje razumevanje teh dejavnikov
nam bo omogocilo razvoj Se bolj prilagojenih in ucinkovitih strategij ter intervencij
za zmanj$anje matematicne anksioznosti ter spodbujanje motivacije pri vseh ucencih,
ne glede na njihov spol. S tem bomo lahko Se bolj uspesno ustvarjali inkluzivno u¢no
okolje, kjer se vsak ucenec pocuti sprejetega in podprtega pri svojem ucnem procesu.
Svetujemo torej, da se pojav matemati¢ne anksioznosti poglobljeno in temeljito preuci
v Sloveniji in da se rezultate, ki smo jih dobili v tej raziskavi, razsiri tudi z vkljuéitvijo
razli¢nih tipologij srednjih 3ol. Solskim oblastem svetujemo, da znotraj standardiziranih
testov (npr. nacionalni preizkus znanja matematike) vkljucijo tudi posebno anketo, s
katero lahko merijo stopnjo matemati¢ne anksioznosti. S sistemati¢nim preucevanjem
vprasanja razlik v stopnji matemati¢ne anksioznosti med spoloma je mogoce pridobiti
jasnejso sliko o uéenéevem matematicnem znanju in dejavnikih, ki vplivajo na le-to.

5 Sklep

Matematicna anksioznost je pojav, ki v vzgojno-izobrazevalnem procesu nosi veli-
ko tezo. V prispevku smo ugotovili, da bi bilo smiselno vzeti v obzir razlike v spolu z
ozirom na ta pojav in na to opozarjati (bodoce) ucitelje in ostale klju¢ne predstavnike
vzgojno-izobrazevalnega procesa. Rezultati nase raziskave so pokazali, da ima spol
mocan vpliv na stopnjo matematicne anksioznosti: dekleta imajo v splosnem visjo ra-
ven matemati¢ne anksioznosti kot fantje. V demokraticnih druzbah, kjer si prizadevamo
za enakost med spoloma, je potrebno vzeti v pretres pojav matemati¢ne anksioznosti,
da se v bodoce aktivno isCe strategije, da znizamo matemati¢no anksioznost pri vseh
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ucencih in nudimo uciteljem, ucencev, njihovim starSem in Solskim oblastem jasnejSo
sliko o pridobljenem znanju in kompetencah.

Bor Bregant, Daniel Doz, PhD, Dejan Hozjan, PhD

The Effect of Gender on Mathematics Anxiety

Mathematics plays a pivotal role in education, particularly in the modern society's
increasing reliance on quantitative data. While success in this discipline is traditionally
associated with cognitive abilities, it is also significantly influenced by psychological
factors. Among these factors, mathematics anxiety stands out as a critical concern.
Mathematics anxiety encompasses a range of emotions, including fear and apprehen-
sion before and during math-related activities. This psychological phenomenon implies
a sense of resentment towards mathematics, leading to reduced learning opportuni-
ties and affecting cognitive processes. What is important is that mathematics anxiety
has both genetic and environmental determinants, making it a multifaceted issue. Indi-
viduals experiencing mathematics anxiety often exhibit behavioral and psychological
changes similar to those associated with other forms of phobia, suggesting clinical
relevance. Consequently, mathematics, often viewed as a necessary evil for completing
compulsory schooling, becomes a source of fear and apprehension for many students.
The first attempts to measure the mathematics anxiety date back to 1957, and since then,
various instruments have been developed. One such instrument, the Abbreviated Math
Anxiety Scale (AMAS), assesses the mathematics anxiety using nine items scored on a
five-point Likert scale. The AMAS has been established as a reliable and valid tool in
educational contexts.

The latest research from the OECD s Programme for International Student Assess-
ment (PISA) shows a wide range of gender achievement gaps that cut across geographi-
cal boundaries. In science literacy and reading literacy, the results in Slovenia are
in favor of female students, while in mathematical literacy, as in previous research
cycles, there are no discrepancies. Understanding these differences is crucial, because
it reveals the complex interplay between math performance, gender, and, consequently,
math anxiety. The research delves into this relationship and tries to explain their nu-
anced consequences.

In mathematics lessons, flexibility and adaptability in dealing with a specific prob-
lem are important, which, among other things, affects the ability to solve realistic prob-
lems or solve everyday problem situations. Research shows that many students persist
in using a single, sometimes suboptimal strategy to solve many problems, perhaps only
switching strategies for a more effective approach when specifically asked to do so.
Many studies have tried to investigate this tendency of inflexibility with the help of edu-
cational interventions, students’ previous knowledge and motivational factors, but the
role of emotions has been neglected in these studies despite the fact that emotions con-
tribute to academic achievements and play an important role in the school environment.

Understanding and measuring mathematics anxiety is vital for effective education-
al strategies. Strategies to reduce mathematics anxiety include mindfulness practices
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and enhancing self-esteem. Addressing the prevailing stereotype of males’ superiority
in math is also essential, as societal stereotypes can influence both success rates and
anxiety levels. It is essential to identify and apply the strategies to reduce mathematics
anxiety, given its significant impact on academic performance.

The prevailing stereotype that men excel in mathematics overlooks the complexity
revealed by research, which highlights the significant impact of gender on mathemat-
ics anxiety and academic success. While studies often indicate higher levels of math-
ematics anxiety among women, findings on the success in mathematics are nuanced.
This gender difference in mathematics anxiety is particularly evident at higher levels of
education, although some studies concerning children tend to suggest otherwise. Con-
temporary research contradicts older findings suggesting gender disparities in math
success, emphasizing the need for further investigation. This latter finding holds true for
Slovenia as well; in all previous cycles of PISA research on gender differences in math-
ematical literacy (up to 2022), there have been none in Slovenia. Mathematics anxiety,
a significant factor influencing academic achievement, underscores the necessity for
interventions to alleviate it. Experiencing negative emotions can hinder mathematical
performance, and students who prioritize success in math tend to report less mathemat-
ics anxiety. Disparities in mathematics anxiety between genders may result in avoiding
math-related tasks. Consequently, this can lead to decreased mathematical skills and
heightened avoidance of math altogether.

Monitoring and interventions to reduce mathematics anxiety are suggested, but
there has been limited research on this topic. Techniques such as mindfulness prac-
tices and fostering growth mindset show promise in reducing anxiety and enhancing
mathematical confidence, suggesting the importance of addressing this issue to promote
equitable outcomes in mathematics education.

In this article, we analyze the complex dynamics between mathematics anxiety, gen-
der, and academic success. Through empirical study, we decided to examine the influ-
ence of gender on mathematics anxiety using a selected Slovenian gymnasium (i. e. high
school) as a case study.

For this purpose, we employed a causal non-experimental method and, using a
sample of grade 10 (approximately 15 years old), grade 11 (approximately 16 years
old), and grade 12 (approximately 17 years old) for a total of 177 students in the select-
ed Slovenian high school in the academic year 2023/24, assessed the impact through
an online survey based on the AMAS instrument for measuring mathematics anxiety.
The survey, which can be found in the Appendix, used established elements with slight
adaptations to accommodate diverse cultural and social contexts, while keeping the
instrument constructs consistent. We verified the internal consistency of the instrument
using Cronbach's a-coefficient and the normality of the data using the Shapiro-Wilk
(SW) test. For the analysis of the influence, we utilized t-tests, f-tests, U-tests, and the
Kruskal-Wallis (KW) test, along with Cohen d, and 2 for effect size.

The AMAS instrument proved to be acceptable (o. = 0.77, with 95 % confidence inter-
val being [0.68, 0.83]). Hypothesis that data regarding mathematics anxiety was normally
distributed was rejected (p-value of the SW test measured 0.02). All tests confirmed the
influence of gender on mathematics anxiety with a p-value of 0.00. Statistics themselves
measures t =-3.28, f=10.78, U = 2500, KW = 9.81, Cohen d = —0.52, and 52 = 0.00.
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Despite strides in gender equality, women still lag behind in science, particularly
in mathematics. This disparity is partly attributed to mathematics anxiety, which im-
pedes women s engagement in the field due to fear or feelings of inadequacy. Our study
confirms that female students tend to experience this anxiety affecting their motivation
and confidence in solving math problems. Recognizing these patterns and creating an
inclusive learning environment where all students feel competent in math is essential.
10 establish such an environment in math classes, we must consider different approach-
es to teaching, improving self-esteem, teacher-student relationships, and fostering a
positive attitude towards mathematics itself while providing appropriate psychological
support when needed. We must keep in mind, however, that genetics also plays a role in
mathematics anxiety levels, contradicting older assumptions that mathematics anxiety
is a learned, rather than an innate, phenomenon that only arises during learning. Anxi-
ety itself can have some positive impacts when in moderation, aiding concentration and
increasing working memory. It also manifests in unique niches as state anxiety, trait
anxiety, test anxiety, and more.

The study, despite its non-representative sample size, which limits the generaliza-
tion of results, can offer insight into addressing mathematics anxiety concerning gender
difference. A deeper understanding of these factors will facilitate the development of
more tailored and effective strategies and interventions to reduce mathematics anxi-
ety, and promote motivation among all students, regardless of gender. This will en-
able us to create a more successful inclusive learning environment where every student
feels accepted and supported in their learning process. The obtained results can assist
educational institutions in their processes, especially where significant disparities in
mathematics performance between genders are evident. In regards to the findings of this
study, we advise a thorough examination of mathematics anxiety in Slovenia, extending
the results of this study by including various types of schools. By systematically studying
the gender differences in mathematics anxiety, we can gain a clearer understanding of
students’ mathematical knowledge and the factors influencing it.
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POVZETEK —V tej kvalitativni raziskavi smo upo-
rabili narativno analizo in analizo naracije za raz-
iskovanje starsevske vpletenosti v matematicno
izobrazevanje z vidika otroka, ki je odrascal ob ma-
tematicno kompetentnih starsih. V okviru narativne
analize smo na podlagi otrokove pripovedi o mate-
maticnih izkusnjah in vlogi matematike v njihovem
druzinskem Zivijenju izIuscili kljucne dogodke, pri-
petljaje, dejanja in osebe ter konstruirali zgodbo o
njegovih izkusnjah. Analiza naracije je omogocila
podrobnejsi vpogled v njegove matematicne izkusnje
in dozivljanje starsevske vpletenosti na podrocju
matematike. Ugotovitve razkrivajo, kako globoko
Jje lahko matematika vpeta v druzinsko zivijenje, kar
prinasa tako prednosti kot izzive. Medtem ko lahko
starsi, ki so na matematicnem podrocju mocni, po-
membno oblikujejo otrokovo izobrazevanje, a je to
lahko véasih zaznano kot preobremenjujoce, saj ma-
tematika prezema Stevilne vidike vsakdanjega Zivlje-
nja. Raziskava izpostavlja pomembnost ustvarjanja
okolij, ki spodbujajo matematicno raziskovanje in
neodvisnost, hkrati pa uravnavajo ucne zahteve za
preprecevanje stresa. Priporocila za prakso vkljucu-
Jjejo spodbujanje integracije matematike v vsakdanje
zivljenje, spodbujanje neodvisnega reSevanja pro-
blemov in vkljucevanja perspektive otrok za boljse
razumevanje dinamike starsevske vpletenosti v mate-
matic¢no izobrazevanje.

1 Introduction
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ABSTRACT — In this qualitative study, we utilized a
narrative analysis and analysis of narration to ex-
plore parental involvement in mathematical educa-
tion from the perspective of a child raised by parents
with strong mathematical backgrounds. Through the
narrative analysis, we identified key events, incidents,
actions, and people from the child’s account of his
mathematical experiences and the role of mathemat-
ics in his family life, constructing a coherent narra-
tive of his experiences. The analysis of the narration
provided a detailed insight into his mathematical
experiences and perception of parental involvement
in mathematics. The findings reveal how deeply
mathematics can be integrated into family life, bring-
ing both benefits and challenges. While parental ex-
pertise can profoundly shape a child’s education, it
may sometimes be perceived as overwhelming, with
mathematics pervading many aspects of daily life.
The study emphasizes fostering environments that en-
courage mathematical exploration and independence
while balancing academic demands to prevent stress.
Recommendations for practice include promoting
integrative approaches to mathematics in daily life,
supporting independent problem-solving, and incor-
porating children’s perspectives in educational re-
search to better understand the dynamics of parental
involvement in mathematics education.

In the realm of mathematics learning and teaching, parental involvement in child’s
education has gained increasing significance over the past two decades. Numerous
studies highlight that active and supportive parental engagement correlates with hig-
her academic performance and a stronger foundation in mathematical skills (Desfor-



Antolin Dresar, PhD, Javornik, PhD: A Narrative Study of Child's Views on Parental... 35

ges & Abouchaar, 2003; Cui et al., 2021; Otani, 2020). Moreover, parental involvement
significantly influences the affective aspects of learning, including children’s attitudes
towards mathematics, self-efficacy, and motivation (Fan & Williams, 2010; DiStefano
et al., 2020; Hidayatullah & Csikos, 2024).

While quantitative studies have primarily explored the links between parental in-
volvement and children’s mathematical success, attitudes, and development, a growing
body of qualitative research offers deeper insights. For instance, Rockliffe (2001) and
Remillard and Jackson (2006) suggest that parental involvement strategies are influen-
ced by the parents’ mathematical experiences and attitudes, with some parents finding
it challenging to support their children’s education due to the perceived gaps between
their knowledge and current curricula. McMullen and Abreu (2010) found that the pa-
rents’ mathematical identities, marked by effort, fear, and panic, emphasize the need to
foster confidence in mathematics.

The literature indicates that promoting parental involvement is often hindered by
the parents’ modest mathematical knowledge (Brew, 2001), mistrust in their abiliti-
es or negative attitudes towards mathematics (Civil, 2001). However, understanding
the dynamics of parental involvement in mathematics requires examining also parents
with strong mathematical backgrounds. Antolin Dresar and Lipovec (2017) explored
this by comparing mathematician parents to non-mathematician parents. They found
that mathematician parents are generally less involved in school-related mathematics
but engage extensively in home-based activities, integrating mathematics into daily
life and fostering awareness of its functional, logical, and aesthetic values in their
children.

In exploring parental involvement in mathematical education, parents, as key ac-
tors, represent the richest source of information on the subject. They reveal their at-
titudes and thoughts on engaging in their children’s mathematical education, as well
as the ways, frequency, and uniqueness of their involvement (Jay et al., 2018; Wilder,
2017). However, an often overlooked yet crucial dimension of this involvement is the
perspective of the children themselves. While research exists on children’s views of pa-
rental involvement in general (e. g. Thomas et al., 2020; Liu et al., 2022; Clinton & Hat-
tie, 2013), studies focusing specifically on mathematical education from the child’s
viewpoint are scarce. Understanding children’s perspectives is essential for insights into
how they perceive and are affected by their parents’ involvement.

Despite these findings, a substantial research gap exists in exploring children’s
experiences with parental involvement in mathematical education. This qualitative stu-
dy aims to bridge this gap by focusing on the experiences and perceptions of children
with parents strong in mathematics. By highlighting the child’s viewpoint, this research
provides a unique dimension to the existing literature, revealing the lived experiences
of children in mathematically enriched environments. It underscores the importance of
incorporating children’s voices in educational research to fully understand the dynamics
of parental involvement in mathematics education.
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2 Methods

Research Approach

This study, part of a broader qualitative investigation into parental involvement in
children’s mathematical education (Antolin Dresar & Lipovec, 2017), employs narrati-
ve methodology, including narrative analysis and analysis of narration. This approach
allows participants to share their stories, assigning personal meanings to their experien-
ces (Curtin & Clark, 2005), and helps researchers understand the participants’ lives by
examining their stories (Schank, 1995).

We adopted Polkinghorne’s (1995) approach, integrating key events into a story to
explain the narrator’s responses and actions, termed emplotment. This involves identi-
fying significant events, discerning their interconnections, arranging them chronologi-
cally, and shaping them into a coherent story. Choosing narrative analysis was particu-
larly relevant as it provided deeper insight into the familial enactment of mathematics
from the child’s viewpoint. Through emplotment, we captured and presented the child’s
experience of parental involvement in mathematics in narrative form. Following the
construction of the narrative, we engaged in the analysis of narration, systematically
comparing and interpreting the child’s narrative within a broader theoretical framework
(Polkinghorne, 1995).

Research Sample

To illuminate the nature of parental involvement from the child’s viewpoint, specifi-
cally in families where parents are academically grounded in mathematics, we included
a child whose parents both hold a PhD in mathematics. This participant is part of a Ca-
nadian family, with both parents having previously contributed to a comparative study
on the engagement of mathematician and non-mathematician parents in their children’s
education (Antolin Dresar & Lipovec, 2017). For this research, we focused on their
18-year-old son to capture the essence of parental involvement through his experiences.
To protect his identity, we referred to him by the pseudonym Nick.

Data Collection Procedures

We utilized the narrative interview technique as outlined by Bauer (1996), allowing
the interviewee to tell stories about significant events (Kaasila, 2007). Open-ended que-
stions encouraged candid sharing and reflection on significant life events (Riessman,
1993). According to Bauer (1996), an interviewee’s perspective is best revealed when
narrating events in their spontaneous language, so minimal interviewer interference was
used to ensure authentic viewpoints. The narrative interview with the son of two mathe-
maticians was conducted face-to-face in English, with prior consent and recorded using
a dictaphone.



Antolin Dresar, PhD, Javornik, PhD: A Narrative Study of Child's Views on Parental... 37

Data Analysis Procedures

The narrative analysis began with transcribing the interview with the son of two
mathematicians. Through multiple readings of his account regarding mathematical
experiences and the role of mathematics in his family life, we identified key events,
incidents, actions, and individuals. We then organized these elements sequentially to
construct a coherent narrative of his experiences.

To understand his mathematical journey and perspective on his parents’ engage-
ment, we applied Polkinghorne’s (1995) analysis of narration method. This involved a
comparative examination of his narrative against those of his parents and other parents
with a mathematical background to discern common themes and concepts. The child’s
narrative and his reflections on integrating mathematics into daily life were examined
through a theoretical lens, enriched with retrospective analysis and interpretation.

Ensuring Validity

Ensuring validity in qualitative research is of paramount importance. In our narra-
tive analysis, we addressed validity by providing a detailed description of the child’s
experience of parental involvement where both parents are mathematicians. By narra-
ting his story, which reflects his perspective and experiences of parental involvement
in mathematics, we ensured that his voice was prominently featured (“voice is raised”)
(Riessman, 1993). To substantiate our interpretations, we meticulously integrated our
findings within a broader theoretical framework, aiming to establish a solid foundation
for the validity of our research findings.

3 Results

Results of Narrative Analysis

Herein, we first present the constructed narrative of 18-year-old Nick, the son of
two Canadian mathematics PhDs, derived through narrative analysis.

The narrative analysis provides a detailed account of Nick’s experiences and per-
spectives on parental engagement in mathematics. Nick was raised in an environment
deeply intertwined with mathematics: “Everything I know is math-related, everything
around me is math...” He grew up believing everyone was a mathematician, given that
both his parents were mathematicians and nearly all their friends were in the field.
Mathematical games, such as Hexagons, Tic Tac Toe, and puzzles, were common at
home. “Math riddles are sort of a big passion in the family.”

As a child, his father would accompany him to school, and they would count steps
together. They counted by 10s, then by Ss, and also tackled other sequences like coun-
ting by 7s, which he found the most challenging. Conversations at home often gravita-
ted towards mathematical topics. Nick recalls an incident involving his father’s fasci-
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nation with symmetries and bathroom tiles demonstrating the Pythagorean theorem,
which everyone found amusing.

Mathematics came naturally to him. Regarding schoolwork, he almost never nee-
ded help: “I never really needed help.” On the rare occasions he asked his parents for
assistance with homework, they knew exactly how to help and when to let him figure
things out on his own. His inquiries were mostly about non-school-related topics of
interest.

Currently, he attends a small private high school where he is highly satisfied with
his mathematics teachers: “I think my teachers at school were really good.” He expres-
sed a particular admiration for his calculus teacher: “My calculus teacher this year is
amazing.”

He has participated in mathematical competitions and similar activities, yet notes
that his parents did not play a special role in these endeavours. They believed he sho-
uld pursue activities that brought him joy, without coercion. At one point, he declared
he would never engage in anything related to mathematics. Sometimes, he found the
omnipresence of mathematics somewhat irksome: “Math jokes all the time, you know,
in the atmosphere ... and sometimes it seemed that anything that isn’t math, isn’t right.”

Occasionally, his parents would give him mathematical books to read. His mother
gave him some when he was in seventh or eighth grade and bored, and he recalls rea-
ding a mathematics book given by his mother more recently. It introduced him to the
Laplace operator, prompting him to ask his mother about it. She explained it extensive-
ly, even though he only wanted a brief explanation. He mentioned it could be annoying
to listen to detailed explanations just to get the information he wanted.

Growing up, he was imbued with the idea that one should go to college, pursue
graduate studies, and become a mathematician or a scientist. He felt that in some ways,
he grew up at the university. His parents often took him to their department, where he
would sit, read a book, or do something similar while they were busy.

He is interested in science, particularly physics and biology. He chose to study
physics for college, but recognizing that physics fundamentally relies on mathematics,
he also enrolled in mathematics courses. Despite once asserting he would never become
a mathematician, his choice of study now suggests the opposite: “And even though I
pledged to my parents that [ would never be a mathematician, I am sort of backtracking
on that promise.” He finds mathematics to be pure and beautiful, and he is grateful for
his (family) experience with it.

Results of the Narration Analysis

Building on Nick’s narrative, we present the outcomes of the narration analysis,
highlighting the key insights and interpreting them within a comprehensive theoretical
framework.

Nick’s narrative, set against a backdrop of pervasive mathematical engagement,
offers distinct insights into the involvement of mathematician parents in their children’s
education. His experiences, including mathematical games, counting exercises during
walks, and mathematically themed anecdotes, illustrate the deep integration of mathe-
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matics into his upbringing. These experiences align with the broader research on the
positive impact of integrating mathematics into daily life (Lee & Kotsopoulos, 2016;
Tsamir et al., 2016).

Mathematics became a fundamental element of his family’s identity, supporting the
research that suggests mathematics is a core component of intellectual lives in families
with strong mathematical backgrounds (McCormick et al., 2020). Although Nick does
not explicitly express a uniformly positive attitude towards mathematics, his descrip-
tions of the subject as “pure” and “beautiful” indicate an appreciation shaped by his
parents’ emphasis on its aesthetic values (Betts & McNaughton, 2003).

Nick excelled in school mathematics and rarely required parental assistance: “I
never really needed help.” This finding supports the observations of Antolin Dresar and
Lipovec (2017), who found that mathematician parents typically limit their involvement
in school-based mathematics, likely due to a belief in fostering independence. Nick’s
remark — “I would sometimes ask them for help with homework. But they are math pro-
fessors; they know what they should help me with and what they shouldn’t.” — echoes
the emphasis of Juki¢ Matic¢ et al. (2020, p. 239) on the importance of quality teaching
tailored to cultural context.

Another significant aspect of Nick’s experience is his parents’ encouragement to
pursue activities that bring him joy, even those unrelated to mathematics. This approach
reflects a broader understanding among parents of the importance of nurturing diverse
interests for overall development (Lebenstein et al., 2005). Similar sentiments were
found in other narratives involving mathematician parents (Antolin DreSar & Lipovec,
2017) and align with the findings that young people who perceive strong parental su-
pport in their life choices tend to be more satisfied with their lives (Cugmas et al., 2017,
p- 137). However, Nick also described the omnipresence of mathematics in his envi-
ronment as “annoying,” stating: “It kind of annoys me that everything is always about
math ... math jokes all the time ... and sometimes it seemed that anything that isn’t math,
isn’t right.” Despite this, his decision to study physics and mathematics indicates that
his interest in science and mathematics ultimately prevailed, aligning with his parents’
pursuit of higher education and scientific careers.

4 Discussion

Insights into parental involvement from the child’s perspective, particularly concer-
ning parents with strong mathematical expertise, offer significant implications for fo-
stering effective mathematics learning environments. Nick’s narrative underscores the
importance of creating environments that support mathematical exploration, autonomy,
and perseverance (Middleton et al., 2015). Encouraging children’s natural curiosity and
independent problem-solving, as demonstrated by mathematician parents, provides a
valuable model for all families.

To enhance parental engagement, particularly for those less confident in mathe-
matics, it is crucial to develop resources and workshops for parents, and to foster open
communication between educators and families (Sheldon & Epstein, 2005). These ef-



40 Didactica Slovenica — Pedago$ka obzorja (1, 2025)

forts should promote an integrative approach to mathematics, seamlessly incorporating
it into daily life to strengthen problem-solving skills and mathematical confidence (Ga-
lindo & Sheldon, 2012; Sonnenschein et al., 2012). Additionally, encouraging parental
involvement that supports independence rather than direct intervention may provide a
more balanced approach to nurturing mathematical skills and interest (Panaoura, 2017).

Nick’s experience also highlights the value of allowing children the freedom to
explore their interests, even when they diverge from mathematics, to prevent any sense
of mathematical imposition. Balancing a rich mathematical environment (Lee & Kotso-
poulos, 2016; Tsamir et al., 2016) with respect for the child’s individuality (Christoph,
2023) is essential. Broader research indicates that children may experience stress and
overload, affecting their satisfaction and success in school, highlighting the need to ba-
lance academic demands with students’ abilities (Dubovicki & Peko, 2016, p. 81). The
transition to higher education is especially critical, as motivation and positive attitudes
towards mathematics often decline during this period (Poredos & Puklek Levpuscek,
2017, p. 57).

However, the reliance on a single narrative and specific familial context points to
the need for broader research into diverse family structures and backgrounds. Such in-
vestigations are crucial for validating the universality and applicability of the proposed
strategies, ensuring they are effective across a wide range of familial environments
(Salminen et al., 2021).

5 Conclusion

This study sought to gain insight into parental involvement of mathematically com-
petent parents from the child’s perspective. The findings underscore the importance
of supportive parental practices in children’s mathematical journeys, even for parents
without a strong mathematics background.

Nick’s narrative, from a household with both parents as mathematicians, offers va-
luable lessons on parental involvement. The narrative approach revealed how mathema-
tician parents integrate mathematics into daily life, fostering environments that develop
mathematical skills and positive attitudes. This aligns with literature emphasizing the
integration of mathematics into daily routines (e. g. Leder, 1992; Tsamir et al., 2016).

Nick’s account showed that his parents rarely intervened in his school-related
mathematics, highlighting the significance of fostering autonomy and confidence in
children’s mathematical abilities (Hill & Tyson, 2009; Silinskas et al., 2010; Bone et al.,
2021, p. 47). This suggests that helping with mathematical homework should be reser-
ved for when the child requests it, promoting independence and perseverance (Middle-
ton et al., 2015). Teachers should tailor homework to the child’s level, ensuring that it is
achievable independently (Hampshire et al., 2014) and that the assignments are not too
time-consuming (Lipovec & Ferme, 2020, p. 14).

Nick’s narrative also revealed that the pervasive presence of mathematics in his en-
vironment sometimes felt overwhelming, despite his parents’ encouragement to pursue
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diverse interests. While a supportive mathematical environment is crucial (Skwarchuk,
2009; Kliman, 20006), there is a need for balance to prevent overload.

Acknowledging this study’s limitations, such as its focus on a single narrative and
specific familial context, is essential as these factors may limit the generalizability of
the findings. Future research should incorporate diverse narratives from various family
structures to enhance the applicability of the insights. By embracing the strategies infor-
med by the involvement of mathematician parents and considering the child’s perspecti-
ve, we can better support the mathematical development of all children.

Dr. Darja Antolin Dresar, dr. Marija Javornik

Narativna raziskava vkljucenosti starSev
v matematiko z vidika otroka

Starsevska vpletenost v otrokovo izobrazevanje na podrocju matematike v zadnjih
desetletjih pridobiva vse vecji pomen. Stevilne raziskave poudarjajo, da je aktivna star-
Sevska vpletenost povezana z boljsim ucnim uspehom in matematicnimi spretnostmi
otrok (Desforges in Abouchaar, 2003, Cui idr., 2021, Otani, 2020). Poleg tega starse-
vska vpletenost pomembno vpliva tudi na afektivne vidike ucenja matematike, kot so od-
nos do matematike, samoucinkovitost in motivacija (Fan in Williams, 2010; DiStefano
idr, 2020, Hidayatullah in Csikos, 2024).

Medtem ko se je vecina dosedanjih kvantitativnih raziskav osredotocala predvsem
na raziskovanje povezave med starsevsko vpletenostjo in otrokovimi matematicnimi
dosezki ter odnosom do matematike, narascajoce Stevilo kvalitativnih raziskav ponuja
globlje vpoglede. Rockliffe (2001) ter Remillard in Jackson (2006) ugotavijajo, da na
strategije starSevske vpletenosti vplivajo starsevske lastne izkusnje z matematiko in nji-
hova stalisca, pri cemer nekateri starsi tezko podpirajo izobrazevanje svojih otrok za-
radi zaznavanja vrzeli med svojim matematicnim znanjem in trenutnimi u¢nimi nacrti.
Pregled literature kaze, da spodbujanje starsevske vpletenosti pogosto ovirajo skromno
matematicno znanje starsev (Brew, 2001), nezaupanje v lastne sposobnosti ali nega-
tivna stalisca do matematike (Civil, 2001). Matematicna identiteta starsev, ki je bila
zaznamovana z naporom, strahom in paniko, nakazuje potrebo po izboljSanju njihove
samozavesti na podrocju matematike, da bi lahko ucinkovito podpirali matematicno
izobrazevanje svojih otrok (McMullen in Abreu, 2010).

Za razumevanje dinamike starSevske vpletenosti v matematicno izobrazevanje
otrok je potrebno tudi preucevanje vpletenosti starsev, ki so na matematicnem podrocju
mocni. Antolin Dresar in Lipovec (2017) sta to raziskovala s primerjavo starsev-mate-
matikov z “nematematicnimi” starsi. Ugotovila sta, da se starsi-matematiki na splosno
manj vkljucujejo v Solsko matematiko, vkljucujejo pa matematicne dejavnosti doma,
integrirajo matematiko v vsakdanje zZivljenje in spodbujajo pri svojih otrocih zavedanje
o njenih funkcionalnih, logicnih in estetskih vrednotah.

Pri raziskovanju starsevske vpletenosti v matematicno izobrazevanje starsi kot
kljucni akterji predstaviljajo najbogatejsi vir informacij o tem podrocju. Razkrivajo svoj
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odnos, stalisca o vpletenosti v matematicno izobrazevanje svojih otrok, pa tudi naci-
ne, pogostost in posebnosti svoje vpletenosti (Jay idr., 2018; Wilder, 2017). Ena izmed
kljucnih dimenzij te vpletenosti, tj. perspektiva otrok, pa je pogosto spregledana. Ob-
stajajo sicer raziskave o otrokovih pogledih na starsevsko vpletenost v splosnem (npr.
Thomas idr., 2020, Liu idr., 2022, Clinton in Hattie, 2013), zelo malo pa je raziskav, ki
bi se osredotocale na vpletenost v matematicno izobrazevanje z vidika otrok. Razume-
vanje perspektive otrok je bistveno za vpogled v to, kako doziviljajo starsevsko vplete-
nost in kako le-ta nanje vpliva. S to kvalitativno raziskavo zelimo zapolniti to vrzel in
prispevati k boljSemu razumevanju starsevske vpletenosti v matematicno izobrazevanje
s perspektive otroka, s poudarkom na izkusnjah iz druzine s starsi, ki so mocno vpeti v
podrocje matematike.

V raziskavi, ki je del sirse kvalitativne raziskave o starsevski vpletenosti v otrokovo
matematicno izobrazevanje (Antolin Dresar in Lipovec, 2017), smo uporabili narativno
metodologijo, vkljucno z narativno analizo in analizo naracije. Ta pristop omogoca
udelezencem, da delijo svoje zgodbe in izkusnjam pripisujejo osebni pomen (Curtin in
Clark, 2005), ter pomaga raziskovalcem razumeti Zivljenje udelezencev z analizo njiho-
vih zgodb (Schank, 1995). Narativno raziskovanje na podrocju didaktike matematike se
Je ze veckrat izkazalo za koristno, npr. Lutovac in Kaasila (2010) sta narativno metodo-
logijo uporabila pri raziskovanju matematicnih izkusenj bodocih uciteljev.

V raziskavi smo uporabili narativno analizo in analizo naracije po Polkinghornu
(1995). Narativna analiza temelji na povezovanju kljucnih dogodkov v zgodbo, ki poda-
Ja smiselno razlago pripovedovalcevih odzivov in dejanj. Ta postopek iskanja zvez med
dogodki in njihovo povezovanje v pripoved ali zgodbo Polkinghorne (1995, str. 4-5)
imenuje upovedovanje. Izbira narativne analize je bila Se posebej relevantna, saj je
omogocila globlji vpogled v udejanjanje matematike v druzini z otrokovega vidika. V
drugem delu raziskovanja smo uporabili analizo naracije, pri cemer smo pripoved otro-
ka sistematicno primerjali in interpretirali s povezovanjem in umestitvijo v §irsi teore-
ticni okvir (Polkinghorne, 1995).

Za osvetlitev narave starsevske vpletenosti z otrokovega vidika, zlasti v druzinah
z matematicno kompetentnimi starsi, smo vkljucili otroka, katerega starsa imata oba
doktorat iz matematike. Udelezenec je del kanadske druzine, pri cemer sta starsa ze prej
sodelovala v primerjalni raziskavi o vpletenosti starsev, ki so matematiki, in starsev, ki
niso matematiki (Antolin Dresar in Lipovec, 2017). Za to raziskavo smo se osredotocili
na njunega 18-letnega sina, da bi zajeli bistvo starsevske vpletenosti skozi njegove iz-
kusnje. Z namenom zascite njegove identitete smo ga poimenovali s psevdonimom Nick.

Za zbiranje podatkov smo uporabili tehniko narativnega intervjuja, kot jo je opisal
Bauer (1996). Z odprtimi vprasanji smo intervjuvanca povabili k pripovedovanju in
razmisljanju o pomembnih dogodkih iz njegovega zivijenja (Riessman, 1993). Narativni
intervju s sinom dveh matematikov je bil izveden v zivo v anglescini in z vnaprejsnjim
soglasjem posnet z diktafonom.

Osnovno izhodisce za narativno analizo je predstavijal prepis narativnega inter-
vjuja s fantom, katerega oba starsa sta doktorja matematike. V okviru narativne analize
smo na podlagi njegove pripovedi o matematicnih izkusnjah in vlogi matematike v nji-
hovem druzinskem zZivljenju izIuscili kljucne dogodke, pripetljaje, dejanja in osebe ter
konstruirali zgodbo o njegovih izkusnjah. Za podrobnejsi vpogled v njegovo doZivijanje
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starsevske vpletenosti smo uporabili analizo naracije, pri cemer smo njegovo pripoved
primerjali s pripovedmi njegovih starsev in te izkusnje osvetlili s teoreticnega vidika ter
vkljucili svojo retrospektivno razlago.

Pri kvalitativnih raziskavah je potrebno posebno pozornost posvetiti zagotavljanju
veljavnosti raziskave. V nasi narativni analizi smo za veljavnost poskrbeli s podrobnim
opisom dozivljanja starsevskega vkljucevanja otroka, katerega oba starsa sta mate-
matika. Skozi upovedovanje njegove pripovedi v zgodbo, ki predstavija njegov pogled
in izkusnje starsSevske vpletenosti v matematicno izobrazevanje, smo poskrbeli, da je
njegov glas opazen (“voice is raised”) (Riessman, 1993). Da bi okrepili verodostoj-
nost ugotovitev, ki so nastale na podlagi analize podatkov, smo njihovo interpretacijo
podkrepili s konkretnimi citati iz pripovedi, s skrbno utemeljitvijo in umestitvijo svojih
spoznanj v Sirsi teoreticni okvir.

Rezultat narativne analize, konstruirana zgodba, razkriva, da je Nick, sin dveh ka-
nadskih doktorjev matematike, odrascal v okolju, kjer je bila matematika mocno vplete-
na v njihovo vsakdanje druzinsko Zivijenje. Njegove izkusnje, vkljucno z matematicnimi
igrami, Stetjem med sprehodi in anekdotami o matematiki, poudarjajo integracijo ma-
tematike v njegovo vzgojo. Te izkusnje so skladne z raziskavami, ki poudarjajo pozitiven
vpliv viljucevanja matematike v vsakdanje Zivljenje (Lee in Kotsopoulos, 2016, Tsamir
idr., 2016). Ceprav Nick v svoji pripovedi ni izrecno izrazal pozitivnega odnosa do
matematike, njegovi opisi matematike kot “Ciste” in “lepe’ nakazujejo, da so mu stra-
Si privzgojili obcudovanje estetskih vrednot matematike (Betts in McNaughton, 2003).
Nick je v Soli blestel v matematiki in redko potreboval pomoc starsev, kar podpira ugo-
tovitve avtorjev Antolin DreSar in Lipovec (2017), ki sta ugotovila, da se starsi matema-
tiki redko vkljucujejo v Solsko matematiko svojih otrok, saj verjamejo v moc vztrajnosti
in samostojnega dela. Nick je dejal: “Vcasih sem ju prosil za pomoc¢ pri nalogah. A
onadva sta profesorja matematike in vesta, pri cem je dobro, da mi pomagata, in pri
¢em ne.” Starsi so ga spodbujali k dejavnostim, ki so ga veselile, tudi e niso bile pove-
zane z matematiko, kar odraza Sirse razumevanje pomembnosti spodbujanja raznolikih
interesov za celostni razvoj (Lebenstein idr., 2005). Kljub temu je Nicka vcasih motila
vseprisotnost matematike v njegovem okolju. Dejal je namrec: “Moti me, da je vse ve-
dno povezano z matematiko /.../, matematicne Sale ves cas /.../ in vcasih se je zdelo, da
kar ni matematika, ni prav.” Kljub temu njegova odlocitev za Studij fizike in matematike
kaze na prevlado zanimanja za znanost in matematiko po zgledu starsev.

