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Abstract

Studies conducted with constructivist and sociocultural approaches have shown
that teachers’ beliefs represent a filter through which teachers interpret phenomena
within their practice. These beliefs significantly influence their behavior and they are
linked to strategies applied in the classroom. The aim of this research was to broaden
and deepen the understanding of teachers’ beliefs about student motivation. The
sample comprised 30 elementary school teachers from the wider area of Belgrade.
Data were collected using the focus group method and the material was analyzed
using qualitative thematic analysis. The results showed that teachers understood the
importance of intrinsic motivation for learning and for encouraging student autonomy
as one of the key motivational strategies. They were aware of their own responsibility
and that motivating students is a creative act that depends on teachers’ individual
qualities, skills, and their attitude towards their profession. Bearing in mind that their
own professional identity is threatened by the low value attributed to education in
society, it becomes clearer how these circumstances can negatively affect the teachers’
sense of agency. Generally, the results indicate that teachers should acquire knowledge
about students’ motivation more systematically and reflect more on their own beliefs.
That is how teachers would become more flexible in relation to system demands and
more confident in relying on their own resources and creativity in teaching.

Key words: elementary school; learning; motivation; motivational strategies, teachers’

beliefs.

Introduction

The theoretical framework for understanding the connection between teachers’ beliefs
and activities comprises sociocultural and constructivist approaches in psychology,
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which point to the fact that meanings used by actors are created and mediated in
culturally defined practices (Bruner, 1990; DZinovi¢, 2017). Research has shown
that beliefs represent the individual subjective knowledge of teachers and primarily
reflect their long-term, common-sense attitudes and expectations regarding learning
and motivation, rather than being a reflection of knowledge based on research about
these phenomena. Although knowledge and beliefs are intrinsically intertwined, the
powerful affective and evaluative nature of beliefs makes them a filter through which
teachers interpret novel phenomena (Nespor, 1987; Pajares, 1992; Turner, Christensen
& Mayer, 2009). Beliefs significantly influence teachers’ behavior in the classroom, they
are closely related to strategies applied in everyday professional life, and they shape
the environment in which students learn (Berger, Girardet, Vaudroz & Crahay, 2018;
Fives & Gregoire Gill, 2015; Levitt, 2002; Turner, Bogner Warzo, & Christensen, 2011).

Teachers’ beliefs on what motivation is and which teaching practices are effective in
developing motivation have proved to be long-lasting and stable (Pajares, 1992; Turner
et al., 2009; Turner, 2010). Teachers form beliefs while preparing for the teaching
profession as well as through their professional experience (Hornstraa, Mansfild,
van der Veen, Peetsmaa & Volman 2015). Research has shown that teachers perceive
student motivation as a stable characteristic that can predominantly be shaped by
parents (Berger et al., 2018). They are aware of the importance of motivation and its
implications for students’ engagement, but they believe that their own influence is limited
to creating engaging classroom activities. Teachers’ beliefs about motivation can be
divided into two broad categories: (1) beliefs about the application of intrinsic forms of
motivation, such as taking into consideration students’ interests, creating challenging
tasks, and assigning individual projects; (2) beliefs about employing extrinsic forms of
motivation, including praise, rewards, punishment, and grades (Reeve, 2009; Turner
et al., 2011). Studies within this research tradition have typically been quantitative,
although a number of researchers have long pointed to the need to employ qualitative
approaches (such as case studies, narrative analyses, and biographical methods), given
that such approaches better suit the nature of the phenomenon of motivation and
could thus yield new insights (Pajares, 1992). What follows is an overview of the few
qualitative studies on teachers’ beliefs about motivation and their significance for
teaching and learning outcomes.

Examining elementary school teachers’ motivational strategies and the obstacles
they encounter in their work, the authors in their research interviewed teachers who
preferred strategies that encourage student autonomy and teachers who were more
prone to applying controlling motivational practices (Hornstraa et al., 2015). The
main results showed that the beliefs of teachers who supported student autonomy
were in accordance with their preferred style and that they believed that this strategy
yielded positive effects regardless of the perceived obstacles. Conversely, some of the
teachers who applied controlling motivational strategies believed that supporting
student autonomy was a desirable strategy, but they were unwilling to give up control.
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The study showed that reasons for the incongruence between beliefs and practices
in motivating students were mostly contextual in nature and that teachers applied
controlling practices due to pressures from above (e.g., national testing and reaching
national standards) as well as obstacles they observed at the school level (e.g., negative
perceptions of student abilities and behavior, characteristics of students’ families, and
their motivation in class).

In a case study conducted with the aim of identifying the best strategies for motivating
students to learn English as a second language, the authors found that teachers believed
that no motivation strategy can be successfully applied without creating an interactive
environment characterized by mutual assistance, engagement, and fun (Abdullah,
Ghaffri & Yahuai, 2019). Games that suit students’ interests were singled out as the
most effective motivational strategy. Furthermore, teachers believed that the purpose
of motivation was to inspire students to feel successful, to help them to set realistic
goals in accordance with their abilities, and to monitor their progress.

A comparative study conducted with the goal of determining similarities and
differences between the beliefs of teachers from different cultural settings was conducted
in UK, the USA, and Russia (Hufton, Elliott & Illushin, 2003). The authors interviewed
teachers who taught different subjects in high school. The results of the qualitative
analysis showed that all teachers agreed on the following key factors of motivation:
(a) support that parents give to their children throughout education and the high
value parents ascribe to education; (b) relationships between teachers and students
that are characterized by mutual appreciation and empathy; (c) students’ interest in
the subject; (d) the application of grading, rewards, and punishment.

Within the project entitled Serbian Pupils' Motivation for School Learning (Baucal,
Babi¢ Pavlovi¢, Djuri¢, Toskovié, Radisi¢, Stankovié, Budevac, 2009), one segment
was dedicated to conducting a focus group study examining the beliefs, opinions,
and experiences of students, teachers, parents, and school counselors regarding the
nature and level of motivation for learning in high schools. The results of the analysis
of teachers’ personal theories about student motivation showed that teachers believed
that students differed in their motivation for learning, that developing motivation in
children should be the responsibility of parents, not teachers, and that parents showed
a lack of respect for the teaching profession. Furthermore, teachers claimed that they
possessed insufficient knowledge on motivation, that this knowledge was not acquired
at university, and that motivational techniques exclusively depended on the teacher’s
personality and personal theories.

The consideration of the role of the teacher in developing students’ motivation
for learning raises a plethora of questions. What kind of teaching practice should be
created? How do teachers understand motivational constructs? Do these constructs
only serve to categorize students or are they perceived as motivational dimensions
that are subject to teachers’ reflections and changes (Murphy & Alexander, 2000)? If
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teachers believe that they can indeed influence student motivation, what strategies
yield optimal motivation? In other words, what knowledge and beliefs do teachers
need to possess about the phenomenon of motivation in order to maximize their
contribution to students’ development?

Methodology

The goal of this research was to better understand elementary teachers’ beliefs
regarding student motivation for learning. Aiming to encompass different aspects
of the phenomenon of motivation, we addressed the following research questions:

(1) How do teachers define the concept of motivation for learning?
(2) What factors affect student motivation?

(3) What are the obstacles to motivating students to learn?

(4) What motivational strategies do teachers use in the classroom?

The sample included 30 teachers (24 female) from four elementary schools within the
central and wider area of Belgrade. The participants taught different subjects (history,
geography, biology, Serbian, music, physics, chemistry, mathematics, and art). Their
teaching experience ranged from 5 to 32 years. The teachers voluntarily participated
in the research. The researchers contacted school counselors, who informed teachers
about the type and goal of the research. Further communication with teachers who
expressed interest in participating was personally conducted by the researchers.

For the purpose of data collection, we organized three focus groups (each including
10 teachers) at the Institute for Educational Research in Belgrade. The focus groups
lasted two hours each. The interview guide included the research questions and one of
the authors of this paper acted as the focus group moderator. Participants previously
agreed to the researchers making audio recordings of the conversations (a total of
6 hours of recorded material), which were subsequently transcribed. The material
was analyzed applying the hybrid technique of inductive and deductive qualitative
thematic analysis (Braun & Clarke, 2006; Fereday & Muir-Cochrane, 2006). The
analysis framework comprised categories defined according to the research questions.
The inductive analysis was conducted by coding the transcribed material in order to
identify the superordinate themes. We adopted the sentence as the unit of analysis but
sometimes expanded the unit to an entire paragraph if it carried a meaning relevant
to our research questions (categories).

In the coding process, one of the authors coded the entire material and created a
coding scheme consisting of the initially identified superordinate and subordinate
themes. Afterwards, the other author read the transcribed material and coding scheme
and entered statements of agreement or disagreement with the proposed superordinate
and subordinate themes, along with her suggestions for changes to the coding scheme.
The themes were adjusted multiple times in order to best correspond to the codes
and the raw material. Agreement on the themes and the corresponding codes between
the two independent evaluations exceeded 80 %. The final list of themes within each
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category was the result of negotiations and the harmonization of authors  opinions on
themes that had caused dilemmas or disagreement. The process involved frequent re
analysis of the code scheme and the original statements of the participants in order
to maximize the interpretive validity of our categorization.

Results

The results of the qualitative analysis are shown in the form of a matrix comprising
the four previously defined categories and the themes within each category. The themes
are listed hierarchically, in accordance with the number of codes by which they were
identified (Table 1).

Table 1
The category and theme matrix

Defining the concept of Student motivation Obstacles to Teacher motivational

motivation for learning factors motivating students strategies
f;ﬁj:::;i};eelmgs related Teachers Systemic obstacles  Teaching methods
27) (106) (50) (87)
Motivated students’ behavior N Teacher-student
. Class organization ~ Teachers . .

and traits (55) 42) relationships
(27) (19)
Goal orientation, desire Classroom climate  Students Learning
to succeed (43) (29) environment
(1) )
Universal and immanent Parents/family Parents
human phenomenon

(37) (19)
(6)

Student How education is

characteristics valued in society

(26) and media

(18)

Teacher

cooperation

(22)

Grading

(©)

How do teachers define the concept of motivation for learning?

Within the first category, we identified six themes. On the whole, our participants
constructed two dominant discourses: the first, in which motivation was defined
through specific behaviors, activities, and characteristics of students; the second,
representing an elaboration of the general aspects of the phenomenon of motivation,
regardless of the context. The examples of participants’ narratives related to defining
the concept of motivation are presented in Table 2.

2 The numbers in brackets indicate the position of citations given in the tables.
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Students’ feelings related to learning. The participants most commonly defined
motivation as an internal state, that is, a feeling, mood, desire or need of the student
to learn. Motivation is associated with questioning or wondering, personal satisfaction
and joy while learning, a desire to learn something new, and excitement about acquiring
new knowledge [1].

Motivated students’ behavior and traits. The teachers listed the following activities as
indicators of motivation: asking questions, commenting on the lesson, expanding the
lesson by introducing new topics of interest to students, searching for data, establishing
a link between the lesson and everyday life experiences, and the existence of a learning
plan. Other indicators listed included learning outcomes, such as long-term retention
of the most important parts of the curriculum and understanding what is being
taught. Some of the typical nonverbal indicators of student motivation included
eyes wide open , astonished facial expression, listening carefully, peace and quiet in
the classroom, and eureka moments [2]. In terms of personality traits, the teachers
described highly motivated students as well-mannered, hard-working, responsible,
honest, and attached to the teacher.

Goal orientation, desire to succeed/ambition. Motivation was identified with students’
aspirations and desire to succeed and to achieve set goals, which could be short-
term (to get the highest grade) as well as long-term (to attain financial security and
wellbeing through education). This theme included the teachers’ statements that
students with high academic achievement are a priori motivated and do not require
particular support from the teacher, along with the belief that motivation is linked to
students’ confidence in their own abilities.

Immanent human phenomenon. This theme contained descriptions of motivation as
a characteristic that is common to all people, regardless of the context in which it is
manifested and whether it pertains to children or adults. In other words, motivation
was defined as a universal human phenomenon, a mechanism of existence [3].

Table 2
Teachers’ narratives related to defining the concept of motivation

[111see motivation, specifically in the classroom context, as a desire to learn something new.

[2] I remember her facial expression, those big eyes, and the joy when she is learning something new.
I was no longer her teacher, but our paths crossed during competition preparations and she kept that
joy alive, which is rare.

[3] Life itself is a motive. Motivation is something you cannot live without, something no one can live
without.

What factors affect student motivation?

We identified eight themes/factors that teachers believed could contribute most
to student motivation. Having in mind the number of codes on which the first two
themes were based and identified, we assumed that teachers believed that encouraging
student motivation was predominantly within their sphere of influence. The examples
of participants’ narratives are presented in Table 3.

