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Introduction. During the COVID-19 pandemic in 2020, when strict lockdown measures
disrupted the traditional delivery of rehabilitation services, online therapy (teletherapy)
became the primary mode of service provision. Over time, a number of advantages
associated with online therapy became evident. Objectives. The aim of this study was
to examine whether parental satisfaction with speech and language therapy differs
depending on the mode of delivery - online or face-to-face - and whether satisfaction with
teletherapy is related to the child’s age and diagnosis. Methods. The sample included 77
parents of children receiving speech and language therapy (age range: 2;06—14;11) with
a range of diagnoses including Developmental Language Disorder, Autism Spectrum
Disorder, and others. Data were collected using an anonymous questionnaire comprising
12 statements assessing satisfaction with each mode of therapy delivery (o =.71). Results
and Conclusion. The findings indicated that online therapy was rated positively by
the majority of respondents, with 94.8% reporting overall satisfaction. A statistically
significant difference in satisfaction was found across therapy delivery modes (¥*(2) =
23.66, p <.001, n?=.29), with participants attending exclusively online therapy reporting
the highest satisfaction scores. Significant positive correlations were found between
satisfaction and both the duration (r = .41, p <.001) and frequency (r = .66, p < .001) of
teletherapy attendance. No statistically significant differences were found with respect
to the child’s age (r = .12, p = .298) or diagnostic group (¥*(2) = 0.66, p = .720). Given
the exploratory nature and methodological limitations of the study, findings should be
interpreted with caution.
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Introduction

The rapid development of digital technologies over the past two decades
has significantly shaped the delivery of healthcare and rehabilitation services,
including speech and language therapy, particularly through the use of remote
digital platforms for assessment and intervention (ASHA, 2023; John et al.,
2023; Reynolds et al., 2016). Although online therapy, or teletherapy, has been
developing within speech and language therapy for some time, the COVID-19
pandemic played a key role in accelerating its widespread adoption in everyday
clinical practice (Fong etal., 2021; Tenforde et al., 2020), as it became a necessary
alternative to traditional face-to-face service delivery.

In this context, teletherapy enabled the continuity of intervention during
lockdown periods, while also creating opportunities to improve access to speech
and language services more broadly, particularly for individuals living in rural
or underserved areas (Fitzpatrick et al., 2025; Kollia & Tsiamtsiouris, 2021). As
aresult, teletherapy is increasingly recognised as a sustainable model of service
delivery beyond emergency situations. It has also been well received by service
users, as it reduces the time and financial demands associated with travelling
to in-person sessions (Cason, 2014; Kollia & Tsiamtsiouris, 2021; Mashima &
Doarn, 2008).

A growing body of research (Grogan-Johnson et al., 2013; Sutherland et
al., 2017; Wales et al., 2017), including meta-analyses (Molini-Avejonas et al.,
2015; Weidner & Lowman, 2020), suggests that outcomes achieved through
teletherapy are comparable to those of traditional approaches. Online speech
and language therapy has been shown to be an effective alternative across a
range of clinical areas, including speech and language disorders and autism
spectrum conditions, provided that certain conditions are met. These include
adequate technical resources, well-structured interventions, and appropriate
support for both children and their parents (Fromm & McKenna, 2025).

However, despite evidence supporting its effectiveness, the quality of
speech and language services cannot be evaluated solely on the basis of objective
treatment outcomes. As noted by King et al. (2004) and Rosenbaum et al. (1998),
service quality must also be considered from the perspective of users’ subjective
experiences, particularly those of parents. In paediatric speech and language
therapy, parents play a central role in the therapeutic process. As active partners,
they support the implementation of therapy activities, help maintain continuity
in the home environment, facilitate the generalisation of learned skills, and
provide valuable feedback on their child’s progress (Law et al., 2019; Roberts &
Kaiser, 2011). Parental satisfaction is a complex and multidimensional construct,
encompassing factors such as accessibility of services, quality of communication
with the therapist, clarity of information provided, involvement in decision-
making, and perceived effectiveness of the intervention. These factors may be
influenced by the child’s age, type of difficulty, individual characteristics, as well
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as the family’s socio-economic background and previous therapy experience (Al
Awaji et al., 2024; Bailey et al., 2006; Jeglinsky et al., 2012; Pickard et al., 2016). In
this context, the quality of the therapeutic relationship and parents’ perceptions of
the therapist’s competence emerge as strong predictors of satisfaction (Jeglinsky
et al., 2012; King et al., 2004).

Previous research on parental satisfaction with remotely delivered speech
and language and related services has produced mixed findings. Some studies
(Dunstetal., 2007; McLeod & Baker, 2017) suggest that higher levels of parental
satisfaction are associated with greater parental involvement, better adaptation
to therapy, increased child engagement, and more favourable therapy outcomes.
In the context of teletherapy, additional factors may influence satisfaction,
including the reliability of technology and internet connection, users’ digital
skills, the suitability of therapy materials for online delivery, the child’s level of
engagement during sessions, and the level of support provided by the therapist
(Camden & Silva, 2021; Dharmar et al., 2013).

Many studies report high levels of parental satisfaction, particularly
regarding flexibility, accessibility, and continuity of care (Crutchley & Campbell,
2010; Fairweather et al., 2016; Little et al., 2018). Parents also highlight the
benefits of therapy taking place in the child’s familiar home environment, which
may support the functional use of newly acquired skills (Sutherland et al., 2018).
At the same time, parents report certain challenges associated with teletherapy,
such as technical difficulties, reduced quality of interaction between the child
and therapist, and increased demands on parents during the therapy process
(Eikelboom & Atlas, 2020; Fong et al., 2021; Khantapasuantara et al., 2025).

Despite the growing number of studies in this field and the increasing
interest in remote service delivery, there remains a lack of research that
systematically examines parental satisfaction in the post-pandemic context,
particularly within European and regional settings. In addition, relatively few
studies have explored in detail the specific factors that contribute to positive
or negative parental experiences in online speech and language therapy. Such
insights are essential for improving service quality, adapting interventions to
family needs, and developing guidelines for effective teletherapy practice.

In line with the above, the aim of this study was to examine parental
satisfaction with online speech and language therapy received by their child
compared with traditional face-to-face therapy, and to explore the relationship
between factors such as the child’s age and diagnosis and parents’ evaluation of
the quality of online services.

The following research questions were formulated:

1. What are parents’ attitudes towards online speech and language

therapy (teletherapy)?

2. Are there differences in parental satisfaction depending on the mode

of service delivery (online vs. face-to-face therapy)?

Specijalna edukacija i rehabilitacija, 25(2), 77-95, 2026
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3. Is parental satisfaction with teletherapy related to the duration and
frequency of attending online therapy?
4. Does parental satisfaction with teletherapy differ according to the
child’s age?
5. Does parental satisfaction with teletherapy differ according to the
child’s diagnosis?
Based on these research questions, 5 hypotheses were set:
H1: The majority of parents will express positive attitudes towards online
speech and language therapy (teletherapy).
H2: There will be no statistically significant difference in parental satisfaction
between online (teletherapy) and traditional face-to-face speech and language
therapy.
H3: There will be a statistically significant positive relationship between
parental satisfaction with teletherapy and both the duration and frequency of
online therapy attendance.
H4: There will be a statistically significant relationship between the child’s age
and parental satisfaction with online speech and language therapy.
HS: There will be statistically significant differences in parental satisfaction
with online speech and language therapy with regard to the child’s diagnosis.

Method

Participants

The clinical sample was purposive, recruited from a single speech therapy
and rehabilitation centre in Zagreb. It consisted of 77 parents of children receiving
speech and language therapy who had been involved in online therapy for at least two
months, either currently or in the past. Participants were recruited via a Google Forms
questionnaire.

Within the overall sample, 53 participants had experience with teletherapy
during the COVID-19 lockdown in Croatia, lasting approximately two months, while
24 participants engaged in teletherapy at a later stage, following the pandemic. All
participants and their children had experience with both online therapy and traditional
face-to-face therapy.

The children receiving therapy ranged in age from 2;06 to 14;11 years, with
the largest proportion (49%) falling within the 8;00 to 11;11 age range. The reported
diagnoses included a wide range of diagnostic labels, capturing the heterogeneity of
the sample: Developmental Language Disorder, Phonological Disorder, Articulation
Disorder, Reading and Writing Disorder, Fluency Disorder, Childhood Apraxia
of Speech, Dysarthria, Social (Pragmatic) Communication Disorder, and Autism
Spectrum Disorder. The most prevalent diagnoses in the sample were Developmental
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Language Disorder (26%), Autism Spectrum Disorder (21%), Social (Pragmatic)
Communication Disorder (17%), and Reading and Writing Disorder (14%).

At the time of data collection, the majority of participants (90%) were still
actively engaged in speech and language therapy, either through teletherapy or face-
to-face sessions.

Participation in the study was voluntary and conducted in accordance with
established ethical research standards. Participants were informed that the data would
be analysed at the group level, ensuring anonymity, and that they could withdraw from
the study at any point without consequences. At the beginning of the questionnaire,
participants were provided with a brief explanation of its purpose, its contribution
to research, and information about the researchers conducting the study. Prior to
participation, all respondents provided informed consent. Ethical approval for the
study was obtained from the Ethics Committee of the speech and language therapy
centre in which the research was conducted.

Materials and Procedure

The questionnaire used in this study was specifically designed for the purposes
of the research. Individual items were developed through a three-step process: (1)
a systematic review of the literature examining parental satisfaction with online
speech and language therapy, (2) an analysis of previously existing instruments and
questionnaires used in related research, and (3) the clinical experience of both the
researchers and the speech and language therapists employed at the centre in which
the research was conducted. The resulting items are grounded in previous empirical
research (Gray et al., 2024; Khantapasuantara et al., 2025; Little et al., 2023; McGill
et al., 2021; Pickard et al., 2016; Reynolds et al., 2016; Tenforde et al., 2020, etc.). The
questionnaire consisted of two sections. The first section collected general information
about the child, including age, diagnosis, current mode of therapy (face-to-face or
teletherapy), duration of speech and language therapy, duration of teletherapy (current
or past), and frequency of therapy attendance on a weekly or monthly basis.

The second section comprised 12 closed-ended statements assessing parental
satisfaction and attitudes towards teletherapy. Responses were recorded in a
dichotomous format (Yes/No).

The construct “parent satisfaction” is grounded in the family-centred care
paradigm and is defined as a multidimensional measure encompassing perceived
therapy effectiveness, service availability and practicality, parental involvement,
technical dimension, and evaluation of therapeutic materials. Methodologically, it
is predominantly measured using Likert scales with open-ended questions or, in a
smaller number of cases, dichotomous scales as in the study by Tenforde et al. (2020).
Crutchley and Campbell (2010), Al Awaji et al. (2024), and Fromm and McKenna
(2025) highlight the simplicity of the dichotomous format as a key factor in promoting
parental engagement and improving response clarity and quality. Additionally,
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Callegaro et al. (2015) report that the Yes/No format increases response accuracy and
reduces cognitive effort without substantially compromising data validity.

Data were collected via a questionnaire that parents could complete either in
person at the centre or online via a Google Form, with the link distributed by email.
The research was conducted from March 2025 to June 2025.

Data Analysis

The data were analysed using IBM SPSS Statistics 27.0. Descriptive statistics
were used to summarise the data, including the calculation of response frequencies for
individual items.

Non-parametric tests were applied to examine differences between groups,
given the nature of the data. Specifically, the Kruskal-Wallis test was used to assess the
significance of differences across groups based on the variables of interest. In addition,
Spearman’s rank correlation coefficient was calculated to examine associations
between parental satisfaction and selected variables.

To assess the internal consistency of the questionnaire and determine the extent
to which the 12 items measured the same underlying construct, inter-item correlations
were calculated alongside Cronbach’s alpha coefficient.

Results

Descriptive analysis of the data, based on the frequency of responses
to individual questionnaire items, indicated that for the majority of statements
(N = 8 out of 12), more than 50% of respondents expressed a positive attitude
towards teletherapy. In contrast, for the remaining four items, fewer than 50%
of respondents reported a positive attitude (see Table 1).

Table 1

Descriptive data on parents’ attitudes towards online therapy: frequencies
of responses to individual questionnaire items across all variables

VALID CUMULATIVE

ITEM RESPONSE FREQUENCY PERCENT PERCENT  PERCENT

My child and I prefer No 59 76.6 76.6 76.6
online therapy to face-to-

face therapy

Yes 18 234 234 100.0
There is no difference in No 41 53.2 53.2 53.2
usefulness between online
and face-to-face therapy
if delivered by a trained
professional

Yes 36 46.8 46.8 100.0
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VALID CUMULATIVE

ITEM RESPONSE FREQUENCY PERCENT PERCENT  PERCENT
Preparing for online No 20 26.0 26.0 26.0
therapy requires more
time than preparing for
face-to-face therapy

Yes 57 74.0 74.0 100.0
Presentations and No 43 55.8 55.8 55.8
materials used in online
therapy are more engaging
than printed materials

Yes 34 442 442 100.0
I like the presentations No 3 39 39 39
and materials used in
online therapy

Yes 74 96.1 96.1 100.0
I like that online therapy No 10 13.0 13.0 13.0
can be received at home

Yes 67 87.0 87.0 100.0
I like that I can attend the No 10 13.0 13.0 13.0
therapy as a parent

Yes 67 87.0 87.0 100.0
Internet connection was No 51 66.2 66.2 66.2
often a problem during
online therapy

Yes 26 33.8 33.8 100.0
Using the online platform No 6 7.8 7.8 7.8
for therapy is simple

Yes 71 92.2 92.2 100.0
Online therapy is equally No 41 53.2 53.2 532
valuable as face-to-face
therapy

Yes 36 46.8 46.8 100.0
I am satisfied with online No 4 5.2 5.2 52
therapy services

Yes 73 94.8 94.8 100.0
Do you have any concerns No 62 80.5 80.5 80.5
regarding the online
therapy your child
receives?

Yes 15 19.5 19.5 100.0
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As shown in Table 1, for the statement “My child (and 1) prefer online
therapy to face-to-face therapy”, the majority of participants (76.6%) selected
“No”, indicating that face-to-face therapy remains the preferred option for most
respondents, or that both modes are viewed as equally acceptable.

For the statements “I believe there is no difference in usefulness between
online and face-to-face therapy if delivered by a well-trained professional” and
“Online therapy is equally valuable as face-to-face therapy”, responses were
more evenly distributed (53.2% disagreed and 46.8% agreed), suggesting that a
proportion of participants still perceive face-to-face therapy as more beneficial.

Despite these responses, a high level of overall satisfaction with online
therapy was reported. Specifically, 94.8% of participants agreed with the
statement “I am satisfied with online therapy services”, while the majority
(80.5%) indicated that they had no concerns regarding the online therapy their
child receives.

Several aspects of online therapy were rated positively by most
respondents. For example, 87% agreed with the statement “/ like that I can
attend the therapy as a parent”. Similarly, 92.2% reported that using the online
platform was straightforward, and 96.1% expressed a positive view of the
presentations and materials used in online therapy.

However, opinions were more divided regarding the comparative
attractiveness of materials, with 55.8% disagreeing with the statement
“Presentations and materials used in online therapy are more engaging than
printed materials”, and 44.2% agreeing. Another clearly positive aspect of
online therapy was the possibility of receiving services at home, with 87% of
participants endorsing the statement “/ like that online therapy can be received
at home”.

In order to compute an overall satisfaction score, inter-item correlations
and Cronbach’s alpha coefficient were used to assess the internal consistency of
the questionnaire. This step was necessary to determine whether responses to
the 12 items could be meaningfully combined into a single composite measure.

The analysis indicated that Item 3 (“Preparing for online therapy requires
more time than preparing for face-to-face therapy”) did not correlate with
the remaining items. This item reflects parents’ perceptions of the therapist’s
workload rather than their satisfaction with the therapy itself, and was therefore
excluded from the composite score. Its removal improved internal consistency.

Similarly, Item 8 (“Internet connection was often a problem during online
therapy”) differed conceptually from the other items. It can be interpreted as
a contextual factor that may influence the experience of online therapy, rather
than a direct indicator of satisfaction. This item showed little to no correlation
with the remaining items and was also excluded from further analysis. Its
exclusion did not reduce the internal consistency of the scale.
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Following these adjustments, Cronbach’s alpha coefficient was calculated
for the remaining 10 items measuring parental satisfaction, yielding a value of
a = .71, indicating acceptable internal consistency.

The total score was computed as the sum of responses across the 10
items, with Item 12 reverse-coded (Yes = 0, No = 1). The possible score range
was from 0 to 10. Figure 1 and Table 2 present the distribution of scores within
the sample. The distribution was negatively skewed, indicating generally high
levels of satisfaction with online therapy (M = 6.99, SD = 2.04), with responses
tending towards the higher end of the scale.

Figure 1
Distribution of responses in the study sample
" Histogram
18
16
14
5‘ 12
c
D 10
=
) 8
P .
LL 6
4
2
0
i | 2 3 4 5 6 ! 8 9 10
Satisfaction
Table 2

Distribution of parental satisfaction with online therapy in the study sample

VARIABLE N MIN MAX M SD
Parental satisfaction with online therapy 77 .00 1000  6.99 2.04

With regard to the research question examining whether differences
exist in parental satisfaction depending on the mode of service delivery (online/
teletherapy versus traditional face-to-face therapy), the Kruskal-Wallis test
revealed a statistically significant difference in satisfaction, with a large effect
size (¥*(2) = 23.66, p < .001, n* = .29) (see Table 3).

Post hoc pairwise comparisons indicated that the group of participants
whose children primarily attended online therapy reported significantly higher
levels of satisfaction with teletherapy compared to the other two groups. In
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contrast, no significant difference was found between the group whose children
primarily attended face-to-face therapy and the group receiving a combined
form of therapy (see Table 4).

Table 3

Mean ranks of satisfaction with teletherapy across therapy delivery modes
and results of the Kruskal-Wallis test

THERAPY MODE N MEAN RANK
SATISFACTION Face-to-face therapy 40 29.50
Online therapy 18 59.97
Combined therapy 19 39.13
Total 77
SATISFACTION
CHI-SQUARE X2 23.662
DF 2
P .000
Table 4
Post hoc pairwise comparisons across therapy delivery modes
TEST
COMPARISON STATISTIC SE Z P ADJUSTED P
Face-To-Face Vs. Combined -9.63 6.15 -1.57 117 352
Face-To-Face Vs. Online -30.47 6.26 -4.86 <.001 <.001
Combined Vs. Online 20.84 726 2.87 .004 012

The third research question examined the relationship between parental
satisfaction with online therapy and both the duration and frequency of
teletherapy participation. Correlations between variables were calculated using
Spearman’s rank correlation coefficient.

As shown in Table 5, the correlation between satisfaction with online
therapy and the overall duration of children’s involvement in speech and
language therapy was not statistically significant (» = —.20, p = .083), although
it suggested a trend whereby participants whose children had been in therapy
for a longer period reported slightly lower satisfaction with online therapy.
Similarly, the correlation between satisfaction and the general frequency of
therapy attendance was not significant (» = —.14, p = .214).

In contrast, a statistically significant positive correlation was found
between satisfaction with online therapy and the duration of teletherapy
participation (» = .41, p <.001). A strong positive correlation was also observed
between satisfaction and the frequency of attending online therapy (r = .66,
p <.001).
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Furthermore, with regard to the relationship between the child’s age and
parental satisfaction with online therapy, Table 5 indicates that no statistically
significant association was found, suggesting that age did not play a meaningful
role in shaping parental satisfaction with teletherapy.

Table 5

Spearman correlations (r) between parental satisfaction with online therapy
and duration and frequency of participation in speech and language therapy

VARIABLE r P N
Age 12 298 77
Frequency of therapy (overall) 14 214 77
Duration of therapy (overall) =20 .083 77
Duration of participation in online therapy AL <.001 77
Frequency of online therapy .66** <.001 77

The next research question examined the relationship between the child’s
diagnosis and parental satisfaction with online therapy. Given the heterogeneity
of diagnoses, all reported conditions were grouped into three broader categories:
communication disorders (Social (Pragmatic) Communication Disorder and
Autism Spectrum Disorder), language disorders (Developmental Language
Disorder, Phonological Disorder, and Reading and Writing Disorder), and
speech disorders (Articulation Disorder, Fluency Disorder, Childhood Apraxia
of Speech, and Dysarthria).

A Kruskal-Wallis test (see Table 6) indicated that there was no statistically
significant difference in parental satisfaction with online therapy across the
three diagnostic groups (¥*(2) = 0.66, p = .72).

Table 6

Mean ranks of parental satisfaction with online therapy across diagnostic
groups and results of the Kruskal-Wallis test

DIAGNOSTIC GROUP N MEAN RANK

SATISFACTION Communication disorders 29 4147
Language disorders 31 38.16
Speech sound disorders 17 36.32
Total 77

SATISFACTION

CHI-SQUARE X2 657

DF 2

ASYMP. SIG. 720

a. Kruskal Wallis Test
b. Grouping Variable: Diagnostic Group
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Discussion

The aim of this study was to examine parental satisfaction with online
speech and language therapy (teletherapy) among those who had experience
with both teletherapy and traditional face-to-face intervention. In addition, the
study explored the relationship between factors such as the child’s age, duration
of therapy involvement, and diagnosis, and parents’ evaluations of the quality
and satisfaction with online services.

Both quantitative and qualitative analyses of the findings indicate that
the majority of respondents expressed positive attitudes towards online speech
and language therapy. The questionnaire used in this study demonstrated
acceptable internal consistency, suggesting that it provided a reliable measure
of parental satisfaction. Overall, high levels of satisfaction with online therapy
were observed. It should also be noted that the high overall satisfaction scores
may partially reflect a ceiling effect, whereby the limited response range of the
dichotomous format reduces the ability to detect finer gradations in satisfaction
and may thus inflate the apparent proportion of satisfied respondents. However,
it should be noted that for four out of the twelve items, between 53% and 76% of
respondents expressed a preference for traditional face-to-face therapy.

These findings are consistent with those reported by Passalacqua and
Perlmutter (2022) and Lam et al. (2021), who found that, despite generally
positive attitudes towards teletherapy, parents often continue to prefer face-
to-face intervention. Interestingly, Lam et al. (2021) also reported that
children themselves (of primary school age) showed a preference for online
therapy. It should be highlighted here that the sample in our study was highly
heterogeneous - in terms of diagnoses, the age of service users, and the time of
enrolment in and duration of involvement in online therapy, and it is precisely
this heterogeneity of participants’ experiences that may have contributed to the
variability in the results obtained. This ambivalence (high overall satisfaction
with teletherapy alongside a persistent preference for face-to-face intervention)
should not be dismissed as a mere descriptive characteristic of the sample.
Rather, it may reflect a nuanced parental perception of teletherapy as a viable yet
supplementary modality, accepted for its convenience and accessibility, but not
yet fully equivalent to in-person therapy in the eyes of caregivers. This finding
warrants further investigation, particularly regarding the specific aspects of
therapy that parents associate with each delivery format.

Furthermore, the results of the present study indicated no statistically
significant difference in overall parental satisfaction depending on the mode
of service delivery (online versus face-to-face). This finding is in line with
previous studies (Chaudhary et al., 2021; Gray et al., 2024; McGill et al., 2021),
which similarly reported comparable levels of satisfaction between traditional
and online therapy formats.
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Notably, participants whose children attended therapy exclusively or
predominantly online reported even higher levels of satisfaction and more
positive attitudes towards teletherapy. This finding is consistent with the results
of Hassan et al. (2023), who found no significant differences in satisfaction
between groups receiving exclusively online therapy and those receiving hybrid
services, except for socio-demographic factors. In their study, participants with
lower incomes reported less favourable attitudes towards teletherapy compared
to those with higher incomes.

In the present study, no significant association was found between
satisfaction with online therapy and the overall duration of involvement in speech
and language therapy. However, the observed trend suggests that participants
whose children had been engaged in therapy for longer periods were somewhat
less favourable towards teletherapy. At the same time, the findings indicate
that exposure to online therapy plays an important role: greater familiarity and
experience with teletherapy were associated with more positive attitudes. In
this case, a significant role is certainly played by the self-selection effect among
participants who used online therapy exclusively, which may in itself imply a
predisposition towards, and satisfaction with, this form of receiving speech and
language therapy, as well as by the effect of adaptation or habituation to this
type of therapy, which results precisely from prolonged exposure to teletherapy.
This is supported by findings reported by Little et al. (2023), who noted that
longer engagement in teletherapy is linked to higher levels of satisfaction,
while previous experience with traditional therapy does not appear to have a
substantial negative impact on perceptions of teletherapy.

Although the present study did not find a significant relationship between
the child’s age and parental satisfaction, this finding may be interpreted in
several ways. Age is often considered an important factor influencing parental
satisfaction, particularly through its association with the level of parental
involvement in the therapeutic process. A meta-analysis by Vanderauwera et al.
(2026) suggests that parents’ role in teletherapy changes depending on the child’s
age. For younger children, parents tend to be more actively involved in therapy
implementation, and their satisfaction is influenced by the clarity of instructions
and the perceived burden. In contrast, for older (school-aged) children, parents
are less directly involved, and their satisfaction is more closely linked to therapy
outcomes. The authors also highlight a paradox in early intervention, whereby
parents of younger children may report both the highest and the lowest levels of
satisfaction, depending on these factors. Qualitative insights from the present
study support this observation, as a wide range of satisfaction levels was
observed across all age groups. It should be emphasised that in our study, age
was not a controlled variable in the analysis of the results, and we therefore
present the findings with caution, as research shows that a child’s age may
indeed influence the level of parental involvement and satisfaction.
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Alwyahya et al. (2025) reported that over 80% of participants (including
both service users and caregivers) expressed high levels of satisfaction with
teletherapy, while also noting that diagnosis may play an important role. In
contrast, the findings of the present study did not reveal statistically significant
differences in satisfaction across diagnostic groups. Although this result was
somewhat unexpected and contrary to the initial hypothesis, it may be explained
by the broad grouping of heterogeneous diagnostic categories into three
overarching groups (communication, language, and speech sound disorders).
This categorisation may have obscured more specific differences that could
emerge if individual diagnoses were analysed separately. Therefore, even in the
case of our attempt to homogenise the groups by creating three superordinate
categories of disorders, we interpret these results with caution as well, since
we cannot speak of strong homogeneity of the groups with regard to diagnosis,
and the absence of differences in satisfaction with online therapy among our
participants may be the result of this manner of grouping participants rather
than of genuine group homogeneity.

It is certainly important to note that future studies should analyse
individual clinical entities separately, as grouping diagnoses into three categories
may conceal specific differences.

Limitations

Although the findings of this study are largely consistent with previous
research, several limitations should be acknowledged, which limit the
generalisability of the results. First, it should be noted that this is a clinical sample
recruited from a single speech and language therapy centre. Furthermore, the
sample includes a wide range of diagnostic categories subsequently grouped
into three broader clinical categories to facilitate statistical analysis. While
this approach enables group-level comparisons, it may simultaneously obscure
specific differences between individual clinical entities. Additionally, age
was not controlled for in the analyses, although it may represent a relevant
confounding variable given the broad age range of the children in the sample
(2;06 -14;11 years) and its potential influence on parental involvement and
satisfaction ratings.

Second, participants were exposed to a single, standardised teletherapy
model, which may not reflect variations in service delivery across different
settings. It is possible that including participants from multiple centres would
yield somewhat different results.

