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ABSTRACT

This study aims to elaborate, compare and revise the char-
acteristics, trends and connections between the orientation
of certain study programs on the labour market demands
through the development of entrepreneurship by using the-
oretical and comparative approach. Accordingly, a qual-
itative methodological approach was used, that is, data
collection through document analysis as well as the trend
analysis method.

The results indicate the presence and/or absence of a large
number of outcomes related to entrepreneurial competen-
cies and the potential relevance of individual study pro-
grammes. Special attention is focused on the analysis of
the learning outcomes visible in the syllabi of eighteen un-
dergraduate, graduate and integrated study programs con-
ducted at the Josip Juraj Strossmayer University of Osijek.
There is a difference in study programmes designed in the
last five years, while other study programmes which have
been delivered at the University of Osijek for many years
retain the tradition, but also the need to change for new
generations. The trend analysis highlights the ever-increas-
ing relevance and, therefore, the orientation on the labour

KEYwORDS:

entrepreneurial competencies, la-
bour market, learning outcomes,
study programmes
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market of those study programmes that were created in the
last five to seven years. As a result, one can conclude that
students outside the faculties of economics do not acquire
enough competencies for entrepreneurship. In addition to
revising study programmes, it is necessary to offer new
elective courses at different levels of education, but also
free elective courses that would give students a wider
knowledge and the possibility of acquiring entrepreneurial
competencies during their studies.

All of the above is a response to the challenges that the
young face when completing their higher education. One
of the indicators of the necessity of introducing changes is
the growing number of teaching staff who decide to change
their profession upon completing their studies or who enter
the private sector (OECD, 2008; 2016; 2019). In this sense,
the development of entrepreneurial competencies strength-
ens competitiveness on the market but also contributes to
the sense of a complete professional competence.

9.3.2026. 9:55:25
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1. INTRODUCTION

The academic community has long been aware of the need to adapt to the needs
of the labour market. Both in the direction of increasing the number of courses
that will increasingly direct students towards practice, as well as towards global
trends and innovations of a particular profession. Most important advantage of
universities with many students is their practically-oriented education. One of
the key features of practice-oriented education is connection with private sector
companies (Geijsel, 2010; Stani¢, Bolfek & TrSinski, 2016).

Labour-market orientation in higher education refers to the strategic and oper-
ational efforts of institutions to align academic programs with the evolving needs
of the workforce and the broader economy. It encompasses the design of curricula
that equip students not only with theoretical knowledge but also with the prac-
tical skills and competencies demanded by employers. This approach involves
ongoing assessment of educational outcomes, including graduate employability,
the quality of job alignment, and the capacity of graduates to generate value in
professional and societal contexts. A labour-market-oriented approach relies on
proactive collaboration between universities, industry partners, and governmental
entities to ensure that educational offerings remain relevant to current and future
workforce requirements. It emphasizes flexible curricula and experiential learning
opportunities, such as internships, project-based learning, and collaborative initi-
atives, which develop competencies directly applicable in professional practice.

Furthermore, effective labour-market orientation requires comprehensive insti-
tutional governance, including strategic policies, financial instruments, and coor-
dination mechanisms to maintain the relevance and quality of education. Modern
interpretations also stress ethical and sustainable practices, recognizing that re-
sponsiveness to labour market demands must be balanced with the preservation
of academic integrity and the social mission of education. Properly implemented,
this orientation enhances graduate employability, fosters the development of en-
trepreneurial and professional skills, and contributes to broader economic and
societal advancement.

In recent years, there has been a marked increase in interest in higher education
programs designed to systematically develop entrepreneurial competences. Re-
search analyses demonstrate a sustained growth in scientific publications within
the field of entreprencurship education, highlighting emerging research trends and
expanding conceptual domains (Rachmatilah, 2024; Cervantes Mufioz, Devece,

11
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& Peris Ortiz, 2024). Concurrently, universities are strengthening institutional
support frameworks, as the perception of institutional encouragement has been
shown to significantly enhance students’ entrepreneurial intentions, a relationship
consistently confirmed by empirical studies conducted across Europe and global-
ly (Galvao, Marques, Mendes, & Azevedo, 2024).

The position of entrepreneurship education (further in the text EE) within high-
er education has undergone a notable conceptual reconfiguration, both in Croa-
tia and internationally. Rather than functioning as a domain-specific component
of business curricula, EE is increasingly recognised as a transversal education-
al priority that contributes directly to the alignment of university programs with
complex labour-market dynamics. Empirical studies conducted in the Croatian
context indicate that universities are gradually expanding the range of pedagogi-
cal and institutional mechanisms through which entrepreneurial competences are
developed, including formal instruction, structured extracurricular opportunities,
innovation-oriented events, and the activities of university incubators. Despite
these developments, the extent and coherence of implementation continue to vary
across institutions, suggesting uneven processes of curricular integration and re-
source mobilisation (Bujan Katanec, Pisker, & Magdaleni¢, 2024). Programs fo-
cused on practical challenges such as mentorship initiatives, engagement with
role models, and project-based activities, have demonstrated particular effec-
tiveness in fostering students’ entrepreneurial orientation. Likewise, structured
courses and participation in entrepreneurial competitions play an important role
in strengthening students’ self-perception of entrepreneurial competences, which
in turn positively correlates with their intention to launch their own ventures (Bur-
hanudin, Sojanah, & Utama, 2025).

One of the most significant contemporary trends and one that carries substan-
tial theoretical implications is the increasing diffusion of entrepreneurial learning
beyond the confines of business education. Study programs in fields such as tour-
ism, engineering, the arts and various social science disciplines have begun to
incorporate EE principles with growing intentionality. These programs frequently
rely on experiential formats, including project-based learning, service-learning,
collaborative community-partner engagements, and cross-disciplinary approach-
es designed to support the development of core entrepreneurial capabilities such
as opportunity identification, creative problem-solving, cooperative work prac-
tices and the ability to navigate uncertainty (Stefani¢, Simunovi¢, Stefani¢, &
Campbell, 2017). The expansion of EE into these disciplinary spaces illustrates

12
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an ongoing shift in understanding entrepreneurial competence as a generalist and
adaptable skill set rather than a specialised business-oriented attribute.

2. LITERATURE REVIEW

With the advent of globalization, there is also an increase in competition among
universities, so accordingly, educational strategists should fight for their stable
position on the so-called educational market. Also, working at a certain faculty
should be one of the most desirable jobs, but also a reflection of quality and pres-
tige. One of the most important aspects in preserving the university’s position on
the domestic and international market is quality education.

2. 1. Development of students’ entrepreneurial competences

According to the Organisation for Economic Co-operation and Development
[OECD] (2005), competencies are a multidimensional concept that consist of
personal components (knowledge, cognitive abilities, motivation, attitude, and
emotions), social components (context knowledge), and conducts (activities, be-
haviours, initiative) used in specific situations or contexts. Earlier research em-
phasized the necessity of implementing entrepreneurial content and acquiring
entrepreneurial practical experience through innovating university courses (Gao,
Zhuang, & Chang, 2021). Investing in additional outcomes that would be aimed
at the entrepreneurial competencies of students at the university level can also
be understood as an investment in the future. The authors point out that students
who attend such study programs could be entrepreneurial investors because in the
future they can “trade” their knowledge by offering themselves to more places
that are offered on the labour market (Orfalea, Helfert, Lowe & Zatkowsky, 2008;
Chaker, & Jarraya, 2021).

Entrepreneurial competence, in addition to stimulating the growth of new com-
panies, influences the development of an entrepreneurial way of thinking and
more effective use of the creative potential of existing knowledge and skills. For
this reason, the interest in educational programs that encourage and develop en-
trepreneurial competence is increasing (Sedlan Konig, 2013).

Recent research refers to the need for a more open attitude of society towards
entrepreneurship and the need for a multidisciplinary approach in the form of

13
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the integration of entrepreneurship with different scientific fields. In the holistic
development of entrepreneurial competencies, the quality of education plays the
most significant role primarily in shaping broad entrepreneurial competencies,
strengthening entrepreneurial skills, but also shaping preferences towards entre-
preneurship (Lim, 2021).

Entrepreneurial competence is not limited to teaching subjects related to com-
pany formation. According to the Council of Europe’s definition (2014), this com-
petence more broadly refers to the education of entrepreneurial traits, attitudes,
and skills — that is, the personal qualities that make an individual entrepreneurial.
In a narrower sense, it includes training for successfully starting and managing
a business, i.e., concrete entrepreneurial knowledge. Identified entreprencuri-
al traits include: initiative, proactivity, independence, motivation, decisiveness,
leadership, creativity, and willingness to take risks. Skills include general man-
agement abilities (such as planning, organization, task delegation, and analysis),
teamwork, self-assessment, communication, reporting, evaluation, documenta-
tion, project creation and implementation, and risk assessment and management
where justified. Entreprencurial attitudes encompass a readiness to take initiative,
a positive outlook on change and innovation, and the ability to recognize opportu-
nities for entrepreneurial expression — whether at work, in the community, or in
private life. Finally, relevant knowledge includes general economic literacy and
an understanding of how the market economy functions, as well as awareness of
available opportunities that align with one’s personal and professional goals. In
the contemporary educational context, it is defined as a competence that includes
knowledge, skills, attitudes and behavioural capacity aimed at creating (econom-
ic, social or cultural) value. The above definitions of entrepreneurial competence
were the criteria against which course syllabi in certain study programs were an-
alysed.

The study addresses an important and timely topic include the adaptation of
higher education to labour market demands, particularly through the development
of entrepreneurial competences within non-business study programs.

2. 2. Modernization of study programs

It is worth to note that quality education plays a crucial role in preserving the
position of universities at domestic and international markets. At the same time,
it is significantly important to consider requirements of major stakeholders (em-

14
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ployers, students) in developing content of educational programmes. The chal-
lenges of information and technology age have triggered complete modernization
of university’s educational programs (Manarbek et al., 2019). Modernization of
study programs at universities is increasingly being achieved through the sys-
tematic introduction of content, learning outcomes and teaching activities that
explicitly encourage the development of entrepreneurial competences, as contem-
porary literature shows that such curricular interventions improve employability
and students’ ability to create value, and facilitate employability.

Competency frameworks like EntreComp serve as an operational model for
redesigning existing courses starting from abstract goals (e. g. “recognition of
opportunities”, “mobilization of resources”, “planning and implementation”)
to concrete learning outcomes (European Commission, Joint Research Centre,
2018). The results of previously conducted research indicate that the integration
of experiential methods (visible in project methods, internships, start-up labs, col-
laborative projects related to industry) in non-economic programs increases stu-
dent self-evaluation of entrepreneurial skills and the intensity of entrepreneurial
intentions, especially when they are supported by mentoring programs and insti-
tutional services such as incubators (Lambarri Villa, Gordon-Isasi, & Arrondo
Diez, 2025).

A systematic review of the literature indicates that curricular innovations that
combine theoretical knowledge with practical tasks including risk assessment
tasks, resource mobilization activities, and market simulations lead to better tran-
sition outcomes in the labor market and a greater number of initial entrepreneurial
ventures (Csakné Filep, Timar, & Szennay, 2025; Rios Yovera et al, 2025). The
key mechanism of such reforms lies in the clear mapping of learning outcomes
to measurable competencies and in the establishment of verification mechanisms
(rubrics, portfolios, practical evaluations) that enable validation of the develop-
ment of entrepreneurial capacities within non-economic courses. On the contra-
ry, without such a targeted design and institutional support, additional content
remains declarative and does not result in a permanent competence shift, which
recent studies clearly document as the main challenge for successful implementa-
tion (Csakné Filep et al, 2025).

Therefore, it is recommended that the modernization of the curriculum includes
a threefold approach: (a) formal introduction of clearly articulated outcomes fo-
cused on entrepreneurship, (b) mandatory and/or credit-valued experiential activ-
ities and (¢) institutional support mechanisms (mentoring, incubators, cooperation

15
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with industry) to ensure sustainability and measurable effects on students’ em-
ployability and entrepreneurial activity (Lambarri Villa et al, 2025).

2. 3. Orientation of study programs according to desirable scenarios of
the future

Planning personal and professional future is one of the most important tasks of
every individual. Earlier research shows that students do not sufficiently predict
their personal and professional future, and when they do plan, these plans relate to
the short term, most often to one school year (Nurmi, 1991; Steinberg et al, 2009;
Chen, & Vazsonyi, 2011; Singh, & Yadav, 2017; Dubovicki, 2020). Yanez et al.
(2019) believe that it is important for students not to prepare themselves for some
predetermined future through developmental programs, but that in some critical
scenarios they will be presented with aggressive roles in which they will be able
to negotiate real challenges and controversial tools from the real world in authen-
tic sociotechnical contexts (Luke, Sefton-Green, Graham, Kellner and Ladwig,
2018; Thumlert, de Castell, & Jenson 2014).

Accelerated development, constantly decreasing prices and increasing the
presence of information and communication technologies (ICT) significant-
ly affects the society as a whole, and in particular the education and the role
of teachers that are constantly changing (Hamisch & Kruschel, 2022). Oyaid
(2009) emphasizes that the current role of the teacher is not suitable for the fu-
ture. Davidson (2011) cites an example of new occupations in the future, noting
that 65% of children attending primary school in 2011 will get a job that did
not exist in that year. Some researchers wrote about the importance of thinking,
researching, and predicting the future in education (Tafel, 1984a, 1984b; Ishler,
1984; Henson & Balentine, 1984; Wildman & Inayatullah, 1996; Dubovicki &
Dilica, 2022)

According to Eurostat (2021) data, in 2020 there were 17.6 million students
in the European Union, i.e. all those who will enter the labour market in
the following years (or who have already entered it) and who will face the
challenges posed by the commitments, responsibility, negotiations, and the
practical application of knowledge. The higher education market will put
forward 17.6 million new employees, and the size of that market speaks
about the difficulties of harmonising educational programmes and ulti-

16
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mately knowledge, skills, and competencies, with market demands. A larg-
er market means less flexibility. Lower flexibility means that the required
competences from the market will incorporate more slowly into education-
al programmes. (Stimac & BilandZi¢ Tanasi¢, 2023, 617).

The implementation of content and methods from the field of future studies in
the syllabi of individual courses that raise and educate future teachers and teach-
ing staff is of exceptional importance. In this way, students are given the opportu-
nity to plan different future scenarios created for the purpose of solving possible
future challenges. The goal is orientation towards desirable scenarios of the future
(Tafel, 1984a; Inayatullah, 1996; 2020; Chen & Hsu, 2020; Dubovicki, 2020;
Dubovicki, & Dilica, 2022; Dubovicki, & Kostanj¢ar, 2023).

In a modern world marked by rapid technological change, global challenges
and uncertain future scenarios, higher education programmes have a key respon-
sibility to educate young people not only for the present, but also for the future.
Future-oriented education must include the development of competences that en-
able students to be proactive, innovative and resilient in the face of change. En-
trepreneurial competences therefore become a fundamental part of this education,
as they enable them to identify opportunities, generate sustainable solutions and
transform ideas into concrete initiatives that can bring social and economic value.

In this context, higher education curricula should integrate contents directed
towards sustainable and positive visions of the future such as green technologies,
social innovations and digital transformation through interdisciplinary projects,
cooperation with industry and experiential learning. Such an approach not only
prepares students for future economic conditions, but empowers them to actively
shape these conditions and contribute to the development of more resilient and
fairer societies.

3. METHODOLOGY

Research goals and tasks

The primary objective of the research was to analyze the presence, depth and
character of the integration of entreprencurial competencies in 18 non-economic
study programs at three components of the University of Osijek, through a review
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of 682 courses that make up their curricula. The purpose of the research was to
determine whether entrepreneurial competencies appear explicitly or implicitly,
in what forms they most often manifest themselves, and to what extent the content
and learning outcomes are aligned with the internationally accepted conceptual
frameworks of entreprencurial competence and the needs of the contemporary la-
bour market. An additional objective was to identify areas of underrepresentation
in order to define recommendations for the modernization and improvement of
study programs.

The aim of the study is to elaborate, compare and recapitulate the character-
istics, trends and connections between the orientation of some study programs
to the needs of the labour market through encouraging the development of en-
trepreneurship, using a theoretical and comparative approach. In accordance
with the objective, a qualitative methodological approach was chosen (data col-
lection through documentation analysis and with the help of the trend analysis
method).

In relation to the stated goal, the following research tasks were set: study of
recent literature; an approach to the theoretical-comparative analysis of 18 study
programs at the three components of the University of Osijek in order to ob-
serve the links between the orientation of some study programs to the needs of
the labour market through encouraging the development of entrepreneurship. The
criteria according to which the mentioned University of Osijek components and
the mentioned study programs were selected are those where the authors teach or
which are taught at a component where one of the authors is employed. Also, the
Faculty of Economics in Osijek was deliberately left out because it is considered
that with its study programs, it educates and educates the most about entrepre-
neurial competences, but also prepares students for the labour market. The afore-
mentioned study programs were also included in the analysis because authors
working on the previously mentioned components can influence the implementa-
tion of content that includes the previously mentioned elements of entrepreneurial
competence each year with changes of up to 20%.

In relation to the objectives and tasks of the research, the following research
questions were asked:

1. Are the study programs aimed at developing entrepreneurship and entre-

preneurial competences of students analysed?
2. Are the analysed study programs focused on the needs of the labour market?
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3. 1. Analysis of documentation - Analysis of learning outcomes

In the first part of the research, special attention is focused on the analysis of
learning outcomes visible in the syllabi of 18 undergraduate, graduate and integrat-
ed study programs conducted at the University of Osijek: University Undergrad-
uate Study Programme in Pedagogy (Double Major); University Undergraduate
Study Programme in Early and Pre-School Education Studies,; University Grad-
uate Study Programme in Pedagogy, University Graduate Study Programme in
Early and Pre-School Education Studies, Integrated Undergraduate and Gradu-
ate University Class Teacher Study Programme, University Undergraduate Study
Programmes in Fine Arts; University Graduate Study Programmes in Fine Arts;
University Undergraduate Study Programmes in Music Pedagogy; University
Graduate Study Programmes in Music Pedagogy; University Undergraduate
Study Programmes in Singing, University Graduate Study Programmes in Sing-
ing; University Undergraduate Study Programmes in Piano,; University Gradu-
ate Study Programmes in Piano,; University Undergraduate Study Programmes
in Instrumental Studies; University Graduate Study Programme in Guitar Peda-
gogy, University Graduate Study Programme in Music Theory, University Grad-
uate Study Programme in Composition,; University Graduate Study Programme
in Tambourine.

Excluded from the analysis are study programs that directly raise and educate
for entrepreneurship, and are implemented at the Faculty of Economics, Univer-
sity of Osijek.

Identifying entrepreneurial competencies in non-economics course syllabi re-
quires a systematic, multi-layered methodological approach that combines quali-
tative and quantitative elements of analysis. The first step involves corpus selec-
tion of relevant syllabi, including courses from all (technical, social, humanities
and STEM) fields, with the aim of ensuring a representative sample within an
institution or multiple institutions.

The next step included a qualitative analysis of the content of the syllabus. For
this approach, a conceptual framework based on definitions of entrepreneurial
competences, such as the Furopean Commission (2014), was used, which breaks
down competence into three main areas: ideas and opportunities, resources, and
into action. By analysing the content of individual course syllabi, elements are
identified that point to the development of specific competencies: initiative, crea-
tivity, problem solving, teamwork, the ability to plan and manage projects, proac-
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tivity, innovation and recognition of opportunities.

For a more precise and consistent identification, content coding was applied:
syllabi were reviewed according to content elements, activities or tasks that stu-
dents need to complete (a matrix with + and - values). The use of the coding
matrix further enables us to standardize assessment and comparison between dif-
ferent courses and study programs. This methodological framework provides a
systematic and transparent approach to identifying entrepreneurial competences
in non-economic study programs, providing an empirical basis for further anal-
ysis of the impact of educational content on the development of students’ entre-
preneurial competences. The research results are visible in Table 1 and Table 2.

TasBLE 1 Analysis of the results of some teacher studies directed towards entrepreneurship (analysis
of the first nine study programs)

AR Outcomes that
analysed
encourage
. courses entrepreneurial
The faculty at which
Order. . competence
the study program is Study program (mandator,
no- conducted elective and
free
electives)
f (%)
1. Faculty of Humanities | University Undergraduate
and Social Sciences, Study Programme in Peda-
University of Osijek gogy (Double Major) 47 /
(FFOS)
2. Faculty of Education, University Undergraduate
University of Osijek Study Programme in Early /
(FOOZOS) and Pre-School Education 42
Studies
3. Faculty of Humanities | University Graduate Study
and Social Sciences, Programme in Pedagogy /
University of Osijek 18
(FFOS)
4. Faculty of Education, University Graduate Study
University of Osijek Programme in Early and /
(FOOZOS) Pre-School Education 42
Studies
5. Faculty of Education, Integrated Undergraduate
University of Osijek and Graduate University 135 /
(FOOZO0S) Class Teacher Study Pro-
gramme*
20

01 Dubovicki.indd 20 9.3.2026. 9:55:26



01 Dubovicki.indd 21

20 (2) 2025. S. Dusovickl, T. Skoro, R. Jukic: Analysis of the orientation of study programs...
Dol Outcomes that
analysed
encourage
courses entrepreneurial
The faculty at which
Order. . competence

the study program is Study program (mandator,

no. .

conducted elective and
free
electives)
f (%)

6. The Academy of Arts University Undergradu-
and Culture in Osijek, | ate Study Programmes in /
University of Osijek Fine Arts 104
(AUKOS)

7. The Academy of Arts University Graduate Study
and Culture in Osijek, Programmes in Fine Arts /
University of Osijek 60
(AUKOS)

8. The Academy of Arts University Undergradu-
and Culture in Osijek, ate Study Programmes in 39 /
University of Osijek Music Pedagogy
(AUKOS)

9. The Academy of Arts University Graduate Study
and Culture in Osijek, Programmes in Music /
University of Osijek Pedagogy 13
(AUKOS)

TOTAL 500 /

* It is important to note that the study is carried out in 3 modules: Teacher study with optional
module A — development course; Teacher’s study with optional module B - computer science major
and Teacher’s study with optional module C1 - English language major

From Table 1 and Table 2, we can see that in the analysis of even 682 courses

in 18 study programs, not a single course was observed that emphasizes entre-

After the first semester, the mentor advises the student about choosing one of the following optional
modules:

a) Module A - the development course which, through selected courses in pedagogy, psychology and
methodology, trains students to understand specific issues of upbringing and education, and child de-
velopment.

b) Module B - informatics course, which trains students more thoroughly for the use of information
technologies in the educational process, and for informatics education of children in the first four gra-
des of elementary school (a project of the Ministry of Education and Sports from September 1, 2003).
¢) Module C1 — English course, which additionally prepares the student for early teaching of a foreign
language to children of younger school age.
file:///C:/Users/PC/Downloads/Sveu%C4%8Dili%C5%A 1ni%20integrirani%?20preddiplomski%20
1%20diplomski%20U%C4%8Diteljski%20studij%20(1).pdf (accessed 12 March 2024).
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preneurship in its learning outcomes. The above-mentioned results are support-
ed by mostly outdated study programs, in which later implementation plans and
programs tried to innovate study programs in a slightly smaller percentage (up to
20%). Implementation plans and programs served us for further analysis.

TaBLE 2 Analysis of the results of some teacher studies directed towards entrepreneurship (analysis

of the other nine study programs)

Number of | Outcomes that
analysed encourage
9 courses entrepreneurial
Order. LG ECHL7ED Whlc.h competence
the study program is Study program
no. (mandator,
conducted q
elective
and free f (%)
electives)
The Academy of Arts and University Undergradu-
Culture in Osijek, Univer- ate Study Programmes 31 /
sity of Osijek (AUKOS) in Singing
The Academy of Arts and University Graduate
Culture in Osijek, Univer- Study Programmes in 17 /
sity of Osijek (AUKOS) Singing
The Academy of Arts and University Undergradu-
Culture in Osijek, Univer- | ate Study Programmes 18 /
sity of Osijek (AUKOS) in Piano
The Academy of Arts and University Undergradu-
Culture in Osijek, Univer- ate Study Programmes 1 /
sity of Osijek (AUKOS) in Piano
The Academy of Arts and University Undergradu-
Culture in Osijek, Univer- ate Study Programmes 33 /
sity of Osijek (AUKOS) in Instrumental Studies
The Academy of Arts and University Graduate
Culture in Osijek, Univer- Study Programme in 29 /
sity of Osijek (AUKOS) Guitar Pedagogy
The Academy of Arts and University Graduate
Culture in Osijek, Univer- | Study Programme in 23 /
sity of Osijek (AUKOS) Music Theory
The Academy of Arts and | University Graduate
Culture in Osijek, Univer- | Study Programme in 7 /
sity of Osijek (AUKOS) Composition
The Academy of Arts and University Graduate
Culture in Osijek, Univer- Study Programme in 13 /
sity of Osijek (AUKOS) Tambourine
TOTAL 182 /
22
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In many non-economic study programmes, the limited presence of entrepre-
neurial competences can be attributed to a combination of possibilities (specific
traditions, organisational practices and pedagogical constraints). In many academ-
ic fields, entrepreneurship is still seen as a concept primarily related to business
studies, resulting in the perception that its application has no natural foothold in,
for example, the humanities, arts, technical or biomedical sciences. Such episte-
mological division leads to the fact that entrepreneurial competences are not rec-
ognised as an integral part of the professional profile of teachers or as an expected
outcome of disciplinary education. In addition, the very nature of entrepreneurial
competences, which are often described as broad, interdisciplinary and difficult
to measure, slows down their inclusion in precisely formulated learning outcomes
and structured course activities.

In addition, institutional factors can limit the space for curricular innovation.
University structures are often focused on maintaining existing teaching frame-
works, with cross- and transdisciplinary learning progressing more slowly due to
administrative procedures, lack of strategic support or unclear evaluation mech-
anisms. The pedagogical dimension also plays a significant role: a large number
of teachers in non-economic fields have not received formal training in entrepre-
neurial teaching and therefore often lack the confidence or materials needed to
implement activities that encourage creativity, initiative, problem identification
or the development of innovative solutions.

Following the previously mentioned, insufficient cooperation between higher
education institutions and the business sector leads to delays in identifying new
competence requirements, which further limits the timely integration of entre-
preneurial elements into curricula. As a result, entrepreneurial competences in
non-economic courses appear sporadically, in implicit forms or within elective
subjects, without a clear strategic framework that would ensure their systematic
and long-term presence. The results of some recent studies point to similar con-
clusions (Makwara, Iwu, Sibanda, & Maziriri, 2024; Nchu, Tengeh, & Cronje,
2023; Chang, Alam, & Taylor, 2025).

3. 2. Trend analysis method

The analysis of the trend of entrepreneurial competences in the syllabi of
non-economics courses was carried out using a methodological procedure aimed
at systematically identifying changes in the level and manner of integration of
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entrepreneurial learning outcomes during the observed period. In the initial phase,
an analytical framework was defined that included the operationalization of the
concept of entrepreneurial competences in accordance with the relevant Euro-
pean and national reference frameworks, identification of the target population
of the course, and formulation of research questions focused on the dynamics
of inclusion of competences such as creativity, initiative, project management,
and problem solving. Data were collected from official syllabi and subjected to a
standardization process, ensuring the content comparability of learning outcomes
despite the heterogeneity of non-economics study programs.

Descriptive analysis identified preliminary patterns of entrepreneurial compe-
tences, including possible cyclical oscillations associated with curricular reforms
or institutional strategic directions. To quantitatively determine long-term direc-
tion, a regression model was applied in which time was the predictor variable
and the level or frequency of explicitly stated entreprencurial competences was
the dependent variable, which assessed the intensity and direction of changes in
the curricular representation of these competences. Model validation included an
assessment of the statistical significance of the trend, checking autocorrelation
and the sensitivity of the model to structural changes that may arise from reforms
of the higher education system or institutional changes in the way the syllabus
is designed. The final interpretation integrated the statistical findings with the
educational and curricular context, taking into account the prevalence of entre-
preneurial education in non-economic areas, the differentiation of disciplines in
the approach to entrepreneurial competences, and the possible impacts of higher
education development policies. Such an approach enabled not only a precise
determination of the trend of changes, but also its placement in a broader educa-
tional and institutional framework.

The analysis of the trend points to the ever-increasing topicality, and therefore
the orientation towards the labour market, of those study programs that were cre-
ated in the last 5-7 years, but also of innovative study programs, the changes of
which can be seen in the implementation plans and programs. Detailed analyses
of all the mentioned implementation plans would exceed the possibilities of this
work.

In relation to the courses offered at the Academy of Arts and Culture, Universi-
ty of Osijek, the following courses were observed in which a link with entrepre-
neurial competences is visible: The University undergraduate course Piano has
an elective course Change Management stated in the Implementation Plan; The

24

9.3.2026. 9:55:26



01 Dubovicki.indd 25

20 (2) 2025. S. Dusovickl, T. Skoro, R. Jukic: Analysis of the orientation of study programs...

University’s undergraduate study of String Instruments has elective courses Man-
agement in Culture I and II, Marketing and Art, Management of Concerts I and
IT indicated in the Implementation Plan; The university’s graduate study Guitar
Pedagogy has optional courses indicated in the Implementation Plan: Event Man-
agement and Event Organization in practice; The University’s graduate study
in Music Theory has an optional course: Project financing in culture, as stated
in the Implementation Plan. The University Bachelor’s Degree in Composition
has the optional courses: Organization of Events in Practice and Contemporary
Business Communication, and the University Bachelor’s Degree in Tambourine
has the elective courses: Organization of Events in Practice and Influence of the
Economy on Music in the Implementation Plan.

In relation to the courses taught at the Faculty of Education, University of Osi-
jek, the following courses were observed in which a link with entrepreneurial
competencies is visible. Integrated Undergraduate and Graduate University Class
Teacher Study Programme in the Implementation Plan has a stated course: Peda-
gogy of life-practical skills. University Undergraduate Study Programme in Ear-
ly and Pre-School Education Studies has a course in the Implementation Plan:
Entrepreneurial Competences and Self-Employment in the Teaching Profession.
University Graduate Study Programme in Early and Pre-School Education Stud-
ies has the following courses in the Implementation Plan: Intercultural Education
in Early and Preschool Education and Pedagogy of Practical Life.

At the Faculty of Education, University of Osijek, at the post-graduate level,
a great shift has been observed in the creation of the entire study program and
courses, which in their learning outcomes are oriented towards entrepreneurial
competencies, and therefore the needs of the labour market. It is a Postgradu-
ate specialist study in Leadership and Management of Educational Institutions
which brings up and educates people who will work or are already working at
the head of educational institutions (most often directors of schools or preschool
institutions). Courses in which special emphasis is placed on competencies that
are highly sought after on the labour market are: Human Resource Management,
Marketing in Education, and Marketing Activities for Fundraising in Educational
Institutions.

As a result of the above, we can conclude that students at faculties that do not
focus on economics do not acquire enough competencies that would prepare them
for entrepreneurship. It is necessary, in addition to revising the study programs, to
offer new elective courses at different levels of education, but also as free elective
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courses that would give students breadth and the possibility of acquiring entre-
preneurial competences during their studies. The results obtained in the first and
second parts of the research provide us with answers to the research questions.

4. DISCUSSION

An analysis of 18 study programs and 682 courses in non-economic disciplines
indicates a heterogeneous, often sporadic integration of entrepreneurial compe-
tences. The research results confirm that, although there is institutional and cur-
ricular awareness of the importance of entrepreneurship, the implementation of
specific competences in curricula remains limited. One of the key reasons is the
epistemological perception of entrepreneurship as a domain of economic or busi-
ness studies, which leads to teachers in humanities, technical or natural science
programs not recognizing entrepreneurial competences as inherently relevant to
their own curricula. Analyses of previous research show that courses that have
managed to integrate entrepreneurial elements often use experiential and pro-
ject-based learning methods, including practical challenges, internships, collabo-
rative projects linked to external stakeholders and mentoring, which have proven
to be more effective in encouraging students’ self-evaluation of competences and
the intensity of entrepreneurial intentions. These methods enable students to de-
velop key dimensions of the EntreComp framework, such as “opportunity recog-
nition”, “resource mobilization” and “planning and implementation”, through con-
crete, measurable activities (European Commission, Joint Research Centre,2018).

Despite examples of good practice, a significant number of courses include
entrepreneurial content declaratively, without systematic mapping of learning
outcomes to competencies and without institutional support that would enable
evaluation and verification of results. Such an approach limits the sustainable
development of entrepreneurial capacities, which recent works clearly document
as the main challenge for the sustainable integration of entrepreneurial education
into non-economic programs (CsaknéFilep, 2025; RiosYovera et al., 2025).

Given these findings, different approaches to modernizing study programs are
recommended. This primarily refers to defining clearly articulated learning out-
comes focused on entrepreneurship; then to including mandatory and/or optional
experiential activities in the field of entrepreneurship that will be evaluated; and
establishing institutional support mechanisms such as mentoring programs, start-
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up incubators, and collaboration with external stakeholders. Such an integrated
approach not only enables the development of competencies and self-confidence
in students, but also increases their employability and ability to initiate their own
entrepreneurial ventures, thereby achieving a long-term impact on the level of the
higher education system and policy (LambarriVilla, 2025; RiosYovera et al., 2025).
Community sustainability depends on the creation of new values, and new jobs
depend on new values. The research results indicate the absence of a large num-
ber of learning outcomes related to entrepreneurial competencies; on the potential
topicality of individual study programs. A special difference is made by the study
programs that were created in the last 5 years, while on the other hand, the study
programs that have been conducted at the University of Osijek for many years
retain the tradition, but also the necessity of changes for the coming generations.
Earlier research points out that it is important to strengthen the entrepreneurial
spirit at all faculties, which can be recognized already in the visions and missions
of individual higher education components, and it is desirable to open Centres for
entrepreneurial learning (for example, the University of Cambridge). Strength-
ening the entrepreneurial spirit can be achieved through optional courses, imple-
mentation of entrepreneurial learning outcomes in already existing syllabuses,
new study programs at postgraduate specialist and doctoral level (Bischoff, 2017).
Not everything we can do is listed. Sometimes it is enough to start from the uni-
versity classes themselves, where we can create different entrepreneurial scenar-
ios from which students can learn and conditionally gain some experience in that
field. Minniti, & Bygrave (2001) present a structured model of entrepreneurial
learning from which one can learn from failure as much as from success. Begin-
ners in entrepreneurial experience (in our case, students of teacher studies) can
provide in class the possibility of short-term predictions, information processing,
processing and improving performance, errors and upgrading decision algorithms
that are crucial in the process of developing entrepreneurial competencies.
Experts in the field of economics go a step further and propose a so-called ped-
agogical portfolio that would be aimed at teaching entrepreneurship that is based
on practice. The teaching of entrepreneurship is also thought of as a method in
which a way of thinking and acting focused on simulation and role play would
be used, and the teacher and student would be reflective practitioners (Neck, &
Greene, 2011). The above represents another innovative way of learning and
teaching in a university context in which lifelong education, self-actualization,
joint engagement and mutual exchange of ideas are encouraged, all with the aim
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of developing a complete person (Dubovicki, 2013; Fink, 2013).

Recent Croatian scholarship contributes to international debates by offering
contextually grounded empirical insights that capture the specificities of the na-
tional higher education system. These studies illuminate how institutional cul-
tures, regional socio-economic structures and disciplinary traditions mediate the
ways in which entrepreneurial learning is designed, delivered and evaluated. Im-
portantly, by analysing the emergence of EE within non-economic fields, this
body of research addresses a gap in global literature where such cross-discipli-
nary trajectories remain insufficiently theorised and empirically documented. In
so doing, Croatian contributions help broaden prevailing analytical frameworks
concerning the scope and educational value of entrepreneurial competences.

At the same time, these findings underscore several methodological priorities
that are central to the further advancement of EE research. Scholars point to the
need for longitudinal designs capable of capturing developmental trajectories
over time, as well as for the adoption of unified metrics for assessing educational
outcomes. Such metrics may include indicators related to graduate employability,
the formation and early performance of new ventures, and the longer-term sus-
tainability of entrepreneurial initiatives (Konecki, Toplek, & Detelj, 2023; Bujan
Katanec, Pisker, & Magdaleni¢, 2024). Strengthening methodological rigor in
these ways is essential for assessing the substantive impact of curricular changes
and for supporting evidence-based policy development.

Taken together, existing evidence suggests that Croatian higher education could
benefit considerably from the systematic and institution-wide adoption of inter-
disciplinary and experiential EE models, particularly within study programs tradi-
tionally situated outside the economic sciences. Enhancing these efforts through
well-structured monitoring systems and continued collaboration with regional de-
velopment actors and incubation infrastructures may significantly reinforce the so-
cietal and economic relevance of university programs, while simultaneously con-
tributing to national innovation capacity and broader socio-economic resilience.

Despite these positive developments, the literature also highlights a shortage
of longitudinal and quantitative studies capable of precisely assessing the impact
of curricular innovations on tangible outcomes, including graduate employability
and the creation and sustainability of start-ups (Rios Yovera ef al., 2025). Such
research is essential for mapping the real value of entrepreneurship education
at both the systemic and policy levels, providing evidence to guide institutional
strategies and long-term program design.
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5. CONCLUSION

The most important thing is the update of degree programmes guarantees quality
higher education in the context of global trends for the preparation of competitive
graduates. Secondly, the modernization discloses introduction of practice-orient-
ed educational programmes for the training of highly qualified specialists for pri-
ority sectors of the education, as well as development of educational programmes
in accordance with modern standards of vocational education, expansion of the
practical component based on creativity students and professors and digitization
of the educational process based on a competence-based and humanistic approach
in teaching.

The above is a response to the challenges that today’s young people face when
completing their higher education. One of the indicators of the necessity of in-
troducing changes is the growing number of teaching staff who decide to change
their profession after completing their studies or move into the world of the private
sector. In this sense, the development of entrepreneurial competences strengthens
competitiveness on the market, but also creates a sense of complete, professional
competence.

Entrepreneurial competence facilitates innovation, survival and growth in a dy-
namic and uncertain environment and helps students develop a new awareness of
themselves as experts.

An analysis of non-economics course syllabi highlights that entrepreneurship
education is more than just including content; it is about the strategic and sys-
tematic design of study programs in which theoretical knowledge and practical
activities work synergistically, and institutional support ensures permanent appli-
cation and evaluation of competencies. Such an approach allows non-economics
programs to prepare students for dynamic market conditions, encouraging initia-
tive, innovation and the ability to recognize and exploit opportunities in a wider
professional and social context.

The limitations of this research are visible in the selection of studied study pro-
grams, which do not include all study programs offered at Josip Juraj Strossmay-
er University in Osijek. In further research on this issue, in order to generalize
the obtained results as well as possible, all the study programs conducted at the
University of Osijek could be analyzed, because during the writing of this study,
some new study programs were launched at the University of Osijek. Also, as a
recommendation in further research, it could be the application of some of the
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other scientific paradigms within which other research methods, which are still
insufficiently present, could be used in the research of this issue. Complementa-
rily, data triangulation is recommended by including interviews or questionnaires
between lecturers and students in order to check the actual implementation of
entrepreneurial elements in classes and the students’ perception of the developed
competencies. This reduces the risk that competences are recognized only declar-
atively, without real educational impact.
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ANALIZA USMJERENOSTI STUDIJSKIH PROGRAMA PREMA TRZISTU RADA 1Z
PERSPEKTIVE PODUZETNICKIH KOMPETENCIJA: ANALIZA
STUDIJSKIH PROGRAMA NA SVEUCILISTU U OSIJEKU

SAZETAK

Cilj je ovog rada teorijskim i usporednim pristupom ana-
lizirati, usporediti i preispitati obiljezja, trendove i pove-
znice u kontekstu usmjerenosti nekih studijskih programa
prema zahtjevima na trzi$tu rada u smislu razvijanja po-
duzetnistva. U skladu s time, primijenjen je kvalitativni
metodoloski pristup, odnosno, analiza dokumenata u svrhu
prikupljanja podataka te metoda analize trendova.
Rezultati upuéuju na prisutnost i/ili odsutnost velikog bro-
jaishoda povezanih s poduzetnickim kompetencijama, kao
i na potencijalnu relevantnost pojedinih studijskih progra-
ma. Posebna pozornost posvecena je analizi ishoda uce-
nja vidljivih u nastavnom planu za osamnaest diplomskih,
postdiplomskih i integriranih studijskih programa koji se
provode na Sveucilistu Josip Juraj Strossmayer u Osijeku.
U studijskim programima nastalim tijekom proteklih pet
godina opaza se razlika, dok se u ostalim studijskim pro-
gramima koji na Sveucilistu u Osijeku postoje ve¢ niz
godina odrazava tradicionalnost, ali i potreba za promje-
nom radi novih narastaja. Analiza trendova naglasava sve
vecu relevantnost, a time i usmjerenost prema trzistu rada,
u onim studijskim programima koji su osmisljeni tijekom
proteklih pet do sedam godina. Iz toga se moze zakljuciti
da studenti koji ne pohadaju ekonomske fakultete ne stjecu
dovoljno poduzetnickih kompetencija. Osim §to je studij-
ske programe potrebno preispitati, nuzno je i ponuditi nove
fakultativne kolegije na razli¢itim obrazovnim razinama,
kao 1 besplatne fakultativne kolegije na kojima bi studenti
mogli ste¢i Sira znanja i dobili moguénosti da tijekom stu-
dija usvoje poduzetnicke kompetencije.

Sve gore navedeno reakcija je na izazove s kojima se mla-
di susre¢u po zavrsetku svog viseg obrazovanja. Jedan od
pokazatelja koji signaliziraju da su promjene nuzne sve je
veci broj nastavnika koji se nakon zavrsetka studija odlu-
¢uju za promjenu zanimanja ili za ulazak u privatni sektor
(OECD, 2008; 2016; 2019). U tome smislu razvoj podu-
zetnickih kompetencija doprinosi konkurentnosti na trzi-
Stu, ali i osjecaju potpune stru¢ne kompetencije.
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SAZETAK KLIUCNE RUECL:

Kako bi konstruktivisticki nastavni pristup uspjesno bio
realiziran u nastavnom procesu, nuzno je osigurati poticaj-
no Skolsko okruzenje. S obzirom na to da je ovaj nastavni
pristup ponajprije usmjeren na u¢enika, razumljivo je kako
orijentacija u provedbi nastave mora biti usmjerena na
sam proces ucenja §to podrazumijeva izazovno i poticajno
okruzenje, razvoj intrinzi¢éne motivacije ucenika i ucitelja
te autenti¢no vrednovanje postignu¢a. Okruzenje za uce-
nje moze se sagledavati kao prostorno, a podrazumijeva
materijalne i fizicke aspekte prostora u kojem se proces
ucéenja odvija kao i ozracje socijalno-emocionalnih odnosa
ili klima u kojima se odvija proces uc¢enja. Rezultati ovog
istrazivanja upucuju na nedostatak vremena, preopseznost
nastavnog sadrzaja, zahtjevnost u smislu vremena i truda
potrebnog za pripremu i realizaciju nastave prema princi-
pima konstruktivistickoga nastavnog pristupa.

konstruktivisticki nastavni pristup,
prostorno okruzenje za ucenje, so-
cijalno-emocionalno okruzenje za
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SKOLSKO OKRUZENJE

Prilagodbe okruzenja za u¢enje poznate su jo$ iz vremena obrazovnih modela
reformske pedagogije. W. A. Wirt, student J. Deweyja razvio je Gary plan kao
novi obrazovni sustav pod geslom rad-ucenje-igra koji karakterizira veca zastu-
pljenost prakti¢nog rada. Helen Parkhurst 1920. godine razvija Dalton plan kao
model individualiziranog rada prema idejama J. Deweyja, koji se javlja kao reak-
cija na konvencionalno obrazovanje koje se razumije kao proces uc¢enja zapam-
¢ivanjem bez razumijevanja, u u¢ionicama u kojima se ne dozvoljava prirodni
instinkt za igru, slobodno istrazivanje, razgovor i kretanje, a znanje se ocjenjuje
bez uvazavanja individualnih razlika (Encyclopaedia Britannica, 2008). C. Was-
hburne i H. Parkhurst, autorica Dalton plana, 1919. razvijaju Winnetka plan koji
stavlja naglasak na samostalno upravljanje tempom ucenja, samostalno ucenje
i samoispravljanje na osnovi radnih uputa i materijala, samoprovjeru uc¢enika
te jednostavni sustav evidencije ucenickog napretka. Razred postaje laboratorij,
diskusijska soba, a ucitelj preuzima ulogu savjetnika i voditelja. Navedena obi-
ljezja okruzenja za ucenje zastupljena u idejama predstavnika progresivne peda-
gogije moguce je zamijetiti u obiljezjima konstruktivistickoga nastavnog pristu-
pa kojima se naglasava ucenje kao aktivan proces i nastava kao zajednicki rad
ucenika 1 ucitelja (Topolovcéan, Raji¢ i Matijevi¢, 2017). Stoga i danas sve vise
raste svijest kako tradicionalne ucionice u kojima su ucenici okrenuti u jednom
smjeru s uciteljem ispred sebe ne omogucéuju inovativne pedagoske pristupe, a
posebno kada je rije¢ o konstruktivistickome nastavnom pristupu koji zahtijeva
grupni, suradnicki, projektni i istrazivacki rad te rad na problemima. Rezultati
istrazivanja pokazuju kako sam prostor ima utjecaj i na pedagoske odluke koje
donose ucitelji (Rands 1 Gansemer, 2017). Provedena istrazivanja pokazuju da
fizicko okruZenje moze znatno utjecati na poucavanje i ucenje te da je ucenje
optimalno kada je fizicko okruzenje ucenja u skladu s programima i metodama
poucavanja jer olakSava izvodenje aktivnosti, poti¢e interakciju ucenika i ucite-
lja 1 razlicite stilove ucenja (Weinstein, 1981; Oblinger, 2006).

Izuzev fizickoga, prostornog okruzenja bitnu ulogu u provedbi konstruktivi-
stickoga nastavnog pristupa ima tzv. kultura Skole. Ona se odnosi na stavove i
uvjerenja druStvene zajednice i osoba unutar institucije, kulturne norme $kole i
odnose izmedu ¢lanova odgojno-obrazovne ustanove, a moze posluziti kao indi-
kator kvalitete i organizacijske djelotvornosti Skole (Vreelj, 2003). Kultura skole
svojim karakteristikama moZe ometati ili poticati ¢itav niz faktora koji utjecu na
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ostvarivanje odgojno-obrazovnih ciljeva. Ako je Skolska kultura usmjerena na
prihvacanje inovacija i unapredenje pedagoskih praksi, potice se usavrSavanje te
povecava motivacija ucitelja i ucenika. Uvjerenja i stavovi ucitelja o obrazova-
nju Cesto su koc¢nica promjenama Skolske kulture (Spaji¢-Vrkas, 2008) i razlog
neprihvacanja inovativnih pedagoskih rjesenja. Istrazivanja aspekata suradnic-
ke Skolske kulture (Englert i Tarrant, 1995) potvrduju kako pozitivnu skolsku
kulturu karakterizira zajednicka vizija ostvarivanja ciljeva odgojno-obrazovnog
rada Skole. S obzirom na to da kvalitetna provedba konstruktivistiCkoga ucenja
i poucavanja zahtijeva medupredmetnu povezanost i medusobnu suradnju uci-
telja, razumljivo je kako Skolska kultura kao sastavni dio okruzenja za ucenje
ima bitnu ulogu u uspjesnoj provedbi konstruktivistiCkog ucenja (Hamilton i
Richardson, 1995).

Mozda najpotpunije sagledavanje okruzenja za uc¢enje daju Grabinger i Dunlap
(1995), upucujuéi na konstruktivisticka polazista u kojima vide odmak od tradici-
onalnoga nastavnog pristupa kojim je sve teze odgovoriti na obrazovne zahtjeve
modernog drustva. Navode sljedeéih pet medusobno povezanih obiljezja bogatog
okruzenja za ucenje, koja se po svojim znac¢ajkama mogu dovesti u vezu s okru-
zenjem za realizaciju konstruktivistickog ucenja:

* odgovornost i inicijativa u¢enika
* generativne aktivnosti ucenja

* autenticni konteksti uenja

* autenti¢ne strategije vrednovanja
* suradnicka podrska.

1. Odgovornost i inicijativa ucenika

Skolsko okruzenje za provedbu konstruktivistickog uéenja nuzno je usmjereno
na ucenika, a ne na sadrzaj ili ucitelja te samim time poti¢e namjerno ili sustin-
sko ucenje kao i razvoj vjestina za ucenje ucenja. Kako bi se ostvarilo sustinsko
ucenje, kljucna je kognitivna i emocionalna uklju¢enost uc¢enika u proces ucenja.
U pravilu je sustinsko ucenje samoinicirano od ucenika, potaknuto intrinzicnom
motivacijom bez obzira na izvanjske poticaje te utjece na razvoj kreativnosti, sa-
moodgovornosti 1 samostalnosti. Kako bi se ono razvijalo i poticalo u nastavi,
nuzno je uspostavljati interakcije koje uc¢eniku omogucuju slobodu pri rjesavanju
stvarnih problema, odabiru ciljeva ucenja i preuzimanje odgovornosti za vlastite
aktivnosti u€enja. Uloga ucitelja jest osigurati bogato materijalno-fizicko okruze-
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nje, razlicite resurse 1 izvore znanja te pritom poticati uc¢enike u njihovim izbori-
ma, odlukama i povezivanju onog sto uce s realnim zivotom (Fink, 2013). U tom
smislu, vazna je Finkova taksonomija sustinskog ucenja koja polazi od postavke
kako bez promjene nema ucenja, a sustinska se promjena dogada kada je sadrzaj
ucenja vazan za zivot ucenika. Finkova taksonomija sadrzi sljedeée vrijednosne
kategorije sustinskog ucenja:

—  Temeljno znanje koje pruza osnovu za razumijevanje drugih vrsta ucenja.

