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ABSTRACT

This research aimed to investigate which factors contribute to the work engagement of preschool,
elementary, and middle school teachers in Croatia. Factors contributing to work engagement
include social, work-related factors, and demographic characteristics. A total of 548 teachers
participated in the research. The results indicated differences in work engagement between the
three groups of teachers, with preschool and primary teachers reporting higher absorption and
dedication compared to middle school teachers. The length of working experience was positively
related to vigour and absorption. As for the social factors, children and parents proved to be
factors contributing significantly to work engagement, while administration and colleagues did
not prove relevant for any component of work engagement. It is possible to conclude that quality
work with children and parents contributes to higher engagement, as does job security and lack
of time pressure at work.

Key words:
Work engagement, preschool teachers, primary school teachers, middle school teachers.

*

E-mail: tmaglica@ffst.hr




84 | MAJA LJUBETIC, TONI MAGLICA AND INA REIC ERCEGOVAC

@ INTRODUCTION

Shifting the focus of traditional psychology from disease, impairment, disorder,
and disability to “human strength and optimal functioning”, which are the focus of
positive psychology (Seligman & Csikszentmihalyi, 2000, as cited in Schaufeli, Bakker
& Salanova, 2006: 701), has enabled a more complete insight into the behaviour of
individuals and the resources available to them in challenging situations. One such
positive approach relates to the study of work engagement of educational workers as
a kind of antipode of the often-researched burnout phenomenon (Schaufeli, Bakker
& Salanova, 2006). This approach seems understandable because the tasks and job
challenges of teachers, as well as the overall work environment and climate, can
present a possible source of either stress or support for practitioners (Duggan, 1997;
Ferguson, Mang & Frost, 2017; Ramberg, Brolin Liftman, Akerstedt & Modin, 2020).

The concept of work engagement, which includes both affective and cognitive
components, consists of three interrelated elements: vigour, dedication, and
absorption. It represents a uniquely positive, fulfilling work-related state of mind
(Schaufeli & Bakker, 2004), and reflects an individual’s attitude toward work. An
individual with high work engagement sees their job as motivating and stimulating
and as something they want to dedicate themselves to the maximum, sparing no
time and effort. The dedication includes the meaning and importance of the job
for the individual, and absorption includes the lack of time control (“time seems to
fly”), where individuals most often “forget everything else around them?”, are filled
with a sense of happiness when immersed in work, and when working intensely they
are carried away and find it difficult to detach themselves from their job (Schaufeli
& Bakker, 2004). Earlier research conducted on Croatian samples of teachers has
shown that higher work engagement contributes to greater job satisfaction, as well
as lower burnout, especially emotional exhaustion and alienation (Sliskovi¢, Buri¢ &
Knezevié, 2016).

Worrying data on the percentage of non-engaged teachers as a result of stress
and/or burnout can be found in the literature (for example, Salmela-Aro, Hietajarvi
& Lonka, 2019, found that 70% of teachers belong to the “engaged-burnout” profile
group and only 30% to the “engaged” profile group), however, there are encouraging
research findings that point to the strengths and defence forces of individuals
(Addimando, 2019). Here, it is important to emphasize that most teachers are not
anxious, stressed, and unmotivated, but quite the opposite. The vast majority of
them are satisfied and enthusiastic and find their work rewarding and satisfying
(Hakannen, Bakker & Schaufeli, 2006). In a study by Salmela-Aro et al. (Salmela—
Aro K, L., Hietajarvi L. & Lonka, 2019), it was found that a group of engaged teachers
had more job and personal resources, such as control and resilience, as opposed to an
engaged-burnout profile group who experienced a greater/heavier workload. Hutell
and Gustavsson (2011) point out that job demands on the one hand and resources
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on the other, as well as the interference between private life and work, made up
the largest amount of the explained difference in burnout and work engagement.
Job demands were more strongly associated with burnout, while job resources were
more strongly associated with work engagement. Predictors with the greatest relative
impact on burnout and work engagement were unfulfilled expectations and skill
mastery. The results of this research support the importance of the impact of work
context on burnout and work engagement.