Third, the psychometric properties of the questionnaire were not
examined in detail prior to its use, and the instrument was not subjected to
formal validation procedures. Although internal consistency was assessed
using inter-item correlations and Cronbach’s alpha, these indicators should
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be interpreted with caution given the dichotomous response format (Yes/
No), which reduces response variability and may diminish the discriminative
power of the instrument. Accordingly, the questionnaire should be considered a
preliminary scale in the initial phase of empirical application, and the findings
interpreted with appropriate caution.

Furthermore, some participants reported on their experiences with online
therapy during the COVID-19 pandemic, while others reported on experiences
in the post-pandemic period. This difference may affect satisfaction ratings,
since during the pandemic this was the only possible way of providing the
service - that is, the default framework - whereas after the pandemic it was a
matter of choice. Given that in this study we did not control for the time at which
participants began online therapy, and we have no clear answer as to whether
online therapy and, consequently, satisfaction or dissatisfaction with it, was the
only option or a matter of choice, this can be considered a limitation of this
study. It should also be noted that some responses were retrospective, which,
owing to the passage of time, may likewise be considered a limitation.

Conclusion

The present study explored parental satisfaction with online speech and
language therapy (teletherapy) in a clinical sample of parents whose children
had experience with both teletherapy and traditional face-to-face intervention.
Given the exploratory and descriptive nature of the study, the findings should be
interpreted as preliminary and not generalised beyond the specific sample and
context examined.

The results of this study suggest that the majority of participants expressed
positive attitudes towards teletherapy and reported high levels of overall
satisfaction. At the same time, a notable proportion of participants indicated a
preference for traditional face-to-face therapy, highlighting the importance of
offering both modalities where possible. Participants whose children attended
teletherapy exclusively or predominantly reported higher satisfaction scores,
which may reflect a self-selection effect or an adaptation and habituation
process resulting from prolonged exposure to online therapy. These findings
are consistent with previous research, though they should be interpreted with
caution given the limitations of the sample and instrument.

No statistically significant associations were found between parental
satisfaction and the child’s age or diagnostic group, although these null findings
may be partly attributable to the heterogeneity of the sample and the broad
grouping of diagnostic categories rather than to genuine group homogeneity.

Based on the findings of this study, teletherapy may represent a
potentially useful modality in speech and language therapy for families with
access to appropriate technological resources and sufficient support from their
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therapist. However, given the limitations of this study, including the convenience
sample recruited from a single centre, the use of a preliminary and unvalidated
instrument, and the exploratory design, more robust conclusions regarding the
effectiveness or equivalence of teletherapy relative to face-to-face intervention
cannot be drawn at this stage. Future research with larger, more diverse samples,
validated measures, and controlled designs is needed to further examine the
conditions under which teletherapy may best serve the needs of children and
their families.
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Zadovoljstvo roditelja logopedskom terapijom: poredenje
teleterapije 1 pruzanja usluga licem u lice
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Uvod: Tokom pandemije COVID-19 2020. godine, kada su stroge mere zaklju¢avanja
poremetile tradicionalno pruzanje rehabilitacionih usluga, onlajn terapija (teleterapija)
postala je primarni nacin pruzanja usluga. Vremenom je postao ocigledan niz prednosti
povezanih sa onlajn terapijom. Cilj: Cilj ove studije bio je da se ispita da li se zadovoljstvo
roditelja logopedskom terapijom razlikuje u zavisnosti od nacina pruzanja usluga — onlajn
ili licem u lice — i da 1i je zadovoljstvo teleterapijom povezano sa uzrastom i dijagnozom
deteta. Metod: Uzorak je obuhvatio 77 roditelja dece koja primaju logopedsku terapiju
(starost: 2,06—14,11) sanizom dijagnoza, ukljucujuéirazvojni jezicki poremecaj, poremecaj
iz autisticnog spektra i druge. Podaci su prikupljeni pomo¢u anonimnog upitnika koji
je obuhvatao 12 izjava kojima se procenjuje zadovoljstvo svakim nac¢inom sprovodenja
terapije (o = .71). Rezultati i zakljucak: Rezultati su pokazali da je vecéina ispitanika
pozitivno ocenila onlajn terapiju, pri ¢emu je 94.8% prijavilo ukupno zadovoljstvo.
Statisticki znacajna razlika u zadovoljstvu pronadena je u razli¢itim na¢inima sprovodenja
terapije (x3(2) = 23.66, p &lt; 0.001, n? = 0.29), pri cemu su ucesnici koji su iskljucivo
pohadali onlajn terapiju prijavili najviSe rezultate zadovoljstva. Znacajne pozitivne
korelacije pronadene su izmedu zadovoljstva i trajanja (r = .41, p <.001) te frekvencije (r
=.66, p <.001) (r = 0.41, p <.001) i uCestalosti (r = .66, p < .001) pohadanja teleterapije.
Nisu pronadene statisticki znacajne razlike u odnosu na uzrast deteta (r = 0.12, p = 0.298)
ili dijagnosticku grupu (¥*(2) = 0.66, p = 0.720). S obzirom na istrazivac¢ku prirodu i
metodoloska ogranicenja studije, nalaze treba tumaciti sa oprezom.

Kljucne reci: onlajn terapija, logopedska terapija, zadovoljstvo roditelja, uzrast,
dijagnoza
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An exploratory factor analysis was performed. Results. The analysis revealed that the
underlying structure of behavioral problems in this group includes five distinct factors,
which can be seen as subscales. Conclusion. This study contributes to validating the
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Introduction

Behavioral problems are a broad term for various forms of behavior,
ranging from simpler, less severe, and less dangerous actions to oneself and
others to more severe cases that require treatment. These behaviors are linked
to consequences and conditions that need to be managed and changed, which
are addressed by professionals from different fields. (Koller-Trbovi¢ et al., 2011).
Behavioral problems refer to any significant behavioral, emotional, or personality
issues arising from maladaptation (Mami¢ & Fulgosi-Masnjak, 2014).

The American Association on Intellectual and Developmental
Disabilities (A AIDD) defines intellectual disability as a condition characterized
by significant limitations in intellectual functioning and adaptive behavior
which develop before the age of 22 (American Association on Intellectual and
Developmental Disabilities, 2021). The DSM-5, published by the American
Psychiatric Association in 2013, describes it as a disorder that begins during
the developmental period. It includes both intellectual deficits and deficits in
adaptive functioning across conceptual, social, and practical areas (American
Psychiatric Association, 2013, p. 33). Below-average intellectual functioning
leads to difficulties in reasoning, problem-solving, planning, abstract thinking,
judgment, academic learning, and learning from experience—confirmed
through clinical assessment and individualized standard 1Q testing, which
significantly limits the child’s abilities. Adaptive skills consist of conceptual,
social, and practical skills, covering a wide range of activities that pose a certain
level of difficulty for the child (Tomljanovi¢ & Joki¢-Begi¢, 2021). Limitations
in adaptive functioning can be determined by standardized tests, and such
limited adaptive functioning requires a higher level of support. Consequently, a
higher level of support results in greater dependence on others. Often, a lower
level of adaptive functioning manifests itself as social incompetence and the
presence of undesirable forms of behavior (Pai¢, 2022).

According to data from the Croatian Institute of Public Health (Hrvatski
zavod za javno zdravstvo, 2024), there are 33,366 people with intellectual
disabilities living in Croatia. Their prevalence in the total population of people
with disabilities is 5.1%. The population of children and young people with
intellectual disabilities aged from birth to 19 years in Croatia is 8,078 (Croatian
Institute of Public Health, 2024).

Compared to the general population, people with intellectual disabilities
face notably more physical and mental health challenges. These challenges are
primarily linked to genetic conditions, lifestyle risks, or social factors. Co-
occurring conditions can include sensory impairments, endocrine, nutritional,
or metabolic disorders (most often obesity, thyroid issues, and diabetes),
neurological disorders (with epilepsy and cerebral palsy being the most common),
musculoskeletal and connective tissue problems, gastrointestinal issues,
respiratory conditions, cardiovascular problems, mental health impairments,
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autism spectrum disorder, and attention deficit hyperactivity disorder (ADHD)
(Kinnear et al., 2018; Liao et al., 2021; Totsika et al., 2022). These challenges
in Croatian law are referred to as co-occurring disabilities (Pravilnik o
osnovnoskolskom i srednjoskolskom odgoju i obrazovanju ucenika s teSko¢ama
u razvoju / Regulations on primary and secondary education of students with
developmental disabilities, 2015). Their importance lies primarily in the fact
that the simultaneous presence of two or more difficulties in psychophysical
development creates a new level of complexity, making treatment and support
more difficult (Kinnear et al., 2018).

Intellectual disabilities are frequently associated with behavioral
problems (Emerson, 2003; Lloyd & Kennedy, 2014). Severe behavioral problems
in individuals with intellectual disabilities, including children and adolescents,
are often referred to as challenging behaviors (Emerson et al., 2001; Myrbakk &
von Tetzchner, 2008) or behaviors that challenge (Murphy, 2017). Challenging
behaviors are defined as actions of such intensity, frequency, or duration that
they pose a risk to the individual or others or significantly restrict access to
standard community-based services (Emerson et al., 2001). The term behaviors
that challenge refers to the same definition but is considered less diagnostic
and more reflective of a social construct influenced by environmental factors
(Murphy, 2017). In the Republic of Croatia, the umbrella term behavioral
problems is used to describe a continuum of behaviors, including risky behaviors
and all behavioral difficulties, such as behaviors that challenge (Koller Trbovi¢
et al., 2011). For clarity and consistency with official national terminology, this
paper—and the POINT project within which it was developed—adopts the
term behavioral problems.

In the context of this research, behavioral problems are defined as forms
of behavior perceived by the individual’s environment as conspicuous and
unacceptable, which hinder or prevent socialization and reduce opportunities
for participation in everyday community activities. The term encompasses
aggressive, self-injurious, uncontrollable, destructive, maladaptive, and socially
unacceptable behaviors. Such behaviors pose significant challenges not only
for the individual but also for their family, educational staff, and others in their
environment (Myrbakk & von Tetzchner, 2008).

The severity of intellectual disability is positively associated with the
frequency of behavioral problems (Kramari¢ et al., 2013). Dekker et al. (2002)
reported a prevalence of behavioral problems of 50% among children with
intellectual disabilities, compared to 18% in typically developing children.
Other studies, summarized by Mujkanovi¢ et al. (2013), indicate prevalence
rates ranging from 30% to 60%.

The most serious behavioral problems commonly associated with
individuals with intellectual disabilities include aggressive, self-injurious, and
stereotyped behaviors (Cooper et al., 2007). Aggressive behavior represents a
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major barrier to social inclusion and is the most frequent reason for referral
to mental health professionals (Cocker et al., 2006). Reported prevalence of
aggressive behavior ranges from 2% to 60%, likely due to methodological
inconsistencies across studies, particularly regarding the severity of intellectual
disability. Terminological variations—such as aberrant, maladaptive, disruptive,
self-injurious, or disobedient—may also contribute to discrepancies in findings
(McClintock et al., 2003).

Among individuals with mild to moderate intellectual disabilities, verbal
aggression predominates, whereas physical aggression is more common in those
with severe disabilities. Sexually aggressive behavior is the least frequent form.
Fewer than 6% of individuals exhibit aggressive behaviors with high frequency
or intensity (Crocker et al., 2006).

Self-injurious behaviors, considered a subtype of aggression, involve
actions that can cause physical harm, occur repeatedly, and manifest in
idiosyncratic forms (Medeiros et al., 2013). Common examples include head
banging, biting, pinching, scratching, inserting fingers into body cavities, and
hair pulling (Symons, 2008). Prevalence estimates range from 10% to 12%
(Didden et al., 2012).

Stereotyped behaviors are described as atypical, repetitive actions such as
body rocking, hand flapping, clapping, spinning, jumping, object manipulation,
or repetitive vocalizations without context (Barnard-Brak et al., 2015). These
behaviors are highly prevalent among individuals with intellectual disabilities,
with reported rates between 34% and 85% (de Vaan et al., 2020; Didden et al.,
2012; Sayers et al., 2011).

Traditionally, behavioral problems in individuals with intellectual
disabilities have been viewed exclusively as a consequence or characteristic
of the intellectual disability itself, rather than as a potential manifestation of
an underlying mental disorder. However, behavioral problems associated with
intellectual disabilities can significantly affect a child’s overall development
(Mami¢ & Fulgosi-Masnjak, 2014). Furthermore, as noted by Green et al.
(2005), many behavioral problems observed in children and adolescents with
intellectual disabilities persist into adulthood.

A review of risk factors conducted by McClintock et al. (2003), based on
an analysis of 32 relevant studies encompassing a combined sample of 127,000
participants, identified the most common risk factors for the development of
behavioral problems in children and adolescents with intellectual disabilities.
These include: the presence of autism spectrum disorders; the degree of
intellectual disability (most behavioral problems occur more frequently in
individuals with lower levels of intellectual functioning, with the exception
of verbal aggression); epilepsy (associated with more severe forms of certain
behavioral problems); mental health difficulties (linked to more severe
verbal and physical aggression); expressive and receptive communication
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impairments (the more limited the communication, the more pronounced the
behavioral problems); significant motor impairments (associated with increased
self-injury); and visual impairment (strongly associated with self-injury and
stereotyped behaviors).

These findings highlight the importance of considering co-occurring
conditions when analyzing the occurrence of behavioral problems in children
and adolescents with intellectual disabilities. The situation on the ground
shows that mental health and the area of behavioral problems of people with
intellectual disabilities are currently a neglected segment of work in the Republic
of Croatia (Sekusak-Galesev et al., 2014). For a long time, public discourse and
literature have emphasized the problem of the lack of specialized psychiatric
and psychological support and care for people, especially children and young
people with intellectual disabilities. There is a lack of trained professionals,
psychiatrists with knowledge of the care and specific needs of adults,
children and young people with intellectual disabilities, inappropriate use of
psychopharmaceuticals and insufficient education of parents and caregivers on
the proper application of the same, a mostly single-disciplinary approach to
treatment and care, a lack of understanding of the basic problems of people,
children and young people with intellectual disabilities, but also their families,
and Most importantly, the lack of prevention of behavioral problems and mental
health damage in this population. (Kramari¢, 2010; Poredo§ Lavor & Radisic,
Raguz, 2023; 2011; Sekusak-Galesev et al., 2014).

Problem and Aim of the Research

The research was conducted as part of the POINT project at the Faculty
of Educational Sciences of Juraj Dobrila University of Pula. The POINT
project (Frequency of Certain Behavioral Problems in Children and Youth with
Intellectual and Co-occurring Disabilities) arises from the need for increased
social involvement to reduce behavioral issues among children with intellectual
and co-occurring disabilities through the development of support strategies
and interventions aimed at decreasing and eliminating undesirable behaviors
in children and young people’s environments. Although approximately 50%
of individuals with intellectual disabilities display behavioral problems, their
recognition and treatment, along with the management of mental disorders, are
often insufficient and inadequate (Kramari¢ et al., 2013; Muti¢, 2018; Raguz,
2023). Identifying and diagnosing behavioral problems in children and youth
with intellectual disabilities is challenging due to variations and ambiguities
in symptoms and communication difficulties. Treatment usually involves
medication and behavioral correction and control, which often do not produce
positive outcomes (Dosen, 2004; Einfield et al., 2011; Stratis & Lecavalier, 2015).
A meta-analysis by Halvorsen et al. (2023) highlights that there are very few
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standardized assessment tools specifically designed to evaluate mental health
issues in children and youth with intellectual disabilities. Examples include the
Aberrant Behavior Checklist (Aman & Singh, 1986) and the Developmental
Behavior Checklist (Einfield & Tonge, 1992). Furthermore, these tools are
not standardized within the territory of the Republic of Croatia. As noted by
the authors of the meta-analysis, there is a significant need for more valid and
standardized tools to assess mental health problems in children and young
people with intellectual disabilities (Berg Havorsen et al., 2023).

To assess the frequency and traits of behavioral problems in children
and young people with intellectual and co-occurring disabilities, the Scale of
Behavioral Problems in Children and Youth with Intellectual and Co-occurring
Disabilities was developed. It was based on the second part of the AAMD
Adaptive Behavior Scale (Nihira et al., 1969), which measures maladaptive
behavior related to personality and behavioral disorders. The original scale
includes 14 areas with 44 items (Igri¢ & Fulgosi-Masnjak, 1991). This new
scale includes most variables from the second part of the AAMD scale. In the
original Part I of the second part of the AAMD scale (Propensity to Violent
Behavior and Destruction), questions related to the destruction of other people’s
belongings and the destruction of social property were combined to reduce the
number of questions that indicate the same or very similar behavioral issue. In
PartII (Antisocial behavior), the article “Uses impolite words’ has been removed
due to subjectivity. The perception of a word as impolite or rude depends to a
considerable extent on the subjective attitude of the individual; more precisely,
the norms of “polite” vary depending on several factors (Waters, 2012). In Part
IIT (Resistance to authority), the item “Late to the place of agreement” was
removed because it is not appropriate in this study, given the characteristics
of the sample (most students are completely dependent when arriving at a
certain place and therefore being late is not a feature of their behavior). From
Part IV (Irresponsible Behavior), both original particles are included. In Part V
(Withdrawn behavior), the particle “Apathetic (does not react with emotions,
seems unaware of the environment)”” was added because the original lacked the
particle that describes this specific behavior, which was present in the students.
In Part VI (Stereotyped behavior and mannerisms), the particle “Bites, hits
or rubs” has been added for the same reasons. As for Part VII (Inappropriate
Habits in Contact with Others) and VIII (Unacceptable Speech Habits), all the
original particles are taken over, as well as all the particles from the original
Part XI (Unacceptable and Unusual Habits), X (Anti-Self-Directed Behavior)
and XI (Propensity for Hyperactive Behavior). From Part XII (Unacceptable
Sexual Behavior), the article “Has homosexual tendencies” has been removed
because it is not considered unacceptable sexual behavior. All original parts
of Part XIII (defined as Mental disorders in the original) have also been taken
over, while Part XVI (Use of Medicines) has been completely omitted. Some
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questions have been linguistically rephrased or split into multiple items for
clarity. These modifications aimed to make the scale more relevant to current
knowledge and language.

This paper aims to identify the key latent dimensions of the Scale of
Behavioral Problems in Children and Youth with Intellectual and Co-occurring
Disabilities. Given the purpose of the study, an exploratory factor analysis was
conducted, in which no prior assumptions were made about which factors would
emerge, and no specific hypotheses were set.

Materials and Methods

Sample of respondents

The research involved 127 children and young people — students at the School
for Training and Education Pula, for whom data were provided by their class teachers.
The data were provided for 92 male (72.4%) and 35 female students (27.6%), aged 7 to
21 years. There were 26 (20.5%) respondents in the 7 to 10 years group, 54 (42.5%) in
the 11 to 15 years group, and 47 (37%) in the 16 to 21 years group. All students in the
sample have reduced intellectual functioning, and data on the degree of intellectual
disability and co-occurring conditions were obtained from the documentation of each
student. The sample consists of 52 students with mild intellectual disability (40.9%),
50 students with moderate intellectual disability (39.4%), 18 students with severe
intellectual disability (14.2%), 4 students with profound intellectual disability (3.1%),
and 3 students with marginally below-average intellectual functioning (2.4%). The most
common co-occurring conditions, present in 82% of students in the sample, are speech,
voice, and language impairments. These are followed by mental health disorders in 36%
of students, autism spectrum disorder in 33%, and motor impairments in 26%. Twenty
percent of students have a diagnosis of a chronic illness, while visual impairments
(12%) and hearing impairments (8%) are less frequent. It is evident that some students
experience more than one co-occurring condition, and that speech, voice, and language
impairments are present in the majority of students in the sample. Class teachers were
considered a trustworthy source of information regarding students’ behavior, given
that they typically spend around 5 hours daily or 35 hours weekly interacting with
students in both structured and unstructured settings.

Research methods

Anonymity and voluntariness of participation in the research were guaranteed,
and the class teachers were informed that the results would be used to assess the
frequency of certain behavioral problems in children and youth with intellectual
disabilities as part of the POINT institutional project of the Faculty of Educational
Sciences of the Juraj Dobrila University of Pula. The Committee for Research Ethics
of the Faculty of Educational Sciences of the Juraj Dobrila University of Pula approved
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research design. The class teachers informed the parents about the research conduct,
and the parents were asked to react only if they did not want to give consent to be
included in the research, but there were no such situations. The scale was completed
for each student in the form of an online form. In this way, the confidentiality of the
data is ensured, as it is not visible to anyone who provided certain information or for
which student.

Results and Discussion

The processing of the results included factor analysis under the component
model with Varimax rotation. Factor analysis of the Croatian adaptation of
the AAMD scale (Igri¢ & Fulgosi-Masnjak, 1991, p. 40) for the second part
of the scale reveals three isolated factors representing 14 areas of undesirable
behaviors. These factors are defined as the factor of social maladjustment, the
factor of inappropriate sexual behavior, and the factor of withdrawn behavior
with elements of inappropriate behavior. The factor of social maladjustment in
the Croatian adaptation corresponds to the results of the original research by the
author of the scale (Nihira, 1969).

To determine the appropriateness of the application of factor analysis,
the Kaiser-Meyer-Olkin measure for the measuring instrument was calculated,
and it amounts to .826. The value of the index can be assessed as “very good”
according to the Kaiser-Rice scale (Fulgosi, 1984). The value of the Bartlett test
for the statistical significance of the correlation matrix is ¥2=3620.399 with 946
degrees of freedom and sig p<.001, which confirms the suitability of statistical
processing of the collected data by factor analysis.

The goal of factor analysis is to reduce the number of manifest variables
to a smaller set of latent variables. The Guttman-Kaiser criteria, Cattell’s Scree
test, and parallel analysis are commonly used to determine the number of
factors to retain. Based on parallel analysis criteria (O’Connor, 2000), five major
factors were retained, even though a larger number of factors had eigenvalues
greater than one. This method suggests keeping only those dimensions in the
model with eigenvalues higher than those obtained from random data generated
with similar characteristics - known as Parallel Samples (Suboti¢, 2013). The
Guttman-Kaiser criterion, which is prone to hyperfactorization (Tatalovi¢
Vorkapi¢ & Loncari¢, 2014), suggested retaining a relatively large number of
principal components (10), while the Scree criterion indicated retaining 7 or 8
principal components.

The five principal components retained account for 55.82% of the total
variance. These components represent the latent dimensions of behavioral
problems in children and youth with intellectual and co-occurring disabilities
and need to be identified and named. After performing an orthogonal (Varimax)
rotation of the retained components, the projections of all variables on the
extracted factors were calculated. Using the resulting matrix, the extracted
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factors were identified and named, revealing the latent structure of the Scale of
Behavioral Problems in Children and Youth with Intellectual and Co-occurring
Disabilities.

Table 1

Rotated Principal Component Analysis Factor Matrix with Varimax Rotation
and Communalities

Parallel projections of variables on factors

Variable Communalities
Factor 1 Factor2 Factor 3 Factor 4 Factor 5

38. Reacts poorly or 17 .832
inappropriately to criticism

41. Feels persecuted (complains .666 788
of being treated unfairly when
not the case)

16. Lies and/or avoids telling 707 706

the truth

43. Changes mood for no .559 .686

apparent reason

37. Tends to exaggerate their .668 .665

own abilities

12. Has a negative attitude .632 .650

towards authority

5. Teases or gossips about others .693 .632

6. Tries to manipulate others 567 .631

39. Reacts poorly or .569 .610
inappropriately to frustration

40. Requires constant or 429 .607
excessive attention or praise

8. Inconsiderate towards others .643 531 .509
44. Seems to be out of control of 516 499 391
their own emotions

42. Shows hypochondriacal 275 492

tendencies (complains about

non-existent diseases, behaves

as if they are ill when that’s not

true)

21. Has stereotypical behaviors J1 748
(drumming with fingers,

stamping feet, frequent

swinging of body parts, circling

or nodding the head, walking

up and down, nodding with the

whole body, etc.)

22. Bites, hits, or rubs oneself .642 735
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Parallel projections of variables on factors

Variable Communalities
Factor 1 Factor2 Factor 3 Factor 4 Factor 5

26. Has inappropriate speech 533 .660
habits (shouts, speaks loudly to

oneself, laughs when there is no

opportunity, repeats words or

phrases, grumbles, mumbles, or

makes sounds)

25. Has inappropriate 484 .615
interpersonal habits (e.g.,

invading personal space,

kissing, hugging, or licking

others, clinging to others)

24. Unusual posture (e.g., 473 .603
holding the head in an inclined

position)

4. Has tantrums (cries, screams, .389 .592
kicks or throws oneself on the

floor)

29. Has unusual oral habits A77 581
(drooling, sucking on fingers

or clothes, putting things in the

mouth, eating non-edible items)

23. Walking unusually (e.g., on 366 .568
tiptoe)
32. Banging one’s head or other 416 552

parts of their body on an object,
self-harming, or digging into

wounds.

33. Hyperactive 515 .526 450
11. Refuses to follow J11 .525 495
instructions

27. Has unusual habits (sniffing 434 483

things, stuffing items in pockets

or bags, collecting and carrying

unusual objects, including food

and similar)

9. Does not respect other .656 J73
people’s property (does not

return borrowed items, loses

other people’s belongings)

3. Damages and destroys other .660 767
people’s belongings
15. Takes other people’s things .656 51
without permission.
2. Damages their own belongings .545 .642
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Parallel projections of variables on factors

Variable Communalities
Factor 1 Factor2 Factor 3 Factor 4 Factor 5
10. Does not follow the rules .595 .619
and does not comply with
obligations
7. Interrupts other people’s 706 465 531
activities
14. Behaves inappropriately .657 480 .529

in group activities (interrupts
others, does not follow the rules

of the game)

1. Threatens others or physically 458 510

attacks them

13. Runs away or tries to escape 388 476

18. Withdrawn (has difficulty .683 816
making contact, prefers to be

alone)

19. Apathetic (showing no 648 789

emotions, seeming unaware of

the environment)

17. Inactive (sitting or standing .545 .655
in one position for a long time,

not interacting)

20. Shy (does not like to engage .506 .643

in group activities, hides their

face, etc.)

31. Afraid to go up or down stairs 176 .388

35. Inappropriately exposing 739 .830
the body (removing clothes in

public places)

30. Tearing off or removing .616 672

one’s own clothes or shoes in
inappropriate situations

34. Masturbating in .569 .637
inappropriate situations

28. Plays with saliva, feces, or 573 .602
urine

36. Socially inappropriate 394 472

sexual behavior (includes
being aggressive, trying to
touch others intimately without
their consent, and flirting

emphatically)
Eigenvalue 10.74 7.04 2.69 2.21 1.89
% of the variance 24.42 15.99 6.10 5.01 4.30
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If parallel projections of variables on the first factor are observed, it
indicates that the factor is best determined by 13 variables. The variables with
the highest projections are “Reacts badly / inappropriately to criticism” (.832),
“Feels persecuted (complains of being treated unfairly when not the case)”
(788), and “Lies and/or avoids telling the truth” (706). The remaining 10
variables indicate difficulties in emotional regulation (variables 43, 39, and 44),
overestimation (variables 37, 40, and 42), and antisocial behavior (variables 5, 6,
and 8). All 13 variables show significant correlations with the first factor. Further
analysis reveals that the variables in the first factor align with the definition
and description of emotional intelligence — encompassing awareness of one’s
emotions, understanding emotions, managing emotions based on the situation,
delaying gratification, interpersonal skills, and relationship maintenance
(Benzun Gumzej, 2016; Horvati¢, 2004).