—  Primjena i integracija koje osiguravaju korisnost drugih vrsta uc¢enja pri-
mjenom naucenog u novim situacijama i stvaranjem veza izmedu razlicitih
ideja i sadrzaja te ukljucuje interdisciplinarnost i zajednicu koja uci (Wirth
1 Perkins, 2008).

—  Ljudska dimenzija i briga omogucuju uceniku da sagleda vaznost onoga §to
uci, a povezano s emocionalnom inteligencijom i brigom o ne¢emu/nekomu
daje potrebnu energiju za dodatno ucenje.

- Uciti kako uciti osigurava nastavak ucenja u buducnosti te predstavlja naj-
vazniju ¢ovjekovu sposobnost danasnjice (Dryden i Vos, 2001; Watkins i
sur., 2007).

Navedene kategorije uc¢enja medusobno su povezane te postizanje jedne kate-
gorije pospjeSuje postizanje neke od sljedecih kategorija ucenja §to ucitelju olak-
Sava realizaciju nastave u smislu razvoja sustinskog ucenja. Vazno je kazati kako
u taksonomiji sustinskog uéenja bitnu ulogu imaju individualni stilovi uc¢enja, a
svaka od kategorija zahtijeva viSe razli€itih stilova (Bell i Kahrhoff, 2006) §to je u
skladu s obiljezjima konstruktivistickog ucenja. Iz navedenog se zakljucuje kako
je potrebno uvazavati sve razlicitosti ucenika i pritom osigurati adekvatne uvjete
svima za ostvarivanje ciljeva i ishoda ucenja. Poznato je kako svi ucenici ne uce
na jednake nacine te kako svaki ucenik ima svoj posebni stil ucenja. Kako bi
se unaprijedila kvaliteta obrazovanja, nuzno je prepoznati i omogucéiti u¢enicima
ucenje osobnim stilovima ucenja (Sunko, 2008) koji su zapravo preferirani nacin
razumijevanja informacija, odnosno nac¢ina na koji ucenik najbolje ili najéesce uci
(Kolb,1984; Jensen, 2003). Upravo prema temeljnim obrazovnim dokumentima u
Republici Hrvatskoj svaki uc¢enik ima pravo na jednaku dostupnost obrazovanju
kao 1 osiguravanje uvjeta za uspjesnost u uc¢enju u skladu s osobnim sposobno-
stima 1 sklonostima (Zakon o odgoju i obrazovanju u osnovnoj i srednjoj skoli u
Republici Hrvatskoj, pedagoski standardi, NN 68/18).
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2. Generativne aktivnosti ucenja

Kao obiljezje bogatog okruzenja za ucenje odnose se na aktivnosti u procesu
ucenja kojima se potice ukljucivanje uc¢enika u argumentaciju, promisljanje i pri-
mjenu postojecih znanja kako bi konstruirali fleksibilno, korisno i primjenjivo
znanje. Aktivnosti u¢enja provode se radom na projektima i zadatcima bitnima
za zivot ucenika jer, kako su i istraZivanja pokazala, znanje ¢e biti primjenjivije
ako se stjece aktivnostima rjesavanja konkretnih problema kojima se ,,... stati¢ne
informacije generiraju u fluidno, fleksibilno, upotrebljivo znanje* (Grabinger i
Dunlap, 1995: 19). Uloga ucitelja mijenja se od prezentera k voditelju i moderato-
ru procesa ucenja, dok ucenik postaje istrazivac u rjesSavanju konkretnih problema.

3. Autenticni konteksti ucenja

Treée je obiljezje bogatog okruzenja za ucenje, a podrazumijeva da se uce-
nje odvija unutar autenti¢nog konteksta s ciljem ostvarenja realisti¢nog iskustva
ucenja. Znacenje autenti¢nog konteksta ucenja, izmedu ostalog, ogleda se u po-
vezivanju stecenih znanja s realnim zivotnim problemima s kojima se ucenici sva-
kodnevno susrecu, omogucéujuéi im razumijevanje i primjenu prethodnog znanja
i iskustava. Razumijevanje autenti¢ne situacije, predmeta ili dogadaja omogudu-
je ucenicima ovladavanje novim situacijama i shvacanje zasto nesto uce. Tako-
der, suocavanje sa sloZzenim problemima zahtijeva timski i suradnicki rad koji je
vrlo bitan za intelektualno napredovanje, Sto Vigotski (1978) definira kao zonu
proksimalnog razvoja. Autenti¢ni konteksti u¢enja jedan su od osnovnih obiljezja
konstruktivistickoga nastavnog pristupa tim vise $to se kroz takvo okruzenje za
ucenje sagledava funkcionalni i strukturni aspekt psiholoskog konteksta kojim se
omogucuje interakcija mentalnih funkcija i procesa, odnosno generiranje smisle-
nih veza kroz korelaciju razlic¢itih sadrzaja (Purkovi¢, 2016).

4. Autenticne strategije vrednovanja

Jedno su od obiljezja bogatog okruzenja za ucenje, a odnose se na vrednovanje
izvedbe. Provjera znanja u tradicionalnoj nastavi oslanja se na tzv. objektivne
testove znanja kojima se ,,objektivno* mjeri steceno znanje ucenika. Za konstruk-
tivisti¢ki nastavni pristup takvi testovi i provjere znanja nisu prikladni (Frede-
riksen 1 Collins, 1989) jer ne pokazuju kako ¢e se ucenici ponasati u stvarnim
uvjetima rjesavanja problema. Nasuprot tradicionalnim na¢inima provjere znanja,
konstruktivisti¢ki nastavni pristup zahtijeva prepoznavanje vaznosti uc¢enikove
organizacije, tzv. baze znanja i njezine povezanosti s razlicitim kontekstima. Pro-
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vjera i evaluacija moraju uvazavati postojanje visestrukih vrsta inteligencije kako
bi ucenicima bilo omoguceno da se koriste svojim specificnim sposobnostima u
vlastitim podrucjima interesa. Autenticnu procjenu postignuc¢a Johnson (2002)
prepoznaje kao jednu od komponenti konstruktivistickog ucenja, a vazna je i zbog
pruzanja mogucénosti uceniku da nadgleda vlastiti proces stjecanja znanja, spo-
sobnosti 1 vjestina.

5. Suradnicka podrska

Kao jedno od obiljezja poticajnog okruzenja za ucenje zapravo je integrirana u
sva navedena obiljezja. Suradni¢ko ucenje bitno je za transakcijsku prirodu znanja,
socijalnu praksu i generativno ucenje. Pored toga, ucenici stjecu iskustvo dijelje-
nja, u€inkovite komunikacije, razmjene informacija i timskog rada (Powers i Guan,
2000). Suradni¢ko ucenje prepoznato je kao bitno obiljezje konstruktivistickoga
nastavnog pristupa s naglaskom na socijalnu interakciju, aktivno sudjelovanje uce-
nika u rjeSavanju problema u razli¢itim kontekstima kroz aktivnosti koje su smi-
slene za ucenika, a uporiste ima u sociokulturnoj teoriji razvoja (Vigotski, 1978).

Ovih pet obiljezja poticajnog okruzenja za ucenje utemeljeno je u konstruk-
tivistiCkom pogledu na ucenje. I drugi autori koji govore o bogatom okruzenju
za ucenje prepoznaju autenti¢ne aktivnosti i uenje u kontekstu kao strategije
ucenja kojima se ucenicima omogucuje transfer znanja u razli¢ite kontekste 1 zi-
votne situacije te konstrukciju novih znanja. Uz navedeno, znatan dio okruZenja
za poticajno ucenje jesu dobro pripremljeni ucitelji 1 ucenici (Jonassen, 1991).
De Kock i suradnici (2004) podrazumijevaju tri osnovna principa pri izgradnji
poticajnog i bogatog okruzenja za ucenje koji se odnose na ucenje kao socijal-
nu, situacijsku i konstruktivisticku aktivnost. Navedeni principi oslanjaju se na
klasifikaciju konstruktivistickog okruzenja za ucenje koja podrazumijeva ciljeve
ucenja, ulogu ucitelja, ulogu ucenika te njihove uloge u medusobnom odnosu.
Provedenim istrazivanjem na uciteljima osnovnih Skola u Nizozemskoj De Kock
i suradnici (2004) utvrdili su kako su ucitelji pretezno orijentirani prema ishodi-
ma, a manje prema procesima ucenja. Na temelju dobivenih rezultata predlazu
dodatnu podrsku uciteljima kako bi lakSe transformirali nastavu i ucenje u smje-
ru konstruktivistickoga nastavnog pristupa. Naime, kako bi se kreiralo poticajno
okruzenje za ucenje, ucitelji i ucenici moraju napustiti svoje uloge koje su imali u
tradicionalnome nastavnom pristupu u kojem je temeljni zadatak ucenika pokaza-
ti usvojenost informacija. S druge strane, na uciteljima je da pomognu uéenicima
prepoznati prednosti aktivne uloge u uc¢enju pri ¢emu bitnu ulogu ima pozitivna
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interakcija. Uspjesno ucenje znatno ovisi o nastavnickome svjesnom kreiranju
pozitivne i poticajne klime u razredu, a posebno kada je rije¢ o suradnickom uce-
nju koje omogucuje inicijativnost, kreativnost 1 spontanost. U tom smislu, vaznu
ulogu za kreiranje poticajnog okruzja za ucenje ima sposobnost ucitelja da mo-
derira procese ucenja i stil vodenja razreda kojim se potice svijest o suradnickim
odnosima i samoregulaciji ucenja.

METODOLOGIJA ISTRAZIVANJA

Predmet i ciljevi istraZivanja

Predmet istrazivanja u ovom radu jest realizacija konstruktivistickog ucenja u
nastavi iz perspektive ucitelja predmetne nastave osnovnih skola.

Opdi cilj ovog istrazivanja je identificirati i analizirati prepreke
za provedbu konstruktivistickog pristupa u nastavi iz perspek-
tive ucitelja. U sklopu toga, cilj je i utvrditi postoje li statistic-
ki znacajne razlike u percipiranim preprekama s obzirom na
kljuéne demografske varijable ucitelja.

Istrazivacka pitanja

U skladu s postavljenim ciljem istrazivanja formulirana su sljedeca istrazivacka
pitanja:

1. Koje su, prema miSljenju ucitelja, prepreke za primjenu konstruktivisticko-
ga nastavnog pristupa.

2. Postoje li razlike u procjeni o preprekama s obzirom na dob, radni staz u
nastavi, odgojno-obrazovno podrucje poucavanja?

Metoda istraZivanja i istraZzivacki instrument

U svrhu provedbe istrazivanja koriSten je anketni upitnik kao primarni instru-
ment za prikupljanje podataka. Instrument je podijeljen u dva temeljna dijela
kako bi se obuhvatile sve istrazivacke varijable. Prvi dio upitnika bio je usmje-
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ren na prikupljanje sociodemografskih podataka i opéih karakteristika ispitanika,
dok je drugi dio sadrzavao upitnik samoprocjene ¢ija je svrha bila identificirati
prepreke za provedbu konstruktivisticCkoga nastavnog pristupa u praksi. Izbor i
formulacija pitanja temeljili su se na viSestrukim izvorima. Kao polaziste po-
sluzili su kvalitativni razgovori s nastavnicima i pedagozima iz prakse, ¢ime je
osigurana povezanost s realnim izazovima iz prakse te su konzultirani stru¢njaci
s podrucja pedagogije i nastavnickih studija kako bi se osigurala teorijska ute-
meljenost. Ova kombinacija prakti¢nih i akademskih uvida, proSirena osobnim
promiS$ljanjima i primjerima iz relevantne znanstvene literature, osigurala je da
upitnik mjeri upravo ono sto je predvideno. Kako bi se omoguéila ucinkovita i
smislena statisticka analiza prikupljenih podataka, provedena je procedura grupi-
ranja odgovora za odredene varijable. Stoga su se izvorne kategorije na temelju
sadrzajne slicnosti spojile u Sire i statisticki jasnije skupine za postizanje veée
jasnoée rezultata. Varijabla dobi, koja je izvorno imala devet uzastopnih kate-
gorija, reducirana je na tri Siroke dobne skupine: ispitanici mladi od 36 godina,
oni u dobi od 36 do 50 godina te ispitanici stariji od 50 godina. Sli¢no je i s
varijablom radnog staza, gdje su se izvorne intervalne kategorije sazele u pet
glavnih skupina, od ,,manje od 5 godina“ do ,,viSe od 20 godina* iskustva. Od
posebnog je interesa bila i varijabla predmetnog podrucja. Kako bi se stvorile
sadrzajno koherentne 1 analiticki korisne grupe, nastavni predmeti grupirani su u
Cetiri Siroka podrucja: STEM podrucje, jezi¢no-komunikacijsko podrucje, drus-
tveno-humanisticko podrucje te umjetnicko i zdravstveno podruéje. Samoprocje-
na o preprekama za provedbu konstruktivistickoga nastavnog pristupa ispitana
je pomocu pitanja zatvorenog tipa i pitanja visestrukog izbora. Odabrana pitanja
kao i ponudeni visestruki izbor odgovora definirani su na temelju razgovora s
nastavnicima, pedagozima, ekspertima (sveucilisSnim profesorima, pedagogije,
razredne nastave, nastavnickih studija), osobnim promi$ljanjima i primjerima iz
literature (Dunji¢, 2016; Gazibara, 2018).
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Uzorak istrazivanja:

U istrazivanju je sudjelovao ukupno 421 ucitelj predmetne nastave osnovnih
Skola u RH.

TaBLicA 1. Zastupljenost ispitanika prema dobi

Dob f %

<36 godina 97 23,0
36 do 50 godina 225 53,4
> 50 godina 99 23,5
Ukupno 421 100,0

S obzirom na dob, najzastupljeniji su ucitelji u dobnoj skupini od 36 do 50 go-
dina (225, ~53 %), dok su jednako zastupljeni ispitanici mladi od 36 godina (23
%) 1 ispitanici stariji od 50 godina (~23 %).

TaBLICA 2. Zastupljenost ispitanika s obzirom na predmetno podru¢je poucavanja

Predmetno podrucje poucavanja f %

Prirodoslovno-matematic¢ko 164 39,0
Jezi¢no-komunikacijsko 118 28,0
Drustveno-humanisti¢ko 65 154
Umjetnicko i zdravstveno 74 17,6
Ukupno 421 100

TasLica 3. Zastupljenost ispitanika prema godinama radnog staza u nastavi

Radni staz u nastavi f %

<5 godina 84 20,0
5—10 godina 86 20,4
10 — 15 godina 79 18,8
15 —20 godina 91 21,6
> 20 godina 81 19,2
Ukupno 421 100

U Tablici 3 vidljivo je kako su ispitanici podjednako zastupljeni u svim kategorijama
prema godinama radnog staza u nastavi. Rijec je o oko 22 % ucitelja s 15 do 20 godina
radnog staza, oko 20 % njih s 5 do 10 godina, 20 % s manje od 5 godina, oko 19 % s
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vise od 20 godina te gotovo jednako toliko s 10 do 15 godina radnog staza u nastavi.

Rezultati istraZivanja

Da se odgovorilo na istrazivacka pitanja, koristen je metodoloski pristup usmje-
ren na identifikaciju prepreka za provedbu konstruktivistiCkog ucenja u nasta-
vi. Kao glavni alat koriStena su pitanja viSestrukog izbora, ¢ime su se prikupila
misljenja nastavnika. Statistickim testovima poslije se moglo provjeriti imaju li
odredene karakteristike ispitanika utjecaj na percepciju prepreka. Time se omogu-
¢ilo da se ne samo opisu prevladavajuca misljenja vec i da se istraze razlike unutar
same populacije nastavnika.

TasLica 4. Prepreke u primjeni konstruktivistickog ucenja u nastavi

f %
1. Nedostatak vremena 229 54,39
4. Neopremljenost u¢ionica i manjak sredstava za rad 148 35,15
5. Nespremnost ucitelja na nove oblike rada 9 2,13
6. Nespremnost ucenika na nove oblike rada 62 14,72
7. Preopseznost nastavnog sadrZaja 198 47
8. Postojece strukture i kultura $kole (ne prihvaca se inovativnost) 94 22,32

Analizom frekvencija odgovora (Tablica 4) vidljivo je kako ucitelji kao najce-
S¢e prepreke u provodenju konstruktivistickog uéenja u nastavi navode nedosta-
tak vremena (~54 %,), preopseznost nastavnog sadrzaja (~47 %), dok otprilike 15
% njih isti¢e nespremnost uc¢enika na nove oblike rada. Neopremljenost uc¢ionica
i manjak sredstava za rad znatan udio ucitelja (148), ~35 % percipira kao prepre-
ku, dok postojeca struktura i kultura Skole za 94 ucitelja predstavlja prepreku za
provedbu konstruktivistickog ucenja na nastavi. S druge strane, tek ~2 % ispita-
nika percipira nespremnost ucitelja za nove oblike rada preprekom za provedbu
konstruktivistickog ucenja u nastavnoj praksi.

Prepreke u provedbi konstruktivistickoga nastavnog pristupa s
obzirom na dob

U skladu s postavljenim istraziva¢kim pitanjem, provedeno je ispitivanje mi-
Sljenja ucitelja o preprekama u provedbi konstruktivistickog ucenja u nastavi s
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obzirom na dob.

TaBLicA 5. Procjena postojece strukture i kulture Skole kao prepreke s obzirom na dob

Postojece strukture i kultura skole (ne
Dob prihvaca se inovativnost) f
% stupca
NE DA
fo (ft) 57(75,3) 40 (21,7) 97
% retka 58,8 41,2 23
<36
rezidual (z) -5,10 5,10 -
p vrijednost <,001 <,001 -
fo (ft) 186 (174,8) 39 (50,2) 225
% retka 82,7 17,3 53,4
36-50
rezidual (z) 2,64 -2,64 -
p vrijednost ,008 ,008 -
fo (ft) 84 (76,9) 15 (22,1) 99
% retka 84,8 15,2 23,5
> 50
rezidual (z) 1,96 -1,96 -
p vrijednost ,050 ,050 -
Ukupno 327 94 421
¥ (2) =26,175,p <,001

Rezultati u Tablici 5 pokazuju kako se najveéi udio ucitelja koji postojece
strukture 1 kulturu Skole u smislu neprihvacanja inovativnosti smatra prepre-
kom, njih 41 %, odnosi na najmlade ucitelje. Ostale dobne skupine od 36 do 50
godina (17 %) i stariji od 50 godina (15 %) u relativno podjednakim, manjim
udjelima iskazuju potvrdne odgovore. Rezultat hi-kvadrat testa potvrduje po-
stojanje statisticki znacajne razlike 2 (2) = 26,175, p < ,001. Naime, ucitelji
mladi od 36 godina u statisticki znac¢ajno veéem udjelu (z = 5,10, p < ,001)
procjenjuju kako su postojeée strukture i kultura Skole prepreka za provedbu
konstruktivistickog uc¢enja, dok ucitelji u dobi od 36 do 50 godina (z = -2,64,
p =,008) te stariji od 50 godina to procjenjuju u statisticki manjem udjelu (z =
-1,96, p =,050).

47

9.3.2026. 9:56:01



S. KovaCevic, J. BARBIR: Znacenje Skolskog okruzenja za provedbu... 20 (2) 2025.

TasLIcA 6. Procjena preopseznosti nastavnog sadrzaja kao prepreke s obzirom na dob

PreopseZnost nastavnog sadrzaja f
Dob NE DA % stupca
fo (ft) 50 (51,4) 47 (45,6) 97
<36
% retka 51,6 48,4 23
fo (ft) 116 (119) 109 (105,8) 225
36-50
% retka 51,6 48,4 53,4
5 fo (ft) 57 (52,4) 42 (46,6) 99
>
% retka 57,6 42,4 23,5
Ukupno 223 198 421
¥ (2)=1,103, p=,582

Od svih ispitanih ucitelja, njih 198 (47 %) smatra da je preopseznost nastavnog
sadrzaja prepreka za provodenje konstruktivistiCkog ucenja u nastavi (Tablica 6).
Sagledavajuci odgovore ispitanika po dobnim skupinama, slicno kao i u prethodnim
analizama, udio ucitelja koji navedenu stavku smatra preprekom je podjednak. Ri-
jec€ je o oko 48 % mladih od 36 godina, jednako toliko ucitelja izmedu 36 1 50 godi-
na te ~42 % starijih od 50 godina. Unisonost u odgovorima ucitelja razli¢itih dobnih
kategorija potvrdena je hi-kvadrat testom s obzirom na to da nisu utvrdene stati-
sticki znacajne razlike u njihovim procjenama. Ovo upucuje na ozbiljan problem
preopseznosti nastavnog sadrZaja jer je iz rezultata vidljivo kako gotovo svaki drugi
ucitelj to smatra preprekom za provedbu konstruktivistiCkog ucenja na nastavi.

TasLica 7. Procjena nedostatka vremena kao prepreke s obzirom na dob

b Nedostatak vremena f
ob % stupca
NE DA
fo (ft) 39(51,4) 58 (45,6) 97
3 % retka 40,3 59,7 23
3650 fo (ft) 106 (119,2) 119 (105,8) 225
% retka 472 52,8 53,4
fo (ft) 47 (52,4) 52 (46,6) 99
-0 % retka 47,5 52,5 23,5
Ukupno 192 229 421
1 (2)=1,485p= 481
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Nesto vise od polovice svih ispitanih ucitelja smatra da je nedostatak vremena
prepreka za provodenje konstruktivistickog ucenja (229, 54 %). Rije¢ je o nesto
ve¢im udjelima potvrdnih odgovora unutar svake dobne kategorije, ~60 % ucite-
lja mladih od 36 godina, ~53 % ucitelja od 36 do 50 godina i isto toliko starijih
od 50 godina. Provedenim hi-kvadrat testom nisu utvrdene statisticki znacajne
razlike medu uciteljima u procjeni nedostatka vremena kao prepreke u provedbi
konstruktivistickog ucenja s obzirom na dob. Ovaj rezultat otvara pitanja preras-
podjele vremena izmedu pripreme i realizacije nastave, a isto je potvrdeno istra-
zivanjem koje je provela De Putter Smits (2012).

TaBLica 8. Procjena nespremnosti u¢enika na nove oblike rada s obzirom na dob

Nespremnost u¢enika na nove f
Dob oblike rada %
Ne Da stupca
36 fo (ft) 82 (82,7) 15 (14,3) 97
<
% retka 84,5 15,5 23
fo (ft) 190 (191,9) 35(33,1) 225
36-50
% retka 84,5 15,5 53,4
fo (ft) 87 (84,4) 12 (14,6) 99
>50
% retka 88 12 23,5
Ukupno 359 62 421
¥ (2)=0,700, p=,717

Kada je rije¢ o procjeni nespremnosti u¢enika na nove oblike rada, moze se uociti
kako podjednak, relativno malen udio ucitelja unutar svih dobnih skupina navedeni
razlog smatra preprekom za provedbu konstruktivistickog ucenja i poucavanja. U¢i-
telji mladi od 36 godina zastupljeni su s otprilike 16 %, ucitelji od 36 do 50 godina
takoder s 16 %, a ucitelji stariji od 50 godina s 12 %. Ukupno sagledavajuci dobivene
rezultate, viSe od Cetiri petine ucitelja ne smatra nespremnost ucenika na nove oblike
rada preprekom za provedbu konstruktivistickog ucenja u nastavi. Provedenim hi-
kvadrat testom nisu utvrdene statisticki znacajne razlike u procjenama s obzirom na
dob ucitelja. Budu¢i da je udio ucitelja koji nespremnost u¢enika za nove oblike rada
smatraju preprekom u svim dobnim skupinama relativno malen, moZe se pretposta-
viti kako ucitelji na temelju profesionalnog i osobnog iskustva polaze od uvjerenja da
su ucenici po prirodi znatizeljni, vole promjene i raznovrsne aktivnosti te da ¢e biti
spremniji na ucenje ako su aktivni u procesu ucenja (Voke, 2002, u Pasali¢, 2022).
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TaBLicA 9. Procjena nespremnosti ucitelja na nove oblike rada kao prepreke s obzirom na dob

Nespremnost ucitelja na nove oblike c
rada
Dob % stupca
NE DA

fo (ft) 93 (94,9) 4(2,1) 97
<36

% retka 96 4 23

fo (ft) 220 (220,2) 5(4,8) 225
36 -50

% retka 98 2 53,4

fo (ft) 99 (96,9) 0(2,1) 99
> 50

% retka 100 0,0 23,5
Ukupno 412 9 421

12 (2)=3,999,p=,118

Vidljivo je kako gotovo zanemariv postotak ucitelja smatra da je nespremnost
ucitelja za nove oblike rada prepreka provodenju konstruktivistickog ucenja u
nastavi (Tablica 9). Samo 4 % ucitelja mladih od 36 godina i 2 % ucitelja dobi
izmedu 36 do 50 godina smatraju navedeni razlog preprekom. S druge strane, ni
jedan ucitelj stariji od 50 godina ne smatra da je nespremnost ucitelja za nove
oblike rada prepreka provodenju konstruktivistickog ucenja u nastavi. Potvrdena
je gotovo potpuna unisonost u odgovorima ispitanika te hi-kvadrat testom nisu
utvrdene statisticki znaCajne razlike u procjenama. Podatak da gotovo zanemarivi
broj ucitelja smatra da je nespremnost ucitelja za nove oblike rada prepreka za
provodenje konstruktivistickog uéenja upucuje na ¢injenicu kako oni neke druge

razloge smatraju realnom preprekom za provedbu ovakve nastave.

Tasrica 10. Procjena neopremljenosti uc¢ionica i manjka sredstava za rad kao prepreke s obzirom

na dob
Neopremljenost u¢ionica i manjak f
Dob sredstava za rad %
NE DA stupca
fo (ft) 43 (62,9) 54 (34,1) 97
% retka 44,4 55,6 23
<36
rezidual (z) -4,82 4,82 -
p vrijednost <,001 <,001 -
50
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Neopremljenost u¢ionica i manjak f
Dob sredstava za rad %
NE DA stupca

fo (ft) 165 (145.9) 60 (79,1) 225

% retka 73,4 26,6 53,4
36-50 -

rezidual (z) 391 -3,91 -

p vrijednost <,001 <,001 -

fo (ft) 65 (64,2) 34 (34,8) 99

% retka 65,7 34,3 23,5
>50

rezidual (z) 0,19 -0,19 -

p vrijednost ,847 ,847 -
Ukupno 273 148 421

¥ (2) =25,049, p <,001

Znatno je drukcija raspodjela odgovora uocljiva kada je rijec o procjeni neopremlje-
nosti ucionica i manjku sredstava za rad, pri ¢emu 56 % ucitelja mladih od 36 godina
navedeni razlog smatra preprekom za provodenje konstruktivistickog uc¢enja u nastavi
(Tablica 10). Ostale dobne skupine ucitelja u relativno jednakim udjelima smatraju
neopremljenost ucionica i manjak sredstava za rad preprekom. Od svih ucitelja u dobi
od 36 do 50 godina, njih 27 % smatra neopremljenost u¢ionica i manjak sredstava za
rad preprekom kao i1 34 % od ukupnog broja ucitelja starijih od 50 godina. Pomoc¢u
hi-kvadrat testa utvrdene su statisti¢ki znacajne razlike u procjenama (y2= 25,049, p <
,001), pri ¢emu ucitelji mladi od 36 godina statisticki znacajno ¢es¢e smatraju neopre-
mljenost uc¢ionica i manjak sredstava za rad preprekom (z = 4,82, p <,001), a ucitelji
u dobi od 36 do 50 godina statisticki znacajno rjede (z=-3,91, p <,001).

Dobiveni rezultati mogu se povezati s rezultatima studije prema kojima ucitelji
prepreke za izvodenje istrazivacki usmjerene nastave ne vide u ucenicima, nji-
hovim radnim navikama, motivaciji ili disciplini, ve¢ u vremenu potrebnom za
njezinu provedbu i nedostatnom iskustvu za njezinu organizaciju naglasavajuci
ulogu nuznih materijalnih uvjeta za realizaciju takve nastave (Letina, 2015).

Sumarno promatrano, analizirajuci razlike izmedu ucitelja razlic¢ite dobi u mi-
Sljenjima o preprekama za provedbu konstruktivistickog ucenja, moze se zaklju-
¢iti da one postoje. Naime, utvrdeno je da ucitelji mladi od 36 godina u statisticki
znacajno veéem udjelu procjenjuju kako su postojece strukture i kultura skole
prepreka za provedbu konstruktivistickog uéenja. Nasuprot tomu, ucitelji u dobi
od 36 do 50 godina te stariji od 50 godina to smatraju u statisticki znacajno ma-
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njem udjelu. Znacajne razlike u procjenama ucitelja utvrdene su kada je rije¢ o
neopremljenosti ucionica i manjka sredstava za rad, pri ¢emu ucitelji mladi od 36
godina statisticki znacajno ¢es¢e smatraju neopremljenost ucionica i manjak sred-
stava za rad preprekom, a ucitelji u dobi od 36 do 50 godina statisticki znacajno
rjede. S druge strane nisu utvrdene statisticki znacajne razlike u procjenama ucite-
lja kada je rije¢ o preprekama poput preopseznosti nastavnog sadrzaja, nedostatku
vremena, nespremnosti u¢enika i ucitelja na nove oblike rada.

Prepreke u provedbi s obzirom na radni staz u nastavi

TasLica 11. Procjena postojece strukture i kulture skole kao prepreke s obzirom na radni staz u nastavi

L Postojece strukture i kultura Skole
Radni staZ u (ne prihvaca se inovativnost) f
nastavi % stupca
NE DA
fo (ft) 49 (65,2) 35(18,8) 84
% retka 58,4 41,6 20
<5
rezidual (z) -4,80 4,80 -
p vrijednost <,001 <,001 -
fo (ft) 67 (66,8) 19 (19,2) 86
% retka 78 22 20,4
5-10 -
rezidual (z) 0,10 -0,10 -
p vrijednost ,920 ,920 -
fo (ft) 65 (61,4) 14 (17,6) 79
% retka 82,3 17,7 18,8
10-15
rezidual (z) 1,10 -1,10 -
p vrijednost 271 271 -
fo (ft) 72 (70,7) 19 (20,3) 91
% retka 79,2 20,8 21,6
15-20
rezidual (z) 0,40 -0,40 -
p vrijednost ,689 ,689 -
fo (ft) 74 (62,91) 7 (18,09) 81
% retka 91,4 8,6 19,2
>20
rezidual (z) 3,30 -3,30 -
p vrijednost <,001 <,001 -
Ukupno 327 94 421
2 (4) = 27,942, p <001
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Iz Tablice 11 vidljivo je kako od svih ispitanih ucitelja njih 327 (78 %) ne
smatra da su postojece strukture i kultura Skole prepreka za provedbu konstruk-
tivistiCkog ucenja u nastavi. [zuzev ucitelja koji imaju radni staZ u nastavi kraci
od 5 godina te ucitelja s vise od 20 godina radnog staza, sve su ostale skupine
ispitanika relativno podjednako zastupljene medu onima koji smatraju da su po-
stojece 1 strukture 1 kultura Skole prepreke za provedbu. U¢itelji koji su odgovorili
potvrdno s radnim stazem kra¢im od 5 godina zastupljeni su s ~42 %, ucitelji s 5
do 10 godina staza s ~22 %, ucitelji s 10 do 15 godina staza s ~18 %, ucitelji s 15
do 20 godina staza s ~21%. Najmanje su zastupljeni ucitelji s vise od 20 godina
staza, njih ~9 %.

Na temelju provedbe hi-kvadrat testa utvrdene su statisticki znacajne razlike u
odgovorima (y2 = 27,942, p <,001). Utvrdeno je da ucitelji s radnim stazem kra-
¢im od 5 godina statisticki znacajno ¢eS¢e smatraju postojece strukture i kulturu
Skole (u smislu neprihvaéanja inovativnosti) preprekom (z = 5,10, p < ,001), a
ucitelji s viSe od 20 godina radnog staza statisticki znacajno rjede (z = -3,30, p <
,001).

Dobiveni rezultat moze se objasniti polazeéi od ¢injenice da najmladi ucitelji
ujedno imaju najkraci staz i najmanje iskustva u nastavi, a povezano s tim i veca
ocekivanja od Skole kao poticajne radne zajednice.

TaBLica 12. Procjena preopseznosti nastavnog sadrzaja kao prepreke s obzirom na radni staz u nastavi

Radni sta7 u PreopseZznost nastavnog sadrzaja f
nastavi % stupca
NE DA
s fo (ft) 46 (44,5) 38 (39.5) 84
<
% retka 54,8 452 20
s 10 fo (ft) 50 (45,6) 36 (40,4) 86
% retka 58,2 41,8 20,4
1015 fo (ft) 38 (41.8) 41 (37,2) 79
% retka 48,2 51,8 18,8
fo (ft) 51(48,2 40 (42,8 91
5% ( (48.2) (“2.8)
% retka 56 44 21,6
fo (ft) 38(42,9) 43 (38,1) 81
>20
% retka 47 53 19,2
Ukupno 223 198 421
x2 (4)=3,320, p=,509
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S druge strane, ucitelji razli¢ite duljine radnog staza u veé¢im udjelima iskazuju
homogenije odgovore kada je rije¢ o procjeni preopseznosti nastavnog sadrzaja
kao prepreci za provedbu konstruktivistickog uc¢enja. Naime, rezultati u Tablici
12 pokazuju da gotovo polovina svih ispitanih ucitelja (198, 47 %) smatra da je
preopseznost nastavnog sadrzaja prepreka za provedbu. Od svih ucitelja koji na-
vedeni razlog smatraju preprekom najveci je udio onih koji imaju najvise iskustva
u nastavi, odnosno ucitelja s vise od 20 godina radnog staza (53 %). Udjeli ostalih
skupina koje dijele takav stav neznatno su nizi te su relativno ujednaceni. Rijec¢ je
0 oko 45 % ucitelja s manje od 5 godina staza, oko 42 % s 5 do10 godina staza,
oko 52 % od 10 do 15 godina staza te 44 % ucitelja koji imaju izmedu 15 1 20
godina radnog staza u nastavi. Provedenim hi-kvadrat testom nisu utvrdene stati-
sticki znacajne razlike u procjeni preopseznosti nastavnog sadrzaja kao prepreke
u provedbi konstruktivistickog ucenja s obzirom na radni staz u nastavi. Dobiveni
se rezultat moze povezati s rezultatima istrazivanja stavova ucitelja u kojima na-
vode da je kreativan rad s u€enicima ogranic¢en zbog preopSirnih nastavnih plano-
va i programa te koli¢ine nastavnog gradiva (Pavin i suradnice, 2005). Budu¢i da
gotovo svaki drugi ucitelj smatra preopseznost gradiva preprekom za provodenje
konstruktivistickog ucenja i poucavanja, ovi rezultati upucuju na potrebu sadrzaj-
nog preispitivanja predmetnih kurikula i organizacije nastavnog procesa.

TasLica 13. Procjena nedostatka vremena kao prepreke u provedbi s obzirom na radni staz u nastavi

Radni stay u Nedostatak vremena f
nastavi % stupca
NE DA
s fo (ft) 35(38.3) 49 (45,7) 84
<
% retka 41,7 58,3 20
5 10 fo (ft) 48 (39,2) 38 (46,8) 86
% retka 56 44 20,4
fo (ft) 30 (36 49 (43 79
o 1s ( (36) 43)
% retka 38 62 18,8
fo (ft 39 (41,5 52 (49,5 91
520 () (41.5) (49.5)
% retka 43 57 21,6
20 fo (ft) 40 (36,94) 41 (44,006) 81
>
% retka 49,4 50,6 19,2
Ukupno 192 229 421
x2 (4)=6,735,p=,151
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Nesto vise od polovice ispitanih ucitelja (229, 54 %) smatra da je nedostatak
vremena prepreka za provedbu konstruktivistickog ucenja u nastavi (7ablica 13).
S obzirom na duljinu radnog staza u nastavi, relativno podjednak udio ucitelja
razlic¢ite duljine radnog staza nedostatak vremena smatraju preprekom. Udio se
kreée u rasponu od 44 % za ucitelje s radnim stazem od 5 do 10 godina, do 52 %
za one s radnim stazem od 10 do 15 godina. Provedenim hi-kvadrat testom nisu
utvrdene statisti¢ki znacajne razlike u njihovim odgovorima.

Dobiveni rezultat moze se povezati s prethodno dobivenim rezultatom ucitelj-
ske procjene preopseznosti nastavnog gradiva, pri ¢emu 47 % svih ispitanih to
smatra preprekom provedbe konstruktivistickoga nastavnog pristupa, a ¢emu u
prilog ide i rezultat istrazivanja Pavin i suradnika (2005) prema kojemu ucitelji
smatraju da opseznost nastavnih planova i programa ne ostavlja dovoljno vreme-
na za kreativan rad s ucenicima. Nedostatak vremena kategorija je koju veéina
svih ispitanih, bez obzira na sociodemografske i druge znacajke, smatra objektiv-
nom preprekom za provedbu konstruktivistiCkoga nastavnog pristupa.

TaBLica 14. Procjene nespremnosti u¢enika na nove oblike rada kao prepreke s obzirom na radni
staz u nastavi

Radni staZ u Nespremnost u¢enika na nove oblike rada f
nastavi NE DA % stupca
s fo (ft) 70 (71,6) 14 (12,4) 84

<

% retka 83,4 16,6 20
s 10 fo (ft) 68 (73,3) 18 (12,7) 86

% retka 80 20 20,4

fo (ft) 67 (67,4) 12 (11,6) 79
10-15

% retka 85 15 18,8

fo (ft 81 (77,6 10 (13,4 91
s a0 (f) (77.6) (134)

% retka 90 10 21,6

fo (ft) 73 (69) 8(11,9) 81
>20

% retka 90 10 19,2
Ukupno 359 62 421

%2 (4) =5,430, p=,247

Tek 62 (14 %) od svih ispitanih ucitelja nespremnost u¢enika za nove obli-
ke rada vidi kao prepreku za provedbu konstruktivistickog ucenja (Tablica 14).
Medu onima koji to smatraju preprekom u podjednakim i relativno niskim udjeli-
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ma zastupljeni su ucitelji svih skupina koji su odgovorili potvrdno. Rije¢ je o 17
% ucitelja s manje od 5 godina staza, jedna petina s 5 do 10 godina staza, 15 %
s 10 do 15 godina staza. U¢itelji s 15 do 20 i s viSe od 20 godina staza u najma-
njem udjelu (10 %) smatraju nespremnost uc¢enika na nove oblike rada preprekom
provedbe konstruktivistickog ucenja i poucavanja. Provedenim hi-kvadrat testom
nisu utvrdene statisticki znacajne razlike u odgovorima. Kako vise od dvije treci-
ne ucitelja (359) nespremnost ucenika na nove oblike rada ne smatra preprekom,
isto moze upucivati na postojanje kvalitetne interakcije izmedu ucitelja i ucenika,
ali i na ve¢u motiviranost ucenika za ucenje kada imaju priliku uciti na drukcije
nacine. To je svakako dobar potencijal za uvodenje novih, odnosno suvremenih
nastavnih pristupa.

TasLica 15. Procjena nespremnosti ucitelja na nove oblike rada kao prepreke s obzirom na radni
staz u nastavi

Nespremnost ucitelja na nove oblike rada f
Radni staZ u nastavi % stupca
NE DA o Stp
s fo (ft) 82(82,2) 2(1,8) 84
<
% retka 98 2 20
5 10 fo (ft) 84 (84) 2(1,8) 86
% retka 98 2 20,4
fo (ft) 78 (77,3 11,7 79
10-15 ( ) Gat)
% retka 99 1 18,8
fo (ft 87 (89,1 4(1,9 91
5 20 ) (89.1) (1.9)
% retka 96 4 21,6
fo (ft) 81(79,2) 0(1,7) 81
>20
% retka 100 0,0 19,2
Ukupno 412 9 421
x2 (4)=4,312,p=,356

Zanemariv je broj ucitelja koji smatraju da je nespremnost ucitelja za nove obli-
ke rada prepreka za provedbu konstruktivistickog ucenja (Tablica 15), jer je rijec
0 samo 9 (2 %) od svih ispitanih unutar razli¢itih kategorija ispitanika. Medu
uciteljima koji imaju vise od 20 godina radnog staza ni jedan ne smatra da je to
prepreka za provedbu.

Dobiveni rezultat upucuje na to da su ucitelji suglasni (412) u svojoj spremno-
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sti za prihvacanje novih oblika rada. Stoga ne iznenaduje da provedenim hi-kva-

drat testom nisu utvrdene statisti¢ki znacajne razlike u odgovorima.

TasLicA 16. Procjena neopremljenosti u¢ionica i manjka sredstava za rad kao prepreke s obzirom

na radni staz u nastavi

Neopremljenost u¢ionica i manjak
Radni staZ u nastavi sredstava za rad o f
%0 stupca
NE DA

fo (ft) 35(54,5) 49 (29,5) 84

% retka 41,7 58,3 20
<5

rezidual (z) -4,97 4,97 -

p vrijednost <,001 <,001 -

fo (ft) 60 (55,8) 26 (30,2) 86

% retka 70 30 20,4
5-10

rezidual (z) 1,07 -1,07 -

p vrijednost 284 284 -

fo (ft) 56 (51,2) 23 (27,8) 79

% retka 71 29 18,8
10-15

rezidual (z) 1,25 -1,25 -

p vrijednost 212 212 -

fo (ft) 61 (59) 30 (32) 91

% retka 67 33 21,6
15-20 -

rezidual (z) 0,49 -0,49 -

p vrijednost ,622 ,622 -

fo (ft) 61 (52,5) 20 (28,4) 81

% retka 75,4 24,6 19,2
>20

rezidual (z) 2,19 -2,19 -

p vrijednost ,028 ,028 -
Ukupno 273 148 421

x2 (4) =26,057, p <,001

Kada je rije¢ o neopremljenosti u¢ionica i manjku sredstava za rad, moZe se
uociti znatno druk¢ija raspodjela u odgovorima ispitanika. Analiza raspodjele fre-
kvencija pokazuje da 148 (35 %) od svih ispitanih smatra da su neopremljenost

ucionica i manjak sredstava za rad prepreke za provedbu konstruktivistickoga
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nastavnog pristupa (Tablica 16). Obradom dobivenih rezultata utvrdene su sta-
tisticki znacajne razlike u odgovorima (y2 = 26,057, p < ,001). Naime, ucitelji
s manje od 5 godina radnog staza u statisti¢ki znacajno vecem udjelu smatraju
neopremljenost ucionica i nedostatak sredstava za rad preprekom (z = 4,97, p <
,001), a oni s vise od 20 godina radnog staza u statisticki znacajno manjem udjelu
(z=-2,19,p =,028).

Rezultat se dijelom moZe povezati s rezultatima dobivenima u istrazivanju koje
su proveli Pavin 1 suradnici (2005) prema kojima postojeée materijalno stanje u
Skolama utje¢e na nezadovoljstvo ucitelja koji prepoznaju potrebu boljeg opre-
manja Skola suvremenim nastavnim sredstvima i pomagalima. S druge strane,
otprilike 25 % ispitanih ucitelja s vise od 20 godina radnog staza opremljenost
ucionica i raspolozivih sredstava za rad smatra preprekom za provedbu konstruk-
tivistiCkoga nastavnog pristupa. Moze se pretpostaviti da su stariji ucitelji na te-
melju svojega bogatog nastavnog iskustva upravo zbog slabe opremljenosti Skola
stekli vjestine i razvili nastavne postupke te osmislili materijale kojima uspijevaju
premostiti jaz izmedu zahtjeva principa zornosti i adekvatne opremljenosti ucio-
nica nuznim sredstvima za rad.

Prepreke u provedbi konstruktivistickoga nastavnog pristupa s obzirom
na odgojno-obrazovno podrucje poucavanja

TasLica 17. Procjena postojece strukture i kulture $kole kao prepreke s obzirom na odgojno-
obrazovno podruc¢je poucavanja

Postojece strukture i kultura Skole

Odgojno-obrazovno (ne prihvaéa se inovativnost) f
podrucje % stupca
NE DA
Prirodoslovno- fo (ft) 139 (134.,4) 34 (38,6) 173
matematicko % retka 80,4 19,6 41,1
fo (ft) 85(91,7) 33 (26,3) 118
Jezi¢no-komunikacijsko
% retka 72 28 28
fo (ft) 52 (50,5) 13 (14,5) 65
Drustveno-humanisticko
% retka 80 20 15,4
fo (ft) 51 (50,5) 14 (14,5) 65
Umjetnicko i zdravstveno
% retka 78,5 21,5 15,4
Ukupno 327 94 421

%2 (3)=3,103,p =376
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S obzirom na odgojno-obrazovna podrucja u kojima realiziraju nastavu, vecina
medu ispitanim uciteljima (327, 78 %) ne smatra postojece strukture i kulturu
Skole preprekom za provedbu konstruktivistiCkoga nastavnog pristupa (Tablica
17). Ucitelji koji navedeni razlog smatraju preprekom (94, 22 %) podjednako su
zastupljeni po svim odgojno-obrazovnim podruéjima poucavanja: oko 28 % njih
iz jezi¢no-komunikacijskog podrucja, ~20 % iz prirodoslovno- matematickog po-
drucja, isto toliko iz umjetni¢kog i zdravstvenog podrucja te ~15 % iz drustve-
no-humanistickog podruc¢ja. Navedeno je potvrdeno hi-kvadrat testom jer nisu
utvrdene statisti¢ki znacajne razlike u odgovorima.

Kako kvalitetna provedba konstruktivistiCkoga nastavnog pristupa zahtijeva
medupredmetnu korelaciju, a samim tim i medusobnu suradnju ucitelja, pri
¢emu bitnu ulogu ima kultura Skole, dobiveni rezultati mogu se povezati s
rezultatima istrazivanja Hamilton i Richardson (1995) o doprinosu $kolske
kulture profesionalnom razvoju ucitelja. Rezultati navedenog istrazivanja su-
geriraju da Skolska kultura snazno utjece na grupnu suradnju i usavrSavanje
ucitelja. Dobiveni rezultati ovog istrazivanja u kojem ~22 % ucitelja smatra
kulturu skole preprekom, mogu upuéivati na osobni dozivljaj ucitelja o viso-
kom stupnju Skolske kulture kao one u kojoj se prihvacaju inovacije i potice
suradnja.

TasLica 18. Procjena preopseznosti nastavnog sadrzaja kao prepreke s obzirom na odgojno-
obrazovno podruéje poucavanja

Odgojno-obrazovno Preopseznost nastavnog sadrZaja f
podrucje % stupca
NE DE
Prirodoslovno- fo (ft) 90 (91,6) 83 (81,4) 173
matematicko % retka 52 48 41,1
fo (ft) 67 (62,5) 51 (55.5) 118
Jezi¢no-komunikacijsko
% retka 56,8 43,2 28
fo (ft) 29 (34,4) 36 (30,6) 65
Drustveno-humanisticko
% retka 44,7 55,3 15,4
fo (ft) 37 (34,4) 28 (30,6) 65
Umjetnicko i zdravstveno
% retka 57 43 15,4
Ukupno 223 198 421

%2 (3)=2,979, p =395
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Donekle sli¢na raspodjela u odgovorima ispitanika moze se uociti kada je rije¢ o
preopseznosti nastavnog sadrzaja. Za 198 (47 %) od ukupnog broja ucitelja nave-
deni razlog predstavlja prepreku za provedbu konstruktivistickoga nastavnog pri-
stupa (Tablica 18), pri ¢emu oni drustveno-humanisti¢koga odgojno-obrazovnog
podrucja u najvec¢em udjelu, nesto vise od polovine, dijele navedeni stav (55 %).
U nesto manjem udjelu takav odgovor su iskazali i ucitelji iz ostalih predmetnih
podrucja, i to 48 % ucitelja prirodoslovno-matematickog podrucja, 43 % ucitelja
jezi¢no-komunikacijskog te isto toliko iz umjetni¢kog i zdravstvenog podrudja.
Provedenim hi-kvadrat testom nisu utvrdene razlike u broju ucitelja koji smatraju
da je preopseznost nastavnih sadrzaja prepreka za provedbu konstruktivistiCkoga
nastavnog pristupa s obzirom na odgojno-obrazovno podrucje poucavanja.