Many studies (Sandilos & Di Perna, 2022; Sandilos, Goble, Rimm-Kaufman
& Pianta, 2018) confirm that social factors (children/students, parents, colleagues,
and administration) and work-related factors: (in)security, time pressure and (im)
possibility of professional development (Badri, Alnuaimi, Mohaidat, Yang & Al
Rashedi, 2016; Forcella, Di Donato, Reversi, Fattorini, & Boscolo, 2009; Maas, Schoch,
Scholz, Rackow, Schiiler, Wegner & Keller, 2021) significantly affect the occupational
satisfaction of educational workers, their work engagement (dedication, vigour,
and absorption), success in dealing with stress (Ljubeti¢, Maglica & Gr¢i¢, 2021),
and burnout resistance (Herman, Hickmon-Rosa & Reinke, 2017; Kokkinos, 2007;
Minghui, Lei, Xiaomeng & Potmesilc, 2018; Reinke, Herman, K. C. & Stormont,
2013; Toropova, Myrberg & Johansson, 2021).

Defining the five stress causes for teachers, Harmsen, Helms-Lorenz, Maulana,
and van Veen (2018) report that high psychological demands for task performance,
negative social aspects, negative organizational aspects, lack of developmental
opportunities, and negative aspects of students have a positive and significant
correlation with one or more teacher stress responses. When these stress causes
are assessed together, high psychological demands, negative aspects of students,
and negative social aspects are stronger and more stable predictors of teacher stress
responses. Here, the negative aspects of students are significantly and positively
associated with teacher tension, negative emotions, and dissatisfaction. Addimando
(2019) concludes that teachers who perceive a supportive and satisfying work
environment (in terms of internal and external resources) are more likely to be
more engaged in their activities, which in turn leads to a more heterogeneous array
of teaching practices with students, making it possible to expect greater student
motivation for learning. The researchers’ focus on teacher engagement issues is
justified if we consider the fact that a satisfied and engaged person not only behaves
better in teaching (Bakker, Schaufeli, Leiter & Taris, 2008) but also has an impact on
later student learning (Mercer, 2010). These results are supported by the findings by
Skaalvik and Skaalvik (2016), who indicated two main reasons that motivate teachers
to leave the teaching profession: a) long-term emotional stress and exhaustion, and
b) lack of support and trust, poor student motivation for engagement, and classroom
conflicts.
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The effects of constant exposure to occupational stress and the effects of
burnout are directly reflected in the work engagement of teachers (Salmela-Aro,
Hietajarvi & Lonka, 2019), which negatively affects the quality of their teaching and
student outcomes (Jeon, Buettner, Grant & Lang, 2019). It is possible to assume that
improving school ecology would very likely improve the sense of teacher well-being
(Sandilos & DiPerna, 2022) and thus have a positive impact on the institution in
which the individual works as well as the entire educational system (Duggan, 1997).

In an extensive study based on the Job Demands-Resources (JD-R) Model,
Hakannen, Bakker, and Schaufeli (2006) detected three main causes of teacher
psychological workload arising from job demands: disruptive pupil behaviour, work
overload, and a poor physical work environment. Moreover, these authors emphasize
that resources relate to the physical, psychological, social, and organizational aspects
of the job, that they require cognitive and emotional efforts of the individual and are
therefore associated with certain physiological and/or psychological costs. Hakannen
et al. (Hakannen, Bakker & Schaufeli, 2006) detected five resources that are the
major motivators increasing commitment or engagement, but, at the same time,
when lacking, act as factors that increase burnout: job control, access to information,
supervisory support, innovative school climate, and the overall social climate. The
authors of the study conclude that “high job demands and a lack of job resources
form the breeding ground for burnout and reduced work engagement, respectively”
(Hakannen, Bakker & Schaufeli, 2006: 497).

