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ATICTPAKT

PasymeBame caMOpETyIICaHOT yueha, jeiHe Off K/bYYHNX KOMIIeTEeHIINja y CaBpeMeHOM 00-
PasoBarmy, y 0BOM paJiy 3aCHOBaHO je Ha [IMHTpuyeBOM MOJIeNTy caMOperynmcaHor yyema. [lo-
CTaBJbeH je I[VJb f1a Ce VICTINTA TI0BE3aHOCT PA3MIINTIX MOTHBAI[MIOHNX OPUjeHTaI/ja I CTpaTe-
THja yuema cTyfieHaTa yHuBepsuteTa y Cpoujit, kao 1 OfHOCU OBMX Bapujaly ca akafieMCKIM
nocturyhem, nmonom, obnamhy crygupama u ropuHoM crypuja. Ha mirama us Yourhuka o
MOTMBALUjU U cTpaternjaMa yuemwa (Motivated Strategies for Learning Questionnaire - MSLQ)
mobujenn cy ofropopyu of 520 cTyzieHaTa yMETHOCTH, IPUPOJHNUX U IPYIITBEHNX HayKa YHI-
Bepsutera y beorpany, Hosom Cany, Humry u Kparyjesiry. Y o6pagu nogaraka kopumihenu cy
(axTopcka aHa/m3a, Kopenauuje 1 HemapaMeTpujcKy TeCTOBM. VI3iBojeHo je mmecT dakropa:
Camoroyspame 1 yCMepPeHOCT Ha pasyMeBatbe; CTparerije emaboparuje 1 MeTaKOTHUTUBHE
camoperynanyje; Kputuuko Mulbere U yCMEPEHOCT Ha POy 6/buBalbe 3HaHa; YCMEpPeHOCT
Ha CII0/ballllbe KpuTepyjyme npahena caMOgMCIMIIIMHOM; AHKCMO3HOCT U VI3pakeHa MOTHBA-
uyja 3a y4ere 1 nocseheHocT ucnymapamwy IIaHNpaHNX Ibesa. [IpuMena crparernja Me-
TAaKOTHUTUBHE CaMOpeTy/aIiyje Moxe OUTI T0Be3aHa M Ca MVHTPUH3MYHOM U Ca eKCTPUH3NY-
HOM MOTMBALMjoM. Buire akageMcKo mocturuyhe octBapyjy cTyAeHTH KOji Cy yCMepeH! Ha
crosparbe kpurepujyme. Iloctoje pasimike mpeMa oy y IPUMEHM CTpaTeruja enabopaije u
METaKOTHUTMBHE CaMOpery/alje, y Be3u ca MOTUBAIMjOM 32 yUeke I Y Be3y ca HUBOOM M3-
paxkeHe aHKCHO3HOCTH. CTYJIeHTM YMETHOCTH Y Behoj Mepy IIpuMerbyjy CTpaTernjy KpuTH4Kor
MUILI/bera y OfHOCY Ha CTyJieHTe NPUPOJHIX U JPYIITBEHNX HayKa. [laTe cy MMImKanuje sa
TIpaKcy Koje ce OFHOCe Ha OCMUII/baBatbe 00YKe YHUBEP3UTETCKIX HACTABHIKA M CTY/IeHaTa 32
CaMOpETY/INCAHO Y4elbe, Kao U mpefosu 3a Oynyha ucrpaxmsama.

Kmyune peuu:

CaMOpEry/IMCaHo y4Yere, MOTVBAIMIOHe OpMjeHTalyje, CTpaTeruje ydermwa, CTyIeHTH
yuusepsurera y Cpouju, ynutank MSLQ.

*  Hanomena. Peannsaljujy oBor McTpakupamwa QUHAHCUPATIO je MUHNMCTApCTBO, IPOCBETE,

HayKe I TeXHOJIOMIKOT pa3Boja Pemrybnuke Cpbuje (6p. yrosopa 451-03-68/2022-14/200018).
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B YyBOA

Y KOHTEKCTy pa3Boja K/byYHUX KOMIIETEHIIVja Y CaBPeMEHOM 00pa3oBamy BeIUKI
3Ha4aj ce Mpuaje 0CIOCOO/baBaby yIeHNKA 32 CAMOPETY/INCAHO Yuere, Koje BOIU
Ka CIIPeMHOCTH TI0jefiVHIIA 1A Yuu 1 06pasyje ce TOKOM LeJIOT XXIMBOTA U TaKO UCITY-
HII jeJlaH Off 3aXTeBa Koje My MOJiepHO ApyuITBo rnocrasspa (European Commission,
2002). Ocmoco6/baBarbe 3a yIpaB/babe COICTBEHNM IPOLIECOM y4era TONPUHOCH
OCTBapyUBamYy INYHOT Pa3Boja 1 ycIlexa MojeMHIIA. Y YeHUIIM KOjI CY OCIIOCO0/beHN
3a CaMOpETY/IMCAHO y4elbe aKTMBHO 1M ayTOHOMHO YIIPaB/bajy yuerheM U ycaBplla-
Bajy cBoja sHama (Puustinen & Pulkkinen, 2001).

KoH1enT camMoperynyucaHor y4yema 3aCHOBaH je Ha CaBpeMeHMM TeopujaMa o
Pas3Bojy U y4emYy, Kao IITO Cy COLMOKOTHUTKBHA Teopuja (Bandura, 1999), Teopuja
camoperepmuHanyje (Deci & Ryan, 1985, 2000, 2004; Deci, Vallerand, Pelletier &
Ryan, 1991; Ryan & Deci, 2000, 2004, 2017; Vasteenkinste, Lens & Deci, 2006) n
KOHCTPYKTMBUCTUYKA CXBaTamwa 0 yuewy (Bruner, 1960; Driscoll, 1999; Gergen &
Gergen, 2006; Pijaze, 1983; Poup, 1994; Stojnov, 1997, 2005; Vigotski, 1977). To-
KOM IOC/IE[IbYX JIELIEHM]a Pa3BUjEHO je HEKOIMKO MOJIe/Ia CAMOPETY/INMCAHOT yuerbha
(Boekaerts, 1996, 1997; Borkowski, 1996; Butler & Winne, 1995; Pintrich, 2000,
2004; Winne & Hadwin, 2013; Zimmerman & Bandura, 1994). Y oBoMm pazny npen-
CTaBJ/bEHM Cy Pe3Y/ITaTU UCTPAXKVBatba KoOje je 3aCHOBaHO Ha [IMHTpu4oBOM Mopieny
camoperymcator yuemwa (Garcia & Pintrich, 1994; Pintrich, 2000, 2004; Pintrich &
Schunk, 2002; Wolters, 2003, 2011), y 4njoj OCHOBM je COLIMOKOTHUTMBHA Teopuja
(Bandura, 1999).

[IuHTpUY medMHUIIE CAMOPETY/INCAHO y4ele Kao aKTVMBaH, KOHCTPYKTUBAaH
IpoLec Kpo3 KOju YYE€HULIM IIOCTaB/bajy LM/bEBE YU€ha, a 3aTUM HaCToje fa Ipare,
Perymiry ¥ KOHTPOJIUILY CBOjY KOTHUIIN)Y, MOTMUBAILV]jy 1 IIOHAIIakbe, BoheHu coI-
CTBEHMM IIW/beBMMA U KOHTEKCTYaTHUM OfiIKaMa CBOT okpyxema (Pintrich, 1999,
2000; Dent & Koenka, 2016). Cnegehe MmoTuBanmoHe KOMIIOHEHTE OllepalliOHaIN-
30BaHe Cy y OKBMPY OBOT MOJe/la: OpMjeHTalMje Ha LubeBe, NIpUJaBambe 3Havaja
3aJIaTKy, yBepema O yuewy, caMoepMKacHOCT 1 mcnuTHa aHKcmosHocT (Pintrich,
Smith, Garcia & McKeachie, 1991, 1993). OBum mopenom obyxBahene cy u crpa-
Teruje yuema Koje Cy ollepallMOHaI30BaHe Ha ciefiehy HaunH: KOTHUTVBHE 1 Me-
TaKOTHUTMBHE CTpaTeruje U crpaTeruje ynpasbamba pecypcuma. Ha ocHoBy oBor
MOJiesia ICIIUTYjy e OHOCK M3MeDy MOTMBAIMOHNX OpMjeHTallja CTyieHaTa, CTpa-
Teruja CaMOpery/IMCaHor yuema 11 akafgeMckor mocturayha (Wolters, Yu & Pintrich,
1996).

Mopen koju je pasBuo [IuHTpuY npyxa Benyke MOTyhHOCTM 3a IpoydYaBambe
CaMOPETY/IMCAHOT yYela Y BUCOKOM 00pa3oBamy 3aTO LITO Y OKBMPY OBOT MOJe-
Jla MHTerpalyja MOTMBAIMOHNX KOHCTPYKaTa MMa Ba)KHY YJIOTY y IIPOLieCy CaMo-
perynucaHor ydemwa. Ha BummM HuBouMa o6pa3oBarba aKaeMCKI 3afalyl IIOCTajy
CBe KOMIUIEKCHUjI, @ y CKIafy ca TuM mnoBehaBa ce m morpeba 3a epuKacHUjUM
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yIIpaB/bambeM COIICTBEHUM IIPOLIECOM ydera Ja 01 ce MOCTUrao ycrex. VcTpaxiu-
Bamba IOKAa3yjy fa ce ca y3pacToOM II0jayaBajy Be3e INpUMEHe KOTHUTUBHUX U Me-
TaKOTHUTVBHMX CTpaTeryuja ca akafleMCKUM IOCTurHyheM, Kao 1 Bese akajeMcKe
camoedukacHocTK ca MotuBanujom nocruriyha (Dent & Koenka, 2016). Hajjaun
MOTMBAIYIOH) YMHMOLIM KOJ, CTy/leHaTa 1 IPeAMKTOPY ycllexa Ha CTyAujaMa cy yc-
MepeHOCT Ha IWJbeBe, UCTPAjHOCT, y/Iarame Haropa u camoedukacuoct (Panadero,
2017). C o63upom Ha TO, y BUCOKOM 00pasoBamy Cy y Behoj Mepy ImpuMeH/bBUBK
MOJIe/IV CaMOPETY/IMCAHOT y4era Koju 00yXBaTajy MOTMBAIMIOHE VM eMOLIOHATHEe
acIexre.

Vmajyhm y Buay ma pesynratu eMnmpujckux mcrpaxusama (Loncarié, 2014;
Mirkov, 2007; Mujagi¢ & Busko, 2013; Pajares, 2002; Panadero, 2017; Patrick, Ryan
& Pintrich, 1999; Pintrich, 1999, 2000; Wolters, Yu & Pintrich, 1996; Wolters, 2003;
Zobenica & Oparnica, 2018) yka3yjy Ha 3Hayaj MOTMBAL[MOHUX YMHMIALA U CTpa-
Teruja y4era 3a PasBoj KOMIIETEHIIMja YYE€HMKA 32 YIIPaB/balbe IIPOLLECOM y4erha Ha
BUILIVM HMBOMMa 00pa3oBama, OBUM UCTPaXKMBambeM o0yxBaheHy cy MoTuBaluja 3a
y4eme CTY[leHaTa I CTpaTernje y4ermba Koje OHM IPUMeEIbY]y, Y CKIIaly ca Halpe[ Ipy-
Ka3aHOM OIlepalioHaIn3alyjoM Kojy je gao Iluuatpud. C TUM y Besu, IOCTaB/beH je
Wb Jja Ce MCINTA ITOBE3aHOCT Pas3IMYNTHUX MOTMBALIOHNX OPUjeHTaIja M CTpa-
Teruja ydemwa CTyfeHara yHuBepsurera y Cpouju, Kao M OFHOCU OBUX Bapujabiu
ca aKajileMCKuM rocturayhem, nonom, obnauihy cryaupama u roguaoM cryauja. C
0031pOM Ha TO JIa Ce Ha4MHU y4uerma popMupajy Ha OCHOBY TMYHUX IIpedepeHIuja
CTyZleHaTa, a/Iu U TI0f] YTMLajeM CpelJHe Y K0joj ce yuere OBUja, JoOujeHn Haja-
3)1 MOTY MHAMPEKTHO yKa3aT) Ha IIpaBlie yCaBplIaBama YHUBEP3UTETCKe HACTaBe
y Cpbuju xaxo 6u ce y Behoj Mepu moacTuiiao paspoj KOMIIETEHIMja CTyAeHaTa 3a
yIIpaB/bambe IPOLECOM yuera.

B METO[L

Y3opax

Y ucrpaxmnpamy je y4ecTBOBano yKynHo 520 cTyfieHaTa ca 4eTUpPU Ip>KaBHA YHU-
Bepautera y Cpbuju (beorpan, Hosu Cay, Humr u Kparyjesai). Y3opak npetexHo
uyyHe rciyrannie (85%), Mok je 15% mcnmrannka Mymkor nona. Kaza je y nuramy
pucTpubyLMja CTyfileHaTa IpeMa o0/IacTu CTyaupama, 43,1% cryneHaTa cTypupa
IpyIlITBEHe HayKe, 45% cTymupa OpupojiHe Hayke, oK 11,9% moxaba ymerHmuke
dakynrere. [Jocaganmy ycrex Ha GpaKynTeTy, MEpPeH IIPOCEYHOM OIIEHOM Ha MCIIN-
TUMa, Bapupa of 6 go 10 (M = 8,46, SD = 0,80). IIpoceuyny omeHy ocam mmm HIDKY
oJ} ocaM je umaino 37,7% MCIUTaHMKA, TOK je 61,7% mcnuraHuKa IpyujaBuIo Jja MMa
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IIPOCEYHY OLIeHy BUINY Off ocaM. IIpema rofvHm cTyinja Kojy TPEHYTHO CTyAUPajy,
VICOUTaHMKe CMO CBPCTaIM y TPU Kareropuje: 1) mpBa M Apyra TOfuMHA CTyAuja
(26,9%); 2) Tpeha u yerBpra roguna cryauja (56,9%) u 3) mera, Irecra rofuHa CTy-
nuja' u Mactep u foKTopcke cryauje (16,2%).