Kvalitetna provedba konstruktivistickoga nastavnog pristupa implicira dublje
razumijevanje sadrzaja ucenja, povezivanje nastavnih sadrzaja s realnim Zivotnim
situacijama, s drugim nastavnim sadrzajima i prethodno stecenim iskustvima i
znanjima ucenika kao i njegovu primjenu u razli¢itim kontekstima, intenzivniju
interakciju, aktivnije metode rada i ukljucivanje ucenika te autenticnu procjenu
znanja. Predmetni kurikuli pretezno naglasak stavljaju na ucenje ¢injenica i ocje-
njivanje, Sto svakako predstavlja prepreku provedbi konstruktivistickoga nastav-
nog pristupa (O’Grady i sur., 2014). S obzirom na dobivene rezultate, vidljivo je
kako ucitelji svih predmetnih podrucja poucavanja u podjednakim udjelima (po-
lovica njih) percipiraju preopseznost nastavnog sadrzaja kao prepreku. Navedeno
upucuje na potrebu preispitivanja i reviziju predmetnih kurikula.

TasLica 19. Procjena nedostatka vremena kao prepreke s obzirom na odgojno-obrazovno podrucje poucavanja

Odgojno-obrazovno Nedostatak vremena f
podrucje NE DA % stupca
Prirodoslovno- fo (ft) 85 (78.9) 88 (94.,1) 173
matematicko % retka 49,2 50,8 41,1
Jezi¢no-komunikacijsko o @ 20635 68 (64.2) 18
% retka 42,4 57,6 28,0
Drustveno- fo (ft) 28 (29,6) 37 (35,4) 65
humanisticko % retka 431 56,9 15,4
Umjetni¢ko i zdravst- fo (ft) 29 (29,6) 36 (35,4) 65
veno % retka 44,7 55,3 15,4
Ukupno 192 229 421

22 (3)=1,558, p = ,669
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Kada je rije¢ o nedostatku vremena, nesto vise od polovine ispitanih (229, 54
%) iz razli¢itih predmetnih podrucja navedeni razlog smatra preprekom za pro-
vodenje konstruktivistickoga nastavnog pristupa. Dobiveni rezultati upucuju na
unisonost u misljenjima ucitelja koji u vec¢ini smatraju nedostatak vremena pre-
prekom provedbe konstruktivistickoga nastavnog pristupa. U¢itelji prirodoslovno-
matematickog podrucja zastupljeni su s ~51 %, jezi¢no-komunikacijskog ~58 %,
drustveno-humanistickog ~57 % te umjetnickog i zdravstvenog podrucja ~55 %.
Unisonost misljenja potvrdena je hi-kvadrat testom kojim nisu utvrdene statistic¢ki
znacajne razlike u njihovim procjenama. Ovaj rezultat sagledan u suodnosu s prije
dobivenim rezultatima koji se odnose na preopseznost nastavnog sadrzaja upucuje
na potrebu preispitivanja predmetnih kurikula u sadrzajnom 1 u organizacijskom
smislu. Naime, oba rezultata sugeriraju da viSe od polovine ucitelja unutar svih
odgojno-obrazovnih podruc¢ja smatra kako je nedostatak vremena i preopseznost
nastavnog sadrzaja prepreka za provedbu konstruktivistickoga nastavnog pristupa.

TasLica 20. Procjena nespremnosti ucenika na nove oblike rada kao prepreke s obzirom na
odgojno-obrazovno podrucje poucavanja

Nespremnost u¢enika na nove

Odgojno-obrazovno oblike rada f
podrudje % stupca
NE DA
fo (ft) 146 (147,5) 27 (25,5) 173
Prirodoslovno- % retka 84,4 15,6 41,1
matematicko rezidual (2) 0,43 0,43 -
p vrijednost ,670 ,670 -
fo (ft) 106 (100,6) 12 (17.4) 118
% retka 90 10 28
Jezi¢no-komunikacijsko
rezidual (z) 1,65 -1,65 -
p vrijednost ,100 ,100 -
fo (ft) 48 (55.4) 17 (9,6) 65
% retka 74 26 15,4
Drustveno-humanisticko -
rezidual (z) -2,83 2,83 -
p vrijednost ,005 ,005 -
fo (ft) 59 (55,4) 6(9,6) 65
Umjetnicko i zdravst- % retka 91 9 154
veno rezidual (z) 1,36 -1,36 -
p vrijednost 174 174 -
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Nespremnost u¢enika na nove
Odgojno-obrazovno oblike rada f
podrucje % stupca
NE DA
Ukupno 359 62 421

22 (3) = 10,380, p =016

Ucitelji koji smatraju da je nespremnost ucenika za nove oblike rada prepreka
za provedbu konstruktivistiCkoga nastavnog pristupa zastupljeni su s 15 % (62) u
odnosu na sve ispitane (Tablica 20). Medu njima najzastupljeniji su oni drustve-
no-humanistickoga odgojno-obrazovnog podrucja (26 %), dok su ostale skupine
zastupljene manje. Ucitelji prirodoslovno- matematickog podrucja zastupljeni su
sa 16 %, jezi¢no-komunikacijskog s 10 % te umjetnickoga i zdravstvenoga od-
gojno-obrazovnog podrucja poucavanja s 9 %. Nadalje, utvrdene su statisticki
znacajne razlike u misljenjima ucitelja razlic¢itih predmetnih podrucja o nespre-
mnosti uenika na nove oblike rada kao prepreka u primjeni konstruktivistickoga
nastavnog pristupa (2 = 10,380, p = ,016). Naime, ucitelji iz drustveno-humani-
stickoga odgojno-obrazovnog podrucja statisticki znacajno cesc¢e navedeni razlog
smatraju preprekom (z = 2,83, p =,005). Navedeno se moze povezati s prethodno
dobivenim rezultatom prema kojemu su upravo ucitelji drustveno-humanistickog
podrucja poucavanja najzastupljeniji medu onima koji smatraju da je nemotivira-
nost ucenika prepreka za provedbu konstruktivistickoga nastavnog pristupa.

TaBLica 21. Procjena nespremnosti ucitelja na nove oblike kao prepreke s obzirom na odgojno-
obrazovno podruéje poucavanja

Odgojno-obrazovno Nespremnost ufitelja na nove oblike rada f
- o

podrucje NE DA Yo stupca
Prirodoslovno- fo (ft) 169 (169,3) 43,7 173
matematicko % retka 98 2 41,1

fo (ft) 117 (115,5) 1(2,5) 118
Jezi¢no-komunikacijsko

% retka 99,2 0,8 28

fo (ft) 62 (63,6) 3(1,4) 65
Drustveno-humanisticko

% retka 96 4 154

fo (ft) 64 (63,6) 1(1,4) 65
Umjetnicko i zdravstveno

% retka 99,85 0,15 15,4
Ukupno 412 9 421

%2 (3)=2,983, p = ,394
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Gotovo svi ispitani ucitelji (412, 98 %) suglasni su da nespremnost ucitelja
za nove oblike rada nije prepreka za provedbu konstruktivistickoga nastavnog
pristupa, uz gotovo zanemarive udjele onih koji to smatraju preprekom. Stoga
ne iznenaduje da hi-kvadrat testom nisu utvrdene razlike u odgovorima ispita-
nika. Dobiveni rezultat pokazuje da ucitelji svoju spremnost za usavrsavanjem
i promjenom prakse ne smatraju preprekom za provedbu konstruktivistickoga
nastavnog pristupa. 1z navedenog se moze zakljuciti kako se prepreke primarno
sagledavaju u ostalim razlozima.

TasLica 22. Procjena neopremljenosti ucionica i manjka sredstava za rad kao prepreke s obzirom
na odgojno-obrazovno podru¢je poucavanja

Neopremljenost u¢ionica i manjak

Odgojno-obrazovno sredstava za rad f
podrucje % stupca
NE DA
fo (ft) 123 (112,2) 50 (60,8) 173
Prirodoslovno- % retka 71,1 28,9 41,1
matematicko rezidual (z) 2,24 2,24 -
p vrijednost ,025 ,025 -
fo (ft) 74 (76,5) 44 (41,5) 118
% retka 62,7 37,2 28,0
Jezi¢no-komunikacijsko -
rezidual (z) -0,57 0,57 -
p vrijednost ,567 ,567 -
fo (ft) 44 (42,1 21 (22,9) 65
% retka 67,7 32,3 15,4
Drustveno-humanisticko -
rezidual (z) 0,52 -0,52 -
p vrijednost ,601 ,601 -
fo (ft) 32(42,1) 33(22,9) 65
% retka 49,3 50,7 15,4
Umjetnicko i zdravstveno
rezidual (z) -2,87 2,87 -
p vrijednost ,004 ,004 -
Ukupno 273 148 421

72 (3) = 10,386, p=,016

Znatno je drukcija raspodjela odgovora ispitanika kada je rije¢ o neopremlje-
nosti u¢ionica i manjku sredstava za rad. Rezultati pokazuju da 35 % od svih is-
pitanih smatra da su navedeni razlozi prepreka za provedbu konstruktivistickoga
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nastavnog pristupa (Tablica 22). Medu njima su najzastupljeniji oni umjetnicko-
ga 1 zdravstvenoga odgojno-obrazovnog podrucja poucavanja, otprilike polovi-
na njih (51 %), dok su iz preostalih podrucja poucavanja relativno podjednako
zastupljeni (otprilike jedna tre¢ina) s obzirom na iskazano misljenje. Daljnjom
obradom rezultata pomocu hi-kvadrat testa utvrdene su statisticki znacajne razli-
ke u percepciji neopremljenosti u¢ionica i manjka sredstava za rad kao prepreka u
provedbi konstruktivistickoga nastavnog pristupa s obzirom na odgojno-obrazov-
no podrucje poucavanja (x2 = 10,386, p = ,016), pri ¢emu oni iz umjetni¢koga i
zdravstvenoga odgojno-obrazovnog podrucja u statisticki znacajno ve¢em udjelu
navedeni razlog smatraju preprekom (z = 2,87, p =,004), a ucitelji iz prirodoslov-
no-matematickog podrudja statisticki znacajno rjede (z = -2,24, p =,025).

Razlog tomu moZe biti §to realizacija nastave u zdravstvenome i umjetnickome
odgojno-obrazovnom podrucju podrazumijeva postojanje adekvatnih uvjeta, kao
§to su, primjerice, sportske dvorane, bazeni te raznovrsna oprema i sredstva za
ostvarivanje planiranih ishoda ucenja, §to je financijski vrlo zahtjevno te Skole
nerijetko s tim oskudijevaju. S druge strane, moguce je da ucitelji iz prirodoslov-
no-matematickog podrucja statisticki znacajno rjede navedeni razlog smatraju
preprekom jer nastavne sadrzaje mogu realizirati u u¢ionicama kabinetskog tipa,
odnosno specijaliziranim predmetnim uc¢ionicama.
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ZAKLJUCAK

Dobiveni rezultati istrazivanja koji upucuju na nedostatak vremena, preopsez-
nost nastavnog sadrzaja, zahtjevnost u smislu vremena i truda potrebnog za pri-
premu i realizaciju nastave mogu se povezati s rezultatima TALIS istrazivanja
(2018) prema kojima hrvatski ucitelji u odnosu na ucitelje iz ostalih zemalja obu-
hvacenih istrazivanjem provedu najveci broj sati u individualnom planiranju ili
pripremi nastave. Naime, dok ostali ucitelji provedu sedam sati tjedno u individu-
alnom planiranju, u Republici Hrvatskoj ucitelji to ¢ine 10 sati, Sto je regulirano
Pravilnikom o tjednim radnim obvezama ucitelja i stru¢nih suradnika u osnovnoj
Skoli (Ministarstvo znanosti, obrazovanja i sporta RH, 2014). Izvjesce ,,Curri-
culum Overload: A Way Forward*“ (OECD, 2020) izravno se bavi problemom
preopterecenosti kurikula u mnogim zemljama ¢lanicama OECD-a te istice kako
prepunjen nastavni plan i program sprjecava dubinsko ucenje i stavlja golem priti-
sak na ucitelje, prisiljavajuci ih na ,,pokrivanje gradiva“ umjesto na kreativne na-
stavne pristupe. Provedenim istrazivanjem kvalitete obrazovanja ucitelja te nekih
aspekata uciteljske profesije iz perspektive osnovnoskolskih uéitelja (Pavin i sur.,
2005), utvrdeno je kako ucitelji kao najces¢i izvor svojeg nezadovoljstva navo-
de koli¢inu administracije i pedagoSke dokumentacije te preopseznost nastavnih
planova 1 programa koji ne ostavljaju dovoljno vremena za kreativan rad s uceni-
cima. Rezultati drugih istrazivanja pokazuju da nedostatak vremena, zahtjevnost
nastavnih priprema i preopseznost nastavnog sadrzaja predstavljaju klju¢ni pro-
blem za kvalitetnu provedbu nastave (Niemi, 2002; Machemer i Crawford, 2007;
Drew i Mackie, 2011; O’Grady i sur., 2014). Preopseznost nastavnih sadrzaja i s
tim povezan nedostatak vremena takoder se isti¢e kao prepreka u istrazivanjima
koja su se bavila ispitivanjem nastave usmjerene na uc¢enika na osnovnoskolskoj,
srednjoskolskoj 1 visokoskolskoj razini (Niemi, 2002; Machemer i Crawford,
2007). Nadalje, istrazivanja pokazuju da zbog nedostatka vremena za realizaciju
nastavnih sadrZaja ucitelji ne mijenjaju praksu poucavanja u smislu koristenja
postupcima aktivnog ucenja, ve¢ se uglavnom koriste predavackim tipom na-
stave koji pasivizira ucenika (Drew i Mackie, 2011). Evers i sur. (2023) isticu
da su upravo povecéani administrativni zahtjevi kijuéni ¢Gimbenici koji urusavaju
autonomiju ucitelja, Sto se izravno podudara s tvrdnjom da hrvatski ucitelji kao
izvor nezadovoljstva navode ,,koli¢inu administracije i pedagoske dokumentaci-
je“. Ova su istrazivanja pokazala da su ucitelji s manje autonomije manje skloni
inovacijama i kreativnom prilagodavanju nastave, §to je izravna prepreka kon-
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struktivistickom pristupu. Rezultati o spremnosti ucitelja i uc¢enika na nove oblike
rada mogu se povezati s rezultatima istrazivanja koji se odnose na nespremnost
ucenika na nove oblike rada i njihovu slabu motivaciju. Navedeno se javlja kao
posljedica dominacije ekstrinzi¢ne motivacije i usredotoc¢enosti ucenika na za-
kljuéne ocjene, Sto moze predstavljati prepreku u realizaciji konstruktivistickoga
nastavnog pristupa koje je usmjereno na sam proces konstrukcije znanja (Niemi,
2002; Machemer i Crawford, 2007). Rezultati istrazivanja odnosa intrinzi¢ne i
ekstrinzi¢ne motivacije ucenika pokazuju nepovoljan utjecaj vanjskih motivatora
na dugorocne ishode uc¢enja (Mehr i Shaver, 1996; Amabile, 1997; Collins i Ama-
bile, 1999; Lubart i Mouchiroud, 2003). Noviji pregledi samodeterminacijske te-
orije (Ryan, Deci, 2020) i opsezne metaanalize (Howard i sur., 2021) nedvojbeno
potvrduju ovaj mehanizam, pokazujuci kako ekstrinzi¢ni poticaji mogu potisnuti
intrinzi¢nu motivaciju i dovesti do povrsnijeg procesiranja nastavnog sadrzaja.
Konkretno, istrazivanja pokazuju da sustavi ocjenjivanja poticu ciljeve izbjega-
vanja neuspjeha, §to je u suprotnosti s procesom konstrukcije znanja koji je u sre-
distu konstruktivistickog pristupa (Pulfrey i sur., 2019). Prema istrazivanju koje
su provele Pavin i suradnice (2005), rad s u¢enicima glavni je izvor zadovoljstva
u radu ucitelja, posebno komunikacija i suradnja s djecom, uz pracenje njihova
napretka u razvoju. Dinham i Scott (2000) svojim su istrazivanjem provedenim
na viSe od 2000 ucitelja u Engleskoj, Australiji 1 Novom Zelandu zakljucili da
su ucitelji najvise zadovoljstva u svojem poslu nalazili u intrinziénim motivima,
odnosno radu s u¢enicima i percepciji promjena u njihovu znanju i ponasanju kao
rezultatu rada s njima. Skaalvik i Skaalvik (2020) longitudinalnim istrazivanjem
stresa i zadovoljstvom ucitelja potvrdili su da su upravo odnosi s u¢enicima i osje-
¢aj postignuca u radu s njima glavni zastitni ¢imbenici od sagorijevanja i izvor
profesionalnog identiteta, Sto je u skladu s nalazima Dinhama i Scotta (2000).
Unato¢ tomu, postoji moguénost kako je dio ucitelja demotiviran za uvodenje
promjena u svojoj nastavnoj praksi zbog nepovoljnoga drustvenog i ekonomskog
statusa nastavnicke profesije. Neopremljenost uc¢ionica i manjak sredstava za rad
kao prepreke za provedbu konstruktivistiCkog ucenja, u skladu je s zakljuckom
Purkovi¢a (2016) i Kunsteka (2009) koji navode kako su uz prikladne aktivnosti
i strategije ucenja i poucavanja prostor i oprema vazni za uc¢inkovitu provedbu
konstruktivistickog uc¢enja. Vazno je osigurati ugodan prostor za ucenje koji omo-
gucuje slobodu kretanja ucenika (Craft, 2000) i prikladan materijal za provodenje
nastavnih aktivnosti kako bi se u¢enike poticalo na istrazivacki rad, kriticko pro-
misljanje i kreativno miSljenje (Edwards i Springate, 1995). Iako niz istraZivanja
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isti¢e kulturu Skole kao jedan od klju¢nih faktora koji utjeCe na obrazovna posti-
gnuéa ucenika, motivaciju za rad, produktivnost i zadovoljstvo ucitelja (Hamilton
i Richardson 1995; Van der Westhuizen i sur., 2005), rezultati ovog istrazivanja
pokazali su kako otprilike svaki peti ucitelj navedeno smatra preprekom za reali-
zaciju konstruktivistiCkog uc¢enja na nastavi.

Dobiveni rezultati upuéuju na razli¢ita misljenja ucitelja o preprekama za pri-
mjenu konstruktivistickoga nastavnog pristupa te je pri interpretaciji ovih rezul-
tata potrebno uzeti u obzir i subjektivni moment procjene, odnosno mogucnost da
su ucitelji iskazivali pozeljne odgovore.
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THE SIGNIFICANCE OF THE SCHOOL ENVIRONMENT FOR THE IMPLEMENTATION
OF A CONSTRUCTIVIST APPROACH TO TEACHING

ABSTRACT

In order for the constructivist teaching approach to be
successfully implemented in the classroom, a stimulating
school environment must be created. Since this teaching
approach is primarily student-centred, it is understandable
that the focus of the implementation of teaching must be
on the learning process itself, which requires a challenging
and stimulating environment, the development of students’
and teachers’ intrinsic motivation and authentic assessment
of performance. The learning environment can be consid-
ered as a space with material and physical aspects in which
the learning process takes place, as well as the climate of
socio-emotional relationships or the setting in which the
learning process takes place. The results of this research
indicate a lack of time, excessive content and the demands
in terms of time and effort required to prepare and deliv-
er lessons according to the principles of the constructivist
teaching approach.

72

KEYWORDS:

constructivist teaching approach,
spatial learning environment, so-
cio-emotional learning environment

9.3.2026. 9:56:02



03 Nikolic.indd 73

DROPPING OUT OF PRIMARY MUSIC
SCHOOLS — PARENTS’ PERSPECTIVE

Lipwa NikorLi¢, MARIIA BERAC-JOZIC

Faculty of Education, University of Josip Juraj Strossmayer in
Osijek, Hrvatska

Music school of Pavao Markovac, Zagreb, Hrvatska
Inikolic@foozos.hr

marija.b.jozic@gmail.com

UDK: 37.091.3:78=111
Izvorni znanstveni rad
Primljen: 28. 1. 2025.
Prihvacen: 7. 7. 2025.

ABSTRACT

The decrease in the number of children enrolled in primary
general and music schools alike and the fact that a signif-
icant number of students who start specialized music edu-
cation drop out raises the question of the sustainability of
music education in Croatia. The aim of the study is to de-
termine parents’ opinions regarding the factors that lead to
dropping out of primary music schools in Croatia and the
ways to help students graduate from primary music school.
Similar to the previous research by Nikoli¢ et al. (2023),
which conducted a survey among music school teachers in
Croatia, parents (N = 425) identified four contexts for stu-
dents dropping out of music school: student, educational
context, parents and communication. In addition, they sin-
gled out the teacher as a possible reason for dropping out
of primary music school. Parents agreed that the most im-
portant reasons for dropping out of primary music school
were the students’ inadequate interest and motivation in
learning music, but also the extracurricular overload since
compulsory general primary school takes priority in their
education, as well as difficulties in coordinating schedules
between schools, extracurricular activities and independ-
ent learning and practicing of the instrument at home. As
significant factors for dropping out of music school, par-
ents recognize students’ insufficient effort and insufficient
practicing of the instrument, as well as parents’ failure to
provide their child with the necessary support when they
want to give up because of a crisis, and parents’ failure to
encourage the child to practice the instrument regularly.
Parents suggested how stakeholders in the music education
process could offer better support to music school students.

KEYWORDS:

communication, music teachers, ex-
tracurricular activities, motivation,
practicing playing an instrument
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INTRODUCTION

An individual’s active participation in music education is undoubtedly a benefit.
It is necessary to organize an educational system that enables the continuity of
the educational vertical from early school age to the completion of music studies
to make music education accessible and sustainable. Music education has been
a tradition in Croatia since the establishment of music schools at the beginning
of the 19th century (Andreis, 1989). Music schools have stood the test of time to
this day, adapting to different social, cultural, educational, and technological cir-
cumstances. It is necessary to identify the demands of the complex contemporary
circumstances to provide quality music education to todays and future generations
of children and to transform the music school into a school that continues the tra-
dition of music education but with new qualities.

Music education in Croatia is part of the education system. In addition to the
general elementary school, students aged 8 or 9 who pass the entrance exam in
most cities can attend a six-year primary music school. Parents only contrib-
ute symbolically to the cost of school fees, making attendance affordable for
many children. Primary music school in Croatia has a verified plan and program
(MZOS-HDGPP, 2006) based on the principle of electivness, i.e., the student
voluntarily decides whether to attend a music school and can leave at any time.
The music education system reflects the demographic changes in the population,
which Micija Pali¢ and Vasilj (2021) showed by analyzing the number of children
enrolled in general education schools and music schools and found a decline in the
number of children enrolled in both primary general and music schools. The de-
crease in the number of children and the fact that a significant number of students
who start specialized music education drop out, as shown by the results in Cro-
atia and other countries (Bogunovi¢, 2008; Cremaschi, Ilinykh, Leger & Smith,
2015; Nikoli¢, Senk Gergori¢ & Beraé-Jozi¢, 2023, 2024; Ruth & Miillensiefen,
2021), raises the question of the sustainability of music education in Croatia. The
decreased number of children in music schools could be mitigated by identifying
the causes of children dropping out and acting on the factors behind this.

The difficulties of students who receive music education in addition to general
education and the factors leading to dropping out from further music education
have been insufficiently researched worldwide (Nikoli¢ et al., 2023). Previous
research in Croatia focused on the motivation for music education, expectations,
and attitudes of music students (Ala¢, 2011; Brdanovi¢, 2019; Micija Pali¢ &
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Vasilj, 2021; Svalina & Simunovié¢, 2022) and the factors for students’ success
in music schools (Nikoli¢ et al., 2024). The problem of students dropping out of
music schools has only been studied from the teachers’ perspective (Nikoli¢ et
al., 2023). However, parents’ opinions have not been researched, and yet they are
necessary stakeholders in their children’s music education.

THE ROLE OF PARENTS IN MUSIC EDUCATION OF THEIR CHILDREN

Parents are a crucial factor in a child’s long-term educational success, which
is specifically evident in music education, which is particularly demanding
(McPherson, 2009). Music education requires a long-term investment and dedi-
cation to learning music on the part of the student. The student should be involved
in music education from an early school age. For this reason, exceptional parental
involvement and support for the child are necessary.

Research shows that a favorable musical environment at home (Ruth and Miil-
lensiefen, 2021), parents’ music education, and their positive attitude towards the
child’s music practice prolong the duration of the child’s music education (Sichivit-
sa, 2007; Theorell, Lennartsson, Madison, Mosing & Ullén, 2015). The basis for
the child’s persistence in music school and success in playing an instrument is laid
by parents communicating with the child about their progress in learning music
(Kong, 2020). Research also suggests that children who successfully acquire music
skills have high levels of parental support in music, which implies parental in-
volvement in the child’s music classes and practicing in the early stages of learning
(Davidson, Howe, Moore & Sloboda., 1996; Moore, Burland & Davidson, 2003).

Parental involvement in a child’s education is a “complex, multidimensional con-
struct that encompasses a multitude of parental activities and behaviors related to
the entire process of a child’s education and learning” (Susanj Gregorovi¢, 2018:
102), both at school and at home. Parental involvement in music education can be
defined in terms of three forms of support that coexist but change throughout a young
musician’s development: (a) behavioral, which is substantiated in helping the child
practice or monitoring their progress; (b) intellectual, which implies attending public
performances and talking to the child about music; (c¢) personal, such as a caring be-
havior towards the child that offers help and support while preserving the child’s au-
tonomy (Creech, 2010). In the research conducted by Koops (2018), parents of music
students describe their role in music education in three ways: the first is the parent as
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an opportunity facilitator, seeking opportunities for music education, classes, ensem-
bles, listening and teaching materials, and an instrument to practice on, making it dif-
ficult for the child to decide to give up; the second is the parent as an encourager, en-
couraging the child to engage in music activities and showing understanding when it
comes to practicing, providing a musical role model for their child, helping the child
practice an instrument at home, reminding the child to practice, or sitting in on prac-
ticing; the third parent is the coordinator parent who organizes attendance at classes
and rehearsals with the ensemble, drives the child to lessons, rehearsals, and other
events, supervises performances, takes care of instrument maintenance and finances
everything. Some parents who participated in the study by Koops (2018) contribute
to their child’s music education in one of the roles described, and some of them see
themselves in all three roles and emphasize that their role changes depending on
the child’s current needs. Parents should build a material and psychological support
system for the child to progress in music education (Bachowska, 2021; Ilari, 2018).

The importance of the parent’s role in their child’s music education process is
also evident in their cooperation with the teacher. Cooperation in the student-par-
ent-teacher triad is particularly crucial in the early years of music education. It is
also significant in the later years to achieve the student’s success in music educa-
tion (Bogunovi¢, 2008).

Given the necessary support, commitment, and involvement of parents in their
child’s music education, parents of music students can gain an insight into the pro-
cess of music education and how the music school works. They know their child’s
needs and abilities best, so their perspective on the difficulties encountered during
music education is valuable in gaining a more comprehensive understanding of the
problem of music school dropouts.

The purpose of this study is to investigate the problems that lead to dropping
out of music education at music schools in Croatia from the parents’ perspective
to define the factors that lead to dropping out of music school and offer solutions
that support more successful specialized music education in Croatia.

METHODOLOGY

Study aim. The aim of the study is to determine parents’ opinions about the fac-
tors that lead to dropping out of primary music school in Croatia, as well as how
students can be helped to graduate from primary music school.
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The specific objectives of the study are:

a) how often do parents of primary music school students experience their
child expressing a desire to drop out of music school

b) what are the main factors that lead students to drop out of primary music
school

¢) compare the factors of dropping out of music school according to parents of
music students and music school teachers

d) what could be done by teachers, students, parents, school management, and
the Ministry in charge to encourage students to continue their music educa-
tion and not give up until they graduate from primary music school.

Participants and research procedures: Four hundred and twenty-five (N = 425)
parents of students in all grades of primary music school from 10 counties in the
Republic of Croatia took part in the anonymous online survey. The average age of
the respondents was 43.79 (SD = 5.50; N = 425; Min.= 28; Max.= 58) years. The
respondents included 359 (84.47%) mothers and 66 (15.53%) fathers. The sample
is convenient, and only parents whose children currently attend music school took
part in the survey. About half of the parents surveyed (N = 226; 53.18%) had ex-
perienced their child expressing a desire to drop out of music school one or more
times (Table 1).

TaBLE 1 Parents’ experience with their child dropping out of music school

Has your child ever expressed a desire to drop out of music school? N %
no, never 199 46.82
yes, once 88 20.71
yes, several times 103 24.24
yes, multiple times 35 8.24
X | 425 100.00

Research instrument: For the study, the Questionnaire on students dropping
out from music education for music school teachers (Nikoli¢ et al., 2023) was
used, but it was adapted to parents. It contained 32 items; the first three were
open-ended questions about the respondent’s age, gender, and place of residence;
two multiple-choice questions were about the grade of primary music school
their child attends and the experience with the child about dropping out of mu-
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sic school; six open-ended questions contained the suggestions of what teachers,
students, parents, school management, and the Ministry in charge could do to
prevent students from dropping out of music school; also, the Questionnaire con-
tained 20 statements with a five-point Likert scale of agreement (1 — disagree
completely, 2 — partly disagree, 3 — neither agree nor disagree, 4 — partly agree,
5 — agree completely). Finally, we added an open-ended question about drop-out
factors that were not mentioned in the 20 statements.

Data processing: The data obtained were processed using quantitative and qual-
itative analyses. The quantitative analyses of the descriptive statistics were carried
out using the statistical program SPSS 26.0. The qualitative analysis comprised the
content analysis of the answers to the open-ended questions and the categorizing,
coding, and counting the answers. We present only the answers written by at least
10% of the respondents who offered their suggestions for a particular question.

RESEARCH RESULTS AND DISCUSSION

Factors of students dropping out of music school

To determine the factors for dropping out of music school from the parents’
point of view, a factor analysis of the 20 statements was carried out before the
statistical processing of the data on the respondents’ agreement with individual
statements of the questionnaire in order to determine the validity of the scale.
Testing the suitability of the data for factor analysis using the Kaiser-Meyer-Olk-
in test (KMO = 0.88) and Bartlett’s test of sphericity (y> = 4675.14; df = 190; p =
0.000) showed that the data were suitable for factor analysis. The principal com-
ponent analysis was used to examine the factor structure of the scale. Using the
Kaiser-Guttman criterion, four factors with an eigenvalue over 1 were derived,
explaining a total of 63.27% of the variance. When examining the diagram of
characteristic values according to the scree fest, a significant decrease in the size
of the characteristic root was observed after the first factor and a less significant
decrease after the second and third factors. Since a gradual decrease in the char-
acteristic root was observed after the fourth factor without obvious breakpoints,
on the basis of Catell criteria, the four-factor structure of the scale was accepted.
The application of rotation (direct oblimin with Kaiser normalization) indicates
a four-factor structure, which is also supported by the distribution of the items
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across the factors in terms of content (Table 2). The first factor is labeled Educa-
tional context because it groups the items related to the students’ difficulties due
to the organization of primary music and general education schools. The second
factor groups the items related to students’ abilities, motivation, and commitment,
as well as aggravating psychological factors, hence the factor was labeled Stu-
dent. The third factor, labeled as Parents, refers to parents’ support during music
education, and the fourth factor grouped items related to communication between
stakeholders in the education process as well as peers in the music school, there-
fore it was labeled as Communication. All subscales (Table 2) as well as the entire
scale (Cronbach’s alpha is .92) have a satisfactory reliability. There is a moderate
correlation between Student and Parents (r = - .45), while a low correlation was
found between the Educational context and Student (r = 0.40), Educational con-
text and Parents (r = -0.33), Educational context and Communication (r = - .24),
and there is no correlation between Student and Communication (r = - .09) and
Parents and Communication (r = .18).

TaBLE 2 Factor structure matrix after rotation

Factor
fems® Edcl:)cnatt:zzlal Student Parents Communication
.61
.76
.76
.70
74
77
73
.61
71
.83
78
74
.82
.76
-.67
-.77
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Factor
ftems* Educational Student Parents Communication
context
- .64
-.61
-.92
-.93
eigenvalue 7.70 2.34 1.58 1.38
% variance 38.50 11.71 7.88 5.19
Cronbach alpha .87 .85 .79 .84

*Items can be seen in Tables 3, 4, 5, and 6 under the same numbers.

The factor analysis in the study with the parents confirmed the four-factor struc-
ture from the study of the opinions of music school teachers about students who
drop out of music school. All items on the scale were grouped by the same factors in
both surveys, except the item on online classes as a reason for dropping out of music
school. This item was under the Educational context in the survey with teachers, and
it was categorized under the Parents factor in the survey with parents, suggesting
that the role of parents in supporting the child under the conditions of online teach-
ing, as was the case during the COVID-19 pandemic, should be explored further.

The first factor extracted by the factor analysis is the Educational context. Most
parents (78.12%) more or less agree that dropping out of music school is caused by
the overload of students with numerous extracurricular activities. 63.06% believe
that students drop out because it is impossible to coordinate schedules between
general education and music schools. 52.24% of parents believe that the reason
for dropping out of music school is due to the inflexible school program. For other
statements, parents expressed a neutral attitude, according to which the statements
are not recognized as causes for dropping out of music school (Table 3).

TasLE 3 Educational context as a factor in dropping out of music school

Dropping out of music school is most often

caused by... ! 2 3 4 S

N Mdn M SD % % % % Y%

8. the overload

of students with
extracurricular 425 4 4.04 1.05 3.53 7.06 11.29 | 38.35 | 39.76

activities
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Dropping out of music school is most often
caused by...

N Mdn M SD % % % % Y%

13. the
impossibility of
coordinating the
schedule between
general education
and music schools

425 4 3.62 1.20 8.00 | 10.59 | 1835 | 37.88 | 25.18

10. an inflexible
program that is
not attractive to
students

14. the
impossibility
of coordinating
the schedule of
subjects in the
music school

425 4 3.41 1.25 10.82 | 11.06 | 25.88 | 30.35 | 21.88

425 3 3.20 1.25 13.65 | 13.65 | 27.29 | 30.12 | 15.29

11. weak school
support for
exceptionally
gifted students

425 3 3.14 1.25 15.76 | 10.35 | 32.71 | 26.59 | 14.59

9. teaching
content that is too 425 3 3.13 1.18 12.94 | 1341 | 32.47 | 30.12 | 11.06
difficult

12. inadequate
school support
for students 425 3 3.01 1.18 | 15.53 | 10.59 | 42.82 | 19.06 | 12.00
with special

educational needs

x| 425 3 3.36 0.90

The Student is the second factor in dropping out of music school. The major-
ity of parents (85.41%) believe that students drop out of music school due to
lack of interest, poor motivation (77.65%) and insufficient effort (76.24%). Just
over half of parents believe that students drop out because of family pressure to
succeed in music (57.88%), students’ emotional immaturity (55.77%), and weak
musical abilities (52.94%). The parents surveyed expressed a neutral attitude to
the statement that students drop out of music school due to personal problems
(Table 4).
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TasLE 4. Student as a factor in dropping out of music school

Dropping out of music school is most often

caused by... ! 2 3 4 S
N Mdn M SD % % % % %

2. lack of interest

on the part of the 425 4 4.18 0.96 2.12 6.82 5.65 | 41.65 | 43.76

student

4. poor motivation

. . 425 4 4.02 0.98 3.06 4.71 14.59 | 42.59 | 35.06
for music education

7. insufficient effort
and inadequate 425 4 3.97 1.06 3.53 8.24 | 12.00 | 40.00 | 36.24
practicing

5. family pressure

; 425 4 3.52 1.16 8.94 7.53 25.65 | 38.12 | 19.76
for musical success

6. emotional
immaturity of the 425 4 343 1.11 8.24 10.12 | 25.88 | 41.65 | 14.12
student

3. inadequate

. 425 4 3.38 1.13 9.18 10.59 | 27.29 | 39.29 | 13.65
musical abilities

1. personal
problems of the 425 3 3.14 1.16 | 13.65 | 10.12 | 34.35 | 32.00 | 9.88
students

X | 425 4 3.66 0.79

Parents partially agreed with the statement that dropping out of music school is
due to their (Parent factor) insufficient support when things get challenging for
the student (66.12%) and in encouraging the student to practice the instrument
(63.76%). Parents did not identify online classes as a significant factor in drop-
ping out of music school (Table 5).

TaBLE 5 Parents as a factor in dropping out of music school

Dropping out of music school is most often
caused by...

N Mdn M SD % % % % %

19. inadequate
parental support
if it becomes too
challenging for the 425 4 3.77 1.20 6.82 8.94 | 18.12 | 32.24 | 33.88
student and they
want to drop out of
music school
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Dropping out of music school is most often 1 2 3 4 5
caused by...

N Mdn M SD % % % Y% Y%
20. inadequate
parental support 425 4 | 369 | 115 | 565 | 1082 | 19.76 | 36.00 | 27.76
in encouraging the
student to practice
18. online classes 425 3 3.05 131 | 17.65 | 13.65 | 31.29 | 20.94 | 16.47

X | 425 4 3.51 1.03

For the Communication factor, parents partially agree that the cause of drop-
ping out of music school is poor communication between teachers and students
(57.17%) and the lack of cooperation between teachers and parents (51.30%).
Communication between students and their classmates at music school is not con-

sidered significant by parents when it comes to dropping out of music school
(Table 6).

TaBLE 6 Communication as a factor in dropping out of music school

Dropping out of music school is most often

caused by... ! 2 3 4 S

N Mdn M SDh % % % Y Yo

15. poor
communication
between teachers
and students

16. lack of
cooperation between 425 4 3.32 1.26 | 13.18 | 11.06 | 24.47 | 33.18 | 18.12
teachers and parents

425 4 3,62 1.28 | 1035 | 11.76 | 20.71 | 30.35 | 26.82

17. poor
communication
between students in
the music school

425 3 291 1.28 | 21.18 | 13.18 | 30.12 | 24.94 | 10.59

X | 425 4 3.25 1.11

The parents could add the factors for dropping out of music school that were
not included in the statements. Forty-five parents offered answers, and the factor
highlighted by 33.33% was an authoritarian teacher, so future research should pay
attention to this factor.

Comparison of parents’ and teachers’ opinions on the factors for dropping out
of music school
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The parents’ opinions about the factors that lead to dropping out of primary mu-
sic school confirm the factors identified in the study with music school teachers,
which makes it possible to clarify the problem of dropping out of music school.
When comparing the agreement of parents and teachers (Nikoli¢ et al., 2023:
190), it can be concluded that they agree on the factors that make up the Educa-
tional context of music school (Figure 1; depicted are the reasons for students’
dropout that more than half of the respondents agree with).

Y N

EDUCATIONAL CONTEXT

/ PARENTS \(

inadequate parental supportin
encouraging the student to
practice (63.76%)

STUDENT

lack of interest on the part of the
student (85.14%)
the overload of students

inadequate parental support if it
becomes too challenging for the
student and they want to drop
out of music school (66.12%)

/ COMMUNICATION

poor communication

poor motivation for music
education (77.65%)

insufficient effort and inadequate
practicing (76.24%)

family pressure for musical
success (57.88%)

emotional immaturity of the

with extracurricular
activities (78.12%)

the impossibility of
coordinating the schedule
between general education
and music schools
(63.06%)

an inflexible program that
is not attractive to students

between teachers and student (55.77%)

students (57.17%) (52.24%)

inadequate musical abilities
(52.94%)

lack of cooperation between

\tiachers and parents (51.30%) \\

A )

FiGure 1 Factors for dropping out of music school from the parents’ perspective

Note. Factors that differ from the results of the research with teachers in Nikoli¢ et al., 2023 are
highlighted in bold.

A comparison of parents’ and teachers’ opinions about Student as a factor for
dropping out of music school shows that both groups agree that students drop out
due to lack of interest and motivation, insufficient effort and practice, and poor
musical abilities (Figure 1). However, parents tended to attribute the reasons for
dropping out of music school to students’ emotional immaturity and family pres-
sure to succeed musically. Possible differences may have arisen because teachers
assessed reasons for dropping out of primary and secondary music school, while
the surveyed parents only have children in primary music school. Younger chil-
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dren are less mature and more influenced by their parents and family than students
of secondary school age. Parents as a factor in dropping out of music school were
assessed equally by parents and teachers (Nikoli¢ et al., 2023: 189).

Different opinions were observed on the Communication factor, as teachers
only highlighted the lack of communication between teachers and parents, and
parents, on the other hand, identified poor communication between teachers and
students as an integral factor (Figure 1). If we consider the response of some sur-
veyed parents that an authoritarian teacher can be the reason for students dropping
out of music school, we can conclude that the parents’ perspective on the problem
of dropping out also includes teachers. This finding suggests a possible lack of
criticality on the part of teachers towards their colleagues and themselves, and fu-
ture research should focus on the teacher in addition to the four factors identified
in the study by Nikoli¢ et al. (2023) and confirmed by this research.

By replicating the research conducted with teachers at music schools in Croatia
to a sample of parents of students of the primary music school in Croatia, quite
similar results were obtained, and the findings of Nikoli¢ et al. (2023: 190-191)
were confirmed. According to Nikoli¢ et al. (2023), students’ insufficient effort
and practice due to poor motivation, overload with various extracurricular ac-
tivities, difficulty in coordinating the schedule of both schools, and inadequate
parental support lead to lower success in music school, and ultimately to dropping
out of further music education.

Encouraging students to continue their music education

In order to find solutions to the perceived problems in the music education of
students in primary music schools in Croatia, this study surveyed parents, who are
the third stakeholder in the educational process alongside students and teachers.

One hundred sixty-three participants (N = 163) responded to an open-ended
question about what teachers could do to keep children in music school until
they graduate. Parents believe teachers should motivate students more by creat-
ing a pleasant and cheerful atmosphere, encouraging students without pressure,
and praising them for their progress (N = 38; 23.31%). Parents also believe that
teachers should offer students a more attractive repertoire. In addition to classical
music, teachers should offer contemporary popular music that suits the students’
musical tastes so it would be more appealing and fun for the students (N= 30;
18.40%). This suggestion was explained by one parent:
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“[ think that students do not understand the concept of CLASSICAL music
education and the necessity of it without additional motives. I believe that
they are motivated by the approach of learning modern compositions that
they come across on TikTok... even though they may not be as complex as
the ones that are in the school’s program, I believe that the music experts
who design the program can also find such examples, at least from time to
time, among the regulars. Or they can involve the students to give exam-
ples that they could work on occasionally that are appropriate to the level
of a particular program.” (Father of a fourth-grade primary music school
student, 39 years old)

Teachers should establish a friendly relationship with students, better toler-
ance, and pay attention to each student to achieve a closer relationship in which
they notice the student’s difficulties in time and help and support students (N =
23; 14.11%). According to the parents, the teacher should adjust the weighting
and scope of the teaching content to the student’s abilities and the child’s mo-
tives for learning music and adapt their expectations of the student accordingly
(N =19; 11.66%). Some parents emphasized the need for better communication
between teachers and students to achieve a cooperative relationship (N = 18;
11.04%).

Respondents suggested what parents should do to reduce the number of music
school dropouts (N = 162). Most suggestions related to support, whether it was
day-to-day psychological support or crises that occur during a child’s music ed-
ucation (N = 52; 32.10%). According to the respondents, parents should be more
involved in their child’s musical education by supporting the child in organizing
learning and practice, supervising the child’s practice and homework, monitoring
the child’s progress, going to public performances and sometimes to the child’s
lessons and rehearsals at music school (N =31; 19.14%). 13.58% (N = 22) of re-
spondents pointed out that parents should talk to and listen to their children more.
If a child wants to quit music school, parents should talk to them and identify the
reasons that lead to the child’s dissatisfaction and look for a solution to overcome
the crisis (N = 22; 13.58%). Some parents emphasize the importance of encour-
aging the child to attend music school regularly, try hard, and practice playing the
instrument (N = 19; 11.73%). The parents emphasize the importance of setting
reasonable limits in the child’s education and not allowing the child to give up at
the first obstacle (N = 18; 11.11%). One of the parents explains:
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“Don’t give in at the first sign of dissatisfaction, because children often say
when they grow up that they are sorry their parents didn’t persuade them
to finish music school.” (Mother of a third-grade primary music school stu-
dent, 42 years old)

One hundred eighteen (N = 118) parents expressed their opinion regarding the
students’ contribution to reducing the number of music school dropouts. It mostly
referred to the effort, regular work, and practicing playing the instrument (N= 52;
44.06%). Students should show more responsibility towards their commitments
and participate more actively in class (N = 28; 23.73%). Parents also indicated
that students should communicate more with teachers by asking for help and ap-
preciating and listening to teachers’ advice (N=12; 10.17%).

Eighty-two (N = 82) parents suggested what the administration of a music
school can do to encourage students to graduate from music school. In their opin-
ion, the school administration should organize various forms of socialization of
students through musical activities, such as field trips, guest choirs, guest or-
chestras, visiting concerts, different forms of group music, performances, work-
shops, etc., to create a sense of community and belonging among students (N =
17; 20.73%). The school administration should seriously address the problem of
students dropping out of music school. Parents suggest an analysis of the teacher’s
work concerning the student’s performance and an anonymous survey of parents
and students in music school, survey of parents and students who have dropped
out, the involvement of a school counselor to support students, and the establish-
ment of parent-teacher meetings when teachers identify difficulties with an indi-
vidual student (N = 15; 18.29%). Parents pointed out that the administration could
reduce the number of students dropping out of music school by finding a way to
coordinate the music school’s schedule with that of the general education school
(N =10; 12.20%). Part of the suggestions to the management of music schools
relate to enabling the education and training of teachers in child psychology, ped-
agogy, and methodology (N = 10; 12.20%).

Some parents proposed what the Ministry in charge could do about children
who drop out of music school (N = 110). Most suggestions were related to return-
ing additional points for secondary school enrollment for students who graduate
from music school (N =42; 35.18%). In addition, the Ministry should change the
music school program to allow more flexibility and freedom in teaching in terms
of the scope of the curriculum, more attractive compositions for students, and
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more modern and relaxed teaching (N = 30; 27.27%). The Ministry should coor-
dinate the general education and music school programs to reduce the workload
of students who attend both schools (N = 11; 10.00%).

By comparing and finding similar suggestions from parents and music teachers
about what could be done to motivate students and help them graduate from mu-
sic school, we identified specific propositions for improving music education in
primary music schools in Croatia:

a) Teachers should adapt the teaching content to the individual possibilities,
abilities, and wishes of the students and act with the aim of better commu-
nication with the students.

b) Parents should be more involved in their child’s music education, encour-
age the child to practice playing the instrument, talk more with the child,
and, if the child wants to quit music school, talk with the child and the
teacher to find the causes and the solution.

¢) Students should practice playing the instrument more.

d) The music school management should organize student get-togethers with
different forms of musical activities.

e) The Ministry in charge should change the plan and program of the mu-
sic school so that it is more modern and suitable for today’s children, and
students who graduate from music school should get additional points for
enrollment in secondary schools.

CONCLUSION

In this study, parents categorized the reasons for students dropping out of pri-
mary music school into four contexts: student, educational context, parents, and
communication. Additionally, they pointed out the music teacher as a possible
reason for dropping out, which future research should investigate. Parents agreed
that the most important reasons for dropping out of primary music school were the
students’ inadequate interest and motivation in learning music, but also the over-
load of extracurricular activities as compulsory general education primary school
takes priority in their education, as well as difficulties in coordinating schedules
between schools, extracurricular activities, and independent learning and prac-
ticing playing the instrument at home. As significant factors for dropping out of
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music school, parents recognize the insufficient effort and insufficient practice by
the student in playing the instrument, as well as parents not giving their child the
necessary support when crises lead to the child wanting to give up and not encour-
aging the child to practice playing the instrument regularly.