The first factor in the latent space of behavioral problems in children and
young people with intellectual and co-occurring disabilities is determined by
emotional incompetence. All variables with high projections on the first factor
in the study by Igri¢ & Fulgosi-Masnjak (1991) were components of the social
maladjustment factor, together with the variables that correspond to the third
factor (socially inappropriate behavior) in this study. Some variables, in addition
to a high correlation with this factor, also have a high logical correlation with
some other factors. Such is, for example, the variable “Inconsiderate towards
others”, which, in addition to correlating with the first factor, also shows a high
correlation with the third factor of socially inappropriate behavior.

By examining the parallel projections of variables on the second
factor, we can observe that 12 variables contribute the most. The variables
“Has stereotypical behaviors (drumming with fingers, stamping feet, frequent
swinging of body parts, circling or nodding the head, walking up and down,
nodding with the whole body, etc.) ((748) and “Bites, hits or rubs oneself” (735)
achieve the highest projections. These, along with other variables that influence
the second factor with their projections, indicate stereotypical behaviors,
whether motor type (21, 22, 24, 29, 32) or vocal (26). Therefore, it can be inferred
that the second factor of the latent space of behavioral problems in children
and young people with intellectual and co-occurring disabilities is the factor
of stereotypical behavior. In an earlier study (Igri¢ & Fulgosi Masnjak, 1991),
these variables were part of the dimension of withdrawn behavior with elements
of inappropriate behavior. All variables, in addition to high projections, also
exhibit high correlations with the second factor. Furthermore, some variables
not only show high correlations with the second factor but also demonstrate
correlations with the third factor of socially inappropriate behavior (“Refuses
to follow instructions”, “Hyperactive”).

Upon examining the structure of the third factor, it is evident that it is
influenced by 9 variables. The variables with the highest impact on this factor
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are “Does not respect other people’s property (does not return borrowed items,
loses other people’s belongings)” (773), “Damages and destroys other people’s
belongings” (767), and “Takes other people’s things without permission”
(:751). These, along with other variables that significantly contribute to the third
factor, indicate behaviors that contravene commonly accepted social norms,
whether concerning other people’s property (9, 3, 15), one’s own possessions
(2), established rules (10, 14), or personal safety and that of others (1, 13). All
variables not only exhibit high projections but also display strong correlations
with the third factor. Consequently, it can be inferred that the third factor in
the latent space of behavioral issues in children and young individuals with
intellectual and co-occurring disabilities pertains to socially inappropriate
behavior. Many of these variables, as previously noted in earlier research (Igri¢
& Fulgosi-Masnjak, 1991), demonstrated substantial projections on the social
maladjustment factor, here delineated partly as a factor of challenges in the
field of emotional intelligence and partly as a factor of socially inappropriate
behavior.

When examining the projections of variables on the fourth factor, it is
evident that the factor is primarily defined by the variables “Withdrawn (has
difficulty making contact, prefers to be alone)” (.816) and “Apathetic (showing no
emotions, seeming unaware of the environment)” (.789). These variables, along
with others that define the fourth factor, predominantly relate to withdrawn and
inactive behaviors (17, 20). Therefore, the fourth factor can be characterized
as internalized behavior. Previous research by Igri¢ &Fulgosi-Masnjak (1991),
identified these variables as corresponding to withdrawn behavior with elements
of inappropriate behavior. Similarly, the projections of variables on the fifth
factorreveal that it is mainly defined by five variables, including “Inappropriately
exposing the body (removing clothes in public places)” (.830), “ Tearing off
or removing one’s own clothes or shoes in inappropriate situations”, (.672)”
and “Masturbating in inappropriate situations” (.637). These variables, along
with other two strongly correlated with the fifth factor, are defined in different
measuring instruments as disruptive behaviors (ASD-BPA according to Matson
and Rivet, 2008) or inappropriate sexual behavior (AAMD according to Igri¢
& Fulgosi-Masnjak, 1991). Therefore, it is appropriate to label the fifth factor
as disruptive and sexually inappropriate behavior. In the previous study (Igri¢
& Fulgosi-Masnjak, 1991), these variables were linked to inappropriate sexual
behavior and withdrawn behavior with elements of inappropriate behavior.
Variables describing severe behavioral problems (Cooper et al., 2007), such
as aggression, self-injury, and stereotyped behaviors, showed strong loadings
on the factors of socially Inappropriate behavior (aggression) and stereotypical
behavior (self-injury and stereotyped behaviors).
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We can conclude that the latent structure of the space of behavioral
problems in children and young people with intellectual and co-occurring
disabilities can be recognized and consists of 5 factors:

1. The Factor of Emotional Incompetence

2. The Factor of Stereotypical Behavior

3. The Factor of Socially Inappropriate Behavior

4. The Factor of Internalized Behavior

5. The Factor of Disruptive and Sexually Inappropriate Behavior

Given that it has been unequivocally established that the Scale of
Behavioral Problems in Children and Youth with Intellectual and Co-occurring
Disabilities measures five distinct aspects of behavioral problems, this
instrument can be considered fully valid.

Conclusion

This study aimed to identify the significant latent dimensions of the Scale
of Behavioral Problems in Children and Young People with Intellectual and
Other Influencing Disabilities. Factor analysis revealed five distinct factors:
Emotional incompetence, Stereotypical behavior, Socially inappropriate
behavior, Internalized behavior, and Disruptive and sexually inappropriate
behavior.

Recently, a trend has emerged to refer to these behaviors as “challenging
behaviors” or “behaviors that challenge” (Murphy, 2017), which implies
that such behaviors should not be viewed as inherent characteristics of the
individual but rather as responses to a set of contextual and individual factors
(Buha & Gligorovi¢, 2013). This perspective represents the main contribution
of this study, as a better understanding of behavioral problems in children and
adolescents with intellectual disabilities—their frequency and function—can
provide a foundation for developing holistic treatment models and identifying,
mitigating, or eliminating risk factors for their occurrence. This paper aims to
contribute to a better understanding of behavioral issues in children and young
people with intellectual disabilities, including their frequency and underlying
functions. This understanding can serve as a foundation for developing
comprehensive and efficient treatment models and identifying and addressing
risk factors for these behaviors. Disseminating the findings of this research could
support the development of national policies aimed at improving mental health
care for children and young people with intellectual and behavioral disabilities,
which is currently inadequate.

The limitations of this research primarily lie in the use of a convenience
sample. Future plans include applying the study to a broader population of
children and adolescents with more severe and multiple disabilities, ideally
across the entire territory of the Republic of Croatia. Additionally, it would be
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useful to compare teachers’ reports with data provided by parents or guardians
regarding behavioral problems. Previous research (Dekker et al., 2002) has
shown that teachers generally report a lower prevalence of behavioral problems
in children and adolescents with intellectual disabilities compared to parents.
A possible explanation is that teachers compare the child’s behavior with that
of peers who often share a similar level of intellectual functioning, whereas
parents typically compare their child’s behavior to that of their other, typically
developing children or other children in the community. Furthermore, the
authors suggest that students may exhibit fewer behavioral problems in school
settings when working with teachers trained to support this population and
familiar with various techniques for modifying undesirable behaviors.

The proposed directions for expanding this research could serve as
valuable support for developing national policies aimed at improving mental
health care for children and adolescents with intellectual disabilities and
behavioral problems, which is currently suboptimal. Ultimately, one of the goals
of the POINT project is to use the findings to develop guidelines for support
strategies, reducing frequency and eliminating behavioral problems in children
and adolescents with intellectual and additional complex disabilities. These
guidelines will be intended for teachers, professional associates, educators,
and parents. This research provides, among other things, the foundation for
creating such guidelines. Behavioral problems, among other consequences,
reduce the learning opportunities of children and adolescents with intellectual
and additional complex disabilities and limit their participation in everyday
family and social life. Therefore, it is essential to educate teachers, professional
associates, educators, and parents in strategies for providing support and
mitigating or eliminating behavioral problems—primarily through activities
that promote the development of appropriate communication and social skills.
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Faktorska struktura Skale problema u ponasanju kod dece 1
mladih s intelektualnim 1 dodatnim uticajnim
teSko¢ama u razvoju

Vanja Markovi¢?, Mirjana Radeti¢ Pai¢®, Jasna Kudek Mirosevic¢®

«Skola za odgoj i obrazovanje — Pula, Hrvatska
b Juraj Dobrila Sveucdiliste, Fakultet za odgojne i obrazovne znanosti, Pula, Hrvatska
cSveuciliste u Zagrebu, Uciteljski fakultet, Zagreb, Hrvatska

Uvod: Deca i mladi sa intelektualnim i dodatnim uticajnim teSko¢ama imaju visok rizik
od razvoja problema u ponasanju. Studija je bila deo institucionalnog projekta POINT
(Ucestalost odredenih problema u ponasanju kod dece i mladih sa intelektualnim i
dodatnim uticajnim tesko¢ama) na Fakultetu za odgojne i obrazovne znanosti Sveucilista
»Juraj Dobrila” u Puli, Hrvatska. Cilj: Cilj je bio da se identifikuju klju¢ne latentne
dimenzije Skale problema u ponasanju kod dece i mladih sa intelektualnim i dodatnim
uticajnim teSkocama razvijene u okviru projekta. Metod: U studiji je uestvovalo 127 dece
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Introduction. Although the gap—overlap paradigm is widely used in eye-tracking
research to investigate visual attention disengagement, methodological heterogeneity
limits comparability across studies. 4im. This study aimed to examine the measurement
characteristics and convergent validity of the two most commonly used versions of
the gap—overlap task, and to evaluate the sensitivity and robustness of selected eye-
movement and fixation-based indicators across experimental conditions. Methods. A
quantitative, non-experimental design was employed in a normative sample of typically
developing adolescents (N = 53; M = 13.98; SD = 0.93). Disengagement of visual
attention was assessed using both longer and shorter versions of the gap—overlap task,
with eye movements recorded by a Tobii Pro Nano eye tracker. Analysed indicators
included performance level, temporal and fixation-based measures, and spatial gaze
dispersion indices defined by distance percentiles under baseline (no-gap), gap, and
overlap conditions. Results. The results showed moderate to very strong convergence
between the longer and shorter task versions for most indicators. A robust gap effect
was observed in both versions, with the shortest mean saccadic reaction times in the gap
condition. Fixation-based and spatial gaze dispersion indices showed consistently high
convergence across all experimental conditions, whereas temporal indicators showed
greater variability, with weak convergence for mean saccadic reaction time in the overlap
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condition. Conclusion. Shortened gap—overlap tasks can provide valid estimates of visual
attention disengagement when robust measurement indicators are used. Fixation-based
and spatial dispersion metrics show strong convergent validity across task versions,
supporting their use in developmental and applied research.

Keywords: gap—overlap paradigm, measurement characteristics, eye tracking,
visual attention disengagement, adolescence

Introduction

The human attention system is commonly conceptualised as comprising
three functional networks: alerting, orienting, and executive control, according
to Posner and Petersen’s model (Petersen & Posner, 2012; Posner & Petersen,
1990). These networks enable the readiness of attention systems for incoming
stimuli, the filtering and selection of relevant information, and the regulation
of effective perceptual and cognitive processes, allowing effective and flexible
responses to stimuli (Fan et al., 2005; Petersen & Posner, 2012; Spagna et al.,
2015). The orienting network comprises three sequential processes: directing
attention to a specific stimulus, disengaging or withdrawing attention from
the current focus or stimulus, and redirecting attention to a new stimulus and
spatial location (Posner, 1980; Posner et al., 1984; Posner & Petersen, 1990).
These processes also regulate the flexibility and efficiency of visual attention
orientation (Chernenok et al., 2019).

In recent decades, the eye-tracking method has been used to study visual
attention disengagement in combination with tasks based on the gap-overlap
paradigm (Saslow, 1967). This approach has been applied to both normative
populations and individuals with developmental disorders (Caldani et al., 2020;
Chernenok et al., 2019; de Zwart et al., 2025; Elsabbagh et al., 2013; Rose
et al., 2019; Van der Stigchel et al., 2017). Tracking eye movements through
video analysis is a risk-free technique that provides objective, accurate, and
non-invasive information about which elements of the environment attract an
individual’s visual attention (Apicella et al., 2020; Duchowski, 2017). These
studies measure eye movement and fixation-based indicators using an eye-
tracking device when visual attention shifts from a central to a peripheral visual
stimulus under three conditions: a) the gap condition, b) the baseline (no-gap)
condition, and c) the overlap condition (Saslow, 1967). The difference in mean
saccadic reaction time (RT) between these three conditions is known as the
gap effect, which indicates the effectiveness of visual attention disengagement
between different visual stimuli in the visual field (Saslow, 1967). Recent
studies (Van der Stigchel et al., 2017) have reported a gradual decrease in the
size of the gap effect across adolescence, indicating developmentally related
improvements in the efficiency of visual attention disengagement.
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Although the gap—overlap paradigm is widely used in eye-tracking
research on visual attention disengagement, its implementation varies
considerably across studies. Existing protocols differ in the temporal
configuration of task conditions (baseline (no-gap), gap, overlap), the number
of trials administered, and the overall duration of testing (Cousijn et al., 2017;
Elsabbagh et al., 2013; Polden et al., 2020). In the gap condition, the central
visual stimulus disappeared before the peripheral stimulus onset, facilitating
the disengagement of visual attention. In the baseline (no-gap) condition, the
offset of the central stimulus and the onset of the peripheral stimulus occurred
simultaneously. In the overlap condition, the central stimulus persisted after
the appearance of the peripheral stimulus, increasing competition for visual
attention and placing greater demands on visual attention disengagement.

Some studies use highly compact designs, while others employ
substantially longer protocols with extended inter-trial intervals, longer
condition durations, and larger trial counts, particularly in applied or clinical
contexts (Chernenok et al., 2019; Polden et al., 2020; Van der Stigchel et al.,
2017). In addition, a range of eye movement and fixation-based indicators
is used to analyse visual attention disengagement, including mean saccadic
reaction time (RT), derived gap-effect measures (e. g. overlap—gap or baseline—
gap differences), and the proportion of disengagement failures, particularly in
infant and developmental studies (Cousijn et al., 2017; Elsabbagh et al., 2013;
Van der Stigchel et al., 2017).

This diversity of task designs and applied protocols limits direct
comparability between studies and leaves open the practical question of whether
shorter and longer versions of the gap-overlap task capture the efficiency of
visual attention disengagement to a comparable degree (de Zwart et al., 2025;
Van der Stigchel et al., 2017). This issue is particularly salient in developmental
and clinical studies, where testing time, participant fatigue, and data quality
must be carefully balanced (Duchowski, 2017; Elsabbagh et al., 2013; Holmqvist
et al., 2011).

Despite the frequent use of the gap-overlap paradigm (Saslow, 1967),
explicit evaluations of its measurement properties remain rare and are largely
limited to specific age groups, most notably infants (Cousijn et al., 2017; Hessels
& Hooge, 2019).

Objective

The main objective of the study was to examine the measurement
characteristics of the two most commonly used versions of the gap—overlap
task and their convergent validity. The secondary objectives were to compare
a selected set of eye movement and fixation-based indicators (success rate,
mean saccadic RT, fixation duration, and indices of spatial stability of fixations
relative to the target, expressed as gaze dispersion percentiles P10, P50, and
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P95, or, in short, spatial gaze dispersion P10, P50, and P95) under baseline (no-
gap), gap, and overlap conditions. These indicators, obtained using eye-tracking
methods, were analysed to test their robustness and sensitivity when comparing
longer and shorter versions of the gap—overlap task in a normative sample of
typically developing adolescents.

Methods

Sample

A non-probability purposive sampling strategy was used. The initial sample
consisted of 60 typically developing adolescents (N = 60), aged 12 to 16 years, with
normal vision and no identified developmental disabilities, disorders, or impairments.
Participants were recruited from a local mainstream primary school in May and June
2024. Demographic and background information, including age, gender, developmental
characteristics, and visual status, was obtained from participants’ records. Participants
were excluded if they had a history of clinically relevant oculomotor abnormalities (e.
g. clinically significant nystagmus), epilepsy, or other medical conditions that could
interfere with task performance.

Table 1
Demographic Characteristics of the Sample (N = 53)
Variable Value
Age (years), M (SD) 13.98 (0.93)
Age range (years) 12.5-15.6
Gender, n (%)
Male 21 (39.6)
Female 32 (60.4)
Grade level, n (%)
Grade 7 16 (30.2)
Grade 8 22 (41.5)
Grade 9 15 (28.3)

Note. M = mean; SD = standard deviation; n (%) = number and percentage of participants.

After applying the exclusion criteria and removing incomplete or invalid eye-
tracking data, the final sample consisted of 53 participants (N = 53; grades 7, 8, and 9;
M=13.98, SD = 0.93), representing a relatively narrow age range (Table 1). The sample
size is comparable to those used in other eye-tracking studies (Caldani et al., 2020;
Chernenok et al., 2019; Elsabbagh et al., 2013; Rose et al., 2019; Van der Stigchel et al.,
2017) employing the gap—overlap paradigm. The participants’ age group was selected
to control for the influence of developmental maturity on disengagement of visual
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attention performance, as the literature indicates that visual attention disengagement
emerges early in development (Hood & Atkinson, 1993; Johnson, 1990), but its
stability and effectiveness continue to develop throughout late childhood, reaching
adult levels between ages 10 and 11, when the dorsal stream of visual processing is
largely functionally mature (Atkinson, 2017).

Materials and procedure

This study forms part of a doctoral research project conducted at the Faculty
of Education, University of Ljubljana. Data from this study will provide reference
normative values for future research involving age-matched children with cerebral palsy.

A quantitative, non-experimental design was employed. A child-friendly
gap—overlap task, developed by the authors using the Unity game engine (version
2021.3.45f2), was based on relevant empirical literature (Caldani et al., 2020; Chernenok
et al., 2019; Elsabbagh et al., 2013; Rose et al., 2019; Van der Stigchel et al., 2017) and
implemented in two versions: longer and shorter.

The experimental procedure involved presenting each participant with both
versions of the gap—overlap task. Each experimental condition (baseline (no-gap),
gap, overlap) lasted 3,500 ms in the longer version of the task and 1,500 ms in the
shorter version. The pause between and after each condition trial was 1,000 ms. In
both versions, a silent white-blue clock (2.6° x 2.6°'; central visual stimulus) appeared
at the centre of the screen at the beginning of the task, expanding and contracting
(maximum size 3.5° X 3.5°) to attract the participant’s attention. After 1,000 ms, in
a random order of experimental conditions (baseline (no-gap), gap, overlap), a silent
peripheral visual stimulus (animal or object) was presented at 20° to the right or left of
the centre of the screen. Both central and peripheral visual stimuli were presented on a
black background. In the gap condition, the central visual stimulus disappeared before
the peripheral visual stimulus appeared. In the baseline condition, the central visual
stimulus disappeared, and the peripheral visual stimulus appeared simultaneously. In
the overlap condition, the central visual stimulus remained after the peripheral visual
stimulus appeared.

Both the longer and shorter tasks comprised 12 trials for each experimental
condition (baseline (no-gap), gap, overlap), resulting in a total of 36 trials per
participant. Tasks were administered in a fixed order (the longer task first, followed
by the shorter task) within the same test session, with an approximately 30-minute
break between them. During the break, participants rested in another room without
access to electronic devices or smartphones. Within each task version, the order of
experimental conditions (baseline (no-gap), gap, overlap) was randomised across
participants to control for order effects at the condition level. A brief recalibration of
the eye tracker was conducted before the start of the second task version. This design
enabled direct comparison of the two task versions while maintaining internal validity
at the experimental condition level.

1 °denotes degrees of visual angle.
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Participants were seated approximately 60 cm from a 15.6-inch computer
screen displaying the task, with a mounted Tobii Pro Nano eye-tracker (60 Hz; Tobii
Pro., n. d.-a). Eye-movement and fixation-based indicators (performance level, mean
saccadic RT, average gaze duration, average best fixation duration, and spatial gaze
dispersion P10, P50, P95) were recorded by the eye-tracking device and processed with
the Tobii Pro SDK (Tobii Pro, n.d.-b). Spatial gaze dispersion was calculated as the
angular distance in degrees of visual angle (°) between the gaze position and the centre
of the peripheral target, summarised using percentile-based indices (P10, P50, P95).
The precision of eye coordinates was approximately 0.5°. The total data collection time
per participant and per task was approximately 30-40 minutes, including eye-tracker
calibration and a brief practice session to familiarise participants with the procedure.

Data analysis

Raw data were analysed using IBM SPSS Statistics (v. 27). Descriptive statistics
were used to examine the sample’s demographic characteristics. Descriptive statistics
were computed separately for the longer (Table 2) and shorter (Table 3) versions of the
eye-tracking task across all experimental conditions (baseline (no-gap), gap, overlap).
For each task version, task success rate and temporal indicators of visual attention
disengagement (mean saccadic RT, average gaze duration, average best fixation
duration) were assessed. Spatial gaze dispersion indices (P10, P50, and P95) were
derived from fixation data as measures of spatial attentional stability. In both tests
(the longer and shorter versions), average values of eye movement and fixation-based
measures were calculated for both eyes and summarised descriptively. P10, P50, and
P95 values represent the percentiles of gaze dispersion distance, expressed in degrees
of visual angle. The task success rate in each trial is expressed as the percentage of
valid trials.

Convergent validity between the longer and shorter versions of the gap—overlap
task was assessed using Pearson’s product-moment correlation coefficients, calculated
separately for each indicator and each experimental condition. Correlation strength
was interpreted according to conventional criteria (small: » = .10; moderate: r = .30;
strong: » > .50).

Results

Descriptive statistics and task performance

Descriptive statistics for eye movement and fixation-based indicators for
both the longer and shorter versions of the gap—overlap task are presented in
Tables 2 and 3, respectively. The results show that performance on all tasks in
both versions was high, as the average success rates in all three experimental
conditions (baseline (no-gap), gap, and overlap) were above 80%.
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Table 2

Descriptive Statistics for Eye-tracking Measures in the Long Version of the
Gap—Overlap task

Measure M SD Min Max

Baseline condition

Success rate (%) 95.12 16.30 25.00 100.00
Mean saccadic reaction time () 0.998 0.229 0.613 1.636
Average gaze duration (s) 4.055 1.081 0.296 5.173

Average best fixation duration (s) 1.617 0.865 0.008 3.336
Spatial gaze dispersion P10 (°) 0.045 0.170 0.001 0.983
Spatial gaze dispersion P50 (°) 0.419 0.276 0.203 1.485
Spatial gaze dispersion P95 (°) 1.542 2.030 0.473 9.687
Gap condition

Success rate (%) 86.95 16.39 25.00 100.00
Mean saccadic reaction time (s) 0.295 0.091 0.225 0.868
Average gaze duration (s) 2.452 0.528 0.288 2.787
Average best fixation duration (s) 1.174 0.586 0.008 2.273
Spatial gaze dispersion P10 (°) 0.055 0.180 0.003 1.020
Spatial gaze dispersion P50 (°) 0.453 0.283 0.233 1.531

Spatial gaze dispersion P95 (°) 1.429 1.634 0.510 9.687
Overlap condition

Success rate (%) 88.37 19.71 8.30 100.00
Mean saccadic reaction time (s) 0.387 0.069 0.247 0.560
Average gaze duration (s) 2.188 0.553 0.224 2.680
Average best fixation duration (s) 1.078 0.550 0.000 2.143

Spatial gaze dispersion P10 (°) 0.052 0.157 0.003 0.824
Spatial gaze dispersion P50 (°) 0.438 0.272 0.194 1.477
Spatial gaze dispersion P95 (°) 1.212 1.147 0.525 4923

Note. M = mean; SD = standard deviation; Min = minimum score; Max = maximum Score;
time-based measures are expressed in seconds (s); spatial gaze dispersion values are expressed
in degrees of visual angle (°).
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Table 3

Descriptive statistics for eye-tracking measures in the short version of the
gap—overlap task

Measure M SD Min Max

Baseline Condition

Success rate (%) 97.86 10.58 25.00 100.00
Mean saccadic reaction time (s) 0.656 0.159 0.477 1.376
Average gaze duration (s) 2.293 0.574 0.467 5.173

Average best fixation duration (s) 1.174 0.549 0.000 2.187
Spatial gaze dispersion P10 (°) 0.051 0.164 0.001 1.011

Spatial gaze dispersion P50 (°) 0.421 0.303 0.170 1.597
Spatial gaze dispersion P95 (°) 1.304 1.470 0.440 7.853

Gap Condition

Success rate (%) 86.95 17.64 25.00 100.00
Mean saccadic reaction time (s) 0.292 0.059 0.215 0.533

Average gaze duration (s) 1.224 0.338 0.413 2747

Average best fixation duration (s) 0.680 0.305 0.004 1.293

Spatial gaze dispersion P10 (°) 0.049 0.139 0.001 0.777
Spatial gaze dispersion P50 (°) 0.459 0.283 0.222 1.511

Spatial gaze dispersion P95 (°) 1.455 1.703 0.482 9.078
Overlap Condition

Success rate (%) 82.71 18.99 8.30 100.00
Mean saccadic reaction time (s) 0.301 0.050 0.240 0.492
Average gaze duration (s) 1.215 0.288 0.469 2.680
Average best fixation duration (s) 0.654 0.316 0.004 1.640
Spatial gaze dispersion P10 (°) 0.057 0.160 0.002 0.875

Spatial gaze dispersion P50 (°) 0.442 0.269 0.194 1.499
Spatial gaze dispersion P95 (°) 1.394 1.541 0.473 9.082

Note. M = mean; SD = standard deviation; Min = minimum score; Max = maximum Score;
time-based measures are expressed in seconds (s); spatial gaze dispersion values are expressed
in degrees of visual angle (°).

In both versions of the task, success rates were highest in the baseline (no-
gap) condition (longer version: 95.12%; shorter version: 97.86%). Performance
decreased slightly in the gap condition, with identical success rates in both
versions (86.95%). The lowest success rate occurred in the overlap condition,
due to competition between central and peripheral stimuli for visual attention.
However, success rates remained above 80% in both versions. A direct
comparison of the two versions of the gap—overlap test shows that the success
rate in the overlap condition was slightly lower in the shorter version (82.71%)
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than in the longer version (88.37%). Despite this difference, the results indicate
that the shorter version of the gap—overlap test maintains a relatively high
success rate even in the most demanding condition.

Eye movement and fixation-based indicators

Clear and systematic differences between the experimental conditions
(baseline (no-gap), gap, overlap) were observed in temporal indicators of visual
attention disengagement, with a similar pattern in both versions of the task. In
the longer version of the gap—overlap task (Table 2), mean saccadic RT were
longest in the baseline (no-gap) condition (M = 0.998 s), significantly shorter
in the overlap condition (M = 0.387 s), and shortest in the gap condition (M =
0.295 s). A similar distribution of mean saccadic RT was observed in the shorter
version of the task (Table 3), although absolute reaction times were generally
shorter, particularly in the baseline (no-gap) condition (M = 0.656 s). Mean
saccadic RT in the gap (M = 0.292 s) and overlap (M = 0.301 s) conditions were
comparable to those in the longer version.

Fixation-based indicators showed a clear and consistent pattern of
differences between experimental conditions in both task versions. In the longer
version (Table 2), average gaze duration (M = 4.055 s) and the duration of the
longest fixation (M = 1.617 s) were highest in the baseline (no-gap) condition,
decreased in the gap condition (average gaze duration: M = 2.452 s; longest
fixation: M = 1.174 s), and were lowest in the overlap condition (average gaze
duration: M = 2.188 s; longest fixation: M = 1.078 s). A similar pattern was
observed in the shorter version (Table 3), with consistently lower absolute
values: baseline (no-gap) (average gaze duration: M = 2.293 s; longest fixation:
M=1.174s), gap (M =1.224 s; M = 0.680 s), and overlap (M = 1.215 s; M =0.654
s). Despite the lower absolute values in the shorter version, the relative order of
the conditions remained unchanged.