Vpogled v starsevsko vpletenost z otrokovega vidika, zlasti glede starsev s poglo-
bljenim matematicnim znanjem, ponuja pomembne implikacije za podporo razvoja
otrok na matematicnem podrocju, tudi za starse, ki na matematicnem podrocju niso
mocni. Nickova pripoved poudarja pomen ustvarjanja okolij, ki spodbujajo matema-
ticno raziskovanje, avtonomijo in vztrajnost (Middleton idr., 2015, Antolin Dresar in
Lipovec, 2017), kar se je med drugim zrcalilo tudi v pristopu njegovih starsev, da poma-
gajo pri matematicnih (domacih) nalogah le, ko otrok to potrebuje. Je pa to pogojeno
tudi s prakso uciteljev, ki bi morali domace naloge prilagoditi otrokovi ravni, tako da
Jih lahko le-ta samostojno resi (Hampshire idr., 2014). Vendarle pa lahko spodbujanje
otrokove naravne radovednosti in neodvisnega resevanja problemov, kot so to pokazali
starsi matematiki, sluzi kot dragocen model za vse druZine.

Za izboljsanje starsevske vpletenosti, zlasti za tiste, ki so manj samozavestni v ma-
tematiki, so kljucne strategije razvoja gradiv in delavnice za starsSe ter spodbujanje od-
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prte komunikacije med vzgojitelji in druzinami (Sheldon in Epstein, 2005). Spodbujati
bi bilo potrebno integrativni pristop, da matematiko vkljucimo v vsakdanje druzinsko
Ziviljenje za krepitev vescin reSevanja problemov in matematicne samozavesti (Galindo
in Sheldon, 2012; Sonnenschein idr., 2012). Poleg tega bi veljalo usmeriti fokus starse-
vske vpletenosti v spodbujanje otrokove neodvisnosti namesto v neposredno starsevsko
pomoc (Panaoura, 2017).

Nickove izkusnje prav tako poudarjajo, da je potrebno otrokom omogociti, da raz-
iskujejo svoje interese, tudi ¢e niso neposredno povezani z matematiko, da ne dobijo
obcutka vsiljevanja matematike. Uravnotezenje bogatega matematicnega okolja (Lee in
Kotsopoulos, 2016, Tsamir idr., 2016) s spostovanjem otrokove individualnosti (Chri-
stoph, 2023) je kljucnega pomena.

Omejitve nase raziskave, predvsem osredotocenost na eno samo pripoved in specifi-
Cen druzinski kontekst, omejujejo posplosljivost nasih ugotovitev in nakazujejo potrebo
po nadaljnjih raziskavah, ki bodo zajele vec pripovedi o dozivljanju starsevske vplete-
nosti z vidika otrok in zajele raznolika druzinska okolja.
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POVZETEK — Migracije so neizogiben del globali-
zacijskih procesov in ena izmed znacilnosti sodobnih
druzb. Stalisca slovenskih uciteljev do veckulturnosti
so ze bila raziskana, primanjkuje pa domacih in tujih
raziskav o pedagoskih metodah, ki jih ucitelji upora-
bljajo, ko v razredu nagovorijo podrocje veckulturno-
sti. V pricujoci raziskavi smo raziskovali pedagoske
metode, ki jih ucitelji uporabljajo, ko obravnavajo
podrocje veckulturnosti. Raziskovali smo razlike v
staliscih med spoloma, razlike glede na dolzino de-
lovne dobe in predmet, ki ga ucitelji poucujejo. Upo-
rabili smo kvantitativno raziskovalno metodo, spletno
anketo. Spletno anketo smo uciteljem posredovali po
elektronski posti in druzbenem omrezju Facebook.
V vzorec smo zajeli 181 respondentov. Ucitelji pri
obravnavi tematike veckulturnosti v razredu najpo-
gosteje uporabijo metodo debate. Najpogosteje vec-
kulturnost obravnavajo v okviru predmeta, ki ga po-
ucujejo. Vzorec uciteljev ni reprezentativen, rezultati
raziskave pa ponujajo vpogled v pedagoske metode,
ki jih ucitelji najpogosteje uporabljajo, ko nagovarja-
Jjo tematiko veckulturnosti.
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ABSTRACT — Migration is an inevitable part of glo-
balization processes and a characteristic of modern
societies. Slovenian teachers’ attitudes towards mul-
ticulturalism have already been researched, but there
is a lack of both national and international research
on the pedagogical methods that teachers use when
addressing the issue of multiculturalism in the class-
room. In this research, we investigated the pedagogi-
cal methods used by teachers when addressing the
topic of multiculturalism. We investigated differences
in attitudes between genders, differences depend-
ing on length of service and differences in the sub-

Ject teachers teach. We used a quantitative research

method — an online survey. Our sample included 181
respondents. Teachers most frequently use the debate
method when discussing the topic of multiculturalism
in the classroom. They most often address the topic
of multiculturalism in the context of the subject they
teach. The sample of teachers is not representative,
but the research findings provide insight into the
pedagogical methods teachers use most often when
addressing the topic of multiculturalism.

Vecanje migracij, razvoj telekomunikacijskih tehnologij in spleta so posledice glo-
balizacije, ki se med drugim kazejo v kulturni, religijski in Solski heterogenosti. Ne
samo v mestnih, tudi na podeZelskih Solah kmalu ne bo vec¢ kulturno homogenih razre-
dov (Neuner, 2012, str. 13). Tolerantnost, veckulturnost in strpnost so gradniki postmo-
dernih druzb, ki so torej inkluzivne. Inkluzivne druzbe sprejemajo in podpirajo razli¢ne
potrebe, spostujejo raznolikost kulturnih, jezikovnih in etni¢nih pripadnosti. Skladno s
svojimi zmoznostmi imajo vsi ¢lani druzbe moznost sodelovanja v druzbenih procesih

(Cenci€ idr., 2010, str. 20).
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Podatki za Evropsko unijo kazejo, da nekaj vec¢ kot 70 % Evropejcev meni, da naci-
onalna, etni¢na in verska raznolikost bogati zivljenje Evropejcev. Vprasani v Luksem-
burgu, Nemciji, Bolgariji, Romuniji in na Finskem so najbolj naklonjeni veckulturno-
sti (Flash Eurobarometer 2007, str. 10 v Vertot, 2009, str. 13—16). Slovenci v najvecji
meri povezujejo veckulturnost z mednarodno mobilnostjo, izmenjavo in sodelovanjem
(26 % vprasanih), 14% vprasanih pa veckulturnost pomeni enakost pravic in toleran-
tnost (prav tam, str. 13). Vse od leta 1992 je odnos Slovencev do migrantov odklonilen.
Vecja mera odklonilnosti se kaze do migrantov iz dolocenih evropskih drzav (Bolgarije
in Romunije) ter priseljencev iz globalnega juga (Toplak, 2019, str. 109). Skoraj polo-
vica respondentov, ki so sodelovali v nekaterih preteklih raziskavah, meni, da bi bilo
potrebno zaostriti migracijsko in azilno politiko. Zaostrovanju migracijskih politik so
bolj naklonjeni respondenti z nizjo izobrazbo (Zavratnik, 2011, str. 64).

Splosna stalis¢a do dolo¢enih vidikov veckulturnosti se raziskuje ze od leta 1992
(Toplak, 2019), z vkljucevanjem otrok priseljencev v izobrazevalni sistem pa se razlic-
ne institucije ukvarjajo v zadnjem desetletju (Sinjur, 2018, str. 129). Med cilji vzgoje in
izobrazevanja v Republiki Sloveniji (opredeljeni so v Beli knjigi vzgoje in izobrazeva-
nja) najdemo tudi spostovanje, strpnost, sprejemanje in razumevanje razli¢nosti (Krek,
2011, str. 17). Slovenija je postala zanimiva za priseljevanje (Sinjur, 2018, str. 129),
zato so pomembne tudi raziskave na podrocju stalis¢ uciteljev do priseljencev in njiho-
vega nacina poucevanja o veckulturnosti.

Ucenje o drugih kulturah je nujen del modernih izobrazevalnih sistemov (Moree
idr., 2008), saj ucenci tako dobijo znanja, ki krepijo njihove medkulturne kompetence
(Barry in Lechner, 1995). Veckulturno izobrazevanje lahko opredelimo tudi kot sred-
stvo za reSevanje problemov kulturne raznolikosti (Nakladalova in Stolinska, 2012).
Oblike in metode, namenjene preseganju rasizma in konfliktov, morajo biti del ucnih
nacrtov, da lahko ustvarimo nov prostor kulturne mediacije. Proti predsodkom, sovra-
znosti in veckulturnim konfliktom se lahko borimo z dialogom, ki ga je mo¢ privzgojiti
(EDUKA, 2012).

Namen pricujoce raziskave je preuciti metode in oblike dela, ki jih pri svojem delu
uporabljajo slovenski ucitelji, ko zelijo nagovoriti tematike, povezane z veckulturnostjo.

Sodobne druzbe je mo¢ razumeti kot veckulturne, kar pomeni “prisotnost in sobiva-
nje razlicnih kultur znotraj posamezne druzbe” (Medica, 2011, str. 209). Veckulturnost
je politicni koncept, ki definira nacine urejanja odnosov med posameznimi kulturami
v druzbi. Praviloma veckulturnost razumemo kot razlicnost etnokulturnosti. Kontekstu
etnokulturnosti lahko dodamo Se raznolikost spolnih in fizi¢nih znacilnosti posamezni-
kov, kar razumemo kot $irSe pojmovanje kulturnega pluralizma (prav tam, str. 209-210).

Koncept veckulturne druzbe se je v Evropi in ZDA razvijal po druga¢nih poteh. V
Evropi se je kot koncept pojem veckulturnosti prvic¢ pojavil v 60. letih 20. stoletja, in
sicer z razvojem industrijske druzbe. To obdobje so zaznamovale obsezne migracije iz
nekdanjih kolonij na Nizozemsko, Portugalsko, v Belgijo in Veliko Britanijo. Migra-
cijski tokovi pa so potekali tudi iz mediteranskih drzav na sever Evrope (Radovan in
Koscielnjak, 2015). Sledila je kriza v 70. letih 20. stoletja, ki je vplivala na zaostrovanje
socialnih ukrepov, namen katerih je bilo zmanjSanje obsega migracij (Lesinska, 2014,
str. 40). Srednjeevropsko pojmovanje veckulturnosti sledi teritorialnemu razumevanju
kulturne identitete, ki predpostavlja naslednje: en jezik — en narod — ena drzava. Drzava
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je torej omejen teritorij, kjer sicer lahko prebivajo in mirno sobivajo pripadniki razlic¢-
nih kultur, ki pa se ne smejo mesati (Feichtinger in Cohen, 2014, str. 2). V Republiki
Sloveniji je uveljavljen drugacen, pluralistiCen model emigracijskih politik. Le-ta sledi
61. ¢lenu ustave, po katerem ima vsakdo pravico, da “svobodno izraza pripadnost k
svojemu narodu ali narodni skupnosti, da goji in izraza svojo kulturo in uporablja svoj
jezik in pisavo” (Ustava RS, 1991). Po 14. ¢lenu ustave je prepovedana diskriminacija
in zagotovljena je enakost pred zakonom (Bester, 2003, str. 15).

Podobno kot v Evropi se je tudi v ZDA spreminjal odnos do veckulturnosti. V 18.
in 19. stoletju so se v tiskanih medijih in izobrazevanju tolerirale jezikovne razlike,
sledilo je obdobje asimilacijskih tezenj (Ramsey idr., 2003). Kot ideolosko nasprotje
asimilacijskim teorijam se v 70. letih 20. stoletja pojavi, najprej v politicnem kontekstu,
pojem veckulturnosti (Medica, 2011).

V Evropi se veckulturnost v izobrazevanju pojavi kot strategija za preoblikovanje
in spremembe v razmerjih moc¢i in oblikovanje enakih moznosti. Namen strategij je bil
oblikovanje enakih moznosti za vse ¢lane druzbe. Strategija je prepoznavala neenako-
pravnost izobrazevalnih moznosti, oblik izrazanja in jezikovnih kompetenc (Vizintin,
2012). Najdaljso tradicijo veckulturnega izobrazevanja imajo v ZDA, kjer je v 50. le-
tih 20. stoletja diskriminacija otrok staroselcev in priseljencev pripeljala do gibanja za
drzavljanske pravice in kasneje veckulturnega izobrazevanja (Banks, 2009 v Vrecar,
2011, str. 20). V 60. in 70. letih so se mu pridruzila e feministicna gibanja. Kasneje so
se nastetim pridruzila Se LGTB gibanje, gibanja za pravice starejsih in oseb s posebnimi
potrebami. V 80. letih tako dobimo prve raziskave s podroc¢ja veckulturnega izobraze-
vanja (Banks, 1989 v Gorski, 2012).

Po smernicah UNESCA je veckulturno izobrazevanje “ucenje o drugih kulturah
z namenom priti do sprejemanja ali pa vsaj tolerance do pripadnikov drugih kultur”
(UNESCO, 2006, str. 18). Pri ucencih taksno izobrazevanje spodbuja razvoj stalis¢,
povezanih z enakopravnostjo pripadnikov razli¢nih etni¢nih in kulturnih skupin (Skubic
Ermenc, 2007 v Radovan in Koscielniak, 2015, str. 118-119). Gre torej za protirasi-
sti¢no izobrazevanje, ki spodbuja socialno pravi¢nost in je namenjeno vsem otrokom
(Nieto, 2004 v Holm idr., 2009).

Pogovor o razli¢nih kulturah in veckulturnosti je potreben in nujen Ze v predsol-
skem obdobju (Kuscevi¢ idr., 2020, str. 56), v osnovni Soli pa lahko vkljucevanje pri-
merov iz razliénih kultur obogati vzgojno-izobrazevalni proces (NCCA, 2005 v Vah Je-
vsnik, 2010, str. 136). Ucitelji (45 % vprasanih) iz hrvaskih Sol v¢asih poucujejo uc¢ence
o razli¢nih kulturah, kar je povezano s tem, da se veckulturnega poucevanja redko lotijo
izven tem, ki jih predpisujejo ucni nacrti. Skoraj 60% uciteljev usposablja ucence za
sprejemanje razli¢nosti. Nekoliko zaskrbljujo¢ je podatek, da 22 % uciteljev tekom iz-
obrazevanja ni imelo izobrazevanja o veckulturnosti, skoraj polovica (47 %) pa vcasih.
Ne glede na to pa 29 % uciteljev véasih oz. vedno samostojno dela na svojem profesio-
nalnem razvoju (Bijeli¢, 2010, str. 147).

Ucitelji, ki zelijo sodelovati z ucenci iz kulturno raznolikih okolij, morajo poznati
lastna stalisca do veckulturnosti (Lou, 1994). Pozitivna orientiranost uciteljev do vec-
kulturnosti je povezana s socialno klimo v razredu, saj lahko s pozitivno klimo dvignejo
samozavest otrok in posledi¢no njihove akademske dosezke (Gtirsoy, 2016). Raziskave
kazejo, da slovenskim uciteljem primanjkuje znanja in izkusenj za veckulturno izobra-
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zevanje (Toplak in Vah Jevsnik, 2010 v Vah Jevsnik, 2010, str. 137). Uc¢itelji porocajo,
da gre pri veckulturnem izobrazevanju za pristop, ki temelji na medpredmetnem po-
vezovanju (85,1%). Skoraj Cetrtina ni uvedla sprememb, s katerimi bi se prilagodila
skupini, ¢eprav na pobudo in zeljo ucencev omogocajo predstavitve razli¢nih kultur in
drzav, iz katerih prihajajo ucenci (Bogatec in Zudi¢ Avdic, 2014, str. 107). Veckulturno-
sti so najbolj naklonjeni ucitelji druzboslovnih predmetov, na drugi strani pa ucitelji na-
ravoslovnih predmetov v veéji meri izkazujejo asimilacijska stalis¢a (Plibersek, 2022).
Slovenska Sola ni usmerjena v interkulturno izobraZevanje, analiza u¢nih nacrtov pa
kaze tudi, da je slovenska osnovna $ola usmerjena asimilacijsko (Skubic Ermenc, 2007).

Kritike veckulturnega izobrazevanja v ZDA so povezane tako s politi¢no levico,
katere predstavniki trdijo, da je preve¢ konservativno, predstavniki politicne desnice
pa so ga predvsem v 80. in 90. letih 20. stoletja videli kot radikalnega (Nieto, 2009 v
Vrecar, 2011, str. 23).

Veckulturno izobrazevanje predpostavlja ucenje o razlicnih etni¢nih skupinah, zato
je predlog kontroverzen. Veckulturno ucenje predstavlja nevarnost za povecanje nemi-
rov med obstojecimi etni¢nimi skupinami. Po drugi strani pa odpira vprasanje dolznosti
poucevanja o nacionalni kulturi. To se povezuje z ideolosko debato o tem, kakSen nac¢in
in katere vsebine ustvarjajo najbolj kakovostno izobrazevanje o kulturnih razlikah (Gay,
1994, str. 47).

Tradicionalne metode ucenja z enosmernim podajanjem znanj ne zadovoljujejo vse
vecjih potreb po ustvarjalni druzbi. Nadomestiti jih morajo metode, kjer bo dovolj po-
zornosti posvecene tudi refleksiji, presoji, odzivu in sodbi mladega ¢loveka (Potoc¢nik,
2013). Z obravnavo veckulturnosti se med u¢nimi metodami najpogosteje povezuje di-
skusijo oz. dialog (Atwater, 1989). Diskusijo se lahko uporablja kot samostojno metodo
ali kot sestavni del drugih pedagoskih metod oz. pred ali po izvedbi drugih aktivnosti.
Pri diskusiji gre za skupinsko dogovarjanje in prepri¢evanje, njen namen pa je razbija-
nje predsodkov, razvijanje obcutka pripadnosti skupini in skupinskemu delu (Klemenc
idr., 2010, str. 7).

Med metodami se pogosto omenja tudi igro vlog (Atwater, 1989; Barsky, 1995),
ki od ucencev zahteva uporabo naucenih teoreti¢nih znanj v prakti¢ni situaciji. Igra
vlog je izkustvena metoda, ki temelji na uporabi neposredne izkusnje, kar omogoca
trening vescin in spretnosti u¢encev. Med cilji igre vlog je zviSanje obcutljivosti za tuja
in lastna stali¢a ter spodbujanje nadzora nad Custvi. Otroci se med igranjem sooc€ijo s
konfliktnimi in neznanimi situacijami (Klemenc, 2011, str. 9). Z uporabo igre vlog se
otroci soocajo z druzbenimi problemi, tudi z odnosi do manjsin in priseljencev (Lee
idr., 2009). Dejavnosti se izvedejo v Sestih korakih, ki zajemajo pripravo, predstavitev
poteka dejavnosti, izbor igralcev, razdelitev vlog, igro in evalvacijo (Lee idr., 2009).

Metoda mozganske nevihte (angl. brainstorming) je namenjena odkrivanju idej o
izbrani temi in u¢encem omogoca predstavitev lastnih idej ter ponuja moznost zazna-
vanja raznolikosti predlogov. Je najpogosteje uporabljena skupinska tehnika, hkrati pa
je tudi ena izmed najbolj znanih tehnik ustvarjalnega misljenja (Mesko, 2000, str. 180).
Ucitelj mora na zacetku jasno izpostaviti, da kritike, mnenja drugih in vprasanja niso
dovoljeni, in s tem zagotoviti, da ucenci predstavijo vse svoje ideje (Klemenc idr., 2011,
str. 3). Metodo moZzganske nevihte lahko ucitelj nadgradi s fotografijami in slikami,
ki jih pred zacetkom predstavi u¢encem. Izvedba metode s fotografijami je povecala
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raznolikost in izvirnost idej ucencev ter tako spodbudila kreativnost ucencev v razmi-
Sljanju o veckulturnosti (Wang idr., 2011).

Ucitelji metodo ponazoritve s filmom uporabljajo, ko nagovarjajo t. i. velike teme,
kot so rasa, spolna usmerjenost, rasizem (Freimiller in Gerson, 2001, str. 40), in teme,
povezane z razumevanjem delovanja druzbe, ter za ucenje vescin, ki so potrebne za
delovanje v druzbi (Mishra, 2018, str. 112). U¢itelji druzboslovnih predmetov, npr. zgo-
dovine, se posluzujejo tudi uporabe slikovnih virov, zemljevidov ipd. Slikovni elemen-
ti motivirajo ucence in jim omogocajo lazjo zapomnitev uc¢ne snovi (Potocnik, 2023,
str. 74).

Slikanice so nacin, skozi katerega otrok odkriva in razvija svoj pogled na svet.
Poleg besedila igrajo klju¢no vlogo ilustracije in fotografije v knjigah. Z vidika vec-
kulturne vzgoje slikanice nudijo prizore raznolikosti, ki otrokom nudijo priloznost za
refleksijo kulturne izkusnje, tako lastne kot tuje (Gates in Hall, 2010, str. 29). Literatura
nam, kot so odkrili ruski formalisti na zacetku prej$njega stoletja, pomaga odkrivati po-
gled na svet. Bralcem omogoca vpogled v nacine delovanja kulturnih in druzbenih po-
javov oz. socialnih sistemov preko naturaliziranja in avtomatiziranja, torej odvzemanja
tujosti (Slibar, 2006, str. 29). Uéenci se pri pouku knjiZevnosti seznanjajo s kulturo, tako
lastno kot tudi drugimi kulturami, zato je pouk knjizevnosti v svoji osnovi medkulturen
(Blazi¢, 2007 v Baloh, 2018, str. 24).

Posamezne raziskave (Mishra, 2018; Slibar, 2006; Vah Jevinik, 2010) se ukvarjajo
z uporabo ene ali druge metode za poucevanje o veckulturnosti. Posebno v slovenskem
prostoru pa primanjkuje raziskav, ki bi preucile metode, ki jih ucitelji uporabljajo pri
veckulturnem poucevanju. Poleg metod, ki jih ucitelji uporabljajo, nas je zanimalo tudi,
kako ocenjujejo njihovo ucinkovitost. Zastavljena raziskovalna vprasanja:

o RV I: Katerih metod se ucitelji pri obravnavi veckulturnosti najpogosteje posluzujejo?

O RV l.a: Katerih metod se pri obravnavi veckulturnosti ucitelji najpogosteje poslu-
zujejo glede na spol?

O RV 1.b: Katerih metod se pri obravnavi veckulturnosti ucitelji najpogosteje posluzu-
jejo glede na dolzino delovne dobe?

O RV I.c: Katerih metod se pri obravnavi veckulturnosti ucitelji najpogosteje posluzu-
jejo glede na predmet, ki ga poucujejo?

O RV 2: Znotraj katerih delov vzgojno-izobrazevalnega procesa najpogosteje obravna-
vajo teme, povezane z veckulturnostjo?

O RV 3: Katere metode so po mnenju uciteljev najbolj u¢inkovite pri obravnavi tema-
tik, povezanih z veckulturnostjo?

O RV 3.a: Ali obstajajo razlike v mnenju o u¢inkovitosti metod za obravnavo veckul-
turnosti glede na spol?

2 Metoda

Raziskavo stalis¢ uciteljev smo izvedli na namenskem vzorcu uciteljev, ki poucu-
jejo na osnovnih Solah v Sloveniji. Uporabili smo kvantitativno raziskovalno metodo
spletnega anektiranja. Anketni vprasalnik smo Solam (ravnateljem/tajnistvu) posredo-
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vali 27. 1. 2020 po elektronski posti, in sicer na 127 elektronskih naslovov. Pro$njo za
sodelovanje smo delili na druzbenem omrezju Facebook in jo ob pomoci Slovenske na-
cionalne komisije za UNESCO posredovali koordinatorjem UNESCO ASP Net osnov-
nih Sol. Anketa je bila uciteljem dostopna med 27. 1. in 18. 2. 2020.

Vzorec

V vzorec smo zajeli 181 uciteljev, od tega 87 % zensk in 13 % moskih. Med respon-
denti je najvec uciteljev razrednega pouka (26,9 %) in uciteljev jezikovnih predmetov
(22,4%). Prevladujejo ucitelji, ki so v vzgoji in izobrazevanju zaposleni med 20 in 30
let (45,8 %), najmanj pa je uciteljev zacetnikov (3,9 %).

Merski instrument

Podatke smo pridobivali z anketnim vprasalnikom za ucitelje, ki je bil sestavljen
iz dveh delov. Prvi del so sestavljala vprasanja, s katerimi smo merili staliS¢a uciteljev
do veckulturnosti. Drugi del vprasalnika je vseboval podatke o dolzini delovne dobe
(respondenti so izbirali med moznostmi: do enega leta, do deset let, do dvajset let ter
trideset in vecC let) in o predmetu, ki ga ucitelji poucujejo — anketiranci so lahko izbirali
med 16 predmeti. Zdruzili smo jih v 8 skupin, in sicer: slovens¢ino in tuje jezike v jezi-
kovne predmete; matematiko, biologijo, kemijo in fiziko v naravoslovne predmete; zgo-
dovino, drzavljansko in domovinsko kulturo, geografijo, gospodinjstvo v druzboslovne
predmete; likovno in glasbeno umetnost v umetniske predmete. Tehnic¢ni pouk, Sport,
razredni pouk in varstvo (jutranje/popoldansko) so predstavljali samostojne skupine.

Uciteljem smo postavili vprasanje, kako pogosto pri pouku obravnavajo vsebine,
povezane z veckulturnostjo. Izbirali so lahko med odgovori: nikoli, dva- do petkrat
letno, enkrat mese¢no, dva- do petkrat mesecno, vsaj enkrat tedensko. Zanimalo nas je,
v okviru katerih aktivnosti na Soli ucitelji najpogosteje obravnavajo vsebine, povezane
z veckulturnostjo. V anketnem vprasalniku smo ponudili odgovore: pouk predmeta,
ki ga poucujem, pouk izbirnega predmeta, jutranje oz. popoldansko varstvo, razredne
ure, ostale dejavnosti (kulturni, naravoslovni dnevi). Respondenti so lahko izbrali vec
odgovorov.

Pogostost uporabe posameznih uénih metod smo merili na petstopenjski lestvici, na
kateri 1 pomeni “sploh ne uporabljam”, 2 “ne uporabljam”, 3 “vc¢asih uporabljam”, 4
“pogosto uporabljam” in 5 “zelo pogosto uporabljam”. Respondenti so izbirali med 10
navedenimi metodami: metoda razgovora, metoda z uporabo besedila, metoda mozgan-
ske nevihte, metoda igre vlog, metoda predavanja, metoda ovrednotenja dela, metoda
naklju¢nega oblikovanja skupin, metoda dela s slikami, fotografijami, zemljevidi, me-
toda dela s filmom, metoda didakti¢nih iger.

Ucinkovitost posameznih pedagoskih metod smo merili na petstopenjski lestvici,
na kateri pomeni 1 “sploh ni u¢inkovita”, 2 “ni u€inkovita”, 3 “niti se strinjam niti se ne
strinjam”, 4 “je ucinkovita” in 5 “je zelo ucinkovita”. Respondenti so izbirali med 10
metodami, ki so navedene zgoraj.
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3 Rezultati

V pricujo¢em poglavju so predstavljeni rezultati raziskave, ki smo jo opravili na
vzorcu slovenskih osnovnoSolskih uciteljev.

RV 1: Kako pogosto ucitelji obravnavajo tematike, povezane z veckulturnostjo?

Rezultati analize so pokazali, da ve¢ kot polovica (53,8%) uciteljev pri pouku
obravnava podroc¢je veckulturnosti vsaj enkrat mese¢no. Od teh jih 12,8 % teme, pove-
zane z veckulturnostjo, obravnava vsaj enkrat tedensko, 38,5 % jih temo veckulturnosti
vkljucuje v pouk 2—5-krat letno, 7,7 % pa nikoli.

RV 2: Katerih metod se ucitelji pri obravnavi veckulturnosti najpogosteje posluzujejo?

Tabela 1
Pogostost uporabe posameznih pedagoskih metod pri obravnavi veckulturnosti
Metoda Ne pogosto (%) Srednje pogosto (%) Zelo pogosto (%)
Predavanje 1 2 3
Razgovor 1,3 9 89,6
Besedilo 243 28,3 47.4
Mozganska nevihta 22,2 36,6 41,2
Igra vlog 30 34 36
Predavanje 38,2 28,9 32,9
Ovrednotenje dela 46,3 29,5 24,2
Skupinsko delo 23,2 22,5 54,3
Slike, zemljevidi 17,5 16,5 66
Film 23,7 23 53,3
Igre 26,3 21,7 52

Respondenti so ucinkovitost metod ovrednotili na 5-stopenjski lestvici, na kateri je
1 pomenila “sploh ne uporabljam”, 5 pa “zelo pogosto uporabljam”. Za potrebe analize
smo zdruzili “sploh ne uporabljam” in “ne uporabljam pogosto” v “ne pogosto”, “niti
ne pogosto niti pogosto” smo zdruzili v “srednje pogosto”, “pogosto” in “zelo pogosto”
pa v “zelo pogosto”. Ucitelji pri obravnavi tematike veckulturnosti najpogosteje upo-
rabljajo metodo razgovora (89,6 %), sledi metoda prikazovanja s slikami, fotografijami
in zemljevidi (66 %). Najmanj pogosto ucitelji uporabljajo metodo ovrednotenja dela

(24,2%) in predavanja (32,9 %).
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RV 1.a: Katerih metod se pri obravnavi veckulturnosti
ucitelji najpogosteje posluzujejo glede na spol?

Glede razlik med spoloma je T-test pokazal statisticno znacilne razlike
(t(149)=-2,795, p<0,01) med moskimi (M =2,60, SD=1,231) in Zzenskami
(M = 3,40, SD = 1,18) pri uporabi metode mozganska nevihta. Zenske mozgansko ne-
vihto uporabljajo pogosteje kot moski. Glede drugih metod se niso pokazale statisticno
znacilne razlike.

RV 1.b: Katerih metod se pri obravnavi veckulturnosti ucitelji
najpogosteje posluzujejo glede na dolzino delovne dobe?

Rezultat ANOVE je pokazal na statisticno znacilne razlike [F(3; 148) = 2,747,
p = 0,045] med dolZino delovne dobe in uporabo metode prikazovanja s slikami, ze-
mljevidi in podobno. Rezultat Levenovega preizkusa ni pokazal statisticne znacilnosti
[F(3; 148) = 1,312, p = 0,37], kar kaZe na homogenost varianc.

RV 1.c: Katerih metod se pri obravnavi veckulturnosti ucitelji
najpogosteje posluzujejo glede na predmet, ki ga poucujejo?

Glede na predmet, ki ga ucitelji poucujejo, in metode, ki jih pri svojem delu upora-
bljajo, je ANOVA pokazala na staticno pomembne razlike pri naslednjih metodah: upo-
raba besedila [F(7; 144) = 6,308, p =0,00], igra vlog [F(7; 145)=2,520, p=0,018],
metoda ponazoritve z uporabo slik, zemljevidov [F(7; 145) = 4,130, p = 0,00] in upora-
ba didakti¢nih iger [F(7; 44) = 5,039, p = 0,00]. V nadaljevanju bomo prikazali podatke
za nasStete metode.

Uporaba besedila: rezultat Levenovega preizkusa ni pokazal statisti¢ne znacilnosti
[F(7;144) = 1,143, p = 0,34], kar kaze na homogenost varianc. LSD post hoc test je po-
kazal na statisticno pomembne razlike med ucitelji druzboslovnih predmetov (M = 3,95,
SD = 1,27), ucitelji naravoslovnih predmetov (M = 2,71, SD = 0,95, p < 0,01), ucitelji
umetnosti (M =2,71, SD = 1,496, p <0,05) in ucitelji razrednega pouka (M = 3,24,
SD =0,932, p <0,05). Med ucitelji jezikovnih predmetov (M =4,03, SD =0,90) in
ucitelji naravoslovja se je pokazala statisti¢no znacilna razlika na ravni p < 0,01.

Najpogosteje besedila uporabljajo ucitelji jezikovnih predmetov (M =4,03,
SD = 0,90), najmanj pogosto pa ucitelji Sporta (M = 1,75, SD = 0,95), ucitelji umetno-
sti M = 2,71, SD = 1,49) in ucitelji naravoslovnih predmetov (M = 2,71, SD = 0,95).

Igra vlog: rezultat Levenovega preizkusa ni pokazal statisticne znacilnosti
[F(7,145) = 1,260, p = 0,27], kar kaze na homogenost varianc. LSD post hoc test je po-
kazal na statisticno pomembne razlike (p < 0,05) med ucitelji naravoslovja (M = 2,76,
SD =1,09) in ucitelji razrednega pouka (M =3,5, SD =0,86). Statisticno pomemb-
na razlika (p <0,05) se je pokazala med ucitelji razrednega pouka in ucitelji jezikov
(M =2,88, SD = 1,12). Najpogosteje metodo igre vlog uporabljajo ucitelji tehni¢nega
pouka (M =4, SD = 1,41), razrednega pouka (M = 3,5, SD = 0,86) in ucitelji varstva
(M =3,14, SD =1,31). Najmanj pogosto pa igro vlog uporabljajo ucitelji umetnosti
(M =2,14, SD = 1,34), ucitelji Sporta (M = 2,75, SD = 1,50) in ucitelji naravoslovja
(M =2,76, SD = 1,09).
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Prikazovanje s slikami, zemljevidi: rezultat Levenovega preizkusa je pokazal sta-
tisticno znacilnost [F(7,145) = 4,130, p = 0,00], kar kaze na homogenost varianc. Ta-
mhanov post hoc test je pokazal na statistino znacilne razlike (p < 0,01) med ucitelji
druzboslovnih predmetov (M = 4,2, SD = 1,00) in naravoslovnih predmetov (M = 2,86,
SD = 1,27). Statisticno pomembne razlike (p <0,01) so se pokazale tudi med ucite-
lji naravoslovja in razrednega pouka (M =4,19, SD = 0,80) ter umetnosti (M = 4,29,
SD = 1,11). Najpogosteje metodo prikazovanja s slikami in zemljevidi uporabljajo uci-
telji umetnosti (SD =4,29, SD = 1,11), ucitelji druzboslovnih predmetov (M = 4,20,
SD = 1,00) in ucitelji razrednega pouka (M = 4,19, SD = 0,80), najmanj pogosto pa uci-
telji tehnike (M = 2,75, SD = 1,50) in naravoslovnih predmetov (M = 2,86, SD = 1,27).

Didakticne igre: rezultat Levenovega preizkusa je pokazal statisti¢cno znacilnost
[F(7,144) = 1,764, p=0,09], kar kaze na homogenost varianc. Tamhanov post hoc
test je pokazal na statisti¢no znacilne razlike (p <0,01) med ucitelji razrednega pou-
ka (M =4,07, SD = 0,92) in ucitelji naravoslovja (M = 2,52, SD = 1,27). Najpogosteje
metodo didakti¢nih iger uporabljajo ucitelji razrednega pouka (M = 4,07, SD =0,92),
sledijo ucditelji, zaposleni v varstvu (M = 3,81, SD = 1,25), in ucitelji tehnike (M = 3,68,
SD = 0,57), najmanj pogosto pa to metodo uporabljajo ucitelji naravoslovja (M = 2,52,
SD = 1,16), umetnosti (M =2, 57, SD = 1,71) in jezikov (M = 3,03, SD = 1,24).

RV 2: Znotraj katerih delov vzgojno-izobrazevalnega procesa
najpogosteje obravnavajo teme, povezane z veckulturnostjo?

Tabela 2

Deli vzgojno-izobrazevanega procesa, v katerih ucitelji najpogosteje obravnavajo
tematiko veckulturnosti

Del VIZ procesa Obravnavam (%) Ne obravnavam (%)
Predmet, ki ga poucujem 62,2 37,8
Izbirni predmet 17,3 82,7
Jutranje varstvo 7,7 92,3
Popoldansko varstvo 19,2 80,8
Razredne ure 51,3 48,7
Dnevi dejavnosti 57,1 429

Najpogosteje ucitelji te tematike obravnavajo v okviru predmetov, ki jih poucujejo
(62,2%), v okviru dnevov dejavnosti (57,1 %) in razrednih ur (51,3 %), najmanj pogo-
sto pa v okviru jutranjega varstva (7,7 %) in v okviru popoldanskega varstva (19,2 %).
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RV 3: Katere metode so po mnenju uciteljev najucinkovitejse
pri obravnavi tematik, povezanih z veckulturnostjo?