The research surveying parents made it possible to look at the problem of drop-
ping out of music school from the parents’ perspective by replicating the research
conducted with music school teachers in Croatia by Nikoli¢ et al. (2023). This
research confirmed the factors identified in the one with teachers and pointed
to future research that, in addition to exploring the individual factors identified,
should also include the role of the teacher as a factor in student dropout from mu-
sic school and explore the interrelation of factors in student dropout to help clarify
this issue. A comparison of parents’ and teachers’ suggestions to help students
graduate from music school offered possible strategies and pointed to areas of
research on current problems of music education in Croatia and in countries with
the same or similar music education systems.
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ODUSTAJANJE UCENIKA OSNOVNE GLAZBENE $KOLE OD DALJNJEGA
GLAZBENOG OBRAZOVANJA 1Z PERSPEKTIVE RODITELJA

SAZETAK

Smanjivanje broja djece u osnovnim opceobrazovnim i
glazbenim $kolama namece pitanje odrzivosti glazbenog
obrazovanja u Hrvatskoj, a problemu pridonosi i ¢injenica
da znatan broj uc¢enika koji zapo¢nu specijalisticko glazbe-
no obrazovanje od njega odustaje. Cilj je istrazivanja utvr-
diti mi§ljenja roditelja o ¢imbenicima odustajanja uc¢enika
od osnovne glazbene $kole u Hrvatskoj i na¢inima na koje
bi se uc¢enicima pomoglo da zavrSe Skolski program. Kao
u prije provedenom istrazivanju Nikoli¢ i sur. (2023) s na-
stavnicima glazbe, razloge su odustajanja ucenika roditelji
(N = 425) grupirali u Cetiri konteksta: ucenik, obrazovni
kontekst, roditelji i komunikacija, ali su kao mogu¢i ¢im-
benik odustajanja naveli i nastavnika glazbe. Roditelji su
se slozili kako su najvazniji razlozi odustajanja ucenika
od osnovne glazbene $kole slaba zainteresiranost i slaba
motivacija u¢enika za ucenje glazbe, ali i preopterecenost
ucenika izvannastavnim i izvanskolskim aktivnostima s
obzirom na to da obavezna op¢eobrazovna osnovna Skola
ima prioritet u njihovu obrazovanju te poteskoce s uskla-
divanjem rasporeda izmedu nastavnih i izvannastavnih ak-
tivnosti te samostalnog ucenja i vjezbanja kod kuce. Kao
vazne ¢imbenike odustajanja od glazbene $kole roditelji
vide 1 nedovoljno ulaganje truda te u¢enikovo nedovoljno
vjezbanje sviranja instrumenta, ali i roditelje koji ne daju
potrebnu podrsku svojem djetetu kada nastupi kriza i dijete
zeli odustati te ne poticu svoje dijete na redovito vjezbanje
instrumenta. Roditelji su dali svoje prijedloge na koji bi
nacin dionici glazbeno-obrazovnog procesa mogli pruziti
vecu potporu ucenicima glazbenih skola.
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SAZETAK KLIUCNE RUECL:

Glazba ima vaznu ulogu u zivotu ljudi te ispunjava razlici-
te funkcije, poput osobnih, drustvenih i kulturnih funkcija.
U radu su istrazene funkcije slusanja glazbe kod pjevaca
zborova i klapa te je ispitano jesu li spol, pjevanje u zboru
ili klapi, zavrseno srednjoskolsko obrazovanje te pohada-
nje dodatne glazbene pouke znacajni prediktori navedenih
funkcija. Ispitivanje je provedeno putem online upitnika na
uzorku od 130 sudionika, pjevaca razli¢itih zborova i klapa
iz Hrvatske. U istrazivanju je koristen upitnik kojim su pri-
kupljeni sociodemografski podatci o sudionicima te Skala
adaptivnih funkcija slusanja glazbe (The Adaptive Functi-
ons of Music Listening Scale, Groarke i Hogan, 2018), koja
sadrzi 46 tvrdnji.

Rezultati potvrduju kako Zene, u odnosu na muskarce, vise
slusaju glazbu u svrhu zadovoljavanja kognitivnih funk-
cija, dok u slucaju afektivnih funkcija nisu uocene razlike
izmedu muskaraca i zena. Pjevanje u zboru ili klapi te do-
datna glazbena pouka nisu se pokazali znacajnim predik-
torima funkcija slusanja glazbe. Sudionici koji su pohadali
gimnaziju, u odnosu na sudionike koji su zavrsili srednju
strukovnu $kolu, vise slusaju glazbu zbog zadovoljavanja
kognitivnih funkcija, Sto je objasnjeno utjecajem nastave
glazbe tijekom srednjoskolskog obrazovanja. U radu se na-
vode implikacije dobivenih rezultata za podrucje glazbene
pedagogije.

glazbena pedagogija, glazbene pre-

ferencije, pjevaci

9.3.2026. 9:57:21



04 Dobrota.indd 94

S. DosroTA, M. Krni¢: Funkcije slusanja glazbe medu pjevacima zborova i klapa 20 (2) 2025.

1. UVOD

Glazbene preferencije iznimno su sloZen fenomen koje se oblikuje pod utje-
cajem niza razlicitih faktora, poput osobina glazbe, osobina slusatelja, konteksta
slusanja i sl. (Schafer i Sedlmeier, 2009; Wasim i Hasan, 2024). Odgovor na pita-
nje zasto ljudi slusaju glazbu i1 oblikuju specifi¢an glazbeni ukus lezi u razli¢itim
funkcijama glazbe, odnosno upotrebi glazbe za postizanje odredenih ciljeva i za-
dovoljavanja njihovih potreba (Georgi, Grant, Georgi i Gebhardt, 2006; Petrusic,
Dobrota i Rei¢ Ercegovac, 2023; Saarikallio 1 Erkkild, 2007; Sloboda, O’Neill i
Ivaldi, 2001). Slusanje glazbe ima razlicite funkcije, koje su povezane s razvoj-
nim karakteristikama, posebno u doba adolescencije kada se putem glazbe for-
miraju 1 izrazavaju identiteti mladih te komuniciraju njihove osobne vrijednosti,
vjerovanja i percepcije svijeta (North i Hargreaves, 1999). Nadalje, glazba moze
potaknuti interakcije izmedu ljudi (Tarr, Launay i Dunbar, 2014), a Rentfrow 1
Gosling navode kako je sluSanje glazbe jedna od najzastupljenijih aktivnosti slo-
bodnog vremena te da se na temelju poznavanja glazbenih preferencija pojedinca
moze ste¢i uvid u njegovu osobnost (Rentfrow i Gosling, 2003, 2006).

Glazba ispunjava razlicite funkcije u Zivotu ljudi, i to one osobne, poput emoci-
onalne ekspresije, estetskog uzitka, zabave ili fizickog odgovora na glazbu, zatim
drustvene, kao §to su komunikacija i simboli¢ka reprezentacija te kulturne, poput
osnazivanja kulturnog kontinuiteta i integracije (Merriam, 1964). Hargreaves i
North (1999) navode kako psiholoske funkcije slusanja glazbe obuhvacaju kogni-
tivne, emocionalne i socijalne funkcije. Funkcijama slusanja glazbe u podru¢ju
kognitivne domene bavila su se istrazivanja percepcije, prepoznavanja i pamcenja
glazbenih elemenata i karakteristika, poput visine tona, melodije, ritma, strukture
ili slozenosti (Addessi i Caterina, 2005), zatim istrazivanja imanentne sposobnosti
glazbe da potakne autobiografsko pamcenje (Cady i suradnici, 2008) te istraZiva-
nja utjecaja glazbe na kognitivnu izvedbu (Shellenberg i sur., 2007). Emocionalne
funkcije sluSanja glazbe odnose se na percipiranje emocija u glazbi i evocira-
nje emocija putem glazbe (Juslin, 2005), reguliranje raspoloZenja putem glazbe
(Saarikallio 1 Erkkild, 2007) te ublazavanje stresa pomocu glazbe (North i sur.,
2000). I, kona¢no, drustvene funkcije glazbe obuhvacaju stvaranje i izrazavanje
identiteta putem glazbe (Tarrant, North, Edridge, Kirk, Smith i Turner, 2001) te
ojacavanje odnosa medu ljudima pomocu glazbe (Bakagiannis i Tarrant, 2006).

Boer (2009) navodi dvije dimenzije funkcija slusanja glazbe. Prva od njih je ona
za koju je karakteristi¢an osobni fokus (samoregulacija ili emocionalna ekspresi-
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ja) u odnosu na drustvenu ili kulturnu aktivnost (povezivanje prijatelja ili clanova
obitelji putem glazbe). Druga dimenzija slusanja glazbe odnosi se na uzitak i afekt
(uzivanje ili relaksiranje) u odnosu na kontemplativne funkcije (konstrukcija iden-
titeta, vrijednosti ili inspiracije).

Boer i suradnici (2012) isticu kako u temelju mentalnog reprezentiranja funkcija
slusanja glazbe stoje dvije dimenzije. Prva se odnosi na afektivne funkcije slusanja
glazbe, a druga na intrapersonalne, drustvene i sociokulturne funkcije slusanja
glazbe. Navedeni autori kreirali su upitnik za mjerenje funkcija slusanja glazbe
pod nazivom Ratings of Experienced Social, Personal and Cultural Themes of
Music functions (RESPECT-Music) (Boer, Fischer, Gurkan Tekman, Abubakar,
Njenga i1 Zenger, 2012). Upitnik sadrzi 36 tvrdnji kojima se procjenjuje deset
funkcija slusanja glazbe, i to: funkcija drustvenog povezivanja glazbom s prija-
teljima, funkcija drustvenog povezivanja glazbom s obitelji, funkcija otpustanja,
emocionalna funkcija slusanja glazbe, glazba u funkciji plesa, pozadinska funkcija
glazbe, glazba u funkciji fokusa, glazba u funkciji izrazavanja politickih stavova,
funkcija kulturnog identiteta i glazba u funkciji izrazavanja osobnih vrijednosti.

Groarke 1 Hogan (2018) zastupaju stajaliSte da sluSanje glazbe ima brojne
adaptivne funkcije u svakodnevnom zivotu pojedinca. Oni su kreirali upitnik za
mjerenje funkcija sluSanja glazbe pod nazivom The Adaptive Functions of Music
Listening Scale (AFML), sastavljen od 46 tvrdnji koje su grupirane u 11 faktora,
i to: regulacija stresa, regulacija anksioznosti, regulacija ljutnje, regulacija usa-
mljenosti, ruminacija, reminiscencija, snazno emocionalno iskustvo, divljenje i
aprecijacija glazbe, kognitivna regulacija, identitet i spavanje. Zadatak sudionika
jest procijeniti stupanj slaganja s tvrdnjama o efikasnosti postizanja odredenih
adaptivnih rezultata tijekom slusanja glazbe.

Budu¢i da istrazivanje funkcija sluSanja glazbe kod pjevaca nije bilo ¢esto u
fokusu interesa istrazivaca, ovim istrazivanjem pokusSali smo istraziti funkcije
slusanja glazbe kod pjevaca zborova i klapa.

2. METODA

2.1. Cilj i problemi istrazivanja

Cilj istrazivanja bio je ispitati afektivne i kognitivne funkcije sluSanja glazbe
kod pjevaca zborova i klapa te provjeriti jesu li spol, pjevanje u zboru ili klapi,
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zavrSeno srednjoskolsko obrazovanje te pohadanje dodatne glazbene pouke zna-
¢ajni prediktori navedenih funkcija. U skladu s postavljenim ciljem definirani su
sljede¢i problemi istrazivanja:

1. Ispitati razlikuju li se funkcije slusanja glazbe s obzirom na spol sudionika.

2. Ispitati razlikuju li se funkcije slusanja glazbe kod pjevaca zborova, u odno-
su na pjevace klapa.

3. [Ispitati razlikuju li se funkcije slusanja glazbe kod sudionika koji su zavrsili
gimnazijsko srednjoskolsko obrazovanje, u odnosu na sudionike koji su po-
hadali srednje strukovne Skole.

4. Ispitati razlikuju li se funkcije slusanja glazbe kod sudionika koji su pohadali
dodatnu glazbenu pouku, u odnosu na sudionike bez dodatne glazbene pouke.

2.2. Sudionici

Ispitivanje je provedeno putem online upitnika na uzorku od 130 sudionika
(N,... = 75 N ..i = 55), pjevaca razli¢itih zborova i klapa iz Hrvatske (N, =
56; N,, = 74). Prosjecna dob sudionika bila je 28,89 godina (SD = 10,68; ras-
pon = 14-68), pri cemu su ¢lanovi zborova bili nesto mladi u odnosu na ¢lanove
klapa (M, = 23,57, SD = 6,95; raspon = 14-51; M, = 32,92; SD = 11,27;

raspon = 16-68). Od ukupnog broja sudionika, njih 47 % pohadalo je srednju

klapa

klapa

strukovnu 8kolu, a 53 % gimnaziju. Cak 52,3 % sudionika pohadalo je dodatnu
glazbenu pouku. Sto se ti¢e odlazaka u kazaliste i na koncerte klasi¢ne glazbe,
70 % sudionika katkad odlazi na takve manifestacije, 10 % Cesto, a 20 % nikada.

2.3. Instrument i postupak ispitivanja

Za potrebe istrazivanja konstruiran je upitnik koji se sastoji od dvaju dijelova. Pi-
tanjima iz prvog dijela upitnika prikupljeni su sociodemografski podatci o sudioni-
cima (spol, dob, stru¢na sprema, zavrSeno srednjoskolsko obrazovanje, pohadanje
dodatne glazbene pouke, posjecivanje kazalista i koncerata klasi¢ne glazbe). Drugi
dio upitnika je Skala adaptivnih funkcija slusanja glazbe (engl. Adaptive Functions
of Music Listening Scale, Groarke 1 Hogan, 2018), koja sadrzi 46 tvrdnji. Uz svaku
tvrdnju prilozena je skala Likertova tipa od 1 do 5 (1 =uopce se ne slazem; 5 =u
potpunosti se slazem). U izvornom obliku skala ima jedanaest faktora, i to: regu-
lacija stresa (na primjer, Slusanje glazbe odvraca mi paznju od stresa), regulacija
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anksioznosti (na primjer, Kad se osjecam tjeskobno, slusanje glazbe me tjera da
razmiSljam o tim osjec¢ajima), regulacija ljutnje (na primjer, Kad se osje¢am lju-
tito, slusanje glazbe odvraéa me od osjecaja ljutnje), regulacija usamljenosti (na
primjer, Osjecam se manje usamljeno kada slusam glazbu), ruminacija (na primjer,
Kad se osjecam tuzno/depresivno, slusanje glazbe me potice da razmisljam o tim
osjecajima), reminiscencija (na primjer, Slusajuci glazbu prisje¢am se ugodnih tre-
nutaka iz proslosti), snazno emocionalno iskustvo (na primjer, Kada slusam glaz-
bu, osjecam snazne emocije), divljenje 1 aprecijacija glazbe (na primjer, Slusajuci
glazbu osjecam strahopostovanje prema talentu skladatelja), kognitivna regulacija
(na primjer, Uz slusanje glazbe iz pozadine laksSe se fokusiram na ono Sto radim),
identitet (na primjer, Glazba koju slusam izrazava ono sto jesam kao osoba) 1 spa-
vanje (na primjer, Slusanje glazbe u krevetu me uspavljuje). Pomoc¢u konfirmatorne
faktorske analize provjerena je faktorska struktura izvornika. Budu¢i da je utvrdeno
kako se podatci dobiveni u ovom istrazivanju ne podudaraju sa strukturom izvor-
nika, za potrebe ovog rada funkcije slusanja glazbe regulacija stresa, regulacija
ljutnje, regulacija anksioznosti i snazno emocionalno iskustvo grupirane su u sku-
pinu afektivnih funkcija slusanja glazbe, a ruminacija, reminiscencija i kognitivna
regulacija u skupinu kognitivnih funkcija sluSanja glazbe. Tvrdnje koje se odnose
na divljenje i aprecijaciju glazbe, identitet i spavanje iskljucene su iz daljnje analize
jer znacajno ne zasic¢uju ni jednu od navedenih funkcija slusanja glazbe. Psihome-
trijske znacajke podskala afektivnih i kognitivnih funkcija glazbe prikazane su u
Tablici 1. Budu¢i da su parametri spljostenosti i asimetri¢nosti za sve varijable bili
u rasponu od -2 do +2, u analizi podataka koriSteni su parametrijski postupci.

TasLica 1 Psihometrijske znacajke podskala afektivnih i kognitivnih funkcija glazbe

N M SD Cronbach a | raspon | asimetri¢nost | spljoStenost
Afektivne funkelje | 1y 1090 | 4955 0,95 59-135 -0,62 0,24
slusanja glazbe
Kognitivne funkeije | |36 45 | 769 0,82 19-50 0,30 -0,40
slusanja glazbe

N = broj tvrdnji

3. REZULTATI

Najvise prosjecno ocijenjena tvrdnja u upitniku Skala adaptivnih funkcija slu-
Sanja glazbe je Slusanje glazbe oslobada me stresa, koja pripada skupini afek-
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tivnih funkcija slusanja glazbe, odnosno regulaciji stresa (M = 4,74; SD = 0,52;
raspon = 3-5), a najnize ocijenjena tvrdnja je Kad se osjecam tjeskobno, slusanje
glazbe navodi me da se usredotocim na te osjecaje, koja se odnosi na ruminaciju,
odnosno pripada skupini kognitivnih funkcija slusanja glazbe (M = 3,21; SD =
1,29; raspon = 1-5).

Kako bismo ispitali postoje li razlike u funkcijama sluSanja glazbe s obzirom na
spol sudionika, izra¢unana su dva t-festa, jedan za afektivne, a drugi za kognitivne
funkcije slusanja glazbe (Tablica 2). U slucaju afektivnih funkcija slusanja glazbe
nisu uocene razlike izmedu muskaraca i Zzena, dok u sluc¢aju kognitivnih funkcija
sluSanja glazbe postoje razlike, i to na na¢in da Zene, u odnosu na muskarce, vise
slusaju glazbu u svrhu zadovoljavanja kognitivnih funkcija (Slika 1).

TasLica 2. Razlike u funkcijama slusanja glazbe s obzirom na spol

Mmuierci Miene t df p
Funkcije slusanja glazbe
afektivna 4,04 4,15 0,90 128 0,37
kognitivna 3,45 3,78 2,42 128 0,02*
p<0,05*
p<0,01%*
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Siika 1. Razlike u kognitivnim funkcijama slusanja glazbe s obzirom na spol
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Kako bismo istrazili razlikuju li se pjevaci klapa i zborova u funkcijama slu-
Sanja glazbe, ponovno su izraCunana dva t-festa (Tablica 3). Rezultati upucéuju
na nepostojanje razlika u funkcijama slusanja glazbe s obzirom na to pjevaju li
sudionici u zboru ili klapi.

TasLica 3. Razlike u funkcijama slusanja glazbe s obzirom na pjevanje u zboru ili klapi

Mzbor Mklapa t df p
Funkcije sluSanja glazbe
afektivna 4,07 4,12 -0,39 128 0,70
kognitivna 3,78 3,54 1,81 128 0,07
p<0,05%
p <0,01%*

Polaze¢i od pretpostavke da je vrsta zavrSene srednje Skole moguci prediktor
funkcija slusanja glazbe, izracunana su dva ¢-testa, za afektivne i kognitivne funk-
cije sluSanja glazbe (Tablica 4). Rezultatima je potvrdeno kako se sudionici koji
su zavrsili strukovnu $kolu i gimnaziju ne razlikuju u afektivnim funkcijama slu-
Sanja glazbe, dok je u sluc¢aju kognitivnih funkcija uocena razlika, i to na nacin da
sudionici koji su zavrsili gimnazijsko srednjoSkolsko obrazovanje, u odnosu na
sudionike iz srednjih strukovnih Skola, vise slusaju glazbu zbog zadovoljavanja
kognitivnih funkcija (Slika 2).

TasLica 4. Razlike u funkcijama slusanja glazbe s obzirom na zavr$eno srednjoskolsko obrazovanje

Mstruknvna Skola M il ij; t df p
Funkcije slusanja glazbe
afektivna 4,01 4,11 0,18 128 0,86
kognitivna 3,47 3,80 2,48 128 0,01%%*
p <0,05*
p<0,01%**
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SLika 2. Razlike u kognitivnim funkcijama sluSanja glazbe s obzirom na zavrseno srednjoskolsko
obrazovanje

I, konacno, kako bismo provjerili je li pohadanje dodatne glazbene pouke zna-
¢ajan prediktor funkcija slusanja glazbe, ponovno su izratunana dva t-testa (Ta-
blica 5). Rezultati potvrduju nepostojanje razlika u funkcijama slusanja glazbe s
obzirom na pohadanje dodatne glazbene pouke.

TaBLica 5. Razlike u funkcijama sluSanja glazbe s obzirom na pohadanje dodatne glazbene pouke

Mbez dodatne glazbene pouke Mdodalna glazbena pouka t df p
Funkcije slusanja glazbe
afektivna 4,12 4,08 0,32 128 0,75
kognitivna 3,66 3,63 0,23 128 0,82
p<0,05*
p<0,01%*
4. RASPRAVA

Rezultatima ovog istrazivanja potvrdeno je kako Zene, u odnosu na muskarce, vise
slusaju glazbu u svrhu zadovoljavanja kognitivnih funkcija, dok u slucaju afektivnih
funkcija slusanja glazbe nisu uocene razlike s obzirom na spol sudionika. Dobiveni
rezultati nisu u skladu s rezultatima Boer i suradnika (2012) koji su ispitali funkcije
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slusanja glazbe na uzorku studenata iz Njemacke, Kenije, Meksika, Novog Zelanda,
Filipina i Turske i zakljuéili kako Zene, u odnosu na muskarce, vise slusaju glazbu
zbog zadovoljavanja afektivnih funkcija, odnosno emocionalne ekspresije, plesa i
formiranja kulturnog identiteta. Christenson i Peterson smatraju da ,,muskarci i Zene
odgovaraju na glazbu na razli¢ite nacine* (Christenson i Peterson, 1988: 265), pri
¢emu muskarci preferiraju hard rock glazbu i izbjegavaju glazbu s romanti¢nim
prizvukom, dok su zene sklonije slusati glazbu koja im olaksava osjec¢aj usamlje-
nosti, popravlja njihovo raspolozenje i otklanja brige. Do sli¢nih nalaza dosli su 1
Hargreaves, Comber i1 Colley (1995) koji uocavaju da srednjoskolci vise preferira-
ju heavy metal i rock glazbu, a srednjoskolke reggae, pop, jazz 1 klasicnu glazbu.
Dakle, razlike u glazbenim preferencijama i funkcijama slusanja glazbe uglavnom
se objasnjavanju postojanjem rodnih stereotipa muske oporosti i Zenske emocional-
nosti (Colley, 2008; North i Hargreaves, 2007; North, Hargreaves i O’Neill, 2000).
Budu¢i da zene u nasem istrazivanju vise slusaju glazbu zbog zadovoljavanja kogni-
tivnih funkcija, takve je rezultate moguce objasniti boljim glazbenim obrazovanjem
zena u naSem uzorku, koje je potrebno za analiticko slusanje glazbe. Od ukupnog
broja sudionika naseg istrazivanja, ¢ak je 45 Zena pohadalo dodatnu glazbenu pouku,
dok su samo 23 muskarca bila ukljucena u takve aktivnosti. Do sli¢nih su rezultata
dosli Hargreaves i suradnici (1995), koji su ispitali preferencije engleskih ucenika od
dobi od 11 do 16 godina prema dvanaest glazbenih stilova i zakljucili kako ucenice,
u odnosu na ucenike, pokazuju vise preferencije svih glazbenih stilova. Navedeni
autori objasnjavaju takve rezultate kvalitetnijim glazbenim obrazovanjem ucenica.
Rezultatima naseg istraZivanja nisu uocene razlike u funkcijama slusanja glazbe
s obzirom na to pjevaju li sudionici u zboru ili klapi, ni s obzirom na pohadanje
dodatne glazbene pouke. Medutim, utvrdeno je postojanje razlika u kognitivnim
funkcijama slusanja glazbe izmedu sudionika koji su pohadali razlicite vrste sred-
njoskolskog obrazovanja. Tako sudionici koji su pohadali gimnazije, u odnosu na
sudionike iz strukovnih $kola, viSe slusaju glazbu zbog zadovoljavanja kognitivnih
funkcija, dok u slucaju afektivnih funkcija slusanja glazbe nisu uoéene razlike s ob-
zirom na vrstu zavrSene srednje Skole. Nastava glazbene umjetnosti u gimnazijama
koncipirana je uglavnom na nacin da se pozornost usmjerava na kognitivni aspekt
slusanja, odnosno na stjecanje kulturnih i glazbenih znanja te poznavanje glazbe-
noizrazajnih sastavnica. Na taj nacin Cesto se zanemaruju emocionalne reakcije
ucenika na percipirane glazbene podrazaje, a slusanje glazbe postaje suvise intelek-
tualizirano (Hopkins, 2002; Silverman, 2012; Zerul, 2006). Zalanowski (1986) pro-
vela je eksperiment na uzorku od 60 studenata koji su slusali ulomak iz Fantasticne
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simfonije H. Berlioza. Prva skupina slusala je glazbu bez ikakvog zadatka, druga
je skupina kreirala mentalne slike (vizualne, auditivne, taktilne, njusne) povezane s
glazbom, dok je treca skupina prije sluSanja detaljno upoznala opis glazbenog pro-
grama. Rezultati pokazuju da je druga skupina pokazala najveéi uzitak tijekom slu-
Sanja glazbe, pa autorica sugerira kako je pasivno slusanje nedovoljno za stvaranje
snazne estetske reakcije na glazbu i da stvaranje mentalnih slika tijekom slusanja
moze biti efikasan na¢in emocionalnog ukljucivanja studenata u glazbu.

5. ZAKLJUCAK

Rezultatima ovog istrazivanja potvrdeno je kako su spol i vrsta zavrSenoga sred-
njoskolskog obrazovanja znacajni prediktori funkcija slusanja glazbe kod pjeva-
&a zborova i klapa. Zene i sudionici koji su zavrsili gimnazijsko srednjoskolsko
obrazovanje vise slusaju glazbu zbog zadovoljavanja kognitivnih funkcija, dok u
slucaju afektivnih funkcija slusanja glazbe nisu uocene razlike izmedu navedenih
skupina sudionika.

Vecu sklonost zadovoljavanju kognitivnih funkcija tijekom slusanja glazbe uglav-
nom smo objasnili vrstom i kvalitetom glazbenog obrazovanja zena, odnosno sudio-
nika koji su pohadali gimnazijsko obrazovanje. Naglasavanjem kognitivnog aspekta
glazbenog obrazovanja, odnosno suvise intelektualiziranog pristupa glazbi, zanema-
ruje se emocionalni aspekt slusanja glazbe. Takav pristup rezultira stanjem u kojem
ucenici promatraju slusanje glazbe u $koli i u kuéi kao dvije potpuno razliite aktiv-
nosti (Boal-Palheiros i Hargreaves, 2001, 2004), pri ¢emu slusanje glazbe u ku¢i po-
vezuju s uzivanjem, emocionalnim raspolozenjem i drustvenim odnosima, a slusanje
glazbe u Skoli s motivacijom za ucenje 1 nastavnim sadrzajima. Harland (2000) na-
vodi kako popularnost nastave glazbe znacajno opada od osnovnoskolskoga prema
srednjoskolskom obrazovanju, i to zbog jaza izmedu sadrzZaja nastave glazbe i onoga
Sto ucenici slusaju izvan Skole. Ross (1995, 1998) objasnjava opadanje popularnosti
nastave glazbe ¢injenicom da sadrzaj predmeta nije prilagoden izazovima suvreme-
nog drustva, a time nije ni u skladu s interesima i potrebama ucenika.

Rezultati ovog istrazivanja imaju brojne glazbeno-pedagoske implikacije, od
kojih su najvaznije one koje se odnose na vaznost aktivnog sluSanja glazbe u skoli.

Jedno od ogranic¢enja ovog istrazivanja je u tome $to je ono provedeno na uzor-
ku sudionika iz Hrvatske, stoga je u budu¢im istrazivanjima moguce ukljuciti
pjevace iz razli¢itih europskih i izvaneuropskih drzava.
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FuncTions oF LISTENING TO Music AMONG CHOIR AND KLAPA SINGERS

ABSTRACT

Music plays an important role in people’s lives and has
various functions, such as personal, social and cultural
functions. This paper investigates the functions of listen-
ing to music among choir and klapa singers and examines
whether gender, singing in a choir or a klapa, completing
secondary education and attending additional music les-
sons are significant predictors of the aforementioned func-
tions. The study was conducted via an online questionnaire
on a sample of 130 participants, who were singing in var-
ious choirs and klapa groups from Croatia. The research
employed a questionnaire to collect sociodemographic
data from the participants, and The Adaptive Functions of
Mousic Listening Scale (Groarke and Hogan, 2018), which
contains 46 items, was also used.

The results confirm that, compared with men, women listen
to music more to satisfy cognitive functions, whereas in the
case of affective functions, no differences were observed
between men and women. Singing in a choir or a klapa
and additional music lessons did not prove to be significant
predictors of music listening functions. Compared with
participants from vocational schools, those who attended
grammar schools listen to music more to satisfy cognitive
functions, which is explained by the influence of music
lessons during secondary education. The results obtained
have numerous implications for the psychology of music
and music pedagogy. The paper presents implications of
the obtained results for the field of music pedagogy.
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SAZETAK

Kolektivna ucinkovitost ucitelja je zajedni¢ko, grupno
uvjerenje da je grupa sposobna obaviti radnje kako bi po-
stigla uspjeh. U obrazovnom kontekstu, percepcije ucitelja
o kolektivnoj ucinkovitosti odnose se na njihovu osobnu
procjenu sposobnosti svojih kolega da provode nastavne
prakse koje podrzavaju $kolsku i psihosocijalnu prilagod-
bu ucenika u $koli. Brojna dosadasnja istrazivanja poka-
zuju kako je kolektivna ucinkovitost ucitelja povezana sa
Skolskim uspjehom ucenika i dobrobiti ucitelja. Cilj ovog
istrazivanja bio je ispitati percepcije kolektivne ucinkovi-
tosti ucitelja u osnovnoj skoli. U istrazivanju je sudjelovao
761 ucitelj osnovnih $kola iz svih Zupanija u Republici
Hrvatskoj. Primijenjen je Upitnik kolektivne u¢inkovitosti
ucitelja 1 upitnik sociodemografskih podataka. Rezulta-
ti pokazuju da ucitelji nesto viSim vrijednostima procje-
njuju kolektivnu ucinkovitost koja se odnosi na ucitelje,
dok su procjene uvjerenja o sposobnostima uc¢enika nesto
nize. Nisu ustanovljene statisticki znacajne razlike u per-
cepciji kolektivne uéinkovitosti izmedu ucitelja razredne i
predmetne nastave. Isto tako, nisu ustanovljene statisticki
znacajne razlike u percepciji kolektivne ucéinkovitosti s
obzirom na godine radnog iskustva na poslovima ucitelja.

KLJUCNE RUECT:

kolektivha ucinkovitost, osnovna
skola, radno iskustvo, ucitelji pred-
metne nastave, ucitelji razredne
nastave
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UvVOD

Kolektivna uc¢inkovitost ucitelja posljednjih je godina postala vazna tema istra-
Zivanja u podrucju obrazovanja jer je prepoznata kao jedan od klju¢nih ¢cimbenika
koji utjecu na uspjeh uc¢enika. Koncept kolektivne uc¢inkovitosti privlaci sve vise
pozornosti istrazivaca, ucitelja i kreatora obrazovnih politika. Naime, visoka razi-
na kolektivne u¢inkovitosti ucitelja ne samo da pozitivno utjece na skolski uspjeh
ucenika nego i na motivaciju, ustrajnost i zadovoljstvo ucitelja poslom. Uspjeh
Skole, prema ovom konceptu, nije rezultat samo pojedinacnih sposobnosti ucite-
lja, vec¢ je oblikovan i kontekstom u kojem ucitelji djeluju, medusobnim povjere-
njem te kulturom suradnje i podrske. Unato¢ velikom broju istrazivanja koja se
bave ovom temom, tema kolektivne u€inkovitosti ucitelja u hrvatskom kontekstu
do sada je bila zanemarena. Stoga je vazno doznati koliko su ucitelji u hrvatskim
osnovnim $kolama uvjereni da zajedni¢ckim radom mogu posti¢i uspjeh.

Pojmovno odredenje kolektivne u¢inkovitosti ucitelja

Za bolje razumijevanje koncepta kolektivne u€inkovitosti ucitelja potrebno je
prvo razmotriti koncept samoucinkovitosti, koji je definirao Albert Bandura prije
gotovo pedeset godina. Samoucinkovitost se odnosi na uvjerenje pojedinca da je
sposoban organizirati i provesti aktivnosti potrebne za ostvarenje zeljenog cilja
(Bandura, 1977, 1997). Unutar socijalno-kognitivne teorije, ljudsko ponaSanje
opisano je kao rezultat slozenog medudjelovanja osobnih kognitivnih karakteri-
stika, specifi¢nih ponasanja i vanjskih faktora okoline (Slika 1).

/\

P=—=0)

Srika 1. Trostruka recipro¢nost (Bandura, 1997)
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Osobne determinante ukljucuju kognitivne procese, emocionalne reakcije i bio-
loske predispozicije, oblikujuéi time nacin na koji pojedinci doZivljavaju vlastite
sposobnosti i djelovanje. Primjerice, pojedinci formiraju svoja uvjerenja i stavove
o onome §to im je vazno ili pozeljno u razli¢itim situacijama. Ponasanje se odnosi
na stvarne izbore i aktivnosti pojedinaca, dok okolinski faktori podrazumijevaju
vanjske dogadaje koji utjecu na njihove odluke. Sve ove komponente medusobno
su povezane i istovremeno djeluju jedna na drugu, oblikujuéi nacin na koji pojedi-
nac reagira i djeluje u odredenom kontekstu. Uvjerenja o vlastitim sposobnostima
formiraju se pod utjecajem ranijih iskustava (ponaSanja) i povratnih informacija
iz okoline, a zauzvrat definiraju kako ¢e se pojedinac ponasati u buduénosti. Pre-
ciznije, izbori koje pojedinac donosi odrazavaju medudjelovanje osobnih stavova,
prethodnih iskustava i vanjskih informacija.

Na osnovi samoucinkovitosti, Bandura definira kolektivnu uéinkovitost kao
»zajednicko, grupno uvjerenje da je grupa sposobna izvrsiti radnje kako bi posti-
gla uspjeh* (Bandura, 1997: 477). U obrazovnom kontekstu, percepcije ucitelja
o kolektivnoj ucinkovitosti odnose se na njihovu osobnu procjenu sposobnosti
svojih kolega da provode nastavne prakse koje podrzavaju skolsku i psihosoci-
jalnu prilagodbu ucenika u Skoli (Goddard i sur., 2004) te na zajednicku sposob-
nost svih ucitelja da pozitivno utjecu na ishode ucenja uc¢enika (Goddard i sur.,
2015).

Zajednickim naporima ljudi mogu posti¢i mnogo vece uspjehe nego Sto bi to
mogla jedna osoba sama. Uspjesnost drustvenih aktivnosti ¢esto ovisi o uvjerenju
grupe da njihova akcija moze donijeti promjenu. Stoga, kolektivna uc¢inkovitost
omogucava ljudima da bolje razumiju svoju situaciju i poticu grupne aktivnosti i
djelovanja.

Izvori kolektivne uc¢inkovitosti ucitelja

Prema Banduri (1986), postoje Cetiri izvora kolektivne uéinkovitosti: ranija
iskustva, iskustva drugih, uvjeravanja i afektivna stanja.

Ranija iskustva odnose se na percepciju ucitelja o uspjesnosti ili neuspjesnosti
Skole. Uspjesi grade snazno uvjerenje u kolektivnu uc¢inkovitost ucitelja, dok je
neuspjesi smanjuju. Medutim, ako su uspjesi Cesti i previse laki, neuspjeh moze
dovesti do obeshrabrenja. Otpornija kolektivna uéinkovitost zahtijeva iskustvo
prevladavanja poteSkoca kroz uporan trud. Na taj nacin ucitelji u skoli uce kroz
iskustvo koliko su sposobni ostvariti svoje ciljeve (Goddard i sur., 2000).
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Drugi izvor kolektivne ucinkovitosti proizlazi iz iskustava drugih Skola. U¢i-
telji se ne oslanjaju isklju¢ivo na vlastito iskustvo kao jedini izvor informacija o
svojoj kolektivnoj u€inkovitosti. Oni slusaju price o postignu¢ima svojih kolega i
o uspjesima drugih skola. Takvo modeliranje predstavlja u¢inkovit na¢in razvoja
osobne ugiteljske u¢inkovitosti te promice kolektivnu uéinkovitost uéitelja. Skole
uce promatraju¢i druge Skole, a uspjesni ucitelji tako oblikuju uvjerenja da i oni
mogu biti jednako uspjesni ili uspjesniji od drugih.

Treci izvor predstavljaju socijalna uvjeravanja. Predavanja, radionice, moguc-
nosti stru¢nog usavrsavanja i povratne informacije o postignu¢ima mogu utjecati
na uvjerenja uditelja (Goddard i sur., 2000). Sto je kolektiv povezaniji, veca je
vjerojatnost da ¢e ovaj izvor biti utjecajniji. Medutim, samo verbalno uvjeravanje
vjerojatno nece biti snazan agens promjene. Tek u kombinaciji s modelima uspje-
ha 1 pozitivnim iskustvom, moze utjecati na kolektivnu ucinkovitost ucitelja u
Skoli. Uvjeravanje moze potaknuti kolektiv na dodatni trud koji vodi do uspjeha,
moze potaknuti upornost u radu, a ta upornost moze dovesti do rjeSavanja proble-
ma, odnosno postizanja Zeljenog cilja.

Cetvrti izvor ¢ine afektivna stanja $kole. Ba$ kao $to pojedinci reagiraju na
stres, tako reagiraju i1 organizacije. U¢inkovite organizacije mogu tolerirati priti-
sak 1 krize te nastaviti djelovati bez ozbiljnih negativnih posljedica. Naime, skole
uce kako se prilagoditi 1 nositi s ometajué¢im i zahtjevnim situacijama u kojima
se nalaze. Tschannen-Moran i Barr (2004) takva stanja nazivaju ,,emocionalnim
tonom organizacije”. lako nema dovoljno istrazivanja koja ovaj utjecaj izravno
povezuju s uspjehom skole, Goddard i sur. (2004) isticu kako afektivna stanja
mogu utjecati na to kako ¢e Skole interpretirati i reagirati na brojne izazove i
zahtjeve s kojima se suocavaju. Prva dva utjecaja (ranija iskustva i iskustva dru-
gih) najsnaznije utje¢u na kolektivnu u¢inkovitost ucitelja, ali emocionalna stanja
mogu znatno te utjecaje smanjiti ili pojacati.

Ovi izvori predstavljaju normativne uvjete za postizanje uspjeha Skole, odno-
sno Skolskog uspjeha uc¢enika (Adams i Forsyth, 2006). Naime, razina kolektivne
ucinkovitosti uciteljskog kolektiva izravno utjece na njihov angazman i posve-
¢enost ostvarivanju ciljeva. Kada ucitelji vjeruju u svoje zajednicke sposobno-
sti, spremniji su uloziti trud i prevladati prepreke, dok nedostatak tog uvjerenja
vodi do manjka motivacije i smanjenog uspjeha u ostvarivanju ciljeva. Kolektiv-
na ucinkovitost ucitelja nastaje kao rezultat dinami¢ne interakcije i medusobne
komunikacije medu skupinom ucitelja (Goddard i sur., 2000). Skupina ucitelja s
visokim razinama kolektivne u¢inkovitosti ustrajnija je u prevladavanju prepreka
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u obrazovanju svojih ucenika. U¢itelji koji prihvacaju izazove, postavljaju ciljeve
za rjeSavanje tih izazova i1 snazno vjeruju u sposobnosti kolektiva te u ucinkovi-
tost zajednickog rada, svojim uvjerenjem i radom dovode do povecanja uspjeha
ucenika (Goddard i sur., 2000; Hoy i Miskel, 2008).

Posljedice kolektivne uc¢inkovitosti ucitelja

Usmjeravanje pozornosti na unaprjedenje kolektivne ucinkovitosti uéitelja
klju¢no je zbog ve¢ dokazanih brojnih pozitivnih posljedica (Donohoo, 2017).
Na Hattiejevoj ljestvici (Hattie, 2017), kolektivna uc¢inkovitost je zauzela vo-
dec¢e mjesto kao faktor s najveéim utjecajem na postignuéa ucenika. Brojna
istrazivanja potvrduju povezanost kolektivne ucinkovitosti ucitelja i Skolskih
postignuca ucenika (Goddard i sur., 2000, 2015, 2021; Eells, 2011; Salas-Ro-
driguez 1 Lara, 2023; Tschannen-Moran i Barr, 2004). Ovakav utjecaj kolek-
tivne u€inkovitosti objasnjava se nizom pozitivnih ponasanja i na¢ina rada uci-
telja. Naime, kolektivno ucinkoviti ucitelji ulazu viSe napora i uporniji su u
radu s ucenicima, posebno onima koji se suocavaju s teSko¢ama u radu (Fohlin
i sur., 2024). Osim toga, kolektivno u€inkoviti ucitelji uvode nove (u€inkovi-
tije) nacine rada, postavljaju visoka oc¢ekivanja od ucenika, poticu autonomiju
ucenika, utjeCu na smanjenje neprimjerenih ponasanja ucenika i uspostavljaju
bolju suradnju s roditeljima uc¢enika (Dean 1 Gibbs, 2023; Donohoo, 2017; Hite
i Donohoo, 2020).

Osim sa Skolskim postignué¢ima ucenika, kolektivna u¢inkovitost povezana je
s nizom drugih pozitivnih posljedica. Rezultati istraZivanja pokazuju kako per-
cepcija visoke kolektivne uc¢inkovitosti pozitivno utjece na zadovoljstvo poslom
ucitelja (Klassen 1 sur., 2010) te smanjuje sagorijevanje na poslu (Yurt, 2022).
Visoka razina kolektivne u€inkovitosti ucitelja podrazumijeva bolju suradnju uci-
telja u skoli, a posljedi¢no stvara osjecaj pripadnosti i predanosti ucitelja skoli te
poveéava njihovu dobrobit na radnom mjestu (Herrera i sur., 2022; Kaya i sur.,
2024; Sanchez-Rosas i sur., 2022). Osim toga, pokazalo se kako u $skolama s u¢in-
kovitim vodenjem i visokom razinom kolektivne ucinkovitosti ucitelja, ucitelji
rjede odustaju od posla (Kaya i sur., 2024; Qadach 1 sur., 2020).

Brojna dosadas$nja istrazivanja kolektivne ucinkovitosti ucitelja provedena su
na medunarodnoj razini, dok su u Hrvatskoj takva istrazivanja izostala. Cilj je
ovog istrazivanja popuniti tu prazninu i pruziti uvid u kolektivnu ucinkovitost
ucitelja u osnovnim skolama u Hrvatskoj.
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CILJ I ZADATCI ISTRAZIVANJA

Cilj ovog istrazivanja bio je ispitati kako osnovnoskolski ucitelji procjenjuju ko-
lektivnu ucinkovitost ucitelja te razlikuju li se u tim procjenama s obzirom na radno
mjesto 1 godine radnog iskustva. S obzirom na cilj, postavljeni su zadatci istrazivanja:

1. Ispitati u kojoj mjeri ucitelji procjenjuju kolektivnu ucinkovitost ucitelja.

2. Ispitati razlikuju li se procjene kolektivne uéinkovitosti ucitelja razredne i
predmetne nastave.

3. [Ispitati razlikuju li se procjene kolektivne uc¢inkovitosti ucitelja s obzirom
na radno iskustvo na poslovima ucitelja.

METODA

Sudionici

U istrazivanju je sudjelovao 761 ucitelj osnovnih $kola iz svih Zupanija u Repu-
blici Hrvatskoj. Najve¢i broj sudionika zaposlen je u Gradu Zagrebu (21,7 %), a
najmanji u Li¢ko-senjskoj zupaniji (1,6 %). Prosje¢na dob sudionika je 42,7 godi-
na (SD = 9,4), a prosjecne godine radnog iskustva na poslovima ucitelja 16,4 (SD
=9,7). Ostale sociodemografske karakteristike sudionika prikazane su u Tablici 1.

TasLica 1. Prikaz demografskih karakteristika uzorka (N = 761)

N %o
muski 51 6,7 %
Spol
zenski 710 93,3 %
razredna nastava 268 352 %
Radno mjesto
predmetna nastava 493 64,8 %
AN 78 10,2 %
Strucna sprema VSS 664 87.3 %
mr. sc. / dr. sc. 19 2,5 %
0-10 god. 250 32,9 % M=59,SD=2.8
11 -20 god. 274 36,0 % M=155,8SD=29
Radno iskustvo
21-30 god. 167 21,9% M=26,0; SD=13,0
> 30 god. 70 9,29 % M=339,SD=23
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Postupak

Istrazivanje je provedeno online putem, u zatvorenim uciteljskim grupama na
drustvenim mrezama. Prije popunjavanja upitnika sudionicima je objasnjen cilj
istrazivanja, nacin ispunjavanja upitnika te je naglasena anonimnost sudionika i
moguénost odustajanja od sudjelovanja u istrazivanju.

Mjerni instrumenti

Upitnik kolektivne ucinkovitosti ucitelja (CTES, Goddard i sur., 2000; Goddard,
2002)

Upitnik je konstruiran za mjerenje kolektivne u¢inkovitosti ucitelja, tj. uvjere-
nja u zajednicku sposobnost ucitelja da pozitivno utje¢u na uc¢enje ucenika. Skra-
¢ena inacica upitnika sastoji se od 12 tvrdnji, a mjeri dvije dimenzije: kolektivnu
ucinkovitost ucitelja koja se odnosi na uvjerenje o grupnoj sposobnosti ucitelja
(kolektivna ucinkovitost — ucitelji; primjer tvrdnje: Ucitelji u mojoj Skoli uisti-
nu vjeruju da svako dijete moze nauciti) te uvjerenje ucitelja o sposobnostima
ucenika (kolektivna u¢inkovitost — ucenici; primjer tvrdnje: Nasi ucenici dolaze
u Skolu spremni uciti). Tvrdnje su procjenjivane na ljestvici od 5 stupnjeva, od
1 — ,,uopce se ne slazem* do 5 — ,,u potpunosti se slazem®. Faktorska struktura
upitnika provjerena je metodom glavnih komponenata s ortogonalnom (varimax)
rotacijom. Prva faktorska analiza pokazala je da tri tvrdnje imaju opterecenja
na dva faktora pa su uklonjene iz daljnjih analiza. Ponovna faktorska analiza
(KMO = ,831; Bartlettov test sfericiteta y>df36 = 2343,383; p = ,000) pokazala
je da dva faktora imaju karakteristi¢ne korijene veée od 1 i objasnjavaju 58,91 %
varijance. Prvi faktor, kolektivna u¢inkovitost — ucitelji, sastoji se od Sest Cestica
i objaSnjava 34,42 % varijance, a pouzdanost izmjerena Cronbach-alpha koefi-
cijentom iznosi o = ,834. Drugi faktor sastoji se od tri Cestice i objas$njava 24,91
% varijance kolektivne u¢inkovitosti, a koeficijent pouzdanosti Cronbach-alpha
iznosi o =,700.

Upitnik sociodemografskih podataka

Za dobivanje potrebnih podataka o sudionicima istrazivanja, koncipirana su pi-
tanja o njihovu spolu, radnom mjestu, dobi, godinama radnog iskustva te zupaniji
u kojoj rade.
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REZULTATI

1z tablice deskriptivne statistike (Tablica 2) moze se vidjeti da ucitelji nesto vi-
$im vrijednostima procjenjuju kolektivnu ucinkovitost koja se odnosi na ucitelje,
dok su procjene uvjerenja o sposobnostima ucenika nesto nize. Buduéi da indeksi
asimetrije i spljoStenosti za mjerene varijable nisu pokazali ve¢a odstupanja (> +/-
2) od normalne distribucije, primijenjena je parametrijska statistika (Kline, 2011).

TasLica 2. Deskriptivna statistika (N = 761)

M SD Skewness | Kurtosis Min. | Maks.
Kolektivna ucinkovitost — ukupno 3,32 0,59 -0,123 0,320 1,44 5,00
Kolektivna u¢inkovitost — ucitelji 3,55 0,67 -0,053 -0,267 1,50 5,00
Kolektivna u¢inkovitost — u¢enici 2,86 0,74 -0,207 0,307 1,00 5,00

Pregled distribucija odgovora za svaku pojedinu tvrdnju prikazan je u Tablici 3.
Moze se primijetiti da je nesto vise od treéine ispitivanih ucitelja neodlu¢no u pro-
cjenama kolektivne u¢inkovitosti. No distribucije odgovora pokazuju da vecéina
ucitelja smatra kako ucitelji u njihovoj S§koli imaju vjestine potrebne za stvaranje
smislenog ucenja ucenika (61,1 %) te vjestine potrebne za rjeSavanje problema
s disciplinom ucenika (55,6 %). Vise od polovice ucitelja slaze se da su ucitelji
u njihovoj skoli uvjereni da mogu motivirati svoje u¢enike za rad (54,0 %) te su
uvjereni da svako dijete moze nauciti ono $to se od njega ocekuje (55,4 %). Nesto
manje slaganja pokazalo se u tvrdnjama koje se odnose na zahtjevnije ucenike.
Tako tek 44,9 % ucitelja smatra da ucitelji nece odustati od rada s uc¢enikom koji
ne zeli uciti, a 41,8 % smatra da ucitelji mogu doprijeti i do najtezih ucenika.