Uncmpymenm ucmpaxcusarea

3a IpuUKyIUbambe ojjaTaka O MOTUBAL[MOHUM OpMjeHTalljaMa CTy/ieHaTa 1 cTpare-
rMjaMa Koje KOpUCTe TOKOM y4ema, KopuiheH je YIIUTHMK O MOTUBALMjU U CTpa-
ternjama ydemwa (Motivated Strategies for Learning Questionnaire - MSLQ), xoju
CMO je3VYKM aflaliTUpaay U IPeBeN Ha CPIICKU je3UK (Duncan, Pintrich, Smith &
McKeachie, 2015). Ynutauk cagpyxu 81 cTaBKy U cacToju ce 13 fia gena. IIpsu geo
ce OIHOCY Ha MOTMBAIUjy M CacToju ce of LiecT cynckana (VIHTpuH3MYKa MOTH-
Baumja, ExcTpuH3nyka MoTuBaluja, BpeqHoBame 3amaTka, KoHTposna yBepema o
yuemwy, CamoednKacHOCT y yuewy, VcnuTHa ankcno3HocT). CTaBKe y APYroM fiely
YIUTHMKA OHOCE Ce Ha CTpaTeryje ydema 1 IpymucaHe ¢y y geset cynckana (Ilo-
Hapjpame/[IpecnmaBamwe, Emabopanmja, Opranusanuja, Kpuruuko mumbeme,
MeTakorHuTuBHa camMoperynauuja, Opranusalyja BpeMeHa 1 OKpy>Ketba 3a yueme,
Perynanuja ynoxxeHor tpyna, Bpuimauko yuerwe u Tpakeme nomohn). Op crynena-
Ta ce OYeKMBAJIO Jla Ha CeIMOCTeIeHOj cKamu JIMKepTOBOr THIIa O3HaYe y KOjoj Mepu
ce cBaka craBKa ofHocuU Ha BUX (1 — Humano ce He 00Hocu Ha mene; 7 — Y nomnyHo-
CMu ce 00HOCU HA MeHe). YBOJTHM €0 YIUTHMKA IpIaroheH je v yIoTIymweH TofaT-
HVIM IUTambJMa O OIILITUM, OOPa3OBHMM I leMOTPadCKIM MOAAIMMA ICIUTAHKA.
Ha namem y30pky, noyspasoct ckane MepeHa Kpon6axosum anda xoeduuyjeHTOM
je BeoMa BMcoKa 1 usHocu a = 0,928.

Bapujabrne

VcnutuBaHe cy MOTMBAIMja CTyfIeHATa M CTpaTeTyje Koje KOPUCTe TOKOM ydemba.
Crezm KpaTak MpMKa3 KOMIIOHEHAaTa MOTHBAIMje M CTPaTeryuja yuemwa mpema IInn-
tpryeBoM Mogpeny (Duncan et al., 2015).

MoTHUBaIMOHN acleKT o0yXBaTa BPEJHOCHY KOMIIOHEHTY ¥ KOMIIOHEHTY
OYeKMBamwa. Perymicame MOTMBAIMOHUX yBepema Y OKBUPY BpPEJHOCHE KOMIIO-
HeHTe oOyxBara: 1) MHTPMH3MYHY (YHYTpalliby) MOTMBAIMjY; 2) eKCTPUHIMYIHY
(cnopammy) MOTUBALUjy U 3) BpegHOBame (ONMa)kalbe BaKHOCTY U KOPMCHOCTI)
oHora mro ce yun. KoMmoHeHTa odekmBama obOyxBaTa: 1) yBepewa O KOHTPOJIM

! CrygmeHTH IeTe U IIeCTe TOMHE CTYAMja Cy CTYJ€HTU OCHOBHMX CTY/IMja MeUIIMHe, CTOMa-

Toforuje uny Gapmaiuje.
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ydera (Ha IpuMep, [a yrarame TPyAa BOAM Ka YCIexy); 2) camoedukacHocT u 3)
VICTITHY aHKCHO3HOCT.

Crpateruje y4ema, HOpeJ; KOTHUTVBHE JI METAKOTHUTUBHE KOMIIOHEHTE, 00YX-
BaTajy M KOMIIOHEHTY YIIpaB/barba pecypcuMa. Y OKBUPY KOTHUTMBHE Y METaKOTHU-
TMBHe KOMIIOHeHTe Cy ciefiche cTpaTeruje ydema: 1) MOHaB/batbe/IpeCINIIABAIbE;
2) enaboparyja (mapadpasupame 1 cyMupame rpainsa); 3) opranusanyja (mogsia-
Jerbe TEKCTa, Boheme Oerexkaka oBe3nBarbe Cafipkaja), 4) KpUTUYKO MULIJbEEbE U 5)
MeTaKOTHUTVBHA caMoperynanyuja (Iannpase, npaherme 11 yIpas/bambe IPOLjecoM
ydema). KoMmoHeHTa ympaBpama pecypcuMa 3a yueme o0yxBaTa: 1) yIpas/barbe
BPEMEHOM U OKPY>KeeM 3a yuerbe; 2) peryucame Hanopa (mocseheHoct ocrBapu-
Bamy LM/beBa Oe3 003upa Ha oMeTajyhe umHMoLe); 3) BPIIHAYKO ydewe 1 4) Tpa-
Xerbe TTOMON Off APYIUX Y IPOLeCy yderba.

ITopen onmcaHux Bapujabu, MCOUTUBAIN CMO U aKaJileMCKo rocturuyhe (Tpe-
HyTHa [IPOCEeYHa OIleHa Ha CTyAujaMa), IO, 00/IaCT CTyAypatba 1 TOAMHY CTYAMja.

Hauun npuxynmara nodamaxa

[Topaum cy NpUKYIUbeHM IyTeM €IeKTPOHCKOT YIUTHUKA KOjU je AUCTpuOyupaH
npeko Google forms codrsepa, TokoM jyHa u jyma 2020. rogune. Mako je COVID19
HaHfeMMja IIoYesa TPU Mecella IIpe peannsoBara UCTPAKMBambha, Y YIyTCTBY 3a M0-
NyhaBabe YIUTHUKA Off CTy[ieHaTa je TPaKEHO Ja, IPUINKOM JjaBamba OfIr0BOpa
Ha IIOCTaB/beHa IINTaMba, IMAjy y BUJY CBOje yoOudajeHe HaBMKe Y IIPOIIeCY yderba.
Jaxse, of ucuMTaHMKa HUje TPAXKEHO Jla IPMINKOM IIOIyHbaBaba YIUTHUKA y3MY
y 003up TpeHyTHe M3MeHeHe OKOMHOCTM y KOjuMa Ce HacTaBa OJBMjala TOKOM
COVID19 nangemuje. YIIyTCTBO je cafipskano 1 nHGOpMaInmje 0 aHOHOMHOCTH JC-
Tpa)XkKBama ¥ aHa/IM3M MOJjaTaKa, Kao M O M3BELITaBakby pe3y/lTaTa MCTPpaXKBamba
Ha rpynHoM HuBoy. CBUM y4eCHMIM MCTPaXkKMBama Cy Ipe MOYeTKa IOIMyHhaBarbha
YIUTHMKA Ja/ay CBOj MPUCTAaHAK 3a ydemhe y ncrpakusamy. [Ipoceyno Bpeme 3a
HOIyWaBambe yIUTHUKA 610 je 20 MuHyTAa.

O6pada nodamaka

AHanu3sa nogaraxa U3BpIIeHa je y CTaTUCTUYKOM copTBepy SPSS 27. YV obpanu
nopjaTaka KopuirheHa je ImapajenHa aHa/mu3a, aHa/lu3a IJIaBHUX KOMIIOHeHaTa 6e3
porauuje u principal axis ¢pakTopcke aHaIM3e ¢ promax poTalujoM, Kao U Hemapa-
MeTpUjcKa alTepHaTHBa aHamu3u Bapujance — Kpackan-Bomucos (Kruskal-Wallis)
TECT 3a He3aBUCHe y30pKe 1 cepuja Man-BurHujeBux (Mann-Whitney) U-tecToBa
KOjI1 Cy HellapaMeTpMjcKa a/lITepHaTUBA t-TeCTy 3a He3aBJUCHE Y30pKe. Y CIIydajeBM-
Ma CTaTMCTMYKY 3HAYajHOT pe3y/ITaTa, ia Oy ce TpyIie MOIJe yHOpenuTy Kopuirhe-
HU cy Man-BurHujesu (Mann-Whitney) U-tectoBu, y3 mpumeny bondeponn
(Bonferroni) xopekuuje.
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B PE3YNTATU

Ja 6u ce yTBpAWIM HauMHU TpyNMcCara MOTMBAL[MOHUX Bapujabim u cTpareruja
ydema, kopuirheHe cy IapajenHa aHa/lu3a M aHaAM3a IIABHUX KOMIIOHeHara 6e3
poraunje. ITapanenna ananusa je mokasusana ocaM ¢akxropa, a Ckpu (Scree) nuja-
rpaM IIeCT WK ocaM (PaKTopa, Py 4eMy ce IeCTOPAKTOPCKO pellerbe IT0Ka3ano
Kao eKOHOMIYHIje, I1a CMO ce 3a wera 1 onpenennn. Hakon Principal axis ¢paxTop-
CKe aHa/lM3e C promax poTalyjoM U IecT ofpeheHnx daxkropa Ha CBMM CTaBKaMa
YIOUTHMKA, TI0Ka3aJI0 ce Ja 13 cTaBku (26, 35, 39, 43, 52, 54, 56, 58, 60, 61, 64, 65 u
74) uuje 3acnheno sHa4ajHo (Buiue ox 0,32) HujeHUM Of 11ecT pakTopa. Ctora, oBe
CTaBKe HICY NIpeJiCTaBjbajie IpefIMeT Jla/be aHaau3e. AHa/IN3a je TIOHOB/bEHA ca Ipe-
ocTanux 68 cTaBKM. Y04eHO je fa craBke 9, 40 1 49 uMajy HICKe KOMYHa/IUTETE, all
Cy NpBO MCK/by4eHe cTaBKe 34 u 70 jep Hucy 6ue sacuheHe HujenHUM GaKTOPOM.
Kazia je moHOB/beHa aHa/IM3a Ca IPEOCTAINX 66 CTaBKY, IOHOBO Cy cTaBKe 9, 40 1 49
MMaJie HIICKe KOMYHINUTETe, Te CY U OHe M30cTaB/beHe. KoHayHO mecTodpakTopcKo
pelieme Koje je cagprkano 63 craBke nmaino je KMO Bpennoct of 0,89 1 objaima-
Basio 38,83% ykynHe BapujaHce mpe potanuje (Tabena 1). CraBke 33, 37, 57, 77 u
80 cy o6pHyTO KOptupaHe u oHe he y ja/jbeM TeKCTy 1 TabeapHUM IIpUKa3uMa OUTK
o3HaveHe c7T0BOM P (pexonmpana cTaBka).

Ta6ena 1: [IporeHar objaurmbene BapujaHce fOOMjeHNM pakToprMa

1 11,90 18,89 18,89
2 4,38 6,95 25,84
3 2,56 4,06 29,90
4 2,16 3,43 33,33
5 1,80 2,87 36,20
6 1,66 2,63 38,83

Y Ilpunory 1 (Ta6ena IT1) nat je mpukas pacrofiene cTaBky 1o GakTopyuma ca ofja-
OpaHMM 1IeCTOPAKTOPCKUM pelleHeM.

Ommncahemo y Tekcry fobujeHe pakrope Ha OCHOBY I'PYNMCAHVUX CTaBKU U3
ynurHuka. Kao mro je npukasano y Tabemu I11 npsu ¢axrop obyxsara 18 craBku
KOje ce Of[HOCe Ha CaMOIIOy3/lalbe, BpeJHOBambe 3a/1aTKa, UHTPUH3NYHY MOTUBALUjy
U CTpaTeruje pasyMeBama. Y CKJIafy ca TMM MMeHoBamm cMo ra Camonoysoarve u
ycmepeHOCm Ha pasymesarve.

daxTopoMm 2 obyxsaheHo je 18 cTaBKu Koje ce OfHOCe UCK/bY4MBO Ha CTpare-
THuje y4yema, IpM 4eMy Cy HajoOMMHAHTHMje CTpaTeruje emabopanyje M1 MeTaKOTHN-
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TuBHe camoperynanuje. Crora je oaj dakTop HasBaH Cmpamezuje enabopayuje u
Memaxo2HUmueHe camopezynayuje.

dakrop 3 obyxBaTa JieBeT CTaBKU KOje Ce JJOMUHAHTHO OfJHOCE Ha KPUTUYIKO
MUIbEHbE, AN Y HAa MHTPUH3MYHY MOTMBALM)y KOja ce IMPENo3Haje y HarJlalleHoj
JKeJbM 3a IpoRyO/pyBaeM 3Hama. VimMajyhu oBo y Bupy, Tpehn pakrop cMo HasBamn
Kpumuuko muwmmwerve u ycmepeHocm Ha npooyomwusaree 3Harva.

Y oksupy PaxTopa 4 rpynmucaHo je ocaMm cTaBku. Kaja cy y nuramy MOTHBa-
IIVIOHe OpUjeHTaluje, IPYMETHO je fia ce CTaBKe y OKBUPY OBOT (aKTopa offHOCe Ha
CIIO/ballllbe TTOACTHIIAje TOKOM y4Yera, Kao IITO Cy OLieHa, TaKMuueme 1 nopeheme
ca IpyruMa, ITo je npaheHO HarIalmeHoOM CaMOAVCLUIUIHOM y IPOLECY ydema.
Crora cMo 0Baj GpaKkTop Ha3BaIM YcmepeHocm Ha cnobauitve Kpumepujyme npahena
CamMOOUCUUNTIUHOM.

dakrop 5 o6yxBaTa IeT CTaBKU KOje Ce MICK/bY4MBO OJHOCE Ha CTPEIbY 1 Ha-
IeTOCT KOje MOTy OMTY IIPMCYTHE KaKO TOKOM MCIIMTHE CUTYaIMje, TAKO 1 IIpe CaMoT
ucnuta. VI3 Tor pasnora oBaj ¢pakTop je Ha3BaH AHKCUOZHOCHI.

daxTopoMm 6 obyxBaheHO je eT cTaBKY Koje ce 0OJJHOCe Ha MOTYUBALIN)Y 3a y4Yelbe
U 3aMHTEPECOBAHOCT 3a I'PaJMBO, KA0 U Ha eIVMUHICabe oMeTajyhux ¢akropa y
npolecy yuema. VI3 Tor pasiora, oBaj GpakTop cMo HasBau V3pasxeHa momusayuja
3a yuerve u noceeheHocm Ucnyrwasary NIAGHUPAHUX UUTbEBA.

