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SAZETAK

Glazbene su sposobnosti kompleksan glazbeno-psiholoski
fenomen koji se u brojnoj literaturi razli¢ito objasnjava.
Razumijevanju slozenosti strukture glazbenih sposobnosti
svojim je istrazivanjima uvelike doprinio americki psiho-
log i glazbeni pedagog Edwin E. Gordon.

Oblikovanje i razvijanje devet testova namijenjenih ispi-
tivanju razvojnih i stabiliziranih glazbenih sposobnosti za
osobe svih dobnih skupina svrstava ga medu najistaknutija
imena u podrucju glazbenog obrazovanja. Oblikovanjem
teorije ucenja glazbe svoje glazbene psiholoske spozna-
je o razvojnim i stabiliziranim glazbenim sposobnostima
usmjerava kreiranju suvremene paradigme humanisticke
glazbene pedagogije zagovarajuéi omogucavanje glazbe-
nog obrazovanja za svu djecu uz postupak individualiza-
cije.

Budu¢i da je u praksi na hrvatskim prostorima prisutna su-
bjektivna metoda ispitivanja glazbenih sposobnosti, koja
ima niz nedostataka, a sa svrhom omogucavanja skupnog
testiranja glazbenih sposobnosti kojim bi se obuhvatila Sira
populacija u¢enika i tako omogucila brza i obuhvatnija de-
tekcija glazbeno darovitih uéenika, provedeno je istrazi-
vanje s ciljem provjere primjenjivosti testa Intermediate
Measures od Music Audiation E. E. Gordona na hrvatskom
uzorku ucenika.

KLJUCNE RUECT:
Edwin E. Gordon, ucenici, glazbe-
ne sposobnosti, ispitivanje glazbe-
nih sposobnosti

BILJESKA AUTORA:

Ovim putem izjavijujemo da ne po-
stoji sukob interesa.

Pitanja i komentare na clanak mo-
Zete poslati Tihani Skojo, Akade-
mija za umjetnost i kulturu u Osije-
ku, Ulica kralja Petra Svaci¢a 1/F.
E-mail: tihana.skojo@skojo.hr
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UvoOD

U praksi glazbenog obrazovanja na hrvatskom prostoru i dalje prevladava su-
bjektivna metoda ispitivanja glazbenih sposobnosti, kojom se glazbeni pedagozi
tradicionalno koriste na prijamnim ispitima, osobito pri upisu ucenika u osnovnu
glazbenu skolu ili tijekom audicija za ukljucivanje u odredene glazbene aktiv-
nosti. Ova metoda, koja se temelji na individualnoj procjeni ucenika, ukljucuje
ispitivanje glazbenih elemenata: melodije, ritma i glazbene memorije. Postupak
se najcesée odvija tako da ucitelj, uz pratnju glazbenog instrumenta, obi¢no kla-
vira, diktira odredeni ton, zatim ritamsku te melodijsko-ritamsku frazu, koju uce-
nik treba vokalno reproducirati. Evaluacija se temelji isklju¢ivo na uciteljevoj
prosudbi, osobnomu glazbeno-pedagoskom iskustvu i dojmu koji uéenik ostavi
tijekom kratkog susreta. Iako se ovakav pristup upotrebljava ve¢ desetlje¢ima te
omogucuje uvid u brojne aspekte glazbenih predispozicija, nedostatak standar-
diziranih kriterija i objektivnosti moze dovesti do ograni¢enog uvida u stvarne
potencijale ucenika.

Ova problematika posebno je bitna s obzirom na specificnosti hrvatskoga
osnovnog glazbenog obrazovanja, koje traje Sest godina, a u koje se djeca naj-
¢eSce upisuju nakon zavrSenoga drugog razreda opée obrazovne $kole, u dobi
od osam do devet godina. Upravo se to razvojno razdoblje smatra prijelomnim
za formiranje glazbenih sposobnosti, te stoga zahtijeva promisljeno pedagosko
djelovanje usmjereno na prepoznavanje urodenoga glazbenog potencijala.

Prema teorijskom okviru Edwina E. Gordona (1990), klju¢no je razlikovati
razvojne 1 stabilizirane glazbene sposobnosti. Razvojne glazbene sposobnosti
javljaju se u razdoblju izmedu pete i osme godine Zivota i predstavljaju urodeni
glazbeni potencijal. Nakon devete godine dolazi do stabilizacije glazbenih spo-
sobnosti, koje se u daljnjem razvoju sve vise oblikuju pod utjecajem vanjskih ¢im-
benika, osobito sustavne i kvalitetne glazbene edukacije (Gordon, 1990; Dobrota i
Tomas, 2009; Dobrota, 2012; Gordon, 2012). Stoga je iznimno vazno pravodobno
prepoznati glazbene sposobnosti u¢enika, osobito u okviru Sire populacije Skolske
djece, kako bi se djeca s izrazenim glazbenim potencijalom mogla usmjeriti pre-
ma odgovarajuéim oblicima glazbenih aktivnosti, u skladu s njihovim interesima
1 afinitetima.

Kako bi se glazbene sposobnosti sagledale kao temelj za razumijevanje indi-
vidualnih razlika u usvajanju i izraZzavanju glazbenih znanja i vjesStina, nuzno je
prethodno razmotriti njihova temeljna teorijska odredenja i klasifikacije u rele-
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vantnoj stru¢noj i znanstvenoj literaturi.

Opcenito govoreci, sposobnost se moze definirati kao skup vjestina i osobina
li¢nosti koje su potrebne za uspjesno obavljanje odredene djelatnosti. Prema An-
driloviéu i Cudini (1991), sposobnosti ¢ine sustav unutarnjih uvjeta koji odredu-
ju razinu i kvalitetu pojedinacnog djelovanja, a razvrstavaju se u Cetiri osnovne
skupine: fizicke, senzorne, psihomotoricke i intelektualne. Robinson i Aronica
(2011) sposobnost definiraju kao prirodnu vjestinu, odnosno intuitivan osjecaj za
neko podrudje, koji moze biti usmjeren opéenito — primjerice prema sportu, glazbi
ili znanosti — ili specificno prema pojedinoj aktivnosti, poput sviranja odredenog
instrumenta ili rjeSavanja fizikalnih problema.

U okviru teorije viSestrukih inteligencija Howarda Gardnera, glazbene sposob-
nosti zauzimaju ravnopravan polozaj uz druge oblike inteligencije, kao Sto su
verbalna (lingvisticka), logi¢ko-matematic¢ka, vizualno-prostorna, tjelesno-kine-
steti¢ka, interpersonalna i intrapersonalna inteligencija (Skojo i Sabljar, 2018).
Dobrota (2015) definira glazbene sposobnosti u okviru sveukupnosti urodenih
glazbenih dispozicija te ih promatra kao sloZzen fenomen koji obuhvaca razlicite
komponente, od sposobnosti prepoznavanja i pamcéenja melodije i tonaliteta, pre-
ko percepcije ritma, do uocavanja estetskih svojstava glazbenih djela i eventual-
nog posjedovanja apsolutnog sluha.

Sli¢no tomu, Nikoli¢ (2017) istice kako glazbena sposobnost obuhvaca Sirok
spektar slusnih i kognitivnih kapaciteta: percepciju visine, glasnoce i boje tona,
osjetljivost na glazbenu strukturu (ritam, tonalitet, melodiju, harmoniju), glazbe-
nu imaginaciju, memoriju, afektivno reagiranje na glazbu te estetsku prosudbu,
odnosno osjetljivost na umjetnicku vrijednost i kvalitetu glazbenog izraza.

Razmatrajuéi strukturu glazbenih sposobnosti, u literaturi se najéesée izdvaja-
ju dva temeljna teorijska stajalista: elementaristicko i unitaristicko. Utemeljitelj
elementaristi¢kog stajaliSta Carl E. Seashore istice kako glazbene sposobnosti
predstavljaju sumu odredenog broja neovisnih svojstava, od kojih svako svoj-
stvo moze biti prisutno u razliéitim stupnjevima razvijenosti (Mirkovi¢-Rados,
1996). Unitaristicko stajaliSte s najvaznijim predstavnikom Gezom Révészom
definirajuéi glazbene sposobnosti polazi od toga da je glazbena sposobnost opéa
sposobnost kompozitnog tipa, ¢iji su vidovi uzajamno manje ili viSe povezani
(Mirkovi¢-Rados, 1996).

U Seashoreovoj teoriji o specificnim faktorima upucéuje se na to da ,,Glazbeni
talent nije jedan, nego se radi o hijerarhiji talenata, koji se, uzduz odredene glavne
linije, granaju u bogato granje, liS¢e i plodove drveta koje nazivamo glazbenom

11
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T3

svijescu
sljedeca Cetiri relativno nezavisna tipa muzikalnosti: tonalna, dinamicka, tempo-
ralna i kvalitativna. Tonalni tipovi osobito su osjetljivi na element tonske visine,
na melodiju i harmoniju; dinamicki tipovi osjetljivi su na modifikacije glasnoce;

(Seashore, 1967, prema Rojko, 1981). Autor naglaSava kako postoje

temporalni tipovi osobito su osjetljivi na vremenske aspekte glazbe (mjeru, ritam,
tempo); dok su kvalitativni tipovi posebno osjetljivi na tonske boje (Seashore,
1967). Ovom se stajali$tu suprotstavljaju zagovornici omnibusne teorije koji sma-
traju da je glazbena sposobnost jedinstvena, iako vrlo kompleksna sposobnost
(Rojko, 1981).

Takva raznolikost u razumijevanju glazbenih sposobnosti, od teorija koje na-
glasavaju specificne i relativno neovisne aspekte glazbenog talenta do onih koje
je promatraju kao jedinstvenu, ali kompleksnu sposobnost, rezultirala je potre-
bom za preciznijim metodama ispitivanja i mjerenja. U skladu s tim razvojem,
poceli su se oblikovati razliciti testovi glazbenih sposobnosti, koji su nastojali
objektivno procijeniti pojedine dimenzije glazbenih sposobnosti.

Mjerenje glazbenih sposobnosti provodi se pomocu testova, odnosno standar-
diziranih postupaka kojima se izaziva odredena aktivnost, a rezultati se kvanti-
tativno vrednuju usporedbom s normiranim uzorcima (Rojko, 1981). Jedan od
prvih takvih testova razvio je C. E. Seashore 1919. godine (The Seashore Me-
asures of Musical Talents), koji je obuhvacao Sest osnovnih mjera glazbenih
sposobnosti (Seashore, 1967). Nakon Seashorea razvijeni su brojni drugi testovi.
Kwalwasser i Dykema (1930) osmislili su K-D testove s deset suptestova koji
ispituju razli¢ite dimenzije glazbene percepcije i imaginacije. Wing (1962) se
koristi terminom glazbeni kapacitet koji se odnosi na kombinaciju glazbene spo-
sobnosti 1 glazbene prijemc¢ivosti, smatrajuéi ih komplementarnim vjestinama.
Wingov je test podijeljen u dvije kategorije: ispitivanje glazbenih sposobnosti
(vjestine razlikovanja) i ispitivanje procjene kvalitete izvodenja. Drakeov test
(The Drake Musical Aptitude Tests) ispituje samo glazbenu memoriju i ritam,
koje autor smatra temeljnim i neovisnim urodenim vjestinama (Siegel, 1958).
Tilson-Gretschev test sastoji se od Cetiriju suptestova: test za razlikovanje visine,
razlikovanje intenziteta, razlikovanja trajanja i pamc¢enje tonova, dok Whistler i
Thorpe (1950) razvijaju test s pet sekcija: prepoznavanje ritma, napredno pre-
poznavanje ritma, prepoznavanje visine, prepoznavanje melodije i razlikovanje
visine (Pinkerton, 1963).

Druga polovica 20. stolje¢a donijela je dva velika imena koja su obiljezila pod-
rucje ispitivanja glazbenih sposobnosti diljem svijeta, kao i1 autora koji je poznat

12
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isklju¢ivo na podrucju mati¢ne zemlje.

Kai Karma istrazivac je i tvorac testa koji se temelji na sposobnosti struktur-
ne diskriminacije, a ne kategoriziranja glazbenih elemenata kao testovi njegovih
prethodnika. Smatrao je da metoda kojom se testiraju glazbene sposobnosti treba
biti objektivna, bez moguénosti utjecaja kulture i treninga (Karma, 1984: 28).

Arnold Bentley razvio je test Measures of Musical Abilities (MMA), objavljen
1966. godine, namijenjen djeci uzrasta od sedam do Cetrnaest godina. Njegov se
pristup temelji na Cetirima glazbenim pretpostavkama: 1. Osnovni oblik glazbe
jest fraza ili melodija koja sadrzi odredenu strukturu unutar odredenoga ritamskog
okvira; 2. Melodiju nije moguée razumjeti bez sposobnosti prisjecanja prethod-
no poznatih tonova/zvukova, §to ovisi o poznavanju dijelova melodije, visine i
trajanja tonova; 3. Precizno izvodenje polustepenskog razmaka iznimno je vazno
za postizanje dobre intonacije 1 kod pjevanja i kod sviranja veéine instrumenata
(osim instrumenata s tipkama); 4. Bez obzira na to Sto akordi nisu osnovni ele-
menti melodije, u glazbi su konstantno prisutni i potrebno je razviti sposobnost
istovremene percepcije razlicitih tonova; Sto je sposobnost vise razvijena, veci je
doprinos pri sviranju ili pjevanju u ansamblu (Bentley, 1966: 40—41). U skladu
s tim, Bentley je izdvojio kao klju¢ne glazbene sposobnosti razlikovanje visine
tona, pamcenje tonova, paméenje ritma i analizu akorda kao sloZeniju glazbenu
vjestinu (Bentley, 1966).

Edwin Gordon, kao predstavnik humanisticke pedagogije, smatra kako svaka
osoba ima urodeni glazbeni potencijal te da je za glazbeni razvoj iznimno vazno
da dijete primi $to viSe glazbenih informacija u prvih devet godina Zivota. Kroz
svoj rad i istrazivanja razvio je Teoriju ucenja glazbe, koja je po osnovnim premi-
sama bliska Suzukijevoj metodi, Dalcrozeovoj metodi te Orffovoj metodi ucenja
glazbe (Juntunen, 2019; Shamrock, 1997; Suzuki, 2002). Prema Gordonu (1990),
glazba se usvaja na isti nacin kao i jezik. Jezik se smatra usvojenim kada poje-
dinac po¢ne razmisljati na njemu, a ista se logika primjenjuje i na glazbu. U tom
smislu, audijacija u glazbi je ono $to je misao u jeziku te naglasava kako sam zvuk
nije glazba, nego postaje glazba tek kroz proces audijacije, odnosno kada slusatelj
zvuku pridaje znacenje. Istice kako se to znac¢enje moze razlikovati ovisno o osobi
1 kontekstu te se ucenju glazbe, a osobito audijacije treba individualizirano pristu-
pati. Gordon je djelovao u Sjedinjenim Americkim Drzavama, gdje je i standardi-
zirao svoje testove glazbenih sposobnosti. Kroz opsezan pedagoski i istrazivacki
rad, razvija devet testova za ispitivanje glazbenih sposobnosti.

Audie je test koji utvrduje razvojne glazbene sposobnosti. Svrha je testa pruziti
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informacije o trenutacnim sposobnostima djeteta kako bi se moglo u najranijoj
dobi dijete usmjeriti u glazbenu pouku. Namijenjen je djeci od tri do Cetiri godine.
Test je sastavljen od ritamskog i melodijskog dijela, deset pitanja koje izvodi lik
Audie (Gordon, 2001).

Primary Measures of Music Audiation (PMMA) jest test namijenjen djeci od pet
godina pa sve do treceg razreda osnovne $kole, ukljucujuéi i djecu s teSko¢ama
u razvoju. Test se moze provoditi individualno ili skupno. Test je sastavljen od
dvaju dijelova — ritamskoga i tonalnoga. Svaki se dio testa sastoji od 40 zadataka.
Slusni su zadatci kreirani kao dvije fraze za koje dijete treba utvrditi jesu li iste
ili razli¢ite. Djeca za ovaj test ne trebaju znati Citati jer je svaki zadatak obiljezen
simbolom poznatog predmeta (auto, stolica, brod i sl.) (Gordon, 2001).

Intermediate Measures of Music Audiation (IMMA) jest naprednija inacica testa
PMMA i oblikovan je na isti na¢in. Test se moZze provoditi s djecom od Sest godi-
na pa nadalje (do desete/jedanaeste godine Zivota, bez obzira na to §to su glazbene
sposobnosti ve¢ stabilizirane). Oba se testa mogu provoditi kontinuirano kako bi
se pratio razvoj glazbenih sposobnosti (Gordon, 2001).

Musical Aptitude Profile (MAP) jest prvi test Edwina Gordona. Prva inacica
testa oblikovana je 1965. godine. To je baterija testova, namijenjena za mjerenje
sedam razli¢itih dimenzija sposobnosti. Namijenjen je djeci u dobi od devet do
dvanaest godina 1 moze se provoditi individualno ili skupno. Test se sastoji od
ovih triju glavnih odjeljenja: tonalno slikovito izlaganje, ritamsko slikovito izla-
ganje 1 glazbena osjetljivost. Tonalni dio sadrzi dva nepreferencijska (objektivna)
suptesta:

1. Melodijski suptest sadrzi 40 zadataka koji su izvedeni na violini. Prva je
fraza oblikovana kao glazbeno pitanje, dok je druga glazbeni odgovor. Od-
govor moze biti skladan kao varirano pitanje ili skladan od potpuno nove
melodijske grade. Melodije su pisane u razli¢itim ljestvicama (dur, mol, sta-
ri nacini, atonalni...) i mjerama. Ispitanici imaju zadatak usporediti pitanje
i odgovor te, ako je odgovor varirano pitanje, staviti slovo L (isto), a ako je
odgovor novi glazbeni materijal, staviti slovo D (razlicito).

2. Harmonijski suptest sadrzi 40 zadataka koji su izvedeni na violini i violon-
¢elu. Zadatci su oblikovani kao 1 u melodijskom dijelu. Razlicito je to $to
gornja melodija ostaje ista u odgovoru (jednaka onoj iz pitanja), a donja
je podlozna variranjima i promjenama. Ispitanici imaju zadatak odgovoriti
Histo“ ili ,,razliéito®.
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Ritamski dio takoder sadrzi dva nepreferencijska (objektivna) suptesta: tempo
1 mjeru.

1. Tempo suptest sadrzi 40 zadataka izvedenih na violini. Zadatak je ispitani-
ka odrediti je li odgovor na glazbeno pitanje u istom tempu ili se razlikovao
u brzini od pitanja.

2. Mjera suptest sadrzi 40 zadataka u kojima ispitanik utvrduje razliku izmedu
dvaju ritamskih obrazaca. U testu se rabe jednostavne i slozene mjere.

Dio testa koji se odnosi na glazbenu osjetljivost sadrzi tri preferencijska (su-
bjektivna) suptesta: fraziranje, ravnoteza i stil. U ovu su bateriju ukljuceni i pro-
cjena glazbenog izri¢aja i glazbene kreativnosti.

1. Fraziranje — sadrzi 30 zadataka izvedenih na violini i violonc¢elu. Ispitanici
imaju zadatak od dviju ponudenih odrediti koja izvedba ima bolji glazbeni
izri€aj. Tocan odgovor za suptestove glazbene osjetljivosti odabran je na
temelju odabira najmanje devet od deset pazljivo odabranih akademskih
glazbenika.

2. Ravnoteza — sadrzi 30 zadataka u kojima ispitanici imaju zadatak odrediti
koji je zavrSetak od dvaju ponudenih bolje oblikovan kao fraza, s obzirom
na tonski i ritamski element.

3. Stil — sadrzi 30 zadataka kod kojih ispitanici imaju zadatak odrediti koji
tempo bolje odgovara odsviranoj frazi (Gordon, 2001).

Test Advanced Measures of Music Audiation (AMMA) namijenjen je ispiti-
vanju stabiliziranih glazbenih sposobnosti srednjoskolaca i studenata, ali se test
moze uspjesno provoditi i s neSto mladim uzrastima. Test se sastoji od 30 pitanja
snimljenih na racunalu i izvedenih na elektricnom klaviru, a sliéno kao u pret-
hodnim testovima, ispitanik ima zadane dvije fraze te je potrebno da odredi jesu
li iste ili razlicite. Ako su razli¢ite, potrebno je odrediti je li rije¢ o melodijskoj ili
ritamskoj promjeni (Gordon, 2001).

Test Harmonic Improvisation Readiness Record (HIRR) namijenjen je uceni-
cima te svim starijim dobnim skupinama. Svrha je ovog testa utvrdivanje razine
razvijenosti harmonijskih znanja kako bi se oblikovali daljnji ishodi ucenja po-
trebni za poucavanje improvizacijskih tehnika. Test traje 17 minuta, a sadrzi 43
harmonijska obrasca u razli¢itim tonalitetima (Gordon, 2001).
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Svrha je testa Rhythm Improvisation Readiness Record (RIRR) odrediti razvi-
jenost ritma potrebnoga za improviziranje. Test sadrzi 40 parova ritamskih obra-
zaca. Svaki je obrazac popracen jednostavnom melodijom u C-duru, a ispitanici
moraju usporediti dva obrasca. Vrijeme potrebno za rjeSavanje testa iznosi 20
minuta (Gordon, 2001).

Instrument Timbre Preference Test (ITPT) jest test koji pomaze uéenicima, ro-
diteljima i nastavnicima u odabiru odgovarajuceg instrumenta za pojedinca. Test
je subjektivan i usmjeren je osobnim preferencijama prema zvuku pojedinog in-
strumenta.

lowa Tests of Music Literacy (ITML) baterija je testova namijenjena mjere-
nju glazbenih postignuca. Test se moze provoditi vi§e puta, ovisno o trenutnom
stupnju glazbenih postignuca. Dostupne su sljedeée razine: osnovna, srednja, za
srednje glazbene Skole i1 za neglazbenike. ITML ima sljedece Cetiri svrhe:

1. dijagnosticiranje komparativnih snaga i slabosti ucenika u Sest dimenzija
audijacije (tonalne i ritamske) i notacijske audijacije'

2. postignucéa ucenika u audijaciji i notacijskoj audijaciji s njihovim potencija-
lom za razvoj glazbenih sposobnosti

3. vrednovanje kontinuiranih i sekvencijalnih postignuéa ucenika u audijaciji
utvrdivanje relativnoga sveukupnog poloZaja uc¢enika u audijaciji (tonalnoj
1 ritamskoj) te notacijskoj audijaciji.

Postoji Sest razina testa, u §to su ukljucene upute i vjezbe. Svaka od Sest razina
ukljucuje Sest dijelova testa koji su slicno naslovljeni od razine do razine, a sadr-
7aj svake razine postaje sve tezi. Pitanja se sastoje od tonskih obrazaca i ritamskih
obrazaca snimljenih na sintetizatoru zvuka (Gordon, 2001).

TEST INTERMEDIATE MEASURES OF MUSIC AUDIATIONE. E.
GORDONA

Intermediate Measures of Music Audiation standardizirani je test za ispitivanje
razvojnih glazbenih sposobnosti. Svrha testa jest prepoznati djecu s visokim stup-
njem razvoja glazbenih sposobnosti kako bi ih se potaknulo na daljnje sudjelova-
nje u glazbenim aktivnostima (Gordon, 2001).

' Notational audiation — notacijska audijacija — audijacija onoga $to vidimo zapisano bez pomoc¢i zvuka

(Gordon, 2011).
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Test se sastoji od dvaju suptestova: melodijskog i ritamskog. Svaki suptest
obuhvaca 40 slusnih zadataka. Zadatci iz obaju suptestova jednaka su grafickog
izgleda. Organizirani su u kvadrate unutar kojih se nalaze Cetiri lica — u prvom
redu dva sretna, a u drugom jedno tuzno i jedno sretno lice. Iznad svakog kvadrata
prikazan je jedan predmet kako bi u€enici lakSe pratili redoslijed zadataka.

=&
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Suika 1. Primjer rjeSavanja zadatka (Intermediate Measures of Music Audiation Kit)

Za provedbu ispitivanja potreban je uredaj koji moze ucitati auditivne upute
te melodijske i ritamske primjere s CD-a. Redoslijed zadataka strukturiran je na
sljede¢i nacin:

« simbol — prva melodijska fraza (ritamski obrazac) — druga melodijska fraza
(ritamski obrazac)...

Test se provodi grupno, pri ¢emu svaki ucenik dobiva ispitni listi¢ s jednim
suptestom. Upute za rjeSavanje testa daje ucitelj, nakon Cega je potrebno samo
reproducirati snimku koja vodi uc¢enike kroz test. Primjeri zadataka iz testa uklju-
¢uju melodijski zadatak br. 28 i br. 40, koji prikazuju razli¢ite razine sloZenosti
melodijskih fraza (Slika 2), te ritamski zadatak br. 14 1 br. 35, koji ilustriraju ra-
zlicite tipove ritamskih obrazaca. Ritamski su obrasci pisani u razli¢itim mjerama,
pri ¢emu se najcesce pojavljuju sloZene mjere, Sto dodatno doprinosi ritamskoj
raznolikosti 1 zahtjevnosti zadataka.
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SLika 3. Primjer ritamskog zadatka br. 14 i br. 35

Rezultati se mogu interpretirati u postotcima, pri cemu se svaki suptest anali-
zira zasebno, a izraCunava se i srednji rezultat obaju suptestova, koji predstavlja
ukupni pokazatelj razine razvoja glazbenih sposobnosti ispitanika. Granica za
utvrdivanje prisutnosti visokog stupnja razvoja glazbenih sposobnosti odredena
je prema dobi ispitanika.
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TaBLica 1 Rezultati za utvrdivanje glazbenih sposobnosti (Gordon, 2001)

Kriterijski rezultati za test Intermediate Measures of Music Audiation
Melodija Ritam Ukupno
1. razred 36 35 70
2. razred 37 36 72
3. razred 38 37 74
4. razred 39 38 76

Ucenici koji u svim segmentima testa postignu rezultate jednake ili vise od pro-
pisanih kriterija mogu se smatrati iznimno nadarenom djecom. Visoka razina ra-
zvijenosti glazbenih sposobnosti moze se utvrditi i kod ucenika koji su zadani prag
premasili na barem jednom od suptestova, pod uvjetom da je taj prag istodobno pre-
masen i u ukupnom rezultatu testa. U slu¢ajevima kada je prag dosegnut iskljucivo
na ritamskom ili isklju¢ivo na tonalnom suptestu, bez odgovarajucega ukupnog re-
zultata, ne moze se pouzdano govoriti o visokoj razvijenosti glazbenih sposobnosti.

Test se moze provesti jednokratno, no ako postoji moguénost, pozeljno je kon-
tinuirano pracenje ucenika. U tom slucaju, testiranje se moze provoditi nakon
svakog polugodista, ¢ime se omogucuje dobivanje uvida u razvojnu krivulju glaz-
benih sposobnosti. Dobiveni rezultati unose se u profil, karticu ispitanika, ¢ime
se stvara sustavna dokumentacija individualnog napretka svakog ucenika. Takav
pristup ujedno omogucéuje i sustavno pracenje utjecaja glazbenih aktivnosti na
razvoj glazbenih sposobnosti.

METODOLOGIJA ISTRAZIVANJA

Pri primjeni glazbenih standardiziranih testova na razlic¢ite populacije i kulture,
potrebna je empirijska provjera valjanosti i pouzdanosti kako bi se utvrdila odr-
zivost mjernog instrumenta. Stoga su razli¢iti autori prepoznali vrijednost testa
E. Gordona 1 istrazili njegove karakteristike i standardizirali ga u svojoj zemlji
(Stamou i sur., 2010).

Cilj istraZivanja i zadace

Cilj ovog istrazivanja jest ispitati primjenjivost testa Intermediate Measures of
Music Audiation E. E. Gordona na hrvatskom uzorku uc¢enika. U skladu s postav-
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ljenim ciljem, definirane su sljedece zadace istraZivanja:

1. Provjeriti pouzdanost suptestova i ukupnog rezultata na testu za ispitivanje
glazbenih sposobnosti.

2. Usporediti dobivene prosjecne rezultate na suptestovima i ukupnom rezul-
tatu na testu za ispitivanje glazbenih sposobnosti s normama prema Gordo-
novim kriterijima za 2. i 3. razred osnovne $kole.

Sudionici

U provedenom je istrazivanju sudjelovalo ukupno 105 ucenika koji pohadaju
drugi razred iz triju gradskih osnovnih Skola. Sudjelovalo je 60 djevojcica (57,1
%) 145 djecaka (42,9 %) u dobi od 7 do 9 godina (M = 7,91, SD = 0,38).

Nesto vise od polovine ucenika ne sudjeluje u glazbenim aktivnostima, no 40
% njih sudjeluje u razlic¢itim glazbenim aktivnostima koje se odvijaju izvan Skole.

TaBLicA 2. Struktura uzorka uéenika (N = 105)

N Postotak
Spol Djecak 45 429 %
Djevojcica 60 57,1 %
Sudjelovanje u¢enika u Sudjeluje 42 40,0 %
{glazbemm aktivnostima izvan Ne sudjeluje 61 58.1 %
skole
Nisu dali odgovor 2 1,9 %

Mjerni instrument i postupak

U ovom je istrazivanju primijenjen Intermediate Measures of Music Audiation,
standardizirani test namijenjen ispitivanju razvojnih glazbenih sposobnosti. Test
se sastoji od dvaju suptestova — melodijskog i ritamskog. IstraZivanje je provede-
no u mati¢nim razrednim odjelima ucenika, uz prisutnost voditeljica istrazivanja,
predmetne uciteljice i uéiteljice glazbene kulture.

Ucenici su najprije rjeSavali melodijski, a potom ritamski suptest. Svaki je uce-
nik dobio ispitni listi¢ za odgovarajuci suptest, pri ¢emu su se melodijski 1 ri-
tamski zadatci razlikovali i po boji papira, radi lakseg snalazenja. Nakon podjele
testova, voditeljica istraZivanja dala je osnovne upute za rjeSavanje, a zatim je
reproducirana zvuéna snimka koja je vodila ucenike kroz zadatke.
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Ukupno trajanje testiranja iznosilo je 45 minuta.

Tijekom provedbe istrazivanja postovan je eticki kodeks ponasanja prema is-
pitanicima, koji se ocituje u visokoj razini eti¢nosti istrazivackog postupka. Svi
su ucenici sudjelovali dobrovoljno, uz prethodnu suglasnost roditelja/staratelja i
informirani pristanak Skole. Ispitanicima je zajamcena anonimnost, a prikupljeni
podatci koristeni su iskljuc¢ivo u istrazivacke svrhe. Tijekom testiranja vodilo se
racuna o osiguravanju ugodnog i nenametljivog okruZenja, bez pritiska i stresnih
situacija za ucenike, u skladu s dobi i razvojnim obiljezjima ispitanika.

Metode i tehnike obrade podataka

Podatci istrazivanja prikupljeni su na jednak naéin u svim razrednim odjelima u
kojima je provedeno ispitivanje. Ujednacenost postupka osigurana je dosljednom
primjenom prethodno opisanih procedura standardiziranog testa za ispitivanje
glazbenih sposobnosti. Za svaki glazbeni primjer zabiljeZeni su podatci o toénim
i netoénim odgovorima uéenika. Na temelju prikupljenih rezultata izracunani su
osnovni deskriptivni statisticki pokazatelji, poput aritmeticke sredine, standardne
devijacije, raspona rezultata, odnosno dobivenog minimuma i maksimuma rezul-
tata. IzraCunani su koeficijenti pouzdanosti za suptestove i ukupni rezultat testa.
Provjerila se pouzdanost razlike izmedu rezultata testova. Takoder su izracunane
korelacije izmedu suptestova i ukupnog rezultata na testu. Potom su ukupni pro-
sjecni dobiveni rezultati za suptestove 1 ukupni rezultat testa usporedeni s nor-
mama koje je prikazao Gordon za ucenike 2. i 3. razreda (Gordon, 2001). Kako
bi se ispitalo je li aritmeticka sredina naSeg uzorka statisticki znacajno razlicita
od normi koje je prikazao Gordon u svojem priru¢niku, izracunani su t-testovi za
jedan uzorak.

Rezultati i interpretacija

Pouzdanost testa

U Tablici 3 iskazan je dobiveni Cronbachov alfa koeficijent pouzdanosti. Za
oba dijela testa koeficijent je zadovoljavajuéi do vrlo dobar (melodijski dio testa o
= 0,78, ritamski dio testa a = 0,74). Po uzoru na autora (Gordon, 2001) izra¢unana
je split-half procjena pouzdanosti koja je pod ve¢im utjecajem homogenosti sa-
drzaja testa. Ova vrsta pouzdanosti provodi se prema podjeli u dva jednaka dijela
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testa koji se promatraju kao alternativne forme. Vrijednosti koeficijenata pouzda-
nosti dobivene split-half procjenama nesto su vise od koeficijenata Cronbach alfa,
Sto je 1 o¢ekivano. Kako bi se utvrdilo u kojoj su mjeri rezultati uéenika na dvama
testovima razliéiti, izratunana je standardna pogreska razlike izmedu dvaju testo-
va —melodije i ritma.

TasLica 3. Koeficijenti pouzdanosti

Melodija Ritam Ukupan rezultat*
Cronbach alfa 0,78 0,74 0,85
Split-half pouzdanost 0,81 0,82 0,87
Standardna pogreska razlike 1,32

* kompozitni rezultat oblikovan kao kompozit rezultata na melodijskom i ritamskom dijelu testa

Sto je visa pouzdanost testova i manji koeficijent korelacije izmedu testova,
viSa je pouzdanost razlike izmedu rezultata na testovima. Dobivene vrijednosti
koeficijenta pouzdanosti za melodiju i ritam kreéu se u rasponu od zadovoljavaju-
¢eg do vrlo dobrog, §to upucuje na vrlo dobru unutarnju dosljednost testa. Moze
se zakljuciti da test uspjesno mjeri glazbene sposobnosti kao jedinstvenu cjelinu
i omogucuje dosljedne rezultate pri ponovljenim ispitivanjima na istim sudioni-
cima. Povezanost mjera glazbene sposobnosti — melodije i ritma jest znacajna
i umjerena (r = 0,59, p < 0,01). Rezultati povezanosti prikazani su u Tablici 4.
Moze se zakljuciti da glazbeni primjeri koji pripadaju ovim dvama suptestovima
nisu u potpunosti neovisni. Izmedu rezultata na mjerama melodije i ritma postoji
pouzdanost razlika, no te razlike mogu biti posljedica ispitivanja melodije i ritma,
ali se mogu manifestirati razli¢ito medu sudionicima.

TasLica 4. Interkorelacije mjera glazbene sposobnosti

Melodija Ritam Ukupan rezultat*
Melodija - ,59%* 8%
Ritam - ,89%*

Ukupan rezultat™* -

* kompozitni rezultat oblikovan kao kompozit rezultata na melodijskom i ritamskom dijelu testa
** Znacajnost na razini p < 0,01

Tonalnim i ritamskim testom ispitane su sposobnosti prepoznavanja melodije
i ritma ucenika drugih razreda osnovnih $kola. Dobiveni rezultati prikazani su u
Tablici 5. Prikazani su osnovni deskriptivni pokazatelji, poput raspona, odnosno
minimalnoga i maksimalnoga postignutog rezultata. IzraCunane su aritmeticke
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sredine 1 standardne devijacije na testu melodije 1 testu ritma te za ukupni rezultat.
Za melodiju i ritam prikazane su norme za drugi i tre¢i razred osnovne skole koje
je Gordon (2001) prikazao u svojem priruc¢niku na temelju provedenog ispitivanja
glazbenih sposobnosti.

Kada se u obzir uzmu rezultati svih ucenika koji su sudjelovali u istrazivanju,
uocava se kako ucenici postizu nesto bolji maksimalni rezultat na testu melodije
(39) nego na testu ritma (37). Raspon to¢nih prepoznavanja nesto je veci za prvi
test — 28, od drugog testa ritma — 24. Prosjecne vrijednosti takoder su nesto vise
za test melodije (M = 29,95) u usporedbi s testom ritma (M = 28,63).

Provedeni su t-testovi kako bi se ispitale razlike izmedu aritmetic¢kih sredina
za rezultate dobivene u istrazivanju u odnosu na norme za ucenike drugih i tre¢ih
razreda. Podatci t-testova prikazani su u Tablici 5. Dobiveni rezultati pokazuju da
su ucenici u ovom istrazivanju postigli znac¢ajno nize rezultate na obama supte-
stovima, kao 1 na ukupnom rezultatu. Ispitanici hrvatskog uzorka u ovom istrazi-
vanju pokazuju statisticki znacajno slabije sposobnosti melodije i ritma u odnosu
na uéenike u SAD-u, koji su sudjelovali u Gordonovu istrazivanju 2001. godine.

TaBLicA 5. Postignuti rezultati ucenika na testovima melodije i ritma (N = 105)

Norma za | Norma za t t

g (M-norma za (M-norma za
b AL Ll =1 2.razred® | 3. razred® 2. caared) A
Melodija | 11 39 | 2995 | 521 37 38 J13,85%F | 15,81%%
Ritam 13 37 | 28,63 | 5,18 36 37 J14,58%% | _16,56%*
Ukupan 32 74 | 5858 | 9,27 7 74 14,83 | 17,04%%
rezultat®

* kompozitni rezultat oblikovan kao kompozit rezultata na testu melodije i testu ritma

b kriterijski rezultati za ispitivanje melodije i ritma ucenika osnovnih $kola (Intermediate measures —
1. — 6. razredi) (Gordon, 2001)

** Znacajnost na razini p < 0,01

U svrhu identificiranja i procjene ucenika s iznimno visokim glazbenim sposob-
nostima najprije se u obzir uzimaju vrijednosti ukupnog rezultata koji se sastoji
od rezultata postignutog na testu melodije i testu ritma. Ako je ukupni rezultat
jednak ili veéi kriterijskom za ucenike odredenog razreda, moze se smatrati da
takvi u€enici imaju iznimno visoke glazbene sposobnosti. Ako je uéenik postigao
kriterijski rezultat na ukupnome kompozitnom rezultatu, onda je sigurno na me-
lodijskom testu ili testu ritma postigao rezultat jednak ili ve¢i kriterijskom za svoj
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uzrast, odnosno razred koji pohada. Ucenici koji postizu rezultate jednake ili vise
od kriterijskih na ukupnoj kompozitnoj mjeri te na testu tonaliteta i testu ritma
imaju natprosjecne ukupne glazbene sposobnosti. Ako ucenici postignu rezultat
koji je jednak ili ve¢i od kriterijskoga na testu tonaliteta i testu ritma, a na ukupno-
me kompozitnom rezultatu ne postignu takav rezultat, smatra se da takvi ucenici
nemaju iznimno visoke glazbene sposobnosti.

U Sjedinjenim Americkim Drzavama ucenici zapoc€inju osnovno Skolovanje sa
Sest godina. Stoga se dob nasih ucenika preklapa s dobi njihovih ucenika koji
pohadaju i 2. i 3. razred. Usporedujuci kriterijske rezultate i norme koje su obli-
kovane prema ucenicima iz Sjedinjenih Americkih Drzava (Gordon, 2001) i re-
zultate ucenika koji su sudjelovali u ovom istrazivanju (Tablica 5), moZze se uociti
da su ucenici postigli maksimalan rezultat jednak ili ve¢i onomu koji predstavlja
kriterijsku vrijednost norme. Ukupan rezultat iznosi 74, $to je jednako normi za
3. razred, a veée od norme za 2. razred (norma iznosi 72). Kada se promatraju
testovi posebno, rezultat na testu melodije iznosi 39, §to je veéi rezultat od normi
za 2.1 3. razred (norma za 2. razred = 37 i norma za 3. razred = 38). Maksimalan
rezultat na testu ritma iznosi 37, §to je jednako normi za 3. razred, a iznad norme
za 2. razred (norma iznosi 36).

Kada se promatra udio ucenika koji su pokazali iznimno visoke glazbene spo-
sobnosti prema pojedinim testovima i ukupnom rezultatu, pokazuje se da je oko
4 % ucenika postiglo ve¢i rezultat od norme na testu melodije (ve¢i rezultat od 37
bodova), gotovo 6 % na testu ritma (rezultat veéi od 36) i gotovo 5 % na ukupnom
rezultatu (veéi rezultat od 72).

Buduéi da nema znacajne razlike izmedu postignutih rezultata na testu kod hr-
vatskih ucenika i objavljenih normi (Gordon, 2001), moZzemo utvrditi kako je
standardizirani test E. Gordona Intermediate Measures of Music Audiation po-
uzdan nadin ispitivanja glazbenih sposobnosti kod uc¢enika od 7 do 9 godina na
hrvatskom uzorku ucenika.
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ZAKLJUCAK

Ispitivanje glazbenih sposobnosti predstavlja vazno podrucje interesa brojnih
glazbenih psihologa i glazbenih pedagoga, koji nastoje Sto objektivnije i uspjes-
nije procijeniti glazbene potencijale ucenika. Testovi za ispitivanje glazbenih
sposobnosti pritom su nuzan i vrijedan dijagnosticki alat, jer rano prepoznavanje
visoke razine glazbenih sposobnosti znatno povecava moguénosti usmjeravanja
ucenika prema aktivnom i uspjeSnom, a u nekim slucajevima i profesionalnom
bavljenju glazbom.

Osim §to omogucuje procjenu razine razvijenosti glazbenih sposobnosti kod
pojedinog ucenika, provedeni test pruza i ucenicima i njihovim roditeljima potvr-
du da je glazba podrucje u kojem mogu ostvariti osobni razvoj i uspjeh. Istodob-
no, test je od velike koristi uciteljima glazbe jer im omogucuje individualizaciju
nastavnog pristupa, ¢ime se stvaraju uvjeti za optimalan glazbeni napredak sva-
kog ucenika.

Prijamni ispiti za upis u glazbene skole najcesce se provode u usmenom obli-
ku, pri ¢emu uspjeh u€enika moze ovisiti o nizu ¢imbenika koji katkad oteza-
vaju objektivnu procjenu njihovih stvarnih glazbenih potencijala. Buduéi da
osnovne glazbene skole uglavnom upisuju ucenici rane Skolske dobi, koji se jos
uvijek prilagodavaju Skolskom okruzenju i ve¢em broju nepoznatih osoba, sam
prijamni ispit, na kojem je potrebno pjevati te ponavljati ritamske i melodijsko-
ritamske obrasce za ispitivaCem, moze izazvati nelagodu i nesigurnost. Takva
emocionalna reakcija moze imati negativan utjecaj na izvedbu ucenika i time
nepovoljno utjecati na ishod upisa, ukljucujuci i mogucénost sviranja Zeljenog
instrumenta.

Iako ucitelj tijekom ispita moZe vise puta ponoviti zadatak, instrumentom
i/ili glasom i verbalno ohrabriti ucenika, ovakav nacin procjene glazbenih
sposobnosti i dalje ostaje subjektivan, manje pouzdan i metodoloski ograni-
¢en u usporedbi sa standardiziranim oblicima testiranja. Osim toga, takav je
pristup i manje ekonomican kada se promatra s aspekta utroSenog vremena,
dostupnih resursa i moguénosti pouzdane usporedbe rezultata veceg broja
ucenika.

Provedenim istrazivanjem na jednostavan je i uc¢inkovit nacin ispitana razina
glazbenih sposobnosti u¢enika triju osnovnih $kola, pri ¢emu su pojedinci s izra-
zenijim glazbenim potencijalima usmjereni prema daljnjemu glazbenom obrazo-
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vanju. Test Intermediate Measures of Music Audiation Edwina Gordona pokazao
se prikladnim za primjenu u Skolskom kontekstu — jednostavan je za uporabu,
primjeren dobi ucenika te vizualno privlacan. Provedba ovakvog testa izrazito
je ekonomicna jer omogucuje ispitivanje glazbenih sposobnosti cijelog razreda
unutar jednoga nastavnog sata.

Ucenici pritom nisu bili izloZeni stresu karakteristicnom za usmeni oblik
ispitivanja niti osjeéaju zabrinutosti zbog moguceg neuspjeha. Kao najvaz-
nija odlika ovog testa istice se njegova objektivnost, koja predstavlja klju¢nu
prednost u procjeni glazbenih sposobnosti te znatno doprinosi pouzdanosti i
pravednosti postupka ispitivanja. Medutim, vazno je istaknuti da sam Gor-
don naglasava kako se procjena glazbenih sposobnosti ne bi smjela temeljiti
isklju¢ivo na rezultatu standardiziranog testa. Preporucuje kombinaciju rezul-
tata testa i strune procjene glazbenog pedagoga, kako bi se obuhvatile di-
menzije glazbenih potencijala koje testovi ne mogu u potpunosti izmjeriti. U
tom smislu, isklju¢ivo oslanjanje na ovakve testove u prijamnim postupcima,
primjerice pri upisu u glazbenu $kolu, ne bi bilo u skladu s humanisti¢kim
nacelima pedagogije, niti s osnovnim postavkama Gordonove teorije ucenja
glazbe. Stoga je vazno ovaj test promatrati kao koristan alat unutar Sireg kon-
teksta evaluacije, a ne kao jedini kriterij pri odlué¢ivanju o glazbenom poten-
cijalu pojedinca.

Test Edwina Gordona Intermediate Measures of Music Audiation, unatoc broj-
nim prednostima i visokoj razini pouzdanosti, pokazuje i odredeni prostor za
unaprjedenje. S obzirom na to da je test razvijen prije nekoliko desetljeca, teh-
nicki aspekt (osobito tonski zapis) zahtijeva osuvremenjivanje u skladu s danas-
njim tehnoloskim standardima. Takoder, imajuci u vidu da suvremene generacije
ucenika imaju kra¢i raspon paznje i otezano dulje zadrzavanje koncentracije na
istoj aktivnosti (Skojo i sur. 2025), kao i primjedbe ispitanika da veéi broj za-
dataka u testovima moze dovesti do osjecaja napora i preopterecenosti (Nikolic,
2022), preporucuje se smanjenje broja zadataka i skrac¢ivanje ukupnog trajanja
testiranja.

Buduc¢i da su ucenici novih generacija iznimno vjesti u koristenju digitalne teh-
nologije, provedba testa u racunalnoj ili digitalnoj inacici bila bi ne samo privlac-
nija ve¢ 1 potencijalno ucinkovitija u pogledu motivacije i angaziranosti ucenika
tijekom ispitivanja.

Osim §to se moZe primjenjivati na Siroj populaciji u¢enika u svrhu rane de-
tekcije glazbeno darovitih, ovakav tip testa mogao bi se rabiti i u glazbenim
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Skolama tijekom prijamnih ispita, s ciljem povecanja objektivnosti u procjeni
glazbenih sposobnosti.
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TESTING STUDENTS’ DEVELOPMENTAL MUSICAL ABILITIES
USING EpwWIN E. GORDON’s TEST

ABSTRACT

Musical abilities represent a complex musical and psycho-
logical phenomenon that is explained in various ways in
relevant literature. With his research, the American psy-
chologist and music educator Edwin E. Gordon made an
exceptional contribution to understanding the complexity
of the structure of musical abilities.

The design and development of nine tests aimed to test the
developmental and stabilized musical abilities of people
of all age groups make Gordon one the most prominent
names in the field of music education. In designing the
Theory of Music Learning, Gordon directed his musical
and psychological knowledge on developmental and sta-
bilized musical abilities at creating a contemporary para-
digm of humanistic music pedagogy, thus advocating the
provision of musical education for all children through the
process of individualization.

In our region, a subjective method of testing musical abil-
ities is practiced, which has several shortcomings. With
the aim of introducing the possibility of group testing of
musical abilities, which would include a wider population
of students and thus enable faster and more comprehensive
detection of musically gifted students, the present study
was conducted to test students’ musical abilities and present
the Intermediate Measures of Music Audiation, a standard-
ized test for testing musical abilities by Edwin E. Gordon.
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ABSTRACT

The problem of the intensity of reading activity, the de-
velopment of reading culture among junior schoolchildren,
and the formation of competent readers receives particular
relevance in the conditions of distance learning. Due to the
COVID-19 pandemic and quarantine restrictions, distance
or blended education is now common in many countries
around the world. The article highlights the main aspects of
the problem of developing the reading culture of primary
school students and identifies the didactic conditions for
its solution during distance learning. Based on the obser-
vation of the modern education process and the analysis
of the results of a survey of 112 primary school teachers in
Ukrainian schools, it was determined that teachers do not
often use digital tools in teaching students to read literature.
52% of the respondents prefer the traditional methodologi-
cal model of developing reading skills, expanding the read-
ing range, improving literary skills, fostering reading in-
dependence and reading interest, and encouraging creative
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activity based on reading, while 12% of teachers practice
and consider effective those methods and forms of working
with students that involve the active use of digital technol-
ogies. The paper offers a review of effective digital means,
forms and methods of developing the reading culture of
junior schoolchildren in the conditions of distance learning.
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INTRODUCTION

In the era of digital technologies, reading is experiencing a transformation of
its model and a decline in the level of reading literacy among schoolchildren. The
problem of developing the reading culture of young learners and the formation of
competent readers has always been a priority in psychological and pedagogical
science and school practice. The reading culture of an individual is a significant
factor in spiritual culture, intellectual development, and social activity.. The level
of schoolchildren’s reading culture influences learning outcomes (Merga & Ma-
son, 2019: 187).

Unfortunately, the statistics and results of the 2022 PISA study conducted in
Ukraine indicate a lower level of reading literacy among students than the av-
erage for OECD countries. Students in Georgia, Moldova, and Bulgaria also
demonstrated low reading performance, while students in Poland, Estonia, and
the Slovak Republic showed significantly higher results (PISA-2022: Main Re-
sults, 2023). Between 2018 and 2022, average reading scores in OECD countries
fell by 10 points, which was twice the previous record decline (OECD, 2023).

Addressing the challenge of enhancing reading activities among primary
school children is further complicated by the conditions of distance education,
which emerged as an alternative to traditional learning during the COVID-19
pandemic. Furthermore, it remains essential during the ongoing war in Ukraine,
ensuring continuous access to education for students affected by displacement,
safety concerns, and disruptions to regular schooling. For teachers, librarians,
and those who promote children’s reading, the primary task is to develop new
methods, approaches, and tools to cultivate young learners’ reading culture,
considering the remote communication format and the integration of digital
technologies.

In this article, we try to outline the essence of the problem of developing the
reading culture of junior schoolchildren; determine the didactic conditions for its
solution during distance learning; demonstrate the results of monitoring teach-
ers’ use of methodological models for forming primary school children’s reading
culture by means of digital technologies and tools; and analyse the effectiveness
of forms and methods of organising young learners’ reading activities using dig-
ital tools.

In different countries of the world, scientists and in-service teachers research
the issues of developing reading cultureand motivating children’s reading activi-
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ties (Keane, 2019; Merga & Mason, 2019; Nyam, 2015; Serafini, 2009; Singhal,
1998; Budnyk et al., 2021). The authors of the publication “Handbook of Reading
Research” (Pearson et al., 2002) consider reading as a process of personal activ-
ity, an important aspect of literacy development, and analyse it in the context of
different cultural and educational practices.

The results of theoretical understanding and empirical study of the problem of
developing students’ reading literacy and culture are presented in the article “De-
velopment of reading culture of schoolchildren: results of theoretical and empiri-
cal research” (Kachak et al., 2021). Structurally, the concept of “reading culture”
is formed by two components — reading and culture. Reading is the process of
perception and apprehension of the meaning of letters and symbols (Cambridge
Dictionary). This is a way of understanding/decoding a written (printed) work,
involving the interaction of the subject with the form of a sign-symbolic system
in order to obtain information.

Reading activity is a major component of the reading and general culture of
an individual. The set of material and spiritual values, the way of life, traditions,
customs, norms of behaviour, and social relations of a certain group of people at
a certain time (“Value of Culture”, 2020) is understood as the culture of the in-
dividual. The culture of reading expresses one of the aspects of human existence
and activity, communication and interaction and is a structural component of the
holistic system of an individual’s culture.

Considering the problem of the formation of reading culture not in general, but
in terms of distance learning, another set of sources includes the works by T. Bly-
znyuk (2019, 2020), O. Budnyk & M. Kotyk (2020), I. Tsependa & O. Budnyk
(2021), O. C. Wedemeyer, M. Moore, G. Kearsley (2011), and F. Saba (2014),
devoted to the problem of organising online learning, the use of information tech-
nologies and digital tools. There are many works on the mentioned problem in
the education context as a set of teaching/learning methods and tools, methods
of searching, storing, processing, presenting, and transmitting graphic, textual,
digital, audio and video information based on electronic means of computer tech-
nology, and communication. Among them, we consider significant the articles of
scientists that are included in the collection “ICT in Education in Global Context.
Emerging Trends Report 2013-2014” (Huang, Kinshuk, Price, 2014). This book
gives a holistic view of trends and issues in the use of ICT in all areas of educa-
tion. Gulnara M. Burdina, Irina E. Krapotkina, and Liliya G. Nasyrova highlight
the problems of distance learning in elementary school classrooms (Burdina et

34



21 (1) 2026. T. KacHak, T. BLyznyuk, O. Bubnyk , K. FoMmin, S. Yatsiv: Formation of..

al., 2019).

Josip Cindri¢ proved that «Distance learning during the pandemic has shown
that digital technologies might be used in education much better than they are
today, with an emphasis on using multiple sources of information, creating one’s
own knowledge and attitudes, and ultimately a product for sustainability in to-
day’s world of high and unpredictable demandsy» (Cindri¢, 2022: 78).

Garcia Dussan explores «the most important changes in the reading conditions
of the contemporary subject (digital native), based on the immersion of the new
information and communication technologies (ICTs) in most aspects of lifex»
(Dussan, 2011: 117). He is convinced that the reading activity of modern youth
is influenced by reading and communication on the Internet. In the age of digital
technologies and social networks, the attitude towards acts of reading and writing
changes, and the reader becomes creative and cooperative (Dussan, 2011:127).
The use of ICT in the development of students’ reading culture strengthens the
level of inferential thinking and creative reading.

However, the studies that would cover the results of the use of digital tech-
nologies and tools during distance learning in the practice of children’s reading
development and the formation of young learners’ reading culture are few in
number.

METHODOLOGY

The method of theoretical and comparative analysis was used to clarify the
definition of concepts and to give a comprehensive assessment of psychologi-
cal, pedagogical, and sociological research. The empirical methods (surveys,
questionnaires, observations) were used to determine the level of development
of schoolchildren’s reading culture, and methods of mathematical statistics were
effective during the quantitative and qualitative analysis of the results of empiri-
cal research.

The monitoring of the current situation in the context of the research problem in
contemporary primary education was conducted in 15 schools in Ivano-Frankivsk
(Ukraine), where 112 teachers became the participants of our survey. In doing
this, we aimed to find out which components of learners’ reading culture they
preferred; which methods of working with books and digital tools were most fre-
quently used during distance learning within 2024-2025 academic year.
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RESULTS

Development of the reading culture of primary school students

Revealing the essence of the concept of “reading culture” in the context of school
education, we emphasise the semantic and methodological aspects. Knowledge of
the structure of an individual’s reading culture and its components is of particular
relevance.

Nyam considers the culture of reading as a type of human activity. Reading
can be a pleasant, regular, and independent activity when a person has sufficient
reading skills (Nyam, 2015). On the basis of a generalisation of different inter-
pretations of this concept, we affirm that the reading culture of an individual is
a set of knowledge, skills, and abilities that involve systematic reading activity,
perception and understanding, comprehension and critical evaluation of read-
ing, as well as the conscious choice of books. To develop the reading culture of
schoolchildren is to encourage a child to read not only to study but also to engage
in self-education, and to enrich oneself intellectually and spiritually. Reading ac-
tivity should be an inner need, a value for a person.

The concept of “reading culture” lies in the same semantic field as the concepts
of “reading competence”, “reading literacy”, “reading activity”, “reading inter-
ests”, and “reading independence”. They are connected hierarchically, as they
belong to one structure.

Traditionally, researchers have paid more attention to reading as a set of per-
sonal characteristics, knowledge, skills, and abilities ofa child. They consider dif-
ferent types of reading and emphasise the age-related characteristics of reading
activity. For example, the level of formation of the reading culture of primary and
secondary school students is measured by:

- reading skills and reading range (reading competence);

- the nature of reading activity, which defines the reading process;

- the process of applying different strategies for finding and understanding
information before, during, and after reading;

- comprehensionand evaluation of written texts and the expression of interest
in them in order to achieve certain goalsand expand personal knowledge
and development (PISA: Reading Literacy, 2017: 5);

- reading literacy;
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- reading interest as a conscious preference;

- the ability to independently choose and read books - reading independence;
- reading activity, which is manifested in a constant need for reading;

- systematic reading.

In addition to the main components of reading culture, it is worth mentioning
the variable component. This is the need to have discussions with others, to pres-
ent one’s own reading experience, and to implement creative ideas generated on
the basis of what has been read (reading creativity).

All these components of reading culture are formed in the process of school
literary education, as well as through family reading and active reading activities
outside school (in libraries, social groups, and community organisations, etc.).
To a large extent, the basic foundations of reading culture are laid in primary
school, when the child develops their first reading skills and develops an interest
in reading.

The reading culture of primary school students is a system of interconnected
components: reading skills, reading range, literary skills (which include discus-
sion and analysis of books), reading independence and reading interest, and crea-
tive activity based on reading (writing reviews, texts, illustrations, creating book
trailers, drawing comics, etc.) (see Figure 1).

Reading skills and
reading range

Literary skills
Reading

. independence and
reading interest

Creative activity
based on reading

FiGurk 1. Reading culture
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The criteria for reading culture and the results of monitoring the level of devel-
opment of this phenomenon among schoolchildren around the world are present-
ed on the basis of reports on the results of the PISA international assessment of
the quality of education. During the investigation, it was determined which books
the respondents read and for what purpose, how much time they spent on reading;
and whether they preferred paper or electronic books and discussed them. The
stipulated criteria made it possible to determine the level of students’ reading
competence. The indicators and indices used in the PISA Programme to assess the
reading literacy of 15-year-old students (PISA 2018: Insights and Interpretations,
2019) are the actual criteria by which the level of formation of an individual’s
reading culture can be determined. It is worth noting that the main aspect of read-
ing for PISA 2018 is the purposeful, critical, and intertextual nature of reading
literacy (Mccrudden & Schraw, 2007).

School literary education is primarily aimed at forming students’ reading com-
petence, that is, the basic abilities of reading comprehension, and then at read-
ing literacy, which includes the ability to interpret and evaluate (Kachak, 2021).
Three aspects of reading activity and the impact of a literary work on students are
important: educational-semantic, practical, and value-oriented.

The formation of students’ reading culture is influenced by different factors.
These include, primarily, interest in reading and strong motivation inherent in
early childhood. The level of intelligence, communicative competence and cog-
nitive activity of an individual also matters. A child who has the ability to think
analytically, critically, and creatively turns reading into an exciting quest, “feels”
the text, imagines decoded fragments of it (empathy), and derives pleasure from
this process. To a lesser extent, in today’s digital world, reading culture is in-
fluenced by the choice of reading medium — paper or electronic (Budnyk et al.,
2021).