Spatial gaze dispersion indices (P10, P50, and P95) also showed similar
patterns across experimental conditions and task versions. In the longer version
(Table 2), the lower and middle percentiles (P10 and P50) remained stable and
comparable across conditions, whereas the upper percentile (P95) showed
greater variability. In the baseline (no-gap) condition, the average value of
P95 was M = 1.542°, decreasing slightly in the gap condition (M = 1.429°) and
reaching the lowest value in the overlap condition (M = 1.212°).

A similar pattern was observed in the shorter version of the task (Table 3),
where P10 and P50 remained stable across conditions, while P95 again showed
greater variability (baseline (no-gap) M = 1.304°; gap M = 1.455°; overlap M =
1.394°). These results indicate that the spatial gaze dispersion indices in both
versions of the task remain stable in the central percentiles (P10 and P50),
while the upper percentile (P95) consistently reflects greater variability in gaze
dispersion, regardless of protocol length.
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Convergent validity between task versions

Pearson’s correlation coefficients between the same eye-movement and
fixation-based indicators obtained from the longer and shorter versions of the
gap—overlap test are presented in Table 4. Overall, the pattern of correlations
indicates moderate to very strong convergence between the two task versions
across most indicators and experimental conditions.

Table 4

Pearson Correlations Between the Long and Short Versions of the Gap—Overlap
Task

Measure r )4

Baseline Condition

Success rate (%) .69 <.001
Mean saccadic reaction time () 33 017
Average gaze duration (s) .54 <.001
Average best fixation duration (s) a7 <.001
Spatial gaze dispersion P10 (°) 97 <.001
Spatial gaze dispersion P50 (°) .96 <.001
Spatial gaze dispersion P95 (°) 7 <.001
Gap Condition

Success rate (%) .54 <.001
Mean saccadic reaction time (s) .64 <.001
Average gaze duration (s) 44 .001
Average best fixation duration (s) 79 <.001
Spatial gaze dispersion P10 (°) 98 <.001
Spatial gaze dispersion P50 (°) 93 <.001
Spatial gaze dispersion P95 (°) .54 <.001
Overlap Condition

Success rate (%) .56 <.001
Mean saccadic reaction time () .10 476
Average gaze duration (s) 38 .005
Average best fixation duration (s) 74 <.001
Spatial gaze dispersion P10 (°) .99 <.001
Spatial gaze dispersion P50 (°) 97 <.001
Spatial gaze dispersion P95 (°) 79 <.001

Note. Exact p values are given when p > .001. Otherwise, p <.001 is shown.
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In the baseline condition, correlations ranged from moderate for mean
saccadic RT (r= .33, p = .017) to very strong for fixation-based and spatial gaze
dispersion indices, particularly for the lower and middle indices (P10: » = .97;
P50: » = .96; both p < .001). The duration of the longest fixation also showed a
strong correlation between the longer and shorter versions of the test (=77, p <
.001). A similar pattern was observed in the gap condition. Temporal indicators
showed moderate to strong correlations (mean saccadic RT: r=.64; average gaze
duration: » = .44), while fixation duration (» = .79) and lower and middle spatial
gaze dispersion indices (P10—P50: » = .93—98) showed very high convergence
between the two task versions (all p < .001). In the overlap condition, most
indicators again showed moderate to strong convergence. Performance rate (» =
.56), average gaze duration (= .38), and longest fixation duration (r = .74) were
statistically significantly correlated between the two task variants. All spatial
gaze dispersion indices showed extremely strong correlations (P10: »=.99; P50:
r=.97, P95: r = 79; all p < .001). In contrast, the mean saccadic RT in the
overlap condition showed a weak and statistically insignificant correlation (» =
10, p = .476), which is consistent with the limited inter-individual variability of
this indicator in the shorter version of the task.

Overall, the correlational findings show a high degree of convergence
between the longer and shorter versions of the gap—overlap test, particularly
for fixation-based and spatial gaze dispersion indicators of visual attention
disengagement. Temporal indicators showed greater variability in the degree
of correlation between experimental conditions, with the weakest convergence
observed for mean saccadic RT in the overlap condition (» = .10, p = .476).

Discussion

This study examined the measurement characteristics and convergent
validity of two versions of the gap—overlap task for assessing visual attention
disengagement. The longer and shorter versions of the gap—overlap task were
compared through direct analysis of eye movement and fixation-based indicators
across three experimental conditions (baseline (no-gap), gap, overlap) in a
normative sample of adolescents, during a developmental period when dorsal
stream visual processing functions are largely mature (Atkinson, 2017). By
systematically comparing both versions of the gap—overlap task in the baseline
(no-gap), gap, and overlap conditions, the study provides empirical evidence
on the comparability of visual attention disengagement in shortened protocols.

The correlation results provide strong evidence for the convergent
validity of the shorter version of the gap—overlap task. In all experimental
conditions (baseline (no-gap), gap, overlap), most eye movement and fixation-
based indicators showed moderate to very strong correlations between the
longer and shorter versions of the gap—overlap task, indicating substantial
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overlap in the constructs measured by both. The strongest convergence was
consistently observed in fixation-based and spatial gaze dispersion indicators,
while temporal indicators showed greater variability in correlation strength,
including weak convergence for mean saccadic RT in the overlap condition.

This trend aligns with psychometric studies indicating that individual
outcomes and the developmental timeframe of the gap—overlap task vary
in reliability, and that the task’s temporal parameters are important for
measurement stability and result comparability (Cousijn et al., 2017; de Zwart
et al., 2025; Van der Stigchel et al., 2017). For applied use, the results imply that
shorter procedures effectively minimise testing times and participant strain,
and increase completion rates, provided the outcome instruments remain stable
and methodologically appropriate (Duchowski, 2017; Elsabbagh et al., 2013;
Holmgpvist et al., 2011), especially in younger children and clinical populations.
Thus, the results directly address the study’s primary objective of evaluating
measurement characteristics and convergent validity across task versions.

The presence of a pronounced gap effect in both versions of the gap—
overlap task, indicated by the shortest mean saccadic RT in the gap condition,
aligns with extensive literature consistently showing that prior removal of the
central stimulus facilitates disengagement of visual attention and oculomotor
preparation (Csibra et al., 1997; Fischer & Weber, 1993; Reuter-Lorenz et al.,
1995; Saslow, 1967; Van der Stigchel et al., 2017). Fixation-based indicators
(average gaze duration and average duration of the best fixation) were also
systematically modulated across experimental conditions, confirming that
both versions of the gap—overlap task capture meaningful changes in attention
allocation as perceptual and cognitive demands increase.

Crucially, the shorter version of the gap—overlap task retained the relative
pattern of differences between experimental conditions, although the absolute
values of the mean temporal indicators were generally lower. This suggests that
the time compression and condensed design of the shorter gap—overlap task
primarily affect the overall response rate rather than the qualitative pattern of
visual attention disengagement. This finding has important practical implications
for developmental and applied research, where test duration, participant fatigue,
cooperation, and data quality are key methodological constraints (Duchowski,
2017; Elsabbagh et al., 2013; Holmqvist et al., 2011).

Both versions of the gap—overlap task showed systematic modulation of
temporal and spatial gaze dispersion indicators, consistent with the theoretical
expectations of the gap—overlap paradigm, in which fixation disappearance
facilitates disengagement (gap condition), while conditions without prior
disappearance (baseline (no-gap) and overlap conditions) impose additional
constraints on orienting control (Hood & Atkinson, 1993; Posner, 1980; Saslow,
1967). This is in line with broader interpretations of goal- and stimulus-driven
attention control and their neural bases (Corbetta & Shulman, 2002; Petersen
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& Posner, 2012), as well as developmental studies showing that attention
networks and their interactions continue to consolidate throughout childhood
and adolescence (Federico et al., 2017; Luna et al., 2010, 2015; Klein et al.,
2024; Pozuelos et al., 2014). A central methodological contribution of this study
concerns the robustness of fixation-based and spatial gaze dispersion indicators.
Across all conditions, the duration of the longest fixation and the lower and
middle spatial gaze dispersion indices (P10 and P50) showed very high
convergence between the longer and shorter task versions. This suggests that
fixation-based and percentile-based spatial measures capture relatively stable
aspects of visual attention disengagement that are less sensitive to variations in
task duration and temporal structure.

From a measurement perspective, this aligns with recommendations in
eye-tracking research, as fixation-based indicators integrate information across
multiple consecutive patterns, whereas mean saccadic RT are single, temporally
specific events that are more susceptible to sampling frequency limitations,
noise, artefacts, distribution asymmetry, head movement, transient drops
in visual attention, and algorithmic fixation detection (Carter & Luke, 2020;
Duchowski, 2017; Hessels & Hooge, 2019; Hessels et al., 2017; Holmqvist et al.,
2011), especially in studies involving younger populations and individuals with
developmental disorders. Developmental research further supports the view
that patterns of fixations and spatial scanning of the environment are often more
stable across different experimental designs than precise temporal indicators of
latency (Colombo, 2001; Helo et al., 2014).

Within this framework, spatial gaze dispersion indices provide a
valuable methodological complement to temporal measures of visual attention
disengagement. The lower and middle spatial gaze dispersion indices (P10 and
P50), which showed high convergent validity in the present study and further
supported methodological recommendations (Carter & Luke, 2020; Hessels &
Hooge, 2019; Holmqvist et al., 2011), contribute to greater reliability in assessing
the spatial stability of attention, as they are less sensitive to extreme values
and variability at the tail of the distribution. Conversely, the upper spatial gaze
dispersion index (P95) provides insight into variability and attentional instability
under increased perceptual and cognitive demands. The present findings
demonstrate the added value of percentile-based spatial metrics and directly
address the study’s second objective by identifying fixation-based and spatial
indicators as the most robust and convergent measures across task versions.
This multi-indicator approach is particularly promising for developmental,
rehabilitation, and clinical research, where qualitative aspects of attentional
stability and heterogeneity are central (Apicella et al., 2020; Hessels & Hooge,
2019; Sekigawa-Hosozawa et al., 2017).

An atypical but theoretically informative finding was that mean
saccadic RT were longest in the baseline (no-gap) condition, diverging from
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the more commonly reported pattern in which the overlap condition produces
the longest latencies (Cousijn et al., 2017; de Zwart et al., 2025; Hood &
Atkinson, 1993; Saslow, 1967; Van der Geest et al., 2001; Van der Stigchel et
al., 2017). The longer baseline mean saccadic RT are most plausibly explained
by implementation and methodological factors, particularly the longer
response window in the longer version (3, 500 ms in the longer vs 1, 500 ms
in the shorter version), which increases the likelihood that very late saccades
are still recorded as valid latencies rather than being “cut off” or treated as
failed attempts, and the use of mean saccadic RT, which are sensitive to the
right tail of the distribution, rather than distribution-robust latency metrics
(Van der Stigchel et al., 2017).

In this context, the results highlight the need for transparent reporting
and cautious interpretation of the effects of the baseline (no-gap) condition. It
is crucial that the findings align with the core of the paradigm, namely the gap
effect, as in both versions of the task, the gap condition was associated with the
shortest latencies (Reuter-Lorenz et al., 1995; Saslow, 1967; Van der Stigchel
et al., 2017). The deviation therefore mainly concerns the contrast between
the baseline (no-gap) and overlap conditions. These findings indicate that the
baseline (no-gap) condition is not a methodologically neutral reference, but
depends on the specific task implementation, and should not be assumed to be a
universal comparative baseline across studies. This emphasises the importance
of transparent reporting and cautious interpretation of baseline effects.

Conclusion

This study confirms that even shortened gap—overlap task protocols
can provide reliable and sensitive estimates of visual attention disengagement
when eye movement and fixation-based indicators are selected based on their
measurement properties. Although temporal indicators vary with protocol
duration, fixation-based and spatial gaze dispersion indices (P10, P50, and
P95) show strong convergent validity regardless of the task’s temporal
implementation. The findings support the use of the shortened gap—overlap
task format in developmental studies and provide a methodologically rigorous
foundation for more efficient and standardised assessment of visual attention
disengagement.

Limitations of the Study

The sample size was relatively small, which may limit the generalisability
of the results beyond the age group studied. Eye movements were recorded using
a 60 Hz eye tracker, which may reduce sensitivity to very small differences
in saccade latencies. However, the same technical settings and recording
parameters were used consistently in both versions of the task, ensuring that this
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limitation does not compromise the validity of comparative analyses between
the longer and shorter protocols. Therefore, the main conclusions regarding
measurement equivalence and convergent validity remain robust.

Future Directions

These results should be replicated with larger samples in future studies.
In addition, using longitudinal designs to clarify the developmental stability
of visual attention disengagement across the lifespan would be valuable.
Extending research to children with developmental disorders or specific
learning difficulties is an essential step in future rehabilitation research.
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Merne karakteristike i konvergentna validnost vremenski
modifikovanih verzija gap-overlap zadatka: Dokazi iz studije
pracenja pokreta o¢iju kod adolescenata

Dragana M. Zuni&*, Sonja Alimovié®; Mladen R. Mili¢e,
Ingrid Zolgar Jerkovié?

“ Nacionalni obrazovni institut, Ljubljana, Slovenija
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¢Nordeus d.o.o, Beograd, Srbija
4 Univerzitet u Ljubljani, Uciteljski fakultet, Ljiubljana, Slovenija

Uvod: Tako se paradigma gap-overlap Siroko koristi u istrazivanjima pracenja pokreta
ociju za ispitivanje iskljucenja vizuelne paznje, metodoloska heterogenost ograni¢ava
uporedivost nalaza izmedu studija. Cilj: Cilj studije je da se ispitaju merne karakteristike
i konvergentna validnost dve najcesce koriséene verzije gap-overlap zadatka, kao i da se
proceni osetljivost i robusnost odabranih indikatora pokreta ociju i fiksacija u razli¢itim
eksperimentalnim uslovima. Metode: Primenjen je kvantitativni, neeksperimentalni
istrazivacki dizajn na normativnom uzorku tipi¢no razvijenih adolescenata (N = 53; M =
13.98; SD =0.93). Iskljucenje vizuelne paznje procenjivano je pomocu duze i krace verzije
gap-overlap zadatka, pri ¢emu su pokreti ociju snimani pomocu uredaja Tobii Pro Nano.
Analizirani indikatori obuhvatali su stepen uspes$nosti, vremenske i fiksacijske mere, kao
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i prostorne indikatore disperzije pogleda, definisane percentilima udaljenosti, u uslovima
baseline (no-gap), gap i overlap. Rezultati: Rezultati su pokazali umerenu do veoma
snaznu konvergenciju izmedu duZze i krace verzije zadatka za vecinu indikatora. U obe
verzije potvrden je izrazen gap efekat, pri ¢emu su najkrace proseéne latencije sakadi¢nih
pokreta ocCiju zabelezene u gap uslovu. Fiksacijski i prostorni indikatori disperzije
pogleda pokazali su dosledno visoku konvergenciju u svim eksperimentalnim uslovima,
dok su vremenski indikatori pokazali vecu varijabilnost, uz slabu konvergenciju prosecne
latencije sakadi¢nih pokreta ociju u overlap uslovu. Zakljucak: Kraée verzije gap-overlap
zadatka mogu obezbediti validne procene iskljucenja vizuelne paznje ukoliko se koriste
robusni merni indikatori. Fiksacijske mere i prostorni indikatori disperzije pogleda
pokazuju snaznu konvergentnu validnost izmedu verzija zadatka, §to podrzava njihovu
primenu u razvojnim i primenjenim istrazivanjima.

Kljucne reci: gap-overlap paradigma, merne karakteristike, pracenje pokreta
ociju, iskljucenje vizuelne paznje, adolescencija
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Teacher’s identification of students with reading
difficulties in the upper grades of elementary school

Mojca Lipec Stopar’, Nika Jenko™
University of Ljiubljana, Faculty of Education, Ljubljana, Slovenia

Introduction. Teachers play a key role in detecting students with reading difficulties,
yet identifying older elementary students who mainly read silently remains challenging.
Traditional fluency assessments focus on oral reading and do not fully capture reading
efficiency—the integration of fluent, automatic decoding and real-time comprehension.
This study develops and provides initial validity evidence for the Speed Reading
Test (SRT), a silent-reading measure of reading efficiency, and examines its links to
comprehension and academic outcomes. Aim. To provide initial validity evidence for the
SRT as a silent-reading measure of reading efficiency and examine its associations with
teacher-rated reading ability, language background, prior additional professional support
(APS), and grades in key subjects. Methods. The sample comprised 1.315 students (653
fifth- and 662 eighth-graders) from 17 Slovenian primary schools. Data included gender,
first language, APS history, teacher-rated reading, and final grades. The 25-item timed
SRT was administered alongside reading comprehension, vocabulary, and syntax tests.
Independent-samples #-tests and Pearson correlations examined subgroup differences
and associations with achievement. SRT cut-offs were determined by comparison
with comprehension scores. Results. Girls outperformed boys, with the gap widening
by Grade 8. Students from non-Slovene-speaking homes and those with APS scored
significantly lower on the SRT. The SRT correlated strongly with teacher-rated reading (r
~.63) and moderately with school grades (r = .45-.57, p <.01). A 20th-percentile cut-off
helped identify students at potential risk of poor comprehension. Conclusions. The SRT
is a practical classroom tool for identifying upper-grade students whose silent-reading
difficulties hinder achievement. Combined with teacher observations, it supports timely,
data-informed instruction and progress monitoring.
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Introduction

Literacy development represents a cornerstone of educational progress,
as underscored by numerous scholars. Foundational skills vital for literacy
acquisition begin to emerge well before formal schooling and are systematically
refined during the early school years through targeted instruction in reading
and writing. This foundational phase supports the continuing evolution of
reading competence throughout the educational trajectory (Cameron et al.,
2023; Petscher et al., 2020).

Educators employ varied instructional strategies to foster reading
development, tailoring these approaches to align with students’ individual
characteristics and needs. A widely accepted framework for structuring effective
reading instruction is the concept of reading literacy components (National
Reading Panel, 2000), which delineates the core domains that educators are
expected to address systematically across subject areas. The multidimensional
nature of reading proficiency necessitates teaching strategies that recognize the
interplay between its components, as well as their developmental relevance at
different educational stages.

This article specifically addresses two interrelated components, reading
fluency and reading comprehension, which are deeply interconnected and
thus best examined in tandem. To explore their relationship, we introduce the
Speed Reading Test (SRT), developed for this study and adapted for fifth- and
eighth-grade students. The SRT forms part of a broader assessment toolkit
devised within the OBJEM research project!, aimed at supporting educators
in tracking students’ reading development and identifying learners at risk of
underperforming. Such instruments are particularly valuable for detecting
students whose reading comprehension may be compromised by limitations in
fluency, thereby impacting their broader academic performance. Given that the
SRT emphasizes a slightly different dimension of reading fluency, we adopt the
term reading efficiency, a distinction elaborated in the following sections.

By analysing performance on the SRT among diverse readers in grades
five and eight, this study presents insights into how specific variables influence
reading outcomes. In particular, the findings highlight key differences between
proficient and struggling readers, informing both responsive instructional
planning for older primary students and early intervention strategies to pre-
empt future difficulties.

1 Reading Literacy and Slovene Language Development— OBJEM was a national development
project conducted from 2017 to 2022 and led by the National Education Institute Slovenia.
The project aimed to improve reading literacy across the educational continuum, from
preschool to upper secondary education, through the development and piloting of didactic
approaches, literacy building blocks, diagnostic tools, and models of support for reading
development. More information about the project is available on the official project website:
https://www.zrss.si/projekti/projekt-objem/
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Despite the well-documented importance of fluency in early reading
acquisition, far less is known about how reading fluency and comprehension
interact in upper-elementary students who primarily engage in silent reading.
Existing assessment tools, typically based on oral reading or self-reported
silent reading, often fail to capture the integrated construct of reading
efficiency, understood as fluent, automatic decoding combined with real-time
comprehension. In addition, limited attention has been paid to how learner
characteristics, such as gender, first language, and prior Additional Professional
Support (APS), shape reading efficiency and subsequent academic achievement
in later grades.

To address these gaps, the present study develops and provides initial
validity evidence for the SRT as a silent-reading measure of reading efficiency
and examines its relation to comprehension and academic outcomes in fifth-
and eighth-grade students.

From Reading Fluency to Reading Efficiency

Assessment of reading ability begins with identifying the reader’s
developmental stage. Theories of reading development, such as those outlined
by Chall (1996), describe qualitative and quantitative transitions, from emergent
literacy, where foundational knowledge and skills form, to advanced reading
stages involving reflective interpretation and meaning-making. Early reading
behaviours, such as visual word recognition at the logographic stage (Frith,
1986, as cited in Egert, 1998), evolve into more sophisticated processes that
integrate decoding, lexical access, and semantic understanding—critical for
reading comprehension (Perfetti, 1985; Perfetti, 2007).

Seminal models, notably the LaBerge and Samuels theory of
automatization (1974, as cited in Egert, 1998), emphasize the transition from
effortful decoding to automatic word recognition as essential for fluent and
meaningful reading. In their model, fluent readers allocate minimal cognitive
resources to decoding, enabling focused engagement with semantic content.
While the authors reference reading fluency, they stop short of formally defining
it (LaBerge & Samuels, 1974, as cited in Biancarosa & Shanley, 2016), instead
conceptualizing fluency as automatic decoding that supports comprehension.

Most definitions of fluency emphasize behavioural characteristics:
accuracy, rate, and prosody (Rasinski, 2004; Rasinski et al., 2010). However, the
role of prosody remains contested, and early models (e.g., LaBerge & Samuels,
1974; Perfetti, 1985) did not fully account for expressive or syntactic aspects
of fluent reading. Subsequent perspectives, including those by Biancarosa and
Shanley (2016), suggest syntactic processing is integral and concurrent with
semantic interpretation. Despite this, standard fluency measures often prioritize
speed and accuracy, as these are more readily quantifiable than expressive
elements.
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Critiques of this narrow view have led to a broader, cognitively informed
understanding of fluency, which integrates comprehension as a central
component (Alt & Samuels, 2010). Pikulski and Chard (2005) emphasize this
dual focus by proposing a definition that bridges oral fluency and silent reading
comprehension. Others, such as Guthrie (2015), frame effective reading as fluent,
effort-free reading that inherently results in comprehension. Samuels (2007, as
cited in Alt & Samuels, 2010) warns against misinterpreting fluency as merely
surface-level performance, divorced from understanding. Effective readers, by
contrast, conserve cognitive energy on decoding, allowing fuller engagement
with the text’s meaning, underscoring the need to incorporate comprehension
into any valid assessment of fluency (Kim & Wagner, 2015; Snow, 2002).

Measuring Fluency and Efficiency in Upper Elementary Grades

Though traditionally linked with early reading instruction, fluency
remains critical in later grades, where students confront more complex
texts. A growing body of research (e.g., Rasinski et al., 2010) indicates that
insufficient fluency continues to hinder comprehension among older learners.
Standard approaches such as repeated reading, effective in younger students,
yield diminishing returns with age (Wexler et al., 2010), necessitating adapted
strategies, including direct instruction in comprehension and vocabulary,
scaffolded reading, and real-time feedback.

This shift also raises questions about assessment. Oral reading,
commonly used with younger learners, enables precise measurement of word-
level accuracy and speed but is less practical and contextually appropriate for
older students who primarily read silently. Group-administered silent reading
tests offer greater efficiency but present challenges in reliably capturing reading
behaviour and comprehension. For example, Fuchs et al. (2001) found that self-
reported silent reading measures correlated less with comprehension than oral
assessments, possibly due to reporting inaccuracies. Similarly, nonstandard
assessments, such as word segmentation tasks, also showed weaker alignment
with comprehension outcomes (Hammill et al., 2006).

Denton et al. (2011) further observed significant correlations between
fluency and comprehension among sixth- to eighth-grade students, albeit
weaker than those found in the early grades. These findings suggest that simple
fluency tests can serve as preliminary screeners to identify lingering decoding
inefficiencies. Establishing reading speed benchmarks, such as those proposed
by Martins and Capellini (2021), can help differentiate students who need
intensified fluency instruction from those who require broader comprehension
support. However, such thresholds must be interpreted cautiously, particularly
in the absence of triangulating comprehension data.

Given these complexities, the term reading efficiency better captures the
integration of decoding fluency with concurrent comprehension. Traditional
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oral fluency assessments may not fully reflect older students’ reading processes,
which increasingly rely on silent and strategic reading. Therefore, instruments
capable of evaluating both speed and understanding simultaneously are essential
criteria that informed the design of our assessment tools.

In the present study, reading efficiency is conceptualized not as a
separate higher-order construct, but as a functional extension of reading fluency
in the context of silent reading. Whereas traditional fluency measures are
most often operationalized through oral reading accuracy, rate, and prosody,
reading efficiency refers to students’ ability to process written text silently,
rapidly, and accurately while maintaining sufficient real-time comprehension.
Psychometrically, the SRT does not aim to replace established fluency measures,
but to capture a classroom-relevant aspect of reading performance in upper
elementary grades, where reading is predominantly silent and comprehension
must be monitored during ongoing text processing. This theoretical framing,
informed by both the Simple View and the Active View of Reading, supports
our inclusion of process variables such as fluency and cognitive flexibility in the
analysis of SRT data.

From Simple to Active Models of Reading

Reading comprehension arises from more than accurate, fluent decoding.
It is grounded in linguistic and conceptual knowledge, including vocabulary and
syntax, as well as broader cognitive and self-regulatory processes. The Simple
View of Reading (Hoover & Gough, 1990), operationalized by Wren (2001),
frames comprehension as the product of decoding and language comprehension.
Despite its longstanding influence, this model does not account for process-
based difficulties or self-regulation, which research increasingly implicates in
comprehension challenges (Perfetti et al., 1996, as cited in Lipec Stopar, 2005).

Duke and Cartwright (2021) propose the Active View of Reading,
incorporating motivational and executive functioning variables, as well as
flexible cognitive processing. Their expanded model acknowledges that many
struggling comprehenders exhibit intact decoding and fluency, pointing to
more nuanced deficits. Elements such as reading fluency, working memory,
and cognitive flexibility are reframed as process variables linking decoding to
comprehension.

This paper explores reading heterogeneity in fifth- to eighth-grade
students, analysing performance in our reading efficiency test relative to
variables such as first language, gender, and prior APS (additional professional
support). By comparing subgroup outcomes and highlighting students who
fall below fluency thresholds, we underscore the need for ongoing monitoring
and targeted intervention in the upper elementary years. With academic texts
becoming progressively demanding, reading efficiency, automated decoding
paired with real-time comprehension, emerges as essential. Deficiencies in this
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domain can undermine achievement across subjects that rely on text-based
learning (Fuchset et al., 2001; Snow, 2002).

Despite a growing body of evidence on the role of fluency in early reading
acquisition, less is known about how reading fluency and comprehension
interact in upper-elementary students who predominantly read silently. Current
measures, often based on oral reading or self-reported silent reading, do not
adequately capture the integrated construct of reading efficiency. Recent meta-
analytic evidence, however, raises caution about the strength of some silent
reading fluency measures. For instance, Wissinger et al. (2024) evaluated
the Test of Silent Contextual Reading Fluency (TOSCRF) and Test of Silent
Word Reading Fluency (TOSWRF) across multiple studies and found only
trivial average correlations with standardized reading tests, suggesting limited
incremental validity in some contexts. Moreover, limited attention has been given
to how variables such as gender, first language, and prior additional professional
support shape reading efficiency in later grades. This study addresses these
gaps by developing the Speed Reading Test (SRT) and providing initial validity
evidence for its use as a measure of silent reading efficiency, examining its
relation to comprehension and academic achievement in fifth- and eighth-grade
students. The research is guided by three specific questions:

1. How effectively does the SRT distinguish between proficient and

struggling readers?

