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Introduction

Becoming a professional musician of music in Croatia involves attending at
least fifteen years of attending primary and secondary music schools and acade-
mies. Theoretical music subjects are taught at all levels of music education. Solfeg-
gio (ear/aural training) and music theory are present in primary music school.
In secondary music school, solfeggio is also taught, along with harmony, piano
harmony, counterpoint, musical forms, history of music, reading sheet music and
conducting. As for higher music education, students have most of the above sub-
jects, regardless of their studies. Solfeggio is a subject in which intonation and
rhythmic knowledge and skills are acquired, enabling those who have adopted
them to understand musical structure. On the one hand, this means knowing
how to write down auditorily presented or independently created music and, on
the other hand, mentally converting musical notation into sound (Rojko 2012).
Harmony studies the phenomenon of combining notes in music (Chan et al. 2019).
Counterpoint teaches the compositional technique of leading two or more sepa-
rate melodic lines. Musical Forms refers to the organisation and structure of a
musical work (Lee 2021). They help one learn the forming and shaping of a piece
of music, thereby contributing to an understanding of musical structure. History
of Music introduces students to the history of music in the sequence of musical
and stylistic periods and develops the culture of listening to music. Reading Sheet
Music encourages the skilful reading and playing of vocal and instrumental scores
on the piano as well as mastering the ways of notating musical pieces for a choir,
an instrumental ensemble or an orchestra. Finally, Conducting introduces stu-
dents to conducting and working with an ensemble.

The primary purpose of theoretical music subjects is to improve the under-
standing of music and help with learning, memorising and interpreting music.
For the most successful mastering of musical phenomena and concepts acquired
via theoretical musical disciplines, it is necessary to understand the nature and
function of the fields themselves as well as know teaching methods, strategies
and content. For the reasons mentioned above, teachers of theoretical music sub-
jects must acquire and develop professional and pedagogical competences. There-
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fore, teacher competences have recently been the subject of education research
(Blazevié 2013, 2014; Bogunovi¢ and Stanisié¢ 2013; Brust Nemet and Velki 2016;
Dimitrov 2022; Goodman et al. 2008; Kunter et al. 2013; Sudzilovski and Vasili-
jevié 2020; Tannenbaum and Rosenfeld 1994). A teacher’s knowledge and skills,
experience and education are increasingly recognised as crucial factors for devel-
oping student achievements and maintaining a quality education system.

Pedagogical competences

Pedagogical competences are a prerequisite for successfully implementing
the educational process (Brust Nemet 2013). These competences represent the
professional authority of a high professional level in terms of quality pedagogical
education and teacher training (Mijatovié 2000). A competent pedagogical teacher
has control over his or her pedagogical activities and cherishes his or her rela-
tionship with students and parents (Milanovi¢ et al. 2000). According to Jurcié,
pedagogical competence can be classified into eight dimensions: personal, commu-
nicative, analytical (reflexive), social, emotional, intercultural, developmental and
problem-solving skills (Jurcié¢ 2014).

The development of personal competences is one of the essential tasks of
teachers precisely because a teacher’s characteristics and attitudes towards stu-
dents and others are an indispensable part of the educational process (Markus
2010). Personal competences include mental and physical health, values and good
mental abilities (Ilanlou and Zand 2011). Furthermore, numerous experimental
studies have shown that teachers’ unique characteristics influence effective learn-
ing and that social features are even more desirable than academic knowledge
(Teachout 1997). Davidson et al.’s (1995/1996) research found that students per-
ceived teachers who treated them pleasantly as professionally satisfactory. Having
good communication skills is a crucial competence a teacher should possess. It is
a foundation for successful social relations and cooperation and a prerequisite
for respect in a classroom environment. In addition to a teacher using voice and
words, he or she uses eye contact, sign language, touch (Selvi 2010), body lan-
guage, intonation and speech rhythm (Neill and Caswell 2005). Therefore, recog-
nising the aforementioned verbal and non-verbal communication dimensions is
critical for successful teaching and establishing quality relationships in a school
environment.

Furthermore, educational work is constantly subject to reflection (i.e., an
assessment of his or her activity). Therefore, increasing the quality of education
and instruction based on thought also gives a teacher a sense of satisfaction (Pol-
lard et al. 2005). For this reason, creating the conditions for reflection in action
by training teaching staff will significantly affect the improvement of educational
practice (Schén 1987).