Unfortunately, in addition to the factors common to other countries, the deter-
mining reason in Ukraine is the war, which affects both the educational process
as a whole and the quality of students’ learning in particular. The constant stress,
displacement, and limited access to educational resources disrupt the formation
of a sustainable reading culture among children. Many students face challenges in
maintaining focus and motivation for reading when their daily lives are marked by
uncertainty and trauma. Therefore, supporting students’ emotional well-being and
providing opportunities for engaging and age-appropriate literature are crucial in
fostering a love for reading even under such difficult circumstances.
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Didactic conditions of the formation of reading culture of primary
school students in the conditions of distance learning

With the transition from full-time to distance learning, the content and the tasks
of literary education of primary school students remain the same, whereas meth-
ods and forms of work change significantly; traditional and updated tools and
teaching aids are adapted. Thus, information technology becomes a priority. Dis-
tance learning is a form of organisation of the educational process by means of
modern information technologies, which aim at the educational interaction of all
participants remotely without direct contact. Access to a PC or other means of
communication and Internet access are prerequisites for this form of education.
Equally important are the content and methodological components of distance
learning, as well as the use of typical innovations and trends in educational tech-
nologies for distance learning (Blyznyuk et al., 2021: 92).

The use of distance learning possibilities can be a significant factor in positive
changes in the formation of the reading culture of primary school children, as
there are excellent opportunities to improve the quality of visualisation of learn-
ing, active work with media content, and direct communication with contempo-
rary writers. Taking into account the needs of present-day students — representa-
tives of the new “digital generation”, innovations and online communication can
be used to increase children’s motivation to study and work with children’s books
for active reading.

In the context of this problem, it is necessary to outline the general didactic
conditions of the formation of reading culture of primary schoolchildren during
distance learning, which can be provided by the teacher:

1. Knowledge of the peculiarities of the organisation of the educational pro-
cess in primary school in the conditions of distance learning. The organisa-
tion of distance learning requires the correction of calendar-thematic plans,
expected learning outcomes, as well as the optimisation of educational
materials. It is important to ensure the achievement of expected learning
outcomes, while keeping in mind that some of them may be unattainable in
the new environment, some may require minor adjustments, and some will
remain unchanged.

2. Ability to provide feedback to the participants in the distance learning pro-
cess. The necessary objective is to solve problematic situations that arise in
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the process of teaching/learning activity. In doing this, the teacher should
offer means of prompt feedback. Such assistance can be provided, for ex-
ample, either in the form of preparation and placement of recommendations
on learners’ reading activities and lists of books on the distance learning
platform or in the form of counselling in the created chats on social net-
works.

Ability to develop a set of educational and methodological materials in dig-
ital format, which includes mastering the technologies of distance education
and digital means of forming reading culture. The skills and abilities of
primary schoolchildren were monitored. The most important criterion for
selecting tools for distance learning should be compliance with the set of
methodological goals, i.e. the extent to which a particular service or re-
source allows teachers to achieve the expected learning outcomes in distance
learning (Lototska, 2020: 19). To implement the distance learning process,
primary school teachers use various means of communication: posting tasks
and recommendations on the website of the educational institution, creating
groups with parents on social networks, using Zoom, and Google Class-
room, communicating by phone, and corresponding via email and more.
Ability to organise the independent work of primary schoolchildren on on-
line platforms. It is important to acquaint learners (and, if necessary, their
parents) with online services that will be used in the learning process. Their
versatility should be taken into account in order to reduce the number of
services and time spent on getting acquainted with their interface.

Skills of cooperation with parents in the conditions of distance learning. An
important task for the teacher is to build communication with learners’ fam-
ilies, because parents are the link that provides both the technical aspects
of online learning and feedback in these conditions outside the classroom
environment.

Results of monitoring teachers’ use of digital tools and innovative forms
of work with children’s books in the context of the formation of young
learners’ reading culture during distance learning

Modernisation of education involves the maximum activation of learners’

cognitive activity and the visualisation of learning. This is facilitated by the use

of various digital learning tools, such as mobile apps. “The development of mo-
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bile technology and the increase in smartphone usage have enabled many of us
to access the internet and use a huge variety of learning apps on the go. Teachers
are now able to incorporate mobile learning to reduce the intensity and increase
the effectiveness of learning. This trend is growing at a fast pace and is putting
forward options for teachers and even school authorities to better organise daily
school activities. This even provides additional options such as sharing student
results between peers or other teachers or even parents in real time or tracking
the completion of homework easily. Teachers can also use it as a means to alert
students about some potential issues or use it to evaluate easily whether their
teaching strategies are working through polls” (Blyznyuk, 2020: 19).

We conducted a survey of 112 primary school teachers who work in educational
institutions in Ivano-Frankivsk (Ukraine) to find out which components of learn-
ers’ reading culture they preferred and which methods of working with books and
digital tools were most frequently used during distance learning. The results of the
survey are presented in the table (see Table 1).

TasLE 1. Formation of the components of learners’ reading culture and teachers’ attention to this
problem during reading lessons

1. Components of the reading culture of primary school children, the formation of which
receives the greatestattention from teachers during reading lessons

Reading Reading Literary Reading Reading Creative work
skills range analysis independence interest based on reading
92% 57% 79% 21% 14% 41%

As shown by the results, teachers’ main attention is focused on the formation
of reading skills, and this is a common feature. The skills of conscious, correct,
fluent, naturally fast, and expressive reading aloud, as well as silent reading, are a
basic component of reading culture. In particular, the essence of conscious read-
ing is to teach primary school students to read correctly and meaningfully without
leaving the book unfinished; to find out the meaning of new unfamiliar words; to
be able to distinguish primary and secondary elements in the text; to convey the
meaning and retell parts of the text depending on the purpose; to express their
attitude to reading, think quickly, and perform a variety of tasks and exercises
in various subjects. Reading skills, especially reading comprehension, are very
important for every student and are related to critical thinking processes (Ardhian
et al., 2020; Zubaidah et al., 2018).
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The analysis of a literary work is connected with the formation of learners’
literary skills, i.e. the ability to interpret what is read and apply literary concepts.
According to the results of the survey, only 79% of teachers practise the analysis
of text in each lesson, which means that they pay less attention to the discussion
and critical assessment of what is read.

The indicator that demonstrates systematic work on expanding the reading range
of primary school children is also not high. The reading range is a set of works
on various themes and genres addressed and accessible to schoolchildren of a
certain age group. School literary education is associated with classroom, extra-
curricular, home, and library reading. Most of the works included in the reading
range of school-age children are those based on the curriculum. The expansion
of the reading range is due to the updating of the content of literary education,
and the inclusion of works by contemporary writers in the curriculum. In fact, we
consider this aspect of work to be one that motivates children to be active readers.

A small percentage of teachers pay attention to the formation of young learners’
reading interest. This indicates that children’s reading activity will be sporadic
and the level of reading independence will be low. After all, readers’ interest
is a form of identifying cognitive needs that guide the individual to understand
the purpose of reading and appeal to it, which contributes to the acquaintance of
learners with new artistic or scientific publications, promoting conscious active
reading. Reading interest is an interest that is directed towards books of a certain
type, genre, or topic that readers like the most.

Creative activity based on reading depends on the implementation of the learn-
ers’ ability to interpret and critically analyse the text, highlight their thoughts on
what is read, write reviews, create their own texts and illustrations, compose rid-
dles, literary puzzles, poems, and versions of endings to famous fairy tales, shoot
video reviews and book trailers, etc. This is also one of the aspects of forming
an independent and active reader. The fact that only less than half of the teach-
ers surveyed pay due attention to this work is particularly disappointing. After
all, a better understanding of the text by students requires the intervention of the
teacher, who is a mediator and has available tools, such as ICT (Lopez de Parra,
Cordoba Beltran, Segura Castro & Polania Muiioz, 2017).

Ilustration of the results of the survey of teachers on the use of digital tools,
methods and forms of work with children’s books during distance learning in
order to form the reading culture of primary school students is presented in
Table 2 (see Table 2).
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TaBLE 2. Use of digital tools, methods, and forms of work with children’s books during distance learning

2. Forms and methods of work with children’s books during distance learning that teachers use
as a means of forming primary school students’ reading culture
Performing
tasks and Organisa-
. Web exercises Preparation of tion and
. Online 5 o g
Online R quests based on video presenta- Keep- participation
. meetings . . . s N
discus- R 2 based reading, tions, book ing elec- | in online liter-
. with writ- A . o q
sion of on what | created with trailers, elec- tronic ary competi-
ers, book . . . .
read learn- the use of tronic reader reading | tions, reading
presenta- . . . -
books tions ers digital tools reviews and diaries marathons
read and posted references and flash
on online mobs
resources
69% 5% 6% 11% 19% 4% 14%

Asshown by the results, the results are not high and indicate that modern teach-
ers have insufficient digital literacy skills or do not know how to use digital tools
in practice to organise primary school students’ reading activities, conducting ef-
fective work with children’s books in order to form their reading culture. It was
found that the majority of the respondents (56%) have a positive attitude towards
traditional ways of forming the reading culture of primary school children (tradi-
tional reading, discussion of reading without digital tools and an online learning
format, etc.) and are seldom ready to practise new methodological approaches and
models, which, in their opinion, require a lot of time and effort to master.

Thirty-two per centof the respondents believe that traditional and new systems
of organising learners’ reading activities should be combined, choosing the most
effective ways, because such a process will be effective and efficient. Twelve per
centof teachers are convinced that only by using relevant methods and forms of
work with the use of digital technologies can they achieve the desired result — to
motivate students towards active reading, to form in them a stable need for daily
reading, and to develop reading interests, as well as to involve them in critical
assessments and statements about what is read (see Figure 2).

Thus, in the survey, we found that not all teachers clearly understand the pur-
pose and objectives of reading lessons, so they cannot understand the impact and
importance of the level of reading culture formation on learners’ overall success.
The results of the survey show teachers’ attitudes towards traditional and new
methodological models of reading culture development, their practical use of
methods and forms of work during distance learning and give grounds to draw
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60% m Traditional methodological

models: the formation of
50% students' reading culture

40%
Synthesis of traditional and

30% new methodological models
of formation of students'

20% reading cultures

10% : New methodological models
of forming students' reading

0% culture through the use of

digital tools and innovative
technologies

FiGURE 2. Teachers’ attitudes towards traditional and new methodological models for the
development of primary school students’ reading culture

conclusions about the reasons for the decline in primary school students’ interest
in reading. We noted the extremely low level of teachers’ use of digital tools,
online resources, and innovative technologies in the process of dealing with lit-
erary works and children’s books; a mediocre level of organisation of children’s
reading in order to form primary school students’ reading culture during distance
learning. The use of media and digital tools in learning reading is essential, “since
the learning process involves the relationship between learning components that
include students, teachers, learning media, learning materials, and learning envi-
ronments”. With this in mind, guidelines and models for solving the problem are
considered to be of particular relevance (Sofiana & Mubarok, 2020: 249).

DISCUSSION

Forms and methods of organising primary school students’ reading
activities using digital tools

Organisation of the educational process during distance learning is carried out
in synchronous or asynchronous modes of conducting individual classes. Syn-
chronous mode involves interaction between the subjects of distance learning,
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during which all participants are simultaneously in the web environment of dis-
tance learning (chat, audio/video conferencing, social networks).
In synchronous mode, we recommend organising:

- group and individual forms of work (post-reading conversations, analysis
of a literary work, discussions, oral translations, reciting poems and prose
texts by heart, presentations of read books and defence of reading projects,
etc.) using video conferencing platforms (Skype, Zoom, Google Meet, Cis-
co Webex, etc.);

- performing tasks and exercises based on literary material using the plat-
forms such as Classmarker, Google Forms, Kahoot, Flipgrid, Learnin-
gApps, Online Test Pad, Plickers, Quizizz, etc., taking into account learn-
ers’ capabilities and the teacher’s choice;

- web quests, literary journeys, and quizzes;

- online meetings with children’s writers, book presentations in the format
of online broadcasts (live broadcasts) on services such as YouTube, Insta-
gram, Facebook or in the format of conferences on the platforms such as
Zoom, Meet, and Cisco Webex.

Asynchronous mode involves interaction between distance learning subjects,
during which the participants interact with each other with a time delay, using
email, forum, social networks, etc.

For asynchronous mode, it is advisable to use:

- writing essays, reviews and references on the book read,;

- commenting on the read book on educational platforms, and in chats;

- keeping an electronic reader’s diary;

- performing creative tasks: creating book trailers (PowToon, Sparkol Vide-
oScribe), posters (Canva, Piktochart, Visme), lapbooks, interactive posters
(ThingLink, Gloster), and project preparation;

- involving students in literary competitions, marathons, and flash mobs on
social networks and online resources.

Working with ICT, student readers not only update the content of the text, but

also “use communication skills in combination with real and virtual worlds with an
emphasis on visual culture”, and generate new content (Garcia Dussan, 2011: 127).
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We offer several examples of digital means and methods of working with chil-
dren’s books using digital tools, which should be introduced into the educational
process of primary school in order to develop students’ reading culture, involve
them in active reading, and motivate critical thinking and creativity. We describe
the content, method, and purpose of the use of educational tools, taking into ac-

count the focus on the result (see Table 3).

TasLE 3. Digital means and methods of forming primary school students’ reading culture using

digital tools
Digital means
and methods of Method and purpose of application in the
. . Content q
working with educational process
digital tools
This digital learning tool will be useful to
. . . strengthen and shape students’ reading inter-
An interactive poster is a new L
. . est, for example, by inviting them to create an
type of electronic educational | . . e .
. . interactive poster on the topic “Favourite books
. tool that provides a high level > Ty . .
Interactive . . of our class”. It is advisable to create recom-
of involvement of informa- . . .
posters . mended interactive posters, thanks to which
tion channels that promote . .
. . students could get acquainted with new books
visual perception of the . . .
educational process on various topics, watch videos based on them,
: read reviews about them, or listen to them via
audio files.
. Iti iate t this digital tool in ord
Mind maps are the so-called is appropriate to use this digital tool in order
. to form the literary competence of primary
maps of mind, memory, or . S
school children and their ability to analyse
. thought that reflect words, .
Mind maps . works, comprehend what is read, and charac-
ideas, or tasks. They are used R
terise the heroes. For example, students can be
to generate, structure, or k
display idoas offered a task to make a mind map based on the
Py ’ work read or the work of the writer.
A web quest is an intellec- Web quests help to summarise the studied
tual game with a storyline material, expand students’ reading range, and
Web quest involving puzzles and logic stimulate cognitive activity. They are advisable
tasks that are solved using the | to conduct while studying the tales of different
Internet peoples of the world.
A word cloud is a vi- The tool should be used for the formation of lit-
sual reproduction of a list of erary competence, namely to consolidate the cat-
Word cloud words, categories, labels, or egorical and conceptual apparatus. For example,
shortcuts in a single shared you can work with students to create a cloud of
image. words “Genre diversity ofread works.”
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Digital means
and methods of
working with
digital tools

Content

Method and purpose of application in the
educational process

Book trailer

A book trailer is a short
video based on a book, a clip
based on the plot of the book.
The purpose of creating a
book trailer is to encourage
students to read the book. Its
peculiarity is that the story
of the book is presented in a
figurative, intriguing form.

We recommend using it for promoting reading.
Creating a trailer promotes the development of
the ability to highlight the main points in what
is read, to comprehend and analyse. Viewing
ready-made book trailers encourages students to
read the books.

Video review of
a read book

A video review is a short
video in which the reader
tells about the book they have
read, demonstrates it, recom-
mends or does not recom-
mend reading it.

It is advisable to use it in order to promote read-
ing and run marathons or flash mobs on social
networks. For example, the organisation of a
flash mob with the hashtag “My School Reads”
on a social network. Thus, readers’ videos will
be placed here, the book will be presented, and
it will be possible to follow the number of views

and comments on these works.

Digital teaching/learning aids have great potential for the formation of reading
competence and the reading culture of primary school students. The considered
digital means and methods of work can be applied during lessons and in extracur-
ricular activities. With the help of such features of electronic means as dynamism,
accessibility, visuality, and auditory and sensory perception of the material, stu-
dents’ interest in the subject and reading increases, their creative activity is stimu-
lated, and the acquired level of knowledge, skills and abilities approaches today’s
requirements.

CONCLUSIONS

Reading culture is a component of the general culture of an individual and de-
pends on the formation of reading skills and interests, reading activity and inde-
pendence, and the level of reading literacy.

The level of reading culture of primary school students is evidenced by read-
ing skills, the ability to analyse artistic works, express their own opinions, and
be creative about what they read, the ability to choose a book to read, and enjoy
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reading. The didactic conditions for the formation of reading culture of primary
school students during distance learning are outlined: the teacher’s knowledge
and ability to organise the educational process of primary school in the conditions
of distance learning; provide feedback to students; develop an educational and
methodological complex for the development of children’s reading, taking into
account the capabilities of digital technologies; and organise independent work of
learners on online platforms.

Based on the empirical study, namely the observation of the contemporary edu-
cational process and the analysis of the results of the survey of 112 primary school
teachers in Ukrainian schools, it was found that teachers pay most attention to the
formation of reading skills (92% of respondents) and carry out literary analysis
(79% of respondents). Besides, 57% of the respondents work on expanding the
reading range of primary school children in reading lessons and only a small part
of the respondents aim to work on the formation of reading interest and reading
independence of students. The analysis of teachers’ use of methods and forms of
work during distance learning gives grounds to claim that not all teachers organ-
ised online discussions of read books (69%) with students; only 6% of teachers
organised web quests, and 11% used digitally created exercises and tasks based
on the read work. Unfortunately, only 5% of teachers practised online meetings
with writers and book presentations. It was determined that teachers do not pay
enough attention to the formation of components of students’ reading culture by
means of digital technologies. Most of them (52%) prefer the traditional meth-
odological model of development of reading skills, reading range, literary skills,
reading independence and reading interest, and creative activity based on reading.
Thirty-two per centof respondents tend to synthesise traditional and innovative
approaches, and 12% consider effective methods and forms of work with students
that involve IT.

We have proposed effective forms and methods of organising reading activi-
ties of primary school students in synchronous and asynchronous remote modes
using digital tools. These include group work on the analysis and discussion of
what is read “in real time” using video conferencing platforms; performing exer-
cises, tasks, games, and tests on literary material created and available on online
platforms such as Classmarker, Google Forms, Kahoot, Flipgrid, LearningApps,
Online Test Pad, Plickers, Quizizz, etc. In the asynchronous mode of distance
learning, we consider keeping an electronic reader’s diary and performing cre-
ative project tasks (creation of book trailers, video reviews, etc.) to be effective.
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The essence and methods of application of interactive posters, mind maps, web
quests, word clouds, book trailers, and video reviews of read books in the edu-
cational process for the purpose of forming thereading culture of primary school
children were considered. It was proved that digital tools play an important role in
motivating and organising children’s reading, as well as increasing the efficiency
and effectiveness of the formation of all components of the reading culture of
primary school students.

We consider a detailed analysis of the functional capabilities of these digital
tools in terms of implementating the content and objectives of literary education
in primary school as a promising topic for further research; as well as the devel-
opment of new methodological models.
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FORMIRANJE KULTURE CITANJA UCENIKA MLADPE SKOLSKE DOBI U UVJETIMA

UCENJA NA DALJINU

SAZETAK

Problem intenziteta Citalacke aktivnosti, razvoja kulture
Citanja ucenika mlade Skolske dobi i oblikovanja kompe-
tentnih Citatelja dobiva osobitu vaznost u uvjetima ucenja
na daljinu. Zbog pandemije bolesti COVID-19 i karanten-
skih ograniCenja, ucenje na daljinu ili kombinirano ucenje
danas je uobicajeno u mnogim zemljama diljem svijeta. U
radu se isticu glavni aspekti problema razvoja kulture ¢i-
tanja ucenika mlade skolske dobi te se utvrduju didakticki
uvjeti za njegovo rjeSavanje tijekom ucenja na daljinu. Na
temelju pracenja suvremenog obrazovnog procesa i analize
rezultata istrazivanja provedenog na uzorku od 112 ucite-
lja razredne nastave u ukrajinskim $kolama utvrdeno je da
ucitelji ne primjenjuju Cesto digitalne alate u poucavanju
ucenika Citanju knjizevnih djela. Njih 52% daje prednost
tradicionalnom metodickom modelu razvoja ¢italackih
vjestina, prosirivanja Citateljskog raspona, unaprjedivanja
knjizevnih kompetencija, poticanja ¢itateljske samostalno-
sti 1 interesa za Citanje te poticanja stvaralacke aktivnosti
utemeljene na ¢itanju, dok 12 % ucitelja primjenjuje i sma-
tra u¢inkovitima one metode i oblike rada s ucenicima koji
ukljucuju aktivnu uporabu digitalnih tehnologija. U radu
se donosi pregled ucinkovitih digitalnih sredstava, oblika
i metoda za razvoj kulture ¢itanja ucenika mlade Skolske
dobi u uvjetima ucenja na daljinu.
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ABSTRACT

In this paper, we analyse the relationship between two meas-
ures of language processing, namely accuracy and reaction
time, and measures of L2 proficiency and language exposure.
The language processing data were collected using a phrasal
decision task, L2 proficiency was measured using a short Eng-
lish language proficiency test, while the measures of language
exposure were collected using a sociodemographic question-
naire. The participants (N = 96) in the study were L2 speakers
of English whose first languages were Croatian or Slovenian.
The results show a statistically significant correlation between
general L2 proficiency and both measures of processing. A
more in-depth analysis of the correlations between accuracy
and subcomponents of the proficiency test (vocabulary, gram-
mar, spelling, reading) yielded mixed results, while reaction
times were significantly correlated with all four components of
the proficiency test in Experiment 1 and three out of four com-
ponents in Experiment 2. The number of years spent learning
English as an L2 was found to be reliably correlated with meas-
ures of processing (reaction times, specifically) and L2 profi-
ciency in both experiments. The findings of the study indicate
that both global and componential aspects of L2 proficiency, as
well as cumulative learning experience, play critical roles in the
ability of L2 speakers to process adjective—noun collocations.
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adjective—noun collocations, English
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INTRODUCTION

Collocations are often recognized as a central component of linguistic compe-
tence, both in first and second language use, which is in part due to their compo-
sitional nature, which brings together lexical choices and syntactic structures (cf.
Sinclair, 1991). In other words, the borderline nature of the phenomenon requires
of the speaker to command both of these domains simultaneously, for it is often
the case that in order for something to be meaningful, it must achieve not only
semantic coherence but also syntactic well-formedness. It is precisely the interde-
pendence of lexis and grammar in collocational patterning that makes collocations
challenging in the context of L2 learning (Nesselhauf, 2005). In that sense, the
combinatorial potential of lexical items is constrained by the syntactic framework
in which it operates, making collocational knowledge dependent on more than
word meaning alone; i.e. to use collocations fluently, learners must also recognize
how words can be conventionally realized within broader linguistic contexts.

Given this complexity, an important question arises as to how collocational
processing relates to overall L2 proficiency and its individual components. Since
collocations integrate grammatical and lexical knowledge, their successful pro-
cessing might correlate not only with general proficiency but also with specif-
ic linguistic subskills such as vocabulary size, grammatical accuracy, or reading
ability. Furthermore, as learners differ in their exposure to and engagement with
the target language, factors such as years of study or amount of input may also
influence how efficiently collocations are processed. The present study, therefore,
examines whether the processing of adjective—noun collocations in English as a
second language is associated with general and subcomponent measures of pro-
ficiency, as well as with selected language-related sociodemographic variables.

MULTIWORD EXPRESSIONS AND COLLOCATIONS

Collocations occupy a distinct space within the broader category of multiword
expressions (MWEs), which also includes idioms, phrasal verbs, fixed formu-
lae, and lexical bundles. In particular, Gries (2008, p. 6) defines collocations as
co-occurring items of various kinds “which function as a semantic unit in a clause
or a sentence and whose frequency of occurrence is larger than expected on the
basis of chance.” This emphasis on frequency and semantic cohesion distinguish-
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es collocations from mere co-occurrences of words in text, highlighting their en-
trenched status in the lexicon. Unlike idioms, which are often opaque in meaning
and fixed in form, collocations typically retain a significantly higher degree of
semantic transparency but are conventionalized in their co-occurrence patterns.
Compared to lexical bundles, which are often more extended lexical sequences
than collocations, collocations are less motivated by semantic and syntactic asso-
ciation, and even more so by high-frequency occurrence (Biber & Conrad, 1999).
In this sense, collocations represent a class of multiword units that combine reg-
ularity of form, statistical salience, and functional value in communication. Fi-
nally, one of the most important refinements in defining what exactly constitutes
collocations is the measure of exclusivity, meaning that collocations are not just
frequent word combinations, but those that exhibit statistically significant associ-
ation strength, i.e. the tendency of two words to co-occur more often than would
be expected given their individual frequencies. This distinction excludes frequent
but non-exclusive sequences such as he is or she works (and the like), and instead
highlights statistically significant associations that form meaningful lexical units
(see Gries, 2008; Evert, 2008).

Non-native processing of multiword expressions

The research on collocations in second language learners is a growing field of
investigation, raising numerous questions about how this phenomenon is used,
whether and how collocational knowledge can be reliably assessed, to what extent
it is acquired through processing media input or large amounts of written text, and
how corpus research can contribute to the investigation of language phenomena in
general (particularly in contact and learner corpus settings) (Barfield & Gyllstad,
2009). By now, it is obvious that the explanation for collocational competence
goes beyond a unifactorial approach to the phenomenon but rather depends on the
interplay of factors such as various corpus- and frequency-derived information,
salience, congruency, and semantic transparency (Barfield & Gyllstad, 2009;
Wolter & Gyllstad, 2013; Men, 2017; Gablasova et al., 2017; Jiang, 2022; Lou,
2024, among others). Additionally, in learning L2 collocations (and consequently
processing them), there is a significant difference between the stages at which
these mechanisms take place, i.e. unlike native speakers, post-childhood L2 learn-
ers often decompose collocations into individual lexical units when first encoun-
tered, which can later lead to difficulties in recombining them appropriately (see
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Wray, 2002: 209-212). Having a precise insight into this persistent challenge in
lexical decision-making that arises during collocational development is crucial to
understanding how learners progressively develop their L2 collocational compe-
tence over time, including the lexical and sociocultural implications for effective
collocation learning in general (cf. Barfield, 2009).

The role of frequency, as an integral aspect of defining collocational phenom-
ena, has been widely examined in relation to second language competency and
acquisition by different researchers (Durrant, 2008; Siyanova & Schmitt, 2008;
Wolter & Gyllstad, 2013; Szudarski & Conklin, 2014; Y1, 2018; Pellicer-Sanchez
et al., 2022, among others). As early as 2008, Durrant concluded that not all fre-
quent collocations are necessarily equivalently represented, though high-frequen-
cy occurrence still plays a role with respect to the mental lexicon of the learner; in
particular, collocational learning from input is possible, particularly with repeated
exposure, but the usual scarcity and unevenness of input limit the emergence of
native-like collocational competence. In other words, frequency information is
helpful, but it is not sufficient on its own, and one must additionally account
for salience, discourse relevance, L1 and L2 interaction, etc. Wolter & Gyllstad
(2013) showed that both native (L1) speakers and advanced L2 speakers show
faster processing (i.e. lower reaction times) for high-frequency collocations com-
pared to low-frequency ones. More importantly, the results indicated that when
collocations are highly frequent, the effect of individual word frequency (espe-
cially that of the noun in the collocation) becomes weaker for both L1 and L2
participants, meaning that, as a collocation becomes more entrenched, processing
depends more on the whole phrase than its individual parts (ibid.).

The second major aspect, apart from frequency, is the effect of congruency;
that is, the question is whether or not collocations that have an equivalent pattern
or construction in the learner’s first language (L1) are more easily processed.
Again, the data are more or less similar on these issues, with a number of studies
indeed clearly showing that L2 participants process congruent collocations more
easily (i.e. faster) than incongruent ones, indicating significant transfer from L1
(Wolter & Gyllstad, 2013; Fang & Zhang, 2021; Jiang, 2022; Chen, 2024; Lou,
2024, among others). Additionally, congruency does not seem to operate in iso-
lation, with proficiency also playing a significant role in shaping how learners
handle collocations. The congruency effect tends to be stronger for lower- and
intermediate-proficiency learners, who rely more heavily on L1-based processing
strategies. At higher levels of proficiency, the advantage of congruency dimin-
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ishes as learners become more sensitive to L2-specific frequency distributions
and develop greater independence from L1 transfer (Lou, 2024). In other words,
while congruency facilitates processing at earlier stages, continued exposure and
increasing proficiency enable learners to gradually overcome L1 influence and
approximate native-like patterns of collocational knowledge and use.

In this sense, language competence (or proficiency in the L2 context) needs to
be singled out on its own as probably the most well-researched, if not the most
impactful, factor in language processing. In fact, due to the obvious and well-doc-
umented link between L2 proficiency and L2 processing, proficiency is often
treated as a mediating factor in studies of second-language comprehension and
production. It is frequently included as a covariate or controlled variable in order to
isolate other influences on processing performance and to better understand what
else, aside from general proficiency, may affect non-native language processing
(Clahsen & Felser, 2006; Hopp, 2015; Cunnings, 2017). A considerable body of
research shows that more proficient L2 users process linguistic input more effi-
ciently and more “natively”, demonstrating more automatic parsing of multiword
sequences and sentence structures (Osterhout et al., 2000; Kotz & Elston-Giittler,
2004; Liu, 2009; Gao & Sun, 2025, etc.), although there can be a point at which
the difference in L2 competence passes the point at which grammatical sensitivity
can be detected and where ceiling effects come into play (Tokowicz & MacWhin-
ney, 2005; Gao & Sun, 2025). Additionally, the sole measure of reaction time is
not necessarily a clear indicator of processing ability because deep syntactic or
morphological decomposition relies on more thoughtful structural analysis by the
learners; i.e. some research also clearly indicates that highly proficient L2 learn-
ers engage in manifest rule-based decomposition, as opposed to less proficient L2
learners who rely more on lexical storage (Liang & Chen, 2014). Nevertheless,
the findings collectively support the notion that proficiency shapes the depth and
automaticity of syntactic and lexical processing, with lower-proficiency learners
relying more heavily on lexical-semantic cues and surface information rather than
fully detailed syntactic representations.

When it comes to experimental data, a number of indications exist that priming
bears less of an effect with decreasing target language proficiency, or no effect
at all (see Zeng et al., 2019; Cai et al., 2021; Kim & Hwang, 2025; Hopp et al.,
2025), especially when it comes to morphological priming (Liang & Chen, 2014;
Viviani & Crepaldi, 2022; Wanner-Kawahara et al., 2022; Wanner-Kawahara et
al., 2025). In particular, a meta-study by Fernandes et al. (2023) which evaluat-
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ed morphological priming effects by looking at masked priming lexical decision
studies, found that there is a downward trajectory across proficiency levels, where
only native speakers remain morphologically aware, whereas higher-proficiency
learners are more likely to show morphological priming, though with an overall
tendency of L2 learners to rely more on the orthographic overlap in general re-
gardless of proficiency. In the context of experimental research, we already know
that reaction times (RTs) are influenced by multiple factors, such as proficiency
and dependency distance (DD). Interestingly, Gao and Sun (2025) found that as
DD increases, advanced learners’ word-level processing times increase at a slow-
er rate than those of intermediate learners, thus suggesting that advanced learners
can manage longer dependencies more efficiently, likely because their greater
linguistic knowledge allows them to allocate cognitive resources more effective-
ly and to integrate information into a more comprehensive understanding of the
expression. One of the possibilities that is not necessarily discussed at length, but
remains nonetheless worthy of consideration, is that L2 proficiency can be an
indicator itself of other cognitive skills, if not the overall general intelligence fac-
tor (which again translates to other cognitive subdomains). For example, in their
priming experiment dealing with whether cross-domain effects (in their case,
mathematical expressions and relative clauses), Lei & Wang (2025) found that
more advanced learners are better able to leverage structural similarities between
mathematical expressions and linguistic relative clauses to facilitate comprehen-
sion. In other words, cross-domain structural priming appears to be moderated by
L2 proficiency, with higher-proficiency learners showing significantly stronger
priming effects in terms of sentence comprehension, thus suggesting that they
maintain more abstract representations that support structural transfer from arith-
metic to language.

Furthermore, there remains a notable gap in research directly linking specific
subdomains of L2 proficiency (such as vocabulary breadth, grammatical knowl-
edge, and morphosyntactic sensitivity) to processing speed in online comprehen-
sion and production, particularly in the domain of collocational or multiword pro-
cessing. Some studies focusing on the lexical dimension (e.g., Daidone & Darcy,
2021; van Zeeland & Schmitt, 2013; Pellicer-Sanchez et al., 2024) are indicative
of the fact that larger vocabulary size and richer lexical representations predict
faster and more accurate lexical access, which should, in turn, facilitate smoother
sentence-level processing. Similarly, research on grammatical competence (Hopp,
2013; Sagarra & Herschensohn, 2010) suggests that sensitivity to morphosyntac-
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tic regularities increases with proficiency, allowing learners to integrate syntactic
and semantic information more efficiently in real time. However, empirical work
connecting these subcomponents of proficiency to collocational processing (how
L2 learners recognize and produce multiword units) is still limited, leaving open
questions about how specific dimensions of proficiency jointly shape the process-
ing of formulaic or phrasal patterns in a non-native context.

RESEARCH QUESTIONS AND HYPOTHESES

The experiments conducted in this study were a part of a larger project on
processing multiword expressions, specifically compounds and adjective—noun
collocations in English as an L2. Nominal compounds and adjective—noun col-
locations represent an interesting phenomenon for both applied and theoretical
linguistics due to their ubiquity and the fact that they represent an area of overlap
in the so-called lexicon—syntax divide (cf. Giegerich 2005). The -er nouns used
in this study were selected to allow a more direct formal comparison of the two
constructions, as both standalone -er nouns (e.g. player) and -er compounds (e.g.
babysitter) are highly frequent and productive in English.

The analysis presented here aimed to test whether and to what extent processing
of adjective—noun collocations is affected by L2 proficiency and other inter-par-
ticipant variables. Taking into consideration that L2 proficiency is a multifaceted
construct encompassing grammatical, lexical, and orthographic knowledge, the
present study seeks to determine whether the processing of adjective—noun collo-
cations in English as a second language is more strongly associated with specific
subcomponents of proficiency (namely, grammar, vocabulary, reading, or spell-
ing ability) and, if so, which domains exert the strongest influence on processing
efficiency.

In addition, we look into language-related sociodemographic variables, such
as the number of years spent studying English, so as to explore how accumu-
lated exposure and learning experience contribute to variability in collocational
processing. The picture which emerges from the results of studies presented in
the previous section is that L2 proficiency, operationalized either as the score
on a test or the amount of time spent studying a particular language or spent in
an L2-immersion context, is evidently a significant factor in L2 processing of
multiword expressions. The aim of this study is to extend this analysis to South
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Slavic languages (namely, Croatian and Slovenian) and check whether this corre-
lation holds for native speakers of these languages. This language group has been
relatively neglected in the studies of this type, which highlights the necessity for
conducting studies like this with native speakers of these languages.! With the
study presented in this paper, we want to answer the following research questions:

1. Is the processing of adjective—noun collocations in English as an L.2 corre-
lated with L2 proficiency?

2. Is processing of adjective—noun collocations in English as L2 more strong-
ly correlated with any of the subcomponents of L2 proficiency (grammar,
vocabulary, reading, spelling) and, if so, which ones?

3. Are measures of processing of adjective—noun collocations or L2 proficien-
cy correlated with any of the language-related sociodemographic variables
(e.g. number of years spent studying English)?

We hypothesize that the general score on the English proficiency test will be
strongly correlated with both measures of processing (accuracy and reaction
time), and we expect that this link will be particularly strong for the vocabulary
and reading parts of the test, as these components are most directly involved in
tasks such as those used in the experiment. With regards to RQ3, our hypothesis
is that L2 proficiency is positively correlated with the number of years spent stud-
ying English, while the correlation between measures of processing and number
of years spent studying English is mediated by L2 proficiency, i.e. that they are
not independently correlated.

' An anonymous reviewer has pointed out that the two groups of speakers (Croatian and Slovene) in
the study differed from each other in multiple aspects, such as age, level of education, and modality in
which the study was conducted. While all of this is true, the main idea behind the study was not to di-
rectly compare the two groups of speakers, but to see whether the same correlations emerge with these
two groups of non-native speakers, i.e. whether the measures of processing will be correlated with the
same or similar variables in two different groups of speakers.
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METHODOLOGY

Participants

The participants took part in the experiment both in live and online conditions.
Croatian native speakers were recruited for live participation at the University of
Zadar, Croatia, and the Juraj Dobrila University of Pula, Croatia. Slovenian native
speakers were recruited for online participation via the Prolific platform. A total
of 66 Croatian native speakers (M = 3, F = 60, other = 3) and a total of 30 Sloveni-
an native speakers (M = 11, F =22, other = 1) took part in the study. The mean age
was 20.73 for Croatian native speakers (range: 16—18) and 24.94 for Slovenian
native speakers (range: 22-30). Croatian native speakers were enrolled in the BA
(87.9%) and MA level of studies (12.1%), while Slovenian native speakers were
enrolled at the BA level (33.33%), MA level (63.3%) and PhD level (3.3%). All
Slovenian speakers were residents of Slovenia at the time of study.?

The participants received academic or financial compensation for participation
in the experiment. The participants were informed about their rights (anonymity/
confidentiality, voluntary participation), the nature of the study and its general
aim in writing in the form of a consent form (live sessions) or study description
(online sessions), and orally by the researcher at the beginning of every live ses-
sion.

Stimuli

The stimuli for the experiments were collected using the UkWac corpus (Bar-
oni et al., 2009), available via the NoSketch Engine interface. The collocations
were retrieved by selecting the appropriate -er nouns?, which served as nodes, and
conducting the filtering procedure to select only the adjectives located in the 2L
window (i.e. occurring one or two words before the noun) and measuring their
association strength using the in-built tools in the NoSketch Engine interface,

Y

An anonymous reviewer has pointed out that a more detailed profile of English language exposure
would be beneficial. This question was unfortunately not the main point of interest of this paper, which
is why these data were not collected from the participants.

The study presented in this paper was conducted as a part of a larger project which focuses on factors
which influence processing of English -er nominals, which is why all nouns in the study contained the
suffix in question. The methods presented in this section could just as easily be used for analyzing other
types of nouns or word-class combinations.
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specifically the logDice value.* For every -er noun, we used one adjective with a
moderate-to-high logDice value (6 or above) and one adjective with a low value
(below 0)°, as shown in Table 1. This gave us a sample of 54 pairs of adjective—
noun phrases, i.e. 108 phrases in total.

TasLE 1. Examples of adjective—noun collocations with strong and weak association

Adjective Noun logDice
absolute beginner 8.7571

quick beginner -0.07178
compulsive shopper 6.52508
primary shopper -0.14831

For each adjective—noun phrase, we created three types of primes according to
which the collocations were assigned to different conditions in the experiment —
Morphological, Orthographic, and Unrelated. In the Morphological condition, the
prime was the verb that the deverbal head noun is derived from (WRITE — WRIT-
ER); in the Orthographic condition, the prime was a word which was orthograph-
ically similar to the verb that the head noun is derived from but is completely
unrelated to it (LONE — LOVER); and in the Unrelated condition the prime was a
word completely unrelated to the head noun (IMAGE — ROBBER). The final list
of 108 adjective—noun phrases collected (see Appendix A) was balanced across
six lists so that every head noun occurred in a condition only once, either with an
adjective with a strong association (e.g. prolific writer) or with an adjective with
a weak level of association (e.g. objective writer), as shown in Table 2. The mean
length of all adjective-noun phrases was 15.8 characters (SD = 2.75).6

For a detailed analysis of differences between different measures of association between words, see
Gablasova et al. (2017).

According to Rychly, the maximum value of logDice is 14, but the value is usually less than 10. Words
with a logDice value of 7 and above are considered strong associates, while words with association
values below 0 are not significantly associated.

The experiments from which the data in this study were used were conducted as a part of a research
project on processing of multiword expressions. The conditions presented here were used in the expe-
riments to test the effects of morphological relatedness, but they were not directly relevant for the study
in this paper and are reported here only for the sake of clarity.

64



21(1)2026. F, MALENICA, J. PROROKOVIC, J. GUGIC, M. KompPARA LUKANCIC, E. MusTAPIC MALENICA: Language...

TaBLE 2. Example of prime—target pairs across different experimental lists

Prime Target Association strength Condition
WRITE PROLIFIC WRITER Strong Morphological
WRITE OBJECTIVE WRITER Weak Morphological
WRIST PROLIFIC WRITER Strong Ortho
WRIST OBJECTIVE WRITER Weak Ortho
REAL PROLIFIC WRITER Strong Unrelated
REAL OBJECTIVE WRITER Weak Unrelated

In addition to the 54 experimental items, a list of 64 filler items was created
using the Unipseudo generator (New et al., 2024), a tool that uses the existing
phrases and corpus-collected words as models for the algorithm for generating
prime and target phrases. The length of all filler items was equal to the average
length of experimental items.

English language proficiency test

The proficiency test used in the study was designed to allow for relatively quick
and highly reliable collection of data on L2 proficiency.” The test was used in
conjunction with a questionnaire, which was used to collect the basic sociode-
mographic information and data on learning experience from the participants.
The questionnaire contained seven questions about the participants’ gender, age,
native language, level of studies, and number of years spent learning English,
while the proficiency test contained 40 multiple-choice questions aimed to gauge
four different aspects of L2 proficiency — vocabulary, spelling, reading compre-
hension, and grammar. In order to make the results more valid for the context of
language processing experiments, the participants had a finite amount of time to
go through the entire experiment (12 minutes in total). To confirm the validity of
the test, the results collected from it were compared to the results obtained by the
Oxford Placement Test and they showed a moderate to strong correlation between
the results of the two tests.® Every participant in the study completed the profi-

7 For more details about the validity and the internal consistency of the proficiency test used in this
study, see Gugi¢ et al. (in review).

8 An anonymous reviewer has asked why an established proficiency test (such as the Oxford Quick
Placement Test) was not utilized to measure proficiency instead of a self-developed test. While this is
a fair point, the explanation of our methodological choice lies in practicality and potential participant
fatigue — our aim was to use a test that can be easily used in the online environment and would not be
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ciency test after finishing the experiment. An example of tasks for each section of
the proficiency test is shown in Table 3.

TaBLE 3. Tasks with instructions divided by test sections.

Section Task instruction Example of tasks
Sam was tired that he couldn’t keep his eyes
open.

Vocabulary Choose the most suitable very

word. too

SO
extremely
The show has mostly positive reviews.

Spellin Chose the word which is received

peiing correctly spelled. recieved

receved

I couldn’t help but notice your beauty.

Reading com- | For each sentence choose | It happened, although I didn’t want to.

prehension an explanation below. I wanted people to notice it, but I couldn’t help them.
It can’t be noticed.

We are looking forward to you soon.
a. see
Grammar Ch.oose the most appro- _
priate words. b.  seeing
c have seen
d.  be seeing
Procedure

The experiments were conducted using the PCIbex farm tool (Zehr & Schwartz,
2018). The local experiments were all conducted in a large, well-lit room equipped
with personal desktop computers with no external visual or auditory distractions.
The number of participants per live session was six or fewer. The procedure for
the experiment and the description of trials were provided at the beginning of
every session, followed by several practice tasks and a break before the session
with the experimental conditions. The participants in the online experiments com-
pleted the experiment in individual sessions in their personal space with no audi-

too demanding in terms of time. Our estimate was that integrating a test like the one suggested by the
reviewer in a digital format may ultimately prove to be more time-consuming. However, the question
of whether that particular test would provide more reliable data is worth investigating further.
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tory or visual external distractions.’

To test the speed and accuracy of collocation processing, we used a phrasal de-
cision task with masked priming, which entails exposure of participants to prime
stimuli at speeds which do not allow conscious processing, typically 42 to 60
ms. The prime is preceded by an intervening forward mask and is immediately
followed by the target stimulus (Kinoshita & Lupker, 2010; Forster & Azuma,
2000). Every trial started with a fixation cross, followed by the forward mask
‘WA in the duration of 500 ms, a masked prime in the duration of 60 ms,
and the target phrase for which the participants were supposed to press the cor-
responding keys on the keyboard as quickly as possible. The participants were
instructed to answer whether they thought the sequence of letters shown on the
screen was a valid phrase in English. After the non-native participants complet-
ed the experiment, they were directed to the demographic questionnaire and the
English proficiency test (§4.2). The whole procedure took about 30 minutes from
the beginning to the end.

RESULTS

The experimental data and the results of the L2 proficiency test were collected
from the PCIbex farm and Microsoft Forms websites and were imported into R (R
Core Team, 2015) for data wrangling and data analysis using the tidyverse pack-
age (Wickham et al., 2019). The data collected from the proficiency test included
the total number and percentage of correct answers for each section and the whole
test, and the duration for each section and the whole test. The data from the ex-
periment included accuracy and reaction times for every observation and overall
accuracy for every participant, which was calculated as the percentage of all items
(including filler items) for which a correct answer was recorded.

Experiment 1 (Croatian)

In the first experiment, conducted with Croatian speakers, we looked at the
correlations between two indicators of processing — accuracy and reaction times.
The collected data had to be filtered out using different procedures based on the

®  The participants were instructed to provide a space in which they can guarantee no disturbances, but

the assurance of implementation of these conditions was left to their discretion.
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type of correlation that was analysed. Specifically, for correlation between ac-
curacy and other variables, we filtered out the data to remove those participants
whose total accuracy was below 60%, as these participants could not be regarded
as reliable (1785 observations, 15 participants). The remaining observations were
aggregated per participant and condition so that each participant provided four
observations. In terms of accuracy, we looked at the correlations between total
accuracy (all items, including fillers)!® and the results on the proficiency tests and
its subcomponents (vocabulary, spelling, reading, grammar), the number of years
the participant had spent learning English, the age of the participants, and the
total amount of time it took the participant to complete the proficiency test. The
summary of values filtered out this way is shown in Table 4.

TaBLE 4. Mean scores and standard deviations for analysed variables in Experiment 1

Mean SD Min. Max.
Total Accuracy (%) 83.51 10.51 59.66 98.32
Total Proficiency (%) 72.84 13.14 42.5 95
Vocabulary (%) 82.94 18.40 30 100
Spelling (%) 69.41 17.76 30 100
Reading (%) 78.82 21.48 20 100
Grammar (%) 60.20 17.43 10 90
Years Learning English 14.04 2.41 8 20
Age 20.73 1.73 18 25

Accuracy was significantly correlated!! with the results of the entire proficiency
test (p <.001), the vocabulary (p < .001) and grammar (p < .01) subsections of
the test, with the number of years spent learning English (p<.001) and partici-
pants’ age (p < .001), and as can be seen in Figure 1, the correlation is strong for

10 Anonymous reviewers have pointed out that the inclusion of observations from fillers in the analysis
of accuracy and their exclusion from RT analysis creates an asymmetry between the two dependent
measures. While we agree that this double-sided approach seems arbitrary at first glance, we find it
conceptually justified as the overarching goal of the experiments used in this study (not reported in this
paper) is the analysis of factors which influence the processing of multiword expressions (cf. §4.2). In
that respect, it makes sense to analyze the reaction times by condition and to exclude fillers from the
analysis as they are not multiword expressions (cf. Appendix C). On the other hand, it makes sense that
the overall accuracy, which is the measure used in our study, encompasses both fillers and experimen-
tal items as it is indicative of their general precision in distinguishing valid from invalid expressions.

" Correlation was tested using Pearson’s correlation coefficient in the Hmisc package (Harrell 2026) in R.
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all mentioned variables.'> Accuracy was found to be negatively correlated with
total duration of the proficiency test (p < .05), while there was a strong positive
correlation between total proficiency and number of years spent learning English
(p <.001) and age of participants (p < .001), as well as an almost perfect negative
correlation between total duration and results on the proficiency test (p <.001).

Age
Total Duration = 0.8

Years Learning English 0.8 | 0.9

Grammar Percent 06 -0.9 0.7 '

05

Reading Percent 05 04 -06 03 it
Spelling Percent 02 08 05 -07 0.7 -0.5
1.0

Vocabulary Percent ' 06 04 08 08 -09 08
Total Proficiency {09 08 07 [08 07 -1 08

Total Accuracy 06 ‘0.8 04 0.1 06 0.7 -0.7 07

FiGURE 1. Matrix with correlation strength for accuracy in Experiment 1 (Croatian)

To test the potential correlation between the mentioned variables and reaction
times in the experiment, several additional filtration steps were conducted. In ad-
dition to removing all participants whose overall accuracy was below 60%, we
also removed all observations for which an incorrect response was given (1001
observations) and all observations that were not within the 50-2000 ms range
(720 observations), as well as all filler items, which resulted in a total dataset

The matrix in Figure 1 (and the remaining figures throughout the paper) shows the strength of corre-
lation, but not its statistical significance. While the two are closely interrelated, there are variables for
which a relatively strong correlation effect is obtained without it being statistically significant (e.g. the
correlation between total accuracy and spelling has a moderate correlation coefficient of 0.4 but is not
statistically significant).
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of 1914 observations. The visual inspection of histograms of the remaining RT
values showed that the data were close to normal. Even though the Shapiro—Wilk
test showed significant deviation from normality of the dataset, any potential data
transformations (square-root values, log-transformed values, inversely-trans-
formed values) yielded the same result, which is why we used the untransformed
values in subsequent analyses The values were aggregated across each condition
and participant, so that each participant provided three observations. These ob-
servations were included in the correlation analysis with the results of the pro-
ficiency test, its subcomponents and the demographic variables. Reaction times
were found to be in significant negative correlation with the results of the entire
proficiency test (p <.001) and all of its subsections — vocabulary (p < .05), spell-
ing (p <.001), reading (p < .001) and grammar (p <.001) subsections of the test,
and with the number of years spent learning English (p < .05) and participants’
age (p < .05). Similarly to accuracy, a statistically significant positive correla-
tion was noted with the amount of time spent on the proficiency test, meaning
that participants who took longer to complete the test were also slower in their
responses in the experiment. The results of the proficiency test were significantly
correlated with the number of years spent learning English (p <.001) and the age
of participants (p <.001).

Age
Total Duration | 0.8
Years Learning English ' 0.8 ' 0.8

Grammar Percent 07 -09 08

05
Reading Percent 0.6 06 -0.7 0.5 i
Spelling Percent 04 08 06 -08 08 -0.5

Vocabulary Percent 0.7 05 08 08 -09 08
Total Proficiency ' 08 09 08 08 08 -1 08

RT -09 -0.7 -08 -0.7 -08 -0.7 /0.8 -0.7

FiGurE 2. Matrix with correlation strength for reaction times in Experiment 1 (Croatian)
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Experiment 2 (Slovenian)

The data collection and data pruning procedure were the same for Experiment 2,
which was conducted online with Slovene participants. As with Experiment 1, we
first looked at the correlation between accuracy and the results of the proficiency
test and the demographic variables. Since all participants had a total accuracy
higher than 60%, no observations were removed during this step. If we compare
the summary statistics in Table 5, with those for Experiment 1, we can see that
the participants in this experiment were on average older (24.93 vs. 20.73), had
spent more time learning English (15.35 vs. 14.04), achieved higher scores on
the proficiency test (82.21 vs. 72.84), and had higher accuracy in the experiment
(91.99 vs. 83.51).

Table 5. Mean scores and standard deviations for analysed variables in Experiment 2

Mean SD Min. Max.
Total Accuracy (%) 91.99 6.15 66.39 99.16
Total Proficiency (%) 82.21 9.01 57.5 100
Vocabulary (%) 92.94 9.56 60 100
Spelling (%) 73.53 21.27 30 100
Reading (%) 91.47 8.45 30 100
Grammar (%) 70.88 16.87 70 100
Years Learning English 15.35 4.41 20 100
Age 24.94 2.10 9 25

We used the same aggregation procedure as in Experiment 1, so that each
participant provided one observation per variable. While the accuracy scores in
Experiment 2 were significantly correlated with the results of the proficiency
test (p < .05), accuracy was not correlated with any of the remaining variables
used in the analysis, except for the spelling subsection of the proficiency test (p
<.001). We also found a statistically significant positive correlation between
the results of the proficiency test and the number of years spent learning English

(p <.05).
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Age
Total Duration 0.7

Years Learning English ' 0.7 | 0.9

Grammar Percent 01 -0.5 -0.1 - 1.0

05

Reading Percent 04 0 -0.2 0.1 -
Spelling Percent 02 04 04 -05 03 0.5
10

Vocabulary Percent 0.5 0.1 06 03 -08 0.2
Total Proficiency /08 f10.8 0 07 03 -07 02

Total Accuracy 03 0 07 -05 0 02 0 0.1

FiGure 3. Matrix with correlation strength for accuracy in Experiment 2 (Slovenian)

As with the data in Experiment 1, in order to test the correlation with RT values,
we further pruned the dataset to remove all observations for which an incorrect
response was given (249 observations) and all observations that were not within
the 50-2000 ms range (233 observations), as well as all filler items, which re-
sulted in the total dataset of 1134 observations. The remaining RT values were
aggregated across each condition and participant so that each participant provided
three observations. The reaction time was significantly correlated with the results
of the proficiency test and three out of four of its subcomponents — vocabulary (p
<.01), spelling (p <.001), and grammar (p <.001), as well as with the number of
years spent learning English (p <.05), but not with the age of participants. As with
Experiment 1, the amount of time spent solving the proficiency test had a strong
positive correlation with RT values (p < .001) and a strong negative correlation
with the results on the proficiency test (p <.01). The L2 proficiency values were
significantly correlated with the number of years spent learning English (p <.05)
but not with age.
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Age
Total Duration 0.3

Years Learning English 0.7 | 0.8

Grammar Percent 04 -0.8 -0.1 - 1.0

05

Reading Percent 03 0.1 -0.1 0.1 -
Spelling Percent 0.1 /0.8 0.7 -09 03 0.5
1.0

Vocabulary Percent ‘08 -02 07 05 -07 O
Total Proficiency 0.8 0.8 -0.1 /08 06 -09 0.1

RT -09 -0.7 -09 02 -09 -05/08 -02

F1GURE 4. Matrix with correlation strength for reaction times in Experiment 2 (Slovenian)

DISCUSSION

The study in this paper set out to assess a potentially meaningful connection be-
tween the processing of adjective—noun collocations in English as L2 and the re-
sults of a proficiency test and its subcomponents and/or sociodemographic factors
such as age and the number of years spent studying English. We also examined
whether these sociodemographic variables are correlated with the results on the
proficiency test.

With regards to RQ1 (cf. §3), we see a statistically significant correlation be-
tween both measures of processing and L2 proficiency. Specifically, we observed
a positive correlation with accuracy and a negative correlation with reaction
times, meaning that participants who got a higher score on the proficiency test
were, on average, more accurate and faster in their responses. While the negative
link between accuracy and RT was shown to be strong in both experiments, the
strength of correlation with accuracy was visibly lower in Experiment 2 than in
Experiment 1, and we attribute this difference to the difference in the dispersion
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of proficiency scores. The difference in the two datasets can be seen in Table 4
and Table 5, but also from the scatterplots in Figure 5, which clearly show that the
two datasets are distributed differently. Both sets of values from Experiment 1 are
more evenly dispersed across the whole continuum of values, with the majority of
them following the linear trend indicated by the confidence interval (lime green
area). On the other hand, the majority of values for Experiment 2 are clustered
tightly together around the upper right corner (i.e. intersection of 90% accuracy
and 80-90% L2 proficiency) with a small number of outliers towards the lower
left corner of the scatterplot, which increase the confidence interval and reduce
the strength of correlation.

Total Proficiency
©
o

Total Proficiency

0.6 0.7 0.8 0.9 1.0 0.6 0.7 0.8 0.9 1.0

Accuracy Accuracy

Experiment 1 Experiment 2

FiGure 5. Scatterplots of L2 proficiency and accuracy in both experiments

An even bigger discrepancy between the two groups of participants comes from
the data pertinent to our RQ2 — while accuracy was correlated with the vocabulary
and grammar sections of the proficiency test in Experiment 1, it was correlated
only with spelling in Experiment 2. On the other hand, the data on the correlation
of RT and L2 proficiency scores show a higher level of agreement between the
two groups, as all sections of the proficiency test were strongly correlated with
RT in Experiment 1, while this was also true for three out of four sections in the
Experiment 2 dataset. While there is no definite answer for the discrepancy in
terms of accuracy, this may be attributed to a combination of ceiling effects and a
relatively lower number of data points in Experiment 2, as can be seen from Figure
6. The results reinforce the well-established relationship between L2 proficiency
and processing efficiency in general, confirming that learners with higher profi-
ciency demonstrate faster collocational recognition. The significant correlations
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between vocabulary and grammar scores and both accuracy and reaction times
(especially in Experiment 1) indicate that these proficiency subdomains contrib-
ute to more automatized access and integration of linguistic information. This pat-
tern is consistent with earlier studies showing that richer lexical representations
(Daidone & Darcy, 2021; van Zeeland & Schmitt, 2013; Pellicer-Sanchez et al.,
2024) and greater grammatical sensitivity (Hopp, 2013; Sagarra & Herschensohn,
2010) facilitate smoother real-time comprehension. The fact that higher profi-
ciency levels can generally yield more native-like, automatic processing is not
necessarily surprising and aligns well with previous research (see Osterhout et al.,
2000; Kotz & Elston-Giittler, 2004; Liu, 2009; Gao & Sun, 2025)."3 On the other
hand, the possibility of ceiling effects must also be acknowledged when it comes
to the observed disproportion in correlation effects between the two experiments,
as beyond a certain threshold, differences in grammatical sensitivity may become
less detectable (cf. Tokowicz & MacWhinney, 2005).

As one reviewer suggests, the inclusion of a native-speaker control group would significantly stren-
gthen the theoretical contribution and provide a clearer frame of reference for interpreting the results.
Such an addition would allow for a stronger argument regarding facsimile processing patterns shared
by high-proficiency learners and native speakers. In other words, the question remains whether the
impact of the observed effects reflects more general cognitive differences rather than language-specific
mechanisms. Further follow-up studies would benefit from incorporating such a control group, should
they aim to enhance the explanatory scope and robustness of their conclusions.
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However, a more important finding is that reaction time turns out to be a far
more reliable indicator of L2 proficiency, as it is strongly correlated with all (Ex-
periment 1) or most of the L2 proficiency components (Experiment 2), in addition
to the proficiency test as a whole. It is also quite telling that the time taken to
complete the proficiency test was very strongly correlated with reaction times in
both experiments (p <.001 in both), and this value had an almost perfect negative
correlation with the proficiency score in both experiments. In other words, the
more advanced learners of English as an L2 were faster in both the experimental
tasks and the tasks on the L2 proficiency test, which would indicate that increas-
ing the knowledge of English as L.2 automatically increases the speed at which we
process the linguistic input. Again, the finding that slower reaction times correlat-
ed with longer proficiency test durations is relevant in relation to accuracy results
and the potential mediating role that proficiency plays in understanding how L2
users engage with formulaic collocational language in real time. In other words,
while faster processing often signals automatization, deliberate structural analysis
can also characterize advanced processing strategies. In comparison to Liang and
Chen (2014), the results obtained in our study do not reflect the idea that highly
proficient learners engage in more analytical, rule-based decomposition rather
than relying solely on stored lexical knowledge. If anything, they might suggest
that the strategy for achieving the best results accuracy-wise is one that is more
intuitive rather than analytical.