TasLica 3. Distribucije odgovora (N = 761)

1 2 3 4 5
IKolektivna ucinkovitost — ucitelji
[U¢itelji u mojoj $koli nemaju vjestine potrebne za 177 288 241 46 9
stvaranje smislenog ucenja ucenika. (23,3%) | (37,8 %) | 31,7 %) | (6,0 %) | (1,2 %)
[Ucitelji u mojoj Skoli odustaju ako dijete ne zeli 116 226 308 94 17
uditi. (15,2 %) | (29,7 %) | (40,5 %) | (12,4 %) | (2,2 %)
[U¢itelji u mojoj $koli nemaju vjestine potrebne za 155 268 259 67 12
rjesavanje problema s disciplinom ucenika. (20,4 %) | (35,2 %) | (34,0 %) | (8,8 %) | (1,6 %)
[U¢itelji u mojoj $koli mogu doprijeti i do najtezih 11 73 359 258 60
ucéenika. (1,4 %) | (9,6 %) | (47,2 %) | (33,9 %) | (7,9 %)
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1 2 3 4 5

IKolektivna ucinkovitost — ucitelji

[Ucitelji u mojoj Skoli uvjereni su da ¢e moci motivi- 9 50 291 358 63
rati svoje ucenike. (1,2 %) | (6,6 %) | (38,2 %) | (45,7 %) | (8,3 %)
[U¢itelji u mojoj $koli uistinu vjeruju da svako dijete 21 54 264 303 119
moze nauciti. (2,8 %) | (7,1 %) | (34,7 %) | (39,8 %) | (15,6 %)
IKolektivna ucinkovitost — ucenici

[U¢enici u ovu $kolu dolaze s toliko prednosti i 9% 188 378 89 10

predznanjem koje im omogucavaju uspjesnije

0, 0, 0, 0, 0,
cenio, (12,6 %) | (24,7 %) | (49,7 %) | (11,7 %) | (1.3 %)

55 165 355 169 17

INasi ucenici dolaze u skolu spremni uciti. (72%) | 21,7 %) | (46,6 %) | 222 %) | (2,2 %)

IMoguénosti koje pruza ovaj dio grada (mjesta) 69 119 345 171 57
lomogucavaju bolje ucenje ucenicima. (9,1 %) | (15,6 %) | (45,3 %) | (22,5 %) | (7,5 %)
Legenda: 1 — uopcée se ne slazem; 2 — ne slazem se; 3 — niti se slazem, niti ne slazem; 4 — slaZzem se;
5 —u potpunosti se slazem

Ipak, tvrdnje koje se odnose na sposobnosti u¢enika nesto su nize procijenjene.
Primjerice, tek 37,3 % ucitelja slaze se da ucenici dolaze u skolu s odgovaraju¢im
predznanjem i drugim prednostima koje im omogucavaju uspjesno ucenje, dok
je najvece neslaganje dobiveno za tvrdnju Nasi ucenici dolaze u Skolu spremni
uciti. Sliéno tomu, ucitelji su podijeljeni u misljenju o mogucnostima koje mjesto
boravka pruza ucenicima za bolje ucenje.

Drugi zadatak ovog istrazivanja bio je provjeriti postoje li statisticki znacajne
razlike u percepciji kolektivne ucinkovitosti ucitelja izmedu ucitelja razredne 1
predmetne nastave. U Tablici 4 prikazani su rezultati provedenog t-testa i izracu-
nane vrijednosti Cohen d.

Rezultati pokazuju da nema statisticki znacajnih razlika u percepcijama kolek-
tivne ucinkovitosti ucitelja izmedu ucitelja razredne i predmetne nastave.

TaBLica 4. Razlike u percepcijama kolektivne ucinkovitosti izmedu uéitelja razredne i ucitelja
predmetne nastave (N = 761)

RN (n,,=268) | PN (n,, =493) Cohen’s
t-test p d
M SD M SD
Kolektivna u¢inkovitost 3,31 0,58 3,33 0,59 -0,526 | ,599 0,040

Kolektivna u¢inkovitost — ucitelji 3,49 0,66 3,59 0,67 -1,915 | ,056 0,146

Kolektivna uc¢inkovitost — ucenici 2,94 0,73 2,82 0,74 2,195 | ,028 0,167
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Sljedeci zadatak ovog istrazivanja bio je provjeriti postoje li razlike u percepciji
kolektivne uc¢inkovitosti ucitelja s obzirom na godine radnog iskustva. Uzorak je
podijeljen u Cetiri skupine: prvu skupinu ¢ine ucitelji s 10 i manje od 10 godina
radnog iskustva na poslovima ucitelja (n/ = 250), drugu skupinu ¢ine ucitelji s 11
do 20 godina radnog iskustva (n2 = 274), tre¢u skupinu ucitelji s 21 do 30 (n3 =
167), a Cetvrtu ucitelji s 30 1 viSe od 30 godina radnog iskustva (n4 = 70).

Provedena je jednostavna analiza varijance ANOVA te izraCunane vrijednosti
parcijalne ete. Dobiveni rezultati prikazani su u Tablici 5. Kako bi se izbjegao
rizik od pogreske tipa 1 zbog niza ANOVA testova, primijenjena je Bonferroni
korekcija. Za svaku zavisnu varijablu izracunano je Sest razlika izmedu svih paro-
va skupina, stoga se p vrijednost manja od ,008 za 5 % rizika, odnosno manja od
,002 za 1 % rizika smatra znacajnom. Slijedom toga, nisu ustanovljene statistic-
ki znacajne razlike izmedu promatranih skupina u ukupnoj percepciji kolektivne
ucinkovitosti te u dimenziji kolektivne uéinkovitosti koja se odnosi na ucenike.
Statisticki znacajna razlika pokazala se u dimenziji kolektivne ucinkovitosti koja
se odnosi na sposobnosti ucitelja, ali izra¢unana vrijednost parcijalne kvadrirane
ete (np? <,01) pokazuje da je rije¢ o razlici niskog uc¢inka (Cohen, 1988; Richar-

dson, 2011).
TaBLica 5. Razlike u percepcijama kolektivne ucinkovitosti s obzirom na radno iskustvo uéitelja
(N =761)
Radno iskustvo (god.)
<10 11-20 | 21-30 =30
M M M M F P n,’

(SD) (SD) (SD) (SD)
336 | 331 | 330 | 334
(0,61) | (0,60) | (0,58) | (0,50)
363 | 354 | 347 | 351
(0,69) | (0,68) | (0,63) | (0,55)
281 | 284 | 293 | 298
0,73) | 0,73) | (0,75) | (0,73)

Kolektivna u¢inkovitost 0,480 ,696 0,002

Kolektivna ucinkovitost — ucitelji 4,553 | ,004* | 0,008

Kolektivna u¢inkovitost — ucenici 2,002 112 0,006
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RASPRAVA

Iako je u posljednje vrijeme vaznost kolektivne u¢inkovitosti ucitelja u skoli
prepoznata u brojnim istrazivanjima, takve studije izostaju u hrvatskome obra-
zovnom sustavu. Stoga je cilj ovog istrazivanja bio doznati koliko su uéitelji u
osnovnim S$kolama uvjereni da zajednickim radom i ustrajno$¢u mogu ostvariti
ciljeve skole.

Dobiveni rezultati upucuju na prili¢no podijeljene percepcije kolektivne ucin-
kovitosti. Naime, veéina ucitelja smatra da posjeduju potrebne vjestine za stva-
ranje smislenog ucenja kod ucenika i vise od polovice njih vjeruje da mogu mo-
tivirati 1 disciplinirati svoje ucenike, ali neSto manje ih smatra da su dovoljno
uporni u radu s nezainteresiranim ucenicima ili onima koji su teski za suradnju.
Ovi rezultati upucuju na nuznost pra¢enja rada ucitelja i kontinuiranu podrsku u
radu sa zahtjevnijim ucenicima. Motiviranje i poticanje ucitelja, uz osiguravanje
podrske u radu, zasigurno moze povecati njihovo uvjerenje da su sposobni obaviti
i zahtjevnije zadace. S obzirom na izvore kolektivne u¢inkovitosti, treba naglasi-
ti ulogu ravnatelja u sustavnom i aktivnom praéenju rada i motiviranju uéitelja.
Ranija istraZivanja isti¢u vaznost uloge ravnatelja u formiranju kolektivne ucin-
kovitosti ucitelja (Thien i sur., 2024). Aktivnija uloga ravnatelja, kao i1 osigura-
vanje podrske i nuznih sredstava za rad, zasigurno moze doprinijeti razvoju bolje
kolektivne ucinkovitosti ucitelja u skoli. Osim toga, bolja povezanost ucitelja,
stru¢nih suradnika i ravnatelja u skoli te zajednicki rad na zadatcima zasigurno
mogu doprinijeti zajednickom osjec¢aju uspjesnosti, a posljedicno povecanju ko-
lektivne uc¢inkovitosti.

Iznimno je vazno razvijati uvjerenje ucitelja da mogu raditi bolje i u¢inkovitije,
jer takva uvjerenja poticu napredak cijele Skole. U istrazivanju koje su proveli
Wilcox i sur. (2014), pokazalo se da u Skolama u kojima ucitelji dijele osjecaj ko-
lektivne ucinkovitosti, oni ¢es¢e preuzimaju rizike, uvode inovacije i nove ideje
kako bi omogucéili bolje u¢enje ucenika. S druge strane, u Skolama s losijim rezul-
tatima ucenika, ucitelji su ¢es¢e navodili kako su ,,ucinili sve $to su mogli (str.
9). Takva su razmisljanja uocena i u odnosu ucitelja s roditeljima ucenika, kao 1
u njihovoj opéoj suradnji sa zajednicom. Za rjeSavanje problema u s$koli ¢esto je
potrebna uklju€enost svih dionika: u€itelja, struénih suradnika i ravnatelja. Takva
suradnja uvelike ovisi o percepciji sudionika mogu li zajedni¢kim snagama rijesiti
problem, a uspjeh ili neuspjeh direktno utjece na njihovu kolektivnu ué¢inkovitost.
Time stvorena kolektivna uc¢inkovitost utjeCe na buduci uspjeh u rjeSavanju pro-

117

9.3.2026. 9:58:28



05 Vidic.indd 118

T. Vipi¢, M. Buranovic, 1. Krasni¢: Kolektivna uéinkovitost ucitelja... 20 (2) 2025.

blema. Stoga je klju¢no raditi na stvaranju visoke percepcije kolektivne ucinko-
vitosti ucitelja u skoli.

Sljedeci zadatak bio je utvrditi postoje li razlike u percepciji kolektivne ucinko-
vitosti ucitelja s obzirom na odgojno-obrazovne razine (razredna nastava / pred-
metna nastava). S obzirom na rezultate ranijih istrazivanja, koja su ustanovila
korelaciju izmedu povezanosti ucitelja s uCenicima i kolektivne u¢inkovitosti uci-
telja (Bryce 1 sur., 2022; Capone i sur., 2017), o¢ekivalo se da ¢e ucitelji razred-
ne nastave imati viSu razinu kolektivne uc¢inkovitosti. Naime, ucitelji razredne
nastave provode znatno viSe vremena sa svojim ucenicima te, uzimajuéi u obzir
dob svojih ucenika, nesumnjivo su vise ukljuceni i intenzivnije suraduju s njima.
Osim toga, u praksi se nerijetko uocava grupiranje ucitelja unutar kolektiva, ovi-
sno o njihovu radnom mjestu. Tako se primjecuje odredena povezanost ucitelja
razredne nastave, razmjena iskustava i primjera pozitivne prakse, kao i njihova
zajednicka ukljucenost u radu na projektima i drugim aktivnostima u $koli (npr.
organizacija Skolske priredbe i drugih manifestacija). Unato¢ tomu, nisu usta-
novljene statisticki znacajne razlike umjerenog ili visokog ucinka u percepciji
kolektivne ucinkovitosti izmedu ucitelja razredne 1 predmetne nastave. Moguce
je pretpostaviti kako percepcija kolektivne u€inkovitosti nuzno ukljucuje sve na-
stavno osoblje jedne skole te da, iako moZze postojati bolja povezanost s obzirom
na radno mjesto ili predmet koji poucavaju, ucitelji vjeruju da mogu utjecati na
uspjeh i ponaSanje ucenika jedino ako su povezani sa svim kolegama, uvazavajuci
znanje i rad svakog ¢lana kolektiva.

Osim razlika u percepciji kolektivne ucinkovitosti izmedu ucitelja razredne i
predmetne nastave, ispitane su razlike u percepcijama s obzirom na njihovo radno
iskustvo na poslovima ucitelja. S obzirom na to da su ranija iskustva ucitelja jedan
od izvora kolektivne uc¢inkovitosti, ocekivalo se da ¢e ucitelji s vise godina rad-
nog iskustva na poslovima ucitelja vi§im vrijednostima procjenjivati kolektivnu
ucinkovitost. Ucitelji s vise godina radnog iskustva imaju vise prilika suradivati
s drugim uciteljima te tako razvijati povjerenje u timski rad. Osim toga, njihovo
iskustvo Cesto vodi do veceg osjecaja kompetencije u rjeSavanju izazova u ucio-
nici, §to moze povecati njihovo uvjerenje da mogu zajedno sa svojim kolegama
utjecati na uspjeh uc¢enika. Medutim, nisu ustanovljene razlike u percepcijama ko-
lektivne u¢inkovitosti u€itelja s obzirom na njihovo radno iskustvo. MoZda ucite-
lji s manje iskustva pokazuju visu razinu percepcije kolektivne u¢inkovitosti zato
S§to imaju svjeze pristupe obrazovanju i jo§ uvijek su optimisti¢ni u pogledu uéin-
ka timskog rada. U¢itelji s duljim radnim iskustvom mogu, u nekim sluc¢ajevima,
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razviti veci skepticizam ili se suociti sa sindromom izgaranja §to moze umanjiti
njihov osjecaj kolektivne uc¢inkovitosti. No, sli¢ni su rezultati dobiveni u ranijem
istrazivanju (Schechter i Tschannen-Moran, 2006). Pokazalo se kako percepcija
kolektivne uc¢inkovitosti ucitelja nije povezana s demografskim varijablama, uk-
ljucujuéi radno opterecenje ucitelja, godine rada u istoj Skoli, odnosno sveukupno
radno iskustvo na poslovima ucitelja.

Ovi rezultati u skladu su sa shva¢anjem kolektivne uéinkovitosti kao stabil-
ne karakteristike ucitelja. Naime, Bandura (1997) naglasava kako je uvjerenje o
ucinkovitosti prili¢no stabilno te se ustanovljuje u ranoj fazi ucenja. Drugim rije-
¢ima, ucitelji ve¢ u prvim godinama rada stjeCu uvjerenje o kolektivnoj u¢inkovi-
tosti te je potreban odredeni Sok koji ¢e ih navesti da preispitaju svoje uvjerenje.
Upravo zbog toga, iznimno je vazno kreirati pozitivno i poticajno Skolsko ozracje
koje omogucava uciteljima stvaranje uvjerenja u kolektivnu uc¢inkovitost, a sve s
ciljem osiguravanja nuznih uvjeta za optimalno ucenje ucenika.

Ovim istrazivanjem obuhvadene su provjere razine kolektivne ucinkovitosti s
obzirom na radno mjesto i radno iskustvo ucitelja. Znanstveni doprinos ovog rada
ocituje se u tome Sto pruza prvi uvid u percepcije kolektivne uc¢inkovitosti ucitelja
u osnovnim $kolama u Hrvatskoj, te pokazuje da sociodemografske karakteristi-
ke ucitelja, poput radnog mjesta i radnog iskustva, nisu znacajne za formiranje
kolektivne u¢inkovitosti. No valja istaknuti i odredena ograni¢enja ovog istrazi-
vanja. Istrazivanje je provedeno na prigodnom uzorku i na individualnoj razini.
Moguce je da bi istrazivanje na Skolskoj razini omogucilo bolju spoznaju o razini
kolektivne uc¢inkovitosti ucitelja te dalo smjernice za daljnje postupanje. S obzi-
rom na poznate izvore kolektivne uc¢inkovitosti, u budu¢im bi istraZivanjima bilo
korisno doznati u kojoj mjeri druge kontekstualne varijable, postupci ravnatelja i
Skolsko ozracje mogu utjecati na kolektivnu uc¢inkovitost ucitelja.

ZAKLJUCAK

Ovo istrazivanje pruza vazan uvid u percepcije kolektivne ucinkovitosti ucitelja
u osnovnim Skolama u Hrvatskoj, ¢ime ispunjava znatnu prazninu u domacoj lite-
raturi. Rezultati pokazuju da su ucitelji opéenito uvjereni u svoju sposobnost mo-
tiviranja i discipliniranja uc¢enika, ali manje ustrajni u radu s nezainteresiranim ili
teskim ucenicima, $to upucuje na potrebu za ve¢om podrskom u radu sa zahtjev-
nijim ucenicima. Rezultati ovog istraZivanja nisu pokazali statisticki znacajne ra-
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zlike u percepciji kolektivne ucinkovitosti s obzirom na radno mjesto (razredna ili
predmetna nastava) niti izmedu ucitelja razli¢itoga radnog iskustva. Ovi rezultati
upucuju na zakljucak da je kolektivna ucinkovitost stabilna karakteristika koja
se formira u ranoj fazi rada ucitelja. Stoga je nesumnjivo vazno pratiti razine
kolektivne u¢inkovitosti na Skolskoj razini kako bi mladi ucitelji lakse razvijali
pozitivne obrasce rada i suradnje u Skoli. Osim toga, u budu¢im bi istrazivanjima
bilo korisno ispitati utjecaj kontekstualnih faktora, poput ravnatelja i Skolskog
ozracja, na razvoj kolektivne u¢inkovitosti.
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CoLLECTIVE TEACHER EFFICACY IN PRIMARY SCHOOLS

ABSTRACT

Collective teacher efficacy is a shared group belief that the
group is capable of performing certain activities to achieve
success. In the educational context, teacher perceptions
of collective efficacy refer to their personal assessment
of their colleagues’ abilities to perform teaching activities
which support students’ psychological and social adapta-
tion to the school environment. A vast body of research in-
dicates that collective teacher efficacy correlates with stu-
dents’ school success and teacher well-being. The aim of
this research was to examine the perceptions of collective
teacher efficacy in primary schools. The research involved
761 primary school teachers from all counties in the Re-
public of Croatia. The collective teacher efficacy survey
and the sociodemographic data survey were applied. The
findings indicate that teachers have slightly higher assess-
ment of collective efficacy of teachers, while they seem
to have slightly lower assessment of student abilities. No
statistically significant differences were found in the per-
ceptions of collective efficacy between classroom teachers
and subject teachers. Also, no statistically significant dif-
ferences were found in the perceptions of collective effica-
cy in terms of the years of teaching experience.

124

KEYwWORDS:

collective efficacy; primary school;
work experience; subject teachers;

classroom teachers

9.3.2026. 9:58:28



06 Vidranski.indd 125

THE INFLUENCE OF PRIOR EXPERIENCE AND
GENDER ON CHANGES IN SOMATIC, COGNITIVE,
AND SELF-CONFIDENCE ANXIETY LEVELS DURING
SKI TECHNIQUE LEARNING

TiHOMIR VIDRANSKI, SARA PERKOVIC, IVAN VRBIK

Faculty of Kinesiology, University of Zagreb, Croatia
Faculty of Kinesiology, University of Josip Juraj Strossmayer
in Osijek, Croatia

Department of Social Sciences and Humanities, University
of Slavonski Brod, Croatia

tihomir.vidranski@kif.hr

perkovicsaral 1@gmail.com

ivan.vrbik@unisb.hr

UDK: 796.92:37.042=111
Prethodno priopcenje
Primljen: 30. 1. 2025.
Prihvacen: 20. 11. 2025.

ABSTRACT

The aim of this research was to determine changes in anx-
iety among students when learning alpine skiing technique
with regard to prior knowledge and gender and the level
of anxiety on performance evaluation. 130 kinesiology
students (74 male and 56 female students) participated in
the research. In this study, anxiety was self-assessed using
a questionnaire, and it was represented by three levels of
anxiety: a) somatic anxiety level, b) cognitive anxiety lev-
el and c) self-confidence anxiety level. The respondents
were divided into two groups depending on their previous
experience in skiing: beginners and advanced, and there
were equal numbers of men and women in both groups.
Adoption and improvement of alpine skiing techniques
was carried out over 10 days. Anxiety was assessed at
three control points: a) immediately before learning the
skiing technique, b) after 4 days (or on the morning of the
fifth day) and c) after 7 days (or on the morning of the
eighth day). The t-test F(1,126) was used to examine the
difference in the total score between the beginners and the
advanced students. The recorded level of anxiety in terms
of the somatic anxiety level was higher among the begin-
ners than in the advanced group, although the somatic anx-

KEYWORDS:
psychiatric diagnosis, snow sports,
teaching, students
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iety level decreased during the learning of skiing technique
in both groups. The same applies to the cognitive anxiety
level. The self-confidence anxiety level remained consist-
ently significantly higher among the advanced participants
compared to the beginners. Girls are statistically signifi-
cantly more anxious when looking at the total score and
the cognitive and self-confidence anxiety level, but such
statistically significant differences were not recorded in the
case of the somatic anxiety level. When it comes to the
connection between the aforementioned anxieties and the
overall grade, lower anxiety correlates with better grades
in all cases.
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INTRODUCTION

Anxiety is an exaggerated experience of fear that is unfounded, disproportion-
ate to the real danger. Given the presence of fear as a dysfunctional emotion, it
significantly interferes with normal life. According to Lebedina Manzoni (2007),
anxiety is defined as an emotional state manifested by irritability, tension, psy-
chosomatic disorders, outbursts of crying, aggressiveness, difficulties in making
decisions, insomnia and depression. When comparing men and women, women
suffer from anxiety more often. Even two thirds of anxious people are women.
The reason lies to some extent in upbringing, because women are raised differ-
ently than men, but apart from upbringing, hormonal status is also a significant
factor for such sensitivity of women. Also, children and adolescents experience
great stress, and failure stands out as the most common source of stress among
school-age children (Halstead et al., 1993 cited in Vizek Vidovi¢ et al., 2014). In
situations where there are pressures related to performance and when failure has
serious consequences, such as competitions or comparisons among students, anx-
iety often occurs (Wigfield & Eccles, 1989, cited in Woolfolk, 2016). Emotional
reactions have a significant impact on sports performance, and emotion regulation
is essential for achieving goals. Optimal performance requires the appropriate
emotion of the appropriate intensity at the right time, especially under pressure
(Fawver, B. et al., 2019). Test anxiety is one of the manifestations that causes a
drop in success in an exam situation. The reason for this lies in the action of two
groups of factors: inadequate cognitive processes and increased excitation of the
autonomic nervous system (Liebert & Moriss, 1967 cited in Vizek Vidovi¢ et al.,
2014). Exam-anxious students have a large number of distracting thoughts that
interfere with their recall and problem solving. In those moments, their thoughts
are focused on the possible negative consequences of failure in the test situation
(Vizek Vidovi¢ et al., 2014). The negative impact of anxiety on performance was
determined at different levels of management, attention, interpretation, but also
on the physical (motor) aspect (Nieuwenhuys & Oudejans, 2017). According to
Ekornas et al., in 2010, children with determined anxiety showed weaker motor
skills and had a poor self-assessment of peer acceptance and physical competence
compared to non-anxious children.

Somatic anxiety is negatively related to cognitive status (“digit span test”),
while on the other hand self-confidence and somatic anxiety are positively related
to speed of motor performance Jones & Cale (1989). The results of these conclu-
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sions suggest that somatic anxiety could be an important factor in the variation in
motor performance. Anxiety as a factor that can affect the reduced ability of mo-
tor visualization (“motor imagery”) is an important factor in the process of motor
learning (Kahraman et al., 2018). According to Smith et al., 1988, performance of
motor tests in highly anxious conditions, in front of spectators, increases, unlike
performance in competitive conditions when it decreases. Runswick et al., 2018
in their research found that anxiety had an impact on cricket players, in a way that
they had less good contact with the ball.

Rogers & Paskevich (2021) investigated how experience and fear influence per-
formance in male members of the Canadian national ski team, in World Cup rac-
es, using interpretive phenomenological analysis. The results showed that contex-
tual factors (e.g. weather conditions, course profile) and self-confidence strongly
influence the experience of fear and that the discrepancy between training and
competition makes it difficult to effectively develop fear management strategies.
A similar study by Nilsson et al., 2025, which assessed the predictive power of
a generalized battery of physiological tests on alpine skiing performance, con-
cluded that the selected tests used in the study show limited generalizability for
assessing top alpine skiers, since the predictive value of specific physiological
parameters on competitive performance is largely athlete-dependent.In partici-
pants whose level of self-control was in decline, the association between anxiety
and performance was significant and negative. Increasing the level of self-con-
trol can prevent the potentially negative effects of anxiety (Englert & Bertams,
2013). According to Mullen and Hardy (2000), explicitly (cognition during per-
formance) learned motor skills are less sensitive to poor performance in stressful
situations than implicitly (automatic performance) learned motor skills. A study
by Finkenzeller, T. et al. 2022, which examined the time course of changes in sub-
jective, physiological, and biomechanical indicators during a demanding alpine
skiing performance in 22 experienced skiers, showed that subjective feelings of
fatigue and anxiety increased as fatigue progressed, while vitality and calmness
decreased. The conclusion is that a focus on self-regulation and self-awareness
may play a key role, as subjective variables have been shown to be generally sen-
sitive to the physical stress of alpine skiing.

Considering the previous research and all of the above, we pose a question
that opens a research problem: how do the levels of somatic anxiety, cognitive
anxiety, and self-confidence anxiety change during the process of learning skiing
techniques in students with different prior knowledge (beginners and advanced),

128

9.3.2026. 10:01:14



06 Vidranski.indd 129

20 (2) 2025. T. ViDranskl, S. PERKOVIC, 1. VrBIK: The Influence of Prior Experience and...

and whether gender has an influence on these changes. Based on this, we also hy-
pothesize that beginners will show a statistically significantly higher level of anx-
iety in all indicators compared to advanced students during the learning process,
that girls will have a statistically significantly higher level of anxiety compared to
boys, and that overall anxiety decreases over the course of acquiring skiing tech-
niques. In accordance with the problem and hypotheses, the aim of this research
is to examine changes in anxiety levels across three dimensions (somatic anxie-
ty, cognitive anxiety, and self-confidence anxiety) during the process of learning
skiing techniques among students with different prior experience (beginners and
advanced), and to examine differences in anxiety levels with respect to gender.

METHODS

Participants

130 kinesiology students (74 male and 56 female students) participated in the
research. 20 students (14 male and 6 female students) attend the Faculty of Educa-
tional Sciences in Osijek, and the other 110 students (60 male and 50 female stu-
dents) attend the Faculty of Kinesiology at the University of Zagreb. This makes
up a total of 56.9% of male and 43.1% of female respondents. The average age of
the subjects is 21.4 years. The study was approved by the Ethical Committee of
the Faculty of Education in Osijek, Croatia.

Measure

The variables in this research represent three dimensions of anxiety: the somatic
anxiety level, the cognitive anxiety level, and the self-confidence level. Anxie-
ty was self-assessed using the Competitive State Anxiety Inventory-2 (CSAI-2;
Martens et al., 1990), which was adapted by the author for the purposes of this
study and shortened to five items for each dimension (Vidranski et al., 2022).
The answers to the statements related to somatic anxiety, cognitive anxiety and
self-confidence were given on a scale from 1 to 5 (1 —not at all, 2 — a little, 3 —
moderately, 4 —a lot, 5 — very much). Items in the self-confidence dimension were
reverse-scored, meaning that a response of five represented the lowest level of
anxiety and a response of one represented the highest level of anxiety; therefore,
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these items were recoded prior to analysis. The result for each anxiety dimension
was calculated as the arithmetic mean of the five items, and the overall anxiety
score was computed as the mean of the three dimensions.

Since the original CSAI-2 was adapted and shortened, internal consistency was
examined on the present sample. Reliability was assessed using Cronbach’s al-
pha coefficients calculated for each subscale. The results indicated satisfactory
internal consistency: somatic anxiety (o = 0.81), cognitive anxiety (o = 0.84), and
self-confidence (o= 0.79).

Test protocol

The respondents were divided into two groups depending on their previous ex-
perience in skiing: the first group consisted of beginners and the second advanced
participants. There were 74 beginners (which makes up 56.9 % of the sample),
and 56 in 43.1 % advanced participants. In the beginner group, 40.5 % of respond-
ents were girls compared to 59.5 % boys. Similar ratios were recorded in the ad-
vanced group: 46.4 % female against 53.6 % male. Adoption and improvement of
alpine skiing techniques was carried out over 10 days. Every day a new technique
was learned and what was learned was repeated. Classes last four hours with oc-
casional short breaks or one longer break, followed by free time for revision and
practice. Each student had to fill in a total of three identical questionnaires be-
cause anxiety was assessed at three control points: 1) immediately before learning
the skiing technique, 2) after 4 days (or the morning of the fifth day) and 3) after
7 days (or the morning of the eighth day).

Statistical analysis

Descriptive parameters arithmetic mean and standard deviation are shown for
total anxiety and its individual factors for all measurements. The t-test was used
to examine the difference in the total score between beginners and advanced stu-
dents. The correlation between individual factors of anxiety and the final grade
was tested with the Pearson correlation coefficient. The correlation between phys-
ical characteristics and the final grade was tested with the Pearson correlation
coefficient. The data were analyzed with the computer program SPSS (Statistical
Package for the Social Sciences) 25.0.
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Table 1 shows the arithmetic means of the mentioned levels in each of the
measurements. The degree of anxiety regarding the somatic anxienty level de-
creased in everyone, which is also visible in both groups, beginners and ad-
vanced. Namely, it can be seen that in the first measurement the average value
was 2.04, in the second measurement it dropped to 1.57 and in the third meas-
urement it was 1.42. It is clearly visible that the somatic anxiety level decreased
during the stages of learning skiing technique. However, it is also evident that
at the first measurement there was a statistically significant difference (t=2.85,
p<0.05) between the level of anxiety in beginner and advanced skiing, while at
the second and third measurements it almost evened out and was not significant.
The variable “SKOR_SOM” was created, which was the sum of the arithmetic
means of all three measurements, and it shows that a higher score means higher
values of the anxiety level, that is, a greater dimension/quantity of anxiety lev-
el. There is a statistically significant difference between the level of anxiety in
these two groups of participants in the somatic anxienty level: for beginners it is
5.46, and for advanced students it is 4.46 (p<0.05). With the cognitive anxienty
level, the same situation occurred as with the somatic anxienty level: the differ-
ences are significant only in the first measurement (t=1.37, p<0.05) and in the
created score “SKOR_KOG?” for the cognitive anxienty level (t=1.43, p<0.05).
Likewise, it is evident that after the initial values there is a drop in both groups,
and then stagnation, although the figures in the third measurement show a slight
increase. As well as to the previous two levels, the self-confidence anxienty level
remained consistently significantly higher in beginners students compared to ad-
vanced in all three measurements, and the same was recorded in the created vari-
able “SKOR_SAM?”. In the case of beginners, it is still in a certain decline, but in
the case of advanced students, this anxiety level was still in a very slight, almost
insignificant increase. In the first measurement t=1.78, in the second t=2.70, and
in the third t=1.52, while with the variable “SKOR_SAM” t=2.51, of course in
all cases p<0.05.

TasLE 2. Differences in gender of the anxiety level score and the total score

SOMATIC t- COGNITIVE t- E%If\ll:l;lDEN CE t- SKOR ANK t-
+SD value | £SD value value | £SD value
+SD
male 4,90+1,82 5,62+1,78* 5,42+1,34% 15,94+4,39*
-0,66 -2,14 -1,61 -1,77
female | 5,21+1,81 6,81+£2,47* 5,98+1,35% 18,00+4,64*
*=p<0,05
132

06 Vidranski.indd 132 9.3.2026. 10:01:14



06 Vidranski.indd 133

20 (2) 2025. T. ViDranskl, S. PERKOVIC, 1. VrBIK: The Influence of Prior Experience and...

Table 2 shows the results of all respondents in three defined dimensions of
anxiety with regard to gender. The results show that the level of anxiety in girls is
statistically significant when looking at the total score (“SKOR_ANK”, t=-1.77,
p<0.05) and the cognitive (t=-2.14, p<0.05) and self-confidence anxienty level
(t=-1.61, p<0.05), but such statistically significant differences were not recorded
in the case of the somatic anxienty level.

TasLE 3. Correlation between level of anxiety and overall grades

grade
somatic factor -0,27*
cognitive factor -0,22%*
self-confidence factor -0,32%*
general anxiety -0,31*

*=p<0,05

Table 3 shows the results of the connection between the mentioned level of
anxieties and the total score. The results are in line with expectations. Signifi-
cance was assessed based on the negative and statistically significant Pearson
correlations between anxiety dimensions and exam scores shown in the table 3,
lower levels of anxiety are associated with better scores, i.e. increased anxiety is
associated with lower scores and exam success.

DISCUSSION

In this research, a questionnaire was used as a measuring instrument for ex-
amining students’ level of anxiety when learning alpine skiing technique in
three factors; somatic, cognitive and self-confidence factor, according to skiing
knowledge (advanced and beginners) and gender. The somatic level of anxiety
among students decreased during the entire time of learning skiing technique.
However, it is also evident that at the first measurement there was a statistical-
ly significant difference between beginners and advanced skiers, while at the
second and third measurements it almost evened out and was not significant.
For the cognitive anxienty level, differences are significant only in the first
measurement and in the created “SKOR_KOG” score. Likewise, it can be seen
that after the initial values there is a decline in both groups and then stagna-
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tion (although the figures even suggest a slight increase, possibly due to the
excitement caused by the upcoming exam). It can be concluded that, as far as
the cognitive anxienty level is concerned, during the period of learning skiing
techniques, there is a decrease in anxiety among the participants. The self-con-
fidence anxienty level remained consistently significantly higher in beginners
participants compared to advanced in all three measurements, and the same was
recorded in the created variable “SKOR_SAM?”. In the case of beginners, it is
still in a certain decline, but in the case of advanced students, this anxiety level
was still in a very slight, almost insignificant increase. Similar results in the so-
matic and cognitive anxienty level were obtained in their research by Vidranski
et al.,2022. The interdependence between individual anxiety level is not com-
pletely clearly stated, given the unusual variants of the factors, there is room for
them to be manifested differently in different aspects of functioning. Carzoli, et
al. (2018) in their research tried to identify the association between cognitive
and somatic anxienty level with self-assessed 1 RM (maximum weight of one
repetition). What they found was that the cognitive anxienty level was positive-
ly and significantly associated with the difference between self-estimated and
derived 1RM, while the mentioned association with the somatic anxienty level
was not significant, which meant that participants with higher cognitive anxiety
level self-estimated their 1RM to be lower than it actually was. Before them,
Jones & Cale (1989) identified a functional diversity of anxiety levels. They
came to the realization that the somatic anxiety level is negatively related to a
person’s cognitive status, while self-confidence and the somatic anxiety level
are positively related to the speed of motor performance. Based on the findings
of the mentioned authors, it suggests that the somatic level of anxiety could be
an important source of variations that occur during motor performance. Chang-
es in the uneven improvement of the three anxiety levels indicate the greatest
changes in the somatic anxienty level, and the least in self-confidence, which is
in accordance with the research of Vidranski et al., 2022. Significant differences
between beginner and advanced skiers in the adoption of alpine skiing technique
in the first measurement as well as a constant decrease with a statistically signif-
icant difference in the newly created variable SKOR indicates a total decrease
in anxiety with the adoption of skiing technique, and the reason for this lies in
the systematic and methodically guided learning process under the guidance of
an expert who controls the working conditions and adjusts all components to the
participants. This alone reduces the possibility of injury, the fear of performing
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certain elements, and as a result, all components of anxiety are reduced. As de-
termined by Stern et al., (2013) intentional exposure to anxiety can reduce it and
thereby improve performance. Also, according to Hordacre et al., (2016) after
simulated states of stress and anxiety there was an improvement in performance,
in their case an improvement in precision. The attitude of ski beginners, who
have no experience in alpine skiing, primarily depends on the information they
have gathered from the environment. The fear of injury among ski beginners
is most often associated with falling while skiing, falling from the ski lift, bad
weather conditions, collision with other skiers or snowboarders on the ski field
(Cigrovski et al., 2014).

The results of this anxiety test are interesting if you look at the differences by
gender. Female respondents are statistically significantly more anxious looking at
the total score “SKOR_ANK?”, the cognitive anxienty level and self-confidence
anxienty level, but statistically significant differences were not recorded in the
case of the somatic anxienty level. It follows from the above that boys were less
anxious on average than girls, especially regarding the cognitive anxienty level.
The explanation of the results obtained in this way is partly supported by the study
Stanimirovi¢ (2018), which states that somatic symptoms of a panic attack occur
more often in women 64.52 % compared to men.

The results of the connection between the mentioned levels of anxieties and
the overall grade are in line with expectations, which means that in all cases a
lower level of anxiety is associated with better grades, which ultimately means a
better performance on the exam itself. So, although the attitude of ski beginners
in alpine skiing school is given little attention, it can really influence the level
of ski knowledge learned (Cigrovski et al., 2014). It can be concluded that the
learning effects will be greater if the student is motivated to learn due to his
positive attitude. Namely, fear can really represent a psychological barrier when
learning a new motor movement, but also the impossibility of perfecting and
practicing an already learned movement (Cartoni et al., 2005). One of the causes
of anxiety reduction may be the adaptive processes in the brain that take place
during intentional exposure to anxiety. On the other hand, a higher level of motor
skill acquisition could reduce overall level of anxiety due to its association with
the skill. The purpose and consequence of motor learning is a higher level of
acquisition of motor skills. So, with a reversible reaction, one could reduce the
level of anxiety to some extent. Furthermore, controlled conditions can reduce
anxiety by eliminating irrational thoughts about possible falls and injuries. As
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already mentioned, anxiety occurs as a result of the inability to understand and
predict life events. Due to their uncertainty, in an attempt to concretize anxiety,
people mistakenly associate it with a specific object (situation, disease) (Milivo-
jevic, 2010).

CONCLUSION

Based on the conducted research, it can be concluded that there are statistically
significant differences between beginners and advanced students in several indi-
cators of anxiety and the overall achievement score. Advanced students achieved
a significantly higher overall score compared to beginners, which indicates a con-
nection between greater experience and better performance with lower levels of
anxiety.

Beginners showed statistically significantly higher values of somatic and cogni-
tive anxiety levels, while advanced participants’ levels of anxiety and self-confi-
dence were consistently higher in all three measurements. These findings suggest
that more advanced participants have a greater perception of control and self-con-
fidence during the performance of motor tasks.

With regard to gender differences, it was found that girls are statistically signif-
icantly more anxious than boys in terms of overall, cognitive and anxiety levels
of self-confidence, while no significant difference was found for somatic anxiety.
This indicates the presence of different emotional reactions by gender during the
process of learning motor skills.

Analysis of changes between baseline and final measurements showed a de-
crease in anxiety in all its aspects, with the largest decrease observed in the so-
matic component, especially among beginners. Furthermore, a negative correla-
tion was found between anxiety and performance — lower levels of anxiety were
associated with better results.

Overall, the results confirm that a more advanced level of motor knowledge
and experience contributes to a decrease in anxiety and that the learning process
has a positive impact on the emotional stability and performance of the partic-
ipants.

This study contributes to a better understanding of the role of psychological
factors, especially anxiety, in the process of acquiring alpine skiing technique in
novice and advanced skiers and the influence of gender on these changes. The
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study provides empirically based guidelines for designing more effective learn-
ing methods that take into account the psychological characteristics of students.
Limitations include the subjective nature of the measurement and the short time
frame, the sample is limited, which may reduce the generalizability of the re-
sults to a wider population, therefore future research with objective indicators and
longer follow-up is needed. In the future, it is advisable to expand the research to
additional psychological factors and to a wider population of skiers and athletes.
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UTJECAJ PRETHODNOG ISKUSTVA I SPOLA NA PROMJENE U SOMATSKIM
I KOGNITIVNIM RAZINAMA TE RAZINAMA ANKSIOZNOSTI VEZANIH UZ
SAMOPOUZDANJE PRI UCENJU SKIJASKIH TEKSTOVA

SAZETAK

Cilj ovog istrazivanja bio je utvrditi promjene u anksio-
znosti uCenika pri ucenju tehnike alpskog skijanja s obzi-
rom na predznanje i spol te razinu anksioznosti pri ocjeni
uspjesnosti. U istrazivanju je sudjelovalo 130 studenata
kineziologije (74 studenta i 56 studentica). U ovom istrazi-
vanju anksioznost je samoprocijenjena pomocu upitnika, a
predstavljena je s tri razine anksioznosti: a) somatskom ra-
zinom anksioznosti, b) kognitivnom razinom anksioznosti
i ¢) razinom anksioznosti samopouzdanja. Ispitanici su bili
podijeljeni u dvije skupine ovisno o dosadasnjemu skijas-
kom iskustvu: pocetnici i napredni, a u objema skupinama
bio je podjednak broj muskaraca i zena. Usvajanje i usavr-
Savanje tehnika alpskog skijanja provodilo se tijekom de-
set dana. Anksioznost je procjenjivana na trima kontrolnim
to¢kama: a) neposredno prije ucenja tehnike skijanja, b)
nakon Cetiri dana (ili ujutro petog dana) i c) nakon sedam
dana (ili ujutro osmog dana). T-testom je ispitana razlika
u ukupnom rezultatu izmedu pocetnika i naprednih stude-
nata. ViSa razina anksioznosti u pogledu razine somatske
anksioznosti zabiljezena je u odnosu na napredene, iako se
razina somatske anksioznosti smanjila tijekom ucenja teh-
nike skijanja u objema skupinama. Isto vrijedi i za razinu
kognitivne anksioznosti. Razina anksioznosti samopouz-
danja ostala je dosljedno znacajno visa kod naprednih su-
dionika u usporedbi s pocetnicima. Studentice su statistic-
ki znacajno anksioznije gledajuci ukupni rezultat te razinu
kognitivne anksioznosti i anksioznosti samopouzdanja, ali
jednako tako statisticki znacajne razlike nisu zabiljeZzene u
slucaju razine somatske anksioznosti. Promatra li se pove-
zanost anksioznosti s ukupnom ocjenom, u svim je slucaje-
vima niza anksioznost povezana s boljim ocjenama.
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SAZETAK

U tzv. globalnom selu 21. stoljeca interakcije medu oso-
bama razli¢itih kulturnih nasljeda sve su ucestalije kao
posljedica tehnoloskog razvoja i mobilnosti, Sto se o€ituje
u poslovanju, putovanjima i slobodnom vremenu. Zadaca
interkulturnog odgoja i obrazovanja (I0iO) jest razvijati
interkulturnu osjetljivost (10) kao afektiviu komponentu
te ujedno temelj i preduvjet interkulturne komunikacijske
kompetencije (IKK). IO se razvija kroz kurikul medupred-
metne teme gradanskog odgoja i obrazovanja te kroz kuri-
kule niza $kolskih predmeta/kolegija (osobito drustvenih,
jezikoslovnih i umjetnickih), holistickim djelovanjem na
sve aspekte razvoja u¢enika/studenta. Odgojno-obrazovne
ustanove (koje su prema Bronfenbrennerovu ekoloskom
modelu dio mikrosustava djeteta/u¢enika/studenta) imaju
vaznu ulogu u razvoju [0-a. Ipak, istrazivanja pokazuju da
ucitelji 1 nastavnici u mnogim zemljama, ukljucujuéi Re-
publiku Hrvatsku, jos§ uvijek nisu dostatno pripremljeni za
izazove 10i0-a. Cilj je ovog rada pruziti pregled kljuénih
prediktora, odnosno odrednica, koje doprinose razvoju 10-
a, prikazati relevantne empirijske nalaze te ponuditi kri-
ticki osvrt. Prema rezultatima istrazivanja, te se odrednice
mogu podijeliti na: a) posredne: multikulturna iskustva
(ces¢i kontakti s pripadnicima i prijateljstva s ljudima iz
drugih kultura, volonterski rad, ucenicke/studentske raz-
mjene, Skolovanje s pripadnicima drugih kultura i sl.) 1 b)
neposredne: pracenje vijesti i dogadaja izvan vlastite ze-
mlje, pracenje medija i umjetnosti iz drugih kultura, ucenje

KLIUCNE RUECL:

interkulturna komunikacijska kom-
petencija (IKK), interkulturni od-
goj i obrazovanje (10i0), interkul-
turna osjetljivost (10), preporuke
efikasnijeg razvoja 10i0O-a
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o drugim kulturama, poznavanje stranih jezika, niz psiho-
loskih odrednica (poput etnokulturne empatije, socijalno-
emocionalne kompetencije, samopouzdanja u interakcija-
ma, osobina li¢nosti — ponajprije ugodnosti, ekstraverzije i
otvorenosti, fleksibilnosti ponasanja, samokontrole), te so-
ciodemografske (obrazovanje pojedinca, obrazovni status
roditelja, staz odgojno-obrazovnih djelatnika, diplomska
razina studija, urbanost prebivaliSta, vrsta srednje Skole
i dr). Na temelju analize navedenih prediktora i uvida iz
empirijskih istrazivanja, u zavr$nom dijelu rada formuli-
rane su preporuke za ucinkovitiji razvoj 10iO-a u skladu s
konstruktivistickom paradigmom ucenja.
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1. ZNACENJE INTERKULTURNOG ODGOJA I
OBRAZOVANJA (I010)

Domoljublje (patriotizam) podrazumijeva identifikaciju sa svojom zemljom i
svojim narodom, prije svega emocionalnu privrzenost koja se ocituje u domoljub-
nom ponosu na vlastiti narod temeljen na razli¢itim karakteristikama naroda poput
jezika, kulture, politike, povijesti ili sporta. ,,Domoljublje se opéenito razlikuje od
nacionalizma i Sovinizma po tome S$to se domoljub identificira sa svojom zemljom
i svojim narodom bez vrijedanja ili omalovazavanja drugih naroda® (https://
hr.economy-pedia.com/11040545-patriotism). Suvremeni koncept domoljublja
trebao bi podrazumijevati razvijenije razine interkulturne osjetljivosti (I0) pojedi-
naca koji zive u globalnom svijetu kao susretu razlicitih kultura, a gradani Repu-
blike Hrvatske (RH), osobito nakon ulaska u Europsku uniju, trebali bi se uklapati
u taj koncept. Djeci i adolescentima tijekom cjelokupne vertikale obrazovanja tre-
bale bi se pruZziti mogucénosti razvoja 10-a kao preduvjeta razvoja interkulturnih
komunikacijskih kompetencija (IKK), pri ¢emu vaznu ulogu ima njihova nepo-
sredna okolina tzv. mikrosustav (u koju spadaju roditeljski dom, susjedstvo, vrti¢ i
Skola, prema Bronfenbrennerovu ekoloskom modelu, 2005). Prema Vijeéu Euro-
pe, ,.interkulturalizam se razumije kao dinamican proces, odnosno kao interakcija i
dijalog, za razliku od multikulturalizma koji se razumije kao stanje, odnosno skup
razli¢itih kultura™ (Buterin, 2013: 44). Smisao interkulturalizma je u razvoju novih
modela demokratskog gradanstva, prije svega, utemeljenih na ljudskim pravima.
Cilj tzv. Interkulturnog odgoja i obrazovanja (1010) jest ,,osvjeStavanje pluralnog
drustva, povecanje svjesnosti ucenika o vlastitoj kulturi, ali 1 prihvacanje posto-
janja drugih, jednako vrijednih kultura i njihovih vrijednosnih sustava te ucenje
prihvacanja drugih i druk¢ijih® (Genc & Boynukara, 2017). Jurkovi¢ (2023: 31)
naglaSava da je ,,Uloga odgojno-obrazovnih djelatnika u promicanju interkultura-
lizma nezamjenjiva, s tim vise §to oni imaju ulogu voditelja. Njihov stav i odnos
spram interkulturalizma vazni su za buduéa iskustava i dozivljaje ucenika/studena-
ta proizaslih iz susreta s kulturnim razli¢itostima.* Prema Auernheimer (2010), IO
predstavlja ,,zelju da se pojedinci motiviraju kako bi razumjeli, cijenili i prihvatili
razlike medu kulturama te proizveli pozitivan ishod medukulturalnih interakcija“.
10 je afektivna dimenzija IKK-a (znaci jedna od triju njegovih dimenzija, uz ko-
gnitivnu i ponasajnu dimenziju) koja obuhvaca prihvacanje razlicitosti, postovanje
razli¢itih kultura, toleranciju, posjedovanje otvorenog uma i zanimanje za razlicite
kulture. 10 se smatra polazi§nom i temeljnom to¢kom razvoja IKK-a. IKK definira
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se kao multidimenzijski konstrukt koji obuhvaca sljedeée elemente: poStovanje i
vrednovanje drugih kultura, otvorenost i znatizelju za druge, kulturnu samosvijest
i prilagodbu na nove kulturne situacije (Deardorff, 2007). Prema razvojnom mode-
Iu IO (DMIS) Miltona J. Benneta (2004), koji je ujedno najkoristeniji model 10-a,
IKK se promatra kao razvojni proces osobnog sazrijevanja u kojem se pojedinac
uceci razvija od nizih razina (tzv. faze etnocentrizma) prema visim razinama inter-
kulturne svijesti (tzv. faze etnorelativizma). Etnocentri¢ni pogled na svijet znaci da
se vlastita kultura smatra jedinom ili u razli¢itoj mjeri boljom kulturom, dok etno-
relativni pogled na svijet znaci da se vlastita kultura smatra jednakom medu mno-
gim drugim kulturama (Cushner et al., 2009). Visi stupanj 10-a usko je povezan s
visim stupnjem IKK-a, to¢nije IO povecava potencijal razvoja IKK-a. Medutim,
za ukupan razvoj IKK-a nije dostatno razvijati samo vjestine (engl. skillset), ve¢ su
nuzne promjene u nacinu misljenja pojedinca (engl. mindset), zato $to se ,,razvo-
jem temeljnog svjetonazora razvija i bolja sposobnost uo¢avanja i dozivljavanja
medukulturnih razlika® (Kanstad et al., 2003; Pirsl, 2014; Jurkovi¢, 2023). Zbog
toga se razvoj IKK-a promatra kao ,,zivotni stil pojedinca kojim on neprekidno
razvija svoje vjestine te trazi nove i dodatne informacije, odnosno razvoj IKK
temelji se na cjelozivotnom ucenju i obrazovanju.“ IKK predstavlja sposobnosti
djelotvorne i situacijski prikladne interakcije koja se temelji na specificnim stavo-
vima, interkulturnom znanju, vjestinama i introspekciji.