In addition to the teaching profession’s cognitive challenges, one should rec-
ognise that teaching is socially and emotionally demanding (Jennings and Green-
berg 2009). According to Frey (2004), social competence refers to areas of ability
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that, according to an immediate situation and task, enable a person, primarily in
cooperation with others, to reach a set goal responsibly. Emotional competence is
the ability to validly reason with emotions and use emotions to enhance a thought
(Mayer 2004). Along with the competences above, developing intercultural com-
petence in globalisation seems to be an essential prerequisite for creating success-
ful relationships and communication. Therefore, in a school environment, it is
critical to emphasise the complexity of developing intercultural competences in
teacher training (Sabli¢ 2011).

Furthermore, an interculturally sensitive school considers the fundamental
stimulation of awareness (Spaji¢-Vrkas 2004). The visions and missions of the
teaching profession are also based on teachers’ developmental competence (Jurcié
2014). Therefore, the teaching vocation is specific compared to other professions
because teachers must continuously improve their competences to develop them
in students. Problem-solving skills are also related to the dimensions of pedagog-
ical competence. They refer to teachers’ actions in complex teaching situations. A
teacher’s task is to direct students in solving problems and leading them to posi-
tive strategies for dealing with difficulties (Juréié 2014).

Music teachers’ pedagogical competences are specific compared to other
teachers’ competences. A music teacher is a character who performs a function in
a class that other teachers do not have to do. If didactic materials and visual aids
are used for other teaching subjects, a music culture teacher is the visual aid. He
or she is the living presence of the studied subject — he or she is its performer, its
conductor (Dimitrov 2022).

Music teachers can expose students to a wide range of experiences within a
classroom, whether performing, listening, composing or extracurricular activities.
As Robinson (2018) pointed out, connecting with a classroom and extracurricular
activities can be a powerful channel that strengthens relational skills and pro-
vides avenues for empowerment. This connection, however, depends on a wide
range of competences. The competences of teachers of theoretical music subjects
are particular, considering the nature of the subjects themselves. The student-
teacher relationship is characteristic: teaching takes place in small groups, which
is atypical for regular elementary and secondary school classes; thus, individual-
isation is possible. Accordingly, the quality of communication with students and
motivation to work is at a high level, which contributes to the success of the edu-
cational process.

Generally, teachers of theoretical music subjects in Croatia graduate from
music theory and music pedagogy studies. During their studies, they also study
pedagogical subjects in which they acquire pedagogical competences. In music
theory and music pedagogy study programmes, students mostly have similar pro-
fessional subjects, pedagogical-psychological subjects and even the course timeta-
ble. However, according to output competences, theoreticians are more qualified
to work than music pedagogues. In primary and secondary music schools, they can
teach all theoretical music subjects, but music pedagogues can teach only solfeg-
gio and music theory in primary music schools. Although they can also work in
secondary music schools as professors of theoretical music subjects, this is usually
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done by theorists. Concerning the mentioned issue of teachers’ competence in
theoretical music subjects, in this research several questions arose: Do teachers
consider themselves pedagogically competent enough? Are there significant differ-
ences in teacher competences concerning completed education and field of study?

Research goal

This current research aimed to determine the pedagogical competences of
teachers of theoretical music subjects in primary and secondary music schools.

Research problems and hypotheses

Teachers of theoretical music subjects face problems related mainly to study
programmes and output competences. Music theory and music pedagogy/music
culture! students study almost the same vocational and pedagogical-psychological
subjects. Still, music theory students can teach all theoretical music subjects in
primary and secondary music schools.? In contrast, music pedagogy/music culture
students are limited to solfeggio and an elective music theory course in primary
music school. Also, both share an insufficient hourly courseload of pedagogical
subjects and practice.

For the stated reasons and the set goals of this research, the authors devised
four hypotheses:

—  H1: There is a significant statistical difference in assessing pedagogical com-
petences between teachers with a degree in music pedagogy and music cul-
ture compared to teachers with a degree in music theory.

—  H2: There is a significant statistical difference in evaluating the student—
teacher relationship between teachers with a degree in music pedagogy and
music culture and teachers with a degree in music theory.

—  H3: There is a significant statistical difference in assessing the lack of skills
in work between teachers with a degree in music pedagogy and music culture
compared to teachers with a degree in music theory.

—  H4: There is a significant statistical difference in the expression of positive
attitudes towards study between teachers with a degree in music pedagogy
and music culture compared to teachers with a degree in music theory.

1 Teachers with a degree in music pedagogy and music culture were placed in one group,
considering that the study of music pedagogy is identical to the study of music culture.