Tabela 3
Ucinkovitost posameznih metod pri obravnavi tematike veckulturnosti
Ni ucinkovito (%) | Srednje ucinkovito (%)| Zelo ucinkovito (%)
Razgovor 2,5 23,4 74
Besedilo 15,1 40,1 44,7
Igra vlog 9,9 25 65,1
Mozganska nevihta 14,6 42,4 43
Predavanje 38,8 37,5 23,6
Ovrednotenje dela 223 46,6 31,1
Skupine 13,3 42,7 44
Film 92 24,3 66,4
Igre 92 22,4 68,4

Respondenti so uc¢inkovitost metod ovrednotili na 5-stopenjski lestvici, na kateri je
1 pomenila “zelo neucinkovito”, 5 pa “zelo ucinkovito”. Za potrebe analize smo zdru-
zili “zelo neucinkovito” in “neucinkovito” v “ni uéinkovito”, “niti ni u¢inkovito niti je
ucinkovito” v “srednje ucinkovito”, “uéinkovito” in “zelo uéinkovito” smo zdruzili v
“zelo ucinkovito”. Po mnenju uciteljev so najucinkovitejSe metode razgovor (74 %),
prikazovanje s filmom (66,4 %) in didakti¢ne igre (68,4 %). Najmanj u¢inkovite metode
so, po mnenju uciteljev, predavanje (38,8 %), ovrednotenje dela (22,3 %) in uporaba

besedila (15,1 %).

4 Sklep

V pricujoci raziskavi smo se ukvarjali s staliS¢i osnovnoSolskih uciteljev do peda-
goskih metod, ki jih uéitelji uporabljajo pri obravnavi tematike veCkulturnosti. Raziska-
vo staliS¢ smo izvedli v obliki spletne ankete, ki smo jo posredovali vodstvom Sol in
koordinatorjem UNESCO ASPnet sredis¢. Anketo smo razdelili na dva dela. V prvem
delu nas je zanimalo, kak$na so stalis¢a slovenskih uciteljev do veckulturnosti (na splo-
$ni ravni in pri njihovem delu), v drugem delu pa smo ucitelje sprasevali po njihovem
delu, pri ¢emer nas je zanimalo, kako pogosto in znotraj katerih delov vzgojno-izo-
brazevalnega procesa najpogosteje obravnavajo temo veckulturnosti in katerih u¢nih
metod se pri tem posluzujejo.

Predhodnih raziskav, ki bi preucevale pogostost in ucinkovitost uporabe posame-
znih pedagoskih metod, ni, prav tako ni raziskav, ki bi se ukvarjale s preu¢evanjem sta-
lis¢ uciteljev do posameznih u¢nih metod. Izsledke pricujoce raziskave lahko kljub vse-
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mu umestimo v obstojeci teoreti¢ni okvir. Kot sta ugotovila ze Barry in Lacher (1995),
se je tudi v nasi raziskavi pokazalo, da so ucitelji jezikovnih predmetov med tistimi, ki
pri pouku najpogosteje obravnavajo tematiko veckulturnosti. Najbolj pozitivna stalisca
do veckulturnosti imajo ravno ucitelji druzboslovnih predmetov (Plibersek, 2022). Pre-
tekli podatki za slovenske ucitelje pa kazejo, da veckulturnost najpogosteje naslavljajo
pri druzboslovnih predmetih in likovnem pouku (Bogatec in Zudi¢ Antonic, 2014).

Ugotovili smo, da vec kot polovica (53,8 %) uciteljev obravnava tematiko veckultur-
nosti ve¢ kot enkrat mesecno. Med spoloma in glede na dolZino delovne dobe v vzgoji in
izobrazevanju se razlike niso pokazale. Nasa raziskava je pokazala, da veCkulturnost pri
pouku najpogosteje obravnavajo ucitelji, ki imajo od 20 do 30 let delovne dobe.

Uporaba u¢nih metod pri pouku veckulturnosti ni raziskana z vidika pogostosti
uporabe. Ugotovili smo, da ucitelji pri obravnavi tematike veckulturnosti najpogosteje
uporabljajo metodo razgovora in prikazovanja s slikami, fotografijami in zemljevidi,
najmanj pogosto pa se posluzujejo metode ovrednotenja dela in predavanja. Moski bolj
kot zenske ocenjujejo, da je metoda razgovora ucinkovitejSa za obravnavo tematike
veckulturnosti. Ugotovili smo, da mlajsi ucitelji pogosteje uporabljajo metodo prika-
zovanja s slikami, zemljevidi in fotografijami kot njihovi starejsi kolegi. Pokazale so
se povezave med uporabo dolo¢enih pedagoskih metod in predmetom, ki ga ucitelji
poucujejo. Metode igra vlog se najpogosteje posluzujejo ucitelji tehni¢nega in razre-
dnega pouka, metode dela z besedilom ucitelji jezikovnih predmetov, didakti¢ne igre
pa najpogosteje uporabljajo ucitelji razrednega pouka in ucitelji, zaposleni v varstvu
(jutranjem ali popoldanskem).

Ugotovili smo, da tematiko veckulturnosti ucitelji najpogosteje obravnavajo v
okviru predmeta, ki ga poucujejo, in okviru dnevov dejavnosti. Kot predlaga avtorica
Vah Jevsnik (2010), je potrebno v pouk vseh predmetov vnesti vsebine, povezane z vec-
kulturnostjo, in ga tako obogatiti. Podatek, da vecina uciteljev veckulturnost obravnava
pri pouku predmeta, ki ga poucuje, je razveseljujoc.

Ucitelji menijo, da sta najucinkovitej$i metodi za obravnavo tematike veckultur-
nosti pogovor in prikazovanje s filmom, kar se sklada z ugotovitvami preteklih Studij
(Freimillerin Gerson, 2001; Lee in Priester, 2014; Mishra, 2018). Najmanj u¢inkoviti
sta metodi uporaba besedila in ovrednotenje dela. Metoda ovrednotenje dela se upo-
rablja v zaklju¢nem delu obravnave dolocene teme, zato sklepamo, da se je ucitelji ne
posluzujejo pogosto, saj veCkulturnosti verjetno ne poucujejo kot zakljuéene uéne eno-
te. Mlajsi ucitelji menijo, da je metoda prikazovanja s filmom ucinkovitejsa kot njihovi
starejsi kolegi.

Stalisca do veckulturnih druzb se spreminjajo glede na politicne orientacije, zato
bi v prihodnjih raziskavah lahko zajeli tudi politi¢no orientacijo posameznikov, religio-
znost in usmerjenost k avtoritarni osebnosti.

Iz pregleda literature in opravljenih preteklih raziskav lahko sklepamo, da je vec-
kulturnost neizogibna posledica globalizacije in sestavni del sodobnih druzb, v katerih
zivimo. Podatki kazejo, da tudi na podezelju kmalu ne bo ve¢ kulturno homogenih
razredov (Neurner, 2001, str. 13). Ucitelji naj bi v svoj pouk vnasali tudi vsebine s
podrocja veCkulturnosti ter tako uc¢encem privzgojili tiste vescine, ki jih bodo nujno po-
trebovali za zivljenje in delo v veCkulturnih druzbah. Slovenskim uciteljem primanjkuje
znanja za veckulturno izobrazevanje (Toplak in Vah Jevsnik, 2010 v Vah Jevsnik, 2010,
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str. 137), zato je po naSem mnenju nujno potrebno vnasanje vsebin o veckulturnosti v
pedagoske $tudijske programe. Studije iz tujine kazejo, da imajo mladi ugitelji (z delov-
no dobo, ki je krajsa od 5 let) ve¢ znanja o veckulturnem izobrazevanju, saj so tekom
pedagoskega izobrazevanja pridobili potrebna znanja (Bijeli¢, 2010, str. 143).

Predlagamo, da bi prihodnje Studije obravnavale vse deleznike pedagoskega triko-
tnika (starSe, ucence in ucitelje). Analiza staliS¢ starSev in otrok bi morala zajeti lon-
gitudinalne podatke, kar bi raziskovalcem omogocilo raziskovanje stalis¢ uciteljev v
razli¢nih ¢asovnih obdobjih. Preucili bi lahko tudi, kako se staliS¢a spreminjajo glede
na aktualno druzbeno-politicno dogajanje (povecanje/zmanjSanje migracij, zaostrova-
nje politik priseljevanja ipd.).

Urska Plibersek

The Diversity of Pedagogical Methods
in Teaching About Multiculturalism

Increasing migration, the development of telecommunications technologies and the
internet are consequences of globalization that manifest themselves in cultural, religious
and educational heterogeneity. Even in rural schools, there will soon no longer be cul-
turally homogeneous classrooms (Neuner 2012, p. 13). Tolerance, multiculturalism and
inclusivity are the building blocks of postmodern societies, which are therefore inclu-
sive. Inclusive societies accept and support different needs and respect the diversity of
cultural, linguistic and ethnic affiliations. All members of society have the opportunity
to participate in social processes according to their abilities (Cencic et al. 2010, p. 20).

General attitudes towards certain aspects of multiculturalism have been researched
since 1992 (Toplak, 2019), while various institutions have addressed the inclusion of
immigrant children in the education system over the last decade (Sinjur, 2018, p. 129).
The goals of education in the Republic of Slovenia (as defined in the White Paper on
Education) also include respect, tolerance, acceptance and understanding of diversity
(Krek, 2011, p. 17). Slovenia has become attractive to immigrants (Sinjur, 2018, p. 129),
which is why research into teachers’ attitudes towards immigrants and their methods of
teaching multiculturalism is also important.

In Europe, multiculturalism in education emerged as a strategy to reshape power
dynamics and create equal opportunities. The aim of these strategies was to create
equal opportunities for all members of society. The strategy recognized the inequality
of educational opportunities, forms of expression, and language competencies (Vizintin,
2012). The longest tradition of multicultural education exists in the United States, where
in the 1950s discrimination against Native American and immigrant children led to the
civil rights movement and later to multicultural education (Banks, 2009 in Vrecar, 2011,
p. 20). In the 1960s and 1970s, the feminist movements also joined this cause. Later,
the LGBT movement, the movement for the rights of the elderly, and the movement for
people with special needs also joined. In the 1980s we thus see the first research in the
field of multicultural education (Banks, 1989 in Gorski, 2012).
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Discussion about different cultures and multiculturalism is necessary and essential
even in the preschool years (Kuscevic et al., 2020, p. 56). In elementary school, the in-
clusion of examples from different cultures can enrich the educational process (NCCA,
2005 in Vah Jevsnik, 2010, p. 136). According to the UNESCO guidelines, multicultural
education is: “learning about other cultures in order to achieve acceptance or at least
tolerance of members of other cultures” (UNESCO, 2006, p. 18). Among students, such
education promotes the development of attitudes towards the equality of members of
different ethnic and cultural groups (Skubic Ermenc, 2007 in Radovan and Koscielniak,
2015, pp. 118—119).

Discussion or dialogue is often emphasised as a teaching method for addressing
multiculturalism (Atwater, 1989). Discussion can be used as an independent method
or as a component of other pedagogical methods, before or after the implementation
of other activities. Discussion involves group negotiation and persuasion aimed at re-
ducing prejudice, developing a sense of belonging to the group and promoting team-
work (Klemenc et al., 2010, p. 7). Among the methods often mentioned is role-playing
(Atwater, 1989; Brsky, 1995), a method that requires students to apply the theoretical
knowledge they have learned in practical situations. Role-playing is an experiential
method based on the use of direct experience that enables students to develop skills and
competencies. The objectives of role-playing include increasing sensitivity to others’
and one's own points of view and promoting control over emotions.

The brainstorming method is used to generate ideas on a chosen topic and enables
students to present their own ideas and at the same time perceive the diversity of sug-
gestions. Brainstorming is the most commonly used group technique and also one of the
best-known techniques for creative thinking (Mesko, 2000, p. 180).

Picture books are a way for children to discover and develop their view of the
world. In addition to the text, the illustrations and photographs in the books play a cru-
cial role. From the perspective of multicultural education, picture books provide scenes
of diversity and give children the opportunity to reflect on cultural experiences, both
their own and those of others’ (Gates and Hall, 2010, p. 29). Literature, as discovered
by the Russian formalists at the beginning of the last century, helps us to decode our
view of the world.

Criticism of multicultural education in the USA comes both from the political lef,
which claims that it is too conservative, and from the political right, which saw it as
radical, especially in the 1980s and 1990s (Nieto, 2009 in Vrecar, 2011, p. 23). Mul-
ticultural education presupposes learning about different ethnic groups, which makes
it a controversial proposal. Multicultural learning poses the risk of increasing unrest
among existing ethnic groups. On the other hand, it raises the question of the obligation
to teach about national culture. This is linked to the ideological debate about which
method and content creates the highest quality education about cultural differences

(Gay, 1994, p. 47).

We conducted a survey on teachers’ attitudes using a purposive sample of teachers
teaching in elementary school in Slovenia. We used a quantitative research method of
online survey. On January 27, 2020, we sent the questionnaire via email to 127 email
addresses to schools (principals/secretaries). We shared the invitation to participate on
the social network Facebook and forwarded it to the coordinators of UNESCO ASP Net
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elementary school with the help of the Slovenian National Commission for UNESCO.
The survey was available to teachers from January 27, 2020 to February 18, 2020. The
sample included 181 teachers, 87 % of whom were women and 13 % men. The majority
of respondents were classroom teachers (26.9 %) and language teachers (22.4 %). Most
teachers had between 20 and 30 years of experience in education (45.8 %), while the
Jfewest were novice teachers (3.9 %).

The data for this study was collected using a questionnaire for teachers, which
consisted of two parts. The first part contained questions on teachers’ attitudes towards
multiculturalism. The second part of the questionnaire included information on the
length of their service (respondents could choose between options of up to one year, up
to ten years, up to twenty years and over thirty years) and the subjects they teach — re-
spondents could choose from 16 subjects. These were divided into 8 categories: Slo-
venian and foreign languages as linguistic subjects; mathematics, biology, chemistry
and physics as natural science subjects, history, civics and local history, geography
and home economics as social science subjects; art and music education as artistic
subjects. Technical education, physical education, class lessons and morning/afternoon
care were independent groups.

We found that more than half (53.8 %) of the teachers addressed the topic of mul-
ticulturalism more than once a month. There were no significant differences between
genders or in terms of length of service in education. Our research showed that multi-
culturalism was raised most frequently by teachers with 20 to 30 years of service.

The frequency of use of teaching methods for multiculturalism in the classroom was
not investigated. We found that teachers most frequently use discussions and visual aids
such as pictures, photographs and maps to address multiculturalism, while they least
frequently use work assessment methods and lectures.

Teachers most often address the topic of multiculturalism as part of the subject
and during activity days. As suggested by Vah Jevsnik (2010), it is necessary to include
multicultural content in all subjects and thus enrich the curriculum. The fact that the
majority of teachers address multiculturalism in the subjects they teach is encouraging.

Attitudes towards multicultural societies change according to political orientation.
Therefore, future research could also take into account the political orientation of indi-
viduals, their religiosity and their tendency towards authoritarian personalities.

From the literature review and previous research, we can conclude that multicultur-
alism is an inevitable consequence of globalisation and an integral part of the modern
societies we live in. The data suggests that even in rural areas there will soon no longer
be culturally homogeneous classes (Neurner, 2001, p. 13). Teachers should include
multicultural content in their lessons in order to impart the necessary skills for living
and working in multicultural societies. Slovenian teachers lack knowledge for multicul-
tural education (Toplak and Vah Jevsnik, 2010 in Vah Jevsnik, 2010, p. 137), therefore
it is important to include multicultural content in pedagogical study programmes. Stud-
ies abroad show that young teachers (with less than 5 years of service) have a greater
knowledge of multicultural education than older ones, as they have acquired the neces-
sary knowledge during their pedagogical education (Bijeli¢, 2010, p. 143).

We suggest that future studies should include all stakeholders of the pedagogical
triangle (parents, students and teachers). The analysis of parents’ and children’s at-
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titudes should include longitudinal data, allowing researchers to examine teachers’ at-
titudes over different time periods. The way in which attitudes change in response to
current socio-political events (increase/decrease in migration, tightening of immigra-
tion policies, etc.) could also be investigated.
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POVZETEK — Moznosti za dostopnost so nastavitve,
ki osebam s posebnimi potrebami olajsajo pridobiva-
nje in iskanje novih informacij. Ker poznamo razlicne
skupine posebnih potreb, je pomembno, da imajo vsi
moznost izbire primernih moznosti za dostopnost. Med
najbolj pogostimi moznostmi za dostopnost so: spre-
minjanje kontrasta, spreminjanje velikosti besedila,
oznacitev povezav in moznost uporabe spletne strani
samo s tipkovnico. Obstajajo pa tudi manj pogoste mo-
Znosti za dostopnost, kot so eBralec in raba znakovne-
ga jezika, ki pa so zaradi svoje specificnosti bolj upo-
rabne le doloceni skupini oseb s posebnimi potrebami.
Zmotno je prepricanje, da je zgolj s sledenjem smerni-
cam za omogocanje dostopnosti zadeva ze urejena in
da na podrocju dostopnosti ni potrebno dopolnjevanje
in stalno preverjanje kakovosti resitev. Zavedati se je
potrebno, da mora biti dostopnost omogocena tudi
osebam z drugimi vrstami omejitev oziroma potreb. V
prispevku se omejujemo na ocene slepih in slabovidnih
oseb o uporabnosti ponujenih moznosti za dostopnost
na izbranih spletnih straneh javnega znacaja.
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KEYWORDS: accessibility options, blind and visu-
ally impaired people, law on the accessibility of web-
sites and mobile applications, website, inclusion
ABSTRACT — Accessibility options are settings that
make it easier for people with special needs to acquire
and search for new information. Given the diversity of
groups with special needs, it is important that every-
one have the opportunity to choose appropriate acces-
sibility options. Some of the most common accessibil-
ity features include changing contrast, changing text
size, highlighting links, and the ability to navigate a
website using only a keyboard. In addition, there are
less common accessibility features such as eReader
and the use of sign language, which are more ben-
eficial to certain groups due to their specificity. It is
a misconception that simply following accessibility
guidelines is enough to ensure accessibility, continu-
ous improvement and quality assurance are neces-
sary. It is important to recognize that accessibility
must also be ensured for people with other types of
disabilities or needs. This paper focuses on the assess-
ments of blind and visually impaired people regarding
the usability of the accessibility options offered on se-
lected public websites.

Na svetu je ve¢ kot milijarda ljudi s kakr$no koli obliko invalidnosti, kar predstavlja

15% svetovnega prebivalstva. Po podatkih Evropske unije naj bi bilo v Evropi ve¢ kot
80 milijonov ljudi s kakr$no koli obliko invalidnosti. Stevilo oseb s posebnimi potre-
bami narasca, razlogov za to je ve¢, med najbolj pogostimi pa so: povecanje kroni¢nih
bolezni, staranje prebivalstva in medicinski napredek, ki podaljsuje zivljenje (People
with disabilities, b. d.; Disability, 2022).

V Republiki Sloveniji je po ocenah delez slepih in slabovidnih posameznikov pri-
merljiv z delezi v drugih zahodnih drzavah, kljub temu pa manjkajo uradni statisticni
podatki o natanénem Stevilu oseb z okvaro vida. Okvirne evidence vodijo Zveza drustev
slepih in slabovidnih Slovenije (ZDSSS) ter posamezna medob¢inska drustva slepih in
slabovidnih (MDSS), vendar ta evidenca vkljucuje prostovoljno v¢lanjene ¢lane. Po
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podatkih iz leta 2018 je bilo v MDSS v¢lanjenih okrog 3600 oseb, od tega priblizno
2000 slepih in 1700 slabovidnih posameznikov. Po predvidevanjih strokovnih sluzb so
te Stevilke podobne tudi v zadnjih letih (Kermauner idr., 2021).

Vsaki osebi pa je potrebno zagotoviti, da je enako socialno vkljucena v druzbo, ima
enake moznosti pri dostopanju do informacij ter ima zagotovljene tudi druge moznosti
za dostopnost (Blindness and vision impairment, 2022; Albreht idr., 2016; Zheng idr.,
2016).

Razen dostopa do informacij je ena temeljnih pravic izobrazevanje oziroma pravica
do izobrazevanja. To pravico otrokom z motnjami v telesnem in dusevnem razvoju ter
drugim osebam s hujso stopnjo invalidnosti zagotavlja tudi slovenska ustava. Ob pra-
vici do izobrazevanja zagotavlja tudi pravico do usposabljanja za kasnejSe polno vklju-
Cevanje v druzbo. Izobrazevanje in vzgoja morata temeljiti na nacelu enakih moznosti,
pri ¢emer je potrebno upostevati medsebojne razlike in inkluzijo. Koncept inkluzije
oziroma vkljucevanja otrok s posebnimi potrebami v redno izobrazevanje se je v Slove-
niji pojavil leta 2000. Inkluzija je Sirok pojem, ki zajema razlicne odnose med posame-
znikom in druzbo ter vkljucuje ekonomske zmoznosti, obcutek priloznosti, sposobnosti,
usposobljenosti, sprejemanja in pripadnosti (Kermauner idr., 2021).

V tem procesu je nujno individualizirano delo s posameznikom ter tesno sodelo-
vanje s starsi (Tastanoska, 2017). Inkluzija do leta 1960 kot proces ni obstajala, ampak
je bila prisotna svojevrstna segregacija otrok s posebnimi potrebami. Z vidika izobra-
zevanja Opara (2009) omenja, da je tako pri nas kot v svetu obstajal sistem zavodov in
tako imenovanih posebnih $ol, ki je funkcioniral kot paralelni sistem in s celo posebno
zakonodajo. Premik je nastal po letu 2000 ob uvedbi Sol s prilagojenim poukom kot
javnih ustanov. To je omogocilo otrokom z razli¢nimi primanjkljaji obiskovanje javne
Sole. Ob izidu Bele knjige o vzgoji in izobraZevanju se je izobrazevalna politika pricela
osredotocati na inkluzijo otrok s posebnimi potrebami. S tem se je odprla pot za njihovo
vkljucevanje kot temelj socialne pravicnosti in omogocanje enakih pravic vsem (Sevsek
in Créinovi¢ Rozman, 2018). Se vedno med pedagoskimi delavci zasledimo mesana
mnenja o tem, kako se inkluzijo uresni¢uje v praksi. Nekateri menijo, da se inkluzijo
uresniCuje le deloma zaradi razli¢ne pripravljenosti uciteljev, osredotoCenosti na ucence
z odlocbami o usmeritvi in dvoma v ustrezno usposobljenost uciteljev (Jeznik, 2022).
Gibanje v pozitivno smer je vendarle zaznavno in ga je mogoce prepoznati tudi na pod-
lagi analize slovenske bibliografije, vezane na tematiko inkluzije oziroma integracije
oseb s posebnimi potrebami. Trend rasti izdaj strokovnih del je povecal prepoznavnost
inkluzije in sodobnega izobrazevanja oseb s posebnimi potrebami. Bibliografski trendi
kazejo, da inkluzija belezi eksponentno rast, medtem ko integracija v objavah svoj delez
izgublja. Inkluzija kot sodoben fenomen v izobrazevanju oseb s posebnimi potrebami
predstavlja nacin vzpostavljanja skupnosti v razredu in odmik od individualizma. 1z-
sledki kazejo, da se ideje o uresnic¢evanju skupnosti umikajo iz fokusa izobrazevalnih
delavcev, Ceprav so prav socialne dimenzije inkluzije kljucne za osebe s posebnimi po-
trebami. V sedanjem obdobju opuscanja posebnih ol in vecjega vkljucevanja posame-
znikov s posebnimi potrebami v splosne izobrazevalne oblike lahko to sprozi odklonil-
no vedenje in odklonilna stalis¢a vecinske populacije (Drobnic, 2018). Prav zaradi tega
pojava je pomen razvoja inkluzivnih pristopov in prepoznavanja potreb izobrazevanja
z vidika inkluzije klju¢en (Dubovicki in Topolov¢an, 2021). Vklju¢no z ozavescanjem
druzbe in posameznikov.
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Odnos videcih oseb do slabovidnih ali slepih je kljuen pri njihovi integraciji v
vsakdanje Zivljenje. Ze v fazi $olanja je pomembno, da otrokom privzgojimo pozitiven
odnos do drugacnih, saj s tem na dolgi rok olajsamo integracijo druga¢nim (Sevsek in
Créinovi¢ Rozman, 2018, Topolovec in Schmit, 2015). Integracija slepih in slabovidnih
se ne konca z izobrazevanjem, temvec je potrebna v vsakdanjem Zivljenju. Te osebe se
sreGujejo z vsakdanjimi izzivi, povezanimi z dostopnostjo $tevilnih vsebin. Se posebe;
do vsebin javnega znacaja, saj v Casu digitalizacije skorajda ne obstaja ve¢ alternativa
dostopu. Seveda omogocanje dostopnosti do informacij in vsebin ni omejeno zgolj na
slepe in slabovidne, ampak na vse osebe s posebnimi potrebami. Torej, ne glede na vrsto
okvare. Vendar se bomo v nadaljevanju omejili na omogocanje dostopnosti za slepe in
slabovidne osebe, ki so prav pri vidni zaznavi specificno omejene. V nadaljevanju bomo
strnjeno osvetlili pravnoformalne temelje za zagotavljanje dostopnosti in pravice do
dostopnosti ter se posvetili moznostim, usmerjenim k populaciji slepih in slabovidnih.

Leta 2001 je iz§la Konvencija o pravicah invalidov (b.d.), v kateri so zapisane pra-
vice invalidov. Bistvo konvencije je odpravljanje diskriminacije in uveljavitev enakih
moznosti za osebe s posebnimi potrebami (Sendi in Kerbler-Kefo, 2009). V 9. ¢lenu
konvencije je zavedenih osem splosnih nacel, med katerimi eno izmed teh nacel zago-
tavlja osebam s posebnimi potrebami dostopnost. V dokumentu je navedeno, da bodo
vse drzave pogodbenice osebam s posebnimi potrebami omogocale dostop do fizicnega
okolja, prevoz, informacijo in komunikacijo, vkljucevanje pri uporabi informacijske
in komunikacijske tehnologije ter vkljuCevanje pri uporabi drugih naprav in digitalnih
storitev. V navezavi na omenjeno je bila v Evropskem parlamentu leta 2016 sprejeta Di-
rektiva o dostopnosti spletiS¢ in mobilnih aplikacij za organe javnega sektorja (Acces-
sibility of public sector websites and mobile apps, 2021). V Sloveniji to podrocje v
duhu kasneje sprejete evropske direktive ureja Zakon o dostopnosti spletis¢ in mobilnih
aplikacij (ZDSMA, 2018). Zakon je namenjen vsem drzavljanom tako Slovenije kakor
tudi Evropske unije, Se posebej pa osebam s posebnimi potrebami. Namen tega zakona
je omogociti nove nacine ter tudi lazje nacine dostopanja do informacij javnega sektorja
(Uradni list Evropske unije, 2016). Osebe s posebnimi potrebami bodo lazje dostopale
do zdravstvenih storitev, bancnistva, izobrazevanja, prijav na delovno mesto ter drugih
gospodarskih storitev. Posledi¢no bodo osebe s tem pridobile vec priloznosti v vsakda-
njem zivljenju, enako kot ostali drzavljani. Hkrati pa bi osebe s posebnimi potrebami
lazje uveljavljale svoje pravice in bile digitalno bolj vkljucene (Accessibility of public
sector websites and mobile apps, 2021; Lewthwaite in James, 2020; Ismailova, 2017;
UL EU, 2016).

2 Moznosti za zagotavljanje dostopnosti

Razli¢ni avtorji navajajo Stevilne moznosti za dostopnost, med katere sodijo na-
vigacija, u¢inkovita berljivost, moznost iskanja informacij, jasna strukturiranost posa-
mezne spletne strani ali spletiS¢a, multimedijska tehnologija in uporaba slik in grafov
(Csontos in Heckl, 2021). Ismailova (2017) med moznosti za dostopnost predvsem
slepih in slabovidnih uvrsca berljivost, izbiro barvnega kontrasta in moznost iskanja.
Kirkpatrick idr. (2018) so navedli, da mora spletna stran, primerna za slepe in slabovi-
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dne osebe, imeti jasno obliko, slike morajo imeti tudi moznost besednega opisa in mo-
znost spremembe kontrasta, ustrezno frekvenco utripajo¢ih elementov in preprosto ter
jasno vidno obliko obrazcev. Dostopnost (2022) navaja Se nekatere druge moznosti za
dostopnost, kot so odzivno oblikovanje, moznost uporabe samo tipkovnice, podporna
tehnologija za bralnike, Braillova vrstica, razne barvne sheme, predvidljivo delovanje
spletis¢a; nadomestilo slikovnemu gradivu in moznost izbire razli¢nih ravni naslovov.

Dostopnost tipkovnice

Pri tej moznosti za dostopnost oseba za upravljanje spletne strani ne potrebuje mi-
ske, temvec lahko do vseh informacij dostopa samo s tipkovnico (Kirkpatrick idr., 2018;
Accessible Technology, 2022). Vendar pa mora biti spletna stran oblikovana pregledno,
jasno in mora imeti logicen vrstni red vsebine (Accessible Technology, 2022; Making
the Web Accessible, 2022). Making the Web Accessible (2022) predlaga, naj se okenca
za vpisovanje, povezave in podobno, ko se uporabnik nahaja na njih, obarvajo rdece.

Navigacija

Navigacija po vsebini je moznost za dostopnost, ki uporabnikom pomaga pri pre-
gledovanju in jih ¢im bolj direktno pripelje do iskanega podatka. Pomembno je, da so
naslovi in podnaslovi v menijih navedeni po smiselnem vrstnem redu in hierarhiji. Na-
slovi so lahko tudi pod¢rtani ali oznaceni s krepkim tiskom. Priporocljivo je tudi, da se
naslovi in podnaslovi obarvajo drugace, potem ko so Ze bili izbrani oziroma poklikani.
Oseba s posebnimi potrebami si na tak nacin lazje zapomni, katero vsebino je ze pregle-
dala. Razni viri (Accessible Technology, 2022; Radovan in Perdih, 2016; Making the
Web Accessible, 2022) navajajo, da je pri navigaciji pomembno, da se lahko uporabniki
prosto premikajo po seznamu in ni potrebno previdno prehajati z besede na besedo. V
nasprotnem primeru se namre¢ celotna navigacija zapre in je potrebno priceti od za-
Cetka. Pomembno je tudi, da navigacija prekrije besedilo in vsebina pod njo ne ostane
vidna (Santana idr., 2012).

Prilagoditve pisave

Avtorji Santana idr. (2012) navajajo, da je za lazje branje priporocljivo besedilo
prikazovati s krepkim tiskom ali nekoliko povecano, vendar ne preve¢. Med pisave, ki
naj bi omogocale lazje branje, Radovan in Perdih (2016) uvrsc¢ata Times New Roman,
Arial in Helvetica. Vsak uporabnik naj bi imel moznost izbire med temi tremi tipi pi-
save, hkrati pa naj bi imel tudi moznost povecave velikosti pisave. Za slepe in slabo-
vidne osebe naj pisava ne bi bila manjsa od velikosti 12, kljub temu pa mora obstajati
moznost dodatne povecave. Nekatere spletne strani omogocajo tudi moznost povecave
slik, tabel, grafov in podobnih elementov, pri cemer je pomembno, da se besedilo in
slika s povecavo ne prekrivata ali izgineta (Making the Web Accessible, 2022; Radovan
in Perdih, 2016).
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Prilagoditev barv

Vsak uporabnik naj bi imel moznost prilagoditve barve besedila in ozadja. Najprej
je bilo priporo¢eno, naj bo med ozadjem in pisavo visok kontrast, kar pa ni primerno za
vsakogar. Osebe s skotopi¢nim sindromom imajo na primer tezave z razbiranjem ¢rk na
beli podlagi. Te osebe pogosto navajajo, da se jim besedilo na taki podlagi bles¢i. Zato
je bolj primerno uporabljati temno besedilo na podlagi v modri, zeleni ali roza barvi ali
v odtenkih pastelnih barv (Radovan in Perdih, 2016). Nekatere osebe imajo tezave tudi
pri branju besedila ob standardnem kontrastu, kot je ¢rna pisava in belo ozadje (Making
the Web Accessible, 2022). Zato se priporoca izbiranje kontrasta s pomocjo kapalke,
kjer bi si posameznik sam dolocil tako barvo besedila kot tudi ozadje (Accessible Te-
chnology, 2022).

Razmik in poravnava besedila

Za lazje branje si morajo nekatere osebe povecati razmik med vrsticami in tudi
razmik med besedami, predvsem so to osebe z disleksijo. Hkrati pa razmik ne sme biti
prevelik, saj se uporabnik lahko v tem primeru izgubi v besedilu, kar otezi branje. Neka-
terim posameznikom naj bi bilo tudi lazje, ¢e besedilo ni obojestransko poravnano, saj
jim nazobcan vzorec na levem robu olajsa branje (Making the Web Accessible, 2022;
Radovan in Perdih, 2016).

Oznake povezav

Kot je Ze bilo omenjeno, mora biti spletna stran smiselno oblikovana. Ce spletna
stran ponuja moznost povezave do drugih spletnih strani, mora biti to ¢im bolj jasno
oznaceno. Te povezave so lahko vizualno poudarjene, obarvane, imajo kaksen manjsi
znak ali simbol (Material design, b.d.). Santana idr. (2012) priporocajo, da povezave
postavimo na zacetku ali na koncu fraz. Pri Accessible Technology (2022) predlagajo,
naj ima vsak uporabnik moznost izbire, ali se naj povezave odprejo v novem zavihku
ali v obstojecem oknu. Odpiranje povezav v obstojecem oknu lahko povzroc¢i zmedo in
uporabniku oteZi povratek na predhodno stran.

Izklop animacij in utripanja

Vsaka spletna stran naj bi imela moznost izklopa utripajocih in premikajocih se
vsebin. Prav tako naj bi uporabnik imel nadzor nad video posnetki, oglasi in drugo
premikajoco se vsebino. Taks$na vsebina namre¢ lahko prehitro izgine in je bralec ne
utegne prebrati do konca, nekomu drugemu lahko odtegne pozornost in se posledicno
ne more osredotociti na vsebino. Prav tako je mogoce, da utripajoca vsebina pri nekom
povzroci fotosenzitivno epilepsijo ali vizualno nelagodje (Hrezo, 2022). Najboljsi na-
¢in, da se ustvarjalci spletnih strani izognejo tem tezavam, je, da se taks$nih vsebin sploh
ne vkljucuje v spletne strani ali pa se to po¢ne ¢im bolj omejeno (Hrezo, 2022; Making
the Web Accessible, 2022).
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Avdio in video vsebine

Video vsebine so na spletnih straneh predstavljene s pomocjo video posnetkov in
so najbolj priporocljive za gluhe in naglusne. Hkrati pa je tak nacin pridobivanja infor-
macij lahko v pomo¢ tudi slepim in slabovidnim, vendar mora biti ob video vsebini na
voljo tudi zvo¢ni opis prikazanega (Accessible Technology, 2022). Pomembno je, da
je opis v primernem obsegu in dovolj jasen (Kirkpatrick idr., 2018). Avdiovsebine so
lahko v veliko pomo¢ slepim in slabovidnim. Pomembno pa je, da v ozadju ni drugih
motecih zvokov, kar se dogaja pri snemanju na prostem. Lahko je prisotna glasbena
podlaga, ki pa mora biti za vsaj 20 decibelov nizja od ravni govorne vsebine v ospredju.
Hkrati pa ne sme vsebovati visokih tonov in ponavljajocih se vzorcev. Govorni del v
ospredju mora biti jasen in dovolj pocasen, pri menjavi tem pa morajo biti premori. V
primeru, da so v posnetku tudi drugi zvoki, naj bodo ti jasni. Na primer zapiranje vrat,
koraki, razbijanje stekla in podobno (Kirkpatrick idr., 2018).

Ob sirokem naboru moznosti za dostopnost je nasa raziskava pokazala, da bodo
nekatere izmed njih ostale v ozadju in ne bodo tako pogosto uporabljane kot ostale.
Nekatere morda sploh ne ali pa izjemno redko. Seznam teh in razlogi za to pa presegajo
obseg pricujocega prispevka.

3 Metodologija

Namen

V raziskavi smo na spletiscih javnega znacaja, ki sledijo smernicam zakona o do-
stopnosti spletnih spletiS¢ in mobilnih aplikacij, preverili uporabnisko izku$njo slepih
in slabovidnih oseb z moznostmi za dostopnost.

Zanimali so nas naslednji vidiki dostopnosti:

o Katere izmed prilagoditev dostopnosti slepe in slabovidne osebe najpo-
gosteje uporabljajo?

o Katero izmed izbranih spletnih strani slepe in slabovidne osebe ocenjuje-
jo kot najbolj prilagojeno za njih in lahko sluzi kot primer dobre prakse?

o Katere prilagoditve slepim in slabovidnim osebam ne pripomorejo k bolj-
Semu krmarjenju po spletnih straneh?

Zbiranje, opis in obdelava podatkov

Za zbiranje podatkov, ki je potekalo med novembrom 2022 in februarjem 2023,
smo izbrali spletni anketni vprasalnik. Anketirancem smo vprasalnik posredovali s po-
mocjo specializiranih zavodov za slepe in slabovidne ter po elektronski posti tistim
slepim in slabovidnim osebam, ki jih osebno poznamo. Vzorec je zajemal 50 slepih
in slabovidnih oseb s celotne Slovenije in je uravnotezen po spolu. Starostna struktura
vzorca zajema 32 % oseb, starih med 21 in 30 let, 26 % oseb, starih med 31 in 40 let,
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22 % oseb, starih nad 51 let, in 16 % oseb, starih med 41 in 50 let, ter 2% oseb, starih do
20 let. Vprasalnik je v celoti izpolnilo 28 oseb.

Podatke smo obdelali s programom SPSS na ravni deskriptivne in inferencne stati-
stike z izbranimi neparametri¢nimi preizkusi.