458



Croatian Journal of Education, Vol.25; No.2/2023, pages: 453-490

Teachers. Our participants mostly discussed motivation skills that they defined as a
set of verbal and nonverbal teacher behaviors. They provided examples of behaviors
aimed at inciting interest, questioning, and wonderment in students (e.g., specific stress
patterns in speech, using particular phrases, and combining loud and quiet speech).
Our participants emphasized that these are skills similar to the ones used by actors,
thus equating the classroom with a theatre stage and teachers’ behavior with a public
performance. Also, they highlighted skills related to carefully observing students and
analyzing their needs, interests, and moods, which should serve as a foundation on which
the teacher can build students’ initial interest [4]. However, they insisted that this alone
was not enough and that they found it necessary to possess the skill of “nurturing” these
moments of awakened interest, that is, to maintain student motivation. Listed as almost
equally important were teachers’ personality traits, such as openness and readiness to
accept criticism, whether from colleagues or from students. They stated that teachers
are expected to suppress their ego when working with students and to admit that they
do not know everything. They believed that teachers are expected to be energetic,
enthusiastic, charismatic, and optimistic, to have a good sense of humor, and to display
kindness and humanity. It is also important for a teacher to be creative, a bit playful
(“silly”), and willing to step outside the standard role of the teacher, from time to time.

Teachers education, professional development, and work experience were identified
as important motivational factors. Hence, according to our participants’ statements, a
teacher should never stop learning and working on class plans, since improvisation is
not allowed [5]. Teachers’ education should primarily focus on pedagogical content
and knowledge, didactics, and teaching methods. Likewise, our participants ascribed
importance to specific knowledge and skills, including proficient use of new educational
technology. A significant participants’ narrative is about teachers’ love for their
profession, viewing their profession as a mission, and “a sense of pride that teachers
derive from this role” [6]. Teachers believed that “being a good teacher” was an innate
disposition and that an unmotivated teacher could not be an important motivation
factor for students. Likewise, our participants believed that teachers’ motivation should
not be limited to teaching and grading but should include dedication to addressing
students’ personal issues.

Table 3
Teachers’ narratives related to the teacher as a motivation factor

[4] How you speak is important. How you address them is important. How you read a text...They study
you and you study them...

[5] A teacher who works with children and wants to motivate them needs to work really hard. It is life-
long learning. In a sense, it is hard because you always have to dig further... It is up to the teacher to
decide whether to do things routinely and be indifferent or to keep on learning.

[6] You are truly lucky if you are the one in a thousand who can say - this is my mission, this is my job.

Class organization. This theme refers to diverse teaching methods, media and
techniques, principles of teaching, and characteristics of teaching content used to
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trigger motivation for learning (Table 4). Our participants listed approaches to
teaching that fall within the vast spectrum of active learning and principles that help
encourage intrinsic motivation. The teaching methods included research projects,
experiments, discovery learning, play, and forms of learning that encourage group
analysis, discussions among students, and working on public presentation skills. They
identified the following principles as most important: mapping basic concepts in each
school subject, creating a link between school learning and everyday life, with the goal
of acquiring functional knowledge, respecting students’ different abilities and interests,
etc. [7; 8]. The participants believed that the key characteristics of the teaching content
include the potential to elicit emotions in students and to suit students’ interests [9].

Table 4
Teachers’ narratives related to class organization as a motivation factor

[71 Preparing for these lessons means that you have to think about every child in every class. You need
to introduce different media and techniques and modern presentation methods.

[8] Whatever you teach, you have to touch upon the basic ideas in the field. Thus, when children
complete one level of education, they need to understand the main idea of your subject in order to get
the full picture. Children often cannot see the trees for the forest.

[9] You cannot avoid expressing emotions related to the content. Other subjects can also involve
excitement about discoveries, literature in particular.

Classroom climate. We identified this theme based on the teachers’ narratives about
the quality of relationships between teachers and students, and students’ relationships
in class (Table 5). The teachers believed that a supportive social context is an important
prerequisite for student motivation. Such contexts are characterized by empathy and
offering support to students in order to create an atmosphere in which students can
communicate freely, without being afraid of making mistakes [10]. Furthermore, the
teachers highlighted the importance of setting boundaries in mutual relationships and
adhering to previously defined rules [11]. In terms of relationships among students,
our participants stated that cooperation and mutual helping are desirable forms of
behavior. Also, successful peers can serve as role models, especially for children who
lack confidence in their abilities. Our participants pointed out the importance of a
positive atmosphere during the learning process, pedagogical optimism, frequent use
of praise (“children should never be scolded”), and encouraging self-confidence and
feelings of responsibility in students [12].

Table 5
Teachers’ narratives related to the classroom climate as a motivation factor

[10] For me it is important to make them feel free to speak their mind, even if they are wrong, if their
answer is wrong.

[11]/think that it has to do with establishing rules, so to speak, the first time you enter the classroom. It
is not just the way you teach, but the way you treat them...they need to know the boundaries.

[12] You should always support them... Something else that parents have to know and is most
important is that children should gain that self-confidence regardless of their profile or social class.
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Parents. They were perceived as a factor that could influence student motivation
in two ways (Table 6). Primarily, the family should build a foundation for developing
motivation in students by continuously supporting and encouraging children to learn,
especially through values that parents themselves foster in the context of frequent
and meaningful communication with their children. Accordingly, our participants
symbolically described family as the context that should provide children with “roots
and wings” [13]. The second way is the establishment of effective cooperation between
parents and teachers. The participants found it crucial for parents to support teachers’
authority and to get involved in organizing and realizing important school activities [14].

Table 6
Teachers’ narratives related to the parents as a motivation factor

[13] Motivation comes from home, from the primary family. You can easily see in the classroom that
students have certain backgrounds and then you wonder about the differences that make some chil-
dren motivated and others not. | think that family is the key.

[14] Motivation depends a lot on the parent-teacher relationship. It is important that parents do not
tell the child “the teacher is wrong’.

Student characteristics. Students’ ages and characteristics were recognized as the
most important factors in motivation for learning (Table 7). The teachers believed
that motivation and joy during learning are more intense at a younger school age, after
which they decrease in intensity [15]. Although the teachers described the will and
desire to learn as innate, they emphasized the importance of upbringing and acquiring
traits and skills that are crucial to successful learning: responsibility, independence,
self-confidence, time-management, planning, and learning strategies [16].

Table 7
Teachers’ narratives related to student characteristics as a motivation factor

[15] I have concluded that excitement about learning something new is much more observable in
children at a younger school age. | often wonder, what is happening to these children???

[16] Students who shows interest are, above all, well-mannered. They are responsible. They are tidy
and hard-working. They follow some sort of a system when writing papers.

Cooperation among teachers. This was considered to be an important motivational
factor for multiple reasons (Table 8). It enables teachers to share opinions on methods
and techniques they use in teaching in order to motivate students, to observe another
teacher’s classes and learn from one another, and to offer one another support in
solving the problem of student motivation. As a special quality of cooperation among
colleagues, the participants mentioned “the combination of experience and youth”,
that is, more experienced and skilled teachers were seen as sources of motivation
and knowledge. Mentorship, teachers’ councils, and cooperation among teachers in
different grade levels were listed as possible forms of cooperation. Exchanging ideas
and connecting via different social networks, bases, and websites (e.g., Knowledge
Base, Creative School) were considered effective, but our participants emphasized
that this form of collaboration is highly uncommon [17; 18].
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Table 8
Teachers’ narratives related to the cooperation among teachers as a motivation factor

[17] All we need to do is exchange experiences.

[18] When | enter the teachers’ lounge and sit down, I first listen to everyone and try to see whom | can
ask something... You can see who is open to it... But anyway, it is nice to share with one another our
attitudes, thoughts, and views... we rarely meet like this.

Grading. Our participants believed that grades can constitute one of the key sources
of motivation, provided that grading meets certain conditions (Table 9). Above all,
they found it crucial for the teacher to explain the grading criteria right away in order
for students to accept each grade without any issues. Furthermore, they stated that the
teacher needs to be consistent, in order to make grades maximally objective indicators
of students’ knowledge, while also taking into consideration students’ efforts [19].

Table9
Teachers’ narrative related to grading as a motivation factor

[19] 1 think that children value consistency and justice. When a child asks questions, that child should
get an A, because that means that he or she truly understood what you were talking about and there
are no problems in the sense that others would ask why he or she got an A. This is a very clever way to
encourage intrinsic motivation and make children perceive a grade as more than just a grade.

What are the obstacles in motivating students to learn?

Within this category, we identified six groups of obstacles teachers face when
motivating students to learn. According to the number of codes, the most common
obstacles stemmed from flaws in the education system, followed by obstacles arising
from unprofessional teacher behavior and relationships among teachers. Some teacher
narratives on the different obstacles in motivating students are presented in Table 10.

Systemic obstacles. These obstacles are related to the ways education policies are
formulated in the following domains: grading, curriculum, hiring practices, evaluation
of teachers’ work, and teachers’ professional development. According to our participants’
opinions, the grading system does not motivate students because descriptive grading
has been reduced to a formality and the new law on education goes in favor of grading
“too often’, with a prescribed mandatory number of grades. Thus, the teachers claimed
to be forced to contrive solutions for encouraging intrinsic student motivation through
grading [20]. Difficulties related to the curriculum included an emphasis on encyclopedic
knowledge and a too extensive and fragmented teaching content that represents an
obstacle in planning interesting lessons. Some of the major problems included teachers’
indefinite employment contracts and principals’ obligation to choose candidates
exclusively from the so-called “list of redundant staff”, which makes it difficult to select
teachers according to teaching quality. Furthermore, our participants pointed out the
lack of legal regulations that would enable providing financial rewards in accordance
with teaching quality and give teachers promotion opportunities. Together with
low pay, these factors undermine teachers’ work motivation. The teachers reported
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being dissatisfied with the quality of professional development programs, finding
that participating lecturers lack practical experience and offer no new insights, while
seminars designed by peer teachers receive little support from the system.

Obstacles stemming from the teacher. Teachers’ emotional burnout was the most
commonly mentioned obstacle to successfully motivating students. Our participants
found that the main reasons for this state included spending too much time working
with low-achieving students and dealing with students’ personal problems, mostly
because teachers felt incompetent for that kind of work. They were further troubled
by the lack of cooperation and respect among teachers. According to their statements,
they rarely get together to discuss problems related to student motivation and other
important topics, and they feel “isolated” in their work. Older teachers found their
younger colleagues insufficiently open to cooperating with more experienced colleagues
and learning from them, while younger teachers stated that their older colleagues find
it hard to accept new technologies.

Obstacles stemming from students. The participants largely agreed that new generations
of students are significantly different in comparison to earlier generations. We identified
two different views on the quality of these changes. According to the first view, new
generations of students ascribe lower value to learning and knowledge, they do not
like school, they do not know how to learn, and they live much more comfortably
than earlier generations. Students’ interest is short-lived, they are mostly motivated by
grades, and enjoyment in learning is not accepted among peer groups at an older school
age, since a student who works hard can be characterized as a nerd. According to the
other view, students are now smarter and more educated, largely due to the availability
of new technologies, which is why teachers often have the feeling that students know
more than they do. The fact that students are overwhelmed by content from various
media makes school materials uninteresting.

Parents as a source of obstacles. Parents’ insistence on high academic achievement,
regarding grades as the main motive for learning, unrealistic expectations and ambitions,
and intense parental pressure represent major sources of difficulties for teachers. An
additional problem arises from the fact that there is an increase in the number of
divorced parents, which is why the family has become an unstable and insufficiently
stimulating context for learning and growing up. Due to personal problems, parents do
not give enough love and time to their children. Often, they only show interest in their
child’s school responsibilities and progress at the end of the school year. A particular
problem for teachers are parents who “meddle too much in teachers’ work”, “lack
confidence in teachers, do not offer them support, and do not respect them enough”

How education is valued in society and media. The obstacles the the teachers mentioned
within this theme reflect their need for greater social support and their awareness of the
explicitly negative view of their profession among the public. Our participants spoke
about the image of “pitiful, poor, financially degraded educators’, as portrayed in the
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media. They emphasized that respect and reputation in society are more important for
teachers than salary. Namely, the main issue with teachers’ negative image in society
is that degrading their profession undermines their authority with students [21].

Table 10
Teachers’ narratives related to obstacles to student motivation

[20] Our grading system does not motivate students; it is terribly rigid. We get stressed when we cannot
use numeric grades, we start to panic. For example, we have adopted descriptive grading in the first
grade and the nice idea of getting a description has been reduced to a formality. Even the parents’
reaction — alright, you have told me everything, but what grade is that?

