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SAZETAK

Covjekova osjetila predstavljaju mjesto ulaza informacija
nakon ¢ega se one procesiraju da bi se u kona¢nici obliko-
valo neko ponasanje. lako sva osjetila imaju vaznu ulogu
tijekom ucenja, vizualni, slusni i kinesteticki put primanja
informacija opisuju tri najéesca tipa ucenja. Da bi ucitelji
mogli organizirati nastavni proces dinami¢no i proaktivno,
tj. uskladeno s ucenikovim optimalnim modalitetom uce-
nja, vazno je taj model znati prepoznati i tome prilagoditi
nastavni proces. Pritom je vazno naglasiti da je sposobnost
ucenika da izrazi svoje potrebe, ideje i promisljanja od ve-
like vaznosti za usvajanje nastavnih sadrzaja. Zato je cilj
ovog istrazivanja bio ispitati misljenja ucitelja razredne
nastave o modalitetima ucenja ucenika prvih razreda s po-
sebnim osvrtom na sluSanje i njegovu povezanost s ucitelj-
skom procjenom ucenikovih komunikacijskih vjestina. Za
potrebe istrazivanja kreiran je upitnik za procjenu misljenja
ucitelja razredne nastave o modalitetima ucenja s poseb-
nim osvrtom na slusni modalitet. Ukupan broj ispitanika
obuhvatio je 460 ucitelja razredne nastave koji dolaze iz 14
zupanija Hrvatske. Rezultati su pokazali da ucitelji smatra-
ju da se najdulja paznja i uspje$nost usvajanja sadrzaja, kod
ucenika prvih razreda, ostvaruje vizualnim putem, a naj-
manje slaganje pokazuje se za primanje sadrzaja slu$nim
putem. S druge strane, ucitelji smatraju da su ucenikove
komunikacijske vjestine povezane s usvajanjem nastavnog
sadrzaja slusnim putem. Doprinos ovog istrazivanja je u
tome §to ukazuje na potrebu razrade programskih aktivno-
sti u predskolskom i ranijem osnovnoskolskom razdoblju
u cilju povecanja aktivnosti usmjerenih na razvoj slusanja.

KLJUCNE RUECT:
modaliteti ucenja, razredna nasta-
va, slusna paznja, stavovi ucitelja
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UvoOD

Postoje brojne teorije o tome kako ucenici usvajaju znanja, razvijaju komuni-
kacijske vjestine i oblikuju svoje ponasanje. Aras (1995) govori da ¢ovjekova
osjetila predstavljaju mjesto ulaza informacija nakon cega se one procesiraju da bi
se u konacnici oblikovalo neko ponasanje. Brojna istrazivanja govore o tome da
informacije dobivamo i pamtimo kroz vise perceptivnih kanala istovremeno. Re-
zultati istrazivanja koje se odnosi na iluziju bljeska izazvanu zvukom (Shams, Ma
i Bieierholm, 2005) u skladu su s verbotonalnim promisljanjem autora akademika
Guberine koji je u osnovi metode uvijek naglasavao povezanost i medusobnu
ovisnost razli¢itih senzorickih modaliteta (Guberina, 1999) te vaznost multimo-
dalnosti u procesu ucenja. Struktura sluSnog puta omogucava stapanje razlicitih
osjetnih podrazaja na putu od periferije prema korteksu, tj. slusSnu poruku na putu
prema korteksu obogacuju, tj. dopunjuju informacije iz vizualnog, taktilnog, pro-
prioceptivnog i vestibularnog osjetila (Pansini, 2000), ali i vice versa omoguéa-
vajuci tako da struktura procesora bira iz podrazaja najinformativnije elemente
koji ¢e pomoci formi da lakSe obradi sadrzaj, tj. da odabere preferirani modalitet
primanja informacija (Pavi¢i¢ Dokoza, Tuta Dujmovi¢ i Lastro, 2021; Bakota,
2014). Ideja o preferenciji modaliteta ucenja dio je izvorne teorije modela stila
ucenja (Dunn i Dunn, 1978) koja je ukljucivala pet kategorija za koje se smatra da
utjecu na ucenje: okolina, emocionalna, socioloska, kognitivna i fizioloska kate-
gorija. U Dunnovu i Dunnovu modelu stila ucenja perceptivni modalitet sinonim
je za preferenciju modalnosti $to je kasnije uglavnom opisivano kroz kategoriju
vizualnog, slusnog i kinestetickog puta ulazne informacije.

Vizualni, slusni i kinesteticki put ulazne informacije (VAT) definira koji je od
navedenih modaliteta dominantan kao ulazni put za informaciju koju je potrebno
procesirati, obraditi i integrirati s ostalim znanjima (Pigi¢, 2012; Coffield, Mo-
seley, Hall i Ecclestone, 2004). Istrazivanje koje je proveo Howard-Jones (2014)
pokazalo je da 90 % ucitelja upravo tako klasificira tipove ucenja svojih ucenika.
Navedena tri osjetila (iako je temeljnih osjetila pet i uz navedena tri tu su jos i
vestibularno 1 proprioceptivno osjetilo) u literaturi se nazivaju reprezentativnim
sustavom osjetila (Sreenidhi i Tay, 2017). Newton (2015) kritizirao je tako jedno-
stavan nacin klasifikacije preferiranja vanjskih senzorickih informacija u cilju stje-
canja novih iskustava i znanja §to potvrduju i rezultati istrazivanja koja naglasavaju
krosmodalitet u nacinu obrade pristiglih informacija, vaznost prijasnjih iskustava u
percepciji pristiglih informacija te sposobnost srediS$njih mehanizama da inhibiraju
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ili dodatno ubrzaju procesiranje perifernih informacija (Ten Oever i sur., 2016;
Marian, Lam, Hayakawa i Dhar, 2018; Matusz, Wallace i Murray, 2017).

Istrazivanja koja su proucavala preferenciju u smislu modaliteta ucenja razliku-
ju se, pa neka istrazivanja pokazuju preferenciju auditivnog nacina primanja in-
formacija, a neka vizualnog (Pillai i Yathiraj, 2017; Gloede i Gregg, 2019; Dobri¢
i Mildner, 2007). Istrazivanja su pokazala da je za priziv informacija vremenski
definiranih zadataka bolji auditivni modalitet, dok je vizualni modalitet bolji kod
zadataka koji su prostorno definirani (Fendrich i Corballis, 2001; Kitagawa 1 Ic-
hihara, 2002). Knezevi¢ (2019) u svome je istraZivanju promatrala povezanost
osnovnih demografskih karakteristika i stilova ucenja kod studenata Ekonomskog
fakulteta. Rezultati istrazivanja pokazuju da se kod muskaraca najviSe pojavljuje
kinesteticki i vizualni stil, a najmanje auditivni koji se u najveéem postotku javlja
kod Zena.

Auditivni modalitet ucenja oslanja se na slusnu paznju i slusno pamcenje. Te-
melj za usvajanje verbalnog jezika jest usmjeravanje paznje na sadrzaj onoga $to
se slusa, a isto tako i selektiranje bitnih od nebitnih slu$nih podrazaja. U tom
kontekstu, kognitivni su mehanizmi iznimno vazni jer se preko njih primljene
informacije pripremaju za obradu na sredi$njoj razini.

Pritom treba naglasiti da je sposobnost uc¢enika da izrazi svoje potrebe, ideje
1 promisljanja jako vazno za usvajanje nastavnih sadrzaja. Uloga komunikacije
izuzetno je vazna u suradni¢kim okruzenjima ucenja Sto sugerira da razumijeva-
nje komunikacijskih preferencija moze poboljsati grupnu dinamiku i poboljsati
ukupne ishode uc¢enja (Mahdi, 2023).

U cilju poboljsanja dinamike nastavnog procesa i stvaranja optimalnih uvjeta u
kojima ¢e u€enici mo¢i u potpunosti iskoristiti svoje mogucnosti dobro je pozna-
vati preferirane stilove stilova ucenja svojih ucenika. Cilj je ovog istrazivanja bio
dobiti uvid u misljenje ucitelja razredne nastave o modalitetnima ucenja ucenika
prvih razreda s posebnim osvrtom na slu$ni modalitet i njegovu povezanost s uci-
teljskom procjenom ucenikovih komunikacijskih vjestina.

CILJ ISTRAZIVANJA I ISTRAZIVACKA PITANJA

Cilj je istrazivanja utvrditi misljenje ucitelja razredne nastave o modalitetima uce-
nja ucenika prvih razreda osnovne $kole s posebnim osvrtom na slusni modalitet i
njegovu povezanost s uciteljskom procjenom ucenikovih komunikacijskih vjestina.
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S obzirom na teorijske koncepte i rezultate ranijih istrazivanja postavljeni su
sljedeéi istrazivacki ciljevi:

1. Ispitati miSljenje ucitelja razredne nastave o modalitetima ucenja ucenika
prvih razreda osnovne $kole s posebnim osvrtom na slusni modalitet i nje-
govu povezanost s uciteljskom procjenom ucenikovih komunikacijskih vje-
Stina.

2. Utvrditi koji modalitet uenja ucitelji procjenjuju najuspjesnijim.

METODOLOGIJA ISTRAZIVANJA

Uzorak ispitanika

Drzavni zavod za statistiku (DZS, 2023) pruza podatke koji pokazuju da je na
pocetku skolske godine 2022./2023. ukupan broj uéitelja koji predaju nizim razre-
dima osnovne $kole iznosio 13 215. Od tog broja ciljane populacije prikupljen je
uzorak od 460 ispitanika, tj. 2,93 % populacije. Od ukupno 21 zupanije Hrvatske
u istrazivanju su sudjelovali ispitanici iz 14 Zupanija.

Mjerni instrument

Za potrebe istrazivanja istrazivaci su kreirali anketni upitnik i prilagodili ga
temi istrazivanja. Upitnik za procjenu misljenja ucitelja razredne nastave o mo-
dalitetima ucenja s posebnim osvrtom na slusni modalitet i njegovu povezanost
s uciteljskom procjenom ucenikovih komunikacijskih vjestina (u daljnjem tek-
stu Upitnik) sastoji se od dva dijela. Prvi se dio odnosio na sociodemografska
pitanja (spol, dob, Zupanija rada, radno iskustvo, zvanje) i sastojao se od Sest
Cestica, a drugi je dio obuhvatio pitanja o misljenju ucitelja o modalitetima uce-
nja ucenika prvih razreda s posebnim osvrtom na sluSani modalitet i njegovu
povezanost s uciteljskom procjenom ucenikovih komunikacijskih vjestina, a sa-
stojao se od 22 Cestice. Sva su pitanja bila zatvorenog tipa. Tvrdnje kojima su
se iskazivala misljenja obuhvacale su kategorije odgovora u obliku Likertove
skale (5 stupnjeva).

Cilj istrazivanja, jamstvo anonimnosti i povjerljivosti podataka sudionicima
istrazivanja su predstavljeni u uvodnom dijelu Upitnika te su se odabirom opcije
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»Pristajem” slozili sa svime navedenim i tako u obliku suglasnosti omogucili svo-
je sudjelovanje u istrazivanju, a time i pokrenuli pocetak ispunjavanja ankete. U
izradi upitnika djelomicno se referiralo na priru¢nik Dunn i Burke (2006), ali je
temelj upitnika strukturiran pitanjima koja naglasavaju vaznost slusanja za razvoj
komunkacijskih vjestina §to je temeljna premisa verbotonalne metode (Guberina,
1999). Dio pitanja vezan za slusni modalitet nastao je kao rezultat klinickog rada
i rada u nastavnom procesu s djecom osnovnoskolske dobi.

Eticko povjerenstvo Poliklinike SUVAG u Zagrebu dalo je odobrenje za pro-
vodenje istrazivanja. U svrhu provjere valjanosti primijenjenog upitnika, prove-
dena je analiza pouzdanosti skale. Dobivena vrijednost Cronbachova alfa-koe-
ficijenta iznosi 0,859, §to upucuje na vrlo dobru pouzdanost i visoku unutarnju
konzistentnost upitnika. Na temelju toga moze se zakljuciti da Upitnik predstav-
lja pouzdan instrument za istraZzivanje predmetne tematike. Visoka vrijednost
tog koeficijenta ukazuje na to da su stavke unutar Upitnika medusobno pove-
zane i da dosljedno mjere isti konstrukt, $to upucuje na vrlo dobru pouzdanost
instrumenta.

Nacin provodenja istraZivanja

Anketa je sastavljena s pomocu koriStenjem Google Forms aplikacije, a distri-
buirana je putem internetske veze (poveznice). Koristen je neprobabilisticki na-
¢in uzorkovanja ispitanika, tj. metodom snjezne grude dolazilo se do ispitanika
uz pomo¢ grupe kontakata. Online anketa bila je aktivna od 16. do 29. studenoga
2023.

Metoda obrade podataka

Obrada podataka vrSila se uz pomo¢ programa za statistiCku analizu podata-
ka SPSS (Statistical Package for Social Science), verzija 29.0.0.0. Deskriptiv-
na statistika koristila se za iznoSenje apsolutnih i relativnih frekvencija, srednjih
vrijednosti i mjera disperzije, dok se na temelju inferencijalne statistike koristila
jednosmjerna analiza varijance nezavisnih uzoraka (One-Way ANOVA) te Pe-
arsonov koeficijent korelacije na razini rizika od 5 %, tj. 95 % pouzdanosti. Za
obradu su koristene i multivarijatne statisticke metode, tj. analiza pouzdanosti te
faktorska analiza (ekploratorna analiza). Pouzdanost mjernog instrumenta testira-
na je Cronbachovim a-koeficijentom.
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Rezultati

Slijedi prikaz dobivenih rezultata s obzirom na postavljene istrazivacke cilje-
ve. U Tablici 1 prikazani su sociodemografski podatci sudionika istrazivanja koji
obuhvacaju raspodjelu sudionika prema spolu, dobi te radnom iskustvu.

TasLica 1 Sociodemografski podatci sudionika

Varijabla Kategorija %
Spol Zene 95,4
Muskarci 3,9
Ne Zeli se izjasniti 0,7
Dob Do 30 godina 10,2
31 -40 godina 27,2
41— 55 godina 40,5
56 1 vise godina 22,0
Radno iskustvo 0 — 12 mjeseci (pripravnici) 2,6
1 -5 godina 10,7
6 — 9 godina 11,5
10 — 19 godina 27,4
20 — 29 godina 22,8
30 i vise godina 25,0

U drugom dijelu upitnika ispitivalo se misljenje ucitelja razredne nastave o mo-
dalitetima ucenja ucenika prvih razreda osnovne $kole s posebnim osvrtom na
slusni modalitet.

Tablica 2 pokazuje deskriptivnu statistiku neovisnih tvrdnji koje ispituju vrstu
puta primanja paznje, a na temelju prikazanog moze se zakljuciti da je najveci po-
stotak slaganja ispitanika s tvrdnjom koja ukazuje na to da je procijenjena paznja
najdulja kod zadataka dobivenih vizualnim putem (70,2 %), zatim kinestetickim
putem (42,7 %) te kod zadataka primljenih samo slusnim putem (10,2 %).

Tvrdnja koja ispituje uspjeSnost usvajanja nastavnih sadrzaja (slusni, vizualni
ili kinesteti¢ki put) pokazala je da je najveci postotak slaganja ispitanika s tvrd-
njom utvrden kod nastavnog sadrzaja koji je primljen vizualnim putem (80 %),
zatim kinestetickim putem (60,2 %) i naposljetku onaj sadrzaj koji je primljen
sluSnim putem (28,5 %). U Tablici 2 prikazana je deskriptivna statistika za sve
cestice Upitnika.

14



20 (1) 2025. K. BakoTta, K. Pavicie Dokoza, M. ZaGMESTER KEMFELIA: Migljenje uéitelja razredne...

TaBLica 2 Deskriptivna statistika ¢estica Upitnika

U potpunosti
Tvrdnje se slvazem / AS SD
SlaZem se
%
Ucenici s lako¢om pamte najmanje tri usmene upute tijekom 922 308 | 1.103
nastavnog sata. ’ ’ ’
Ucenici s lako¢om uce pjesmice napamet sukladno zahtjevima 6.5 304 977
nastavnog procesa. ’ ’ ’
Ucenici lakSe pamte pjesmice s ritmom od pjesmica slobodnog 337 430 732
stiha. ’ ? ’
Ucenici s lako¢om mogu reproducirati nastavni sadrzaj nakon 30 302 352
slusanja ucitelja ili auditivnih nastavnih sadrzaja. ’ ’
Ucenici su uspjesniji u savladavanju nastavnog gradiva primljenog 285 302 315
slugnim putem. ’ ’ ’
Ucenici su uspjesniji u savladavanju nastavnog gradiva primljenog 20 305 633
vizualnim putem. ’ ’
Ucenici su uspjesniji u savladavanju nastavnog gradiva primljenog 602 3.68 783
kinesteti¢kim putem. ’ ’ ’
Paznja usmjerena na zadatak najdulja je kod vizualnih zadataka. 70,2 3,78 7194
Paznja usmjerena na zadatak najdulja je kod zadataka dobivenih 102 )56 308
samo slusnim putem. ’ ’ ’
Paznja usmjerena na zadatak najdulja je kod kinestetic¢kih zadataka. 42,7 3,44 .852
Ucenici s lako¢om rjeSavaju zadatke mentalne matematike
(racunanje napamet) sukladne nastavnom sadrzaju koji se 20,4 2,73 .888
obraduje.
Ucenici s lako¢om rjesavaju problemske matematicke zadatke s 15.4 254 910
pisanim uputama sukladne nastavnom sadrzaju koji se obraduje. ’ ’ ’
Ucenici s lako¢om rjeSavaju usmene problemske matematicke 185 268 918
zadatke sukladne nastavnom sadrzaju koji se obraduje. ’ ’ ’
Ucenici s lako¢om pisu diktate. 27,2 2,92 902
Ucenici s lakocom rjeSavaju zadatke samo s usmenim uputama. 25,3 2,90 855
Ucenici se upisuju u prvi razred osnovne $kole s usvojenim ko-
munikacijskim vjestinama koje im omogucavaju da sluSaju svoje 12,9 2,39 919
sugovornike.
Ucenici medusobne konflikte rjesavaju verbalno (mogu argumenti- 231 270 978
rati svoje zahtjeve). ’ ’ ’
Ucenici u komunikaciji razumiju Sale. 32,2 3,07 .864
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U potpunosti
Tvrdnje seslazem/ | o | g
SlaZem se
%
Ucenici su uspjesni u rjesavanju zagonetka. 31,7 3,08 851
Ucenici s lakocom selektiraju glas ucitelja i usmjeravaju paznju u 48.9 332 914

razrednom okruzenju.

Ucenici s lako¢om selektiraju glas ucitelja i usmjeravaju paznju
u razrednom okruzenju u uvjetima pozadinske buke (zamor, buka 22,9 2,72 954
izazvana prometom i sl.).

Ucenici s lako¢om prate komunikaciju u odnosu na njezin izvor

zvuka (diskusija i sl.). 30 3,03 846

U radu je provedena i eksploratorna analiza faktora, no prije same provedbe
analize, za Upitnik za procjenu misljenja ucitelja razredne nastave o modaliteti-
ma ucenja s posebnim osvrtom na slusni modalitet, testirani su njezini preduvje-
ti. Mjera prikladnosti uzorka (Kaiser-Meyer-Olkin) pokazala se zadovoljavajuce
visokom (KMO = 0,859), a Bartlettov test sfericiteta znac¢ajnim (y2 = 3092,400,
df = 231, p < 0,001), stoga dobiveni rezultati opravdavaju provodenje faktorske
analize na kori$tenom uzorku i vezanim podatcima. Za provedbu faktorske anali-
ze koristena je metoda analize glavnih komponenata (engl. principal components
analysis) uz Varimax rotaciju.

Na temelju faktorske analize ekstrahirano je Sest faktora. Karakteristi¢ne vrijed-
nosti za Sest ekstrahiranih faktora su sljedece: 5,965 za prvi faktor, 1,959 za drugi
faktor, 1,512 za treci faktor, 1,387 za Cetvrti faktor, 1,221 za peti faktor i 1,139
za Sesti faktor, tj. prvih Sest faktora ima kriti¢ne vrijednosti vece od 1, te tih Sest
faktora objasnjava 59,921 % ukupne varijance.

Grafikon 1 pokazuje scree plot prikaz iz kojeg se jasno vidi izdvajanje Sest fak-
tora premda su njihove vrijednosti odvojene od vrijednosti ostalih faktora. Moze
se vidjeti da se linija koja pokazuje meduodnos faktora izrazito o$tro spusta na
prijelazu prvog i drugog faktora, a potom laganije do Sestog uz lom na prijela-
zu sa sedmim. Nakon toga slijedi snizavanje, gotovo ujednaceno, bez izrazitih
pragova.
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Scree Plot

EIGENVALUE
[
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GRrAFIKON 1 Cattellov (scree plot) dijagram ljestvice ocekivanja

Tablica 3 prikazuje matricu faktorske strukture, odnosno pregled tvrdnji u od-

nosu na faktor kojem pripadaju, a Tablica 4 prikazuje postotak objaSnjenja vari-
jance za svaki identificirani faktor. Na temelju rezultata eksploratorne faktorske
analize, svaki od faktora pridonosi ukupnoj varijanci u razli¢itom udjelu. Ti udjeli

upucéuju na relativnu vaznost pojedinih faktora u strukturi upitnika te doprinose
razumijevanju koliko svaki faktor objasnjava ukupnu varijabilnost u odgovorima
ispitanika. Veéi postotak objasSnjene varijance ukazuje na snazniji utjecaj pojedi-

nog faktora u okviru latentne strukture instrumenta.

TaBLICcA 3 Matrica faktorske strukture

ladne nastavnom sadrzaju koji se obraduje.

Faktori

Tvrdnje

1 3 4
Ucenici s lako¢om uée pjesmice napamet, 751
sukladno zahtjevima nastavnog procesa. ’
Ucenici s lako¢om rjesavaju zadatke mentalne
matematike (racunanje napamet) sukladne .688
nastavnom sadrzaju koji se obraduje.
Ucenici s lako¢om mogu reproducirati nastav-
ni sadrzaj nakon slusanja ucitelja ili auditivnih .688
nastavih sadrzaja.
Ucenici s lako¢om pamte najmanje tri usmene 637
upute tijekom nastavnog sata. ’
Ucenici s lako¢om rjesavaju problemske
matemati¢ke zadatke s pisanim uputama suk- .539
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Faktori
1 2 3 4 5 6

Tvrdnje

Ucenici lakSe pamte pjesmice s ritmom od

pjesmica slobodnog stiha. S17

Ucenici s lako¢om rjesavaju usmene problem-
ske matematicke zadatke sukladne nastavnom .505
sadrzaju koji se obraduje.

Ucenici u komunikaciji razumiju $ale. 784

Ucenici medusobne konflikte rjeSavaju

verbalno. 698

Ucenici su uspjesni u rjesavanju zagonetki. .664

Ucenici se upisuju u prvi razred osnovne §kole
s usvojenim komunikacijskim vjeStinama koje .540
im omogucavaju da slusaju svoje sugovornike.

Ucenici s lako¢om selektiraju glas uéitelja i
usmjeravaju paznju u razrednom okruzenju
u uvjetima pozadinske buke (zamor, buka
izazvana prometom i sl.).

.810

Ucenici s lako¢om prate komunikaciju u

odnosu na njezin izvor zvuka (diskusija i sl.). 782

Ucenici s lako¢om selektiraju glas ucitelja i

. . .. .. 770
usmjeravaju paznju u razrednom okruzenju.

Paznja usmjerena na zadatak najdulja je kod

zadataka dobivenih samo slu$nim putem. 714

Ucenici su uspjesniji u usvajanju nastavnih

sadrzaja primljenih slusnim putem. 705

Ucenici s lako¢om rjesavaju zadatke samo s

. .614
usmenim uputama.

Ucenici s lakocom pisu diktate. 415

Paznja usmjerena na zadatak najdulja je kod

kinesteti¢kih zadataka. 862

Ucenici su uspjesniji u usvajanju nastavnih

sadrzaja kinestetickim putem. 802

Paznja usmjerena na zadatak najdulja je kod

vizualnih zadataka. 197

Ucenici su uspjesniji u usvajanju nastavnih

sadrzaja primljenih vizualnim putem. 782
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TaBLicA 4 Postotci objasnjenja ukupne varijance

Faktor | Dodijeljeni naziv faktora Postot‘a;l;iojl;];iinj enja

1. Slusno utemeljeno razumijevanje 27,115 %

2 Socijalno-pragmaticke vjestine 8,904 %

3 Selektivnost slusne paznje 6,874 %

4. Fokus slusne paznje 6,303 %

5 Kinesteti¢ki modalitet 5,548 %

6. Vizualni modalitet 5,177 %
UKUPNO 59,921 %

Dakle, da bismo mogli opisati povezanost izmedu razli¢itih varijabli i to izra-
ziti kao mjeru konstrukta, primijenjena je faktorska analiza. U daljnjem tekstu
opisani su ekstrahirani faktori, tj. kreirane kompozitne varijable. Prvi faktor ¢ini
sedam varijabli, a objas$njava 27,115 % ukupne varijance. S obzirom na to da ga
strukturiraju varijable koje su u najve¢oj mjeri definirane slu$nim paméenjem,
razumijevanjem, radnom memorijom i fonoloskim sposobnostima (rima), nazvan
je slusno utemeljeno razumijevanje. Drugi faktor obuhvaéa varijable koje defi-
niraju socijalne vjestine ucenika i objasnjava 8,904 % ukupne varijance. Nazvan
je socijalno-pragmaticki faktor. Prva dva faktora objasnjavaju ukupno 36,019
% ukupne varijance. Treéi i Cetvrti faktor zajedno definiraju 13,177 % ukupne
varijance. Oba su strukturirana varijablama koje su prvenstveno usmjerene na
sluSanje, 1 to tre¢i faktor na selektivnost slusne paznje, a Cetvrti na trajanje fokusa
slusne paznje.

Peti i Sesti faktor zajedno ¢ine 10,725 % ukupne varijance. Peti faktor nazvali
smo kinesteticki modalitet. Sesti faktor nazvan je vizualni modalitet i on obuhva-
¢a dvije varijable koje su primarno vezane za vizualni modalitet primanja infor-
macija. Faktorska analiza pokazuje da sadrzaj upitnika pokriva podrucja koja su
primarno povezana s razli¢itim modalitetima primanja informacija s posebnim
osvrtom na slu$nu paznju i uciteljevu procjenu komunikacije. Dokaz da korela-
cije medu tvrdnjama nisu slucajne jest Bartlettov test sferi¢nosti koji je proveden
1 znacajan je, a i grupiranje tvrdnji s visokim opterecenjima na faktore takoder to
potvrduje.

Dodatna pozornost posvecena je varijabli o uciteljskoj procjeni uéenickih ko-
munikacijskih vjestina. Pearsonov koeficijent korelacije pokazuje da s porastom
slaganja s tvrdnjom o upisu ucenika s usvojenim komunikacijskim vjestinama u
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prvi razred raste i slaganje s tvrdnjom o rjeSavanju konflikata verbalnim putem (r
=0,434, p <0,001). Zatim, s porastom slaganja s tvrdnjom da se u¢enici upisuju u
prvi razred s usvojenim komunikacijskim vjestinama, raste i slaganje s tvrdnjama
Ucenici s lakocom selektiraju glas ucitelja i usmjeravaju paznju u razrednom
okruzenju. (r= 0,413, p <0,001), Ucenici u komunikaciji razumiju sale. (0,412, p
<0,001), Ucenici s lakocom prate komunikaciju u odnosu na njezin izvor zvuka.
(r=0,401, p <0,001), Ucenici s lakocom selektiraju glas ucitelja i usmjeravaju
paznju u razrednom okruzenju u uvjetima pozadinske buke. (r = 0,354, p <0,001),
Ucenici s lakocom rjesavaju problemske matematicke zadatke s pisanim uputa-
ma. (r = 0,331, p <0,001), Ucenici s lakocom pamte najmanje tri usmene upute
tijekom nastavnog sata. (r = 0,330, p <0,001), Ucenici s lakocom rjesavaju zadat-
ke mentalne matematike. (r = 0,330, p < 0,001), Ucenici su uspjesni u rjesavanju
zagonetki. (r= 0,325, p <0,001), Ucenici s lakocom mogu reproducirati nastavni
sadrzaj nakon slusanja ucitelja ili auditivnih nastavnih sadrzaja. (r = 0,318, p <
0,001) te Ucenici s lakocom uce pjesmice napamet. (r = 0,312, p <0,001).

DISKUSIJA

Cilj je ovog istrazivanja bio ispitati misljenje ucitelja razredne nastave o moda-
litetima ucenja ucenika prvih razreda s posebnim osvrtom na slusanje i njegovu
povezanost s u€iteljskom procjenom ucenikovih komunikacijskih vjestina. Kre-
iran je Upitnik za procjenu misljenja ucitelja razredne nastave o modalitetima
ucenja s posebnim osvrtom na slusni modalitet i njegovu povezanost s ucitelj-
skom procjenom ucenikovih komunikacijskih vjestina koji je ispunilo 460 ucitelja
razredne nastave. [z rezultata je vidljivo da ucitelji smatraju da se najdulja paznja
1 uspjesnost usvajanja nastavnog sadrzaja kod ucenika prvih razreda ostvaruju
vizualnim putem, a najmanje slaganje pokazuju za usvajanje sadrzaja slusnim
putem. IstraZivanja pokazuju da vizualna komunikacija kod mladih postaje sve
¢es¢i nacin komunikacije kao posljedica rastué¢e popularnosti drustvenih mreza
(Huang i Su, 2018; Lonéar, Suljug Vugica i Hrzi¢, 2023; Rogers, 2021), pa se u
tom kontekstu moze re¢i da je i misljenje ucitelja o tome da vizualni kanal ima
primat kod ucenika prvih razreda potvrda primata vizualnosti u odnosu na dru-
ge modalitete. Vizualnost predstavlja jedno od glavnih obiljezja slanja poruka
(Osmancevi¢, 2021), koje se Salju u obliku slike, videa, emotikona ili simbola.
Tako je i istraZivanje Levak i Bari¢ Selemi¢ (2018) pokazalo da mlade generacije
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sve Ces¢e koriste one druStvene mreZe koje karakterizira dominaciju slika u od-
nosu na tekst. Usporedujuci navedene rezultate s jasnom preferencijom ucenika
prema vizualnom modalitetu primanja informacija, Sto navode ucitelji u ovom
istrazivanju, moze se zakljuciti da ucenici prvih razreda ipak odabiru vizual-
ni modalitet primanja informacija. S jedne je strane to informacija za ucitelje
razredne nastave ne bi li nastavni proces dodatno prilagodili potrebama novih
generacija. S druge strane, uspjeSnost svladavanja nastavnih sadrzaja i komuni-
kacije u znacajnoj je povezanosti s jezinim sposobnostima (Ziegenfusz, Payn-
ter, Fliickiger i Westerveld, 2022). Istrazivanja pokazuju da ¢esta uporaba digi-
talnih tehnologija mijenja obrasce paznje i percepcije kod djece. Djeca izloZena
multimedijskim sadrZajima CeS¢e razvijaju sposobnost brze vizualne obrade, ali
istodobno imaju smanjenu sposobnost za produzeno slusno zadrzavanje paznje
(Christodoulou i sur., 2020).

Radi dodatne analize te da bismo mogli opisati povezanost izmedu razlici-
tih varijabli koje ¢ine upitnik primijenjen u ovom istrazivanju, primijenjena je
eksploratorna faktorska analiza. Faktorska analiza ekstrahirala je Sest faktora:
slusno utemeljeno pamcenje, socijalno-pragmaticki faktor, selektivnost slusne
paznje, fokus slusne paznje, kinesteticki modalitet, vizualni modalitet. Prvi fak-
tor strukturiraju varijable koje su u najve¢oj mjeri definirane slusnim pamce-
njem, sluSnim razumijevanjem, radnom memorijom i fonoloskim sposobnosti-
ma (rima). Usvajanje jezika u znacajnoj je mjeri pod utjecajem slusne paznje i
radne memorije, a fonoloske vjestine znacajno definiraju ucenicku sposobnost
usvajanja Citanja i pisanja. Dobro sluSno pamcenje klju¢no je za zadrZzavanje
fonoloskih kodova tijekom jezi¢ne obrade ¢ineéi ga tako vaznim ¢imbenikom u
procesu ucenja novih rijec¢i (Meade, 2019; Jones i sur., 2021). Analiza varijabli
koje strukturiraju drugi faktor pokazuje usmjerenost na komunikacijske vjestine
koje se ocituju u ucenickoj sposobnosti sudjelovanja i razumijevanja sadrzaja
koji nisu direktno povezani s nastavnim procesom (razumijevanje Sale povezano
je s razumijevanjem jezika koji je izvan samog funkcionalnog okvira i pokazuje
spremnost na daljnje jacanje lingvisti¢kih kompetencija), uocavanju informacija
koje nisu eksplicitno navedene (rjeSavanje zagonetki), odabiru verbalnih strategi-
ja u rjesavanju konflikata te razvijenosti komunikacijskih strategija (sposobnost
sluSanja, a samim time i sposobnost inhibicije i usvojenost turn-talking vjestina),
S$to tu kompozitnu varijablu stavlja u kontekst socijalne kompetencije. Zato se
ovaj faktor 1 zove socijalno-pragmatic¢ki. Treci 1 Cetvrti faktor strukturirani su
varijablama koje su prvenstveno usmjerene na sluSanje; treci faktor na selektiv-
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nost slusne paznje, a Cetvrti na trajanje fokusa slusne paznje. Selektivnost slusne
paznje iznimno je vazna osobina tijekom usvajanja jezika jer nam omogucava da
suprimiramo nebitne informacije i usredoto¢imo se na bitno koje se onda proce-
som kratkoro¢ne memorije kasnije organizira u dugoro¢nom pamcenju (Nicastri
1 sur., 2023; Lim, Wostmann i Obleser, 2015). Kada analiziramo treci faktor,
uocavamo grupiranje varijabli oko uc¢enikove sposobnosti uocavanja izvora zvu-
ka i njegova izdvajanja iz buke okruzenja (u ovom slucaju uciteljeva glasa), a
kada analiziramo Cetvrti faktor, uoavamo grupiranje varijabli oko sposobnosti
ucenika da zadrzi fokus dovoljno dugo da bi mogao zavrsiti trazeni zadatak. Peti
faktor nazvan je kinesteticki modalitet i u osnovi podrazumijeva nacin primanja
1 procesiranja znanja kroz pokret i dodir. Ti ucenici vole dodirnuti stvari, vole
pokret i kroz pokret bolje i brze u¢e. Sesti faktor nazvan je vizualni modalitet i on
obuhvaca dvije varijable koje su primarno vezane za vizualni modalitet primanja
informacija.

Dodatna pozornost posvecéena je varijabli o uciteljskoj procjeni ucenickih ko-
munikacijskih vjestina. Pearsonov koeficijent korelacije pokazuje da s pora-
stom slaganja s tvrdnjom o upisu ucenika s usvojenim komunikacijskim vjesti-
nama u prvi razred raste i slaganje s tvrdnjom o rjeSavanju konflikata verbalnim
putem, sposobnosti usmjeravanja paznje na uciteljev glas i slusno utemeljeno
razumijevanje. Razvoj verbalnih i socijalnih kompetencija uc¢enika preduvijet je
kvalitetne komunikacije medu u¢enicima $to se ¢esto prepoznaje kao nedovolj-
no razvijeno (Devi¢, 2017). Jezi¢ne djelatnosti znacajno su odredene razvojem
slusanja jer je slusanje uvjet za razvoj govorenog jezika (Guberina, 1999; Re-
nukadevi, 2014; Ramus, 2002). Razvoj sluSanja s razumijevanjem, govorenja,
¢itanja s razumijevanjem te pisanja poc¢iva na dobro razvijenim fonoloskim spo-
sobnostima za koje je iznimno vazno sluSanje. SluSanje je aktivan proces koji
zahtijeva usmjeravanje paznje na brze signale koji tvore slijed glasova, slogova,
rije¢i unutar recenice, suprasegmentalnih obiljezja, tj. horizontalnih i vertikal-
nih jezi¢nih i ekstrajezi¢nih obiljezja koja nam omogucavaju razumijevanje
onoga $to slusamo. Komunikacija je vjestina koja se uci i1 koju razvijamo od
najranijeg djetinjstva. Razvoj socijalnih vjestina, empatije, druStvene osjetlji-
vosti ne moze se ostvariti ako se u odgojnom procesu ne koriste sluanje i govor
sa svim govornim vrednotama kojima se iniciraju i osvjestavaju emocije, eticke
dileme 1 moralni stavovi pojedinca u osobnom i drustvenom kontekstu (Bako-
ta, 2023). Istrazivanja pokazuju porast djece s govorno-jezicnim poremecaji-
ma $to dodatno otezava usvajanje nastavnih sadrzaja (Wu 1 sur., 2023; Calder,
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Brennan-Jones, Robinson, Whitehouse i Hill 2023; Tomblin i sur., 1997), ali i
ima znacajan utjecaj na daljnje obrazovanje (Conti-Ramsden, Durkin, Toseeb,
Botting i Pickles, 2018). Povezanost sluSanja i razvoja jezika u osnovi je nekoli-
ko teorija koje objasnjavaju razvoj jezicnih poremecaja (Guberina, 1999; Tallal
i Stark, 1981). U kontekstu ovog istrazivanja, koje se ipak oslanja na misljenje
ucitelja o razini komunikacijskih vjestina ucenika prvog razreda, i povezanosti
socijalno-komunikacijskih vjestina s nacinima rjeSavanja konflikata, rezultati
potvrduju podatke dobivene istrazivanjem (Lloyd-Esenkaya, Russell i Clair,
2020; Kordnoghabi, Moradi, Beiranvand, 2017) koje je pokazalo da djeca s
manje razvijenim komunikacijskim vjeStinama imaju vise teSkoc¢a nakon pola-
ska u Skolu te da se ucenjem socijalnih vjesStina znacajno reduciraju konfliktne
situacije.

OGRANICENJA ISTRAZIVANJA

Najvece ogranicenje istrazivanja predstavlja sam upitnik s obzirom na to da je
Upitnik za procjenu misljenja ucitelja razredne nastave o modalitetima ucenja
s posebnim osvrtom na slusni modalitet i njegovu povezanost s uciteljskom pro-
cjenom ucenikovih komunikacijskih vjestina kreiran iskljucivo za potrebe ovog
istrazivanja, §to znaci da jos nije prosao sveobuhvatnu provjeru metrijskih karak-
teristika, poput valjanosti konstrukta i test-retest pouzdanosti, niti je validiran na
Sirem uzorku. lako su pocetni pokazatelji pouzdanosti ohrabrujuéi, buduca istra-
zivanja trebala bi ukljuivati dodatnu provjeru mjernih svojstava instrumenta,
usporedbu rezultata u razli¢itim obrazovnim kontekstima te eventualnu doradu
upitnika radi postizanja veée opée primjenjivosti i preciznosti u mjerenju ciljane
tematike.

Znanstveni doprinos

Znanstveni doprinos ovog rada jest utvrdivanje misljenja ucitelja o modalite-
tima ucenja ucenika prvih razreda osnovne Skole ¢ime se omogucéuje kreiranje
nastavnih procesa koji uklju¢uju modalitete u¢enja prema navedenim preferenci-
jama ucenika.

Na temelju dobivenih podataka mogu se sugerirati modeli ucenja i za predskol-
ske programe uz poseban osvrt na vaznost slusnog modaliteta za jezicni razvoj.
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ZAKLJUCAK

Rezultati istrazivanja pokazali su da ucitelji smatraju da se najdulja paznja i
uspjesnost usvajanja nastavnog sadrzaja kod ucenika prvih razreda ostvaruje vi-
zualnim putem, a najmanje slu$nim te da ucenici prvih razreda koji imaju razvi-
jeniju slu$nu paznju i slusno paméenje imaju i bolje razvijene komunikacijske
vjestine. S obzirom na to da uditelji smatraju da ucenici najmanje koriste slusni
put pri usvajanju nastavnih sadrzaja i da imaju najkracu paznju tijekom slusanja,
Sto predstavlja preduvjet razvoja komunikacijskih sposobnosti, javlja se potreba
usmjeravanja djece predskolske dobi i prvih razreda na slusanje. Ujedno, treba se
poticati razvoj slusSnih sposobnosti sluSanjem prica, slusanjem glazbe, igranjem
igara povezanih sa sluSanjem i slicno premda je dokazano da se uvjezbavanjem
moze poboljsati slusno paméenje koje je vazno za razvoj jezi¢no-govornih spo-
sobnosti. Jako je vazno naglasiti povezanost sluSanja, govora, jezika, komunika-
cije 1 usvajanja druStveno prihvatljivih normi uz naglasak na medusobnu uvjeto-
vanost.

Rezultati pokazuju najvecu uspjesnost ucenika u usvajanju znanja vizualnim
putem te se time potvrduju ranije spoznaje koje isticu da je kod djece 1 mladih
najcesce koristen nacin primanja informacija upravo onaj vizualni. Uz to je vazno
napomenuti da je naglasavanje vizualnog puta ograni¢avajuce za razvoj drugih
senzornih modaliteta jer su oni nuzni po svojoj prirodi za usvajanje govorenog
jezika 1 verbalnih komunikacijskih sposobnosti. O tome bi kreatori politika u
obrazovanju i ostali sudionici odgojno-obrazovnih procesa trebali voditi racuna.

24



20 (1) 2025. K. BakoTta, K. Pavicie Dokoza, M. ZaGMESTER KEMFELIA: Migljenje uéitelja razredne...

LITERATURA

Aras, 1. (1995). Uvod u neurolingvisticko programiranje. Verbotonalni razgovo-
ri, 1(1), 1-3.

Bakora, K. (2023). Jesmo li zaboravili na vaznost sluSanja, govora i govornickih
vjestina u obrazovanju ucenika s teSko¢ama u razvoju? U: Didaktika in metodi-
ka poucevanja/Didactics and teaching 2023: zbornik. (str. 315-318). Ljubljana:
MIB d. o. o.

Bakota, K. (ur.) (2014). Cujete li razliku?: prirucnik za edukaciju odgojno-obra-
zovnih djelatnika za rad s djecom ostec¢ena sluha i/ili govora. Zagreb: Osnovna
Skola Davorina Trstenjaka.

CALDER, S. D., BRENNAN-JONES, C. G., RoBINSON, M., WHITEHOUSE, A. 1 HiLL, E.
(2022). The prevalence of and potential risk factors for developmental language
disorder at 10 years in the raine study. Journal of Paediatrics and Child Health,
58(11), 2044-2050. https://doi.org/10.1111/jpc.16149

CorriELp, F., MoseLEY, D., HaLL, E. i EccLEsTONE, K. (2004). Should we be using
learning styles? What research has to say? (pristupljeno 7. svibnja 2024.) https://
www.researchgate.net/publication/244441072_Should We Be Using Lear-
ning_Styles What Research Has to Say to Practice

ConTi-Ramspen, G., DurkiN, K., Tosees, U., BorTing, N. i1 Pickies, A. (2017).
Education and employment outcomes of young adults with a history of deve-
lopmental language disorder. International Journal of Language & Commu-
nication Disorders, 53(2), 237-255. https://doi.org/10.1111/1460-6984.12338

CHRISTODOULOU, J. A., Lac, A., Moorg, D. S. i GasriELl, J. D. E. (2020). Lear-
ning and plasticity in the developing brain: Insights from imaging and behavi-
oral studies. Developmental Cognitive Neuroscience, 41, 100744. https://doi.
org/10.1016/j.dcn.2019.100744

DEvic, 1. (2017). Pozeljne osobine nastavnika u osnovnoj Skoli (diplomski rad).
Sveuciliste u Zadru. Odjel za pedagogiju.

Dogri¢, A. i MILDNER, V. (2007). Pamtimo li bolje okom ili uthom?. Govor, 17(1),
31-40.

DZS [Drzavni zavod za statistiku] (2023). Priopéenje — osnovne skole, kraj k.
g. 2021./2022. i pocetak sk. g. 2022./2023. (pristupljeno 20. studenoga 2023.)
https://podaci.dzs.hr/2023/hr/58233

Dunn, R. S. 1 Dunn, K. J. (1978). Teaching Students Through Their Individual
Learning Styles: A Practical Approach. Reston: Reston Publ. CO.