B METHODOLOGY

Research aim and questions

The research aimed to investigate which factors contribute to the teacher work
engagement and in what way. The research attempted to answer the following
research questions:

1. Do preschool, primary and middle school teachers differ in their work
engagement (vigour, dedication and absorption)?

2. Do preschool, primary and middle school teachers differ in assessing
the factors of their work environment (job security, time pressure, and
professional development) and social factors (parents, students, colleagues,
and administration)?

3. Do sociodemographic characteristics, work environment factors (job
security, time pressure, and professional development), and social factors
(parents, students, colleagues, and administration) contribute to explaining
individual differences in focus, dedication, and absorption?



TEACHERS' WORK ENGAGEMENT: THE CONTRIBUTION OF DEMOGRAPHIC, WORK-RELATED, AND SOCIAL FACTORS | 87
Research sample

A total of 548 teachers from Croatia participated in the research, including 260 pre-
schools, 92 primary school, and 196 middle school teachers. The mean age of the
participants was 43.12 years (range 23-64 years). The mean length of working experi-
ence was 17.13 years (range 0.5-41 years). Moreover, the sample included 514 wom-
en and 32 men, while two participants did not identify as female or male. The major-
ity of participants (n = 327) indicated higher secondary education (undergraduate
study) as their highest level of education, and n = 200 participants had a bachelor’s
degree or college-level education. Considerably fewer participants had a university
specialist degree or an academic masters or doctoral degree. Slightly more than 82%
of participants (n = 452) were employed full time, n = 47 were employed as substi-
tute [supply] preschool or primary school teachers at the time of the survey, and n
= 49 were part time employed. The majority of participants identified as married or
partnered (n =431), n = 87 as single, and n = 25 as divorced. Widows/widowers were
least represented (n = 5) in the sample.

Instruments

The General Sociodemographic Questionnaire was designed for the research and con-
sisted of eight questions about the sociodemographic characteristics of participants,
including gender, age, length of working experience, the level of education, employ-
ment status, marital status, and the number of children.

The Questionnaire for Examining Measures of Strengths, Supports, And
Stressors for Teachers (MOST, Sandilos & DiPerna 2021) is intended to examine 10
constructs relevant to teachers’” jobs, which can be either a support or a source of
stress, encompassing the factors of work environment (job security, time pressure,
and professional development) and social factors (parents, students, colleagues, and
administration). The questionnaire comprises a total of 58 items, divided into 10
subscales: School leaders (e.g. My school leaders discuss classroom issues with me),
Parents of my students/children (e.g. Parents of my students are open to discussing
the difficulties their children have in school), Students (e.g. In the school where I work
I have enough opportunities to adequately support my students who are different in
terms of their race/culture/ethnicity), Students with disabilities (e.g. In the school
where I work I have enough opportunities to meet the academic needs of my students
with learning difficulties), Colleagues (e.g. My colleagues plan classes together),
Time pressure (e.g. I have enough time during my classes to support each student),
professional development (e.g. The professional development offered to me improves
my effective classroom management competency), Security (e.g. I feel safe in my school),
Belonging (e.g. I feel respected in my school), and Emotional state (e.g. I feel satisfied
with the fact that I am doing precisely this job). The participants’ task for each item
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was to assess the frequency of the experience or behaviour described in the items
on a 1-5-point rating scale, where 1- means never, 2- rarely, 3- sometimes, 4- often,
and 5- almost always. Seven subscales were used in this research: administration,
colleagues, students /students with disabilities, security, time pressure, and the
possibility of professional development. A higher score on each subscale indicates a
more positive assessment of the categories. All subscales had high reliability, which,
together with other psychometric characteristics, is shown in Table 1.