4 Rezultati

Najbolj pogosto uporabljena moznost prilagoditve dostopnosti

Slepe in slabovidne osebe smo prosili, naj ocenijo, katera moznost za dostopnost
se jim zdi najbolj uporabna. Med razlicnimi moznostmi prilagoditev dostopnosti smo
zeleli ugotoviti, katere se najpogosteje uporabljajo. Prav tako nas je zanimalo, ali se
nasi izidi skladajo z ugotovitvami raziskave, v kateri Albreht idr. (2016) ugotavljajo, da
slepe in slabovidne osebe najpogosteje uporabijo orodje za branje zaslona in moznost
za povecevanje pisave.

Tabela 1
Uporaba moznosti prilagoditev dostopnosti
Moznosti za dostopnost f f%
kontrast 1 2,0
oznacba povezav 1 2,0
velikost besedila 12 24,0
kazalec 1 2,0
razmik besedila 1 2,0
barvna shema/kontrast 2 4,0
uporaba samo tipkovnice (brez miske) 6 12,0
moznost branja besedila (eBralec) 7 14,0
drugo 19 38,0
Skupaj 50 100,0

Skoraj Cetrtina (24 %) slepih in slabovidnih oseb najpogosteje uporablja spreminja-
nje velikosti besedila. Tako iz prakse kakor iz izsledkov raziskav (Santana idr., 2012;
Radovan in Perdih, 2016) izhaja, da si slabovidne in slepe osebe najpogosteje povecajo
velikost besedila. Avtorji raziskave so prav tako ugotovili, da si slepe in slabovidne ose-
be obicajno ne izberejo velikosti pisave, ki je manjSa od 12. Pisava pa ne sme biti niti
prevelika, saj oseba lahko izgubi pregled nad besedilom.

Na drugem mestu po pogostosti uporabe moznosti za prilagoditev dostopnosti je
moznost branja besedila (14 %). MoZnost elektronskega branja besedila (eBralec) upo-
rablja 14 % vprasanih. Zal pa je ta moznost prilagoditve dostopnosti redko na voljo.
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Priblizno 12 % slepih in slabovidnih oseb uporablja le tipkovnico in ne uporablja miske.
Zato je zelo pomembno, da je spletna stran smiselno oblikovana in da so okrog slik,
povezav in naslovov obrobe. S pomocjo teh namre¢ uporabnik natan¢neje prepozna,
kje v besedilu se trenutno nahaja. Kot alternativno moznost obrobam se lahko uporabi
drugacéno barvo besedila ali kaksno drugo reSitev (Making the Web Accessible, 2022;
Accessible Technology, 2022).

Tabela 2

Uporaba moznosti prilagoditev dostopnosti glede na stopnjo slepote ali slabovidnosti

Stopnje slepote ali slabovidnosti
Moznosti za dostopnost Slabovidni 30-5 % Slepi 4,9-0% Shupai
(1. in 2. kategorija) | (3., 4. in 5. kategorija) PY
kontrast 0 (0,0%) 1(3,2%) 1(3,2%)
oznacba povezav 1(3,2%) 0 (0,0%) 1(3,2%)
velikost besedila 8 (28,8 %) 4 (12,9%) 12 (38,7%)
kazalec 1(3,2%) 0(0,0%) 1(3,2%)
razmik besedila 1(3,2%) 0 (0,0%) 1(3,2%)
barvna shema/kontrast 2 (6,4%) 0 (0,0%) 2 (6,4%)
uporaba samo tipkovnice o o o
(brez miske) 3(9,6%) 3(9,6%) 6 (19,3%)
moznost branja besedila o o
(cBralec) 3(9,6) 4 (12,9%) 7 (22,5%)
Skupaj 19 (61,2%) 12 (38,7%) 31 (100,0%)

Opomba: y2 =25,051,df =7, p > .05.

Primerjava najpogosteje uporabljenih prilagoditev moznosti za dostopnost glede
na stopnjo slabovidnosti ali slepote kaze, da tako slabovidni kot slepi najpogosteje od
vseh moznosti za dostopnost uporabljajo spreminjanje velikosti besedila. Moznost ele-
ktronskega branja podobno pogosto uporabljajo tako slepe (12,9 %) kot tudi slabovidne
osebe (9,6 %). Enako pogosto pa slepi in slabovidni uporabljajo le tipkovnico. Albreht
idr. (2016) navajajo, da slepe in slabovidne osebe drugace dojemajo svet, kar kazejo
tudi izidi v nasi raziskavi. Delezi uporabljenih prilagoditev moznosti za dostopnost (%)
so pri obeh stopnjah okvar vida dokaj podobni.

Analiza razlik z Mann-Whitney preizkusom v uporabi moznosti prilagoditev glede
na spol kaze, da se pogostost uporabe teh v vecini primerov ne razlikuje. Razen pri
uporabi moznosti spreminjanja velikosti besedila, ki je sicer najpogosteje uporabljena,
a je slepim ali slabovidnim osebam Zenskega spola ta moznost bolj pomembna kot
osebam moskega spola. Razlika v oceni pomembnosti med spoloma je statisticno zna-
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¢ilna (p < 0,05). Moznost prilagoditve v obliki video prikaza vsebine (znakovni jezik)
je nekoliko blizje slepim ali slabovidnim osebam Zenskega spola (R = 17,58), mogki
uporabnost ocenjujejo nekoliko nizje (R = 15,00). Ob tem poudarjamo, da je znakovni
jezik primernej$i za gluhe in naglusne, vendar je lahko z dobrim zvo¢nim posnetkov
uporaben tudi za slepe in slabovidne.

Prilagoditve dostopnosti, ki slepim in slabovidnim osebam
ne zagotavljajo boljsega krmarjenja po spletnih straneh

Zanimalo nas je, katerih moznosti prilagoditev dostopnosti slepe in slabovidne ose-
be ne uporabljajo. Moznosti prilagoditev dostopnosti je veliko, vendar vse niso enako
koristne. Avtor Hrezo (2022) trdi, da vse moznosti za dostopnost niso dobre, je pa v
praksi premalo izvedenih prakti¢nih preizkusov, ki bi dokazali, katere izmed moznosti
za dostopnost so sploh uporabne oziroma koristne. Podobno ugotavljajo tudi drugi av-
torji (Yesilada idr., 2013).

Tabela 3

Mnenje o koristnosti moznosti prilagoditev dostopnosti

Moznosti za dostopnost f 1%
kontrast 10 20,0
oznacba povezav 3 6,0
velikost besedila 11 22,0
tip pisave 10 20,0
ustavitev animacije 9 18,0
prijazno do disleksije 2 4,0
kazalec 3 6,0
zaslonski namig 1 2,0
razmik besedila 5 10,0
viSina vrstice 2 4.0
poravnava besedila 3 6,0
barvna shema/kontrast 8 16,0
uporaba samo tipkovnice (brez miske) 9 18,0
video prikaz vsebine (znakovni jezik) 2 4,0
moznost branja besedila (eBralec) 16 32,0
drugo 19 38,0
Skupaj 50 100,0

Slepe in slabovidne osebe najnizje ocenjujejo uporabnost moznosti zaslonskega na-
miga (2 %). Med ostalimi niZje ocenjenimi (4 %) moznostmi za prilagoditev dostopnosti
so moznost prijazno do disleksije, moznost spreminjanja visine vrstice in video prikaz
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vsebine s pomocjo znakovnega jezika. Le nekoliko visje (6 %) so vprasani ocenili upo-
rabnost moznosti oznacbe povezav, moznost kazalca ter moznost poravnave besedila.
Glede na izide bi uporabo teh moznosti prilagoditev dostopnosti lahko opustili. Vendar
pa pri morebitnem opuscanju ne smemo prezreti oseb z drugimi oblikami posebnih
potreb, ki prav tako uporabljajo splet.

Anketiranci so lahko podali tudi predloge o novih moznostih za dostopnost. Vecina
na to vprasanje ni odgovorila. Obstaja moznost, da so to vprasanje spregledali ali pa
da nimajo zamisli, katero moznost za dostopnost bi si Se zeleli. Dve slepi in slabovidni
osebi sta izrazili zeljo, da bi vse spletne strani imele moznost eBralca ter da bi lahko
vsebine iskali s pomocjo govora. S pomocjo orodij umetne inteligence je ta moznost po
nasem mnenju realno izvedljiva. VprasSani so tudi navedli, da si zelijo moznost popol-
nega izklopa animacij in reklam, ki jim otezujejo moznost koncentriranja na vsebino.
Zeleli bi si tudi, da bi bile vse spletne strani ustvarjene po WCAG standardu.

Najbolje prilagojena spletna stran po oceni slepih in slabovidnih oseb

Na spletu obstaja veliko spletnih strani, ki uporabljajo moznosti prilagoditev za
slepe in slabovidne osebe ali pa se temu poskusajo ¢im bolje prilagoditi. Med njimi so
zelo pomembne specializirane spletne strani, kot so spletne strani javne uprave, zdra-
vstvenih ustanov in specializiranih ustanov za slepe in slabovidne. Na teh bi pri¢akovali
najvisjo stopnjo prilagoditev in dostopnosti. Tudi v lué¢i Direktive o dostopnosti sple-
tis¢ in mobilnih aplikacij za organe javnega sektorja. Preucili smo ve¢ spletnih strani
iz posamezne kategorije in ugotovili, da nekatere organizacije sploh nimajo urejenih
moznosti dostopnosti. Pokazalo se je, da imajo bolje urejeno dostopnost manjse zdra-
vstvene ustanove kakor vecje. Presenetilo nas je, da imajo ministrstva RS objavljeno
izjavo o dostopnosti, moznosti za dostopnost pa ne najdemo. Menimo, da bi te spletne
strani morale biti najbolje urejene, saj bi ostalim nakazale smernice, hkrati pa bi lahko
sluzile kot primeri dobre prakse. Najvecje presenecenje predstavlja spletna stran Zveze
drustev slepih in slabovidnih Slovenije, ki uporablja zelo malo moznosti za dostopnost.
Na tej spletni strani lahko izberemo samo velikost pisave in barvni kontrast. Pricakovali
bi, da bo ta spletna stran veliko bolj prilagojena ter da bo ponujala razlicne moznosti za
dostopnost.

Po pregledu obstojeCega stanja smo izbrali spletne strani tipi¢nih ponudnikov sto-
ritev, ki jih drzavljani pogosto potrebujejo. To so Mestna ob¢ina Maribor, Lekarne Ma-
ribor in Zavod za pokojninsko in invalidsko zavarovanje Slovenije (ZP1Z). Sodelujoce
v raziskavi smo prosili za oceno uporabnosti prilagoditev dostopnosti na posamezni
spletni strani. Pripravili smo sklope trditev o uporabnosti specifi¢ne prilagoditve, ki so
jih sodelujoci ocenili po petstopenjski ocenjevalni lestvici Likertovega tipa. Lestvica je
obsegala naslednje stopnje: neuporabna (vrednost 1), malo uporabna (2), srednje upo-
rabna (3), uporabna (4) in zelo uporabna (5). Za posamezno prilagoditev so udelezenci
lahko oznacili e moznost ni relevantno in drugo. Ti dve moznosti smo izkljucili iz
analize, zato so v tabelah prikazane ocene po petstopenjski ocenjevalni lestvici.



74

Didactica Slovenica — Pedagoska obzorja (1, 2025)

Tabela 4

Ocene uporabnosti moznosti prilagoditev dostopnosti

Mestna obcina Lekarne
. . ZPIZ
Trditve o uporabnosti prilagoditve Maribor Maribor
M SD M SD M SD
1 Uporabnost nastavitve 296 | 1,248 | 2,62 | 1235 | 340 | 1,041
barvna shema/kontrast
Uporabnost nastavitve
2 tipi pisave 3,15 1,190 2,81 1,201 3,36 1,036
3 Uporabnost nastavitve 350 | 1,241 | 342 | 1,065 | 3.85 | 0,967
velikost pisave
4 Uporabnost nastavitve 2,88 | 1275 | 2,67 | 1390 | 3,04 | 0,878
razmik besedila
5 Uporabnost nastavitve 269 | 1123 | 2,67 | 1465 | 333 | 1,074
ustavitev animacije
6 Uporabnost nastavitve 321 | 1,097 | 2,52 | 1410 | 2,88 | 1,013
oznaditev povezav
7 Uporabnost nastavitve 256 | 1261 | 223 | 1412 | 2,78 | 0902
poravnava besedila
8 Uporabnost nastavitve 2,60 | 1,155 | 2,19 | 1401 | 2,73 | 0,883
viSina vrstice
9 Uporabnost nastavitve 2,46 | 1,285 | 235 | 1461 | 243 | 1,119
prijazno do disleksije
Uporabnost nastavitve spreminjanje
10 miske/kazalca (povecan kazalec, 2,67 1,404 | 243 1,502 | 2,82 1,181
doloceno bralno obmocje)
j1 | Uporabnost nastavitve moZnost | 5 55|y 317 | 236 | 1465 | 3,79 | 1,146
izbire eBralca besedila
12 | Uporabnostnastavitve razlaganje | 47 | | 389 | 240 | 1353 | 246 | 1,363
informacij v znakovnem jeziku
13 Uporabnost moZnosti 276 | 1,154 | 245 | 1378 | 341 | 0907
za dostopnost
Splosna uporabnost
14 spletne strani 3,00 1,287 2,52 1,480 | 3,32 0,979

1z izidov razberemo, da so slepe in slabovidne osebe pri skoraj vseh moznostih za
dostopnost najvisje ocenile uporabnost teh na spletni strani ZPIZ. Sledi spletna stran
Mestne ob¢ine Maribor. Najnizje so uporabnost moznosti za dostopnost anketiranci

ocenili za spletno stran Lekarn Maribor.

Najvisjo oceno uporabnosti vprasani dajejo moznosti nastavitve velikosti pisave, pri
¢emer je to po mnenju vprasanih najbolje izvedeno na spletni strani ZPI1Z (M = 3,85).
Sledi spletna stran Mestne ob¢ine Maribor (M = 3,50) ter spletna stran Lekarn Maribor
(M = 3,42). Pri oceni uporabnosti te nastavitve opazimo visjo razprsenost ocen za sple-
tno stran Mestne ob¢ine Maribor (SD = 1,241), kar pomeni, da so bila med ocenjevalci
mnenja dokaj deljena.
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Uporabnost nastavitve prijazno do disleksije je najvisje ocenjena za spletno stran
Mestne ob¢ine Maribor (M = 2,54), kar kaze, da so za to spletno stran uporabniki oce-
nili, da je ta moznost za dostopnost najbolje izvedena.

Uporabnost nastavitve moznost izbire eBralca besedila je dokaj visoko ocenjena, pri
¢emer ima to moznost za dostopnost po mnenju slepih in slabovidnih oseb najbolj upo-
rabno zastavljeno spletna stran ZP1Z (M = 3,79). Sledita ji spletna stran Mestne ob¢ine
Maribor (M = 2,55) in spletna stran Lekarn Maribor (M = 2,36). Poudariti je potrebno,
da je spletna stran ZPIZ edina, ki to moZznost za dostopnost sploh ponuja. Tudi pri ostalih
spletnih straneh javnega znacaja je uporaba te moznosti za dostopnost redko uporablje-
na. Verjetno je to dejstvo vplivalo na oceno posamezne strani, saj so slepe in slabovidne
osebe imele tudi moznost ocene ni relevantno, ki pa je v tej kategoriji nismo zaznali.

Nase mnenje potrdita tudi trditvi 13 in 14, kjer ugotavljamo, da so slepe in slabovi-
dne osebe uporabnost moznosti za dostopnost (M = 3,41) in splo$no uporabnost spletne
strani (M = 3,32) najvisje ocenile za spletno stran ZPIZ. RazprSenost ocen je v primer-
javi z ostalima dvema spletnima stranema najnizja, kar pomeni, da so slepe in slabovi-
dne osebe imele podobno mnenje pri ocenjevanju te strani. Tudi sicer je povpre¢je ocen
za to stran najvisje, kar pa dodatno potrjuje, da je spletna stran ZPIZ po mnenju slepih
in slabovidnih oseb najbolje prilagojena njihovim potrebam.

5 Sklep

Na podlagi krmarjenja po razli¢nih spletnih straneh ugotavljamo, da je direktiva o
dostopnosti spletis¢ in mobilnih aplikacij uvedena bolj na papirju kot v praksi. Najman;j
dostopno z vidika uporabljenih moznosti dostopnosti je spletno mesto drzavne upra-
ve (gov.si), pod okrilje katerega sodijo vsa ministrstva v Sloveniji. Medtem ko imajo
zdravstveni domovi, univerze, ob¢ine itd. bolje urejene moznosti za dostopnost. Vecina
slepih in slabovidnih oseb med moznostmi za dostopnost uporablja moznost povecanja
pisave, moznost eBralec in moznost rabe tipkovnice brez miske. Kar nekaj moznosti za
dostopnost se v praksi redko ali sploh ne uporablja. Razlogi in seznam teh moznosti pre-
segajo obseg tega prispevka in dajejo smernice za nadaljnje raziskovanje. Po zakljucku
raziskave smo ponovno pregledali spletiS¢a in zaznali napredek ter porast Stevila teh,
ki omogocajo vsaj nekatere moznosti dostopnosti. Znakovni jezik in eBralec sta spe-
cificni prilagoditvi, ki pa sta pri spletnih straneh redko vkljuceni. Ti dve prilagoditvi
sta specificno namenjeni slepim in slabovidni ter gluhim in naglu$nim in jim najbolj
olajSa pridobivanje informacij na spletis¢u. Menimo, da je razlog predvsem v tehni¢no
zahtevnejsi implementaciji tovrstnih resitev in zagotavljanju kompatibilnosti na vseh
platformah. Prilagoditev pisave je ena izmed najbolj pogosto ponujenih moznosti med
dostopnostmi. Pri tej ima uporabnik moznost spreminjati velikost pisave in slog. Ta pri-
lagoditev je dobrodosla za vse uporabnike, ki imajo tudi tezave z vidom. Med pogostimi
moznostmi za dostopnost je tudi prilagoditev barvne sheme ali kontrasta in tudi obo-
jega hkrati. V praksi se uporaba te moznosti kaze s svetlo obarvanimi robovi stopnic,
ograj, klancin in drugih podobnih ovir, vendar v nasi raziskavi te moznosti prilagoditve
nismo zasledili med najpomembnejSimi moznostmi. Ker zakon o dostopnosti spletis¢
in mobilnih aplikacij velja samo za javne spletne strani, bi bilo v prihodnosti potrebno



76 Didactica Slovenica — Pedagoska obzorja (1, 2025)

te smernice prenesti tudi na vse ostale spletne strani. S tem bi osebam s posebnimi po-
trebami omogocili Se boljso vkljucenost. Izidi raziskave kazejo, da je v praksi potrebno
moznosti za dostopnost sproti prilagajati in jih nenehno dopolnjevati. Se posebej je po-
membno, da se zajame vse skupine oseb s posebnimi potrebami, pri tem pa naj ustvar-
jalci spletnih strani tudi v praksi spoznajo osebe s posebnimi potrebami. Le na ta nacin
lahko dosezemo, da bodo spletisca tem osebam kar najbolje dostopna.

Tomaz Bratina, PhD, Tina Kolaric¢

Usability of Accessibility Options for Websites

More than one billion people in the world live with some form of disability, that is
15 % of the world’s population. In Europe, over 80 million persons have some form of
disability. Disabilities include visual impairments ranging from low vision to blindness.
In Slovenia, the proportion of blind and visually impaired persons is comparable to that
of other Western countries, although no precise official data is available. According to
the Slovenian Association of the Blind and Visually Impaired (ZDSSS), around 3,600
persons were members of the Intermunicipal Associations of the Blind and Visually
Impaired (MDSS) in 2018, of whom 2,000 were blind and 1,700 were visually impaired.

Regardless of the type of disability, it is important to offer all persons the same op-

portunities for social integration and access to information. This need was formalized
in 2001 by the Convention on the Rights of Persons with Disabilities, which ensures the
elimination of discrimination and the realization of equal opportunities for persons with

special needs. Article 9 of the Convention outlines general principles that ensure access
to the physical environment, transportation, information, communication and the use of
information and communication technology. The document states that all contracting
states will provide persons with special needs access to the physical environment, trans-

portation, information and communication, as well as inclusion in the use of informa-

tion and communication technology, and other devices and digital services. We must not
forget one of the fundamental rights, namely the right to education, which is guaranteed
by the Slovenian Constitution. In line with this demand for accessibility of information,

the European Parliament adopted the Directive on the accessibility of websites and
mobile applications for public sector bodies in 2016. In Slovenia, this area is regulated
by the Accessibility of Websites and Mobile Applications Act of 2018, in line with the
subsequently adopted European Directive. This law is aimed at all citizens of both Slo-

venia and the European Union, especially persons with special needs. The purpose of
this law is to provide new and easier ways to access public sector information. Persons
with special needs will have easier access to health services, banking, education, job
applications and other economic services. This will give these persons more opportuni-

ties in everyday life, just like other citizens. At the same time, persons with special needs
can exercise their rights more easily and can be more digitally integrated.

Various technical solutions are available to ensure accessibility, which can be uni-

versal or specifically directed towards a particular form of disability. From the per-
spective of blind and visually impaired persons, suitable accessibility options include
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navigation, effective readability, the ability to search for information, clearly structured
websites, the use of multimedia technology, font and color adaptations, and responsive
design. For blind and visually impaired persons, the ability to use only the keyboard,
support technology for screen readers, a Braille display and the ability to select different
heading levels are essential. In addition to the above features, navigation is crucial as it
allows users to browse content more easily and obtain the information they want directly.
1t is important that titles and subtitles are logically arranged and clearly labeled to make
it easier for users with special needs to find content. The adaptation of font and color
also plays an important role in accessibility for blind and visually impaired persons. To
make reading easier, it is advisable to emphasize or enlarge the text, but not too much.
Fonts such as Times New Roman, Arial and Helvetica make reading easier, and users
should be able to adjust the font size. Color adjustments include choosing a high contrast
between text and background, but it is important to consider specific needs, such as sco-
topic syndrome, where it is better to use dark text on a colored background.

For persons with dyslexia, wider spacing between lines and words, and avoiding
Justified text make reading much easier. In addition, it is recommended that websites
offer the option of disabling animations and flashing content, as these can prevent focus
on the content. Among other effects, these can also cause photosensitive epilepsy or
visual discomfort. Audio-video content is beneficial for blind and visually impaired per-
sons, as well as the deaf and hard of hearing. For such content, it is important to include
audio descriptions by avoiding distracting noises. Despite the wide range of accessibil-
ity options, it is to be expected that some options will not be sufficiently utilized due to
technical limitations and possible incompatibility with different operating systems.

The study examined the user experience of blind and visually impaired persons
on selected public websites. These websites follow the guidelines of the Act on the Ac-
cessibility of Websites and Mobile Applications, and use various accessibility options
described above. The selection of websites was based on the most common needs of
blind and visually impaired persons for access to public information, which is crucial
for their integration in daily life. The aim of the study was to determine which acces-
sibility adaptations are most frequently used by blind and visually impaired persons,
which adaptations do not contribute to better website navigation for these persons, and
which of the selected websites are considered to be the best adapted for them and can
serve as examples of good practice. The study involved 50 blind and visually impaired
persons in Slovenia.

Blind and visually impaired persons most frequently use text size adjustment (24 %),
followed by text reading options (14 %) and keyboard-only use (12 %). Electronic read-
ing of texts (eReader) is rarely available. The most often used accessibility adaptations
are text size adjustment, electronic text reading and keyboard use, which is consistent
with other studies. A comparison of the most frequently used accessibility adaptations
by the degree of visual impairment shows that both visually impaired and blind per-
sons use text size adaptation most frequently. The option of electronic reading is used
similarly frequently by both groups. Both blind and visually impaired persons use only
the keyboard with equal frequency. A Mann-Whitney test analysis of the differences in
the use of adaptation options by gender shows that the frequency of use does not differ
in most cases, with the exception of text size adjustments, which is more important for
women.
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Given the wide range of accessibility options, we were interested in which adapta-
tion options blind and visually impaired persons do not use. There are many adaptation
options, but not all are equally useful. Blind and visually impaired persons rated the
usefulness of the screen tip option the lowest (2%). It is often distracting and hinders
concentration. Other customization options that were rated the lowest include dyslexia-
friendly options, line height adjustment and video content with sign language support
(4%). While the solution is interesting, it often depends on technical parameters. Re-
spondents were also able to make suggestions for new or not yet existing adaptation
options. Most did not respond to this question. Two blind and visually impaired persons
expressed the wish that all websites would have an eReader option and that content
would be searchable by voice input. The idea is interesting and presumably stems from
the increasingly widespread use of artificial intelligence systems. All respondents want-
ed the option to turn off animations and advertising completely. They also emphasize
the need for all websites to be created in accordance with WCAG standards.

In practice, it is not enough for websites to use numerous accessibility options in-
discriminately. Effective integration of these options is crucial. Especially with regard
to access to public information for persons with special needs, the design of dedicated
websites, such as those of public administration, healthcare institutions and special-
ized organizations for the blind and visually impaired, is crucial. These should have
the highest level of adaptation and accessibility, especially with regard to the Directive
on the Accessibility of Websites and Mobile Applications for public sector bodies. We
examined several websites from each category and found that some organizations do
not have any accessibility options in place.

It was found that smaller healthcare institutions have better accessibility than larg-
er ones. We were surprised to find that the ministries of the Republic of Slovenia have
published accessibility statements, but no accessibility options can be found. We believe
that these websites should be best organized to provide guidelines for others and serve
as examples of good practice. The biggest surprise was the website of the Slovenian As-
sociation of the Blind and Visually Impaired, which uses very few accessibility options.
On this website, only the font size and color contrast can be adjusted.

After reviewing the current state, we selected typical websites of service provid-
ers that are frequently needed by citizens, namely those of the Maribor Municipality
of Maribor, Maribor Pharmacies and the Slovenian Pension and Disability Insurance
Fund (ZPIZ). Participants in the study were asked to rate the usability of accessibility
adaptations on each website.

The results show that blind and visually impaired persons rated the usability of ac-
cessibility options on the ZPIZ website the highest for almost all options. The highest
usability rating was given to the text size adjustment options, with the ZPIZ website be-
ing rated the highest for this feature. The dyslexia-friendly option was rated the highest
on the Maribor Municipality website. The text reading option of the eReader was rated
quite highly, with the ZPIZ website having the most usable implementation according to
blind and visually impaired persons. Our opinion is confirmed by the statement that blind
and visually impaired persons rated the overall usability of the ZPIZ website the highest.

The research results have shown that the accessibility of websites for blind and
visually impaired persons in Slovenia is not yet sufficiently adapted. However, after
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completing the research, we noticed a positive trend in the increasing number of web-
sites in Slovenia that offer accessibility options. Sign language and eReaders are cur-
rently rarely found on public websites, although they facilitate access to information
for blind and visually impaired, as well as deaf and hard of hearing persons. The main
reason for the rare implementation of these adaptations is the technical complexity and
the need to ensure compatibility across all platforms.
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Sevnem razvoju, osnovna Sola s prilagojenim progra-
mom z nizjim izobrazbenim standardom, opazovanje

POVZETEK —V prispevku je prikazana analiza izra-
zanja Custev pri ucencih z lazjo motnjo v dusevnem ra-
zvoju, ki obiskujejo osnovne Sole s prilagojenim pro-
gramom z nizjim izobrazbenim standardom (N = 63).
Osredotocili smo se na vrsto in pogostost njihovih cu-
stev ter na situacije, ki jih sprozijo — za ugotavljanje
teh vidikov custev smo uporabili opazovalno shemo.
Rezultati kazejo, da so ucenci izrazali razlicna cu-
stva, prevladovala pa so pozitivna. Med vsemi custvi
Je bilo najpogosteje izrazeno veselje, sledila je jeza.
Ucenci so izrazali pomembno vec pozitivnih kot nega-
tivnih in osnovnih kot kompleksnih custev. Fantje so
izrazali pomembno vec pozitivnih in osnovnih custev
kot dekleta. Situacije, ki so sprozile vsako custvo, so
bile razlicne. Vecinoma so custva sprozile situacije,
povezane z ucenjem, ucnim uspehom, disciplinskimi
tezavami ter odnosi s sosolci in ucitelji. Rezultati nase
raziskave so lahko uporabni za vse pedagoge, ki dela-
Jjo z ucenci z lazjo motnjo v dusevnem razvoju.

1 Introduction
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ABSTRACT — The article presents an analysis of the
expression of emotions in students with mild intellec-
tual disabilities who are attending primary schools
with an adapted programme with lower educational
standards (N = 63). An observation scheme was used
to focus on the type and frequency of the students’emo-
tions, as well as the situations that trigger them. The
results show that the students expressed a variety of
emotions, with positive emotions prevailing. Joy was
the most frequently expressed emotion, followed by an-
ger. The students expressed significantly more positive
than negative emotions, and more basic than complex
emotions, with boys expressing significantly more posi-
tive and basic emotions than girls. The situations trig-
gering each emotion varied, but emotions were mainly
triggered by situations related to learning, academic
performance, disciplinary problems, and relationships
with classmates and teachers. The results of the study
may be applicable to all education professionals work-
ing with students with mild intellectual disabilities.

The present study investigates the characteristics of the emotions expressed by stu-
dents with mild intellectual disabilities (ID) in adapted primary school programmes
with lower educational standards (AP with LES), and analyzes the situations that trig-
ger the expressed emotions. For the teachers in these programmes, the expression of
emotions is the most important clue in identifying students’ emotions and guiding their
response to them. It is therefore important to examine students’ emotional expressions
and recognise them in the natural setting of the classroom.

Individuals with ID exhibit neurodevelopmental deficits characterised by limita-
tions in intellectual functioning and adaptive behaviour that develop before the age of
18 years (Lee, 2019). They have lower competence in social, conceptual and practi-
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cal skills compared to the normative population (American Association on Intellectual
and Developmental Disabilities, n.d.). Social skills include social responsibility, inter-
personal relationships, social problem solving, ability to follow rules, etc.; conceptual
skills include the ability to understand time, finances and language; and practical skills
include the ability to perform activities of daily living, interact with others, use tools,
etc. Interestingly, emotional skills are not specifically mentioned in the above list of
skills, despite representing an important area of the individual’s functioning. Although
this area has received some attention in the normative population, it has to date been
studied far less in individuals with (mild) ID.

If we want to explore emotions, we need to understand their characteristics. Emo-
tions are complex psychophysiological processes that involve specific sequences of
physiological changes, cognitive processing, verbal and nonverbal expressions, and
behaviours (Oatley & Jenkins, 1996). They can be understood as a person’s subjective
response to events to which she or he attaches meaning in a particular social context
(Lazarus, 1991). The cognitive processing of individuals with mild ID is different to
that of the normative population (Buchnat & Jasielska, 2017), which may lead to some
differences in their experience and expression of emotions, as well as the situations that
trigger them.

Emotions may be categorised as “positive’ or “negative” (e.g. Oatley & Jenkins,
1996), with positive emotions (e.g. joy, pride) occurring when we achieve a subjec-
tively important goal or expectation, and negative emotions (e.g. anger, fear) occur-
ring when we fail to meet those expectations. Both positive and negative emotions
serve as adaptive functions in situations that the individual considers important to them
(Lazarus, 1991). We also distinguish between basic and complex emotions. Basic emo-
tions (e. g. joy, anger) occur early in the developmental process, their expression is very
similar across cultures, and they are characterised by specific patterns of brain activity,
typical adaptive functions and facial expressions that make them easier to recognise
(Panksepp, 1994; Plutchik, 1980). Complex emotions (e. g. pride, shame), on the other
hand, occur later in the development and their expression is less typical (Harris, 1996).
Therefore, recognising complex emotions is more difficult and sometimes ambiguous.

Through development, children learn to express emotions in ways appropriate for
certain sociocultural contexts (Harris, 1996; Jevti¢ & Petrovi¢, 2016). The results of
a meta-analytic study (Chaplin & Aldao, 2013) indicate small but significant gender
differences in the expression of emotions: girls are more likely to express positive emo-
tions than boys. Among the specific emotions, sadness, fear and shame are more com-
mon in girls, while anger is more common in boys.

As mentioned above, emotions have been studied less in children with (mild) ID
(Ryokkynen et al., 2021). On average, general emotional behaviour problems occur in
30-60 % of children and adolescents with ID (Dekker et al., 2002). Dekker et al. (2002)
found that children with borderline to moderate ID were at increased risk of experienc-
ing a variety of emotional and behavioural problems, such as depression, anxiety and
aggressive behaviour. One of the reasons for the scarcity of studies focusing on emo-
tions in individuals with (mild) ID may be the fact that such individuals are often less
able to report their own experiences and expressions accurately. It is therefore desirable
to use the reports of others (e. g. parents, teachers or other observers) as external inform-
ants. These informants tend to report more anger, depression, stress and aggressive be-
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haviours in individuals with mild ID compared to self-assessment (Bramston & Foga-
rty, 2000; Pavlovi¢ et al., 2013).

As children spend a lot of their time in school, where emotions are often present
(e.g. Hosotani & Imai-Matsumura, 2011; Kozmus, 2016), it is important to examine
their specificities in this context. Emotions contribute to the quality of teacher-student
interactions and shape classroom atmosphere (Kosir, 2012; Meyer & Turner, 2007),
which also applies to children with (mild) ID.

At school, students often experience and express different emotions, from joy to an-
ger and pride (e. g. Saarni, 1999; Smrtnik Vituli¢, 2006). The experience and expression
of emotions in school are usually triggered by learning, academic performance, disci-
plinary problems or relationships with classmates and teachers. For example, students
often experience and express joy due to their achievements, pleasant daily interactions
with their classmates (e. g. playing football, painting and singing), teachers’ praise (e. g.
for an activity well done), etc. (Karjalainen et al., 2019; Uusitalo-Malmivaara, 2012).
Students often experience and express anger when situations do not go their way: when
their classmates do not include them in activities, provoke them or behave aggressively
towards them or other children (e. g. take away/destroy their toys); when they notice an
injustice (e.g. when they find out that a classmate has cheated on a test); or when they
fail to successfully complete a school assignment (Bolko, 2019; Saarni, 1999). Stu-
dents often experience and express sadness in relation to their academic performance
and social relationships (e. g. rejection by classmates) (Fekonja & Kav¢ic, 2009). Stu-
dents experience fear due to threats from classmates, including teasing, and because of
the expectation of failing in academic performance (Uddin Kalar et al., 2013). Shame
in students is frequently triggered by low academic performance, interactions within
peer groups, teasing and bullying by peers, high demands from teachers, etc. (Monroe,
2008), while pride may appear when students achieve high academic performance and
other types of above-average success (Bolko, 2019).

In this article, we describe one of the first studies on the characteristics of emotions
and situations that trigger them in students with (mild) ID, as some specificities in this
area might be expected. The observations in our study aimed to determine

o the expressed emotions and the frequency of such expressions in students
with mild ID in the first five grades of the primary school with an adapted
programme with lower educational standards, and

O the situations that trigger these emotional expressions.

2 Method

Sample

In Slovenia, students with mild ID are usually included in primary schools with an
adapted programme with lower educational standards. Students enrolled in this pro-
gramme need more guidance and are taught in a more concrete way with a variety of
tools. Our study included 63 students from 7.2 to 11.8 years of age (Mage = 9.56 years,
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SD = 1.18), including individuals with mild ID. The participants were from the first
(n=4), second (n=9), third (n = 29), fourth (n = 12) and fifth (n = 9) grades, includ-
ing 21 girls (33.3%) and 42 boys (66.7%). Five special primary schools for students
with mild ID from different Slovenian regions were included in the study. Among the
students, some were classified as having autistic spectrum disorders (n = 13), emotion-
al-behavioural disorder (n = 4), chronic illness (n = 2), speech and language disorders
(n =2), movement disorder (n = 1) and ADHD (n=1).

Observational scheme and data collection

The observational scheme Emotions in the Classroom (Prosen et al., 2020) was
used to observe and record the children’s emotional expression in the classroom. For the
purpose of the present article, the type of emotion displayed and the description of the
situation in which the emotion appeared were analysed. The children were observed by
three final-year postgraduate special and rehabilitation education students from the Fac-
ulty of Education in Ljubljana. These three students participated in a special two-hour
training course at the faculty on the use of the aforementioned observational scheme.

Each of the three postgraduate students undertook their observations in primary
schools with the adapted LES programme for children with mild ID after written con-
sent had been obtained from the parents of all of the observed children.

The postgraduate students visited the selected classroom at least twice and observed
the children’s emotions for five hours in one school day during their last visit. Each ob-
served child was randomly selected and all of the observed emotions were recorded in
chronological order when they occurred. If a certain emotion appeared more than once,
it was recorded each time.

The data collected by the postgraduate students were checked by the authors of the
article, after which analyses were conducted regarding the type of observed emotions
and the situations triggering them. The study was reviewed and approved by the local
university ethics review board (No. 13/2022).

3 Results and discussion

In this section, the type, frequency and percentage of the emotions displayed by the
observed primary school students with mild ID and the situations that triggered them
are presented and discussed.