2 The above is legally prescribed in the following rulebooks: 1) Pravilnik o odgovarajucoj vrsti
obrazovanja ucitelja i strucnih suradnika u osnovnoj skoli. [Rulebook on the appropriate type of educa-
tion for teachers and professional associates in primary schools]. (2019). Zagreb: Ministarstvo znanosti
i obrazovanja, and 2) Pravilnik o struc¢noj spremi i pedagosko-psiholoskom obrazovanju nastavnika
u srednjem Skolstvu. [Rulebook on professional training and pedagogical-psychological education of
teachers in secondary education]. (1996). Zagreb: Ministarstvo znanosti, obrazovanja i Sporta.
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Methods
Research method
This research was conducted as non-experimental research, given that it

aimed to learn about educational reality (Muzié¢ 2004). It was also a cross-sectional
study because it analysed data at a specific point in time (Milas 2009).

Number (%) of Participants
(N =101)
Gender
Women 72 (71.3)
Men 29 (28.7)
Education Level
Completed Secondary Education 1(1.0)
Secondary Vocational Qualification 1(1.0)
Higher Vocational Education 98 (98.0)
Doctor of Science 1(1.0)
Years of Work Experience
0-10 45 (44.6)
11-20 22 (21.8)
> 20 34 (33.7)
Educational Institution
Academy of Music 79 (78.2)
Academy of Arts 16 (15.8)
Music Culture (Faculty of Education) 6 (5.9)
Study Programme
Music Theory 42 (41.6)
Music Pedagogy and Music Culture 38 (37.6)
Other 21 (20.8)

Table 1: Respondents’ general characteristics

Sample

One hundred-one teachers of theoretical music subjects from 24 primary and
secondary music schools from seventeen counties participated. As a form of col-
lecting data, the authors used random sampling.

The most significant number of participants were solfeggio teachers since
solfeggio is taught in primary and secondary music schools. Choir and the pre-
school programme (kindergarten) are taught in primary music schools. All the
other subjects are taught only in secondary music schools. Since there are fewer
secondary music schools than primary music schools, the number of teachers par-
ticipating in this research is significantly lower.



152 Sodobna pedagogika/Journal of Contemporary Educational Studies Barié, Sulenti¢ Begié

The research respondents’ general characteristics concerning gender, edu-
cation level, years of work experience, professional qualifications and studies are
shown in more detail in Table 1. Regarding subjects taught by the respondents,
teachers mainly teach solfeggio (92.1%), harmony (42.6%), then counterpoint
(32.7%), choir (27.7%) and piano harmony (26.7%). reading sheet music is taught
by 16.8% of teachers, history of music by 15.8%, musical forms by 13.9%, conduct-
ing by 11.9% and only 5.9% by a preschool programme (kindergarten). A total of
10.9% of the teachers also taught something else.

Data collection and instruments

This research occurred during the second semester of the 2018/2019 school
year. The research instrument was an anonymous survey questionnaire that sur-
veyed teachers’ self-assessments of their pedagogical competences. The authors
applied a teacher questionnaire from a project called Self-Evaluation of Schools,
which was conducted in Croatia in 2003 and 2004. The teachers presented their
views on their previous education (i.e., completed studies, competences and rela-
tionships with students).

The questionnaire consisted of four parts. The first part related to sociode-
mographic data, teachers’ current teaching subjects and the pedagogical-psycho-
logical subjects they attended during their studies. In the other three parts of the
questionnaire, the teachers responded to 37 statements related to the student-
teacher relationship, previous education and competences. The teachers were
evaluated using a 5-point Likert scale: 1, the worst assessment, up to 5, the best
assessment, and a 5-point Likert scale, with 1, never, up to 5, always.

Data analysis

Absolute and relative frequencies represent categorical data. Numerical data
are described by the arithmetic mean and standard deviation in distributions that
follow the normal range and, in other cases, by the median and the limits of the
interquartile range. Differences in normally distributed numerical variables be-
tween the three independent groups (years of work experience, educational insti-
tution and study programme) were tested by analysis of variance (ANOVA) and,
in the case of deviation from the normal distribution, by the Kruskal-Wallis test.

The association of numerical variables was assessed depending on whether
it met the normal distribution criteria, the Pearson correlation coefficient or the
Spearman’s rank correlation coefficient. The significance level was denoted by p =
0.05. Factor analysis enabled the formation of four scales that showed highly satis-
factory internal consistency reliability coefficients (Cronbach’s alpha). These are
the scales: pedagogical competences, student—teacher relationship, lack of skills
and attitude towards study. The authors used IBM SPSS Statistics Version 20 for
the statistical analysis.

In the following sections, the authors present the four scales.
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Pedagogical competences

— For the pedagogical competences scale, the teachers responded to the follow-
ing statements:

— T 'have the competence to create a curriculum for my subjects.

— I have pedagogical competences.

— I have social competences for my academic work at school.

— I have emotional competences for my academic work at school.

— I am critical of my work.

— I have the competence to work with students.

— I am delighted with the teaching profession.

— I feel confident when I teach.