25


https://doi.org/10.1111/jpc.16149
https://www.researchgate.net/publication/244441072_Should_We_Be_Using_Learning_Styles_What_Research_Has_to_Say_to_Practice
https://www.researchgate.net/publication/244441072_Should_We_Be_Using_Learning_Styles_What_Research_Has_to_Say_to_Practice
https://www.researchgate.net/publication/244441072_Should_We_Be_Using_Learning_Styles_What_Research_Has_to_Say_to_Practice
https://doi.org/10.1111/1460-6984.12338
https://doi.org/10.1016/j.dcn.2019.100744
https://doi.org/10.1016/j.dcn.2019.100744
https://podaci.dzs.hr/2023/hr/58233

K. Bakota, K. Pavici¢ Dokoza, M. ZAGMESTER KEMFELIA: Misljenje ugitelja razredne... 20 (1) 2025.

Dunn, R. 1 BUrkE, K. (2008). Learning style: The clue to you: Research and im-
plementation manual (pristupljeno 7. travnja 2024) https://webs.um.es/rhervas/
miwiki/lib/exe/fetch.php%3Fmedia%3Dlscy rimanual v1.pdf

bicie, G. (2012). Stilovi ucenja kao faktor postignuca. U: Stojiljkovi¢, S., Todo-
rovi¢, J. i Digi¢, G. (ur.), Licnost i obrazovno-vaspitni rad: tematski zbornik
radova. (73-86). Nis: Filozofski fakultet.

FenpricH, R. 1 CorBALLIS, P. M. (2001). The temporal cross-capture of audition and
Vision. Perception & Psychophysics, 63(4), 719-725. https://doi.org/10.3758/
bf03194432

GLoeDE, M. E. i GrecG, M. K. (2019). The Fidelity of Visual and Auditory
Memory. Psychonomic Bulletin & Review, 26(4), 1325-1332. https://doi.
org/10.3758/s13423-019-01597-7

GUBERINA, P. (1999). Totalna komunikacija prema verbotonalnoj metodi. O ulozi
taktilnog osjeta u razumijevanju govora. Zagreb: Poliklinika SUVAG.

Howarp-JonEs, P. A. (2014). Neuroscience and education: myths and messages.
Nature Reviews Neuroscience, 15(12), 817-824. https://doi.org/10.1038/
nrn3817

Huang, Y. i1 Su, S-F. (2018). Motives for Instagram Use and Topics of Interest
among Young Adults. Future Internet, 10(8), 77.

Jonges, G., CaBipbu, F., ANDREWS, M., Rowranp, C (2121). Chunks of phono-
logical knowledge play a significant role in children’s word learning and
explain effects of neighborhood size, phonotactic probability, word frequency
and word length, Journal of Memory and Language, Volume 119, https://doi.
org/10.1016/j.jml1.2021.104232.

Kitagawa, N. 1 IcHiHArA, S. (2002). Hearing visual motion in depth. Nature,
416(6877), 172—-174. https://doi.org/10.1038/416172a

KnNezevie, M. (2019). Povezanost demografskih karakteristika i stilova uce-
nja (diplomski rad). Sveudiliste u Zagrebu. Ekonomski fakultet.

KorbnoGHABI, R., MoraDI, Sh. i Delfan BElranvAaND, A. (2017). [The Role of Em-
pathy, Communication Skills and Conflict Resolution in Reducing Adolescents’
Aggressive Behavior: Violence at Schools (Persian)]. Contemporary Psycho-
logy, 12(2), 172—-185. http://dx.doi.org/10.32598/bjcp.12.2.172

LEvak, T. i Bari¢ SELMIC, S. (2018). Escaping the “virtual promenade” — new tren-
ds in use of social networks by members of generation “Z”. Media, culture and
public relations, 9(1-2), 37-55. https://doi.org/10.32914/mcpr.9.1-2.3

Liv, S.-J., WosTMANN, M. 1 OBLESER, J. (2015). Selective attention to auditory

26


https://webs.um.es/rhervas/miwiki/lib/exe/fetch.php%3Fmedia%3Dlscy_rimanual_v1.pdf
https://webs.um.es/rhervas/miwiki/lib/exe/fetch.php%3Fmedia%3Dlscy_rimanual_v1.pdf
https://doi.org/10.3758/bf03194432
https://doi.org/10.3758/bf03194432
https://doi.org/10.3758/s13423-019-01597-7
https://doi.org/10.3758/s13423-019-01597-7
https://doi.org/10.1038/nrn3817
https://doi.org/10.1038/nrn3817
https://doi.org/10.1016/j.jml.2021.104232
https://doi.org/10.1016/j.jml.2021.104232
https://doi.org/10.1038/416172a
http://dx.doi.org/10.32598/bjcp.12.2.172
https://doi.org/10.32914/mcpr.9.1-2.3

20 (1) 2025. K. BakoTta, K. Pavicie Dokoza, M. ZaGMESTER KEMFELIA: Migljenje uéitelja razredne...

memory neurally enhances perceptual precision. The Journal of Neuroscience,
35(49), 16094—16104. https://doi.org/10.1523/jneurosci.2674-15.2015

Lroyp-EsEnkava, V., RusseLL, A. J. 1 CLalr, M. C. (2020). What are the peer
interaction strengths and difficulties in children with developmental language
disorder? A systematic review. International Journal of Environmental Rese-
arch and Public Health, 17(9), 3140. https://doi.org/10.3390/ijerph17093140

Loncar, M., SULIUG Vucica, Z. i Hrzi¢, L. (2023). Instagram: prilog sociologkim
istrazivanjima aktivnosti mladih na druStvenim mrezama. Medijska istraZiva-
nja, 29(1), 83—106. https://doi.org/10.22572/mi.29.1.4

Mawpl, S. (2023). Effective communication in learning: Teacher strategies and
their impact on student learning outcomes. International Journal of Linguistics,
Communication, and Broadcasting, 1(4), 26-30.

MEADE, G. (2019). The role of phonology during visual word learning in adults:
An integrative review. Psychonomic Bulletin & Review, 27(1), 15-23. https://
doi.org/10.3758/513423-019-01647-0

Marian, V., Lam, T. Q., Havakawa, S. i DHAR, S. (2018). Spontaneous otoa-
coustic emissions reveal an efficient auditory efferent network. Journal of
Speech, Language, and Hearing Research, 61(11), 2827-2832. https://doi.
org/10.1044/2018_jslhr-h-18-0025

Martusz, P. J., WaLLace, M. T. i Murray, M. M. (2017). A multisensory per-
spective on object memory. Neuropsychologia, 105, 243-252. https://doi.
org/10.1016/j.neuropsychologia.2017.04.008

NEwTON, P. M. (2015). The Learning Styles Myth is Thriving in Higher Educati-
on. Frontier in Psychology, 6. https://doi.org/10.3389/fpsyg.2015.01908

NicasTrI, M., GiaLLN, 1., INGuscio, B. M., TurcHETTA, R., GUERZONI, L., CUDA,
D., PortANOVA, G., RuorroLo, G., DINCER D’ALEssanDro, H. 1 Mancini, P.
(2022). The influence of auditory selective attention on linguistic outcomes in
deaf and hard of hearing children with cochlear implants. European Archives
of Oto-Rhino-Laryngology, 280(1), 115-124. https://doi.org/10.1007/s00405-
022-07463-y

OSMANCEVIC, L. (2021). Od vizualne kulture do vizualne pismenosti — vizualnost
u medijima i eticka odgovornost medijskih publika u digitalnom dobu. Nova
prisutnost, XIX(1), 183—-192. https://doi.org/10.31192/np.19.1.13

Pansing, M. (2000). Neke bioloske osnove verbotonalne rehabilitacije. Zagreb:
Poliklinika SUVAG.

Pavicic Dokoza, K., Tuta Duimovic, M. 1 LasTro, S. (2021). Verbotonalna meto-

27


https://doi.org/10.1523/jneurosci.2674-15.2015
https://doi.org/10.3390/ijerph17093140
https://doi.org/10.22572/mi.29.1.4
https://doi.org/10.3758/s13423-019-01647-0
https://doi.org/10.3758/s13423-019-01647-0
https://doi.org/10.1044/2018_jslhr-h-18-0025
https://doi.org/10.1044/2018_jslhr-h-18-0025
https://doi.org/10.1016/j.neuropsychologia.2017.04.008
https://doi.org/10.1016/j.neuropsychologia.2017.04.008
https://doi.org/10.3389/fpsyg.2015.01908
https://doi.org/10.1007/s00405-022-07463-y
https://doi.org/10.1007/s00405-022-07463-y
https://doi.org/10.31192/np.19.1.13

K. Bakota, K. Pavici¢ Dokoza, M. ZAGMESTER KEMFELIA: Misljenje ugitelja razredne... 20 (1) 2025.

da u kontekstu rehabilitacije slusanja i govora. U: Pavi¢i¢ Dokoza, K. (ur.), Ver-
botonalni razgovori (137-154). Zagreb: Poliklinika za rehabilitaciju sluSanja i
govora SUVAG.

Pieal, R. 1 YatHiras, A. (2017). Auditory, Visual and Auditory-Visual Me-
mory and Sequencing Performance in Typically Developing Children. Inter-
national Journal of Pediatric Otorhinolaryngology, 100, 23-34. https://doi.
org/10.1016/j.ijporl.2017.06.010

Ramus, F. (2002). Language discrimination by newborns. Annual Review of Lan-
guage Acquisition, 2, 85—115. https://doi.org/10.1075/arla.2.05ram

RenukaDpEvl, D. (2014). The role of listening in language acquisition; the chall-
enges & strategies in teaching listening. International journal of education and
information studies, 4(1), 59-63.

Roaers, Richard (2021). Visual media analysis for Instagram and other online plat-
forms. Big Data & Society, 8(1). https://doi.org/10.1177/20539517211022370

SHawms, L., Ma, W. J. 1 BieierHoLM, U. (2005). Sound-Induced Flash Illusion as an
Optimal Percept. NeuroReport, 16(17), 1923—1927. https://doi.org/10.1097/01.
wnr.0000187634.68504.bb

SrREENIDHI, S. 1 Tay, C. H. (2017). Styles of Learning Based on the Research of
Fernald, Keller, Orton, Gillingham, Stillman, Montessori and Neil D Fleming.
International Journal for Innovative Research in Multidisciplinary Field, 2(4),
17-25.

TALLAL, P. 1 STARK, R. E. (1981). Speech acoustic-cue discrimination abilities of
normally developing and language-impaired children. The Journal of the Aco-
ustical Society of America, 69(2), 568—574. https://doi.org/10.1121/1.385431

TeEN OEVER, S., RoMmEL V., VAN ATTEVELDT, N., SoT0-FARACO, S., MURRAY, M. M.
i Martusz, P. J. (2016). The cogs (context, object, and goals) in multisensory
processing. Experimental Brain Research, 234(5), 1307-1323. https://doi.
org/10.1007/s00221-016-4590-z

TomBLIN, J. B., REcorps, N. L., BUCKWALTER, P., ZHANG, X., SMITH, E. 1 O’BRIEN,
M. (1997). Prevalence of specific language impairment in kindergarten chil-
dren. Journal of Speech, Language, and Hearing Research, 40(6), 1245-1260.
https://doi.org/10.1044/js1hr.4006.1245

Upitvik Vark. VARK. (2014). (pristupljeno 13. ozujka 2024.) https://vark-learn.
com/upitnik-vark-2/

Wu, S., ZHao, J., de VILLIERS, J., Liu, X. L., RoLruus, E., Sun, X, L1, X., Pan, H.,
WaNG, H., ZHu, Q., DoNG, Y., ZHANG, Y. 1JIANG, F. (2023). Prevalence, co-occu-

28


https://doi.org/10.1016/j.ijporl.2017.06.010
https://doi.org/10.1016/j.ijporl.2017.06.010
https://doi.org/10.1075/arla.2.05ram
https://doi.org/10.1177/20539517211022370
https://doi.org/10.1097/01.wnr.0000187634.68504.bb
https://doi.org/10.1097/01.wnr.0000187634.68504.bb
https://doi.org/10.1121/1.385431
https://doi.org/10.1007/s00221-016-4590-z
https://doi.org/10.1007/s00221-016-4590-z
https://doi.org/10.1044/jslhr.4006.1245
https://vark-learn.com/upitnik-vark-2/
https://vark-learn.com/upitnik-vark-2/

20 (1) 2025. K. BakoTta, K. Pavicie Dokoza, M. ZaGMESTER KEMFELIA: Migljenje uéitelja razredne...

rring difficulties, and risk factors of developmental language disorder: First evi-
dence for Mandarin-speaking children in a population-based study. The Lan-
cet Regional Health — Western Pacific, 34, 100713. https://doi.org/10.1016/j.
lanwpc.2023.100713

ZIEGENFUSZ, S., PAYNTER, J., FLUCKIGER, B. 1 WESTERVELD, M. F. (2022). A syste-
matic review of the academic achievement of primary and secondary school-
aged students with developmental language disorder. Autism & Developmental
Language Impairments, 7. https://doi.org/10.1177/23969415221099397

29


https://doi.org/10.1016/j.lanwpc.2023.100713
https://doi.org/10.1016/j.lanwpc.2023.100713
https://doi.org/10.1177/23969415221099397

K. Bakota, K. Pavici¢ Dokoza, M. ZAGMESTER KEMFELIA: Misljenje ugitelja razredne... 20 (1) 2025.

OpPINIONS OF PRIMARY ScHOOL TEACHERS ON LEARNING MODALITIES OF
FIRST-GRADE STUDENTS WITH SPECIAL EMPHASIS ON THE IMPORTANCE OF

AUDITORY ATTENTION

ABSTRACT

Human senses represent an entry point for information,
which is then processed in order to ultimately shape a
behavior. Although all senses play an important role in
learning, the visual, auditory, and kinesthetic pathways of
receiving information represent the three most common
types of learning. In order for teachers to organize the
teaching process in a dynamic and proactive way—aligned
with the student’s optimal learning modality—it is im-
portant to recognize that modality and adapt the teaching
process accordingly. It is also important to emphasize that
a student’s ability to communicate their needs, ideas, and
thoughts plays a crucial role in the acquisition of educa-
tional content. Therefore, the aim of this research was to
examine the opinions of primary school teachers on the
learning modalities of first-grade students, with a particu-
lar focus on listening and its connection to the teacher’s
assessment of students’ communication skills. For the
purpose of the research, a questionnaire was designed to
assess the opinions of primary school teachers regarding
learning modalities, especially in connection with the audi-
tory modality. A total of 460 primary school teachers from
14 counties in Croatia completed the questionnaire. The
results show that teachers believe that the longest attention
span and the most successful acquisition of educational
content among first-grade students are achieved through
the visual modality, while the auditory modality is consid-
ered the least effective. On the other hand, teachers believe
that students’ communication skills are linked to selective
auditory attention, auditory memory, and the acquisition of
educational content through auditory means. These find-
ings indicate the need to develop programmatic activities
in preschool and early primary education with the aim to
increase those activities that foster the development of lis-
tening skills.
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SAZETAK

Cilj ovog istrazivanja bio je ispitati pojavnost vokalnog
zamora u skupini ucitelja i nastavnika te ispitati njegovu
mogucu povezanost s radnim opterecenjem, odnosno ne-
primjerenim ponasanjem ucenika i potrebom za profesio-
nalnim priznanjem kao izvorima profesionalnog stresa u
ovoj populaciji vokalnih profesionalaca. U istrazivanju su
sudjelovala 74 sudionika (62 Zene i 12 muskaraca) u dobi
od 24 do 65 godina (srednja dob 41,15 godina), od kojih
je 40 zaposleno u osnovnim i 34 u srednjim $kolama, koji
su ispunili upitnik, hrvatsku inacicu Indeksa vokalnog za-
mora (VFI-C) te Skalu za mjerenje izvora nastavnickog
stresa. Rezultati su pokazali postojanje statisticki znacajne
pozitivne povezanosti izmedu prosjecnih rezultata na sve
tri kategorije VFI-C i svim supskalama Skale za mjerenje
izvora nastavni¢kog stresa. Visa razina stresa kod ucite-
lja i nastavnika povezana je sa samopercipiranom vecom
prisutno$¢u simptoma vokalnog zamora. U odnosu na
muskarce, Zene su prijavile statisticki znacajno visi stres
uzrokovan svim izvorima nastavnickog stresa te ukupno
veéi dozivljaj nastavnickog stresa. Navedeno upucuje na
vaznost kontrole radnog opterecenja i upravljanja streso-
rima u obrazovnim okruzenjima da bi se medu nastavnim
djelatnicima smanjio rizik od pojave simptoma vokalnog
zamora, pogotovo medu uciteljicama i nastavnicama.
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UvoOD

Ucitelji i nastavnici su, uz profesije poput pjevaca, glumaca, svecenika, radij-
skih voditelja, fitness-instruktora, prodavaca i slicnih, dio populacije vokalnih
profesionalaca, odnosno osoba kojima je kvaliteta i izdrzljivost glasa kljucna za
rad 1 ostvarivanje prihoda.

Brojni autori istiCu uditelje i nastavnike kao najugrozeniju skupinu vokalnih
profesionalaca za nastanak poremecaja glasa zbog velikog vokalnog i radnog op-
tere¢enja te iznimnih zahtjeva postavljenih pred njih i njihov glas (Bermudez de
Alvear, Baron, i Martinez-Arquero, 2011; Alharbi, Alotaibi, Alnughaythir, Abohe-
laibah, Alruways, Alharbi, Alzahrani, Alsaedi, i Alotaibi, 2024). Jedna od tri osobe
veliko optere¢ivanje glasa u svakodnevnom obavljanju posla percipira Stetnim i
razmatra mijenjanje profesije (Niebudek — Bogusz i Sliwinska — Kowalska, 2013).

Rizi¢ni faktori za razvoj poremecaja glasa u populaciji ucitelja i nastavnika jesu
nastavno opterecenje, veci broj godina iskustva, velik broj ucenika u razredu, stre-
sni okolinski uvijeti, obiteljska povijest problema s glasom, visa kronoloska dob,
zenski spol, alergije, puSenje i glasno govorenje (Malki, 2010; Alva, Machado,
Bhojwanii Sreedharan, 2017; Alrahim, Alanazi, i Al-Bar, 2018; Byeon, 2019; de
Sousa, Goel i Fernandes, 2019). Medu rizi¢nim ¢imbenicima sve se ¢eS¢e spomi-
nje i stres na radnom mjestu te uvjeti rada poput lose akustike, buke i neadekvatne
vlaznosti zraka u prostoriji (Bermtidez de Alveari i sur., 2011; Trinite, 2017).

Literatura isti¢e funkcionalne disfonije kao najucestalije poremecaje glasa pri-
sutne u populaciji svih vokalnih profesionalaca, pa tako i ucitelja i nastavnika
(Van Houtte, Van Lierde, D’Haeseleer, i Claeys, 2010; Bretl i Rosow, 2022). Uz
misi¢nu tenzijsku disfoniju, fibrovaskularne lezije na glasnicama (nodule i poli-
pe), laringofaringalni refluks, ciste, laringitis i slicnu vokalnu patologiju (Franco
i Andrus, 2007), kod pedagoskih vokalnih profesionalaca Cesta je i pojava vo-
kalnog zamora (Blazi i Hedever, 2010). Vokalni zamor opisuje se kao negativna
promjena glasa nastala kao posljedica produljene upotrebe glasa, koja se o€ituje u
odstupanjima u kvaliteti glasa, rasponu njegove visine i intenziteta, respiratornoj
potpori, razini misi¢ne napetosti te kontroli vokalnog aparata i glasovnog napora
(Welham i Maclagan, 2003). Najizrazeniji fizicki simptomi vokalnog zamora jesu
osjecaj boli i nelagode u grlu, povecani umor vokalnog aparata i neugoda u glasu,
a akusticki/perceptivni su promuklost, smanjen raspon visine i fleksibilnosti gla-
sa, manja snaga glasa te slabija kontrola njegove kvalitete. Kod vokalnog zamora
uobicajeno je da se simptomi pogorSavaju tijekom dana i sve duljom uporabom
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glasa, dok poboljSanje simptoma nastupa nakon perioda odmora (Stemple, Glaze
i Klaben, 2000; Simberg, 2004; Colton, Casper i Leonard, 2006; Solomon; 2008).
S obzirom na stresnu prirodu zanimanja ucitelja i nastavnika posljednjih se godina
sve viSe naglaSava veza izmedu vokalnog zamora i stresa. Profesionalni stres kod
tih zanimanja odnosi se na dozivljavanje negativnih emocija poput ljutnje, fru-
stracije, tjeskobe, depresije i nervoze prema odredenim aspektima svakodnevnog
posla (Kyriacou, 2001). Prema prethodnim istrazivanjima, glavni uzroci stresa
kod ucitelja i nastavnika jesu neprimjereno i nedisciplinirano ponasanje ucenika,
neodgovarajuc¢a komunikacija s kolegama ili roditeljima, nezadovoljstvo placom,
velik broj ucenika s kojima treba ostvariti suradnju, velika koli¢ina dokumen-
tacije, konflikti i nejasnoca uloga, vremenski pritisci, veliko i dugotrajno radno
optereéenje te nedostatak motivacije za suradnju kod ucenika (Neves de Jesus,
Miguel-Tobal, Rus, Viseu i Gamboa, 2014; Clipa i Boghean, 2015; Aldrup, Klu-
smann i Ludtke, 2017). Produljeno trajanje tih stresora kod ucitelja i nastavnika
moze uzrokovati losiju radnu izvedbu, izostajanje s posla, losiju kvalitetu pre-
nosenja nastavnog sadrzaja, ali i psihofizicke simptome poput depresije, ljutnje,
frustracije, miSi¢ne napetosti i boli te promjena u razli¢itim organskim sustavima
(Vertanen-Greis, Loyttyniemi i Uitti, 2020; Vertanen-Greis, Loyttyniemi, Uitti
i Putus, 2024; Ellovido i Quirap, 2024). Blazi i Hedever (2010) izvjeStavaju o
posljedicama stresa koje se oCituju u kvaliteti glasa kod ucitelja i nastavnika. Uz
napetost i brZe titranje glasnica te prelazenje glasa u visi registar, navode i pojavu
zamora glasnica, §to na kraju radnog dana uzrokuje djelomicni ili potpuni gubitak
glasa, slabost i promuklost te suho¢u u grlu, odnosno jasne simptome vokalnog
zamora. Stovise, neki autori isti¢u da je utjecaj stresa na zdravlje glasa tih radnika
znacajniji nego utjecaj astme, pri ¢emu je poznato da je astma ozbiljan rizik za
razvoj poremecaja glasa (Vertanen-Greis i sur., 2020).

Procjenjuje se da se poremecaji glasa tijekom Zivota pojavljuju u vise od polo-
vice ucitelja 1 nastavnika (Angelillo, Di Maio, Costa, Angelillo i Barillari, 2009;
De Jong, Kooijman, Thomas, Huinck, Graamans i Schutte, 2006; Munier and
Kinsella, 2008; Van Houtte i sur., 2010). Tako visoka prevalencija poremecaja
glasa dovodi do ucestalih bolovanja ucitelja i nastavnika, a posljedi¢no i visokih
troskova lijecenja koji godiSnje sustav mogu kostati viSe milijardi dolara (Ro-
sow, Szczupak, Saint-Victor, Gerhard, DuPont i Lo, 2016). Daljnje spoznaje o
nacinima na koje razli¢iti okolni ¢imbenici utjecu na zdravlje glasa ucitelja i na-
stavnika ¢ine osnovu za procjenu izrazenosti tog javnozdravstvenog problema te
planiranje poboljSanja prevencije i klini¢kih aktivnosti u tom podrucju, odnosno
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uspjesniju organizaciju strucne intervencije.

Stoga je cilj ovog istrazivanja bio ispitati pojavnost vokalnog zamora u skupini
ucitelja i nastavnika te njegovu mogucu povezanost s radnim opterecenjem, odno-
sno neprimjerenim ponasanjem ucenika i potrebom za profesionalnim priznanjem
kao izvorima profesionalnog stresa u ovoj populaciji vokalnih profesionalaca. Os-
tvarenje tog cilja istrazivanja obuhvatilo je i ispitivanje efekta dobi i spola te obra-
zovnog sustava (osnovnoskolskog naspram srednjoskolskog) na pojavu vokalnog
zamora 1 percepciju navedenih stresora.

Ocekuje se da ¢e kod ucitelja i nastavnika izrazeniji simptomi vokalnog zamo-
ra biti povezani sa svim mjerenim izvorima nastavni¢kog stresa (neprimjereno
ponasanje ucenika, potreba za profesionalnim priznanjem i radno opterecenje),
viSom dobi sudionika, vi§im nastavnim opterecenjem i zenskim spolom. Takoder,
oc¢ekuju se izraZeniji simptomi vokalnog zamora i visi stres povezan sa svim izvo-
rima nastavni¢kog stresa kod ucitelja i nastavnika koji su stariji, Zenskog spola
i pod veé¢im nastavnim opterecenjem. Sukladno, ocekuje se i da mjereni izvori
nastavnickog stresa te spol, dob i sustav obrazovanja (osnovnoskolski i srednjos-
kolski) znacajno predvidaju izraZenost simptoma vokalnog zamora.

METODE

Sudionici

U istrazivanju su sudjelovala ukupno 74 sudionika — ucitelja i nastavnika, od
cega 62 zene i 12 muskaraca, u rasponu od 24 do 65 godina (M = 41,15; SD =
9,65). Uzorak sudionika prikupljen je u dvije osnovne skole u Zagrebu te dvije
srednje skole, od kojih je jedna u Vinkovcima, a druga u Zagrebu. Ukupno je
40 sudionika zaposleno u osnovnoskolskom sustavu obrazovanja (16 u razrednoj
nastavi i 24 u predmetnoj nastavi), a 34 u srednjoskolskom. IstraZivanje je prove-
deno od ozujka do svibnja 2024. godine.

Mjerni instrumenti

U istrazivanju su koriStena dva validirana upitnika: Indeks vokalnog zamora
(VFI-C) (Bonetti, Bonetti i Cip¢&i¢, 2021), odnosno hrvatska verzija upitnika Vo-
cal Fatigue Index (Nanjundeswaran, Jacobson, Gartner-Schmidt i Verdolini Ab-
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bott, 2015) i1 Skala za mjerenje izvora nastavnickog stresa (Sori¢ i Mikulandra,
2004), koja je nastala na temelju strukture i sadrzaja Borgova upitnika iz 1991.
Dodatno, anketom su prikupljeni demografski podatci o sudionicima i druge inte-
resne varijable (npr. spol, dob, sustav obrazovanja u kojem su sudionici zaposleni,
nastavno opterec¢enje mjereno brojem nastanih sati tjedno).

Indeks vokalnog zamora (VFI-C)

VFI-C mjeri samopercipiranu prisutnost simptoma vokalnog zamora kod po-
jedinaca. Upitnik se ukupno sastoji od 19 tvrdnji podijeljenih u tri faktora (sup-
skale): 1) simptomi umora glasa (11 tvrdnji; npr. Sto vise govorim, glas mi je sve
umorniji.), 2) fizicka nelagoda (5 tvrdnji; npr. Glas mi se c¢ini bolnim kada vise
govorim.) 1 3) poboljsanje simptoma nakon odmora (3 tvrdnje; npr. Moj glas je
bolje nakon odmora.). Svaka tvrdnja sadrzi neki od simptoma vokalnog zamora,
a od sudionika se trazi da za svaku tvrdnju, na skali od 0 do 4, procijene koliko
¢esto dozivljavaju spomenuti simptom, pri ¢emu ocjena 0 znaci nikada, 1 gotovo
nikada, 2 ponekad, 3 gotovo uvijek 1 4 uvijek. Visi rezultat na prve dvije supskale
oznacava izrazenije simptome umora glasa i fizicke nelagode, a visi rezultat na
trecoj supskali oznacava smanjenje simptoma nakon odmora. Svaki od tri faktora
u upitniku obuhvaca specifican koncept vokalnog zamora pa rezultati pojedinac-
nih faktora vjerojatno daju bolji uvid u iskustvo vokalnog zamora nego ukupni
rezultat. Stoga autori originalnog upitnika preporucuju ra¢unanje ukupnog rezul-
tata za svaki faktor, a ne ukupnog rezultata za cijeli upitnik (Nanjundeswaran i
sur., 2015). Prema spomenutoj preporuci, i u ovom istrazivanju kori$teni su samo
ukupni rezultati za tri faktora. Slicno kao i u originalnom upitniku, koeficijent
unutarnje konzistencije (Cronbachov alfa) na uzorku sudionika ovog istrazivanja
visok je za sva tri faktora, odnosno za prvi faktor iznosi al = .94, za drugi faktor
02 =.92, 1 za tre¢i faktor a3 = .88.

Skala za mjerenje izvora nastavnickog stresa (SMINS)

Hrvatska verzija upitnika se, sukladno engleskoj, sastoji od ukupno 25 Eestica.
Cestice su podijeljene u tri faktora (supskale), a svaki faktor mjeri razinu stresa
koji je izazvan jednim od tri izvora nastavnickog stresa: 1) neprimjereno ponasa-
nje ucenika (6 Cestica; npr. veliki razredi (prevelik broj ucenika)), 2) potreba za
profesionalnim priznanjem (10 Cestica; npr. nedostatak priznanja za dobar rad, tj.
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poducavanje) te 3) radno opterecenje (9 Cestica; npr. previse posla (npr. pripre-
ma za nastavu, ocjenjivanje i sl.)). Od sudionika se trazilo da za svaku ponudenu
Cesticu procijene koliko visok stres im predstavlja izvor stresa naveden u Cestici
zaokruzujuéi ocjene na skali od 1 do 5, pri ¢emu 1 oznacava da izvor uopée nije
stresan, 2 da je vrlo malo stresan, 3 da je umjereno stresan, 4 da je jako stresan i 5
da je vrlo jako stresan. Sto je ukupni rezultat na pojedinoj supskali visi, to je visa
razina stresa koji je uzrokovan pojedinim izvorom stresa. Sli¢no kao i u prijevodu
upitnika autorica Sori¢ i Mikulandra (2004), koeficijent unutarnje konzistencije
(Cronbachov alfa) na uzorku sudionika ovog istrazivanja visok je za sva tri fakto-
ra, odnosno za prvi faktor iznosi a1 = .86, za drugi faktor a2 = .86, i za treéi faktor
a3 = .84, dok je za ukupni rezultat unutarnja konzistencija najvisa te iznosi a. = .94.

Postupak istrazivanja

Istrazivaci su podijelili setove od tri upitnika (sastojali su se od, redom: 1. In-
formirani pristanak i demografski podatci, 2. VFI-C i 3. SMINS) u spomenutim
Skolama, a nakon sedam dana ispunjeni su upitnici prikupljeni. Dakle, sudionici
su prvo procitali Informirani pristanak u kojem su bili objasnjeni detalji istrazi-
vanja i pojasnjenje o anonimnosti sudjelovanja te su svojim potpisom potvrdili
da razumiju procitano i da pristaju na sudjelovanje u samom istrazivanju. Nakon
toga ispunjavali su demografska pitanja te su, prema uputama u zaglavlju samih
upitnika, ispunjavali VFI-C i SMINS. Materijali za sve sudionike bili su jednaki.
Informirani pristanci i ispunjeni upitnici pohranjeni su odvojeno da bi se osigurala
anonimnost sudjelovanja.

Analiza podataka

Statisticka obrada prikupljenih podataka napravljena je u programu IBM SPSS
Statistics 26. Da bi se provjerila povezanost izmedu prisutnosti simptoma vo-
kalnog zamora kod ucitelja i nastavnika i razli¢itih izvora nastavnickog stresa,
nastavnog opterecenja, sustava obrazovanja u kojem su zaposleni, spola i dobi su-
dionika, izraunati su Pearsonovi koeficijenti korelacije. Nadalje, razlike u vokal-
nom zamoru i izvorima nastavnickog stresa izmedu sudionika zenskog i muskog
spola te s obzirom na dob, nastavno optereéenje i sustav obrazovanja u kojem su
sudionici zaposleni, testirane su s Cetiri t-testa. Konacno, da bi se provjerilo koji
izvori nastavni¢kog stresa najvise doprinose pojavi simptoma vokalnog zamora
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te moze li se na temelju spola i dobi ucitelja i nastavnika, nastavnog optere¢enja
1 sustava obrazovanja u kojem su sudionici zaposleni predvidjeti razina vokalnog
zamora, provedene su tri viSestruke hijerarhijske regresijske analize, po jedna za
svaki od mjerenih simptoma vokalnog zamora kao kriterija.

REZULTATI

Normalnost distribucija kvantitativnih varijabli

Prema Kolmogorov-Smirnovljevu testu, vrijednosti veéine zavisnih varijabli
rasporeduju se prema priblizno normalnoj distribuciji, dok se vrijednosti supskale
simptoma vokalnog zamora fizicka nelagoda rasporeduju blago pozitivno asime-
tricno, a poboljsanje simptoma nakon odmora blago negativno asimetri¢no kao
1 nastavno opterecenje. S obzirom na blaga odstupanja od normalne distribucije
uz spljostenost i kurtozu distribucija u rasponu normalne distribucije (od -1,5 do
1,5), u nastavku analize rezultata bit ¢e primijenjene metode iz parametrijske sta-
tistike.

Analiza korelacija

Da bi se provjerila povezanost izmedu prisutnosti simptoma vokalnog zamora
(umor glasa, fizicka nelagoda i pobolj$anje simptoma nakon odmora) kod ucitelja
1 nastavnika s razli¢itim izvorima nastavnickog stresa (neprimjereno ponasanje
ucenika, potreba za profesionalnim priznanjem i radno opterecenje), nastavnog
opterecenja 1 dobi, primijenjen je Pearsonov koeficijent korelacije, dok je za di-
hotomne varijable spol 1 sustav obrazovanja izraCunat point-biserijalni koeficijent
korelacije. Korelacijska matrica prikazana je u Tablici 1.

Iz Tablice 1 vidljivo je da je prisutnost simptoma umora glasa, fizicke nelagode
1 poboljsanja simptoma nakon odmora statisticki znacajno, umjereno i pozitivno
povezana s mjerenim izvorima stresa, to jest s neprimjerenim ponasanjem ucenika,
potrebom za profesionalnim priznanjem i radnim optere¢enjem. Dakle, §to je visi
stres uzrokovan pojedinim izvorom nastavnickog stresa i ukupni nastavnicki stres,
to su izrazeniji simptomi vokalnog zamora, fizicke nelagode te je veée poboljsanje
simptoma nakon odmora. Nisu potvrdene znacajne korelacije izmedu prisutnosti
simptoma vokalnog zamora i nastavnog optereéenja, dobi, spola i radnog mjesta.
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TaBLica 1 Korelacije izmedu supskala VFI i drugih interesnih varijabli (Pearsonova i point-biseri-

jalna korelacija)

Simptomi

vokalnog SMINS Nastavno Radno
zamora SMINS1 SMINS2 SMINS3 UKUPNO | opterecenje Dob Spol mjesto
(VFI)

Simptomi | gocks | g0kx | a76%* | 4d5%% | 139 072 | -175 | -055
umora glasa

Fizitka 363% | 346*x | 331 | 377%¢ | 223 018 | -143 | 138
nelagoda

Poboljsanje

simptoma | 5@k A39%% | 450%k | 436%* | 028 031 | 138 | 013
nakon

odmora

*p <.05 **p<.01 ***p<.001

Kratice. SMINS1 = Neprimjereno ponasanje ucenika, SMINS2 = Potreba za profesionalnim priznan-
jem; SMINS3 = Radno opterecenje

Ipak, zanimljivo je istaknuti da su dodatno pronadene statisticki znacajne umjerene
pozitivne korelacije izmedu spola i visine nastavnickog stresa uzrokovane svim mje-
renim izvorima stresa te ukupne visine nastavni¢kog stresa. Naime, rezultati pokazuju
da je Zenski spol povezan s viS§im stresom uzrokovanim neprimjerenim ponasanjem
ucenika (r = .415**), potrebom za profesionalnim priznanjem (r = -.317**), radnim
opterecenjem (r = -.378**) te visim ukupnim nastavnickim stresom (r = -.378%%*),

Diferencijalne analize

Razlike u vokalnom zamoru i izvorima nastavni¢kog stresa s obzirom na spol,
dob, nastavno opterecenje i sustav obrazovanja provjereni su s Cetiri t-testa. Na-
stavno je optere¢enje u rasponu od 10 do 25 sati tjedno pa su sudionici podijeljeni
u dvije veli¢inom usporedive skupine od kojih prva ima radno opterec¢enje do 20
sati, a druga viSe od 20. Takoder, sudionici su podijeljeni u dvije dobne skupine,
jedna ispod 40 godina i druga iznad. Nisu pronadene statisticki znacajne razlike u
vokalnom zamoru s obzirom na spol, dob, nastavno opterecenje i sustav obrazo-
vanja, kao ni razlike u visini nastavnickog stresa uzrokovanog razli¢itim izvorima
stresa s obzirom na dob, nastavno opterecenje i sustav obrazovanja.

Skladno i korelacijskoj analizi, potvrdene su statisticki znacajne razlike prema
spolu u visini stresa uzrokovanim svim izvorima nastavnic¢kog stresa te u ukupnoj
visini nastavni¢kog stresa. Uciteljice 1 nastavnice u odnosu na ucitelje i nastav-
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nike doZivljavaju statisticki znacajno visi stres uzrokovan neprimjerenim pona-
Sanjem ucenika (t = 3,87, df = 72, p < .001, Cohenov d = 1,38), potrebom za
profesionalnim priznanjem (t = 2,84, df =72, p <.01, Cohenov d = 1,09), radnim
opterecenjem (t=2.56, df = 72, p <.01, Cohenov d = .89) te dozivljavaju znacaj-
no visi ukupan nastavnicki stres (t = 3,47, df = 72, p < .01, Cohenov d = 1,30).
Prosjecne vrijednosti po supskalama te za ukupni rezultat prikazane su na Slici 1.

3,54
3,11
5 2,89 3
2,51
. 3
219 2,38 2,35
1
0

B Nastavnice Nastavnici
SMINS1 SMINS2 SMINS3 SMINS - UKUPNO

N

Srika 1 Prosjeéne vrijednosti (M) supskala izvora nastavni¢kog stresa te ukupni stres kod uéiteljica
i nastavnica te u€itelja i nastavnika

Kratice. SMINS1 = Neprimjereno ponasanje ucenika; SMINS2 = Potreba za
profesionalnim priznanjem; SMINS3 = Radno opterecenje

Regresijske analize

Kona¢no, provedene su tri visestruke hijerarhijske regresijske analize da bi se
provjerilo koji izvori nastavnickog stresa najvise doprinose pojavi simptoma vo-
kalnog zamora, kao i doprinose li dodatno vokalnom zamoru spol i dob uditelja
1 nastavnika te nastavno optere¢enje. Standardizirani i nestandardizirani koefi-
cijenti te znacajnost pojedinih prediktora prikazani su u Tablici 2 (prikazani su
samo znacajni regresijski modeli).

U prvoj viSestrukoj hijerarhijskoj regresijskoj analizi kriterij je bio varijabla vo-
kalnog zamora (simptomi umora glasa), a u prvi korak dodana su tri prediktora (tri
izvora stresa): neprimjereno ponasanje ucenika, potreba za profesionalnim prizna-
njem i radno opterecenje, dok su u drugi korak dodani jos spol, dob i nastavno op-
tere¢enje. Samo se model u prvom koraku pokazao statisticki znacajnim i ukupno
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objasnjava 20 % varijance kriterija (R%adj = .201, p <.001). Dakle, stres uzroko-
van neprimjerenim ponasanjem ucenika, potrebom za profesionalnim priznanjem i
radnim optere¢enjem predvida ukupno 20 % varijance prisutnosti simptoma umo-
ra glasa. Jedini znacajan samostalni prediktor je radno optereéenje, koji samostal-
no objasnjava 5,86 % varijance kriterija prisutnosti simptoma umora glasa.

U drugoj viSestrukoj hijerarhijskoj regresijskoj analizi su prediktori i koraci bili
jednaki kao u prvoj, ali je kriterij bio vokalni zamor (fizi¢ka nelagoda). Sli¢no,
samo se prvi korak pokazao statisticki znacajnim regresijskim modelom te objas-
njava ukupno 11 % varijance kriterija (R*adj = .109, p =.01). Dakle, stres uzroko-
van neprimjerenim ponasanjem ucenika, potrebom za profesionalnim priznanjem
i radnim optere¢enjem predvida ukupno 11 % varijance prisutnosti fizicke nelago-
de kao simptoma vokalnog zamora. Nijedan prediktor nema samostalni doprinos.

U tre¢oj viSestrukoj hijerarhijskoj regresijskoj analizi su prediktori i koraci ta-
koder bili jednaki kao i u prvoj, ali je kriterij bio vokalni zamor (poboljsanje
simptoma nakon odmora). Oba koraka, to jest oba statisticka modela pokazala
su se statisticki znacajnima, pri ¢emu drugi korak znacajno objasnjava 26 % va-
rijance kriterija, §to je za 6 % vise od prvog (R?*adj = .258, p Fchan. < .05). Stoga
stres uzrokovan neprimjerenim ponasanjem ucenika, potrebom za profesionalnim
priznanjem i radnim opterec¢enjem te dodatno spol, dob i nastavno opterecenje
predvidaju ukupno 26 % varijance poboljSanja simptoma nakon odmora. Jedini
znacajan samostalni prediktor je spol koji samostalno obja$njava 8,45 % varijan-
ce kriterija pobolj$anja simptoma nakon odmora, u korist muskog spola.

TaBLicA 1 Znacajni modeli multiplih regresijskih analiza

Kriterij: Simptomi umora glasa

Prediktori B B t P

1 SMINS1 -.109 -.104 -.657 513
SMINS2 185 156 .867 .389
SMINS3 513 424 2.282 .026*

Kriterij: Fizicka nelagoda

1 Prediktori B B t y
SMINS1 208 .206 1.238 220
SMINS2 .190 168 .881 382
SMINS3 .053 .046 234 815
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Kriterij: Pobolj$anje simptoma nakon odmora

2 Prediktori B p t y
SMINS1 .019 .017 .102 919
SMINS2 385 .306 1.717 .091
SMINS3 .388 301 1.606 113
Dob .003 .027 .249 .804
Spol .890 324 2.850 .006**
Nastavno optereéenje | -.015 -.044 -423 .673
Kratice. SMINS1 = Neprimjereno ponasanje ucenika; SMINS2 = Potreba za profesionalnim
priznanjem; SMINS3 = Radno opterecenje

RASPRAVA

1z ranijih istrazivanja poznato je da su ucitelji i nastavnici izlozeni ve¢im ra-
zinama stresa, anksioznosti i umora nego osobe u drugim profesijama (Redin 1
Erro-Garcés, 2020). Svakodnevni sastavni dio posla uéitelja i nastavnika dugo-
trajne su i intenzivne meduljudske interakcije, upravljanje slozenim zadatcima
te intenzivan emocionalni angazman (Maphalala, 2014), koji se vremenom ¢esto
prvo po¢nu manifestirati kao negativna promjena kvalitete glasa (Vertanen-Greis
1 sur., 2020): uditelji i nastavnici uvelike se u poucavanju i upravljanju razredom
oslanjaju na glas, a njegova ionako neobi¢no intenzivna uporaba u kombinaciji s
ostalim naporima profesije ¢esto dovodi do vokalnog zamora, opéenito umanjuju-
¢injihovu kvalitetu rada te zadovoljstvo obavljenim poslom (Pereira i sur., 2015).
Tako kvaliteta glasa postaje primarna fizicka posljedica stresa i istovremeno pod-
loga za psihicke, emocionalne, bihevioralne i1 kognitivne simptome izloZenosti
stresu (Brust Nemet i Velki, 2020) koji mogu znacajno umanjiti ukupnu zdrav-
stvenu i zivotnu dobrobit ucitelja i nastavnika (Maphalala, 2014).

Rezultati ovog istrazivanja potvrduju pozitivnu povezanost izlozenosti stresu
tijekom obavljanja uciteljskog/nastavni¢kog posla, odnosno stresa uzrokovanog
upravljanjem razredom, potrebom za profesionalnim priznanjem i radnim opte-
reCenjem, s izrazenos¢u simptoma vokalnog zamora, iz ¢ega proizlazi da su is-
pitani ucitelji i nastavnici u riziku pojave sekundarnih (psihickih, emocionalnih,
kognitivnih i1 bihevioralnih) posljedica stresa na poslu, istovremeno generiranog
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zahtjevima radnog mjesta i slabljenjem osnovnog sredstva rada — glasa. Fizicki
stresori poput pozadinske buke, vibracija okoline te mentalni stresori poput odr-
zavanja kontrole u razredu prisiljavaju ucitelje i nastavnike na povecanje miSiéne
napetosti radi postizanja kvalitete glasa odgovaraju¢e za kompenzaciju uéinaka
navedenih stresora (Kooijman, de Jong, Oudes, Huinck, van Acht i Graamans,
2005), a takvi negativni kompenzacijski mehanizmi mogu dovesti do vokalnog
zamora. Pojavom vokalnog zamora ucitelji i nastavnici sve su manje u¢inkoviti
u obavljanju svakodnevnih poslovnih zadataka, Sto pak uzrokuje sve vece neza-
dovoljstvo i stres, Cime se situacija potencira prema sve sloZenijim i negativnijim
vokalnim i drugim posljedicama.