Y Tabenu 2 npukasane cy BpegHOCTY Kopenanuja namehy nobujennx dakropa.

Ta6ena 2: Kopenanuje nusmeby nobujennx daxropa

1 —

2 0,387 -

3 0,403 0,552 -

4 0,438 0,421 0,337 -

5 -0,332 0,039 -0,021 -0,151 -

6 0,315 0,335 0,240 0,139 0,012 -

[Topmary y Tabenu 2 ykasyjy Ha TO Ja ce MHTEH3UTET JoOMjeHnX Kopenanuja Kpehe
off BeoMa cmabux o ymepennx (Hinkle, Wiersma & Jurs, 2003). Hajjaua kopenaruja
nobujeHa je xaga cy y muramwy Pakrop 2 (Cmpamezuje enabopayuje u memaxozHu-
muene camopezynayuje) u Gaxrop 3 (Kpumuuko mumiwerve u ycmepeHocm Ha npo-
Oybmusarve 3Harba), a C 063MPOM Ha IeHy BPEIHOCT, MOXe ce pehn fia je y nuramy
yMepena kopenanuja. [Ipumerso je na je ®akrop 1 (Camonoysoare u ycmepenocm
Ha pasymesarve) HEUITO CTabMuje TOBe3aH ca CBUM OCTAINM (QaKTOpuMa, Ipu YeMy
HeraTuBHO Kopenupa camo ca akropom 5 (Ankcuozrnocm). Gakrop 2 (Cmpamezuje
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enabopayuje u MemakomuumueHe camopezynayuje) kopemvpa ca ®axkropom 4 (Ve-
MepeHOC HA cnobauitve kKpumepujyme npahena camoOucyunauHom) v HEllTo Cia-
6uje ca PaxropoMm 6 (M3pasxena momusayuja 3a y4erve u nocéelieHocm ucnyrasarvy
nnanupanux yumwesa). Crabuja kopenaiuja fooujena je u usmehy Paxropa 3 (Kpu-
MUYKO MULbere U ycmepeHocm Ha npodybmusarve 3nara) u Gakropa 4 (Yemepe-
HOCM Ha cnopauitve Kpumepujyme npahera camooucyunnunom). Ocrane BpeTHOCTN
KOpeJIalyja Cy 3HaTHO HIDKe, a Y HMOjeAMHNM C/Ty4dajeByMa Cy TOJMKO HICKe fia ce
Moxxe pehu ja moBesanocty usmel)y dpakropa rotoBo 1 ga Hema.

Hamepa HaMm je 6ma ga yTBpAMMO KaKBU Cy OfHOCK oOMjeHuX pakTopa ca
cnenehum Bapujabnama: akageMcko nocrurnyhe, mos, o6mact cryaupama 1 roaHa
cTypuja.

Kao mTo je mpukasano y Tabenu 3, akageMcko mocturayhe ymepeHo mo3uTus-
HO Kopenmupa ca ®akropom 4 (Yemepenocm Ha cnomauire kKpumepujyme npahera
CAMOOUCUUNTIUHOM), @ CTA00 je (MaKOo CTaTUCTUYKM 3HAYajHO) TOBE3AHO Ca OCTAINIM
daxTopuMa, Ipu yeMy je Kopenanuja ca Pakropom 5 (AHKCUO3HOCH) HETATUBHA.

Ta6ena 3: Kopenanuje nusmeby dpakropcknx ckoposa
¥ aKafieMcKor nocrurayha

CamMmoroysfiambe 1 yCMEPEHOCT Ha pa3yMeBaibe 0,27%*
Crpareruje emabopaliyje 1 METAKOTHUTUBHE CaMoperynanuje 0,16**
KpUTHYKO MUIUBEEE U yCMEPEHOCT Ha IIPOAY6/bIBatbe 3Haba 0,24**
VemepeHOCT Ha cHojballlbe KpuTepujyme npaheHa camMomuc- 0.44%%
UIJIMHOM >
AHKCHO3HOCT -0,19%*
VispaxkeHa MOTMBALja 33 yYerbe U ITOCBeheHOCT MCITymhaBamby 0.21%*
)

IUVTAaHVMPpAaHNX IJbeBa

Hanomena. ** xopenanuja sHa4ajHa Ha HUBOY p < 0,01

Kapa je y muTamy 1oj1, yodeHe Cy CTATMCTUYKM 3Ha4ajHe pasjyKe Ha TPYU Off LIeCT
¢dakTopckux ckoposa. ITomaum ykasyjy Ha To fa cy Ha ®axropy 2 (Cmpameeuje
enabopayuje U MemakozHUMUeHe camopezynayuje) VCIUTAHUIE MMaje BUIIN
npoceuny pasr (271,37) op ucnutanuka (181,97), mro je u moxasaHo Kao CTaTH-
cruuky 3HayajHO (U = 11009; p < 0,001). [Ipyrum peunma, CTyA€HTKIEbE IIOCTIDKY
BHIIIe CKOPOBe Ha 0BOM dakTopy. Y ciyqajy @akropa 5 (Aukcuosnocm) (U= 10512;
p < 0,001) ncrimrannue (272,50) Takobhe nMajy Bullle MpoceyHe paHTOBe Of MCIINTA-
HuKa (175,52). KonauHo, y cydajy @akropa 6 (V3paxerna momusayuja 3a yuerve u
noceehexocm ucnyrwasary niaHUpaHux yumesa) Takobe je sabesexxeHa CTaTUCTNY-
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K1 3HavajHa pasnuka (U = 13163; p < 0,01). V1 y oBoM c/y4ajy MCIIUTaHULe MMajy
BUIIIe IPOCeYHe paHroBe (266,45) ox ucnmranuka (209,95).

Vimajyhm y Bumy obmact crymupama UCIUTaHNMKA, CTATUCTUYKY 3HaYajHe pas-
muke Mehy rpymama gobujene cy Ha Paxropy 3 (Kpumuuko muwimeroe u ycmepeHocm
Ha npodybmpusarve 3Harwa) (x2(2) = 9,33, p < 0,01) u Gakropy 6 (M3paxena momu-
eayuja 3a y4ere u nocéehenocm ucnyrasary naanupanux yumwesa) (x2(2) = 15,14,
p < 0,001). 3a ®akrop 3 (Kpumuuko muuiperve U ycmepeHOCHm Ha npooybpusarbe
3Harwa), HakHagHM Man-ButHnjes (Mann-Whitney) U-tect je mokasao jja ctyfeHT!
YMETHOCTY MMajy CTaTUCTUYKM 3HAa4ajHO BuUIIY IpoceyHu paur (310,21) ox cryze-
HaTa IpUpOAHUX HayKa (244,83; U = -65,39; p < 0,01), kao 1 Off CTy[ieHaTa APYIITBe-
HUX Hayka (257,42; U = -52,79; p < 0,05). Kapa je y nurawy Pakrop 6 (M3paxena
momusayuja 3a yuerve u noceéelieHocm UCnywasary NIAGHUPAHUX UUbeBA), jeHA
CTAaTUCTUYKY 3HaYajHa pas/inka je robujeHa usmeby crygeHara mpupogHuX HayKa 1
cryzeHara pyurrBeHux Hayka (U = 52,78; p < 0,001). CTyeHTH PYLITBEHUX HayKa
MIMajy BULIM TIpoceyHy paHr (282,73) of cTyeHaTa IPUPORHUX HayKa (229,95).

Y 3aBMCHOCTM Off TOTa Ha KOjOj TOAVMHU CTYAMjU Cy MCIMTaHUIN, [OOUjeHe Cy
pasiuke Ha aBa pakropa: akrop 2 (Cmpamezuje enabopayuje u memaxkoeHumMueHe
camopezynayuje) (x2(2) = 6,78, p < 0.05) u Gakrop 5 (Ankcuosnocm) (x2(2) = 20,27,
p < 0,001). Vicnuranunu koju cy Ha Tpehoj wim 4eTBPTOj TOAUHM CTyAMja MMAjy
BUIIIe IpoceyHe paHrose (271,54) na Pakropy 2 (Cmpamezuje enabopauje u mema-
KOZHUMUBHe camopezynayuje) Of CTyfieHaTa Ha IIeTOoj U IIeCTOj TOAMHY, Ha MacTep/
HOKTOPCKMM cTyamjama (226,13), mto je morBpheHo Man-BurtHmjeBum (Mann-
Whitney) U-tectom (U = 45,41; p < 0,05). CTyzeHTH Ha IPBOj WK APYTrOj TONMHN
CTyZAMja MMajy Bulile poceuHe panrose Ha Pakropy 5 (Anxcuoznocm) (300,66) ox
crymeHara Ha Tpehoj mm derBpToj roguuu cryauja (250,80), mto je takobhe mot-
Bpheno Man-Burnujesum (Mann-Whitney) U-tectom (U =49,85; p < 0,01). Ta pas-
JIVIKA je jOILI M3PaKeHM]ja KaJja ce CTYIeHTU IIPBe U IpyTre TOAMHE CTyAMja yIIopesie ca
OHMMa KOjI Cy Ha IIeTOj, IIeCTOj TOAVHY UM MacTep/HOKTOPCKUM CTyAujaMa, IIju
je mpoceunn pasr 211,83 (U = 88,82; p < 0,001). Jake, MCOUTHA aHKCMO3HOCT je
HajuspakeHuja KoJ| CTyJieHaTa IIpBe U ApyTe roJuHe CTyuja.

B JOUCHKYCHUIA

Haunsz Ha Koju cy ce CTaBKe U3 IPUMEHEHOT NHCTPYMEHTa TPYIcajie Y OMMCaHNX
mecT akTopa ykasyje Ha TO a MHTPUH3NYHO MOTUBMCAHU CTY[AEHTI U3PaXKaBajy
BUIIM HUBO CaMOe(MKACHOCTY, ILITO je Y CKIajly ca HajlasyuMa paHuje 06aB/beHMX
JICTpaXMBamwa y KojuMa je norBphena Besa namely 0BIX KOMIIOHEHaTa MOTHBALIje
(Loncari¢, 2014; Mujagi¢ & Busko, 2013; Zobenica & Oparnica, 2018). OBu crypeHTn
BJICOKO BPeJIHYjy cafip>kaje Koje y4e ¥ yBepeHHU Cy [ja MOTY Ja CaB/Iafiajy IPajiBo aKko
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y/10>Xe BoBOJbHO TpyAa. Vimajyhu y Buzy na ce MoTuBanmja jaB/ba oJ yTUIAjeM Ode-
KMBamba O VICXOJVIMa JIe/IoBaba 1 nepuenunje camoedukacHoctu (Bandura, 1997),
JIOKUBJbaj CTY/IEHATa Jla Cy CIIOCOOHM Jia YCIIeLTHO 3aBplle ofpeheHn 3agarak, Kao
¥ CBECT O TOMe JIa je yCIeX pe3y/nTar Tpy/a Koju he ynoxxuru y npouecy yuema (Ng,
2008) mpezcTaB/bajy CHaYKHE MOTHBAIMIOHE IIOKpeTave.

Hasasu ykasyjy 1 Ha To ja MHTPMH3MYHO MOTVBICAHN CTY[ieHTH Y Behoj Mepu
IPUMeERYjy CTPATEernjy KPUTUIKOT Mullbetba. OBM CTyJeHTH OMpajy 3ajaTke Koju
IpeJCTaB/bajy U3a30B, CIPEMHU Cy 3a yuele HOBUX cafjpKaja 6e3 063upa Ha TO fia
mm he 6uTy oLewmuBaHU. YCMepeHN Cy Ha IpOAyO/blBatbe 3HAbA, IIPEUCIIUTIBAE
noHybeHNX TBpA®BY, pasBujame COICTBEHUX Meja, TOBe3MBabe capiKaja U3 pas-
JIMYNTHX TIpEeIMeTa VM IIPYIMEHY Hay4eHOT Y PYyTUM 06/1acTiMa U CUTyalujama, ITo
TOIPMHOCK JIMYHOM pasBojy M KBaJUTETy CTedeHuX 3Hama. OBaj Hajlas y cKiamy
je ca pesyaTaTyMa paHuje 0baB/beHNX UCTPAXKMBamba Y KOjiMa je MOTBpheH 3Havaj
YHyTpallllbe MOTMBAI[Vje 3a KBaJUTeT Ipoleca yuewa (Mirkov, 2014; Wolters &
Rosenthal, 2000) u notBphyje Tesy KOHCTPYKTUBMCTA [ja BpeHOBalbe OHOTA ILITO Ce
y4U ¥ IPOHa/IaXKeHe TMYHOT CMUCTIA IIPeficTaB/ba CHAXKaH MOTUBAIVIOHN IIOKpeTay
U IOIPUHOCY KBIUTETY Ipolieca yuema (Tomlinson, 2000).