Program medupredmetnih 1 interdisciplinarnih sadrzaja gradanskog odgoja i
obrazovanja za osnovne i srednje Skole (MZOS, 2013) ostvaruje se od Skolske
godine 2014./2015. u svim osnovnim i srednjim Skolama, kao obvezan sadrzaj
prema modelu medupredmetnog provodenja. Program je nastao na temelju sve-
obuhvatnih istrazivanja €iji su rezultati izmedu ostalog objavljeni u publikaciji
autorice Spaji¢-Vrkas (2014). Program ima zadane cjeline i teme, sadrzaje i po-
vezanosti prema dimenzijama: a) ljudsko-pravna, b) politicka, c) druStvena, d)
medukulturna, e) gospodarska, f) ekoloska, koje predstavljaju temeljna podrucja
gradanskog odgoja i obrazovanja (Dikovi¢, 2016). Interkulturni odgoj i obrazova-
nje (I010) ostvaruje se kroz kurikule veceg broja skolskih predmeta (manje kole-
gija na fakultetima), osobito Povijesti, Geografije, Etike, Psihologije, Sociologije,
Vjeronauka, Politike i gospodarstva te jezikoslovnih predmeta, koji su uvijek po-
vezani s kulturom i jezikom nekog naroda (Sto se o€ituje kroz obicaje, nacionalnu
bastinu, nacionalnu knjizevnost i sl.). Medutim, iako su nastavnici svjesni uloge
kulture u poucavanju jezika, nalazi istrazivanja pokazuju da se oni nedovoljno za-
laZu u koriStenju kulturnih komponenti pri poveéanju razine IKK-a u€enika/stu-

144

9.3.2026. 10:02:58



07 Nikcevic.indd 145

20 (2) 2025. A. NIk¢CEVIC-MILKovI¢, L. PErRKOVIC: Vazne odrednice doprinosa razvoju visih...

denata (Atay et al., 2009; Aslantas, 2019). Jurkovi¢ i Buterin Mici¢ (2024: 2) na-
glasavaju ,,da se u suvremenim kurikulima odgojno-obrazovnih ustanova zemalja
koje teze uspostavi i razvoju demokracije sve vise naglasava vaznost IKK*. Zbog
toga razvoj IKK-a mora biti dio formalnog i cjelozivotnog obrazovanja buducih
ucitelja i nastavnika jer su oni glavni nositelji [0i0-a (Bustamante et al., 2016). U
21. stoljecu od ucitelja i nastavnika se ocekuje da pouce ucenike kako razviti spo-
sobnost komuniciranja s ljudima iz razli¢itih kultura, da imaju sposobnost suoca-
vanja s potesko¢ama koje proizlaze iz razli¢itih drustvenih i kulturnih okruzenja
(Genc & Boynukara, 2017). 1010 je iznimno vazno provoditi od osnovnoskolske
razine kako bi uc€enici bili spremni prirodno komunicirati i suradivati s ljudima
iz razli¢itih kultura te cijenili i prihvacali razlike (Horvat Petravi¢, 2013). Djeca
koja su interkulturno obrazovana ¢esto su u€itelji svojim vr§njacima i roditeljima
u smislu preispitivanja njihovih stereotipa i predrasuda (Pirsl i sur., 2022).

2. ODREDNICE RAZVOJA INTERKULTURNE OSJETLJIVOSTI

Prema rezultatima recentnih istrazivanja, vazni prediktori doprinosu razvoja [0-a
su: a) posredni — multikulturna iskustva, poput ucestalijih kontakata i prijateljstva
s pripadnicima drugih kultura, volontiranja, u¢enickih i studentskih razmjena te
Skolovanja u kulturno raznolikim okruzenjima) i b) neposredni — pracenje vijesti i
dogadaja izvan vlastite zemlje, upoznavanje s medijima i umjetnoséu drugih kul-
tura te sustavno ucenje o njima, kao i poznavanje stranih jezika, psiholoski (zasad
znatno manje empirijski istrazeni) — etnokulturna empatija kao dio socijalno-emo-
cionalnih kompetencija pojedinca, osobine licnosti (prije svega ugodnost, ekstra-
verzija i otvorenost), samopouzdanje u interakcijama, samokontrola, dozivljaj kon-
trole 1 fleksibilnost ponasanja, te sociodemografski — obrazovna razina pojedinca,
obrazovni status roditelja, razina studija, mjesto stanovanja i urbanost prebivalista,
prisutnost stranih studenata u lokalnoj zajednici, suzivot s pripadnicima drugih
kultura, vrsta zavrsene srednje Skole, staz odgojno-obrazovnih djelatnika i dr.

2.1. Posredne odrednice razvoja interkulturne osjetljivosti

Prema Maddux i sur. (2021), multikulturno iskustvo definira se kao izloZenost
ili interakcija s elementima ili ¢lanovima druge kulture. Ono se ne stje¢e samo pu-
tem kontakata s pripadnicima drugih kultura i putovanjima u inozemstvo, nego i
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ucenjem stranih jezika, posredstvom medija, kroz interkulturne sadrzaje skolskog
kurikula i dr. Rezultati niza istrazivanja to potvrduju te pokazuju da i samo ucenje
o drugim kulturama povecava razinu 10-a (Fantini & Tirmizi, 2006; Sinagatullin
& Valitova, 2018; Aslantas, 2019). Polaze¢i od navedenog, odgojno-obrazovne
ustanove trebaju se promatrati kao mjesta stjecanja i poticanja multikulturnih
iskustava koja mogu pridonijeti razvoju 10-a, a time i Sireg IKK-a. Cijeli niz
rezultata istrazivanja potvrduje da veci broj bliskih interakcija sa strancima pove-
¢ava razinu [10-a (Altan, 2018). Ove interakcije ne moraju se dogoditi u inozem-
stvu, ve¢ se mogu odvijati 1 u vlastitoj zemlji, a uspjesne interakcije poveéavaju
samopouzdanje pojedinca i bolje snalazenje u budu¢im interakcijama (Pomuran
& Kirichenko, 2019). Ovakve interakcije ¢eSée se ostvaruju kod onih pojedinaca
koji viSe putuju jer osim izravnih interakcija s ljudima druge(ih) kulture(a), upo-
znaju kulturu i na¢in Zivota zemlje u koju su doputovali, $to potice razvoj IKK-a
u multikulturnom kontekstu (McMurray, 2007). Prijateljstva s pripadnicima dru-
gih kultura znatno doprinose razvoju 10-a, medutim istrazivanja pokazuju da je
vazan i pozitivan stav prema tim prijateljstvima (Kabakli Cimen, 2019). Drugim
rije¢ima, pojedinac treba uzivati u tim kontaktima 1 prijateljstvima, imati vise
povjerenja u te interakcije i ve¢i medukulturni angazman (Altan, 2018). Vazno
je da ta prijateljstva ne budu povr$na poznanstva, nego stvarna prijateljstva, $to
mnogi pojedinci danas, pod utjecajem ponajvise drustvenih mreza, olako mijesaju
(Jurkovi¢, 2023). Takoder, istrazivanja na uciteljima pokazuju da oni koji imaju
prijatelje iz drugih kultura iskazuju znatno visu razinu 10-a te manju razinu etno-
centrizma od onih koji ih nemaju (Erdogan i Okumulsar, 2020; Yurtseven i Altun,
2015). Isti nalazi dobiveni su i na populaciji buducih ucitelja (Del Villar, 2010;
Sekerci i Dogan, 2020). Skolovanje s pripadnicima drugih kultura takoder dopri-
nosi razvoju 10-a bilo da se odvija u mati¢noj ili nekoj drugoj zemlji, §to znaci
da je samo vazna izloZenost drugim kulturama kroz Skolovanje (Williams, 2005).

Ranija istrazivanja pokazuju da nema znatne razlike u razini 10-a nastavnika
prema varijablama Zzivljenja u razli¢itim kulturama, najdugovjeénijem mjestu i/
recentnija istrazivanja pokazuju da je razina percepcije 10-a onih koji su veci dio
zivota proveli u velikom gradu visa od razine percepcije I0-a onih koji su veéi
dio Zivota proveli u manjem mjestu. Razina percepcije 10-a studenata koji izjav-
ljuju da zive s ljudima iz drugih kultura visa je u odnosu na one koji su izjavili
druk¢ije (Tuncel & Ariciogiu, 2018). Nadena je razlika u razini razvijenosti [10-a
ucenika/studenata buducih ucitelja s obzirom na mjesto Zivljenja (regiju i veli¢inu
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mjesta u kojem su odrasli) te medunarodno iskustvo i broj prijatelja iz drugih
kultura (Y1ilmaz & Gogen, 2013; Demir & Ustiin, 2017). Drugim rije¢ima, Zivot
s ljudima iz drugih kultura pokazao se znacajnim prediktorom doprinosu razvoja
10-a. Razina percepcije razvoja 10-a studenata visa je kod onih koji navode da
zive u multikulturnim drustvima u odnosu na one koji navode da zive u monokul-
turnim drustvima (Tuncel & Ariciogiu, 2018).

2.2. Neposredne odrednice razvoja interkulturne osjetljivosti

Od interkulturno osjetljivih ljudi ocekuje se da imaju neke posebne kvalitete:
samopostovanje, samokontrolu, otvorenost, empatiju, ukljucenost u interakcije i
neosudivacki stav. Prema Gudykunst & Kim (1992), pojedinci s visokim samopo-
Stovanjem imaju pozitivne emocije prema kulturnim razlikama, prepoznaju i po-
Stuju situacijske razlike u medukulturnim interakcijama i sl. Pojedinci koji imaju
razvijene navedene kvalitete opéenito su kompetentniji u komunikaciji i interper-
sonalnim odnosima (Perkovi¢ i Pukljak Iri¢anin, 2010). Empatija se ,,definira kao
odgovor na emocionalna iskustva druge osobe, a dijeli se na: a) kognitivnu (po-
znavanje unutarnjeg stanja osobe), b) emocionalnu (prepoznavanje emocija druge
osobe na temelju facijalne ekspresije, gesti, jasnoce glasa i sl.) i ¢) etnokulturalnu
(koja je namjerno usmjerena prema rasama i etnickim grupama koje nisu nasa vla-
stita grupa)“ (Mehrabian & Epstein, 1972: 526). Rezultati istrazivanja sustavno
pokazuju da viSe rezultate na svim trima vrstama empatije imaju zene u odnosu
na muskarce, primjerice: a) kognitivnoj (Reniers et al., 2011), b) emocionalnoj
(Caruso & Mayer, 1998; Reniers et al., 2011) i ¢) etnokulturnoj (Wang et al.,
2003). Ove rodne razlike u empatiji, ali i osje¢aju srama i krivnje, konzistentne su
od adolescentske dobi nadalje, a razina testosterona kod muskog roda jedan je od
razloga redukcije empatije (van Honk et al., 2011). S druge strane, iako se zna da
postoje rodne razlike u empatiji u korist zenskog roda, rasne razlike nisu nadene.
Nadalje, nalazi pokazuju visu razinu empatije prema pojedincima unutar svoje et-
nicke ili rasne grupe u odnosu na pojedince iz drugih grupa te viSe empatije prema
pojedincima u vlastitoj grupi u odnosu na izvanjske grupe (Johnson et al., 2002).
Takoder, pojedinci koji su viSe empati¢ni imaju manje rasne i etnicke netoleran-
cije (Unnever et al., 2005). Primjerice, istrazivanja pokazuju kako zdravstveni
djelatnici neverbalno pokazuju manje interesa i empatije prema pacijentima koji
pripadaju manjinskim skupinama (druge su nacionalnosti ili rase), te slabije opa-
zaju ili razumiju neverbalnu komunikaciju takvih pacijenata, Sto moze rezultirati
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nezadovoljstvom, potesSkoc¢ama u slijedenju zdravstvenih savjeta i uputa te rasnim
razlikama u ishodima zdravstvene skrbi (Perkovi¢ i Pukljak Iri¢anin, 2019). Ovi
autori nadalje naglasavaju da se svi radamo s predispozicijama za empaticko ra-
zumijevanje, no do koje ¢e mjere neka osoba razviti sposobnost empatije, uvelike
ovisi o poticajima iz okoline, u¢enju razumijevanja drugih, gledanja iz tude per-
spektive i zauzimanja razli¢itih uloga. Van Der Zee & van Oudenhoven (2000: 1)
uvode koncept multikulturne osobnosti koji ,,predstavlja kombinaciju otvorenosti,
kulturne empatije, fleksibilnosti, drustvenog poduzetnistva i emocionalne ravno-
teze*, medutim jos uvijek nema dovoljno znanstvenih potvrda u njegovu korist.

Poznavanje stranih jezika takoder doprinosi viSoj razini 10-a, a time i Sireg
IKK-a (Sezer & Kahraman, 2016). Najveca razlika nadena je izmedu pojedinaca
koji ne govore ni jedan strani jezik i onih koji govore jedan ili viSe stranih jezika
(Sekerci & Dogan, 2020). Prema Khairutdinovoj & Lebedevoj (2016), pojedinci
koji govore strane jezike posjeduju naprednu jezi¢nu i multikulturnu svijest koja
im omogucuje da spoznaju ljudsku civilizaciju kao cjelinu 1 prihvacaju razlike
medu kulturama.

Nastavnici s visoko razvijenim [0-om imaju razvijeniju socijalno-emocionalnu
inteligenciju zbog koje lakSe citaju verbalne i neverbalne komunikacijske zna-
kove te donose bolje zakljucke iz ponasanja drugih ljudi (Genc & Boynukara,
2017). Mnogi istrazivaci potvrduju da je socijalno-emocionalna inteligencija pre-
diktor koji znacajno doprinosi objasnjenju razine razvoja 10-a (Dong, et al., 2008;
Lovvorn & Chen, 2011; Bosuwon, 2017). Primjerice, Gen¢ & Boynukara (2017)
nalaze znacajnu pozitivnu povezanost izmedu socijalno-emocionalne inteligenci-
je 110-a budu¢ih nastavnika jezika. Takoder, socijalno-emocionalna inteligencija
je prediktor koji znacajno doprinosi objasnjenju razvijenijih sposobnosti rjesava-
nja drustvenih problema (Jones & Day, 1997), uspjesnog vodstva (Kobe et al.,
2001) te pozitivnog interpersonalnog iskustva (Cheng et al., 2001). Povecanjem
socijalno-emocionalne inteligencije povecava se razina interakcijskog angazma-
na, povjerenja i paznje. Povecava se i kvaliteta interpersonalnih odnosa s drugim
ljudima te razvoj empatije, §to pojedincu pomaze u poStovanju razli¢itih kultura i
njihovu prihvacéanju (Genc & Boynukara, 2017).

Prema Bhawuk & Brislin (1992: 416), ,,afektivna vezanost za druge kulture
ocituje se kroz interes za druge kulture, osjetljivost na kulturalne razlike, zelju za
promjenom ponasanja kao pokazatelja postivanja ljudi iz drugih kultura.* Budu¢i
nastavnici najvise se slazu s tvrdnjama da je IKK ,,poStovanje kulturnih razlika,
uzivanje u interakcijama s ljudima iz drugih kultura®, dok se djelomi¢no slazu da
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su ,,povjerenje i pazljivost u interakcijama* (Arcagok & Yilmaz, 2020).

Od ostalih neposrednih prediktora doprinosa razvoju 10-a, znac¢ajni je prediktor
svjesnost postojanja drugih kultura, §to podrazumijeva da ljudi iz razli¢itih kultu-
ra postuju razlike medu kulturama neovisno o njihovoj vlastitoj kulturi i tolerira-
ju te razlike. Postovanje kultura razli¢itih naroda znaci osjetljivost pojedinca na
vidljive dijelove kulture: nacionalnu kuhinju, glazbu, rijeci kojima se pojedinci iz
drugih kultura koriste, bez predrasuda i s postovanjem. Ono takoder podrazumi-
jeva i postovanje razlicitih jezika, religija i rasa u svijetu te pristupanje razli¢itim
ljudima jednako i s poStovanjem. Nadalje podrazumijeva poznavanje razlicitih
kultura i posStovanje njihova stila Zivota te razlika koje postoje medu ljudima, kao
i znanje i poStovanje vrijednosti razlic¢itih kultura (Arcagok & Yilmaz, 2020).
Rezultati istraZivanja pokazuju da i samo ucenje o drugim kulturama povecava
razinu [0-a (Sinagatullin & Valitova, 2018; Aslantas, 2019).

Sto se ti¢e pracenja medija i umjetnosti iz drugih kultura, istraZivanja pokazuju
da je ucestalije izlaganje njima povezano s visSom razinom IO-a (Park, 2013; Se-
zer & Kahraman, 2016). Mediji i umjetnost, sli¢no kao i govorenje stranih jezika,
priblizavaju pojedincu druge kulture. Jurkovi¢ i Buterin Mic¢i¢ (2024: 110) na-
vode da je ,,pretpostavka da ¢e se ceS¢om i dugotrajnijom izlozenos¢u odredenoj
kulturi stvoriti otvorenost prema toj kulturi, a onda i prihvac¢anje koje je nuzno za
razvoj 10.“

U proslosti se u mnogim studijama kulturoloska osjetljivost uglavnom objas-
njavala karakteristikama Zenskog roda (Endres & Lueck, 1998; Inoue & Johnson,
2000; Demir, 2012), medutim danas postoji niz istrazivanja koja dokazuju da ona
nije rodno determinirana (Ustiin, 2011; Yilmaz & Gocen, 2013; Polat & Barka,
2014; Akin, 2016; Altan, 2018; Tuncel & Aricioglu, 2018; Arcagok & Yilmaz,
2020) ili da muski rod iskazuje razvijeniju razinu od Zenskog roda (Yetis & Kurt,
2016; Morales Mendoza et al., 2017). Primjerice, istrazivanje Genc & Boynukara
(2017) dokazuje da nema znacajne povezanosti izmedu roda i dobi s razinom [10-a
buducéih nastavnika jezika. Akca et al. (2018) takoder nalaze da razina razvijeno-
sti [0-a ucitelja i nastavnika nije pod utjecajem sociodemografskih varijabli poput
dobi, roda, komunikacije putem interneta, stupnja obrazovanja i mjesta prebivali-
Sta (urbano — ruralno). Medutim, ove nalaze treba dodatno provjeravati budu¢im
istrazivanjima.

Neka istrazivanja pokazuju da se razina 10-a ucenika/studenata ne razlikuje s
obzirom na obrazovni status majke i1 oca (Arcagok & Yilmaz, 2020), dok neka
istrazivanja nalaze razlike u korist roditelja viSega obrazovnog statusa (prema
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Nikc¢evi¢-Milkovi¢, 2023). Stoga ovaj nalaz takoder treba dodatno provjeravati
buduéim istrazivanjima.

Nalazi nisu konzistentni ni kada je rije€ o vrsti srednje Skole koju ucenici po-
hadaju s obzirom na razvijenost 10-a, odnosno neka istrazivanja pokazuju da
udenici gimnazija imaju vi$e razvijen 10 (Buterin, 2013; Cagi¢-Kumpes i sur.,
2014), a neka istrazivanja pokazuju da nema razlike izmedu ucenika gimnazija i
strukovnih $kola (Dobrota i Vuki¢, 2001). Jurkovi¢ 1 Buterin Mici¢ (2024), medu-
tim, naglaSavaju da je vrlo teSko usporedivati rezultate u hrvatskome obrazovnom
kontekstu s inozemnim istrazivanjima jer se ove vrste $kola medusobno razlikuju
od zemlje do zemlje. Stoga 1 ovaj nalaz treba dodatno provjeravati buducim istra-
Zivanjima.

Veliki broj istrazivanja potvrduje da ne postoji razlika u razini 10-a ucitelja i
nastavnika prema stupnju obrazovanja (od nekadasnje trogodisnje strucne razine
obrazovanja, preko ¢etverogodiSnje struéne razine, pa sve do danasnje petogodis-
nje sveuciliSne znanstvene razine obrazovanja ucitelja) (Yilmaz & Gogen, 2013;
Tortop, 2014; Bagceli Kahraman & Onur Sezer, 2017), $to je rezultat u¢inka
sli¢nih programa nastavnickih studija. Medutim, s razinom studija poveéava se
razina 10-a, odnosno studenti diplomske razine studija imaju viSu razinu [0-a u
odnosu na studente prijediplomske razine studija (Tuncel & Aricioglu, 2018). U
tom kontekstu studenti navode da im se razina percepcije 10-a promijenila zbog
iskustava koja su stekli tijekom prijediplomske razine studija, odnosno da su ta
iskustva pozitivno promijenila njihov pogled na kulturne razlike. Kolegiji pod
nazivima: Komunikacija u obitelji, Kulturne i socijalne promjene, Praksa indi-
vidualnog savjetovanja, Razvojni periodi i adaptacijski problemi i sl. pomazu
studentima razviti visu razinu 10-a. Takoder, volonterski rad studenata buducih
ucitelja 1 nastavnika u razli¢itim nevladinim organizacijama povecava razinu 10-a
(Arcagok & Yilmaz, 2020). Takve organizacije poticu i razvijaju interakcije poje-
dinaca iz razlic¢itih kultura u lokalnim zajednicama. Pojedinci u takvim organiza-
cijama imaju moguénost povezati se i komunicirati s ljudima iz razli¢itih kultura.
tih kultura, zbog ¢ega dolazi do povecanja razine 10-a. Odlazak u inozemstvo u
okviru ERASMUS+ i sliénih programa razmjene nastavnika, ucenika i studenata
povecava toleranciju i smanjuje predrasude prema drugim narodima, ¢ime se po-
vecava razina 10-a (Demir & Demir, 2009). Komunikacija sa strancima putem
interneta nije se pokazala znacajno pozitivno povezana s razinom [O-a (Genc &
Boynukara, 2017). Medutim, komunikacija putem interneta upotrebljava se kao
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,,nacin izlaganja* drugim kulturama kada ucenici/studenti nemaju drugih moguc-
nosti odlazaka izvan zemlje i realnih interakcija sa strancima. Internet je socijalna
mreza koja pojedincima pomaze biti u interakciji i razviti socijalne kontakte s
ljudima iz razli¢itih kultura. Medutim, takva komunikacija ne pokazuje nikakav
znacajan utjecaj na podizanje razine 10-a.

Sto se ti¢e radnog staza ucitelja i nastavnika, veéi broj istrazivanja potvrduje
da oni sa 16 i vise godina radnog staza imaju visu razinu 10-a (Polat & Murat,
2012; Demircioglu & Ozdemir, 2014; Rengi & Polat, 2014). Stoga bi stru¢na
usavrSavanja trebala i¢i u smjeru podizanja kulturne svijesti novih/mladih ucitelja
i nastavnika.

Prema tome, iskustvom kroz $kolovanje na najvis§im razinama obrazovanja, in-
tenzivnijom interakcijom s pojedincima iz drugih kultura (unutar vlastite zemlje i
u inozemstvu) te tijekom duzega radnog staza u Skoli/na fakultetu (veéina Skola/
fakulteta danas ima ucenike iz razli¢itih kultura, domicilne u veéini, ali i u¢enike
iz drugih kultura u manjini) ili ranije ako im se edukacijom podigne razina kultur-
ne svijesti, dolazi do razvoja 10-a kao preduvjeta razvoja IKK-a. Jo$ je Bennett
(1993; 2004: 1) isticao da razvoj ,,10, upravo zbog toga Sto se radi o procesu,
uvelike ovisi o iskustvu. Nakon obitelji kao mjesta primarne socijalizacije, od-
gojno-obrazovne ustanove imaju zadatak omoguciti u¢enicima/studentima razvoj
kompetencija i stjecanje iskustava koja su nuzna za funkcioniranje u multikultu-
ralnom okruzenju*.

Od psiholoskih odrednica koje doprinose razvoju 10-a bitne su osobine li¢no-
sti, osobito one koje su manje bioloski determinirane, otvorenost i ugodnost, ali i
ekstraverzija koja je bioloski determinirana. Otvorenost prema iskustvu je §irina i
slozenost mentalnog zivota pojedinca, a ekstraverzija i ugodnost obuhvacaju ono
§to ljudi rade zajedno i §to rade jedni drugima. Prema van Driel & Gabrenya (2012:
874), osobine li¢nosti utjecu na razvoj sposobnosti pojedinca da komunicira s dru-
gim ljudima, da se na odredeni nacin ponasa i nosi s novim situacijama pri ulasku
unove kulture, koje su drukéije od njegove. Osobine licnosti mogu biti klju¢ne pri
rjeSavanju problema kad se pojedinac nade u uvjetima koji su kulturoloski razliciti
te u prilagodbi na nova kulturna okruzenja. lako istrazivanja u posljednja dva i pol
desetlje¢a pokazuju da su osobine licnosti kljuéne za uspjesne interakcije medu
ljudima koji pripadaju razli¢itim kulturama i etni¢kim skupinama (van der Zee &
van Oudenhoven, 2000; van Dyne et al., 2008), ovo pitanje povezanosti dodatno
treba empirijski provjeravati jer su istrazivanja vaznosti osobina licnosti za razinu
10-a desetlje¢ima bila zanemarivana. Osobine li¢nosti predstavljaju predispozi-
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ciju pojedinca da djeluje na odredeni nacin bez obzira na kulturoloski kontekst u
kojem se nalazi, tako da one pojedincu olakSavaju ili oteZavaju interkulturne inte-
rakcije te predvidaju njegov interkulturni uspjeh (van Dyne et al., 2008). U kon-
tekstu Republike Hrvatske empirijskih istrazivanja s temom povezanosti osobina
licnosti 1 razine 10-a nema, zbog Cega je Nikéevié-Milkovié (2025) istrazivala
doprinos osobina li¢nosti 1 sposobnosti emocionalne kompetentnosti razini 10-a
buducéih ucitelja. Rezultati ovog istrazivanja pokazuju da osobine ekstraverzija i
ugodnost znacajno doprinose razini [0-a, $to je u skladu s literaturom. Osobine
liénosti kljuéno pridonose razvoju IKK-a, te osobine otvorenost, ekstraverzija i
ugodnost iz teorije Velikih pet doprinose vise u odnosu na ostale osobine (savje-
snost, neuroticizam) (Ramalu et al., 2012; Rings & Allehyanib, 2020). U ovom
istrazivanju, pored navedenih osobina li¢nosti, potvrden je i doprinos sposobnosti
uoCavanja i razumijevanja emocija (dio socijalno-emocionalnih kompetencija)
vi$oj razini 10-a. Ova sposobnost ukljucuje empatiju, otvorenost, fleksibilnost,
znatizelju, prilagodljivost, §to su sve vazne osobine za razvoj IKK-a (van der Zee
& van Oudenhoven, 2000). Jurkovi¢ i Nikcevié-Milkovic¢ (2023) ispitali su do-
prinos sociodemografskih ¢imbenika i1 sposobnosti emocionalne kompetentnosti
objasnjenju razvoja [0-a kod studenata uciteljskih studija u Republici Hrvatskoj
kao bududih nositelja 1010-a. Ovi studenti pokazuju iznadprosjecnu razinu 1O-
a, Sto je u skladu s dosadasnjim istrazivanjima u RH 1 u svijetu, na studentima
(uciteljskih/nastavnickih studija) i na u¢iteljima/nastavnicima (Bedekovi¢ i Zrili¢,
2014; Gojevi¢, 2018; Jurkovi¢, 2023). Godina studija i sposobnosti emocionalne
kompetentnosti pokazali su se znacajnim prediktorima doprinosu razvoja 10-a,
Sto je samo potvrda nalaza ranijih istraZivanja.

Kao zaklju¢ak namece se ¢injenica da su multikulturna osobnost, multijezi¢nost
i razvijene socijalno-emocionalne vjestine kljuéne za 10iO kroz koje se djecu i
adolescente treba pouciti da je ljudska civilizacija jedna velika cjelina u kojoj
se razlike medu kulturama moraju nuzno prihvacati (Khairutdinova i Lebedeva,
2016).

3. PREPORUKE ZA EFIKASNIJI RAZVOJ INTERKULTURNOG
ODGOJA 1 OBRAZOVANJA

Iz svega navedenog vidi se potreba za odgojno-obrazovnim djelovanjem koje ¢e
pojedincu omoguciti stjecanje podrzavajué¢ih multikulturnih iskustava kako bi se
osvijestila 1 unaprijedila vlastita razina [O-a. Multikulturalizam se odnosi na pri-
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sutnost vise kultura na istom prostoru, a interkulturalizam ukljucuje odnose medu
tim kulturama i njihovu medusobnu interakciju (Sabli¢, 2014). Jurkovi¢ i Buterin
Mici¢ (2024) naglasavaju da sam kontakt s pripadnicima drugih kultura ne mora
nuzno dovesti do interakcije, pa prema tome u odgojno-obrazovnim ustanovama
kroz gradanski odgoj 1 obrazovanje te vecinu predmeta/kolegija treba razvijati
10. Multikulturno iskustvo ima odredenu vrijednost jer podrazumijeva razlicitost
iskustava i spoznaja, a 10 se ,,razumije i kao subjektivno iskustvo steCeno me-
dukulturnim kontaktom* (Bennet, 1986: 1). Veliki broj istrazivanja potvrduje da
stjecanje multikulturnih iskustava donosi brojne prednosti pojedincima na intra-
personalnom (Fee & Gray, 2012; Onysko, 2016; Shipilov et al., 2017) i na inter-
personalnom planu (Cao et al. 2014; Jang, 2017; Saleem et al., 2018; Backmann
et al., 2020, sve prema Jurkovi¢, 2023). Stjecanje multikulturnih iskustava moze
se promatrati kroz tri sfere: 1) kognitivnu, 2) afektivnu (emocionalno-voljnu) i 3)
ponasajnu (koju je ujedno i najteze mijenjati).

Interkulturni odgoj i obrazovanje vodeno je tzv. interkulturnom pedagogijom,
koja naglaSava postovanje vrijednosti pripadnika razlicitih kultura, njihovih je-
zika 1 obic¢aja (Hrvati¢ i Sabli¢, 2008). Nadalje, ona priprema ucenike za medu-
kulturno komuniciranje koje nije tipi¢an oblik komunikacije, posebno u konflik-
tnim situacijama, pa je stoga potreba za kulturno osjetljivim odgojno-obrazovnim
djelatnicima veéa. Prema Jurkovi¢ (2023: 61), interkulturalna pedagogija, koja
treba 1 mora odgovoriti na odgojno-obrazovne potrebe suvremenog drustva, treba
biti usmjerena na kreiranje primjerene metodologije ¢iji ¢e rezultat biti afirmacija
otvorenog interkulturalnog kurikula, koji ne samo da podupire prihvaéanje i uva-
zavanje razlicitosti, nego i promovira poznavanje i prihvacanje vlastite kulture
kao preduvjeta razvoja razumijevanja, posStovanja i prihvac¢anja drugih kultura
(Bedekovi¢, 2011). Prema Mlinarevic i sur. (2013), od nje se o¢ekuje i doprinos
razvoju demokracije 1 ljudskih prava. Takoder, ,.kulturno odgovorna pedagogija
priprema ucenike za svakodnevne susrete s razlicitostima i pozitivno reagiranje
na njih, razvija sposobnost kritickog misljenja, komunikacijske vjestine, osjecaj
za socijalnu osjetljivost te suradnju i suzivot u suvremenom multikulturalnom
drustvu. S obzirom na neodvojivost odgoja i obrazovanja, ona ucenicima/stu-
dentima mora pruziti i teorijska znanja kojima ¢ée se te prakti¢ne vjestine i spo-
sobnosti nadopunjavati jer stjecanje IKK ide ruku pod ruku s razvojem kulturne
kompetencije®.

Prema Jeli¢ (2025), strukturirane medugrupne interakcije, poput suradnickog
ucenja i aktivnosti zamisljenog kontakta mogu potaknuti pozitivne medugrupne
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odnose, ublaziti uc¢inke percipiranih medugrupnih prijetnji i doprinijeti drustvu
koje je socijalno uklju¢ivo. Metode aktivnog ucenja (suradnic¢ka nastava, pro-
jektna nastava 1 sl.), komunikacija i empatija (razvoj vjestina sluSanja, razumi-
jevanja i izrazavanja) mogu doprinijeti razvoju 10-a, odnosno Sireg IKK-a. Pre-
ma Dikovi¢ (2016), gotovo sve europske zemlje metodama ucenja i poucavanja
poticu i razvijaju aktivan pristup gradanskom odgoju 1 obrazovanju, tzv. ucenje
djelovanjem (engl. learning by doing) (European Commision, 2012). Ovaj autor
nadalje istice tzv. ucenje kroz sluzenje zajednici (engl. service-learning) kao oblik
iskustvenog ucenja koje uc¢enicima pomaze u primjeni usvojenih sadrzaja gradan-
skog odgoja 1 obrazovanja u svakodnevnom Zzivotu te u promicanju vrijednosti.
Drugim rije¢ima, ucenici/studenti primjenjuju znanja ste¢ena u ucionici na stvar-
ne drustvene potrebe, dok istovremeno uce kroz prakticno iskustvo i refleksiju.
Primjenjuju se metode poput dijaloga, slusanja, rasprave, aktivnog ucenja, debate,
igranja uloga, analize zakona i propisa neke drzave, drustveno korisnog rada i sl.
Ucenici razvijaju vjestine, oblikuju stavove te pokrecu razlicite inicijative koje ¢e
im pomoc¢i u razvoju IKK-a. Ove metode ucenja i poucavanja ostvaruju se kroz
formalno obrazovanje i kroz neformalno ucenje.

Preporuke kako razvoj 10-a ukljuciti u odgojno-obrazovne kurikule odnose
se na: a) upoznavanje s razli¢itim kulturama u okviru kurikula brojnih $kolskih
predmeta/kolegija na fakultetima, b) uklju¢ivanje karakteristika razli¢itih kultura
u kurikule (poucavanje o kulturi i jeziku razli¢itih naroda, osobito u nastavi ma-
terinskog i stranih jezika), c) razli¢ite izvore informacija o razli¢itim kulturama,
jezicima i1 narodima (npr. knjige, dokumenti, suveniri, uporabni predmeti i dr.),
d) ¢itanje razlicitih znanstvenih i/ili stru¢nih ¢lanaka o IKK-u, e) ukljucivanje
prijatelja, kolega, susjeda iz razli¢itih kultura (s kojima se dopisujemo, druzimo
i/ili suradujemo u okviru skolskih/studijskih programa i/ili na druge nacine), f)
izborne Skolske predmete/kolegije za poticanje razvoja 10-a i sl. U cjelokupnoj
vertikali obrazovanja preporucuju se rabiti autenti¢ni materijali (primjerice suve-
niri, stari i uporabni predmeti i sl.), dokumentarni i igrani filmovi koji prezentiraju
razlicite kulture, slike i predmete koji predstavljaju bastinu nekog kraja, fotogra-
fije, pisane izvore, kontakte sa zivim ljudima iz razli¢itih kultura i dr. Prema Jur-
kovi¢ (2023), hodogram poticanja razvoja 10-a, a posljedi¢no IKK-a, kod u¢enika
pocinje na nacin da nastavnik najprije, ako ve¢ ne postoji, kod ucenika pobudi
zelju i interes za otkrivanjem drugih kultura. Na temelju tog interesa kroz ucenje
i poucavanje o drugim kulturama, jezicima i pripadnicima njihova naroda, kod
ucenika ¢e se sve viSe razvijati otvorenost. Na temelju te otvorenosti ucenici ¢e
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razviti pozitivne stavove o razli¢itostima, ali je vazno paralelno poraditi na pozna-
vanju vlastite kulture, kako bi uc¢enici mogli razviti dubinska znanja o na¢inima
funkcioniranja svoje i drugih kultura. Pozitivni stavovi mogli bi se preliti u razvoj
vjestina sluSanja, promatranja, pregovaranja i sl.

Znacajna pozitivna povezanost socijalno-emocionalne inteligencije i 10-a im-
plicira da treninzi i edukacije koje eksplicitno i implicitno razvijaju vjestine in-
terpersonalnih veza, empatiju i socijalnu odgovornost (kao komponente socijal-
ne inteligencije) mogu povecati razinu 10-a (Genc & Boynukara, 2017). Takvi
treninzi i edukacije koji razvijaju emocionalnu inteligenciju dovode i do boljeg
prepoznavanja, imenovanja, reguliranja i kontrole emocija, §to je povezano s ra-
zvojem 10-a. Programi koji su implementirani u obrazovanje buducih ucitelja/
nastavnika, a u kojima se rabe: a) igre uloga, b) poticanje razmjene, c) vjestine
razvoja empatije, d) kvalitetniji interpersonalni odnosi i socijalna odgovornost
(kao vjestine socijalno-emocionalne inteligencije) 1 sl., poveéavaju razinu 10-a
(Genc & Boynukara, 2017). Banks (1995) opisuje razli¢ite programe kojima se
promice interkulturalizam, a koji se razlikuju s obzirom na svrhu i nacine pro-
Jurkovié¢ (2023: 63), Programi usmjereni na kulturno i/ili jezi¢no drugacije uceni-
ke pokusavaju kompenzirati potencijalne poteskoce pri ukljuc¢ivanju ucenika koji
pripadaju manjinskim skupinama u vecinski odgojno-obrazovni sustav, a ¢esto
se joS nazivaju tranzicijski ili bilingvalni programi. Programima usmjerenim na
sadrzaj kroz uvodenje viseperspektivnih kulturnih gledista u postojec¢e nastavne
programe i proces ucenja i poucavanja pokusava se potaknuti u¢enje o kulturnim
razlikama te kulturno razumijevanje medu u€enicima. Programima usmjerenim
na zajednicu ili drustveno usmjerenim programima, promice se interkulturno ra-
zumijevanje, suradni¢ko ucenje te suzbijanje predrasuda na razini skole, a samim
time i u cjelokupnome Skolskom djelokrugu, odnosno na svim drustvenim razina-
ma u kojima $kola ima ili moze imati utjecaj. Slijedom svega navedenog, potreb-
no je upozoriti i na potrebu da u sukonstrukeiji interkulturnog kurikula sudjeluju
svi spomenuti ¢imbenici, a poseban naglasak treba staviti na zajednicu. Naime,
doprinosom Sire zajednice, pa i drustva u cjelini izgradnji interkulturnog kurikula
osigurava se njegova obuhvatnost, a samim time i veca ukljucenost razlicitih kul-
turnih aspekata u odgoj 1 obrazovanje.

Iako mnogi autori naglasavaju ulogu kulture u u¢enju stranih jezika, nastavnici
jezika u odgojno-obrazovnoj praksi nedovoljno integriraju kulturu u svoje pou-
Cavanje (Atay et al., 2009; Cubukcu, 2013), a to je kljucno za razvoj IKK-a (Ar-
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cagok & Yilmaz, 2020). Jurkovi¢ (2023) naglasava de je razvoj 10-a cjelozivotni
proces i dio cjelozivotnog ucenja, da su nastavnici svjesni vaznosti integriranja
vlastite 1 drugih kultura u nastavu te razvijanja interakcijskih vjestina, medutim
oni nisu sigurni kako pokrenuti takvu nastavu u razredu, u obliku razrednih aktiv-
nosti, zadataka i oblikovanja okoline. Primjerice, kod ucenja jezika jako je vazno
poznavati kulturni kontekst, a onda je umijece znati ga prenijeti na u¢enike kako bi
oni razumjeli razlike izmedu vlastite i tude kulture i razvili etnokulturnu empatiju.
Razvoj ucenika trebao bi se temeljiti na poticanju interkulturnog znanja, vjestina
i stavova, pri ¢emu je vazno povezati ucenje jezika s razumijevanjem kultura ko-
jima taj jezik pripada. Udzbenici pritom imaju klju¢nu ulogu jer bi trebali pruzati
autenti¢nu i uravnotezenu sliku razlic¢itih kultura, izbjegavajuéi stereotipe poput
idealizirane obiteljske idile ili povrSnog prikaza turizma. Osim toga, potrebno je
koristiti se raznovrsnim nastavnim materijalima koji poti¢u razvoj interkulturne
kompetencije u¢enika. Sirok raspon materijala ukljuéuje: primarne izvore, auten-
ti¢ne materijale (Casopise, knjige i sl.), tehnoloSke resurse (blogove, web-kanale,
drustvene mreze, videouratke i sl.) (Clouet, 2006: 58), vizualna pomagala (Bush,
2007), mrezne forume, epizode (Sayer & Meadows, 2012), etnografske materijale
(fotografije, biljeske s terena, snimke intervjua i sl.) i dr. (Duff & Mayes, 2001).
Veliki broj autora naglasava da je kultura ,,sloZen, neshvatljiv, viseslojan pojam
kojeg je tesko razumjeti bez izravnog ili ilustriranog iskustva“ (Fustenberg, 2010:
329). Zbog toga je mobilnost ,,primarni pokreta¢ razvoja sposobnosti sluzenja
drugim jezicima i interkulturalnosti (Harsch & Poehner, 2016: 471). Nadalje
Sayer & Meadows (2012) naglasavaju potrebu primjene kriticke jezicne pedago-
gije 1 kriticke analize diskursa kako bi se nastavnici znali nositi sa stereotipima u
ucionici radi dubljeg razumijevanja interkulturne svijesti. Postoji i tzv. interkul-
turno obrazovanje stranog jezika. U istrazivanju Duffy & Mayes (2001) studen-
tima su davali etnografske materijale te ih poticali na njihovo prikupljanje. Cilj je
bio razviti znatizelju i otvorenost prema drugim kulturama, razumjeti razli¢itosti
te razviti osje¢aj empatije. Cesto se u uéionicama u svrhu razvoja interkulturalno-
sti rabe video i dokumentarni materijali dobiveni od turistickih zajednica, BBC-
ja 1 drugih produkcijskih kucéa, statisticki pokazatelji, pisana izvjesc¢a, portfelji,
internetski materijali te oni dobiveni e-poStom i sl. U¢enike se potice da osmisle
i provode intervjue, rade refleksivne blogove i rasprave, piSu scenarije, snimaju
videoscene, rade montazu i sl. Danas se naprednom tehnologijom dizajniraju uci-
onicki kulturoloski uvjeti (tzv. 3D virtualna svjetska okruzenja ili 3D VW) kako
bi se stvorili autenti¢ni i interaktivni uvjeti, osobito s ciljem poboljSanja medu-
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kulturne kompetencije ucenja jezika. Takvi uvjeti u¢enicima omogucuju stjecanje
sociokulturnih perspektiva.

Od nastavnika se, prema konstruktivistickoj paradigmi ucenja, zahtijeva da
promijene svoju tradicionalnu ulogu prenositelja znanja u ulogu konzultanta, sa-
vjetnika, etnografa i voditelja (Morgan, 2001: 21) te da naprave ,.,kljucni korak
od teorije do prakse. Prema Porto (2010: 47), u svrhu razvoja interkulturalizma
ucionice treba uciniti ,.kulturoloski osjetljivim mjestom za ucenje. Atay et al.
(2009) navode da je potrebno organizirati programe ili treninge koji ukljuc¢uju in-
terkulturne teme koje bi nastavnicima pomogle u praksi interkulturne komunika-
cije. Nastavnicima treba vodstvo i trening kako bi prakticirali valjano poucavanje
IKK-a u razredu. Osobito im treba pomo¢ oko procjene metoda, jer istrazivanja
pokazuju da nemaju jasnu ideju o metodama procjene i evaluacije te kako ih pri-
mijeniti u razvoju IKK-a (Jurkovi¢, 2023). Ponajvise se oslanjaju na udzbenike
koji imaju previse sadrzaja zapadnjacke kulture, ponajvise britanske i americke,
odnosno uglavnom imaju nedostatne informacije iz razlicitih kultura, $to je po-
tencijalni rizik razvoja stereotipa i predrasuda. Drugim rije¢ima, udzbenici nisu
dovoljno multikulturni, ve¢ u njima dominira zapadnjacka kultura. Nastavnici
procjenjuju da ucenici nisu motivirani da uc¢e o drugim kulturama jer pretpostav-
ljaju da su pod utjecajem stereotipa.

Iz svega navedenog proizlazi da su nastavnici svjesni vaznosti integracije ra-
zli¢itih kultura i jezika u kurikul kako bi povecali razinu 10-a u€enika/studenata,
ali ne znaju uvijek kako to uciniti. Samo koristenje udzbenika nije dovoljno za
poucavanje razli¢itih kultura i jezika s ciljem razvoja IKK-a. Stoga je vazno da
obrazovne politike nastavnicima osiguraju pristup raznovrsnim nastavnim materi-
jalima koji ¢e poticati razvoj interkulturnih znanja, vjestina i stavova kod ucenika
i studenata.

4. ZAKLJUCAK

Interkulturna osjetljivost postala je jedan od kljuénih preduvjeta zdravih drus-
tvenih interakcija u kulturolo§ki raznolikim zajednicama. Jurkovi¢ (2023) istice
da se znanja, vjestine i stavovi interkulturne komunikacijske kompetencije stjecu,
odnosno da nisu urodeni, zbog ¢ega brojni autori prepoznaju odgoj i obrazovanje,
kao 1 procese socijalizacije, kao bitne kontekste njihova razvoja. Uz to, vaznu ulo-
gu imaju 1 obiteljski kontekst, neformalno i informalno ucenje, radno okruzenje,
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kulturoloski utjecaji te utjecaj medija i drugih drustvenih ¢imbenika. Rezultati
brojnih istrazivanja pokazuju niz znacajnih prediktora koji doprinose razvoju in-
terkulturne osjetljivosti, a koji su detaljno objasnjeni u prethodnim poglavljima.
Medu njima se isticu: visoko samopostovanje, socijalno-emocionalna inteligen-
cija, empatija, afektivna povezanost s drugim kulturama, svjesnost i poStovanje
meduljudskih razlika, iskustvo Zivota s pripadnicima drugih kultura, Zivot u urba-
nim sredinama, obrazovni status roditelja, vise ili visoko obrazovanje pojedinca,
diplomska razina studija, volonterski rad, sudjelovanje u programima razmjene,
uZzivanje u interakciji sa strancima i prijateljstvo s njima, povjerenje i interkultur-
na ucinkovitost, vjestine interpersonalnih odnosa, socijalna odgovornost te duzi
radni staz ucitelja 1 nastavnika. Sve navedene odrednice vazno je osvijestiti i,
u skladu s rezultatima istraZivanja, sustavno razvijati unutar kurikula interkul-
turnog odgoja i obrazovanja — kroz medupredmetne teme gradanskog odgoja i
obrazovanja, 1 kroz sadrzaje razli¢itih skolskih predmeta te pojedinih kolegija
na visokoskolskim ustanovama. Ucitelji 1 nastavnici trebaju biti osposobljeni za
stvaranje odgojno-obrazovnih uvjeta u duhu konstruktivisticke paradigme ucenja
te za primjenu razli¢itih metoda razvoja IKK-a kod ucenika i studenata. Empirij-
ska istrazivanja trebaju nastaviti provjeravati postojece odrednice, osobito one
za koje jos uvijek nemamo konzistentne rezultate, kao i istrazivati nove moguce
¢imbenike koji doprinose razvoju IKK-a. Takva istrazivanja trebaju se koristiti
razli¢itim i sve naprednijim kvalitativnim i kvantitativnim metodama, u razli¢itim
kulturoloskim kontekstima i s razli¢itim skupinama sudionika, jer su konstrukti
[0-a 1 IKK-a podlozni drustvenim promjenama. Na kraju, vrijedi istaknuti navod
Jurkovi¢ (2023: 29), koji naglasava da, iako je proslo vise od pedeset godina od
prvih teorijskih i konceptualnih okvira interkulturalizma, ,,jos uvijek postoje broj-
na podrucja i ljudske aktivnosti u kojima je potrebna uc¢inkovitija i sustavnija im-
plementacija njihovih postulata, a medu kojima je i sustav odgoja i obrazovanja“.
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SIGNIFICANT DETERMINANTS OF CONTRIBUTION TO THE DEVELOPMENT OF
HiGHER LEVELS OF INTERCULTURAL SENSITIVITY

ABSTRACT

In the so-called global village of the 21st century, interac-
tions between people of different cultural heritages are be-
coming more frequent as a result of technological develop-
ment and mobility, which is reflected in business, travel and
leisure. The task of intercultural education (ICE) is to devel-
op intercultural sensitivity (IS) as an affective component
and at the same time the foundation and prerequisite for in-
tercultural communication competence (ICC). IS is devel-
oped through the curriculum of the cross-curricular theme
of civic education and through the curricula of a number
of school subjects/faculty courses (especially social stud-
ies, linguistics and art), by holistically affecting all aspects
of student development. Educational institutions (which,
according to Bronfenbrenner’s ecological model, are part
of the microsystem of the child/student) play an important
role in the development of IS. However, research shows
that teachers in many countries, including the Republic of
Croatia, are still not sufficiently prepared for the challenges
of IS. The aim of this paper is to provide an overview of
key predictors, or determinants, that contribute to the devel-
opment of IS, present relevant empirical findings and offer
a critical review. According to the research results, these
determinants can be divided into: a) indirect: multicultur-
al experiences (more frequent contacts with members and
friendships with people from other cultures, volunteer work,
student exchanges, education with members of other cul-
tures, etc.) and b) direct: following news and events outside
one’s own country, following media and art from other cul-
tures, learning about other cultures, knowledge of foreign
languages, a number of psychological determinants (such
as ethnocultural empathy, social-emotional competence,
self-confidence in interactions, personality traits - primar-
ily Agreeableness, Extraversion and Openness, behavioral
flexibility, self-control), and sociodemographic (individual
education, educational status of parents, years of experi-
ence of educational staff, graduate level of study, urbanity
of residence, type of secondary school, etc.). Based on the
analysis of the aforementioned predictors and insights from
empirical research, the final part of the paper formulates
recommendations for more effective development of 10iO
in accordance with the constructivist learning paradigm.