Rezultatima ovog istrazivanja potvrdena je pretpostavka o spolnim razlikama u
visini stresa uzrokovanim svim izvorima nastavni¢kog stresa te u ukupnoj visini
nastavnickog stresa, no nisu pronadene statisti¢ki znacajne razlike u percipiranoj
prisutnosti vokalnog zamora s obzirom na spol, dob, nastavno opterecenje i su-
stav obrazovanja, kao ni razlike u visini nastavnickog stresa uzrokovanog razlici-
tim izvorima stresa s obzirom na dob, nastavno opterecenje i sustav obrazovanja.
Nadalje, rezultati istrazivanja potvrduju da stres uzrokovan neprimjerenim pona-
Sanjem ucenika, potrebom za profesionalnim priznanjem i radnim opterecenjem
predvida ukupno 20 % varijance prisutnosti simptoma umora glasa te 11 % vari-
jance fizicke nelagode, dok se spol, dob i nastavno opterecenje nisu pokazali kao
znacajni prediktori. Ipak, potvrdeno je da stres uzrokovan trima izvorima stresa
te dodatno spol, dob i nastavno opterecenje predvidaju ukupno 26 % varijance
poboljsanja simptoma nakon odmora.

Dakle, ¢ini se da je navedeni mehanizam nastanka vokalnog zamora i njegove
posljedice izrazeniji medu uciteljicama i nastavnicama nego medu uciteljima i na-
stavnicima. U odnosu na kolege, zene su prijavile vec¢i ukupni dozivljaj stresa i
jacu percepciju djelovanja svih izvora stresa na njihovu dobrobit. Taj je podatak u
skladu s navodima drugih autora o ulozi spola u percepciji stresa na radnom mje-
stu, u nastajanju vokalnog zamora te u pojavi sindroma sagorijevanja, anksioznosti
1 depresije medu uciteljima i nastavnicima (Desoukyi Allam, 2017; Agyapong,
Obuobi-Donkor, Burback i Wei, 2022). Vedéi rizik negativnog utjecaja stresa na
radnom mjestu medu uciteljicama i nastavnicama, u odnosu na njihove kolege,
moze biti posljedica bioloSkih razloga: biomehanika proizvodnje glasa Zenama
ide manje u prilog jer proizvode frekvencijski vise glasove koji ne rezoniraju kao
frekvencijski nizi glasovi i ne percipiraju se toliko jakima i poZeljnima (Watson,
2019) te se u kombinaciji s pozadinskom bukom (smanjenjem omjera signal-Sum)
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razumiju slabije zbog ¢ega Zene koje govore u bu¢nim uvjetima kakvi su u ucioni-
cama trebaju naprezati vokalni mehanizam viSe nego muskarci (Larsby, Héllgren,
Nilsson i McAllister, 2014). Navedeno moze objasniti opéenito vecu prisutnost vo-
kalnog zamora kod Zena, a pogotovo uciteljica i nastavnica (Hunter i Banks, 2017).

Vedi rizik negativnog utjecaja stresa na radnom mjestu medu uciteljicama i
nastavnicama, u odnosu na njihove kolege, moze biti i posljedica kombinacije
profesionalnih i obiteljskih obaveza za koje se tradicionalno drzi da su u ingeren-
ciji zena poput brige za djecu i kuc¢anstvo (Boljat, 2020; Kashahu Xhelilaj, Petani
i Ntalla, 2021); vjerojatnije je da ¢e noSenje sa stresom na poslu biti uspjesnije
kod osoba koje imaju manje dodatno opterecenje profesionalnih obveza Zivotnim
obvezama. Oba objaSnjenja podrzava pronadena znacajna povezanost Zenskog
spola s vi§im razinama stresa uzrokovanog neprimjerenim ponasanjem ucenika
(koje je Zenskim glasom teze kontrolirati) i potrebe za profesionalnim prizna-
njem (zbog samosvjesnosti problema s kontrolom ucenickog ponasanja). Vece
radno i osobno opterecenje uciteljica i nastavnica naspram njihovih kolega moze
objasniti i pronadenu povezanost radnog optereenja i pojave simptoma vokalnog
zamora, odnosno manji u¢inak odmora na izrazenost simptoma vokalnog zamora
u odnosu na ucitelje i nastavnike.

Neka dosadasnja istrazivanja upucuju na to da je vokalno optereéenje opéenito
vece kod ucitelja 1 nastavnika u primarnom obrazovanju (Cantarella, Negri, Ber-
nardelli, Nitro, Alde, Pignataro i Fave, 2023), no to se nije potvrdilo u ovom istrazi-
vanju. U primarnom obrazovanju kontrola u¢eni¢kog ponasanja moze biti izazov-
nija zbog nerazvijene sposobnosti ucenja u bu¢nim uvjetima, odnosno oteZanog
razumijevanja govora u dobi prije 15. godine zivota (Johnson, 2000); zbog oteza-
nog razumijevanja ucitelja i nastavnika djeca mogu trositi vise kognitivnih resursa
te lakse gubiti fokus (Connolly, Dockrell, Shield, Conetta i Cox, 2015) i kontrolu
ponasanja, Sto uciteljski 1 nastavnicki posao €ini zahtjevnijim. Razina maturacije
ucenika, njihova veca neovisnost (i time manja potreba za suradnjom s roditelji-
ma), koli¢ina njihovih prijasnjih znanja i moguénosti za fleksibilnije prenosenje
srednjoskolskom obrazovanju u smislu izraZenosti stresora na radnom mjestu. No,
na osnovi znacajne povezanosti simptoma vokalnog zamora i neprimjerenog po-
nasanja ucenika te nepostojanja razlika izmedu prijavljenih vokalnih simptoma i
sustava rada, ¢ini se da je problem kontrole ponasanja uc¢enika prisutan podjednako
u osnovnoskolskom i srednjoskolskom sustavu, $to upucuje na potrebu iznalazenja
novih metoda odrzavanja discipline u razredu za kvalitetno obrazovanje.
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Konacno, u ovom istrazivanju nije ustanovljena povezanost dobi s profesio-
nalnim stresom i vokalnim zamorom. Istrazivanje Banksa, Bottalicoa i Huntera
(2017) pokazalo je da se vokalni zamor najvise pojavljuje kod uciteljica, odnosno
nastavnica izmedu 40. i 45. godine zivota §to se moZe objasniti utjecajem hormo-
na te adaptacijom na simptome u kasnijoj dobi.

ZAKLJUCAK

Rezultati ovog istrazivanja potvrduju da nastavnici koji imaju izraZenije simp-
tome vokalnog zamora istovremeno dozivljavaju i visi stres uzrokovan svim mje-
renim izvorima nastavnickog stresa (neprimjereno ponasanje ucenika, potreba za
profesionalnim priznanjem i radno opterecenje). Takoder, nastavnice u odnosu na
nastavnike doZivljavaju visi stres uzrokovanim svim izvorima nastavnickog stre-
sa. Nadalje, svi izvori nastavni¢kog stresa znacajno objasnjavaju prisutnost simp-
toma vokalnog zamora, tj. simptoma umora glasa, fizicke nelagode i pobolj$anja
simptoma nakon odmora. Dodatno, spol, dob i nastavno opterecenje znacajno
predvidaju poboljSanje simptoma vokalnog zamora nakon odmora.

Dakle, rezultati ovog istrazivanja upucéuju na to da potencijalno konfliktne situ-
acije u profesionalnom okruzenju, poput odrzavanja discipline u razredu ili izo-
stanka pozitivne kritike na rac¢un postignutih profesionalnih rezultata, imaju svoje
zdravstvene manifestacije u karakteristikama glasa. Navedeno naglasava vaznost
kontrole radnog opterecenja i upravljanja stresorima u obrazovnim okruZenjima da
bi se medu njima smanjio rizik od pojave simptoma vokalnog zamora, pogotovo
medu uciteljicama i nastavnicama. U tom je smislu relativno manje ekonomski
zahtjevna stru¢na reakcija poput edukacija u€itelja i nastavnika o vokalnoj higijeni,
$to se pokazalo uspjeSnom preventivnom strategijom (Anderson, Reimer, Carlson
i Dowdall, 2024), kao i edukacija koja ukljucuje tehnike za bolje noSenje sa stre-
som kao $to su vjezbe usredotocene svjesnosti, rad na samopouzdanju i emocional-
noj regulaciji (Redin i Erro-Garcés, 2020). Pritom je uputno prioritizirati djelatnice
zbog jaceg doZivljaja stresa i poveéanog rizika za razvoj vokalnog zamora u odno-
su na muske kolege. Medutim, vrlo je vjerojatno da bi se na vecem uzorku sudioni-
ka istrazivanja ustanovili i dodatni podatci, koji bi mogli uputiti na daljnje grupne
(poput spola ili obrazovnog sustava) i individualne (poput dobi ili staza) razlike
u nosenju sa stresom medu uciteljima i nastavnicima, odnosno koji bi mogli dati
cjelovitiju sliku o odrednicama zdravijeg radnog okruzenja ucitelja i nastavnika.

44



20 (1) 2025. L.TADIC¢, A. BoNETTI, M. OLusi¢c TomaziN: Povezanost simptoma vokalnog zamora...

LITERATURA

AGYAPONG, B., OBuOBI-DONKOR, G., BURBACK, L. 1 WEIL, Y. (2022). Stress, Bur-
nout, Anxiety and Depression among Teachers: A Scoping Review. Internatio-
nal journal of environmental research and public health, 19(17), 10706. https://
doi.org/10.3390/ijerph191710706

Avprup, K., Krusmann, U. 1 Luptkg, O. (2017). Does basic need satisfacti-
on mediate the link between stress exposure and well-being? A diary study
among beginning teachers. Learning and Instruction, 50(1), 21-30. https://doi.
org/10.1016/j.learninstruc.2016.11.005

ALHARBI, N. S., ALOTAIBI, S., ALNUGHAYTHIR, A. I., ABOHELAIBAH, F., ALRUWAYS, A.
Q., ALHARBI, R., ALZAHRANI, S. A., ALsAEDL, H. 1 ALoTalBl, B. (2024). Prevalen-
ce and Risk Factors of Voice Disorders Among Teachers in Saudi Arabia. Cu-
reus, 16(3), €56540. https://doi.org/10.7759/cureus.56540

ALRAHIM, A. A., ALANAZI, R. A. 1 AL-BAR, M. H. (2018). Hoarseness among school
teachers: A cross-sectional study from Dammam. Journal of family & commu-
nity medicine, 25(3), 205-210. https://doi.org/10.4103/jfcm JFCM_152 17

ALvA, A., MACHADO, M., BHOoIwaNI, K. 1 SREEDHARAN, S. (2017). Study of Risk Fac-
tors for Development of Voice Disorders and its Impact on the Quality of Life
of School Teachers in Mangalore, India. Journal of clinical and diagnostic re-
search, 11(1), MCO1-MCOS5. https://doi.org/10.7860/JCDR/2017/17313.9234

ANGELILLO, M., D1 Maio, G., CosTa, G., ANGELILLO, N. i BariLLArl, U. (2009).
Prevalence of occupational voice disorders in teachers. Journal of preventive
medicine and hygiene, 50(1), 26-32.

ANDERSON, K., REIMER, C., CARLSON, K. J. i DowbpatLL, J. R. (2024). Targeted vocal
education for voice disorder prevention in educators. Educational Research:
Theory and Practice, 35(2), 1-7.

Benrau, M., ZamBoN, F., GUuerrierl, A. C. i Roy, N. (2012). Epidemiology of
voice disorders in teachers and nonteachers in Brazil: prevalence and adverse
effects. Journal of voice, 26(5),665.6¢9—665.6.65E18. https://doi.org/10.1016/j.
jvoice.2011.09.010

Banks, R. E., BotTaLico, P. 1 HUNTER, E. J. (2017). The Effect of Classroom Capa-
city on Vocal Fatigue as Quantified by the Vocal Fatigue Index. Folia phonia-
trica et logopaedica, 69(3), 85-93. https://doi.org/10.1159/000484558

BERMUDEZ DE ALVEAR, R. M., BARON, F. J. i MARTINEZ-ARQUERO, A. G. (2011).
School teachers’ vocal use, risk factors, and voice disorder prevalence: guideli-

45


https://doi.org/10.3390/ijerph191710706
https://doi.org/10.3390/ijerph191710706
https://doi.org/10.1016/j.learninstruc.2016.11.005
https://doi.org/10.1016/j.learninstruc.2016.11.005
https://doi.org/10.7759/cureus.56540
https://doi.org/10.4103/jfcm.JFCM_152_17
https://doi.org/10.7860/JCDR/2017/17313.9234
https://doi.org/10.1016/j.jvoice.2011.09.010
https://doi.org/10.1016/j.jvoice.2011.09.010
https://doi.org/10.1159/000484558

L.TADIC¢, A. BoNETTI, M. OLusi¢ TomaziN: Povezanost simptoma vokalnog zamora... 20 (1) 2025.

nes to detect teachers with current voice problems. Folia phoniatrica et logopa-
edica, 63(4), 209-215. https://doi.org/10.1159/000316310

Brazi, D. 1 HEPEVER, M. (2010). Somatske teskoce kao indikatori stresa i teSkoce
glasa kod odgojiteljica i nastavnika. Hrvatska revija za rehabilitacijska istrazi-
vanja, 46 (2), 19-33. Preuzeto s https://hrcak.srce.hr/61556

Boviar, 1. (2020). Motivacija za rad i izgaranje ucitelja informatike, tehnicke kul-
ture i strukovnih predmeta. Politehnika, 4 (2), 7-18. https://doi.org/10.36978/
cte.4.2.1

BoNEeTTL, A., BonerTr, L. i Cipcic, O. (2021). Self-Assessment of Vocal Fatigue in
Muscle Tension Dysphonia and Vocal Nodules: A Preliminary Analysis of the
Discriminatory Potential of the Croatian Adaptation of the Vocal Fatigue Index
(VFI-C). Journal of voice, 35(2), 325.e1-325.e15. https://doi.org/10.1016/j.
jvoice.2019.08.028

BRretL, M. 1 Rosow, D. (2022). Care of the Professional Voice. International Jour-
nal of Head and Neck Surgery, 13(1), 18-26. https://doi.org/10.5005/jp-jour-
nals-10001-1520

Brust NEMET, M. i VELk1, T. (2020). Odnos nekih demografskih i razrednih ka-
rakteristika te Skolske klime i socijalne podrske prema stresu ucitelja. Nova pri-
sutnost, XVIII (3), 501-514. https://doi.org/10.31192/np.18.3.5

Byron, H. (2019). The Risk Factors Related to Voice Disorder in Teachers:
A Systematic Review and Meta-Analysis. International journal of envi-
ronmental research and public health, 16(19), 3675. https://doi.org/10.3390/
ijerph16193675

CANTARELLA, G., NEGRI, L., BERNARDELLI, G., NiTRO, L., ALDE, M., PIGNATARO,
L. i Fave, A. D. (2023). Vocal fatigue perceived in remote working by te-
achers of different school grades during COVID-19 pandemic. Auris, nasus,
larynx, 50(3), 450—457. https://doi.org/10.1016/j.anl.2022.08.009

CLipa, O. 1 BoGHEAN, A. (2015). Stress factors and solutions for the phenomenon
of burnout of preschool teachers. Procedia Social and Behavioural Sciences,
180(1), 907-915. https://doi.org/10.1016/j.sbspro.2015.02.241

CoLton, R. H., CaspEr, J. K. 1 LEONARD, R. (2006). Understanding voice pro-
blems: A physiological perspective for diagnosis and treatment (3rd ed.). Balti-
more, MD: Lippincott Williams & Wilkins.

ConnoLLy, D. M., DockRreLL, J. E., SHIELD, B. M., CoNETTA, R. 1 Cox, T. J. (2015).
Students’ perceptions of school acoustics and the impact of noise on teaching
and learning in secondary schools: Findings of a questionnaire survey. Energy

46


https://doi.org/10.1159/000316310
https://hrcak.srce.hr/61556
https://doi.org/10.36978/cte.4.2.1
https://doi.org/10.36978/cte.4.2.1
https://doi.org/10.1016/j.jvoice.2019.08.028
https://doi.org/10.1016/j.jvoice.2019.08.028
https://doi.org/10.5005/jp-journals-10001-1520
https://doi.org/10.5005/jp-journals-10001-1520
https://doi.org/10.31192/np.18.3.5
https://doi.org/10.3390/ijerph16193675
https://doi.org/10.3390/ijerph16193675
https://doi.org/10.1016/j.anl.2022.08.009
https://doi.org/10.1016/j.sbspro.2015.02.241

20 (1) 2025. L.TADIC¢, A. BoNETTI, M. OLusi¢c TomaziN: Povezanost simptoma vokalnog zamora...

Procedia, 78, 3114-3119. https://doi.org/10.1016/j.egypro.2015.11.766.

Dk Jong, F. I. C. R. S., Koouman, P. G. C., THomas, G., Huinck, W. J., GRAA-
Mans, K. i ScHuttg, H. K. (2006). Epidemiology of voice problems in Dutch
teachers. Folia phoniatrica et logopaedica, 58(3), 186—198.

DEesouky, D. i Arram, H. (2017). Occupational stress, anxiety and depression
among Egyptian teachers. Journal of epidemiology and global health, 7(3),
191-198. https://doi.org/10.1016/j.jegh.2017.06.002

DE Sousa, E., GogL, H. C. 1 FErRNANDES, V. L. G. (2019). Study of Voice Disorders
Among School Teachers in Goa. Indian journal of otolaryngology and head
and neck surgery, 71 (Suppl 1), 679—-683. https://doi.org/10.1007/s12070-018-
1479-0

ELLovipo, B. R. 1. i Quirap, E. A. (2024). Teachers occupational stress and co-
ping mechanisms. International Journal of Multidiscliplinary Research and
Analysis, 7(3), 1266—1275.

Franco, R. A. 1 AnDRrus, J. G. (2007). Common diagnoses and treatments in profe-
ssional voice users. Otolaryngologic clinics of North America, 40(5), 1025—vii.
https://doi.org/10.1016/j.0tc.2007.05.008

HunTteR, E. J. 1 Banks, R. E. (2017). Gender Differences in the Reporting of
Vocal Fatigue in Teachers as Quantified by the Vocal Fatigue Index. The
Annals of otology, rhinology, and laryngology, 126(12), 813—818. https://doi.
org/10.1177/0003489417738788

Jonnson C. E. (2000). Children’s phoneme identification in reverberation and
noise. Journal of Speech, Language, and Hearing Research,43(1): 144—
157. https://doi.org/10.1044/jslhr.4301.144

Kasnanu XHeLiLag, L., PETani, R. i Ntarra, M. (2021). Relationship Between
Teacher’s Burnout, Occupational Stress, Coping, Gender and Age. Journal
of Educational and Social Research, 11(4), 266. https://doi.org/10.36941/jesr-
2021-0094

Koomman, P. G. C., b Jong, F. 1. C. R. S., Oupts, M. J., Huinck, W., van AcHT, H.
1 GRaAaMANS, K. (2005). Muscular Tension and Body Posture in Relation to Vo-
ice Handicap and Voice Quality in Teachers with Persistent Voice Complaints.
Folia Phoniatrica et Logopaedica, 57(3), 134-147. doi:10.1159/000084134

Kyriacou, C. (2001). Teacher stress: directions for future research. Educational
Review, 53(1), 27-35. https://doi.org/10.1080/00131910120033628

LarsByY, B., HALLGREN, M., NiLssON, L. i MCALLISTER, A. (2014). The influence of
female versus male speakers’ voice on speech recognition thresholds in noise:

47


https://doi.org/10.1016/j.egypro.2015.11.766
https://doi.org/10.1016/j.jegh.2017.06.002
https://doi.org/10.1007/s12070-018-1479-0
https://doi.org/10.1007/s12070-018-1479-0
https://doi.org/10.1016/j.otc.2007.05.008
https://doi.org/10.1177/0003489417738788
https://doi.org/10.1177/0003489417738788
https://doi.org/10.1044/jslhr.4301.144
https://doi.org/10.36941/jesr-2021-0094
https://doi.org/10.36941/jesr-2021-0094
https://psycnet.apa.org/doi/10.1080/00131910120033628

L.TADIC¢, A. BoNETTI, M. OLusi¢ TomaziN: Povezanost simptoma vokalnog zamora... 20 (1) 2025.

Effects of low- and high-frequency hearing impairment. Speech, Language and
Hearing, 18(2), 83-90. https://doi.org/10.1179/2050572814Y.0000000053

Matrki, K. H. (2010). Voice disorders among Saudi teachers in Riyadh City.
Saudi Journal of Otorhinolaryngoly Head and Neck Surgery, 12(1), 31-40.
10.4103/1319-8491.274630

MapHALALA, M. C. (2014). The manifestation of occupational stress in the te-
aching profession: the unheeded voices of teachers. Mediterranean Journal of
Social Sciences. 5(1): 77-88. 10.5901/mjss.2014.v5n1p77

MUNIER, C. 1 KiNSELLA, R. (2008). The prevalence and impact of voice problems in
primary school teachers. Occupational Medicine, 58(1), 74-76.

NANJUNDESWARAN, C., JacoBsoN, B. H., GARTNER-SCHMIDT, J. 1 VERDOLINI ABBOTT,
K. (2015). Vocal Fatigue Index (VFI): Development and Validation. Journal of
voice, 29(4), 433—440. https://doi.org/10.1016/j.jvoice.2014.09.012

NEVESs DE Jesus, S., MiGueL-ToBat, J. J., Rus, C. L., VIseu, J. 1 GAMBOA, V. (2014).
Evaluating the effectiveness of a stress management training on teachers and
physicians’ stress related outcomes. Clinica y Salud, 25(1), 111-115. 10.1016/j.
clysa.2014.06.004

NiEBUDEK-BoGusz, E. i SLiwikska-KowaLska, M. (2013). An overview of occupa-
tional voice disorders in Poland. International journal of occupational medici-
ne and environmental health, 26(5), 659—669. https://doi.org/10.2478/s13382-
013-0146-7

PerEIRA, E. R., Tavares, E. L. i MarTINs, R. H. (2015). Voice Disorders in Te-
achers: Clinical, Videolaryngoscopical, and Vocal Aspects. Journal of voi-
ce, 29(5), 564-571. https://doi.org/10.1016/j.jvoice.2014.09.019

RebiN, C. I. 1 ERRO-GARCES, A. (2020). Stress in teaching professionals across
Europe. International Journal of Educational Research, 103, 101623. https://
doi.org/10.1016/].ijer.2020.101623.

Rosow, D. E., Szczurak, M., SAINT-VICTOR, S., GERHARD, J. D., DuPonT, C. i Lo,
K. (2016). The economic impact of vocal attrition in public school teachers
in Miami-Dade County. The Laryngoscope, 126(3), 665-671. https://doi.
org/10.1002/lary.25513

Rov, N., MERRILL, R. M., THIBEAULT, S., PARrsa, R. A., Gray, S. D. i Smita, E. M.
(2004). Prevalence of voice disorders in teachers and the general population.
JSLHR, 47(2), 281-293. https://doi.org/10.1044/1092-4388(2004/023),

SIMBERG, S. (2004). Prevalence of vocal symptoms and voice disorders among
teacher students and teachers and a model of early intervention. Doctoral dis-

48


https://doi.org/10.1179/2050572814Y.0000000053
http://dx.doi.org/10.5901/mjss.2014.v5n1p77
https://doi.org/10.1016/j.jvoice.2014.09.012
http://dx.doi.org/10.1016/j.clysa.2014.06.004
http://dx.doi.org/10.1016/j.clysa.2014.06.004
https://doi.org/10.2478/s13382-013-0146-7
https://doi.org/10.2478/s13382-013-0146-7
https://doi.org/10.1016/j.jvoice.2014.09.019
https://doi.org/10.1016/j.ijer.2020.101623
https://doi.org/10.1016/j.ijer.2020.101623
https://doi.org/10.1002/lary.25513
https://doi.org/10.1002/lary.25513
https://doi.org/10.1044/1092-4388(2004/023)

20 (1) 2025. L.TADIC¢, A. BoNETTI, M. OLusi¢c TomaziN: Povezanost simptoma vokalnog zamora...

sertation. Department of Speech Sciences, Helsingfors University, Finland.

Soromon N. P. (2008). Vocal fatigue and its relation to vocal hyperfunction. In-
ternational journal of speech-language pathology, 10(4), 254-266. https://doi.
org/10.1080/14417040701730990

Soric¢, 1. i MIKULANDRA, 1. (2004). Skala za mjerenje izvora nastavnickog stresa.
Zbirka psihologijskih skala i upitnika 2. Zadar, 62—69.

STempLE, J. C., Grazg, L. E. 1 KrLaBen, B. G. (2000). Clinical voice pathology:
Theory and management (3rd ed.). San Diego, CA: Singular Publishing.

TriNniTE B. (2017). Epidemiology of Voice Disorders in Latvian School Te-
achers. Journal of voice, 31(4), 508.e1-508.€9. https://doi.org/10.1016/j.jvoi-
ce.2016.10.014

VaN Houttk, E., VAN LIErDE, K., D’HAESELEER, E. 1 CLAEYS, S. (2010). The pre-
valence of laryngeal pathology in a treatment-seeking population with dysp-
honia. The Laryngoscope, 120(2), 306—312. https://doi.org/10.1002/lary.20696

VERTANEN-GREIS, H., LoyTTYyNiEMI, E. 1 UrtTi, J. (2020). Voice Disorders are Asso-
ciated with Stress Among Teachers: A Cross-Sectional Study in Finland. Jour-
nal of voice, 34(3),488.e1-488.e8. https://doi.org/10.1016/j.jvoice.2018.08.021

VERTANEN-GREIS, H., LoyTTYNIEMI, E., UITTI, J. 1 PuTus, T. (2024). The interaction
between voice disorders and stress for work ability of teachers. Logopedics,
phoniatrics, vocology, 49(1), 11-16. https://doi.org/10.1080/14015439.2022.2
085787

WaTtson, S. (2019). The Unheard Female Voice: Women are more likely to be
talked over and unheeded. But SLPs can help them speak up and be heard. The
ASHA Leader, 24. 44-53. 10.1044/leader.FTR1.24022019.44

WELHAM, N. V. 1 MAcLAGAN, M. A. (2003). Vocal fatigue: current knowledge
and future directions. Journal of voice, 17(1), 21-30. https://doi.org/10.1016/
$0892-1997(03)00033-x

49


https://doi.org/10.1080/14417040701730990
https://doi.org/10.1080/14417040701730990
https://doi.org/10.1016/j.jvoice.2016.10.014
https://doi.org/10.1016/j.jvoice.2016.10.014
https://doi.org/10.1002/lary.20696
https://doi.org/10.1016/j.jvoice.2018.08.021
https://doi.org/10.1080/14015439.2022.2085787
https://doi.org/10.1080/14015439.2022.2085787
http://dx.doi.org/10.1044/leader.FTR1.24022019.44
https://doi.org/10.1016/s0892-1997(03)00033-x
https://doi.org/10.1016/s0892-1997(03)00033-x

L.TADIC¢, A. BoNETTI, M. OLusi¢ TomaziN: Povezanost simptoma vokalnog zamora... 20 (1) 2025.

THE RELATIONSHIP BETWEEN VOcCAL FATIGUE SYMPTOMS IN
TEACHERS AND SOURCES OF TEACHER STRESS

ABSTRACT

The aim of this study was to examine the occurrence of
vocal fatigue in a group of teachers and to examine its
possible connection with workload, i.e., inappropriate stu-
dent behaviour and the need for professional recognition
as sources of professional stress among these voice pro-
fessionals. The study involved 74 participants (62 women
and 12 men) aged 24 to 65 years — 40 of them employed
in primary schools and 34 in secondary schools — who
completed the Croatian version of the Vocal Fatigue Index
(VFI-C) questionnaire and the Scale for Measuring Sourc-
es of Teacher Stress. The results showed the existence of
a statistically significant positive correlation between the
average results in all three categories of the VFI-C and all
subscales of the Scale for Measuring Sources of Teacher
Stress. A higher level of stress in teachers was associat-
ed with greater self-perceived presence of vocal fatigue
symptoms. Compared to male teachers, female teachers
reported statistically significantly higher stress caused by
all observed sources and a higher overall experience of
stress. This points to the importance of workload control
and stress management in educational settings in reduc-
ing the risk of the occurrence of vocal fatigue symptoms
among teachers, especially among female teachers.
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ABSTRACT:

Education for Sustainable Development (ESD), promoted by
the United Nations, is a social movement to be nurtured for the
future benefit of the planet and humanity. In a rapidly changing
world, where cascading risks are increasingly evident, the con-
tinued development of ESD is critical to overcoming cross-cut-
ting challenges. Starting from the viewpoint that quality edu-
cation should focus on learning ‘how to live sustainably,” this
article examines the integration of ESD into Croatian primary
schooling within the context of current global challenges, as
defined by the 17 Sustainable Development Goals (SDGs).
The research examines the implementation of selected ESD
priority areas that are relevant for primary schooling: advanc-
ing policy, transforming learning environments, building the
capacities of educators, and establishing a monitoring system
that could track and enhance national education policy and
performance. This paper also discusses relevant global and
EU education frameworks, singling out the recently published
Cypriot policy as an example of good practice. The research
was conducted in 927 primary schools in Croatia. The results
revealed that the primary obstacle to further ESD development
in primary education is the insufficient integration of new ESD
achievements and trends, largely because many challenges
that should be globally addressed by the Agenda 2030 are not
satisfactorily integrated into teaching. This indicates the need
to amend the existing National Curriculum, which is still under
development, and calls for substantive support from the high-
est decision-making spheres regarding the global importance
of sustainable development. Respondents also indicated the
need for improved knowledge, skills, and cooperation among
teaching staff and a wider range of stakeholders, such as local
communities. A more comprehensive approach to improving
ESD in Croatia could be inspired by Cyprus’s ESD policy to
bring together a wider range of stakeholders and achieve ESD
objectives in a timely manner.

KEYWwORDS:

education for sustainable deve-
lopment (ESD), sustainable deve-
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INTRODUCTION

The first global action plan for sustainable development based on the Rio Ear-
th Summit, Agenda 21 (United Nations, 1992), has encouraged member states
to adopt their roadmaps for promotion, education, public awareness, and trai-
ning with the United Nations Educational, Scientific and Cultural Organization
(UNESCO) as a leading agency for the implementation of these tasks. UNESCO
experts made an important decision to redirect existing education, public aware-
ness, and training systems towards the concept of the Education for Sustainable
Development (ESD) that serves the notion of overall sustainability. In 2000, a
new UN global action plan called The Millennium Declaration replaced Agenda
21, and Goal 2 dedicated to education was adopted (United Nations, 2000). In
2015, the UN shared the declaration Transforming our world: The 2030 Agenda
for Sustainable Development. According to this document, education was inclu-
ded as one of the 17 Sustainable Development Goals — SDGs (European Union
Agency for Fundamental Rights, 2021). The purpose of Goal 2 is to ensure access
to quality education for all throughout all stages of life, as well as to increase the
number of young people and adults who have skills relevant for employment,
decent jobs, and entrepreneurship.

Recently, the EU delivered recommendations on learning for green transition
and sustainable development (Council of the European Union, 2022). Such tools
support acceleration towards sustainability and ensure benchmarking among EU
member states. Additionally, it should be emphasized that the UN Summit on
Education Transformation in 2022 was critical for the EU determination to act
more decisively on various priorities in education, such as teacher training, stren-
gthening equality and inclusion in education, and promoting skills. Today, the EU
provides more than half of support to global education funds, such as the Global
Partnership for Education and Education Can’t Wait (European Commission, Se-
cretariat General, 2023).

The global community agrees that disruptive changes require scientific
knowledge based on sustainable principles from early childhood (Kamerlin,
2023; Ortlieb et al., 2018; Tillmanns, 2019). Many authors agree that high-quality
education that comprehensively addresses the SDGs is the cornerstone of lear-
ning, employability, innovation, and participation in future society (Glavic, 2020;
Kopnina, 2014; Kioupi & Voulvoulis, 2022; Pache et al., 2023). SDG reporting
provides an excellent opportunity to strengthen the perspective of ESD and to
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place sustainability action not only in schools but also outside of the school (Uni-
ted Nations Educational, Scientific and Cultural Organization, 2019 and 2020).
Therefore, the EU has firmly established sustainability development at its core.

Croatia established a platform to communicate progress on SDGs (Croati-
an Bureau of Statistics, 2024) and introduced the global and EU guidelines in
the National Curriculum for primary schools (Republic of Croatia, Ministry of
Science, Education and Youth, 2019). In addition, the National Development
Strategy of Republic of Croatia until 2030 fostered integration of sustainable
development into all sectorial polices (Croatian Parliament, 2021). In 2023, the
Croatian government delivered the Voluntary Review on the Implementation of
the 2030 Agenda for Sustainable Development to support global and EU repor-
ting on the progress of all 17 SDGs, including SDG 4 that is relevant to ESD
(Government of the Republic of Croatia, 2019 and 2023). According to a recent
EU Voluntary Review (European Commission, Secretariat General, 2023), Cro-
atia recorded progress in reaching the objectives of SDG 4, but it is still below
the EU average.

In 2021, the National Development Strategy of the Republic of Croatia until
2030 replaced the Sustainable Development Strategy of the Republic of Croatia,
and the National Education System Development Plan for the period until 2027
was adopted (Republic of Croatia, Ministry of Science and Education, 2023).
This plan generally monitors the implementation of the National Development
Strategy of the Republic of Croatia until 2030, but also contributes to the goals/
sub-goals of the UN Agenda 2030 (SDG) and the EU’s green transition and di-
gital transformation. It also calls for the educational reform with revision of the
current National Curriculum for all levels of education and the harmonization of
subject curricula and curricula of cross-curricular topics. The Croatian National
Curriculum adopted in 2019 is currently in force. It considers sustainable deve-
lopment as a cross-curricular topic and thus sets ESD in Croatia in line with the
latest UNESCO’s achievements (Republic of Croatia, Ministry of Science, Edu-
cation and Youth, 2019).

To determine the current ESD performance in Croatian primary schools and
make proposals for the coming educational reform in Croatia, we designed a sur-
vey regarding priority areas defined in the ESD for 2030 roadmap. The roadmap
defines five priority areas regarding the Agenda 2030, and we focused on three
of them: advancing policy, transforming learning environments, and building ca-
pacities of educators (United Nations Educational, Scientific and Cultural Orga-
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nization, 2020), including a proposal regarding the establishment of a monitoring
system for ESD implementation and learning outcomes (United Nations Educati-
onal, Scientific and Cultural Organization, 2019).

METHODS

The initial phase of this work involved desk research to identify relevant global,
EU, and national policies and documents. Through this, we defined four priority
areas within the Education for Sustainable Development (ESD) framework as key
success factors. Three of these were deemed relevant for primary school teaching:
advancing policy, transforming learning environments, and building capacities of
educators. This also included a recommendation for the establishment of a mo-
nitoring system to strengthen national educational policy and enhance learning
outcomes regarding ESD actions (United Nations Educational, Scientific and
Cultural Organization, 2020).

To explore the extent to which the Croatian elementary school system has adap-
ted a transformative learning environment, a list of the 20 most significant topics
for each sustainability pillar (environmental, socio-cultural, and economic) was
compiled, in accordance with the objectives of the 17 SDGs. This work also ai-
med to assess the building capacities of educators, specifically their awareness
of the availability of knowledge and tools for ESD learning, and their satisfac-
tion level regarding the establishment of a monitoring system for ESD actions.
Ultimately, a questionnaire was developed to gather information on these areas.
The target respondents included teaching staff (teachers from the first to fourth
grade and subject teachers from the fifth to eighth grade of elementary school)
and other staff whose daily work involves this multidisciplinary field (principals,
assistants).

The research was conducted from May 2 to June 2, 2024, on a sample of 927
Croatian elementary schools, with each school submitting one consolidated res-
ponse. To evaluate the integration of the four ESD priority areas, the following fi-
ve-point Likert scale rating scores were used: 1 - “insufficient” status, 2 - “good”,
3 - “fair”, 4 - “very good”, and 5 - “excellent”. Additionally, for a deeper review
of the transformative learning environment, the representation of specific envi-
ronmental, social, and economic ESD topics in primary education was assessed
using these scores: 1 — “not represented”; 2 — “insufficiently represented”; 3 —
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“well represented”; 4 — “very well represented”; 5 — “excellently represented”.

Only responses that ranked the representation of ESD topics with scores of 4
and 5 were considered, due to the global SDG 4 objective to “ensure inclusive and
high-quality education for all” (European Union Agency for Fundamental Rights,
2021; UNESCO, 2023). It is important to note that the questionnaire is aligned
with the UNECE Questionnaire for member states on measures to implement the
UNECE Education for Sustainable Development Strategy (UNECE, 2016), the
Format for Reporting on the Implementation of the UNECE Education for Su-
stainable Development Strategy 2019 (Economic and Social Council, 2023), and
the Berlin Declaration “Agenda for Education for Sustainable Development until
2030” (UNESCO, 2022).

Concurrently, desk research of UN, EU, and national policies regarding ESD
was conducted with the aim of identifying a policy approach that could signi-
ficantly improve the current situation in Croatia. Based on this desk research,
Cyprus’s national ESD initiative, recently established in collaboration with
UNESCO, was selected for further consideration.

RESULTS

Out of a total of 927 primary schools in Croatia, 124 schools (13.4%) responded
to the questionnaire properly. Regarding four of the five priority areas of the ESD
roadmap (UNESCO, 2020), answers were provided by 36.3% of single subject
teachers, 32.3% of multiple subject teachers, 20.2% of principals, and 11.2% of
teaching assistants. Figure 1 illustrates respondents’ satisfaction with advancing
policy, transforming learning environments, building capacities of educators, and
the establishment of a monitoring system to track ESD actions.
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The questionnaire also provided an in-depth analysis of the transformative lear-
ning environment by evaluating the representativeness of 60 global environmen-
tal, social, and economic challenges (topics) in Croatian primary schools.

According to the responses, recycling, repair, and reuse of waste and resources
is the most represented environmental topic, with 47% of respondents indicating
very well” or “excellently” represented (scores 4 and 5). Other highly repre-
sented topics in primary education include preservation of nature and biodiver-

it’s
sity (46.8%), sustainable waste management (45.9%), climate change (36.3%),
protection of environmental components (air, water, soil, sea, flora, and fauna)
(35.7%), and clean water (31.5%).

Approximately a quarter of respondents believe that topics such as affordable
and clean energy, sustainable construction and energy efficiency, sustainable pro-
duction and consumption, and ecological principles and ethics are “very well” or
“excellently” represented (scores 4 and 5). These are followed by topics related
to natural disasters (21%), sustainable agriculture (17.7%), and the protection and
functions of seas and oceans (16.1%).

Respondents consider ecological labeling and environmental management
systems (15.3%), deforestation prevention (15.1%), and a holistic approach to the
preservation of habitats, species, and human well-being (14.5%) to be the least
represented topics in education. Topics like combating desertification, reducing
soil degradation, and the blue economy have an even smaller share (13.7%) and
are considered underrepresented in primary education.

Regarding socio-cultural global issues, 45% of respondents stated that human
rights are “very well” or “excellently” represented (scores 4 and 5). This is closely
followed by topics dealing with non-violence and the development of solidarity
(42%) and the protection and preservation of cultural and natural heritage and
local history (40.3%). About a third of all respondents assessed that gender equa-
lity (36.3%), reducing inequality (33.8%), empathy towards people (32.9%), pre-
servation of cultural diversity (33.1%), and quality and inclusive education (31%)
are “very well” or “excellently” represented. Topics such as the culture of susta-
inable development, global citizenship and democracy, peace, justice and strong
institutions (governance), and poverty reduction are “very well” or “excellently”
represented in education for one-fifth of respondents. The lowest represented so-
cio-cultural topics include sustainable lifestyles (16.9%), sustainable urbanization
(smart cities) (16.1%), public-private partnerships for sustainable development
(12.9%), and corporate social responsibility (8.9%).
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Ficure 1 Evaluation on pillars of ESD in Croatian primary education

For fifteen of the 20 economic topics, the prevailing rating was “well represen-
ted” (score 3). Topics related to sustainable traditional products and sustainable
tourism had the highest share, with about 20% of respondents indicating they
were “very well” or “excellently” represented (scores 4 and 5 combined). The-
se were followed by topics concerning sustainable forms of transport (15.3%),
technology and science (13.7%), local, regional, rural, and urban development
(12.1%), and public-private partnerships for sustainable development (10.5%).

A number of topics were considered extremely underrated, with a share of 8.4%
of responses ranking them as “insufficiently represented” (score 2). These inclu-
ded green economy, blue economy, sustainable business models and entreprene-
urship (SME), sustainable and innovative infrastructure, sustainable investment
in cities, regions, and local communities, and the resilience of business and infra-
structure to climate change, natural disasters, and scarcity of raw materials. Fi-
nally, respondents ranked topics related to the mobilization of financial resources
and green taxation as unrepresented in education (score 1).

UN and EU policies on ESD were explored, and the recently established “The
Country Initiative for the ESD of the Republic of Cyprus” was highlighted as
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a potential model for improving ESD in Croatia. This Cypriot top-down com-
mitment is supported by the Cyprus Sustainable Environmental Education Po-
licy (SEEP) and UNESCO, and is implemented within their National Curriculum
(UNESCO, 2024a). It integrates ESD into every segment of educational practice
and community, bringing together a wide range of stakeholders—from high-level
policymakers to local communities, including other ministries, non-governmental
organizations, academia, industry, local authorities, and civil services. The spe-
cific goal of this research is to provide evidence-based and concrete proposals
for enhancing the Croatian ESD framework for primary schooling, in accordance
with the latest global and EU achievements.

DISCUSSION

Generally, sustainability is a subjective and context-dependent issue. Based on
this premise, the UN established Education for Sustainable Development (ESD)
as a concept that permeates all school subjects. It provides the knowledge and
skills needed for global environmental, socio-cultural, and economic sustainabi-
lity (UNECE. 2016). The expected outcomes of ESD are the development of per-
sonal understanding and skills through critical reflection on values and a change
in individual behavioral patterns. This suggests numerous and varied pedagogical
implications during knowledge acquisition. ESD offers opportunities to initiate
critical inquiry, as it exposes students to reality and highlights the relevance of su-
stainable development topics to our own lives. All of this empowers individuals to
take decisive action, even at an early stage of life. It is also important for students
to have the space to experiment with new, “disruptive” ideas, which can foster
critical perspectives and lead to significant turning points (UNESCO, 2019a).

In response to geopolitical, social, and environmental (climate and resource)
crises, new policy processes have emerged at both global and national levels.
Specifically, ESD has been supplemented with new knowledge (topics) and tools,
such as the Framework for the Implementation of Education for Sustainable De-
velopment (ESD) beyond 2019 (UNESCO, 2019a). Besides, ESD considered also
the Roadmap for ESD beyond 2019 (UNESCO, 2020), the Berlin Declaration on
ESD: Learning for our Planet: Act for Sustainability (UNESCO, 2022), Resour-
ces for Educators on 17 SDGs (UNESCO, 2019b), and guidance on motivation,
skills, and opportunities to teach ESD (UNESCO, 2021).
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Additionally, the Voluntary National Reviews Database, established by the ESD
Network (ESD-NET), has engaged over 80 UNESCO member states, 50 interna-
tional partners, and more than 4,000 individual stakeholders globally (UNESCO,
2024b). These novel documents, tools, and knowledge-sharing platforms aim to
encourage member states to enhance ESD integration and conduct regular pro-
gress reviews at both national and sub-national levels. The importance of ESD
and its contribution to future environmental, social, and economic sustainability
is unquestionable. Nevertheless, the evaluation of its successful implementation
through regular surveys or established monitoring systems is often lacking.

Relying on the settings of SDG 4, ESD encompasses the thematic topics of all
other SDGs. For this reason, this research focused on sustainability topics extrac-
ted from the documents and tools dedicated to ESD implementation. Additio-
nally, related scientific and professional literature regarding the 2030 Agenda and
the 17 SDGs was also consulted. Based on the opinion of the teaching staff, three
priority areas were extracted from UNESCO’s ESD roadmap 2030: the advancing
policy, the transformation of learning environments, and capacity building, inclu-
ding whether or not a monitoring system for ESD has been established in Croatian
primary schools.

To gather detailed information on the transformation of learning environments,
we asked respondents to express their views on the representation of a wide set of
sustainability topics. Our approach considered the role of transdisciplinary com-
petences, in line with UNESCO’s guidance (UNESCO, 2021) and the multidi-
mensional attributes of the SDGs, as well as findings from other authors (Corres
et al., 2024; Rieckmann, 2018).

The research results highlight a clear need for stronger implementation of ESD
in relevant documents and practices (Figure 1). Respondents indicated that ESD
performs best in teaching subjects related to socio-cultural issues (scoring 5) and
environment and nature (scoring 4). Conversely, topics related to the economic
aspects of sustainable development were ranked worst (scoring 2). Regarding
Measure M 2.4 of The National Education System Development Plan for the
period until 2027, which predicts the continuity of professional support for edu-
cational staff (UNESCO, 2019a), our research found that respondents rated the
capacity building of educators as “fair” (score 3, Figure 1). A third crucial measu-
re of the action plan, M2.5, involves the establishment of a monitoring system—
essential for implementing and shaping novel educational policy. Respondents
ranked the establishment of an ESD monitoring system in their institutions as
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“good” (score 2). This indicates that substantial work still needs to be done in this
area of reform.