[21] Our dignity needs to be restored, if at all possible, but we cannot do it on our own. Society needs
to do it, because it has ruined us, totally degraded us, and it now needs to get us back on the right
track. To put it simply, we now have a bad image and we have become the epitome of everything that
is negative.

What motivational strategies do teachers use in the classroom?

We asked the participants to describe one of their classes in which they noticed
students were particularly interested in the subject: what did their preparation for
class encompass, what did they do, and what did they expect their students to do? Our
goal was to discover teachers’ goal-oriented behavior patterns, that is, to see how they
plan their motivational strategies. The teachers discussed the following elements of
their strategies: teaching methods, teaching principles, their relationship with students,
and characteristics of the environment in which learning takes place. Examples of the
teachers’ narratives on motivational strategies in the classroom are presented in Table 11.

Teaching methods. Our participants emphasized the effectiveness of thematic teaching,
group work, problem-based learning, experiments, play, and peer teaching. Thematic
teaching was identified as one of the most successful education reform solutions.
Our participants stated that this approach should be systemically introduced into
the national curriculum. They found problem-based learning to be suitable only
for a limited number of subjects (e.g., physics and mathematics), while play as a
teaching method was deemed universally applicable, regardless of the subject [22].
In relation to peer teaching, the teachers reported encouraging students to explain
topics to one another, devise tasks and test questions, and assess one another [23]. Our
participants ascribed great significance to using questions in teaching and claimed
to use intellectually stimulating questions in order to motivate students to engage
in discussions and argumentation. Likewise, they reported encouraging students to
ask questions, stating that these questions allow them to determine whether students
understood the lesson. Moreover, they reported rewarding such student questions
with the highest grade, with the goal of encouraging intrinsic motivation. Within this
theme, the participants discussed the effects of the application of different methods
while teaching, which serve as “a surprise factor”, “a moment of rousing”, and “a strong
impression”, when they “want to grab their students’ initial attention”. For this purpose,
they reported using movies and stories with confusing, absurd or unexpected elements
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[24]. In terms of teaching principles, the participants mentioned correlating different
subjects in order to help students summarize what they had learned and see it as a
whole, establishing links between school learning situations and everyday life, and
the principle of mapping the key ideas. Based on their own experience in applying
the aforementioned approaches, the teachers concluded that class duration needs to
be adjusted to suit specific situations, as well as students’ needs.

Teacher-student relationships. Describing mutual interaction in the classroom, our
participants listed characteristics of their communication with students: providing
support, acknowledging students’ feelings, and encouraging students to freely express
their opinions while providing argumentation for their views. Furthermore, they
claimed to build relationships based on mutual trust, which requires the teacher to
be open and willing to talk about topics that include students’ personal problems and
experiences, with the goal of helping them to relax. For this purpose, the teachers
reported using humor and identified it as an important “spice” or element of teaching.

Learning environment. To create a classroom situation that motivates students to
learn, our participants reported changes they had made to space organization, in
accordance with their belief that everything that allows students to break away from
routine can be motivating, for example, sitting on the floor, sitting in a circle, moving
students who are not motivated from desks at the back (“where they usually sit”) to
the front rows, and having classes in other school facilities (“the library as a context
for awakening motivation”).

Table 11
Teachers’ narratives related to motivational strategies in the classroom

[22] The key word in all of that is play. Yes, we play in class. We play guessing games, | call it a festival or
quiz andthen they say let’s play. It is not a game at all. They think it is, and you have created this illusion
that it is a game. That is what | do during lab work.

[23]1 motivated students by letting them devise their own tests. So, | would choose two students — one
with higher and one with lower achievement, and they would make the test. As my colleague often
says, maybe | was naive and | trusted them too much, but | do not regret trusting them. | do not think
thatitis so terrible if they revealed a question to other students, that is a sign of friendship, at least they
will learn how to answer that question.

[24] To keep their attention | purposefully make a mistake when asking a question. Then | say: “Where
did | make a mistake?” or “Which word does not belong here?” That way | make them listen to me.

Discussion

The results of our research showed that teachers understood that motivation for
learning was important, not only for academic achievement but also for children’s general
personality development, their ambitions and interests. Although it could be said that
the participants’ beliefs were predominantly based on their everyday experience in
working with students and that they predominantly intuitively understood the complex
and dynamic nature of motivation, their narratives also contained important concepts
that the literature links to this phenomenon, including universality, intensity, duration,
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and goal orientation (Ames, 1992; Murphy and Alexander, 2000; Wentzel & Brophy,
2014; Pintrich, 2000). On the one hand, the teachers conceptualized motivation as
an individual difference variable and they believed that it is partly innate. Likewise,
they were aware of the power of different external factors (parents, teachers, school
environment characteristics, and peers). They pointed out the quality of interpersonal
relations in teaching, which is in line with the theoretical definition of motivation as
a relational construct and the idea that in the context of school learning, motivation
should not only be viewed as the starting point but also as a result of teaching as an
interactive process, as an intersection of different discourses, communication, and
co-construction of knowledge, meaning, beliefs, and values, both implicit and explicit
(Lali¢-Vucetié, 2015; Palekéié, 1985; 2005).

In their definitions of motivation for learning, the participants primarily focused
on intrinsic motivation and its manifestation in the school context. They described
the profile of a motivated student through behaviors that theories of motivation have
recognized as the phenomenon of flow, a state in which a person is completely absorbed
in an activity and enjoys it (Csikszentmihalyi, 1990). Although intrinsic motivation is
important to all actors who participate in education, as a natural source of learning
and achievement that can be systematically encouraged, weakened or even ruined by
parental and teaching practices (Ryan & Stiller, 1991; Ryan & Deci, 2000), it is equally
useful for teachers to understand the significance and potential of different forms of
extrinsic motivation (Lali¢-Vuceti¢, 2007). Also, research has shown that people with
highly developed intrinsic motivation can perceive external limitations as challenges
that drive them to become even more engaged in internal activities (Brophy, 2004;
Harter, 1981; Palek¢i¢, 1985). Our participants reduced the discussion about extrinsic
motivation to grades and the problem of their prominent place in the value system
throughout education. They believed that grades can be an important motivation factor
if they meet certain criteria, but that the rigidity of the Serbian education system in
terms of grading reduces this measure to a mere formality. Teachers in countries with a
different cultural heritage also perceive grading as a controversial means of motivating
students, since the desire of some students to get good grades could be a replacement
for much more valuable learning outcomes, such as understanding lessons, acquiring
knowledge, and developing skills necessary for achieving future goals (Hufton et al.,2003).

The teachers were aware of the importance of their own role in the development of
student motivation. They understood that their own personality and behavior represent
a model for students. They described teachers who are successful in this domain as
open to learning and new experiences, flexible, tolerant, enthusiastic, and skilled at
verbal and non-verbal communication. Although they stated that high-quality formal
education and continuous learning are necessary for acquiring motivational skills, they
ascribed great importance to talent and innate aptitude for the teaching profession.
This narrative reflects the essence of the concept of pedagogical tact, which is largely
neglected in contemporary literature and practice. As a construct, pedagogical tact
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surpasses professional knowledge and skills and includes categories such as the way of
being, consciousness, and teachers’ attitude towards their profession (Palek¢i¢, 1999).

The participants focused on two key aspects of their work: class organization and
creating a positive classroom climate. Based on strategies they suggested, it can be
concluded that they recognized the importance of student autonomy for motivation.
Numerous studies conducted within self-determination theory have confirmed the
positive effects of two broad groups of teaching strategies — encouraging student
autonomy and interpersonal involvement — on stimulating the internal locus of control
and intrinsic motivation, improving students’ self-confidence, the sense of one’s own
competence, and engagement in classroom activities (Ntoumanis, 2005; Ryan & Deci,
2000; Skinner & Belmont, 1993; Seifert & O’Keefe, 2001). Moreover, the participants
stated that, in practice, they insist on using materials that are relevant to students,
linked to everyday life as well as other school subjects and selected in accordance
with students’ individual abilities and interests. Still, they described the application of
these principles and strategies as a major challenge in their teaching practice, due to
the overly extensive curriculum, which is in line with the statements of participants
of other studies conducted in Serbia (Baucal et al., 2009; Lali¢-Vucetié, 2007; 2015).

Another major challenge the participants in our research mentioned was related
to working with students who have personal or family issues. They stated feeling
insufficiently competent to offer that kind of support. Research in other settings also
showed that the lack of job satisfaction and emotional burnout in teachers arise as
consequences of the increased demands of working with students that have behavioral
problems or come from socially deprived environments (Browers & Tomic, 2000;
Pernjek & Mati¢, 2015). At the same time, our participants stated that they viewed
offering this kind of help and support to students as something that gives meaning
to their everyday work. This finding indicates that acquiring counseling skills should
become a part of teachers’ professional development programs, in order to increase
their sense of competence and decrease stress.

The participants perceived parents as a primary resource in developing student
motivation. Similar teachers’ beliefs can be found in other research results (Berger et
al.,2018). Parents who offer plenty of support, maintain close emotional relationships
with their children, and encourage them to be independent, represent a powerful
predictor of students’ success, high self-confidence, and high motivation (Deci &
Ryan, 1985; Gonzalez-DeHass, Villems & Holbein, 2005; Grolnick, Ryan & Deci, 1991).
Although the teachers were aware that cooperation with parents is important for student
motivation, they were ambivalent towards ways of including parents in school processes.
In other studies conducted in Serbia, teachers also expressed dissatisfaction with their
cooperation with parents (Dzinovi¢, 2017; Teodorovic, Sevkusi¢, Dzinovi¢ & Malinié,
2020). This view of cooperation between parents and school from the perspective of
teachers is partly understandable, having in mind that at the system level, there is a
formal framework that defines the rights and roles of parents, but does not define the
ways that teachers can form that partnership and participate in it.
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When it comes to students, the participants expressed the belief that responsibility,
independence, perseverance, and interest in school activities are very important for
encouraging motivation, as documented in the literature (Hamre & Pianta, 2001; Lali¢-
Vuceti¢, 2007). Similarly, student age was singled out as an important motivation factor.
There is a plethora of research evidence on age trends that points to a progressive and
significant decrease in intrinsic motivation during education. The origins of these
trends are explained by developmental characteristics, such as an increase in peer
influence and out-of-school interests, and the more frequent use of external incentives
and the increasing importance teachers, students, and parents ascribe to grades and
test results (Corpus, McClintic-Gilbert & Hayenga, 2009; Eccles & Midgley, 1989;
Gottfried, Fleming, & Gottfried, 2001; Lali¢-Vuceti¢, 2015; Lepper, Corpus & Iyengar,
2005; Suzi¢, 2006; Tzuriel, 1989)

Obstacles most commonly mentioned by the participants related to factors at the
system level, ranging from inadequately and rigidly formulated regulations that are not
“sensitive” to the specific features of the school context, to the lack of systemic solutions
in different areas of their work. They stated that a desirable systemic response would
involve offering greater support for their initiative and creativity, both at the macro
level and at the school level. The teachers were dissatisfied with the quality of initial
education and professional development programs. In their words, those programs
are “too theory-oriented”, “detached from practice” and they do not offer enough
knowledge on motivational strategies. Research results about initial teacher education
in Croatia (Koludrovi¢, & Rei¢ Ercegovac, 2015) suggested that organizing classes based
on connecting theoretical knowledge with practical skills, in a way that a significant
portion of students’ obligations is realized through practical and field classes, could
largely motivate students to take responsibility for their own learning and encourage
them to have greater autonomy in their work.

The lack of teachers’ cooperation within schools, which was perceived as another
major obstacle, made our participants feel “isolated” and “left to fend for themselves”
In conditions of isolated work, successful teaching practices that contribute to student
motivation are insufficiently visible to other colleagues, who could use those ideas and
practical solutions to improve their own teaching and their own personal development
(Fullan & Hargreaves, 1996; Sevkusi¢ & Stankovi¢, 2012). Also, the lack of mutual help and
support among colleagues in the face of numerous dilemmas, and the lack of recognition
for successful work contributes to maintaining the sense of professional insecurity.