170

KEYWORDS:

intercultural communication com-
petence (ICC), intercultural edu-
cation (10i0), intercultural sen-
sitivity (IS), recommendations for
more efficient development of 10iO

9.3.2026. 10:02:59



08 Horzic.indd 171

JOSIP CVRTILA U HRVATSKOJ
DJECJOJ KNJIZEVNOSTI!

HEeLENA HoRZIC NJEGOVAN

Osnovna Skola Savski Gaj, Zagreb, Hrvatska
hhorzicl@gmail.com

UDK: 821.163.42.09-Cvrtila,J.
Pregledni rad

Primljen: 13. 2. 2025.
Prihvacen: 20. 12. 2025.

SAZETAK

Namjera ovog rada istrazivanje je knjizevne povijesti na
primjeru djelovanja ucitelja i knjizevnika Josipa Cvrtile,
u vrijeme njegova stvaralackog napona kao cijenjenoga,
a danas uglavnom zaboravljenoga autora hrvatske djecje
knjizevnosti. Prikazat ¢e se kako Cvrtila ne zauzima za-
sluzeno mjesto u povijesnim prikazima hrvatske djecje
knjizevnosti §to ¢e opravdati potrebu za istrazivanjem ove
teme i1 njegovom revalorizacijom. Istrazivanje ¢e se osla-
njati na izvore koji potjecu iz prve polovice 20. stoljeca
te ¢e se u tu svrhu analizirati ¢lanci i rasprave iz novina,
prilozi iz strukovnih i dje¢jih Casopisa, arhivska grada, bi-
ografski i autobiografskih zapisi te popisana bibliografija
stvaralastva Josipa Cvrtile. Takoder, srediste interesa istra-
zivanja bit ¢e usporedba rekonstruirane slike stvaralastva
Josipa Cvrtile u prvoj polovici 20. stoljeca s prikazima tog
razdoblja nastalima nakon Drugoga svjetskog rata, onima
iz druge polovice 20. stoljeca te danasnjeg vremena, posli-
je osamostaljenja Republike Hrvatske, s ciljem razumije-
vanja selekcijskih postupaka koji su doveli do danasnjeg
prikaza Cvrtilina stvaralastva.

' Rad je dio institucijskog znanstveno-istrazivackog projekta ,,Kulturno paméenje i ideoloski kontekst(i)

KLIUCNE RUECT:
Josip Cvrtila, knjizevna povijest,
revalorizacija, selekcijski postupci

kanona hrvatske djec¢je knjizevnosti (IP.01.2023.04) koji financira SveuciliSte u Zadru.
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UvVOD

Autori poput Josipa Cvrtile, Eme Boziéevi¢, Ljudevita Krajagica, Stefe Jurki¢
1 drugih, koji su stvarali u prvoj polovici 20. stoljec¢a, zaboravljeni su iz razli¢i-
tih razloga, a pojedini, kao $to je Josip Cvrtila, iz politi¢kih i ideoloskih razloga
nakon kraja Drugoga svjetskog rata (Majhut, 2016). Posljedi¢no, on ne zauzima
zasluzeno mjesto u knjizevno-povijesnim prikazima hrvatske djecje knjizevnosti,
Sto stvara potrebu za temeljitim istrazivanjem i revalorizacijom Cvrtilina utjecaja
na hrvatsku djecju knjizevnost prve polovice 20. stoljeca.

Postoji tek nekoliko mjestimi¢nih spominjanja Josipa Cvrtile u knjizevno-teo-
rijskim djelima nakon 1945., na primjer, u priru¢niku Vlatka Pavleti¢a (1965) Pa-
norama hrvatske knjizevnosti 20. stoljeca, u djelu o hrvatskoj djecjoj knjizevnosti
Ive Zalara iz 1979. godine 1 Povijesti hrvatske djecje knjizevnosti (2002) Milana
Crnkovica i Dubravke Tezak. Stjepan Hranjec (2003) ukljucuje Cvrtilu u Krséan-
ska izvorista djecje knjizevnosti kao 1 Ana Pintari¢ u prirucnik za studente Biblija
i knjizevnost — interpretacije. Cvrtilu je potrebno staviti u kontekst kao autora koji
pocinje stvarati u vrijeme Prvoga svjetskog rata i nakon njega, te autora kojega
je, u vrijeme napona njegova stvaralastva, knjizevna kritika cijenila, uzdizala i
poticala na daljnje stvaranje.

Ovo ¢e istrazivanje ukljucivati fabulaciju povijesti prema Haydenu Whiteu
(2003) Sto podrazumijeva dovodenje niza ¢injenica u medusobno uzro¢no-poslje-
di¢ne i hijerarhijske odnose. Istrazivanje ¢e se oslanjati na dokumentarne izvore
(Williams 2006) koji potjecu iz prve polovice 20. stoljec¢a. U tu ¢e se svrhu anali-
zirati Clanci 1 rasprave iz novina, prilozi iz strukovnih i djecjih Casopisa, arhivska
grada, biografski i autobiografskih zapisi te popisana bibliografija stvaralastva
Josipa Cvrtile temeljena na bibliografiji djecje knjizevnosti prema Lovri¢ Kralj
(2014). Takoder, srediSte interesa istrazivanja bit ¢e usporedba rekonstruirane sli-
ke stvaralastva Josipa Cvrtile u prvoj polovici 20. stoljeca s prikazima tog razdo-
blja nastalima nakon Drugoga svjetskog rata, onima iz druge polovice 20. stoljeca
te danasnjega vremena, poslije osamostaljenja Republike Hrvatske, s ciljem ra-
zumijevanja selekcijskih postupaka koji su doveli do danasnjeg prikaza Cvrtilina
stvaralaStva.
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KNJIZEVNO-POVIJESNI KONTEKST STVARALASTVA JOSIPA CVRTILE

Berislav Majhut u ¢lanku ,,'Bijela podrucja’ i ‘crne rupe™
zevnosti (2013) naglasava nuznost postavljanja istrazivane pojave (bilo to knji-
zevno djelo, cjelokupni opus autora, pojedina knjizevna vrsta, razdoblje ili sli¢no)

hrvatske djecje knji-

u povijesni kontekst te pronalaZenja njezina mjesta u nizu pojava koje joj pretho-
de i slijede iz nje, kako bi se utvrdio njezin puni smisao i znacenje.

Prema Povijesti hrvatske djecje knjizevnosti od pocetka do 1955. godine, Crn-
kovi¢ 1 Tezak (2002) period dvadesetih godina 20. stolje¢a nazivaju razdobljem
Ivane Brli¢-Mazurani¢, unato¢ tomu $to je svoja najpoznatija djela objavila u
prethodnom desetlje¢u. U knjizi Hrvatska djecja knjizevnost okrece novi list
Majhut (2022) objasnjava manjkavosti navedene periodizacije te predlaze novu
periodizaciju hrvatske djecje knjizevnosti utemeljenu na Hrvatskoj bibliografiji
dje¢jih knjiga objavljenih do 1945. Majhut predlaze osam razdoblja hrvatske
djecje knjizevnosti, a dvadesete godine 20. stoljeca pripadale bi petom razdoblju
,Dijete kao neposredni kupac djecje knjige™ jer razvoj tehnologije i distribuci-
je knjiga omogucuje neposrednu, neometanu vezu izmedu nakladnika i djeteta
Citatelja.

S obzirom na razli¢ite periodizacije hrvatske djecje knjizevnosti, potrebno je
razloziti strujenja djecje knjizevnosti nakon Prvoga svjetskog rata, pronaéi uzroc-
no-posljedi¢ne veze pojavnosti, popularnosti 1 utjecaja Josipa Cvrtile te njegove
zastupljenosti u tadasnjim knjizevno-kriti¢kim prikazima u odnosu na pojavnost u
danas$njim prikazima hrvatske dje¢je knjizevnosti spomenutog razdoblja.

JOSIP CVRTILA - BIOGRAFSKI PREGLED

Josip Cvrtila roden je u Jastrebarskom 8. ozujka 1896., a preminuo je 27. li-
stopada 1966. godine u Buenos Airesu. Bio je ucitelj, urednik ¢asopisa Vrelo od
1937. do 1944. i Knjiznice za mladez Hrvatskoga pedagosko-knjizevnog zbora,
hrvatski knjizevnik — autor poezije, pretezito fantasti¢no usmjerenih pripovijetki,
jednoga cjelovitog realistickog romana i jednoga djelomi¢no dovrSenog romana,
objavljenog postumno. Najuspjelijim Cvrtilinim djelom smatra se Ivanjska no¢ iz
1922. godine, koja je ujedno i njegova prva objavljena knjiga, a koja dozivljava
Cetiri izdanja (1922., 1930., 1944. 1 1995.) pri ¢emu je svako prosireno i dopunje-
no, a posebice izdanje iz 1995. koje sadrzi i prozu objavljenu u njegovim drugim
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zbirkama (Rezo, 2023).

Prema Crnkovi¢ i Tezak, Josip Cvrtila ,,ide u red nekoliko talentiranih hrvatskih
djecjih pisaca Sto su izmedu dva rata stvarali izabrana djela namijenjena djeci na
tragu velikih pokretaca I. Brli¢-Mazurani¢, V. Nazora i J. Truhelke, ali nalaze-
¢i vlastite putove™ (2002: 319). Takoder, usporeduju ga sa Zlatkom Spoljarom,
Stefom Jurkié, Ivom Kozar¢aninom i Gabrijelom Cvitanom, ali ga isti¢u kao naj-
boljega na temelju njegovih dostignu¢a. Nakon Drugoga svjetskog rata i sloma
Nezavisne Drzave Hrvatske prisiljen je 6. svibnja 1945. emigrirati, prvo u Italiju
otkud, nakon boravka u izbjeglickom logoru Fermo, 26. studenoga 1947. godine
odlazi u Argentinu (Peji¢, 2002).

U poetskom kontekstu tridesetih, Cvrtila se utjece fantasticnom pripovijedanju
usprkos sve glasnijim teorijskim protivljenjima bajci (Sanja Lovri¢ Kralj, 2014).
Izvanknjizevna previranja i promjena vlasti od 1945. godine nadalje prekinula su
kontinuitet njegova stvaralastva i posve ga eliminirala iz knjizevnoga, ali i javnog
zivota, prisilnim usutkavanjem i emigracijom, najprije u Italiju, a nakon toga i
trajno, bez moguénosti povratka, u Argentinu (Cokoli¢, 2019).

Cvrtilina odsutnost s lektirnih popisa, polica knjizara i knjiznica u razdoblju
Druge Jugoslavije nije se dogodila zbog inferiorne umjetnicke kvalitete, ve¢ ra-
zli¢itim oblicima cenzure.

Ilija Peji¢ (2002: 135) u knjizi Neodoljiva mo¢ rijeci — studije i osvrti navodi da
~Knjizevnost i druge oblike stvaralastva onih koji su domovinu morali napustiti
1945. pred divljim hordama ‘osloboditelja’ nismo do dana danasnjeg u cijelosti
upoznali, niti primjereno vrednovali. Josip Cvrtila, pisac prica za djecu, ucitelj,
urednik Vrela 1 Knjiznice za mladeZ Hrvatskoga pedagosko-knjiZzevnog zbora,
knjizevni teoreticar i kriti¢ar, jedan je u nizu zaboravljenih i preSuc¢ivanih®.

Josip Cvrtila svojim je odlaskom iz domovine i namjernim presuc¢ivanjem po-
stupno nestao iz kolektivnog pam¢enja jugoslavenskoga i poslije hrvatskog drus-
tva te se zbog toga njegovo mjesto u knjizevnoj i kulturnoj povijesti i danas,
neovisno o naporu pojedinaca, teSko vrac¢a u kolektivnu svijest. To, na primjer,
potkrepljuje ¢injenica da njegov roman Dobra zemlja u 28 godina od objavljiva-
nja 1997. godine nije ni jednom posuden iz velikogoricke knjiznice.

Prema Aleidi Assman u Canon and Archive (2008), pamc¢enje drustva prenosi
se vanjskim, bezvremenskim simbolima, a ne genetski te stvara vremenski okvir
koji povezuje proslost, sadasnjost i budué¢nost. U ovom ¢e se radu dokazati kako
se aktivnim zaboravom (Assman, 2008) doslo do degradacije i uklanjanja Josipa
Curtile kao knjizevnika.
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O KNJIZEVNOSTI U VRIJEME DJELOVANJA JOSIPA CVRTILE

Potrebno je imati na umu da reprezentacije nekog razdoblja ili knjiZzevne vrste
imaju odredena ograni¢enja. Knjizevni povjesnicari i kriticari koji razmatraju sebi
suvremene promjene ograniceni su malim vremenskim odmakom od pojave koju
opisuju pa im Cesto nedostaje dimenzija vaznosti koju djelo ili razdoblje ima u §i-
rem kontekstu. Isto zakljucuje i Ljubomir Marakovi¢ u uvodu knjige Novi pripo-
vjedaci (1929). Marakovi¢ navodi da onaj koji se bavi suvremenom knjizevnoscu
ne moze zavrsiti ni zaokruziti svoj posao zbog kontinuiranog priljeva novih auto-
ra, djela ili pojava te dodaje: ,,Pregled je nemogu¢ i radi toga, §to su same pojave
suvise blize, a da bi se moglo jednim mahom izluditi i odbaciti sve ono, §to ¢e da-
nas sutra biti nepotrebno i nevazno®, ali ipak ,,Ono, §to je napisano o knjizevnim
djelima i pojavama uporedo i gotovo istovremeno s njima, jo§ ne moze da bude
sama knjizevna historija; ali ono je za nju neophodno nuzno i korisno.“ (1929: 5)

Marakovi¢, tada urednik Casopisa Hrvatska prosvjeta, u radu daje pregled po-
sljednjih deset godina, dakle cijelog desetljeca dvadesetih godina 20. stoljeca,
zakljucivsi da ono nije donijelo nikakve osobite granice hrvatske djecje knjizev-
nosti, ve¢ ga naziva dobom ,,tranzicije®, odnosno ,,prijelaza“ (1929: 6).

Marijana HamerSak (2013) izlaZe raspravu koja se odvijala izmedu dva svjetska
rata o borbi za prevlast izmedu realisticke price i bajke. S jedne strane su protiv-
nici bajke, istovremeno zagovornici socijalno orijentirane realisticne price, poput
Mate Lovraka i Stjepana KranjCevica, a s druge strane zagovaratelji fantasticnog
u djecjoj knjizevnosti, kao Sto su Josip Cvrtila, Josip Baugut, Mato Bozicevié 1
Vilim Peros.

Svoje misljenje o knjigama koje djeca traze i koje bi trebala ¢itati Mato Lovrak
piSe u Cetiri odvojena ¢lanka ,,Bajke: jedno misljenje” (1932), ,,Koje knjige vole
naSa djeca? Razgovor sa knjizevnikom Matom Lovrakom® (1933), ,,Literatura za
djecu i savremena pedagogija“ (1934) i ,,Kakvu literaturu Zeli omladina® (1938),
u kojima snazno zagovara realisti¢nu pricu 1 protivi se bajci.

Prema Lovri¢ Kralj (2014), bibliografija hrvatske dje¢je knjizevnosti tridesetih
godina 20. stoljeca ne prikazuje u potpunosti povijesne i teorijske spoznaje o bajci
tog razdoblja. Premda se ocekuje da bi bibliografija trebala pruziti kvantitativni
dokaz o degradaciji bajke, s obzirom na naglasak autora na realisticnoj prici, ipak
se potvrduje njezina prisutnost u izdavackoj produkciji. Bajka je, prema biblio-
grafskim podatcima, najzastupljenija knjizevna vrsta, s tim da bitnu ulogu imaju
cjenovno povoljna, serijska izdanja bajki u svescima, gdje se svaki svezak bilje-
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7i kao zasebno izdanje. U vremenskom okviru izmedu dva svjetska rata, Lovrié
Kralj (2014), prema Majhut (2008) i HamerSak (2013), isti¢e da je zabiljeZeno
Sest specijaliziranih nakladnickih cjelina bajki. Stjepan Kugli 1928. pokrece Pri-
povijesti djeda Nike, dok Zabavne novine od 1929. izdaju seriju Carstvo prica.
Iste godine nakladnik Sirom svijeta zapo¢inje sa Zabavnim tjiednikom: U djecjem
carstvu, a 1930. dodaje jo$ jedan niz pod istim nazivom, ali s novom numeraci-
jom. Pucka nakladna knjizara 1930. izdaje Pripovijesti za djecu, dok su Tako vam
je bilo neko¢ Vinka Vosickog prisutne na trzistu od 1919., $to ih ¢ini jednim od
prvih pokusaja serijskog izdavanja djecjih knjiga u formi svezaka.

U meduratnom razdoblju nakladnici neposredno od svojih djecjih Citatelja traze
konkretne odgovore pomocu upitnih araka, s ¢ime se Lovrak (1938) nikako ne
slaze. Smatra da je zbog nepouzdanosti odgovora nemoguce do¢i do istinitih za-
kljucaka jer je na kreiranje dje¢jeg misljenja lako moguée utjecati.

Vaznost rasprave izmedu premoci jedne i druge knjizevne vrste lezi u iskljucivo
pozitivnoj kritici djela Josipa Cvrtile u vrijeme njegova stvaranja, iako je pretezito
pisao price i pjesme s fantasti¢énim elementima i bajkovite usmjerenosti. Pozitivna
kritika ipak daje sliku stvarnog stanja Citateljskih preferencija te dokazuje popu-
larnost bajki.

KNJIZEVNA KRITIKA I RECEPCIJA DJELA JOSIPA CVRTILE

Ljudevit Krajaci¢ (1922) u ¢lanku ,,Omladinske edicije Hrvatskoga pedagosko-
knjizevnoga zbora u Zagrebu za god. 1922.“ osvrcée se na Cetiri knjige za koje
iznosi da su ,,ukusno opremljene, a svojim sadrzajem bogate i vrijedne™ (1922:
125), medu kojima je i Ivanjska no¢ Josipa Cvrtile. Za Cvrtilu navodi da se javio
u knjiZzevnosti za djecu i mlade tek nedavno, ali da se svojim osebujnim stvaralas-
tvom izdignuo u vrh najboljih djecjih pisaca. Za njegovu poeziju govori da je ra-
zli¢ita od poezije Josipa Milakovic¢a, Mije RadoSevi¢a, Bogumila Tonija i Gavre
Pintera po suptilnosti ,,Cistog Stimunga“ (1922: 203) jednostavnoga, ali zvu¢nog
stiha, bez psihologiziranja ili rjeSavanja socijalnih problema. Krajaci¢ primjecuje
da je Cvrtilina proza sasvim druk¢ija od ostalih toga doba jer realisticne zivotne
trenutke zaogrée u plast prica daleke i tajanstvene proslosti, oslanjajuéi se na na-
rodnu pricu, legende i apokrife. Autor ¢ak prepri¢ava korespondenciju s Cvrtilom
navodec¢i kako se on zalaze da knjizevnost prihvati fantaziju narodne bajke ili
legendi starih krS¢anskih prica. Krajaci¢ istice snaznu Cvrtilinu naklonost sanja-
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renju i bujnoj masti koja ga odvraca od realisticke knjizevnosti te primjecuje da se
knjiga Ivanjska no¢ odlikuje poetskim sanjarenjem i dobrim ugodajem te je zbirka
njegovih najboljih pripovijetki i pjesma. Unato¢ tomu §to je ovo njegova prva
knjiga, Krajaci¢ pohvaljuje Ivanjsku no¢ i preporucuje ju svima, ne samo djeci,
jer se Cvrtila pokazao kao ve¢ izgradeni pjesnik osobitog stila.

U casopisu Hrvatska prosvjeta 1925. godine, 10. broj, urednik Ljubomir Mara-
kovi¢ pise o suvremenoj dje¢joj knjizi. Josipa Cvrtilu stavlja uz bok Ivani Brli¢-
Mazurani¢ i Jagodi Truhelki, kao autoricama ¢ija su djela artisticki plod izravne
spontane inspiracije, a ne ljubavi za omladinu ili moralizatorno-didakti¢ne pobu-
de. Marakovi¢ isti¢e Cvrtilino Cestito i ozbiljno nastojanje stvaranja umjetnicke
knjizevnosti nakon $to izdaje dvije knjige, Ivanjska no¢ i Tri djecaka. Za Cvrtilu
smatra da je talentirani pisac na dobrom putu jer se dize do ,,visine finih, neobi¢no
dubokih i ugodajnih literarnih prica, koje moze i dijete i odrastao covjek citati s
jednakim uzitkom* (1925: 228). Nabraja, po njegovu misljenju, najbolje Cvrtili-
ne pric¢e pune ,,za topao i iskren izrazaj intimnih osjecaja* kao $to su Zvonarski
grijesi, Slijepi monah, Zivot, Leptir i Pustinik i krijesnice. Marakovié¢ komentira
da su pojedine Cvrtiline pripovijetke realisti¢ne, ali nije siguran hoée li se to svi-
djeti malim citateljima jer, suprotno Lovrakovim stavovima, ,,djeca ne mogu bez
fantastike ili bar bez jace saradnje fantazije* (1925: 228). Zaklju¢no, Marakovié
se nada da ¢e Cvrtila nastaviti svoj rad koji ima smisla 1 dobrog je stila te mu ne
nedostaje i talenta.

Pregled izdanja Hrvatskoga pedagosko-knjizevnog za godinu 1926. Ljudevit
Krajaci¢ zapoCinje zabrinuto$éu zbog ucitelja i uciteljica koji na kraju Skolske go-
dine mladez daruju skupim, a lo§im i literarno slabim ili ¢ak nevrijednim knjiga-
ma razli¢itih knjizara koji su ponajprije trgovci, a najmanje oni koji cijene umjet-
nicku vrijednost knjige. Potaknut tom mislju, piSe preporuke nekoliko vrijednih i
najnovijih knjiga u izdanju HPKZ-a. Jedna od preporuka jest i Mali pelivan Josipa
Cvrtile, o kojem pise s velikim pohvalama kao §to je ve¢ i viSe puta pisao te ga
isti¢e kao jednog od najvecih i neospornih mladih talenata. Kraja¢i¢ smatra da je
Cvrtilina raznovrsna poezija uvijek opipljivo obojena zivim bojama, ali uvijek
mekana i njezna, a proza je realna i zivotna s fantasti¢nim elementima i uvijek ori-
ginalna, usporedujuc¢i ga s njemackom i posebno ruskom pripovjedackom litera-
turom za mlade. Krajaci¢ (1926), kao i Ljubomir Marakovi¢, isti¢e snazne socijal-
ne elemente u Cvrtilinim pripovijestima, koje nenametljivo razraduje i ugraduje u
fantasti¢ne elemente, poistovjecujuci ih s ogledalom — Citatelja najprije zabljesne
jaka svjetlost, a u dubini ogleda istinski vlastiti lik. Posebno opSiran prikaz Kra-
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jaci¢ pise o pripovijetci Dasa Hlebec i na kraju polaze nadu da ¢e Cvrtila i dalje
pisati i objavljivati u izdanjima HPKZ-a.

U casopisu Mladost, listu za hrvatsku katolicku omladinu, Josip Zidari¢ (1929)
piSe o Cvrtili te istiCe, jednako kao i Marakovi¢, da ga vole Citati i djeca i odra-
sli Sto je dokaz Cvrtiline kvalitete. Usporeduje Cvrtilu s Vladimirom Nazorom
i Ivanom Brli¢-Mazurani¢ koji takoder piSu jednostavno kako bi djecji Citatelji
mogli sve razumjeti, ali bez umanjivanja vrijednosti djela i napominjuéi da to
mogu samo prvorazredni knjizevnici. To su knjizevnici koji dje¢ju knjizevnost
shvacaju kao umjetnost, a ne kao tekstove u sluzbi pedagogije. Zidari¢ (1929)
usporeduje vrsne knjizevnike, time i Cvrtilu, s prirodnim biserom koji je tesko
izbrusiti, ali neusporedivo jace sjaji od umjetnog nakita te se nada da ée uskoro
izdati novu pripovijetku Jutarnje magle i nastaviti pisati obogacuju¢i hrvatsku
djec¢ju knjizevnost.

U spomenutoj knjizi Novi pripovjedaci Marakovi¢ pise o Cvrtili kao uspjelom
autoru koji je svoje pri¢e za djecu oblikovao kao ,,poetske tvorevine apsolutne
literarne vrijednosti* i opisuje ih kao ,,simboli¢ne, jednostavne i ljupke u invenci-
Ji, privlacive i1 poeti¢ne u pri¢anju, nenametljive u moralno-idejnom pointiranju‘
(1929: 207). Ovakav osvrt suvremenika, teoretiCara knjizevnosti, na opus Josipa
Cvrtile govori o njegovoj cijenjenosti i opravdava tvrdnje da ga je potrebno vratiti
na mjesto koje mu pripada, uz najvaznije autore hrvatske djecje knjizevnosti prve
polovice 20. stoljeca.

Krajaci¢ (1931) u Napretku iznova naglasava vaznost Cvrtiline umjetnicke lic-
nosti u djecjoj knjizevnosti te da se ve¢ prvim djelom Ivanjska no¢, koje je sada
dozivjelo i drugo izmijenjeno izdanje s vrlo uspjelim ilustracijama Ante Kumana,
afirmirao visoko medu autore. Krajaci¢ navodi kako je radnja Cvrtilinih djela pro-
misljena do najmanjih detalja kojoj tek poslije daje vanjsku formu, oblik i tekst,
odli¢no balansiraju¢i um, osjecaje i smisao za fantaziju. Potice popularizaciju
Cvrtilinih djela medu lektirom i nada se da ¢e Cvrtila uskoro objaviti nesto novo
jer je uvjeren da njegov rad i umjetnic¢ko stvaranje nisu kratkog vijeka.

Osim u nakladi Hrvatskoga pedagosko-knjizevnog zbora, Josip Cvrtila objav-
ljivao je svoje pripovijetke u nakladi Skola i dom o &ijim najnovijim izdanjima
1931. godine pise Nikola Pavi¢. Navodi da, osim $to je knjizevna kritika oznacila
djela Josipa Cvrtile kao kvalitetna i sadrZajna, najbolji ocjenjiva¢ mjerodavnosti
knjizevnog djela njegovi su Citatelji, a djecjih, ali 1 odraslih, Citatelja Cvrtilinih
djela ne nedostaje. Pavi¢ je ¢ak proveo eksperiment u vlastitom razredu, Citajuéi
ulomke Cvrtilinih pripovijedaka iz /vanjske noci, i to bez teatralnih gesti i modu-
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lacija glasa. Unato¢ izostanku interpretativnog ¢itanja, njegovi su ucenici reagi-
rali s velikim odusSevljenjem. Autor u fusnoti navodi da je i Mato Lovrak proveo
isti eksperiment i naveo ,,upravo je [djeca] hoce razredati“ (1931: 307), Sto je
upravo suprotno tvrdnjama koje ¢e Lovrak izreci u ¢lanku Bajke — jedno misljenje
jednu godinu poslije. Pavi¢ ¢ak ucjenjuje svoje uc¢enike, budu li dobri, ¢itat ¢e im
Cvrtilu, pa su oni zaista dobri sve dok im je Citanje na pameti. Takoder, navodi da
Cesto 1 sami posezu za Ivanjskom noci jer je jezik razumljiv i Cist, a sadrzaj upravo
onakav kakav djecu zanima i uvijek ¢ée zanimati, Sto su dva osnovna kriterija koje
mora zadovoljiti dje¢ja knjiga.

Godine 1932. Mate Ujevi¢ uvrstava Josipa Cvrtilu u knjigu Hrvatska knjizev-
nost: pregled hrvatskih pisaca i knjiga kao suvremenog pripovjedaca i ,,pisca
dobrih djecjih pripovijesti i romana Bijelo prijestolje* (Ujevié, 1932: 189).

Josip Andri¢ (1933), u pogovoru romana Bijelo prijestolje objavljenog 1933.
godine, govori o Cvrtili kao autoru koji je stekao priznanje objavljujuéi pripovi-
jetke 1 pjesme za djecu, a da svojim prvim romanom ulazi u redove autora roma-
na kao opseznijeg djela od pripovijetke. Nakon opsirnog prikaza romana Bijelo
prijestolje, Andri¢ pise o visokoj etickoj razini djela zbog naizmjeni¢nog nizanja
poglavlja u kojima Cvrtila opisuje radnju i refleksije o pitanjima duSevnog zivota,
posebno glavnog junaka. Takoder, Andri¢ smatra da Cvrtila nastavlja tradiciju
uciteljskih romanopisaca usporedujuci ga s Jankom Leskovarom i Vjenceslavom
Novakom, ¢iji je Cvrtila, kako tvrdi Andri¢, dostojan nasljednik. Andri¢ za ovaj
roman smatra da ¢e imati dobru recepciju kod Citatelja te da nece ostati nezapazen
u hrvatskoj knjizevnosti. Isti tekst pogovora objavljen je u novinama Hrvatska
straza iste, 1933. godine.

U novinama Obzor 1933. Stj. D. pise o knjigama koje se vracaju selu i zemlji
usporedujuci roman Bijelo prijestolje, pjesme iz zbirke Srca nad ravnicom Grgu-
ra Karlov€ana i zbirku pjesama Josipa Pavici¢a Pjesme. O Cvrtili govori kao o ve¢
ostvarenom autoru drugih knjizevnih formi, ali sada i svojim romanom dokazuje
i potvrduje svoje talent uz neke nedostatke, koje je mogao provedenom autokri-
tikom ispraviti. Stj. D. zamjera Cvrtili nedosljednost u nizanju poglavlja radnje
i promisljajuc¢ih meditacija jer na kraju ubrzava tempo radnje, gubi epizodi¢nost
pri ¢emu trpi kompozicijska cjelina. No, kako navodi Stj. D., roman je pisan bo-
gatim lirskim jezikom i bez obzira na sve navedene nedostatke, dokaz je snaznog
Cvrtilina talenta neosporan.

Tako 1 Ivo Kozarc¢anin u Pregledu omladinske knjizevnosti (1936) medu po-
jedinim autorima tradicionalne struje istice upravo Cvrtilinu Ivanjsku no¢ kao
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najbolje djelo djecje knjizevnosti nakon Prvoga svjetskog rata.

Josip Badali¢ piSe o novoobjavljenom romanu Bijelo prijestolje kao vrlo uspje-
lim, produbljenim mislima i pogledima na smisao Zivota i svijeta, koji je napisan
lijepim recenicama te je uvjeren da ¢e ga Citatelj primiti s mnogo uzitka i zado-
voljstva. Unato¢ tomu §to Cvrtila treba jo$ malo isklesati pojedinosti i zaokruziti
misao, roman je u znatnoj mjeri uspio i treba ga ubrojiti u snaznija i bolja ostva-
renja objavljena u posljednjem razdoblju.

U cCasopisu Napredak 1940. godine, nakon izdanja nove knjige Josipa Cvrtile
Seoce za gorom, kao $to je ve¢ uobicajeno, izlazi ocjena i prikaz tog djela. Autor
¢lanka, M. Vuci¢ navodi da je Seoce za gorom primjer kako treba pisati za djecu s
obzirom na stil, izraz i jezik. Nakon detaljnog prikaza knjige i isticanja pojedinih
prica koje su posebno uspjele, autor uocava filozofsku stranu djela, bez obzira na
to Sto je prije svega namijenjena mladim Citateljima. Nadalje, autor tvrdi da ¢e ova
knjiga oplemeniti ¢itateljevu dusu i srce te razviti ,,0sjeéaj za ljepotu jezika, stiha,
izraza i rijeCi” (1940: 331), posebno ranim njegovanjem lijepog i Cistog jezika.

Nakon objave knjige Seoce za gorom 1940. godine kritika se ponovno raspisala
vrednujuéi novo Cvrtilino ostvarenje pri¢e prozete prikladnim stihovima. U listu
Hrvatski uciteljski dom (1940) napisan je kratak prikaz i poziv uciteljima da po-
taknu svoje ucenike na kupnju knjiga naklade Hrvatskoga pedagosko-knjizevnog
zbora i sudjeluju u nagradnom natjecaju u kojem se dijeli 100 lijepih knjiZica.

Slijedom navedenoga mozemo zakljuciti da je knjizevna kritika Josipa Cvrtilu
prihvatila, bez ijedne iznimke. KnjiZevni kriti€ari i kronicari piSu o njemu kao
iznimno talentiranome mladom autoru koji piSe poput izgradenog knjiZzevnika.
Nakon prvotno vrlo uspjesne recepcije poezije i krace proze u obliku pripovijetki,
objavljuje roman Bijelo prijestolje 1933. godine, ¢ime ga je knjizevna kritika pre-
poznala i kao sjajnog autora romana socijalnog i realistickog usmjerenja. Kao $to
navodi Nikola Pavi¢ (1931), osim pozitivnih ocjena knjizevne kritike, Cvrtilina
djela veoma su trazena kod mladih citatelja koji bi uéinili sve kako bi se domogli
koje Cvrtiline knjige.

Kvalitete Cvrtilinih djela koje svi navode jesu jednostavnost izricaja bez sadr-
zajnog ili kvalitativnog umanjivanja, isticanje pozitivnih vrijednosti bez moralizi-
ranja, poetika izrazaja, ljupkost tema i topao ugodaj. Konac¢no, moze se zakljuciti
kako razlog izostanka Josipa Cvrtile i nedostupnosti njegovih djela nakon 1945.
godine sasvim sigurno ne moze biti zbog umjetnicke inferiornosti.

Medutim, vazno je napomenuti i promisliti u kojoj je mjeri pozitivna kritika
Cvrtilinih djela pod kapom Hrvatskoga pedagosko-knjiZzevnog zbora stvarno i ne-
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prenaglaseno misljenje o kvaliteti Cvrtilina pisanja. Je li ona umjetno stvorena
zbog toga §to je i sam Cvrtila bio urednikom HPKZ-ovih izdanja te je u sluzbi
popularizacije nagradne knjige kroz mrezu uciteljskih preporuka. Knjiznica za
mladez HPKZ-a ,,redovito [je] isticana kao stozerna nakladnicka institucija $to se
ti¢e djecje knjizevnosti do kraja drugog svjetskog rata, dok su svi ostali naklad-
nici ostajali u njezinoj sjeni* (Majhut, 2013: 317). Navedeno zvuci paradoksal-
no jer, kako Mahjut (2013) prikazuje, postojao je veliki nerazmjer nakladnicke
aktivnosti izmedu HPKZ-a i drugih nakladnika. HPKZ je u Sezdesetak godina
objavio 132 knjige, dok je, na primjer, nakladni¢ka kuca Stjepana Kuglija u ot-
prilike istom razdoblju objavila vise od 1100 naslova djecje knjizevnosti. Majhut
smatra da je vaznost naklade HPKZ-a tijekom godina postala spomenuta ,,crna
rupa‘“ hrvatske djecje knjizevnosti koja u sebe uvlaci svakoga tko se pocne baviti
rasvjetljavanjem strujenja hrvatske djecje knjizevnosti izmedu dva rata. 1z uvida
u pojednostavnjenu tablicu bibliografije Josipa Cvrtile (Tablica 1) moze se uociti
da je podjednako objavljivao i u nakladnickoj ku¢i Stjepana Kuglija, i to najvise
1939. godine.

JOSIP CVRTILA O KNJIZEVNOSTI

Josip Cvrtila u ¢lanku objavljenom 1937. godine u Casopisu Dom i Skola vodi
raspravu s protivnicima price [bajke], kako ih on naziva, i staje u njezinu obranu,
bez umanjenja vaznosti socijalne pripovijetke. Protivnikom price ponajprije sma-
tra Matu Lovraka koji je svoje stavove 1 misljenja iznio u ¢lancima ,,Bajke — jedno
misljenje”, ,,Literatura za djecu i savremena pedagogija“ i ,,Kakvu literaturu zZeli
omladina‘“ koje je napisao tijekom tridesetih godina 20. stoljeca. Istina, Cvrtila
primjecuje da je prica ,,prezivjela“, da se samoj djeci €ini djetinjastom te da se pri-
¢e sada pric¢aju samo bakama koje im jedine pridaju vaznost. Govori i o opasnosti
price jer ,,naopako“ prikazuje shvacanja Zivota te da je vazno zastititi djecu od po-
greS$nog shvacanja znacenja price $to obrazlaze na primjeru bajke Ivica i Marica.
Cvrtila ne osporava pojedine mane price, ali smatra kako je ona ipak vazna u pre-
nosenju poruke Citatelju koji ne smije ostati bez nade u prevladavanje svakakvih
nedaca koje mu donosi Zivot. Isto tako naglasava da na svrSetku price ipak dobro
zavr$e oni likovi koji su ¢itatelju bili simpaticni tijekom ¢itanja kao i oni koji su
prividno bili ranjivi i nezasti¢eni u borbi sa zlom koje uvijek zavrsi pobijedeno.
Ulazuéi napore u obranu price, nikako ne smatra da treba umanjivati vrijednost
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socijalne pripovijetke, jer ,,ako se ustvrdi da medenjaci prijaju djetetu, ne znaci to
da mu pogaca, pa ¢ak i riblje ulje, ne moze biti ni od kakve koristi“ (1937: 108).
Dakako, prigovara pri€i jer, nazalost, u Zivotu nije uvijek sve crno-bijelo i ¢esto se
dogada da dobro dobije moralnu pobjedu tek nakon smrti, a ne kao u pri¢i, nakon
mnogih muka i iskuSenja. Prema navedenome, pri¢u usporeduje s medenjacima i
slastiCarnicama te se pita treba li samo time pripremati djecu za Zivot koji je sve
nego sladak, no svakako treba ukljuciti poneku ,,sladi¢arnicu® u djecji zivot, jer bi
se u protivnom zivot mogao doimati dosadnim i napornim. Cvrtila zakljucuje da,
Sto god mislili, a posebno Mato Lovrak 1 ostali koji su za potpuno njezino ukida-
nje, prica ¢e u svakom slucaju sve prezivjeti. ,,Jmaginarnu nasu polemiku s vrlo
neimaginarnim protivnicima price zavrsit ¢emo ovo napomenom: promisljajmo
uvijek Sto Zelimo da nam djeca budu — da li neki starmali marabui ili naprosto
djeca* (Cvrtila, 1937: 109).

U ¢lanku ,,Predvorja sadasnjosti® objavljenom u Napretku 1939. godine, Cvrtila
se osvrce na ¢lanak Mate Lovraka, ,,Kakvu literaturu Zeli omladina®“, iz prethod-
nog broja, neposredno nakon razdoblja prikazivanja Disneyjeve Snjeguljice u ki-
nima. Osvrée se na pojedine Lovrakove tvrdnje i komentira ih, ali najvise ga zbu-
njuje §to Lovrak spominje sukobe izmedu fantasti¢ne i realisticne knjizevnosti.
Cvrtila tvrdi da jos nije ¢uo za borbe izmedu tih dviju vrsta knjizevnosti, kako je
taj termin preuvelican te da ne zna za pedagoga ili knjizevnika koji je protiv djecje
realisti¢ne pripovijetke, StoviSe, pojedini autori prica, kao i on sam, piSu i reali-
sticke pripovijetke. Potvrduje da zaista postoje protivnici price koji na razlicite
nacine opravdavaju svoje tvrdnje, kako, na primjer, u Bugarskoj nema drukcije
knjizevnosti osim realisticke, kako je neka uciteljica uplasila svojeg sina pricom
o Crvenkapici ili kako suvremeni ucitelji zagovaraju realistiCku pripovijetku kako
bi pokazali svoje napredne ili moderne stavove. Cvrtila naglasava da zapravo ni
Lovrak nije protivnik price, jer ne iskljucuje ju iz lektire, ali dopusta djeci da to
ucine sama te se pita, ako Lovraka smetaju tradicionalne pucke price, smetaju li
mu i umjetnicke pri¢e Lava Nikolajevica Tolstoja ili Ivane Brli¢c-Mazuranic¢ jer i
one sadrze ,,fantasti¢nost prezivjelog vremena“. Svakako se slaze da djecu treba
zastititi od ¢itanja Sunda koji iznimno sugestivno namecée pogresne nazore o Zivo-
tu, ali pricu ne smatra takvom jer nakon ¢itanja pric¢e svatko moze razabrati §to je
bilo istinito i moguce, a §to nemoguce. Cvrtila smatra da ,,prezivjela vremena“ i
pric¢a imaju terapeutski ucinak na ¢ovjeka koji mu pomazu oporaviti se od suvre-
menih Stetnih utjecaja na tjelesno i duSevno, te poziva (1939: 182):

»Povedimo nasu djecu ususret zivotu kroz smirena predvorja sadasnjosti u ko-
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jima lezi nagomilano blago iskustva i mudrosti proslih pokoljenja. Kod raspozna-
vanja tog blaga Cesto ¢e nam pjesnicka mudrost kakve seoske bakice biti mnogo
korisnija od doktorskih savjeta kojeg pedagoga teoreticara. I pazimo napose na to
da u dragocjenoj patini proslosti ne gledamo samo na plijesan koji je znak raspa-
danja i trulezi.”

POKUSAJI REVALORIZACIJE CVRTILINA OPUSA

Aleida Assmann (2008) u ¢lanku Kanon i arhiva raspravlja, izmedu ostaloga, o
dinamici kulturnog pamcenja i zaboravljanja. Poistovjecuje kulturno zaboravlja-
nje sa zaboravljanjem kod pojedinca, jer, kako navodi, uobicajeno je kontinuirano
zaboravljati kako bi se napravilo mjesto za nove informacije, ideje i izazove koji
postoje i predstoje u sadasnjosti i buduénosti. Uobicajeno je zaboravljati poje-
dinosti o Zivotima pisaca ili da neka djela ostanu po strani naspram drugih, ali
potpuna praznina nakon 1945. godine, bez spomena o Josipu Cvrtili ili njegovim
djelima, ocito nije slucajna.

Assmann dijeli zaboravljanje na aktivno i pasivno, to jest namjerno zaborav-
ljanje, kao Sto su uniStavanje, cenzura ili tabuiziranje te nenamjerno zaboravlja-
nje koje nastaje gubljenjem, zanemarivanjem, napustanjem i drugo. Tvrdi da ono
izgubljeno nije materijalno uniSteno i postoji moguénost da ¢e se u buducnosti
slucajno ili arheoloskim traganjem opet pronaci. Mogli bismo zakljuciti da je nad
Cvrtilinim knjizevnim tekstovima u¢injeno aktivno zaboravljanje jer njegova dje-
la nisu uniStena, ali je nad njima provedena, iako ne sluzbena i drzavna, ali pre-
ventivna i suspenzivna, cenzura te autocenzura, a sve u svrhu degradacije autora
i njegovih djela. Cenzuru Cvrtilinih djela, konkretno romana Bijelo prijestolje iz
1933. i zbirke pripovijetki Ivanjska no¢ iz 1944., mozemo pronaci u popisu 600
hrvatskih knjiga krs¢anske tematike i nadahnué¢a koje su bile ,,izlucene u zatvo-
reni fond“ (Vegh 2015: 27) iz posudbenog fonda Gradske knjiznice, a nalaze se
kao dodatak &lanku Zeljka Vegha ,,Sudbina hrvatskih knjiga kri¢anske tematike
i nadahnu¢a u Gradskoj knjiznici u Zagrebu u doba komunizma*. Autor navodi
kako je knjizni¢ni cenzor vrlo detaljno pregledavao knjige iz posudbenog fonda
1 ve¢ je samo nekoliko recenica u kojima se spominju kr¢anski pogledi na svijet
ili zivot presudivalo da ¢e knjiga biti ,,izlu¢ena®. Dakako, ¢lanovi knjiznice nisu
ni sumnjali u postojanje zatvorenog fonda, a jos je veca tragedija, kako navodi
Vegh, u tome $to takve knjige nisu bile adekvatno zbrinute pa je jedna Sestina tih
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knjiga unistena. Takoder navodi ime cenzora, Marka Oreskoviéa (1909. — 2005.)
koji je bio voditelj Zbirke rijetkih knjiga i rukopisa Sveucili$ne knjiznice, a posli-
je, od 1943. do 1945. i ravnatelj Sveucilisne knjiznice. Nakon 1945. bio je voditelj
Zbirke rijetkih knjiga i rukopisa Gradske knjiznice, gdje je upravo imao pristup
fondovima. O poslu koji je obavljao svjedoce 1 brojni katalozni listi¢i izlu¢enih
knjiga koje potpisuje s re€enicom ,,Sve dosada$nje izluceno ‘ad personam’. Or.*
(2015: 54).

S druge strane, Tatjana Sari¢ u radu ,,Djelovanje Agitpropa prema knjizev-
nom radu i izdavaStvu u NRH, 1945-1952.“ navodi popis od 24 knjige, izdavaca
Matice hrvatske, koje je savjetodavna Komisija za pregled knjiga Ministarstva
prosvjete NRH 13. 7. 1945. odobrila za tisak. Razlog velikodusnog odobrenja je
prakti€an, jer bi u suprotnom moglo do¢i do znatne materijalne Stete za izdavaca
koji se sada nalazi u narodnim rukama (Sari¢, 2010: 412). Medu tim knjigama
nalazi se i Cvrtilina Ivanjska no¢. 1z dostupnog popisa bibliografije djela Josipa
Cvrtile razvidno je da do danas nije pronadeno izdanje iz 1945. godine ili poslije,
prema ¢emu se moze zakljuciti da do tiskanja te knjige nije doslo.

Cuvrtiline price 1 pjesme povremeno su ukljucene u antologije hrvatske djec-
je knjizevnosti kao $to je, na primjer, Zlatna knjiga svjetske poezije za djecu iz
1975. godine (ur. Zvonimir Balog) gdje je uklju¢ena jedna Cvrtilina pjesma Suma
i lzabranim hrvatskim religioznim pricama (1993) Davora Uskokovi¢a gdje su
objavljene dvije Cvrtiline pripovijetke, S djedom u Betlehemu 1 Zvonarski grijesi.

S druge strane, Assmann (2008) smatra da pamc¢enje nije uobicajen, prirodan
proces kao zaboravljanje, ve¢ su za pamcenje potrebne posebne i skupe mjere
koje bi ga odrzale. Kao i zaboravljanje, pamcenje se dijeli na aktivno uz pomo¢
institucija koje proslost cuvaju kao sadaSnjost razli¢itim nac¢inima poput biranja,
prikupljanja, izlaganja u muzejima, te pasivno paméenje, gdje institucije, kao $to
su na primjer arhivi, cuvaju proslost kao proslost.

Najzasluzniji za ponovno spominjanje i revalorizaciju Josipa Cvrtile, kao knji-
zevnika koji aktivno stvara u podruc¢ju hrvatske djecje knjizevnost od dvadesetih
godina 20. stolje¢a do prekretnice 1945. godine jesu Slavko Banci¢ koji 1991.
godine pise Sjecanje na Josipa Cvrtilu 1 1lija Pejic¢ koji 1995. godine prireduje 4.
izdanje Cvrtiline knjige Ivanjska no¢ i druge pripovijesti. Na revalorizaciji Josipa
Cvrtile radila je i Cvrtilina kéi, Katarina Cokoli¢ koja 1997. godine objavljuje
do tada neobjavljen i namjerno nedovrSen roman Dobra zemlja — pripovijest iz
seljackog Zivota, a te iste godine Ivan Cesarec pise kratki ¢lanak Josip Cvrtila ili
velicina zaboravljenih u Casopisu za kulturu imenom Hrvatsko zagorje gdje se
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osvrce na zivot i stvaralastvo Josipa Chrtile.

Ilija Peji¢ u knjizi Neodoljiva mo¢ rijeci — studije i osvrti nastoji afirmirati bje-
lovarski kulturni krug, €iji je dio bio 1 Josip Cvrtila za vrijeme uciteljevanja u bje-
lovarskim osnovnim skolama. ,,Cvrtila [je] bio uciteljem u Bjelovaru punih deset
godina, i u bjelovarskom kulturnom krugu otvarajuéi izlozbe, pisuci igrokaze za
djecu te promovirajuci nove knjige ostavio vidna traga® (2002: 136).