Finally, respondents expressed satisfaction with the implemented national edu-
cational policy for sustainability (Figure 1), ranking it as “very good” (score 4).
This positive rating suggests room for further improvements in the education sec-
tor related to sustainability, aligning with the stated goals of the current Croatian
national policy. However, it’s crucial to note that the new political framework,
adopted in 2023, has not yet fully taken root, and the new National Curriculum
has not yet been delivered.

Our findings also reveal disparities in the representation of ESD topics within
primary schooling. The ESD application in Croatia primarily occurs in subjects
like biology and human rights, but there is a notable absence of cross-cutting
issues such as a holistic approach to the preservation of species, habitats, and
human well-being, or sustainable urbanization (smart cities). Additionally, eco-
nomic aspects of sustainable development are insufficiently represented, as are
current challenges marked by multiple crises (United Nations, 2023), including
geopolitical, social, and economic turbulences. While these topics might seem
more appropriate for higher levels of education, the educational community sho-
uld consider creating content suitable for elementary schools.

Overall, the results indicate that ESD policy, the learning environment, and ca-
pacity building need enhancement, and a monitoring system should be established
to track and improve learning and its outcomes. Given the lower representation of
cross-cutting topics at the elementary school level, their revision and stronger im-
plementation are suggested, especially for economics and sustainability themes.

To address these challenges, the Cyprus ESD initiative (UNESCO, 2024) was
highlighted as a potential model. This selection was based on similarities betwe-
en Croatia and Cyprus (e.g., both are Mediterranean countries with a significant
share of tourism in GDP) and the fact that the Cypriot ESD initiative was recently
developed in collaboration with UNESCO. The primary difference between the
Croatian and Cypriot educational systems regarding sustainable development lies
in Croatia’s lack of transparency in ESD implementation and insufficient engage-
ment of stakeholders who could contribute to strengthening competences and
knowledge. This situation could be improved through enhanced cooperation with
local communities, non-governmental organizations, and the business sector,
along with the implementation of a publicly available monitoring framework to
track learning outcomes. As seen in the Cyprus example, ESD in Croatia should
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facilitate experience sharing to accelerate its implementation and mobilize po-
licymakers, the scientific community, experts, and other relevant stakeholders to
deliver effective educational policy and reforms dedicated to sustainable actions.

CONCLUSION

The quality of teaching content and outcomes is crucial for our changing world,
extending from preschool through all levels of formal and even informal educati-
on. It is also vital for students to have the space to experiment with new, disrup-
tive ideas. This holistic approach empowers individuals to take decisive action
from an early stage of life. Recognizing this very challenge, the global commu-
nity established the three pillars of sustainability, the 17 SDGs, and a systematic
approach to Education for Sustainable Development (ESD).

Based on the results of this research, it is clear that the quality and relevan-
ce of ESD in Croatian primary education needs to be significantly strengthened.
Specifically, the findings suggest that the harmonization of global (UN) and EU
education related to ESD teaching should be enhanced, with particular attention
given to economic topics at a level appropriate for elementary school students.
There is also a clear need to improve the professional development model for te-
aching staff in line with UNESCO’s updated knowledge and practices, especially
across the three selected priority areas. This includes the crucial establishment of
a monitoring system in primary schools to track ESD progress. This entire pro-
cess demands stronger commitment and effort from high-level decision-makers,
the educational community, and other interested parties. It might be advisable to
consider ESD as a national initiative and to streamline the revision of the existing
National Curriculum, aligning it with UNESCO’s updated guidance, among other
relevant frameworks.

In our modern world, it is critical to develop systemic educational responses
(national, regional, and local) to current sustainable development challenges, such
as climate change, war, or humanitarian crises. Starting from the premise that
only qualified and skilled students can effectively tackle such issues, it is essential
to offer elementary school pupils quality content and practical experience related
to sustainability across all three pillars: environmental, social, and economic.
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UN-0vVO OBRAZOVANJE ZA ODRZIVI RAZVOJ U AKCIJI: STUDIJA SLUCAJA
OSNOVNOSKOLSKOG OBRAZOVANJA U HRVATSKOJ

SAZETAK

Obrazovanje za odrzivi razvoj (OOR, eng. ESD), koje
promic¢u Ujedinjeni narodi, drustveni je pokret koji je po-
trebno njegovati radi buduce dobrobiti planeta i covjeCan-
stva. U svijetu koji se brzo mijenja, a kaskadni rizici sve
vise dolaze do izrazaja, kontinuirani razvoj OOR-a kljucan
je za prevladavanje medusektorskih izazova. Polaze¢i od
stajaliSta da se kvalitetno obrazovanje treba usredotociti
na ucenje o tome ,kako Zivjeti odrzivo®, ovaj se ¢lanak
bavi integracijom OOR-a u hrvatsko osnovnoskolsko
obrazovanje u kontekstu aktualnih globalnih izazova,
definiranih u sklopu 17 ciljeva odrzivog razvoja. Ovaj rad
analizira provedbu odabranih prioritetnih podru¢ja OOR-a
koja su relevantna za osnovnoskolsko obrazovanje: pro-
micanje politika, transformacija obrazovnog okruzenja,
jacanje edukatorskih kapaciteta i uspostavljanje sustava za
pracenje koji bi mogao nadzirati i unaprjedivati nacionalnu
obrazovnu politiku i rezultate. U ovom se ¢lanku takoder
raspravlja i o relevantnim obrazovnim okvirima kako u
svijetu tako i u Europskoj uniji, a nedavno predstavljena
ciparska politika izdvaja se kao primjer dobre prakse. Is-
trazivanje je provedeno u 927 osnovnih Skola u Hrvatskoj.
Rezultati pokazuju da je glavna zapreka daljnjem razvoju
OOR-a u osnovnoskolskom obrazovanju nedovoljna inte-
gracija novih postignuca i trendova OOR-a, uzrokovana
ponajviSe time Sto mnogi izazovi koje bi Agenda 2030
trebala globalno rijesiti nisu primjereno uklopljeni u nas-
tavu. To pokazuje da je potrebno izmijeniti postoje¢i Na-
cionalni kurikulum, koji je jo§ u izradi, kao i inzistirati na
konkretnoj potpori donositelja odluka na najvisoj razini u
vezi s globalnom vazno$éu odrzivog razvoja. Ispitanici su
takoder upozorili na potrebu za poboljSanjima u znanju,
vjeStinama i suradnji medu nastavnim osobljem i Sirim
krugom dionika, kao §to su lokalne zajednice. Predlozak za
sveobuhvatniji pristup pobolj$anju obrazovanja za odrzivi
razvoj u Hrvatskoj mogla bi biti ciparska politika obra-
zovanja za odrzivi razvoj, kojoj je cilj okupiti Siri raspon
dionika i pravovremeno ostvariti ciljeve obrazovanja za
odrzivi razvoj.
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SAZETAK

Ivana Brli¢-Mazurani¢, jedna od najpoznatijih hrvatskih
spisateljica, znacajna je za razvoj djecje knjizevnosti. U
bajci ,,Suma Striborova“ autorica opisuje bezuvjetnu lju-
bav majke prema sinu, ljubav bez obzira na zivotne trenut-
ke, zrtvovanje za sina iako je on nepravedan prema njoj.
Autori¢ina djela obiluju odgojnim vrijednostima koje su
aktualne i danas, u doba globalizacije, internacionalizacije,
tehnoloskih izuma, umjetne inteligencije, komunikacijskih
umrezavanja i, nazalost, atrofiranja univerzalnih vrijedno-
sti. Cilj je rada analiza vrijednosti s pedagogijskog motri-
§ta, posebice obiteljskih vrijednosti u bajci ,,Suma Stribo-
rova‘“ Ivane Brli¢-Mazurani¢. Kvalitativnim istrazivackim
postupkom te intervjuom kao instrumentom istrazivanja
nastojalo se utvrditi razumijevanje bajke i odgojnih vri-
jednosti obitelji iz perspektive uéenika Cetvrtog razreda
osnovne $kole u Osijeku. Analizom rezultata istraZivanja
oblikovat ¢e se i determinirati razumijevanje obiteljskih
vrijednosti iz perspektive ucenika i razvoj morala i altruiz-
ma ucenika da bi se dobio jasniji uvid u odgojni pristup u
odnosu na kulturni i vremenski kontekst stvaranja bajke, te
u autoricin sustav vrijednosti.

KLJUCNE RIECT:
bajka, intervju, pedagogijski pri-
stup, ucenici, vrijednosti.
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UvoOD

Vrijednosti su sastavni dio Zivota ¢ovjeka i njegove interakcije s drugim lju-
dima. One predstavljaju skup op¢ih uvjerenja, misljenja i stavova o tome §to je
ispravno, dobro ili pozeljno, a oblikuju se procesom socijalizacije (Mlinarevic,
2014). Rokeach (1973) vrijednosti definira kao trajna uvjerenja, poseban nacin
ponasanja ili kona¢nog stanja egzistencije, osobno ili socijalno pozeljniji nego
neki drugi nacin ponasanja. Od ranog djetinjstva vrijednostima su proZete sva-
kodnevne interakcije djeteta s okolinom. One se generacijski prenose sa starijih
na djecu, a odgoj je vazan u promicanju i ocuvanju temeljnih ljudskih vrijednosti.
Upravo odgojem i obrazovanjem odreduje se kakvo drustvo i pojedince zelimo.

Covijek je razumsko, intelektualno, ali i moralno bi¢e — homo sapiens i homo
moralis. Intelektom spoznaje svijet oko sebe, prilagodava ga sebi i svojim potre-
bama, dok mu moralne vrijednosti omogucéuju razlikovanje dobra od zla $to je
temeljna pretpostavka njegova postojanja. Moralne su vrijednosti najvise naravne
vrijednosti i ukljucuju ljudsku dobrotu, ¢istocu, istinoljubivost, pravednost, Ce-
stitost, poniznost, a preduvjet za razvijanje moralnih vrijednosti jest sloboda iz
koje proizlazi odgovornost. Vaznost vrijednosti u odgojno-obrazovnom sustavu
neupitna je, osobito moralno obrazovanje, moralni razvoj, odgoj karaktera, uc¢enje
vrlina, socijalni razvoj, kriticko mi§ljenje i altruizam. Vazno je kako $kola utjece
na razvoj vrijednosnog sustava ucenika, od stavova prema kojima Skola treba biti
vrijednosno neutralna do ideja prema kojima su uditelji ,,prenositelji“ vladajuéih
vrijednosti u drustvu, vrijednosti kojima trebaju uciti mlade generacije (Ledi¢,
1999). Od nastavnika se oCekuje poticanje razvoja pozitivnih vrijednosti, poti-
canje ucenikovih pozitivnih stavova o sebi, ucenju, svijetu i osobnom mjestu u
svijetu, razvoj cjelovite osobnosti ucenika, njegovih potencijala, razvoj aktivnog i
odgovornog gradanina altruista te jacanje kriti¢nosti (Babic¢ 1 sur., 2008).

Pojam odgojne vrijednosti odnosi se na skup vrijednosti, principa i stavova koji
se prenose i njeguju odgojem i obrazovanjem. Te vrijednosti obi¢no ukljucuju
eticke, moralne, druStvene i kulturne norme koje pomazu pojedincima da razvi-
ju karakter, svijest o drustvenoj odgovornosti i sposobnost donosenja moralno
ispravnih odluka. U doba globalizacije, internacionalizacije, tehnoloskih inovaci-
ja, umjetne inteligencije i komunikacijskih umrezavanja postavlja se pitanje kako
ocuvati i promicati odgojne vrijednosti. Odgojno-obrazovni sustav mora biti pri-
lagoden suvremenim izazovima i promjenama da bi promicao odgojne vrijednosti
ucenika, razvoj kritickog misljenja, empatiju, toleranciju i druStvenu odgovor-
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nost. Odgojitelji 1 ucitelji osobe su zaduZene za promicanje vrijednosti i izgradnju
vrijednosno orijentiranog pojedinca. Rano usvajanje vrijednosti u Zivotu djece
vrlo je vazno za njihovo odrastanje, stjecanje identiteta te odrzavanje civilizacij-
skog i druStvenog nasljeda (Lenart i BoZi¢-Lenart, 2018). Budu¢i da je suvremeno
doba obiljezeno globalizacijom i internacionalizacijom, dolazi do sve intenzivnije
interakcije medu razli¢itim kulturama i drustvima. Odgojno-obrazovni programi
trebaju poticati medukulturno razumijevanje, poStovanje razli¢itosti i promicanje
dijaloga medu razli¢itim zajednicama.

Najosjetljivija varijabla cjelokupnog institucionaliziranog odgoja i obrazovanja
jest usvajanje stavova i vrijednosti. Kroz skriveni kurikul ucenici o vrijednostima
uce tijekom cijelog boravka u Skolskoj sredini, u raznim socijalnim interakcijama
dobivaju pozitivne ili negativne vrijednosne poruke. Postojanje socijalnih kompe-
tencija i vrijednosti ¢ini osnovu za razvijanje kulture pojedinca (ustanove ili drustva
u cjelini) 1 preduvjete za stvaranje pozitivne kulture Skole (Juki¢, 2013). Ista autori-
ca navodi da istrazivanja potvrduju da postojanje socijalnih i kulturnih normi utjece
na poboljsanje kulture skole: kolegijalnost, prijateljstvo, povjerenje i pouzdanje,
podrska, uvazavanje razlicitosti, briznost, sudjelovanje u donoSenju odluka, zastita
onoga §to je vazno, dobri meduljudski odnosi, iskrena i otvorena komunikacija.

Obitel;j 1 drustvo imaju vaznu ulogu u prenosenju odgojnih vrijednosti. Vazno je
podrzati obitelji u ulozi odgajatelja djece te osnaziti odgojno-obrazovne ustanove i
ucitelje za promicanje zajednickih vrijednosti. Unato¢ brzim promjenama i izazovi-
ma suvremenog svijeta, odgojne vrijednosti ostaju vazne za razvoj moralno osvije-
Stenih 1 odgovornih gradana. Njihovo njegovanje zahtijeva angazman svih drustve-
nih aktera, ukljucujuéi obitelj, skole, medije, vjerske institucije i ine organizacije.

Prema nacionalnom kurikulu bajke se u nastavi obraduju u nizim razredima
osnovne Skole. U Cetvrtom razredu ucenici se susreéu s bajkama Ivane Brli¢-
Mazurani¢ iz zbirke Price iz davnine. ,,Suma Striborova® Ivane Brli¢-MaZurani¢
jedna je od najpoznatijih bajki hrvatske djecje knjizevnosti. Ona prenosi moralnu
poruku, daje djetetu na znanje $to se smatra ispravnim, a §to loSim. Iako je u
ovoj bajci naglasak na fantasticnim elementima i mitoloskim likovima, obiteljske
vrijednosti, poput ljubavi, zajedniStva i uzajamnog posStovanja, igraju znacajnu
ulogu i prenose se kroz odnose likova. U kontekstu bajke, odnosi unutar obitelji
posebno su vazni. Kroz odnose likova koji €ine obitelj, Ivana Brli¢-Mazurani¢
isti¢e vrijednost ljubavi, hrabrosti, predanosti i postovanja unutar obiteljske za-
jednice. Obiteljske vrijednosti koje se prenose generacijama imaju vaznu ulogu u
formiranju karaktera i identiteta likova te ih nadahnjuju da se suoce s izazovima
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i ostvare svoje ciljeve. Bajka ,,Suma Striborova“ Ivane Brli¢-Mazurani¢ moze se
promatrati s pedagogijskog motrista odgojnih vrijednosti, posebice obiteljskih,
jer priCom autorica prenosi brojne moralne pouke i vrijednosti koje su vazne za
odgoj djece. Pricom se istiCe vaznost odgovornosti, istine, poStovanja i povjerenja
prema obitelji 1 zajednici. Navedene pouke mogu posluziti kao temelj za razvoj
karaktera i moralnog razumijevanja uéenika.

Bajke, dakle, doprinose moralnom razvoju djeteta, stoga je vazno znati kakvu
mu poruku Salju i ¢emu ga Zele uciti, Sto mu zele osvijestiti, a preduvjet je djecje
razumijevanje bajke. Djeca se poistovjecuju s likovima u bajkama i tako uce kako
se nositi s problemima i emocijama. Bajka djecu u¢i empatiji i altruizmu $to do-
prinosi razvoju emocionalne inteligencije i socijalne kompetencije.

METODOLOGIJA ISTRAZIVANJA
Cilj istraZivanja i istraZivacko pitanje

Cilj je istrazivanja analiza odgojnih, posebice obiteljskih, vrijednosti s pedago-
gijskog motriita u bajci ,,Suma Striborova“ Ivane Brli¢-Mazuranié¢. Buduéi da je
metodologija istrazivanja kvalitativna, postavljeno je istrazivacko pitanje: Koje
obiteljske vrijednosti ucenici cetvrtog razreda osnovne Skole prepoznaju u bajci
Suma Striborova“ i kako ih obrazlazu ?

Sudionici istraZivanja

Postupkom intervjua ispitan je ukupno 51 ucenik iz dva ¢etvrta razredna odjela
jedne osnovne Skole u Osijeku. Iz 4. a razreda sudjelovalo je 25 ucenika, a iz 4.
b 26 ucenika. Vecina sudionika istrazivanja (41) rodena je 2013. godine, a manji
broj sudionika (10) roden je 2014. godine.

TaBLicA 1 Broj u¢enika prema spolu

Razred Broj u¢enika Djecaci Djevojcice
4.a 25 12 13
4.b 26 11 15
Ukupno 51 23 28
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Metode, instrumenti i postupak istraZivanja

Podatci su prikupljeni metodom intervjua. Grupni je intervju metoda istraziva-
nja koja podrazumijeva da jedan istraziva¢ istovremeno intervjuira vise ucenika.
Grupni intervju omogucava interakciju medu kandidatima te moze biti efikasniji
od pojedinac¢nih intervjua, osobito kada je potrebno istraziti veliki broj ispitanika
istovremeno. Grupni intervju moze biti koristan alat za procjenu razlicitih gledista
ucenika, ali zahtijeva pazljivo planiranje i vodenje da bi se osigurala pouzdanost
i relevantnost procjene (Halmi, 2003). Za potrebe provodenja intervjua izraden je
protokol intervjua koji je sadrzavao uputu za sudionike i pitanja, odnosno teme za
raspravu koje korespondiraju s ranije navedenim istrazivackim pitanjem. Intervju je
biljezen putem audiozapisa i pisanih biljeski. Audiozapisom osiguravala se to¢nost
transkripcije nakon intervjua, dok su pisane biljeske sluzile kao pomo¢ istraziva¢u
tijekom intervjua. Postupak intervjuiranja provodio se u dva razdoblja. U prvom
je razdoblju istraziva¢ pripremao pitanja, a drugo razdoblje odnosilo se na samu
provedbu intervjua sa sudionicima. Etape su se nadopunjavale jer su se sustavnom
analizom prikupljenih podataka prema potrebi pitanja modificirala. Ucenici su po-
dijeljeni u osam fokus-grupa, Cetiri grupe €inili su ucenici A razreda, a Cetiri grupe
ucenici B razreda. Svaka fokus-grupa obuhvatila je Sest ili sedam ucenika.

TaBLicaA 2 Broj ucenika prema spolu u fokus-grupama

Fokus grupa Djecaci Djevojcice Razred

1. a

a

a

I S

a
b
b
b

W N W W | W | W | W Ww
Wik || W W W]

2
3
4
5.
6
7
8 4.b

51 ucéenik

93
w
[\
o0

Ukupno

Prema Cohen i sur. (2007) fokus-grupe su kvalitativna istrazivacka metoda
koja se koristi za dublje razumijevanje stavova, misljenja, iskustava i percepcija
o odredenoj temi. Ta metoda obi¢no ukljucuje grupu od 6 do 10 sudionika koji
se okupljaju da bi raspravljali o odredenim pitanjima koja moderira istrazivac.
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Sudionici su u medusobnoj interakciji, Sto moZze otkriti razlicite perspektive, sta-
vove 1 iskustva. Fokus-grupe omogucavaju dublje istrazivanje tema u usporedbi
s anketama ili drugim kvantitativnim metodama jer sudionici mogu elaborirati
svoje odgovore i razmisljanja. Istraziva¢ ima vaznu ulogu u vodenju rasprave, po-
stavljanju pitanja i1 odrzavanju fokusa na temu. Rezultati fokus-grupa analiziraju
se kvalitativno, obi¢no putem transkripcije snimaka, identificiranja klju¢nih tema
i obrada tih tema radi dobivanja dubljeg razumijevanja. Fokus-grupe temelje se na
specifi¢nim istraziva¢kim pitanjima ili ciljevima istrazivanja, koji se koriste kao
temelj za vodenje rasprave.

Istrazivanje je provedeno u ozujku 2024. godine nakon §to su ucéenici s ucite-
ljicama progitali i obradili bajku ,,.Suma Striborova“ u sklopu nastave Hrvatskog
jezika, odnosno lektire kao sadrzaja nastave. Istrazivanje je bilo usmjereno prema
etickim standardima i zastiti ispitanika u skladu s Etickim kodeksom Odbora za
etiku u znanosti i visokom obrazovanju (2006) i Etickim kodeksom istraZivanja
s djecom (2003). Prije pocetka sudionici su informirani o istrazivanju te je zatra-
zena suglasnost ravnatelja skole, koji je upoznat s ciljevima i metodologijom, za
provodenje istrazivanja. I roditelji u€enika upoznati su s osobitostima istraZivanja
te su potpisali suglasnosti. Uéenici su takoder informirani o tijeku i dobrovoljnosti
sudjelovanja u istrazivanju.

Upoznavanje s hodogramom istraZivanja organizirano je na prvom susretu sa
svim ucenicima A razreda (25 ucenika) te svim ucenicima B razreda (26 u¢enika).
Na drugom susretu ucenici su podijeljeni u fokus-grupe; svaki je razred bio po-
dijeljen u Cetiri fokus-grupe. Tijekom susreta po fokus-grupama razgovaralo se o
Ivani Brli¢-Mazurani¢, ¢itala se bajka ,,Suma Striborova“ te je proveden intervju
prema postavljenim istrazivackim pitanjima. Na tre¢em susretu ucenici su bili u
razrednoj grupi 4. a (25 ucenika) te 4. b (26 ucenika). Na tom susretu razgovaralo
se o vrijednostima koje su ucenici prepoznali u bajci. Na zadnjem zajednickom
susretu A 1 B razreda (51 ucenika) osvrnulo se na ishode istrazivanja, moralni
razvoj i razvoj altruizma ucéenika. Tijekom provedenog istrazivanja ukupno je
organizirano 13 susreta.
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zajednicka refleksija

SLika 1 Organizacija istrazivanja u fokus-grupama

Biljeska. 1. susret — upoznavanje ispitanika s hodogramom istrazivanja, 2. su-
sret — Citanje bajke i provodenje intervjua s ispitanicima, 3. susret — razgovor o
vrijednostima koje su ispitanici prepoznali u bajci, 4. susret — osvrt na ishode
istrazivanja

Pocetna istrazivacka pitanja bila su da ucenici opiSu ponasanje likova u bajci
,,Suma Striborova“, a onda da njihova ponasanja stave u odnose. Kasnija su pita-
nja bila usmjerena na vrijednosti koje su sadrzane u odnosima likova bajke (Sto za
tebe znaci poStovanje, povjerenje, ljubav, dobrota, pomaganje?), a vrijednosti su
zatim povezane s odnosima medu likovima (postovanje sina prema majci, snahe
prema baki, povjerenje, ljubav i dobrota majke prema sinu i sina prema majci,
pomaganje majci).

Provedeni se intervju snimao, nakon snimanja radena je transkripcija odgovora.
Koraci u istrazivanju unaprijed su dogovoreni. Prvi je korak bio izrada protokola
istraZivanja. U drugom je koraku izraden protokol intervjua sa svakom fokus-gru-
pom. Slijedilo je provodenje intervjua s osam grupa ispitanika. Cetvrti je korak
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bio transkripcija odgovora uCenika. Peti je korak sadrzavao analizu i interpretaci-
ju rezultata provedenog istrazivanja.

izrada protokola istraZivanja

L

izrada protokola intervjua fokus grupa

L

provodenje intervjua s osam grupa ispitanika

s

deskripcija odgovora u¢enika

I

analiza i interpretacija rezultata istraZivanja

Srika 2 Koraci u istrazivanju

Analiza podataka i rezultati

Nakon provedenih grupnih intervjua u fokus-grupama pristupilo se tematskoj
analizi prikupljenih podataka. Transkripcijom intervjua formirani su kodovi, od-
nosno kodiranja podataka prikupljenih iz navedenih fokus-grupa. Da bi se izbje-
gla subjektivnost i osigurala valjanost postupka istrazivanja, provedeno je neko-
liko faza kodiranja: 1. otvoreno kodiranje; 2. fokusirano kodiranje i 3. teorijsko
kodiranje (Charmaz, 2014). Tom metodologijom osigurava se valjanost postupka
istrazivanja, smanjuje subjektivnost i omogucava dublje razumijevanje slozenih
odnosa i karakterizacija koje ucenici iznose u svojim odgovorima. Tako se kvali-
tativni podatci prikupljeni iz fokus-grupa strukturiraju na nacin koji omogucava
izvlacenje znacajnih i relevantnih uvida.

Otvoreno kodiranje pocetna je faza analize podataka transkripta fokus-gru-
pa te podrazumijeva sustavan pristup razvrstavanju, identificiranju i oznacavanju
kljuénih tema, koncepta ili uzoraka u sadrzaju koji je prikupljen (Charmaz, 2014 ).
Audiozapis intervjua transkribiran je da bi se olakSala analiza te su izdvojeni uzor-
ci, odnosno kljucne rijeci koje su se pojavljivale u razgovorima. Pocetno pitanje
ugenicima bilo je da opisu ponasanje likova u bajci ,,Suma Striborova“, a onda da
njihova ponasanja stave u odnose. Sustavnim usporedivanjem izlu¢enih kodova ti-
jekom otvorenog kodiranja uoceno je nekoliko nadredenih kodova koje su ucenici
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najcesce opisivali: ponasanje snahe, ponasanje majke 1 ponasanje sina. Ponasanje
snahe okarakterizirano je uvijek kao lose (,,bezobrazna i drska*), majka je uvijek
dobra (,,brinula se za sina®, ,,voljela je sina“), a sin je malo los, malo dobar (,,malo
je bio ljut, a onda je bio dobar*). Identifikacija tih nadredenih kodova omogucila
je istrazivacima da prepoznaju dominantne teme u ucenikovim opisima ponasanja
likova. Ti opisi pruzaju osnovu za daljnju analizu i interpretaciju podataka te po-
mazu u strukturiranju kvalitativne analize. Otvoreno kodiranje omogucilo je istra-
zivaCima da iz velikog 1 sloZzenog skupa podataka izluce klju¢ne teme i obrasce
ponasanja likova u bajci. Ucenici su jasno razlikovali ponasanje likova i njihove
medusobne odnose. Snaha je dosljedno prikazivana kao negativan lik, $to se vidi
iz opisa poput ,,bezobrazna i drska“. To ukazuje na ucenikovu percepciju nega-
tivnog ponasanja i neposStovanja u obiteljskim odnosima. Majka je prikazana kao
izvor pozitivnih obiteljskih vrijednosti, s naglaskom na brigu i ljubav prema sinu.
Ucenici su ju opisivali izjavama poput ,,brinula se za sina“ i ,,voljela je sina®, §to
ukazuje na prepoznavanje vaznosti majéinske ljubavi i dobrote. Sin je opisan kao
netko s promjenjivim ponasanjem, §to odrazava kompleksnost ljudskog ponasanja
1 moralnog razvoja. Opisi poput ,,malo je bio ljut, a onda je bio dobar* ukazuju na
ambivalentne osjecaje koje ucenici mogu prepoznati u sebi i drugima.

Na temelju provedenog otvorenog kodiranja i analize opisa uc¢enika o pona-
$anju likova u bajci ,,.Suma Striborova* iskristalizirale su se sljedeée teme/ka-
tegorije. Prvo je to moralna evaluacija likova (snaha kao negativan lik, majka
kao pozitivan lik i sin kao ambivalentan lik). Drugo su obiteljski odnosi i uloge
(jasno uoceno razlikovanje uloga; snaha kao stranac u obitelji, majka zastitnica,
sin posrednik izmedu njih, identifikacija naruSenih obiteljskih odnosa kroz pona-
Sanje snahe i isticanje tradicionalnih obiteljskih vrijednosti kroz lik majke). Trece
je emocionalna identifikacija u¢enika s likovima, prepoznavanje osjecaja ljutnje,
dobrote i ljubavi. Cetvrto je prepoznavanje moralnih poruka, jasno razlu¢ivanje
dobrog i loSeg te vaznosti ljubavi, poStovanja i moralnog izbora. Te kategori-
je omogucuju dublje razumijevanje nacina na koji ucenici interpretiraju likove,
njihove medusobne odnose i temeljne poruke bajke. Takoder, one Cine temelj za
daljnju tematsku analizu i interpretaciju obrazovnih i razvojnih aspekata djecjih
odgovora.

Nakon otvorenog kodiranja, slijedile su faze fokusiranog i teorijskog kodiranja.
Fokusirano kodiranje ukljucuje daljnje rafiniranje i grupiranje identifikacijskih
kodova, dok teorijsko kodiranje povezuje te kodove u Siru teorijsku sliku koja
moze objasnjavati obrasce ponaSanja i odnosa medu likovima u bajci.
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Kroz proces fokusiranog kodiranja istrazivaci identificiraju klju¢ne teme ili
koncepte koji se ponavljaju ili su posebno znacajni unutar podataka. Traze se veze
izmedu pocetnih kategorija te se razvijaju nove kategorije ili teme koje odrazavaju
strukturu podataka. Na temelju prethodnih analiza istrazitelji identificiraju kljuc-
ne teme ili koncepte koji su najvazniji za istrazivacko pitanje. To mogu biti teme
koje se najcesce pojavljuju u podatcima ili koje su posebno relevantne za istrazi-
vanje. Istrazitelji procjenjuju vaznost svake od klju¢nih tema u kontekstu istrazi-
vackog pitanja i ciljeva istrazivanja. Fokusirano kodiranje olaksava istraziteljima
da odgovore na istrazivacko pitanje na temelju dobivenih podataka (Charmaz,
2014). Iz kategorija ponasanje snahe, ponasanje majke 1 ponasanje sina izvuéeni
su na temelju cilja istrazivanja o analizi obiteljskih vrijednosti u knjizevnom dje-
lu i istrazivackog pitanja: Koje obiteljske vrijednosti prepoznaju ucenici cetvrtog
razreda u bajci ,,Suma Striborova*? sljedeéi kodovi: postovanje, povjerenje, do-
brota, ljubav i pomaganje. Postovanje odnosno nepoStovanje snahe prema majci,
odnosno baki vidljivo je u izjavama ucenika: ,,Snaha je bila drska.*, ,,Snaha se po-
nasala tvrdoglavo.“, ,,PoStovanje prema baki je lose.“, ,,Snaha iskoristava baku.*
Takoder, ta se vrijednost moZe uociti u odnosu sina i majke: ,,Sin je vrijedao
majku.” Ucenici razumiju tu vrijednost te ju opisuju: ,,Kada netko misli na druge,
kada drugi prica, a ti slusas, kada uvazavas tude ideje.“ Povjerenje je uoceno u
odnosu majke prema sinu (,,Majka je vjerovala sinu.*), dok sin nije imao povjere-
nja u majku (,,Sin nije vjerovao majci.©). Povjerenje je za ucenike ,.kada nekome
moze§ nesto reci, 1 zna$ da te neée izdati“. Dobrota i ljubav snazno su izrazeni u
ljubavi majke prema sinu: ,,Majka je brinula za sina.*, ,,Majka je bila dobra prema
sinu.* Ljubav i dobrotu u€enici najbolje prepoznaju u bajci, ali i u svom zivotu.
Ona im je bliska i pozZeljna: ,,Da je netko drag i voli me.“, ,,Ljubav znaci da voli$
nekog iz srca.”, ,,Za mene dobrota znaci osoba koja me nije iznevjerila.” Poma-
ganje je vidljivo u izjavi: ,,Majka je sinu krpala koSulju.”, a u svom zivotu u€enici
prepoznaju pomaganje u Skolskim obavezama: ,, To za mene znaci kada mi netko
pomogne razumjeti zadatak.”, ,, Kada mi netko kaze odgovor iz testa.*

Iz analize je vidljivo da uc€enici jasno prepoznaju postovanje, ali i nepostovanje
u ponasanju likova. Snaha je opisana kao drska i tvrdoglava, a njezino neposto-
vanje prema baki istaknuto je u viSe navrata. Isto tako, nepostovanje je prisutno u
odnosu sina prema majci. U€enici razumiju koncept poStovanja i opisuju ga kao
paznju prema drugima, uvazavanje tudih ideja i sluSanje kada drugi govore. To
sugerira da su u¢enici svjesni vaznosti poStovanja u meduljudskim odnosima. Po-
vjerenje je prepoznato u odnosu majke prema sinu, dok sin nije imao povjerenja u
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majku. Ta razlika pokazuje da povjerenje moze biti jednostrano u obiteljskim od-
nosima. Ucenici su definirali povjerenje kao sposobnost da nekome nesto povjere
bez straha od izdaje, $to ukazuje na njihovo razumijevanje vaznosti povjerenja u
stvaranju sigurnih i pouzdanih odnosa. Dobrota i ljubav snazno su izrazene u od-
nosu majke prema sinu. Ucenici su prepoznali i cijenili maj¢inu brigu i ljubav pre-
ma sinu. Definirali su ljubav kao osjeéaj koji dolazi iz srca i nesto $to je pozeljno i
blisko njihovim vlastitim iskustvima. To ukazuje na njihovu sposobnost da prepo-
znaju i cijene emocionalnu podrsku i briznost u obiteljskim odnosima. Pomaganje
je vidljivo u majcinu ¢inu krpanja kosulje sinu. Ucenici prepoznaju pomaganje i u
svom svakodnevnom zivotu, narocito u kontekstu Skolskih obaveza. To pokazuje
da vrednuju prakticnu pomo¢ i podrsku koja im olakSava postizanje ciljeva, §to je
vazna komponenta obiteljskih i druStvenih odnosa.

Teorijsko kodiranje omogucava istraziva¢ima da razviju teorijski okvir iz
podataka. Teorijsko je kodiranje proces identificiranja, razvijanja i integriranja
klju¢nih koncepata ili kategorija koji se pojavljuju u podatcima, a koji su relevan-
tni za istrazivacko pitanje. Charmaz (2014) navodi da je to zakljuéni oblik kodi-
ranja. [z analize kodova koji se odnose na pojmove postovanje, ljubav, povjerenje
1 pomaganje mogu se izvesti teorije 1 koncepti koji se ticu ljudskih odnosa, mo-
ralnih vrijednosti i socijalne interakcije. Teorija altruizma odnosi se na nesebic-
no ponasanje usmjereno prema dobrobiti drugih, bez ocekivanja vlastite koristi.
Spomenuto je osobito vidljivo u odnosu majke prema sinu, a dio je obiteljskih
vrijednosti. Odgojno-obrazovne ustanove, poput dje¢jih vrti¢a, Skola i sveucilista,
imaju vaznu ulogu u podrzavanju i promicanju obiteljskih vrijednosti. Odgojno-
obrazovne ustanove nisu samo mjesta gdje se ,,prenose* znanje, sposobnosti, vje-
Stine i stavovi ve¢ 1 okruzenja u kojima se oblikuje cjeloviti razvoj djeteta / mlade
osobe, ukljucujuéi moralni, socijalni i emocionalni razvoj. Teorija moralnog
razvoja Lawrencea Kohlberga istrazuje kako ljudi razvijaju svoje moralne vri-
jednosti i prosudbe. Prema Kohlbergu (1986) moralni razvoj prolazi kroz razlicite
faze, od pocetne usredotocenosti na nagrade i kazne do visih razina koje ukljucuju
apstraktne moralne principe. PoStovanje, povjerenje, dobrota i pomaganje mogu
se smatrati bitnim vrijednostima koje se razvijaju tijekom tog procesa. Moralna
svijest i osjecaj duznosti prema drugima razvijaju se kroz socijalnu interakciju i
iskustvo. To je osobito vidljivo u ponasanju sina u bajci: ,,Malo je bio ljut, ali je
onda opet bio dobar.“ Ucenici su uocili da je na pocetku price sin bio sebi¢an i nije
razmisljao o posljedicama svojih postupaka, dok na kraju kroz odnose s drugim
likovima shvaca vaznost empatije, suosjecanja i altruizma. Ucenici su prepoznali
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1 obrazlozili vaznost klju¢nih obiteljskih vrijednosti u bajci. Njihovo razumije-
vanje poStovanja, povjerenja, ljubavi i pomaganja pokazuje njihovu sposobnost
da reflektiraju i interpretiraju moralne lekcije iz knjizevnog djela. Ucenici su, na
primjer, prepoznali da sin na pocetku bajke pokazuje sebicnost, ali u interakciji s
drugim likovima shvaca vaznost empatije i suosjecanja.

Odgojno-obrazovne ustanove imaju vaznu ulogu u podrzavanju i promicanju
obiteljskih vrijednosti. One nisu samo mjesta za prijenos znanja ve¢ i okruzenja
u kojima se oblikuje cjeloviti razvoj uc¢enika ukljucujuéi onaj moralni, socijalni i
emocionalni. U interakciji s drugima i s pomocu iskustva u $koli u€enici razvijaju
moralnu svijest i osje¢aj duznosti prema drugima.

RASPRAVA

Cilj istrazivanja bio je analizirati s pedagogijskog motrista odgojne, posebice
obiteljske vrijednosti u bajci ,,Suma Striborova“ Ivane Brli¢-Mazuranié. Pedago-
gijska motrista obiteljskih vrijednosti odnose se na pristup odgoju i obrazovanju
koji istice vaznost obiteljskih vrijednosti u formiranju karaktera, moralnog ra-
zvoja i cjelokupne dobrobiti djeteta. Obiteljske vrijednosti najbolje se prenose
primjerima. Postupcima i reakcijama na razli¢ite Zivotne situacije roditelji mogu
pruziti stvarne primjere obiteljskih vrijednosti koji se mogu primjenjivati u prak-
si. U kontekstu odgoja i obrazovanja, Skolski kurikuli trebaju ukljucivati vrijed-
nosti kao sastavni dio odgojno-obrazovnog procesa. Na razli¢itim predmetima i
tijekom razlicitih projekata i aktivnosti ucenici mogu razvijati razumijevanje i na-
uciti cijeniti vrijednosti poput postovanja, tolerancije, suradnje i empatije. Bajka
,,Suma Striborova“ Ivane Brli¢-MaZurani¢, nastavna jedinica lektire u Cetvrtom
razredu osnovne $kole, bila je predmetom istrazivanja obiteljskih vrijednosti u
ovom radu.

Rezultati kvalitativnog istraZivanja dobiveni su u tri faze kodiranja: otvoreno,
fokusirano i teorijsko. U svakoj od navedenih faza kodiranja usporedivali su se
kodovi sa sadrzajem transkripata da bi se provjerila njegova objektivnost, pouz-
danost 1 valjanost. Kroz razlicite faze kodiranja dan je odgovor na postavljeno
istrazivacko pitanje: Koje obiteljske vrijednosti ucenici Cetvrtog razreda osnovne
Skole prepoznaju u bajci ,,Suma Striborova“ i kako ih obrazlazu? U prvoj fazi,
otvorenom kodiranju, sustavno su identificirane klju¢ne teme, koncepti i uzorci
u transkriptima fokus-grupa. Ucenici su opisivali ponasanje likova u bajci, §to je
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omogucilo identifikaciju nadredenih kodova kao $to su ponasanje snahe, majke i
sina. Te su teme bile polaziste za daljnju analizu. PonaSanje snahe uvijek je oka-
rakterizirano negativno, maj¢ino ponasanje dosljedno je i pozitivno, s naglaskom
na brigu i ljubav, a sinovo ponasanje opisano je kao ambivalentno, kombinaci-
ja pozitivnog i negativnog ponasanja. Fokusirano kodiranje omogucilo je daljnje
rafiniranje i grupiranje identificiranih kodova povezujuéi ih s klju¢nim temama
relevantnim za istrazivacko pitanje. U toj fazi istrazivaci su uocili da ucenici pre-
poznaju i obrazlazu obiteljske vrijednosti poput poStovanja, povjerenja, dobrote,
ljubavi i pomaganja. Ucenici su prepoznali poStovanje i nepoStovanje u ponasanju
likova, posebno naglasavajuci drskost snahe i sinovo vrijedanje majke. Opisali su
postovanje kao uvazavanje tudih ideja i sluSanje drugih. Povjerenje je prepozna-
to u majéinu odnosu prema sinu, dok sin nije imao povjerenja u majku. Ucenici
su povjerenje opisali kao sposobnost povjeravanja drugima bez straha od izdaje.
Dobrota iljubav snazno su izraZene u odnosu majke prema sinu. Ucenici su te vri-
jednosti prepoznali i u vlastitim Zivotima, opisujuéi ih kao osjecaje bliskosti. Po-
maganje je prepoznato u maj¢inu pomaganju sinu te ucenici opisuju pomaganje u
kontekstu Skolskih obaveza, §to im je bilo blisko. Teorijsko kodiranje integriralo je
kljuéne koncepte i kategorije razvijajuéi teorijski okvir koji objasnjava prepoznate
obiteljske vrijednosti i1 njihovu vaznost. Ta je faza omoguéila povezivanje nalaza
s relevantnim teorijama. Teorija altruizma vidljiva je u nesebi¢nom ponasanju
majke prema sinu, naglasava nesebicnost i brigu za dobrobit drugih bez oc¢ekivanja
vlastite koristi. Teorija moralnog razvoja Lawrencea Kohlberga dolazi do izra-
zaja kad ucenici prepoznaju faze moralnog razvoja u ponasanju sina, gdje tijekom
radnje sin razvija empatiju, suosjecanje i altruizam. Garg (2016) istrazuje psiho-
logiju 1 biologiju altruizma te navodi da je altruizam nesebi¢na briga za dobrobit
drugih. To je tradicionalna vrlina u mnogim kulturama i bitna je u mnogim religij-
skim tradicijama. Altruizam se moZe razlikovati od osjecaja lojalnosti i duznosti,
usredotocen je na motivaciju da se pomogne drugima ili Zelju da se ¢ini dobro bez
nagrade, dok se duznost usredotocuje na moralnu obvezu prema odredenoj oso-
bi (odredenoj organizaciji (npr. vladi) ili apstraktnom konceptu (npr. domoljublje
itd.). Neki pojedinci mogu osjecati i altruizam i duznost, dok drugi to mozda nece.
Cisti je altruizam davanje bez obzira na nagradu ili korist od priznanja. IstraZivanje
Arkhipova i Kozmin (2013) sugerira da bajke mogu sluziti kao sredstvo za istrazi-
vanje 1 promicanje altruistickog ponasanja, posebno kroz prizmu reputacije i mo-
ralnih nacela. Autorica navodi da je broj narodnih prica s altruistickim sadrzajem
manyji nego Sto bi se moglo oCekivati te raspravlja o razli¢itim vrstama altruistickih
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djela. Kao pravilo, altruisti¢ki ¢inovi u bajkama usmjereni su prema nadnaravnim
bi¢ima i drugim Carobnim stvorenjima, a ne prema ljudima. Istrazivanja o altruiz-
mu kod ucenika osnovnih $kola otkrila su da je ono pod utjecajem razli¢itih ¢im-
benika. Angerer i sur. (2015) na uzorku od 1070 ucenika osnovnih $kola u dobi od
sedam do jedanaest godina otkrili su da su tolerancija na rizik i strpljenje pozitivno
povezani s altruizmom, pri cemu su djevojcice opéenito altruisti¢nije od djecaka te
da altruizam raste s dobi tijekom djetinjstva. U istrazivanju Leontopoulou (2010)
sudjelovalo je 232 ucenika petog i Sestog razreda osnovne $kole na sjeveru Grcke.
Koristenjem hijerarhijske regresijske analize pokazalo se da je altruizam kod djece
pouzdano predvidiv prema spolu sudionika i akademskoj uspjesnosti, empatiji te
otpornosti, medutim socijalno uvjetovana varijabla klime u ucionici tek je mar-
ginalno predvidala altruizam. NaglaSena je vaznost ukljucivanja obuke u razvoj i
manifestaciju altruizma u programima emocionalnog obrazovanja te intervencija-
ma otpornosti u Skoli. Buragohain i Senapati (2016) naglasavaju ulogu vjezbi za
razvoj altruizma medu adolescentima. Altruizam ima vrlo znac¢ajne implikacije na
proces stvaranja kolektivnog blagostanja drustva te se moze poducavati i uciti kroz
specificne vjezbe tijekom odgojno-obrazovnog procesa.