With regards to the third research question, there seems to be a strong general
finding — the number of years spent learning English as L2 is more reliably corre-
lated with measures of processing (RT specifically) and L2 proficiency than age,
and this is particularly visible in Experiment 2. With data from Experiment 1,
both measures of processing and the overall L2 proficiency score are significant-
ly correlated with the sociodemographic variables. On the other hand, the only
correlation between measures of processing and sociodemographic variables in
Experiment 2 is that between reaction times and time spent learning English (p <
.05), while L2 proficiency is also correlated with time spent learning English (p
<.001) and age (p < .05). This is a somewhat expected result, but still a positive
one from the perspective of formal systems of language learning as it provides
a reliable confirmation of the importance of the educational system for reaching
higher levels of language proficiency.
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FiGure 7. Scatterplots of sociodemographic variables and L2 proficiency in both experiments

In line with previous studies, the results underscore the importance of view-
ing proficiency not merely as a background variable but as a central mediating
factor in L2 processing studies (cf. Clahsen & Felser, 2006; Hopp, 2015; Cun-
nings, 2017). Additionally, the correlations with years of learning English and
age suggest that extended exposure and cumulative linguistic experience con-
solidate these processing advantages over time, thus supporting the notion that
proficiency mediates both the accuracy and fluency of multiword processing in
L2 learners. To conclude, follow-up studies ought to disentangle linguistic com-
petence from general processing efficiency more directly, perhaps by employing
alternative proficiency measures that are not necessarily timed. This might situate
componential proficiency effects more explicitly within specific models of L2
processing and collocational representation and extend the present findings in a
more explanatory direction.
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CONCLUSION

In summary, our study demonstrated that the processing of adjective—noun col-
locations in English as a second language is significantly associated with overall
L2 proficiency, confirming that higher proficiency tends to predict both greater
accuracy (Experiment 1) and faster response times (Experiments 1 and 2). Re-
garding specific subcomponents of proficiency, accuracy was most consistently
related to vocabulary and grammar knowledge in Experiment 1, whereas spelling
emerged as the strongest predictor in Experiment 2. This is consistent with earlier
studies showing that greater vocabulary competence and grammatical sensitivi-
ty facilitate smoother real-time processing and understanding. More importantly,
our research extends this line of evidence to the domain of collocational process-
ing, suggesting that vocabulary breadth and morphosyntactic awareness play a
joint role in the efficient retrieval of multiword expressions.

Reaction times, however, exhibited significant correlations across nearly all
proficiency subdomains, suggesting that the speed of collocational processing re-
flects a broad proficiency effect rather than dependence on any single linguistic
skill. Finally, among the language-related sociodemographic variables, the num-
ber of years spent learning English proved to be the most reliable predictor of
processing efficiency, particularly in Experiment 2, while age showed a compar-
atively weaker link. Together, our findings highlight that both global and compo-
nential aspects of L2 proficiency, as well as cumulative learning experience, play
critical roles in shaping how learners comprehend collocations in real time.
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APPENDIX A

List of stimuli (List 1)

ABSOLUTE BEGINNER BEGIN Morpho 12.21381 8.7571
ABSOLUTE BEGINNER BENIGN Ortho 12.21381 8.7571
ABSOLUTE BEGINNER ACCEPT Unrelated 12.21381 8.7571
ACTIVE EXAMINER EXAMINE Morpho 2.8773 -0.43906
ACTIVE EXAMINER EXIT Ortho 2.8773 -0.43906
ACTIVE EXAMINER BELOW Unrelated 2.8773 -0.43906
ADDICTED SMOKER SMOKE Morpho 13.41289 7.27106
ADDICTED SMOKER SMOOTH Ortho 13.41289 7.27106
ADDICTED SMOKER SEARCH Unrelated 13.41289 7.27106
AGGRESSIVE PLAYER PLAY Morpho 8.89026 7.27488
AGGRESSIVE PLAYER PLAN Ortho 8.89026 7.27488
AGGRESSIVE PLAYER HEAR Unrelated 8.89026 7.27488
ALIEN INVADER INVADE Morpho 12.15317 7.10856
ALIEN INVADER INVITE Ortho 12.15317 7.10856
ALIEN INVADER FOCUS Unrelated 12.15317 7.10856
ALTERNATIVE SINGER SING Morpho 1.28961 -0.68447
ALTERNATIVE SINGER SINK Ortho 1.28961 -0.68447
ALTERNATIVE SINGER REAL Unrelated 1.28961 -0.68447
ANONYMOUS REVIEWER REVIEW Morpho 11.31555 7.2193
ANONYMOUS REVIEWER REVISE Ortho 11.31555 7.2193
ANONYMOUS REVIEWER METHOD Unrelated 11.31555 7.2193
APPROPRIATE CALLER CALL Morpho 3.13617 -1.01047
APPROPRIATE CALLER CULL Ortho 3.13617 -1.01047
APPROPRIATE CALLER IMAGE Unrelated 3.13617 -1.01047
ARDENT LOVER LOVE Morpho 11.89372 7.12502
ARDENT LOVER LONE Ortho 11.89372 7.12502
ARDENT LOVER ENOUGH Unrelated 11.89372 7.12502
AVID GOLFER GOLF Morpho 13.27799 8.0646
AVID GOLFER GOLD Ortho 13.27799 8.0646
AVID GOLFER STORY Unrelated 13.27799 8.0646
BEAUTIFUL TEACHER TEACH Morpho -0.04 -0.42
BEAUTIFUL TEACHER TEASE Ortho -0.04 -0.42
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BEAUTIFUL TEACHER ENOUGH Unrelated -0.04 -0.42
CASUAL OBSERVER OBSERVE Morpho 12.4795 9.18526
CASUAL OBSERVER OBSCURE Ortho 12.4795 9.18526
CASUAL OBSERVER ENOUGH Unrelated 12.4795 9.18526
COMPULSIVE SHOPPER SHOP Morpho 11.67948 6.52508
COMPULSIVE SHOPPER SHOT Ortho 11.67948 6.52508
COMPULSIVE SHOPPER UPON Unrelated 11.67948 6.52508
CRAZED STALKER STALK Morpho 14.60122 7.17557
CRAZED STALKER STALL Ortho 14.60122 7.17557
CRAZED STALKER METHOD Unrelated 14.60122 7.17557
CURRENT COMPOSER COMPOSE Morpho 1.56243 -0.97184
CURRENT COMPOSER COMPILE Ortho 1.56243 -0.97184
CURRENT COMPOSER ZEAL Unrelated 1.56243 -0.97184
DEVOUT WORSHIPPER WORSHIPP Morpho 13.52369 7.06972
DEVOUT WORSHIPPER WARSHIP Ortho 13.52369 7.06972
DEVOUT WORSHIPPER FOCUS Unrelated 13.52369 7.06972
DRY CLEANER CLEAN Morpho 10.93546 6.68589
DRY CLEANER CLEAR Ortho 10.93546 6.68589
DRY CLEANER SEARCH Unrelated 10.93546 6.68589
EXCELLENT DIVER DIVE Morpho 2.67167 -0.46026
EXCELLENT DIVER DINE Ortho 2.67167 -0.46026
EXCELLENT DIVER FIELD Unrelated 2.67167 -0.46026
FREQUENT WORKER WORK Morpho 0.46 -0.4
FREQUENT WORKER WORD Ortho 0.46 -0.4
FREQUENT WORKER MONEY Unrelated 0.46 -0.4
FUTURE MURDERER MURDER Morpho 3.89006 -1.31767
FUTURE MURDERER MUDDY Ortho 3.89006 -1.31767
FUTURE MURDERER STORY Unrelated 3.89006 -1.31767
GLOBAL EXPLORER EXPLORE Morpho 3.65657 -0.44556
GLOBAL EXPLORER EXPLODE Ortho 3.65657 -0.44556
GLOBAL EXPLORER MAIJOR Unrelated 3.65657 -0.44556
GRAPHIC DESIGNER DESIGN Morpho 12.84514 10.44192
GRAPHIC DESIGNER DECIDE Ortho 12.84514 10.44192
GRAPHIC DESIGNER FIELD Unrelated 12.84514 10.44192
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GREAT WANDERER WANDER Morpho 4.25748 -2.75087
GREAT WANDERER WANT Ortho 4.25748 -2.75087
GREAT WANDERER UPON Unrelated 4.25748 -2.75087
HARDENED DRINKER DRINK Morpho 13.0299 7.61822
HARDENED DRINKER DRILL Ortho 13.0299 7.61822
HARDENED DRINKER MAJOR Unrelated 13.0299 7.61822
HEAVY READER READ Morpho 0.88 -0.28
HEAVY READER REAL Ortho 0.88 -0.28
HEAVY READER ZEAL Unrelated 0.88 -0.28
INDEPENDENT CLIMBER CLIMB Morpho 3.47246 -0.59719
INDEPENDENT CLIMBER CLING Ortho 3.47246 -0.59719
INDEPENDENT CLIMBER TEXT Unrelated 3.47246 -0.59719
INFLUENTIAL THINKER THINK Morpho 10.65135 7.14944
INFLUENTIAL THINKER THANK Ortho 10.65135 7.14944
INFLUENTIAL THINKER HEAR Unrelated 10.65135 7.14944
INTERNAL RESEARCHER RESEARCH Morpho 1.33335 -0.21616
INTERNAL RESEARCHER RESEND Ortho 1.33335 -0.21616
INTERNAL RESEARCHER MAJOR Unrelated 1.33335 -0.21616
INTERNATIONAL PAINTER PAINT Morpho 2.64827 -0.69505
INTERNATIONAL PAINTER PAIN Ortho 2.64827 -0.69505
INTERNATIONAL PAINTER MONEY Unrelated 2.64827 -0.69505
KEEN GARDENER GARDEN Morpho 11.87749 7.86999
KEEN GARDENER GARBAGE Ortho 11.87749 7.86999
KEEN GARDENER BELOW Unrelated 11.87749 7.86999
LEGENDARY DRUMMER DRUM Morpho 10.30738 6.01155
LEGENDARY DRUMMER DRUNK Ortho 10.30738 6.01155
LEGENDARY DRUMMER DRUG Ortho 10.30738 6.01155
LOCAL ROBBER ROB Morpho 4.22174 -1.58762
LOCAL ROBBER ROD Ortho 422174 -1.58762
LOCAL ROBBER IMAGE Unrelated 422174 -1.58762
LONG-TIME ADMIRER ADMIRE Morpho 13.16976 7.47905
LONG-TIME ADMIRER ADMIT Ortho 13.16976 7.47905
LONG-TIME ADMIRER BELOW Unrelated 13.16976 7.47905
ORIGINAL BIDDER BID Morpho 3.43638 -0.35647
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ORIGINAL BIDDER BIT Ortho 3.43638 -0.35647
ORIGINAL BIDDER IDEA Unrelated 3.43638 -0.35647
PATIENT DRIVER DRIVE Morpho -0.28 -0.93
PATIENT DRIVER DRAW Ortho -0.28 -0.93
PATIENT DRIVER ALMOST Unrelated -0.28 -0.93
POPULAR GROWER GROW Morpho 3.98622 -0.32068
POPULAR GROWER GRIND Ortho 3.98622 -0.32068
POPULAR GROWER MONEY Unrelated 3.98622 -0.32068
PREVIOUS REPAIRER REPAIR Morpho 6.3422 -1.04764
PREVIOUS REPAIRER REPAINT Ortho 6.3422 -1.04764
PREVIOUS REPAIRER TEXT Unrelated 6.3422 -1.04764
PRIVATE HACKER HACK Morpho 3.76663 -1.23572
PRIVATE HACKER HASH Ortho 3.76663 -1.23572
PRIVATE HACKER IDEA Unrelated 3.76663 -1.23572
PROLIFIC WRITER WRITE Morpho 11.95539 8.85472
PROLIFIC WRITER WRIST Ortho 11.95539 8.85472
PROLIFIC WRITER REAL Unrelated 11.95539 8.85472
PROSPECTIVE DEVELOPER DEVELOP Morpho 9.81514 7.05006
PROSPECTIVE DEVELOPER ZEAL Unrelated 9.81514 7.05006
PROSPECTIVE DEVELOPER STORY Unrelated 9.81514 7.05006
RELIGIOUS LEADER LEAD Morpho 7.68359 8.02187
RELIGIOUS LEADER LEAP Ortho 7.68359 8.02187
RELIGIOUS LEADER HEAR Unrelated 7.68359 8.02187
REPUTABLE BUILDER BUILD Morpho 11.9907 7.80282
REPUTABLE BUILDER BUTTON Ortho 11.9907 7.80282
REPUTABLE BUILDER ACCEPT Unrelated 11.9907 7.80282
SEASONED WATCHER WATCH Morpho 13.85149 7.38657
SEASONED WATCHER WASH Ortho 13.85149 7.38657
SEASONED WATCHER ACCEPT Unrelated 13.85149 7.38657
SERIOUS LEARNER LEARN Morpho 1.38672 -0.65328
SERIOUS LEARNER LEAN Ortho 1.38672 -0.65328
SERIOUS LEARNER ALMOST Unrelated 1.38672 -0.65328
SOLO PERFORMER PERFORM Morpho 9.83242 7.2664
SOLO PERFORMER PERFECT Ortho 9.83242 7.2664
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SOLO PERFORMER METHOD Unrelated 9.83242 7.2664
SPECIAL DANCER DANCE Morpho 2.04982 -0.74979
SPECIAL DANCER DARE Ortho 2.04982 -0.74979
SPECIAL DANCER IDEA Unrelated 2.04982 -0.74979
STANDARD INTRUDER INTRUDE Morpho 4.41329 -1.59126
STANDARD INTRUDER INVEST Ortho 4.41329 -1.59126
STANDARD INTRUDER IMAGE Unrelated 4.41329 -1.59126
STRANGE USER USE Morpho -0.05 -0.52
STRANGE USER USUAL Ortho -0.05 -0.52
STRANGE USER TEXT Unrelated -0.05 -0.52
SUCCESSFUL KILLER KILL Morpho 2.00729 -1.06485
SUCCESSFUL KILLER KID Ortho 2.00729 -1.06485
SUCCESSFUL KILLER UPON Unrelated 2.00729 -1.06485
UNDERCOVER REPORTER REPORT Morpho 13.77517 8.99202
UNDERCOVER REPORTER RESORT Ortho 13.77517 8.99202
UNDERCOVER REPORTER FOCUS Unrelated 13.77517 8.99202
UNREPENTANT SINNER SIN Morpho 14.7671 7.87416
UNREPENTANT SINNER SING Ortho 14.7671 7.87416
UNREPENTANT SINNER SEARCH Unrelated 14.7671 7.87416
URBAN DWELLER DWELL Morpho 12.50166 6.84248
URBAN DWELLER DWARF Ortho 12.50166 6.84248
URBAN DWELLER ALMOST Unrelated 12.50166 6.84248
USEFUL BUYER BUY Morpho 1.80618 -0.20457
USEFUL BUYER BUSY Ortho 1.80618 -0.20457
USEFUL BUYER REAL Unrelated 1.80618 -0.20457
YOUNG ATTACKER ATTACK Morpho 5.1453 -0.20959
YOUNG ATTACKER ATTRACT Ortho 5.1453 -0.20959
YOUNG ATTACKER FIELD Unrelated 5.1453 -0.20959
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APPENDIX B

List of stimuli (List 2)

Target Prime Condition | MI logDice
ACCOMPLISHED PAINTER PAINT Morpho 11.35945 7.04

ACCOMPLISHED PAINTER PAIN Ortho 11.35945 7.04

ACCOMPLISHED PAINTER FOCUS Unrelated 11.35945 7.04

AIMLESS WANDERER WANDER Morpho 14.72466 7.04872
AIMLESS WANDERER WANT Ortho 14.72466 7.04872
AIMLESS WANDERER ENOUGH Unrelated 14.72466 7.04872
ALPINE CLIMBER CLIMB Morpho 10.43766 5.78585
ALPINE CLIMBER CLING Ortho 10.43766 5.78585
ALPINE CLIMBER STORY Unrelated 10.43766 5.78585
ANONYMOUS CALLER CALL Morpho 10.6551 6.32737
ANONYMOUS CALLER CULL Ortho 10.6551 6.32737
ANONYMOUS CALLER UPON Unrelated 10.6551 6.32737
ARMED ROBBER ROB Morpho 14.20983 8.34407
ARMED ROBBER ROD Ortho 14.20983 8.34407
ARMED ROBBER FIELD Unrelated 14.20983 8.34407
BAD GARDENER GARDEN Morpho 3.52884 -0.42628
BAD GARDENER GARBAGE Ortho 3.52884 -0.42628
BAD GARDENER UPON Unrelated 3.52884 -0.42628
CAREFUL PLAYER PLAY Morpho 0.08 -0.52

CAREFUL PLAYER PLAN Ortho 0.08 -0.52

CAREFUL PLAYER STORY Unrelated 0.08 -0.52

CLASSICAL COMPOSER COMPOSE Morpho 10.37023 7.57374
CLASSICAL COMPOSER COMPILE Ortho 10.37023 7.57374
CLASSICAL COMPOSER TEXT Unrelated 10.37023 7.57374
COMMON DESIGNER DESIGN Morpho 1.37967 -0.27498
COMMON DESIGNER DECIDE Ortho 1.37967 -0.27498
COMMON DESIGNER HEAR Unrelated 1.37967 -0.27498
DEAR READER READ Morpho 10.18112 8.46828
DEAR READER REAL Ortho 10.18112 8.46828
DEAR READER METHOD Unrelated 10.18112 8.46828
DRUNK DRIVER DRIVE Morpho 9.57732 7.22071
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Target Prime Condition | MI logDice
DRUNK DRIVER DRAW Ortho 9.57732 7.22071
DRUNK DRIVER BELOW Unrelated 9.57732 7.22071
EXOTIC DANCER DANCE Morpho 10.56642 7.23958
EXOTIC DANCER DARE Ortho 10.56642 7.23958
EXOTIC DANCER SEARCH Unrelated 10.56642 7.23958
EXPERIENCED RESEARCHER RESEARCH Morpho 9.38136 7.62429
EXPERIENCED RESEARCHER RESEND Ortho 9.38136 7.62429
EXPERIENCED RESEARCHER ALMOST Unrelated 9.38136 7.62429
EXTERNAL EXAMINER EXAMINE Morpho 13.25866 9.92636
EXTERNAL EXAMINER EXIT Ortho 13.25866 9.92636
EXTERNAL EXAMINER HEAR Unrelated 13.25866 9.92636
FINE STALKER STALK Morpho 5.95432 -0.99844
FINE STALKER STALL Ortho 5.95432 -0.99844
FINE STALKER SEARCH Unrelated 5.95432 -0.99844
GOOD OBSERVER OBSERVE Morpho 2.29394 -0.41319
GOOD OBSERVER OBSCURE Ortho 2.29394 -0.41319
GOOD OBSERVER ZEAL Unrelated 2.29394 -0.41319
HAPPY BUILDER BUILD Morpho 2.6077 -0.72371
HAPPY BUILDER BUTTON Ortho 2.6077 -0.72371
HAPPY BUILDER IMAGE Unrelated 2.6077 -0.72371
HARD SINNER SIN Morpho 3.33156 -1.59426
HARD SINNER SING Ortho 3.33156 -1.59426
HARD SINNER FIELD Unrelated 3.33156 -1.59426
HUMAN INVADER INVADE Morpho 4.02743 -0.92494
HUMAN INVADER INVITE Ortho 4.02743 -0.92494
HUMAN INVADER ACCEPT Unrelated 4.02743 -0.92494
IMPORTANT SMOKER SMOKE Morpho 3.21185 -0.58866
IMPORTANT SMOKER SMOOTH Ortho 3.21185 -0.58866
IMPORTANT SMOKER STORY Unrelated 3.21185 -0.58866
INDIVIDUAL WORSHIPPER WORSHIP Morpho 3.86507 -2.23819
INDIVIDUAL WORSHIPPER WARSHIP Ortho 3.86507 -2.23819
INDIVIDUAL WORSHIPPER MONEY Unrelated 3.86507 -2.23819
LIFELONG LEARNER LEARN Morpho 11.57014 8.60043
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LIFELONG LEARNER LEAN Ortho 11.57014 8.60043
LIFELONG LEARNER IMAGE Unrelated 11.57014 8.60043
MALICIOUS HACKER HACK Morpho 13.66344 8.36065
MALICIOUS HACKER HASH Ortho 13.66344 8.36065
MALICIOUS HACKER MAJOR Unrelated 13.66344 8.36065
MASKED INTRUDER INTRUDE Morpho 13.87429 7.34716
MASKED INTRUDER INTAKE Ortho 13.87429 7.34716
MASKED INTRUDER MONEY Unrelated 13.87429 7.34716
MEAN GOLFER GOLF Morpho 2.48185 -1.97555
MEAN GOLFER GOLD Ortho 2.48185 -1.97555
MEAN GOLFER METHOD Unrelated 2.48185 -1.97555
MODERN DRUMMER DRUM Morpho 3.55237 -0.52966
MODERN DRUMMER DRUNK Ortho 3.55237 -0.52966
MODERN DRUMMER ACCEPT Unrelated 3.55237 -0.52966
NATURAL DRINKER DRINK Morpho 3.75644 -0.83531
NATURAL DRINKER DRILL Ortho 3.75644 -0.83531
NATURAL DRINKER UPON Unrelated 3.75644 -0.83531
OBJECTIVE WRITER WRITE Morpho 0.62 -0.18
OBJECTIVE WRITER WRIST Ortho 0.62 -0.18
OBJECTIVE WRITER MAJOR Unrelated 0.62 -0.18
OFFICIAL REPAIRER REPAIR Morpho 15.08709 7.56259
OFFICIAL REPAIRER REPAINT Ortho 15.08709 7.56259
OFFICIAL REPAIRER ENOUGH Unrelated 15.08709 7.56259
ONCOMING ATTACKER ATTACK Morpho 13.42047 7.22906
ONCOMING ATTACKER ATTRACT Ortho 13.42047 7.22906
ONCOMING ATTACKER IDEA Unrelated 13.42047 7.22906
ORGANIC GROWER GROW Morpho 11.23785 6.88277
ORGANIC GROWER GLOW Ortho 11.23785 6.88277
ORGANIC GROWER TEXT Unrelated 11.23785 6.88277
POLAR EXPLORER EXPLORE Morpho 12.76942 8.2078
POLAR EXPLORER EXPLODE Ortho 12.76942 8.2078
POLAR EXPLORER REAL Unrelated 12.76942 8.2078
POLITICAL PERFORMER PERFORM Morpho 1.37783 -0.862

92



21(1)2026. F, MALENICA, J. PROROKOVIC, J. GUGIC, M. KompPARA LUKANCIC, E. MusTAPIC MALENICA: Language...

Target Prime Condition | MI logDice
POLITICAL PERFORMER PERFECT Ortho 1.37783 -0.862
POLITICAL PERFORMER ENOUGH Unrelated 1.37783 -0.862
POTENTIAL BUYER BUY Morpho 9.60046 7.59744
POTENTIAL BUYER BUSY Ortho 9.60046 7.59744
POTENTIAL BUYER IMAGE Unrelated 9.60046 7.59744
PRIMARY SHOPPER SHOP Morpho 4.13927 -0.14831
PRIMARY SHOPPER SHOT Ortho 4.13927 -0.14831
PRIMARY SHOPPER ALMOST Unrelated 4.13927 -0.14831
PROFESSIONAL WATCHER WATCH Morpho 5.7021 -0.55226
PROFESSIONAL WATCHER WASH Ortho 5.7021 -0.55226
PROFESSIONAL WATCHER REAL Unrelated 5.7021 -0.55226
PSYCHOPATHIC MURDERER MURDER Morpho 14.5646 7.6218
PSYCHOPATHIC MURDERER MUDDY Ortho 14.5646 7.6218
PSYCHOPATHIC MURDERER FIELD Unrelated 14.5646 7.6218
QUALIFIED TEACHER TEACH Morpho 10.88819 9.36584
QUALIFIED TEACHER TEASE Ortho 10.88819 9.36584
QUALIFIED TEACHER BELOW Unrelated 10.88819 9.36584
QUICK BEGINNER BEGIN Morpho 3.28913 -0.07178
QUICK BEGINNER BENIGN Ortho 3.28913 -0.07178
QUICK BEGINNER METHOD Unrelated 3.28913 -0.07178
RECENT ADMIRER ADMIRE Morpho 3.66595 -1.32907
RECENT ADMIRER ADMIT Ortho 3.66595 -1.32907
RECENT ADMIRER TEXT Unrelated 3.66595 -1.32907
RECREATIONAL DIVER DIVE Morpho 11.69686 8.07844
RECREATIONAL DIVER DINE Ortho 11.69686 8.07844
RECREATIONAL DIVER ZEAL Unrelated 11.69686 8.07844
REGISTERED USER USE Morpho 10.34253 9.43686
REGISTERED USER USUAL Ortho 10.34253 9.43686
REGISTERED USER IDEA Unrelated 10.34253 9.43686
REGULAR LOVER LOVE Morpho 2.70637 -0.32001
REGULAR LOVER LONE Ortho 2.70637 -0.32001
REGULAR LOVER MAJOR Unrelated 2.70637 -0.32001
RELEVANT REVIEWER REVIEW Morpho 3.25344 -0.63315
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Target Prime Condition | MI logDice
RELEVANT REVIEWER REVISE Ortho 3.25344 -0.63315
RELEVANT REVIEWER HEAR Unrelated 3.25344 -0.63315
RESPONSIBLE THINKER THINK Morpho 2.80184 -0.386
RESPONSIBLE THINKER THANK Ortho 2.80184 -0.386
RESPONSIBLE THINKER ZEAL Unrelated 2.80184 -0.386
SECURE DEVELOPER DEVELOP Morpho 1.73048 -0.6196
SECURE DEVELOPER DEVISE Ortho 1.73048 -0.6196
SECURE DEVELOPER FOCUS Unrelated 1.73048 -0.6196
SERIAL KILLER KILL Morpho 14.18046 10.79947
SERIAL KILLER KID Ortho 14.18046 10.79947
SERIAL KILLER IDEA Unrelated 14.18046 10.79947
SKILLED WORKER WORK Morpho 10.48771 8.95782
SKILLED WORKER WORD Ortho 10.48771 8.95782
SKILLED WORKER REAL Unrelated 10.48771 8.95782
STRONG CLEANER CLEAN Morpho 3.8321 -0.39498
STRONG CLEANER CLEAR Ortho 3.8321 -0.39498
STRONG CLEANER SEARCH Unrelated 3.8321 -0.39498
TALENTED SINGER SING Morpho 10.37861 7.84167
TALENTED SINGER SINK Ortho 10.37861 7.84167
TALENTED SINGER FOCUS Unrelated 10.37861 7.84167
TRADITIONAL DWELLER DWELL Morpho 5.41756 -0.2285
TRADITIONAL DWELLER DWARF Ortho 5.41756 -0.2285
TRADITIONAL DWELLER MONEY Unrelated 5.41756 -0.2285
UNIQUE REPORTER REPORT Morpho 3.1756 -0.55503
UNIQUE REPORTER RESORT Ortho 3.1756 -0.55503
UNIQUE REPORTER ACCEPT Unrelated 3.1756 -0.55503
UNSUCCESSFUL LEADER LEAD Morpho 1.93 -0.42
UNSUCCESSFUL LEADER LEAP Ortho 1.93 -0.42
UNSUCCESSFUL LEADER BELOW Unrelated 1.93 -0.42
WINNING BIDDER BID Morpho 11.49916 7.46821
WINNING BIDDER BIT Ortho 11.49916 7.46821
WINNING BIDDER ALMOST Unrelated 11.49916 7.46821
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APPENDIX C

Fillers (Both lists)

Target Prime
OTHER DRAYER DRAY
NEW SISHER SISH
MORE FARNER FARN
FIRST TRASER TRAS
SUCH FORDER FORD
MANY RUNTER RUNT
AVAILABLE BROWER BROW
OWN ROLDER ROLD
LAST BORKER BORK
HIGH BARMER BARM
SAME PORMER PORM
DIFFERENT LUTLER LUTL
LARGE HARKER HARK
SMALL WRIVER WRIV
OLD PRADER PRAD
FULL FORTER FORT
NEXT DRITER DRIT
PUBLIC SILLER SILL
POSSIBLE BANCER BANC
FURTHER WARBER WARB
LONG MURNER MURN
EARLY MANCER MANC
ABLE PARMER PARM
FREE FOLLER FOLL
SOCIAL WALMER WALM
LATE CENDER CEND
LITTLE LITLER LITL
MAIN TRAYER TRAY
TOP SENTER SENT
SECOND TURDER TURD
PARTICULAR GROKER GROK
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Target Prime
BIG FEEPER FEEP
SEVERAL CARKER CARK
LEAST BORNER BORN
LOW LUTTER LUTT
MAJOR BARPER BARP
REAL HARNER HARN
NATIONAL SERGER SERG
ONLY SEEPER SEEP
CLEAR WARTER WART
GENERAL KEEKER KEEK
ONLINE CARNER CARN
PERSONAL BUNGER BUNG
EASY FISTER FIST
SHORT CALTER CALT
WIDE FOWDER FOWD
SINGLE HUNNER HUNN
OPEN PARBER PARB
WHOLE FRAYER FRAY
VARIOUS BUTHER BUTH
SIMILAR FINTER FINT
ECONOMIC PALLER PALL
LIKELY MOTTER MOTT
NECESSARY DANNER DANN
RIGHT POWLER POWL
CERTAIN PALKER PALK
SPECIFIC KEEDER KEED
TRUE MILVER MILV
DIFFICULT FARKER FARK
POOR HAREER HARE
MILITARY WARPER WARP
SURE BAREER BARE
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Target Prime
PRESENT MERVER MERV
FINAL RUNGER RUNG
LESS MARTER MART
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JEZICNA KOMPETENCIJA T KUMULATIVNO ISKUSTVO UCENJA KAO KORELATI
PROCESIRANJA KOLOKACIJA: REZULTATI EKSPERIMENTA S UCENICIMA
ENGLESKOG KAO DRUGOG JEZIKA

SAZETAK

U ovom se radu analizira odnos izmedu dvaju mjera jezic-
nog procesiranja — to¢nosti i vremena reakcije — te mjera
jezicne kompetencije u engleskom kao prvom stranom
jeziku (L2) i izloZenosti jeziku. Podaci o jezi€énom proce-
siranju prikupljeni su pomocu zadatka frazne odluke, mje-
re jezi¢ne kompetencije procijenjene su kratkim testom
poznavanja engleskog jezika, dok su podaci o izlozenosti
jeziku prikupljeni sociodeomografskim upitnikom. Sudio-
nici istrazivanja (N = 96) bili su govornici engleskoga kao
prvog stranog jezika, ¢iji je materinski jezik bio hrvatski
ili slovenski. Rezultati pokazuju statisticki znacajnu ko-
relaciju izmedu opce jezi¢ne kompetencije u L2 i obaju
pokazatelja jezicnog procesiranja. Detaljnijom analizom
korelacija izmedu tocnosti i potkomponenti testa jezicne
kompetencije (rjecnik, gramatika, pravopis, Citanje) dobi-
veni su mjeSoviti rezultati, dok je vrijeme reakcije u stati-
sticki znacajnoj korelaciji sa sve Cetiri komponente testa u
Eksperimentu 1 i s tri od Cetiri komponente u Eksperimen-
tu 2. Broj godina provedenih u uc¢enju engleskoga kao L2
pokazao se pouzdano povezanim s mjerama obrade (pose-
bice vremenom reakcije) i jezicnom kompetencijom u L2
u oba eksperimenta. Rezultati ovog istrazivanja upucuju
na to da i cjelokupni i parcijalni aspekti jezicne kompeten-
cije u L2 te ukupno iskustvo uéenja imaju kljuénu ulogu u
sposobnosti govornika L2 da obraduju imensko-pridjevske
kolokacije.
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ABSTRACT

Most research focuses on the emotional and social con-
sequences of smartphone use among adolescents, and
there is less evidence about how smartphone use affects
the physical health of early adolescents. This study aims
to examine and describe the physical health consequences
associated with the extended duration of smartphone use
in early adolescents and their association with subjective
well-being. To address the aim of the study, data from
the fourth wave of the longitudinal study (2021-2023)
conducted within the project “Digital technology in the
family: patterns of behaviour and effects on child deve-
lopment” (D.E.C.ILD.E.) are used. The sample for this
paper comprises 204 early adolescents (58.3% girls). Ado-
lescents provided self-assessments of the physical health
consequences associated with the extended duration of
their smartphone use, as well as their subjective well-be-
ing, measured through life satisfaction and both positive
and negative affect. The results show four categories of the
physical health consequences associated with the extended
duration of smartphone use among early adolescents: a)
sleep problems and tiredness, b) physical passivity, ¢) pain
in the head, neck, and back, and d) problems with the eyes
and pain related to the hands . A higher frequency of diffe-
rent physical health consequences is related to lower life
satisfaction, less positive affect, and more negative affect.
Duration of smartphone use and physical passivity were
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significant predictors of life satisfaction. Duration of smar-
tphone use and sleep problems and tiredness were signifi-
cant predictors of negative affect. Physical health consequ-
ences of smartphone use did not significantly contribute
to positive affect. The findings of the study suggest that
smartphone use may have negative effects on the physical
health and well-being of early adolescents, and that time-
based measures alone should be complemented by an exa-
mination of adolescents’ subjective experiences of digital
engagement.
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INTRODUCTION

Smartphone Use Among Adolescents

Data indicate that a significant majority of adolescents own or have access to a
smartphone, with usage patterns showing a steady increase (Pew Research Cen-
ter, August 2022). In the US and Western Europe, the prevalence of smartphone
users among the adolescent population is similar (Marciano & Camerini, 2022).
In Croatia, almost 8 out of 10 children aged 11 to 15 engage in screen-based acti-
vities more than recommended (up to 2 hours per day) (Zulec et al., 2023). On the
one hand, adolescents use smartphones to communicate with peers, acquire new
information, and seek help online, but on the other hand, excessive smartphone
use may result in emotional distress and harm physical health and well-being
(Fischer-Grote et al., 2021; Ophir et al., 2020). Brain areas responsible for social
media-related behaviours are still developing and changing significantly during
adolescence (Crone & Konijn, 2018; Shannon et al., 2022). Thus, adolescence
represents a vulnerable period for uncontrolled smartphone use, which can have
negative effects on the health of young users. This research aims to explore the
association between the physical health consequences of extended smartphone
use durationand subjective well-being in early adolescents. This study sheds li-
ght on how smartphone use may affect young individuals during a critical deve-
lopmental period.

Smartphone use, indicated only by the time of use, can predict smartphone de-
pendency in late adolescence (Lapierre et al., 2019). Along with excessive time,
for example, not taking breaks from the smartphone, constantly checking for noti-
fications, and having problems concentrating on one’s daily assignments because
of smartphone use are all smartphone-related addictive behaviours labelled as
‘smartphone addiction’ (Kwon et al., 2013; Lin et al., 2016), ‘problem mobile
phone use’ (Bianchi & Philips, 2005), ‘problematic smartphone use’ (Elhai et
al., 2017), and ‘smartphone dependency’ (Lapierre et al., 2019). Although de-
bate exists about whether these behaviours can or should be labelled as ‘addicti-
on’ (Elhai et al., 2016; Panova & Carbonell, 2018), studies found some evidence
for excessive and harmful smartphone use (Fischer-Grote et al., 2021; Ophir et
al., 2020). One review showed that excessive smartphone use in adolescents and
youth is related to various medical complications in the domains of sleep, physi-
cal fitness, eyesight, migraine, and pain (Wacks & Weinstein, 2021). Gender and
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age differences emerged in some previous studies regarding problematic smartp-
hone use, with more studies reporting that girls and older adolescents are more
vulnerable to problematic smartphone use (Eksi et al., 2020; Heo & Lee, 2018;
Yang et al., 2020).

Although there are currently no official recommendations regarding daily smar-
tphone use specifically for adolescents, general screen time guidelines suggest
that more than two hours of recreational screen use per day may be excessive.
When considering adolescents’ daily commitments to school, sleep, physical ac-
tivity, and social interaction, it can be inferred that exceeding two hours of smar-
tphone use, particularly when combined with the use of other digital media and
devices, may negatively affect their overall subjective well-being. However, it is
important to acknowledge that the duration of smartphone use, indicated by time
alone, does not sufficiently represent the complexity of adolescent digital engage-
ment. The effects on adolescents’ health and well-being also depend on the nature
of digital activities, the underlying motivations, and the context in which these
activities occur. This study specifically focuses on the physical health consequen-
ces associated with the extended duration of smartphone use as self-reported by
adolescents, rather than merely examining the time of smartphone use.

Impact of Smartphone Use on Physical Health and Well-being:
Research Findings

Studies from various countries, predominantly employing cross-sectional
designs, have found that adolescents who engage in extended smartphone use
commonly report neck and shoulder discomfort, vision problems, and reduced
physical activity. These physical health issues have been negatively associated
with health-related quality of life and sleep problems.

Musculoskeletal Impacts and Postural Changes

The studies (e.g., Cheung et al., 2022; Doruk et al., 2023; Toh et al., 2020;
Tsang et al., 2022) found that adolescents reporting high smartphone use expe-
rienced musculoskeletal discomfort, particularly in the neck and shoulders. The
most frequent side effects were upper back pain, wrist/hand pain, and neck/sho-
ulder pain. Other effects included low back pain, arm pain, general bodily pain,
and postural changes. Research by Doruk et al. (2023) and Tsang et al. (2022)
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associated these effects with two or more hours of daily use. Tsang et al. (2022)
reported that prolonged smartphone use was associated with changes in posture.

Visual Health Effects

In a few studies (e.g., Kim et al., 2016; Toh et al., 2020), significant effects on
eye health were reported, such as visual symptoms, myopia, blurring, redness,
visual disturbance, secretion, inflammation, and dryness. In one study (Kim et al.,
2016), visual health effects were associated with more than 2 hours per day use.

Physical Activity Patterns and Sedentary Lifestyle

Physical activity levels were examined in one study (Kim, 2023), which re-
ported lower activity levels among adolescents with smartphone overuse. Using
smartphones requires little activity and is usually done while sitting or lying
down, which is referred to as sedentary behaviour. There is a clear association
between early adolescents’ smartphone use and a sedentary lifestyle. According to
a study (Tanveer, 2023), adolescents use their smartphones for an average of five
hours per day, which leads to a sedentary lifestyle. Kim (2023) found a negative
correlation between smartphone use and physical activity levels in adolescents.
Higher rates of sedentary behaviour are associated with “smartphone addiction”,
with research showing that adolescents who exhibit this behaviour are less likely
to participate in physical activities (e.g., Yusuf et al., 2023).

Sleep

The studies, including those using self-reported sleep measures and sleep trac-
king devices, found that increased smartphone use was associated with several
sleep issues. For example, most studies reported connections between higher
smartphone use and reduced sleep quality (Bruni et al., 2015; Rosdiana et al.,
2023), shorter sleep duration (Mireku et al., 2019; Nagata et al., 2024), and diffi-
culties falling asleep (Bruni et al., 2015; Foerster et al., 2019). Nighttime smartp-
hone use appeared particularly relevant, as studies (Mireku et al., 2019; Foerster
et al., 2019) found that using phones in darkness and checking phones during the
night were linked to sleep disruptions. Studies also found that having phones in
bedrooms (Nagata et al., 2024; Bruni et al., 2015) and early social media adopti-
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on (Charmaraman et al., 2020) were connected to poorer sleep patterns. Several
factors appeared to influence sleep outcomes, including how much the phone was
used, what it was used for, and whether it was left on overnight. Studies found
that when parents set limits on bedtime phone use (Charmaraman et al., 2021),
adolescents typically reported better sleep.

Health-Related Quality of Life

Two studies (Cheung et al., 2022; Karsay et al., 2022) found modest negative
correlations between smartphone use and health-related quality of life measures.
Cheung et al. (2022) showed that higher smartphone use is associated with lower
health-related quality of life, bodily pain, and general health. Karsay et al. (2022)
showed that smartphone use is related to physical well-being and daytime tired-
ness.

Impact of Smartphone Use on Well-being: Theoretical Frameworks and
Mechanisms

The studies employ various theoretical frameworks to explain the relationship
between smartphone use and subjective well-being in adolescents. Edwards et
al. (2022) and Liu et al. (2020) suggest that individuals with heightened anxiety
or low self-esteem use smartphones to alleviate negative emotions according to
the Compensatory Internet Use Theory. The Uses and Gratification Theory po-
sits that individuals use mass media to fulfil personal desires (Edwards et al.,
2022). According to the Interaction of Person-Affect-Cognition-Execution (I-PA-
CE) model (Jin et al., 2023), affective and cognitive responses mediate the rela-
tionship between personal characteristics and problematic behaviours, including
problematic smartphone use. Ecological Systems Theory and Risk-Protective
Factor Theory, used by Xiong et al. (2023), explore how cumulative ecological
risk factors contribute to smartphone dependence. By integrating these framewor-
ks, Xiong et al. (2023) explored how multiple ecological factors — such as family,
school, and peer-related factors — collectively impact smartphone dependence and
how individual factors like social anxiety and self-compassion mediate this rela-
tionship. The displacement hypothesis posits that time spent on smartphones may
replace engagement in physical activities, face-to-face interactions, and other he-
alth-promoting behaviours, potentially impacting well-being. For instance, Kus-
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hlev and Leitao (2020) discuss how smartphone use might influence well-being
by displacing activities such as sleep, exercise, and direct social interactions. Si-
milarly, Hall and Liu (2022) explore the social displacement hypothesis, which
posits that time spent using digital devices replaces face-to-face social interacti-
ons with significant others.

Understanding the mechanisms underlying the association between smartp-
hone use and subjective well-being involves exploring various individual and
contextual factors. However, some findings from the literature suggest that
certain individual psychological factors, such as low self-esteem (Edwards et
al., 2022), emotion regulation difficulties (Fu et al., 2020), body dissatisfaction
(Liu et al., 2020), depression (Fu et al., 2020), anxiety (Jin et al., 2023), and fear
of missing out (Jin et al., 2023), increase problematic smartphone use. Further-
more, some social and environmental mechanisms, including parent —child in-
teraction and relationship (Bea & Nam, 2023), peer relationships (Liu et al.,
2020), and social support (Fu et al., 2020), possibly influence the relationship
between smartphone overuse and subjective well-being. However, most studies
relied on cross-sectional data, making it difficult to determine cause-and-effect
relationships.

Current Study

Studies primarily conducted in Asian countries confirm the negative contribu-
tion of the extended duration of smartphone use to adolescents’ health. Despi-
te increasing research on adolescent smartphone use, few studies have directly
explored the relationship between physical health outcomes associated with the
extended duration of smartphone use and subjective well-being, particularly
among early adolescents. Thus, this study aims to examine the physical health
consequences associated with the extended duration of smartphone use as well as
their relationship with subjective well-being. Adolescents’ physical health con-
sequences due to the extended duration of smartphone use are examined with a
newly developed self-report scale. In this study, subjective well-being is measured
as commonly conceptualised in the literature, comprising three components: life
satisfaction, positive affect, and negative affect. This tripartite model (Diener,
1984) has been extensively discussed and accepted in the literature.

Based on the existing literature and the overall aim of the study, the research
questions and hypotheses of the paper are:
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1. What are the physical health consequences associated with the extended
duration of smartphone use among early adolescents?
H1: Early adolescents who engage in the extended duration of smartpho-
ne use are likely to experience negative physical health outcomes, such as
sleep disturbances, reduced physical activity, and musculoskeletal issues.

2. How do physical health consequences associated with extended duration of
smartphone use contribute to subjective well-being in early adolescents?
H2a: More physical health consequences associated with the extended dura-
tion of smartphone use will significantly contribute to lower life satisfaction.
H2b: More physical health consequences associated with the extended dura-
tion of smartphone use will significantly contribute to more negative affect.
H2c: More physical health consequences associated with the extended du-
ration of smartphone use will significantly contribute to less positive affect.

METHOD

Sample

The sample for this paper consists of 204 adolescents (58.3% girls; n = 119)
who participated in the fourth wave of the longitudinal study (S2) of the resear-
ch project UIP-2019-04-7547 “Digital technology in the family: patterns of be-
haviour and effects on child development” (project D.E.C.I.LD.E.). Adolescents
came from six schools in the area of the city of Zagreb. In the fourth wave of data
collection, they were aged 11 to 16, with a mean age of 13. In the fourth wave,
children attended the sixth (32%), seventh (26%), and eighth (35%) grades of
primary schools, and 7% attended the first grade of high schools. Most of their
mothers had completed high school (58.7%) and were employed (89.2%). Most
of their fathers had completed high school (49.1%) and were employed (89.2%).
Most adolescents came from two-parent families (86%) with a monthly income of
465 —995 EUR per family member (47%).

Since there were dropouts from the study, missing data were screened. Missing
data analysis showed that data were not missing at random (Little’s MCAR; X? =
314.92, df=260, p=.001), and missing value analysis showed that 17% of values
and 33.1% of cases had incomplete data in the data set for analysis. The missing
data were input using the option of multiple imputation (input missing data valu-
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es) in IBM SPSS Statistics for Windows (Version 20), and the imputed data set
was used in the Results section. The pattern of the findings obtained based on the
imputed data set did not differ compared to the raw data set.

Measurement Instruments

Physical health consequences associated with the extended duration of
smartphone use

The scale of physical health consequences associated with the extended dura-
tion of smartphone use among adolescents (Merkas et al., 2023) (Table 1) was
developed based on the responses of adolescents participating in focus group dis-
cussions in Study 1 of the project D.E.C.I.D.E. Transcripts of focus groups were
reviewed to identify physical consequences and problems related to physical he-
alth by the research team of the project, and 15 items were formulated (Table 1).
Although the word “mobile phone” is used in the scale, it pertains to smartphone
use since in Croatian these words are used as synonyms among adolescents, and
the word mobile phone is used much more frequentlyin spoken language among
adolescents.

Adolescents reported the frequency of different physical health consequences
associated with the extended duration of their smartphone use (e.g., “When I use
a mobile phone for a long time, I sleep worse.”, “When I use a mobile phone for
a long time, I am tired.”) on a 5-point scale (Table 1). The scale showed good
psychometric properties (Table 1). The factor analysis' yielded four related latent
factors: a) sleep problems and tiredness, b) physical passivity, ¢) pain in the head,
neck, and back, and d) problems with the eyes and pain related to the hands (Table
1). Items of each factor were averaged into four scores, indicating four subscales
of the scale, with higher scores indicating more frequent physical health problems
associated with the extended duration of smartphone use. In this study, results
by subscales were used used in the analysis, but it is also possible to use the total
score on the scale by summing or averaging all 15 items. The mean value of the
scale was 1.84 (SD = 0.60) in this study.

! Oblique rotation was used because the underlying factors were expected to be correlated, which re-

flects the theoretical assumption that dimensions of adolescents’ health are interrelated.
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TaBLE 1. The latent structure and reliability of the Scale of physical health consequences
associated with the extended duration of smartphone use among adolescents (N = 204)

Extracted factors (Principal Axis Factoring with Oblimin rotation)

When I use a mobile
phone for a long time,
... (Kad dugo Kkoristim
mobitel, ...)

Sleep problems
and tiredness
(Problemi sa
spavanjem i
umor) (3 items)

Physical Pain in the
passiv- head, neck,
ity (Sitems) | and back
(Fizicka (Bolovi u
pasivnost) glavi, vratu

iledima) (3
items)

Problems with
the eyes and
pain related
to the hands
(Problemi s
o¢ima i bolovi
u Sakama) (4
items)

Factor loadings

8. My sleep is worse
(losije spavam)

788

7. I have difficulty falling
asleep
(ne mogu spavati)

154

9.1 am tired
(umoran sam)

534

14. I am less physically
active
(manje se kre¢em)

-.882

13. I lie down a lot (puno
lezim)

-.843

12. I'sita lot
(previse sjedim)

-.681

15. It's hard for me to move
(teSko mi je pokrenuti se)

-.504

11. 1 get tired faster when
I exercise (brZe se umorim
kad radim tjelovjezbu)

-318

6. My neck hurts
(boli me vrat)

.816

2. My back hurts (bole me
leda)

147

1. My head hurts
(boli me glava)

394

4. My eyes are dry /red/
swollen

(o¢i su mi suhe/crvene/’na-
tecene”

913

3. My eyes hurt
(bole me o¢i)

491
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Extracted factors (Principal Axis Factoring with Oblimin rotation)

‘When I use a mobile Sleep problems Physical Pain in the Problems with
phone for a long time, and tiredness passiv- head, neck, | the eyes and
... (Kad dugo koristim (Problemi sa ity (5 items) and back pain related
mobitel, ...) spavanjem i (Fizicka (Bolovi u to the hands
umor) (3 items) pasivnost) glavi, vratu | (Problemi s
iledima) (3 | o¢ima i bolovi
items) u Sakama) (4

items)

Factor loadings

10. My vision is worse 472
(slabije vidim)

5. My hands and fingers 411

hurt

(bole me Sake i prsti)

% of variance 33.85 8.61 5.86 431
Cronbach o .804 .837 741 728

M (SD) 1.75 (0.85) 2.05 (0.90) 1.98 (0.74) 1.60 (0.61)
Mdn 1.33 2.00 2.00 1.50

Note. Croatian original items are in brackets.

Positive and negative affect

Adolescents’ positive and negative affect were measured using the shortened
version of the PANAS Scale (Mackinnon et al., 1999). Adolescents rated the
frequency of positive and negative affect over the past two weeks on a scale from
1 (not at all or very little) to 5 (very much). Cronbach’s alpha coefficient was a
= .78 for the negative affect (5-items) subscale and o = .84 for the positive affect
(5-items) subscale. Average scores were computed separately for positive (PA)
and negative (NA) affect, with higher scores indicating greater emotional inten-
sity of PA and NA in adolescents.

Life satisfaction

Adolescents’ life satisfaction was assessed using the Brief Multidimensional
Students’ Life Satisfaction Scale (Huebner, 1994; Seligson et al., 2003). The sca-
le comprises five items, each addressing different life domains (family, friends,
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school, self, and living environment), as well as one item covering global life
satisfaction. Adolescents rated how satisfied they were with each domain and
their overall life using a scale from 1 (completely unsatisfied) to 7 (completely
satisfied). Cronbach’s alpha coefficient for the five items measuring domain-spe-
cific life satisfaction was a = .79. Scores from these five items were averaged to
derive an overall life satisfaction score, with higher scores indicating greater life
satisfaction among adolescents.

Duration of smartphone use

Duration of smartphone use was measured using a timeline constructed for the
project. Adolescents were asked to circle the number that best represented their
average daily smartphone use, with options ranging from 0 to 8 hours, marked in
15-minute increments along a visual scale.

Procedure

Data for this paper come from the fourth wave of the study (Study 2) (wave
4: April-June 2023) of the project D.E.C.I.D.E. The study was conducted in
schools during two school years (2021-2022 and 2022-2023). The study recei-
ved ethical approval from the Ethical Committee of the Catholic University of
Croatia and approval to be conducted in schools from the Ministry of Science
and Education of Croatia. Participants were recruited from primary schools. A
total of 22 schools were contacted via email, six of which agreed to participa-
te, with their principals signing the consent form. A total of 1,096 adolescents
were contacted. After parents and children had signed the consent forms (N =
284), data were collected partly in schools during regular classes and partly
through children and parents filling out the questionnaires at home due to the
length of the questionnaires at each wave. The questionnaire was administered
by school psychologists and project members, and group administration took
approximately 20 to 30 minutes. In the fourth wave of the study, adolescents
who completed the eighth grade of primary school during the study (school
year 2021-2022) were invited via a message sent to their parents to participate
in the fourth wave of data collection. Those who responded completed the que-
stionnaire online. Each adolescent and parent who participated received a gift
certificate to visit the zoo.
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RESULTS

Descriptive Statistics and Correlations

The most frequently reported health consequence was physical passivity among
adolescents (Table 2).Sleep problems and tiredness also showed a notable presen-
ce, though most adolescents reported “Never” or “Rarely”. A similar trend was
observed with pain in the head, neck, and back. Eye- and wrist-related problems
were reported the least frequently. Across all subscales (Table 2), the mean scores
were below the midpoint, indicating that such physical consequences are gene-
rally infrequent but present in a meaningful subset of the sample. A significant
difference was found between girls and boys only on the subscale pain in the
head, neck, and back, with girls (Mdn = 2.00) reporting more frequent problems
than boys (Mdn = 1.67), Mann—Whitney U = 4,111.00, z = -2.084, p = .037, r =
.15, indicating a small effect.

Adolescents reported that, on average, they used a smartphone for 3.25 hours
(min = 0.25; max = 8.00) a day (SD = 1.43).2 They also reported that, on ave-
rage, they were mostly satisfied with their life (M = 5.69, SD = 1.09), felt a
moderate level of positive affect (M = 3.18, SD = 0.80), and felt little negative
affect (M =2.13, SD = 0.88). A significant difference was found between girls
and boys in life satisfaction, with girls (Mdn = 5.80) reporting lower life satis-
faction than boys (Mdn = 6.00), Mann—Whitney U = 5,158.50, z = 2.006, p =
.045, r = .14, indicating a small effect size that may be considered negligible
within this sample. A significant difference was found between girls and boys
in positive affect, with girls (Mdn = 3.00) reporting lower positive affect than
boys (Mdn = 3.40), Mann—Whitney U = 5,860.50, z =2.916, p = .004, » = 0.21,
indicating a small to approaching medium effect size. No significant differen-
ces between boys and girls were observed for negative affect or the duration of
smartphone use.

2

The amount of daily time spent using a smartphone showed acceptable normality, with skewness of
0.669 and kurtosis of 0.777, both within the commonly accepted range for parametric analysis. The
median and mode values were both 3.
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TaBLE 2 . The descriptives of the Scale of physical health consequences associated with the
extended duration of smartphone use among adolescents (N = 204)

Never Rarely Sometimes Often Always | M (SD)

(%) (%) (%) (%) (%)
e S |55 | e | s | e | o |4
[S)::)Ssl(\:/?:)e/ ~ Physical 33.8 33.9 238 8.5 0 (gzgg)
head neck and back | 297|463 203 L R v

Subscale — Problems

with the eyes and pain 453 423 10.9 1 0.5 ((1)'2(1))

related to the hands '

Total score on the scale 345 51.8 13.2 0.5 0 1.84
’ ’ ’ ' (0.60)

In Table 3, correlations between study variables are presented. Lower adoles-
cents’ life satisfaction is significantly related to a higher frequency of sleep pro-
blems and tiredness, physical passivity, pain in the head, neck, and back, and
problems with the eyes and pain related to the hands. Lower positive affect is
significantly related to a higher frequency of sleep problems and tiredness, and
physical passivity. Higher negative affect is significantly correlated with higher
frequency of sleep problems and tiredness, physical passivity, pain in the head,
neck, and back, and problems with the eyes and pain related to the hands. All four
categories of physical health consequences associated with the extended duration
of smartphone use are moderately and significantly related to each other. The
duration of smartphone use is significantly and positively correlated with nega-
tive affect and sleep problems and tiredness but negatively correlated with life
satisfaction.

TasLE 3. Correlations between life satisfaction, positive affect, negative affect, physical health
consequences, duration of smartphone use, adolescents’ age, and gender (N =204)

1. 2 3. 4. 5. 6. s 8. 9. 10.
1. Life
satisfaction | 1
2. Positive
affect 40** 1
3. Nega-

tive affect SS5TRE | -22%F

112



21 (1) 2026. M. MErka$: The Association Between Physical Health Consequences of...

4. Ssleep
problems
and tired-
ness =36%* | -17* 34%* 11

5. Physical
passivity =39%* | - 1T7* 28%% | 57 |1

6. Pain in
the head,
neck and
back -22%* -0.11 .16* A6** | 42%* 1

7. Prob-
lems with
the eyes
and pain
related to
the hands -29%% | -0.10 23%% 1 50%k | 39k | 67** | ]

8. Total
score on
the physi-
cal health
conse-

quences
scale S39%% | L 17* 33k | R HE | 79%E | TRFEk | T6%E | ]

9. Duration
of smart-
phone use
(hours) -20%*% | -0.11 22%% 1 18%% | 0,12 -0.06 | -0.07 | 0.07 1

10. Ado-
lescents’
age 0.03 -0.00 -0.08 | 0.07 0.08 0.05 0.13 0.12 0.08 1

11. Ado-
lescents’
gender 0.11 20%* -0.11 | -0.08 | -0.13 -0.13 | -0.08 | -0.13 | -0.07 |0.12

Note. * p < .05, ** p < .01. Gender — 1 = girls, 2 = boys.

Regression Analyses

Three hierarchical regression analyses were conducted with duration of smartp-
hone use, age, and gender (entered at the first step) and physical health consequ-
ences associated with the extended duration of smartphone use (entered at the
second step) as predictor variables and well-being measures, namely life satis-
faction, positive affect, and negative affect, as criterion variables (Table 4). The
results (Table 4) showed that duration of smartphone use and physical passivity
were significant and negative predictors of adolescents’ life satisfaction. Duration
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of smartphone use and sleep problems and tiredness were significant and positive
predictors of negative affect. For positive affect, gender was the only significant
predictor, while no significant effects were foundduration of smartphone use or
physical health variables.

TaBLE 4. Results of hierarchical regression analyses with duration of smartphone use, age, gender,
and physical health consequences associated with the extended duration of smartphone use as

predictor variables and well-being measures as criterion variables

Criterion variable — Well-being indicator
Predictor variable Life satisfaction Positive affect Negative affect
Step 1 p p B
Duration of smart- -.19% -.10 23%*
phone use (hours)
Age .01 -.05 -.07
Gender .09 19 -.10
R? .05% .05% .07*
F (df) 2.85* (3,178) 3.18* (3,184) 4.55%* (3,186)
Step 2 p p p
Time -17* -.08 19%*
Age .07 -.03 -12
Gender .02 A7* -.06
Sleep problems and -.10 -.06 20%
tiredness
Physical passivity -.26%* -.08 13
Pain in the head, .06 -.02 -.06
neck and back
Problems with the -.16 .00 13
eyes and pain re-
lated to the hands
R2 20%* .07 8%
R’ change 15 .02 11
F df) 8.21*%* (4, 171) .09 (4,177) 6.00** (4, 179)
F () 6.12*%* (7,178) 1.87 (7, 184) 5.59*%%* (7,186)

Note. * p <.05, ** p <.01. Gender — 1 = girls, 2 = boys.
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DISCUSSION

Physical Health Consequences of Extended Duration of Smartphone Use
in Early Adolescents

The first research question concerned the physical health consequences associa-
ted with the extended duration of smartphone use among early adolescents. Ado-
lescents provided self-assessments of the physical health consequences associa-
ted with the extended duration of their smartphone use. The results confirm H1:
early adolescents who engage in extended duration of smartphone use are likely to
experience negative physical health outcomes, such as sleep disturbances, reduced
physical activity, and musculoskeletal issues. Early adolescents who participated
in this study experienced problems related to physical health in four domains:
‘Sleep problems and tiredness’, ‘Physical passivity’, ‘Pain in the head, neck, and
back’, and ‘Problems with the eyes and pain related to the hands. The developed
scale of physical health consequences of the extended duration of smartphone use
in early adolescents showed good psychometric characteristics and seems promi-
sing for use in future research. However, it is important to note that the duration
of daily smartphone use was not significantly related to all consequences or the
overall level of physical health consequences but was specifically associated with
problems related to sleeping and tiredness among adolescents. This suggests that
while daily duration of smartphone use may not be linked to all domains of physi-
cal health, it can have a targeted association with adolescents’ sleep quality.