Dype, frequency and percentage of the students’ emotions

The results show that the students with mild ID expressed different emotions in the
classroom and that these varied greatly in frequency.
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Table 1

Dype, frequencies and percentages of the students’ expressed emotions

Emotions Girls | Boys | > (% of all)
Positive
Joy 167 (15.4%) 416 (38.4%) 583 (53.8%)
Pride 75 (6.6 %) 31 (2.7%) 106 (9.3 %)
Positive surprise 9 (0.8%) 9 (0.8%) 18 (1.6 %)
Negative
Anger 62 (5.4%) 184 (16.1%) 246 (21.5%)
Shame 39 (3.4%) 22 (1.9%) 61 (5.3%)
Embarrassment 17 (1.5%) 23 (2.1%) 40 (3.6%)
Fear 8 (0.7%) 12 (1.0%) 20 (1.7%)
Sadness 6 (0.5%) 13 (1.1%) 19 (1.6%)
Maliciousness 4 (0.3%) 8 (0.6%) 12 (1.0%)
Jealousy 1 (0.1%) 4 (0.4%) 5(0.5%)
Disgust 1 (0.1%) 0(0.0%) 1(0.1%)
> Positive 251 (22.8%) 456 (41.9%) 707 (64.7 %)
> Negative 138 (12.0%) 266 (23.3 %) 404 (35.3%)
> Basic 253 (23.0%) 634 (57.4%) 887 (80.4 %)
> Complex 136 (11.9%) 88 (7.7%) 224 (19.6 %)
> Al 389 (34.8%) 722 (65.2%) 1111 (100.0 %)

Note: N of all children = 63; Ngjrls = 21 (33.3 %); Npoys = 42 (66.7 %).

Eleven different emotions were recorded during the observations. Among the posi-
tive emotions were joy, pride and positive surprise, while the negative emotions were
anger, shame, embarrassment, fear, sadness, maliciousness, jealousy and disgust (Ta-
ble 1). There were significant differences between the positive and negative emotions
(x2(1) =9.00, p=0.00), with positive emotions (f=707) being expressed more fre-
quently than negative emotions (f = 404). The overall ratio between positive and nega-
tive emotions was approximately 2:1. Fredrickson (2008) recommends a ratio of 3 : 1 in
favour of positive emotions, as negative emotions influence the emotional balance more
powerfully. Since positive emotions in teacher-student interactions may contribute to a
pleasant atmosphere, supporting students’ competence and autonomy (Meyer & Turner,
2007), teachers should support students’ expression of positive emotions and help them
regulate negative emotions (Larsen, 2009).

Of all the positive and negative emotions, joy was expressed most frequently
(f=583), occurring approximately ten times in each student. Among the positive emo-
tions, students also expressed pride (f= 106) and positive surprise (f = 18). The second
most frequently expressed emotion was anger (f=246). Among the negative emo-
tions, anger was followed by shame (f=61), embarrassment (f=40), fear (f=20),
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sadness (f=19), maliciousness (f = 12), jealousy (f = 5) and disgust (f = 1). The results
are partly similar to the findings of Prosen and Smrtnik Vituli¢ (in review) in a study
that included a normative sample of primary school students, where joy and anger were
again the two most frequently expressed emotions. In the normative population, how-
ever, other emotions were also expressed (e.g. gratitude, disappointment, guilt) or, in
the case of sadness, were expressed more frequently.

In the present study, the students were found to express the basic emotions of joy, an-
ger, pride, fear, sadness, positive surprise and disgust, as well as complex emotions such
as pride, shame, embarrassment, maliciousness and jealousy. The students expressed
significantly more basic (f=887) than complex (f=224) emotions (y2(1)=36.00,
p = 0.00), which may be partly due to the fact these emotions are easier to recognise via
the students’ distinctive facial expressions than the complex ones.

The results show that there were significant differences between girls and boys in
expressing positive emotions (y2(1) = 5.55, p = 0.02) and basic emotions (x2(1) = 14.45,
p = 0.00), with boys expressing more positive and basic emotions than girls. However,
there were no significant gender differences in the expression of negative (}2(1) = 3.46,
p =0.06) and complex emotions (y2(1) =0.37, p=0.80). These results are not in line
with those obtained by Chaplin and Aldao (2013), who found that girls were more likely
to express positive emotions than boys. This difference may be due to the fact that the
present study included students with mild ID, while Chaplin and Aldao (2013) were
observing a normative population.

Situations triggering emotions

The descriptions of the situations that triggered emotions in the students with mild
ID in their classrooms were analysed by classifying the descriptions into several re-
sponse categories for each emotion. The following section describes the results in terms
of the situations that triggered emotional expressions and their frequency.

The experience and expression of emotions in school are usually triggered by learn-
ing, academic performance, disciplinary problems or relationships with classmates
and teachers (Prosen & Smrtnik Vituli¢, in review), which is also true for the students
with mild ID in our study. Among the positive emotions, the situations that triggered
joy (f=583) included pleasant activities (f= 152, i.e., movement, announcement of a
pleasant activity, playing, singing, dancing), social interactions with classmates (f = 83,
i.e., nonverbal and verbal social interactions), humour/funny events (f = 76), interesting
learning material/method (f = 61), achievement (f = 58, i.e., success, reward, comple-
tion of the task), sensory stimuli (f =44, i.e., self-stimulation, pleasant stimuli, pleas-
ant memory), receiving attention (f = 37), classmates’ provocative behaviour (f=31),
having a choice (f = 10), seeking attention (f = 7), food (f=6), and a few other situa-
tions (f = 18). The results are in line with those of other authors (e. g. Karjalainen et al.,
2019), who found similar triggering situations of joy (e.g. success, social interaction,
pleasant activities) in a normative population. One difference that can be observed be-
tween the normative population of students and the students with mild ID in our study
is the relatively high frequency of joy triggered by pleasant sensory stimuli. This could
be connected to the specificities of the population studied, especially as many of them
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have a co-occurring diagnosis such as autism spectrum disorders (which is also the case
in our sample) characterised by sensory sensitivity (Corbett et al., 2009).

Pride (f=106) occurred when students with ID achieved success (f = 38), received
teacher praise (f=47), got a reward (f=29), praised themselves (f=15), remembered
something pleasant (f = 3), got something new (f = 2) and in two other situations. This
is in line with Bolko’s (2019) results based on the normative population. Positive sur-
prise (f=18) was triggered in situations including unexpected positive events (f=10)
and the emergence of something new (f = 8).

The situations that triggered the students’ anger (f=246) were the teacher’s de-
mand/critique (f=69), classmates’ inappropriate behaviour (f=57, i.e., something
taken away, naughtiness, disruption of activity), lack of consideration (f=35), lack
of success (f=20), classmates’ aggressive behaviour (f=17, i.e., physical aggres-
sion, teasing), sensory sensitivity (f = 10), inner frustration (f = 8), copying the teacher
(f="7), competition (f=7), an accident (f = 6), missing/non-working material (f=4),
an unpleasant memory (f = 4) and not understanding a joke (f = 2). Our observations of
situations that triggered anger are similar to those of other authors (e.g. Bolko, 2019),
who report anger in the normative population of students when their classmates ex-
cluded them or behaved aggressively towards them, for instance.

Shame (f=61) was observed in students with ID in situations when the teacher
scolded the student (f=35), when the student did not perform well academically or
when undertaking a specific duty (f=23) and when classmates commented upon the
student’s work (f= 3). In the normative populations of students (Monroe, 2008; Pros-
en & Smrtnik Vituli¢, in review), shame is similarly triggered by low academic perfor-
mance, interactions within peer groups or teachers’ critique.

Embarrassment (f = 40) was triggered in situations involving the student’s exposure
in front of others (f=20), an unknown person (f=11), lack of knowledge (f=8) and
praise by the teacher (f=1). Fear (f = 20) was triggered when the student experienced
academic underachievement (f = 10), irrational fears (f = 4), classmates’ aggressive be-
haviour (f=2), the teacher’s negative reaction (f=2) and two other situations. All of
these situations are similar to those reported in the normative population of students
(Uddin Kalar et al., 2013), e. g. aggressive behaviour of classmates or the expectation of
failing in academic performance.

The students expressed sadness (f = 19) in situations when their wish was not ful-
filled (f = 6), when they did not reach a goal that their classmates had already achieved
(f=15), when they did not have or had lost/damaged an important object (f=4) and
when the teacher scolded them (f=4). Fekonja and Kav¢ic¢ (2004) reported that stu-
dents in the normative population similarly felt sadness in relation to their academic
performance and social relationships. However, the students with mild ID observed in
our study expressed sadness less frequently than students in the normative population
included in a study by Prosen and Smrtnik Vituli¢ (in review). Certain other emotions
were also expressed by the students with mild ID: maliciousness (f = 12) was expressed
in situations connected to a classmate’s lack of success; jealousy (f = 5) was triggered in
situations when the teacher attended to another classmate (f= 3) and when the teacher
rewarded a classmate with a good grade (f = 2); and disgust was expressed by one stu-
dent who did not like a specific food mentioned by his classmate.
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4 Conclusions

The present study focuses on emotional expression in students with mild ID who
attend primary schools with the adapted LES programme. It represents one of the first
studies focusing on emotions within a “natural’ school context, especially in this popu-
lation.

The observed students expressed eleven specific emotions, which differed consid-
erably in their frequency, with the two most frequently expressed emotions being joy
and anger. More positive than negative emotions, and more basic than complex emo-
tions were expressed by students with mild ID, with boys expressing more positive and
basic emotions than girls. The situations triggering each emotion were different. These
results are similar to the findings of Prosen and Smrtnik Vituli¢ (in review) in a study
including a normative sample of primary school students. Some differences can, how-
ever, be outlined. Contrary to the normative population, students with mild ID did not
express certain emotions (e. g. gratitude, disappointment, guilt) and expressed sadness
less frequently. In addition, more positive than negative emotions were expressed by
students with mild ID, whereas this difference did not appear in the normative popula-
tion. Lastly, in comparison with girls, boys with mild ID expressed fewer negative emo-
tions than their peers in the normative population. These differences support the need
for further exploration of emotions in the population with mild ID in order to understand
their specific needs in this area.

The observational approach used in the present study allows for an external view of
emotions. This may be seen as a strength of the study, as observation can be regarded
as a more objective way of looking at emotions. However, observation may also be
limited in its ability to provide an in-depth view of students’ emotional experience.
A combination of data-gathering techniques (e. g. interviews) could therefore be used
in future studies.

Although the participating students attended different schools, the sample was rath-
er small, with boys outnumbering girls. Future studies should therefore aim for larger
numbers of participants and equal representation of both genders. In addition, a more
detailed analysis could be performed regarding the ways in which students with mild
ID express their emotions.

The results of the present study offer some application possibilities, as they pro-
vide information pertaining to education professionals’ work with children with mild
ID. Knowing the specificities of the emotions of the children they work with may help
education professionals to focus their attention on, for example, further encouragement
of prevailingly positive emotional expression, especially in girls. Moreover, education
professionals could teach children about different emotions, both basic and complex.
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Dr. Simona Prosen, dr. Helena Smrtnik Vituli¢

Custva ucencev z laZjo motnjo v duSevnem razvoju v osnovnih Solah

V prispevku analiziramo custva, ki jih ucenci z lazjo motnjo v dusevnem razvoju
(MDR) izrazajo v osnovnih Solah s prilagojenim programom z nizjim izobrazbenim
standardom (PP z NIS). Za ucitelje v teh programih je izraZanje custev najpomembnejsi
pokazatelj ucencevega dozivljanja.

Custva so kompleksni procesi, ki vkljucujejo znacilno zaporedje fizioloskih spre-
memb, kognitivnega procesiranja, besednih in nebesednih izrazov ter vedenja (Oatley
in Jenkins, 1996). Lahko jih kategoriziramo kot “pozitivna” ali “negativna” (npr. Oa-
tley in Jenkins, 1996), pri cemer se pozitivna (npr. veselje, ponos) pojavijo, ko doseze-
mo subjektivno pomemben cilj, in negativna (npr. jeza, strah), ko pomembnih ciljev ne
dosezemo. Tako pozitivna kot negativna custva so koristna, saj so namenjena prilago-
ditvi posameznika na zanj pomembno situacijo (Lazarus, 1991). Loc¢imo tudi osnovna
in kompleksna custva. Osnovna custva (npr. veselje, jeza) se pojavijo zgodaj v razvoju,
njihovo izrazanje je med kulturami zelo podobno, zanje pa so znacilni tipic¢ni vzorci mo-
zganskega delovanja, prilagoditvena funkcija in znacilna obrazna mimika, zaradi kate-
re jih je lazje prepoznati (Plutchik, 1980). Po drugi strani pa se kompleksna custva (npr.
ponos, sram) pojavijo kasneje v razvoju in je njihovo izrazanje manj tipicno (Harris,
1996). Vizrazanju custev se lahko pokazejo razlike med spoloma, o katerih sta porocala
tudi Chaplin in Aldao (2013). Rezultati njune metaanaliticne raziskave so pokazali, da
dekleta pogosteje kot fantje izrazajo pozitivna custva. Med specificnimi custvi dekleta
pogosteje izrazajo zalost, strah in sram, fantje pa jezo.

Posamezniki z MDR kazejo nevrorazvojne tezave, za katere so znacilne omejitve
v intelektualnem delovanju in prilagoditvenem vedenju, ki se razvijejo pred 18. letom
(Lee, 2019). Posamezniki z lazjimi MDR imajo v primerjavi z normativno populacijo
tezave v socialnih, konceptualnih in prakticnih spretnostih (American Association on
Intellectual and Developmental Disabilities, n.d.). Ker je kognitivno procesiranje po-
sameznikov z lazjo MDR drugacno v primerjavi z normativno populacijo (Buchnat in
Jasielska, 2017), to lahko vodi do nekaterih razlik v njihovem dozZivljanju in izrazanju
custev.

Otroci (tudi z lazjo MDR) veliko casa prezivijo v Soli, kjer so custva pogosto pri-
sotna (npr. Hosotani in Imai-Matsumura, 2011). V Sloveniji so ucenci z lazjimi MDR
vkljuceni v osnovno Solo s PP z NIS (Prilagojen izobrazevalni program z nizjim izobraz-
benim standardom, 2012), kar je veljalo tudi za nas vzorec ucencev. V nasi raziskavi je
sodelovalo 63 ucencev, starih od 7,2 do 11,8 leta (M = 9,56 leta, SD = 1,18), ki so bili
vkljuceni v pet osnovnih Sol s PP z NIS iz razlicnih slovenskih regij. Bili so iz prvega
(n =4), drugega (n = 9), tretjega (n = 29), cetrtega (n = 12) in petega razreda (n = 9).
Med njimi je bilo 21 (33,3 %) deklet in 42 (66,7 %) fantov. Nekateri ucenci so imeli di-
agnosticirane tudi posamezne motnje: avtisticno motnjo (n = 13), custveno-vedenjsko
motnjo (n = 4), dolgotrajno bolezen (n = 2), govorno-jezikovne motnje (n = 2), gibalno
oviranost (n = 2) in ADHD (n = 1). V vseh sodelujocih Solah je bilo za sodelovanje v
raziskavi predhodno pridobljeno pisno soglasje starsev opazovanih otrok.
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V raziskavi smo podatke o ucencih zbrali z opazovalno shemo Custva v razredu
(Prosen idr., 2020). Za namen pricujocega prispevka smo analizirali vrsto izrazenega
custva in opis situacije, v kateri se je custvo pri ucencih pojavilo. Ucence so opazovale
tri Studentke zakljucnega letnika podiplomskega Studija specialne in rehabilitacijske
pedagogike Pedagoske fakultete UL. Vsaka od Studentk je v razredu pet solskih ur opa-
zovala nakljucno izbranega ucenca z lazjo MDR. Studentke so sprotno belezile vsako od
custev, ki so ga pri ucencu prepoznale.

Rezultati so pokazali, da so ucenci z lazjo MDR izrazili enajst razlicnih Custev.
Med pozitivnimi custvi so izrazili veselje, ponos in pozitivno presenecenje, med nega-
tivnimi Custvi pa jezo, sram, zadrego, strah, zalost, Skodozeljnost, l[jubosumje in gnus.
Ucenci so pokazali pomembno vec pozitivnih (f = 707) kot negativnih (f = 404) custev
02 (1) = 9,00, p = 0,00). Skupno razmerje med pozitivnimi in negativnimi custvi je bilo
priblizno 2 : 1. Fredrickson (2008) priporoca razmerje 3 : 1 v prid pozitivnih custev, saj
negativna custva mocneje vplivajo na custveno ravnovesje.

Od vseh custev je bilo najpogosteje izrazeno veselje (f = 583). Med pozitivnimi
custvi so ucenci izrazili tudi ponos (f = 106) in pozitivno presenecenje (f = 18). Drugo
najpogosteje izrazeno custvo je bila jeza (f = 246). Med negativnimi custvi so jezi sledi-
li sram (f = 61), zadrega (f = 40), strah (f = 20), Zalost (f = 19), skodozeljnost (f = 12),
ljubosumje (f'=135) in gnus (f = 1). Dobljeni rezultati so delno skladni z ugotovitvami
avtoric Prosen in Smrtnik Vitulic (v recenziji), ki sta raziskavo opravili z normativno
skupino ucencev, ki so v razredu prav tako najpogosteje izrazali custvi veselja in jeze,
a so izrazili tudi posamezna druga custva, ki jih v nasi raziskavi nismo zaznali (npr.
hvaleznost, razocaranje, krivdo).

V nasi raziskavi so ucenci z lazjo MDR izrazili temeljna (veselje, jezo, ponos, strah,
zalost, pozitivno presenecenje in gnus) in kompleksna custva (ponos, sram, zadrego,
Skodozeljnost in ljubosumje). Ucenci so izrazali pomembno vec temeljnih (f = 887) kot
kompleksnih (f = 224) ¢ustev (42(1) = 36,00, p = 0,00). Razlog za omenjene rezultate je
morda tudi v tem, da je temeljna custva lazje prepoznati kot kompleksna.

Rezultati so pokazali, da obstajajo pomembne razlike med dekleti in fanti v izrazZanju
pozitivnih (2(1) = 5,55, p = 0,02) in temeljnih custev (y?(1) =14,45, p = 0,00): fantje
so obojih izrazali vec kot dekleta. Ti rezultati niso v skladu s tistimi, ki sta jih pridobila
Chaplin in Aldao (2013) z raziskovanjem normativne populacije otrok, kjer so pozitivna
custva pogosteje izrazala dekleta kot fantje.

Opise situacij, ki so sprozile ¢ustva pri ucencih z lazjimi MDR v razredu, smo razvr-
stili v vec kategorij (razlogov za custva). Veselje (f = 583) so v ucencih sprozili: prijetne
dejavnosti (f' = 152, npr. gibanje, napoved prijetne dejavnosti, igra, petje, ples), soci-
alne interakcije s sosolci (f = 83, neverbalne in verbalne socialne interakcije), humor/
smesni dogodki (f = 76), zanimivo ucno gradivo/metoda (f = 61), dosezki (f = 58, npr.
uspeh, nagrada, dokoncanje naloge), senzorni drazljaji (f = 44, npr. samostimulacija,
prijetni drazljaji, prijeten spomin), pridobljena pozornost (f = 37), izzivalno vedenje
sosolcev (f = 31), moznost izbire (f = 10), pozornost (f = 7), hrana (f = 6) in nekaj dru-
gih situacij (f = 18). Nasi rezultati so v skladu z ugotovitvami drugih avtorjev (npr.
Karjalainen idr., 2019), pri katerih so se podobne sprozilne situacije veselja pokazale
v normativni skupini otrok. Ucenci z lazjimi MDR v nasi raziskavi pa so v primerjavi z
raziskavo Karjalainen idr. (2019) razmeroma pogosteje izrazali veselje, ki so ga sprozili
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prijetni senzorni drazljaji. Morda je to mogoce povezano s posebnostmi te populacije,
med katero so tudi posamezniki, za katere je znacilna senzorna obcutljivost, npr. posa-
mezniki z avtisticno motnjo (Corbett idr., 2009).

Ponos (f = 106) se je pojavil, ko je ucenec z lazjimi MDR dosegel uspeh (f = 38), ko
Je ucitelj ucenca pohvalil (f = 47), ko je ucenec dobil nagrado (f = 9), ko se je ucenec
pohvalil (f=15), ko se je spomnil necesa prijetnega (f = 3), ko je dobil nekaj novega
(f = 2) in v dveh drugih situacijah. To je v skladu z rezultati avtorice Bolko (2019), ki
Jje raziskovala izrazanje ponosa v normativni skupini ucencev. Pozitivno presenecenje
(f = 18) se je sprozilo v situacijah z nepricakovanimi pozitivnimi dogodki (f = 10) in ob
pojavu necesa novega (f = 8).

Situacije, ki so pri ucencih z lazjo MDR sprozile jezo (f = 246), so bile: uciteljeva
zahteva/kritika (f = 69), neprimerno vedenje sosolcev (f = 57, npr. nekaj odvzetega, na-
gajivost, motnja pri dejavnosti), neupostevanje (f = 35), neuspesnost (f = 20), agresivno
vedenje sosolcev (f = 17, npr. fizicna agresija, zbadljivke), senzorna obcutljivost (f = 10),
notranja frustracija (f =8), posnemanje ucitelja (f = 17), tekmovanje (f=7), nesreca
(f = 6), manjkajoce/nedelujoce gradivo (f = 4), neprijeten spomin (f = 4), nerazumevanje
Sale (f = 2). Situacije, ki smo jih opazili in so sproZile jezo, so podobne tistim, ki jih ugo-
tavijajo drugi avtorji (npr. Bolko, 2019) v normativni skupini ucencev.

Sram (f = 61) je bil pri ucencih z lazjimi MDR opazen, ko je ucitelj grajal ucenca
(f = 35), ko ucenec ni bil uspesen ali ni opravil doloc¢ene dolznosti (f = 23) in ko so
sosolci komentirali njegovo delo (f = 3). Podobno so tudi v normativni skupini ucencev
(Prosen in Smrtnik Vituli¢, v recenziji) sram sprozili nizka ucna uspesnost, interakcije
znotraj vrstniske skupine ali kritika ucitelja.

Zadrega (f' = 40) se je pojavila v situacijah, ki so vkljucevale izpostavljanje ucenca
pred drugimi (f = 20), prisotnost neznane osebe (f = 11), pomanjkanje znanja (f = 8)
in pohvalo ucitelja (f = 1). Strah (f = 20) se je sprozil, ko je ucenec izkusil slabsi ucni
uspeh (f = 10), ob iracionalnih razlogih (f = 4), ob agresivnem vedenju sosolcev (f = 2),
ob uciteljevi negativni reakciji (f = 2) in Se v dveh drugih situacijah. Vse te situacije so
bile podobne tistim, o katerih so Uddin Kalar idr. (2013) porocali pri normativni popu-
laciji uc¢encev: agresivno vedenje sosolcev ali pricakovanje ucnega neuspeha.

Ucenci so izrazili zalost (f = 19) v situacijah, ko se jim Zelja ni izpolnila (f = 6),
niso dosegli cilja, ki so ga njihovi soSolci ze dosegli (f = 5), ko Cesa niso imeli ali so kaj
izgubili/poskodovali (f = 4) in ko jih je ucitelj grajal (f = 4). Fekonja in Kavcic¢ (2004)
porocata, da so ucenci v normativni populaciji podobno cutili zalost v zvezi s svojim
ucnim uspehom in socialnimi odnosi. Ucenci z lazjimi MDR iz nase raziskave so izra-
zali razmeroma manj zalosti v primerjavi z ucenci iz normativne populacije, ki so bili
vkljuceni v raziskavo avtoric Prosen in Smrtnik Vituli¢ (v recenziji).

Rezultati predstavljene raziskave pedagoskim delavcem, ki delajo z otroki z lazZji-
mi MDR, dajejo informacije o njihovem izrazanju posameznih custev in so osnova za
kakovostno delo z njimi. V prihodnjih raziskavah pa bi bilo opazovalni pristop, ki smo
ga uporabili v nasi raziskavi, smiselno kombinirati z drugimi nacini zbiranja podatkov,
ki bi nam omogocali dostop do (notranjega) dozivljanja custev ucencev. V raziskavo bi
lahko vkljucili tudi vecji vzorec otrok, ki bi bil bolj izenacen po spolu.
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POVZETEK — V clanku predstaviljamo razloge za iz-
biro uciteljskega poklica, pricakovanja glede poklica
in zavezanost poklicu med Studenti magistrskih peda-
goskih programov in udelezenci pedagosko-andrago-
Skega izobrazevanja (PAl). V raziskavi je sodelovalo
270 udelezencev. Rezultati kazejo, da so udelezence
pri njihovi odlocitvi za uciteljski poklic vodili pred-
vsem altruisticni in intrinzicéni razlogi, medtem ko so
bili ekstrinzicni razlogi manj pomembni. Udelezenci
so pokazali visoko zavezanost uciteljskemu poklicu
in optimisticna pricakovanja glede dela z ucenci in
zadovoljstva s poklicem. Skupini sta se razlikovali le
v zavezanosti poklicu in optimisticnosti pricakovanj
glede dela z ucenci, ki sta bili visji pri udelezencih
PAL Rezultati raziskave kazejo na pomembnost no-
tranje motivacije za izbiro uciteljskega poklica in
potrebo po vkljucevanju prakticnih izkusenj v izobra-
zevalni proces, saj te pozitivno vplivajo na motivacijo
in zavezanost poklicu. Rezultati so skladni s predho-
dnimi raziskavami, ki kazejo, da so bodoci ucitelji
motivirani predvsem zaradi notranjih in altruisticnih
razlogov ter izkazujejo visoko raven zavezanosti po-
klicu.
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KEYWORDS: motivation for choosing a teaching
profession, altruistic motives, intrinsic motives, com-
mitment to the teaching profession

ABSTRACT — In this article, we present the reasons
for choosing the teaching profession, expectations
regarding the profession and commitment to the pro-
fession among students of pedagogical master's pro-
grammes and participants of pedagogical-andragog-
ical education (PAI). The study comprised 270 par-
ticipants. The results show that the participants were
primarily driven by altruistic and intrinsic reasons
in their decision to choose the teaching profession,
while extrinsic reasons were less important. The par-
ticipants showed a high level of commitment and op-
timistic expectations of working with students and job
satisfaction. The two groups differed only in commit-
ment and optimism regarding the expectations about
working with children, which were higher in the PAI
participants. Our findings emphasise the importance
of intrinsic motivation for choosing the teaching pro-
fession and the need to include more practical experi-
ences in the training process, as these positively influ-
ence motivation and commitment to the profession.
The results are consistent with previous research
showing that prospective teachers are mainly moti-
vated by intrinsic and altruistic reasons, and have a
high level of commitment to the profession.

V mnogih drzavah se ze dolgo srecujejo s pomanjkanjem uciteljev. Zadostno stevilo
posameznikov, ki se odloCajo za pedagoski poklic, in ohranjanje Ze zaposlenih uciteljev
postajata globalni izziv (UIS, 2016). Tudi v Sloveniji je bilo ze pred leti ugotovljeno,
da mnogi ucitelji razmisljajo o zapustitvi poklica (Slivar, 2009), kar lahko povezemo
tudi z ugotovitvijo, da jih veliko kaze vsaj enega od znakov izgorelosti (Jelisavac, 2023,
str. 88). Statisti¢nih podatkov o dejanskem zapuscanju uciteljskega poklica pri nas Se ni-
mamo, je pa iz poklicnega barometra Zavoda RS za zaposlovanje razviden primanjkljaj
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osnovnosolskih in srednjesolskih uciteljev v skoraj vseh slovenskih regijah, in sicer
kar 52,2% delodajalcev v osnovnoSolskem ter 57,5 % delodajalcev v srednjeSolskem
izobrazevanju predvideva, da bodo imeli tezave pri zaposlovanju novega kadra (ZRSZ,
2022). V ¢asu, ko se slovenske $ole soo¢ajo z vprasanjem, kako zapolniti prosta ucitelj-
ska mesta, se postavlja s tem povezano vprasanje, kaj vpliva na mlade, da se odlocijo
za uciteljski poklic. Motivacija bodocih uciteljev za poucevanje je namre¢ kljucna za
njihovo karierno odlocanje in tako lahko poznavanje motivov vkljucuje pomembne im-
plikacije za nacrtovanje ukrepov, ki bi mlade motivirali za uciteljski poklic.

Motivacija za poucevanje se navezuje na notranje in zunanje razloge, ki vodijo
posameznike pri izbiri uciteljskega poklica, njihovo vztrajnost pri usposabljanju za bo-
doci poklic in kasneje v uciteljski karieri, pa tudi na to, v kolikSni meri so predani
kakovostnemu opravljanju svojih poklicnih dolznosti (Sinclair, 2008). Avtorji v raz-
iskavah konsistentno ugotavljajo, da so ekstrinzi¢ni, intrinzi¢ni in altruistiéni motivi
poglavitni motivi, ki posameznika vodijo pri njegovi odlocitvi za uciteljski poklic (Fray
in Gore, 2018; Heinz, 2015). Ekstrinzi¢ni motivi niso neposredno povezani s pouceva-
njem, temvec se navezujejo na ugodnosti poklica, kot so placa, delovni ¢as, dopust in
varnost zaposlitve. Intrinziéni motivi vkljucujejo razloge, ki so neposredno povezani z
izvajanjem uciteljskega poklica, kot so navdusSenost za poklic, uzivanje v poucevanju,
zelja po posredovanju znanja, zelja po strokovnem znanju in razvijanju profesionalnih
kompetenc. Altruisticni motivi pa so povezani s posameznikovim prepri¢anjem, da je
uciteljski poklic druzbeno pomemben in da s poucevanjem lahko prispeva k razvoju
mladih in izboljSanju druzbe. V vecini raziskav so se kot najpomembnejsi razlogi za
izbiro uciteljskega poklica pokazali intrinzi¢ni in altruisti¢ni motivi, medtem ko so ek-
strinzi¢ni motivi manj pomembni (Fray in Gore, 2018; Tang idr., 2015). V nekaterih
raziskavah so avtorji, kot npr. Watt in Richardson (2012), opozorili tudi na morebitni
dodatni ekstrinzi¢ni motiv; posameznik se za uciteljski poklic lahko odlo¢i, ker ni imel
moznosti za vpis na zeleni Studij ali pa ker se ni uspel zaposliti na Zelenem podrocju.
Izbira uciteljskega poklica je torej lahko tudi izraz pragmaticnosti oziroma posamezni-
kov izhod v sili. Kot izvor zacetne motivacije za uciteljski poklic lahko delujejo tudi
Stevilni drugi dejavniki, kot so npr. prepric¢anje, da je ta poklic lahek, vpliv pomembnih
drugih oseb, pa tudi posameznikov obcutek “poklicanosti”, da postane ucitelj (Heinz,
2015; Sinclair, 2008). Del zacetne motivacije bodocih uciteljev so lahko tudi njihova
pri¢akovanja glede uciteljskega poklica. Raziskave na tem podrocju so sicer redke, a
so pokazale, da so zacCetna pricakovanja bodocih uciteljev precej optimisti¢na, Se zlasti
pri¢akovanja glede druzbene vrednosti poklica in pricakovanja glede zadovoljstva z
delom in rezultati dela z ucenci (npr. Kyriacou idr., 2003; Lysaght idr., 2018).

Pomemben vidik motivacije, tako za izbiro poklica kot tudi za vztrajanje v njem, je
zavezanost poklicu. Zavezanost uciteljskemu poklicu je obi¢ajno opredeljena kot sto-
pnja psiholoske navezanosti na uciteljski poklic (Coladarci, 1992). Dejavniki, ki lahko
povecujejo ali zmanjSujejo posameznikovo zavezanost v smislu vztrajanja v ucitelj-
skem poklicu, lahko izvirajo iz posameznikovih lastnosti (npr. starost, spol, delovna
etika), uCencev (npr. disciplinski problemi, nemotiviranost), poklica (npr. avtonomija,
profesionalni razvoj, predhodna kariera), delovnih pogojev in znacilnosti Sole (npr. pla-
¢a, pedagoska obremenitev, viri), ravnovesja dela in zasebnega zivljenja, vpliva drugih
(sodelavcev in druzine), narave poucevanja (npr. vrsta dela, socialne interakcije s sode-
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lavci) in usposobljenosti za poucevanje. Zacetni entuziazem za poucevanje lahko zaradi
delovanja teh dejavnikov upade (Sinclair, 2008).

V Sloveniji imamo nekaj raziskav, v katerih so avtorji proucevali zacetno motivaci-
jo za uciteljski poklic. Pri Studentih pedagoske fakultete, ki se usposabljajo za pouceva-
nje v osnovni $oli, so se kot najpomembnejsi viri odlocitve za uciteljski poklic pokazali
intrinzi¢ni motivi (Tasner idr., 2017), pri Studentih filozofskih fakultet, ki se usposablja-
jo za poucevanje v osnovni ali srednji Soli, pa intrinzi¢ni in altruisti¢ni motivi (Depolli
Steiner, 2022; Puklek Levpuscek in Depolli Steiner, 2024). V omenjenih raziskavah so
bili v vseh skupinah Studentov ekstrinzi¢ni motivi le malo pomembni. V nedavni razi-
skavi med slovenskimi $tudenti, ki so se ob zakljuc¢ku prvostopenjskega Studija odlocali
o pedagoski ali nepedagoski smeri na magistrskem programu dveh filozofskih fakultet,
sta avtorici M. Puklek Levpuscek in K. Depolli Steiner (2024) ugotovili, da so med naj-
vi§je ocenjenimi razlogi odlocitve za uciteljski poklic uciteljev prispevek k druzbi, delo
z otroki, oblikovanje prihodnosti otrok in notranja vrednost uciteljskega poklica. Po-
dobno se kaze tudi pri hrvaskih uciteljih, za katere so bili pri izbiri uciteljskega poklica
najpomembne;jsi tisti dejavniki, ki izrazajo intrinzi¢no motivacijo, kot so delo z ucenci,
avtonomija pri delu in zanimanje za poklic (Skupnjak idr., 2018, str. 160).

Zgornje ugotovitve se ujemajo z ugotovitvami dveh starejsih Studij, ki kot najpo-
membnejSe motive za izbiro uliteljskega poklica pri slovenskih Studentih navajata in-
trinzi¢ne in altruisti¢ne vzroke (Kyriacou in Kobori, 1998; Javornik Krec¢i¢ in Ivanus
Grmek, 2005). Tudi ze aktivni slovenski ucitelji svojo izbiro uéiteljskega poklica ute-
meljujejo predvsem z altruisticnimi motivi (Gradisek idr., 2020; Japelj Pavesic idr.,
2020), medtem ko slovenski visoko$olski ucitelji v precej$nji meri dozivljajo obcutek
poslanstva pri delu (Gradisek in Habe, 2020, str. 185).

Zacetna pricakovanja glede uciteljskega poklica so se pokazala kot na splo$no opti-
misti¢na, Se zlasti pri¢akovanja glede dela z ucenci in pricakovanja glede zadovoljstva
s poklicem (Depolli Steiner, 2022). Studenti so bili v povpre¢ju prepricani, da imajo
ustrezne zmoznosti za opravljanje uciteljskega poklica (Puklek Levpuscek in Depolli
Steiner, 2024), prav tako so bili ve¢inoma tudi optimisti¢ni v svojem pri¢akovanju, da
bodo lahko vplivali na vedenje in dosezke uc¢encev (Depolli Steiner, 2018, 2023). Zani-
miva pa je ugotovitev, da se Studenti pedagoske fakultete bojijo, da imajo za samostojno
delo premalo izkusenj, da bodo delali napake in da bodo premalo ustvarjalni, hkrati pa
tudi premalo zaupajo v lastno znanje (Devjak idr., 2014, str. 15).

Slovenski studenti pedagoskih smeri so tudi visoko zavezani uciteljskemu poklicu
(Depolli Steiner, 2018, 2022), njihovo zavezanost pa lahko napovemo predvsem z in-
trinzi¢no zacetno motivacijo (Depolli Steiner, 2022).

Namen in cilji raziskave

V dosedanjih $tudijah so se slovenski avtorji predvsem osredotocili na razloge za
odlocitev za uciteljski poklic pri redno vpisanih Studentih, ki se za pedagoski poklic
odlocajo ob zakljucku srednjesolskega izobrazevanja (npr. vpisejo se na pedagosko fa-
kulteto) ali kasneje ob zakljucku prvostopenjskega Studija (npr. vpisejo se na magistrski
program pedagoskih smeri). V Sloveniji poznamo tudi zaporedno izobrazevanje za uci-
teljski poklic, ko posameznik ze zakljuci visokoSolsko izobraZevanje in se potem odlo-
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¢i za uciteljski poklic, vendar mora opraviti t. i. pedagosko-andragosko izobraZevanje
(PAI) v obsegu 60 KT. Motivi odlocitve za uciteljski poklic, zadovoljstvo z izbiro in
zavezanost poklicu udelezencev PAI doslej Se niso bili proucevani. Prvo Studijo na tem
podrocju so v Nemciji izvedli Lucksnat idr. (2022), ki so primerjali skupino uciteljev,
ki so Ze poucevali in so pridobili pedagosko izobrazbo po klasicni poti (v ¢asu Studija),
ter skupino uciteljev, ki so pridobili pedagosko izobrazbo po alternativni poti (v Casu
po studiju). Ugotovili so, da obe skupini navajata zelo podobne razloge odlocitve za
uciteljski poklic (v obeh skupinah so bili najvisje ocenjeni notranja vrednost poklica,
prepricanja o svojih zmoznostih opravljanja poklica in Zelja po oblikovanju prihodno-
sti otrok/mladostnikov). Skupini sta se razlikovali v dveh od osmih motivov: skupina
uciteljev, ki se je izobrazila po alternativni poti, je v vecji meri navajala socialne vplive
in Cas za druzino kot pomembne razloge v primerjavi s skupino uciteljev, ki se je iz-
obrazila po klasi¢ni poti. Prva skupina je navajala tudi nekoliko ve¢ navdusenosti nad
opravljanjem uciteljskega poklica kot druga. Vendar je treba poudariti, da so bili u¢inki
razlik v vseh omenjenih primerih majhni. V nasi studiji smo podobno zeleli primerjati
skupino Studentov, ki se izobrazuje za uciteljski poklic po klasi¢ni poti (v Casu magistr-
skega Studija), in skupino udelezencev PAI. Zanimalo nas je, ali se skupini razlikujeta
v razlogih odlocitve za uciteljski poklic, pricakovanjih glede uciteljskega poklica ter
zavezanosti poklicu. Prav tako nas je zanimalo, ali se udelezenci razlikujejo v omenje-
nih spremenljivkah glede na svojo dejansko namero zaposlitve v $oli (ali namero ostati
v poklicu v primeru nekaterih udelezencev PAI ki Ze poucujejo) ter glede na dotedanje
izkusnje s poucevanjem.