Conclusion

The results of the research conducted on a sample of elementary school teachers
showed that teachers were aware of their own responsibility in developing student
motivation. They viewed motivating students as a creative act that depended on
teachers’ individual qualities, on skills acquired during their professional development,
along with their attitude towards their profession and the characteristics of the context
within which they teach.
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Generally speaking, teachers in Serbia need to acquire knowledge about motivation
and ways to motivate students and to get acquainted with the results of the latest
studies in this field in a more systematic way. Additionally, increased awareness and
reexamination of implicit beliefs could help teachers become more flexible in relation
to system demands, more resilient to unrealistic parent expectations, and more
confident in relying on their own resources and creativity in teaching. Their efforts
could be facilitated by devising curricula that focus more on lessons that are relevant
and better suited to students’ abilities and interests. Likewise, teachers should receive
continuous support, since research has shown that there are both direct and indirect
correlations between student motivation and the support teachers receive from the
system, institutional conditions, school administration, and their colleagues (Pernjek
& Mati¢, 2015).

Having in mind that our participants’ statements included reports on feeling that
their own professional identity had been jeopardized and that the teaching profession
was less valued in society, it becomes more evident that these circumstances can
negatively affect the teachers’ sense of agency. This raises some important questions
for future research. How much do teachers truly see themselves as agents of change?
How much do they believe that improving their knowledge and skills can help them
become key factors in an educational context in which all students are motivated to
learn? Finally, how are their beliefs reflected in the motivational strategies applied in
the classroom? To provide answers to these questions, we need more comprehensive
studies conducted on larger samples, using other qualitative techniques, such as
in-depth interviews and ethnographic research involving observations of teaching
practices that would examine the relationship between teachers’ behaviors and beliefs.
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Uvjerenja ucitelja o motivaciji
ucenika za ucenje: kvalitativna
studija

Sazetak

IstraZivanja provedena konstruktivistickim i sociokulturnim pristupima pokazala su
da uvjerenja ucitelja predstavljaju filtar kroz koji ucitelji tumace pojave u svojoj praksi.
Ta uvjerenja znacajno utjecu na njihovo ponasanje i povezana su sa strategijama
koje se primjenjuju u ucionici. Cilj ovoga istraZivanja bio je proSiriti i produbiti
razumijevanje uvjerenja ucitelja o motivaciji ucenika. Uzorak se sastojao od 30
ucitelja osnovnih skola iz Sirega podrucja Beograda. Podatci su prikupljeni metodom
fokus-grupa, a materijal je analiziran kvalitativnom tematskom analizom. Rezultati
su pokazali da ucitelji razumiju vaZnost intrinzicne motivacije ucenika kao jedne od
klju¢nih motivacijskih strategija za ucenje i poticanje autonomije. Svjesni su vlastite
odgovornosti i da je motiviranje ucenika kreativan ¢in koji ovisi o individualnim
osobinama i vjestinama ucitelja te njihovu odnosu prema profesiji. Imajui na umu da

je njihov vlastiti profesionalni identitet ugrozen niskom vrijednoséu koja se pripisuje
obrazovanju u drustvu, postaje jasnije kako te okolnosti mogu negativno utjecati na
uciteljev osjecaj konstruktivnoga djelovanja. Opéenito, rezultati upucuju na to da
bi ucitelji trebali sustavnije stjecati znanja o motivaciji ucenika i vise razmisljati o

viastitim uvjerenjima. Na taj bi nacin ucitelji postali fleksibilniji u odnosu na zahtjeve

sustava i sigurniji u oslanjanju na vlastite resurse i kreativnost u nastavi.

Kljucne rijeci: motivacija; motivacijske strategije; osnovna skola; ucenje; uvjerenja

ucitelja.

Uvod

Teorijski okvir za razumijevanje povezanosti izmedu uvjerenja i djelovanja uditelja
obuhvaca sociokulturne i konstruktivisticke pristupe u psihologiji, koji ukazuju na
¢injenicu da se znacenja koja upotrebljavaju sudionici stvaraju i posreduju u kulturno
definiranim praksama (Bruner, 1990; DZinovi¢, 2017). Istrazivanja su pokazala da
uvjerenja predstavljaju individualna subjektivna znanja ucitelja i ponajprije odrazavaju

njihove dugoro¢ne, zdravorazumske stavove i oéekivanja u pogledu ucenja i motivacije,

a nisu odraz znanja temeljenoga na istrazivanjima o tim pojavama. lako su znanja

i uvjerenja neodvojivo isprepleteni, snazna afektivna i evaluativna narav uvjerenja
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¢ini ih filtrom kroz koji uditelji tumace nove fenomene (Nespor, 1987; Pajares, 1992.
Turner, Christensen i Mayer, 2009).

Uvjerenja znacajno utjecu na ponasanje ucitelja u ucionici, usko su povezana sa
strategijama koje se primjenjuju u svakodnevnom profesionalnom Zivotu i oblikuju
okruzje u kojem ucenici uce (Berger, Girardet, Vaudroz i Crahay, 2018; Petice i Gregoire
Gill, 2015; Levitt, 2002; Turner, Bogner Warzo i Christensen, 2011).

Uvjerenja ucitelja o tome §to je motivacija i koje su nastavne prakse u¢inkovite u
razvoju motivacije pokazala su se dugotrajnima i stabilnima (Pajares, 1992; Turner i
sur., 2009; Turner, 2010). U¢itelji oblikuju uvjerenja dok se pripremaju za nastavnicku
profesiju, kao i kroz svoje profesionalno iskustvo (Hornstraa, Mansfild, van der Veen,
Peetsmaa i Volman, 2015). IstraZivanja su pokazala da uitelji motivaciju uéenika
dozivljavaju kao stabilnu osobinu koju uglavnom mogu oblikovati roditelji (Berger i
sur., 2018). Svjesni su vaznosti motivacije i njezinih implikacija za angazman ucenika,
ali vjeruju da je njihov vlastiti utjecaj ogranicen na stvaranje zanimljivih aktivnosti u
ucionici. Uvjerenja ucitelja o motivaciji mogu se podijeliti u dvije $iroke kategorije: (1)
uvjerenja o primjeni intrinzi¢nih oblika motivacije, poput uzimanja u obzir interesa
ucenika, stvaranja izazovnih zadataka i dodjeljivanja pojedina¢nih projekata; (2)
uvjerenja o koristenju ekstrinzi¢nih oblika motivacije, koji uklju¢uju pohvale, nagrade,
kazne i ocjene (Reeve, 2009; Turner i sur., 2011). Studije u okviru ove istrazivacke
tradicije obi¢no su bile kvantitativne, iako su brojni istrazivaci dugo ukazivali na
potrebu primjene kvalitativnih pristupa (kao $to su studije slu¢aja, narativne analize i
biografske metode), s obzirom na to da takvi pristupi bolje odgovaraju prirodi fenomena
motivacije i stoga bi mogli dati nove spoznaje (Pajares, 1992). Slijedi pregled nekoliko
kvalitativnih studija o uvjerenjima ucitelja o motivaciji i njihova znacenja za ishode
poucavanja i ucenja.

Ispitujudi motivacijske strategije ucitelja osnovne $kole i prepreke s kojima se susre¢u
u svojem radu, autori su intervjuirali ucitelje koji su preferirali strategije koje poti¢u
autonomiju ucenika i ucitelje koji su bili skloniji primjeni kontrolnih motivacijskih
praksi (Hornstraa i sur., 2015). Glavni rezultati pokazali su da su uvjerenja ucitelja
koji su podrZavali autonomiju uéenika bila u skladu s njihovim preferiranim stilom i
da su vjerovali da ova strategija daje pozitivne u¢inke bez obzira na uocene prepreke.
Suprotno tome, neki od ucitelja koji su primjenjivali kontrolu motivacijskih strategija
vjerovali su da je podrska autonomiji uc¢enika pozeljna strategija, ali nisu bili voljni
odustati od kontrole. Studija je pokazala da su razlozi neuskladenosti izmedu uvjerenja
i praksi u motiviranju ucenika uglavnom kontekstualne prirode i da su nastavnici
primjenjivali prakse kontroliranja/nadziranja zbog nadredenih vanjskih utjecaja
(npr. nacionalno testiranje i dostizanje nacionalnih standarda), kao i prepreke koje su
uodili na $kolskoj razini (npr. negativne percepcije sposobnosti i ponasanja uéenika,
karakteristike uc¢enikovih obitelji i njihova motivacija u razredu).

U studiji slu¢aja provedenoj s ciljem identificiranja najboljih strategija za motiviranje
ucenika za ucenje engleskoga kao drugog jezika, autori su ustanovili da nastavnici
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vjeruju da se nijedna motivacijska strategija ne moze uspje$no primijeniti bez
stvaranja interaktivnoga okruzja koje karakterizira uzajamna pomo¢, angazman i
zabava (Abdullah, Ghaffri i Yahuai, 2019). Igre koje odgovaraju interesima ucenika
izdvojene su kao naju¢inkovitija motivacijska strategija. Nadalje, u¢itelji su vjerovali
da je svrha motivacije nadahnuti u¢enike da se osje¢aju uspje$nima, pomo¢i im da
postave realisti¢ne ciljeve u skladu sa svojim sposobnostima i prate njihov napredak.

Komparativna studija s ciljem utvrdivanja sli¢nosti i razlika izmedu uvjerenja nastavnika
iz razli¢itih kulturnih okruzja provedena je u Velikoj Britaniji , SAD-u i Rusiji (Hufton,
Elliott i Illushin, 2003). Autori su intervjuirali nastavnike koji su poucavali razlicite
predmete u srednjoj $koli. Rezultati kvalitativne analize pokazali su da su se svi u¢itelji
slozili oko sljedecih klju¢nih ¢imbenika motivacije: (a) podrske koju roditelji daju svojoj
djeci tijekom obrazovanja i visoke vrijednosti koju roditelji pripisuju obrazovanju; (b)
odnosa izmedu ucitelja i u¢enika koje karakterizira medusobno uvazavanje i empatija;
(c) interesa ucenika za predmet; (d) primjene ocjenjivanja, nagrada i kaznjavanja.

U sklopu projekta pod nazivom Skolska motivacija u¢enika u Srbiji (Baucal, Babi¢
Pavlovi¢, Djuri¢, Toskovi¢, Radisi¢, Stankovi¢, Budevac, 2009.) jedan je segment bio
posveclen provodenju istrazivanja pomocu fokus-grupa kojim su ispitana uvjerenja,
misljenja i iskustva ucenika, nastavnika, roditelja i $kolskih pedagoga o prirodi i razini
motivacije za ucenje u srednjim $kolama. Rezultati analize osobnih teorija ucitelja o
motivaciji u¢enika pokazali su da ucitelji smatraju da se ucenici razlikuju u motivaciji
za ucenjem, da bi za razvoj motivacije kod djece trebali biti odgovorni roditelji, a ne
ucitelji te da roditelji pokazuju nedostatak postovanja prema uciteljskoj profesiji.
Nadalje, nastavnici su tvrdili da nemaju dovoljno znanja o motivaciji, da to znanje
nije ste¢eno na sveucili$tu i da motivacijske tehnike ovise isklju¢ivo o nastavnikovoj
osobnosti i njegovim osobnim teorijama.

Razmatranje uloge ucitelja i nastavnika u razvoju motivacije u¢enika za ucenje potice
mnos$tvo pitanja: Kakvu praksu poucavanja treba stvoriti? Kako ucitelji razumiju
motivacijske konstrukte? Sluze li ti konstrukti samo kategorizaciji u¢enika ili se oni
percipiraju kao motivacijske dimenzije koje ovise o razmisljanjima ucitelja i njihovim
promjenama (Murphy i Alexander, 2000)? Ako ucitelji vjeruju da doista mogu utjecati
na motivaciju ucenika, koje ce strategije rezultirati optimalnom motivacijom? Drugim
rije¢ima, koja znanja i uvjerenja ucitelji trebaju imati o fenomenu motivacije kako bi
maksimalno povecali svoj doprinos razvoju ucenika?

Metodologija

Cilj ovoga istrazivanja bio je bolje razumjeti uvjerenja ucitelja osnovnih $kola u
vezi s motivacijom ucenika za ucenje. Zele¢i obuhvatiti razli¢ite aspekte fenomena
motivacije, postavili smo sljedeca istrazivacka pitanja:

(1) Kako ucitelji definiraju koncept motivacije za ucenje?

(2) Koji ¢imbenici utje¢u na motivaciju u¢enika?
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(3) Koje su prepreke u motiviranju ucenika za ucenje?
(4) Kojim se motivacijskim strategijama ucitelji koriste u ucionici?

Uzorak se sastojao od 30 ucitelja (24 Zene) iz Cetiriju osnovnih $kola u uzem i $irem
podrucju Beograda. Sudionici su poucavali razli¢ite predmete (Povijest, Zemljopis,
Biologiju, Srpski jezik, Glazbeni odgoj, Fiziku, Kemiju, Matematiku i Likovni odgoj).
Njihovo je nastavno iskustvo u rasponu od 5 do 32 godine. Utitelji su dragovoljno
sudjelovali u istrazivanju. Istrazivaci su kontaktirali Skolske pedagoge, koji su obavijestili
ucitelje o vrsti i cilju istrazivanja. Daljnju komunikaciju s uciteljima koji su izrazili
interes za sudjelovanjem osobno su proveli istrazivaci.