2. Howdodemographic and instructional factors (gender, first language,

prior APS) influence SRT performance and reading efficiency?

3. How strongly are SRT scores associated with broader academic

outcomes, including teacher’s reading assessment and subject
grades?

Method

The study was conducted in accordance with the Declaration of Helsinki
(2013 revision). Formal ethics committee approval was not required under national
and institutional guidelines because the research involved non-invasive, anonymized
educational assessments with parental consent and school authorization.

Participants

The study included 653 fifth-grade and 662 eighth-grade students from 17
Slovenian primary schools, all of whom participated with informed consent. Data are
presented separately for each grade level. In addition to gender, data were collected
on first language (Slovene vs. other), receipt of Additional Professional Support (APS)
in reading in prior school years, teacher-assessed reading ability, and final grades in
key curricular subjects from the previous year. These variables serve to contextualize
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group differences and offer a basis for interpreting variance in student performance.
Summary statistics for both samples are provided in Tables 1 and 2.

Table 1

Demographic data for fifth - and eighth-grade participants: gender, first language,
and receipt of additional professional support (APS)

Variable Category Sth grade n % 8th grade n %
Gender Girls 307 47.0 341 5L.5
Boys 346 53.0 321 48.5
First language Slovene 599 91.7 616 93.1
Other 54 8.3 46 6.9
APS Yes 31 4.7 47 7.1
No 621 95.1 615 92.9

As shown in Table 1, the two grade-level samples were broadly comparable in
terms of gender distribution. Students whose first language was not Slovene represented
arelatively small subgroup in both grades. The proportion of students who had received
APS in reading was also low, but slightly higher among eighth-graders.

Table 2

Final grades in the previous year by subject and teacher’s reading assessments
for fifth - and eighth-grade students

Grade Variable Lowest(1) 2)n (%) (3)n(%) @) n(%) Highest(5)
n (%) n (%)
Sth Teacher’s reading 21 3.2) 82 (12.6) 147 (22.5) 224 (34.3) 179 (274)
assessment
Slovenian 6 (0.9) 36 (5.5) 97(14.9) 252 (38.6) 258 (39.5)
Math 7 (1.1) 55(8.4) 129 (19.8) 219 (33.5) 238(36.4)
Social studies 6 (0.9) 23(3.5) 129(19.8) 196 (30.0) 293 (44.9)
gt Teacher’s reading 7 (1.1) 61 (9.2) 172(26.0) 211(31.9) 211 (31.9)
assessment
Slovenian 2(0.3) 111 (16.8) 172 (26.0) 184 (27.8) 187 (28.2)
Math 5(0.8) 169 (25.5) 154 (23.3) 177 (26.7) 152 (23.0)
Social studies 3(0.5) 118 (17.8) 150 (22.7) 187 (28.2) 197 (29.8)

Table 2 indicates that teacher-rated reading ability and subject grades were
distributed across the full five-point scale in both grades. Most students received higher
teacher ratings and school grades, while a smaller proportion were placed in the lower
categories. This variation in teacher-rated reading ability and academic achievement
provided a basis for examining their associations with SRT performance.
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Variables and Measurements

Reading Efficiency

Reading efficiency was assessed using the SRT, developed specifically for
this study. Tailored versions for fifth and eighth grades each consisted of 25 short
paragraphs containing semantically incongruent or misused words. Students were
required to identify and cross out these errors as quickly as possible within a five-
minute time limit. The task assessed silent reading and comprehension under time
pressure. Comprehension was embedded in the task format rather than scored as a
separate component. Each item required students to read a short paragraph and detect a
semantically incongruent or misused word. A correct response therefore depended not
only on rapid word recognition but also on monitoring meaning during silent reading.
The final SRT score represented the number of correctly identified incongruities within
the five-minute time limit. Speed and accuracy were not analyzed as separate indicators
in the present study, because the test was designed as an integrated classroom measure
of silent reading efficiency under time constraints. Table 3 provides sample items for
both versions.

Table 3
Example items from the SRT for fifth- and eighth-grade students

Example of a task for Sth grade Example of a task for 8th grade

One day Marko, the neighbour, kicked the As children, we often played football

ball too hard and it flew into the street. with our friends. One day Marko, the

As he ran after it, he was hit by a car. He  neighbour, kicked the ball too hard and it

broke both his legs, and we were all afraid flew into the street. As he ran after it, he

that he would never see again. His mother was hit by a car and broke both his legs. I

had to drive him around in a wheelchair ~ remember how scared we all were that he

for a long time. would never see again. After the accident,
his mother had to drive him around in a
wheelchair for a long time.

The SRT was developed based on theoretical frameworks of reading and
underwent two pilot phases. Items were selected with difficulty indices between 0.5
and 0.8 and discrimination indices above 0.2. The text passages were kept concise, and
the position of target words was varied to avoid predictability.

The internal consistency of the SRT, a 25-item timed test, was assessed using
Cronbach’s alpha. Because the test was administered under strict time limits, many
participants did not complete all items. Unanswered items were coded as 0 (incorrect);
this may have slightly underestimated internal consistency, as later items show lower
variance and weaker inter-item correlations. Cronbach’s alpha was .82, indicating good
internal consistency.
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Additional tests included assessments of reading comprehension, vocabulary,
and syntactic skills, each targeting core components of reading proficiency and serving
as references for interpreting SRT results.

Evidence related to construct validity was examined through subgroup
differences and associations with theoretically related reading and language measures.
It was expected that students with prior APS in reading, students whose first language
was not Slovene, and students with lower vocabulary, syntax, and comprehension
scores would achieve lower SRT results. Criterion-related validity evidence was
examined through correlations between SRT scores, teacher-rated reading ability, and
final grades in Slovenian, Mathematics, and Social Studies.

Reading Comprehension

Students read a longer, grade-appropriate text and answered both multiple-
choice and open-ended comprehension questions.

Vocabulary

This test consisted of 30 brief passages with one underlined word or phrase.
Students chose the best meaning from a list of options.

Syntactic Skills

The syntax test included both multiple-choice items and sentence completion
tasks, focusing on various syntactic relationships (e.g., causal, conditional, intentional).

Other Variables

Teachers completed pre-prepared forms indicating students’ gender, first
language, previous APS, reading ability, and grades.

Procedure

Descriptive statistics were calculated for the overall sample and for subgroups
(e.g., by gender, language background, APS). Analyses addressing the three research
questions began with subgroup comparisons to test the SRT’s ability to discriminate
between proficient and struggling readers: differences in SRT performance were
examined using independent-samples t-tests. In addition to statistical significance,
Cohen’s d was calculated for all independent-samples t-tests to estimate the practical
magnitude of group differences. Values of approximately .20, .50, and .80 were
interpreted as small, medium, and large effects, respectively. Pearson correlation
coefficients were computed to assess associations between SRT scores, teacher’s
reading assessments, and subject grades.

Finally, SRT thresholds indicative of adequate comprehension were determined
by comparing SRT results with reading comprehension scores. The 20th percentile
was selected as a pragmatic screening threshold for identifying students whose SRT
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performance suggested a potential risk for inadequate reading comprehension. This
cut-off was not intended as a diagnostic criterion for reading disabilities, but as a
classroom-based indicator of students who may benefit from further assessment, closer
monitoring, or targeted instructional support.

Results

SRT Performance by Gender, First Language, and APS Status

Subgroup analyses revealed statistically significant differences in SRT
performance across all independent variables (Table 4).

Table 4

SRT scores by gender, first language, and receipt of APS in fifth and eighth
grade, and statistical significance of group differences

Grade Variable Category n M SD t(p) Cohen’s d
5t Gender Girls 307 918 544 -2.54,p<.01 .20
Boys 346 812 521
First language Slovene 599 896 523 5.59,p<.01 .80
Other 54 481 5.08
APS No 621 891 529 6.22,p<.01 1.14
Yes 31 297 232
8 Gender Girls 341 1621 643 —-573,p<.01 45
Boys 321 1333 649
First language Slovene 616 1513 646 4.54,p<.01 .69
Other 46 1061 7.33
APS No 615 1547 629 977,p<.01 1.48
Yes 47 632  4.66

Girls outperformed boys at both grade levels, with the performance gap
widening by eighth grade. Students from non-Slovene-speaking households
scored significantly lower, and those receiving APS performed markedly worse
than their peers. The latter suggests the SRT is sensitive to previously identified
reading-related difficulties. The performance gap for students from different
linguistic backgrounds and APS recipients increased with age, suggesting
cumulative challenges in reading development. Effect sizes indicated that
gender differences were small in Grade 5 and small-to-moderate in Grade 8,
whereas differences related to first language and APS status were moderate to
large. The largest effects were observed for APS status, indicating that students
with prior APS showed substantially lower SRT performance than their peers.
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Associations Between SRT Scores, Teacher Ratings, and School Grades

The associations between SRT scores, teacher-rated reading ability, and
school grades were examined to evaluate the educational relevance of silent
reading efficiency.

Table 5

Correlation of SRT scores with teacher’s reading assessment scores and final
grades in specific school subjects

Variable Statistic Sthsgrz de 8ths}g{r£ de
Teacher’s reading assessment Pearson correlation coefficient .64 .62

P <.01 <.01
Slovenian Pearson correlation coefficient .57 .50

p <.01 <.01
Math Pearson correlation coefficient .53 45

p <.01 <.01
Social studies Pearson correlation coefficient 48 A48

P <.01 <.01

Table 5 presents the correlations between SRT scores and other variables.
The strongest correlation was with teacher-assigned reading assessments (r =
.64 and .62 for fifth and eighth grades, respectively). Correlations with grades
in Slovenian, Mathematics, and Social Studies ranged from .45 to .57, all
statistically significant (p <.01). These results indicate that students with higher
reading efficiency tended to receive higher teacher ratings and higher school
grades.

Threshold scores on the SRT were used to identify students at risk of
inadequate comprehension. Students scoring below the 20th percentile were
therefore treated as a lower-performing group for screening purposes. Their
performance was compared with that of students scoring above this threshold
in order to examine whether the SRT cut-off meaningfully differentiated
students across teacher ratings, school grades, vocabulary, syntax, and reading
comprehension.

Identification of Students Below the 20th Percentile

To further examine the screening potential of the SRT, students were
divided into two groups according to the 20th-percentile threshold. Students
scoring below this threshold were considered at potential risk for inadequate
silent reading efficiency and were compared with their peers who scored above
the threshold. Tables 5—7 present the distribution of students below and above
this threshold according to gender, first language, and APS status.
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Table 6
Ratio of successful and unsuccessful students in SRT by gender

Grade Gender Statistic ~ Score below 20% n (%) Score above 20% n (%)

5t Boys n 117 229
% 33.8 66.2

Girls n 72 235

% 23.5 76.5

g Boys n 37 284
% 11.5 88.5

Girls n 20 321

% 5.9 94.1

Table 6 shows that boys were more frequently represented below the
20th-percentile SRT threshold than girls in both grades. Although the overall
proportion of students below the threshold was lower in Grade 8 than in Grade
5, the gender pattern remained consistent, with boys more often represented in
the lower-performing group.

Table 7
Ratio of successful and unsuccessful students in SRT by first language
Grade  First language Statistic ~ Score below Score above  Total 1 (%)
20%n (%) 20% n (%)
5t Slovene n 156 443 599
% 26.0 74.0 100.0
Other n 33 21 54
% 61.1 38.9 100.0
g Slovene n 43 573 616
% 7.0 93.0 100.0
Other n 14 32 46
% 30.4 69.6 100.0

Table 7 indicates that students whose first language was not Slovene were
more likely to score below the 20th-percentile SRT threshold than students
with Slovene as their first language. This pattern was particularly evident in
Grade 5, where more than half of the students with another first language scored
below the threshold. The findings suggest that first language background is an
important factor to consider when interpreting SRT performance.
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Table 8
Ratio of successful and unsuccessful students in SRT according to the presence
of APS
Grade APS status Statistic Score below  Score above Total
20% 71 (%) 20% 1 (%) 1 (%)
5th No APS n 161 460 621
% 259 74.1 100.0
APS n 27 4 31
% 87.1 12.9 100.0
gth No APS n 33 582 615
% 54 94.6 100.0
APS n 24 23 47
% 51.1 48.9 100.0

Table 8 shows the clearest difference for APS status. Students with
prior APS in reading were substantially more likely to score below the 20th-
percentile SRT threshold than students without APS in both grades. This pattern
suggests that the threshold is sensitive to previously identified reading-related
difficulties, although it should be interpreted as a screening indicator rather than

a diagnostic cut-off.

Characteristics of Students Below the 20th Percentile

Table 9

Some characteristics of the lowest performing students in SRT in 5th grade

and their peers

Variable SRT group n M SD t(p) Cohen’s d

Teacher’s Score below 20% 189 2.74 1.0l -17.35,p<.01 1.49

reading assessment Score above 20% 464 4.09 0.86

Slovenian Score below 20% 186 339 1.02 —14.52,p <.01 1.27
Score above 20% 463 4.40 0.69

Math Score below 20% 185 3.32 099 -11.38, p <.01 1.02
Score above 20% 463 4.22 0.83

Social studies Score below 20% 185 3.61 1.05 -10.31,p<.01 .89
Score above 20% 462 4.37 0.77

Vocabulary test Score below 20% 189 948 373 -—11.11,p<.01 .94
Score above 20% 464 13.12 3.96

Syntax test Score below 20% 187 1791 4.19 —14.64,p < .01 1.27
Score above 20% 463 21.64 2.25

Reading Score below 20% 187 3.20 1.52 —9.45,p<.01 .83

comprehension test Score above 20% 462 4.60 1.76
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Table 9 shows that fifth-grade students who scored below the 20th-
percentile SRT threshold achieved significantly lower results than their peers
across all examined measures. The largest differences were observed in teacher-
rated reading ability, final grade in Slovenian, and syntax test performance,
while substantial differences were also found in Mathematics, Social Studies,
vocabulary, and reading comprehension. Effect sizes were large across all
comparisons, indicating that low SRT performance in Grade 5 was associated
with broader difficulties in reading-related skills and academic achievement.

Table 10

Some characteristics of the lowest-performing students in SRT in 8th grade
and their peers

Variable SRT group n M SD t(p) Cohen’s d

Teacher’s Score below 20% 57 2.56 0.89 -10.88, p <.01 1.51

reading assessment Score above 20% 605 3.96 093

Slovenian Score below 20% 54 2.67 073 -7.52,p<.01 1.07
Score above 20% 602 377 1.05

Math Score below 20% 55 2.51 0.84 —6.75,p <.01 95
Score above 20% 602 3.55 1.11

Social studies Score below 20% 53 275 094 —6.75,p<.01 97

Score above 20% 602 3.78  1.07
Vocabulary test Score below 20% 55 13.40 3.86 -8.84,p<.01 1.25
Score above 20% 590 18.00 3.67

Syntax test Score below 20% 57 18.54 455 —6.40,p<.01 1.48
Score above 20% 597 2245 2.39
Reading Score below 20% 57 2.65 182 —7.57,p<.01 1.05

comprehension test Score above 20% 590 5.07 2.35

Among eighth-grade students, the differences between those below and
above the 20th-percentile SRT threshold were also substantial and statistically
significant across all examined measures (Table 10). Students in the lower-
performing SRT group received lower teacher ratings and school grades and
achieved lower scores on vocabulary, syntax, and reading comprehension tests.
The effect sizes were large to very large, with the most pronounced differences
in teacher-rated reading ability, syntax, and vocabulary, suggesting that low
SRT performance in Grade 8 was strongly associated with broader language,
reading, and academic difficulties. Taken together, the findings presented in
Tables 8 and 9 support the use of the SRT as a screening and monitoring tool,
as students below the 20th-percentile threshold consistently differed from their
peers across teacher ratings, subject grades, and language-related measures.
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Discussion

The SRT was developed to assess reading efficiency, conceptualized as
an extension of fluency that includes cognitive processing (i.e., comprehension),
aligning with contemporary definitions (Guthrie, 2015; Spichtig et al., 2016).
Recognizing that oral reading assessments are less appropriate for older
learners, the SRT focuses on silent reading, the predominant mode for this age
group, while still capturing aspects of fluency and comprehension under time
constraints.

Findings indicate significant gender disparities consistent with
international data (e.g., PISA), as girls generally outperform boys in reading-
related tasks. The importance of linguistic competence, particularly vocabulary
and syntax, is evident in the performance gaps observed among non-native
Slovene speakers. Despite receiving APS, students in this group continue to
underperform, highlighting the enduring nature of reading difficulties.

Moderate-to-high correlations between the SRT and teacher assessments
suggest that teachers can generally gauge reading ability, though discrepancies
do occur, underscoring the value of using additional structured measures.
Correlations with academic subject grades further support the role of reading
efficiency in broader academic achievement, particularly as students advance
and content complexity increases, while reinforcing the SRT’s role as a
reliable classroom-based indicator of reading efficiency rather than as a formal
standardized or diagnostic instrument.

Consistent with Martins and Capellini (2021), our findings reinforce
the utility of fluency-based assessments even in upper elementary grades. The
SRT proved sensitive in identifying readers who differ meaningfully across a
range of performance indicators, validating its application for screening and
monitoring,

The study is limited to Slovenian elementary schools and a specific
language context, which may affect the generalizability of the findings.
Nevertheless, the SRT demonstrated strong correlations with comprehension
and academic outcomes. Future research should therefore replicate these findings
across different languages and educational systems and employ longitudinal
designs to examine the long-term predictive validity of SRT performance.

Conclusion

This study confirmed that the SRT effectively discriminates between
proficient and struggling readers, that gender and first language influence
reading efficiency, and that students who had received APS, that is, students
with pronounced reading difficulties, achieved significantly lower SRT scores.
Furthermore, SRT scores were strongly associated with reading comprehension
and overall academic performance.
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From a practical perspective, the SRT can be used as a brief classroom-
based screening tool to complement teacher observations. For example, students
who score below the 20th percentile could be selected for closer analysis of
reading comprehension, vocabulary, and syntactic skills. Teachers could use
SRT results to identify students who read slowly but understand adequately,
students who read quickly but fail to monitor meaning, and students whose low
performance suggests broader language-related difficulties. In instructional
planning, SRT results may support decisions about targeted fluency practice,
vocabulary instruction, guided silent reading, comprehension strategy
instruction, or referral for more detailed assessment. Because the test is brief
and group-administered, it can also be used periodically, allowing educators to
monitor student progress and adjust instruction as needed.

Our findings highlight the necessity of developing reading fluency
in tandem with comprehension skills well before upper grades. While early
identification remains critical, it is equally important to recognize that reading
challenges may emerge or intensify later, particularly as academic demands
escalate. The SRT should be seen as a complement, not a replacement for
ongoing teacher assessment. It enables timely, data-informed interventions,
which are essential for ensuring all students achieve reading proficiency
required for success across the curriculum.
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Identifikacija u€enika sa tesko¢ama u ¢itanju u visSim
razredima osnovne Skole

Mojca Lipec Stopar, Nika Jenko
Univerzitet u Ljubljani, Uciteljski fakultet, Ljubljana, Slovenija

Uvod: Nastavnici imaju kljuénu ulogu u prepoznavanju ucenika sa teskocama u €itanju,
ali identifikacija starijih osnovnoskolaca koji uglavnom C¢itaju tiho ostaje izazov.
Tradicionalne procene tec¢nosti Citanja fokusiraju se na glasno Citanje i ne obuhvataju
efikasnost citanja — spoj te¢nog, automatskog dekodiranja i razumevanja u realnom
vremenu. Ovo istrazivanje razvija Test brzog Citanja (SRT) kao meru efikasnosti tihog
Citanjaipruza pocetne dokaze njegove validnosti, ispitijuéi njegove veze sa razumevanjem
procitanog i skolskim postignuc¢em. Cilj: Cilj je bio da se pruze pocetni dokazi validnosti
Testa brzog citanja (SRT) kao mera efikasnosti tihog Citanja i da se ispita njegova
povezanost sa nastavnickom procenom Citalacke sposobnosti, jezickom pozadinom,
prethodnom dodatnom stru¢nom podrskom (DSP) i skolskim ocenama. Metod: Uzorak
je obuhvatio 1.315 ucenika petog i osmog razreda iz 17 osnovnih skola u Sloveniji.
Podaci su obuhvatili pol, maternji jezik, istoriju DSP, nastavniCku procenu citanja i
zavr$ne ocene. SRT, vremenski ogranicen test sa 25 zadataka, sproveden je zajedno sa
testovima razumevanja procitanog, vokabulara i sintakse. Razlike medu podgrupama i
povezanost sa Skolskim postignué¢em analizirane su pomocu ¢-testa za nezavisne uzorke i
Pirsonove korelacije. Grani¢ne vrednosti Testa brzog Citanja odredene su poredenjem sa
rezultatima testa razumevanja procitanog. Rezultati: Devoj¢ice su postigle bolje rezultate
od decaka, a ucenici iz neslovenackih domacinstava i oni sa DSP imali su znacajno nize
rezultate. SRT je snazno korelirao sa nastavni¢kom procenom ¢itanja (r = .63) i umereno
sa Skolskim ocenama (r = .45—-.57, p <.01). Zakljucak: Test brzog Citanja (SRT) predstavlja
prakti¢an i vremenski efikasan alat za identifikaciju u¢enika visih razreda osnovne $kole
¢ije teskoce u tihom ¢itanju otezavaju Skolsko postignuée. U kombinaciji sa nastavni¢kim
opazanjima, SRT omogucava pravovremeno, na podacima zasnovano planiranje nastave
1 pracenje napretka u Citanju.
Kljucne reci: tenost Citanja, efikasnost Citanja, teSkoce u itanju
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Porodicne karakteristike korisnika usluge smeStaja u
ustanovi za vaspitanje dece i omladine

Jovana S. UroSevi¢”, Vesna P. Zunié¢ Pavlovié¢™

Univerzitet u Beogradu — Fakultet za specijalnu edukaciju i rehabilitaciju, Beograd, Srbija

Uvod: Porodica ostvaruje presudnu ulogu u odrastanju i razvoju deteta. Razlicite
porodi¢ne okolnosti, interakcije, stavovi i ponaSanja njenih ¢lanova oblikuju Zivot
deteta. Dosada$nja istrazivanja sugeriSu da porodi¢no okruzenje dece koja se nalaze
na domskom smestaju u okviru sistema socijalne zastite karakterise veliki broj rizi¢nih
faktora i problema u funkcionisanju. Cilj: Cilj ovog istrazivanja bio je utvrdivanje
odredenih porodi¢nih karakteristika korisnika na smestaju u ustanovi za vaspitanje
dece i omladine. U radu su ispitane razlike u porodi¢nim obelezjima izmedu korisnika
upucenih odlukom centra za socijalni rad i onih sa izrecenom vaspitnom merom. Metode:
Istrazivanjem su obuhvaceni korisnici Zavoda za vaspitanje dece i omladine Beograd
koji su u periodu 1. 1. 2020 — 31. 12. 2024. godine primljeni u ustanovu. Uzorak je ¢inilo
55 dece i mladih uzrasta 12-20 godina, oba pola. Potrebni podaci prikupljeni su analizom
dosijea korisnika, primenom instrumenta koji je posebno konstruisan za potrebe ovog
istrazivanja. Rezultati: Deca i mladi na smeStaju u vaspitnoj ustanovi poti¢u iz porodica
koje karakteriSe nizak socioekonomski status (50.9%), zlostavljanje i zanemarivanje
dece (61.8%) i izrazeni problemi roditelja (67.3%). Dve grupe korisnika znacajno se
razlikuju u pogledu tipa smestaja pre prijema u ustanovu i izlozenosti zlostavljanju i
zanemarivanju u porodici. Zakljucak: Rezultati istrazivanja sugeriSu da bi programe
tretmana u ustanovama za vaspitanje trebalo obogatiti intervencijama i uslugama podrske
namenjenim porodicama korisnika.
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Korespondencija: Jovana Urosevi¢, jovanaurosevic@fasper.bg.ac.rs
*https://orcid.org/0009-0001-5043-4187
* https://orcid.org/0000-0001-9214-9600


https://doi.org/10.5937/specedreh25-65497
mailto:jovanaurosevic@fasper.bg.ac.rs
https://orcid.org/0009-0001-5043-4187
https://orcid.org/0000-0001-9214-9600

156 PORODICNE KARAKTERISTIKE KORISNIKA U VASPITNOJ USTANOVI

Uvod

Porodica kao primarno okruzenje u kom se odvija razvoj i vaspitanje
deteta ima presudnu ulogu u oblikovanju njegovih stavova, ponaSanja i
buduceg Zivotnog stila. Tu se formira li¢nost svakog pojedinca kroz procese
kultivacije, socijalizacije i individualizacije. Na taj nacin iskustva i stavovi
roditelja i drugih ¢lanova porodice, zajedno sa njihovim drustvenim polozajem,
usmeravaju detetovo odrastanje (Markovi¢ i Lakicevi¢, 2020; Miri¢, 2020).
Zavisno od strukture, medusobnih odnosa i drugih karakteristika, porodica
moze pozitivno ili negativno uticati na razvoj deteta (Boskovi¢, 2010; Nisar
et al., 2015; Preyde et al., 2011). Problemi ponasanja koje mladi ispoljavaju
Cesto se dovode u vezu upravo sa narusenim porodi¢nim funkcionisanjem i
porodi¢nim okruZenjem u kom su prisutni brojni rizi¢ni faktori (Pillay 1998,
prema Feri¢ 2002).

Ustanove za vaspitanje dece i omladine su ustanove socijalne zastite u
kojima se obezbeduje smestaj dece i mladih po dva razli¢ita osnova (Zakon
o socijalnoj zastiti, 2022). Odlukom organa starateljstva, odnosno resenjem
centra za socijalni rad, u ustanove za vaspitanje upucuju se deca i mladi sa
izrazenim problemima ponaSanja. Drugi osnov upucivanja je vaspitna mera
koju sud izri¢e maloletnom uciniocu krivi¢nog dela, uzrasta od 14 do 18 godina
(Zakon o maloletnim uciniocima krivicnih dela i krivicnopravnoj zastiti
maloletnih lica, 2005). U oba slucaja odluka nadleznih organa o smestaju u
vaspitnu ustanovu najcesce ukazuje na to da su, pored problema koje ispoljava
samo dete, prisutni i odredeni porodi¢ni rizi¢ni faktori koji se negativno
odrazavaju na njegovo ponaSanje i funkcionisanje porodice. Medutim, malo
je istrazivanja koja se bave porodicama ove kategorije korisnika. U nastojanju
da se prevazide nedostatak ovih informacija, u ovom istrazivanju ispitane su
razli¢ite porodi¢ne karakteristike dece i mladih na smestaju u ustanovi za
vaspitanje.

Smestaj dece i mladih u sistemu socijalne zastite primenjuje se kao
poslednje sredstvo, kada su sve manje restriktivne opcije iscrpljene. Najcesci
razlog za prijem dece i mladih na smestaj je neadekvatno roditeljstvo,
ukljucujuci zlostavljanje i zanemarivanje, koje je cesto udruzeno sa problemima
roditelja, poput partnerskog nasilja, zloupotrebe supstanci, mentalnih
poremecaja i kriminalnog ponaSanja, a u manjem broju slucajeva zbog toga §to
su roditelji preminuli, hospitalizovani ili u zatvoru. U nastavku su prikazani
rezultati prethodnih istrazivanja o porodi¢nim karakteristikama dece i mladih
na smestaju u sistemu socijalne zastite, sa posebnim osvrtom na korisnike
domskog smestaja.