Teorija moralnog razvoja (Kohlberg, 1986) daje okvir, odnosno strukturu u ra-
zumijevanju zrelosti moralnog razvoja tijekom Zivota. Teorija moralnog razvo-
ja Lawrencea Kohlberga ukljucuje tri razine: prekonvencionalnu razinu, gdje su
prosudbe temeljene na sebi¢nim interesima; konvencionalnu razinu, gdje su pro-
sudbe temeljene na tradicionalnim obiteljskim vrijednostima i drustvenim oce-
kivanjima te postkonvencionalnu razinu, gdje su prosudbe temeljene na apstrak-
tnijim 1 osobnim etickim nacelima. Vlah (2012) navodi da Kohlberg nije razine
strogo vezao za neku odredenu dob te da brzina prijelaza izmedu razina varira od
pojedinca do pojedinca s obzirom na to da na brzinu mogu utjecati vanjski fakto-
ri. Njegova teorija imala je mnoge kritike.

U literaturi se predlaze niz strategija za promicanje moralnog razvoja u ucenika
osnovnih skola. Istrazivanje Anisa i Murniyetti (2022) imalo je za cilj otkriti stra-
tegije ucitelja u poucavanju moralnih vrijednosti i podizanju svijesti o moralnim
vrijednostima. U istrazivanju je koristena kvalitativna metodologija, a tehnike pri-
kupljanja podataka bile su intervju, promatranje i dokumentiranje. Podatci su ana-
lizirani reduciranjem podataka, prikazivanjem podataka te donoSenjem zakljuc¢aka
i provjerom. Rezultati tog istraZivanja opisuju da postoje dvije strategije ucitelja u
poucavanju moralnih vrijednosti ucenicima osnovnih $kola, a to su najcesée pre-
davanje i rasprava. Chowdhury i sur. (2019) isti¢u ulogu ucitelja u tom procesu te
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potrebu za njihovom obukom i revizijom kurikula. IstraZivanje proucava moralne
vrijednosti u osnovnom obrazovanju. U procesu poucavanja i uenja, stjecanje mo-
ralnih vrijednosti u¢enika smatra se dugotrajnim procesom. Navedeno istrazivanje
ispituje kako se moralni i eti¢ki razvoj potice kroz skolski kurikul, udzbenike, od-
gojno-obrazovnu praksu u ucionici i Skolsku kulturu. Istrazivanje je kvalitativno, a
podatci su prikupljeni iz dviju javnih osnovnih $kola u Bangladesu. Za prikupljanje
podataka koriSten je intervju s uéiteljima, fokus-grupe, promatranje i pregled do-
kumenata. Analiza prikupljenih materijala pokazala je da vec¢ina ucitelja i u¢enika
percipira da moral i etika znace dobro ili lose, legalno ili ilegalno te dobru praksu
u osobnom Zzivotu poput govorenja istine, postovanja starijih, pomo¢i drugima,
pokazivanja dobrog ponasanja, redovitog pohadanja Skole, poslusnosti roditeljima
1 poStovanja pravila i propisa. U¢itelji i u€enici spomenuli su da ucenici usvajaju
moralne i eticke vrijednosti u $kolama, u obitelji i drustvu. Takoder su rekli da isti
uce moralne vrijednosti slijedeci obiteljske, vjerske i kulturne vrijednosti i norme
te razgovarajuci s prijateljima, dijele¢i stvari, brinu¢i se za druge. U¢itelji poucava-
ju o moralnim vrijednostima kroz razli¢ite aktivnosti u §kolama te naglasavaju da
moral i etika trebaju biti poucavani kao zasebni predmeti. Ispitivanje potvrduje da
Skole imaju vaznu ulogu u poucavanju moralnih i etickih vrijednosti. Studija suge-
rira da bi ucitelji trebali biti educirani, kurikul bi trebao biti revidiran i trebale bi biti
dodane moralne i eticke vrijednosti. Takoder se predlaze da vlada mora nadzirati
aktivnosti Skola i osigurati poucavanje moralnih i etickih vrijednosti. Istrazivanje
Zohar i Marshall (2004) ispituje kako se ¢itanjem i analizom knjiZzevnih tekstova
kod ucenika mogu razvijati moralne prosudbe i vrijednosti. Naglasak je na raspra-
vama i evaluaciji ponasanja likova, sli¢no kao i u ovom prikazanom istrazivanju.
Nucci i Narvaez (2008) prikazuju istrazivanje o tome kako Skole, kroz formalni 1
skriveni kurikul, doprinose moralnom razvoju u¢enika. Skriveni kurikul obuhvaca
neizrecene, nenapisane i implicitne vrijednosti, norme i poruke koje ucenici
usvajaju u Skolskom okruzenju, ne kroz formalne sadrzaje, ve¢ kroz interakcije,
odnose i atmosferu u razredu. U kontekstu istrazivanja o percepciji likova i razvi-
janju moralnih vrijednosti kod uéenika kroz bajku ,,Suma Striborova“, skriveni
kurikul moze se ukljuciti na nekoliko razina: kroz nacin na koji se internaliziraju
odredene drustvene norme i1 ocekivanja (poStovanje starijih, negativna percepcija
uljeza u obitelji, tolerancija prema muskom ponaSanju koje oscilira), pa kroz tra-
dicionalne rodne uloge (Zena brizna majka, snaha prijetnja obiteljskoj harmoniji, a
muskarac neodlu¢an, ali u konacnici neodluc¢an), kroz hijerarhije unutar obitelji 1
jednostavne moralne podjele. To dodatno potvrduje potrebu za poticanjem kriticke
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refleksije 1 moralnog rasudivanja kroz nastavne strategije koje afirmiraju slozenost
1 viSeznac¢nost knjizevnih tekstova.

Bajke imaju zna¢ajnu ulogu u moralnom razvoju ucenika osnovnih skola (Par-
piyev, 2021). Autor isti¢e ulogu bajki u razvoju i odgoju ucenika osnovnih $kola
te naglaSava da su vrijednosti, tradicije, odnosi i postupci junaka klju¢ni ¢imbenici
u formiranju duhovnog svjetonazora ucenika. Izlaze analiticke ideje temeljene na
predstavljenom problemu i isti¢e obrazovni u¢inak kulturnih djelovanja u skladu
s idejama iznesenim u bajkama. Bajke pomazu djeci da razumiju i internaliziraju
nacionalne i ljudske vrijednosti poticuci ih da kriticki razmisljaju i razvijaju mo-
ralnu orijentaciju. Zahvaljujuéi aktivnostima poput pripovijedanja, dramatizacije
1 umjetni¢kog izraZzavanja djeca mogu prepoznati moralni sadrzaj u bajkama, raz-
misljati o njemu i pokazati razumijevanje vrlina, namjera i etickog razmisljanja.

Rasprava o istrazivanjima o altruizmu i moralnim vrijednostima moze se usmje-
riti na nekoliko klju¢nih podrucja koja su od interesa za razumijevanje tih feno-
mena. Prvo, vazno je istraziti kako se altruizam manifestira u razli¢itim konteksti-
ma i kulturama. Analiziranje razli¢itih oblika altruistickog ponasanja u razli¢itim
drustvenim okruZenjima moze pruziti uvid u to kako se moralne vrijednosti razvi-
jajuiizrazavaju u razli¢itim zajednicama. Drugo, istraZivanja o altruizmu cesto se
bave pitanjem motivacije iza altruistickih ¢inova. Razumijevanje toga $to potice
ljude da se brinu za dobrobit drugih moze pomoci u razvoju strategija za poticanje
altruizma u drustvu. Trece, vazno je istraziti kako se moralne vrijednosti prenose
1 usvajaju u razlicitoj dobi i u razli¢itim institucijama, poput obitelji, Skole i crkve
Proucavanje tog procesa moze pruziti uvid u to kako se moralne vrijednosti for-
miraju i mijenjaju tijekom zivota pojedinca. Kona¢no, rasprava o istrazivanjima
o altruizmu i moralnim vrijednostima trebala bi ukljucivati i kritiCko razmatranje
razlicitih teorijskih i metodoloskih pristupa tim temama. Proucavanje ograni¢enja
11izazova u istrazivanju tih fenomena moze pomo¢i u razvoju kvalitetnijih istrazi-
vackih pristupa i boljem razumijevanju altruizma i moralnih vrijednosti.

ZAKLJUCAK

Prolaze¢i kroz tri faze kodiranja, istrazivanje je pokazalo da ucenici Cetvrtog
razreda osnovne $kole prepoznaju i jasno obrazlazu obiteljske vrijednosti u bajci
,,Suma Striborova*.

Istrazivanja o altruizmu i moralnim vrijednostima vazna su za razumijevanje
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ljudskog ponasanja i drustvenih interakcija. Analizom razli¢itih konteksta, moti-
vacija, procesa prenosenja i usvajanja tih vrijednosti moze se dobiti dublji uvid u
to kako funkcionira odgojno-obrazovni sustav, drustvo i kako se oblikuju moralne
vrijednosti. S pomoc¢u skrivenog kurikula djeca/ucenici/studenti o vrijednostima
uce tijekom cijelog boravka u Skolskoj sredini, a u raznim socijalnim interakcija-
ma dobivaju pozitivne ili negativne vrijednosne poruke u kulturi ustanove.

Vazno je istaknuti da su moralne vrijednosti i altruizam kompleksni fenomeni
koji su pod utjecajem brojnih ¢imbenika, ukljucujuéi kulturu, obitelj, obrazova-
nje, vjeroispovijest i osobine li¢nosti. Potrebno je kontinuirano provoditi istrazi-
vanja da bi se bolje razumjelo te procese i da bi se moglo razvijati strategije za
promicanje pozitivnih moralnih vrijednosti u drustvu.

Rezultati istraZivanja ukazuju na to da knjizevna djela poput ,,Sume Striborove*
mogu biti uéinkovita sredstva za poducavanje djece obiteljskim vrijednostima i
meduljudskim odnosima. IstraZivanje takoder potvrduje da ucenici mogu prepo-
znati i reflektirati te vrijednosti u svojim vlastitim iskustvima, $to je klju¢no za
njihov emocionalni i socijalni razvoj. Rezultati naglasavaju vaznost knjizevnih
djela u moralnom razvoju ucenika i razvoju njihovih obiteljskih vrijednosti. Ana-
lizirajuéi i diskutirajuéi o likovima i njihovim postupcima, ucenici razvijaju du-
blje razumijevanje moralnih i socijalnih vrijednosti.

Nadalje, istrazivanje potvrduje vaznu ulogu odgojno-obrazovnih ustanova u po-
drzavanju cjelovitog razvoja ucenika, ukljucujuéi njihov moralni i socijalni razvoj.

Istrazivanja o altruizmu i moralnim vrijednostima vazna su ne samo za odgoj i
obrazovanje nego i za prakti¢nu primjenu u druStvu. Razumijevanje tih fenomena
moze pomoci u razvoju odgojno-obrazovnih kurikula i intervencija koji ¢e promi-
cati moralno ponasanje i pozitivne vrijednosti u drustvu.

Kontinuirano istrazivanje i razmatranje tih tema vazno je za izgradnju boljeg i
odrzivijeg drustva u kojem ¢e altruizam i moralne vrijednosti biti temelj ljudskih
interakcija i zajedni¢kog prosperiteta.

Daljnja istrazivanja mogla bi se usmjeriti na dublje razumijevanje toga kako
ucenici interpretiraju razliite obiteljske dinamike i vrijednosti u knjiZevnosti te
kako se te interpretacije mogu koristiti u obrazovnim kontekstima za promicanje
emocionalne inteligencije i socijalnih vjestina. Daljnja istrazivanja mogla bi se ta-
koder usmjeriti na to kako razli¢ite kulturne pozadine 1 razli¢iti tipovi knjiZzevnih
djela utjecu na razumijevanje i razvoj obiteljskih i moralnih vrijednosti kod uceni-
ka. Takoder, istrazivanja bi mogla ispitati dugoro¢ne ucinke takvog obrazovanja
na socijalni i emocionalni razvoj u€enika.
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EpucATIONAL AND FAMILY VALUES IN THE FAIRY TALE “STRIBOR’S FOREST”—
PROMOTING ALTRUISM AND MORAL DEVELOPMENT IN STUDENTS

ABSTRACT

As one of the most renowned Croatian writers, Ivana Brli¢
Mazuranic is significant for the development of children’s
literature. In the fairy tale “Forest of Stribor,” the author
depicts the unconditional love of a mother for her son, a
love that persists despite life’s challenges. The mother is
willing to sacrifice herself for her son, even when he treats
her unjustly. The author’s works abound with educational
values that are relevant even today, in the era of globali-
zation, internationalization, technological advancements,
artificial intelligence, communication networks, and un-
fortunately, the atrophy of universal values. The aim of
this study is to analyze the pedagogical aspects of educa-
tional values, especially family values, in the literary work/
fairy tale “Forest of Stribor” by Ivana Brli¢ Mazurani¢. By
applying qualitative research approach and employing in-
terviews as a research instrument, an attempt was made to
determine the understanding of the fairy tale and family
values from the perspective of fourth-grade students in an
elementary school in Osijek. The analysis of the research
results will shape and determine the understanding of fam-
ily values from the students’ perspective as well as the de-
velopment of students’ morals and altruism in order to gain
a clearer insight into how education was approached in the
Croatian cultural context at the time of the fairy tale’s cre-
ation and into the author’s own value system.
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Learning a second or foreign language (L2/FL) involves
mastering basic language skills, with writing being the most
challenging and often problematic for L2 learners. Despite
its importance, writing has historically been overlooked in
L2 instruction (Carter & Nunan, 2001), even though it is
regarded as one of the most difficult aspects of L2 learning
(Hyland, 2004). Errors are considered inevitable and im-
portant in L2 learning (James, 2001), providing insight into
what learners have or have not yet mastered. L2 learners of-
ten make errors in writing due to various factors, including
negative transfer or interference from their first language
(L1), which are classified as interlingual errors. In contrast,
errors arising from a lack of knowledge of L2 rules are re-
ferred to as intralingual errors (Saville-Troike, 2008). This
study aimed to identify errors in L2 English essay writing
among students. Fifty-three students from a higher educa-
tion institution training primary school teachers, who had
taken English as a Foreign Language classes as part of their
study programme, participated in the research. The students
were tasked with writing a 350-word opinion essay on a
specified topic. Quantitative and qualitative error analysis
has revealed that the students made more interlingual than
intralingual errors, with the most frequent errors involv-
ing articles, prepositions, spelling, and capitalisation. The
study also found that although the first language was not the
only source of errors, it still influenced the L2 English writ-
ing process. These findings align with other studies (e.g.,
Phuket & Othman, 2015; Patekar, 2017; Shakir, Rasool &
Khan, 2020). The study results suggest that more practice in
explicit L2 teaching and targeted instruction is needed to en-
hance students’ writing skills at the higher education level.

L2 essay writing, error analysis, L2
writing errors, university students,
EFL
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1. INTRODUCTION

Writing in a foreign language, as a complex productive skill, requires thinking
and expressing ideas and thoughts by translating and shaping them into readable
and understandable text (Choudhury, 2013). To acquire writing skills and write
successfully in a foreign language, it is necessary to adopt the linguistic rules
and norms of the language (Pavli¢evi¢ - Frani¢, 2005). If the language rules are
not sufficiently acquired, the creation of shorter, unclear, and disconnected texts
full of errors will occur. (Hyland, 2004). Since the 1980s, numerous textbooks
and scholarly works (e.g., Jolly, 1984; Celce-Murcia & Olshtain, 2000; Carter
& Nunan, 2001) have highlighted the significant challenges learners face in de-
veloping writing skills in a second or foreign language (Hyland, 2004). Different
individual and contextual factors could influence a level of L2 writing proficien-
cy including, for instance, learners’ first language, the onset and exposure to L2
learning, and the learning environment, as well, according to some authors (e.g.,
Myles,2002), cultural background as a key factor in L2 writing process.

In the global digital age, a high level of writing proficiency, particularly in
English, is essential for effective communication. Teaching students how to write
well and creatively should be an integral part of English writing instruction at all
levels of EFL learning. L2 teachers should assign tasks that motivate students to
produce effective texts that draw on various types of knowledge. Hyland (2004)
argues that L2 learners need to acquire five distinct knowledge domains: content
knowledge (comprehension of subject matter), system knowledge (mastery of
linguistic systems), process knowledge (awareness of the writing process), genre
knowledge (familiarity with genre conventions), and context knowledge (under-
standing of the sociocultural context of writing). The emphasis in our study is put
on system knowledge, that is, on the sources of students’ errors in grammar, lexis,
and orthography.

The field of error analysis (EA), established by S. Pit Corder (1967), is found-
ed on the description and analysis of errors made by L2 learners. Corder (ibid.)
argued that errors could show a learner’s language at a specific point in L2 devel-
opment, i.e., analysis of learner errors could reveal learners’ transitional compe-
tence in second language acquisition. James (1998) describes EA as the study of
“linguistic ignorance” of what L2 learners do not know and how they cope with
ignorance. In attempting to explain possible causes of errors, two basic types are
distinguished: inferlingual (negative transfer or interference from the L1) or in-
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tralingual (developmental errors within a language). The latter could be seen as
the result of incomplete learning of L2 rules or by over-generalising rules. James
(ibid.) distinguishes the following sources of intralingual errors: 1. False analo-
gy; 2. Misanalysis; 3. Incomplete rule application; 4. Exploiting redundancy; 5.
Overlooking co-occurrence restrictions; 6. Hypercorrection; 7. Overgeneraliza-
tion. We might conclude that intralingual errors are related to the lack of L2 sys-
tem knowledge. The negative L1 transfer is seen as a crucial cause of L2 learners’
interlingual errors because of one’s unconscious attempt to transfer L1 structures
to the L2 as a lack of necessary information in the learner’s L2 knowledge. Com-
mitting errors is an inevitable and essential part of L2 learning (James, 2001). It
provides valuable information about learners’ “difficulties” and serves as a device
that learners use to learn (ibid.). Teachers need to view learners’ errors positively,
and by error analysis, they could reveal what is lacking in learners’ competence.
Error analysis is also “a process used by both researchers and teachers which
involves collecting samples of learners’ language, identifying errors and classi-
fying them according to their nature and causes and evaluating their seriousness”
(Keshavarz, 1999:168). Moreover, it is the process of observing, analysing, and
classifying the deviations in the rules of a second language that should be regu-
larly performed to improve language competence in learners (Brown, 2000). The
present study investigates, classifies, and analyses the different types of errors
university students make in their L2 English essay writing to obtain information
on the causes of errors, that is, whether students make more interlingual or intra-
lingual errors in their writing performance.

2. PREVIOUS STUDIES ON ERROR ANALYSIS IN STUDENTS’ L2
ENGLISH ESSAY WRITING

Numerous studies with different social and cultural L1 backgrounds have been
carried out on students’ errors in EFL writing, focusing on identifying and clas-
sifying the most common errors committed in L2 English essay writing and their
sources. Most of the research findings revealed that students’ errors in L2 English
writing were linked to their first language as a lack of mastery in the target lan-
guage (Sarasua, 2021). Abisamra (2003) conducted a study among primary school
Arabic learners of English and found that one-third of errors were transfer errors
from students’ L1 in the categories of semantics and vocabulary. Ridha (2012)
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also found that most of the errors committed by EFL college students in their
essay writing could be related to L1 transfer since students relied on their mother
tongue in expressing their ideas. Furthermore, in his research conducted among
Saudi EFL learners at the university level, Sawalmeh (2013) found that most stu-
dents’ L2 writing errors were linked to their L1. In addition, Phuket & Othman
(2015) attempted to explore sources of errors committed by Thai L1 students in
L2 English essay writing. Most of the errors were found in the literal translation
of words (Thai to English), word choice, verb tense, prepositions, and commas.
They concluded that interlingual interference was the dominant source of errors.
The author concluded that language teachers must pay more attention to negative
L1 transfer in students’ spoken or written production. Shakir, Rasool, & Khan
(2020) investigated the most common types of errors in students’ L2 English essay
writing committed by Pakistan L1 students of English language and literature.
They found that students made spelling and grammatical errors, including articles,
subject-verb agreement, and singular/plural forms. The sources of errors were at-
tributed to L1 interference, intralingual interference, and individual variation in
monitor use and performance (ibid.). As seen from the abovementioned studies,
we might conclude that most errors in L2 writing are linked to interlingual errors
that include transfer, interference, and translation of L1 structures in students’ L2
written production. However, Duygun & Karabacak (2022) conducted a study
among EFL Turkish students and concluded that most errors were due to “intralin-
gual inference, limited English grammar knowledge, and carelessness” (Duygun
& Karabacak, 2022:136). Like the previously mentioned studies, they found that
the most committed error type in essay writing was grammatical errors, followed
by spelling errors. In their research on language-related errors in EFL students’
writing, conducted among Myanmar and Hungarian students, Thi, Vo, & Nikolov
(2023) found that the most frequent errors were in punctuation and spelling, word
choice (collocation), and noun endings. It might be concluded that EFL students,
although with different L1 backgrounds, face similar errors in writing tasks.
Recent research on error analysis in English as a Foreign Language (EFL) writ-
ing in the Croatian academic context includes studies by Croatian authors focused
on common grammatical and syntactical errors made by Croatian EFL learners.
For instance, Zergollern-Mileti¢ (2007) tested the writing proficiency of Croatian
primary and secondary school students to determine whether students had attained
the proficiency required by the national curriculum (level A2 in primary school
and level B1 in secondary school). The research showed that students acquired the
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given proficiency levels, but their writing proficiency is at the lowest level com-
pared to other linguistic skills. Similar results were found in the European Survey
on Language Competences in Croatia (Buljan Culej, 2013), conducted among
Croatian primary school students (school year 2010/2011), and showed that writ-
ing proficiency was lower than other linguistic skills. The analysis of students’
errors was excluded from both studies. Pavi¢ (2013) delved into word order errors
in Croatian high school students’ EFL essays. The author analysed how Croa-
tian students apply English word order rules, highlighting common mistakes and
underlying causes rooted in cross-linguistic influence, such as Croatian flexible
syntax versus English stricter structure. The research results showed that the first
language was the major source of Croatian learners’ word order errors, addressing
syntactic issues and emphasising the importance of clear instruction on English
syntax for Croatian learners. Bel (2016) analysed longitudinal data from Croatian
students, identifying typical errors in English verb usage across an academic year.
This study focused on first-year English language students, tracking improvement
over time and assessing persistent “fossilized” errors that remain despite instruc-
tion. These findings contribute to understanding typical developmental challenges
Croatian learners face with English grammar structures and provide insights for
instructional improvements. Patekar (2017) conducted a study involving Croa-
tian eighth-grade primary school students learning English from the first grade.
The study aimed to examine the influence of Croatian (L1) on students’ written
production in L2 English. The findings showed that students made more intra-
lingual errors than interlingual ones. The most frequent errors involved spelling,
articles, vocabulary, and prepositions. Patekar concluded that while the native
language was not a major source of errors, it was the primary cause of lexical,
prepositional, and syntactic errors in students’ EFL writing. Vickov & Jakupcevi¢
(2020) analysed thesis abstracts written by Croatian university students in L2
English. They found that most were grammatical errors (mainly involving articles
and word order), followed by lexical errors, such as incorrect word choices and
collocations. Mi§¢in (2020) conducted a study on error analysis in presentations
of medical English students and found that most errors on the slides were related
to poor spelling (or lack of spellcheck) and grammatical problems (e.g., articles,
verb tenses, prepositions, and collocations). Considering that there is a lack of
studies on error analysis of university students’ EFL essay writing in the Croatian
context, we have decided to conduct research focusing on types and sources of
students’ errors in L2 English essay writing at the university level.
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3. METHODOLOGY

3.1. Aim

The study aims to identify errors in students’ L2 English essay writing at the
university level and to gain insight into the types and sources of errors committed
in L2 writing.

3.2. Research Questions

The research questions addressed in this study are:

1. What L2 errors do students make in essay writing?
2. Do students tend to make more interlingual than intralingual errors?
3. Does the students’ first language play a role in committing L2 errors?

3.3. Participants and Corpus

The corpus included 53! L2 English essays of students from a higher education
institution that trains primary school teachers, taking EFL classes as part of their
study programme during the first two years of university, and being at B1/B2
proficiency level according to the CEFR (Common Framework for Languages)
scale. They attended a three-hour English course each week and voluntarily and
anonymously participated in the study at the end of the 2020/2021 academic year.
The students were asked to write an opinion essay, approximately 350 words in
length, on the topic “The Position of the Croatian and/or English Language in
Global Processes” within one academic hour. They were also given instructions
on essay writing in advance and practised writing during the English language
course at the university. The students were advised on self-correction and check-
ing after writing to avoid slips/ mistakes.

! A total number included 103 students involved in larger research on self-regulated learning in L1/L2
essay writing (see more in Nikéevi¢-Milkovi¢, Balenovi¢ & Brala-Mudrov¢ié¢ (2022); Nikéevi¢-Mil-
kovi¢ & Balenovi¢ (2024)). A part (53) of L2 essays was taken for error analysis.
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3.4. Data Analysis Procedure

The data processing procedure included different stages of error analysis sug-
gested by Ellis (1997), which is based on Corder’s (1967) method. Essays were
collected from 53 participants. Two English language teachers marked the errors,
which were counted, classified, described, and explained. Errors were first divid-
ed into two groups according to their sources and then into three groups accord-
ing to their types. Both quantitative and qualitative error analysis was conducted.
Quantitative analysis involved the percentage ratio of (sub) groups over the total
percentage/ number of errors, while the focus of qualitative analysis was on the
error sources divided into three categories (grammar, orthography, lexis).

4. Results and Discussion

To answer the first and second research questions, errors were analysed under
two main categories regarding their sources (Brown, 2000) — interlingual (L1
interference) and intralingual (developmental), then divided into subcategories
of grammar, orthography, and lexis. Data related to the types of errors and some
examples are presented in the following section.

= [nterlingual Errors Intralingual Errors

Ficure 1. The Sources of Errors
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Findings showed that the students made more interlingual (58%) than intralin-
gual (42%) errors (Figure 1), which was also found in other studies (e.g., Shakir,
Rasool, & Khan, 2020) and is mainly related to L1 interference.

= interlingual grammatical interlingual orthographic = interlingual lexical

FiGure 2. Interlingual Errors

As indicated in Figure 2, most of the interlingual errors students tend to make
are in grammar (51%), followed by deviations in orthography (33%), but the least
number in lexis (16%). The highest percentage of interlingual grammatical errors
was found in using prepositions (70%) and omitting articles (28%). Such results
were found in most of the previously mentioned studies (e.g., Phuket & Othman,
2015; Patekar, 2017) that could be attributed to L1 interference since students
showed a tendency to refer to their first language in writing and to translate prep-
ositions directly. Prorokovi¢ & Balenovi¢ (2023), when researching the effects of
classroom-based teaching about the acquisition of English prepositions, also found
L1 interference in students’ choices of some prepositions (e.g., in instead of on).
Moreover, Sharma (2021) also found that the highest frequency of errors commit-
ted by Nepalese students studying English as a foreign language was in the use
of prepositions, resulting from negative transfer from their first language. When
it comes to the use of articles, the students mostly omit them since the Croatian
language lacks them. Because of the omission of articles in most cases and with
very few wrong article usages (article substitution), such an error is classified as an
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interlingual grammatical error. Students also tend to make errors in using mascu-
line gender pronouns instead of neuter gender ones, or in subject-verb agreement
and word order because of negative transfer from their first language. Some of the
interlingual grammatical errors found in students’ essays are as follows:

(1) preposition “When we buy a mobile phone, it is programmed on* English.”

(2) preposition “Whenever you go in* some foreign country...”

(3) indefinite article omission “We are small* country.”

(4) definite article omission “We all know that UK* has...”

(5) gender pronoun “English is very important because he* is the first lan-
guage we learn.

(6) gender pronoun “English kept his* position as one of the official lan-
guages”

(7) subject-verb agreement; preposition “Many* news are* on* English”.

(8) word order “It doesn’t matter where are* you from”.

Regarding deviations in orthography, most interlingual errors were found in
capitalisation since the Croatian capitalisation rules differ from those in English,
and students transferred them to L2 English essay writing. Some examples of
deviations in orthography (capitalisation) are given here:

(9) “Today almost everyone knows english*, not german¥*, spanish*
(10) “Not many people know croatian.*

The students make most interlingual lexical errors by directly translating words
(nouns) from Croatian to English when combining collocations (e.g., “Students
have two o’clocks* of English per week. ”’). Most students, when writing about their
first/native language, combine “mother” with “language” (mother language*) in-
stead of “tongue” (mother tongue).? The wrong collocation use because of direct
translation was also seen in L2 English thesis abstracts of Croatian university
students (Vickov & Jakupcevi¢, 2020). Moreover, students are not aware of the
fact that collocations are single units of L2 lexical relations, which are different
from L1 lexical relations (Balenovi¢ & Bali¢ Motusi¢, 2020).

2

2 Inthe context of the writing topic and following the Standard BE rules, the collocation “mother langua-
ge” is classified as an error, although acceptable in some cases (e.g., International Mother Language
Day - AE).
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= intraligual orthographic intralingual grammatical = intralingual lexical

Ficure 3. Intralingual Errors

The above graph shows that most intralingual errors were found in orthog-
raphy (48%) due to ignorance or confusion with homophones (e.g., see/sea)
in errors involving double letters. Regarding intralingual grammatical errors
(42%), most are linked to incorrect verb tense usage or plural rule due to stu-
dents’ ignorance or confusion with L2 grammar rules, incomplete rule applica-
tion, or redundancy. Such results were also found in other studies. For instance,
Sarasua (2021) claimed that Filipino EFL students committed most errors in
the subject-verb agreement, verb tense, and prepositions because of the insuffi-
cient mastery of different grammar concepts. Intralingual lexical errors (10%)
were mainly found in collocation use. Some of the intralingual errors are as
follows:

(11) spelling “As I allready* said....”

(12) spelling “You can travel and leave* in another country.”
(13) verb tense ,,English become™ the main language....”
(14) verb tense “English is* become a part of....”"

(15) plural “Children already learn two language* ”

(16) subject-verb agreement “Most students knows* English”.
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FiGure 4. Total Distribution of Errors

As can be seen in Figure 4, students made most interlingual grammatical errors
(51%). This indicates that the influence of L1 in L2 writing is stronger in grammar
than in orthography or vocabulary (lexis). Since interlingual grammatical errors
were mostly related to prepositions, it might be concluded that students tend to
transfer a given word from Croatian to English. In addition, when it comes to
articles, students omitted them in most cases, which could be linked to the lack
of articles in their first language. Overall, such results could positively answer
the third research question of whether students’ L1 plays a role in committing L2
errors, that is, L1 interference impacts L2 English essay writing. The frequency
of errors shows that the students had the lowest percentage of interlingual and
intralingual lexical errors, because they produced simple sentences by combining
familiar words.

5. CONCLUSION

The current study aimed to analyse errors in L2 student essay writing in English
at the university level. Its primary objective was to investigate the sources and
the types of the participants’ errors, so the errors in 53 essays were identified,
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classified, and explained. Regarding the sources, this study has shown that the
participating students commit more interlingual than intralingual errors, most of
them being grammatical, followed by some deviations in orthography and lex-
is. The interlingual grammatical errors mainly refer to prepositions and articles.
Regarding the types of errors, the omission of articles was indicated as a crucial
problem for most Croatian L1 students in L2 English writing since the Croatian
language lacks articles, and there is a lack of students’ awareness of the defi-
niteness/indefiniteness notion as a universal linguistic category (Chomsky, 2000;
Sili¢, 2000). The obtained results suggest that, when writing in a second/ foreign/
target language, students generally rely on their first/native language and use it
as a “writing strategy” to express their thoughts and ideas, which consequently
results in errors. They actually “carry over the existing knowledge of their native
language to the performance of the target language” (Ellis,1997:28). Moreover,
when linguistic principles between two languages significantly differ, students
find it difficult to express themselves in a non-native language, thus committing
errors in L2 writing. This is the reason why students should be taught how to pro-
cess their thoughts in L2 and employ L2 writing strategies/skills, e.g., planning,
making a draft, composing, and checking/correcting a text according to L2 gram-
mar/vocabulary rules. The present research suggests that EFL teachers should pay
more attention to those grammatical/lexical structures in which students make the
most errors (e.g., prepositions, articles, collocations). Finally, students should be
exposed to much more EFL academic writing practice in the immediate class-
room environment and given explicit teacher feedback on the types and sources
(nature) of errors. An interesting follow-up study could be conducted on a more
diverse sample, including students from different study programmes, for gaining
a better insight into L2 writing errors.
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POGRESKE STUDENATA U PISANJU ESEJA NA ENGLESKOM

KAO STRANOM JEZIKU

SAZETAK

Usvajanje drugog/stranog jezika podrazumijeva usvajanje
temeljnih jezi¢nih vjestina, medu kojima je najzahtjevnija
vjestina pisanje, Sto predstavlja znacajan problem govorni-
cima drugog jezika. U procesu poucavanja drugog jezika,
jezicna vjestina pisanja dugo je bila zanemarena (Carter
& Nunan, 2001), iako se smatra najizazovnijom u ucenju
drugog jezika (Hyland, 2004). U ovladavanju drugim jezi-
kom, ucenicke pogreske promatraju se kao nezaobilazne
i (sasvim) prirodne (James, 2001), daju¢i informaciju o
tome $to (ni)je ucenik naucio. Ucenici drugog jezika ¢ine
pogreske pri pisanju, od kojih je negativan jezicni transfer
ili interferencija jedan od njihovih ishodista. Takve se po-
greSske mogu svrstati u medujezicne, za razliku od onih
unutarjezi¢nih koje podrazumijevaju nedovoljno poznava-
nje pravila drugog jezika (Saville- Troike, 2008). Cilj je
istrazivanja utvrditi pogreSke studenata u pisanju eseja na
engleskom kao stranom jeziku. U istrazivanju su sudjelo-
vali studenti uciteljskog studija (N = 53) koji uce engleski
jezik kao dio obaveznog programa. Imali su zadatak napi-
sati esej na zadanu temu. Nakon provedene kvantitativne
i kvalitativne analize, rezultati su ukazali viSe na njihove
medujezi¢ne nego unutarjeziéne pogreske, a najéesce su
grijesili pri uporabi ¢lana, odabiru prijedloga i primjeni
pravopisnih pravila. Istrazivanje je takoder pokazalo da
materinski jezik, iako nije jedini izvor pogreSaka, utjece
na pisanje na engleskom kao stranom jeziku. Sli¢ne su re-
zultate potvrdila i prethodna istrazivanja (npr. Phuket &
Norman, 2015; Patekar, 2017; Shakir, Rasool & Khan,
2020). Rezultati istrazivanja sugeriraju da je potrebno vise
jezi¢nih vjezbi u neposrednom razrednom okruzenju da bi
se ovladalo vjestinom pisanja na stranom jeziku na sveu-
¢ilisnoj razini.
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ABSTRACT

This systematic review critically evaluates peer-reviewed
literature on the outcomes of self-management interven-
tions in primary schools, supported by use of digital tech-
nologies. Guided by the PRISMA 2020 guidelines, the re-
view encompassed eight databases and included empirical
studies, literature reviews, meta-analyses, and theoretical
contributions published between 2014 and 2024. Inclusion
criteria mandated a focus on school-based self-manage-
ment interventions in primary school settings.Findings
highlight the critical influence of self-management on pri-
mary education. Studies demonstrate that interventions,
including those leveraging digital tools, games, and open
educational resources, significantly enhance student en-
gagement, learning outcomes, as well as social and emo-
tional competencies. The review underscores the impor-
tance of teacher training and acknowledges challenges in
integrating self-management strategies within existing cur-
ricula.Effective self-management necessitates a nuanced
approach combining traditional methods with modern dig-
ital technologies tailored to individual student needs. For
example, integrating game-based self-management tech-
niques and digital tools, like mobile learning applications,
benefits engagement and academic performance, particu-
larly for students with learning challenges. While further
research is crucial to evaluate the long-term effectiveness
of digital interventions and develop innovative strategies
for promoting self-management across diverse educational

KEYWwORDS:

self-management, social and emoti-
onal competencies, Prisma Model,
digital technology, students


mailto:miha.cojhter@student.um.si
mailto:marta.licardo@um.si

M. ComTER, M. LicarpO: Systematic Analysis of Research Studies on Students’... 20 (1) 2025.

104

contexts, potential benefits of digital technology-based ap-
proaches are clear. The limitations of traditional methods,
which often prioritize external control over fostering intrin-
sic motivation and self-regulation, highlight the need for
new and engaging tools. This is particularly relevant con-
sidering that young children often struggle with self-man-
agement skills, exhibiting behaviours like aggression, lack
of motivation, and disengagement from learning. Tradi-
tional approaches frequently lack effective interventions,
especially those leveraging modern digital technologies,
needed to adequately address these challenges and culti-
vate essential self-management skills. However, research
indicates a significant gap in exploring the development of
self-management skills in connection with the implemen-
tation of digital technology in learning environments. This
gap represents a crucial area for further investigation, as it
highlights the need for a more nuanced understanding of
how digital technology can be leveraged not just for aca-
demic progress, but also for fostering essential social-emo-
tional competencies like self-management. Therefore,
exploring the use of interactive games, educational apps,
and engaging digital platforms, specifically designed with
self-management development in mind, offers a promising
avenue for transforming how these crucial skills are taught
and learned. These digital technologies hold the potential
to create more engaging and personalized learning expe-
riences, catering to individual needs and learning styles in
ways that traditional methods often fail to accomplish.
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INTRODUCTION

Social and emotional learning (SEL) is a key element of education that focuses
on developing skills, knowledge, and attitudes necessary to manage emotions,
build healthy relationships, and make responsible decisions. Social and emotion-
al competencies are essential for children’s well-being, behaviour, and academic
success. SEL includes self-awareness, self-management, social awareness, rela-
tionship skills, and responsible decision-making (Durlak et al., 2017; Graczyk et
al., 2000; Mahoney et al., 2021).

In this analysis, we have focused on self-management as one of the dimen-
sions of SEL in the CASEL model (Durlak et al., 2017). Self-management
involves effectively regulating one’s thoughts, emotions, and behaviours,
particularly when pursuing goals. This is a complex concept with important
implications for personal and academic success. At the heart of self-manage-
ment lies the dimension of behavioural regulation (Yu et al., 2024). This facet
emphasizes the monitoring and adjustment of outward actions and responses,
enabling individuals to align their behaviours with their goals. Practical frame-
works such as self-monitoring charts, reward systems, and the establishment of
routines can enhance an individual’s capacity for behavioural self-management
(Durlak et al., 2017).

Self-management also encompasses the regulation of emotions (Kemp,
2012). This dimension involves the deliberate identification, interpretation,
and management of one’s emotional states. Developing adaptive coping
mechanisms, practicing self-soothing techniques, and enhancing emotion-
al awareness can contribute to effective emotional self-management. Cogni-
tive self-management is a crucial dimension, focusing on regulating thoughts
and mental processes. This includes skills like planning, organization, prob-
lem-solving, and identifying and reframing negative thought patterns. Practic-
es such as mindfulness and cognitive restructuring can enhance an individual’s
cognitive self-management abilities. Recognizing the distinct features of the
interconnected dimensions of self-management allows for a more nuanced un-
derstanding, which can enable the development of targeted interventions and
personalized strategies to foster individual growth and achievement (Lawn &
Schoo, 2010). By honing skills across the behavioural, emotional, and cog-
nitive aspects of self-management, individuals can navigate challenges and
succeed in both personal and academic pursuits.

105



M. ComTER, M. LicarpO: Systematic Analysis of Research Studies on Students’... 20 (1) 2025.

Self-management competencies are crucial for young children to develop (Mc-
Clelland et al., 2014; McClelland & Cameron, 2011; Shonkoff, 2012). Unfor-
tunately, many children face challenges in this domain, leading to issues like
aggression, lack of motivation, and disengagement from learning. Traditional
approaches have often fallen short in addressing these challenges, particularly
when it comes to utilizing modern digital technologies to foster the cultivation of
self-management skills (Alghamdi et al., 2022).

Early childhood self-management is linked to positive outcomes in adulthood,
highlighting the importance of developing these skills from a young age (Nigg,
2017). Developing self-management skills early is crucial for academic success
and overall well-being (Aspen Institute, 2019; Greenberg, 2023; John & Bates,
2024; McClelland et al., 2017; Mittal, 2020; Woolfolk Hoy, 2013). Researchers
also highlight the role of adaptability and self-management in career development
and self-regulated learning, particularly when facing prolonged tasks or incom-
plete instructions (Randi & Corno, 2000).

Teachers are pivotal in fostering children’s self-regulation skills through di-
rect instruction and support (Giilay Ogelman et al., 2018). However, to ef-
fectively cultivate these skills, they require appropriate tools and guidance
(Berthelsen et al., 2017; Zakszeski et al., 2020). Integrating digital technology
into primary education presents a significant opportunity to enhance these ac-
tivities.

Today’s students, irrespective of ability, encounter digital technology perva-
sively in their daily lives (Lyons & Tredwell, 2015). Recognizing this, teachers
actively seek ways to harness digital technology’s potential to foster collabora-
tion, problem-solving, and communication within the classroom. Research indi-
cates that the judicious integration of digital technology can effectively support
children’s learning, facilitate their adaptation to the school environment, and bol-
ster their cognitive and socioemotional development (Lyons & Tredwell, 2015).
Nonetheless, a critical challenge lies in the lack of teachers’ understanding re-
garding appropriate assessment strategies for evaluating children’s progress in
learning with digital technology and a lack of understanding of how to promote
self-management in students with the use of digital technology as a didactical tool
(Panagopoulou-Stamatelatou, 1990).

Therefore, this study aims to a) analyse the latest research on interventions used
to promote student self-management in primary school, and b) examine the digital
technologies teachers utilize to enhance self-management in students.
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METHOD

This systematic review follows the PRISMA 2020 guidelines (Page et al.,
2021) to critically assess and compare peer-reviewed literature on the outcomes
of self-management interventions in primary schools, with a particular focus on
the use of digital technologies. A comprehensive literature search was conducted
across six databases: Web of Science, ProQuest Dissertations & Theses Global,
Scopus, COBISS, and Google Scholar journals. The initial search, undertaken
in May 2024, was subsequently updated in June 2024 to ensure the inclusion of
the most recent publications. The search strategy included combinations of key-
words such as “self-management”, “primary school”, “digital technology”, and
“teaching”, adapted to each database using Boolean operators (AND, OR, NOT)
and truncation symbols. Search limits were applied based on the scope of the
review: only studies published between 2014 and 2024 were included, and only
those available in English, Slovenian, or German. Studies related to COVID-19,
higher education, or medical and therapeutic contexts were excluded to ensure
relevance to general educational settings. All retrieved citations (n = 464) were
imported into Zotero software for deduplication. After removing duplicates, 159
records remained for title and abstract screening. Of these, 45 full-text publi-
cations were reviewed for eligibility, and 8 met all criteria for inclusion. The
selection process is illustrated in the PRISMA 2020 flow diagram (Figure 1).

The detailed inclusion and exclusion criteria are presented in the following
sections.

INCLUSION CRITERIA

The inclusion criteria for eligibility are studies that focus on self-management
interventions for primary school students. This includes research on activities,
programs, strategies, or approaches designed to promote self-management in this
age group. Eligible studies may involve teachers who implement these inter-
ventions and utilize various tools, such as interactive manuals, to support
student learning.

Empirical studies, including quantitative, qualitative, and mixed methods, liter-
ature reviews, meta-analyses, and theoretical contributions that focus on self-man-
agement in education, interactive manuals or methods for teachers that support the
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implementation and activities of self-management, with an emphasis on practical
application and implementation of strategies in the classroom, were included. The
analysis includes literature published in the last 10 years (2014-2024) to ensure the
currency of information; literature was in Slovenian, English, or German language.

EXCLUSION CRITERIA

Studies on self-management in primary school students that did not address
self-management in primary school as the primary reason for the intervention
were not included in the review (e.g., self-management in children post-surgery).
Studies that do not focus on self-management or do not include activities for the
educational stage in primary school were excluded (e.g., literature focused on
high school or higher education, studies related to health and developmental dis-
orders, and studies with insufficient methodological quality, including unclear or
unsupported results).

Studies without clear guidelines for use or implementation in the educational
environment were also excluded. Additionally, studies before 2014 were exclud-
ed, unless they were of key theoretical importance and still relevant. Literature
in languages other than Slovenian, English, or German was also excluded. All
citations obtained through search methods were recorded, stored, and organized
using the reference management software Zotero.

SEARCH STRATEGY

A comprehensive literature search was undertaken to identify the minimal set
of publications for inclusion in this systematic review. Employing a two-phased
approach, relevant articles were identified through electronic searches across five
prominent academic databases: Web of Science, Scopus, ProQuest, COBBIS, and
Google Scholar.