— I feel competent interacting with students’ parents.

N Mean X 2 p*
Rank

Years of Work Experience

0-10 45 35.73

11-20 22 65.79 25.107 .000

> 20 34 64.20

Educational Institution

Academy of Music 79 51.54

Academy of Arts 16 47.67 .338 .845

Music Culture (Faculty of Education) 6 54.60

Study Programme

Music Theory 42 58.49

Music Pedagogy and Music Culture 38 47.00 4.738 .094

Other 21 43.74
Table 2: Pedagogical competences concerning years of work experience, educational institutions and
study programmes

*Kruskal-Wallis test

The results indicated that the teachers differed in assessing their pedagogi-
cal competences according to years of work experience. At the same time, teach-
ers working between eleven and twenty years and those working for more than
twenty years rated their pedagogical competence significantly higher compared to
teachers who have been working for up to ten years. However, there were no sta-
tistically significant differences in pedagogical competences related to educational
institutions and study programmes. There was a trend in which music academy
teachers rated their pedagogical competence somewhat higher than music theory
teachers. Still, these differences were not statistically significant (see Table 2).

The results showed that teachers with more years of work experience felt
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more pedagogically competent than teachers who had just started teaching, which
is to be expected. In comparison with Brust Nemet and Velki’s (2016) research on
primary school teachers, our results were similar, which show that the more years
of experience teachers have, the more professionally they assess themselves.

The teachers rated the listed competences, such as creating a teaching curric-
ulum, pedagogical, social and emotional competences and working with students
and parents significantly higher, thus showing a desire for constant development
in a professional and personal sense. Furthermore, when one considers the critical
attitude towards work, security in performing as a teacher and satisfaction with
the teaching profession, there is an evident desire to perfect and improve one’s
abilities.

Kunter et al.’s (2013) research also showed that teachers’ knowledge of
pedagogical content, enthusiasm for teaching, and self-regulation skills positive-
ly affect teaching quality and student results. The last part, related to satisfac-
tion with the teaching profession, should be considered highly positive because
it means that teachers’ concern about the quality of educational work increases
with years of work experience. This is precisely the prerequisite for the success of
the educational system.

Among the respondents, there were no differences in educational institu-
tions and study programmes. However, as stated earlier, music theory teachers
and teachers who graduated from a music academy rated their pedagogical compe-
tence somewhat higher. However, in terms of statistical significance, this was not
considered significant. Therefore, we could not accept H1: There is a significant
statistical difference in assessing pedagogical competences between teachers with a
degree in music pedagogy and music culture compared to teachers with a degree in
music theory. Furthermore, exploring the study programmes of music theory and
music pedagogy students, it is evident that they have almost the same pedagogi-
cal-psychological subjects and even identical lessons plan.
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Statement Factor Load
8.3. I have the competence to create a curriculum for my subjects. .813
8.4. I have pedagogical competences. 774
8.5. I have social competences for my academic work at school. .828
8.6. I have emotional competences for my academic work at school. 758
8.8. I am critical of my work. .568
11.1. I have the competence to work with students. 435
11.20. I am delighted with the teaching profession. 532
11.21. I feel confident when I when I teach. 494
11.23. I feel competent interacting with students parents. 753
Cronbach‘s alpha 792

Table 3: Factor structure of the pedagogical competences scale and the corresponding Cronbach’s a

(N =101)

Particles 8.3., 8.4., 8.5, 8.6., 8.8., 11.1., 11.20., 11.21. and 11.23. saturate
the pedagogical competences factor. The highest saturation of the first factor is
the particle: I have social competences for my academic work at school. The Cron-

bach’s alpha for this scale is .792.

Student-teacher relationship

For the student-teacher relationship scale, the teachers responded to the

following statements:
— Tam equally motivated to work with each class/student.
— I try to support students.
— I believe that I treat my students well.

— I am interested in how my behaviour will affect the relationship between

students and me.
— I believe that all my actions are for my students’ good.
— Quality communication with students is essential to me.
— Irecognise and adapt to students’ individual differences.
— Students’ satisfaction with my teaching is essential to me.
— Working with students is a pleasure for me.
— I am objective when evaluating.
— T explain grades to students.