The findings regarding adolescents’ subjective experiences of the negative
effects of extended smartphone use on their health are consistent with previous
research (Cheung et al., 2022; Karsay et al., 2022). For example, previously noted
musculoskeletal impacts and postural changes related to smartphone use (e.g.,
Cheung et al., 2022; Doruk et al., 2023; Toh et al., 2020; Tsang et al., 2022),
effects on eye health (Kim et al., 2016), physical activity patterns and sedentary
lifestyle (Kim, 2023; Tanveer, 2023; Yusuf et al., 2023), and various sleep pro-
blems (e.g., Foerster et al., 2019; Mireku et al., 2019; Nagata et al., 2024) have
been reported in previous studies.

These findings can be explained by the displacement hypothesis, namely that
excessive smartphone use may displace engagement in other activities (Kushlev
& Leitao, 2020). Early adolescents who engage in excessive smartphone use
probably lack time for other activities, among which are physical activities and
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other health-promoting behaviours, potentially impacting well-being. The most
common explanation for sleep problems is that blue light from screens disrupts
the production of melatonin, a hormone that controls sleep, resulting in a delayed
onset of sleep and lower-quality sleep (e.g., Silvani et al., 2022). Musculoskeletal
issues arise from prolonged poor posture and repetitive strain associated with de-
vice use (Inal & Serel Arslan, 2021). These results highlight the need for practical
guidelines and educational interventions aimed at helping adolescents develop
balanced digital habits related to smartphone use that support their physical he-
alth.

Gender and age differences have been noted in previous studies regarding pro-
blematic smartphone use, with findings showing that girls and older adolescents
may be more vulnerable to excessive or problematic smartphone use patterns
(Eksi et al., 2020; Heo & Lee, 2018; Yang et al., 2020). In the present study, a
significant gender difference was observed only on the subscale ‘Pain in the head,
neck, and back’, with girls reporting more frequent discomfort than boys. This
difference may reflect both behavioural and physiological factors. For example,
girls may spend more time in static postures during smartphone use (e.g., texting),
increasing their risk of physical strain. Additionally, adolescent girls may exhibit
greater sensitivity to physical discomfort and be more likely to report such issues.
These findings highlight the importance of considering differences in smartphone
use patterns between boys and girls, as well as the related health outcomes, when
developing preventive strategies and educational interventions. Although adoles-
cents’ age was included in the analyses, no significant correlations were found
between age and the studied health variables, likely due to the specific age range
of the sample.

Contribution of Physical Health Consequences of Extended Duration of
Smartphone Use to Subjective Well-being in Early Adolescents

The second aim was to examine the association of physical health consequences
associated with the extended duration of smartphone use with subjective well-be-
ing in early adolescents. The results partially confirm H2a: more physical health
consequences associated with extended duration of smartphone use will signifi-
cantly contribute to lower life satisfaction. Only ‘Physical passivity’ was shown
to be a significant and negative predictor of adolescents’ life satisfaction. The
results also partially confirm H2b: more physical health consequences associated
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with extended duration of smartphone use will significantly contribute to more
negative affect. Only ‘Sleep problems and tiredness’ was shown to be a significant
and positive predictor of negative affect. Furthermore, the results do not confirm
H2c: more physical health consequences associated with extended duration of
smartphone use will significantly contribute to less positive affect. None of the
four types of consequences proved to be a significant predictor of positive affect.
In sum, ‘Physical passivity’ and ‘Sleepi problems and tiredness’ contributed to
the explanation of poorer subjective well-being, namely more negative affect and
lower life satisfaction among early adolescents in this study. These results suggest
that preventive efforts aimed at improving adolescents’ well-being should parti-
cularly target reducing physical passivity and addressing sleep-related problems
associated with smartphone use.

The results obtained are in line with previous research. Physical passivity has
been linked to negative psychological outcomes in early adolescents (Rodriguez-
Ayllon et al., 2019). Lack of movement reduces the release of endorphins and
other neurochemicals that promote positive emotions and reduce stress (Hossain
et al., 2024). Sleep problems negatively impact emotional regulation, cognitive
function, and overall well-being (e.g., Baum et al., 2024; Vandekerckhove &
Wang, 2017). The literature shows that emotional regulation difficulties under-
lie the link between smartphone overuse and subjective well-being (e.g., Fu et
al., 2020). Adolescents who experience passivity and sleep problems often re-
port higher levels of negative emotions, which can make it challenging to enga-
ge in daily activities and social interactions. When passivity and sleep problems
coexist, their effects may combine and be even more detrimental to the well-being
of adolescents.

As adolescents struggle with increased health issues and mental distress, their
ability to find fulfilment in daily activities decreases (Ding & Li, 2017). Smar-
tphone overuse is correlated with various psychological problems, including
anxiety, depression, and stress (Kim et al., 2021). These problems can negatively
affect the emotional states of adolescents, leading to a decrease in positive feelin-
gs and a rise in negative ones. Furthermore, as the social displacement hypothesis
posits (Hall & Liu, 2022), time spent on smartphones can reduce meaningful face-
to-face interactions, leading to feelings of social isolation. Adolescents can find
themselves spending more time on their devices instead of engaging in social ac-
tivities and face-to-face interactions with significant others , which may promote
healthy connections and experiences. Feelings of happiness and belonging, which
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are critical for preserving a healthy emotional state, might be diminished by this
lack of face-to-face social interaction (Alotaibi et al., 2022).

The daily duration of smartphone use makes a small but significant contribu-
tion to the emotional state, namely negative affect, and life satisfaction of early
adolescents, and should not be overlooked in research and practical work with
adolescents. However, when comparing the pattern of association between su-
bjective well-being indicators and the daily duration of smartphone use with those
involving self-reported physical health consequences of the extended duration of
smartphone use, it becomes evident that adolescents’ subjective physical experi-
ences are more closely related to well-being than the number of daily hours spent
using a smartphone. These findings suggest that smartphone use duration, as a
time-based measure, does not fully capture the complexity of adolescents’ digital
engagement. The effects of smartphone use on adolescents’ health and well-being
depend not only on the duration of use but also on the type of digital content acce-
ssed, the underlying motivations for use, and the individual and broader social and
contextual factors in which digital engagement occurs.

Limitations and Suggestions for Future Research

The research results should be considered in the context of the limitations of the
study, which can serve as guidelines for future research. The data used are cross-
sectional, so no conclusion about the direction of effects can be drawn. It is possi-
ble that adolescents with poorer well-being are more inclined to use smartphones
for longer periods, which contributes to the physical health consequences. The
newly developed scale of physical health consequences associated with the exten-
ded duration of smartphone use should be tested on new samples of adolescents,
and probably new consequences should be added, such as weight-related problems
and knee problems. Cross-validation of the findings using culturally and demo-
graphically diverse samples of adolescents from different family arrangements
is needed. Studies on between- and within-person differences in the patterns of
associations between physical health and subjective well-being are needed.

The focus of this study was specifically on smartphone use because itis the most
commonly used device among adolescents, with the primary aim of examining its
association with adolescents’ physical health and well-being. It was not the inten-
tion of the study to explore in detail the specific activities, motives for use, or the
content adolescents consume via smartphones. Rather, the goal was to explore the
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potential physical and psychological consequences associated with the duration
of smartphone use as reported by adolescents. Future research should include a
more comprehensive analysis of usage patterns, including the nature of digital
content, underlying motivations, and the use of other digital devices beyond smar-
tphones among early adolescents.

Based on the results, some practical implications can be made, but it should
be considered that they may apply to some, but not all, adolescents or groups of
adolescents. The use of smartphones among adolescents should be monitored and
given attention by various parties, such as parents, educators, and governments.
Using smartphones for good purposes can easily turn into a bad habit for adoles-
cents since studies have shown that low self-control or self-regulation is related
to problematic smartphone use in adolescents (Eksi et al., 2020). Overall, the
findings warn us about the importance of teaching and supporting adolescents in
healthy and “smart” smartphone use. Although adolescents may possess a certain
level of media literacy, considering the developmental capacities of children en-
tering and experiencing adolescence, greater attention should be directed towards
identifying and promoting healthy ways of smartphone use to prevent the deve-
lopment of problematic smartphone use. .

The findings highlight the importance of addressing the physical health con-
sequences associated with the extended duration of smartphone use in early ado-
lescents, particularly sleep problems, physical passivity, and musculoskeletal dis-
comfort. Given the observed association between these physical issues and lower
life satisfaction, reduced positive affect, and increased negative affect, schools,
parents, and healthcare professionals should consider implementing targeted in-
terventions to promote healthy smartphone habits. Educating adolescents about
the risks of excessive use and encouraging regular physical activity and screen-
time breaks may help mitigate the negative impact on their overall well-being.
Furthermore, monitoring smartphone use and sleep hygiene could be essential
components of school-based health promotion programs. In this context, reducing
or restricting the daily time spent using smartphones can open up time and space
during the day for physical activities and reduce passive time spent sitting among
early adolescents. Special attention should be paid to smartphone use during late
evenings and nights among adolescents, considering appropriate boundaries for
their age. Thus, promoting healthy smartphone use habits along with the encou-
ragement of physical activity and healthy sleep habits may help improve the su-
bjective well-being of early adolescents.
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CONCLUSION

The study identified four categories of physical health consequences associa-
ted with the extended duration of smartphone use among early adolescents: (a)
sleep problems and tiredness, (b) physical passivity, (c) pain in the head, neck,
and back, and (d) problems with the eyes and pain related to the hands. A higher
frequency of these physical consequences was associated with lower subjecti-
ve well-being. Specifically, physical passivity emerged as a significant negati-
ve predictor of life satisfaction, while sleep problems and tiredness significantly
predicted higher levels of negative affect. In contrast, none of the physical health
consequences were found to significantly predict positive affect. Additionally,
the duration of smartphone use was a significant predictor of both lower life sa-
tisfaction and higher negative affect. These findings suggest that aspects of physi-
cal health affected by smartphone use, especially physical passivity and sleep
disturbances, are more strongly linked to well-being than others. Future research
should explore the directionality and strength of these associations across diverse
adolescent populations, as the patterns observed in this study may not generalise
to all adolescents. The findings underscore the need to move beyond time-based
measures and adopt a more nuanced approach to studying adolescent smartphone
use that includes their subjective experiences of digital engagement.
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POVEZANOST 1ZMEDU FIZICKIH ZDRAVSTVENIH POSLJEDICA KORISTENJA
PAMETNIH TELEFONA I SUBJEKTIVNE DOBROBITI U MLADIH ADOLESCENATA

SAZETAK

Ve¢ina istrazivanja usmjerena je na emocionalne i socijal-
ne posljedice koristenja pametnih telefona medu adoles-
centima, dok postoji manje dokaza o tome kako koriStenje
pametnih telefona utjece na tjelesno zdravlje mladih ado-
lescenata. Cilj ovog istrazivanja je ispitati i opisati fizi¢ko
zdravstvene posljedice povezane s duzim koriStenjem pa-
metnog telefona u ranoj adolescenciji te njihovu poveza-
nost sa subjektivnom dobrobiti. U svrhu ostvarivanja cilja
istrazivanja koriSteni su podaci iz Cetvrtog vala longitudi-
nalne studije (2021.-2023.) provedene u sklopu projekta
“Digitalna tehnologija u obitelji: obrasci ponaSanja i u¢inci
na razvoj djece” (D.E.C.I.D.E.). Uzorak u ovom radu ¢ini
204 mlada adolescenta (58,3 % djevoj¢ica). Adolescenti
su procjenjivali ucestalost fizicko zdravstvenih posljedica
povezanih s duzim trajanjem koriStenja pametnog telefona,
kao i svoju subjektivnu dobrobit, mjereno procjenom za-
dovoljstva zivotom te pozitivan i negativan afekt. Rezultati
pokazuju cetiri kategorije fizickih zdravstvenih posljedi-
ca povezanih s duzim koriStenjem pametnog telefona kod
mladih adolescenta: a) problemi sa spavanjem i umorom,
b) fizicka pasivnost, ¢) bol u glavi, vratu i ledima te d)
problemi s o¢ima i bol u Sakama. Veca ucestalost razlicitih
fizickih zdravstvenih posljedica povezana je s nizim za-
dovoljstvom Zivotom, manje pozitivnog i viSe negativnog
afekta. Dnevno trajanje koristenja pametnog telefona i fi-
zicka pasivnost pokazali su se znacajnim prediktorima za-
dovoljstva zivotom. Dnevno trajanje koriStenja pametnog
telefona te problemi sa spavanjem i umorom znacajni su
prediktori negativnog afekta. Fizicko zdravstvene poslje-
dice povezane s duzim koristenjem pametnog telefona nisu
pridonijele objasnjenju pozitivnog afekta. Nalazi istraziva-
nja impliciraju da koristenje pametnih telefona moze imati
negativne ucinke na tjelesno zdravlje i dobrobit mladih
adolescenata, ali i da je mjere temeljene iskljucivo na vre-
menu koriStenja potrebno nadopuniti ispitivanjem subjek-
tivnog dozivljaja digitalnog angazmana kod adolescenata.
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SAZETAK

Hrvatski i europski strateski dokumenti naglasavaju
vaznost profesionalnih kompetencija ucitelja i digitalne
transformacije odgojno-obrazovnog sustava. U tom se
kontekstu teorijski okvir TPACK (tehnolosko, pedagosko
i sadrzajno znanje) rabi za razumijevanje integracije di-
gitalnih tehnologija u nastavu. Cilj ovog istrazivanja jest
ispitati razlike u razini TPACK-a medu studentima ucitelj-
skih studija u Republici Hrvatskoj s obzirom na studijski
program, studijsku godinu i broj kolegija sa sadrzajima
iz podrugja digitalnih tehnologija i/ili njihove primjene u
obrazovanju.

Razina TPACK-a mjerena je SPTKTT upitnikom, za koji
je predlozena faktorska struktura u kontekstu hrvatskoga
obrazovnog sustava, te je potvrdena konfirmatornom fak-
torskom analizom na ukupnom uzorku od 388 studenata.
Analiza utjecaja studijskog programa i studijske godine
provedena je na istom uzorku, dok je utjecaj broja kolegija
analiziran na poduzorku od 154 studenta za koje su bili do-
stupni podatci o pohadanju modula informatike, odnosno
o broju kolegija sa sadrzajima iz podruéja digitalnih tehno-
logija i/ili njihove primjene u obrazovanju koje su pohadali
tijekom studija. Zastupljenost takvih kolegija utvrdena je
analizom studijskih programa.

Rezultati su pokazali statisticki znacajne razlike u razi-
ni TPACK-a s obzirom na sve promatrane varijable, no
veli¢ine ucinka bile su male, S§to upucuje na ogranicen

KLIUCNE RUECT:

digitalna transformacija obrazova-
nja, digitalne tehnologije, tehnolosko-
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doprinos strukturnih obiljezja studijskog programa na ra-
zvoj TPACK-a. Dobiveni nalazi sugeriraju da se razvoj
TPACK-a ne moze objasniti isklju¢ivo strukturom studij-
skih programa, ve¢ u ve¢oj mjeri ovisi o drugim faktorima,
Sto ima vazne implikacije za razvoj kurikuluma i obrazov-
nih strategija u obrazovanju buducih ucitelja.
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UvoD!

Hrvatski odgojno-obrazovni sustav sastoji se od ranog i predskolskog odgoja
i obrazovanja, osnovnog obrazovanja, srednjeg obrazovanja i visokog obrazo-
vanja (Ministarstvo znanosti, obrazovanja i mladih, n.d.?). Razredna nastava
obuhvaca prva Cetiri razreda osnovne Skole u kojima ucitelji razredne nastave
predaju veéinu obveznih predmeta, izuzev stranog jezika koji predaje predmet-
ni nastavnik (Ministarstvo znanosti i obrazovanja, 2017%). Obvezni su predmeti
u razrednoj nastavi: Hrvatski jezik, Matematika, Priroda i drustvo, Likovna
kultura, Glazbena kultura, Strani jezik i Tjelesna i zdravstvena kultura (Mini-
starstvo znanosti i obrazovanja, 2017°). U europskim i nacionalnim dokumen-
tima izdvajaju se potrebne kvalifikacije 1 profesionalne kompetencije ucitelja,
odnosno struéne kompetencije te pedagosko-psiholoska i didakticko-metodicka
znanja, vjesStine i sposobnosti. Hrvatski kvalifikacijski okvir (HKO) jest in-
strument kojim se ureduje cjelokupni sustav kvalifikacija na svim odgojno-
obrazovnim razinama Republike Hrvatske (Ministarstvo znanosti, obrazovanja
i mladih, n.d.b).

U Nacionalnoj razvojnoj strategiji Republike Hrvatske do 2030. godine (Vlada
Republike Hrvatske, 2021), StrateSkom okviru za digitalno sazrijevanje Skola i
Skolskog sustava u Republici Hrvatskoj (2030) (Ministarstvo znanosti i obrazo-
vanja, 2020), kao i1 u Akcijskom planu za digitalno obrazovanje (2021. — 2027.)
(European Commission, 2020) istaknuta je vaznost digitalne transformacije i in-
formatizacije odgojno-obrazovnog sustava. Koristenje digitalnih tehnologija (u
daljnjem tekstu tehnologija) u nastavi omogucuje koristenje novih metoda po-
ucavanja, laksi pristup informacijama te nudi raznovrsnost prijenosa i pohrane
znanja (Ministarstvo znanosti i obrazovanja, 2020). Na temelju proucavanja rele-
vantne znanstvene literature uocava se potreba za istrazivanjima koja bi se trebala
viSe orijentirati na razumijevanje znanja koje ucitelji trebaju kako bi uéinkovito
integrirali tehnologiju u poucavanje (Saubern, Henderson, Heinrich i Redmond,
2020), kao i na razvoj novih instrumenata istrazivanja koji ¢e biti uskladeni s vje-

' Ovaj znanstveni rad sufinanciran je iz Mehanizma za oporavak i otpornost (RRF; izvor 581 —
institucionalni istrazivacki projekt ,,Sinergija tehnologije i znanosti: STEM obrazovanje i in-
teligentne metode — SINTEZA®, $ifra 581-UNIOS-50) u okviru Nacionalnog plana oporavka i
otpornosti Republike Hrvatske, financiranog od Europske unije — Next Generation EU. Izneseni
stavovi i mi$ljenja samo su autorova i ne odrazavaju nuzno sluzbena stajalista Europske unije ili
Europske komisije. Ni Europska unija ni Europska komisija ne mogu se smatrati odgovornima
za njih.
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Stinama 21. stoljec¢a (Valtonen, Sointu, Kukkonen, Kontkanen, Lambert i Mé&ki-
talo-Siegl, 2017).

TPACK TEORIJSKI OKVIR - TEHNOLOSKO, PEDAGOSKO 1
SADRZAJNO ZNANJE

TPACK su razvili Koehler i Mishra (2009) na temelju Shulmanova okvira pe-
dagosko-sadrzajnog znanja dodajuci tehnologiju kao trec¢u sastavnicu te nagla-
Savajuéi integraciju triju podruéja znanja (pedagosko, sadrzajno, tehnolosko)
(Wang, Schmidt-Crawford i Jin, 2018; Harris, Phillips, Koehler i Rosenberg,
2017). Osim temeljnih komponenti, PK (pedagosko znanje), CK (sadrzajno zna-
nje) i TK (tehnolosko znanje), jednako su vazne i interakcije izmedu i unutar
tih podrucja znanja, koje su predstavljene kao PCK (pedagosko-sadrzajno zna-
nje), TCK (tehnolosko-sadrzajno znanje), TPK (tehnolosko-pedagosko znanje) i
TPACK (tehnolosko-pedagosko-sadrzajno znanje).

Svrha TPACK teorijskog okvira jest uspje$na integracija digitalnih tehnologija
u nastavu, Sto predstavlja veliki izazov za ucitelje (Dobi Barisi¢ i Brust Nemet,
2023: 82). U programima obrazovanja ucitelja TPACK teorijski okvir Cesto sluzi
za definiranje ishoda, inovacija u nastavnim sadrzajima i programima te procjenu
razvoja buducih ucitelja (Wang i sur., 2018), dok se kontekst smatra kljuénim za
primjenu TPACK-a (Tschonhens, Backfisch, Fiitterer i Lachner, 2024).

Istrazivanja upucuju na znatan razvoj u tehnolosko-pedagoskom znanju (TPK)
i TPACK-u, ali ogranicen rast u tehnolosko-sadrzajnom znanju (TCK) (Wang i
sur., 2018; Hofer i Grandgenett, 2012). Pedagosko je znanje klju¢no, a buduéi
ucitelji Cesto ga prepoznaju i kao snagu i kao izazov u svojem razvoju TPACK-a
(Valtonen i sur., 2017). Kontekstni faktori, poput odgojno-obrazovnog okruze-
nja i uciteljeva iskustva, znacajno utjecu na razvoj TPACK-a, odnosno na nacin
na koji ucitelji koncipiraju i primjenjuju tehnologiju u svojoj nastavnoj praksi
(Swallow 1 Olofson, 2017). Razumijevanje tih utjecaja moze pomoc¢i u prilagodbi
razvoja TPACK-a specifiénim obrazovnim kontekstima.

Egzosustavna istrazivanja o TPACK-u su navedena kao jedan od buducih pra-
vaca istrazivanja u podrucju TPACK-a i u tom se kontekstu izdvajaju obrazovni
programi ucitelja te meduodnos uciteljskog znanja i sustava obrazovanja (Petko,
Koehler i Mishra, 2024). Istrazivanja pokazuju znacajnu i pozitiviu povezanost
medu svim domenama i poddomenama TPACK teorijskog okvira kod ucitelja
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koji aktivno sudjeluju u medunarodnim programima razmjene (Dalal, Archam-
bault i Shelton, 2020), poput eTwinninga (Basar i Ada, 2023), online kolegijima
(Cheng Hall, Wanf'i Lei, 2024) i konzumaciji sadrZaja povezanih s informacijsko-
komunikacijskom tehnologijom (Kadioglu-Akbulut, Cetin-Dindar, Acar-Sesen i
Kiiciik, 2023). Moreno, Montoro i Colon (2019) navode potrebu za ve¢im brojem
istrazivanja koja bi promatrala TPACK u praksi.

U tom kontekstu, brojna istrazivanja isticu u¢inkovitost obrazovnih strategija
koje sustavno podupiru razvoj profesionalnih kompetencija budu¢ih ucitelja i
TPACK-a. Posebno se uc¢inkovitima pokazuju pristupi koji ukljuc¢uju edukatore
ucitelja kao uzore u koriStenju tehnologije, poticanje refleksije o ulozi tehnolo-
gije u obrazovanju, ucenje tehnologije kroz dizajn, suradnju medu kolegama,
pruzanje autenti¢nih tehnoloskih iskustava te kontinuirano povratno misljenje,
pri ¢emu ove strategije pokazuju pozitivnu povezanost s razvojem svih kompo-
nenti TPACK-a (Baran, Bilici, Sari i Tondeur, 2019; Tondeur, Scherer, Siddiq i
Baran, 2019).

Koh i Divaharan (2011) predlozili su instruktivni model za razvoj TPACK-a
strukturiran kroz nekoliko medusobno povezanih faza koje ukljucuju postupno
razvijanje tehnicke stru¢nosti, pedagosko modeliranje te prakti¢nu primjenu teh-
nologije u nastavnom kontekstu, ¢ime se sustavno podupire razvoj tehnoloskog
znanja i pedagoskih vjestina buducih ucitelja. Nadalje, istrazivanja pokazuju da
intervencije u obrazovanju ucitelja znacajno poboljsavaju TPACK, pri ¢emu
dulje i strukturiranije intervencije rezultiraju izrazenijim poboljSanjima, osobito
kada ukljucuju i teorijske i prakti¢ne komponente znanja (Ning, Zhou, Wijaya i
Chen, 2022).

Sveucilisni kolegiji koji se usmjeravaju na razvoj tehnoloskih vjestina i njiho-
vu pedagosku primjenu takoder pozitivno doprinose razvoju TPACK-a (Gill i
Dalgarno, 2017). Istodobno, istrazivanja upozoravaju na to da se pojedine ucin-
kovite strategije, poput kontinuirane povratne informacije i pruZanja autenti¢nih
tehnoloskih iskustava, u praksi jo§ uvijek nedovoljno upotrebljavaju, §to upucéuje
na potrebu za njihovim snaznijim uklju¢ivanjem u programe obrazovanja ucitelja
(Tondeur i sur., 2019). U novije vrijeme sve vecu vaznost dobiva i integracija
tehnologija temeljenih na umjetnoj inteligenciji i suvremenih digitalnih alata, no
njihovu primjenu i dalje prate izazovi povezani s razinom tehnickih kompetencija
1 dostupnoscu resursa (Ye, Ismail i Aziz, 2024).

Jedan od najcescée koriStenih instrumenata za procjenu TPACK-a kod buduéih
ucitelja (pre-service teachers) jest SPTKTT upitnik (Survey of Preservice Te-
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achers’ Knowledge of Teaching and Technology) (Schmidt, Baran, Thompson,
Mishra, Koehler i Shin 2009, Cheng Hall i sur., 2024). Izvorni SPTKTT upitnik
temelji se na americkome obrazovnom sustavu tako da se domena sadrzajno zna-
nje (CK) izvorno sastoji od Cetiriju poddomena: matematika, pismenost, drustve-
ne znanosti i prirodoslovije. Pri utvrdivanju faktorske strukture izvornog (ame-
rickog) upitnika, svako se podru¢je u domeni sadrzajnog znanja izdvojilo kao
zaseban faktor, §to je u skladu s ameri¢kim obrazovnim sustavom (Schmidt i sur.,
2009). Prema Dobi Barisi¢, Divjak i Kirini¢ (2019), u kontekstu hrvatskoga obra-
zovnog sustava, faktorska struktura SPTKTT upitnika objedinjuje poddomene
izvornog (americkog) upitnika sadrzajno znanje — drustvene znanosti i sadrzaj-
no znanje — prirodoslovlje u jedinstveni faktor koji odgovara nasemu obveznom
predmetu Priroda i drustvo.

OBRAZOVANJE UCITELJA RAZREDNE NASTAVE U REPUBLICI
HRVATSKOJ

Ucitelji razredne nastave obrazuju se kroz sveuciliSne integrirane prijedi-
plomske i diplomske ucliteljske studije. ZavrSetkom studija polaznici stje¢u
akademski naziv sveucili$ni/sveuciliSna magistar/magistra primarnog obrazo-
vanja i mogu se zaposliti kao ucitelj/uciteljica razredne nastave u osnovnim
Skolama. Prema sluzbenoj evidenciji studijskih programa akreditiranih u Re-
publici Hrvatskoj, integrirani uciteljski studiji izvode se na sedam hrvatskih
sveucilista: Sveucilistu u Osijeku (Fakultet za odgojne i obrazovne znanosti
u Osijeku), Slavonskom Brodu (Odjel drustveno-humanisti¢kih znanosti), Za-
grebu (Uciteljski fakultet), Puli (Fakultet za odgojne i obrazovne znanosti u
Puli), Rijeci (U¢iteljski fakultet u Rijeci), Zadru (Odjel za izobrazbu ucitelja i
odgojitelja) i Splitu (Filozofski fakultet) (Ministarstvo znanosti, obrazovanja
i mladih, n.d.b). Svi uéiteljski studiji u Republici Hrvatskoj imaju obvezne i
izborne kolegije. Neki studijski programi omogucuju studentima stjecanje do-
datnih kvalifikacija u vidu modula/smjerova koji ukljuc¢uju kolegije koji nisu
obuhvaceni obaveznim programom: razvojni modul — dodatna znanja iz pod-
rucja pedagogije (RAZ), informatika (INF), strani jezik (SJ), likovna kultura
(LK), hrvatski jezik (HJ), odgojne znanosti (OZ), kulturna i prirodna bastina
(BAS).

Izostanak upisa standarda kvalifikacija za magistru/magistra primarnog obrazo-
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vanja u Hrvatski kvalifikacijski okvir jedan je od razloga strukturne neujednace-
nosti uciteljskih studijskih programa na nacionalnoj razini.

METODOLOGIJA

Cilj istraZivanja, istraZivacka pitanja i hipoteze

Cilj istrazivanja jest utvrditi povezanost studijskog programa i razine TPACK-
a kod budu¢ih ucitelja u Republici Hrvatskoj. Takoder, konfirmatornom faktor-
skom analizom utvrditi konstrukcijsku valjanost i primjenjivost SPTKTT upit-
nika u hrvatskome obrazovnom kontekstu, predloZzenu u radu Dobi Barisi¢ i sur.
(2019). Iz cilja istrazivanja proizlaze sljedeca istrazivacka pitanja:

IP1. Je li faktorska struktura SPTKTT upitnika prema Dobi Bari$i¢ i sur.
(2019) valjana i primjenjiva u kontekstu hrvatskoga obrazovnog sustava?

IP2. Utjece li studijski program na razinu znanja buducih ucitelja o primjeni
tehnologije u nastavi?

Postavljene su i sljedece istrazivacke hipoteze:

H1:Studenti koji pohadaju studijske programe s ve¢im brojem kolegija koji
ukljucuju sadrzaje iz podrucja digitalnih tehnologija i/ili njihove primjene
u obrazovanju postizu statisticki znac¢ajno visu ukupnu razinu samoprocije-
njenog TPACK-a.

H2:Postoji statisticki znacajna razlika u razini TPACK-a u odnosu na godinu
studija.

Uzorak istrazivanja

Populaciju ispitanika u ovom istrazivanju ¢ine studenti uciteljskih fakulteta
u Republici Hrvatskoj. U istrazivanju su sudjelovali studenti uciteljskih studi-
ja sa sedam hrvatskih sveucilista (N = 388). Svi ispitanici, na svim promatra-
nim sveuciliStima, pohadaju integrirani prijediplomski i diplomski sveucili§ni
uciteljski studij. Distribucija ispitanika prema sveuciliStima prikazana je u
Tablici 1.
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TasLica 1. Broj ispitanika u odnosu na sveuciliste

Sveuciliste Broj ispitanika
Sveuciliste u Osijeku 164
Sveuciliste u Puli 27
Sveudiliste u Rijeci 17
Sveuciliste u Slavonskom Brodu 80
Sveuéiliste u Splitu 32
Sveuciliste u Zadru 28
Sveuciliste u Zagrebu 40
Ukupno 388

Instrument istraZivanja

Za prikupljanje podataka koristen je SPTKTT upitnik samoprocjene razine
TPACK-a medu budu¢im uciteljima. Sastoji se od 47 pitanja s odgovorima struk-
turiranim prema Likertovoj skali s pet stupnjeva pri ¢emu 1 oznacava ,,uopée se
ne slazem®, a 5 oznacava ,,u potpunosti se slazem®. Pitanja su grupirana u 7 do-
mena (tehnolosko, pedagosko, sadrzajno, tehnolosko-pedagosko, tehnolosko-sa-
drzajno, pedagosko-sadrzajno i tehnolosko-pedagosko-sadrzajno znanje). [zvorni
SPTKTT upitnik napisan je na engleskom jeziku. Preveden je na hrvatski jezik
metodom dvostrukog prijevoda te je lektoriran (Dobi Barisi¢, 2018).

Upitnik je dodatno prosiren skupom demografskih pitanja koja ukljucuju pitanja
o sveuciliStu, studijskoj godini, pohadanju modula informatike te spolu ispitanika.

Studijski programi

Zbog neujednacene strukture promatranih studijskih programa, istrazivanjem
¢e se ispitati povezanost izmedu strukturnih razlika studijskih programa i razine
TPACK-a kod buduc¢ih ucitelja. Analizom ¢e se takoder utvrditi broj kolegija koji
poucavaju sadrzaje povezane s tehnologijom i/ili njezinom primjenom u obrazo-
vanju, kao i eventualne posebnosti studijskih programa koje bi mogle imati utje-
caj na razinu TPACK-a kod studenata. Kolegiji koji pouCavaju sadrzaje iskljuci-
vo povezane s tehnologijom (npr. Grada racunala, Oblikovanje teksta, Grafika,
animacija i film, Programiranje) primarno doprinose razvoju tehnolo§kog znanja
(TK), koje je temeljna komponenta TPACK okvira te su iz tog razloga ukljuceni
u analizu. Kolegiji koji poucavaju sadrzaje o primjeni tehnologije u obrazovanju
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(npr. Informatika u obrazovanju, Edukativni roboti i mikroracunala u obrazova-
nju, Metodika informatike) doprinose razvoju interaktivnih komponenti TPK,
ukljuceni u ovu analizu, iako u pojedinima od njih sigurno postoje aktivnosti i
sadrzaji koji takoder doprinose razvoju pojedinih komponenti TPACK-a.

Varijable

Studijski program jest nominalna varijabla ¢ije vrijednosti predstavljaju sveuci-
lista na kojima se izvode integrirani prijediplomski i diplomski sveucili$ni uéitelj-
ski studiji: Osijek, Zagreb, Slavonski Brod, Rijeka, Pula, Zadar, Split.

Broj kolegija ordinalna je varijabla koja predstavlja broj kolegija koji pouca-
vaju sadrzaje povezane s tehnologijom i/ili njezinom primjenom u obrazovanju.
Vrijednost varijable dobivena je na temelju analize studijskih programa i detekci-
je kolegija s trazenim sadrzajima. Ova varijabla predstavlja mjeru formalne izlo-
zenosti tehnoloskim sadrzajima tijekom studija, ne obuhvacéa pedagoski kontekst
primjene tehnologije, ve¢ isklju¢ivo njezinu zastupljenost u studijskom programu.

Studijska godina ordinalna je varijabla ¢ija vrijednost predstavlja godinu studija
koju su studenti pohadali u trenutku sudjelovanja u istrazivanju.

Razina TPACK-a ordinalna je varijabla dobivena kao srednja vrijednost svih
poddomena, odnosno cestica SPTKTT upitnika (s odgovorima strukturiranim
prema Likertovoj skali s pet stupnjeva).

Analiza podataka

Konfirmatorna faktorska analiza koriStena je za utvrdivanje konstrukcijske va-
ljanosti upitnika u kontekstu hrvatskoga obrazovnog sustava. Za utvrdivanje po-
uzdanosti koriStena je metoda interne konzistencije, koja ukljucuje odredivanje
vrijednosti Cronbachova a koeficijenta pouzdanosti.

Utjecaj studijskih programa na razinu TPACK-a ispitan je neparametrijskom anali-
zom varijance te dodatno analiziran Dunnovim post-hoc testom i eta koeficijentom 2.

Utjecaj nezavisnih varijabli Broj kolegija 1 Studijska godina na zavisnu vari-
jablu Razina TPACK-a ispitan je neparametrijskom analizom varijance. Kako bi
se utvrdilo izmedu kojih grupa promatranih nezavisnih varijabli postoji razlika,
proveden je Dunnov post-hoc test, dok je varijabilnost zavisne varijable Razina
TPACK-a dodatno pojasnjena eta koeficijentom 1?.
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StatistiCka analiza podataka provedena je koriStenjem statistiCkog softvera
JASP (JASP team, 2025).

REZULTATI ISTRAZIVANJA I INTERPRETACIJA

Validacija faktorske strukture SPTKTT upitnika u kontekstu
hrvatskoga obrazovnog sustava

Rezultati konfirmatorne faktorske analize provedene na uzorku od 388 studena-
ta pokazali su da predloZena faktorska struktura SPTKTT upitnika ostvaruje za-
dovoljavajuce pokazatelje modela. Kaiser-Meyer-Olkinova mjera (KMO = 0,84)
i Bartlettov test sfericiteta (y2 = 21785,65, df = 1081, p < 0,01) potvrduju predu-
vjete za provedbu faktorske analize na promatranom uzorku. Nakon provedene
konfirmatorne faktorske analize, standardizirana faktorska optere¢enja su se kre-
tala u rasponu od 0,63 do 1,00 (vidi Tablicu 2) §to upucuje na dobru povezanost
indikatora s latentnim konstruktom.

TasLica 2. Raspon faktorskih optereéenja Cestica za promatrane faktore u kontekstu hrvatskoga
obrazovnog sustava

Promatrani faktor Rasp on’ko?ficijenata
(oznaka faktora i ¢estica u modelu na Slici 1) p(l)'po :z;if‘:?l‘:) Zl;:lt:z:a
Tehnolo$ko znanje (oznaka: F1— TK) 0,87 -0,92
SadrZajno znanje — matematika (oznaka: F2 — CK-M) 0,87 -0,97
SadrzZajno znanje — priroda i drustvo (oznake: F3 — CK-SC I CK-SSC) 0,64 — 0,96
SadrzZajno znanje — pismenost (oznaka: F4 — CK-L) 0,81 -0,96
Pedagosko znanje (oznaka: F5 — PK) 0,65 0,92
Pedagosko-sadrzajno znanje (oznaka: F6 — PCK) 0,85-0,90
Tehnolo$ko-sadrZajno znanje (oznaka: F7 — TCK) 0,82 — 1,00
TehnoloSko-pedagosko znanje (oznaka: F§ — TPK) 0,63 — 0,92
Tehnolosko-pedagosko-sadrzajno znanje (oznaka: F9 — TPACK) 0,73 - 0,86

Dobiveni su sljedeci pokazatelji dobrog pristajanja modela empirijskim podat-
cima: ¢ =2603,421, p < 0,001, df = 1010, */df = 2,58, RMSEA = 0,064 s inter-
valom pouzdanosti (0,061; 0,067), SRMR = 0,069, CFI= 0,968, GFI = 0,990, TLI
= 0,966, NFI = 0,949. Model je prikazan na Slici 1.
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Unutarnja konzistencija SPTKTT upitnika prikazana je Cronbachovim a koefi-
cijentom za svih devet promatranih faktora (Tablica 3). Cronbachov a koeficijent
za cijeli upitnik iznosi 0,967, dok se za poddomene upitnika kreé¢e u rasponu od
0,966 do 0,967, $to upucuje na visoku pouzdanost mjernog instrumenta.

TasLica 3. Cronbachov a koeficijent za sve promatrane faktore SPTKTT upitnika

Promatrani faktor Cronbach a
Tehnolosko znanje 0,967
Sadrzajno znanje — matematika 0,967
Sadrzajno znanje — priroda i drustvo 0,967
Sadrzajno znanje — pismenost 0,967
Pedagosko znanje 0,967
Pedagosko-sadrzajno znanje 0,966
Tehnolosko-sadrzajno znanje 0,966
Tehnolosko-pedagosko znanje 0,966
Tehnolosko-pedagosko-sadrzajno znanje 0,966

Utjecaj studijskog programa na razinu znanja buducih ucitelja o primjeni
tehnologije u nastavi

Svi promatrani studijski programi akreditirani su kao programi koji se izvode
uzivo. U studijskom programu U¢iteljskog fakulteta Sveucilista u Zagrebu postoji
moguénost online izvodenja do 20 % nastave i za vecinu kolegija iz studijskog
programa je ta moguénost maksimalno iskoristena (svih 20 %).

S obzirom na to da trenutaéno HKO ne sadrzi standard kvalifikacija za magi-
stru/magistra primarnog obrazovanja, strukturna neujednacenost studijskih pro-
grama nije predmet ove analize, ve¢ normativna ¢injenica.

Utjecaj studijskog programa na razinu znanja o primjeni tehnologije u nastavi
(TPACK) ispitan je na uzorku ispitanika koji pohadaju uciteljski studijski pro-
gram na jednom od sedam sveuciliSta u Hrvatskoj (N = 388). Deskriptivna stati-
stika varijable Razina TPACK-a u odnosu na varijablu Studijski program dostup-
na je u Tablici 4.
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TasLica 4. Deskriptivna statistika varijable Razina TPACK-a u odnosu na varijablu Studijski
program

Sveuciliste
Osijek SL. Brod Zagreb Pula Rijeka Zadar Split
N 164 80 40 27 17 28 32
medijan 3,75 3,75 4,13 4,00 3,50 3,75 3,75
Max. 5,00 5,00 5,00 5,00 5,00 5,00 5,00
Min. 1,75 2,00 2,75 2,50 1,00 2,00 2,00

Kruskal-Wallisov test upucuje na postojanje statisticki znacajne razlike u razini
TPACK-a medu studentima u odnosu na studijski program, odnosno sveuciliste
koje pohadaju (3*(6) = 16,22, p = 0,013).

Dunnov post-hoc test s Bonferronijevom korekcijom identificirao je znacajne
razlike izmedu Sveucilista u Zagrebu i Sveucilista u Osijeku (p = 0,001), Sveuci-
lista u Rijeci (p = 0,008), Sveucilista u Slavonskom Brodu (p = 0,002), Sveucilista
u Splitu (p = 0,028) i Sveudilista u Zadru (p = 0,008).

Iako postoji statisticki znacajna razlika u razini TPACK-a medu studijskim pro-
gramima, odnosno sveucili§tima koja studenti pohadaju, veli¢ina ucinka bila je
mala (n? = 0,042).

Hipoteza H1

Kako je prije navedeno, studijski programi razlikuju se u ponudi modula/smje-
rova. Tablica 5 prikazuje zastupljenost modula/smjerova za svaki promatrani
studijski program. Daljnji rezultati prikazuju analizu kolegija sa sadrzajima po-
vezanim s tehnologijom 1/ili njezinom primjenom u obrazovanju prema studij-
skom programu, studijskoj godini i statusu kolegija (obvezni/iz modula ili smjera
informatika) (Tablica 6). Slobodni izborni kolegiji nisu uklju¢eni u ovu analizu s
obzirom na to da nisu prikupljeni podatci o odabiru slobodnih izbornih kolegija.

TasLicA 5. Zastupljenost pojedinih modula/smjerova u studijskim programima

Sveudiliste
modul/smjer
Osijek | SI. Brod | Zagreb | Pula | Rijeka | Zadar Split
Razvojni (RAZ) + +
Informatika (INF) + + + + +
Strani jezik (SJ) + + + + +
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SveudiliSte
modul/smjer
Osijek | SL. Brod | Zagreb | Pula | Rijeka | Zadar Split

Likovna kultura (LK) + +

Hrvatski jezik (HJ) + +

Odgojne znanosti (OZ) +

Kulturna i prirodna 4

bastina (BAS)

TaBLICA 6. Broj kolegija sa sadrzajima povezanim s tehnologijom 1/ili njezinom primjenom u
obrazovanju, prema studijskom programu, studijskoj godini i statusu kolegija (obvezni/iz modula

ili smjera)

Studijska godina
SveudiliSte | Status kolegija [DFVED druga treéa Cetvrta peta
studijska | studijska | studijska | studijska | studijska
godina godina godina godina godina

obvezni 2 2 1 1 0
Osijek

iz modula/smjera INF 4 3 3 3 2

obvezni 2 2 1 1 0
Sl. Brod

iz modula/smjera INF 4 3 3 3 2

obvezni 0 1 0 0 0
Zagreb

iz modula/smjera INF 2 3 2 2 2

obvezni 1 1 1 0 0
Pula

iz modula/smjera INF - - 4 3 2

obvezni 1 1 1 0
Rijeka

iz modula/smjera INF - - - - -

obvezni 1 1 0 0 0
Zadar

iz modula/smjera INF - - - - -

obvezni 1 0 0 0 0
Split

iz modula/smjera INF - 2 2 2 2

Hipoteza H1 testirana je na poduzorku od 154 ispitanika za koje postoji poda-
tak o pohadanju modula informatika, odnosno za koje je moguce jednoznacno
utvrditi broj kolegija sa sadrzajima iz podrucja tehnologije i/ili njezine primjene
u obrazovanju (varijabla Broj kolegija) koje su pohadali tijekom studija. Buduéi
da su podatci o pohadanju modula prikupljeni samo za modul informatike, samo
je za te ispitanike bilo moguée izracunati varijablu Broj kolegija na individualnoj
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razini. Deskriptivna statistika varijable Razina TPACK-a u odnosu na varijablu
Broj kolegija dostupna je u Tablici 7.

Kruskal-Wallisov test upucuje na postojanje statisticki znacajne razlike u razini
TPACK-a medu studentima u odnosu na broj kolegija sa sadrzajima iz podrucja
tehnologije (y*(4) = 19,795, p < 0,001).

TasLica 7. Deskriptivna statistika varijable Razina TPACK-a u odnosu na varijablu Broj kolegija
na poduzorku od 154 studenta

Broj kolegija sa sadrZajima iz podrucja tehnologije
0 1 2 3 4
N 41 40 49 22 2
medijan 4,00 3,25 4,00 4,00 3,13
Max. 5,00 5,00 5,00 5,00 4,00
Min. 2,75 3,00 1,75 3,00 2,25

Dunnov post-hoc test s Bonferronijevom korekcijom identificirao je znacajne
razlike u razini TPACK-a kod studenata koji nisu odslusali kolegij i onih koji su
odslusali jedan kolegij (p < 0,001), izmedu studenata koji nisu odslusali kolegij i
onih koji su odslusali dva kolegija (p = 0,046), izmedu studenata koji su odslusali
jedan kolegij 1 onih koji su odslusali dva kolegija (p = 0,013) te izmedu studenata
koji su odslusali jedan kolegij i onih koji su odslusali tri kolegija (p = 0,022). Ra-
zlike izmedu drugih grupa nisu dosegnule statistiCku znacajnost.

Iako postoji statisticki zna¢ajna razlika u razini TPACK-a medu studijskim go-
dinama, veli¢ina u¢inka bila je mala (n*> = 0,106).

Hipoteza H2

Hipoteza H2 testirana je na ukupnom uzorku ispitanika (N = 388) koji poha-
daju uciteljski studijski program na jednom od sedam sveucilista u Republici Hr-
vatskoj. Deskriptivna statistika varijable Razina TPACK-a u odnosu na varijablu
Studijska godina dostupna je u Tablici 8.

Kruskal-Wallisov test upucuje na postojanje statisticki znacajne razlike u razini
TPACK-a medu studentima u odnosu na godinu studija (¥*(4) = 25,592, p <0,001).

Dunnov post-hoc test s Bonferronijevom korekcijom identificirao je znacajne
razlike izmedu prve i trece godine studija (p < 0,001), prve i pete godine studija
(p <0,001), druge i trece godine studija (p = 0,016), druge i pete godine studija (p
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=0,002) te Cetvrte i1 pete godine studija (p = 0,016). Razlike izmedu drugih grupa
nisu dosegnule statisticku znacajnost.

TaBLica 8. Deskriptivna statistika varijable Razina TPACK-a u odnosu na varijablu Studijska godina

Studijska godina
prva druga treca Cetvrta peta
studijska studijska studijska studijska studijska
godina godina godina godina godina

N 114 59 72 62 81
medijan 3,50 3,50 4,00 4,00 4,00
Max. 5,00 5,00 5,00 5,00 5,00
Min. 1,00 1,75 2,50 2,00 2,00

Iako postoji statisticki znacajna razlika u razini TPACK-a izmedu studijskih
godina, veli¢ina ucinka je mala (n? = 0,056).

RASPRAVA

U ovom istrazivanju najprije je ispitana konstrukcijska valjanost SPTKTT upit-
nika u hrvatskome obrazovnom kontekstu. Rezultati konfirmatorne faktorske ana-
lize provedene na ukupnom uzorku buduéih ucitelja (N = 388) potvrdili su fak-
torsku strukturu SPTKTT upitnika predlozenu u radu Dobi Barisi¢ i sur. (2019).
Time je potvrdeno da instrument pouzdano mjeri teorijske domene i poddomene
TPACK okvira u kontekstu hrvatskoga obrazovnog sustava, Sto predstavlja vazan
metodoloski doprinos i temelj za daljnje analize razlika u razini TPACK-a u Re-
publici Hrvatskoj.

Daljnje analize rezultirale su statisti¢ki znacajnim razlikama u razini TPACK-a
u odnosu na studijski program, broj kolegija sa sadrzajima povezanim s tehnolo-
gijom i/ili njezinom primjenom u obrazovanju, koji su ukljuceni u nastavni plan
i program studijskih programa, a takoder i na studijsku godinu koju studenti po-
hadaju. Rezultati su pokazali i da je varijabilnost promatranih varijabli mala (n?
= 0,042 za studijski program; n?> = 0,106 za broj kolegija; n> = 0,056 za studijsku
godinu), odnosno da postoje drugi faktori koji imaju znac¢ajniji utjecaj na razvije-
nost TPACK-a kod budu¢ih uditelja.

Studijski program objasnjava tek 4,2 % varijabilnosti u razini TPACK-a. Re-
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zultati su pokazali kako studenti Integriranoga prijediplomskog i diplomskog
uciteljskog studija na Uciteljskom fakultetu u Zagrebu ostvaruju visu razinu sa-
moprocijenjenog TPACK-a u odnosu na studente ostalih promatranih sveucili-
§ta. Analizom studijskih programa detektirano je da Uciteljski fakultet u Zagrebu
omogucuje online izvodenje 20 % nastave, §to se u praksi primjenjuje u vecini
kolegija, ¢ime se povecava iskustvo koriStenja tehnologije u obrazovnom kon-
tekstu i potice razvoj TPACK-a. Medutim, varijabilnost od 4,2 % pokazuje da je
mogucénost online izvodenja 20 % nastave pokazatelj povezanosti, ali ne i dokaz
izravnog utjecaja na razvoj TPACK-a. Dobiveni su rezultati u skladu s prethod-
nim istrazivanjima prema kojima razvoj TPACK-a u velikoj mjeri ovisi o peda-
goskom kontekstu i na¢inu integracije tehnologije u nastavu (Koehler i Mishra,
2009; Wang i sur., 2018; Tschonhens i sur., 2024), dakle ne moze se svesti isklju-
¢ivo na formalnu strukturu studijskog programa.

lako je razlika u razini TPACK-a u odnosu na broj kolegija sa sadrzajima pove-
zanim s tehnologijom i/ili njezinom primjenom u obrazovanju statisticki znacaj-
na, $to je u skladu s rezultatima Gilla i Dalgarna (2017), ona objasnjava tek 10,6
% varijabilnosti. Ovaj rezultat potvrduje ranija istrazivanja koja naglaSavaju da
je presudan nacin pedagoske integracije i primjene tehnologije u nastavnom kon-
tekstu (Baran i sur., 2091; Tondeur i sur., 2019; Kadioglu-Akbulut i sur., 2023),
dakle sama prisutnost kolegija sa sadrzajima iz podrucja tehnologije i/ili njezine
primjene u obrazovanju nije dostatan uvjet za razvoj interaktivnih komponenti
TPACK-a.

Sli¢no prethodnom, studijska godina koju pohadaju ispitanici objasnjava 5,6 %
varijabilnosti. Ovi rezultati sugeriraju kako napredovanje tijekom studija ne pred-
stavlja istaknuti faktor razvoja TPACK-a kod buducih ucitelja. Ovaj rezultat u
skladu je s istrazivanjima koja isticu kako se TPACK razvija kumulativno (Valto-
nen i sur., 2017), ali i da istovremeno ovisi o kvaliteti obrazovnih iskustava (Ning
i sur., 2022), a ne iskljuéivo o trajanju studija ili akademskom napredovanju.

Ogranicenja istrazivanja ukljucuju ¢injenicu da su ispitanici samoprocjenjivali
razinu TPACK-a $to moZe rezultirati odstupanjem u odnosu na stvarnu razinu
TPACK-a. Nadalje, strukturna obiljezja studijskih programa analizirana su isklju-
¢ivo kvantitativno, odnosno brojem kolegija sa sadrzajima iz podruéja tehnologije
i/ili njezine primjene u nastavi. Analiza kolegija nije obuhvatila kolegije u kojima
se tehnologija poucava kontekstno (razvijaju¢i poddomene TPK i TCK), ve¢ su
u analizu ukljuceni isklju¢ivo kolegiji sa sadrzajima iz podrucja tehnologije i/ili
njezine primjene u obrazovanju. Takav obuhvat kolegija predstavlja metodolosko
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ogranicenje istraZivanja. S obzirom na to da je primijenjen presjecni istraZivacki
dizajn, rezultati prikazuju trenutacno stanje i nije moguce utvrditi utjecaj promje-
na u studijskom programu na razvoj TPACK-a.

Buduca istrazivanja trebala bi ukljucivati kvalitativnu analizu studijskih progra-
ma te identifikaciju faktora koji nisu obuhvaceni ovim istraZivanjem, a utjeu na
razvoj svih poddomena TPACK-a. Rezultati ovog istrazivanja svakako upucuju
na potrebu za prilagodbom kurikuluma i obrazovnih strategija kako bi se bolje
podrzao razvoj svih komponenti TPACK-a i omogu¢ila kvalitetnija integracija
tehnologije u nastavi, ali u tom slucaju potrebno je provesti longitudinalno istra-
zivanje kako bi se mogli donijeti zakljucci o utjecaju uvedenih promjena na razvoj
TPACK-a.

ZAKLJUCAK

Razvoj tehnoloskih, pedagoskih i sadrzajnih kompetencija (TPACK) kod bu-
ducih ucitelja kljucan je za u¢inkovitu integraciju tehnologije u obrazovni proces
1 za osiguravanje kvalitete nastave u 21. stoljecu. Koristenje tehnologije u obra-
zovanju omogucuje uciteljima koriStenje inovativnih nastavnih metoda koje obo-
gacuju iskustva ucenika i pomazu im da razvijaju vjestine potrebne za uspjesno
snalazenje u digitalnom drustvu.

Iako se utjecaj promatranih nezavisnih varijabli pokazao kao statisti¢ki znaca-
jan, mala varijabilnost upuéuje na to da se razvoj TPACK-a ne moze svesti na
strukturu studijskog programa, broj kolegija ili studijsku godinu, ve¢ u ve¢oj mje-
ri ovisi o kvaliteti pedagoskog konteksta u kojem se tehnologija rabi, ukljucujuéi
metodiku nastave, nastavne zadatke, praksu i kulturu koristenja tehnologije. Sve
prethodno navedeno potvrduje sloZzenost razvoja ove kompetencije.

Razvijanje TPACK-a kod buduéih ucitelja zahtijeva primjenu razli¢itih obra-
zovnih praksi i instruktivnih modela koji omogucuju uciteljima da steknu 1 usmje-
re svoje znanje u svim relevantnim podruc¢jima. S obzirom na brzi razvoj teh-
nologija, uditelji se suocavaju s potrebom za stalnim u¢enjem i usavrSavanjem
svojih vjestina, §to ukljucuje i integraciju novih i emergentnih tehnologija poput
umjetne inteligencije, virtualne stvarnosti i drugih digitalnih alata. Za uspjeSan
razvoj TPACK-a, obrazovni sustavi moraju osigurati odgovaraju¢e obrazovne
intervencije 1 kontinuiranu podrsku uciteljima, ukljucujuci obrazovne programe
koji omoguéuju stjecanje potrebnih kompetencija u svim podrucjima.
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Koristenje strategija koje ukljucuju teorijske i1 prakti¢ne aspekte obrazovanja
pomo¢i ¢e budu¢im uciteljima u razvoju sveobuhvatnih kompetencija koje su
nuzne za uspjes$nu integraciju tehnologije u nastavu. Na taj naéin ucitelji ¢e biti
bolje opremljeni za suocavanje s izazovima modernog obrazovanja i osigurati da
ucenici budu spremni za zivot u digitalnom i globaliziranom svijetu.
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DEVELOPMENT OF FUTURE TEACHERS’ COMPETENCIES FOR THE USE OF
TECHNOLOGY IN TEACHING THROUGH A STUDY PROGRAM.

ABSTRACT

Croatian and European strategic documents emphasize the
importance of professional competences of teachers and
the digital transformation of the education system. In this
context, the theoretical framework TPACK (technological,
pedagogical and content knowledge) is used to understand
the integration of digital technologies into teaching. The
aim of this research is to examine differences in the level
of TPACK among teacher education students in the Re-
public of Croatia with regard to the study program, year
of study, and number of courses with content in the field
of digital technologies and/or their applications in educa-
tion. The level of TPACK was measured with the SPTKTT
questionnaire, for which a factor structure was proposed in
the context of the Croatian education system, and it was
confirmed by confirmatory factor analysis on a total sam-
ple of 388 students. The analysis of the impact of the study
program and the year of study was conducted on the same
sample, while the impact of the number of courses was
analyzed on a subsample of 154 students for whom data
on attendance at computer science modules was available,
i.e. on the number of courses with content from the field of
digital technologies and/or their applications in education
that they attended during their studies. The representation
of such courses was determined by analyzing the study
programs. The results showed statistically significant
differences in the level of TPACK with respect to all ob-
served variables, but the effect sizes were small, indicating
a limited contribution of structural features of the study
program to the development of TPACK. The findings sug-
gest that the development of TPACK cannot be explained
solely by the structure of study programs, but rather de-
pends on other factors, which has important implications
for the development of curricula and educational strategies
in the education of future teachers.
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SAZETAK

Ovo istrazivanje ispituje povezanost izmedu spremnosti za
profesionalni razvoj i zadovoljstva poslom kod skolskih pe-
dagoga u Republici Hrvatskoj, kao i ulogu dobi kao potenci-
jalnog prediktora za obje varijable. Istrazivanje je provedeno
nauzorku od 185 pedagoga zaposlenih u osnovnim i srednjim
Skolama putem digitalnoga anketnog upitnika. Rezultati po-
kazuju da ne postoje statisticki znacajne razlike u spremnosti
za profesionalni razvoj izmedu pedagoga razliitih dobnih
skupina (p = 0,52). Takoder nije utvrdena statisticki zna-
Cajna razlika u zadovoljstvu poslom s obzirom na dob (p =
0,83). Medutim, pronadena je statisticki znacajna pozitivna
korelacija izmedu zadovoljstva poslom i spremnosti za pro-
fesionalni razvoj (r = 0,338, p < 0,001). Dodatno, utvrdena je
umjerena pozitivna korelacija izmedu spremnosti za profesi-
onalni razvoj i doprinosa kulturi skole (r = 0,434, p < 0,001).
Pedagozi svih dobnih skupina pokazuju visoku razinu spre-
mnosti za profesionalni razvoj (M = 4,10 na skali od 1 do 5)
i umjereno visoko zadovoljstvo poslom (M = 3,62). Veli¢ina
ucinka dobi na spremnost za profesionalni razvoj je zanema-
riva (n?=0,007), $to dodatno potvrduje da dob nije relevantna
determinanta. Ovi rezultati sugeriraju da programi stru¢nog
usavrsavanja trebaju biti jednako dostupni i relevantni za pe-
dagoge svih dobnih skupina. Osim toga, rezultati istrazivanja
naglasavaju vaznost ulaganja u ¢imbenike koji povecavaju
zadovoljstvo poslom kako bi se indirektno pozitivno utjecalo
na spremnost pedagoga za kontinuirani profesionalni razvoj.

KLJUCNE RUECT:

dobne razlike, skolski pedagozi,
profesionalni razvoj, zadovoljstvo
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UvoOD

Profesija Skolskog pedagoga predstavlja jednu od temeljnih okosnica odgoj-
no-obrazovnog sustava, a njihova uloga postaje sve kompleksnija u kontekstu
dinami¢nih drustvenih promjena, obrazovnih reformi i rastucih zahtjeva koje su-
vremena Skola postavlja pred odgojno-obrazovne struénjake. U takvim okolnosti-
ma, profesionalni razvoj pedagoga namece se kao imperativ za odrzavanje kvali-
tete rada 1 prilagodbu novim profesionalnim izazovima. Istodobno, zadovoljstvo
poslom, kao visedimenzijski konstrukt koji odrazava afektivni odnos pojedinca
prema vlastitoj profesionalnoj ulozi, postaje klju¢an ¢imbenik profesionalne u¢in-
kovitosti 1 odrZivosti karijere.