Poticaj za objavljivanje 4. izdanja Ivanjske noci Peji¢ pronalazi nakon §to naila-
zi na 3. izdanje iz 1944. godine i uocava izostanak Josipa Cvrtile iz knjizevno-po-
vijesnih pregleda hrvatske (dje¢je) knjiZevnosti i na policama knjiZnica. ,,Pedeset
godina sustavnoga preSucivanja, bez tiskane knjige, bez osvrta.*

,U Nacionalnoj i sveucilisnoj knjiznici doSao sam i do drugih Cvrtilinih djela.
Odlucio sam iz bogata i raznovrsna opusa odabrati najbolje 1 objaviti, jer malo je
hrvatskih pisaca govorilo na tako jednostavan i produhovljen na¢in o unutarnjoj
ljudskoj dobroti nadahnutoj kr§¢anstvom.* (2002: 136)

Marijana HamerSak i Dubravka Zima (2015: 78) isti¢u da je djecja knjiZevnost
¢esto bila ,.izlozena i preventivnim oblicima cenzure, prije svega autocenzuri u
uzem smislu, ali i uredni¢kim, nakladnickim, ponekad i prevoditeljskim interven-
cijama u tekstove®, a u sadrzajnom smislu ,,cenzur|i] sadrzaja koji ne korespon-
diraju s uspostavljenim drustvenim, politickim, vjerskim ili nekim drugim autori-
tetom 1 poretkom*. Navedenom svjedoce i dnevnicki zapisi Josipa Cvrtile koje je
djelomic¢no objavila Cokoli¢ u pogovoru romana Dobra zemlja, a govore o odluci
prestanka pisanja istog Sto je zapisao 26. listopada 1947., a prestao pisati 9. listo-
pada iste godine u egzilu kako bi sacuvao svoju obitelj koja je ostala u domovini:
,Kazem prestao, jer sam zaista tako odlucio, i to iz viSe razloga. Na§ odlazak iz
Europe ocit je dokaz da su nade u skori povratak u domovinu bile iluzija, a ja sam,
nazalost, komunistickim vlastima u domovini ostavio svoju brojnu obitelj. Bok¢i-
¢1 moji ostali su taoci neprijateljskog rezima*“ i ,,Ja sam zatoCenik jednog ocajno
teSkog vremena, ucijenjen Sutnjom radi mojih najmilijih* (Cvrtila, 1997: 78).

Zakljucno, revalorizacija knjizevnog opusa djecje knjizevnosti Josipa Cvrtile
kao predstavnika tradicionalne struje u djec¢joj knjizevnosti nuzna je i temelje-
na na pozitivnoj kritici do zavrSetka Drugoga svjetskog rata. Unato¢ Cvrtilinu
neslaganju u miSljenju s Matom Lovrakom i drugima koji se zalazu za potpuno
uklanjanje bajke i fantasti¢ne pripovijesti (Lovrak, 1934: 271) razvidno je da je
knjizevna kritika bila naklonjena Cvrtilinim djelima. Naknadni postupci aktivnog
zaboravljanja, prema Assman (2008), produkt su djelovanja knjizni¢nih cenzora
koji su knjige religiozne tematike ili samo spomena na krS¢anstvo uklanjali iz po-
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sudbenih fondova. Zadatak je suvremenih knjizevnih povjesnicara da tehnikama
aktivnog 1 pasivnog sjec¢anja vrate Josipa Cvrtilu na zasluzeno mjesto jednog od
kljuénih predstavnika hrvatske djecje knjiZzevnosti dvadesetih godina 20. stoljeca.

TasLica 1.
Naslov Autor Mjesto | Nakladnik Godina | Ilustrator
Curtila, Hrv. pedagosko-
Ivanjska no¢ Josip Zagreb | knjizevni zbor 1922
Cvrtila, Hrv. pedagosko-
Tri djecaka: prie za mladez Josip Zagreb | knjizevni zbor 1925
Mali pelivan i druge price i Curtila, Hrv. pedagosko-
pjesme za mladez Josip Zagreb | knjizevni zbor 1926
Cvrtila, Naklada ,,Skola i Ante L.
Ivanjska no¢ Josip Zagreb dom* Zagreb 1930 Kuman
Bijelo prijestolje: roman iz Chrtila,
suvremenog zivota Josip Zagreb | Kuca dobre Stampe | 1933
Mudri mandarin i druge Tisak i naklada omot
pripovijesti: pripovijetke i Cvrtila, knjizare St. Kugli, Andrija
price za mladez Josip Zagreb Ilica 30 1939 Maurovié¢
Mali pelivan i druge Tisak i naklada omot
pripovijesti: pripovijetke i Curtila, knjizare St. Kugli, Andrija
price za mladez Josip Zagreb | Ilica 30 1939 Maurovié¢
Kalifov turban i druge Tisak i naklada omot
pripovijesti: pripovijetke i Cvrtila, knjizare St. Kugli, Andrija
price za mladez Josip Zagreb Ilica 30 1939 Maurovi¢
Tisak i naklada omot
Gradi¢ u dolini i druge Cvrtila, knjizare St. Kugli, Andrija
pripovijesti Josip Zagreb | llica 30 1939 Maurovic¢
Cvrtila, Hrv. pedagosko- Ante
Seoce za gorom Josip Zagreb | knjizevni zbor 1940 Kuman
Savez hrvatskih
Pastirska frulica: boziéna Cvrtila, ucditeljskih Kamilo
prica [sic!] Josip Zagreb | druztava Zagerb 1943 Ruzicka
Cvrtila, Ante Ku-
Ivanjska no¢ Josip Zagreb | Matica hrvatska 1944 man
Ivanjska no¢ i druge price i Cvrtila, Bjel- Hrv. pedagosko- Kresimir
pripovijesti Josip ovar knjizevni zbor 1995 Ivancek
Dobra zemlja: pripovijest iz Curtila,
seljackog zivota Josip Krapina | Biblioteka Zrcalo 1997
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Josip CVRTILA IN CROATIAN LITERATURE FOR CHILDREN

ABSTRACT

The purpose of this paper is to research literary history by
examining the work of the teacher and writer Josip Cvrtila,
at his creative peak as a respected, but now largely forgot-
ten, author of Croatian children’s literature. The paper will
show that Cvrtila’s contribution has not received recog-
nition it deserves in historical accounts of Croatian chil-
dren’s literature, which will justify the need for research
on this topic and its revaluation. The research will rely on
sources from the first half of the 20th century, and for this
purpose, articles and discussions from newspapers, contri-
butions from professional and children’s magazines, archi-
val materials, biographical and autobiographical records,
and a listed bibliography of Josip Cvrtila’s work will be
analysed. In addition, the research will focus on a compari-
son of the reconstructed perception of Josip Cvrtila’s work
in the first half of the 20th century with the representations
of that period created after World War II, those from the
second half of the twentieth century and those created after
the independence of the Republic of Croatia, with the aim
of understanding the selection procedures that have result-
ed in the representation of Cvrtila’s work today.
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ABSTRACT

The study examines the effectiveness of the diagnostic-inter-
vention programme Comprehensive Movement Intervention
(CMI), which is based on the principles of neuropedagogy
and focuses on correct motor development as the key factor
in the successful functioning of pupils with developmental dis-
orders. The research sample comprised ten first-level elemen-
tary school pupils with developmental learning disorders and
impaired communication skills. The programme lasted for six
months, with participants performing individual exercises at
home under the supervision of a parent with regular check-ups
every four to five weeks. The research methodology combined
quantitative and qualitative approaches, and a single-group
experiment was used to measure effectiveness. A pretest and
posttest assessed 35 areas, each scored from O (impaired) to
1 (mastered). The results demonstrated statistically significant
improvement: the average score increased from 15.70 to 28.40
(p <0.05, paired t-test). The greatest improvement occurred in
the areas of fine motor skills, balance and attention, and all par-
ticipants showed improvement in at least one of the monitored
areas (100% success rate, McNemar test, p < 0.05). The find-
ings confirm that motor interventions can significantly affect
the perceptual and executive functions of pupils with develop-
mental disabilities. The study at the same time highlights the
need for longitudinal studies on a larger sample and with a con-
trol group. The CMI programme appears to be a promising tool
for supporting inclusive education. The study was conducted
within the framework of the VEGA project No. 1/0196/23.

KEYwORDS:
neuropedagogy, movement inter-
vention, neurodevelopmental dis-
orders, Comprehensive Movement
Intervention
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INTRODUCTION

Education is one of the important factors influencing the development of an
individual. Since 2020, principle changes in education have been taking place in
Slovakia that affect the raising and education of persons with special educational
needs. The reforms are part of the Recovery and Resilience Plan of the Slovak Re-
public, with the key component being the Accessibility, Development and Quality
of Inclusive Education. Measures such as a new definition of special educational
needs, a Catalogue of Support Measures and the reform of the guidance and pre-
vention system have been introduced. The document Strategy for an Inclusive Ap-
proach in Education by 2030 (2021) sets the goals for increasing the accessibility
and quality of education with an emphasis on equality. An important initiative
is the transformation of the guidance system of the Ministry of Education of the
Slovak Republic, which introduces a new structure of guidance services at five
levels based on pupil needs. The changes were anchored in an amendment to the
Education Act and regulations as well as new standards for the professional activ-
ities of counselling facilities, by which a uniform quality of services and support
for the development of children and youth are ensured.

The coordinated activities of a school support team of experts significantly con-
tribute to the effectiveness of inclusive education at school (Act No. 245/2008
Coll.). Support and diagnostics of pupils with developmental learning disabilities
at school are provided by a school support team, and coordinated activities of
the school support team experts thus significantly contribute to the effectiveness
of inclusive education at school. Outside the school environment, support and
diagnostics are provided by a Counselling and Prevention Centre. The Centre’s
basic activities are focused on diagnosing a pupil’s current abilities in the areas
of reading, writing and arithmetic. The level of perceptual, cognitive and motor
functions, which are key for successfully mastering academic abilities, is also
assessed (Kleknerova et al., 2023; Bis¢o Kastelova, 2024; Act No. 245/2008 Coll.
as amended).

Pupils with developmental learning disabilities are a heterogeneous group that
manifests in significant problems in school skills (reading, writing, counting),
even if they are not based on reduced intellectual ability. These disorders can
affect different aspects, such as phonemic awareness, word recognition, intellec-
tual capacity, spelling, written communication and mathematical abilities. The
professional public currently agrees that the most significant source of dyslexic
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problems can be found in the area of impaired phonemic awareness. This brings
with it not only problems with identifying sounds, but also problems with phono-
logical manipulation, verbal memory, verbal learning, identifying words in a text
and learning based on verbal stimuli (Habib, 2018; Ramus, 2003).

A diagnosis requires a comprehensive approach that includes psychological di-
agnostics (assessment of intellectual abilities and special abilities), pedagogical
diagnostics (pupils’ manifestations in the school environment), medical diagnos-
tics (exclusion of organic causes), social diagnostics (environmental influence)
and also special pedagogical diagnostics (confirmation of the diagnosis, setting
up support measures and proposing correction). School documentation, which
provides an overview of the pupil’s school abilities, represents an important
source for a diagnosis. If the differences between the results in the subjects are
significant, the suspicion of confirming this diagnosis increases. The time course
and detailed manifestation of these problems in different environments is equally
important (BiS¢o Kastelova, 2024; Bartonova, 2024). With special pedagogical
diagnostics of developmental learning disorders, we apply two main approaches:
static and dynamic (Bednatova, Smardova, 2022). Static diagnostics focus on an
accurate evaluation of the pupil’s current state of development, skills and capabil-
ities. This approach determines what the pupil currently masters but does not offer
detailed instructions for an intervention, thus requiring a qualitative assessment
of the context and interpretation of data. Standardised methods that use norms to
determine what is considered average, above-average or below-average perfor-
mance within the population are assigned to this category (Valenta, Moravkova
Krejcova, Hlebova et al., 2020).

Diagnostics should be seen as a dynamic rather than a static process that must
take into account many factors. An inclusive view of pedagogical diagnostics
puts demands on the diagnostic competencies of the teacher who uses dynamic
diagnostics (Felcmanova & Habrova, 2015). It focuses on identifying effective
methods and approaches that support the active development and full use of a pu-
pil’s potential. Its primary goal is to analyse the process of learning itself and to
find ways to effectively stimulate this development. It emphasises the support of
functional forms of learning, finding solutions and revealing practices that lead
to positive changes in a child’s thinking and development (Bednafova, Smardova,
2022; Bartonova, 2024). This approach does not focus only on solving a specific
task but also supports overall cognitive processes and facilitates learning (Va-
lenta, Moravkova Krej¢ova, Hlebova et al., 2020).

193

9.3.2026. 10:05:15



09 Nikoletta.indd 194

N. SzAszova, A. Bis¢o KASTELOVA, M. BARTONOVA, L. VArRGA: From Diagnosis to... 20 (2) 2025.

Diagnostics of developmental learning disorders is essential for identifying and
providing a suitable intervention.

THE IMPACT OF NEUROSCIENCE AND NEUROPEDAGOGY ON
THE DIAGNOSIS OF DEVELOPMENTAL LEARNING DISORDERS

Contemporary research in the field of neuroscience has brought the knowledge
that experience and intentional attention management can influence the function-
ing of the central nervous system, which raises the question of their importance
for supporting the learning process and development, including in the category of
students with developmental learning disabilities. Since the finding that learning
processes and developmental processes are dynamic (Erwin, 1991 IN: Evrard,
M., Bresciani Ludvik, M.J., 2016), substantiating these claims with research has
been important. Current research results in the field of neuroscience is bring-
ing new explanations about the functioning of the human brain and its ability to
respond to experience, attention and the environment. Such discoveries enable
individuals (not excepting individuals with developmental learning disabilities)
to take greater responsibility for the development of their own abilities (Evrard,
M., Bresciani Ludvik, M.J., 2016). Neuropedagogy is defining important areas
of human learning, such as, e.g., the neural basis of reading, writing and memory
processes. Neuropedagogy also focuses on answering questions through which
we look for explanations for various neural mechanisms (behavioural, cognitive,
emotional) and last but not least, neuropedagogy examines the lifelong develop-
ment of an individual, especially during critical periods (early stages of develop-
ment, school readiness, etc.) (Marsak, Janouskova, 2014). The neuropedagogical
approach is therefore based on the fact that the human brain structure is the result
of a long-term developmental process, is hierarchical and begins to develop al-
ready in the intrauterine phase of an individual’s development (Kissné Zsamboki,
Franady-Landerl, 2018).

It is this knowledge from neuroscience that is initiating discussions on the im-
portance of using it to create educational opportunities that support learning and
development of individuals and thus influence their school success. Based on
this, it is possible to assume that special educators can use strategies that have
a positive effect on the development of the central nervous system within their
educational or intervention activities to support pupils’ ability to do the following:
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be aware of how and what they focus their attention on (attention regulation),
regulate their emotions (emotional regulation), and be conscious of how they use
their cognitive processes (cognitive regulation) (Bresciani Ludvik, M.J., Evrard,
M., Goldin, F., 2016).

As part of current neuroscience knowledge, it is important to mention the im-
portance of intentional movement for the development and support of brain ac-
tivities. Research conducted in 2014 (Converse et al., 2014, In Bresciani Ludvik,
M.J., Evrard, M., Goldin, F., 2016) pointed out that intentional movement can be
a significant means of more intensive engagement and functioning of the brain,
because the research participants who completed a 15-week course of tai chi —
as a form of intentional movement — showed significant improvement in their
attention compared to a control group. Running, brisk walking and other forms
of exercise and movement also support learning, although the specifics within
the functioning of the brain are not yet completely clear (Bresciani Ludvik, M.J.,
Evrard, M., Goldin, F., 2016). In their study, Willoughby and Hudson (2023)
deal with the theory stating that the development of fine and broad motor skills
in children is created by a sequence of targeted activities that ensure the intercon-
nection and activation of individual executive functions. The presented theory
speaks specifically about the important role that proper motor development plays
in the formation of other functions, which are, however, immediately needed in
the learning process.

Carrying out interventions for pupils with developmental disabilities is extreme-
ly important, since these pupils often face challenges in the areas of attention,
motor skills and academic performance. Targeted programmes can help not only
to moderate manifestations of a disorder but also to support overall development
and involvement of pupils in the educational process. In this context, Jedlickova
and Sleziakova (2023) conducted a study that deal with the associations between
writing disorders and graphomotor skills, as well as the development of grapho-
motor skills in pupils with dysgraphia and secondary attention deficit disorder.
The study included qualitative research on a sample of three pupils diagnosed
with a writing disorder who took part in the “Good Start Method” programme.
The results showed that implementing this method helped not only in the devel-
opment of the pupils’ motor and graphomotor skills but also improvement in their
attention.

In the special pedagogical diagnostics of pupils with developmental learning
disorders, the assessment of their motor level plays an important role, also in

195

9.3.2026. 10:05:15



09 Nikoletta.indd 196

N. SzAszova, A. Bis¢o KASTELOVA, M. BARTONOVA, L. VArRGA: From Diagnosis to... 20 (2) 2025.

view of current knowledge from the field of neuroscience. The tests that special
educators have at available for diagnostic activities cover key areas necessary for
a comprehensive assessment of pupils’ developmental capabilities. In the frame-
work of the diagnostics for determining the level of motor skills in Slovakia, we
start from diagnostic content standards (VUDPaP, 2023), which include tests such
as the MABC-2 Motor Test, the Orientation Dynamic Test of Practice, the Lat-
erality Test, Brunt-Lézineova, the Munich Functional Developmental Diagnosis,
Bayley II/I1I, BOT-2 and Strassmeier. Motor skills, as one of the key areas dur-
ing diagnosis and in the subsequent special pedagogical intervention, require the
creation of new tools. Individual methods of diagnosis work with the individual
only at the diagnostic level, and there is no follow-up intervention programme.
Validation of the application of a neuropedagogical approach to interventions in
the form of motor programmes is absent from Slovakia.

Compensation can be a relatively new diagnostic-intervention methodology
originating from Hungary — Comprehensive Movement Intervention (CMI) —
which serves as a diagnostic-intervention programme for persons with develop-
mental disorders. It focuses in the diagnosis on the assessment of fine and broad
motor skills, coordination of movements and basic elementary movements, etc.
Comprehensive Movement Intervention (hereinafter referred to as CMI) was
developed and verified in practice by the educator Kulcsar Mihalyné. The CMI
method is based on neuropedagogical approaches and knowledge from both the-
oretical and practical points of view.

Based on the theory of brain neuroplasticity (Schusterova, 2020; OECD, 2002;
Dishman et al., 2012; Doidge, 2011; Ostatnikova, 2017; Orel, Prochadzka et al.,
2017), which points to the ability of the human brain to adapt its functions im-
portant for the learning process depending on physical activity, we point out the
importance of movement as forming the basis of the CMI method (Bottydnova,
2021). Movement is important in the context of the formation of neurotransmit-
ters and synapses (Teleanou et al., 2022), through which we can achieve better
functioning of the nervous system.

We also apply the individual above-mentioned knowledge within a Compre-
hensive Movement Intervention programme. The programme consists of a diag-
nostic part and an intervention part. It needs be pointed out that in the diagnostic
part the task of the specialist is not to make a diagnosis but to evaluate whether
or not the child or pupil has mastered the given developmental areas. If the child
shows deficits, this is an indication for a professional intervention in the form of
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Comprehensive Movement Intervention.

During the testing, we assess 35 areas, which are divided into categories:
visual perception, auditory perception, motor skills, speech skills, memory skills,
thought operations and attention. It needs to be pointed out that some areas of
testing cooperate and complement each other, and they cannot be completely sep-
arated from one another; therefore, they could also be classified into two circuit
categories such as, for example, visual-motor coordination.

Movement exercises are compiled based on the results of the assessment of
the individual and are implemented systematically in the home environment. A
professional intervention in the form of frequent meetings with a certified CMI
specialist is essential. What is important is that the exercise is automated, and
the hierarchy of development of the individual’s motor skills and other systems
is maintained. The multi-stage intervention system consists of different motor
exercises, and the assigning of new, higher-level motor exercises is possible only
after the previous developmental stage has been fully mastered. According to
Kulcsar (2014), the author of the programme, the intervention process can be
ended in three ways: 1. successful completion — this means complete exhaustion
of the programmes possibilities; the goal set at the beginning is achieved through
the programme. 2. exhaustion of limits — successful completion of the interven-
tion programme and adequate control of the motor exercises; however, despite
completing the intervention programme, the individual failed to achieve the de-
sired effect (for example, parental expectations). 3. stopping the intervention pro-
gramme — the reasons for premature termination of the intervention process are
mostly due to the child’s aversion to the exercises, in which case the parents were
unable to sufficiently motivate the child to cooperate.

The target group of the Comprehensive Movement Intervention is individuals
with developmental disorders (learning disorders, attention disorders, impaired
communication skills, a preschool age child who shows immaturity, individuals
who show disorders in the motor system, sensorimotor system, etc.).

A very important fact is that the CMI programme does not claim that after com-
pleting it, the child or pupil will be “cured” of an already present diagnosis. Such
claims are not appropriate here and are not relevant. Through the programme, we
are able to eliminate developmental immaturity or deficits and achieve the child’s
individual potential, which is key to successfully mastering his or her academic
skills.

In our paper, we present some partial results of the research, which was con-

197

9.3.2026. 10:05:15



09 Nikoletta.indd 198

N. SzAszova, A. Bis¢o KASTELOVA, M. BARTONOVA, L. VArRGA: From Diagnosis to... 20 (2) 2025.

ducted as part of a dissertation (Szaszova, 2024) in the period from 2022 to 2024
and presents the use of the diagnostic-intervention methodology Comprehensive
Movement Intervention (CMI) in Slovakia.

MATERIALS AND METHOD

A special educator should have acquired the competence to purposefully lead
an intervention process with an individual according to his or her individual needs
based on the processed diagnostics and subsequently proposed intervention. An
important component in this process is to understand the associations between
pupils’ performance and their neuroscientific background. This is also confirmed
by experts, such as Boon (2013), Thomas Ansari and Knowland (2019), Van At-
teveldt et al. (2020) and Pavova (2023), who note that scientific knowledge from
neuroscience can play an irreplaceable part in pedagogical practice.

In our research, we purposefully implement knowledge from neuropedagogy.
The implementation consists in applying the CMI diagnostic and intervention
tool, which is based on the theory stating that proper motor development is one
of the key systems for the successful functioning of a pupil in the school environ-
ment. For this reason, we apply an intervention in the form of targeted movement
exercises to pupils. We point out the fact that the CMI diagnostic and intervention
programme, using the correct motor development of the individual, subsequently
forms the basis for the successful functioning of a pupil with developmental dis-
orders in the school environment. Proper motor development is very important
from the viewpoint of the aetiology of many disorders. As many studies have
said (Grzywniak, 2017; Ashlyn, 2020), delays and even deviations in motor de-
velopment can form one group of causes of various developmental disorders. We
consider the implementation of research to verify the effectiveness of the adapted
diagnostic and the CMI intervention tool to be very important for Slovak pupils.

Methodology and Methods

The main aim of the research was to determine which areas are most impaired
during testing in a selected group of participants. A partial aim was to determine
in a selected group of pupils with developmental disabilities whether there was an
overall improvement in the areas where they showed deficits after six months of
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completing the CMI movement programme.

We were looking for an answer to the following research question: /n which
areas will pupils with developmental learning disabilities experience the greatest
improvement through the implementation of CMI with regard to impaired areas?

We verified the effectiveness of the CMI statistically, and we set up the follow-
ing hypotheses:

Hypothesis 1: We assume that after completing the CMI programme, the ex-
perimental group will in the posttest show a significant improvement in im-
paired areas compared to the status before completing the programme.
Hypothesis 2: We assume that after completing the CMI programme, each par-
ticipant will show an individual significant improvement in the posttest com-
pared to the status before completing the movement intervention.

We applied a mixed research design in the study, both a quantitative and quali-
tative methodology simultaneously (Bac¢ikova, Janovska, 2018).

TasLE 1. Research methodology

Research method | Methodology | Characteristics and frequency of the method used

verification of the effectiveness of the CMI programme

Quantitative * number uses. 2 times for each participant (pretest, posttest)

* total number of uses 20 times

observation: monthly control meetings with research
participants, monitoring their progress mainly in the
movement sphere

Experiment
(one group o
technique) Qualitative

* number of uses: 5 times for each participant
* total number of uses 50 times

assigning of relevant movement exercises based on the results

ualitative ..
Q of the assessment for each participant separately

When carrying out the research, we specifically applied the one group experi-
ment technique. We compared 35 areas of testing before and after completing the
intervention. We divided the testing areas into the following categories: visual
perception, auditory perception, motor skills, speech/language skills, memory
skills, cognitive operations, and attention. Individual areas of measurement in the
Comprehensive Movement Intervention are scored with a value of 0 if the area is
impaired, not mastered or deficient, and a score of 1 is awarded in the case of ade-
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quate mastery of the given task/area. We chose this experimental method because
it is the only research method that ensures the causal consequences of pedagogical
action and is used to assess the effectiveness of the intervention (Gavora et al.,
2010; Bacikova and Janovska, 2018). Severini and Kostrub (2018) describe an
experiment in which the observed phenomenon is intentionally manipulated. The
diagnostic component of the CMI program is not intended for the establishment
of a medical diagnosis, but rather for the identification of weakened functions
affecting learning. It is not a standardized method; the assessment is adminis-
tered individually. Furthermore, the diagnostic process may only be conducted by
a specialist who has successfully completed the theoretical and practical course
associated with the CMI program. For the proper implementation of the neuro-
pedagogical approach, it is essential to integrate the testing results with data ob-
tained from the developmental history (anamnestic data). Simply possessing this
information is insufficient; it is crucial to understand its meaning and context in
relation to current neuroscientific knowledge. Therefore, working with the CMI
program necessitates interdisciplinary thinking and the ability to adapt the inter-
vention to the individual needs of each child. The results obtained from the testing
were subsequently evaluated. The CMI diagnostic tool was administered to each
participant twice, in the form of a pretest and a posttest.

STUDY DESIGN

To verify the efficacy of the motor intervention, a quasi-experimental design
with a single group (i.e., a one-group pretest-posttest design) was utilised. Testing
was conducted in two phases—before and after the completion of the motor in-
tervention—focusing on assessing changes in selected functional domains among
the participants.

The CMI diagnostic tool allows for a comprehensive assessment of several de-
velopmental domains. The following categories were monitored within the scope
of this research:

Visual Perception: This category included tasks focused on directional and
spatial orientation, graphic connection of dots, visuomotor skills, figure-ground
differentiation, constancy of visual perception, and the identification and dis-
crimination of images.
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Auditory Perception: Assessed parameters included auditory differentiation,
ear dominance and hearing, as well as auditory memory as part of the broader
cognitive profile.

Motor Skills: Included tasks related to fine motor skills, drawing a human
figure, spatial awareness, balance, dynamic praxis, body schema perception,
cross-lateral movements, laterality, and fundamental movement skills (e.g.,
crawling, climbing, various forms of walking, jumping, head lift in a supine
position).

Speech/Language Skills: Linguistic competencies were examined, including
vocabulary, articulation, narrative abilities, and speech comprehension, along-
side general knowledge.

Memory Skills: Assessed areas included visual-mechanical, visual long-
term, auditory-mechanical, short-term, long-term auditory, and kinesthetic
memory.

Cognitive Operations and Attention: This category considered causal think-
ing, logical reasoning, attention span, general knowledge, and the constancy of
visual perception.

Social Maturity: This encompassed abilities to solve problematic situations,
the level of social maturity, and work readiness.

The application of the CMI program within the pretest-posttest design allowed

for the monitoring of the motor intervention’s effect on the development of key
learning domains. The results provided relevant data on potential changes within
the individual functional categories and highlighted the significance of targeted
motor stimulation in supporting the overall development of children.

RESEARCH PHASES

The research was structured into three distinct phases:

Phase One (September 2022 — August 2023)
This phase focused on the preparation of research instruments, participant selec-

tion, and the adaptation of the diagnostic tool to the Slovak context. This included:

* Preparation and piloting of the research instruments.
 Pilot verification of the diagnostic tool’s comprehensibility with two experts.
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» Direct work with individuals with developmental disorders, based on which
some tasks were modified to better suit the needs of Slovak-speaking children.

 Selection of the research sample via a combination of convenience and pur-
posive sampling (based on age and diagnosis; Gavora, 2010).

Phase Two (September 2023 — March 2024)
This phase involved the implementation of the research itself:
* Pretesting of participants using the diagnostic component of CMI.
» Design of individualised intervention plans.
* Home training via the CMI program (with continuous guidance and exer-
cise updates every 4-5 weeks).
* Posttesting after six months of intervention.

Phase Three (January — April 2024)
This phase was dedicated to the analysis and interpretation of the acquired data
(Szaszova, 2024).

DATA ANALYSIS PROCEDURE

At the beginning of the research, the pretest was administered according to
the CMI program methodology. Based on the pretest results, an individual exer-
cise regimen was created for each participant, focusing on areas with identified
deficits, with exercises derived from neuropedagogical principles. Participants
received instruction on the exercises, and parents were trained as co-therapists.
Home training was performed with a minimum frequency of five times per week.
Control meetings were held at regular intervals (every 4-5 weeks). During these
meetings, the CMI methodology was used to assess whether the participant had
automated the given exercises or if continued training was required. Based on
this evaluation, supplementary exercises were subsequently assigned, or the orig-
inal ones were maintained. The posttest was administered after the six-month
intervention period. The level of improvement was determined using a simple
mathematical calculation, specifically the percentage of improvement compared
to the pretest.

Furthermore, McNemar’s test—which is designed for comparing dichotomous
variables in smaller research samples—was used to analyze changes in the se-
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lected functional areas of the participants before and after the motor exercises.
This test enabled the identification of statistically significant differences in shifts,
making it particularly suitable for evaluating the effectiveness of interventions in
longitudinal research.

Although the entire CMI program is characterised as a long-term intervention
(the recommended duration is 12—-16 months), due to the time constraints of the
research, the measurement was conducted after the initial six months of the inter-
vention.

Characteristics of the research sample

We set the criteria for selecting the research sample based on the analysis of
statistical reports from school counselling and prevention facilities (both public
and private) according to the number of registered clients and the type of health
disadvantage in the 2022/2023 school year. The first largest group comprised
pupils with impaired communication skills (ICS) and in second place are pupils
with developmental learning disabilities (DLD). According to DSM-V, these di-
agnoses belong to the group of neurodevelopmental disorders, and according to
ICD-11 to mental, neurodevelopmental and behavioural disorders (APA, 2013;
WHO, 2019). In Table 2, we summarise the research sample.

TasLE 2. Characteristics of the research sample

Developmental Occurrence of
Participant Sex Age Diagnosis deviations in motor developmental
skills in early childhood | disorders in the family

P1 boy 11 ICS+DLD no no
P2 boy 9 ICS yes yes
P3 boy 8 ICS yes no
P4 boy 7 ICS yes no
PS5 girl 10 DLD yes no
P6 girl 10 DLD yes no
P7 boy 9 ICS yes yes
P8 boy 10 ICS yes no
P9 girl 9 DLD yes no
P10 boy 11 DLD yes no

Legend: DLD — developmental learning disorders, ICS — impaired communication skills

203

9.3.2026. 10:05:15



09 Nikoletta.indd 204

N. SzAszova, A. Bis¢o KASTELOVA, M. BARTONOVA, L. VArRGA: From Diagnosis to... 20 (2) 2025.

All participants (n = 10) attended the first level of primary school. Based on
anamnestic interviews before the diagnostic-intervention process, we determined
that developmental deviations in early childhood were present in 9 participants
(n =9), and a positive family history in the form of the presence of developmental
disorders in the family was identified in 2 participants (n=2). The participants
were included in the intervention process on the basis of the identified impair-
ments (criterion for selecting participants). After the pupils’ deficits were identi-
fied, an individual intervention plan was created for each participant in the form
of movement exercises, according to the methodology of the CMI intervention
programme. The participants then did the exercises in their home environment
under the supervision of a parent (who was trained in the programme as a co-ther-
apist). Participants took part in follow-up sessions with a certified professional
every 4 to 5 weeks, where they were then assigned additional follow-up exercises
based on their individual pace of developmental.

Ethical aspects

In carrying out the study, we started from and were guided by the European
Charter for Researchers (2006), through which basic principles and ethical princi-
ples were observed. Ethical rules, such as anonymity, informed consent in accord-
ance with Act No. 18/2018 Coll. on the Protection of Personal Data, prevention
of harm and misleading the participant, were respected to the maximum extent
(Ritomsky, 2015; Kasacova, 2019, Kaposi, Szoke, 2022).

RESULTS

In the study, we monitored in which areas the participants showed the greatest
improvement through the CMI intervention in relation to impaired areas. The
following graphs interpret the overall values of positively scored areas. Graph
no. 1 shows the pretest values (before the CMI programme), and Graph no. 2
then presents the results of the research after completing the CMI intervention. It
shows the absolute improvements after six months of the CMI with respect to the
individual areas tested.
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Overall value of positively scored areas in the pretest

finding an identical picture 10
general awareness 9
reproduction skills 9

finding a different picture 8
sequentiality 8

social maturity/work maturity

problem solving

causal thinking

direction of spatial orientation, labelling in a drawing
comprehension

orientation in time

thinking

body diagram

direction of spatial orientation

constancy of visual perception

visual motor coordination

visual motor-vertical/horizontal direction
speech skills

domination-leg

domination—arm

kinaesthetic memory

differentiation of a figure and a background
attention

balance

spatial perception

complex seeing

domination— ear

lower back movements

dynamic work of the hands

drawing a figure

auditive differentiation 1

memory

elementary movements

domination-eye

fine motor skills
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summary score of all participants in the pretest

Ficurk 1. Overall value of positively scored areas in the pretest (Source: Szaszova, 2024).
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Figure 1. shows the tested areas in the form of the pretest, i.e., prior to the start of
the Comprehensive Movement Intervention (CMI). Based on these results, we can
state that the participants showed the greatest impairments in the areas of memory
of elementary movements, laterality of the eye and fine motor skills. These results
were not surprising, since individuals with developmental disorders often have
impairments in the area of fine motor skills of the hands. Impairments in elemen-
tary movements point to the fact that the participants have not correctly mastered
some basic movement patterns (e.g., crawling, climbing, etc.), which form the
developmental basis for the proper development of not only motor skills, but also,
for example, visual perception, spatial orientation or attention (Szaszova, 2024).

Figure 2 shows the areas tested after six months of performing the CMI programme.
The individual scores indicate absolute improvement in relation to the areas tested.
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Absolute improvement by individual areas of testing
(posttest)

finding an identical picture 0
orientation in time 1
general awareness 1
reproduction skills 1
social maturity/work maturity
problem solving
causal thinking
body diagram
auditive differentiation
drawing a figure
finding a different picture
constancy of visual perception
sequentiality
domination — eye 3
visual motor coordination 3
direction of spatial orientation, labelling in a... 3
comprehension
memory
thinking
domination—ear
domination—leg
domination—arm
lower back movements
speech skills
kinaesthetic memory
direction of spatial orientation
spatial perception
differentiation of a figure and a background
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visual motor — vertical/horizontal direction
dynamic work of the hands 6
elementary movements 6
complex seeing 6
attention 7
balance 7
fine motor skills 0

0 1 2 3 4 5 6 7 8

absolute improvement

FiGURE 2. Absolute value improvement after completing six months of the CMI intervention in the
individual tested areas (Source: Szaszova, 2024).
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The results show that the greatest improvement after a six months of the in-
tensive CMI intervention were observed in the areas of fine motor skills, bal-
ance and attention. It should also be pointed out that from these areas only fine
motor skills appeared among the most impaired areas in the pretest. This means
that the greatest improvement in relation to the impaired areas occurred in fine
motor skills. From the viewpoint of the intervention effect, what is important
for us is that positive changes occurred in areas such as balance and attention,
which although not deficient in every participant, showed improvement after
completing the CMI intervention in all participants who had deficits in balance
and attention. The mentioned improvements are related. Positive progress oc-
curred in the area of balance, as we purposely stimulated the vestibular system
of our participants through movement exercises. The vestibular system forms
the basis of a person’s sensory system. A person’s central nervous system gives
priority to motor activity (particularly in the first years of a person’s life), when
these movements are automated; this means that the person can move or act
without thinking about it (Wiliams, Schellenberger, 1996 in Bottyanova, 2021).
These areas are closely associated with attention, since if they function correct-
ly, the child does not have to make an extreme effort to focus his attention on
a specific activity. The results thus indicate that we cannot separate individu-
al sensory or sensorimotor or even perceptual-motor systems from each other
and deal with individual deficits of some functions in isolation. The individual
needs to be perceived comprehensively and with a holistic approach to develop
his or her potential.

Hypothesis testing (statistics, statistical hypothesis testing)

Hypothesis No. 1: We assume that after completing the CMI programme, the
experimental group will show a significant improvement in the impaired areas
in the posttest compared to the state before completing the programme.

In the comparative analysis, our aim was to determine whether a statistically
significant change occurred in the participants overall after completing the six-
month CMI programme. In this regard, we summed the values 0 and 1 from the
original 35 testing areas, which gave us a score on a scale from 0 to 35. This
means that the higher the score, the better the results. In this case, it is a continu-
ous variable, i.e., comparing the values from the pretest and posttest. For a statisti-

208

9.3.2026. 10:05:15



09 Nikoletta.indd 209

20 (1) 2025. N. SzAszovA, A. Bisco KasTELOVA, M. BARTONOVA, L. VARGA: From Diagnosis to...

cal evaluation of the data, we chose a paired t-test and worked with a significance
level of 5% (alpha=0.05).

TasLE 3. Statistical evaluation of the data — paired t-test (Source: Szaszova, 2024)

Test N M SD t df P
Pretest 15.70 5.23

10 -10.483 9 <0.001
Posttest 28.40 3.86

Legend: N — number of participants, M — mean value, SD — standard deviation, t — test statistic of
paired t-test, df — number of degrees of freedom, p — p-value

The table shows that the test yielded a p-value of less than 0.05, which means
that the difference between the pretest and posttest is statistically significant.
The raw score of the participants in the pretest was 15.70. In the posttest, the
score increased to 28.40, which is a significant rise. The p-value of the paired
t-test confirmed a statistically significant difference. This means that within the
posttest there was a significant improvement when applying the six-month CMI
movement intervention.

The results confirm hypothesis no. 1, that after completing the six-month CMI
movement intervention, a significant improvement occurred in the experimental
group in the posttest in the impaired areas compared to the status before complet-
ing the CMI programme.

Hypothesis 2: We assume that after completing the CMI movement inter-
vention, each participant will show individual significant improvement in the
posttest, compared to the status before completing the movement intervention.

Based on the implementation of the CMI intervention for each participant, we
assessed the effectiveness of the CMI programme using the McNemar test. With
the McNemar test, we worked with a significance level of 5% (alpha=0.05). If
the results in the test were in the form of a p-value less than 0.05, the difference
between the groups before and after testing was statistically significant.
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TaBLE 4. Summary interpretation of statistical significance of data — pretest and posttest of the CMI
programme (Source: Szaszova, 2024)

Participant N Pretest Posttest p-value (McNemar test)
P1 21 31 0.002
P2 12 29 <0.001
P3 13 29 <0.001
P4 7 27 <0.001
P5 15 24 0.012
35

P6 20 33 <0.001
P7 9 20 0.001
P8 19 31 <0.001
P9 20 31 0.001
P10 12 29 0.021

Legend: N=total number of testing areas, pretest, posttest=achieved values, p-value=statistical
indicator

Table 4 shows statistically significant values. The McNemar p-value shows a
value less than 0.05 for each participant. Therefore, based on the results of the
McNemar test, it can be concluded that each participant experienced significant
improvement after completing six months of Comprehensive Movement Inter-
vention. Hypothesis 2 was confirmed.

DISCUSSION

Through a pretest, we identified the most frequently impaired areas in pupils
with developmental disorders (developmental learning disorders, impaired com-
munication skills). On the basis of this, we set up an individual exercise pro-
gramme for each participant focused on the impaired areas in the form of motor
exercises. The pretest showed that the following areas were most impaired in
the research participants — memory, elementary movements, dominance and fine
motor skills. These areas were evaluated at a level of zero for all participants. In
the posttest, we focused on whether improvements occurred in these areas, or
whether the movement intervention had a significant impact on other areas at the
same time. The posttest showed that significant improvements occurred in the ar-
eas of fine motor skills, balance and attention. This was thus a total improvement
of 70%, because even though balance and attention were not recorded as the most
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impaired in the pretest, the improvement after completing the six-month CMI in-
tervention was much more significant than in the areas (elementary movements,
memory dominance) that were assessed as the most deficient.

We must note, however, that immediately after the areas with the best improve-
ment (attention, balance, fine motor skills) with a value of 60%, improvement
was also seen in elementary movements, which were identified as deficient areas
in the first testing. If we compare the obtained data, we can state that the individ-
ual areas correlate, and it can be said that the greatest improvements occur in the
areas of fine motor skills, balance and attention (Szaszova, 2024).

The results of research and professional publications confirm that movement is
an essential and important part of the intervention within the comprehensive care
of individuals with developmental disorders (Goddard Blythe, 2016, Kulcsar,
2020, Stephen Sarlos, 2022). Our research on the use of CMI movement inter-
vention in pupils with developmental disorders also confirmed this. The areas
in which participants progressed during the movement intervention (after six
months of exposure) are attention, fine motor skills and balance. Our study re-
sults are consistent with research conducted in the United States (Ashlyn, 2020),
which noted that after completing a movement intervention the research sample
improved attention and motor skills. Our results are also confirmed by Polish
research (Grzywniak, 2017). After an intervention there, it was found that the
motor programme was effective mainly in the areas of concentration of attention
and motor skills, specifically motor coordination, which is a person’s balance, is
also mentioned. According to our research, stimulation and targeted working on
individual sensory or sensorimotor systems has an effect and its justification in
pedagogical sciences. The vestibular system, together with other systems (pro-
prioceptive) form the basis of a pupil’s successful functioning in the school envi-
ronment. Our participants showed deficits specifically in these areas, which sub-
sequently formed the basis of functional attention, or eye-hand coordination, eye
movement control and motor planning. Individuals with developmental disorders
often have problems with these systems, which are areas that form the basis for
the learning process.

Experts (Goddard Blythe, 2016; Kiraly, Szakaly, 2011; Kulcsar, 2014 in Bot-
tyanova, 2021) are of the opinion that the effectiveness of intervention pro-
grammes lies in their systematicity and intensity, in a regular time sequence. Our
research also confirm these statements, since through systematic exercise we re-
corded significant improvements in impaired areas in our participants. Regular in-
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terventions in the form of exercises of individual motor skills improve executive
functions and also have an effect on the learning process itself (Dishman et. al.,
2012). It is important to state that for the intervention programme to be as suc-
cessful as possible regular home exercise requires significant internal motivation
and perseverance on the part of the parent. An essential factor, among others, is
the trust of the parent towards the expert. These facts confirm that, in addition to
the correct intervention, the overall attitude of the parent, family or child towards
the intervention process is also key.

CONCLUSION / SUMMARY

The aim of this study was to determine the overall effectiveness of the Com-
prehensive Movement Intervention (CMI) programme in an experimental group
of Slovak pupils. The results point to the effectiveness of the programme, since
the improvement in each participant showed notable significance (which is also
confirmed by statistical data). We further state that the theory of brain neuroplas-
ticity, on which the CMI programme is based, has its place and justification in
special pedagogy. We implemented movement elements into the intervention in
such a way as to utilise the potential of the brain and achieve its greatest possible
progress in the participants. We can conclude that the theory of brain neuroplas-
ticity, which states that some brain functions can change based on physical activ-
ity, remains valid (Rakus, 2009; Egyed, 2011;Varga, 2016; Schusterova, 2020).
Our results suggest that individuals with developmental disorders have difficul-
ties in the motor sphere (elementary movements) regardless of whether they are
developmental learning disorders or impaired communication skills (Szaszova,
2024). From our point of view, a comprehensive holistic approach is an appropri-
ate method that offers a wide range of usability to the special educator. Compre-
hensive movement intervention — CMI appears to us to be one of the appropriate
and adequate forms of assistance, though we are aware of the need for further,
primarily longitudinal, research in this area. Completion of the six-month inter-
vention showed positive changes in the area of perceptual and motor abilities in
our participants, but areas where the participants show deficits remained. The
results also indicate that the assessment of motor areas within special educational
diagnostics has an important role, since motor areas also have an indirect impact
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on other functions participating in the learning process.

We see the limitations of our research in the number of participants, which
prevents the generalization of the results to a broader population of children with
specific developmental disorders in Slovakia.

The number of participants in our research was influenced by several objective
and organizational factors related to the course of the intervention itself. Some
participants were excluded due to insufficient continuity in home-based exercises,
which closely correlated with varying levels of motivation, persistence, and per-
sonal commitment of the parents, who acted as co-therapists in the home setting.
These aspects were monitored and continuously assessed during the study.

It should also be noted that the research was conducted by a single research-
er without the support of a broader research team. From a methodological per-
spective, however, the program requires intensive and individualized attention
for each participant in order to ensure that all intervention principles are adhered
to and that a systematic approach is maintained in the research process. Given
the limited personnel capacity, it would not have been possible to guarantee the
qualitative integrity of the intervention according to the program’s standards with
a much larger sample size.

For these reasons, we recommend that similar research in the future be conduct-
ed with the support of a professional team, thus creating the opportunity to expand
the sample size while maintaining methodological accuracy and systematic im-
plementation. This approach would also allow for the acquisition of statistically
robust and more broadly applicable results.

Another significant limitation is the absence of a control group, which would
have allowed for a comparison of the effects of the movement intervention with
natural development or alternative approaches. The inclusion of a control group
would have substantially increased the methodological robustness and validity of
the findings. Therefore, it is imperative to include this element in future research.

A further limiting factor is the time frame of the study — the program was as-
sessed after 6 months, although the standard duration of the intervention within
the given framework is 12 to 16 months. It is therefore possible to assume that
the full completion of the program could have led to more significant or different
outcomes that are not captured at this stage.

For the aforementioned reasons, the results of this study should be interpreted
with a certain degree of caution. Despite these limitations, however, the study
provides important insights into the practical implementation of a movement in-
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tervention for children with neurodevelopmental disorders in the context of Slo-
vakia, where such research remains insufficiently developed. The presented find-
ings thus serve as a foundational framework for further scientific research with a
broader methodological scope.

This contribution is part of the output of VEGA project no. 1/0196/23 Ap-
proaches, interventions and attitudes of teachers towards pupils with specific
learning disabilities and specific behavioural disorders (ADHD) in Slovak pri-
mary schools.

Data Availability Statement

Data supporting this study are available from (https://opac.crzp.sk/?fn=Result-
FormChildO2ELOL&seo=CRZP-Zoznam-zaznamov ) or are available upon re-
quest from the academic library of Comenius University in Bratislava, as part of
Nikoletta Szaszova’s dissertation.
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OD DIJAGNOZE DO INTERVENCIJE: NEUROPEDAGOSKI PRISTUP UTEMELJEN
NA DIJAGNOSTICKO-INTERVENCIJSKOM PROGRAMU
COMPREHENSIVE MOVEMENT INTERVENTION

SAZETAK

Rad se bavi ucinkovito$¢éu dijagnosticko-intervencijskog
programa Comprehensive Movement Intervention (CMI),
koji se zasniva na nacelima neuropedagogije i naglasak
stavlja na ispravni motoricki razvoj kao kljuéni ¢imbenik
za uspjesno funkcioniranje ucenika s potesko¢ama u ra-
zvoju. Istrazivanje je provedeno na uzorku od deset osnov-
noskolskih u¢enika prvog razreda s poteSko¢ama u razvoju
i smanjenim komunikacijskim vjestinama. Provedba pro-
grama trajala je Sest mjeseci, a sudionici su individualne
vjezbe izvodili kod kuée pod roditeljskim nadzorom, uz
redovne preglede svakih Cetiri do pet tjedana. U istrazi-
vackoj metodologiji kvantitativni pristup kombiniran je s
kvalitativnim, a u¢inkovitost je mjerena eksperimentom na
jednoj grupi. Pred- i posttestom ocjenjivalo se 35 podrudja,
svako na skali od 0 (smanjeno) do 1 (svladano). Rezulta-
ti su pokazali strateski znacajno poboljSanje: prosjecna se
ocjena povecala s 15,70 na 28,40 (p < 0,05, t-test za zavi-
sne uzorke). Najvece je poboljsanje zabiljezeno na podruc-
ju fine motorike, ravnoteze i pozornosti, a svi su sudionici
pokazali napredak u bar jednom od promatranih podrucja
(100% uspjesnost, McNemarov test, p < 0.05). Nalazi po-
tvrduju da motoricke intervencije mogu znatno utjecati na
percepcijske i1 kognitivne funkcije ucenika s potesko¢ama
u razvoju. U radu se istodobno isti¢e potreba za longitu-
dinalnim istrazivanjem na vecem uzorku i s kontrolnom
skupinom. Po svemu sude¢i, program CMI ima potencijal
kao alat u poticanju inkluzivnog obrazovanja. Studija je
provedena u sklopu projekta VEGA br. 1/0196/23.

KLIUCNE RUECT:

neuropedagogija, motoricka inter-
vencija, neurorazvojni poremecaji,
Comprehensive Movement Inter-
vention
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