The Work Engagement Questionnaire (Schaufeli & Bakker, 2004; Sliskovi¢,
Buri¢ & Knezevi¢, 2016) is intended to measure three characteristics: vigour,
dedication, and absorption. Vigour refers to energy and mental resilience while
working, the willingness to invest effort in one’s work, and persistence in the face
of difficulties. Dedication refers to being involved in one’s work, finding meaning in
one’s work, being challenged, and experiencing a sense of enthusiasm, inspiration,
and pride. Absorption refers to being fully concentrated and engrossed in one’s
work, whereby time passes quickly, and one has difficulties detaching oneself from
work. The questionnaire consists of 17 items, 6 of them examining vigour (e.g. I can
spend a long time working without a break), 5 items examining dedication (e.g. My
job inspires me), and 6 items examining absorption (e.g. Time flies when I work).
The participant’s task for each item was to estimate how often they feel in the way
described in each item, and the evaluation was done by marking one of the offered
seven numbers, where 0 meant never and 6 always or every day. Higher results on the
subscales indicate higher engagement, i.e. higher vigour, dedication, and absorption.
The psychometric characteristics of the subscales are shown in Table 1.
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Data collection and analysis

The research was conducted in 2021 in an online form and sent to the participants
via a link. Before the survey, the principals of schools and kindergartens were con-
tacted and informed about the planned research implementation. They were notified
about the approval of the Ethics Committee of the Faculty of Humanities and Social
Sciences in Split regarding the ethics of the research, and they were asked to provide
access to participants through official web addresses of kindergartens and schools.
Participation in the research was voluntary and participants were allowed to with-
draw at any time. They were guaranteed anonymity as the option of recognizing the
sender’s address was turned off, which they were informed about.

The collected data were analyzed using the STATISTICA14 software package.
Descriptive parameters, correlation analysis, and hierarchical regression analyses
were used in the research analysis to determine the contribution of individual groups
of variables to the explanation of differences in work engagement.

B RESULTS

To answer the first and second research problem, we compared the results of the three
groups of participants (preschool, primary, and middle school teachers) concerning
indicators of work engagement as well as the factors of work environment and
social factors using one-way analyses of variance (Table 2). The results show that
a significant main effect of the type of job was found for dedication and absorption
as components of work engagement, while the difference in vigour was absent.
Moreover, the type of job (whether you have a full contract, working on a project,
or part time) proved to be significant for parents’ support, administration support,
and students as social factors, with time pressure as a work environment factor. The
effect size ranged from small, to moderate, while the highest was determined for the
parent variable.
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To answer the third research problem, three hierarchical regression analyzes
were done with work engagement variables as criteria. In all analyses, the variables
were introduced in three steps. In the first step, the job variable was introduced,
followed by sociodemographic variables (gender, age, length of working experience,
level of education), in the third step, work environment factors were added, and
in the last step, social factors. The results of the performed analyzes are shown in
Table 3.

Table 3: Results of hierarchical regressions with work engagement variables
as criteria

1% step

Type of job -.03 -.16%* -.10*
R (R?) .03 (.001) 16 (.03) .10 (.01)
F (1,546) .58 14.02** 5.83%
27 step

Type of job .00 -.10% -.07
Gender -.03 -.07 -.09
Length of working experience .09* .03 A1
Level of education -.05 -.08 -.04
R (R?) 12 (.01) 19 (.04) 19 (.04)
AR? .01 .01 .03*

F (4,543) 1.97 5.23%* 4.93**
3 step

Type of job -.08 =17 -12
Gender -.05 -.08 -.09

Length of working experience A1 .05 A3
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Level of education
Security

Time pressure
Professional development
R (R?)

AR?

F (7,540)

4. step

Type of job

Gender

Length of working experience
Level of education

Safety

Time pressure
Professional Development
Parents

Students

Colleagues
Administration

R (R?)

AR?