Empirijski podaci sugerisu da medu decom i mladima koji se primaju
na smestaj u sistem socijalne zastite postoji prili¢an broj onih koji ve¢ imaju
iskustvo izmestanja iz porodice i ne Zive sa roditeljima (Leloux-Opmeer et al.,
2016). Autori nekoliko studija izvesStavaju da je od ukupnog broja primljenih
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korisnika Cetvrtina ranije bila na nekoj vrsti smestaja (Christiansen et al.,
2010; Jedwab et al., 2019; Yampolskaya et al., 2014), dok je u drugim studijama
nadena zastupljenost od 47.0% (Khoo et al., 2012) 1 69.0% (Leloux-Opmeer
et al., 2017). Pokazalo se da korisnici primljeni na domski smestaj u ve¢em
broju slucajeva ve¢ imaju iskustvo izmestanja iz porodice i ne Zive sa svojim
roditeljima (James et al., 2012; Leloux-Opmeer et al., 2017). Domace studije
pokazuju da je pre prijema u dom svega 28.6% korisnika Zivelo sa roditeljima
(Zuni¢-Pavlovié i Nesi¢, 2023).

Nizak socioekonomski status porodice ubraja se u najznacajnije
prediktore za smestaj dece i mladih u sistem socijalne zastite (Simkiss et al.,
2013). Istrazivanje sprovedeno u Srbiji potvrduje da siromastvo predstavlja tre¢i
po redu razlog za izdvajanje deteta iz porodice, kao i da roditelji 61.1% dece na
smestaju svojim prihodima ne mogu da zadovolje osnovne potrebe porodice
(Zegarac i sar., 2014). Podaci o socioekonomskom statusu porodica dece i
mladih na domskom smestaju variraju: na Malti tre¢ina dolazi iz siromas$nih
porodica (Borg et al., 2023), u Holandiji je 44.0% zivelo u porodicama sa
znacajnim materijalnim poteskocama (Leloux-Opmeer et al., 2017), a u Keniji
njih 59.7% potice iz uslova materijalne deprivacije (Morantz et al., 2013).

Medu razlozima za izdvajanje dece i mladih iz porodice, pored
siromastva, dominiraju zlostavljanje i zanemarivanje (Zegarac i sar., 2014).
Rezultati pregleda inostranih studija o karakteristikama korisnika na
razli¢itim vrstama smestaja izveStavaju da je najmanje Cetvrtina do tre¢ina
iskusila zanemarivanje u porodici (Leloux-Opmeer et al., 2016). Medutim,
empirijski nalazi o ucestalosti zanemarivanja se razlikuju: u Australiji iznosi
69.1% (Asif et al., 2024), a u SAD 18.6% za fizicko, a 37.4% emocionalno
zanemarivanje (James et al., 2012). Ukoliko se posmatraju samo korisnici na
domskom smestaju, ucestalost zanemarivanja u porodici kre¢e se od 25.5%
(Morantz et al., 2013), odnosno 31.0% (Leloux-Opmeer et al., 2016), do
75.0% (Borg et al., 2023). U Srbiji je zanemarivanje u porodici zabeleZeno
kod 70.9% korisnika na razli¢itim vrstama smestaja (Zegarac i sar., 2014), dok
kod korisnika na domskom smestaju iznosi 78.2% za emocionalno i 59.4% za
fizicko zanemarivanje (Zuni¢-Pavlovié i Nesi¢, 2023).

Pre prijema na smestaj u sistem socijalne zastite deca i mladi Cesto
su izlozeni i razli¢itim oblicima zlostavljanja u porodici. Nalazi istraZivanja
korisnika na razli¢itim vrstama smestaja pokazuju da je fizicko zlostavljanje
u porodici iskusilo 11.0% korisnika u Srbiji (Zegarac i sar., 2014), 18.0% u
Svedskoj (Khoo et al., 2012), 23.6% u SAD (James et al., 2012) i 71.4%
korisnika u Australiji (Asif et al., 2024). Kod korisnika na domskom smestaju
ucestalost fizickog zlostavljanja u porodici iznosi 8.2% u Keniji (Morantz et
al., 2013), 29.0% na Malti (Borg et al., 2023), a 43.6% u Srbiji (Zuni¢-Pavlovi¢ i
Nesi¢, 2023). Prevalencija emocionalnog zlostavljanja u porodici kod korisnika
razli¢itih vrsta smestaja je 8.1% u Srbiji (Zegarac i sar., 2014) i 23.6% u SAD
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(James et al., 2012), a kod korisnika domskog smestaja oko 27.0% (Borg et
al., 2023; Morantz et al., 2013). Kod korisnika na razli¢itim vrstama smestaja
ucestalost seksualnog zlostavljanja krece se od 1.2% (Zegarac i sar., 2014),
preko 6.0% (Khoo et al., 2012) i 9.0% (James et al., 2012), do 17.9% (Asif et al.,
2024). Empirijski nalazi o prevalenciji seksualnog zlostavljanja u porodici kod
korisnika domskog smestaja takode variraju: 2.2% (Morantz et al., 2013), 3.8%
(Zunié-Pavlovié i Negi¢, 2023), 5.0% (Leloux-Opmeer et al., 2017) i 13.0%
(Borg et al., 2023).

Kod roditelja korisnika na smesStaju ¢esto su prisutni problemi koji
mogu znacajno uticati na njihovu brigu o deci. Ucestalost partnerskog nasilja
u porodicama dece i mladih na razli¢itim vrstama smestaja krece se od 7.5%
(Zegarac i sar., 2014), preko 20.0% (Khoo et al., 2012), do 59.6% (Asif et al.,
2024), a kod korisnika na domskom smestaju od 35.0% (Borg et al., 2023)
do 57.1% (Zunié-Pavlovi¢ i Nesié, 2023). Zloupotreba supstanci roditelja kod
korisnika razli¢itih vrsta smestaja krece se od 26.8% (Jedwab et al., 2019),
preko 37.0% (Khoo et al., 2012), do 66.9% (Asif et al., 2024), a u Srbiji
iznosi 15.2% za o&eve i 6.8% za majke (Zegarac i sar., 2014). Kod korisnika
domskog smestaja zloupotreba supstanci roditelja zastupljena je u preko 40.0%
slu¢ajeva (Borg et al., 2023; Maodus i Zuni¢-Pavlovié, 2025; Zunié-Pavlovié i
Nesic, 2023). Ucestalost mentalnih poremecaja roditelja kod dece i mladih na
razliGitim vrstama smestaja kreée se od 6.0% (Zegarac i sar., 2014), preko 22.7%
(Asifetal., 2024) 1 29.0% (Khoo et al., 2012), do 64.0% (Leloux-Opmeer et al.,
2017), a kod korisnika domskog smestaja od 26.0% (Maodus i Zuni¢-Pavlovi¢,
2025; Zuni¢-Pavlovi¢ i Nesié, 2023), preko 40.0% (Borg et al., 2023), do 62.0%
(Leloux-Opmeer et al., 2017). Kriminalno ponasanje roditelja zastupljeno je sa
17.0% kod korisnika razlicitih vrsta smestaja (Khoo et al., 2012) i sa 40.3% kod
korisnika domskog smestaja (Maodus i Zunié-Pavlovié, 2025).

Malobrojna istrazivanja sugeriSu da su negativne porodi¢ne
karakteristike posebno izrazene kod dece i mladih na smeStaju u vaspitnim
ustanovama, odnosno sli¢nim specijalizovanim ustanovama socijalne zastite
za korisnike sa problemima ponasanja u drugim drzavama. Bejker i Kurtis
(Baker & Curtis, 2006) sproveli su istrazivanje na uzorku od 1.244 maloletnika
primljenih uustanovu socijalne zastite za decu i mlade sa problemima ponasanja
i 924 maloletnika upucéena na specijalizovano hraniteljstvo. Dobijeni rezultati
pokazuju da je samo 21.9% korisnika pre prijema u ustanovu Zivelo u bioloskoj
porodici. Konor i saradnici (Connor et al., 2004) su u istrazivanju na uzorku od
397 korisnika jedne specijalizovane ustanove socijalne zastite dosli do sledecih
nalaza: 57.0% korisnika je pre prijema zivelo sa bioloskim roditeljima; 93.0%
je imalo prethodna izmestanja iz porodice; 47.0% dozivelo je fizicko, a 33.0%
seksualno zlostavljanje; zloupotreba alkohola roditelja prisutna je kod 65.0%
korisnika. Grifit i saradnici (Griffith et al., 2009) ispitali su karakteristike
566 maloletnika na prijemu u ustanovu socijalne zastite za decu i mlade sa
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problemima ponasanja. Polovina korisnika prethodno je Zivela sa roditeljima
ili drugim clanovima porodice, a 84.0% je ranije izdvajano iz porodice.
Anketirani roditelji najceS¢e su navodili Sest porodicnih rizicnih faktora:
zloupotreba supstanci (51.0%), neadekvatno disciplinovanje dece (47.0%),
zanemarivanje (39.0%), finansijski problemi (38.0%), izvrSenje zatvorske kazne
ili vodenje krivi¢nog postupka protiv jednog od roditelja (30.0%), mentalni
poremecaji (24.0%) i partnersko nasilje (23.0%). Herbel i saradnice (Herbell
et al., 2022) ispitale su mentalno zdravlje roditelja dece koja su na smestaju
u ustanovama socijalne zaStite za korisnike sa problemima ponasanja i/ili
mentalnim poremecajima. Roditelji iz uzorka u proseku su ispoljavali povisen
nivo simptoma depresije, umeren nivo stresa, nizak do umeren nivo simptoma
anksioznosti i nizak nivo simptoma PTSP.

Informativni su i nalazi komparativnih studija na uzorcima dece i
mladih sa problemima pona$anja u razli¢itim vrstama smestaja. Autori novije
Svajcarske studije ispitali su razlike izmedu dece i mladih na smestaju u sistemu
socijalne zastite (N = 252) 1 sistemu maloletnickog pravosuda (N = 102) (Jaggi
et al., 2021). Izmedu dve grupe nisu nadene znacajne razlike u pogledu istorije
izdvajanja iz porodice (oko 45.0%), niti izlozenosti traumatskim iskustvima
(oko 85.0%). Istrazivanje radeno u Holandiji na uzorku od 243 korisnika
specijalizovane ustanove socijalne zastite i 108 korisnika dnevnog boravka
pokazala je da su deca i mladi na domskom smestaju u manjem broju slucajeva
pre prijema Ziveli u bioloskoj porodici (31.0%), kao i to da su u obe grupe bili
ucestali problemi u porodicnom funkcionisanju (Pronk et al., 2022). Druga
holandska studija radena je na uzorku od 268 dece i adolescenata u tri tipa
ustanova (Skole, dnevni centar i domski smestaj) za korisnike sa izrazenim i
perzistentnim individualnim problemima, problemima u porodi¢nom i Sirem
socijalnom okruZenju (Mercera et al., 2024). U poredenju sa druge dve grupe,
korisnici domskog smestaja u veCem broju sluc¢ajeva imali su ranija izdvajanja
iz porodice (44.2%), a kod njihovih roditelja ucestalije su prisutni psiholoski
problemi (39.5%), zloupotreba supstanci (22.1%) i upuéivanje na izvrSenje
zatvorske kazne (9.3%).

Na teritoriji Republike Srbije postoje tri ustanove za vaspitanje dece i
omladine — u Beogradu, Nisu i KnjaZevcu. U periodu 2013-2024. godine u
ustanove za vaspitanje primljeno je izmedu 36 1 65 korisnika na godi$njemnivou,
sa ve¢om zastupljeno$c¢u korisnika koji su upuéeni od organa starateljstva (58.2—
75.3%) u odnosu na korisnike sa izreCenom vaspitnom merom (24.7-41.8%)
(Republicki zavod za socijalnu zastitu [RZSZ], 2024). Podaci o porodicnim
karakteristikama dece i mladih na smestaju u ustanovama za vaspitanje veoma
su oskudni. Prema izvestaju Republickog zavoda za socijalnu zastitu za 2021.
godinu, pre prijema u ustanovu 34.5% korisnika koji su upuceni na osnovu
odluke organa starateljstva i 77.8% korisnika sa izre¢enom vaspitnom merom
zivelo je u bioloskoj porodici (RZSZ, 2022). Rezultati istrazivanja koje je
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radeno u ustanovi za vaspitanje u Beogradu pokazuju da je polovina korisnika
pre prijema Zivela sa bioloskim roditeljima, a gotovo dve tre¢ine iskusilo je
zlostavljanje i zanemarivanje u porodici (Zuni¢-Pavlovi¢ i Durisi¢, 2024).

Cilj

Cilj ovog istrazivanja je utvrdivanje karakteristika porodice korisnika na
smestaju u ustanovi za vaspitanje dece i omladine. U okviru ovako definisanog
cilja ispitane su razlike u porodi¢nim karakteristikama izmedu korisnika
upucenih na osnovu odluke organa starateljstva i korisnika sa izreCenom
vaspitnom merom upucéivanje u vaspitnu ustanovu. Prisustvo negativnih
porodi¢nih karakteristika ukazuje na to da je u ovim slucajevima potrebno
primeniti usluge koje nisu usmerene samo na potrebe korisnika ve¢ i njihovih
porodica. Rezultati ovog istrazivanja mogu biti znacajni kako za prevenciju
izmesStanja dece i mladih iz porodice, tako i1 za planiranje odgovarajucih
intervencija za porodice korisnika na smestaju.

Metode

Uzorak

Istrazivanje je radeno u Zavodu za vaspitanje dece i omladine Beograd. U
uzorak su ukljuceni svi korisnici primljeni u Zavod u periodu od 1. 1. 2020. do 31. 12.
2024. godine. U navedenom periodu primljeno je 55 korisnika uzrasta na prijemu od
12 do 20 godina (4S = 15.00, SD = 1.85), oba pola (72.7% muski, 27.3% zenski). Od
ukupnog broja korisnika, 34 (61.8%) upuceno je u Zavod na osnovu odluke nadleznog
organa starateljstva, a 21 (38.2%) na osnovu sudski izre¢ene vaspitne mere. Poduzorak
korisnika koje je uputio organ starateljstva ¢ini 23 (67.6%) decaka i 11 (32.4%)
devojcica, a poduzorak korisnika sa izreCenom vaspitnom merom 17 (81.0%) decaka
i Cetiri (19.0%) devojice. Nema znacajne razlike u polnoj strukturi dva poduzorka
korisnika (y* = 1.16, df = 1, p = .224). Dva poduzorka korisnika znacajno se razlikuju
prema uzrastu na prijemu u Zavod (¢ = 6.85, df = 53, p < .001). Korisnici sa izrecenom
vaspitnom merom su stariji (4S5 = 16.60, SD = 1.52) u odnosu na korisnike koje je uputio
organ starateljstva (4S5 = 14.01, SD = 1.25). Ova razlika je ocekivana s obzirom na to da
se vaspitna mera moze izre¢i licima koja su navrsila 14 godina.

Instrumenti i procedure

Uzorak je formiran na osnovu uvida u mati¢nu knjigu u koju se unose osnovni
podaci o svim primljenim korisnicima, ukljuuju¢i i datum prijema. Podaci o
demografskim i porodi¢nim karakteristikama dece i mladih prikupljeni su analizom
sadrzaja dosijea korisnika. Analizu dokumentacije i prikupljanje potrebnih podataka
obavio je prethodno obucen istrazivaé, student doktorskih studija.
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Kreiran je poseban instrument za prikupljanje podataka iz dokumentacije koji se
sastoji iz tri dela: osnovne informacije o korisniku, porodi¢ni status i porodi¢ni rizi¢ni
faktori. Prvi deo sadrzi osnovne informacije o korisniku: pol (muski ili zenski), uzrast
na prijemu (u godinama) i nacin upucivanja (na osnovu odluke organa starateljstva ili
izreCene vaspitne mere). Drugi deo ukljucuje podatke o porodi¢nom statusu korisnika:
smestaj pre prijema (ziveo/la sa roditeljima ili drugo), ranije izmeStanje korisnika iz
porodice (ne ili da) i liSenje roditeljskog prava (ne ili da). Tre¢i deo sadrzi podatke
o prisustvu slede¢ih porodi¢nih riziénih faktora: nizak socioekonomski status
(ostvarivanje prava na materijalnu podrsku), zlostavljanje i/ili zanemarivanje deteta
i problemi roditelja (partnersko nasilje, zloupotreba supstanci, mentalni poremecaji i
kriminalno ponasanje). Varijable koje opisuju porodi¢ne rizi¢ne faktore kodirane su
kao ne ukoliko dato obeleZje nije prisutno ili kao da ukoliko je prisutno.

Obrada podataka

Podaci su obradeni pomocu statistickog programa SPSS Statistic 23. U
obradi podataka kori$¢ena je deskriptivna statistika (ucestalost, aritmeticka sredina i
standardna devijacija). Za testiranje znacajnosti razlika u porodi¢nim karakteristikama
izmedu dva poduzorka korisnika kori$¢en je hi-kvadrat test.

Izjava o eti¢nosti

Istrazivanje je sprovedeno uz saglasnost uprave Zavoda za vaspitanje dece i
omladine Beograd. Proces prikupljanja, obrade i Cuvanja podataka sproveden je u skladu
sa Zakonom o zastiti podataka o liCnosti i etiCkim standardima nau¢nog istrazivanja.
Radi obezbedivanja poverljivosti i integriteta podaci iz dosijea korisnika prikupljeni
su i analizirani u anonimizovanom obliku, na na¢in koji onemogucava identifikaciju
osobe na koju se odnose. Podaci u papirnoj formi unisteni su nakon unosa u program
za statisticku obradu. Podaci ¢e se Cuvati pet godina nakon zavrsetka istrazivanja na
zaSticenim racunarima i eksternoj memoriji.

Rezultati

Tabela 1 sadrzi podatke o porodi¢nim karakteristikama za ceo uzorak.
Manje od polovine korisnika (41.8%) zivelo je sa roditeljima pre prijema u
Zavod, dok su ostali bili na smestaju u srodni¢koj porodici (7.3%), hraniteljskoj
porodici (25.5%) ili domu (25.5%). Vise od tri ¢etvrtine maloletnika (76.4%)
bilo je ranije jednom ili viSe puta izdvojeno iz porodice. Roditelji blizu
polovine maloletnika (47.3%) liSeni su roditeljskog prava. Polovina korisnika
(50.9%) potice iz porodica koje su ostvarile pravo na materijalnu podrsku.
Preko 60.0% korisnika iskusilo je zlostavljanje i/ili zanemarivanje u porodici.
Problemi roditelja zabeleZeni su kod vise od dve trecine korisnika (67.3%), sa
najvecom ucestaloS¢u zloupotrebe supstanci i mentalnih poremecaja, a zatim
kriminalnog ponaSanja i partnerskog nasilja.
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Tabela 1
Porodicne karakteristike korisnika iz uzorka (N = 55)
Varijabla f %
Ziveo/la sa roditeljima 23 41.8
Ranije izmestanje iz porodice 42 76.4
Lisenje roditeljskog prava 26 473
Nizak socioekonomski status 28 50.9
Zlostavljanje i/ili zanemarivanje deteta 34 61.8
Problemi roditelja 37 67.3
partnersko nasilje 8 14.5
zloupotreba supstanci 14 25.5
mentalni poremecaji 11 20.0
kriminalno ponaSanje 9 16.4

U Tabeli 2 zasebno su prikazani podaci o porodi¢nim karakteristikama
za dva poduzorka korisnika, kao 1 rezultati hi-kvadrat testa kojim je ispitana
znacajnost razlika. Znacajna razlika nadena je u pogledu prethodnog smestaja
korisnika (y*> = 8.62, df= 1, p = .004). Vecina korisnika sa izre¢enom vaspitnom
merom zivela je pre prijema sa svojim roditeljima, za razliku od korisnika
upucenih na osnovu odluke organa starateljstva koji su u vecini slucajeva
bili na drugoj vrsti smestaja. Veca ucestalost ranijeg izmestanja iz porodice i
liSenja roditeljskog prava nadena je kod korisnika upucenih na osnovu odluke
organa starateljstva, ali te razlike nisu znacCajne. Izmedu dva poduzorka
nema znacajne razlike u zastupljenosti korisnika koji poticu iz porodica sa
niskim socioekonomskim statusom. Znacajna razlika nadena je za izlozenost
zlostavljanju i/ili zanemarivanju u porodici, koje je ucestalije u poduzorku
korisnika upuéenih na osnovu odluke organa starateljstva (x> =5.17, df=1,p =
.024). Problemi roditelja, posmatrano ukupno i pojedinac¢no, ucestaliji su kod
korisnika upucenih na osnovu odluke organa starateljstva. Treba napomenuti
da je razlika u ucestalosti problema roditelja na granici statisticke znacajnosti
(¥*=3.42,df=1, p=.061).
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Tabela 2
Razlike u porodicnim karakteristikama izmedu dva poduzorka korisnika

Odluka organa Izrecena vaspitna

Vari starateljstva mera e
arijabla (N =34) (N =21) =1
f % f %

Ziveo/la sa roditeljima 9 26.5 14 66.7 8.62"
Ranije izmestanje iz porodice 28 824 14 66.7 1.77
Lisenje roditeljskog prava 18 52.9 8 38.1 1.15
Nizak socioekonomski status 17 50.0 11 524 0.03
Zlostavljanje 1/ili zanemarivanje deteta 25 73.5 9 429 517
Problemi roditelja 26 76.5 11 524 3.42

zloupotreba supstanci 10 29.4 4 19.0

mentalni poremecaji 8 235 3 14.3

kriminalno ponaSanje 8 235 1 4.8

partnersko nasilje 5 14.7 3 14.3
Napomena: * p <.05, ™ p < .01

Diskusija

Ovo istrazivanje usmereno je na porodi¢ne karakteristike korisnika na
smestaju u ustanovama za vaspitanje dece i omladine. Oc¢ekivano, dobijeni
rezultati pokazuju da su deca i mladi na smestaju u Zavodu za vaspitanje dece
i omladine Beograd odrastali u izuzetno nepovoljnom porodi¢nom okruzenju.
Veliki broj njih je pre prijema iskusio izdvajanje iz porodice, siromastvo,
zlostavljanje 1 zanemarivanje i probleme roditelja. U ovom istrazivanju
komparirane su dve grupe korisnika koje se razlikuju prema nacinu
upucivanja: korisnici upuceni na osnovu odluke organa starateljstva i korisnici
sa izreCenom vaspitnom merom. Ukupno posmatrano, nalazi sugeriSu da su
korisnici upuceni na osnovu odluke organa starateljstva ugrozeniji prisustvom
viSestrukih porodi¢nih rizi¢nih faktora. Znacajne razlike izmedu dve grupe
nadene su u pogledu tipa smestaja pre prijema u ustanovu i zlostavljanja i
zanemarivanja u porodici.

Rezultati ovog istrazivanja pokazuju da je pre smestaja u Zavod 76.4%
korisnika iskusilo barem jedno izdvajanje iz porodice, a 58.2% nije Zivelo sa
roditeljima neposredno pre prijema. U studijama koje su radene na sli¢nim
uzorcima ucestalost prethodnog izdvajanja iz porodice je jo§ veca i krece se u
opsegu 84.0—-100.0% (Aguila-Otero et al., 2024; Baker & Curtis, 2006; Connor
et al., 2004; Griffith et al., 2009), a zastupljenost korisnika koji nisu ziveli sa
svojim roditeljima varira u opsegu 43.0-79.7% (Connor et al., 2004; Griffith
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et al., 2009; Pronk et al., 2021; Sabaté-Tomas et al., 2020; Van Hecke et al.,
2022). Korisnici koji pre prijema nisu ziveli sa roditeljima u vecini slucajeva
dolaze iz hraniteljskog ili domskog smestaja, Sto odgovara rezultatima drugih
istrazivanja (Jaggi et al., 2021; Pronk et al., 2021; Sabaté-Tomas et al., 2020).
Ovaj nalaz sugeriSe da upucivanje u ustanovu za vaspitanje predstavlja krajnje
reSenje, nakon neuspeha drugih vidova smestaja u sistemu socijalne zastite.
Dva poduzorka korisnika znacajno se razlikuju prema prethodnom smestaju,
tako sto korisnici upucéeni na osnovu odluke organa starateljstva u ve¢em broju
slucajeva nisu ziveli sa roditeljima. U ovom poduzorku zabeleZena je i veca
ucestalost ranijeg izmeStanja iz porodice, mada ova razlika nije znacajna.
Ostali nalazi ovog istrazivanja ukazuju na to da su korisnici upuéeni na
osnovu odluke organa starateljstva u vecoj meri izlozeni porodi¢nim rizi¢nim
faktorima, $to je moglo uticati na ucestalije izdvajanje iz porodice. Treba
imati u vidu da su ovi korisnici zna¢ajno mladi od korisnika sa izreCenom
merom, pa dobijeni nalazi mogu sugerisati da su se posledice odrastanja u
disfunkcionalnoj porodici kod njih ranije javile ili da su ranije otkrivene.

U skladu s tim je i nalaz da su roditelji 47.3% dece i mladih iz uzorka
liseni roditeljskog prava, a u vecem broju slucajeva u pitanju su korisnici
upuceni od organa starateljstva. Zvanic¢ni podaci za 2022. godinu pokazuju
da su prema svim korisnicima vaspitnih ustanova upucenim od organa
starateljstva primenjene mere starateljske zastite, dok je 53.3% korisnika
sa izreCenom vaspitnom merom pod starateljstvom centra za socijalni rad
ili srodnika (RZSZ, 2023). Autori inostranih studija navode da 45.3—83.0%
korisnika primljenih u ustanove za decu i mlade sa problemima ponasanja
ostaje pod starateljstvom bioloskih roditelja (Connor et al., 2004; Griffith et al.,
2009; Herbell et al., 2022; Preyde et al., 2011).

Prema rezultatima ovog istrazivanja, porodice 50.9% korisnika su
niskog socioekonomskog statusa. U sli¢nim inostranim studijama zabeleZena
ucestalost finansijskih problema u porodici iznosi 36.7-66.5% (Griffith et
al., 2009; Harder et al., 2017, Van Hecke et al., 2022). Prethodna istrazivanja
pokazala su da je siromastvo povezano sa drugim porodi¢nim rizi¢nim
faktorima, kao $to su zanemarivanje dece, zloupotreba supstanci i zdravstveni
problemi roditelja (Fernandez et al., 2019), pa moZe povecati rizik izdvajanja
deteta iz porodice. Model porodicnog stresa jedno je od najistaknutijih
objasnjenja negativnog uticaja niskog socioekonomskog statusa na razvoj
problema ponasanja deteta. Naime, nedostatak materijalnih sredstava izaziva
stres kod roditelja, $to dovodi do porodic¢nih konflikata, smanjenja roditeljskih
kapaciteta i indiferentnosti u odnosu prema detetu (Gard et al., 2020). Nadena
je nesto veca zastupljenost niskog socioekonomskog statusa porodice kod
korisnika sa izre¢enom vaspitnom merom u odnosu na korisnike upucene
od organa starateljstva. U literaturi je kontinuirana izloZenost siromastvu od
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ranog detinjstva predstavljena kao znacajan prediktor delinkvencije (Jarjoura
et al., 2002; Loeber et al., 1995, prema Farrington, 2005; Pyle et al., 2020).