Initially, a preliminary search used carefully selected keywords and Boolean
operators (AND, OR, “”, *) to refine results and ensure relevance. This first phase
reviewed titles and abstracts to identify potentially eligible studies. Subsequent-
ly, the second phase involved retrieving and scrutinizing the full text of select-
ed articles to facilitate in-depth analysis and determine final inclusion based on
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pre-defined eligibility criteria. A systematic search strategy was employed across
multiple databases to identify relevant publications. Specific search syntax and
inclusion/exclusion criteria were tailored to each database to ensure a comprehen-
sive, focused search.

Web of Science: The advanced search interface was utilized with a query com-
bining terms related to self-management, educational levels (elementary, basic,
primary), teaching, digital technology, and social and emotional competences.
Terms related to higher education, medical fields, and COVID-19 were excluded.
This yielded 90 initial records, which were screened for relevance, resulting in 12
articles after removing duplicates and ineligible studies.

Scopus: A two-pronged search strategy was employed using the advanced
search interface. The first search combined terms related to self-management, pri-
mary/elementary school, teaching, and excluded terms related to teachers, higher
education, and health. This search was limited to publications between 2014 and
2025 and yielded 21 results. A second search using similar terms but focusing on
“self-management competencies” yielded 49 results. After removing duplicates
and screening for relevance, 13 articles remained.

ProQuest Dissertations & Theses Global: The advanced search interface was
used with a query combining terms related to self-management, basic/elementary/
primary education, digital technology, and teaching self-management competen-
cies. Terms related to COVID-19 and higher education were excluded. This initial
search yielded 63 records, which were narrowed down to 2 relevant articles. A
subsequent search using a modified query focusing on “self-management” and
“digital technology” yielded 96 records, which were screened for relevance, re-
sulting in 5 articles.

COBBIS: The advanced search interface was used with a query combining
terms related to self-management, primary/basic school, digital technology, social
and emotional learning, and preschool education. Terms related to teachers were
excluded. This search yielded 41 records; however, no relevant articles remained
after removing duplicates and screening for relevance.

Google Scholar: A search using keywords related to self-management, basic
education, elementary/primary school, and digital technology yielded 104 results.
After screening for relevance, 8 articles remained.
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SELECTION PROCESS

Citations obtained through database searches and reference list checks were
imported into Zotero for duplicate removal. This resulted in a compilation of po-
tentially eligible studies. Titles and abstracts of all retrieved publications were
screened for relevance.

DATA COLLECTION PROCESS

Identification of studies via databases and registers J
o
= Records removed before
% screening:
S Records identified from*: Duplicate records removed
= Databases (n =464) (n=43)
5 Records removed for other
A reasons (n =116)
—
v
(=)
Records screened Records excluded**
(n=159) | =119
4
Reports sought for retrieval .| Reports not retrieved
= (n=45) 7| (n=8)
g
o v
Reports assessed for eligibility
(n=37) Reports excluded:
inattentive area (n =8)
payable (n =19)
3 Studies included in review
=
S| | =9
o
=

FiGure 1. The PRISMA flowchart (Page et al., 2021, pp. 5)
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RESULTS

The initial database search yielded 464 records. Following deduplication, 159
records were screened, resulting in 45 full-text publications reviewed for eligibil-
ity. Ultimately, eight articles met the inclusion criteria for this systematic review
(Alieksieieva et al., 2021; Harrison et al., 2020; Huang & Yu, 2019; Panagopo-
ulou-Stamatelatou, 1990; Smith et al., 2022; Wong et al., 2020; Yu et al., 2024,
Zeybek, 2023).

A subsequent search for literature citing the included studies, as well as a re-
view of their reference lists, did not yield additional publications meeting the
inclusion criteria.

Table 1 provides a summary of the key intervention components identified.
While some studies examined outcomes beyond self-management in primary
school, this report focuses specifically on findings related to self-management.

TaBLE 1 Review of relevant literature

Author Huang, R.-T., & Yu, C.-L. (2019)

Study Design Exploratory study

Intervention (n) 323 students

Control Female (70%) and second-year students (58%)

Age 20.76 years, deviation of 4.67
(46%) students - previous experience

Research instru- Perceived flexibility advantage (PFA) - Marks et al. (2005)

ments Self-management of learning (SML) - Wang et al. (2009)

Mobile English learning - Roca, Chiu, and Martinez (2006)
Perceived mobile English learning - adapted from Huang et al. (2012)
Survey: 7-point Likert scale

Research findings | Higher levels of learning continuance were found of PFA and SML

Positive Impact on Perceived Mobile English Learning Performance

(PLI) was observed to moderate the relationship between PFA and mobile Eng-
lish learning continuance intention, strengthening this connection

Mediating Role of Mobile English Learning Continuance Intention
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Author

Zeybek, F. (2023)

Study Design

Exploratory study

Intervention (n)

350 primary school teachers

Control

Suburban teachers (56%) with largest groups of general educators (46%)
Special education teachers (13%)
Specialists (26%)

Research instru-
ments

CASEL framework (quantitative and qualitative phase)
Closed-question survey (quantitative data - teachers across the USA)
Semi-structured interviews (10 elementary school teachers)

Research findings

Digital SEL boosts academic success by fostering confidence, self-management,
and equitable learning

Digital technologies are effective for SEL competencies and academic perfor-
mance

Digital technology enhances emotional well-being, feelings, understanding, and
engagement

More training and support are needed for effective SEL tech integration
Challenges: screen time management, balancing digital/in-person SEL, and suit-
able programs for younger students

Author

Panagopoulou-Stamatelatou, A. (2006)

Study Design

The information provided in the review article does not cite specific research
design

Intervention (n)

Primary students (6-12) with behavioural or academic challenges

Control

40 children (6-12, mostly 1st and 2nd grades, one 12-year boy in special educa-
tion)

Research instru-
ments

Self-Management Intervention Checklist (SMIC), (Fantuzzo et al. (1989)
Self-control rating scales: Various self-control rating scales (Fantuzzo et al.
(1989), Hightower et al. (1986), Humphrey (1982), and Kendall & Wilcox
(1979))

Teacher Assessment of Self-Controlling Skills (TASCS) rating instrument
(Fantuzzo et al. (1989)

Self-evaluation forms, developed by the researchers

Research findings

Self-management intervention yielded significant, durable increases in on-task
behaviour, maintained over two months post-intervention. Self-assessment ac-
curacy averaged 78%.
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Author Alieksieieva, S., Yershova, L., Kravets, S., Lapshyna, O., & Odnoroh, H. (2021)
Study Design Quantitative methods (experimental studies, surveys, statistical analysis)

Qualitative methods (systematic reviews)

Intervention (n)

658 students

Control

329 students

Research instru-
ments

Survey questionnaire, developed by the authors of the article
Analysis of documentary information

Research findings

Entrepreneurship competence needs lifelong learning readiness

Online resources and self-management technologies enhance self-education and
skills

Lack of psychological knowledge and self-management competencies
Pedagogical digital technology and self-management techniques are beneficial
Teacher education is crucial for effective use

Innovative teaching methods enhance entrepreneurship competence

Author

Wong, T. L., Xie, H., Zou, D., Wang, F. L., Tang, J. K. T., Kong, A., &
Kwan, R. (2020)

Study Design

Quasi-experimental

Intervention (n)

Students, ages 5-13

Control

467 elementary school students: First Survey: N = 149, Second: N = 168, Third:
N=150

Research instru-
ments

Questionnaires, developed by the authors of the article

Questions from three perspectives: learning motivation, management, and self-
assessment, developed by the researchers

Focus group interviews, developed by the researchers

Research findings

i-Classroom improved learning behaviours, motivation, planning, self-monitor-
ing

Grades 5-6 experienced decreased motivation and management competencies
Academic performance correlated with motivation, emphasizing self-regulated
learning

Student preference for video-based learning over traditional methods positively
influenced engagement and learning
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Author

Harrison, J. R., Kwong, C., Evans, S. W., Peltier, C., Mathews, L., & Chat-
man, T. (2020)

Study Design

Single-case experimental design

Intervention (n)

Ages 11-13 (ADHD)

Control

3 male, 1 female

Research instru-
ments

Observation Instrument: Williams, Hall, Hedrick, Lamking, and Abendroth
(2013)

School Intervention Rating Form (SIRF)

Children’s Interview for Psychiatric Syndromes — Parents Version (PChIPs),
Weller, E. B., Weller, R. A., Teare, M., & Fristad, M. A. (2013)

Research findings

Improved reading engagement, task completion, and accuracy are linked to self-
management

Significant improvements in task engagement, accuracy, and completion
Game-based self-management enhanced reading engagement and response
completion (application software)

Author

Yu, S., Yao, C., Xue, Q., Jantharajit, N., & Kanjanakate, S. (2024)

Study Design

Mixed methods research design
Pre- and post-tests

Intervention (n)

100 participants

Control

Ages 9-10 (45 female, 55 male)

72 participants did not participate: in selection, planning, organizing, evaluating
activities

28 students were engaged in organizing and implementing activities

Research instru-
ments

Self-Management competencies Assessment Scale, developed by the authors of
the article

Standardized assessment scale training for teachers, developed by the authors of
the article

Survey questionnaire, developed by the researchers

Research findings

Improvement in self-management competencies with the SDOA model com-
pared to traditional approaches

No gender differences in SM learning

Effectiveness of self-assessment, peer evaluation, and instructor feedback
Positive impact of student involvement on motivation, engagement, and self-
management competencies

Alignment of the SDOA model with collaborative learning and socio-cultural
theories
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Author Smith, T. E., Thompson, A. M., & Maynard, B. R. (2022)
Study Design Single-case design studies
Group-design studies
Intervention (n) Ages 5-18, challenging behaviours
Control 236 students on a total of 456 outcomes
Research instru- Behavioural Observation Scale, Carr & Punzo, 1993; Miller et al., 1989;
ments Mooney et al., 2005

Checklists and rating scales, developed by the authors of the article
Standardized tests, IES-WWC Standards Handbook, Version 4.0 (WWC, 2017)
Self-report measures, developed by the researchers

Behavioural assessment tools, developed by the researchers

Research findings | Positive impact on behaviours

Effectiveness SM for diverse student groups (African American students, spe-
cial education, students with behavioural problems)

Moderate effects across studies (improving student behaviours and academic
outcomes)

Methodological shortcomings

DISCUSSION

Self-management specific domains

Analysis indicates that self-management research can be categorized across
several critical aspects, including a) the specific domain targeted (cognitive,
emotional, or behavioural) (Fisher et al., 2007; Grady & Gough, 2014; Pana-
gopoulou-Stamatelatou, 1990), b) the integration of digital technology (compar-
ing traditional and digital technology-supported approaches) (Alieksieieva et al.,
2021; Huang & Yu, 2019; F. Zeybek, 2023), and c) the developmental stage
of student participants (spanning from early childhood education to university
settings).

Research underscores the significant impact of self-management across cogni-
tive, emotional, and behavioural domains in educational settings. For example,
Huang and Yu (Huang & Yu, 2019) demonstrate a positive correlation between
cognitive self-management and improved outcomes in mobile language learn-
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ing. Similarly, Alieksieieva (Alieksieieva et al., 2021) advocate for self-education
digital technologies to cultivate entrepreneurship competence among university
students. Wong (Wong et al., 2020) emphasize the potential of open educational
resources to enhance learning motivation and self-regulation. Further supporting
the importance of cognitive self-management, Yu (Yu et al., 2024) report positive
results using the SDOA model to enhance these skills in primary school students.

Addressing the emotional domain, Zeybek (Zeybek, 2023) explores how dig-
ital technology can be leveraged to support social-emotional learning, ultimate-
ly contributing to students’ well-being and academic performance. In the realm
of behavioural self-management, Panagopoulou (Panagopoulou-Stamatelatou,
1990) reviews the effectiveness of self-assessment and goal-setting techniques in
primary schools. Smith (Smith et al., 2022) provide a comprehensive review of
behavioural self-management interventions aimed at reducing challenging behav-
iours in school-age students.

TasBLE 2 Most frequently cited self-management competencies by domains in the systematic review

Self-directed learning

Cognitive Emotional Behavioural
Learning Ability to regulate emotions Responsibility
Memory Self-control Behaviour
Mental flexibility Impulse management Behaviour outcomes
Attention Adaptability

Resiliency

Learning efficiency
School performance
Academic achievement
Inhibitory control
Success in school

A systematic review underscores the critical importance of adopting a holistic
approach to self-management in education for fostering both academic and life-
long success. Analysis of the most frequently cited competencies in the systemat-
ic review reveals cognitive self-management as the predominant factor in overall
self-management. This analysis identifies several competencies essential for ac-
ademic success, with particular emphasis on critical cognitive functions such as
learning, working memory, inhibitory control, cognitive flexibility, attention, and
cognitive development. The significance of cognitive self-management is evident
in its direct correlation with effective self-regulation, which has a demonstrably
positive impact on academic performance.
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Beyond cognitive self-management, the data also highlights the importance of
behavioural self-management for academic success. This domain encompass-
es a student’s capacity for accountability, exhibiting appropriate behaviour, and
achieving desired behavioural outcomes. Effective behavioural self-regulation in
this domain is identified as a key driver of both academic and social-behavioural
improvement.

While emotional self-management is represented in the analysis solely by the
ability to regulate emotions, its importance should not be understated. Extensive
research confirms the significant influence of emotion regulation on the devel-
opment of executive cognitive functions, including working memory, inhibitory
control, and cognitive flexibility (Brackett et al., 2011). These functions are, in
turn, essential for effective self-management across a variety of contexts.

Traditional teaching methods often rely on conventional approaches that have
been widely criticized for lacking practical relevance (Alieksieieva et al., 2021).
Studies indicate a disconnect between these methods and the dynamic demands
of modern learning environments, leaving students ill-equipped with the essential
skills and mindset needed for success. In contrast, integrating digital technologies
into the educational process has been suggested as a solution to these shortcom-
ings (Wei, 2020). Digital technologies such as video lectures and mobile learn-
ing are proposed to develop self-management skills and psychological readiness
among students. This gap is particularly evident in innovative education, where
traditional methods fail to provide the necessary practical experience and mentor-
ship, leaving students without the requisite skills and psychological preparedness
(Alieksieieva et al., 2021; Dutta et al., 2023). Integrating digital technology into
education will be explored further in the following section.

The developmental stage of students significantly influences the effectiveness of
various educational approaches. In primary school settings, behavioural self-man-
agement techniques, such as self-monitoring and goal setting, have proven effec-
tive in promoting positive academic and social behaviour. These methods help
children become more accountable for their actions, leading to improved academ-
ic performance and reduced disruptive behaviour (Panagopoulou-Stamatelatou,
1990). As students transition to secondary education, their self-management skills
benefit from structured interventions like the SDOA model, which focuses on time
management, self-discipline, teamwork, and problem-solving (Yu et al., 2024).
These skills are crucial for handling the increased academic pressure and respon-
sibility that come with higher education levels. At the university level, integrating
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digital technology into entrepreneurial education is paramount. Digital technolo-
gies that facilitate self-directed learning and self-management are essential for de-
veloping competencies needed for success in modern educational and professional
environments (Alieksieieva et al., 2021; Huang & Yu, 2019; Wong et al., 2020).

These studies collectively emphasize the multifaceted nature of self-manage-
ment and its crucial role in education. By integrating digital technology and
implementing structured interventions targeting cognitive, emotional, and be-
havioural domains, educators can empower students to take ownership of their
learning, leading to improved academic and social outcomes (Alieksieieva et al.,
2021; Harrison et al., 2020; Wong et al., 2020).

Self-management and academic success

Self-management is crucial for academic success. Studies show a strong link
between self-managed learning and academic achievement (Alieksieieva et al.,
2021). Students with strong self-management skills are goal-oriented and use
effective strategies, leading to better grades. This positive impact on academic
performance is evident as early as age eight (Connor et al., 2010). Self-manag-
ing students tend to set realistic goals, choose effective strategies, monitor their
understanding, and track progress. In contrast, students with weaker self-manage-
ment skills often lack motivation, employ less effective strategies, and have lower
self-efficacy (Horner & O’Connor, 2007).

Effective self-management skills are consistently linked to positive outcomes in
academic and social-behavioural outcomes, enabling greater self-regulation and
academic success (Blair & Diamond, 2008; Harrison et al., 2020; Hernandez et
al., 2018; McClelland & Cameron, 2011; Smith et al., 2022). This is attributed
to the influence of emotional regulation on the development of executive func-
tions (e.g., working memory, inhibitory control, mental flexibility), which are
essential for effective self-management and the effortful regulation of attention
and behaviour, which are key factors in academic achievement. The strong rela-
tionship between self-management, particularly the aspects such as flexible atten-
tion and inhibitory control, and academic performance in primary school children
is well-documented (McClelland et al., 2017; McClelland & Cameron, 2011).
These findings highlight the crucial role of self-management in learning, ulti-
mately contributing to greater success in school and equipping students to meet
the challenges of the modern world.
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Integrating digital technology in self-management interventions:
A blended approach

Traditional methods such as self-assessment and goal setting have proven ef-
fective, especially in combination with modern digital technological approaches.
The integration of digital technology in education offers new opportunities for
promoting self-management in students, and its potential in this area is signifi-
cant (Harrison et al., 2020). However, despite the numerous positive effects of
self-management, translating this potential of interventions that include digital
technologies into real-world educational practice presents a unique challenge.

This is particularly relevant in the research of Alikseieiva (Alicksieieva et al.,
2021). Traditional teaching methods often fail to align with modern entrepreneurial
trends, leading to a deficiency in practical experience and mentorship. This mis-
alignment stems from the fact that traditional approaches don’t effectively equip
students with the self-management competencies needed (Alieksieieva et al., 2021).
Innovative educational interventions that foster self-directed learning and personal
development are needed (Robinson & Persky, 2020). Behavioural self-manage-
ment research highlights the positive effects of self-assessment and goal-setting in-
terventions on student behaviour and academic performance, as evidenced by stud-
ies (Panagopoulou-Stamatelatou, 1990). These self-management competencies are
increasingly important in today’s world. Therefore, integrating digital technologies,
such as workshops and video lectures, into school curricula becomes essential to
better prepare students for entrepreneurial endeavours by equipping them with the
self-management competencies necessary for success (Alieksieieva et al., 2021).

Digital technology-supported self-management leverages mobile learning en-
vironments to enhance student engagement and outcomes (Huang & Yu, 2019).
Zeybek further highlights the potential of interactive games and applications
for developing socio-emotional competencies (Zeybek, 2023). This explora-
tion of digital technology-supported approaches underscores the adaptability of
self-management interventions across various educational stages, from primary
school to university. Research suggests that these interventions benefit younger
students’ academic and social-behavioural outcomes (Smith et al., 2022).

Furthermore, self-management of learning and personal learning initiatives
significantly enhance mobile language learning outcomes (Huang & Yu, 2019;
Medina, 2023). Learners who perceive greater flexibility in mobile learning envi-
ronments are more engaged and achieve better results, highlighting the importance

119



M. ComTER, M. LicarpO: Systematic Analysis of Research Studies on Students’... 20 (1) 2025.

of self-management competencies (Huang & Yu, 2019; Medina, 2023; Trevitt et
al., 2014). Moreover, the integration of digital technology into social-emotional
learning curricula, with a particular emphasis on fostering self-management com-
petencies in primary students at the primary level of education, has been shown to
yield improvements in emotional well-being, cognitive development, and overall
engagement (D. Fisher & Frey, 2019; Jones & Bouffard, 2012).

While game-based self-management interventions have shown effectiveness in
improving engagement and task completion among students with ADHD, Har-
rison acknowledges that their long-term effectiveness remains uncertain (Harri-
son et al., 2020). Similarly, the Selection, Design, Organization, and Assessment
model (SDOA) effectively enhances self-management competencies among pri-
mary school students, and traditional teaching methods may also be effective in
some contexts (Yu et al., 2024). Self-management interventions show promise in
reducing challenging behaviours and improving academic outcomes. However,
further research should be done to confirm their long-term sustainability (Smith et
al., 2022). Additionally, Open Educational Resources (OER) can increase learn-
ing motivation and self-managed learning among primary school students, though
their effectiveness may diminish at higher grade levels due to academic pressures
(Wong et al., 2020).

Fostering learner autonomy through self-directed learning

Reviewing the existing literature, we notice the concept of self-directed learn-
ing being approached differently by various authors (Panagopoulou-Stamatela-
tou, 1990; Smith et al., 2022; Wong et al., 2020). Self-directed learning, also
known as self-regulated learning, empowers individuals to take ownership of
their learning. This approach goes beyond simply completing tasks; instead, it
requires learners to actively participate in planning, monitoring, and evaluating
their progress. The fundamental premise of self-directed learning is that individ-
uals possess the inherent ability to guide their own educational experiences (De
La Fuente-Arias, 2017).

This concept has been consistently highlighted across numerous studies, un-
derscoring its significance for academic achievement in diverse learning envi-
ronments. For instance, research indicates that self-management substantially
enhances learning efficiency (Alieksieieva et al., 2021; Huang & Yu, 2019).
Moreover, studies conducted in primary schools have demonstrated that students
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with higher levels of self-management experience improvements in both academ-
ic and behavioural outcomes (Panagopoulou-Stamatelatou, 1990).

Furthermore, the specific needs of diverse learners, particularly those with learn-
ing differences, represent a particularly interesting population for research within
self-management. For example, research on cognitive self-management directly
links it to the development of executive functions like working memory, inhibitory
control, and cognitive flexibility, which are considered fundamental to self-directed
learning. Similarly, studies on game-based self-management and the SDOA model
further emphasize the importance of these executive functions in academic settings
(Blair & Diamond, 2008; Harrison et al., 2020; Wong et al., 2020; Yu et al., 2024).

Contemporary research highlights the crucial role of self-management in de-
veloping social and emotional competencies among primary school students, em-
phasizing its profound impact on academic and social outcomes (Panagopoulou-
Stamatelatou, 1990; Wong et al., 2020). To foster these skills effectively, various
activities can be employed, including student self-assessment, goal setting, and
leveraging digital tools like interactive games and applications. Such methods
encourage reflection on personal strengths and areas for growth, while setting
realistic goals empowers students and promotes learner autonomy (Smith et al.,
2022; Yu et al., 2024; F. Zeybek, 2023).

While traditional teaching methods may face challenges in effectively culti-
vating self-management, digital technology-driven approaches and innovative
interventions, such as game-based learning, show promise (Harrison et al., 2020;
Huang & Yu, 2019). Specifically, integrating digital technology in social-emo-
tional learning not only boosts student engagement but also leads to academic
improvements. However, successful implementation requires adequate teacher
training and support (Yu et al., 2024; F. Zeybek, 2023).

Ultimately, a balanced approach that blends traditional methods with digital
technology, tailored to individual student needs, is vital for successfully culti-
vating self-management skills in education (Alieksieieva et al., 2021; Smith et
al., 2022). This is because the necessity for individualized support in fostering
self-management is important, as different approaches prove effective for diverse
students and contexts (Panagopoulou-Stamatelatou, 1990). Therefore, consider-
ing individual student needs and characteristics is essential when promoting these
skills. In essence, self-directed learning, with its emphasis on learner autonomy
and individual responsibility, emerges as a crucial factor in academic success and
personal growth (Smith et al., 2022).
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Implementing self-management in educational settings: Challenges and
opportunities

Despite the numerous benefits of self-management, implementation challenges
exist. Adequate teacher training is crucial, and incorporating relevant activities
into an already demanding curriculum can be difficult (Huang & Yu, 2019; Smith
et al., 2022). Furthermore, tailoring approaches to individual student needs re-
quires significant effort.

Nevertheless, integrating self-management into education presents a valuable
opportunity to enhance learning and equip students for 21st-century challenges
(Harrison et al., 2020; Yu et al., 2024). Research consistently demonstrates that
students with well-developed self-management competencies thrive academically
and are better prepared for a complex world.

Utilizing digital tools, games, and open educational resources can effectively
promote motivation, engagement, and self-directed learning. Successfully foster-
ing self-management necessitates a blend of traditional and modern digital tech-
nological approaches, with individualized support as a cornerstone. Continued
research is vital to evaluate the long-term impact of various interventions and
develop innovative approaches to promoting self-management in students (Beek-
man et al., 2021; McClelland & Cameron, 2011; Randi & Corno, 2000).

In summary, this study reinforces the importance of self-management in prima-
ry education and provides valuable insights into effective practices and areas for
further investigation. The analysis of innovative approaches to education high-
lights the crucial role of self-directed learning and self-management in achieving
success, particularly in the fields of entrepreneurship and language learning. The
research’s focus on practical solutions such as workshops, video lectures, digital
technologies, and games offers adaptable and potentially highly effective alterna-
tives to traditional teaching methods. Particularly encouraging are the practical
applications of mobile learning digital technologies and digital tools for SEL,
which can significantly impact the improvement of learning outcomes and student
engagement. Behavioural techniques such as self-assessment and goal setting are
key to improving academic achievement and student responsibility (Miller et al.,
2018; Oosthuizen et al., 2019).

While a diverse body of research illuminates the multifaceted nature of self-man-
agement in education, a common thread emerges: the need for continued research
and the development of innovative approaches to promoting self-management in

122



20 (1) 2025. M. ComTER, M. Licarpo: Systematic Analysis of Research Studies on Students’...

education (Grady & Gough, 2014). Further exploration is needed to determine
how digital technology can be leveraged most effectively to support self-man-
agement, how to equip educators with the knowledge and competencies to foster
these abilities in their students, and how to cultivate learning environments that
empower all students to reach their full potential (Randi & Corno, 2000).

Despite the optimism surrounding these advancements, certain challenges war-
rant consideration. Of particular concern is the long-term effectiveness of these
innovative approaches (Serdyukov, 2017). Although self-management games
have proven effective for students with ADHD, the question of their long-term
impact on academic achievement remains open (Harrison et al., 2020). Addition-
ally, the effectiveness of open educational resources may be diminished at higher
levels of education due to increased academic pressures.

The future of education lies in the development of tailored strategies that meet
the specific educational contexts and needs of learners (Lim et al., 2018). Long-
term studies will be needed to assess the sustainability and effectiveness of these
interventions, and it is crucial to include cross-cultural assessments to test the ap-
plicability of these methods in different educational environments (Medina, 2023;
Xie et al., 2019).

CONCLUSION

This systematic review identified eight relevant studies that investigated
self-management interventions in primary education. The analysis revealed that
cognitive self-management was the most frequently examined domain, particular-
ly through the use of digital tools aimed at improving students’ attention, memo-
ry, and independent learning (Huang & Yu, 2019; Yu et al., 2024). Behavioural
self-management, including goal setting and self-monitoring, was also shown to
significantly contribute to better academic outcomes and student responsibili-
ty (Panagopoulou-Stamatelatou, 1990; Smith et al., 2022). Although emotion-
al self-management appeared less frequently, the studies that integrated digital
social-emotional learning (SEL) components demonstrated promising effects on
student well-being and engagement (Zeybek, 2023).

Seven out of the eight reviewed studies confirmed the positive impact of digital
technologies in supporting self-management development. Interventions included
video-based instruction, mobile platforms, and interactive games, all of which
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contributed to increased student motivation, engagement, and autonomy (Har-
rison et al., 2020; Wong et al., 2020). Particularly effective were models such
as SDOA for younger students and gamified approaches. Open Educational Re-
sources (OER) also emerged as valuable tools for fostering self-directed learning
and motivation (Wong et al., 2020).

Despite these encouraging findings, several challenges and limitations were
identified. Some studies lacked methodological robustness due to small sample
sizes or short-term interventions (Smith et al., 2022). There is a strong need for
enhanced teacher training, as well as better integration of digital tools into exist-
ing curricula (Zeybek, 2023; Alieksieieva et al., 2021). Furthermore, most of the
research comes from Western or technologically advanced contexts, limiting the
cross-cultural generalizability of the results.

This review highlights the potential of combining digital technology with ped-
agogically grounded self-management strategies to improve learning, behaviour,
and emotional outcomes. Future research should prioritize long-term studies, cul-
turally sensitive implementations, and systematic teacher support, as well as the
development of effective and scalable interventions. With such an approach, edu-
cational systems can better empower students to take ownership of their learning
and become more resilient and independent learners in the 21st century (Grady &
Gough, 2014; McClelland & Cameron, 2011).
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SUSTAVNA ANALIZA ISTRAZIVANJA O SAMOREGULIRANOM UCENJU UZ POMOC
PRIMJENE DIGITALNE TEHNOLOGIJE U OSNOVNOSKOLSKOM OBRAZOVANJU

SAZETAK

Ovaj sustavni pregled kriticki procjenjuje recenziranu KLIUCNE RUECT:

struénu literaturu posveéenu ishodima intervencija u svrhu samoregulirano ucenje, drustvene
samoreguliranog ucenja u osnovnim $kolama uz pomo¢ i emocionalne kompetencije, mod-
primjene digitalnih tehnologija. Na temelju smjernica el Prisma, digitalna tehnologija,
PRISMA 2020, ovaj pregled obuhva¢a osam podatkovnih ucenici

baza, a sadrzava empirijske studije, recenzije strucne lite-
rature, meta-analize i teorijske radove objavljene izmedu
2014.12024. U skladu s kriterijima za uklju¢ivanje, nagla-
sak je stavljen na intervencije vezane za samoregulirano
ucenje u osnovnim $kolama. Rezultati upucuju na presudni
utjecaj samoregulacije u ucenju na osnovno obrazovanje.
Studije pokazuju da intervencije, ukljucujuci i one koje se
koriste digitalnim alatima, igrama i javno dostupnim obra-
zovnim resursima, uvelike povecavaju zalaganje ucenika,
ishode ucenja, kao i drustvene i emocionalne kompetenci-
je. U ovom pregledu naglasena je vaznost osposobljava-
nja ucitelja i identifikacije zapreka u integraciji strategija
za samoregulirano u¢enje u postojece nastavne planove i
programe. Ucinkovito samoregulirano ucenje zahtijeva
nijansiran pristup koji tradicionalne metode kombinira s
modernim digitalnim tehnologijama prilagodenim indivi-
dualnim potrebama ucenika. Tako, primjerice, integriranje
tehnika samoreguliranog ucenja koje se temelje na igrama
i digitalnim alatima, poput aplikacija za mobilno ucenje,
pospjesuje zalaganje i akademski uspjeh, posebno medu
ucéenicima s poteskocama u ucenju. lako je nuzno nastaviti
istrazivanja kako bi se procijenila dugoro¢na ucinkovitost
digitalnih intervencija i razvoja inovativnih strategija za
promicanje samoreguliranog ucenja u razli¢itim obrazov-
nim kontekstima, nema sumnje da digitalna tehnologija
donosi potencijalne prednosti. Zbog nedostataka tradicio-
nalnih metoda, koje Cesto prednost daju vanjskoj kontro-
li, a ne poticanju unutrasnje motivacije i samoregulacije,
sve je vidljivija potreba za novim i poticajnim alatima.
To je posebno vazno s obzirom na to da je djeci mlade
dobi samoregulirano ucenje Cesto problemati¢no, pa su
zato agresivni, nedostatno motivirani i odustaju od ucenja.
1z tradicionalnih pristupa Cesto izostaju ucinkovite inter-
vencije, posebice one utemeljene na modernoj digitalnoj
tehnologiji, koja je potrebna kako bi se ove zapreke pri-
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mjereno prevladale i kako bi se razvile vjeStine nuzne za
samoregulirano ucenje.

Medutim, studije upozoravaju na to da u istrazivanju vje-
Stina potrebnih za samoregulirano ucenje nedostaje vazna
karika s obzirom na primjenu digitalne tehnologije u obra-
zovnom okruzenju. Ta nepoznanica predstavlja kljucno
podruéje za daljnja istrazivanja jer podcrtava potrebu za
nijansiranijim razumijevanjem moguce primjene digitalne
tehnologije ne samo u svrhu akademskog napretka nego
i za poticanje elementarnih druStveno-emocionalnih kom-
petencija poput samoreguliranog ucenja. Stoga se istrazi-
vanjem primjene interaktivnih igara, obrazovnih aplikacija
i poticajnih digitalnih platformi, osmisljenih u svrhu ra-
zvoja samoreguliranog uc¢enja, mogu stvoriti preduvjeti za
preoblikovanje poduke i ucenja tih kljuénih vjestina. Ove
digitalne tehnologije omogucavaju poticajnije i personali-
ziranije uvjete za ucenje zato $to individualnim potrebama
i stilovima ucenja mogu pristupiti iz perspektive koja je
tradicionalnim metodama ¢esto nemoguca.
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ABSTRACT

This review paper explores and defines the role of contextual
factors as constructive elements in inclusive education. Qual-
ity implementation of inclusion implies changes at the level
of everyday educational practice, focusing on the clear role
of all key stakeholders involved in the implementation pro-
cess itself. Analyzing various dimensions of context, includ-
ing family environment, school systems, social climate, and
political and legislative frameworks, the paper explores how
these factors shape and encourage inclusive education. By
reviewing relevant research, the paper identifies key aspects
of context that positively influence inclusion. Exploration of
their role in supporting diversity and creating enabling frame-
works for people with different educational needs emphasiz-
es the principle of accepting mutual differences in work as
incentives, not obstacles. By identifying key contextual fac-
tors in order to analyze and synthesize previous knowledge,
a clear framework and starting point is created in terms of
organizational and programmatic preconditions for the im-
plementation of inclusion. Synthesis of previous knowledge
provides insight into the importance of contextual approach
to inclusive education, emphasizing the need for further re-
search and practices aimed at improving inclusive education
in the system of regular and special educational institutions.
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INTRODUCTION

Inclusion is the process of equal inclusion of an individual, regardless of their
developmental capabilities, in social activities and community life. Educational
inclusion provides children with disabilities with equal opportunities to participate
in educational activities by adapting teaching content, methods, and strategies,
and presents them with equal access to educational resources in order to achieve
their full potential. Such an approach not only enables students with disabilities to
participate in regular educational activities but also contributes to their social in-
tegration and the development of competences necessary for active participation
in the community. According to UNESCO, inclusion is a dynamic approach of
positive response to student diversity, accepting individual differences as an asset
for learning, not a problem (Babi¢ Pezo, A., Velki, T., 2018).

Inclusive education in the Republic of Croatia is based on legislation that pro-
tects the rights of the child, the Convention on the Rights of the Child and the
Convention on the Rights of Persons with Disabilities. The Republic of Croatia
ratified the Convention on the Rights of the Child in 1991, and in 2007, it ratified
the Convention on the Rights of Persons with Disabilities. Therefore, the Consti-
tution of the Republic of Croatia guarantees persons with disabilities the right to
inclusion in society and equal inclusion in the education system (Croatian Parlia-
ment, 1 April 2005). According to Article 23 of the Convention on the Rights of
the Child (UN, 1989), the signatory countries of the Declaration of the Rights of
the Child are obliged to recognize the right of a child with disabilities to lead an
active life in the community, guaranteeing dignity and independence.

The aforementioned documents ensure the right of a child with disabilities to
education in accordance with developmental abilities and needs, equal inclusion
in the education system, development of competences necessary for active partic-
ipation in the community, and consequently, to integration in society.

LEGISLATION FOR THE INCLUSION OF CHILDREN WITH
DEVELOPMENTAL DISABILITIES IN THE REGULAR PRIMARY
SCHOOL EDUCATION SYSTEM

In the Republic of Croatia, there are various legal acts, strategic, general, and
implementation documents that regulate the upbringing and education of children
with developmental disabilities. One such document is the Education Act (OG
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98/19; 64/20). This document defines students with developmental disabilities as
children with various health, physical, motor, and learning difficulties, emotional
problems, or social and cultural factors that can negatively affect their devel-
opment. The aforementioned difficulties can prevent a child from participating
equally in regular school activities, and the goal of inclusive education is to ena-
ble all students, including children with disabilities, to participate equally in the
educational process. The upbringing and education of children with disabilities
is based on accepting diversity and ensuring conditions for the maximum devel-
opment of each student, while equalizing opportunities for achieving educational
goals and ensuring education near their place of residence.

For students with developmental disabilities, the Ordinance on Primary and
Secondary Education (OG 24/15) provides various types of adapted programs,
including regular programs with individualized procedures, special programs for
acquiring competences in everyday life activities, as well as special programs
with rehabilitation procedures.

Also, the Ordinance on Teaching Assistants and Professional Communication
Mediators (OG 102/18, 59/19, 22/20) allows schools to hire experts who provide
additional support to children with disabilities, thereby improving access to ed-
ucation and enabling greater social integration of students. Laws and ordinances
set clear guidelines for the implementation of inclusion, but success depends on
quality cooperation between all participants, including teachers, parents, assis-
tants, and professional services, with the aim of ensuring maximum support for
students with developmental disabilities.

Program support includes various rehabilitation and educational programs im-
plemented in schools with the consent of the Ministry of Science, Education and
Youth. The Expert Committee also establishes specific procedures for adjusting the
educational process based on the psychophysical state of students, as stated in the
Ordinance on the Process for Determining the Psychophysical State of Children and
Students and the Structure of Expert Committees (Official Gazette 67/14, 63/20).

The National Framework Curriculum for Preschool, General Compulsory and
Secondary Education (MoSES/2011) and the Education Act (Official Gazette
68/18, 98/19, 64/20) are aimed at building an inclusive education system that fos-
ters more effective education of all children, including children with developmen-
tal disabilities. Encouraging learning adaptation and evaluating the achievements
of students with disabilities allows the creation of an inclusive society, reduces
discrimination, and contributes to greater economic efficiency of the education
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system. For successful inclusion, cooperation of all participants in the educational
process is necessary, with an emphasis on the competences for the implementa-
tion of inclusive education. Therefore, it can be concluded that an effective re-
sponse to inappropriate and discriminatory attitudes towards children with devel-
opmental disabilities can be provided by inclusively oriented (regular) schools.
The goal of the educational process in the primary school system in the education
of children without disabilities as well as those with developmental disabilities is
to encourage holistic development, nurture the strengths of each child, recognize
their developmental opportunities, and meet their needs.

In order to achieve a high level of quality in educational inclusion, in addition to
theoretical considerations and partial practical solutions, mutual cooperation of all
participants in the educational process is necessary. The goal of the educational pro-
cess in the primary school system in the education of children without difficulties as
well as those with developmental difficulties is to encourage holistic development,
nurture the strengths of each child, recognize their developmental opportunities,
and meet their needs. In order for professional staff in the primary school education
system to respond appropriately to the needs of children with developmental dif-
ficulties, it is necessary for them to have the competences to implement inclusion.

CULTURE OF AN EDUCATIONAL INSTITUTION - PRESCHOOL
AND REGULAR SCHOOL PERSPECTIVE

The culture of an educational institution is defined by a system of values, be-
liefs, and traditions that have been built over time by all stakeholders in the educa-
tional/teaching process, facing various challenges. School culture is characterized
by the expectations of the individual, the values they represent, and the thoughts
and behaviors within the community. The role of stakeholders in the educational
process is to build an institution in which everyone feels accepted and welcome,
which becomes especially prominent when children with developmental disabili-
ties enter the regular education system.

It is necessary to emphasize that quality inclusive education implies much more
than the basic elements of a child’s presence in the education system. Inclusive
culture belongs to the pedagogical dimension of the school and implies the role
of teachers and other professional school employees in nurturing and supporting
inclusion, which ultimately contributes to laying the foundations of inclusion in
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the entire society.

The transition from family to early and preschool education is a significant pro-
cess that causes fear and insecurity in children and parents. A successful transition
is based on respecting the rights and developmental specificities of the child and the
support and understanding of all participants, especially for children with develop-
mental disabilities. The interaction of all participants in the transition process is a
predictor of the child’s successful inclusion in the educational community (Miocié,
2019). In order for a child to adapt to a new environment, it is necessary to understand
the child’s specific difficulties, as well as the problems that the child and their family
encounter on a daily basis. The relationship between educators, teachers, and parents
has a crucial role in the child’s adaptation and inclusion in society. In this transac-
tional process, mutual trust and cooperation are essential. Parents of children with
developmental disabilities are often not prepared for the challenges of raising and
educating their child and need professional support. Activities organized by experts,
such as counseling, educational meetings, and joint activities, can help in this pro-
cess. The partnership between families and educational institutions is based on con-
tinuous communication and coordination of work with the child’s needs (Kraft-Sayre
and Pianta, 2000). Frobel emphasized the importance of the connection between the
preschool and primary school systems, which is also confirmed by recent research
(La Paro et al., 2000; Mioci¢, 2023). Active involvement of parents in the child’s
transition from preschool to school has a positive impact on their socio-emotional
development and academic success (Griebel and Niesel, 2003; O’Kane et al., 2013).
Individualized transition programs that provide support to parents and enable coop-
eration between educators and teachers are recommended for children with disabili-
ties. The goal is to facilitate the child’s adaptation and provide the necessary support
from the moment they are enrolled. Parents of children with disabilities highlight
four main problems when starting school: lack of communication with the school,
exclusion from decision-making, a feeling of unacceptance, and lack of informa-
tion about the child’s progress (Mioci¢, 2022; Janus et al., 2007). The issue of (non)
cooperation between kindergartens and schools is not specific only to children with
disabilities. In Croatia, there is no regulation regulating this cooperation, and the
preschool and school curricula are not harmonized. Although the Education Strategy
(2014) emphasizes the importance of continuous support for children and coopera-
tion between institutions, specific guidelines for implementation are lacking.

Inclusive school culture is achieved through three dimensions: creating an in-
clusive culture, creating inclusive policies, and developing inclusive practices
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(Ivanéié, B, Stanci¢, 2013).

Creating an inclusive culture involves building a community of inclusive val-
ues such as cooperation and a safe and stimulating environment, while creating
an inclusive policy is based on building a school for all children with a special
emphasis on supporting and accepting diversity. The development of inclusive
practice refers to providing material and professional resources, and to education-
al institutions and local communities, necessary for the organization and imple-
mentation of various forms of learning and the implementation of the teaching
process (Ivanci¢, P., Stanci¢, Z., 2013).

Society plays a significant role in the quality of inclusion, which Bouillet (2010)
agrees with, stating that a difficulty or special need is not just a medical term or
description of a health condition, but a social construct. Also, Karamati¢ Br¢i¢
(2013) believes that the goals of education arise from society and culture, with
each individual society having its own ideology from which a certain system of
values and norms emerge that teachers transfer to school.

The concept of inclusion encompasses a wide range of aspects relevant to its un-
derstanding and action, from laws and regulations enacted by individual states to the
culture and value system of a society and local communities. In the context of this
paper, the focus is on educational inclusion in a broader and narrower sense. Ac-
cording to Karamati¢ Brci¢ (2013), educational inclusion in a broader sense refers
to the inclusion of people at risk of social exclusion and marginalization, while in
a narrower sense educational inclusion emphasizes the right of a child to education
in the regular education system, in accordance with their individual capabilities. In
order for inclusion to fully take root not only in the education system of the Republic
of Croatia, but also in society as a whole, cooperation between all stakeholders is
necessary (Sunko, 2006; Bouillet, 2010). In the last century, people with develop-
mental disabilities were viewed through the prism of difficulties and developmental
disabilities, so they attended special schools and were placed in special institutions,
which resulted in segregation and stigmatization (Bouillet, 2010; Sunko, 2006;
Krampac-Grljusi¢, Marini¢ 2007; Zrili¢, Brzoja, 2013). In addition to segregation,
the planning and implementation of educational work was based on students’ devel-
opmental difficulties and labeling, focusing exclusively on teaching according to
the developmental difficulty, without taking into account the student’s potential and
without starting from a holistic understanding of the child (Sunko, 2006).

In the last century, people with developmental disabilities were viewed through
the prism of difficulties and developmental disabilities, so they attended special
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schools and were placed in special institutions, which resulted in segregation and
stigmatization (Bouillet, 2010; Sunko, 2006; Krampac-Grljusi¢, Marini¢ 2007,
Zrili¢, Brzoja, 2013). In addition to segregation, the planning and implementation
of educational work was based on students’ developmental difficulties and labeling,
and focusing exclusively on teaching according to the developmental difficulty,
without taking into account the student’s potential and without starting from a ho-
listic understanding of the child (Sunko, 2006). In contrast to the traditional model
of teaching students with disabilities, modern pedagogical practice represents an
individualized approach to work that starts from the child’s strengths, needs, and
interests (Krampac-Grljusi¢, Marini¢, 2007). Accordingly, the inclusion of a child
with developmental disabilities into the regular education system is implemented,
while the separation of a child into special classes and schools is only approached
in cases of multiple disabilities (Batarelo Koki¢, Vukelié, Ljubi¢, 2009).

Essential features of inclusion encompass learning according to a model (Bach,
2005), changing attitudes, opinions, and prejudices of the environment that are
based on traditional methods of teaching children with disabilities and meeting their
needs (Krampac-Grljusi¢ and Marini¢, 2007). As stated by Karamati¢ Br¢i¢ (2013),
in order for the inclusion of a child with disabilities in the regular education system
to be successful, it is necessary to employ competent professional staff in accord-
ance with pedagogical standards and to ensure appropriate spatial conditions and
didactic and methodological equipment. In addition, the pedagogical dimension of
inclusion particularly emphasizes a positive attitude of all participants in the teach-
ing process towards students with disabilities, as well as the belief in their learning
abilities in appropriate pedagogical, didactic, spatial and material conditions.