2 Metoda

Udelezenci

V raziskavo smo vkljucili dve skupini udelezencev, ki so se v Studijskih letih
2022/23 in 2023/24 izobrazevali na Filozofski fakulteti Univerze v Ljubljani, kar je sku-
pno 270 udelezencev. V prvi skupini je bilo 122 udelezencev programa za pridobivanje
pedagosko-andragoske izobrazbe za strokovne delavce v osnovnih in srednjih Solah
(v nadaljevanju to skupino imenujemo “udelezenci PAI”), od tega 61 zensk (50%) in
61 moskih (50 %). Skupina je starostno zelo heterogena s povprecno starostjo 37,4 leta
(SD =9,45) in razponom od 22 do 59 let. 38 udelezencev (31 %) je v starostni skupini
do 29 let, 35 udelezencev (29 %) v starostni skupini od 30 do 39 let, 36 udelezencev
(29%) v starostni skupini od 41 do 49 let in 13 udelezencev (11 %) v starostni skupini
50 let ali vec. V drugi skupini je bilo 148 rednih Studentov 1. letnika magistrskih pe-
dagoskih programov, ki opravljajo t. i. skupni del pedagoskega modula (v nadaljeva-
nju to skupino imenujemo “udelezenci SDPM?”), od tega 109 Zensk (74 %), 38 moskih
(26 %) in 1 nebinarna oseba. Skupina je starostno zelo homogena s povprecno starostjo
23,3 leta (SD = 1,47) in razponom od 21 do 35 let. Ve¢ina udelezencev (88 %) je starih
do 24 let, majhen delez udelezencev je starih od 25 do 27 let (11 %), le en udelezenec
pa je starejsi od 27 let.
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Pripomocki

Uporabili smo vprasalnik, ki je bil v zacetnem delu smiselno prilagojen posamezni
skupini udelezencev. Najprej so vsi udelezenci porocali o svojih osnovnih demograf-
skih znacilnostih (spol, starost). V nadaljevanju so udelezenci PAI porocali, ali so ze
zaposleni v $oli. Ce so odgovorili pritrdilno (v nadaljevanju za to podskupino upora-
bljamo izraz “Solniki”), smo jih vprasali Se, koliko ¢asa so Ze zaposleni v Soli (ponujeni
odgovori: manj kot eno leto, eno do dve leti, ve¢ kot dve leti) in kaj delajo (ponujeni
odgovori: poucujejo teoreticni predmet, poucujejo prakti¢ni pouk, delajo v podaljSanem
bivanju ...). Udelezence PAI, ki Se niso zaposleni v Soli (v nadaljevanju za to podsku-
pino uporabljamo izraz “nesolniki”), in udelezence SDPM pa smo vprasali, ali Ze imajo
izkusnje s poucevanjem oz. z delom z uéenci (ponujena odgovora: da, ne). Tiste, ki so
ze imeli tovrstne izkuSnje, smo vprasali Se, s katerimi oblikami poucevanja oz. dela z
uéenci e imajo izku$nje (ponujeni odgovori: poudevanje v OS/SS, tecaji ali delavnice
z vec¢ udelezenci, inStrukcije in/ali uéna pomoc¢ ucencu, drugo) ter koliko izkusenj ima-
jo gledano v celoti (odgovarjanje: lestvica od 1, kar pomeni malo izkusSenj, do 5, kar
pomeni veliko izkusenj). Zacetni del vprasalnika se je zakljucil z vprasanjem za vse
udelezence, in sicer ali se po kon¢anem izobrazevanju nameravajo zaposliti v $oli oz.
ostati zaposleni v $oli (ponujeni odgovori: da, ne in ne vem).

V drugem delu vprasalnika smo za vse udelezence vkljucili stiri merske pripomoc-
ke v navedenem vrstnem redu.

Lestvica zavezanosti uciteljskemu poklicu (Depolli Steiner, 2022) je sestavljena iz
desetih postavk, ki izrazajo posameznikovo psiholo§ko navezanost na uciteljski poklic
(Cronbachov o = 0,90; npr. “Poucevanje ima zame velik osebni pomen”). Udelezenci
presodijo, koliko za njih veljajo posamezne postavke, in svoj odgovor podajo s pomocjo
petstopenjske ocenjevalne lestvice (1 — sploh ne velja, 5 — povsem velja). Visja ocena
na lestvici kaze na visjo zavezanost uciteljskemu poklicu.

Lestvica zacetne motivacije za poucevanje (Depolli Steiner, 2022) je sestavljena iz
20 postavk, preverja pa pomembnost moznih vzrokov za izbiro uciteljskega poklica.
Udelezenci za vsak navedeni razlog ocenijo, kako pomemben je bil pri njihovi odlocitvi
za uciteljski poklic. Pri tem uporabijo petstopenjsko ocenjevalno lestvico (1 — povsem
nepomemben, 5 — izjemno pomemben). Lestvica ima tri podlestvice, ki merijo notranjo
motivacijo, in eno podlestvico, ki meri zunanjo motivacijo za izbiro uciteljskega pokli-
ca. Podlestvica altruisticni motivi izraza posameznikovo notranjo motivacijo, ki izhaja
iz njegovega mnenja, da je poucevanje koristno za druzbo, in Zelje, da mladim ljudem
pomaga uspeti (5 postavk, Cronbachov a = 0,83; npr. “Kot uciteljica lahko koristim
druzbi”). Podlestvica zelja po poucevanju izraza posameznikovo notranjo motivacijo,
ki je povezana z uzivanjem v poucevanju in delu z ucenci (5 postavk, o= 0,81; npr.
“Zelim si delati z otroki oz. mladimi”). Podlestvica zaznane zmoznosti poucevanja iz-
raza posameznikovo notranjo motivacijo, ki izhaja iz njegovega samozaupanja v svoje
zmoznosti za poucevanje (5 postavk, o= 0,71; npr. “Imam lastnosti dobrega ucitelja”).
Podlestvica ugodnosti poklica pa izraza posameznikovo zunanjo motivacijo za pouce-
vanje, in sicer vzroke, ki so povezani z ugodnimi vidiki poklica (5 postavk, o = 0,71;
npr. “Uciteljski poklic ima dovolj dobre delovne pogoje”). Visja ocena na posamezni
podlestvici kaze na vecjo pomembnost dejavnika pri odlocanju za uciteljski poklic.
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Lestvica poucevanja kot izhoda v sili (Depolli Steiner, 2022) vsebuje tri postavke
ter ugotavlja pomembnost specificnega vidika posameznikove zunanje motivacije za
izbiro uciteljskega poklica, in sicer odlocitve za uciteljski poklic kot alternative posa-
meznikovi bolj Zeleni karieri, ki pa je posameznik iz razli¢nih razlogov ne more doseci
(o= 0,69; npr. “Uciteljski poklic je moj “izhod v sili”). Tudi pri tej lestvici udelezenci
za vsak navedeni razlog ocenijo, kako pomemben je bil pri njihovi odlocitvi za ucitelj-
ski poklic, uporabijo pa petstopenjsko ocenjevalno lestvico (1 — povsem nepomemben,
5 — izjemno pomemben). Visja ocena na lestvici kaze na ve¢jo pomembnost poucevanja
kot izhoda v sili pri odlo¢anju za uciteljski poklic.

Lestvica pricakovanj glede uciteljskega poklica (Depolli Steiner, 2023) ugotavlja
razli¢na pri¢akovanja, ki jih imajo bodoci ucitelji glede uciteljskega poklica. Tvori jo
20 postavk, ki so zapisane v obliki pozitivnih, optimisti¢nih pricakovanj. Udelezenci
presodijo, koliksna je verjetnost, da se bo doloc¢eno pri¢akovanje pri njih uresnicilo,
¢e bodo delali kot ucitelji. Svoj odgovor podajo s pomocjo petstopenjske ocenjevalne
lestvice (1 — malo verjetno, 5 — zelo verjetno). Lestvica ima tri podlestvice: podlestvi-
ca delo z ucenci vkljuCuje pri¢akovanja, ki so vezana na posameznikovo ucinkovitost
pri sooCanju z razlicnimi vidiki poucevanja in vodenja razreda (9 postavk, a = 0,87;
npr. “Vzpostavil bom dobre odnose z uc¢enci”), v podlestvici delovni pogoji in ugodno-
sti poklica so navedeni razli¢ni pozitivni zunanji vidiki uciteljskega poklica (7 postavk,
o = 0,78; npr. “Imel bom dobre delovne pogoje™); podlestvica zadovoljstvo s poklicem
pa opisuje razli¢ne vidike zadovoljstva, ki ga posameznik lahko obcuti pri opravljanju
poklica (4 postavke, a = 0,72; npr. “Cutil bom, da me pouéevanje osebno izpolnjuje”).
Visja ocena na posamezni podlestvici nakazuje bolj optimisticna, nizja pa bolj pesimi-
sticna pricakovanja.

Postopek

Vsem udelezencem je bila pri izpolnjevanju vprasalnika zagotovljena anonimnost,
udelezba pa je bila povsem prostovoljna.

Udelezenci PAI so izpolnjevali vprasalnik v elektronski obliki. Vprasalnik je bil na
voljo v spletni ucilnici, ki je namenjena udelezencem PAI in ni dostopna naklju¢nim oz.
nevpisanim uporabnikom. Vabilo k izpolnjevanju vprasalnika smo prek visokoSolskega
informacijskega sistema poslali vsem posameznikom, ki so bili vpisani v program PAI,
in sicer udelezencem generacije 2022/23 v marcu leta 2023, udelezencem generacije
2023/24 pa v decembru leta 2023. V vabilu smo za sodelovanje izrecno prosili tiste
posameznike, ki so se programa PAI udelezili iz razloga, ker Ze delajo kot ucitelji, ali iz
razloga, ker zelijo izpolniti pogoje, da bi lahko delali kot ucitelji.

Udelezenci SDPM so izpolnjevali vprasalnik na papirju, in sicer udelezenci genera-
cije 2022/23 v novembru leta 2022, udelezenci generacije 2023/24 pa v novembru 2023,
izpolnili pa so ga v predavalnici med izvedbo vaj enega od predmetov v okviru skupnega
dela pedagoskega modula. Za sodelovanje smo prosili vse prisotne udelezence.
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3 Rezultati in diskusija

V tabeli 1 so prikazani rezultati za vse udelezence ter lo¢eno po skupinah (PAI in
SDPM) za vse merjene spremenljivke.

Tabela 1

Povprecne vrednosti (M in SD) za cel vzorec ter loceno za udelezence PAI in udelezence
SDPM

Vsi Udelezenci | Udelezenci

B udelezenci PAI SDPM
Spremenljivke (N=270) | m=122) | (n=148

M (SD) M (SD) M (SD)
Zavezanost poklicu 4,14 (0,67) | 4,25(0,64) | 4,05 (0,69)
altruisti¢ni motivi 4,35(0,69) | 4,42 (0,58) | 4,30 (0,77)
zelja po poucevanju 3,27 (0,87) | 3,37(0,83) | 3,19 (0,90)

Razlogi za " - - .
izbiro poklica zaznane zmoznosti poucevanja 4,20 (0,55) | 4,26 (0,52) | 4,15(0,57)
ugodnosti poklica 3,18 (0,72) | 3,24 (0,74) | 3,13 (0,71)
izhod v sili 1,91 (0,91) | 1,84 (0,84) | 1,97 (0,97)
Pricakovanja delo z uéenci 4,22 (0,53) | 4,32(0,55) | 4,14(0,51)
glede - P - ]

utiteliskega delovni pogoji in ugodnosti poklica| 3,65 (0,62) | 3,64 (0,63) | 3,66 (0,62)
poklica zadovoljstvo s poklicem 3,93 (0,72) | 3,92(0,72) | 3,93 (0,72)

Opomba: Vse spremenljivke so bile ocenjevane na lestvici od 1 do 5; prikazan je pov-
precen odgovor za postavko pri posamezni lestvici ali podlestvici.

Najprej poglejmo, kaj se je pokazalo pri celotnem vzorcu. Kot je razvidno iz tabe-
le 1, so za udelezence znacilni visoka zavezanost poklicu (M = 4,14), prevladovanje
notranje nad zunanjo motivacijo pri odlocanju za uciteljski poklic ter precej$nja optimi-
sticnost pricakovanj glede uciteljskega poklica.

Kot najpomembnejsi razlogi za izbiro poklica se kazejo altruisticni motivi in za-
znane zmoznosti poucevanja; pri obeh spremenljivkah sta povprecni vrednosti blizu
zgornjega dela ocenjevalne lestvice (M = 4,35 in 4,20). Sledi tretji razlog, ki kaze na
notranjo motivacijo, tj. Zeljo po poucevanju (M = 3,27), ter priblizno enako pomemben
razlog, ki je vidik zunanje motivacije, tj. ugodnosti poklica (M = 3,18) — oba razloga
imata povprecno vrednost nekoliko nad sredinsko vrednostjo ocenjevalne lestvice in
se tako kazeta kot zmerno pomembna pri odlocanju za uciteljski poklic. Drugi vidik
zunanje motivacije za uciteljski poklic, tj. izhod v sili, pa se je pokazal kot precej nepo-
memben s povprec¢no vrednostjo blizu spodnjega dela ocenjevalne lestvice (M = 1,91).

Pricakovanja udelezencev so precej optimistina, Se zlasti glede dela z ucenci in
glede zadovoljstva s poklicem, kjer se povprecni vrednosti nahajata blizu zgornjega
dela ocenjevalne lestvice (M = 4,22 in 3,93), a tudi glede ugodnosti poklica in delovnih
pogojev, kjer je povprecna vrednost nad sredino ocenjevalne lestvice (M = 3,65).
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Primerjava obeh skupin udelezencev (tabela 1) je pokazala, da so razlike med sku-
pinama zelo majhne. Kot statisticno pomembne so se pokazale le razlike pri zavezanosti
poklicu, ki je nekoliko visja pri udelezencih PAI (t(268) = 2,46, p = 0,014, d = 0,30), ter
pri pricakovanjih glede dela z ucenci, ki so nekoliko bolj optimisti¢na pri udelezencih
PAI (t(268) = 2,66, p= 0,008, d = 0,33) kot udelezencih SDPM. Ugotovljene podob-
nosti med skupinama so v skladu z nemsko Studijo (Lucksnat idr., 2022), v kateri so
ugotovili zelo majhne razlike med ucitelji, ki so se izobrazevali po klasi¢ni poti (tekom
Studija), in ucitelji, ki so se izobrazevali po alternativni poti (po Studiju), v razlogih za
odlocitev za uciteljski poklic. Tudi v nemski Studiji so, podobno kot kazejo nasi rezulta-
ti, ucitelji, ki so se izobrazevali po alternativni poti, pokazali nekoliko ve¢ navduSenosti
nad poucevanjem kot uditelji, ki so se izobrazili po klasiéni poti. Ce pogledamo le
rezultate udelezencev SDPM, pa ti potrjujejo ugotovitve primerljivih predhodnih $tudij
glede zavezanosti slovenskih Studentov pedagoskih smeri uciteljskemu poklicu (De-
polli Steiner, 2022) in razlogov odlocitve za uciteljski poklic (Depolli Steiner, 2022;
Puklek Levpuscek in Depolli Steiner, 2024) ter tudi optimisti¢nosti pri¢akovanj glede
poklica (Depolli Steiner, 2023).

Zanimalo nas je Se, ali se udelezZenci v preucevanih spremenljivkah med seboj raz-
likujejo glede na svojo dejansko namero o zaposlitvi (ali namero, da ostanejo v poklicu
v primeru udelezencev PAI ki Ze poucujejo). Iz tega razloga smo udelezence razdelili v
tri skupine: “uéitelji” (ze odloceni, da se bodo zaposlili v Soli oziroma ostali zaposleni
v Soli), “neodloceni” (Se ne vedo, ali se bodo zaposlili v Soli oziroma ostali zaposleni v
soli) in “ne-ucitelji” (Ze odloceni, da se ne bodo zaposlili v $oli oziroma ostali zaposleni
v Soli). Skupina “ucitelji” je najvecja (predstavlja priblizno dve tretjini vzorca), skupina
“ne-ucitelji” pa je zelo majhna (dobra desetina vzorca). Primerjavo skupin prikazujemo
v tabeli 2.

Rezultati analize variance so pokazali statisticno pomembne razlike med temi
tremi skupinami pri vseh vkljucenih spremenljivkah, in sicer: zavezanost poklicu:
F(2,267)= 61,61, p<0,001, ©?=0,31; altruisti¢ni vzroki: F(2,267)=9,65, p <0,001,
o2 = 0,06; Zelja po poudevanju: F(2,267) = 47,54, p < 0,001, w? = 0,26; zaznane zmozno-
sti pouevanja: F(2,267) = 8,73, p < 0,001, w? = 0,05; ugodnosti poklica: F(2,267) = 9,64,
p <0,001, w?=0,06; izhod v sili: F(2,267) =33,99, p < 0,001, w? = 0,20; pricakovanja
glede dela z uéenci: F(2,267) = 14,37, p < 0,001, »? = 0,09; pri¢akovanja glede delovnih
pogojev in ugodnosti poklica: F(2,267) = 16,43, p < 0,001, o = 0,10; pri¢akovanja glede
zadovoljstva s poklicem: F(2,267) = 41,12, p < 0,001, o* = 0,23. Tukeyevi post-hoc testi
primerjave povprecij parov so pokazali, da se skupina “ucitelji” pri vseh spremenljiv-
kah statisticno pomembno razlikuje tako od skupine “neodloceni” kot tudi od skupine
“ne-ucitelji”’. Razlike med skupinama “neodloceni” in “ne-ucitelji” se niso izkazale kot
statisticno pomembne. Skupina “ucitelji” se torej kaze kot najbolj zavezana uciteljskemu
poklicu, najbolj notranje motivirana za izbiro poklica in ima najbolj optimisti¢na pri¢ako-
vanja glede poklica.

Tudi te ugotovitve so v skladu s predhodnimi raziskavami (Depolli Steiner, 2022,
2023). Se zlasti pomembna je ugotovitev glede zavezanosti poklicu: udelezenci, ki so
ze odloceni, da bodo opravljali uciteljski poklic, so na ta poklic tudi najbolj visoko
psiholosko navezani, kar lahko pomeni, da bodo v njem tudi najbolj pripravljeni na
vztrajanje.
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Tabela 2

Povprecne vrednosti (M in SD) za skupine glede na namero o zaposlitvi v soli

“Ucitelji” | “Neodloceni”| “Ne-ucitelji”

Spremenljivke m=177) (n=162) (n=31)

M (SD) M (SD) M (SD)
Zavezanost poklicu 4,41 (0,51) | 3,70 (0,72) | 3,47 (0,48)
altruisti¢ni vzroki 4,48 (0,59) | 4,18(0,79) | 3,99 (0,85)
zelja po poucevanju 3,59 (0,78) | 2,72(0,74) | 2,53 (0,60)

Razlogi za - . - -
izbiro poklica zaznane zmoznosti poucevanja 4,30 (0,54) | 4,03 (0,57) 3,98 (0,43)
ugodnosti poklica 3,32(0,67) | 2,92(0,79) | 2,94 (0,67)
izhod v sili 1,62 (0,70) | 2,33(0,97) | 2,71(1,09)
Pricakovanja delo z ucenci 4,34 (0,46) | 4,00 (0,65) | 3,97 (0,44)
glede - T - :

utiteljskega delovni pogoji in ugodnosti poklica| 3,80 (0,57) | 3,33 (0,64) | 3,46 (0,60)
poklica zadovoljstvo s poklicem 4,18 (0,60) | 3,50(0,74) | 3,35(0,58)

Opomba: Vse spremenljivke so bile ocenjevane na lestvici od 1 do 5; prikazan je pov-
precen odgovor za postavko pri posamezni lestvici ali podlestvici.

Zanimalo nas je Se, ali se udelezenci razlikujejo glede na svoje izkusnje s pouce-
vanjem. Pokazali sta se le dve statisticno pomembni razliki: udelezence, ki ze imajo
izkuSnje s pouCevanjem (n = 214), je v primerjavi z udelezenci, ki izkuSenj Se nimajo
(n=56), pri odlocanju za poklic vodila nekoliko vi§ja notranja Zelja po poucevanju
(Mz izkusnjami = 3,33, Mbrez izkugenj = 3,06; t(268) = 2,06, p = 0,040, d =0,31), hkrati
pa so zanje znacilna tudi nekoliko bolj optimisti¢na pricakovanja glede dela z uéenci
(M, izkugnjami ~ 4,25, Mpre, izkugenj — 4,10; t(268) = 1,97, p = 0,050, d = 0,30).

Udelezenci, ki trenutno niso zaposleni v Soli, imajo pa ze nekaj izkusenj s pouceva-
njem (19 udelezencev PAI in 111 udelezencev SDPM), so podali svojo oceno koli¢ine
teh izkuSenj. Ugotovili smo, da je pri teh udelezencih koli¢ina izkuSen; statisticno po-
membno povezana z zavezanostjo poklicu (r = 0,25, p = 0,004), z altruisti¢nimi razlo-
gi za izbiro poklica (r = 0,21, p = 0,019), z razlogom “Zelja po poucevanju” (r = 0,24,
p = 0,005) ter z razlogom “izhod v sili” (r =-0,26, p = 0,003).

Ti rezultati nakazujejo, da izkusnje s pouc¢evanjem lahko zviSujejo psiholosko na-
vezanost na poklic, obcutek poklicanosti in notranjo Zeljo po poucevanju ter tudi op-
timisti¢nost pri¢akovanj glede dela z ucenci, zmanjSujejo pa zaznavanje poklica kot
alternativne karierne odlocitve. V predhodni raziskavi je bilo Ze ugotovljeno, da so iz-
kusnje s poucevanjem povezane z optimisti¢nostjo pricakovanj glede uciteljskega po-
klica (Depolli Steiner, 2023).
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Omejitve

Pricujoca raziskava ima tudi nekaj omejitev. Vzorec je relativno majhen in prilo-
znosten. Smiselno bi ga bilo povecati ter vanj vkljuciti tudi druge skupine Studentov, ki
se za uciteljski poklic izobrazujejo po klasi¢ni poti, npr. Studente razrednega pouka in
Studente na pedagoskih smereh naravoslovnih studijev. Prav tako bi bilo treba v priho-
dnje Studije vkljuciti Se druge spremenljivke, ki bi pomagale dodatno osvetliti motiva-
cijo za uciteljski poklic pri obeh skupinah udelezencev, npr. zaznano samoucinkovitost
dejanskega poucevanja, zadovoljstvo bodocih uciteljev s pedagoskim usposabljanjem
in pedagosko prakso, znacilnosti izkuSenj s poucevanjem ipd.

4 Sklep

Pricujoca raziskava je prva primerjalna Studija dveh skupin slovenskih bodocih uci-
teljev, in sicer udelezencev pedagosko-andragoskega izobrazevanja (PAI), ki se za uci-
teljski poklic izobrazujejo po ze zaklju¢enem visokoSolskem izobrazevanju, ter Studen-
tov, ki se za uciteljski poklic izobrazujejo po klasicni poti (v casu magistrskega Studija).
Rezultati kazejo, da med skupinama ni bistvenih razlik v razlogih za izbiro uciteljskega
poklica. Za udelezence v obeh skupinah je znacilno, da v uciteljski poklic vstopajo
predvsem zato, ker se Cutijo povezane z njim in jih privlaci sam po sebi. Videti je, da
so k njihovi odlocitvi za uciteljski poklic v zmerni meri sicer prispevale tudi ugodnosti
poklica, a ve¢ini med njimi poklic ne predstavlja izhoda v sili. Edini ugotovljeni razliki
med skupinama nakazujeta, da je motivacija udelezencev PAI morda nekoliko visja kot
motivacija udelezencev SDPM, saj prvi kazejo nekoliko vecjo zavezanost poklicu in
vi§jo optimisti¢nost pri pricakovanjih glede dela z ucenci.

Raziskava je ponovno potrdila ugotovitev predhodnih raziskav (Depolli Steiner,
2022, 2023), da se udelezenci izobrazevanja za uciteljski poklic pomembno razlikujejo
le, ¢e upostevamo njihovo dejansko namero o zaposlitvi v Soli, in sicer ze odloceni za
zaposlitev v Soli kazejo vi§jo motivacijo za uciteljski poklic: za njih je znacilna zelo vi-
soka zavezanost poklicu, pri odloc€itvi za poklic pa so jih vodili visoko izrazeni notranji
in altruistini motivi in le zmerno izrazeni zunanji motivi. Njihova pri¢akovanja glede
poklica so visoko optimisticna. Tudi za hrvaske bodoce ucitelje je bilo ugotovljeno, da
se delijo na dve skupini, tj. na skupino Studentov, ki so entuziasti¢no pripravljeni spre-
jeti vse izzive uciteljskega poklica, ter na skupino Studentov, ki za delo v uciteljskem
poklicu ¢utijo pomanjkanje entuziazma (Juki¢ in Skojo, 2019, str. 95).

Pomembna je tudi ugotovitev, da se pri udelezencih kaze povezanost med koli¢ino
izkuSenj s poucevanjem in razli¢nimi vidiki motivacije za uciteljski poklic. To kaze na
smiselnost vkljucevanja ve¢ priloznosti prakticnega usposabljanja v procesu izobra-
zevanja uciteljev ne le z namenom, da pridobijo kakovostne uciteljske kompetence,
temvec tudi s ciljem, da se pri njih oblikuje ¢im bolj pozitivna in trajna motivacija za
opravljanje poklica.
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Katja Depolli Steiner, PhD, Melita Puklek Levpuscek, PhD

Motivation for the Teaching Profession, Expectations,
and Commitment of Future Teachers

The shortage of teachers has become a critical issue in many countries, and Slo-
venia is no exception. The vocational barometer of the Employment Service of Slove-
nia indicates a significant shortage of school teachers in almost all Slovenian regions
(ZRSZ, 2022). As Slovenian schools face the challenge of filling vacant teaching posi-
tions, the question arises of what motivates young people to choose the teaching profes-
sion. Understanding the motivations of prospective teachers offers unique insights into
their career choices, which has significant implications for designing interventions to
motivate young people to enter the teaching profession.

Motivation for the teaching profession refers to the internal and external rea-
sons that guide individuals in choosing the teaching profession, in their persistence
in training for the future profession and later in their teaching careers, and the extent
to which they are committed to performing their professional duties with quality (Sin-
clair, 2008). Researchers consistently find that extrinsic, intrinsic and altruistic motives
are the most important factors that drive individuals to choose the teaching profession
(Fray & Gore, 2018, Heinz, 2015). In most studies, intrinsic and altruistic reasons are
the most important factors for choosing a teaching profession, while extrinsic reasons
are less important (Fray & Gore, 2018; Tang et al., 2015). However, a person may also
choose to become a teacher because they did not have the opportunity to study in their
desired field or could not find employment in their preferred subject area (Watt & Rich-
ardson, 2012). Other factors, such as expectations of the teaching profession, can also
be part of the initial motivation of prospective teachers. Although research in this area
is scarce, it has shown that prospective teachers’initial expectations are quite optimis-
tic (Kyriacou et al., 2003; Lysaght et al., 2018).

A crucial aspect of motivation for choosing and persisting in the profession is com-
mitment, usually defined as the degree of psychological attachment to the teaching pro-
fession (Coladarci, 1992). Factors that can increase or decrease a person’s commitment
to the teaching profession include personal characteristics, the profession itself, work-
ing conditions and school characteristics, work-life balance, the influence of others,
and the nature of teaching and teaching competence. Initial enthusiasm for the teaching
profession can wane due to the influence of these factors (Sinclair, 2008).

Several studies have examined the initial motivation for the teaching profession
in Slovenia. For example, at the Faculty of Education, intrinsic motives were found
to be the most important sources for the decision to become a teacher (Tasner et al.,
2017), while at the Faculty of Arts, both intrinsic and altruistic motives were impor-
tant (Depolli Steiner, 2022; Puklek Levpuscek & Depolli Steiner, 2024). In all these
studies, extrinsic motives were of minor importance. A more recent study of Slovenian
students deciding between pedagogical and non-pedagogical study programmes at the
end of their undergraduate studies found that the most highly rated reasons for choos-
ing the teaching profession were the contribution to society, working with children,
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shaping the future of children and the intrinsic value of the teaching profession (Puklek
Levpuscek & Depolli Steiner, 2024).

Slovenian students’ initial expectations of the teaching profession were generally
optimistic, especially with respect to working with students and job satisfaction. Stu-
dents were generally confident about their abilities to perform in the teaching profession
(Puklek Levpuscek & Depolli Steiner, 2024), and they were also optimistic about their
ability to influence students’ behaviour and performance (Depolli Steiner, 2018, 2023).
Slovenian students in pedagogical degree programmes also showed a high level of com-
mitment to the teaching profession (Depolli Steiner, 2018, 2022), and this commitment
could be predicted primarily by intrinsic initial motivation (Depolli Steiner, 2022).

In previous studies, Slovenian researchers have mainly focused on the reasons for
choosing the teaching profession among regularly enrolled students who decide to pur-
sue a teaching career at the end of their secondary education (e.g. when enrolling
at the Faculty of Education) or later at the end of their undergraduate studies (e.g.
when enrolling in master’s programmes in pedagogical specialisations). Slovenia also
recognises sequential training for the teaching profession, where a person completes
a university degree and then decides to become a teacher, but must complete a peda-
gogical-andragogical education (PAI) of 60 ECTS credits. The motives for choosing
the teaching profession, satisfaction with the choice and commitment to the profession
among PAI participants have yet to be investigated. The first study in this area was
conducted in Germany by Lucksnat et al. (2022). They compared a group of teachers
who were already teaching and completed their pedagogical training via the traditional
route (during their studies) with a group of teachers who completed their pedagogical
training via an alternative route (after their studies). They found that both groups gave
very similar reasons for choosing the teaching profession, with the intrinsic value of the
profession, confidence in their ability to fulfil the profession and the desire to shape the
future of children/young people rated the highest. The groups differed in two of the eight
motives: the teachers who received their training via the alternative route were more
likely to cite social influences and family time as important reasons than those who
received their training via the traditional route. The first group also expressed slightly
more enthusiasm for teaching than the second group. However, it is important to note
that the differences were minor in all cases.

In our study, we similarly aimed to compare a group of students who were trained
for the teaching profession in the traditional way (during their masters programme)
with a group of the PAI participants. We were interested in whether the groups differed
in their reasons for choosing the teaching profession, their expectations, and their com-
mitment to the profession. We also examined whether participants differed on these
variables based on their actual intention to work in schools (or their intention to stay in
the profession for some PAI participants already teaching) and their previous teaching
experience.

The study included two groups of participants studying at the Faculty of Arts of
the University of Ljubljana in the academic years 2022/23 and 2023/24, totalling 270
participants. The first group consisted of 122 participants of the programme for obtain-
ing pedagogical-andragogical education for professionals in primary and secondary
schools (“PAI participants”), with an equal number of male and female participants
(61 each). This group was diverse in age, with an average age of 37.4 years (SD= 9.45)
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and an age range of 22 to 59 years. The second group comprised 148 regular first-
year students in pedagogical master s programmes who completed the common part of
the pedagogical module (“SDPM participants”), predominantly female (109 women,
38 men and one non-binary person), with a mean age of 23.3 years (SD = 1.47), rang-
ing from 21 to 35 years.

Data was collected using a questionnaire adapted for each group, which included
information on demographic characteristics, employment status, teaching experience
and intentions to work in schools. The questionnaire comprised four measurement in-
struments. the Commitment to Teaching Profession Scale (Depolli Steiner, 2022), the
Initial Teacher Motivation Scale (Depolli Steiner, 2022), the Teaching as Fallback Ca-
reer Scale (Depolli Steiner, 2022), and the Expectations of Working as a Teacher Scale
(Depolli Steiner, 2023).

The results indicate a high level of commitment to the teaching profession among
all participants, with intrinsic and altruistic motives being the most important reasons
for choosing the profession. Extrinsic motives were moderately important, while teach-
ing as a fallback career was relatively unimportant. Participants’ expectations were
generally optimistic, especially with regard to working with students and job satisfac-
tion.

A comparison between the groups revealed only minor differences. The PAI partici-
pants showed a slightly higher level of commitment and more optimistic expectations of
working with students than the SDPM participants. These findings are consistent with
a German study that compared traditionally and alternatively trained teachers, and
found minimal differences in motivation and commitment (Lucksnat et al., 2022).

Furthermore, in our study, teaching experience correlated positively with commit-
ment, altruistic motives, desire to teach and optimistic expectations of working with
students. Conversely, those with more teaching experience were less likely to see the
profession as a fallback career.

The study confirms that intrinsic and altruistic motivations play a crucial role in
the choice of teaching as a career, with practical teaching experience reinforcing these
motivations and commitment. The findings highlight the importance of integrating more
practical training opportunities into teacher education programmes to promote positive
and lasting motivation for the profession.

The findings have significant implications for education policy and teacher train-
ing. They emphasise the need to create a supportive environment that fosters intrinsic
and altruistic motivations and provides ample practical experiences. This approach can
help address the global challenge of teacher shortages by encouraging more people to
enter and remain in the profession.

LITERATURA

1. Coladarci, T. (1992). Teachers’ sense of efficacy and commitment to teaching. The Journal of
Experimental Education, 60(4), 323-337. https://doi.org/10.1080/00220973.1992.9943869

2. Depolli Steiner, K. (2018). Typology of teacher education student’s pedagogical beliefs. Didac-
tica Slovenica — Pedagoska obzorja, 33(1), 104-115.



Dr. Depolli Steiner; dr. Puklek Levpuscek: Motivacija za uciteljski poklic, pricakovanja... 107

10.

11.

12.

13.

14.

15.

17.

18.

19.

20.

21

23.

. Depolli Steiner, K. (2022). Teacher motivation and commitment to the teaching profession

among Slovenian teacher education students. Psiholoska obzorja, 31, 516-525. https://doi.
0rg/10.20419/2022.31.559

Depolli Steiner, K. (2023). Zacetna pricakovanja Studentov pedagoskih studijskih programov
glede uciteljskega poklica. Sodobna pedagogika, 74(2), 59-77.

. Devjak, T., Devjak, S. in Polak, A. (2014). Dejavniki vpliva na izbiro pedagoskega poklica:

motivi, pricakovanja in profesionalni razvoj. Didactica Slovenica — Pedagoska obzorja, 29(1),
3-18.

. Fray, L. in Gore, J. (2018). Why people choose teaching: a scoping review of empirical studies,

2007-2016. Teaching and Teacher Education: An International Journal of Research and Studies,
75(1), 153-163. https://doi.org/10.1016/j.tate.2018.06.009

. Gradisek, P. in Habe, K. (2020). Calling at work — important predictor of job satisfaction in

university teachers. Didactica Slovenica — Pedagoska obzorja, 35(3—4), 179-194.

Gradisek, P., Pecjak, S., Rijavec, M. in Jurcec, L. (2020). Teaching as a calling and well-being of
Slovenian and Croatian teachers. Psihologijske teme, 29(2), 249-267. https://doi.org/10.31820/
pt.29.2.3

Heinz, M. (2015). Why choose teaching? An international review of empirical studies exploring
student teachers’ career motivations and levels of commitment to teaching. Educational Rese-
arch and Evaluation, 21(3), 258-297. https://doi.org/10.1080/13803611.2015.1018278

Japelj Pavesi¢, B., Zavasnik M. in Azman, T. (2020). U¢itelji in ravnatelji, cenjeni strokovnjaki:
izsledki mednarodne raziskave poucevanja in uc¢enja TALIS 2018. Pedagoski institut.

Javornik Krec¢i¢, M. in Ivanu§ Grmek, M. (2005). The reasons students choose teaching profes-
sions. Educational Studies, 31(3), 265-274. https://doi.org/10.1080/03055690500236449
Jelisavac, D. (2023). Izgorelost uciteljev in njihovo zadovoljstvo z delom med epidemijo. Di-
dactica Slovenica — Pedagoska obzorja, 38(1), 76-95. https://doi.org/10.55707/ds-po.v38il.6
Juki¢, R. in Skojo, T. (2019). Ocena pripravljenosti $tudentov na izzive uéiteljskega poklica.
Didactica Slovenica — Pedagoska obzorja, 34(1), 86—102.

Kyriacou, C. in Kobori, M. (1998). Motivation to learn and teach English in Slovenia. Educati-
onal Studies, 24(3), 345-351. https://doi.org/10.1080/0305569980240307

Kyriacou, C., Kunc, R., Stephens, P. in Hultgren, A. (2003). Student teachers’ expectations of
teaching as a career in England and Norway. Educational Review, 55(3), 255-263. https://doi.
org/10.1080/0013191032000118910

. Lucksnat, C., Richter, E., Schipolowski, S., Hoffmann, L. in Richter, D. (2022). How do tradi-

tionally and alternatively certified teachers differ? A comparison of their motives for teaching,
their well-being, and their intention to stay in the profession. Teaching and Teacher Education,
117, ¢lanek 103784. https://doi.org/10.26529/cepsj.1745

Lysaght, Z., O’Leary, M. in Scully, D. (2017). Pre-service teachers’ expectations for teaching as
a career. The Irish Journal of Education, 42, 88—107.