MebyTtum, pesynratu ykasyjy Ha TO I je ¥ yCMEPEHOCT Ha CIO/balllbe KPUTe-
pujyme npaheHa caMOAMCIMIUIVHOM OBEe3aHa Ca CaMOIIOy3JabeM U ycMepeHouhy
Ha pasyMeBambe TPajiBa, Kao U ca IPUMEHOM CTpaTeryja eabopanyje U MeTaKor-
HUTUBHE camoperynanuje. To 3HaYM Jja CTy[IleHTM MOTY y MCTO BpeMe TeXUTU [
OCTBape pasjmmunte Hubese. [IpenyusHuje, MOory O6UTH yCMepeHU Ha CTHULame KBa-
TUTETHM]jeT 3Hamba, a ICTOBPEMEHO HACTOjaTH [Ia OCTBape BUCOKe pe3y/ITaTe Ha IIpo-
BepaMa 3Hama I Ja IOTBPJie CBOje CIIOCOOHOCTM Mpex ApyruMa. [JooujeHn Hamasn
Cy Y CKJIafy ca pesy/ITaTMMa MCTPaKMBamba KOjUM je MOTBpheHO fa mojepnHauHe
IOVIMEH3Mje MOTHBaLMje MIMajy pasIM4uUTy BaXKHOCT y NPEeAUKINjY IOjeJUHNX CTpa-
Teruja camoperynucasor ydemwa (Mujagi¢ & Busko, 2013). Camoperyncano yuemwe
je Y OCHOBM KOHCTPYKTMBaH IIpoliec 1 Beh1Ha McTpakuBaya ce ClIaxe fia je ycMe-
PEHOCT Ka LM/by HeroB cymTnHcky actekT (Boekaerts, 1996; Zimmerman, 1990).
TpaguumoHanHo ¢y y UCTpaXkKUBarbyMa UCIIUTUBAHY TUIIOBY IIM/beBa — Ko ILITO Cy
OpUjeHTalja Ha y4erbe HaCyIpOT OpMjeHTallMj|u Ha HOoCTUrHyhe — KOju ofpakaBajy
KBa/JIMTATUBHO pas3/nMynuTe MOTMBaNMOHe obpacue. Mebyrum, ce Buie ce ysuba
ma moctoju MoryhHOCT mocrojama kombuHOBaHuUX IpubeBa (Bouffard, Boisvert,
Vezeau & Larouche, 1995; Mirkov, 2007; Pintrich, 2000), urro motBphyjy u Hana-
3]0 HallleT MCTPaXMBama. Y TBphEHO je Ia pasmmunTyt TUIIOBM Ijy/beBa oMoryhasajy
yIIpaB/bare COICTBEHVM IIPOLIECOM yuerba U (IeKCUOMITHOCT Y PasININTIM CUTY-
anmjama (Suarez Riveiro, Gonzales Cabanah & Valle Arias, 2001), xao u ga ce mpo-
MeHe afjalTabMIHOCTU OpMjeHTallMja Ha IM/beBe MOTY IPUINCATY TMYHNUM Kapak-
TepucTUKaMa 1 cpefnHckuM unmHnonuma (Pintrich, 2000). 3a pasnuky ox mmahux
y4YeHMKa, KOJi KOjUX caMOpery/annjy MojcTuye BUCOK HUBO 3a/lHTEPEeCOBAaHOCTI 1
YCMEpPEHOCT Ha y4erbe, KOJl CTapUjuX yuyeHMKa M CTy[ieHaTa caMoperynanujy moj-
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CTUYY ¥ CHOJ/bAlllib!Y IOKPeTady, I1a BUCOKA YCMEpPeHOCT Ha Iocturayhe yomaxasa
HeraTUBHe edeKTe HIICKe yCMEPeHOCTM Ha y4embe. [lakiie, ycMepeHOCT Ha CIIO/balllbe
IVbeBe He MOpa HY>KHO 3HaunTH fia he ce noctnhu mamu edexTn Kaja je y nuramy
yCIIeX 1 KBa/IMTeT Ipolieca yuema, ITo je Beh moTBpheHo y ncrpaxnpamuma peann-
30BaHMM y Hauoj cpeguun (Mirkov, 2007).

Y cxafy ca TMM je M Hajia3 Kojy CMO JOOWIIN, a KOji yKasyje Ha TO Jia je akajeM-
cKo mocturayhe ymepeHo IOBe3aHO ca ycMepeHOIINy Ha CHoJballlibe KpuTepujyme
Y CAaMOAVCLIMIUIMHOM, JJOK Cy KOpeyanyje ca ocTanmuM (pakTopuMma 3HaTHO cnabuje.
[axre, 607pM ycIleX TOKOM CTyZAMja TTOCTVDKY OHU CTY[EHTY KOjyi MMajy Haralie-
Hy CIIO/ballllby MOTUBALUjy ¥ U3PaKeHy CIOCOOHOCT caMopucLuIviiHe. Vako Ha-
a3y BEMKOT Opoja MCTpakMBama yIyhyjy Ha TO Jja YHyTpallllkha MOTUBALMja MMa
npecynaH yrunaj Ha nocrurayhe (Ng, Liu & Wang, 2016; Peng, 2012; Pintrich &
DeGroot, 1990; Torenbeek, Jansen & Suhre, 2013), y HeKuM UCTpa>kuBambyMa IIOT-
BpDheHa je jaua Besa nocturuyha u crospainme Motusanuje (Pintrich & Garcia, 1991;
Pintrich et al., 1993), o je y ckmaay ca HanmasuMa Koje cMo gobwmn. IIpemaa ce
YHYTpallllba U CIOJballllba MOTMBAIIMja MOTY IIOCMAaTpaTy Kao 3aceOHe AMMeH3uje
jemHor peHOMeHa, Mehy ayTopyMa y 0Boj 06/1aCT ITOCTOjU CIararbe ia OHe HICY fiBa
CYNpOTCTaB/beHa MOJIa jeHOT KOHTMHYYMa, KOjii ce Hy>KHO MebhycoOHO MCKbyuyjy
(Lemos & Verissima, 2014). Kao mro cmo Beh momeHynu, Teopujcka pasmMaTpama
MOTHBaLMje ¥ MCTPaKMBAYKY Hala3! y 0Boj obmacty moTBphyjy Aa moxkperaun kKa
OCTBapuUBamy LM/beBa Y IOCTU3AbY YCIleXa BapMpPajy y 3aBUCHOCTY Off IMYHMX Ka-
pakTepucTrKa (YK/bydyjyhn u y3pacT) 1 KOHTEKCTyalTHUX yC/IOBa Y KOjuMa ce Ipo-
nec yuewa ofsuja (Lee, Mcinerney, Liem & Ortiga, 2018; Pintrich, 2000). Vimajyhn
y BUAY y3pacT VICHUTaHMKA KOjU Cy YYeCTBOBAIM y HAIlleM MCTPaKMBAmy U MPeT-
IIOCTAaBKY Jla VICIyHaBambeM NPefUCINTHUX M UCIUTHUX obaBe3a Ha BpeMe, JOCTH-
3ameM TpaxeHor 6poja 6oposa (ECIIB) u 3aBpiueTkoM ¢axynTeTa CTY[JeHTH JKenle
Ia octBape oapeheHe myropouHe nybeBe (Ha IpuMep: 3a110C/Iebe, 607bY COLVjaTHN
U MaTepujaHy CTaTyC, GMHAHCUjCKY CUTYPHOCT), OYEKMBAHO je Jja MM ITOMEHYTH
CIIO/bAlllIb]) ITOKPETayy MOTY IIPEACTaB/baTy jauyl MOTMBALMOHY IIOJCTHIIAj 3a I10-
CTU3ambe ycIexa off yHyTpalllibux mokperada. Hamasu koje cMo 06w yKasyjy u Ha
TO /1a 607BM YCIIEX ITOCTVKY OHY CTYJeHT) KOj) MMajy HaI/IallleHy CAMOJVICHVIUIVHY
U CIIOCOOHOCT J1a Ofp>Ke MKy U YCMEPEHOCT Ha IOCTH3aibe IIAaHMPAHUX IMjbe-
Ba yIpKoc oMeTajyhum 4mHMOIMMa Ha KOje Hamlase y HIpoIiecy ydemwa, LITO je Y
CKJIaJly ca pe3y/iTaTuMa paHuje obaBbeHMX ucTpaxnBama (Garcia & Pintrich, 1996;
Radulovié, Standi¢ & Bulatovié, 2019; Standi¢ & Bulatovié, 2017).

PesynTaTy Hauler MCTpakyBamwa MOTBPDYjy Ia CTyHeHTKMIbe MMajy M3pake-
HUjy MOTMBALMjy 3a y4erbe, BUILle Cy 3allHTepecoBaHe 3a rpaauBo 1 y Behoj mepn
cy nocseheHe ucnymasamwy IUIaHMPAHUX IMbeBa, y nopebhemwy ca crypenTnMma. Ta-
kobe, yenrthe xopucre crpareruje enaboparyje 1 METAKOTHUTUBHE CaMoperyanuje
KaKo OV IOCTUIJIe ycIex U perynucane oMerajyhe dgaxrope y mporecy yuewa. OBn
HaJIa3! Cy y CKJIaJy ca pe3yJaTaTiMa paHuje 00aB/beHVUX MUCTPaXMBamba, Y KOjuMa
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je moTBpheHO Ha CTyfeHTKMIbe ¥ Behoj Mepy pUMemyjy caMOperyInucaHo y4yemwe,
Te Jla y IpOILleCy yuemwa delrhe KOpMUCTe paslInMyuuTe CTpaTeryje caMOperyIncaHor
ydema, Kao IITO Cy Ipec/inilaBambe, OpraHn3alyja, enabopanyja, ypasbame Bpe-
MeHOM I perynanyja Harmopa (Banarjee & Kumur, 2014; Jaksi¢ & Vizek-Vidovig,
2008; Nevgi, 2002; Niemi, Nevgi & Virtanen, 2003; Patrick, Ryan & Pintrich, 1999;
Pajares, 2002; Wolters, 1999). Pesyntatu Koje cMO JOoOWIN MTOKA3yjy U TO fia CTy-
IeHTKube Y Behoj Mepy 1cIIo/baBajy UCIIUTHY aHKCUO3HOCT, Y Hopehemy ca cTy/eH-
TUMa, LITO je Y CKJIaJy ca Haja3uMa paHuje peamnsoBaHux ucrpaxusama (Elliot &
McGregor, 1999; Schunk & Pajares, 2005). C 063upoM Ha TO [a CTY[JeHTKIIbe MMajy
U3pa’KeH!Ujy MOTUBALIM)y 3a y4eibe Off CTy[eHaTa, ITO UX IOACTUYE fIa y IPOLecy
ydema derrhe NpuMermyjy pasanduTe cTpaTterije ydemwa kojuma he obesbenntu nc-
Iy’aBambe CBOjMX LM/beBa, HAI/IANIEHVje MCIO/baBalbe aHKCUO3HOCTH y Topehemy
ca CTyIeHTVIMa MOXe ce 00jaCHUTY YIIPaBO HBIIXOBOM CHa>KHIjOM >Ke/bOM Jla OCTBa-
pe nocTaB/beHe LIM/beBe M IOCTUTHY yCIIeX Ha CTy[ujaMa.

Kapa je y nuramy o6macT cTyupama, Ha/la3y Haller CTpakuBama yKasyjy Ha
TO Jla Cy KPUTUYKO MUIIUbEbE U yCMEPEHOCT Ha TPOJy0/buBatbe 3Hama y Behoj Mepu
3aCTYIUbEHM KOJ| CTyleHaTa YMETHNYKMX (aKy/ITeTa, HETO IITO je TO CIy4aj ca CTy-
meHTHMa (haKy/nTeTa APYIITBEHMX M NPUPOJHUX Hayka. Beha ckmoHocT crypenara
YMETHUYKVX (aKy/lTeTa Ia IPUMEYjy CTpaTeruje KpUTUYKOT MUIUBEha MOXe ce
00jacHUTY IPUPOJIOM CafiprKaja yuema 1 KapaKTepUCTUKaMa CTYIUjCKIX Iporpama
Ha yMeTHNYKuM ¢akynrernma. Off cTyJeHaTa YMETHUYKMX (aKy/ITeTa ce oueKyje
Jla pasBUjy JIMYHY OFJHOC IIpPeEMa YMETHOCTY U CafIpKaj/Ma Koje y4de, OfTHOCHO Jja 13-
rpajie CBOj jeAVIHCTBEHM YMETHMYKM 13pa3. PasBujameM CBOjCTBEHOT OJHOCA ITpeMa
YMETHOCTM U TMYHOT YMETHMYKOT M3pasa MOfCTUYE Ce ¥ KPUTUYKO MULI/bEeHe KOJ
CTy[leHaTa yMeTHNYKMX (akynrera. OBakaB pe3ynTaT HOTBphyjy u Apyra ucTpaxu-
Bama (Royseng, Mangset & Borgen, 2007; Vujaci¢, Vesi¢ & Joksimovi¢, 2019) y xoju-
Ma je MCTaKHYTO Ja ce Ha yMETHUYKUM (paKy/ITeTMa OACTNYE Pa3BOj YMETHUYKOT
UJEHTUTETA CTyIeHaTa, KPeaTMBHOT 1 KPUTUYKOT IIPMUCTYIIA pellaBamy Ipobiema.
Takobe, pesynTaTy Haller UCTpaXKMBarba Cy MOKA3a/IN 1A CY CTY/IeHTH IPYLITBEHUX
Hayka y Behoj Mepy MOTVBICaHY 3a yuee 1 BuIlle ITocBeheHN ucIymhaBamwy IJIaHN-
PaHNX LM/beBa Of CTyJeHaTa MPMPOLHNX HayKa, IITO Ce MOXKe 00jaCHUTY TuMe fia
crmabuje CTPyKTypUpaHy 3a/jally M Marbe IIPELM3HU KPUTEPUjyMI BPeHOBaba, KOjI
Cy KapaKTepMCTUYHY 32 IPYLITBEHe HayKe, Off CTy[ieHaTa OBYX (aKy/TeTa 3aXTeBajy
Behy creneH camoperynanuje kako 6u MOCTUITIN akafieMcKu ycnex. C gpyre crpa-
He, Crienn(PUYHOCTY 3ajaTaka y IPUPOSHUM HayKaMa, IOIYT BUCOKe CTPYKTYpH-
PaHOCTH, jaCHUX JMHEApHUX MPOLEAYPa, jeJHO3HAYHNX OJrOBOpa U IPEeLU3HUjUX
KpUTepUjyMa BPEJHOBAIbA, Off CTy/IEHATa 3aXTeBajy MaIby CTEIIEH CaMOperynanuje y
npoiiecy yuema (Dent & Koenka, 2016).