F (11,536)

-.05
204
27
144

47 (22)
210

2227

-.09
-.06
12
-.04
18
20
.05
.04
15%%
.05

.05

.50 (.25)

04

16.36**

-.08
20%*
23%*

08

42 (.18)
140

16.45%*

-.16%*
-.08*
.06
-.06
16**
14
-.02
.10*
5%
.04

.06

46 (21)

.03**

13.18%*

-.03
170
12%

.08

33(11)
07

9.33**

-11*
-.09*
13
-.02
154
.08
.01
.10*
.08
-.01

.06

36 (.13)

.02*

7.16**

*p<.05; **p<.01
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The analysis with vigour as a criterion showed that all selected predictors explain a
total of 25% of the variance in the criterion, with significant independent predictors
in the last step of the analysis being the length of working experience, security, time
pressure, and students. Participants with longer working experience, a higher level
of security in their school/kindergarten and their environment, who estimate that
they have enough time to perform all tasks, and who see their work with students
as a source of support and satisfaction showed a higher degree of work vigour. The
analysis with dedication as a criterion showed that the predictors explain a total of 21%
of the variance in the criterion, and the variables of type of job, gender, security, time
pressure, parents, and students proved to be significant independent predictors in the
last step of the analysis. Participants working at a lower level of the educational vertical,
with a higher level of security in their school /kindergarten and their environment,
who estimate that they have enough time to perform all tasks, and who see their
work with students as a source of support and satisfaction showed a higher degree of
dedication. Finally, analysis with absorption as a criterion showed that all predictors
together explain 13% of the variance in the criterion, and in addition to the type of
job and gender, security and parents proved to be significant independent predictors.
Higher levels of absorption were expressed by preschool teachers and participants who
see security and parents as sources of support in their work environment.

B DISCUSSION

The research aimed to analyse the relationship between work engagement and
sources of stress/support for preschool, primary school, and middle school teachers.
In the following, we will first comment on the results indicating differences in the
work engagement among the three groups of participants regarding the type of job.
The results of the two components of work engagement - dedication and absorption
- differed in terms of the type of job, whereby preschool teachers and primary
teachers assessed these components of work engagement as higher compared to
middle school teachers. A possible explanation for such results can be found first
in the continuity that preschool teachers, and to a great extent primary school
teacher, achieve in working with the same group of children/students over several
years. Namely, during continuous work with the same group of children/students,
preschool teachers and primary school teachers can monitor pupils’ development
and progress and adapt their work to student needs, which is at the same time a
tulfilling experience and an experience that requires (greater) dedication. Another
possible reason for greater dedication and absorption for these two groups of
participants, in comparison with middle school teachers, most likely lies in their
creative potential (Juki¢, 2019), which they have to activate almost every day to
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adapt the educational process to the requirements and specifics of teaching younger
children/students. Also, it is very likely that during primary and preschool education
and training, they attended a more comprehensive and diverse education program
preparing them for the challenges of their future practice, which makes them more
competent than middle school teachers for performing the above tasks. No less
important seems to be the question of job motivation. Namely, preschool teachers
and middle school teachers choose their job during their initial education at the
tertiary level, while among the middle school teachers there is always a group of those
who are not necessarily motivated to work in educational practice, but nevertheless
for various reasons work in middle school. This is supported by the results of studies
showing that primary school teachers are more satisfied with their work than middle
school teachers (Koludrovi¢, Juki¢ & Rei¢ Ercegovac, 2009; Vidi¢, 2009), and job
satisfaction is often significantly associated with work engagement (Sliskovi¢, Buri¢
& Knezevi¢ 2016; Timms & Brough, 2013). Higher satisfaction, but also a higher level
of dedication and absorption can, in addition to personal motivation, be attributed
to better pedagogical-psychological-methodological training of preschool teachers
and primary school teachers compared to middle school teachers’ training. It is also
possible that preschool and primary teachers, due to different education and teaching
methods compared to subject teachers, know better the needs and possibilities of
children/students, which contributes to their self-realization.