Puklek Levpuscek, M., in Depolli Steiner, K. (2024). Perceptions of the teaching profession and
motivation to teach among Slovenian university students. Center for Educational Policy Studies
Journal. http://dx.doi.org/10.26529/cepsj.1745

Sinclair, C. (2008). Initial and changing student teacher motivation and commit-
ment to teaching. Asia-Pacific Journal of Teacher Education, 36(2), 79-104. https://doi.
org/10.1080/13598660801971658

Skupnjak, D., Tot, D. in Pahi¢, T. (2018). Motivation for choosing teaching as a profession and
teachers’ competencies. Didactica Slovenica — Pedagoska obzorja, 33(3—4), 149-165.

. Slivar, B. (2009). Raziskava o stresu pri slovenskih vzgojiteljicah, uciteljicah in uciteljih. SVIZ.
22.

Tasner, V., Zvegli¢, M. in Ceplak, M. M. (2017). Gender in the teaching profession: university
students’ views of teaching as a career. Center for Educational Policy Studies Journal, 7(2),
47-69. https://doi.org/10.26529/cepsj.169

UIS (2016). The world needs almost 69 million new teachers to reach the 2030 education goals
[Fact sheet]. UNESCO institute of statistics. https://uis.unesco.org/en/document/world-needs-
-almost-69-million-new-teachers-reach-2030-education-goals



108 Didactica Slovenica — Pedago$ka obzorja (1, 2025)

24. Watt, H. M. in Richardson, P. W. (2012). An introduction to teaching motivations in different
countries: comparisons using the FIT-Choice scale. Asia-Pacific Journal of Teacher Education,
40(3), 185—197. https://doi.org/10.1080/1359866X.2012.700049

25.ZRSZ. (2022). Poklicni barometer. https://www.ess.gov.si/partnerji/trg-dela/poklicni-barome-
ter/

Besedilo/7ext © 2025 Avtor(ji)/ The Author(s)

To delo je objavljeno pod licenco CC BY Priznanje avtorstva 4.0 Mednarodna.
This work is published under a licence CC BY Attribution 4.0 International.
(https://creativecommons.org/licenses/by/4.0/)

Dr. Katja Depolli Steiner (1975), docentka za pedagosko psihologijo na Filozofski fakulteti Uni-
verze v Ljubljani.
E-mail: katja.depolli-steiner@ff.uni-lj.si

Dr. Melita Puklek Levpuscek (1970), redna profesorica za pedagosko psihologijo na Filozofski
Jfakulteti Univerze v Ljubljani.
E-mail: melita.puklek@ff-uni-lj.si



Sonja Cotar Konrad, PhD, Karmen Drljié, PhD, Sonja Rutar, PhD, Blaz Simcic, PhD,

Tina §temberger, PhD

Parents’ Perspective on the Role of
Preschool Education: A Validation Study

DOI: https://doi.org/10.55707/ds-po.v40i1.168

Prejeto 27.8.2024 / Sprejeto 9. 12. 2024
Znanstveni clanek
UDK 373.2

KLJUCNE BESEDE: predsolsko izobrazevanje, per-
spektiva starsev o vlogi predsolskega izobrazevanja,
validacija

POVZETEK — Raziskave kazejo, da vkljucenost otrok
v predsolsko izobrazevanje pozitivno vpliva na njihov
razvoj. V Sloveniji pa predsolsko izobrazevanje ni ob-
vezno, kar pomeni, da se starsi sami odlocijo o (ne)
vkljucitvi otroka v predsolsko izobrazevanje. Prav zato
Jje pomembno imeti vpogled v mnenje starsev o vlogi
predsolskega izobrazevanja za otrokov razvoj. V Slo-
veniji Se ni bila opravljena celovita raziskava na to
temo, zato je namen pricujocega prispevka predstaviti
Studijo, katere cilje je bil oblikovati in validirati lestvi-
co Perspektiva starsev o viogi predsolskega izobraze-
vanja (PSvPR). Na podlagi rezultatov eksploratorne
faktorske analize (EFA) in konfirmatorne faktorske
analize (CFA) je bilo oblikovanih 6 podrocij, na kate-
rih ima vrtec pomembno vlogo za razvoj posameznika:
gibanje, digitalne kompetence, socio-custvene spretno-
sti, matematika, umetnost in jezik. Preverili smo tudi
zanesljivost omenjene lestvice ter za vsako od podle-
stvic ugotovili, da izkazuje visoko stopnjo zanesljivosti.

1 Introduction
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ABSTRACT — Research shows that enrolment of chil-
dren in preschool education has a positive impact on
their development. However, in Slovenia, enrolment
is not obligatory, and it depends on the parents’ de-
cision. It is thus important to know the parents’ per-
spective on the role of early childhood education and
care (ECEC) in child development. In Slovenia, the
parents’ perspective on the role of ECEC in child de-
velopment has not yet been the subject of a compre-
hensive and independent study. This study aimed at
structuring and validating the scale Parents’ Perspec-
tive on the Role of ECEC (PRECEC-p). Based on the
results of the exploratory factor analysis (EFA) and
confirmatory factor analysis (CFA), 6 areas of the
parents’ perspective were formed: Movement, Digital
competences, Socio-emotional skills, Mathematics,
Art, and Language. We also verified the internal con-
sistency for each subscale and found that all subscales
show a high level of reliability.

The enrolment of children in high-quality preschool education has a positive impact

on their development (Council of the European Union, 2011). Based on research, the
positive short-term and long-term effects of quality preschool education as an important
learning environment are recognized at both the individual and societal levels (Good-
man & Sianesi, 2005; Council of the European Union, 2011).

Quality, systematic, and organized support for the child during the critical period,
i.e. in early childhood, has a long-term effect on many areas of the child’s functioning,
such as emotion, cognitive development, behaviour, and socialization, which cannot
be adequately compensated in later stages of life (Marjanovi¢ Umek & Fekonja, 2008;
Council of the European Union, 2011; Devjak et. al., 2020, p. 22). Additionally, pre-
school enrolment can be related to higher academic achievement (Agirdag et al., 2015).
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Wiegerova and Gavora (2018) report that parents mostly recognize the role of preschool
education in developing cognitive skills and knowledge, but they also perceive its role
in empowering children’s social development and communication with peers, and in
adapting to a routine that differs from their home environment.

Studies have confirmed the role of quality preschool education for child develop-
ment (e.g. Marjanovi¢ Umek & Fekonja, 2008; Wiegerova & Gavora, 2018). This role
was recognized by parents (Hadela et al., 2019; Karaci¢ et al., 2022, p. 32), leading
to a shift in expectations regarding the supportive role of preschool education in child
development.

Theoretical background

The immediate impact of the environment on a child’s development and learning
has been substantiated within ecological theories (Brofenbrenner, 1992) and socio-
cognitive constructivist assumptions (Vygotsky, 2010). Elements of the micro- and
meso-system, such as family, preschool education, school, and the child’s immediate
surroundings, are the key components of this ecological impact. Through mutual inter-
action between the child and these structures, direct effects on the quality of the child’s
development are observed (Brofenbrenner, 1992). Through enrolment in preschool
education, children engage in activities that provide greater incentives for development
across various curricular domains, especially when preschool teachers adhere to Vy-
gotsky’s (2010) concept of the zone of proximal development and create a stimulat-
ing learning environment. The creation of such a supportive learning environment is a
result of intentional, systematic learning and teaching in preschool education, typically
outlined in national curriculum documents. In Slovenia, the key national document for
high-quality preschool education in Slovenian public kindergartens — the Kindergar-
ten Curriculum (1999) — defines the objectives of preschool education, which are com-
prised of six interrelated areas:

o Movement pertains to the domain of physical activity that ECEC providers should
offer children. It involves stimulating children through diverse indoor and outdoor
activities on a daily basis to acquaint them with and develop their locomotor skills,
as well as assimilate certain locomotory concepts or schemes.

O Language encompasses a broad range of communication activities involving chil-
dren, adults, and familiarity with written language. Children learn to express experi-
ences, emotions, thoughts, and comprehend messages from others. Language deve-
lopment is naturally integrated into all other areas of activity.

o Art enables children to realize their creative potential, express and communicate
through art, and develop the ability to use symbols in drawing, dance, and music.
Art experiences are crucial for children, as the integration of experience and creation
plays an important role in their balanced development and mental health.

o Society — recognizing that a human being is part of the society in which they operate
and develop, children in ECEC gradually learn about their immediate social enviro-
nment. They also gain insights into the broader society, becoming familiar with their
own culture and the cultures of others.
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0 Nature — in the realm of nature, ECEC facilitates the child’s integration into the su-
rrounding environment, fostering a healthy and safe living environment and habits.
Children learn about animals, plants, objects, and natural phenomena, exploring and
discovering the natural world around them.

o In Mathematics, children in ECEC acquire practical experience with mathematics in
everyday life. They learn mathematical expressions, develop mathematical thinking
and skills, and come to view mathematics as an enjoyable experience.

Herbaut, Farges, and Giret (2024) confirm the positive effect of early enrolment in
ECEC, primarily on the development of motor skills, language skills, early literacy, and
early math, and to a limited extent, on non-verbal reasoning abilities. Importantly, the stu-
dy revealed that children with low-level skills would benefit the most in developing these
mentioned skills, as also confirmed by Mithans, Lipovec and Ograjsek (2023, p. 104).

Recent trends in ECEC in Slovenia foresee the complementary and enhancement
of six curricular fields through the intentional integration of different cross-curricular
competences, specifically scaffolding socio-emotional competences of children and
digital competences of children.

Previous studies (e. g. Herbaut et al., 2024; Plavcak, 2022. p. 103) also underscored
the importance of social relationships as a framework for the development of the child’s
thinking, feeling, and communication. Therefore, quality early childhood education
guides children’s experiences by introducing them to social activities and building a
supportive scaffolding for their communication, cooperation, negotiation, bargaining,
and competition skills through shared activities, conversations, play, and creativity
(Shonkoff & Phillips, 2000; Mari¢ Jurisin et al., 2020, p. 53). Ng and Bull (2018) deter-
mined that the quality of supportive scaffolding for socioemotional skills of children is
higher in intentional teaching in preschool education compared to incidental teaching.

Additionally, in the context of preschool education, it is important to systematically
and intentionally incorporate the meaningful use of digital technology into the peda-
gogical process (Burns & Gottschalk, 2019). Considering the specifics of preschool
child development, the integration of digital technology requires the intentional design
of a learning environment in which we strive to create a balance between natural and
meaningful digital learning environments (Malaguzzi, 1994). Based on the findings of
the studies presented on the role of quality ECEC in promoting and supporting different
areas of child development, we aimed to develop a psychometrically sound instrument
intended to identify parents’ perceptions of the role of preschool education in child
development.

The Level of Enrolment of Children in ECEC in Slovenia

The accessibility of organized ECEC in Slovenia is high. According to the Statisti-
cal Office of the Republic of Slovenia (2021), the share of children enrolled in ECEC
is increasing. Generally, the enrolment of children in the second age bracket is higher
than that of children in the first age bracket. Data from the Statistical Office of the Re-
public of Slovenia (ibid.) confirms this, with almost 79 % of children attending ECEC
in the previous school year. This share was lower in the first age bracket, at 69 %, and
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for children about to enter school, it was 91 %. Since 2013, the share of children aged
between 4 and 5 enrolled in preschool education has increased by 4.2% and reached
94% in 2020. This increase was certainly aided by the fact that Slovenia is one of the
European countries where the education of preschool children is integrated and carried
out by highly educated staff in the first and second age brackets (European Commis-
sion/EACEA/Eurydice, 2019). Slovenia is also one of seven EU Member States where
all preschool children, even in early childhood, are provided with a place in publicly
funded educational institutions. Consequently, 98 % of all children enrolled in ECEC
are attending the so-called full-day program (6 to 9 hours).

The data suggests that the enrolment of children aged between 4 and 5 in preschool
education in Slovenia is already very close to meeting UNESCO objectives. However,
the European strategic objective outlined in the Education and Training 2020 document,
which aims for the enrolment rate of at least 95% for children aged between 4 and 5,
has not yet been achieved. This raises the question of which factors influence parents’
decisions to enrol or not enrol their children in organized preschool education.

Aim of the present research

Based on a review of the studies presented (e.g. Meyers & Jordan, 2006; Wieg-
erova & Gavora, 2018; Forsberg et al., 2023; Herbaut et al., 2024), we establish that it
is important to understand the parents’ perspectives on the role of preschool education
in child development. However, not much research has been conducted, nor has an ap-
propriate measurement scale been developed, regarding the parents’ perspectives on the
role of preschool education in child development.

The purpose of this research was to construct and validate a scale aimed at identify-
ing the parents’ perspectives on the role of ECEC concerning six curriculum areas of
activities, as well as in relation to the social and emotional development of children and
the development of their digital competences.

2 Method

Research design and sample

The research consisted of two studies (Study 1, Study 2). In both, a quantitative re-
search design was used, specifically employing survey design as the chosen alternative
(Creswell & Creswell, 2017). Survey research is a method through which the opinions
of'a sample of individuals are studied via quantitative descriptions. The present research
was conducted between 2022 and 2024. Table 1 summarizes the characteristics of the
participants.
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Table 1
Sample profile
Study 1 Study 2
n % n %
Gender Female 522 87.3 385 88.1
Male 76 12.7 52 11.9
< 25 years 45 7.7 21 4.8
Age 25-34 years 292 49.7 220 50.8
3544 years 214 36.5 169 39.0
> 44 years 36 6.1 23 53
Primary or secondary 180 30.1 123 28.1
I\I/Ie(\);[élle(r);‘s Short-cycle higher vocational 178 29.7 137 31.3
education Bachelor’s Degree 180 30.1 135 30.8
Master’s or Doctoral Degree 61 10.2 43 9.8
Primary or secondary 291 48.8 208 47.7
l: :\‘;Elegfs Short-cycle higher vocational 146 24.5 113 25.9
education Bachelor’s Degree 106 17.8 80 18.3
Master’s or Doctoral Degree 53 8.9 35 8.0

Study 1 involved 602 parents (women — 87.3 %, men — 12.7 %) of preschool chil-
dren from all Slovenian regions, with an average age of 33.47 years (SD = 6.92), while
Study 2 involved 439 parents (women — 88.1 %, men — 11.9 %) with an average age of
33.72 years (SD = 6.15). Systematic random sampling was used.

Data collection and analysis procedures

For the purpose of Study 1, the measurement scale “Parents’ perspective on the role
of the ECEC-PRECEC-p” was designed. The scale was based on The Questionnaire on
the Reasons for the Enrollment of Children in Kindergarten (Hadela et al., 2019), as
well as the objectives of all six curriculum areas in the Kindergarten Curriculum (1999).

The initial form of the scale consisted of 34 items, to which the participants re-
sponded using a five-point Likert scale of attitudes (ranging from 1 —“I completely
disagree” to 5 — “I completely agree”). Data were collected in December 2022 using the
online application 1KA. We informed the parents about the purpose and procedure of
the study, guaranteed their anonymity, and explained that participation was voluntary.
The surveys were conducted in accordance with all required ethical standards. For the
initial 34 items, we first examined the correlation of each item with the total sum and
the inter-correlation between the items. The first analysis showed that 2 items (“that the
child develops different approaches in discovering nature and technical tools”, “that the
child uses digital tools to solve problems in nature”) were poorly linked with the total
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sum and were accordingly excluded from further analysis. The inter-correlation analysis
indicated a poor correlation of another 2 items (“that the child develops a respective and
responsible attitude towards nature”, “that the child uses different tools to sort things in
nature”). The above-mentioned items were excluded from further analysis, which also
meant that no items related to the curriculum area “Nature” were retained. Based on the
fact that previous research (Herbaut et al., 2024; Shonkoff & Phillips, 2000; Ng & Bull,
2018; Marjanovi¢ Umek & Fekonja, 2008; Council of the European Union, 2011; Ag-
irdag et al., 2015; Wiegerova & Gavora, 2018) did not highlight the field of nature as an
area in which ECEC would have an important impact, we did not seek further solutions
and continued the research without considering the role of the curricular area “nature’.
The final version of the PRECEC-p thus consisted of 30 items.

As we wanted to verify structural validity by exploring and discover the underlying
structure of data (Bryman & Cramer, 2011), we employed the exploratory factor analy-
sis. As recommended by Field (2005), we first introduced the Kaiser-Meyer-Olkin Test
of sampling adequacy and Bartlett’s Sphericity Test. In order to extract the factors, we
used the maximum probability method with Direct Design rotation. The reliability of
the scale and the subscales was examined by using Cronbach’s a.

For the purpose of Study 2, the modified scale (consisting of 30 items) was used,
and data were collected in January 2024. Confirmatory factor analysis (CFA) was com-
puted to test whether the data fit a hypothesized measurement model, i.e. to test the
construct validity of the scale. The indices used to determine the model’s fit quality
were the root mean square error of approximation (RMSEA), the comparative fit index
(CFD), and the standardized root mean square residual (SRMR).

3 Results and Discussion

Study 1: Exploratory Factor Analysis (EFA)

In Study 1, Exploratory Factor Analysis (EFA) was conducted. The result of the Kai-
ser-Meyer-Olkin Test (KMO = 0.960) was higher than the recommended KMO value
of 0.6, confirming the adequacy of sampling. However, Bartlett’s test (32 = 11759.722,
df =435, p <0.001) indicated that the correlation matrix is not an identity matrix, sug-
gesting that the data are suitable for factor analysis. Using the maximum probability
method with Direct Oblimin rotation, we extracted 6 factors (Table 2), which together
explained 81.5 % of the variance.

Despite the eigenvalue of the sixth factor being less than 1 and two factor loadings
being below 0.400 (—0.387, —0.355), it was decided to retain factor six-Language. This
decision was based on the fact that the items related to this factor pertain to language,
literacy, and communication, which are precisely the areas that have been frequently
identified as highly influential on the child’s enrolment in preschool education (e.g.
Hart & Risley, 2003; Wiegerova & Gavora, 2018; Herbaut et al., 2024; Marjanovic¢
Umek et al., 2018; Sylva et. al., 2010).
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The items related to the curricular area “Society” were, as a result of EFA factor
solution (Table 3) as well as considering the content, incorporated in Factor 3 — Socio-
emotional skills.

Table 2
Total initial eigenvalues.
Initial Eigenvalues
Factor
Total % of Variance Cumulative %

1 16.859 57.934 56.196
2 2.245 8.189 63.678
3 1.890 5.364 69.978
4 1.514 4.091 75.024
5 1.077 3.771 78.614
6 0.858 2.350 81.476

Factor 1 refers to 6 items with loadings ranging from 0.885 (... that the child expe-
riences comfort in movement.) to 0.587 (... that the child learns about the importance of
participation, respect, and taking into account diversity.). Together, these items explain
56.20% of the variance. They mostly relate to the importance of children’s movement,
so we named the factor Movement.

Factor 2 refers to 4 items with loadings ranging from —0.937 (... the child uses
digital technology to solve problems.) to —0.743 (... the child uses digital technologies
for the purpose of creating art products.). Together, these items explain 8.19% of the
variance. They relate to the importance of using digital technology, so we named the
factor Digital Competences.

Factor 3 refers to 6 items with loadings ranging from 0.937 (... the child knows how
to recognize his/her feelings.) to 0.540 (... the child can solve conflicts with peers.). To-
gether, these items explain 5.36 % of the variance. They relate to the importance of social
and emotional development in ECEC, so we named the factor Socio-emotional skills.

Factor 4 comprises 5 items with loadings ranging from —0.952 (... the child devel-
ops mathematical skills.) to —0.730 (... the child develops mathematical expression.).
Together, these items explain 4.09 % of the variance. They relate to the importance of
mathematical content in ECEC, so we named the factor Mathematics.

Factor 5 refers to 4 items with loadings ranging from 0.894 (... the child develops
creativity in the field of art.) to 0.527 (... the child gets to know different types of art.).
Together, these items explain 3.77 % of the variance. They relate to the importance of
art content in ECEC, so we named the factor Art.

Factor 6 refers to 5 items with loadings ranging from —0.746 (... the child develops
verbal communication skills.) to —0.355 (... the child gets familiar with basic literary
works for children.). Together, these items explain 2.35 % of the variance. They relate to
the importance of language development in ECEC, so we named the factor Language.
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Table 3
Factor loadings of the PRECEC-p scale

Items

... that the child is aware of his/
her locomotor abilities.

0.790

... that the child develops his/
her locomotor skills.

0.792

... that the child experiences
comfort in movement.

0.885

... that the child gains confidence in his/
her body and locomotor abilities.

0.852

... that the child gets to know and learns about
the basic characteristics of various sports.

0.677

... that the child learns about the
importance of participation, respect
and taking into account diversity.

0.587

... the child uses digital technologies (DTI
to classify and categorise things in nature.

—0.927

... the child uses DT to solve problems.

—0.937

... the child uses DT for the purpose
of creating art products.

—0.743

... the child learns how to understand
sequences (numbers, steps, data) using DT.

—0.783

... the child knows how to help others.

0.720

... the child can express feelings.

0.916

... the child can regulate and control
the expression of his/her feelings.

0.877

... the child can be a good friend to peers.

0.762

... the child knows how to
recognise his/her feelings.

0.937

... the child can solve conflicts with peers.

0.540

... the child gets familiar with
mathematics in everyday life.

—0.823

... the child develops mathematical
expression (€. g. naming numbers).

—0.730

... the child develops mathematical thinking
(e.g. observes and creates symmetrical
elements, spatial orientation).

—0.789

... the child develops mathematical skills (e. g.
counting, classifying, sorting, weighing).

—0.952

... the child sees mathematics
as a pleasant experience.

—0.741

... the child gets to know different
types of art, e.g. music, dance, drama,
fine arts, cinematography.

0.527
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Items F; F, F; Fy Fs Fs
... the child develops aesthetic perception. 0.662
... the child develops expression through art. 0.863
... the child develops creativity in the field of art. 0.894
... the child listens and experiences language. —0.387
. thv; child gets familiar.with basic 20355
literary works for children.
o
... the child develops non-verbal
communication skills. —0.713
... the child develops vocabulary. —0.543
Reliability of the PRECEC-p measurement scale
Table 4
Cronbach's alpha for the PRECEC-p scale and the subscales.
Subscale F; F, F; Fy Fs Fys Wholescale
Number of Items 6 4 6 5 4 5 30
Cronbach’s alpha 0.951 0.945 0.939 0.947 0.919 0.898 0.971

The Cronbach’s alpha coefficient (o = 0.971) of the scale indicates high reliability.
The reliability analysis of individual sub-scales also shows high reliability, with alpha
coefficient values ranging between 0.898 and 0.951 (Table 4).

Study 2: Confirmatory Factor Analysis

In Study 2, we conducted a confirmatory factor analysis (CFA) of the 6-factor mod-
el revealed by the exploratory factor analysis using diagonally weighted least squares
(DWLS) estimation. The model fit indices indicate that the agreement between the 6-factor
model and the sample covariance matrix is satisfactory, with ¥2(390, N =439) = 1126.2,
the root mean square error of approximation (RMSEA) at 0.066, the comparative fit index
(CFI) at 0.986, and the standardized root mean square residual (SRMR) at 0.039. All three
fit indices meet the criteria for an acceptable or good fit. Moreover, all 30 items of the
scale are significantly related to the latent factors (p < 0.001). These indices confirm the
proposed factor model.
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4 Conclusion

The aim of the study was to construct and validate the instrument aimed at identi-
fying the parents’ perspective on the role of the ECEC (PRECEC-p). The exploratory
factor analysis (EFA) indicated a 6-factor solution, which was also confirmed by the
confirmatory factor analysis (CFA). The final version consists of 30 items which were
computed into 6 subscales based on factor analysis:

o Movement,

Digital competences,
Socio-emotional skills,
Mathematics,

Art, and

o Language.

oo oo

The reliability values of the factors range from o = 0.898 to o =0.951, with the
whole scale having o = 0.971. The curricular field Nature was omitted due to poor cor-
relation and inter-correlation among its items. The items initially prepared for the cur-
ricular field Society were incorporated into Socio-emotional skills, based on EFA.

The scale thus includes most of the curricular fields as well as cross-curricular
competences such as socio-emotional skills and digital competences, which are other-
wise not envisioned in the current curriculum. Both of these mentioned competences,
socio-emotional skills and digital competences, have to be intentionally taught in order
to support and scaffold the development of preschool children. The role of preschool
education in child development, addressing socio-emotional competences and digital
competences that are usually not part of the typical academic context, is also perceived
by parents as an important area of ECEC.

The constructed and validated PRECEC-p scale is an important contribution to
preschool education research. It is the first instrument that systematically, profoundly,
comprehensively, and methodologically addresses the issue of parents’ decision-mak-
ing when applying for preschool education for their child.

The results indicate that the PRECEC-p is a useful, psychometrically sound, and
appropriate reference tool for further research on the parents’ perspective on the role of
ECEC. The participants in the study belong to a specific (Slovenian) educational and
cultural environment, which means that any attempt at generalization will necessarily
be limited.

On the other hand, the instrument is meant to be used for comparing rather than
generalizing data across different socio-cultural contexts. Finally, in order to maintain
the equivalence of the PRECEC-p, its use in different social and cultural environments
will most probably involve translation into different languages.
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Mnenje starSev o pomenu vkljucenosti otroka v predsolsko
izobraZevanje: preliminarna validacijska Studija

Vkljucenost otrok v kakovostno predsolsko izobrazevanje ima pozitivne ucinke na
njihov razvoj (Council of the European Union, 2011). Ti ucinki se kazejo tako kratko-
kot dolgorocno in tako na individualni ravni kot na ravni druzbe (Goodman in Sianesi,
2005; Council of the European Union, 2011). Kot izpostavijajo nekateri raziskovalci
(npr. Marjanovic Umek in Fekonja, 2008; Agirdag idr, 2015), ima ustrezna podpora
v predsolskem obdobju pomembno viogo na razlicnih podrocjih otrokovega delovanja,
kot so npr. Custva, kognitivni razvoj, vedenje in socializacija, Cesar se zaradi kriticnosti
zgodnjega obdobja ne da kompenzirati v kasnejsih zivijenjskih obdobjih. Ne nazadnje
sta na vlogo okolja za posameznikov razvoj opozarjala ze Borfenbrenner (1992) s svojo
ekolosko teorijo ter Vygotski (2010) s svojo sociokulturno teorijo.

Kljucni slovenski dokument za podrocje predsolskega izobrazevanja je Kurikulum
za vrtce (1999), ki opredeljuje cilje predsolskega izobrazevanja na 6 tesno medsebojno
povezanih podrocjih: gibanje, jezik, umetnost, druzba, narava ter matematika. Skladno z
razvojem druzbe pa se v zadnjem casu, tudi s kurikularno prenovo in oblikovanjem Naci-
onalnega programa za vzgojo in izobrazevanje, kaze tendenca po integraciji precnih kom-
petenc, predvsem socialno-custvenih in digitalnih. Z vidika socialno-custvenih kompetenc
je pomembno, da se ze v zgodnjem otrostvu otroke podpira pri razvoju komunikacijskih,
sodelovalnih, pogajalskih in tekmovalnih vescin, seveda skozi dejavnosti, kot sta igra in
pogovor (Herbaut idr., 2024; Shonkoff'in Phillips, 2000). Prav tako je v danasnji realnosti
zelo pomembno, da se v predsolsko izobrazevanje sistematicno, nacrtno, predvsem pa
smiselno umesti osmisljeno rabo digitalne tehnologije (Burns in Gottschalk, 2019).

Na osnovi pregleda obstojece literature (npr. Meyers in Jordan, 2006; Wiegerova
in Gavora, 2018, Forsberg idr, 2023; Herbaut idr., 2024) je bilo ugotovljeno, da je
pomembno poznati perspektive starsev o vlogi predsolskega izobrazevanja za otrokov
razvoj, zato je bil cilj pricujoce Studije oblikovati metodolosko ustrezen instrument za
ugotavljanje perspektive starsev o viogi predsolskega izobrazevanja za otrokov razvoj.
Pri tem so bila vkljucena kurikularna podrocja (Kurikulum za vrtce, 1999) ter podrocji
socialno-custveno ucenje in digitalne kompetence.

Za namen priprave instrumenta zbiranja podatkov sta bili opravljeni 2 podstudiji,
pri katerih je bil uporabljen kvantitativni pristop. Studiji sta potekali med letoma 2022
in 2024. V prvi podstudiji je sodelovalo 598, v drugi pa 437 starsev predsolskih otrok.

Za namene prve podstudije je bila oblikovana lestvica Perspektiva starsev o vlogi
predsolskega izobrazevanja (PSvPR), ki je izhajala iz vprasalnika The Questionnaire
on the Reasons for the Enrollment of Children in Kindergarten (Hadela idr., 2019), pri-
pravljenega za potrebe hrvaske studije omenjenih avtoric. Lestvica Perspektiva starsev
o vilogi predsolskega izobrazevanja (PSvPR) je vsebovala tudi trditve, ki so se nanasale
na Sest kurikularnih podrocij ter na socialno-custvene vescine in digitalne kompetence.
Prvotna verzija lestvice je vkljucevala 34 trditev, o katerih so se respondenti izrekali na
petstopenjski lestvici stalis¢. Podatki so bili zbrani decembra 2022. Na osnovi korelacij-
ske analize so bile izlocene 4 trditve, tako da koncno verzijo lestvice Perspektiva starsev
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o vilogi predsolskega izobrazevanja (PSvPR) sestavija 30 trditev. Za potrebe preverjanja
strukturne veljavnosti lestvice je bila uporabljena ekploratorna faktorska analiza (EFA),
pri cemer smo najprej, z uporabo Kaiser-Meye-Olkinovega preizkusa in Bartlettovega
preizkusa sfericnosti, preverili ustreznost podatkov. Za ekstrakcijo faktorjev smo upora-
bili metodo maksimalne verjetnosti z rotacijo Direct Oblimin. Zanesljivost lestvice je bila
preverjena z metodo notranje konsistentnosti, tj. Cronbachovim a koeficientom.

Za namene druge podstudije je bila uporabljena modificirana lestvica Perspekti-
va starsev o vlogi predsolskega izobrazevanja (PSvPR) s 30 trditvami. Podatki so bili
zbrani januarja 2024. Uporabljena je bila konfirmatorna faktorska analiza (CFA), s
katero smo preverili pripadnosti merjenih spremenljivk teoreticnemu konstruktu, tj. za
preverjanje konstruktne veljavnosti lestvice. Prileganje modela smo preverjali z indeksi
RMSEA (angl. Root Mean Square Error of Approximation), CFI (angl. Comparative Fit
Index) in SRMR (angl. Standardized Root Mean Square Residual).

Rezultat Kaiser-Meyer-Olkinovega preizkusa (KM = 0,960) je visji od priporocene
spodnje meje 0,6, s Cimer je potrjena ustreznost vzorcenja. Razultat Bartlettovega preiz-
kusa (2 = 11759.722, df = 435, p < 0.001) kaze, da korelacijska matrika ni enaka iden-
ticni matriki, kar potrjuje ustreznost podatkov za faktorsko analizo. S pomocjo rotacije
Direct Oblimin je bilo ekstrahiranih 6 faktorjev, ki skupaj pojasnjujejo 81,5 % variance.
Navkljub dejstvu, da je bila lastna vrednost Sestega faktorja manjsa od 1 ter da je bila
utez dveh spremenljivk manjsa od 0,400, smo se ta faktor zaradi njegovega pomena v
predsolskem izobrazevanju odlocili obdrzati. Gre namrec za faktor, ki smo ga poime-
novali jezik in pokriva podrocje, ki je bilo v raziskavah pogosto identificirano kot tisto,
na katerega ima predsolsko izobrazevanje zelo visok vpliv (npr. Hart in Risley, 2003,
Wiegerova in Gavora, 2018; Herbaut idr., 2024, Marjanovic Umek idr., 2018, Sylva idr.,
2010). Trditve, ki so se navezovale na kurikularno podrocje druzba, pa so bile na podlagi
solucije ekploratorne faktorske analize (EFA) ter njihove vsebine vkljucene v faktor 3,
tj. socialno-custvene spretnosti. Na osnovni navedenega je bilo oblikovanih 6 faktorjev.
O Faktor 1 zdruzuje 6 trditev, katerih utezi se gibljejo med 0,885 in 0,587 in vkljucu-

jejo 56,20 % skupne variance. Ker se vecinoma nanasajo na otrokovo gibanje, smo
ta faktor poimenovali gibanje.

0o Faktor 2 zdruzuje 4 trditve z utezmi od —0,937 do —0,743, skupaj pa te trditve poja-
snjujejo 8,19 % variance. Trditve se navezujejo na rabo digitalne tehnologije, zato
smo faktor poimenovali digitalne kompetence.

o Faktor 3 zdruzuje 6 trditev z utezmi od 0,937 do 0,540, ki skupaj pojasnijo 5,36 %
variance. Trditve se nanasajo na pomen socialnega in custvenega razvoja v zgo-
dnjem otrostvu, zato smo faktor poimenovali socialno-custvene vescine.

O Faktor 4 zdruzuje 5 trditev, katerih utezi se gibljejo med —0,952 in —0,730. Skupaj
pojasnjujejo 7,09 % variance in se dotikajo pomena matematicnih vsebin v predsol-
skem izobrazevanju, zato smo ta faktor poimenovali matematika.

O Faktor 5 zdruzuje 4 trditve z utezmi od 0,894 do 0,527, ki skupaj pojasnjujejo 3,77 %
variance in se navezujejo na pomen umetnosti v predsolskem izobrazevanju. Faktor
smo poimenovali umetnost.

o Faktor 6 zdruzuje 5 trditev z utezmi od —0,746 do —0,355, ki skupaj pojasnjujejo
2,35 % variance. Trditve se nanasajo na pomen razvoja jezika v zgodnjem otrostvu,
zato smo ta _faktor poimenovali jezik.
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Za preverjanje zanesljivosti tako posameznih podlestvic lestvice Perspektiva star-
Sev o vilogi predsolskega izobrazevanja (PSvPR) kot tudi lestvice kot celote je bil upo-
rabljen Cronbachov a koeficient. Rezultati kazejo, da celotna lestvica izkazuje visoko
zanesljivost (0. = 0.971), podobno pa velja za vse podlestvice, saj se vrednosti Cronba-
chovega a koeficienta gibljejo med 0,898 in 0,951.

S konfirmatorno faktorsko analizo smo preverili Sestfaktorsko strukturo lestvice, pri
tem pa smo za oceno modela uporabili metodo diagonalno obtezenih najmanjsih kva-
dratov (angl. diagonally weighted least squares — DWLS). Indeksi prileganja modela so
pokazali, da je skladnost med Sestfaktorskim modelom in kovariancno matriko ustrezna,
X2 (390, N=439) = 1126,2 (koren iz povprecne kvadrirane napake ocene [RMSEA]
0,066, primerjalni indeks prileganja [CFI] 0,986, standardizirani koren iz povprecnega
kvadriranega ostanka [SRMR] 0,039). Na osnovi rezultatov smo ugotovili, da izbrani
indeksi prileganja potrjujejo Sestfaktorsko strukturo lestvice. Polega tega je vseh 30
postavk lestvice pomembno povezanih z latentnimi faktorji (p < 0,001).

Cilj studije je bil oblikovati in validirati lestvico Perspektiva starsev o vilogi pred-
Solskega izobrazevanja (PSvPR). Ekploratorna faktorska analiza (EFA) je pokazala
6-faktorsko resitev, kar je bilo nato potrjeno tudi s konfirmatorno faktorsko analizo
(CFA). Koncna verzija lestvice Perspektiva starsev o vlogi predsolskega izobrazevanja
(PSvPR) tako vkljucuje 30 trditev, ki nasicujejo 6 faktorjev: gibanje, digitalne kompe-
tence, socialno-custvene vescine, matematika, umetnost in jezik. Zanesljivost podlestvic
se giblje od a. = 0.898 do a = 0.951, zanesljivost celotne lestvice Perspektiva starsev o
vlogi predsolskega izobrazevanja (PSvPR) pa je: o. = 0.971.