U svrhu prikupljanja podataka organizirane su tri fokus-grupe na Institutu za
pedagoska istrazivanja u Beogradu (svaka je ukljucivala 10 ucitelja). Fokus-grupe
trajale su po dva sata. Vodi¢ za intervju ukljucivao je istrazivacka pitanja, a jedna
od autorica ovoga rada djelovala je kao moderatorica fokus-grupe. Sudionici su se
prethodno slozili da istrazivacice naprave audiosnimke razgovora (ukupno 6 sati
snimljenoga materijala), koje su naknadno transkribirane. Materijal je analiziran
primjenom hibridne tehnike induktivne i deduktivne kvalitativne tematske analize
(Braun i Clarke, 2006; Fereday i Muir-Cochrane, 2006). Okvir za analizu obuhvacao je
kategorije definirane prema istrazivackim pitanjima. Induktivna analiza provedena je
kodiranjem transkribiranoga materijala kako bi se identificirale nadredene teme. Kao
jedinica analize uzeta je recenica, ali ponekad je jedinica pro$irena na cijeli ulomak
ako je imao znacenje relevantno za nasa istrazivacka pitanja (kategorije).

U postupku kodiranja jedna od autorica kodirala je cijeli materijal i stvorila shemu
kodiranja koja se sastojala od pocetno identificiranih nadredenih i podredenih tema.
Nakon toga, druga je autorica procitala transkribirani materijal i shemu kodiranja te
izrazila slaganje ili neslaganje s predloZenim nadredenim i podredenim temama te
uklju¢ila svoje prijedloge za promjene u shemi kodiranja. Teme su prilagodene vise
puta kako bi $to bolje odgovarale kodovima i poc¢etnom materijalu. Podudaranje tema
i odgovarajucih kodova u dvjema neovisnim evaluacijama iznosilo je vide od 80 %.
Konacan popis tema unutar svake kategorije bio je rezultat pregovora i uskladivanja
miSljenja autorica o temama koje su izazvale dileme ili neslaganja. Postupak je ukljuc¢ivao
¢estu ponovnu analizu kodne sheme i izvornih izjava sudionika kako bi se maksimalno
povecala interpretativna valjanost nase kategorizacije.

Rezultati

Rezultati kvalitativne analize prikazani su u obliku matrice koja se sastoji od Cetiri
prethodno definirane kategorije i tema unutar svake kategorije. Teme su navedene
hijerarhijski, u skladu s brojem kodova prema kojima su identificirane (Tablica 1).

477



Lalic-Vuceti¢ and Sevkusi¢: Motivating students to learn is a creative act: a qualitative study on teachers’ beliefs

Tablica 1.
Matrica kategorija i tema
Definiranje pojma Motivacijski ¢imbenici za :gfirvzkc?"u Motivacijske
motivacije za u¢enje ucenika . I strategije ucitelja
ucenika
S;{/eec:;lnllfir;tsjem Ucitelji (106) Sistemske Metode
27) prepreke (50) poucavanja (87)
Ponasanje i osobine Odnosi izmedu
motiviranih ucenika Organizacija ucionice (55) Ucitelji (42) ucitelja i ucenika
(27) (19)
Usmjerenost na cilj, Razredno ozradje (43) Ucenici (29) Okruzje za ucenje
zelja za uspjehom (11) 9
Univerzalnai
imanentna Roditelji/obitelj (37) Roditelji (19)
ljudska pojava (6)
Percepcija
Osobine uc¢enika (26) obrazvovan_Ja
udrustvu i

medijima (18)
Suradnja medu
uciteljima (22)
Ocjenjivanje (9)

Kako ucitelji definiraju pojam motivacije za ucenje?

Unutar prve kategorije identificirano je $est tema. Opcenito, sudionici u istrazivanju
proizveli su dva dominantna diskursa: prvi, u kojemu je motivacija definirana specifi¢cnim
ponasanjem, aktivnostima i karakteristikama ucenika i drugi, koji predstavlja razradu
op¢ih aspekata fenomena motivacije, bez obzira na kontekst. Primjeri narativa sudionika
koji se odnose na definiranje pojma motivacije prikazani su u Tablici 2.

Osjecaji ucenika povezani s u¢enjem. Sudionici su naj¢e$c¢e definirali motivaciju kao
unutarnje stanje, odnosno osjecaj, raspoloZenje, Zelju ili potrebu ucenika za uc¢enjem.
Motivacija je povezana s propitivanjem ili ¢udenjem, s osobnim zadovoljstvom i
rado$¢u tijekom ucenja, sa Zeljom za ucenjem necega novog i uzbudenjem zbog
stjecanja novih znanja [1]2

Ponasanje i osobine motiviranih ucenika. Ucitelji su kao pokazatelje motivacije naveli
sljedece aktivnosti: postavljanje pitanja, komentiranje nastavnoga sata, pro$irivanje
lekcije uvodenjem novih tema zanimljivih uéenicima, traZenje podataka, uspostavljanje
veze izmedu nastavnoga sata i svakodnevnih Zivotnih iskustava i postojanje plana
ucenja. Ostali navedeni pokazatelji ukljucivali su ishode ucenja, poput dugoro¢noga
pamcenja najvaznijih dijelova kurikula i razumijevanja onoga $to se poucava. Neki
od tipi¢nih neverbalnih pokazatelja motivacije u¢enika bili su $irom otvorene odi,
iznenaden izraz lica, paZljivo sluSanje, mir i ti§ina u uc¢ionici i ,heureka” trenutci [2].

? Brojevi u uglatim zagradama oznacavaju polozaj citata navedenih u tablicama.
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Kada je rije¢ o osobinama li¢nosti, ucitelji su visoko motivirane ucenike opisali kao
dobro odgojene, marljive, odgovorne, postene i privrzene uditelju.

Usmjerenost na cilj, zelja za uspjehom/ambicija. Motivacija je prepoznata kao tezZnje
i Zelja ucenika da uspiju i postignu postavljene ciljeve, koji mogu biti kratkoro¢ni
(dobiti najvisu ocjenu) kao i dugoroéni (obrazovanjem ste¢i financijsku sigurnost i
dobrobit). Ova tema ukljucivala je izjave ucitelja da su ucenici s visokim akademskim
postignuc¢ima a priori motivirani i nije im potrebna posebna uciteljeva podrska, kao i
uvjerenje da je motivacija povezana s u¢enikovim pouzdanjem u vlastite sposobnosti.

Imanentna ljudska pojava. Ova tema sadrZavala je opise motivacije kao osobine koja
je zajednicka svim ljudima, bez obzira na kontekst u kojemu se manifestira i odnosi
li se na djecu ili odrasle. Drugim rije¢ima, motivacija je definirana kao univerzalna
ljudska pojava, kao mehanizam postojanja [3].

Tablica 2.
Narativi ucitelja u vezi s definiranjem pojma motivacije

[1] Motivaciju, posebno u kontekstu ucionice, vidim kao Zelju da se nauci nesto novo.

[2] Sje¢am se njezina izraza lica, tih velikih ociju i radosti kada uci nesto novo. Nisam
joj vise bila uciteljica, ali srele smo se tijekom priprema za natjecanje i ona je tu radost
odrZala na Zivotu, sto je rijetkost.

[3] Sam Zivot je motiv. Motivacija je nesto bez ¢ega ne moZete Zivjeti, nesto bez ¢ega
nitko ne moZze Zivjeti.

Koji cimbenici utjecu na motivaciju ucenika?

Identificirali smo osam tema/¢imbenika za koje su ucitelji uvjereni da najvise
pridonose motivaciji u¢enika. Imajuci na umu broj kodova na kojima su se temeljile
i identificirale prve dvije teme, pretpostavili smo da uditelji vjeruju da je poticanje
motivacije ucenika pretezno u njihovoj sferi utjecaja. Primjeri narativa sudionika
prikazani su u Tablici 3.

Ucitelji. Sudionici su uglavnom raspravljali o motivacijskim vjes$tinama koje su
definirali kao skup verbalnih i neverbalnih ponasanja u¢itelja. Naveli su primjere
ponasanja usmjerene na poticanje interesa, postavljanje pitanja i cudenja kod u¢enika
(na primjer, specifi¢ne obrasce naglagavanja u govoru, uporabu odredenih fraza i
kombiniranje glasnoga i tihoga govorenja). Nasi sudionici naglasili su da su to vjestine
sli¢ne onima kojima se sluze glumci, izjednacavajuci tako ucionicu s kazalisnom
pozornicom, a ponasanje ucitelja s javnom predstavom. Takoder, istaknuli su vjestine
povezane s pazljivim promatranjem ucenika i analizom njihovih potreba, interesa i
raspoloZenja, §to bi trebalo posluziti kao temelj na kojem ucitelj moze izgraditi pocetni
interes u¢enika [4]. Medutim, inzistirali su na tome da to samo po sebi nije dovoljno i
da smatraju potrebnim posjedovati vjestinu ,,njegovanja” tih trenutaka probudenoga
zanimanja, odnosno odrzavanja motivacije u¢enika. Kao gotovo jednako vazne naveli su
osobine li¢nosti uditelja, poput otvorenosti i spremnosti na prihvacanje kritike, bilo od
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kolega ili od ucenika. Izjavili su da se od ucitelja o¢ekuje da potisnu svoj ego prilikom
rada s ucenicima i priznaju da ne znaju sve. Smatrali su da se od ucitelja o¢ekuje da
budu energi¢ni, entuzijasti¢ni, karizmati¢ni i optimisti¢ni, da imaju dobar smisao za
humor i da pokazu ljubaznost i ljudskost. Takoder je vazno da ucitelj bude kreativan,
pomalo razigran (,,luckast”) i spreman povremeno izadi iz standardne uloge ucitelja.

Obrazovanje ucitelja i nastavnika, profesionalni razvoj i radno iskustvo identificirani
su kao vazni motivacijski ¢cimbenici. Stoga, prema izjavama nasih sudionika, ucitelj
nikada ne bi trebao prestati uciti i raditi na planiranju nastave jer improvizacija nije
dopustena [5]. Obrazovanje ucitelja, njihov profesionalni razvoj i radno iskustvo
izdvojeni su kao vazni motivacijski ¢imbenici. Stoga, prema izjavama nasih sudionika,
ucitelj nikada ne bi trebao prestati u¢iti i raditi na planovima nastave jer improvizacija
nije dopustena [5]. Obrazovanje nastavnika prvenstveno bi se trebalo usredoto¢iti na
obrazovni sadrzaj i znanje, didaktiku i metode poucavanja. Isto tako, nasi sudionici
pripisivali su vaznost specifi¢nim znanjima i vjestinama, uklju¢ujudi vjesto koristenje
nove obrazovne tehnologije. Vazan narativ sudionika odnosi se na ljubav ucitelja prema
svojoj profesiji, videnje profesije kao misije i,,0sjecaj ponosa koji u¢itelji dobivaju iz ove
uloge” [6]. Uitelji vjeruju da je ,biti dobar uditelj” urodena sklonost i da nemotivirani
uditelj ne moze biti vazan ¢imbenik motivacije za ucenike. Isto tako, nasi sudionici
misle da uciteljeva motivacija ne bi trebala biti ograni¢ena na poucavanje i ocjenjivanje,
ve¢ bi trebala ukljudivati predanost rje$avanju osobnih uéenickih pitanja.

Tablica 3.
Narativi ucitelja o ucitelju kao motivacijskom ¢imbeniku

[4]Vazno je kako govorite. Vazno je kako im se obracate. Kako Citate tekst... Oni proucavaju vas, a vi proucavate
njih...

[5] Ucitelj koji radi s djecom i Zeli ih motivirati mora stvarno naporno raditi. To je cjeloZivotno ucenje. Na
neki je nacin tesko jer uvijek morate dalje kopati ... Na ucitelju je da odluci hoce li raditi stvari rutinski i biti
ravnodusan ili nastaviti uciti.

[6] Zaista ste sretni ako ste vi onaj jedan od tisucu koji moze reci — ovo je moja misija, ovo je moj posao.