Among social factors, parental support was rated the highest by primary school
teachers, followed by preschool teachers, but was rated lowest by middle school
teachers. The obtained results are not surprising if we consider the fact that primary
teaching is the first level of compulsory education. For many parents, this is the
first experience of working with a school/teacher with whom they come in direct
contact almost every day. Most often, they are very aware of the responsibilities
that both parents and teachers have to support student academic performance both
at the moment and in the future, so they strive to provide appropriate support to
teachers so that their children have better grades. On the other hand, infant and
preschool education is not compulsory and parents feel less responsibility, especially
when it comes to the academic performance of their children. In turn, the support
that preschool teachers expect in this regard is often lacking. Furthermore, the
lowest support by parents was reported in subject teaching and can be expected,
because of the large number of subject teachers with whom parents are mostly not
in contact, the smaller number of lessons in certain school subjects, and the shorter
duration of certain school subjects within the entire educational process (max. 1
to 2 years). It should be added that only recently has the higher education system
in Croatia recognized parents as its stakeholders with whom preschool, primary,
and middle school teachers communicate almost daily while lacking the necessary
competencies, which justifiably causes work stress. Moreover, teachers are expected
to build partnerships or at least quality collaborative relationships with their students’
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families and, at the same time, the vast majority of professionals’ lack competencies
in this area (Dotger & Benett, 2010; Ljubeti¢, Maglica & Gr¢i¢, 2021; Ljubeti,
Rei¢ Ercegovac & Koludrovi¢, 2016). This result is supported by a study by Hiatt-
Michael (2010: 40) who states that young teachers in particular point out that ..
communication with parents is their biggest challenge as teachers”. Hargreaves (2001)
points out that the lack of teacher competencies for collaboration with families is
recognizable in their distress, anxiety, worry and fear, even after they graduate and
engage in the labour market independently.

Institution administration was assessed more positively by primary school
teachers in relation to preschool teachers, with no significant difference between the
two groups of teachers. The obtained results are also not surprising if we compare the
system of infant and preschool education and the primary school system. Namely,
the former is not compulsory, founders of preschool institutions are often private
persons who make their own rules, they sometimes make unrealistic demands on
preschool teachers, and very often put the imperative of a larger number of enrolled
children before the quality of the educational process and the interests of children
and preschool teachers. This is extremely unmotivating and frustrating for preschool
teachers, in comparison with teachers in the primary school system. In addition, the
administration (the principal) of infant and preschool education institutions in the
Croatian system is often physically distant, i.e. separated from preschool teachers,
with whom they rarely have direct contact, so it is possible that preschool teachers
assess administration as a smaller source of support, in comparison with primary
school teachers who daily communicate with the administration, which is generally
available to them to address day-to-day challenges.

The remaining two work environment variables with a significant main effect
on the group of participants — time pressure and security — were also assessed
lower by preschool teachers compared to class and subject teachers, which is partly
surprising. The question arises as to the possible reasons for such results. Lack of
time to perform all tasks and jobs, knowing the educational system in Croatia, could
be expected to be a source of stress for subject teachers who objectively have very
limited time to perform their tasks in working with students and parents, yet the
results suggest otherwise. It is possible that preschool teachers, aware of the need
for quality work with children and parents, really do experience time pressure due
to the large number of children in groups, often including children with disabilities.
Moreover, as very often there is one preschool teacher per group, especially when
parents come to preschool, the teachers may feel dissatisfied and pressured because
they do not have time for the necessary conversations with parents to achieve better
communication while understanding the importance of such relationships. This
aspect of the work environment, as well as the security that is assessed lower by
preschool teachers, should be examined in future research to find out the causes of
such assessments by preschool teachers and primary school teachers.
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Finally, the research tried to determine which of the social and work environment
factors significantly contribute to the explanation of differences in the work
engagement of preschool teachers and primary school teachers, thus hierarchical
regressions were conducted with components of work engagement as criteria.
Although all predictors together explained a relatively modest part of the variance
of work engagement (from 13% for absorption to 25% for vigour), which suggests
a conclusion about other important determinants of work engagement (personality
characteristics, other characteristics, and job demands), some predictors in the last
step of the analysis proved relevant for all three or at for least two criterion variables
of work engagement. Thus, security proved to be important for vigour, dedication,
and absorption, and time pressure and students for vigour and dedication. In other
words, participants who assess low time pressure, i.e. who believe that they have
enough time for quality work and assess work with children/students as a source of
support and satisfaction, show a higher level of vigour and dedication to work. The
obtained results can be considered as expected and understandable. When the basic
need for security in the work environment is met, when an individual does not feel
time pressure to perform work tasks, when s/he has satisfactory relationships with
children/students, and is competent to respond to the challenges they pose, s/he can
focus and perform the work tasks with more dedication and engagement.