Premda je odnos izmedu profesionalnog razvoja i zadovoljstva poslom odgoj-
no-obrazovnih djelatnika bio predmetom brojnih istrazivanja (Desimone, 2009;
Darling-Hammond, Hyler i Gardner, 2017; Wei, Darling-Hammond, Andree,
Richardson i Orphanos, 2018), analiza tog odnosa kod $kolskih pedagoga ostaje
nedovoljno istrazena, posebice u kontekstu hrvatskoga obrazovnog sustava. Ova
istrazivacka praznina zahtijeva pozornost uzimaju¢i u obzir jedinstvenu prirodu
pedagoske profesije koja objedinjuje razvojne, analiticke, savjetodavne i koordi-
nacijske funkcije unutar obrazovne institucije (Juri¢, 2004; Stanici¢, 2005; Vuko-
vié, 2021).

Cilj ovog rada jest istraziti odnos izmedu spremnosti za profesionalni razvoj i
zadovoljstva poslom kod skolskih pedagoga, uzimajucéi u obzir i potencijalni utje-
caj demografskih varijabli, posebice dobi pedagoga. Ovakva analiza omogucuje
dublje razumijevanje dinamike profesionalnog razvoja u specificnom kontekstu
pedagoske profesije te stvara empirijsku osnovu za unapredenje sustava profesi-
onalnog razvoja pedagoga i, posljedicno, kvalitete odgojno-obrazovnog procesa.

PROFESIONALNI RAZVOJ PEDAGOGA: KONCEPTUALNI
OKVIR I SUVREMENE PARADIGME

Transformacija koncepta profesionalnog razvoja

Profesionalni razvoj kao koncept proSao je znatnu evoluciju u obrazovnoj te-
oriji i praksi posljednjih desetlje¢a. Od tradicionalnog shvacanja usmjerenog na
povremeno struc¢no usavrsavanje kroz formalne edukacije doslo se do cjelovitog i
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kontinuiranog procesa koji obuhvaca Sirok spektar formalnih, neformalnih i infor-
malnih oblika u¢enja (Avalos, 2011; Desimone, 2009). U suvremenoj konceptua-
lizaciji, profesionalni razvoj predstavlja ,,dugoro¢ni, sloZeni proces koji ukljucuje
razliite iskustvene i refleksivne aktivnosti usmjerene na jacanje profesionalnih
kompetencija i profesionalnog identiteta” (Darling-Hammond i Richardson,
2009: 46).

Vazno je kriti¢ki sagledati samu koncepciju profesionalnog razvoja koja se,
prema Kennedy (2014), kre¢e izmedu triju modela: transmisijskog (usmjerenog
na prenosenje znanja i vjestina), tranzicijskog (fokusiranog na mentorstvo i re-
fleksivnu praksu) i transformacijskog (orijentiranog na profesionalnu autonomiju
i stvaranje znanja). Za Skolske pedagoge, koji se Cesto nalaze u ulozi i primatelja
1 nositelja profesionalnog razvoja, ova je distinkcija posebno relevantna. Open-
dakis (2022) upucuje na to da transformacijski model profesionalnog razvoja,
koji naglasava agentnost profesionalaca i suradnicko stvaranje znanja, pokazuje
snazniju povezanost sa zadovoljstvom poslom nego tradicionalni transmisijski
modeli.

Medutim, potrebno je istaknuti i ograni¢enja ovakvih teorijskih kategoriza-
cija. Koncepti profesionalnog razvoja Cesto zanemaruju specifi¢ni organizacij-
ski i1 kulturoloski kontekst u kojem se implementiraju (Avalos, 2011), §to moZe
dovesti do neuskladenosti izmedu teorije i prakse. U hrvatskome obrazovnom
sustavu, koji karakterizira relativno centralizirana struktura stru¢nog usavrsava-
nja, ovo se ocituje kroz dominaciju transmisijskog modela unato¢ deklarativnom
prihvacanju suvremenih paradigmi profesionalnog razvoja (Vizek Vidovi¢ i Do-
movi¢, 2019).

Specifi¢nosti profesionalnog razvoja Skolskih pedagoga

Profesionalni razvoj Skolskih pedagoga nosi odredene specificnosti u odnosu
na profesionalni razvoj ucitelja ili nastavnika. Dok se kod potonjih profesionalni
razvoj primarno usmjerava na unapredenje kompetencija povezanih s nastavnim
procesom, kod pedagoga obuhvaca Sirok spektar podrucja, od razvojne pedagos-
ke djelatnosti i savjetodavnog rada do analiticko-istrazivackih i koordinacijskih
kompetencija (Ledi¢, Stanic¢i¢ i Turk, 2013). Ova visedimenzionalnost oteZzava
kreiranje koherentnih programa profesionalnog razvoja koji bi primjereno speci-
ficirali sve aspekte pedagoske profesije.

Kriticki razmatraju¢i aktualne moguénosti profesionalnog razvoja pedagoga
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u hrvatskome obrazovnom sustavu, vazno je uociti diskrepanciju izmedu nor-
mativnog okvira koji naglasava vaznost kontinuiranoga profesionalnog razvoja
1 stvarnih moguénosti koje sustav pruza. Istrazivanje koje provode Vican, Ledi¢
i Radeka (2022) upuéuje na dominantno individualne oblike usavr$avanja, pri
¢emu se pedagozi Cesto oslanjaju na samostalno pracenje literature i sudjelovanje
u webinarima. Takva praksa, premda odrazava intrinzi¢nu motivaciju pedagoga
za profesionalnim razvojem, istovremeno upucéuje na nedostatne institucijske me-
hanizme potpore.

Dodatno, potrebno je kriticki preispitati i samu metodiku profesionalnog razvo-
ja koja je dostupna pedagozima. Kako isticu Mursak, Javrh i Kalin (2011), dje-
lotvorni profesionalni razvoj treba odrazavati principe konstruktivisticke teorije
ucenja, biti aktivan, refleksivan i kontekstno relevantan. Nasuprot tomu, programi
struénog usavrSavanja pedagoga Cesto su fragmentirani, epizodni i nedovoljno
povezani s konkretnim izazovima pedagoske prakse (Kostovi¢-Vranjes, 2015).
Ova strukturna ograni¢enja posebno su relevantna u kontekstu sve slozenijih za-
htjeva koji se postavljaju pred pedagoge u suvremenome obrazovnom okruZzju.
Promjene u obrazovnim politikama, reforma kurikuluma, digitalizacija obrazova-
nja i rastuéa heterogenost uc¢enicke populacije zahtijevaju kontinuiranu nadograd-
nju profesionalnih kompetencija pedagoga, $to aktualni sustav profesionalnog ra-
zvoja tek djelomi¢no omogucuje.

Dobne razlike u pristupanju profesionalnom razvoju

Pitanje dobnih razlika u pristupu profesionalnom razvoju predstavlja relevan-
tno, ali i kontroverzno podrucje istrazivanja. Literatura nudi divergentne perspek-
tive o odnosu izmedu dobi odgojno-obrazovnih djelatnika i njihove spremnosti za
profesionalni razvoj. S jedne strane, odredene studije sugeriraju da mladi odgoj-
no-obrazovni djelatnici pokazuju vecu otvorenost prema profesionalnom razvoju
i inovacijama (Day i Sachs, 2004; Maskit, 2011), §to se ¢esto objasnjava visokom
razinom entuzijazma i manjim profesionalnim optereéenjem.

S druge strane, pojedina istrazivanja dovode u pitanje ovakve generalizaci-
je. Longitudinalna studija koju su proveli Richter, Kunter, Klusmann, Liidtke i
Baumert (2011) pokazuje da profesionalni razvoj slijedi nelinearnu putanju kroz
karijeru odgojno-obrazovnih djelatnika, pri ¢emu su formalne aktivnosti profesio-
nalnog razvoja najzastupljenije u srednjoj fazi karijere, dok oni mladi i stariji pre-
feriraju razlicite oblike profesionalnog ucenja. Ovo upucuje na kvalitativne, a ne
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kvantitativne razlike u pristupu profesionalnom razvoju kroz razlicite faze karijere.

U kontekstu pedagoske profesije, pitanje dobnih razlika dodatno usloznjava
specifi¢na priroda pedagoskog poziva koji podrazumijeva kontinuiranu refleksi-
ju, ucenje i prilagodbu. Ledi¢ i sur. (2013) pronalaze da pedagozi s duljim radnim
iskustvom vi$im procjenjuju doprinos stru¢nog usavrsavanja razvoju profesional-
nih kompetencija, Sto sugerira da percepcija vrijednosti profesionalnog razvoja
mozda raste s iskustvom, nasuprot pretpostavci o smanjenom interesu za profesi-
onalni razvoj u kasnijim fazama karijere.

ZADOVOLJSTVO POSLOM SKOLSKIH PEDAGOGA:
VISEDIMENZIJSKA PERSPEKTIVA

Konceptualizacija zadovoljstva poslom u obrazovnom kontekstu

Zadovoljstvo poslom predstavlja kompleksni konstrukt koji se u literaturi de-
finira kao ,,ugodno ili pozitivno emocionalno stanje koje proizlazi iz procjene
vlastitog posla ili radnog iskustva“ (Locke, 1976: 1304). U kontekstu odgojno-
obrazovnih djelatnosti, zadovoljstvo poslom ima dodatnu dimenziju povezanu s
percepcijom drustvenog doprinosa i ostvarenja profesionalne misije (Skaalvik 1
Skaalvik, 2011).

Literatura identificira viSestruke dimenzije zadovoljstva poslom u obrazovnom
kontekstu: intrinzi¢no zadovoljstvo povezano sa samom prirodom posla, zado-
voljstvo uvjetima rada, zadovoljstvo profesionalnim statusom i autonomijom te
zadovoljstvo meduljudskim odnosima i radnim okruzjem (Dinham i Scott, 1998;
Toropova, Myrberg i Johansson, 2021). Ova multidimenzionalnost oteZava jed-
noznacnu operacionalizaciju i mjerenje zadovoljstva poslom, $to djelomic¢no
objasnjava i divergentne rezultate istrazivanja u ovom podrucju.

Kriticki je vazno sagledati i kulturolosku dimenziju zadovoljstva poslom odgoj-
no-obrazovnih djelatnika. TALIS (Teaching and Learning International Survey)
istrazivanja (OECD, 2020) upuéuju na znatne razlike u odrednicama zadovoljstva
poslom izmedu razli¢itih obrazovnih sustava, §to sugerira da se rezultati istrazi-
vanja iz jednog konteksta ne mogu nekriti¢ki transponirati u drugi. Za hrvatski
obrazovni kontekst ovo je posebno relevantno zbog specifi¢nosti tranzicijskoga
drustveno-ekonomskog okvira i obrazovnog sustava koji je prosao kroz nekoliko
reformi u proteklim desetlje¢ima.
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Determinante zadovoljstva poslom §kolskih pedagoga

Istrazivanja zadovoljstva poslom u odgojno-obrazovnom kontekstu identifici-
rala su brojne ¢imbenike koji utje¢u na razinu zadovoljstva, ukljuc¢ujuéi radno op-
tere¢enje, autonomiju u radu, kvalitetu meduljudskih odnosa, moguénosti za pro-
fesionalni razvoj i drustveni status profesije (Skaalvik i Skaalvik, 2011; Toropova
i sur., 2021). Medutim, potrebno je istaknuti da su ova istrazivanja dominantno
usmjerena na uciteljsku i nastavnicku populaciju, dok su specifi¢ne determinante
zadovoljstva poslom pedagoga relativno slabo istrazene.

Postojeca literatura sugerira da pedagozi pronalaze najveée zadovoljstvo u ne-
posrednom radu s u¢enicima i doprinosu njihovu razvoju, dok administrativno
optereéenje 1 nedostatak vremena za savjetodavni rad predstavljaju izvore neza-
dovoljstva (Ledi¢ i sur., 2013). Ova diskrepancija izmedu percipirane profesio-
nalne uloge (razvojno-pedagoske i savjetodavne) i stvarnih radnih zadataka (ad-
ministrativno-organizacijskih) predstavlja bitan izvor profesionalne tenzije medu
pedagozima.

Dobne razlike u zadovoljstvu poslom odgojno-obrazovnih djelatnika

Odnos izmedu dobi i zadovoljstva poslom odgojno-obrazovnih djelatnika
predstavlja kompleksno istrazivacko pitanje s cesto kontradiktornim rezulta-
tima. Pojedina istraZivanja sugeriraju nelinearan odnos, pri ¢emu zadovoljstvo
poslom slijedi U-krivulju, visoko je na pocetku karijere, opada u srednjoj fazi i
ponovno raste u kasnijoj fazi (Klassen i Chiu, 2010; Van Maele i Van Houtte,
2012). Ovakav obrazac Cesto se objasnjava inicijalnim profesionalnim entuzi-
jazmom koji postupno slabi zbog suoCavanja s realnim izazovima profesije, da
bi poslije bio zamijenjen profesionalnom rezilijentnos¢u i prilagodbom oceki-
vanja. Medutim, druga istrazivanja upuéuju na progresivni porast zadovoljstva
poslom s povecanjem radnog iskustva (Wakkala, Danjuma i Karima, 2022),
S$to se objaSnjava razvijenim profesionalnim kompetencijama, stabilnijim pro-
fesionalnim identitetom i boljom integracijom u organizacijsku kulturu. Ova
divergencija upucuje na potrebu za kontekstualiziranim pristupom koji uzima
u obzir specificnosti obrazovnog sustava, profesionalnih uloga i socioekonom-
skog okruzja.
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POVEZANOST ZADOVOLJSTVA POSLOM I PROFESIONALNOG
RAZVOJA: TEORIJSKE PERSPEKTIVE I EMPIRIJSKI DOKAZI

Teoretski modeli odnosa profesionalnog razvoja i zadovoljstva poslom

Odnos izmedu profesionalnog razvoja i zadovoljstva poslom moze se sagledati
kroz razli¢ite teorijske perspektive. Teorija samoodredenja (Self-Determination
Theory; Ryan 1 Deci, 2000) sugerira da aktivnosti profesionalnog razvoja koje
podrzavaju osnovne psiholoske potrebe za autonomijom, kompetencijom i pove-
zano$¢u doprinose intrinziénoj motivaciji i, posljedi¢no, zadovoljstvu poslom. Iz
ove perspektive, kvaliteta, a ne samo kvantiteta profesionalnog razvoja, postaje
klju¢na znacajka njegova utjecaja na zadovoljstvo poslom.

Teorija socijalne razmjene (Social Exchange Theory; Blau, 1964) pruza alterna-
tivni okvir za razumijevanje ove povezanosti. Prema ovoj teoriji, mogucnosti za
profesionalni razvoj predstavljaju organizacijsko ulaganje u zaposlenika, §to stvara
osjecaj reciprociteta i pozitivno utje¢e na zadovoljstvo poslom. Medutim, ova teoret-
ska perspektiva implicira da percepcija institucijske potpore profesionalnom razvoju
moze biti vaznija od samog sudjelovanja u aktivnostima profesionalnog razvoja.

Model profesionalne uéinkovitosti (Bandura, 1997; Tschannen-Moran, Wo-
olfolk Hoy i Hoy, 1998) sugerira da profesionalni razvoj povecava osjecaj sa-
moefikasnosti, §to posljedicno pozitivno utje¢e na zadovoljstvo poslom. Ova
perspektiva naglasava vaznost uskladenosti aktivnosti profesionalnog razvoja s
konkretnim profesionalnim izazovima s kojima se pedagozi suocavaju.

Potrebno je kriticki preispitati pretpostavku o linearnoj uzro¢no-posljedicnoj
vezi izmedu profesionalnog razvoja i zadovoljstva poslom. Mogucée je da ova dva
konstrukta stoje u recipro¢nom odnosu, pri ¢emu zadovoljstvo poslom moze biti i
prediktor, a ne samo ishod profesionalnog razvoja. Pedagozi koji su zadovoljniji
svojim poslom mogu biti motiviraniji za ulaganje u vlastiti profesionalni razvoj,
stvarajuci tako pozitivnu spiralu profesionalnog rasta.

Empirijska istraZivanja povezanosti profesionalnog razvoja i
zadovoljstva poslom

Empirijska literatura opcéenito podrzava pozitiviu povezanost izmedu profesi-
onalnog razvoja i zadovoljstva poslom odgojno-obrazovnih djelatnika (Meagher,
2011; Safari, Davaribina i Khoshnevisi, 2020; Wu i1 Ye, 2016). Medutim, ova
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istrazivanja karakteriziraju odredena metodoloska ograniCenja koja je potrebno
kriticki sagledati. Prvo, vecina se istrazivanja koristi korelacijskim dizajnom koji
ne omogucuje zakljucivanje o uzro¢no-posljedi¢noj povezanosti. Longitudinal-
ne studije koje bi omogucile zakljucke o smjeru utjecaja izmedu profesionalnog
razvoja i zadovoljstva poslom relativno su rijetke. Drugo, operacionalizacija pro-
fesionalnog razvoja Cesto se svodi na kvantitativne indikatore (broj sati stru¢nog
usavr$avanja, broj participacija u programima) zanemarujuci kvalitativne aspekte
poput relevantnosti, primjenjivosti ili transformativnog potencijala tih aktivnosti.

Posebno je vazno istaknuti da se postoje¢a empirijska literatura dominantno
fokusira na uciteljsku i nastavnicku populaciju, dok su specifi¢nosti povezanosti
profesionalnog razvoja i zadovoljstva poslom kod skolskih pedagoga nedovoljno
istraZzene. S obzirom na jedinstvenu prirodu pedagoske profesije, koja objedinjuje
razli¢ite funkcije unutar obrazovne institucije, generalizacija rezultata s uciteljske
populacije je ograni¢enog dometa.

U hrvatskome obrazovnom kontekstu, istrazivanja koja bi eksplicitno naglasi-
la povezanost profesionalnog razvoja i zadovoljstva poslom pedagoga prakticki
su nepostojeca, §to predstavlja znatnu istrazivacku prazninu. Uzimajuéi u obzir
specifi¢nosti hrvatskoga obrazovnog sustava i profesionalne uloge pedagoga, em-
pirijska analiza ove povezanosti predstavlja vazan korak prema razvoju modela
profesionalnog razvoja koji bi u¢inkovito doprinosio zadovoljstvu poslom i, po-
sljedi¢no, kvaliteti odgojno-obrazovnog procesa.

METODOLOGIJA ISTRAZIVANJA
Cilj istrazivanja

Cilj je ovog rada istraziti povezanost spremnosti za profesionalni razvoj i za-
dovoljstvo vlastitim poslom $kolskih pedagoga zaposlenih osnovnim i srednjim
Skolama u Republici Hrvatskoj te istraziti je li varijabla dobi ispitanika prediktor
za profesionalni razvoj pedagoga i njihovo zadovoljstvo vlastitim zanimanjem.

Uzorak

Uzorak ispitanika sacinjavalo je 185 pedagoga zaposlenih u osnovnim i sred-
njim Skolama Republike Hrvatske. Uzorak ispitanika odnosio se na prigodni,
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neprobabilisticki uzorak iz populacije skolskih pedagoga koji su proizvoljno rje-
Savali digitalni anketni upitnik postavljen u Facebook grupi ,,Stru¢ni suradnici u
Skolama®, §to znaci da su u uzorku potencijalno zastupljeniji pedagozi koji su ak-
tivni na drustvenim mrezama i koji imaju veé¢u motivaciju za sudjelovanje u istra-
Zivanjima. Prema Drzavnome pedagoskom standardu osnovnoskolskog sustava
odgoja i obrazovanja koji na prijedlog Vlade Republike Hrvatske donosi Hrvatski
sabor, propisuje se broj stru¢nih suradnika, a on pretpostavlja da svaka osnovna
Skola u Republici Hrvatskoj ima zaposlenog stru¢nog suradnika pedagoga. Prema
istrazivanju koje provodi Svegar (2020), postotak zastupljenih pedagoga od uku-
pnog broja osnovnih Skola je 97,7 %, $to takoder pretpostavlja da gotovo svaka
osnovna Skola Republike Hrvatske ima pedagoga. Prema posljednjem Priopéenju
Drzavnog zavoda za statistiku, na podrucju Republike Hrvatske na kraju Skolske
godine 2022./2023. djelovala je 441 srednja $kola, dok je 888 samostalnih osnov-
nih Skola. Vode¢i se tim spoznajama, ovo je istrazivanje obuhvatilo oko 10 %
ukupne populacije pedagoga zaposlenih u §kolama Republike Hrvatske. Pedagozi
su pritom podjeljeni u tri dobne grupe prema podjeli faza uéiteljske karijere (Hu-
berman, 1993): mladi pedagozi do 35 godina (pocetna faza karijere), pedagozi
srednje dobi od 36 do 50 godina zivota (srednja faza karijere — faza stabilizacije),
pedagozi zrelije dobi od 51 i vise godina zivota (kasna faza karijere — faza pro-
fesionalne zrelosti).

Metoda prikupljanja i obrade podataka

Metoda prikupljanja podataka jest anketiranje pomocu digitalnoga, anonimnog
anketnog upitnika kojemu su ispitanici pristupali dobrovoljno te su mogli odu-
stati od istrazivanja u bilo kojem trenutku. Prikupljeni podatci bit ¢e aplicirani
isklju¢ivo u znanstveno-istrazivacke svrhe uz rigoroznu primjenu protokola po-
vjerljivosti podataka. Upitnik je sastavljen od izdvojenih te prilagodenih Cestica
standardiziranih skala za koje je autor ovog rada dobio eticku suglasnost: SPR-N,
Skala spremnosti za profesionalni razvoj (Beara i Okanovié¢, 2010) i Teacher Job
Satisfaction Scale (PIRLS; 2016). Instrument SPR-N (Beara, Okanovi¢, 2010)
posjeduje primjerenu pouzdanost u cjelini (Cronbah alfa = 0,83) te svi ¢imbenici
rezultiraju opéom spremnosti za profesionalni razvoj (Beara i Okanovié, 2010:
13). Pedagozima je anketni upitnik poslan u Facebook grupu ,,Stru¢ni suradnici
pedagozi u skolama® te je sudjelovanje u istrazivanju bilo dobrovoljne naravi.
Skale su bile intervalne naravi te je na njih bilo moguce odgovoriti na Likertovoj
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skali od 1 do 5 stupnjeva, pri ¢emu 1 oznacava da se ispitanik u potpunosti ne
slaze s tvrdnjom, a 5 da se ispitanik u potpunosti slaze s tvrdnjom. Podatci od-
govora iz upitnika obradeni su s pomocu softverskog programa IBM SPSS 18.0,
besplatne probne verzije, a primijenjeni su t-test za nezavisne uzorke, test analize
varijance, test Pearsonove korelacije kao i hi-kvadrat test.

Hipoteze istraZivanja

H1:Mladi pedagozi pokazuju veéu spremnost na profesionalni razvoj u uspo-
redbi s pedagozima srednje i zrelije dobi.

H2:Pedagozi zrelije dobi iskazuju vece zadovoljstvo poslom u usporedbi s mla-
dim pedagozima i pedagozima srednje dobi.

H3: Postoji pozitivna povezanost izmedu procjene zadovoljstva vlastitim po-
slom i spremnosti za profesionalni razvoj pedagoga — pedagozi koji iska-
zuju vece zadovoljstvo poslom pokazuju i vecu spremnost za profesionalni
razvoj.

REZULTATI I RASPRAVA

Razlika spremnosti na profesionalni razvoj s obzirom na dob pedagoga

Pri postavljanju prve hipoteze (H1) poslo se od pretpostavke da pedagozi ra-
zli¢ito percipiraju procjenu vlastite spremnosti na profesionalni razvoj s obzirom
na svoju dob. Pritom su se autori vodili prethodnim spoznajama nekoliko istra-
Zivanja koja sugeriraju da dob odgojno-obrazovnih djelatnika utjeCe na njihov
rad, odnosno ucinkovitost u radu kao i spremnost na profesionalni rast i razvoj
u vlastitoj karijeri. Na primjer, istrazivanje koje su proveli Day i Sachs (2004)
pokazuje da mladi ucitelji Cesto traze visSe moguénosti za profesionalni razvoj i
promjene u metodici nastave, dok stariji ucitelji mogu biti oprezniji u prihvacanju
promjena. Takoder, istrazivanja pokazuju kako odgojno-obrazovni djelatnici u
ranoj karijeri daju ¢eSce prioritet struénim usavrSavanjima kako bi unaprijedili
nastavni proces u kojem sudjeluju, dok se u kasnoj karijeri usredotocuju na uloge
koje im omogucuju da podijele svoju strucnost i sudjeluju u mentorstvu, odnosno
da dijele vlastita stru¢na iskustva (Louws, Van Veen, Meirink i Van Driel, 2017).
Prema istrazivanju u kojem su sudjelovali skolski pedagozi (Ledi¢ i sur., 2013),
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vidljivo je kako je dob pedagoga znacajan prediktor kod stru¢nog usavrsavanja,
pri ¢emu je vidljivo da ispitanici s duljim radnim iskustvom statisticki znacajno
viSim procjenjuju doprinos stru¢nog usavr$avanja u stjecanju kompetencija po-
trebnih pedagozima te se ¢es¢e upucuju na strucna usavrsavanja za razliku od
ispitanika s manje radnog iskustva. Rezultati ovog istrazivanja pokazuju kako
pedagozi svih dobnih skupina procjenjuju jednaku spremnost na profesionalni
razvoj §to je vidljivo u Tablici 1.

TasLica 1. Ukupna spremnost na profesionalni razvoj s obzirom na dob pedagoga

Dob Aritmeticka sredina Standardna devijacija | Levene test | ANOVA
Mladi pedagozi 69,19 6,95

Pedagozi srednje

dobi 70,20 7,05 0.13 0,52
Pedggozl zrelije 7079 9.38

dobi

Ukupno 69,81 7,38

Za ispitivanje razlike spremnosti na profesionalni razvoj s obzirom na dob pe-
dagoga provedena je jednosmjerna analiza varijance (ANOVA). Instrument SPR-
N (Beara, Okanovi¢, 2010) posjeduje primjerenu pouzdanost u cjelini (Cronbah
alfa = 0,83) i svi ¢imbenici rezultiraju opom spremnosti za profesionalni razvoj
(Beara i Okanovi¢, 2010: 13) te je ukupno 17 Cestica safinjavalo varijablu opce
spremnosti za profesionalni razvoj. Rezultati analize pokazuju da ne postoji stati-
sticki znacajna razlika u spremnosti na profesionalni razvoj medu dobnim skupi-
nama pedagoga, F (2, 185) = 0,653, p = 0,52. Pretpostavka homogene varijance
je zadovoljena, Sto potvrduje Leveneov test (p = 0,13). Za preciznije utvrdivanje
prakti¢ne znacajnosti dobivenih razlika izra¢unana je veli¢ina ucinka putem eta
kvadrata (n?). Dobivena vrijednost n?> = 0,007 upuéuje na iznimno mali uc¢inak
prema Cohenovim smjernicama, Sto dodatno potvrduje da dob pedagoga ima
zanemariv utjecaj na njihovu spremnost za profesionalni razvoj. Takvim se re-
zultatima odbacuje prva hipoteza (H1), odnosno rezultati pokazuju da ne postoji
statisti¢ki znacajna razlika ukupne spremnosti na profesionalni razvoj s obzirom
na dob pedagoga.

Dobiveni rezultati koji upucuju na podjednaku spremnost pedagoga svih dobnih
skupina za profesionalni razvoj predstavljaju znac¢ajan doprinos razumijevanju di-
namike profesionalnog razvoja u pedagoskoj struci. lako se ovi rezultati razlikuju
od pretpostavki postavljenih u prvoj hipotezi i dijela prethodnih istrazivanja (Day
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1 Sachs, 2004; Louws i sur., 2017), oni su konzistentni s novijim spoznajama o
kontinuitetu profesionalnog razvoja kroz razli¢ite faze karijere odgojno-obrazov-
nih struénjaka (Avidov-Ungar i Herscu, 2020).

Visoke prosjecne vrijednosti spremnosti za profesionalni razvoj kod svih dob-
nih skupina (M = 4,10 na skali od 1 do 5) upucuju na internalizaciju koncepta cje-
lozivotnog u¢enja medu pedagozima, §to se podudara s teorijskim postavkama su-
vremenog shvacanja profesionalnog razvoja. Kako isticu Paquey i Wagner (2001,
u European Commission, 2013), uciteljska profesija danas se definira ponajprije
kroz prizmu ,,cjelozivotnog ucenika®, $to se prema nasim rezultatima ocito odno-
si 1 na pedagosku profesiju. Vazno je napomenuti da ovakvi rezultati potvrduju
shvacanje profesionalnog razvoja kao trajnog procesa koji nadilazi tradicionalne
pretpostavke o smanjenom interesu za ucenje i razvoj u kasnijim fazama karijere.

Izostanak dobnih razlika u spremnosti za profesionalni razvoj moze se inter-
pretirati kroz vise teorijskih perspektiva. Prva se odnosi na profesionalni identitet
pedagoga koji je, kao $to navodi Vukovi¢ (2021), usko povezan s kontinuiranim
profesionalnim razvojem. Druga perspektiva ti¢e se sve vece kompleksnosti ulo-
ge pedagoga u suvremenome obrazovnom kontekstu, $to stvara potrebu za kon-
tinuiranim razvojem kompetencija neovisno o dobi i radnom iskustvu (Stanici¢,
2005). Treca se perspektiva odnosi na normativna o¢ekivanja profesije i zakon-
sku regulativu koja naglasava obvezu stru¢nog usavrsavanja, $to je integrirano u
profesionalnu kulturu Skolskih pedagoga (Ministarstvo znanosti i obrazovanja,
2019).

Za razliku od istrazivanja koje provode Ledi¢ i sur. (2013), a koje je pokazalo
da pedagozi s duljim radnim iskustvom vi$im procjenjuju doprinos stru¢nog usa-
vrSavanja, nasi rezultati sugeriraju da u pogledu same spremnosti za profesionalni
razvoj takve razlike nisu prisutne. Ova diskrepancija moze upucivati na distinkci-
ju izmedu percipirane vrijednosti profesionalnog razvoja i konkretne spremnosti
za sudjelovanje u razvojnim aktivnostima, §to bi vrijedilo dodatno istraziti u bu-
du¢im studijama.

Rezultati istrazivanja nisu potvrdili pocetne hipoteze o povezanosti dobi pe-
dagoga s njihovom spremnoscu za profesionalni razvoj i zadovoljstvom poslom.
Izostanak dobnih razlika u spremnosti za profesionalni razvoj moze se objasniti
snaznom internalizacijom koncepta cjelozivotnog ucenja medu pedagozima svih
dobnih skupina, jasnim zakonskim okvirom koji definira stru¢no usavrSavanje
kao profesionalnu obvezu te kompleksno§éu pedagoske uloge koja zahtijeva kon-
tinuirano usavrSavanje neovisno o Zivotnoj dobi. Stabilnost profesionalnog iden-
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titeta pedagoga, koji se prema Vukovicu (2021) razvija kroz temeljne profesional-
ne uloge, vjerojatno dodatno pridonosi ujednacenoj spremnosti za profesionalni
razvoj kroz razlicite faze karijere. Izrazito mala veli¢ina uéinka (n? = 0,007) do-
datno osnazuje zakljuc¢ak da dob nije relevantna odrednica spremnosti pedagoga
za profesionalni razvoj. Ovaj rezultat ima znacajne implikacije za organizaciju
struénih usavrSavanja koja bi trebala biti jednako pristupacna i relevantna za pe-
dagoge svih dobnih skupina, bez pretpostavki o razli¢itim razinama motivacije ili
interesa temeljenih isklju¢ivo na dobi.

Unato¢ pocetnoj pretpostavci da ¢e o dobi pedagoga ovisiti i1 procjena njiho-
ve spremnosti na profesionalni razvoj, ovo istrazivanje pokazuje da pedagozi i
mlade i srednje i zrele dobi pokazuju jednaku spremnost za profesionalni razvoj.
Takvi se rezultati podudaraju i s nekim istrazivanjima koja su provedena s ucite-
ljima, gdje su se ucitelji svih zivotnih dobi jednako stru¢no usavrsavali i gradili
vlastiti profesionalni razvoj. Primjer tomu je istraZivanje autora Avidov-Ungar i
Herscu (2020) medu uciteljima te rezultati pokazuju da ucitelji iz svih razdoblja
profesionalnog Zivota (pocetnoga, naprednog i stru¢nog) zele relevantan, inte-
raktivan profesionalni razvoj te se svi u podjednakoj mjeri stru¢no usavrSavaju
i grade vlastiti profesionalni razvoj. Rezultati ujedno sugeriraju da su pedago-
zi spremni unaprjedivati svoju struku i da smatraju profesionalni razvoj nuznim
kako bi obavljali vlastiti posao u struci. Takoder, podatci prikazani u Tablici 1
pokazuju da je ukupna spremnost pedagoga za profesionalni razvoj prema njiho-
voj procjeni vrlo visoka (Mean = 69,81), §to od ukupno 17 Cestica varijable opce
spremnosti za profesionalni razvoj iznosi M = 4,10 na skali od 1 do 5. Takav
podatak mozebitno porucuje kreatorima obrazovnih politika na potrebu pruzanja
S$to viSe moguénosti za strucno usavrSavanje i izgradnju profesionalnog razvoja
struénih suradnika pedagoga, jer oni sami procjenjuju da su u velikoj mjeri na
to spremni i da u aktivnostima profesionalnog razvoja zele sudjelovati. Ujedno,
neka istrazivanja pokazuju da profesionalni razvoj odgojno-obrazovnih stru¢nja-
ka pozitivno utjece na ucenicka postignuca i kulturu skole u kojoj su zaposleni
(Chetty, Friedman i Rockoff, 2012). To je prikazano i ovim istraZivanjem vid-
ljivo u Tablici 2. Koristen je Spearmanov koeficijent korelacije za ispitivanje
povezanosti izmedu ukupnog doprinosa pedagoga kulturi §kole i procjene spre-
mnosti pedagoga za profesionalni razvoj. Spearmanov koeficijent korelacije r =
0,434 pokazuje umjerenu pozitivnu korelaciju izmedu ukupnog doprinosa kulturi
Skole i procjene spremnosti za profesionalni razvoj pedagoga. Prema Coheno-
vim smjernicama za interpretaciju veli¢ine u¢inka, dobivena vrijednost r = 0,434
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predstavlja u€inak srednje do velike veli¢ine. Izra¢un koeficijenta determinacije
(r* = 0,188) pokazuje da priblizno 18,8 % varijabiliteta u doprinosu kulturi skole
moze biti objasnjeno spremnoscu za profesionalni razvoj, §to upuéuje na znacaj-
nu razinu zajednicke varijance i naglasava prakticnu vaznost profesionalnog ra-
zvoja pedagoga za unapredenje Skolske kulture. Postoji statisticki znacajna razli-
ka (p-vrijednost < 0,001), odnosno postoji mala vjerojatnost da je ova povezanost
sluéajna. Rezultati tako pokazuju da $to je veca spremnost za profesionalni razvoj
pedagoga, pedagozi ujedno procjenjuju da daju i veéi doprinos kulturi Skole u
kojoj su zaposleni.

Ova potonja povezanost izmedu spremnosti za profesionalni razvoj i doprino-
sa kulturi skole dodatno naglasava vaznost profesionalnog razvoja pedagoga ne
samo za njihov individualni profesionalni rast ve¢ i za cjelokupno unapredenje
odgojno-obrazovne prakse. Ovaj rezultat podudara se s teorijskim postavkama
OECD-a (2019) koji naglasava da je profesionalni razvoj odgojno-obrazovnih
djelatnika kljucan za kvalitetu obrazovnog sustava u cjelini. Takoder, podrzava
koncept pedagoga kao nositelja promjena i inovacija u obrazovnom sustavu (Sta-
ni¢i¢, 2005), ¢ija se transformativna uloga ostvaruje kroz kontinuirani profesio-
nalni razvoj.

TaBLicA 2. Povezanost ukupnog doprinosa kulturi Skole 1 procjene spremnosti za profesionalni
razvoj pedagoga

Cestice Spearmanov koeficijent (r) p-vrijednost

Ukupni doprinos kulturi $kole vs.

. . . 0,434 <0,001
Spremnost za profesionalni razvoj

Razlika procjene zadovoljstva poslom s obzirom na dob pedagoga

Pri postavljanju druge hipoteze (H2) poslo se od pretpostavke da pedagozi ra-
zli¢ito percipiraju procjenu zadovoljstva poslom s obzirom na vlastitu dob. Ne-
koliko je istrazivanja prethodno analiziralo odnos izmedu godina iskustva i za-
dovoljstva poslom medu uciteljima. Neke su studije (Klassen i Chiu, 2010; Gu,
2016) otkrile nelinearni odnos izmedu godina iskustva i samoucinkovitosti, §to
utjece na zadovoljstvo poslom medu uciteljima, pri c¢emu je samoucinkovitost
ucitelja porasla od pocetka do sredine karijere, a zatim je opadala, utjecuci na
njihovu razinu zadovoljstva poslom, koje je takoder opadalo s godinama zivota.
Druga je pak studija istaknula da su ucitelji s vise od 10 godina iskustva iskazali
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veée zadovoljstvo poslom u usporedbi s onima s manje godina, Sto upucuje na
pozitivnu korelaciju izmedu iskustva i zadovoljstva (Wakkala i sur., 2022). Ledi¢
isur. (2013) isti¢u kako pedagozi nezadovoljstvo poslom uglavnom osjeéaju zbog
nemogucénosti bavljenja neposrednim radom s u¢enicima te ujedno isticu potrebu
za profiliranjem i sistematiziranjem poslova pedagoga. Institut za drustvena istra-
zivanja u Zagrebu (2022) proveo je istrazivanje s temom zadovoljstva hrvatskih
ucitelja vlastitim poslom. U istrazivanju je sudjelovalo 3634 ucitelja i nastavnika
iz 159 osnovnih i srednjih $kola, a rezultati pokazuju kako vecina ucitelja i dalje
uziva u svojem poslu te ispitanici navode kako ih njihov posao ispunjava i kako
su njime uglavnom zadovoljni (Joki¢, Risti¢ Dedi¢, Simon i Peharda, 2022), iako
se u radu uzorak ispitanika nije odnosio na Skolske pedagoge.

Za ispitivanje razlike u ukupnoj procjeni zadovoljstva poslom s obzirom na dob
pedagoga provedena je jednosmjerna analiza varijance (ANOVA). Dob pedagoga
bila je podijeljena u tri skupine: mladi pedagozi, pedagozi srednje dobi i pedagozi
zrelije dobi. Rezultati analize pokazuju da ne postoji statisticki znacajna razlika
u zadovoljstvu poslom medu dobnim skupinama pedagoga, F (2, 185) = 0,182, p
= (,83. Pretpostavka homogene varijance je zadovoljena, $to potvrduje Leveneov
test (p = 0,59). Izracun veli¢ine u¢inka putem eta kvadrata (n? = 0,002) upucuje
na prakti¢ki nepostojeci uc¢inak dobi na zadovoljstvo poslom, §to znaci da je samo
0,2 % varijabiliteta u zadovoljstvu poslom moguce objasniti dobnim razlikama
medu pedagozima. Navedeni podatci prikazani su u Tablici 3.

TasLica 3. Ukupna procjena zadovoljstva poslom s obzirom na dob pedagoga

Dob Aritmeticka sredina | Standardna devijacija | Levene test | ANOVA

Mladi pedagozi 18,31 4,90

Pedagozi srednje dobi 17,89 4,59

Pedagozi zrelije dobi 17,93 4,49 0,59 0.83
18,10/

Ukupno 3.62 4,70

Rezultati ovog istraZivanja pokazuju da su pedagozi svih dobnih skupina po-
djednako zadovoljni svojim poslom, ¢ime se odbacuje druga hipoteza (H2). Ta-
blica 3 ujedno pokazuje i ukupno zadovoljstvo pedagoga vlastitima poslom, pri
¢emu vecina pedagoga izjavljuje kako su uglavnom zadovoljni svojim poslom
(Mean = 3,62), odnosno na skali od 1 do 5 pedagozi u prosjeku izjavljuju kako
su uglavnom zadovoljni vlastitim poslom. Takav se podatak slaze s rezultatima
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istraZivanja provedenih medu hrvatskim uciteljima (Joki¢ i sur., 2022). Ovaj do-
biveni podatak moze biti od znatne vaznosti jer su brojna istrazivanja pokazala
da je zadovoljstvo odgojno-obrazovnih stru¢njaka vlastitim poslom povezano i s
disciplinom uéenika, razrednim ozra¢jem kao i postignué¢ima ucenika te su osobe
koje su zadovoljnije vlastitim poslom ujedno i samoucinkovitije u radu koji obav-
ljaju (Dicke, Marsh, Parker, Guo, Riley 1 Waldeyer, 2020; Toropova i sur., 2020;
Ortan, Simut, i Simut, 2021). Ujedno, podatci ostavljaju prostor za napredak u
porastu zadovoljstva medu pedagozima u S§kolama Republike Hrvatske te otvara-
ju prostor budu¢im istrazivackim projektima u cilju analiziranja ¢imbenika koji
na to zadovoljstvo utjecu.

Vazno je napomenuti da umjereno visoka razina zadovoljstva poslom ima zna-
¢ajne implikacije za cijeli obrazovni sustav, s obzirom na utvrdenu povezanost
izmedu zadovoljstva poslom odgojno-obrazovnih djelatnika i ucenickih postignu-
¢a (Dicke 1 sur., 2020). Zadovoljni pedagozi vjerojatnije ¢e kvalitetnije obavljati
svoje radne zadatke, $to moze pozitivno utjecati na Skolsku kulturu i uéenicke is-
hode. Stoga, iako rezultati pokazuju zadovoljavajucu razinu zadovoljstva poslom,
kontinuirani napori za unapredenje radnih uvjeta i statusa pedagoske profesije
trebali bi biti sastavni dio obrazovnih politika.

Izostanak statisticki znac¢ajnih razlika u zadovoljstvu poslom izmedu pedagoga
razli¢itih dobnih skupina (p = 0,83) predstavlja zanimljiv odmak od nekih pret-
hodnih istrazivanja. Naime, studije Klassena i Chiua (2010) te Gua (2016) utvr-
dile su nelinearni odnos izmedu dobi odnosno iskustva i zadovoljstva poslom
kod ucitelja, pri ¢emu je zadovoljstvo poslom najprije raslo, a zatim opadalo s
povecanjem radnog iskustva. S druge strane, istrazivanje Wakkale i sur. (2022)
sugeriralo je linearnu pozitivhu povezanost iskustva i zadovoljstva poslom. U
nasem istrazivanju, medutim, takvi obrasci nisu pronadeni kod $kolskih peda-
goga.

Iznimno mala veli¢ina u¢inka (m? = 0,002) dodatno potvrduje da dob peda-
goga prakticki nema implikacija na njihovo zadovoljstvo poslom, §to navodi
na zakljucak da su ¢imbenici koji odreduju zadovoljstvo poslom pedagoga vje-
rojatno relativno stabilni kroz razliite faze karijere. Ovaj rezultat moze se in-
terpretirati u kontekstu specifi¢nosti pedagoske profesije i njezinih inherentnih
karakteristika koje manje podlijezu promjenama uvjetovanim Zivotnom i pro-
fesionalnom dobi.

Sliéno tomu, podjednako zadovoljstvo poslom kod pedagoga razli¢itih dobnih
skupina moZe se pripisati relativnoj homogenosti radnih uvjeta u skolskom su-
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stavu, stabilnosti profesionalnog identiteta pedagoga te Cinjenici da su kljucni
prediktori zadovoljstva poslom vjerojatno viSe povezani s organizacijskim ¢im-
benicima i meduljudskim odnosima nego s dobnim karakteristikama. Za razliku
od nekih istrazivanja provedenih s uciteljima (Klassen i Chiu, 2010; Gu, 2016),
koja su pokazala varijacije u zadovoljstvu ovisno o dobi, specifi¢na priroda peda-
goskog rada mozda omogucuje odrzavanje stabilnijeg zadovoljstva tijekom cijele
karijere.

Ovi rezultati imaju znacajne implikacije za obrazovne politike, posebno u kon-
tekstu planiranja profesionalnog razvoja, koji bi trebao biti jednako dostupan i
relevantan za pedagoge svih dobnih skupina. Umjesto fokusiranja na dob kao
¢imbenik, napore bi trebalo usmjeriti prema poboljsanju radnih uvjeta koji utjecu
na zadovoljstvo poslom i profesionalni razvoj, poput omogucavanja vise nepo-
srednog rada s ucenicima i bolje sistematizacije poslova pedagoga, §to su ¢im-
benici koje su Ledi¢ 1 sur. (2013) identificirali kao izvore nezadovoljstva medu
pedagozima.

Prema teorijskim modelima zadovoljstva poslom (Ortan i sur., 2021; Toropova
i sur., 2020), klju¢ni prediktori zadovoljstva ukljucuju radne uvjete, organizacij-
ski etos, autonomiju u radu i percipiranu drustvenu vaznost profesije. Moguce je
da su ovi ¢imbenici relativno ujednaceni za pedagoge razli¢itih dobnih skupina,
Sto rezultira podjednakim razinama zadovoljstva. Alternativno objasnjenje moglo
bi se odnositi na snagu profesionalnog identiteta pedagoga koji, kako navodi Vu-
kovi¢ (2021), predstavlja stabilnu konstantu kroz razlicite faze karijere.

Prosjecna razina zadovoljstva poslom pedagoga (M = 3,62 na skali od 1 do 5)
upucuje na umjereno visoko zadovoljstvo, $to je konzistentno s rezultatima istra-
zivanja medu hrvatskim uciteljima (Joki¢ i sur., 2022). Ovaj podatak sugerira da,
unato¢ izazovima s kojima se pedagozi suocavaju u svakodnevnom radu, veéina
njih pronalazi zadovoljstvo u svojoj profesiji. Istovremeno, prosjecna ocjena koja
nije ekstremno visoka upucuje na postojanje prostora za poboljSanje ¢imbenika
koji utjecu na zadovoljstvo poslom pedagoga.

Ledi¢ i sur. (2013) identificirali su nemoguénost bavljenja neposrednim radom
s u¢enicima kao jedan od glavnih ¢imbenika nezadovoljstva Skolskih pedagoga.
Ovaj rezultat otvara prostor za razmatranje strukturnih promjena u organizaciji
rada pedagoga koje bi mogle povecati njihovo zadovoljstvo poslom. Naime, op-
timizacija radnog optere¢enja pedagoga i bolja sistematizacija njihovih poslova,
koja bi omogucila vise vremena za neposredni rad s u¢enicima, mogla bi potenci-
jalno dovesti do povecanja ukupnog zadovoljstva poslom.
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Povezanost procjene zadovoljstva vlastitim poslom i procjene
spremnosti za profesionalni razvoj pedagoga

Postavljajuci posljednju hipotezu (H3), vodili smo se dosadasnjim spoznaja-
ma o povezanosti zadovoljstva vlastitim poslom i profesionalnog razvoja odgoj-
no-obrazovnih stru¢njaka. Tako je niz istrazivanja (Meagher, 2011; Safari i sur.,
2020; Wu i Ye, 2016) pokazao pozitiviu povezanost profesionalnog razvoja uci-
telja i zadovoljstva poslom, ali su istrazivanja o povezanosti zadovoljstva poslom
i profesionalnog razvoja strucnih suradnika pedagoga u Skolama Republike Hr-
vatske. Rezultati ispitivanja H3 vidljivi su u Tablici 4.

TasLicaA 4. Povezanost procjene zadovoljstva poslom i spremnosti za profesionalni razvoj pedagoga

Cestice Spearmanov koeficijent (r) p-vrijednost

Zadovoljstvo poslom vs. Spremnost za

. . . 0,338 <0,001
profesionalni razvoj

Koristen je Spearmanov koeficijent korelacije za ispitivanje povezanosti iz-
medu procjene zadovoljstva poslom i procjene spremnosti za profesionalni ra-
zvoj pedagoga. Spearmanov koeficijent korelacije r = 0,338 pokazuje slabu do
umjerenu pozitivnu korelaciju izmedu procjene zadovoljstva poslom i procjene
spremnosti za profesionalni razvoj pedagoga. Prema Cohenovim smjernicama za
interpretaciju veli¢ine ucinka, dobivena vrijednost r = 0,338 predstavlja u¢inak
srednje veli¢ine. Dodatna analiza putem koeficijenta determinacije (r* = 0,114)
pokazuje da priblizno 11,4 % varijabiliteta u spremnosti za profesionalni razvoj
moze biti objasnjeno zadovoljstvom poslom (i obrnuto), §to upucéuje na praktic-
no znacajnu povezanost ovih varijabli u odgojno-obrazovnoj praksi. Rezulta-
ti pokazuju da kako raste zadovoljstvo poslom, raste i spremnost pedagoga na
profesionalni razvoj. Ujedno, postoji statisticki znacajna razlika (p-vrijednost <
0,001), odnosno postoji mala vjerojatnost da je ova povezanost slu¢ajna. Ovakvi
se podatci ujedno slazu sa svim dosadasnjim dobivenim rezultatima prethodno
navedenih istraZivanja.

Utvrdena pozitivna korelacija izmedu zadovoljstva poslom i spremnosti za
profesionalni razvoj pedagoga (r = 0,338, p < 0,001) predstavlja potvrdu trece
hipoteze i vazan empirijski rezultat koji doprinosi razumijevanju dinamike profe-
sionalnog razvoja u pedagogiji. Ova povezanost, koju karakterizira srednja velici-
na ucinka prema Cohenovim smjernicama, podudara se s rezultatima prethodnih
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istraZivanja provedenih medu uciteljima (Meagher, 2011; Safari i sur., 2020; Wu
i Ye, 2016), ali predstavlja novost u kontekstu pedagoske profesije u Republici
Hrvatskoj.

Koeficijent odredenja (r> = 0,114) pokazuje da priblizno 11,4 % varijabiliteta u
spremnosti za profesionalni razvoj moze biti objasnjeno zadovoljstvom poslom i
obrnuto. Ova povezanost, iako nije izrazito snazna, ima znacajne teorijske i prak-
ti¢ne implikacije. Naime, teorijski modeli profesionalnog razvoja Cesto naglasa-
vaju motivacijske ¢imbenike kao kljucne za angazman u aktivnostima profesio-
nalnog usavrsavanja (OECD, 2018). Zadovoljstvo poslom, kao izraz pozitivnoga
afektivnog odnosa prema vlastitoj profesiji, moze se smatrati jednim od takvih
motivacijskih ¢imbenika.

Moguca interpretacija ove povezanosti moze se razmotriti kroz dvije perspek-
tive. Prvo, pedagozi koji su zadovoljniji svojim poslom vjerojatno ¢e biti motivi-
raniji za ulaganje u vlastiti profesionalni razvoj kako bi dodatno unaprijedili svoj
rad. Drugo, pedagozi koji aktivnije pristupaju vlastitomu profesionalnom razvoju
mogu dozivljavati veéu profesionalnu kompetentnost i u¢inkovitost, $to poslje-
di¢no moze povecati njihovo zadovoljstvo poslom. Drugim rije¢ima, veza izmedu
zadovoljstva poslom i spremnosti za profesionalni razvoj vjerojatno je bidirekcij-
ska i samopojacavajuéa.

Ovi rezultati imaju znacajne implikacije za obrazovnu praksu i politiku. Ulaga-
nje u ¢imbenike koji poveéavaju zadovoljstvo poslom pedagoga (poput poboljsa-
nja radnih uvjeta, statusa profesije, autonomije u radu) moze indirektno pozitivno
utjecati na njihovu spremnost za profesionalni razvoj. Istovremeno, osiguravanje
kvalitetnih i relevantnih moguénosti za profesionalni razvoj moze doprinijeti po-
veéanju zadovoljstva poslom. Ovaj recipro¢ni odnos sugeriran je i u OECD-ovu
izvjeséu (2019) koje naglasava da je kontinuirani profesionalni razvoj jedan od
kljuénih ¢imbenika za zadrzavanje kvalitetnih stru¢njaka u obrazovnom sustavu.

Povezanost zadovoljstva poslom i spremnosti za profesionalni razvoj takoder
se moze sagledati kroz koncept profesionalnog identiteta pedagoga. Prema Ak-
tan, Toraman, Orakc1 1 Cevik (2020), profesionalni identitet ukljucuje brigu za
obavljanje profesije kroz stalno stru¢no usavrSavanje, $to je kompatibilno s nasim
rezultatima. Pedagozi koji su razvili snazniji profesionalni identitet vjerojatno ¢e
izrazavati i ve¢e zadovoljstvo poslom i ve¢u spremnost za profesionalni razvoj.

U usporedbi s povezano§cu izmedu spremnosti za profesionalni razvoj i do-
prinosa kulturi Skole (r = 0,434), koja je prikazana prije u radu, povezanost sa
zadovoljstvom poslom je nesto slabija. Ova usporedba sugerira da je spremnost za
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profesionalni razvoj moZda snaznije povezana s ¢cimbenicima usmjerenim prema
kolektivnoj dobrobiti (doprinos kulturi skole) nego s individualnim afektivnim
stanjima (zadovoljstvo poslom).

Konacno, statistiCka znacajnost utvrdene korelacije (p < 0,001) dodatno osna-
Zuje pouzdanost ovog rezultata i njegovu relevantnost za teoriju i praksu profesi-
onalnog razvoja pedagoga. lako korelacijska priroda analize ne dopusta zakljucke
o uzro¢no-posljedi¢noj vezi, nedvojbeno je da zadovoljstvo poslom i spremnost
za profesionalni razvoj dijele zajednicku varijancu koja je znacajna i za teorijsko
razumijevanje i za prakticne intervencije u podrucju profesionalnog razvoja pe-
dagoga.

Pri interpretaciji dobivenih rezultata vazno je razmotriti specifi¢nosti hrvatsko-
ga obrazovnog sustava koje su mogle utjecati na rezultate istrazivanja. Priroda
obrazovnog sustava Republike Hrvatske, u kojem Ministarstvo znanosti i obra-
zovanja zajedno s Agencijom za odgoj i obrazovanje propisuje veéinu aspekata
odgojno-obrazovnog procesa, mogla je znatno oblikovati kontekst profesionalnog
djelovanja Skolskih pedagoga. Uniformnost uvjeta rada koja proizlazi iz takvog
sustava vjerojatno doprinosi relativno homogenim razinama zadovoljstva poslom
medu razli¢itim dobnim skupinama pedagoga, §to objasnjava izostanak statistic-
ki znacajnih dobnih razlika utvrdenih u naSem istrazivanju. Zakonski okvir koji
eksplicitno definira stru¢no usavrSavanje kao obvezu odgojno-obrazovnih djelat-
nika (Ministarstvo znanosti i obrazovanja, 2019) takoder moze objasniti izrazito
visoku spremnost za profesionalni razvoj kod svih dobnih skupina (M = 4,10), §to
odstupa od rezultata u nekim drugim obrazovnim sustavima gdje mladi odgojno-
obrazovni djelatnici ¢esto pokazuju veéu spremnost za profesionalni razvoj (Day
i Sachs, 2004).

Specifi¢nost polozaja pedagoga u hrvatskome obrazovnom kontekstu dodatno
oblikuje dobivene rezultate. Sirok djelokrug rada definiran Kolektivnim ugovo-
rom (Vlada Republike Hrvatske, Sindikat hrvatskih ucitelja, 2018) koji ukljucuje
planiranje, programiranje, neposredni pedagoski rad, analizu, vrednovanje i broj-
ne druge zadade, stvara radno okruzje koje istovremeno moze biti izvor zadovolj-
stva (kroz raznolikost zadataka) i nezadovoljstva (kroz mogucu preopterecenost).
Ova dualnost moze objasniti umjereno visoko zadovoljstvo poslom (M = 3,62)
koje je utvrdeno u ovom istrazivanju.

Posebno je vazno istaknuti da tradicionalna percepcija uloge pedagoga u hrvat-
skim Skolama, koja je Cesto viSe usmjerena na administrativne i organizacijske
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poslove nego na neposredni rad s ucenicima, vjerojatno utjece na opcéenito zado-
voljstvo poslom. Ovaj rezultat podudara se s prethodnim istrazivanjima (Ledi¢ i
sur., 2013) koja navode da pedagozi izraZzavaju nezadovoljstvo upravo zbog ne-
moguénosti posvecivanja vi§e vremena neposrednom radu s uéenicima.

Socioekonomski kontekst rada pedagoga, ukljucujuéi drustveni status profesije
1 materijalne uvjete rada koji se ¢esto znatno razlikuju ovisno o regionalnom i
lokalnom kontekstu, takoder su mogli utjecati na rezultate zadovoljstva poslom.
Ekonomski status pedagoske struke u Republici Hrvatskoj, odreden relativno ni-
skim koeficijentima sloZenosti poslova, moze dodatno objasniti zaSto zadovolj-
stvo poslom nije na najvi$im razinama.

Aktualni reformski procesi, poput implementacije kurikularne reforme i di-
gitalizacije obrazovnog sustava, posebno ubrzani nakon pandemije bolesti CO-
VID-19, postavljaju dodatne zahtjeve pred pedagoge svih dobnih skupina. Ovi
procesi mogu objasniti univerzalnu spremnost za profesionalni razvoj utvrdenu u
istrazivanju, s obzirom na to da svi pedagozi, neovisno o dobi, moraju kontinu-
irano usvajati nova znanja i vjestine kako bi uspje$no odgovorili na promjene u
sustavu.

Pomak prema online oblicima stru¢nog usavr$avanja, koji je vidljiv u rezul-
tatima Vican i sur. (2022), omogucuje veéu dostupnost profesionalnog razvoja
svim dobnim skupinama, $to dodatno moze objasniti izostanak dobnih razlika u
spremnosti za profesionalni razvoj. Ovaj trend digitalizacije struénog usavrsa-
vanja posebno je bitan u hrvatskom kontekstu, gdje geografske i infrastrukturne
prepreke katkad ograniCavaju pristup tradicionalnim oblicima usavr$avanja.

Zakljucno, specifi¢nosti hrvatskoga obrazovnog sustava znatno oblikuju kon-
tekst u kojem djeluju Skolski pedagozi i utjeu na interpretaciju dobivenih re-
zultata. Umjesto usmjeravanja na dobne razlike, rezultati sugeriraju potrebu za
naglaSavanjem strukturnih ¢imbenika koji utjecu na zadovoljstvo poslom i profe-
sionalni razvoj pedagoga, poput omogucavanja vise vremena za neposredni rad
s ucenicima, smanjenja administrativnog optereéenja i poboljSanja drustvenog i
materijalnog statusa pedagoske profesije.

OGRANICENJA ISTRAZIVANJA

Pri interpretaciji rezultata ovog istrazivanja potrebno je uzeti u obzir nekoli-
ko metodoloskih i konceptualnih ograni¢enja. Primarno ograni¢enje odnosi se na
nacin formiranja uzorka. Kori$tenje Facebook grupe ,,Struéni suradnici u $kola-
ma* za distribuciju anketnog upitnika rezultiralo je prigodnim, neprobabilistic-
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kim uzorkom koji potencijalno ne reprezentira primjereno cjelokupnu populaciju
Skolskih pedagoga u Republici Hrvatskoj. Ovakav pristup uzorkovanju mogao je
dovesti do pristranosti u smislu natproporcionalne zastupljenosti pedagoga koji
su aktivniji na drustvenim mrezama, digitalno kompetentniji te moguée i motivi-
raniji za sudjelovanje u istraZivanjima profesionalnog razvoja. Pedagozi koji nisu
¢lanovi navedene grupe nisu imali jednaku moguénost sudjelovanja u istraziva-
nju, §to umanjuje vanjsku valjanost dobivenih rezultata.