Preko 60.0% dece i mladih u ustanovi za vaspitanje ima iskustvo
zlostavljanja i/ili zanemarivanja u porodici, Sto je znatno vise u poredenju sa
drugim istrazivanjima u kojima se zastupljenost krec¢e u opsegu 23.3—-47.0%
(Aguila—Otero et al., 2024; Connor et al., 2004; Griffith et al., 2009; Mercera
et al., 2024). Moguce objasnjenje razlika u dobijenim podacima je to da su
prilikom prikupljanja podataka za potrebe ovog istrazivanja u obzir uzeti svi
navodi o zlostavljanju i zanemarivanju, bez obzira na to da li su zvani¢no
potvrdeni ili ne. Rezultati brojnih studija konzistentno pokazuju da zlostavljanje
1 zanemarivanje u porodici povecava rizik od delinkventnog ponasSanja, ali
da je za razumevanje ove veze vazno uzeti u obzir i druge faktore (Braga et
al., 2017; Wilson et al., 2009). U ovom istrazivanju nadeno je da su Korisnici
upuceni na osnovu odluke organa starateljstva znacajno ucestalije izlozeni
zlostavljanju i zanemarivanju u odnosu na korisnike sa izreCenom merom.
Treba imati u vidu da su korisnici upuceni od organa starateljstva u ve¢em broju
slucajeva prethodno bili na smestaju u sistemu socijalne zastite. Autori dva
sistematska pregleda istiCu da smestaj u sistemu moze povecati verovatnocu
za delinkventno ponaSanje dece i mladih koji su pretrpeli zlostavljanje i
zanemarivanje u porodici (Malvaso et al., 2016; Yoon et al., 2018).

Nalazi ove studije ukazuju na to da vise od dve tre¢ine roditelja korisnika
ima probleme koji ozbiljno ugrozavaju njihovo funkcionisanje i roditeljske
kapacitete. Prethodna istrazivanja pokazuju da se ucestalost zloupotrebe
supstanci roditelja krece u opsegu 14.1-51.0%, mentalnih poremecaja 12.5—
54.7%, kriminalnog ponaSanja 21.1-24.6%, a partnerskog nasilja 23.0-39.0%
(Aguila-Otero et al., 2024; Griffith et al., 2009; Harder et al., 2017; Mercera et
al., 2024). Moze se reci da se nalazi ovog istrazivanja o ucestalosti zloupotrebe
supstanci i mentalnih poremecaja roditelja uklapaju u dati opseg, dok je
ucestalost kriminalnog ponasanja roditelja i partnerskog nasilja nesto niza.
Prethodne studije sugeriSu da svedoCenje partnerskom nasilju roditelja u
detinjstvu predstavlja rizi¢ni faktor za delinkventno ponasanje u adolescenciji
(Wilson et al., 2009). Deca koja su prisustvovala partnerskom nasilju ne
razlikuju se od dece koja su iskusila fizicko zlostavljanje u porodici u pogledu
negativnih razvojnih ishoda, ukljucujuéi agresiju i druga eksternalizovana
ponasanja (Kitzmann et al., 2003). Postoje empirijski dokazi da zloupotreba
supstanci roditelja povecava verovatnocu za probleme ponasanja deteta tako $to
utice na povezanost roditelja i deteta, komunikaciju i ukupan kvalitet odnosa
(McGovern et al., 2020). Zloupotreba supstanci povecava rizik od negativnih
roditeljskih ponaSanja, kao Sto su razdrazljivost, stroga disciplina, nizak
nivo ukljucenosti i nedovoljna briga (Schroeder et al., 2006). Psihopatologija
roditelja, zajedno sa viSim nivoom stresa, takode negativno uti¢e na vestine
roditeljstva i kvalitet odnosa sa detetom (Harder et al., 2017). S druge strane,
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deca roditelja sa mentalnim poremecajima Ce$¢e dozivljavaju i ispoljavaju
negativne emocije, $to nepovoljno utice na njihov razvoj i ponasanje (Van Loon
et al., 2014). Na kraju, brojne studije ukazuju na povisen rizik od delinkvencije
kod dece roditelja sa kriminalnim ponasanjem (Besemer et al., 2017). Postoje
razlicita objasnjenja za intergeneracijsko prenosenje antisocijalnog ponasanja,
ukljucujuéi genetske uticaje, kontinuiranu izlozenost visestrukim rizi¢nim
faktorima, direktan uticaj clanova porodice, neadekvatan roditeljski nadzor i
nekonzistentnu disciplinu, etiketiranje i predrasude policije prema kriminalnim
porodicama (Farrington, 2005).

Vazno je ista¢i odredena ograniCenja ovog istrazivanja. Glavno
ogranicenje koje utice na generalizaciju dobijenih rezultata jeste ukljucivanje
u istrazivanje samo jedne ustanove za vaspitanje i relativno malog broja njenih
korisnika. Kako bi se dobili potpuniji podaci o porodi¢nim karakteristikama
ove kategorije korisnika, narednim istrazivanjima treba obuhvatiti sve tri
ustanove u Srbiji. Drugo ograni¢enje koje je moglo uticati na kvantitet i kvalitet
podataka jeste upotreba sluzbene dokumentacije, odnosno dosijea korisnika
kao jedinog izvora informacija. Dobro bi bilo da se u budu¢im studijama
dobiju podaci od korisnika i njihovih roditelja, koji bi upotpunili sliku o
porodi¢nim karakteristikama deteta na prijemu u ustanovu. Na taj nacin mogle
bi se ukljuciti i karakteristike koje nisu uvek dostupne u dokumentaciji, poput
vestina roditeljstva i porodi¢nih interakcija.

Dobijeni rezultati ukazuju na potrebu za ukljucivanjem porodice u
tretman dece i mladih u ustanovama za vaspitanje. Smatra se da je praksa
usmerena na porodicu, koja ukljuuje porodi¢nu terapiju, unapredivanje
roditeljskih vestina, uklju¢ivanje roditelja u planiranje tretmana, podsticanje
kontakata roditelj — dete 1 izgradnju snazne alijanse roditelja i osoblja najbolji
model usluga za decu i mlade sa problemima ponaSanja na domskom smestaju
(Tang et al., 2023).

Zakljucak

Ovo istrazivanje pokazuje da deca i mladi na smesStaju u ustanovama
za vaspitanje dolaze iz porodica sa visSestrukim i kompleksnim potrebama.
Dodatno, nadene su izvesne razlike u porodi¢nim karakteristikama u
zavisnosti od nacina upucivanja koje ukazuju da su korisnici upuceni od
organa starateljstva izloZeniji uticaju porodi¢nih rizi¢nih faktora u odnosu
na korisnike sa vaspitnom merom. Dobijeni nalazi sugeriSu da u programe
tretmana u ustanovama za vaspitanje treba inkorporirati usluge podrske
porodici, posebno ukoliko se planira povratak maloletnika u porodicu nakon
otpusta.
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Family characteristics of children and youth
in educational institutions
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Introduction. Family plays a crucial role in a child’s development. Different family
circumstances, interactions, attitudes, and behaviors shape a child’s life. Previous
research suggests that the family environment of children who are in residential care
within the social welfare system is characterized by a large number of risk factors and
functioning problems. Objective. The objective of this research was to determine certain
family characteristics of users placed in an institution for the education of children
and youth. The paper examines the differences in family characteristics between those
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referred by the decision of the Social Services Agency and those on educational measure.
Methods. The current research included users of the Institute for the Education of Children
and Youth in Belgrade admitted in the period 2020-2024. The sample consisted of 55
children and youth aged 12-20 years, both boys and girls. The data was collected through
the analysis of case records, using an instrument that was specifically constructed for this
research. Results. Children and youth admitted to the educational institution come from
families characterized by low socioeconomic status (50.9%), child maltreatment (61.8%),
and pronounced problems of parents (67.3%). The two categories differ significantly
in terms of the type of placement prior to admission to the institution and exposure to
maltreatment in the family of origin. Conclusion. The results of the research suggest that
treatment programs in educational institutions should focus more on interventions and
support services for the families of children and youth admitted.

Keywords: family, residential care, child welfare system, educational measures
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Jacanje kapaciteta porodica kroz program WHO
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Uvod: Program WHO Caregiver Skills Training (CST), razvijen u saradnji WHO i
organizacije Autism Speaks, temelji se na principima pozitivnog roditeljstva, razvojno-
bihevioralnim strategijama i ucenju u prirodnim kontekstima. U literaturi nalazimo
studije koje potvrduju efikasnost ovog programa u unapredenju komunikacije, socijalne
interakcije i adaptivnih ponasanja dece, kao i u jacanju roditeljskih kompetencija i
blagostanja. Cilj: Cilj istrazivanja bio je da se ispitaju percipirani efekti primene programa
WHO Caregiver Skills Training (CST) u Srbiji iz ugla roditelja koji su ucestvovali u
grupnim radionicama i individualnim sesijama tokom pilot implementacije. Mefod: U
uzorak je bilo ukljuceno 32 roditelja dece uzrasta od dve do sedam godina sa razvojnim
kaSnjenjem i poremecajima iz spektra autizma. Podaci su prikupljeni primenom onlajn
upitnika koji je obuhvatio tri domena: roditeljske vestine i ponasanja, razvoj i ponasanje
deteta, te subjektivno blagostanje roditelja. Kvantitativni podaci prikupljeni su putem
skala Likertovog tipa, sa vise stavki koje su reprezentovale svaki od navedenih domena.
Takode, putem dva pitanja otvorenog tipa u okviru upitnika, kao i kroz dopunske
komentare roditelja zabelezene tokom evaluacionih razgovora. Rezultati: Rezultati
pokazuju da roditelji visoko ocenjuju korisnost programa, posebno u pogledu primene
naucenih strategija u svakodnevnim aktivnostima, unapredenja komunikacije sa detetom
i povecanja samopouzdanja u roditeljskoj ulozi. Pored toga, roditelji su u znacajnoj
meri benefite ovog programa prepoznali u unapredenju interakcija sa drugima kod
svog deteta, smanjenju pojave izazovnih ponasanja i uoéenim pozitivnim promenama u
porodi¢nim rutinama. Takode je uo¢eno smanjenje osecaja bespomocnosti i izolovanosti
kod ispitanika. Zakljucak: Nalazi su u skladu sa rezultatima drugih studija iz sveta koje
potvrduju efektivnost programa CST u unapredenju ranog razvoja i jacanju roditeljskih
kompetencija. lako ovo istrazivanje ima svojih ograni¢enja, mozemo zakljuciti da je
CST kulturoloski prilagodljiv i odrziv u nasem kontekstu i da ima potencijal da postane
sastavni deo sistema rane intervencije u Srbiji.

Kljucne reci: rana intervencija, roditeljska podrska, razvojne smetnje, porodi¢no
orijentisana praksa
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Uvod

Rana intervencija zasniva se na uverenju da su porodica i prirodno
okruzenje centralno mesto detetovog uCenja i razvoja. Kvalitet porodi¢nih
odnosa i1 svakodnevnih interakcija predstavlja osnovu razvoja detetovih
komunikacijskih, socijalnih i emocionalnih vestina (Ili¢, 2021). Ekoloski
model razvoja (Bronfenbrenner, 1979) naglaSava da su razvojni ishodi rezultat
dinami¢nih interakcija izmedu deteta i razli¢itih sistema koji ga okruzuju,
dok savremene medunarodne smernice preporucuju primenu porodi¢no
orijentisanih, intersektorskih i razvojno utemeljenih modela podrske (Division
for Early Childhood, 2014; Dunst et al., 2014).

Sustina porodi¢no orijentisane prakse ogleda se u aktivnom ukljucivanju
roditelja u proces postavljanja ciljeva, planiranja i evaluacije intervencije (Dunst
et al., 2001; Espe-Sherwindt, 2008). Programi koji roditeljima omoguéavaju
ucenje kroz svakodnevne rutine imaju dokazanu vrednost u jaanju njihove
kompetentnosti i osecaja kontrole (Swanson et al., 2011).

Program WHO Caregiver Skills Training (CST), razvijenusaradnji WHO
i organizacije Autism Speaks, temelji se na principima pozitivnog roditeljstva,
razvojno-bihevioralnim strategijama i ucenju u prirodnim kontekstima (WHO,
2019; WHO, 2022). Nalazi brojnih studija potvrduju njegovu efikasnost u
unapredenju komunikacije, socijalne interakcije i adaptivnih ponasanja dece,
kao i u jacanju roditeljskih kompetencija i blagostanja porodice (Salomone et
al., 2019; Seng et al., 2022; Tekola et al., 2020).

Program je u Srbiji uveden 2019. godine, uz podrsku UNICEF-a,
Instituta za mentalno zdravlje i Saveza za autizam Srbije (Glumbi¢ et al., 2022).
Medutim, iako su preliminarni nalazi obecavajudi, sistematska empirijska
istrazivanja o efektima programa u lokalnom kontekstu su ogranicena.

Cilj
Cilj ovog istrazivanja bio je da se ispitaju percipirani efekti programa
CST u Srbiji iz perspektive roditelja koji su prosli kroz grupne radionice i
individualne sesije, kao i da se proceni potencijal programa za integraciju u
sistem rane intervencije.

Metod

Uzorak

U istrazivanju je ucestvovalo 32 ispitanika, roditelja dece sa razvojnim
kasnjenjem ili poremecajem iz spektra autizma uzrasta od dve do sedam godina.Vecinu
uzorka ¢inile su majke (n=27; 84.4%), dok je manji broj uéesnika bio muskog pola (n=15;
15.6%). Uzorak je formiran od roditelja koji su pohadali program WHO Caregiver Skills
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Training (CST) u okviru nacionalne pilot implementacije u Beogradu, Novom Sadu i
Nisu. U istrazivanje su ukljuceni roditelji koji su prisustvovali na najmanje 70% grupnih
radionica i u¢estvovali u najmanje jednoj individualnoj kuénoj poseti u okviru programa,
¢ija su deca imala razvojno kasnjenje, autizam ili sumnju na razvojni poremecaj i koji su
dali saglasnost za anonimno uces¢e u istrazivanju. Uzorak je pogodnog tipa i formiran
je u saradnji sa lokalnim timovima koji su realizovali CST program.

Instrument

Podaci su prikupljeni instrumentom kreiranim za potrebe ovog istrazivanja, na
osnovu metodologije kori§¢ene u drugim studijama u kojima su se proveravali efekti
CST programa u lokalnim sredinama (Salomone et al., 2019; Seng et al., 2022; Tekola
et al., 2020). Instrument za prikupljanje podataka bio je onlajn upitnik koji je sadrzao
ukupno 20 pitanja. Prvi deo upitnika odnosio se na sociodemografske i kontekstualne
karakteristike ispitanika (npr. odnos prema detetu, bracni status, obrazovanje,
karakteristike deteta i vrste podrske koje dete prima), dok je drugi deo obuhvatao
skalu procene efekata programa. Pored toga, sadrzao je i dva pitanja otvorenog tipa,
namenjena prikupljanju podataka o iskustvima roditelja sa CST programom, opaZenim
promenama u svakodnevnim porodi¢nim rutinama i opstem utisku o programu.

Skala procene efekata programa sastojala se od 11 tvrdnji koje su roditelji
procenjivali na petostepenoj Likertovoj skali (od 1 =uopste se ne slazem do 5 = potpuno
se slazem, odnosno od 1 = uopste nisam zadovoljan/na do 5 = veoma sam zadovoljan/
na). Stavke su osmisljene tako da obuhvate medusobno povezane aspekte roditeljskog
funkcionisanja, opazenih promena u ponasSanju i razvoju deteta, kao i subjektivnog
doZivljaja roditelja nakon uce$¢a u programu, omogucavajuci sagledavanje efekata
programa kroz promene u svakodnevnim interakcijama, primeni naucenih strategija
u rutinskim situacijama, kvalitetu komunikacije i ponasanja deteta, kao i kroz osecaj
roditeljske kompetentnosti i dozivljaj socijalne podrske.

Procedura

Istrazivanje je sprovedeno nakon zavrSetka grupnih i individualnih sesija
u okviru CST pilot programa. Roditelji su imejlom dobili poziv za ucesée i link za
popunjavanje upitnika. Popunjavanje je bilo anonimno, dobrovoljno i prosecno je
trajalo oko 12 minuta.

Pre prikupljanja podataka svim ucesnicima pruzena je informacija o cilju
istrazivanja, obezbedena anonimnost i pribavljen informisani pristanak. U skladu
sa eti¢kim principima istrazivanja u oblasti specijalne edukacije i rehabilitacije,
ucéesce je bilo dobrovoljno, uz moguénost povlacenja u bilo kom trenutku, pri ¢emu
su prikupljani isklju¢ivo osnovni demografski podaci, a svi podaci tretirani su kao
poverljivi. Realizacija CST programa odvijala se kroz devet grupnih radionica i tri
individualne kuéne posete koje su vodili obuceni facilitatori (psiholozi, specijalni
pedagozi i logopedi). Istrazivanje je sprovedeno u poslednjoj fazi pilot-ciklusa kako bi
se obezbedila procena kratkoro¢nih efekata programa iz ugla roditelja.
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Etika istraZivanja

Istrazivanje je sprovedeno u skladu sa Helsinskom deklaracijom i etickim
smernicama Univerziteta u Beogradu. Svi u€esnici dali su informisanu saglasnost pre
popunjavanja upitnika. Ovaj tip istrazivanja, koji ne prikuplja osetljive licne podatke
i ne ukljucuje direktno decu, prema pravilniku ne zahteva posebno odobrenje etickog
odbora, ali je sproveden u skladu sa standardima zastite privatnosti i prava ucesnika.

Rezultati

Analiza podataka pokazala je da su roditelji u proseku visoko ocenili
sve domene programa CST. NajviSe su ocenjeni domeni koji se odnose na
primenu strategija i roditeljske vestine, dok su nesto nize (ali i dalje pozitivne)
ocene dobijene u domenu redukcije izazovnih ponaSanja deteta.

Tabela 1

Prosecne ocene roditelja po domenima programa CST (N = 32)
Domen procene M SD
Primena strategija u svakodnevnim rutinama 4.63 0.54
Unapredenje komunikacije i interakcije 4.41 0.61
Redukcija izazovnih ponasanja deteta 4.09 0.72
Roditeljsko samopouzdanje i kompetentnost 4.58 0.57
Smanjenje roditeljskog stresa 4.27 0.66

Napomena. Procene su na petostepenoj Likertovoj skali (1 = uopste ne, 5 = u velikoj meri).
Svi proseci su u pozitivnom opsegu.

Roditelji suunajvecoj meriistakli poboljSanja u komunikaciji i interakciji
deteta (81%) 1 unapredenje sopstvene sigurnosti i doslednosti u pristupu detetu
(88%). Poboljsanja u porodi¢nim rutinama prijavilo je 75% ucesnika, dok je
69% navelo da se smanjio subjektivni osec¢aj stresa i bespomocnosti.

Tabela 2
Najcesce prijavijeni efekti CST programa (N = 32)

Domen efekta Opis promene % roditelja

Dete ¢eSce inicira kontakt;

Komunikacija i interakcija . o 81%
koristi gestove i reci
o " Veca upornost, doslednost i sigurnost
Roditeljske vestine P gu 88%
u radu sa detetom
. . Manje konflikata 1 stresa tokom obroka,
Porodi¢ne rutine . J ! 75%
igre i nege
.o . Vecéa motivacija, manja izolovanost i
Roditeljsko blagostanje ), maty 69%

osecaj kontrole
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Tabela 3

Tematski obrasci u iskustvima roditelja nakon uces¢a u CST programu
Teme Opis

Primenljivost u Roditelji isti¢u da su naucene strategije lako primenljive u
svakodnevnim svakodnevnim aktivnostima kao $to su igra, obroci, nega i
rutinama oblacenje

Unapredeno Ucesnici navode bolje prepoznavanje i tumacenje detetovih

razumevanje detetovih signala, $to doprinosi kvalitetnijoj komunikaciji i interakeiji
potreba

Podrska i osecaj Grupne aktivnosti doprinose osecaju prihvaéenosti, razmeni
zajednistva iskustava i smanjenju socijalne izolacije roditelja

JaCanje roditeljske Roditelji izvestavaju o poveéanom osecaju kompetentnosti,
samoefikasnosti sigurnosti i kontroli u suo€avanju sa svakodnevnim izazovima

Kao §to je prikazano u Tabeli 3, identifikovana su dCetiri klju¢na
tematska obrasca koji opisuju iskustva roditelja nakon uc¢es¢a u CST programu.
Nalazi ukazuju na visoku primenljivost strategija u svakodnevnim rutinama,
unapredeno razumevanje detetovih potreba, kao i znacaj socijalne podrske i
jacanja roditeljske kompetentnosti. Ovi rezultati dopunjuju kvantitativne nalaze
i potvrduju visedimenzionalni uticaj programa na funkcionisanje porodice.

Diskusija

Rezultati istrazivanja pokazuju da program WHO Caregiver Skills
Training (CST) u Srbiji ima znacajan pozitivan uticaj na roditelje i decu sa
razvojnim kasnjenjem i smetnjama. Ucesnici su posebno istakli povecanu
sigurnost u komunikaciji sa detetom, bolju sposobnost prepoznavanja signala
1 dosledniju primenu naucenih strategija u svakodnevnim rutinama. Ovakvi
nalazi ukazuju da program uspesno ja¢a kompetencije roditelja, $to je u skladu
sa osnovnom namenom CST-a — da osnazi porodice kao primarne nosioce
podrske u razvoju deteta.

Poboljsanja u interakciji i smanjenju izazovnih pona$anja, prijavljena
kod vecine ucesnika, takode potvrduju da program ima efektivnu razvojnu
i bihevioralnu komponentu. Roditelji su navodili i smanjenje stresa,
bespomoc¢nosti i osecaja izolovanosti, $to ukazuje na psihosocijalne benefite
ucedcéa u programu.

Nalazi ovog istrazivanja visoko su uskladeni sa rezultatima iz drugih
zemalja u kojima je CST primenjivan. Studija iz Indije (Salomone et al., 2019)
pokazala je poboljSanja u roditeljskim vestinama i komunikaciji deteta, dok
je u Etiopiji potvrdena izvodljivost programa u kontekstima sa ograni¢enim
resursima (Tekola et al., 2020). U Hong Kongu je naglasena vaznost grupne
dinamike i osecaja zajedniStva (Wong & Chow, 2022), §to se poklapa sa
nalazima ovog istrazivanja o smanjenju izolacije kod roditelja. Evropske
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studije (Ferrante et al., 2022; Settanni et al., 2024) isti¢u da su efekti dosledni i
u onlajn i u formatima uZivo, $to dodatno potvrduje fleksibilnost CST modela.
Rezultati istrazivanja iz Srbije uklapaju se u ovaj medunarodni korpus,
potvrdujuci kulturnu adaptabilnost i efikasnost CST-a u lokalnom kontekstu.

U okviru teorijskih implikacija nalazi ovog istrazivanja podupiru
teorijske okvire koji naglasavaju centralnu ulogu porodice i prirodnog
okruzenja u razvoju deteta. Ekoloski model razvoja (Bronfenbrenner, 1979)
ukazuje da su procesi u neposrednom porodi¢nom okruzenju klju¢ni za razvoj,
Sto je potvrdeno kroz pozitivne promene u svakodnevnim interakcijama.

Jacanje roditeljske samoefikasnosti, pronadeno u ovom istrazivanju,
moze se tumaciti u okviru Bandurine teorije samoefikasnosti (Bandura,
1997), prema kojoj oseCaj kompetentnosti povecava motivaciju, strpljenje
i kvalitet angazmana u roditeljskoj ulozi. Sli¢no tome, nalazi o poboljSanju
rutina i participacije deteta uklapaju se u F-words framework (Rosenbaum &
Gorter, 2012), koji naglasava vaznost funkcije, porodice, prijateljstava, igre i
svakodnevnih aktivnosti za razvoj deteta.

U okviru prakti¢nih implikacija za sistem rane intervencije u Srbiji,
nalazi ovog istrazivanja imaju poseban znacaj za dalji razvoj usluga. Program
CST pokazao se kao pristupacan, kulturoloski prilagodljiv 1 odrziv model
koji moze da dopuni postojece profesionalne usluge, posebno u sredinama
sa ogranicenim resursima. Roditelji su naglasili pozitivne efekte u rutinskim
situacijama kao §to su obroci, igra i aktivnosti nege, $to je u skladu sa porodi¢no
orijentisanom praksom (Dunst et al., 2001; Espe-Sherwindt, 2008). S obzirom
na to da sistem rane intervencije u Srbiji jo§ uvek karakteriSu sektorska
podeljenost i ograni¢ena dostupnost usluga (Pejovi¢-Milovancevic et al., 2018),
rezultati ukazuju da CST moze da bude znacajan resurs u jacanju kapaciteta
lokalnih zajednica, kao i u smanjenju pritiska na specijalizovane sluzbe.

Program takode predstavlja dobar model za ukljuivanje
paraprofesionalaca i medusektorske saradnje, §to moze doprineti dugoro¢nom
razvoju i odrzivosti sistema rane intervencije.

Ogranicenja istraZivanja

Pored navedenih nalaza, vazno je razmotriti i ogranienja ovog
istrazivanja. Pre svega, veli¢inauzorka je relativno mala i nereprezentativna, §to
ogranicava moguénost generalizacije rezultata. Takode, podaci su zasnovani na
samoproceni roditelja, Sto moZze biti povezano sa subjektivnim pristrasnostima.
Izostanak kontrolne grupe ne omogucava da se uocene promene sa sigurnoscéu
pripisu iskljucivo efektima programa, dok su analizirane pretezno kratkorocne
promene, bez uvida u dugoro¢ne efekte. Uprkos navedenim ograni¢enjima,
rezultati pruzaju vazne preliminarne uvide u potencijalnu efektnost CST
programa u lokalnom kontekstu.
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Preporuke za buducéa istrazivanja

Polaze¢i od dobijenih nalaza i uocenih ogranicenja, namece se potreba
za daljim istrazivanjima koja bi omogucila dublje razumevanje efekata CST
programa. Buduce studije trebalo bi da ukljuce longitudinalni dizajn sa pracenjem
efekata u duzem vremenskom periodu, kao i vece i geografski raznovrsnije
uzorke. Takode, preporucuje se primena kombinovanih metodoloskih pristupa
koji integriSu kvantitativne i kvalitativne podatke, uz uvodenje kontrolnih grupa
i poredenje sa drugim modelima podrske. Dodatno, korisno bi bilo ispitati efekte
programa iz perspektive profesionalaca i facilitatora, kao i analizirati njegovu
implementaciju u ruralnim i niskoresursnim sredinama, ¢ime bi se dodatno
osnazila osnova za njegovo sistemsko unapredenje i Siru primenu.