VcnyuTHa aHKCMO3HOCT je M3pakeHuja KOJi CTy[eHaTa Ha IIPBOj U IPyTroj rofu-
HY CTY[¥ija HETO KOJj OHUX Koju cy Ha Tpehoj mnn yerBproj rogunu. Ta pasnuka je
joILI U3pa)KeHM]ja KaJja ce CTy/IEeHTU IIPBe U JJpyre TOAMHE CTyyja yIOpee ca OHMMa
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KOjI Cy Ha I1€TOj, 1eCTOj TOAMHM WIN Ha MacTep/TOKTOPCKUM cTynujama. Vspaxe-
HIja aHKCMO3HOCT Ha MOYeTKy CTyAMparma MOXKe OMTU IOCIeuIla CyoyaBarma CTy-
IeHaTa ca IpyradyMjuM Oo4eKMBambIMa y Be3) Ca HauMHUMA y4era Y HOBOj CPe/IMHIL.
Pannje ob6aB/peHa MCTpaXMBamwa Jajy pasnndure pesynrare. [Jok je y mojequHuM
MCTpaXKMBambIMa OTBpHeHO [ja MCIMTHA aHKCMO3HOCT OTajia Ha BUIIMM TOAVMHAMa
cryanja (Latas, Panti¢ & Obradovi¢, 2010), apyra ncrpakusama yuyhyjy Ha To Aa
MICIIMTHA aHKCMO3HOCT CTyfIeHaTa pacTe Kako ce Omke Kpajy cryanpama (Tosevski,
Milovancevi¢ & Gaji¢, 2010; Putwain, Woods & Symes, 2010). Moxxe ce pehu ma
HUBO VICIIMTHE aHKCMO3HOCTY Bapypa Yy 3aBUCHOCTU Off TOfIMHE CTYM)ja, Ay MOXKe
3aBUCUTH U OF caMor (paKy/ITeTa, jep ce MPeTIOCTaB/ba fa Ha pasmMIuTuM (akyi-
TeTUMa II0jeJHe TOIMHE CTY/AMja HICY NTOfIjeJHAKO TEILIKEe U 3aXTeBHE 3a CTYJEHTE.

B 3AKJ/bYYAK

VcnutnBame ynore 1 3Havaja CaMOPETY/IMCAaHOT y4emha M MOTHUBALMje 33 y4erbe
IpefCTaB/ba BEMMKY M3a30B 32 MCTPAXKMBAYE jep Cy y MUTarby IPOLECH KOjI 3aBUCe
KaKo Off TNYHUX NpedepeHIiyja CTyieHaTa, TAKO U Off KOHTEKCTa Y KOjeM ce OABIjajy.
IInp HaM je 610 A MCIUTAMO MOBE3AHOCT Pas/IMYNTIX MOTUBAI[IOHNX OpUjeHTa-
IMja U CTpaTeruja yuema CTy[ileHaTa HeKOIMKO yHuBepauTeta y Cpouju, Kao 1 of-
HOCe OBMX Bapujabu ca akaleMCKuM rnocturayhem, monom, obnamhy crygupama u
TOAMHOM CTyAuja. Mo>keMo fia 3aK/by4MMO Jja Cy pe3y/ITaTi Koje cMo Jobunu o 06-
paciMa ydema cryfeHara y Cpouju y CKIafy ca HajasyMa JpYIUX MCTPaKUBamba.
Hanme, Hanasu koje cMo JOOWIN yKasyjy Ha TO Ja Cy BUIIM HMBO caMOe(dUKacHO-
CTU M TIPMMEHA CTPaTeryja CAMOPETY/IMCAHOT YYeka TOBE3aHN I Ca MHTPUH3NYHOM
U eKCTPMH3MYHOM MOTMBALIMjOM, /1a CTYLEHTKUIbE MIMAjy U3PaXKEHIjy MOTUBALIV)Y
1 ocBeheHoCT ncnymaBamy IIAHMPAHNX LI/bEBa, Te Ja demhe IpuMemYjy cTpa-
Teruje enabopaiyje 1 MeTaKOTHUTUBHE caMoperyanuje. VIcTpaxxuBamweM je 1OT-
BpbeHo fja HajBuIe mocTUrHYhe OCTBAapyjy OHUM CTY[EHTU KOjU MMajy HaI/IalleHy
CIIO/BAIlbY MOTMBALMjy U M3PaKeHy CIIOCOOHOCT camopucuyimee. Kpurmako
MMIIbebe ¥ YCMEePEHOCT Ha IIPOfiy0/b1Babe 3Haba y Behoj Mepl Cy 3acTyIUbeHM KOJ
CTyJeHaTa yMeTHNYKMX aKy/ITeTa, HEeTo IITO je TO C/Iy4aj ca CTyleHTNMa (aKynTeTa
APYIITBEHUX ¥ HPUPOJHUX HAyKa, MOK Cy CTY/IEHTU APYLITBEHMX HayKa MOTVUBU-
CaHMUjM 3a y4eme M mocBeheHuju ucnymaBamy IJIAHMPAHNX LU/beBa Off CTyJeHaTa
npyupopHKX Hayka. Hamasu koje cMo o6 moTBphyjy nmpeTnocraBKy fa pasinym-
TV HUBOY AaHKCMO3HOCTY TIOJ] yTUIIajeM TMIHMX U KOHTEKCTya/THUX KapaKTepUCTIKa
MOTY Je/IOBAaTH ITOACTUIIAjHO Ha IIPOIIeC YUerha i leroBe eeKTe MM IIPeCTaB/baTH
omerajyhn unnman (Mutegi, Gitonga & Rugano, 2021), mrto Mo>xe 6UTH KOPUCHO
3a Oygyha mpoyuyaBama ¥ pasyMeBama y3ajaMHOT OJIHOCA MOTMBALMje M aHKCHMO3-
HocTn. VMajyhm y Bumy fa je caMOperynImcaHo ydeme IOJ YTHUIAjeM PasaMIuTIX
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KOHTeKcTyamHux ycnoa (Boekarts & Corno, 2005), kao ¥ 4nmbeHNIY Jia Cy OfaLn
o]} CTyZleHaTa NPUKYIUbeHU Y BpeMe Kajia je movesna na"gemuja COVID-19, moxe
ce NPeTIOCTaBUTH JIa Cy Ha OITOBOPE MCIMTAHMKA KOj) Cy Y4eCTBOBaIM y HallleM
UCTpa)KMBalby JOHEKIE yTUljajle laTe JPyIITBeHe OKOTHOCTY Y KOjiMa je 0BO MCIIN-
TUBaIbe PeaM30BaHo.

C 0631poM Ha TO JIa je CaMOPETY/IMICAHO Yueke JUHAMIYaH, pa3BOjHM IIpoliec,
OUTHO je Ha HUBOY 00Pa30BHMX HONMNUTHUKA U TPOdeCHOHATHOT pasBoja HaCTaBHMKA
yCMepuUTH TaXiby Ha yTBphuBame MOTeHIMja/la HACTaBHE IIPaKce 3a MOMCTUIIAbE
pa3Boja BEeLITHHA HEOIIXOJHMX 3a CAMOpETy/IcaHo yuemwe. C TuM y Be3u, 61ao 6u
IO>KE/PHO Jla Ce YHMUBEP3UTETCKM HACTAaBHMIM, KpO3 pasnuuute ob6yke y OKBUPY
CTPYYHOT ycaBpllaBamba, 0CIIocobe Ja KOJ| CTyAeHaTa IIOACTIYY U OAp>KaBajy MOTH-
BaIlMjy 11 IPUMEHY CTpaTeruja yuemwa. Takobe, KOpucHO 61 6110 OCMUCITUTY PA3TIN-
4yTe pajInOHMIIE 3a CTyJeHTe yCMepeHe Ka IO CTUIalby CAMOPETy/IMCaHOT YUemba.

Bynyhn na ce Haue ucTpakuBambe, Kao 1 BehyHa Ipyrux UCTpakBama y OBOj
06/1acTy, 3aCHUBA Ha CAMOU3BEIITaBalby UCIIUTAHNKA U Jja Iaje YBUJ UCK/BYIMBO Y
caMmolieplienyje mpoieca yuema crygeHara (Winne & Jamieson-Noel, 2002), y Ha-
PEeIHUM UCTPaXKMBambMa OBOT (heHOMeHa 6110 61 HEOIIXOHO IPYMEHNUTH U IpyTe
ucTpaxxuBauke Merozie. Kopucno 6u 6m1o ma ce myTeM CHCTeMATCKOT TOCMaTpamba
¥ IPYMEHOM JPYTUX KBIMTATUBHUX METOJA VICTPaXKUBamwa 1001je yBUJ, y HaUMHe
Pajia HaCTaBHMKA, MOTUBALIVIOHE OPMjeHTAaLIMje U CTpaTeTMje yuermba CTy[eHaTa, Kako
6u ce 60/be pasyMeo 1 caM KOHTEKCT Yy KOjeM ce OfiBMja IpOLieC y4erba, a 3a Koju
HOjeIVIHM MCTPAXKMBAUM TBpJe fa ce He cMe 3aneMaputy (Hadwin, Winne, Stockley,
Nesbit & Woszczyna, 2001). Orpanndere 0OBOT MCTPaXX1Batba je M Y TOMe IITO je
y4ecTBOBA/IO 3HATHO BMIIIE CTY[CHTKNIbA, Y opehemwy ca crygeHTnma. Crora 6m y
Hape[HNM UCTPAXXMBAbJIMa, Ha Yje[IHAYeHOM Y30pKY, OM/I0 KOPMCHO JJOTATHO JC-
IUTATY TIOBE3aHOCT MOJIa Ca Pa3INIUTUM BapujabiuMa MOTUBALVje U CTpaTerujama
ydema. Vimajyhu y Busy cenmduaHOCTY OHIajH HacTaBe Ha GaKy/ITeTMMa TOKOM
nanpemuje COVID-19, kao 1 YnbeHUITy Ia Y TAKBUM OTEXKaHUM YC/IOBUMA Y KOjI-
Ma ce HacTaBa OfIBMjajia jOLI BUIIeE [OJIA3¥ [0 M3paXkaja 3Hayaj OCIOCOO/bEHOCTH
CTy[leHaTa Jla yIpaB/bajy COICTBEHUM IIPOLIECOM y4ema, IIpernopydyje ce fa y 0y-
nyhum ncrpakusamuma 6ye pasMOTPEH U YTULA] OBUX CIIelMPIIHIX OKOTHOCTH
Ha IIpolleC HacTaBe U y4erma.
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IMPUJIOT 1.
Tab6ena I11: Kopenayuje cmasku ca pakmopuma

18. AKo ce I0BO/BHO IIOTPYANM, pasdymehy HacTas-

S 0,80
He cafpiKaje Koje yI1Mo.
2. Axo ce aJieKBaTHO Oy/ieM ITOCBETHO yUeHY, 0.69
mohu hy na caBnagam npegsubene cagpixaje. ’
15. Curypas/a caM fja MOTY fia pasyMeM U HajcTo-
JKEHNje TI0jMOBE KOje M3HeCe HaCTaBHUK Ha npefga- 0,61
Bamuma.
27. Beoma MM je BaKHO Jla pasyMeM cafip>kaje Impef- 0.60
MeTa Koje y4uM. ’
10. Baxxno mu je 1a caBniailaM HaCTaBHE CafipKaje 0.58
U3 IpeMeTa Koje yauM. ’
6. Curypan/a caM fja MOT'y la pasyMeM U HajTexxe 0.56
cajipKaje 13 HaCTaBHOT IPajuBa. ’
25. AKO He pasymMeM HaCTaBHU CafipXKaj, TO je 3aTO 0.55
IITO Ce HICAM JIOBO/bHO MOTPYNO/NIa. ’
41. Kag M1 HEIITO IUTO YMTaM Y BE3Y C HEKUM
IIpeIMETOM HIUje jaCHO, BpaTUM Ce ¥ TIOKyIIaM Jla 0,54

TO pacTyMadlM.

29. Curypas/a caM Jja MOTY fla OBJIajlaM BeIITIHa-
Ma, CIIOCOOHOCTMMA U 3HamwMMa KojiiMa Hac ygye Ha 0,53

daxynTery.

23. MucnuM fa he My KOPUCTUTH [ja HAYYMM
HacTaBHe cajp)Kaje U3 IpefMeTa Koje TPeHyTHO 0,52
yUuM.

20. Curypan/a caM Jja MOTY OJI/IMYHO JIa YPafuM

. 0,52
3aJlaTKe ¥ TeCTOBE M3 IIPEIMETA KOje YIMMO. ’

12. Curypan/a caM jia MOTY /ja HAyYiM OCHOBHE 0.51
I0jMOBE U3 CBAKOT IIPeIMETA KOjI YUMM. ’

4. MucnuMm pa hy oHO mTO TpeHyTHO yunum Mohu 0.48
2 ICKOPUCTHM U 32 Y4erbe JPYTUX IpefMeTa. ’
31. Y3eBum y 0631p TeXXMHY IIpeMeTa Koje Tpe-

HYTHO y4YUM, HaCTaBHMKE U MOje 3Hame, Mucmum fa 0,41

hy nmoctuhn ycnex Ha ucnuruma.
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22. OHO mITO MM JOHOCHK HajBUIIIE 33/J0BO/bCTBA HA
IpeflaBarblMa je HacTojarbe Jja pasyMeM IpajiBo 0,40
IITO je BuIe Moryhe.

44. AXO MM je TPaiMBO TEIIKO 3a PasyMeBame, 0.37
IIPOMEHVM Ha4yMH Ha KOjU I'a YMTaM. ’

17. Beoma cam 3amHTepecoBaH/a 3a TeMarcke oba- 0.37
CTH KOje YyI1MO Ha (aKynTeTy. ’

16. Kap je peu o mpenMeTnMa Ha GaKynTeTy, BUILe
BOJIVIM HAaCTaBHM Cafp>Kaj Koju Mu Oyfu pajo3Ha- 0,34
JIOCT, YaK MAKO je TeXKAaK 3a y4erbe.