— In addition to a numerical grade, I take notes to monitor students’ activities.
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N Mean X2 P*
Rank
Years of Work Experience
0-10 45 41.31
11-20 22 58.30 8.947 011
> 20 34 59.10
Educational Institution
Academy of Music 79 50.15
Academy of Arts 16 61.53 4.162 125
Music Culture (Faculty of Education) 6 34.08
Study Programme
Music Theory 42 57.81
Nk Pl S L
Other 21 41.52

Table 4: Student-teacher relationship concerning years of work experience, educational institutions
and study programmes
*Kruskal-Wallis test

The results showed that teachers differ statistically significantly in their as-
sessment of the student-teacher relationship according to years of work expe-
rience. For example, teachers between 11 and 20 years of work experience and
those who have worked for more than twenty years evaluate the student-teacher
relationship as significantly better than teachers who have worked for up to ten
years (x2 = 8.947; df = 2.0; p = .011). However, concerning educational institu-
tions and study programmes, there were no statistically significant differences in
the student-teacher relationship (see Table 4).

Almost the same results as in the pedagogical competence scale indicate that,
as expected, there is an upward trend in developing a quality student-teacher
relationship with seniority. Also, it can be considered positive that teachers with
many years of work experience adapt to students’ differences and are equally mo-
tivated for all students. They strive to support them, maintain quality commu-
nication with them, and care about how their behaviours will affect each other’s
relationships. Also, teachers believe that they treat their students well and that
their actions are for the students’ benefit, proving that they are confident in their
work and performance with students.

Likewise, satisfaction in working with students and the importance of stu-
dent satisfaction with teaching are indicators of the development of teachers’ com-
petences and acquired interpersonal and intrapersonal skills. Research among
teachers of music and public schools has shown that the attitude, approach, effort
and human quality they invest in communicating with students are essential to
teachers and even more important than teaching methods. Therefore, the teach-
ers highlighted relevant personal competences, such as personal, motivational
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and social-psychological, as more important than professional knowledge (Bo-
gunovié and Stanisi¢ 2013). Furthermore, from the research by Blazevié (2013,
2014) among elementary school teachers, it could be seen that teachers find the
importance of communication and interaction as a critical component of today’s
educational process and their role in it as teachers.

There were no significant differences between educational institutions and
study programmes. Therefore, we could not accept H2: There is a significant sta-
tistical difference in evaluating the student—teacher relationship between teachers
with a degree in music pedagogy and music culture and teachers with a degree in
music theory.

Statement Factor Load
11.2. I am equally motivated to work with each class/student. .586
11.3. I try to support students. .666
11.5. I believe that I treat my students well. .452
11.6. I am interested in how my behaviour will affect the relationship between .576
the students and me.

11.7. I believe that all my actions are for the good of my students. 452
11.8. Quality communication with students is essential to me. .669
11.10. I recognise and adapt to the individual differences of students. .688
11.11. Students’ satisfaction with my teaching is essential to me .569
11.12. Working with students is a pleasure for me. 524
11.16. I am objective when evaluating. .541
11.17. I explain grades to students. 496
11.18. In addition to the numerical grade, I take notes to monitor a student‘s .604
activities.

Cronbach‘s alpha 798

Table 5: Factorial structure of the student-teacher relationship scale and the corresponding Cron-
bach’s a (N = 101)

Particles 11.2., 11.3., 11.5., 11.6., 11.7., 11.8,, 11.10., 11.11., 11.12,, 11.16.,
11.17. and 11.18. saturated the factor of the student-teacher relationship. Parti-
cle number 11.8 had the highest saturation; with the third factor, I recognise and
adapt to the individual differences of students. The Cronbach’s alpha for this scale
is .798.
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Lack of skills

Regarding the lack of skills scale, the teachers responded to the following
statements:
— I need more knowledge about the correct attitude towards students.
— In my education, I lacked information about my upbringing.
— I would have done better in my work if I had had a better pedagogical edu-

cation.
— I would have done better in my work if I had had a better methodical edu-
cation.
N M SD F p
Years of Work Experience
0-10 45 12.77 3.30
11-20 22 10.86 2.89 5.647 .005
> 20 34 10.44 3.40
Educational Institution
Academy of Music 79 11.55 3.20
Academy of Arts 16 12.25 4.25 955 .388
Music Culture (Faculty of Education) 6 10.00 3.57
Study Programme
Music Theory 42 11.40 3.49
Music Pedagogy and Music Culture 38 12.26 3.52 1.593 .209
Other 21 10.66 2.86
Table 6: Lack of skills concerning years of work experience, educational institutions and study pro-
grammes

*Independent sample ANOVA

The perceived lack of skills concerning years of work experience differed sig-
nificantly among the teachers. The teachers who had worked for zero to ten years
sensed that they lacked skills compared to those who had worked for eleven to
twenty years (LSD post hoc: 1.914; p = .026) as well as those who had been work-
ing for more than twenty years (LSD post hoc: 2.336; p = .002). The teachers did
not differ in their lack of skills according to their education. However, there was a
trend in teachers’ beliefs regarding which academy of arts renders students with
fewer skills (see Table 6).