Organizacija razreda. Ova se tema odnosi na razli¢ite metode poucavanja, medije i
tehnike, nacela poucavanja i obiljezja nastavnih sadrzaja koje se koriste za pokretanje
motivacije za ucenje (Tablica 4). Sudionici su naveli pristupe poucavanju koji spadaju u
$irok spektar aktivnoga ucenja i principe koji pomazu u poticanju intrinzi¢ne motivacije.
Metode poucavanja koje se spominju su istrazivacki projekti, eksperimenti, u¢enje
otkrivanjem, igra i oblici u¢enja koji poti¢u grupnu analizu, rasprave medu ucenicima
irad na vjeStinama javne prezentacije. Kao najvaznije identificirali su sljede¢a nacela:
popisivanje osnovnih pojmova iz svakoga $kolskog predmeta, stvaranje poveznice
izmedu Skolskoga ucenja i svakodnevnoga Zivota, s ciljem stjecanja funkcionalnoga
znanja, postujuci razli¢ite sposobnosti i interesa ucenika itd. [7; 8]. Sudionici su migljenja
da klju¢na obiljezja nastavnih sadrzaja sadrze potencijal za pobudivanje emocija kod
ucenika i zadovoljenje ucenikovih interesa [9].
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Tablica 4
Narativi ucitelja o organizaciji razreda kao motivacijskom ¢cimbeniku

[7 Priprema za nastavu znaci da morate razmisljati o svakom djetetu u svakom razredu. Morate uvesti
razlicite medije i tehnike te suvremene metode prezentacije.

[8] Sto god poucavali, morate se dotaknuti osnovnih ideja na tom podruéju. Dakle, kada djeca dovrse
jednu razinu obrazovanja, moraju razumjeti glavnu ideju vasega predmeta kako bi dobila potpunu
sliku. Djeca cesto od Sume ne mogu vidjeti drvece.

[9] Ne mozete izbjeci izraZavanje emocija povezanih sa sadrZajem. Drugi predmeti takoder mogu
ukljucivati uzbudenje zbog otkri¢a, posebno knjizevnosti.

Razredno ozracje. Ovu smo temu identificirali na temelju narativa ucitelja o kvaliteti
odnosa izmedu ucitelja i u¢enika te medusobnih odnosa ucenika u razredu (Tablica 5).
Uvjerenja uditelja bila su da je drustveni kontekst koji pruza podrsku vazan preduvjet
za motivaciju ucenika. Takav kontekst karakterizira empatija i pruzanje podrske
udenicima kako bi se stvorila atmosfera u kojoj mogu slobodno komunicirati, bez
straha od pogre$aka [10]. Nadalje, u¢itelji su istaknuli vaZnost postavljanja granica u
medusobnim odnosima i pridrzavanja prethodno definiranih pravila [11]. Kada je rije¢
o0 odnosima medu studentima, nasi su sudionici izjavili da su suradnja i medusobno
pomaganje pozeljni oblici ponasanja. Takoder, uspje$ni vr$njaci mogu posluziti kao
uzori, posebno za djecu koja nemaju povjerenja u svoje sposobnosti. Sudionici su
istaknuli vaznost pozitivne atmosfere tijekom procesa ucenja, pedagoski optimizam,
ucestalo koristenje pohvala (,,djecu nikada ne treba grditi”) te poticanje samopouzdanja
i osje¢aja odgovornosti uc¢enika [12].

Tablica 5
Narativi ucitelja o razrednom ozracju kao motivacijskom faktoru

[10] Za mene je vazno da slobodno kaZu sto misle, cak i ako su u krivu, ako je njihov odgovor pogresan.

[11] Mislim da to ima veze s uspostavljanjem pravila, takoreci, prvi put kada udete u ucionicu. To nije
samo nacin na koji poucavate, vec i nacin na koji se odnosite prema njima... Moraju znati granice.

[12] Uvijek biste ih trebali podrzavati... Jos nesto sto roditelji moraju znati i sto je najvaznije jest da
djeca steknu to samopouzdanje bez obzira na njihov profil ili drustvenu klasu.

Roditelji. Oni su percipirani kao ¢imbenik koji bi mogao utjecati na motivaciju
udenika na dva nacina (Tablica 6). Prije svega, obitelj bi trebala izgraditi temelje za
razvoj motivacije kod u¢enika stalnom podrskom i poticanjem svoje djece na ucenje,
posebno putem vrijednosti koje roditelji i sami njeguju u kontekstu ceste i smislene
komunikacije sa svojom djecom. U skladu s tim, sudionici u istrazivanju simboli¢no
su opisali obitelj kao kontekst koji bi djeci trebao pruZiti ,korijene i krila” [13]. Drugi
je nacin uspostava ucinkovite suradnje izmedu roditelja i ucitelja. Nasi sudionici
smatrali su klju¢nim da roditelji podrze uciteljev autoritet i da se ukljuce u organizaciju
i realizaciju vaznih $kolskih aktivnosti [14].

481



Lalic-Vuceti¢ and Sevkusi¢: Motivating students to learn is a creative act: a qualitative study on teachers’ beliefs

Tablica 6
Narativi ucitelja o roditeljima kao motivacijskom ¢imbeniku

[[13] Motivacija dolazi od kuce, iz primarne obitelji. U ucionici moZete lako vidjeti da ucenici imaju
odredeno podrijetlo, a zatim se pitate o razlikama koje neku djecu ¢ine motiviranom, a drugu ne.
Mislim da je klju¢ u obitelji.

[14] Motivacija uvelike ovisi o odnosu roditelja i ucitelja. Vazno je da roditelji ne kazu djetetu ,ucitelj
je u krivu”

Karakteristike ucenika. Dob i karakteristike u¢enika prepoznate su kao najvazniji
¢imbenici motivacije za ucenje (Tablica 7). U¢itelji su smatrali da su motivacija i radost
tijekom ucenja intenzivniji u mladoj $kolskoj dobi, nakon ¢ega se njihov intenzitet
smanjuje [15]. Tako su ucitelji opisali volju i Zelju za u¢enjem kao urodene, naglasili su
vaznost odgoja i stjecanja karakternih osobina i vjestina koje su klju¢ne za uspjesno
ucenje: odgovornost, neovisnost, samopouzdanje, upravljanje vremenom, planiranje
i strategije ucenja [16].

Tablica 7
Narativi ucitelja o karakteristikama ucenika kao motivacijskom faktoru

[15] Zakljuc¢io/la sam da je uzbudenje prilikom ucenja necega novog mnogo uocljivije kod djece mlade
$kolske dobi. Cesto se pitam sto se dogada s tom djecom???

[16] Ucenici koji pokazuju interes su, prije svega, dobro odgojeni. Oni su odgovorni. Uredni su i
marljivi. Oni slijede neku vrstu sustava prilikom pisanja radova.

Suradnja medu uciteljima. U¢itelji su je smatrali vaznim motivacijskim ¢imbenikom
iz vise razloga (Tablica 8). Omogucuje uciteljima da iznesu misljenja o metodama
i tehnikama kojima se koriste u nastavi kako bi motivirali u¢enike, da promatraju
nastavu drugih uditelja i u¢e jedni od drugih te jedni drugima pruzaju podrsku
u rjeSavanju problema motivacije u¢enika. Kao posebnu kvalitetu suradnje medu
kolegama, sudionici istraZivanja spomenuli su ,,spoj iskustva i mladosti®, odnosno
iskusnije i vjestije ucitelji smatraju izvorima motivacije i znanja. Kao moguci oblici
suradnje navedeni su mentorstvo, uliteljska vije¢a i suradnja ucitelja u razredima
razlidite razine. Razmjena ideja i povezivanje putem razli¢itih dru$tvenih mreza, baza
i mreZznih stranica (primjerice, Baza znanja, Kreativna $kola) smatra se u¢inkovitom,
ali nasi su sudionici naglasili da je ovaj oblik suradnje vrlo neuobicajen [17; 18].

Tablica 8
Narativi ucitelja o suradnji medu uciteljima kao motivacijskom faktoru

[17] Sve Sto trebamo uciniti je razmijeniti iskustva.

[18] Kad udem u zbornicu i sjednem, prvo slusam sve i pokusavam vidjeti koga mogu nesto pitati ...
Mozete vidjeti tko je za to otvoren ... Ali u svakom slucaju, lijepo je medusobno dijeliti stavove, misli i
poglede ... Rijetko se ovako sastajemo.

Ocjenjivanje. Sudionici u na$em istrazivanju smatrali su da ocjene mogu biti jedan
od klju¢nih izvora motivacije, pod uvjetom da ocjenjivanje zadovoljava odredene
uvjete (Tablica 9). Prije svega, smatrali su klju¢nim da uéitelj odmah objasni kriterije
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ocjenjivanja kako bi uc¢enici prihvatili svaku ocjenu bez ikakvih problema. Nadalje,
izjavili su da uditelj mora biti dosljedan, kako bi ocjene bile maksimalno objektivni
pokazatelji znanja ucenika, istovremeno uzimajudi u obzir i trud uéenika [19].

Tablica 9
Narativ ucitelja o ocjenjivanju kao motivacijskom ¢imbeniku

[19] Mislim da djeca postuju dosljednost i pravednost. Kada dijete postavlja pitanja, to bi dijete
trebalo dobiti odlican, jer to znaci da je uistinu razumjelo o éemu govorite i nema problema u smislu
da bi drugi pitali zasto je dobilo peticu. Ovo je vrlo mudar nacin da potaknete intrinzi¢cnu motivaciju i
natjerate djecu da ocjenu shvate ne samo kao ocjenu.

Koje su prepreke u motiviranju ucenika za ucenje?

U ovoj je kategoriji identificirano $est skupina prepreka s kojima se ucitelji suocavaju
kada motiviraju ucenike za ucenje. Prema broju kodova, najcesce prepreke proizlaze
iz nedostataka u obrazovnom sustavu, nakon ¢ega slijede prepreke koje rezultiraju iz
neprofesionalnoga ponasanja uditelja i odnosa medu uciteljima. Neki narativi ucitelja
o razli¢itim preprekama u motiviranju u¢enika prikazani su u Tablici 10.

Sistemske prepreke. Te su prepreke povezane s na¢inom na koji se obrazovne politike
formuliraju u sljede¢im podrucjima: ocjenjivanje, kurikul, prakse zaposljavanja, vrednovanje
rada uditelja i profesionalni razvoj ulitelja. Prema misljenju nasih polaznika, sustav
ocjenjivanja ne motivira ucenike jer je opisno ocjenjivanje svedeno na formalnost, a
novi zakon o obrazovanju ide u prilog ,,pre¢estom” ocjenjivanju, uz propisan obvezan
broj ocjena. Stoga su sudionici istrazivanja tvrdili da su prisiljeni smisliti rje$enja za
poticanje intrinzi¢ne motivacije u¢enika ocjenjivanjem [20]. Poteskoce vezane uz
kurikul ukljucivale su naglasak na enciklopedijskom znanju te preopsirni i rascjepkani
nastavni sadrzaji koji predstavljaju prepreku u planiranju zanimljivih nastavnih sati.
Neki od glavnih problema koje su ucitelji naveli jest sklapanje ugovora o radu ucitelja
na neodredeno vrijeme i obvezu ravnatelja da biraju kandidate iskljucivo s tzv.,,popisa
viska osoblja‘ §to otezava biranje ucitelja prema kriteriju kvalitete. Nadalje, nasi su
sudionici istaknuli nedostatak zakonskih propisa koji bi omogu¢ili novéano nagradivanje
u skladu s kvalitetom nastave i pruzili u¢iteljima moguc¢nost napredovanja. Uz niske
place, ovi ¢imbenici potkopavaju radnu motivaciju ucitelja. Ucitelji su izvijestili da su
nezadovoljni kvalitetom programa stru¢noga usavr$avanja, tvrde¢i da predavaci koji
u njima sudjeluju nemaju prakti¢no iskustvo i ne nude nove spoznaje, dok seminari
koje osmisljavaju ucitelji sustru¢njaci dobivaju slabu podrsku od sustava.

Prepreke koje potjecu od ucitelja. Emocionalno sagorijevanje ucitelja bila je najc¢esce
spominjana prepreka uspjeSnom motiviranju ucenika. Nasi su sudionici smatrali da
su glavni razlozi za ovo stanje provodenje previSe vremena radedi s ucenicima koji
postiZu slab uspjeh i u rje$avanju osobnih problema ucenika, uglavnom zato $to su se
ucitelji osjecali nekompetentnima za takvu vrstu posla. Dodatno ih je mucio nedostatak
suradnje i postovanja medu uciteljima. Prema njihovim izjavama, rijetko se okupljaju
kako bi razgovarali o problemima vezanim uz motivaciju ucenika i drugim vaznim
temama, a u svome radu osjecaju se ,izolirano”. Stariji su u¢itelji smatrali da su njihovi
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mladi kolege nedovoljno otvoreni za suradnju s iskusnijim kolegama i za ucenje od njih,
dok su mladi ucitelji izjavili da njihovi stariji kolege tesko prihvacaju nove tehnologije.