Dodatno ograni¢enje predstavlja i relativno malen uzorak (N = 185) u odnosu na
ukupnu populaciju pedagoga u osnovnim i srednjim Skolama Republike Hrvatske.
lako je u istrazivanju obuhvaceno priblizno 10 % ukupne populacije pedagoga,
vedi bi uzorak omogucio preciznije statisticke analize i povecao statisticku snagu
istrazivanja, posebice pri analizi podskupina po dobi. U tom kontekstu, primjena
reprezentativnijega stratificiranog uzorkovanja, koje bi osiguralo proporcionalnu
zastupljenost pedagoga iz razlicitih regija, urbanih i ruralnih sredina te razlicitih
tipova Skola, znatno bi unaprijedila metodolosku kvalitetu istrazivanja.

Unato¢ navedenim ograni¢enjima, ovo istrazivanje pruza vrijedne preliminarne
uvide u povezanost profesionalnog razvoja i zadovoljstva poslom kod Skolskih
pedagoga u Republici Hrvatskoj te moze posluziti kao polaziste za buduc¢a meto-
doloski rigoroznija istrazivanja u ovom podrucju.

ZAKLJUCAK

Valja zakljuciti kako je ovo istrazivanje iznjedrilo rezultate o stru¢nim suradni-
cima pedagozima zaposlenim u osnovnim i srednjim Skolama Republike Hrvat-
ske, koji su prema autorima dostupnim istrazivanjima manje zastupljeni u istra-
zivackim uzorcima u odnosu na ucitelje, nastavnike i profesore kada je rijec o
povezanosti zadovoljstva poslom i vlastitog profesionalnog razvoja. Rezultati su
pokazali da su pedagozi u velikoj mjeri spremni na vlastiti profesionalni razvoj
te bez obzira na vlastitu dob, pedagozi pokazuju afinitet prema raznim oblicima
stru¢nog usavrSavanja te ga smatraju korisnim za vlastiti rad u $koli. Dodatne
analize veli¢ine ucinka (n? = 0,007) potvrduju da je u¢inak dobi na spremnost za
profesionalni razvoj zanemariv, $to osnazuje zakljucak o univerzalnoj prisutnosti
profesionalnog razvoja pedagoga neovisno o njihovoj Zivotnoj i profesionalnoj
fazi.

Rezultati takoder pokazuju da su pedagozi uglavnom zadovoljni svojim po-
slom, ali da postoji prostor za napredak tog porasta zadovoljstva te se ovim radom
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otvaraju prostori za buduca istraZivanja usmjerena k suvremenim ¢imbenicima
koji na to zadovoljstvo utjecu. Analize veli¢ine u¢inka za povezanost zadovolj-
stva poslom i spremnosti za profesionalni razvoj (r = 0,338; r> = 0,114) upucéuju
na umjerenu, ali prakti¢no znacajnu povezanost ovih varijabli, pri ¢emu priblizno
11,4 % varijabiliteta u jednoj varijabli moze biti objasnjeno drugom.

Ova umjerena korelacija ima znacajne prakti¢ne implikacije za obrazovnu prak-
su i kreiranje obrazovnih politika. Cinjenica da zadovoljstvo poslom objasnjava
viSe od 11 % varijance u spremnosti za profesionalni razvoj sugerira da ulaganje
u poboljSanje radnih uvjeta, organizacijskog etosa i drugih ¢imbenika koji pove-
¢avaju zadovoljstvo pedagoga moze imati mjerljiv i pozitivan u¢inak na njihovu
spremnost za ulaganje u profesionalni razvoj. Ovo je posebno vazno u kontek-
stu kontinuiranog unapredenja kvalitete obrazovanja, gdje je profesionalni razvoj
pedagoga kljucan za implementaciju suvremenih pedagoskih pristupa i metoda.
Statisticka znacajnost korelacije (p < 0,001) dodatno potvrduje robusnost ovog
rezultata i njegovu relevantnost za praksu.

Isto tako, radom je prikazano kako su pedagozi koji su spremniji za profesio-
nalni razvoj ujedno i zadovoljniji vlastitim poslom, pa rad moZebitno porucuje
organizatorima buducih aktivnosti stru¢nog usavrSavanja za stru¢ne suradnike
pedagoge kako oni Zele sudjelovati u tim aktivnostima i kako ih smatraju svrsis-
hodnima. Posebno vazan rezultat odnosi se na snazniju povezanost izmedu spre-
mnosti za profesionalni razvoj i doprinosa kulturi skole (r = 0,434; r> = 0,188), §to
sugerira da ulaganje u profesionalni razvoj pedagoga moze imati znac¢ajan uc¢inak
na unaprjedenje cjelokupne kulture odgojno-obrazovne ustanove.

Dugoroc¢no gledano, rezultati istrazivanja imaju Siroke implikacije za odrzivost
i kvalitetu hrvatskoga obrazovnog sustava. Visoka spremnost pedagoga za pro-
fesionalni razvoj predstavlja znacajan potencijal koji, ako se primjereno usmjeri,
moze dovesti do sistemskih poboljSanja kvalitete odgojno-obrazovnog procesa.
Izostanak dobnih razlika u spremnosti za profesionalni razvoj i zadovoljstvu po-
slom upuduje na stabilnost profesionalnog identiteta pedagoga kroz razlicite faze
karijere, Sto predstavlja prednost za dugoroc¢no planiranje ljudskih potencijala u
obrazovnom sustavu jer sugerira da investicije u profesionalni razvoj mogu biti
jednako ucinkovite neovisno o demografskim karakteristikama pedagoske popu-
lacije.

Na osnovi dobivenih rezultata preporucuje se rekonceptualizacija sustava pro-
fesionalnog razvoja pedagoga koji bi trebao ukloniti dobne pretpostavke te obli-
kovati programe stru¢nog usavrSavanja bez pretpostavki o razli¢itim razinama
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motivacije temeljenim na dobi. Strategije profesionalnog razvoja trebaju inte-
grirati ¢imbenike zadovoljstva poslom, poput povecanja autonomije, smanjenja
administrativnog opterecenja i omogucavanja viSe vremena za neposredni rad s
ucenicima. S obzirom na snaznu povezanost spremnosti za profesionalni razvoj s
doprinosom kulturi $kole, preporucuje se dizajniranje programa koji naglasavaju
kolaborativno ucenje i zajedni¢ko stvaranje znanja.

Rezultati ovog istrazivanja stavljaju se u Siri kontekst drustvenih promjena i
obrazovnih reformi u Republici Hrvatskoj. Visoka spremnost pedagoga za profe-
sionalni razvoj predstavlja pozitivnu poruku u vremenu kada se obrazovni sustav
suocava s brojnim izazovima, ukljucuju¢i demografske promjene, digitalizaciju
1 potrebu za kontinuiranim prilagodavanjem promjenjivim drustvenim zahtjevi-
ma. Cinjenica da su pedagozi zadovoljni svojim poslom unato& Gesto izazovnim
radnim uvjetima govori o snazi profesionalnog identiteta i predanosti pedagoske
struke koja, ako se primjereno podrzava kroz sistemske mjere, moZze biti klju¢na
za uspjes$no navigiranje buducih izazova u obrazovanju.

Konac¢no, ovo istrazivanje doprinosi boljem razumijevanju profesionalne di-
namike Skolskih pedagoga u Republici Hrvatskoj i pruza empirijsku osnovu za
unapredenje sustava profesionalnog razvoja. Rezultati sugeriraju da je investira-
nje u zadovoljstvo poslom pedagoga ne samo moralni imperativ vec i strategijska
investicija u kvalitetu obrazovnog sustava. Utvrdena univerzalnost spremnosti za
profesionalni razvoj omogucuje kreiranje inkluzivnih programa stru¢nog usavrsa-
vanja koji mogu maksimizirati potencijal sve pedagoske populacije, §to dugoroc-
no moZze doprinijeti jacanju statusa i prepoznavanja vaznosti pedagoske profesije
u drustvu, a to je preduvjet za privlacenje i zadrzavanje kvalitetnih stru¢njaka u
obrazovnom sustavu.
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FRrROM SATISFACTION TO EXCELLENCE: ANALYSIS OF THE RELATIONSHIP
BETWEEN PROFESSIONAL DEVELOPMENT AND JOB SATISFACTION AMONG
PEDAGOGUES IN CROATIAN SCHOOLS

ABSTRACT

This study examines the relationship between readiness
for professional development and job satisfaction among
school pedagogues in the Republic of Croatia, as well as the
role of age as a potential predictor for both variables. The
research was conducted on a sample of 189 pedagogues
employed in primary and secondary schools through a
digital questionnaire. The results indicate that there are no
statistically significant differences in readiness for profes-
sional development among pedagogues of different age
groups (p=0.52). Additionally, no statistically significant
difference in job satisfaction was found with respect to age
(p=0.83). However, a statistically significant positive cor-
relation was identified between job satisfaction and read-
iness for professional development (r=0.338, p<0.001).
Furthermore, a moderate positive correlation was estab-
lished between readiness for professional development
and contribution to the school culture (r=0.434, p<0.001).
Pedagogues of all age groups exhibit a high level of read-
iness for professional development (M=4.10 on a scale of
1 to 5) and moderately high job satisfaction (M=3.62). The
effect size of age on readiness for professional develop-
ment is negligible (n?=0.007), which further confirms that
age is not a relevant determinant. These results suggest
that professional development programs should be equally
accessible and relevant for pedagogues of all age groups.
Moreover, the findings of this research emphasize the im-
portance of investing in factors that enhance job satisfac-
tion in order to indirectly positively influence pedagogues’
willingness for continuous professional development.
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SAZETAK

Emitiranje stanice Radio Zagreb pocelo je 15. svibnja
1926. godine, a ve¢ osam dana nakon toga emitira se i prva
radijska emisija za djecu. O razvoju radija u Hrvatskoj po-
stoji nekoliko vaznih publikacija u kojima se emisije za
djecu spominju vrlo sporadi¢no.

Na temelju analize dostupne grade u arhivu HRT-a — ti-
skovina koje su pratile program Radija Zagreb, izvjes¢a o
radu Radija Zagreb, kao i povremenih osvrta i svjedocan-
stava djelatnika koji su sudjelovali u programu — u ovom
se radu pokuSavaju rekonstruirati i sistematizirati podatci
o pocetcima radijskih emisija za djecu. S ciljem nadopune
i prosirivanja dosadasnjih periodizacija i druge literature
o radijskim sadrzajima u Hrvatskoj, u radu se donose re-
zultati istrazivanja dostupne grade o prvim djecjim emisi-
jama, definiraju se 1 kriticki opisuju faze u razvoju emisija
za djecu na Radiju Zagreb od prve godine djelovanja do
pedesetih godina 20. stolje¢a, odnosno od 1926. do 1953.,
kad se uspostavlja Skolski radio, specifi¢an radijski pro-
gram usmjeren na Skole.

KLIUCNE RUECT:

radijske emisije za djecu, radio, Ra-
dio Zagreb, razvojne faze radijskog
programa za djecu (1926. — 1953.).
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UvoOD

Od samih pocetaka Radija Zagreb radijski program nastajao je kao rezultat en-
tuzijazma djelatnika koji su imali viziju tehnicke i programske kvalitete nezavisne
od politickih utjecaja i koji su promisljali o kulturnoj, obrazovnoj i umjetnickoj
ulozi radija u Zivotu svojih slusatelja — i odraslih i djece.

Emitiranje stanice Radio Zagreb pocelo je 15. svibnja 1926. godine, a ve¢ osam
dana nakon toga emitira se i prva radijska emisija namijenjena djeci. Danas posto-
ji nekoliko vaznijih publikacija u kojima se opisuje razvoj radija u Hrvatskoj (v.
Von¢ina, 1986, 1997 i dr.; Mucalo, 2010). Medutim, u dostupnim se istrazivanji-
ma i periodizacijama radijski sadrzaji za djecu spominju vrlo sporadi¢no, a katkad
se navode netocne ili nepotpune informacije. S obzirom na to da je velik dio sluz-
benog arhiva tijekom godina unisten ili je nestao, teSko je razabrati sve okolnosti
o pocetcima Radija Zagreb (v. Voncina, 1986). Takoder, kako ne postoje izvorne
snimke radijskih emisija (snimanje zapocinje nakon izuma magnetofona'), o sa-
drzaju i kvaliteti radijskih emisija za djecu mozemo donositi zakljucke samo na
temelju dostupnih svjedoCenja suvremenika u razli¢itim periodikama.

Na temelju analize dostupne grade o radiju iz istrazivanog razdoblja (1926. —
1953.), ¢ija se glavnina nalazi u arhivu HRT-a — tadasnje publikacije koje su pra-
tile program i objavljivale izvjeS¢a o radu Radija Zagreb, kao i povremeni osvrti
1 svjedoCanstva djelatnika koji su sudjelovali u programu — u ovom ¢e se radu
pokusati sistematizirati podatci o po¢etcima razvoja radijskih sadrzaja za djecu.

U prvom se poglavlju ukratko biljeze prvi koraci i aspiracije djelatnika Radija
Zagreb u prvoj godini emitiranja kako bi se opisao kontekst u kojem se zapocinje
s radijskim emisijama za najmlade slusatelje. U poglavljima koja slijede biljeze
se 1 rekonstruiraju podatci o emisijama za djecu. Razvoj takvog programa siste-
matizira se u nekoliko faza koje su naznacene znatnijim promjenama u konceptu
i sadrzaju emisija.

Iako se u radu nece opisivati tehnicki napredak potreban za nastanak radijskog
programa jer se njime bave druge periodizacije, valja zabiljeziti da je radijski pro-
gram — i onaj za odrasle 1 onaj za djecu — rezultat iznimnih napora te vrlo jasne i kva-
litetne vizije radijskih djelatnika Radija Zagreb i sinergije koju su ostvarili s brojnim
struénim suradnicima iz podrucja znanosti, umjetnosti, obrazovanja i kulture.

! Magnetofon u uporabu ulazi od 1945. godine (v. Gali¢, 1986), a pocetkom pedesetih godina proslog

stolje¢a postaje glavno sredstvo za snimanje i arhiviranje glazbenog i dramskog sadrzaja (Simunovié i
sur., 2019).
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RADIJSKI PROGRAM U PRVOJ GODINI DJELOVANJA RADIJA
ZAGREB

Radijski djelatnici 1 angazirani stru¢njaci od prvog su dana razmisljali o pro-
gramskoj politici, odgojnom i drustvenom znacenju radija kao novog medija (v.
Voncina, 1986). Kao i na radijima drugih zemalja, u pocetcima se glavnina pro-
grama odnosi na glazbene i u nesto manjoj mjeri na govorene sadrzaje. Pritom,
glazbeni program imao je zabavnu, ali i mnogo §iru obrazovnu i kulturnu ulogu.
Uprava Radija Zagreb vrlo rano zakljucuje da je radio ,,mo¢no demokratsko sred-
stvo Sirenja kulture i njegova je duznost pribliziti kvalitetnu glazbu slusateljima
jer ,,dobra glazba ne smije ostati monopolom imu¢nih slojeva“ (Upravni odbor
Radija Zagreb, 1926: 19). S vremenom se povecava i udio govornih sadrzaja (vi-
jesti, burzovni i meteoroloski izvjestaji i dr.), medu kojima su srediSnje mjesto
imala predavanja razli¢itih stru¢njaka, katkad i na stranim jezicima radi postiza-
nja internacionalnog karaktera radija (Voncina, 1986). Macanovi¢ (1976b) navodi
kako se od pocetka u Hrvatskoj javila teznja za ostvarivanjem uske suradnje radija
1 znanosti. U tom su smislu prvi suradnici Radija Zagreb bili iznimno ,,dalekovid-
ni“ (Macanovi¢, 1976c¢) jer su od prve godine djelovanja ulozili iznimne napore
u popularizaciju i promociju znanosti organizacijom brojnih strué¢nih predavanja
specijalista i stru¢njaka iz razli¢itih podrucja (glazbe, jezika, knjizevnosti, kazali-
Sta, slikarstva, filma i dr.), o ¢emu svjedoci iznimno bogato prvo izvjesée o radu
Radija Zagreb (v. Upravni odbor Radija Zagreb, 1926).

Takoder, pokrecu se i emisije posvecene knjizevnosti, prije svega zahvaljujuci
prvoj radijskoj spikerici Bozeni Begovi¢, koju Macanovi¢ (1976a) naziva i ,,pr-
vim urednikom knjizevnih beletristickih radio-emisija u nas“. U knjiZzevnim emi-
sijama emitiraju se profesionalna Citanja prica, ulomaka iz romana i recitacija do-
macih autora ili prijevodnih tekstova (Voncina, 1986: 46). Osim Bozene Begovi¢,
tekstove pretezito Citaju profesionalni glumci, a katkad to ¢ine i sami knjizevnici.

Zanimljivo je spomenuti da je Radio Zagreb medu prvima u Europi emitirao
izvedbe dramskih fragmenata uzivo iz studija — ve¢ u kolovozu 1926. godine emi-
tira se izvedba Shakespeareovih dijaloga iz Otela uZivo (ibid.). Takva se politika
razvoja radijskih radiodrama ocituje i u ¢injenici da je u prosincu 1926. u Radio
vjesniku raspisan prvi natjecaj za ,,najbolju radiodramu‘ (Krizmani¢, 1976).

Po uzoru na druge europske i svjetske radijske stanice koje su do 1926. godine
imale ve¢ uhodane obrazovne programe, ve¢ u jesen prve godine emitiranja u
Hrvatskoj u veCernjim se satima zapocinje s emitiranjem tecajeva stranih jezika,
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kao $to su francuski, esperanto, ruski, njemacki i engleski jezik (Voncina, 1986:
63). Tecajevi stranih jezika, kao 1 predavanja iz razli¢itih podru¢ja umjetnosti
1 znanosti postaju stoga prvi oblici ,,edukacije na daljinu“ kojima se ostvaruje
kulturni i obrazovni potencijal radija — ba$ kakvim su ga jo§ pioniri radija u Hr-
vatskoj zamisljali.

Kao jedan od zaklju¢aka nakon tek nekoliko mjeseci djelovanja, u izvjeséu Ra-
dija Zagreb navodi se da je temeljni zadatak radija postati mo¢nim sredstvom
demokratskog Sirenja kulture (Osnutak. .., 1926: 18). Dakako, za ostvarivanje de-
mokratske uloge radija kao medija koji je dostupan raznolikoj publici, potrebno je
bilo osmisliti sadrzaje koji ¢e biti namijenjeni i najmladim sluSateljima.

PET FAZA RAZVOJA RADIJSKIH SADRZAJA ZA DJECU

Prva faza — prve emisije za djecu Radija Zagreb 1926. godine

Prva djecja emisija emitirana je ve¢ osmog dana od uspostave radija u Hrvat-
skoj (pocetkom drugog tjedna emitiranja), no o ovom se segmentu radijskog pro-
grama iznimno malo pisalo u dosadasnjim periodizacijama. Primjerice, Von¢ina
(1986: 45) ne biljezi detaljne informacije o pocetcima emitiranja djecjih emisija,
veé se poziva na tekst objavljen u sluzbenom listu Radija Zagreb, Radio glasnik
Zagreb (30. svibnja 1926.). U tom se tekstu, petnaest dana nakon prvog emitiranja
Radija Zagreb, najavljuje buduéi program ,,beletristike, lirike, kratkih igrokaza i
prica za djecu”. No uvidom u radijski program objavljen u Radio glasniku Zagreb
tjedan dana prije (Raspored, 23. svibnja 1926.) nalazimo da je prva djecja emisija
pod nazivom Djecje price emitirana ve¢ u subotu, 22. svibnja 1926. od 17:30 do
18 sati, dakle osmi dan od prvog emitiranja Radija Zagreb.

Te se informacije slazu s onime $to biljezi Hrvoje Macanovi¢ (1976a) prema
i§¢itavanju dnevnickih zapisa Bozene Begovié®. Rijec je o pri¢i Bratac i sestrica
Brac¢e Grimm, koju je ¢itala BoZena Begovic, prva spikerica i, kako je Macanovi¢
naziva, prva ,radio-teta“. Macanovi¢ (1976a) dalje navodi da se u ljeto 1926.

2

Podatke o prvim emitiranjima Macanovi¢ nalazi u dnevniku BozZene Begovi¢ od 15. svibnja do 21.
listopada 1926. u kojem se nalaze svi naslovi, termini emitiranja, kao i potpisi svih koji su sudjelovali
u programima RZ-a, spomen-knjizi koja se danas nalazi u ostavstini ovog autora. S obzirom na to da
je u ovom trenutku ostavstina Hrvoja Macanovi¢a nedostupna, odnosno ne nalazi se u arhivu HRT-a,
Macanovi¢ev osvrt iz 1976., nastao u kontekstu pedesete obljetnice Radija Zagreb, pruza vrijedne
informacije o pocetcima dje¢jega radijskog programa.
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RASPORED

RADIOSTANICE ZAGREB

Subota. dne 22, maja.
Od 17.30 do 18.00 Dje&je prite.
Od 18.00 do 19.00 Koncerina i vedra glazba. Izvadja koncerini orkestar Rosbroj.
Od- 2030 do 2045 Sluzbene vijesti stanice.
Od 2045 do 21.45 Vedra i plesna muzika. Izved a rqdiok'varlel ROSBRO).
Od 21.45 dalje Nejnovije vijesti.

Suika 1. Izvadak iz rasporeda radiostanice Zagreb. Radio glasnik Zagreb (23. svibnja 1926.)

¢itaju pri¢e Bra¢e Grimm (Sedam gavrana, Crvenkapica) 1 Andersena (Kositreni
soldat, Svinjar). Zatim slijedi prvi niz povezanih emisija: Bakine price Jovana
M. Popoviéa, ruske narodne pri¢e (Labudovi, Nesmijsa carevna, Carobni konj),
ukrajinske narodne pric¢e (Bog i davo), narodne pric¢e s nasih podrucja (Djevojka
i patuljci, U cara Trojana kozje usi, Zvijezde i dukati, Tri pera, Cvilidreta, Zasto
pas zeca lovi?, Zlatko i Zlatica, Mlinarski momak i maca, Roda i Zaba, Prava
muka ne da se skriti, Magdica i Jelica, Vrijednost slobode, Sve, sve — ali zanat),
zatim Car Dukljanin oteo sunce iz djela Slavenske price Antonije Kassovitz-Cvi-
ji¢, japanske price (Vrabac s odrezanim jezikom, Prasina i kornjaca) te Sultan
Rodo Vilima Haufa.

Macanovi¢ takoder navodi da je Bozena Begovi¢ Pcelicu Maju Valdemara

[T

Bonselsa ,,¢itala u brojnim nastavcima®, $to je iznimno zanimljivo iz danaSnje
perspektive. S jedne strane, ovo je prvo takvo zabiljezeno Citanje u eteru koje ¢e
postati uobicajeno u emisijama za djecu’, a s druge strane pokazuje da je postojala
svijest o strategiji ,,Citanja u nastavcima® kao nacinu priblizavanja kompleksnijih
djela mladim slusateljima na njima prikladan i zanimljiv nac¢in. Ve¢ sljedece go-
dine primje¢ujemo i da postoji svijest o uzrastu djece i njihovim moguénostima

3 Nakon Pcelice Maje koja se ¢ita od prosinca 1926., slijedi Citanje ulomaka iz djela Petar Pan, Jamesa

Matthewa Barrieja.
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razumijevanja prica. Tako Ce se Citanja kracih prica nazivati Price za malu djecu
ili Price za najmanju djecu, a Citanja opseznijih naslova u nastavcima naznacit ¢e
se opcenitije kao Price za djecu.

Doduse, ni Macanovi¢ (1976a) ni Vonéina (1986) ne navode naslov ove prve
emisije. S obzirom na to da postoji neuskladenost pisanja nazivlja emisija i u pr-
vim publikacijama koje prate radijski program, trebalo je dodatno istraziti o kojoj
je emisiji rije¢. Naime, u ranim publikacijama emisije namijenjene djeci biljeze se
kao Djecje price, poslije kao Price za djecu i Price za malu (ili najmanju) djecu ili
se samo biljezi naslov djela koje je ¢itano. Diskrepancija u tiskovinama pri objavi
naslova emisije nastavlja se u godinama koje slijede.

No u Leksikonu radija i televizije (2016: 409) nalazimo podatak da je emisija
Citanja prica iz 1926. godine nosila naziv Prica za velike i male (prvi urednik D.
Horki¢). U ¢lanku se navodi da je upravo ovo najdugovjecnija djec¢ja radijska
emisija (ibid.: 94). U istom tekstu stoji da je tijekom godina emisija mijenjala
naziv, a jedan od njih je i Prica za laku noc¢*. Da je rijeC o istim emisijama, do-
znajemo komparacijom opisa emisije u Leksikonu i opisa koji je ponudio Hrvoje
Macanovi¢ (1976a), u kojima se navodi kako su to emisije koje je BoZena Bego-
vi¢ ¢itala uz klavirsku pratnju.

Poslije price ¢itaju i drugi glumci ili price bivaju dramatizirane u suradnji s
poznatim kazalisnim glumcima i redateljima Dramskog programa. U emisijama
se emitiraju klasi¢na djela stranih autora, ali s vremenom se prednost daje afir-
miranim domac¢im autorima (Leksikon radija i televizije, 2016: 94; 409). Rije¢
je o emisijama koje su bile posvecene umjetnickom uzitku u sluSanju prica, a
spikerica Begovi¢ postala je svojevrsna ikona djecjih emisija. Macanovic¢ (1976a)
biljezi da je BoZena Begovic bila ,,Teta Bozena®, ,,prva radio-teta® koja je ,,posta-
la pojam ne samo za mlade sluSaoce nego i za sve ostale®.

U izvjeStaju Upravnog odbora Radija Zagreb (25. rujna 1926.) navodi se da
od 1. srpnja stanica redovito emitira price za djecu, a najavljuje se kako ¢e se i
dalje raditi na poboljSanju programa kako bi ,,i u tom pogledu dali najbolje $to je
u svjetskoj literaturi napisano®. U izvjestaju se, nazalost, ne navode svi naslovi,
veé samo ,,pri¢e Jovana Popovi¢a, Ruske nar. price, Slavenske price, price brace
Grimm 1 Andersenove price* (ibid.: 20), stoga se Macanovicev tekst (1976a) po-

4 Prica za laku no¢ u nekom se trenutku ponovno preimenuje u Prica za velike i male. Ova se emisija od

2025. godine — nakon 99 godina emitiranja — vi$e ne emitira na FM radiju, ve¢ u sklopu DAB streama
(digitalnog audioemitiranja) dje¢jeg radija, odnosno na platformi Juhuhu.
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kazao iznimno vrijednim®.

Od listopada i studenoga 1926. u tiskovinama se pocinje ¢eS¢e biljeziti naslov
Price za djecu, a emisija se emitira ¢etvrtkom i vikendom (subota ili nedjelja)
nakon glazbenog bloka koji je po¢injao u 17 sati. Emisija Price za djecu nastavlja
se emitirati i 1927. godine, ali ponegdje se opetovano javljaju neuskladenosti u
biljezenju naslova. No krajem 1927. godine, kad se u stalnom terminu emitiraju
po dvije emisije tjedno, kona¢no dolazi do podjele emisija na Price za djecu (na-
mijenjene starijoj djeci) i Price za malu djecu (Raspored..., 25. prosinca 1927.).
Godine 1927. povecava se i broj emitiranja emisija. Taj se broj razlikuje iz tjedna
u tjedan, no u nacelu je rije¢ o istom ciklusu emisija koje postupno postaju stalni
djecji program.

U izvjescéu nakon prve godine rada Radija Zagreb navodi se da je posebna pa-
Znja posvecena ,,interesu djece (dramatizirane pric¢e i dr.)“ te da se zapocelo s
prvim prikazivanjem radiodrama koje ¢e se ,,nastojati u narednim godinama do-
datno poboljsati (Prva godina..., 15. svibnja 1927.). Krajem 1926. godine na
radiju se doista emitiraju i prvi igrokazi za djecu ¢ime se umjetnic¢ki program za
djecu dodatno obogacuje.

Prvi igrokaz za djecu Augusta Cili¢a Krampus u radiju emitiran je 5. prosinca
1926. godine u 17 sati (Raspored..., 4. prosinca 1926.). U istom broju lista, do-
duse, ne najavljuje se i drugi igrokaz, koji nalazimo u ¢asopisu Obzor®. Naime, u
Obzoru (Domace vijesti, 5. prosinca 1926.) nalazimo najavu da ¢e se 5. prosinca
1926. u 18 sati emitirati igrokaz Sv. Nikola i 10 vragova (Vizija podvornika Joze-
ka). Ovaj je igrokaz u jednom ¢inu opisan kratkim tekstom ,,Dogadja se u Jeleko-
voj sobi za Nikolinje*, potpisao nepoznati autor pseudonima ,,Stricek*.

Vec i Voncina (1986: 48) postavlja pitanje tko je pravi autor teksta te se poziva
na rad Marcela Vidaci¢a (1951) i zakljucuje da se iza pseudonima Stri¢ek mozda
krije knjizevnik Viktor Rudolf. Medutim, uvidom u Vidaci¢ev popis pseudonima
nailazimo na zabiljesku da se Viktor Rudolf potpisivao pseudonimom ,,Stri¢ek
Viktor* (Vidaci¢, 1951: 48), $to ne odgovara u potpunosti zabiljesci iz radijskog

Primjerice, Vonéina se u svojoj periodizaciji koristi mnogim istim izvorima kao i Macanovié, uklju-
Cujudi 1 prvu spomen-knjigu koja se ¢uva u Macanovicevoj ostavstini, a koju naziva jednim od ,,ru-
kopisnih vrela® (Vonéina, 1986: 46). Pri navodenju tekstova emitiranih u prvim godinama djelovanja
Radija Zagreb biljezi velik broj informacija o emisijama posvecenim knjizevnosti za odrasle, dok o
dje¢jim emisijama iznosi prili¢no Sture, a katkad i neto¢ne podatke. Osim toga, pri spominjanju djecjih
emisija Cesto ih mijeSa s onima namijenjenim odraslima, jer se u svojoj rekonstrukciji primarno orijen-
tira na spikera (glumca) koji je tekstove ¢itao, a ne na publiku kojoj su bili namijenjeni.

¢ Ovaj igrokaz nalazimo zahvaljujuéi biljeski N. Voncine (1986: 48).
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programa. Voncina je mozebitno povezao Rudolfa s igrokazom Sv. Nikola i deset
vragova jer je rije¢ o autoru koji je pisao price za djecu religijske tematike (v.
Rudolf, 1924). Moguci odgovor na pitanje tko je ,,Stricek®, nalazimo u tiskovini
godinu poslije. Naime, u Radio vjesniku (Raspored..., 4. prosinca 1927.) u najavi
emitiranja za ponedjeljak, 5. prosinca 1927. nalazimo biljesku: ,,Sv. Nikola i deset
vragova. Nikolinjska Sala od Tomislaova [sic] Prpi¢a‘.

U nedjelju, 26. prosinca 1926. u 17 sati najavljen je i treci igrokaz, djelo Milke
Pogaci¢ U badnjoj noci. Ovu je ,priredbu® izvelo UdruZenje za unapredivanje
dje¢je knjizevnosti®. U izvedbi igrokaza u eteru i u Hrvatskome narodnom kaza-
listu sudjelovao je veéi broj djece i1 odrasli glumci koji su, po tada$njoj radijskoj i
kazali$noj praksi, potpisivani samo inicijalima (Voncina, 1986: 48).

Programskom shemom koja je uklju¢ivala kombinaciju zabavnih i obrazovnih
sadrzaja, a ponajvise zahvaljujuéi suradnji sa specijalistima iz odredenih podruc-
ja i razli¢itim kulturnim ustanovama, Radio Zagreb prosirio je svoju obrazovnu
ulogu te postao platforma koja je omogucila slusateljima svih uzrasta pristup uce-
nju iz podrucja knjizevnosti, glazbe i stranih jezika. Takoder, radio se od samih
pocetaka usmjerio i na najmlade slusatelje, a kako ¢e razvoj radija pokazati, ta se
svijest o mladom slusatelju mijenjala.

U svojoj prvoj godini emitiranja Radio Zagreb ostvario je gotovo dvije tisuce
sati programa (Voncina, 1997: 68), gdje djecji sadrzaji nacelno zauzimaju malu
satnicu (prvo jedna, a zatim po dvije emisije tjedno). Dakako, umjetnicki program
posvecen djecjoj knjizevnosti zasigurno se tretira kao zabavni i kao kulturno-
obrazovni — djeca uZivaju u Citanoj rijeci i pricama koje bi im moZzda u suprot-
nom bile nedostupne. lako pocetkom 20. stoljeca pratimo porast komercijalizacije
prodaje knjiga (v. Stipcevié¢, 2008: 89), mnogoj su djeci i ucenicima, posebno u
seoskim sredinama, knjige i dalje nedostupne.

Osim obrazovne uloge radija, Macanovi¢ (1976a) istiCe da je u pocetcima glav-
na svrha i uloga Radija Zagreb bila Sirenje lijepih rijeci 1 plemenitih misli prema
Sto vec¢em broju slusatelja — i odraslima i djeci. Prema Programskom izvje$éu
nakon prve godine djelovanja (Stern, 1927 u Mucalo, 2010: 78), Radio Zagreb
pokazao je interes za promocijom kulturnih udruzenja, unosenje ,,umjetnosti i

Tomislav Prpi¢ bio je hrvatski pjesnik i prevoditelj koji je, izmedu ostaloga, prevodio i brojna djela
djec¢je knjizevnosti. U intervjuu s autorom objavljenom 1933. godine (Petris, 1933: 310) doznajemo da
je Prpi¢ doista pisao igrokaze za djecu koji su ostali neobjavljeni.

Voncina (1986: 48) navodi da je igrokaz Milke Pogaci¢ najavljen u novinskom listu Obzor za 28.
prosinca 1926., medutim, uvidom u prosinacka izdanja Obzora, ne nalazimo tu informaciju.
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znanja““ u kucanstva svojih sluSatelja, kao i odmicanje od ,,politicke nastranosti
kojom bi se ostetio rad stanice®. Prema Mucalo (2010: 81), odsutnost politickog
stava radija nije mogla dugo ostati nezamijecena, a tridesetih ¢e se godina inten-
zivirati teznja da se radio koristi kao moc¢an instrument u borbi za politicku vlast
(Mucalo, 2010: 83). Takoder, sve snaznija komercijalizacija radija ne¢e zaobici
ni djecje emisije.

Druga faza — osnivanje djecje radijske zajednice (1935. — 1939.)

Tridesetih se godina 20. stolje¢a zamjecuje porast interesa za razvoj umjetnic-
kih sadrzaja za djecju publiku te se oja¢ava suradnja radija i kazali$nih umjetnika.
U ve¢im se gradovima kao $to su Osijek, Split i Zagreb u to vrijeme prikazuje
sve viSe predstava za djecu (Senker, 2018: 175), a kazalis$ni djelatnici ostvaruju
izniman doprinos i u razvoju radijskog programa za djecu (Majhut i Lovri¢ Kralj,
2022: 265). No, osim kazalisnih djelatnika, u dje¢je su se radijske emisije vrlo
brzo pozivala i sama djeca. Osnivanje djecje zajednice na radiju zapocelo je 1933.
godine pozivom na prvu audiciju Radija Zagreb za djecu (Makovec Joksimovi¢ i
Marici¢, 2006). Sinergija djecje publike i kazalisnih djelatnika, predvodenih Ti-
tom Strozzijem i Mladenom Sirolom, urodila je s nekoliko bitnih dogadaja koji su
uslijedili’ — pokretanjem nove radijske emisije Djecji sat, osnivanjem umjetni¢ke
organizacije Djecje carstvo i pokretanjem ¢asopisa Pricalo.

Radijska emisija Djecji sat zapocCela je s emitiranjem 1935. godine, a iste godi-
ne Tito Strozzi u sklopu Hrvatskoga narodnog kazalista, uz podr§ku Radija Za-
greb, pokrece kazali$nu skupinu Djecje carstvo, €iji su ¢lanovi redovito nastupali
u radijskoj emisiji. Do Eetrdesetih godina 20. stolje¢a Djecje carstvo brojilo je
viSe od pet tisuca djece, a emisija Djecji sat emitirala je Cak 520 sati programa
(Iz careve kancelarije, 1941: 2). Na radijskoj emisiji sudjelovala su djeca (prvo iz
Zagreba, a zatim i cijele Hrvatske) — u terminu od sat vremena mogle su se ¢uti
recitacije, izvedbe dramskih igara, nastup razli¢itih djec¢jih orkestara i dr. Prema

° O ovome vaznom segmentu razvoja radijskog programa namijenjenog djeci u periodizacijama ne na-
lazimo gotovo nikakve ili tek iznimno Sture informacije. Primjerice, Voncina (1986: 107) u svojim
biljeskama pogresno navodi ime Mladena Sirole, zamijenivii ga imenom Stjepana Sirole, koji nije
imao veze s ovim programom. U Leksikonu nastalom povodom devedesete obljetnice Hrvatskog radija
i Sezdesete obljetnice Hrvatske televizije, u kojem se donose najvaznije informacije o razvoju radija
i televizije u Hrvatskoj, u poglavlju o ,,dje¢jem i programu za mlade stoji tek kratka napomena da
stvaranje dje¢jeg programa ,,preuzimaju T. Strozzi i M. Sirola“ te da ,,u Djecjem satu djeca pjevaju,
glume i recitiraju uzivo“ (Leksikon radija i televizije, 2016: 94).
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sje¢anju jedne sudionice djec¢jih emisija, Vesne Kljako-Ljubici¢, djeci tadasnjeg
Zagreba, ali i cijele Hrvatske, te su radijske emisije mnogo znacile jer osim §to
su sudjelovala u njima, rado su ih slusala i iz njih mnogo toga naucila (Makovec
Joksimovié i Marici¢, 2006).

Istovremeno, Strozzi pokrece i Casopis Pricalo (od 1936. godine) u kojem je
kao glavni urednik radio Mladen Sirola. Kako bi novinski diskurs pribliZili djeci,
u Casopisu se stvara privid fiktivnog svijeta Cara Pricala (T. Strozzija) i njegova
velikog vezira (M. Sirole) koji se obraéaju djeéjoj zajednici s novostima, naja-
vama radijskog sadrZaja za djecu te vijestima iz kulture popracene fotografijama
mladih umjetnika Djecjeg carstva, od kojih su neki kasnijih godina postali profe-
sionalni umjetnici (Baki¢ i Batini¢, 2020). Kazalisna se skupina u listopadu 1939.
godine slijedom politic¢kih prilika preimenuje u Hrvatsko djecje carstvo, a Casopis
nastavlja s izlaZzenjem sve do 1941. godine (ibid.).

Casopis Pricalo zanimljiv je fenomen na ovim prostorima iz nekoliko razloga.
S jedne strane, rije¢ je o ¢asopisu koji spaja medij radija, kazaliSta i Casopisa te
aktivno radi na stvaranju mlade radijske publike. S druge strane, casopis Prica-
lo bio je izrazito komercijalan (Lovri¢ Kralj i Sprajc, 2025: 321). U njemu se
objavljuju reklame za hranu, pice, odje¢u, obucu i dr., kao i reklame za kupnju
radioaparata potrebnog za slusanje djeci omiljene radijske emisije (vise u ibid.:
321-323). Komercijalizacija se o€ituje i u nacinu funkcioniranja djecje zajednice
— djeca placaju ¢lanarinu, poticu se na kupnju popratnih proizvoda s likom Cara
Pricala, pohadanje reklamiranih tecajeva iz stranih jezika, glazbe i dr. Djecji sat
obi¢no bi se emitirao od 18 do 18:45, a nakon toga bi se tijekom petnaest minuta
emitirale vijesti Djecjeg carstva i uredniStva Pricalo (Programi..., 21. sijenja
1939.), ¢ime se dodatno upucuje na specifican koncept djecjeg programa koji su,
zapravo, tvorila sva tri medija — radijska emisija, kazaliSna skupina i Casopis.

Osnivanje djecje radijske zajednice oko Djecjeg sata, Djecjeg carstva i Pricala
stoga je obiljezeno dvojnoscéu ciljeva, izmedu onih umjetnickih i onih komerci-
jalno-propagandnih. U konacnici, stvaranje snazne zajednice djecjih slusatelja,
djece Citatelja Casopisa i djece umjetnika ipak rezultira stvaranjem jedne nove
generacije mladih slusatelja'.

Djelovanje Radija Zagreb u predratnom razdoblju obiljeZeno je iznimnim en-
tuzijazmom radijskih i kulturnih djelatnika, ali i nizom teskih okolnosti. Slabe

10 Godine 1938. krece emisija i za stariju djecu Omladinski satovi iz domace knjizevnosti u kojoj se Citaju
djela iz hrvatske dramske bastine (Novela od Stanca Marina Drzi¢a, Matijas Grabancijas dijak Titusa
Brezovackog i dr.) (Vonéina, 1986: 151).
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financijske moguénosti radija, loSa Cujnost i slaba pokrivenost radijskog signala
Radija Zagreb, kao i ekonomska kriza u zemlji koja je utjecala na nisku kupovnu
mo¢ stanovnistva, otezavali su kvalitetan razvoj radijskog programa, pa tako i
programa za djecu'!. Istovremeno, krajem tridesetih godina postupno raste svi-
jest o mo¢i i ulozi radija u politickom smislu, a to je i zavrSetak perioda u kojem
je radio imao pretezito glazbenu, dramsku i zabavnu ulogu (v. Mucalo, 2010).
Upravo su zbog toga djecje radijske emisije iz ovog razdoblja primjer uspjesno
osmisljenog i realiziranog programa za najmlade slusatelje.

Treca faza — razdoblje prije 2. svjetskog rata u Hrvatskoj (od 1939. do 1941.)

Radijski urednici koji su redovito pratili europska zbivanja u radiodistribuciji
vrlo brzo su shvatili obrazovne mogucénosti radija. lako je u to vrijeme u nekim
europskim drzavama (Francuska, Engleska) ve¢ postojala sustavno organizira-
na radijska Skola, u Hrvatskoj nije postojao drustveni interes da se radio uvede
u skole kao nastavno sredstvo. Naime, 1940. samo su 44 skole pretpladene na
radijski program (Voncina, 1986: 183). Ipak, ovo je razdoblje obiljezeno prvim
nastojanjima povezivanja djecjih radijskih emisija s pedagozima, $to ¢e se poslije
pokazati kljuénim za razvoj obrazovnog programa namijenjenog Skolama.

Ideja da radio u suradnji s djecom ude u Skole ostvarena je djelomi¢no novim
konceptom emisije Djecji sat u kojem je najavljeno da ¢e se djecje emisije demo-
kratizirati te da u njima viSe nece nastupati kazalisne zvijezde. Umjesto kazalis-
nih umjetnika, u novom konceptu emisije sudjelovat ¢e djeca iz Skola diljem ze-
mlje. Naime, krajem 1939. godine prekinuta je suradnja Radija Zagreb i kazali$ne
skupine Hrvatsko djecje carstvo (Iz careve kancelarije, 1940: 2). Upravni odbor
1940. obavjestava dosadasnju redakciju da je vodenje radijske emisije Djecji sat
povjereno struénom odboru Hrvatskoga uciteljskog drustva (ibid.: 1).

Dakako, u ¢asopisu Pricalo ovaj se dogadaj opisuje kao ,,pedagoski ulaz u do-
bro uhodanu djecju zajednicu® (ibid.: 4) jer je tijekom pet godina emitiranja Djec-
Jji sat privukao mnostvo dje&jih slusatelja. Casopis Pricalo navodi i niz hrvatskih
drustava koja se protive ,,nepravdi“ koja je ucinjena Hrvatskomu dje¢jem car-
stvu ,.time $to mu je oduzet djecji sat na zagrebackoj radio-stanici“ (v. Protest...,
1940). Stovise, u Easopisu se s ironijom naglasava da se ,,radosno ¢eka nastavak
djec¢jeg sata“ koji ¢e sada biti voden od ,,strucnjaka‘. Napominje se da nije posve

" Tako je Djecji sat bio rado slusana emisija, godine 1936. zauzima tek 1,13 % sveukupnoga radijskog
programa (v. Voncina, 1986: 132).
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jasno zasto se dosadasnji rad smatrao nedovoljno pedagoskim, a da bi se radijska
emisija trebala prepustiti u ruke pedagoga i ucitelja.

Unato¢ protivljenju dotadasnje redakcije, Radio Zagreb mijenja vodstvo emisi-
je Djedji sat, a posao spikera na temelju natjecaja dobili su ucitelj Milutin Dobre-
ni¢ i tadasnji student Stjepan JakSevac.

U to se vrijeme javljaju nova ocekivanja od radija — ocekivalo se da radio izade
iz studija, ude u skole te da se s uéenicima pripremaju sadrzaji za Djecji sat (Ma-
kovec Joksimovi¢ i Maric¢i¢, 2006). Umjesto kazali$nih zvijezda, na Djecem satu
pocinju nastupati Skolska djeca koju uvjezbava Organizacija pomlatka Crvenog
kriza u svim $kolama (Voncina, 1986).

Prva nova emisija Djecjeg sata krenula je 6. listopada 1940. godine, a ured-
nistvo je bilo sastavljeno od ¢lanica Crvenog kriza Banovine Hrvatske. Usprkos
promjeni u strukturi vodstva, valja napomenuti da se koncept Djecjeg sata u ko-
nacnici 1 nije previSe promijenio. Nova je redakcija preuzela isprobanu formulu
djecje radijske emisije u kojoj djeca pjevaju, glume i sviraju za mlade slusatelje
— prema komentaru redakcije Pricalo'?, ,,Dakle, sve na novo u starom ruhu (Prvi
djecji sat..., 1940: 4). Stovise, djeca koja su medu prvima nastupala, iako iz ne-
kog razloga nisu najavljivana prezimenima, bila su ista djeca koja su sudjelovala
u Hrvatskome dje¢jem carstvu.

U to je vrijeme jos jedna kazali$na skupina bila angazirana na Radiju Zagreb —
Druzina mladih®®. Nastupi Druzine mladih obogatili su dramske emisije domacim
1 inozemnim radiodramskim tekstovima, a 4. prosinca 1940. godine izveli su prvu
europsku radiodramu Opasnost Richarda Hughesa te japansku dramu Bubanj od
damasta (Dramoplov, 2016; Voncina, 1986: 173—174).

Cetvrta faza — razdoblje tijekom 2. svjetskog rata i poratne godine (od
1941. do 1951.)

Cetrdesete su godine naznacene teskim ratnim okolnostima, snaznom politiza-
cijom i nacionalizacijom Radija Zagreb. Nakon uspostave NDH-a, Radiostanica
Zagreb koja je do tada bila u privatnom vlasnistvu dionickog drustva Radio Za-

12 Pric¢alo jo$ neko vrijeme nastavlja s izlaZzenjem (do 1941.) te prati rad Hrvatskoga dje¢jeg carstva, kao

i radijske emisije Djecji sat, usprkos promjeni uredni§tva.

Druzinu mladih uz pomo¢ Francuskog instituta (La compagnie des jeunes) vodio je hrvatski kazalisni
redatelj Vlado Habunek, poslije redatelj i dramaturg na Radiju Zagreb. Skupina je djelovala od 1940.
do 1948. godine, a za vrijeme Drugoga svjetskog rata izgubila je pravo na javne nastupe (Mikulic,
2016).
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greb, postaje nacionalizirana i od nje se oCekuje snazna drustveno-politi¢ka uloga
(Mucalo, 2010: 142). Godine 1941. osnovan je Hrvatski krugoval (Leksikon ra-
dija i televizije, 2016: 625), a Radio Zagreb stavljen je pod nadleznost Drzavnog
zavoda za krugovalnu sluzbu Hrvatskog krugovala (ibid.: 635).

Iako su politizacija i ideologizacija radija u Drugome svjetskom ratu bitno
utjecale na programske sadrzaje, oni sadrzaji koji su bili kulturnog i obrazovnog
karaktera i dalje su imali vaznu ulogu u promicanju kulture, znanosti i obrazo-
vanja. Djecji program koji je u prijeratnom razdoblju emitirao emisiju Djecji sat
prosiren je jednosatnom emisijom Hrvatska djecja nedjelja, a zatim i emisijom
Umjetnicka skola.

Godine 1942. u Zagrebu se osniva Umjetnicka Skola Ustaske mladezi. Za rav-
natelja je postavljen Mladen Sirola (od 1941. do 1945.) koji je ¢etvrtkom od 18:45
vodio i dje¢je krugovalne sate, odnosno radijsku emisiju za djecu Umjetnicka sko-
la. Prema sje¢anjima Josipa Sirole, sina Mladena Sirole, njegov se otac odazvao
ovoj ponudi postavljajuci uvjet da Umjetnicka Skola bude potpuno liSena svake
politike (Pehari¢ i Stani§i¢, 1995). S obzirom na ranije iskustvo vodenja Djecjeg
sata, u radijskoj emisiji Umjetnicka skola Sirola je ponovno pripremao emisije u
kojima su sudjelovala djeca. Prema Harambasi¢u (1943: 11), ova emisija svoju
kvalitetu postiZe upravo stoga $to 99 % programa izvode djeca, a uloge odraslih
preuzimaju ¢lanovi Hrvatskoga drzavnog kazalista.

Radijska emisija za djecu trajala je jedan sat, a emitirala je pretezito nastupe
djece i mladih iz razli¢itih sekcija (dje¢jeg kazalista, Skolskih orkestara, pjevac-
kih zborova i dr.). Angazirali su se i brojni stru¢ni suradnici — dramski redatelji,
knjizevnici i pjesnici, kazali$ni glumci, solisti HNK-a, dirigenti, glazbeni pedago-
zi, skladatelji i slikari (Voncina, 1997). Osim umjetnickog programa, emisije su
nudile najnovije vijesti, obavijesti i upute iz svih aktivnosti skola te informacije o
kazali$nim predstavama i koncertima.

U to vrijeme u djec¢jim emisijama sudjelovao je i krugovalni djecji pjevacki zbor
Proljece kojim je ravnao Slavko Modrijan (v. Kirchmayer Bili¢, 2023). Usprkos
tomu $to se u ovom periodu biljeZi snazna politizacija i odgojno-obrazovnog rada
i radijskih sadrzaja, umjetnicko zalede Sirole i Modrijana', kao i njihovo isku-
stvo u radu s djecom, zasigurno je doprinijelo odrzavanju kvalitete umjetnic¢kih

4 Kao glazbenik, voditelj dje¢jega pjevackog zbora Proljece (od 1941. do 1945.) i urednik istoimenog
Casopisa (od 1939. do 1945.), Modrijan je okupljao knjizevnu i glazbenu inteligenciju tog doba, poticu-
¢i suradnju izmedu pjesnika i skladatelja koji su uglazbljivali dje¢je pjesme (Kirchmayer Bili¢, 2023:
117).
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sadrzaja za najmlade.

U sklopu Umjetnicke kole, Sirola ureduje ¢asopis Djecja umjetnost — mjesec-
nik za sve grane djecje umjetnosti (1943. — 1944.) u kojem se donose vijesti iz
kulture, umjetnicki tekstovi i Zivotopisi znamenitih hrvatskih knjizevnika, glu-
maca, glazbenika i likovnih umjetnika te se redovito prate dje¢ji krugovalni sati
(v. Baki¢ i Batini¢, 2020) kako bi se mladi slusatelji potaknuli na slusanje radija.

Tijekom 2. svjetskog rata veéi broj Skola nije radio’ te Hrvatski krugovalni za-
vod od svibnja 1944. zapoc€inje emitirati povremene emisije Skolskog radija. Za-
daca takvih emisija bila je pomo¢i u¢enicima u pripremanju izvanrednih godisnjih
ispita (Voncina, 1997). Osim povremenih Skolskih emisija, emitirale su se i druge
obrazovne i umjetnicke emisije (primjerice, Dramski Cetvrtak, Za hrvatski jezik,
Djecji krugovalni satovi Umjetnicke skole Ustaske mladezi, teGajevi njemackog i
talijanskog jezika i dr.).

ZavrSetak rata 1 osnivanje Federativne Narodne Republike Jugoslavije znacio
je, dakako, 1 nova politicka restrukturiranja na Radiju Zagreb. S jedne strane,
primjecuje se jacanje politicke funkcije radija kao masovnog medija (v. Voncina,
1997; Mucalo, 2010), ali se dogadaju i znatne promjene u tehnickim kapacitetima
radija. Naime, godine 1948. osniva se Radio industrija Zagreb (RIZ), tvrtka ¢iji
su proizvodi (prijamnici, gramofoni, pojacala, zvucnici, tonski pultovi, odasiljaci
1 dr.) ubrzali tehnoloski i programski razvoj Radija Zagreb. Ulaganje u tehnolo-
giju — postavljanje novih odasiljaca i pristupacnija cijena radijskih prijamnika —
otvorilo je nove moguénosti za pripremanje, strukturiranje i emitiranje radijskih
emisija. Ova ¢e €injenica biti od posebnog znaenja za pokretanje Skolskih obra-
zovnih programa koji su ovisili o tehni¢kim moguénostima emitiranja diljem Hr-
vatske, ali i o tehni¢koj opremljenosti Skola.

U kontekstu radijskih sadrzaja za djecu, a netom prije ulaska radija u Skole,
jos se neko vrijeme pripremaju emisije prema uhodanom konceptu. U tom smi-
slu prednjace radiodrame, koje su bile perjanica Radija Zagreb i u programu za
odrasle i u programu za djecu. Godine 1950. izvedeno je pet radiodrama, a 1953.
emitirano ih je cak 18 (Matosec, 1962). Pocetkom 1948. godine pokreée se dram-
ska emisija Radio-dramski kruzok pionira u kojoj sudjeluju ucenici zagrebackih
osnovnih $kola (Kolesar i Lozica, 1966). Anita Kolesar, urednica dje¢jega dram-
skog programa, unaprijedila je radiodrame za djecu bogatim zvu¢nim efektima te

5 Tijekom rata u Hrvatskoj je unisteno 566 i oSteceno ¢ak 2008 (odnosno 80 %) skolskih zgrada (Ogri-
zovié, 1982: 267).
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potaknula knjizevnike na suradnju i pisanje za djecu'® (Leksikon radija i televi-
zije, 2016: 256), ¢ime se kvaliteta tadasnjih emisija dodatno pospjesuje. Kasnijih
¢e godina Uprava Radija Zagreb zakljuciti da je ,,suzbijanje invazije nepismenih
‘teta’ 1 ‘striCeva’...” te ostvarivanje suradnje sa svima koji znaju pisati za djecu
razlog porasta kvalitete djecjega radijskog programa (Upravni odbor RZ, 1956) i
ta ¢e se politika nastaviti u godinama koje slijede.

Od godine 1950. do 1991. na Radiju Zagreb djelovao je Ansambl djecje drame
za djecu Skolskog uzrasta, koju su poucavali poznati dramski pedagozi (Leksikon
radija i televizije, 2016: 94). Nastupi ,,djece za djecu* posebice utjecu na popular-
nost takvih emisija medu mladim slusateljima (MatoSec, 1962). Dramske su emi-
sije u ovom periodu naj¢escée emitirane uzivo, §to je zahtijevalo iznimnu pripremu
i snalazljivost mladih glumaca (v. Martinac Kralj i Pe¢nik Kvesi¢, 2022), zbog
¢ega je rad kazali$nih djelatnika s mladima bio od iznimnog znacenja.

Peta faza — uspostavljanje temelja za Skolski radio (od 1951. do 1953.)

Pedesetih godina 20. stolje¢a zapocinje nova faza u razvoju radijskih emisija
za djecu. Osim uhodanoga umjetnickog sadrzaja ¢ija kvaliteta i satnica postu-
pno rastu'’, sve se vise o€ituju aspiracije za uvodenjem radija u §kole, odnosno,
za uspostavom specijalnoga Skolskog radijskog programa. U ovom je trenutku
Radio Zagreb pojacao svoje tehnicke kapacitete, a i stekao ve¢ 25 godina isku-
stva u emitiranju sadrzaja za najmlade sluSatelje. Vazan trenutak osnivanja prve
redakcije Skolskog radija 1953. godine u literaturi se biljezi kao rezultat poziva
koje je tadasnje prosvjetno tijelo, Savjet za prosvjetu, nauku i kulturu, uputilo Ra-
diju Zagreb. Medutim, manje je poznato da se Radio Zagreb ve¢ nekoliko godina
pripremao za izradu Skolskih emisija. Tomu u prilog govori tekst prve urednice
Skolskog radija Marije Eker-Manoli¢ (Manoli¢, 1953a) u kojem se napominje da
je Radio Zagreb 1951. godine uputio Savjetu prijedlog za pokretanje $kolskog
programa. lako ¢e se Savjet ovom pozivu odazvati dvije godine poslije, u te su
se dvije godine na Radiju Zagreb nastavile opsezne pripreme za buduci skolski
program.

16 Neki od poznatih knjizevnika koji su suradivali s Radiom Zagreb bili su Vesna Parun, Sunéana Skri-

njari¢, Nada Ivelji¢, Palma Katalini¢ i dr. (Kolesar i Lozica, 1966), kao i Grigor Vitez, Gvido Tartalja,
Gustav Krklec i dr. (Upravni odbor RZ-a, 1956).

Od godine 1951. Radio Zagreb mjese¢no emitira 24 emisije za djecu koje u prosjeku slusa oko 1300
slusatelja samo na podruéju grada Zagreba. Pritom emisije za djecu ne slusaju samo djeca — radijske
emisije s djecom slusaju njihovi roditelji, prijatelji iz razreda i susjedi (Erbesnik, 1952).
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Iako u to vrijeme velik broj Skola nema radijske prijamnike, ve¢ od 1951. go-
dine Radio Zagreb provodi brojna istrazivanja o prihvacenosti radijskih emisija
s jasno definiranim ciljevima — stvoriti snazniji odnos s dje¢jim slusateljima u
direktnoj komunikaciji s djecom i roditeljima, uciniti §kole svojim ,,slusackim
centrima® i pripremiti djecu za Skolske radiosate. Poseban interes pokazuje se
prema suradnji s prosvjetnim profesionalcima — nastavnicima i odgojiteljima, za
koje se prepoznaje da su spona izmedu radijskih emisija i djece (Erbesnik, 1952:
6). Anketama koje se pocinju slati Skolama, a zatim i raznovrsnim natjecajima
za djecu, kao 1 pozivima djeci da komentiraju radijski sadrzaji Zeljelo se privuéi
djecu na sluSanje emisija, s ciljem razvoja navike slusanja radijskih emisija i po-
stupne pripreme za $kolski radiosat (ibid.).

U biltenu Odsjeka za studij i propagandu, Radio problemi, od 1952. godine
djelatnici Radija Zagreb redovito vode polemike o radijskom programu i utvr-
duju daljnje smjernice za izradu radijskog sadrzaja. Ve¢ od prvih brojeva biltena
objavljuju se tekstovi djelatnika koji se zalazu za povezivanje postojecih djecjih
radijskih emisija sa Skolama.

U to je vrijeme radijski program usmjeren na tzv. ,,nau¢no-zabavne emisije
1 na umjetnicke emisije. Osim obrazovnih emisija, tecajeva stranih jezika i tzv.
pionirskih emisija, na radiju se pretezito emitiraju radiodrame koje su, prema an-
ketama iz 1952. godine, vrlo visoko ocijenjene'® (Anketa..., 1952: 19). Upravo
se u razigranome umjetnickom programu (prije svega, radiodramama) prepoznao
potencijal za stvaranje temelja novoga Skolskog programa. Primjerice, Brki¢
(1952: 17) kao glavne ciljeve radiodrama za djecu vidi u estetskom odgoju (ra-
zvoju djecjeg ukusa i smisla za umjetnost) i uéenju (razvoju djecjeg znanja) gdje
se putem vjestih dramatizacija djeci mogu pribliziti nova znanja iz razli¢itih po-
dru¢ja (zemljopisa, povijesti, matematike i dr.) pod geslom ,,Mi vam pomazZemo
da lako naucite svoju zadacu® (ibid.: 13). Ovaj i sli¢ni tekstovi nastajali su kao
vizije buduceg radijskog programa u kojem se radio koristi za proSirenje kulturne,
umjetnicke i obrazovne uloge u zivotu mladih slusatelja, ali i proSirenja publike
na djecu u §kolama.