42. Kap yunm, mpesra3uM OeJellKe ca IpefjaBarmba I 0.75
TPYAMM Ce Jja IpoHaheM HajOuTHMje mojMoBe. ’

63. Kag yunm, nperiefiaMm Genellike ¢ IpefaBama 1 0.72
CyMMpaM BaKHe II0jMOBe. ’

67. Kap yanm, mmireM KpaTke pesumee 0 OCHOBHUM
ujiejaMa 13 HaCTaBHOT MaTepujaja 1 GeemKu ¢ 0,66
npefiaBamba.

46. Kag yunm, yBeK U3HOBa YnTaM OeslelKe 1 0.62
IIcaHe MaTepujarie. ’

72. 3a CBaKM IPEfMET HAIIPABUM JIUCTY BaXKHIUX 061
HAIIOMeHa I CavyBaM VIX. ’

59. ITaMTUM K/by4He peun Jja Me TIOficeTe Ha BasKHe 056
nojMoBe. ’

32. Jlok y4uMm, IpaBuM pesuMe jep MU TO IOMaXKe 0.54
Jia OpTaHM3yjeM MUCIINL. ’

79. AKo ce 36yHMM JJOK IIpaBUM OeJIellIke Ha TIpefa- 0.54
BambMMa, 00aBe3HO UX KacHIje CPefiM. ’

68. Kayi He pasyMeM rpajnBo, Tpaxum momoh og 0.48
OPYror CTy[IeHTa U3 IPyIIe. ’

45. Tpynum ce [ja pajiiM C IPyTUM CTyZIeHTHMA 0.45
KaKo 6VX 3aBpIINO//Ia HeKM 3a/JaTaK. ’

76. Kag y4nm, ToKyImaBaMm fia yTBPAUM KOji Cy TO 0.45
TI0jMOBY Koje He pasyMeM 106po. ’

69. ITokymasam fia pasyMeM IPajiuBo TaKo IITO
IIpaBuM napaseny usMmely oHora mro croju y 0.42
yIIOEHUKY 1 [10jMOBa O KOjiMa je 6110 peun Ha ’
IIpefiaBambIMa.
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36. Jloxk uMTaM HaCTaBHM CafpXKaj , IOCTAB/bAM
cebu nmuTama Kako 6ux ce Goxycupao/ia Ha OHO
IITO YMUTaM.

78. Kaga yunm, mocraB/baM ce0y LjujbeBe KaKo
61X 3HA0/7Ia KOje aKTMBHOCTM Tpeba fa 06aBUM y
ofipeheHOM BpeMeHCKOM IepHOzY.

55. ITocTaB/baM cebu muTama fja 6yzeM curypas/a
Jla pasyMeM Caip>Kaj KOjyu IpOydaBaM.

80(P). PeTko mpoHa/masuM BpeMeHa [ja periefaM
6errellke MM MaTepHujasl pe VCIUTA.

53. Kaj yunm, undopmarmje Lpnmum 13 pasimu-
YUTUX U3BOPA, KA0O WITO Cy NpefaBarba, MIUCAHN
MaTepujal U IUCKycuje.

50. Kaj y4nm, yecTo ofiBojuM BpeMe Jia IPOJMCKY-
TYjeM 0 HaCTaBHUM CaJip>KajiiMa ca CTyfIeHTMA 13
rpyre.

66. IlokymaBam fja eKCIIepMMEHTHILEM Ca COIICTBE-
HUM MnejaMa Y B€3M C OHMM IITO Y4INM M3 KOHKPET-
HOT TIpefiMeTa.

71. Kaj roz mpounTaM 1 4yjeM HeKy TBPAbY WM
3aK/by4aK, MUC/IMM O MOTyhuM anTepHaTUBaMa.

51. HacTaBHM cafpyKaj TpeTUpaM Kao IOYETHY
TauKy U TPY[IUM Ce Jla pa3BMjeM COIICTBEHE Mjieje.

47. Kap ce Ha IpeffaBamyIMa MY Y HACTaBHOM
Marepujaly IpefcTaB/ba HeKa TeOpuja, TyMaderhe
VN 3aK/by4aK, MOKYIIaBaM Jla YTBPAUM Ja /I UMa
I0Ka3a Koju ux noTBphyjy.

24. Kay MMaM IpWIKKy, 6paM OHe 3aJaTKe Ha
qacoBuma n3 KOjI/IX MOI'Y HEIITO Ia Hay‘-II/IM, Yaxk n
Kajp 3HaM ja Hehe 6uTu oLemenn.

38. YecTo My ce JOTOAM Ja IPEUCINTYjeM CTBapy
KOje dyjeM WM IpodnTaM fa 61X Morao/na fia
OITyYMM Jia JIV Cy MU YBepJbUBE.

62. IloxyniaBam Jja IOBEXeM Ufieje U3 jeJHOT Ipef-
MeTa C ufiejaMa 13 pyTVX IpeaMeTa Kaj TOf je TO
moryhe.

0,42

0,42

0,41

0,39

0,38

0,35

0,79

0,76

0,71

0,71

0,52

0,51

0,47
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81. TTokymapaM fja OHO IITO CaM Hayumo unTajyhm
HMcaHe MaTepujase 3a ofpeheny mpemmeT mpume- 0.40
HYM TOKOM [IPYTUX aKTMBHOCTY Ha 4acy Kao IITO ’

Cy npefaBama U INCKyCHja.

1. BonmuM Kajia ¢y caip>kaju Ha YacoOBJMMa 13a30B-

HMU 3a MeHe KaKo 61X Morao/a fa Hay4MM HELITO 0,33
HOBO.

7. Jobujame gobpe OLeHe je OHO LITO M€ TPEHYTHO

. 0,77
HajBUILE UCITyHaBa.

13. Kapa rog je To Moryhe, sxenum ja fo6ujem 60spe 0.72
oreHe oy BehyHe fPyrux cTyneHaTa. ’
11. OHo 1ITO MU je HAjOUTHIMjE je A IOIPABIM

MIPOCEK, I1a je MU je KOJI IIpefiMeTa KOje TPEHYTHO 0,69
Y4MM HajBaXKHMje [a Bo0ujeM ToOpy OLieHy.

5. Mucnum fa hy fo6utu opmndHe oljeHe U3 Ipef-

. 0,53
MeTa KOje TPEHYTHO y4MM.

21. Ouekyjem fa hy mo6po mpohu Ha rcuTiMa u3 0.47
npeaMeTa Koje y4nM. ’
48. BpenHO pajyM Kako 61X 6110/71a ycIenHa us

HEKOT IpefiMeTa YaK MaKo M ce He cBuba OHO IITO 0,46

pagmmo.

30. XKenum fa 6ymeM ycrelral/a Ha CTyanjama jep
MI je Ba)KHO Jla TOKa>KeM IIOPOMLIM, IpMjaTe/buMa, 0,45
IIOCTIOAABIIY U IPyTMMa JIa CaM CIIocobaH/a.

75. IlokymaBaM Jia IpeNosHaM OHe CTyJieHTe y

TPYNU Off KOjUX MOTY Jja TPaX!M oMoh ako Mu 0,34
3aTpeba.

19. Oceham ce HelarogHO 1 y3HEMUPEHO KaJf IT07Ia-

0,67
>KeM VICIINT.

28. Oceham xaxo mu cpiie yOp3aHo Kylia Kaf II0/Ia- 0.64
>KEM VICIIAT ’

3. Kazia pajiiM TeCT Ha MCIIUTY, Pa3MUIITBAM O

TOMe KaKo MM cl1abo nyie y mopehemy ¢ apyrum 0,60
CTyJEeHTNMaA.

14. Kaja mojakeM MCIIUT, Pa3MUIL/BAM O TTOC/IEAN-

. 0,57
11aMa Koje C/Iefie aKO He IOJIOKUM. ’
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8. Kajj pagyM TecT Ha MCIIUTY, Pa3MUII/BAM O
APYTUM JieJIOBMMA TeCTa Ha KOje He yMeM Jia Ofiro- 0,45
BOPUM.

77(P). YecTo MU ce fielraBa fja He IPOBOLYIM
JI0OBOJ/bHO BpeMeHa Ha IIpefiaBamyiMa 360T pyrux 0,61
AKTUBHOCTIH.

33(P). ToxoM mpefiaBarba, 4eCTO IPOIYCTUM BasKHe

0,59
UMEbEHNIE jeP MVICIVIM O APYTUM CTBAapMMa.
73. PeoBHO IpUCYCTBYjeM IIpeflaBambuMa. 0,50
37(P). YecTo oceham nemOCT U JOCay Kaj| yIuM,
I1a OlyCTaHeM IIP€ HEro IUTO 3aBPIUMM OHO LITO 0,41
caM IVTAaHMPAo/7a Jja ypaayM.
57(P). YecTo Mu ce fielllaBa fa YUTaM HACTaBHU 037

Marepujail, aay He 3HaM O YeMy ce pajin.

Hanomena. Pexodupare cmaske obenescete cy cnosom P nakorn 6poja cmaske.
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ABSTRACT

In this study, the understanding of self-regulated learning as one of the key competences in
contemporary education was based on Pintrich’s model of self-regulated learning. The goal was
to examine the links between different motivational orientations and learning strategies among
university students in Serbia and explore the relations between these variables on the one hand
and academic achievement, gender, field of study, and year of study on the other. A total of 520
students enrolled in art, science, and social science studies at universities in Belgrade, Novi Sad,
Ni§, and Kragujevac filled out the Motivated Strategies for Learning Questionnaire (MSLQ).
The obtained data were processed via a factor analysis, correlations, and non-parametric tests.
We isolated six factors, including Self-Confidence and Orientation Towards Understanding,
Elaboration and Metacognitive Self-Regulation Strategies, Critical Thinking and Orientation
Towards Expanding Knowledge, Orientation Towards External Criteria Accompanied by Self-
Discipline, Anxiety, and High Learning Motivation and Dedication to Achieving the Set Goals.
The application of metacognitive self-regulation strategies could be linked to both intrinsic
and extrinsic motivation. Students oriented towards external criteria exhibited higher levels
of academic achievement. We identified gender differences in the application of elaboration
and metacognitive self-regulation strategies in terms of learning motivation and anxiety
levels. Art students were more prone to the use of the critical thinking strategy compared to
science and social science students. In this paper, we highlight practical implications related
to designing self-regulated learning courses for university teachers and students, along with
recommendations for future research.
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@ INTRODUCTION

In the context of the development of key competencies in contemporary education,
particular importance is attributed to the development of students’ self-regulated
learning skills, which prepare them for life-long learning and education allow them
to meet one of the demands set by contemporary society (European Commission,
2002). The ability to regulate one’s own learning process contributes to personal
development and success. Students with self-regulated learning skills actively and
autonomously control the learning process and improve their knowledge (Puustinen
& Pulkkinen, 2001).

The conceptofself-regulatedlearningisbased on contemporary development
and learning theories, such as Social Cognitive Theory (Bandura, 1999), Self-
Determination Theory (Deci & Ryan, 1985, 2000, 2004; Deci, Vallerand, Pelletier
& Ryan, 1991; Ryan & Deci, 2000, 2004; 2017; Vasteenkinste, Lens & Deci, 2006),
and constructivist theories of learning (Bruner, 1960; Driscoll, 1999; Gergen &
Gergen, 2006; Pijaze, 1983; Poup, 1994; Stojnov, 1997, 2005; Vigotski, 1977).
The past decades have witnessed the development of several models of self-
regulated learning (Boekaerts, 1996, 1997; Borkowski, 1996; Butler & Winne,
1995; Pintrich, 2000, 2004; Winne & Hadwin, 2013; Zimmerman & Bandura,
1994). In this paper, we present the results of a study based on Pintrich’s model
of self-regulated learning (Garcia & Pintrich, 1994; Pintrich, 2000, 2004; Pintrich
& Schunk, 2002; Wolters, 2003, 2011), which is founded in Social Cognitive
Theory (Bandura, 1999).

Pintrich defines self-regulated learning as an active, constructive process
through which students set learning goals and strive to monitor, regulate, and
control their cognition, motivation, and behavior, guided by their own goals and
contextual characteristics of their environment (Pintrich, 1999, 2000; Dent &
Koenka, 2016). This model operationalizes the following components of motivation:
goal orientation, task value, self-efficacy, and test anxiety (Pintrich, Smith, Garcia
& McKeachie, 1991, 1993). The model further encompasses learning strategies
operationalized in the following manner: cognitive and metacognitive strategies and
resource management strategies. The model is used to explore the relations between
students’ motivational orientations, self-regulated learning strategies, and academic
achievement (Wolters, Yu & Pintrich, 1996).

Pintrich’s model offers great possibilities for studying self-regulated learning
in the context of higher education, since it gives a prominent role to the integration
of motivational constructs within the process of self-regulated learning. Higher
education is characterized by increasingly complex academic tasks and the
concomitant increasing need for efficient regulation of one’s own learning process
as a prerequisite to success. Research has shown that with age comes an increase
in the intensity of the correlation between the use of cognitive and metacognitive
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strategies and academic achievement and the link between academic self-efficacy and
achievement motivation (Dent & Koenka, 2016). The most significant motivational
factors and academic success predictors among students include goal orientation,
perseverance, effort investment, and self-efficacy (Panadero, 2017). Hence, self-
regulated learning models encompassing motivational and emotional aspects are
more applicable in the context of higher education.

Having in mind that the results of empirical research (Loncari¢, 2014; Mirkov,
2007; Mujagi¢ & Busko, 2013; Pajares, 2002; Panadero, 2017; Patrick, Ryan & Pintrich,
1999; Pintrich, 1999, 2000; Wolters, Yu & Pintrich, 1996; Wolters, 2003; Zobenica &
Oparnica, 2018) have indicated the importance of motivational factors and learning
strategies for the development of students’ competencies related to the management
of the learning process at higher education levels, this study encompassed students’
learning motivation and strategies, in accordance with the operationalization
provided by Pintrich. The research aim was to examine the links between different
motivational orientations and learning strategies among university students in
Serbia, along with the relations between these variables and academic achievement,
gender, field of study, and year of study. Considering that approaches to learning
are formed based on students’ personal preferences and under the influence of the
environment in which learning takes place, the obtained results could indirectly
point to favorable directions for improving university education in Serbia in order to
more actively support the development of students’ competences related to learning
process management.