Prepreke koje potjecu od uéenika. Sudionici su se uglavnom slozili da se nove generacije
udenika znacajno razlikuju od ranijih generacija. Utvrdili smo dva razli¢ita gledista
o znacajkama tih promjena. Prema prvom gledistu, nove generacije u¢enika pridaju
manju vrijednost u¢enju i znanju, ne vole $kolu, ne znaju uciti i Zive mnogo udobnije
od ranijih generacija. Interes u¢enika je kratkotrajan, uglavnom ih motiviraju ocjene, a
zadovoljstvo u ucenju nije prihvaceno medu vr$njackim skupinama u starijoj $kolskoj
dobi jer postoji moguénost da se ucenik koji naporno radi okarakterizira kao Streber.
Prema drugom misljenju, danasnji su uenici pametniji i obrazovaniji, uglavnom zbog
dostupnosti novih tehnologija, zbog ¢ega ucitelji ¢esto imaju osjecaj da ucenici znaju
vi$e od njih. Cinjenica da su ucenici preplavljeni sadrzajima iz razlicitih medija ¢ini
$kolske materijale nezanimljivima.

Roditelji kao izvor prepreka. Inzistiranje roditelja na visokim akademskim postignuc¢ima,
gledanje na ocjenu kao glavni motiv za ucenje, nerealna ocekivanja i ambicije te snazan
roditeljski pritisak predstavljaju glavne izvore poteskoca za uditelje. Dodatni problem
proizlazi iz ¢injenice da se sve viSe povecava broj razvedenih roditelja, zbog cega je
obitelj postala nestabilan i nedovoljno poticajan kontekst za u¢enje i odrastanje. Zbog
osobnih problema roditelji ne daju dovoljno ljubavi i vremena svojoj djeci. Cesto
pokazuju interes samo za $kolske obveze i napredak svojega djeteta na kraju $kolske
godine. Poseban problem za ucitelje su roditelji koji se ,,previe mije$aju u rad uditelja®,
»hemaju povjerenja u ucitelje, ne nude im podrsku i ne postuju ih dovoljno”

Koliko se obrazovanje cijeni u drustvu i medijima. Prepreke koje uditelji spominju u
ovoj temi odrazavaju njihovu potrebu za ve¢om socijalnom podrs$kom i njihovu svijest
o eksplicitno negativnom pogledu na njihovu profesiju u javnosti. Nasi sudionici govore
o slici ,jadnih, siromasnih, financijski degradiranih edukatora®, kako ih prikazuju u
medijima. Naglasili su da su postovanje i ugled u drustvu za uitelje vazniji od place.
Naime, glavna posljedica negativne slike o uditeljima u drustvu jest da degradacija
njihove profesije potkopava njihov autoritet kod ucenika [21].

Tablica 10
Narativi nastavnika koji se odnose na prepreke motivaciji ucenika

[20] Nas sustav ocjenjivanja ne motivira ucenike; strasno je krut. U stresu smo kad ne moZemo koristiti
broj¢ane ocjene, pocinjemo panicariti. Na primjer, usvojili smo opisno ocjenjivanje u prvom razredu, a
dobra ideja opisivanja uspjeha svedena je na formalnost. Cak i reakcija roditelja - u redu, rekli ste mi
sve, ali koja je to ocjena?

[21 Treba vratiti nase dostojanstvo, ako je to uopce moguce, ali to ne mozemo uciniti sami. To treba
uciniti drustvo jer nas je ono unistilo, potpuno nas degradiralo, i sada nas treba vratiti na pravi
kolosijek. Jednostavno, sada je slika o nama losa i postali smo simbol svega sto je negativno.

Kojim se motivacijskim strategijama uditelji koriste u ucionici?
Zamolili smo nase sudionike da opi$u razred u kojem su primijetili da su ucenici
posebno zainteresirani za predmet: §to je obuhvacala njihova priprema za sat, §to
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su radili i $to su ocekivali da uc¢ine njihovi ucenici? Cilj nam je bio otkriti obrasce
ponasanja ucitelja usmjerene na ciljeve, odnosno vidjeti kako planiraju svoje motivacijske
strategije. Ucitelji su raspravljali o sljede¢im elementima svojih strategija: metodama
poucavanja, nacelima poucavanja, svojem odnosu s ucenicima i obiljezjima okruzja
u kojem se ucenje odvija. Primjeri narativa ucitelja o motivacijskim strategijama u
udionici prikazani su u Tablici 11.

Metode poucavanja. Na$i sudionici naglasili su u¢inkovitost tematske nastave, rada u
skupinama, problemskoga ucenja, eksperimenata, igre i vrinjackoga poucavanja. Tematska
nastava prepoznata je kao jedno od najuspjesnijih rjesenja reforme obrazovanja. Sudionici
su izjavili su da bi taj pristup trebalo sustavno uvesti u nacionalni kurikul. Smatrali
su da je problemsko uéenje prikladno samo za ogranicen broj predmeta (npr. fiziku i
matematiku), dok se igra kao metoda poucavanja smatra univerzalno primjenjivom,
bez obzira na predmet [22]. U vezi s vr$njackim poucavanjem, ucitelji su izvijestili o
poticanju uc¢enika da jedni drugima obja$njavaju teme, osmisljavaju zadatke i ispitna
pitanja te ocjenjuju jedni druge [23]. Sudionici su pripisali veliku vaznost koristenju
pitanja u nastavi i tvrdili da koriste intelektualno poticajna pitanja kako bi motivirali
ucenike da se ukljuce u rasprave i argumentacije. Isto tako, izvijestili su o poticanju
ucenika da postavljaju pitanja, navode¢i da im ova pitanja omoguc¢uju da utvrde jesu
li uéenici razumjeli sadraj. Stovise, izvijestili su o nagradivanju takvih pitanja ucenika
najviSom ocjenom, s ciljem poticanja intrinzi¢ne motivacije. U okviru ove teme sudionici
su raspravljali o u¢incima primjene razli¢itih metoda tijekom poucavanja, koje sluze
kao ,faktor iznenadenja®, ,,trenutak uzbudenja” i ,,stvaranje snaznoga dojma‘ kada ,,zele
privudi podetnu pozornost svojih u¢enika” U tu su svrhu izvijestili o upotrebi filmova
i pri¢a s elementima koji su zbunjujuéi, apsurdni ili neocekivani [24]. Sto se ti¢e nacela
poucavanja, sudionici su spomenuli korelaciju izmedu razli¢itih predmeta kako bi
pomogli uc¢enicima sazeti ono $to su naucili i vidjeti nauceno u cjelini, uspostavljajuci
veze izmedu situacija $kolskoga ucenja i svakodnevnoga Zivota te nacela izdvajanja
klju¢nih ideja. Na temelju vlastitoga iskustva u primjene navedenih pristupa, ucitelji
su zakljucili da trajanje nastavnoga sata treba prilagoditi specifi¢nim situacijama, kao
i u¢enickim potrebama.

Odnosi ucitelja i ucenika. Opisujudi interakciju medusobnih odnosa u ucionici, nasi
su sudionici naveli karakteristike svoje komunikacije s u¢enicima: pruzanje podrske,
prepoznavanje osjecaja ucenika i poticanje uc¢enika da slobodno izraze svoje misljenje,
istovremeno pruzajuci argumentaciju za svoje stavove. Nadalje, tvrdili su da grade
odnose temeljene na medusobnom povjerenju, $to zahtijeva od ucitelja da bude otvoren
i voljan razgovarati o temama koje uklju¢uju osobne probleme i iskustva ucenika, s
ciljem da im pomogne da se opuste. U¢itelji su izvijestili o koristenju humora u tu
svrhu i identificirali ga kao vazan ,,zacin” ili element poucavanja.

Okruzje za ucenje. Kako bi u ucionici stvorili situaciju koja motivira u¢enike da uce,
nasi su sudionici izvijestili o promjenama koje su napravili u organizaciji prostora, u
skladu sa svojim uvjerenjem da sve §to omogucuje ucenicima da se odvoje od rutine
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moze biti motivirajuce, na primjer, sjedenje na podu, sjedenje u krugu, preseljenje
ucenika koji nisu motivirani iz straznjih klupa (,,gdje obi¢no sjede”) u prve redove
i odrzavanje nastave u drugim $kolskim prostorijama (,,knjiZznica kao kontekst za
budenje motivacije”).

Tablica 11
Narativi ucitelja vezani uz motivacijske strategije u ucionici

[22] Klju¢na rijec u svemu tome je igra. Da, igramo se u razredu. Igramo igre pogadanja, ja to nazovem
festivalom ili kvizom i onda kazu idemo se igrati. To uopce nije igra. Oni misle da jest, a vi ste stvorili tu
iluziju da je rijec o igri. To je ono Sto radim tijekom laboratorijskoga rada.

[23] Motivirao/la sam ucenike dopustajuci im da osmisle vlastite ispite. Dakle, odabrao/la bih dva
ucenika - jednog s visim i jednog s nizim postignucem, i oni bi napravili ispit. Kao sto moj kolega cesto
kaze, mozda sam bio/bila naivan/na i previse sam im vjerovao/la, ali ne Zalim $to sam im vjerovao/la.
Ne mislim da je toliko strasno ako su otkrili pitanje drugim ucenicima, to je znak prijateljstva, barem
e nauciti odgovor na to pitanje.

[24] Kako bih zadrZao/la njihovu paznju, namjerno pogrijesim kada postavljam pitanje. Onda pitam:
,Gdje sam pogrijesio/la?” ili ,Koja rije¢ ne pripada ovdje?” Na taj nacin postignem da me slusaju.

Diskusija

Rezultati ovoga istrazivanja pokazali su da su uditelji shvatili da je motivacija za
ucenje vazna, ne samo za akademska postignuca, ve¢ i za op¢i razvoj osobnosti djece,
kao i za njihove ambicije i interese. Iako bi se moglo re¢i da su se uvjerenja nasih
sudionika pretezno temeljila na njihovu svakodnevnom iskustvu u radu s u¢enicima
i da su pretezno intuitivno razumjeli sloZenu i dinami¢nu prirodu motivacije, njihovi
su narativi sadrzavali i vaZne pojmove koji se u literaturi povezuju s ovim fenomenom,
uklju¢ujuéi univerzalnost, intenzitet, trajanje i usmjerenost na cilj (Ames, 1992; Murphy
i Alexander, 2000; Wentzel i Brophy, 2014; Pintrich, 2000). S jedne strane, ucitelji su
motivaciju konceptualizirali kao varijablu individualne razlike i vjerovali su da je
djelomi¢no urodena. Isto tako, bili su svjesni snage razli¢itih vanjskih ¢imbenika
(roditelja, ucitelja, karakteristika $kolskoga okruzja i vr$njaka). Istaknuli su kvalitetu
meduljudskih odnosa u nastavi, $to je u skladu s teorijskom definicijom motivacije
kao relacijskoga konstrukta i idejom da u kontekstu $kolskoga ucenja motivaciju ne
treba promatrati samo kao polaziste, ve¢ i kao rezultat poucavanja kao interaktivni
proces, kao sjeciste razli¢itih diskursa, komunikacija i sukonstrukcija znanja, znacenja,
uvjerenja i vrijednosti, implicitnih i eksplicitnih (Lali¢-Vuéeti¢, 2015; Palek¢ié, 1985;
2005).