Kako bi ovaj kompleksan projekt tzv. ,,ozvucenja Skola*“ (Manoli¢, 1953a) mo-
gao zazivjeti, bilo je potrebno nekoliko klju¢nih dogadaja. Prije svega, od 1949.

8 Prema anketi iz 1952. godine, u kontekstu sadrzaja za djecu, radiodrame slusa 55,5 % slusatelja, a
zatim slijede i ostale ,,emisije za djecu (49,4 %) te tzv. Pionirske muzicke emisije (42,2 %), (Popovi¢,
1952: 51).
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godine zapocinje opseznija reforma $kolstva,' ¢ime se otvara prostor za uvodenje
radija kao novoga nastavnog sredstva u Skole. Takoder, godine 1951. osniva se
Savjet za prosvjetu, nauku i kulturu koji ¢e od 1953. godine preuzeti kljuénu
ulogu u pripremi radijskog programa u skladu s nastavnim planovima i programi-
ma. U konacnici, Radio Zagreb dovoljno je pojacao svoje tehnicke kapacitete, a i
stekao je sada ve¢ dovoljno iskustva u emitiranju sadrzaja za najmlade slusatelje.

Skolski ée program u Hrvatskoj zazivjeti 1953. godine u suradnji Radija Zagreb
i tadaSnjeg Savjeta za prosvjetu, nauku i kulturu koji ¢e prvi osnovati redakciju
Skolskog radija®. No vazno je zabiljeZiti da je Radio Zagreb ve¢ od 1951. godine
iznimno radio na uspostavljanju temelja za uvodenje radija u $kole. U tome je do-
nekle 1 uspio, no za stvaranje kompleksnoga skolskog programa ipak ¢e se trebati
pricekati povoljnija drustveno-politicka situacija.

ZAKLJUCAK

Radijske emisije za djecu stare su koliko i sam radijski program koji se u Hrvat-
skoj poceo emitirati prije 99 godina. Prva radijska emisija za djecu jednostavnog
naziva Djecje price emitirana je ve¢ osmog dana od pocetka emitiranja. U subotu,
22. svibnja 1926. od 17:30 do 18 sati Bozena Begovi¢, prva spikerica i prva ,ra-
dio-teta” (Macanovi¢, 1976a), najmladim je slusateljima uz klavirsku pratnju pro-
Citala pricu Bratac i sestrica Bra¢e Grimm. Ova informacija, kao i mnoge druge
do kojih smo dosli u ovom istrazivanju, godinama su bile izostavljene iz vaznijih
periodizacija koje se bave razvojem radijskog programa u Hrvatskoj.

Istrazivanje rada i razvoja Radija Zagreb u pocetnim godinama djelovanja za-
sigurno nije jednostavan posao, prije svega jer je veliki dio sluzbenog arhiva tije-
kom godina unisten ili je nestao. Takoder, ne postoje snimke tadasnjih emisija jer
se sa snimanjem zapocelo tek nakon izuma magnetofona. Stoga je takav proces
rekonstrukcije povijesnih dogadaja vrijedno sakupljanje ,.kamenci¢a* (Voncina,
1986: 4) iz raznolikih sekundarnih izvora. No s obzirom na to da su djecje emisije
postojale od samih pocetaka emitiranja i temelj su bogatoga radijskog programa

¥ Godine 1949. donosi se Rezolucija III. Plenuma Centralnog komiteta Komunisticke partije kojom
zapocinje kompleksan proces osuvremenjivanja odgoja i obrazovanja (v. Strugar, 2023).

20 Eksperimentalni $kolski radijski program zapo€inje s emitiranjem 20. travnja 1953. godine i traje deset
dana (Voncina, 1997). Ve¢ 2. studenoga 1953. godine, pod urednistvom Marije Eker-Manoli¢, zapo¢i-
nje se s emitiranjem redovitoga skolskog programa (Manoli¢, 1953b).
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koji postoji 1 danas, smatramo vaznim da se 1 ovaj bitan segment povijesti istrazi.

U radu se pokusalo rekonstruirati dogadaje vazne za razvoj djecjega radijskog
sadrzaja u Hrvatskoj, sistematizirati podatke o prvim dje¢jim emisijama i kriticki
opisati kontekst u kojem su takve emisije nastajale. Dakako, u radu se navode tek
neke od vaznijih i dugovjecnijih emisija, prije svega iz knjizevnoga i dramskoga
umjetnickog programa, a zatim i obrazovnog programa. Glazbenim programom
za djecu valjalo bi se posebno pozabaviti, s obzirom na to da je glazba zauzimala
iznimno velik prostor u radijskom programu uopce (usp. Durakovi¢, 2019). Stoga
se u ovom radu uspostavljaju faze razvoja djecjih radijskih sadrzaja s obzirom na
koncept opisanih emisija.

U prvoj fazi tako su prevladavale knjizevne i dramske emisije (Citanja prica i
radijski igrokazi) kao §to su Djecja emisija, Price za djecu, Price za malu djecu
ili Pric¢e za najmanju djecu koje se, prema novijim izvorima (v. Leksikon radija
i televizije, 2016) nazivaju jednim imenom — Price za velike i male, odnosno po-
slije Price za laku no¢. U drugoj se fazi istice osnivanje djecje radijske zajednice
1 prva organizirana sudjelovanja djece u radijskim emisijama (emisija Djecji sat).
Treca faza svojevrsno je prijelazno razdoblje u kojem se prepoznaje jacanje peda-
goskih struja koje preuzimaju nadzor nad umjetnickim i zabavnim sadrzajima za
djecu, s ciljem ulaska u Skole. Iako u ovom razdoblju jos uvijek ne postoje Skolske
obrazovne emisije, primjecuju se prve aspiracije da se Skole usko povezu s radi-
jem — umjesto kazali$nih zvijezda, na sudjelovanje u radijskim emisijama poti¢u
se djeca iz §kola, §kolskih zborova, orkestara i kazalista. Cetvrta faza obiljezena
je politizacijom radija, ali 1 daljnjim razvojem umjetni¢kog programa za djecu,
s naglaskom na djecje sudjelovanje (npr. emisija Umjetnicka Skola) te znatnim
iskorakom u razvoju radiodrama. Rad zavrSava kratkim opisom pete faze — prije-
lazne faze u kojoj se Radio Zagreb sve viSe priprema za ulazak u skole, §to ¢e se
i dogoditi 1953. godine, kada zapocinje s radom Skolski radio.

U godinama koje slijede, tijekom i nakon emitiranja $kolskoga radijskog pro-
grama, Radio Zagreb emitira brojne uspjesnice umjetnickoga, zabavnog i obra-
zovnog programa za djecu. Medu vaznijima se isticu Stigla je posta (katkad nazi-
vana Sastanak u dva i dva od 1956.), Dobro jutro djeco!*' (od 1959.) i Zagonetni
mikrofon ($ezdesetih godina 20. stolje¢a emisiju je uredivala Sunéana Skrinjari¢).
Sedamdesete su godine 20. stoljeca ,,zlatno doba programa za djecu®, a na Radiju
Zagreb emitiraju se popularne djecje emisije: Bijela Vrana (ur. M. Kusec), Zasto

21

2 Godine 1959. emisija Dobro jutro djeco! jedna je od najslusanijih emisija na radijskom programu
(Leksikon radija i televizije, 2016: 94).
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tako (ur. V. Biti), Radio vrti¢ i Hoéu znati (ur. L. Komes), Veseli utorak (ur. C.
Variola), Zuti dzip i Stigao je ujak (ur. V. Kulier), Zvukovnica (ur. S. Horvat) i
dr., a spomenimo da od osamdesetih godina kreée i iznimno popularna emisija
Tonkica Palonkica frrr (ur. M. Kusec), (Leksikon radija i televizije, 2016: 94).

Iz danasnje perspektive — kad je djecji program neizostavan dio radijskog i te-
levizijskog programa — smatramo vaznim sagledati pocetke razvoja radijskih sa-
drzaja namijenjenih najmladim sluSateljima. Istrazivanje ovog segmenta radijske
povijesti vazno je radi ispunjavanja praznine koja postoji u dosadasnjim periodi-
zacijama, radi stvaranja cjelovitije slike o razvoju djecje radijske kulture na nasim
prostorima, ali i radi poticaja da se u budu¢im periodizacijama dje¢je radijske
emisije tretiraju s ve¢om paznjom — koju zasigurno zasluzuju.
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RADIO ZAGREB’S PROGRAMMES FOR CHILDREN FROM 1926 1O 1953

ABSTRACT

The broadcast of Radio Zagreb began on 15 May 1926, and
the first radio programme for children was aired eight days
later. Several notable publications about the development
of radio broadcasting in Croatia mention children’s radio
programmes rather sporadically.

Based on the analysis of available material from the Croa-
tian Radio and Television archives — printed publications
following the programming schedule of Radio Zagreb, re-
ports on the work of Radio Zagreb, as well as occasional
reviews and testimonies of employees who participated in
the program — this paper attempts to reconstruct and syste-
mise the data on the beginnings of the development of
children’s radio programmes. To complement and expand
on the previous Croatian radio broadcasting periodisation
and other literature on radio broadcasting in Croatia, this
paper presents the results of researching the available ma-
terial on the first programmes for children. It then defines
and critically describes the stages in the development of
various radio programmes for children on Radio Zagreb
from its first year of operation until the 1950s, i.e., from
1926 to 1953, when the School Radio, a radio program par-
ticularly aimed at schools, is established.

204

KEYworbDs:

radio programmes for children, ra-
dio, Radio Zagreb, developmental
stages of radio broadcasting for
children (1925 — 1953).



THE THREE SCENARIOS FOR VOCATIONAL
EDUCATION AND TRAINING IN EUROPE

LiLiaNA RODRIGUES

University of Madeira, Campus da Penteada, 9000—Funchal,
Portugal
lilianarodrigues2@gmail.com

UDK: 377:37.091.214=111
Struéni rad

Primljen: 17. 2. 2025.
Prihvacen: 22. 10. 2025.

ABSTRACT

This article analyses the implicit social implications of vo-
cational curricula in the stigmatisation of students within
vocational education and training (VET) systems in Eu-
rope. It examines how the symbolic power of society and
educational agents influences the social perception of vo-
cational pathways and contributes to the reproduction of
inequality.

Grounded in a hermeneutic perspective, the study inter-
prets the representations and discourses surrounding VET
as social constructions shaped by values, beliefs, and in-
stitutional contexts. Based on documentary analysis, three
scenarios were developed using the scenario-planning
framework proposed by Snoek et al. (2004), structured
around CEDEFOP’s analytical axes: demographic change
and participation, technological transformation of work,
inclusion and equity, and the relationship between VET
and the labour market.

The findings highlight that vocational education in Europe
continues to mirror broader social hierarchies, functioning
simultaneously as a site of opportunity and exclusion. The
scenarios reveal how different policy and social trajecto-
ries may either reinforce or mitigate these dynamics.

By combining interpretative analysis and prospective re-
flection, the article contributes to a critical understanding
of VET as both a social and political construct, offering
insights for policy innovation and the promotion of a more
inclusive European educational space.
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INTRODUCTION

A European study published in 2020 by Cedefop shows the different scenarios
for vocational education and training (VET), better known in Portugal as pro-
fessional education and training, for the 21st century'. From the trends inferred
from a questionnaire administered to several Member States, the three areas of
immediate intervention become clear: a focus on the student learning process,
the improvement of curricular aspects, and the growth of this type of education
and training at higher levels. On the one hand, the same study states that it is very
difficult to find common points in VET across European Union countries, because
the design and implementation of VET curricular policies are quite divergent and
occur at different speeds. On the other hand, Cedefop managed to develop three
scenarios for this type of education, looking at VET over at least two decades.

In general, the study shows that many of the representations of VET do not
place this segment of education and training as the centre of reflection. Instead,
it is the external factors that directly communicate with this education that have
defined its identity and even its orientation from the point of view of curriculum
policy. For example, “qualification requirements and strategic recruitment com-
panies” (Cedefop, 2020: 199) should be defined by internal logics that inform
VET, and not by external entities. Curricular and educational policies must also
be internally designed and externally recognised in order to provide VET with a
legal curricular body and a recognised educational entity.

Theoretical analysis

The scenarios presented by the European Union were designed based on the de-
velopment of VET over the last two decades. We seek to understand the horizontal
position of this educational segment in the general education system and its rela-
tionship with elements of more vocational or more academic training, typical of
general courses. In the vertical dimension, what we want is to “distinguish between
the two major developments identified: strengthening of VET, leading to what we
called distinctive VET, and diversification of VET, leading to what we called plu-
ralistic VET” (ibid.), that is, we look for the particularities that have changed in this

' Cedefop (2020). Vocational education and training in Europe, 1995-2035: scenarios for European

vocational education and training in the 21st century. Cedefop reference series; No. 114. Luxembourg:
Publications Office of the European Union. Available at: http://data.europa.eu/doi/10.2801/794471
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type of education over the years. The distinction between the two dimensions is
merely artificial, since they are part of a single system that is increasingly marked
by diversification, in a “pluralist” logic. The truth is that this same educational sys-
tem has been blurring the line between vocational education and general education.

In seeking to understand the orientation of curricular policies regarding profes-
sional education, Cedefop carried out a deep analysis of the future of this educa-
tion and outlined three scenarios that could occur until 2035 (ibid.: 227). Like this,

If the educational system is marked by a blurring of general education and
vocational training, VET will become pluralistic. There will be sharing of
vocational and academic content between both educational and training di-

If VET diverges from general education and assumes itself as the main
system of meaning, it will become hegemonic, that is, it will dominate the

1.

mensions.
2.

educational system (ibid.: 201).
3.

If VET is marginalised, general education, such as a pathway to higher ed-
ucation, will dominate. In the case of secondary education, this has always
been assumed to be a high school matrix with the guarantee of the hegemo-
ny of the academic curriculum, which has always excluded everything that
was different, namely, technical and professional routes.
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Source: Cedefop.

Key dimensions informing scenarios Three basic scenarios and their position in the two-
dimensional model

Pluralistic education and training

Distinctive VET

Position of VET
Source: Cedefop.

ImMAGE 1. Main dimensions of VET scenarios

IMAGE 2. Three basic VET scenarios

Source: Adapted from Cedefop (2020). Vocational education and training in Europe, 1995-2035:
Scenarios for European vocational education and training in the 21st century.
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The three scenarios envisage:

“(a) pluralistic VET has lifelong learning at its heart; the distinctions be-
tween vocational and general education become increasingly obsolete;

(b) distinctive VET has occupational and professional competence at its
heart; VET clearly differs from general education and dominates the edu-
cation system, so we can speak of a ‘VET hegemony’;

(c) special-purpose or ‘marginalised” VET has job-oriented training at its
heart; specific forms of VET have survived in an education system which
is dominated by general and higher education.” (ibid.: 200)

METHODOLOGICAL FRAMEWORK: SCENARIO PLANNING
AND HERMENEUTIC INTERPRETATION

The scenarios developed in this study were constructed through a combina-
tion of documentary analysis and bibliographic review, underpinned by a sys-
temic and interpretative framework supported by the hermeneutic method. This
approach enabled a structured projection of the future of vocational education and
training (VET) up to the year 2035.

Hermeneutics, as the science of interpretation, assumes that all understanding
is mediated by the interpreter’s pre-understanding—a constellation of values,
beliefs, and motivations that shape the interpretative act. Meaning, therefore, is
not discovered but constructed through an iterative process of interpretation that
constantly oscillates between the parts and the whole, a process often described
as the hermeneutic spiral. Within this dynamic, the researcher acknowledges that
inquiry is inevitably influenced by subjectivity: interpretation is both rational and
affective, seeking to make sense not only of what is visible in the data but also of
what remains implicit or concealed.

In this sense, scenario planning (also referred to as scenario writing) functions
as both a prospective and participatory methodology and an interpretative exer-
cise, combining analytical rigour with creative projection. Originally systematised
by Snoek et al. (2004) in the European project Scenario Writing in Education, this
method supports critical reflection on the future of educational systems and teach-
ing and learning processes. It enables educators, researchers, and policymakers
to explore plausible alternative futures, address uncertainty, and design adaptive
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strategies for transformation.

The underlying epistemological premise of scenario planning is that the future
is neither fixed nor predictable but plural, contingent, and shaped by multiple
interacting forces. Rather than forecasting, the method aims to construct narrative
representations of potential futures, exposing the driving forces behind education-
al change and fostering strategic reflection in the present. The participatory nature
of the method engages stakeholders in collaborative processes that promote col-
lective learning, reinterpretation of existing paradigms, and the co-construction of
shared visions for the future of education.

Stages of the scenario planning process: the method unfolds in five interrelated
stages:

1. Identification of key fields of change through the analysis of social,
economic, technological, political, and cultural trends influencing edu-
cation.

2. Selection of the most significant trends, differentiating between stable, pre-
dictable drivers and highly uncertain forces of change.

3. Definition of critical uncertainties, represented as two axes forming a
two-dimensional matrix from which four alternative scenarios emerge.

4. Elaboration of detailed scenario narratives, which describe in consistent
and plausible terms how educational systems, institutions, teachers, and
learners might operate in each possible future.

5. Critical reflection and strategic orientation, focusing on identifying desira-
ble futures and defining actions capable of steering current practices toward
those preferred scenarios.

Construction of the Axes: Analytical Basis from CEDEFOP (2020): in this
research, the axes for scenario construction were derived from the analytical
framework established in CEDEFOP (2020), Vocational education and train-
ing in Europe, 1995-2035: Scenarios for European vocational education and
training in the 21st century. This report, published by the European Commis-
sion, identifies the principal drivers and uncertainties that will shape the evo-
lution of VET in Europe, providing a robust empirical foundation for scenario
development.

Based on this framework, four structural axes were identified as central to envi-
sioning the possible futures of education and training:
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1. Demographic Change and Participation — This axis addresses demograph-
ic shifts, including population ageing and declining youth cohorts, exam-
ining their effects on the attractiveness and accessibility of VET. It also
considers strategies for engaging new learner groups, such as adults under-
going career transitions and migrants, emphasising the need to ensure the
long-term sustainability and social relevance of vocational education.

2. Technological Innovation and Transformation of Work — This dimension
explores the influence of digitalisation, automation, and the green transition
on skills development, labour market structures, and pedagogical practices.
It allows the projection of divergent futures, from accelerated technological
integration to scenarios marked by institutional inertia or unequal access to
technological innovation.

3. Inclusion, Flexibility, and Equity — This axis focuses on the responsiveness
of educational systems to diverse learner needs, emphasising flexibility, ac-
cessibility, and social justice. It contrasts potential futures characterised by
inclusive, learner-centred models with those that perpetuate exclusion or
reinforce social inequalities.

4. Relationship between VET and the Labour Market — This axis examines
the degree of alignment between education and labour market demands, the
level of employer involvement in training processes, and the credibility of
qualifications. It highlights the tension between centralised regulation and
local autonomy as a determinant of systemic adaptability and relevance.

By combining hermeneutic interpretation with scenario planning, this study
adopts a reflexive and systemic approach to the understanding of educational fu-
tures. The hermeneutic perspective situates the scenario-building process within a
broader interpretive context, acknowledging that the act of projecting futures is itself
an interpretative construction rooted in present meanings and institutional realities.

Thus, the integration of CEDEFOP’s analytical axes with the scenario planning
methodology enables a scientifically grounded and contextually relevant foresight
exercise, capable of translating complex trends and uncertainties into coherent, ev-
idence-based narratives. This approach not only enhances the strategic capacity of
educational institutions but also contributes to informed policymaking and the pro-
motion of innovation in vocational education and training. In doing so, it positions
scenario planning as a scientifically robust and reflexive tool for rethinking edu-
cation in an era of accelerated social, technological, and economic transformation.
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SCENARIOS FOR VET 2035

In scenario 1, we will have a plural VET whose basis is lifelong learning. Ac-
cording to the Cedefop study cited above, this will imply redefining the place that
this segment of training and education occupies in the educational system. The
following transformations are indicated: VET will no longer be seen as a “training
subsystem, it will seek to combine professional skills [with general skills through]
different forms of learning” (ibid.: 201).

In fact, as early as 1986, the acquisition of generalizable and transferable skills
for the world of work, in its various applications, was advocated by bodies such as
the OECD, the Council of Europe, UNESCO, the EU, the European Commission,
the World Bank and the ILO (Azevedo, 2002: 220). It was these entities, always
external, that announced at that time the new training requirements and the iden-
tity of VET.

The appreciation of general training took place in 1989, when the OECD sug-
gested that vocational education should have a greater theoretical training com-
ponent and that academic education should integrate vocational components into
its curricula (ibid.: 221)— “The focus will be on overall skills and competence
developments, not on VET as a separate sector.” (Cedefop, 2020: 201)

Transversal and strategic skills will contribute to better adaptation and personal,
academic and professional success of students. They will also serve the develop-
ment and validation of personal, emotional and cognitive skills and the training of
enlightened citizenship and social responsibility. Transversal skills are necessary
for good professional performance, regardless of initial or basic training. They are
complementary to scientific training, necessary for the exercise of any profession.
In this scenario, which is based on a perspective of VET as lifelong learning, the
continuity of basic training is expected, which is evident in the existence of inter-
mediate courses in higher education.

The well-known Higher Professional Technical Courses (CTeSP), regulated
under the amendment of Decree-Law No. 63/2016, of 13 September, clearly es-
tablish this continuous relationship between secondary education and higher edu-
cation. In the preamble of this regulation, regarding this connection, we can read
that “the conditions will be created for them to fully play the role of short cycles
of higher education associated with the first cycles (degrees).”

Scenario 2 is characterised by defining professional and occupational skills as
priorities of the VET curricular policy, which is also ideological, that is, it is based
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on the idea that the entire curricular design and its guiding political philosophy
must be centred on training for the profession. This is where VET is linked as
a subsystem, in a bipartite education logic. It is also here that educational ste-
reotypes are assumed, that is, a distinction is made between “good” and “bad”
students, according to the type of educational pathways followed, including, and
according to the social origin of the young people.

The social division of knowledge will correspond to the social differentiation
of work. This is the ideological strength of the curriculum: it provides a way of
living and a vision of the world. In this world, knowledge is not certified, but
class positions are determined within a logic of fatalism and social destiny. It is,
at worst, the exercise of the formally accepted curriculum and serves social repro-
duction in the school environment.

The school model can appear in the form of two sub-models: “a bipar-
tite sub-model and a comprehensive sub-model” (Azevedo, 2000: 31), in
which, in the first, the different teaching paths (general, technical and pro-
fessional education) are organized in their own schools, therefore they are
sufficiently equidistant, from a social point of view, to the individual skills
of the students, in order to mark what is done and who attends each of them.
This sub-model is the most common in Europe. In the second, compre-
hensive sub-model, the different courses are hosted in the same space and
the richness of curricular and, consequently, cultural and social diversity
is concentrated in a single school. What is intended in this sub-model is
to eliminate separatism in secondary education” (Rodrigues, 2012: 1617
citing Goodson, 2001: 226).

What will define VET, in this framework, will be learning in a work context and
this will be its first foundation and its ultimate justification. In this sense, parity
with general education will be at stake, which had already been highlighted in the
’90s:

“in 1993, the Human Resources Outlook for the 1990s (Azevedo, 2002:
227), regarding the relationship between professional training and educa-
tion, suggested that students on technical and professional courses be made
aware of the possibility of pursuing studies at higher education and the
importance of continuity between initial and adult training. It also advised
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greater parity between technical-professional courses and academic cours-
es and that the qualifications acquired were promoted through the possibil-
ity of continuing studies” (Rodrigues, 2012: 17).

In this scenario, VET “will be organised around the requirements and identities
of clearly defined and/or professions” (Cedefop, 2020: 203) and,the report contin-
ues, there will be a natural destination which will be the job market. Here too, the
“balanced commitment” (ibid.) will be carried out between the State, employers
and unions. The target audience will be young people and not people of all ages,
as in scenario 1. Work, learning through practice, and active methods are VET
regulatory concepts in a scenario in which social partners perform policy func-
tions of governance and curriculum definition (ibid.).

At the level of European policies, “policy may support the distinct model by
promoting cross-border cooperation and agreements on occupations and sectors,
for example, defining common standards™ (ibid.). Therefore, this scenario runs
the risk of being overtaken by “rapidly changing technologies”, which alters the
supposed “stability of occupations” (ibid.).

The last scenario, scenario 3, is based on training for work and employabili-
ty, and not so much on the dynamics of training for general and transferable skills
(scenario 1) and/or occupational and/or professional skills (scenario 2). In other
words, this scenario meets the needs of the labour market and workers.

Essentially aimed at adults, marked by a dual education system logic, that is,
brief and short-term courses, professional training, in this scenario, is carried out
within a framework of knowledge updating, that is, within a logic of continuous
training in a work context. However, “[...] it remains to be proven that the capac-
ity of technical education and professional training to create employment depends
on the quality of the mechanical relationship that is established between the ex-
pansion of its supply and its employability” (Azevedo, 2002: 132).

This vision of training for work and employability has a more conservative
basis in relation to other scenarios and clearly identifies the place that VET oc-
cupies in educational systems: it is aimed at workers, and the curriculum policy
has at its heart the concerns of employability. Thus, as an objective and political
support, the curricular dimension of VET seeks to respond to “groups at risk. [...]
Employability in the broader sense, empowering people to develop in a lifelong
learning perspective, is taken over by general education at all levels” (Cedefop,
2020: 204). As the job market is volatile, training, in this scenario, will be of short
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duration and professional skills will be adjusted to the jobs available. Transver-
sal skills will be left to the responsibility of teaching in the general high school
tradition, and the focus is on the development of specific skills for employability.

The following image, prepared by Cedefop, illustrates well the differences be-
tween the three scenarios for vocational education and training in Europe.

Table 8. Overview of key features of the three basic scenarios
[ [ PluclisioVET | Disincine VET__| Specilpurpose VT |
How is VET VET is understood as VET is understood as VET is understood as
understood? vocationally and labour- | being focused on entry | employability in a narrow
market-oriented learning | into occupations and sense, ability to respond
at all levels and in all professions, enabling to groups at risk.
institutional settings. specialisation, but also
open to renewal and
innovation.
What is VET focuses on overall VET is a separate VET is increasingly
VET’s position  skills and competence | education and training | linked to continuing and
in the wider development, not on VET | subsystem with clearly further training in the
education as a separate sector. defined providers and labour market.
and training institutions. Learning
system? at workplaces is a key
feature.
What is VET is anchored in VET is organised VET focuses on short
VET’s key broader qualification around clearly defined and medium-term
organising profiles with a weaker | occupations/professions skills needs.
principle? link to specific ensuring close links to
occupations and jobs. the labour market.
Who is it for? Learners of all ages. Young people in IVET. Adults in need of
re- or upskilling.
What type Flexible pathways; Work-based learning Shorter training
of pathways? possibility to transfer stands out as the courses, increasingly
broader skills sets ‘gold standard’ across offered through open
across different occupational areas and | educational resources.
types of education at all levels including
and training. EQF 8.
What type Individually tailored Work- and practice- Short training
of provision? learning solutions, based learning is given courses mainly in
project- and problem- a priority. classrooms and
focused learning. workshops, with some
on-the-job-training.
Source: Cedefop.

Imace 3. Key elements of the three basic scenarios

Source: Adapted from Cedefop (2020). Vocational education and training in Europe, 1995-2035:

Scenarios for European vocational education and training in the 21st century.
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THE CASE OF PORTUGAL

In the case of Portugal, between 1995 and 2015, great efforts were made to
improve this training and education route. Since the 1990s, the country has made
extensive efforts to combat youth unemployment. Youth unemployment, in 2015,
was 30%, and this forced the State to take decisions to improve the provision of
social inclusion for young people and, for this reason, it clearly invested in profes-
sional qualification, including through CTeSP. In other words, Portugal sought, in
some way, to initiate a political path of pluralistic VET (scenario 1), which served
all ages, based on general and transversal skills, and with a political framework
oriented towards lifelong learning.

Aligned with macro-curricular policies, that is, EU educational guidelines, Por-
tugal understood that, after the 2008 crisis, VET qualification had to be aimed not
only at younger people, but also at older adults, who were already in the labour
market. It also understood that a greater balance was needed between professional
skills and transversal skills, typical of a general education that needs to find its
vocational skills—“No general training can dispense with preparation for a pro-
fessional skill, no professional training can dispense with consolidation of basic
skills provided by general education” (Azevedo, 2000: 224)”.

The defence of diverse curricular offerings in Portuguese schools meant that
young people were called upon to build their own educational path, which meant
“strengthening individuality and optionality” (idem, 1998: 87). Knowledge was
thus realised as options in a model that refused to allow certain subjects to belong
solely to this or that educational subsystem. This means and indicates, nowadays,
that knowledge is not closed, nor stagnant in a certain type of school or curric-
ulum.

“In fact, what seems to me to be at stake is the need to invent a new cur-
riculum that allows young people (...) personal and social development
appropriate to their personal potential and expectations, preparation for the
exercise of responsible citizenship and active citizenship, in a context in
which the economy and companies have changed a lot, professions have
evolved a lot and professional careers have become unpredictable butterfly
flights” (idem, 1996: 88).
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THE IMPACT OF VET SCENARIOS IN EUROPE

VET cannot, nor should it, have job training as its sole concern, but it should
not be distanced from it. It seems to me that we should look at learning as ori-
ented towards the development of general and professional, transferable skills,
as “(...) the mercantile spirit also presents drawbacks. Human perspectives are
limited, and when all a person’s attention is focused on one seventeenth of a pin
or one eightieth of a button, he becomes stupid. Education is neglected” (Smith,
A., 2006, p. 28).

Scenario 2 is clearly organised according to educational principles of training
strongly focused on the profession. In this sense, its purpose is occupational. We
return, in some way, to a past that recalls the technical training objectives of the
conservative and dictatorial regime that governed Portugal until 25 April, 1974,
and which aimed to have a specialised technical body capable of carrying out the
country’s industrialisation process. The problem, from an ideological point of
view, is no less serious. Soon after, in a past that we can place in the 1980s, the
defence of technical-professional education was based on a non-general formal
education that sought to serve the interests of the State, both at an economic level
and in terms of its technological development. Thus, this type of education was
organised according to production, in the “Taylorist-Fordist *way of the capi-
talist production system” (Azevedo, 2000: 189), which required individualised
technical staff, ready to make their contribution to the progress of a poor and
economically constrained country, in a scrupulously hierarchical social division
of labour.

Especially because “mass teaching, (...) inspired by Taylor’s scientific man-
agement model (...), came to respond to the type of man that the new production
model needed: the general idea of bringing together multitudes of students (sub-
ject-prima) destined to be processed by teachers (workers) in a central school
(factory) was a demonstration of industrial genius” (Sousa, 2004: 166). It was the
need for labour duly regulated by the State in the face of an ideology of human
capital (Azevedo, 2000: 66).

o

Characteristics of Fordism: “protected national markets; mass production of standardized products/
low qualifications, high wages; bureaucratic hierarchical organizations; standardized mass (male) em-
ployment; divisions between managers and workers; low-trust relationships; collective contracting;
low level of in-service training for the majority of workers” (Azevedo, 2000: 109).
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“In this order of ideas, the economy comes first and only then comes poli-
tics, at its service. Firstly, money and the conservation of existing material
wealth, then whatever remains. Nothing, most of the time. The ethics of
companies or entrepreneurs, the morality of industrialists or owners, the
axiomatics of producers or capitalists, the virtues of economists or bankers,
this is a litany of oxymorons. (...) It is also necessary to define the economy
as a cannibal alchemy (...) which, starting from the time of slaves, builds
the money of the masters” (Onfray, 1999: 8).

It was in the 1980s that a review of human capital theory took place, and edu-
cation and training became a priority, including for companies (scenario 3). How-
ever, the human being continues to be a workforce in an unequal and deeply
competitive capitalist world. It was no coincidence that, in the space of one year
(between 2008 and 2009), VET increased from “31% to 38%” (Cedefop, 2020:
105). Several training and education programmes for young people and adults
relaunched VET in public schools, and there was a great effort by Portugal to
qualify its population. From the EFA, CEF, CET courses, level 3 and 4 courses (in
the case of secondary education) and CTeES (in higher education), our country
has demonstrated a deep political concern regarding the qualification of young
people who do not find motivation in secondary school and unskilled adults who,
for various reasons, did not complete their training and who needed to update and
develop their general and/or specific and professional skills.

The new skills now required, in a Europe in which “Henry Ford provided the
password to collective amnesia” (Steiner, 2006: 35), are the fruit of the social
pact between various national and international bodies recommending the devel-
opment of the profile of the New Man that, faced with the agony of culture (Ra-
monet, I., 1999, p. 191), makes us think about Europe (Morin, 1990: 171). This
is because “being European means trying to negotiate, morally, intellectually and
existentially, the rival ideals, affirmations, praxis of the city of Socrates and the
city of Isaiah” (Steiner, 2006: 36).

Being European can never be reduced to a set of characteristics required by
the economic system. In fact, this is what has always distinguished us from other
worlds:

“Simple European cafes and streets are the greatest demonstration of Euro-
pean cultural and intellectual genius. Cities such as Paris, Milan, Florence,
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Frankfurt, Weimar, Prague or St Petersburg are living chronicles. Read-
ing the respective toponymics is leafing through a present past. (...) Place
Saint-Germain became Place Sartre-Beauvoir. Frankfurt has just named a
square Adornoplatz (...). American avenues, sidewalks and streets are sim-
ply numbered [...]” (ibid., p.33).

In Europe, vocational education fell under the purview of the school in the 18th
and 19th centuries. It was urgent to train technical staff in an environment of de-
velopment and industrialisation fuelled by the seduction of capitalism. This pro-
fessional training, in the 19th century, had the mission of increasing “industrial
productivity” and was transformed into an educational offer for workers’ children.
The industry/public school relationship was thus linked to the economy and its
development in European states:

“We all know that the generalisation of schools as a public institution
occurred due to the imperatives of the Industrial Revolution and as a re-
sponse to the demands of new social working conditions. (...) It thus
became necessary to “store”, that is, “box” this non-active segment of
the population in order to conform it to the new industrial order” (Sousa,
2004: 166).

This is how, during the 20th century, other types of teaching and training were
developed alongside traditional high schools. Technical and professional instruc-
tion took place simultaneously with the exercise of the profession, and from there,
schools were born, which aimed to develop technical and professional skills with-
in a structure of technological, commercial and industrial development. The big
difference, compared to today, is that it is no longer enough to understand this
type of learning as a social destination where knowledge and class positions will
be certified (Goodson, 1999).

The distinction between technical education (vocational education) and pro-
fessional training (vocational training) was fundamental, even if it was achieved
slowly, in the political and social representations of VET.
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VOCATIONAL EDUCATION AND VOCATIONAL TRAINING

Technical education, in addition to being generally post-compulsory, is aimed
at technical professions and its curricular structure is highly specialised, with a
pronounced theoretical and scientific training. That is why higher education is
one of the possible solutions. But, admittedly, the spirit of professional training is
characterised by its practical aspect and its fundamental objective is preparation
for professional life. For occupational purposes (scenario 2), VET focused, essen-
tially, and until recently, on the transition from school to the world of work—"(...)
vocational education (...) sustains its social validity by developing autonomously
and firmly separated from general education” (Azevedo, 2000: 39).

Although both training systems, vocational education and vocational training,
throughout Europe, are professional, they are not confused, because they have
behind a curricular structure whose matrix, in one case, is school (scenarios 1 and
2) and, in another, work (scenario 3). In the latter case, in the employment matrix,
the contribution of employers is fundamental and makes this learning a terminal
training (Azevedo, 2000). The first, vocational education, is guided by continuity
of training.

The school model guides professional education and, consequently, has a close
relationship with the more general and traditional provisions of academic educa-
tion. As a formal curricular model, technical and professional education involves
study plans, assessment methodologies and certifications that differ from tradi-
tional professional training for workers. Professional training is non-formal. This
is the aforementioned differentiation between vocational education and vocation-
al training. But both are characterised by the “intention of immediate integration
into the job market” (ibid.).

FINAL CONSIDERATIONS

The three types of education (general, technical and professional) correspond to
an implicit social stratification, since in it we find relatively well-defined social
functions and social recognition. In a hierarchy of prestige, the three types of edu-
cation are guaranteed, also indirectly, certain social considerations, salaries, types
of schools, teachers or trainers and, probably, the most important guarantee in the
eyes of those who choose one of these types of learning, social selection. Despite
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the various reforms implemented, general secondary schools continued to offer
their graduates the best opportunities to pursue university studies. At the same
time, the vocational track remained marked by negative selection, and vocational
schools were often regarded as educational dead ends.

We are in a position, especially in Portugal, to move towards the full realisa-
tion of the pluralistic VET model (scenario 1). We need motivated teachers who
are integrated into the responsibility of curricular and pedagogical design. I also
think that we have already moved beyond the conception that useful knowledge
is seen as common sense because the academic tradition gives preference to the
head over the hands. There is no neutrality possible here, in this position. The
social division of knowledge and the social division of labour are clear. Thus,
the curriculum, whether general or vocational, in either scenario, is the site of
social struggles that contribute to the unequal distribution of wealth and power.
This reflects the persistent structural imbalances that shape contemporary socie-
ties. These inequalities are not merely economic but also cultural and symbolic,
influencing access to education, employment, and social mobility. The school, its
partners and agents, despite their attempts to disguise class domination, accept
this social division as something obvious. This is the ideological strength of the
curriculum. This is where the curriculum becomes an explicit instrument of pow-
er. Students, we insist, are not only certified about their knowledge, but also about
their class positions.

Education, often presented as a neutral and emancipatory space, is in fact a
field of symbolic and political struggle in which power relations are produced and
legitimised. The curriculum, far from being merely a set of contents and pedagog-
ical objectives, is a social construction that reflects the hierarchies and dominant
interests within a given society. This text offers a critical reading of the curric-
ulum as an instrument of social reproduction, analysing how school knowledge,
technological innovation, and pedagogical relations contribute to the naturalisa-
tion of class inequalities

Some students are evaluated and recognised for their objective knowledge;
many others, however, are certified according to their social and cultural position.
The educational system functions as a mechanism of symbolic violence, through
which the values, linguistic styles, and dispositions of the dominant classes are
transformed into universal criteria of merit and competence. In this sense, the
curriculum transcends the pedagogical domain and assumes a political function: it
legitimises social hierarchy by converting cultural privilege into individual merit.
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The symbols and rituals of schooling — from assessment methods to pedagogical
language — create an appearance of neutrality that conceals the power relations
structuring the educational field. Thus, rather than correcting inequalities, the
school tends to reproduce them under the guise of fairness. What is presented as
curricular impartiality is, in reality, a codification of the norms and values of the
dominant culture.

The social division of labour and the social division of knowledge are two sides
of the same power structure. Both reflect and reinforce class hierarchies by deter-
mining who has access to certain forms of knowledge and who remains excluded
from spaces of symbolic production. The traditional academic curriculum, cen-
tred on rationalisation and abstraction, has historically marginalised other forms
of knowledge — empirical, manual, affective, and communal — thereby perpetu-
ating an epistemological hierarchy that legitimises only dominant cultural forms.
The democratisation of education, therefore, is more apparent than real. The idea
that school promotes social mobility is challenged by the persistent unequal dis-
tribution of knowledge and recognition.

The curriculum, as a symbolic device, plays a central role in this process, func-
tioning as a privileged instrument for maintaining cultural hegemony. A critical
analysis of the curriculum reveals that school knowledge is not neutral: it is a
socially constructed form of power. Pedagogical practices, scientific discourses,
and educational technologies converge to reinforce the symbolic structures that
sustain class inequalities.

221



L. RopriGues: The Three Scenarios for Vocational Education and Training in... 21 (1) 2026.

REFERENCES

APPLE, M. W. (2004). Ideology and curriculum. Routledge.

AZEVEDO, J. (1998). Voos de borboleta. ASA.

AZEVEDO, J. (2000). O ensino secundario na Europa. ASA.

AZEVEDO, J. (2001). Avenidas de liberdade: Reflexdes sobre politica educativa.
ASA.

AZEVEDO, J. (2002). O fim de um ciclo? A educag¢do em Portugal no inicio do
século XXI. ASA.

AZEVEDO, J. (2003). Cartas aos diretores de escola. ASA.

BERNSTEIN, B. (1996). Pedagogy, symbolic control and identity. Taylor &
Francis.

Bourbiteu, P. (1984). Distinction: A social critique of the judgement of taste. Har-
vard University Press.

Bourpiey, P., & PasseroN, J.-C. (1970). La reproduction: Eléments pour une
théorie du systéme d’enseignement. Editions de Minuit.

CEepErop. (2020). Vocational education and training in Europe, 1995-2035: Sce-
narios for European vocational education and training in the 21st century (Ce-
defop Reference Series No. 114). Publications Office of the European Union.
https://data.europa.eu/doi/10.2801/794471

FRrEIRE, P. (1970). Pedagogia do oprimido. Paz e Terra.

FRrEIRE, P. (1975). Educagdo e mudanga. Paz e Terra.

Goobpson, 1. F. (1997). The social construction of the curriculum. Educa.

Goobpson, 1. F. (1999). Curriculum: Theory and history. Vozes.

Goobson, L. F. (2001). O curriculo em mudanca: Estudos sobre a construgdo
social do curriculo. Porto Editora.

Mor, E. (1990). Penser I’Europe. Gallimard.

ONFRrAY, M. (1999). 4 politica do rebelde: Tratado de resisténcia e insubmissdo.
Instituto Piaget.

RaMONET, 1. (1999). Géopolitique du chaos. Gallimard.

RobriGuUEs, L. (2012). Educagdo profissional: O estigma das mdos mais do que
das cabegas. Pedago.

SmiTH, A. (2006). 4 riqueza das nag¢ées (Vol. 1, 5.% ed.). Fundagdo Calouste Gul-
benkian.

SmitH, A. (2006). 4 riqueza das nagoes (Vol. 11, 4.% ed.). Fundagdo Calouste Gul-
benkian.

222


https://data.europa.eu/doi/10.2801/794471

21 (1) 2026. L. RopriGues: The Three Scenarios for Vocational Education and Training in ...

SNoEK, M., et al. (2003). Scenario planning and teacher education. European
Journal of Teacher Education, ATEE. Carfax Publishing.

Sousa, J. M. (2004). Educag¢do: Textos de intervengdo. O Liberal.

STEINER, G. (2006). 4 ideia de Europa. Gradi

223



L. RopriGues: The Three Scenarios for Vocational Education and Training in... 21 (1) 2026.

TRI SCENARIJA ZA STRUKOVNO OBRAZOVANJE 1 OSPOSOBLJAVANJE U EUROPI

SAZETAK

Ovaj rad analizira implicitne drustvene implikacije stru-
kovnih kurikula u stigmatizaciji ucenika unutar sustava
strukovnog obrazovanja i osposobljavanja (SOO) u Euro-
pi. Istrazuje se kako simbolicka mo¢ drustva i obrazovnih
aktera oblikuje drustvenu percepciju strukovnih obrazov-
nih putova te pridonosi reprodukciji nejednakosti.
Polaze¢i od hermeneuticke perspektive, istrazivanje tuma-
¢i predodzbe i diskurse 0 SOO-u kao drustvene konstrukte
oblikovane vrijednostima, uvjerenjima i institucionalnim
kontekstima. Na temelju analize dokumenata razvijena su
tri scenarija primjenom metodoloskog okvira planiranja
scenarija koji su predlozili Snoek i sur. (2004.), strukturi-
rana prema analitickim osima CEDEFOP-a: demografske
promjene i sudjelovanje, tehnoloska transformacija rada,
ukljucivost i pravednost te odnos izmedu SOO-a i trziSta
rada.

Rezultati pokazuju da strukovno obrazovanje u Europi i
dalje odrazava Sire drustvene hijerarhije, djelujuéi istodob-
no kao prostor prilika i isklju¢enosti. Razvijeni scenariji
upucuju na to kako razli¢iti razvojni smjerovi obrazovnih
politika i drustvenih procesa mogu ili dodatno u¢vrstiti ili
ublaziti navedene obrasce.

Povezujuéi interpretativnu analizu i prospektivno promi-
$ljanje, rad pridonosi kritickom razumijevanju SOO-a kao
drustvenoga i politi¢koga konstrukta te nudi smjernice za
inoviranje obrazovnih politika i promicanje uklju¢ivijega
europskog obrazovnog prostora.
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SAZETAK KLJUCNE RUECT:

S obzirom na to da ucenici stranih jezika uce jezike da bi
im bili od koristi u zivotu, u nastavi je potrebno usredoto-
¢iti se na prakti¢ne vjestine koristenja jezika. Cilj je rada
predstaviti prakti¢ne i interaktivne aktivnosti kao djelotvo-
ran nacin ucenja stranog jezika koje mogu znatno unapri-
jediti jezi¢ne vjestine. Prvim se dijelom rada nastoji pruziti
uvid u interaktivno ucenje i poucavanje i istaknuti razli¢ite
prednosti takvog pristupa poput kreativnosti i motivacije,
sociokulturnog konteksta i kontekstualizacije stranog jezi-
ka. U drugom su dijelu rada opisane kulinarske radionice
kao primjer interaktivnog ucenja u nastavi stranog jezika,
¢ime se nastoji pokazati kako ovakva vrsta nastavnog rada
moze biti organizirana u specifi¢nim okolnostima i kakvi
se rezultati mogu postic¢i. Prednosti su visestruke s obzi-
rom na to da su obuhvacena sljedec¢a podrucja: kognitivno
(znanje, spoznaja), afektivno (stavovi, interesi, motivacija)
i psihomotoricko (tjelesne aktivnosti i vjestine). Osim stje-
canja slu$nih i govorno-jezi¢nih vjestina, rezultat je inte-
rakcije i suradni¢kog ucenja takoder razvoj medukulturne i
socijalne kompetencije.

*

interaktivno ucenje, komunikacijska
kompetencija, medukulturna kom-
petencija, socijalna kompetencija,
vjestine slusanja
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UvoOD

Vjestine potrebne za 21. stoljece jesu kreativnost, kriticko misljenje, rjeSavanje
problema, suradnja, prilagodljivost, komunikativnost, informati¢ka pismenost,
preuzimanje inicijative, odgovornost. Zato bi zadatak nastave prije svega trebao
biti da stvori uvjete kako bi se ucenik afirmirao kao aktivni sudionik nastavnog
procesa u kojem ¢e ostvariti sve svoje potencijale.

Zajednicki europski referentni okvir za jezike (dalje u tekstu ZEROJ)' isti¢e
kako je metodoloski cilj ovladavanja inim jezikom osposobljavanje u¢enika u ko-
munikaciji u realnim svakodnevnim situacijama te kako bi mogao obaviti razlicite
zadatke (CEFR — Companion Volume, 2020).

Suvremene nastavne strategije usmjerene su na prilagodbu obrazovanja brzim
drustvenim promjenama, rastuéem znanju i novim potrebama ucenika. Od uceni-
ka se danas ocekuje stalno ucenje, kreativnost i istrazivacki duh, uz sposobnost
samostalnog otkrivanja vlastitih interesa i talenata. Kako bi to bilo moguce, po-
trebno je stvoriti poticajno i izazovno okruzenje (Knezevi¢ i Kovacevic, 2011).

Interaktivno ucenje igra klju¢nu ulogu jer aktivno ukljucuje ucenike i potice
njihov razvoj na kognitivnoj, ali i na socijalnoj, emocionalnoj i voljnoj razini.
Ucitelji stoga imaju vaznu zadadu — usmyjeriti nastavu ne samo na stjecanje znanja
1 vjeStina nego i1 na razvoj osobnosti, samopouzdanja i socijalnih kompetencija.
Socijalne vjestine ucenici razvijaju kroz medusobne kontakte, a obrazovne insti-
tucije trebale bi poticati takva iskustva kroz strukturirane susrete i suradnicke ak-
tivnosti. Planirane ucionicke i izvanucionicke situacije omogucéuju ucenicima da
razvijaju vjestine vazne za buduci Zivot u dru§tvu — da razumiju druge, suraduju,
preuzimaju odgovornost i razvijaju osjecaj pripadnosti (Ibid.).

Ucenici percipiraju slozenu drustvenu stvarnost kroz vlastita i tuda iskustva —
uce prepoznati perspektivu drugih, dogovarati zajednicke aktivnosti, odrzavati
obecanja i1 preuzimati odgovornost. Situacije u¢enja mogu se pazljivo osmisli-
ti 1 organizirati kako bi potaknule ucenike na razvijanje meduljudskih odnosa,
povecale njihovu motivaciju te unaprijedile razumijevanje zadataka, problema i
projekata koji zahtijevaju suradnju. Takav pristup omogucéuje ucenicima da osje-
te ispunjenje i1 zadovoljstvo jer su aktivno pridonijeli zajedni¢kim aktivnostima

(Ibid.).

' Engl. Common European Framework of Reference for Languages — dalje u tekstu CEFR.
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INTERAKTIVNO UCENJE I POUCAVANJE

Zadnje smjernice Vijeca Europe u poucavanju i ovladavanju stranim jezici-
ma isti¢u interakciju kao kljuénu u uéenju. Interakcija predstavlja ,,dvije ili vise
strana koje zajedno konstruiraju diskurs® (CEFR — Companion Volume, 2020:
70). Smatra se temeljem jezika jer obuhvaca meduljudske, suradnic¢ke i praktic-
ne funkcije. Izradena ljestvica (Slika 1) pokazuje da u interaktivnim aktivnosti-

[ Interakcija ]

[ Interakcijske aktivnosti ] [ Interakcijske strategije ]

T

Online
interakcija
T I

] [ Preuzimanje rijeéi]
Sveukupna pisana ] [ Online razgovor i ] [

tijekom razgovora
I

Usmena interakcija [Pisana interakcija ] [

Sveukupna usmena
interakcija
T

Suradnja ]
T

interakcija rasprava

Online transakcije i

[ Dopisivanje ] [ suradnja usmjeréna

Razumijevanje
sugovornika
I

Trazenje
préma cilju pojasnjenja

Razgovor

obrasci

— M/ M/ M
- ) _J _J

Biljeske, poruke i J

Neformalna rasprava

Formalna rasprava

Suradnja usmjerena
prema cilju

Dobivanje dobara i
usluga

Razmjena informacija

Vodenje intervjua i
odgovaranje na pitanja

~
9

telekomunikacija

Suika 1. Interakcijske aktivnosti i strategije (autorski prijevod prema: CEFR — Companion Volume 2020: 71)
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ma prevladavaju usmena i pisana interakcija, te ona online. Bitno je naglasiti 1
interakcijske strategije poput preuzimanja rijeci tijekom razgovora, suradnje te
traZzenja dodatnog pojasnjenja koje su jednako vazne u obrazovnom kontekstu i u
svakodnevnoj komunikaciji (Ibid.).

Medutim, interaktivno se ucenje ne moze promatrati samo kao ucenje u obra-
zovnoj ustanovi, niti samo kao interakcija, ili jednostavan skup ucenja i interakci-
je, ve¢ kao ,,metoda organiziranja uc¢enja s drugima, ali ucenje se shvaca kao pro-
ces koji je usmjeren na razvoj mlade osobe (Krneta, 2006: 57, prema Knezevi¢
i Kovacevi¢, 2011).

Ovakav nacin ucenja stavlja ucenike u polozaj da rade vlastitim tempom (koli-
ko im je potrebno, u vrijeme kada njima odgovara, mogu birati svoje suradnike,
imaju priliku usvojiti nastavni plan i program na razini koja im najvise odgovara)
te da osjete zadovoljstvo kao rezultat. Nadalje, interaktivno ucenje omogucuje
snaznu podrsku i suradnju uenika s nastavnicima i drugim ucenicima u procesu
stjecanja novih znanja (KneZevi¢ i Kovacevi¢, 2011).

Interaktivno je uéenje ,,proces koji rezultira relativno trajnim promjenama u
razmiSljanju, emocijama i ponaSanju koje proizlaze iz iskustva, tradicije i prakse
postignute u socijalnoj interakciji* (Suzi¢, 2005a: 130, prema KneZevi¢ i Kova-
cevic, 2011).

Budu¢i da je glavni cilj uCenja stranog jezika komunikacija na tom jeziku, po-
trebno je staviti u srediSte pozornosti prakti¢ne vjestine koriStenja jezika. Na-
stavnik treba biti upoznat s time postoje li neke zapreke u poucavanju i koje su.
Primjerice, vrijeme (koliko sati i dana tjedno ucenici imaju na raspolaganju), broj
ucenika te prostorni uvjeti (Celce-Murcia, 1991).

Poucavanje stranih jezika u neformalnim okruZenjima te pomoc¢u neformalnih
metoda zahtijeva odmak od tradicionalnog nacina poucavanja u ucionici. Nastav-
nik koji poucava u neformalnim okruZenjima ima posebne uloge i odgovornosti.
Njegova je primarna uloga biti mentor, odnosno pomagac pri ucenju (Knezevic i
Kovacevi¢, 2011).

Nastavnik utjece na ostvarivanje uspjesne komunikacije kao motivator i usmje-
ravatelj. U suvremenoj nastavi stranog jezika nastoji se smanjiti asimetri¢nost
medu sudionicima u komunikaciji jer u prirodnom okruzenju medu sugovornici-
ma nema takvoga asimetricnog odnosa. Izjednacavanje sudionika u nastavi stra-
nih jezika moze se posti¢i postupcima kojima se pojedincu daje ,,vaznost* time
$to mu se dopusta da izrazi svoje misljenje, svoj stav, svoju kreativnost. Ucenik
treba prije svega postati aktivni sugovornik. Uloga je nastavnika da potice takvu
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aktivnost jer se jedino na takav na¢in moze posti¢i opustena atmosfera u kojoj je
moguca prirodna komunikacija (Sobo, Eterov¢, Rujevcan, 2012).

Komunikacijska kompetencija i vjestina sluSanja

Komunikacijska kompetencija uvedena je 70-ih godina 20. stoljeca kao klju¢an
koncept u uéenju stranih jezika, naglasavajuci prakti¢nu upotrebu jezika i spo-
sobnost u¢inkovite komunikacije. PrijaSnje metode zanemarivale su tu dimenziju,
usprkos stvarnoj potrebi za komunikacijom u govoru i pismu. Iako je isprva iza-
zvala otpor, komunikacijska kompetencija postupno je prihvacena kao ucinkovit
pristup i danas je temelj suvremene nastave jezika u globalnim obrazovnim okru-
zenjima. Shvatilo se, naime, da dvojezic¢ni govornik ne mora biti jednako kompe-
tentan u obama jezicima. Stavljanje dvojezi¢noga, a ne jednojezi¢nog govornika
u zariSte zbivanja dovelo je do promjene pristupa u poucavanju stranih jezika
usmjeravanjem na njegove stvarne potrebe (Bagari¢ Medve, 2012).

Jos pocetkom 60-ih godina Noam Chomsky kritizirao je bihevioristicki pristup
jeziku, tvrde¢i da je jezi¢na kompetencija kreativna sposobnost, a ne samo po-
navljanje obrazaca. Na tu kritiku nadovezao se Dell Hymes koji je 1972. i uveo
pojam komunikacijska kompetencija, isticu¢i da govornici moraju znati ne samo
gramatiku ve¢ i1 drustvene norme i prikladnu uporabu jezika u kontekstu (Savi-
gnon, 1972).

U isto je vrijeme Sandra Savignon provela istrazivanje na sveucilistu Illinois
koje je pokazalo da ucenje kroz spontanu komunikaciju, iako ukljucuje greske,
dovodi do vece jezi¢ne upotrebljivosti i jednake gramaticke to¢nosti u odnosu na
tradicionalne metode usmjerene na ponavljanje obrazaca (Ibid.). Poslije (2002,
2005) ona podrzava i koncept interkulturnog ucenja jer poucavanje drugog i stra-
nog jezika, ¢iji je glavni cilj razvijanje komunikacijske kompetencije, mora uzi-
mati u obzir razlike u funkcionalnim i sociokulturnim obiljezjima jezi¢ne uporabe
(Bagari¢ Medve, 2012).

CEFR takoder ne temelji svoje shvacanje jeziéne kompetencije samo na pri-
mijenjenoj lingvistici, ve¢ 1 na primijenjenoj psihologiji i sociopolitickim pristu-
pima. Modeli razvijeni od 80-ih godina 20. stoljeca znatno su utjecali na CEFR
i oni obi¢no ukljucuju Cetiri glavna aspekta: strateSku, lingvisticku, pragmatic-
ku (diskurzivnu i funkcionalnu) te sociokulturnu (ukljucujuéi sociolingvisticku)
kompetenciju. CEFR u poglavlju 5.2 iz 2001. predstavlja deskriptore za tri kljuc-
na aspekta komunikacijske kompetencije: lingvisticku, pragmaticku i sociolin-
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gvistiCku. Ti su aspekti medusobno povezani i ne mogu se promatrati odvojeno
(CEFR — Companion Volume, 2020).

Prema Bagari¢ Medve (2012: 203-204) komunikacija je ,interaktivan proces
koji ukljucuje oblikovanje, izrazavanje, interpretaciju i pregovaranje o znacenji-
ma u okviru duzih dijelova diskursa. Neometano odvijanje toga procesa pretpo-
stavlja poznavanje fonoloskih, leksi¢kih, semantic¢kih, morfoloskih i sintakti¢kih
obiljezja uporabe jezi¢nih oblika i struktura, poznavanje konvencija o prikladnoj
uporabi jezi¢nih oblika i struktura u odredenom situacijskom i kulturnom kon-
tekstu, poznavanje konvencija za strukturiranje diskursa, ali i uporabu Sirokoga
spektra strategija koje ne pomazu samo u odrzavanju komunikacije nego — u inici-
jalnoj fazi komunikacije — i u postavljanju komunikacijskoga cilja, procjenjivanju
izvedivosti i planiranju nacina ostvarenja toga cilja, i to, prije svega, aktiviranjem
svih potrebnih znanja i sposobnosti.*

S obzirom na to da ,,¢in komunikacije pretpostavlja da smo u stanju prenijeti, ali
ujedno i razumjeti neciju poruku, zanimljivo je istaknuti da se gotovo polovica
komunikacijske aktivnosti (45 %) sastoji od slusanja (Spiranec, 2008: 451).

Aktivno sluSanje podrazumijeva da sluSatelj ne samo registrira izgovoreno veé
pokazuje stvaran interes i nastoji razumjeti poruku govornika, provjeravajuéi pri-
tom svoje shvacanje nudeéi povratnu informaciju. Buduéi da poruke koje prima-
mo katkad mogu biti nejasne ili nedovoljno precizne, a govornik toga Cesto nije
svjestan, aktivno slusanje zahtijeva usmjerenost i trud. Jedna od klju¢nih tehnika
u tom procesu jest postavljanje pitanja i potpitanja, bilo izravno ili neizravno, pri
¢emu ve¢ sama namjera da se postavi pitanje potice pazljivije sluSanje (Marusic,
Pavleti¢ i Pticek, 2017).