B METHOD

Sample

A total of 520 students of four state universities in Serbia (Belgrade, Novi Sad, Nis,
and Kragujevac) participated in the research. The sample mostly comprised female
participants (85%), while 15% of participants were male. In terms of the distribution of
students according to the field of study, 43.1% were social science students, 45% were
science students, while 11.9% were art students. Academic achievement measured by
the current grade point average (GPA) varied from 6 to 10 (M = 8.46, SD = .80). A
total of 37.7% of participants had a GPA of eight or under, while 61.7% of students
reported a GPA above eight. According to their current year of study, participants
were grouped into three categories: 1) first-year and second-year students (26.9%);

145



146 | MILJA B. VUJACIC, SNEZANA I. MIRKOV AND JELENA M. STANISIC

2) third-year and fourth-year students (56.9%); and 3) fifth-year students, sixth-year
students!, and master’s and PhD studies (16.2%).

Instrument

To collect data on students’ motivational orientations and learning strategies, we
used the Motivated Strategies for Learning Questionnaire (MSLQ), which we
linguistically adapted and translated into the Serbian language (Duncan, Pintrich,
Smith & McKeachie, 2015). The questionnaire comprises 81 items divided into
two segments. The first segment pertains to motivation and includes six subscales
(Intrinsic Motivation, Extrinsic Motivation, Task Value, Control of Learning Beliefs,
Self-Efficacy for Learning, and Test Anxiety). Items encompassed by the second
part of the questionnaire are related to learning strategies and grouped into nine
subscales (Rehearsal, Elaboration, Organization, Critical Thinking, Metacognitive
Self-Regulation, Time and Study Environment Organization, Effort Regulation, Peer
Learning, and Help Seeking). Students were asked to determine how much they
identified with each of the items using a seven-point Likert-type scale (1 — Not at all
true of me,7 — Very true of me). The introductory part of the questionnaire was adapted
and expanded to include additional questions designed to collect general, educational,
and demographic data about participants. On our sample, the reliability of the MSLQ
scale as measured by Cronbach’s alpha coefficient was very high (a = .928).

Variables

We examined students’ learning motivation and strategies. What follows is a brief
overview of the components of learning motivation and strategies according to
Pintrich’s model (Duncan et al., 2015).

The motivation aspect encompasses value and expectancy components. In
terms of the value component, the regulation of motivational beliefs encompasses:
1) Intrinsic (Internal) Motivation; 2) Extrinsic (External) Motivation; and 3) Task
Value (the perception of the importance and usefulness of what is being learned).
The expectancy component encompasses: 1) Control of Learning Beliefs (e.g., that
investing efforts leads to success); 2) Self-Efficacy; and 3) Test Anxiety.

In addition to cognitive and metacognitive components, learning strategies
include the resource management component. Cognitive and metacognitive
components encompass the following learning strategies: 1) Rehearsal; 2) Elaboration
(paraphrasing and summarizing learning content); 3) Organization (underlining,

! Fifth-year and sixth-year students were enrolled in undergraduate studies of medicine,

dentistry, or pharmacy.
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taking notes, and making connections), 4) Critical Thinking, and 5) Metacognitive
Self-Regulation (planning, monitoring, and managing the learning process). The
resource management component includes: 1) Time and Study Environment
Organization; 2) Effort Regulation (dedication to achieving goals regardless of
distracting factors); 3) Peer Learning; and 4) Help Seeking (asking others for help
during the learning process).

In addition to the described variables, we focused on academic achievement
(the current GPA), gender, field of study, and year of study.

Data gathering

The data were gathered online, with the questionnaire distributed via the Google
Forms software during June and July 2020. Even though the COVID-19 outbreak
occurred three months before we conducted the research, the instructions for filling
out the questionnaire required students to think of their regular learning habits when
answering the questions. In other words, participants were not asked to fill out the
questionnaire by taking into consideration the temporarily changed circumstances in
which teaching and learning processes took place during the COVID-19 pandemic.
The instructions further contained information about participant anonymity, data
analysis, and reporting the results at the group level. All participants gave their
informed consent prior to filling out the questionnaire. The average questionnaire
completion time was 20 minutes.

Data processing

Data were analyzed using the SPSS 27 software package. For the purpose of
data processing, we conducted a parallel analysis, an unrotated principal component
analysis, and principal axis factor analyses with Promax rotation, along with the
Kruskal-Wallis independent sample test as a nonparametric alternative to variance
analysis and a series of Mann-Whitney U-tests as a nonparametric alternative to
independent sample t-tests. In cases of statistically significant results, in order to
be able to compare the groups, we conducted Mann-Whitney U-tests with the
Bonferroni correction.

B RESULTS

To identify the groupings of motivational variables and learning strategies, we
conducted a parallel analysis and an unrotated principal component analysis. The
parallel analysis indicated an eight-factor solution, while the Scree diagram indicated
six-factor and eight-factor solutions. The six-factor solution was selected as it proved

147



148 | MILJA B. VUJACIC, SNEZANA I. MIRKOV AND JELENA M. STANISIC

to be more economical. A principal axis factor analysis with Promax rotation and
six factors on all items of the MSLQ revealed that 13 items (26, 35, 39, 43, 52, 54,
56, 58, 60, 61, 64, 65, and 74) were not significantly (> .32) saturated with any of the
six factors. Therefore, these items were excluded from further analysis. The analysis
was repeated with the remaining 68 items. Items 9, 40 and 49 proved to have low
communalities, but items 34 and 70 were excluded first, due to not being saturated
with any of the factors. After repeating the analysis with the remaining 66 items,
items 9, 40, and 49 once again showed low communalities, which resulted in their
exclusion. The final six-factor solution including 63 items had a Kaiser-Meyer-Olkin
value of .89 and explained 38.83% of the total variance prior to rotation (Table 1).
Items 33, 37, 57, 77, and 80 were reverse coded and accordingly indicated with the
letter R after item number in the following passages and tables.

Table 1: The Percentage of Variance Explained by the Obtained Factors

1 11.90 18.89 18.89
2 4.38 6.95 25.84
3 2.56 4.06 29.90
4 2.16 3.43 33.33
5 1.80 2.87 36.20
6 1.66 2.63 38.83

Provided in Supplement 1 (Table S1) is an overview of the distribution of items
across factors in the selected six-factor solution.

What follows is a description of the obtained factors based on the grouped
questionnaire items. As shown in Table S1, Factor 1 encompassed items pertaining
to self-confidence, task value, intrinsic motivation, and understanding strategies.
Accordingly, it was named Self-Confidence and Orientation Towards Understanding.

Factor 2 comprised 18 items exclusively relating to learning strategies, with
the most dominant strategies being those of elaboration and metacognitive self-
regulation. Hence, this factor was named Elaboration and Metacognitive Self-
Regulation Strategies.

Factor 3 collected 9 items that dominantly pertained to critical thinking as well as
intrinsic motivation reflected in an intense desire to expand knowledge. With this in mind,
the factor was named Critical Thinking and Orientation Towards Expanding Knowledge.

Factor 4 comprised eight items. In terms of motivational orientations, the items
within this factor were related to external incentives to learn, such as the grade and
comparing and competing with others, which were accompanied by high levels of
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self-discipline during the learning process. Having all this in mind, this factor was
named Orientation Towards External Criteria Accompanied by Self-Discipline.

Factor 5 included 5 items that exclusively pertained to the tension and anxiety
that could be present during the evaluative situation and before the exam itself.
Hence, this factor was labeled Anxiety.

Factor 6 encompassed five items related to learning motivation and interest
in the content area as well as the elimination of distracting factors in the learning
process. Therefore, this factor was named High Learning Motivation and Dedication
to Achieving the Set Goals.

Provided in Table 2 are the values of correlations between the obtained factors.

Table 2: Between-Factor Correlations

1 -

2 387 -

3 403 .552 -

4 438 421 337 -

5 -.332 .039 -.021 -.151 -

6 315 335 .240 139 .012 -

The data shown in Table 2 indicates that the intensity of the obtained correlations
ranged from very weak to moderate (Hinkle, Wiersma & Jurs, 2003). The strongest
correlation was observed between Factor 2 (Elaboration and Metacognitive Self-
Regulation Strategies) and Factor 3 (Critical Thinking and Orientation Towards
Expanding Knowledge), with its value indicating its moderate intensity. Factor 1
(Self-Confidence and Orientation Towards Understanding) showed somewhat weaker
correlations with all other factors and negatively correlated only with Factor 5 (Anxiety).
Factor 2 (Elaboration and Metacognitive Self-Regulation Strategies) correlated with
Factor 4 (Orientation Towards External Criteria Accompanied by Self-Discipline) and a
somewhat weaker correlated with Factor 6 (High Learning Motivation and Dedication to
Achieving the Set Goals). A weaker correlation was observed between Factor 3 (Critical
Thinking and Orientation Towards Expanding Knowledge) and Factor 4 (Orientation
Towards External Criteria Accompanied by Self-Discipline). Other correlation values
were significantly lower. In some cases, the value was low enough to conclude that the
link between the factors was virtually non-existent.

Our intention was to examine the nature of relations between the obtained
factors and the variables of academic achievement, gender, field of study, and year
of study.
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As shown in Table 3, academic achievement moderately positively correlated
with Factor 4 (Orientation Towards External Criteria Accompanied by Self-Discipline)
and showed weak although statistically significant correlations with other factors,
with the correlation with Factor 5 (Anxiety) being negative.

Table 3: Correlations Between Factor Scores and Academic Achievement

Self-Confidence and Orientation Towards Understanding 27
Elaboration and Metacognitive Self-Regulation Strategies .16%*
Critical Thinking and Orientation Towards Expanding

24
Knowledge
Orientation Towards External Criteria Accompanied by 4q+
Self-Discipline '
Anxiety -.19%*
High Learning Motivation and Dedication to Achieving the 1

Set Goals

Note. ** correlations were significant at p < .01

In terms of gender, we identified statistically significant differences in three out of
six factor scores. The results showed that on Factor 2 (Elaboration and Metacognitive
Self-Regulation Strategies), female participants had a higher average rating (271.37)
than male participants (181.97), with the difference proving to be statistically
significant (U = 11009; p < .001). In other words, female students obtained higher
scores on this factor. In the case of Factor 5 (Anxiety) (U = 10512; p < .001), female
participants (272.50) also had higher ratings than male participants (175.52). Finally,
in the case of Factor 6 (High Learning Motivation and Dedication to Achieving the Set
Goals) we once again registered a statistically significant difference (U = 13163; p <
.01), with female participants’ average rating (266.45) being higher than that of male
participants (209.95).

When it comes to the field of study, statistically significant differences between
groups were obtained of Factor 3 (Critical Thinking and Orientation Towards
Expanding Knowledge) (x*(2) = 9.33, p <.01) and Factor 6 (High Learning Motivation
and Dedication to Achieving the Set Goals) (x*(2) = 15.14, p < .001). In the case of
Factor 3 (Critical Thinking and Orientation Towards Expanding Knowledge), a
subsequent Mann-Whitney U-test showed that art students had a statistically
significantly higher average rating (310.21) compared to science students (244,83; U
=-65.39; p < .01) and social science students (257.42; U = -52.79; p < .05). In terms
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of Factor 6 (High Learning Motivation and Dedication to Achieving the Set Goals),
the only statistically significant difference was observed between science students
and social science students (U = 52.78; p <.001). Social science students had a higher
average rating (282.73) than science students (229.95).

Depending on the year of study, our participants differed on two factors: Factor
2 (Elaboration and Metacognitive Self-Regulation Strategies) (x*(2) = 6.78, p < .05)
and Factor 5 (Anxiety) (x*(2) = 20.27, p <.001). Third-year and fourth-year students
had a higher average rating (271.54) on Factor 2 (Elaboration and Metacognitive
Self-Regulation Strategies) than fifth-year students, sixth-year students and master’s
and PhD students (226.13), as confirmed via a Mann-Whitney U-test (U = 45.41;
p < .05). First-year and second-year students had a higher average rating (300.66)
on Factor 5 (Anxiety) compared to third-year and fourth-year students (250.80),
which was likewise confirmed via a Mann-Whitney U-test (U = 49.85; p < .01). The
difference was even greater when comparing first-year and second-year students to
fifth-year, sixth-year, master’s, and PhD students, whose average rating was 211.83
(U = 88.82; p <.001). Therefore, test anxiety levels were the highest among first-year
and second-year students.

B DISCUSSION

The way the MSQL items were distributed across the described six factors indicates
that intrinsically motivated students tend to exhibit higher levels of self-efficacy,
which is in line with the findings of earlier research confirming the link between
these components of motivation (Loncari¢, 2014; Mujagi¢ & Busko, 2013; Zobenica
& Oparnica, 2018). These students highly value the content they learn and they are
certain that they can master the course material if they invest enough effort. Having
in mind that motivation arises under the influence of expectations regarding learning
outcomes and one’s perception of self-efficacy (Bandura, 1997), students’ conviction
that they can successfully complete a task and their awareness that success is the
result of efforts invested in the learning process (Ng, 2008) represent significant
drivers of motivation.

Our findings further suggest that intrinsically motivated students are more
inclined to use the strategy of critical thinking. These students choose assignments that
are challenging and they are ready to learn new content even if it does not contribute
to their GPA. They are oriented towards expanding knowledge, reexamining
offered statements, developing their own ideas, making connections between the
contents of different subjects, and applying what they have learned in other fields
and situations, which contributes to personal development and improves knowledge
quality. This finding is in line with earlier studies highlighting the significance of
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intrinsic motivation for the quality of the learning process (Mirkov, 2014; Wolters
& Rosenthal, 2000) and it supports the constructivist idea that valuing what is being
learned and finding personal meaning constitute significant drivers of motivation
and contribute to the quality of the learning process (Tomlinson, 2000).