From all of the above, it is evident that the respondents with more work
experience felt more confident in their work. They estimated that they had more
skills than teachers with fewer years of experience, which was predictable to as-
sume. The teachers were offered statements emphasising the educational aspect,
such as I need more knowledge about the correct attitude towards students, and
in my education, I lacked information about my upbringing. Younger teachers
showed that despite only recently studying subjects related to pedagogy, they still
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needed to gain knowledge about their relationships with students. It was also evi-
dent from the answers to the statements that I would have done better in my work
if I had had a better pedagogical/methodical education. However, it is entirely
natural that with more years of work experience, regardless of the profession, a
person acquires skills and improves in his or her work.

Despite this, more preparation of students for educational work is needed.
Therefore, it is safe to say that, unfortunately, there need to be more pedagogical
and methodical subjects at a higher level of education. Brust Nemet and Velki’s
(2016) research among primary school teachers showed that better-developed
pedagogical competences predict a positive school culture and all its aspects.
Therefore, they proposed the introduction of an enriched curriculum of pedagog-
ical competences during a teacher’s studies, through which quality and usable
knowledge is offered. Via research among practising teachers, Tannenbaum and
Rosenfeld (1994) pointed out that acquiring basic skills, including interactive
communication, listening and speaking, can be a foundation for teachers’ devel-
opment and practice. Furthermore, learning and developing skills at the very be-
ginning of young teachers’ studies would allow them to feel more comfortable and
ready to work with students, significantly affecting their confidence in teaching.

There were no differences in educational institutions and study programmes
among the respondents. However, there was a trend in teachers’ beliefs regarding
which academy of arts renders students with fewer skills. Given that the differ-
ence was not statistically significant, we could not accept H3: There is a signifi-
cant statistical difference in assessing the lack of skills in work between teachers
with a degree in music pedagogy and music culture compared to teachers with a
degree in music theory. This proposed hypothesis, however, was not without a
basis. According to the previously mentioned study programmes, music theory
and music pedagogy students attend almost the same professional and pedagog-
ical-psychological subjects. Still, music theory students are much more qualified
for work than music pedagogy students in terms of their output competences and
employment opportunities (according to the study programmes). Moreover, they
can teach all theoretical music subjects in primary and secondary music schools,
and music pedagogy teachers can teach only solfeggio and music theory in prima-
ry music schools.



160 Sodobna pedagogika/Journal of Contemporary Educational Studies Barié, Sulenti¢ Begié

Statement Factor Load
11.4. I need more knowledge about the correct attitude towards students. 683
11.9. In my education, I lacked information about my upbringing. 42
11.13. T would have done better in my work if I had had a better pedagogical education. 817
11.22. I would have done better in my work if I had had a better methodical education. 861
Cronbach‘s Alpha 778

Table 7: Factorial structure of the lack of skills scale and the corresponding Cronbach’s a (N= 101)

Particles 11.4., 11.9., 11.13. and 11.22. saturated the lack of skills factor. The
fourth factor’s highest saturation was the particle I would have done better in my
work if I had had a better methodical education. The Cronbach’s alpha for this
scale is .778.

Attitude Towards Study

In the attitude towards study scale, teachers responded to the following state-
ments:

— There were enough pedagogical subjects in my study. (9.1)

— I had good teaching of the pedagogical subjects in the study. (9.2)

— The pedagogical-psychological subjects in my study form a sound basis for
work. (9.3)

— There was enough pedagogical/methodical practice in my study. (9.4)

— Pedagogical/methodical practice in my study forms a sound basis for work.
(9.5)

— The theoretical music subjects in my study prepared me well for work at a
school (9.6).

The tables below present attitudes towards study concerning years of work
experience, educational institutions and study programmes (see Table 8), followed
by average ratings on attitudes towards study concerning years of work experi-

ence (see Table 9), educational institutions (see Table 10) and study programmes
(see Table 11).
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N M SD F p
Years of Work Experience
0-10 45 21.62 4.81
11-20 22 21.09 5.02 .347 707
> 20 34 22.26 5.93
Educational Institution
Academy of Music 79 21.77 5.39
Academy of Arts 16 20.56 4.68 1.055 .352
Music Culture (Faculty of Education) 6 24.16 3.81
Study Programme
Music Theory 42 21.83 5.15
Music Pedagogy and Music Culture 38 22.00 5.56 .260 772
Other 21 21.00 4.89