Validirana lestvica Perspektiva starsev o vlogi predsolskega izobrazevanja (PSv-
PR) je ustrezno utemeljen, metodolosko korekten in uporaben instrument za nadalj-
nje raziskovanje perspektive starsev o pomenu predsolskega izobrazevanja za otrokov
razvoj. Na ta nacin predstavlja pomemben doprinos v raziskovanju predsolskega izo-
brazevanja. Potrebno pa se je zavedati, da je bila lestvica Perspektiva starsev o viogi
predsolskega izobrazevanja (PSvPR) validirana v socio-kulturno-izobrazevalno spe-
cificnem okolju, zato jo je potrebno za morebitne raziskave v drugih okoljih ustrezno
preveriti in prilagoditi.
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POVZETEK — V sodobni druzbi digitalne kompetence
Studentov niso vec samo priporocljive, ampak nuj-
ne za akademski in profesionalni uspeh. Studentom
omogocajo, da kriticno ocenjujejo informacije, resu-
jejo probleme in komunicirajo v razlicnih digitalnih
oblikah, kar je kljucno za njihovo uspesno vkljuceva-
nje v delovno okolje. V luci teh potreb se raziskava
osredotoca na digitalno pismenost Studentov v viso-
kosolskem izobrazevanju, ki je kljucna za ucinkovito
uporabo digitalnih tehnologij in informacijskih virov.
Uporabljeni kvantitativni pristop in deskriptivna me-
toda s spletnim anketiranjem prek orodja 1KA.si sta
pokazala, da Studenti v povprecju dosegajo visoko sto-
pnjo digitalne pismenosti z znacilnimi razlikami med
Studijskimi programi. Raziskava poudarja pomen ne-
nehnega izobrazevanja, razvoja kriticnega misljenja
in ustvarjanja spodbudnega okolja za uporabo digi-
talnih orodij v izobrazevalnem procesu, kar omogoca
maksimalen izkoristek dostopnih informacij in pripra-
vijenost Studentov na prihodnje izzive. Poudarjena je
potreba po prilagajanju izobrazevalnih strategij.
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ABSTRACT — In modern society, digital skills are no
longer just recommended for students, but essential
for academic and professional success. They enable
students to critically evaluate information, solve
problems and communicate in various digital formats,
which is crucial for a successful integration into the
workplace. Given these requirements, the study fo-
cuses on the digital literacy of students in higher edu-
cation, which is crucial for the effective use of digi-
tal technologies and information resources. Using a
quantitative approach and a descriptive method with
an online survey via the tool 1KA.si, it was found that,
on average, students achieve a high level of digital
literacy, with significant differences between degree
programmes. The research highlights the importance
of continuous education, the development of critical
thinking and the creation of a supportive environment
Sfor the use of digital tools in the educational process
that maximises the use of available information and
prepares students for future challenges. The need to
adapt educational strategies is emphasised.

Digitalna pismenost predstavlja Studentovo zmoznost upravljanja z digitalnim sve-

tom. Student, ki je digitalno pismen, zna uporabljati osnovne ratunalniske programe, ki
mu v vecini primerov lahko v veliki meri olaj$ajo delo. Posamezniku prav tako omogo-
¢a neomejen dostop do velikega Stevila podatkov in uporabo naprednih programov za
raziskovanje in ucenje (Lopez-Meneses idr., 2020). Digitalna pismenost zajema vrsto
veséin za profesionalni in osebni razvoj v digitalnem gospodarstvu (Arango-Morales
idr., 2020). Digitalno kompetenco lahko razumemo kot sposobnost, da znamo ucinko-
vito uporabljati tehnologijo za izboljSanje vseh podro¢ij nasega vsakdanjega zivljenja.
Vendar digitalna kompetenca ni le izolirana spretnost, ki jo je treba razviti, temvec¢ gre
za vrsto spretnosti, sposobnosti in stali$¢, ki jih je treba uporabiti na razli¢nih podro¢jih
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in v razliénih dimenzijah znanja (Ferrari idr., 2013). Moznost pridobivanja splosnih
znanj in kompetenc lahko vpliva tudi na Studentov karierni razvoj (Blazic, 2021).

Z razvojem informacijsko-komunikacijske tehnologije (v nadaljevanju IKT) zivi-
mo v druzbi, ki nas spodbuja in usmerja k izpopolnjevanju znanja in ves¢in za uspesno
zivljenje. Digitalna pismenost je osnovna sposobnost posameznika za delovanje v digi-
talnem svetu in je nujna za razumevanje in uc¢inkovito uporabo IKT (Alkan in Meinck,
2016). Z razvojem informacijske in komunikacijske tehnologije so se pojavili novi na-
&ini podajanja znanja in uéenja, ki ustrezajo potrebam in izzivom sodobne druZbe (Si-
munovié¢, 2021). Spretnosti, ki jih potrebujemo za ucinkovito in kakovostno ucenje v
IKT podprtih u¢nih okoljih, so neloc¢ljivo povezane z digitalno kompetenco posamezni-
ka, ki se nanaSa na suvereno in kriticno uporabo digitalnih tehnologij na vseh podroc¢jih
zivljenja. Pridobivanje informacij in komuniciranje pa sta namenjena tudi reSevanju
razli¢nih tezav (Kristl, 2016). Digitalne kompetence predstavljajo temeljne kompetence
drzavljana v sodobni druzbi in Evropski uniji ze od leta 2005. Zaradi hitrega razvoja
tehnologij se merila za digitalne kompetence hitro spreminjajo. Poznavanje in uporaba
IKT obsegata le del sodobnih digitalnih kompetenc (Zakrajsek, 2018).

Martzoukou idr. (2020) navajajo, da uporaba spleta, druzbenih omrezij in drugih
medijev mladim in Studentom predstavlja veliko razli¢nih ovir, med drugim tudi pri
ocenjevanju verodostojnosti informacij, ki jih tu najdejo, ter podobne tezave. Mladi
dejansko potrebujejo podporo pri razvijanju aktivne in ozavesScene spletne udelezbe,
kriticnemu ovrednotenju spletnih informacij, aktivni razpravi o druzbenih in politicnih
temah ter razumevanju spletne dinamike, na katero lahko naletijo, ko uporabljajo splet
in druzbena omrezja (Martzoukou idr., 2020). Lopez-Meneses idr. (2020) navajajo, da
imajo skoraj vsi Studenti dostop do novih tehnologij, vendar pa so omejeni pri njihovi
uporabi zaradi pomanjkanja potrebnega znanja. To pomanjkanje je tudi eden od glavnih
vzrokov za digitalno nepismenost Studentov. Poleg tega so informacije, ki jih digitalna
tehnologija ponuja, v€asih nepreverjene, ker je relativno nova. Zato je pomembno, da
Student zna prepoznati primerne in verodostojne informacije za uporabo pri raziskova-
nju in uc¢enju (Helsper in Smahel, 2020).

Javrh idr. (2018) opisujejo, da lahko digitalna pismenost pomembno vpliva na
klju¢ne kompetence Studentov in pa tudi njihovo prihodnjo delovno uspesnost. Je po-
sameznikova temeljna sposobnost, da deluje v digitalnem svetu. Ena izmed prvih defi-
nicij digitalne kompetence pojmuje kot “sposobnost razumevanja in rabe informacij v
razli¢nih oblikah in iz razli¢nih virov, kadar so ta predstavljena s pomocjo racunalnika”.
Je zmoznost pravilne in kriticne uporabe tehnologij na razlicnih podroc¢jih, klju¢ni se-
stavni del pa je digitalna kompetenca (Javrh idr., 2018).

Internet in njegov ucinek naraScata, posledicno pa postaja digitalna pismenost po-
memben dodatek k tradicionalnim spretnostim (Vaart in Drossaert, 2017). Digitalne
kompetence lahko razlagamo kot znacilnosti in digitalne zmoznosti posameznika, ki se
kazejo v spretnostih, znanju, prepric¢anjih in vsem ostalem, kar potrebuje posameznik,
da z lahkoto skladno z normami delovne uspesnosti in pri¢akovanji opravi predpisano
nalogo (World Medical Association, 2013). Ko mladi izkoristijo svoje tehni¢ne vescine,
je ucenje bolj smiselno. To podpira tudi visokosolske cilje digitalne pismenosti (Bertok
in Frangez, 2022).
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Individualna digitalna komunikacija vkljucuje “notranjo sposobnost u¢inkovite-
ga komuniciranja z uporabo digitalnih orodij, kolektivna digitalna komunikacija pa
vkljuc¢uje medosebno sposobnost u¢inkovitega sodelovanja z drugimi v komunikacij-
skem procesu z uporabo digitalnih orodij” (Arango-Morales idr., 2020). Wechtersbach
(2010) navaja, da morajo digitalne kompetence tako vsebovati zavedanje o razli¢nih
nacinih uporabe IKT, hkrati pa moramo razumeti vlogo le-te tako pri delu kot tudi v
vsakodnevnem zasebnem in druzbenem zivljenju. Ta sposobnost vkljucuje spretnosti
za ucinkovito in uspesno urejanje daljSih besedil, uporabo preglednic in baz podatkov,
shranjevanje, iskanje, obdelavo in uporabo podatkov ter razlikovanje pomembnih in-
formacij od dezinformacij. Obsega pripravo uspesnih predstavitev informacij na razlic-
nih medijih ter sposobnost njihove interpretacije na razlicne nacine, komuniciranje in
ne nazadnje ozavescenost 0 moznih nevarnosti uporabe te tehnologije (Wechtersbach,
2010). Florjanci¢ (2014) navaja, da razvoj IKT vpliva na nase delovanje in zivljenje,
zato se visokoSolsko izobraZzenje tem spremembam ne bo moglo izogniti. IKT spre-
minja poucevanje in ucenje ter procese upravljanja in vodenja ter tudi administrativne
procese (Florjancic, 2014).

Namen in cilji

Namen raziskave je raziskati in predstaviti digitalno pismenost studentov v visoko-
Solskem izobrazevanju in ugotoviti seznanjenost o uporabi digitalnih naprav. Cilj razi-
skave je analizirati digitalno pismenost Studentov ter ugotoviti, kateri dejavniki vplivajo
na razli¢éne komponente, ki jih vprasalnik meri. Na podlagi navedenega smo zastavili
sledeci raziskovalni vprasanji:

o Kaksne so digitalne kompetence Studentov?
o Kako demografski in drugi dejavniki Studentov oblikujejo njihovo digitalno pismenost?

2 Metodologija

Raziskava temelji na kvantitativnem raziskovalnem pristopu ter deskriptivni me-
todi dela.

Opis instrumenta

Kot merski instrument smo uporabili vprasalnik, ki je nastal na podlagi pregleda
literature (Barboutidis in Stiakakis, 2023; Hajduova idr., 2020; Nowak, 2019; Pedaste
idr., 2023; Sarva idr., 2023; Tzafilkou idr., 2022), z namenom pridobiti podatke o digi-
talni pismenosti Studentov v visokoSolskem izobrazevanju.

Vprasalnik smo oblikovali s pomocjo spletnega orodja 1KA in ga ponudili $tuden-
tom v izpolnjevanje. Je iz dveh delov. Prvi del vkljucuje vprasanja zaprtega tipa, kjer
so udelezenci odgovarjali na vpraSanja o spolu, starosti, letniku in na¢inu Studija. Drugi
del vprasalnika sestavlja 25 trditev, ki jih anketiranci ocenjujejo na podlagi 5-stopenj-
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ske Likertove lestvice, kjer 1 pomeni “popolnoma se ne strinjam”, 5 pa “popolnoma se
strinjam”. Mozni rezultati se gibljejo med 25 (najniZja mozna vrednost) in 125 (najvisja
mozna vrednost), pri ¢emer visji rezultat nakazuje visjo digitalno pismenost med Stu-
denti. Mediana je dolocena pri 75 tockah.

Opis vzorca

V raziskavo so bili vkljuéeni Studenti ene izmed slovenskih fakultet za zdravstvene
vede. Pri vzpostavljanju stikov z anketiranci je sodeloval referat za Studentske zade-
ve, na katerega smo naslovili prosnjo in je kasneje Studentom posredoval povezavo do
spletne ankete.

Studenti, ki so vpraalnik izpolnili, so stari od 18 do 52 let (X = 22,49, 6 = 5,091).
Izpolnjenih je bilo 180 anketnih vprasalnikov. V tabeli 1 so prikazani demografski po-
datki anketirancev.

Tabela 1
Demografski podatki

Spremenljivke f %
moski 31 17,3

Spol -
zenski 148 82,7
L mesto 82 45,8

Bivalisce -
podezelje 97 54,2
. redni 175 97,8

Vrsta Studija - -
izredni 4 2,2
. . 1. stopnja 130 72,2

Stopnja Studija -
2. stopnja 50 27,8
Zdravstvena nega 60 333
Dietetika 33 18,3
Studijski program Fizioterapija 38 21,1
Aplikativna kineziologija 45 25,0
Sportna vzgoja 4 2,2

Legenda: f— stevilo, % — odstotek

Opis poteka raziskave in obdelave podatkov

Spletno anketiranje je potekalo prek spletne strani 1KA. Sodelovanje je bilo prosto-
voljno in anonimno. Spletna anketa je bila objavljena od novembra do decembra 2023.

Pridobljeni podatki so bili analizirani s pomocjo programske opreme SPSS, verzi-
ja 29 (SPSS Inc., Chicago, IL, ZDA). Za oceno notranje konsistentnosti lestvice za mer-
jenje zadovoljstva Studentov z e-izobrazevanjem smo uporabili Cronbachov a koefici-
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ent. Uporabili smo tudi deskriptivno statisticno analizo, vklju¢no z izra¢unom frekvenc,
minimalnih in maksimalnih vrednosti, povprecja in standardnega odklona.

Ker se podatki niso priblizno normalno porazdeljevali (potrjeno s Kolmogorov-
-Smirnovim testom, p <0,05), smo uporabili neparametricni Wilcoxonov test za en
vzorec, Mann-Whitneyjev in Kruskal-Wallisov test. Za statisticno znacilnost smo upo-
Stevali p < 0,05.

Raziskava je pripravljena v skladu z naceli Helsinsko-Tokijske deklaracije (World
Medical Association, 2013) in v skladu s Kodeksom etike v zdravstveni negi in oskrbi
Slovenije (2014).

3 Rezultati

Rezultati so pokazali odlicno zanesljivost celotne lestvice za merjenje digitalne pi-
smenosti med Studenti (Cronbach a = 0,902).

V tabeli 2 prikazujemo rezultate vseh 25 trditev, ki se nanasajo na digitalno pisme-
nost Studentov v visokoSolskem izobraZevanju v letu 2023.
Tabela 2
Opisna statistika ocenjenih trditev o digitalni pismenosti Studentov

Trditve Min. | Maks. X o
1 Z lahkoto lvlporab‘ljam ra;hcne dlgltglne naprave 5 5 451 0.681
(npr. racunalnik, tablico, pametni telefon).
2 Znam pOlSkatle.'aZhCljle 1pfoma01je ) 5 432 | 0.647
na spletu uc¢inkovito in hitro.
3 Prepozn_am. verodostf)] ne in zanesljive 5 5 406 | 0,699
vire informacij na spletu.
4 Razumem .osnana.pra.\fl.la glede avltorsklh | 5 388 | 0.757
pravic in deljenja digitalne vsebine.
5 Redno uporabljam digitalna orodja za | 5 442 | 0798

izdelavo dokumentov (npr. Word).

Uporabljam digitalna orodja za komunikacijo
6 pri skupinskem delu (npr. orodja One Drive 1 5 3,68 1,130
Univerze (deljenje dokumentov, map), Moodle).

Znam ustvariti in urediti digitalno

7 predstavitev (npr. PowerPoint). 2 > 4,51 0,698
g Znam upora})l] ati 'dlgltalne platforme 1 5 3.53 1,179
za izobrazevanje (npr. Moodle).
9 Redno pqsodgbbam in nvet(.lgraju]em 1 5 343 | 0928
svoje digitalne vesc¢ine.
10 Zavedam se tveganj, povezanih z varnostjo 1 5 401 | 0723

na spletu, in jih znam prepoznati.
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Trditve Min. | Maks. by o
1 Vedno seAlzogllbam sumljlv1mvp.ovezavam ) 5 446 | 0719
in priponkam v e-posti.
12 Znam za§cititi svojo digitalno | 5 3.67 | 0.891
zasebnost in podatke.
13 Sode}ujem v dlgltalmh razprayah S 1 5 3,73 1,017
spoStovanjem in razumevanjem.
14 anm upo.ral.aljatl ghg}taln.a Qrodja za | 5 3.63 | 0,997
oblikovanje in urejanje slik in grafik.
Pocutim se udobno pri u¢enju o novih
15 digitalnih orodjih in programih. ! > 3,73 1 0,950
16 Razumqm pomen digitalne etike | 5 378 | 0,919
pri interakciji na spletu.
17 Uporabljgm c}}gltalna orodja za nacrtovanje 1 5 3.89 1118
in organizacijo (npr. koledarji, opomniki).
18 Znam an'f111_21rat1 in krltlén_q presoditi 1 5 3.82 | 0.756
digitalne informacije.
19 Uporabljam druzbenavgmreZJa | 5 436 | 0.731
na odgovoren nacin.
20 Poznam osnovne uhepe za zascito 1 5 3.92 | 0.829
svoje digitalne identitete.
21 Razgmem, kztko algorl'Fn.n in 1_sk.aln1k1 del_g)ejo, | 5 3.64 1,025
in to upostevam pri iskanju informacij.
29 SodelEJ:em v.digitalm'h slfupnosvtih.in | 5 3,16 | 1,183
omrezjih za izobrazevanje in ucenje.
Znam uporabljati digitalna orodja za vizualizacijo
23 podatkov (npr. grafikoni, infografike). ! > 3,34 1 LI30
Zavedam se vpliva digitalne
24 tehnologije na druzbo in kulturo. ! 3 4,21 0,703
Redno reflektiram in ocenjujem svojo
2 uporabo digitalnih tehnologij in orodij. ! 3 318 1,096

Legenda: min. — minimum; maks. — maksimum; X — povprecje; ¢ — standardni odklon

ey

koto uporabljam razli¢ne digitalne naprave (npr. racunalnik, tablico, pametni telefon)”
(X=4,51; 6 =0,681) in “Znam ustvariti in urediti digitalno predstavitev (npr. Power-
Point)” (X=4,51; 6 = 0,698), kar lahko pomeni, da $tudenti dobro obvladajo osnovne
digitalne funkcije in vesCine digitalnega predstavljanja. Po drugi strani pa sta trditvi
“Sodelujem v digitalnih izobrazevalnih okoljih in omrezjih za poucevanje in ucenje”
(X=3,16; 6=1,183) in “Redno razmisljam o uporabi digitalnih tehnologij in orodij
ter jo ocenjujem” (X = 3,18; o = 1,096) dosegli najnizje povprecne ocene, kar kaze na
relativno Sibko ali manj pogosto sodelovanje v digitalnih izobrazevalnih skupnostih in
razmisljanje o uporabi digitalnih orodij.
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Rezultati so Se pokazali, da je mediana vrednosti digitalne pismenosti med §tudenti,
ki so sodelovali v raziskavi, znaSala 97 tock na lestvici od 25 do 125 moznih tock, kar
odstopa od predpostavljene mediane v vrednosti 75 tock, kot je bilo doloceno s tockov-
nikom (95-odstotni interval zaupanja [94,94; 98,56]; p < 0,001).

Tabela 3 prikazuje rezultate, ki se navezujejo Se na preostale demografske in druge
znacilnosti anketirancev, kjer smo za ugotavljanje morebitnih razlik med njimi glede
digitalne pismenosti uporabili Mann-Whitneyjev U-test in Kruskal-Wallisov H-test.

Tabela 3

Tockovanje lestvice za merjenje digitalne pismenosti Studentov

Spremenljivke M IQR X o U/y? test p
motki 100,00 17 99,58 12,18
Spol 19755 | 0,224
zenski 97,00 15 96,18 12,33
podezelje 96,00 16 96,45 11,61
Bivalise 3820 0,649
mesto 98,00 15 97,52 12,62
redni 97,00 15 96,63 12,40
Vista 2515 | 0336
Studija izredni 99,50 15 102,25 8,50
- 1. stopnja 96,50 16 96,32 11,99
S;t"g‘IJa : 29615 | 0,357
Studija 2. stopnja 99,00 16 97,88 13,15
Zdravstvena
nega 100,00 12 98,75 12,33
Dietetika 94,00 18 91,30 11,85
FS)trtcl)cgi;lrjasrl;l Fizioterapija | 98,50 21 99.50 | 1345 | 1118 | 0025
k’.*phlfa“"‘?? 95.00 15 9598 | 10,85
ineziologija
Sportna | ¢, 5, 15 9425 | 8,50
vzgoja

Legenda: M — mediana; IQR — interkvartilni razmik; X — povprecje, o — standardni odklon,
U-test — Mann-Whitneyjev test; ¥2 — Kruskal-Wallisov test, p — statisti¢cna pomembnost

Rezultati so pokazali, da se vrednosti mediane ocen digitalne pismenosti raz-
likujejo glede na spol, bivalis¢e, vrsto in stopnjo Studija ter Studijski program
(M =91,50-100,00; IQR = 12-21). Analiza s pomoc¢jo Mann-Whitneyjevega U-testa
in Kruskal-Wallisovega H-testa ni pokazala statisticno pomembnih razlik v digitalni
pismenosti na osnovi spola (p > 0,05), bivalis¢a (p > 0,05), vrste Studija (p > 0,05) in
stopnje Studija (p > 0,05). Statisti¢cno pomembna razlika (p = 0,025) je bila ugotovljena
pri Studentih razli¢nih Studijskih programov, kjer so Studenti zdravstvene nege dosegli
najvisjo vrednost mediane (M = 100,00; IQR = 12), medtem ko so Studentje Sportne
vzgoje zabelezili najnizjo (M = 91,50; IQR = 15).
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4 Diskusija

V raziskavi smo s pomocjo deskriptivne in kvantitativne raziskovalne metode pred-
stavili in analizirali digitalno pismenost §tudentov v visokoSolskem izobrazevanju in
ugotovili njihovo seznanjenost z digitalnimi napravami. Danasnja druzba zahteva nove
oblike organizacije druzbenega, politicnega, gospodarskega in izobrazevalnega zivlje-
nja, zato so potrebni novi strokovnjaki s Sirokim naborom spretnosti, ki vkljucujejo
digitalne kompetence (Cabero idr., 2018). Razli¢ni avtorji so kompetence opredelili
kot proces, ki l[judem omogoca ustvarjalno resevanje problemov, izvajanje dejavnosti,
oblikovanje vprasanj, iskanje ustreznih informacij ter analiziranje, razumevanje in raz-
misljanje, ko uporabljajo svoje znanje kot odziv na zahteve realnega sveta (Bancroft
idr., 2016). Bejakovi¢ in Mrnjavac (2020) navajata, da so koncepti digitalne pismenosti,
spretnosti in kompetenc postali klju¢ni pojmi, ko govorimo o vescinah, ki jih posame-
znik potrebuje za uspesno sodelovanje v druzbi. Razli¢ne metode za opredelitev osre-
dnjih elementov digitalnih kompetenc vkljucujejo vescine, potrebne za samozavestno,
kriticno, sodelovalno in ustvarjalno uporabo digitalnih tehnologij z namenom doseci
cilje, povezane z delom, izobrazbo in prosti ¢as ter aktivno vkljucevanje in sodelovanje
v digitalnih druzbah (Tzafilkou idr., 2022).

S prvim raziskovalnim vprasanjem smo zeleli izvedeti, kaksne so digitalne kom-
petence visokoSolskih §tudentov. Ugotovili smo, da so Studenti zelo dobro digitalno
pismeni, saj so na podlagi to¢kovane lestvice dosegali rezultate, ki so bili nad pov-
prec¢jem. V podobni raziskavi avtorja Erdat idr. (2023), ki je bila izvedena z namenom
ugotoviti digitalno pismenost Studentov zdravstvene nege, so dosegali raven zelo dobre
digitalne pismenosti. Podobne rezultate smo dobili tudi v nasi raziskavi, in sicer so §tu-
denti pokazali dobre digitalne kompetence. Zaradi priblizno enake povprecne starosti
ter porazdelitve vzorca med spoloma ugotovimo, da je digitalna pismenost Studentov
zdravstvene fakultete zelo dobra. Erdat idr. (2023) navajajo, da je digitalna pismenost
povezana s tehni¢nimi, kognitivnimi in socialno-Custvenimi dejavniki, kar se ocenjuje
z modelom digitalne pismenosti.

Atoy idr. (2020) so na Filipinih izvedli raziskavo z namenom, da bi ugotovili vpliv
CujecCnosti na digitalno pismenost in uporabo spleta pri iskanju informacij. V raziskavi
je sodelovalo 321 studentov. Ugotovili so, da je digitalna pismenost povezana z uspe-
$nim iskanjem in pridobivanjem informacij s spleta ter lahko pomembno vpliva na u¢ne
rezultate posameznika. Posameznikova sposobnost razumevanja, u¢inkovite uporabe in
interakcije z digitalnimi in informacijskimi tehnologijami lahko vpliva na to, v kolik$ni
meri lahko doseze uspeh pri uc¢enju (Su, 2021). Digitalna pismenost podpira koncept
vsezivljenjskega ucenja. Posamezniki lahko s pomocjo spletnih tecajev, spletnih se-
minarjev in drugih digitalnih uénih virov posodabljajo svoje znanje, ne da bi jih pri
tem omejevale fizicne in casovne omejitve (Su, 2023). Digitalna pismenost lahko pri
uéenju spodbuja ustvarjalnost in re§evanje problemov. Studenti z dobrimi digitalnimi
spretnostmi bodo morda pogosteje uporabljali digitalna orodja za oblikovanje ustvarjal-
nih projektov, vizualnih predstavitev ali inovativnih resitev danih nalog (Barlow-Jones
in Westhuizen, 2017).

Uporaba informacijsko-komunikacijskih tehnologij v izobrazevalnem procesu je
torej eden od kljucnih nacinov za povecanje motivacije za ucenje. Te tehnologije ne
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spodbujajo le razvoja ustvarjalne osebnosti Studentov, temve¢ spodbujajo tudi razvoj
ustvarjalne osebnosti uciteljev. Informacijske in komunikacijske tehnologije pomagajo
pri zadovoljevanju osnovnih ¢loveskih potreb, pri cemer lahko izpostavimo komunika-
cijo, izobrazevanje in samouresnic¢evanje (Abdullayev, 2020). V raziskavi Saxena idr.
(2018), ki je bila izvedena v Indiji z namenom ugotoviti digitalno pismenost Studentov
ter njihovo percepcijo o uporabi mobilnih telefonov in spleta v u¢ne namene, je sode-
lovalo 260 studentov. Ugotovili so, da Studentje izkazujejo Zeljo o vkljucevanju IKT v
ucne namene ter redni program izobrazevanja. Avtorji so navedli, da 96 % Studentov,
ki so sodelovali v raziskavi, uporablja splet. Atoy idr. (2020) navajajo, da vecja upora-
ba spleta lahko vpliva na izboljsanje posameznikove digitalne pismenosti ter izboljsa
spletne vescine. Vpliv u¢nih izidov na digitalno pismenost se nanasa na to, kako na ra-
ven razumevanja in obvladovanja digitalne tehnologije in informacij na splosno vpliva
raven izobraZevanja in ucenja, ki ga je oseba opravila. Digitalna pismenost vkljucuje
sposobnost dostopa, analize, vrednotenja, uporabe in uc¢inkovitega sodelovanja z digi-
talno tehnologijo (Lingga idr., 2022).

Pri drugem raziskovalnem vprasanju smo Zeleli ugotoviti, kako demografski in dru-
gi dejavniki Studentov oblikujejo njihovo digitalno pismenost. Ugotovili smo statisti¢no
znacilno razliko v digitalni pismenosti med Studijskimi programi. In sicer so Studen-
ti fizioterapije izkazovali najvisjo digitalno pismenost, medtem pa Studenti dietetike
najnizjo vrednost digitalne pismenosti. Digitalna pismenost omogoca lazji dostop do
razli¢nih virov informacij in uénih gradiv prek spleta. Studenti in ugitelji lahko hitro in
ucinkovito dostopajo do ucnih gradiv, e-knjig, znanstvenih revij, uénih videoposnetkov
in razli¢nih drugih uénih virov. Studenti, ki imajo dobro digitalno pismenost, lahko
razvijajo tudi spretnosti reSevanja problemov (Duran idr., 2021).

Omejitve raziskave

Raziskava se sooca z ve¢ omejitvami, ki lahko vplivajo na generalizabilnost in
interpretacijo rezultatov. Prvi¢, velikost vzorca je bila omejena na 180 udelezencev, kar
je relativno majhno Stevilo in bi lahko vplivalo na mo¢ in robustnost statisti¢nih analiz.
Drugic, izvedba raziskave je bila omejena na samo eno slovensko fakulteto, kar omejuje
zmoznost posplo$evanja ugotovitev na SirSo populacijo Studentov. Poleg tega, Ceprav je
bil merski instrument ocenjen z visokim Cronbachovim alfa koeficientom zanesljivosti
(0.=10,902), nismo izvedli dodatnih preliminarnih testov za preverjanje merskih zna-
Cilnosti, kot sta konstruktivna veljavnost ali test-retest zanesljivost. To pomeni, da so
morebitne omejitve v merskem instrumentu lahko ostale nespoznane in neobravnavane,
kar vpliva na verodostojnost merjenja digitalne pismenosti.

5 Zakljudek

Digitalna pismenost se izkaze kot kljucna spretnost, ki vpliva na uspesnost $tu-
dentov v sodobni druzbi, nasi¢eni z informacijsko-komunikacijsko tehnologijo (IKT).
Studenti, ki razpolagajo z dobro digitalno pismenostjo, imajo sposobnost ucinkovite-
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ga upravljanja z digitalnim svetom, kar vkljucuje uporabo racunalniskih programov,
kriti¢no ovrednotenje informacij na spletu ter aktivno sodelovanje in komunikacijo v
digitalnem okolju. Povzamemo lahko, da digitalna pismenost postaja kljucna spretnost
za uspesno Zivljenje, saj omogoca neomejen dostop do informacij in uporabo naprednih
tehnologij za raziskovanje in uc¢enje. Kljub temu pa se pojavljajo tudi izzivi, kot so oce-
njevanje verodostojnosti informacij na spletu in ustrezna uporaba digitalnih tehnologij.

Pomemben vidik digitalne pismenosti je tudi sposobnost kriticnega razmisljanja
in lodevanja med razliénimi viri informacij. Studenti se soo&ajo z izzivi pri uéenju v
IKT podprtih okoljih, zato je kljucno razvijati njihove spretnosti za aktivno in ozave-
$¢eno sodelovanje na spletu, njihovo kriticno ovrednotenje informacij ter razumevanje
digitalne dinamike. Digitalna pismenost ne le vpliva na trenutno Studijsko izkusnjo,
temvec¢ ima tudi dolgoroc¢ne posledice na prihodnjo delovno uspesnost posameznikov.
Sposobnost u¢inkovitega delovanja v digitalnem svetu postaja nepogresljiva v sodobni
druzbi, zato je nujno razvijati digitalne kompetence, ki vkljucujejo razli¢ne vidike, kot
so uporaba tehnologije, digitalna komunikacija in sposobnost kriticnega razmisljanja. S
tem se posameznik opremi za uspesno navigacijo v digitalnem okolju ter izkoristi vse
prednosti, ki jih prinasa digitalna doba.

Denis Karahasanovié, AndraZ Sterk, Mirzeta Nuhié, Armin Nuhié, Mirko Prosen, PhD,
Sabina Licen, PhD

Digital Literacy for Students in Higher Education: A Pilot Study

Digital literacy among university students is a multifaceted area that encompasses
the ability to navigate, understand, evaluate and create information using digital tech-
nologies. In today's digitalised society, this skill has evolved from a mere advantage
to a basic requirement for academic, professional and personal success. As “digital
natives”, university students are often assumed to have innate digital skills. However,
the reality is more nuanced, as the level of digital literacy depends on factors such as
educational background, socio-economic status and personal interests (Lopez-Meneses
etal., 2020; Alkan & Meinck, 2016).

The scope of digital literacy goes beyond the basic mastery of software and digital
devices. It also includes critical thinking and ethical reasoning in digital environments,
skills necessary to recognise the reliability of online sources, protect personal data
and behave responsibly on social media platforms. For students, this competence is
critical not only for academic purposes, such as research and academic integrity, but
also for their future careers as the workplace increasingly relies on digital tools and
platforms for communication, collaboration and information management. Educational
institutions are playing a central role in promoting digital literacy by integrating it into
the curriculum, rather than treating it as a separate skill. This approach encourages
students to use digital tools contextually, which enhances their learning experience and
prepares them for the complexity of the digital world. For example, assignments that
require students to evaluate online sources, use digital collaboration tools or create
digital content can foster practical digital competences. However, it remains a chal-
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lenge to promote digital literacy among university students in an equitable way. Access
to technology and quality digital education can be unequal, reflecting wider socio-eco-
nomic inequalities. Universities need to address these gaps by providing resources such
as computer labs, digital tool training and support services to ensure that all students
have the opportunity to develop their digital skills domains (Arango-Morales et al.,
2020; Ferrariet al., 2013).

In addition, the rapid pace of technological change requires that the teaching of
digital skills is a continuous process that adapts to new tools, platforms and digital
practices. Therefore, universities should focus not only on the current digital tools but
also on promoting adaptability and lifelong learning attitudes towards technology. As
digital tools and platforms become ubiquitous, the ability to navigate, interpret and
utilise these resources becomes critical. The pilot study “Digital Literacy for Students
in Higher Education: A Pilot Study” addresses this evolving educational need.

Digital literacy encompasses the skills students need to navigate a digital world.
It is no longer enough to operate simple computer programmes, students also need
to access a wealth of data and use advanced tools for research and learning. Digital
literacy is fundamental to the understanding and effective use of information and com-
munication technologies (ICT) (Lopez-Meneses et al.; Alkan & Meinck, 2016). It is
associated with key competences necessary for living and working in a digital economy
and encompasses a range of skills, abilities and attitudes applied in different domains
(Arango-Morales et al., 2020, Ferrari et al., 2013). As ICT continues to advance, the
study emphasises the need for students to develop digital competencies in order to suc-
cessfully navigate this landscape. However, challenges remain, such as assessing the
credibility of online information and participating effectively in digital discourse (Mar-
tzoukou et al., 2020). Furthermore, there is a knowledge gap that can lead to digital
illiteracy, which emphasises the importance of distinguishing between reliable and un-
reliable online information (Helsper & Smahel, 2020).

The aim of the study was to investigate and present the level of digital literacy
among university students and to determine their familiarity with digital devices. The
aim was to analyse the students’ level of digital literacy and determine which factors
influence the different components assessed by the questionnaire.

A quantitative research approach and a descriptive methodology were used. The
survey instrument was created based on a literature review (e.g. Barboutidis & Stiaka-
kis, 2023; Hajduova et al., 2020) and targeted different aspects of digital literacy. The
questionnaire was divided into two sections: demographic information and a Likert
scale to rate 25 statements on digital literacy. The study included students from a Slo-
venian faculty of health sciences. A total of 180 students aged between 18 and 52 took
part in the survey, in which demographic data and self-assessments of digital compe-
tence were collected. The survey was conducted online via the 1KA platform. The data
was analysed with the SPSS software, version 29, using Cronbach's alpha coefficient
to assess the reliability of the digital literacy scale. Non-parametric tests, including the
One-Sample Wilcoxon Signed Rank Test and the Mann-Whitney and Kruskal-Wallis
tests, were used to determine statistical significance.

The study showed a high reliability of the digital literacy scale (Cronbach a. = 0.902).
The results show that the statements “I can easily operate different digital devices”
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(x=4.51;0 = 0.681) and “I know how to create and edit a digital presentation” (x = 4.51;
o = 0.698) stood out with the highest mean scores, indicating that students have a good
command of basic digital functions and presentation skills. On the other hand, “I par-
ticipate in digital educational environments and networks for teaching and learning”
(x =3.16; 0 = 1.183) and “I regularly reflect on and evaluate my use of digital technolo-
gies and tools” (x = 3.18; o = 1.096) scored the lowest, indicating a relative weakness
or lower frequency in participating in digital educational communities and reflecting on
the use of digital tools. The results also showed that the median digital literacy score
among students who participated in the study was 97 points on a scale of 25 to 125 pos-
sible points, which differs from the presumed median score of 75 points determined by the
scoring system (95 % confidence interval [94.94; 98.56]; p < 0.001). The results showed
that the median values of digital literacy scores differ according to gender, residence, type
and level of study, and study programme (M = 91.50 to 100.00; IQR = 12 to 21). Analy-
sis using the Mann-Whitney U test and Kruskal-Wallis H test did not reveal statistically
significant differences in digital literacy based on gender (p > 0.05), place of residence
(p > 0.05), type of study (p > 0.05), and level of study (p > 0.05). A statistically signifi-
cant difference (p = 0.025) was found between students of different study programmes,
with nursing students achieving the highest median score (M = 100.00; IQR = 12), while
physical education students’score was the lowest (M = 91.50; IOR = 15).

This study examined the digital literacy of university students and showed that they
have a high level of competence in navigating and using digital technologies. The re-
search, which used descriptive and quantitative methods, found that today’s students
are proficient in a wide range of digital skills, from problem solving to creative content
creation, reflecting the increasing demand for such skills in today s professional and
personal domains. Despite varying levels of digital literacy across degree programmes,
with nursing students at the forefront, the findings highlight the integral role of digital
literacy in accessing and making effective use of various online resources, including
educational materials and lifelong learning tools. The study emphasises the importance
of digital literacy in improving learning outcomes, fostering creativity and supporting
the effective use of information and communication technologies in education, thus
preparing students for the evolving demands of the digital age. Limitations of the study
include the limited sample size and the focus on one educational institution, which re-
stricts the generalisability of the results. In addition, the lack of further pre-testing of
the survey instrument could leave potential limitations unaddressed, which could affect
the credibility of the measurement.

Digital literacy is proving to be a key qualification for the success of students in
an ICT-permeated society. Well-developed digital literacy enables efficient use of the
digital world, including the use of computer programmes, critical evaluation of online
information and active digital engagement. The study concludes that digital literacy
is important not only for the current academic experiences but also has implications
for future career success and requires the development of comprehensive digital skills.
The research emphasises the need for future professionals to have digital skills. These
include skills, knowledge, beliefs and anything else required to fulfil tasks in line with
work performance standards and societal expectations. It also advocates the use of ICT
in educational processes to increase motivation to learn, meet basic human needs and
support self-actualisation.
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