According to Batarelo Koki¢ et al. (2009), there are financial, structural, so-
cio-cultural, and political difficulties in the implementation of inclusion in the
Republic of Croatia. Under the category of financial difficulties, the author lists the
inability to provide material resources for education and training for appropriate
work with children with disabilities, while in the category of structural difficulties
the limitations of rural areas are mentioned (school transport, inadequate or non-ex-
istent infrastructure for people with disabilities with a special emphasis on teaching
aids). Insufficient focus on legal acts and legislation related to inclusive education
and centralization with a special emphasis on the decentralization of the curriculum
is classified as a political difficulty. However, in addition to all the aforementioned
challenges, special attention should be paid to the discrepancy between legislation
and its application in practice (Sunko, 2006; Batarelo Koki¢ et al., 2009).
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The authors attribute this to the failure to ensure prescribed working conditions,
which is also supported by research results. Specifically, the results obtained from
the research conducted by Batarelo Koki¢ et al. (2009) showed that in addition to
inadequate material conditions, teachers stated that during their studies they did
not acquire sufficient knowledge about specific teaching forms which are neces-
sary for working with children with developmental disabilities, and consequently
lack competences to implement inclusive education (Batarelo Koki¢ et al., 2009,
Karamati¢ Br¢i¢, Petani, Mioc€i¢, 2020). From the pedagogical perspective, the
difficulties in implementing inclusion can be removed and overcome by acquiring
knowledge and developing the necessary competences of teachers.

The inclusion of a child with disabilities in the regular education system en-
courages inclusive values based on the awareness of individual differences and
the focus on creating and implementing teaching units in accordance with indi-
vidual capabilities of each student (Karamati¢ Br¢i¢, 2013). All stakeholders play
a significant role in the implementation of legal acts regulating the rights of all
children/students with developmental disabilities.

THE ROLE OF STAKEHOLDERS IN THE INCLUSIVE
EDUCATION PROCESS

The fundamental principles of inclusive education are ethics, interdisciplinary
approach, professionalism, and teamwork of all stakeholders. Therefore, it is nec-
essary to emphasize that a major role in inclusive education is played by interdis-
ciplinary competence of professional school staff (teachers, professional associ-
ates, principals) and external stakeholders (school doctors, external associates), as
well as their cooperation with parents/guardians to the benefit of the child.

Principals play a significant role in the implementation of legal acts regulating
the rights of all children/students with developmental disabilities. The role of the
principal is to encourage and support the development of an inclusive school cul-
ture and its quality implementation during the educational process, to cooperate
with professional associates and teachers in finding appropriate pedagogical, pro-
grammatic, and organizational work models, and to ensure material conditions for
their implementation. In order to achieve a high level of quality of inclusion and
ensure the necessary resources for the educational/teaching process, in addition to
cooperation with professional school staff, the cooperation of the principal with
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the local community plays a significant role.

The role of the teacher is to plan and implement educational activities, meth-
ods, and forms of work in accordance with the child’s developmental capabilities,
and to create an environment that will encourage the development of each child’s
full potential. Also, in cooperation with the school’s professional associates, the
teacher develops and implements individualized learning materials, produces nec-
essary school documentation with the aim of monitoring the developmental and
educational progress of the student, and creates an expert opinion and proposals for
further activities, types, and forms of work and support for the student with diffi-
culties. In addition, the role of the school’s professional associates is to plan, imple-
ment, and evaluate preventive programs in order to provide timely and appropriate
support to all students. This approach seeks to reduce students’ risky behavior,
develop competences for successfully solving everyday problems and learning,
and strengthen protective factors in order to try to prevent the development of new
disorders. Accordingly, scientifically based individual and/or group professional
interventions aimed at students and their parents/guardians are planned, organized,
and implemented. Special weight is given to the protection of children’s rights, em-
phasizing the importance of accepting diversity, mutual understanding, tolerance,
and educational inclusion, not only in school but also in the wider community.

In order for a student with developmental disabilities to progress during their
education, it is necessary to create a curriculum within which the child’s special
characteristics, i.e., the specifics of their developmental disabilities, as well as their
individual needs will be taken into account. In order to determine the appropriate-
ness of the planned curriculum and the quality of its application during the teach-
ing/educational process in relation to an individual student with developmental
disabilities and to the possible need for changes and adjustments, its evaluation is
necessary. The procedure and elements for an evaluation of educational achieve-
ments of students in relation to educational outcomes of subject curricula are estab-
lished by the Ordinance on the Manner, Procedures, and Elements of Evaluation of
Primary and Secondary School Students (Official Gazette 100/21; , 43/20; 82/19;
112/10). The assessment of the student’s achievements and the adoption of edu-
cational outcomes is carried out descriptively or numerically, in accordance with
the educational program they attend/are included in/enrolled in. In addition to the
adoption of educational outcomes, adopted educational values and their attitude
towards work and set tasks play a special role in the evaluation of students with
disabilities. The primary role of professional staff at the educational institution
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that the student attends is to develop their self-confidence and sense of progress
in order to make good use of acquired competences and develop new ones, and to
encourage students to actively participate in classes and extracurricular activities.

It is necessary to emphasize that the methods/models, procedures, and elements
for an evaluation of the achievements of students with difficulties and student
behavior, regardless of whether individual programs or special curricula are im-
plemented with them, should be designed and applied by teachers taking into
account the characteristics and difficulties of each student. Any errors made by
the student when performing individual activities or presenting knowledge and
understanding educational material, which may be a consequence of a develop-
mental disability, should be corrected, but it should in no way affect the final eval-
uation of the student’s work or grade. In this case, the assessment of the student’s
achievements should be assessed descriptively.

EDUCATIONAL WORK IN AN INCLUSIVE SCHOOL/CLASS

In the system of education of children/students with developmental disabilities,
reasonable accommodation implies ensuring access to the school environment,
appropriate educational programs/curriculums and forms of schooling, profes-
sional support, and pedagogical and didactic adjustments in accordance with
the developmental characteristics and individual needs of the student in order
to enable his/her participation in the educational process on an equal basis with
other students and thus prevent his/her discrimination on the basis of disability.
The principle of reasonable accommodation implies the tendency for students to
become independent in the school environment. Ensuring reasonable accommo-
dation for a student with developmental disabilities does not relieve the student
of the obligation to perform tasks and acquire competences according to the ap-
propriate educational program/curriculum determined for him/her, but only the
adjustment of the manner of their achievement. By developing inclusive edu-
cational practices, teaching activities are planned and carried out in accordance
with the curriculum of a particular subject in relation to the entire class that the
child with disabilities masters with the support of the teacher and, if necessary, a
professional school associate.

All children/students with and without developmental disabilities during all levels
of education encounter various forms of transition processes, such as transition from
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one educational context to another, from one activity to another, from class to sub-
ject teaching, from classroom to classroom, from primary to secondary school edu-
cation system, from school to hospital. In addition to the above transitions, children/
students with disabilities may encounter transitions of different types of curricula
or transitions from regular to separate class/program. The changes that the child/
student encounters can result in stress and thus prevent their quality participation in
everyday activities and interaction with the environment. In order to alleviate stress
and facilitate the child’s easier adaptation to the new environment, its demands, and
expectations, it is necessary to prepare the child/student and provide continuous in-
dividual support and assistance. In order to respond to the needs and capabilities of
the child/student during the transition process, cooperation between all stakeholders
is necessary, as is mutual exchange of information about his/her cognitive and so-
cio-emotional development and the characteristics of the family context.

Before including a child/student in the educational process, school professionals
plan forms of support for the student, plan and implement appropriate activities,
methods, and forms of work in accordance with/within the educational program/
curriculum, based on the collected documentation and data. In order for a child/
student with developmental disabilities to be able to follow the educational/teaching
process in the regular educational system, it is necessary to adapt the teaching model
and forms. Therefore, individualized curricula, which contain the guidelines for op-
timal forms and content of educational support for students with disabilities (Guide-
lines for Working with Students with Disabilities, MZO 2021), are created when
developing and planning individual activities and content, their implementation in
everyday educational work, and an evaluation of the learning and teaching process
of students with developmental disabilities. The guidelines inform professional staff
about essential components of the individualized curriculum, additional learning
resources, and the personal role in working with a child/student with developmen-
tal disabilities. During the implementation process, the individualized curriculum
can be changed and improved according to the individual child/student and his/
her capabilities/competences. Exclusive adaptation of the student to the educational
system is not expected, but rather the adaptation of the system to the needs and ca-
pabilities of the child/student is suggested. The planning and implementation of the
educational/teaching process is based on the development of socio-emotional skills
and the acquisition of competences that the child/student will use in everyday life.

The goal of inclusive education is to provide equal educational opportunities
and an equal learning environment for every child/student.
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In addition to the adaptation of the educational/teaching process, an important
segment in the child/student’s easier transition from one context to another is the
support and advisory work with parents/guardians, which is necessary in order to
best respond to the set expectations/outcomes of a particular subject. Cooperation
and partnership between professional staff and parents is a long-term process that
requires compromise, respect, and a high level of mutual understanding. During
the child’s/student’s involvement in the educational/teaching process, the parent/
guardian should be familiar with all information about his/her progress, any dif-
ficulties he/she encounters, and his/her rights and obligations. Otherwise, there
may be consequences that can be harmful and unproductive, especially for a child
with disabilities, but also for students without disabilities.

THE ROLE OF FAMILIES IN INCLUSIVE EDUCATION

Inclusive education aims to create an educational environment that accepts and
supports all students, regardless of their differences, including students with spe-
cial educational needs, intellectual disabilities, developmental difficulties, disa-
bilities, or socio-economic and cultural barriers (Ainscow and Miles, 2008). Fam-
ilies play a key role in this approach, as their participation can significantly impact
students’ educational outcomes and experiences. According to research, the in-
volvement of families and local communities plays a crucial role in achieving
quality education for all students (Cologon, 2014; Henderson and Mapp, 2002).
Family takes on multi-directional interaction and acts as a communicator between
schools and family units, so the main goal is to provide social and emotional sup-
port to family members, teach them necessary skills, and contribute to children’s
development in different ways (Baggeli Kahraman, 2018).

Recent studies have systematically provided proof of the significant role that
families have in children’s education, especially when it comes to children with
special needs. Key information about children’s needs, interests, and behaviors
are consistently provided by parents and caregivers (Ainscow and Miles, 2008).
Family members successfully complement teachers’ knowledge about their chil-
dren, which enables a better understanding and adaptation of the teaching pro-
cess (Arce, 2019). Numerous studies have established a crucial role of family
participation in education because families can provide information that allows
educational strategies to be adapted to the specific needs of students, especially
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for students with developmental disabilities (Baggeli Kahraman, 2018; Cologon,
2014; Garcia and Rios, 2014). Furthermore, the support that families provide in
educating children, especially those with special needs, is threefold: it comple-
ments teachers’ knowledge about the specific condition of the child, identifies
specific educational patterns necessary for children with special needs to gain ac-
ademic success, and contributes to the overall quality of educational support and
process. With the help of the family, school practices can be designed to better
align with students’ needs (Bolivar, 2006; Epstein, 2011; Escribano and Martinez,
2016; Rasbash et al., 2010; Simo6n and Barrios, 2019; Vigo and Soriano, 2015).
Moreover, involving parents in the educational process not only improves the ac-
ademic success of students but also fosters their emotional development (Hender-
son and Mapp, 2002). This is especially important in inclusive education, where
students’ needs are often more complex and require tailored approaches.

Involving families in education can improve students’ self-confidence and their
motivation to learn. This connection between family and school can result in
greater engagement and a sense of responsibility for education among all parties
involved (Gahwaji, 2019).

Inclusive education not only promotes educational adaptation but also social
integration of all students. This includes both school as an institution for teaching
and sharing knowledge and family because it is in this context that children de-
velop their concept of diversity. Therefore, supporting and involving families is
one of the responsibilities of an inclusive school (Doménech and Moliner, 2014).
Connecting school and family builds a strong relationship between the two envi-
ronments, promoting trust, mutual understanding, and exchange of information,
and providing opportunities and developing new skills. It is important to empha-
size that the child’s first social and cognitive learning begins in the family envi-
ronment, which is the first school of human and social values of relationships and
coexistence (Arce, 2019; Haciibrahimoglu, 2022).

UNESCO (2009) stated the importance of an active role of families in all aspects
of the educational process, including the planning, implementation, and evaluation
of educational activities. Inclusive education should not only be part of the school
system; it should aim for a broader social inclusion instead, encouraging the holis-
tic development of each child (Ainscow and Miles, 2008). Research indicates that
including family members in the educational process can help children with special
needs to overcome challenges and provide them with the additional support they need
for educational success. In order to have successful inclusive education, it is crucial
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to create strong and positive relationships between school and family (Bellido-Calla,
2021). Family members have a significant role in creating an educational environ-
ment that encourages students’ development (Doménech and Moliner (2014). The
link between school and family can improve educational strategies and outcomes,
thereby contributing to the efficacy of inclusive education (Gahwaji, 2019).

Although stakeholders, educational institutions, and families recognize the im-
portance of active family involvement in inclusive education per se, there are
still numerous options for their active participation. In the inclusive educational
process, the role of the family can vary, from extremely passive, in the way of
just receiving information, to very active participation (Ceballos and Saiz, 2021).
Some barriers can limit the ability of families to engage in this educational pro-
cess, such as lack of time, resources, and information (Bryan and Henry, 2012), or
even their socioeconomic status, with lower-income families often having fewer
opportunities for active participation (Valdés and Sanchez, 2016). Other studies
have shown that families who have children with special needs often show signif-
icantly lower levels of satisfaction with school compared to parents of typically
developing children (Kova¢, 2021), which can reduce their motivation for par-
ticipation in the educational process. Also, differences in school satisfaction are
even wider between parents living rurally compared to the ones living in urban
areas (Miljevi¢ Ridicki et al., 2011). Although the significant role of families in
school meetings, activities, and projects has already been established, it should be
further emphasized that this does not mean simply attending meetings, activities,
or school groups. Principals of educational institutions must ensure the active role
of the family in order to encourage parents to participate more effectively and to
establish mutual collaborative partnerships (Erol and Turhan, 2018).

Successful inclusive education involves establishing strong connections between
educational institutions and families. The best partnerships are based on mutual
trust, respect, and constant communication (Pavlovi¢ Breneselovi¢ and Krnjaja,
2017). These relations foster better collaboration in planning and implementing
educational activities, which can improve children’s educational outcomes sig-
nificantly (Jeremi¢ et al., 2023). For families it is very important to be active
participants in children’s educational activities as that can enhance their sense of
belonging and responsibility for their children’s education. By providing support
that is aligned with the school’s educational goals, such as helping with learning at
home, participating in school activities and providing emotional support, families
can significantly help with the implementation of inclusive education (Bagceli
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Kahraman, 2018). The effectiveness of inclusive education depends on strong and
stable cooperation between families and schools, which can consequently improve
students’ educational outcomes and experiences (Cologon and Mevawalle, 2018)
and foster positive development and child safety (Miskeljin et al., 2021).

The role of the family in inclusive education is inestimably important for a suc-
cessful educational process. Most of all, active family participation is crucial for
improving educational outcomes and student experiences, providing the support
and information needed to adapt educational strategies. Even though there are
challenges in ensuring active family participation, building strong partnerships
between families and schools can help overcome these barriers and significantly
foster the inclusive educational process.

CONCLUSION

Mutual cooperation of all participants is crucial to the educational process in or-
der to achieve a high level of quality in educational inclusion. The goal of the edu-
cational process in the primary school system in the education of children without
difficulties as well as those with developmental difficulties is to encourage holis-
tic development and the development of the strengths of each child, to recognize
their developmental opportunities, and to meet their needs. School culture is char-
acterized by the expectations of the individual, the values they represent, and the
thoughts and behaviors within the community. It is necessary to emphasize that
quality inclusive education implies much more than the basic elements of a child’s
presence in the education system.

The fundamental principles of inclusive education are ethics, interdisciplinari-
ty, professionalism, and teamwork of all stakeholders. The role of the teacher is to
plan and implement educational activities, methods, and forms of work in accord-
ance with the child’s developmental capabilities, and to create an environment
that will encourage the development of each child’s full potential.

The goal of inclusive education is to provide equal educational opportunities
and an equal learning environment for every child/student. In addition to the ad-
aptation of the educational/teaching process, an important segment in the child/
student’s easier transition from one context to another is the support and advisory
work with parents/guardians, which is necessary in order to best respond to the set
expectations/outcomes of a particular subject.
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KONTEKSTUALNI CIMBENICI KAO ODREDNICE KVALITETNE PROVEDBE OBRA-
ZOVNE INKLUZIJE KROZ PRIZMU OBITELJI I REDOVNOG SKOLSKOG SUSTAVA

SAZETAK

Ovaj pregledni rad istrazuje i definira ulogu kontekstual-
nih ¢imbenika kao konstruktivnih ¢imbenika inkluzivnog
obrazovanja. Kvalitetna provedba inkluzije podrazumije-
va promjene na razini svakodnevne odgojno-obrazovne
prakse, s fokusom na jasnu ulogu svih klju¢nih dionika
ukljucenih u sam proces provedbe. Analiziraju¢i razliite
dimenzije konekstualnih ¢cimbenika, ukljucujuéi obiteljsko
okruzenje, Skolske sustave, drustvenu klimu te politicke i
zakonodavne okvire, rad istrazuje kako ti ¢imbenici obli-
kuju i poticu uspjesnu implementaciju inkluzivnog obrazo-
vanja. Pregledom relevantnih istrazivanja, rad identificira
kljuéne aspekte kontekstualnih ¢imbenika koji pozitivno
utjeu na inkluziju. Istrazuju¢i njihovu ulogu u podrza-
vanju razliitosti i stvaranju poticajnih okvira za osobe s
razli¢itim obrazovnim potrebama, istice se nacelo prihva-
¢anja medusobnih razlika u radu kao poticaja, a ne pre-
preka. Analizom i sintezom dosadasnjih znanja identifici-
ranjem kljuénih kontekstualnih ¢imbenika stvara se jasan
okvir i polaziste u kontekstu organizacijskih i programskih
pretpostavki za provedbu inkluzije. Sintezom dosadasnjih
spoznaja daje se uvid u vaznost kontekstualnog pristupa
inkluzivnom obrazovanju, naglasavajuci potrebu daljnjih
istrazivanja i praksi usmjerenih na unapredenje inkluziv-
nog obrazovanja u sustavu redovnih i posebnih odgojno-
obrazovnih ustanova.
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SAZETAK

ADHD (engl. Attention Deficit Hyperactivity Disorder) je
neurorazvojni poremecaj kojeg karakterizira perzistentni
obrazac nepaznje i/ili hiperaktivnosti/impulzivnosti koji
ometa funkcioniranje ili razvoj. Nije rijetkost etiketiranje i
stigmatizacija takvih u¢enika u odgojno-obrazovnom okru-
zenju. O jeziku koji se koristi za opisivanje osoba s tesko-
¢ama ovise nacini interakcije i ocekivanja ostalih osoba u
kontaktu s osobama s tesko¢ama. Na procese etiketiranja
i stigmatizacije djeluje nazivlje poremecaja te ukorijenje-
nost nazivlja u medicinskom ili pak socijalnom modelu tes-
koca. Medicinski model prihvaca medicinsku perspektivu
kao autoritet pri definiranju teskoca i invaliditeta, dok je
u socijalnom modelu perspektiva usmjerena na socijalno
okruzenje osobe s invaliditetom i/ili teSko¢ama. Stigmati-
zacija zapocinje uoc¢avanjem razlika u okviru drustvenog
konteksta i etiketiranjem pojedinaca koji odstupaju od nor-
mi. Takve razlike povezuju se s negativnim stereotipima, a
kasnije s predrasudama i diskriminacijom $to ima negativne
ucinke na drustvene prilike i uspjeh u¢enika s ADHD-om.
Svrha je ovog rada ponuditi znanstveno utvrden prijedlog
termina koji ¢e se koristiti u budué¢im znanstvenim i struc-
nim radovima, zakonskim aktima te interdisciplinarnoj ko-
munikaciji medu struénjacima. Implementacija nazivlja u
praksi predstavlja aplikativnu svrhu ovog rada. Osnovni je
cilj ovog rada prikazati tijek razvoja terminologije poreme-
¢aja u okviru hrvatskog jezika, koji je u anglosaksonskim
okvirima naj¢esce naslovljen kao Attention Deficit Hype-
ractivity Disorder, Cija je pokrata ADHD, te dati prijedlog
naziva koji je optimalan za upotrebu u hrvatskom jeziku u
buduénosti. Ponudena su dva prijedloga termina — (1) tes-
koce aktivnosti i paznje, (2) ADHD.

KLjUCNE RUECT:
ADHD, medicinski model, nomen-
klatura, socijalni model, stigma
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UvoOD

Sustav odgoja i obrazovanja strukturna je osnova stabilnosti modernog europ-
skog i svjetskog drustva 21. stoljeca. Takva pozeljna stabilnost podrazumijeva in-
kluziju i inicijalno jednaka prava za sve jedinke drustva, no upravo su takva funda-
mentalna prava pojedinca ozbiljno ugrozena u okolnostima suvremenih drustvenih
promjena. Mnogim kljuénim dokumentima (European Agency for Development
in Special Needs Education, 2012; UN, 2006; UNESCO, 1994; UNESCO, 2017)
inkluzivno se obrazovanje istie kao potencijal za sveobuhvatno ukljuéivanje svih
drustvenih dionika. Inkluzivno obrazovanje podrazumijeva ,,uvazavanje svih uce-
nika te nastavnog i Skolskog osoblja na jednaki nacin te sudjelovanje svih ucenika,
odnosno smanjivanje njihovog iskljucivanja iz Skolske kulture, kurikuluma i lo-
kalne zajednice” (Booth i Ainscow, 2002: 3). Svakako je nuzno propitivati zasto
ucenici s ADHD-om ne bivaju adekvatno uklju€eni u odgojno-obrazovnu i §iru
drustvenu zajednicu. Jedan od potencijalnih uzroka takve situacije svakako je no-
menklatura povezana s obiljezjima koja su karakteristicna za ADHD.

U hrvatskom govornom podruc¢ju zabrinjavajuéa je kontinuirana nedosljed-
nost u procesu kreiranja naziva poremecaja koji u anglosaksonskom govornom
podru¢ju ima jedan ustaljeni naziv: Attention Deficit Hyperactivity Disorder
ili pokratu ADHD. Takva pojava ne ¢udi s obzirom na to da se nomenklaturi
ADHD-a u okviru hrvatskog govornog podrucja nije jos nitko posvetio u znacaj-
noj mjeri. Takvoj situaciji pripomaze Cinjenica da je ADHD interdisciplinaran
medicinski, pedagoski, a potom i Siri drustveni fenomen i svaka znanost takav
fenomen promatra iz svoje perspektive $to svakako djeluje i na samo nazivlje.

S obzirom na terminolosku nedosljednost u kontekstu ADHD-a na hrvatskom
govornom podrucju, svrha je ovog rada ponuditi znanstveno utvrden prijedlog
termina koji ¢e se rabiti u budu¢im znanstvenim i stru¢nim radovima, zakonskim
aktima te interdisciplinarnoj komunikaciji medu stru¢njacima. Implementacija
nazivlja u praksi predstavlja aplikativou svrhu ovog rada. Osnovni je cilj ovog
rada prikazati tijek razvoja nomenklature u kontekstu ADHD-a u okviru hrvat-
skog jezika te dati prijedlog naziva koji je optimalan za upotrebu u hrvatskom
jeziku u buduénosti.

Navedeni ¢e se cilj realizirati:

(1) pregledom naslova dostupne znanstvene literature ¢iji je barem jedan od

autora istaknuti znanstvenik i/ili stru¢njak s hrvatskog govornog podruc-
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ja koji se bavi temom ADHD-a uzimaju¢i u obzir radove ¢iji su (barem)
naslovi prevedeni na hrvatski jezik, u naslovu se spominje ADHD i rad
se nalazi u znanstvenoj bazi CroRIS. Znanstvenici koji su identificirani
kao najznacajniji na podruéju ADHD-a i ¢iji ¢e se radovi uzeti u obzir:
dr. sc. Ivana Batarelo Koki¢, dr. sc. Dejana Bouillet, dr. sc. Jasna Kudek
Mirosevi¢, dr. sc. SiniSa Opi¢, dr. sc. Mirjana Radeti¢ Pai¢, dr. sc. Ksenija
Romstein, dr. sc. Snjezana SekuSak-GaleSev, dr. sc. Sanja Skoc¢i¢ Mihié,
dr. sc. Esmeralda Sunko, dr. sc. Tena Velki, dr. sc. Natasa Vlah i dr. sc.
Smiljana Zrili¢.

(2) pregledom naslova izdanih knjiga posredstvom Kataloga Nacionalne
sveucili$ne knjiznice uzimajuéi u obzir knjige napisane izmedu 1991. i
2024. godine (uvrstene u predmet: Djeca s poremecajem paznje i hipe-
raktivno§éu) barem jednog hrvatskog autora, a da je naslov rada preveden
na hrvatski jezik te naslov spominje inaicu hrvatskog naziva termina
ADHD te

(3) pregledom zakonskih akata na mreznim stranicama Narodnih novina i Mi-
nistarstva znanosti i obrazovanja na podrucju osnovnoskolskog odgoja i
obrazovanja u Republici Hrvatskoj u kojima se spominje inacica hrvatskog
naziva termina ADHD.

STO JE ADHD?

ADHD (engl. Attention Deficit Hyperactivity Disorder) je neurorazvojni po-
remecéaj kojeg karakterizira perzistentni obrazac nepaznje i/ili hiperaktivnosti/
impulzivnosti (Americka psihijatrijska udruga, 2014). S obzirom na tri navedena
podrucja simptoma ADHD-a postoje tri prezentacije ADHD-a — prezentacija s
dominantnom nepaznjom, prezentacija s dominantnom hiperaktivno$éu/ impul-
zivnos¢u 1 kombinirana prezentacija (Rief, 2016). Postotak ucestalosti ADHD-a
varira, od 3 do 12 % (Vlah, Sekusak Galesev i Skoc¢i¢ Mihi¢, 2018). Uz navedena
obiljezja isti¢u se i dodatne teSkoce funkcioniranja uc¢enika s ADHD-om, teSkoce
u ponasanju (Tengsujaritkul, Louthrenoo i Boonchooduang, 2020; Shiels i Hawk,
2020), emocionalne teskoée (Barkley, 2018; Sjowall, Roth, Lindqvist i Thore-
11, 2013), teSkoce u socijalizaciji (Huang-Pollock, Mikami, Pfiffner i McBurnett,
2009; Hoza i sur., 2005, prema Aduen, Day, Kofler, Harmon, Wells i Sarver,
2018) i teskoce izvrsnih funkcija (Barkley, 2013; Carr, 2015, prema Meerman,
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Batstra, Freedman, Hoekstra i Grietens, 2020) Sto u konacnici negativno djeluje
na akademsko funkcioniranje djeteta s ADHD-om (Colomer, Berenguer, Rosello,
Baixauli i Miranda, 2017; DuPaul, Morgan, Farkas, Hillemeier i Maczuga, 2016).
S obzirom na navedene karakteristike uc¢enika s ADHD-om, nije rijetkost etiketi-
ranje i stigmatizacija takvih ucenika u odgojno-obrazovnom okruzenju. Na takve
procese djeluje i nazivlje poremecaja te naslonjenost nazivlja na medicinski ili
pak socijalni model teskoca.

MEDICINSKI I SOCIJALNI MODEL TESKOCA

Medicinski model prihva¢a medicinsku perspektivu kao autoritet pri definira-
nju teSkoca i invaliditeta, dok je u socijalnom modelu perspektiva usmjerena na
socijalno okruzenje osobe s invaliditetom i/ili teSko¢ama. Prema medicinskom
modelu ,,invaliditet je individualni ili medicinski fenomen koji proizlazi iz oste-
¢enja tjelesnih funkcija ili struktura; nedostatak ili abnormalnost, dok socijalni
model invaliditet definira kao drustveni konstrukt koji se namece prije oSte¢enja
od strane drustva; neki oblik razlike” (Haegele 1 Hodge, 2016: 2). U medicin-
skom modelu etiketira se i kategorizira s namjerom djelovanja na pojedinu tesko-
¢u ili invaliditet ne uzimajuéi u obzir socijalnu percepciju osobe s invaliditetom
(Haegele i Hodge, 2016) niti uzimajuci u obzir relevantnost okoline pri percepciji
invaliditeta i teSkoca (Krcek, 2023). U medicinskom modelu medicinskim se po-
stupcima nastoje manjkavosti ukloniti i pojedinca prilagoditi druStvu, ostavljajuéi
drustvo nepromijenjeno. Socijalni model predvida promjene u drustvu, drustve-
nim idejama i politikama, ne intervenirajuci u smjeru pojedinca s obzirom na to
da se njegove karakteristike vide jedinstvenima i potencijalom za obogacivanje
drustva (Haegele i Hodge, 2016). Posebno je zabrinjavajuce da se u medicinskom
modelu ¢ak 1 pedagoske odluke donose na temelju odluka medicinskih autoriteta
1 stru¢njaka te je takva perspektiva preduvjet za edukacijsko isklju€ivanje 1 sti-
gmatiziranje za razliku od socijalnog modela koji suzbija stigmu, uzima u obzir
potrebe ucenika te mu se proaktivnim metodama prilagodava (Kapoor i Kaul,
2024; Lynn i Lennon-Dearing, 2024). Takav model prihvaca interakciju poje-
dinca i drustva te drustvo vidi kao medij u okviru kojeg se etiketira, uzrokuje ili
odrzava invaliditet ili teSko¢e (Krcek, 2023). Nadalje, u socijalnom modelu pri
donosenju odluka i kreiranju promjena u drustvu uzima se u obzir osoba s invali-
ditetom ili teSkocama, a ekskluzija je posljedica nespremnosti okoline na promje-
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ne 1 prilagodbu. Kritika medicinskog modela odnosi se na isklju€ivanje osoba s
invaliditetom iz procesa donoSenja odluka i izostanak prihvacanja njihovih zZelja,
potreba i perspektiva.

ETIKETIRANJE I STIGMA

Stigma je kombinacija kognitivne, afektivne i bihevioralne komponente
(Goffman, 1997, prema Mueller, Fuermaier, Koerts, i Tucha, 2012) te potice
razvoj predrasuda i diskriminacije (Goffman, 1963). Ako je za neke vrste tesko-
¢a karakteristi¢no odstupanje od konvencionalnih oblika ponasanja, kao §to je
to slucaj kod ADHD-a, stigmatizacija je jaca (Martin, Pescosolido, Olafsdottir
i McLeod, 2007; Walker, Coleman, Lee, Squire i Friesen, 2008). Upravo oso-
be s ADHD-om u svim razdobljima Zivota i u gotovo svim okolnostima bivaju
stigmatizirane (Lebowitz, 2013). Zbog javne stigme (engl. public stigma) imaju
manje prilika za realizaciju svojih potencijala Sto nerijetko dovodi do edukacij-
skog i drustvenog iskljucivanja. Javna stigma u znacajnoj je mjeri preduvjet za
razvoj samostigme (engl. self-stigma) s obzirom da internalizacija segmenata
javne stigme dovodi do prihvaéanja drustvene perspektive samog sebe te razvoja
samostigmatiziraju¢eg funkcioniranja stigmatizirane osobe (Corrigan, Larson i
Ruesch, 2009).

Stigmatizacija zapocinje uocavanjem razlika u okviru drustvenog konteksta
1 etiketiranjem pojedinaca koji odstupaju od normi. Takve razlike povezuju se
s negativnim stereotipima, a kasnije s predrasudama i diskriminacijom §to ima
negativne ucinke na drustvene prilike i uspjeh etiketiranog pojedinca (Link i
Phelan, 2013), pa tako i prilike i uspjeh etiketiranog u¢enika s ADHD-om (Mu-
eller i sur., 2012), pri ¢emu ucitelji takve ucenike ocjenjuju nizim ocjenama u
usporedbi s ucenicima kojima nije dijagnosticiran ADHD (Metzger i Hamilton,
2020) te vide njihovo ponaSanje neprimjerenijim Sto dovodi do stigmatizacije
(Varma i Wiener, 2020) i §to ima daljnje negativne posljedice na njihov Zivot i
drustveno djelovanje.

Corrigan i Watson (2002) sumirali su odnos kognitivnih, afektivnih i bihevio-
ralnih segmenata javne stigme i samostigme (Tablica 1) te prikazuju razvoj sti-
gme (javne stigme 1 samostigme) od pocetnog stereotipnog uvjerenja do diksri-
minativnog ponasanja.
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TasLica 1 Odnos javne stigme i samostigme (Corrigan i Watson, 2002: 16)

Javna stigma Samostigma
- stereotipi — negativna uvjerenja o pojedinoj - stereotipi — negativna uvjerenja o samome sebi
grupi (npr. opasnost, nekompetentnost, karak- (npr. nekompetentnost, karakterna slabost i sl.)

terna slabost i sl.)

- predrasude — slaganje s takvim uvjerenjima - predrasude — slaganje s takvim uvjerenjima
(stereotipima) i negativna emocionalna reakcija | (stereotipima) i negativna emocionalna reakcija (npr.
(npr. ljutnja, strah isl.) nisko samopouzdanje, niska samoucinkovitost i sl.)

- diskriminacija — ponasSanje koje se nadovezuje | - diskriminacija — ponasanje koje se nadovezuje na
na predrasudu (npr. izbjegavanje, uskracivanje predrasudu (npr. ne uspijeva pronaci posao i mjesto
moguénosti zaposljavanja i stanovanja, za stanovanje)

uskracéivanje pomo¢i i sl.)

Barton (2009, prema Haegele i Hodge, 2016) napominje da o jeziku koji se
upotrebljava za opisivanje osoba s teSko¢ama ovise nacini interakcije i o¢ekivanja
tih osoba u kontaktu s drugima. Upotreba narativa koji ne iskljucuje te ne stavlja
u prvi plan teSkocu pojedinca (Sto je jedna od glavnih karakteristika socijalnog
modela) poZeljna je u inkluzivnom okruzenju u svrhu suzbijanja stigmatiziranja.

PREGLED NAZIVLJA ADHD-A U HRVATSKOM GOVORNOM
PODRUCJU

TaBLicA 2 Pregled znanstvenih radova u Republici Hrvatskoj koji u naslovu imaju hrvatsku inacicu
izraza ADHD

Znanstveni radovi

Autor(i) Godina | Naslov rada Naziv ¢asopisa / zbornika radova
Sekusak- 1999. Deficit paznje/hiperaktivni U: Z. Matoic (ur.), Nacionalni skup
Galesev, S. poremecaj o vjerskom odgoju djece i mladezi s

posebnim potrebama. (37-41). Za-
greb: Nacionalni katehetski ured.

Sekusak- 2004. Deficit paznje/hiperaktivnost i U: Lj. Igri¢ (ur.), Moje dijete u
Galesev, S. posebne edukacijske potrebe Skoli. (26-41). Zagreb: Ministarstvo
obitelji, branitelja i medugeneracijske
solidarnosti; Hrvatska udruga za
stru¢nu pomo¢ djeci s posebnim
potrebama IDEM.
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Znanstveni radovi
Autor (i) Godina | Naslov rada Naziv ¢asopisa / zbornika radova
Sekusak- 2004. Djeca s deficitom paznje / hip- S vama, 1, 45-60.
Galesev, S. eraktivnim poremecajem u skoli
i obitelji
Sekusak- 2004. Pristup hiperaktivnom uéeniku Skolski viesnik: casopis za pedagoska
Galesev, S. i Skolska pitanja, 53(3-4), 251-268.
Sekusak- 2005. Hiperaktivnost Dijete i drustvo, 1, 40-59.
Galesev, S.
Sekusak- 2006. Djeca s poremecajem paznje/ U: S. Krni¢, M. Nazor i M. So¢o
Galesev, S. hiperaktivnim ponasanjem: (ur.), Dijagnostika i tretman ADHD
edukacijsko-rehabilitacijski sindroma. Split: Sto Koluri.
pristup
Jurin, M., 2008. Poremecaj pozornosti s Paediatria Croatica, 52(3), 195-201.
Sekusak- hiperaktivnoscéu, (ADHD) —
Galesev, S. multimodalni pristup
Velki, T., 2009. Dijete s ADHD/ADD-om U: D. Ljubotina, 7. Kamenov, U. Mi-
Velki, M. kac, D. Urch (ur.), 19. Dani Ramira
i Zorana Bujasa. (217). Zagreb:
Odsjek za psihologiju Sveudilista u
Zagrebu.
Kudek- 2010. Ponasanja karakteristi¢na za Odgojne znanosti, 12 (1 (19)),
Mirosevié, ADHD 167-184.
1,
Opié, S.
Kudek 2010. Znacaj individualiziranog U: A. Jur¢evi¢ Lozan¢i¢ (ur.), /1.
MiroSevié, odgojno-obrazovnog programa Dani Mate Demarina, Ocekivanja,
1., u radu s u¢enicima s ADHD postignuca i perspektive u teoriji i
Jurcevic- poremecajem praksi ranog i primarnog odgoja
Lozanci¢, A. i obrazovanja. Zagreb: Uciteljski
fakultet SveuciliSta u Zagrebu.
Velki, T., 2011. Primjena teorije ekoloskih Klinicka psihologija, 4(1-2), 71-87.
Cimer, R. sustava u radu s djetetom s
ADHD-om
Opi¢, S., 2011. Tretiranje u¢enika s ADHD Napredak: Casopis za interdisci-
Kudek poremecajem plinarna istrazivanja u odgoju i
MiroSevic., u redovitim osnovnim $kolama obrazovanju, 152(1), 75-92.
J. (prevedeni na hrvatski jezik
naslov i sazetak)
Romstein, 2011. Kvalitativni pristup interpretaciji | Zivot i skola, 26, 101-113.
K. simptoma ADHD-a: implikacije
za pedagosku praksu
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Znanstveni radovi

Autor (i) Godina | Naslov rada Naziv ¢asopisa / zbornika radova

Sunko, E., 2011. Inkluzija ucenika s hiperak- U: M. Nikoli¢, A. Huremovi¢, A.

Lujan, M. tivnosti 1 poremecajem paznje - Dizdarevi¢ (ur.), Medunarodna

u nizim razredima osnovne skole | naucno-strucna konferencija

,,Unapredenje kvalitete Zivota djece
i mladih*. (335-346). Tuzla:
Udruzenje za podrsku i kreativni
razvoj djece 1 mladih; Edukacijsko-
rehabilitacijski fakultet Univerziteta
u Tuzli.

Sekusak 2012. Studenti s ADHD-om U: L. Ki§ Glavas (ur.), Studenti

Galesev, S. s invaliditetom. Opée smjernice.
(267-305). Zagreb: Sveuciliste u
Zagrebu.

Loborec, 2012. IstraZivanje procjena odgojitelja | Napredak: Casopis za interdisci-

M., o moguc¢nosti inkluzije djece s plinarna istrazivanja u odgoju i

Bouillet, D. ADHD-om u redovni program obrazovanju, 153(1), 21-38.

dje¢jih vrtica

Medimorec 2014. Stavovi nastavnika srednjih U: Zic-Ralié, A., Bukvié, Z.

Grguri¢ P., strukovnih §kola o integraciji (ur.). Zbornik sazetaka i radova 10.

Vlah N., ucenika s intelektualnim kongresa edukacijskih rehabilitatora

Batftiri B. tesko¢ama, specificnim s medunarodnim sudjelovanjem

Martini¢ T., teskocama ucenja, problemima u | Poticajno okruzenje za cjelozivotno

Saka D. ponasanju i ADHD-om ucenje. (34-49). Zagreb: Savez edu-
kacijskih rehabilitatora Hrvatske.

Sekusak- 2014. Deficit paznje / hiperaktivni Zagreb: ADOPTA Udruga za potporu

Galesev, S. poremecaj posvajanju.

Frey 2014. Kvaliteta ukljucivanja ucenika U: N. Bernardi¢ Pavlin, B. Jokic, J.

gkrinjar, ], s ADHD-om u redovnim Lopizi¢, V. Putarek, V. Vlahovic¢-

Sekusak osnovnim i srednjim $kolama u Steti¢ (ur.), 22. godisnja konferencija

Galesev, S., Hrvatskoj hrvatskih psihologa s medunarodnim

Masnjak L. sudjelovanjem: Kako obrazovanju
dodati boju? — uloga i izazovi za
psihologe. (221). Zagreb: Hrvatsko
psiholosko drustvo (HPD).

Velki, T., 2015. Jesu li djeca s ADHD-om &esce U: 1. Zivan&evi¢-Sekerus (ur.), Savre-

Romstein, pocinitelji ili Zrtve vr$njackog meni trendovi u psihologiji

K. nasilja? 2015. (314-316). Novi Sad: Filozof-
ski fakultet Univerziteta u Novom
Sadu.
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Znanstveni radovi
Autor (i) Godina | Naslov rada Naziv ¢asopisa / zbornika radova
Velki, T., 2015. Povezanost simptoma ADHD- U: J. Despot Lucanin, I. Cernja, J.
Romstein, a s agresivnim i nasilnickim Lopizi¢, N. Rudolfi (ur.), Knjiga
K. ponasanjem ucenika sazetaka 23. godisnja konferencija
osnovnoskolske dobi hrvatskih psihologa: Psihologija
starenja-pogled u buducnost. (191).
Sibenik: Naklada Slap.
Velki, T., 2016. Pokazuju li hiperaktivnija djeca Ljetopis socijalnog rada, 23(1),
Dudas, M. vise simptoma agresivnosti? 87-121.
Velki, T., 2016. Povezanost samoprocijenjenih Hrvatska revija za rehabilitacijska
Romstein, simptoma ADHD-a s agresivnim | istrazivanja, 52(2), 30-41.
K. ponasanjem i sudjelovanjem
u vr$njackom nasilju uc¢enika
osnovnoskolske dobi
Romstein, 2016. Identifikacija djece s ADHD-om | U: Z. Bukvié (ur.), Izazovi inkluz-
K., u osnovnoj $koli: primjenjivost ivnog odgoja i obrazovanja. (31).
Velki, T. samoprocjene i moguénost Varazdin: Savez edukacijskih reha-
jacanja socijalnih vjestina u bilitatora Hrvatske.
kontekstu odgojno-obrazovne
stvarnosti
Velki, T., 2017. Akademsko, socijalno i emo- Klinicka psihologija, 10(1-2), 35-58.
Romstein, cionalno funkcioniranje djece
K. suspektne na ADHD
Sekusak- 2017. Istrazivanja o socijalnom U: 1. medunarodne konferencije
Galesev, S. ukljuéivanju djece i mladih s 0 ADHD-u ,,0d stigme do uspje-
ADHD-om u Hrvatskoj ha*. (11). Zagreb: ,,.Budenje* Udruga
za razumijevanje ADHD-a.
Radeti¢- 2018. Samoprocjene znanja ucitelja o Skolski viesnik: casopis za pedagogi-
Pai¢, M. ucenicima s deficitom pozornos- | jsku teoriju i praksu, 67 (2018), 2,
ti / hiperaktivnim poremecajem 239-250.
s obzirom na godine radnoga
iskustva
Kudek 2018. Spremnost odgojitelja za U: L. Prskalo, Z. Brai¢i¢, M. Badri¢
Mirosevié, inkluziju djece s poremecajem (ur.), /7. Dani Mate Demarina:
1., aktivnosti i paznje Odgoj i obrazovanje-buducnost civili-
Makarun, N. zacije. (215-230). Petrinja: Uciteljski
fakultet SveuciliSta u Zagrebu.
Kovaci¢, E., | 2018. Strategije u pouc¢avanju ucenika | Rijeka: Odsjek za pedagogiju Filozof-
Vlah, N. s teSko¢ama paznje — samo- skog fakulteta Sveucilista u Rijeci.
procjena ucitelja
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Znanstveni radovi
Autor (i) Godina | Naslov rada Naziv ¢asopisa / zbornika radova
Tatrevic, 2018. Povezanost simptoma ADHD-a U: A. Jakopec, D. Pribisali¢, D.
M., sa socio-emocionalnom prila- Krupié. 7. znanstveno-strucni skup:
Romstein, godbom osnovnoskolaca Osnazivanje potencijala za preven-
K., tivne aktivnosti u zajednici. (58).
Velki, T. Osijek: Odsjek za psihologiju Filo-
zofskog fakulteta u Osijeku; Drustvo
psihologa Osijek.