Slusanje ukljucuje i kognitivnu i emocionalnu razinu te ovisi o urednom sluhu —
koji obuhvaca fizicki (organski) sluh, fonemski sluh (razlikovanje glasova) i melo-
dijski sluh (razumijevanje intonacije). Sva tri aspekta sluha kljucna su za uspjeSan
razvoj sluSanja kao jezi¢ne vjestine. Vazno je ne samo cuti izgovorene rijeci vec i
razumjeti poruku kako bi se izbjegli nesporazumi (Pavli¢evi¢-Frani¢, 2018).

Slusanje je temelj uspjeSne komunikacije na bilo kojem jeziku. lako je to prva
jezi¢na vjestina koju usvajamo, istrazivanja pokazuju da joj se pridaje najmanje
pozornosti, pritom zaboravljajuc¢i da bez slusanja govorenje nije moguce. Zbog
nase sklonosti analizi, ¢esto se dogada da ono $to cujemo ne odgovara u potpu-
nosti onomu §to je govornik zapravo rekao, a to ovisi o kontekstu komunikacije,
dobi govornika i poznavanju teme. Suprotno uvrijeZenom misljenju, slusanje nije
pasivan, ve¢ vrlo dinamic¢an proces (Ibid.).
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Medukulturna kompetencija

Da bi ucenici ovladali stranim jezikom, nije dovoljno razvijati samo njihovu je-
zi¢nu kompetenciju, veé i svijest o razli¢itim kulturnim okvirima i konvencijama.
To dovodi do krajnjeg cilja — prihvacanja danog jezika i kulture u kojoj se on rabi
kao materinski i njegovih govornika (Redli, 2018).

Medukulturni govornik jest osoba koja, bez obzira na razinu jezi¢ne kompeten-
cije, u komunikaciju s izvornim ili neizvornim govornicima unosi vlastiti drustve-
ni identitet. To ukljucuje, esto nesvjesno, znanje o vlastitoj kulturi i zemlji, kao i
znanje o kulturi i zemlji sugovornika. Zahvaljujuéi tomu, medukulturni govornik
razvija specifi¢na znanja, stavove i vjeStine — posebno one koji se odnose na tu-
macenje i povezivanje elemenata dviju kultura, kao i na prepoznavanje i ostvari-
vanje medukulturne interakcije (Byram et al., 2002).

Koncept kulture mijenjao se tijekom vremena te je do druge polovice 20. sto-
lje¢a u€enje jezika koreliralo iskljucivo s umjetno$éu, knjizevnoscu i filozofijom
da bi se poslije shvatilo kako je ukljuéivanje informacija iz svakodnevnog Zivota
u ciljnoj kulturi od velike vaznosti (Ibid.).

Ovisno o fazi u€enja i dobi ucenika, kultura se u pocetku prikazuje pojednostav-
njeno, dok se s kognitivno i emocionalno zrelijim uc¢enicima moze obradivati na
sloZeniji nacin i podvrgnuti diferencijaciji (Petravi¢, 2016).

»Razvijanje medukulturne dimenzije u nastavi jezika podrazumijeva prepo-
znavanje sljedecih ciljeva: pruziti uenicima uz jezi¢nu i medukulturnu kom-
petenciju; pripremiti ih za interakciju s osobama iz drugih kultura; omoguciti
im razumijevanje i prihvacanje pripadnika drugih kultura kao pojedinaca s ra-
zli¢itim pogledima na svijet, vrijednostima i na¢inima ponasanja; te im pomo¢i
u sagledavanju takve interakcije kao obogacujuceg iskustva.” (Byram et al.,
2002: 10)

Autorice Udier i Gulesi¢ Machata (2019: 72), govoreci o razvijanju medukul-
turne kompetencije, takoder isti¢u kako ,,stjecanje medukulturne kompetencije
ucenike €ini spremnijima za Zivot u suvremenome, globaliziranom svijetu u koje-
mu su razli¢ite kulture intenzivno u medusobnome kontaktu, pa ¢ak kulture koje
su medusobno vrlo udaljene u vremenu i prostoru®.

U skladu s promjenama koje je donio komunikacijski pristup uc¢enju, i ZEROJ
istiCe vaznost medukulturne svijesti, medukulturnih vjestina i egzistencijalne
kompetencije te tako unosi medukulturnu dimenziju medu ciljeve ucenja jezika
(Byram et al., 2002).
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Socijalna kompetencija

Kroz interakciju sa svojom drustvenom okolinom pojedinac usvaja znanja, vje-
Stine, navike, stavove i vrijednosti potrebne za uspjesno funkcioniranje u zajedni-
ci u kojoj zivi (Mlinarevi¢, Tomas, 2010).

Prema autoricama Katz i McClellan (1999), kompetentan je pojedinac onaj koji
se koristi vlastitim osobinama i poticajima iz okoline kako bi postigao dobre ra-
zvojne rezultate i uspjesno sudjelovao u drustvu. Socijalna kompetencija obuhva-
¢a socijalne vjestine, svijest i samopouzdanje, a ukljucuje empatiju, komunikaci-
ju, toleranciju, suradnju, odgovornost, ustrajnost, samokontrolu i pozitivnu sliku
o sebi (Ibid.).

U posljednjih dvadeset godina raste vaznost razvoja interpersonalnih i psiho-
socijalnih vjeStina unutar obrazovanja, $to je prepoznato i u Europskome refe-
rentnom okviru kljuénih kompetencija. Sve vise europskih zemalja, pa tako i Hr-
vatska, u strukturiranju kurikuluma nastoji pratiti te smjernice, s naglaskom na
socijalno-emocionalni razvoj ucenika, koji je dosad bio nedovoljno zastupljen.
Istrazivanja pokazuju da poticanje socijalne kompetencije pozitivno utjece na po-
nasanje ucenika, odnose s drugima i Skolski uspjeh (Markus, 2010).

Socijalna kompetencija razvija se postupno, kao dio svakodnevnih obrazovnih
aktivnosti, strukturiranih i ciljano osmisljenih, poput rada u skupini, igranja uloga
i simulacija stvarnih situacija te kombinacijom razli¢itih metoda (npr. poucava-
nja, modeliranja, potkrepljivanja i uvjezbavanja) (Ibid.).

Rad u skupini prirodan je i u¢inkovit na¢in ucenja jer potice suradnju, medu-
sobnu pomo¢ i osjecaj pripadnosti. Razvija se samopouzdanje, motivacija, krea-
tivnost, bolje se usvaja gradivo i dugotrajnije se pamti. Ovakva nastava zahtijeva
fleksibilnu organizaciju nastavnog procesa, jasnu podjelu zadataka prilagodenu
sposobnostima ucenika, te otvorenu i viSesmjernu komunikaciju, a uspjeh ovisi
o kvalitetnoj suradnji, uvazavanju razli¢itih misljenja i sposobnosti sagledavanja
problema iz vise perspektiva, §to potice razvoj divergentnog misljenja (Vrki¢ Di-
mié, 2007).

Zajednicki europski referentni okvir za jezike kategorizira jezi¢ne aktivnosti na
receptivne, produktivne, interaktivne i medijacijske, polazeéi od ideje da su jezic-
ni korisnici samostalni i odgovorni ¢lanovi druStva. Kao drustveni akteri, oni rabe
jezik za komunikaciju u stvarnim situacijama, stvarajuci i prenoseéi znacenja,
¢esto u suradnji s drugima, ovisno o razli¢itim ciljevima i kontekstima. Ucenje
jezika ima i kognitivnu i socijalnu dimenziju, jer jezik nije samo sredstvo za pre-
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nosenje informacija, ve¢ i na¢in na koji interpretiramo svijet te gradimo osobno i
zajednicko znanje kroz interakciju i dijalog. U skladu s tim, nastava jezika trebala
bi osigurati okruzenje koje podupire razvoj ucenika kao aktivnih i odgovornih
korisnika jezika, te poticati njihovu samostalnost, preuzimanje odgovornosti za
vlastito ucenje i razvoj kompetencija potrebnih za cjeloZivotno ucenje i uspjesnu
komunikaciju u suvremenom drustvu (CEFR — A Guide to Action-oriented, Plu-
rilingual and Intercultural Education, 2023).

KULINARSKE RADIONICE U NASTAVI STRANOG JEZIKA

Dosad se ucenje stranog jezika uglavnom temeljilo na zadatcima koji se izvode
unutar ucionice, iako ¢esto simuliraju stvarne Zivotne situacije. Neke inovaci-
je povezuju ucenje jezika s drugim, nejezi¢nim vjeStinama. Primjerice kuhanje,
kao zadatak za uéenje jezika, nudi inovativan pristup poucavanju stranih jezika
kroz aktivnosti iz stvarnog zivota. Budu¢i da je kuhanje univerzalna i zabavna
aktivnost, ono prirodno povezuje jezik, kulturu i kulinarstvo, angazirajuci svih
pet osjetila. Za razliku od klasi¢nih ucionickih zadataka koji mogu biti suhoparni,
kuhanje omoguéuje opipljiv rezultat i visesenzorno iskustvo (Seedhouse, Heslop,
Kharrufa, 2020).

Zanimljivost i inovativnost pristupa ucenju stranog jezika tijekom kuhanja i in-
terakcije s hranom prepoznaje i Europska komisija, pa je na Elektronic¢koj platfor-
mi za obrazovanje odraslih (EPALE) medu Klju¢nim kompetencijama za cjelo-
zivotno ucenje i alatima za ukljuc¢ivanje odraslih ucenika za poboljSanje njihovih
osnovnih vjestina predstavljen projekt Linguacuisine — Combining technology,
languages, culture and cuisine, ¢iji je cilj izgradnja zajednice drustvene kuhinje i
ulaganje u inovativne naéine poucavanja jezika.?

Istrazivaci sa SveuciliSta u Newcastleu osmislili su nov na¢in poucavanja
jezika (LanCook) — jedinstvenu kombinaciju kuharstva, tehnologije i nastave
jezika. Ucenici rade u parovima i kroz recept se vode korak po korak na jed-
nom od sedam europskih jezika: engleskom, francuskom, katalonskom, fin-
skom, njemackom, talijanskom i Spanjolskom. BeZi¢na senzorska tehnologija
ugradena je ili pri¢vr§éena na kuhinjsku opremu i sastojke, §to omogucuje da
»pametna kuhinja* prati i procjenjuje napredak ucenika dok pripremaju jelo.

2

2 https://linguacuisine.com/
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Ako im je potrebna pomo¢, pruza se putem zvucnih poruka, slika ili videa. Ovaj
projekt, iz 2011. godine, osmisljen je kako bi se jezici poucavali u stvarnome
zivotnom okruzenju, a ukljucuje jezi¢ne i obrazovne stru¢njake iz Engleske
(Sveuciliste u Newcastleu), Finske (Sveudiliste u Helsinkiju), Njemacke (Sve-
utilidte u Paderbornu), Italije (Sveuéiliste u Modeni i Reggio Emiliji), Spa-
njolske (Autonomno sveuciliSte u Barceloni). Tijekom trogodi$njeg testiranja
istrazivacki timovi koristili su se prijenosnom verzijom digitalne kuhinje kako
bi organizirali kulinarske radionice Sirom Europe s vise od 300 polaznika cje-
lozivotnog ucenja.

Kao dopuna TBLT pristupu (fask-based language teaching), kuhanje potice
suradnju, upotrebu jezika u stvarnom kontekstu, razvoj digitalnih vjestina i me-
dukulturno razumijevanje. Ovaj pristup omogucuje ucenicima da uce jezik dok
obavljaju prakti¢ne zadatke, Sto poveéava njihovu motivaciju i angaziranost. Ku-
hanje kao obrazovna metoda predstavlja autenti¢an, motivirajuci i kulturno bogat
nacin ucenja jezika, koji moze nadopuniti tradicionalnu i digitalnu nastavu (Seed-
house, Heslop, Kharrufa, 2020).3

Primjer iz prakse

Upravo je jedan od vecih izazova visokog i cjelozivotnog obrazovanja kako
potaknuti razvoj potrebnih kompetencija i vjeStina izvan okvira tradicionalnog
poucavanja. Na primjeru iz prakse opisat ¢emo provedbu interakcije na dvama
jezicima. U planiranje i provodenje kulinarskih radionica s ciljem poticanja in-
terakcije ukljuceni su hispanofoni i kroatofoni sudionici koji su radom u grupa-
ma aktivno ovladavali frazama i vokabularom povezanim s hranom i kuhanjem,
ukljucujuéi vrste jela, zacine, pribor, naine serviranja i kulinarske izraze, te
upoznali gastronomske obi¢aje Republike Hrvatske 1 zemalja Spanjolskoga go-
vornog podrudja.

Za ovu vrstu nastave odlucili smo se jer proces kuhanja ukljucuje sva osjetila:

Teorija nastave temeljene na zadatcima (TBLT) sugerira da ¢e uéenici drugog jezika usvojiti odredene
aspekte tog jezika kao rezultat aktivnosti. Proveden je i niz istrazivanja koja su ukljucivala pojedince i
parove u kontekstu jezika, kuhanja i digitalne pismenosti, kojima je dokazano da sudjelovanje u zadat-
cima kuhanja kao dijelu u€enja jezika dovodi do znatnog napretka u usvajanju vokabulara, jer je kod
50 ucenika engleskog jezika zabiljezen porast rezultata s 8,51 na 12,24 u testovima poznavanja rijeci
(vidi u: Seedhouse, P., (ed.) Task-based Language Learning in a Real-World Digital Environment:
The European Digital Kitchen. Advances in Digital Language Learning and Teaching. Bloomsbury
Academic, London, pp. 231-257. ISBN 978-1474264075).
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okus, miris, vid, sluh i dodir, §to moze pojacati memorijsko zadrzavanje novog
vokabulara i fraza. Sudionici kulinarske radionice asociraju rijeci s odredenim
namirnicama, radnjama i iskustvima, §to ¢ini vokabular dugotrajnije zapamce-
nim.

Takoder, ovaj pristup razbija monotoniju klasi¢ne nastave, naglasava suradni¢-
ke vjestine 1 grupni rad te pozitivno utjeCe na povecanje motivacije. Rijec je o
socijalnom procesu u kojem sudionici preuzimaju aktivnu ulogu poucavatelja i
podupiru jedni druge u usvajanju novih sadrzaja. Imaju mogucénost biti samostalni
u planiranju i ostvarivanju svojih zadataka, imaju slobodu biti kreativni, istraziva-

ti i samostalno donositi zakljucke.

AN
N

Srika 2. Kulinarska radionica, 19. 11. 2024. Suika 3. Kulinarska radionica, 3. 12. 2024.
(foto: Eda Sari¢) (foto: Mate Bratovic)

Dvije kulinarske radionice odrzane su u akademskoj godini 2024./2025. u pro-
storijama Novog kampusa Sveucili§ta u Zadru namijenjenim studentima. Sudio-
nici radionica bili su hispanofoni stranci, polaznici tecaja hrvatskog jezika i hr-
vatski studenti §panjolskog jezika Centra za strane jezike SveuciliSta u Zadru,
koji su bili podijeljeni u dvije skupine: prvu skupinu od Cetrnaest sudionika ¢inili
su polaznici tecaja hrvatskog jezika pripremnog (A1) i temeljnog (A2) stupnja i
studenti Spanjolskog jezika prijelaznog stupnja (B1) (Slika 2); drugu skupinu od
trinaest sudionika ¢inili su polaznici tecaja hrvatskog jezika prijelaznog stupnja
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(B1) i studenti $panjolskog jezika pripremnog stupnja (A1)* (Slika 3). Skupine
su smisljeno formirane na ovaj nacin s ciljem stvaranja uvjeta Sto uspjesnijega
prakti¢nog ucenja i aktivne primjene jezika.

Provedenim radionicama ostvarena je i medupredmetna korelacija u obradi no-
voga nastavnog sadrzaja unutar dvaju kolegija stranih jezika. Rijec je o nastavnim
jedinicama u kojima se studenti upoznaju s frazama i vokabularom povezanim s
hranom i kuhanjem, kao §to su vrste jela i pica, zacini, pribor za jelo i posude,
nacini serviranja, pojmovi za okuse te karakteristi¢ni, Cesto koristeni kulinarski
izrazi. Osim specifi¢nih leksickih jedinica i jezi¢nih struktura, radilo se i na razvo-
ju medukulturne kompetencije, konkretnije na upoznavanju hrvatskih te gastro-
nomskih obicaja zemalja hispanskoga govornog podrucja.

Navedenim temama u okviru tecaja hrvatskog jezika prema planu i programu
na razini A1/A2 planirano je: posti¢i komunikacijske ciljeve (narucivanje jela i
pic¢a u kaficu i restoranu, imenovanje vrsta hrane i okusa, razgovaranje o osobnim
prehrambenim navikama, biranje jela i pi¢a s pomocu autenti¢nog jelovnika, upo-
znavanje sa strukturom i sadrzajem hrvatskih recepata); usvojiti jezi¢no gradivo
(prezent glagola jesti 1 piti); upoznati se s kulturoloskim informacijama (prehram-
bene navike ljudi iz razli¢itih zemalja, tipi¢na hrvatska hrana i pi¢e, hrana u vezi s
blagdanima, autentican jelovnik, autenti¢an recept, hrvatska kuhinja po regijama
te zacini koji se Cesto rabe u hrvatskoj kuhinji). Na razini B1 planirano je: ste¢i
komunikacijsku kompetenciju (prehrambene navike i zdravlje, hrvatski prehram-
beni proizvodi, ekoloski proizvodi, leksemi, kolokacije i1 frazemi uz temu prehra-
na); usvojiti gramaticku kompetenciju (prezent glagola jesti, peci, piti); usvojiti
kulturolosku kompetenciju (hrana u vezi s obi¢ajima pri posjetu, svakodnevna
kultura: prikaz popularnih hrvatskih proizvoda Cedevite i Vegete) (Hrvatski jezik
za strance — plan i program, 2022).

Cilj ukljugivanja studenata kolegija Spanjolski jezik B1.1 bila je videjezi¢na i
visekulturna kompetencija. Kontekst ovladavanja $panjolskim jezikom kod hrvat-
skih studenata usko je povezan s viSejezi¢noscu, s obzirom na to da su prije $pa-
njolskoga ovladali jo§ najmanje dvama jezicima. ZEROJ (2001: 4) propisuje kako
viSejezicne osobe mogu ,,prizvati razlicite dijelove svoje kompetencije i usposta-
viti uéinkovitu komunikaciju s odredenim sugovornikom®. Cilj je ove radionice

4 Razine jezi¢ne kompetencije (Al, A2, B1, B2, C1, C2) odredene i opisane prema Zajedni¢kom eu-
ropskom referentnom okviru za jezike Vijeca Europe (ZEROJ, engl. CEFR) (https://www.coe.int/en/
web/common-european-framework-reference-languages/table-1-cefr-3.3-common-reference-levels-
global-scale).
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bio i probuditi svijest studenata Spanjolskog jezika o medujezi¢noj isprepleteno-
sti. Budu¢i da su radionicama prisustvovala dva Erasmus studenta, uoceno je i vi-
Sejezicno razumijevanje. Pojam viSejezi¢no razumijevanje naglasava sposobnost
koristenja znanja u razli¢itim jezicima kako bi se ostvario komunikacijski cilj
(CEFR — Companion Volume, 2020).

Izvedbenim planom kolegija Spanjolski jezik A1.1 i Spanjolski jezik B1.1 pred-
videno je upoznavanje zemalja hispanskoga govornog podrucja te njihovih kultu-
roloskih specifi¢nosti, a posebice se istice gastronomija.

Ishodi ucenja na razini A1 oblikovani su u skladu s osnovnom razinom jeziénog
poznavanja, ali 1 kulture te prema smjernicama propisanim kurikularnim planom
poucavanja Spanjolskoga kao stranog jezika (Sp. Plan curricular del Instituto Cer-
vantes). S ciljem razvoja komunikacijske kompetencije, na ovoj razini od studena-
ta se oc¢ekivalo da mogu prepoznati razli¢ite nacine izraZzavanja koli¢ine (brojevi,
viSe manje/puno/podosta (Sp. mas/ menos/muy/mucho/bastante), pojmove poput
vruée/hladno itd. Studenti su trebali prepoznati jednostavni vokabular prehrane
na razini A1 (poput hrana/ru¢ak/comida, juha/sopa, salata/ensalada, desert/postre)
razlikovati osnovne namirnice tipi¢nih jela zemalja Latinske Amerike (meso/car-
ne, riba/pescado, voée/fruta, povrée/verduda...). Nadalje, naglasak je stavljen na
funkcije poput traZzenja i davanja odredenih informacija, izrazavanja ukusa itd.

U nastavku izdvajamo deskriptore razvoja visekulturne kompetencije prema
ZEROJ-u (CEFR — Companion Volume, 2020: 125, autorski prijevod) koji su bili
ishodi ucenja na razini B1:

« student se moze ophoditi sukladno razli¢itim sociolos$kim konvencijama
(primjerice, udaljenost izmedu sudionika, kontakt o¢ima)

» student moZe objasniti osobitosti svoje kulture ¢lanovima druge kulture, ili
objasniti osobitosti druge kulture ¢lanovima vlastite

« student moZe raspravljati koristeéi se jednostavnim nacinom o percepciji
stvari u razli¢itim sociokulturoloskim kontekstima (ono §to je ,,normalno*
u jednoj kulturi, a ,,cudno* u drugoj)

« student moze razmotriti nac¢ine na koje ¢lanovi druge kulture prihvacaju
njegove kulturoloske osobitosti

» student se moze koristiti poznavanjem jednog jezika kako bi razumio glav-
nu poruku teksta na drugom

« student moze prepoznati sli¢nosti i razli¢itosti dvaju jezi¢nih sustava kako
bi mogao razlikovati razli¢ita znacenja istih rijeci ili laznih prijatelja
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o student moZe kontrastivno analizirati gramaticke strukture i funkcionalne
izraze svoje visejezi¢ne biografije kako bi olakSao razumijevanje na novom
jeziku

« student moze kreativno iskoristiti svoj ogranieni repertoar na razli¢itim je-
zicima u svojemu visejezi¢nom repertoaru za svakodnevne kontekste, kako
bi se nosio s neoc¢ekivanom situacijom.

Organizatori ovih interaktivnih aktivnosti i mentori studentima bili su nastav-
nici hrvatskog jezika na tecaju hrvatskog jezika za strance i potomke hrvatskih
iseljenika i nastavnica $panjolskog jezika na izbornom kolegiju Spanjolski jezik
Centra za strane jezike SveuciliSta u Zadru koji su pronasli adekvatan prostor,
nabavili potrebne namirnice te osigurali pozitivnu i ugodnu atmosferu.

Medutim, za uspjeh interaktivnog uc¢enja kljucna je aktivna uloga svih sudio-
nika: polaznici tecaja i studenti kreatori su radionica i aktivnosti u svim fazama.
U pripremnoj fazi hrvatski su studenti dobili zadatak odabrati tri tradicionalna,
jednostavna hrvatska recepta za predjelo, glavno jelo i desert koja ¢e predstaviti
polaznicima tecaja hrvatskog jezika. Isto su trebali uciniti i polaznici tecaja, pri
¢emu su zastupljena jela zemalja Juzne Amerike (Cile, Argentina, Peru, Venezu-
ela, Paragvaj). Potom je uslijedila zajednicka priprema hrane, serviranje i na kraju
degustacija i druzenje.

RAZVIJANJE KOMUNIKACIJSKIH JEZICNIH KOMPETENCIJA I
VJESTINE SLUSANJA

Kroz prakti¢ne aktivnosti u autenticnim situacijama, prateéi recepte, slijedeci
upute i medusobno komunicirajuci, sudionici su se aktivno koristili jezikom, pri
¢emu su usvojili specifi¢an vokabular i prosirili svoje znanje jezika. U praksi su
svladavali fraze i izraze te usporedivali klju¢ne kategorije kulinarskog vokabula-
ra u obama jezicima, koji se u hrvatskom i Spanjolskom jeziku dijelom preklapa
zbog medunarodnih kulinarskih izraza, ali postoje i zanimljive razlike koje proi-
zlaze iz kulturnih i jezi¢nih specifi¢nosti.

Primjerice, sudionici radionica primijetili su da $panjolski vokabular ima izra-
zenije razlikovanje tehnika pripreme hrane, jer ima dodatne termine koji ozna-
cavaju specifinije nacine pecenja i kuhanja (hrvatski jezik: prziti, kuhati, peci;
Spanjolski jezik: freir (prziti), cocinar, cocer (kuhati, skuhati u vodi), guisar (sku-
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hati, pripremiti jelo, obi¢no u umaku, takoder odnosi se na nacin kuhanja u koji
se stavljaju namirnice nakon prZenja te se nastavljaju termicki obradivati na ne-
$to nizim temperaturama), asar (peéi): hornear, ahornar, enhornar (u pecénici),
brasear (peci na zaru), asar a la parrilla (peéi na rostilju), a la plancha (rostil)),
dok hrvatski jezik posjeduje gramaticku kategoriju glagolskog vida karakteristic-
nu za slavenske jezike, a nepoznatu romanskim jezicima. Rijec je o svrSenim i
nesvrSenim vidskim parovima, npr. rezati — narezati, sjeckati — nasjeckati, kuha-
ti — skuhati, peéi — ispec¢i, mijeSati — izmijeSati itd. te dvovidnim glagolima, npr.
doruckovati, rucati, ve&erati, objedovati. Spanjolski jezik takoder ima izraZenije
razlikovanje §to se ti¢e posuda, primjerice olla (lonac), cacerola (manji lonac ili
posuda koja se rabi za kuhanje), cazuela (Sira, a plica metalna posuda za kuhanje),
cazo (zdjela Sira u gornjem dijelu, s duzom ruckom najéesée koriStena za pripre-
manje umaka), sarten (tava), dok hrvatski jezik ima vise posudenica ili regional-
nih varijanti za iste pojmove, primjerice tava, tiganj, prosulja, prsura, przenica.
Na razini B1 tema se prosirila frazemima u vezi s hranom (jasno kao pekmez,
biti kuhan i pecen, biti dobar kao kruh, biti gladan kao vuk...) te kolokvijalnim
izrazima (klopa, cuga, smazati...).

Dakle, razvijanju komunikacijskih jezi¢nih kompetencija doprinijele su jezi¢ne

|

SLika 4. Razvijanje komunikacijskih vjestina SLikA 5. Razvijanje vjestina slusanja
(foto: Eda Sari¢) (foto: Eda Sari¢)
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aktivnosti i procesi u koje su se sudionici upustili radi govorne produkcije i govor-
ne interakcije povezane s temama iz odredenog podrucja (kulinarski vokabular)
pri ¢emu su aktivirali sve strategije koje su smatrali prikladnima za obavljanje
postavljenih zadataka (Slika 4).

Osim komunikacije, i slusanje je proces u kojem su sudionici participirajuci u
kulinarskim radionicama aktivno sudjelovali. Prate¢i verbalne upute i suradujuéi
s ostalim sudionicima, razvijali su svoje slusSne vjestine i navikavali se na jezic-
ne nijanse, $to je posebno korisno za poboljSanje razumijevanja govora. Rijec je
o iznimno fokusiranom slusanju s ciljem razumijevanja odredenih informacija.
Prva je situacija sluSanja i razumijevanja razgovora izmedu drugih sudionika jer
je bilo moguce Cuti razgovor izmedu drugih ljudi u blizini. Druga je situacija u
kojoj su sudionici grupne interakcije razgovarali medusobno i obracali se jedni
drugima izravno, pri ¢emu je mogucnost traZzenja pojasnjenja i ponavljanja izre-
¢enog znatno olakSavala razumijevanje (Slika 5).

RAZVIJANJE MEDUKULTURNE KOMPETENCIJE

Sociokulturno znanje, koje naizgled nije u izravnoj vezi s jezikom, veoma je
bitan ¢imbenik pri ovladavanju. Upoznavanje kulture i drustva jezika, konkretno
u nasem slucaju hrane i pica, ponaSanje za stolom, vrijeme obroka itd. uvelike je
potaknulo motivaciju sudionika za usvajanje jezi¢nih kompetencija.

Uc€enjem o tradicionalnim jelima, hrani i pi¢u, te prehrambenim navikama zemlje
¢iji se jezik u¢i omoguéeno je bolje razumijevanje kulture i obicaja, a razgovorom
o obi¢ajima, povijesti i znacenju hrane u Republici Hrvatskoj i zemljama Juzne
Amerike proSireno je znanje izvan samog jezika, ¢ime je omoguceno kulturno
bogatije iskustvo razvijajuci svijest o kulturnoj raznolikosti (Slika 6a i Slika 6b).

Sto se ti¢e hrvatske gastronomije, polaznici te¢aja hrvatskog jezika doznali
su da je hrvatska kuhinja izrazito raznolika i regionalno specifi¢na, odrazavaju-
¢i zemljopisne, kulturne i povijesne razlike. Na Jadranu prevladava mediteran-
ska prehrana s naglaskom na ribu i morske plodove, dok sjever zemlje pokazuje
snazne austrougarske kulinarske utjecaje. Tradicionalna jela, poput prSuta, sira,
kulena, janjetine, pasticade, lignji, peke i rostilja, neizostavan su dio blagdana i
svecanosti, na primjer Badnjaka, Bozi¢a, Uskrsa, vjencanja i kr§tenja. Hrana je
neraskidivo povezana s kulturnim i obiteljskim obi¢ajima, a svaki blagdan ima
svoje karakteristicno jelo. Polaznicima su predstavljeni i tipi¢ni hrvatski zacini s
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naglaskom na za¢insku mjeSavinu Vegetu te su doznali ponesto o prehrambenim
navikama Hrvata (kuhaju li sami ili se hrane u restoranima, hrane li se zdravo,
gdje kupuju namirnice...).

Studentima Spanjolskog jezika predstavljeni su gastronomski obicaji te tipicna
jela (primjerice empanadas, ceviche, churros, completos) zemalja Hispanske Ame-
rike. Iako neke od drzava imaju u svojoj kulturi sli¢na jela, istaknute su razlike u
samom odabiru namirnica i pripremi jela. Nadalje, pripremajuci jela, polaznici ku-
linarskih radionica izmjenjivali su iskustva o vremenu konzumacije obroka, nac¢inu
kuhanja, odredenim namirnicama itd. Zahvaljujuéi ovakvomu interaktivnom pristu-
pu studenti su upoznali hispanske prehrambene navike 1 gastronomiju te im je olak-
Sano medukulturno razumijevanje i shvacanje specificnosti hispanskog podneblja.

SLikA 6A. Razvijanje medukulturne SLikA 6B. Razvijanje medukulturne
kompetencije (foto: Mate Bratovic) kompetencije (foto: Eda Sari¢)

RAZVIJANJE SOCIJALNE KOMPETENCIJE

Na ovom se primjeru pokazalo da je skupni rad prikladan oblik organizacije
nastave na svim razinama obrazovanja, ukljucujuci i visokoskolsko obrazovanje
i cjelozivotno ucenje.
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Kulinarske radionice ostvarene su kroz rad u grupama, sto je potaknulo sudionike
na medusobnu komunikaciju na hrvatskome i $panjolskome, na stranom i materin-
skom jeziku istovremeno, a vrlo bitno jest to da je suradnja i interakcija u neformalnoj
atmosferi povecala motivaciju i smanjila osje¢aj nelagode pri govoru (Slika 7a i b).

Grupni rad podrazumijevao je interakciju i komunikaciju jer se poticala razmje-
na informacija medu sudionicima, radne sposobnosti, a time i sama aktivnost, te
socijalna interakcija i snalazljivost. Medutim, isto se tako poticao i individualni
rad kod svakog ¢lana unutar grupe, jer je svaki sudionik imao konkretan zadatak
s obzirom na svoje prakti¢ne i kulinarske sposobnosti (rezanje i priprema hrane,
termiCka obrada, zaCinjanje, serviranje), te svoje komunikacijske jezi¢ne vjesti-
ne (nabrajanje sastojaka, prezentiranje jela, odgovaranje na postavljena pitanja).
Dakle, uz poticanje zajednickog obavljanja zadataka, poticalo se medusobno upo-
znavanje svih ¢lanova grupe te na taj nacin i socijalizacija pojedinaca.

Nastavnici su za vrijeme samog rada i nakon njega, pri pospremanju i ¢i§¢enju
kuhinja, te druZenju i konzumaciji pripremljene hrane bili prisutni kao usmjerava-
telji i medijatori. Takoder je prethodno naglaseno da grupni rad znaci zajednicki
rad te je nuzno da sudjeluju svi ¢lanovi grupe. Ni u jednom trenutku nije doSlo
do pojave nerada, neslaganja, nemira ili gubitka fokusa, te nije bilo potrebe za
intervencijom nastavnika kako bi se odrzala disciplina i medusobno postovanje.

SLika 7B. Grupni rad (foto: Eda Sari¢)
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ZAKLJUCAK

U radu su predstavljene kulinarske radionice kao interaktivne aktivnosti za dje-
lotvoran nacin ucenja stranog jezika ¢iji su sudionici bili polaznici tecaja hrvat-
skog jezika i studenti Spanjolskog jezika Centra za strane jezike SveuciliSta u
Zadru.

S obzirom na to da je u suvremenoj nastavi poucavanja stranih jezika nagla-
sak na osposobljavanju u€enika za komunikaciju, tj. za prakti¢nu uporabu jezika,
ostvaren je susret i interakcija s izvornim govornicima. Ucenici stranih jezika
stavljeni su u doticaj sa stvarnim, govornim jezikom, Sire¢i nastavu izvan granica
ucionice. Pojedinci sa zajednickim interesom u procesu aktivnog uc¢enja komuni-
cirali su, suradivali i pruzali podrsku jedni drugima. Imali su slobodu istrazivati i
biti kreativni te uciti vlastitim tempom na neformalan nacin, primjerice sudjeluju-
¢i u razgovorima i raspravama. Kroz interakciju s drugima usvajali su nove spo-
znaje i razvijali kognitivne sposobnosti, ali i razvijali svoje socijalne i emocional-
ne vjestine nuzne za razvoj i pripremu za daljnje izazove u zivotu i obrazovanju.

Istodobno su stekli nova jezi¢na znanja povezana s hranom i kuhanjem (uklju-
cujudi vrste jela, zacine, pribor, nacine serviranja i kulinarske izraze), upoznali
gastronomske obicaje Republike Hrvatske i zemalja Spanjolskoga govornog po-
drucja, usvojili odredene vjestine i kompetencije (komunikacijske, slusne, medu-
kultune, socijalne), oblikovali svoje stavove 1 prosirili vlastite vidike (upoznavsi
druge kulture i obicaje). Aktivnim ovladavanjem jezikom u kontekstu, u kojem
su naglaseni autonomija i razvoj medukulturne kompetencije, uCenicima stranih
jezika pruzena je prilika da postanu samostalniji, samopouzdaniji i da spoznaju
cjelokupnu drustvenu stvarnost te razviju medunarodni nacin razmisljanja (Sp.
mentalidad internacional).
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Culinary Workshops as Interactive Learning in Foreign Language
Teaching (Example From Practice)

ABSTRACT

Since foreign language learners learn languages to be use-
ful in their lives, teaching should focus on practical lan-
guage skills. The aim of the paper is to present practical
and interactive activities as an effective way of learning a
foreign language that can significantly improve language
skills. The first part of the paper aims to provide insight
into interactive learning and teaching and highlight the
various advantages of such an approach, such as creativ-
ity and motivation, sociocultural context and contextual-
ization of the foreign language. The second part describes
culinary workshops as an example of interactive learning
in foreign language teaching, which aims to show how
this type of teaching can be organized in specific circum-
stances and what results can be achieved. The advantages
are multiple, given that the following areas are covered:
cognitive (knowledge, cognition), affective (attitudes, in-
terests, motivation) and psychomotor (physical activities
and skills). In addition to the acquisition of auditory and
speech-language skills, the result of interaction and col-
laborative learning is also the development of intercultural
and social competence.
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Friendship is an important thing in a person’s life for both friendship, internalisation, ISCED 1,
an adult and a child. Parents are nervous if their child does research

not have friends, adolescents are unhappy if they do not
have friends, and, in general, it can be said that people who
have friends are happier in life. The role of the school in
this context is to create optimal conditions for internalisa-
tion, socialisation, and personalisation.

Friendship begins to form from preschool age onwards, but
it develops dynamically during younger school age, tak-
ing into account developmental specificities. This is what
we focused on in our research. We conducted structured
interviews with pupils, which looked at two levels — the
meaning of friendship for the pupil and the pupil’s position
in friendship relationships. In our paper, we present the
view of primary school pupils on what friendship means
to them.
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THEORETICAL BACKGROUND

The current concept of education is based on the strategic and curricular docu-
ments of our country, drawing inspiration from European visions of education.
Educational and upbringing principles are expressed, among others, in the main
objectives of the document Strategy of the Czech Republic’s Educational Policy
2030+, which, in addition to preparation for employment, promotes personal
development contributing to the improvement of the quality of human life, the
maintenance and development of culture as a system of shared values, and the
development of active citizenship, which creates the prerequisites for a solidary
society, sustainable development, and democracy. Individual elements of educa-
tion and upbringing towards these values can be further extracted from the entire
educational offer regulated by the Framework Education Programme for Primary
Education (RVP ZV) —i.e. from all educational areas and key competences. The
validity and binding nature of the Framework Education Programme were esta-
blished in 2007. Since then, the Framework Education Programme for Primary
Education has undergone partial modifications or additions related to its revi-
sion. At the beginning of 2025, the so-called major revision of the Framework
Education Programme for Primary Education was finalised, during which the
document was analysed in terms of contemporary trends in education. It was
examined whetherthe objectives and content formulated therein correspond to the
development of society and support education in line with the development of
scientific disciplines and everyday practical life, but also with an emphasis on the
needs of pupils. The aims of education policy imply that schools should be envi-
ronments not only for education but also for the formation of social relationships
and internalisation. According to the interpretive approach to child socialisation,
we do not see internalisation only as a skill acquired from an adult. According to
the interpretive approach, we understand socialisation in childhood as a collec-
tive process taking place in the public and social (not private) sphere. From this
perspective, children begin life as social beings within an already defined soci-
al network and build their social worlds through communication and interaction
(Provazkova Stolinska, 2021).

Schools are seen as very important environments for the realisation of social
situations. Younger school-age pupils are often exposed to social shaping and
communicative demands in everyday activities with adults, which cause ambigu-
ity and uncertainty that can be inappropriately reproduced in children’s activities
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in the form of routine. Therefore, adult involvement in children’s life worlds is
important (Corsaro, 1988). Adult-child interaction is a feature of collegial cul-
ture. The cultural routines of younger school-age pupils have both productive
and reproductive qualities. The teacher’s role is to provide children with oppor-
tunities and resources for sharing understanding and awareness of their place in
the group (Corsaro and Rizzo, 1988). Thus, the teacher is the main agent who
promotes internalisation — the formation of the concept of friendship. Friendship
(and comradeship) is an important thing in the lives of both adults and children.
Parents are nervous if their child does not have friends, adolescents are unhappy
if they do not have friends, and, in general, it can be said that people who have fri-
ends are happier in life (Ozyurt, Provazkova Stolinska, Raskova, 2024; Raskova,
Provazkova Stolinska, Ozyurt, 2024; Provazkova Stolinskd, RaSkova, Ozyurt,
2024). In the primary school environment, two patterns of behaviour emerge wit-
hin the concept of internalisation (Rizzo and Corsaro, 1988):

1. Social participation, where children rarely engage in solitary play, and
when children find themselves alone, they try to enter one of the ongoing
episodic games of others;

2. Protection of interactive space, which is the tendency of children to resist
attempts by other children to gain access (e.g. while playing).

As can be seen, significant interactions occur in primary school during in-
ternalisation that support the process of socialisation and subsequent persona-
lisation.

According to Ekins and Grimes (2009), the following patterns of interaction
and activities of everyday life are observed in child—child interactions:

o Friendship is challenging because here we cannot think of getting “somet-
hing for something”, but it is necessary to talk about reciprocity.

o  Children perceive friendship primarily with an emphasis on reciprocity; ol-
der people describe friendship more descriptively, in a more complex way,
and with a focus on the specifics of a particular friend. Thus, it is possible
to say that the formation of the concept of friendship starts already with pre-
school children and changes with experience.

o Around 75% of children in the early years of primary school accept their
mother or teacher among their friends — this is also due to the fact that they
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participate in the activities that these children carry out.

o Friendships are not all the same. They are determined by social support,
conflicts and their resolution, activities, and reciprocal interest (Hartup and
Stevens, 1999).

o For children in the early years of primary school, one-sided friendships
appear first (they are also related to the egoistic feelings of children in this
period). Reciprocal friendships begin to form developmentally (children
with communication disorders, intellectual disability or developmental di-
sabilities have the process of forming reciprocal friendships strongly affec-
ted and made more difficult).

o Child development is also affected by the influence of the social envi-
ronment on young children’s friendship formation, as they perceive the in-
fluence of the social environment differently at different ages.

o  Children with reciprocal friendship bonds tend to be more socially inte-
ractive than children with one-sided friendships (Guralnick, Gottman, and
Hammond, 1996).

o  Three approaches to forming friendships:

o The first group holds the view of Piaget — friendship as an abstract
concept related to the children’s perspective and abilities.

o The second group of theorists views friendship as a dynamic social re-
lationship that serves a number of specific functions in the children’s
social and emotional environments.

o Researchers tend to focus on friendship as a type of social relati-
onship with specific behavioural characteristics and criteria (Corsa-
ro, 1994).

The process of internalisation is significantly determined both by the teacher’s
approach and by the level of conception of friendship from the perspective of the
pupils themselves.

RESEARCH DESIGN

The aim of our qualitative research was to find out how pupils of a younger
school age perceive the concept of friendship, what they imagine it to mean in the
context of satisfying their own needs and developing their own personal identity.
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Research Sample

Seventy-five pupils attending a primary school in Olomouc (Czech Republic)
were the research respondents. Girls were numerically predominant, making up
more than half of the group (54.7%, i.e. 41 pupils). Thus, boys made up less than
half of the group of pupils surveyed (45.3%, i.e. 34 pupils). According to age, the
research sample was evenly distributed across years 1, 3, and 5 with 25 pupils each.

CHarr 1. Gender profile of the pupil group

Research Methods

TasLE 1. Gender profile of the
Gender proﬁle pupil group by count
Gender N %
Boys 34 453
Girls 41 54.7
Total 75 100.00
34
41
Boys 1 Girls

A structured interview was conducted with the respondents using a self-con-
structed set ofquestions (12 in total). The topic area covered by the research can

be divided into two parts:

o The importance of friendship for the pupil
o The pupil’s position in friendship relationships

In this paper, we focused on the interpretation of the results of the first part.

Despite the fact that the research has the features of a qualitative survey, it was
a structured interview, and we were able to quantify the data given the number of
the respondents’ responses. Thus, we proceeded with this evaluation strategy and
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also evaluated their significance within the data.

The original response categories and their coding were modified for statistical
processing and simplified in many places. This was due to the high variability of
possible responses (or response categories). The pupils made extensive use of the
option to respond with a combination of multiple statements arranged in a row (a
combination of statements marked as ““+” in the data); at other times, responses to
one question from one pupil consisted of one statement only.

For this reason, the following rules were introduced to group the original res-
ponse categories into larger units. The greatest relevance was always given to
the first statement (within the pupil’s response to a given question) given by the
respondent, whether it was followed by other statements or whether this statement
was given first and only. The second statement in the order (within the response
to one question) was considered in terms of transcoding as follows. If an identi-
cal second statement was present in multiple (original) response categories for a
given question, a separate response category was created that contained the first
plus the second statement (and any additional statements/combinations).

The second rule was to group the original categories according to the similarity
of their meaning, especially when there were multiple variations of the original
categories but with very similar meanings.

Response categories that were more specific and/or could not be assigned to
other newly created response categories were included in the category “combina-
tions and others” (or “other”, “probably yes and others”, “material and others”).
The original category “no response/don’t know” was retained and remained as a
separate category even after recoding. Where relevant, a separate category was
also introduced for different types of negations, e.g. “no one”, “for no one”, “not-
hing”, etc. (except for the supplementary question where the response “nothing”
was categorised as “material and other”).

After recoding the response categories, new categories were created on this
principle, in which the original categories were grouped. Responses to each que-
stion are now grouped into five categories, but there are also four or three respon-
se categories for one question. Subsequently, the original data set was modified
by recoding according to the new legend. This added 12 new columns where
response categories already occur after recoding, and on this basis, the data set
was statistically evaluated.

Responses to the questions could be tracked by gender. Differences were tested
using the chi-square test at a significance level of 5%. If the condition for using
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this test was not met, the refined Fisher’s exact test was used (Hindls, Hronova,
Seger, Fischer, 2006).

Differences by gender in the responses to Question 1 were not significant and
were not statistically significant according to the chi-square test at a 5% signifi-
cance level (*(3; N=70) = 0.48, p = 0.923).

ANALYSIS AND INTERPRETATION OF RESEARCH DATA

What is friendship?

Responses to the question of what friendship means to pupils were varied. This
is reflected in the category of “other” responses, which accounted for almost two-
thirds of all responses (45 pupils, 60% of the pupils). The pupils responded that they
thought friendship was a “good thing”, “when someone hugs you”, “a bond with a
person”, “fun”, etc. The second most frequent response (21.3%, i.e. 16 pupils) was
that friendship represents “people who help each other”, or other pupils’ ideas about
the concept of friendship were added to this statement (a combination of respon-
ses). Eleven respondents (14.7% of the whole group) expressed that friendship for
them represented “playing with a friend”, or that it was “people who play together”
(again with possible addition of other statements of what the concept of friendship
means for the pupils). There were three pupils (4%) who did not respond to the

fourth question, or who could have been those who did not know how to respond.

TaBLE 2. What is friendship by count

What is friendship?
4. What is friendship? N %

3 Playing with a friend 1 14.7
(+ combinations) '

16

People who help each 16 213
45 other (+ combinations) :
Other 45 60.0
M Playing with a friend (+ combinations) No response 3 4.0
(don’t know) ’
People who help each other (+ combinations)
Total 75 100.0

Other

No response/don’t know

CHART 2. What is friendship
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Differences by gender in responses to the question were moderate, with boys
more likely to respond “playing” or “helping” and girls more likely to give other
reasons. However, according to the chi-square test at a 5% significance level, the
differences were not statistically significant (3*(2; N =72) = 3.28, p = 0.194).

TasLE 3. What is friendship by statistical value

What is friendship? Girls Boys P-value*
Playing with a friend (+ combinations) 4(10.3%) 7 (21.2%)

People who help each other (+ combinations) 7 (17.9%) 9(27.3%) 0.194
Other 28 (71.8%) | 17 (51.5%)

Total 39 (100%) | 33 (100%)

*Chi-square test

Who are some of your friends?

By far the largest group of responses was that the pupils’ friends include children
“from class/kindergarten”, or the pupils added other variations to this statement
(e.g. “friends from class + parents + teacher”, etc.). More than two-thirds of all
pupils (66.7%, i.e. 50 pupils) responded in this way. Other combinations of res-
ponses and other uncategorised responses (e.g. “daddy + classmates”, “everyone”,
etc.) accounted for thirteen respondents, representing 17.3% of all pupils. A sli-
ghtly smaller number of pupils (11 in total, i.e. 14.7%) agreed that their friends
included children “from class and clubs”. Alternatively, the pupils added other pe-
ople or relationships to this response option (e.g. “classmates + friends from clubs

+ pets + daddy”, etc.). One pupil (1.3%) stated that their friends included “no one”.

Who are some of your friends?

1 B From class + clubs

(+ combinations)

13 From class/kindergarten
(+ combinations)
Combinations and others

50
No one

CHART 3. Who are some of your friends
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TaBLE 4. Who are some of your friends by count

Who are some of your friends? N %
From class + clubs (+ combinations) 11 14.7
From class/kindergarten (+ combinations) 50 66.7
Combinations and others 13 17.3
No one 1 1.3
Total 75 100.0

Differences by gender in responses to the question were moderate, with boys
more likely to respond “from class + clubs” and girls more likely to state “from
class and kindergarten”. One boy stated that he had “no one”. However, according
to Fisher’s exact test at a 5% significance level, the differences were not statisti-
cally significant (Fisher(N=75) = 1.817, p = 0.704).

TaBLE 5. Who are some of your friends by statistical value

Who are some of your friends? Girls Boys P-value*
From class + clubs (+ combinations) 5(12.2%) 6 (17.6%)

From class/kindergarten (+ combinations) 29 (70.7%) 21 (61.8%) 0.704
Combinations and others 7(17.1%) 6 (17.6%)

No one 0 (0%) 1(2.9%)

Total 41 (100%) 34 (100%)

*Fisher’s exact test

Why do you consider them friends?

Responses to this question were quite varied, as evidenced by the largest group
of responses being “combinations and others” (28 pupils, i.e. 37.3%). Among
the pupils’ statements as to why they considered the people in question as their
friends, we find, for example, the following statements: “we have a lot of fun”,
“we don’t hurt each other”, “good hairstyle”, etc. Around one-third of all pupils
(33.3%, i.e. 25 pupils) stated that the reason was “playing together”, or they added
another statement to this response (e.g. “playing together + they are nice/kind to
me”). Thus, playing together as a reason for being friends was given quite often
by the pupils. Ten pupils (13.3%) responded that “they have known their friends
for a long time/since kindergarten”, or added further reasons (e.g. “they have
known each other for a long time/since kindergarten + they are nice/kind to me
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+ playing together”). The same number of responses (10 pupils, i.e. 13.3%) was
also given for the statement “we do things together” and other reasons attached
to it (e.g. “we do things together + they help me + they are nice/kind to me”). In
terms of meaning, the response “we do things together” can probably be loosely
related to the response “playing together”. Two pupils (2.7%) did not respond to
the question or did not know how to respond.

TaBLE 6. Why do you consider them friends by
Why do you consider them count
friends? 6. Why 'do you consider N %
them friends?
They have known each
other for a long time/
since kindergarten 10 133
28 (+ combinations)
We do things together
(+ combinations) 10 133
2 Playi h
aying together
(+ combinations) 2 33
= They have known each other for a long Combinati d
time/since kindergarten (+ combinations) ombinations an
others* 28 37.3
We do things together + combinations No response/don’t know 2 2.7
Total 75 100.0
Playing together (+ combinations)
Combinations and others*
= No response/don’t know

CHArT 4. Why do you consider them friends

* After recoding, the response option “they help me + they know each other for a long time/since
kindergarten” was included in the category “combinations and others”.

Differences by gender in responses to the question were moderate, with girls
more likely to respond “they have known each other for a long time”, and boys
more likely to respond that “they do things together”. However, according to
Fisher’s exact test at a 5% significance level, the differences were not statistically
significant (Fisher (N =73) =5.572, p = 0.134).
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Table 7. Why do you consider them friends by statistical value

6. Why do you consider them friends? Girls Boys P-value*

They have known each other for a long
time/since kindergarten 9 (22%) 1(3.1%)
(+ combinations)

We do things together

0, 0,
(+ combinations) 5 (12.2%) 5 (15.6%) 0.134
Playing together 0 0
(+ combinations) 13 31.7%) 12 (37.5%)
Combinations and other 14 (34.1%) 14 (43.8%)
Total 41 (100%) 32 (100%)

*Fisher’s exact test

What do you like about your friends?

Responses to this question were often varied, as suggested by the 36% occu-
rrence of the “other” response category. Among the responses of a total of 27
pupils, it can be found, for example, that they like “everything” about their fri-
ends, or that they are “funny + have the same hairstyle” or “they are cool”, etc.
The second most frequent response (24%, i.e. 18 pupils) was that pupils like how
“nice/kind” their friends are, or give other reasons for this (e.g. “nice/kind + we
get along”). A slightly smaller number of pupils (20%, i.e. 15 pupils) said that
they liked “doing things together/playing together” about their friends, or ad-
ded other reasons (e.g. “doing things together + supportive”, etc.). Furthermore,
responses indicating that pupils like their friends, that they are “helpful”, or that
they give other reasons for this (e.g. “helpful + doing things together + funny”,
etc.) had a lower representation (14.7%, i.e. 11 pupils). Compared to the number
of response options within the category “combinations and others”, there is a fa-
irly strong representation of “helpful” responses (sometimes with combinations
of other reasons).
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friends?

27

11

m Doing things/playing together
(+combinations)

Nice/kind (+ combinations)
Helpful (+ combinations)
Combinations and others*

B No response/ don’t know

What do you like about your

18

CHarT.5. What do you like about your friends

TasLE 8. What do you like about your friends

by count
8. What do you like N %
about your friends? °
Doing things together/playing 15 | 200
together (+ combinations) ’
Nice/kind
(+ combinations) 18 1 24.0
Helpful
(+ combinations) 1) 147
Combinations and others* 27 | 36.0
No response/don’t know 4 53
Total 75 | 100.0

* After recoding, the category “combinations and others” included, for example, the options “they

are cool” or “they like me”.

Differences by gender in responses to the question were moderate, with girls more

likely to respond “nice/kind” and boys more likely to respond “doing things together”

and “helpful”. However, according to the chi-square test at a 5% significance level,
the differences were not statistically significant (3*(3; N ="71) =4.685, p = 0.196).

Table 9. What do you like about your friends by statistical value

8. What do you like about your friends? Girls Boys P-value*
Doing thipgs together/playing together (+ 7 (17.5%) 8 (25.8%)

combinations)

Nice/kind (+ combinations) 14 (35%) 4 (12.9%) 0.196
Helpful (+ combinations) 5 (12.5%) 6 (19.4%)

Combinations and others 14 (35%) 13 (41.9%)

Total 40 (100%) 31 (100%)

*Chi-square test
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Would you like to be like them? Why?

Responses to the question of whether the pupils would like to be like their fri-
ends were so varied that it was only possible to classify them into three main cate-
gories, namely “yes”, “no” and “other”. More than half of the pupils said that they
did not want to be like their friends. This represented 40 pupils (53.3%). Among
the responses that emerged, we mention the following: “no, they are spoiled” or
“no, because my friends don’t like sports”. A response evidencing the self-cons-
ciousness of the pupil in question also emerged: “no, because I want to be me”, as
well as practical-sounding reasons: “no, if we played hide and seek then everyone
would be hiding, even the one who counts” and “no, then we would have the same
characters in games”.

A third of the pupils (32%, 24 pupils) said they wanted to be like their friends.
The reasons expressed included: “yes, because he/she wants to be able to do what
they do”, “yes, they are nice + good-looking” or “yes, he/she has nice hair/hat”, etc.

Eleven respondents (14.7%) responded to the question in a different way, na-

mely “sometimes yes, sometimes no”, “rather no” or, for example, one pupil sta-
ted “no, because he/she has diabetes, but in character yes”.

TasLE 10. Would you like to be like

Would you like to be like them and why by count
them? 10. Would you like to N | %

be like them? Why?
Yes 24 | 32.0

11 No 40 | 53.3
Other 11 | 147
Total 75 | 100.0

40

®mYes No @ Other

CHART 6. Would you like to be like them and why
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Differences by gender in responses to the question were very moderate, with
girls slightly more likely to say “yes” and boys slightly more likely to say “no”.
However, according to the chi-square test at a 5% significance level, the differen-
ces were not statistically significant (y*(2; N = 75) = 0.206, p = 0.902).

TasLE 11. Would you like to be like them and why by statistical value

10. Would you like to be like them? Why? Girls Boys P-value*
Yes 14 (34.1%) 10 (29.4%)

No 21 (51.2%) 19 (55.9%) 0.902
Other 6 (14.6%) 5 (14.7%)

Total 41 (100%) 34 (100%)

*Chi-square test

RESEARCH RESULTS

Already at pre-school age, children are able to establish relationships with their
peers, although various factors contribute to this, e.g. meeting with other famili-
es, attending clubs together, etc. The emergence of the need for this relationship
is a signal of a certain degree of maturity of the child. Peer relationships in pre-
school are usually symmetrical — both peers are equal, have similar competencies
and status. Psychologically significant is especially the conformity in the area
of external signs and manifestations, and the need for sharing activities is inten-
sified in children. At a younger school age, relationships with peers are further
developed. At first, the need for self-benefit emerges, but in the second period
of the first stage of primary school, this need develops towards mutual sharing.
The psychological statement about the aspect of friendship from the perspective
of the younger school-age pupil was completely confirmed. The participants cle-
arly confirmed the commonly known and established criteria for choosing their
friends. Important criteria at this age include association with a specific person
or people from the peer circle, their joint sharing in various activities (most often
playing games), pleasant appearance and positive behaviour, or having various
things that children like or have in common. The investigation showed that at this
age, no handicap of the child determines the choice of a friend, and children are
not subject to social prejudices. At this age, it is important for the child to satisfy
his/her own needs, and in friendship, he/she emphasises congruence in the area

260



21 (1) 2026. D. PROVAZKOVA STOLINSKA, M. Raskova, E. Ozyurt: My Friends: The View of...

of needs and interests. An important role here is played by the teacher and his/her
equal approach to children and pupils. On the contrary, if a disabled friend needs
help, pupils are very happy to help.

CONCLUSION

In the paper, we wanted to emphasise the importance of friendship for the
child’s life. It is a challenging, but very important phenomenon that needs to be
developed and promoted in pupils because it determines the quality of their li-
ves. We have outlined the starting points of what the level of friendship is from
the perspective of developmental psychology, but also the trends in educational
policy. The latter sets the creation of conditions for internalization as one of its
strategic goals.

Our research efforts were stimulated by interest in finding out the current view
of participants (primary school pupils) on this element. The results of the structu-
red interviews revealed a clear idea of who a friend is and why, as well as an idea
of one’s own identity in the context of friendship. The results obtained broaden
our research base, as we first followed the development of friendship according
to age categories, then the meaning of friendship, and we are currently evaluating
the data on the pupils’ position in friendly relationships. We aim to structure a
view of primary school pupils’ life and emotional ties based on empirical data.
We consider this particularly important for teachers who have to optimise the con-
ditions in the social environment for quality emotional growth and development
among pupils.
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MoJ1 PRIJATELJI: POGLED UCENIKA OSNOVNE SKOLE NA
FENOMEN PRIJATELJSTVA

SAZETAK

Prijateljstvo je vazan dio Zivota svake osobe, kako odrasle KLIJUCNE RUECK:

tako i djeteta. Roditelji su zabrinuti ako njihovo dijete jednake moguénosti u obrazovanju,
nema prijatelja, adolescenti su nesretni ako nemaju pri- prijateljstvo, internalizacija, ISCED
jatelje, a opcenito se moze reci da su ljudi koji imaju pri- 1, istrazivanje

jatelje zadovoljniji svojim zivotom. U tom kontekstu uloga
Skole jest stvarati optimalne uvjete za internalizaciju, soci-
jalizaciju i personalizaciju.

Prijateljstvo se pocinje oblikovati ve¢ u predskolskoj dobi,
no dinamicno se razvija tijekom mlade Skolske dobi, uzi-
majuéi u obzir razvojne specifi¢nosti. Upravo smo se na
to usredotocili u naSem istrazivanju. Proveli smo struk-
turirane intervjue s ucenicima kojima su obuhvacene dvije
razine — znacenje prijateljstva za ucenika i polozaj uceni-
ka u prijateljskim odnosima. U radu predstavljamo pers-
pektivu ucenika osnovne $kole o tome §to im prijateljstvo
znadi.

* Rad je podrzan u okviru projekta Children's Life and Teacher-Parent Collaboration, br. 1IGA
PdF_2024 021 (hrv. Zivot djece i suradnja ucitelja i roditelja) &ija je glavna istrazivadica izv. prof. dr.
sc. Dominika Provazkova Stolinska.
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