Table 8: Attitude towards study concerning years of work experience, educational institutions and

study programmes
* Independent sample ANOVA

Years of
Work Experience vel |vez |[ves |[vesa |vos |vos
0-10 M 3.83 3.52 3.50 3.21 3.38 3.69
(N = 45)
SD 1.059 1.091 1.130 1.184 1.084 1.151
11-20 M 3.71 3.62 3.33 3.43 3.38 3.81
(N'=22) SD 1.056 1.071 1111 1.028 1.244 814
> 20 M 3.91 3.81 3.69 3.44 3.69 3.94
(N=34) SD 1.201 931 1.061 1.216 1.256 1.045
F 191 759 675 473 766 541
P 826 471 512 625 468 584

Table 9: Average scores on attitude towards study concerning years of work experience
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Educational Institution V9.1 V_9.2 V_ 9.3 V 9.4 V_ 9.5 V_9.6
Academy of | M 3.79 3.59 3.50 3.44 353 3.90
Music (N'=79) I'qp) 1.085 1.050 1114 1112 1.159 975
Academy of | M 3.83 3.61 3.50 2.78 3.17 3.33
Arts (N =16) [gp) 1.200 979 1.150 1.309 1.295 1.328
Music Culture | M 4.40 4.40 4.00 3.60 3.80 3.80
(Faculty of SD 894 894 707 894 837 837
Education)
(N = 6)
F 712 1.454 485 2,586 887 2.152
P 493 239 617 080 415 122

Table 10: Average scores on attitude towards study concerning educational institutions

Study Programme V. 9.1 V. 9.2 V. 9.3 V. 9.4 V. 9.5 V_ 9.6

Music theory | M 3.90 3.51 3.49 3.49 3.59 3.98

(N = 42) SD 1.020 1.028 1.098 1.075 1.183 908

Music

Pedagogy and | M 3.76 3.78 3.63 3.15 3.44 3.63

Music Culture | o, 1.200 1.107 1.178 1.333 1.285 1.240

(N = 38)

Other M 3.84 3.58 3.37 3.37 3.32 3.74

(N = 21) SD 1.068 902 955 895 885 872
F 181 715 412 904 372 1.115
P 835 492 663 408 .690 332

Table 11: Average scores on attitude towards study concerning study programmes

As seen in Table 8, the attitudes towards study among the teachers did not
differ significantly according to any variable concerning teachers’ years of work
experience, educational institution and study programme. As for the average atti-
tudes towards study concerning years of work experience, the teachers with more
than twenty years of experience were the most satisfied, giving all the above state-
ments the highest scores. At the same time, the variable the theoretical music
subjects in my study prepared me well for work at a school was rated the highest
(3.94). On the contrary, the variable of there was enough pedagogical/methodical
practice in my study was the lowest rated. In terms of education, music culture
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teachers gave variables 9.1 to 9.5 the highest marks. The last variable, the theoret-
ical music subjects in my study prepared me well for work at school, with 3.90, was
rated highest by academy of music teachers.

On the other hand, the variable there was enough pedagogical/methodical
practice in my study had the lowest rating (2.78), according to academy of arts
teachers. However, the average scores concerning studies showed that the music
theory teachers rated the highest (3.98) the variable the theoretical music subjects
in my study prepared me well for work at a school. On the contrary, music pedago-
gy and music culture teachers rated the variable, there was enough pedagogical/
methodical practice in my study at 3.15.

Following all the above, the evaluations of studies show low teacher satis-
faction. It is also interesting that teachers, regardless of their work experience,
educational institution and study programme, stated that there was enough peda-
gogical/methodical practice in my study the lowest rating. This information indi-
cates that the situation regarding practice must change drastically in all studies,
regardless of the field of study.

Especially bearing in mind that all generations, whether those who had just
finished their studies or finished them more than twenty years ago, had the same
opinion. As Goodman et al. (2008) pointed out, higher education institutions are
responsible for delivering programmes that produce competent teachers. There-
fore, it is also appropriate to mention that institutions in charge of teachers’ pro-
fessional training are also responsible for programmes that will enable further
progress in the teaching profession. From the research of Sudzilovski and Vasili-
jevié (2020) related to the institutional, professional training of teachers in the
field of music pedagogy, it is evident that the offering of programmes in the field
of music pedagogy is constantly increasing and has a positive tendency, but it is
incredibly modest.

In this case, we could not confirm H4: There is a significant statistical differ-
ence in the expression of positive attitudes towards study between teachers with a
degree in music pedagogy and music culture compared to teachers with a degree in
music theory. This hypothesis followed the mentioned issues according to which
music theory students are much more qualified to teach theoretical music subjects
than music pedagogy students. Also, music theory teachers can teach all theoret-
ical music subjects in primary and secondary music schools, so H4 was shaped
accordingly in this way. However, the results show no differences among music
theory and music pedagogy teachers regarding their attitudes towards study.
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Statement Factor Load
9.1. There were enough pedagogical subjects in my study. 769

9.2. I had good teaching of the pedagogical subjects in my study. 795

9.3. The pedagogical-psychological subjects in my study form a sound .871

basis for work.