U svojim definicijama motivacije za ucenje, nasi su se polaznici prvenstveno
usredoto¢ili na intrinzi¢nu motivaciju i njezinu manifestaciju u $kolskom kontekstu.
Opisali su profil motiviranoga u¢enika kroz ponasanja koja su teorije motivacije
prepoznale kao fenomen tijeka (flow), stanja u kojemu je osoba potpuno usredotocena
na aktivnost i uziva u njoj (Csikszentmihalyi, 1990). Iako je intrinzi¢na motivacija vazna
svim sudionicima u obrazovanju, kao prirodan izvor ucenja i postignuca koji se moze
sustavno poticati, oslabiti ili ¢ak unistiti roditeljskim i nastavnim praksama (Ryan i

486



Croatian Journal of Education, Vol.25; No.2/2023, pages: 453-490

Stiller, 1991; Ryan i Deci, 2000), jednako je korisno da uitelji i nastavnici razumiju
vaznost i potencijal razli¢itih oblika ekstrinzi¢ne motivacije (Lali¢-Vuceti¢, 2007).
Takoder, istrazivanja su pokazala da ljudi s visoko razvijenom intrinzi¢nom motivacijom
mogu vanjska ograni¢enja percipirati kao izazove koji ih tjeraju da se jo§ vise ukljuce
u unutarnje aktivnosti (Brophy, 2004; Harter, 1981; Palek¢i¢, 1985). Sudionici u naem
istrazivanju sveli su raspravu o ekstrinzi¢noj motivaciji na ocjene i problem njihovoga
istaknutog mjesta u sustavu vrijednosti tijekom cijeloga obrazovanja. Uvjereni su da
ocjene mogu biti vazan motivacijski ¢imbenik ako ispunjavaju odredene kriterije,
ali da rigidnost srpskoga obrazovnog sustava u smislu ocjenjivanja svodi ovu mjeru
na puku formalnost. U¢itelji u zemljama s drugacijim kulturnim nasljedem takoder
ocjenjivanje dozivljavaju kao kontroverzno sredstvo za motiviranja ucenika jer bi Zelja
nekih u¢enika da dobiju dobre ocjene mogla biti zamjena za mnogo vrjednije ishode
ucenja, poput razumijevanja sadrZaja, stjecanja znanja i razvoja vjestina potrebnih za
postizanje buducih ciljeva (Hufton i sur., 2003).

Utitelji su bili svjesni vaznosti vlastite uloge za razvoj motivacije u¢enika. Shvatili su
da njihova vlastita osobnost i ponasanje predstavljaju model za studente. U¢itelje koji
su uspje$ni u ovoj domeni opisali su kao otvorene za uenje i nova iskustva, fleksibilne,
tolerantne, entuzijasti¢ne i vjeste u verbalnoj i neverbalnoj komunikaciji. Iako su
izjavili da su kvalitetno formalno obrazovanje i kontinuirano ucenje nuzni za stjecanje
motivacijskih vjestina, veliku vaznost pripisali su talentu i urodenoj sposobnosti za
nastavnicku profesiju. Ovaj narativ odrazava sustinu koncepta pedagoskoga takta, koji
je u velikoj mjeri zanemaren u suvremenoj literaturi i praksi. Kao konstrukt, pedagoski
takt nadilazi stru¢na znanja i vjestine i ukljucuje kategorije kao $to su nacin bivstvovanja,
svjesnost i odnos ucitelja prema svojoj profesiji (Palek¢ié, 1999).

Sudionici su se usredotocili na dva klju¢na aspekta svojega rada: organizaciju razreda
i stvaranje pozitivnoga ozraé¢ja u udionici. Na temelju strategija koje su predlozili,
moze se zakljuciti da su ucitelji prepoznali vaZnost uc¢enikove autonomije u motivaciji.
Brojna istrazivanja provedena u okviru teorije samoodredenja potvrdila su pozitivne
ucinke dviju Sirokih skupina nastavnih strategija — poticanja ucenikove autonomije
i meduljudske ukljucenosti — na poticanje unutarnjega lokusa kontrole i intrinzi¢ne
motivacije, pobolj$anje samopouzdanja ucenika, osjecaj vlastite kompetencije i uklju¢enje
u aktivnosti u u¢ionici (Ntoumanis, 2005; Ryan i Deci, 2000; Skinner i Belmont, 1993;
Seifert i O’Keefe, 2001). Osim toga, ucitelji su izjavili da u praksi inzistiraju na uporabi
materijala koji su relevantni za uenike, povezani sa svakodnevnim Zivotom kao i drugim
$kolskim predmetima i koji su odabrani u skladu s individualnim sposobnostima i
interesima ucenika. Ipak, opisali su primjenu ovih nacela i strategija u nastavnoj praksi
kao veliki izazov u svojoj nastavnoj praksi, zbog pretjerano opseznoga kurikula, $to je
u skladu s izjavama sudionika drugih studija provedenih u Srbiji (Baucal i sur., 2009;
Lali¢-Vuceti¢, 2007.; 2015).

Jos jedan veliki izazov koji su sudionici u na$em istrazivanju spomenuli odnosio se
na rad s u¢enicima koji imaju osobnih ili obiteljskih problema. Izjavili su da se osjecaju
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nedovoljno kompetentnima za osiguravanje takve vrste podrske. Istrazivanja u drugim
okolnostima takoder su pokazala da nedostatak zadovoljstva poslom i emocionalno
sagorijevanje kod ucitelja nastaju kao posljedice povecanih zahtjeva rada s u¢enicima
koji imaju problema u ponasanju ili dolaze iz socijalno zakinutih sredina (Browers i
Tomi¢, 2000; Pernjek i Mati¢, 2015). Istodobno, nasi su sudionici izjavili da pruzanje
takve vrste pomodi i podrske ucenicima vide kao nesto $to daje smisao njihovu
svakodnevnom radu. Ovaj rezultat ukazuje na to da bi stjecanje vjestina savjetovanja
trebalo postati dijelom programa profesionalnoga razvoja uéitelja i nastavnika, kako
bi se pobolj$ao njihov osjecaj kompetencije i smanjio stres.

Sudionici istrazivanja doZivljavaju roditelje kao primarni resurs u razvoju motivacije
ucenika. Sli¢na uvjerenja ulitelja utvrdena su i u drugim rezultatima istrazivanja
(Berger i sur., 2018). Roditelji koji nude obilje podrske, odrzavaju bliske emocionalne
odnose sa svojom djecom i poti¢u ih da budu neovisni, predstavljaju snazan prediktor
uspjeha ucenika, njihova visokoga samopouzdanja i visoke motivacije (Deci i Ryan,
1985; Gonzalez-DeHass, Villems i Holbein, 2005; Grolnick, Ryan i Deci, 1991). Iako su
uditelji bili svjesni da je suradnja s roditeljima vazna za motivaciju u¢enika, imali su
dvojbe oko nadina ukljucivanja roditelja u $kolske procese. U drugim istrazivanjima
provedenim u Srbiji ucitelji su takoder izrazili nezadovoljstvo suradnjom s roditeljima
(Dzinovié, 2017; Teodorovié, Sevkusi¢, DZinovié¢ i Malinié, 2020). Ovakvo misljenje o
suradnji roditelja i $kole iz perspektive ucitelja djelomi¢no je razumljivo, imajuéi na
umu da na razini sustava postoji formalni okvir koji definira prava i uloge roditelja, ali
ne definira na koji na¢in udéitelji mogu formirati to partnerstvo i sudjelovati u njemu.

Kada je rije¢ o u¢enicima, nasi su sudionici izrazili uvjerenje da su odgovornost,
neovisnost, ustrajnost i interes za $kolske aktivnosti vrlo vazni za poticanje motivacije,
kao $to se navodi u literaturi (Hamre i Pianta, 2001; Lali¢-Vucetié, 2007). Isto tako,
dob ucenika istaknuta je kao vazan motivacijski ¢imbenik. Postoji mnostvo rezultata
istrazivanja o dobnim trendovima koji ukazuju na postupno i znac¢ajno smanjenje
intrinzi¢ne motivacije tijekom obrazovanja. Izvori$te ovih trendova objasnjava se
razvojnim karakteristikama, kao $to su povecani utjecaj vrinjaka i interesa izvan $kole,
te ¢e$¢a upotreba vanjskih poticaja i sve veca vaznost koju ucitelji, u¢enici i roditelji
pripisuju ocjenama i rezultatima testova (Corpus, McClintic-Gilbert i Hayenga, 2009;
Eccles i Midgley, 1989; Gottfried, Fleming i Gottfried, 2001; Lali¢-Vuceti¢, 2015; Lepper,
Tijelovo i Iyengar, 2005; Suzi¢, 2006; Tzuriel, 1989).

Prepreke koje nasi sudionici najée$¢e spominju odnose se na ¢imbenike na razini
sustava, od neadekvatno i kruto formuliranih propisa koji nisu ,,0sjetljivi’ na specifi¢nosti
$kolskoga konteksta, do nepostojanja sistemskih rjesenja u razli¢itim podrucjima
njihova rada. Navode da bi pozeljan sustavni odgovor uklju¢ivao pruzanje vece potpore
njihovoj inicijativi i kreativnosti, kako na makrorazini tako i na $kolskoj razini. U¢itelji
su nezadovoljni kvalitetom programa inicijalnoga obrazovanja i stru¢noga usavrsavanja.
Prema njihovim rije¢ima, ti su programi ,,previse orijentirani na teoriju‘,,,odvojeni od
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prakse”i ne nude dovoljno znanja o motivacijskim strategijama. Rezultati istrazivanja o
inicijalnom obrazovanju ucitelja i nastavnika u Hrvatskoj (Koludrovi¢ i Rei¢ Ercegovac,
2015), sugeriraju da bi organiziranje nastave temeljene na povezivanju teorijskih znanja
s prakti¢nim vjestinama tako da se znacajan dio obveza ucenika ostvaruje prakticnom
i terenskom nastavom, moglo uvelike motivirati u¢enike da preuzmu odgovornost za
vlastito ucenje i potaknuti ih na ve¢u samostalnost u radu.

Nedostatak suradnje uditelja unutar $kola, $to je shvaceno kao jos jedna velika
prepreka, ucinio je da se nasi sudionici osjecaju ,izolirano” i ,,prepusteni sami sebi”
U uvjetima izoliranoga rada, uspje$ne nastavne prakse koje doprinose motivaciji
ucenika nedovoljno su vidljive drugim kolegama, koji bi te ideje i prakti¢na rjeSenja
mogli iskoristiti za pobolj$anje vlastitoga poucavanja, kao i osobnoga razvoja (Fullan i
Hargreaves, 1996; Sevkusi¢ i Stankovi¢, 2012). Takoder, nedostatak uzajamne pomoc¢i
i podrske medu kolegama suocenih s brojnim dilemama i nedovoljno priznanje za
uspjesan rad pridonosi odrzavanju osjecaja profesionalne nesigurnosti.

Zakljucak

Rezultati istrazivanja provedenoga na uzorku ucitelja osnovnih $kola pokazali su da
su ucitelji bili svjesni vlastite odgovornosti u razvoju motivacije u¢enika. Na motiviranje
ucenika gledali su kao na kreativan ¢in koji ovisi o individualnim kvalitetama ucitelja,
o vjeStinama ste¢enim tijekom njihova profesionalnoga razvoja, kao i o njihovom
odnosu prema profesiji i karakteristikama konteksta u kojem poducavaju.

Opcenito govoredi, ucitelji u Srbiji trebaju ste¢i znanja o motivaciji i na¢inima
sustavnijega motiviranja ucenika i sustavnijeg aupoznavanja s rezultatima najnovijih
istrazivanja u ovome podrucju. Osim toga, povecana svijest i ponovno preispitivanje
implicitnih uvjerenja mogli bi pomo¢i uditeljima da postanu fleksibilniji u odnosu
na zahtjeve sustava, otporniji na nerealna ocekivanja roditelja i sigurniji u oslanjanju
na vlastite resurse i kreativnost u poucavanju. Njihovi napori mogli bi se olaksati
osmisljavanjem kurikula koji se vi§e usredotocuju na nastavne teme koje su relevantne
i prikladnije za sposobnosti i interese ucenika. Isto tako, ucitelji bi trebali dobiti
kontinuiranu podrsku jer su istrazivanja pokazala da postoje i izravne i neizravne
korelacije izmedu motivacije u¢enika i podrske koju uditelji dobivaju od sustava,
institucionalnih uvjeta, $kolske uprave i njihovih kolega (Pernjek i Mati¢, 2015).

Imajuci na umu da su izjave nasih sudionika ukljucivale izvjes¢a o osjecaju da je njihov
vlastiti profesionalni identitet ugroZen i da je nastavnicka profesija manje cijenjena u
drustvu, postaje jasnije/ociglednije da te okolnosti mogu negativno utjecati na uciteljev
osjecaj djelovanja . To otvara neka vazna pitanja za bududa istraZivanja. Koliko uditelji
sebe doista vide kao pokretace promjena? Koliko vjeruju da im poboljsanje znanja
i vjestina mozZe pomoci da postanu klju¢ni ¢imbenici u obrazovnom kontekstu u
kojem ¢e svi ucenici biti motivirani za uéenje? Kona¢no, na koji se na¢in njihova
uvjerenja odrazavaju u motivacijskim strategijama koje se primjenjuju u u¢ionici? Da
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bismo pronasli odgovore na ova pitanja, potrebne su nam sveobuhvatnije studije na
ve¢im uzorcima, primjena drugih kvalitativnih tehnika, poput dubinskih intervjua i
etnografskih istrazivanja koja uklju¢uju promatranje nastavnih praksi koje bi ispitivale
odnos izmedu pona$anja uditelja i njihovih uvjerenja.
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