Zakljucak

Rezultati ovog istrazivanja ukazuju da program WHO Caregiver
Skills Training (CST) predstavlja efikasan, kulturoloski prilagodljiv i odrziv
model podrske porodicama dece sa razvojnim kaSnjenjem i smetnjama
u razvoju u Srbiji. Roditelji koji su ucestvovali u programu izvestili su o
znacajnim poboljSanjima u komunikaciji i interakciji sa detetom, doslednijoj
primeni razvojno podrzavajuéih strategija u svakodnevnim rutinama, kao i
0 povecanju sopstvenog samopouzdanja i ose¢aja kompetentnosti. Takode je
utvrdeno smanjenje subjektivnog stresa i osecaja izolovanosti kod roditelja,
$to ukazuje da program ima viSestruke benefite, kako u domenu roditeljskog
funkcionisanja, tako i u kvalitetu porodicnih interakcija. Dobijeni nalazi u
skladu su sa medunarodnim istrazivanjima koja potvrduju efektivnost CST
programa i njegovu primenljivost u razli¢itim kontekstima. Uzimajuéi u obzir
potrebe sistema rane intervencije u Srbiji, preporucuje se nastavak Sirenja
programa u manje sredine, kontinuirana obuka facilitatora i institucionalna
podrska, kako bi CST postao sastavni deo odrzivog, porodi¢no orijentisanog
modela podrske ranom razvoju.
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Strengthening family capacities through the WHO Caregiver
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Introduction. The WHO Caregiver Skills Training (CST) program, developed in
collaboration between the WHO and the Autism Speaks organization, is based on the
principles of positive parenting, developmental-behavioral strategies, and learning
in natural contexts. International studies from India, Ethiopia, Hong Kong, and other
countries confirm its effectiveness in improving communication, social interaction,
and adaptive behavior of children, as well as in strengthening parental competence
and well-being. Aim. The aim of this study was to examine the perceived effects of
the WHO Caregiver Skills Training (CST) program in Serbia from the perspective of
parents who participated in group workshops and home visits during the national pilot
implementation. Method. The sample included 32 parents of children aged 2 to 7 years
with developmental delays and autism spectrum disorders. Data were collected through
an online questionnaire comprising three domains: caregiver skills and behaviors, child
development and behavior, and caregiver well-being, complemented by qualitative
comments gathered during evaluation interviews. Results. Findings indicate that parents
highly value the usefulness of the program, particularly its applicability to everyday
routines, improved communication with their children, and increased confidence in the
caregiving role. Most parents (87%) reported enhanced child interaction and reduced
challenging behaviors, while 75% observed improvements in daily family routines. A
notable reduction in feelings of helplessness and isolation was also reported. Conclusion.
The results align with international studies and confirm the effectiveness of CST in
enhancing early development and strengthening caregiver competence. The study
concludes that CST is culturally adaptable and sustainable in the Serbian context, with
the potential to become an integral part of the national early intervention system.

Keywords: early intervention, parental support, Caregiver Skills Training,
developmental disabilities, family-centered practice
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Encouraging children’s motivation for foreign
language learning in an inclusive educational context
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Introduction. Developmentally sensitive approaches underscore that motivation cannot
be examined in isolation from the educational environment, but should instead be
understood as emerging from the interaction among learners, teachers, and the broader
social context in which learning occurs. Aim. This review aims to examine, through
qualitative analysis of relevant empirical and theoretical review studies, the strategies,
practices, and contextual conditions that foster motivation for foreign language learning
among preschool and early elementary school children, with a particular emphasis on
inclusive educational environments. Method. A systematic content analysis was conducted
of eleven studies published between 2012 and 2025, representing diverse methodological
approaches, including qualitative, quantitative, mixed-methods, experimental, and
longitudinal designs, across preschool, primary, and inclusive educational contexts.
Results. The results indicate that, in early childhood, motivation is predominantly intrinsic
and affectively grounded, and is most strongly expressed when instruction is organized
through interactive, play-based, and experiential activities that foster active participation,
social interaction, and a positive emotional learning experience. The findings further
demonstrate that motivation is dynamic in nature and is significantly influenced by the
level of teacher support, the presence of an emotionally safe classroom climate, and the
quality of feedback, as well as by the development of learners’ self-concept. Conclusion.
Digitally supported and multisensory approaches may enhance curiosity and sustained
engagement when they are meaningfully integrated into instructional practice. In
inclusive educational contexts, accessibility, clear instructional structure, visual support,
and differentiated modes of participation emerge as key conditions for sustaining
children’s motivation over time.
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Introduction

Contemporary research on motivation for foreign language learning
increasingly emphasizes its dynamic and developmentally contingent nature,
particularly in early childhood, when motivation is primarily shaped by
affective experiences, the quality of interaction, and learners’ perceptions of
active participation in the educational process. At this stage, intrinsic motivation
is closely associated with a sense of competence, the perceived meaningfulness
of instructional activities, and children’s opportunities for active engagement in
learning, whereas external incentives tend to have limited and often short-term
effects (Papi & Khajavy, 2023; Teimouri et al., 2022).

Developmentally sensitive approaches underscore that motivation cannot
be examined in isolation from the educational environment, but should instead be
understood as emerging from the interaction among learners, teachers, and the
broader social context in which learning occurs (Mercer, 2023). In this regard,
contemporary pedagogical discourse highlights the significance of a supportive
and inclusive classroom climate, differentiated instructional practices, and
multiple modes of participation, which collectively facilitate engagement and
the sustained motivation of children within heterogeneous learning groups (Oga-
Baldwin & Nakata, 2017; Papi & Hiver, 2020; Vukovi¢ et al., 2024). Research
further suggests that multisensory and digitally supported approaches can foster
curiosity and intrinsic motivation only when they are pedagogically grounded
and integrated into meaningful instructional practices, rather than implemented
as isolated technological add-ons (Khajavy et al., 2018). Accordingly, this study
calls for a systematic examination of how diverse pedagogical approaches and
instructional conditions contribute to the development and sustainability of
children’s motivation to learn a foreign language within inclusive educational
environments, which constitutes the focus of the present analysis.

Therefore, this study seeks to synthesize existing research in order to
identify pedagogical conditions that support the development and sustainability
of motivation for foreign language learning in inclusive educational settings.

Objective

The purpose of this study is to examine, through qualitative analysis of
existing empirical and theoretical review studies, the strategies and conditions
that foster motivation for foreign language learning among preschool and early
elementary school children, as well as the effectiveness of different pedagogical
approaches in instructional practice. Particular emphasis is placed on the extent
to which the analyzed approaches create conditions for the inclusive participation
of all children in learning activities, including an emotionally safe classroom
climate, the accessibility of materials and tasks, differentiated instruction, and
support for multiple modes of engagement.
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The objectives of this study are to systematize relevant national and
international research on children’s motivation for foreign language learning
in preschool and early elementary education, and to analyze the pedagogical
approaches employed across diverse research contexts. The study further
includes a comparative examination of factors influencing the development
and sustainability of motivation, with particular attention to features of the
educational environment that support inclusive participation. On the basis of
the synthesized findings, recommendations for inclusive instructional practice
are formulated.

The study is guided by the following assumptions:

—  Children’s motivation for foreign language learning is stronger when
instruction is structured around interactive and play-based activities
that enable active participation and meaningful social interaction.

— In early childhood, intrinsic motivation tends to predominate and
is more stable within a supportive and emotionally safe classroom
climate characterized by visible teacher support and constructive
feedback.

— Multisensory and technology-supported approaches can support
motivation when they are pedagogically designed to enable diverse
forms of participation.

Method

This study adopts a qualitative approach grounded in the review and synthesis
of relevant scholarly literature, with the aim of comparing findings from empirical and
theoretical review studies on children’s motivation in early foreign language learning.
The primary research method is a content analysis of peer-reviewed articles, focusing on
motivational factors, instructional approaches, and features of the learning environment
that influence the effectiveness and sustainability of motivation. A literature search
was conducted across the Scopus, Web of Science, and ERIC databases, as well as
the Google Scholar search engine, covering articles published between 2012 and
2025. Keyword combinations in English were used to capture studies related to early
foreign language learning and motivation (e.g., early/young language learners, foreign
language learning, motivation, engagement), as well as to inclusive educational contexts
(e.g., inclusive education, special educational needs, disability, multisensory, digital
support). The inclusion criteria comprised studies focusing on motivation for foreign
language learning among preschool and early elementary school children, published in
peer-reviewed journals, and addressing instructional or inclusive educational contexts.
Studies focusing exclusively on adult learners or unrelated educational domains were
excluded. The analysis followed a thematic content analysis approach, in which key
concepts related to motivation, instructional strategies, and features of the learning
environment were identified, compared, and synthesized across studies.
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In addition to the database search, a reference-checking procedure was applied
to selected studies to identify additional relevant publications. The initial search
yielded 87 studies aligned with the domain of motivation in early foreign language
learning. After removing duplicates and applying basic inclusion criteria related to
the publication period, participants’ age, and relevance to instructional and inclusive
contexts, 26 studies were retained for further screening. Following a detailed full-text
analysis and an assessment of methodological and thematic relevance, 11 studies were
included in the final qualitative synthesis, which constituted the analytical corpus of
this paper. Although the analyzed studies encompass diverse age groups, educational
contexts, and methodological approaches ranging from qualitative research in preschool
settings to longitudinal and quantitative investigations in school and inclusive contexts,
this heterogeneity represents both a limitation and a strength of the review, as it allows
motivation for foreign language learning to be examined as a process shaped by
developmental and pedagogical factors.

Results

This section presents the results of a qualitative analysis of selected
empirical and review studies addressing children’s motivation in early foreign
language learning across diverse educational contexts. Taken together, the
reviewed studies provide a basis for examining how children’s motivation
develops in relation to interactive learning experiences, supportive classroom
relationships, and the design of learning environments that enable active
participation.

Mihaljevi¢ Djigunovi¢ (2012) provides an analytical overview of
European research on children’s motivation and attitudes toward early foreign
language learning, with particular attention to the development of motivation
across different educational settings and over extended periods. The author
synthesizes findings from a range of cross-sectional and longitudinal studies
conducted in several European countries (e.g., Croatian, Hungarian, English,
Spanish, and Swedish contexts), involving participants from preschool age
through the final years of primary education and encompassing variable
sample sizes. The review places particular emphasis on the operationalization
and measurement of children’s motivation, the instruments employed, and the
methodological limitations identified across studies. The findings indicate that,
during the initial stages of foreign language learning, children are predominantly
driven by intrinsic motivation and tend to perceive language learning as an
activity associated with play, curiosity, and enjoyment of communication.
Furthermore, early experiences of success, teacher praise, and opportunities for
active participation are consistently associated with the sustained maintenance
of motivation.

In the longitudinal studies referenced in the review, such as the Pécs
project and ELLIE, a gradual shift in motivation over time is documented,
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moving from initial enthusiasm toward more differentiated motives, including
an increased awareness of the perceived usefulness of the foreign language.
Motivation appears to be dynamic and may fluctuate over short time spans,
depending on classroom climate, task structure and cognitive demands, the
inclusion of play-based elements, and the teacher’s communication style.
Interactive and play-based approaches are associated with higher levels of
engagement. The reported findings further indicate that activities incorporating
sensory support, together with the use of contemporary instructional and digital
materials, contribute to a stronger sense of achievement.

Beyond large-scale review findings, several empirical studies offer a
more detailed perspective on how classroom interaction, teacher support, and
the emotional climate of the learning environment shape children’s engagement
in early foreign language learning. Brumen (2011) presents an empirical
examination of preschool children aged four to six and their perceptions of
foreign language learning, as well as the factors shaping motivation at this
developmental stage. The research was conducted in Slovenian preschools
using developmentally appropriate methods, including visual techniques,
symbolic scales, short interviews, and systematic observation, which enabled
careful documentation of children’s experiences and responses throughout
the learning process. The results indicate that children most often experience
foreign language learning as an enjoyable activity associated with play, music,
movement, visual materials, and creative tasks. Higher levels of interest and
engagement are observed when activities involve active participation and
provide opportunities to experience success. The findings further highlight the
role of group dynamics, as a supportive and emotionally safe environment is
consistently associated with a greater willingness among children to participate.
The teacher-child relationship emerges as a salient factor, with teachers’
patience, enthusiasm, and emotional availability associated with higher levels
of motivation. The study further indicates that, at this age, children generally
do not associate language learning with future benefits; rather, their motivation
is shaped by the immediacy of the learning experience, a sense of acceptance,
and satisfaction with the learning process. The findings also suggest that when
activities are overly demanding, insufficiently clear, or lack playful elements,
motivation tends to decline rapidly.

Nikolov and Mihaljevi¢ Djigunovi¢ (2023) provide a critical review of
research on early foreign language learning, focusing on preschool children as
well as the roles of teachers/educators and parents. The analysis covers studies
published between 2012 and 2025 and includes a range of methodological
approaches, including observational, interview-based, experimental,
longitudinal, and case study designs. The authors emphasize that assessing
motivation in preschool-aged children presents substantial methodological
challenges and that developmentally appropriate methods, such as games, visual
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supports, symbolic scales, and naturalistic observation, tend to yield more
reliable insights than traditional measurement instruments. The synthesized
findings indicate that children most often display a positive attitude toward
foreign language learning, with motivation at this stage primarily grounded
in curiosity, social interaction, and enjoyment of activities, while instrumental
motives remain relatively rare. The reviewed studies further suggest that
motivation tends to decline in contexts characterized by an unfavorable
classroom climate, unclear expectations, and developmentally inappropriate
tasks. By comparison, teacher enthusiasm and pedagogical preparedness,
along with the adaptation of activities to children’s developmental levels and
individual needs, are consistently associated with higher levels of motivation.

The review further highlights the variability of parental attitudes, ranging
from supportive engagement to unrealistic expectations, and emphasizes
that the preschool period primarily represents a phase of fostering a positive
orientation toward language learning, while measurable language outcomes tend
to emerge more gradually. Hu and McGeown (2020) examine the relationship
between motivation for foreign language learning and academic achievement
among elementary school students in a Chinese educational context. The study
is based on a sample of 351 students aged nine to twelve and combines self-
report questionnaire data with objective indicators of achievement, including
school grades and standardized test scores. Multiple dimensions of motivation
are analyzed, including intrinsic motivation, enjoyment of learning, learners’
self-perceptions, the perceived value of the subject, and forms of extrinsic
motivation. The findings indicate that affective and intrinsic components of
motivation are most strongly associated with higher levels of achievement,
whereas external factors such as pressure, fear of failure, and reward orientation
show markedly weaker associations with academic success. The study further
suggests that perceiving learning as a pleasant and meaningful process is linked
to greater persistence and more consistent engagement, and that features of the
instructional environment and the organization of activities play a significant
role in shaping students’ motivational responses.

Graham (2016) examines changes in student motivation in early foreign
language learning across multiple time points and explores the relationship
between motivational trajectories, perceived teacher support, and classroom
climate. The study integrates quantitative measures, including motivation
scales and questionnaires assessing teacher support and classroom climate,
with qualitative data drawn from students’ open-ended responses. The results
indicate that motivation is strongest at the initial stages of learning, while, over
time, a sense of competence, confidence in language use, and the quality of
feedback play a more prominent role. Individual differences in motivational
trajectories are evident, with students who perceive teacher support as consistent
and who learn within a more positive social climate demonstrating more stable
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patterns of motivation. In comparison, learning environments characterized by
heightened pressure and a strong emphasis on error correction are associated
with a more rapid decline in interest and a reduced willingness to participate,
particularly in speaking activities.

In addition to interpersonal and classroom-related factors, recent research
has increasingly explored how developmental characteristics and the integration
of multisensory and technology-supported approaches contribute to sustaining
children’s motivation over time. Hennebry-Leung and Lamb (2024) examine
motivation for foreign language learning across diverse educational stages and
age groups, highlighting developmental differences in the sources of motivation.
The study is grounded in the L2 Motivational Self System framework, with
particular emphasis on the roles of self-perception and the learning experience.
The findings indicate that in younger children, motivation is predominantly
affective and context-dependent, closely linked to the enjoyment of activities
such as play, music, and classroom interaction, with a central role attributed
to the teacher—child relationship and a sense of security within the learning
environment. At this stage, instrumental motives are reported to be weak. In
older students, the study suggests that self-perception, personal goals, and self-
regulatory processes become increasingly salient, while the influence of purely
play-based factors gradually diminishes. Family support appears to be more
salient at younger ages, while, over time, its influence gradually gives way to
individual regulatory mechanisms and the broader school context. Jaekel et
al. (2022) report a longitudinal study examining the effects of an early start
in English language learning on the development of receptive skills across
schooling in Germany. More than 2,800 students participated in the study, who
began learning English in Grade 1 (ages six to seven) or Grade 3 (ages eight
to nine), with standardized listening and reading assessments administered
in Grades 5, 7, and 9. In Grade 5, early starters demonstrate an advantage in
both receptive domains, whereas by Grade 7, later starters tend to catch up and,
in some respects, particularly in reading, surpass their peers. By Grade 9, the
advantage of early starters becomes pronounced again across both domains. The
authors argue that developmental outcomes vary over time and are shaped by
the school context, instructional quality, and program continuity, which together
provide the interpretive framework for the observed achievement trajectories.
Marszatek (2022) examines the relationship between self-concept and intrinsic
motivation in foreign language learning, with particular attention to the role
of perceived competence in the motivational process. A quantitative design
was employed, using questionnaire-based measures of students’ self-concept
and motivational orientations. Results show a positive association between a
more developed self-concept and higher levels of intrinsic motivation. Students
who perceive themselves as capable demonstrate greater willingness to engage,
higher levels of persistence, and a stronger enjoyment of the learning process.
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Greater learner autonomy is associated with a stronger self-concept and a
readiness to engage with challenges, whereas a more negative self-perception
is linked to the avoidance of language-related situations and lower persistence.

Abdelghani et al. (2022) examine the potential of digital conversational
agents to foster curiosity and inquiry-based learning in children. An experimental
design was employed, involving a sample of 51 participants aged nine to ten years.
Participants were exposed to both a neutral-agent condition and a condition in
which the agent prompted question formulation through semantic and linguistic
cues. Children exposed to the incentive-agent condition asked a greater number
of questions, which were more complex and inquiry-oriented, including a higher
proportion of divergent questions. Sustained research activities were observed
for longer periods, and children demonstrated greater independence in seeking
information. Although this research does not focus exclusively on foreign
language instruction, the findings suggest that digital interaction is associated
with increased curiosity and more active task engagement. These considerations
extend further when learning environments are designed to respond to diverse
developmental and sensory needs, highlighting the importance of inclusive
instructional practices that enable participation for all learners. Domagata-Zysk
et al. (2025) offer a thematic overview and conceptual framework addressing
foreign language learning among learners with developmental disabilities
and special educational needs, as well as the experiences of teachers across
mainstream, inclusive, and specialized educational settings. Rather than
reporting a single empirical study, the authors synthesize and critically examine
findings from a range of contemporary publications, highlighting shared
themes and pedagogical implications. Motivation tends to decline in contexts
characterized by rigid instructional demands, insufficiently adapted activities,
and limited forms of learner support. At the same time, the findings underscore
the importance of accessibility, clear instructional structure, and differentiated
modes of participation for sustaining learner motivation and engagement. A
separate section addresses teachers’ experiences, highlighting the significance
of professional competencies related to individualization, differentiation, and
the adaptation of instructional materials, as well as the role of systemic support
in effective teaching practice.

Olszak and Borowicz (2025) examine the learning styles and strategies
of students with hearing impairments in foreign language acquisition, aiming
to identify factors associated with learner engagement and academic success.
Students predominantly employ visually oriented strategies, including working
with written texts, graphic representations, illustrations, and visually structured
materials, while auditory-based activities are less accessible. Learners who
use a combination of strategies, such as visual and cognitive approaches,
including predicting meaning and linking new vocabulary to familiar concepts,
demonstrate higher levels of engagement, a better understanding of the language
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material, and a stronger sense of control over their learning. Task structure
emerges as a significant factor. Clear procedural steps, visual support, and a
predictable sequence of activities are associated with greater task confidence,
whereas less structured tasks and rapid verbal interaction are associated with
reduced participation among some students.

Discussion

Taken together, the findings presented in the Results section indicate that
motivation for foreign language learning among preschool and early elementary
school children is a complex, dynamic, and developmentally conditioned
process shaped by the interaction of pedagogical approaches, the instructional
environment, and learners’ experiences of classroom participation. The synthesis
of findings identifies several interconnected factors that collectively shape the
quality and sustainability of motivation during this period. First, interactive,
play-based, and experiential activities consistently emerge as central drivers of
motivation in early foreign language learning.

The findings reported by Mihaljevi¢ Djigunovi¢ (2012), Brumen (2011),
and the review by Nikolov and Mihaljevi¢ Djigunovi¢ (2023) indicate that, during
this developmental period, children tend to experience language primarily as
a means of participating in activities rather than as a formal school subject.
Activities grounded in play, movement, music, and visual and sensory input are
associated with higher levels of interest, engagement, and positive emotional
experiences of learning. Motivation, by contrast, tends to decline when activities
become rigid, overly reproductive, or developmentally inappropriate, indicating
a strong sensitivity at this age to the quality of instructional organization. These
findings indicate that, in early foreign language learning, motivation is strongest
when instruction is structured as a meaningful, active, and emotionally
supportive experience.

A second major line of findings concerns the teacher’s role and the
predominance of intrinsic motivation at younger ages. Across multiple studies,
motivation in early foreign language learning is described not as a stable trait
but as a process shaped by everyday classroom experiences. Graham (2016)
reports that students’ motivational trajectories vary over time depending on
whether teacher support is perceived as consistent, encouraging, and emotionally
supportive. Students who learn in environments where errors are treated as a
natural part of the learning process and where clear, constructive feedback is
provided demonstrate greater persistence and a stronger willingness to participate
actively. These findings align with the results of Hu and McGeown (2020), which
indicate that affective and intrinsic components of motivation are most closely
associated with achievement, whereas external pressures and outcome-oriented
approaches tend to have limited, and at times negative, effects.
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Building on the longitudinal findings reported in the Results section, a
developmental perspective indicates that sources of motivation change over time.
Hennebry-Leung and Lamb (2024) report that, in younger children, motivation
is primarily affective and context-dependent, whereas with increasing age, self-
perception, more explicit personal goals, and self-regulatory processes gradually
become more salient. The longitudinal study by Jaekel et al. (2022) complements
these findings by indicating that the benefits of an early start in foreign language
learning are neither linear nor automatic, but depend largely on instructional
quality, program continuity, and a supportive educational context. These results
suggest that motivation and achievement emerge through sustained pedagogical
processes rather than as a direct function of the age at which learning begins.
Findings related to self-concept make a distinct contribution to understanding
the motivational process in early foreign language learning. Marszatek (2022)
reports that students who develop a positive perception of their own language
abilities demonstrate higher levels of intrinsic motivation, persistence, and
learner autonomy. Experiences that undermine a sense of competence are
associated with the avoidance of learning activities and a gradual decline in
motivation. Such findings underscore the importance of instructional practices
that provide opportunities for success, support multiple modes of participation,
and offer developmentally appropriate levels of challenge, particularly within
heterogeneous groups of learners.

A third line of findings concerns the role of multisensory and digitally
supported approaches. The results reported by Hu and McGeown (2020) and
Abdelghani et al. (2022) indicate that visual, interactive, and technology-
supported content can foster curiosity, exploratory behavior, and sustained
engagement when it is pedagogically designed and integrated into meaningful
instructional activities. The findings suggest that technology does not function
as a motivational factor in itself, but rather as a means of strengthening
intrinsic motivation when it supports dialogue, active engagement, and learner
autonomy. Studies conducted in inclusive educational contexts further indicate
that the motivation of children with developmental disabilities and special
educational needs is shaped less by individual limitations than by the quality
of the pedagogical environment. Domagata-Zysk et al. (2025) and Olszak and
Borowicz (2025) report that accessibility, clear task structure, visual support,
and differentiated modes of participation are associated with higher levels of
learner confidence and engagement, particularly among children with sensory
impairments. These findings further indicate that motivationally effective
strategies in early foreign language learning are both inclusive and sustainable.

Overall, the analyzed studies confirm the initial assumptions that
motivation in early foreign language learning develops through the interaction
of pedagogical approaches, classroom climate, and opportunities for active
participation. When these elements are pedagogically aligned, children
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demonstrate more stable intrinsic motivation, higher levels of engagement, and
more favorable long-term outcomes, providing a foundation for the pedagogical
recommendations presented in the following chapter.

Conclusion

In conclusion, the analyzed studies confirm the initial assumptions
that children’s motivation for foreign language learning at an early age is
most effectively fostered within an inclusive educational environment that
offers a supportive classroom climate, a clear structure for instructional
activities, opportunities for active and varied participation, and consistent
teacher support. For teaching practice, these findings suggest the importance
of designing interactive and play-based activities, differentiating tasks in
accordance with children’s developmental levels, and using multisensory and
digital resources in a purposeful and developmentally appropriate manner to
support curiosity and intrinsic motivation. At the same time, the findings point
to the need for further research employing longitudinal and interdisciplinary
approaches to examine more closely the dynamics of motivation across
diverse inclusive contexts and the role of teacher competencies in sustaining
motivation for foreign language learning.

It is also important to acknowledge certain limitations of this review
arising from the heterogeneity of the analyzed corpus in terms of participants’
ages, educational contexts, methodological approaches, and the ways in which
motivation is operationalized and measured. At the same time, this heterogeneity
constitutes a significant strength of the review, as it enables the examination of
motivation for foreign language learning as a complex, dynamic, and context-
dependent process that manifests differently across pedagogical conditions and
learners’ needs. Such a perspective supports a more nuanced understanding of
inclusive teaching practices and provides a foundation for developing flexible,
developmentally sensitive, and sustainable pedagogical approaches to early
foreign language learning.
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Podsticanje motivacije dece za ucenje stranog jezika u
inkluzivnom vaspitno-obrazovnom kontekstu
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Univerzitet u Pristini sa privremenim sedistem u Kosovskoj Mitrovici,
Uciteljski fakultet, Leposavié, Srbija

Uvod: Razvojno osetljivi pristupi naglasavaju da se motivacija ne moze ispitati
izolovano od obrazovnog okruzenja, ve¢ je treba shvatiti kao rezultat interakcije izmedu
ucenika, nastavnika i Sireg drustvenog konteksta u kojem se ucenje odvija. Cilj: Cilj
ovog istrazivanja je da se kroz kvalitativnu analizu relevantnih empirijskih i teorijsko-
preglednih studija ispitaju nacini, strategije i uslovi koji podsticu motivaciju dece
predskolskog i ranog Skolskog uzrasta za ucenje stranog jezika, sa posebnim fokusom
na inkluzivno obrazovno okruzenje. Metod: Primenjena je sadrzajna analiza jedanaest
radova objavljenih u periodu 2012. do 2025. godine, koji obuhvataju razli¢ite metodoloske
pristupe, kvalitativne, kvantitativne, meSovite, eksperimentalne i longitudinalne
dizajne, kao i viSe obrazovnih konteksta, uklju¢uju¢i predskolske, Skolske i inkluzivne
uslove. Rezultati: Rezultati pokazuju da je u ranom uzrastu motivacija prevashodno
unutra$nja i afektivno zasnovana, te da je najizraZenija kada je nastava organizovana
kroz interaktivne, igrovne i iskustveno zasnovane aktivnosti koje omogucavaju aktivno
ucesce, socijalnu interakciju i pozitivan emocionalni dozivljaj ucenja. Uoceno je da se
motivacija dinami¢no menja i da znacajno zavisi od nastavnicke podrske, emocionalno
bezbedne ucionicke klime i kvaliteta povratne informacije kao i od razvoja ucenickog
samokoncepta. Zakljucak: Dlgltalno podrzani i multisenzorni pristupi mogu podstaci
radoznalost i produzeno angazovanje, ali samo kada su pedagoskl promisljeno integrisani
u smislene aktivnosti. U inkluzivnom kontekstu pristupaénost, jasna struktura, vizuelna
podrska i diferencirani nacini ucesca izdvajaju se kao klju¢ni uslovi odrzive motivacije.

Kljucne reci: motivacija, rano ucenje stranog jezika, inkluzivno obrazovanje,
podrska nastavnika, u¢enje kroz igru
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