9.4. There was enough pedagogical/methodical practice in my study. .836

9.5. Pedagogical/methodical practice in my study forms a sound basis for | .872
work.

9.6. The theoretical music subjects in my study prepared me well for 744
work at a school.

Cronbach‘s Alpha 798

Table 12: Factorial structure of the attitude towards study scale and the corresponding Cronbach’s a
(N =101)

Particles 9.1.,9.2.,9.3.,9.4., 9.5. and 9.6. saturated the attitude towards study
factor. For example, the highest saturation with the second factor has the particle
pedagogical/methodical practice in my study, which forms a sound basis for work.
The Cronbach’s alpha for this scale is .798.

Pedagogical Attitude Student-Teacher | Lack of
Competences Towards Relationship Skills
Study
Pedagogical .446™ .666™ -410™
Competences 1
Attitude Towards .403™ -A4TT
Study 1
Student-Teacher -439™
relationship 1
Lack of Skills 1
Table 13: Spearman’s rank correlation coefficient between the factors
** < .001

The analysis of correlations between factors points to significant positive cor-
relations between pedagogical competences, student-teacher relationships, and
attitudes towards studies (see Table 13). Lack of skills was significantly negatively
related to all other factors. In other words, teachers who thought they had fewer
skills also rated their pedagogical competence as lower, had a worse attitude to-
wards studies and negatively judged their relationship with students. We cannot
draw any causal conclusions using correlation analysis.
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Concluding remarks

This research showed that the teachers rated their pedagogical competence
very highly and expressed their desire for further professional development. Also,
concern about the quality of relationships and providing support to students in-
creased with years of work experience, which indicates clearly expressed personal
competences. As for the attitude towards study, primarily pedagogical and me-
thodical practices, the teachers had low satisfaction, regardless of work experi-
ence and education.

In general, methodical practice and study programmes are a large part of
the problems that teachers of theoretical music subjects face. Music theory and
music pedagogy study programmes generally offer students an insufficient hourly
courseload on pedagogical-psychological subjects. Also, the output competences
are distinctive. Music theory students can teach all theoretical music subjects in
primary and secondary music schools. On the contrary, music pedagogy students
can teach only solfeggio (and music theory as an optional subject) in primary mu-
sic schools. Considering that both study almost the same subjects, it needs to be
clarified why employment opportunities are so different.

The development of competences is a continuous improvement process, both
in pedagogy and in the narrow professional context of music. As versatile artists
and educators, musicians dedicate their lives to acquiring skills and searching for
the best methods. Therefore, only competent teachers can contribute to improv-
ing the music school system and the successful practice of theoretical music sub-
jects. Moreover, as can be seen from this research, relationship quality between
teachers and students increases with years of work experience. Thus, it is crucial
to enable the development of competences during one’s education and in further
lifelong learning.
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PEDAGOSKE KOMPETENCE UCITELJEV TEORETICNIH GLASBENIH PREDMETOV
NA HRVASKEM

Povzetek: Teoreti¢ni glasbeni pouk je prisoten na vseh stopnjah glasbenega izobrazevanja. Njegov
namen je ucenje in obvladovanje glasbenega jezika ter izboljsanje glasbenega razumevanja. Izbira us-
treznih uénih metod, postopkov in strategij, ki morajo biti v skladu z vlogo in naravo teoreti¢nih glas-
benih predmetov, je odvisna predvsem od uciteljeve usposobljenosti in pripravljenosti za izbolj$anje
izobrazevalnega procesa. V ¢lanku je predstavljena raziskava o pedagoskih kompetencah 101 ucitelja
teoreti¢nih glasbenih predmetov iz 24 osnovnih in srednjih glasbenih $olah v kar 17 Zupnijah v Repub-
liki Hrvasgki. Raziskava je potekala v drugem semestru Solskega leta 2018/2019. Rezultati kvantita-
tivne raziskave so pokazali, da uditelji zelo visoko ocenjujejo svojo lastno pedagosko usposobljenost. Kl-
jub tem pa ucitelji Se vedno ¢utijo potrebo po nadaljnjem osebnem in profesionalnem razvoju. Rezultati
raziskave kazejo tudi pomembnost vzdrzevanja kakovostnih odnosov s Studenti in nudenje podpore, ki
je pri uciteljih z dolgoletnimi delovnimi izkus$njami Se izrazitejo izpostavljena.

Kljuc¢ne besede: teoreti¢ni glasbeni predmeti, uéitelji, pedagoske kompetence, studij glasbene teorije
in glasbene pedagogike
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