Concerning the sociodemographic predictors, it should be noted that gender
proved to be a significant predictor of dedication and absorption, with male teachers
showing a lower level of engagement than female teachers. Previous research has
shown that female teachers, compared to male teachers, are more prone to higher
emotional exhaustion (Sari, 2004; Sliskovi¢, Buri¢ & Knezevié, 2016), which
can be a result of excessive dedication to work or work absorption. However, in
these interpretations, it should be noted that it is not possible to conclude gender
differences in the work engagement of preschool and primary school teachers due to
the large gender disparity in this research.

Length of working experience, on the other hand, proved to be a significant
predictor of vigour and absorption, where participants with longer experience
reported a higher level of both components of engagement. Earlier studies, although
on different samples, also suggested a significant positive contribution of age to vigour
and dedication and contribution of age to engagement (Kim & Kang, 2016). Longer
working experience most likely contributes to higher assessments, precisely because
of the experience in facing and coping with (new) challenges of everyday pedagogical
practice. Furthermore, some authors suggest that with age and years of service,
individuals develop different strategies of emotional regulation and strengthen their
professional identity, which has a positive effect on work engagement (Kim & Kang,
2016).

Limitations of the study. Before the conclusion, several limitations of the
conducted research should be pointed out. One refers to the significantly larger
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number of female preschool and primary school teachers compared to male teachers,
although in the population of preschool and primary school teachers in Croatia there
is a large gender disparity in favour of women. Yet, due to the small proportion of
male participants, it is not possible to conclude gender differences in the perception of
sources of stress/support as well as work engagement. Furthermore, the research was
conducted in an online environment during the Covid-19 pandemic, which impaired
the representativeness of the sample, and it is possible that living in uncertain and
threatening circumstances affected the research results. It is also possible that data
related to job security was significantly influenced by the circumstances in which the
research was conducted. Although all measures had satisfactory reliability values, it
should be noted that the two measures had kurtosis parameters slightly above the
limits allowed for the application of parametric procedures.

B CONCLUSION

The interest of scientists in researching the work engagement of educational workers
in recent decades has not diminished, which is justified given the complexity and
increase in work tasks, the multi-layered nature of work environments, and thus
their possible impacts. They can be either possible sources of stress or support for
practitioners, making it necessary to research them and use the obtained results to
improve pedagogical practice as well as the curriculum of the education of future
preschool and primary school teachers. This research aimed to investigate which
factors contribute to the work engagement of Croatian teachers and in what way. The
obtained results point to the conclusion that, compared to middle school teachers,
preschool teachers and primary school teachers, are more dedicated to and absorbed
by their work. Furthermore, preschool teachers, compared to others, rated lower
most work-related and social factors (time pressure, security, administration, and
children/students). Parents were assessed as the most positive source of support by
class teachers, followed by preschool teachers, and then by middle school teachers.
When it comes to predictors of work engagement, the results suggest that with
years of service, vigour and absorption grow, while dedication depends on the type
of job and proves to be higher at lower levels of the educational system. Among
social and work environment factors, work engagement depends on security, time
pressure, and children/students and parents as potential sources of work support. It
is possible to conclude that these dimensions should be respected and included in
the modernization of the curriculum of formal education of preschool teachers and
primary school teachers as well as in programs for their lifelong learning. Finally,
it is worth noting that administration, colleagues, and professional development
have not proved relevant for the work engagement of preschool and primary school
teachers.
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