Vlah, N., 2018. Povezanost obiljezja razrednika Socijalna psihijatrija, 4, (2),
Sekusak- i ucenika u procjeni simptoma 372-389.
Galesev, S., nepaznje, impulzivnosti i hiper-
Sko¢i¢- aktivnosti povezanih s ADHD
Mihié, S. poremecajem
Velki, T., 2019. Samoprocijenjeni simptomi DruStvena istraZivanja: ¢asopis
Uzarevi¢, ADHD-a kao rizi¢ni ¢imbenici za opca drustvena pitanja, 28(3),
Z., prilagodbe u osnovnoj skoli 503-522.
Dubovicki, (prevedeni na hrvatski jezik
S. naslov i sazetak)
Velki, T., 2019. Spol kao moderator i dob Primenjena psihologija, 12(1),
Vrdoljak, G. kao medijator varijable u 65-83.

predvidanju $kolske prilagodbe

samoprocijenjenim simptomima

ADHD-a

(prevedeni na hrvatski jezik

naslov i sazetak)
Vukeli¢, D., | 2020. Izvedbeni planovi i programi Drustvene i humanisticke studije,
Zovko, A., studija u Hrvatskoj koji obrazuju | 4(13), 431-462.
Vlah, N. ucitelje za rad s u€enicima s

ADHD-om.
Sunko, E., 2021. Inkluzivna uvjerenja uditelja Zbornik radova Islamskog
Batarelo i nastavna praksa u radu s pedagoskog fakulteta u Zeni-
Koki¢, 1., ucenicima s nekim simptomima ci, 19(19), 103-126.
Vlah, N. nepaznje povezanim s ADHD-

om (prevedeni na hrvatski jezik

naslov i sazetak)
Vlah, N., 2022. Pozitivno i asertivno disci- Drustvena istrazivanja: casopis
Velki, T., pliniranje ucenika s teSkocama za opc¢a drustvena pitanja, 31(1),
Zrili¢, S. paznje 155-174.
Skoci¢ 2022. Uciteljska procjena znanja o Metodicki ogledi: ¢asopis za filozo-
Mihi¢, S., simptomima, etiologiji i tret- fiju odgoja, 28(2), 171-191.
SekuSak manu ADHD-a
Galesev, S,
Kehonjié, S.

162



20 (1) 2025.

D. VukeLi¢: Nomenklatura konstrukta ADHD u kontekstu hrvatskog...

TasLica 3 Pregled objavljenih knjiga u Republici Hrvatskoj koje u naslovu imaju hrvatsku inacicu

izraza ADHD
Objavljene knjige

Autor(i) Godina | Naslov rada Izdavaé

Kocijan Her- 1997. Hiperaktivno dijete: uznemireni roditelji i Jastrebarsko: Naklada

cigonja, D. odgajatelji Slap.

prilozi:

Buljan Flan-

der, G.

Vuckovié, D.

Kocijan Her- 1999.; Hiperaktivno dijete: uznemireni roditelji i Jastrebarsko: Naklada

cigonja, D. 2002.; odgajatelji Slap.

Buljan Flan- 2004.

der, G.

Vuckovi¢, D.

Luca-Mrden, 2005.; Hiperaktivno dijete Zagreb: Poliklinika

J. 2006.; za zastitu djece grada

Puhovski, S. 2007. Zagreba.

Luketin, D. 2006. Kako?: kreativnim aktivnostima kreiramo Split: Liga za borbu

Sunko, E. odgoj: namijenjeno prosvjetnim djelatnic- protiv narkomanije.
ima, roditeljima i drugima u radu s ADHD
djecom

Krnig, S. 2006. Dijagnostika i tretman ADHD sindroma Split: Sto koluri,

Nazor, M.

Soco, M.

Ferek, M. 2006.; Hiperaktivni sanjari: drugaciji, 1osiji, bolji; Zagreb: ,,Budenje”

2008.; osvrt na ADHD — deficit paznje / hiperak- Udruga za razumijevan-
2010. tivni poremecaj je ADHD-a.

Pospis, M. 2009. Novi pogledi na AD/HD: strate- Varazdinske Toplice:
gija za ucenika sa manjkom paznje i/ili Tonimir.
hiperaktivnoséu

Prvéi¢, L. 2011. Deficit paznje: hiperaktivni poremecaj Zagreb: Ministarstvo

Rister, M. (ADHD) znanosti, obrazovanja

i Sporta / Agencija za
odgoj i obrazovanje.

Velki, T. 2012. Priruc¢nik za rad s hiperaktivnom djecom u Jastrebarsko: Naklada
skoli Slap.

Luca-Mrden, 2014. Hiperaktivno dijete Zagreb: Poliklinika

J. za zastitu djece grada

Buljan Flan- Zagreba.

der, G.
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Objavljene knjige

Autor (i) Godina | Naslov rada Izdavaé
Sekusak- 2015. Ispitivanje socijalne ukljucenosti i kvalitete Zagreb: Edukacijsko-
Galesev, S. podrske u sustavima predskolskog, rehabilitacijski fakultet
Frey Skrinjar, osnovnoskolskog i srednjoskolskog obra- Sveucilista u Zagrebu.
J. zovanja za djecu i ucenike s poremecajem iz
Masnjak, L. autisti¢nog spektra (PAS) i deficitom paznje

i hiperaktivnim poremec¢ajem (ADHD):

izvjesce o istrazivanju
Salkic¢evi¢, S. 2017. Neuropsiholoski aspekti istrazivanja AD/ Jastrebarsko: Naklada
Tadinac, M. HD-a kod djece Slap.
Velki, T. 2018. Priruénik za rad s hiperaktivnom djecom Jastrebarsko: Naklada

u $koli: za ucitelje, roditelje i asistente u Slap.

nastavi
Hercigonja 2022 ADHD: od predrasuda do ¢injenica Zagreb: Egmont.
Novkovié, V. 2023.
Kocijan-Her-
cigonja, D.
Loncar, M. 2023. Pedagoska prevencija nasilja kod hiperak- Zagreb: Alfa.
Tonkovi¢, A. tivne djece
Pongracic, L.

TaBLicaA 4 Pregled zakonskih akata u Republici Hrvatskoj u kojima se spominje hrvatska inacica

izraza ADHD
Zakonska regulativa
Donositelj Godina | Naziv zakonske regulative KoriSteni termin
Ministarstvo znanosti, | 2015. Pravilnik o osnovnoskolskom i Poremecaji aktivnosti
obrazovanja i sporta srednjoskolskom odgoju i obra- i paznje
zovanju ucenika s teSkocama u
razvoju — Orijentacijska lista vrsta
teSkoca
Ministarstvo znanosti 2016. Okvir za poticanje i prilagodbu Poremecaj pomanjkan-
i obrazovanja iskustava ucenja te vrednovanje ja paznje i hiperak-
postignuca djece i ucenika s tivnost (engl. Attention
teSkocama Deficit and
Hyperactivity Disorder,
ADHD)
Ministarstvo znanosti 2021. Smjernice za rad s u¢enicima s Deficit paznje / hip-
i obrazovanja teskocama eraktivni poremecaj
— ADHD
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Zakonska regulativa

Donositelj Godina | Naziv zakonske regulative Koristeni termin
Ministarstvo znanosti 2024. Odluka o donosenju Posebnoga Deficit paznje / hiper-
i obrazovanja nastavnog programa za stjecanje aktivni poremecaj

kompetencija u aktivnostima sva-
kodnevnoga zivota i rada za u¢enike
s teSko¢ama u razvoju i Posebnoga
nastavnog programa za stjecanje
kompetencija u aktivnostima sva-
kodnevnoga zivota i rada za u¢enike
s poremecajem iz spektra autizma za
osnovnu skolu

RASPRAVA

S obzirom na snazan potencijal terminologije na kasnije stigmatiziranje, uci-
njena je sadrzajna analiza prethodno koristenih termina. Prije svega, nazivi koji
u sebi sadrze termine kao Sto su deficit i poremecaj svakako se mogu i trebaju
izbjeéi. Takvi su nazivi dominantni (deficit paznje / hiperaktivni poremecaj; po-
remecaj paznje / hiperaktivno ponasanje; poremecaj pozornosti s hiperaktivno-
S¢u; deficit paznje / hiperaktivnost, hiperaktivnost i poremecaj paznje, poremecaj
aktivnosti i paznje, poremecaj pomanjkanja paznje i hiperaktivnost) i nikako nisu
primjereni za pedagoski kontekst s obzirom na to da su ¢vrsto utemeljeni na medi-
cinskom modelu usmjerenosti na poremecaj. Termin s medicinskom konotacijom
je 1 ADHD sindrom. Pojam sindrom dolazi iz medicinske terminologije i svakako
ga treba izbjegavati u pedagoskom kontekstu.

Nadalje, nazive kao §to je ADHD poremecaj takoder je nuzno izbjegavati, prije
svega zbog rijeci poremecaj (Sto je pojasnjeno u prethodnom ulomku), a potom
s obzirom na to da u pokrati ADHD ve¢ imamo rije¢ disorder $to u prijevodu na
hrvatski jezik znaci poremecaj. Dakle, tako bi doSlo do dvostrukog koriStenja
istim terminom u jednom nazivu.

Izolirani izrazi u naslovu kao $to su teskoce paznje ili hiperaktivnost mogu biti
primjereni samo kada se u odredenom znanstvenom ili stru¢nom radu govori o
pojedinom tipu ADHD-a. Problemati¢no je kada se u naslovu rabe termini koji
podrazumijevaju samo jedan segment ADHD-a, a u samom radu autor se u jedna-
koj mjeri referira na sve segmente ADHD-a.

Izrazi kao $to su hiperaktivno dijete ili hiperaktivni ucenik ili verzije tih izraza
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u mnozini svakako su neprimjereni jer krSe prvu odredbu Smjernica za inkluzivni
jezik Ujedinjenih naroda (2019) koja glasi: ,,0soba na prvom mjestu”. U njoj se
predlaze da se rijeci koje obiljezavaju osobu (osoba/osobe, dijete/djeca, ucenik/
ucenici) postavljaju na prvo mjesto pojedinog naziva da bi se u srediste stavio
pojedinac, a ne njegova teskoca.

Istaknuto je koji termini nisu primjereni, no svakako je nuzno dati prijedlog
termina koji su potencijalno prihvatljivi. Ministarstvo znanosti, obrazovanja i
sporta (Narodne novine, 2015) upotrebljava naziv poremecaji aktivnosti i pa-
Znje. S obzirom na to da Zakon o odgoju i obrazovanju u osnovnoj i srednjoj
Skoli (Narodne novine, 2008) ni u jednoj prilici ne spominje termin poremecaj te
ucenike s posebnim potrebama dijeli na ucenike s teSko¢ama i darovite ucenike,
nuzno je promijeniti termin poremecaj u termin teskoce, $to bi svakako umanjilo
medicinski prizvuk naziva i stavilo naglasak na pedagoski kontekst. Dakle, ta-
kva bi verzija naziva glasila teskoce aktivnosti i paznje, a u nuznom kontekstu
predlaze se dodavanje termina osoba / dijete / ucenik ispred naziva teskoca, pa bi
u tome slucaju bili kreirani izrazi osoba / dijete / ucenik s teskocama aktivnosti
i paznje (ovisno o kontekstu). Takvim bi se nazivljem u najve¢oj mogucoj mjeri
dokinula konekcija terminologije s medicinskom nomenklaturom $to je predu-
vjet izbjegavanja medicinskog modela. Takoder, izbjegla bi se usmjerenost na
negaciju (nepaznja) te neprimjerenost i odstupanje od standarda (hiperaktivnost)
koje usmjeravaju fokus na samu teskoc¢u i medicinsko djelovanje. U jednom se-
gmentu postoji zabrinutost zbog tog prijedloga. Naime, ako koristimo neustalje-
ni termin teskoce aktivnosti i paznje, moguce je da ne bude u svakom kontekstu
jasno da se govori o specifi¢nim teSko¢ama karakteristicnima za ADHD. Svaka-
ko je prepoznatljivost tog termina upitna kao i njegovo prihvacanje u znanstve-
no-stru¢nom kontekstu.

Drugi termin koji se predlaze pokrata je nastala od engleskog naziva —
ADHD. lako puni naziv (Attention Deficit Hyperactivity Disorder) u sebi sadrzi
termine koji se naslanjaju na medicinski model teskoca (engl. deficit ‘manjak,
nedostatak’ / engl. disorder ‘poremecaj’), upotrebom pokrate uklanja se takav
potencijal. Paralelno, razvija se potencijal suradnje medicine i odgojno-obra-
zovnih znanosti. Naime, takav izraz bio bi prihvatljiv za obje strane, kreirala bi
se interdisciplinarna univerzalna nomenklatura koja bi pojednostavila procese
suradnje medicine i pedagogije $to je nuzno u multidisciplinarnim procesima
dijagnostike i eventualne medikamentozne terapije. Nadalje, znacajni argumen-
ti za upotrebu termina ADHD svakako su kratkoca, jasnoca i u najvecoj mjeri
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prepoznatljivost medu znanstvenicima i strucnjacima, ali, mozda i vaznije, i
medu laicima, a tu prije svega mislimo na roditelje ¢ijoj je djeci dijagnostici-
ran ADHD. Dodatni argument za upotrebu tog termina recentna je tendencija
njegove upotrebe — relevantni znanstvenici i struénjaci s hrvatskog govornog
podrucja u sve znacajnijoj mjeri prihvacaju njegov potencijal prepoznatljivosti
i ekonomicnosti. Tim se potencijalom koriste i pri prevodenju radova za objavu
u stranim znanstvenim ¢asopisima te pri internacionalnoj komunikaciji. Svaka-
ko se postavlja i pitanje nedostatka tog izraza s obzirom na to da je preuzet iz
stranog (engleskog) jezika. Odluke o upotrebi stranih izraza svakako narusavaju
integritet hrvatskog standardnog jezika, no, u nedostatku adekvatnih termina,
upotrebu ,,efikasnijih“ termina kao §to je ADHD svakako moZemo percipirati
kao jedan vid obogacivanja (znanstvenog i stru¢nog) hrvatskog standardnog
jezika.

ZAKLJUCAK

Terminologija na podru¢ju ADHD-a u znac¢ajnoj je mjeri neujednacena i ne-
dosljedna na hrvatskom govornom podrucju. Nedosljednost u nazivlju ADHD-a
istiCe se na viSe razina i u viSe oblika — (1) nedosljednost viSe razli¢itih autora
u jednoj godini, (2) nedosljednost istog autora u vise godina, (3) nedosljednost
istog autora u jednoj godini, (4) nedosljednost u okviru zakonskih regulativa,
(5) nedosljednost medu znanstvenim radovima, stru¢nim radovima i zakonskim
regulativama. Uzroke takve nedosljednosti svakako treba potraziti u interdis-
ciplinarnim i multidisciplinarnim zahtjevima reagiranja na teskoce koje su ka-
rakteristicne za ADHD. Takoder, nedosljednost je moguce pojasniti i s pomocu
specificnosti pojedinih projektnih aktivnosti pri éemu se i u tom slu¢aju ostva-
ruju interdisciplinarne suradnje pa nazivlje uvelike ovisi o voditeljima projeka-
ta i znanstvenom podrucju i polju iz kojeg voditelj pojedinog projekta dolazi.
Nadalje, uocen je neznatan broj strucnih skupova i konferencija u Republici
Hrvatskoj tematski usmjerenih na inkluzivnu pedagogiju i, specifi¢éno, poucava-
nje ucenika s ADHD-om, pa i to moZe biti jedan od razloga neadekvatne razine
rasprave o ovoj problematici. Vukeli¢ i sur. (2020) isti¢u da je neadekvatna
posveéenost temi ADHD-a uocena i u okviru inicijalnog obrazovanja ucitelja
razredne i predmetne nastave na sveuciliStima u Republici Hrvatskoj. Takav na-
laz moze biti preduvjet indiferentnosti stru¢njaka koji imaju znacajan potencijal
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za promjene, ali ga niska razina zasi¢enosti temom umanjuje ili u potpunosti
anulira.

U ovom radu prikazan je tijek razvoja nomenklature u kontekstu ADHD-a u
okviru hrvatskog jezika te su ponudena dva prijedloga termina — (1) teskoce ak-
tivnosti i paznje, (2) ADHD. MozZe se primijetiti da su predlozene dvije krajnosti,
s jedne strane puristicki prijedlog koji njeguje hrvatski jezik, manje prepoznatljiv,
no prijedlog koji u srediste stavlja dijete i svakako zakida medicinsku perspek-
tivu. S druge strane, pokrata termina iz anglosaksonskog okruzenja, no termin
koji je iznimno prepoznatljiv te otvara mogucnost interdisciplinarne suradnje. Ta-
koder, kontinuiranom upotrebom izraza ADHD planira se implementacija izraza
u hrvatski standardni jezik te paralelno ukidanje medicinske konotacije koja se
nalazi iza cjelovitog anglosaksonskog izraza.

Nuzno je naglasiti da se ovim radom nastoji potaknuti intenzivniji interdisci-
plinarni dijalog stru¢njaka s podrucja pedagogije, psihologije i edukacijsko-reha-
bilitacijskih znanosti. Dakle, nuzno je nastojati da se znacajne promjene dogode
u pedagogiji kao temeljnom znanstvenom i stru¢nom polju brige o djeci, a sve
u suradnji s bliskim poljima ljudske djelatnosti. Takav koalicijski odnos bliskih
polja u okviru drustvenih znanosti mora biti inicijalni potencijal za promjene i u
drugim znanostima. Bez interdisciplinarnog konsenzusa nece biti promjene s ob-
zirom na to da e se iste vrste teskoca razli¢ito imenovati u okruzenju sve snazni-
jeg, rastuceg potencijala znanstvenih i stru¢nih radova svakog znanstvenog polja i
podrugja, ali ,,pedagoski blok™ inicijalno mora donijeti odredene odluke da bi nji-
hovi stru¢njaci i znanstvenici mogli pregovarati i promovirati adekvatno nazivlje
u kontekstu ADHD-a. Pedagogija se mora osloboditi osje¢aja manje vrijednosti
koji joj je nametnut tijekom stoljeca razvoja disciplinarnosti te preuzeti inicijativu
u kontekstu rada s djecom, a tako i kreiranja nazivlja za koje je i u ovom radu
utvrdeno da nije marginalna tema.

Takoder, samo snazna znanstvena i stru¢na argumentacija i tendencija mogu
biti inicijatori promjene u zakonskim regulativama te ne treba cekati promje-
ne nazivlja u okviru sluzbene legislative jer kreatori zakonskih okvira ne smiju
1 ne mogu ostati indiferentni i/ili rigidni na suvremene znanstvene incijative i
promjene. U konacnici, svakako je pozeljno nadati se da su u proces pisanja
zakonskih odredbi ukljuceni najeminentniji strucnjaci i znanstvenici s podrucja
pedagogije pa je pozeljno da se nastupa s opceprihva¢enom, dogovorenom ter-
minologijom.

Neupitna nuznost promjene pojasnjena je u ovom radu, posebno uzimajuci u
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obzir znanstveno utvrdenu vezu nazivlja i stigmatizacije koja ukida akademske 1
drustvene prilike pojedinaca s teSkocama, a tako i pojedinaca s ADHD-om. Da-
kle, nazivlje ugrozava Zivotne prilike pojedinca, ali i (inter)disciplinarno djelova-
nje koje je nuzno u procesu podrske djece s ADHD-om. Kompromisna rjeSenja
neée umanjiti vaznost pojedine discipline, dapace omogucit ¢e intenzivniju surad-
nju i multimodalnost pri pronalasku adekvatnih metoda u kontekstu holistickog
pristupa djetetu s ADHD-om.

Napomena: Ovaj je rad u potpunosti financiralo Sveuciliste u Rijeci projektom
uniri-iskusni-drustv 23-46
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NOMENCLATURE OF THE ADHD CoNSTRUCT IN THE CONTEXT
OF THE CROATIAN SPEAKING AREA

ABSTRACT

ADHD (Attention Deficit Hyperactivity Disorder) is a
pervasive and persistent disorder characterized by inat-
tention, hyperactivity, and impulsivity. Labeling and stig-
matization of such students in educational environments
is not uncommon. The language used to describe individ-
uals with difficulties influences the ways of interacting
with them and the expectations placed upon them in the
social and educational context. The processes of labeling
and stigmatization are influenced by the terminology of
the disorder, as well as the alignment of that terminolo-
gy with either the medical or social model of disabilities.
The medical model accepts the medical perspective as au-
thoritative in defining difficulties and disabilities, while
the social model focuses on the social environment of the
person with disabilities and/or difficulties. Stigmatization
begins with the recognition of differences within a social
context and the labeling of individuals who deviate from
societal norms. Such differences are often associated with
negative stereotypes, followed by prejudice and discrimi-
nation, which negatively affect the social opportunities and
academic success of students with ADHD. The scientific
purpose of this paper is to offer a scientifically established
proposal of terminology that will be used in future scientif-
ic and professional papers, legal acts, and interdisciplinary
communication among experts. The practical implementa-
tion of this terminology represents the applicative purpose
of this paper. The primary aim of this work is to present the
development of terminology related to the disorder in the
Croatian language, which is most commonly referred to
as Attention Deficit Hyperactivity Disorder, or ADHD, in
Anglo-Saxon contexts, and to propose an optimal term for
future use in the Croatian language. Two terms have been
proposed for future use: (1) “Difficulties of Activity and
Attention” and (2) ADHD.
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ABSTRACT

The present study aimed to examine the relationship be-
tween effective leadership and management and the job
satisfaction of teaching staff working in various degree col-
leges in Kanpur, Uttar Pradesh, India. A structured ques-
tionnaire was used, comprising three parts: demographic
details, the Effective Leadership and Management Scale
(ELMS), and the Job Satisfaction Scale (JSS). The study
employed a quantitative, cross-sectional design, with data
collected from 180 teacher educators across six degree col-
leges using an anonymous, closed-ended survey. The Sta-
tistical Package for the Social Sciences (SPSS) was used to
conduct data analysis. The results indicated that the aver-
age score for effective leadership and management was 2.9
+ 0.8, reflecting a moderate to high level of perceived lead-
ership effectiveness. Similarly, the mean score for job sat-
isfaction was 3.1 + 0.9, suggesting very good satisfaction
levels among the participants. A statistically significant
positive correlation was found between effective leader-
ship and management practices and overall job satisfaction.
Specifically, higher scores in the dimensions of individu-
ality, performance, and direction were strongly associated
with greater satisfaction among teaching staff. The find-
ings underscore the importance of empowering educators,
promoting their well-being, and enhancing job satisfaction
through the implementation of effective leadership and
management practices. These should be considered a prior-
ity and strategic goal for educational administrators aiming
to improve institutional performance and teaching quality.

KEYWORDS:

teacher trainers, job satisfaction,
teaching leadership and manage-
ment, teaching staff, effective lea-
dership and management
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INTRODUCTION!

Teacher job satisfaction plays a pivotal role in the overall performance and effec-
tiveness of educational institutions, influencing student outcomes, teacher retention,
and school climate. In recent years, growing attention has been paid to how leader-
ship and management practices shape teachers’ professional experiences and satis-
faction levels (Brown & Green, 2020; Kim & Lee, 2023). Various studies suggest
that effective leadership, particularly transformational, participative, and distributed
leadership styles, can significantly enhance job satisfaction by fostering a support-
ive, inclusive, and motivating school environment (Chen & Yu, 2020; Garcia &
Martinez, 2022). The COVID-19 pandemic has further underscored the need for
adaptive and empathetic leadership in education. Educational leaders who demon-
strated strong communication, emotional intelligence, and strategic vision were bet-
ter equipped to support their staff during times of uncertainty, thereby maintaining
or even increasing job satisfaction among teachers (Harris, 2022; Li & Wang, 2023).
Furthermore, school management practices that emphasize teacher autonomy, par-
ticipation in decision-making, and access to professional development opportuni-
ties have been positively associated with higher levels of job satisfaction (Evans,
2021; Jackson & White, 2022). Research also emphasizes the role of leadership in
aligning institutional goals with teachers’ values and needs, which contributes to a
sense of belonging and professional fulfillment (Irving, 2022; Martinez & Silva,
2023). Holistic leadership approaches that combine organizational efficiency with
emotional support are increasingly recognized for their role in improving teacher
well-being (Thompson & Jordan, 2025; Valdez & Singh, 2025). In diverse and
dynamic educational contexts, the ability of leaders to adapt and empower their
teaching staff is central to promoting satisfaction and reducing attrition (Patel & Ku-
mar, 2024; Ramirez & Chen, 2024). Given these considerations, this study explores
the impact of effective leadership and management on teacher job satisfaction. By
analyzing current trends and leadership models within educational institutions, the
research aims to contribute to evidence-based strategies for enhancing teacher mo-
tivation and institutional effectiveness in the modern educational landscape.

' Acknowledgements: I wish to express my heartfelt gratitude to Dr. Nishat Fatima, my research supervisor,

for her continuous support, critical insights, and invaluable guidance throughout this research journey. I am
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REVIEW OF LITERATURE

Transformational leadership has been consistently linked with improved teach-
er job satisfaction. According to Brown and Green (2020), school leaders who
act as inspirational motivators and provide individualized support create a more
committed and enthusiastic teaching workforce. Similarly, Evans (2021) reported
that transformational leadership fosters professional growth, which significantly
enhances job satisfaction among educators. Distributed leadership, where respon-
sibilities are shared among team members, has shown a strong positive correlation
with teacher satisfaction. Garcia and Martinez (2022) found that distributed leader-
ship enhances teachers’ sense of belonging and responsibility. Likewise, participa-
tive decision-making has been shown to promote satisfaction, particularly in urban
schools, as noted by Jackson and White (2022), who emphasized the importance
of giving teachers a voice in school governance. Effective management practic-
es are essential for maintaining a positive work environment. Foster and Collins
(2021) emphasized that administrative support through mentoring, feedback, and
emotional backing directly impacts teachers’ job satisfaction. Chen and Yu (2020)
identified key strategies such as equitable resource allocation and conflict reso-
lution that support teacher morale and institutional harmony. The shift to remote
learning during the COVID-19 pandemic challenged traditional leadership roles.
Harris (2022) highlighted that leaders who provided emotional and technologi-
cal support helped maintain teacher satisfaction despite the disruptions. Similar-
ly, Li and Wang (2023) found that adaptive leadership during crisis periods was
crucial for minimizing stress and preserving teacher motivation. Leadership that
promotes teacher autonomy has a strong impact on job satisfaction. Martinez and
Silva (2023) concluded that autonomy serves as a mediating factor between lead-
ership quality and job satisfaction. Irving (2022) further supported this by noting
that collaborative leadership styles encourage teacher initiative and self-efficacy,
which are essential for long-term satisfaction. A school’s organizational climate
is deeply influenced by leadership vision. Kim and Lee (2023) found that lead-
ers who articulate clear goals and support staff development enhance engagement
and job fulfillment. Thompson and Jordan (2025) stressed the effectiveness of ho-
listic leadership: addressing intellectual, emotional, and organizational factors in
promoting a positive work environment. Effective leadership fosters an environ-
ment conducive to teacher development. Patel and Kumar (2024) demonstrated
that leadership training programs indirectly benefit teachers by creating growth
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opportunities and enhancing job satisfaction. Ramirez and Chen (2024) also found
that schools with supportive and well-trained leaders experienced higher teacher
retention rates. In today’s complex educational landscape, adaptable leadership is
vital. Scott and Ellis (2024) emphasized that leaders must be responsive to cultural,
social, and institutional diversity to support teacher satisfaction. O’Malley and Pe-
ters (2024) highlighted that inclusive leadership in diverse schools helps maintain
teacher morale and fosters equity. Systematic leadership approaches are essential
for sustainable teacher satisfaction. Valdez and Singh (2025), in a comprehensive
review, concluded that policy integration of leadership development is necessary
for long-term institutional success. Upton (2025) recommended blending transfor-
mational and distributed leadership styles to support both morale and performance.

OBJECTIVE OF THE STUDY

The objective of the study “Enhancing Job Satisfaction in Teaching through
Effective Leadership and Management” is to investigate the relationship between
leadership and management practices and job satisfaction among teachers. The
study aims to identify specific leadership and management strategies that can im-
prove job satisfaction, contributing to better retention rates and enhanced educa-
tional outcomes.

1. Evaluate how different leadership styles (e.g., transformational, instruction-
al, transactional) impact teacher job satisfaction.

2. Analyze how school culture, administrative support, and work environment
affect teacher job satisfaction and how leadership can influence these ele-
ments.

HYPOTHESIS OF THE STUDY

The hypotheses of the study are formulated to test the relationship between
leadership practices and teacher job satisfaction:

H1: Effective leadership and management practices positively impact job sat-
isfaction among teachers.
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H2: A positive school culture and supportive work environment, facilitated by
effective leadership, enhance job satisfaction among teachers.

RESEARCH METHODOLOGY

1. Research Design
This study employs a quantitative, descriptive, and correlational research
design to explore the impact of various leadership styles and institutional
factors on teacher job satisfaction. The study is non-experimental in nature
and uses a survey method for data collection.

2. Population and Sample
The population of the study consists of teacher trainers working in govern-
ment and private teacher education colleges in Kanpur, Uttar Pradesh. A
sample of 180 teacher trainers was selected using stratified random sam-
pling to ensure representation across gender, institution type (government/
private), and location (urban/rural).

3. Tools and Instruments Used
To meet the study objectives and test the hypotheses, the following stand-
ardized and validated tools were used:
i. Leadership Styles Scale (LSS)
Based on the Multifactor Leadership Questionnaire (MLQ) developed by
Bass & Avolio (1995), adapted for educational settings. Measures three
leadership styles such as Transformational, Transactional, and Instructional.
Format: 5-point Likert scale (Strongly Disagree to Strongly Agree)
Reliability (Cronbach’s Alpha): 0.84
ii. Job Satisfaction Scale (JSS)
Adapted from Spector’s Job Satisfaction Survey (1997), contextualized for
educational professionals. Covers dimensions such as work environment,
recognition, autonomy, interpersonal relationships, and growth opportuni-
ties.
Format: 5-point Likert scale
Reliability: 0.87
iii. School Culture and Work Environment Scale (SCWES)
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Developed using components from Gruenert & Valentine’s School Cul-
ture Survey and Hoy’s Organizational Climate Index. Measures dimensions
such as Collegial relationships, Administrative support, Workload and re-
sources.

Reliability: 0.82

Data Collection Procedure

Ethical clearance was obtained from the concerned academic board. Per-
mission was sought from heads of institutions. Respondents were assured
of anonymity and confidentiality. Questionnaires were administered both
online and offline. A pilot test was conducted on 20 respondents to ensure
clarity and reliability of the tools.

Data Analysis Techniques
Data were analyzed using SPSS (Statistical Package for the Social Scienc-
es) version 26.0.

Delimitations of the Study

The study is limited to teacher trainers working in teacher education colleg-
es in Kanpur, Uttar Pradesh. Only three leadership styles were examined;
others (e.g., servant or distributed leadership) were not included.

RESULTS

The study analyzed responses from 180 teacher trainers across various institu-
tions in Kanpur, Uttar Pradesh, to explore how leadership styles and institutional
factors affect job satisfaction. Standardized tools measured variables like lead-

ership behavior, work culture, satisfaction, and reliability using descriptive and
inferential statistics. The graphical results and Cronbach’s alpha values validate
the scales’ consistency.
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TaBLE 1 Demographic and professional characteristics of the participant

FEATURES N% FEATURES N%
Gender Department of college

Men 15.3 Animation and Design 0.4
Women 84.7 Arts, Humanities, and Social Sciences 39.2
Age (years) Commerce 239
20-29 17.5 Computer Applications and IT 23.5
30-39 29.1 Education 9.7
4049 37.7 Management and Business Administration | 2.6
>49 15.7 Sciences 0.7
Marital status Total years of employment

Single 37.3 0-5 20.5
Married 56.0 6-10 17.2
Divorced 6.3 11-15 17.9
Widow 0.4 16-20 19.0
Hospital’s

MAHILA MAHAVIDYALA 36.9

D.A.V.P.G. COLLEGE 7.5

PROF.H.N.MISHRA P.G. 9.7

COLLEGE, KANPUR

HALIM MUSLIM 6.3

P.G.COLLEGE, KANPUR

D.B.S. P.G. COLLEGE 20.9

VIRENDRA SWAROOP 18.7

INSTITUTIONS OF PRO-

FESSIONAL STUDIES,

KANPUR
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FiGure 1a. Graphical Presentation of Table 1
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FiGure 1b. Graphical Presentation of Table 1
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Marital Status
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FiGure 1c. Graphical Presentation of Table 1
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FiGure 1d. Graphical Presentation of Table 1
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Years of Employment
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The figure comprises six bar charts, each illustrating a specific aspect of the
employees’ demographic or professional background.

1. Gender Distribution
This chart shows that women (84.7%) constitute the vast majority of the
employee population. Men represent only 15.3% of the sample. This indi-
cates a female-dominated workforce, possibly due to the sector or nature of
the surveyed educational institutions.

2. Age Distribution
The largest age group is 40-49 years (37.7%), followed by 30-39 years
(29.1%). Employees aged 20-29 represent 17.5%, and those above 49 years
are 15.7%. This suggests that the majority of staff are in their mid to late
career stages.

3. Marital Status
The majority of respondents are married (56%). Single individuals make up
37.3%, while divorced (6.3%) and widowed (0.4%) categories are relative-
ly small. This reflects a relatively stable personal demographic, which can
influence work-life balance perspectives.

4. Years of Employment
Employment is fairly evenly distributed across four categories:
0-5 years: 20.5%
6—-10 years: 17.2%
11-15 years: 17.9%
1620 years: 19%
This balanced distribution shows a mix of early-career and experienced em-
ployees, which could benefit knowledge-sharing and mentorship.

5. Departmental Distribution
The highest representation is from Arts, Humanities, and Social Sciences
(39.2%). Followed by Commerce (23.9%), Computer Applications and IT
(23.5%), and Education (9.7%). Other departments like Animation and De-
sign, Management, and Sciences have very low representation. This shows
a clear dominance of traditional arts and commerce disciplines.
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6. College-wise Distribution

Respondents come from various institutions, with the highest proportions

from:

Mahila Mahavidyalaya (36.9%)

D.B.S. P.G. College (20.9%)
Virendra Swarup Institutions of Professional Studies (18.7%)

Other colleges like Prof. H.N. Mishra, Halim Muslim P.G. College, and

D.A.V. P.G. College make up smaller percentages.

This may suggest institutional clustering in data or reflect actual faculty size

distributions.

The figure offers a comprehensive overview of the employee demographics,

indicating a predominantly female, mid-career, and married workforce, mainly

concentrated in arts and commerce departments. These factors should be consid-

ered when analyzing outcomes such as job satisfaction, commitment, or work-life

balance.

Objective 1:

Evaluate how different leadership styles (transformational, instructional, trans-
actional) impact teacher job satisfaction.

TasLE 2 Descriptive results and the internal consistency coefficient Cronbach’s alpha for the scales

of the questionnair
Job Satisfaction

Mean | Standard . Minimum Maximum Cronbach’s
Scale .. Median

value | deviation value value alpha
Leadership 4.0 1.0 43 1 5 0.95
Work environment 3.1 0.9 32 1 5 0.88
Motivation 3.8 0.8 4.0 1 5 0.86
Team spirit 4.1 0.8 4.0 1 5 0.81
Overall satisfaction 3.7 0.7 3.7 1 5 0,94
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Job Satisfaction Scale Scores and Reliability

~1.00

-@- Cronbach's a

Mean + SD
Cronbach's a

Leadership Work environment Motivation Team spirit Overall satisfaction

FiGurke 2. Graphical Presentation of Table 2

In this figure, the bars illustrate each job-satisfaction facet's mean score with
its standard-deviation error bar, while the purple dashed line (right axis) shows
internal-consistency reliability. Leadership and Team spirit top the ratings (=4),
Work environment lags (=3.1), and all subscales display solid reliability (Cron-
bach’s 0. > 0.81).

Teachers who experienced collaborative leadership and motivation were more
satisfied. Areas needing improvement include work environment, indicating
gaps in infrastructure or administrative support. These results support Hypothe-
sis 1 (H1).

Objective 2:

Analyze how school culture, administrative support, and work environment af-
fect job satisfaction and how leadership influences these elements.
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TasLE 3 Descriptive results and the internal consistency coefficient Cronbach’s alpha for the scales
of the questionnaire
Effective teaching leadership and management

Mean Standard . Minimum Maximum Cronbach’s
Scale .. Median

value deviation value value alpha
Decision 3.7 0.9 4.0 1.0 5.0 0.90
Estimate 3.9 0.9 4.0 1.0 5.0 0.93
Growth 3.5 0.9 3.7 1.1 5.0 0.94
Justice 3.7 0.9 4.0 1.3 5.0 0.87
Performance 3.6 0.9 3.7 1.1 5.0 0.94
Individuality 38 0.9 4.0 1.0 5.0 0.95
Address 34 0.8 33 1.0 5.0 0.95
Overall
leadership and 3.6 0.7 3.8 0.7 3.8 1.55
management

Questionnaire Scale Scores and Reliability
5+ ~-1.000

—-®- Cronbach's a

..*

-0.975

'

«

-0.900

Mean + SD
Cronbach's a

Decision Estimate Growth Justice Performance Individuality Address

FiGure 3. Graphical Presentation of Table 3
In this figure, each blue bar shows the mean score for its scale with an error

bar for the standard deviation, while the red dashed line (right-hand axis) tracks
the corresponding Cronbach’s o reliability. All scales cluster around a mean of

192



20 (1) 2025. S. Sivgh: Enhancing Job Satisfaction in Teaching through Effective...

3.5-3.9 (on a 1-5 range) and demonstrate strong internal consistency (a = 0.87).

Leadership’s role in growth and recognition is critical for enhancing satisfac-
tion. Low scores on “Justice” suggest leaders must foster fairer policies and trans-
parency. These factors highlight how leadership indirectly shapes school culture
and morale, supporting Hypothesis 2 (H2).

Teacher trainers’ job satisfaction is significantly influenced by transformational
and instructional leadership styles. Supportive environments, fair treatment, and
growth opportunities were critical to morale. The study validates both hypotheses,
reinforcing the central role of leadership in shaping teacher satisfaction, institu-
tional climate, and retention.

DISCUSSION

The findings of this study confirm that effective leadership and management
practices have a significant and positive impact on teacher job satisfaction, sup-
porting both Hypothesis 1 (H1) and Hypothesis 2 (H2). These results align with
the growing body of global research emphasizing the crucial role of leadership
in shaping teacher experiences, especially within complex and evolving educa-
tional contexts. Li & Wang (2023) provide compelling evidence that leadership
in times of crisis, such as during the COVID-19 pandemic, directly contributes
to enhanced job satisfaction. Their study showed that leaders who communicat-
ed clearly, demonstrated empathy, and supported teachers’ emotional well-be-
ing fostered a more resilient and satisfied teaching workforce. Similarly, in the
current study, institutions that provided emotional and logistical support through
leadership were associated with higher satisfaction scores among teacher trainers.
The role of teacher autonomy as a mediator between leadership and job satisfac-
tion is highlighted in Martinez & Silva (2023), who found that teachers felt more
satisfied when leadership styles allowed them to exercise professional discretion
and self-direction. This resonates with the present findings, where transforma-
tional leadership—characterized by empowerment, trust, and collaboration—was
strongly associated with satisfaction. Moreover, this aligns with Nelson (2023),
who observed that instructional leadership positively influenced teacher satisfac-
tion by focusing on instructional quality, academic standards, and professional
growth. The study also substantiates the significance of strategic and adaptive
leadership. According to O’Malley & Peters (2024) and Scott & Ellis (2024),
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leaders who adapted their style to the needs of teachers, students, and contexts—
especially in diverse or dynamic environments—were more likely to maintain
high levels of teacher morale and job satisfaction. These findings underscore the
importance of context-responsive leadership as an essential component of modern
school management. Importantly, the impact of leadership development programs
on job satisfaction, as shown in Patel & Kumar (2024), reinforces the idea that
investing in leadership training leads to long-term improvements in teacher expe-
riences. The current study observed that teachers working under trained and de-
velopment-oriented leaders expressed greater satisfaction, especially in terms of
professional recognition and career progression. Furthermore, Ramirez & Chen
(2024) and Upton (2025) both emphasize the power of distributed and transfor-
mational leadership in reducing teacher burnout and increasing retention. These
leadership models promote shared decision-making, peer support, and collective
responsibility, all of which were also evident in the present study’s analysis of
institutional climate. Teachers who felt involved in planning and policy-making
reported higher job satisfaction, echoing these scholars’ conclusions. From a ho-
listic perspective, Thompson & Jordan (2025) argue that leadership must address
not only instructional needs but also teachers’ mental health, work-life balance,
and interpersonal relationships. This multifaceted approach was validated in the
current study, where participants highlighted the value of leadership that was
emotionally intelligent, accessible, and inclusive. Finally, Valdez & Singh (2025)
synthesized leadership strategies that consistently yielded positive results across
settings, such as clear communication, goal alignment, continuous feedback, and
recognition. These strategies match closely with the high-scoring leadership be-
haviors in this research, suggesting that a consistent, evidence-based leadership
approach can universally enhance job satisfaction.

CONCLUSION

It is deemed necessary for college administrations to further investigate the ben-
efits of applying transformational leadership and effective management practices
to achieve institutional goals, such as improving teaching quality and ensuring
optimal college management. Enhancing job satisfaction in teaching through
effective leadership and management is essential for the well-being of teachers
and the overall success of educational institutions. Transformational leadership
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is highly effective in increasing job satisfaction among teachers. Leaders who
provide vision, inspire through motivation, and encourage professional growth
help create a positive and supportive work environment. This leadership style
fosters a sense of purpose and belonging, which significantly contributes to higher
job satisfaction. Distributed leadership, which involves sharing responsibilities
and decision-making across the educational community, empowers teachers, pro-
motes collaboration, and fosters a collective sense of responsibility. These aspects
lead to a more engaged and satisfied teaching workforce. Instructional leaders
who prioritize teaching and learning, offer constructive feedback, and facilitate
professional development also play a crucial role in boosting job satisfaction. By
enhancing instructional practices, they support teachers’ confidence and profes-
sional growth. Supportive management practices including the provision of re-
sources, emotional support, and professional development are vital in maintaining
a positive work environment. When teachers feel recognized, supported, and have
clear communication with leadership, their satisfaction and retention improve.
Creating an environment with manageable workloads, adequate facilities, and a
strong administrative support system further enhances job satisfaction. Teach-
ers who have access to the necessary tools and support are more likely to expe-
rience reduced stress and greater job fulfillment. Opportunities for continuous
professional development are also essential. Tailored programs, mentoring, and
collaborative opportunities allow teachers to stay updated, refine their skills, and
advance in their careers. Ultimately, enhancing job satisfaction through effective
leadership and management contributes to a thriving educational environment
and improved student outcomes. By addressing challenges such as resistance to
change and resource limitations and by implementing supportive policies, insti-
tutions can foster a more motivated, engaged, and successful teaching workforce.
Prioritizing the well-being and growth of teachers is key to creating a sustainable
and impactful learning community.
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PRIMJENA UCINKOVITOG VODSTVA 1 UPRAVLJANJA U SVRHU POVECANJA
ZADOVOLJSTVA U NASTAVNICKOM ZANIMANJU

SAZETAK

Cilj ove studije bio je ispitati suodnos ucinkovitog vodstva
i upravljanja te zadovoljstva poslom medu nastavnicima
na razli¢itim fakultetskim smjerovima u Kanpuru, Uttar
Pradesh, Indija. Upotrijebljen je strukturirani upitnik koji
se sastoji od tri dijela: demografskih podataka, Ljestvice
ucéinkovitog vodstva i upravljanja (ELMS) i Ljestvice za-
dovoljstva poslom (JSS). U studiji je primijenjen kvantita-
tivni, medusektorski pristup, a podaci su medu 180 obra-
zovatelja nastavnog osoblja na Sest fakultetskih smjerova
prikupljeni s pomoc¢u anonimne ankete zatvorenog tipa.
Za analizu podataka koristen je Statisticki paket za drust-
vene znanosti (SPSS). Rezultati su pokazali da je prosjec-
na ocjena za ucinkovito vodstvo i upravljanje bila 2,9 +
0,8, §to odrazava umjerenu do visoku razinu percipirane
ucinkovitosti vodstva. Na istom je tragu i prosjec¢na ocjena
zadovoljstva poslom 3,1 £ 0,9, $to upucuje na visoku raz-
inu zadovoljstva medu sudionicima. Utvrdena je statisticki
znaCajna pozitivna korelacija izmedu ucinkovitih prak-
si vodstva i upravljanja i ukupnog zadovoljstva poslom.
Tocnije, bolji rezultati na podrucju individualnosti, u¢inka
i usmjeravanja ¢vrsto su povezani s ve¢im zadovoljstvom
medu nastavnim osobljem. Rezultati studije naglasavaju
da je provodenjem ucinkovitih praksi u vodstvu i uprav-
ljanju vazno osnaziti obrazovatelje, promicati njihovu
dobrobit i povecati njihovo zadovoljstvo poslom. To bi
trebao biti prioritetni i strateski cilj upravama obrazovnih
ustanova koje teze poboljsanju institucionalne u¢inkovito-
sti i kvalitete nastave.
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