However, our results also indicate that students’ orientation towards external
criteria accompanied by self-discipline can be linked to self-confidence and students’
orientation towards understanding subject content, along with the application of
elaboration and metacognitive self-regulation strategies. This means that students
can strive to achieve multiple goals at the same time. More precisely, they can focus
on acquiring higher-quality knowledge, while simultaneously striving to score
highly on knowledge tests and show their abilities to others. The obtained results are
in line with the results of a study that found that specific dimensions of motivation
differently contribute to the prediction of certain self-regulated learning strategies
(Mujagi¢ & Busko, 2013). At its core, self-regulated learning is a constructive process
and most researchers agree that goal orientation is its crucial aspect (Boekaerts,
1996; Zimmerman, 1990). Traditionally, research has examined different types of
goals, such as orientation towards learning versus orientation towards achievement,
which reflect qualitatively different motivation patterns. However, it has become
increasingly clear that students can be oriented towards different goals at the same
time (Bouffard, Boisvert, Vezeau & Larouche, 1995; Mirkov, 2007; Pintrich, 2000),
as confirmed by the results of our research. It has been established that different
types of goals allow students to regulate their own learning process and be flexible in
different situations (Suarez Riveiro, Gonzales Cabanah & Valle Arias, 2001) as well
as that changes in the adaptability of goal orientation can be ascribed to personal
characteristics and environmental factors (Pintrich, 2000). Unlike younger students,
whose motivation for self-regulation stems from their high levels of interest and
orientation towards learning, older students can also be motivated by external
incentives, whereby their pronounced orientation towards achievement diminishes
the negative effects of their low orientation towards learning. Hence, external goal
orientation does not necessarily yield smaller effects on academic achievement and
the quality of the learning process. This is in line with the results of earlier research
conducted in Serbia (Mirkov, 2007).

In the same vein, we found that academic achievement moderately correlated
with students’ orientation towards external criteria and self-discipline, while
correlations with other factors were significantly weaker. Hence, higher academic
success was achieved by students with higher levels of external motivation and self-
discipline. Even though numerous studies have shown that intrinsic motivation
decisively influences achievement (Ng, Liu & Wang, 2016; Peng, 2012; Pintrich
& DeGroot, 1990; Torenbeek, Jansen & Suhre, 2013), some studies have found a
stronger link between achievement and extrinsic motivation (Pintrich & Garcia,
1991; Pintrich et al., 1993), which is in line with our findings. Although intrinsic
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and extrinsic motivation can be observed as separate dimensions of the same
phenomenon, authors in this field generally agree that they do not constitute the
opposite poles of a continuum that are necessarily mutually exclusive (Lemos
& Verissima, 2014). As mentioned previously, theoretical understandings of
motivation and research findings on this phenomenon indicate that drivers of
success and goal achievement vary depending on personal characteristics (including
age) and contextual conditions in which the learning process takes place (Lee,
Mcinerney, Liem & Ortiga, 2018; Pintrich, 2000). Considering our participants’ age
and the assumption that by fulfilling their pre-exam and exam responsibilities on
time, reaching the necessary number of points (ECTS), and completing their studies,
students seek to achieve certain long-term goals (e.g., gainful employment, a better
socioeconomic status, and financial security), it is expected that the abovementioned
external incentives can constitute more significant drivers of motivation for success
compared to intrinsic motivation. Our findings suggest that higher academic success
is achieved by students with great self-discipline and ability to maintain attention
and focus on achieving the set goals in spite of the distractions they encounter in the
learning process, which is in line with previous research findings (Garcia & Pintrich,
1996; Radulovi¢, Stanci¢ & Bulatovi¢, 2019; Stancié¢ & Bulatovié, 2017).

We further found that female students expressed higher levels of learning
motivation, more pronounced interest in subject matter, and greater devotion to
achieving the set goals compared to male students. Likewise, they were more inclined
to use elaboration and metacognitive self-regulation strategies in order to achieve
success and regulate distracting factors in the learning process. These findings are
in line with previous studies showing that female students are more prone to self-
regulated learning and more frequently use various self-regulated learning strategies,
such as rehearsal, organization, elaboration, time management, and effort regulation
(Banarjee & Kumur, 2014; Jaksi¢ & Vizek-Vidovi¢, 2008; Nevgi, 2002; Niemi, Nevgi
& Virtanen, 2003; Patrick, Ryan & Pintrich, 1999; Pajares, 2002; Wolters, 1999). The
obtained results further indicate that female students exhibit higher levels of test
anxiety compared to male students, which is in line with previous research findings
(Elliot & McGregor, 1999; Schunk & Pajares, 2005). Considering that female students
tend to show higher levels of learning motivation than male students, which is why
they more commonly use different learning strategies in the learning process in order
to ensure they reach their goals, the fact that they exhibit higher levels of anxiety
compared to male students can be explained by their greater desire to achieve the set
goals and do well in their courses.

In terms of the field of study, our results showed that art students were more
prone to critical thinking and more oriented towards expanding knowledge in
comparison to science and social science students. The fact that art students were
more inclined to use the strategy of critical thinking could be explained by the nature
of subject content and the characteristics of art study programs. Art students are
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expected to develop a personal relationship with art and the content they learn and
develop a unique artistic expression. The development of a special relationship with
art and a personal artistic expression supports critical thinking among art students.
This result is aligned with the findings of other research (Royseng, Mangset &
Borgen, 2007; Vujaci¢, Vesi¢ & Joksimovi¢, 2019) highlighting that art students are
encouraged to develop their artistic identity and adopt a creative and critical approach
to problem solving. Likewise, our results showed that social science students were
more motivated to learn and more dedicated to the accomplishment of set goals
compared to science students, which could be explained by the fact that the less
structured tasks and less precise evaluation criteria characteristic of social sciences
require students to show higher levels of self-regulation in order to achieve academic
success. On the other hand, in science, tasks are highly structured, procedures are
clear and linear, answers are unambiguous, and evaluation criteria are more precise,
thus requiring lower levels of self-regulation in the learning process (Dent & Koenka,
2016).

In our study, first-year and second-year students exhibited higher levels of test
anxiety than third-year and fourth-year students. The difference in test anxiety levels
was even greater when comparing first-year and second-year students to fifth-year,
sixth-year, master’s, and PhD students. The finding that younger students showed
higher test anxiety levels could be explained by the fact that they were faced with
different expectations in terms of learning methods imposed by the new environment.
The results of previous research differ from each other. While some studies have
found that older students exhibit lower test anxiety levels (Latas, Panti¢ & Obradovi¢,
2010), other studies have indicated that test anxiety levels increase towards the end
of studies (Tosevski, Milovancevi¢ & Gaji¢, 2010; Putwain, Woods & Symes, 2010).
We could conclude that test anxiety levels vary depending on the year of study, but
could depend on the field of study as well, considering that at different faculties,
different years of study could be more significant, difficult or challenging.

B CONCLUSION

The examination of the role and significance of self-regulated learning and learning
motivation represents a major challenge for researchers, as these processes depend
on both students’ personal preferences and the context in which they take place.
Our goal was to analyze relationships between different motivational orientations
and learning strategies among university students in Serbia and explore the relations
between these variables on the one hand and academic achievement, gender, field
of study, and year of study on the other. We can conclude that our findings on
Serbian students’ learning patterns confirm the results of other studies. Namely,
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our findings indicate that a higher level of self-efficacy and the application of self-
regulated learning strategies can be linked to both intrinsic and extrinsic motivation.
We further found that female students expressed higher levels of motivation and
dedication to achieving the set goals and that they were more inclined to use
elaboration and metacognitive self-regulation strategies. Our results showed
that students with high levels of extrinsic motivation and self-discipline achieved
the highest success. Art students were more prone to critical thinking and more
oriented towards expanding knowledge in comparison to science and social science
students. On the other hand, social science students were more motivated to learn
and more dedicated to achieving the set goals compared to science students. Our
findings further confirm the assumption that different levels of anxiety influenced by
personal and contextual characteristics can support as well as impede the learning
process along with its outcomes (Mutegi, Gitonga & Rugano, 2021). This finding
can be useful for future research and the improvement of our understanding of the
interrelationship between motivation and anxiety. Since self-regulated learning
is affected by various contextual factors (Boekarts & Corno, 2005) and the data
gathering process coincided with the COVID-19 outbreak, we could assume that
our participants’ responses were somewhat shaped by the social circumstances in
which the research was conducted.

Considering that self-regulated learning is a dynamic developmental process,
education policies and teacher professional development programs should
particularly focus on determining the potential of the teaching practice for supporting
the development of self-regulated learning skills. Specialized training courses within
teacher professional development could significantly improve university teachers’
ability to foster student learning motivation and increase the application of learning
strategies. Likewise, it would be useful to create different workshops for students that
would encourage self-regulated learning.

Like most studies in this field, our research was based on participants’ self-
reports and exclusively provided insight into students’ self-perceptions of the
learning process (Winne & Jamieson-Noel, 2002). Hence, it is necessary for further
research on this phenomenon to apply other research methods. It would be beneficial
to use systematic observation and other qualitative research methods to obtain an
insight into teachers’ methods and students’ motivational orientations and learning
strategies. This would allow for a better understanding of the very context in which
the learning process takes place, which multiple researchers have highlighted as a
factor that should not be neglected (Hadwin, Winne, Stockley, Nesbit & Woszczyna,
2001). Another limitation of this research lies in the fact that the sample comprised
a significantly larger number of female students in comparison to male participants.
Therefore, it would be purposeful for future research to additionally examine the
links between gender and different variables of learning motivation and strategies
on a balanced sample. Finally, having in mind the unique nature of online university
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classes during the COVID-19 pandemic and the fact that such difficult circumstances
highlighted the importance of students’ ability to regulate their own learning, our
recommendation for future research is to examine how such specific circumstances
affect teaching and learning processes.
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APPENDIX 1
Table Al: Item-Factor Correlations

18. If I try hard enough, then I will understand the

. .80
course material.

2. If I study in appropriate ways, then I will be able 9
to learn the material in my courses. '

15. I'm confident I can understand the most
complex material presented by the instructors in my .61
courses.

27. Understanding the subject matter of my courses

. . .60
1s very important to me.
10. It is important for me to learn the course 53
material in my classes. '
6. I'm certain I can understand the most difficult 56
material presented in the readings for my courses. '
25. If T don’t understand the course material, it is 55
because I didn'’t try hard enough. '
41. When I become confused about something I'm

. . .54
reading for a class, I go back and try to figure it out.
29. I'm certain I can master the skills, abilities, and 53
knowledge being taught in my classes. '
23.1 think the course materials in my classes are 52
useful for me to learn. '
20. I'm confident I can do an excellent job on the 5
assignments and tests in my courses. '
12. T'm confident I can understand the basic 51
concepts taught in all of my courses. '
4.1 think I will be able to use what I learn now in 48

other courses.
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31. Considering the difficulty of my courses, the
teachers, and my skills, I think I will do well in my
classes.

22. The most satisfying thing for me in my courses
is trying to understand the content as thoroughly as
possible.

44. If course materials are difficult to understand, I
change the way I read the material.

17. T am very interested in the content area of my
courses.

16. In university courses, I prefer course material
that arouses my curiosity, even if it is difficult to
learn.

42. When I study, I go through the readings and my
class notes and try to find the most important ideas.

63. When I study, I go over my class notes and make
an outline of important concepts.

67. When I study, I write brief summaries of the
main ideas from the readings and the concepts from
the lectures.

46. When studying, I read my class notes and the
course readings over and over again.

72. I make lists of important terms for every course
and memorize the lists.

59. I memorize key words to remind me of
important concepts.

32. When I study, I outline the material to help me
organize my thoughts.

79. If I get confused taking notes in class, I make
sure I sort it out afterwards.

68. When I can’t understand the material, I ask
another student in my class for help.

41

.40

37

37

.34

.75

.72

.66

.62

.61

.56

.54

.54

A48
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45. T try to work with other students to complete the
course assignments.

76. When studying, I try to determine which
concepts I don’t understand well.

69. 1 try to understand the course material by
making connections between the readings and the
concepts from the lectures.

36. When reading for a course, I make up questions
to help focus my reading.

78. When I study, I set goals for myself in order to
direct my activities in each study period.

55. T ask myself questions to make sure I understand
the material I have been studying.

80(R). I rarely find time to review my notes or
readings before an exam.

53. When I study, I pull together information from
different sources, such as lectures, readings, and
discussions.

50. When studying, I often set aside time to discuss
the course material with a group of students from
my class.

66. I try to play around with ideas of my own
related to what I am learning in a course.

71. Whenever I read or hear an assertion or
conclusion, I think about possible alternatives.

51. I treat the course material as a starting point and
try to develop my own ideas about it.

47. When a theory, interpretation, or conclusion is
presented in class or in the readings, I try to decide
if there is good supporting evidence.

24. When I have the opportunity, I choose course
assignments that I can learn from even if they don't
guarantee a good grade.

45

.45

42

42

42

41

.39

.38

.35

.79

.76

71

71

.52
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38. I often find myself questioning things I hear or
read to decide if I find them convincing.

62. 1 try to relate ideas in one subject to those in
other courses whenever possible.

81. I try to apply ideas from course readings in
other class activities such as lecture and discussion.

1. In a class, I prefer course material that really
challenges me so I can learn new things.

7. Getting a good grade is the most satisfying thing
for me right now.

13.If I can, I want to get better grades than most of
the other students.

11. The most important thing for me right now is
improving my overall grade point average, so my
main concern in my classes is getting good grades.

5. I believe I will receive excellent grades in my
classes.

21.1 expect to do well on my exams.

48. 1 work hard to do well in a class even if I don’t
like what we are doing.

30. I want to do well in my classes because it is
important to show my ability to my family, friends,
employer, or others.

75. 1 try to identify students in my class whom I can
ask for help if necessary.

19. I have an uneasy, upset feeling when I take an
exam.

28. 1 feel my heart beating fast when I take an exam.

3. When I take a test, I think about how poorly I am
doing compared with other students.

14. When I take a test, I think of the consequences
of failing.

.51

47

.40

.33

77

72

.69

.53

47

46

45

.34

.67

.64

.60

.57
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8. When I take a test, I think about items on other
parts of the test I can’t answer.

77(R). I often find that I don’'t spend very much
time in lectures because of other activities.

33(R). During class time, I often miss important
points because I'm thinking of other things.

73. L attend classes regularly.

37(R). I often feel so lazy or bored when I study that
I quit before I finish what I planned to do.

57(R). I often find that I have been reading for class
but don’t know what it was all about.

45

.61

.59

.50

41

.37

Note: Recoded items are indicated with the letter R after item number.
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